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The Perceptions of Constructivism on Teaching and Learning among K to 12
Grades Science Teachers
Abstract:
This study reports on teacher perceptions of constructivist practices from grade K to
12 who were involved in a year long Iowa Chautauqua Professional Development
Project. Twenty-seven teachers who participated in this study answered an instrument,
namely the CLES (Constructivist Learning Environment Survey developed by Taylor,
1996). The instrument was Likert scales and was administered at four different times,
namely before summer workshop, after summer workshop, in the fall, and at the end of
the school year (in spring). The design for the study was a one within-subject variables
and one between-subjects variable (Two-way repeated measures Analysis of Variance).
The teacher perceptions was the “within variables” and teachers’ grade level was the
“between variables”. The results indicate that there are significant differences in
teacher's perceptions of constructivism before, after the workshops, in the fall, and in the
spring. These differences include two major findings:
i)

Teacher perceptions regarding their teaching in terms of Constructivist
approaches were significantly different as measured at four different times.

ii)

Teachers representing different grade levels were found significantly different
in terms of their perceptions of constructivist practices.

Results
Data collected from the twenty seven teachers were analyzed using SPSS
software. Table 1 indicates the number of teachers, means and their standard deviations
for four cluster grade level, namely high school, middle school, upper elementary, and
lower elementary.
Table 1: Number of Teachers, Means and Standard Deviations for Four Different Groups
at Four Different Times.
Grade Level
Std.
Cluster
N
Mean
Deviation
Lower
Elementary
7
139.14
12.93
Total CLES Before
Upper
Workshop
Elementary
9
136.00
15.97
Middle School
6
141.17
5.91
High School
5
140.00
10.37
Total
27
138.70
12.03
Lower
Elementary
7
183.57
9.00
Total CLES After
Upper
Workshop
Elementary
9
177.56
9.53
Middle School
6
175.50
14.95
High School
5
147.40
23.08
Total
27
173.07
18.34
Lower
Elementary
7
158.43
17.01
Upper
Total CLES in FALL
Elementary
9
146.00
7.98
Middle School
6
152.17
6.27
High School
5
144.20
13.08
Total
27
150.26
12.35
Lower
Elementary
7
177.00
11.72
Upper
Total CLES in SPRING
Elementary
9
163.33
18.10
Middle School
6
155.00
8.12
High School
5
154.40
13.61
Total
27
163.37
15.98

Table 2 indicates that interaction of CLES and grade level is also significant with
F=3.56 at p< 0.05. Since the interaction is significant, simple effect analysis was
undertaken and displayed in Table 3 below.
Table 2: Two-way Repeated Measures ANOVA (One within, one between)
Type III
Sum of
Source
Squares
df
CLES
3127.82
CLES * Grade
844.07
Error(within)
1817.54
Grade
3834.48
Error(between)
8780.64
* Significant at p<0.05

1
3
23
3
23

Mean Square F
Sig.
3127.82 39.581 0.000*
281.36
3.560 0.030*
79.02
1278.16
3.348 0.037*
381.77

Table 3: Simple Effect Analysis for Each of the Four Cluster Groups

Source
High School CLES
Error(high school CLES)
Middle School CLES
Error(middle school
CLES)
Upper Elementary CLES
Error(upper elementary
CLES)
Lower Elementary CLES
Error(lower elementary
CLES)
* Significant at p< 0.05

Type III
Sum of
Mean
Squares
df
Square
F
Sig.
400.00
1
400.00 130.081
0.000*
12.30
4
3.07
99.01
1
99.01
1.318
0.303
375.64
1145.09

5
1

75.13
1145.09

11.737

0.009*

780.51
2736.86

8
1

97.56
2736.86

25.299

0.002*

649.09

6

108.18

Table 3 indicates that teachers from the high school group were significantly
changed concerning their perceptions concerning constructivism with F=130.08 and p<
0.05. There was no significant difference for teachers from the middle school group.

Teachers from the upper elementary and lower elementary groups were significantly
changed in their constructivist perceptions with F=11.737 at p<0.05 and F=25.299 at
p<0.05 respectively.
Table 2 also indicates that there was a significant difference among the four grade
level groups, namely high school, middle school, upper elementary, and lower
elementary group with F=3.348 at p<0.05. A post-hoc analysis using Tukey was
performed with the results shown in Table 4 and Table 5 below.
Table 4 indicates that the mean difference of the lower elementary group and the
high school group was significantly different with pre and post means of 18.036 which
was significant at p< 0.05 level. Table 5 indicates that the high school group, the upper
elementary, and the middle school group can be included as one subset and the upper
elementary group, the middle school, and the lower elementary can be included in
another subset.
Table 4: Mean Differences of Four Different Grade Level Clusters Using Tukey Post Hoc
Analysis
Mean
Group (I)
Group (J)
Difference (I-J)
Significant
Upper Elementary
8.813
0.303
Lower Elementary
Middle School
8.577
0.410
High School
18.036
0.022*
Lower Elementary
-8.813
0.303
Upper Elementary
Middle School
-0.236
1.000
High School
9.222
0.350
Lower
Elementary
-8.577
0.410
Middle School
Upper Elementary
0.236
1.000
High School
9.458
0.399
Lower Elementary
-18.036
0.022*
High School
Upper Elementary
-9.222
0.350
Middle School
-9.458
0.399
*Significant at p< 0.05

Table 5: Grade Level Clusters as Indicated by Tukey Analysis
Subset
Grade Level Cluster
High School
Upper Elementary
Middle School
Lower Elementary

N
5
9
6
7

1
146.500
155.722
155.958

2
155.722
155.958
164.536

Figure 1: Profile Plot for the CLES Means for Four Different Group as Indicated at Four
Different Times

Conclusions
The main results of this study are that a year-long Iowa Chautauqua Professional
Development Project was successful in terms of changes in teachers’ perceptions of
constructivist approaches. This study was intended to train a core of future teacherleaders who would be aware of the possibilities of inquiry-based instruction/learning and
practice it in their own science classroom. It therefore provides insights for other studies
involving the most successful experiences and an expansion of the number affected by
effective professional development programs aimed at those seeking to enhance of
recommended teaching and Constructivist learning strategies.
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Abstract
A recent experience in implementing a different approach towards teaching optical
communication engineering is presented. By introducing a field trip element into the
course structure, students gained a more hands-on experience that proved to be valuable
in assisting their understanding of the course material and future career options.
1. INTRODUCTION
The optical communication industry is one of Malaysia’s Strategic Development Area.
Under its 8th Malaysia Plan (RMK8), large sums of funds were set aside for continuing
research efforts within the field under the Intensification of Research in Priority Areas
(IRPA) scheme. The National Council for Scientific Research and Development
(MPKSN) has allocated 35% of the nation’s R&D budget for Strategic Research Priority
Areas projects; one of them being those related to Optical Technology [1]. The move saw
widespread recognition of optical communication engineering courses, resulting in the
subject being promoted from a sub-section within a broad engineering communication
course to a stand-alone one. This is made possible largely by the increased number of
masters and doctorate degree holders in the field; an outcome of earlier efforts. However,
local prior art in teaching the subject is still understandably low. Coupled with a broader
emphasis on students being able to communicate their solutions and ideas in an articulate
manner, and see through the implementation of their projects efficiently and within the
time constraints set [2, 3], continuous effort in improving the delivery and learning
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efficiency of the engineering courses in general is vital. To this end, a number of
approaches were experimented with, including problem-based learning (PBL) [4, 5].
This paper describes the field trip coursework approach in teaching a final year
undergraduate optical engineering course. Such hands-on method is proven to be valuable
in assisting students understanding of the course material and future career options. By
visiting the industry, students could lay their hands on state-of-art equipment not
available in teaching labs. Important intangible abilities that graduates need to face the
real world were also targeted, including time and people management skills. The use of
multimedia added another dimension into the delivery of course material. It is also of the
author’s personal interest that some of the students would eventually choose a career in
the teaching profession and eventually become researchers, contributing towards
attaining a critical mass of masters and doctorate degree holders.
2. COURSE DESCRIPTION
The Optical Communication Engineering (KEET4205) is a 3-credit hour course
compulsory for students taking the Telecommunications Engineering option. It is an
elective course for the Electrical Engineering students. Subject delivery includes lectures,
tutorials and laboratory work. The course evaluation is structured as follows: 60% final
exam, 30% mid-semester exams and 10% coursework. The syllabus covers three main
topics: fundamentals of light guiding (total internal reflection, electromagnetic waves and
optical fibres), optical devices (optically passive and active devices such as couplers,
isolators, amplifiers and lasers) and optical networks (network topology, power and rise
time budget). At the beginning of the semester, the students were given two reference
charts, the syllabus content and the career path charts. The latter is shown in Figure 1.
The reason for the syllabus content chart is obvious, to allow them to check the progress
of each class by providing them with a clear picture on how topics relate to each other.

2

Career path
in Optics

Research

Research centre
•
•
•
•

Industry

Academia

Trading

Research assistant
Researcher
Postgraduate (masters/PhD)
Lecturer

Manufacturing
•
•
•
•

Service provider

Sales engineer
Manufacturing operations
Service and maintenance engineer
Network designer/planner

Figure 1 Career path in optics chart
The career path chart would be of great use for the coursework they are about to be
assigned with (see Section 3). It is also to provide some relevance to the topics being
taught in the sense that the students could relate the topics to a real-world application or
circumstances. For instance, when discussing about the different types of fibres, the
students would not only learn about how each fibre cable differ from one another but also
about local manufacturing capabilities and the companies that install and maintain the
various types of fibre cables.
3. THE DIFFERENT APPROACH: FIELD TRIP COURSEWORK
For their coursework, the students were divided into groups of fours or fives. The groups
were randomly assigned an industry or research facility for them to visit and research
upon. The coursework were given early in the semester to allow plenty of time for the
students to make the necessary preparations.
The coursework requirements are as follows:
•
•

The groups are to contact their respective industry to ask permission for a visit
and to set the date for the visit
During the visit, the need to:
o carry out a 15-minutes (minimum) interview with a technical staff,
whether an engineer, technician or operations manager regarding the work
involved, a typical work routine and the problems that they face in their
line of work
o shoot a movie and take photographs of the premise and the products being
developed/installed/maintained
o bring back samples (if any)
3

Once this is completed, they are to compile and present their findings to the rest of the
class via multimedia. A short introduction of the group members in the most creative way
would also earn them extra marks. Needless to say, all the groups opted to make a movie
that introduces themselves in astoundingly interesting and mostly humorous ways. A
summary of the procedures involved is shown in Figure 2.
Receive details of industry to visit

Contact industry and finalise visit
itinerary

Book resources – camcorder, camera,
transport, souvenir

Conduct visit

Compile findings, prepare presentation

Present to class, Q&A

Figure 2 Summary of procedure to complete coursework
Table 1 below lists some of the establishments visited by the students and the technology
and hands-on experience they brought back with them.
Table 1 Example of the establishments visited and the exposure obtained
Industry
Type
Technology/Hands-on experience
1. University of Malaya
Photonic Lab
2. University Putra
Malaysia Photonic Lab

Research
facility

•
•

•
3. Telekom Malaysia
4. Maxis

Service
provider

•

State of the art research into optical amplifiers and
networks
Splicing an amplifier configuration, taking simple
measurements, state of the art measuring and
simulation tools including OSA, tunable light
source and BPM software
Daily life of a researcher
The Telekom Training Centre facility where
professional courses on optical technology are
conducted
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•

5. Opcom Cables

Cable
manufacturer

•
•
•

Maintenance and inspection of exchange boxes
and underground cables
Various optical cables currently employed
Various inspection tools including OTDR
Daily life of a service engineer

•
•
•

Optical cable manufacture
Manufacturing line operation
Daily life of a floor operations manager

3.1 Costs and resources
Such field trips would not be possible without the necessary support from the Department
and Faculty. The costs involved for the project were low, mainly in purchasing
consumables such as batteries, Hi8 camcorder tapes and recordable compact discs.
Digital cameras, camcorders and transport services were provided for by the
Department/Faculty. A multimedia room was used for the presentations where facilities
such as TV projector, amplifiers, microphone and speakers are available. The Department
also provided souvenirs for the students to present their respective hosts during the visit
as a token of appreciation.
3.2 The outcome and evaluation procedure
The field trip coursework was not well received in the beginning mainly because of the
amount of work to be put into it. Most of the students were not used to work in groups
and to organise a visit to industry themselves. However, they were encouraged by the fact
that the industry, on the other hand, was very receptive of the idea and was willing to
work with them. Students were not only given a tour of facilities but also career advices,
technology tips and some, as mentioned in Table 1, got to tag along engineering teams to
inspect underground cables and exchange boxes.
Consequently, the interest and understanding level during classes saw a marked
improvement. Problems given were looked at not only from an academic point of view,
but more importantly, practical ones. As a result, there was an improvement in the
students’ achievement in exams and quizzes as the class progresses. They found that it
was easier to memorise certain facts relating to the subject and their knowledge of optical
devices and equipment was not limited to those available in the teaching laboratory.
As mentioned earlier, the students also gained some intangible skills whilst completing
the assignment including team building, time and people management. Some students
also took the opportunity to sharpen their skills in multimedia.
The field trip was evaluated as follows:
• Content – 50%
• Overall management of visit – 25%
• Presentation – 20%
• Creativity – 5%
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Content includes preparation of transcript/summary of interview and accuracy in
reviewing the technology presented. Management of visit evaluates tasks distribution
among group members and the ‘smoothness’ of the whole visit such as punctuality, clear
adherence to the agreed visit itinerary and the likes. Presentation looks into whether the
presentation was well prepared and informative, the quality of multimedia presentation,
hand-outs and relevant articles.
3.3 Challenges to overcome
There are several challenges that need to be addressed. While the industry was helpful,
some could afford to offer more exposure than others. For instance, groups visiting
service providers receive more exposure compared to those covering equipment traders
due to the different nature of work involved. As such, providing a fair evaluation is
tricky. Time management was also crucial. Some groups could only manage to conduct
the visit towards the end of the course and this adds to the pressures of preparing for final
exams.
4. CONCLUSIONS
The field trip coursework approach in teaching a final year undergraduate optical
engineering course is presented and shown to offer a number of advantages with regards
to teaching quality and hands-on exposure. This in turn will be valuable in assisting
students understanding of the course material and future career options. More work will
be done in improving the format of the visits to ensure the students obtain the fullest
benefits of the exercise. It is hoped that such approach would eventually find
implementation across many more courses, lending towards producing better graduates.

[1]
[2]
[3]
[4]

[5]
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Hierarchical Linear Models and Repeated Measures Analysis:
Alternatives to Traditional ANOVA and MANOVA
School districts routinely collect yearly achievement test data on students for many
purposes, including accountability. Student observational data may consist of cognitive
(achievement), and attitudinal or behavior measures. The data may fall into two
categories: Cross sectional data or longitudinal data consisting of repeated measures on
the same students over time. (e.g. cohorts of elementary students from grade 2 to grade
5.) School districts’ data bases usually contain variables describing a) individual students
(e.g. Socioeconomic status, ethnicity, language fluency, parental education level,
attendance and gender), and b) school characteristics such as Year Round, mobility rate,
ethnic composition and type of program.
Such data has hierarchical structure. Some variables describe students who are nested in
or grouped into in larger units (e.g. class rooms, schools, and districts), and other
variables describe the larger units. Longitudinal data also has hierarchical structure.
Specifically, the multiple observations on each student are viewed as nested within the
person (within-subject factor) who in turn is nested within class room or school. To meet
the requirements of accountability and school improvement, many districts now take a
comprehensive view of achievement data analysis. They want to analyze data to find the
influence of individual student characteristics as well as school or class rooms on
students’ academic achievement. The need for school effectiveness evaluation requires
complex data sets and many units of analysis of policy interest, for example, students,
teachers, class rooms, program types and schools.
. Program evaluation that involves the use of complex data from nested designs or
repeated measures requires application of new statistical models for analysis of multilevel
data. For example, evaluations that focus on a) individual academic attainment of

students over time, b) the effects of individual characteristics on student attainment and c)
the impact of school or class room characteristics on student growth. Traditionally
analysis of variance (ANOVA) with its long history has been used to analyze longitudinal
data. How ever repeated measures ANOVA requires assumptions which are invalid for
analyzing repeated measures data, in particular, the assumption that multiple
measurements taken on the same person are uncorrelated. (Sphericity assumption). The
use of Multivariate analysis of variance (MANOVA) to address the sphericity assumption
also has its problems. MANOVA has relatively low power when compound symmetry
assumption is actually valid.
Developments in statistical theory has produced an impressive and more recent tools
(e.g. mixed-effects models, random-effects models, random-coefficient regression,
covariance components models and hierarchical linear models, HLM) for analysis of
multilevel data.
The purpose of this paper is to present a concrete example of the use of hierarchical linear
model to address questions of students’ academic attainment over time, and personal and
contextual variables that impact their attainment. Specifically, this study performs HLM
analysis of selected policy-relevant variables collected on a group of elementary school
students (from grade 2 to grade 5) to answer questions such as:
•
•
•
•
•

How does each student’s mathematics attainment change over time? (Within
individual change)
Are there similarities or differences in the attainment changes across students?
(Interindividual differences in math attainment change)
What individual characteristics and school factors explain differences in math
attainment change across the group?
Is the association of student characteristics such as ethnicity and math attainment
over time the same for students who attend different schools in the district?
Are some students’ attainment trajectories more heterogeneous than others?
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WHO will be correcting my essay?
Researchers constantly advocate cooperative learning in language classrooms, and
writing classes are no different. However, how do students react to editing and correcting in
cooperative learning pairs? I sought to answer this question by implementing an Action Research
Project in my EAP writing 6 Class at Miami-Dade College. The class consisted of 12 Spanish
speakers, 6 Creole speakers, 1 Russian speaker, and 1 Arabic speaker. Furthermore, this was the
final ESL writing class for these students before they entered regular college English classes. At
Miami-Dade College, it was the ESL Department’s policy to allow the students to submit each
essay two times before assigning a final grade. The major problem with the essays, in particular
with the Spanish speakers, was direct translation from Spanish to English and the use of run-on
sentences. In an effort to help eliminate some of these redundant and common errors, I
implemented peer editing and correction in the class. On the first drafts of the essay, I highlighted
the sentences containing the mistakes, but I didn’t make any corrections for the students. The
students still had the opportunity to improve the first draft, but using a different process. Now,
students had to work with a partner who spoke a different first language to find and correct the
errors. They also answered a list of portfolio questions to evaluate and critique the overall essay.
The students turned in both drafts of the essay and the portfolio questions, and a final grade was
assigned. There were three purposes for implementing this Action Research Plan in my Writing 6

class: 1) to expose the students to peer editing, peer tutoring, and peer correction; 2) to see if it
helped to eliminate some of the common writing errors such as incoherent sentences and direct
translation from L1 to English; and 3) to see if it helped reduce the number of errors on the first
drafts of the student essays.
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RESEARCH PROPOSAL OUTLINE: THE EFFECTS OF PERSONALIZING THE
CONTEXT OF STORIES IN COMPUTER-BASED READING INSTRUCTION ON THE
ACHIEVEMENT AND ATTITUDES OF “ACADEMICALLY AT-RISK” STUDENTS
Introduction
Research Question(s)
•

What are the effects of three levels of personalization of reading materials—individual,
group, and nonpersonalized--on student achievement in reading comprehension?

•

What are the differential effects of personalized reading materials on the performance of
higher-ability and lower-ability students on reading comprehension?

•

What are the differential effects of personalized reading materials on the performance of
students on factual and inference questions?

•

What are the effects of three levels of personalization of reading materials—individual,
group, and nonpersonalized--on student attitudes and preferences related to the stories?
I am interested in investigating these questions because I would like to incorporate my

expertise in educational technology with helping underprivileged, at-risk, minority student
populations, particularly at the middle and secondary education level. These students are
typically considered to be at risk academically (Lopez and Sullivan, 1992). After looking at
different areas in educational technology, which included collaborative learning and learner
control, I found personalization to be the most appropriate instructional strategy to use with this
particular group of students. Lopez and Sullivan (1991) ascertain that personalization of stories
may enable learners to identify more readily with the problem-solving task and build stronger
associations related to the task. The personalization of stories has shown to benefit children in
improving their reading comprehension. These students who find reading difficult may be more
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involved in personalized stories because of their personal relevance (Bracken, 1982). I want to
expand on the generalizability of previous findings on personalization to an ethnically diverse
population. The personalization of reading materials for at-risk students may be one way of
improving their performance in reading comprehension. I feel that personalization of
instructional materials would help academically at-risk students to better identify with the
content, and hopefully, be more engaged in learning the content.
From the literature, personalizing the context of instruction has been found to facilitate
the reading comprehension of students who had been previously identified as poor readers
(Bracken; Dwyer, 1996) and increase student performance in mathematics (Ku, Harter, Liu,
Yang and Cheng, 2004; Ku and Sullivan, 2002; Lopez and Sullivan).
Since a majority of literature on personalization has been in the area of mathematics, I
would like to explore the effects of personalized reading instruction. For example, McCormick
(1984) found that students who are considered poor readers seem to lack the ability to draw
inferences from text. This prompted my interest in investigating the effects of personalized
reading instruction on student performance on inference versus factual questions.
In addition, most of the studies in personalization were primarily conducted with paperbased instructional materials. I would like to design a study that incorporates personalization
into a computer-based instructional program on reading because it would be easier to logistically
implement the reading instruction when incorporating the students’ personalized referents in the
stories. Also, the posttests would be automated, whereby the students would click on the
multiple choice answers in the program. Furthermore, a computer-based reading program would
help me track the student’s progress and the amount of time it takes for the student to complete
the reading and test-taking activities.
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Independent Variables
•

The main independent variable is personalization with three levels:
o Individual Personalization
In the individual personalization treatment, an individual student will be
reading a story containing his/her personalized referents. For example, a
student named Felipe indicated that his favorite restaurant is Alberto’s.
The text would read as follows: Felipe ate at Alberto’s for lunch.
o Group Personalization
•

In the group personalization treatment, students will read stories
containing personalized referents based on the responses of the majority of
the class. For example, a majority of students indicated that In-N-Out
Burger was their favorite restaurant. The text would read as follows: The
students in Mrs. Brown’s class ate at In-N-Out Burger for lunch.

o Non-personalized
•

In the non-personalized group, the text of the stories remain in their
original form. For example: The students ate at a restaurant.

•

There will be three treatments: individualized personalization, group personalization and
non-personalized.
o Three parallel versions of three instructional units on reading comprehension will
be developed in a computer-based instructional environment. The instructional
unit used for the group and individual treatments will integrate personalized
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referents derived from a biographical inventory administered to students prior to
instruction.
•

A second independent variable is ability with two levels.
o High ability
o Low ability
o Students will be blocked by ability based on their standardized test scores in
reading (i.e., SAT 9) to determine differential effects of personalization by high
ability and low ability students.

Dependent Variables
•

The dependent variables in the study are:
o Student achievement in reading comprehension (main criterion variable)
There will be a set of posttest scores on reading comprehension for each
treatment group. Reading comprehension will be measured by student
performance on answering factual and inference questions. Each student
will receive a score for answering factual questions, and a score for
inference questions. Students will be given a standardized set of questions
for all 3 stories, but their answers will be context-specific to each story.
o Student motivation
Student attitudes toward the treatments will be measured by a survey
administered at the end of treatment.
o Time-on-task (en route variable)
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Time-on-task will be measured by a time log function in the computerbased reading program. Time to read the stories and time to complete
factual and inference questions will be recorded.

Method
Participants
•

Approximately, 90 6th grade students from a middle income school in Tempe, Arizona—
30 students for each treatment--will be participants in this study.

•

Students will be from an ethnically diverse rural or urban middle school and are typically
considered to be at risk academically, especially in the subject of reading comprehension.

•

Students will be selected based on a pre-measure of ability: either through standardized
reading scores that place students in appropriate reading level classes, or a specialized
program that selects students based on their “academically at-risk” status.

•

“Academically at-risk” is defined as students experiencing perceived difficulties in
reading, writing and mathematical skills and who most typically come from a low
socioeconomic status (SES) background (Knapp, 1995). These perceived differences in
their academic performance are most likely attributed to social and environmental
factors, such as poverty and lack of opportunity (Ladson-Billings, 1994). In the context
of this study, academically at-risk students enrolled in a middle-income school will be
observed.

Procedures
•

A computer-based biographical inventory will be administered to students three weeks
prior to implementation of the treatments. Students will type in their responses, which
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will subsequently be used by the software program to convert the standard set of stories
into the personalized content for the instructional program in reading. Although students
in the non-personalized group will be required to type in their responses to the
biographical inventory, the content of their instructional program will remain in the nonpersonalized context.
•

Students will first be blocked by ability (high and low). Then, they will be randomly
assigned to one of three treatments: individual, group, or non-personalized. In each
treatment, each student will individually read a set of three stories.

•

Reading instruction will take place in three 40-minute class periods in one day. Students
will be asked to read three stories and answer factual and inferential questions about
them. The teacher will not intervene by providing instruction.

•

An attitude survey will be given after the posttest has been administered.

Materials
•

A biographical inventory will be designed to determine the personal background and
interests of the participants. Respondents will be asked questions, such as the names of
friends, favorite places, food, movies, activities and events. The inventory will be
administered using a computer-based format in which students will type in their
biographical inventory responses into a program created in Flash.

•

Three parallel versions of three instructional units on reading comprehension will be
developed in a computer-based instructional program. The reading materials used for the
group and individual treatments will integrate personalized referents taken from the
biographical inventory.
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o The nonpersonalized version will use the standard referents found in a selected set
of stories. These stories will be appropriately selected for academically at-risk
middle school students in the 6th grade, using materials that have been widely
used in academics for this particular population (i.e., Reader’s Digest, English
textbooks, etc.). Stories will be selected based on the average reading level of
this particular group of students (average reading level will be determined by an
overall average of reading scores/grades of the students in 6th grade at this
particular middle school).
o The individualized version will incorporate personalized referents from a
particular student, such as the student’s name, birth date, and favorite music artist,
to substitute the standard referents in the nonpersonalized version.
o The group treatment will be based on the responses of the majority of participants
in the study.

Criterion & Enroute Measures
•

The criterion variable is reading comprehension and will be measured by posttest scores.
For each treatment group, there will be posttest scores for three separate stories. Since a
test will be administered after every reading lesson, there will be a total of nine sets of
posttest scores.
o Reading comprehension will be measured by factual and inference questions.
Factual questions describe “who, what, where, and when” facts that appear
either verbatim or paraphrased in the text (Wilson, 1979).

Personalized Reading Instruction 10
Inference questions require the reader to go beyond what is explicitly
stated in the text by being able to draw inferences from the text. These
questions are usually phrased with “why, how, or if/then/because.”
(McCormick, 1984; Wilson, 1979).
•

En route measures of time-on-task will also be collected and analyzed by the researcher
of the study.

Design
•

The design of this study is a 3 (treatment: nonpersonalized, individual and group) X
2 (ability level: high ability and low ability) X 2 (item type: factual questions and
inference questions) repeated measures univariate analysis of variance (ANOVA)
factorial design. Levels of personalization and ability level will be between-subjects
variables and item type will be a within-subjects repeated-measures variable.

•

Participants will be randomly assigned within ability level to one of the three levels
of personalization.
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Language Development and
Science Learning for English Learners
Significance
According to the Handbook of Education Information (2005), during the 2002-2003 academic
year, California’s public schools reported an enrollment of about 1.6 million English learners. These
statistics reflect an increase of about 40,000 English learners and reflect the reasons why school district
need to be concerned about this population:
−

The 1,599,542 English learners constitute more than 25 percent of the total enrollment in California
public schools.

−

2,531,411 students speak a language other than English in their homes. This represents about 40
percent of the state's public school enrollment.

−

The majority of English learners (nearly 70 percent) are enrolled in the elementary grades,
kindergarten through grade six. Thirty percent are enrolled in the secondary grades, seven through
twelve.
Obviously, the success of California's students and schools depend enormously on the state's

ability to successfully educate the English learners in the k-12 classrooms. The academic education of
English learners require a specialized curriculum and properly trained teachers to not only support the
development of academic language but the subject matter content as well.
In California, this specialized curriculum and instructional approach is called Specially Designed
Academic Instruction in English (Diaz-Rico & Weed, 1995) or Sheltered Instruction (Short & Echeverria,
1994). Rather than relying on lectures to transmit information, teachers make use of cooperative learning,
literacy development strategies, multimedia, realia, and multicultural resources to motivate English
learners to learn the academic content and the English language simultaneously. This approach shifts the
teaching and learning of English learners from a deficit model to an additive model (Cummins, 1989).
Such a model makes use of the linguistic and intellectual capabilities students bring from their homes and
communities as instructional resources and cognitive tools (Moll, 1992; Short, 1993).
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Research Questions
The purpose of this study was to observe a sheltered science classroom to explore the following
questions:
What type of literacy activities are utilize in this Sheltered Instruction science class?
What constitutes a literacy activity?
What are the teacher/ students’ roles in these activities?
For this project, literacy activities are defined as any form of engagement with print through
reading, writing, and oral discourse constructed as students work within the classroom to learn concepts
(Dillon, O’Brien, & Moje, 1994).
Conceptual and Theoretical Framework
The conceptual framework that supports this study and drives the methodology also justifies the
observation of literacy activities in the science class. This framework proposes that English language
learners begin to understand science through literacy development and the active involvement in the
science content. Within this framework, English language learners read about science, write about
science, do science, and discuss science concepts to learn science. It is supported by two perspectives, one
dealing with the ideology and theory behind the development of the sheltered approach and the other with
the social constructionist perspective in science.
The Sheltered Instruction approach combines second language acquisition principles with those
elements of quality teaching that make a lesson understandable to the English language learner. Such
instruction enables them to make use and improve listening, speaking, reading , and writing through the
study of an academic subject (Diaz-Rico & Weed, 1995). The Sheltered Instruction approach has four
goals: a) that students learn content, b) learn English, c) practice higher level thinking skills, and d)
advance their literacy skills (Law & Eckes, 1990). To accomplish both content and language learning,
teachers organize instruction around the principles of active participation, social interaction, integration of
language and content, real books and real tasks, and the building of background/prior knowledge (Chamot
& O’Malley, 1989). This approach is also reflected in the research and work that Genesee (1994) directed
on immersion programs in Canada, the work that Chamot & O’Malley (1989) did on the Cognitive
3

Academic Language Learning Approach (C.A.L.L.A.)) and the research led by Short & Echeverria’s
(1993) concerning the integration of language and social science (content).
The social constructionist perspective (Gergen & Gergen, 1991) integrates the language of a
classroom discourse community with the cognitive constructions used to learn content. Knowledge is not
developed in a vacuum but is constructed and negotiated within a social and cultural context (Resnick,
1987; Vygotsky, 1978). Teachers that base their teaching on this pedagogy believe that students work to
make sense of the content knowledge within the classroom context and that literacy is more than a
learning tool and like Lankshear (1993) believe that learning itself shapes the forms that literacy takes for
the student.
Learners do not enter classrooms as empty vessels ready to be filled with scientific knowledge
but bring with them an established framework of ideas that serve as a filter through which new
information is processed and understood (Hewson & Hewson, 1988). Traditional “show and tell”
approaches to instruction are rarely effective in changing learners’ preconceptions and ideas. Developing
new understanding requires an authentic experience that makes use of reading, writing and oral discourse,
which is more powerful than prior knowledge and beliefs. The key to developing science content
understanding is to develop teaching methods using literacy activities that build on and challenge students
preconceptions and to provide experiences that allow them to reconstruct their understanding in a context
that is meaningful to them (Stoddart et al., 2002).
Research Background
Science learning and the English language learner
Since 1995, a large number of researchers have been focusing on science learning and English
learners. Researchers such as O. Lee, S. Fradd, F. Sutman, O. Amaral, L. Garrison, T. Stoddart, B.
Warren, A. Rosebery, E. Garcia, and Short & Echeverria have based their studies on inquiry-based
science learning and the integration of language development and science content.
Some past studies have focused on literacy skills and language development in the elementary
science classroom (Brown, Fournier & Moyer, 1977; Kessler & Quinn, 1980; Reed, 1991; Rodriquez &
Bethel, 1983). Two sets of researchers have addressed such topics as students’ scientific dialogue
(Warren, Rosebery & Conant, 1989) and communication patterns mismatch in science instruction
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between a monolingual English teacher and a Haitian Creole student (Michaels & O’Connor, 1990). Since
the early 90s there have been a number of articles and researchers that have focused on topics such as
science instruction that incorporates culturally relevant analogies and contexts (Barba, 1993; Rakow &
Bermudez, 1993); the construction of meaning through scientific discourse (Rosebery, Warren & Conant,
1992); classroom observations examining the ways in which a bilingual teacher tries to meet scientific
literacy indicators as well as language growth/development benchmarks (Destino & Bernhardt &
Rodriquez-Muñoz, 1994); the differences and similarities between different ethnolinguistic groups’
science knowledge and cognitive strategies (Lee, Fradd & Sutman, 1995); and the difference in
opportunities for science learning at two elementary schools with large culturally diverse populations
(Fradd & Lee, 1995).
Dr. Lee of the University of Miami have been leading a group of studies focusing on inquirybased science as well as language development and how this approach supports English learners’ science
understanding (Cuevas, Lee, Hart, & Deaktor, 2005; Lee, Deaktor, Hart, Cuevas, & Enders, 2005). In
California, Stoddart and her team have concentrated on the integration of language development and
science learning (Stoddart, Pinal, Latzke, & Canaday, 2002)
Methodology
This study’s methodology incorporated ethnographic techniques (Erickson, 1986; Evertson &
Green, 1986 ) such as observations, field note taking, and videotaping. The methodology was informed
and driven by Green and Dixon’s (1997) ethnographic work and is grounded in the following perspectives
that are based and come directly from Warren, Rosebery, & Conant, (1989) theoretical ideas and research:
1. Language (reading, writing, and speaking) plays a very important role in scientific inquiry.
English learners develop their linguistic skills, in both first and second languages, by
collaborating and exchanging ideas with others.
2. Scientific inquiry is supported by language and culture.
3. Scientific literacy is based on discourse that is generated by the students – reflecting their own
way of knowing and thinking.
4. Science knowledge and understanding are developed in a social context by talking, doing, and
collaborating focusing on student-generated questions and problems (Vygotsky, 1978).
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5. By pursuing their questions, students work toward goals that are important to them to their
communities, bridging school and communities together.
Observations
In this study daily observations were made for a period of eleven days. In order to investigate
what shape literacy activities take in one Sheltered Instruction science class and what takes place during
these literacy activities time-stamped event maps were used to present a running record of each day
(Green & Dixon, 1997; Kyratzis & Green, 1997). Informal short interviews (Spradley, 1980) were
conducted with the teacher in the study after the observations to further explore the purpose of the literacy
activities.
The teacher
Mrs. L is a bilingual teacher in her thirties, educated in San Francisco. She has been teaching
physical sciences for five years and have been working with English learners for about ten years. Her
classroom is colorful and full of “science” - a marine life mural, paper human bodies showing the
different systems, and large webs dealing with forces. She holds a Bilingual Cross-cultural (BCC)
certificate and has attended a series of Sheltered Instruction workshops. She feels “extremely comfortable
teaching sciences to English learners” and rather enjoys being in the classroom with them. When she was
interviewed (before the observation) about the role of literacy in the teaching of science, she said that she
believes that reading and writing go hand in hand with the content, whether is science or math or history,
“in my classroom, I want my students to do science, read science, and write science because this helps the
students clarify the concepts they are trying to learn.” In the classroom she comes across as a creative
teacher that is not afraid to try different things and change things that are not working.
The curriculum unit
The data analyzed for this paper were collected at the beginning of the second academic semester
(February) and represents one section of an entire physical science unit dealing with forces (Force and
Motion). This section explored friction and its influence on the motion of objects. This section took
eleven days to be completed and consisted of a number of activities, laboratories/experiments, and made
use of many types of reading resources (Scientific American, textbooks, Eyewitness science books, and
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library resources). The section originates from a unit that Mrs. L has been developing and adapting for a
few years and usually takes five weeks to complete.
The students
The class consisted of 36 eight-grade students representing more than fourteen different
countries. Most of the students (intermediate, advanced ESL) have been in the United States from two to
four years and come from: Thailand, El Salvador, México, Korea, Hong Kong, Taiwan, Honduras,
Guatemala, Perú, Brazil, Armenia, Iran, Philippines, and Venezuela. Five of the students have been in this
country less than a year (beginning English learners).
Analysis of the data
The data obtained during the study was analyzed in three stages. First, time-stamped event maps
of each day were constructed to make a running record of the class period. Second, the event maps were
examined and only the ones that included a literacy activity (as defined earlier) were selected. Finally,
these selected event maps were used to identify the type of literacy activities utilized, what constituted
that literacy activity, and the roles the teacher and the students played in those activities (see Tables 1, 2,
3, 4, and 5). Time-stamped event maps are based on the ethnographic classroom work of Green and
Dixon (1997) and were developed to analyze and make the events (activities), sub-events (parts of the
activity), and the roles that the different actors play more apparent. These ethnographers have made use of
time-stamped maps to illustrate how peer culture, friendship patterns, and identity are socially constituted
through discourse and through everyday patterns of interaction and activity (Green & Dixon, 1997;
Kyratzis & Green, 1997).
Table 1. Day 3 Time-stamped event map
TIME
EVENT
SUBDESCRIPTION OF EVENT
EVENT
00:01:54
Greetings
Teacher stands by the door
to
and
exchanging greetings with the
00:01:57
welcoming
students and informing them that
they need a textbook. A minute
before the bell rings she comes in
and stands by the overhead.
00:01:57
Settling
Students come in and sit down with
to
down
assigned groups, get their folders
00:02:00
and a textbook.
00:02:00
Review
Teacher begins the class by
to
reviewing what the class did the
00:02:05
day before and brings out some of
the examples and definitions
7

TEACHER’S
ROLE

STUDENTS
’ ROLES

TIME

EVENT

SUBEVENT

DESCRIPTION OF EVENT

TEACHER’S
ROLE

STUDENTS
’ ROLES

Teacher explains that the class will
be doing a reading activity
consisting of reading and small
group discussion. She asks the
students to open on page 226 of
their textbook (Science Plus - STS
program).
Teacher gives each small group
chart paper and explains that each
group will use it to write their
answers and present them.
Teacher explains to the students
that they will be reading three case
studies dealing with friction. Three
students will read for the entire
class and each group will listen and
use the information given to answer
a series of question. Groups will be
given about 10 minutes to answer
the questions and then they will
report their answers back.
Teacher asks one student to read
case study A. After the reading, the
teacher directs the students to copy
and answer the questions as a group
on the chart paper.

Explains, sets up
the activity and
gives directions.

Listen,
follow
directions
and clarify
information
with
each
other.
They listen
and
learn
how to use
materials.
Listen and
talk to each
other.

Walks
around
helping students
and
making
clarifications
Directs
and
organizes.

concerning friction. She asks for
two or three other oral examples.
00:02:05
to
00:02:55
00:02:05
to
00:02:07

Reading
activity
Introducin
g
the
activity

00:02:07
to
00:02:09

Handing
materials
out

00:02:09
to
00:02:14

Explanati
on
of
activity

00:02:14
to
00:02:20

Doing
reading
activity

00:02:20
to
00:02:32

Small
group
discussion

Students write and discuss the
answers to the questions

00:02:32
to
00:02:45

Small
groups
present
answers

00:02:45
to
00:02:55

Continue
the
reading

Teacher calls on each group to
answer one question. Groups share
their answers on their charts.She
asks the class for consensus on the
answers
Teacher asks another student to
read case study B. After the
reading, the teacher directs the
students to copy but not answer the
questions. They will continue
tomorrow.
Students put books and folders
away

00:02:55
to
00:03:00

Cleaning
up

Table 2. Day 4 Time-stamped event map (continuation of Day 3)
TIME
EVENT
SUBDESCRIPTION OF EVENT
EVENT
00:01:54
Greetings
Teacher stands by the door
to
and
exchanging greetings with the
00:01:57
welcoming
students and informing them that
8

Supplies materials
and explains how
to use them.
Explains and gives
directions.

Directs activity.

She directs
organizes

TEACHER’S
ROLE

and

Listen,
follow
directions,
read,
and
discuss
answers.
Discuss the
answers and
write them
down
Present their
charts
and
answers
They
read
and listen to
others read.

STUDENTS
’ ROLES

TIME

EVENT

00:01:57
to
00:02:00
00:02:00
to
00:02:05
00:02:05
to
00:02:55

Settling
down

00:02:55
to
00:03:00

Cleaning
up

Review
Reading
activity

SUBEVENT

DESCRIPTION OF EVENT

TEACHER’S
ROLE

STUDENTS
’ ROLES

TEACHER’S
ROLE

STUDENTS’
ROLES

Explains and sets
up the activity

Listen to the
directions

Supplies
materials
and
resources
Directs
the
activity and leads
the students to
write and read.
Asks
for
information and
checks
for
understanding .
Models for the
class and shows
them how to use
a semantic map.

Receive
materials

they will be continujing with the
reading activity.
Students come in and sit down with
assigned groups, get their folders
and a textbook.
Teacher begins the class by
reviewing what the class did the day
before, the eading activity.
Teacher asks one student to read
case study B and C, and to do the
same thing they did for case study A
(the day before).
Students put books and folders
away

Table 3. Day 7 Time-stamped event map
TIME
EVENT
SUBDESCRIPTION OF EVENT
EVENT
00:01:54
Greetings
Teacher stands by the door
to
and
exchanging greetings with the
00:01:57
welcoming
students A minute before the bell
rings she comes in and stands by the
overhead.
00:01:57
Settling
Students come in, get their folders
to
down
from trays by the door and sit down
00:02:00
with assigned groups,
00:02:00
Activity
to
using
00:02:55
semantic
map
00:02:00
Introducin Teacher places a transparency of a
to
g
the semantic map (see Fig. 1) on the
00:02:03
activity
overhead. She explains that the class
will be using a semantic map to read
an article from Eyewitness Series
concerning friction.
00:02:03
Handing
Teacher gives each student a
to
materials
semantic map and an article.
00:02:06
out
00:02:06
Doing
Teacher asks the students to write
to
activity
the word friction in the middle of
00:02:55
the semantic map. Walks around to
check that all have done it. Asks the
students to give her some questions
that they want to know about
friction. Students supply a number
of questions. Teacher writes six
questions on overhead. Tells the
students that they will be answering
the questions from the reading and
the whole class will be working
together. She asks one student to
read aloud for the class. One student
reads the first paragraph. After the
student reads the teacher asks if any
of the questions can be answered.
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Follow
directions,
help
each
other
and
question each
other.
They
read
for
information.
They answer
and
take
chances
answering.
They
read
aloud for the
class.
They
collaborate
together.

TIME

00:02:55
to
00:03:00

EVENT

SUBEVENT

00:02:11
to
00:02:59

TEACHER’S
ROLE

STUDENTS’
ROLES

Several student raise their hand and
agree. She asks one student to point
out the question and supply the
answer. Writes the answer on the
overhead so that students can see it.
This pattern continues until the
entire article has been read and all
the answers have been written on
the overhead.
Students return articles and put
folders away.

Cleaning
up

Table 4. Day 9 Time-stamped event map
TIME
EVENT
SUBEVENT
00:01:57
Greetings
to
and
00:02:00
welcoming
00:02:00
to
00:02:03
00:02:03
to
00:02:08
00:02:08
to
00:02:59
00:02:08
to
00:02:11

DESCRIPTION OF EVENT

Settling
down
Objective
for the day

DESCRIPTION OF EVENT

TEACHER’S
ROLE

STUDENTS’
ROLES

Gives directions
and explains the
activity.
Supplies
materials and
resources.

Listening,
asking questions
and clarification.

Walks around
answering
questions,
clarifying
answers,
and
showing
students how to
use instruments.

Discuss in their
groups how to
do the activity.
They question
and help each
other. Ask for
help and more
information.
Walk
around
and look at other
models.
Challenge each
other’s answers.
try
to
understand, and
clarify their own

Teacher stands by the door
exchanging greetings with the
students and when the bell rings
she comes in and stands by the
overhead.
Students come in and sit down
with assigned groups.
Teacher introduces Lab #5 Froction and explains that it will
be done in two days.

Friction lab
Introducing
the activity

Small
group work
and
discussion

Teacher places a transparency on
the overhead and gives students a
handout “friction” (see Fig. 2).
She explains that each group will
be answering the handout and will
be presenting their answers to the
class. She points out that on the
tables in the back their are a
number of materials that can be
used if desired. Students are given
forty-five minutes.
Students talk in their groups and
send one student to get materials
from the back tables. All the
groups begin to pull brick s on
different surfaces and measure the
force with a commercial force
meter. Teacher walks around and
answers
questions,
clarifies
answers, shows the students how
to use the force meter, how to
read from the text..
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TIME

EVENT

SUBEVENT

DESCRIPTION OF EVENT

Table 5. Day 10 Time-stamped event map (continuation of Day 9)
TIME
EVENT
DESCRIPTION OF EVENT
00:01:57
to
00:02:00

Greetings and
welcoming

00:02;00
to
00:02:05
00:02:05
to
00:02:11

Settling down

00:02:11
to
00:02:57

Presentations

00:02:57
to
00:03:00

Cleaning up

Time
to
prepare
presentation

TEACHER’S
ROLE

STUDENTS’
ROLES
information.

TEACHER’S
ROLE

STUDENTS’
ROLES

Gives
directions
and sets up the
classroom.

Discuss in group
who is going to
present and what
they’ll present.
Present
the
information
they
found
and
understood.,
and
explain
their
answers.

Teacher stands by the door and talks
to one student, she gives the student a
note and comes in to stand in front of
the overhead after the bell rings.
Students come in and sit down with
assigned groups.
Teacher gives groups five minutes to
prepare. There is a chart on the board
where the groups will be writing their
answers.
Each group comes up and write their
answers on the board and give an
explanation. Teacher questions each
group and asks them for further
information.

Listens
and
questions
each
group and asks
them for further
information.
Supports
the
groups and makes
them comfortable.

Students place their handouts in their
folders.

Findings and Discussion
Mrs. L was chosen for this research study due to her literacy-to-support-the-content philosophy.
Throughout the eleven days her classroom was observed, she demonstrated her pedagogical philosophy of
teaching science through literacy, “in my classroom, I want my students to do science, read science, and
write science because this helps the students clarify the concepts they are trying to learn.” Her classroom
instruction reflected the social constructionist perspective (Gergen & Gergen, 1991) that integrates the
language of a classroom discourse community with the cognitive constructions used to learn content,
where knowledge is not developed in a vacuum but is constructed and negotiated within a social and
cultural context (Resnick, 1987; Vygotsky, 1978). This teacher bases her pedagogy on the belief that
students work to make sense of the content knowledge within the classroom context and that literacy is
more than a learning tool.
The Questions
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What type of literacy activities were utilized in this SDAIE science class and what constituted a literacy
activity?
Three different and yet similar literacy activities were identified that reflected the active
participation, social interaction, integration of language and content, real books and real tasks, and the
building of background/prior knowledge (Hudelson, 1989) that is supported by the Sheltered Instruction
approach. These activities also reflected the social constructionist perspective (Gergen & Gergen, 1991)
that assumes that students work to make sense of the content knowledge within the classroom context and
that literacy is more than a learning tool. The activities, labeled by the teacher, were:
A)

Reading activity (see Tables 1 and 2) - consisted of reading three case studies

dealing with friction. Some students were asked to read for the entire class while the
groups listened and used the information given to answer a series of questions formulated
by the teacher. Groups were given time to answer the questions as a group and then
report their answers back to the whole class. Through this activity the students had an
opportunity to exchange ideas and opinions reflecting their newly acquired understanding
of friction.
B)

Semantic map activity (Table 3) - consisted of using a semantic map to read an

article from a commercial reading series (Eyewitness) concerning friction. This activity
incorporated the students’ prior knowledge and what they wanted to learn about friction.
The teacher provided the concept (friction) and the students contributed the questions that
they wanted to answer and research. Their questions gave the teacher information about
what they knew concerning friction and ideas about what else to study dealing with
friction.
C)

Cooperative group activity (see Tables 4 and 5) - consisted of a hands-on/lab

activity where the students organized their own investigation based on some directions
from the teacher and having an specific objective (investigate/experience friction). In this
activity the students, working in small groups, answered lab questions together and then
presented their answers to the class. Their answers had to be explained and evidence
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presented. The groups had to decide how to organize their exploration and had to use
materials were made available to them to test their ideas.
What were the teacher/students’ roles in these activities?
The teacher’s role was one of a facilitator. Before and during class, she prepared and explained
activities to the entire class. She supplied materials/resources, always making sure that everything was
available when it was needed. She asked for information, checked for understanding, and made sure that
all the students were able to participate. She modeled reading and writing for the class, showed students
how to use graphic organizers, clarified and expanded information. During group work, she walked
around listening to and questioning the groups. She was academically challenging by asking the groups
for clarification and evidence to support their opinions. She supported group interaction and created an
environment where the students were comfortable taking chances and making mistakes. Mrs. L
considered and demonstrated herself as “a member of a community of learners that brings and offers to
the community her science knowledge, her experiences, her mistakes, and her love of science.”
Because of the academic environment that the teacher created, the students themselves felt that
they too were members of this community of learners. In turn, they read for information, listened and
questioned, and challenged each other. As a group, they manipulated materials and organized their
learning. They supported each other in their learning and agreed/disagreed with each other, respectfully
and caringly. They took chances, made mistakes, and asked constantly for clarification. They organized
their own learning, worked together and modeled for each other. The students were never afraid to ask for
information, help, and resources. They challenged each other’s answers and tried to understand and
clarify other students’ ideas. There were times when the students were a little frustrated because they
were confused and couldn’t understand – at these times, the teacher provided more information/more
support. In addition, representing their membership in this community, the students demonstrated their
science understanding to each other in many different forms: charts, projects, murals, reports, and
computer powerpoint presentations.
In this study, Mrs. L and her students’ roles reflected the current science education reform where
teachers perceive scientific knowledge as dynamic and taking many forms, and create a classroom
environment in which students understand that they are responsible for asking and exploring questions,
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and for doing research to investigate the value of those questions (Hewson & Hewson, 1989; Hewson,
Kerby, & Cook, 1995). In this type of environment, students gain a sense of what science is and then are
able to use science in meaningful ways; their experience with science reflects the ways it is actually
practiced.
Conclusions and Implications
An effective science teacher, that works with language minority students, need to become a social
constructivist and regard learning as a social activity in which learners are engaged in constructing
meaning through discussions and negotiations among students and teachers (Edward & Mercer, 1987).
Language minority students’ individual constructions of meaning occur when their ideas are compared,
explored, and reinforced in a social setting with each student having the opportunity to reorganize his/her
ideas though talk and listening (Driver, 1988). Teachers need to create classrooms that are communities
of practice (Lave, 1985) because this moves us away from the traditional notion of education as
instruction and towards a notion of science education as socialization or enculturation (Resnick, 1989;
Arcavi and Schoenfeld, 1992).
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Abstract
In this short paper we present some notes on the best way to teach Computer Programming
Languages over cyberspace. The paper’s paradigm is based on our experiences with teaching XML
using Blackboard. The case study shows a 20-30% improvement in student understanding using a
dynamic method such as snapshot for various screens and using voice to express the idea of
programming in general. The work divides the basic methods to teach Computer Programming over
cyberspace into three main categories: Static, Dynamic and Dynamic with video and/or flash snaps.
1. Introduction
Learning is a long process. Learning computer programming language is similar to learning a new
natural language. A major difference in Computer Languages is that it is mathematical-based while a
natural language is human based (4, 5, 8). An example plays a great role in learning Mathematics (12).
In a similar fashion, Computer Programming Language learning depends completely upon presenting
examples and hands-on in-lab experiments.
In this paper we present three models to teach Computer programming languages over Cyberspace (in
our case Blackboard). These models include
• The “Static” approach; which can be summarized as “Present the teaching unit as a string of
text” with a clear string explanation.
• The second method is called “the dynamic approach”; summarized as “present the unit as a
string of text with screen snap shot”.
• The third is “present the unit as a string of text with screen snap shot voice and possibly
small screen video”.
The last method could be enhanced even further through the use of a virtual classroom using online
chat board and online snap shots. The case study does not deal with online courses or what is known
as “real time” or “synchronized class”. This case study deals with the virtual class as off line, the
reason for this case is “our case study students mainly part time and we did not want them to be
forced for certain time to attend the class or discussion for learning unit”
The case study is designed as three different learning units based on the three models:
• Static: 14 hours (14 credits) with one hour for exams and essays
• Dynamic: 14 hours (14 credits) with one hour for exams and essays
• Dynamic with video: 14 hours (14 credits) with one hour for exams and essays
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The three approaches are presented to the students one approach at a time and covers about 30-33%
of the actual course content and syllabus. As soon as the third unit is completed, a small exam and
essay is presented to the students (over the Blackboard). The students should complete these exams.
They would not start the next part of the course (next learning model) unless they have completed the
feedback form. When all data is collected the students start in their own time the next learning model,
the sample course XML programming (1, 2, 3, 9). The course presents the material in three different
approaches.
• The static approach covers the following: What is the Extensible Markup Language (XML)?,
XML Components, XML Creation and Editing Software and Creating Document Type
Definitions.
• The Dynamic approach covers Creating XML Schemas, Creating XML Transformations,
linking in XML, XHTML, Vector Markup Language (VML) and Synchronized Multimedia
Integration Language (SMIL).
• The Dynamic with video covers Cascading Style Sheets (CSS), XML and Data Binding
Basics, Math ML and Channel Definition Format.
The paper at the end will compare these three learning models, “Static”, “Dynamic” and
“Dynamic with video”, and present the statistical analysis for data collected.
2. Static Method with Blackboard
The method of teaching any programming language using blackboard as a tool for communication
between the instructor and a student is a static one. This means you drop the lecture in either HTML
or text format. In Blackboard version 6, a mathematical notation picture is available.
Figure 1 shows a general Blackboard add item interface.

Figure 1 Blackboard add item interface

A static programming lecture would consist of:
• Description of the activities (as text or HTML)
• Present the activities as text or picture
•
Figure 2 shows the format for describing Well-Formed XML Documents.
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Figure 2: the description
Figure 3 shows a picture of a static example.

Figure 3 A picture of the static example with Blackboard
A more detailed (depending on the instructor) description could be provided for the teaching unit.
This approach shows us at Kentucky State University’s Department of Computer Science that there is
a missing chain of education for the programming languages. This chain is the hands-on, actual stepby-step program building.
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1. Dynamic Approach
This approach is based on a screen shot for each single teaching activity for the same example in
Figure 3 while using the dynamic approach (step-by-step to build the example).
Figures 4, 5, 6, 7

Figure 4 Creating the XML Document
Now add a new line in the program.

Figure 5 Adding new lines to the program

Create error example

4

Figure 6 Create error example

Figure 7 Correcting the error for student demo

Figure 7 Correcting the error for student demo

Figure 8 shows more errors to show the students

5

Figure 8 More examples of errors

Running a well-formed XML document includes checking all pictures and the interface to make a
clear comparison between the “Static” approach and the “dynamic” one. Figure 3 shows a wellformed XML document. The following figures, 9 -12 show the step-by-step walk through of a handson “how to check the well-formed XML document” using an XML editor.

6

Figure 9 Running a well-formed XML document

Now hands on Check well form XML document

Figure 10 Running a well-formed XML document
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Figure 11 Running a well-formed XML document

Figure 12 Running a well-formed XML document

Figure 13 Running a well-formed XML document

8

Figure 14 View the XML document

Figure 15 View the program
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Here is another example of how to check a well-formed XML document and to view the tree.

Figure 16 View the XML documents

10

Figure 17 View another example
2. Dynamic Approach with video clips
This approach is based on the previous approach of using snap shots to capture some screens for
student demonstrations and the addition of video screen captures with sound recordings of the
instructor’s voice to instruct student on how and what to do.
The instruction would be step-by-step to demonstrate to the students how to:
• Create a program document
• Manipulate the file
• Correct errors
• Compile or parse a program
• Run a program
• Test a program with samples of data and
• All other activities.
Through our experiments we have seen that using video clip for instructor activities for the subject at
hand would prove more efficient and effective in student training. This approach is to guide the
student while he/she is in the lab physically. The video clip uses simple software to record a dialogue
of step-by-step teaching. The screen shots are recorded and then added to Blackboard as attachments
within the teaching unit. Another approach for some experiments is to use Java applet for simulated
cases and Flash as well.
With current Blackboard (version 6) (13) the only way to load a video clip into the unit of learning is
to attach it to the learning unit on the blackboard server.
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3. Evaluation Criteria
For our case study, the course is run on blackboard with three types of instructor materials.
• Static teaching units
• Dynamic teaching units
• Dynamic teaching units using video clips for the teaching materials
After each of these teaching units, blackboard exams are generated. Instructor essays are generated to
“focus on the learning harmony” and to answer some major questions.
• “Do you think you are learning anything?”
• “Do you need more reading?”
• “Are you pleased with the text material?” and “Overall satisfaction of learning”
Our class has 12 students. All the students are part-time students who maintain a full-time job. It is an
8-week course. This course is also offered to graduate students and runs as a self-sufficient entity (not
complete learning over cyberspace). The instructor for the subject course was attending the actual
class at the time with all instructor materials on Blackboard. Students begin not attending lectures as
we started running the dynamic phase of the course. However, not showing up at the video sessions
enhanced the learning units.
Table 1 shows the grades average for each learning model. The grades include two points of scoring:
the exams and the essays. Table 2 shows the actual student feedback after each learning model.
Mean
Essay
Grade
average
B
Static
71%
66%
68.5%
Dynamic
89%
86%
85%
Dynamic with video
94%
92%
93%
Table 1 grades average for each learning model
Grade
average
A

Feed back
Static
Dynamic
Dynamic with
video

Question 1
Yes
No
7
5
9
3
11
1

Question 2
Yes
No
10
2
4
8
2
10

Question 3
Yes
No
1
11
9
3
11
1

Table 2 Students feedback after each learning model
4. Statistics Analysis
Separate the data into three groups.
X
71
66
89
86
94
92

Group
A
A
B
B
C
C
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Table 3 Data Separation
Table 4 Shows simple statistical measures such as mean standard deviation (the average of a set of
N numbers), a measure of the variability of the data about the mean or a statistic that tells you how
tightly all the various examples are clustered around the mean in a set of data.

Group
Number
Mean
St Dev
Min
Q1
(ALL ,0.25)
Median
Q3(ALL ,0.75)
Max

All
6
83
11.6619
66

A
2
68.5
3.53553
66

B
2
87.5
2.12132
86

C
2
93
1.41421
92

74.75
87.5
91.25
94

67.25
68.5
69.75
71

86.75
87.5
88.25
89

92.5
93
93.5
94

Table 4 Simple statistical measures
Table 4 shows in Figure 18 as a histogram

Group

2

A

1.5

B
C

1

D

0.5
0
66

68.8 71.6 74.4 77.2

80

82.8 85.6 88.4 91.2

94

X

Figure 18 Histogram of table 4

100
80
60
X

Frequency

2.5

40
20
0
A

B

C

D

Group
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Figure 19 Grouping Histogram of table 4
Looking deeper into these numbers, we can see more details from Table 5 where the standard
deviation is used and p-values or confidence intervals to test hypotheses. These approaches are
equivalent in that the same conclusion will be reached whichever approach is used. In the research
literature, results of statistical tests are usually reported using the p-value. The p-value provides an
objective measure of the strength of evidence that the data supplies in favor of the null hypothesis. It
is the probability of getting a result as extreme or more extreme than the one observed if the proposed
null hypothesis is correct.
A and B
X1
S1

68.5
3.535534

X2
S2

87.5
2.12132
X 2 − X1

Estimated Standard
Error Differences
P-value
B and C
X2
S2

87.5
2.12132

X3
S3

Estimated Standard
Error Differences
P-value
A and C
68.5
3.535534

X3
S3

0.096931

93
1.414214
X3 − X 2

X1
S1

19
2.915476

5.5
1.802776
0.201644

93
1.414214
X3 − X1

Estimated Standard
Error Differences
P-value

24.5
2.6925
0.069686

Table 5 Group relation analysis
Looking at the standard deviation at p-value, clearly the p-value on A and B (0.096931) and on A
and C (0.069686) provides an objective measure of the strength of evidence that the data supplies in
favor of our hypothesis and against the null hypothesis of "no effect" or "no difference" that the use of
Dynamic and Dynamic with video” is a better approach as these values.
Looking at the standard deviation (how tightly all the various examples are clustered around the mean
in a set of data),
A=3.535534, B= 2.12132, and C=1.414214.
Figure 20 Shows a histogram for the standard deviation extracted from Tables 4 and 5.
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4
3.5
3
2.5
2
1.5
1
0.5
0

A

B

C

Figure 20 Histogram for groups standard deviation
The variability of the data about the mean in Set C is better than set A or even B.
A Randomized 2-Group/Category Test over 300 values shown in table 6
Observed samples
A
68.5

Randomized samples
C
93

A
79

C
82.5

Table 6 A Randomized 2-Group/Category (A and C) Test over 300 values
This Table demonstrates that if a student does not want to learn there is no way to motivate him/her.
Looking at the student feedback:
Tables 7, 8 and 9 are the analyses for feedback questions 1, 2 and 3.
“Do you think you are learning anything?”
Static
Answer
Yes
No
Sample size
7
5
Percentage
58.33
41.67
Sample Proportion
0.583333
0.41667
Estimated Standard
Error Differences
p-value
Answer
Sample size
Percentage
Sample Proportion
Estimated Standard

1.42319
0.563703
Dynamic
Yes
9
75
0.75
0.125

No
3
25
0.25
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Error Differences
p-value

0.083265

Dynamic with video
Answer
Yes
No
Sample size
11
1
Percentage
91.67
8.333
Sample Proportion
0.916667
0.08333
Estimated Standard
0.079786
Error Differences
p-value
0.003892
Table 7 Question 1 feedback analysis
With question 1 “Do you think you are learning anything?”, the null hypothesis is “the student
learned something from the course.” However, when the p-value shows that as we move toward the
third learning model (the dynamic with video), the p-value becomes smaller. This would indicate that
the learning objective did not meet it requirements.
“Do you need more reading?”
Static
Answer
Yes
Sample size
10
Percentage
83.33
Sample Proportion
0.833333
Estimated Standard
0.107583
Error Differences
p-value
0.020921
Answer
Sample size
Percentage
Sample Proportion
Estimated Standard
Error Differences
p-value

Dynamic
Yes
4
33.33
0.333333
0.136083

No
2
16.67
0.166667

No
8
66.67
0.666667

0.248213

Dynamic with video
Answer
Yes
No
Sample size
2
10
Percentage
16.67
83.33
Sample Proportion
0.166667
0.833333
Estimated Standard
0.107583
Error Differences
p-value
0.020921
Table 8 Question 2 feedback analysis
The actual number values from question 2 feedback shows the students need more reading with
learning models 1 and 2 rather than the third model. This could be expressed with the p-values in the
above table, especially with the answer Yes with the “dynamic with video” model.
The last question: “overall learning objectives” is in the following table.
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“Are you happy with what you learned?” and “Overall
satisfaction of learning”
Static
Answer
Yes
No
Sample size
1
11
Percentage
8.333
91.67
Estimated Standard
0.083333
0.916667
Error Differences
SE Proportion
0.079786
p-value
0.003892
Answer
Sample size
Percentage
Sample Proportion
Estimated Standard
Error Differences
p-value
Answer
Sample size
Percentage
Sample Proportion
Estimated Standard
Error Differences
p-value

Dynamic
Yes
9
75
0.75
0.125

No
3
25
0.25

0.083265
Dynamic with video
Yes
11
91.67
0.916667
0.079786

No
1
8.333
0.083333

0.003892

Table 9 Question 3 feedback analysis
7. Conclusion
In this paper, we are presenting an evaluated approach to teaching Computer Programming
Languages over Cyberspace. The objective of this paper is to evaluate three different approaches to
teaching computer languages. These are “Static”, “Dynamic” and “Dynamic with video clips”. The
first approach is based on presenting a string-based lecture. The second is a snap shot for each step.
The third is to record all instructor activities through the use of a video clip. The case study using
XML shows that there is about a 20-30% learning improvement through exams, essays and student
feedback.
The third approach needs very special care in recording a part of the lecture or snap shot screen. This
always forces an instructor to repeat the snap shot/ video clip more than once. Through our
experiment we have found an instructor has to prepare his speech for each video clip before starting
to record over a screen shot.
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6. Abstract
We implemented a summer tutoring program in which elementary and middle school students were taught
metacognitive strategy use for solving mathematical story problems by undergraduate psychology students.
Metacognitive strategies were taught using the curriculum supplement “Solve It” developed by Marjorie
Montague. Solve It involves seven steps in which the student is guided to read for understanding, paraphrase,
visualize, hypothesize, estimate, compute, and check. Prior tests of the metacognitive strategies and the Solve It
curriculum have been in the classroom setting. We tested the effectiveness of Solve It in a summer tutoring
program with undergraduate tutors. The objective for the tutees in this metacognitive tutoring program was to
increase metacognitive strategy use and problem solving ability as well as attitudes towards math. Nineteen
elementary and middle school students voluntarily participated as tutees. The tutees’ grade level for the
upcoming school year ranged from fourth to ninth grade. Ten undergraduate psychology students participated
as the tutors in exchange for academic credit. Tutors met individually with their tutees for 16 one-hour sessions
over the course of the summer. In the initial meetings, three pre-assessments including the Inventory of
Metacognitive Self-Regulation (IMSR), Math Problem Solving Assessment (MPSA), and a Solve It pre-test
were administered. The Solve It pre-test consisted of ten math story problems that involved some combination
of addition, subtraction, multiplication, or division. Based on the tutee’s performance on the pre-test, he or she
was given appropriate practice problems during the tutoring sessions in which the metacognitive strategies were
taught. All three of the pre-assessments were repeated as post-tests following the completion of the tutoring
program. Tutors also underwent an exit interview. Results indicated that tutees improved their performance on
solving story problems on the post-test as compared to the pre-test. A comparison of responses on the IMSR
indicated improvements in behaviors that included understanding the problem, picking out the steps needed to
do the problem, and checking their work. Similarly, exit interviews with the tutors indicated that some initial
problems for their tutees were in deciding what operations to perform to solve the problem and not checking
their work as they did the problem or their completed work. Tutors also reported that the metacognitive
strategies forced tutees to slow down and not try to rush through the problem and thus think through all the steps
to successfully solve the problem. This summer tutoring program using undergraduate students as
metacognitive tutors was successful for tutees as evidenced by improved problem solving ability and use of
metacognitive strategies. The effects of this tutoring on the future performance of students on the upcoming
state-wide standards assessment will be investigated in ongoing work. Overall, this summer tutoring program
was beneficial both to elementary and middle school students who were having problems with solving math
story problems as well as the undergraduate tutors who received valuable service learning experience in the area
of educational psychology.
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Echoes of Culture 2
Abstract
As schools across the nation become more ethnically diverse, teachers continue to
find themselves in the role of cultural mediator. Teachers must become knowledgeable
about the role of culture in teaching and learning while also becoming better able to
address the educational needs of students and families from diverse backgrounds.
Furthermore, students must also learn how culture is formed and how to understand and
handle the many intercultural interactions they are certain to encounter (Cushner, et al,
2006). There can be some discomfort in this process, and studies of cross-cultural
experiences suggest a pattern of adjustment when one interacts with others perceived as
different from oneself. Predictable phases have been identified as people adjust to an
intercultural setting. These phases are sometimes referred to as the U-Curve Hypothesis:
Honeymoon, Hostility, Humor, and Home (Lysgaard, 1995, Trifonovitch, 1977).
The purpose of this research-in-progress is to provide insight into the perspectives
of adolescents in regard to culture and diversity, and to analyze these perspectives
according to the U-curve Hypothesis. Qualitative methods and action teacher research
are employed to describe, analyze, and interpret 90 middle level students’ (grades sixth
and seventh) perspectives of culture and cross-cultural interaction. These students attend
one middle school located in the southwest United States. A multi-genre approach was
used to collect the data which includes analytic writing, narrative vignette, and poetic and
artistic transcription. Examples of these works – the “voices” of adolescents – will be
displayed in a poster format. Tentative data reveal many students’ interactions resemble
the Honeymoon stage within this intercultural setting. Further analysis of the data will
continue to enhance the focus of the research. Implications and recommendations for all
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who work in an educational setting indicate the need to integrate cross-cultural studies
within the curriculum, thus providing more opportunities for students to learn about and
appreciate culture and diversity.
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Arts-based Inquiry Helps Researchers and Educators Make Meaningful
Connections

Stage Manager’s Announcement: “Good evening Ladies and
Gentlemen! Welcome to tonight’s show. The vibrant and colorful, but littleknown arts-based thespian s are taking their places on the stage right now
alongside the qualitative cast, as the show is about to begin. Now playing
is The Emergent Paradigm that opened last night to a sold-out crowd and
rave reviews. The show that concluded last week was the psychodrama,
The Qualitative-Quantitative Wars. that surprisingly closed early due to
unusually low attendance. We hope you’ll enjoy the show.”

Arts-based inquiry is beginning to change the actors, the play, the
scenery, and what goes on in the research domain among educators who are not
faint of heart. We have seen bold beginnings. Members of the American
Educational Research Association (AERA) petitioned to put together an Interest
Section devoted entirely to Arts-based Research in the mid-90’s with initial
leadership assumed by Tom Barone and others with the support of Elliot
Eisner—both key pioneers in the arts-based research movement. A great deal of
curiosity was raised across the country. Eisner and Barone sponsored annual
seminars focused on sharing the principles and concepts of arts-based inquiry.
An excited cadre was growing.
Early landmark dissertations that follow an arts-based methodology (see,
e.g., Barone (1983), Butler-Kisber, (2001), Phillion & He (2001), have been cited
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frequently. The Butler-Kisber (2001) and Phillion and He (2001) above are cases
where the authors have revisited their dissertations some years later as interest
has continued to resurface. Since then, the numbers of articles and books in
these areas have multiplied exponentially. New applications are being
discovered, such as dramatic interpretations, use of puppets, and 3-D displays.
The possibilities for educators are exciting due to the inherent integration of
knowledge bound up in the approach.
Arts-based inquiry has nothing to do with being artistic in the first instance.
When working with art and data, the artmaking is part of the process of data
analysis, not necessarily an end product. When using art to help find meaning in
the data, no one may ever see the artistic rendering except the researcher. The
discovery the researcher is looking for may only become evident after being
represented in some artful form. That’s the whole idea. In other cases, it is
possible the participants may be involved in the artmaking. There are no rules or
limits to the kinds of involvement that are possible, nor to the kinds of artful
representations that can be dreamed up. The future is open.
In this paper I will share with you examples of arts-based areas that I have
used in my own research and teaching, and one from a colleague of mine. This
will be followed by a very brief theoretical foundation, and a supportive rationale
for the use of arts-based inquiry methods among educators.
1. Arts-based Inquiry Enables a Holistic Analysis of Data.
Arts-based inquiry serves as a means to search for underlying or even
deeply hidden relationships among data and ultimately to integrate that data—to
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make the meaningful connections researchers long to make. It breaks loose the
rather narrow ways researchers currently have available to express meaning—
mostly with words. Here are four research projects in which I have used an artsbased methodology in the analysis of the data. I will briefly explain why the
application was especially useful (see Figure 1).

(Insert Figure 1 about here)

Other art-related methods may include montage, photo collage, auto
ethnography, auto/biographical narrative, sculpture, portraiture (LawrenceLightfoot & Davis, 1997), painting, verse (Butler-Kisber, 2001) and other
disciplined methods of inquiry. Some researchers have tended to favor one form
of artmaking over another. Thus, we are already seeing that individual
researchers are becoming recognized by their own “aesthetic” signatures
(Bagley, 2002, Barone, 1983, Butler-Kisber, 2001, Pink (2001), Richardson
(1995), Rose (2002).
2. Arts-based Inquiry Can Assist in Performance Assessment Among
University Students.
In a Graduate-level Second Language Acquisition course I teach, I have
developed a Performance Assessment in the form of a Showcase Conference
with Blue, Red, and White Ribbon Awards based on a Rubric (see Appendix 1). I
believe in performance assessment, but making it work has been a long time
coming for me. How do you get 30 students to demonstrate their in-depth
knowledge of key content without paper-pencil, memorization or essay or term
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paper procedures? I tried a number of different ideas, but only when I merged the
concept of arts-based inquiry with content knowledge, did the answer come to
me. I have found the results extremely satisfying. The students helped me create
the first version of the assessment several years ago in a small group process,
though, most of it I have ended up writing. I liked the idea of them helping, but I
found their choices of projects at that time, too narrow. I may give that another go
with another process at a later time.
At the beginning of Appendix 1, you’ll see seven of the key concepts I expect
students to understand in the course. They serve as the foundation for the
assessment. For each of the seven concept sets, students have eight possible
choices of projects they may select from to demonstrate their understanding of
the material (see Appendix 1). The eight projects are geared to the eight multiple
intelligences as defined by Gardner (1983, 1993,1999). The Rubric (the last page
of Appendix 1) encourages students to choose projects from as many different
intelligences as possible to achieve the maximum points. I have been thrilled at
the depth of expression and the creativity elicited by the methodology. When
completed, each student shows one project during an assigned slot in class. The
remainder of the projects is set up as a Showcase Exhibit on the final day of
class for all to browse through.
Every semester there are many memorable demonstrations, and students get
more excited about the final examination than any other final I have given. One
said, “I get to make something someone else wants to see. Who wants to see a
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written final exam?” A few of the recent memorable individual demonstrations
have been:
a. To illustrate episodes of ‘teacher talk’, one female student constructed
and drew a large poster with a series of representational ballet sequences.
She then performed them for us. (Bodily-Kinesthetic Intelligence)
b. To illustrate the Ten Contact Issues, one female student identified ten
illnesses or diseases that could be extrapolated as having a connection
with how bilingualism does/did or does not/did not spread throughout the
world (missionaries, marriage across language groups, home-school
dichotomy, military power, etc.) with each, and explained the appropriate
medication for each, as well as the explanation or metaphorical
connection. (Naturalist Intelligence)
c. One female secondary ESL math teacher created a 3-way Venn
diagram using carefully chosen mathematical symbols for three language
acquisition theories. She illustrated their similarities, differences, and
overlaps. An accompanying legend offered the explanation and key.
(Mathematical-Logical Intelligence)
d. To demonstrate his knowledge of different stages of language
development and/or acquisition, a male, Chinese student created martial
arts sequences and explained how and why each one was symbolic of the
particular stage he was indicating. He also had drawings of each
sequence to hand in with detailed explanations under each drawing.
(Bodily-Kinesthetic Intelligence)
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3. Art-based Inquiry Can Be Used as a Teaching Tool.
Many university professors are sensitive to the need to “walk the walk”
and not just “talk the talk.” Professors may espouse experiential learning and
constructivism, but does the university classroom reflect the pedagogical
practice? Arts-based inquiry may serve to bridge or reconnect the theory and the
practice for those who wish to ‘walk the walk’ as in the case I will present below.
When used with skill, the methods can also provide the vehicle for
educators to gain deeper self-knowledge and self-understanding and a deeper
knowledge of the world around them. Somehow we may try to get students to
understand others without first being sure they understand themselves. A
deepening understanding of ourselves does indeed tend to bracket our
understanding of others. What is described below is a fresh way to connect the
intellect with the senses—not something we are used to doing in a university
classroom, but maybe we should be.
A well-executed example of using arts-based inquiry in a university
classroom came from Dr. P. (C. A. Peck, personal communication, July 16,
2005). I asked Dr. Peck to talk to me about his experience in the form of a firstperson ‘teacher story’ as described by Clandinin, Connelly, and Craig (1995),
and so it appears below.
“I was struggling with a sense of the disconnection between the
constructivist perspectives on learning and development I routinely urged
upon my prospective teachers and the realities of my own teaching
practice. I wanted to break out of what I felt intuitively was an
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epistemological box which both my students and I had defined as “school.”
When I was assigned a course called, “The Social Context of Education,” I
decided to make some major changes from the traditional approach to an
arts-based approach. Instead of an assortment of topical readings keyed
to critical issues or selecting a textbook, which “covered” these; I chose
four rich and holistic accounts of the lives of children and families
marginalized by conditions of poverty, race, gender or (dis)ability. I then
invited students to begin with one of these texts according to their interest,
and I organized them into student-directed “Literature Response Circles
(LRC)” of about four to six individuals (Daniels, 1994). Each LRC was
charged with developing an aesthetic representation of some connection
they had made with the reading either in their personal lives or in their
reading. Students presented collages, paintings, sculpture, dance, poetry
and many other artworks. One group made a quilt, each panel of which
was a personal message from one of the women to an adolescent girl who
had lost their voice in the book they had read. Many wept as they made
the connections between the content and their own lives. I was astounded
by the developments, and continue to look at the impact on the students
as I continue this direction in teacher education. ‘Everyone was a teacher
and a learner,’ one student commented.”
In his case, the project had the power to give voice to those otherwise often
silenced. How often, since Greene (1995) brought ‘lost voice’ again to our
attention have we looked for ways to authentically provide that opportunity.

8

Arts-based/Anderson

Brief Theoretical Description
Arts-based methods challenge traditional empirical forms of research that
seem to reduce human experience to absolutes and certainties as we observe
many quantitative findings that are unaccompanied by qualitative reflective
studies. Alternative approaches, such as arts-based inquiry, view truth and
knowledge as more contextual and in process. In fact, arts-based inquiry would,
without doubt, encourage multiple expressions of truths. It is constructivist by
nature. Ideas are expected to expand conceptually throughout the process,
rather than be known at the outset. For example, the researcher would not know
research questions prior to beginning his or her work. However, by following
rigorous qualitative procedures and long timelines, the data would eventually
“speak” to the researcher and lead her or him in a meaningful direction—at least
for the time being.
Rationale: Why Does It Matter to Incorporate the Arts?
Eisner (1985, 1997, 1998) reminded researchers that the arts teach us
many things that are not easily learned from words alone. Here is the wisdom
Eisner (1985) so eloquently gave us in what he called “The Ten Things the Arts
Teach” (The italics are mine.):
1. The arts teach children to make good judgments about qualitative
relationships. Unlike much of the curriculum in which correct answers and rules
prevail, in the arts, it is judgment rather than rules that prevail.
2. The arts teach children that problems can have more than one solution and
that questions can have more than one answer.

9

Arts-based/Anderson

3. The arts celebrate multiple perspectives. One of their large lessons is that
there are many ways to see and interpret the world.
4. The arts teach children that in complex forms of problem-solving purposes are
seldom fixed, but change with circumstance and opportunity. Learning in the arts
requires the ability and willingness to surrender to the unanticipated possibilities
of the work as it unfolds.
5. The arts make vivid the fact that words do not, in their literal form or number,
exhaust what we can know. The limits of our language do not define the limits of
our cognition.
6. The arts teach students that small differences can have large effects. The arts
traffic in subtleties.
7. The arts teach students to think through and within a material. All art forms
employ some means through which images become real.
8. The arts help children learn to say what cannot be said. When children are
invited to disclose what a work of art helps them feel, they must reach into their
poetic capacities to find the words that will do the job.
9. The arts enable us to have experience we can have from no other source and
through such experience to discover the range and variety of what we are
capable of feeling.
10. The arts' position in the school curriculum symbolizes to the young what
adults believe are important. (p. 69)
We have organizations to teach principles of multicultural education, but
they tend to draw membership from those who already have knowledge of the
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issues at stake. We teach Diversity Training, but because of its mandatory
nature, most attendees unwillingly go, hardly listen, and ignore the information.
And so on. We give lip service to school and university accreditation agencies for
the efforts we are making to be inclusive, to hire a more diverse workforce, etc.,
so that we can “pass” our accreditation visit. Even so, somehow, it seems we
continue to fall short. A kind of hidden hypocrisy within the system is seldom
recognized by the ‘’majority’ who actually seem quite proud of their
accomplishments, having gotten high marks for “diversity.” Yet, perceptions
seem to differ when quiet questions are asked of our minority brothers and
sisters. Do we want it all, for real? Do we know what that would mean? Though
no ill will is intended, institutional racism still prevails. Leaders often just don’t
know they don’t know. Again, we know that self-knowledge brackets our
knowledge and understanding of others.
Could these important ten lessons initially directed toward children in
schools also be useful for us to learn? Perhaps Arts-based methodologies could
provide just the value-added benefit that we so badly need. When faculty
incorporate arts-based inquiry and share these with college leadership, they can
indirectly foster learning of deeply imbedded issues where other efforts have
failed.
When I first heard Dr. Eisner discuss these ten points in a presentation on
the Stanford University campus some years ago, I was struck by the absolute
profundity of what he was saying. I have not been able to stop thinking about
them since. I share them with others whenever I have a chance. The subtle
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lessons that he provided in these brief, but wise lessons are the very same
lessons that we, as educators, have been trying to get across in so many other-often unsuccessful--ways. Is it possible we have been going about it the wrong
way?
If only we could see—really see--what power the arts have upon the
human spirit in a way that all the lectures, training, and color books could not.
What a tragedy to think that the arts continue to be in jeopardy in many school
districts. The price will be oh so much more than anyone knows.
Once we “get it” about what the arts teach (Eisner, 1985, p. 69) we, too, in
the university, may feel compelled to find a way to make the arts part of the
greater educational process in ways I have such as I have shared with you in this
paper--as (1) a resource to illuminate research data and examine it holistically,
(2) a part of a performance assessment process, (3) a teaching tool, or in any
number of other ways creative minds will invent. In addition, in recognition of its
value-added benefit, arts –based inquiry can foster growth in educators
themselves. Why bother? Because it matters. It matters more than anything else
we do as educators.

Peggy J. Anderson, Ph.D. is Associate Professor at Wichita State University in Wichita, Kansas
(USA). She began the TESOL program there in 1993. She taught in Japan for 5 years, and has
taught ESL to mostly adults in many environments and at all levels. She served as Associate
Dean in the College of Education for 3 years and as Associate Chair for the International TESOL
Convention in Orlando, FL in 1997 with Dr. Barbara Schwarte.
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FIGURE 1
Examples of Arts-based Methodology Used to Illuminate Data
=============================================================
Focus of
the Study

Communicative
Patterns
Among
Teacher and
Students
Interviews

First –Year
Teacher
Case
Studies

Immigrant
Ethnography

Interviews

Artifacts/Stories

Art

Photo Essay

Story Board

Focus or
Source of
Art

Classroom and
School Scenes

Prose
Verse taken
from exact
phrases
throughout
300+ pages
First-person
Narratives

Sharper
images
captured;
individual
unique
nesses

Holistic view of
life journey,
highs, lows,
heroics and
participants
(surprising)
perception of
artifacts

Data
Source

Result of
Crystallized
Arts-based critical
Analysis
incidents and
nonverbal
aspects for
further study

Watercolors
produced by both
researcher and
participant(s)

Black dialect
linguistic
Ethnographic
study-“Shootin’
the Dozens”
Videotaped
Pairs in
competition
Metaphor
Collages

Pictures that
represented
the literal
meaning of the
symbolic
metaphor (you
no ‘hot dog’)
were used in
the collage
The visual
representations
created a much
deeper
understanding
of the humor,
culture, and
verbal
exchanges

________________________________________________________________
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Appendix 1

CI 776 ESOL: SECOND LANGUAGE ACQUISITION
FINAL ASSESSMENT
Note to students: This is a summary the Knowledge Base (6 content topics) over which
you are responsible to meet KSDE ESOL standards (Beginning in Summer 2003 content
tests will be required by KSDE for ESOL endorsement). On the pages that follow, you will
find 6 projects for each of the 6 topics below. Within each content area, you will choose
a project from one of the multiple intelligence areas: VL=Verbal-Linguistics,
ML=Mathematical-Logical, VS=Visual-Spatial, BK = Body-Kinesthetic, MR=MusicalRhythmic, Inter=Interpersonal, Intra=Intra-personal, and Nat=Natural.
Instructions: Select 1 project from each of the 6 topics. The Rubric follows.
Topic I: Studying Second Language Acquisition (SLA) Three primary
categories of SLA theories: Environmental, Nativist, Inter-actionist.
Topic II: Differences and Similarities between the various types of SLA
(Including evidence that you understand the differences in the four
quadrants of this grid relative to language learning).
Differences
L1
L2
Similarities:

Child

Adult

Topic III: Language Input (including the thirty or more elements of Teacher
Talk that have been identified and the research surrounding its
use).
Topic IV: Stages of L2 Acquisition.
Topic V: Bilingualism (including evidence that you understand the ten
contact issues we studies that either promote or impede
bilingualism and the research evidence about the cognitive
consequences of bilingualism.
Topic VI: Learner Language (including evidence that you understand the
following terms: Variability Fossilization, Code Switching, Inter-
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Language, and Schema.

I. Studying Second Language Acquisition (SLA) Three primary categories of SLA
theories: Environmental, Nativist, Interactionist.
VL

Develop a 20-word vocabulary list for each of the 3 theories.

ML

Write labeled mental formulas to explain the 3 theories.

VS

Create six labeled graphic organizers for the 3 theories. You
may also combine the theories into one graphic organizer if you
chose.

BK

Create an interactive exercise or game or hunt in which adults learn about
the theories through walking around. This can involve in-class or out-ofclass activity.

MR

Create a poem, song or rap for each theory.

Inter

Survey the class for which of the 4 theories they felt most akin to.
Summarize the results.

Intra

Create a 2-page questionnaire that would determine which theory
someone believed in without directly asking. Take it yourself. Write a 3sentence reflection on how it worked or didn’t work. Create a T/F quiz for
the reasons. Take it yourself.

Nat

Identify three scientific processes that best illustrate each of these
theories (and why). (Pictures or physical descriptions may be helpful as
well.)

II. Differences and Similarities between the various types of SLA (Including evidence that
you understand the differences in the four quadrants of this grid relative to language
learning).
VL

Recreate the 4-square handout and fill it in with phrases or belief
sentences (paraphrased).

ML

Create a series of problems (scenarios) to which the solutions represent
each of the four areas.

VS

Do a mind map/web for each of the four quadrants.
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BK

Translate each quadrant into a movement routine. Sketch this roughly
and explain your choices.

MR

Create a series of sounds (tape) that show the differences in the four
areas. Write an explanation for each justifying your choices.

Inter

Design an interview for a person who would be representative of each of
the four areas.

Intra

Stand in the shoes (or booties) of who might be a representative of each
of the four areas. Do a believable autobiographical report for each.

Nat

What two geographical features of the earth best illustrate the
differences (and why) (Pictures or physical descriptions may be helpful as
well).

III. Language Input (including the thirty or more elements of Teacher Talk that have been
identified and the research surrounding its use).
VL

Summarize the issues/research surrounding teacher talk.

ML

Organize elements of teacher talk into your self-styled categories and
name the categories.

VS

Create a poster to use to teach adults the elements of teacher talk.

BK

Demonstrate with manipulative (draw boxes or sticks, etc.) showing the
patterns inherent in all of the different elements of teacher talk.

MR

Create a song or set of rhythmic patterns that capture the different
examples of teacher talk. Use notation paper to record your ideas.

Inter

Find actual examples of teacher talk by visiting an ESL/BE classroom.
Show the sentence in which each example is embedded and underline the
element found. Summarize how many were identified and list the others
that were not found.

Intra

Tape your own class (if ESL/BE) and identify your use of teacher talk. If
you do not find any or only a few, visit someone else’s ESL class and
proceed with the Inter task.

Nat

Use weather-related terms as metaphors for the various aspects of
Teacher Talk (and why). (Pictures or physical descriptions may be helpful
as well.)

IV. Stages of Second Language
Stages of Second Language Acquisition
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Stage 1: silent period,
Stage 2: formulaic speech,
Stage 3: structural simplification and semantic simplification, Stage 4:
grammatical sequences (see examples below)
Stages of the acquisition of POSSESSIVE PRONOUNS:
Stage 1: definite article instead of possessive,
Stage 2: generalized possessive for all persons, gender, and number, Stage 3:
overgeneralization of single, third person possessive,

Stage 4: some differentiation but problems with human nouns, Stage 5: correct use of
possessives
Stages of the acquisition of NEGATIVES:
Stage 1: negation at the beginning of an utterance
Stage 2: “no” or “not” placed between the subject and the verb
Stage 3: negative attachment to modal verbs
Stage 4: negative attachment to auxiliary verbs as in target language
Other sequences exist for such categories as:
MORPHEMES
RELATIVE CLAUSES
WORD ORDER
VL
Provide examples from learner interlanguage for the 4 basic L2 acquisition
stages and at least 1 grammatical subset.
ML
Capture the concepts of (a) silence, (b) formulaic, (c) simplification, and
(d) sequence with math problems or existing formulas.
VS
Draw a cartoon storyboard where all 4 stages of acquisition are present in
the dialogue.
BK
Create a series of exercise routines that capture the 4 stages of L2
acquisition: (a) silence, (b) formulaic, (c) simplification, and (d) sequence
MR
Create a song or rap where each verse would use examples of spoken
language representing each of the 4 stages and at least 1 of the subsets.
Inter
Interview 3 English language learners using questions to elicit stages of
acquisition. Then transcribe the interviews and underline (or otherwise highlight)
parts that determine the individual’s possible stage of L2 acquisition.
Intra
Brainstorm a list of 8 (2 each) misunderstandings that may have
occurred or could occur in the future as teachers (and you) hear students using
these language stages based on a knowledge of the 4 stages.
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Nat
What features within an urban environment (e.g., highway) might
represent the 4 stages of acquisition (and explain why or how).
V. Bilingualism (including evidence that you understand the ten contact issues we
studies that either promote or impede bilingualism and the research evidence about the
cognitive consequences of bilingualism.
VL

Invent a set of slogans that separately capture the 10 contact issues.

ML

Create a timeline and place the 10 contact issues somehow on the
timeline in conjunction with historical events. Name each contact issue on
the timeline.

VS

Use drawings or paintings or mural to illustrate the timeline task listed in
ML.

BK

Invent a physical language arts-type game wherein the participants would
learn the 10 contact issues.

MR

Write a separate verse of a unified song or poem to represent each of the
10 contact issues.

Inter

Create an interview (questions and answers) with each of the 10 contact
areas as though they were guests on a talk show.

Intra

Reflect on changes in your own understanding of each of the 10 contact
issues are related to second language acquisition. Then, order the 10 in
the order you think is the most powerful in affecting the acquisition of
another language.

Nat

Choose a medical condition or health-related condition to illustrate the
concept(s) (and why) (Pictures or physical descriptions may be helpful as
well.)

VI. Learner Language (including evidence that you understand the following terms:
Variability Fossilization, Code Switching, Inter-Language, and Schema.)

VL

Define each term and give three examples of each. Using APA format, cite
the sources of your definitions and/or examples.

ML

Create three separate labeled symbolic formulas to illustrate the
processes leading to each of the concepts.

VS

Develop a labeled flow chart or diagram to show important
elements/processes for each concept.
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BK

Develop a kitbag containing labeled objects representing the three
concepts. On the label, explain the concept and justify why you selected
each particular object.

MR

Develop a song that will help adults learn three concepts.

Inter

Create a jigsaw activity that could be used to teach these concepts to
your peers.

Intra

For each of the three concepts, reflect on the specific pedagogical
implications you can draw for your own ESL students or some future ESL
students you may have.

Nat

Identify a species of flower, tree or other living plant that best captures
the concept of each issue (and why). (Pictures or physical descriptions
may be helpful as well.)
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CI 776 ESOL: SECOND LANGUAGE ACQUISITION
FINAL ASSESSMENT RUBRIC “SHOWCASE”
5
Distinguished
Exceeded expectations
4
Very Good
Demonstrated concepts with ease and effectiveness
3
Proficient
Performed well
2
Needs Improvement Working toward independence
1
Unsatisfactory
Dependent-- Requires a great deal of assistance
(Student must earn 3 at level 3 or above in each category in the following grid.)

White Ribbon Red Ribbon
3 or more
Procedural
deviations from
compliance
instruction.
1-3
Comprehensiveness 80% or fewer of
points indicated
in each
knowledge area
description
attempted and/or
3 of the six areas
completed.
1-3
Sketchy, unclear
Presentation
or apparent
limited time
available to put
into preparing
presentation
format.
1-3
1-4 different
Explorations
intelligences
attempted.
1-3
No links or weak
Linkages
links between or
across ideas or
beyond class to
life applications.
1-3

Blue Ribbon

2 deviations from
instructions.
4

0-1 deviation from
instructions.
5

90% of points
indicated in each
knowledge area
description
attempted and/or
4 of the six areas
completed.
4

100% of points
indicated in each
knowledge area
description
completed.
5

Clear, vivid, eyecatching, nice—
something to be
proud of. Viewers
might say,
“Extremely nice”!
4

Extraordinary
presentation—beyond
the expected. Would
make almost any
viewer say, “Wow”!
in amazement at the
overall presentation.
5
5 different
6 different
intelligences
intelligences
attempted.
attempted.
4
5
At least one
More than one
identifiable link
identifiable link
(explained by the (explained by the
author) between
author) between or
or across ideas or across ideas or
beyond concept to beyond concept to
life parental
life parental
involvement or
involvement or
classroom
classroom
applications.
applications.
4
5
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We have begun studying the concepts and processes of teaching student entrepreneurs how to
become sustainable entrepreneurs. We believe that by consciously considering actions through
the triple filters of economic, social and environmental sustainability, entrepreneurs can create
products and services that are sustainable in all three realms while potentially increasing
profitability, or, at the very least, without negatively affecting profitability.
By teaching our students to be sustainable entrepreneurs, they will be ahead of the curve when it
comes to environmental and social business regulation. As well, they will be in positions to take
advantage of every business opportunity that shows itself as businesses increasingly turn toward
more sustainable avenues of production, whether forced to by regulation or choosing to for
economic gain.
In order to teach this subject effectively, it is necessary to involve professors and experts from
many disciplines, including but not limited to science, engineering, ethics and entrepreneurship.
We will open our session with a brief overview of our ongoing literature review and then will
facilitate a discussion of the challenges and benefits of implementing a multi-disciplinary
education program. This open discussion will focus on how professors from different disciplines
come together to define and design a new approach to education and what methods are effective.
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The Effects of Three Instructional Intervention Protocols on Athletic Training Student
Peer-Teacher Feedback Behavior: An Educational Teaching Unit Design Approach
The purpose of this study was to determine the effects of different instructional interventions
combined with practice peer teaching on augmented feedback behaviors of athletic training peer
teachers in a clinically controlled, ETU setting. Specifically, the three types of interventions used
were: a) (Group One) a short-term, targeted teaching seminar, instructor guided self-observation
of video taped lessons, and weekly practice teaching b) (Group Two) a short-term, targeted
pedagogical teaching seminar and weekly practice use of a pedagogical teaching seminar and c)
(Group Three) practice teaching only.
Thirty Peer-Teacher participants identified as athletic training students and thirty student
participants identified as pre-athletic training students were solicited from an undergraduate
Athletic Training Education Program. Using random sampling without replacement, the
participants were placed in one of three intervention groups. In a “one-to-one” ETU setting PeerTeacher participants taught specific athletic training skills to an individual student once weekly
over an eight week period. Lesson Content and durations was controlled for by each Peer Teacher
teaching the same athletic training skill to a novice peer student during the same week of the
study. Each lesson was conducted in a 30-minute time frame. Data were collected on all Peer
Teacher participants across the three intervention groups via video camera. These tapes were
coded using the Fishman Augmented Feedback Instrument and individual data was aggregated
for analyses.
Multivariate analyses revealed a significant between groups difference on the total number of
Feedback behaviors demonstrated by the Peer-Teachers across all eight lessons (F2/7=28.046,
p<001). Tukey’s HSD Post Hoc analyses indicated that Group One exhibited significantly more
feedback behavior than Groups Two and Three. A significant difference in feedback behaviors
was also noted between the lessons across the groups (F7/189=7.669, p<.001). Post Hoc analyses
revealed Peer-Teachers exhibited significantly more feedback behavior during Lesson One than
Lessons Two, Three, Four, and Six. Peer-Teachers exhibited significantly less feedback behaviors
in Lesson Six than all other lessons. No significant Group by Lesson interaction was noted.
Additional analyses were conducted to determine trends in the pattern of feedback behavior in
terms of the preferred Method of Delivery and the Substantive nature of the Feedback exhibited
by the Peer-Teacher participants. Across all groups and lessons, the dominant method of
delivering augmented feedback was via auditory means. 77% of all feedback exhibited was
provided orally to the student. The substantive focus of the feedback most often exhibited across
all groups and lessons was prescriptive (43%) and positively, affective (34%) in nature. The
movement skill aspect most commonly referred to by the Peer-Teachers in the feedback was
directed to “Part” of the total skill (90%) being taught. Additionally, “Spatial” dimensions of the
skills (58%) being taught appeared to be the most common referent noted across the groups and
lessons. Group by Lesson multivariate analyses revealed similar group differences in the method
of delivery and the substantive foci of the feedback exhibited.
Conclusions of the study were the following: a)specific short term instruction with immediate
instructor guided, self observation/self reflection of teaching across practice lessons is more
effective in eliciting appropriate levels of augmented feedback than either short term instruction
and practice teaching, or practice teaching alone, and b) the use of instructor guided, self

observation/self-reflection of teaching appears to assist the peer teachers in providing feedback in
a more varied, effective pattern with a more prescriptive, and positive manner to students than the
other two intervention strategies examined.
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ABSTRACT
PURPOSE
The purpose of this study was to conduct a diversity audit of six academic advising units across the
UCCSN campus. The primary objectives of the audit were: to see what views on diversity are
throughout the six units, what strategies for diversity awareness and education are present, whether there
is consistency across campus, and what areas require improvement. Based on audit findings, the audit
team made recommendations for improving the way in which academic advising units can more
effectively serve the diverse one of the UCCSN campus student population. We see this audit as a first
step in assessing and improving student services on campus.
The role that diversity plays in a setting that brings so many different people together is an important
one. UCCSN College audited is a university that places a high value on creating a healthy and balanced
diverse campus environment. At UCCSN, diversity is defined as “a collective mixture of cultures,
concepts and philosophies -- students, faculty, departments, colleges -- characterized by a collection of
differences and similarities. The differences and similarities could include education, knowledge,
occupation, age, weight, height, regional background, family structure, income, values and beliefs, and
so forth. The goal of diversity is not to assimilate; it is to promote the recognition and appreciation of
the different cultural threads that make up our rich campus tapestry”
Methodology
Six of the ten academic advising units on campus volunteered to take part in this diversity audit.
Participating advising units are housed in the College of Education, College of Engineering, University
College, College of Hotel Administration, College of Urban Affairs, and the School of Health and
Human Sciences. Each of the six units was assigned to a team of two to three members of the Spring
2005 EDH 761 (Leading Multicultural Organizations) class taught by Dr. Mimi Wolverton and CoFacilitator, Jeff Wilson. A common interview protocol was developed, based on Cox’s diversity model
(see below for further information), and finalized by the class. (See Appendix A.) Generally, three
members of each academic advising unit were interviewed, a unit advisor, the supervisor of the
advisor(s) (this person was typically a representative of the Dean’s office associated with the unit), and a
graduate assistant or student worker. The student teams were responsible for collecting interview and
demographic data for their respective units, compiling the raw data, conducting preliminary analyses,
and submitting their results to the writing team.
The four person writing team was responsible for comparing the six units using Cox’s model of an
effective multicultural organization as a guide to make suggestions that the advising units and UNLV
could use to improve their current practices with regard to diversity. The writing team also used a
predetermined set of five questions to conduct further analyses of the six units. (See Appendix B.)
These questions were used in conjunction with Cox’s (2001) diversity model to stimulate the analysis of
each advising unit and the cross-center analysis including recommendations made by the writing team.
The focus of the questions used by the writing team included determining each unit’s commitment to
diversity and effective functioning as a multicultural environment, using any supporting evidence
highlighted during the interview process. In addition, the Cox (2001) model for organizational change
was used as a guide for the analysis of gaps present in each unit and recommendations for strategic
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change. The analyses produced six parallel cases, which have been organized using Cox’s five-element
model. Analysis and recommendations were made for each separate unit, followed by the cross-center
analysis, recommendations across the six units, and general recommendations for the Academic
Advising Council.
The book, Creating the Multicultural Organization, written by Taylor Cox Jr. (2001), provided both a
framework for the interview protocol and the analyses. Cox refers to managing diversity as understanding
its effects on an organization and implementing work practices and policies that promote behavior, which
positively impacts organizational effectiveness. With effective diversity management, an organization can
develop an atmosphere that will,”…minimize [diversity’s] potential to be a performance barrier while
maximizing it’s potential to enhance organizational performance” (Cox, page 4).
Cox (2001) has developed a “model for organizational change” that can serve as a conceptual
framework for analyzing and promoting organizational change in large organizations as well as smaller
units like the advising units on the UCCSN University campus. There are five core elements in this
model. These include leadership, research and measurement, education, alignment of management
systems, and follow-up. The strength of this model lies in its focus on organizations as continuous, ever
evolving entities that must integrate diversity strategies across units in order to remain effective.
Leadership is the first element in Cox’s (2001) model and is the most important component. This
element points to the need for leaders, from supervisors to CEOs, to share their vision and diversity
philosophies, as well as the importance of having a vision, with the members of the organization.
Research and Measurement refers to the need to examine the cultural climate through systematic
research and assessment. Information gathered must inform organizational decision making. The third
element of the model is Education, which involves the ongoing training and mentoring of employees and
organizational stakeholders about diversity and the unit’s diversity vision. The fourth element is
Alignment of Management Systems. This element relates to aligning policies, practices, and procedures
to enhance and represent the diversity philosophy. Follow-Up (Sustainability) is the last element of the
model. It involves implementing action, assessing progress, and establishing accountability. It is
necessary to establish and continuously monitor each element of this model to realize the full potential
of diversity’s impact on organization effectiveness.
Cross-Center Analysis
Cox defines diversity as “the variation of social and cultural identities among people existing
together in a defined employment or market setting” (Cox, 2001). Within the majority of the advising
centers that were studied, there is a common idea or thought about what diversity is. Having a workable
definition though, does not necessarily indicate a true commitment to diversity. Cox encourages
“managing diversity by understanding its effects and implementing behaviors, work practices, and
policies that respond to them in an effective way” (Cox, 2001). It seems that many of the interviewees
have a definition of diversity that is congruent with their coworkers, but they don’t all have the same
idea about how that definition should translate into a functioning multicultural organization. And, it is
apparent that throughout the different levels of workers, there are different expectations and beliefs as to
where the information needed to create and maintain a healthy atmosphere for continued diversity
awareness and education should come from.
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A theme that appeared over and over again in the interview data was that the units are committed to
working toward an effective multicultural organization, but that they did not really have a good sense of
what that was. Some believed they work well with a diverse student population, some believed they
work well with coworkers who are different, some believed they were aware of diversity because of the
age, or race differences of the office staff, but very few of the units had a really clear idea of what
needed to be done to create the effective multicultural organization, and least of all who should be
responsible for championing that cause.

Data gathered and analyzed under the categories of leadership, research, education, alignment, and
sustainability support these findings.
Overall Recommendations to the Academic Advisors Council

We conducted diversity audits of six of the ten academic advising centers on campus. Because of the
consistencies found across these six units, we believe that they are a representative sample of all
UCCSN University campus advising units. As a consequence, we make the following overarching
recommendations to the Academic Advisor’s Council.

First, upon review of this data, it is recommended that the Academic Advisors Council immediately
establish a Steering Committee aimed at increasing, promoting, and sustaining diversity in its centers.
Based on the belief that diversity leadership must begin at the top and trickle down, this committee
should be composed of the director or supervisor of each of the individual advising units at UCCSN
University, as well as the people in the Dean’s Office to which they report (Cox, 2001). The main
purposes of this committee should be to develop goals and objectives for the advising centers as a whole
related to diversity and a “strategically integrated” plan and time line to achieve those goals (Cox, 2001).
Among these objectives should be to develop mandatory diversity training sessions, diversity learning
outcomes and staff evaluations that address multicultural competencies, and mechanisms to track and
evaluate diversity related information.

Indeed, the need for increases in quantity and quality of diversity related training sessions was a
concern echoed by nearly all participants in this study. To address this need, it is recommended that the
Diversity Steering Committee create a Diversity Training Subcommittee consisting of at least one
advisor from each of the advising units on campus. Cox (2001) states that “strong leadership is essential
for any change effort to succeed.” Thus, it is imperative that quality staff members are appointed to this
committee. This committee should be charged with the task of working with Human Resources and
other departments and resources to create and implement a mandatory diversity training curriculum for
all staff in the advising centers. By composing this committee of advisors from each unit, diverse
perspectives on training and diversity will be present. Committee members will also essentially be
cross-trained on advising methods and policies in other advising centers, which will allow them to better
serve their students. Finally, this composition will allow for the training sessions to be customized with
“identity-specific” content to best fit the needs of each individual advising center (Cox, 2001).
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In line with the creation of a mandatory diversity training curriculum for advising center staff, the
Diversity Steering Committee should establish and implement diversity-related learning outcomes.
These outcomes should be designed in such a way that they give the Diversity Training Subcommittee
direction and guidance in developing their curriculum. They also must be measurable and meaningful
and should be in line with the Diversity Steering Committee’s strategic diversity plan. By establishing
these learning outcomes, the steering committee will be able to develop and alter employee evaluations
to include questions about multicultural competencies. This evaluative element will a) assist in
assessing the true diversity climate of the advising centers and multicultural skills of the advisors and b)
provide meaningful feedback to employees about their skills and to the Diversity Training
Subcommittee about the effectiveness of their training curriculum.
Finally, the Diversity Steering Committee should research and implement mechanisms that track and
evaluate diversity related information. Presently, only few advising centers collect diversity related
information, and even fewer use it for analytical purposes. It is worthy of notation though, that many of
the FOCUS reports that can be run and obtained by the advising units don’t always show a true
representation of the student population that can have access to any advising unit as any given time. For
this class, the presentation team was asked to have a FOCUS report developed to show enrollments in
each of the colleges. The numbers that came back as a representation of the students who could use
each of the units did not seem to be accurate, they seemed low. This indicates that it was extremely
difficult to capture all of the students that we wanted to look at through the FOCUS report. This might
be an area worthy of further investigation and maybe there could be a training session in how to ask for
a FOCUS report so that each of the units would be assured that it was receiving the data it was looking
for. Even though we were simply looking for numbers of enrolled students, diversity information is also
available through this reporting system.

Cox emphasizes again and again the importance of being able to assess the diversity climate of an
organization, and the advising centers at UNLV are no different (Cox, 2001). Indeed, this information is
imperative in assessing the effectiveness of the diversity training curriculum and efforts to increase,
promote, and sustain diversity in the advising centers. Collecting this data also provides benchmarking
statistics, which will allow individual advising units to compare their diversity climate to those of other
units on the same campus. Particularly when speaking about being able to better meet the needs of
students, implementing new programs and ideas, and increased spending on diversity initiatives, it is
absolutely necessary for the department heads to have both qualitative and quantitative data to support
and guide their efforts.

Although these main recommendations occur on a more macro level, there are of course smaller scale
changes and policies that can happen within each individual advising unit. These changes include
allowing employees to have flexible schedules to accommodate their diverse needs and to promote their
attendance and participation in training and education programs and providing readily available diversity
resources to staff and students. However, perhaps the most important recommendation of all is that
department heads lead by “setting a personal example” (Cox, 2001). Indeed, there is no greater
influence on the diversity climate of an organization than the actions of its leader, and given that “the
heads of operating units are responsible for creating initiatives and ensuring overall success,” it is
imperative that all advising unit department heads model and promote multicultural competencies and
allow diversity to truly permeate all aspects of the organizational culture to best serve its students.
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Conclusion
This study attempted to assess and evaluate the diversity climate of the advising centers at the

University of Nevada, Las Vegas. In doing so, clear patterns of miscommunication and differing
perspectives on diversity were discovered in advising centers, as well as a lack of customized diversity
training, and a general lack of diversity overall. However, based on the principles outline by Cox, the
diversity climate of these organizations can overcome these challenges and transform these units into
effective multicultural organizations. Among these recommendations is the establishment of a Diversity
Steering Committee comprised of advising unit department heads charged with the task of developing a
“strategically-integrated” diversity plan complete with diversity learning outcomes, staff evaluations that
assess multicultural competencies, and mechanisms for tracking and evaluating diversity data (Cox,
2001). It is also recommended that this committee establish a subcommittee aimed at creating and
implementing a mandatory diversity training curriculum for all advising center staff. While the tasks
ahead may seem daunting, it is imperative that these department heads make increasing, promoting and
sustaining diversity paramount, and implement these recommendations with haste to ensure that they
truly are meeting the needs of their diverse student populations they serve.
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Appendix A: Interview Protocol
Interview Questions:
Leadership
1) How do you define diversity?
2) How do you think others who work at this Center define diversity?
3) How does the advisor, as leader of this unit, demonstrate his/her views of diversity?
(If you are speaking with the Advisor, use the word “you” in place of “the Advisor”)
4) In what ways do people who work at this Center support and demonstrate a
commitment to diversity?
5) Describe an effective multicultural organization.
Research
Gather the following information from this Center’s advisor:
1) Profile of people who work in this Center
a) race/ethnicity, gender, age, marital status, disabled;
b) employment status; full-time employee, part-time employee, graduate student,
undergraduate, faculty, number of hours worked by each of the employee
categories (full, part-time, etc…)
c) identify where the diversity in (a) is in terms of the employee categories in (b).
2) turn over rate for graduate student and undergraduate student advisors
3) the general organization of responsibilities across the types of people who work in
this Center (i.e., who does the advising, who does the secretarial work, who does the
administrative work, and so forth)
4) number of students served by this Center and the diversity breakdown (see 1a above)
of those served
5) copies of any diversity policies that are unique to this Center (go beyond the
university’s policies)
Interview Questions for All People Interviewed
1) Does this Center regularly collect diversity information about students served by this
Center? If so, how?
2) How does the unit use available information about diversity to inform decision
making?
Education
1) Does this Center regularly engage in diversity training? If so, describe the training.
Who conducts it? How many hours of training do employees receive? Does it vary
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2)
3)
4)
5)
6)

across employment categories? How often are training sessions offered? How
frequently are updates to training programs made?
What types of diversity resources/materials are available at this Center for employees
and students?
Have you attended diversity training sponsored by either this Center or another
organization? If you attended training, describe the program. How did what you
learned impact you personally? At work?
In your opinion, who should participate in diversity training? Administrators?
Faculty? Students? Advisors? Advising staff? Secretaries and other support staff?
Is diversity talked about by employees? In what ways?
Do you feel that you prepare students who seek advice at this Center to deal with
diversity? If so, in what ways?

Alignment
1) Does this Center place any emphasis on diversity awareness when it hires someone to
work in this Center? In what ways?
2) Does this Center take diversity awareness into consideration in employee
evaluations? In what ways?
3) How is this Center organized and do all employees have equal opportunity to
participate in decision making processes? Give examples.
4) Stereotyping, prejudice, and ethnocentrism usually exist to some degree whenever
diverse individuals are asked to work together. How does this Advising Center deal
with these issues and any conflict that arises from them?
5) What policies are now in place (if any) that accommodate employee needs, such as
flexible work schedules or encouraging employees to take advantage of educational
opportunities?
Sustainability
1) What policies/plans does this Center have that promote diversity in the long-run?
2) What motivates people who work here to promote diversity?
3) Who is responsible for monitoring the diversity climate of this Center? How is it
done? How is the information used?
4) Does diversity make your unit more effective? How or how not?
5) Thinking back to the answers you have given, how would you evaluate this Center’s
progress toward making diversity a permanent part of its make-up? Give some
examples to support your response.
Prompts, if interviewee doesn’t know how to respond, suggest the following examples:
•
•
•
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The discussion of long-term diversity doesn’t come up.
We do discuss it, but we see that we have a long way to go.
The issue of diversity comes up frequently in discussions and I see real changes
implemented that foster a more diverse working environment.

Appendix B: Analysis Questions
The following questions were used to analyze the status of diversity within each of the
six Advising Centers studied, as well as UNLV’s Academic Advising program as a
whole.
1) Is the unit committed to diversity and functioning as an effective multicultural
organization?
2) What evidence supports this? (look at each general category to the evidence:
leadership, research, education, alignment, sustainability)?
3) List the strengths of this center as they pertain to diversity and functioning as an
effective multicultural organization.
4) Based on Cox's model, what are the gaps in the center's approach to diversity that
impact its ability to be an effective multicultural organization?
5) Based on Cox's model and our experience, what strategies can you suggest that might
help the center address these gaps? Use citations for any suggestions that you
include, which can be attributed to someone else.
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Appendix C: Change Model for Work on Diversity
Leadership
• Management
philosophy Jossey-Bass. San Francisco,
Cox, T. (2001). Creating the Multicultural
Organization.
• Vision
CA. Page 19.
•
•
•
•

Orientation design
Personal involvement
Communications
strategy
Strategic integration

Research & Measurement
•
•

Follow-Up
•
•
•
•

Accountability
Continuous
Improvement
Reporting process for
performance results
Knowledge management
program

•
•
•

Preliminary diagnostics
Comprehensive culture
assessment
Baseline data
Benchmarking
Measurement plan

Education
Alignment of Management
Systems
•
•
•
•
•
•
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Work schedules and
physical environment
Orientation
Recruitment
Performance appraisal
Compensation and
benefits
Training and

•
•
•
•

On managing change
Development of in-house
expertise
Modification of existing
training
Address all three phases
of the learning process
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Abstract
In our Canadian health care system, health care professionals have been required to work
together in multi-disciplinary teams across a broad spectrum of practice settings. Despite
the fact that this has become the norm rather than the exception for clinical practice,
health care professionals have experienced limited preparation and education on how to
work together within an inter-professional context.
In this context, “inter-professional” refers to various health care professionals working
together in a collaborative fashion in order to optimally affect patient care, However, the
reality is that curriculum development and health care education, both formal and
informal, continues to be delivered in a segregated fashion. This is evident in formative
training, clinical practica, and continuing education. For example, Family Health Teams
which include physicians, nurses, and nurse practitioners, are currently being formed in
the province of Ontario; yet there is growing concern about how these teams will
function in an inter-professional model without adequate inter-professional training in
the skills required to work collaboratively.
A model which incorporates various innovative strategies and promotes collaborative
practice from basic training to continuing education, will be presented from an
experiential viewpoint. The relationship of this proposed model to lessons learned,
benefits, barriers and challenges, will be presented, along with recommendations for
future inter-professional care delivery initiatives.
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Educating on the Needs of Sri Lanka’s Schools after the 2004 Tsunami

Introduction
Life is divided into pre-tsunami and post-tsunami for most Sri Lankans. The
rebuilding continues, life goes on, but life will never be the same for many. Long after
the tsunami rebuilding stories have been relegated to back page snippets of the world’s
newspapers, the signs of the tsunami and its aftermath are everywhere.

Objectives
The presenters seek to model teaching strategies for recent historical events
related to the 2004 tsunami. The presentation will promote an understanding of the past,
current, and future state of people and schools affected by the tsunami.
Via a website they created, the presenters' key goals will be to provide additional
insight to educators of the far-reaching impact of the 2004 tsunami. Rather than
concentrate on the same sort of information that media have provided, the presenters seek
to inform participants from the perspective of first hand accounts of life after the tsunami,
with special attention paid to successes and obstacles that have yet to be faced by
survivors in affected regions. Special considerations will be provided to the implications
for integrated learning.

Perspectives/Theoretical Framework
Previous studies have proved that technology can provide meaningful ways for
educators and students to process information and collaborate in order to promote critical

thinking and social justice through multicultural education (Sleeter & Tettegah, 2002,
Appelbaum & Enomoto, 1995; Chisholm 1994; Kendall, 1999). Online collaborations
can be extended to build relationships throughout the world to create learning
communities that can affect and enhance personal growth (Sleeter & Tettegah, 2002).
One viable resource for developing multicultural competencies among preservice
teachers is the use of online resources. Given the gravity of recent events worldwide,
there has been a cry for help to increase multicultural understandings. Technology may
offer viable complementary approaches to more traditional multicultural teaching
strategies (Kitsantas & Talleyrand, 2005). The Internet creates a global community of
learners. Students from around the world can share their experiences. Furthermore, the
Internet has created a democratization of data (Siegle, 2005).
Simply creating a web-based resource does not guarantee its use (Smith & Smith,
2002). Shortcomings in the facilitation of learning are not due to the Internet itself, but
rather flaws in the types of materials developed for online learning. Many resources are
modeled after current classroom approaches, and flaws such as a lack of interaction result
(Bork, 2001). Moreover, key questions about visual design, site organization, user
friendliness, and file and database structure are becoming increasingly central to web
design and use. In this manner, questions are raised for educators regarding instructional
design and integrating the Web into their instructional strategies, as such are vital to good
instruction. Employment of effective instructional design principles and models in
promoting web-based learning can help ensure that learners develop knowledge
(Moallem, 2001).

Methodology
A qualitative method of research was employed by the researchers. The
researcher, as participant-observer, developed interpretive explanations of observations,
interviews, and archives. Methodology followed considerations appropriate for
naturalistic inquiry. Lincoln and Guba (1985) outline the basic and broad set of points
that were observed. The considerations were as follows: determining a focus,
determining the fit of the paradigm, determining the “fit” of the inquiry paradigm to the
substantive theory, determining when and from whom data will be collected, determining
successive phases of the inquiry, determining instrumentation, planning data collection
and recording modes, planning data analysis procedures, planning the logistics, and
planning for trustworthiness.
Constant comparative method was utilized to develop grounded theory according
to Glaser and Strauss (1967). This technique was developed as a way of systematically
generating theory; in other words, it is a process for developing theory that is grounded
in the empirical world as opposed to being unsound. After a process of rigorous coding
and subsequent categorization, the following steps were employed: (1) comparison of
concepts within each category, (2) integration of categories, along with characteristics
and properties, (3) seeking to disprove the emergent theory, and (4) writing a theory that
correlates to the resulting analysis. Member checking, triangulation, verifying, retaining
and discounting theory are all a part of the researcher’s analysis.
Gaining access is an immediate concern for the researchers; the
establishment of a trust relationship between the individuals and the institutions that
consent to be studied was also a key ethical consideration. Without individuals who

believe that there is a place for the researcher’s study, the research cannot proceed.
During the course of this study there were notable people who provided the researcher
with invaluable historical and sociological data, documents, and narratives; moreover,
conscientious individuals assisted the researcher in setting up appointments,
observations, interviews, and informal discussions.
Survivors, Trusts, and NGOs
Educational needs still need to be addressed. Christy, a waiter at one of the hotel
restaurants in Hikkaduwa, is too busy working long hours for meager wages to be able to
continue his studies in computer science. He lost his grandmother, an aunt, and two of
his aunt’s children in the events of December 26th, 2004. His story is one repeated
wherever you stop along the ostensibly serene coastal communities of Sri Lanka’s
western, southern, and eastern coasts. Seemingly, few were spared the effects of the
tsunami’s carnage. Although millions of dollars of donated monies remain in the Sri
Lanka’s governments coffers, money seems to be reaching those who need support at a
snail’s pace.
Over breakfast one day in Sri Lanka, the researchers (my wife and I) engaged in
an enlightened discourse with a waiter, Prasana, from one of the local restaurants. We
asked him where he was at the time of the cataclysmic event, and he told us that he was
working. As it turned out, he was in the restaurant when the first wave hit and managed
to survive, whereas a person in a neighboring building perished. He had twenty-five
minutes to find refuge before the second, more devastating wave hit his place of
employment and residence. During that time he found a two-story structure that high
enough and sturdy enough to serve as a sanctuary for tsunami survivors.

After taking photos of the train destroyed by the tsunami this morning and
encountering residents who were living in temporary housing nearby, my wife and I
could not help but be overwhelmed by the sense of destruction that had transpired just
over five months ago. We returned to a meeting of Non-Governmental Organizations
(NGOs) and other trusts and assistance organizations (such as Project Galle) that was
held at one of the local government buildings in Hikkaduwa. We immediately noticed the
urgency of effective and well-orchestrated coordination in the rebuilding and support
efforts; nevertheless, competing interests and bureaucratic squabbles frustrated the
facilitators of several undertakings.
Rather than let frustration and apathy prevail in our own lives, my wife and I
decided that we would create a website to accomplish our goals of assisting those
individuals (and others) who had graciously shared their situations with us. During our
stay in Sri Lanka, we resolved to take some sort of action so that the 2004 tsunami does
not turn into last year’s “disaster of the moment.”
Educational Importance/Implications
For learners who live in countries outside of tsunami-affected countries one of the
consequences of large-scale disasters is a feeling of paralysis. Getting involved is one
way overcoming such feelings. Students can communicate with schools or villages that
were affected (Cookson, 2005). Classroom teachers far away from the disaster can
facilitate lessons on responsibility, calm and truthful discussions about catastrophic
events, and attention to the world’s humanitarian response are all viable forms of postdisaster dialogue (Wragg, 2005).

Lest the world forget, the long term work of rebuilding children’s lives in Sri
Lanka is continuing; schools and health services must be rehabilitated, ongoing
counseling for victims is needed; and families are still torn apart (Paton, 2005). The
researchers discovered that it can be difficult deciding which individuals and schools are
most in need. Political and territorial squabbles erode the confidence that researchers as
change agents possess in reaching out to the most compelling cases. Nonetheless, the
process is in motion for ongoing communications and consultations that address
particularly affected entities long-term needs and aspirations. Specifically, school
administrators and educators expressed the desire to receive online support for the
technology they anticipate receiving from humanitarian aid. Other explicit long-term
goals are higher education scholarships for tsunami survivors and twin schools that offer
cultural exchanges and pen pals. These processes are augmented through the researchers’
website.

References

Appelbaum, P., & Enomoto, E. (1995). Computer mediated communication for a
multicultural experience. Educational Technology, (35) 6, 49-58.

Bork, A. (2001). What is needed for effective learning on the Internet? Educational
Technology & Society, 4(3), 139-144.

Chisholm, I. M. (1994). Culture and technology: Implications for multicultural education.
Journal of Information Technology for Teacher Education, 8 (2), 213-228.

Dealing with disasters. (2005). Teaching PreK-8, 35(6), 10.

Glaser, B.G., & Strauss, A.L. (1967). The discovery of grounded theory: Strategies for
qualitative research. Chicago: Aldine.

Kendall, L. (1998). Meaning and identity in cyberspace: The performance of gender,
class, and race online. Symbolic Interaction, 21 (12), 129-153.

Kitsantas, A. & Talleyrand, R. M. (2005). The use of online resources to promote
multicultural competencies among K-12 preservice teachers: A model for self-regulatory
learning. Education, 125(4), 627-637.

Koszalka, T. A. & Wang, X. (2002). Integrating technology into learning: A summary
view of promises and problems. Educational Technology & Society, 5(1), 179-183.

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. Beverly Hills, CA:
Sage.

Moallem, M. (2001). Applying constructivist and objectivist learning theories in the
design of a web-based course: Implications for practice. Educational Technology &
Society, 4(3), 113-125.

Paton, G. (2005, January 28). We rebuilt our schools before, we will have to do it again.
Times Educational Supplement. Retrieved July 27, 2005, from
http://www.tes.co.uk/section/story/?story_id=2069289

Pitman, M. A. & Maxwell, J. A. (1992). Qualitative approaches to evaluation: Models
and methods. In LeCompte, M. D. , Millroy, W.L, anf Preissle, J. (Eds.).The Handbook
of Qualitative Research in Education. San Diego, CA: Academic Press.

Siegle, D. (2000). Six uses of the Internet to develop students’ gifts and talents. Gifted
Child Today, 28(2), 30-36.

Sleeter, C. & Tettegah, S. (2002). Technology as a tool in multicultural teaching.
Multicultural Education, 10(2), 3-9.

Smith, S. J. & Smith, S. B. (2002). On the right track: Technology for organizing and
presenting digital information. Intervention in School and Clinic, 37(5), 304-311.

Wragg, T. (2005, January 28). My primary pupils were upset by TV pictures of the
tsunami. How can I talk about such disaster without alarming or upsetting them? Times
Educational Supplement.

A MODEL FOR
DISMANTLING RACISM
IN PUBLIC SCHOOLS

Presented by
Jeri Au and Linda Holtzman
Webster University

PROPOSAL TO THE HAWAII INTERNATIONAL
EDUCATION CONFERENCE 2006
Title
A MODEL FOR DISMANTLING RACISM IN PUBLIC SCHOOLS
Topic Area
Racial Diversity and Equity in Public Schools
Presentation Format
Workshop
Names of Presenters
Jeri Au, Associate Professor, Art Department
Webster University
Linda Holtzman, Associate Professor, Department of Communications and Journalism,
Webster University
Mailing Address
Webster University
470 E. Lockwood
St. Louis, Mo. 63119
E-mail addresses
Jeri Au: aujeri@webster.edu
Linda Holtzman: holtzmla@webster.edu
Phone Number
314/968-7175
Fax Number
314/963-6106

Description of Presentation
Background
The Dismantling Racism Institute for Educators (DRIE) is a project of the National
Conference for Community and Justice – St. Louis Region (NCCJ). Jeri Au and Linda
Holtzman have served as curriculum designers and faculty for DRIE for the last three
years.

This six-day residential Institute is designed to increase understanding of oppression
(system of advantage based on group identity) and how it impacts educational
institutions. It also explores how oppression impacts individuals and society. Participants
work to improve their skills in facilitating both general and specific discussions around
issues of oppression. The participants examine their own attitudes and behaviors in
relation to oppression and how it affects educational institutions. They develop a network
of allies in the educational community that are concerned with, and committed to,
institutional change that is directly connected to educational institutions and systems.
The Institute curriculum is specifically structured and designed for superintendents,
assistant superintendents and administrators in the field of education who want to deepen
their understanding, increase their knowledge and sharpen their insights in addressing
racism and other oppression, other educational equity issues, and institutional change.
Each summer, approximately 25 - 50 of these school leaders from over 20 districts in the
St. Louis, Chicago, and southern Illinois region attend the 6-day Institute.
The Institute curriculum promotes a multicultural view of organizational development by
linking core knowledge, skills, and attitudes with a framework for understanding and
critically analyzing several forms of social oppression.
The content of the Dismantling Racism Institute for Educators is grounded in emerging
anti-oppression and social justice literature in an approach that weaves together theory
and experiential learning. Participants examine relationships and practices that promote
equity and quality in education for all students. Participants develop a lens to take into
account how individuals hold multiple and cross-cutting social group memberships and
how oppression resides not only in external social institutions and norms but also within
the human psyche. Specific skills of perspective taking, empathic listening, selfexamination, and allyship are part of the Institute curriculum. Educators are guided to
employ these skills and their newly developed lens to hold high expectations for all
students and to move other stakeholders (students, parents, families, staff, and
community leaders) to join in efforts for improving student performance.
(NCCJ-St. Louis website).
Abstract of Presentation
Ms. Au and Ms Holtzman will provide the following information and interactive
exercises in the workshop:
•

Description of the goals, curriculum, process, and results
of the Dismantling Racism Institute

•

Implementation of examples of mini-presentations and interactive
exercises from the Institute that address the process of personal
and institutional change designed to “dismantle” racism in schools

•

Summary of Regionwise, NCCJ, and the Center For Organizational
Leadership and Renewal at St. Louis University report which has
documented the impact of DRIE in four area school districts.
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Abstract
This article establishes the need and appropriateness for teacher educators
to assist pre-service teachers in addressing personal issues. It offers a model for
assessing pre-service teachers’ readiness for change, explains the various stages
through which they pass as they attempt to change, and it also gives details of five
major areas of opportunity for student change. In addition, the author offers
insights which were experienced when attempting to integrate this idea into the
college classroom.
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The need for budding teachers to be psychologically ready to teach is poignantly
expressed in the words of E. P. Jensen (1988), “Teaching is far more rigorous than it ever has
been. It’s a front-lines position for courageous and committed learners willing to take risks and
make mistakes. It’s a dangerous job because teachers must confront whatever ideas, systems or
relationships are not working in their personal or professional lives, and change” (p. 16).
The idea that college of education instructors should be assisting students to make
personal changes in their lives may seem beyond the mark. Yet, Schmidt (1996) believed
faculty should be setting goals in their classes that help students master intrapersonal problems,
while assisting students to gain higher levels of independence so they can better learn to solve
life’s difficulties. How strange this may seem to those of us who focus most of our time on
teaching content. But in 2005, Denzine, Martin, and Cramblet (2005) wrote that students
having an understanding of their own personality, as well as the personality of others, is
relevant for teacher induction and has implications for meeting the diverse needs of learners.
It is now 15 years after Jensen’s seminal “It’s a danger job” comment and the need to
address the intrapersonal issues of students enrolled in undergraduate teacher education
programs remains all but ignored. Experienced college instructors know that many of their
students are not equipped emotionally or cognitively for the rigors of the classroom, and that
intrapersonal (and interpersonal) changes are needed if these students are to be effective
classroom teachers.
Since the decision to make personal changes is a learned skill (Zunker, 1994), and one
that can be fostered within a teacher preparation curriculum, or as Egan (1994) and Morgan and
MacMillan (1999) said; “within a learning process,” teacher educators remain the frontline
figures in facilitating intrapersonal change in undergraduates.
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GAINING A KNOWLEDGE OF THE FIVE AREAS
IN WHICH PRE-SERVICE TEACHERS MAY CHANGE
Before teacher educators embark on integrating new concepts or experiences into their
college lessons (or into internship or supervision meetings), it is vital they first familiarize
themselves with the broad areas of change in which instructors may engage students.
A pre-service student and a college instructor can jointly set goals for the pre-service
student in any of the following five areas. The college course becomes the laboratory in which
students experiment with new behaviors.

1. Changes in Behavior
Instructors can help pre-service teachers live more productively through focusing on
their unresolved behavior problems and the possible factors that influence and maintain them
(Corey, 1991). All personal behaviors that may hinder a student’s ability to be hired or to be an
effective classroom teacher fall into this category. Some examples from my classroom include
students want to quit chewing their finger nails, stop smoking, quit swearing, and being more
punctual. Others could include modeling appropriate dress and personal hygiene, discussing
academic and personal concerns only at appropriate times and places, lessening domination of
class discussions, minimizing sarcasm, soliciting exceptions to rules only under unusual and/or
legitimate circumstances, and diminishing incidences of bias.

2. Changes in Decision-Making Ability
Zunker (1994) wrote that improving one’s decision-making processes is a learned skill.
Following a belief that “students take what they know to figure out what they don’t know,”
faculty can help pre-service teachers build critical decision-making skills by assisting them in
estimating the probable consequences of making a change (e.g., it will require personal
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sacrifice, time, money, energy, and risk-taking for change to occur). Instructors can also help
pre-service teachers explore their values as they relate to making effective decisions. If their
decisions are aligned with their beliefs change will be easier. If values are unclear, instructors
can assist pre-service teachers in bringing their values to full consciousness before making a
decision (George & Cristiani, 1986). Instructors also may focus on the modification of a
student’s specific belief system (Steenbarger, 1991), especially if prejudicial or unethical
thinking is evident.

3. Changes in the Ability to Cope
Instructors can help pre-service teachers deal more effectively with situations that will
require tolerance or dealing with the inconsistencies of life, especially those inconsistencies that
will be experienced in the specific grade-level they plan to teach. Ingersoll (2002) makes the
case for addressing stress by saying that stress among beginning teachers is of great concern
given the fact that 33% to 50% of teachers leave within the first five years of teaching. Ingersoll
went on to say that an understanding of the teacher's personality is very useful in identifying the
teacher's ability to deal with stress.
Changes a student may make in this category could come through an instructor giving
tips on how to cope with the pressures of new demands (Meichenbaum, 1986). Faculty can also
familiarize students with the on-campus agencies that teach coping strategies. In addition,
faculty can model teaching methods that lower stress levels and decrease anxiety, while
discussing with students the stressful situations they are likely to face during their years of
teaching.
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4. Changes in Personal Relationships
Instructors can help pre-service teachers become more effective in their personal
interactions with others, especially with the age-level of the children they plan to teach. This
may involve students addressing such issues as poor social skills, low self-concept, anger
management, disciplining, and facing unresolved personal family issues (Shertzer & Stone,
1980). I have challenged students to “learn the lingo” and social vocabulary level of the students
they plan to teach. I also integrate into my course an examination of Carl Rogers’ (1951) three
core interpersonal conditions (unconditional positive regard, genuineness, and real empathy)
and challenge students to develop greater listening skill this year. As they do, I promise them
they will be able to set a warm and trustful environment within their classroom and within their
social relationships. I believe Rogers’ traits are ones in which all potential teachers can make
improvement, and which they excitedly address because they are fairly non-threatening.

5. Changes in Potential
Stephen Covey (1990) believed that potential is a fundamental principle in the human
dimension. “We are embryonic and can grow and develop and release more and more potential,
develop more and more talents” (p. 34).
Instructors can help pre-service teachers develop their potential by encouraging them to
be life-long learners. Since faculty are to be assisting students in making the transition from preservice student to professional educator, faculty can give class credit for involvement in
professional development activities and for joining professional education organizations. I
require student to be involved in one organization/activity during that current semester. Most
will choose to remain actively involved thereafter. Such involvements have included: the state
NEA division, the special education campus organization, and the Reading Club. I especially
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encourage students to be involved in Teammates, a program whereby they volunteer one hour a
week in an elementary school meeting one-on-one with a student.
Faculty can also shepherd students toward developing greater potential by challenging
them to develop a personal renewal program. Here, students would schedule regular
involvement in areas related to physical fitness, social events, cognitive development, and
spiritual involvement.
Another dimension of potential which can be nourished is less tangible to the casual
observer. It is found in coming to view teaching itself as a personal refinement process, with
the classroom being the laboratory in which the development and refinement of personal
characteristics takes place. Faculty can simply ask students, “What potential attributes will you
try and develop as you work with children?” “How you will assess your progress.”

The above FIVE AREAS OF OPPORTUNITY FOR CHANGE for pre-service
teachers encompass the major categories under which student’s personal deficiencies usually
fall and can be addressed. Compartmentalizing a student’s problem into one of these categories
can minimize the magnitude of it to the student, lessening the tendency for him or her to see the
need of a “total overhaul,” which can be overwhelming and debilitating. Yet it should be noted
that theses categories are not discreet, they overlap. There is empowerment in identifying the
five areas for student change in class, and then allowing students, along with some faculty
guidance, to jointly identify areas that need attention.

APPROPRIATENESS OF DEALING WITH INTRAPERSONAL ISSUES
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What if the five areas of change (behavior, coping, decision-making, and potential) seem
to border on “doing psychotherapy?” Do these areas seem too confidential or even too personal
for you to address within the context of a college class?
Each instructor must decide his or her own comfort level for involvement. My experience has
been that the characteristics of pre-service teachers differ from other students in the university,
as they are more comfortable in dealing with intrapersonal and interpersonal issues. Further,
Ashton (1985) revealed that successful teachers in the field had high levels of self-efficacy (the
belief that they were capable of executing certain behaviors or reaching certain goals). I have
found that most pre-service teachers enjoy this activity. One exclaimed, “Wow, I have been
trying to change my life for years, and now I am going to get college credit for it!” Interestingly,
she did not see the deeper irony of her statement.
I have been impressed with students’ likelihood to persist in the face of occasional
setbacks. Some of this is attributable to the support they feel from their small cooperative
learning groups which are organized early in the semester. These five people in group bond
quickly and have great empathy for each others struggle to be successful.
Ashton (1985) also found that those pre-teachers who had developed high levels of selfefficacy had been those students who had been mentored by supervising teachers who also had
high levels of confidence in their ability to achieve in the classroom. Therefore, it is not a
stretch to conclude that if faculty do not address these issues, and conquer personal issues
related to change, they will be less likely to effect that same change in others. The eloquence of
personal example is paramount to the success of this project.
Since few teacher education colleges specifically offer undergraduate courses geared to
increasing the mental and emotional health needed to be an effective teacher, college instructors
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are the ones left in the unique position of addressing personal issues; both interpersonal and
intrapersonal. There are increasing numbers of resources for faculty that assist and motivate
teachers in dealing with personal issues. For instance, Kottler and Kottler’s (1993) book,
Teacher as Counselor: Developing the Helping Skills You Need (Survival Skills for Teachers),
offers suggestions on how instructors can develop high degrees of personal sensitivity with
students.
Safe, yet effective, teaching strategies for commencing the change process with preservice teachers can begin by simply giving class assignments that are self-reflective and
ungraded. When I give my educational psychology students an assignment wherein they selfevaluate in terms of “personal readiness” to teach, I allow them to share their feelings in their
small group setting. For instance, in my freshman level course I ask, “If you could improve one
thing about yourself, what would that be?” I find is not a dangerous question, but one to which
they willing respond in front of the whole and with their small group. The small group
experience bonds students, and smoothes the way for intimidated students to begin the process
of change. When everyone in the class understands that each person is working on one personal
trait, a positive peer assistance emerges, and students willingly help each other achieve their
goals.
Another way in which I dealt with the “appropriateness” issue is to announce early in
the semester that each student will be working on two goals this semester. One will be set by the
student, and the instructor will set the other. Here, in conjunction with the student, the teacher
(after personal observation of the student’s personal interactions with others in the class)
privately offers a “suggested goal” on which the student can choose to work that semester. The
instructor pledges his or her support, and creates “in-class opportunities” for students to practice
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or demonstrate their progress in making positive changes in that area. For instance, if a student
chooses to work on overcoming social apprehension (shyness), we can work out a system
whereby the student can signal me that they wish to respond to an in-class question without
having to raise a hand.
It must be noted that when students exhibit extreme disruptive behaviors or dramatic
personal needs that are beyond the scope of the instructor’s expertise, these students should be
referred to campus agencies that are better equipped to handle those concerns (i.e., the
counseling center, career center, or advising office). Many education colleges use screening
tool, such as the Myers Briggs Type Indicator, to select students into or out of their teacher
preparation programs. It seems that if colleges are selecting out certain students for possessing
ineffective personality traits, they should also give attention to integrating along the curriculum
opportunities for students to grow and develop; to diminish negative traits and to foster positive
ones.
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Abstract
This paper introduces the Aloha Spirit Law and advocates modeling its attributes to improve
relationships in professional development work. Connections are made between the Aloha Spirit
and a learning process developed in a Mathematics and Science Partnership grant funded by the
National Science Foundation. The learning process was developed to capitalize on how people
learn, and the steps in the process are described. The author advocates using this learning process
as a tool to build mathematical content knowledge and, at the same time, build better working
relationships.
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It surprises me how much I love Hawaii. Sure, there’s a lot to love: azure surf and skies,
graceful palms, and sweet tropical breezes, to mention only a few. But what I appreciate even
more is the warmth of the Hawaiian people. Learning about the Aloha Spirit, an actual law on
the books in Hawaii, has helped me clarify what I feel when I’m in the islands. The Hawaii
Revised Statutes, Section 5-7.5 states:
“The Aloha Spirit is the coordination of mind and heart within each person. It brings
each person to the Self. Each person must think and emote good feelings to others. In
contemplation and presence of the life force, ‘ALOHA,’ the following free translation may be
used:

Akahai: meaning kindness to be expressed with tenderness
Lokahi: meaning unity, to be expressed with harmony
‘Olu’olu: meaning agreeable, to be expressed with pleasantness
Ha’aha’a: meaning humility, to be expressed with modesty
Ahonui: meaning patience, to be expressed with perseverance
The Aloha Spirit elevates, empowers, and ennobles its people and keeps Hawaii the uniquely
special place that it is. The Aloha Spirit Law deserves our unmitigated support and compliance.
As a model law for the world, it can serve the greatest number for its greatest good.”
I have pondered how, in my work with schools as a professional development facilitator,
I could cultivate an Aloha Spirit. When I show sincere kindness, humility, and patience, for
example, these qualities improve my relationships. It seems to me that I can only nurture these
attributes in others if I can “live” the Aloha Spirit myself.
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Often my work involves grants that bring together partners from different organizations
that need to learn to work together. When these people reach deeper levels of understanding, the
work soars. When they don’t, the work becomes drudgery. Therefore, understanding each other’s
diverse views is paramount if teams are going to tackle ambitious goals together. When people
have built trust, I have found they become open to divergent views and open to new possibilities.
Deeper understanding fosters deeper trust, which brings joy to the work. Having “Lokahi” (unity
expressed with harmony) enriches each team member’s participation and motivates everyone to
work for the common good.
Whether I find myself on a leadership team for a grant, or facilitating training myself, I
find it imperative to build in time for people to get to know and appreciate each other. The Aloha
Spirit conveys that each person is important to every other person for collective existence. This
Spirit doesn’t happen spontaneously; it needs to be cultivated. One strategy that has helped is to
practice a process I call TIPS. This process, developed by June Apaza after extensive research
into how people learn, works equally well with adults or children. One impetus for developing
this process is the PRIME (Promoting Reflective Inquiry in Mathematics Education) Project, a
Math Science Partnership (MSP) grant, funded by the National Science Foundation. It is a
targeted MSP, and is led by team members from Technology & Innovation in Education, a
nonprofit professional development organization; a school district in western South Dakota, and
Black Hills State University. In this project and every other I’ve had the privilege to work on,
individuals had to practice “Ahonui” (patience expressed with perseverance) to understand each
other’s cultures and lenses in order to work together.
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To help people learn about TIPS, we model it so they can experience it. We use it
frequently so that we can encourage open and trusting relationships, build our mathematics
content knowledge, and model a learning process that works well with students.
Here are the steps in the TIPS process, written for classroom teachers:
1. T is for TASK. In choosing an appropriate task, you must find tasks that have multiple
entry points and multiple ways of getting to “the answer.” In fact, there may be many
“right answers.” It needs to be a meaty task that students can chew on!
2. I is for INDIVIDUAL. Students work individually on the task to make meaning and build
understanding. This is a critical step which requires quiet individual work time.
3. P is for PARTNER. After a few minutes (or longer, depending on the task and age of the
students), invite students to share their thinking with a partner or two. When students
articulate their metacognitive processes to each other, teaching and learning become
synergistic. Partners or small groups grapple with the problem together as you circulate
and observe, support, and ask questions. You also need to be looking for a variety of
solutions that could be shared with the whole group, and think about the order in which
they should be shared.
4. S is for SHARE and SYNTHESIZE. You facilitate a large-group discussion where you
invite students to share their solutions with the whole group. It’s helpful to distribute
overhead transparencies or poster paper ahead of time so students can prepare to share
more easily. You verbally synthesize the important learning from the large-group
discussion. This is the where the “big ideas” are brought together.
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Struggling with a problem alone helps people construct their own meaning. Working with
a partner and sharing strategies on a good math task helps build relationships of respect. It’s
inspiring to watch people struggle together in their thinking and learning. It’s wonderful to watch
this Aloha Spirit progress as it helps build relationships as well as mathematics understanding!
It’s important to vary the partners over time so that people have a chance to build relationships
with many different people. In one team, we’ve found it helpful to take turns bringing math tasks
to the group. This way, we experience a variety of problems and learn about new resources.
We’ve also engaged many groups of teachers in this process, and have developed many
applications beyond mathematics. Posing a thorny social studies issue or science challenge helps
this process stretch across the curriculum.
TIPS works on many levels. First, it builds strong relationships among the members of a
team. It gives us a shared, challenging experience. When the task is difficult, people can
experience frustration. And the task is always difficult for someone. All groups need to be
encouraged to practice “Akahai” or kindness, expressed with tenderness. The TIPS process also
serves as a model for what good mathematics instruction feels like, something many educators
have never experienced personally. It builds mathematical content knowledge. And perhaps most
important, it gives teachers practice with a process they can use with their students.
A good TIPS process does not have to take a lot of time; it depends on the purpose of the
process and the complexity of the task. In a professional development setting, it’s appropriate to
devote an hour or more to the initial modeling so that teachers can experience the process in
depth. Allowing time after the modeling for teachers to develop classroom applications is also
beneficial. In a team meeting, it’s a process that could be used as an opening activity, and could
be done in as little as fifteen minutes.
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This kind of collaborative process helps build relationships of trust and caring that are akin to
the Aloha Spirit. When relationships are warmed by mutual regard, the work becomes
pleasurable. Learning becomes engaging and energizing. Aloha becomes much more than a word
of greeting or farewell. It becomes the essence of relationships in which each person is important
to every other person for collective existence. Nurturing the Aloha Spirit brings a sense of
purpose to my work.

i

Candidate Assessment Portfolio – Going Digital and Growing Your Own
Nathan T. Avani, Ph.D.
natalio@sfsu.edu
Professor and Chairman
Department of Secondary Education
San Francisco State University
1600 Holloway Avenue
San Francisco, California 94132

ABSTRACT
Creating a candidate assessment portfolio can be a challenging task for both
faculty and candidates. Creating a digital portfolio ads yet another set of
challenging factors. At San Francisco State University all candidates in the single
subject credential program are required to create a portfolio. This portfolio
documents their achievement of specific performances as required of the CCTC –
California Commission of Teaching Credentialing. A detailed description of our
portfolio requirements and our journey from paper to digital will be described in
this paper. A sample of some of the documents and documentation materials
required in the portfolio are included in this paper and were presented during the
author’s oral presentation at the conference.
With the passage and implementation of Senate Bill 2042 – New Teacher
Credentialing requirements, a comprehensive and systematic approach to the assessment
of candidates must take place within all teacher preparation programs in the state of
California. Evidence of candidate achievement of the thirteen TPE’s (Teaching
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Performance Expectations) and the California Standards for the Teaching Profession
must be achieved and documented. The thirteen expectations and the standards are
displayed on the next page.

TEACHING PERFORMANCE EXPECTATIONS (TPES)
AND
CALIFORNIA STANDARDS FOR THE TEACHING PROFESSION

A.

Making Subject Matter Comprehensible to Students

B.

TPE 1: Specific pedagogical skills for subject matter instruction
Assessing Student Learning
TPE 2: Monitoring student learning during instruction
TPE 3: Interpretation and use of assessments

C.

Engaging and Supporting All Students in Learning

D.

TPE 4: Making content accessible
TPE 5: Student engagement
TPE 6: Developmentally appropriate practices
TPE 7: Teaching English learners
Planning Instruction and Designing Learning Experiences for All Students
TPE 8: Learning about students
TPE 9: Instructional planning

E.

Creating and Maintaining Effective Environments for Student Learning
TPE 10: Instructional time
TPE 11: Social environment

F.

Developing As a Professional Educator
TPE 12: Professional, legal, and ethical obligations
TPE 13: Professional growth
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Evidence of candidate achievement of these standards is critical when it comes to
program evaluation for accreditation and for compliance with state mandates. The use of
a portfolio is one of the most common methods used for the purpose of providing
documentation. However, the use of portfolio’s as a means of documenting a candidates’
achievement is not new to teacher preparation programs. Certainly, this is the case at San
Francisco State University. The Department of Secondary Education, single subject
credential program requires all candidates’s to submit a CAP – candidate assessment
portfolio at the completion of the program. Our candidates would purchase through our
university bookstore the instruction for the CAP and a three ring binder. These materials
would come shrink rapped and would be found on the bookshelves along with other texts
and materials. Some of the items and instructions contained in the CAP purchased
through the bookstore are:
Evaluation Reports completed by both their master teacher/s and university supervisor
(a copy of this document is below). Artifacts such as lesson plans and sample student
works, and Candidate Reflections. Also contained in the materials purchased is
a listing of possible artifacts and a sample candidate reflection . Candidates would
receive guidelines such as the information provided below:
GUIDELINES FOR CAP CONTENTS AND REFLECTIONS
Your final Candidate Assessment Portfolio (CAP) will be evaluated at the end of your
credential program to determine if you have met minimum standards (ratings of at least
3) for all 13 Teaching Performance Expectations (TPEs). Your university supervisor and
your curriculum and instruction teacher will evaluate your final CAP. Your CAP (either
binder or CD) is DUE FRIDAY, DEC. 9, BY 4:00 P.M. in the Department Office. You
will be given a receipt.
CONTENTS:
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•

Mid-term and final ERODs from your university supervisor and master teacher(s)
or on-site supervisor (interns), plus observation notes from the same, should be
placed before the divider for TPE 1 or in the file designated for them.

•

At least two artifacts for each TPE, at least one of which must be from your SED
660 Student Teaching Level 2. If you use an artifact for more than one TPE, copy
it or clearly identify its location. If you submit student work samples, remove all
names/identification. There should be 20-26 different documents altogether. See
non-exhaustive list of example artifacts below.

•

A reflection for each TPE that
(a) describes the artifacts you include;
(b) shows you have understood and demonstrated the TPE in the classroom;
(c) discusses changes you have made or plan to make based on your
experiences; and
(d) references commentary from ERODs and/or observation notes from your
university supervisor and/or master teacher or on-site supervisor (interns).
Your reflection should be approximately 400-500 words. You will find it
necessary to use the TPE rubrics. The reflections are filed with each TPE’s
artifacts. See the sample reflection with notes and critique on page 2.

Possible artifacts from Student Teaching SED 660 and other courses:
TPE
1. Pedagogy
2. Monitoring
3. Assessment
4. Accessible
5. Engagement
6. Developmental
7. ELL
8. Students
9. Planning
10. Time
11. Environment
12. Obligations
13. Professional

Possible Artifacts
Lesson plans, student materials
Lesson plans student work samples
Assessment plans, assessments, student work samples, grade book
Lesson plans, mini unit
Lesson plans, evaluations by students
Case study, lesson plans, communications with parents
Lesson plans, case study
Research/position paper, communications with parents
Lesson, unit, and long range plans
Long range plans, classroom management plans
Classroom management plans, photos, lesson plans
Communications with supervisors, evaluations by students, classroom
management plans, meeting attendance
Communication with supervisors, evidence of professional meeting
attendance

A SAMPLE REFLECTION WITH NOTES AND CRITIQUE
TPE 4: Making Content Accessible
Reflection:

Notes:

I have included the mini-unit on characterization using a short
story “A&P” by John Updike that I wrote for my SED 720
(literacy) class and used in my student teaching. The unit
included three 55-minute lessons.

Describes the artifact
included. Note it is
really just one
artifact. (a)
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The first of three lessons began with a quick write, a pre-reading
activity to find out what students already knew and get them
thinking about the theme of the story and its connection to their
own lives. This was intended to motivate and encourage
students.
This was followed by having students complete a knowledgerating chart on vocabulary from the story that I suspected would
be unfamiliar, especially to ESL students. As a group we defined
the words and students wrote definitions. I did a brief review of
characterization and had them begin reading the story. As
students read, they completed a double-entry journal with the
descriptions of the characters and what questions they had about
them. Thus, I used a number of language and reading strategies
in the first lesson.

Identifies strategy
addressing the TPE
element on
motivation. (b)
Names additional
reading strategies, as
per TPE element on
the same. (b)

Addresses the TPE
element on presenting
After the students completed reading the story for homework, the content in multiple
second day’s lesson began with small group discussions using
ways. (b)
the journals, followed by the whole class creating a graphic
organizer showing characters’ relationships. For homework,
students wrote letters from one character to another, explaining
their actions in the story. As can be seen, the students were
engaged through multiple modalities: reading, writing, visual
Refers to TPE
representation, and speaking.
element on practice,
application. (b)
The third lesson had student volunteers act out their letters,
followed by a summary lecture and discussion on
characterization. I was trying to allow for some creative
demonstration of understanding.
I was disappointed in the quality of the students’ letters; next
time I will make a handout with a model instead of orally
describing the assignment. The students’ behavior during the
role-playing was somewhat silly, but my master said (see
observations notes, 3/22) that they weren’t too bad and that
better instructions would help. My supervisor has seen other
lessons and commented favorably on the reading strategies that I
use.

Discusses changes
that would be made.
(c)
Refers to
commentary from
master teacher and
supervisor. (d)

Critique:
While the reflection includes all required parts, there is essentially just one artifact and
only four of the TPE elements are addressed. An additional artifact (or references to those
in other sections that illustrate this TPE) and one more element would be needed for a top
rating. In conjunction with master teachers’ and supervisor’s final EROD ratings of 4, 3,
and 3, the final rating for TPE 4 would be a 3, meets expectations.
A critical component of the CAP is the evaluation report for observations. This
report is completed by both the master teacher and the university supervisor. A rating is
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assigned and notes can be provided by the reviewer. An explanation of this form and a
copy of evaluation report is below for your review.

EVALUATION REPORT FOR OBSERVATIONS and DOCUMENTS
Directions: This report form is designed for use by university supervisors, supervising
teachers, university instructors/advisors, and candidates for formative and summative
assessment. Use the space available for a brief, specific description of the observed
performance in relation to the pertinent Teaching Performance Expectations. Rate each
teaching performance expectation observed or reviewed: 4 – exceeds expectations; 3 –
meets expectations; 2 – partially met; 1 – no evidence. The original (top page) should be
provided to the candidate and placed in the candidate’s portfolio.
Candidate: _________________________ 1. Subject-Specific Pedagogical Skills
What is reviewed: ___________________
__________________________________
Candidate signature: _________________
Evaluator’s signature: ________________
Date:
Rating __
2. Monitoring Student Learning
3. Interpretation and
4. Making Content
Use of Assessments
Accessible

Rating __
5. Student Engagement

Rating __
Rating __
6. Developmentally
7. Teaching
Appropriate Practices English Learners

Rating __
8. Learning About Students

Rating __
9. Instructional
Planning

Rating __
11. Social Environment

Rating __
10. Instructional
Time

Rating __
Rating __
12. Professional,
13. Professional
Legal, and Ethical
Growth
Obligations

Rating __

Rating __

Rating __

DESCRIPTORS OF TEACHING PERFORMANCE EXPECTATIONS
1. Subject-Specific Pedagogical Skills
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•
•
•
•

Identifies academic content or skills standard(s) appropriate to course & grade level.
Writes learning outcome(s) for students consistent with identified standards.
Presents accurate content that reflects basic principles & values of the discipline.
Uses instructional strategies & materials appropriate to the content & learning
outcome(s).
• Uses a diversity of strategies & provides multiple examples, consistent with the
standard(s), content, & outcomes.
2. Monitoring Student
3. Interpret. & Use of
Learning
Assessments
• Questions to check
• Uses a variety of
understanding.
assessments.
• Reviews student work in
• Uses assessment results
progress.
in planning.
• Checks for common
• Adapts assessments for
misunderstandings.
student needs.
• Pacing reflects students’
• Provides feedback to
needs.
students.
• Maintains accurate
assessment records.
5. Student Engagement
• Communicates
objectives clearly.
• Ensures active &
equitable participation.
• Re-engages off-task
students.
• Encourages student
dialogue.
• Makes instruction
relevant.
• Asks challenging
questions.

6. Developmentally
Appropriate Practices
• Promotes higher-order
thinking.
• Promotes goals,
requirements, criteria.
• Connects curriculum to
community.
• Promotes student
responsibility.
• Supports individuality.

8. Learning About
Students
• Assesses prior
knowledge & skills.
• Knows students as
individuals.
• Interacts with parents.
• Identifies students with
special needs.
• Understands how
students' identities
influence schooling
experiences.

9. Instructional Planning
• Writes clear short- &
long-term plans.
• Makes connections
across lessons.
• Plans clear explanations
of content.
• Makes abstract concepts
concrete.
• Connects content to
backgrounds.
• Accommodates varied
student needs.

11. Social Environment
• Sets clear expectations
for students.

12. Prof, Legal, Ethical
Obligations
• Takes responsibility for
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4. Making Content
Accessible
• Uses logical, coherent
sequence.
• Presents content in
multiple ways.
• Provides time for
practice, application.
• Teaches reading
strategies.
• Motivates & encourages
students.
• Adjusts lesson as
needed.
7. Teaching English
Learners
• Applies ELD principles
to instruction.
• Promotes opportunities
for reading, writing,
listening, & speaking
English.
• Plans differentiated
instruction for ELL.
• Contextualizes key
concepts.
• Allows for first
language support.
10. Instructional Time
• Allocates time to meet
all standards.
• Estimates times for
instructional tasks.
• Establishes procedures
for routines.
• Manages transitions
efficiently.
• Adjusts planned time if
necessary.

13. Professional Growth
• Solicits & incorporates
feedback.

• Promotes student effort
& engagement.
• Implements a discipline
plan.
• Treats students fairly &
with respect.
• Promotes group &
independent work.

outcomes.
• Recognizes own values
& biases.
• Maintains a non-hostile
environment.
• Follows policies for
responding to
inappropriate behavior.
• Behaves legally,
ethically, &
professionally.

• Reflects on own
teaching practices.
• Modifies teaching based
on reflection.
• Prioritizes goals for
professional growth.

Before Digital
The picture below shows a section of our faculty workroom where we currently
have over 200 candidate assessment portfolios. Storage is a major factor when you have
paper driven portfolio. With over one hundred candidates entering our program twice a
year (fall and spring semester) it would not take long for this room to fill.

Candidate Assessment Portfolio Storeroom

8

With over 150 new single subject candidates starting our program each semester
in just a short period of time this room would be filled with CAP binders.
Going digital did come with some problems. Our digital portfolio system had to
accommodate both MAC and PC platform users. Introducing the candidates to the
system and providing them with a password was accomplished through their cohort class.
Identification of where scanners were located in the College and at various places on
campus was needed. For some candidates learning how to use as scanner was a new bit
of learning. Some candidates did not want to go digital at all. This was due to their lack
of computer skills and/or an attitude that is was easier to just put together a binder of
required materials. Our fall cohort of over 120 candidates allowed us to select
approximately 60 to complete their portfolio digital and the other 60 to continue to
Create the CAP binder. As it turned out, some of the new did not want to go digital and
some of the candidates who were finishing up of the program and preparing their final
CAP for review wanted to go digital. It was decided at this juncture to allow all who
want to do it---do it, and all others could continue to submit a binder. This semester will
be our test of the digital portfolio. Modifications/changes will be made and then we will
move forward with all candidates going digital starting spring 2006.
To view our i-CAP click on the following link: www.sfsu.edu go to the College
of Education web site and then to the web site for the Department of Secondary
Education. You will notice the i-CAP icon off to the right center of the page. Click on
the icon and follow the instructions. Feel free to e-mail me should you have any
questions or if you want to know how our pilot goes and what changes we consider.
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We are excited about going digital and anticipate that all involved with the process will
benefit from its creation.
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The author acknowledges the contributions to the candidate assessment portfolio
contents and process made by Dr. Kathleen O’Sullivan, Dr. Patricia Irvine and Dr. Judith
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ABSTRACT
California is presently experiencing its second Tidal Wave of student enrollment surge in
higher education; impacting all students and compromising the Master Plan of Postsecondary
Education’s original intent to increase access to low income and non-traditional students of
color. The term “Tidal Wave II” was coined to describe the student surge phenomenon with the
first Tidal Wave occurring in 1960. With forty-five percent of students beginning their college
studies at a community college, California’s higher education crisis calls for private four-year
institutions to contribute to the solution by ensuring that they remain part of the educational
pipeline for community college transfer students (CCTS) (Carroll, 2005).California private fouryear institutions can help to address California’s inability to fulfill its Master Plan promise
(Shullock & Moore, 2003) by admitting many of the Tidal Wave II students entering higher
education, and by improving the enrollment and graduation rates of CCTS on private campuses.
One potential action private institutions can take immediately is increase enrollment of, and
academic and social resources for, California community college transfer students (CCTS)
pursuing a bachelor’s degree. Although the Master Plan recognizes the state of California’s
responsibility in addressing Tidal Wave II by increasing state funding and building new
campuses (Shullock & Moore, 2003; Kan-Rice, 2000), the active contribution of private
institutional resources and space will alleviate pressure from the public-four year universities in
their quest to enroll all qualified applicants.
Private independent universities enroll few community college transfer students and,
thus, do not fund academic and social resources specifically for CCTS; as a result enrolled CCTS
are not adequately supported to succeed; this is a vicious cycle (Townsend, 1995; Laanan, 1996;
Rendón & Garza, 1996; McGrath & Van Buskirk, 1999; Eggleston & Laanan, 2001; Berger &
Malaney, 2003). The literature shows that, historically, private institutions admit fewer CCTS as
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a result of various factors including their view that CCTS are under prepared academically.
However, recent literature shows certain institutional barriers contributing to academic failure
among CCTS and non-traditional students. One factor known to contribute positively to graduate
rates of non-traditional students is Rendon’s (1994) theory of student validation. The theory
argues that validation of students by members of the university (staff, administrators, and
faculty) contributes to retention and persistence of ethnic minority college students.
The overall purpose of this study is to begin to fill the gap that currently exists with
respect to our knowledge of CCTS’s at California religious-affiliated four-year private
institutions (PIRI’s). The focus of the study is on private independent religious institutions
(PIRI’s) because of their mission statement commitment to diversity, access, peace and justice.
Using a qualitative case-study, this study will attempt to identify CCTS’ perception of
transitional or adjustment problems in transferring from a community college to a private
university, and special needs, academic or social, that are currently unmet by the institution. A
second goal of the study is two collect data on administrators of PIRI’s on their perception of
CCTS’ academic, and social, strategy and integration. The third goal is to perform a comparative
analysis on the data collected on perceptions of CCTS and administrators to determine whether
their perceptions are congruent, or not. In the end, the overall purpose is to begin to fill the gap
that currently exists with respect to our knowledge about CCTS at PIRI’s, and will uncover the
role private institutions play in CCTS degree completion. Using Rendon’s (1994) theory of
student validation, this study will examine relationships between CCTS and faculty, CCTS and
staff, and CCTS and peers to determine factors contributing to, or detracting from, the validation
of CCTS at California private universities. Intervention of independent colleges and universities
is vital in educating California’s residents; by admitting more CCTS they can help the
educational gap for all students in California.
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Abstract
This paper focuses on the opportunities available for high school students as they begin to
make career choices. Traditionally, career and technical students have had choices for workbased learning experiences through cooperative business education and cooperative training
activities. College-prep students and special needs students often have not had access to workbased learning programs due to numerous barriers. These barriers include scheduling
difficulties, inaccessibility of programs, and bias. Three individual cases will be compared and
contrasted which include a college prep student, a student with special needs, and a student with
a career/technical diploma track. Current issues in work-based learning will be discussed with
research data to support these types of programs.
Various work-based learning activities such as job shadowing, school-based enterprises,
and apprenticeships will be presented. The paper presents educators with resources that will
allow them to gain further knowledge and information concerning work-based learning
experiences.
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Work-Based Learning Opportunities for All Students!
Work-based learning is a concept that has been in existence for many years.
Apprenticeships and on-the-job training were used as far back as medieval times to provide for
the good of the individual, to strengthen society, and to perpetuate the crafts. These forms of
work-based learning were only for the few who were fortunate enough to be born into the right
family or who found ways to enter into tightly-controlled job training programs. Since the midtwentieth century, work-based learning has found its way into the secondary schools of the U.S.,
primarily as enrichment activities for career and technical education (vocational education)
students. The majority of these students are tech-prep students, many of whom do not plan to
enter into a four-year college or university upon graduation from high school. Work-based
learning allows these students to gain valuable on-the-job experiences and to relate classroom
instruction to the workplace through the connecting activities that are designed specifically for
the student. These work-based learning programs exist for each of the primary career-technical
program areas including agricultural education, trade and industrial education, healthcare science
education, marketing education, and others.
Barriers to Participation
Work-based learning opportunities are numerous for career-technical students, but what
about the rest of the student population? What about the college-prep student? What about
special needs students? What are the barriers to participation by these students and how can the
barriers be overcome? Block scheduling, the Youth Apprenticeship Program and inclusion have
opened new doors for these students.
The demands of the college-prep curriculum often left little or no time for college-prep
students to explore options such as work-based learning. Block scheduling provides students
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with the opportunity to complete more academic credits during the high school years. This
enables college-prep students to participate in internships, cooperative education, and other
programs without sacrificing their much-needed college-prep coursework. In addition, Youth
Apprenticeship programs allow workplace experiences in settings that may not be accessible
through other career education programs.
Special needs students have historically received limited work-place experiences for
similar reasons. Scheduling constraints, due to extra resource classes and remedial classes,
limited opportunities to fit work-based learning classes into the traditional schedule. Block
scheduling provided more units to explore these opportunities. The inclusion concept also
removed “special resource” requirements as the special needs students were placed in “regular”
classes with their non-special needs peers. Appropriate settings became more numerous as the
special needs students were able to spend more time in technical preparation classes.
Profiles of Work-Based Learning Students
Today’s schools are now able to offer work-based learning opportunities to the careertech/Tech Prep students, college-prep students, and special needs students. Let’s look at profiles
of each of these categories of students.
Tim J.—Tech Prep Student
Tim is a typical high school student. He has always loved working with his hands and
tinkering with things. As a child, his parents would often find him under his batterypowered, ride-on Jeep removing parts and then putting them back on. He loved to watch
his dad work on the car and began helping him as he got a bit older. Tim makes pretty
good grades in school and is on track to graduate with a career-tech diploma. He has
taken automotive technology classes since the beginning of his sophomore year. Last
year as a junior, he got the chance to shadow a technician at a local dealership. This year
as a senior, he is participating in the youth apprenticeship program. He works at the same
dealership where he did his job shadowing. He makes $6.00 per hour and is being
exposed to all aspects of the industry. This means that he does everything from sweeping
the floor to turning wrenches to diagnosing problems with the automobiles that come in
for service. He likes the environment and the people that he works with. Tim hopes to
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keep this job next year as he begins the automotive technology program at the local
technical college. He plans to graduate with his associate degree and then possibly begin
work on a four-year degree that will prepare him to reach his ultimate goal. Tim wants to
own or at least manage an automotive repair business.
Kathy B.—College-Prep Student
Kathy always wanted to be a pediatrician. As a little girl, her dolls were constantly sick,
but she could make them well. Kathy did very well in school. As a high school student,
she made straight A’s and was a college-prep with distinction graduate. She was near the
top of her class at the time of graduation. Kathy is about to graduate from college with a
perfect 4.0. But, Kathy will not be a pediatrician. Kathy will be a teacher and she could
not be happier. Here is what happened. Early in her junior year, Kathy began a
physicians shadowing program. Each day, she spent a few hours in various doctors’
offices, including those of pediatricians. Kathy was surprised to find that she did not
really enjoy being in the doctors’ offices. Once or twice, she even found herself on the
verge of passing out when a sick or injured child was being treated. One day, Kathy went
to her guidance counselor with tears in her eyes and announced that she was a failure.
The wise counselor listened to Kathy as she explained that she found the doctors’ offices
boring at times and stressful at others. Kathy explained that she loves children, but not
necessarily sick ones. Kathy then explained that she really would like to be a teacher.
Within weeks, Kathy completed her tenure in the physicians shadowing program and
began the teacher apprenticeship program. The rest is history.
Joey K.—Special Needs Student
Joey spent his early years in school struggling just to keep up. In the third grade, he was
diagnosed with a learning disability. Through the help of his parents and special
education faculty, he made it to high school. Joey did not receive a diploma, but he did
receive a certificate of attendance which allowed him to walk across the stage at
graduation. But Joey left high school more prepared for the future than many of the other
students. In the 10th grade, Joey’s IEP placed him in an agriculture class. It was
discovered that Joey had a green thumb and a real interest in horticulture. By the 12th
grade, he was the student manager of the greenhouse. He loved growing the plants, but
he especially loved working with the plant sales at Christmas and during early spring. A
few of the teachers hired Joey to come to their homes and plant the vegetables and
flowering plants that they bought from him at school. During the final weeks before
leaving high school, he supervised the planting of a row of memorial oak trees donated
by the senior class. Joey was fortunate when a job opening came up at the local
university with the grounds and landscape crew. Joey makes a good living, with full
benefits.
An analysis of these profiles will reveal a number of differences between these three
students. There are four differences that should stand out to teachers, work-based learning
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coordinators, and counselors. These differences include their diploma tracks, intellectual
abilities, interests, and expectations after high school graduation
Diploma Track—Each student was following a different high school diploma track. One was
receiving a certificate of attendance, one a career-tech diploma, and one a college prep track. The
requirements for graduation, as well as the type of work-based learning activity, were tailored to
meet the needs of each student. One participated in a youth apprenticeship program, one a school
based enterprise, and one a job shadowing experience.
Intellectual Ability Level—Each student had varying levels of intellectual ability.
Each had his or her own strengths and weaknesses which were matched to the coursework and
work-based learning experience.
Personal Interests— Each student had different interests ranging from working with
automobiles, to planting plants in the greenhouse, to working with young children. Educational
opportunities were tailored in such a way that each student was able to combine personal
interests with educational enrichment activities.
Post-Secondary Education Goals—Upon graduation, each student had different long-term goals
and expectations for the future. Kathy B. was headed to college, Tim J. was targeting a careertechnical school, and Joey K was going straight into the workforce in his community. All
expected to be involved in lifelong learning.
In spite of the differences between these students, similarities exist as well. These are
equally important for teachers, work-based learning coordinators, and counselors to consider.
Several of the similarities that should be noted are:
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Planning- Each student had a counselor or work-based learning coordinator who was able to
match their needs with a facility in the community. They planned their coursework and
experiences to make the most of their high school years.
High School Completion—Each student was preparing to transition from high school into the
workforce. Although each student had a different educational plan, they all led to some form of
high school completion. The college-prep and tech prep students were guided by specific course
requirements set forth by their diploma track, while the special needs student was guided by his
IEP.
Desire for Gainful Employment—Each student wanted a career that would include his or her
interest level and the ability to succeed in the world of work. They strived for independence and
wanted to be able to sustain an enjoyable lifestyle.
Flexibility – Each student was open to new experiences. They learned from their successes and
their mistakes. Their learning was experiential. They were flexible with their time and made
changes and adjustments throughout high school in the various settings to achieve success.
Benefits of Participation in Work-Based Learning
The benefits of applied learning are increasingly being recognized by both educational
leaders and business leaders. Chad Foster, a business leader, motivational speaker, and bestselling author states, “Ten years ago, I was of the opinion that things like internships, jobshadowing and work-based learning were nice but not necessarily critical to future success.
Today, I realize that these experiences are absolutely mandatory for any young person who
wants to succeed in the real world. Work experience as a teenager will be one of the common
denominators of all successful people in the future. It is no longer good enough to just be
educated. Young people entering the world of work must also be prepared or they will struggle
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for years to come. Work-based learning is a primary ingredient in that preparation process.”
(2005, Standards and Guidelines for Work-Based Learning Programs in Georgia)
Former United States Secretary of State Colin Powell stated, “You have to have
education and training that is directly related to some concrete future use, so that students can see
the relevance of it and so that they can be motivated and encouraged knowing that there is a
reason for this education and why they have to accumulate and retain it.” (1997, Live and Learn)
For many students, this education and training is best accomplished through on-the-job
experiences, such as those provided by work-based learning programs.
Research also supports the benefits of work-based learning for all students. In 2002, the
United States Department of Education funded a work-based learning and higher education
national survey conducted by the Educational Policy Institute in association with the New
England Association of Schools and Colleges. (2004, Swail, Watson S., and Kampits, Eva)
Administered to eight institutions nationwide, the survey revealed strong connections between
students’ work-based learning experience in secondary school and their satisfactory performance
in postsecondary environments. After surveying 1,613 freshmen students at eight postsecondary
institutions, the survey responses indicate these conclusions:
•

Students participating in one work-based learning activity earned a 3.08 GPA compared
to the 2.99 GPA of those who did not participate in a work-based learning activity.

•

71% of students indicated learning better from hands-on projects and real life
applications.

•

45% of students stated high school work-based learning activities increased their interest
in higher education.
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In the October 2004 issue of Phi Delta Kappan, Visher, Bhandari, and Medrich report their
findings based on a study of seven career exploration programs: career majors, cooperative
education, internship/apprenticeship, job shadowing, mentoring, school-sponsored enterprise,
and Tech Prep. Highlights of their findings about freshmen at four-year institutions who
participated in the seven career exploration programs while in high school include the following:
•

Students achieve as well or better than students who do not participate in career
exploration programs.

•

Students are more likely to take college entrance and Advanced Placement exams.

•

Students are more likely to graduate from high school.

•

Students are more likely to go to college.

•

Students from diverse backgrounds and varying academic levels participate in the
programs.
The authors state, “For many students, programs and activities that expose them to various

careers can engage them in school and provide them with options.”
Moving Closer to Work-Based Learning for All Students
Through activities such as job shadowing, school-based enterprises, clinical experiences,
internships, and apprenticeships, we can include all students in work-based learning at an
appropriate level. In order to do this, educators need to be aware of the range of possibilities and
opportunities that exist for students. Changing attitudes and removing barriers to participation
are just the beginning as we continue to strive toward providing actual work-based learning
opportunities for all students, not just a fortunate few.

9
References

Live and Learn (1997). State of the Art Productions, Ltd. Washington, D.C.
Standards and Guidelines for Work-Based Learning Programs in Georgia—Revised 2005
(2005). Georgia Department of Education. Atlanta, GA.
Swail, Watson S., and Kampits, Eva (2004). Work-Based Learning and Higher Education: A
Research Perspective. Washington, DC: Educational Policy Institute, Inc.
Visher, Mary G., Medrich, E., and Bhandari, R. (2004). “High School Career Exploration
Programs: Do They Work?” Phi Delta Kappan. 86(2): 135-38.

Hawaii International Conference on Education

A Workshop Titled:
CLASSROOM COMMUNICATION CONNECTIONS:
ORAL LANGUAGE STRATEGIES DESIGNED TO ENHANCE INSTRUCTION

Judy Backlund
Phil Backlund
Central Washington University

Judy Backlund
Department of Education
Central Washington University
400 E. University Way
Ellensburg, WA
backundju@cwu.edu
Phil Backlund
Department of Communication
Central Washington Univeristy
400 E. University Wa
Ellensburg, WA 98926-7438
backphil@cwu.edu
Abstract
From the first day of our teaching career until (for most) we hang up our gradebooks and
turn in our red pens, we are faced with the challenges of classroom communication. We
face students who feel our course content is worthless, we face unresponsive students, we
face students who fear talking in class, and we face students who struggle with the
English language. These issues, in part, are communication based. Teaching, at all
levels, is mediated through the communication process and teachers are not uniformly
effective in its use. A teacher’s thorough knowledge of content does not mean that she/he
can communicate it effectively to students. This workshop focuses on how teachers
communicate content and how they support students through effective communication.
We adapt Bloom’s taxonomy of educational objectives to focus on motivation, content
management, and student mastery in describing how teachers can communicate to
support instruction. Our focus is on both useful information and practical application of
effective communication strategies. The goal of the workshop is to give participants
materials to enhance classroom communication and provide classroom-ready tools for
immediate implementation.

CLASSROOM COMMUNICATION CONNECTIONS:
ORAL LANGUAGE STRATEGIES DESIGNED TO ENHANCE INSTRUCTION

Judy Backlund
Phil Backlund
Central Washington University
Education, at all levels, continues to evolve. High-stakes testing in the K-12
system has sharply increased focus on the educational bottom line: The question “How
did the students do on the test? is the prime question on the lips of many educators.
Phrases such as, “teach so all students can learn,” and prefacing instructional decisions by
asking, “what’s best for kids?” seem to be dropping in priority in many educational
circles. These phrases are giving way to other types of comments. In K-5 institutions,
we often hear, “all students must be reading on grade level by the end of 3rd grade.” In
the middle schools we often hear, “as long as the students come to class with pen and
paper and don’t cause problems, I’ll pass them.” In high school, the new phrase is often
“I’m responsible for 150 students this semester, my job is to teach, their job is to learn,
pass the state tests and graduate.’ And in higher education, a common sentiment is,
“students just want to know how they can pass the course with an A grade. They don’t
really care about the subject, so why should I go out of the way for them?”
These comments are frequently from the mouths of the good teachers and
professors. Many good educators feel caught on the educational treadmill. Many of us
are familiar with this treadmill, it keeps heads spinning, something new is being thrown
in from the side, and the incline is straight up. This treadmill is especially fast moving
for K-12 teachers, but the pace is picking up for higher education professors as well,
especially those who are teaching entry level students.

As the educational treadmill keeps up its escalating pace, we see educators bailing
out of the profession. The U.S. Department of Education reports that over the next
decade, more than two million new teachers will walk into a classroom for their first day.
Unfortunately, as the National Center for Education Statistics found, 666,000 of those
new teachers will leave sometime during the first three years of teaching and one million
of them will not make it past five years (Educational Leadership, 2003). According to the
Educational Gadfly (2005) in an article describing the reasons why teachers leave the
profession, 60% cite heavy workloads, 50% cite overcrowded classrooms; 48% cite low
salaries, and 44% cite unruly students.
Unquestionably, teaching is a difficult and challenging profession. But, when
teachers and kids truly connect; when a teacher’s passion for the content is shared in such
a way that each and every student “gets it” at some level, and when both teacher and
students look forward to the next day in class, teaching feels like the best profession in
the world.
Do we have “the” answer to the problem? We do not. However, having spent a
combined total of 65 years in the classroom teaching every age and grade from preschool through adult education, we have found something that works for us, and for other
successful teachers we know. We have found that giving equal time and attention to
how we communicate as well as to what we communicate to students leads to positive
outcomes such as
improved student learning
increase student liking for learning

increased teacher satisfaction
While this /paper is built on a solid foundation of theory and research which
supports our theory and practice, our goal is to focus more on realistic and user-friendly
activities and strategies that can be used in classrooms to reach and teach all students.
We believe that the glue that holds successful teaching and learning together is
communication. It is the element that connects the three elements of the classroom—the
students, the content, and the teacher. This is true in all educational circumstances
despite the escalating challenges that face educators.
Many factors effect what we communicate to students; factors range from the
president of the country, state legislators, administrators at the universities, principals at
the K-12 schools, parents, and a host of other influences which have an impact on what
we teach and what we communicate. The “what” of communication is often out of our
hands. However, these individuals and entities have less of an impact on how we as
individual teachers communicate to and with our students. That arena, the how is
primarily under our control, and when it works, it makes teaching immensely satisfying.
Conversely, if the how does not go well, teaching can be very dispiriting. More often
than not, we remember the moments when a student said, “thank you, you helped me
finally understand,” or we vividly recall, after a great lesson, seeing the “ah-ha’s”
radiating from the students in the classroom. We rarely remember, with lingering
fondness, the great test we created once upon a school day. It is the communicative
relationship; how we talk and listen to our students, as well as the activities we utilize in
order to more effectively engage them in learning that we believe provides the key to
successful teaching.

Each teacher, whether seasoned or brand new, has his or her own teaching and
communication style. Style is largely based on how the teacher communicates, not on
how much he/she knows about content. It is this communicative style that is the focus of
our efforts here. Communicative style tends to lie below conscious awareness of most
individuals, and it does not receive much attention in schools of education, but we believe
everyone can develop their communication style in ways that will support the goals we
described above.
Our purpose is to share with you some of our favorite activities and strategies,
ones that focus on HOW to communicate in the classroom. Each teacher ideally is an
expert on the WHAT, and the teaching toolbox of individual teachers likely contains
several strategies used to reach and teach students. Our purpose is to add to the teaching
toolbox activities and strategies that have the potential to enhance classroom instruction.

GROUNDWORK AND FOUNDATION
To begin, we would like to introduce you to three exceptional teachers who will
serve as our tutors or guides as we proceed.
Kari is a first grade teacher in a small town in rural Washington. She has 24
students of mixed backgrounds and abilities, a generally supportive principal, and a
school board that is highly concerned about test results. She loves her students, and they
return that feeling.
Rick teaches business, keyboarding, and similar classes in the ninth grade. He
has predominantly Hispanic students in his classroom together with some NativeAmericans and a mix of other ethnic groups.

Zhou teaches at a public university in a relative wealthy community on the east
coast. We plan too use each of these three teaching situations as we describe our
concepts and strategies. Each of these three teachers, and countless others, find
themselves frequently at odds with students and the administration. Frustration comes
with students who are distracted by a host of concerns ranging from poverty to iPods. At
times, students feel disengaged and the classroom feels like a place everyone, including
the teacher, wants to escape. Obviously, not all classrooms are like this, some have an
atmosphere of caring, learning, and engagement. What makes the difference? This is
not a new question, educational researchers have been trying to answer this question for
decades and there is no shortage of theories as to what makes the difference and no
shortage of strategies to change a negative atmosphere into a positive one.
Our position in this workshop is that communicative relationships lie at the heart
of the issue. Our focus is on how teachers communicate with their students on a variety
of levels and how they can develop a productive communicative relationship with
students that enhances classroom instruction. Communication is a broad word,
encompassing many meanings. In this instance, however, we are primarily interested in
the teacher’s ability to use their own communication knowledge and skills to develop a
communication climate in the classroom that will support both learning and a positive
relationship between the student and teacher. Effective communication is not the final
answer to the issues facing classroom teachers, but the effective use of communication
theories and practices can do much to alleviate issues faced by both teachers and
students.

In developing our theme, we borrow from a widely accepted category system for
educational goals—Bloom’s taxonomy of education objectives. Bloom described three
areas of educational goals—cognitive, affective, and psychomotor. We adapt and extend
these three areas in the following ways.
Motivation. We begin with what is generally considered the second of Bloom’s
broad areas—the affective domain. Affective learning, in this context, refers to the
student’s motivation toward and feelings about the content, the teacher, and the
classroom. It is a well-documented fact that people approach things they like and avoid
things they do not. A student’s sentiment toward the material, the teacher, and the class
will greatly impact their motivation to learn. Motivation has been strongly linked to
content acquisition. The teacher who can effectively develop a communication
atmosphere where the students are more likely to accept and understand the content is far
more likely to have a positive impact on learning. In this workshop, we will develop
some basic communication practices that support positive motivation and effective
relationships fueled by interactive learning strategies.
Managing. Bloom’s original focus was on cognitive learning. For our purposes
here, we focus on the teacher’s ability to manage the content, to present it using a
particular set of communication skills and principles. The manner in which teachers
present information, engage students in considering that information, and assessing
student learning, is based in the teacher’s ability to disseminate information, the student’s
ability to listen to and process that information, and the combined ability to talk with each
other about that information. However, information is not the only dimension of the
managing process. In this workshop, we will explore theoretical information that links

oral communication and classroom instruction and provide examples of how particular
kinds of communication patterns can support learning.

Mastery. Bloom’s third area focuses on the student’s ability to effectively
demonstrate mastery over the content; this is generally known as psychomotor skills. In
this context, we refer to classroom practices that assist the student in developing the skills
associated with the content learning. Active learning is a well-known practice in
classrooms. Active learning is based, to an extent, on effective communication
practices. The manner in which a teacher develops classroom exercises, coaches the
students through the exercise, then processes student learning from the exercise is critical
to information and skill retention. We will develop a variety of communication
strategies that support assessment through active learning.
The workshop is divided into thee three sections described above. For each
section, we will present a brief theoretical background and provide our favorite classroom
activities.
Motivation: Affective Communication and Instruction
From our readings of the education literature, the affective domain of learning
appears to be the least considered of the three domains of education. The vast majority
of writings on educational outcomes deal with information and content learning, and skill
acquisition by students. Bloom described the affective domain as including a student’s
motivation, his/her perceived value of the material, confidence in it utility, and
(significantly) the student’s relationship with the teacher. Motivation is the force that
energizes a person to do something. In a classroom setting, it is what moves a student to

be engaged, to participate, to think critically and to internalize the learning experience in
such a way that he/she can authentically apply it at a later time. Some educators
complain that this rarely happens. If their students can be engaged long enough to
remember the information for the spelling test on Friday, or the ramifications of
Newton’s Law for the quiz next week, they are happy. The burning question seems to be
“what’s happening to kids today?” Is it too much free time, TV, music videos, etc.?
While there’s no doubt that kids today have a wide array of interests and distractors, and
may be a tough audience, the element of motivation depends as much, if not more, on the
teacher rather than the student. It is a teacher’s responsibility to implement activities and
strategies in their classroom in order to get their students ready to learn.
The concept of readiness to learn is two pronged. First, it is readying students to
be active members of the classroom learning community. Second, it is providing
students with the appropriate guidance to ready them for each new lesson or theme. The
first, readying students to be active members of the classroom community, revolves
around establishing and maintaining a positive communication climate within the
classroom. In the world of communication, a cornerstone principle is:
A Good Climate Fosters Effective Communication.
In a classroom, in addition to what the physical environment contributes, the
communication climate is determined by the emotional tone established between teacher
and students. One of the concepts at the core of this emotional tone is confirmation.
Teachers can confirm their students in three very broad ways. First, they confirm through
recognizing them; by showing awareness, on a daily basis, of the students in their
classroom. They can do this by physically saying hello and listening to them either

individually or as a whole group. Second, they can confirm their students by
acknowledging them. Through listening, they can respond to their concerns and
questions in such a way that the students feel not only acknowledged, but that their words
hold power, and are important. Finally, teachers confirm their students through
endorsement. Teachers do this by accepting their students’ thoughts or feelings as valid.
When teachers can alter a class rule or decision based on words their students have
thoughtfully shared, they go a long way to not only acknowledging them, but valuing
them and their words.
A second major concept associated with motivation and affective learning is
known as “immediacy.” Immediacy is a concept related to the perception of physical or
psychological closeness (Richmond, 2002). If teachers use effective nonverbal and
verbal behaviors with their students to increase perceptions of immediacy, students feel
closer to their teachers. For example, if our students trust us and perceive us as
competent and caring, they will be drawn to us and to the content we communicate.
Students are more likely to comply with, rather than resist, reasonable teacher requests, if
the teacher is liked, respected, and admired by her or his students. Immediacy is
communicated primarily through a teacher’s nonverbal communication. Factors of
immediacy include the distance between a teacher and students, the amount of smiling,
low power communication, and positive expression of feelings.
These two concepts, conformation and immediacy, form a powerful basis for
developing a classroom whose climate supports affective learning and promotes student
motivation.

In order for students to be ready to learn in their classrooms, they need to feel
comfortable and valued. They must be given the opportunity and guidance to speak
when they are comfortable doing so, make mistakes, offer up their thoughts and feelings
knowing that in their classroom ‘agreeing to disagree’ is the norm; and they must know
that their words have power in a positive sense.
To help students feel comfortable in an elementary classroom, Kari allows her
quietest or shyest students to sit together. They may work more slowly, but Kari doesn’t
hurry them. They support each other and in doing so they shed their awkwardness, begin
making eye contact and start speaking up in class. She often uses High Five Signs as a
way for all of her students to make their opinions or needs known without having to
actually speak. She also uses the activity “Stand and Share,” individually or as a group,
to help all students in the class contribute in ways that are comfortable for them.
To develop a positive classroom environment at the high school and college level,
Rick and Zhou use a variety of activities, especially during the first part of the semester,
to support students in making connections with other students in the class. Four Corners
and Human Continuums are two strategies that give students an opportunity to connect
with other class members who share their same opinions and interests. It also provides a
venue for students to talk in small groups before sharing aloud to the entire class, and to
have guided conversations with students who they disagree with. In addition, they make
sure that each day each student says something aloud. This may be as simple as saying
“present” in response to a roll call, or they use a book entitled OR as a prompt for a daily
entry activity. Research shows that the longer a student does not speak up in class, hear
their voice aloud, the more difficult it is to speak up later.

The second prong of readiness to learn relates to preparing students for the lesson.
First and foremost, it is important that teachers find out what their students know, feel
and believe about the topic. Being aware of this enables teachers to more appropriately
and intentionally teach their students. When teachers either assume that their students
already have sufficient background knowledge or experience to jump with them into the
topic, or wrongly guess that the teacher’s background knowledge or experience on the
topic is the same as their students’, teachers are treading on the waters of student
disengagement. It is also important that teachers model for their students how to respond
in class, and give them the background knowledge and tools to respond.
Kari uses a variety of simple strategies to ready her students for learning a
particular concept or skill. She teaches her students and provides guided practice in how
to pay attention and how to participate in class. She uses a simple, hands-on, version of
the KWL (Ogle, 1986) to find out what her students know and want to know about the
topic before she begins the lesson or theme.
Rick and Zhou ready their students for learning in a variety of ways. Some of the
activities they use are the KWL (Ogle, 1986) and the Discussion Connection. They
provide authentic objects, and use role playing, which allows their students to live and
feel the content prior to providing them with the content through lecture or textbook. In
addition, they use active and interactive vocabulary activities such as Word Splash and
Sentence Predictions to ready the students for the material they are about to receive.
Another useful strategy has been developed by Keller in his ARCS model (Keller,
1983, 1987). Keller maintained that making the material relevant to personal needs is a
critical factor in motivating students. ARCS stands for attention, relevance, confidence,

and satisfaction. According to this model, before classroom instruction can be made
relevant, the teacher must first gain students’ attention. Students must attend to the
material, and the primary motivation for doing so is perceived relevance. As students
develop positive expectancies, their confidence increases, which leads to increased
satisfaction. If all these are present, motivation is positively influenced.
Few would deny that the student/teacher relationship is critical to learning. This
is based, as noted earlier, in the basic fact that people approach things they like and avoid
things they do not. In the instructional context, the degree to which the student likes or
appreciates content is significantly correlated with their liking and appreciation for the
instructor. Of course, there are many examples where students learn and highly dislike
their teacher (or even the content). However, we believe these are the exception. It takes
a highly skilled teacher to be successful in the face of unrelenting hostility from students.
We believe that a positive relationship between the student and teacher, a
relationship of trust, safety, mutual respect, and free-flowing communication is essential
to the learning environment. The examples we outlined above, together with similar
exercises and activitiers, can do much to improve the motivation of students and prepare
them for the next area—that of content learning.
Managing: Developing Cognitive Learning Through Communication
A primary goal of education at any level is information acquisition. From
Kindergarten students learning their ABCs to doctoral students listening to their
professor, teachers want to impart information. However, anyone who has sat through a
boring class knows that teachers vary widely in their ability to communicate information
to students and negotiate meaning of that information. How, when, do student acquire

information? They do not acquire it by merely sitting passively in a classroom listening
to a teacher. They do this by active involvement in the material. There are literally
hundreds of resources on active learning. These sources describe a multitude of methods
a teacher can use to increase their student engagement with the material, at any level. It
is not our purpose here to summarize all of these sources; they are available to anyone
interested. Our purpose is to focus on how the communication process can support
cognitive learning on the part of the student.
Managing the learning in a classroom is a challenging task. As teachers, we can
recall vividly the feelings of satisfaction that come with students responding to our
content questions, asking content related questions on their own, and actively
participating in a class discussion about the topic at hand. Often, however, when teachers
get together, we hear the familiar lament of how their students are really squirrelly, seem
to be sleeping with their eyes wide open, or how they feel like they are having a one
sided conversation with themselves. Making sure that students are prepared and ready to
learn, which we discussed in the previous section, sets the tone for learning. Keeping
them engaged, participating and making meaning from the content is the next vital part of
the teaching and learning experience. What teachers need to keep in mind is the
awareness of who their students are, what makes them tick, how long their individual and
group attention spans are, etc. With this information in mind, teachers are better able to
lecture or talk about the content with students.
All teachers need to read their students nonverbal cues in order to guide the tone,
style and timing of their instruction. When teachers are presenting their students with
new information, especially if it is laden with unusual or technical terms, they need to be

aware of listening obstacles such as message overload and message complexity. Because
teachers know the information so well, they often forget that they may be generating
more information than their students can process, especially when there are second
language learners in the classroom. This also can happen when showing visuals at the
same time as providing verbal information. Some students aren’t sure where to focus
their attention, and end up focusing it somewhere out of the classroom. In any case,
message overload and message complexity can often lead to students simply tuning out.
The signs are varied, but very obvious. They range from wiggly little bodies, to
whispering out loud, and from doing another class’s homework to outright dozing.
Whatever the outward manifestations are of message overload and message complexity,
it is a heads up for teachers to change their course. This direction change provides a time
for students to reflect, discuss, or practice using the information. This entire process,
consisting of blocks of time composed of sharing information and time for digesting it,
has been effectively termed “chunk” and “chew”. For elementary children and classes
with a large population of second language learners of any age, the “chunk” blocks need
to be relatively short, followed by more lengthy and varied “chew” times. As students
get older, teachers can lengthen the “chunk” time, depending, of course, on the
complexity of the content and most especially, the non-verbal cues that are being so
glaringly transmitted by the students.
The strategies described in this section will focus on “chewing” activities that
teachers can use to help limit the obstacles to content learning, specifically message
overload and message complexity. They are designed to enhance how a teacher can
provide opportunities for students to make meaning of the content. Before suggesting

specific grade level strategies, however, it is worth mentioning some simple suggestions
that any teacher can use to enhance their instruction of content. The first is known as
“Tell Them What You’re Going To Tell Them and Why.” Teachers are often so eager to
jump into the content that, even after readying students to learn, they neglect to preview
for their students what they will be learning and why it is important to them. Students
should not be left guessing or trying to figure this out for themselves. Second, Repeat,
Repeat, Repeat. When it is important that students know key concepts, words, or ideas,
say them over and over to the students. Even have your students repeat them chorally or
in an echo format. Then tell them that these are the important words for this topic or
content, and why they are important. When students are introduced to new information,
they don’t necessarily know what’s important and what’s not. Third, Remember the
saying, “You have two ears and one mouth for good reason.” Listen to your students and
encourage them to talk. If the teachers voice is heard considerably more than the
student’s voices on a regular basis, this may both reduce the student’s willingness to
communicate and their opportunity to interact with the material. Fourth, encourage your
students to “Tell You More.” When a student shares just a few words or phrases, and the
teacher senses that the student has more inside, take the time to say, “Tell me more.”
Feel free to repeat this phrase as many times as needed, as long as the student continues
to share. Fifth, this final saying merits repeating, but does not need further explanation.
“Kids don’t care how much you know, until they know how much you care.”
As an elementary teacher, Kari might show her students how to use Thumb
Signals to indicate their understanding or opinion of the content. She also may use Sticky
Note Labeling as a beginning note-taking skill, or a strategy called Picture Talks to

support her students in talking about their content related thoughts and ideas. Roleplaying and partner activities also give children an opportunity to “chew” the new
information in a kid-friendly format.
It is worth noting here that while the activities mentioned above have been
described using elementary classroom contexts, with some minor changes they can
effectively be used with high school and college students as well. Following are some
additional “chewing” activities that can also be used with an older age group. At times
older students are reluctant to discuss content, even in small groups, and even when they
have thoughts or opinions on the topic. By providing the students with “Sayables”
(discussion prompts) teachers can help their students get started talking in a productive
manner. Another strategy, “Sketch a Thought,” performed either individually or as a
group piece is an effective and interesting way for students to “chew” the information,
while using a different modality of expression.
As student’s interaction with the teacher and the content is managed in ways that
support student motivation, learning and satisfaction increases. We have focused in the
previous section on the “how” of managing the content through effective communication
with students. As students begin to develop mastery over the content, teachers then need
to determine if students have acquired the information to a sufficient degree of mastery.
This leads to the focus of our next section.
Mastery: Are the Students Able to Effectively Demonstrate Mastery of Content?
Bloom’s third area of educational goals is commonly known as “psychomotor.”
Bloom believed that students needed to integrate knowledge into their behavior. In this,
he was concerned with a student’s ability to demonstrate in a variety of ways effective

mastery over the content. As teachers, we want our students to be able to use the
information we impart. We want them to be effective people, we want them to lead
productive lives, and we want them to apply the knowledge gained in the classroom to
real life.
In today’s educational arena, teachers can be overheard asking, “Is there life
beyond mandated paper and pencil tests? or “Isn’t showing or telling what they know a
more effective and authentic indicator of student mastery?” Almost every educator has
an opinion about these issues based on their personal philosophy regarding teaching and
learning. Regardless of philosophies, the reality is that quite often teachers must seek a
balance between required assessments of their students and what they choose to do in
classrooms to give students opportunities to show what they have learned. Teachers
support and encouragement of students during the assessment process, both required and
informal, is a critical part of the learning process. This section will first describe some
oral assessment activities that are designed for students at a variety of cognitive and
language proficiency levels. These activities will be followed by methods teachers can
implement to support their students as they demonstrate what they know, regardless of
the assessment procedure.
At the elementary level, Kari may choose activities such as Around the World,
Merry Go Round Questions, or The Final ABC’s for her students to demonstrate what
they have learned about a particular topic or subject. All of these assessments are oral
and provide for individual responses within a supportive framework. In addition,
children with extreme limited language abilities or lack of confidence can use “Point

What They Know,” a technique using special class pointers and content related words
and pictures around the room.
Rick and Zhou may guide their students in writing and presenting Final Chants,
either individually or as a group to demonstrate what they have learned. Production
Partners, a Moment of Silence, and Point/Counterpoint are effective assessment
strategies, basically stress-free, based on a conversation format, and geared for high
school and college students. For those students who are painfully reluctant to respond, or
who need an extra self-esteem boost, the activity, “Planted Question” can be used to help
them to share what they know in a guided format.
Finally, what can teachers do to support their students during the assessment
process? Following are four suggestions that teachers can use to encourage their
students. First, before and after standardized assessments, and throughout classroombased assessments, teachers can be mindful listeners. They can listen to their students’
faces and gestures, and to the unspoken thoughts that their students nonverbally share
with them in regard to the assessment. From this mindful listening, teachers can provide
the kind of support or encouragement the students may be seeking. Second, during the
actual assessment, teachers can provide their students with “encouragers.” These are
non-verbal signs of general encouragement. They are not related to how the students are
doing on the actual assessment, but are simply to encourage students as they make their
way through the assessment. Smiles, head nods, “go get-em” signs, etc., are some that
can be shared. Third, teachers can communicate their support by creating and monitoring
the environment so as to support the students’ comfort while test taking. Fourth,
regardless of how the teacher feels about the a mandated assessment, refraining from

sharing either, verbally or non-verbally, any negative comments will indirectly support
the students. The best advice to teachers, although perhaps difficult to adhere to, is “if
you can’t say something positive about the assessment, don’t say anything at all.”
Demonstrating mastery is a critical part of the educational process. We are
concerned here, not only with appropriate assessment activities, but with the type of
secondary messages the teacher sends the student during the process. What does the
teacher tell the student (usually through nonverbal communication, about how to feel
about the assessment? What kind of support does the teacher give the student? How
does the teacher directly or indirectly enhance the process? How the assessment process
is done is sometimes as important as what is done. The “how” tells the student how
seriously to take the assessment, how much support they will receive, and how much
anxiety they should feel. Effectively handled, the “how” of assessment can do much to
positively impact the actual assessment results.

Conclusion
The purpose of this workshop was to focus on an area of teacher education that is
frequently overlooked—that of teaching communication skills and corresponding
strategies that both support and enhance instruction. There are sources that deal with this
important issue, however we believe that the vast majority of teachers do not receive
sufficient information related to their communication strategies. This workshop was
designed to acquaint teachers who have not been exposed to communication concepts
related to effective instruction. We focused on three areas of instruction—motivation,
managing, and mastery. None of these three can be slighted, all need sufficient attention.

Within each of these areas, our focus was on the “how.” We are concerned with how the
teacher communicates motivation to students, how they manage content, and how they
deal with the assessment process. By attending to the how of the communication
process, and those activities and strategies that support the “how” in the teaching context,
teachers can improved student learning, increased student liking for learning, and
increased their own career satisfaction. With equal attention to the communication
concepts associated with these three domains of learning, teachers can make progress
toward the most important goal—helping students learn.
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Abstract
This case study examined the perceptions of an introductory class of twenty-two
art education pre-service students regarding how field observations in local elementary
art classrooms influenced their learning pertaining to the teaching of art. This study took
place in a university of more than 30,000 students, located within thirty-five miles of a
metropolitan area in the United States. Seventeen of the students in this study were
undergraduates (juniors) and five students were graduate students seeking art
certification. All were concurrently enrolled in the first art education methods class of
their coursework and field experience was a required component of this course. During
the spring of 2005, the field observations took place over a period of seven weeks, totaled
twenty-eight hours, and were held in diverse settings including urban, suburban, and rural
school environments. The two main questions this study examined, from the students’
perspectives, were:
1. What did you learn about teaching art during early field observations?
2. What did you learn about children during early field observations?
Data collection included journal samples, class discussions, and open ended writing
essays. Data analysis followed Miles and Huberman’s (1994) interactive model, an
inductive pattern of generating themes based on the existing data. Although most
students reported that they had positive field experiences, a few students framed their
learning in terms of examples they would not imitate. Results from this study indicate
that field experience facilitated pre-service students both to corroborate and dispel

preconceived notions they had regarding the teaching of art. Students reported that
theoretical knowledge, gained in their university methods course, was helpful in their
understanding of children, but that they felt unprepared for the wide range of physical
and cognitive abilities that co-exist in many art classrooms. In addition, many students
were surprised to discover that elementary school children can engage in higher level
thinking, but often are not challenged or engaged at those levels in art classrooms.
Students also enumerated the traits and habits of effective teachers, such as their
flexibility, organizational/planning skills, classroom management skills, and
communication and listening skills. Like any qualitative study, however, this study
describes only one particular group at one moment in time and place; the results are not
generalizable to large numbers.

Pre-Service Students’ Perspectives Regarding How Field Observations
Impacted Their Learning
Introduction
Field observation can take many different formats in teacher training programs
across the United States (Ishler & Kay, 1981; Washington State Consortium for Teaching
and Learning, 2001). Depending on state regulations as well as individual university
program requirements, school observations may be comprised of intensive classroom
hours, be spread out over several weeks or semesters, include web-based instruction or
conferencing, offer varying amounts of hands-on teaching practice, and can occur in a
wide variety of contexts ranging from university lab schools to public or private schools
(Bonk, Malikowski, Angeli, & East, 1998). While it is generally assumed that authentic
learning experiences, such as field observation, allow preservice students to make
practical connections between theoretical knowledge and teaching practice,
proportionately little research examines students’ perceptions regarding these implicit
relationships. The purpose of this case study was to examine and articulate preservice
students’ perspectives regarding how field experiences impacted their learning about
teaching art.

Background of the Study
When the University of North Texas (UNT) art education department redesigned
their undergraduate program four years ago, the faculty made many modifications to
existing courses as well as to the prescribed degree plan. The impetus for these changes
came from the desire to align our program more concisely with new INTASC standards,

NCATE requirements, as well as with the skills and knowledge necessary to prepare our
students for successfully passing the Texas Art ExCET test (certification examination).
Most state teacher licensure boards require completion of a specific number of
observation hours prior to student teaching. For example, the state of Texas requires that
teacher candidates finish 55 hours of field observation prior to student teaching. On our
old degree plan (students who began the program before 2001), art education students
completed these observation hours in one semester, concurrently with a general education
course. Since this course served a large number from myriad education majors, art
education students had little or no say regarding the level (elementary, middle or high
school), location, or content area (math, general education, science, art, etc…) of the
teacher they were assigned to for observation. It was not uncommon for art education
majors to observe a teacher out of their content area, such as a science teacher or general
classroom teacher. Students reported that these experiences, while in an authentic
classroom, did little in the way of exposing them to the skills and organization necessary
for teaching art.
In response, the art education department removed the general education course (the
course that required observation) from their program and integrated the observations into
their elementary and secondary methodology courses. To satisfy the mandatory 55 hours
of observation requirements, our students now complete 28 hours of observation in an
elementary art classroom concurrently with their elementary methods courses (there are
two elementary art education courses taken the first semester junior year) as well as 28
hours in a secondary art classroom concurrently with their secondary methods courses
(two secondary art education courses taken the first semester senior year). Prior to

assigning students to a district, the Student Teaching/Field Observation Coordinator for
the art education department meets with each student and discusses district options. Our
department works closely with more than two-dozen urban, suburban and rural local
school districts in order to arrange student teaching and field observation placements.
During this meeting, students also have the opportunity to indicate how they would
describe their personality, as well as to describe their studio strengths and weaknesses.
These factors are taken into account when requesting placements with districts and in
some cases, lead to specific teacher-student matches.
Upon incorporating observations into our methodology courses, students frequently
reported through journaling assignments and class discussions that these experiences
were meaningful and relevant to their learning. Proportionately little research in the
education field focuses on students’ perspectives concerning their learning in teacher
preparation programs. The purpose of this case study was to examine college students’
perceptions of how field observations had influenced their learning and development as a
future art teacher. More specifically, this study focused on these overarching questions
pertaining to pre-service students’ field experiences:
1. What did you learn about teaching art during early field observations?
2. What did you learn about children during early field observations?

Methodology
Merriam (1998) supports the use of qualitative research in education and states, “I
believe that research focused on discovery, insight, and understanding from the
perspectives of those being studied offers the greatest promise of making significant

contributions to the knowledge base and practice of education” (p. 1). Qualitative
research views education as a process (as opposed to a quantifiable product) and one
in which individuals construct multiple realities (Creswell, 1998). With that in mind,
class discussions throughout the semester helped not only the researcher, but the
preservice students as well, gain insight into a diversity of school environments,
without actually visiting multiple locations.
Case studies have several defining features. According to Stake (1994) a case is
something that is finite or bounded. The case itself could be a person, a group, a
situation, or a policy that is being examined. In this study, the field observations
occurred during March and April of 2005 and the focus were the perceptions of 22
students in an introductory elementary art education methods course. Students spent
four hours during one day a week in an elementary art classroom, for a total of 28
hours. Another defining feature of qualitative research is that the researcher serves
as the primary instrument. Although qualitative inquiry by nature is subjective, Stake
(1994) strongly urges us to recognize that subjectivity should not be construed as
detrimental, rather it is an essential element propitious to understanding.
Furthermore, qualitative studies have much to offer educators because they focus
holistically on people, their contexts, and the shades of meaning that people construct
(Eisner & Peshkin, 1990). Contextual understanding is particularly valuable for it
allows preservice students glimpses of many different types of teachers, teaching
environments, curricula, teaching philosophies, and practice. It also allowed students
to participate in constructing their own meaning making pertaining to teaching,
through written reflections and class discussions.

Participants
The participants in the study were students enrolled in the first art education
course of their program: ART 3855/5855 Elementary Art Curriculum during spring
2005. The course was cross-listed as both a junior level undergraduate course (ART
3855) and as a graduate course (ART 5855). The group consisted of 17
undergraduate students and 5 graduate students; of these 8 were male and 14 were
female. Ages ranged from early twenties to late forties; most students identified
themselves as Caucasian with the exception of 1 African-American student, 2
Hispanic students, and 1 of Indian descent.

Data Collection and Data Analysis
Like most qualitative studies, triangulation or multiple methods were used in data
collection for this study. These methods consisted of the following: 1. participant
observation of class discussions 2. journal entries 3. student profiles collected at the
beginning of the semester (which included basic demographic data as well as open
ended questions pertaining to teaching) 4. essay answers from the final examination
5. a field note diary kept by the instructor/researcher.
Analyzing data is probably one of the most perplexing and daunting tasks that
qualitative researchers face once they have collected their data. According to
prominent researchers on the subject (Bogdan & Biklen, 1982; Denzin & Lincoln,
1994; Patton, 1990) there are no definitive answers on the precise steps involved in
this process. That is not to indicate that researchers grope blindly toward answers,

instead, there are no clear cut delineations between when data collection stops and
data analysis begins. Both processes often overlap and intertwine as studies progress.
This was certainly true in this study, as data collection and data analysis
simultaneously occurred. As the researcher, I continually filtered all of the data
through my own lens, and in doing so my background, knowledge, and experience
influenced how I perceived and understood the information. In this study, I found
myself following an inductive process during analysis, going from the specific (bits
of information) to the general in identifying and verifying overarching themes.

Limitations of the Study
This study has several limitations. Like any qualitative study, it describes one
particular group at one moment in time and results are not generalizable to large
numbers. In addition, although students could select from placements in rural,
suburban, and urban environments, due to availability which varies each semester,
students were not distributed evenly between the three environments. Two students
observed in rural school environments, four students observed in urban settings, and
sixteen were in suburban schools. Furthermore, the preservice students’ mentor
teachers had varying amounts of supervision experience, as this was the first
mentoring experience for several of the teachers, while other teachers had long
established ties with our program.

Literature Review
-Importance of Student Field Experiences

-Writing as a Window to Metacognition
-Multiple Realities/Negotiating meaning/ multiple contexts of teaching

Results and Discussion
Students’ self-reportage, both written and verbal, were key components in
providing insight into students’ perceptions regarding learning about teaching art.
Prior to the commencement of observations, the instructor explained to preservice
students that they would soon be exposed to a wide variety of school environments
and differing teaching philosophies. Since education encompasses humans, who are
as diverse as the many school environments in our nation, no one particular style or
one teacher should be considered the pinnacle of teaching perfection. We briefly
discuss the movements that have shaped the field of art education during the past fifty
years, including the creative-expression movement, discipline-based art education,
and visual culture art education. By doing so, students have a better understanding of
how these trends have influenced their mentor teachers. Unless their mentor has
received advanced training within the past few years, it is unlikely that students will
see them model many of the more contemporary trends influencing the field.
Likewise, it was stressed that because education is constantly changing, the training
students receive at the university level will continue to morph and change. Their role
as an observer is not to critique their mentor teacher, their curriculum, or their
teaching environment, instead, they were placed there to learn how that individual
fulfills their job responsibilities as an elementary art teacher. The following section is

divided into three sections in order to address the three main research questions of
this study.
Question #1: Describe what you learned about teaching art due to your
observations.
The Role of an Effective Teacher
While the majority of the preservice students in this class had positive personal
interactions and learning encounters with their mentor teachers, unfortunately, a few
described their observation as a backward experience—or learning what not to do.
Regardless, students articulated several key components which effective teachers
share:
1. Teachers need to be flexible.
Indeed, flexibility was a trait spoken about frequently by preservice students.
Observations helped them understand how art teachers multitask on a daily basis,
often juggling paperwork and committee meetings with extra-curricular events as
well as multi-week long art projects. While classroom teachers worked with roughly
twenty students in their class, elementary art teachers taught every student in the
school. This meant that Each grade level could be completing different projects,
utilizing different materials, and an art teacher might see five or six different grade
levels per day.
Flexibility was not only important for tackling the daily preparations of teaching
art, but also in working with children. Even within the same grade levels, preservice
students quickly learned that no class was exactly the same because children have
many different abilities. For example, it was not safe to assume that every second

grader had mastered basic cutting skills with scissors. Therefore, some classes could
complete their projects quickly, while others needed additional time and help with
basic skills. Indeed, one student commented that planning was important but, “I
learned that you have to be prepared to change your lesson around on a whim and be
very flexible” (personal communication, April 28, 2005). Furthermore, many
variables can alter the classroom dynamic—ranging from the time of day, the day of
the week, seating arrangements, outside news or family events, the class size, and the
class composition. One student concurred, “Flexibility and patience were key points
for me in the experience. In both lessons that I observed and taught, nothing went
exactly as planned. From a student who refused to work, to another that asked the
same question over and over, flexibility and patience were paramount” (personal
communication, April 29, 2005). In several classrooms, art teachers had students
from more than one class in their room at the same time, either due to scheduling or
because students were finishing projects in their “free time” while another class was
taking place. In one case with a special needs child, the art room served as a safe
haven for him and he was allowed to spend time in a special corner of the room
whenever he felt stressed or violent. This arrangement allowed this child the time as
well as a supportive environment for him to gain composure and to better control his
behavior.
Like any job, honing interpersonal skills with bosses and colleagues is important.
In this respect, students reported the need for flexibility with co-workers. This was
particularly important when they observed that classes sometimes did not show up for
art due to field trips, assemblies, punishment for bad behavior in the classroom, or a

last minute decision made by the teacher if she felt that her class needed extra drill
time for an upcoming state exam. Preservice students found that rather than getting
upset about things beyond their control, many of their mentor teachers dealt with this
by having several one day lesson plans at their fingertips, so they could interject them
at a moments notice in order to keep grade levels on the same stages of projects at
similar times.
2. Planning is Imperative.
After examining pre-packaged elementary art curricula, such as the Portfolio
series and Art Express, many students were surprised at the flexibility that most art
teachers possessed in terms of planning their own curriculum. While some districts
stringently followed a written art curriculum, art teachers within the same district
often had the freedom to teach the same concepts through their own individual lesson
plans and at any time of their choosing.
Although preservice students receive training in lesson planning and curriculum
writing as part of their university coursework, often they do not fully realize how
crucial all aspects of planning and organization are until they observe an actual
classroom. It is then that it begins to dawn on them that if a lesson plan calls for a
certain visual or material, they are responsible for making sure that item is accessible.
One student states,
What I learned about teaching due to my observations is to be ORGANIZED!
With limitation on time the children have [with only] so many class sessions to
work on a project. The teacher needs to think ahead whether things need to be
pre-cut, what materials need to be set out, what way they’re going to be

distributed and still incorporate time for mess up or fun sheets [extensions] in case
the child finishes early. Preparation also needs to play a part and organization, for
example, if there is a future project that entails volunteers, letters need to be
made to give out to parents. Materials could also play a part in organization for
example with a low budget one might want to ask for recyclable materials from
companies , peers, and parents. If the child sees that you’re organized then more
likely the child will have a better art experience. Not only is organization
important but also setting a tone for the class and explaining what will be
expected of them at the beginning of the year. (personal communication, May 7,
2005)
In one university class session, I described an elementary lesson that I once taught
that went poorly because many of the glue bottles were clogged or did not have enough
glue in them. Details like this begin to make more sense when students see for
themselves how the proper preparation of materials can make or break a lesson. One
student professes, “There are so many little details that would be difficult to touch on in a
lecture but are clearly visible when you are placed in the environment. I learned that
organization and preparation are key goals when teaching elementary kids. It is hard to
understand about the use of storage, sharpening pencils, and cutting paper without being
there to experience it” (personal communication, May 7, 2005).
3. Classroom Management is Important.
Classroom management is often challenging for novice teachers. Likewise, observers
commonly have little or no real classroom experience. Theory often seems abstract
or unconnected to classroom practice. Furthermore, some college art education

students are so comfortable with the laissez-faire attitudes of many of their studio
courses (if you want to learn, show up and take responsibility for your learning,
otherwise don’t come to class) that some college students need to be reminded that
elementary children need guidance and reassurance—and that it would be difficult if
not impossible—for 30 children to figure out a project on their own. Although
preservice students read Harry Wong’s The First Days of School: How to be an
Effective Teacher, when they observed they began to understand how to apply many
of his practical suggestions. One student saw the connection between Wong’s ideas
and classroom practice, “the books are right about discipline, this is a very important
part of teaching. It decides if the kids do the lesson or ran out of time” (personal
communication, March 22, 2005). Likewise, another student agreed, “I learned the
importance of classroom management. You have to run a tight ship in order to get
things done” (personal communication, March 22, 2005). While “running a tight
ship” implies that goals and objectives were met in a timely manner, it doesn’t
necessarily suggest that effective classroom managers are mean. Quite the contrary,
for one student observed, “you can be a fun teacher that the students like, but you
have to get rules and stick to them. Classroom management helps for a better
learning environment” (personal communication, May 7, 2005). Another student
concurs, “It is also very important to have structure in the classroom, especially
procedures and rules. By reinforcing these procedures often, children know what are
expected of them and the class can run smoothly even if a project is chaotic. I was
happy to see that it is possible to keep control of a class and still have an enjoyable
experience for students” (personal communication, May 7, 2005).

4. Effective Teachers are Good Communicators as Well as Good Listeners
Preservice students noted that certain traits were highly desirable (#14) (#12)
-communicate high expectations
-explanations, step by step, scaffolding

The Classroom- Structuring the Physical and Learning Environment
-Scaffolding, breaking teaching down, multitasking
-organization
-Time—friend or enemy (#8)
-Routines
-Environment
-Fell into what to do as well as what not to do
-interdisciplinary
-setting foundation for art criticism (18)
Corroborated and Dispelled Notions About Teaching Art
Dispelled Notions
-about “macaroni art” #22
-not free time or craft time—learning can and should be occurring #22
-Art can be a great place for interdisciplinary instruction
-about limited capabilities of elementary children (thought couldn’t grasp advanced
concepts or instructions), as well as special needs children (sometimes hard to
identify)

-large budget not necessary (#1)
-more than a babysitter, crafty teacher.#21
-Elementary art teacher’s role potentially more imporatn than sec. Art teacher’s in
inspiring students to appreciate art lifelong.
#11-dispelled fears
-Corroborated their idea that this career is a good match
corroborated belief that art teachers voluntarily elected to make crafts, design rooms
for co-workers verified (OK to say no)
-#9 how to apply art to childn’t life and see how it reinforces a sense of worth,
accompolishment and acceptance in ed.
#16
Teaching is Hard Work
Despite the fact that millions of teachers already understand how demanding the
education profession can be, preservice students began to glimpse some of the
challenges they may face. One student came to realize how consuming the duties of
an art teacher are and commented, “if you decide to teach and want to be a good
teacher, it will be your life. There really isn’t a lot of time to do outside art” (personal
communication, March 18, 2005). Having time to devote to their creative endeavors
is important to art education students. Arguing that art teachers can continue their
creative life once they begin teaching, another student explained how disciplined her
mentor teacher is, for she sets two hours aside every morning for her personal art
making. Good naturedly, a few women in the class rolled their eyes, shook their

heads and commented, “Clearly that teacher doesn’t have small children at home! I
never have two minutes to myself!” (personal communication, March 22, 2005)
Although students only spent a half day once a week in the classroom, they began
to understand how much outside planning time their mentors put in to their classes.
One such student reflected:
Teaching is a lot of work. It seems that about 50% of your work is outside of the
kids’ presence. Logistics, planning, grading, extracurricular activities for the
school….it adds up. Overall though, it is rewarding. With proper organization
and teaching skills (discipline, procedures, “teacher voice”) the first two problems
are overridden by the satisfaction at the end of the day. (personal communication,
May 7, 2005)

#16 - Magic touch

#2 Describe what you learned about children due to your observations:
-Differing abilities

In addition: How would your learning experience have been different if
observations had not been required as part of this course?
-Realistic experience necessary, helped prepare for student teaching and to see if they
were cut out for this career.

Implications for Future Research
Since universities offer such a wide range of field observation arrangements, with
differing lengths of time, expectations, and demographics of their placement
locations, further research would be interesting to note similarities and differences to
the results of this study. Heath (1994) urges teacher education programs to consider
variations in sites so that students have an opportunity to refine teaching options
related to context variables. Indeed, our program works closely with more than two
dozen local school districts which permits our students to select from urban,
suburban, and rural school locations.
I can recall several college friends from various universities changing their majors
during or after their student teaching experiences. When asked why, often their
replies suggested that either they had little direct classroom experience or exposure
prior to student teaching or that their experience was limited to sitting on the side of
the room observing. Bain (2003) found that practicing teachers felt strongly that preservice student observers should participate as much as possible in the classroom
during their observation experiences. In fact, our pre-service students are instructed
to observe the classroom routine for the first week; assist the teacher during the next
several sessions; and to lead a solo discussion or studio lesson during one of their
final sessions. Again, it would be interesting to compare how participatory field
experiences are structured in a variety of programs.
Bain (2004) argues that providing preparation to teach is inherently different than
determining ones suitability to teach. Can field experiences contribute to exploring
students’ suitability for the profession? University educational programs have an

obligation to provide authentic learning experiences through field experience,
however, students themselves must take active responsibility for honestly and
accurately assessing their drive, skills, personality, compassion, and suitability to
become a full fledged educator.
Although ART 3855/5855 is not designed as a “weed-out” introductory course,
following the completion of the spring 2005 semester two students informed the
instructor of their decision to change their majors. Although observations provided
both students with overall positive classroom experiences, each decided that their
drive, skills, and interests lie in different directions. One young woman realized that
excellent teaching took far more time and planning than she had anticipated, and that
in order to do a good job as a teacher she would not have sufficient time to devote to
creating art. She also admitted that although she felt with more experience she could
gain classroom control, due to her introverted nature, it would always be a struggle
for her. On the other hand, the male who changed his major was extroverted and had
no issues with classroom management. In his case, he decided that a master’s degree
in public administration would serve his long term goals better because he wished to
return to the military. Since students were required to complete weekly journal
assignments in this course, what role did students’ metacognitive writing play in
helping them to determine whether they wished to continue in a teacher training
program?
In a similar vein, what role does interpersonal and emotional events, both from
inside and outside of the classroom, play in the learning process? Mann et al. (1970)
argue that while the content of education of important, equally significant are events

that transpire in students’ lives. Indeed, students may read about education, they may
listen to lectures, and they can hear about it secondhand, but until they have had the
opportunity to explore its multifarious contexts they cannot have a authentic
understanding of the teacher’s role, an understanding of how learning occurs, and an
understanding of the diversity of the students we teach.
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Abstract:
Goals and objectives
The objective of this study is to bring the teacher preparation practices regarding
multicultural and multilingual education at the university level into greater alignment
with the needs and practices of public schools.
Our focus, as educators, must be the preparation of all students to fully participate in
public life: economically, socially, and politically. It is clearly known by all, though not
fully appreciated, that our national, and regional, ethnic diversity continues to broaden.
Upwards of 47 million people in the United States speak a language other than English in
their home, including 35% of the school age population (Ovando and Collier, 1998). The
percent of the Latino, African-American, and Asian-American populations in the US is at
an all-time high (U.S. Census Bureau, 2000). There is an ever-increasing need for
effective multicultural and multilingual educational practices (King, Hollins, and
Hayman, 1997). While progressive, and effective, instructional strategies have been
developed and utilized in the past 40 years (Adams, Bell and Griffin, 1997; DermanSparks and Phillips, 1997; Garcia, 2000), there continues to be resistance for some of
these practices. Both social and political critics of multicultural education and bilingual
education have attempted to undermine a more diverse and inclusive educational agenda
(Herrnstein and Murray, 1994; D’Souza, 1996). Concomitant decreases in educational
funding as well as renewed efforts to use standardized tests as the sole criteria of
accomplishment have left many schools unable to utilize effective educational procedures
and strategies. The result has been a diminished ability to serve all students in the areas
of multicultural education and multilingual education.
With the ever increasing cultural and linguistic diversity in the United States, teachers
need to know how to best prepare all students to be successful and participatory citizens.
This is a pressing social and political need. Our democracy itself depends upon a thriving
and involved citizenry. Effective multicultural education remains a positive and inclusive
way of achieving this goal.
Methodology and Expected Outcomes
With this conceptual focus in mind, I have delineated three distinct, yet
interconnected, goals of this study:
1. To review current research and practice surrounding multicultural education in
higher education. This includes a comprehensive literature review in the areas of
multicultural education and multilingual education, as well as a thorough review of the
procedures and practices at my university, a regional, comprehensive university in the
Midwest.
2.
To investigate current practices and needs regarding multicultural education at
public schools in the region primarily served by my university. This has been one of the
more exciting, and broadly beneficial, components of this study: the opportunity to
initiate substantive conversations with school personnel about current practice and needs
surrounding multicultural education. Building and reinforcing professional connections
between school and university personnel is always valuable. I had numerous meetings
with district coordinators, administrators, and individual teachers who are currently

responsible for the diversity initiatives in their schools and districts, as well as a countywide organization spearheading diversity initiatives in the schools.
3.
To create a more consistent alignment of our existing multicultural curriculum
and teaching practices in the College of Education with the curriculum and teaching
practices in the regional public schools. This has begun with a review of the required
cultural diversity course for undergraduate students, and continued with a more
comprehensive assessment of the multicultural components embedded in the teacher
education program.
Throughout this process, I have drawn upon accrediting standards (NCATE, 2002) to
demonstrate the ultimate goal of more effectively integrating diversity elements
throughout the teacher education program, not merely within one course. While creating
change in the broader university culture or curriculum is challenging, I am highly
confident that the changes initiated and supported through the College of Education can
serve as examples for the university in its attempts to more effectively address diversity
issues.
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Abstract
How do schools of education prepare teachers to do research?
Need for the study
For a long time now, classroom research has been suggested as one way of encouraging
teachers to become reflective practitioners (Corey, 1953). Trends like site-based, shared
decision making called upon teachers be collaborators in revising curriculum, improving their
work environment and developing policy (Johnson, B, 1993). Now, teachers are being called
upon to engage in “research-based practice.” Practitioner research, where teachers identify,
reflect upon and attempt to systematically find solutions to problems they encounter in their
settings, has been seen as a “natural methodological fit for problems of educational research”
(Anderson, 2002, p. 24).
On the other hand, the “research” merit of practitioner research has been questioned,
“relegating it to a category of practical as opposed to formal research” (Anderson, 2002, p. 22).
In this vein, with its emphasis on scientifically-based research, the No Child Left Behind Act of
2001 has called for scientifically-based research in education (Eisenhart and DeHaan, 2005) and
classroom practice grounded in sound research. The implication is that practitioner research and
scientific research are incompatible, with the former being regarded as not real research.
In between those who argue about the merits of practitioner research vs. basic research
are those who say that teachers “do not find academic research - formal or applied – is very
helpful” (Anderson, 2005, p. 24). Those holding this position would suggest it is very difficult
for teachers, in the reality of today’s classrooms, to really understand or do research. Labaree
(2003) spells out some of the peculiar problems of preparing educational researchers. He

describes the cultural divide between the teacher perspective and the researcher perspective that
needs to be acknowledged before it can be narrowed.
So what research preparation should teachers have? Clearly, there is no agreement among
educational professionals on “the breadth and depth of training that graduate students need to
become competent educational researchers” (Eisenhart, 2005, p. 7).
There is not much literature on the preparation of educational researchers (Pallas, 2001).
Much of the discussion on the research preparation of teachers has been in the theoretical realm.
While these reflections of experts in the field are very insightful and valuable, they need to be
followed by systematic examination of practices (Boote and Baile, 2005). I have found very few
empirical studies that examine the graduate research preparation of teachers. Further more, the
few that studies of practice that do exist (for example, Boote and Beile, 2005; Page, 2001; and
Ponticell, 1997) discuss doctoral programs. But typical teachers do not obtain doctorates.
Rather, it is in the master’s programs that they are introduced to educational research.
Most masters programs have a research methods course and a culminating experience
that may be a thesis, a project, a comprehensive exam, or a combination of these. There is,
however, very little research on the actual content, process or outcomes of these research
experiences. If we are calling upon teachers to engage in “research-based practice” the question
is “How are colleges of education currently preparing teachers in research?”
The American Educational Research Association's Panel on Research and Teacher
Education (Viadero, 2005) recognizes that there is a black hole in the knowledge base for
preparing effective teachers. It calls for more studies that give an in-depth view of teacher
education programs at different colleges and universities. This study attempts to illuminate the

black hole in the research preparation of teachers by examining the process by which one college
of education introduces teachers to research.

Objective
The objective of this study is to understand the research preparation of teachers at one
College of Education. I do this by focusing on the conceptions of research embodied in (1) the
research guidebook that defines the requirements for the projects or theses that students must
complete, (2) the actual projects and theses submitted by students, and (3) the reflections of
teachers enrolled in a graduate research methods course.

Design
The research design has three parts:
(1) A content analysis of the student guidebook that lays out the requirements for the research
component;
(2) A content analysis of a random sample of theses and projects completed by students during
the past 20 years;
(3) A content analysis of the papers and reflections submitted by teachers enrolled in the
graduate research course.
Through the analyses I hope to understand the conceptual understanding that teachers have about
“research.” Understanding the prior knowledge that teachers bring with them is the first step
towards educating them about the research process. Ignoring these prior conceptions and naïve
theories makes it a challenging task to convert experienced educational practitioners into
effective consumers and producers of research.

Expected outcomes
Through this analysis I hope to generate a more informed discussion on the fundamental
questions: what research preparation do teachers really need, and how can we best meet that
need?
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Differentiation For Learners In Twenty-first Century
By: Polly Bakker

Today’s students have changed greatly from the students of 20,
even 10, years ago. They come from different cultures. The have
different learning styles, maturity levels, wants and goals. They
have varying interests and readiness levels, have computer savvy and carry
cell phones. Today’s classroom instruction must reflect and meet the needs
of the all students who occupy them.
Before one can build capacity in a curriculum, there must be sound,
rigorous forms of differentiation in place which meet the needs of the learners.
These seedlings are found in the five following procedures:
1.
2.
3.
4.
5.
6.

Vary the cognitive complexity.*
Address the affective emphasis.*
Work with creativity.*
Use mentorship effectively.*
Change the level of student involvement in planning and evaluation.*
Update teaching, learning materials and the teachers methods and criteria.*

*These will be discussed at length during the presentation.
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Abstract

Question
Will the use of computer-assisted instruction, in regards to third grade students,
improve their attitudes towards mathematics and improve their ability to read and
interpret data?
In January of 2001, President George Bush signed the No Child Left Behind initiative.
The implementation of NCLB Act mandated that every child in America have the right to
a quality education. The NCLB Web site (http://www.nclb.gov) quoted President Bush
as saying, “Too many of our neediest children are being left behind.” The historic
signing of the NCLB Act presented many new challenges or obstacles to today’s
educators. How will all children become proficient by the year 2014? This will not be an
easy task for public education.
NCLB will require all students to have access to a quality education regardless of racial
background, intellectual ability, or socioeconomic circumstances while diversity in
classrooms continues to increase rapidly. Part of the solution to this task may lie in the
use of computers and computer-assisted instruction (CAI). As technology continues to
advance and computers become more accessible, they may be the key that will help
classroom teachers leave no child behind. In many schools across America, computers
have already been playing a vital role in education either as a teaching tool, a
communication device, or as a record keeper.
Can computer assisted instruction make a difference? The purpose of this research study
was to determine if the use of computer-assisted instruction (CAI), in regards to third
grade students, would improve their attitudes towards mathematics and improve their
ability to read and interpret data.
The study took place in a rural third grade classroom where over 60% of students qualify
for free or reduced lunch. There were six students participating in a control group and a
treatment group. At the conclusion of the study, T-test scores showed that students
using computers showed significant gain at the 0.05 level in their ability to read and
interpret data. There was no significant difference for the Traditional Instruction group.
The Mathematics Attitude Survey showed that the students using computer assisted
instruction did not change their attitudes toward mathematics during the project.
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Abstract: The Literacy Centre is a unique reading intervention program for
struggling elementary students. This paper will outline the structure of the
program, highlight strategies and resources and provide pre and post
intervention data.

Program Overview
The Literacy Centre is a unique program designed for students in grades two
through six who have demonstrated persistent difficulties in acquiring basic
literacy skills despite previous intervention. The goal of the program is to
improve reading achievement by developing skills and knowledge in the five
critical components of reading as identified by The National Reading Panel
(2000): phonemic awareness, phonics, fluency, vocabulary and comprehension.
The program also focuses on establishing a strong home-school connection,
improving student self-esteem and increasing motivation.
The instructional design of The Literacy Centre is based on best practices for
Tier III intervention. Students struggling with basic reading skills require
systematic and explicit instruction with opportunity for guided practice of
new skills. In order to be effective, a remedial program should feature a
significant increase in both time and intensity. (Fletcher, 2004; Torgensen,
2005) Instruction must be designed to meet individual needs and should be
delivered either one-on-one or to a small group of no more than four students.
(Shaywitz, 2004) A key characteristic of our program is an intensive,
sustained block of instructional time delivered on a daily basis.
Ongoing assessment guides instruction which is explicit, intense and
differentiated to meet individual needs. Typically, intervention time ranges
from 80 to 100 hours of one-on-one or small group instruction provided by a
team that includes both teachers and paraprofessionals. Research-based
strategies and resources used at The Literacy Centre include, but are not
limited to: Phonographix, Discover Reading, Read Naturally, KidBiz3000,
REWARDS, Phonics for Reading, Earobics and Lindamood-Bell. Technology is an
integral part of our program.
Our flexible daily and yearly schedule maximizes optimal instructional time by
providing a variety of programming options:
• Full morning or full afternoon sessions (8 to 20 weeks)
• Partial afternoon plus after school sessions (Term 2 only)
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•
•

KidBiz3000 pilot program
Summer reading camp to help students maintain and develop their
reading skills

In addition to our full intervention program, some students attend The
Literacy Centre only for fluency development. Using the Read Naturally
Program, these students receive approximately 40 minutes of daily reading
instruction either during school or through the after school program.
The Literacy Centre promotes a strong, home-school connection through the
following initiatives:
• Open-door policy for parent observation and participation
• Daily home-school communication books
• Parent Orientation evening
• Family Literacy Day celebration
• Summer Reading Ideas workshop
• Summer Reading Camp
o Parent Participation Day
o Bring a Friend Day
o Family Barbeque
• Parent training session – participants receive Read Naturally’s One
Minute Reader materials for home fluency practice
• KidBiz3000 – monitor usage and encourage student involvement after
school, on weekends and during the summer months

Participants
The program provides service to students from eight elementary schools in
Kelowna, British Columbia, Canada. During the 2004-2005 school year, a total
of 64 students attended The Literacy Centre. Participating schools referred
students most in need of intervention and selection was based primarily upon
the severity of their reading difficulty. Many of these at risk readers were
also experiencing social, economic and psychological problems. A number of
them were from single parent homes and many of the parents struggled to
meet basic needs and provide supervised care for their children. Transience,
frequent absences and tardiness were often of concern. Prior diagnoses
included: Language-based and Nonverbal Learning Disabilities, Dyslexia,
Attention Deficit Hyperactivity Disorder and Depression.
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The following table outlines the demographics of our students.
Grade 2
Grade 3
Grade 4
Grade 5
Grade 6
Total
Girls Boys Girls Boys Girls Boys Girls Boys Girls Boys

THE LITERACY CENTER
FULL INTERVENTION
Belgo
Black Mountain
Ellison
Pearson
Quigley
South Rutland
Springvalley

2

FLUENCY DEVELOPMENT
Total

1
2
1
3
3

1

1

2

4

5

15

1

2

2

1

3

3

2
1
1

2

1

42
6
5
1
8
11
4
7

2

2

1
1
1

2

3

2

3

2

3

1

0

22

7

9

4

8

6

8

1

1

64

2

Results
Pre and post intervention data verifies significant gains in reading skill
development. The following chart illustrates group average percentile gains on
the Woodcock-Johnson III Tests of Achievement.

Woodcock-Johnson III Tests of Achievement
Average Percentile Rank Before and After Intervention
Pre Intervention

Post Intervention

70
62

Percentile Rank

60

53

50
41

40

20

29

29

30

26
17

24
14

25

22
13

38

15

10
0
Word Ident.

Fluency

Spelling

Passage
Comp.

Word
Attack

Spelling of
Sound
Sounds Awareness
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In order to compare student performance to national norms, reading fluency
was measured using unrehearsed grade level passages. Average scores by
grade on the Read Naturally Fluency Monitor are presented below.

Read Naturally Fluency Monitor
Average Words Correct Per Minute on
UNREHEARSED GRADE LEVEL Passages
Pre Intervention

Post Intervention

70
64
60
54

Words Correct Per Minute

53
50

46

40

36

30

20

36

27
19

10

0
Grade 2

Grade 3

Grade 4

Grade 5/6

The chart on the following page outlines pre and post intervention scores on
the Read Naturally Fluency Monitor for students only attending the fluency
development program at The Literacy Centre.
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Read Naturally Fluency Monitor
Words Correct Per Minute on
UNREHEARSED GRADE LEVEL Passages
(Fluency Development Program)

Fall 04

Spring 05

140

100
80
60
40
20

2

3

4

5

Summary
The success of The Literacy Centre is well documented. The pre and post
testing data outlined in this paper confirms that this scientifically based
reading intervention program significantly improves the reading achievement
of students who were previously falling further behind their peers. Comments
received from students, parents and staff also conveyed strong support. In
addition to improved reading skills, positive changes in attitude, behavior and
self esteem were reported.
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Wade
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0
Kimberly

Words Correct Per Minute

120
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pilot study was designed to provide statistical evidence of success or failure, and subsequently share
strategies throughout the district and state. The data clearly indicated that inclusion is attitudinally and
academically beneficial to Students with Disabilities, with academic impacts nothing short of inspiring as
inclusion led Students with Disabilities to close performance gaps with their Regular Ed peers. The data
also clearly indicated that Regular Education peers are attitudinally benefited by inclusion, and in no way
harmed academically by sharing classrooms with disabled peers. Inclusion lowered negative perceptions
and social barriers, and enables all students to benefit from a more fulfilling and personally enlarging
educational experience.
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Closing the Gap:
Inclusion for Maximizing the Impact of
Exceptional Student Education Programs
Joyce Barclay, EdS, Sherwin Holmes, MS, Deborah Elmore, Bonnie Dupuis, MA,
Valerie K. Lewis, MPA, & Steven Shaha, PhD, DBA

I. Introduction and Overview
Research suggests that including students with disabilities in regular classrooms will improve their school
experience (Bauwens & Hourcade, 1995; Cook & Friend, 1996; Dieker & Barnett, 1996; Rice & Zigmon,
2000; Vaughn, Schumm & Arguelles, 1997; Walther-Thomas, 1997). The importance of inclusion was
underscored when, in 2000, the U.S. Office of Special Education Programs re-indicated that “School
districts do not ensure that all Student with Disabilities are removed from regular education classes only
when the nature and severity of their disabilities is such that their education cannot, even with the use of
supplementary aids and services, be achieved in the regular education environment.” The imperative,
therefore, is to provide challenging educational opportunities for Student with Disabilities, to ensure they
are provided with highly qualified teachers in the least restrictive environment while improving academic
performance and achieve higher levels of school completion. Yet it remains challenging to find irrefutable
evidence justifying the expense in providing resources required for successful inclusion in high schools
struggling with the harsh realities of tight budgets, minimum staffing and low-performing student bodies.
The aim became to include Student with Disabilities in the least restrictive environments. The decision
was made at this pilot high school to systematically change the service delivery method, provide statistical
proof of success, and then share strategies throughout the district and state. Beginning in 2002, the multiyear process began to include Student with Disabilities in general education classrooms with Exceptional
Student Education (ESE) co-teachers to provide support. We determined to evaluate whether inclusion is
beneficial (or detrimental) to both Student with Disabilities and to their Regular Education peers. Further,
we determined that substantiating the value and impact of school experience must reflect success in a
balance of (a) hard-core gains in academic performance, hence closing the gap, and (b) improvements in
the more affective attitudes and self-concept (Shaha, S., Lewis, V., O’Donnell, T., and Brown, D., 2004).
Finally we were focused on reducing the performance gap that exits between Regular Education Students
and their peers with disabilities inasmuch as that gap can be diminished. That aim of closing the gap
required that Student with Disabilities gain (1) at a rate greater than their Regular Ed peers, and (2) greater
than their own historical rate, yet all without compromising the gains for Regular Education Students

II. Methods and Results
The results of a three-year implementation effort were highly favorable. Data showed statistically
significant improvements in both achievement scores and attitudes for included Student with Disabilities.
Regular Education Students in inclusion classrooms showed significant improvements in attitudes toward
themselves, school and Student with Disabilities, without suffering any decrement in academic
performance or growth.

Academic Results and Findings
Regular Education Students in inclusion classrooms experienced statistically significant gains from 03-04
to 04-05 in state standardized test scores (FCAT) for both Reading and Mathematics, indicating no
performance-based decrement attributable to inclusion of disabled students in their classrooms.
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Mean Change in Devt Score

For Student with Disabilities, gains in state standardized test scores (FCAT) from 03-04 to 04-05 were also
statistically significant for both Reading and Mathematics. Additionally, gains for these students were
significantly greater than in former years, meaning that they outpaced their own historical rates of
improvement due to inclusion.

110

Improvement in Reading FCATs
from Year to Year

•

Student with Disabilities in
inclusion gained 50
percent more in FCAT
Reading scores between
03-04 and 04-05 than
expected based on the
prior year’s gains (p<.01).

•

All students collectively
gained in FCAT Reading
points between 03-04 and
04-05, averaging 56.1
points per student.

•

Student with Disabilities in
inclusion gained 65.3%
MORE than their Regular
Ed peers (p<.001).

90
80
70
60
50

From 02-03 to 03-04

From 03-04 to 04-05

61.6

92.7

Improvement in Reading FCATs
Mean Change in Devt Score

Student with Disabilities in
inclusion gained 92.7
FCAT Reading points
between 03-04 and 04-05
(p<.02).

100

Exceptional

100
90
80
70
60
50
40
Exceptional

From 02-03 to 03-04

From 03-04 to 04-05

61.6

92.7
56.1

Regular Ed

Improvement in Math FCATs
from Year to Year
Mean Change in Devt Score

•

•

Student with Disabilities in
inclusion gained 101.1
FCAT Math points
between 03-04 and 04-05
(p<.01).

•

Student with Disabilities in
inclusion gained 20
percent more in FCAT
Reading scores between
03-04 and 04-05 than
expected based on the
prior year’s gains (p<.02).

110
100
90
80
70
60
50
Exceptional

From 02-03 to 03-04

From 03-04 to 04-05

83.5

101.1
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Mean Change in Devt Score

Improvement in Math FCATs

•

All students collectively
gained in FCAT Math
points between 03-04 and
04-05, averaging 61.1
points per student.

•

Student with Disabilities in
inclusion gained 65.3%
MORE than their Regular
Ed peers (p<.001).

110
100
90
80
70
60
50
40
Exceptional

From 02-03 to 03-04

From 03-04 to 04-05

83.5

101.1
61.1

Regular Ed

Closing the Achievement Gap
Gains in FCAT scores were statistically significant for both Regular Ed Students and Students with
Disabilities in inclusive regular education classrooms, and for both Reading and Math. However, the gains
were grater for the Students with Disabilities, evidence that inclusion helps to close the achievement gap,
inasmuch as that can be accomplished.

Mean FCAT Scores

Gains in FCAT Reading
1800
1750
1700
1650
1600
1550
1500
1450
1400
1350
1300

•

Both student groups
gained significantly in
Reading scores (p<.05).

•

Student with Disabilities
gains sufficiently more so
as to narrow the
achievement score gap
significantly (p<.001).

•

The gap was reduced
from 277.9 to 203.6.

•

Both student groups
gained significantly in
Math scores (p<.05).

•

Student with Disabilities
gained more significantly
in Math, ending with
scores nearly equal to
Reg Ed peers prior to
implementation (p=.047).

•

The gap was reduced
from 184.4 to 101.6

Regular Ed Students
Students with Disabilities

2003

2005

Gains in FCAT Math

Mean FCAT Scores

1800
1750
1700
Regular Ed Students

1650

Students with Disabilities

1600
1550
1500
2003

2005
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Attitudinal Results and Findings
Attitudes, assessed by a voluntary, anonymous survey, were significantly favorable toward inclusion for
both Student with Disabilities and Regular Ed Students.
I work harder to learn w/ Reg Ed Ss in class
50

40

30

Frequency

20

10

Std. Dev = 1.36
Mean = 3.9
N = 98.00

0
0.0

1.0

2.0

3.0

4.0

5.0

I work harder to learn w/ Reg Ed Ss in class

Student with Disabilities and Regular Ed Students alike reported learning more and working harder in the
shared classrooms with response patterns similar to the one above, responding favorably to:
•
I learn better when there are students with disabilities and Regular Ed together.
•
I learn better with multiple teachers in the classroom.
•
I work harder to learn with Regular Ed students in my classes.
•
I learn better when teachers teach in difference ways.
•
I learn better when students are all treated fairly
Regular Education Students
Perhaps most remarkable was an attitudinal pattern documented among the Regular Education Students
involved in inclusion classrooms. Responses to surveys reflecting ONLY those regular education students
whose classes included Student with Disabilities, showed that nearly half of Regular Ed students were
unaware that handicapped students shared their classroom – a major victory for the program, and for
those disabled students whose lives are enriched by being anonymous.
There are Ss w/ disabilities in my classes
50

40

30

20

Percent

10

0
0: I Totally Disagre

1

2

3

4

5: I Totally Agree

There are Ss w/ disabilities in my classes
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Teacher Attitudinal Impacts
Teachers expressed significantly favorable attitudes toward inclusion for both Student with Disabilities and
Regular Ed Students, as shown in the pattern below that persisted for virtually every survey item to which
they responded:
My att improve - knowledge
50

40

30

Frequency

20

10

Std. Dev = 1.39
Mean = 3.4
N = 154.00

0
0.0

1.0

2.0

3.0

4.0

5.0

My att improve - knowledge

Teachers responded significantly favorably for both students with disabilities and Regular Ed Students to:
• Inclusion is beneficial to the class as a whole
• Feel confident and capable addressing needs of Students with Disabilities given appropriate
support
• More collaboration among faculty
• MY attitudes toward serving students with disabilities have improved
• Regular Ed teachers are more accepting of students with disabilities being included
• ESE teachers are more accepting of students with disabilities being included
Teachers also reported that specific teaching techniques had favorable Learning Impacts on both students
with disabilities and Regular Ed Students, as illustrated in the pattern below:
ESE Achmnt - Co-Teaching
60

50

40

30

Frequency

20

10

Std. Dev = 1.28
Mean = 3.4
N = 154.00

0
0.0

1.0

2.0

3.0

4.0

Teachers reported that the following
instructional strategies and practices had
beneficial learning impacts for both Student
with Disabilities and Regular Ed students:
• Co-Teaching
• Support Facilitation
• Differentiated Instruction
• Accommodations
• Curriculum Modification
• Cooperative Learning

5.0

ESE Achmnt - Co-Teaching

III. Discussion and Conclusions
These data clearly indicate that inclusion is attitudinally and academically beneficial to Students with
Disabilities. The favorable social and self-concept impacts for Students with Disabilities were immensely
important and intuitively fulfilling. The academic impacts were nothing short of inspiring, as inclusion led
Students with Disabilities to gain beyond statistical expectations and to close some of the performance gap
with their Regular Ed peers.
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These data also clearly indicate that Regular Education peers are attitudinally benefited by inclusion, and
in no way harmed academically by sharing classrooms with disabled peers. The favorable attitudinal
impacts were both exciting and vindicating as they validated that inclusion lowers negative perceptions and
social barriers, and enables all students to benefit from a more fulfilling and personally enlarging
educational experience. The academic gains achieved by the Regular Ed Students showed that inclusion
can benefit the non-disabled students involved, and does not show any negative achievement impacts.
Some of these academic benefits may have been enhanced by the availability of the additional ESE coteaching staff in the inclusive classrooms.
The aim of all educators is to maximize the academic and social, attitudinal impact of the school epicene
for all students. Inclusion was shown in this implementation and study to be a legitimate and highly
impactful strategy to help educators achieve those lofty, often hard to reach aims. Inclusion tangibly helps
ensure that no child is left behind, either socially or academically.
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The Language of Syllabi: Can We Expect Changes?
Abstract
A syllabus is usually the first communication instance in the development of a
course and it has been studied as a functional document which makes part of
administrative, bureaucratic and pedagogic practices in educational institutions. (Eberly,
Newton & Wiggins, 2001; Parkes and Harris, 2002; Higbee, 2002). However, not very
much has been said about the language used in syllabi and what it tells us.
This presentation will describe and analyze the course syllabus as an
institutionalized genre in higher education. Through a generic analysis of its internal
organization and other constructional features in a small corpus of fifteen syllabi of
graduate courses in the field of applied linguistics, the paper will present examples of
how syllabi represent the social context where they circulate, the type of relations that are
established between instructor and students through them, and also the view education
they represent.
The analysis relies on the notion of genre (Swales, 1990; Eggins and Martin,
1997) and register (Halliday, 1985, 1994/1989) as interface between the social context
and the linguistic resources (Martin, 1997).
The analysis of the syllabi revealed certain homogeneity across the samples
studied: roughly the same functional parts and similar linguistic choices in each of them,
as well as a prevailing impersonal rigidly academic register. This possibly indicates that
the genre is strongly constrained, though not necessarily by the primary users, the
students, but by other contexts and purposes for which the syllabus is used, and also by
another contextual dimension – ideology, or the positions of power and views about

education held by the instructor or in the institution. In spite of the constraints of the
syllabus as a genre, it was possible for some users inside the genre to introduce changes
in the habitual generic convention and make more deliberate choices of language in order
to represent new relations between students and instructor, as well as other ways of
understanding the educational process.
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This presentation describes the language of syllabi of graduate courses in the field of
applied linguistics. Syllabi of the language of syllabiescription of the course syllabus as
an institutionalized genre in higher education. This genre is analyzed in its internal
organization and other constructional features to understand how its realization in a small
corpus of fifteen syllabi of graduate courses represents the social context where it
circulates. The analysis relies on the notion of genre (Swales, 1990; Eggins and Martin,
1997) and the contextual variables of field, tenor and mode (Halliday, 1985/1989) as
interface between the social context and the linguistic resources (Martin, 1997). The
results of this study show that though it is a highly constrained genre especially due to
by-standers (Goffman, 1981; Verschueren, 1999; Duranti, 1997) as well as by the
tradition in academic institutions, it is possible for users inside the genre to introduce
changes in the habitual generic convention in order to represent new ways of
understanding the educational process.
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Proposal Title: Want to improve your advising program? Advisors’ communication
skills can make all the difference.
Objective:
This workshop is designed to help academic and faculty advisors upgrade their
communication skills with their advisees.
Outcome:
From this workshop, participants will be able to take the microskills of intentional
interviewing and counseling and apply them during the academic advising session.
These skills will provide academic and faculty advisors with a basis upon which to
build their own natural style of advising while improving their effectiveness. When
these skills are used appropriately, they can guide advisors as they assist their
advisees with sound academic decisions, which impact student retention.
Methodology:
The format of this workshop will be an interactive discussion that will include both
theory and practice. The information included will be based on Ivey and Ivey’s
(2002) theory of Intentional Interviewing and Counseling. The microskills are the
foundation of this approach to counseling. At the 2005 Hawaii International
Conference on Education, the presenters conducted a two-hour workshop on the
first tier of the microskills hierarchy; Attending Behaviors. This workshop will
review Attending Behaviors and then present the second tier of the microskills
hierarchy; Basic Listening Sequences.
Handouts, role-play, and both individual and group activities to illustrate the
Microskills will be utilized. A PowerPoint summary will be given to each participant.

Workshop Outline:
I. Warm-up Activity
II. Barriers to communication
A. External Distractions
B. Poor communication skills
1. Poor attending/listening skills
2. Language barriers

3. Poor organization of the advising session
4. Lack of interest in the advising session
III.

Basic Communication Skills
A. Definition of microskills
B. Presentation of the Microskills Hierarchy

III.

Review of Attending Behaviors: First microskills’ tier
A. Defined
B. Three “V” + B
1. V = Vision
2. V2 = Vocal qualities
3. V3 = Verbal tracking
4. B = Body language
a. Explanation of SOLER
b. Multicultural differences
c. Effective use of silence

IV.

Basic Listening Skills: Second microskills’ tier
A. Defined
B. Four (4) levels of listening
1. Using open questions and closed questions
2 . Advisee Observation: verbal and nonverbal
3. Higher levels of active listening
A. encouraging
B. paraphrasing
C. summarizing
4. Reflection of feelings

V.

Ethics
A. Defined
B. Review of Advising Core Values

VI.
Process of Advising
VII.
Using the microskills to impact retention
Not sure if we need VI and VII? What do you think? If we do not use them,
then I will revise the abstract.
VIII. Summary
A.
Closure activity
B.
Evaluation of workshop

ABSTRACT:
Want to improve your advising program? Advisors’ communication skills can
make all the difference.
Research suggests that advisors are in the best position to assist students in
making “qualified academic decisions” (Heisserer & Parette, 2002) which can affect
both their performance and satisfaction. Therefore, advisors are in a frontline
position to impact student retention. One vital component of advising is the
advisor’s communication skills. While the focus of this interactive workshop will be
on the art of listening – the second tier of Ivey and Ivey’s (2002) Microskills
Hierarchy of Communication – a review of the attending behaviors (first microskills’
tier) will also be discussed. Upon completion of the workshop, participants will have
a better understanding of the communication process and how to make it more
effective so that better student decisions can be made and retention improved.
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Title: I am not addicted, are you?
Barnett & Deep (2005)
Abstract:
As part of a research study conducted at a medium-size southern university various focus
groups were formed to explore a number of questions pertaining to university students.
The focus groups consisted of three classes from psychology and business. The purpose
of this study was to examine college students’ perspective on addictive behaviors.
Participants were requested to list and describe five (5) types of behaviors they
considered to be addictive or have the potential to be addicting. Data collected was
content analyzed and a continuum of behavior emerged based on levels of control.
Behaviors on the high end of the spectrum included habits such as reading and watching
television. Behaviors on the law end of the spectrum included alcohol and drug
addictions. An overlap was found between levels allowing some behaviors to be
classified in more than one level. The literature reviewed defined the levels of control and
supported evidence of a continuum between levels. Findings of the results of this study
will be included in the poster presentation.

2

The Bridges to Tomorrow Research Programme
Dr Allen Bartley
Faculty of Education,
University of Auckland
Private Bag 92601, Symonds Street
Auckland
New Zealand
a.bartley@auckland.ac.nz
Abstract:
This paper reports on the initial results of, and the research methodology developed for, a
research pilot being conducted by staff from Auckland University’s Faculty of Education.
The pilot, called Bridges to Tomorrow: Educational and Life Outcomes of Bridging
Education, seeks to map the work/life/learning histories of students enrolled in the Certificate
in Introductory Tertiary Studies (CITS) programme. This methodological innovation builds
upon methods used by Shirley, et al. (2001) from Massey University’s Labour Market
Dynamics programme, to trace the labour market transitions of individuals and households.
In that research, the focus was on developing a work/life matrix that detailed the interaction
of significant life events and decisions within households with the range of individuals’
activities in paid work, unpaid work, education and training. The Bridges to Tomorrow
programme further develops the model by adding – and privileging – participants’ learning
histories, with a specific focus on individuals’ formal and informal learning environments
and significant learning relationships.
The methodological goal of the work/life/learning history interviews is to trace the impact of
key points in individuals’ biographies on the range of messages they carry about themselves
as learners; on the key decisions they have made regarding education and employment; on
their trajectories and aspirations; and ultimately on their identities. This research approach
will allow the researchers to take cognisance of the diversity of starting points and outcomes
of students’ experiences and aspirations as they enter the bridging programme, and will
promote a holistic understanding of the contexts, influences and processes in which each
student is embedded. The processes of particular interest are those pertaining to the
development of students’ identity and aspirations. These involve the interplay of a variety of
factors, at the level of individual and family/whanau, as well as wider structural influences.
The paper will show examples of the methodology, and report initial results from the pilot
research.
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Abstract
A Global Perspective in the Classroom:
Problem Based Learning Exercises and Other Projects to Expand Horizons
The General Education Initiative at the University of Delaware has delineated ten goals to ensure
undergraduate success. The goals stress collaboration, effective communications, and instilling the
desire for life-long learning. The tenth goal, “to develop an international perspective in order to live
and work effectively in an increasingly global society,” builds on the other goals to create a global
citizen, an individual who can recognize the importance of looking beyond geographic and political
boundaries.
To assist the faculty in helping our students attain this goal, the University of Delaware has created
the Global Citizen Project. Faculty members are selected through a competitive review process to
become Global Citizen Fellows. After attending a workshop on creating a global perspective, fellows
are given a stipend to aid them in the development of global curriculum projects.
Global issues encompass more than a study of “world cultures,” although an empathetic view of
other peoples’ customs and religions certainly establishes a basis for examining similarities and
differences in the way in which global problems are viewed. Although many global issues transcend
the politics embraced within national borders, the solutions to these issues are often dependent on
cooperative efforts between and among political entities. For example, international businesses and
banking have created a global economy, but many of the financial interactions are controlled by laws
within a nation and/or cooperative agreements among nations, such as the European Union.
In addition to economics, environmental and health related problems are ideal subjects to tie a
global issue to national or local concerns. The potential threat of a pandemic outbreak from avian flu
certainly crosses international borders, as do other more esoteric problems, such as the interactions
between the red knot (a global migratory bird species), the horseshoe crab, and the people in Delaware
and New Jersey who harvest the crabs for a living. Global warming, the greenhouse effect, ocean level
rise, whaling, open water fishing, and species extinction and loss of diversity are but a few of the more
interesting global issues that can be introduced into the curriculum.
This poster session will provide examples of problem based learning exercises that address some of
the global issues described in the previous paragraph. Lesson plans and rubrics for assessment will be
available to use or modify in a secondary or college setting. Suggestions for other strategies, such as
study abroad programs, will also be discussed.
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Abstract
This study examined the support that mothers provided to their children as they were
attempting to solve quantity comparison problems while playing a board game. Specific types of
support and feedback that the mothers provided were examined. Furthermore, the types of
support and feedback during the game context were compared to children’s performance during
the board game and on a test of mathematical understanding. Thirty-six mothers and their
children participated in the study. The dyads were divided into a younger and older group so
developmental differences in regards to maternal support could be examined. Mother-child dyads
were videotaped while they played a board game specifically designed to assess children’s
counting skills and their understanding of number concepts. The mother and the child took turns
while playing this game. The results showed that mothers provided their children various types
of support and feedback based on the specific needs of the children. This study also found that
the younger and older groups of children required different types of support from their mothers
while attempting to solve the quantity comparison problems. The support mothers provided
during the game context had some relation to children’s performance, both during the game and
on the mathematical test of their knowledge. These results have implications for how parents and
preschool teachers interact with their children during play contexts.
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Paper
Empirical Research
“I always felt I had to get up and move”: Septima P. Clark’s Contributions to Social Justice
Adult Education
Abstract: This paper unearths Septima P. Clark’s contributions to social justice adult
education using a Freireian framework. Two autobiographical texts in addition to archival
holdings from three archives were analyzed through a critical, feminist lens to determine
her lifelong contributions to social justice adult education, with particular attention to the
influence of race, class and gender on her life’s work. In addition, the adult education
strategies she utilized in her work were examined. The intent is to broaden existing
literature on Clark’s contributions to adult education.
The history of adult education in the United States has primarily been presented as a
White, middle-class, male endeavor while the contributions of African Americans to the field of
adult education have remained unknown (Denton, 1993; Johnson-Bailey, 2002; Peterson, 2002).
For example, it was the African American adult educator and Highlander Folk School employee
Septima Clark along with Esau Jenkins and Bernice Robinson who envisioned, developed and
disseminated the Citizenship School Program, begun in January, 1957 and continued until 1970,
which empowered African Americans to vote in the 1950s and 1960s. However, people associate
Myles Horton, a White man and the founder of the Folk School, with the Citizenship program.
One of several of Clark’s social justice adult education initiatives during her lifetime, the
Citizenship school program began on Johns Island, South Carolina under the auspices of the
Highlander Folk School, founded in 1932 to promote social justice initiatives. Students learned
literacy and voter registration requirements which assisted in African American voter registration
efforts (Clark, 1986). Soon, Clark trained community leaders across the Deep South to teach and
staff their own Citizenship Schools and African American voter registration skyrocketed. The
Citizenship School program came under the direction of Martin Luther King Jr.’s Southern
Christian Leadership Conference in 1961 and was integral to the success of the Civil Rights
Movement of the 1950s and 1960s in the United States.
Despite her lifetime of contributions to social justice efforts, details of Clark’s activism as
an adult educator remain in the shadows. Further, there is little critical analysis of Clark’s
narrative and how the times shaped her contributions to the field of adult education. Therefore,
the purpose of this study was to examine, describe, and analyze Septima Clark’s contributions to
the field of adult education. In an effort to broaden existing literature on Clark’s life as a social
activist and adult educator, I utilized a critical, feminist framework and addressed the following
questions: (1) How is Clark’s social justice agenda evidenced throughout her life? (2) How is
Clark’s narrative informed by the social context? (3) What adult education
components/strategies can be identified in her work?
Theoretical Framework
I used a theoretical framework based on narrative analysis. First, people lead storied lives
(Connelly & Clandinin, 1990). Clark’s multiple narratives include her life of social justice work,
the impact of race, class and gender on her life and work, and the strategies she used as an adult
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educator. Second, narratives allow the reader to interpret the story as he or she sees fit. Because
much of the information on Clark’s professional life is seen through the eyes of others (Davis,
1981; Horsby, 1991), I sought to give voice to Clark’s social justice journey primarily using her
words (Etter-Lewis, 1993). Further, narrative explicitly acknowledges the larger context in which
the story occurs including the individual, community, and the world (Johnson-Bailey, 2004).
Critical theory informs my theoretical framework. Critical theory recognizes that power
and oppression inform people’s lives and that oppression is systemic (Merriam & Caffarella,
1999). This framework allowed me to examine how race, class, and gender affected Clark’s
narrative. In addition, I used concepts from critical theorists Paulo Freire (2000) to explore the
adult education strategies that Clark used including Freire’s concept of problem-posing
education, the importance of the learner’s experience, and the oppressed freeing the oppressor.
Data Collection and Analysis
Data collection procedures included the analysis of Clark’s two autobiographical texts
Echo in My Soul (1962) and Ready from Within (1986) and data from three archival sites. I
analyzed data at three locations including the Avery Research Center for African American
History and Culture, Charleston, SC., the Wisconsin Historical Society, Madison, WI, and the
King Library and Archives in Atlanta, GA.
Data Collection and Analysis for Books
Clark’s text Echo in My Soul (1962) reveals Clark’s thoughts in the midst of the Civil
Rights Movement. It briefly discusses her childhood, young adulthood, and teaching career
before coming to Highlander Folk School. However, much of the book concentrates on her work
life as a social justice educator caught up in the details of her work for the Citizenship Schools.
In contrast, Ready from Within (1986), written a year before her death, reveals a woman making
sense of her life’s work and celebrating her accomplishments.
I read both books three times. First, I read for information and created a basic chronology
of Clark’s life. On the second reading, I formed a loosely constructed narrative around each
research question. After I completed the archival searches, I read each book a third time to glean
information I may have missed. The experiences at the archives informed my third reading and
allowed me to see information in a new light.
Data Collection and Analysis for the Archival Searches
The three archives were chosen because the National Union Catalog of Manuscript
Collections indicated that these were the most data rich sites. The materials that were coded
included interview transcripts, photos, programs, letters, announcements, and audiotapes. I
examined the following collections at the Avery Research Center for African American History
and Culture: The Septima P. Clark Collection (1919-1978); Septima P. Clark and Bernice
Robinson Collection (1965-1981); Esau Jenkins Collection (1960-1980); Peter and Lucille
Poinsette Collection (1920-1990); and the Bernice Robinson Papers (1952-1989). At the
Wisconsin Historical Society I explored the following collections: Highlander Research and
Education Records (1917-1978); Myles Horton Papers, (1851-1990); and Septima P. Clark
(sound recording) (1973). At the King Library and Archives in Atlanta, GA, I reviewed the
following collections: The Southern Christian Leadership Conference Records (1954-1970) and
the Septima P. Clark Papers (1963-1967).
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Findings
Clark’s numerous contributions to the field of social justice adult education were
informed by the context in which she was raised. Racism, sexism, and classism propelled her to
fight for rights for the oppressed. Septima Clark’s social justice adult education agenda began in
1919 and continued until her death in 1987. A teacher at the age of 18, Clark first fought for
Black teacher’s rights. Next, she poured her energy into the Civil Rights Movement, and later
she fought for various rights for the elderly and developmentally delayed. Her adult education
teaching strategies mirrored those of Paulo Freire.
Clark’s Social Justice Agenda
Clark graduated from Avery Normal Institute with a teaching license in her hometown of
Charleston, SC in 1916, but African Americans were not allowed to teach in public schools in
Charleston so Clark taught African American children on Johns Island, SC. In 1919, at the age of
21, Clark fought for Black teachers’ rights to teach in Charleston, SC public schools. By that
time, the Charleston chapter of the National Association for the Advancement of Colored People
(NAACP), of which Clark was a member, put their efforts into the cause. Clark explains:
[The NAACP] got to the place where we felt we just had to have black teachers teaching
in the public schools. Otherwise these students were at the mercy of the white teachers
who often didn’t care anything about them….The excuse the lawmakers gave for not
having black teachers was that they were sure the domestic workers and the chauffeurs
and the garbage people and the longshoremen didn’t want black teachers at all but wanted
white teachers to teach their children. Actually, the reason was that because of
segregation, black teachers and white teachers could not work together, and if they had
black teachers, they’d have to fire the whites to maintain segregation…..We talked to
Tom Miller, the President of South Carolina State College, and he said we’d have to get
signatures from the domestic workers and draymen and so forth saying that they did want
black teachers. Well, Mr. Cox [the principle at Avery Institute] didn’t want any of us
involved. It was too controversial. And the older teachers at Avery didn’t want to be
involved anyway. But I didn’t have many friends and I didn’t care, so I took my students
along with me and we went door-to-door… By the end of the first day, we had ten
thousand signatures. By the time we quit, we had twenty-two thousand signatures. We
gave them to Tommy Miller, and he presented them to the legislature, and in 1920 we got
some black teachers in the city of Charleston (Clark, n.d.)
Clark’s next major social justice endeavor occurred when she, through the NAACP,
lobbied for equal pay for Black teachers while she was teaching grade school children in
Columbia, SC in the 1940s. Clark (1986) explained:
Each school district set its own salaries, and usually the black teachers got about half of
what the white teachers were paid….One white teacher let us see her check. We
compared it to that of one black teacher, who had the same amount of training and had
been working the same time....The New York office of the NAACP sent down one of its
top lawyers, Thurgood Marshall. We presented the case to him, and he took it to court.
The judge in that federal court was… Judge Waring. In 1945 he ruled that black and
white teachers with equal qualifications had to get equal salaries. So that was a great
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triumph for us….Then the school authorities decided that black teachers would have to
take…the National Teacher Exam….For those of us who had an “A” our salaries went
from $ 62.50 a month to $117.00 a month. (p. 117).
By 1956, Clark was working at the Highlander Folk School as the director of workshops
in the summer. She went back to teaching school in Charleston, SC and found that she needed to
organize teachers to stand up for their rights. She explains:
The State of South Carolina in 1956 went on record as saying that no city or state
employee could belong to the NAACP or any subversive group. They considered them all
subversive. (Barton, 1971, pp. 18-19.)…. That meant none of the teachers could be
members, and there were 726 of us black teachers who were [members]. And I said to
myself, ‘The KKK is an organization, and the White Citizen’s Council is an organization,
and they can belong to those. Why can’t I belong to the NAACP?’ Then I thought, ‘If we
just admit it, surely they can’t throw out all of us. There are too many.’ I got in touch
with…all [the teachers], but only forty-two would admit to being members—eleven from
Charleston and thirty-one from the country. Twenty-six of us met to plan to see the
superintendent, and when the day came to go see him, eleven showed up; and when it
was the hour to go, only five of us went. All forty-two who admitted being members were
dismissed (Clark, n. d., p. 19).
Upset, but undeterred, Clark joined the Highlander Folk School as a full-time staff
member. She planned and implemented Highlander Workshops in addition to recruiting potential
workshop participants. In 1956, Clark, Johns Island native, Esau Jenkins, and Bernice Robinson
recognized that Blacks on Johns Island wanted to improve their literacy skills in order to vote in
elections. When the first Citizenship School opened in January, 1957, Clark created a flexible
curriculum for participants. Her citizenship School Booklet contained information on state
requirements for registration and voting, literacy and math exercises, information about social
security and instructions on how to fill out a money order (My Reading Booklet, Southern
Christian Leadership Conference Records, 1960). Later, Clark trained community leaders all
over the southern United States to serve as Citizenship school teachers.
As the Citizenship Program grew, Clark raised funds and wrote letters to prominent US
citizens, including Mr. Louis Martin, Deputy Assistant of the Democratic National Committee in
1964. In the letter Clark states:
I wish you could have been with me last night in Hattiesburg, Mississippi at a Citizenship
Education School. There you would have seen men and women 39-70 years of age
struggling with the interpretation of sections of the Mississippi constitution so that they
can qualify for the registration and be able to vote in an election;….This interpretation
must be done to the satisfaction of the registra[r]. How ridiculous can a legislative body
be to ask for such a thing…On June 10th …the son of my neighbor was sent to Viet Nam
for two years. He is a black boy but no one was concerned about his color. The
government was thinking about protecting everyone who wishes to be free. It did not ask
if the black boy were twenty-one years of age and a voter or could he read and write. It
gave him an order to go….Mr. Martin… you are really requiring the people who have
been denied their rights to perpetuate an unconstitutional statue….There are many
dedicated and courageous young men and women working here but they need your help.
The vicious conspiracy of the White man makes it mandatory for the Federal
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Government to step in and act….I am asking now for your help in making it easier for
Mississippians to move ahead and register to vote. They have no other alternative if they
can’t vote they must demonstrate and present their bodies as living sacrifices against
injustices. (Clark, 1964, p. 1).
After her retirement in 1970, Clark fought for better lives for the physically and mentally
disabled—particularly for senior citizens. In the early 1980s, education was still a priority for
Clark. She stated,
Education is my big priority right now. I want people to see children as human beings
and not to think of the money that it costs nor to think of the amount of time that it will
take, but to think of the lives that can be developed into Americans who will redeem the
soul of American and will really make America a great country. This is my feeling
now…I am serving my second term on the school board of Charleston County. The local
teachers’ union paid my fee to run the first time in 1976…I celebrated my 78th birthday
by winning in 1976…Right now, we have a school board made up of a number of
businessmen. They are not very much concerned about the teachers, so I’m still in the
minority (Clark, 1986, p. 121).
The Social Context
From birth, our family, community and world send us messages about ourselves based on
our race, class, and gender. Born in 1898 in Charleston, SC to an ex-slave father, Clark quickly
realized her “place” in class-conscious Charleston. The injustices she experienced fueled her
desire to fight for justice and influenced her life narrative.
Race. Clark suffered under the Jim Crow laws of the south which segregated Black from
White. She noted that as a child and adult she could not step on the College of Charleston college
campus. She said, “I couldn’t put my feet on the grass at the time….I had to walk around…There
wasn’t a place on the college campus that a colored person could go in and sit down or speak”
(Friedman & Mack, 1987).
As previously stated, Clark could not teach in Charleston public schools upon graduation
from Avery Normal Institute. She taught on Johns Island where:
[Black] teachers were paid salaries of $ 25 a month… But white teachers with
comparable certificates were paid $ 85 a month. This, of course, was inequitable, but it
was even more unfair because the teacher loads were in no way comparable. The three
white teachers in our community had from three to eighteen pupils each…When I arrived
at my school, I discovered that I would be responsible for teaching 132 [Black] children
of school age…[Later] the group was divided and my friend taught [them] for the
remainder of the year (Clark, 1962, p. 38).
Colorism, a divisive invention of Whites which pitted lighter skinned Blacks against
darker skinned blacks (Lipsitz, 1998), affected Clark’s narrative. Clark’s mother did not approve
of her marriage to her husband because Nerie Clark was darker skinned than Septima. Further,
Charleston was more divided by color and class than other areas of South Carolina. Clark
commented, “I met many of the mulatto people of Charleston, and I wasn’t considered too well
by that group because they were very fair-skinned people with straight hair” (Clark, 1987, p. 27).
Gender and class. Clark’s race, gender and class restricted her occupational choices to
serving as domestic help or becoming a teacher (Clark, 1986). The lifelong sexism she
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experienced sought to undermine her effectiveness in the workplace. Clark recognized that
Citizenship School founder Esau Jenkins did not take women’s ideas seriously. Clark stated,
“When I was working over on Johns Island, the women never could get up and make a
suggestion. Esau Jenkins wouldn’t listen to them, not at all” (Clark, 1986, p. 79).
Clark recognized that the attitude of ignoring women’s contributions was pervasive when
the Citizenship School program transferred to Martin Luther King Jr.’s Southern Christian
Leadership Conference. Clark recognized that both Ralph Abernathy and Dr. King dismissed
women’s contributions:
I know that Ralph Abernathy has a strong feeling against women. He used to say [to
Martin Luther King, Jr], ‘Why should you have Mrs. Clark into this meeting?’ Dr. King
would say, ‘She was the one who thought up the whole citizenship education program…
Consequently, she should be here.’ But I was just a figurehead there. Whenever I had
anything to say I would put my hand up and say it. But I did know they weren’t paying
any attention to it. (Barton, 1971,pp. 41-42)…[Although I loved Dr. King], I had a great
feeling that Dr. King didn’t think much of women either. He would laugh and say, ‘Ha,
ha. ha. Mrs. Clark has expanded our program.’ That’s all. But I don’t think that he
thought too much of me because when I was in Europe with him when he received the
Nobel Peace Prize in 1964, the American Friends Service Committee people wanted me
to speak. In a sort of casual way he would say, ‘Anything I can’t answer, ask Mrs. Clark.’
But he didn’t mean it because I never did get the chance to do any speaking to the
American Friends Service Committee in London or to any of the other groups. (Clark,
1986, p. 77)
Adult Education Strategies
Several of Clark’s adult education strategies can be traced by to Paulo Freire. Freire
(2000) encouraged students to engage in problem-posing, liberatory education. Dialogue
between the student and teacher was encouraged and instruction was student-centered. Teachers
were facilitators who pushed students to critically reflect on their situations in order to take
action. Clark’s Citizenship school work employed problem posing education concepts. In this
quote we see the importance of discussion and critical reflection in the Citizenship school
meetings:
To demonstrate how a Medicare pamphlet might be used [to identify letters of the
alphabet] [Bernice Robinson] asked the group to ‘Find a word beginning with the letter
‘p’.’..The word program was identified, Here a lengthy discussion followed” ( Workshop
for Volunteer Teachers in the Citizenship Education Program of the Southern Christian
Leadership Conference, 1965, p. 121).Similarly, the word ‘political machine’ “generated
much discussion of how political machines are created and operate.” (p. 122).
Second, Clark used the experiences of the learners to teach abstract concepts. For
example, to teach mathematics, farmers were interested in the amount of seeds needed to seed a
field. She recognized that adult learning was problem-centered. For example, men on Johns
Island wanted to join fraternal organizations. To join, they needed to make public speeches and
keep financial records for their organizations. They came to Clark at that time to improve their
literacy and numeracy skills. Further, each Citizenship School curriculum was centered on
student needs. Students are some schools wanted to learn how to complete a money order. Other
students wanted to learn how to sew in addition to learning voter registration requirements.
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A final facet of Freire’s problem-positing education is praxis (Freire, 2000). Praxis is
another concept employed by Clark in her interactions with students. Praxis is a continual cycle
of reflection and action. Clark and the staff at Highlander Folk School planned a workshop,
reflected on its success and changed the workshop contents or the process in the workshop
depending on the results of their reflection. Then they put the new plan in action.
Clark’s life and work exemplifies several Freireian concepts including freeing herself
from her oppression as well as educating her oppressors (Freire, 2000). Clark overcame many
external barriers erected by Whites as well as her own internalized oppression regarding race and
gender during the course of her life. She states, “I used to feel that whatever was white was right
and it took many years of working before I would feel that they were not exactly right, as I
thought they were. As the change came over me, I was able to get the change over to others”
(Clark, 1986, p. 54). Regarding gender she stated, “I grew up with the idea that women didn’t
have a word to say. But later on, I found out that women had a lot to say, and what they had to
say was really worthwhile” (Clark, 1986, p. 82). Some of her workshops spoke to White
audiences. Further, she encourages Blacks to recognize white oppression and free themselves
from their own oppression.
In summary, answers to the research questions give us a picture of a woman determined
to create a better life for African Americans through the use of adult education strategies and
techniques. Clark was a scholar, teacher of adults, program planner and administrator,
supervisor, fundraiser, social justice activist, Civil Rights leader (although she and other women
in the Movement have not received the attention that the prominent men have received), and
curriculum specialist. She was a learner-centered instructor, encouraged students to engage in
critical reflection and action and did so herself. She accomplished this in a context that
discriminated against her because of her race, class and gender and some members of the White
community sought to terrorize her because she was Black. Her writings show her battle with
internalized oppression around race. Based on documents written in later life, she seemed to have
worked through some of this oppression.
Conclusions
This study added to the extant literature on Septima Clark and on African American adult
education efforts—particularly during the 1950s, 1960s, and 1970s. In a small way, it extended
Johnson-Bailey’s (2002) findings from her study of African American adult education from
1920-1945. Johnson-Bailey indicated that African American adult education programs between
1920-1945 were done for three reasons: “education for assimilation… education for cultural
survival…and education for resistance.” (p. 93). It seems that the Citizenship School Program
sought to have learners know and understand the voting regulations and requirements in order to
vote and in a sense—assimilate learners into the “voting culture.” Like African American adult
educators and learners from 1920-1945, adult educators after that period educated learners for
cultural survival. Blacks still suffered under dejure segregation and after these laws were
abolished de facto segregation continued during the course of Clark’s life. Clark’s speeches in
particular demonstrate her efforts at education for cultural survival—particularly her speech that
calls Black scholars to write about the injustices Blacks experience because of White domination
and to define the enemy within.
This study helps unearth the contributions of one Black woman to the field of adult
education. Other scholars have come before me to examine Clark’s life and work from different
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perspectives. Scholars must continue to give voice to adult educators whose work and
contributions are not known because racism, sexism and classism intervened and ignored and
dismissed their contributions. Scholars need to unearth the forgotten’s work and life so we can
all grow.
The study also sadly shows that issues Clark rallied against are still problems today
primarily because of racism and classism. Her anger about the health care Blacks receive is felt
by African Americans across this nation. Lipsitz (1998) writes, “If African Americans had access
to the nutrition, wealth, health care, and protection against environmental hazards offered
routinely to whites, seventy-five thousand fewer of them would die each year” (p. 10). Clark’s
concerns about a disproportionate number Black men being sent to war continue today (Lipsitz,
1998). It is clear that history continues to repeat itself due to power and discrimination (and an
incredibly short national memory). It is clear that we need to continue to learn from Clark’s life
and continue to address social justice issues.
Last, although it has been suggested that applications of Freireian techniques has been
limited in North America (Merriam & Caffarella, 1999), Highlander programs, past and present,
demonstrate the effectiveness of using Freireian principles and techniques in adult education.
Clark’s life and work exemplify these concepts in action.
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In 2001 the Singapore economy experienced a serious downturn. Overall, the economy
contracted by 2.4% and while 2002 and 2003 displayed modest growth, during 2004 there
were signs that the economy was still recovering.1 The international SARS pandemic had a
significant impact on the regional economy in 2003 and while the Singapore Government
acted quickly and decisively in dealing with the SARS issue, some sectors including retail,
travel and tourism were adversely affected.
By late 2003 employment was showing signs of recovery after eight consecutive quarters of
decline. However, this improvement was still not sufficient to absorb the increased pool of jobseekers and the provisional seasonally-adjusted unemployment rate rose to 5.9% in the
2
September 2003 quarter.
In the meantime, strong international competition, global production and the increasing pace
of change were presenting new challenges that required Singapore to act without delay to reposition itself globally as a knowledge-intensive, high growth and innovative economy.
In a speech delivered on 16 April 2003, Dr Ng Eng Hen Minister of State (Education &
Manpower) affirmed the government’s increasing concern when he stated:
“It is axiomatic but nonetheless remains true that the competitive
landscape has changed. In the past, competitive advantage for
Singapore depended on efficient systems and capital investments. With
the emergence of lower cost competitors in our traditional areas, we need
to now compete through innovation and creating value on-the-move.
1
2

Data sourced from www.tradewatch.dfat.gov.au
http://www.wda.gov.sg/downloads/9PR_31Oct03.pdf

Developing a Singapore Retail Skills and Curriculum Framework/T/Retail& Logistics/ Singapore WDA/ Hawaii
conference/12 Aug 2005

1

Winning market share or better still, creating new markets now requires
our companies to distinguish themselves through constant innovation and
insurgency, to deliver a stream of new and better products and services,
and through building excellent relationships with customers.”
In order to create and nurture a responsive workforce capable of delivering an improved level
of service and innovation, the development of a strong, integrated vocational training system
tied to work performance standards with in-built quality assurance measures, became a clear
priority for government.
The first major step in this direction came in 2001 with the establishment of the
National Skills Recognition System (NSRS) implemented by the Standards,
Productivity and Innovation Board with the support of the Ministry of Manpower and
the Ministry of Trade and Industry. The NSRS was designed to accelerate the
implementation of work performance standards, identification of job competencies
and the acquisition of skills. The need for the NSRS is described in detail on the
website www.enterpriseone.org.sg/nsrs/indes.asp
The NSRS represented a crucial first step in an overall plan to develop a national continuing
education and training (CET) framework, which would provide industry and training providers
alike with national training benchmarks capable of re-skilling a workforce to meet the
challenges of a more globally competitive environment.
Still more was needed however, and the establishment of the Singapore Workforce
Development Agency (WDA) in September 2003 with an ongoing mission to enhance the
employability and competitiveness of both existing employees and job seekers by developing
a comprehensive, market-driven and performance-based adult continuing education and
training framework (CET Framework) underscored this imperative.
In particular, the Singapore WDA seeks to:
Develop “a Singapore CET Skills, Curriculum and Qualifications
Framework (SCQF)… to… underpin the CET systems in Singapore and
enable the Singapore workforce to obtain formal qualifications at any
point of their work life through various entry points in the framework
under recognised institutions. The SCQF… will… be a system for
ordering work qualifications which offers qualifications for work
competence, sets explicit levels of work competence for each
qualification and facilitates progression. It aims to encourage workers to
develop their vocational competence both with specific occupational skills
and some generic employability skills. This will complement the existing
pre-employment education and training overseen by the Ministry of
Education”.
The Retail industry was chosen by WDA early in 2004, as the first sector where the
development of a comprehensive CET Skills, Curriculum and Qualifications Framework
(SCQF) would be undertaken. Several important reasons underscored this choice that
included:
•

3

The retail industry already had in place a 10-year strategic plan known as the Retail 21
Plan. Launched in March 2001, this Plan showed that Singapore's retail sector had been
losing competitiveness for several years. The Retail 21 Committee recognised that
measures were needed to raise productivity including promoting the acquisition of skills
and knowledge in the industry, improving public perception of the industry and marketing
the retailing profession as a viable and prestigious career option. 3

http://www.spring.gov.sg/portal/national_plans/retail21/retail21.html
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•
•
•

Retailers had been active and supportive in helping to establish and implement NSRS
standards and generally supported government efforts to raise productivity and
competitiveness through skill development
The Singapore retail industry is an important employer, where almost 75,000 people or
3.7% of the total Singapore are employed. In particular, is a key sector for the take-up of
new entrants to the workforce.
The retail industry is an important barometer of overall economic activity and social wellbeing.

Several other Skills Frameworks have either been developed or are currently under
development for various industry sectors including: Finance; INFOCOMM; Workplace Trainer;
and Employability Skills.
Ref: http://app.wda.gov.sg/
More recent developments have seen the establishment of The Singapore-Australia Free
Trade Agreement which became operational in July 2003. This agreement provides for
increased interaction between Australian and Singaporean exporters of services, particularly
education, environmental, telecommunications and professional services, placing an even
greater imperative on international recognition and benchmarking of the Singaporean
continuing and vocational education systems.4
At the same time, the Singapore Government is now pressing ahead with plans to develop
Singapore as an international ‘Education Hub’ with hopes to triple the number of foreign
students studying in Singapore to more than 100,000 within ten years.
Consistent with the expressed desire of both the Singapore government and Singapore
retailers to upgrade the skills needed to ensure high and sustainable levels of productivity,
optimum levels of employment, the ability to compete effectively in the global marketplace
and the provision of career opportunities.
In April 2004, following a worldwide tender, TAFE GLOBAL was engaged by the Singapore
Workforce Development Agency (WDA) to develop a coherent and comprehensive
Continuing Education and Training (CET) Retail Skills Framework and supporting
Qualifications and Curricula for approved providers in Singapore of retail education and
training.
Specifically, TAFE GLOBAL was required to:
•
•
•
•
•
•
•
•
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Develop a retail CET Skills Framework that identified a comprehensive set of
competencies at appropriate occupational levels applicable across the retail sector in
Singapore
Determine an agreed set of national retail qualifications based on the occupational
competency sets
Develop curriculum to support the delivery of the agreed retail qualifications
Conduct validation groups with a wide range of Singapore Retailers and Educational
Providers to ‘fine-tune’ the proposed Retail Skills Framework, Qualifications and
Curricula
Present the final product to a Singapore Retail Industry Skills and Training Council
(RISTC) for endorsement
Seek international endorsement for the endorsed retail qualifications
Provide advice on administration of the retail qualifications
Produce various supporting documentation and reports

http://www.dfat.gov.au/trade/negotiations/australia_singapore_agreement.html
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This Case Study will provide delegates with:
♦
♦
♦
♦
♦

An overview of the current Singapore education system and the significant
changes now underway, in particular the introduction of a National Continuing
Education and Training Framework (NCETF)
Insights into the significant drivers behind these changes, who is leading them
and the outcomes to date
Reasons why the Retail industry was chosen as the first industry sector to trial
the new CET system
Details of the new Retail Skills and Curriculum Framework developed by TAFE
GLOBAL for the Singapore Retail Sector
Lessons learned from undertaking the project
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From Eight-Track Tapes to Excel Spreadsheets:
Self Study of a New Professor
Journey to the Classroom
Teaching as a profession is something that I fell in to by accident. I was
finishing my Bachelor of Arts degree in African American Studies at Fordham
University in New York, while trying to decide on a graduate program, as well as
change my career. At the time, I was an entry level administrator making what I
believed to be a below average income. Through a colleague, I learned about the
Master of Science Degree in Adult Education and Human Resource
Development in the School of Graduate Education at Fordham University. I
envisioned obtaining the skills to become a higher education trainer, manager,
and leader. All of which was an outgrowth of my position in higher education
enrollment services (Bursar and Financial Aid). I would remain in higher
education, working with students and parents, while providing a service that was
meaningful for me and to others.
Instead, less than one year after my graduation I was standing before
fifteen eager adult students representing the “melting pot” of American society
waiting for me to enlighten them about computer technology. At least, that was
what I thought. I was nervous and frightened and could not believe that someone
allowed me to be in charge of a classroom—the ink was barely dry on my
diploma. I just got the textbooks a few weeks before class began, and had not
finished reading the material. All I thought was that they, the students, paid
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Westchester Community College (WCC) to learn and now what was I supposed
to do?
It was not my intention to stand before a classroom of eager learners.
Instead, I believed that my studies would strengthen my knowledge and skills
and make me a better higher education administrator. Nevertheless, this
reflection paper provides me with an opportunity to critically evaluate my teaching
skills and the journey I took to get into the classroom.

Computer Technology and the Influence of Video Games
on My Chosen Career
I normally teach a three credit course called Computer Information
Systems (CIS), which is an entry level course that most all freshmen take at
Westchester Community College in Valhalla, New York. The course is designed
to introduce students to the history of computer development, as well as,
software programs Microsoft Word, Microsoft PowerPoint, Microsoft Excel,
Microsoft ACCESS, Internet Explorer, Fundamentals to Computing, and File
Management. Every now and then I also teach individual continuing education
courses in Microsoft Word, Microsoft PowerPoint, Microsoft Excel, Internet
Explorer, Fundamentals to Computing, File Management and Keyboarding.
I teach computer technology courses because I enjoy what technology is
doing and is capable of doing for me and for others. There are so many things
that I take for granted in terms of technology even though I am from a generation
that owned eight track tapes and have seen the explosive growth of technology
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over the past thirty years. If you were born before 1970, then you know that eight
track tapes are obsolete, but were the best thing since sliced bread in the early
1970s. The tapes could not be rewound or fast forwarded—they played in one
direction and one direction only. Times have changed since then and today there
are young adults who have never seen an eight track tape or played a black wax
album. As the child of a baby boomer, I have mixed experiences about
technology that I enjoy sharing with others.
Technology for me is like the old twenty-five cents video games—Super
Ms. Pacman, Baby Pacman, and Centipede video games–I grew up playing in
the corner candy stores. It was fun and exciting and something that I believe was
no more complicated to learn than Atari or X-Box, the home video games that
you connect to a television. At the age of twelve, my goal was to get and
maintain the “high score” in the games that I played, and add my name to the list
of top scorers. With similar enthusiasm, today my goal is to share my excitement
of learning computers with others and continually improve and add to my
knowledge of technology. I encourage all of the students in my classes to
practice/play with computers and have fun with technology in an effort to remove
the fear of working on a computer.

Characteristics of Adult Learners
In February 2001, I took the knowledge I gained from my graduate studies
into my first classroom. Here, my own teaching and learning philosophy took
shape. But unlike the educators and researchers that put their philosophy to
work, I was fresh out of graduate school, extremely nervous, and not completely
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confident in my abilities. Faced with students who were much older than I
expected, my knowledge base shifted. I learned that adult learners bring to the
classroom a wealth of personal and professional knowledge and experiences.
Teaching adults, I discovered, was not the equivalent of writing on a blank page.
Some enroll in school to enrich their current knowledge by adding and enhancing
skills ranging anywhere from hobbies to taking courses to obtain a degree or
certificate. Studies show that adult learners rarely seek further education in
subjects that do not directly contribute to the betterment of their personal and/or
professional life. In other words, adults want to know “what can I do with this
knowledge now?” Most adults are more focused in their decisions, and as such
they are more likely to be focused in their course of study. Furthermore, Apps
(1991) suggest that adults possess deliberate reasons for learning with a set goal
in mind. Likewise, the students that I teach are primarily focused on furthering
their careers and/or securing a better job. Few adults have the time to focus on
learning that does not enhance their finances directly. Knowing this did not ease
my fear of teaching. It was not easy dealing with my perceived inadequacies, but
the skills I did possess helped me make it through my first semester without too
many emotional scars.
Each adult has different experiences and skills they bring to an
educational setting. These differences manifest in preferred learning styles,
motivation for learning, and the reaction to learning new material, to name just a
few. Galbraith and Apps (1998, 1991) note that these experiences influence
perception—how and what the learners do with new information, how they
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organize it, what information is kept and what is discarded. They show how new
information is related to previous information. So, when one of my students from
my fall 2004 CIS course expressed dissatisfaction with the online requirements of
the course, I realized that there was a disconnect between the student’s
expectations and my requirements.
Although it is debatable as to whether or not adults learn as quickly as
children, it is evident by the number of adults enrolled and graduating with
degrees or certificates in higher education, that they are well equipped to learn
new material. Convincing some adults of this fact is as important as the
curriculum and my teaching style. Without that confidence, I noticed in my
courses that students do not learn well or struggle with learning new material or
give up. I believe this is true of those adults who neglected to self assess
themselves and acknowledge their past accomplishments to weigh them with
their current academic goals. Their past successes could be used as a catalyst
for the required confidence and perseverance needed to excel in school. The
effect of experience on cognitive strategies is that the skills of executive control
are improved with practice; practice that may require years of refinement
(Galbraith 1998). In effect, it is not as important how quickly adults learn, but that
adults possess the skills to learn and comprehend and know that they have the
information and ability to learn.
Confidence in one’s self is just a portion of what is required to achieve
academic success. It is not always enough to have a lifetime of experiences to
get through a class—it is only one of the initial steps. Again, adult learners
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encompass various types of people and cannot be examined under the same
microscope. The style that a class is taught, be it lecture, seminar, or hands-on,
can effect how well a person does in a class. Once more, Apps (1991) notes that
adult learners are often quite unsure of themselves, particularly when they first
enroll in a course that may meet for several times over a period of weeks. Jerold
Apps’ assessment in connection to my experiences reinforces my desire to help
meet the needs of all of my students to better facilitate an appropriate learning
environment. Insecurity is one of the first issues that I attempt to help students to
resolve. If students are not convinced that they are supposed to be in my
classroom seeking a college degree with the pre-requisite knowledge that is
needed to reach their goals, they often do poorly, fail or drop my course. In
addition to slight or major anxiety from being in a classroom, some adults have to
contend with the limitations brought about by their age, health and personal
responsibilities.
As increasing numbers of older adults begin returning to school, I must be
aware of changes that occur in people as they age. This is particularly relevant in
the non-credit/continuing education computer courses that I teach at Westchester
Community College where I had students that could not see the computer screen
very well and/or did not have good hand-eye coordination, or possessed health
issues that made it difficult to maintain a steady hand while using a mouse.
Working with older adults, I spoke louder and slower and made larger visuals.
Although older adults may not learn as quickly as young people, like Apps
(1991), I know that they have a tremendous capacity for learning. The workshops
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that I taught about basic computer applications usually moved faster with
younger adults as compared to older adults. Yet, each group understood a
reasonable amount of material by the end of the computer workshop. The
students knew how to turn on and shut off a computer, launch applications,
create and print a document.
Essentially the characteristics of an adult learner vary by educational
acumen, prior experiences, and reasons for seeking further education. That is
why it is erroneous to speak of “the adult learner” as if there is a generic adult
that can represent all adults (Galbraith 1998). In the five years that I have studied
adult learner characteristics and taught adults, I have come to understand that I
have to do my best to design lessons that will best fit my students in my assigned
setting. In that way, I could reach and teach a wider audience, and attend to the
special needs of all of my students instead of a limited few.

Putting My Philosophy into Practice
Putting my teaching philosophy into practice was challenging because my
students were more dynamic than the research and field experiences that I
performed during my graduate studies. Little did I know that not everyone in my
CIS class was ready for the material or wanted to be a college student. In the
midst of the adults who wanted to learn were the slackers, the stressed and
depressed, undereducated or underemployed (i.e. stressed and depressed). I
know that there are all kinds of people in college, but the reality of having to
counsel, provide emotional support, advice, and teach the required curriculum
was an entirely different experience that I was not quite prepared to handle. In
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spite of my perceived or actual inadequacies, I had to find the words and actions
to best meet the needs of my students. Regardless of the challenges that I or any
one of my students faced, my ultimate goal was to have each student make
progress towards computer fluency, as well as develop or enhance my students
self confidence in their learning abilities.
In my first year of teaching, the most difficult year, I was distressed that
most of my students for various reasons were struggling with the course material.
I felt guilty—as if it was my fault that the students were not or could not do the
required work. However, after further reflection I later realized that my students
generally struggled because they did not practice using the computer beyond
what I did in the classroom, were hampered by the responsibilities of work and
family, did not own a computer or did not have reasonable access to a computer,
or were afraid of technology and/or machines.
Also challenging for some of the students was my teaching method. I had
recently graduated with a new philosophy on life and a contemporary view of
teaching and learning. I was intent on aiding my students in developing their own
sense of self worth, in terms of trusting their existing knowledge, and creating
independent learners and life-long learners. Yet all of my students regardless of
their background were accustomed to autocratic classrooms—one dimensional
teaching that allowed little room for self expression or the development of ideas
different from their teachers. The idea that they, the students, had influence on
class activities, assignments, and that I their teacher valued their opinions went
against their past experiences in a classroom. Moreover, the chances were
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strong that what I asked from them and the trust that I placed in their hands were
new since most of my students were first time freshman. Though I have been
formally teaching for four years, I am still challenged with students that want me
to tell them what to do, how to do it, what to study, and then give them a test to
evaluate them. Whereas I want them to tell me what they know, what they
learned, what was practical, if any, about the material, and how they would use it
or change it in the future. I want them to acquire and own their new knowledge.
Tests of memory direct learners towards strategies of verbatim retention and
away from the attempt to assimilate and interpret – after all, the sense you make
of something might be different from the sense your lecturer intended you to
make and you will lose marks as a result (Claxton, 1999). I wanted my students
to focus on merging their pre-existing knowledge with that of the computer
technology discussed and practiced in class to form a personal understanding
and new knowledge that they could use outside of the classroom, as well as
habits that would make them life long learners.

Self Assessment and Student Results
In fall 2001, in an effort to inform my teaching practice, I did a mid course
evaluation asking nine students if they believed that they were learning, what
they liked best and least about the course, what changes they would make and
what type of final grade they deserved. The mid course evaluation was adapted
from a mid course evaluation created by Dr. Carmelita Blake, a professor at New
York University. While many students had incomplete assignments due or failed
a quiz, all felt that they were making progress. A few comments:
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“I see myself acquiring lots of theoretical knowledge regarding
computers in general. This course is helping me to get familiar with
some ramifications of computers. I have used computers for typing
without knowing about the features. The homework is helping me to
develop more skills with the use of the system components—at
least the aspects of we have covered so far in this class”
“I’ve learned a little on how computers work, but there’s so much to
know it’s a bit overwhelming to me so I find it hard to remember it
all.”
“I have improve[d] my overall knowledge of computers.”
Some students expressed the difficulty completing work outside of the classroom
because of work, family, and/or time management, which is not uncommon. In
explaining their challenges, some students stated,
“Just the fact that I couldn’t get the workbook software, [it] was a bit
hard to complete the homework.
“Basically, lack of time.”
“My main difficulty is time. I have to relearn how to budget time from
my old college days with work, and social [life] and school."
And as always, there was a student who did not like my teaching skills
who said,
“Yes, we don’t really have stuff explained to us it’s just given,
there’s no real lectures. I’ve talk[ed] to other people taking this
course and they tell me their teacher never stops talking.”
I considered both the positive comments and the negative comments
while self assessing my abilities and the outcomes from my course. The
mid course evaluations revealed that
1) I was being too critical about my teaching skills.
2) There are limits to what I can do and to what students will achieve if a
student cannot acquire the course materials or organize their time.
3) I may be compared to other professors.
4) Everyone will not like how I teach.
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Nevertheless, I was interested in finding ways to assist everyone in the
learning process. It was a lot to juggle—lesson planning, activities, and personal
counseling. Through it all, I learned that there is no reason to offer extra credit
assignments to students who have not turned in any work, adults will cheat on an
exam, and resolving domestic violence disputes are more important than how
one does on a final exam. I also learned that struggling students who are making
progress may give up without seeking my support or my advice. The lessons I
learned came into fruition only after I reflected on my first semester as a teacher.
The challenges in my first semester, at times, caused me to regress and teach
authoritatively. I must admit that there is a level of security, though false, knowing
that adult students, like children, will hesitate to challenge or question an
authoritative figure. I am sure there are seasoned educators that deny they take
such a posture or disposition in the classroom. Self evaluation and reflection
served to redirect my personal fears about my teaching skills and to use it as a
tool to assess my classroom performance and management. It helped me is to
share my challenges with my students so that I could learn from them what
worked for them and apply the information to future courses. Needless to say I
have something new and or revised every semester. I dealt with my
shortcomings as an educator and as a person. Falling back and teaching the way
I was taught—authoritatively instead of interactively, could not and did not
continue. Moreover, I came to the realization that I could not meet all of the
emotional or educational needs of all of my students in or outside of the
classroom.

Self Study 13
Certain personal responsibilities prevented me from teaching CIS in 2002,
but I taught several non-credit computer courses that I was able to fit into my
schedule. The courses, such as Fundamentals to Computing, Keyboarding, and
Introduction to Microsoft Word allowed me to continue to connect with adults and
further hone my teaching skills. During 2003 I taught three CIS courses, one
each in the spring, summer and fall. Altogether, I taught forty-six students in CIS
whose final grades were above average. I used the assessments, student and
self, to reconstruct my syllabi and teaching by offering less written tests, which
were made up of true and false, multiple choice, matching and short answers. I
replaced them with exams that evaluated computer application skills, written
papers or essays, and quizzes that required short answers. In fall 2003 I gave
my students a mid-semester evaluation to determine how they were handling the
material and asked them what they liked about the course and what things they
would change. Overall, the responses were positive and I was satisfied with their
comprehension, although some student grades were not as high as I would have
liked. A few comments:
“In my opinion the class is good, the topics are excellent and we
really need to know the programs we are learning.”
“Changes that I would like to see includes more time spent on lab
work, due to the fact that homework takes up a lot of time. I think
that more hands on practice in the lab will decrease the amount of
time that I spend doing homework”
“Up to this point in this class I wouldn’t change anything in my
opinion. What I would keep the same is the PowerPoint and Excel.
When it was first taught to me I found it to be very hard, but after
doing the hands-on-exercises it help[ed] me out a lot”
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“Your instructions are timely and right to the point. The midterm
project has helped me to overcome my fear of large writing
assignments. I want to pursue my BBA/MBA in accounting and I
know that will consist of a lot of writing projects.”
Most of the comments were quite glowing, but they all came before I taught
Microsoft ACCESS, a database management program, which seems to be the
bane of the existence for just about every student in a computer class. The
methods I used to change my teaching and assessment were gradually made. It
was not until fall 2004 that I completely revised my method of evaluating student
progress. I always seek to find methods to better assess my students and
improve upon the assessments used to evaluate student skill and
comprehension.
Another method that
I use to evaluate my

Figure 1
Student Assessment
Term

Students

Average
Score

High
Score

Lowest
Score

Class Average
(My Grade)
D

effectiveness is to review

Spring 2005

9

66%

95%

24%

Fall 2004

21

71%

98%

11%

C

the average grades that my

Fall 2004

17

77%

96%

29%

C+

Spring 2004

8

76%

96%

42%

C+

students receive on

Spring 2004

16

75%

96%

38%

C+

Fall 2003

17

75%

90%

35%

C+

Summer 2003

9

74%

97%

36%

C

Spring 2003

20

83%

94%

58%

B

Fall 2001

14

73%

99%

52%

C

Cumulative Averages

75%

95%

36%

C+

assignments and at the end
of the term. In this way, I

get a quantitative analysis of my teaching abilities in CIS. Based on student
performance, the data revealed that I am a competent teacher—calculating my
grade as a C+ (see figure 1). The grade does not take into consideration non
academic situations that effect student performance, but I believe that the overall
average grade of students provides me with something to reflect upon to improve
my future performance in the classroom and student achievement.
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Since my initial semester

Figure 2
Student In-Class Evaluation
Fall 2004

teaching, I redesigned my
personal evaluations—basing it
directly on the course
objectives, where I asked
students to provide answers on
a scale from one (strongly
disagree) through five (strongly
agree). I believed that adding
the objectives to the
evaluations and giving the
evaluations towards the end of
the term, would give me a
clearer understanding about

Description
Understand the basic components and
functions of the system unit, input and
output devices, storage devices and
what their measurements are
Understand the role of system software,
to describe the major functions of the
operating system and to describe the
strengths and weaknesses of popular
operating systems
Understand the Characteristics of a
computerized information system,
describe the major types of information
systems and how they are used in
organizations.
Understand and be able to discuss
current and emerging computer
technologies as presented in the media
today
Make use of the World Wide Web for
research and as a learning tool
Use Word, a word processing
application, to create, edit and print
professional papers
Create, edit and print professional
spreadsheets offering business
solutions to standard problems using
Excel
Collect, collate and manipulate data
using Access, a professional database
application, to provide business
information from collected input
Plan, create and edit professional
presentations using PowerPoint

Strongly
disagree
1
2

8%

Somewhat
Agree
3
4

N=12
Strongly
Agree
5

42%

8%

50%

50%

17%

33%

9%

27%

45%

18%

8%

33%

33%

25%

8%

33%

58%

33%

67%

17%

8%

17%

50%

8%

33%

17%

42%

8%

33%

58%

what I needed to do to better facilitate learning. After I reviewed the data from the
assessments, class participation, and exams I began teaching PowerPoint after I
completed teaching Word by class four or five which gave me more time to teach
ACCESS—the most difficult application after Excel that students had trouble
grasping. I found that with more time spent on ACCESS students acquired a
better understanding of how to create and use a database created with the
application. Figure 2 shows that students in my fall 2004 class generally agreed
that they made progress towards meeting the course objectives and 59% of the
students rated their understanding of ACCESS with a 4 or 5.
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WCC evaluates faculty with student evaluations. Students are asked to
complete twenty-five questions—fifteen that are directly related to teacher
instruction. The evaluations provided students with the opportunity to evaluate
my classroom performance without the fear of reprisal. The evaluations are
conducted by a student, placed in a sealed envelop, and forwarded to the
Westchester Community College Computer Information System’s Department
Chair and Adjunct Coordinator. In four CIS courses, student rated me as
followed:
Fall 2004
Instructor Evaluation
Reference # 9093
Has motivated me to do my best work
Is knowledgeable in his/her subject area
Takes an active interest in the progress of
his/her students
Is clear and understandable in his/her
explanations
Makes good use of examples and illustrations
Is available for out-of-class conference
Uses class time effectively
Seems receptive to comments about the way
the course is taught
Is sensitive to response of the class,
encourages student participation and
welcomes questions and discussions
Is enthusiastic about teaching
Presents all sides of controversial issues
Is well prepared for each class section
Clearly states the objectives of this course up
to this point
Has accomplished the objectives of this
course up to this point
Has increased my interest in the subject
Would recommend the instructor of the course
to other students: A=Yes, without reservations,
B=Yes, C=Not sure, D=No

Seven Week Intensive (four hours, twice weekly, for seven weeks)
E=Does
A=Always
B=Frequently
C=Sometimes
D=Never
not apply
67%
27%
7%
67%
33%

Fall 2004
N=
15
15

73%

20%

7%

15

53%
43%
80%
60%

20%
36%
20%
33%

27%
21%
7%

15
14
15
15

87%

7%

7%

15

80%
93%
53%
53%

13%
7%
13%
33%

7%
27%
13%

15
15
15
15

60%

33%

7%

15

79%
80%

14%
20%

7%

14
15

60%

27%

13%

15
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Instructor Evaluation

Fall 2004

Reference # 8076
Has motivated me to do my best work

A=Always
60%

B=Frequently
20%

C=Sometimes
7%

73%

20%

7%

73%

7%

13%

64%
60%
60%
60%

21%
20%
20%
27%

14%
13%

60%

Is knowledgeable in his/her subject area
Takes an active interest in the progress of
his/her students
Is clear and understandable in his/her
explanations
Makes good use of examples and illustrations
Is available for out-of-class conference
Uses class time effectively
Seems receptive to comments about the way the
course is taught
Is sensitive to response of the class, encourages
student participation and welcomes questions
and discussions
Is enthusiastic about teaching
Presents all sides of controversial issues
Is well prepared for each class section
Clearly states the objectives of this course up to
this point
Has accomplished the objectives of this course
up to this point
Has increased my interest in the subject
Would recommend the instructor of the course to
other students: A=Yes, without reservations,
B=Yes, C=Not sure, D=No

D=Never
13%

E=Does not
apply

N=
15
15

7%

15

7%

7%
13%
7%

14
15
15
15

27%

7%

7%

80%
60%
33%
60%

7%
27%
47%
27%

7%
7%
7%

7%
7%
13%
7%

67%

20%

13%

60%
60%

20%
33%

7%

13%
7%

15
15

60%

27%

7%

7%

15

7%

15

7%

15
15
15
15
15

Spring 2004
Instructor Evaluation
Reference # 7417
Has motivated me to do my best work
Is knowledgeable in his/her subject area
Takes an active interest in the progress of
his/her students
Is clear and understandable in his/her
explanations
Makes good use of examples and
illustrations
Is available for out-of-class conference
Uses class time effectively
Seems receptive to comments about the
way the course is taught
Is sensitive to response of the class,
encourages student participation and
welcomes questions and discussions
Is enthusiastic about teaching
Presents all sides of controversial issues
Is well prepared for each class section
Clearly states the objectives of this course
up to this point
Has accomplished the objectives of this
course up to this point
Has increased my interest in the subject
Would recommend the instructor of the
course to other students: A=Yes, without
reservations, B=Yes, C=Not sure, D=No

Spring 2004
C=Sometimes
18%

D=Never
9%

E=Does
not apply

A=Always
18%

B=Frequently
55%

55%

36%

36%

45%

18%

11

18%

64%

18%

11

36%
73%
36%

36%
18%
45%

27%
9%
18%

11
11
11

36%

45%

50%
27%
27%
27%

40%
64%
55%
64%

10%
9%
9%
9%

40%

50%

10%

36%
27%

27%
18%

27%
36%

36%

55%

9%

9%

9%

9%

N=
11
11

11
10
11
11
11
10

9%
9%
9%

9%

11
11
11
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Instructor Evaluation

Spring 2004

Reference # 7420
Has motivated me to do my best work

A=Always
50%

B=Frequently
17%

Is knowledgeable in his/her subject area

50%

50%

Takes an active interest in the progress of his/her students

67%

Is clear and understandable in his/her explanations

67%

Makes good use of examples and illustrations

50%

Is available for out-of-class conference

83%

Uses class time effectively
Seems receptive to comments about the way the course is
taught

67%

C=Sometimes
33%

D=Never

E=Does
not apply

N=
6
6

33%

6

33%

6

17%

6

17%

6

17%

17%

6

60%

20%

20%

5

Is sensitive to response of the class, encourages student
participation and welcomes questions and discussions

50%

50%

Is enthusiastic about teaching

67%

17%

17%

6

Presents all sides of controversial issues

60%

20%

20%

5

33%

6

Is well prepared for each class section

60%

40%

5

Clearly states the objectives of this course up to this point
Has accomplished the objectives of this course up to this
point

83%

17%

6

80%

20%

5

Has increased my interest in the subject
Would recommend the instructor of the course to other
students: A=Yes, without reservations, B=Yes, C=Not sure,
D=No

67%

33%

6

100%

1

Based on the above evaluations—two from spring 2004 and two from fall
2004, the majority of the students were satisfied that I always or frequently met
their academic needs. I was pleased that the majority of my students believed
that they received adequate instruction in the course. Students in the fall 2004
courses gave a higher assessment than the students in the spring 2004 courses.
In spring 2004 I implemented group assignments, a research paper, and required
all of the students to post their homework on the Internet through WebCT, an
electronic tool that supports e-learning and distance learning. These changes
were new and the procedures were not perfected. The various assessments
enabled me to make some key changes to my syllabi and instruction to increase
the number of positive student outcomes. I provided students with additional
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foundation materials for writing a research paper, using the Internet, and I
clarified my expectations for the course. The modifications improved student
performance and was reflected in the student evaluations.
Teaching still is a little sticky from time to time. My most recent semester,
spring 2005 was not so great. Out of thirteen students, two students dropped the
course, two students failed, and
two students received an
incomplete. Moreover, the
average grade in the course
factored out to be 66% or a D.
Interestingly, the students found
my teaching generally effective
according to the data that I
collected.
Despite the fact that
some students’ feeling about
the course did not always
coincide with their grade, I used

Spring 2005
Student In-Class Evaluation
Strongly
disagree
Description
1
2
Understand the basic components and
functions of the system unit, input and
output devices, storage devices and what
their measurements are
Understand the role of system software, to
describe the major functions of the
operating system and to describe the
strengths and weaknesses of popular
operating systems
Understand the Characteristics of a
computerized information system,
describe the major types of information
systems and how they are used in
organizations.
Understand and be able to discuss current
and emerging computer technologies as
presented in the media today
Make use of the World Wide Web for
research and as a learning tool
Use Word, a word processing application,
to create, edit and print professional
papers
Create, edit and print professional
spreadsheets offering business solutions
to standard problems using Excel
Collect, collate and manipulate data using
Access, a professional database
application, to provide business
information from collected input
Plan, create and edit professional
presentations using PowerPoint

N=7
Somewhat
Agree
3
4

Strongly
Agree
5

14%

29%

57%

14%

29%

57%

14%

57%

29%

50%

33%

17%
100%

50%

14%

86%

29%

71%

33%

17%
100%

my professional judgment, student comments, overall performance and progress
to gauge my competency as a teacher and facilitator.

Conclusion
It has been nearly thirty years since I saw or heard an eight track tape.
The growth in technology made eight track tapes and many other gadgets
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obsolete or impractical. Like technology, teaching has taught me that change is a
good thing. The first time I taught formerly, was over three years ago. In the
beginning, I could not understand how someone gave me a class without first
checking if I could do what I said that I could do. I felt like an imposter, about to
do a disservice to paying students. I did not do so badly. I was far from great, but
nowhere near incompetent. I have since used my classroom experiences to
improve my delivery and organization of materials, and to grow professionally
and personally. I can more soundly practice what I preach—moving away from
rote drilling techniques, which I used to compensate for my inexperience, to a
more developmental and self-directed learner approach.
I came a long way from the corner candy store playing Super Ms.
Pacman, graduate school, and my first experience teaching adults. There is still
much that I could learn but through my reflections and student feedback, I know
that I have grown professionally and personally as an educator. But more
importantly, I have witnessed a positive transformation in many of the students
that sat in my classroom, and that is why I have continued to return to the
classroom. Like the arcade that I sometimes visit to revel in the excitement and
rush of a video game, teaching excites me.
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were obtained, explaining 63% of the variance in seven iterations. These factors
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Abstract
In addition to ensuring academic success, teachers’ responsibilities include behavior
management and socialization of their students. A common source of behavior problems
teachers regularly encounter is aggression in the form of bullying. To enable them to
effectively manage these behaviors, support in the form of pre-service training is
required. This paper presents background information about the nature of bullying,
followed by an examination of pre-service teachers’ needs for more knowledge, skills and
confidence to deal with bullying. Finally, suggestions for how teacher preparation
programs can provide training on bullying are provided.

4th Annual Hawaii International Conference on Education, January 6-9, 2006
Proceedings Submission
Submitted: October 16, 2005

1) Title of the Submission: The Need for Multiple Data Points in Psycho-educational
Assessments
2) Name(s) of the Author(s): Kerry B. Bernes
3) Affiliation(s) of the Author(s): Faculty of Education, University of Lethbridge
4) Address(es) of the Author(s):
Dr. Kerry Bernes
85 Mt. Rundle Blvd. West
Lethbridge, Alberta, Canada
T1K 7J2
5) Email address(es) of the Author(s): kerry.bernes@uleth.ca
The Need for Multiple Data Points in Psycho-educational Assessments
Abstract
Ethically, school psychologists are increasingly being warned not to conduct psychoeducational assessments and make student placement decisions without adequate test data
to support their conclusions. This presentation will discuss the ethical and practical
implications of providing inadequate psycho-educational assessments. A case study will
be used to emphasize the need for multiple data points when conducting psycheducational assessments. This session will be of interest to counselors and counselor
educators interested in conducting ethical and competent psycho-educational
assessments.
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PRESENTATION ABSTRACT

This presentation features kindergarten children in a Dual-Language (Spanish-English)
Immersion program in Sacramento, CA doing yoga. As part of their English Language
Development curriculum, the children learn about the concepts of breathing, balance, and
strength as elements of practicing yoga. Moreover, they learn about the unique
characteristics of different animals through yoga poses and by analyzing these
characteristics in terms of how the animals breathe and the extent of their balance and
strength. In addition, the children’s ability to differentiate between reality and fantasy are
enhanced by their participation in transforming themselves into “real” animals (e.g.
snake, gorilla, dog, etc.) and “make-believe” animals (e.g. unicorn, dragon, etc.).
Assessment of the children’s understanding of the above content is based on their
discourses regarding the attributes that they associate with each animal.
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This presentation explores the relationship between language and cultural beliefs as it is
manifested in communicative interactions between adults and children. The language
socialization approach is discussed as a tool for early childhood education teachers to
examine how cultural values are reflected in children and adults’ discourses. Participants
of the workshop will be introduced to the growing literature on child language
socialization. They will also have the opportunity to analyze video segments of adultchild communicative interactions while applying the language socialization approach.
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Homeless Children in the United States: Celebrating the Resilience of Children
Introduction
The purpose of this article is to provide information for teachers and students
about three significant migrations of homeless children in the United States. Information
and resources for instruction are included in this text. Homeless children are not a new
phenomenon in the United States. Our history is replete with stories of resilient children
from many cultural backgrounds who have demonstrated remarkable courage and
strength during difficult and frightening conditions.
The topics of homelessness and the resilience of children are relevant for students
in our schools today. Learning about children's experiences in the past will help students
in the present to overcome the challenges they encounter at school and in the community.
History becomes meaningful to students when they have the opportunity to learn about
events from the perspectives of other children. The goal of this activity is to help students
understand the experiences of diverse groups of children within the contexts of historical
events.
This article focuses on three significant, but often overlooked, migrations of
children. The first migration was the Underground Railroad, the escape of AfricanAmerican slave children and their families from the horrific conditions of slavery in the
South to the free states in the North and Canada. The second migration was the Orphan
Train Riders, the relocation of orphaned and abandoned children from large cities in the
North and East Coast to rural communities in the Mid-West and other states. The third
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migration was the One Thousand Children, the relocation of more than one thousand
Jewish children during the Holocaust. These children were sent from their homes in
Europe to Jewish foster homes in the United States.
The goals of these three migrations were to protect the children, ensure their
safety, rescue them from unbearable conditions and possible death, and to provide a
better life for them. The children of these three migrations demonstrated remarkable
courage, strength and resilience. Whether they were slaves, orphans, or living in a wartorn country, they were the victims of circumstances created by other people and by
desperate social conditions. The children in these migrations faced uncertain futures and
unknown challenges, but they proved that they were survivors.
Instruction
Teaching and learning about the history and experiences of these homeless
children can be accomplished through the use of graphic organizers, historical
background summaries, web sites, and bibliographies. Five graphic organizers are
provided at the end of this article. There is one for each migration group (total = 3), one
for all three groups together, and one that is completed (teacher's answer key). It is
suggested that each migration is studied separately, the graphic organizers completed and
then comparisons be made across all three migrations.
By using the graphic organizers and information, students can look for similarities
and differences in the three migrations. They can record the time periods, number of
children involved, location(s), causes and consequences, organizations that supported the
migrations, the people involved, primary sources, modes of transportation, themes and
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goals. The graphic organizers provide a method for collecting and recording information,
which can be used for additional instructional activities.
Students can also compare their lives to the lives of the children in the migrations.
The focus of this topic is the resilience of children under unbearable conditions. The
children in these three migration periods were able to overcome obstacles and challenges
in order to survive. In each circumstance, many children were separated from their
families. Often, family members were lost forever. Yet, many of the children were
rescued and cared for by strangers.
Thematic Strands
The thematic strands from the national standards addressed in this article include:
Culture; Time, Continuity and Change; and Individual Development and Identity.
Reoccurring themes for all three of the migration periods are: hardship, struggle,
loneliness, fear, an unknown future, dependence upon the kindness of strangers, strength,
determination, courage and the resilience of children. The information in this article can
be adapted for use in several grade levels. United States history is taught in the Fifth and
Eighth Grades, so it would be appropriate to learn about these migrations in those grade
levels. The study of these migrations can also relate to the topics of family, types of
families, adoption, foster care, charitable organizations, communities, people who make a
difference, meeting ordinary and extraordinary people, cultural diversity, and linking the
past to the present.
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Historical Background
The Underground Railroad
The Underground Railroad was a network to assist African-American slaves to
escape from bondage in the South. This volunteer organization helped thousands of
people to reach freedom. It was a clandestine operation that began during the colonial
period and reached its peak from 1830 to 1865. In the decade before the Civil War, it is
estimated that the Underground Railroad was responsible for helping approximately
70,000 African- Americans escape from slavery.
The escape routes were a vast network of paths and roads, through swamps and
over mountains, along and across rivers and by sea, including stations, homes and
archeological sites. Some of these routes originated in the South, intertwined throughout
the North and ended in Canada. Other routes extended into western territories, Mexico
and the Caribbean.
The transportation of slaves had to be done under very secret conditions. The
transport worked much like a railroad. Once a slave escaped and managed to make
contact with sympathizers, he or she became a part of the underground railroad and
would hopefully be transported to freedom.
Similar to an actual railroad, the act of transporting the escaped slaves
incorporated all the terms used during a railroad journey. The routes from safe-house to
safe-house (houses where fugitive slaves were) were called 'lines'. Stopping places were
called 'stations'. Those who aided fugitive slaves were known as 'conductors'. In order to
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keep terms as clandestine as possible, the fugitive slaves were known as 'packages' or
'freight'.
The average distance needed to be covered by a newly escaped slave in order to
arrive at a 'station' was anywhere from 10 to 15 miles, but the distance shortened
considerably the further north one got. At the 'stations', the weary slaves were given food,
rest, and a change of clothing.
Information about sites and routes was kept secret or not widely distributed.
Secret codes used railroad language to inform the escaping slaves about safe passage.
Black and White "conductors" risked their lives to escort the escaping slaves to freedom.
After slavery was abolished, the story of the Underground Railroad was kept alive by oral
tradition and written works, including personal accounts and historic documents.
One of the most famous "conductors" on the Underground Railroad was Harriet
Tubman. During one ten-year period, she made 19 trips to the South and escorted over
300 slaves to freedom. By 1856, there was a $40,000. reward for her capture. By 1860,
she had made the trip to freedom 19 times. During the Civil War, she was a cook, a nurse
and a spy.
Web sites:
www.42explore.com/undergrd.htm
www.cr.nps.gov/nr/travel/underground/detailedroutes.htm
www.history.rochester.edu/class/ugrr/home.html
www.pbs.org/wgbh/aia/part4/4p2944.html
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www.education.ucdavis.edu/NEW/STC/lesson/socstud/railraod/Map.htm
www.afgen.com/underground_railroad.html
www.co-nect.net/Schools/Railroad
Bibliography:
www.falcon.jmu.edu/~ramseyil/mulafro.htm
www.bluffton.edu/lionlamb/biblio/africanamerican/
www.als.lib.wi.us/AACList.html
The Orphan Train Riders
During the nineteenth century, there were many events and social conditions
contributing to large numbers of homeless children living in cities on the East Coast. The
children were orphaned or had been abandoned by their families. They lived on the
streets by eating discarded scraps of food and garbage, selling matches and rags, working
and begging. Some of the children joined gangs. The living conditions of these children
were shocking and deplorable. Large numbers of babies were left to die and others were
starved to death because of the extreme poverty. Orphanages were full of neglected
children. It was estimated that in 1854, there were approximately 34,000 homeless
children in New York City.
At this time, many children had lost their parents to illness, disease, and
alcoholism. Rural families had moved to the city expecting employment, but they were
often unable to find jobs. There had been several large waves of immigration from
Europe, but many of the new arrivals were unable to find employment. They were
destitute and impoverished by their unfortunate circumstances. At that time, there were
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no antibiotics, health insurance, labor unions or sick leave. Many of the jobs were
dangerous, so there were many accidents.
In 1853, Charles Loring Brace, a Methodist minister, visited New York and
observed the plight of these children. In response to the conditions, he founded the
Children's Aid Society of New York. This group sent homeless orphan children on trains
across the United States. The goal was to find homes for these abandoned children.
Agencies assisted in "placing-out" children with families. They placed
announcements in local newspapers and flyers to inform citizens about the arrival of the
orphan trains. Upon arrival at the train stations, children were viewed and chosen by
adults. The agent and the family signed a contract. Agents traveled on the trains with the
children to supervise their safe arrival and meetings with the new families. The trains
delivered children to almost every state in the union.
In the 1850's the railroad industry in America encouraged people to move West so
they would have a market for goods hauled by rail. Free lands and other incentives were
offered in advertisements. The railroads offered reduced fares to the Children's Aid
Society to transport the orphans across the United States.
After the Emancipation Proclamation, many farmers in the South no longer had
slaves, so they needed laborers. Some viewed the opportunity to adopt an orphan as a
way to find someone to work on the farm. Others embraced the children and treated them
as family members. Orphans had different types of experiences with their adoptive
families.

7

The Orphan Train movement lasted from 1853 to 1930. More than 150,000
children were placed on trains and sent to live with families across the United States. For
some children, it was a positive experience because they found a home and a family.
Some children were treated like indentured servants until they became of age. Other
children were exploited and abused by their foster families. There are an estimated two
million descendants of the Orphan Train Riders living today.
Records and official paperwork contain inconsistencies and errors because there
was such a large number of orphans. The names of the children were often changed by
their new families, so there was confusion about their identity. Letters from the orphans,
paperwork and records have been saved from this period of history.
Several other organizations were founded after the Children's Aid Society to help
orphaned and abandoned children. Some of these were: the New York Foundling
Hospital, the New England Home of Little Wanderers, the New York Juvenile Asylum,
the Chicago Home Society, the Minnesota Home Society, and the Salvation Army.
Welfare and Child protection Laws did not exist. Children had no rights. Similar
programs developed in Canada, Australia, England and New Zealand.
Web sites:
www.orphantrainriders.com
Bibliography:
www.orphantrainriders.com
Video:
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PBS Home Video (1995). The Orphan Trains. The American Experience.
Amex 904. Color. 60 minutes.
One Thousand Children (OTC)
Between 1934-1945, more than one thousand Jewish children from the ages of
fourteen months to sixteen years old, were rescued from Europe and sent to the United
States. During this time, millions of Jews were threatened, harassed, captured and killed
in Germany and Nazi-occupied countries in Europe. Some Jewish parents sent their
children to the United States for safety and planned to follow their children soon
afterwards. However, many of those parents were killed during the Holocaust. The
children migrated across Europe to the coast, immigrated to the United States and
migrated to Jewish foster homes across the United States. Many of the children were so
young, they did not realize they were originally from Europe, had fled from Europe to the
United States, and were adopted in the United States.
The transport and relocation of these Jewish children was accomplished by
donations and by hundreds of volunteers. More than one thousand children traveled to
safety on this "underground railroad" across three continents and two oceans.
Until recently, information about the rescue of these children has not been
available. It is not mentioned in Holocaust literature, in Holocaust museums or in
textbooks. In 2000, Iris Posner founded One Thousand Children (OTC) a non-profit
organization to document the lives and experiences of these children, create and maintain
a database, sponsor reunions, and educate others about this group.
Web sites:
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www.onethousandchildren.org
www.annefrank.com (Anne Frank Center)
www.uen.org/utahlink/1p_res/AnneFrank.html
www.curry.edschool.virginia.edu/go/edis771/98webquests/students/skellybull/understand
ing_Anne_Frank2.htm
www.ushmm.org/museum (United States Holocaust Museum)
www.iearn.org/
Bibliography:
Jason, Philip K., Ph.D. and Posner, Iris (Eds.) (2004) Don't Wave Goodbye: The
Children's Flight from Nazi Persecution to American Freedom. Greenwood
Publishing Group. Praeger. 1-800-225-5800. ISBN 0-275-98229-7.
Graphic Organizers
Five graphic organizers accompany this text.
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Introduction
In today’s increasingly global and interactive environment, individuals
from many starkly different backgrounds are coming together on both
professional and personal levels. As such, it is expected that people who will
work for any number of industries must have certain skills when interacting
with others who are different from themselves, and the most effective way of
acquiring these skills is through experience. Therefore, in higher education, it
has become necessary to train graduates in an environment that includes
people from a wide variety of cultures and backgrounds, which is diversity.
According to Cox, (2001) diversity is a variation of social and cultural identities
among people existing together in a defined stetting. For the instance of higher
education, this includes fostering an environment of access and success for
underrepresented populations, developing a campus climate that is friendly to
inter-group relations, providing a scholastic and educational environment for
all persons involved, and create institutional viability for the creation of a
diverse and friendly atmosphere.
American colleges and universities currently enroll and employ
unprecedented numbers and proportions of racial minorities, yet these
numbers continue to lag behind national population averages. At most public
institutions, Hispanics may only account for 5% of the student population and
African Americans account for 6% (Renner, 2004). This is particularly
devastating as these numbers actually decrease when looking and staff and
faculty in higher education. As Russell & Fairweather stated in Leonard,
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Horvat & Riley-Tillman, “African Americans comprise 12% of the U.S.
population, but only 4% of the post secondary faculty, and an even smaller
fraction in four-year colleges and those with predominantly white students,”
(3). This statistic alone raises many questions in the eyes of these researchers:
where are the minority graduate degree holders going? And, more importantly,
what can higher education do to recruit and retain these individuals? But not
all is lost, as the average white student knows at least to African Americans
according to Chang (2000).
Higher education has, for a long time, been viewed as the trendsetter of
the nation, particularly in regards to issues of access and diversity. Since
“diversity, social justice and higher education are profoundly linked to the
survival and well-being of democracy,” (Smith& Schonfeld, 2000, 16) then the
only conclusion is that higher education must address issues of diversity and
access and ford the struggle to achieve sufficient levels of diversity as
proscribed by the overall population. As Mitchell Chang (2004) stated,
“colleges and universities are in an auspicious position to resolve racial
animosity and improve racial circumstances, both within their institutions and
beyond the campus,” (1). As such, it lies on the shoulders of faculty, staff and
administration at educational institutions all over the nation to not only foster
an environment that encourages collaboration and acceptance of differences,
but also to give students the opportunity to experience a wide variety of
opportunities for growth in this area. One method for achieving this goal, and
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arguably the most effective method, is creating a more diverse faculty and staff
representation.
Review of Literature
As has been stated earlier, it is the responsibility of higher education to
not only provide an environment that is accessible to all and fosters acceptance
of difference, but also to prepare its graduates for a very diverse work
environment where skills of intercultural communication and sensitivity are
currency. As means of providing this service, institutions of higher education
must develop a more diverse environment, including a faculty and staff
population that at least matches the proportions of American society as a
whole. Although there have been significant improvements over time, there is
still an enormous issue to solve in the discussion of diversity. White males
continue to hold a majority of tenure-track faculty positions in institutions
nation wide, while minorities and women fill very few.
Internal and external pressures continue to influence universities and
other educational institutions to become more diverse. Astin, Antonio, Cress, &
Astin emphasized this notion when they stated, “Despite years of affirmative
action policies, faculty of color continue to be underrepresented in higher
education” (as cited in Smith, et al., 2004). Institutions constantly struggle to
increase the diversity of their student populace, but face an even bigger uphill
battle with the issue of faculty and staff diversity. By having a presence of
diverse faculty, students of color can then presume that the program or
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institution is showing a commitment to diversity. By diversifying
administration, this will increase the diversity of the student population.
Additionally, the lack of diversity in higher educational teaching staff is
problematic because of the impact it has on the student population. According
to Illinois State Board of Education, “Minority and female faculty are more
likely to use various modes of teaching, particularly interactive teaching
strategies, and they are, therefore, often more successful in tapping into
students’ different learning styles and engaging student interest (5).” This is
particularly important when educating a wide variety of students from very
diverse backgrounds. A diverse faculty helps in the creation of a warm and
welcoming campus climate, which is particularly attractive to
underrepresented students as this type of climate offers more opportunities for
involvement and the development of mentoring relationships and role models
(Opportunities, 2003).
It is obvious that in order to diversify the faculty, efforts must begin with
the search process. From the position posting to the actual interviews, the
processes must be altered in order to more fairly attract candidates of varied
ethnic backgrounds. Turner and Myers (as cited in Smith, et al., 2004) suggest
that the absence of aggressive hiring strategies may contribute to the underrepresentation of faculty of color. Many believe that much of the hiring policies
and power comes from the department itself. Heads of departments develop key
qualities they are seeking from the candidates, as well as the recruiting venues.
One way they could change the process is by “…maintaining a stronger
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institutional commitment to diversity, urging faculty to become involved in
programs that address diversity issues, and strengthening the support for
scholars of color who are prepared to enter the faculty ranks” (as cited in
Smith, et al. 2004, 137). This would in turn allow staff members to become
more aware and knowledgeable of diversity in their realm of academia,
empowering them to be more open to diversifying their team.
There are several strategies to increasing minority employment
mentioned in Quezada’s article “The Absence of Diversity in the Academy:
Faculty of Color in Educational Administration Programs.” These strategies are
thought to enhance the recruitment of faculty of color in educational
administration by developing more marketing strategies focused on
underrepresented populations, developing more outreach programs to boost
campus climate, developing policies and procedures that put diversity at the
forefront of discussions. Institutions could give diversity recognition by
providing an additional faculty track line, increase travel and faculty research
funds or other incentives.
Another solution to this problem has been nationally used and federally
mandated: affirmative action. Ideally, affirmative action is a series of policies
for institutions to use in hiring and admissions practices to ensure that
underrepresented populations are not losing opportunities because they have
different experiences and backgrounds from which to draw. Not everyone
agrees that affirmative action is the best way to diversify our educational
system. Arthur Levine (quoted in Pavela, 1998) found that many college
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students do not believe affirmative action is an appropriate manner to create
diversity as it is often perceived as “preferences” based on an individual’s race,
ethnicity or sex (33). Additionally, some feel that affirmative action and other
race based initiatives draw attention away from the real issue, which is more
economically driven. In actuality, a “caste theory” may actually be more
effective for distributing education more equitably, (Pavela, 1998). This is in
large part due to the fact that many minorities live near or below the poverty
level, significantly impacting their ability to focus energy on studies and persist
throughout them, but this also allows for consideration to be made for nonminorities also living in poverty.
Because there are laws mandating the use of affirmative action and other
institutional policies that develop and maintain procedures, including
employment and retention of faculty, to ensure certain levels of diversity in the
population make-up. To guarantee appropriate use of the policies and to not
only hire diverse faculty and staff, but also keep them happy and on campus,
faculty members themselves will need to examine how they apply existing rules
when they evaluate their colleagues for appointment and promotion. The
traditional criteria for tenure and promotions may appear to be neutral, but in
practice they can have a disparate effect on minority scholars (Alger as cited in
Quezada 2004). Quezada (2004) cites Springer as mentioning that sometimes
the criteria for promotion and tenure has a subtle discrimination built into it.
Faculty doing the evaluations should be aware of the committee workload of
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the faculty of color, their outside service, and the different types of minority
scholarship service (Alger as cited in Quezada 2004).
One possible solution to help retain diverse faculty has, forms, existed
for hundreds of years, mentoring. The major error in mentoring is the
tendency to create an “old boy’s network” leading to even more extreme
segregation (Blackett, 2001). This form of mentoring holds traditional roots of
assisting those most like oneself, and frequently diverse individuals are left to
struggle through adaptation and other barriers with little or no counsel.
Proper mentoring, on the other hand, has been found to be beneficial in not
only adjusting to a new community, but also helps newer members learn the
fine print of the office as well as gain valuable information to help them toward
their future goals (Leonard, McNamara, Riley-Tillman, 2002).
After faculty of color have been hired, there are many instances where
they are not mentored or advised to ensure they are happy or supported.
Professors of color often have fewer mentoring opportunities than non-minority
faculty. Many faculties do not have senior faculty of color members to provide
mentoring and candor with junior faculty (Quezada 2004). If used, mentoring
should be available to all people crossing all racial, ethnic, gender and sexual
lines in order to fully engage newcomers and old-timers in the community.
Ideally, this relationship should become a friendship and both the mentor and
the mentee will learn and grow as they meet new challenges.
The University of Virginia has been particularly successful at recruiting
and retaining a diverse population. Although the roots of the university are
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laden with prejudice and racism, administration has made enormous strides.
In 1999, 10% of the incoming freshman class were of African American
descent, and the university can also boast an 87% graduation rate among
African Americans, topping out all five Ivy League schools (UVA, 1999). A large
part of the University’s success may be a direct result of affirmative action, but
some people believe that the university’s admission policies result in
preferential treatment of minorities. The University of Virginia’s president,
John Casteen, has been instrumental in the admission of minority students
since the early 1970’s when he served the university as dean of admissions,
and in early spring of 1999 he managed to eliminate racial preferences from all
admission policies (UVA, 1999). Even after such a drastic change to the
admissions policy, the university still hosts above average numbers of minority
students (UVA, 1999). This, in conjunction with numbers issued by the
University of California system, suggests that possibly our nation’s higher
educational system is in fact more advanced that the rest of the nation’s
services and can possibly eliminate race from the back drop. The University of
Virginia’s success in enrolling and retaining more minority students should
serve as motivation to other institutions as they deliberate the use of mentoring
from both upper-classmen and faculty.
Discussion
Because hostility exists, higher education has a responsibility to confront
prejudice; having a diverse population will increase the likelihood that
individuals will learn to function and succeed in such an environment. To
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emphasize, Daryl Smith said in 1997, “if we’re not going to deal with and
engage [racial diversity] in higher education, where in the country will it be
engaged?” (quoted in Chang 2000, 5). Diversity remains an issue today, even
after the previous fifty or more years in which minorities and sensitive majority
members have struggled to combat racism, sexism and other forms of
prejudice. This being said, numerous studies (Chang 2000; Smith 1989; Smith
& Schonfeld, 2000) show far fewer instances of prejudice, the use of
stereotypes is down, and general fear of differences has decreased.
Additionally, faculty diversity, especially race and gender, are directly linked to
curriculum change, and the inclusion of special issues related to race, gender,
class, and sexual orientation in the educational process (Leonard, Horvat &
Riley-Tillman, 2002; Opportunities, 2003). This is particularly important as
the work world becomes increasingly global and individuals come into contact
with a wide variety of individuals, exposure and experience in dealing with
diverse people and diverse situations will only better prepare graduates.
Having a diverse faculty that can provide more variety in the fundamental
ideology and research of the university will additionally provide more support
for all students, especially students of under-represented populations.
Unfortunately, despite the high demand for well-cultured and flexible
student graduates, institutions face very serious barriers as they strive to find
ways of diversifying their campuses. One of the major arguments against
diversifying is the issue of quality. Many individuals (as cited in Welsh, 2004)
feel that open admissions policies that are instrumental in engaging minority
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students in higher education, as they do not specify certain “traditional”
experiences, will ultimately decrease the quality of education the institution is
able to provide. While this may be true to some degree, it is also worthy of
mentioning that students who are educated in a diverse classroom are less
likely to be fearful of those who are different from themselves and will more
willingly engage in communication with those who are different.
Institutions also face challenges in the implication of Affirmative Action
regulations. As has been seen in campuses throughout the nation, (Michigan,
Missouri, Ohio, etc.) Affirmative action can stratify the campus drawing lines
between friends and enemies that can be extremely disruptive to the
educational process. In order for institutions to overcome these barriers and
other barriers that arise as our nation slowly becomes the truly equal “Land of
Opportunity” that it has been spouted as, colleges and universities nationwide
must take and active role in the termination of stereotypes and prejudices. It
needs to become policy that all individuals within the institution will recognize
differences and make adequate adjustments to fit those differences in order to
treat all persons equally.
A diverse faculty helps students become more involved with not only the
campus community, but also that of the town or city in which the institution is
located. Minority representatives among faculty are much more likely to
develop and maintain service learning programs and other outreach programs
the connect students to the campus (Chang, 2000). As is becoming
abundantly clear in all research about student retention, a connected student

12
is usually a happier student and more likely to persist through graduation.
Students and faculty both, are drawn to people who look like themselves and
have gone through similar experiences. As such, students often regard faculty
and staff as a source for developing coping methods and a role model for whom
they would like to be, one day. Additionally, diverse faculty and staff assist with
student retention, particularly with retention of students of color. It has been
found that diverse faculty are more likely to address issues related to diversity
in their courses (Smith & Schonfeld, 2000) and encourage “interaction across
racial and ethnic boundaries,” which in turn shows higher GPAs and
satisfaction among students, overall (Leonard, Horvat & Riley-Tillman 2002, 2).
Additionally, diverse faculty often become role models and mentors for underrepresented students on campus, giving students additional social support
beyond that which their peers can provide (Smith & Schonfeld). The
employment and retention of diverse faculty and staff also tells prospective
students much about the value of diversity that the institution holds. “When
applied in a coordinated and sustained manner [diversity policies and
programs] have widespread positive effects on improving campus climate and
student development (22).
Administration preparation programs can no longer afford to prepare
educational leaders who, in general, reflect a limited knowledge of a culturally
and linguistically diverse student population. As Brown (2000) stated,
“institutional diversity is more talked about than understood, let alone
practiced” (4). The need for Educational Administration Programs to produce
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culturally proficient educators is of most importance for the multi-ethnic,
multilingual, 21st century population (Quezada, 2004). The growing population
of students whose first language is not English require a more understanding
and diverse administration of educators.
Quezada (2004) named eight effective strategies in the recruitment of
faculty of color. (1) Restructure the career path leading to teaching in higher
education, collaborating with secondary schools to stress the importance of
education and aligning the programs for easier transition. (2) Develop
marketing and recruitment campaigns to attract more administrators of color
into faculty teaching positions. By targeting specified populations, the
applicant pools will be mostly comprised of ethnic minorities or other
minorities that will offer various aspects of diversity. (3) Develop mentoring
programs with K-12 administrators of color already enrolled in graduate and
advanced degrees by team-teaching education courses based on areas of
expertise. By mentoring these administrators, they will have insight to the
benefits and the structure of higher education, as well as what their pupils will
be able to offer the academia. (4) Campaign target schools, districts, and
colleges where there are high concentrations of students and teachers of color.
Targeting highly concentrated areas of minorities will provide support and
information to the constituents. With information comes knowledge and
education. These campaigns can also influence the members of these
communities that there are avenues available to them to further their
education, and that their participation in education will affect their
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communities for the better. (5) Develop a culturally responsive curriculum. By
ensuring that the curriculum is culturally responsive and integrated into
programs, this will alleviate the alienation that could be felt if faculty of color
are the only ones supporting the issues of diversity. (6) Improve the climate for
present and future faculty of color. By administrators and faculty engaging in
discussions and dialogues, they are enhancing their awareness and knowledge
of diversity issues and topics that are relevant. (7) Utilize professional and
personal networks to provide leads on potential candidates by recruiting
current and temporary faculty for tenure track positions. By having an inside
track as to who maybe well-suited for a position, or knowing which candidates
will be able to offer a specific realm of diversity will ultimately assist the
institution or department in acquiring a qualified faculty of color. Finally, (8)
provide financial incentives to departments who are successful in their efforts
to recruit candidates of color (p. 4). Give diversity recognition by providing an
additional faculty track line, increase travel and faculty research funds or other
creative incentives.
Recruitment of a diverse faculty and staff must start in the search
process. Position descriptions can ultimately affect the applicant pool, as
shown in Smith, Turner, Osei-Kofi, and Richards’s article “Interrupting the
Usual; Successful Strategies for Hiring Diverse Faculty” (2004). This article
discussed the steps from receiving applications to the final hiring offer,
inclusive of diversity data (gender, rank, fields of discipline, ethnicity). The first
step begins with the description of the position being offered. By mentioning in
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the position announcement that the successful candidate must be an integral
part of the institution’s commitment to diversity, it is more likely that the
applicants will be non-white.
Smith, et al. conducted a study, asking three large elite public research
universities to participate. The study concluded, “…in order to achieve greater
success, search processes must change” (Smith et al., 2004, 136). These
researchers have emphasized that in order to achieve diversity campus-wide,
the institution must embrace practices through the development of clear
position descriptions that specify a desire to enhance diversity, beginning with
having more diverse search committees.
Department heads will, under most circumstances, decide what
represents quality, as well as how scholarly productivity is measured.
Department heads and senior faculty develop recruitment plans, which states
specifically what they are seeking in successful candidates. Because it is at
their discretion (within the institution’s policies) to list what qualities and
characteristics they are in search of, it is also indirectly their decision as to
who applies for their openings. By not mentioning the issue of diversity in the
position description, invariably, those non-white qualified candidates may not
be encouraged to apply. As de la Luz Reyes and Halcon stated in Smith, et al.
(2004), “The qualifications of minorities alone are almost irrelevant [in the
hiring process, instead] personal and political preferences, prejudices and fears
of majority faculty and inaction of administrators play a larger role in the final
decisions reached” (179). Thus, the cycle perpetuates. Diversity will not be
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achieved until the issue is addressed directly, and the appropriate actions are
taken to resolve the issue. Diversity training and education must be mandatory
for all faculty and staff in order for the prejudices and discriminating factors to
be addressed. By providing training, this will encourage awareness and
knowledge to members of higher learning institutions.
Those currently in educational administration programs as faculty must
be cognizant of their influence on their pupils. As leaders in academia, they
have the power to influence their students towards specific beliefs and
perspectives. They must also recognize that faculty of color can provide various
strengths, opinions, and leadership that are important qualities to an
administration preparation program (Quezada & Louque, 2002). As King was
quoted in Quezada’s “The Absence of Diversity in the Academy: Faculty of Color
in Educational Administration Programs,” (2004), “a sense of dysconsciousness
permeates and justifies inequity and exploitation by accepting the existing
order of things as given (4).” Therefore, by perceiving that diversity does not
need to be addressed, it encourages others to believe that by not addressing it,
there is nothing wrong. Diversity is a nationwide challenge that is evident in all
levels of administration. As of 1997, Whites made up 84% of full-time faculty
positions, while Asian Americans made up approximately 5.5%, African
Americans 4.9%, Hispanics 2.6%, and Native Americans 0.4% (National Center
for Education Statistics, 2000, as cited in Quezada 2004). With these alarming
statistics, it is imperative that academia increase their staff diversity.
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By having a diverse educational administration, this can also attract
more students of color to educational administration programs, as well as to
institutions as well. Just having the presence of faculty of color can entice
prospective students to the institutions where a commitment to diversity is
evident. Some of the explanations as to why there is not a major presence of
faculty of color are: many graduate students prefer to attend professional
schools because salaries are higher, financial reasons, and there is a lack of
understanding that there is a need for faculty of color (Quezada 2004).
“Collegiality” can be construed as a code word for giving preferentiality to those
candidates with similar backgrounds, interests, or even political and social
perspectives as one’s own. Therefore, when departments or institutions hire,
they may tend to hire people who are already in the majority regarding
appearance and culture. When the time comes that a minority candidate is
hired, this can be a very undesirable work environment for the new hire.
Retention of faculty of color is a greater challenge than recruiting faculty
of color at times. Reasons for faculty of color leaving their current positions
vary from not attaining tenure to not receiving genuine support or not feeling
valued. It was also noted in Quezada’s (2004) article that some left because the
employee felt that “…issues of diversity are used as a ‘disguise’ in the initial
recruitment and interview process. Five strategies were listed to enhance the
retention of faculty of color: (1) assistance and support-making sure that there
is an “all-around support and support and assistance,” (2) diversity activitiesscheduling activities that support issues of diversity and involve all faculty in
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diversity training and equity programs, (3) mentoring-informal and formal
mentoring provides a solid source of information, support, and collegiality.
While university-wide mentoring programs can provide a support system for
new faculty, the need for current faculty is often forgotten. (4) Clear policies
and procedures-clearly state standards and procedures for reappointment at
an early stage (p. 5). Faculty should know the requirements for attaining
promotions or how to achieve tenure. By pointing out the clear policies that are
in place, faculty can then fill their roles and fulfill their goals as well as the
institution’s. By carrying out these four strategies, academe will be
In an interview with Turner and Myers, 55 faculty of color were
interviewed to extract assessments of their perceptions regarding institutional
practices with recruitment and retention of faculty of color. The study specified
four significant examples that were noted by the interviewees: (1) feelings of
isolation, (2) occupational stress (a result of participation in too many
committees), (3) “token hire,” the new hire felt that they were not hired for their
expertise but only as a way to diversify the faculty, and (4) ethnic and racial
bias-in the recruitment and hiring process (Turner and Myers 2000 as cited in
Quezada).
One way to retain faculty of color is to mentor them. Mentoring can
provide for a successful hire’s career track. Having a senior faculty or
department head can present many opportunities for growth, job satisfaction,
as well as feeling that they and their work are valued. While tenure is an
apparent goal that many faculty strive for, it too can be problematic in its

19
processes. The traditional criteria applied in evaluations for promotion and
tenure often appear to be neutral, but in practice, they can have a disparate
effect on minority scholars (Quezada 2004 quoting Alger, 1998). While the
criteria may be seemingly fair and just, it should be cautioned that
discrimination can be subtly built into the criterion. To minimize biases,
faculty review committees should be familiar with faculty of color committee
workload, outside service to the community and the different types of minority
scholarship service (Quezada 2004 quoting Alger, 1999). Many faculty of color
are also involved in community service, and this can become hindering when
time for yearly evaluations or tenure opportunities; some tenure processes
actually punish faculty members for doing too much service (Quezada 2004
quoting Blackburn & Lawrence, 1995). In a 1996 study done by Tierney and
Bensimon, the data described the norms according to which faculty were
socialized at that time. “…Collegial relationships are sporadic at best and
intellectual conversation appears to be on the verge of extinction” (as cited in
Tierney and Bensimon, 128). The study showed that faculty of color often
showed behaviors that were the opposite of these customs. Faculty of color
were shown to be the stronger advocates for expanding their roles from simply
teaching to supporting more holistic educational goals (Antonio 2002). Nonwhite faculty are more inclined to be active in community and civic service, as
this is a reflection of themselves and how they are perceived in their
communities. If they are leaders in their communities, their role will
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inadvertently cross into their administrative roles, encouraging their students
to become engaged and involved.
Based on the statistics alone, it is inevitable that the academic
institutions must attend to the diversity issue at some point. As Parker and
Shapiro (1992) noted in Marshall’s “Social Justice Challenges to Education
Administration: Introduction to a Special Issue” (2004), “…there has been very
little systematically and formally taught in the areas of race, gender, ethnicity,
social class, and other areas of difference throughout the entire educational
administration curriculum” (20). The question of how institutes of higher
education can produce leaders of tomorrow with the necessary tools and
knowledge to work, live, and cope in today’s world remains unanswered. How
can educators educate the future leaders about diversity when they themselves
have not embraced diversity in their own working environment? This question
is significant when discussing the topic of diversity. Educational administrators
have tremendous influence to shape the culture and beliefs of diversity in their
department, even in their fields. Their scholarly publications are highly
regarded in the academia and their writing published has great value. Thus,
while they may not realize the influence their opinions hold, their statements
can reflect their discipline field as well as their institutions. The lack of social
justice in the education system must be handled or the gaps in the genders
and ethnicities will continue to increase.
Conclusion
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It is now time for higher education to rise to the challenge of achieving a
diverse population. One of the most effective ways to achieve diversity campuswide is by increasing multicultural faculty and staff representation. This will
not only benefit the university in terms of statistics and data, but it will also
benefit the students because diverse faculty and staff impact course offerings,
provide a wider variety of mentors and role models, assist with coping
strategies, and will inevitably attract a more diverse student populace.
Nationwide, the population of minorities is increasing at a very rapid rate
that higher education has been unable to match. Universities need to address
this issue through the development of more focused position services,
mentoring; developing programming that is inclusive of multicultural
awareness and knowledge. Overall, universities must strive to achieve a more
accepting environment in efforts not only to recruit, but also to retain faculty
and staff.
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This paper discusses an issue related to teaching: using children’s thinking
in an elementary mathematics methods course to enhance learning outcomes. In
this paper I describe how I incorporate children’s thinking into my elementary
mathematics methods course at San Diego State University (SDSU), and its impact
on prospective elementary teachers.
A common goal of an elementary mathematics methods course is to help
prospective teachers learn about instructional strategies to help children learn
mathematics. But in many cases, prospective teachers have had little experience in
assessing children’s mathematical thinking, and using that thinking to design
instructional experiences.

Several researchers have documented the impact of incorporating
children’s thinking into courses for prospective elementary teachers. Vacc and
Bright (1999) found that preservice elementary teachers’ beliefs and perceptions of
mathematics instruction changed significantly after their participation in a
mathematics methods course that included Cognitively Guided Instruction (CGI),
which is centered on children’s mathematical thinking. Ambrose (2004) described
the changes in a group of preservice elementary teachers who were simultaneously
enrolled in a mathematics course and in a Children’s Mathematical Thinking
Experience (Philipp et al, 2002), designed to motivate students to recognize the
importance of learning mathematics by understanding the complexities involved
when interviewing and tutoring elementary school children. She concluded that
“Providing prospective teachers with intense experiences that involve them
intimately with children poses a promising avenue for belief change” (p. 117).
Helping preservice elementary teachers learn about children’s
mathematical thinking and how to use this thinking to make instructional decisions
provides a “hook” to get students interested in the course content, and helps
students apply what they’ve learned about children's reasoning and
developmentally appropriate practice to guide their mathematics teaching.
I incorporate children’s thinking into my mathematics methods course in
several ways. First, in addition to reading a chapter in a methods textbook
(Cathcart et al., 2006) prior to each class session, students also are required to view
related video clips (SDSU Foundation et al, 2005) showing children’s thinking on
the topic of the upcoming class. I also use these video clips during class sessions

to discuss and analyze certain points in greater detail. Second, students are
required to individually interview a primary-grade student and analyze the
student’s mathematical thinking. In addition, students are required to conduct a
written whole-class assessment, followed by individual interviews of two children,
and analyze the results, including discussing implications for planning.
These opportunities help prospective teachers better understand children’s
thinking and also stimulate them to think more deeply about the mathematics
concepts they are teaching. These experiences add depth and enrich prospective
teachers’ experiences in a mathematics methods course.
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Abstract
This case study is written to develop future administrator’s ability to critique the
practices of an effective versus an ineffective leader in a school with continually
improving state test scores. Two fourth grade teachers, each teaching one of a pair of
fraternal twins, soon begin to show discrepancies in teaching and grading practices that
result in one twin failing. The decision-making choices of the principal in working with a
strongly engaged parent are reflected by a behavioral and leadership style that ultimately
alienates the parent, teachers and central office personnel. Upon investigation, the
principal finds that the failing grades do not appear to be well substantiated. The parent,
the teachers, and central office are demanding action from the principal. This case study
reveals how administrators have a duty to supervise and monitor instruction regularly,
thereby reducing inequities within the horizontal and vertical instructional delivery
system of the school.
The presenters will discuss particular points addressing the adequate monitoring
of curriculum delivery within schools to reduce incongruent teaching methodologies by
teachers. The presentation will also refer to leadership styles and teaming as part of the
overall requirement for seamless collegial working relationships.
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Teaching as Service
By Tim Blue
6/15/05
After the recent tsunami struck in South-East Asia, I heard of a family canceling their
scheduled European vacation for a trip to the stricken region to help rebuild. I don’t
know the end of the story but I know from enough home improvement projects that in the
week or two they were there, they probably didn’t rebuild an entire town. They probably
didn’t even rebuild an entire house! But success in this case isn’t necessarily measured
by progress. Rather, they were successful because there was a need and they met it in the
best way they could.
The world of American academia seems a far cry from the disaster zone of the tsunami.
Yet most people, upon entering the field of education, have notions of accomplishing
great things for the students they serve. Stick around the break room at your school for
more than five minutes, though, and you are more likely to hear griping about students’
laziness and ignorance than rejoicing at students’ effort and progress. Teachers seem to
quickly lose sight of the original motivation for teaching…service.
Too often it seems that teachers end up seeing their students as some sort of nuisance or
frustration to a job with average (at best) pay and great vacation. What starts as a noble
career aspiration quickly turns into a typical job scenario where co-workers quietly bash
their “clients” behind closed doors for being lazy, disinterested or just plain obnoxious.
After a couple of years the ideal of reaching young minds and changing the world for
good usually gives way to the day to day irritation of dealing with silly absence excuses,
poorly written papers and bored facial expressions. But it shouldn’t be this way if we
work to keep the right perspective.
Teaching is a noble calling, but noble doesn’t mean easy; it usually entails an arduous
climb against numerous and challenging obstacles. Those who wish to change the world
have always had to fight against the norms of the day. The norms of our day in the
schools of America, where many take education for granted, are attitudes of entitlement
and a lack of appreciation for the teachers that pave the way to future dreams and goals.
So many teachers I have encountered meet these prevailing attitudes with their own
defensive posturing, adopting a pessimistic and antagonist view of the students they
originally wanted to serve. In order for us to make a difference, teachers must adopt a
true attitude of service, setting aside our own timeframes of success and doing the very
best we can with the student or group of students in front of us right now.
I began my own journey as an educator six years ago. Disillusioned with my recently
acquired business major, I pursued teaching in hopes of instantly changing the world for
the good. By the end of that year, I had dreams of seeing students’ essays published in
respected magazines (I’m an English teacher if you can’t tell!), being challenged by the
brilliant questions and thoughts that I had helped to bring about in these curious minds,
and receiving with a humble smile the accolades of all my colleagues who were in awe of
my ability to shape and mold my students so quickly yet so thoroughly. But

astoundingly, those darn sixth graders went on to become pretty darn normal seventh
graders, and to my knowledge, not one of them has yet published anything! So much for
my dreams.
On the other hand, those students did like me, or so they said. And their parents still tell
me I did their children some good, so I guess that’s something. But wait…maybe that’s
everything! Or maybe it’s nothing. Frankly, I think it’s far too early to tell and I don’t
think the pats on the back, though nice, are the point at all. The call to service will end in
frustration if the servant thinks he or she is called for the sake of the results he or she can
produce. Servants are called to serve because there are people who need to be served.
Sometimes they are grateful, sometimes they are haughty, sometimes they take the
servants for granted. But if we are serving in order to be thanked we are ultimately trying
to serve ourselves, and that makes our calling just like any other “less noble” profession.
The call to service is a call to give what we have for the sake of others. That giving does
come with inherent rewards, but not the idealistic rewards so many of us mistakenly
expect.
Back to the tsunami. Had the family who skipped its vacation stuck around long enough,
I’m sure they would’ve discovered the same thing so many teachers have discovered:
tsunami victims, like school children, will be difficult to serve once idealism gives way to
familiarity and the ups and downs of day to day service become painfully ordinary. But
this is when the true servants dig their heels in and stay the course. Service to those in
need is rarely ideal. The longing faces that we once longed to help become familiar and
even frustrating over time. People in need can easily become needy people who demand
more than we have (or are willing) to give. Idealism turns to resentment, and
disillusionment leads us to give up on the calling we once felt so passionately.
The fact is, people, and even more so young people, are primarily focused on themselves,
and that makes them frustrating to work with and for. But it doesn’t mean the job should
be abandoned. In our classrooms, the need is there, and it is critical.
I currently teach English at Georgia Perimeter College, a local two-year school. I have
students that are there because their parents told them to “go to college or else,” and I
have students that are there because it is a great place to get started in school while they
work full-time and raise a family. Needless to say, these students have very different
needs and motivation levels. In the past, I saw these types of circumstances as frustrating
and overwhelming. I wanted all of my students to fit into a nice, clean box so that I could
diagnose their needs and move them into a better box by the end of the semester. But
more and more I see that my own ideas of student success have to be set aside in order to
meet the real-life, individual needs of my students. Now I see that my student Jimmy,
who tries so hard to be eloquent that he ends up creating nonsense, is not a frustratingly
hopeless case. Quite the contrary, I need to encourage him in his incredible persistence
and desire to get it right. I need to show him how one or two incorrect words can
completely alter the meaning of a sentence so he can fix his errors. And I need to lay
aside my own definition of what success looks like in this case. If Jimmy learns to
monitor himself so that three quarters of what he says in writing makes sense (as opposed

to the current one quarter), then I have truly helped him. If Jimmy is encouraged that
difficult things like writing can be to some degree conquered, I have served him. Jimmy
will probably never be much of a writer, and that has to be okay with me if I want to do
him any good. Service, after all, means meeting the one served right where he/she is and
helping him/her overcome the most immediate obstacles.
Our students may never become our version of success, but that’s not the point. Feed
them where they are hungriest and accept that in so doing you have done one of the most
valuable things a human being can do for another: serve.
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Faculty Perceptions of Single Female Faculty Members in a Health, Recreation, and Physical
Education Department
Colleges and universities are a world within themselves where cultural ideas and philosophies
are created and instilled. In a society where heterosexuality is the norm, campus climates and
environments are usually hostile to homosexual faculty and unreceptive to the interaction of
homosexual lifestyles in the work place (Sykes, 2001). To better comprehend the working
environment of Health, Recreation & Physical Education departments, the study was performed
to discover existing perceptions of single female faculty members. A qualitative approach was
utilized to interview seven faculty members at a southern university employed in a Health,
Recreation & Physical Education department. Prior to personal interviews, a set of twenty-five
questions was established, with variances of the order of the questions, exact wording, and type
of follow-up questions. Questions for the interview were created to reveal responses in the
following areas: collegial ideology, tolerance to diversity, personal exclusivity, religiosity, and
superiority issues. Participants were given the right to not answer any question and stop the
interview if deemed necessary. Interviews ranged from thirty to sixty minutes in length while
using a digital recorder and field notes to capture subjects’ responses and behaviors. In terms of
collegial ideology, collectively, most of the participants felt that social and professional lifestyles
should not be separate within the work place. Participants seemed to answer questions in what
society has deemed “politically correct.” Certain educational disciplines have been associated
with a higher number of homosexuals and Physical Education was named as having the highest
number of lesbians. Many participants did state that their ideology was influenced by society,
home, and religious upbringings. Responses became more ambiguous as to how much
interaction is appropriate socially and professionally, as the questioning became more intimate
and personal. Religiosity was a reoccurring theme. Some participants even used this as their
historical background and means of justification for a stance they took regarding homosexuality.
When questioned about marital status and ranking for promotion, all colleagues clearly stated
that it is ethically and morally wrong to promote based on marital status, number of dependents,
or amount of personal expenses. A vast range of perceptions regarding single female faculty
members, more specifically lesbians, existed within this department, but reasons for each
answer differed just as much as the responses. Colleagues who were more tolerant of the
presence of homosexuality within the Health, Recreation, and Physical Education department
reflected stories of direct relationships with homosexuals. Others, who were more vague and
elusive to their opinions, did not have an experience of a direct relationship, but did know of
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someone who was homosexual. In conclusion, many of the stereotypes surrounding single
female faculty members still exist today. Erasing the line of demarcation between
heterosexuals and homosexuals is necessary especially within Health, Recreation, and Physical
Education departments.
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Abstract
Online Communities of Practice (COPs) is an approach to teaching/learning that offers temporally
and spatially distributed professionals an opportunity to engage in discourse primarily for
purposes of improving their practice. It offers opportunities for situated cognition and collective
construction of meaning especially in the context of professional development. In this study the
use of Online COPs is suggested as an intervention that can enhance the implementation stage of
the In-Service Training (INSET) Programme run by the Department of Mathematics and Science
education at the University of Botswana. It is hoped that Online COPs will offer teachers an
opportunity for continued interaction even after the face-to-face workshops in which they acquire
skills that are meant to improve their professional and classroom practice. To explore this
possibility a design-based research approach is proposed. Design based research is carried out
through extended, iterative theory-based interventions that explore learning in authentic contexts.
In the case of this study a technological intervention in the form of an online discussion forum
which will support communication among Science and Mathematics teachers in Botswana will be
designed. It is hoped that this intervention will foster peer collaboration, expert coaching and
scaffolding for teachers who are geographically dispersed. The study proposed should hopefully
unpack issues related to ICT-enhanced training of distant learners in general and of teachers in
particular.
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Introduction
The networking capabilities of Information and Communications Technologies (ICT)
are having a phenomenal impact on the enterprise of Education. Of particular interest
is the electronic facilitation of learning communities to improve professional practice.
Linking temporally and spatially dispersed teachers to engage in discourse primarily
for purposes of improving their practice is both professionally enriching and provides
a model of teacher professional development that promotes contextually relevant
learning grounded in practice.
In this paper, the concept of online Communities of Practice (COPs) will be
introduced. This will be followed by an exploration of how these communities might
be important for teacher training and professional development. The paper will make
a case for the possibility of using them in Botswana, a developing nation, to
compliment or support the already existing in-service training programmes for
science and mathematics teachers. Finally, Design Based Research will be proposed
as a way of exploring such a possibility.

Online Communities of Practice
The notion of Communities of Practice was comprehensively articulated by Wenger
(1998) after being introduced by Lave and Wenger (1991). It is largely based on the
assumption that engagement in Practice is the fundamental way by which we learn. It
suggests that learners should be engaged in meaningful practices and be provided
with necessary resources and opportunities to carry out actions, discussions,
reflections within the context of a community. Wenger (not dated) describes
communities of practice as being “… formed by people who engage in a process of
collective learning in a shared domain of human endeavor.” He further states that they
are “… groups of people who share a concern or a passion for something they do and
learn how to do it better as they interact regularly.” COPs as described by Wenger
(1998) are naturally occurring phenomena, emerging wherever groups of people in
pursuit of a common goal or interests are bound by a common need for knowledge,
either as an end in itself or as a means to an end. However, the emergence of
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Information and Communications Technologies and their widespread use in
education and training has led to their formation in online environments to foster
learning. Consequently, the use of the term in the education and training literature
tends to generally assume that they are facilitated online. This has given rise to terms
such as virtual communities (e.g. in Barab et al, 2004).
The growing popularity with COPs as a teaching/learning approach derives from the
fact that it is founded on educationally favored theories particularly those of a
constructivist and social constructivist orientation. Among these theories are the
works of John Dewey, who viewed thinking as engagement in action (Wenger, 1998),
emphasized the effectiveness of learning by doing (Tu & McIsaac, 2001) and
therefore the need to centre student learning on relevant meaningful activities
(Roblyer & Edwards, 2000). Also of notable significance is Jean Piaget’s work,
which concentrated on cognitive development and recognized learning as an adaptive
and dynamic process of equilibration through assimilation and accommodation
(Roblyer & Edwards, 2000). Communities of Practice have the potential to
effectively facilitate this process of equilibration.
The influence of culture and social surroundings are fundamental according to Lev
Vygotsky. He recognized learning as occurring first on an inter-psychological (or
social) plane before it takes place on an intra-psychological (personal) plane (Weigel,
2002). The role of teachers, experts and communities is to close the Zone of
Proximal Development (ZPD) by bridging the gap of what the learner already knows
from personal daily experiences (spontaneous concepts) and what they can know
when aided by more able persons ( scientific concepts).
The theory of situated cognition is, perhaps, of a more immediate relevance as it
views learning as being located or ‘situated’ in physical and social contexts (Brown et
al, 1989; Cognition and Technology Group at Vanderbilt 1993). Its dimensions are
context, authenticity, activity and participation, community of practice and shared and
distributed cognition. This learning approach focuses on the development of cognitive
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skills and encourages the application of knowledge and skills in a variety of settings
that are meaningful to the students. Communities of practice, as a learning approach,
essentially embody situated cognition and fulfills many elements of the other theories
discussed previously.
Online Professional Communities for Teachers
As a theoretically robust approach to learning and research, communities of practice
have been considerably explored for teacher training and development in general,
including science teachers. Palincsar et al's (1998) observation confirms this when
they mention that perhaps its most common use in education is as a model of
professional development. This is both in regard to formal programmes of study (preservice and in-service) and continuing professional programmes. Perhaps Kirschner
and Wopereis capture it well in the following statement:
‘According to Barnett (2002), networked based technologies have made an
impact on teacher professional development by reducing teacher isolation
and supporting sharing, fostering reflection on practice, by influencing
actual practice and through the formation of communities of practice.’
(Kirschner & Wopereis 2003, p.112)

They further note that novice and in-service teachers can gain access to the wide
range of distributed expertise from more experienced teachers and university
lecturers.
Indeed, a lot has been done to try and harness the potential of community approach to
science teacher professional development. It can sometimes be used simply to
improve collegiality and interaction, which is crucial to the success of professional
development and educational change among practicing teachers (Grunberg &
Armellini, 2004; Schlager & Fusco, 2004). Schlager and Fusco (2004) note that only
by talking about and engaging in practice does one become a competent practitioner.
Job-Sluder and Barab (2004) examine how a group of pre-service and in-service
science and mathematics teachers developed and expressed a group identity through
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interaction in an online community while Gray and Tatar (2004) analyse the personal,
interpersonal, community and technical aspects of online professional development.
Geelan and Taylor (2001) describe a learning community of science and mathematics
teachers enrolled in a Master of Education programme by distance. The online
learning community had been designed to reduce isolation amongst the
geographically dispersed teachers and also to involve them in open and critical
discourse about their practice. Vazquez-Abad et al (2004) investigated a distributed
community of learning which involved university researchers, graduate students and
science teachers and their students. In this project the researchers hoped to start a
prototype community that they hoped will eventually thrive on its own without their
support. Kirschner and Wopereis (2003) examine how electronic networking
technologies used mindtools in communities of practice to facilitate meaningful
professional thinking and working among teachers. They describe some of the best
practice models from teacher training institutions in Europe and how they foster
cooperation amongst teachers and collaboration of teachers with other experts. Of
particular interest is the ‘eScience’ in Finland, ICT-E-NET in the Netherlands and ‘La
Main a la pate’ in France. These are COPs involving primary school science teacher
networking with other teachers or with student teachers, university tutors and
scientists and engineers in industries.
It is thus clear that COPs are an important way of teacher professional development.
As research suggests, teacher professional development that improves instructional
practice should be ongoing, embedded within context-specific needs of a particular
setting and grounded in a collaborative, inquiry-based approach to learning (The
Annenberg Institute for School Reform, 2004). COPs provide teachers with
opportunities of how to learn and think together in ways that improve their practice
and consequently student performance. While there is considerable literature on this
subject in developed settings there is comparatively little research conducted in
developing contexts. In particular, African countries like Botswana could possibly
make use of this model of professional development both for in-service and preservice science teachers.
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This section will conclude by suggesting that online communities of practice are a
viable model for professional teacher development, particularly Science teachers
especially geographically and spatially dispersed teachers. Therefore a need to
investigate the possibilities, challenges and constraints of using these in developing
settings especially African countries like Botswana would be justified.
Potential for Botswana Science Teachers
At the University of Botswana, the Department of Maths and Science Education
(DMSE) through the In-Service Training Unit (INSET), is responsible for in-service
training or continuing professional development of science and mathematics teachers
of senior secondary schools (University of Botswana, 1997). This training is done in
collaboration with the Ministry of Education especially the Department of Teacher
Training and Development (TT&D) and the Department of Secondary Education. The
training programmes follow the following stages of needs assessment, planning,
training workshop, implementation and evaluation. The training workshops that are
run on pedagogical content knowledge matters are in the areas of Biology, Chemistry,
Physics, Mathematics and Computer Studies. During the workshops knowledge is
imparted by the various resource persons and especially by the INSET Unit staff. The
workshops are then followed by an implementation stage during which teachers are
expected to go back to their respective schools and implement the knowledge and
skills that they have acquired in their daily classroom practice. At this stage, peer
coaching/collaboration and follow-up visits by DMSE-INSET staff are to take place
to support the implementation process.
However the implementation stage is often problematic for a number of reasons,
some of which are listed below:
-

While the teachers get excited and inspired about the knowledge and skills they
have acquired they don’t always have the steam to put that into practice. The
enthusiasm experienced during the workshop activities with colleagues, probably
dies out as soon as they enter the school gate.

6

-

The peer coaching does not take place as it should possibly due to time constraints
and geographical isolation in some instances. An additional reason might be that
peer coaching requires a high level of trust and that some people might not be
confident enough to subject themselves to observation by peers.

-

The visits by DMSE-INSET staff members may not be enough since they
probably can only visit schools only once per implementation phase because they
are few in number.

-

These visits are not cost effective since the staff members have to sometimes
travel the long distances to the schools. This is because there are approximately
27 public senior secondary schools in Botswana, spread all over an area of 584
000 square kilometres and in the less populated regions schools could be several
hundreds of kilometres apart.

While it may be possible to discuss issues with colleagues in the respective schools, it
may be more enriching to engage in discussion with a wider community of teachers in
other schools. This is also cost effective in the sense that the DMSE-INSET can
continue to monitor the progress of the various teachers but also help with any
emerging issues without having to physically visit the schools.
It is for this reason, that the potential for online communities of practice for science
teacher professional development and training is seen as possibly realisable. The
implementation phase can be supported and complimented by the use of online
interactions to derive the benefits that were earlier discussed in the previous section.
These benefits included the following:
-

Experts can coach novices

-

Enhances collegiality and interactions

-

Increases competence through talking about practice while engaging in it

-

Develops a group identity of the specific teacher community

-

Reduces the feeling of isolation from peers and experts.

-

Encourages open and critical discourse about practice.
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While it is hoped that the use of online community approach will achieve most of these
benefits, the specific focus of the proposed study will be on achieving the objectives of
the implementation stage of the training programmes. Thus the continued interaction
during this stage will achieve part of what is the original aim of the DMSE-INSET
endeavour, being “…establishing a permanent in-service network through which teachers
will be enabled to take ownership of their professional development” (University of
Botswana, 1997, p. 1 )
Proposal for design experimentation
Recognising the potential for communities of practice to be used as a means for
professional development of Science teachers in Botswana, Design experimentation or
Design based research is hereby proposed as a way to explore this possibility. Design
experiments are extended (iterative), interventionist (design based), theory based
enterprises whose theories work in educational contexts (Cobb et al, 2003). The
interventions, which, are informed by theory, bring in new forms of learning with the
appropriate support and these are studied in context. The elements that are the target of
the study are given particular attention and appropriate revisions are made as the initial
conjectures are tested and refuted. The process continues iteratively through cycles of
design, testing and revision. At the end a retrospective analysis of the whole process of
experimentation is carried out in an attempt to find an emergent and potentially
reproducible pattern of learning. The challenge is to basically give a situated account of
what works and why and how it works thus giving rise to humble theories that are
specific to the particular learning process and its organisation and support. Therefore,
design experimentation meets local needs while advancing a theoretical agenda (Barab &
Squire, 2003).

Against this background, a technological intervention in the form of an online discussion
forum is proposed to support communication amongst mathematics and
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science teachers at the implementation stage of their in-service training programmes (as
illustrated in figure 1). This will facilitate the peer coaching activities as well as expert
mentoring or advice that is so crucial for this programme.

Intervention in the
form of a sociotechnical forum

Needs
assessment

Planning

Training
workshop

Implementa
tion

Evaluation

Fig. 1: Proposed intervention into the training process of DMSE-INSET at the University of Botswana

It is hoped that a prototype technical design will be used to facilitate interaction between
teachers who would be interested in participating, thus forming a prototype community.
An initial trial of the engagements will begin with teachers trying to get used to the
medium and seeing how much they can achieve. This should be followed by a revision
and refinement of the forum to meet the needs of the participants. This will then be
followed by implementation proper which will be continually reviewed and eventually
evaluated in a summative way. Two or three cycles of design, tests and revisions should
give reasonable data to make generalisations that can be used to inform a full scale
implementation or transfer to other settings or situations.
Concluding remarks
Online Communities of Practice are a potentially important tool in improving
professional practice. Particularly, they can foster peer coaching, collaboration, expert
coaching and scaffolding among teachers who may be geographically dispersed. In this
article, an awareness of its potential in Botswana and possibly other developing countries
9

was raised and a case made for a technological intervention that could explore this
possibility. Having raised this awareness, it is hoped that the next stage will be to
crystallise the proposal and come up with detailed design specifications for the project.
The study proposed should hopefully unpack issues related to not only teacher
professional development by technological means but also wider issues of application of
technology on distance education in Botswana.
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Abstract
This paper presents multiple perspectives on the successful implementation of an Improving
Teacher Quality grant, Professional Development Resources Online for Mathematics (PD-ROM,
http://www.fullerton.edu/pdrom/). PD-ROM was launched to provide online professional
development opportunities to middle school mathematics teachers in three geographic areas of
California (Orange, Los Angeles, and Monterey). The curriculum not only targets mathematics,
but also includes instructional strategies needed for meeting the challenge of supporting highquality learning for the diversity of students found in most any classroom today. The PD-ROM
goal is to design, implement, institutionalize, and maintain a model for online professional
development in mathematics education for pre-service and in-service educators that results in
increased student academic achievement in mathematics, as evidenced by improved standardized
test scores. The paper is divided into six main sections: Overview, Components of the PD-ROM
Experience, Online Facilitators and Project Participants, Mathematics Content, Instructional
Strategies Content, and Alignment with California Pre-Service and Induction Standards.
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RETURN TO TOP

Overview
The Professional Development Resources Online—Mathematics (PD-ROM) is an
Improving Teacher Quality California Postsecondary Education Commission (CPEC)-funded,
collaborative effort of California State University Departments of Mathematics and Secondary
Education, Orange County Department of Education, Monterey County Office of Education, Los
Angeles Unified School District and the Corporation for Education Network Initiatives in
California (CENIC) to provide a comprehensive, standards-aligned and textbook-aligned
professional development program for teachers of middle school mathematics (grades 5 through
Algebra). Textbook publishers involved include McDougal Littell and Prentice Hall.
The PD-ROM goal is to design, implement, institutionalize, and maintain a model for
online professional development in mathematics education for K-12 pre-service and in-service
educators that results in the following outcomes:
•

Students of participating teachers will demonstrate increased academic achievement in
mathematics as evidenced by improved standardized test scores;

•

Participating teachers will have “any time, any place” access to online professional
development resources to help them meet the learning needs of students;

•

Participating teachers will communicate with their colleagues statewide as part of their
continuing professional development;

•

Participating teachers will have increased comfort with technology and greater interest in
using technology;

•

Participating teachers will work with trained online facilitators to demonstrate increased
knowledge of and skills in mathematical content knowledge;
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•

Participating teachers will use instructional methods in core mathematics and
mathematics interventions and assessment;

•

Participating teachers will use strategies and interventions that address the mathematics
learning needs of students who are English learners;

•

Participating teachers will gain ability in accessing online professional development
resources;

•

Participating teachers will integrate technology-based resources included within the
adopted materials into their instruction;

•

Participating teachers will more effectively utilize the adopted textbooks to improve
learning; and

•

California administrators, professional development providers, and policy makers will
have access to “any time, any place” access to online professional development resources
to help them meet the professional development needs of mathematics teachers;

In addition, PD-ROM products include online professional resources that
•

are supported by printable resources;

•

include video clips and supporting resources of California classroom teachers teaching
diverse student populations in specific areas of the California mathematics content
standards with which students have difficulty;

•

are structured to allow participants to move through training while accessing additional
resources based on their interests and needs;

•

require participants to interact with the facilitator and each other through threaded
discussions and online assessments; and
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•

provide access to information (printable and electronic) on mathematics content,
instructional strategies, assessment strategies, modification for diverse student groups
(English learners, special populations, and struggling readers)
RETURN TO TOP

Components of the PD-ROM Experience
When participants first log on to PD-ROM, they see a Home Page that includes a List of
Units, Announcements, Lesson Plans, Webliography Resources, Chat Room Options, and Recent
Discussion Board topics. The PD-ROM experience is organized by modules. Within each
module are two units, and within each unit are strands on mathematics content and instructional
strategies. As participants move through the module, they view clips of actual teachers teaching
mathematics lessons in California middle school classrooms. Participants also complete
assessment questions and Discussion Board forums that are based on what goes on during
classroom lessons (please visit http://www.fullerton.edu/pdrom/).
Video Case Study Development Process
One of the unique features of the PD-ROM experience is the Video Case Study. These
case studies show California classroom teachers in diverse classrooms engaging students in
learning mathematics. The teachers selected for videotaping met a number of qualifications,
including: minimum 3-Years successful experience as secondary mathematics teacher,
recognition as an effective teacher by peers and administrators, expertise in effective teaching
strategies in mathematics education, demonstrated effectiveness in conducting professional
development for mathematics teachers, and NCLB Highly Qualified in mathematics teaching.
The videotaping process (and subsequent editing and digitizing) is very labor intensive
and required the talents of a video production team. Over the course of PD-ROM development,

Bonsangue, et. al.

5

two such teams were utilized to videotape teachers across California. The videotaping
production team included the director, two camera men, one person who operated the boom
microphone, and an audio specialist who monitored all audio inputs. A mathematics expert and
the project specialist were also present at the video tapings. Two cameras were used during
videotaping – one on the teacher and one on the students. In some cases, lessons were
videotaped twice. At times, it was necessary to do retakes of specific parts of the lesson, for
example, when students answered a question too quickly (the boom microphone not being there
to pick up the audio) or when a student talked too softly. Sometimes retakes were immediate;
others were done at the end of the lesson and videotaping. During the videotaping, the
mathematics expert identified areas to focus on – i.e., students, teacher, bilingual aide, board
work. These suggestions were made by nonverbal and verbal indicators to the director who
relayed them to the camera or boom operators. The project specialist provided suggestions
before and after the taping.
The creation of the final product – a digitized, compressed video, was even more labor
intensive and also took time to create. The video production team provided the development
team with “window burns” (raw footage plus timing for DVD conversion). Development team
members collaboratively and individually viewed all the tape and created a Video Log of the
portions of video they wanted included in the final video. The video production team used these
logs to create the merged videotape (with new window burn timings). Merged videotapes were
then viewed by team members, again, collectively or individually, another video log was
created, and the video production team edited this version by deleting extraneous footage and
adding any missing audio or video. This final version (with new window burn timings) allowed
development team members to identify specific clips that would be included in the development
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of the units of PD-ROM. The content developers composed specific activities and questions for
teachers using the video clips as learning tools. Finally, the videotaped teachers were provided
copies of the final edited video and asked to provide commentary on the lesson, focusing on
their thinking as they were teaching the lesson, what students were doing/thinking, where they
made decisions to re-teach or otherwise modify the lesson, attend to specific students, and deal
with classroom management issues. The full videos are also provided in PD-ROM as an
additional resource for the participants to view if they wish.
Participant Experience
PD-ROM provides participants with two powerful, easy-to-use resources to enhance their
professional practice, including a database of standards-aligned lessons where they can build and
share lessons, and a Webliography, or bank of useful web site links that are referenced
throughout the modules. Seven communication and collaboration tools enhance participants’
online learning community experience, to which participants are introduced as they move
through the PD-ROM units. These tools include Discussion Forums, Chat Rooms, Email,
Contact Info, Who’s on Line?, Contact Us, and Announcements (please visit
http://pdrom.coursepath.org).
Recognizing the importance of developing a sense of community in order to sustain
participants’ interest and involvement, there are a variety of ways in which PD-ROM teachers
interact with one another. “Contact Info” provides email addresses of all participants.
Participants may communicate with each other through email. “Who’s On Line” allows
participants to identify who is working in the PD-ROM platform at any given time. Some
activities invite peer feedback and communication in the Discussion Forums or through other
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communications tools. For example, participants are asked to seek feedback from peers on their
lesson plans.
Monitoring Participant Progress
PD-ROM offers multiple ways for monitoring and supporting participant progress.
These are much more extensive than a typical face-to-face professional development experience.
Assessment Questions are embedded in the units and allow participants to demonstrate learning.
Discussion Forums follow at the end of each unit strand to allow participants to summarize their
learning. A prompt at the end of the unit invites participants to revisit the California High School
Exit Examination (CAHSEE) question that provided a focus for the unit. Finally, each Module
includes a lesson plan project, which allows participants to apply what they have learned.
Online Facilitators interact regularly with participants through posting of announcements,
initiation and review of Discussion Board forums, periodic emails of support and
encouragement, evaluation of assessment responses, feedback on lesson plan development, and
response to email questions and concerns. Online Facilitators also serve as liaisons between
participants and project developers.
RETURN TO TOP

Online Facilitators and Project Participants
A key component to this project is the role that Online Facilitators play to support and
encourage project participants. Our experience is that the Facilitators are perhaps even more
important than the content of the website itself in building a dynamic and sustainable online
community of professional learners.
Online Facilitators
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The Facilitator position was defined to provide ongoing support for the teachers
participating in PD-ROM. Each would be responsible for a group of about 10-15 learners,
providing feedback, encouragement and suggestions as appropriate. They would also be asked to
provide input on technical and content-related revisions to PD-ROM itself.
As the team recognized the critical role the Facilitators would play in the success of PDROM, qualifications for consideration as a Facilitator required:
A minimum 3 years successful experience as secondary mathematics teacher
Recognition as an effective teacher by peers and administrators
Expertise in effective teaching strategies in mathematics education
Experience in conducting effective professional development for mathematics
teachers
Demonstration of effective oral and written communication skills and ability to work
with adults
NCLB Highly Qualified designation in mathematics teaching
Due to the technological nature of PD-ROM, successful applicants demonstrated a
mastery of productivity applications (MS Office), the Internet/WWW, email and knowledge of
discussion boards.
We began with four Facilitators in September 2004 – two for Orange County, one for
Los Angeles County and one for Monterey County. We provided a two-day hands-on training
session about two weeks prior to launching PD-ROM and now follow up with additional training
before the introduction of a new module, a new Cohort, or a new school year. The training was
then followed up with monthly videoconferences where Facilitators provided feedback on what
was working with PD-ROM, what needed improvement, how their learners were doing, and so
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on. This was also an opportunity for Facilitators to get ideas from one another and to talk with
and provide support for each other. The Project team used this time to gather information for
making changes to PD-ROM as necessary.
Since the initial launch of PD-ROM, we have experienced a complete turnover in our
Facilitators. Indeed, only one of the original four stayed with the program for the entire first
year. In February 2005, we brought four new Facilitators on board – one for the first Cohort and
three for the new Cohort just beginning. We have since consolidated groups in Los Angeles
County, Orange County and Monterey County into one group and one Facilitator for each Cohort
for Fall 2005.
Why the turnover? Several were over-committed. Four went on to new jobs, some in
different areas, which precluded them from continuing with PD-ROM. While personnel
changes are inevitable, bringing in new Facilitators has remained a top priority for us throughout
the project.
Facilitators are paid for their work on PD-ROM. The Project team includes them in staff
meetings, retreats, and other meetings where their involvement is a key element. Facilitators are
encouraged to provide ongoing feedback – in fact, it is a requirement. They communicate
regularly with their learners, individually and collectively, and meet with them face to face for
each launch (spring and fall).
Facilitators assist their participating teachers (PT’s), grading their assessments and lesson
plans, keeping PT’s on track to complete assignments at prescribed times, and encouraging
participation in discussion forums. Research shows these attributes, along with subject matter
expertise, are a constant theme in adult student retention (Wonacott, 2001).
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We have found that ongoing communication with PT’s does minimize attrition. We
believe, and research supports, that a PT’s self-motivation, self-discipline and commitment are
really the keys to their continuing with PD-ROM (Carr, 2000). However, research (and our data)
shows that those Facilitators who make extra efforts to engage and communicate with their PT’s
and provide rapid response to questions and concerns also have a higher retention rate (Chyung
& Vachon, 2005; Lorenzetti, 2002).
Recruiting Participating Teachers
Our original intent was to recruit 300 teachers to participate in three cohorts over a twoyear period. Early in the first year of development, however, the Project team decided to lower
the number of participating teachers to two cohorts of 120 total teachers, a more manageable
number both in terms of recruiting and support.
We began recruiting in Orange County, Monterey County and Los Angeles County in the
summer of 2004. We contacted superintendents and principals via letter, email and/or phone call
to alert them that PD-ROM would be available in the fall as a pilot for a select number of
teachers. In August, we developed a flyer and began distributing it at Mathematics meetings,
curriculum leader meetings, and other appropriate venues. Although we began calling principals
in late August, we didn’t receive much of a response until our deadline of September 15.
There were several obstacles in our path. The beginning of the school year is always a
hectic time for teachers and administrators. They are focused on the new students, new
requirements and many other challenges that face our schools today. Many teachers are also
beginning graduate or certificate programs, teaching at local colleges, tutoring or engaging in
other outside activities that eat up their “free” time.

Bonsangue, et. al.

11

In Monterey County, we also were somewhat constrained due to other mathematics
projects and programs already in place along with a requirement that teachers concentrate their
professional development by meeting their AB 466 commitment. Assembly Bill 466 mandates
that all California teachers take 40 hours of traditional classroom-type professional development
in mathematics and language arts. This face-to-face training is then followed by 80 hours of
additional staff development that can be met in various ways, including meetings, district or
county office of education training. In order for PD-ROM to "count" as participation in the
additional 80 hours, the California State Department of Education reviews each request on a case
by case basis (county offices actually sign off on completion so they can verify that the work
counted really relates to the adopted text involved). This was finally accomplished during the
latter part of the 2004-2005 school year; however, it did hamper our recruiting efforts in
Monterey.
In Los Angeles, our obstacle was a bit different. The Director of Special Education was
our point of contact and was involved in the development of the initial PD-ROM grant (along
with a companion Special Education grant). He and his colleagues continued to support PDROM, making efforts to involve their Mathematics Department peers in order to gain inroads to
mathematics teachers in Los Angeles Unified School District [LAUSD]. Unfortunately, they
were not successful in getting their Mathematics counterparts’ assistance, instead making
contacts with schools where they had, for the most part, existing Special Education relationships.
Despite the initial bumpy road, we launched PD-ROM in October 2004 with 54
participating teachers. We held Kickoffs (orientation and hands-on training) in all three counties
at the beginning of October to familiarize the PT’s with the expectations and format of PD-ROM
and to introduce them to their Online Facilitator and fellow participants. The Kickoff allowed
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PT’s to begin navigating in PD-ROM and start getting comfortable with the platform. Over the
course of Module 1 (which ran from October through the end of January 2005), the attrition rate
was high. There were several reasons for this occurrence. First, many teachers who attended the
Kickoff were there due to a mandatory request from their principal. Second, others were curious
to see what the curriculum and program were about. And third, still others found they had overcommitted themselves and since PD-ROM was an “elective," it was dropped. Participating
teacher feedback also indicated that PD-ROM was more work than they expected.
One requirement of participation was to have high speed Internet access at home or at
school (or both) and to have the appropriate software tools loaded on their computer (Adobe
Acrobat Reader, Microsoft Office, and Flash or QuickTime). It turned out that a number of PT’s
in Monterey County and parts of eastern Los Angeles County encountered technology issues –
primarily with access (even their place of work did not provide consistent high speed access!).
This led to high levels of frustration and, ultimately, PT’s dropping out. Research supports our
findings, stating that prime causes of withdrawal from “e-learning” learning coursework include
technical problems, pressures from work, lack of time management and personal problems
(Packham, Jones, Miller, & Thomas, 2004). By the end of January, 2005, 17 of the original 54
PT’s (about 30 %) had finished Module 1.
Our second recruiting effort (in January 2005) was just as difficult in LAUSD and
Monterey although the AB 466 issues were nearly resolved. Again, there was a good turnout for
the Kickoff sessions, but teachers dropped out quickly when they realized the time commitment
involved. There were also several school principals who insisted that their teachers attend the
training, which we have learned is not a key to successful follow-through with PD-ROM.
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In Orange County, we were more fortunate. Word began to spread about PD-ROM
through various sources – existing PT’s, our CSU Fullerton website, the Department of
Secondary Education at CSUF, as well as word of mouth. As a result, two-thirds of our second
Cohort of PT’s, beginning in February, were “self-recruited." Indeed, we still made "cold calls"
to principals and district officials who had not had teachers participate in the first Cohort, as well
as recruiting PT's at events where teachers and administrators gathered, such as the National
Board Certification Teachers event and District Technology Leaders monthly meetings. We also
contacted several PT’s who had been overwhelmed when PD-ROM started in the fall to invite
them personally to begin again. By the beginning of February, 2005, we had 23 teachers ready
to start PD-ROM. Along with Los Angeles and Monterey, our total for our second cohort was
46 teachers. Thus, our returning PT’s (17) began Module 2 and our new PT’s (46) began
Module 1. During the spring, the Facilitators kept up steady communication with their PT’s
which also seemed to decrease the drop out rate. By the end of the two modules in June 2005, 30
of the 63 (about 48 %) PT’s had finished.
Strengthening Retention Rates
As the PD-ROM team gathered for our annual retreat, we questioned what we could do to
improve the retention rate. One glaring weakness in our program was that each teacher, once
signed up, seemed to be on his or her own. There was no support or acknowledgment for their
efforts from their school or district. However, there was plenty of support and recognition from
the PD-ROM team, including incentives such as monetary stipends, awards, honorariums, and
classroom materials given at various milestones throughout each module. PT’s can also register
for continuing education credit at CSU Fullerton for a nominal fee. But, as research shows, self-
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motivation and self-discipline are keys to retention especially where it is unlikely that a PT’s
school would even be aware of their ongoing participation (Carr, 2000).
What else can we do to improve our “stick” rate? Although not a component of this
program (as designed for the initial grant), more face-to-face interaction is seen as a benefit to
retention. We have also begun to contact principals, and district administrators where
appropriate, to inform them of the progress of their teachers through PD-ROM. We plan to
update them upon their teachers’ completion of each ensuing module. We have recently
completed a major overhaul of the PD-ROM content – paring down length, tightening up units
and “serving” them in smaller bites. It remains unclear as to the benefits these changes have
made or will make. On a positive note, PT’s have reported that they are using the strategies
they’ve learned through PD-ROM and they are making a real difference in their teaching and in
their students' understanding of these difficult mathematics concepts. We’ll see how they do
when they take the CAHSEE in a few years – that is, after all, the ultimate objective.
RETURN TO TOP

Mathematics Content
Our main goal in designing the mathematics content questions was to identify interesting
and/or rich questions that “captured” one or more basic ideas in mathematics appropriate to the
grade level and in accordance with the California State Mathematics Standards. As a result, we
based the units on some of the most-missed items taken from the released questions on the 2002
and 2003 California High School Exit Examination in Mathematics (CAHSEE). Please note that
the CAHSEE gives four multiple-choice style answers for each question, with the correct answer
always given as one of the choices. Each of the four sample units, summarized below, had “miss
rates” of more than 50 %.
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Fractions and Order of Operations
This unit was based on the following California High School Exit Examination problem:
Simplify the expression 11/12 – (1/3 + 1/4).
Although this problem was based on California mathematics standards in the 7th grade level, it
was one of the most often missed problems (more than 60 %) by students taking the CAHSEE in
2002. Moreover, while fractions and order of operations using integers each comprises a
significant place in the middle school textbooks, we could find no state-adopted textbook
containing a problem similar to the problem above. Clearly, the lesson would necessarily
include a review of fractions and a review of order of operations. However, what seemed to
emerge as the “sticking point” for students was not the mathematical concepts as much as the
visual format of the problem.
In elementary school, addition of fractions is typically written in a vertical, or “top to
bottom,” format to accommodate getting and writing common denominators. Problems
involving order of operations with whole numbers or integers are typically written in a horizontal
format to accommodate a “left-to-right” use of operations. When faced with a problem such as
that given above, some students were stumped on how to begin, and consequently were reluctant
to engage the problem. This perhaps explains the high failure rate of high school students on
this particular problem, since students essentially were encountering a mathematics problem for
the first time in a timed, high-stakes test environment. This formatting issue was especially
apparent for students in Ms. Tran’s 7th grade class, and she did a masterful job of re-formatting
the problem so as to make the solution accessible to the entire class. In the discussion forum,
participants were asked to discuss the following two topics: What are the advantages and
disadvantages of each formatting method? What ideas do you have to help students feel more
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comfortable with either of these methods? In summary, this mathematics problem revealed not
only a weak point for students, but a misalignment of the state-approved textbooks with the
CAHSEE.
The Tree Trunk
This unit was based on the following California High School Exit Examination problem:
The diameter of a tree trunk varies directly with the age of the tree. A 45-year-old tree has a
trunk diameter of 18 inches. What is the age of a tree that has a trunk diameter of 20 inches?
In an effort to demonstrate that mathematics problems often can be solved in more than one way,
two different strategies were used by the video teachers. The typical way this problem can be
solved is by using the proportion x/20 = 45/18 and solving for x. However, the problem could
also be solved by determining the unit growth rate of 2.5 years per inch. Determining the unit
rate, also referred to as dimensional analysis, uses the fact that any number or expression can be
multiplied by one without changing its value. It was our hope that participating teachers would
think about proportions not only as the equation of rations, but as unit rates that remain constant.
Proportional reasoning is identified by Piaget as one of the key markers of formal
operational thought. Scholars maintain that this approach is a natural precedent to linear
functions and is a key to students' future mathematics and science success. It is used often in
science-- all the more reason for students to become comfortable with it now. To this end, in the
discussion forum, participants were asked to discuss the following two topics: What are the
advantages and disadvantages of each method? What ideas do you have to help students feel
more comfortable with either of these methods?
My Car Broke Down
This unit was based on the following California High School Exit Examination problem:
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If x is an integer, what is the solution to |x - 3| < 1?
Because students rarely see an inequality question in which x is constrained to be an integer, the
lesson is mathematically rich. The lesson was further enhanced by video teacher Mr. Swanson’s
use of the California-Arizona border section of Interstate 10 to illustrate a "real-life" number line
with positive and negative integers. In the discussion forum, participants were asked to address
the following two topics:
•

Provide at least one example of a real-life scenario that illustrates the principle above. In
particular, come up with one or more real-life illustrations to which students might relate.

•

Read and respond to at least one other colleague's posting by either solving his or her
problem or by strengthening the wording of their scenario.

We found that the second prompt was especially important since it encouraged participants to go
back and read and respond to what others had posted.
Intercepts of Lines
This unit was based on the following California High School Exit Examination problem:
What is the y-intercept of the line 2x - 3y = 12?
In the lesson the participants explored two different ways to answer the question. The first was
by setting x equal to zero. The second was by writing the equation in the form
y = mx + b. Although many tend to choose the latter, in this lesson they were asked to reflect and
discover that the former approach requires fewer steps. Moreover, the first method directly
addresses what the y-intercept is, namely, the point on the graph where x is equal to zero.
At the end of the unit, participants were reminded that solving an equation such as 2t = 6
uses the property that division is the inverse operation of multiplication. In the discussion forum,
participants were asked to address the following topic: What strategies might teachers use to help
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students understand the idea of "inverse operation?" Although our intent was not to develop Test
Review Lessons, this problem showed the importance of strategies that students needed to be
taught, or at least aware of, in multiple-choice situations. The answer choices for the CAHSEE
question, “What is the y-intercept of the line 2x - 3y = 12?” were: A (6,0); B(0,6); C(0,4); or
D(0,-4). Even if a student were able to work the problem out on his or her own, choosing the
correct answer and rejecting the other answers is a skill unto itself.
RETURN TO TOP

Instructional Strategies Content
The instructional strategies component of the PD-ROM modules was designed to
stimulate teachers’ reflection on their classroom practices through the study of exemplars from
videotaped lessons and links to web-based resources followed by discussion prompts. The
strategies identified call attention to ways in which teachers can better provide cognitive support
as well as motivational and affective support for students. For the purposes of this project,
learning was taken to encompass students’ development of procedural and conceptual knowledge
in mathematics (Rittle-Johnson, Siegler, & Alibali, 2001) and of a productive disposition toward
mathematics (Kilpatrick, Swafford, & Findell, 2001).
The instructional strategies discussed in PD-ROM include: the use of advance organizers
and Cornell notes to scaffold learning; the embedded teaching of mathematical vocabulary to
develop students’ communicative abilities; the use of real-life examples to promote
contextualized learning; and the use of multiple representations of mathematical relationships to
further understanding. These strategies reflect the recommendations of the Mathematics
Framework for California Public Schools (California Department of Education [CDE], 2000)
and the Principles and Standards for School Mathematics (National Council of Teachers of
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Mathematics [NCTM], 2000) as well as findings from educational psychology research (e.g.,
Driscoll, 2000; Siegler, 2003).
Advance Organizers and Cornell Notes
The use of advance organizers that give students a structure with which to guide their
learning has been identified as an effective support for student learning (Kiewra, Mayer, Dubois,
Christensen, Kim, & Risch, 1997). This form of deductive learning can often facilitate students’
procedural understanding in mathematics. In a lesson aimed at helping students solve absolute
value inequalities, the teacher provided them with an advance organizer (Table 1) in the form of
a matrix that would help the students to pre-determine the nature of the solution set they should
expect to find for a given case of inequality.
Cornell notes, created in 1949 by Professor William Pauk, provide teachers and students
with a structured format in which to prepare and record information given as a lecture. This
format (see Figure 1) has been found to be effective in getting students more cognitively engaged
during teacher-led instruction, thus positively impacting their learning (Fisher, Frey, & Williams,
2002; Spires, & Stone, 1989). The excerpt from one of the PD-ROM video lessons offers an
Table 1: Advance Organizer for Solving Absolute Value Inequalities

Bonsangue, et. al.

Case

Inequality

Which means solve for…

I

|ax + b| < c

ax + b < c AND ax + b > - c

II

|ax + b| ≤ c

ax + b ≤ c AND ax + b ≥ - c

III

|ax + b| > c

ax + b < c OR ax + b >- c

IV

|ax + b| ≥ c

ax + b ≤ c OR ax + b ≥ - c
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Figure 1. Cornell Notes Format for Note-Taking

example of this process as students learn to use x- and y-intercepts in order to graph a linear
equation. This is followed up with links to web-based readings about the Cornell notes process.
Mathematical Vocabulary
Though it has long been recognized that mathematics is a language, in recent years there
has been a new emphasis on instruction that is focused on developing students’ abilities to
communicate with mathematics (Kilpatrick, Swafford, & Findell, 2001; NCTM, 2000). The
importance of this is even more pronounced as the proportion of English language learners
increases in public school classrooms. The most effective approach is to embed vocabulary
development within students’ procedural and conceptual learning (Dale & Cuevas, 1992) rather
than treating it as a separate component of the curriculum.
The PD-ROM video excerpts selected for this topic feature two teachers who each embed
vocabulary teaching into their lessons by connecting it to contextualized problems. This is a
more effective strategy than simply giving students definitions of terms that carry no meaning
(Dale & Cuevas, 1992). The first teacher gave formal definitions for direct variation, ratio, and
proportion, then extended these by providing several examples of their use in mathematics.
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Following this, students were asked to examine a set of problems rooted in proportionality and
had opportunities to recognize and utilize these terms as they solved these. In contrast to the first
example’s deductive approach, a second PD-ROM teacher got students thinking about the
mathematical idea of ratio through a poem, then followed this with defining ratio, rate, and unit
rate. This more inductive approach can also be effective. PD-ROM participants are prompted to
think about these two approaches in relation to one another as well as in relation to their own
practices.
Real-Life Examples
The use of real-life examples in mathematics learning is important as a means of allowing
students to make connections between concrete phenomena and the abstract symbolic
representations of mathematics (NCTM, 2000). Applying skills to real-life situations also helps
students to become more flexible in how they can use mathematics (CDE, 2000). However, it is
critical that such connections and applications are carefully planned so that they build on
students’ prior knowledge and experience and are meaningful for students (Grouws & Cebulla,
2000; Vosniadou, 2000). One of the PD-ROM teachers cleverly used the idea of running out of
gas on a cross-country car trip to illustrate single-variable inequalities.
The situation he gave was that he could tell the roadside assistance operator that he was
on the highway five miles from the town of Blythe, California. With the highway interpreted to
be a number line, the teacher asked students to indicate where he might have been stopped.
After some discussion in pairs, the teacher led students in creating a number line with Blythe at
zero and his car at either positive five or negative five. He then explained that, symbolically, this
was the solution to the equation |d| = 5, where d represents the car’s distance from Blythe. This
was extended to thinking about absolute value inequalities by stating that the car was at most five
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miles from Blythe, and then at least five miles from Blythe (this latter case requiring something
of a stretch of students’ imagination). This exemplar raises good questions for participants about
the utility of real-life examples in developing procedural and conceptual understanding as well as
demonstrating the constraints of their use.
Multiple Representations of Mathematical Relationships
Mathematical concepts are difficult for students to understand when experienced only as
a set of symbols to be manipulated. Student understanding is greatly enhanced when learners are
provided with and/or asked to formulate multiple representations of mathematical relationships
(Kilpatrick, Swafford, & Findell, 2001; NCTM, 2000). This strategy is also one that facilitates
mathematics learning for English language learners by providing them a variety of modes
through which to build understanding (Dale & Cuevas, 1992)
In a unit on linear functions, one of the PD-ROM video teachers presented students with
the task of determining how many cups would be needed for a stack of them to reach the ceiling.
Each group of students had two different types of cups to work with and was asked to take actual
measurements of smaller stacks, record their data in a table, and create graphs of the data. With
data now shown in three ways (concrete, tabular, and graphical), students were challenged to
find algebraic equations to represent the relationship between the number of cups and the height.
Finally, in presenting their findings to the class, students verbalized their understanding about the
relationship. The multiple representations they created allowed them to develop deeper insights
into the nature of linear relationships and their mathematical properties, a critical need for
learners of mathematics and, especially, of algebra (Friel, Rachlin, Doyle, Nygard, Pugalee, &
Ellis, 2001).
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RETURN TO TOP

Alignment with California Pre-Service and Induction Standards
The mathematical content for PD-ROM modules is aligned with the California
Mathematics Content Standards as well as with the CAHSEE. In addition, as we created the
professional development modules for PD-ROM, we aligned the pedagogical content presented
with California standards for pre-service and induction candidates. For pre-service candidates,
these standards are known as the Teaching Performance Expectations, or TPEs (California
Commission on Teacher Credentialing [TPE]). For new teachers, these standards are known as
the California Standards for the Teaching Profession, or CSTPs (California Commission on
Teacher Credentialing [CSTP]).
The TPEs are benchmarks that should be met by a candidate who has completed a
program of professional preparation and is recommended for a Preliminary Credential. The
CSTPs are standards that should be met by a teacher who has completed his/her second year of
teaching and is recommended for a Professional Clear Credential. Detailed information on these
standards can be found on the California State University, Fullerton Teaching Performance
Website (http://ed.fullerton.edu/tpa/). The six CSTPs are as follows:
CREATING AND MAINTAINING EFFECTIVE ENVIRONMENTS FOR STUDENT LEARNING
MAKING SUBJECT MATTER COMPREHENSIBLE TO STUDENTS
ASSESSING STUDENT LEARNING
ENGAGING AND SUPPORTING STUDENTS IN LEARNING
PLANNING INSTRUCTION AND DESIGNING LEARNING EXPERIENCES FOR STUDENTS
DEVELOPING AS A PROFESSIONAL EDUCATOR
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Throughout the PD-ROM Modules, we emphasize particular elements of these standards. In
what follows, we present examples of how these elements are presented within PD-ROM.
Effective Environments
The standard for CREATING AND MAINTAINING EFFECTIVE ENVIRONMENTS FOR STUDENT
LEARNING

focuses on the ability of teachers to “create physical environments that engage all

students in purposeful learning activities, and encourage constructive interactions among
students” (CSTP, p. 23). This standard includes TPEs 10 (Instructional Time) and 11 (Social
Environment), which emphasize the teachers’ ability to maximize instructional time while
managing the social environment. Although none of the modules in PD-ROM specifically
address classroom management, Module 1: Operations and Applications with Rational Numbers
in Middle School Mathematics (Shultz, Bonsangue, Costa, and Cho, 2005) includes a section on
managing the use of student whiteboards. Unit 1.2 Operating on Fractions reviews distribution,
collection, and maintenance strategies to insure that teachers are able to “establish procedures for
routine tasks and manage transitions to maximize instructional time” (TPE 10, Cal State
Fullerton). In Module 2: Exploring Changes in Area and Volume in Middle School Mathematics
(Bonsangue, Costa, and Ambrosetti, 2005), we focus on cooperative learning to insure that
teachers know how to “help students learn to work responsibly with others and independently”
(TPE 11, Cal State Fullerton). Unit 2.2, Circles in Squares, reviews ways in which the teacher
can structure cooperative learning activities to insure that students focus on the learning
objectives. This unit also presents ideas for improving students’ ability to talk and write
mathematics during discussions and peer review activities.
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Making Subject Matter Comprehensible
Given our emphasis on mathematics content, MAKING SUBJECT MATTER COMPREHENSIBLE
TO STUDENTS is

a standard that is evident throughout the modules. The idea behind this standard

is that teachers should “exhibit strong working knowledge of subject matter and student
development. Teachers should be able to organize curriculum to facilitate students’
understanding of the central themes, concepts, and skills in the subject area” (CSTP, p. 23).
Each unit in PD-ROM is organized around a motivating CAHSEE question as well as the
corresponding California mathematics content standards. In addition, we connect the
mathematics content presented in PD-ROM to its presentation in the appropriate middle school
mathematics textbooks. Throughout the modules, participants are required to expand their
understanding of mathematics concepts, skills, and real-life applications. Our goal is to help
teachers meet all the expectations of TPE 1b (Subject-Specific Pedagogical Skills for Single
Subject Teaching Assignments) for mathematics:
enable students to understand basic mathematical computations, concepts, and symbols,
to use them to solve common problems, and to apply them to novel problems. (For
example, Unit 4.2 Monkeys and Penguins explores the application of distance and rate
problems to other contexts.)
help students understand different mathematical topics and make connections among
them.
help students solve real-world problems using mathematical reasoning and concrete,
verbal, symbolic, and graphic representations. (For example, Unit 2.1 The Cereal Box
demonstrates how to use manipulatives to understand mathematics concepts; Unit 3.1 My
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Car Broke Down, demonstrates how to use organizers to help students identify which
approach will solve the problem.)
provide a secure environment for taking intellectual risks and approaching problems in
multiple ways.
model and encourage students to use multiple ways of approaching mathematical
problems, and they encourage discussion of different solution strategies. (For example,
Unit 2.2 Circles in Squares and Unit 4.2 Monkeys and Penguins model how to help
students verbalize their mathematical thinking.
foster positive attitudes toward mathematics, and encourage student curiosity, flexibility,
and persistence in solving mathematical problems.
Assessing Student Learning
The standard ASSESSING STUDENT LEARNING is also emphasized in various ways through
PD-ROM. This standard emphasizes the need for teachers to “establish and clearly communicate
learning goals, collect information about student performance from a variety of sources, and use
information from a variety of ongoing assessments to plan and adjust learning opportunities that
promote academic achievement and personal growth for all students.” (CSTP, p. 23). This
standard includes two TPEs—TPE 2, Monitoring Student Learning During Instruction, and
TPE 3, Interpretation and Use of Assessments. Our use of the CAHSEE question as a launching
point for each unit allows teachers to consider the links between their own mathematics content
knowledge, their classroom teaching, student learning, and student standardized assessment. This
approach is insuring that our participants “know about and can appropriately implement the
state-adopted student assessment program” (TPE 3).
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Assessing student learning is also addressed in Module 3: Representing Equalities and
Inequalities in Middle School Mathematics (Shultz, Costa, and Ellis, 2005) and Module 6:
Integrating Technology into Teaching and Learning Middle School Mathematics (Costa,
Bonsangue, Shultz, and Bithell, In press). In Unit 3.2 Intercepts of Lines, we explore how one of
the videotaped teachers makes use of a web-based assessment platform to determine if her
students have achieved the learning objectives. In Unit 6.2 Technology and Mathematics, we
review differences between entry-level, progress monitoring, and summative assessments, and
provide strategies for using technology to assess student learning. Finally, Module 1 also
addresses progress monitoring through the use of student whiteboards as a way to “use progress
monitoring at key points during instruction to determine whether students are progressing
adequately toward achieving the state-adopted academic content standards for students” (TPE 2).
Engaging and Supporting All Students
The standard, ENGAGING AND SUPPORTING STUDENTS IN LEARNING focuses on ensuring
that all students are learning, including English learners and special education students . This
standard requires that teachers “use a variety of instructional strategies and resources that
respond to students’ diverse needs” (CSTP, p. 23) and incorporates several TPEs, including TPE
4 (Making Content Accessible), TPE 5 (Student Engagement), TPE 6 (Developmentally
Appropriate Teaching Practices, and TPE 7 (Teaching English Learners). PD-ROM includes
significant coverage of these elements. Unit 2.2 Circles in Squares focuses on developmentally
appropriate teaching practices for middle school students, including the use of cooperative
learning, use of students’ prior knowledge, adapting instruction for diverse learning styles, and
providing a caring learning environment. Unit 1.2 Operating on Fractions includes an emphasis
on strategies to support English learners in mathematics classrooms and Unit 4.1 Let's Go to
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Vegas emphasizes strategies to support special education students, including co-teaching
between mathematics and special education teachers. Unit 3.1 My Car Broke Down provides
strategies for using real-life examples that makes content more accessible to students. And,
videotaped teachers in Unit 1.1 The Tree Trunk make use of literature and poetry to introduce
mathematics topics.
Planning Instruction
The standard PLANNING INSTRUCTION AND DESIGNING LEARNING EXPERIENCES FOR
STUDENTS focuses

on teachers’ ability to plan and sequence instruction to “design long-term and

short-range plans that incorporate subject matter knowledge, reflect grade level curriculum
expectations, and include a repertoire of instructional strategies” (CSTP, p. 23). This standard
includes two Teaching Performance Expectations: TPE 8 (Learning About Students) and TPE 9
(Instructional Planning). Unit 2.2 Circles in Squares develops participating teachers' ability to
“draw upon an understanding of patterns of child and adolescent development to understand their
students” (TPE 8). Unit 1.2 Operating on Fractions and Unit 4.1 Let’s Go to Vegas demonstrate
how to “accommodate varied student needs,” through “modifying and differentiating
instruction,” including collaboration with “support personnel to help students reach instructional
goals” (TPE 9).
All PD-ROM lesson plans model the careful articulation of student learning objectives
and learning activities and are aligned with California mathematics content standards. In
addition, throughout the modules, participating teachers create their own lesson plans using the
Lesson Plan Tool. They share these plans with their Online Facilitator, then revise, polish, and
publish their lesson for other PD-ROM participants to view and use.
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Diverse instructional strategies are presented in each module, including research-based
strategies such as generating and testing hypotheses, providing feedback, note-taking, using
homework effectively, and using nonlinguistic representations. Module 6 focuses on integrating
technology into instruction and assessment activities, including the use of digital cameras, Web
logs, multimedia presentations, and web-based resources. One of the tools in PD-ROM is the
Webliography, a large database of Web sites submitted by PD-ROM educators.
Developing as an Educator
The final standard, DEVELOPING AS A PROFESSIONAL EDUCATOR, focuses on the
professionalism of the teacher. Elements of this standard include teacher reflection on their
teaching practice and active engagement in ongoing professional development. This standard
includes two Teaching Performance Expectations: TPE 12 (Professional, Legal, and Ethical
Obligations) and TPE 13 (Professional Growth). The entire PD-ROM program is a professional
development experience, and our participating teachers develop additional expertise in both
mathematics content and instructional strategies. In addition, they “participate in the extended
professional community” (CSTP, p. 23) through Discussion Board, Assessment, and Lesson Plan
Project activities.

Summary
This paper has described the goals, content, and experience of an on-line project for
middle school teacher development in mathematics. As with any such project, it is a work in
progress, evidenced by the changes made in both the writing style and web format across
modules, as well as the increased success in attracting and retaining participating teachers over
time.
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Preliminary results for Module 1 completers are very promising. Overall test scores on
the mathematics test increased by 6.7% and an increase in self-rating was shown in all subgroups
on the instructional strategies self-assessment. The Post-Program Survey revealed that 75% of
participants enjoyed the experience and 63% would recommend it to their colleagues.
Most mathematical content learning took place in three areas: demonstrating alternative
methods of solving the problem (an additional 33% of participants rated themselves at 4 and
above after the program); making warm-ups relevant to the lesson (an additional 27% of
participants rated themselves at 4 and above after the program); and representing absolute value
equations and inequalities (an additional 26% of participants rated themselves at 4 and above
after the program).
With respect to instructional strategies content, most learning took place in these three
areas: giving careful attention to flow of the lesson (an additional 47% of participants rated
themselves at 4 and above after the program); effectively using and managing student
whiteboard use (an additional 46% of participants rated themselves at 4 and above after the
program); and supporting content-specific vocabulary development (an additional 40% of
participants rated themselves at 4 and above after the program).
Although all features of the program were appreciated, two program strengths were
identified: videocase usage (87% agreed Very Much) and incentives (81% agreed Very Much).
Most (75%) participants “very much” enjoyed the experience.
It is important that on-line projects such as PD-ROM continue to inform and be informed
by their sister projects in the educational web community. As discussed here, there is strong
evidence to indicate that on-line resources such as PD-ROM will play an increasingly important
role in the development of teachers during the next decade.
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Abstract:
Mentoring has been the focus of studies in business and education for a few decades; in
Thailand, we found mentors/preceptors help nursing students and novice-nurses developed their
performances. The purpose of this documentary study is to review literature and synthesize the
content of effective mentors in business, education, and nursing, to construct the appropriated
instruments for measuring of the mentoring effectiveness in nursing (MEN), and to develop and
validate the measurement model of MEN for the Royal Thai Army Hospitals.
To achieve the purpose of this study, researcher designed the research methodology into
two steps: (1) the documentary study investigated the MEN model and developed the
instruments were used in a second part. (2) the quantitatve study investigate empirically the
MEN by data collected from both mentor-nurses and novice-nurses.
From content analysis, the MEN is a measurement model of three latent variables (inputprocess-output) which consisted of 13 observed variables(16 sub-scale): attitude, personality,
motivation, readiness of being mentor, need of mentor, leadership, quantity and quality of
training, assignment, time of relationship, mentoring roles and functions, work stress, job
competency and job satifaction. The sample consisted of 202 pairs of staff-nurses from 16
hospitals around Thailand. The internal consistency reliability of the MEN scales is ranged from
0.854 to 0.976. Three measurement models of the MEN were consistent with the empirical data
by LISREL 8.52. The MEN model of 3 latent variables and 13 observed variables was the bestfitted model, which provided a chi-square googness-of-fit test of 0.520, df = 11, p-value = 1.000,
GFI = 1.000, AGFI = 0.997, RMR = 0.004 and RMSEA = 0.000
Keywords: Mentoring Effectiveness in Nursing (MEN)

INTRODUCTION
Mentoring has been acknowledged in business, education, and nursing over the three
decades, as a dynamic and reciprocal relationship within workplaces for career and personal
development. Many empirical studies in U.S.A., U.K., Australia and Japan had proved that
mentors exert a great influence on the career and personal development of their novices.
Mentoring has been defined as the process that successful experts welcome the novices into their
ways to develop both personal growth and professional skills (Kram, 1985; Chao et al.,1992;
Ragins & Cotton, 1999; Ragins, Cotton, & Miller, 2000; The Mentoring Group, 2000; Johnson,
2002; Wild, 2002; and Ono & Kato, 2003) It was clear that an effective mentoring have had an
impact on all levels: career and personal development for novice/protégé, extrinsic and intrinsic
reward for mentors and the widely to their organization.
* PhD candidate at the Department of Educational Research, Faculty of Education, Chulalongkorrn
University and an instructor at the RTA Nursing College.
e-mail address: wboonrod@yahoo.com
** Department of Educational Research, Faculty of Education, Chulalongkorrn University Bangkok 10330,
Thailand
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Nursing, as a profession, has been experiencing in grooming the role transition from
nursing students to professional nurses as well as education and business and believes that
mentoring make professional nurses help novice-nurses pass their role transition more
successfully and smoothly. From the previous studies, new nurses always faced the stress in
workplace related to the role transition from student to professional nurse call “REALITY
SHOCK” by Kramer in 1974, and this problem has been ongoing untill today(Shamian &
Inhabor, 1985; Peirce, 1991; Cheomon, 1997; Ratanaruengwatana et al.,1998; Klomchi et
al.,1999; and Boonnoon & Phachusinpa, 2003). While, novice-nurses experience in stress of the
role transition, professional nueses also have an experience in confusing of grooming their new
nurses. In Thailand, Boonnun & Phrachusilp (2003) and Klomchi et al. (2000) have found the
successful preceptors help nursing students and novice-nurses developed their performance.
Thus, the purpose of this study was (1) to review literature and synthesize the content of
effective mentor nurse (2) to construct a research instrument appropriate to measure MEN, and
(3) to develop and validate the measurement model of MEN for the Royal Thai Army Hospitals.
METHOD
To achieve the two purpose of this study, researcher desigbed the research methodology
into two steps: (1) the documentary study investigated the MEN model and developed the
instruments were used in a second study. (2) the quantitative study investigate empirically the
MEN by data collected from both mentor-nurses and novice-nurses (mentees).
The documentary research was conducted to develop the measurement model of MEN
under four phases of a literature review, a model contribution, validation, and a model revision.
In the first phase, the researcher searched the related research and academic articles from website
under the words of “mentor, mentoring, and mentorship”. The results of one hundred –
thousand showed up for these key words, so selection of a few related articles for being a sample
of key word and using their references for the next searching. There were several hundred of
research and academic papers had found, but only 27 research results and 35-40 articles in
education, business and management, and nursing were used for reviewing literatures. The twomain skills were empirically clear by agreement on mentoring concept by Kram 1983 & 1985
and Cluterbuck, 1993 & 1998; however, there were only a few nursing researches and others
studied about attribute factors. (Klomchi et al., 1999; Hayes, 2000; and Ono, 2003)
The second phase was launched into the draft of the measurement model from the
reviewing of on-hand literatures. The conceptual model of MEN and its factor-definitions were
constructed based on their related documents and theories. Then, researcher integrated the
measurement model into a linear structural equation/relationship model with latent variables.
Finally, the items for measurement the MEN according to the conceptual model was developed
from relevant instruments and theories.
The third phase, the constructional model and measurement items were submitted to
seven educational experts, excluding advisor and co-advisor to review and recommend this MEN
model. The experts were selected by the criteria of capabilities in context and research
methodology: one research methodology expert, one educational evaluation and measurement
expert, two specialists in psychology and three nursing experts. Moreover, all seven experts were
asked to investigate the content and construct validation of questionnaire for measurement model
of MEN in the next step of this study.
The forth phase was the revision of a proposal model that was approved by seven
educational experts. The experts determine the content validity by using item objective
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congruence index (IOC). All suggestions were used for adjustment of the model and instrument.
Consequently, the measurement model of MEN for the RTA hospitals was impletion. The MEN
instrument was tested by the 20 pairs of mentoring and novice nurses who were similar to a
sample group. The items were reviewed and a final instrument was developed by researcher
based upon their outcomes.
Finally, the instrument were used to collect data from sample of 202 pairs of mentoring
and novice nurses form the 16 RTA hospitals. Verify the quality of the scale both in terms of
construct validity and internal consistency reliability.
Mentoring: A Literature Review
1. Definition of Mentor and Mentoring
Mentoring approach was rebirth in the 1970s in the European business and management,
one to two-thirds of the US workers have been participated in a mentoring relationship at
workplaces (Chao et al., 1992; Ragins & Scandura, 1994; Ragins & Cotton, 1999; Ragins,
Cotton, & Miller, 2000; The Mentoring Group, 2000; Johnson, 2002; and Wild, 2002).
Therefore, the term of “mentor” from the Homer’s Odyssey in ancient Greek came to modern
world as teacher, role model, protector, counselor, etc. Many empirical studies in U.S.A., U.K.,
Australia and Japan had proved that mentors exert a great influence on the career and personal
development of their novices. Mentoring was also common in education as a tool to develop
novice teachers for higher achieving students (Noe, 1988; The Alberta Teachers’ Association,
1998 and Allen & Eby, 2003. In nursing, mentorship was developed to replace preceptorship for
long-term relationship and more benefits of individual and professional development (Hayes,
1998 & 2000; Fawcett, 2002; and Ono & Kato, 2003). In Thailand, Boonnun & Phrachusilp
(2003) and Klomchi et al. (2000) have found the successful preceptors help nursing students and
novice nurses developed their performance. Thus, this study definds “mentor nurse” as an
experienced nurse who groom a novice nurse to have the better performance and attitude in
nursing career and “mentoring” as a process or system to make mentor-mentee relationship
ongoing in workplace.
From the past studies, reveals the two levels of mentoring benefits: personal and
organizational benefits. At personal benefit, there are confirmed from many studies that both
mentees and mentors have benefits from mentoring relationship. Mentees gain professional
enhancement, interpersonal relationship, professional induction/immersion and professional
reward from their relationship. While, mentors havepProfessional enhancement, organization and
peer recognition, interpersonal relationship, and meaningfulness/fullfillment. Finally, their
organizations will increass and/or improve their productivites.
2. Mentoring component in MEN
The qualities of an effective mentor from a plenty of literatures were based on two
schools of thought: Kram and Clutterbuck. While, Kram (1985) suggested two important
functions of a good mentor: career-related function (coaching, sponsorship, exposure and
visibility, protection, and challenging assignments) and psychosocial function (role model,
counseling, acceptance and confirmation, and friendship) In UK, Clutterbuck (1993) referred the
four key roles of mentor: coach, guardian, counselor, and networker/facilitator and Clutterbuck
(1998) suggested the varying degree of directness and emotional- intellectual need associated to
those four roles. The researcher integrated both Kram’s and Clutterbuck’s concepts of effective
mentor to develop the skilled component of this measurement model for MEN. There are two
componant of mentoring roles and functions: career-related function (facilitating, coaching,
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supporting, teaching and protection) and psychosocial function (role model, counseling,
acceptance and friendship)
RESULTS
1. Model construction: A Synthesis from mentoring studies
1.1 Attributed component of MEN
Attributes of MEN were interpreted by collecting variances of empirical results which
mostly were conducted as descriptive and quasi-experiment research in business, education, and
nursing.
Hayes (2000) studied of “Factors that Facilitate or Hinder Mentoring in
Preceptors/Students Relationship” in the Nurse Practitioner was the core study for this research.
A total of 27 research reports were selected for searching out the related variances that attributes
of effective mentor and mentoring. The attributes/factors of mentoring effectiveness in nursing
that analyzed and synthesized from the related studies were shown in table 1.
Table 1 Attributes/ factors/ Variables of mentoring effectiveness from 27 former researches
Variables
1. Leadership
2. Attitude
professional attitude
Mentoring attitude
3. Personality

Grouping of
Variables
P, M1
I, M1
I, M1 - O, M2
I, M1
I, M1

Research
15
5, 9, 14, 20, 25
6, 11, 13, 16, 26, 27
5, 6, 8, 11, 13,17, 18,
19, 21, 25, 27

4. Job satisfaction

O, M2

3, 9, 14, 16, 27

5. Motivation
- Willingness
- Rewards
- Support from administrator

I, M1
I, M1
I, M1

8, 10, 18, 19, 21
18
9, 16, 17, 22

6. Need of mentor

I,M2

18, 24

7. Readiness of mentor
- knowledge and skills
- perceive of mentoring roles
8. Assignment (type / matching)

I, M1

P, M1

5, 8, 12, 21, 25
5, 7, 9, 21, 22, 23, 25
8, 10, 14, 17, 12, 24,
26

9. Training of mentoring
10. Time of relationship
frequency of meeting

P, M1

5, 9, 21, 25

P, M1

8, 9, 25, 26
7, 8, 12, 16, 24, 26

11. Job competency / career
development
12. Job stress

O, M2

26, 27

O, M2

15

13. Relationship satisfaction

O, M1- O,M2

14, 26

Note:
1 = Levinson et al. (1978)
2 = Kram (1983 & 1985)
3 = Chao et al. (1992)
4 = Chao (1997)
5 = Cheomon (1997)
6 = Ragins & Scandura
(1997)
7 = Hayes (1998)
8 = Ratanaruengwatana et
al. (1998)
9 = Klomchi et al. (1999)
10= Ragins & Cotton (1999)
11 = Eby et al. (2000)
12 = Hayes (2000)
13 = Lee et al. (2000)
14 = Ragins, Cotton, & Miller
(2000)
15 = Sosik & Godshalk (2000)
16 = Westanmo (2000)
17 = Cornelius (2001)
18 = Parvin (2001)
19 = Armstrong, et al. (2002)
20 = Fowler (2002)
21 = Malai et al. (2002)
22 = Simon (2002)
23 = Water et al. (2002)
24 = Allen & Eby (2003)
25 = Boonnun & Phachusin
(2003)
26 = Hopkins (2003)
27 = Ono & Kato (2003)
Symbolic:
I = Input
M1 = Mentor
P = Process
M2 = Mentee
O =Output

From these results of 13 possible factors/variables in table 1 and the relationship in the
two components of mentoring in MEN, the MEN model were grouped into 3 categories: input
process and output of mentoring baseed on the measurement concept of effectiveness called
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“multiple criteria” by Hoy & Miskel (2001). Then, the researcher conclude the theoretical
concept of MEN for this study as shown in Figure 1.
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Figure 1

Theoretical model of the MEN for The RTA Hospitals

The theoretical concept of this research was a study of mentoring effectiveness in
nursesing by using a input-process-output model that meant the mentoring effectiveness in
nursing was a sum of effectiveness in quality of mentor-nurse and need of mentor, quality of
mentoring process, and products of mentoring for novice-nurses.
According to the theoretical model of MEN, the sixteen observed variables were linked
to construct the measurement model of MEN for The RTA hospitals. The structural equation
model (SEM) was presented as Figure 2.
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Structural Equation Model of measurement model of the
MEN for The RTA Hospitals

In Figure 2, the SEM of measurement model of MEN had three latent variables and
sixteen sub-observed variables. Its symbols in parenthesis, and definitions as following:
Mentoring effectiveness in nursing (MEN) was the latent construct representing staffnurse that worked with novice-nurses to develop their personal and professional growth. Its
attributes could be measured from three groups of latent variables: effectiveness of input or
attributes of mentor, process and output. MEN was a sum of attitude, personality, motivation,
readiness of being mentor, need of mentor, leadership (transactional and transformational
leadership), training (quantity and quality of training), assignment (type of mentoring and quality
of assignment), time of relationship, mentoring roles and functions, work stress, job competency
and job satifaction.
Input was a latent variable representing effectiveness of mentoring from the quality of
mentor-nurse and the need of mentor themselves. It could be measured from five observed
indicators: attitude, personality, motivation, readiness of being mentor and need of mentor
Attitude (ATT) was the observed variable representing settled opinion or way of
thinking and belief in career/nursing professional and mentoring by mentor-nurse.
Personality/personal style (PER) was as the sum of mentor’s characteristic
pattern of thought, emotion, and behavior which mentor acts and interacts with others. In this
study, effective mentor-mentor should have five styles of personality: emotional stability,
extroversion, openess to experience, agreeableness, and conscientiousness.
Motivation (MOT) indicated the desire to exert high levels of effort toward being
mentor. It consists of intrinsic factors which are related to affiliation power and achievement
motive and extrinsic factors that are refered to rewards from outsiders.
Readiness of being mentor (RED) was referred to knowledge and skills in
nursing and willingness.
Need of mentor (NED) was the observed variable that refered to the feeling of
novice-nurses need of mentor-nurses.
Process was a latent variable representing effectiveness of mentoring from the quality of
mentoring process which were provided by workplace. It could be measured from seven
observed indicators: transactional leadership, transformational leadership, quantity of training,
quality of training, type of assignment, quality of assignment, and time of relationship
Transactional leadership (LEDts) represented by leaders who guide or motivate
their followers in direction of established goals by clarifying role and task requirement that
characteristics of contingent reward, management by exception (active), and management by
exception (passive).
Transformational leadership (LEDtf) was built by leaders who provide pride
and gain respect and trust from followers, pay attention to the concers and developmental needs
of individual fellowers, help them look at the old problems in new ways, and inspire them to
achieve group goals.
Quantity of training (TRAqt) refered to unit of time or credit that mentors gain
by training in nursing and mentoring issues during a year before being mentor.
Quality of training (TRAql) was the perceptions of mentors to their training in
nursing and mentoring issues during a year before being mentor.
Type of assignment (ASSty) presented type of assignment by the workplace that
was divided into two types of formal mentoring and informal mentoring.
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Quality of assignment (ASSql) refered to the perceptions of novice-nurses to
provided mentoring.
Time of relationship (TIM) was a period of time that novice-nurses believed it
could help them to develop in career and professional.
Output was a latent variable representing effectiveness of mentoring from the products
of mentoring for novice-nurses which were provided in workplace. It could be measured from
four observed indicators: mentoring roles and functions, work stress, job competency and job
satifaction.
Mentoring roles and functions (MRF) was the career-related functions
(faciliting, coaching, supporting, teaching and pretection) and psychosocial functions (role
model, counseling, acceptance and friendship) in Kram’s mentoring theory, which novice-nurses
gained from their mentor-nurses.
Work stress (STR) was job-related tensions that novice-nurses percepted in their
workplaces. These tensions came from job-itself and relationship with others in workplace.
Job competency (STP) was the ability in nursing and management of novicenurses gained from their mentor-nurses.
Job satisfaction (JOB) was the latent variable that represented novice-nurses’
attitude and feeling toward their job as the difference between the amount of rewards they
recieve and the amount they believe they should recieve. In this case, job satisfaction consisted
of work satisfaction and co-worker satisfaction.
1.2 Development and trial of instrument for MEN
The seven experts investigated the content and construct validation of questionnaire for
the MEN found 105 of 140 items have IOC value of greater than 0.60. According to experts’
recommendations, the researcher reviewed items and developed the questionnairs. Testing items
with 20 pairs of staff-nurses (20 Mentors & 20 Novices) from The RTA hospital in Bangkok.
The quality of scale was tested by computing the internal consistentcy reliability. Cronbach’s
alpha internal consistencies for reliability of try-out group were ranged from 0.484 to 0.973.
Most of them are slitly lower than the results from the sample group, except one factor (Need of
Mentor) was lower than 0.7; which it must be adjusted. Then, three pairs of them were interview
to determine the quality of the instrument. Finally, the MEN instrument was developed for the
empirical varification in a second part of this study.
2. Model validation: An approved of MEN model from empirical verification.
2.1 Data collection for verification
The data were collected from the Royal Thai Army Hospitals staff-nurses in sixteen
hospitals. The return rate of respondents were 198 from 202 (98 %) and the completed papers
were 193 as presented in Table 2.
Table 2
Military
Area

Population, Sample size, and Return of completed questionnairs
Geograpic
Area

Total
Hospitals

Total
Nurses

Sample
Hospitals

Sample
Nurses

Completed
data

Percent
(%)

1

Central

11

265

4

138

132

95.65

2

North-East

10

215

4

31

30

96.77

3

Northern

10

173

4

18

16

88.89
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4

Southern

6

77

4

15

11

73.33

Total

37

1,390

16

202

193

95.55

2.2 The verification of MEN model development from the theoretical model
Cronbach’s alpha internal consistencies of 13 Factors in MEN from the sample group
were ranged from 0.854 to 0.976. There are slitly higher than the results from the try-out group.
Table 3

Internal Consistency Reliability, Mean, Standard Deviation, and
Standard Error of Mean of 13 Factors in MEN model
Factors

#Items

Alpha

Mean

S.D.

SEM

1. Attitude

10

.854

4.255

.463

.033

2. Personality

15

.938

4.283

.327

.024

3. Motivation

12

.899

3.621

.593

.043

4. Readiness

10

.940

4.344

.358

.026

5. Need of mentor

4

.917

4.609

.515

.037

19

.967

4.206

.393

.028

7. Training of mentor

2

.951

3.114

1.277

.092

8. Assignment

4

.882

4.448

.572

.041

9.Time of Relationship

1

(6mo.)

5.627

3.520

.253

27

.976

4.255

.389

.028

6. Leadership

10. Mentoring Roles & Functions
11. Work Stress

8

.904

2.399

.859

.062

12. Job Competency

10

.917

3.991

.335

.024

13. Job Satisfaction

15

.897

3.868

.498

.036

The mean score of each 13 factors in the MEN model from mentors and novices are high
and slitly different as shown in Table 4.
Table 4 Comparision of the mean in the mentoring-nurses and the novice-nurses data
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Mentor
Mean

Novice
Mean

1. Attitude

4.256

---

2. Personality

4.126

4.440

3. Motivation

3.621

---

4. Readiness

4.187

4.501

---

4.609

6. Leadership
- transactional
- transformational

4.115
4.067
4.124

4.297
4.207
4.314

7. Training of mentor (ql)

3.114

---

---

4.448

Factors

5. Need of mentor

8. Assignment
9.Time of Relationship

---

5.627

4.212

4.297

---

2.399

12. Job Competency

4.033

3.949

13. Job Satisfaction

---

3.868

10. Mentoring Roles & Functions
11. Work Stress

Def.

-.314
-.314
-.182
-.140
-.190

-.085

.084*

Construct validity of the MEN model has been determined by confirmatory factor
analysis. The MEN is a measurement model that measured from 13 factors (16 sub-scales) was
consistent with the empirical data as shown in Tables 5.
Table 5

Appropriateness of data using Factor Analysis
Models

Barlett’s test

P

df

KMO

1393.94
1393.94
1705.09

0.00
0.00
0.00

78
78
120

0.851
0.851
0.874

1. A 13 factors with one latent variable
2. A 13 factors with three latent variables
3. A 16 sub-factors with three latent variable

Comparison among three MEN models (A 13 factors with one latent variable, A 13
factors with three latent variables, and A 16 sub-factors with three latent variable) have the
results as presented in Table 6.
Table 6

Goodness of fit in the MEN models
Models

Chi-square

df

P-value

GFI

AGFI

RMR

1. A 13 factors with one latent
variable
2. A 13 factors with three
latent variables
3. A 16 sub-factors with three
latent variable

0.560

6

0.997

1.000

0.993

0.006

0.520

11

1.000

1.000

0.997

0.004

3.780

25

1.000

0.998

0.987

0.010

A 13 factors with three latent variables (input-process-output) model is the best model for
measuring the mentoring effectiveness in nursing.Details of model are in Table 7 and Figure3.
Table 7

Correlation Matrix of 13 factors with three latent variables in MEN model
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ATT

PER

MOV

RED

NED

LED

TRA
l

ASS

TIM

MRF

STR

STP

JOB

ATT

1.00

PER

.488**

MOV

.610**

.461**

1.00

RED

.430**

.856**

.414**

NED

-.028

.342**

-.012

.365**

1.00

LED

.457**

.822**

.471**

.879**

.273**

1.00

TRA

.289**

.268**

.358**

.290**

.042

.314**

1.00

ASS

-.009

.459**

.003

.534**

.432**

.552**

.127

TIM

.040

.108

-.059

.196**

.122

.102

.103

.066

1.00

MRF

.447**

.779**

.463**

.821**

.276**

.904**

.286**

.616**

.109

STR

-.075

-.083

.004

-.094

-.053

-.133

.066

-.149*

.105

-.130

1.00

STP

.254**

.438**

.261**

.371**

.175*

.418**

.161*

.256**

-.044

.465**

-.226**

JOB

-.056

.170*

.030

.161*

.278**

.218**

-.020

.370**

.001

.275**

-.266**

.279**

1.00

Mean

4.255

4.283

3.621

4.344

4.609

4.206

3.114

4.448

5.627

4.255

2.399

3.991

3.868

S.D.

.463

.327

.593

.358

.515

.393

1.277

.572

3.520

.389

.859

.335

.498

SEM

.033

.024

.043

.026

.037

.028

.092

.041

.253

.028

.062

.024

.036

1.00

1.00

Barlett’s test sphericity = 1393.940

1.00

p< 0.00

1.00

1.00

df = 78

kaiser-Meyer-Olkin Measure of Sampling Adequacy = .851
*p < 0.05

** p < 0.01

ATT

0 .7 8

PER

0 .2 8

MOV

0 .7 6

RED

0 .1 6

NED

0 .8 4

LED

0 .0 8

TRAql

0 .9 0

ASSql

0 .6 7

TIM

0 .9 9

MRF

0 .1 2

STR

0 .9 8

STP

0 .7 2

JOB

0 .9 5

0.4 7
0.8 5
0.4 9

I NP UT

0.9 2
0.3 9

1 .0 0
1.0 0

M EN

1 .0 0

P RO CE SS

0.9 6
0.3 2
0.5 8

1 .0 0

0.1 2

O UT PU T
0.9 4
-0. 14
0.5 2
0.2 3

Chi-Square=0.52, df=11, P-value=1.00000, RMSEA=0.000

Chi-Square=0.52, df=11, P-value=1.000, GFI=1.00, AGFI=0.977 RMSEA=0.000

Figure 3

The13 factors with three latent variables in MEN
model

Discussion and Conclusion:
The measurement model of EMN was derived from documentary study of research and
academic articles in business and management, education, and nursing. This model would be
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useful to groom the EMN for helping novice-nurses to make the role transition from nursing
students to professional nurses smoothly and successful. It also could be an instrument to select
an EMN for novice in the Royal Thai Army Hospitals. Selection criteria included attitude,
personality, motivation, readiness of being mentor, need of mentor, leadership (transactional and
transformational leadership), training (quantity and quality of training), assignment (type of
mentoring and quality of assignment), time of relationship, mentoring roles and functions, work
stress, job competency and job satifaction.
The internal consistency reliability of the MEN scales is ranged from 0.854 to 0.979 .
From the three measurement models of the MEN were consistent with the empirical data. A 13
factors with three latent variables (input-process-output) is the best-fitted model that provided a
chi-square googness-of-fit test of 0.520, df = 11, p-value = 1.000, GFI = 1.000, AGFI = 0.997,
RMR = 0.004 and RMSEA = 0.000.
As former studies, The results of this study would create plenty benefits to all parties:
mentor-nurses, novice-nurses, and organization (wards and hospitals) ; and the final outcome
was for the quality of nursing and professional. The Thai Army mentor-nurses would know how
they were as mentors of the novice and what they should improve themselve to be better mentor.
The hospitals or organizations could use these results to provide the effective training program
for their mentors. Furthermore, this model also could be applied to use in the education as well
as business or management. However, this SEM model has been in process of further detected
through empirical data and its results would be reported in future.
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Abstract
The Effects of Using Nonfiction Interactive Read-alouds on Expressive and Receptive
Vocabulary of Preschool Children
Young children acquire new vocabulary at an amazing rate during the first five
years of life. Because there is a strong relationship between language development during
the early years and reading ability in the primary grades, early childhood teachers must
understand language and literacy development. Children enter kindergarten in the United
States with large differences in their background knowledge, vocabulary, and early
literacy experiences. It is essential that early childhood programs provide quality
language experiences such as read-alouds in order for children to become successful
readers.
This study examined the strategy of using nonfiction interactive book read-alouds
with the emergent reader in preschool to promote vocabulary development. In this
quantitative study, 53 three-, four-, and five-year old children enrolled in a Head Start
program were participants. The preschool children were assessed using the Peabody
Picture Vocabulary Test (PPVT-III) and the Expressive Vocabulary Test (EVT) as pre
iii

and posttests. The researcher read nonfiction literature to one class and fictional text to
another twice per week for 12 weeks but did not read to the control group. Standardized
test scores did not show significant differences in the post-test scores among the control
and the two treatment groups, although all groups showed improvement in their receptive
and expressive vocabularies.
In addition, a survey designed by the researcher was sent out to preschool teachers
and childcare providers about the amount of time they read aloud to children, the amount
of time they spend reading fiction compared to nonfiction text, and their years of teaching
in early childhood and educational backgrounds. Results showed that teachers in early
childhood programs are reading to children an average of 8.5 out of 10 days, although
nonfiction literature is not being read to young children as much as fiction.
The findings in this report have implications for practice in the field. Because
vocabulary development is a key ingredient in the learning-to-read process, teachers and
parents can use nonfiction as a tool, if they are aware of the benefits of how to use this
genre to support children’s emerging literacy skills.
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ABSTRACT
The need for distance education, professional development, and international collaboration
continues to grow. As the need continues to grow, so do the technologies supporting distance
communication. Although many of the affordable and convenient technologies are limited, a
number of products are well positioned to lead the future of distance learning. This paper
considers a number of factors regarding the deployment of distance educational delivery systems
and some immediate needs for research regarding these systems.

Video Conferencing Technology: The Future of Distance Education, International
Collaboration, and Professional Development
Education, professional development, and curriculum development are increasingly being
accomplished using various technologies over the internet. These technologies include email,
discussion boards, and various web-based video conferencing. Within this paper, distance,
education, distance professional development, and distance collaboration will all be jointly
denoted distance educational delivery systems (DEDS).
Distance Education
Distance education is all the rage within academia. It is no longer uncommon for students to
take college courses from home or from locations far from a university setting. Students can
now log on any time of the day or night and receive, do, and return homework assignments.
Secondary students in rural schools can share a teacher and instruction among classes at more
than one school. Universities can now contract with external off-campus entities and provide
both instruction and professional expertise.
Many current technologies provide rich and powerful opportunities for collaboration.
Through the internet and email, the convenient transferal of electronic files (documents, images,
and video) creates novel means of instruction, participation, and collaboration among students
and faculty. Creative management of distance education courses allows for valuable
synchronous and asynchronous discourse among participants and learning opportunities. Some
experienced distance educators argue that carefully crafted interaction and collaboration through
thoughtfully produced written communication fostered in this environment provides educational
opportunities which are even superior to that of extemporaneous face-to-face meetings
characterized by impromptu questions and responses.
Unfortunately, although file transfers today are generally instantaneous, distance
education remains unnecessarily characterized by static web pages, painfully slow discussion
strands, and identity robbing digital drop boxes. Personal, ad hoc, face to face communication is
regularly being replaced by carefully crafted questions and responses. Lost is the unexpected
“teachable moment” highly valued by experienced educators.
Distance Professional Development
Effective professional development is critical in retaining teachers (Storer & Crosswait, 1995).
All school districts are charged with providing teachers access to high-quality PD (National Staff
Development Council, NSDC, 2005). With the advent of computing and the internet, many
professional development opportunities are becoming increasingly technologically sophisticated.
For instance, a recent conference on rural education simultaneously included presentations and
communications among university faculty and researchers, K-12 school teachers, students and
administrators, and local, state, and national policymakers from numerous states. During this
conference, participants from any location could fully interact with participants at other sites.
This type of professional development endeavor requires modes of dissemination previously
available to only a select few.
1

In another professional development project, professors and teachers from two different
states collaborate interactively across the internet to study the effects of using visualization in
science and mathematics classrooms. Via sophisticated video conferencing technology,
participants are able to collaborate interactively, communicate face-to-face, share software and
teaching ideas, and respond to discussion boards. Again, only the recent advent of robust
technology makes such projects possible.
Within the U.S., increasing travel costs strain the ability of schools budgets to fund
teachers’ attendance at professional conferences. Even paying for one professional developer to
come to a school or district may be financially impossible. Furthermore, professional
development which requires travel from either teachers or professional developers is often
fraught with limitations including: predetermined discussions and activities which may not truly
meet individualized needs of teachers; inflexibly scheduled presentations which may conflict
with other important endeavors; and limited teacher interaction and input. With these
difficulties, distance professional development will become increasingly important.
International professional development is now evolving as developers from one nation
create professional development opportunities for teachers in other countries. Often, these
projects include explanatory, prerecorded video segments for asynchronous review. While
valuable, these presentations often share many aforementioned weaknesses of professional
development. On the cutting edge of professional development, multinational projects are
becoming more available. Educators and professional developers from any number of nations
are collaborating to create new endeavors geared for specific cultures and others adequately
generic to be used in many cultural settings.
Distance Collaboration
The need and opportunity for international collaboration in the realm of both curriculum
development and professional development continue to grow. Throughout the world,
professional educators are realizing the need to harness collaborative expertise of teachers,
school administrators, students, parents, professors, professional developers, curriculum
developers, and researchers in order to create products which will be used in other countries or in
multiple countries. Often these webs of collaboration simultaneously span multiple countries,
time zones, cultures, and languages. For instance, in a recent project, university faculty, public
school teachers and students, and computer artists and programmers from multiple states in the
U.S. and multiple countries around the world collaborated to create a mathematics curriculum for
schools in a country in the Middle East. Initially written in Arabic, this curriculum was roughly
translated into English and then the translation was refined. It is currently envisioned that the
curriculum will later be translated into Spanish and French and disseminated to underdeveloped
nations. The size of this project alone necessitates expertise rarely found at any one location.
Thus, extensive collaboration became necessary.
The Need for Technology Choices
Even in the nearly instantaneous era of email, communicating via typing is arduously slow. The
nature of extemporaneous speech is lost to the precision of written words. Ideas become lost and
often reappear only after they fall out of the natural flow of ideas and discourse.
2

Phone communication, although instantaneous, loses the value of observing human
behavior. Being unable to witness how people react is particularly important when two or more
parties are communicating across different languages or secondary languages. Often, negotiating
between heavy accents can be mitigated by simultaneously observing behavior, facial movement,
and hand gestures. Apart from video phones, simultaneous phone/video communications are
limited. Even most existing video phones are restricted in the number of people who can
conveniently be viewed at each location and the number of simultaneous locations is even
narrower.
More sophisticated technological meeting options require expensive video conferencing
hardware, software, and computers. While these options are generally far less expensive than
typical travel costs, they often remain prohibitive for many organizations and complex multi-site
endeavors. Furthermore, many locations now facilitate these video conferencing opportunities
for fees which are exorbitant to smaller organizations. Although growing, these video
conferencing centers are relatively rare throughout the world.
Altogether, typical video conferencing solutions, particularly on an international level,
seem inconvenient, inaccessible, and overly expensive. However, additional technologies are
now available which inexpensively provide robust video conferencing opportunities. Among
other technologies, some video conferencing technologies (Tandberg, Polycom, and etc.) provide
simple, efficient, and relatively inexpensive video conferencing technologies to nearly everyone
who possesses broadband internet connectivity. This paper argues that these technologies lie in
the center of the need for modern, collaborative, interactive distance education, professional
development, and curriculum development.
A number of video conferencing technologies are now less expensive than many
computer systems and are far more cost effective than professional net meeting scenarios. They
need only to be connected to a simple TV, powered by electricity, and connected to an Ethernet
network. With these video conferencing technologies, two or more groups from one or more
countries can simultaneously collaborate on projects. As the internet and video connectivity
proliferates throughout the world, these technologies will begin to be used on a daily basis.
Many of the above mentioned DEDS scenarios defined above can either be produced or
significantly enhanced through Tandberg or Polycom systems. These systems accentuate the
valuable, live, face-to-face interaction missing through other modalities of distance or online
interface.
Research Possibilities
DEDS is now being studied by numerous researchers (Bossé & Rider, 2005). The success of
DEDS as an instructional modality is being considered by ever more entities. Most notably, the
educational value of an impressive array of what can be accomplished through these offsite
modalities is being evaluated. Typically, DEDS technology is being assessed as a replacement to
synchronous face-to-face contact. What is more difficult to evaluate in the current form of
DEDS is what exist only infrequently: live, face-to-face interaction across the technology. With
video conferencing technology as integral components in DEDS presentation modalities, more
robust dimensions of communication and interaction exist. Asynchronous, live, face-to-face
interaction can be a component of any DEDS presentation project. This significantly broadens
3

the realm of research in DEDS presentation.
There is significant room for research regarding DEDS. For instance, how does face-toface, web-based, and video conferencing technology delivery affect the learner-learner/learnerinstructor environment, communication and interaction? How does distance delivery via
electronic modalities differ from traditional face-to-face instruction? How can DEDS allow for
these differences?
In what ways are participant-participant and participant-instructor
communication enabled and constrained by DEDS technologies? Can these technologies
provide participants socially negotiated (Cobb, 1994) and authentically constructed (Brown et.
al., 1993) learning environments and facilitate the construction of communities of practice
(Wenger, 1998) and the interaction and communication within and among those communities?
Conclusions
We now live in a period of ever rapidly changing DEDS technology. While more opportunities
are available for DEDS projects, research lags behind the evolution of the technology. Thus, as
educators seek more efficient means of providing DEDS, researchers must assess the value of
these products. While this paper argues that the convenience and inexpensive nature of some
video conferencing systems naturally positions these as the immediate future of DEDS, this too
must be evaluated.
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Teachers work – policy and practice in Sweden
Ann-Kristin Boström,PhD, Swedish National Agency for School Improvement
e-mail: ann-kristin.bostrom@skolutveckling.se
Efforts have since long been made in developing human capital while relatively little attention has been paid to
the “soft” capital in the form of social capital related to human co-operation and quality in life. Still social capital
has quickly developed as an important and popular concept during recent years. The Well-being of Nations
(OECD, 2001) has its focus on both quality in life and well-being.
Since the early 1990s, there have been many changes in the organisation and management of schools in Sweden.
In 1991 the responsibility for teachers´ employment was transferred from the central state authorities to local
authorities. A new curriculum was implemented 1995. It was confirmed that the central state authorities had
responsibility for setting the goals for education but the plans, the means and the methods of reaching these
goals, where now to be delegated to the local authorities and individual schools. Each and every school was
expected to draw up their own school plan.
This paper will discuss the effect of the reforms and the focus on values, individual support and cooperation in
the Swedish compulsory education system. Swedish students like to go school, they express confidence in
schools and the teacher –student relationship has developed positively. This is also evident in investigation as
PISA and TIMSS as well as in broad national investigations. At the same time the content of Education and the
students´ knowledge especially in Mathematics and Science has been questioned.
The Swedish National Agency for School Improvement is responsible for general support to schools within
nationally prioritised areas. Intense analysis is used as one basis for the choice of improvement strategy by the
agency. The specific situation, local needs and national ambitions directs what kind of combination of
improvement tools that are used.

Social capital, the concept
While, efforts have been made in Western societies to develop human capital, relatively little
attention has been paid to “soft” capital, in the form of the social capital related to human cooperation and quality of life in the workplace. However, in a recent publication, The Wellbeing of Nations (OECD, 2001a), the role of both human capital and social capital are in
focus, where the importance of quality of life and well-being are emphasized. These values in
Eastern societies, on the other hand, have long been considered of considerable importance
and not possible to explain in only economic terms. As Okamoto (2001) puts it, lifelong
learning ought to be of a sacred and spiritual nature, to be enjoyed by the people involved and
to improve the psychological and spiritual quality of daily life, what is termed kokoru in
Japanese. Okamoto (1992) had earlier described some of the explanatory components of
kokoru as being:
“ … respect for the life of human beings and animals, ability to positively consider one’s way
of life, attitude to seek truth, sensitivity to beauty and the sublime, respect for nature,
sympathy and generosity, gratitude to others, autonomy and self-control, contribution to the
public interest, egalitarian attitude, cooperation with others, sensitivity to morality, good
habits and manners in daily life” (Okamoto, 1992, p.36).
Thus, there are several aspects of the Japanese concept of kokoru that may be compared to the
three entities included by Coleman (1988) in the description of social capital. These entities
are norms and structures, cooperation and trust.
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When discussing the reasoning behind considering social capital as a form of “capital,” Sadler
and WookWon (1999) used six different attributes which, they argued, allowed social capital
to be considered as being similar to “other capitals.” The first of these attributes concerns
viewing social capital as a resource, which may be invested for future use, even though the
returns might be less secure. The second is that social capital is appropriable, that is to say, an
actor’s network may be appropriately used for other purposes (such as information or advice)
and that those advantages derived from an actor’s position in society can be converted to
economic advantage or other types of advantage. The third attribute is that social capital may
be complement other forms of capital. The fourth is that social capital requires maintenance,
otherwise its efficacy will be reduced. The fifth is that social capital is a “collective” good
rather than the private property of those who derive benefits from it, although it is possible for
some people to be denied access to it. The sixth is that even though social capital may be
destroyed by a single individual, it is not located in any one individual person since its
existence is dependent on co-operation between individuals.
Bourdieu (1984, 1992) was one of the first to develop the concept of social capital in relation
to cultural capital, which, he claimed, is a collective phenomenon, because, it is shared by
members of, for example, a voluntary organisation. Bourdieu (1984, 1992) proposed, that a
further characteristic of social capital is that it is based on common and mutual cognition and
recognition. Thirdly, Bordieu (1984, 1992) considered that the concept of social capital enjoys
a symbolic character whereby it constitutes the basis for the legitimatisation of social
differences between people as members of an organisation.
In later works, Coleman (1988; 1990) refined the concept of social capital and defined it as
follows:
“Social capital is defined by its function. It is not a single entity but a variety of different
entities, with two elements in common: they all consist of some aspect of social structures,
they facilitate certain aspect of social structures and they facilitate certain actions of actors –
whether persons or corporate actors – within the structure.” (Coleman, 1988, p.98)
According to Coleman (1988), there are three forms of social capital, as follows:
•
•
•

Social capital as the level of trust to be found in the social environment and the actual
extent of recognized obligations.
Social capital as information channels.
Social capital constituting those norms and sanctions that encourage or constrain
people to work for a common good, thereby relinquishing their own immediate selfinterest.

Coleman’s work on social capital was conducted within the framework of the field of
sociology of education. However, the concept has been explored in a number of other
disciplines and areas of research as well. In fact, one of the distinguishing features of the
concept of social capital is that it embraces a number of different areas of investigation, thus
making it possible for the concept itself to be interpreted in a variety of ways, depending on
the paradigms that are dominant any particular discipline. In addition, the concept itself
consists of a variety of components that facilitate its application at both the micro level of the
family or organisation and the macro level, as in comparative studies of different countries.
Although the concept has been used in a number of areas of investigation, and in a variety of
disciplines, there is nonetheless one common denominator in that most of this research entails
the three pillars of the concept, as proposed by Coleman trust, communication and network.
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It is appropriate at this juncture, with regard to the utilisation and further development of the
concept of social capital, to mention the seminal work of two other researchers, namely
Putnam (1993), in the field of political science, and Fukuyama (1995), in the fields of
economic history and sociology. Putnam (1995), in his article entitled “Bowling alone,”
describes the manner in which American society has changed, whereby people, in earlier
times, joined together to form associations but today pursue a more individualistic way of life.
The title of the article alludes to the fact that, between 1980 and 1993, the total numbers of
bowlers in the United States increased by 10 per cent while, during this same period, league
bowling decreased by 40 per cent. In this study, Putnam introduced the concepts of “bonding
social capital” and “bridging social capital,” where the former is a term that refers to the links
between like-minded people while the latter refers to the forging of links between
heterogeneous groups.
Fukuyama’s ambition, in his books Trust (1995) and The Great Disruption (2000), is to
describe and investigate the component entities that are subsumed under the concept of social
capital. In The Great Disruption (2000), Fukuyama compares data, from Japan, Sweden, the
United States, together with England and Wales, on reported crime, on families and on
surveys of trust, values and civil society. He found, with regard to reported crimes,
particularly rates of violent crime and rates of theft, that in the latter three countries these
were increasing whereas in Japan they were either decreasing or at least at a consistently low
level. In the view of Fukuyama (2000), it is family norms that “ … both constitute social
capital and are critical for propagating social capital to succeeding generations” (ibid. p.24).
However, Fukuyama (2000) is not of the opinion that women are to blame for these negative
trends and family fragmentations. Further, while women were making their entry on to the
labour market, there were also changes taking place with regard to family norms whereby
men, who had formerly been financially responsible for both women and children, were now,
to a greater extent, to share responsibility with women for child-rearing. Thus, while on the
contrary, Fukuyama (2000) considers that blame rests squarely with men, he also considers
that those considerable changes that have taken place, with regard to gender relationships,
have not always had such positive effects as many feminists would claim.
Fukuyama (2000) also considers that wage differentials between those who are richer and
those who are poorer have had an effect on women’s situation since their entry on to the
labour force, such that
“ … the educated, ambitious, and talented women broke down barriers, proved they could
succeed at male occupations, and saw their income rise; but many of their less talented sisters
saw the floor collapse under them as they tried to raise children by themselves in low-paying
jobs or, for the poor, on welfare.” (ibid. p.121)
Thus both rising crime rates and a high proportion of single-parent families covary with
reduced social capital in the countries where these occur.
In contrast to this description of the depletion of social capital, Fukuyama (2000) also
describes the manner in which social capital may be formed, from the bottom up rather than
from the top down:
“What we can see in many contemporary workplaces, however, is something of the opposite:
formal, rule-bound, hierarchical relationships are being replaced by flatter ones that give
subordinates grater scope for authority, or else by informal networks. In these workplaces,
coordination bubbles up from below rather than being imposed from the top, and this is based
on shared norms or values that allow individuals to work together for common ends without
formal direction. It is based, in other words, on social capital, which becomes more rather
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than less important as the complexity and the technological intensity of the economy
increases.” (ibid,p. 193)
The one common denominator in the utilization of the concept of social capital entailing trust,
communication and network, as described above, is also found in other research. In a
document prepared by CERI (OECD, 1999b), for example, social capital is referred to as
consisting of those various aspects of social life that induce people to act together, while the
important products of individuals learning, with regard to both intragroup and intergroup
relationships, are considered to be creating synergy and providing cohesiveness, trust and
solidarity. Further, Inglehart (1999) argues that economic development is closely linked to
interpersonal trust. This claim is based on the findings of the 1990-1991 World Values
Survey, which encompassed sixty different societies, representing 70 per cent of the total
population of the world. Schuller and Field (1998) states that, as individuals in a society
develop skills and knowledge, the stock of human capital accumulates in that society, at the
expense of individual autonomy, with the latter becoming less effective as it becomes
increasingly divorced from social relationships. In another study of social capital, conducted
by Woolcock (1999), a member of the Development Research Group at the World Bank, the
concept is described in such a manner that it opens up the possibility for the existence of
negative social capital to be taken into consideration. Thus Woolcock (1999), when taking
into account the social capital that is found in clubs, associations and societies, in
communities where people meet and cooperate, describes how some of these are either
isolated from the rest of the society or exclude themselves from the rest of society, the risk
arises that negative social capital will appear. However, such negative social capital is not
necessarily negative for those actors involved within such organisations or institutions but
rather it is to be considered negative social capital for society at large. Some examples of this
are anti-social gangs, drug cartels and organized criminal syndicates. Since the concept of
negative social capital is relatively recent, although it has already been studied and described
in numerous articles, no indicators for this concept, based on the three pillars of trust,
communication and network, have as yet been identified.

The parent, the child and the teacher
Coleman (1990) describes three important aspects of social structure, with regard to child
rearing, and stresses the importance of the existence of some sort of network or “closure of a
social network” between two, or more, adults and the child. These three different types of
adult-child relationship are illustrated in Figure 1. The first of these demonstrates the
relationship between one child and one adult where all child-rearing responsibility is borne by
that one adult. In the second case, two adults in the same family share the responsibilities of
child rearing. The third type is that where an adult bears responsibility for child rearing, but is
able to share some of this responsibility with another adult, outside the family, such as a
friend or a teacher. The new family structures found in most Western societies, referred to
above, entail some form of reduction in the parent-child relationship. At the same time, an
increased proportion of psychological investment in child rearing derives from actors in new
structures, such as child day-care centres and schools.

5

1. The first aspect is the intensity of the relationship between adult and child.
2. The second aspect is the relationship between those two adults who, in turn, have their
own relationship of some intensity with the child.
3. The third aspect is the continuity of structure over time. Coleman (1990, p.590).

Adult

Adult 1 Adult 2

Adult 1

Adult 2

mother

parent

friend,teacher

Child

father

Child

Child

Figure 1. Social capital and a social network involving a child and adults
Adapted from Coleman (1990, pp.591-593)
It is possible for adults other than parents, as friends and teachers, to constitute a social
benefit for the child. According to Coleman (1990), social capital resides in the capability of
any transmission between an adult and a child. As demonstrated by Coleman (1990), a child is
dependent on social and psychological support and on social constraints, which together
constitute that social capital which is required of adults to invest in the young.

Elements of social capital
In a qualitative study from Sweden, indicators of social capital could be extracted. The
qualitative study consists of two team-teaching case studies (Boström, 1995). A questionnaire
was given to parents regarding their children’s school. The responses of 46 parents were
analysed, from which the following three theoretical constructs emerged from this analysis:
1. solidarity and unity within the group promotes co-operation and a “safe” environment,
involving peace, quiet and order (i.e. norms and structure) in the classroom
2. when needed, the staff provide supportive help for the pupils and pupils have high
self-esteem and enjoy going to school indicating trust
3. effective communication between teachers and parents and their children creates a
well-functioning network
The results from the analysis in the team-teaching case study (Boström, 1995), may also be
viewed from a social capital perspective, since, according to Coleman (1988, 1990) cooperation, a safe environment derived from norms and structures, assistance when needed,
and effective communication are all entities of social capital.
It follows, from the definition of social capital, that it is derived and nurtured in social
contexts where people are working together towards a common goal. Consequently, social
capital invested in children, on the part of parents and other adults, is generated when people
co-operate and make use of the common social capital available to them. The subject of the
research reported in the present study is the classroom, where transmission of learning takes
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place, where pupils co-operate with each other and where the individual pupils feel secure and
trust the adults present and with whom they are able to co-operate.
The pupils regard the adults as role models and gain experience from working together with
them, as well as from the mentoring, supervision and teaching that is taking place. When this
context is maximally productive, it forms a firm foundation for generating social capital in the
form of trust, norms and structure, together with viable and vital communication between all
participants.
The importance to parents of a school environment that is fertile with regard to social capital,
has been made explicit in a recent case study (Boström, 1995). In the study there were two
adults co-operating in classroom teaching. The parents´ evaluation of the work of the teachers
provided information as to those factors which the parents indicated they considered
important to learning. Thus, parents considered social capital to be a prerequisite for a good
learning environment.
Method
The qualitative method that was used has similarities with Grounded Theory, as described by
Strauss and Corbin (1990). In their description of the analysis of data, researchers are
searching for incidents by which the data can be placed into different categories, the
properties of the latter being defined and conceptualised in an abstract form. Thereafter,
relationships between the different categories are investigated and conceptualised to form a
theory.
In the team-teaching study, the data consisted of a limited number of questionnaires, therefore
there was no possibility of gathering enough information on which to ground a theory. Instead
a more general qualitative method was used to search for patterns and regularities in the
responses (Tesch, 1990). The researcher is able to build on those intuitions and insights that
emerge through dwelling intensely on the data over a longer period of time.
In order to compare the responses, the sentences in the responses concerned in this case were
broken down into elements, describing the various opinions of the parents. The exact wording
from the responses to the questionnaire were retained, in order for the parents’ original
opinions and content to be maintained. There were three open-ended questions, as follows:
Did you like to have your child in class X
Why/Why not?
We have tried a new organisation in this classroom. … What is your opinion of this
organisation?
Population
Questionnaires were distributed to the parents of pupils in two three-year periods. There were
18 completed questionnaires from the 19 distributed in the first of these two periods (response
frequency 94%) and 24 completed questionnaires of the 25 distributed in the second (response
frequency 96%). Thus a total of 42 completed questionnaires were available for analysis.
Data analysis
In this data analysis, a list was drawn up of all parts of sentences (segments) where the parents
had mentioned something about school or team-teaching.

7

Table.1 Indicators for social capital (adapted from Boström 1995)
Categories and number of segments
1
2
3
4
5
6
7
8
9
10

The pupils are provided with support and assistance
The pupils attain a high level of self-esteem
The pupils enjoy being in school
The pupils realize the importance of education
The pupils achieve broader knowledge
There is no "running about" between classrooms
There is order in the classroom
There is peace and quiet in the classroom
The climate in the classroom is characterised by solidarity and unity
Pleased with the teacher

11
7
11
2
6
12
4
9
17
13

The questionnaires were found to contain a total of 93 such segments. These were grouped
under 10 categories, as shown in Table 1. One significant factor uncovered in the data is that
all of 81 segments, out of a total of 93 in the present analysis, indicate some reference to
social capital.
On the basis of these segments, and the 10 categories, the following observations can be made
with regard to the social capital perspective:
Category nine, the climate in the classroom, was characterized by solidarity and unity (17
segments). This category is related to category six, with 12 segments, the importance of
remaining in the classroom and doing things together. The combined total number of
segments in these two categories constitute roughly one third of the overall total of segments,
that is 29 out of 93 segment. These 29 segments are direct indicators of that entity of social
capital defined as “co-operation during solidarity and unity.”
That entity of social capital defined as “norms and structure” is observed in category seven,
order in the classroom (with 4 segments), and category eight, peace and quiet in the classroom
(with 9 segments). Thus there are a total of 13 segments that indicate “norms and structure.”
“Trust” as an entity of social capital is to be found in category one, supportive help (with 11
segments) in category two, high self-esteem (with 7 segments), and category three, children
enjoy going to school (with 11 segments). Thus, a total of 29 segments are found that indicate
“trust.”
“Communication” as an entity of social capital is indicated by
the 13 segments in category 10, pleased with the teachers. The segments in this category refer
to the importance of communication between teachers and parents and that parents feel that
their children are “safe” and are working in a good environment.
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Organization of the Swedish compulsory schools
Ministry of Education, Research and Culture (Utbildnings- och kulturdepartementet) is
responsible for matters regarding pre-school education and child care for school children, preschool classes, compulsory school and equivalent schools, upper secondary school,
independent schools, adult education, popular adult education, post-secondary education,
universities and university colleges, research, study support, student social issues, youth
policy, culture and media. There are three Ministers of Education, Research and Culture in
Sweden, the Minister for Education, Research and Culture, the Minister for Pre-School
Education, Youth Affairs and Adult Learning and the Minister for Schools.
Each Ministry is principal for a number of government agencies, foundations, associations
and companies. These are responsible for the day-to-day operations of public administration.
The Government sets the goals, guidelines and distribution of resources for these entities
through appropriations and appropriation directives. However, the Government does not
control their application of laws or their decisions on specific matters. The municipalities and
their schools are responsible for finding ways of reaching the goals, evaluating the efforts and
improving the work. The state supports the municipalities and their schools in their strivings
to provide and develop the quality of the inner work.
Two national agencies are the main actors here. The National Agency for Education controls
and evaluates. The Swedish National Agency for School Improvement supports improvement
work.
The Swedish National Agency for School Improvement
Every member of the Swedish society is expected to learn and develop in their own way.
Every pre-school, school and adult learning centre is expected to provide an environment that
stimulates learning and development. The main purpose of the Swedish National Agency for
School Improvement is to realise these ambitions.
In Sweden the educational goals are expressed in three national curricula – one for preschools, one for compulsory schools and one for upper secondary schools – decided by the
government.
The Swedish National Agency for School Improvement
•
•
•
•
•
•
•

Is responsible for general support to schools within nationally prioritised areas
Supports local development of work quality and improvement of learning
environments
Stimulates the development of professional competence among educators
Is responsible for the national programme for school leader education
Supports the widened use of ICT in education
Disseminates knowledge, experiences and research among professional educators
Participates in national and international networks that stimulate school improvement

The agency for school improvement cooperates with other actors, like municipalities, schools,
universities and professional unions that are interested in the development of education.
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Flexibility and effectiveness, respect for local needs and circumstances as well as long-term
commitment are hallmarks of the agency.
Intense analysis is used as one basis for the choice of improvement strategy by the agency.
The specific situation, local needs and national ambitions directs what kind of combination of
improvement tools that are used, like:
Specified support in the form of programmes and change designs are given to learning
environments where important problems has been detected
Networks are initiated and supported so that learning organisations can create and share
improvement paths
Support is given to learning environments to organise their school improvement efforts
including designs of in-service training of professionals
Systematic knowledge about learning, evaluation, social development and related topics are
disseminated to professionals working within the educational system
Methods for school improvement are developed and disseminated
The Swedish government gives priority to improvement work within certain areas where the
agency has to act. At present improvements are requested on learning of basic skills and
knowledge especially for young people in living areas characterised by ethnical and social
segregation. The agency is also requested to support the further use of ICT in schools.
All students will conquer basic skills and knowledge during their comprehensive school years.
If schools fail to give students support enough, improvement of working methods as well as
development of professional standards have to be realised. The agency for school
improvement supports works on basic reading, writing, mathematics and work with students
that use two languages. Future education options, career opportunities and a good quality of
life are uneven distributed within the Swedish society. One task for the agency is to support
development initiatives that makes it more possible for young people to get a good education,
although the live in an ethnical or social segregated area. A good education opens many
future opportunities for young people.

Recent reforms
Since the early 1990s, there have been many changes in the organisation and management of
schools in Sweden. In 1991 (SOU 1990-91:18) the responsibility for teachers’ employment
was transferred from the central state authorities to local authorities. A new curriculum was
implemented during 1995. It was confirmed that the central state authorities had responsibility
for setting the goals for education but that the plans, the means and the methods of reaching
these goals, were now to be delegated to the local authorities and individual schools. Each and
every local authority is expected to draw up their own school plan.
In 1998, the statuary provisions concerning childcare were transferred from the Social Service
Act to the Education Act. As a result of this, the statutory responsibilities were transferred
from The National Board of Health and Welfare to the National Agency for Education. This
facilitated the implementation of a provision from 1997, which states that staff from primary
school, pre-school and after-school care should co-operate in order to ensure that the
education of children will be regarded as part of lifelong learning. Subsequent integration of
childcare and school would be facilitated when responsibility was placed under the same form
of educational management (Regeringens proposition 1997-89:93; Boström, 1999).
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Accordingly, the duties placed on the school head were also changed (Boström, 2000b). The
results from a survey carried out by the National Agency for Education in 1998 indicate that
76 per cent of the heads of compulsory schools are responsible for pre-school classes, while
80 per cent are responsible for after-school centers and 23 per cent are responsible for preschool, (care for children between 0-5 years of age). This means that compulsory schools in
Sweden have been, and continue to be, in a period of transition. Since decisions regard the
means of attaining designated goals are delegated to local authorities and individual schools,
some variation between schools is to be found both with regards to methods and to
organization. In short, on the one hand, there are, for example, schools where teachers are
working together in teams of about 5-8 staff, teaching 60 to 80 pupils, and, on the other hand,
schools where there is one classroom and one teacher for each class/year. In addition, many
different variations are to be found between these two poles. There are also differences in the
manner in which pupils are grouped. Schools have either classes with mixed age groups, for
example, class 1-3 in one classroom, or classes consisting of pupils in the same age group.
The official statistics about childcare, schools and adult education published by the National
Agency for Education (Skolverket, 2001) indicate that for all the 289 local authorities found
in Sweden, the total number of compulsory schools is 5090. Of these, 418 are private schools.
There is a total of 1 008 694 pupils in these schools, with the mean number of pupils being
207 per school. The local authority with the highest mean number of pupils per school is 420
while the lowest mean is 56 pupils per school. There are a total of 5 301 heads within these
schools, of which 2 130 are males and 3 745 females.

International investigations
Teacher policy is currently high on the agenda of all OECD countries. There are policy
initiatives under way to improve teacher recruitment and supply, reforming initial teacher
education and professional development, restructuring teachers´s work and careers and
strengthening leadership in schools.
The role of the teacher has changed and the range of tasks teachers are seen responsible has
widened significantly. Some examples of new areas of teacher responsibility are:
OECD observer (februari 2004)
•
•
•
•
•
•
•
•
•

Assessing and councelling individual learners
Teaching in multicultural classrooms
Developing civic and social skills
Integrating students with special needs
Providing professional advice to parents
Working and planning in teams
Being part of a learning community
Evaluation and systemic improvement policy
Management and shared leadership

Teachers in Sweden are expected to foster social cohesion and adequate classroom
management techniques for disabled children and cultural knowledge about the different
ethnicities. They also need to inform and to consult parents on process of learning and
education. Teaching repertoires need also to be sensitive to the individual needs of students.
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Index of Mathematics Teacher´s
Perception of Safety in the
Schools (TPSS)

Through ongoing classroom assessment (formative assessment) teachers can gauge student
progress and understanding and adjust methods appropriately.
The Swedish National Agency for Education has conducted attitude studies each third year
from 1993 to 2003. “A number of the results suggest that the relationship between teachers
and students developed positively during the last decade, and that the students are happier
with their teachers, find it easier to approach them with problems in school, and are not afraid
to refuse to go along with things they feel are wrong. Students are also more satisfied with the
teaching they receive, and feel that opportunities for special support have
improved.”(Skolverket, 2004)
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Figure 2. TIMSS (2003)8.7: Index of Mathemathics Teachers´Perception of Safety in the
Schools.
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Figure 2. TIMSS(2003) 8.8: Index of Students´Perception of Being Safe in the Schools

In TIMSS (Trends in International Mathematic and Science Study) an index of Mathematics
Teacher´s perception of safety in schools (TPSS) is investigated (Figure. 2.). Low TPSS is
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low perception of the students´safety. Two Nordic countries,Sweden and Norway and two
Asian countries, Japan and Singapore are compared. In TIMSS there is also an investigation
of the students´ perception of their safety in schools. The same countries are compared and
the index is called SPBSS, index of students´ perception of being safe in schools (Figure 3.).
The assessment of safety in the schools is remarkably identical when comparing the results
from the Swedish teachers and the Swedish students’ wile some of the other countries differ.
This could be a result of an effort from the State to support social capital in the classroom.
There is, though, at the same time a lack in the focus on knowledge and assessments in the
Swedish schools. This has been shown in the PISA (2003) study where Sweden is not
advancing in the measurement tables rather the opposite or just holding the former position. A
major investment in supporting the Swedish schools in knowledge and assessments is
therefore just beginning to take place under the supervision of the Swedish National Agency
for School Development.

Conclusion
Swedish students like to go school, they express confidence in schools and the teacher –
student relationship has developed positively. This is also evident in investigation as PISA
and TIMSS as well as in broad national investigations. At the same time the content of
Education and the students´ knowledge especially in Mathematics and Science has been
questioned.
The Swedish National Agency for School Improvement is responsible for general support to
schools within nationally prioritised areas. Intense analysis is used as one basis for the choice
of improvement strategy by the agency. The specific situation, local needs and national
ambitions directs what kind of combination of improvement tools will be used.
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Increasing the Potential for Academic Success: Working with
TeenParents and At-Risk Students Living in Poverty
Abstract:
Most professionals, working with teen parents and at-risk youth, have heard the current
statistics: one out of four individuals (25%) under the age of 18 in the United States live in
poverty; poverty-prone children are more likely to be in single-parent families; and femaleheaded households experience a poverty rate of 50.3% (Payne, 2001). But what does this
information mean for teen parenting and at-risk youth programs? This workshop will focus
on poverty and how it affects language, thought, actions, interactions and reactions. In order
to increase the teen parent/at-risk youth’s potential for success, counselors, teachers and
caseworkers must understand how the lack of resources or living in poverty impacts families.
This workshop will address the impact of poverty and identify key strategies necessary for
teen parents/at-risk youth to succeed.
The workshop will begin with a brief overview of the most current research on the effects of
poverty including the work of Ruby Payne, Jean Brooks-Gunn et al., Marti Joos and others.
The presenters will also share over thirty years of personal experience working with families
living in rural poverty, identifying both their strengths and challenges. The following key
points regarding poverty will be addressed and discussed: the differences between
generational and situational poverty; the hidden rules of the class in which the individual was
raised and how these rules determine actions and interactions; the influence of language,
formal vs. casual language and how it affects success in school and work; and the
ramifications of using middle-class norms in the education system. This will be an
interactive presentation with participant’s encouraged to brainstorm and share examples. In
the second part of the workshop, participants will be involved in a short activity: “Can you
survive in poverty? Can you survive in middle class? Can you survive in wealth? The
activity will illustrate the skills, abilities and values of each class. The third segment of the
workshop will utilize case studies from the presenter’s own work with teen parents and atrisk youth. In this segment, participants will identify the resources or “keys” necessary for
the success for teen parents/at-risk youth.
Objectives:
At the conclusion of this presentation, the participants will be able to:
1. Identify three differences between generational and situational poverty and the impact
of each on families.
2. Describe the difference between Formal Register Language and Casual Register
Language and identify which register limits opportunities for success.
3. State four hidden middle class norms imbedded in our education system.
4. List five resources necessary to increase the potential of success for teen parents
living in poverty.
The presenters have over twenty-five years experience working with children,
adolescents and families in the field of child care, administration, counseling, and
education. They have expertise in working with at-risk families and are involved in
consulting, training and presentations at the local, state and national levels.
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“Recent Research in Neuroscience and the Implications for Early
Childhood Education”
Workshop Abstract:
In the last ten years, giant strides have been made in the field of neuroscience
relating to the neural connections early in life, critical periods for development,
and the importance of the environment on brain development. Now the issue
for early childhood educators is to understand the implications of this research
and to translate those findings into providing developmentally appropriate
practices in the classroom and helping parents provide enriched environments
in the home.
This workshop will address neuroscience research in three phases. First, an
overview of recent research, including a short video clip from the “Born to
Learn” Series. Second, the presenters will discuss six conditions necessary for
optimal brain development. And finally, interactive activities will provide
educators with ways to assist parents in enhancing the home environment.
This workshop is designed for Early Childhood Educators working in the
classroom, parent educators, and early intervention specialists working with
families and children from birth through five years.
Upon completion of the workshop, participants will:
• Explain how neural connections are formed
• Identify critical periods of development for young children
• Discuss the importance of enriched environments
• Identify specific ways neuroscience research can be used by early
childhood educators and parents
The presenters have over twenty-five years experience working with
children, adolescents and families in the field of child care, administration,
counseling, and education. They have expertise in working with at-risk
families and are involved in consulting, training and presentations at the
local, state and national levels.
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Measuring Learning in the Affective Domain Using
Reflective Writing about a Virtual International Agriculture Experience

Abstract
Agricultural educators are familiar with the three domains of learning: 1) cognitive, 2) affective,
and 3) psychomotor. When teaching agricultural content, the instructional and assessment
strategies are typically focused on the cognitive domain of learning because of the difficulty in
measuring gains in the affective domain. The purpose of this study was to measure affective
learning after viewing an asynchronously delivered simulation, reflecting (meta-cognition), and
writing about the experience. Research in agricultural education is devoid of writing as an
assessment tool to measure learning in the affective domain. Content analysis of 83 reflective
writing samples was used to analyze affective learning at the levels of receiving, responding,
valuing, organization, and characterization. It was evident in the reflective writing that all
students participated at the receiving and responding levels. It is much more difficult to assess
students at the higher levels of the affective domain (valuing, organizing, and characterizing).
From the analysis of reflective writing, the researchers recognized and determined that some
students expressed affective learning at higher levels of the affective taxonomy and increased
their level of reflective writing in the process.

Introduction
Piaget noted, “at no level, at no state, even in the adult, can we find a behavior or a state
which is purely cognitive without affect nor a purely affective state without a cognitive element
involved” (as cited in Clark & Fiske, 1982, p. 130). McKeachie emphasized the need to
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understand humans holistically; cognition and affect should not be separated (1976). Educators
are familiar with the three domains of learning: 1) cognitive (Bloom & Krathwohl, 1956), 2)
affective (Krathwohl, Bloom, & Masia, 1964), and 3) psychomotor (Harrow, 1972). In most
content areas, the instructional and assessment strategies are typically focused on the cognitive
domain of learning due to the difficulty in measuring gains in the affective domain (Leng, 2002).
Researchers have examined the relationship between instruction and student performance in the
cognitive domain (Cano, 1990; Cano & Newcomb, 1990); however, in today’s atmosphere of
large classrooms and multiple-choice exams, it can be difficult to assess learning in the affective
domain.
As educators, we understand the value of writing. We often assign writing as part of our
assessment in courses and we teach courses in technical and journalistic writing. Day, Raven,
and Newman (1998) measured changes in student attitudes in technical writing in an agricommunications course. Other studies have measured writing competencies of graduate students
(Murphy, Lindner, & Kelsey, 2002; Lindner, Murphy, & Wingenbach, 2002). No studies were
found in the field of agricultural education that specifically examined using writing to assess
affective changes in undergraduate students.
Huba and Freed determined that short writing assignments serve as an appropriate
assessment tool to measure changes in attitude (2000). Writing supports learning through the
whole-brain processing of doing, depicting, and symbolizing (Emig, 1988). When a learner
reflects upon their thoughts and emotions as a result of an instructional sequence, then the nature
of the learning process helps the learner to construct meaning from information and experiences.
In order to fully understand this study, it is important to review the taxonomy of the affective
domain, as well as the use of reflective writing as an assessment tool.
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Theoretical Framework
When we think about beliefs and attitudes, we are on a less trodden path called the
affective domain of learning. Researchers studying human behavior recognize the need to
consider both cognitive and affective dimensions of learning, and their interrelationships
(McKeachie, 1976; McLeod, 1991; Vygotsky, 1962). Perhaps the first step on this path is to
operationally define these terms. “Affect” is often described with words such as feelings,
emotions, motivations, attitudes, and beliefs. Studies have noted relationships exist between
moods and information storage and retrieval (Bower, 1981). There is evidence that affect can
directly influence cognition. Several studies describe relationships between a student’s mood
and learning, as well as relationships between moods and information storage and retrieval
(Bower, 1981; Bower & Cohen, 1982; Bastick, 1982; Kuiken, 1991; Morris, 1989).
Attitude can be defined as “a mental or neural state of readiness, organized through
experience, exerting a directive or dynamic influence upon the individual’s response to all
objects and situations with which it is related” (Allport, 1935, p. 810). Attitude theory contends
that the expression of attitude is a social phenomenon and fits within the social constructivist
paradigm of learning (McLeod, 1991).
Beliefs can be defined as “judgments of the credibility of conceptualization” (McLeod,
1991, p. 7). Values on the other hand are representations of either positive or negative notions
(McLeod, 1991; Rokeach, 1986). Motivation can denote both external and internal states that
drive us in a particular direction (McLeod, 1991). Within attribution (motivational) theory,
Dweck proposes a framework made up of beliefs and values (1989). This framework consists of
students’ beliefs about the nature of competence and the level of their own competence, variables
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that influence outcomes, and their ability to achieve those outcomes. Therefore, students’ beliefs
about their competence and ability will impact their learning, emphasizing the relationship
between affect and cognition.
The Taxonomy of the Affective Domain was first developed by Krathwohl, Bloom, and
Masia in 1964. This original taxonomy contains five levels, from lowest to highest: 1) receiving
when the learner is aware and attending the instructional event; 2) responding when the learner
reacts to the instructional event or content; 3) valuing when the learner demonstrates a voluntary
commitment to the instructional event or content; 4) organization when the learner demonstrates
internalization of a value system; and 5) characterization when the learner consistently acts
within the value system. This taxonomy was applied to the students’ reflective writing to assess
the level of changes in affective learning.
Topics presented within an affective framework become very real and relevant in
students’ lives (Rompelman, 2002). Reflection-in-action is a form of meta-cognition in which
the student questions both the unexpected event and the knowledge-in-action that brought on the
unexpected event. Surprises cause us to reflect on the cause of that surprise (Bruning, Schraw, &
Ronning, 1999).
Reflection encourages students to integrate theory with practice. Boud and Walker
(1985) define reflection as “the context of learning is a generic term for those intellectual and
affective activities in which individuals engage to explore their experiences in order to lead to
new understandings and appreciations” (p. 19). Reflection may include the sharing of feelings,
observations, ideas, and reactions regarding a learning activity. While reflection can take many
forms, reflective writing is often used to get students to delve into subject matter at a deeper
level.
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Hatton and Smith (1995) identified four types of reflective writing done by students. The
first is descriptive writing (not reflective) where the student simply describes the events. Students
may begin their reflective writing in this manner to set the stage for further discussion.
Unfortunately, some students never get beyond this stage (Hatton & Smith, 1995). The next
type, descriptive reflection, uses the student’s personal judgment in descriptive reflection of an
event. A student might cite personal reasons for choosing a particular theory or position at this
level. In dialogic reflection, students engage in conversation with themselves where they explore
possible reasons for the event. The most in-depth level is critical reflection. At this level, the
student provides reasons for the event in the broader social, political, or historical contexts.
Writing is a fundamental part of the reflection process (Walkington, Christensen, & Kock, 2001).
Several studies have determined that writing could be used to assess students’ level of
reflection (Kember, 1999; Litke, 2002; Wong, Kember, Chung, & Yan, 1995). For example,
Litke (2002) found that students in a service-learning experience indicated through written
reflection that they experienced changes that fall into the affective domain. Participants in their
study felt a greater sense of belonging to their group and the community as a result of their
activity, as well as a commitment to active citizenship. Would reflection and writing about a
virtual international agricultural experience provide evidence of an affective change?
Purpose
The purpose of this study was to measure student affective learning after viewing an
asynchronously delivered simulation, reflecting (meta-cognition), and writing about the
experience. Descriptive reflection was the type of writing used to assess learning in this study
(Hatton & Smith, 1995). The five major categories of the affective domain were used as the
constructs for documenting the level of affective learning (Krathwohl, Bloom, & Masia, 1964).
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Methods
Study Context
The context of this study was an undergraduate overview course taught over a 15-week
semester in an agricultural education department. As a part of a unit on international agricultural
development, students were asked to view a simulation called, Five Minutes in a Developing
Country. The simulation was developed by international workers with Food for the Hungry
International (FHI, 2005). In the simulation, students assumed the role of a banana farmer in
Peru with a family of four. The activity involved a decision-making tree where at every turn
there were different outcomes. At each stage of the simulation, students made a decision between
two alternatives with the goal of improving the lives of the farmer’s family. Students were asked
to complete the simulation several times, changing their responses each time to achieve different
outcomes. Upon completion of the simulation, learners were asked to voluntarily write a onepage descriptive reflection paper to describe their reaction to this experience. Each paper was
coded by a number (N=83) as it was reviewed to ensure confidentiality and will appear in the
narrative as a part of the audit trail to authenticate original data sources. This study was
approved by the Institutional Review Board.
Research Approach and Analysis
This study used content analysis within the qualitative research paradigm. Content
analysis can be both a quantitative and qualitative research technique. The difference is
dependent upon the procedures of analysis rather than the character of the data available (Selltiz,
Jahoda, Deutsch, & Cook, 1959). “Content analysis is a technique that enables researchers to
study human behavior in an indirect way, through an analysis of their communications”
(Fraenkel & Wallen, 1999, p. 405). According to Borg and Gall (1989) a content analysis

6

usually aims to achieve one of the following kinds of objectives: 1) produce descriptive
information 2) cross-validate research findings, and 3) test hypotheses. For this study the
researchers did all three. First the researchers sought to test the working hypothesis that students
were gaining an appreciation and change in attitude as a result of participating in the virtual
simulation. Second, descriptive examples of affective domain constructs within the writing
samples were identified and coded. Finally, findings were cross-validated using independent
corroborative techniques.
Miles and Huberman (1994) suggest three approaches for qualitative data analysis:
interpretative, social anthropological, and collaborative social research. This research employed
a social anthropological approach (Berg, 2001). Two of the researchers were course instructors
and spent considerable time in the “community” (prolonged engagement over a 3 month period).
Both these researchers participated directly with the study population, which provided
perspective on the materials collected during the research and a special understanding of the
participants and how these individuals interpret their social world (Berg, 2001). Content analysis
allows the researcher(s) to examine written documents unobtrusively in order to provide “a
passport to listening to the words of the text, and understanding better the perspective(s) of the
producer of these words” (Berg, 2001, p. 242).
Strauss (1987) suggests that researchers use sociological constructs based upon a
combination of the researcher’s scholarly knowledge and knowledge of the field under
investigation. For this study, the Taxonomy of the Affective Domain was used as the sociological
construct and coding scheme to reach beyond local meanings to broader social scientific ones
(Berg, 2001). The unit of analysis was words, phrases, sentences, and paragraphs within the
descriptive reflection writing samples. Abrahamson (1983) suggests that researchers begin by
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immersing themselves in the documents in order to identify the themes (inductive) and use some
categorical scheme or theoretical/social construct for assessment (deductive).
Content analysis is a “qualitative data reduction and sense-making effort that takes a
volume of qualitative material and attempts to identify core consistencies and meanings” (Patton,
2002, p. 453). Content analysis requires deciphering skills and pattern recognition to ensure that
variations can be “rigidly and consistently applied so that other researchers or readers, looking at
the same messages, would obtain the same or comparable results” (Berg, 2001, p. 241). For this
study the research team incorporated independent corroborative techniques (like inter-rater
reliability) and detailed excerpts from relevant statements to document interpretations.
This study used an open coding technique (Strauss, 1987). This process involves
carefully reading the document to determine the concepts and categories. The constant
comparative method allows the researcher to integrate data (descriptive reflection papers) and
theory (affective taxonomy) using joint coding and analysis (Lincoln & Guba, 1985). Each
reflective paper was read by two independent reviewers and action verbs from the affective
domain were highlighted and categorized by levels. Sentences and phrases were included to
provide clarity and context for interpretation. A peer debriefing with an independent reader was
conducted to check the initial domain levels. Every assertion made in the analysis was
documented with no fewer than three examples. The numbers in parenthesis at the end of each
quote depict the code for that student’s paper so that an effective audit trail could be established.
In the Handbook of Qualitative Research, Hodder (1994) suggests that documents, such
as reflective papers, require more contextualized interpretation. “Somehow it is assumed that
words get us closer to minds. But…meaning does not reside in a text but in the writing and
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reading of it” (p. 394). He speaks toward a theory of material culture and the need to use
theoretical or social criteria for analysis.
The material culture may not be able directly to ‘speak back,’ but if
appropriate procedures are followed there is room for the data and for
different levels of theory to confront interpretations. The interpreter learns
from the experience of material remains—the data and the interpreter
bring each other into existence in dialectical fashion. The interpretations
can be confirmed or made more or less plausible than others using a fairly
standard range of internal and external (social criteria). (p. 401)
Therefore, this study cannot be separated from its context and the descriptive examples in the
findings allow the reader to draw their own inferences of transferability.
Results
Receiving is the first level in the affective domain. Some verbs that describe this level
include ask, choose, or view. The next level, responding, assumes active participation,
attendance or reaction to the content. Action verbs such as answer, write, discuss, or perform
reflect the responding level. As an example, one student responded:
This activity was also interesting because when you made one small decision it
would change this family’s whole life for the next few years just on that one
decision you made. Before I sent them to the city, they were doing OK on their
banana farm, but afterwards, they were struggling in the city considering sending
their children to beg instead of staying home to study. Another example is the
man makes a simple decision to send his daughter to work and make more money
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for the family, which will help the family. This leads to less frequent visits from
her, and the family ends up resenting him for sending her away. (9)
Another student reacts to the decisions (s)he has to make in the scenario with this
statement, “It is hard making these decisions because one mistake and you lose someone
in your family.” (S)he concludes with, “I have decided I never want to be in this
position” (46). Student reflections at these two levels were written at the descriptive
reflection level (Hatton & Smith, 1995). Simply by choosing to complete this voluntary
assignment, all students were at the receiving and responding levels of the affective
domain. In any classroom setting, one should expect most students to participate at these
lower levels. It is much more difficult to assess students at the higher levels of the
affective domain (valuing, organizing, and characterizing).
Valuing is the worth that the learner gives to the content. Action verbs describing this
level include differentiate, propose, appreciation for, and concern for. One respondent
expressed:
For most of us, the toughest decisions of a day are what to wear, where to eat,
or how much to study for a test; decisions for the people like in this activity
involve whether or not to send their children out to beg, whether or not to steal
to provide money and a living, or whether or not to have more children so that
they can help on the farm. (10)
Another student realized that, “I was able to go back and do this over and try a different route to
see if there was some way to beat the scenario, but they are not able to go back” (25). Yet
another student asserted,
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These people are definitely facing a harsh reality of life and would welcome any
of the luxuries we take for granted. Many of us have grown so comfortable in our
daily lives that even realizing these situations are out there is hard for us. I am
definitely guilty of thinking that surely they could do better for themselves, they
just don’t do it. (6)
Learners at the organizing level go beyond valuing by demonstrating consistency and
priority of their values. Compare, generalize, modify, relate, and synthesize are action verbs that
describe this level. This student was able to put himself into the character’s situation, “But if
you allow your self to be in the banana farmer’s shoes for a few minutes, forgetting that you’re
sitting in a heated house on a computer, you can really see the reality of the situation” (20).
Another compared their own life to that of the Peruvian farmer:
While growing up as a child, there was very few of us that would go to bed
hungry. Your parents would clothe, bathe, feed and give you shelter. In most
families, children won’t start working until the age of sixteen or later. Even
later in life, your parents are still there for you and would do anything for you.
In these third world countries, you start working from the moment that you
can walk. It’s not that your parents are being cruel, but because they had to do
it to survive. (13)
Other students noted that “…other people around the world are struggling just to have enough to
eat, while we throw away millions of pounds of food everyday” (29), and “Everyday is a struggle
for them to live and everyday is a struggle for us to get up. We complain if we have to work a
ten hour day and it’s a short day if they work a ten hour day” (25).

11

Characterizing is the highest level of the affective domain. Questioning, demonstrating
empathy, solving, and modifying behavior are actions that describe this level. The simulation
caused some respondents to question their own lives. One student wrote, “Why am I able to go
home and have food in my kitchen that I just do not feel like eating and have the ability and the
means to go to the store to get something else?” (17). Another student questioned, “What would
we do if we were in poverty like so many others, and not have the things that we take for
granted?” (42). Other students developed empathy for the characters in the simulation. One
student stated, “This exercise made me more perceptive and empathetic for those less fortunate.
I’ve always been disturbed and disappointed by beggars, especially children. I have never
actually considered the fact that they may have no choice. This hurts my heart to think how quick
and harsh I was to judge others” (36). Another student realized:
Until I did this exercise, I don’t think that I realized the total severity of it
(world hunger). I now see how important it would be to have a job in
international agricultural development to help people around the world that
work so hard just to get by. (14)
Some students were moved to action by the activity, “This really encouraged me to get involved
in any way I can even while still in school to try and alleviate this problem in our world” (5). As
the students reached this affective level, their reflective writing gained more depth. These
students used dialogic reflection (Hatton & Smith, 1995).
Conclusions
The affective domain consists of levels that address a learner’s interests, attitudes, values,
and appreciation of a given topic or content area. Undergraduate courses invariably contain both
cognitive and affective dimensions. The interrelationships between cognition and affect cause a
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learner to further internalize the information and promote a change in attitude, belief, and values
that would instill a desire to improve the condition of international agriculture and other relevant
agricultural education content areas.
Students’ descriptive and dialogic reflections provided evidence that learning occurred at
all levels of the affective domain, but of particular interest, at the higher levels where changes
make a greater impact on the student. Changes at the upper three levels of the affective domain
might impact students’ career choices, level of community involvement, empathy toward others,
or willingness to work or travel abroad. After viewing the simulation, students expressed feeling
grateful to live in the U.S. and appreciative of the privileges and prosperity that they enjoy.
Students were motivated to want to help those in developing nations. Students realized that
people in developing nations are living their entire lives barely able to afford to eat with no hope
of any improvement any time in their lives. Their reflections expressed an awareness of
developing countries and the kinds of decisions people must make and discernment of whether
others share their level of awareness.
This research demonstrated that descriptive reflection was an appropriate assessment tool
for affective learning. In addition, it was noted that as students increased their level of the
affective domain, they also reflected at a deeper level. Some students’ writings at the
characterization level moved from descriptive to dialogic reflection, and in some instances, to
critical reflection. While not a specific purpose of this study, the findings imply that a
relationship may exist between student’s level of reflective writing and the higher levels of the
affective domain. At the higher levels of affect, some students’ reflections were more
conversations with themselves (dialogic) while others were moved to question why society is not
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doing more to improve the condition of those in need (critical reflection). Further study is
needed to examine the relationship between levels of reflection and affect.
Instructional implications may exist for prompting higher levels of reflective writing in
agricultural educations courses. Instructors should consider the use of reflective writing, both as
an instructional tool to improve learners’ cognitive models, as well as an assessment tool to
measure changes in attitudes, beliefs, values, and motivations.
Affective learning and assessment is an under represented area of research in agricultural
education. There is a need for additional research examining the relationship between all three
domains of learning: cognition, affect, and psychomotor. Implications for our profession exist
in terms of instructional strategies and content delivery. Retention and transfer of content could
be enhanced with the inclusion of affective and psychomotor dimensions. Furthermore,
Krathwohl, Bloom, and Masia (1964) admitted difficulty in placing learning into specific levels
within the affective domain. As a result, other theorists have proposed the need for a new
taxonomy (McLeod, 1991; Bohlin, 1998). Further research is needed in these areas and
agricultural educators are positioned for inclusion to join in this line of inquiry.
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Abstract
Teachers from schools across the United Arab Emirates were asked to complete two
questionnaires. The first questionnaire sought data from the teachers on their
experience, qualifications, classes taught and attitudes in relation to inclusion.
Information was also sought on the advantages and disadvantages of inclusion, the
most difficult classification of children with special needs to include into regular
classes/schools, where the U.A.E. was, at present, in terms of the inclusion issue and
where future directions for special education in the U.A.E. should be planned.
The second questionnaire was the stages of concern questionnaire developed by Hall
and Loucks (1979) . The stages of concern questionnaire sought information on where
a particular group was at in coming to terms with an new innovation. The stages of
concern data also determines the range of strategies needed to assist the group in
coming to terms with the innovation.. Through their responses to the stages of
concern questionnaire teachers were placed on a stage of concern ranging from stage
0 (awareness) through to stage 6 (refocusing). This ranking was based on the teachers’
responses to the innovation of inclusion .
Strategies to assist the teachers’ progress through the stages of concern are discussed.
Suggestions as to how these strategies can be incorporated in undergraduate special
education courses and workshops for practicing teachers are also outlined.
Introduction
Educators worldwide have been developing inclusive programs for several decades.
In recent months the Ministry of Education, various educational zones and a number
of associations (UAE Association of the Guardians of the Handicapped, Juvenile
Association in Sharjah) in the U.A.E. have advocated the admission of children with
special needs into regular schools the U.A.E. While this is in keeping with a
worldwide movement for inclusive education it brings with it many difficulties and
concerns. Research (Ward, 1987.; Bradshaw, 1994,1997) have indicated the important
role teachers play in this process. Of particular importance is the teacher’s attitude
towards inclusive classrooms. This study has gathered data from classroom teachers
across the Emirates (both Arabic and English speakers) as to their views on inclusive
education. Trainee teachers in three universities across the Emirates were also
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surveyed as to their attitudes towards the inclusion of children with special needs in
regular classrooms/schools.
The Study.
The Ministry of Education Office in each Emirate was asked to supply the names of
ten schools in their zone to be involved in the study. Each school supplied the names
of ten teachers to complete a two questionnaire study . The first questionnaire sought
responses from the teachers’/trainee teachers’ on their gender, experience, nationality,
type of school currently teaching in, special education qualifications, experience
teaching children with special needs and attitudes towards educating children with
special needs. The questionnaire also asked respondents to comment on which group
of special needs children they felt were the most difficult to include (and why), what
programs should be included in teacher training programs and teacher workshops as
well as asking respondents to comment on special education in the Emirates at present
and suggested plans for future directions.
The second questionnaire was developed by Hall and Loucks (1979) at the Centre for
Teacher Education at the University of Texas (Austin). The thirty five item
questionnaire was designed to determine what people undertaking new innovations
are concerned about at various times during the innovation process. The respondents
had to circle the response which best indicates their feelings at the present time. The
responses were then formulated and the respondents were categorised into seven
stages of concern. These stages of concern include awareness, informational,
personal, management, consequence, collaboration and refocusing.
A high score on the “Awareness Stage” would indicate little concern about or
involvement with the innovation being implemented. A high score on the
“Informational Stage” would indicate a general awareness of the innovation and that
the teacher is unworried about herself/himself in relation to the innovation. A high
score on the personal stage would indicate the individual is uncertain about the
demands of the innovation and her/his ability to meet the needs of the role in the
innovation. A high score on the management stage would indicate the teacher is
focused on the processes and tasks required of the innovation such as time required
and management. A high score on the consequence stage would indicate that the
teacher is concerned about the impact of the change on students they are working
with, i.e. is it relevant for my students? A high score on the collaboration stage would
indicate that the teacher is concerned about the coordination of the innovation and
working with others in implementation. Finally a high score on the refocusing stage
would indicate that the teacher is concerned about more universal benefits of the
innovation or even replacing it with a alternative.
The writer travelled to all schools and presented a detailed explanation as to the
purpose of the study. The writer returned two weeks later to collect the completed
forms. Two hundred and fifty completed forms were gathered from teachers across
schools in all Emirates. Ninety two completed forms were also collected from
students undertaking teacher training courses in three universities across the Emirates
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RESULTS
Questionnaire 1.
Questions 1,2, 3,4 and 5
Questions 1,2,3 and 4 asked respondents to complete information on gender (see
graph 1), years of teaching (see graph 2), nationality (graph 3) , type of school (graph
4) and grade currently taught (graph 5).
The results indicated overwhelmingly that the gender of the teachers surveyed was
female, The vast majority of teachers surveyed had over 4 years teaching experience
with the largest group having over 11 years experience. Forty three per cent of
teachers surveyed were Emirati with another thirty per cent being expatriates from
other Arab nations. Sixty per cent of the teachers surveyed taught in government
schools while another thirty one percent taught in private schools. The grade currently
taught by teachers surveyed was significantly more primary grades that preparatory
grades. All grades from kindergarten one through to year twelve were represented.
Questions 6,7,8 9 sought information about the teacher’s special education
qualifications and experience working with students with special needs.
Question 6 asked respondents to indicate special education qualifications/training
(graph 6). Sixty nine percent of the respondents had no special education
qualifications. Fourteen percent had completed a course in special education. A small
number of teachers had completed degrees in special education. Questions 7& 8
asked the respondent if they had ever taught children with special needs (graph 7) and
if so in what type of location (see graph 8).A large number of teachers indicated that
they had taught children with special needs.. A majority of this teaching was done in
a regular school either in a regular classroom or a special class at the regular school.
Question 9 asked the respondents if they have a special class or unit at their school
(see graph 9). Half the teachers surveyed had a special class/unit at the school they
were presently teaching in.
Question 10 asked respondents to describe their views on educating children with
special needs.(see graph 10). The most popular response was that it was a good
opportunity to work with children with special needs (41%) Another significant
response was that having children with special needs in the school was a great benefit
to all children (36%). The least number of responses was for wanting to know more
about children with special needs. Question 11 asked the respondents to indicate
which area of children with special needs do they think are the most difficult to
include in the regular classroom (see graph 11). The teachers indicated that children
with behaviour problems were the most difficult to include in regular schools
followed by students with intellectual disabilities. Children with physical disabilities
and children with learning disabilities were seen as the least difficult to integrate.
Question 12 asked the respondents to indicate which subject area dealing with special
needs should be included in teacher training courses and teachers’ workshops (see
graph 12). Programming for children with special needs was indicated as the subject
area teachers wanted included in teacher training courses (see graph 12). Children
with behaviour disorders, gifted and talented children and an awareness of disabilities
were also clearly indicated as topics to be included.
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Question 13 asked teachers to respond to how they viewed special education in the
U.A.E. at present (see graph 13). Most teachers indicated that special education was
non existent or at the developing stage. In contrast a number of teachers indicated that
special education was at an advanced level.
Question 14 asked teachers to indicate important issues for special education in the
U.A.E.(see graph 14). Disability awareness and community attitudes were clearly
indicated
Discussion
The teachers’ responses to questionnaire one indicated a number of things. Firstly the
teachers surveyed were generally female, Emirati, taught primary grades, were
experienced in the classroom and worked for government schools. The teachers
surveyed had little special education training even though most indicated they had
taught children with special educational needs in their careers. The majority of this
teaching was done in the regular class/school.
Most of the teachers surveyed indicated that having children with special needs in the
class was a good opportunity to work with children with special needs. Despite this
the teachers indicated that they did not want to learn more about children with special
needs.
Children with behavioural problems and physical disabilities were seen as the most
difficult students to integrate into the regular classroom.
Programming for students with special needs was seen as an important topic for
further teacher training courses as was children with behavioural problems and gifted
and talented students.
Most teachers surveyed indicated that special education was non existent or at the
developing stage in the U.A.E. The topics considered most important for the
development of special education in the U.A.E. were programs focussing on disability
awareness and community attitudes.
Questionnaire Two (Stages of Concern)
As mentioned previously teachers were asked to respond to a 35 item questionnaire.
The results of these responses were converted into percentiles using the Table
supplied by the authors (See table 1). The percentiles were then graphed to see which
stage of concern was the highest and which stage of concern was the lowest as
indicated by teachers across the United Arab Emirates (see table 2).
The results of the stages of concern questionnaire indicated that the highest
percentiles recorded by the teachers was for the first stage, awareness. The second
highest response from teachers was for the second stage informational. The lowest
stages indicated were for the consequence stage and the collaboration stage.
Discussion
The results indicated that teachers scored highly on stage 0 , Awareness. This
indicates that teachers have little concern about the innovation in this case,
integration. According to the authors when interpreting a high score on stage 0
caution is needed. The results could mean two things depending whether the teachers
are actually involved in the innovation (inclusion) or not. The authors suggested that
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for teachers not involved in the inclusion of students with special needs, which is the
overwhelming number of teachers surveyed, “a high peak score on stage 0 reflects
awareness of and concern about the innovation”(p31). The teachers surveyed also
responded highly to stage 1 informational. This would suggest that the teachers
surveyed have intense concerns about the innovation (inclusion) and concerns over
the details of the innovation.
The teachers surveyed scored lowest on stage 4 consequence and stage 5
collaboration. This would suggest that the teachers surveyed have “no concerns about
the relationship of students to the innovation”(Hall, George and Rutherford, 1977, p
54). The teachers surveyed indicated little concern about the consequences of the
innovation on the students. A low score for stage 5 suggests little concern for getting
ideas about the innovation from others
These four results suggest a number of things. Firstly the teachers surveyed have real
concerns about the innovation (inclusion of children with special needs into the
regular classroom). They are concerned about not knowing enough about the
innovation. Everything appears fine so why change. Generally a high stage 0 would
indicate little interest in change. This is supported by a high score on stage one which
suggests the teachers indicated they do not want to do anything differently. Having
low scores on stages 4 and 5 would suggest that because the teachers have little
knowledge about the innovation they have little awareness, and hence little concerns
about the complexities which could evolve from implementing the innovation.
Trainee teachers indicated more awareness of the innovation of inclusion. They
scored highest in stage 1 which indicated a willingness to learn more about the
innovation.
Recommendations
Most teachers surveyed had none or very little special education training. The training
of teachers in special education is vitally important. Teachers cannot be expected to
include children with special needs into regular schools without the appropriate
training and support. This training should be at both the undergraduate level and the
post graduate (teacher in service ) level. Teachers were particularly interested in
programming, behaviour strategies and intellectual disabilities. Children with
behaviour disorders appear to be an issue of concern with teachers and there is a need
for courses on behaviour problems to be included in undergraduate programs.
The results of the present study indicated that teachers have real concerns over the
prospect of integrating children with special needs into regular classes. There is clear
evidence that teachers need to have the issue of inclusion clarified for them. They
need clear information about the change and to be shown how management and
instructional strategies need to be varied from the present practise.
Undergraduate programs in special education need to focus on issues such as
disability awareness, community attitudes, programming for children with special
needs. In service programs for experienced teachers need to focus on the issues such
as clarifying the innovation, generating possible solutions in adapting to the
innovation and increasing interest in the innovation. This can be done by presenting
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clear information about the innovation and to give examples of best practise used
elsewhere.
Some aspects in our world are of high priority. “Some appear to leap out at us
demanding our attention “ (Hall, 1976 p 4). Inclusive education and special education
are such aspects. In the United Arab Emirates there is a need to give these issues the
attention in they demand.

6

Graph 1

Male
15%

Gender

Male

Female
85%

Female

Gender

85%

Female

15%

Male

0

50

100
7

150

200

250

Graph 2

0%

Teaching Group

14%

49%

37%

<3
4-10
11+
NA

Teaching Group

0%

NA

49%

11+

37%

4-10

<3

14%

0

20

40

60
8

80

100

120

140

Graph 3

Nationality
30%
43%
Emirati
Expatriate (non
Arab country)
Expatriate (Arab
country)

27%
Nationality
30%

Expatriate (Arab country)
Expatriate (non Arab
country)

27%

43%

Emirati
0

20 40 60 80 100 120
9

Graph 4

1%

School

31%

60%

Government School
Model School

8%

Private School
NA

School
NA

1%

Private School

31%

Model School

8%

Government School

60%

0

50

10

100

150

200

Graph 5

Grade Level
50
45

45

KG

42

1

40

2

Number

35
30
25

32

30

33

3
4
5

24

6
7

20

8

15
10

9
10

7
4

5
0
1

Grade Level

11

3

4

6
2

4

11
12

Graph 6

4%

Qualifications

0%
9%
4%

O
Course
Diploma
Bachelors

14%

Master
Phd

69%

12

Qualifications
180

69%

160
140
120
100
80
60

14%

40

9%
4%

20

0%

4%

0
1

2

3

4

5

6

Graph 7

TAUGHT

37%
Yes
No

63%

13

TAUGHT

No

87

Yes

149

0

50

100

150

200

Graph 8

1%

CLASS/UNIT

1%
32%

NA
Regular classroom

41%

Special class at a
regular school
Special school
Other

25%

14

CLASS/UNIT
Other

1%

Special school

1%

Special class at
a regular school

41%

Regular
classroom

25%
32%

NA
0

20

40

60

80

100

Graph 9

Special Education
5%

45%

NA
Yes
No

50%

Special Education
15

Graph 10

3%

Views

2%
5%

NA

6%
Great benefit

7%

Good opportunity
Able to assist

36%
Good benefits
Student w ill have
great effect
Know more about
special needs

41%

16

Views
Know more about
special needs

3%

Student will have
great effect

2%
5%

Good benefits

7%

Able to assist

41%

Good opportunity

36%

Great benefit

6%

NA
0

20

40

60

80

100

120

Graph 11

4%

Group

7%

12%
36%

28%
13%
17

NA
Learning
diabled
Intellectually
disabled
Physically
disabled
Behaviour
disordered
All

Group
4%

All

36%

Behaviour disordered

13%

Physically disabled

28%

Intellectually disabled
Learning diabled

12%

NA

7%
0

20

40

60

80

100

Graph 12

12%
0%

Subject

NA

12%

Aw areness of
disabilities

1%

Programming

12%

11%

Learning disabilities
Behaviour disorder

6%

Physical disabilities
Gifted and talented
students
All

46%
18

Subject
12%

All

0%

Gifted and talented students

1%

Physical disabilities

11%

Behaviour disorder

6%

Learning disabilities

46%

Programming
Awareness of disabilities

12%

NA

12%
0

Graph 13

20

40

60

80

100

120

8% UAE
30%
24%

NA
Advanced
Developing
Satisfactory
Non-existing

6%

32%

19

UAE
30%

Non-existing

6%

Satisfactory

32%

Developing

24%

Advanced

8%

NA
0

20

40

60

80

Graph 14

Future
6%

5%
21%

NA
Teacher training
courses

31%

Disability Aw areness
Community Attitudes
Others

37%

20

Future
6%

Others
Community
Attitudes

31%

Disability
Awareness

37%

Teacher training
courses

21%
5%

NA
0

20

40

Table 1:

21

60

80

100

Graph 2:

22

RANKING OF STAGES OF CONCERN
80
70
60
50
40
30
20
10
0

Lowest Concern

67
44

C
IN
G

N
EF
O
R

O

U

TI
O

N
C
U
E

LL
AB
O

3

1

0
E

T
23

C

C

O

N
SE

Q

N
AG

E

M
EN

AL
O
N

R
S

M
A

R

PE

M
AT
I

O
N

AL

S
ES
EN
FO

67

31

2

1

18

R
A

16

AR
IN

AW

Highest

11

BIBLIOGRAPHY
Bradshaw, K (1991) The Social Integration of Behavioured Disordered Children.
Australian Journal of Remedial Education,23(1),p24-26
Bradshaw, K. (1997) The Integration of children with behaviour disorders: A
longitudinal Study. Australian Journal of Special Education, 21,(2),pp115-123.
Hall, G. (1976).Concept paper, Research and Development Center for Teacher
Education, University of Texas at Austin,
Hall, G., George, A.; & Rutherford, W. (1977) Measuring Stages of Concern About
the Innovation: A manual for the use of the SOC Questionnaire. University of Texas,
Austin

24

Title: The Power of Scholarship and Collegiality: Promoting Excellence in Teaching
US History in New York City High Schools
Author: Sema Sharon Brainin
Affiliation: Hunter College, City University of New York;
Department of Curriculum and Teaching
Address:
695 Park Ave.
New York, NY. 10021
Home Address (now on sabbatical):
70 HamiltonAve.
Hastings-on Hudson, New York, 10706
USA
e-mail address: brainins@verizon.net

The Power of Scholarship and Collegiality:
Promoting Excellence in Teaching US History in New York City High Schools
Introduction
In the current context of increased attention to education at the secondary level, an
innovative professional development model will be described and explored for its
lessons in achieving quality education. Not a new goal for committed educators, a brief
look back in history illuminates earlier considerations of this challenge.
In a 1960 contribution to the White House Conference on Children and Youth,
Horace Mann Bond provided a powerful insight concerning the decisive impact of
excellent high schools on the futures of young people. In his study of the outstanding
African-American academics of that time, he found one startling commonality: all were
descended from families who lived in Southern counties that were characterized by
schools of excellence and had themselves been students in those schools. These
included high schools and teacher training institutions that affected the quality of
teaching and learning on all levels. Most of the schools these scholars had attended
were products of the brief period during post Civil War Reconstruction when AfricanAmericans grasped the opportunity to set up "first class schools, even for ex-slaves."
(Bond, 1960)

The Intervention
As our nation turns its attention to improving the quality of its high schools, the
enduring effects of these Reconstruction period schools provide inspiration and
example. The project to be discussed links to this tradition of seeking excellence in the
area of secondary education, particularly in the teaching of history. Known as the
Teaching American History (TAH) "Voices of America" project, it is funded by the US
Department of Education for a three-year period. Now entering its second year,
preliminary findings confirm our initial vision and design and raise new and challenging
questions.
Goals and Structure
The overarching goal of all TAH projects (now reaching across the entire nation)
is for collaborations between historians, history teachers, and other partners to increase
teachers' fund of historical knowledge and to see its expression in more effective
classroom teaching. In order to accomplish this, the "Voices" project brings twelve
teachers in a number of Manhattan and Bronx High Schools (Region 9, NYC Dept. of
Education) together with historians from Baruch College (City University of New York
- CUNY), a Hunter College (CUNY) history-educator (myself) and all the resources of
the Museum of the City of New York.
During each year, teachers experience six stimulus-packed Saturdays at various
museums and historical societies, including lectures at which they frequently interact
with the presenting scholars, tours of exhibitions, and workshops in particular
pedagogic strategies. Further processing of the historical content occurs in monthly allday (school day) sessions. The key feature of this day is a classroom lesson, observed
and discussed, a sequence that covers three classroom periods in which a volunteer
among the 12 teachers presents a lesson for eleven teachers, plus faculty/staff. The three
periods devoted to this exceptionally field-based learning experience adhere closely to
the following sequence:
1) the presenting teacher's orientation to the lesson and its materials, the students
in the class, and the teacher's request for feedback in specific areas of concern.
2) the lesson itself with entire group observing
3) questions and constructive comments from teachers and staff with presenting
teacher
The monthly seminar has become the venue for multiple purposes: building
bridges from the scholarship of historians to classroom practice; sharing classroom
triumphs and challenges; display and examination of student work, often from lessons
teachers have piggy-backed from their colleagues; sharing by the history-educator of
materials (e.g., primary sources related to topics discussed in seminars or in the
presented lesson) and pedagogic strategies. Perhaps most important, however, is the
collegial bond and the profound learning of content and pedagogy that evolves from the
group's critical reflections on the observed lesson.
Preliminary Outcomes

A project evaluator, in constant consultation with the TAH team, provided
continuing surveys and reflection opportunities for the teachers from the day the project
was launched in Fall, 2004. Preliminary findings from these tools and my own
observations yielded the following evidence of the project's positive effects: teachers'
enhanced content knowledge and increased use of primary source material; teachers'
growth in ability to reflect on their own practice; teachers becoming constructive
observers of their peers' practice; and the adoption of practices, strategies, and materials
shared in the many hours of collegial work.
Major attention will be given in the panel presentation to the unique and
productive nature of the lesson study as well as to the many questions it raises. Areas
explored will include: 1) the centrality of this model in the work of teachers in Japan
(Stevenson, H.& Stigler, J., 1992) and the adaptations that have evolved; 2) the role of
the history educator in maintaining a focus on the teacher's pedagogic strategies and
mastery of content, i.e. asking the hard questions --- Were my objectives met? Was this
an effective way to advance the students' knowledge of content?; 3) mastering the fine
line between supportive commentary and critical reflection; 4) the ways in which
teachers absorb knowledge and then apply it in unique ways following this experience;
and 5) teacher testimony concerning the great value of observing peers and of being
observed.
Further Areas of Attention
A number of other "teaching history" issues, both in content and pedagogy weave
through the project's fabric. Everpressing is the high-stakes testing that teachers must
prepare their students to pass at the end of the year. Related to this is the challenge of
using textbooks that can destroy engagement with history, of finding ways to resolve
the perennial juggling of depth vs. breadth (Whelan, M., 1997), to find ways to use the
textbook as a framework and to explore primary sources of every kind to achieve true
depth of historical understanding. A great challenge for the group and its leaders is that
of finding effective alternative materials - in the arts, fiction, short articles and readings,
films, and a myriad of other activities, that make history come alive.
Next steps for Cohort 1 in their second TAH year will include involvement in a deeper
level of historical study of the great and enduring themes of history-- war and peace,
power and oppression-- and the pedagogic tools to deal with these that are offered by
Facing History and Ourselves, a national teacher training organization. An additional
challenge may be to explore the interpretive nature of historiography and to examine the
ways in which different nations (and cultures) teach (and have taught) their national
past (Brainin, 1998).
Questions for the Future
The TAH project offers great insights into how teachers value scholarship, strive to
master their craft, and become leaders within a group that fosters collegiality. The effort
to sharpen the process of getting there continues and the questions arise along the road.

Levstik and Barton (2004) provoke new ways of looking at the essential goal of the
TAH program, i.e., linking historical content to classroom practice:
"Perhaps extended exposure to historical content is less important to the growth of
pedagogical content knowledge than intensive engagement in a few well-chosen tasks
that allow teachers to reflect on the epistemological basis of historical knowledge."
What does experience in building the efficacy of teachers tell us---and them-- about
how they REALLY acquire knowledge and share knowledge with their students? And
what are the many ways of knowing that are discovered when scholarship and
collegiality merge to create deeper understanding of complex ideas about the world?
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Abstract
Research Objectives: The aim of this research was to investigate the self-concepts of
adolescents, and to identify the associations between experience with the body in various
contexts and cognitive and affective self-evaluations about the body.
Overview of methodology and results: The project used a cross-sectional design with three
different groups of adolescents. Cognitive and affective aspects of self-knowledge were elicited
through questionnaires. The outcomes of the study indicate how the adolescents’ self-evaluations
of their bodies are considered within the context of other aspects of self-knowledge. The results
relate cognitive and affective self-evaluations about the body, and these are compared in terms of
development and experience.
Discussion: It was expected that the meanings of self-concepts would be quite diverse and
relative to experience. A range of expectations included that body and physical activity selfconcepts would be more positive in male adolescents than female adolescents; that body selfconcepts among adolescents with eating disorders would result in low scores in relation to body
image, but high scores in relation to interest in the body, due to their heightened awareness of,
and obsession with, the body; and that physical self-concepts would be higher in adolescents
with eating disorders due to their obsessive compulsive nature, possibly relating to physical
activity.
From an educational point of view, the outcomes of this project contribute to understanding
adolescent self-concepts. The findings are therefore useful in developing programs for schools,
to enable students to grow and maintain an integrated optimal cognitive and affective attitude
towards themselves and others. The outcomes of the research also have the potential to provide
valuable information for the design of subsequent experimental studies.
Key words: adolescent, body image, eating disorder, physical activity, self-concept
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Introduction
Over the past few decades there has been increased interest in and awareness of the area of
physical activity and health. The World Health Organisation (WHO), the United Nations
specialized agency for health, states its objective as ‘the attainment by all peoples of the highest
possible level of health’. Health is defined in WHO's Constitution as ‘a state of complete
physical, mental and social well-being and not merely the absence of disease or infirmity’.
Benefits of physical activity
Physical activity is consistently linked to improvements in adolescent psychological wellbeing, with increases in self-esteem and self-concept and decreases in depressive symptoms,
anxiety and stress (Neumark-Sztainer et al, 2003; Kirkcaldy et al, 2002; Salokun, 1990).
Adolescents with low body satisfaction are significantly less physically active and watch more
television than those with higher body satisfaction (Neumark-Sztainer, 2004). Physical activity
and psychological well-being may be reciprocally causative, where the causal relationships are
bi-directional. For example, high participation in physical activity may have a positive impact on
psychological well-being, or positive psychological well-being may cause a higher participation
rate in physical activity. Similarly, low body satisfaction may be caused by a lack of physical
activity, or low participation in physical activity may be caused by body dissatisfaction.
Correlates of physical activity
Although there has been abundant research in physical activity, conflicting results have been
produced indicating a lack of consistency across studies. In order to better understand the current
status of research, Sallis et al (2000) conducted a review of correlates of physical activity of
children and adolescents. Sallis et al (2000) found that although numerous variables had been
reported by several studies, only some of them were consistent and significant. The inconsistent
or indeterminate results of the review that are relevant to this study for adolescents included
body weight; adiposity; socioeconomic status; perceived benefits; self-efficacy; body image;
attitudes; knowledge; enjoyment of physical education; and perceived attitude of significant
others (Sallis et al 2000). The inconsistency of research with these variables therefore warrants
further investigation of adolescent physical activity with these correlates.
Epidemiology
The prevalence of participation in adequate physical activity is low worldwide, with at least
60% of the global population not achieving the minimum recommendation of physical activity.
Physical activity declines with age, particularly during the adolescent years, and it is generally
lower among females than males (WHO, 2005). Some reasons for the decline in physical activity
are secular, such as increased technology, increased transport options, increased time watching
television, playing video games and using computers, longer work hours, lack of safe facilities,
and decreased school-based physical education. Other reasons for the decline in physical activity
are cohort specific, such as feelings of incompetence in children and adolescence, and the impact
of sedentary parents on their children.
Obesity and overweight conditions are increasing globally, including among the Australian
population. Childhood obesity is of particular concern as its incidence is increasing (Booth et al,
2002; 2003) and there is evidence that obesity during childhood and adolescence tracks into
adulthood (Booth et al, 1999). The two main factors that contribute to obesity are reduced
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physical activity and increased calorie consumption (particularly of foods high in saturated fats
and sugar/simple carbohydrates (WHO)).
Epidemiologically, among New South Wales (NSW) school students, Booth et al (2002) found
that 75% of boys and 65% of girls were at least moderately active during the course of a year,
however girls were less likely to be physically active during winter, and girls’ participation
declined significantly with age. Booth et al (2003) also found that the prevalence of overweight and
obesity among young Australians had doubled over the last two decades, particularly in the last
decade, with over 20% of girls and boys aged 7 to 15 years being overweight and/or obese in 1997.
Self-concepts: Thinking about the body
At its most simple, self-concept involves the perceptions and attitudes a person holds about
themselves. However, there are far more complex conceptualisations: Freud spoke of id, ego and
superego; theologians speak of body, soul and spirit; sociological and role theorists suggest that
self-concept is social in nature; Jung, existentialists and phenomenologists stress our separateness
and aloneness; and there is the middle ground of theorists like Adler, Sullivan, Allport and Kelly.
For the purpose of this research, the self is understood as a whole, a totality made up of
interlocking, connecting parts which include our physical nature, emotional nature, moral nature,
cognitive nature, spiritual nature, conscious and unconscious nature. Self-concept, like other
aspects of human nature, takes shape as the person develops, developing in stages.
Shalveson et al (1976) defined self-concept as a “person’s self-perceptions that are formed
through experiences with and interpretations of their environment, emphasizing that self-concept is
not an entity within the person, but a hypothetical construct that is potentially useful in explaining
and predicting how a person acts” (Marsh, 1998). As seen in Figure 1, a model of critical features
in Shalveons’s definition of self-concept construct includes: 1) self-concept is multi-dimensional;
2) self-concept is hierarchical; 3) self-concept becomes increasingly multi-dimensional with age;
and 4) self-concept is both descriptive and evaluative.
General self-concept

Academic self-concept

Non-academic self-concept

School subject self-concepts Social self-concepts Emotional self-concepts Physical self-concepts

Maths History English Science

Peers

Significant Particular Physical ability Appearance
others
emotional stress

Figure 1 Shavelson et al (1976) hierarchical self-concept model
In his book, “Self-concepts”, Hattie (1992) dedicates a chapter to the historical perspective of
self and self-concept. He describes self-conceptions as “cognitive appraisals of attributes about
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ourselves, which are frequently examined and either changed or confirmed”. He claims that selfconcept is not merely what we know about our self; it also involves the relationships between
what we know, and the processes involved in knowing. Positive self-concepts are broadly
accepted as an important outcome for an individual and also as a means to facilitating desirable
outcomes in various areas of life such as sport, health, education, social, and developmental
settings (Marsh, 1993a).
The main idea of the self and the body for this research was originally conceptualised within
theories of self by the “Father of American Psychology”, William James (1890). He introduced the
concept of free will based on Renouvier’s definition as – “the sustaining of a thought because I
choose to – when I might have other thoughts”; and contributed ideas about emotion, instinct,
consciousness, introspection, habit, psychology of self, inhibition and willpower (Kimble et al,
1991). James conveyed that ‘thought’ was owned by the thinker. In Chapter 9 of his prolific
Principles of Psychology (1890), he describes thought as displaying five unquestionable attributes:
1) it is owned in the sense that the thinker has it; 2) it constantly changes in vividness or content; 3)
it is known so to change by its owner; 4) it is taken by its owner as something independent of its
object; and 5) it chooses its object from an array of possibilities. He declared that ‘experience’ was
remoulding the individual constantly and that our mental reaction to everything is based on our
experiences of the world (Robinson, 1982). James’ theories imply that people are responsible and
accountable for themselves as thinkers, that we have free will and choose to think the thoughts we
think. Without going into detail of James’ complex theories of self, the aforementioned theories are
a basis for the investigation into young people’s thoughts and feelings about their ‘self’, in
particular in relation to their bodies, physical activity and appearance.
Figure 2 is a conceptual diagram of the main ideas of the proposed research. In principal,
cognitive and affective self-evaluations lead to participation in a range of activities. However, the
role of experience is unclear. The main question is how individuals’ experiences contribute to their
cognitive and affective self-evaluations about the cognitive, social and physical aspects of selfknowledge.

Study A
Study B

Cognitive
Level of
experience

Social

Study C
girls

Physical

Study C
boys
Personal
characteristics

Cognitive and affective
self-evaluations

Figure 2. Conceptual framework for adolescent self-concepts
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Emotions: Feelings about the body
In order to fully understand self-concepts about the body, it is important to consider emotions
and the relationship between thoughts and feelings. Our western culture and the media places great
value on the body with the projection of ideal appearances, and common beliefs that attractive
people are rewarded through success, jobs, romantic relationships and happiness. A wealth of
research has shown that the “bodily self is an important part of the self-concept and that feelings
about the body are associated with general feelings about the self” (Goldenberg et al , 2000).
Goldenberg (2000) discusses the importance of values of the body in relation to the effect they can
have on self-esteem, stating that “one’s physical body is a potential source of self-esteem and that
not living up to societal standards regarding the body can have negative consequences for the self”.
Among both men and women, body dissatisfaction is linked to low self-esteem, insecurity and
depression (Cash et al, 1986; McCaulay et al, 1988); while body satisfaction is associated with
happiness (Berscheid et al, 1973).
Fredrickson’s (1998; 2001) broaden-and-build model of positive emotions, where positive
emotions broaden a person’s ‘momentary thought-action repertoire’ and build endurance and
survival, also shows that positive emotions have an undoing effect on negative emotions and
actions. Positive emotions optimise health, subjective well-being and psychological resilience.
Therefore it is essential that positive emotions are investigated in order to lead to the successful
attainment of happiness.
Associations between thoughts and feelings
The investigation of thoughts and feelings concerns relations among cognitive and affective self
evaluations about the body. In principle, thoughts and feelings are considered as separate
components of self-evaluations, where associations vary with experience and the salience of the
activities (Bornholt & Nelson, 2002; Forgas, 2000). However, the likely outcomes remain unclear;
experience may bring weaker or stronger associations between thoughts and feelings. The literature
suggests that thoughts and feelings are more discrete in novel situations; in the context of limited
experience. Associations are stronger where activities are more salient (Bornholt, 2002; Fazio et al.,
1978), because the affective-cognitive pathways are not well established. In contrast, feelings may
prime or inform our thoughts in contexts that require more elaborate, open and constructive
thinking. Associations may be weaker with experience, because affective resources are less
activated in familiar contexts (Forgas, 2000).
The clinical literature is also equivocal on associations between thoughts and feelings about the
body. For instance, associations may be weak for clients with anorexia nervosa. They have low
self-concepts about the body, but may be unable to identify and express their feelings (Garner &
Garfinkel, 1985). Other clinical studies of anorexia nervosa suggest close associations between low
self-concepts about body, movement and appearance, and negative feelings, for instance,
heightened worry and uncertainty (Levenkron, 2000; Maloney & Klykylo, 1983).
The associations between thoughts and feelings were therefore explored, in particular, for
variations with experience of the body, because girls with anorexia nervosa have acute experience
of their bodies, compared with other school girls and boys.
Role of experience
General physical self-concepts for children are positive and entail related, yet distinct, selfconcepts about the body, movement and appearance (Brake & Bornholt, 2002). Many self-concept
researchers have been particularly interested in stability and change in self-concept during the
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potentially unstable adolescent period (Dusek & Flatterly, 1981; Wylie, 1979). Shalveson et al
(1976) suggested that self-concept becomes more differentiated with age. Marsh (1990) proposed
that “self-concepts of very young children are consistently high but that with increasing life
experience children learn their relative strengths and weaknesses so that mean levels of selfconcept decline, individual self-concepts become more differentiated, and self-concepts become
more highly correlated with external indicators of competence”.
Self-concept research among children, adolescents and young adults has focused predominantly
on academic self-concepts (Marsh, 1989; Eccles, 1987; Eccles et al, 1993). There has been a great
extent of research conducted on developing and validating models, measures and scales of physical
activity and physical self-concepts, however the present study is concerned with the physical selfconcepts themselves, and how experience may affect self-concept.
Recent research has focussed on the positive effects of exercise and physical activity on physical
self-concept, the effects of gender on physical self-concept, body image and body dissatisfaction,
eating disorders, and physical self-concepts in relation to social categorizations (Brake & Bornholt,
2004).
There has been little research into the nature of the relationships between single-sex schools,
coeducational schools and self-concepts (Lambert, 1998). Marsh (1998; 1997)) has conducted selfconcept research with elite athletes compared with non-athletes, finding that during adolescence,
elite athletes and males have systematically higher physical self-concepts than non-athletes and
females; however there is scope for more investigation into regular young people and their physical
self-concepts. Despite the importance of this area there has not been extensive research conducted
on physical self-concepts and the role of various experiences of adolescents.
Adolescent’s self concepts and participation in physical activities
It is generally recognized that participation in physical activity has many benefits for the mind
and body. It is also the case that in Australia there is still a disturbingly high incidence of obesity
and sedentary lifestyle from childhood, throughout adolescence and into adulthood.
Research over the last fifteen years has therefore focused on self-concepts, performance and
participation in physical activities, most of the research being with high school students.
Research with adolescents on physical self-concept (Marsh, 1989) and participation in physical
activity shows the decline as children enter the early adolescent years. Physical activity declines in
adolescence, especially in girls, and the physical activity habits in adolescent years commonly
continue into adulthood.
Gender differences in body image among adolescents include boys being more likely to exercise
to enhance their physical appearance while girls exercise to lose weight. Female adolescents
generally have higher levels of negative body image than male adolescents. It is similarly
hypothesised that, in this study, males will generally have more positive physical self-concepts than
females. It has also been discovered that early (12-14 year-old) adolescents have higher physical
self-concepts than late (15-18 year-old) adolescents (Salokun, 1990). As children age into
adolescence, their accuracy in evaluating their own physical competence increases. Low selfconcepts trigger troublemaking and victim behaviours among adolescents (Marsh, 2001) and are
linked to violence, underachievement, depression, psychological stress, school failure and
deterioration of physical health.
In addition, adolescents with perceived poor motor coordination have high levels of anxiety and
low feelings of self-worth (Skinner & Piek, 2000). Physical self-concepts are higher in athletic
adolescents than non-athletic adolescents (Marsh et al, 1997). Earlier research shows that
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cooperative physical education programs and participation in social sports enhanced adolescents'
self-concepts and improved physical fitness, with some improvement in physical appearance selfconcept (Marsh & Peart, 1988). In brief, physical activity is psychologically beneficial and has
important positive influences on mental health, including improvements in self-esteem, selfconcept, depressive systems, anxiety and stress.
Adolescence is the critical developmental period for the study of physical self-concepts. A
major feature of adolescence is puberty and during this time, both male and female adolescents
become more aware of their weight, shape and appearance (O'Dea & Abraham, 1999). Increased
awareness of body and self can have positive and/or negative aspects. For instance, this is a highrisk stage for the onset of eating disorders. This study included adolescents with eating disorders, as
investigating ‘when things go wrong’ highlights vital psychological processes in understanding
optimisation of thoughts and feelings about the body. Some adolescents even adopt healthdamaging habits such as cigarette smoking, purely as a method by which to control their weight.
The research indicates the importance of understanding physical self-concepts during
adolescence. Few school-based intervention programs (O'Dea & Abraham, 2000) have been
successful in improving body satisfaction and positive attitude changes. This project builds on the
'whole child' approach with younger children (Brake & Bornholt, 2004) to include the movement
and appearance, as well as body during adolescence. With so much research available on
adolescents' self-concepts about academic work, for a holistic approach to the adolescent, there is a
need for further research on cognitive and affective self-evaluations about movement, body and
appearance. To increase levels of self-esteem, self-concepts and positive attitudes, would mean
healthier decisions and choices by adolescents in the forming of their identities.
Purpose of the Study
The purpose of the present study was to investigate feelings and self-concepts among
different groups of adolescents, and to compare the results across these groups. The focus was on
physical self-concepts, including body, movement and appearance self-concepts. Selfevaluations included thoughts, self-concepts and feelings. Thoughts and feelings about the body,
physical activity and appearance were referred to as physical self-concepts. It aimed to identify
the associations between experience with the body in various contexts and cognitive and
affective self-evaluations about the body. This study aimed to fill some of the indeterminate
results of previous research in relation to the associations between physical activity and body
weight, age, body image and attitudes.
Experience is considered in three ways: as personal experience of the body in terms of
variations in size and shape; increasing experience in thinking about the body for adolescents;
and the social reality of gendered experience of the body for girls and boys.
Profiles include cognitive and affective self-evaluations about the body, movement,
appearance, social aspects of friendship, individuality, belonging, and self-expression, and a
range of cognitive aspects including literacy, numeracy, memory and planning.
The study included three groups of adolescents who varied in the nature of their experience
with the body. The first group were hospitalised patients with eating disorders. The second group
were adolescent girls attending a single-sex catholic school. The third group were a large, diverse
sample of male and female adolescents attending a government, coeducational high school.
The aim was to map and compare similarities and diversity among groups and to examine
links among cognitive and affective aspects of self-knowledge about the body.
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The major research questions investigated were:
1.
2.
3.
4.
5.

What are adolescents’ feelings and self-concepts about various aspects of selfknowledge?
How do adolescents feel about and perceive their physical self-concepts (body image,
physical activity and appearance) in relation to other aspects of self-knowledge?
What are the associations between adolescents’ self-concepts and their Body Mass Index
(BMI)?
What are the differences in adolescent self-concepts in relation to gender?
What are the differences in self-concepts between various groups of adolescents
(hospitalised, Catholic school, government school)?

The main research hypothesis concerned both the development and diversity of cognitive and
affective self-evaluations about the body for adolescents. It was expected that self-concepts
would be quite diverse and relative to experience. In particular, it was expected that body and
movement self-concepts would be more positive in male adolescents than female adolescents. It
was expected that body self-concepts among adolescents with eating disorders would result in
low scores in relation to body image, but high scores in relation to interest in the body, due to
their heightened awareness of, and obsession with, the body. It was also expected that movement
self-concepts would be higher in adolescents with eating disorders due to their obsessive
compulsive nature, possibly relating to physical activity. Appearance self-concepts were
expected to be similar across all adolescent groups. It was also hypothesised that thoughts and
feelings about the body vary according to BMI for all cohorts, with extremely low BMI (eating
disorder cohort) groups having less positive thoughts and feelings about the body than those in
other BMI groups, and also that boys’ thoughts and feelings would be less affected by BMI than
girls.
Significance of the Study
From an educational point of view, the outcomes of this project contribute to understanding
adolescent self-concepts. The findings are therefore potentially useful in developing effective
personal development, health and physical education programs for schools, to enable students to
grow and maintain an integrated optimal cognitive and affective attitude towards themselves and
others. The outcomes of the research also have the potential to provide valuable information for
the design of subsequent experimental studies.
Summary
Adolescent health has become a pressing issue with the increasing incidence of obesity,
depression and eating disorders in childhood and adolescence, and reports of a decrease in
children's physical activity (ABS, 2000; Booth et al., 1997; O'Dea & Caputi, 2001). With the
prevalence of physical activity, obesity, and depression still not substantially improving, it is
essential to examine whether links between participation in physical activity, body awareness
and physical self-concepts could prove beneficial to the physical, mental, emotional and spiritual
domains of the individual adolescent. In considering the consequences associated with
inadequate participation in physical activity, the reasons for inactivity, and the opportunities
available to educate through PDHPE programs, the proposed research is therefore a good case
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for improved understanding of physical self-concepts for adolescents. The main question is how
individual's experiences contribute to their cognitive and affective self evaluations.
As stated in Sallis et al (2000), “because physical activity has important health benefits in
youth and many young people are not meeting established guidelines, improving the physical
activity levels of youth is an important public health challenge”.
Methods
Design
This study employed a cross-sectional design to examine the associations between experience
and self-evaluations about the body, and to explore development and diversity in body
perception with various groups: adolescents hospitalised with an eating disorder, adolescents
attending a catholic girls’ school, and male and female adolescents attending a public high
school. Data were collected from adolescents using questionnaires. The data were utilised to
create profiles which included feelings and self-concepts about cognitive, social and physical
aspects of self-knowledge.
Sample
The study (N=212) included three related sub-studies. Participants in Study A were
adolescent girls (N-26) aged 11-19 years (mean age 15.1 years) who were hospitalised with
eating disorders (DSMIV 1994; International Classification of Diseases), and had experienced
severe weight loss with high risk of medical complications. Participants in Study B were
adolescent girls (N=83) aged 11-16 years (mean age 14.5) who attended a catholic girls’ school
which was selected from an area of Sydney that is close to the national average in terms of
Socio-economic Index for Areas (SEIFA = 1005, where 1000 is the national average, ABS,
1998). Participants in Study C were adolescent girls and boys (N=103; female 51%; male 49%)
aged 12-17 years (mean age girls 15.3, boys 14.7) who attended a public co-educational high
school which was selected with the New South Wales Department of Education and Training
approval because it is close to the national average in socio-economic indicators (SEIFA = 994,
ABS, 1998).
In Studies B and C, both schools randomly selected one non-streamed class from each Year
(7-12) to participate in the study. This selection was at the discretion of the principals of the
school and depended on availability of classes on the days the data collection occurred. The
students and parents received information sheets and consent forms. Participation was voluntary
and students could cease participation at any time. No students withdrew from the study.
Measures
Cognitive and affective aspects of self-knowledge were elicited through self-report
questionnaires. Materials consisted of inventories that asked participants about their feelings and
thoughts about cognitive, social and physical self-concepts. The measures were the ASK-Q
Inventory for Adolescents (Bornholt, 1997), the Depression Anxiety Stress Scale DASS 21
(Lovibond & Lovibond, 1998), and the Affective Scale for Adolescents ASA (Bornholt & Brake,
2001) based on the Depression Anxiety Stress Scale DASS 21 with permission of the authors.
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Body Mass Index (BMI)
The height and weight of the hospitalised adolescents in Study A were obtained from their
patient records at the hospitals. The height and weight (without shoes) of all participants in
Studies B and C were recorded by trained researchers, out of the view of other students. Because
the measurements were taken in summer, the standard school uniform was light and was
considered unlikely to significantly influence the results. Height and weight measurements were
used to calculate body mass index (BMI) using the formula weight (kg) / height (m2).
Cognitive and Affective Evaluations
Self-concepts about a range of cognitive, social and physical activities were indicated by
responses to the ASK-Q Inventory for Adolescents and Young Adults (Bornholt, 1997; 2000;
2001; Bornholt & Ingram, 2001). The ASK-Q included two domains: cognitive and affective.
The domains were divided into components, each of which included five items that use five-point
rating scales from (1) low to (5) high. In the cognitive domain, the components included selfconcepts in relation to language, numerical, written spatial, physical spatial, musical and creative
activities, aspects of memory and planning activities were assessed. The items were the same
within each of these components. The student was presented with five closed-format questions,
each using a 5-point Likert scale, with '1' being 'a little', ‘2’ being ‘a little more’, ‘3’ being ‘a
medium amount’, ‘4’ being ‘close to a lot’ and '5' being 'a lot'. The five closed-format questions
within each component asked how good the student was at the activity, how talented they were at
that activity, how much they needed to try, how easy they found the activity, and how good they
would be at that activity by the following year.
The affective domain included the components of belonging, individuality, friendship, selfexpression, body image, physical activities and appearance. The “belonging” component
attempted to assess feelings about being part of a group with friends or at university, if they felt
similar to other people, if they thought they fit in, and if they felt they belonged to a social group.
The “individuality” component asked about how much the student enjoyed their own company
and liked to have time on their own or participate in individual sports and activities, if they
thought they were unique and if they tended to make their own decisions. The questions in the
“friendship” component intended to provide a description of the ease with which the student
made friends, got along with friends, if they could trust their friends, and if they perceived
themselves to be a likeable and friendly person. The “self-expression” component assessed
whether the student found it easy to talk in a group, liked to speak in class, to express their
opinions, let others know how they felt, and if they perceived themselves to have a good sense of
humour.
The component on “body image” determined how the student perceived their own body in
terms of coordination, fitness, healthiness, shape and attractiveness. It also asked the student to
about their values of interest and usefulness of their bodies.
The “physical activity” component asked how good the student was at physical activity, how
talented they were at physical activity, how much they needed to try, how easy they found
physical activity, and how good they would be at physical activity by next year. It also asked the
student to about their values of interest and usefulness about physical activity.
The “appearance” component questioned the student regarding the way they dressed, fashion,
if they perceived their clothing suited them, if their dress sense showed who they were, and if
they thought people noticed what they wore. It also asked the student about their values of
interest and usefulness about appearance.
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Subjects were also asked to record their year level at school, gender and age. The mean of the
responses to the five items in each aspect of self-concept was calculated.
Procedures
Study A
A team of medical professionals at The Children's Hospital at Westmead and Westmead
Hospital were closely involved in the project. With medical and parental approval, hospitalised
adolescents completed the self-report evaluation inventories and were interviewed individually
by a trained researcher. Where possible, the patient completed the inventory themselves,
however if the patient was incapable of this, the researcher gave assistance. If the patient became
too tired or overwhelmed at any point in the interview or inventory, it was stopped and continued
at another time.
Study 2b and Study 2c
Participating students in both schools completed inventories and self-evaluations, in class
groups, administered by a trained researcher. The procedure started with the introduction of the
research team. Participating students had signed parent consent forms and also signed a
participant consent form. All students in each class had parental consent and participated. The
questionnaire was read through and the types of responses explained. The conditions of the
procedure were explained to the students, including responding to questions individually,
refraining from discussion with friends, asking questions of a researcher, and leaving sufficient
time to complete the instruments. Students were informed that they would all be confidentially
measured for weight and height outside the classroom. The students were then given the
opportunity to ask questions before beginning the questionnaire. Data collection took about 45
minutes with each class. Students were given identification numbers to ensure anonymity.
Statistical Analyses
Analysis involved coding the interview questions and statistical analysis of responses to the
inventories. SPSS 12.0.1 for Windows was used for descriptive statistics (mean, standard
deviation, range) and reliability of measures.
Results
An overview and comparison of results of the three sub-studies are shown in Table 1.
Descriptive statistics
Study A: The hospitalised girls in Study A were aged 11-19 years with a mean age of 15.1
years. Their height ranged from 155-187cm with a mean of 164.5cm, and weight ranged from 3455kg, with a mean of 44kg. BMI ranged from 14-18 with a mean of 16.3.
Study B: The girls’ in Study B age ranged from 11-16 years with a mean of 14.5 years; height
ranged from 147-183cm with a mean of 163cm; and weight ranged from 37-90kg with a mean of
57kg, giving a BMI range of 15-33, and mean of 21.4.
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Study C girls: The girls’ in Study C age ranged from 12-17 years with a mean of 15 years;
their height ranged from 152-177cm with a mean of 163.8cm, and weight ranged from 41-86kg
with a mean of 56.5kg, giving a BMI range of 15-33, and mean of 21.
Study C boys: The boys’ in Study C age ranged from 12.75-17.75 years with a mean of 14.7
years; their height ranged from 146-197cm with a mean of 169.3cm, and weight ranged from 35102kg with a mean of 60.8kg, giving a BMI range of 14.86-31.48, and mean of 21.
ASK-Q scale characteristics
The ASK-Q Inventory was reliable (internally consistent) for adolescents. The Cronbach’s
Alpha levels for self-concepts about all components for hospitalised adolescents in Study A were
0.71 or above, with the exception of Body Image (Alpha = 0.67). The Cronbach’s Alpha levels
for self-concepts about all components in Study B were 0.75 or above, with the exception of the
components of memory (Alpha = 0.63), body interest (Alpha = 0.64) and appearance (Alpha =
0.71), which were slightly lower. The Cronbach’s Alpha levels for self-concepts about all
components for Study C girls were 0.70 or above. The Cronbach’s Alpha levels for self-concepts
about all components for Study C boys were 0.75 or above, with the exceptions of physical
Spatial activities (Alpha = 0.71) and Body Interest (Alpha = 0.63). Individual responses covered
the full range of values for most components (Range = 1.00 to 5.00).
DASS / ASA scale characteristics
The Depression Anxiety Stress Scale DASS 21 (Lovibond & Lovibond, 1998) and the
Affective Scale for Adolescents ASA (Bornholt & Brake, 2001) based on the Depression
Anxiety Stress Scale DASS 21 were reliable measures (internally consistent) for adolescents.
The Cronbach’s Alpha levels for all components of the scales were 0.85 or above for Study A,
Study B and Study C girls; and 0.83 or above for Study C boys. Individual responses covered the
full range of values for most components of the DASS and ASA (Range = 1.0 to 5.0).
Comparison of Adolescents
Results in Study A show that, on average, the mean values of hospitalised girls’ self-concepts
were above the scale mid-points, and particularly high in Body Image Usefulness, Physical
Activity Usefulness, Physical Activity Interest, Appearance Usefulness and Planning, however
Body Image was lower (mean=2.6) and only just above the mid-point of the scale (2.5). On
average, the mean values of adolescents’ responses were mostly above the scale mid-points for
the DASS and close to the scale mid-points for the ASA. This indicates that hospitalized girls in
Study A were feeling depressed or stressed more than they were feeling happy, calm and relaxed.
Results in Studies B and C show that, on average, the mean values of adolescents’ selfconcepts were well above the scale mid-points. Adolescents in Studies B and C generally
expressed moderate to high self-concepts about all components in the ASK-Q Inventory. On
average, the mean values of adolescents’ responses were close to or below the scale mid-points
for the DASS and above the scale mid-points for the ASA. This indicates that respondents are
more positive when questions related to their feelings or states of mind are worded positively.
Adolescents in Studies B and C generally expressed positive feelings and states of mind.
In comparing the groups of adolescents, hospitalised girls in Study A had lower self-concepts
in Self Expression, Body Image and Appearance Interest than adolescents in Studies B and C;
and higher self-concepts in Body Image Usefulness, Physical Activity Usefulness, Physical
Activity Interest, and Appearance Usefulness.
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Boys in Study C had slightly higher self-concepts in Spatial physical activities, Body Image,
Physical Activity and Physical Activity Interest than other groups of adolescents.
Girls from the public coeducational school in Study C had slightly lower self-concepts than
girls from the catholic single sex school in Study B in cognitive and social components and most
physical components of the ASK-Q Inventory for Adolescents.
It is also interesting to note that in general, the boys in Study C scored higher than the girls in
Studies B and C, in the Depression Anxiety Stress Scale DASS 21 (Lovibond & Lovibond,
1998); and also slightly higher in the Affective Scale for Adolescents ASA (Bornholt & Brake,
2001).
Table 1 Comparison of self-concepts among adolescents
Measures

Study A
Mean (SD)

Study B
Mean (SD)

Study C girls
Mean (SD)

Study C boys
Mean (SD)

ASK-Q Components
Language
Numerical
Spatial written
Spatial physical
Music
Creative
Memory
Planning
Belonging
Individuality
Friendship
Self Expression
Body Image
Body Image Use
Body Interest
Physical Activity
Physical Use
Physical Interest
Appearance
Appearance Use
Appearance Interest

3.7
3.3
3.2
3.5
3.0
3.1
3.1
3.9
3.4
3.5
3.6
2.9
2.6
4.0
3.2
3.5
4.4
4.1
3.1
4.1
2.9

Average BMI

16.3 (1.0)

21.4 (3.9)

21.0 (4.2)

21.0 (4.5)

DASS / ASA
depression
anxiety
stress
happy
calm
relaxed

3.1
2.2
3.0
2.5
2.7
2.7

2.2
1.7
2.3
3.7
3.7
3.5

2.5
2.0
2.5
3.7
3.5
3.4

2.8
2.3
2.9
3.8
3.8
3.7

(0.7)
(0.8)
(0.9)
(0.9)
(1.1)
(1.0)
(0.4)
(0.9)
(0.9)
(1.0)
(0.9)
(0.9)
(0.8)
(1.1)
(1.2)
(0.8)
(0.6)
(0.8)
(0.7)
(0.9)
(1.1)

(1.2)
(0.9)
(1.1)
(0.9)
(0.9)
(0.7)

3.5
3.5
3.5
3.6
3.5
3.6
3.7
3.7
3.7
3.6
4.1
3.8
3.4
3.6
3.2
3.6
3.7
3.7
4.0
3.7
3.5
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(0.8)
(0.8)
(0.7)
(0.9)
(1.0)
(0.9)
(0.7)
(0.9)
(0.8)
(0.9)
(0.7)
(0.9)
(0.8)
(1.0)
(0.9)
(1.0)
(1.1)
(1.1)
(0.6)
(0.9)
(0.8)

(1.0)
(0.8)
(1.1)
(0.9)
(0.8)
(0.8)

3.3
3.1
3.0
3.2
3.5
3.5
3.3
3.1
3.5
3.4
4.0
3.6
3.2
3.5
3.4
3.4
3.5
3.6
3.9
3.5
3.5

(0.8)
(1.0)
(0.7)
(0.9)
(1.2)
(1.1)
(0.8)
(0.8)
(0.8)
(0.8)
(0.8)
(0.8)
(0.9)
(1.2)
(1.2)
(0.9)
(1.0)
(1.1)
(0.7)
(1.1)
(1.0)

(1.0)
(0.9)
(1.0)
(0.9)
(1.0)
(1.0)

3.3
3.4
3.3
3.8
3.4
3.6
3.4
3.4
3.5
3.5
4.1
3.7
3.7
3.4
3.2
3.8
3.9
4.0
3.6
3.6
3.4

(0.8)
(1.0)
(0.8)
(0.9)
(1.3)
(1.2)
(0.9)
(1.0)
(0.9)
(0.8)
(0.7)
(0.8)
(0.9)
(0.9)
(0.8)
(0.9)
(1.0)
(1.0)
(0.8)
(1.0)
(1.0)

(1.0)
(0.9)
(1.0)
(0.7)
(0.9)
(0.9)

Discussion
The results of this study allow for various conclusions about adolescent self-concepts. The
responses of the cognitive components (Language, Numeracy, Spatial written, Spatial physical,
Music, Creative, Memory and Planning) of the ASK-Q Inventory for Adolescents were less
diverse than expected, with all groups of adolescents scoring well above the mid-point of the
scale, indicating that adolescents generally have positive self-concepts about cognitive activities.
It is interesting to note that the component of Planning was high in girls hospitalised with eating
disorders. An explanation for this may be the obsessive nature of their disorders and the need for
control that is common in these patients.
All groups of adolescents had high self-concepts about the social components (Belonging,
Individuality, Friendship and Self Expression) of the ASK-Q Inventory with the exception of
Self Expression for girls hospitalised with eating disorders, who had noticeably lower scores in
this component than the other groups of adolescents. The component of friendship was
particularly high in all adolescents, indicating that peers play a large part in how adolescents’
feel about themselves.
As expected, the physical components (Body Image, Physical Activity, Appearance,
Usefulness and Interest) of the ASK-Q Inventory had varied results for different groups of
adolescents. In comparison with the other groups of adolescents with a mean healthy BMI, the
low BMI girls hospitalised with eating disorders had particularly high self-concepts in the
usefulness of Body Image, Physical Activity and Appearance, as well as interest in Physical
Activity Interest, however, as hypothesised self-concepts about Body Image were lower. This
was expected due to eating disorder patients having heightened awareness of, and obsession
with, the body, while feeling negative about their body image. It was also expected that physical
activity self-concepts would be higher in adolescents with eating disorders due to their obsessive
compulsive nature, possibly relating to physical activity in order to control their body weight.
It was expected that body and physical activity self-concepts would be more positive in male
adolescents than female adolescents. The results show boys had slightly higher self-concepts in
Spatial physical activities, Body Image, Physical Activity and Physical Activity Interest than
girls. As previously mentioned, boys tend to be more active than girls during adolescence,
therefore this result is not surprising.
Appearance self-concepts were expected to be similar across all adolescent groups, however
girls hospitalised with eating disorders presented lower self-concepts in Appearance and
Appearance usefulness, and higher self-concepts in Appearance interest, than other adolescents.
This result calls for more investigation into physical self-concepts and the associations between
Body Image, Physical Activity and Appearance for adolescents with eating disorders.
Girls from the public coeducational school in Study C had slightly lower self-concepts than
girls from the catholic single sex school in Study B in cognitive and social components and most
physical components of the ASK-Q Inventory for Adolescents. This area was investigated to
determine whether the single-sex or coeducational school environment had an impact on
adolescent girls’ self-concepts. Although the differences in self-concepts were slight, the girls in
the coeducational school had consistently lower self-concepts across most of the cognitive, social
and physical domains. A possible explanation for this result is that girls were less confident in
the presence of boys and perhaps compared themselves to boys across cognitive, social and
physical aspects of self-knowledge. The exception was interest in Body Image where the girls in
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the coeducational school had slightly higher self-concepts than girls in the single-sex school,
possibly due to thinking more about their bodies as they were constantly surrounded by boys.
It was also hypothesised that thoughts and feelings about the body would vary according to
BMI for all cohorts, with extremely low BMI (eating disorder cohort) groups having less positive
thoughts and feelings about the body than those in other BMI groups, and also that boys’
thoughts and feelings would be less affected by BMI than girls. As expected the hospitalised
adolescents with extremely low BMI generally had less positive thoughts and feelings about the
body, however, whether boys’ thoughts and feelings were less affected by BMI than girls’ was
indeterminate in this study. Further research is required in this area to expand on the effects BMI
has on adolescent self-concepts. It would be interesting to investigate the associations between
specific BMI categories and self-concepts.
It is not surprising that the girls hospitalised with eating disorders generally scored higher on
the Depression Anxiety Stress Scale DASS 21 (Lovibond & Lovibond, 1998) and lower on the
Affective Scale for Adolescents ASA (Bornholt & Brake, 2001), as eating disorders are a form
of mental illness. It was interesting that in general, the boys in Study C scored higher than the
girls in Studies B and C, in the Depression Anxiety Stress Scale DASS 21 (Lovibond &
Lovibond, 1998); and also slightly higher in the Affective Scale for Adolescents ASA (Bornholt
& Brake, 2001). The more extreme response of boys warrants further study into the feelings of
male adolescents.
Consequently, although self-concepts were not as diverse as expected, adolescent selfconcepts were clearly relative to experience.
Implications
From an educational point of view, the outcomes of this study contribute to understanding
adolescent self-concepts about cognitive, social and physical aspects of self-knowledge. The
findings could be useful in developing programs for schools, to enable students to grow and
maintain an integrated optimal cognitive and affective attitude towards themselves and others.
As it has previously been found that children generally have positive self-concepts, particularly
physical self-concepts, it is conceivable that more attention be focussed on fostering positive
self-concepts in primary schools to potentially prevent eating disorders and low physical selfconcepts in adolescence. The outcomes of this research have the potential to provide valuable
information for the design of subsequent experimental studies in child and adolescent selfconcepts.
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Literary Portrayals of People with Challenges
Beverley A. Brenna M.Ed.
Introduction
This paper will define the scope of "people with
challenges" as it pertains to special education, and identify a
rationale for including, in today's classrooms, current literary
fiction which includes characters with special needs. A
scheme for the evaluation of such literature will be
discussed, as well as suggested titles, and Saskatchewan's
English Language Arts curriculum policies related to this
issue will be identified. In addition, an excerpt from the
author's recently published YA novel Wild Orchid will be
shared. Wild Orchid is a first person fictional account of a
young woman with Asperger's Syndrome, a high functioning
form of autism. Wild Orchid was published by Red Deer
Press (an imprint of Fitzhenry & Whiteside) in the fall of 2005
and is the author’s fourth published book.
Definition of “People with Challenges”
In Canadian educational circles, this terminology reflects
children who have been designated for government funding
on the basis of one or more identified disabilities. In the
province of Saskatchewan, the following funding categories
apply:
1. Hearing Impairment (HI)
2. Visual Impairment (VI)
3. Orthopedic Handicap (OH)
4. Intellectual Disability (ID)
5. Chronic Illness (CI)
6. Multiple Disability (MD)

In general, children who have been designated on the
basis of challenges in these categories are educated in
regular classrooms within the philosophy of least
restrictive environment. Funding may support the
assistance of a Teacher Associate (TA) who spends some
time working with the student in the classroom. Funding
may also provide other supports such as transportation
and technical equipment to assist the child in accessing
curriculum.
Sharing Literature with Children
Basic Premise
The primary objective in a literature program is to
acquaint children with the wealth of ideas available in
children’s books and to familiarize them with the work
of the best writers and illustrators of children’s
literature. There are a number of specific reasons for
including literature in the classroom. The most
important are the following:
1. Literature enriches children’s language and
expands their linguistic options.
2. Literature develops children’s vocabulary.
3. Literature provides children with vicarious
experiences both real and imaginary.
4. Literature provides models for writing.
5. Literature provides students with a pleasurable
experience.
6. Literature provides children with an
understanding of self and others.

(Sharing Stories with Children, Dr. Linda Wason-Ellam,
Calgary: Warren West, 1987)

Rationale for Sharing Literature about Persons with
Challenges
Good realistic fiction should model the society from
which it arises. Because people in our world come in
more than just the “typical” package, we need to
make sure we are presenting this reality to children in
a manner that is sensitive and well-informed.
Children who have challenges need to see
themselves in fiction. They deserve the affirmation
that they indeed are part of this society, and have a
role to play, just as “typical” children find their place
in books.
It is also important for the “typical” child to recognize
that there are people with challenges in the world
who may share common dreams and skills. Just
because a person looks or acts differently does not
mean they are essentially different when it comes to
being a person.
Evaluation of Literature
When considering the portrayal of people with
challenges in literature, some important evaluative
questions come to mind:
1. Does the material depict the characters
realistically, respectfully, and fairly?

2. Is the character with challenges used only as a
vehicle for the growth of another character, or is
this character presented as someone who grows
and develops throughout the course of the story?
3. Is current language used to describe the
disability?
4. Are the characters with special needs described in
a stereotypical manner, or are they given
individual personalities and characteristics?
Teachers should consider presenting these
questions to students in order to prepare them to
evaluate materials for themselves and to guard
against the use of stereotypes in their own written
work (Saskatchewan English Language Arts
Curriculum, Middle Level, 2005).
Suggested Titles
The following books are representative of quality materials
which depict characters with special needs in a fair and
sensitive light.
A Screaming Kind of Day by Rachna Gilmore (Fitzhenry &
Whiteside, hardcover, 1999) is a picture book for ages 5 – 9
about a girl with a hearing impairment as she pounds her
way through a tempestuous day. When late afternoon comes
and Scully wakes up from her nap, readers rejoice with her
as the day turns bright. “I don’t feel like screaming anymore.
I’m as still as deep blue water…We go outside and sit on the
picnic table. I can feel the tired slipping, sliding out of Mom
‘til she’s as easy as the wind. The pink sky melts into red
then blue, darker, darker, calling night…I turn my hearing
aids off. If I’m very quiet, I might just hear the stars sing.”
This title is a Canadian Governor General’s Award winner.

Pocket Rocks by Sheree Fitch (Orca Books, Hardcover,
2004) is a picture book for ages 5 – 8. It tells the story of Ian,
a little boy who has unspecified special needs and who is
uncomfortable at school until he discovers a supportive
strategy. He begins collecting rocks and keeping them in his
pockets for comfort. Every day for many days, Ian puts rocks
in his pockets until one day, his pants fall down and
everybody laughs. Then a storyteller comes to class, and
tells about collecting rocks himself, and then the storyteller
helps Ian tell his story.
Ruby Sings the Blues by Niki Daly (Georgetown
Publications, hardcover, 2004) is a picture book for ages 5 –
8 about a little girl who is extremely loud. Her teacher tries to
teach her volume control, and use the “on” and “off” buttons
on her shirt, but Ruby is always on and always loud. No one
wants to play with her because she is too loud to have
around. The sax player and jazz singer from upstairs notice
her melancholy, and invite her to sing with them. And at her
next school concert, Ruby is awesome! A feel-good story
about the power of seeing the potential in someone.
The Tiger Rising by Kate DiCamillo (Candlewick, hardcover,
2001) is a junior novel for ages 9 – 12 about a boy with a
chronic skin disease who is asked to stay home from school,
and a developing friendship between two misfits who unite
over a tiger discovered in a cage in the woods. How Rob and
Sistine deal with their own problems, and the choice they
make regarding the tiger’s freedom, is key in this poignant
tale from the south which proves that some things—
memories and heartache as well as tigers—can’t be locked
up forever.

Charlie Wilcox (Stoddart, paperback, 2002) is a novel for
ages 12 and up, based on combined fact and fiction, and
told by Charlie’s great-niece, Sharon McKay. Born with a
club foot into a renowned family of Newfoundland sealers,
Charlie’s dream is to go to the ice and make a name for
himself. He stows away on what he believes to be a sealing
vessel, only to find himself on a ship of soldiers headed for
the First World War. With its sharp dialogue and quick wit,
there’s a movie in this one.
A Different Kind of Beauty by Sylvia McNicoll (Fitzhenry &
Whiteside, hardcover, 2004) is a novel for teens. It explores
the developing relationship between Elizabeth, a high school
student who trains guide dogs and has an up and down
relationship with her boyfriend, Scott, and Kyle, a classmate
who develops diabetes-induced blindness. With the
unpredictable emotions of coming of age, this novel will
strike chords in young teens who find that adolescence isn’t
easy.
Kissing Doorknobs by Terry Spencer Hesser (Delacorte,
hardcover, 1998) is the story of Tara Sullivan, a young girl
who has always been a worrier but who now is in the grips of
an obsessive compulsive disorder beyond her control.
Hearing the old phrase, “Step on a crack, break your
mother’s back,” sets off a series of bizarre behaviors that
have Tara, her frustrated family, and her few remaining
friends fearing for her sanity. Tara’s journey back to
normalcy takes great courage, and this frank, intense story is
handled with compassion. For young teens.
the curious incident of the dog in the night-time by Mark
Haddon (Doubleday, hardcover, 2002) is a novel for mature
teens told from the perspective of a young man with autism.

Written in first person narrative, this mystery/realistic fiction
story is a poignant look at the world from Christopher John
Frances Boone’s point of view, and examines family breakup and coming of age with sensitivity and humor.
Wild Orchid by Beverley Brenna (Red Deer Press,
paperback, 205) is a coming of age novel about Taylor Jane
Simon, a nineteen year-old with Asperger’s Syndrome—a
high functioning form of autism. Taylor is stuck with the
summer her mother has arranged for her at Waskesiu Lake,
one of Canada’s National Parks, and she struggles to find a
balance in a life that has suddenly turned upside down. In
addition to trying to settle into her new environment, she
hopes to overcome the “special education” label she’s had in
high school and find a boyfriend. With cameos on the work
of playwright Harold Pinter and northern prairie wildflowers,
this book is a detailed account of what it’s like to be different,
at the same time emphasizing the commonalities young
people share.
Excerpt from Wild Orchid by Beverley Brenna
When I was ten, the doctors told my mother
I had Asperger’s Syndrome, and when I was eleven,
she told me. “I think you’re old enough to know,”
she said. At first, I thought she was saying, “Ass
Burgers.”

I was embarrassed and later, when she

asked if I had told anyone at school, I said, “Of
course not.”

I mean, who would go around telling

people they had Ass Burgers.
From then on, she went and had meetings at the
school with all my teachers and the teacher
associates that the school hired to help me learn.

When I started doing really well at some things,
like at writing, and at math, my dad let me come to
Toronto and visit. I don’t think that’s right, to
wait until your kid does well. I think you should
be a parent whether the kid does well or not.
Beverley Brenna M.Ed. is a Special Education Consultant with
the Saskatoon Public School Board in Saskatoon,
Saskatchewan, Canada. She has published four books for
children as well as short fiction and poetry for adults. She
lives on an acreage with her husband and three sons.
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Abstract
Cerebral palsy is a complex developmental disorder, which may involve, besides
motor impairments, other neurological abnormalities such as mental retardation, language
delay, cerebral visual impairment and seizures. In particular, there is a significant incidence of
mental deficiency and specific neuropsychological disorders in this pathology.
The objective of this research is to determine a possible difference between cerebrally
palsied children with and without mild intellectual disability regarding the level of operational
thinking.
The sample consists of 39 children with cerebral palsy, aged from 9 years and 3
months through 15 years and 5 months. The participants were divided into two subsets – 21
students with mild intellectual disability and 18 students with borderline or an average
intellectual level. All the children attend schools within Rehabilitation and Residential Care
Centre. There was an adapted curriculum just for the children with mild intellectual disability.
All the students were examined by Piagetian tests for classification, seriation,
substance conservation and correspondence. The significance of the difference between the
compared subsets was estimated by using the Mann-Whitney Test.
It was found that there was no significant difference between compared subsets in the
attained level of classification and conservation. In contrary, obtained results indicate
significant difference between these subsets in the level of seriation and correspondence.
Key words: cerebral palsy, mild intellectual disability, operational thinking

Background
The term cerebral paralysis (CP) is used to describe a group of clinical signs which
include abnormal muscle tone and movement, as well as the associated loss of functions,
which are supposed to be caused by a non progressive lesion or by an abnormality of brain
(Cans, et al., 2004). The studies of prevalence in industrialized nations show the number of
1.5 to 2.5 in a thousand of newborns (Ansari, et al., 2001). CP is a complex developmental
disorder that can, together with the motor difficulties, include other neurological anomalies,
such as mental retardation (MR), late appearance of language, cerebral damages of seeing and
seizures (Cioni, et al., 1997). It is stated that in one among five children with CP (20.2%)
severe intellectual deficits and disability of walking appear (Cans & Guillem, 2002).
When it is spoken of deficit of cognitive and neuropsychological functions at the
children with CP, it could be said that there are some, but not absolute, relations between the
type of CP and the level of cognitive disorder. The children with spastic quadriplegia have a
higher degree of mental difficulties than the children with spastic hemiplegia. The motor
deficits of the children with spastic CP correlate with the severity of cognitive deficits,
whereas with the children with diskinetic CP the correlation lacks (Russman &Ashwal, 2004).
Lateralization of hemiplegia can also be a factor that contributes to these difficulties. At the
children with right hemiplegia language functions can be more emphasized because the left
hemisphere was injured, although these sorts of observations can be controversial. There is
also a strong relation between a bigger intellectual retardation at the children with CP and the
presence of epilepsy, abnormal EEG, or an abnormal neural imaging study (Russman &
Ashwal, 2004).

2

The research of the correlation between CP and the success on Piaget’s trials of a
particular operating thinking is interesting because of more theoretical and practical questions
concerning both CP and some Piaget’s theoretical postulates
Piaget stated that human intelligence developed in an interaction with the environment.
The supporters of Piaget's were specially attracted by that attitude, because it had seemed to
be an alternative idea of behaviorists, that the environment »forms« and »conditions« us, as
well as to the radically hereditary idea that we are almost directly the products of our genes
(Brand, 1996). Thank to the lack of vocalization, as well as the motor disfunctionality, the
children with CP often have less experience in spontaneous contacts with the environment and
their potential active manipulation is far less than the one their peers without these problems
have. They have a limited capacity for independent games of pretending and for the
interaction and playing with other children (Falkman, Sandberg &Hjelmquist, 2004). It means
that according to the expectations of the Piaget's theory the children with CP, because of these
problems, would have lower intelligence. On the contrary, the experience shows that many
children with CP, in spite of their motoric limitations, have normal intelligence. So, if some
children, beside the limited interaction with the environment, make the results within the
average on the standard tests of intelligence, but on the other hand are not much different
from their peers with mild mental retardation on Piaget's trials of operating of thinking, we
can talk of specific capabilities these trials measure and are not included in the standard tests
of intelligence, and that correspond very well with the postulate of interactive nature of
intelligence.
The achievements of the respondents with CP on the trials of particular operating
thinking can be thought of also through two alternative hypotheses concerning the quality of
cognitive limitation at the subjects with CP. The intellectual disorder of these respondents can
be conceptualized as a result of the deficit of general intelligence manifested as a homogenous
damage of all the cognitive capabilities. Alternatively, it can be observed as a heterogeneous
phenomenon in which some cognitive capabilities can be more disordered than the others
because of acting of different factors (Sabbadini, et al., 2001).
Further on, it is considered that, among the other anomalies, perinatal and neonatal
hypoxic ischemic lesions of brain can cause an increase of visual - perceptive difficulties
(Stiers & Vandebussche, 2004). In accordance with this, particularly if the changes are related
to periventricular leucomalacia, this sort of problem often appears (Russman &Ashwal,
2004). Since children learn by collecting information from various sensor resources and by
imitating and return information from the others, the development of children with visual and
visual- perceptive difficulties can be temporarily postponed in a few areas. They include the
awareness of space, researching crawling and walking, facial expressing, attachment and
imitating behavior, expanding their language to general forms from one object to another,
development of awareness of themselves compared to others, as well as some cognitive tasks
such as Piaget’s trials of conservation of a mass (du Feu & Fergusson, 2003). On the other
hand, at some forms of CP (e.g. spastic diplegia) an increased achievement on the verbal part
of the tests of intelligence, related to the non-verbal (Russman & Ashwal, 2004) can be
obtained. In the latest studies of cognitive achievements of perinatal and neonatal hypoxic
ischemic lesions of brain, the interpretation of a specific deficit of non-verbal intelligence was
accepted, as a proof of the visual-perceptive difficulties. These explanations were based on
the observations that in solving the tasks on the non-verbal tests of intelligence visually
presented material was extensively used, so it seemed justified to assume that the visual
perceptive deficit constrained the optimal achievement on these subtests. These findings don’t
include a causal connection and can be equally explained by a mutual neural base underlying
the both types of disorders (Stiers & Vandenbussche, 2004).
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In accordance with this, it can be assumed that the children with CP that achieve the
results out of the scope of MR in the general evaluation of intelligence, at Pieget's trials of
particular operating thinking (that are, apart from the trial of conservation, mostly of nonverbal character), thank to the visual-perceptive problems or at least the mutual neural base
that visual-perceptive problems share with the difficulties in solving the non-verbal tests, will
achieve the results that will not significantly differ from the achievements of the children with
CP functioning at the level of mild mental retardation. Actually, if the visual-perceptive
deficit at the children with CP influences the lower non-verbal achievement in evaluation of
intelligence, than it can lead to an equalization of the achievements of the children with mild
MR and without MR on the non-verbal signs (such as Piaget's trials of operating of thinking),
that is the differences in the level of their intellectual functioning can be seen just in their
verbal IQ, which could have serious implications in education of these children.
At the end, the examination of the operative thinking at the children with CP has some
practical implications. At the persons with CP, the hard neural motor disorder and the
problems in communication disable the application of the standard neuropsychological tests.
The disorders of communication are frequent at the persons with neural motor damages,
which are a consequence of CP. Especially, complete (anarthria) or partial (dysarthria)
absence of the expressive language is followed by the hard motor deficits at some of these
persons, causing a non-understandable verbal communication that doesn’t satisfy the patient’s
primary needs (Sabbadini, et al, 2001). Further on, the presence of these communicating
difficulties, together with frequently unavoidable use of augmentative and alternative methods
of communication, makes the global neuropsychological evaluation impossible. From these
reasons, the identification of the differences in the achievements of the children with CP and
mild MR and without them on the Piaget’s trials of operating of thinking has also a
differentially diagnostic significance. Besides, according to Piaget, one can’t come to the
construction of the idea of number until the operations of inclusion of classes and making
series are developed and united, which has some implications in the educative work with
these children.
The aim of the research
The objective of this research was to find out possible differences between cerebrally
palsied children with normal and subnormal intellectual abilities regarding their capability to
master the concrete operational thinking.
Method
Sample
The sample includes 39 children with cerebral paralysis – 21 children function at the
level of mild MR, whereas 18 children are above this scope of intelligence. The data about the
intellectual functioning of the respondents are taken from the pedagogic documentation of
schools. The calendar age of the respondents include the range from 9 years and 3 months to
15 years and 5 months (for the group with mild MR - AS = 12.18, SD = 1.81, MIN.= 9.25,
MAX = 15.42; for the group without MR – AS = 12.29, SD= 2.09, MIN. = 9.25, MAX. =
15.25). Within the group with mild MR there are 11 boys and 10 girls, whereas within the
group of preserved intelligence there are 10 boys and 8 girls.
All the respondents are students of primary schools organized within the institutions
for rehabilitation, where the children with mild MR listen to the classes according to a
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modified, and the rest of the students according to the curriculum of the regular primary
schools.
The procedure of the research
In the research, the standard Piaget’s tests of operating of thinking were applied, with
necessary modifications of the procedure and the testing material to the specificity of the
children with CP. So, cards, sticks and tokens used in examination were glued to a thick
cardboard. The children with very much damaged function of the upper limbs were asked to
just point to the place where certain material (a card, token, a dice), should be put. Alternative
models of communication and help of a teacher in interpreting the statements were used at the
children with very hard verbal communication.
Classification - During the examining of the classification, the classification
according to colors was not used, but only according to shape and size (nine cards – three
shapes and three sizes). The success of the respondents was graded at three levels: figural
collections (a child doesn’t manage to classify the cards neither according to the shape nor to
the size), non-figural collections (a child classifies cards according to the shape or to the size,
or to the both criteria, but doesn’t adopt the inclusion of classes) and a hierarchical
classification (a respondent masters the inclusion of classes).
Seriation – The respondents were given the task to, by length, put 10 sticks, where
each one was by 0.8 cm longer than the previous one. The achievements were distributed into
three categories: the lack of making series (the child plays with the sticks but can’t notice the
principle of making he was expected to), empirical seriation (the respondent manages to make
the expected line by the method of attempt and mistake), operational seriation (when the child
manages to make the expected line, it is asked to turn back to the wall. The third, seventh and
ninth sticks were taken out of the line and the gaps in the line were filled. Then the child was
asked to put the removed sticks back to their place. If the child does the task successfully,
without destroying and re-lining the existing line and without mistakes in placing the three
separated sticks, it is considered to have mastered the operative making series).
Correspondence – The child was asked to put under blue tokens the same number of
the red ones. Three classes of answers were defined. Spatial correspondence (the respondent
only cares that the length of both lines of tokens is the same – regardless to their number),
visual correspondence (the respondent joins a red token to each of the blue ones), operative
correspondence (if the respondent masters the visual correspondence, the examiner enlarges
the space between the blue tokens and asks: “Where can you see more tokens?” The
respondent with the developed operative correspondence confirms the equal number of both
lines).
Conservation of mass (a trial with plaster balls) – The respondent is shown two
plaster balls and it is established they are identical. Then, in front of the child, we make “a
sausage” out of one of them, and ask the child if the amount of plaster is equal in both forms
or it is different, then we break “the sausage” into pieces and ask the same question. Three
sorts of answers are detected: the lack of conservation (the child doesn’t confirm the equality
of mass within the objects), transitional conservation (the child confirms that only some
objects are identical), adopted conservation (the child confirms the identity of the mass in all
the transformations of the object).
In the statistic processing of the results the methods of descriptive statistics were used,
and the importance of the differences of the achievements was examined by using the MannWhitney’s Test.
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The results of the research
Table 1 - The achievements of children with cerebral palsy with and without mental
retardation in the task of classification
The level of intellectual functioning
The level of classification
Figural
collections
Non figural
collections
Hierarchical
classification
Σ

Count
%
Count
%
Count
%
Count
%

With MR

Without MR

Σ

1
4.76
19
90.48
1
4.76
21
100

1
5.56
13
72.22
4
22.22
18
100

2
5.13
32
82.05
5
12.82
39
100

Most part of our respondents master the classification at the level of non-figural
collections (82.05%), only 5% is at the level of figural collections, whereas 12.82% masters
hierarchal classification.
Related to the level of intellectual functioning we can notice that the percentage of the
respondents at the level of figural collection is pretty equal (4.76 with MR and 5.5% without
MR), whereas the differential between the two groups of the respondents at the level of nonfigural collection was influenced by the higher percentage of the respondents without MR
who solved the trial at the level of hierarchal classification (4.76% with MR and 5.5% without
MR).
Table 2 - The achievements of children with cerebral palsy with and without mental
retardation in the task of seriation
The level of intellectual functioning
The level of seriation
Absence of
seriation
Empirical
seriation
Operational
seriation
Σ

Count
%
Count
%
Count
%
Count
%

With MR

Without MR

Σ

18
85.71
2
9.52
1
4.76
21
100.0%

4
22.22
4
22.22
10
55.56
18
100.0%

22
56.41
6
15.38
11
28.21
39
100.0%

More than a half of our respondents showed the lack of seriation (56.41%), 15.38%
mastered this ability at the level of empirical seriation, whereas something less than a third of
the respondents are at the level of operative seriation (28.12%).
In the group within we register the lack of ability to make a series, the respondents
with MR are dominant (85.71%), but also there’s almost a quarter of the respondents with MR
in this category of achievements (22.22%). The same percentage of the respondents of the
higher level of intellectual functioning solve the trial at the level of empirical seriation
(22.22%) as well as 9.5% of the respondents with MR. The highest level – empirical seriation
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– is mastered only by one respondent with MR (4.76%) and 55.56% of the respondents
without MR.
Table 3 - The achievements of the children with cerebral palsy with and without mental
retardation at the task of correspondence
The level of intellectual functioning
The level of correspondence
Global
Visual
Operational
Σ

Count
%
Count
%
Count
%
Count
%

With MR

Without MR

Σ

9
42.86
7
33.33
5
23.81
21
100

4
22.22
2
11.11
12
66.67
18
100

13
33.33
9
23.08
17
43.59
39
100

At the level of global correspondence are 33.33% respondents of our sample, visual
correspondence masters 23.08%, whereas the trial at the operational level is solved by 43.59%
of the respondents.
Almost twice higher percentage of the respondents is at the lower level of
correspondence (42.86%) than in the sub-sample of the respondents without MR (22.22%). At
the next –visual level of correspondence, there is a third of the respondents with MR (33.33%)
and 11.11% without MR. The highest, operational level of correspondence is dominated by
the respondents without MR (66.67%) though 23.81% of the respondents with MR belong to
this category of success.
Table 4 - The achievements of children with cerebral palsy with and without mental
retardation at the task of conservation
The level of intellectual functioning
The level of conservation
Absence
Transitional
form
Operational
Σ

Count
%
Count
%
Count
%
Count
%

With MR

Without MR

Σ

13
61.90
3
14.29
5
23.81
21
100

9
50
0
0
9
50
18
100

22
56.41
3
7.69
14
35.90
39
100

At more than a half of the sample the total of completely unsuccessful ones at the
trials of the conservation of mass is 56.41%, 7.69% is at the level of transitional reactions,
whereas the conservation of mass is mastered at the operational level by 35.90% of the
respondents.
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At most of the respondents with MR the lack of conservation is noticed (61.90%), and
14.29% adopt it within the transitional reactions. However, mastering of the conservation of
mass in the full range, at the operational level, is not unavailable to this category of the
respondents – 23.81% gives the answers that put them in this category of success.
All the respondents without MR are grouped into two equal categories of success.
Unexpectedly, even a half of the respondents show the lack of the ability of conservation of
mass, whereas the other half masters it at the operational level – at these respondents there is
no recorded answer that could be put in the transitional reactions.
Table 5 – Significance of the difference between attainment of the cerebrally palsied children
with and without mental retardation in the Piagetian trials for operative thinking estimation

Classification
Seriation
Correspondence
Conservation

The level of
intellectual
functioning

Mean
Rank

Sum of
Ranks

With MR
Without MR
With MR
Without MR
With MR
Without MR
With MR

18.57
21.67
13.90
27.11
16.38
24.22
18.29

390
390
292
488
344
436
384

U

W

p

159.000 390.000

0.410

61.000

292.000

0.000

113.000 344.000

0.032

153.000 384.000

0.321

Although the respondents without mental retardation achieve the higher middle level
of achievements at all the trials, as well as higher values of the sum of ranks (except for the
trials of classifications, where both sub samples are equal), the significance of these
differentials suggests that the respondents without MR are significantly more successful only
in the tasks of making series (U=61.000, p < 0.01) and correspondence (U = 113.000, p <
0.05).
Discussion
The low level of mastering the inclusion of classes testifies about the lack of
quantification of classification and the difficulties in making a hierarchal system of the
relation among classes and subclasses at both groups of our respondents. On the other hand,
the importance of the difference of the achievements at the trial of making series in favor of
the group with higher intelligence testifies that these children understand that an element in a
series is determined by its position simultaneously higher than the previous one and less than
the next element in the series. From the educational point of view, and in the light of the
obtained results, the Piaget’s attitude, that a natural number was derived from the operation of
inclusion of classes, and the ordinal number was derived from the operation of making series,
is not unimportant.
The importance of the difference of achievements at the trials of correspondence tells
that at the children with CP who function at the level of mild MR intuitive form of thinking
still prevail, whereas in the case of children with CP whose intelligence is above this range
most of the respondents lean on logical concluding. Nevertheless, having in mind that a third
of the respondents without MR doesn’t master the operative correspondence, in spite of the
expectations of the calendar age, as well as that 23.81% of the respondents with mild MR
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master it, the correspondence can’t be spoken of as a clear differentially diagnostic criteria
between the two groups of our respondents.
According to Piaget, the developed ideas of conservation are used as an indicator of
existence of a developed system of reversible operations. What is unusual is that even a half
of our respondents without MR don’t have this characteristic of operational thinking, which is
what led to the absence of the importance of differences in achievements related to the
respondents with light MR.
The absence of statistically important differences in the achievements of the two
groups of the respondents can be noticed only at the trials of classification and conservation,
which can be observed as a partial confirmation of the presumption that Piaget’s trials of
operating of thinking measure specific capabilities not included in the standardized tests of
intelligence, and whose development depends on an interaction with the environment.
In accordance with the attitude that thinking, as well as intelligence, is of practical
nature, the origin of the achievements of our respondents can be looked for in the sensorimotor period. More precisely, in the structure named group of moving. That is an inverse
operation based on the practical reversibility and means the physical experience of
reversibility. By summing up these experiences and by making the schemes of actions
interior, we gradually come to logical thinking. A child with CP doesn’t have these schemes
in his sensorimotor experience, so they stay abstract for him. It can be assumed that, lacking
the experience of that type, children with CP globally have difficulties with classification and
conservation based on reversibility through an inversion. The second form of reversibility is
the reversibility based on reciprocity. Such a form of reversibility doesn’t null the action. Its
origin, indirectly in the physical experiences, is of more abstract nature, so the children with
higher intelligence are in these tasks more clearly differentiated than less intelligent children.
So, the sensorimotor origin of knowledge and the lack of the physical experience can be the
most important factors that determined the achievements of our respondents.
Our results don't confirm the expectation that, because of the visual-perceptive deficit
or at least mutual neural base that the visual-perceptive deficit shares with the difficulties in
solving the non-verbal tasks at the persons with CP, it will lead to an equalization of the
achievements of the children with MR and the ones without MR at the trials of operational
thinking. Namely, if these reasons disturb the achievement of both groups of the respondents,
the absence of the difference in the achievements shouldn't be limited only to the trials of
classifications and conservations, but also to the remaining two trials, which isn't a case in our
research.
What seems to be out of question is the heterogeneous cognitive structure of
capabilities at least of some of our respondents, which makes that at our trials of classification
and conservation of mass no statistically important difference is recorded in the achievements
of the respondents with CP that function at the level of light MR and those whose capabilities
extend these limits. This phenomenon is explained by other researchers by the factors such as
location and severity of a cerebral lesion, as well as by quality and efficiency of stimulation of
the environment, and the identification of these specific cognitive profiles is considered to be
especially important for the rehabilitating and from the educational point of view, because
they make it possible to create differentiated programs and to identify the instruments most
frequently used in making personalized programs of learning (Sabbadini, et al, 2001).
Probably exactly thank to the heterogeneity of the cognitive profiles, the trials of
operational thinking in our research didn’t show any big differentially diagnostic power.
Nevertheless, mastering at the highest level of making series is a rather sure indicator of
development of intellectual capabilities above the category of mild MR.
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Conclusion
An important difference in the achievements between the respondents with CP that
function at the level of mild MR and the ones without MR was established only in examining
of making series and correspondence. Our results can be interpreted as a partial confirmation
of Piaget’s assumptions about interactive nature of intelligence, but at the same time they can
be a partial support to the attitude of specificity of the capabilities checked by Piaget’s trials
of operative thinking. It seems that the achievements of our respondents indicate, before all,
the sensori-motor origin of cognition and the lack of physical experience of children with CP.
The obtained results indicate the heterogeneous cognitive structure of capabilities of our
respondents, rather than a homogeneous damage of all the cognitive capabilities. The
expectations of influence of the visual-perceptive deficit on equalization of the achievements
of the two groups of respondents were not confirmed. Taking the lining out, the trials of
operative function of thinking didn’t prove themselves as a reliable differential diagnostic
means, at the level of detection of children with CP that function at the level of mild MR,
among the children with CP, but without MR
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Abstract
The author presents her action research project from which she has developed her perspective on
applying adult learning theories and strategies to articulate counselor education pedagogy. In this
paper, she reviews the literature related to andragogy as the organizing framework,
constructivism as the guiding approach to learning, and active processing as the key to learning.
The results of a pilot study completed during the summer of 2005 support the articulated
counselor education pedagogy and have led the researcher to the next steps in the action research
project.
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Applying Adult Learning Theories and Strategies in Counselor Education:
An Action Research Project
Little has been written directly addressing the application of adult learning theories and
strategies to counselor education pedagogy. A special section of Counselor Education and
Supervision (Sexton, 1998) presented four articles “to stimulate discussion and debate about the
pedagogical foundations of professional counseling” (p. 66). Counselor educators have addressed
the teaching of specific courses and topics in counselor education, such as group counseling
(Conyne & Bemak, 2004), multicultural counseling (Pedersen, 2004), counseling ethics (Hill,
2004), HIV counseling (Britton, Cimini, & Rak, 1999), and counseling supervision (Sommer &
Cox, 2003); and the constructivist principles and pedagogy as applied to counselor education
(Eriksen & McAuliffe, 2001; Griffith & Frieden, 2000; Sexton & Griffin, 1997). Theoretical
foundations presented in these articles and others (e.g., Fong, 1998; Granello, 2000, 2001;
Granello & Hazler, 1998) include constructivist, contextual teaching and learning, Bloom’s
taxonomy, and reflective thinking. What seems to be missing in the presentation of these
teaching strategies and approaches is a coherent presentation of adult learning theories and
strategies as counselor education pedagogy.
Therefore, I have set out on a journey to discover, question, and propose a pedagogical
context for counselor education. My journey is framed as an action research project because I
will take a disciplined inquiry (research) to improve the quality of my teaching (action). Lewin
(1948) defined action research as a three-step process, namely planning, taking actions, and factfinding about the results of the action. The purpose of this paper is to share what I have learned
thus far from this action research project based on my review of the literature and the results of a
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pilot study to test the proposed counselor education pedagogy. Further, I will set out the steps to
continue my journey with the project.
The Action Research Project: Counselor Education Pedagogy
Action research is an applied research method well suited to educational settings where
the researcher’s interests are to solve specific classroom or school problems, improve practice, or
help make a decision (McMillan, 2004). Lewin’s three-step action research process can be
structured through seven phases of inquiry. The seven phases include selecting a focus,
clarifying theories, identifying research questions, collecting data, analyzing data, reporting
results, and taking informed action (Sagor, 2000). In step one of the action research process, I
have completed the phases to identify the focus, clarify the theories, and identify the research
questions.
The focus of the current study is to articulate counselor education pedagogy. The focus
evolved from my personal reflections on and desire in becoming a better counselor educator. I
have engaged in analytic discourse with other professionals to probe and process as fully as
possible my insights and concerns as a counselor educator with the purpose being to identify a
focus for the action research project. A review of the training literature in counselor education
and related fields (e.g., social work, school psychology, clinical psychology) has further
informed me about the focus of the study. To articulate what is counselor education pedagogy, I
have identified my values, beliefs, and related theories that clarify the research focus. I have
selected andragogy (helping adults to learn) as my organizing framework, constructivism as my
guiding approach to learning, and active processing (cognitive psychology) as the key to
learning.

Adult Learning and Counselor Education

5

Based on the identified focus and clarified with the selected theories, the following
research questions have been set to guide the action research project: What is counselor
education pedagogy? What strategies are recommended for counselor education pedagogy? Will
these strategies be effective in training entry-level counselors? In answering these research
questions, the following objectives will be addressed: (a) to articulate counselor education
pedagogy based on adult learning, (b) to identify the teaching strategies that reflect the identified
pedagogy, (c) to evaluate master’s students’ perceptions of the application of these strategies,
and (d) to determine implications for teaching adult learners in counselor education.
In the next section of this paper, I present a summary of the literature that has informed
my selection of andragogy as the organizing framework, a constructivism approach to learning,
and active processing as the key to learning. Following the presentation of my articulated
counselor education pedagogy, the results of a pilot study are presented and the steps that will
continue this action research project are outlined.
Articulating Counselor Education Pedagogy
Educational psychologists (e.g., Ormrod, 1998; Snowman & Biehler, 2000) generally
present learning theory from the perspectives of behavioral, social, cognitive, and
constructivism. Further, emanating from these theories are the approaches to instruction that are
generally grouped as behavioral (direct instruction), cognitive (meaningful and self-directed),
humanistic (student-centered), and social (learning from each other). Stirred into this mix of
theories and approaches are student characteristics, such as theories of development (e.g.,
cognitive, psychosocial, moral), age-level characteristics (e.g., primary, elementary, middle
school, high school), understanding differences and diversity (e.g., intelligence, learning styles,
gender, culture, bilingual), and accommodating variability (e.g., exceptionality, gifted and

Adult Learning and Counselor Education

6

talented). However, these considerations have not been directly transferred to applications with
adult learners in counselor education.
The overlay of adult learning is multifaceted and complex. Knowles (1970) adapted the
word andragogy to mean the “art and science of helping adults learn” (p.38) with an emphasis on
helping adults learn rather than teaching adults. Modern adult learning theory holds five major
assumptions: (a) motivation to learn arises from satisfying needs and interests, (b) orientation to
learning is life-centered, (c) experience is a rich resource for learning, (d) there is a deep need to
be self-directed, and (e) individual differences increase with age (Barker, Sturdivant, & Smith,
1999). How does andragogy apply to counselor education?
Those who pursue graduate degrees in counseling may share a common calling to the
profession; however, as adult learners, there is significant range in learner characteristics. In my
experience, this range has included, but not been limited to, age (20s to 50s), culture (AfricanAmerican, Hispanic, Middle Eastern-American, Slavic), variability (dyslexia, attention deficit,
intelligence), and geography (Michigan, North Carolina, Texas, Virginia). So, my challenge has
been not only to cover the content of counselor education but to address the distinct needs of
adult learners.
To better understand the motivations and strategies of graduate learners in our counselor
education program and to develop appropriate learning strategies to meet these needs, I have
become engaged in an action research project to articulate counselor education pedagogy. In
clarifying the focus of this project, I have reviewed the literature related to andragogy,
constructivism, and active processing as the key components from which to articulate the
pedagogy for counselor education. A pilot study has been completed to test the articulated
counselor education pedagogy.
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Applying Andragogy in Counselor Education.
As adult learners, students in graduate programs tend to be more independent, selfdirected, and motivated by more of an internal drive (Knowles, 1970). Knowles’ framework of
andragogy has helped us to shift the emphasis from teaching adults to helping adults learn. Basic
principles of andragogy include the following: (a) adults need to understand why they need to
know something, (b) adults need to be seen and viewed as capable of self-direction, (c) adults
bring varied (quantity and quality of) experiences to the classroom, (d) adults’ orientation to
learning is life-centered rather than subject-centered, and (e) motivation is both external (e.g.,
better job, promotion, higher salary) and internal ( e.g., increased self-esteem, quality of life, job
satisfaction). This seems to be a good fit in counselor education as most counselors-in-training
refer to “a calling” to the profession, bring work and life experiences to their training, have
endured a multi-faceted admissions process, and the program accreditation standards encompass
curricular and clinical requirements based on future professional competence.
Biggs (1993) has demonstrated that the best learning situation exists when there is
congruence between a learner’s motive (intrinsic, extrinsic) and strategy (e.g., relating new
content to prior knowledge, organizing work, learning by rote). When this congruency exists,
adult learners are more likely to engage in meta-learning, which Biggs defines as an awareness
of one’s motives, task requirements, and a sense of whether one’s strategies will meet the task
requirements. Therefore, the context of learning is related to an approaches-to-learning
perspective rather than the built-in features of the individual that are related to a learning style’s
perspective. In applying meta-learning and andragogy to counselor education, the contemporary
post-modern or constructivist approach may be a good fit.
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Applying Constructivism in Counselor Education
Constructivist counselor education (Lovell & McAuliffe, 1997) or constructivist
instruction (McNamara, Scott, & Bess, 2000) seems particularly relevant in training effective
professional counselors. From this postmodern perspective, classroom practice values the varied
experiences of the learner and encourages reflection on another’s experience in an effort to
discover and appreciate what someone else has created (Schön, 1987). The outcomes of the
constructivist classroom are that learners think more clearly, they determine what is important,
and learners come to depend on themselves (Duckworth, 1986). The role of the teacher is one of
facilitator in promoting and managing the conversations so that multiple perspectives emerge.
Applying a constructivist pedagogical approach in counselor education helps adult
graduate students to be active learners and increases their openness to other perspectives. By
placing learning in a socially constructed context, learners draw on previous personal
experiences, reflect on the experiences of others, deconstruct what may be seen as universal
truths, and embrace the complexity of the human experience. A constructivist view is congruent
with addressing issues of diversity by valuing the richness, multiplicity, and often contradictory
aspects of lived experience (Cosgrove, 2004). The emphasis on active learning and openness to
multiple perspectives will better prepare graduates for their careers as counselors (Nelson &
Neufeldt, 1998).
Applying Active Processing in Counselor Education
Cognitive psychologists present active processing (i.e., interaction between the learner
and new information) as the key to learning; the more conceptually meaningful the thought
processes, the greater likelihood that information will be integrated into long-term memory
(McNamara, Scott, & Bess, 2000). Researchers (e.g., Healy et al., 1995; Healy & Sinclair, 1996)
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have highlighted the importance of active processing, and five guidelines have been proposed to
create opportunities for active processing. First, develop and use reinstatable cognitive
procedures that increase information meaning by helping the learner relate the incoming
information to prior experience (e.g., mnemonics, personal applications, reflective writing).
Second, retrieve and test information numerous times, over time, and in random order to increase
long-term retention (e.g., practicing skills, applying theories to a variety of cases, acting out
scenarios). Third, learn the same information in a variety of ways and settings to improve
understanding and link presentation of material to demonstration of knowledge and skill (e.g.,
material presented to tap into learning styles, mixing teaching styles). Fourth, increase
metacognitive processing to increase comprehension and remediate comprehension difficulties
(e.g., active learning in the classroom, Socratic dialogue, practice time). Fifth, actively use prior
knowledge to engage the learner in “filling in the gaps” and developing a better understanding of
the material (e.g., self-recitation, inference, readings to develop the knowledge base).
The application of active processing and constructivist instruction is when the teacher as a
facilitator to learning joins with the learners to construct an understanding of the information that
extends beyond the classroom (McNamara, Scott, & Bess, 2000). Constructivist instruction values
the learner’s prior knowledge, adds new knowledge, and provides practice from multiple
perspectives and numerous times. By joining the principles of adult learning with constructivist
instruction, counselor educators are provided with a suitable pedagogy for structuring the
professional identity of entry-level professional counselors.
What has emerged from the review of the literature is my articulated counselor education
pedagogy: andragogy as the organizing framework, a constructivism approach to learning, and
active processing as the key to learning. To test the applicability of this pedagogy, I conducted a
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pilot study asking adult learners in a counselor education course to self-rate 12 instructional
strategies that I had identified as examples of a constructivist approach to engage the adult learners
in active processing. In addition to the instructional strategies, I was curious to find out if there could
be a relationship between personality and preferred instructional strategies.
The Pilot Study
A pilot study was completed during the summer of 2005 to evaluate the articulated counselor
education pedagogy based on master’s students’ perceptions of selected training strategies. One
course was selected for the pilot study; the course selected precedes the counseling internship, which
is the capstone experience for the master’s degree. Therefore, the students enrolled in this course
have completed at least 33 semester hours in a 51-hour master’s degree in counseling. There were 12
participants in the pilot study: 11 females and one male; ages ranged from 20s to 50s (20-29 = 6
[50%]; 30-39 = 2 [17%]; 40-49 = 3 [25%]; 50-59 = 1 [8%]); and the ethnic backgrounds represented
White (11 = 92%) and Middle Eastern (1 = 8%). At the conclusion of the course, the students
completed an instructional assessment that consisted of identifying their personality type and
personality code and rating 12 instructional strategies. The rating scale of 1 to 5 (1 = low, 5 = high)
identified the student’s assessment of each instructional strategy
For this sample of adult learners in one counselor education course, the instructional strategy
receiving the highest rating (mean = 4.75) was experiential learning opportunities, such as school
site visits, in-class activities, and student presentations of projects. The next highest ratings included
learning that extends beyond the classroom into real world applications (mean = 4.67), students
learn to think more clearly and to depend on themselves (mean = 4.50), and authentic experiences
(mean = 4.42), such as developing the professional portfolio. The next group of ratings included
teacher as consultant and collaborator in presenting learning experiences (mean = 4.17),
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assignments are opportunities for students to discover and appreciate increasing knowledge and
skills (mean = 4.08), practicing information and skills numerous times in different applications
(mean = 4.00), and teacher as expert providing lectures and specific material for knowledge
acquisition (mean = 3.83). The last group of ratings included knowing there is a “right answer”
(mean = 3.33), developing a better understanding of the material with assigned readings (mean =
3.08), written subjective (e.g., essay) examinations (mean = 2.83), and written objective (e.g.,
true/false, multiple-choice, short answer) examinations (mean = 2.75). A summary of the
instructional assessment results based on the students’ ratings are presented in Table 1.
Self-report of personality type based on the Myers-Briggs Type Indicator (Myers & Myers,
1993) reflect group preferences for extraversion, judging, and sensing; preferences for making
decisions was not clearly delineated between thinking and feeling. Self-report of personality code
based on Holland’s typology (Holland, 1997) indicated that 75% of the students reported Social as
their first letter in the three-letter code; only one student did not indicate Social as at least one of the
letters in the three-letter code. A summary of the personality types and codes are presented in Table
2. Results of the pilot study to explore the possible relationship between personality and learning
strategies are encouraging and point to a possible framework from which to formally investigate this
relationship.
Based on the participants’ self-report on 12 instructional components, there appears to be
support for the proposed counselor education pedagogy: andragogy, constructivism, and active
processing. There was a clear preference for practical application of course material and a distinct
low preference for written examinations. These preferences fit Knowles’ framework of andragogy
that learning be life-centered and that experience is a resource for learning. This group of students
preferred the teacher as consultant and collaborator (i.e., facilitator to learning) rather than the
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teacher as expert, which supports the constructivism approach to learning. The participants in the
pilot study clearly rated experiential learning, real world applications, dependence on self, and
authentic experiences higher than the other eight items on the assessment. Given the range of ages in
the group, it is interesting to note that no outlier was identified, which may indicate that the
participants can be referred to as an adult learner group.
The results of the pilot study cannot be generalized beyond the group of students who
participated in the study. However, it is encouraging to see the support for the articulated counselor
education pedagogy. What was not addressed in the pilot study was whether adult learners used
active processing as the key to learning. This will be included as I move forward in the action
research project.
Next Steps in the Action Research Project
Given the articulated counselor education pedagogy based on adult learning set forth in this
paper, the next steps will be (a) to explore if adult learners use active processing as their key to
learning; (b) to identify specific counselor education teaching and learning strategies; (c) to identify
standardized instruments that can be used to relate active processing, teaching and learning
strategies, and personality; and (d) to publish both reviews of the literature and research findings that
articulate counselor education pedagogy. If we can understand the education in counselor education,
we may find numerable benefits, such as innovative teaching and learning strategies, better
techniques for screening training program applicants as a part of the admissions process, and
methods to determine the effectiveness of our counselor education training.
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Table 1
Mean Scores for Instructional Assessment: Summer 2005
Instructional Component

Mean*

Experiential learning (e.g., site visits, in-class activities, presentations of projects)

4.75

Learning extends beyond the classroom into real world applications

4.67

Students learn to think more clearly and to depend on themselves

4.50

Authentic experiences (e.g., professional portfolio, GRIP)

4.42

Teacher as consultant and collaborator in presenting learning experiences

4.17

Assignments are opportunities for students to discover and appreciate increasing
knowledge and skills

4.08

Practicing information and skills numerous times in different applications

4.00

Teacher as expert providing lectures and specific material for knowledge acquisition

3.83

Knowing there is a “right answer”

3.33

Developing a better understanding of the material with assigned readings

3.08

Written subjective examinations (e.g., essay)

2.83

Written objective examinations (e.g., true/false, multiple choice, short answer)

2.75

Rating Scale: 1 = low to 5 = high
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Table 2
Personality Type and Code
Subject

Personality Type
Myers-Briggs Type Indicator

#

E

01

E

S

02

E

S

03

E

N

F

04

E

N

F

J

SAI

N

F

J

SRC

J

SEA

05

I

S

I

N

T
T

E

S

T

07

E

S

T

08

E

S

T

09

E

S
I

P

J

I

A

S

P

RIA
RAS

J

S

J

SI

E

S

F

J

SAC

12

E

S

F

J

SEC

2

9

3

5

7

10

C

SAE

11

Count 10

E

SER

J

T

R
RSA

P

F

S

J
J

F

06

10

F

Personality Type
Myers-Briggs Type Indicator

2

3

9

*self-report of personality code is listed by first letter given by the student
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Abstract:
The principles of Chinese military strategist Sun Tzu, outlined in the Appendix of Donald
G. Krause’s 1995 interpretive treatise The Art of War for Executives, can provide an effective
way to teach business students about public relations and its role in organizational management.
Krause’s book is an adaptation of Sun Tzu’s classic The Art of War, based on the central premise
that battles are won by those organizations or individuals who have the greatest competitive
advantage and who make the fewest mistakes. Although Sun Tzu’s strategies date back 2,500
years, they provide useful present-day commentary and guidance on such timeless business
topics as leadership, strategy, organization, and cooperation, and how these articulate with
foundation topics in public relations. Krause concludes his interpretation with an Appendix that
outlines Sun Tzu’s principles in 10 summary statements. These offer an effective way to
illustrate major public relations concepts such as the counseling role that public relations
practitioners perform when interacting with management. While public relations focuses on an
organization’s desire to achieve positive image and goodwill among constituents, these ideals
result from setting goals and reaching objectives based on the successful implementation of
strategies and tactics—commonly used public relations terms with obvious military and business
applications. Sun Tzu’s teachings demonstrate that ancient Chinese wisdom can be useful in
educating business students about the value of effective public relations practices and reputation
management in modern organizations.
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Adapting Ancient Chinese Wisdom to Teach Modern
Public Relations Concepts to Business Students
Dr. Morris Brown Jr.
California State University, Chico
For hundreds of years, military and business leaders have studied and applied the
principles of Sun Tzu to successfully engage and overcome their respective opponents. Sun Tzu,
who lived in Northeastern China during the time of the philosopher Confucius, was considered
an expert in military strategy because of his numerous battlefield victories during the so-called
Warring States period of ancient China, which lasted from the fifth to the third century B.C.E.
(Cleary, 1988; Krause, 1995). During this period, more than 300 wars were fought between the
separate states of China and against the ruling Chou Dynasty (Wing, 1988).
A compilation of Sun Tzu’s thoughts on waging and winning war became the premise for
his classic The Art of War, considered to be the first of the “martial classics” (Griffith, 1971).
Sun Tzu’s central premise is that battles and competitions are won by those organizations or
individuals who have the greatest competitive advantage and who make the fewest mistakes.
According to Sun Tzu, the ideal general brings this about by first developing his own character
over time and by creating critical strategic advantages over his enemies.
Although Sun Tzu lived 2,500 years ago, his principles continue to provide useful
commentary and guidance on such timeless topics as leadership, strategy, organization,
competition, and cooperation. Because these topics are closely connected to organizational
success or failure, Sun Tzu’s principles can help business students to understand public relations
concepts and their role in modern organizations. While public relations, in a general sense,
focuses on an organization’s desire to achieve positive image and goodwill among its various
constituents, these ideals result from setting goals and reaching objectives based on the
successful implementation of strategies and tactics—commonly used public relations
terminology with obvious military and business applications.
Several books (Griffith, 1971; Cleary, 1988; Wing, 1988; Cleary, 1989; Krause, 1995;
McNeilly, 1996; Li, 2000; McNeilly, 2001; and Tarver, 2002) have been written based on
concepts adapted from The Art of War. Among the more popular publications dedicated to this
topic are Samuel B. Griffith’s 1971 translation and commentary on Sun Tzu, Thomas Cleary’s
1988 translation of Sun Tzu’s principles and Cleary’s 1989 translation of the Zhuge Liang and
Liu Ji commentaries on Sun Tzu, R. L. Wing’s The Art of Strategy (1988) which he calls a “new
translation” of Sun Tzu’s concepts, and Donald G. Krause’s 1995 interpretive treatise entitled
The Art of War for Executives.
Krause’s (1995) version, which provides the inspiration for this teaching paper, includes
brief passages from a literal translation of the original text blended with Krause’s contemporary
interpretation adapted for business settings. Krause approaches Sun Tzu’s strategies from the
perspective that modern organizations fight to win the battles which occur within the minds of
those who comprise the constituents of those organizations.
Today’s battles are information battles because information determines both perception
and opinion. Those who use information weapons effectively, both to attack and to
defend, will win. Those who do not will lose. Sun Tzu’s ancient wisdom for fighting
traditional battles applies equally well to fighting information battles. (p. 7)
Krause identifies organizational constituents as customers, employees, stockholders, politicians,
news reporters, or suppliers—those groups the public relations practitioner would typically refer
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to as “publics.” Krause (1995) further writes, “Organizations and individuals win and lose on this
battlefield based on how effectively they manipulate the perceptions and opinions of
constituents” (p. 7). Although boardrooms, rather than battlefields, have become the setting for
managing today’s corporate conflicts, the fight to gain constituent attention and allegiance is no
less intense than was the armed combat of Sun Tzu’s day.
While some may question the metaphor of business as warfare, in reality, an
organization’s main goal is survival and survival is often based on conflict. Therefore, regardless
of the industry, viewing business in terms of effective strategies for winning battles can affect an
organization’s ability to survive in a highly competitive marketplace.
One of the best weapons at management’s disposal is an effective public relations
program. Business students, who themselves will one day become organizational leaders, should
develop positive perceptions regarding public relations and how this function can be a useful
strategic and tactical tool.
Preview of Ten Principles
Krause (1995) concludes his interpretation of Sun Tzu’s classic with an Appendix that
outlines Sun Tzu’s principles in 10 summary statements. These 10 principles, Krause believes,
form the foundation for competitive success. They are: (1) Learning to Fight; (2) Show the Way;
(3) Do It Right; (4) Know the Facts; (5) Expect the Worst; (6) Seize the Day; (7) Burn the
Bridges; (8) Do It Better; (9) Pull It Together; and (10) Keep Them Guessing.
Because of their directness and clarity, these 10 principles provide an effective way to
teach business students about the use of public relations strategies in the organization:
a. Positioning the Organization with Its Publics:
When applied to public relations instruction, Sun Tzu’s principles can illustrate to
business students how effective public relations can successfully position the organization in the
minds of its various publics—including its competition—by helping to create the desired public
image. A positive image that results from effectively positioning the organization also can help
to reinforce public perceptions that the organization has effective, progressive leadership.
b. Illustrating Key Public Relations Concepts:
Sun Tzu’s principles can be used to illustrate foundation concepts such as (i) the
boundary management role of public relations practitioners as liaisons between the organization
and its publics; (ii) the situation analysis and how it is used to identify potential problems and
construct effective strategies to manage these problems; (iii) the need for applied and theoretical
research in decision making; (iv) issues management and crisis planning to forecast potential
challenges and develop appropriate organizational responses; (v) communication with special
publics such as investors, customers, the media, and employees; (vi) opportunities for publicity,
and the effective use of information and technology, including an efficient Internet presence.
c. Understanding the Organizational Environment:
Another useful concept proposed by Sun Tzu that can be applied to public relations
instruction is the idea of the “natural organization.” Sun Tzu said natural organizations have
three characteristics. First, they exist to serve a defined purpose. Second, they are informationcentered. And, third, natural organizations are completely flexible and totally adaptable. Natural
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organizations also can be referred to as “open systems” (Burke, 1982) because of their
dependency on the social, economic, and political environment in which they reside and operate.
Burke (1982) contends that any human organization is an open system, and, as such, is
dependent on the environment in which it resides. As organizational leaders consider the impact
of these three vital environmental elements, they must identify the needs of their various publics;
evaluate the products and services designed to help meet the needs of the publics; and interpret
probable future growth, decline, or change of those needs (Culbertson & Jeffers, 1992). Effective
public relations can construct appropriate key messages necessary to respond to issues that may
arise regarding these three environmental elements.
d. Dealing with Change:
Sun Tzu’s principles can help business students to understand how the challenge of
change can impact organizations and the role public relations can play in helping organizations
and their constituents to prepare for and adapt to change. According to Krause (1995), a primary
facet of “oriental philosophy” is the idea that the universe is constantly changing. “To survive,
human beings need to be flexible and adaptable in response to these changes. Natural
organizations are completely flexible and adaptable” (p.6). This concept is especially applicable
to public relations instruction because operating in opens systems guarantees that organizations
will need to address issues that generate change. “How we educate students to the practice will
determine how they serve the profession. That premise is vital to the understanding of responses
to the dynamics of change” (Heath, 2001, p.187).
e. The Expanding Role of Public Relations:
Studying the strategies and teachings of Sun Tzu can help business students to understand
the expanding role of the public relations function into that of relationship management and
organizational positioning. This is further supported by Turk (1989) and by Cropp and Pincus
(2001), who propose that public relations education include more business training. Cropp and
Pincus (2001) feel that public relations professionals need to be “integrally involved in managing
stakeholder relationship and in strategically positioning their organizations’ reputations with
those stakeholder groups” (p. 201). They further write that while public relations practitioners
need such tactical skills as writing, graphics, and media relations, they should also have a
“business” set of competencies and frame of reference that is not historically typical of all
professionals (p. 201).
In essence, they will need to think, make decisions, and communicate as savvy and
believable members of their organizations’ management teams. Tomorrow’s
practitioners—and scholars, for that matter—must be able to understand not only public
relations and communication strategies and tactics but also economic and organizational
change strategies. (p. 201)
Because of this expanding role, many public relations students at the undergraduate level are
being encouraged to take a second major or at least a minor in one of the business disciplines as
a way to broaden their understanding of business issues and their general knowledge of how
organizations operate.
Conversely, business students training for positions of leadership should be encouraged
to increase their knowledge regarding the role of public relations and its strategic benefit in
business. “It’s the enlightened CEO who looks for PR execs who have really good business
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judgment and are creative, but applied to business realities and integrity and not slogans”
(“Tough Calls,” 2004, para. 8).
f. The Management Function of Public Relations
Despite the somewhat nebulous understanding that many people have regarding public
relations and its role in organizations, the industry has taken the position that public relations is,
in fact, a “management function.” The publication Public Relations News defines public relations
as “the management function that evaluates public attitudes, identifies the policies and
procedures of an individual or an organization with the public interest, and plans and executes a
program of action to earn public understanding and acceptance.” While public relations is
typically associated with such duties as media relations or company publications, practitioners
impact all levels of the organization. Seitel (2004) suggests that public relations tasks can be
divided into four broad categories:
•Advice provided to management on organizational decisions and policies, to ensure that
they are consistent with the public interest.
•Communication services including the outward communication of information to
various external publics and the inward communication of corporate philosophy, policies, and
programs to employees.
• Research and analysis of public issues that identify, evaluate, and communicate to
management the external information that may be most relevant to organizational policies and
programs.
•Public relations action programs designed to generate goodwill through comprehensive
programs focused on a particular issue or audience.
These four broad categories allow public relations practitioners to act in the role of
“management interpreter” by disseminating the organization’s vision and that of “public
interpreter” by finding out what the public, in turn, really thinks about the organization (Seitel,
2004). And certainly, public relations activities can affirm the organization’s commitment to
ethical business practices that coincide with the Public Relations Society of America (PRSA)
Code of Ethics, official corporate codes of conduct, and corporate social responsibility efforts
which demonstrate that in the community, the organization is considered a good corporate
neighbor.
Another important issue emerges here. As business students use Sun Tzu’s principles to
better understand the role of public relations in organizations, they also can gain insights
necessary for their own character development as future leaders.
Learning to Fight
According to Sun Tzu, competition in life and in organizations is inevitable and often
occurs when individuals or organizations have something important to gain or are in danger
(Krause, 1995). While Sun Tzu based his strategies on actual military conflicts between the
warring states of his era, today’s battles take place in corporate boardrooms where organizations
fight for market share and positive image.
From a public relations perspective, the organization is concerned about three aspects of
image: creation, enhancement, and protection. Image creation results from building positive
awareness about the organization. Image enhancement occurs when opportunities to strengthen
already established goodwill present themselves. Image protection is necessary when the
organization must fight to save its good name in times of crisis.
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Thus, learning to fight for the organization by adapting Sun Tzu’s principles allows the
public relations staff to help the organization to position itself to establish and maintain what
Metzler (2001) refers to as “organizational legitimacy” (p. 321). Simply stated, organizational
legitimacy is an organization’s right to exist and conduct operations (Metzler, 2001).
Sun Tzu warns that in competitive situations, participants should not allow emotions to
govern actions because emotion clouds reason and destroys objectivity—both of which are
necessary for competitive success (Krause, 1995). Public relations practitioners utilize their
expertise to help the organization to engage in effective warfare by utilizing a process that avoids
emotional reactions, and, instead incorporates methods of inquiry. Through research and
analysis, the public relations practitioner determines what position the organization currently
occupies in the minds of its various publics and then constructs appropriate responses based on
key messages and themes to bring about the desired behavioral change in those publics. Public
relations programs also utilize some structured evaluation to measure campaign effectiveness.
Because managers insist on “results,” the best public relations can be measured in terms
of achieving results in building the key relationships on which the organization depends (Seitel,
2004). “Top managers are forced to think strategically about reaching their goals. So, too, should
public relations professionals think in terms of the strategic process element of their own roles”
(p. 75).
Show the Way
In Sun Tzu’s opinion, leadership alone determines success (Krause, 1995). According to
Nanus (1992), vision is the key to leadership and the right vision attracts commitment and
energizes people. While the leader may ultimately be responsible for the success or failure of the
organization, effective public relations practices can be instrumental in helping those in
leadership positions to reach external and internal constituents at all levels of the organization.
For public relations to be an effective instrument in any situation, management must have
a clear conception of the breadth of its role—such as in counseling, research and
planning—beyond communication, and the PR practitioner must be prepared to assume
any aspect of that role. (Newsom, Turk, and Kruckeberg, 2000, p. 22)
It is evident that the public relations function should be viewed as part of the management
process (Seitel, 2004).
Researchers (Grunig, Grunig, & Ehling, 1992 and Fearn-Banks, 1996) have long
contended that the public relations head is an important part of top management and, as such, the
public relations department should be privy to and part of all major decision making regarding
the organization. This is especially important regarding issues that might become crises for the
organization.
Dozier and Broom (1995), in their discussion of the evolution of the manager role in
public relations practice, contend:
As a management function, public relations must participate in the governance of
organizations. Participation can take the form of a communication liaison role; the
practitioner creates opportunities for management and key publics to communicate with
each other. Participation can involve a role of facilitating processes whereby the
dominant coalition (including public relations management) makes decisions about
public relations issues. Participation also can take the form of expert prescription; the
practitioner makes policy decisions about the organization’s public relations programs
and is held accountable for their success or failure. (p. 5)
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Through their counseling role, coupled with their expertise in written and oral communication,
public relations practitioners can effectively direct the informative or persuasive messages or
instruct company executives on the best approach to communicate management’s point of view.
Despite an increased focus on the importance of corporate reputation in light of recent
financial scandals, mismanagement, and ethics violations involving several major corporations,
Resnick (2004) found that most executive managers still fail to take the necessary steps to
protect their company from damaged reputation. And the findings of a recent PRSA study to
identify currently available coursework in reputation management in the curricula at leading U.S.
MBA programs indicated that MBA students are receiving little, if any, preparation on how to
manage corporate reputation issues (Bess, 2005). According to the study, only seven of 19 top
MBA programs offered coursework in corporate communications and public relations.
In addition to reputation management, effectively trained public relations practitioners
can help their leaders to recognize and hopefully avoid the five character flaws that Sun Tzu said
could lead to organizational failure. Among these flaws are recklessness, timidity, emotionalism,
egoism, and overconcern for popularity (Krause, 1995)—deadly “sins” that, if not properly
addressed, could result in undue public scrutiny and image problems for the organization.
Do it Right
Sun Tzu counsels that all competitive advantage is based on effective execution, which
results from proper planning (Krause, 1995). That competitive advantage arises from creating
favorable opportunities and then acting on these opportunities at the appropriate time (Krause,
1995). This principle illustrates the “proactive” (rather than the “reactive”) mentality that public
relations practitioners should have when considering ways to favorably position their
organization. It also articulates well with the research-planning-communication-evaluation
process commonly used in constructing, executing, and evaluating public relations campaigns.
This principle also illustrates how public relations practitioners can contribute to the
effective execution of organizational plans by functioning in the role of boundary managers
(Seitel, 2004), meaning that “they function at the edge of an organization as a liaison between the
organization and its external and internal publics” (p. 87). As stated earlier, this role allows the
public relations practitioner to be both management interpreter and public interpreter (Seitel,
2004). This is particularly important in light of the social, economic, or political environments
that impact the “open system” in which organizations operate.
Know the Facts
Information, or the lack of it, determines the probability of success, says Sun Tzu
(Krause, 1995). If sufficient reliable information is available, he added, victory is certain. He
also taught that there are two aspects to information management: gathering information and
giving it out. His views on information management, while founded on the idea of intelligence
operations, do illustrate to business students the need for positive interaction with such special
publics as employees, investors, customers, or the news media, and the need to create effective
organizational policies outlining the relationships with these publics.
Sun Tzu also believed that even before considering a confrontation, it is essential to
calculate a complete analysis of the situation (Wing, 1988). This principle is an effective way to
teach the value and use of the situation analysis used to determine whether the need exists to
launch a public relations campaign (Matera & Artigue, 2000), as well as the need for useful
research.

Adapting Ancient Chinese Wisdom 8
Matera and Artigue (2000) define the situation analysis as “a program for researching the
atmosphere in which an organization exists so as to identify issues, trends, problems, or
opportunities that affect the organization” (p. 131). Common questions relating to the
organization that public relations practitioners might need to answer in connection with a
situation analysis are: Where are we now? Where do we want to be? What holds us back? What
is in our favor? These questions can be used to guide the necessary research to garner facts.
“Without research, those who administer public relations, public affairs, promotional, and related
communications programs and activities for their organizations would be operating in the dark,
without any guidance or clear sense of direction” (Lindenmann, 2003, p. 1).
Sun Tzu also warns against relying on what might be called “folk wisdom” when making
decisions, since this approach is often based on unproven assumptions (Krause, 1995). He
admonishes the use of “agents and informants” to gather and transmit firsthand information—
what modern public relations practitioners would call applied primary research to investigate
organizational problems (Seitel, 2004).
Because reliable facts precede successful actions (Krause, 1995), Sun Tzu’s principle
regarding intelligence gathering illustrates the need for systematic collection and interpretation
of information based on such research applications as the “research continuum” (Poindexter &
McCombs, 2000) which encourages rejection of low credibility, informal, unscientific research,
and stresses high credibility, structured, scientific research. This principle teaches students about
the importance of effective research techniques and their value in organizational decision
making.
Expect the Worst
Sun Tzu warns that because one’s competition will always try to win the battle, adequate
preparation is always necessary (Krause, 1995). He encourages wise leaders to expect and
prepare for the worst in order to succeed—a basic premise of crisis management. Like Sun Tzu,
Udwadia and Mitroff (1991) propose that organizations adopt an anticipatory model of crisis
management as a way to be crisis prepared. Sun Tzu’s teachings also illustrate the concept of
issues management, a five-step process that includes identifying and analyzing issues with which
the organization must be concerned, considering the various strategic options available to the
organization, implementing an action program to communicate the organization’s views, and
evaluating the outcome in terms of reaching organizational goals (Seitel, 2004).
Public relations practitioners can assist management through effective issues
management strategies that include “scanning the horizon” for situations that have the potential
to impact the organization in a positive or negative way. Managing these potential issues
properly can allow management to take advantage of opportunities that can benefit the
organization and avoid problems that could threaten it. If students are not clear on the importance
of crisis planning and management, neither they, nor their organization, may have much of a
future when the proverbial winds of adversity begin to blow.
Like Sun Tzu, Nanus (1992) suggests that effective leadership can reduce the possibility
of unpleasant surprises. “There are three sources of surprises: something you expect to happen
doesn’t, something you don’t expect to happen does, and something you never even thought
about happens, with unfortunate consequences for your vision” (p. 169). Being prepared can
alleviate some of these “surprises.”
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Seize the Day
According to Sun Tzu, speed and innovation are the keys to staying ahead of the
competition (Krause, 1995). Although the weapons of war and conflict are different than in Sun
Tzu’s day, the struggle for what Wing (1988) refers to as “ideological supremacy and the control
of resources” continues to exist. This Sun Tzu principle helps to teach the effective use of
technology in public relations practices, the most significant of which has been the increased use
of databases for collecting and storing information about prospects, clients, audiences, media,
competitors, and industries (Lordan, 2001). It also illustrates how innovative and creative
opportunities for publicity can be utilized to create awareness and generate positive impressions
about the organization.
Burn the Bridges
When people are unified in their purpose, no obstacle can stand in their way, says Sun
Tzu (Krause, 1995). He added that when people face failure if they do not work together, they
will be unified in their purpose and will maintain their commitment to a set of goals and
objectives. Du Mu, a Chinese poet of the late Tang dynasty and one of the commentators cited in
Cleary’s (1988) translation, supports Sun Tzu’s position and contends, “When superior and
subordinate are in harmony, equally brave in battle, that makes for strength” (Cleary, 1988, p.
47).
While some might question the social wisdom of “burning” one’s bridges, this action can
have great strategic consequence in organizations because it creates a mindset in leaders,
employees, and constituents alike, that the organization can only move forward or it may not
survive its current state. This principle is especially important, for example, when a company is
facing a major event such as a corporate re-organization because of a merger or acquisition or a
financial crisis because of a decline in the economy. It also illustrates the importance of effective
employee communication during these situations, which can lead to positive team building and
can help the organization to overcome its current obstacle.
Do It Better
Sun Tzu said that in war there are only two types of tactics: expected and unexpected
(Krause, 1995). Effective commanders combine expected and unexpected tactics according to
the requirements of the situation. Here, he again stresses the importance of innovation because
he believed it gives the user a tactical advantage. “Those executives who are skillful at
encouraging and implementing innovative ideas have infinite resources in a competitive
situation” (Krause, 1995, p. 114). Through the boundary management role, public relations
practitioners can share leadership’s vision regarding implementation of innovations with the
organization and provide useful feedback.
Another valuable concept that business students can learn from this principle is the
importance of good customer relations and what management can do through effective integrated
marketing communication to foster ongoing goodwill with this vital public. Utilizing innovation
can help to create an organization that will maintain a competitive advantage in the marketplace
and a positive perception in the minds of constituents. As Seitel (2004) states, making customers
and building sales is the primary consumer relations objective. “A satisfied customer may
return; an unhappy customer may not” (p. 346).

Adapting Ancient Chinese Wisdom 10
Pull Together
In Sun Tzu’s opinion, training, organization, and communication are the foundation of
success. He said if leaders organize and train their constituents clearly, these leaders would be
able to control the actions of their constituents in competition. Proper training is an essential
element in getting people to pull together (Krause, 1995). This training, which effective public
relations can help to promote, can take the form of actual employee training programs to enhance
job performance or the dissemination of key messages to “educate” other organizational publics
regarding its activities.
Equally important is the need for effective communication between organizational
leaders and employees. Kazoleas & Wright (1998) state that corporate communication has a
large impact on organizational performance, culture, and well being. Furthermore, they propose
that frustration, fear, uncertainty, dissatisfaction, and a sense of hopelessness often coexist in
organizations with poor communication systems. This poor communication can affect employee
performance, which can result in reduced productivity.
Research by Farmer, Slater, & Wright (1998) suggests that public relations practitioners
may best spend their time helping their organization’s leader craft messages about the
institutional vision. This, they contend, presents an excellent opportunity for public relations
practitioners to assume their rightful place as counselors to top management during periods of
organizational change. Buckingham (2005) stresses that it is the leader’s job to make people in
the organization feel more confident about its future. And it is the public relations practitioner’s
job to effectively manage that important boundary between these leaders and their publics so that
organizational harmony exists.
Sun Tzu’s principles regarding effective communication skills can teach how public
relations practitioners can assist their leaders in reaching people at all levels of the organization.
“For any organization to communicate effectively, senior leadership must set the tone by being
visible, accessible and open. Top leaders should be walking examples of clear, candid
communication” (Schumann, 2004, p. 32).
Keep Them Guessing
To get control, seize something your competitor wants or needs, Sun Tzu said. “What
does it matter if a competitor has greater resources? If I control the situation, he cannot use
them” (Krause, 1995, p. 116). The ideal strategy is to make a competitor’s products or services
obsolete through innovation (Krause, 1995). “The skillful executive conquers with knowledge
and imagination. He creates better products; he uncovers unmet needs; he provides greater
satisfaction” (p.27). Developing effective public relations strategies and implementing creative
tactics—rather than predictable ones that fail to make the organization stand out from its
competition or that can be easily countered by its competition—can play a valuable role in
helping the organization to meet its objectives and reach its long-term goals.
The skillful leader also knows the importance of flexibility, which Sun Tzu stresses
throughout his writings. “Only a general who is flexible and knows how to adapt his strategy to
changing circumstances can command victorious troops” (Krause, 1995, p. 60). Flexibility, an
important characteristic of natural organizations, should be a factor when considering public
relations activities that could be affected by changing attitudes in the organization’s social,
political, or economic environment. Viewing flexibility as an element for consideration during
public relations planning can discourage complacency that could lull organizational leaders into
a false sense of security. This, in turn, could put the organization at a disadvantage by making it
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vulnerable to its competition, which could then subject it to potentially negative scrutiny from its
various internal and external publics.
In Conclusion: the Old Meets the New
Can ancient Chinese wisdom be useful in educating a new generation of business leaders
about the role of public relations in organizations? Krause’s interpretation of Sun Tzu’s
strategies does this because it is an excellent example of how centuries-old teachings can have
modern-day relevancy. “[Sun Tzu’s] ‘natural organization’ exists to serve a defined purpose; it is
information-centered; and it is flexible. These characteristics appear among those commonly
associated with the most successful organizations existing now” (Krause, 1995, p. 6). Utilizing
Sun Tzu’s principles outlined in The Art of War for Executives can enhance business student
comprehension of the public relations function in the following ways:
•Applying Sun Tzu’s principles encourages business students and organizational leaders
to view and use public relations as a legitimate “management function” and a necessary element
in helping the organization to maintain legitimacy (Metzler, 2001) while working toward its
various goals.
•Sun Tzu’s principles can prompt skeptics of the profession to develop a greater respect
for the public relations function and its overall value to organizations by understanding that what
public relations practitioners do is, in fact, “intelligent, considered, subtle and effective”
(Robinson, 2004, p. B15).
•These principles can encourage business students to see the contributions of public
relations from a broader organizational perspective rather than limiting their view of this
function to such duties as press release writing or special events planning.
•These principles affirm the position taken by academics and professionals alike that
public relations instruction should include a more management-oriented framework for educating
practitioners and that business instruction should include a greater focus on strategies such as
reputation management (Turk, 1989; Cropp & Pincus, 2001; Ressnick, 2004; and Bess, 2005).
•Sun Tzu’s use of the “natural organization” as a reference point helps to illustrate the
importance of the public relations function in typical open-system organizations—whose
operations can be impacted by the social, economic, or political environments in which they
exist—and the ever-present challenge of change that all organizations face.
•These principles can show the importance of and encourage the use of team building
among employees, which can lead to greater cohesiveness, productivity, improved customer
service, and greater profitability.
•Sun Tzu’s principles encourage the need for organizations to gain and maintain a
competitive edge while encouraging their leaders to remain ethical through positive character
development.
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•Sun Tzu’s principles are relevant in today’s competitive business environment because
they illustrate the reality that doing business is, in fact, a form of warfare that requires effective
strategies if organizations hope not only to survive, but to flourish.
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Research of the past twenty years concerning literacy and minority students
examines how the problems they have trying to navigate the higher education process
stymie their progress. Some African American students do not have a command of
“Standard English” which affects how they perceive literacy. This paper examines the
affects of outside influences on these perceptions.
Various methodologies define literacy as it applies to students. In this study, the
researcher used the Ethnographic Conversation as the research design. This model
provided the greatest opportunity to elicit cultural and ethnic centered views of the
respondents. This method allowed for the gathering of a large and varied knowledge base
in the students’ own voice. These conversations allowed the researcher to become a part
of the group being investigated providing entrée into the text that is background to the
text that was exchanged between the researcher and the subjects.

Eight African American students, either currently enrolled in or recent students of
the Second Year Written Composition course (at the time of the research) at a large urban
university comprised the respondents. They were evenly divided between current and
former students and between female and male participants.
The issues raised indicated that the students felt their educational potential was
not realized by their grade school preparations. Most do not believe that they were
properly prepared for the collegiate experience they are currently pursuing. Culturally
relevant experiences that also provide a comfort level are needed for successful students;
teachers were the overriding factor of successful students.
Students have a large amount of information at their disposal and must be allowed
to share their understandings with the decision makers. Students see their parents’ active
participation in their educational experiences as paramount to a quality education.
Parents, students, advocates, and activists for quality education, and the providers of the
educational experiences must all be at the same table simultaneously when decisions
about educational experiences are made.
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Abstract
In our work with pre-service teachers of English to Speakers of Other
Languages (ESOL), we have argued for the centrality of learning about cognitive,
affective, and behavioral dimensions of culture. We have thoughtfully designed a
course to introduce pre-service teachers to these dimensions. We have been
successful in helping them develop a cognitive framework for intercultural
learning; however, we have been only marginally successful in helping these preservice teachers integrate this knowledge within the core concept of being a
professional language educator. We continue to create activities within the course
to promote the development of affective and behavioral dimensions of
intercultural learning. This paper reports on our efforts to assess these curricular
changes, and changes in pre-service teacher professional self-concept as a result.
Measures incorporated in the assessment include the Intercultural Development
Inventory, the Cross-Cultural Adaptability Inventory, a card sort, a hierarchical
cluster analysis and multi-step graphic scaling.
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Abstract:
This investigation described the perceptions of involved adults concerning
the sexuality of individuals with intellectual disabilities. Participants
completed a Q sort with a concourse of thirty-six items. Analysis
produced four different belief systems: Normalization Advocates,
Supporters of Abstinence, Responsibility and Control Proponents, and
Humanistic Stalwarts. These belief systems describe the respondents'
views on sex education, birth control methods, and sexual participation
concerning individuals with intellectual disabilities. The representative
respondents of the Normalization Advocates can be described as strong
supporters of human rights for the individual with intellectual disabilities.
The typical respondent for the Supporters of Abstinence can be described
as an ardent supporter of sex education for the individual with intellectual
disabilities. The Responsibility and Control Proponents were similar to
the Supporters of Abstinence by showing strong favoritism toward
educating individuals with intellectual disabilities concerning
sex.
However, in contrast the Responsibility and Control Proponents also
supported extensive birth control measures. Finally, the Humanistic
Stalwarts can be described as being the strongest supporters of human
rights for the individual with intellectual disabilities.
Since the passage of PL 142-92 in 1975, the rights of individuals with disabilities have been an
important topic of discussion. With the recent advent of inclusion, normalization and
deinstitutionalization, many public schools have tried to prepare individuals with intellectual
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disabilities for the transition into the mainstream of our communities. These individuals have the
same rights as individuals without disabilities. They have the right to work, to make friends, and
to be an integral part of the community (Yale, Rogers, & Rogers 1998). They also have the right
to make decisions regarding their sexual behavior. While the attitudes toward sexuality of
individuals with mental retardation has become more positive (Whitehouse & McCabe, 1997),
society is still reluctant to address issues regarding the sexuality of individuals with mental
retardation (Howard-Barr, Rienzo, Pigg, & James, 2005; Scotti, Slack, Bowman & Morris,
1996). Fears and misconceptions have caused society, institutions, the courts, and other
professionals to discriminate against this population (Lumley &.Scotti, 2001; Yale, Rogers, &
Rogers 1998), Spiecker and Steutel (2002) argue that sexual interaction between individuals who
have mental retardation is only morally permissible under paternalistic adult supervision, but any
human being has the freedom of choice because he or she has the right of self-advocacy. This is
a human right that the state or other persons cannot give (Monat-Haller, 1986). This right cannot
be arbitrarily taken away without due process. For most of us, laws and social norms have
guaranteed this right, but it is often denied for the individual with intellectual disabilities.
Raising a child with mental retardation is often a consuming, exasperating experience.
Understanding that this young individual will be limited in his learning abilities would be a
difficult task for any parent to face. Then to embrace the fact that this child will personally
develop, in many areas, in the same manner as his non-disabled peers may be impossible for
some parents to fathom. In particular, to accept that this child will develop in his own sexuality
may be implausible for most parents and society. Many parents are unprepared to deal with the
sexual issues of a child who has mental retardation (Howard-Barr, Rienzo, Pigg, & James,
2005). Monat-Haller (1982) emphasizes society's reaction by stating, "The expression of
sexuality is inhibited, restricted, and defined by societal rules that do not readily recognize the
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mentally retarded population as having positive, responsible sexual development" (p. 18). The
eventual outcome is that this child with intellectual disabilities finds himself in the precarious
situation where no one is willing to address his developing sexuality.
This discussion about sex education naturally leads to examining the right of sexual
expression for individuals with mental retardation . Parents and teachers are responsible for
providing the training and education individuals need regarding sexual expression, yet, they do
not feel prepared, and when sexual issues are discussed, it is usually presented from a biological
context and not a social perspective (Ballan, 2001; Howard-Barr, Rienzo, Pigg, & James, 2005;
Lumley &.Scotti, 2001). Parents often feel that they do not have adequate knowledge in
providing their child with information regarding sexuality, and are ambivalent regarding the
sexuality of their children (Ballan, 2001). The attitudes and responses of caretakers play an
important role in the sexual adjustment of individuals with mental retardation and determining
the type of sex education provided to these individuals (Szollos & McCabe, 1995). The rights of
sexual expression for individuals with intellectual disabilities will be affected by the attitudes
and beliefs of caregivers and parents.
The discussion of sexual expression is a natural outgrowth of dating, companionship, and
love, and extends to birth control and reproduction. Researchers have indicated that the
exploration and control of sexual impulses of exceptional individuals are not significantly
different than those individuals who do not have disabilities (Ballan, 2001; Gordon ,1971). In
addition, Smigielski and Steinmann (1981) infer that the individual with mental disabilities is
subject to the same sexual stimuli as the rest of the population. Like all others, they are expected
to respond appropriately to these natural impulses.
The individual with developmental disabilities is often dependent throughout life upon
those who provide his care and training. Since the individual with developmental disabilities
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will evidently experience sexual desires and some type of sexual activity, it is imperative that
this issue be addressed. The problem is not that sexual activity is missing from the lives of
individuals with intellectual disabilities; it is adequate sex education that is evidently missing
(Ballan, 2001; Delp, 1971). Clearly, parents and teachers who are charged with the care and
nurturing of these individuals must be ready to provide them with the necessary knowledge to
cope with instinctive needs. Often, however, many people feel uncomfortable discussing sex
with individuals who have intellectual disabilities. Individuals with intellectual disabilities are
often conceived as being asexual or oversexed and lacking control (Ballan, 2001; Szollos &
McCabe, 1995). Often individuals with mental retardation are not seen as having adult status
(Spiecker & Steutel, 2002). Consequently, parents do not recognize the need for their children to
receive sex education or training. Many parents fear that their child may not be able to control
their sexual impulses appropriately. As a result, parents suppress their children’s sexuality, and
fail to prepare them to cope with sexual situations (Ballan, 2001). In addition, teachers of
individuals with developmental disabilities have also been reluctant to become involved in sex
education due to moral beliefs, attitudes, lack of confidence in their abilities to provide adequate
sex education and the availability of sex education materials (Howard-Barr, Rienzo, Pigg, &
James, 2005; Murray & Minnes, 1994; Smigielski & Steinmann, 1981).
However, individuals with intellectual disabilities are entitled to develop their ability and
potential through sex education (Duh, 1999). In support of the positive effects of sex education
for individuals with intellectual disabilities, several studies have indicated sex education and
discussions of sexuality successfully increase the knowledge of the individual with intellectual
disabilities regarding sexual activity, contraception, reproduction, and personal hygiene (Ballan,
2001; Abramson, Parker, & Weisberg, 1988). Furthermore, the possibility that sex education
effectively reduces the inappropriate sexual behavior of the individual with intellectual
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disabilities has been shown in many well-constructed studies (Demetral, 1981; Green, 1983;
Hamer-Nietupski & Ford, 1981; Zylla & Demetral, 1981). Obviously, the need for sex education
for individuals with mental retardation would seem apparent (Cuskelly & Bryde, 2004).
Nonetheless, the legal implications of sex education must be considered. The Individuals
with Disabilities Education Act (IDEA 1997) provides for the free appropriate public education
of children and youth with disabilities. In addition, the law stipulates that this education must be
provided in the least restrictive environment. Under the Full Opportunity Clause of this act,
children and youth have the right to access all programs offered to the regular student population
within the school district. In short, this act mandates that all children with disabilities be
educated with non-disabled children to the maximum extent possible; this should include
education concerning sexuality. All public agencies that are recipients of federal funds under
this law are obligated to provide services for their qualified students according to these
regulations (C.F.R. 1999).
Beyond the mandates of The Individuals with Disabilities Education Act, Section 504 of
the Rehabilitation Act of 1973 forbids discrimination against individuals with disabilities in
connection with any program or activity that receives federal financial assistance. This law
provides basic civil rights to individuals with disabilities. Section 504 states that "no otherwise
qualified handicapped individual in the United States shall, solely by reason of his or her
handicap, be excluded from the participation in, be denied the benefits of, or be subjected to
discrimination under any program or activity receiving federal financial assistance." To be
protected under this act, an individual must meet the definition of handicapped stated within the
law as follows: " Any person who has a physical or mental impairment which substantially limits
one or more of such person's major life activities, has a record as having such an impairment, or
is regarded as having such an impairment."
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Finally, The Americans with Disabilities Act of 1990 address the rights of individuals
with disabilities by extending to these individuals protections similar to those provided to
individuals based on race, sex, national origin, and religion. In short, it follows suit with Section
504 by guaranteeing equal opportunity for individual with disabilities. With these various laws
in mind, it seems evident that individuals with disabilities must be granted the same rights
provided to non-disabled people. Among these rights are the rights to relationships, dating,
marriage, sex, child bearing, and the right to be instructed about one's own sexuality. However,
even given these guaranteed rights, the attitudes and beliefs of the caregivers will effect the
appropriateness of the sex education given to individuals with disabilities.
In recent studies, residential staff revealed negative attitudes toward sexual activity
among their residents with intellectual disabilities (Szollos & McCabe, 1995). Caregivers of
adults with mental retardation feared unwanted pregnancy, inappropriate sexual behavior, and
inability to comply with societal standards of sexual behavior (Heyman & Huckle, 1995; Lumley
&.Scotti, 2001). However, Saunder (1979) found support for sex education for individuals with
disabilities from most staff members working in residential facilities for the developmentally
disabled. Nearly 100 percent of the staff members surveyed favored sex education for
individuals with intellectual disabilities. Ninety-five percent believed this education should
include methods of birth control. The considerable amount of energies devoted to curving sexual
activity among individuals with disabilities (Gorden, 1979) is one possible reason for the high
favorability of sex education.
Teachers of students with mild intellectual disabilities believed that their students would
benefit from a comprehensive and realistic family life program, but only one third of them had
offered it. They were concerned about adverse reaction from the school community and lack of
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preparation for teaching sex education. These teachers felt inadequate and uneasy teaching sex
education (Brantlinger, 1992; Howard-Barr, Rienzo, Pigg, & James, 2005).
Appropriate instruction will enable the individual with intellectual disabilities to
experience sexuality in their lives to its fulfillment. In addition, sex education has been proven
to prevent pregnancy and the transmission of sexually transmitted diseases including AIDS
(Kenney, 1987). It is not simply a right of these individuals; it is a moral obligation of those
entrusted with their care to provide this basic right.
Caregivers of individuals with intellectual disabilities have the greatest impact and
influence on that individual during those years in which their sexuality is developing. Children
with mental retardation learn appropriate sexual behavior through repetition and model (Ballan,
2001), and negative views from family members or caregivings regarding sexuality can have a
detrimental effect on individuals with mental retardation (Lumley &.Scotti, 2001). The complex
belief systems of these caregivers must be examined to provide an understanding of those factors
that are inhibitors to accepting the developing sexuality of the adolescent with intellectual
disabilities. With adequate understanding of these factors and belief systems it will become
possible to investigate potential methods designed to eliminate the caregivers’ resistance to
accepting the sexuality of individuals with intellectual disabilities and to providing the needed
sex education.
The purpose of this investigation was to describe the nature of the perceptions of
involved adults concerning sexuality and sex education for the individual with intellectual
disabilities. This research required an evaluation of the opinions of involved adults concerning
the sexuality of individuals with disabilities. Therefore, the research questions for this study
were: (1) What is the nature of the beliefs of involved adults concerning the sexuality of
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individuals with intellectual disabilities? and (2) What is the nature of the beliefs of involved
adults concerning sex education for individuals with intellectual disabilities?
Methodology
The study of perceptions and beliefs of adults concerning the sex education for
individuals with intellectual disabilities was a highly subjective undertaking. Choosing a method
that allows for the systematic review of subjective opinions was necessary.
Q methodology was chosen because of its unique abilities to meet this criterion. According to
Bogdan and Biklen (1982), qualitative methodology determines the subjective aspects of human
behavior by design. This method combines qualitative strategies with quantitative and
qualitative analysis to allow the articulation of various opinions about any concern (Brown,
1980, 1996). Stephen (1980) represented the ability of systematically reviewing subjective
opinions by stating that Q methodology is "especially relevant for the communication scientists
whose research assesses the perceptual world of individuals" (p. 204). Stephenson (1953)
explains further the Q methodology is misunderstood as simply a technique involving Q sorting;
it is a fundamental body of theory for a scientific approach to subjectivity.
Q method, developed by Stephenson (1935, 1953), is designed to assist in the ordered
examination of human subjectivity and focuses on a rank ordering procedure in which
respondents order statements of potential opinion according to their perceptions and beliefs. The
respondents order the statements according to specific criteria or conditions of interest in terms
of value, such as "most like me" and "most unlike me." These ordered responses are a Q sort.
After the items are ordered according to the respondent's perceptions or beliefs, the Q sort data
are correlated and factor analyzed producing differing factor groups. Individuals who have
responded in a similar manner and clustered together statistically on a particular factor define
each factor group. Each factor becomes the representation of a specific belief system or opinion.
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To provide an understanding of the commonly shared opinions and beliefs represented by each
factor group the responses of each factor group are interpreted.
Research Instrument
For this study, a Q sort with a concourse of thirty-six items was developed to reflect
potential opinions of professionals who provide direct care to, or have administrative
responsibility of, individuals with intellectual disabilities. The Q sort was also designed to
represent potential beliefs of parents and other family members of individuals with intellectual
disabilities. A hybrid method (Mckeown & Thomas, 1988) of concourse development was used
by combining items that emerged from relevant literature and items that emerged from people
who are similar to the study subjects. The similarity criterion assumes a representation of
various ideas about the concern of sex education for the individuals with intellectual disabilities.
Phase one of the concourse development involved a thorough review of literature from
various professional fields of service. The reviewed literature represented areas such as
psychology, medicine, nursing care, education, and religion. In addition, related materials from
newsletters, newspapers, editorials, and reader responses were examined to gather less formally
presented opinions and beliefs. From this review, a set of items was drawn for further review.
For phase two of the concourse development, a group of individuals currently working in the
field of special education and adult care for persons with disabilities was asked to review the
concourse of items. After their review, the readers contributed any ideas or beliefs that would
better represent their understanding concerning sex education for individuals with intellectual
disabilities. Interviews were then conducted with a small group of those who responded to
ensure understanding and clarity of responses. Phase 3 comprised analyzing the responses and
interview field notes from the interviews with the item reviewers. Based on the analysis, items
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were discarded or changed and additional items added because of the frequency of comments
from the reviewers.
Participants and Procedures
Forty individuals who met the criteria of people who provide direct care or instruction to
individuals with intellectual disabilities completed the thirty-six item Q sort. Participants in this
study were selected by the logic of "theoretical sampling" (Glaser & Strauss, 1967) rather than
statistical sampling theory. This approach emphasizes selection of participants because they
possess some specific characteristic of substantive concern to the focus of the study, and not
because of their representativeness of some larger group. Efforts were made to obtain a broad
range of professionals who potentially influence the decisions made for individuals with
disabilities.
Potential subjects were contacted by letter for possible participation in the study. With
the subjects' permission, the Q sort was administered with clearly written and oral instructions
from the researcher in a one-on-one setting. The condition of instruction was: What are your
beliefs concerning the sexuality of individuals with intellectual disabilities? All Q sort items
were placed on separate cards stacked in random order. The respondents were asked to situate
these items on the developed Q sort form board to represent appropriately their indications of
"most like my beliefs" and "most unlike my beliefs." In addition, follow up interviews were
conducted with subjects representative of each resulting factor group for full understanding of
the perspectives in the varying groups. The information gathered was used to assist in the
interpretation of resulting factor groups.
Data Analysis
The construction of the Q sort is based on hybrid data (McKeown & Thomas, 1988).
That is, some items came from a thorough review of the literature and some were comments of
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beliefs stated by people who worked with individuals with intellectual disabilities. The data
were gathered from each Q sort facilitating the Q-methodological analysis. Data were coded
according to the corresponding placement on the Q sort form board with a +4 to -4 range for the
nine possible positions. For example, if an item was placed in column 9 of the form board, it
was given the value of -4 and, if an item was placed in column 1, its value would be +4, and
column 5 was represented by 0, etc. The values ranged from -4 to +4 with -4 representing "most
unlike my beliefs" and +4 representing "most like my beliefs."
Each participant's responses were recorded by the researcher and all responses were
compiled, factor analyzed, and rotated by varimax rotation using pcq factor analysis programs
for Q-Technique (Stricklin, 1987). Data subjected to analysis were correlated and factor
analyzed by centroid method. Brown (1971) has demonstrated that it makes no difference
whether the coefficients in the correlation matrix are Pearson's r or Spearman's rho. Likewise,
there is little difference if the factoring is accomplished through principal components or
centroid method. The best conceptual fit for this study of beliefs concerning sex education for
individuals with intellectual disabilities was a four-factor solution. The factor structure was used
to develop factor scores producing a factor array, or theoretical Q sort for each factor.
Results
An examination of the individual items from each theoretical Q-sort provided the basis
for interpretation of the system of beliefs or opinions concerning sex education for individuals
with intellectual disabilities. These factor arrays represented the combination of like people
responses with specific individual differences removed. Three types of items were considered
for each factor to assist in understanding the common beliefs or attitudes the factor represents.
The first items of consideration were items that distinguish one factor from all other factors.
These were items the factor sorted at least three columns away from the other factors in the Q-

SEXUALITY & INTELLECTUAL DISABILITIES 12

sort array. The second group of items contained the individual item responses for each factor.
Finally, the items that all factors agreed upon were considered.
The goal of interpretation with Q data is to understand what beliefs the Q factor array
represents. With this study in mind, where numerous subjects are involved, the Q factors
represent operant combinations of opinions or common beliefs and attitudes with the differences
in persons accounted for or removed. In other words, the Q factor array becomes the
representation of shared beliefs for the factor group. For example, one subject within a factor
may have sorted a particular item to suggest an extreme opinion. While this is part of the belief
system for that individual, it is not important for the remaining members of the factor group.
This extreme opinion would not become a part of the factor's representative beliefs, because it
represents a difference in the personality for that single member alone and not the Q factor
group. In this way, only shared views are apparent in each factor.
In the present study, several areas of information were available to assist in the
interpretation of the given factors. Each factor's sort was a main source of information along
with discriminating items and consensus items. Examination of the category of items in the
extreme areas of the Q-sort showed categories of concern for each factor. Demographic data
including type of involvement with individuals with intellectual disabilities and educational level
were also considered for each factor. Any comments about the extreme statements or the process
of sorting the statements made during the administrating of the Q sort were considered as well.
The source of each item in the Q sort, including literature review and items added by individuals
who reviewed the initial set of items, was an area for consideration. Finally, depth interviews
with persons who loaded high on the given factors provided information included in the
interpretation process.
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Four dissimilar factors emerged from the results of this study. Each factor represents the
belief system or opinions of the respondents in that group concerning sex education for
individuals with intellectual disabilities. Each item sorted by the individuals in this study gained
meaning because it became a collection of self-referent statements of belief. Each Q sort array is
seen as the self-referent system of beliefs for the factor group concerning the topic of discussion.
The sort for each factor group represents operant combinations of opinions or common beliefs
with the individual personality manifestations removed. In this way the identified Q sort for
each factor becomes the self-referent system of beliefs for the group.
Normalization Advocates is the best description for factor A. The representative
respondents in this factor can be described as strong supporters of human rights for the
individual with intellectual disabilities. They believe it is important to instruct this population
concerning sex education and the moral implications of participating in sexual activities. In
addition, individuals with intellectual disabilities should be allowed to marry and have children,
if they have been adequately trained in this area. This factor group also demonstrated absolute
opposition to sterilization of individuals with intellectual disabilities for controlling sexual
behaviors and possible outcomes. The extreme statements of belief for factor A are summarized
in Table 1.
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Table 1
Belief Statements from Factor A
Value
+4
+4
+3

“Most Like My Belief”
Moral considerations about sexual behavior should be discussed with the individual
with intellectual disabilities.
Adults with intellectual disabilities should have full human and legal rights.
Sex education could make individuals with intellectual disabilities aware of dangers,
and help them protect themselves.
It is unfair to prevent individuals with intellectual disabilities from having children.
Everyone who can understand sex education should be instructed.
I believe sex outside of marriage is wrong even for individuals with intellectual

+3
+3
+3
disabilities.
+2
Sex education may confuse and mislead individuals with intellectual disabilities.
+2
Individual with intellectual disabilities should be taught that sex is an essential
part of life.
+2
I believe individual with intellectual disabilities should be taught how to take care
of their sexual needs.
+2
It is unfair to prevent individuals with intellectual disabilities from participating in
sexual activities.

Value
-4
-4
-3
-3
-3
-3
-2
-2
-2
-2

“Most Unlike My Belief”
The individual with intellectual disabilities should be taught about sex and then
sterilized to prevent pregnancy.
Homosexuality should be discussed in a way that does not make it seem morally wrong.
As a tax paying citizen I believe individuals with intellectual disabilities should be
sterilized to prevent them from having children.
Sterilization should be used because it alleviates problems for the individual with
intellectual disabilities and their parents.
Individuals with intellectual disabilities should not be allowed to have children unless
there is a guarantee these children will be absolutely normal.
Individuals with intellectual disabilities should not get married. They can not
understand what goes into a relationship of this kind.
The best way to deal with the sexual behaviors of individuals with intellectual
disabilities is to ignore them.
If sex education emphasized pregnancy prevention, we would not have as many
people with intellectual disabilities.
Individual with intellectual disabilities should not be taught about their sexual
body parts.
Dating among individuals with intellectual disabilities should not be encouraged.

Factor B is most appropriately titled Supporters of Abstinence. The typical respondent in
this factor can be described as an ardent supporter of sex education for the individual with
intellectual disabilities. The supporters of Abstinence believe this education is important
because it can protect individual with intellectual disabilities from possible abuse. Supporters of
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Abstinence do not support sex outside of marriage and they further believe individuals with
intellectual disabilities are incapable of successfully participating in marital relationships. Like
factor A respondents in this group can be considered strongly anti-sterilization. The extreme
statements of belief for factor B are summarized in Table 2.
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Table 2
Belief Statements from Factor B
Value
+4
+4
+3
+3
+3
+3
+2
+2
+2
+2

Value
-4
-4
-3
-3
-3
-3
-2
-2
-2
-2

“Most Like My Belief”
Moral considerations about sexual behavior should be discussed with the individual
with intellectual disabilities.
I believe sex outside of marriage is wrong even for individuals with intellectual
disabilities.
Adults with intellectual disabilities should have full human and legal rights.
Teachers should not interject their own values into sex education.
Everyone who can understand sex education should be instructed.
Birth control methods should be stressed in sex education for individuals with
intellectual disabilities.
Sex education could make individuals with intellectual disabilities aware of dangers,
and help them protect themselves.
Sex education for individuals with intellectual disabilities starts more problems
than it prevents.
Sex education may be a disaster for those who have been sheltered.
Individuals with intellectual disabilities should not get married. They can not
understand what goes into a relationship of this kind.

“Most Unlike My Belief”
Homosexuality should be discussed in a way that does not make it seem
morally wrong.
Individual with intellectual disabilities should be taught that sex is an essential
part of life.
The best way to deal with the sexual behaviors of individuals with intellectual
disabilities is to ignore them.
As a tax paying citizen I believe individuals with intellectual disabilities should be
sterilized to prevent them from having children.
If sex education emphasized pregnancy prevention, we would not have as many
people with intellectual disabilities.
Sterilization should be used because it alleviates problems for the individual with
intellectual disabilities and their parents.
Individual with intellectual disabilities should not be taught about their sexual
body parts.
The individual with intellectual disabilities should be taught about sex and then
sterilized to prevent pregnancy.
Individuals with intellectual disabilities should be protected from discussions
concerning sex.
Individuals with intellectual disabilities should be taught what makes their bodies
feel good.

Factor C respondents are clearly Sexual Regulators and
most accurately described as such. Similar to factor B respondents factor C showed strong
favoritism toward educating individuals with intellectual disabilities concerning
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sex. However, in contrast the Sexual Regulators also supported extensive birth control measures.
These birth control measures could even be as extreme as sterilization to prevent births of
offspring among individuals with intellectual disabilities. The extreme statements of belief for
factor C are summarized in Table 3.
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Table 3
Belief Statements from Factor C
Value
+4
+4
+3
+3
+3
+3
+2
+2
+2
+2

Value
-4
-4
-3
-3
-3
-3
-2
-2
-2
-2

“Most Like My Belief”
Moral considerations about sexual behavior should be discussed with the individual
with intellectual disabilities.
I believe sex outside of marriage is wrong even for individuals with intellectual
disabilities.
Birth control methods should be stressed in sex education for individuals with
intellectual disabilities.
Sex education could make individuals with intellectual disabilities aware of dangers,
and help them protect themselves.
Everyone who can understand sex education should be instructed.
Marriage among individuals with intellectual disabilities could be successful it
there were no children.
Adults with intellectual disabilities should have full human and legal rights.
Sterilization should be used because it alleviates problems for the individual with
intellectual disabilities and their parents.
It is especially important that girls with intellectual disabilities receive sex education.
I believe individual with intellectual disabilities should be taught how to take care
of their sexual needs.

“Most Unlike My Belief”
Homosexuality should be discussed in a way that does not make it seem morally
wrong.
Individual with intellectual disabilities should not be taught about their sexual
body parts.
If closely supervised, the individual with intellectual disabilities does not need sex
education.
The best way to deal with the sexual behaviors of individuals with intellectual
disabilities is to ignore them.
Discussion of AIDS and other sexually transmitted diseases will only serve to scare
individuals with intellectual disabilities.
Sex education should only be discussed when problems arise.
Individuals with intellectual disabilities should be protected from discussions
concerning sex.
Sex education for individuals with intellectual disabilities starts more problems
than it prevents.
Individuals with intellectual disabilities should not get married. They can not
understand what goes into a relationship of this kind.
Dating among individuals with intellectual disabilities should not be encouraged.

Factor D respondents would embrace the name of Humanistic Advocates. They can be
described as being the strongest supporters of human rights for the individual with intellectual
disabilities. They contend that it is the right of all who can understand to be instructed
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concerning sex education including birth control methods. Furthermore, Humanistic Advocates
believe individuals with intellectual disabilities should be allowed to participate in sexual
activities and marriage with procreation if desired. The extreme statements of belief for factor D
are summarized in Table 4.
Table 4
Belief Statements from Factor D
Value
+4
+4
+3
+3
+3
+3
+2
+2
+2
+2

Value
-4
-4
-3
-3
-3
-3
-2
-2
-2
-2

“Most Like My Belief”
Adults with intellectual disabilities should have full human and legal rights.
Everyone who can understand sex education should be instructed.
Sex education could make individuals with intellectual disabilities aware of dangers,
and help them protect themselves.
Moral considerations about sexual behavior should be discussed with the individual
with intellectual disabilities.
Birth control methods should be stressed in sex education for individuals with
intellectual disabilities.
Teachers should not interject their own values into sex education.
It is unfair to prevent individuals with intellectual disabilities from participating
in sexual activities.
It is especially important that girls with intellectual disabilities receive sex education.
It is unfair to prevent individuals with intellectual disabilities from having children.
Marriage among individuals with intellectual disabilities could be successful it there
were no children.

“Most Unlike My Belief”
As a tax paying citizen I believe individuals with intellectual disabilities should be
sterilized to prevent them from having children.
If closely supervised, the individual with intellectual disabilities does not need sex
education.
Individual with intellectual disabilities should not be taught about their sexual
body parts.
Sterilization should be used because it alleviates problems for the individual with
intellectual disabilities and their parents.
Sex education for individuals with intellectual disabilities starts more problems
than it prevents.
Individuals with intellectual disabilities should be protected from discussions
concerning sex.
The individual with intellectual disabilities should be taught about sex and then
sterilized to prevent pregnancy.
Individuals with intellectual disabilities should not get married. They can not
understand what goes into a relationship of this kind.
Sex education should only be discussed when problems arise.
If sex education emphasized pregnancy prevention, we would not have as many
people with intellectual disabilities.
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The consensus items resulting from this study indicate that the majority of participants
agree on several issues dealing with sex education for individuals with intellectual disabilities.
All factors agreed that sex education should include discussion about the morality of sexual
activity. The overall direction was a concern for a basic understanding of appropriate
interactions between consenting adults. In addition, all factors agreed that sex education should
be provided to any person who can understand. It appears the main intent is to provide the
necessary information that allows individuals with intellectual disabilities to protect themselves
from potential abuse. The statements representing consensus are summarized in Table 5.
Table 5
Belief Statements from all Factors
Factor Value
A B

C

Consensus Items

D

+4 +4 +4 +3
+3 +3 +3 +4
+3 +2 +3 +3
0

0

-1

0

0

-1

0

0

0

0

-1 -1

Moral considerations about sexual behavior should be discussed
with the individual with intellectual disabilities.
Everyone who can understand sex education should be instructed.
Sex education could make individuals with intellectual disabilities
aware of dangers, and help them protect themselves.
Individuals with intellectual disabilities should be shielded from
situations that awaken desires.
One thing that bothers me is the lack of modesty with individuals
with intellectual disabilities.
Petting and “making out” should not be discussed, it only gives
individuals with intellectual disabilities ideas.

Discussion
The four dissimilar factors that emerged from the results of this study represent the belief
systems or opinions of the respondents in each group concerning sex education for individuals
with intellectual disabilities. These belief systems may influence the direction of the treatment
and education provided to the individual with intellectual disabilities. The four views of sex
education and disability represent different beliefs about the skills, behaviors, potential, and
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needs of the individuals with intellectual disabilities. Each group possessed its own particular
characteristic viewpoints toward the individual with intellectual disabilities. Under the tutelage
of the parents, caregivers and educators, individuals with intellectual disabilities are prepared for
their adult lives. The importance of the type of education and treatment they receive is obvious.
This education affects every aspect of their lives. The viewpoints and attitudes of their
caregivers influence the care and education that children and adults with intellectual disabilities
receive.
Employers, parents, caregivers, educators, and clients could use the results of this study
to simplify communication and mutual understanding, enhancing the care and education
delivered to individuals with intellectual disabilities. Employers and agencies responsible for the
provision of education for individuals with intellectual disabilities could utilize information
about the opinions and belief systems of their employees to create staff development and training
procedures. Training procedures developed with this information could emphasize the positive
aspects of the opinions and teach methods to overcome any negative outcomes of specific
beliefs. In addition, the communication between employers and employees could be greatly
enhanced with an understanding of the beliefs held by each. Parents and educators could utilize
the information from this study to gain an understanding of their perceptions and beliefs about
sex education for individuals with disabilities. An understanding of their feelings allows
caregivers and educators to react to individuals under their care in a professional manner even
when the situation may challenge their personal beliefs. For the working professional,
communication also could be enhanced with an understanding of commonly held beliefs and
opinions. The understanding of others' beliefs could provide a frame of reference under which
communication can proceed with parents, teachers, and the individual with intellectual
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disabilities. The benefit to individuals with intellectual disabilities would be more informed
parents and educators.
Recommendations
The focus of this study has been the beliefs concerning sex education for individuals with
intellectual disabilities held by adults who are involved in the lives of these individuals. The
results have suggested four generally held belief systems. How these beliefs affect the education
provided to the individual with intellectual disabilities has not been specifically addressed.
Further research needs to entail an investigation of the types of education provided to the
individual with disabilities by the different represented belief system holders. Each belief system
resulting from this study contained qualitatively different ways of viewing sex education for
individuals with intellectual disabilities.
Additional investigations should address that nature of the beliefs held by the individual
with intellectual disabilities. Do these beliefs equate to the types of beliefs held by their parents
and caregivers? How do individuals with intellectual disabilities view sex education and for
their peers, both individuals with disabilities and individuals without disabilities? In addition,
how do individuals with disabilities view their own sexual development and sex education
needs?
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Q methodology was invented in 1935 by British physicist-psychologist William Stephenson
(1953) and is most often associated with quantitative analysis due to its involvement with factor
analysis. Statistical procedures aside, however, what Stephenson was interested in providing was
a way to reveal the subjectivity involved in any situation -- e.g., in aesthetic judgment, poetic
interpretation, perceptions of organizational role, political attitudes, appraisals of health care,
experiences of bereavement, perspectives on life and the cosmos, et cetera ad infinitum. It is life
as lived from the standpoint of the person living it that is typically passed over by quantitative
procedures, and it is subjectivity in this sense that Q methodology is designed to examine and
that frequently engages the attention of the qualitative researcher interested in more than just life
measured by the pound. Q methodology "combines the strengths of both qualitative and
quantitative research traditions" (Dennis & Goldberg, 1996, p. 104) and in other respects
provides a bridge between the two (Sell & Brown, 1984).
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Abstract
Evaluating the International Baccalaureate Programme
The North Vancouver School District is considering the adoption of a K-12
International Baccalaureate Programme. Clearly, when looking at a plan of this
magnitude, it is useful to evaluate other jurisdictions that implement similar programs.
The purpose of this study is to determine the strengths and weaknesses of a K-12
International Baccalaureate Programme.
The analysis for this study has been divided into five main perspectives that will
allow for a full evaluation of the International Baccalaureate Programme: academic,
economic, political, cultural, and physical. The academic perspective has been split into
both quantitative and qualitative components. Quantitative data sources will include new
comparisons of Foundation Skills Assessment (FSA) results, provincial exam scores, and
awarded scholarships between International Baccalaureate schools and non- International
Baccalaureate schools.
From an economic perspective, the study will address the financial implications of
an International Baccalaureate programme. The issues will include looking at the cost of
providing training to International Baccalaureate educators, infrastructure, set-up costs,
and human capital. Again, both quantitative and qualitative measures will be used to
ascertain these expenses. Ultimately, a recommendation will be made as to the economic
benefits, if any, of the International Baccalaureate programmes.
Although, the study will examine political, cultural, and physical requirement
issues separately, it will also look at the links between the links of all five perspectives.
When evaluating International Baccalaureate Programmes through a political lens,
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students, educators, and parents must be acknowledged as key stakeholders. The issues of
choice, acceptance into the program, sustainability, union issues, resources, and funding
from the province will be addressed. Surveys will be used to elicit information from
current and prospective parents, teachers, and administrators to gain multiple perspectives
of a variety of educational programs. The study will investigate the academic, economic,
political, cultural, and physical benefits and shortcoming of hosting an International
Baccalaureate Programme.
Consequently, this study examines the International Baccalaureate Programme as
a demanding course of study for highly motivated and gifted students, an academic
program with the potential to impact other student populations, and a program with a
considerable reputation for rigorous assessment that offers participants’ access to the
world’s leading universities. We examine how the complete program combines elements
from the educational systems of many countries in a unifying effort to produce highly
skilled, knowledgeable, and culturally mindful students who are cognizant of
international responsibilities for living in a global society. This exploration of the scope,
sequence, and impact of the International Baccalaureate Programme will aid in the
assessment of the merit and viability of an International Baccalaureate Programme in the
North Vancouver School District and other similar school districts. A possible
implication of this study will be to make a recommendation to the district on whether or
not the International Baccalaureate Programme will be a viable option in North
Vancouver.
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Chapter One- Introduction
The enterprise of the International Baccalaureate Programmes appears to have
grown out of the practical and educational concerns of international schools as they
endeavored to meet the needs of university bound students. Originally, international
school authorities recognized a dilemma faced by their university bound students as they
prepared for regional exams and requirements while also preparing for entrance exams
from the worlds leading universities. Mobile international students were often at a
disadvantage due to inconsistencies and discrepancies in the diverse programmes offered
by various international schools. The International Baccalaureate Organization (IBO)
was founded in an attempt to address these and other needs related to a mobile,
international community of students. The process has been referred to as “an interesting
experiment in international education” that has grown to an established and widely
recognized university entrance qualification (Bagnal, 1997, pg. 18).
History and Description of the International Baccalaureate Programmes
The International Baccalaureate Organization was founded in Geneva,
Switzerland in 1969 as a non-profit educational organization. The initial purpose of the
International Baccalaureate Organization was to facilitate the educational needs of
internationally mobile students by preparing a curriculum and diploma programme that
would be recognized by universities around the world. Since its origin, the International
Baccalaureate Organization has expanded offerings to include the original International
Baccalaureate Diploma Programme (IBDP) for students ages 16 to 19 (grades 11 and 12),
the Middle Years Programme (MYP) for ages 11 to 16, and the Primary Years
Programme (PYP) for students ages 3 to 12. The International Baccalaureate
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Organization presents the complete programme as a sequential curriculum that promotes
the education of the “whole person, emphasizing intellectual, personal, and social growth,
through all domains of knowledge, involving the major traditions of learning in
languages, humanities, sciences, mathematics, and the arts” (www.ibo.org).
The newest addition to the International Baccalaureate Organization’s programme
offerings is the Primary Years Programme (PYP). The Primary Years Programme was
introduced in September of 1997 and completes the philosophical concept of “an
educational continuum… of a consistent, broad-based international curriculum”
(www.ibo.org). The programme attempts to produce students who represent the
attributes of an ideal international person. In this regard, defining the attributes of an
international person creates a significant amount of difficulty.
The Primary Years Programme suggests that by creating a profile of the 10 most
important attributes of an international person, teachers and schools can respond better to
the question, “What do we want students to learn” (Singh, 2002, p.1)? In addition to the
curricular definition provided by the International Baccalaureate Organization, Singh
suggests that international students should “learn how to be inquirers, thinkers,
communicators, risk takers, knowledgeable, principled, caring, open-minded, and
reflective” (Singh, 2002, p.1). The Primary Years Programme then focuses each part of
the curriculum on moving students toward becoming young people who are
representative of these characteristics. The specifics of how the International
Baccalaureate curriculum achieves this goal are clouded by the licensing and training
requirements of the International Baccalaureate Organization, but its essence can be
gleaned by Singh’s description in the text Becoming International:
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The Primary Years Programme defines six themes that transcend the traditional
disciplines and represent broad ideas that are relevant to, and meaningful for, all
human beings: who we are, where we are in place and time, how we express
ourselves, how the world works, how we organize ourselves, and sharing the
planet. Each year of elementary school, about half of class time is spent exploring
these six themes, with 4-6 weeks spent on each unit. Much of the content that
teachers have always taught- that they are in many cases required to teach- works
naturally into the units, although the instructional approach changes quite
dramatically. After all, students around the world learn about igloos, tepees, mud
huts, and homes on stilts for a reason. The Primary Years Programme simply
encourages teachers to emphasize, for example, the core concept that human
beings need shelter. Examining different kinds of homes then become a means to
an end rather than the end of the lesson (Singh, 2002, p.2).

Essentially, the Primary Years Programme is a structured guideline for
elementary schools to use as a vehicle for learning. The Primary Years Programme uses
trans-disciplinary themes to help teachers and students explore knowledge in broad terms
amongst multiple disciplines. The programme utilizes a core set of concept based
questions in order to help structure units of inquiry. Table 1.1 identifies the programme’s
trans-disciplinary themes and core set of concept questions. In addition to the transdisciplinary themes and the core concepts, the development of language (both native
language and an additional second language) and attitudes of socially responsible
behavior are key elements of the programme.

Table 1.1
Trans-disciplinary themes and concepts
Trans-disciplinary themes
Who we are
Where we are in place and time
How we express ourselves
How the world works
How we organize ourselves

Core set of concepts
Form: What is it like?
Function: How does it work?
Causation: Why is it changing?
Change: How is it changing?
Connection: How is it connected to other
things?
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Sharing the planet

Perspective: What are the points of view?
Responsibility: What is our responsibility?
Reflection: How do we know?

Adapted from www.ibo.org
While the Primary Years Programme serves as an introduction to the Middle
Years Programme (MYP), it is not a prerequisite. Similarly, the Middle Years
Programme is not a requirement for the International Baccalaureate Diploma Programme.
They do, however both spend a significant amount of effort identifying and defining the
attributes of an international person. The goal of the programme is to develop students
who are “inquirers, thinkers, communicators, risk takers, knowledgeable, principled,
caring, and open minded” (Singh, 2002, p. 5).

The Middle Years Programme, introduced in 1994, provides a framework of
academic study for students aged 11 – 16. The programme accents and advocates the
interrelatedness of a thorough study of a wide variety of disciplines. By establishing
assessment criteria for teachers, the International Baccalaureate Organization’s 5 year
programme encourages schools to exceed traditional school subjects and requirements as
they prepare students for high school. This programme, like the Primary Years
Programme, is new to the offerings of the International Baccalaureate Organization and
as such, is largely unproven. The Primary Years Programme and the Middle Years
Programme are presented by the International Baccalaureate Organization as solid
structures for the foundations of education. They both encourage the development of
language and internationalism with the International Baccalaureate Organization
providing support material for a global curriculum.
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The International Baccalaureate Organization’s original programme, created in
1968, is a well documented and generally respected course of study that leads to
university acceptable entrance examinations for students age 16-19. It is a two-year
programme offered in English, French, and Spanish and is the most clearly defined of the
three programmes offered by the International Baccalaureate Organization. The
programme was established in an effort to create a common curriculum to meet the needs
of internationally mobile secondary students that would emphasize critical thinking,
intercultural understanding, and offer exposure to a variety of viewpoints while preparing
students to attend world universities (Sigh, 2002; Paris, 2003; IBO website, 2004).

The International Baccalaureate Diploma Programme (IBDP) calls for students to
successfully participate in the study of languages, sciences, mathematics, and humanities
at the honours level during their final 2 years of secondary education. The intent of the
programme is that students should learn how to learn, analyze, reach considered
conclusions about people, languages and literature, society, and the scientific forces of
the world environment. In order to receive an International baccalaureate Diploma, a
student must successfully pass an exam from each of the 6 areas listed in table 1.2
(language A & B, individuals and society, science, mathematics, and the arts). The
International Baccalaureate Diploma requires at least 3 but not more than 4 exams at the
higher level. Courses ranked at the higher level (HL) require a minimum of 240 minutes
of instructional time in class while courses ranked at the Standard level (SL),
occasionally referred to as the subsidiary level, require a minimum of 150 minutes of
instructional time.

Evaluating the International Baccalaureate 12

Table 1.2
The Six Content Areas of the International Baccalaureate Diploma Programme
Area 1

Language A: The primary
language of the school including
world literature

Area 2

Language B: Second language

Area 3

Individuals and Society: History

Area 4

Experimental Sciences

Area 5

Mathematics and Computer
Science

Area 6

The Arts

The IBO offers examinations for more than
80 languages. Students develop strong
written and oral skills and a respect for the
literary traditions of their primary
language.
The courses in this area focus on written
and spoken communication in a second
language.
Latin and Greek are also available in group
2.
Examples from this area include: business
and management, economics, geography,
history, information technology in a global
society, philosophy, psychology, and social
and cultural anthropology.
Examples from this area include: biology,
chemistry, physics, environmental systems,
and design technology.
Courses in this area aim to deepen student
understanding mathematics as a discipline
and to promote confidence and facility in
the use of mathematical language.
Computer science is an elective subject in
area 5.
This area includes visual arts, music and
theatre arts, with emphasis placed on
practical production and exploration.

Adapted from www.ibo.org
The initial goals of the International Baccalaureate Diploma came from a need to assist
international students attain equal footing into world universities and not to realize the
educational needs of every student in every part of the world. This original intention and
purpose of the programme is a concern when school districts are taking into consideration
the adoption of an International Baccalaureate programme. Additionally, a review of
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pertinent literature identifies some concerns about the homogenization of ideas and
values that could potentially lead to the loss of existing diverse local ideas and values.
How does an International Baccalaureate Programme fit into the local aim or goal of
education? Will it meet the needs of local students? These are questions that require
measured exploration and consideration (Paris, 2003). They will be addressed in the
literature review after a brief look at our target district.

Snapshot of North Vancouver School District
North Vancouver is comprised of the Corporation of the City of North Vancouver
(population 44,000) and the Corporation of the District of North Vancouver (population
83,000). The North Vancouver School District (NVSD) has 18,500 students enrolled in
Kindergarten through Grade 12 throughout the City and District. There are twenty nine
elementary schools, two alternate schools, and seven secondary schools which deliver a
comprehensive K-12 education programme consisting of over 200 provincial and locally
developed educational programmes and services. The programmes and services have
been designed to provide all students with the courses necessary to enter university,
college, or other post-secondary education. In North Vancouver schools are organized
into “families of schools” with each of the seven secondary schools serving a
geographical “catchment” area made up of a number of feeder elementary schools.

The North Vancouver School District currently offers many alternatives to
students in the district. These alternatives include French Immersion, the Youth and
Family Programme, the Youth Learning Centre, Eslah7an, Learning Together, Third
Step, Windsor House, and the Keith Lynn Programme. Alternatives programmes often

Evaluating the International Baccalaureate 14
offer smaller class settings and additional individual attention than those offered in
traditional settings. These programmes offer settings which stress the individuality of the
learner and focus on the strengths of the individual (North Vancouver School District,
2004).
The North Vancouver School District has projected an operating budget deficit of
$7.5 million for the next three years (North Vancouver School District, 2004). Several
ideas for overcoming this deficit were proposed at a community forum held in November
2003. The proposals included ideas for generating additional revenue via the creation of
magnet schools offering programmes such as the International Baccalaureate (North
Vancouver School District, 2003). The topic of the possible implementation of an
International Baccalaureate Programme as a way to generate extra revenue was explored
again at a community forum in October 2004. There appears to be an interest by parents,
teachers, and community members for an International Baccalaureate Programme in
North Vancouver.
Research Questions and Rationale for the study
This study examines the various International Baccalaureate Programmes in order
to help North American schools, specifically the North Vancouver School District in
British Columbia, Canada, make informed decisions when considering the adoption and
implementation of International Baccalaureate Programmes. The research attempts to
answer the question: Do International Baccalaureate Programmes meet the academic
needs of North American students and schools?

The study ventures into some of the

motivating factors surrounding the consideration of International Baccalaureate
Programmes. In considering motivating factors for International Baccalaureate
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implementation, the research attempts to answer the following questions:
x Do International Baccalaureate Programmes meet the academic needs of
North American students and schools?
x How does the International Baccalaureate Programme fit into the local aim or
goal of education?
x Is the notion of ‘best practice’ the driving philosophy behind the initiative?
x Is the driving force behind the implementation of an International
Baccalaureate Programme solely that of attracting students (money) to the
school district?
x What measures of accountability are enforced in an International
Baccalaureate school?
x What are the affects of an International Baccalaureate Programme on student
populations?
As educators consider various rallying points for change there becomes an evident
need for unbiased, research-based information for the purposes of guiding and directing
change. It is here that this study hopes to add valuable information for those districts
considering the implementation of an International Baccalaureate Programme for their
students. “Decisions are rational if there is a reasonable connection between the means
and ends” and therefore “if decision makers choose wisely the appropriate means for
advancing their goals” (Hoy and Tarter, 2004, p. 3). For our purposes in the evaluation
of an International Baccalaureate Programme, we ask the question: do the academic and
economic gains of an International Baccalaureate Programme significantly justify and
connect to the means necessary to implement the programme? We are hopeful that the

Evaluating the International Baccalaureate 16
information contained in this study will aid in this decision making process. The
economic cost as related to academic gains will be addressed later in chapter two. At this
point, however, it does seem appropriate to scrutinize various ways in which the
International Baccalaureate Programme satisfies the various rallying points for change
that public schools are experiencing. In the text Approaches to Clinical Supervision:
Alternatives for Improving Instruction, Pajak suggests that the first call for change
revolves around the challenges created by “a technologically sophisticated global
economy…” and the notion that “each nation’s economic competitiveness in today’s
knowledge based world depends primarily in its schools to prepare knowledgeable, self
disciplined individuals who… possess strong analytical, interpersonal, and
communication skills” (Pajak, p. 9). Is the International Baccalaureate Programme a
programme that is beneficial for schools attempting to meet this challenge?
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Chapter Two- Literature Review
There has been little unbiased academic research into the merit and evaluation of
the International Baccalaureate Program. In this chapter the authors attempt to outline
some of the limited literature available as it relates to the questions that arise when
evaluating and considering an educational program of this scope. The chapter begins with
two subsections offering information on the academic elements of the program and how
they support the aims of western education. The review will investigate the program from
both qualitative and quantitative points of view in order to assess the thoroughness of
International Baccalaureate Programmes and their ability to address the academic needs
of students and society.
In addition to evaluating and comparing the International Baccalaureate and other
advanced academic programs such as AP (Advanced Placement), the authors will focus
on political and economic elements and ramifications associated with the programme.
These subsequent sections of the chapter will examine the potential consequences and
needs of an implemented International Baccalaureate Programme. Issues of choice,
teacher unions, staffing dilemmas, and funding concerns will be attend to as they relate to
the requirements of an International Baccalaureate Programme. The chapter will
conclude with issues of school culture, the physical plant requirements, and culminating
thoughts for consideration when considering the implementation of an International
Baccalaureate Programme.

An Academic Perspective
Do International Baccalaureate Programmes meet the academic needs of North
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American students and schools? In order to address this question, we first examine the
academic debate to determine what North America, specifically Canada and the United
States, view as important in elementary-secondary education. We then compare these
goals and objectives of public education in North America with the International model
presented by the International Baccalaureate Organization and determine if the
International Baccalaureate model meets and or exceeds the objectives sought by schools
in North America. Or, does the International Baccalaureate model fall short?

A 1988 British Columbia Royal Commission on education addressed the four
purposes for schooling: “the cultivation of the mind, preparation for vocational life, moral
and civic development, and individual development” (Osborn, 1999, p. 24). In 1994 a
Royal Commission on Learning in Ontario narrowed and defined the purpose of
schooling to three primary objectives: to make certain all students achieve a high level of
literacy (basic reading, writing, and problem solving across a variety of subject areas), the
development in students of a desire to continue learning through out life, and the
preparation of students for responsible citizenship. The focus on responsible citizenship
included the development of the moral values of compassion, respect, anti-racism, peace,
non-violence, honesty, and justice. Osborn suggests that the various points of the debate
for most North Americans, regardless of political philosophies of education, boil down to
the expectation that schools will convey knowledge, skills, and values to their students.
Schools are also expected to impart the values of democracy to students in North
American schools (Osborn, 1999).

“Preparing students to live in a technologically sophisticated, information based,
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global society…” (Pajak, 2000, p. 291) is a challenging task that enters the debate about
how schools are to educate students. One of the many factors challenging education today
is the fact that students are extremely diverse in their cultures, languages, and past
experiences. Pajak argues that education is more than a system for transferring
knowledge, skills, and culture from one generation to the next, but in fact it is more
essentially a system for inventing and reinventing knowledge, skills, and culture. He
suggests a liberal position that educators must commit to the democratic values of
equality, participation, social justice, and personal responsibility as we “create actionoriented, learning-focused communities in schools” (Pajak, p. 292). Both Osborn and
Pajak believe that liberal-democratic values must be shared and taught in North American
society while allowing and encouraging a diversity of cultures. Democracy is a North
American value that must be maintained as educators explore the changing requirements
of a new global reality in our world (Osborn, 1999; Pajak, 2000).

In separate texts, Osborn and Pajak address the increased challenges that are
created by mounting cultural diversities in North American public schools. It has been
suggested that, “given the present fragmentation of civil society under the pressures of
increasing diversity” (Sergiovanni, 2002, p. 50), the purpose of education and schooling
should be reevaluated for we now live in a technologically advanced, global society that
imposes nontraditional demands upon its citizens. Educators are now expected to produce
students who are capable of succeeding in this new international culture. As a result,
there are fundamental changes occurring in education both internationally and nationally
in the 21st century. The traditional, cultural view of education has shifted to include:
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1. All students can and will learn at higher levels than in the past.
2. The school will rally around the goal of higher achievement for all students.
3. Schools will be restructured to focus on improving the quality of student learning.

As a consequence, alternative models of education should be evaluated thoroughly as
part of this evident need for school restructuring. As we address various rallying points
for change, we must exercise caution to ensure that our decisions are in the best interest
of student learning (Osborn, 1999; Pajak, 2000; Sergiovanni, 2002).

At first glance, it appears that the International Baccalaureate does indeed satisfy
Pajak’s economic rallying point for change. However, two factors come to mind when
contemplating the implementation of an International Baccalaureate Programme. The
first factor reports back to the International Baccalaureate’s original propose as an option
for highly capable, internationally mobile students who are university bound. In regards
to this first factor, the International Baccalaureate programme “is regarded as a credential
for admission to the most selective universities all over the world” (Tookey, 1999, p. 3).
The International Baccalaureate Organization has been very successful in the creation of
an internationally excepted programme of study that qualifies highly motivated university
bound students for entry into leading universities. The programme maintains high
international standards, creates a strong academic atmosphere, rewards diverse abilities
and talents, provides challenges for students, and motivates highly capable students.
Schools considering International Baccalaureate Programmes would be wise to reflect on
the potential benefits to gifted and talented students. There is ample evidence to imply
that the culture of a successfully implemented International Baccalaureate Programme is
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beneficial to the continued growth of gifted and talented students. When viewed through
a conservative lens, the programme meets the academic, cognitive, motivational,
emotional, and social needs of exceptional students (Paris, 2003; Poelzer, 1997; Tookey,
1999).

Pajak’s second point for change revolves around social justice, public
responsibility, multicultural and gender issues, and the environment. This much more
liberal second area of concern is primarily associated with the issue of homogenization
and globalization of society. Essentially, cultures that implement an International
Baccalaureate Programme potentially relinquish local values and practices of education
to those deemed valuable to the world. From this point of view, the International
Baccalaureate Programmes are “very much a process of globalization rather than a
process of internationalism” (Paris, p. 235). There is a potential loss of local control for
school districts considering an International Baccalaureate Programme. Globalization
occurs “when there are impositions of ideas involving a dominant-recessive relationship
(Paris, 2003). Internationalization on the other hand occurs “when there is a sharing of
ideas, where ideas are utilized, agreed upon, and mutually accepted” (Paris, 2003). The
issue for schools considering International Baccalaureate Programmes involves questions
about how much local control is acceptable to relinquish. Are districts sharing the ideas
of educators internationally or simply implementing a pre-described programme that
fundamentally changes or ignores local values in education? Are districts entering into
recessive positions and allowing an external organization to dominate or control? This
study can not answer these questions for individual schools and districts considering the
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implementation of an International Baccalaureate Programme, we can simply bring this
component of the decision making process to the attention of decision makers.

A Comparison of the International Baccalaureate with Other Programmes
The International Baccalaureate Programme and the Advanced Placement
Programme are designed to meet the educational needs of high school students who are
motivated and prepared for academic challenges beyond those that characterize most high
school curricula. Since they are the only two nationally recognized, comprehensive, and
multi-subject programmes offered for this purpose in the United States and Canada, it
seems natural to start our comparison with the Advanced Placement (AP) Programme.
We have discussed the International Baccalaureate Programme above. However, in order
to better compare the two educational programmes, it is necessary to give a brief outline
of the Advanced Placement Programme.

In 1953, the American College Board began the Advanced Placement Programme
to challenge a small, elite group of able students. Advanced Placement students took a
college course in high school and an external exam to qualify for admission to advanced
undergraduate work in a university or college. The strength of Advanced Placement was
its eschewing fads for a solid collaboration between high school teachers and college
professors, with an emphasis on subject content. An important feature was the evaluation
of a high school student's work by outside examiners who were college faculty (College
Board, 2004).

Since its induction in 1953, the programme has spread widely throughout North
American high schools. The number of participants has more than doubled every decade.
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Today, more than half of American high schools and a third of four-year college-bound
seniors participate in this Programme. More than a million Advanced Placement exams,
five hundred times the original number, are taken each year (Lichten, 2000).
Approximately 3,000 North American universities recognize Advanced Placement
courses and examinations. Students presenting qualifying grades on Advanced Placement
Exams may earn anywhere from 3 to 6 credits (for a single course) to one year of college
credit, and on occasion, two years of credit, thereby earning second-year and sometimes
third-year standing. However, universities in North America and abroad differ regarding
the exact nature of their acceptance policies.
When Harlan P. Hanson, director of the Advanced Placement Programme and a
founder and member of International Baccalaureate North America, compared AP with
IB with respect to rigor and acceptance of courses by universities and colleges, he
pointed out that one difference between AP and IB is reflected in their aims: whereas
Advanced Placement prepares students for college work in North America, the
International Baccalaureate prepares students for an international range of universities.
Also, though the International Baccalaureate is more international than Advanced
Placement in its treatment of history and language, both programmes offer similar
courses in math and science. Furthermore, a difference appears in the philosophical
approaches: the International Baccalaureate prescribes structure for all, whereas
Advanced Placement believes that the school should decide what the student ought to
learn (Freeman, 1987).
Despite the differences between AP and IB, the College Board and the
International Baccalaureate Organization feel that they also have many similarities. In a
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pamphlet that they co-authored, the two groups pointed out the following similarities:
both are rigorous programmes devoted to educational excellence; each programme sets
high performance standards for students and faculty; both programmes involve dedicated
and creative teachers committed to their students, their disciplines, and their profession;
both programmes attract highly motivated students who wish to excel academically and
attend the most selective colleges and universities; and both programmes have attracted
the attention of international educators, educational policymakers, and the general public
as ways to improve the quality of education around the world ( IBO and the College
Board, 2002).

The International Baccalaureate Programme has also been compared with some
smaller and lesser-known educational programmes. The programme is considered to be
more of a well-rounded experience than those offered at special schools such as the North
Carolina School of Science and Mathematics (NCSSM). Whereas the programme offered
by the North Carolina School of Science and Mathematics emphasizes math and science,
the International Baccalaureate Programme emphasizes no particular subjects. However,
the quality of the courses in both programmes is high; NCSSM offers courses that include
Advanced Placement material so that students can, if they so desire, take the Advanced
Placement examinations (Eilber & Warshaw, 1988).

The International Baccalaureate Programme contrasts sharply with programmes
that emphasize acceleration such as the Study of Mathematically Precocious Youth
(SMPY), a programme initiated by Julian Stanley at Johns Hopkins University in the
early seventies. SMPY led to talent searches that identified able learners at the age of 12
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who are then given an accelerated programme in advanced mathematics. As a
consequence, these able learners can take math college courses at a much earlier age
(Daniel & Cox, 1985; Stanley & Benbow, 1982). Once again, though, the International
Baccalaureate approach stresses balance in education between literary and scientific
disciplines in order to keep all options open for as long as possible (Renaud, 1974).

There has been little research incorporating quantitative data done to compare
achievement levels between International Baccalaureate students and students in other
programmes. Poelzer & Feldhusen (1996) compared the achievement of biology,
physics, and chemistry students in Higher Level International Baccalaureate
Programmes, Subsidiary Level International Baccalaureate Programmes, and regular
Alberta Programmes. In all three sciences, the International Baccalaureate students
scored higher than regular students.

A more recent report, Learning and Understanding: Improving Advanced Study of
Mathematics and Science in U.S. High Schools, was not as kind to the International
Baccalaureate Programme. It sought to explore the current status of high school
mathematics and science education by means of an in-depth look at Programmes
designed for advanced students, such as the AP and the International Baccalaureate
Programmes (Gollub, Bertenthal, Labov, Curtis, 2002). The review panel concluded that
“the kinds and levels of questions that appear on both the Advanced Placement and the
International Baccalaureate examinations reinforce[s] the emphasis on broad but shallow
coverage of topics” (National Research Council, 2002 p.17). The National Research
Council went on to say that given the emphasis on passing end-of-course exams, teachers
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tend to make the coursework a test-preparation seminar rather than a focus on substantive
knowledge in the core content area. The council report stated that there was too much
material for the high school student, thus making the learning shallow. In response, the
International Baccalaureate Organization felt that not all of the criticisms were warranted
since 25% of the final grades in their courses are based on laboratory notebooks, not just
the final exam (Criticisms, 2002).

One of the largest studies to take a quantitative approach was done by the
International Baccalaureate Organization itself. The North American Regional
International Baccalaureate office (IBNA) asked all United States-based seniors pursuing
either the International Baccalaureate Diploma or the International Baccalaureate
Certificates to complete the May 2003 IBNA Voluntary Data Form during the May 2003
exam session (International Baccalaureate Organization, 2004). In order to gather
quantitative information, the IBNA surveyed 6,392 graduating International
Baccalaureate seniors to find out how they had fared on national standardized tests.
In all of the measures that were included in the International Baccalaureate
Organization’s survey, International Baccalaureate students outperformed the general
population. International Baccalaureate respondents obtained a mean Scholastic
Assessment Test (SAT) score of 1274, considerably higher than the average score of
1026 of the total SAT test-taking population. Additionally, the Diploma candidates’
average score was 1300, considerably higher than the average 1220 obtained by
Certificate candidates. What the IBNA failed to include in their report, though, was any
mention of sampling errors. Did all of the graduating International Baccalaureate students
complete the survey? Was the sample population representative of the entire population?
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Although a smaller group of International Baccalaureate students participated in
the American College Test (ACT), International Baccalaureate students still managed to
obtain a mean score of 27.1, again higher than the total test-taking average of 20.8. Once
again, Diploma candidates outscored Certificate candidates by a mean score of 27.8 to
25.3.
Several respondents indicated that they had received recognition from the
National merit, National Achievement, and/or National Hispanic Scholars programmes.
Nine hundred seventy one International Baccalaureate students received recognition from
the National Merit Programme. Most of the students recognized (86%) were Diploma
Candidates. Of the total respondents recognized, 40.5% went on to become SemiFinalists or Finalists. In addition, 154 were recognized as National Achievement
Scholars. Most of the respondents recognized (76.4%) were Diploma candidates, and of
the total respondents recognized, 50% went on to become Semi-Finalists or Finalists.
Lastly, 54 candidates indicated that they had received recognition from the National
Hispanic Scholar programme. Of those indicating recognition, 84.6% were Diploma
candidates. In addition, of the total respondents indicating recognition, 86% were
recognized as Semi-Finalists or Finalists.
Do International Baccalaureate students outperform other students? Clearly, there
is not an abundance of work that would allow for this question to be definitively
answered. Any studies that have been undertaken concentrate on the Diploma
Programme: datum focusing on the Middle Years and Primary Years Programmes is
rather non-existent. The data collected by the International Baccalaureate Organization
would lead one to believe that International Baccalaureate Organization students by far
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score higher on standardized tests than the general population. How, though, were the
International Baccalaureate students chosen in the first place? Might test scores and
grade point averages have played a part? This information is glaringly absent from the
study. So, although the International Baccalaureate Organization’s study is one of the
largest and seemingly comprehensive quantitative studies to date, it is certainly one of the
most suspect, given the source. Unbiased work that takes background factors like
admission requirements into consideration is needed. Only then can a true comparison of
achievement results between International Baccalaureate students and the general
population at all grade levels be made.
University and College Recognition

It is widely recognized that participation in a rigorous high school curriculum,
like that of the International Baccalaureate Diploma Programme, is one of the best
predictors of whether a student will graduate from college (U.S. Department of
Education, 1999). For many years, colleges and universities throughout the world have
demonstrated understanding of the educational value of the International Baccalaureate
Diploma Programme by recognizing it as a high school leaving certificate that effectively
prepares students for post-secondary education. Thus, the International Baccalaureate has
largely succeeded in its goal to be a universally recognized admissions credential. The
International Baccalaureate has moved beyond its original goal of standardizing
curriculum for mobile students; instead, it has grown into what has been called the
“Cadillac of the College Prep Programmes” (Gehring, 2001).
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Specific agreements are in place with ministries of education and universities in
102 countries that recognize the International Baccalaureate Diploma as a valid means of
earning entry to postsecondary study. The International Baccalaureate Diploma is
increasingly being viewed as a strong indicator of academic promise and achievement.
International Baccalaureate students often have an advantage in the admissions process at
selective universities. In addition, International Baccalaureate courses and exams are
recognized for the purpose of advanced credit and/or placement at over 900 North
American colleges and universities. In fact, over 100 postsecondary institutions now
grant a full year of credit to students who have earned the International Baccalaureate
Diploma (IBO, 2003).
The North American Regional International Baccalaureate office asked all United
States-based International Baccalaureate seniors to complete the May 2003 IBNA
Voluntary Data Form during the May 2003 exam session. The survey of 6,392
International Baccalaureate seniors who graduated in 2003 showed that International
Baccalaureate students in the USA are getting admitted to university at higher rates than
their peers. College-admissions officers at many schools say, “IB [has] acquired the
status of [a] backstage pass at a rock concert” (Matthews, 2003). 98.5% of the
respondents indicated that they had applied for post-secondary admission and 97%
indicated that they had been accepted. In addition, 22.9% indicated that they had received
early admission to a university or college (International Baccalaureate Organization,
2004).
Additionally, the survey asked students to report where they were admitted and
from which schools they were turned down. International Baccalaureate North America
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then compared the acceptance rate for these International Baccalaureate students to the
overall acceptance rate published by individual colleges and universities (IBO, 2004). All
respondents tended to be granted acceptance at a higher rate than the total population, and
International Baccalaureate Diploma candidates were granted admission at a much higher
rate than the total population (See Table 2.1).
Table 2.1
University Acceptance Rates for Incoming Freshmen Fall 2004
INSTITUTION

ALL

ALL IB

DIPLOMA

APPLICANTS

APPLICANTS

CANDIDATE
APPLICANTS

University of Florida

58.0%

88.4%

88.9%

Virginia Polytechnic Institute

66.0%

67.9%

80.2%

James Madison University

58.0%

65.1%

76.9%

University of Virginia

39.0%

55.9%

61.3%

University of California, Los

24.0%

41.1%

48.5%

41.0%

60.5%

65.5%

University of California, Berkeley

24.0%

45.4%

50.6%

Florida State University

70.0%

92.9%

94.6%

George Mason University

66.0%

88.4%

97.5%

University of California, Irvine

56.0%

85.5%

89.9%

College of William and Mary

35.0%

49.3%

53.9%

Angeles
University of California, San
Diego
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Harvard University

11.0%

12.5%

12.1%

Duke University

25.0%

36.2%

39.4%

Stanford University

13.0%

16.8%

17.6%

New York University

33.0%

47.0%

52.8%

University of Central Florida

62.0%

95.7%

95.9%

University of North Carolina,

35.0%

57.8%

63.6%

Yale University

13.0%

14.3%

15.1%

University of California, Santa

51.0%

69.2%

74.8%

University of Southern California

30.0%

69.0%

76.7%

Column Average

40.5%

58.1%

62.8%

Chapel Hill

Barbara

Note: Only universities with more than 20 total IB applicants are included. The
acceptance rates for “all applicants” were provided by each respective institution
International Baccalaureate students appear to fare very well. Of the 170
universities that received more than 20 applications from International Baccalaureate
students, only one had a lower admission rate for International Baccalaureate students
than for the overall applicant pool. Quite often, the International Baccalaureate
acceptance rate was double or triple the overall rate. At 29 of the 170 universities with 20
or more International Baccalaureate applicants, 100% of the International Baccalaureate
students were admitted. However, upon closer examination of the study, questions arise.
Why would not all of the universities and their corresponding acceptance rates be
included in the table? Also, wouldn’t the inclusion of averages and ranges provide
credibility to the table? Additionally, is it not a logical conclusion that Diploma
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candidates would be accepted at a higher rate than other International Baccalaureate
students? The datum becomes suspect when points such as these come to light.

University recognition is obviously a major concern for International
Baccalaureate students, parents and counselors. In fact, of all the students worldwide who
graduate with International Baccalaureate credentials, well over half of them matriculate
to post-secondary institutions in Canada or the USA (IBO, 2004). Therefore, it is not
surprising that many North American colleges and universities have developed policies
that recognize International Baccalaureate graduates. These institutions make it apparent
that they understand and appreciate the International Baccalaureate student and the
International Baccalaureate Diploma Programme. They do this in a number of ways: state
that the International Baccalaureate Diploma is taken into account in the admissions
process; provide a full year of credit for students who earn the International
Baccalaureate Diploma; recognize standard level courses and exams by providing credit
and/or placement for standard level results; recognize Theory of Knowledge; recognize
the Extended Essay; provide detailed information on the college courses for which
students can receive credit based on their International Baccalaureate exam scores; and
provide scholarships or scholarship opportunities specifically for International
Baccalaureate students (IBO, 2003). Many North American colleges and universities
recognize International Baccalaureate graduates. However, the International
Baccalaureate Organization fails to mention how these students rank amongst all other
students entering these post-secondary institutions. Perhaps they are the highest ranked
applicants and deserve special notice. If this is the case, the recognition is not due solely
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to the International Baccalaureate status like the International Baccalaureate Organization
would like the readers of their website to believe.

The University of Alberta, the recipient of more International Baccalaureate
transcripts than any other university in Canada, recognizes the academic background of
students enrolled in the International Baccalaureate Diploma Programme. Admission for
International Baccalaureate students is based on the higher of either the high school grade
or the International Baccalaureate score. A grade conversion scale has been implemented
for this purpose. The University of Alberta grants advance credit or advanced placement
in a number of International Baccalaureate courses (Higher and Standard Levels) with
scores of 6 or 7. The extent to which advance standing is granted varies upon the degree
programme to which the student is admitted. Students who are granted the International
Baccalaureate Diploma, and obtain a combined score of zero or better on the Extended
Essay and the Theory of Knowledge component, are granted advance credit for a 3-credit
Junior Open Elective. Each year, fifty International Baccalaureate Diploma Scholarships
are awarded on the basis of academic achievement to International Baccalaureate
Diploma graduates who register at the University of Alberta (University of Alberta,
2004).

Also interesting to examine is the University of British Columbia’s policy
towards International Baccalaureate students. With over 600 applicants from the
International Baccalaureate in 2003, it was the third highest recipient of International
Baccalaureate students in North America. They are also among the most generous
universities worldwide when granting first-year credit for International Baccalaureate
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courses. For example, UBC will grant 6 credits of philosophy for scores of A or B on
Theory of Knowledge. Scores of 5 or 6 on higher-level International Baccalaureate
courses will typically result in first year credit at UBC. International Baccalaureate
students have flexibility when applying the first-year credit they are granted. Students
have the option of either accepting the credit or repeating the credited course (University
of British Columbia, 2004).

The University of British Columbia (UBC) thinks that International Baccalaureate
students become outstanding university students; their scholarships awarded reflect this.
Of all the International Baccalaureate students from Canada admitted to UBC in 2004,
46% received a scholarship. Students who had an anticipated score of 35 or a final score
of 32 (including bonus points) were automatically awarded the Undergraduate Scholars
Programme, a complete scholarship package that included $2,500, early registration and a
guaranteed place in UBC residence (University of British Columbia, 2004).

UBC also feels that the combination of critical thinking, research and writing
skills learned in the International Baccalaureate Programme enables students to succeed
in the university learning environment. Because of the skills they have learned,
International Baccalaureate students provide leadership in classroom discussion and
group learning. Figures reflect this claim: International Baccalaureate students who
registered directly into second year courses scored an average of 7% to 12% higher than
their classmates. By taking the International Baccalaureate philosophy to its next logical
progression, UBC fosters the success of International Baccalaureate students and
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challenges them to take their skills to the international stage (University of British
Columbia, 2004).

The academic rigor of the International Baccalaureate Programme also seems to
be borne out by other authors such as Daniel & Cox (1992) and Thomas, (1998), whose
research found that in forty universities across the United States, International
Baccalaureate graduates have higher grade point averages than the average college
entrant. Similarly, Peterson (1987) found that college students who had International
Baccalaureate credentials performed better as undergraduates than did those without
International Baccalaureate credentials. Also, in 1994, McGill University conducted a
study of International Baccalaureate graduates and found that they performed better
academically than non- International Baccalaureate students (Schofield, 1999). The
information presented in these research studies does seem interesting but, once again,
must be taken in context. For example, how were the International Baccalaureate students
initially granted admission into the Programme? If a high level of motivation was an
original factor, it seems only natural that this drive would continue into the university
years. Although additional research is needed, the literature does seem to indicate that
participants in the International Baccalaureate Diploma Programme perform quite well on
standardized tests, are accepted into colleges and universities at high rates, and frequently
receive national recognition for their academic performance. However, it is important to
note that many schools have instituted criteria for admission into the International
Baccalaureate Programme at their school. Test scores, grade point averages and teacher
recommendations are just a few of the possible factors considered for admission into
some International Baccalaureate Programmes. This result indicates that some students
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are accepted into the programme because they are intelligent and highly motivated.
Would they not fair quite well, regardless of educational programme? This should be
taken into account when comparing International Baccalaureate students to the overall
population. Correlation of International Baccalaureate students and test scores or
university acceptance rates does not, necessarily, demonstrate causation. Additionally,
what is noticeably absent from the literature is research geared at the Middle Years
Programme and Primary Years Programme. Also unfortunate is the concentration of
studies based in the United States. Little work has been done within Canada to evaluate
the International Baccalaureate Programme against Canadian national standards. So,
while the research seems to indicate that the International Baccalaureate Diploma
Programme provides quality curriculum to students, further research in this area would
no doubt be illuminating. However, the academic lens is only one perspective from which
to evaluate the International Baccalaureate Programme. Economic, political, cultural and
physical lenses must also be considered.

An Economic Perspective
The economics of choice
The North Vancouver School District (NVSD) has projected an operating budget
shortfall of $7.5M for the next three years. A major part of this deficit resulted in a grant
reduction of $2M due to lower enrollment. Consequently, one of the North Vancouver
School District revenue options is to keep its current student base and attract new
students from outside of North Vancouver. This option speaks to the increasing
competition, in large part due to open enrollment, for school survival and is directly
linked to providing greater choice for parents and students. Open enrollment is defined as
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giving parents the ability to choose a school despite neighborhood boundaries. Educators,
such as “principal Neil Wyatt at Colonel By Secondary School in Ottawa credits the
introduction of the International Baccalaureate programme with helping to ensure the
school’s survival: more than half its students come from outside its official catchment
area” (Schofield, 1999, p.92). In this context, the International Baccalaureate Primary
Years Programme (PYP), Middle Years Programme (MYP) and Diploma Programme
(IBDP) provides the financial and academic means to attract new and current students
within a climate of greater parental school choice.
Under British Columbia’s new open enrollment policy, Brown (2004) compiled
the results of numerous parent interviews regarding school choice. Academic
achievement and student discipline ranked among the highest reasons for school selection
(Brown, 2004). Additionally, Smedley (1995) and Raptis and Fleming (2003) also found
that parents rate high standards and discipline very highly. School choice is a major
decision that can have a tremendous effect on a child’s future. To that extent, a closer
look at what the International Baccalaureate Programme has to offer is required prior to
implementation.
While the literature appears to support the International Baccalaureate
Programme’s claim to increase student international understanding, the term
“international understanding” can be difficult to define. Hinrichs (2003), in his study
comparing the levels of international understanding among International Baccalaureate
and Advanced Placement students, compiled categories of international understanding
from authors that use similar descriptions in their research (table 2.2). He attempted to
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identify if students increase their international understanding as a result of participating in
the International Baccalaureate Diploma Program.
The International Understanding Survey Questionnaire was administered to 27
junior and 26 senior International Baccalaureate students, and to 28 junior and 22 senior
Advanced Placement (AP) English and/or Social Studies students (Hinrichs, 2003). The
student population came from a high school in a school near Seattle, Washington.
Students also wrote their personal definitions of international understanding. Although,
International Baccalaureate Diploma Programme and Advanced Placement students did
not differ significantly on any of the categories of the survey questionnaire, the
International Baccalaureate Diploma Program students scored significantly higher in
terms of their personal definitions.
The numbers in Table 2.2 represent the presence of these seven international
understanding categories within each student’s definition. The table further illustrates a
noticeable difference between International Baccalaureate Diploma Program and
Advanced Placement students. However, the author astutely points out “the number of
students in the study was small and the results could not be generalized to a wider
population or a population outside this geographic area” (Hinrichs, 2003, p.344). Still, the
study does promote further interest at researching the International Baccalaureate
Programme’s ability to increase international understanding.
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Table 2.2
Categories of international understanding
Categories
IB (N = 53)
n

%

AP (N = 50)
n

%

Developing personal knowledge,
communication skills, attitudes,
ethical reasoning, and/or
responsibility necessary to live
effectively across cultures.

29

55

1

2

Recognition and appreciation of
ethnic diversity, cultural pluralism,
and diverse values and beliefs.

46

87

24

48

Recognition of interdependence and
connections of cultures and nations. 25

47

8

16

Understanding of contemporary and
historical global issues, their causes
and effects.

23

43

27

54

Valuing peace and international
interests over nationalism and
cultural identity.

4

7

1

2

Understanding how domestic
policies affect the world.

10

19

6

12

5

9

2

4

Respect for democracy and for
basic human rights.
Taken from Hinrichs (2003, p.340)

Such evidence can give parents and schools added insight at choosing or offering
International Baccalaureate Programmes. Ultimately, “the IB programme nurtures
attributes increasingly in demand in the world at large: communication skills, critical
thinking and the ability to speak a second language” (Schofield, 1999, p.92).
Consequently, the number of International Baccalaureate Programmes in North America
is rising. The two largest International Baccalaureate countries are the United States (406
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IB schools) and Canada (89 IB schools). In 2003, as compared to last year, Canada had 5
percent more schools offering International Baccalaureate exams; 5 percent more
students sitting for one or more International Baccalaureate exams; 10 percent more
exams being taken, and 16 percent more International Baccalaureate Diplomas being
awarded (Sjogren & Campbell, 2003, p.55). It seems parents and school districts are
making a choice.
In terms of schools and school districts choosing to implement an International
Baccalaureate Programme, it is still doubtful that the perceived high academic standard is
the main reason to undertake such a programme.
When people have to pay for education, they are more likely to make investment
decisions which will realize an economic return. Educational choices which best
advantage their children – possibly those they feel can help their children more
securely gain an advantage, particularly in the global competition for credentials –
are likely to be made (Potter & Hayden, 2004, p.91).
The same standard may apply for schools and school districts. For instance, is the
introduction of an International Baccalaureate Programme equated only to economic
survival masked as an educational opportunity? A closer analysis of the costs will be
required before attaining an answer.
Cost Analysis of the International Baccalaureate Programme
Before an International Baccalaureate Programme can be implemented, schools
and school districts will need to conduct a feasibility study identifying resources and
enter what International Baccalaureate North America (IBNA, 2004) terms the
consideration or investigation phase. This first of three phases involves: sending staff and
administrators to workshops, gaining support from the school community, developing an
implementation plan, purchasing International Baccalaureate related publications, and
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initial curriculum development. The second phase involves candidate schools
consolidating planning and implementation details. The final phase comprises the review
of the applicant school and authorization or rejection to become an International
Baccalaureate school (Prospective Schools Information, 2004).
The details within each phase vary depending on the level of the programme.
Table 2.3 summarizes the 2004-2005 fee structure in Canadian dollars unless stated
otherwise stated.
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Table 2.3
International Baccalaureate Fees for Schools
Prospective Schools / Candidate Schools
Application Part A (Intent to Apply) *
This sum must accompany a school’s request to become a candidate
school. It covers all costs for
$6400
x Two day consultation visit by mentor
x Services of a consultant for one academic year
x Subscription to the Online Curriculum Centre for one year
Application Part B
This sum must accompany a school’s request for authorization. It covers
$6700
all costs of reading application and a two day authorization visit.
Annual Basic Fee
This fee is payable by authorized schools and is due 1 September of each
academic year. It includes:
$3100USD
PYP, MYP
x Copies of all newly developed curriculum and teacher support
guides
$8180USD
x Subscription to IB World Magazine
DP
x Subscription to Online Curriculum Centre
Programme Evaluation Fee
This fee is charged 3-5 years after authorization. It covers all costs for a
$4500
two day visit.
Other costs – budgeted by the school
$660 each
x Ongoing teacher training at IB workshops
x Time to plan for application
x IB publications for teachers
x Costs for the PYP, MYP, DP Coordinators (min. 25% release
time)
x Resources for second language teaching and internationalism
* In Part A, Diploma Programme Prospective Schools have the option to not request a
mentor making the fee only $1500.
Taken from the PYP, MYP and IBDP Prospective Schools Information, IBNA August
2004
Clearly with the costs outlined in this table, school districts have to make a value
assessment. Are the costs worth it? According to one author, the suggestion is “if you
build it, they will come” (Hargrove, 2003). Consequently, politicians are taking note and
in Florida additional funding and scholarship funds are given for successful International
Baccalaureate final exam completion (Schofield, 1999). However, given the high costs to
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start up and maintain an International Baccalaureate programme at any level, a great deal
of consideration needs to be given to the finances prior to implementation.
Again the question arises, is best practice or economic survival dictating the
rationale to implement an International Baccalaureate Programme? If the answer is the
former, Codrington “argues that best practice in international schools should focus…to
meet the individual needs of each student, including ongoing professional development
and feedback for teachers, and emphasizes a clear separation of governance and
management” (2004, p. 173). However, the reality seems to show that benefits and costs
are considered articulated together.
The ‘business approach’ to education can be characterized with a “focus on
control, accountability and achievement of short term goals” (Codrington, 2004, p.177).
Central to this discussion is the meaning of accountability. Robertson (2003) outlines two
different interpretations:
One represents accountability as giving an account of one’s practices voluntarily,
the other as being called to account by another party; the former is an internal
form of accountability emphasizing trust and support, the latter is an external
form of accountability emphasizing pressure and inspection (p.277).
It is this second interpretation that describes a market-based accountability.
Hence, what are the teachers’ perceptions of accountability at an international school?
Which interpretation does the International Baccalaureate Organization advocate? What
forms of accountability measures are enforced in an International Baccalaureate school?
Poulson (1998) identifies four forms of accountability to:
x oneself and one’s values – moral accountability
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x other professionals or colleagues within an occupation or institution –
professional accountability
x clients or stakeholders of the institution – client accountability
x funders, government – contractual accountability
It is the client accountability that has recently defined educational accountability
in British Columbia. Unfortunately, this type of accountability has been externally
imposed, thereby hegemonic in nature. “The neo-liberal economic hegemonic consensus
brought about by the predominantly New Right governments in many Anglophone
countries over the last 20 years have been the driving force for such a free-market,
business approach to educational accountability” (Robertson, 2003, p.281). The freemarket aspect represents client accountability in an environment where educators must be
accountable to its stakeholders. Hence, a client accountability emerged that was
externally imposed on education with the assumption that the use of business strategies
would be the best method to reform education. This equates to an emphasis on
quantitative measures.
Quantitative measures translate into standardized testing for measuring student
achievement. These fixed performance indicators allow school based competition to
thrive by:
…allowing school choice by opening boundaries within and across school
systems, school privatization plans, the creation of charter schools, magnet
schools, academies and other specialized educational facilities. Competition also
is increased by altering the basis for school funding so that money follows
students (e.g. vouchers, tuition tax credits), and publicly ranking schools based on
aggregated student achievement scores. These tools are often used in combination
(Leithwood et al., 1999, p.21-2).
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The adoption of a market approach to evaluate education is synonymous with the client
version. The question remains, is this external approach that seems to foster greater client
accountability, improving our educational systems? Several studies have shown that this
free-market approach has actually had an opposite effect (Macpherson et al., 1997, Ball et
al., 1997). For instance, the trend toward decentralizing schools in order to become more
competitive has actually led to increased centralization and resulted in less, not more
public involvement. Consequently, it has produced a hierarchy of schools with “schools
selecting parents rather than parents selecting schools” (Macpherson et al., 1997, p.7).
Are programmes like the International Baccalaureate affected by this neo-liberal
economic hegemony?
The International Baccalaureate Organization does use external accountability
measures for schools wanting to run their programmes. For instance, the schools are
visited prior to becoming an authorized International Baccalaureate school to ensure it
has met specific requirements. After authorization, the school will be monitored through
evaluation visits. In terms of teacher and student accountability, there are measures
required to ensure the successful implementation of the programme. These include
teacher workshops and an importance on criterion-based evaluation. Unlike the Primary
Years and Middle Years Programmes, the International Baccalaureate Diploma
Programme “is largely based on external examinations, which provides a certain degree
of standardization intended to enable universities to assess students’ level of
achievement” (Robertson, 2003, p.294). Robertson’s study (2003) found that these
external measures were generally well supported by all stakeholders. It was also reported
that despite these external accountability measures, the school still emphasized
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professional accountability and flexibility that countered any hegemonic sentiments.
When compared to other schools, the international school did not seem to be adversely
affected by neo-liberal economic hegemony (Robertson, 2003).
Clearly, economic survival in an increasing climate of competition must be
considered when evaluating the implementation of an International Baccalaureate
programme. Yet does this consideration override all academic considerations and any
notion of ‘best practice.’ Within these considerations comes the question of
accountability. This term has taken a hegemonic meaning in the educational world and
needs to be further investigated as it relates to an International Baccalaureate Programme.
A Political Perspective
The politics of school choice
What are the political issues surrounding school choice? After reviewing various
publications, legislation, policies and research, the first issue appears to be with the term
itself. What exactly is school choice? The term is used in a wide variety of ways that
might be best thought of in terms of four basic clusters along a continuum (Richmond
School District, 2001; Smith and Kleine, 1995).
Å-------------------------------------------------------------------------------------------------Æ
Personal control
Alternate Programmes
Open Boundaries
Vouchers
A brief explanation of each of these clusters is needed in order to clarify what
“choice” means in reference to the International Baccalaureate Programme. At one end of
the continuum is personal control. This refers to programmes in which parents or
students have more control over the educational experience than in typical cases. Parents
might be able to choose a child’s teacher or determine curriculum objectives, learning
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materials, instructional strategies or assessment techniques. Students also may be
permitted to choose some of their courses. In some cases, school choice refers to alternate
programmes. These programmes operate at the school or district level, and are based on
individual preference (elective courses in secondary schools, school based enrichment
programmes, and specialty programmes) or are based on an objectively identified
learning need (district learning support services). Sometimes, alternate programmes are
proposed as options within a school and sometimes as the focus of an entire school, in
which the term “magnet school” is sometimes used. Moving further along the continuum
of school choice is the concept of open boundaries. Open boundaries refer to instances in
which parents/students choose to attend schools outside their catchment area or
designated/neighborhood school. At the opposite end of the choice continuum is
vouchers. Vouchers refer to funding which comes directly from the state/province for
parents/students to use to register or enroll their children in public or private schools of
their choice (Brayne, 2004; Richmond School District, 2001).
The continuum described above is useful in helping to clarify what “choice”
refers to. It is a convenient way of grouping programmes into specific clusters; however,
in doing so the continuum is also problematic. In many instances, programmes do not fit
neatly into one specific cluster, and may have components of one or more clusters and as
such are not able to be easily classified as “parental control” or “alternate programme”;
“alternate programme” or “open boundary”. This is the case with the International
Baccalaureate Programme. International Baccalaureate Programmes fall under the
heading of alternate programmes, as they are programmes specifically designed to meet
individual students’ learning needs, and in doing so offer students’ specialty courses and
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programming. They also fall into the category of open boundaries, as they are offered
only at specific schools and not at every neighborhood school.
The issue of school choice is a contentious one, with advocates and opponents of
school choice each having strong and valid reasons for their particular views and
opinions. Individuals who advocate for school choice each have their own specific
reasons, but based on the research (Brayne, 2004: Ryan and Heise, 2002; Richmond
School District, 2001; Hill, 1996; Viteretti, 1996) there appears to be two clear categories
of motivation, individual liberty and market forces.
Those who advocate for school choice on the basis of individual liberty have a
strong aversion to the monopoly of the public school system and the restrictions imposed
on personal choice by the government. They believe that choice in schools and
programmes will cause a higher level of parent support and involvement, and in doing so
will improve student learning. The International Baccalaureate Programme clearly is a
programme in which there is strong parental involvement and a strong academic/learning
focus (IBO, 2004).
The second category has a more direct focus on improving student learning
through competition and market forces. This is based on the belief that the same
dynamics that drive an open economy can be applied to education. The freedom of
individuals to choose their programme or school is fundamental to this approach.
Advocates claim that market forces result in increased creativity and productivity by
requiring programmes and schools to improve; weeding out ineffective programmes and
schools; and expanding successful programmes and schools. The International
Baccalaureate programme is a specialized programme, which is based on a common
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philosophy and common characteristics. The programme aims to develop the whole
student, and helps students to grow intellectually, socially, and culturally (IBO, 2004).
The International Baccalaureate Organization (IBO) works with schools, governments
and international organizations to develop challenging programmes of international
education and rigorous assessment. This structure ensures that the International
Baccalaureate Programme is evaluated frequently, and adapted in order to meet the
current demands of the market.
Opponents of school choice argue that expertise and social cohesion are two
issues of concern (Richmond School District, 2001). They hold that public education is a
complex affair and that the interests of children and community are best served by
allowing experts to determine educational objectives, student needs, and the most
effective programmes to meet those needs. They contend that it should be a professional
assessment of needs that should determine a student’s basic educational programme, not
the personal choice of parents or the student. These concerns are certainly upheld when
discussing a programme like the International Baccalaureate. The second issue surrounds
social cohesion. Social cohesion is only created when all elements of society meet, share
common experiences, and learn to live with and respect each other, thus establishing
norms of inclusiveness and reciprocity. The purpose of public schools in a democratic
society is to offer schools and programmes that reinforce these norms. This purpose,
however, is undermined when the system is fragmented by a range of schools and
different programmes, such as the International Baccalaureate Programme.
School choice is wrought with political issues, including: the definition of the
term choice, the difficulty of categorizing and classifying specific educational
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programmes, and the various advantages and disadvantages of choice programmes. There
will always be groups in favor of the implementation of choice programmes as well as
groups opposed to school choice and the implementation of choice programmes.

Admission Requirements
Each school offering an International Baccalaureate Programme is responsible for
establishing its own admission requirements. As such, there are tremendous variations in
admission requirements. In the Lower Mainland, there are many schools offering the
International Baccalaureate Diploma Programme. Of the schools currently offering the
International Baccalaureate Diploma Programme, there is a clear difference in admissions
requirements between private and publicly funded schools. There are also differences in
admissions requirements for the Primary Years Programme and the Middle Years
Programme (http://www.stratfordhall.bc.ca; http://www.vsb.bc.ca). For example, Sir
Winston Churchill Secondary is a publicly funded grade 8-12 high school located in
Vancouver, BC. Churchill offers the International Baccalaureate Diploma Programme.
Students wishing to get into the programme must write an entrance exam and submit
copies of marks and current report cards. The programme is offered at no cost to students.
The International Baccalaureate Diploma Programme is also offered at Britannia
Secondary School in Vancouver, BC. Britannia Secondary is also a publicly funded (812) school; however the admission process differs from that at Churchill. At Britannia,
students are admitted based on the results of testing, interviews, report cards and marks,
and a handwritten essay detailing why the student wishes to be in the programme.
Stratford Hall is a K -12 independent school located in Vancouver, BC. All three IB
programmes (Primary Years, Middle Years and Diploma Programme) are currently
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Primary Years
Programme are characterized as: inquirers, thinkers, communicators, principled, caring
and open-minded, risk-takers, knowledgeable, reflective and well-balanced
(http://www.stratfordhall.bc.ca). In order to be accepted into the programme an
enrollment application along with the evaluation fee of C$160.50 is required before an
assessment is arranged. The first round of student assessment is in early March. Students
are first assessed in small groups doing a variety of play-oriented tasks. This is followed
by a one-on-one session with a teacher who will determine the child’s current level of
knowledge and skill. If the student is deemed to have the characteristics discussed above,
they will be admitted into the PYP at Stratford Hall. The basic annual tuition for students
in the Primary Years Programme is C$7700. At Stratford Hall, students interested in the
Middle Years Programme and International Baccalaureate Diploma Programmes are
required to demonstrate their abilities in mathematics, writing, reading comprehension,
and general knowledge in a teacher-led session. In addition, previous and current report
cards must be presented.
To date, the International Baccalaureate Organization has not established a
common set of admission requirements for entrance into the Primary Years Programme,
Middle Years Programme, or International Baccalaureate Diploma Programme. As a
result, the admissions process is left up to the discretion of the admitting school. This
gives the school a significant amount of leeway in determining which students are
accepted into the programme and which students are not. Are the academically bright and
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elite accepted more frequently? Are the multi-talented and well rounded students given
an equal opportunity? The following section will address these important questions.
The Charge of Elitism in International Baccalaureate Programmes
What is meant by the term elitism? Elitism is often defined as the selection and
treatment of people as superior in some way and therefore favored. This connotation
creates negative feelings toward those selected (http://www.pleasantan.k12.ca.us). It has
been argued that International Baccalaureate Programmes are elitist and serve only a
privileged population (Ryan and Heise, 2002; Hill, 1996; Herron, 1985). Is this a valid
argument?
At its inception in 1968, the International Baccalaureate Diploma Programme was
generally found in private, international schools that tended to serve privileged families.
Today the International Baccalaureate Organization (IBO) offers three programmes to
schools: the Diploma Programme, for students in grades 11/12; the Middle Years
Programme, adopted in 1994, for students ages 11 to 16; and the Primary Years
Programme, adopted in 1997, for students aged 3-12. The International Baccalaureate
Organization has always been committed to making an International Baccalaureate
education available to students from all types of backgrounds. This is particularly true in
North America where over 90% of schools offering the International Baccalaureate are
public schools (IBO, 2004). These are schools of all types –urban, suburban, magnet,
comprehensive, wealthy, poor and mixed socio-economic populations – and their
International Baccalaureate Programmes serve all types of students.
It has also been argued that International Baccalaureate Programmes are elitist in
that they primarily serve gifted and honours students (Ryan and Heise, 2002; Hill, 1996;
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Herron, 1985). The International Baccalaureate Organization permits International
Baccalaureate authorized schools to implement their programmes in ways that will best
meet their local needs. This means that there are a wide variety of student enrollment
patterns in International Baccalaureate Programmes across North America. This variety is
particularly apparent in the International Baccalaureate Diploma Programme. Many
schools see the International Baccalaureate Diploma Programme as a way to address the
needs of gifted and honours students; as a result these schools tend to have selection
criteria (such as grade point average, standardized test scores, teacher recommendations,
essays) for admission to their International Baccalaureate Diploma Programmes. Other
schools, however, allow any willing student to attempt to enter the programme and often
provide specific services to support students in their efforts.
While the International Baccalaureate Diploma Programme and occasionally the
Middle Years Programme are implemented by schools as programmes for a select group
of students, the Primary Years Programme is not. The Primary Years Programme is
expressly designed for every student on campus, using what is referred to as “a wholeschool approach.” This programme focuses on the development of the whole child,
addressing social, physical, emotional and cultural needs. It also gives children a strong
foundation in all of the major areas of knowledge and strives to help children develop an
international perspective by becoming aware and sensitive to different points of view.
As evidenced in the aforementioned section, the charge of elitism does not seem
to be well grounded. Although schools are granted their own discretion in selecting
students for the programme, the International Baccalaureate Organization firmly indicates
that the programme is designed to meet the needs of a variety of students, not just the best
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and the brightest. By admitting students with various skills and talents, the IB programme
encourages and caters to a wide variety of students. The fact that the programme caters to
various students is important, as it ensures that there is continued interest in the
International Baccalaureate Programme by many different types of students, which in
turn, contributes to the sustainability of the programme.
Sustainability
In order for an International Baccalaureate programme to be sustainable, it will
need to attract a given number of students. As Hill (1996) suggests in The Educational
Consequences of Choice, it is possible for a school or programme to rely on a reputation
for exclusivity or superior quality, but not all programmes can credibly claim to be the
best. He suggests, however, that every school or programme can offer something that
gives it an identity – a specific curriculum, social climate, or extracurricular programme –
that attracts the interest of parents and students. He adds that once a school or programme
has established an identity, it must deliver on its promises well enough to keep current
students from transferring out of the programme, create a certain loyalty among families
with several children, and attract enough new students each year.
Teacher Qualifications
In order to teach International Baccalaureate recognized courses, teachers must
acquire the prerequisite training offered by the International Baccalaureate Organization.
In North America, the International Baccalaureate Organization has recently
implemented a four-tiered training model: Orientation, Level 1, Level 2 and Level 3
(IBO, 2004). Depending on one’s teaching experience and more specifically, one’s
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International Baccalaureate teaching experience, training is delivered in a workshopbased format.
The first tier is Orientation. According to the IBO (http://www.ibo.org), this is an
introductory workshop that is designed for school officials and leaders investigating the
feasibility of bringing an International Baccalaureate programme to their schools. Level 1
is an application & authorization workshop that provides training and assistance for
schools that have decided to apply for IB authorization. Level 2 is specifically for
teachers who have completed Level 1 training and/or who teach in schools that have
begun to implement an International Baccalaureate Programme. Level 3 are topical
seminars (three to five days in length) which cover topics of interest to both new and
advanced International Baccalaureate teachers but do not necessarily prepare schools,
teachers, and students for processes unique to the International Baccalaureate. Level 3
and orientation workshops are the only workshops open to teachers outside of the
International Baccalaureate. The following tables (2.4 and 2.5) explain the workshops in
further detail.
Table 2.4
Levels of training offered by the International Baccalaureate Organization
Teaching Experience/
Orientation Level 1
Level 2
3
New/New
X
Experienced/New
X
X
Experienced/Experienced
X
All Educators
X
X
Adapted from www.ibo.org
Table 2.5
Workshop Levels/Goals/Objectives
Workshop Level
Orientation

Goals
To provide accurate information

Level
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concerning IB programmes. To provide
a resource for schools and school systems
considering IB programmes.
Level 1
To provide accurate information to
schools planning application to the IB.
To increase the ease of application and
authorization. To enable schools and
teachers to be successful in early years of
IB
Level 2
To improve the quality of authorized
schools’ IB programmes. To form a
community of schools offering IB
Programmes.
Level 3
To improve the quality of authorized
schools’ IB programmes. To form a
community of schools offering IB
Programmes.
Adapted from the International Baccalaureate Website (www.ibo.org)
The International Baccalaureate Organization offers workshops in various
locations in North America throughout the year. However, the number of workshops
offered in North America is minimal. North American workshops are usually only
offered in major cities in Canada and the United States. It is difficult to obtain the
training without having to travel considerable distances to attend workshops. In the
period spanning from October 2004 – March 2005, the Level 1 workshops were only
available in Charlotte, NC; Montreal, QC; Chicago, IL; Vancouver, BC; and Salt Lake
City, UT (www.ibo.org). Considering the number of International Baccalaureate
Programmes currently in existence in Canada and the United States, this seems quite
limited. Linked to the issues of teacher professional development and training by the
International Baccalaureate Organization are the issues surrounding teachers’ unions.
Union Issues
Teachers' unions are an important voice in the process of school choice and
International Baccalaureate implementation. Unions have played a crucial role in
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protecting the rights of teachers, improving working conditions in schools, and attaining
more competitive salaries. Union leaders have been at the forefront of initiatives to
upgrade teaching and performance standards in education. One issue that has arisen in
reference to the International Baccalaureate Programme is the fact that teachers must
complete the training required by the International Baccalaureate Organization in order to
teach in an International Baccalaureate Programme. If, for example, a teacher without
International Baccalaureate certification had more seniority than a teacher with the
certification and both were vying for the same job, who does one hire? Most unions state
that, all other issues being equal, the person who has seniority should get the job. The
International Baccalaureate Organization, however, stipulates that the training educators
must take to be International Baccalaureate certified is professional education and, as
such, if the person with the most seniority applies for the job, they should be given the
job provided they complete the requisite training.
A Political Summary
The Political Perspective discussed above details some of the difficult issues
surrounding the implementation of an International Baccalaureate Programme. Issues
arise surrounding the implementation of a programme of choice. There are also many
questions surrounding the admissions process and charges of elitism regarding such
programmes. In addition, there is controversy surrounding the required teacher
professional development and training by the International Baccalaureate Organization.
Currently there is not a lot of empirical research to support or refute these issues, nor
have any definitive conclusions been made. Taken together, are these issues enough to
warrant being cautious about the implementation of an International Baccalaureate
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Programme? Or, are they just an inevitable fact of implementing an alternative
programme of choice which will always be met with opposition by some groups?
A Cultural Perspective
By nature, school culture is a qualitative lens through which to view school. It is
the atmosphere present within the school that affects the quality of learning and teaching
that takes place in an institution. A positive school climate opens doors, allows for risktaking, and broadens the horizon of learning success. A controversial school climate can
be frustrating, cause deception, make learning difficult, and if not addressed, lead to a
negative school climate. A negative school climate is stifling. In determining the viability
of an International Baccalaureate program in a school, one must carefully analyze the
current school culture. Any signs of controversy must be addressed before a new program
can be successfully implemented because the International Baccalaureate programme, in
and of itself will have both positive and negative effects on the overall attitudes,
awareness, and achievements of students, teachers, administrators, parents, and
community.
The International Baccalaureate programme is intended to meet the academic and
social needs of gifted individuals. According to Tookey, author of The International
Baccalaureate, the curriculum emphasizes "high international standards... and an
atmosphere that provides tangible positive consequences for excellence... various sets of
criteria for each subject, acknowledge and reward diverse abilities…" (99/2000, p. 11).
Additionally, the program values diversity and challenge and provides opportunities for
personal work and motivation (Tookey, 99/2000, p. 11). It is essential for the teaching
staff to work effectively and strive to implement these values in their classrooms so that

Evaluating the International Baccalaureate 59
students will benefit academically and culturally.
The positive culture generally found in schools with International Baccalaureate
Programmes is one of many desired outputs in primary, middle, and secondary schools.
The strict adherence to the aforementioned standards from preliminary review through
program implementation and periodic evaluation is vital to success. Prospective schools
must be willing to adhere to elaborate standards which promote a whole school
philosophy such a standard A2 which states "the school promotes internationalmindedness on the part of the adults and children in the community school"
(www.ibo.org, Application for Primary Years Programme). In order to implement global
standards, it is important that all members of the school community believe in the values
addressed as well as the concept that all students are able to achieve. With the school
adhering to these standards, the culture one experiences can be very rewarding.
"Although the Primary Years Programme was originally developed for schools that
taught students of many nationalities, the student profile clearly describes a kind of
person that every school should seek to develop" (Singh, Oct. 2002, p.2). In many public
schools this is a common standard that teachers and administrators strive for with their
students. The International Baccalaureate programme, however, attempts to mandate it.
While there are three different International Baccalaureate Programmes, the
literature suggests that the common goals are all very similar. Each program emphasizes
diversity and growth. Developing a connection between curriculum objectives and
attitudes of the students is vital to all of the International Baccalaureate Programmes. The
breadth of the programme makes it stand apart from the public school curriculum.
Allowing students to explore different cultures and creating international awareness are
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goals of the International Baccalaureate Programme that potentially have specific
implications on students. When discussing the benefits of the program "credit was given
to the International Baccalaureate curriculum breadth and language learning in
facilitating mobility, both cultural and geographical" (Hayden, 1997, p.354). This breadth
appears to encourage students to develop a greater tolerance and understanding towards
all people. "Students identified no longer being able to relate to the racial prejudices of
their peers as an effect of ‘being international’" (Hayden, 1997, p. 355). These types of
positive attitudes towards all people are contagious and promote a positive school culture
through general awareness and peer support. It is important to note, however, that current
studies have not delved into determining if positive peer relations are a direct result of
programme or family influences. Nonetheless, parents and educators emphasizing these
areas create a climate where children become more aware of their local and international
surroundings. The International Baccalaureate Programme is dedicated to helping
individuals become successful; these personal gains are extremely important in creating a
positive overall atmosphere in school. "The culture that a successfully implemented IB
programme can create in a school is conducive to the continued growth of a gifted
adolescent academically and cognitively, as well as motivationally, emotionally, and
socially" (Tookey, 99/2000, p.12). A school with this type of culture is likely to be
successful in all areas; developing well rounded students and achieving high social and
academic standards.
Achieving and maintaining high academic standards requires that the program
implement a plethora of modern evaluation techniques. It is not enough to rely on
standardized testing. Educators must employ a variety of clearly outlined rubrics,
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portfolio assessments, and traditional testing. They must also make sure that assessments
are differentiated (Tookey, 2000). The variety of evaluative techniques employed by
International Baccalaureate Programmes allow for more learning styles to prosper and
create a more positive culture. The more success there is, the better the attitude of the
people in the organization. Interestingly, some of the methods of evaluation that have
been an integral part of the International Baccalaureate Programme since its inception
have recently been incorporated into localized curriculums. British Columbia, for
example, uses performance standards as a rubric for all teachers from kindergarten to
grade 9.
While the assessment process of the International Baccalaureate Programme
breeds success and establishes exceptionally high academic and social standards, it also
breeds competition. Competition within schools is often attributed to promoting high
achievement among the students. Unfortunately, competitive pressures can lead to
immoral decision making such as cheating and sabotage. These pressures can lead to a
diminished school climate. Taylor, Poegrebin, and Dodge, author’s of Advanced
Placement Advanced Pressures: Academic Dishonesty Among Elite High School
Students, describe a sample of 32 students and the top 10% of their class in a Denverbased International Baccalaureate Programme. The study noted that 80% of the students
had cheated to enhance their grades (December, 2002). The authors go on to say that
"schools create extremely competitive environments through the process of continual
testing, grading, and comparing students academically to one another" (Taylor,
Poegrebin, & Dodge, 2002, p. 2). Therefore, the question of whether or not the
International Baccalaureate Programme is forcing students to work beyond their
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capabilities arises. Additionally, Taylor, Poegrebin, and Dodge note that "accelerated
students appear to perceive themselves as being in a school within the school. Sustained
good standing in this group... must be continually earned by good academic achievement
throughout the school year" (December, 2002, p.7). It is easy for students to become part
of cliques that separate according to academic achievement. The pressures of fitting in
amongst International Baccalaureate students, causes individuals or groups to exclude
others and plays a large role in the continuation of cheating and sabotage.
Some schools that have an International Baccalaureate Programme avoid possible
segregation by allowing all students to take part in International Baccalaureate classes.
"But our school we do not have ‘gatekeepers’ or policies that exclude students from
taking IB or AP courses. This is indeed a shock to some people, because that some IB
school students have to ‘apply’ to take the courses" (Singh, October 2002, p.4). This type
of policy can open doors to students who normally would not consider being in the entire
International Baccalaureate Programme that are capable achieving high standards in
certain subjects.
When attempting to understand the effects of an International Baccalaureate
Programme on the culture of the school, it is important to understand that the information
is subjective. Current research supports the fact the International Baccalaureate
Programmes intend to promote diversity and acceptance among students and school
community. It can be concluded that the International Baccalaureate Programme
enhances, challenges, and provides enrichment for its students. Competition and its
apparent social and academic effects on the students, however, are still an issue.
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The Physical Needs an International Baccalaureate School
In order to provide the elements of diversity, enrichment, and challenge that
International Baccalaureate Programmes promote, specific facilities are required. The
physical infrastructure of the school covers all the amenities that the school has within its
walls. Human resources refer to the expertise provided by staff, faculty, and
administration to support the program. In assessing the viability of implementing an
International Baccalaureate Programme, schools cannot ignore the significance of rooms,
networks, and resources within the school. International Baccalaureate approved schools
are expected to provide the following facilities:
-Library media resource centre
-Language rooms
-Music Room
-Gallery/Exhibition Place
- Sports Field

- Computer lab
- Art room
- Theatre/Drama room
- Gymnasium
- Outdoor Education Facility

These facilities contribute to a dynamic school setting. Multiple types of rooms allow for
implementation of a diverse curriculum. While the specific facilities are important
considerations, it is possible for a school to manipulate facility use by using one room for
many purposes or rotating classes through a facility at different times. The computer lab
and the library resource centre, however, are not easily manipulated because of a large
role they each play in International Baccalaureate Programmes.
Much of the International Baccalaureate Programme is based on technology. The
international world is technologically advanced and teachers and students alike need to
use technology for research and work. Within the arena of technology, the International
Baccalaureate Programme focuses on several different curriculum areas including:
computer science, design technology, and information technology (www.ibo.org).
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Beyond the technological curriculum, schools must be able to access the online
curriculum provided by the International Baccalaureate Organization to reinforce content
area instruction. Laptop computers, projectors, and other media play key roles in
implementing curriculum. It is essential that schools seeking to host an International
Baccalaureate Programme have a state-of-the-art technology center and a technologically
literate teaching staff to operate the resources. This resource center must have a sufficient
number of computers available to staff and students and provide online networks that
support the hardware.
In addition to being computer literate, teachers in an International Baccalaureate
Programme must exhibit excellence in teaching, be prepared to commit to International
Baccalaureate specific training and professional development, and seek to grow
personally and academically. Teachers varied in their expertise are needed to run
dynamic classes in the arts, humanities, and sciences. A staff diverse in languages,
cultures, and nationalities is essential in developing a strong International Baccalaureate
Programme. School districts desiring an International Baccalaureate Programme not only
need to be aware of these requirements, they must be willing and able to commit time and
money toward attaining, maintaining, and retaining these resources.
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Chapter Three- Research Methods
This study evaluated current International Baccalaureate Programmes using a
mixed methods design that encompassed the acquisition of both qualitative and
quantitative data. The purpose of using both forms of data collection was to benefit from
the strengths of each type in order to enhance the results of the research (Hittleman &
Simon, 2002). Quantitative and qualitative measures are characterized by different
techniques for data collection. Aside from the most obvious distinction between numbers
and words, the conventional wisdom among evaluators is that qualitative and quantitative
methods have different strengths and weaknesses (National Science Foundation, 1997).
Quantitative research is relatively quick to perform and provides precise,
numerical data. The data analysis is relatively less time consuming than that of qualitative
data and is useful for studying larger groups of people. However, the researcher’s
categories that are used might not reflect the respondents’ understandings. In contrast,
qualitative research produces data based on the participants’ own categories of meaning
and is useful for studying a limited number of cases in depth. Major weaknesses, though,
include the facts that the knowledge produced might not generalize to other people or
other settings and that the results are more easily influenced by the researchers’ personal
biases and idiosyncrasies (National Science Foundation, 1997).
Quantitative and qualitative techniques provide a trade-off between breadth and
depth, and between the ability to generalize and target specific populations. Mixed
methods designs can yield richer, more valid, and more reliable findings than evaluations
based on either qualitative or quantitative methods alone. The mixing of methods, or
triangulation, allows for diverse standpoints and viewpoints to cast light upon a particular
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topic. A further advantage is that a mixed methods approach can add insight and
understanding that might be missed when only a single method is used. Furthermore,
quantitative and qualitative approaches used together can provide stronger evidence for a
conclusion through the convergence and corroboration of findings.
Purposeful sampling was used as a selection tool in this study. This is a strategy
that serves purposes other than representativeness or randomness. Basic to this type of
sampling is the importance of selecting “information-rich” cases from which you can
learn much about the issues that are important to the study. The design was to identify
teachers and parents of students who were currently involved in International
Baccalaureate Programmes. The logic behind this was to partake in an in-depth study of
information-rich cases.
School Contexts
Two schools made up the sample for this research: Britannia Secondary
Community School and Sir Winston Churchill Secondary School. Britannia and
Churchill are both public high schools within the Vancouver School District in
Vancouver, British Columbia, Canada.
The Vancouver School District is a large, urban and multicultural school district
that includes some of the most affluent and impoverished urban neighbourhoods in the
Canada. This setting, while providing wonderful opportunities for learning, also provides
serious challenges. The district is among the most diverse and complex of all public
school systems in Canada, with an annual enrolment of approximately 56,000 students in
Kindergarten through Grade Twelve. Of these, 32,000 are elementary school students
while the remaining 24,000 are enrolled at the secondary level. District learning sites
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include 74 elementary schools, 17 elementary annexes, and 18 secondary schools
(Vancouver School Board, 2004).
The diversity of the students within the district is remarkable. Fifty-five percent of
Kindergarten to Grade twelve students are designated ESL (English as a Second
Language) according to Ministry criteria and 61 percent speak a language other than
English at home. In fact, 110 different languages have been identified in Vancouver
schools. Four percent of elementary and three percent of secondary students are
Aboriginal learners. Poverty among children and their families is increasing in the city
and the country. The spread of poverty within and outside the borders of what is usually
considered Vancouver’s inner city has far-reaching consequences for the Vancouver
School District. Demands for services to help vulnerable children are continuing to grow.
Twelve elementary schools receive district funding as Inner City Schools and sixteen
percent of students participate in a school meal programme (Vancouver School Board,
2004).
The programmes and services offered by the Vancouver School District address
the combinations of challenge, need, opportunity, and potential that exist in every
student. On the one hand, many students living in this urban environment are able to take
advantage of opportunities to experience and learn from diverse cultures and reap the
benefits of involvement with highly sophisticated and experienced arts and recreational
groups. On the other hand, many children, due to poverty and other inhibitors, are
excluded from the choices and opportunities that a city the size of Vancouver can offer.
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The Schools
Britannia Secondary Community School, which opened in 1908, is the oldest
secondary school in Vancouver. It is situated on a 16 hectare site which includes
Britannia Elementary School, Hastings Adult Learning Centre, Britannia Community
Services Centre, Britannia Community Library (Vancouver Public Library Branch), and a
host of recreational, educational, and community services. The over-all administration on
site is done cooperatively, by the Britannia Community Services Centre, through a
partnership established in 1975 between the Grandview-Woodlands and Strathcona
communities, Vancouver City Council, Vancouver School Board, Vancouver Parks
Board, and the Vancouver Public Library Board (Vancouver School Board, 2004).
Britannia is a comprehensive community school serving approximately 900
students in grades eight through twelve: 780 students attend class in the main school and
about 100 are enrolled in alternative programmes attached to the secondary school.
Approximately 190 students are First Nations and 60 students are designated ESL
English as a Second Language) students. The staff is comprised of 56 teachers and 32
support staff members (which includes a community education coordinator, a drug and
alcohol counsellor, a school nurse, school support B program workers, a library staff
assistant, computer tech support workers, career information assistants, multicultural
workers, and First Nations support workers) (Vancouver School Board, 2004).
Britannia is an “inner city school”. On a daily basis, there are situations and
circumstances often associated with impoverished urban communities. The latest figures
show that 31.85 percent of the students live in households that receive income assistance.
It is also true that Britannia serves a vibrant community of diverse cultures, interests and
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needs. Home languages of its students reveal that this diversity is reflected within the
student population with at least 38 different languages spoken; English (31%), Chinese
(41%), Vietnamese (10%), Spanish (5%), and Tagalog (3%). Britannia’s catchment area
also has the highest concentration of Aboriginal Peoples in Vancouver (9.5% of the total
population) (Vancouver School Board, 2004).

Sir Winston Churchill Secondary School is located in a largely residential
neighborhood in south Marpole near Oakridge. It is a comprehensive school of
approximately 2,000 students in grades 8 through 12, supported by over 100 teachers.
With over 40 first-language groups, the school's student population is decidedly
multicultural. Approximately 90% of students choose to attend post-secondary
institutions. Consequently, academic excellence is a priority with students and parents
and, as a result, many students each year are recognized for their academic
achievements. Churchill graduates have received provincial scholarships at a rate in
excess of twenty percent of each year's graduating class (Vancouver School Board,
2004).

The feeder schools for Churchill include Sexsmith, David Lloyd George, and
Laurier. Sexsmith Community School currently enrolls 410 students reflecting diverse
multilingual and multicultural backgrounds. In the school community, there are over
twenty different languages spoken. David Lloyd George Elementary School’s pupil
population represents a wide range of cultural and economic backgrounds. English as a
Second Language learners comprise approximately fifty four percent of the student body.
There are 28 different languages identified as home languages by the families and there
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are thirty-one countries listed as the birth countries of its students. Additionally, Lloyd
George has a growing number of Eastern European students enrolling. Sir Wilfrid Laurier
Elementary School is located in a community with a combination of upper middle socioeconomic level families as well as families in a more transient, socio-economic
challenged part of its community. About 75% of the students have a home language other
than English. Several families have one parent living and working in Asia. There is
strong parent support for school initiatives and good involvement in the Parent Advisory
Council (Vancouver School Board, 2004).

In summary, the two schools that were used in the research both demonstrate a
strong orientation towards community involvement. Of the two schools, Britannia
represents an integrated approach with a site that offers educational services and
community programs to all ages. Despite the difference in clientele, Britannia and
Churchill are both located in multicultural communities with student populations that
speak over 38 and 40 languages, respectively. In terms of socioeconomic status,
Churchill is the antithesis of Britannia as it is an affluent residential community with an
emphasis on academics and post-secondary transition (see Table 3.1).
Table 3.1
School Summary Table
School Characteristics

Britannia

Churchill

Emphasis on Community

High

High

Socio-Economic Status

Low

High

Multicultural Population

High

High

Total Student Population

900

2000

Students Pursing PostS
d
Ed ti

Low

High
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Secondary Education
Tuition Costs

None

None

Diploma Programme Offered

Yes

Yes

Middle Years Programme
Offered

No

Yes

Sample Selection
The two schools that provided the focus for the study were chosen because of the
diversity of the clientele that the schools target. Ultimately, Churchill serves a much
different clientele than Britannia. Also, another aspect that was taken into consideration
was the different components of the International Baccalaureate Programme that the two
schools offered (See Table 3.1).
At this point, the authors feel it is important to mention that they had initially
planned on the incorporation of another school in their study, namely Stratford Hall.
Stratford Hall is the first school in Western Canada to be authorized by the International
Baccalaureate Organization to teach the Primary Years Programme (PYP). The inclusion
of this school would have allowed for a study of all aspects of the International
Baccalaureate Programme: the Primary Years Programme, the Middle Years Programme,
and the Diploma Programme. Additionally, the addition of Stratford Hall would have
allowed the authors to illustrate how the International Baccalaureate Programme works in
both an independent school (Stratford Hall) and in the public school system (Britannia
and Churchill), and the programming issues that may arise based on the different
systems. However, Stratford Hall declined to participate in the study.
Britannia offers the International Baccalaureate Programme in grades 11 and 12
only. Prior to this, their own Venture Programme is offered in grades 8 through 10. The
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Venture programme serves to prepare students for the demands of the International
Baccalaureate Programme in grades 11 and 12. Courses include expanded content, as
well as the skills necessary to be creative and critical thinkers who can communicate
ideas effectively and efficiently. Students interested in the International Baccalaureate
Programme are strongly recommended to join the Venture Programme no later than grade
10. Students must make application to both programmes and the school articulates that
they are looking for a good academic record, a solid work ethic, and a commitment to
activities outside the classroom. Both programmes, says Britannia, offer students unique
academic challenges. The school feels that once the students are in university, they will
find that the communication and thinking skills they have gained from the International
Baccalaureate Programme will help them be successful from the very beginning
(Vancouver School Board, 2004).
Churchill offers both the Diploma Programme (grades 11 and 12) and the Middle
Years Programme (grades 8 and 9). While the Diploma Programme is a district run
programme, the latter is only open to those living within the school’s catchment area.
Admission to both of these programmes, though, is through application, testing and an
interview. For the grade 10 year, students can enroll in the Pre- International
Baccalaureate Programme in which they take five grade 10 level International
Baccalaureate courses: French, Science, Business Education, Socials and English.
Although they are not prerequisites, successful completion of Churchill’s Middle Years
Programme and Pre-International Baccalaureate Programme are thought to be excellent
preparation for the Diploma Programme. Last year, Churchill's International
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Baccalaureate students achieved the highest results in the history of the program, with a
success rate far higher than the world-wide average (Vancouver School Board, 2004).

Interview and Survey Sampling
The initial stage of research involved the surveying of parents and teachers
involved in International Baccalaureate Programmes at the afore mentioned schools.
During this first part of the study, volunteers were requested to participate in the second,
or interview, phase. In order to achieve data that was reflective of the different
programmes offered at each school, participants were selected according to the level at
which they are involved (see Table 3.2).
Table 3.2
Distributed Survey Breakdown by School, Programme, and Role
School/Programme
Number of Parent Surveys
Number of Teacher Surveys
Britannia/DP
20
10
Churchill/DP
20
10
Churchill/MYP
20
10
The number of parent surveys that were distributed was double the number of
teacher surveys. The rationale behind this was that far more parents are involved in
International Baccalaureate Programmes than are teachers and this was an important
point to highlight. However, so as to appreciate the fact that teachers are directly involved
in International Baccalaureate implementation and may, therefore, be more familiar with
particular aspects of the programme, this sample group was kept at an unusually high
number during this stage of the research.
Survey distribution was accomplished during site visits by the researchers. In
order to target the maximum number of subjects during any given visit, arrangements
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were made with school principals to attend Parent Advisory Committee meetings, staff
meetings, or any other special congregations involving those involved in International
Baccalaureate Programmes. Clearly, during the survey distribution phase, the idea of
mortality arose. Mortality “refers to a situation where respondents or subjects of a study
group drop out for one reason or another” (Glanz, 1998, p.255). In order to increase the
response level, the researchers decided to be present when the surveys were handed out
so as to outline the purpose of the research and answer any questions that arose. Also, the
IB Coordinators at Britannia and Churchill were extremely helpful in collecting surveys
from both parents and teachers. Without this assistance, it is possible that the surveys
could have been lost due to a lack of interest from or relevance to the individuals filling
in the forms. These actions allowed for the collection of the maximum number of
surveys.
During the initial site visits, the researchers asked for volunteers to participate in
the second phase of research, the interviews. Names and contact numbers were collected
so that these individuals could be contacted at a later date to arrange an interview. This
stage went into more detail and, therefore, required more time. As a result, the number of
subjects involved in the interview phase was fewer than that in the survey phase (see
Table 3.3). One or two researchers were involved with each interview, depending on the
preference of the subject. If two researchers were involved, one functioned as the written
recorder while the other asked the questions. The rationale behind this was to more
accurately record the response. However, if only one researcher was involved, the jobs
were combined. All interview responses were typed out as soon as possible after the
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initial interviews and returned to the respondents so that the transcripts could be checked
for accuracy of responses.
Table 3.3
Desired Number of Interviews: Breakdown by School, Programme, and Role
School/Programme
Number of Parent Interviews
Number of Teacher Interviews
Britannia/DP
2
2
Churchill/DP
2
2
Churchill/MYP
2
2
The reliability of both the quantitative and qualitative research needs to be
addressed. A key concept of reliability is whether or not consistent results are seen
(Glanz, 1998, p.260). Theoretical reliability refers to the extent that a measure of a
concept would deliver the exact same results; no matter how many times it was applied to
random members of the same target group. Applied to this study, parallel methods of
surveying and interviewing help achieve this goal. It is paramount that surveys be handed
out in the same manner. A pre-set and written dialogue or speech for the interviews will
assist in keeping these parallels. Another method is to have stratified sampling in which
we will look at the subsets such as different socio-economic backgrounds, different age
groups, and different sized schools or populations.
Approval for the research occurred in January of 2005. The application to the
University of British Columbia Ethics Review Board was submitted and we received
approval from the university to proceed with the study. Once clearance was granted, we
moved forward and made contact with the Vancouver School District and Stratford Hall.
The process then proceeded through the winter months of 2005.
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Survey Questions
During the initial stages of our proposal development, we presented a preliminary
draft of our survey to fellow Graduate students in the University of British Columbia
North Shore Cohort. In light of the feedback generated at that time, insights gained from
the literature, and the circumstances of the prospective host districts, we opted to have
separate surveys for both teachers and parents. Additionally, questions and responses
were altered so as to provide the most useful information in regards to our research
questions. We felt that it was important to realize that parents and teachers differ in their
knowledge of certain aspects of the programme and designed questions based on this fact.
Economic, cultural, academic, and political factors were directly assessed through these
questions. The surveys are included in Tables 3.4 and 3.5.
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Table 3.4
Parent Survey
International Baccalaureate Parent Survey
Please indicate your type of involvement: ___ DP

___MYP

___PYP

This scale has been prepared so that you can indicate how you feel about the
statements below. Please indicate how you feel about each statement.
(SA=Strongly Agree; A=Agree; D=Disagree; SD= Strongly Disagree; DK= Don’t
Know)
1. The IB Programme meets the academic needs of
students. It provides:
SA

A

D

SD

DK

A challenging
curriculum
Courses that meet
local requirements
for promotion
Equal opportunity
for all students
University
preparation
SA A D
SA A
and

SD DK

D SD

DK

2. The IB Programme adequately prepares my child
for standardized tests.
3. The IB Programme places an emphasis on testing
numerical scores.

SA A D

SD DK

4. IB students have higher than average acceptance
rates at post-secondary institutions.
5. The IB Programme better meets the academic needs
of students than the following:

SA
Advanced
Placement (AP)
Provincial
Curriculum

A

D

SD

DK
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Other

SA A D

SD DK

6. An IB Programme is an important option for
students to have because it allows for diversity in
schools.

SA A D

SD DK

7. The IB Programme is used to attract new students to
the district.

SA A D

SD DK

8. The IB Programme serves only a select group of
students.

SA A D

SD DK

9. The IB Programme excludes the general student
population.

SA A D

SD DK

10. The additional costs of the IB Programme are
justifiable.
The costs are justifiable in the following
areas :
SA

A

D

SD

DK

Admission/Processing
Fees
Yearly tuition fees
Specialized
programming fees
Material fees
11. My child’s school has sufficient resources
to support an IB Programme in the following areas:

SA
Computers
Laptops
Library resources
Periodicals/books
Internet media
Qualified Staff

A

D

SD

DK
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Fine Art Resources
Science Lab
Resources
If you had access to more money, where would you put it?
___________________________________________________________________
___________________________________________________________________
SA

A D SD DK

12. My child takes part in regular school activities and
is not excluded as a result of his/her involvement in
the IB Programme.
13. The general school population has benefited from
the presence of an IB Programme in terms of
increased access to:
SA
A
D
SD
DK

Computer
resources/media
Increased academic
programs
Library resources
Periodicals/books
Better trained staff
Fine Art Resources
Science Lab Space /
Resources

If the school could improve in the above areas, what are the top three in terms of
priority for change:
1. ____________________________________________________
2. ____________________________________________________
3. ____________________________________________________
SA A

D SD DK

14. My child was treated equally in the admissions
process..

15. To what extent does the IB program affect the school the school’s overall
academic
standards?
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A lot ( ) Somewhat ( ) Not at all ( ).
If you feel it affects the school’s overall academic standards, please specify how:
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
16. To what extent does the IB Programme affect the school’s entire population?
Academically,_______________________________________________________
___________________________________________________________________
_______
Economically,_______________________________________________________
___________________________________________________________________
_______
Socially,
_______________________________________________________________
___________________________________________________________________
___
17. To what extent does the IB Programme address the diverse needs of the
students
involved? A lot ( ) Somewhat ( ) Not at all ( ).
Please briefly comment if and how you feel the following needs are being
addressed.
Academic___________________________________________________________
___________________________________________________________________
______
Social______________________________________________________________
___
___________________________________________________________________
___
Personal/Motivational_________________________________________________
___________________________________________________________________
Thank you for your participation in our survey!

Table 3.5
Teacher Survey
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International Baccalaureate Teacher Survey
Please indicate your level of involvement: ___ DP

___MYP

___PYP

This scale has been prepared so that you can indicate how you feel about the
statements below. Please indicate how you feel about each statement.
(SA=Strongly Agree; A=Agree; D=Disagree; SD= Strongly Disagree; DK= Don’t
Know)

SA

1. The IB Programme meets the academic needs of
students. It provides:
A
D
SD
DK

A
challenging
curriculum
Courses that
meet local
requirements
for
promotion
Equal
opportunity
for all
students
University
preparation
SA A D
SA A

D SD

SA A D
SA A

SD DK
DK

SD DK

D SD

DK

SA
Advanced
Placement
(AP)

2. IB students are better prepared than non-IB students
for standardized tests.
3. The IB Programme places an emphasis on testing and
numerical scores.
4. IB students have higher than average acceptance
rates at post-secondary institutions.
5. IB graduates have higher academic success rates than
non-IB students at post secondary institutions.
6. The IB Programme better meets the academic needs
of students than the following:
A
D
SD
DK
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Provincial
Curriculum
Other

7. An IB Programme is an important choice for
students to have. It provides:
SA

A

D

SD

DK

Challenging
Coursework
Specialized
Courses
Skill
Development
University
Credit

SA

8. Do you support the following accountability
measures as effective:
A
D
SD
DK

Teacher
workshops
Evaluation
visits
Other

SA A D

SD DK

9. The IB Programme is used to attract new students to
the district.

SA A D

SD DK

10. The IB Programme serves only a select group of
students.

SA A D

SD DK

11. The IB Programme excludes the general student
population.

SA A D

SD DK

12. The school provides adequate support for the
required IBO professional development.
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Support is provided in the form of:
SA

A

D

SD

DK

Financial
assistance
(course fees)
Financial
assistance
(travel and
accommodation
costs)
Time off

13. My school has sufficient resources to support an IB
Programme in the following areas:
SA

A

D

SD

DK

Computers
Laptops
Library resources
Periodicals/books
Internet media
Qualified Staff
Fine Arts
Resources
Science Lab
Resources
If you had access to more money for IB programs, where would you put it?
___________________________________________________________________
___________________________________________________________________
SA

A D SD DK

14. The entire school population has benefited from the
presence of an IB Programme.

SA

A D SD DK

15. The IB Programme has attracted a significant
number of out-of-district students to fulfill district
enrollment goals.

SA A

D SD DK

16. The admissions process treats all students equally.

17. To what extent does the IB program affect the school the school’s overall
academic
standards?
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A lot ( ) Somewhat ( ) Not at all ( ).
If you feel it affects the school’s overall academic standards, please specify how:
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
18. To what extent does the IB Programme affect the school’s entire population?
Academically,_______________________________________________________
___________________________________________________________________
_______
Economically,_______________________________________________________
___________________________________________________________________
_______
Socially,
_______________________________________________________________
___________________________________________________________________
___
19. To what extent does the IB Programme address the diverse needs of the
students
involved?
A lot ( ) Somewhat ( ) Not at all ( ).
Please briefly comment if and how you feel the following needs are being
addressed.
Academic___________________________________________________________
___________________________________________________________________
______
Social______________________________________________________________
___
___________________________________________________________________
___
Personal/Motivational_________________________________________________
___________________________________________________________________
_______
Thank you for your participation in our survey!

Interview Questions
As with the survey questions, the interview questions were also presented to our
University of British Columbia North Shore Cohort. Once again, the valuable feedback
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we received enabled us to increase the clarity of our interview so as to best address the
research questions and gain the most pertinent information. Open-ended questions were
designed in order to encourage detailed and information-rich responses. Additionally,
prior to the beginning of the study, each of the five researchers conducted a pilot
interview in order to test the flow and usefulness of the interview questions and to
develop their interview techniques. The interview questions are included in Table 3.6.
Table 3.6
Interview Questions
The Interview
1. Please explain your role in relation to the IB Programme.
2. Please explain the length of time you’ve been involved with and the reasons for
your
involvement with the IB Programme.
3. Describe the overall costs incurred in the IB Programme.
4. Explain the revenues generated by the school or the district as a result of the IB
Programme.
5. Describe the typical climate in an IB classroom in your school.
6. Explain the feedback received from the community (trustees, PAC, other
community members) regarding the IB Programme or IB specific activities.
7. Describe how the IB Programme has affected the academic achievement
throughout the school.
8. Explain what you feel are the greatest strengths of the IB Programme. Why?
9. Explain what you feel are the greatest weaknesses of the IB Programme. Why?
10. Describe how would you improve the IB Programme in your school.
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Analysis
Overall, twenty-four teachers from the two schools provided their views on the IB
Programme by participating in the survey part of our research. Each of the respondents
was involved in some facet of the IB program (e.g. teaching, administering). The parent
surveys were returned by thirty-four of the sixty parents contacted at the two schools.
This 57% return rate is above average for a self-administered survey of this type.
In so far as the interview stage of our research was concerned, xx parents and xx
teachers participated in interviews. These personal interviews covered many of the same
themes addressed in the surveys, but were designed to allow for more detailed
elaborations on the topics under review.
The employment of both surveys and interviews meant that a plentitude of both
quantitative and qualitative data was generated. Although the methods of analysis
differed for the two types of data, both provided ways of discerning, examining,
comparing and contrasting, and interpreting meaningful patterns or themes.
Assessment is “a process of interpreting information to aid in decision making”
(Glanz, 1998, p.246). All five members of our group performed the assessment aspect of
our research study. We worked together and discussed the research that had been
generated in order to come to appropriate conclusions. Within this process, we look at the
surveys first and then the interviews. The reasoning behind this was two-fold: first, this
was the order in which the data was collected and second, the interviews allowed for the
respondents to express themselves in their own words and provided clarity to findings
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that emerged from the surveys. These aspects helped in our decision-making regarding
the conclusions and implications of the study.
Glanz (1998) classifies certain types of research as descriptive and usually
characterized by a quantitative approach (p.250). Our quantitative research took the form
of two surveys that were both comprised of scoring systems that looked at the ways in
which people agreed or disagreed (see Table 3.7).
Table 3.7
Survey Responses
Response
Strongly Agree (SA)
Agree (A)
Disagree (D)
Strongly Disagree (SD)
Do Not Know (DK)

Feeling
The participant feels the statement is completely true
The participant feels that the statement is mostly true
The participant feels the statement is not true
The participant feels the statement is completely untrue
The participant is unable to respond due to lack of information

The data collected from these two surveys provided a sufficient information base for the
use of statistical analysis techniques. In particular, mean, frequency and percentage
scores were used to summarize responses to each of the close-ended questions posed. As
well, a consensus index was tabulated to determine the degree of cohesion in the
responses offered by the respondents. If 80% of the respondents provided answers in
adjacent (e.g. agree and strongly agree, or disagree and strongly disagree) response
categories related to a specific question, then strong consensus of opinion on that
question was deemed to exist. Lower or general consensus existed if 70% of the
responses were in adjacent categories. No consensus was considered apparent if less than
a 60% level of cohesion existed. This approach provided a way of interpreting answers
that were dispersed among all response categories. Parent and teacher responses were
kept separate.
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Beyond the close-ended questions, parents and teachers were also provided with
opportunities to offer open-ended “top of mind” reactions to each of the IB themes
explored. Their comments were recorded verbatim, and then summarized according to
recurrent themes. These open-ended comments provided further elaboration on points
either highlighted or not addressed directly in the more structured portions of the parent
and teacher surveys.
Our assessment of the questionnaires was a content analysis that used different
categories for classification. Using these factors, we then thoroughly assessed the
different factors, namely economic, cultural, academic, and political. However, answers
to the research questions not only came from the analysis of the quantitative data. The
interviews generated a multitude of qualitative data that we also had to consider.
The interview questions involved the analysis of qualitative data. At a general
level, it is necessary to look for patterns and common themes that emerge in responses
dealing with specific items. Also, researchers must identify any deviations from these
patterns. If deviations exist, factors that might explain these atypical responses can be
brought to light. This study adopted the framework developed by Miles and Huberman
(1994) to describe the major phases of qualitative data analysis: data reduction, data
display, and conclusion drawing.
First, the data had to be organized and somehow meaningfully reduced or
reconfigured. Miles and Huberman (1994) describe this stage as data reduction. "Data
reduction refers to the process of selecting, focusing, simplifying, abstracting, and
transforming the data that appear in written up field notes or transcriptions." Not only
does data need to be condensed for the sake of manageability, it also has to be
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transformed so it can be made intelligible in terms of the issues being addressed. In this
study, the notes taken during the interview were written up into what was hoped to be
fairly close to verbatim transcripts of the interviews. This took place as soon as possible
after the individual interviews so as to provide an accurate transcription of the dialogue.
Data display is the second element in Miles and Huberman's (1994) model of
qualitative data analysis. Data display goes a step beyond data reduction to provide "an
organized, compressed assembly of information that permits conclusion drawing..." A
display can be an extended piece of text or a diagram, chart, or matrix that provides a
new way of arranging and thinking about the more textually embedded data. Data
displays, whether in word or diagrammatic form, allow the analyst to extrapolate from
the data enough to begin to discern systematic patterns and interrelationships. At the
display stage, additional, higher order categories or themes may emerge from the data
that go beyond those first discovered during the initial process of data reduction. In this
study, data matrixes will be employed as often as possible so as to provide clarity and
brevity to data display. A sample for the questions, “Explain what you feel are the
greatest strengths of the International Baccalaureate Programme?” and “Explain what you
feel are the greatest weaknesses of the International Baccalaureate Programme?” has
been included in Table 3.8.
Table 3.8
Sample Data Matrix
Respondent Group
Teachers
Parents

Strengths

Weaknesses

Why
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Conclusion drawing is the third element of qualitative analysis. Conclusion
drawing involves stepping back to consider what the analyzed data mean and to assess
their implications for the questions at hand. At this point, though, it is important to also
consider the quantitative data. Here, the researchers converged and corroborated the
findings from both stages of the study. This meant addressing the initial research
questions to derive conclusions, implications, and suggestions for future research.

With all of these factors in place, our research group gained a clear understanding
of how effective International Baccalaureate Programmes are in schools. This assessment
help in ascertaining whether or not North Vancouver would benefit from an International
Baccalaureate Programme within its school district.
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Chapter Four- Findings
Introduction
The findings of this research project are based on data collected via three sources
of information. The literature review in Chapter II provided the theoretical foundation for
two systematically structured, self-administered survey questionnaires that were
administered to parents and teachers at Britannia Secondary Community School and Sir
Winston Churchill Secondary School. Overall, 24 teacher and 34 parent surveys were
completed and returned for evaluation. Parent and teacher participants were involved in
some aspect of the International Baccalaureate Programme at their school (e.g. teacher,
administer, parent). Open-ended questions were recorded verbatim and then summarized
according to recurrent themes. Interviews were conducted with 15 participants in an
attempt to allow for a more detailed impression of the topics under review.
In the next sections, the findings of our research will be explained through the
same lenses that were introduced in our literature review. These are the academic
perspective, the economic perspective, the political perspective, the cultural perspective
and the physical perspective. Rather than format this chapter solely on research questions,
we chose this structure so as to better address those questions that overlap multiple
perspectives.
Academic Findings
Do International Baccalaureate Programmes meet the academic needs of North
American students and schools? One hundred percent of teachers surveyed in this study
agree that the International Baccalaureate Programme provides a challenging curriculum
that meets the academic needs of their students. Similarly, 94.1% of parents surveyed
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agree that the programme provides a challenging curriculum that meets the academic
needs of their children. As indicated in Figure 4.1, the majority of both parents and
teachers strongly agree and/or agree that the International Baccalaureate Programme
offers a challenging program of study in order to meet the academic needs of students.

IB Provides a Challenging Curriculum
100
80

83.3
67.6
Teachers

60
40
20
0

16.7

26.5

Parents
0 2.9

20

23

Strongly
Agree

4

9

Agree

0

0

1

Disagree

0 2.9
1

Strongly
Disagree

Don't Know

Figure 4.1. IB Provides a Challenging Curriculum
When questioned about local requirements for education, one hundred percent of
teachers surveyed agreed that the programme meets the local requirements for promotion.
81.2% of parents surveyed agree. As indicated in Figure 4.2, 79.2% of teachers surveyed
strongly agree that the International Baccalaureate Programme meets the local
requirement for promotion while 20.8% agree. This result is supported by the parent
response rate of 40.6% strongly agree, 40.6% agree, and 18.8% don’t know.
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Figure 4.2. IB Meets Local Requirements for Promotion
When asked if the programme provides university preparations, again 100% of
teachers surveyed agree that the International Baccalaureate Program provides good
preparation for university entrance. Parents also responded at a rate of 100%. Figure 4.3
illustrates the response rates of 91.7% of teachers strongly agree while 8.3% agree. The
parent response rate was similar with 73.5% strongly agree and 26.5% agree. The
responses of teachers and parents surveyed from Britannia Secondary Community School
and Sir Winston Churchill Secondary Schools appear to agree with literature presented
earlier indicating that the International Baccalaureate Programme does meet the academic
needs of schools and students in North America and specifically British Columbia.

IB Provides University Preparation
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Figure 4.3. IB Provides University Preparation
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Triangulation of Parent/Teacher Surveys with Research Literature

Research literature
supports the statement
that the IB
Programme provides
for the academic
needs of students

The majority of
teachers surveyed
agree that the IB
Programme provides
for the academic
needs of their students

The majority of
parents surveyed
agree that the IB
Programme provides
for the academic
needs of their children

Figure 4.4. Triangulation of Parent/Teacher Surveys with Research Literature
The initial goals of the International Baccalaureate Diploma came from a need to
assist international students attain equal footing into world universities and not to realize
the educational needs of every student in every part of the world. This original objective
initiates questions about elitism, segregation, and the programme’s affects on the general
student body. The survey asked several questions that address these issues. There are
some discrepancies when parents and teachers are asked about student populations served
by the International Baccalaureate Programme. Does the International Baccalaureate
Programme serve only a select group of students? Figure 4.5 illustrates the differences in
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beliefs. Of the participants surveyed, 45.8% of teachers and 67.7% of parents agree that
the programme serves only a select group of students. These figures are countered with
50% of teachers and 26.5% of parents who disagree with the statement.
The teachers of the survey group were almost evenly split with 8.3% strongly
agree, 37.5% agree, 41.7% disagree, 8.3% strongly disagree, and 4.2% don’t know.
Parents agree with the statement at a higher percentage with 11.8% strongly agree, 55.9%
agree, 26.5% disagree, and 5.9% don’t know. One teacher at Churchill commented that
“it is certainly not a program for everyone.”
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Figure 4.5. IB Serves Only a Select Group of Students
The survey then followed up on this question with the concept of exclusion. When
asked if the International Baccalaureate Programme excludes the general student
population, there is some disagreement between the participants. Of the teachers
surveyed, 70.9% do not believe the programme to be an exclusionary one while only
41.2% of the parents disagree. Teachers and parents rate the programme as exclusionary
at a rate of 29.2% (teachers) and 38.2% (parents). Figure 4.6 displays a breakdown of
this disagreement. The teacher responses indicated that 12.5% strongly agree, 16.7%
agree, 41.7% disagree, and 29.2% strongly disagree with the comment that the
International Baccalaureate excludes the general student population. The parent responses
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to the same statement indicate that 8.8% strongly agree, 29.4% agree, 32.4% disagree,
8.8% strongly disagree, and 20.6% don’t know.
IB Excludes the General Student Population
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Figure 4.6. IB Excludes the General Student Population
The survey also questioned the academic value of the International Baccalaureate
Program to a school by asking the participants to focus on the general population of their
school. Has the entire school population benefited from the presence of an International
Baccalaureate Program? The majority of the teacher population, 87.5% of the teachers
surveyed, indicated that the general population of their school benefits from the presence
of the International Baccalaureate Programme. The parent group had the opportunity to
specify areas of benefit or lack of benefit. While most indicated a positive statement, it is
difficult to get a clear picture of the parent position. Figure 4.7 represents the data
provided by the parent group.
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Figure 4.7. Benefit to General Population
There appears to be a definitive parental perception that the general student
population benefits from a better trained staff (31%), increased academic programmes
(31%), and additional resources in science labs, computer labs, and the library.
To what extent does the International Baccalaureate Program affect the school’s
overall academic standards? This question requests teachers and parents to consider the
academic benefit of the program at their school to the general population. Interestingly
enough, there appears to be some consensus with the perceived benefit to a school with
the International Baccalaureate Programme. Both parents and teachers identify positive
academic affects for the entire population. Of the teachers surveyed, 65.2% indicated that
the programme affects overall achievement “a lot,” 26.1% indicated achievement affect
as “somewhat,” and 8.7% indicated “not at all.” Correspondingly, 48.4% of parents
indicated “a lot,” 45.2% indicated “somewhat” and 6.5% indicated “not at all.” Figure 4.8
reveals that the majority of both the teacher and the parent survey groups perceive a
benefit of academic achievement as a result of maintaining an International Baccalaureate
Programme.
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Figure 4.8. IB Affect on Overall Academic Achievement
When asked an open ended question about what specific aspects of academic
standards and achievements were improved as a result of the International Baccalaureate
Program, both teachers and parents praised the high “academic atmosphere” at the school
and the high standards and expectations of both teachers and students. This set of
outcomes is illustrated in Figure 4.9.
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Figure 4.9. Teacher View/Parent View: Academic Affects
*Multiple responses so percentage may exceed 100%
From an entirely academic viewpoint, the International Baccalaureate
Programmes that participated in this study aligned themselves quite well with the
literature supporting this topic. Parents and teachers of our survey population believe that
the programme offers a challenging curriculum that meets local needs while offering
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strong preparation for entrance into leading universities. While there are disagreements
about issues of academic segregation and exclusion, the International Baccalaureate
Programme is by and large perceived to have a positive affect on the general student
population. The programme is perceived to be an academic asset and of great benefit to
schools that host them.
Standardized Tests
The issue of standardized tests is a very controversial topic within today’s
educational field. Although there has been little Canadian research incorporating
quantitative data done to compare achievement levels between International
Baccalaureate students and students in other programmes, the literature review did
reveal some American-based information. International Baccalaureate students
outscore the general test-taking population on Scholastic Assessment Tests (SATs)
and American College Tests (ACTs) (International Baccalaureate Organization, 2004).
However, the literature review revealed no statistical information pertaining to the
performance of British Columbian or Canadian International Baccalaureate students
compared to the general student population. Accordingly, this section describes parent
and teacher perspectives concerning the performance of IB students on standardized
tests.
In this study, there was considerable variation in teachers’ responses with
respect to the statement, “IB students are better prepared than non-IB students for
standardized tests” (See Figure 4.10).
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Figure 4.10. IB Students: Are They Prepared for Standardized Tests?
While approximately 39% of teachers agreed that IB students were better
prepared, about 35% felt the opposite was the case (See Figure 4.10). It should be
noted, however, that 26.1% of teachers did not know the answer to this question.
Overall, a lack of consensus seems to exist among the teachers on the matter of
student preparation for standardized tests. Responses during the interviews also
seemed to be split. While one teacher said, “we are not doing any better with
provincial scholarship results because IB students do not write the exams” another
said that “the IB students are instrumental in raising the average score on provincial
exams.”
Parents, however, felt that their children were ready for standardized exams. Over
88% agreed with the notion that “the IB program adequately prepares my child for
standardized tests” (See Figure 4.10). A strong consensus on this issue was apparent
amongst the parents. This perspective was supported by many open-ended comments.
73.9% of parents felt that there were higher standards when asked how the IB Programme
affected the school’s overall academic standards. Comments included, “standards are
higher for IB students than mainstream - affect ranking amongst other schools” and “the
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attraction of high achieving students to attend the IB programme definitely brings up the
academic achievements of this school.”
Clearly, teachers and parents differ in regards to how well they think
International Baccalaureate students are prepared for standardized tests. While there is
strong consensus amongst parents on this topic, there appears to be much
disagreement in the teachers that participated in this study.
Testing and Numerical Scores
The issue of testing and numerical scores is of significant concern for many
educational stakeholders. Many feel that it allows outsiders to see “how” the students are
doing in particular subject areas. The literature review, though, suggested that the IB
Programme prefers to focus on the whole child, and not just individual courses. Many of
the characteristics taught in the International Baccalaureate Programme, such as social
justice and public responsibility, cannot be easily measured (Singh, 2002; Pajak, 2000).
This section describes parent and teacher perspectives concerning the prevalence of
testing and numerical scores within the International Baccalaureate Programme.
In this study, teachers disagreed that the International Baccalaureate Programme
placed an emphasis on testing and numerical scores (See Figure 4.11).
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Figure 4.11. The IB Programme Places and Emphasis on Testing and Numerical Scores
Seventy-five percent or 18 of the teachers disagreed with the notion that the IB
Programme highlights marks. A general consensus on this issue was apparent amongst
the teachers. This perspective was supported by many of their interview comments. When
asked what they thought were the greatest strengths of the IB Programme, teacher
comments included, “The programme’s focus on the whole child” and “the programme is
not just academic, it focuses on producing well-rounded people.”
The parents, however, were undecided as to whether or not the IB Programme
placed an emphasis on testing and numerical scores (See Figure 4.11). Although the slim
majority felt that this was indeed the case (53%), 44% felt that this was untrue. Overall,
no consensus existed amongst the parents’ survey responses in regards to this matter. In
contrast, though, the parent’s open-ended responses seemed to emphasize the IB
Programme’s focus on the whole person. One parent said, “They work on the student as a
whole person. My son has increased his level of confidence as a result of being in the
programme” while another said that, “IB is not mark centered. IB emphasizes to help
students to develop as a whole person.” However, one parent did bring up what they
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perceived to be the programme’s focus on marks: “Students are required to have good
grades in order to enter into IB, and then the students are required to keep grades up.”
Clearly, teachers and parents cannot come to a general consensus on whether or
not they think that the International Baccalaureate Programme places an emphasis on
testing and numerical scores. Although teachers disagreed with this statement, parents
were split on this point.
Post-Secondary Acceptance Rates
University acceptance rates are of significant concern to many educational
stakeholders. In its own study, the International Baccalaureate Organization compared the
acceptance rates for International Baccalaureate students as compared to the overall
acceptance rate published by individual colleges and universities. International
Baccalaureate students were accepted at a much higher rate than the total population
(IBO, 2004). Additionally, Matthews (2003) claimed that, “IB [has] acquired the status of
[a] backstage pass at a rock concert.” Without a doubt, the literature review strongly
suggested that IB students are accepted at a much higher rate into post-secondary
institutions than are non-IB students. The following section describes parent and teacher
perspectives concerning the acceptance rates of International Baccalaureate students at
post-secondary institutions.
In this study, the teachers overwhelmingly agreed that International Baccalaureate
students have higher than average acceptance rates at post-secondary institutions (See
Figure 4.12).
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Figure 4.12. IB Students Have Higher Than Average Acceptance Rates at University
Close to 80% of teachers agreed with this notion, while only 4% disagreed. Also
interesting, though, is the fact that almost 17% of teachers did not know the answer to
this question. However, a high level of general consensus on this issue was apparent
among teachers.
Like the teachers, the parents also agreed that IB students have higher than
average acceptance rates at post-secondary institutions (See Figure 4.11). Of the parents
surveyed, 74% agreed with this notion, while only 2.9% disagreed. Again, there was an
extremely high percentage of respondents that did not know the answer to this question.
Among the parents, this was almost 24%. However, there was still a general consensus
on this issue among parents.
In short, this study indicated that while the majority of parents and teachers
believe International Baccalaureate students are getting into universities at rates higher
than non- International Baccalaureate students, a large number of parents and teachers do
not know if this is the case.
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IB Graduates Have Higher Academic Success Rates than Non-IB Students at PostSecondary Institutions
Life-long learning is an issue that is prominent in today’s educational discussions.
The literature review suggested that International Baccalaureate graduates continue to
perform well into their university years. The United States Department of Education
recognized that participation in a rigorous curriculum like that of IB predicts whether a
student will graduate from college (U.S. Department of Education, 1999). Other authors
stated that International Baccalaureate students outperform non- International
Baccalaureate students in college and university (Daniel & Cox, 1992; Thomas, 1998).
The following section describes parent and teacher perspectives concerning the
performance of IB students once they are registered in post-secondary institutions.
Did the twenty-four teachers who participated in the survey agree when
questioned about the post secondary success rate of International Baccalaureate students?
Yes, they did. The teachers agreed that IB graduates have higher academic success rates
than non-IB students at post secondary institutions (See Figure 4.13).
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Figure 4.13. IB Graduates Success Rates at Post Secondary Institutions
Although 62.5% agreed with the notion, there were still 12.5% who did not.
Additionally, 25% of respondents claimed that they did not know. Due to the low level of
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cohesion, the survey results do not clearly indicate teachers’ perceptions on this topic.
Open-ended results, though, seemed to favour International Baccalaureate graduates once
they reached university. Comments included “Students learn to write formal essays and
by the time they get to university, they are way ahead of other first year students”.
Comparison of the IB Programme with Other Programmes
With so much competition existing in education today, it is only natural
that there is competition amongst the various programmes that are offered in schools.
Although there is some qualitative literature that compares the International
Baccalaureate Programme with the Advanced Placement Programme in regards to
their overall aims (Freeman, 1987; IBO and College Board, 2002), there is little
quantitative data of this nature. This next section describes parent and teacher
perspectives concerning the comparison of International Baccalaureate with Advanced
Placement and the provincial curriculum.
Teachers agreed that the International Baccalaureate Programme better meets
the academic needs of students than does Advanced Placement (See Figure 4.14). Of
the teachers surveyed, 58.3% agreed with this statement while only 4.2% disagreed.
Interesting, though, is the percentage of respondents who indicated that they did not
know (37.5%). Although more than half of the teachers agreed with this statement, no
statistical consensus was apparent among the teachers. Teachers’ open-ended
responses failed to mention the Advanced Placement Programme.
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Figure 4.14. IB Better Meets the Needs of Students Than Does AP
Parents also agreed that the International Baccalaureate Programme better meets
the academic needs of students than does Advanced Placement (See Figure 4.14). In this
case, almost half agreed with this statement while only 3% disagreed. Again, though,
there is an extremely high percentage of respondents who indicated that they did not
know (48.5%). Based on these percentages, consensus cannot be said to exist. Once
again, there was no mention of Advanced Placement courses during open-ended
responses by parents.
In regards to the question of whether the International Baccalaureate
Programme better meets the academic needs of students than does the provincial
curriculum, the teachers once again agreed with this statement (See Figure 4.15).
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Figure 4.15. IB Better Meets the Needs of Students Than Does the Provincial Exams
Almost sixty-seven percent agreed, while 16.7% disagreed. This percentage
happens to match with the percentage of respondents who indicated that they did not
know (16.7%). Teacher comments that compared the IB Programme to the regular
academic offering were positive and included, “Students who may be bored with the
limited demands of the provincial curriculum are challenged”, “IB students are
challenged academically to a much greater extent than they would be in a regular
classroom”, “Historically, students not successful in regular programs have excelled
here” and, “A lot of these kids may not perform nearly as well in regular classes.”
The parents felt that the International Baccalaureate Programme better meets
the academic needs of students than does the provincial curriculum (See Figure 4.14).
Seventy-six percent agreed with this statement while only 6.1% disagreed. A general
consensus can be said to exist amongst parents in regards to this issue. The comments
made by parents were also positive and included, “IB students are more challenged in
their studies…”
So, although there are a large number of parents and teachers who do not
know if the International Baccalaureate Programme better meets the needs of students
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than does Advanced Placement or the provincial curriculum, the majority of those
questioned do, in fact, feel that this is the case.
Academic Results Summary
In looking at the academic results as a whole, teachers and parents are
generally positive about the International Baccalaureate Programme. They feel that not
only does the International Baccalaureate Programme meet the local requirements for
promotion, but the International Baccalaureate curriculum exceeds the provincial
curriculum and other academic options such as Advanced Placement. Additionally, the
International Baccalaureate Programme prepares students for university, grants them
post-secondary acceptance at rates higher than the general population, and allows for
continued success once they are attending university. Clearly, parents and teachers
both expressed positive sentiments in their assessment of the International
Baccalaureate Programme’s academic merits.
Findings on the Economic Perspective
Choice
Open enrolment is an important topic for many school districts as it can
potentially be linked to a school’s economic survival. With parents being given the ability
to choose a school, despite neighborhood boundaries, the International Baccalaureate
programme provides the financial and academic means to attract and keep new and
current students.
In this study, teachers overwhelmingly agreed that an International Baccalaureate
programme is an important choice for students to have. The question was further broken
down by challenging coursework (mean = 3.79), specialized courses (mean = 3.65),
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skill development (mean = 3.70), and university credit (mean = 3.59). Clearly, a general
consensus on this issue was evident among the teachers with a very low percentage of
respondents that did not know the answer to this question. The teachers’ open ended
responses mainly focused on the programme’s ability to offer more than the traditional
curriculum. Some of the teachers’ comments included “higher level and standard level
choices that allow students to focus on their strengths.” Another teacher noted “the wide
range of activities required and the diverse types of assessments and evaluations
encourage many talents and call on many learning and teaching styles.” Teacher
perceptions of the importance of the choice of the International Baccalaureate
Programme are reported in Table 4.1.
Table 4.1
Teacher: An IB Programme is an important choice for students to have.
IB Programmes provide:
a. Challenging Coursework
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
N

n
19
5
0
0
0
24

%
79.2
20.8
0.0
0.0
0.0
100.0

n
16
6
1
0
1
24

%
66.7
25.0
4.2
0.0
4.2
100.0

b. Specialized Courses
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
N
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c. Skill Development
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
N

n
17
5
1
0
1
24

%
70.8
20.8
4.2
0.0
4.2
100.0

n
16
3
3
0
2
24

%
66.7
12.5
12.5
0.0
8.3
100.0

d. University Credit
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
N
Summary:
Category
Challenging Coursework
Specialized Courses
Skill Development
University Credit

Mean*
3.79
3.65
3.70
3.59

n
24
23
23
22

* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
Figure 4.16 illustrates that teachers reached consensus on the ability of the
International Baccalaureate Programme to offer challenging coursework, specialized
courses, a focus on skill development, and an opportunity for university credit. In terms
of the ability for an International Baccalaureate programme to attract new students to the
district, the responses of our study were mixed and inconclusive. It is important to note
that 70.6% of parents felt that the IB programme is used to attract new students to the
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district while only 58.3% of teachers felt the same way (Table 4.2, Table 4.3, and Figure
4.17).
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Figure 4.16. The International Baccalaureate and Choice
Table 4.2
Parent: The IB Programme is used to attract new students to the district.
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
N
Average*

n
5
19
7
0
3
34
2.94

%
14.7
55.9
20.6
0.0
8.8
100.0
31

Table 4.3
Teacher: The IB Programme is used to attract new students to the district
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know

n
5
9
6
1
3

%
20.8
37.5
25.0
4.2
12.5
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N
24
100.0
Average*
2.86
N=21
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
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Figure 4.17. The Ability IB to Attract New Students
This data proved inconclusive in determining the ability of the International
Baccalaureate Programme to attract out-of-district students. Additionally, the study rephrased the question for teachers and the responses were still inconclusive. Only 33.4%
of teachers agreed that the International Baccalaureate Programme has attracted a
significant number of out-of-district students. It is important to note that 33.3% of
teachers did not know the answer to this question (Table 4.4).
Table 4.4
Teachers: The IB Programme has attracted a significant number of out-of-district
students to fulfill district enrolment goals
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
N
Average

n
1
7
6
2
8
24
2.44

%
4.2
29.2
25.0
8.3
33.3
100.0
N=16
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Cost Analysis
With the tremendous costs attached to implementing and sustaining an
International Baccalaureate programme, school districts must consider if these costs
are justifiable. Central to this discussion is how parents will feel with any costs that
they will have to incur. In this study, parents (mean = 2.96) did not reach consensus if
the additional costs of the International Baccalaureate Programme are deserved.
Again, a high percentage of parents (20.7%) did not feel they could answer this
question (Table 4.5).
Table 4.5
Parents: The additional costs of the IB Programme are justifiable.
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n
Average

n
6
12
3
2
6
29
2.96

%
20.7
41.4
10.3
6.9
20.7
100.0
23

The study further broke down the same question into the following fees:
admission/processing; yearly tuition; specialized programming, and material fees. Three
out of the four categories yielded an inconclusive mean to make any decisive
observations. Specialized programming fees (mean = 3.00) was the only criterion that
parents (64.5%) felt were justifiable additional costs. Again, an alarming 25.8% could not
answer this question (Table 4.6).
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Table 4.6
Justifiable International Baccalaureate Cost
The costs are justifiable in the following areas:
a. Admission/Processing Fees
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
5
13
5
3
5
31

%
16.1
41.9
16.1
9.7
16.1
100.0

n
5
11
5
3
7
31

%
16.1
35.5
16.1
9.7
22.6
100.0

n
5
15
1
2
8
31

%
16.1
48.4
3.2
6.5
25.8
100.0

n
4
17
1
3
7
32

%
12.5
53.1
3.1
9.4
21.9
100.0

b. Yearly tuition fees
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n
c. Specialized programming fees
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n
d. Material fees
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n
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e. Summary of fee responses
Area
Admission/Processing Fees
Yearly tuition fees
Specialized programming fees
Material fees

Mean*
2.77
2.75
3.00
2.88

n
26
24
23
25

During the interviews, participants were asked: To what extent does the
International Baccalaureate programme economically affect the entire school population?
Both the parent and teacher responses demonstrated an uncertain tone to the economic
perspective. Some of the teacher responses ranged from, “it probably taxes it (school
population) – professional development, field trips, etc. but I’m not sure” to “this is like
an expensive private education, only better in every aspect.” The parent responses, which
included 23% of ‘don’t know’ responses, ranged from “more funding is given” to “not at
all.” Undoubtedly, this is an area for further research. Figure 4.18 illustrates participant
positions on the justifiability of the fees incurred by the International Baccalaureate
Programme.
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Figure 4.18, Are IB Fees Justifiable or Not?
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Accountability
In Chapter II, the literature review demonstrated an emergence of a client (market) and
contractual accountability (Poulson, 1998) that was externally imposed on education with
the assumption that the use of business strategies would be the best method to reform
education equating to an emphasis on quantitative measures. The literature review
suggested that despite the external accountability measures and a certain degree of
standardization, stakeholders were generally supportive. In this study, teachers supported
the client accountability practices and characterized them as effective. The two
accountability measures, teacher workshops (mean = 3.35) and evaluation visits (mean =
3.00), were seen as useful in their schools. Approximately 91.7% agreed that teacher
workshops were effective, while approximately 61% agreed that evaluation visits were
useful. Conversely, only 4.2% disagreed that teacher workshops were ineffective and an
8.6% disagreement rate for evaluation visits. It should be noted, however, that 4.2% did
not know the answer for the effectiveness of teacher workshops and 30.4% were unable
to explain the effectiveness of evaluation visits for their schools (Table 4.7 and Figure
4.19).
Table 4.7
Teacher Support for Accountability Measures
Teacher: Do you support the following accountability measures as effective:
a. Teacher workshops
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know

n
9
13
1
0
1

%
37.5
54.2
4.2
0.0
4.2
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n

24

100.0

n
3
11
1
1
7
23

%
13.0
47.8
4.3
4.3
30.4
100.0

b. Evaluation visits
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n
Summary:
Measures
Teacher workshops
Evaluation visits

Mean*
3.35
3.00

N
23
16

Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 = strongly
agree. “Don’t know” responses excluded from calculation of mean. The higher the
mean, the greater is the level of agreement.
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Figure 4.19. Affective Measure of Accountability
In terms of contractual accountability, the study looked at the reported emphasis
on testing and numerical scores (quantitative indicators). As stated in the finding of the
academic section, teachers generally disagreed that the International Baccalaureate
programme places an emphasis on testing and numerical scores. The parents, however,
were unresolved in this matter. Nevertheless, it was clear from a teachers’ perspective
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that an emphasis on quantitative measures, like testing and numerical scores, did not exist
which was contrary to the literature review. It should be noted that the literature review
also found that a school’s professional accountability and flexibility could counter any
hegemonic sentiments.
The Effect of the IB Programme on the School Culture
This section describes parent and teacher perspectives concerning the perceived
effects of International Baccalaureate programmes on overall school culture. In
particular, it explores the themes of segregation, diversity and competitiveness that were
identified as potential impacts in the literature. In order to ensure an accurate depiction of
current perspectives on each of these themes, the views of both teachers and parents are
independently summarized and then compared with findings in the literature.
The Possibility of Segregation
The issue of segregation versus integration of International Baccalaureate students
within overall school culture is a significant concern for many education stakeholders.
The literature review suggested that students within International Baccalaureate
programmes consider themselves to be attending a school within a school.
In this study, on average the parents surveyed were undecided with respect to
whether or not International Baccalaureate programmes tended to create segregation
between their children and other pupils at the schools (e.g, mean score = 2.48). Parents
were asked if the program excludes the general student population and about 30% of the
parents agreed that segregation of International Baccalaureate students occurred, while
another 32% of them felt that this was not the case. Overall, no consensus existed among
the parents on this matter. In contrast, open-ended responses were generally positive with
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respect to the segregation effects of International Baccalaureate programmes. A full 80%
of the open ended comments expressed positive views on International Baccalaureate
Programme affects. For instance, one parent suggested that “IB students are responsible
for the running of many clubs and events”, while another indicated that the IB program
had created “a small tight knit group, who generally stay out of trouble and contribute to
school clubs” (Figure 4.20).
How Does the IB Programme Affect the School's Population ?
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Figure 4.20. How does the IB Programme Affect the School Population? - Parents
On average, teachers disagreed that the International Baccalaureate Programmes
created a segregated environment for students (mean=2.13). Almost 70% disagreed with
the notion that the International Baccalaureate Programme created this exclusion among
students. A general consensus on this issue was apparent among the teachers (Table
4.21). Indeed, 45% of the open-ended comments received from teachers suggested that
the International Baccalaureate Programme promoted student leadership within the entire
school. Another 10% of the comments indicated that the programme created greater
diversity in the school’s population and activities. However, there were conflicting voices
among teachers concerning whether segregation created by International Baccalaureate
programs was a positive or negative connotation (Figure 4.20).
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Figure 4.21. How Does the IB Programme Affect the School Population? - Teacher
Diversity
The literature review sources discussed that a goal of the IB programme was to
promote diversity among its participants. It suggested that the program provided many
different avenues for the students to gain an education that encompassed aspects such as
group work, leadership opportunities, and community involvement. On average, when
asked if the student’s diverse needs were being met, parents agreed. Using the scale of a
lot, somewhat, or not at all, half the parents said ‘a lot’ while the other half said
‘somewhat’. None of the parents filled in the not at all category. When discussing how
the student’s social needs were being met in IB, 53% of the parent’s open ended
responses stated cohesion and social events, 40% said environmental and community
issues. The remaining comments centered on the student’s exposure to social issues
(Table 4.8). Comments that typify the type of cohesion among the group were ones
related to the group work. One respondent said, “The students are a tight knit group.
Group projects and retreats contribute to healthy social interactions.”
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Table 4.8
How Do Students Gain Diversity? - Parents
Category
Cohesion/ Social Events
Exposure to Social Issues
Environmental/Community
Issues
Encourages Responsibility
Total

Parent nf
8
2
6

Percentage
53.3
13.3
40

1
17

6.7
113.3

When teachers were surveyed on the extent to which the students diverse needs
were being met, they responded overwhelmingly in the “a lot” category (73%) with 22%
claiming only “somewhat” (Table 4.2). The teachers believe that socially these students
gain this diversity through student support (58%), community global awareness (11%),
and school program support (42.1%) (Table 4.9). The open-ended responses focused on
the IB groupings in particular, with comments such as, “They are a tight knit group who
support each other,” and “Students are widely accepted within the group”. There is a
strong consensus amongst both the parents and the teachers with regards to diversity.
There is a triangulation here because there is agreement by both teachers and parents
through comments and through the survey instruments. The majority of the participants
agreed with current literature that International Baccalaureate students gain diversity
through student support, the program, and a focus on global issues.
Table 4.9
How Do Students Gain Diversity? - Teachers
Category

Teacher nf

Percentage

Student Support
Global Awareness

11
2

57.9
10.5
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School Program Support

8

42.1

Total

21

110.5

Competitiveness among Students
Cheating, overwhelming amounts of work, and an advanced and difficult
curriculum were highlighted in the literature review. This study analyzed the effects of
competitiveness using open–ended questions about the personal and motivational aspects
of International Baccalaureate programmes. The responses were broken down into three
categories: peer support, personal motivation, and leadership opportunities. There were
multiple responses available so some of the percentages were able to exceed 100% of the
respondent totals. The most dominant response for both parents (47%) and teachers
(56%) was that the programme promoted the group mentality of the students in the
International Baccalaureate Programme (Figure 4.22). The parents had responses such as,
“Group pressure makes the students more motivated and challenged,” and “Students feel
motivated by being part of the IB community.” The teachers re-enforced this idea with
statements like, “Students motivate each other and recognize similar stresses and create a
support network.” The notion of group support was a key theme in the responses.
Personal motivation was another dominant issue. It is apparent that students need
to be self-motivated and independent learners as over 40% of respondents in the teacher
and parent categories stated that the large workload needs to be managed effectively
(Figure 4.18). Parents responded with “Students develop an excellent work ethic,” and
students “learn to cope with the workload.” Teachers confirm the issue of workload with
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statements such as, “Students are driven to personal excellence” and they “encourage
each other to keep up with the workload.”

Personal Motivation For The IB Student
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Figure 4.22. Personal Motivation for IB Students
Parents, in particular, focused on the importance of leadership opportunities for
International Baccalaureate students. While the literature did not identify this as an
important factor, 40% of parents surveyed in this study were interested in the significance
of leadership opportunities (Figure 4.22). Only 6% of teachers made reference to this
issue. The parents mentioned the CAS (Creativity/Action/Service) requirement and the
need to get involved in the community and school.
A Summary on the Cultural Perspective
The cultural characteristics of a school are included in many of the reflective
features of this study. Not only does the study examine how students and teachers are
affected in the school, it looks at the broader picture of how the attitudes within a school
are affected. The cultural aspect is woven into the political and academic aspects of the
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study. Many of the attitudes and issues that concern academic and political realms rely on
student motivation. The feelings within a school, personal and group motivation, peer
support, leadership opportunities, attitudes, stress, and identity perceptions are important
considerations. These are clearly important issues for parents and teachers involved with
these International Baccalaureate Programmes.

Political Implications and Effects of the International Baccalaureate Programme
This section addresses some of the political implications and effects of the
International Baccalaureate Programme. In particular, it explores the issues of
opportunity; diversity; admissions requirements; and sustainability.

Opportunity for Students
According to the literature, there are many contentious issues surrounding the
topic of school choice (Brayne, 2004: Ryan and Heise, 2002; Richmond School District,
2001; Hill, 1996; Viteretti, 1996). The term itself is fraught with multiple meanings and
interpretations. The majority of the literature tends to define choice as falling into four
basic clusters along a continuum –ranging from personal control at one end to voucher
programmes at the other. While this is a simplistic way to define choice programmes, it is
also problematic. Many ‘choice’ programmes do not fall neatly into one of the four
clusters, and may actually overlap. Such is the case with the International Baccalaureate
Programme. It is often thought of as an alternate programme, though it also falls under
the cluster of open boundaries. This information is important to keep in mind when
interpreting the results of the data surrounding opportunity for students.
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The survey results indicate that 84.9% of parents felt that the International
Baccalaureate Programme is an important option for students to have (Figure 4.23).
Likewise, the majority of teachers felt the International Baccalaureate Programme is an
important choice as it provides challenging coursework (100%); Specialized Courses
(91.7%), Skill Development (91.6%), and University Credit (79.2%). The results clearly
indicate that both parents and teachers feel strongly that the International Baccalaureate
Programme is an important choice for students to have, an important programme to offer
to students, and feel that the programme meets the needs of many students.
An IB Programme is an important option for students to have
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Figure 4.23. An IB Programme is an Important Option for Students to Have
Diversity
The literature review addressed the claim that the International Baccalaureate
Programme is elitist (Ryan and Heise, 2002; Hill, 1996; Herron, 1985). The majority of
literature indicated that this claim may have been valid when the International
Baccalaureate Programme was first implemented in 1968, however the literature now
points to the fact that the International Baccalaureate Organization is committed to
making an International Baccalaureate Education available to students from all types of
backgrounds, and that 90 per cent of schools offering the International Baccalaureate
Programme are public schools that serve all types of students (http://www.ibo.org).
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Results from the parent surveys (Figure 4.24) indicated that 91.2% of parents feel
that the International Baccalaureate Programme offers equal opportunity for all students.
Interestingly, when asked if the International Baccalaureate Programme serves only a
select group of students 67.7% of parents felt it did, while 26.5% stated that it did not.
Additionally, 38.2% felt that the International Baccalaureate Programme excludes the
general population, while 41.2% felt that it did not.

The IB Programme provides equal opportunity for all students
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Figure 4.24. Who Does the IB Programme Serve? - Parents
When looking at the same questions for teachers, the results show that seventyfive percent of teachers indicated that the International Baccalaureate Programme
provides equal opportunity for all students. However, when asked if the International
Baccalaureate Programme serves only a select group of students, the results were mixed
(45.8% felt it did; while 50% felt it did not). When asked if the International
Baccalaureate Programme excludes the general student population, 29.2% felt it did,
while the majority (70.8%) felt that it did not. Figure 4.25 details the results from teacher
survey.
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Figure 4.25. Who Does the IB Program Serve? - Teachers
Admissions Requirements
As evidenced in the literature, each school offering an International Baccalaureate
Programme is responsible for establishing its own admission requirements. As such, there
are tremendous variations in admission requirements. In this study, it appears that the
majority of parents surveyed (90.3%) felt that their child was treated equally in the
admissions process. As well, the majority of teachers surveyed felt strongly that all
students were treated equally (91.6%). This is illustrated in Figure 4.26.
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The data collected in this study indicate that an overwhelming majority of parents
and teachers feel that the admissions process is fair and equitable. Due to the fact that the
admissions process varies between schools, the results are site specific, and if asked the
same question concerning the admissions process at a different school, the results may
have been quite different. However, in this particular study, the consensus among parents
and teachers was that the admissions process treats all students equally. The interview
responses strongly suggest that students accepted into the programme deserve to be there,
are high calibre students, and are not there on the basis of marks alone. The following
response illustrates the tone of the comments “…students who get accepted into the IB
programme are enthusiastic, high achieving students within the school as a whole, who
can encourage and motivate all.”
Sustainability of the International Baccalaureate Programme
The literature indicates that in order for an International Baccalaureate
Programme to be successful, it will need to attract a given number of students (Hill,
1996). In this study, 70.6% of parents felt that the International Baccalaureate
Programme was a determining factor in attracting new students to the district. Teachers,
however, felt less strongly about the force of the International Baccalaureate Programme
to attract new students. Only 58.3% of teachers felt the programme was used to attract
new students (Figure 4.27). The results are interesting in light of the fact that in
Vancouver, the cost of the International Baccalaureate Programme is subsidized by the
Vancouver School Board, so the programme is not a revenue generating tool in
Vancouver. The fact that the programme is operating at two distinctly different schools
within the Vancouver School Board, does however, attract students to those particular
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schools who are interested in the programme. Many of the students currently involved in
the International Baccalaureate Programme at Churchill and Britannia come from out of
catchment area/out-of district, solely to partake in the programme. The success and
popularity of the programme has increased dramatically since the initial implementation
more than twenty years ago at Churchill Secondary. The interview data provides
information about the success of the programme. It indicates that the International
Baccalaureate Programme affects the school’s entire population by building a positive
academic focus, improving the general tone, and setting higher expectations among all
students in the school. The popularity of the programme is certainly evident among the
parents and teachers who took part in this study.
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Figure 4.27. The IB Programme is used to Attract New Students to the District
Summary of Political Implications and Effects
The findings of this study indicate that the political implications and effects
addressed in the literature are, indeed, issues that frequently arise when discussing the
International Baccalaureate Programme. The results of the surveys and interviews
confirm that issues of opportunity, diversity, acceptance and sustainability are
contentious issues which are woven into the fabric of the implementation and daily
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delivery of the International Baccalaureate Programme. It is important to be aware of
these implications and effects and to develop creative and innovative ways to respond to
and address these issues.
International Baccalaureate Demands on Human and Physical Resources
This section summarizes the results of the findings related to the human and
physical needs in a school with an International Baccalaureate Programme. It will look at
some of the difficulties surrounding professional development and staffing. It will also
look at the needs of the staff and the perspectives of the parents in regards to the physical
resources already present in the school. The recommendations of the survey respondents
on school resources will be reported as well.
Human Challenges (Professional Development and Staffing)
The literature indicated the need for teachers to undertake specific professional
development in order to teach International Baccalaureate courses (http://www.ibo.org).
Results from the teacher survey indicated that most teachers felt that support was
provided for International Baccalaureate Organization required activities in the form of
financial assistance for course fees, travel and accommodation costs, and time off. Table
4.10 shows the results from the teacher surveys concerning the support provided for the
required professional development.
Table 4.10
The school provides adequate support for required IBO professional development.
Support is provided in the form of:
Category

Frequency

Percentage

Financial Assistance (course
fees)
Financial Assistance (travel)

18

75.0

19

79.1

Evaluating the International Baccalaureate132
Time off

13

56.5

While teachers were generally of the opinion that the school district provided
adequate financial support for the required International Baccalaureate Organization
course fees, travel and accommodation costs, the findings indicate that teachers did not
feel as strongly about receiving adequate amounts of time off. When looking at the data
from this question, 56.5% of teachers agreed or strongly agreed that they received an
adequate amount of time off, 26.1% disagreed or strongly disagreed with this statement,
and 17.4% were unsure or did not know whether they received an adequate amount of
time off.
There are challenges that arise concerning staffing of an International
Baccalaureate school. More specifically, it can be difficult to find teachers and staff
members who are willing to take the required International Baccalaureate professional
development; finding those who are ready to think and teach “outside the box” and who
are willing to take the extra responsibility and preparation that goes along with teaching
International Baccalaureate courses. Many of the teachers interviewed expressed that
“there are just not enough teachers interested in teaching in the IB programme” and “that
many teachers experience burnout as a result of the incredible marking load, and
challenging curriculum that they must deliver.” The majority of teachers surveyed
indicated that if they had access to more money for IB programmes, they would put it
into added staffing and professional development (95.2%). This is illustrated in Figure
4.28.
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Figure 4.28. Additional Money for IB Programmes Should Be Spent On X?
Resource Needs of the International Baccalaureate Programme
This section outlines the results of the findings related to the resources needed in
an International Baccalaureate Programme. It reviews staff and parent perspectives on the
adequacy of school equipment and resources. Since there was a lack of information in the
literature on this topic, the study considered seven main resource areas identified as
important through the personal experience of educators. The survey responses regarding
recourses are reported in Table 4.11.
Table 4.11
Mean Scores for Responses to Resources
Teachers
Parents
Resource Areas
Mean*
N
Mean*
n
Computers
2.77
22
3.00
25
Laptops
1.71
21
1.77
22
Library resources
Periodicals/books
2.85
20
2.86
28
Internet media
3.10
20
3.00
26
Qualified Staff
3.38
24
3.38
29
Fine Arts Resources
2.89
9
2.75
20
Science Lab Resources
2.57
14
3.03
29
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
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The Needs of Computers in International Baccalaureate Programmes
The survey focused on three main aspects for computer technology: computers,
laptops, and internet media. When asked if there were sufficient school resources in the
area of technology, there was not a consensus with the parents, as shown in Figure 4.29.
While 50% stated there were sufficient resources, 21% disagreed and 24% did not know.
With laptops there was a limited consensus as 62% either disagreed or strongly disagreed.
The mean scores were 2. 71 for computers, and the mean was only 1.77 for laptops.
Teachers had mixed views, as 57% agreed they had sufficient computer resources while
33% disagreed or strongly disagreed (Figure 4.29). There was a consensus among
teachers (75% disagree and strongly disagree) that there was insufficient access to
laptops.
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Other School Resources Required by International Baccalaureate Programmes
Parents and teachers were asked if they had sufficient resources in areas that
included: libraries, qualified staff, fine arts, and science labs. Of notable significance was
the Fine Arts category. A large number of people (62.3% of teachers, 45% of parents) did
not know what the status of this area. Parents’ mean score was 2.75 and teacher’s mean
score was 2.89 (Table 4.12).
The resources provided by the library had a similar mean score for the parents and
teachers with 2.85 and 2.86. There was a general consensus among teachers that the
resources were sufficient but parents did not reach a consensus due to the lack of people
who responded to the question (Table 4.12). When evaluating science lab resources, the
parents had a general consensus, with 70% agreeing or strongly agreeing that the school
had sufficient resources. On the other hand, teachers could not answer this question
effectively as 62% did not know if there were sufficient resources in the sciences (Table
4.12).
Both teachers and parents responded with strong consensus that the schools had
sufficient resources when it came to the school’s teaching staff (Table 4.12). While many
of the open-ended responses commented on the need for smaller class sizes, the survey
instrument showed that the respective groups were satisfied with the current staffing
situation.
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Table 4.12
My School Has Sufficient Resources in the Following Areas
Parents
Teachers
Area
Mean Score Consensus
Nf
Mean Score
Library
2.86
46% No Consensus
28
2.85

Consensus
67%- General
Consensus
Science/la 3.03
70%- general
29
2.57
62% DK - No
b
consensus
Consensus
Fine Arts 2.75
45% No Consensus
20
2.89
62.5% - DK
No Consensus
Staff
3.38
85% Strong Consensus 29
3.38
95% - Strong
Consensus
Based on a scale where 1=strongly disagree, 2=disagree, 3=agree, and 4=strongly agree.
“Don’t know” responses were excluded from the calculation of mean. The higher the
mean, the greater is the level of agreement. Strong consensus is based on a score of 80%
of respondents provided answers in adjacent categories (i.e. agree and strongly agree),
lower or general consensus is 60% - 80% in adjacent categories, and no consensus is
considered if less than 60%.
Parent and Teacher Recommendations for Resources
Survey respondents were asked to identify what programme areas they would invest
additional money in if they could (Figure 4.30).
x Materials/resources
x Added staff
x Programs/development
For parents there was a consensus (88%) to invest in resources. For teachers, 61%
wanted staff, and 38% wanted resources (Figure 4.30). Parents provided multiple
suggestions for resource improvement: computer resources/media, better trained staff,
library materials (periodicals, books), fine art resources. The teachers overwhelmingly
identified “smaller class sizes” as a key resource item. This study clearly identifies the
importance of diverse resources and appropriate staffing to accommodate the
International Baccalaureate Programme’s needs.

Nf
20
14
9
24
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Figure 4.30. Where Would You Put More Money?
Multiple Responses, so percentages may exceed 100%
Final Thoughts about Our Findings
The International Baccalaureate Programme opens new academic avenues for
students. The findings of this study show that the International Baccalaureate Program
meets the needs of those exceptional students who require a more challenging curriculum
and are self-motivated to succeed. The programme definitely meets the academic needs
of students. It meets and or exceeds local requirements for promotion and provides a
more than adequate preparation for entrance into leading universities. The programme
offers equal opportunity to all self-motivated and academically capable students.
Despite the emerging evidence that the International Baccalaureate Programme is
a positive element for a host school, this study demonstrates a significant lack of
understanding about the impact, potential benefits, and potential pitfalls of the
programme among key stakeholders. Many respondents were unclear of the academic
requirements for International Baccalaureate students. There was considerable
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discrepancy between answers to similar questions. Participants were uncertain if the
programme better met the needs of students than other programs and while all
participants were very positive and confident that the programme was a good one, they
often had a difficult time articulating why.
The impact of the International Baccalaureate programme on the students, staff,
and school is multifaceted. The findings of this research project indicate that:
x There is evidence of strong leadership, motivation, competitiveness, and cliques
among students in the International Baccalaureate Programme.
x Students who are currently involved in the program express evidence of strong
interest in it.
x There is strong interest from other students in the school about the International
Baccalaureate Programme. Pre-IB programmes for grade 10 students offer
courses for students wishing to be accepted into the programme.
x The IB programme is used to attract new students to the school.
x The atmosphere in schools with IB programmes tends to be positive and learning
based.
x Teachers believe that the programme addresses the needs of students who desire
an academic challenge.
x Teachers feel that the programme is of benefit to the general population in terms
of setting high expectations and standards, as well as instilling an academic based
focus in the school.
x Parents perceive that the International Baccalaureate Programme has a positive
effect on the school, yet are often unclear as to the reasons why they feel this way.
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Chapter Five – Conclusions and Recommendations
This chapter outlines the resulting conclusions and recommendations that
emerged from this evaluation of the IB programme. The first section presents the
conclusions that emerged from this study. The second offers recommendations for
general policy and practice. The third section offers recommendations for the North
Vancouver School District. The fourth section offers ideas for further research.
Conclusions
The major conclusions that emerged from our study are presented in this section
by addressing our specific research questions. The themes of academics, economics,
politics, and culture are addressed through these questions.
Do International Baccalaureate Programmes meet the academic needs of students?
This research study agrees with current literature and suggests that International
Baccalaureate Programmes at the high school level do indeed meet the academic
requirements of students. Both teachers and parents involved with the programmes at Sir
Winston Churchill and Britannia Community Secondary School concur when considering
the academic requirements and needs of students and schools. The high school level
programme meets the academic needs of students.

Does the International Baccalaureate Programme fit into the local aim or goal of
education?

The Ministry of Education states that the purpose of the British Columbia school
system is to enable learners to develop their individual potential and to acquire the
knowledge, skills and attitudes needed to contribute to a healthy society and a prosperous
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and sustainable economy. The International Baccalaureate Programme fits within this
provincial goal. It is a complete and rigorous curriculum designed to prepare students for
entrance into the world’s leading universities. The research undertaken at Britannia and
Churchill has shown that parents and teachers certainly agree that the International
Baccalaureate meets the local aims of education. International Baccalaureate students are
getting into post-secondary institutions at a much higher rate than non-IB students. The
principal purpose of the programme is to provide students with a balanced, integrated
curriculum that focuses on all academic areas. This study has shown that parents and
teachers agree that the programme provides a challenging curriculum. International
Baccalaureate students are provided opportunities to demonstrate their commitment to
learning while developing the discipline necessary for university and life success.
Students are responsible for committing to the programme, developing international
understanding, and demonstrating responsible citizenship. Parents and teachers
enthusiastically agree that all courses in the programme require university level work that
meets and surpasses the requirements of their local school boards of education. In fact,
our research showed that parents and teachers agreed that the International Baccalaureate
Programme better meets the academic need of students than does the provincial
curriculum. In order to receive an International Baccalaureate Diploma, students must
take and pass world standard exams in six subject areas, fulfill a community service
requirement, submit an extended essay, and follow an interdisciplinary course in Theory
of Knowledge. These requirements generally meet and or exceed the requirements of the
schools studied.
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The Primary Years Program and the Middle Years Programme are early in their
development and, as a result, have few definitive studies of evaluation to support them.
While the limited literature suggests that both programmes adequately meet the academic
needs of students, this study cannot offer additional data in support of these claims. Our
original research plan included an examination of the Primary Years Programme and
Middle Years Programme at Stratford Hall, the only school in British Columbia offering
the programmes. Unfortunately, our request to interview and survey teachers and parents
at Stratford Hall was denied. Due to the unfortunate limitations of this particular study,
we are unable to adequately comment on the academic merits of the Primary Years
Programme and the Middle Years Programme offered by the International Baccalaureate
Organization.

Is the notion of ‘best practice’ the driving philosophy behind the initiative?
This study revealed a consensus among the teacher participants on the ability of
the International Baccalaureate to offer challenging coursework, specialized courses, a
focus on skill development, and an opportunity for university credit. All of these areas
can be characterized as ‘good educational practice.’ Furthermore, our interview
respondents from both Britannia and Churchill Secondary responded favourably when
describing the International Baccalaureate programme. The programme offers an
additional choice for students looking to pursue a more rigorous academic curriculum
that would better prepare them for post secondary education.
Is the driving force behind the implementation of an International Baccalaureate
Programme solely that of attracting students (money) to the school district?

Evaluating the International Baccalaureate142
The evidence provided by this study demonstrates that the emphasis and focus of
the International Baccalaureate Programmes of Britannia and Churchill is the curriculum
itself and not on attracting students to the school district. In fact, the extra costs attached
to both International Baccalaureate Programmes were incurred by the school and school
district and not the student, thereby excluding the financial incentive as a legitimate
driving force behind the implementation of the International Baccalaureate Programmes
at Churchill and Britannia.
What measures of accountability are enforced in an International Baccalaureate school?
The research undertaken in this project suggests that there are many levels of
accountability in an International Baccalaureate school, ranging from individual student
accountability to accountability by the worldwide International Baccalaureate
Organization. The following conclusions summarize the levels of accountability evident
at both Churchill and Britannia Secondary Schools in Vancouver, British Columbia.
The International Baccalaureate Programme is a comprehensive and rigorous
curriculum designed to prepare students for a quality university education. The primary
objective of the International Baccalaureate Programme is to provide students with a
balanced, integrated curriculum in all academic areas. Students who excel in the
International Baccalaureate Programme demonstrate a strong commitment to learning
and develop the discipline necessary to succeed later in life. Students in the International
Baccalaureate Programme are responsible for making a commitment to the programme,
developing international understanding and demonstrating responsible citizenship.
Students in the programme are personally accountable for their studies and success in the
programme. To receive an International Baccalaureate Diploma, students must take and
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pass world standard exams in six subject areas, fulfill a community service requirement,
submit an extended essay, and follow an interdisciplinary course in Theory of
Knowledge.
Teachers working in the International Baccalaureate Programme are accountable
on two different levels. First, they are responsible for taking additional courses,
workshops and professional development provided by the International Baccalaureate
Organization. This training allows the teachers to become knowledgeable about the
expectations, curriculum, and methodology prescribed by the International Baccalaureate
Organization. Second, teachers are accountable for teaching the curriculum laid out by
the IBO, and adequately preparing their students for the International Baccalaureate
exams in each of the six subject areas.
At the school level, a team of individuals (including the IB coordinator and the
administrative staff) are accountable on many different levels. They are accountable for
student admissions, scheduling of courses, hiring staff, teacher training, and the daily
running of the programme. In addition they are responsible for ensuring the internal
assessment of student work, liaising with parent and community, and the proper
preparation of students for exams.
The International Baccalaureate Organization (IBO) is also accountable for the
International Baccalaureate Programme. The IBO provides International Baccalaureate
schools with detailed curriculum guidelines for each programme and subject area. They
also provide teacher training workshops. In addition, the IBO completes external
assessment of diploma students' work, and procedures for school-based (internal)
assessment of student work. The IBO is also responsible for the administration and
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grading of IBO examinations. The grading system for the exams is criterion-referenced.
This means that each student’s performance is measured against well-defined levels of
achievement. Top grades reflect knowledge and skills relative to set standards applied
equally to all schools. Responsibility for all academic judgments about the quality of
students’ work rests with over 5,000 examiners worldwide, led by chief examiners with
international authority in their fields. At another level the IBO works closely with
schools throughout the initial authorization process by offering
introductory workshops and supplying schools with application forms. During the
process of implementing an International Baccalaureate Programme, which is required
for authorization, the IBO advises schools on the materials that they will need and offer
teacher training workshops and conferences (IBO, 2004).
As it can be evidenced from the levels of accountability discussed above, there are
many measures in place that ensure that the International Baccalaureate Programme is
implemented, delivered, and assessed fairly and equitably.
What are the effects of an International Baccalaureate Programme on student
populations?
This research project confirms current research literature and agrees that there is a
definite impact upon the students and the school by the International Baccalaureate
Programme. The host school is affected through daily culture but not through the physical
infrastructure.
A major concern at the beginning this research was to determine if International
Baccalaureate students are segregated from the rest of the school population. While the
notion of a school within a school exists, it does not have to become the case in all
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scenarios. There are numerous opportunities for International Baccalaureate students to
participate in school wide leadership opportunities and to be involved with the daily
activities of the general student population. The curriculum provides avenues for students
to become involved and play major roles in areas like student council. Overall student
involved in the programme appear to be aware and driven individuals who have
opportunities to become part of an integrated school community.
Physically, International Baccalaureate host schools remain very similar to nonInternational Baccalaureate schools. The research suggests that little or no change in
physical resources is detectable with the exception of added computer usage for the
programme. The International Baccalaureate Programme enhances the academic focus of
a school and provides additional opportunities for a unique segment of the school
population.
Recommendations for Policy and Practice
The vast majority of those individuals involved in International Baccalaureate
Programmes are strong supporters of the programme. The International Baccalaureate is a
good option for the gifted population. It meets the academic needs of an underserved
segment of the student population, but it is not a program for all students or teachers.
Interested districts should conduct further research in the Primary and Middle Years
Programmes, International Baccalaureate Programmes in other districts, and other
academic programmes like Advanced Placement before making a final decision.
With particular consideration to North Vancouver, the district should reflect upon
its goals and reasons for implementing an International Baccalaureate Programme.
Specifically, it is important to establish good lines of communication with teachers, staff,
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students, and community members prior to implementation of this type of programme. In
order to avoid isolation, student leadership opportunities that combine International
Baccalaureate and mainstream students must be developed in advance.
Site specifically, it is necessary to hire a full time International Baccalaureate
coordinator for the school in order to promote the programme to the community either
through direct means (newspaper ads) or indirectly. Additionally, there ought to be a
common area where International Baccalaureate students can work together and have
sufficient technology to ensure access to resources.
Recommendations for Further Research
The following are suggestions identified by the authors as areas in need of further
research:
Districts considering an International Baccalaureate Programme should conduct an in
depth study on the actual classroom needs of an International Baccalaureate class. It
would be valuable to schools to have access to a specific list of teacher, student, and
building requirements prior to beginning the process of becoming an International
Baccalaureate school. Additionally, a comparison of an International Baccalaureate
classroom and a provincially examinable classroom should be conducted. Through this
comparison, schools can look at whether the teaching styles differ greatly from one
classroom to the next. This examination would allow schools and districts to come to a
conclusion about whether or not the training for International Baccalaureate teachers is
helpful and a worthwhile expenditure.
Advanced Placement and International Baccalaureate Programmes ought to be
compared. This additional study would determine if one program is better to local
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implementation and marketing than the other. A combined study of International
Baccalaureate graduates and individuals who have dropped out or withdrawn from the
programme ought to be performed. As a result, the effect of stress and burnout on
International Baccalaureate participants could possibly be determined.
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Appendix A: International Baccalaureate Teacher Survey

Please indicate your level of involvement
Level of Involvement
DP
MYP
PYP
n

n
24
0
0
24

%
100.0
0.0
0.0
100.0

1. The IB Programme meets the academic needs of students. It provides:
a. A challenging curriculum
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
20
4
0
0
0
24

%
83.3
16.7
0.0
0.0
0.0
100.0

b. Courses that meet local requirements for promotion
Response
n
%
Strongly agree
19
79.2
Agree
5
20.8
Disagree
0
0.0
Strongly disagree
0
0.0
Don't know
0
0.0
n
24
100.0
c. Equal opportunity for all students
Response
n
Strongly agree
11
Agree
7
Disagree
6
Strongly disagree
0
Don't know
0
n
24

%
45.8
29.2
25.0
0.0
0.0
100.0
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d. University preparation
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
22
2
0
0
0
24

%
91.7
8.3
0.0
0.0
0.0
100.0

Summary:
Category
Mean*
n
A challenging curriculum
3.83
24
Courses that meet local requirements for promotion
3.79
24
Equal opportunity for all students
3.21
24
University preparation
3.92
24
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
2. IB students are better prepared than non-IB students for standardized tests?
Response
n
%
Strongly agree
5
21.7
Agree
4
17.4
Disagree
7
30.4
Strongly disagree
1
4.3
Don't know
6
26.1
n
23
100.0
Average*
2.76
N=17
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
3. The IB Programme places an emphasis on testing and numerical scores
Response
n
%
Strongly agree
3
12.5
Agree
3
12.5
Disagree
12
50.0
Strongly disagree
6
25.0
Don't know
0
0.0
n
24
100.0
Average*
2.13
N=24
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
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4. IB students have higher than average acceptance rates at post-secondary institutions
Response
n
%
Strongly agree
10
41.7
Agree
9
37.5
Disagree
1
4.2
Strongly disagree
0
0.0
Don't know
4
16.7
n
24
100.0
Average*
3.45
N=20
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
5. IB graduates have higher academic success rates than non-IB students at post
secondary institutions
Response
n
%
Strongly agree
9
37.5
Agree
6
25.0
Disagree
3
12.5
Strongly disagree
0
0.0
Don't know
6
25.0
n
24
100.0
Average*
3.33
N=18
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
6. The IB Programme better meets the academic needs of students than the following:
a. Advanced Placement (AP)
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
9
5
1
0
9
24

%
37.5
20.8
4.2
0.0
37.5
100.0

b. Provincial Curriculum
Response
Strongly agree
Agree

n
12
4

%
50.0
16.7
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Disagree
Strongly disagree
Don't know
n

3
1
4
24

12.5
4.2
16.7
100.0

Summary:
Category
Mean*
n
Advanced Placement (AP)
3.53
15
Provincial Curriculum
3.35
20
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
Other Responses
x Private schools (strongly agree)
x Teaches to think outside the box (strongly agree)
7. An IB Programme is an important choice for students to have. It provides:
a. Challenging Coursework
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
19
5
0
0
0
24

%
79.2
20.8
0.0
0.0
0.0
100.0

b. Specialized Courses
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
16
6
1
0
1
24

%
66.7
25.0
4.2
0.0
4.2
100.0

c. Skill Development
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
17
5
1
0
1
24

%
70.8
20.8
4.2
0.0
4.2
100.0
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d. University Credit
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
16
3
3
0
2
24

%
66.7
12.5
12.5
0.0
8.3
100.0

Summary:
Category
Mean*
n
Challenging Coursework
3.79
24
Specialized Courses
3.65
23
Skill Development
3.70
23
University Credit
3.59
22
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
8. Do you support the following accountability measures as effective?
a. Teacher workshops
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
9
13
1
0
1
24

%
37.5
54.2
4.2
0.0
4.2
100.0

b. Evaluation visits
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
3
11
1
1
7
23

%
13.0
47.8
4.3
4.3
30.4
100.0

Summary:
Measures
Teacher workshops
Evaluation visits

Mean*
3.35
3.00

n
23
16

Evaluating the International Baccalaureate163
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.

Other:
x IB teacher sharing (agree)
9. The IB Programme is used to attract new students to the district.
Response
n
%
Strongly agree
5
20.8
Agree
9
37.5
Disagree
6
25.0
Strongly disagree
1
4.2
Don't know
3
12.5
n
24
100.0
Average*
2.86
N=21
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
10. The IB Programme serves only select group students.
Response
n
%
Strongly agree
2
8.3
Agree
9
37.5
Disagree
10
41.7
Strongly disagree
2
8.3
Don't know
1
4.2
n
24
100.0
Average*
2.48
N=23
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
11. The IB Programme excludes the general student population.
Response
n
%
Strongly agree
3
12.5
Agree
4
16.7
Disagree
10
41.7
Strongly disagree
7
29.2
Don't know
0
0.0
n
24
100.0
Average*
2.13
N=24
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* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
12. The school provides adequate support for required IBO professional development.
Support is provided in the form of:
a. Financial assistance (course fees)
Response
n
Strongly agree
7
Agree
11
Disagree
3
Strongly disagree
1
Don't know
2
n
24

%
29.2
45.8
12.5
4.2
8.3
100.0

b. Financial assistance (travel and accommodation costs)
Response
n
%
Strongly agree
8
33.3
Agree
11
45.8
Disagree
2
8.3
Strongly disagree
1
4.2
Don't know
2
8.3
n
24
100.0
c. Time off
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
4
9
4
2
4
23

%
17.4
39.1
17.4
8.7
17.4
100.0

Summary:
Form of support
Mean*
n
Financial assistance (course fees)
3.09
22
Financial assistance (travel and accommodation costs)
3.18
22
Time off
2.79
19
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
13. My school has sufficient resources to support an IB Programme in the following
areas:
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a.. Computers
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
5
9
6
2
2
24

%
20.8
37.5
25.0
8.3
8.3
100.0

b. Laptops
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
2
1
7
11
3
24

%
8.3
4.2
29.2
45.8
12.5
100.0

c. Library resources periodicals/books
Response
n
Strongly agree
3
Agree
13
Disagree
2
Strongly disagree
2
Don't know
4
n
24

%
12.5
54.2
8.3
8.3
16.7
100.0

d. Internet media
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
5
13
1
1
3
23

%
21.7
56.5
4.3
4.3
13.0
100.0

e. Qualified Staff
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
11
12
0
1
0
24

%
45.8
50.0
0.0
4.2
0.0
100.0
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f. Fine Arts Resources
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
3
4
0
2
15
24

%
12.5
16.7
0.0
8.3
62.5
100.0

g. Science Lab Resources
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
3
4
5
2
10
24

%
12.5
16.7
20.8
8.3
41.7
100.0

Summary:
Resource Areas
Mean*
n
Computers
2.77
22
Laptops
1.71
21
Library resources Periodicals/books
2.85
20
Internet media
3.10
20
Qualified Staff
3.38
24
Fine Arts Resources
2.89
9
Science Lab Resources
2.57
14
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
If you had access to more money for IB programs, where would you put it?
Recoded Responses
n
%
Materials Resources
8
38.1
Added staff
13
61.9
Pro D
7
33.3
n*
21
* Multiple responses possible so percentages may exceed 100.0%.
Open ended:
x Tutors, resources, lab equipment, filed studies
x Pro D
x Money for student resources
x Textbooks, field trips, Pro-D
x The social sciences and humanities index: On line for research purposes
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x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x

Learning resources…texts, etc., teacher training
Textbooks, print resource, smaller classes
Smaller class sizes
Resources and professional development
Director and smaller classes
Full time administrator. Full time clerical/reception
Teacher training; smaller classes
Full time office assistant, smaller classes, smaller classes, smaller classes!!!!
Science lab assistant
Keeping class size down (but the same goes all programs)
Staff support/ more conferences/markers for humanities courses/compensatory
time for extended essay supervisors and administration - forms
Computer/video cameras/lights/software
Smaller classes
Administration (full time needed)
A lab tech for our SUPER LAB
Smaller classes

14. The entire school population has benefited from the presence of an IB Programme.
Response
n
%
Strongly agree
11
45.8
Agree
10
41.7
Disagree
1
4.2
Strongly disagree
1
4.2
Don't know
1
4.2
n
24
100.0
Average*
3.35
N=23
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
15. The IB Programme has attracted a significant number of out-of-district students to
fulfill district enrolment goals.
Response
n
%
Strongly agree
1
4.2
Agree
7
29.2
Disagree
6
25.0
Strongly disagree
2
8.3
Don't know
8
33.3
n
24
100.0
Average*
2.44
N=16
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
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16. The admissions process treats all students equally.
Response
n
%
Strongly agree
11
45.8
Agree
11
45.8
Disagree
0
0.0
Strongly disagree
0
0.0
Don't know
2
8.3
n
24
100.0
Average*
3.50
22
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
17. To what extent does the IB program affect the school’s overall academic standards?
Response
n
%
A lot
15
65.2
Somewhat
6
26.1
Not at all
2
8.7
n
23
100.0
If you feel it affects the school’s overall academic standards, please specify how:
Recoded Response
n
%
Academic atmosphere
10
50.0
Extra courses for the future
1
5.0
High standards/expectations
7
35.0
Divides the school
2
10.0
n
20
100.0
Open-ended:
x Student expectations, focus academic success/achievement, role models, student
leadership
x Tone, attitude, achievement levels as well as peer tutoring benefit the school as a
whole
x Proves to the student body that we cannot only compete with the world but do
very well. We tend to set high standards in the rest of our classes
x Increased: can
x It seems to instill a culture of academia
x General increase in expectations helps to "pull" up average students. There is a
strong desire by students from within the to be admitted to the program.
x Provides courses for students to take a certificate in- if they are not full diploma
students
x Role models, friendships, higher expectations
x Atmosphere of academic drive and involvement. The service hours are important
x Strong group of grads, but not all of them write provincials… while students
should produce great results, they don't necessarily
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x It is acceptable to succeed academically in all courses - smart students are not
seen as strange - the overall desire to succeed is supported in sports, tech studies,
art, and other traditionally non-academic areas
x It always helps to have strong leadership and a good core of motivated students.
There is a good trickle down effect which causes students to feel this a place
where people take learning seriously
x IB students bring a sincere interest in academic topics. This stimulates teachers
and affect overall population
x Many people equate our school with IB and (IMO!) neglect that many of our
students are struggling academically.
x Too many variables influence school's academic standards. Impossible to claim =
IB related. Socio -economic area/professional parents (most families = university
oriented) is probably a greater influence than IB.
x Our school has always had a positive academic environment, but the IB program
reinforces and expands this aspect of the school.
x The standard used in my provincial classes have not change, but the number of
top students has increased because of IB.
x Higher academic standards generate a school wide visibility of achievement and
induce a competitive climate throughout the building.
x There is a large percent of high achieving students present. This has a positive
effect on the other Non-IB students present.
x It pulls it upwardly.
18. To what extent does the IB Programme affect the school’s entire population?
a. Academically
Academically (category)
n
%
Tone
2
10.0
Attitude
4
20.0
Achievement
14
70.0
Offers additional classes
3
15.0
n*
20
* Multiple responses possible so percentages may exceed 100.0%.
Open-ended:
x Build positive academic focus
x Tone, attitude, achievement levels as well as peer tutoring benefit the school as a
whole
x Focuses them on academics- there is a carry over
x Teacher standard are high, or perhaps higher than if we did not have the IB
program here
x Can weaken regular senior classes for m gr. 10-12 but not necessarily
x Non-IB students seem to get clumped together creating "ghettos" of academically
weak students
x General improvement
x Offers additional certificate courses
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x
x
x
x
x
x
x
x
x
x

Better achievement
Improves general tone
IB makes it Ok to like learning and to work hard in classes
Improves
The students are generally quite separated form the non-IB students
IB students are perceived to be high achievers - may set high standards
Many students take certificate programs outside full IB
Higher expectations
Number of programs/classes available
Students are motivated to succeed, families/parents support IB initiatives. Non IB
students are aware of the international recognition of the program, but whether it
affect the entire population is debatable

b. Economically
Open-ended:
x Tendency to strive for higher goals when seeing other doing it.
x Yes, upwardly
x Funding for program sources
x Many IB classes are smaller than average, so non-IB classes are larger
x IB has a budget like any department
x It probably taxes it - pro-d, field trips, etc but I'm not sure
x IB brings opportunities into the school for the whole population and aids students
who have financial difficulties.
x This is like an expensive private education, only better in every aspect
x No effect
x I think these students are the same economic mix as our regular students
x Don't know
c. Socially
Socially (category)
segregated
school wide leadership
positive diversity
n

n
9
9
2
20

%
45.0
45.0
10.0
100.0

Open-ended:
x Social responsibility of students, student leadership
x Inclusion in wider frame of identity/familiarity
x IB students are the heart of this school. They play a significant role in the school
x There seems to be an “us” and “them” attitude. There may be some resentment
from non-IB students
x IB students are very active in school affairs.
x Adds another dimension to the school population
x More responsibility
x Can be cliquey and snooty but that is not unusual
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x
x
x
x
x
x

x
x
x
x
x
x

Divisive between IB/non-IB students and staff, but IB provides student leadership
of the school
The IB student energy goes into clubs and service and encourages other students
to get involved too.
I really assists some of the bright individuals to find a group to bond with otherwise school can be a bit isolating for many of them.
Improves (IB students initiate a number of social events, school wide)
There seems to be a separation, but not o the point as to be problematic
IB students may not be academically gifted but they are generally enthusiastically
involved in service to the schools. I.E. student council is often dominated by IB
Students
School atmosphere of respect for knowledge is strengthened- gives a sense of a
learning community
CAS
Many clubs/volunteer initiatives exist because IB students have taken a specific
interest.
IB students tend to socialize together
Some problems. Not a lot of integration between IB and Non-IB (quite
segregated) High stress and depression seen. Not time for fun.
IB students are required to be involved in their community. They also are more
involved in their coursework, participating

19. To what extent does the IB Programme address the diverse needs of the students
involved?
Response
n
%
A lot
16
72.7
Somewhat
5
22.7
Not at all
1
4.5
n
22
100.0
Please briefly comment if and how you feel the following needs are being addressed.
A. Academic
Academic Category
n
%
Variety of courses
5
23.8
Learning styles
8
38.1
Academic challenge
12
57.1
Rigorous and demanding - not positive
2
9.5
n*
21
* Multiple responses possible so percentages may exceed 100.0%.
Academic - Open-ended:
x Variety of course selection
x For those of deeper curiosity
x Not just for high achievers, but for your active C, C+ student
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x IB students are challenged academically to a much greater extent than they would
be in a regular classroom
x Historically, students not successful in regular programs have excelled here
x Higher level and standard level choices allow student to focus on their strengths
x I don't think the program is suitable for all students. It rigorous and demanding.
Student who are curios and motivated thrive. Students who are mark driven can
find the focus on critical thinking and the fast pace very stressful.
x Many different programs available
x More specialized program
x Student directed research
x Students choose appropriate levels for their strengths
x The wide range of activities required and the diverse types of assessment and
evaluation encourage many talents and call on many learning and teaching styles
x Classes are too large, - more attention would provide better individual
nurturing/educational outcomes
x Provides two levels of academic challenge (SL, HL)
x Students with academic drive are motivated and reinforced for one another - it is a
great place for truly academic kids
x Students who may be bored with the limited demands of the provincial curriculum
are challenged. Weaker students = helped by stronger students are in classes with
others who are willing to work; peer tutoring encourages excellence; IB council activities
x The aspect of theory of knowledge linking all the subject areas is of great value to
all IB students on all three of these levels. Students are taught to think and see
connections, not just cram
x We have developed/offer many fine arts/athletic/art programs under the IB label
x IB participation carries with it a distinct sense of pride in personal ability. The
program is rigorous and demands clarity of thought. It invites originality and
creativity but demands justification of ideas also.
x Definitely. This would be the first and highest priority.
x Comprehensive course centered around theory of knowledge
B. Social
Social Category
n
%
Student support
11
57.9
Community global awareness
2
10.5
School program support
8
42.1
n*
19
* Multiple responses possible so percentages may exceed 100.0%.
Social - Open-ended:
x School within a school, IB camp retreats
x Wider awareness
x They are a tight - nit group who support each other.
x Student are widely accepted within the group
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x A diverse group of students from learning communities
x Generally the students within the program are very supportive of each other and
this "family" atmosphere is encouraged.
x We have IB retreats, social gatherings, many clubs, open to all but filled with
many IB students - study groups
x Good relationships with teacher/average students. More motivated students.
Responds to students needs.
x Academically oriented peer groups
x Good, close groups
x Community service and group work are stressed- a sense of community
involvement and responsibility is nourished.
x Some good program content here, but it is minimal
x IB students have active social life with other IB’ers.
x There are number of social activities for these students and they have told me that
they feel part of a large family
x Strong sense of community
x IB is like a smaller school within a larger complex
x The program seeks to produce citizens who are aware - not only of local issues,
but global concerns - and seeks to also invite action/ideas as a result of that
awareness.
x The 'group" tends to band together. They support each other due to heavy
demands made of them.
x The IB mission statement is quite clear in this regard, playing focus on the global
social awareness
c. Personal/Motivational
Personal/Motivation Category
n
%
Peer support/group mentality
9
56.3
Personal motivation
7
43.8
Leadership opportunities
1
6.3
n*
16
* Multiple responses possible so parentages may exceed 100.0%.
Personal/Motivational Open-ended:
x Broad IB staff-student & teacher rapport & support, homework club, extracurricular activities
x Students are driven to personal excellence
x Goal setting
x They encourage each other to keep up with the workload
x Students can and do motivate each other to greater success
x CAS is great and high expectations serve students well
x Most students learn to work as a group also a big push Re CAS
x In theory, students choose to join program
x Lots of leadership opportunities.
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x Each student is encouraged to do his or her best, even in areas where he or she is
not already successful. The students are encouraged to be well rounded, to accept
challenge in areas that they might otherwise avoid.
x Some students rely heavily on social support here - this needs to be encouraged
x These students come already super motivated for high marks - to my mind that is
the biggest difference between them and my non-IB students. That is to say that
IB students are easy to motivate
x Students motivate each other and recognize similar stresses and create a support
network
x Peer activities (mixers, retreats)
x Certainly, the majority of students are committed, have a fine work ethic, and
enjoy a genuine sense of self based on accomplishment - academic, social and
personal
x Most IB students have a high motivation before they come into the program. The
students are usually high achievers, have diverse interests, and have a good
opinion of themselves. These are the typical kids that are attracted to the
program. Although a lot of students now think this is the "ticket" into university.
x Definitely addressed and fulfilling for students.
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Appendix B: International Baccalaureate Parent Survey
Please indicate your type of involvement
Level of Involvement
n
DP
17
MYP
0
PYP
0
n
17
n.b. 17 surveys had no response.

%
100.0
0.0
0.0
100.0

1. The IB Programme meets the academic needs of students. It provides:
a. A challenging curriculum
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
23
9
1
0
1
34

%
67.6
26.5
2.9
0.0
2.9
100.0

b. Courses that meet local requirements for promotion
Response
n
%
Strongly agree
13
40.6
Agree
13
40.6
Disagree
0
0.0
Strongly disagree
0
0.0
Don't know
6
18.8
n
32
100.0

c. Equal opportunity for all students
Response
n
Strongly agree
14
Agree
17
Disagree
2
Strongly disagree
0
Don't know
1
n
34
d. University preparation
Response
Strongly agree
Agree
Disagree

n
25
9
0

%
41.2
50.0
5.9
0.0
2.9
100.0

%
73.5
26.5
0.0
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Strongly disagree
Don't know
n

0
0
34

0.0
0.0
100.0

Summary:
Category
Mean*
n
A challenging curriculum
3.67
33
Courses that meet local requirements for promotion
3.50
26
Equal opportunity for all students
3.36
33
University preparation
3.74
34
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
2. The IB program adequately prepares my child for standardized tests.
Response
n
%
Strongly agree
11
32.4
Agree
19
55.9
Disagree
1
2.9
Strongly disagree
0
0.0
Don't know
3
8.8
n
34
100.0
Average*
3.32
31
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
3. The IB Programme places an emphasis on testing and numerical scores.
Response
n
%
Strongly agree
4
11.8
Agree
14
41.2
Disagree
13
38.2
Strongly disagree
2
5.9
Don't know
1
2.9
n
34
100.0
Average*
2.61
33
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
4. IB students have higher than average acceptance rates at post-secondary institutions.
Response
n
%
Strongly agree
11
32.4
Agree
14
41.2
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Disagree
0
0.0
Strongly disagree
1
2.9
Don't know
8
23.5
n
34
100.0
Average*
3.35
26
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
5. The IB Programme better meets the academic needs of students than the following:
a. Advanced Placement (AP)
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
5
11
1
0
16
33

%
15.2
33.3
3.0
0.0
48.5
100.0

b. Provincial Curriculum
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
11
14
2
0
6
33

%
33.3
42.4
6.1
0.0
18.2
100.0

Summary:
Category
Mean*
n
Advanced Placement (AP)
3.26
17
Provincial Curriculum
3.33
27
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
6. An IB Programme is an important option for students to have because it allows for
diversity in schools.
Response
n
%
Strongly agree
9
27.3
Agree
19
57.6
Disagree
2
6.1
Strongly disagree
0
0.0
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Don't know
3
9.1
n
33
100.0
Average*
3.23
30
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
7. The IB Programme is used to attract new students to the district.
Response
n
%
Strongly agree
5
14.7
Agree
19
55.9
Disagree
7
20.6
Strongly disagree
0
0.0
Don't know
3
8.8
n
34
100.0
Average*
2.94
31
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
8. The IB Programme serves only a select group of students.
Response
n
%
Strongly agree
4
11.8
Agree
19
55.9
Disagree
9
26.5
Strongly disagree
0
0.0
Don't know
2
5.9
n
34
100.0
Average*
2.84
32
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
9. The IB Programme excludes the general student population.
Response
n
%
Strongly agree
3
8.8
Agree
10
29.4
Disagree
11
32.4
Strongly disagree
3
8.8
Don't know
7
20.6
n
34
100.0
Average*
2.48
27
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
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10. The additional costs of the IB Programme are justifiable.
Response
n
%
Strongly agree
6
20.7
Agree
12
41.4
Disagree
3
10.3
Strongly disagree
2
6.9
Don't know
6
20.7
n
29
100.0
Average*
2.96
23
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
The costs are justifiable in the following areas:
a. Admission/Processing Fees
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
5
13
5
3
5
31

%
16.1
41.9
16.1
9.7
16.1
100.0

b. Yearly tuition fees
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
5
11
5
3
7
31

%
16.1
35.5
16.1
9.7
22.6
100.0

c. Specialized programming fees
Response
n
Strongly agree
5
Agree
15
Disagree
1
Strongly disagree
2
Don't know
8
n
31

%
16.1
48.4
3.2
6.5
25.8
100.0

d. Material fees
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Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
4
17
1
3
7
32

%
12.5
53.1
3.1
9.4
21.9
100.0

Summary:
Area
Mean*
n
Admission/Processing Fees
2.77
26
Yearly tuition fees
2.75
24
Specialized programming fees
3.00
23
Material fees
2.88
25
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
11. My child’s school has sufficient resources to support an IB Programme in the
following areas:
A. Computers
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
7
11
7
0
8
33

%
21.2
33.3
21.2
0.0
24.2
100.0

b. Laptops
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
1
1
12
8
10
32

%
3.1
3.1
37.5
25.0
31.3
100.0

c. Library resources periodicals/books
Response
n
Strongly agree
4
Agree
16
Disagree
8

%
12.1
48.5
24.2
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Strongly disagree
Don't know
n

0
5
33

0.0
15.2
100.0

d. Internet media
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
5
16
5
0
6
32

%
15.6
50.0
15.6
0.0
18.8
100.0

e. Qualified Staff
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
12
16
1
0
4
33

%
36.4
48.5
3.0
0.0
12.1
100.0

f. Fine Arts Resources
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
2
13
3
2
13
33

%
6.1
39.4
9.1
6.1
39.4
100.0

g. Science Lab Resources
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
7
16
6
0
4
33

%
21.2
48.5
18.2
0.0
12.1
100.0

Summary:
Resource Areas
Computers
Laptops
Library resources Periodicals/books

Mean*
3.00
1.77
2.86

n
25
22
28
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Internet media
3.00
26
Qualified Staff
3.38
29
Fine Arts Resources
2.75
20
Science Lab Resources
3.03
29
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
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If you had access to more money, where would you put it?
Recoded Responses
n
%
Resources
20
76.9
Staff
4
15.4
Programs/Courses
4
15.4
n*
26
* Multiple responses possible so percentages may exceed 100.0%.
Open ended:
x Strengthening of the fine arts programs
x New textbooks
x Computer, preferably on providing laptop computer facilities to IB students
x Field studies
x I would put to books and computers
x Into my child's educational funds
x Science lab
x I would put it to buy more books and to improve science lab resources or open
more IB course
x Computers, science lab resources, fine arts resources
x More technology
x Library
x My child's education fund
x Library resources
x Less students per class - more staff to handle extracurricular activities
x Library resources etc
x Another vice-principal for our school, another librarian and another career centre
staff
x Computer/laptops
x More lecture notes to handout to students, rather than copying from the board;
more lecture/tutorial time so students do not need to learn some subjects on their
own; more qualified teachers in every course
x Science lab
x Resources
x I would put it in science lab
x Library resources, science lab resources
x Computers, science lab resources, fine arts resources
x Qualified staff
x International trips
x Library and lab
x Textbooks
x More/better textbooks
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12. My child takes part in regular school activities and is not excluded as a result of
his/her involvement in the IB Programme.
Response
n
%
Strongly agree
13
39.4
Agree
16
48.5
Disagree
3
9.1
Strongly disagree
0
0.0
Don't know
1
3.0
n
33
100.0
Average*
3.31
32
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
13. The general school population has benefited from the presence of an IB
Programme in terms of increased access to:
a.. Computer resources/media
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
2
12
6
1
10
31

%
6.5
38.7
19.4
3.2
32.3
100.0

b. Increased academic programs
Response
n
Strongly agree
5
Agree
22
Disagree
1
Strongly disagree
0
Don't know
3
n
31

%
16.1
71.0
3.2
0.0
9.7
100.0

c. Library resources periodicals/books
Response
n
Strongly agree
1
Agree
14
Disagree
6
Strongly disagree
0
Don't know
10
n
31

%
3.2
45.2
19.4
0.0
32.3
100.0
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d. Better trained staff
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
5
22
2
0
3
32

%
15.6
68.8
6.3
0.0
9.4
100.0

e. Fine Arts Resources
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
0
13
4
1
13
31

%
0
41.9
12.9
3.2
41.9
100.0

f. Science Lab Space/Resources
Response
Strongly agree
Agree
Disagree
Strongly disagree
Don't know
n

n
3
15
3
0
10
31

%
9.7
48.4
9.7
0.0
32.3
9.7

Summary:
Resource Areas
Mean*
n
Computer resources/media
2.71
21
Increased academic programs
3.14
28
Library resources Periodicals/books
2.76
21
Better trained staff
3.10
29
Fine Art Resources
2.67
18
Science Lab Space / Resources
3.00
21
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
If the school could improve in the above areas, what are the top three in terms of
priority for change:
Response
n
%
Resources
28
87.5
Staff
14
43.8
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Programs/courses
12
37.5
n*
32
* Multiple responses possible so percentages may exceed 100.0%.
Open-ended:
x Improved equipment (resources)
x More staff, better fine art resources, don't know
x Computer facilities, library resources, science lab space/resources
x Fine art, computer resources, library resources
x Increased academic programs
x Computer resources/media, better trained staff, library resources (periodical,
books)
x Science lab space, computers, library resources
x Open more IB courses, library book, science lab resource
x Increased academic programs, computer, fine art/science resources
x Better trained staff, increased academic programs, library resources
x Computer, space, resources
x Library, staff (better trained), increased academic programs (we need more
programs)
x Computer resources, library resources, fine arts
x Computers and computer resources, library resources
x Increased academic programs, laptop computers
x Science lab resources, computer resources, library resources
x Better trained staff, increased academic programs, library resources
x Computer, science labs, fine arts resources
x Better trained staff, increased academic programs, science lab space/resources
x Computer resources/media, library resources/periodicals/books, fine arts
resources
x Sports activities, field trips
x Computer resources/media, better trained staff, science lab resources
x Science lab space/resource, computer resources/media, library
resources/periodicals/ books
x Better trained staff, library resources, science lab resources
x More competent teachers, more friendly teachers towards parents
x More funding, better trained staff (some), computer
x Better trained and more experienced staff
x Computer resources, library resources, science lab
x Staff, library, lab
x IB math grade 12 teaching poor (math studies), sometimes the volume of work is
too much
x Library resources, more staff, computer/media
x More science material for labs, more textbooks (or replace some old ones)
14. My child was treated equally in the admissions process.
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Response
n
%
Strongly agree
11
35.5
Agree
17
54.8
Disagree
0
0.0
Strongly disagree
0
0.0
Don't know
3
9.7
n
31
100.0
Average*
3.39
28
* Based on a scale where 1 = strongly disagree, 2 = disagree, 3 = agree and 4 =
strongly agree. “Don’t know” responses excluded from calculation of mean. The
higher the mean, the greater is the level of agreement.
15. To what extent does the IB program affect the school’s overall academic standards?
Response
n
%
A lot
15
48.4
Somewhat
14
45.2
Not at all
2
6.5
n
31
100.0
If you feel it affects the school’s overall academic standards, please specify how:
Recoded Response
n
%
Higher Standards
17
73.9
Access to other programs
1
4.3
Better Staff
2
8.7
More motivated kids
8
34.8
No extent
1
4.3
n*
23
* Multiple responses possible so percentages may exceed 100.0%.
Open-ended:
x Don't know (2)
x Standards are higher for IB students than mainstream - affect ranking amongst
other schools
x In the area that as the ordinary standard class students have a chance to access to
higher standard classes like IB; in the area that the IB class students have access
to international educator class standard in terms of materials learned, horizon
broadened, vision enlarged and insightful thought trained
x Increases average grade
x IB does not improve the school's overall standard
x It helps the academic standards because it brings students who are out of
boundary to our schools
x An average student will work harder knowing that that is a "better" goal for them
in IB program. For those that are good, a good provincial result means better
reputation for the school. It provides a challenging environment for other
students.
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x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x

I guess it does but don' t really know
Better trained staff/ resources enable the students (all) to acquire better training
IB students achieve higher academic records
It creates a sense of healthy competition amongst the students, improving the
overall academic standard of the school
Increases overall average
I think the IB student get a better mark and better prepare for the university
requirement
We get kids are motivated at their school work and focus on good stuff rather than
dissing the system
To the extent that a group of enthusiastic, high achieving students within the
school as a whole can encourage and motivate all
The attraction of high achieving students to attend the IB programme definitely
brings up the academic achievements of this school
Most of the people on the honor roll/principal's list are from IB
IB students = higher standards set
students are more challenged in their studies and therefore increasing the
standards for academic achievement
More competitive environment, IB students often score higher provincial marks
Churchill Secondary becomes famous because of IB programme
The average provincial exam scores
Staff trained for IB programme also teaches regular classes and brings value to
regular courses
The overall academic standards will be lifted due to the contributions and
inspirations from the IB programme students
Students might attend Churchill with the goal of attending IB. They will likely
stay at the school if accepted or not. These are generally motivated students.
IB programme sets an extremely high standard for the school overall, to the point
where the school (ex. Churchill) is known for academic excellence

16. To what extent does the IB Programme affect the school’s entire population?
a. Academically
Academically (category)
Challenge Students/Excel
Higher Standards
Somewhat
A lot
Not at all
n

n
4
7
2
4
1
18

%
22.2
38.9
11.1
22.2
5.6
100.0

Open-ended:
x Students from the program make up the honor roll
x Gives all students a chance to challenge themselves
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x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x

IB graduate can find it easier to move onto university year one than other ordinary
Gr.12 graduates
Somewhat
Don't know (2)
Not at all
It helps them to bring higher standards
Don't know
As above
Academically, all students can access to the better training
Raises overall standards
Great extent
Set a good example for the rest of the students
The staff are more assessment literate and are comfortable with continual
evaluation of their teaching
See above
Brings up the standard
The IB programme helps to increase the school's academic standards
A lot
Higher standards
A lot
IB programme gives students a chance to excel
Better trained teachers
Somewhat
Positively
Good role models, brings academic average up
Higher standards

b. Economically
Economically (category)
More funding
More resources
None
n

n
3
1
2
6

%
50.0
16.7
33.3
100.0

Open-ended:
x
x
x
x
x
x
x
x
x
x

Get a few more resources (IB room)
Don't know (8)
Not at all
A little - received more funding
It doesn't
More funding is given
No comment
We are always full subscribed with a waiting list
Somewhat (2)
Not much
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c. Socially
Socially (category)
Positive
Negative
Indifferent
n

n
17
3
1
21

%
81.0
14.3
4.8
100.0

Open-ended:
x Separate themselves from the rest during school but join in extracurricular
activities
x Don't know
x Somewhat
x Don't know
x Not at all - IB programme separates those students in the program and those
students who are not
x It allows the students to take part in social activities that they would not be able to
in regular schools
x Don't know
x Don't know
x Don't know
x Encourage students to develop good socially
x More students are obliged to participate in various extracurricular program
x Probably a little
x IB students may be excluded from the non-IB students
x IB students are more open
x It increases the cohort of senior students, so the bulk of student pop. Is older
x Don't know
x An IB subculture within the normal student profile
x The IB programme helps school spirit
x A lot
x Diversity of ethnic groups
x IB students are responsible for the running of many clubs and events
x No effect
x IB programmes trains students more cooperative
x Students from IB promote the IB programme, curriculum, goals
x A lot to somewhat
x Positively
x This is a small tight knitted group who generally stay out of trouble and contribute
to school clubs. They are good role models.
x IB students have positive influence on regular students
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17. To what extent does the IB Programme address the diverse needs of the students
involved?
Response
n
%
A lot
14
50.0
Somewhat
14
50.0
Not at all
0
0.0
n
28
100.0

Please briefly comment if and how you feel the following needs are being addressed.
a. Academic
Academic Category
Curriculum/Challenges
Staff
n

n
13
3
16

%
81.3
18.8
100.0

Academic - Open-ended:
x Challenging curriculum
x It (the IB programme) trains students to try to write long and standard essay (a
pre-trial for writing up thesis in university education)
x Very well
x Extensively, IB program includes challenging material and encourages critical
thinking
x Don't know
x It is with the amount of work and research, projects needed for the students
x Does a great job
x Well trained staff
x Challenging curriculum
x The extended essay is chosen by the student- it is a "personal" project
x Challenging/demanding (deep and broad)
x Challenges students who can easily handle normal academic programs
x Students are required to have good grades in order to enter into IB, then the
students are required to keep grades up
x A lot
x IB is not mark centered. IB emphasizes to help students to develop as a whole
person.
x Best students in the school attend IB programme and competition leads to better
academic results
x Different aspects and levels offer good choices for students
x The teachers are mostly exceptional - passionate and committed. The love of
learning for its own sake is instilled in the students.
x Students must work hard to do well. Subjects are challenging.
x Very qualified knowledgeable staff, more emphasis on knowledge by question not
by teachers' lecturing
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b. Social
Social Category
n
%
Cohesion/Social Events
8
53.3
Exposure to social issues
2
13.3
Environmental/Community Issues
6
40.0
Encourages responsibility
1
6.7
n*
15
* Multiple responses possible so percentages may exceed 100.0%.
Social - Open-ended:
x Brings students together
x The IB programme trains students to expose to various social issues to visit
different places in depth (to broaden horizons and to strengthen and sharpen
observation)
x Well
x A little, IB programmes CAS requirements encourages students to get involved
with the school and the community
x It encourages the students to help the community
x Don't know
x I believe may not be addressed too much
x I know that my son has lots of opportunity (field trips) that are adventurous and
stimulating and even beneficial to the society like the shoreline cleanup
x Does a great job
x Organized social events
x Interactions in all IB student
x IB camp retreat at beginning of each year
x Requires strong group efforts/effectiveness
x Students are required to go to events such as the IB mixer and are supposed to do
things other than study
x Somewhat
x IB encourages students to take more responsibilities
x There are many group projects which give better social exposure to IB students
x Emphasis on local and international services will open students minds'
x Student often work together on projects - good
x Tight knit group. Group projects and retreats contribute to healthy social
interactions
c. Personal/Motivational
Personal/Motivation Category
n
%
Peer support/group mentality
7
46.7
Personal motivation
6
40.0
Leadership opportunities
6
40.0
n*
15
* Multiple responses possible so percentages may exceed 100.0%.
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Personal/Motivational open-ended:
x CAS - get involved, supportive teachers
x Caring teachers
x The IB programme trains students to approach issues from various angles of
viewpoints (the critical thinking). To arouse their interest to more research
further and widen in scope (a good step to prepare them for further education in
university)
x Very well
x A little, CAS requirements encourages students to set and achieve personal goals
x It strengthens the student's self-esteem, broad minded
x Don't know
x Don't know. IB students do not have much time for any personal stuffs. However,
motivation may be presence
x Good
x None
x Teachers guidance
x CAS hours are very beneficial
x Setting the bar very high
x I am not really sure
x A lot
x Community involvement
x IB gives students a feeling of fulfillment
x Students feel motivated by being part of IB community
x Group pressure make students more motivated and challenged
x Students develop an excellent work ethic. The extended essay is an excellent
opportunity and preparation for later university projects
x CAS hour requirements demand involvement and motivate student to do things
they might otherwise do
x Students are encouraged to participate more in class, think critically, ask
questions to find answers not just have others tell them the knowledge and
students are stressed, learn to cope with workload
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Education Politics
Abstract
The purpose of this work was to educate and assist individuals, concerned groups,
committees, organizations, professionals associations and corporations to maximize
resources in efforts to exert influence relative to legislative and executive proposals that
affect the education of children and young adults. Education is a Federal interest, State
function, Local School and Community College District responsibility. Education is an
investment not expenditure. The economy and progress of the State and Nation are
improved by increasing investments, local control and accountability. Education is a
public duty not an individual right. All affected by legislative and executive policy have
the obligation to participate in the development of said policy. This country’s greatest
asset relative to national defense is an educated population.
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Education Politics 101: Collaboration and Teacher Advocacy for all
Children and Young Adults
Purpose of Paper
The purpose of the work was to assist stakeholders relative to maximizing effort
in exerting influence on elected officials to benefit the education of all children and
young adults. The work examined nature of the legislative process in creating enactments
that affect the environment conducive to student achievement. Do those professionals
affected by legislative policy have the obligation to participate in the development of said
policy? Creating collaborations among stakeholders’ influences elected officials relative
to making something happen of great benefit as opposed to catering to selective special
interest groups.
Importance of Topic
Education is a Federal interest, State function and Local responsibility. The
citizens of the largest state in the Union direct their focus towards the state capitol for two
reasons: because they want to make something happen, or they want prevent their elected
officials from taking action. Unfortunately, many state elected officials never hear from
their constituents, and thus their inactions and practices are indirectly condoned. Special
interest advocates have played a role relative to state legislative enactment in excess of a
half–century. The California Legislature is comprised of forty state senators (elected
every four years) and eighty assembly members (elected every two years). The governor
and the Legislature created a 117 billion dollar budget for the 2005/2006 fiscal year. The
majority of these revenues are set aside for public education, kindergarten to operation of
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higher education (the University of California, the California State University and
community college districts.
In the history of public education, schools have been provided with oversight
from a locally elected board of trustees. These individuals, your neighbors have two
major responsibilities: to select a chief executive officer (a superintendent, president,
and/or chancellor) and adopt a proposed annual budget as presented by the chief
executive officer. The voters within the school district elect the trustees “at large”. They
may be elected from trustee areas in which they reside by the voters within the school
district, or elected within a trustee area by the voters of that specific trustee area. Upon a
vacancy, the majority of the board of trustees may appoint a member when a vacancy
occurs within a specified timeframe before an election.
Trustee members are agents of the state, chosen in a manner so prescribed in
accordance with constitutional and statutory provisions. The board of trustees exists only
as a body, apart from its individual membership. Its authority is as a whole or majority.
The powers of the board of trustees agreed upon by the courts are:
A. Those expressly granted by statue.
B. Those implied in powers expressly granted by statue.
C. Those essential to the accomplishment of objectives set by other agency’s
regulations, adopted policies, and opinions.
Prior to the passage of Proposition 13 (the Jarvis-Gann property-tax initiative) in
1978, the board of trustees had the power to generate revenue via local property taxes in
order to adopt the education program relative to dollars invested for the fiscal year. The
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passage of Proposition 13 removed the power to generate revenues from local trustee
members and transferred said power to the legislature and the governor.
The Constitution of the State of California includes mandates requiring the
Legislature to provide an effective system of public education, free of tuition charges and
equally open to all. The State Legislature has “plenary” (absolute) power. Financial
support for public education is based on State legislative enactment. The power of the
“purse” is located in the State Capitol. Educational reform prior to and after No Child
Left Behind will come from the State Capitol. A Legislator primary objective is---to be
reelected. The California State Legislature consists of 40 State Senators and 80 Assembly
members.
Knowledge of the legislative process, “How a Bill Becomes Law” is imperative
for each member of the board of trustees, every classroom teacher and other professionals
who are advocates for children and young adults.
If those who have a stake in public education for this Nations’ most valuable
resource ever got their collective act together, the vast majority of elected officials could
not withstand the political pressure exerted.
It is time for the sleeping giants in the political arena to be awakened.
Rationale for Choosing Topic
On November 8, 2005, the citizens of the State of California voted to endorse or
reject Proposition 74, Proposition 75 and Proposition 76. Two of the three propositions
were the Governor’s Initiatives (Proposition 74 and Proposition 76). Proposition 75’s
author admitted he was urged to file this measure by a top aide to the Governor.
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Proposition 74 mandates that teachers must complete five years of satisfactory
service prior to being granted tenure (instead of two years as granted by the Hughes- Hart
Act of 1983).
Proposition 75 mandates that public employee associations or unions must receive
advance permission to spend members’ dues on political activities.
Proposition 76 mandates that spending growth would be limited and the Governor
could impose mid-year budget cuts if the Legislature fails to act.
Proponents and opponents of each proposition have spent millions of dollars. The
outcome was decided by the electorate on November 8. The impact of the decision render
at the polls may not be known for years. One item was a certainty; the concerted effort or
advocacy (or lack of) played a significant role on November 8, 2005.

Unlocking the Chains of Privilege:
A Practical Introduction to Privilege in America
Anissa Butler, Ed. D.
Fielding Graduate University and The University of Colorado at Boulder
4452 Cornish Way, Denver, Colorado, 80239
anissa.butler@colorado.edu

Abstract
The Chains of Privilege is an activity based upon the work of Peggy McIntosh
(1990). This Chains of Privilege activity creates a forum to discuss the various privileges,
including racial, educational, socio-economic, physical ability, language, gender, and
privilege based upon sexual orientation. The intent of this activity is to provide
educators with a practical, hands-on application for the concept of privilege. The activity
functions as an effective transition to discussing institutionalized oppressions—
particularly white privilege, and heterosexism—discussions that often lead to anger and
resistance in the classroom. This paper includes step-by-step instructions for
administering the activity, including: setting up a safe environment for the discussion,
and debrief questions. In addition to the activity, the paper includes a discussion of
strategies for discussing the concept of privilege in a way that will discourage
antagonistic and resistant discussions, and support positive interactions.
***
Privilege doesn’t mean what it used to. The word “privilege” is defined simply as
“a right or immunity granted as a peculiar benefit, advantage, or favor” (Prichard, 1994).
However, the concept of “privilege” carries a weightier connotation. Scholars such as
Peggy McIntosh, Adair, Wise and others have initiated a dialogue that tackles an issue
many Americans resist—that of privilege—in all of its forms—racial, socioeconomic,
sexual orientation, language, ability, and gender. Many of these major scholars who write
about privilege—particularly white privilege—are white. Some may say that it took white
people discussing privilege to validate it as a worthy topic in scholarly journals. Scholars
of color and other minority group scholars are often perceived as being biased in their
perspectives. This perception is also present in the classroom. If an instructor of color
presents on privilege, they are considered to be biased, while a white instructor may be
perceived as more impartial. However, regardless of who is facilitating the discussion, it
will be a difficult one to cover. In my capacity as an Equity Trainer, Multicultural
Educator and Diversity Coordinator, I have experienced constant resistance to the
concept of privilege. People are very resistant to discussing the topic of privilege and
hostile to those who even begin to broach the subject. In this paper, I will discuss the
controversy over the concept of privilege as well as ways to structure discussions which
will lead to more positive interactions around this topic. The goal of this paper is to get
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people to open their minds to a perspective they may not have known existed—privilege
in America.
Don’t Say That Word!
A while ago, I went to a local restaurant with a friend (a white female) to chat
about the typical issues that friends discuss over coffee and sweet rolls. Soon the
conversation turned to a more difficult topic. She asked me about my current project. I
told her that I was working on a new paper.
“About what?”
“Well,” I said, “I’m interested in this new area of ‘white culture studies.’ I also
want to pursue my interests around the concept of privilege in America.”
The anger was almost audible from my friend. She retorted, “Not all white people
are privileged, you know?” She had automatically conflated the issues of white culture
and privilege, although I had deliberately listed them separately.
“I didn’t say that.” I was taken aback by such an irritated response from a friend
I’d always considered to be a racial ally. I tried to remain calm. I explained that I was
interested in unpacking the culture of whiteness and that would most likely involve
discussing privilege. She seemed to settle a bit, but I knew I had stepped into another of
those uncomfortable topics between whites and blacks—that of racism, and more
specifically--privilege.
Racism and Privilege. Privilege and Racism.
Racism is a term that will always bring up feelings of anxiety and wariness in any
mixed racial grouping, as well as some same race groups. The term elicits memories of a
history of injustice and hatred that Americans would prefer to forget. The only solace we
have is that there has been a great deal of work on the part of American citizens of all
races to repair the harm that has been perpetrated against some cultural groups in this
country. And while we know that there is still much work to do, many Americans have
become disassociated from the past injustices and complacent regarding the current
cultural rifts concerning race, socioeconomics, sexual orientation and language
differences.
In the past, “racism” implied that whites were taking a more active role in being
discriminatory. Whites over the past 40 years have disassociated themselves from this
term with the knowledge that they don’t use racial epithets; they don’t overtly
discriminate against people of color and other oppressed groups—they may even vote for
programs that support them. They have not only one, but probably several friends of
diverse cultural groups. In fact, many would like to believe that they don’t even see race
in their daily interactions. Race is no longer a central topic with politicians or other
human rights groups (Bonilla-Silva, 2003). The popular perspective for those who
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consider themselves politically correct is to be color-blind. However, this new concept
further dulls the current manifestations of racism. Bonilla-Silva (2003) explained the term
color-blind and the implications on human race relations:
…A new powerful ideology has emerged to defend the contemporary racial order:
the ideology of color-blind racism. Yet, color-blind racism is a curious racial
ideology. Although it engages, as all ideologies do, in “blaming the victim,” it
does so in a very indirect, “now you see it, now you don’t” style that matches the
character of the new racism. (Bonilla-Silva, 2003, pg. 25).
So, according to Bonilla-Silva, racism has now become so subtle that people insist it no
longer exists. Wise explains why the concept of being color-blind is not supportive social
change. Wise, (2003) stated that even though, “Race was created to divide people... it is a
large step from the claim that we should reject a biological basis for the concept of race
to the claim that we should not talk about race, that our goal should be a colorblind
society (Wise, 2003, pg. 2).
We don’t use the term “racism” as readily as we have in the past. The use of the
term “racism” or any of its roots and derivatives—race, racist, racial—is almost likely to
set the room afire with anger, resentment, guilt, antagonism and defensiveness. But, that
does not mean that we have to cease talking about race and the implications of racism in
America.
A new term—privilege has replaced racism as a dreaded topic of conversation
between white people and people of color. And although the word, in its current
application has been used for over three or so decades, it has already become a
contentious term. Peggy McIntosh, in her article, White Privilege: Unpacking the
Invisible Knapsack, said “I have come to see . . . privilege as an invisible package of
unearned assets which I can count on cashing in each day, but about which I was “meant”
to remain oblivious. . . . Privilege is like an invisible weightless knapsack of special
provisions, maps, passports, codebooks, visas, clothes, tools and blank checks.” Other
scholars explain privilege as a process by which groups of people actively acquire or
passively attach to reward without earning it (Powell, 2000), which results in preferential
treatment [for those] groups (Martinas, 1998), often allowing those with privilege to live
in the “luxury of obliviousness” of those privileges (Johnson, 2006). Those with privilege
in American society would be white people, males, those of the middle class or above,
heterosexuals/straight people, the able-bodied, educated, Christians, people who speak
English, and those people between ages 21 and about 55.
The opposite of privilege is oppression. Oppression as defined by Weissglass, J.
(personal communication, October 18, 2005) is the systemic mistreatment of a group of
people by the society and sometimes by another groups of people who are conditioned by
the society to act, consciously or unconsciously, in hurtful ways towards members of the
oppressed group, with the mistreatment encouraged or enforced by society and its
culture. People of color are oppressed by the privilege of white people. The examination
of privilege has been extended to explain the treatment of other cultural groups who
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experience discriminatory treatment in America. People who are generally considered to
be non-privileged or oppressed by societal institutions and culture are people of color,
women, differently-abled, gays, lesbians, bisexuals, and transgendered individuals, the
working poor and people below the poverty line, the undereducated, non-Christian or
atheist, speakers of languages other than English and people above the age of 55.
The Language of Privilege
The language of privilege is important to establish, because the connotation or
denotation of certain terms can lead to misunderstanding, anger and resentment. Culture
is broadly defined by Samovar and Porter (2000) as:
. . . a deposit of knowledge, experience, beliefs, values, attitudes, meanings, social
hierarchies, religion, notions of time, roles, spatial relationships, concepts of the
universe, and material objects and possessions acquired by a group of people in
the course of generations through individual and group striving. (Samovar &
Porter, 2000, p. 7)
For the purpose of this paper, when I refer to culture it is meant to indicate, race, gender
sexual orientation, class, education level, religion, and ability. In this article, I also use
the terms “privilege,” and “dominant group (s)” to indicate white, heterosexual, ablebodied, Christian, educated, middle-class, males. I use the terms “target group,”
“minority culture,” and “oppressed groups” to denote people of color, the impoverished,
gay, lesbian, bisexual and transgendered individuals, non-Christians, the undereducated
and women. While the opposite of privileged would be underprivileged, the term
underprivileged carries a negative connotation. To use the term underprivileged
established those with privilege as being the norm, while those without that specific form
of privilege are characterized as “falling below an assumed normal level of social
existence.” (Powell, 2000, pg. 4). However, one cannot escape the label of being
underprivileged. Recently, the primarily African American survivors of the Katrina
Hurricane devastation were portrayed as representing one economic group; although it
was likely that the images represented black Americans of all social classes. Blacks who
had acquired socioeconomic “privilege” prior to Hurricane Katrina were thrown into a
state of being “underprivileged blacks” when there were not privilege identifiers (such as
material accoutrements) that distinguished them from the unpopular “underprivileged
blacks.”
The language of privilege is still being developed and expanded by scholars to address
the issues of this complex topic.
The Chains of White Privilege
In the eyes of many whites, social interactions between races seemed to be
flowing fine—until “privilege” became the new codeword to describe the behaviors of
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their racial group. Being identified as privilege is an assault to what white people thought
they were doing right. Privilege leaves white people defenseless. According to the new
concept of privilege, whites unwittingly participate and further racism by simply being
white, and just the very nature of having white skin makes one a participant in racist
practices.”
Just as white people were getting comfortable in their skin, critical race theorist
have stirred things up to the point that it is now almost an admission of guilt to be white.
So now, not only are people of color redefining their own identities, but they are also
defining white identity. This unwelcome shift in skin comfort has been met with anger
and aggression from multiple levels of white Americans from all walks of life. Even in
groups and circles in which they have self-identified as “appreciating diversity and
supporting social justice,” I have encountered great resistance to the concept of privilege.
At one such event, a woman who I considered to be an ally, screamed at me during a
workshop, “But what about Michael Jordan and Oprah?,” when I asserted that white
people have privilege. I told her that they were examples of progress, but not an indicator
that white privilege does not exist. I could feel her anger welling up, and her face turned
dark red. I could understand her anger—she had thought she, as a white female, was a
part of the solution and yet, I was telling her that she was still a part of the problem. She
rarely spoke to me after that incident. According to Wise (2003) this reaction is not
uncommon. “For many white people, an inability to understand the workings of white
privilege becomes a stumbling block that gets in the way of real commitment to antiracist action” (Wise, 2003, pg. 30).
Many white Americans feel targeted by the current culture of multiculturalism.
They must ask themselves when do I get to talk about my problems and issues? When is
it my time to talk about injustice—my time to whine! (As they often perceive people of
color to be whining). Unfortunately, according to the discussions of privilege, it has
always been the time for white people to express their feeling and tend to their own
needs. According to Martinas (1998), “Non-ruling class white people are both oppressed
and privileged. They are oppressed most significantly on the basis of class, gender and
sexuality, and also on the basis of religions, culture, ethnicity, age, physical abilities and
politics. At the same time, they are privileged in relation to people of color.” (Martinas,
1998, pg.12) Coming to the understanding that they are privileged can be very difficult
for the average white person. As a result, they often refuse to give up the floor to hear
more voices—or “whining”-- from those brown …those poor…those gay…and those
women! It has been 40 years since the major civil and human rights movements of the
50’s, 60’s and 70’s. Many white people feel these groups had close to 40 years to whine.
“Many well-meaning white people are suffering civil rights burnout, having been deluded
into believing that racism ended in the 60’s. Our national leadership is guiding us away
from talking about the racial divisions in this country and acting as if these problems
have been fixed” (Kendall, 2002, pg. 1).
So when I mention the word privilege in classes and training sessions, many of
these feelings of anger, guilt and frustration often come flooding forth. In terms of racial
privilege, Kendall said, “White people’s privileges are bestowed pre-natally. We can’t
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not get them and we cannot give them away, no matter how much we do not want them”
(Kendall, 2001). If you are a person attempting to educate white people using the concept
of privilege, you are in for a long and complicated battle (Grillo, 1997). Other equity
educators concur:
As educators of white awareness, [we] often have difficulty with white students
self-identifying as white and having privilege. However, “after working through
all of the complexities involved in seeing themselves as white and in seeing
themselves as having privileges, students are much more willing than before to
take initiative in challenging racism.” (Wise, 2003, pg. 30)
In fact, if you are attempting to address any issue of privilege—gender, sexual orientation
or language—you are likely to encounter resistance.
Why is it so Difficult for People to Understand Privilege?
While it may seem obvious to the average diversity and equity educator that
people are racist and that we all carry certain privileges that serve to benefit us, to many
people this is a new and unwelcome concept. Being privileged allows those who are
privileged to remain ignorant. Kendall (2001) describes some of the benefits and
disadvantages of white privilege. In the following sections, I use racial privilege as an
entry into discussing resistance to all forms of privilege.
The Legacy of white privilege enables one to do the following…
They are deprived of the skill of critical thinking about race, “given such a
rudimentary view of our heritage, our ignorance is not held against us.”
We are able, almost always, to forget that everything that happens in our lives
occurs in the context of the supremacy of whiteness.
We are able to delude ourselves into thinking that people of all colors come to the
table having been dealt the same hand of cards.
We can disconnect ourselves from any reality of people of color that make us
uncomfortable, because our privilege allows us to believe that people basically get
what they deserve or we feel helpless to do anything about another group’s pain.
(Kendall, 2001)
There are many reasons that white people are resistant to the concept of privilege.
1. Whites want to be done with the race issues and other “isms.”
2. They believe everyone has had the same opportunities or they believe everyone
has the opportunity to catch up.
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Many white Americans are simply “done” with discussing and considering race as an
issue of injustice in America. They are of the assumption that everyone has equal
opportunity and should be able to meet their goals if they work hard. White privilege
allows whites not to see their own race and be angry at those who do (Kendall, 2001).
They see themselves as antiracist, therefore easily dismiss claims of racial discrimination.
In addition, the familiar scenes, tools and language of racism have changed. Derogatory
language or open discrimination is no longer acceptable, and so people are careful about
what they say.
3.
4.
5.
6.

They really feel that people of other cultural groups complain too much.
They don’t want to be the “bad guy”.
They don’t see their privilege.
You are making them feel guilty.

The perspectives and voices of people of color, gays and lesbians, the poor and other
oppressed groups are often met with disinterest and anger. Often people of these groups
are perceived as being needy. They complain about their lives instead of doing something
about it. In addition, listening to their perspective places the dominant group in a position
of having to either deny those perspectives, or embrace the guilt of being an oppressor.
Members of the dominant group do not want to hear the views of the oppressed groups
because they do not want to be the “bad guy” in the situation. Privilege is difficult for
whites to embrace because they want to see themselves as good, responsible, respectable
and deserving (Wise, 2003, pg. 34). It is difficult for them to understand how to listen to
the voices of minority cultures. Discussing these issues makes them feel guilty, but with
no understanding of how to correct the problem. They are unable to understand how to
correct the problem being that they really don’t understand the problem. Because they
live in their privilege daily, it is difficult for them to isolate it and determine how to
address it.
7. To acknowledge privilege is to risk giving it up.
8. They think you’re advocating for special privileges for minorities above them—
although they don’t see themselves as receiving special privileges.
While much of the resistance of the dominant group is due to lack of understanding, it is
also due to a fear of losing what they have. Many in the dominant group are concerned
that by acknowledging their privileges and unearned assets, they will be obligated to do
something about it. Doing something about the issue will most likely result in the loss of
privileges they didn’t even know existed. In addition, they see any advantages in the form
of special programs or services for targeted groups as representing a loss of their own
privilege. Therefore, they tend to argue against any program that advocates supporting
the needs and issues of minority cultural groups. Recently, President Bush enforced a
decision against affirmative action policies at University of Michigan. In the situation of
University of Michigan, Whites complained that Blacks, Latinos and American Indians
were receiving 20 extra points for being members of underrepresented race groups.
However, whites received the unspoken privilege of getting up to 58 extra points based
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upon socioeconomics, honors programs, and AP exams, region, and having had a parent
who is a U of M alumni (Wise, 2003).
9. They want to be the oppressed group, as opposed to the oppressors
10. They don’t understand institutional oppression
Since many whites feel disempowered in other parts of their lives, it is difficult to accept
their racial privilege (Wise, 2003). However, people can have privilege in one area and,
lack of privilege in another (Wise, 2003). In addition to their lack of understanding of
their personal privilege, members of dominant groups also don’t understand the concept
of institutionalized oppression. They don’t understand how a system of established
behavior can affect every level of human interaction and opportunity. Instead of
understanding the larger implications of systematic mistreatment, members of the
dominant group often use their privilege to focus attention on their own individual
feelings of oppression. As a way to free themselves from the guilt of being a member of
the dominant group, they focus on the injustices that have been done to them. A valid
perspective. However, many of their personal feelings of discrimination are not the result
of institutional oppression, as are the discriminatory experiences of people of minority
groups.
What Strategies Work when Teaching about Privilege?
The first task in working with privileged groups is to establish a space of safety where
they feel encouraged and supported to express their opinions and perspectives. The
following items address the types of environments that positively support this work.
1. You have to create safety in the learning space.
The first level of working with dominant groups around issues of privilege is to
establish a safe environment.
•

Indulge their naiveté: be aware that they really may not understand the
issues or complexities of the their privilege. Allow them the space to express their
lack of knowledge and experience with the topic and the related issues.

•

Share your own vulnerabilities around equity issues: use your own experience to
talk about how you are not a perfect person and that everyone makes mistakes. It
is important to recognize one’s vulnerabilities in order to make change.

•

Give them time to vent about their issues: in order to connect with the oppression
of other groups, dominant groups must have time to vent about their own
perceived injustices. The extent to which white people have privilege is
determined by their gender, sexual orientation, socioeconomic status, physical
ability, age, size and weight (Kendall, 2001). If they are not allowed space to do
this early on, they will continue to push their own issues into every other cultural
discussion from that point on (Grillo, 1997). If they are allowed to vent first, they
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will be able to relate their feelings of injustice to those of the oppressed groups
you will discuss afterwards, instead of during class.
2. Help them understand the experiences of groups without their identified
privilege.
In order to begin discussing this topic, they have to be able to express empathy for
the experiences of others.
•

Let minority cultures tell their stories, but keep them safe—whites are not allowed
to question their perspectives. Don’t push minority groups to share and don’t
expect it. They are often targets of anger in these discussions. They shouldn’t
have to be the voice of diversity if they don’t want to. Don’t allow members of
the dominant group to try to manipulate members of targeted group into the
discussion. Also members of the dominant group should not be allowed to deny or
question the experiences of minority cultures.

•

Establish the historical context—as hard as it may be to believe, privileged groups
may not remember or understand the complexities of the civil rights movements.
Wise (2003) said, “We have a cultural system that creates the meaning of white as
good and normal and all others as “other” (Wise, 2003). Establishing a clear
perspective of a history of behavior that has privileged the dominant groups,
placing special emphasis on recent events is important for helping them
understand that this issue is not one of past behavior perpetrated by their
ancestors—a common complaint of dominant group members resistant to their
privilege. Understanding issues of privilege are current and detrimental to
improving relations between groups in America.

•

Place them in different situations to challenge their perspectives.
In doing this work it is very important to get members to step out of their own
experience and place them in positions that will force them to see another
perspective. Finding ways to place them in a minority role is most effective.
Taking them to a community, business or school where they will feel out of place
is particularly effective. Various simulations can achieve this result if visiting
actual cites is not possible. In addition, having discussion about particular
scenarios which will force them to think about their behaviors is useful.
However, dominant group members have had a great deal of experience with
saying the right thing—or saying the words that are expected of them. Giving
them scenarios that have no right or wrong answers are most effective for having
more authentic discussions. The “grey space” is when most people get confused,
which can lead to deeper discussion. Also, asking questions which will put them
in a position to think about the experiences of people whose lives they are not
familiar with will lead to deeper reflection. Would they want to live the life of an
African American? A woman? Gay or lesbian? Differently-abled?
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3. Give them space and time to connect with the new information and perspectives.
Even with all of these strategies above, it will take time for members of the
dominant group to absorb the new information they are receiving. The following
processing techniques will aid them in that process.
•

Spend lots of time in blameless discussion.
Take time to discuss issues openly without responding to every comment.
Sometimes allow people to say things and let other students and participants
respond, or allow the comment to go unaddressed.

•

Give them space to admit they have been in privileged situations.
Encourage students to admit their role in supporting privilege and racism. Support
their ability to be honest about past mistakes and misconceptions.

•

Forgive their ignorance.
Understand that they may make comments that will make you angry and
frustrated, but allow them the space to express their ignorance.

•

Ignore anger.
There may be a great deal of anger exhibited; know that will happen and try to
ignore the anger and respond honestly and neutrally to the comment. Try not to
engage their inappropriate anger or challenging responses

•

Don’t accept their labels, threats or challenges—this is not about somebody
winning. Try to avoid power struggles. If someone verbally resists the new
information, allow him or her to retain his or her opinion and move forward.
Know that you will not be able to reach everyone. However, you may be helping
to crack open the door to new knowledge.

•

Try to be as neutral as you can. Let them “get it” and help each other “get it.” If
you push, they’ll fight you. Try to give as much information as you can for people
to react to. Try to stay neutral, while being supportive of understanding this new
information, without pushing or indoctrinating.

•

Leave an opening for what you perceive to be “stupid” questions.
These “stupid questions” can often lead to thoughtful discussions. Allow space for
people to explore topics and questions that they might not have an opportunity to
explore elsewhere.

4. Help them understand the larger systematic influences of intercultural
communication and interactions.
The next level of concepts that privileged groups will have to explore is the
systemic influences of oppression and how institutions uphold these privileges
and support oppressive practices.
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•

In processing the new information, members of the dominant groups may test you
with various examples of “reverse discrimination” and oppression between
minority groups (Powell, 2000). For example, my friend’s son—a white malewas not given a position at a local fast food restaurant because he only spoke
English and everyone working at the site spoke Spanish. My friend felt this was a
form of discrimination. I understood, but I was torn between being supportive of
her feelings that her son didn’t get a job due to his inability to speak Spanish and
the fact that many who speak Spanish don’t get jobs for the same reason. He still
has the privilege as an English speaker and a white male. He would most likely be
able to find another job soon and would probably make more money in that
position than he would have in the fast food establishment. So, while he was
discriminated against on a small scale by the restaurant manager (who was a
white male also), his institutional privilege would ultimately benefit him more
than others without his English language privilege, male privilege and race
privilege. Indeed it did, he landed a position making twice the amount he would
have made at the fast food establishment, with more career mobility.

•

Help them understand the difference between transferred and internalized
oppression and institutionalized oppression—participants may cite examples of
situations in which they have heard or have seen cultural groups target and
discriminate against each other—women expressing irritation for working with
other women, blacks calling each other racial epithets, etc. It is important to point
out that these behaviors, while disturbing, are the legacy of internalized and
transferred oppression, which are the results of institutional oppression. When
groups are oppressed they begin to battle for the highest positions in the hierarchy
that the dominant group has established. For example, Wise (2003) discussed the
unnecessary contentious relationship between black Americans and poor white
Americans.
A system of white privilege encourages the white poor not to form
alliances with poor and working class people of color, since such a system
encourages those whites to think of their race as all they have when their
economic conditions is so miserable. The failure then to form such
alliances renders the collective strength of poor and working class people
below what would otherwise be, and thus harms all those who could
benefit from such an effort. (Wise, 2003)

•

Help them understand the difference between their concept of reverse
discrimination and institutional oppression. Participants may also, cite examples
of perceived mistreatment or harassment by people of oppressed groups. Help
them understand that while these experiences are unacceptable (being very
sympathetic and understanding of their pain) they are not institutionally
supported. They are individual acts of hatred, ignorance and hostility. They are
not to be tolerated, but they are also not institutionally based, as have decades of
crimes against targeted groups. The distinct difference is the power that exists
institutionally to support the action. Everyone can be prejudiced, but not everyone
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can oppress (Weissglass, 1998). Oppression can only exist with power and
privilege—attributes which target groups generally don’t possess on an
institutional scale.
•

Help them understand the differences between individual discrimination and
institutional discrimination. In addition, they may assert that they have not, and
would not participate in behaviors that are discriminatory towards another person
or group. However, the issue of privilege is not based upon individual behavior
only. It is about the daily benefits of the systematic process that makes privilege
systemic and therefore unavoidable—even for the individual who would choose
not to. In response to assertions of individualism in terms of privilege, Powell
(2000) stated:
In response, some call for assimilation. While the “passing” of the late
nineteenth and early twentieth century has fallen out of favor, the passing
of today takes the form of the assertion of “pure individualism, stripped of
race and gender. But this notion of the individual is an ideological fiction,
reflective of the image of male whiteness, and still situated in the
assimilationist position. While it may be true that we are all individuals, it
is certainly not true that any one of us is just individual. (Powell, 2000 pg.
10)

Privileging the Privileged?
Looking over this list of how to work with privileged groups, it may seem that a
great deal of care is taken to protect their feeling and to allow them space to express
their opinions. Why should you educate groups around privilege in this manner? Isn’t
this placating them, therefore further privileging them? Yes, it is. But, if educators
and trainers push, privilege groups will band together and continue to resist. We need
allies in this process to establish social justice. If we alienate groups they’ll continue
to be shut down and will intern shut down others. There are many roles to play in the
process. This method is not for everyone—nor should it be. It took multiple strategies
to dismantle the Jim Crow system, and other hateful policies. This is just one way.
But I have had more success using this “educator’s perspective.” What follows is a
discussion of my personal process for teaching about privilege to privileged groups.
The Process I Use to Teach about Privilege
1. Tableau Rasa--start from scratch. Make no assumptions about your students
and/or participants. Assume that everyone is there to learn something new—
whether they are ready to or not. (model A)
2. Ask students to identify themselves culturally. I have students and participants
identify themselves culturally through an activity created by the Anti-Defamation
league—Stand! (Anti-Defamation League, 2005) In response to the research that
indicated that white Americans have difficulty identifying themselves racially

12

(Kendall, 2001), they tend to say they are just “human” or “just white,” this
activity is intended to help them identify themselves as person with culture.
(model A)
3. Establish their cultural knowledge. How much do they know about other cultures?
"Name Five" (Anti-Defamation League, 2005) is an activity is focused around
helping participants understand the limited information they have about anyone
else other than white males and females. Students are asked to name at least five
people in a variety of cultural categories. Afterwards, we discuss why we know a
great deal of people in certain categories and hardly any in others. (model A)
4. Help them understand the difference between the goals of equity vs. the goal of
equality. Most people of the dominant group express a need for equality, but they
don’t understand that equality is impossible without first reaching a stage of
equity. The concept of equality is based upon the idea that everyone begins with
the same resources and, as long as everything is equal, equality is achievable.
Equity is based on the belief of a history of injustice. Some people have had more
opportunities and advantages, and therefore, even if everyone was given equal
resources, some groups would be miles ahead of others. Therefore, it is necessary
to even everyone’s position before moving toward a goal of equality. (model A)
5. Address the issues and resistance to affirmative action: Affirmative action has
been identified (Powell, 2000; Wise, 2003) as a necessary component for reaching
equity and eventually supporting equality. Therefore is important to discuss the
facts and myths relating to affirmative action policies. “In the Affirmative Action
dialogue, whites support and engage in a rhetoric that casts White non-recipients
of contracts, school admission, and jobs as innocent victims. In contrast, the
recipients of these are cast as “takers” of something rightfully belonging to
Whites, or the dominant body”(Powell, 2000). (model B)
6. Address the issue of oppression and help them understand what it looks like.
Give them space to discuss how they have been oppressed. Discuss issues of
oppression and how it can limit the opportunities for even those who are very
tenacious and determined. Use the opportunity for them to discuss their
experiences with oppressive situations to open the doors to a discussion of
institutional oppression. (model B)
7. Help them understand the difference between individual oppression and
institutional oppression. As discussed earlier, it is important to help participants
understand the difference between their own behaviors and those supported by the
institutions of a society. (model B)
8. Introduce the concept of privilege: After discussing all of these topics,
participants should be ready to open themselves to the concept of privilege
including their own privilege or lack of it in some areas. Individuals in society can
be privileged in society and still have membership in a group that does not have
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privilege (Powell, 2000). The Chains of Privilege activity helps people identify
both their areas of privilege and the area for which they do not have privilege.
(model B)
9. How does one dismantle privilege?: At this point people are ready to problem
solve. They really want to know what they can do to be part of the solution. They
are often anxious to get to work. At a beginning level, members of dominant
groups can…Read (inform yourself)…Listen (talk to people of color about
racism) and…Be Humble (be open to knew experiences) (Wise, 2003). In terms
of addressing the issues of privilege, many of the scholar’s discussions support
interrupting the dynamics that support assimilation for all Americans (Adair,
1990). Adair (1990) stated, “…These dynamics keep racism in place. To get rid of
it, the institutions themselves must be changed. But to do that successfully, we
must rid ourselves of “white” identity and embrace our true cultural identities.”
(Adair, 1990, pg. 21). (model B)
10. What is an ally and what is the role of an ally? At this point, it is important to help
participants understand how to become an ally. Unfortunately, people often want
to do the work of being an ally and then quickly become uninvolved. (model B)
In social movements led by people of color, white allies have historically
supported demands of people of color for a short while, then gone back to
their own issues. When whites break the coalitional power of the people, the
only guarantor that racial reforms will be implemented and maintained, all
progressive movements end up suffering the backlash. (Martinas, 2005)
This is a time to help people become lifetime allies. In addition to individual acts
of activism, supporting major change in institutional practices, such as affirmative
action policies is an effective action (Wise, 2003).
“The question to ask should be, is my act of renunciation likely to lead to a
benefit going to a person of color, or will it affect the future actions of other
people? Often such acts do more to improve the sense of self of the white
person involved than to challenge the racist structures of society. Rather than
focusing on individual act so for renunciation, a more fruitful approach would
be to look at the ways that we can challenge the racial structures of society.”
(Wise, 2003, pg. 35)
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How Do You Take Care of Yourself Doing “Privilege Work” with People Who are
Resistant?
In order to be effecting teaching about privilege, you must take care of your spirit and
emotional health. Listed below are some of the practices that I use to make sure that I
remain ready to engage in discussing the complex issues related to privilege.
1. Remind myself that this is a learning process: The learning curve is particularly
steep. As an educator, my role is helping people get to a point of understanding.
2. Remind myself I have a greater goal: I focus on the long-term goal of helping
people connect better with each other. Additionally, this new information will
lead to greater opportunities for all people.
3. I vent to people who are safe: I find time to be angry, frustrated and express hurt
with people whom I trust. It is important to do this, so I can go back to the
participants fresh and ready to take on a new day.
4. I don’t take negative reactions and responses personally: This is not my issue. I
am there to help facilitate learning. I try to look past the anger and focus on the
issues or feeling they are expressing.
5. I teach with a white ally (or If you are white, teach with a person of color; If you
are gay or lesbian, teach with someone straight etc): This is very helpful, as
people of color leading these discussions are often target for anger. They often
have to begin the class establishing their experience and knowledge. White people
teaching these courses are often accused of being soft, anti-patriotic and bleeding
heart liberals. Working together establishes a team that is working in unison and
solidarity.
6. Remind myself to keep the doors to communication open:
I try to keep the communication pathways open, even with students who have
shown themselves to be unreceptive and angry. I work hard to be in contact with
them and talk with them individually when they don’t have power in the
classroom during class-time.
7. Remind myself that I have allies in the class and use them for support:
I keep in mind that I will always have allies in the classroom—whether they make
themselves known or not. If I establish safety in the classroom, hopefully those
people will speak up.
8. Remind myself to be open to criticism and change: I try to keep in mind that often
challenges by the participants and/or students are due to resistance. However,
there are times when I have facilitated a discussion or activity in such a way that I
have confused, frustrated, hurt, or angered individuals. I try to stay open to my
own self-criticism and constructive criticism from students and participants.
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9. Remind myself that people get angry when they become uncomfortable, but
discomfort is a good thing in equity work: When people are trying to change, they
often become angry with the process, directing their anger toward the person who
is causing the pain. I have come to embrace the fact that, with topics such as this,
if people are not angry from time to time, they are not learning.
10. Remind myself to reflect on the triumphs and hardships of people who have done
this work before me: I try hard to keep in mind that the anger and resistance that I
receive as a facilitator of this topic is nothing compared to the challenges previous
leaders of human rights have had to endure. It is an honor to be working on the
issues that caused such monumental change.
Conclusions
Educating people about the role of privilege as an inhibitor of social justice is
important work to do. Many of us are born with privileges that we don’t recognize or
understand contribute to a culture of injustice and unequal opportunity. While many of us
would like to turn a blind eye to the privilege we hold, those same privileges continue to
cause divisions, resentment and anger between those who have privilege and those who
do not. Ultimately, we are all impacted by the privileges we carry. In order to dismantle
the institutional oppression and unearned privileges we carry, we must become active in
questioning the status quo. Although we are all individuals, we must understand our
function as a community. Wise said, “Americans would like to see themselves as
individuals, but if we look closer we will see that all of our lives are intertwined and
affected by other’s actions” (Wise, 2003).
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The Chains of Privilege
An Experience in Assessing Personal Privilege
This activity is intended to help teachers understand the various privileges
that they may have. Often times these privileges, which we are usually
unaware of, affect the way we interact with students. This activity is meant
to create a forum to discuss the various privileges. Peggy McIntosh’s
article, White Privilege: Unpacking the Invisible Knapsack, is used an entry
point into this topic. After participating in this activity, teachers will be
more aware of the invisible privileges with which we often walk into the
classroom. Unfortunately, our students may not share the same privileges
that we have. Therefore, it is important that we be careful, not making
assumptions about our student’s home life and experiences based upon our
own privilege.
Activity Time: 45min. —1 hour
Equipment Needed:
Multi-colored paper clips
Bags for colored clip groupings
Privilege Definitions and P. McIntosh quote
Privilege Color Key
Privilege statements
Peggy McIntosh’s article—
White Privilege: Unpacking the Invisible Knapsack
Pre-Activity Questions
1. What is privilege?
2. Can you give some examples of privilege in our society?
3. Who has privilege in our society? How does that privilege look?
(give examples).
4. What determines who has privilege in our society?
5. Does privilege lead to oppression?
Activity
You are going to participate in an activity to determine what your privileges
may be. Posted around the wall are posters with three statements each.
Under each poster is a bag of colored paper clips. For each statement to
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which you can personally agree, give yourself a corresponding colored paper
clip. String the clips together as you go through the activity. After
completing the activity, examine your chain of clips to determine where
your privilege or lack of privilege exists.
Post Activity Questions
1. Does anyone want to discuss their privileged areas and how they feel?
about being privilege in those areas?
2. Were you surprised by the privilege you have?
3. Do you believe your particular privilege has an impact on what you
assume about students?
4. Do you believe your particular privilege has an impact on what you
expect of students?
5. Do you believe your particular privilege has an impact on how you might
interact with students?
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Privilege
Privilege: A right or immunity granted as a peculiar benefit,
advantage, or favor. (American Heritage Dictionary, fourth edition)
Peggy McIntosh, in her article, White Privilege: Unpacking
the Invisible Knapsack, says “I have come to see . . .
privilege as an invisible package of unearned assets which I
can count on cashing in each day, but about which I was
“meant” to remain oblivious. . . . Privilege is like an
invisible weightless knapsack of special provisions, maps,
passports, codebooks, visas, clothes, tools and blank
checks.”
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Privilege Color Key
Race=Blue

Language=Green

Social Economics =Red

Education =Yellow

Religion =White

Gender =Pink

Sexual Orientation =Gold

Physical Ability =Silver
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Give yourself one paper clip if . . .
I can turn on the television or open to the front page of the paper and
see people of my race widely represented.
Give yourself one paper clip if . . .
I can be sure that my children will be given curricular materials that
testify to the existence of their race.
Give yourself one paper clip if. . .
I can be pretty sure that my neighbors in a new location will be neutral
or pleasant to me.

Give yourself one paper clip if . . .
I can be pretty sure that I will be able have accessibility to any
apartment, or house that I want to live in and I wont be hampered by
steps, curbs, tight corners, or narrow doorways.
Give yourself one paper clip if . . .
I can be sure that if I want to participate in any normal activities (such
playing athletics, going to the movies, getting on an airplane, going
out with friends to a restaurant) I can without having to have any
accessibility adaptations.
Give yourself one paper clip if . . .
When I purchase an item in a store for $5 and I give the cashier $10, I
know whether they have given me a five dollar bill or a one dollar bill
as change, without asking.
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Give yourself one paper clip if . . .
I can be sure that if I am aggressive and/or assertive in business that I
wont be called a “bitch” behind my back.
Give yourself one paper clip if . . .
I can be sure that I wont encounter countless advertisements which
advise me to gain weight, lose weight, get a better hairstyle, a better
wardrobe--if I want to have a happy relationship.
Give yourself one paper clip if . . .
When I look at portraits of the past Presidents of the United States, I
can be certain that I see someone of my gender.
Give yourself one paper clip if . . .
I can be sure that when I make an emergency call to my child’s school
that someone will speak my language.
Give yourself one paper clip if . . .
I can be sure that I won’t be discriminated against in this country
based upon the way I speak.
Give yourself one paper clip if . . .
I can easily turn on the radio, television or the computer and
immediately read and hear my natural language used.
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Give yourself one paper clip if . . .
If I had to gain access to $1000 immediately I could do so without
much stress
Give yourself one paper clip if . . .
If I have enough money to save $200 a month without struggling to
pay all of my bills and still have funds for leisure activity
Give yourself one paper clip if . . .
If it were necessary to place my vehicle in the shop to replace the
brakes (about a $250 job) I would be able to pay the bill without much
worry over where to get the money

Give yourself one paper clip if . . .
If most major business are closed or close early on my religion’s day
of worship
Give yourself one paper clip if . . .
My religious holidays are recognized as National Holidays
Give yourself one paper clip if . . .
If a person who shares my religious affiliation has ever been elected
President of the United States

26

Give yourself one paper clip if . . .
If I can display pictures of my significant other on my desk without
fear that I will be shunned or that someone will make a negative
comment about the nature of our relationship
Give yourself one paper clip if . . .
If I can publicly display affection towards my partner without people
looking at my partner and me disapprovingly
Give yourself one paper clip if . . .
If I wanted to, I could legally marry the person I love

Give yourself one paper clip if . . .
If I can read the newspaper and understand its contents
Give yourself one paper clip if . . .
If I can write and communicate through my writing
Give yourself one paper clip if . . .
I have more than a high school education
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Name Five
Who Do We Know?
This activity is intended to help people understand how unaware we may be
of the contributions of underrepresented groups. In this activity, people will
be asked to identify five individuals in a number of categories who have
made significant contributions to American history and culture. This
activity will provide a forum for discussing which groups we seem to know
more about, and why. Through this activity people will be able to
understand why spotlighting the contributions of various groups is so
significant to student concept and esteem.
Activity Time: 45min.
Equipment Needed:
Response sheets for groups
Activity
Give each participant a sheet to record his or her responses. Give
participants about 2 minutes to write down as many names within that group
as they possibly can within the time limit, before you ask them to list five
names for the next group.
1. Name 5 famous Americans
2. Name 5 famous white males
3. Name 5 famous females
4. Name 5 famous African Americans
5. Name 5 famous Hispanic/Latino Americans
6. Name 5 famous Asian Americans
7. Name 5 famous Native Americans or American Indians
8. Name 5 famous Gays or Lesbians or Bisexual Americans
9. Name 5 famous Jewish Americans
10. Name 5 famous Muslim Americans
11. Name 5 famous Americans living over 65
12. Name 5 famous Differently-abled
**For an additional challenge, ask them to cross out the names on their list that indicate
entertainers and/or athletes.
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Post Activity Questions
1. Who was able to list 60 people?
2. Who was able to list 25 people?
3. Who was able to list 10 people?
4. Who was able to list 5 people?
5. From which groups were individuals the easiest to list?
6. From which groups were individuals the most difficult to list?
7. Why do we know so little about some groups and so much about others?
8. Do you make mention or teach about any of the groups that were difficult
to list in your classroom?
9. Why is it important to teach about these underrepresented groups in your
classroom?
10. How can we ensure that underrepresented groups are addressed in
schools?
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Stand!
Have participants stand as you call the first of the following cultural
descriptors and then be seated. Call the next descriptor and have them stand
and be seated. Continue until the last descriptor.
Stand if you identify as:
African American
Asian American
British American
German American
Italian American
Irish American
Jewish American
Hawaiian or Polynesian American
Latino, Chicano, Hispanic, Mexican, Spanish American
Native American or American Indian
Polish American
Russian American
Scottish American
Swedish, Danish or Swiss American
Biracial
Multiracial
Born in a country other than America
Raised in another country
Speak another Language
English in not your first language
Gay, Lesbian, Bisexual, Transgendered, Questioning or you are a friend or
loved one of one of those groups
Christian
Hindu
Buddhist
Muslim
Spiritual, Wicken or metaphysical in your belief system
Atheist or unreligious
Female
Male

30

References
Adair, M. (1990). The wonder breading of our county. In Adair, M. and Howell, S.
(1990).The subjective side of politics. Tools for Change, 16-22.
Anti-Defamation League. (2005). Lesson plans for “Stand” and “Name five.”
http://www.adl.org/education/2005.
Bonilla-Silva, E. (2003). Racism without racist: Color-blind racism and the persistence of
racial inequality in the United States. N.Y.: Rowan and Littlefield.
Grillo, T. (1991). Obscuring the importance of race: The implication of making
comparisons between racism and sexism (or other-isms). Duke Law Journal,
1991 (3), 397-412.
Johnson, A.G. (2006). Privilege, power, and difference. (2nd ed.) MA.: McGraw Hill.
Kaufman, C. (2001). A user’s guide to white privilege. Radical Philosophy
Review, 4, (1 & 2), 30-38.
Kendall, F.E. (2001). Understanding white privilege. Proceedings of the Challenging
White Supremacy Workshop, CA, CWS, 2440.
http://cwsworkshop.org/pdfs/WIWP2/5Shin_Light_White.PDF
Kendell, F. (2002). Barriers to Clarity, or what keeps white people from being able to see
our whiteness and therefore, our privilege? Proceedings of the Challenging
White Supremacy Workshop, CA, CWS, 2440.
http://cwsworkshop.org/pdfs/WIWP2/5Shin_Light_White.PDF
Martinas, S. (1998). Shining the light on white: An historical overview of white
privilege. Proceedings of the Challenging White Supremacy Workshop, CA,
CWS, 2440. http://cwsworkshop.org/pdfs/WIWP2/5Shin_Light_White.PDF

31

McIntosh, P. (1990). White privilege: Unpacking the invisible knapsack. Independent
School, 49 (2), 31-35.
Powell, J.A. (2000). Whites will be whites: the failure to interrogate racial
privilege. University of San Francisco Law Review, 34 (3), 1-34.
Prichard, D.R. et al. (Ed.).(1994). The American heritage dictionary (3rd ed.). MA.:
Laurel.
Samovar, L.A.& Porter, R.E. (2000). Intercultural communication: A reader. (9th ed.).
CA.: Wadsworth.
Weissglass, J.(1998). Ripples of hope: Building relationships for educational change.
CA.: Center for Educational Changes in Mathematics and Science.
Wise, T. (2003). Collateral damage: Poor whites and the unintended consequences of
racial privilege. Znet Daily Commentaries.
http://www.zmag.org/sustainers/content/2003-10/05wise.cfm.
Wise, T. (2003). White privileges: Swimming in racial privilege. Tolerance.org.
http://tolerance.org/news/article_tol.jsp?id=722.

32

Proceedings Submission for 4th Annual Hawaii International Conference on
Education
Title of Submission: AN ANALYSIS OF THE EFFECTS OF A COMPUTERBASED FITNESS PROGRAM ON NINTH-GRADE STUDENTS’ ATTITUDES
AND FITNESS SCORES IN PHYSICAL EDUCATION
Topic Area: Education Technology
Presentation Format: A Paper Session.
Author’s Name: Dr. Kimberly W. Butler
Department and Affiliations: Full time physical education teacher for Hilltop
High School, Adjunct Professor for Alliant International University, National
University, and the University of Phoenix for Education Technology and Teacher
Education courses.
Mailing Address: 4709 East Mountain View, San Diego, CA, 92116
Email: kim@kimbutler.com
Phone Number: 619-507-1416

Abstract:
AN ANALYSIS OF THE EFFECTS OF A COMPUTER-BASED
FITNESS PROGRAM ON NINTH-GRADE STUDENTS’
ATTITUDES AND FITNESS SCORES IN
PHYSICAL EDUCATION
__________________

A
Dissertation
Presented to the
Faculty of the
Graduate School of Education
Alliant International University
__________________

In Partial Fulfillment
of the Requirements for the Degree of
Doctor of Education
__________________
by
Kimberly Butler

San Diego, 2005

Abstract of Dissertation
AN ANALYSIS OF THE EFFECTS OF A COMPUTER-BASED
FITNESS PROGRAM ON NINTH-GRADE STUDENTS’
ATTITUDES AND FITNESS SCORES IN
PHYSICAL EDUCATION
by
Kimberly Butler, Ed.D.
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THE PROBLEM. The purpose of this study was to investigate the difference
between two groups’ physical fitness scores and the use of a computer-based
individualized fitness program and 9th-grade student’s physical fitness scores.
METHOD. An experimental study was conducted, and 81 students who were
enrolled in public school physical educations classes were administered a pretest and a
posttest in the 1-mile run and push-up test, and a fitness questionnaire. The fitness
questionnaire was used to assess attitudes regarding fitness, and the FITNESSGRAM test
was used to measure physical fitness.
RESULTS. For all hypotheses, it was predicted the group that had access to the
computer-based fitness program would demonstrate a significant difference at the 95%
confidence level than the group that did not. The 1st hypothesis, which predicted a
difference between 9th-grade female students’1-mile run times, was supported. The 2nd

hypothesis, which predicted a difference between 9th-grade male students’ 1-mile run
times, was supported. The 3rd hypothesis, which predicted a difference between
9th-grade female students’ push-up tests, was not supported. The 4th fourth hypothesis,
which predicted a difference between 9th-grade male students’ push-up tests, was not
supported. The 5th hypothesis, which predicted a difference between 9th-grade female
students’ attitudes, was not supported. The 6th hypothesis, which predicted a difference
between 9th-grade male students’ attitudes, was not supported.
Results of the study supported the premise that the computer-based individual
fitness program, which focused on individual goal setting and self-monitoring of fitness
levels, was directly related to student performance on the FITNESSGRAM 1-mile run.
The 9th-grade female group saw the greatest positive change in scores with the
individualized fitness program and the 1-mile run. The 9th-grade male group saw the
least amount of change in scores with the fitness questionnaire.

DUAL LANGUAGE PROGRAMS: WHAT ARE THEY AND WHY
SHOULD WE USE THEM?
SOME POINTS AND RECOMMENDATIONS FOR EDUCATORS,
PARENTS AND ADMINISTRATORS
LUCIA BUTTARO
ADELPHI UNIVERSITY
GARDEN CITY, NEW YORK, U.S.A.
Abstract
In an increasingly diversified and multilingual world, more and more young children find
themselves in an environment where more than one language is used. Similarly, with job changes
that involve moving to different parts of the world, parents can feel overwhelmed by the linguistic
demands placed on their children and themselves. What can parents expect for their children? Do
parents have anything to contribute to the process of early language development? Do children
have to be especially intelligent to be able to cope with more than one language? This paper will
address these questions and provide answers that will benefit educators, administrators and
parents as well.
KEYWORDS: code-switching, two-way programs, bilingual education, immersion,
“Spanglish”, native language.
INTRODUCTION
People everywhere have strong ideas about children growing up with second or third
languages. These ideas influence how people interact with their children and how they look at
other people's children. These ideas also influence how professionals such as teachers, doctors,
and speech therapists advise parents of children growing up bilingually. Sadly, many ideas that
people have about children growing up with a second or third language in childhood are not of
any benefit to these children and may, in fact, have adverse effects. One of the purposes of this
paper is to dispel some of the myths and misconceptions about children growing up bilingually
and to offer suggestions that can help children to become fluent users of two or more languages.
After all, if this is a common practice in Europe, why can't bilingualism be seen as an asset and
not a detriment in the USA?
One in six US teachers has non English speakers in the classroom. In New York City, the
educational implications of children's ability to use sometimes distinct, sometimes overlapping
linguistic codes are most viewed negatively. Differences in the linguistic codes of the community
and the school, and conflict between their ways of speaking, learning, and showing what they
know contribute to the academic failure of linguistic minority groups (Philips, 1972; Heath, 1983).
Policies are being formulated in response to the country's educational, economic, and social
crises without comprehending the repercussions for minority and majority communities alike.
Inflammatory debates about bilingual education, English only laws, ethnic studies, and
multicultural curricula are too frequently fueled by poisonous stereotypes of the nation's speakers
of other languages. Ladefoged (1992, p. 810) insisted that "we must be wary of arguments

based on political considerations", and that "it would not be the action of a responsible linguist to
persuade them [a group that is giving up the use of its language] to do otherwise" (Ladefoged,
1992, p. 811). Dorian (1993) pointed out that the facts are not so obvious and there are no
apolitical positions where languages and cultures are threatened. I agree with Dorian that "it
seems a defensible intellectual as well as emotional position to hold that each loss in linguistic
diversity is a diminution in an unusually powerful expression of human cultural life, given the
nature of language" (Dorian, 1993, p. 578). When the stakes are not only loss of language and
culture but a decent life, as they are in many ethnolinguistic minority communities in the USA, the
tasks of a responsible linguist must include political action. By incorporating the word "political" in
its name, anthropological linguistics openly declares its intention to discuss the language and
politics connection and to make it clear that, whether we choose to discuss it or not, there is no
language without politics. The cultural and linguistic lessons that living in The Bronx teaches often
are not understood by the schools, and this affects whether or not the children learn the school's
lessons.
Members of every generation want their children to speak, read, write Spanish, but few have
any idea of the enormity of the task, and the community resources to help them - beyond the
beleaguered bilingual schools - are almost non existent. To be effective, language maintenance
efforts must tap into the extensive linguistic and cultural knowledge that exist throughout the
larger Latino community, and tackle the social, economic, and political problems that demean and
restrict that knowledge.
A BILINGUAL ENVIRONMENT IS OFTEN A NECESSITY AND NOT A CHOICE
Many discussions of the advantages and disadvantages of early bilingualism seem to be
based on the idea that a bilingual environment is something that parents choose for their children.
This, however, is usually not the case; young children growing up bilingually are for the most part
doing so because there is no way that they can grow up monolingually. For example, it may be
the case that the child interacts regularly with monolingual individuals, some of whom speak one
language (e.g. teachers and classmates who speak only Italian), others of whom speak another
(e.g. parents who speak only French). Other children may grow up in a community where most
people speak the same two languages on a day-to-day basis. The usage rulers for these
languages determine when a particular language is spoken. Imposing changes in these
conventions so that all bilingual speakers in the child's social world would limit themselves to one
and the same language in all circumstances is not only impossible but also ethically dubious,
because it would infringe on an individual's linguistic human rights.
HEARING A VARIETY OF LANGUAGES IN CHILDHOOD IS NOT A CAUSE OF A
LANGUAGE DISORDER OR LANGUAGE DELAY
All over the Western world, there are speech therapists, medical doctors and teachers who
advise parents of young children growing up with more than one language to stop using one of
those languages with their children. Typically, the language to be given up is the language that is
not used in the overall environment. For example, speech therapists in the United States often
suggest that parents stop using Spanish in the home in favor of English. The common reason for
their advice is twofold. First, it is often claimed that hearing two or more languages will confuse
the child and lead to grave problems in acquiring language. However, there is no scientific
evidence to date that hearing two or more languages lead to delays or disorders in language
acquisition. Many, many children throughout the world grow up with two or more languages from
infancy without showing any signs of language delays or disorders. These children provide visible
proof that there is no causal relationship between a bilingual environment and language learning
problems. In addition, there is no scientific evidence that giving up one language has a beneficial
effect on the other. In fact, the abrupt end of the use of the home language by a child's parents
may lead to great emotional and psychological difficulties both for the parents and for the child.
After all, language is strongly linked to emotion, affect and identity. A three or four year old whose
mother suddenly stops talking to him/her in the language familiar to him/her, particularly if his/her

mother does not respond to the things he/she says to him/her in that language, may make the
child feel emotionally abandoned and totally lost. Speech therapists who advise monolinguals
should not be surprised to find that the child in question starts to exhibit troubling behavior.
Should the child recover from this traumatic experience; there is no evidence that progress in the
main language of the environment is helped by the loss of the home language (otherwise known
as subtractive bilingualism). In fact, it has been shown in educational settings that build on a
child's skills in the first language helps the acquisition of a second one.
CHILDREN'S USE OF TWO LANGUAGES IN ONE SENTENCE IS NOT A SIGN OF
CONFUSION
Often, it is claimed that small children who are learning to speak two languages go through a
stage of mixing and confusing the two. The use of words from both languages in a single
sentence is cited as evidence that the child can not distinguish between the two languages, but in
reality, this is not a sign of confusion. In fact, it has been shown that the use of two languages in
one sentence by natural bilinguals reveals a great deal of linguistic skill (Romaine, 1995). It is
also true that while young bilingual children use words from two languages in the same sentence,
they produce far more sentences using only one language. This clearly shows that they are able
to keep their languages separate.
The question then becomes in what circumstances do children use words from both
languages in the same sentence? They do it only when talking to people that they know
understand both languages and who do not get upset with them for using such sentences. In
other words, the social context in which children find themselves determines whether and to what
extent they use more than one language in a single sentence. The same happens with bilingual
adults; they use words from two languages in the same sentence only in sociolinguistic settings in
which it is appropriate. This is called code switching.
Code switching is characteristic of many parts of the world where two or more speech
communities live in close contact, but often it is misunderstood. Sometimes code switching is
confused with the historically recurrent process of word borrowing. For example, English loans
like londri (laundry), lonchar (to have lunch), biles, (bills), etc. regularly appear in the Spanish of
monolinguals in New York City and they have been adapted phonologically and morphosyntactically to such an extent that members of the second generation think they belong to the
Spanish lexicon (Acosta - Belen, 1975,; Zentella, 1981b). Spanish distinguishes between
regresar (to return/to go back) and devolver (to return), but many of the students and
teachers at Region II who were bilingual used regresar for both meanings, just as they merged
preguntar (to ask a question) with pedir (to ask a favor). It is not always easy to distinguish
loans from code switches, and some researchers believe "that efforts to distinguish
codeswitching, codemixing and borrowing are doomed" (Eastman, 1992, p. 1). More serious than
confusing code switching with loans is the charge that code switching represents language
deterioration and /or the creation of a new language - called Tex - Mex or "Spanglish" in US
Latino communities, Japlish, Chinglish, etc. in others. The pejorative connotations of these labels
reflect negative evaluations of the linguistic and/or intellectual abilities of those who code switch:
Speakers of the non defined mixture of Spanish and/or Spanish English are judged as
"different", or "sloppy" speakers of Spanish and/or English, and are often labeled verbally
deprived, alingual, or deficient bilinguals because supposedly they do not have the ability to
speak either English or Spanish well (Acosta - Belen, 1975, p. 151).
IMPORTANT TIPS FOR PARENTS
Because language in the first ten years of life is such an important basis for the achievement
of academic and social skills, it is no luxury to reflect a little more on just what elements play an
important role in learning a language, whether it is one, two or more. Although it is not possible
here to spell out the things a parent should consider when his/her child is in a situation where he
or she could learn to speak more than one language, it is my hope that the brief list of pointers
below offers some assistance. Investing in a child's bilingualism or multiculturalism, after all,

should yield a high return. Here are a few basic points that are important in raising children with
more than one language:
1) Do what comes naturally to you and your families in terms of which language(s) you use
when, but make sure your children hear both (or all three or four) languages frequently and in
a variety of circumstances. Create opportunities for your children to use all of the languages
that are important in their lives.
2) Talk to your children in the same way, not, for instance, using one language for the elder and
another language for the younger. Language is tied to emotions, and if you address your
children in different languages, some of your children may feel excluded; which in turn might
adversely affect their behavior.
Avoid abrupt changes in how you talk to your children, especially when they are under six.
Don't suddenly decide to speak French to them if you have been using only English. In this
respect, beware of "experts" (e.g. doctors, teachers) who tell you to stop speaking a particular
language to a child. Some therapists alarm parents by blaming the bilingual household for
confusing children and causing speech problems; and advise parents to speak to the child
only in English. Perhaps some therapists are influenced by studies conducted in the 1930's
which concluded that bilinguals stuttered more than monolinguals, and are unaware of
reassessments which concluded that "any correlation between bilingualism and stuttering
must be unreliable" (Hoffman, 1991, p. 141).
3) If you feel strongly about your children using one particular language with you, encourage
them to use it in all of their communication with you. Try to discourage their use of another
language with you by asking them to repeat what they said in the preferred language or by
gently offering them the appropriate words in the language you want them to use. It is no
more crucial than asking your child to say, "Please" before giving him/her a cookie. Doctors
and others who advise caretakers to avoid code-switching are defended by advocates of the
"one parent-one language" principle:
4) Not all families opt for a consistent pattern of language use; nor do they always adhere to the
one parent-one language principle. The parents, and other family members, may use both
languages; … they may follow no specific pattern at any time. For the establishment of
bilingualism this kind of strategy tends to be less successful, as then the choice of using a
particular language at any given time will depend on arbitrary factors, and the child may find
this confusing. If this happens, the majority language may soon become the dominant one,
and the incidence of mixed language output is likely to be high (Snow, 1991, p. 45).
5) In fact, "bilinguals acquire the same items, and in the same sequence of acquisition as
monolinguals" (Hoffman, 1991, p. 69).
6) Do not make language an issue, and do not rebuke or punish children for using or not using a
particular language. If you feel your child is not talking, as he or she should in the preschool
years, have a hearing test done, even if teachers or doctors tell you that bilingualism is the
cause of any language delays. An important fact about bilingual language acquisition is that
children differ in the rate at which they move through various stages (Snow, 1993). Ignorance
of this fact can lead to comparisons that construct a "confused" and "language-delayed" child.
Many professionals who work with children make the same mistake in advising bilingual
parents.
7) There is considerable worry among preschool and primary teachers, speech pathologists,
and pediatricians that bilingual households produce language delay or contribute to language
problems, but there is no evidence to support this (Snow, 1993, p. 395.). Follow your own
intuition about what is best for you and your family. Keep in mind that young and old alike
follow the unwritten rule, "If at first you don't succeed, try, try again, but in the other
language".
TWO WAY BILINGUAL PROGRAMS
Two Way Bilingual Education (also known as bilingual immersion, developmental bilingual
and dual language programs) has taken root in many schools across the United States. In these
types of programs, students develop dual language proficiency by receiving instruction in English

and in another language in a classroom that is usually comprised of half native speakers of
English and half native speakers of the target language (for the purpose of this paper, that
language is Spanish). While Spanish is currently the most common target language represented
in two way programs, other programs support learning through Cantonese, Korean, Japanese,
Navajo, Russian, Portuguese and French. Two-way programs provide both sets of students with
ample exposure to the two languages, allowing them to progress academically in both languages
and gain an appreciation of another culture.
Two way bilingual programs work toward academic, language and affective goals. Language
minority students benefit from the opportunity to develop and learn through their native language
as well as English (Krashen, 1991), and English speakers achieve well academically in an
immersion environment (Genesee, 1987; Harley, Allen, Cummins, & Swain, 1990). The additive
bilingual environment supports development of both languages and enhances students' self
esteem and cross cultural understanding (Christian, 1994).
IMPLEMENTATION ISSUES
The two way curriculum is content based and focuses on the development of strong
academic achievement in both languages. Because students learn content through a language
they do not speak natively, techniques that make instruction more comprehensible are preferred.
The strategies teachers use most often include experiential or hands-on activities, thematic units,
peer interaction, multiple cues that give students additional chances to master concepts (e.g. a
graphic representation such as a semantic web followed by discussion or direct experience on a
field trip), and whole language philosophies.
While the goals of two-way bilingual programs generally remain constant, the methods
through which these goals are realized depend largely on local conditions, demographics and
community attitudes. As a result, each program makes a selection from a variety of modes of
instruction. For example, a program may allocate the two languages by content (e.g. social
studies and math are taught in Spanish, while science, arts and music are taught in English); by
time (e.g. instruction in each language on alternate days); or by person (e.g. one teacher uses
only Spanish and another uses only English). Some programs operate as magnets within their
districts; others are strictly neighborhood based.
Two-Way programs also follow different language development models. The two most popular
are the "50/50" model, in which the students receive instruction for equal amounts of time in the
two languages, and the "80/20' model, in which about 90% of the instruction is in the target
language with about 20% in English in the early grades, gradually moving towards the 50/50
model in the upper grades. The way in which students are integrated varies somewhat as well.
Many programs never separate the students based on their language background, while others
provide specific second language instruction to segregated groups every day. However, as
Christian (1994) points out, cross group interaction helps students realize the full benefits of the
two-way approach, since the presence of native speakers of both language groups makes the
environment of the two-way programs more conducive to second language learning.
FUTURE DIRECTIONS AND CONCERNS
Various reports and statistics reveal that the two-way approach is effective not only in
teaching of the two languages to both groups but also in the development of academic
excellence. Lindholm and Gavlek (1994) cite samples of schools with two-way programs where
student achievement on several standardized tests - including math achievement tests in English
and Spanish - demonstrate academic progress as well as fluency in both languages. While the
researchers noticed major variations within and across school sites, it was clear that the students
were achieving the desired levels of bilingual proficiency. Ongoing research by Collier (1994) in
five urban districts shows that language minority (Hispanic) students in two-way programs
experience more long term educational gains than students in other bilingual or English as a
second language (ESL) programs.

TEACHERS FROM A SCHOOL IN REGION TWO REFLECT ON THEIR PROFESSIONAL
EXPERIENCES
I have been working closely with the teachers at a school in Region II for about a year and a
half. I have taught them an Adelphi University graduate level-three credit-TESOL class. I felt it
was important for them to get the necessary strategies, methodologies and techniques in second
language acquisition. The rapport I developed helped reduce anxieties since I spent quite a bit of
time in the classrooms with them, observing the way theories were applied to practice, coteaching, and spending time with the students. There were a total of eight teachers at first, four
from kindergarten, and two from first grade and another two from second grade. One of the
kindergarten pairs had to be dropped from the dual language program since there were many
issues involved such as language minority students, language majority students and children in
special education classes, all combined in one room. The teachers were inexperienced so I felt
that the pressure was too much for them to handle.
All six teachers spoke about the many challenges they faced. First, because everything was
done in two languages. Many materials had to be developed from scratch, and since the teachers
were alternated from Spanish and English instruction, they had "twice as many students in half
the time".
They also reported multiple challenges in working with the parents. Specifically, the need to
help parents understand that second language (L2) acquisition is a slow process and that the
program has cross-cultural goals as well as linguistic and academic goals.
Linguistic challenges were cited, such as teaching content information through the L2,
distinguishing special needs from the L2 process, easing the frustration of students who do not
understand the language, and promoting Spanish language use among all students.
Administrative challenges mentioned were tensions between the dual language program and
the general education program within the school and the dual language program and the central
administration at the regional level. Scheduling, working with a partner teacher and
disagreements among staff regarding program features were concerns voiced by the group; e.g.
"There has been a lot of debate over how much they believe in this model". Trying to make sure
we have a uniform philosophy was also voiced on numerous occasions.
SUGGESTIONS
All six teachers were invited to recommend ways in which the school and the district could
facilitate the work of the dual language program teachers. Foremost among teacher concerns
was finding qualified and skilled teachers and offering them substantive training. One teacher
mentioned: "You just can't throw a teacher into a classroom and tell her to teach the curriculum if
she lacks the techniques or knowledge… I am thrilled at the fact that this program is opening up
and giving me a big chance. But, I do feel that there is a lack of time for searching for people that
are competent, or training people to be competent in the field". Nearly all teachers agreed that
more training and professional development would go a long way to help overcome these
challenges. Beyond a general call for more comprehensive and ongoing teacher training,
teachers suggested a number of ways that administrators could better support the program and
the teachers. Suggestions included the following: 1) paying mentor teachers to aid new teachers
and prepare curricula; 2) giving both novice and veteran teachers more direction and materials; 3)
and extending the period of apprenticeship for student teachers. Within the school, teachers cited
the need for positive cross-cultural attitudes among all school staff, and recommended
conducting staff meetings in Spanish as well as in English to allow for more input from Spanishdominant staff.
WHAT NEW TEACHERS SHOULD KNOW
All the teachers were eager to share their experiences and insights in the form of advice for
new and prospective teachers. They suggested that new teachers become familiar with the
structure and goals of the program. One teacher said: "In the dual language program, they have
to believe in the program, they have to believe in bilingual education; they have to believe it's

important to learn other languages and other cultures." New Dual Language teachers should
possess subject matter competence, be familiar with the grade level curriculum and have
appropriate expectations, be prepared with a wide array of effective teaching practices, and be
firm in the underlying belief that all students can learn and succeed.
Teachers also spoke about cross cultural and linguistic knowledge that would be important
for new teachers to possess. A basic familiarity with the two cultures and languages involved in
the program is key, as having some ideas about how to work with the two groups of parents. One
teacher mentioned that: "the increased demands placed on teachers by parents in the dual
language program deserve extra consideration."
Other issues the teachers raised were considering how to elevate the status of the language minority students in an integrated setting and become familiar with the differences across two
languages, such as conventions of punctuation and capitalization.
FOR THOSE WHO BELIEVE THAT ENGLISH MONOLINGUALISM EQUALS GREATER
SUCCESS
English fluency, even being monolingual, is not the guaranteed passport to educational and
economic progress that organizations like US English claim (US English 1987, 1988). Some
groups that lost their native languages generations ago, like Native and African Americans, suffer
among the worst health, educational, and economic problems in the nation, while others with a
high proportion of non English monolinguals, like Cubans in Miami, have "reversed the
established notions of assimilation - acculturation before participation" (Talbot, 1993, p. 14),
proving that English fluency is not a sine qua non for economic advantage.
English proficiency may not guarantee educational or economic success but it is a crucial skill
nevertheless, and it is intensely desired, pursued, and achieved by most Latinos, notwithstanding
arguments to the contrary by US English and other proponents of legislation to make English the
official language of the United States. In fact, an epidemic rate of Anglicization is evident in the
dramatic loss of Spanish by the second generation nationwide (Veltman, 1983, 1988). Children
who are raised speaking a language other than English are an untapped reservoir of national
strength whose linguistic repertoires must be expanded (Zentela, 1986). The expansion of
repertoires succeeds when it builds upon the strengths of speakers' existing abilities, that it, when
it is additive, not subtractive, following Lamberts' (1977) use of these terms. Sadly, two sobering
facts currently increase the pressure to Americanize, or "Englishize" ethno linguistic minorities
with a subtractive vengeance. One is the spiraling number of school aged children who are
"limited English proficient", ignominiously referred to as "LEPs", they totaled 5.5 million in 1985
(Waggoner, 1986). Another reliable count indicated that there were approximately 4.4. million
limited English Proficient children in the United States (Kindler, 2002). While public school
enrollments rose about 24 percent between 1989 and 2000, the number of limited English
proficient students grew a startling 105 percent. Enrollments of limited English proficient students
are predictably high in certain states. California, for example, which enrolls nearly 10 percent of
the nation’s schoolchildren, identifies 1,559,248 limited English proficient students, K-12 in 20012002 (California Department of Education, 2003).
The other concern is the inability of nearly half of the US adult population to handle the basic
reading and math necessary for daily living (Celsis, 1993). Along with rising fears about
recessions on the home front and slippage in the world economy, they spur a revival of the
narrow approach to Americanization favored early in this century, epitomized by President
Theodore Roosevelt's insistence on talking "United States":
"The man who becomes completely Americanized … and who talks :"United States"
instead of the dialect of the country which he has of his own free will abandoned is not
only doing his plain duty by his adopted land, but is also rendering himself a service of
immeasurable value (cited in Molesky, 1988, p. 51).
UNDERSTANDING WHAT MANY CALL “SPANGLISH”
A language is not a collection of vocabulary words, sounds, and grammatical rules divorced
from the geographical, ethnic, gender and class identities of its speakers. Membership in one or

more speech communities is reflected in people’s dialects, that is, in the specific configuration of
vowels, consonants, intonation patterns, grammatical constituents, lexical items, and sentence
structure shared with other community members, as well as in the rules for when, where and how
to speak. Some dialects, like those of the English and Spanish monarchs, came to be considered
the correct or pure form because of the historic, economic and political power of its speakers, not
because of any greater intrinsic beauty or logic in the dialect’s features. Moreover, there are
multiple ways of “doing bilingual” (Auer, 1984, p.7), and they are not captured by talking about
Spanish and English as if they were monolithic codes or as if a bilingual were two monolinguals
joined at the neck. Because no bilingual uses his/her language in exactly duplicate situations,
there are few ambi/equi – linguals, or truly balanced bilinguals in the world; one language is more
dominant than the other in different situations or life stages. Also, contrary to Weinreich’s (1968,
p. 73) conviction that “the ideal bilingual switches from one language to the other according to
appropriate changes in the speech situation but not in an unchanged speech situation and
certainly not within a single sentence, there is intense and prolonged contact among different
networks and generations, as there is in The Bronx, it is precisely the ability to switch languages
in the same sentence and situation that characterizes the most effective bilingual.
Teachers and students in The Bronx school call their language behavior “mixing” or “talking
both”, without negative connotations, and scholars who study bilingual poets and rappers
consider it “the vanguard of polyglot cultural creativity” (Flores and Yudice, 1990, p. 74). But
many more people refer to it pejoratively as “Spanglish”, meaning a deformed linguistic mishmash. In an effort to counter the categorization of code switchers as linguistically and cognitively
deficient, sociolinguists have responded by replacing disparaging terms like “Spanglish” and its
southwest equivalent “Tex-Mex” with neutral, if lifeless, linguistic term, code switching, and by
quantifying speakers’ adherence to syntactic rules to prove that code switchers are not without
language – they are juggling two grammars. Not every code switcher is a virtuoso at alternating
the dialects in his/her repertoire, but almost all honor the complex rules of when and where to link
the two grammars, and some of them speak “Spanglish” proudly.
The six teachers interviewed for the paper have different ways of reaching their goals. Yet,
there was considerable overlap in what they viewed as the benefits and challenges of being a
dual language teacher: their thoughts on how schools and districts could help them meet the
challenges they face, and their advice for new teachers working with the upper levels; e.g. the
new third grade teachers starting in September of 2005. Hopefully, the opinions expressed in the
interviews and the demographic trends brought forth by the questionnaires I provided would
enhance appreciation for the deft and complex work that these professionals do and the
qualifications they possess.
Further, they should serve as a stimulus for more investigation and, ultimately, for change in
the dual language teachers are prepared and supported.
Overall, the two-way program at the school in Region II has shown positive results: students
achieve academically and socially and are pleased with the program thus far. Parents, too, have
indicated their satisfaction and are committed to keeping their children in the two-way bilingual
program for an extended period of time.
While the students are in the process of becoming functionally bilingual, they are also forming
friendships with students from other ethnic and linguistic backgrounds and learning to appreciate
the diversity that is historically characteristic of American society but particularly fragile today.
UNDERSTANDING AND APPLYING THE BILINGUAL ALTERNATIVE
One alternative way of teaching ethnolinguistic minorities that is fiercely debated is bilingual
education. Critics argue that it costs too much money, retards the learning of English and does
not move children into all-English programs fast enough, and that bilingualism puts minorities at a
cognitive disadvantage and threatens national unity (Baker & Kanter, 1983; Porte, 1990; Imhoff,
1990). Bilingual education advocates question the ideological and methodological biases that
plague most of the criticism, and cite research that proves the educational and cognitive benefits
of bilingualism (Hakuta, 1986; Hakuta & Snow, 1986; Government Accounting Office, 1987;
Crawford, 1989; Ramirez, 1991). Casanova (1991, p. 174) astutely contrasts “the robustness of

positive research findings against eroding government support “for bilingual education with the
unchallenged expenditures on programs for the gifted and talented which have neither judicial nor
research support. Reappraisal of data that claimed bilingual education programs were ineffective
proved that the more rigorous the evaluation of a bilingual education program, the more it showed
that it worked (Willing, 1985). Finally, a $4.1 million survey of 2,000 Spanish speaking students
over four years (1984-1988) in five states found that the stronger a native language component in
a program, the more effective it is in teaching English language, reading and math (Ramirez,
1991). That comparison of three alternative methodologies, commissioned by the US Department
of Education, discovered the following:
First, there were few significant differences in achievement between immersion
and early exit programs, that is, between children taught almost exclusively in
English and those taught mostly in English. Second, children in late-exit programs
taught primarily in Spanish, had the most sustained growth in achievement. Third,
students in all three groups took five or more years to acquire academic proficiency in
English (Crawford, 1992, p. 229).
These findings, seemingly contradictory, because children who were taught in Spanish
learned more English and content subjects than those who were taught in English, corroborated
theories about the progress language learners made when provided with comprehensible input
(Krashen, 1985), and the advantage of establishing a strong base in the native language so that
skills can be transferred to the second language (Cummins, 1981). The language learning
capacity of humans does not function hydraulically (Hakuta, 1986), that is, it does not require that
the brain be emptied of Spanish in order to learn English. Instead, a learner makes use of his/her
first language in order to achieve proficiency in a second language. The amount and type of
grammatical discourse and pragmatic knowledge that can be transferred is facilitated the more
the two languages involved are similar. In the case of English and Spanish for example,
correspondences in grammatical surface structure and the same writing system means that the
child who knows how to speak, read and write Spanish well will be able to transfer many of those
skills into English. Thus, the time spent on Spanish in a bilingual classroom not only helps
children understand the lesson, it also helps them learn English faster. For similar reasons,
parents who are told to speak only English to their children may be inhibiting their fullest
development of English when they comply. When the parent’s version of English does not include
the full length exposition of argumentation, subordination, clarification, etc., that they
communicate with in Spanish, children are being denied significant linguistic input. Consequently,
the teaching of children in their native language (e.g. math, science, and social studies), and
teaching the native language (communication arts) are essential components of a bilingual
education program, along with intensive English as a second language instruction, content
courses in English, and bicultural history. Parents need to be informed and reassured that it’s
acceptable for them to use Spanish in the home. Unfortunately, the opposite is usually conveyed
at meetings and this is detrimental to the children’s self esteem and success at being truly
bilingual.
CULTURAL MISMATCH OR THE STIGMATIZATION OF DIFFERENCE?
Arguments in favor of bilingual education have focused on the mismatch between the
language of the home and the language of the school as a primary cause of educational failure.
But children who have learned English as a second language – even those who become English
dominant do not necessarily use English the way a native monolingual does. Is it possible to
speak in English, yet talk like a Puerto Rican or a Haitian, for example in terms of how knowledge
is impaired or displayed? The cultural ways of using language to teach and learn in
ethnolinguistic minority homes may differ from those that are required in mainstream classrooms
and institutions (Heath, 1986), and conflict between those ways may result in failure as decisive
as that caused by conflicting languages. Even when teachers speak the native language of their
students, they may teach in mainstream ways that are unfamiliar to their students, thus students
and teachers may use similar linguistic codes and still not “speak the same language”. Most New
York children leave the bilingual and multidialectical homes to enter schools that reward the
mainstream ways of speaking, reading and writing one linguistic code, Standard English to the

exclusion of all others. Where some bilingual programs exist, they make the same demands in
standard Spanish. This approach works best for students who have acquired the standard(s) at
home, but it shuts the doors on the ways of speaking and learning that most New York children
bring to class, for example, the ways they teach, explain, argue, etc, in their non-standard
English. Student’s strengths are not tapped, and they come to regard those strengths as
weaknesses. To reverse the process, the linguistic repertoires of students and teachers must be
expanded to avoid potential areas of conflict between the school’s ways of taking in or
demonstrating knowledge and those of the community it serves. It’s almost as if our children are
proficient (or need to be) in four dialects: standard English and Spanish and non standard
English and Spanish to fit into their neighborhood community and school community.
Discussions of cultural differences in language and learning can be explosive because of the
distortions that result when the well off and well educated families of powerful economies are
posited as the model against which all others are judged, for example, by assuming that if Anglo
white middle class parents talk baby talk, then baby talk is best. This can lead to viewing
differences in poor and uneducated communities as deviance, so that Latino caregivers that rely
on children to learn by observation are blamed for their children’s academic failure. To avoid
these pitfalls, there is a pressing need for cross cultural research that asks: Is there really a
mismatch between the ways in which particular groups of children are taught at home and at
school? Is cultural mismatch the cause of educational failure? Is it possible to achieve a better
from between home and school ways of using language?
IN PURSUIT OF BILINGUAL EXCELLENCE?
It is important that educators learn how to confront their own biases. The narrow norms of
one cultural group and class cannot be the yardstick against which others are measured. We
cannot earn the respect of caregivers if we are always telling them that they are doing a bad job
of raising their children. One immediate way of facilitating the adoption of new ways of using
language is to allow students to talk more. Increased opportunities for meaningful talk allows for
the mergence of –in a variety of dialects-accounts, stories, analogies, rebuttals, creative
performances, collaborative discussions, role playing, joking, proverbs, teasing styles, imitations,
translations, etc. Classrooms that foster expanded linguistic repertoires provide a wide range of
discussions and projects that require understanding, speaking, reading and writing the formal
varieties of English and the home language, but they also acknowledge the appropriateness of
non-standard dialects on code switching, the cultural significance of non standard dialects, and
the bridges they offer for crossing over into other ways of using language, it may jeopardize the
linguistic and social development of children if their language is “corrected” in every part of the
school day.
Formal and informal patterns of language emerge as normal by-products when students meet
intellectual challenges that demand a wide range of genres. Varied language flows best from
engaged cooperative interaction (Heath, 1983). A similar approach, “small collaborative academic
activities requiring a high degree of heterogeneously grouped student to student social (and
particularly linguistic) interaction which focused on academic content”, was the key instructional
strategy in the excellent bilingual programs studies by Garcia and Garcia (1988). To stimulate
purposeful communication, teachers should de-emphasize unnatural repetition drills, fill in sheets,
and decontextualized lessons on punctuation and grammar. Knowledge of spelling, parts of
speech, etc. can be learned as an integral part of communicating effectively in the pursuit of
collective goals.
TEACHING FROM STRENGTHS
Teaching formal uses of Standard English and standard Spanish is essential, but it can be
achieved in ways that supplement, not supplant, students’ verbal repertoires. The notion that
schools must banish all but Standard English in order to provide the best opportunity to learn it
does not take advantage of the transferability of linguistic knowledge and skills. Knowledge of the
forms and functions of one style and/or dialect transfers to the learning of another style or type of
dialect. One need not be acquired at the expense of the other, especially when the dialect that

the schools attempt to eliminate is essential to student’s identity and survival. If forced to choose
between the language of the community and the school, the choice is clear but it is unnecessary.
Within the community, the power of street speech is irrefutable, and it is imitated by outsiders
who want to be “cool”. The greetings “yo” and “que pasa” are heard on the lips of rock stars,
poets and Wall Street brokers. The community’s range of dialects can serve as a powerful
activator of one that is favored by outsiders in formal settings. All code switchers know some
Standard English and standard Spanish since all mutually intelligible dialects share many
features. Those shared aspects can be a valuable resource for achieving greater fluency in the
formal varieties. The variable nature of non standard dialects means that students hear and use
alternative sounds and structures frequently. Classrooms that incorporate the expressive vitality
and code switching will establish the strongest base for reaping the cognitive and academic
benefits of multilingual proficiency.
TOWARDS A BILINGUAL PEDAGOGY
The events in the lives of children in The Bronx make it painfully clear that no method will
succeed unless it is accompanied by an appreciation of the forces that push-pull students
between home and school, between studying and struggling to survive. The lessons that living in
communities like East Tremont teaches are often not understood by the school, and this affects
whether or not working class Latino children in the US learn the lessons of the schools. Merely
changing the language of the classroom does not transform an educational system. Parents,
educators and community leaders who recognize that students may become illiterate but still
know how “to read the world” look to “critical pedagogy”, based on the theories of Paulo Freire
(Freire, 1970; Freire and Macedo, 1987; Walsh, 1991). Their goal is the educational excellence
achieved when curriculum and methodology challenge traditional student-teacher power
relationships and allow students’ own voices to emerge as they interrogate their reality. A basic
premise is that the educational systems’ disabling approach must be challenged because the
mismatch between the home and school ways of speaking are critical than the power that one
group’s ways exerts over the others. The ultimate objective, as Walsh (1991, p. 137) explains it,
is education in the pursuit of broader social change:
If we view schooling as the promotion of interaction through which students generate
their own knowledge and, with the assistance of curriculum, build upon their language,
culture and experiences, then our approach is most likely process oriented (e.g.,
incorporating aspects of whole language and techniques of cooperative learning). Or,
instead, we view schooling as a sociopolitical and cultural process through which
students act and struggle with ongoing power relations and critically appropriate forms of
knowledge that exist outside their immediate experience, then chances are our
classroom is based on dialogue, on the problem themes of students’ lives, on
encouraging students to question and to work toward social change”.
Bilingualism is one of the most significant problem-themes of Latino students’ lives. Intense
dialogue is generated when students explore their feelings about English and Spanish in general
and different varieties in specific, about their underdeveloped literacy skills, and about the links
between their community’s linguistic repertoire and its revolving door migration. Questions and
contradictions arise that require thoughtful discussion, study and collective research. Does the
nature of US-Latino relations demand both the marginalization of Spanish and the stigmatization
of the bilingualism of Latino immigrants? Why is the bilingualism of a well – to do source of
linguistic security and a sought after advantage while the bilingualism of the poor is a source of
insecurity and a disadvantage? How do we explain the fact that bilingual education is looked
down upon as a remedial program while many mainstream adults pursue second language
studies? Another contradiction: The South Bronx’s and El Barrio’s code switching is blamed for
corrupting two languages, but fluent bilinguals, including teachers, regularly communicate that
way, and code switching rappers and poets are praised for their creativity. The purpose of this
paper is not to rationalize school failure or to hunt down culprits, but to come to grips with the
complex and pervasive role of language in students’ lives in ways that make them feel positive
about what they know and enthusiastic about what they can learn. A bilingual critical pedagogy
facilitates owning many ways of talking and knowing, so that students can speak in formal

varieties of Spanish and English as authentically as they do in their street talk, and tackle all
subjects as confidently as they face the dangerous streets.
It is very easy to take the defeatist position and say that the kind of bilingual excellence
proposed here as a goal for public education is too much work and too costly. We may satisfy
ourselves and say that the primary responsibility of educators is to steer the code of wider
communication, Standard English, and mainstream language genres. But that traditional
approach has been found wanting for mainstream as well as non-mainstream students, causing
expensive special education programs to proliferate. Unless schools change radically, we will
lose the opportunity to teach large numbers of diverse children in ways in which they can excel,
and which help build a more just society. Fortunately, some alternative schools that the fruits of
visionary parent-staff-community collaborations are underway.
AN ANTHROPOLOGICAL LINGUISTIC PERSPECTIVE
We need to understand that what may be a survival tactic for the streets may not be as
functional in the classroom, or ultimately contribute to the fullest development of the children’s
linguistic skills. A few community members have adopted the Mexican-American Richard
Rodriguez’s (1982) view that the right to full participation in this society demands paying the price
of giving up the language of the home. There seems to be little awareness of what it takes to
raise children in the US so that they end up with a command of two languages. Most caregivers
are satisfied if children understand enough Spanish to behave appropriately. Almost no one
insists that Spanish be spoken in certain settings or with certain speakers. The expectation is that
exposure to grandmothers will ensure fluency in Spanish, and that English is learned in schools
and on the block. But, grandmothers with limited years of formal education can not teach children
to read and write in Spanish, and since most of them understand English and do not insist on
being addressed in Spanish, grandchildren may get little practice in speaking Spanish. As a
result, Latino identity is defined in New York as a way that attempts to resolve conflicting linguistic
and cultural pressures, and Spanish is de-emphasized. Parents, educators, and community
leaders should insist on giving bilingualism the prominence it deserves, and work towards
resolving the contradiction between national cries for widespread foreign language competence
on the one hand, and the calloused indifference to the maintenance of the mother tongues of the
nations on the other. Support for bilingualism is not only essential to the group’s success, it is
fundamental to any effort to achieve a language competent nation. Far from being fostered as a
national resource, bilingualism is blamed for fomenting separatist views and threatening political
upheaval. Nowhere is this more obvious than in the charges of supporters of “Official English”
laws, which would outlaw bilingual education, bilingual ballots, and other government services
that are not in English only. There are disturbing similarities between the pronouncements of US
English, the main lobbying group for such legislation, and those who view the opening of the
literary canon as an abandonment of the timeless truths embedded in the Western classics. The
first Executive Director of US English declared that non English language services must be
eliminated because “government should not stand idly by and let the core culture slip away”
(Birkales, 1986, p. 77). In a similar vein, we see a “leading opponent of multicultural curricula
fragmentation, civil antagonism, illiteracy, and economic technological ineffectualness” (Hirsch,
1988, p. 92). One US English advocate goes so far as to blame sociolinguists for opportunistically
championing multiculturalism and multilingualism (Imhoff, 1989, p. 20).
Monolingual societies are defined as culturally impoverished and multilingual societies as
culturally enriched because of the amount of material these countries provide for
sociolinguistic study. But our societies are not organized for the amusement of
academics, and we have no responsibility to complicate our lives in order to provide
material for their own monographs.
CONCLUSION
It is important to understand that bilingualism and the country’s multiculturalism are not the
root of the political, social, and economic problems facing the United States today. Blaming
linguistic and cultural diversity is a smokescreen for the fact that the USA has not resolved

fundamental inequalities. The nation’s problems would not disappear if we all spoke the same
language; unless by speaking the same language we mean that we have the same rights and
obligations toward each other. At times I feel pessimistic and at times I feel optimistic about the
nation’s ability to achieve a common language of respect, and about the future of the Latino
community. It is impossible not to be disheartened by the anti-immigrant and anti-Spanish (as
well as anti any other language) fervor that has accompanied the adoption of English only
amendments by 18 states since the 1980’s, the rise of anti-Latino racially motivated attacks in
New York, the socioeconomic disparities that leave almost half (19.6%) of Latino children living in
poverty (Passell, 1992), the over representation of Latino children in special education classes,
the revival of genetic inferiority theories to explain Latino test scores (Dunn, 1988), and the public
demonization of women who are forced to raise their children with welfare benefits that amount to
less than half of poverty level income. That home is not only where English speakers reside, and
the American dream is not dreamed in English only.
The children in The Bronx and East Harlem have spent their lives building linguistic and
cultural bridges; the only way to prove that we do not believe that they are garbage is to meet
them halfway. Our reward would be a more respectfully diverse, and consequently more United
States. My most audacious hope is for a truly new century: one in which poor children are not
alone in crossing linguistic and cultural frontiers.
In the spring of 2004, the center for Applied Linguistics (CAL) listed 294 dual language programs
in 24 states. (www.cal.org/twi/directory/). During the fifties and sixties, language as a handicap
was the prevalent orientation. Ruiz (…) points out that at this time, educators saw English
language learners as having a problem, so that “teaching English, even at the expense of the first
language, became the objective of school programs” (p. 19). Ruiz also explains that in the
seventies, the language-as-a-right orientation emerged where students in bilingual programs
could exercise their right to maintain their native language as a resource. Ruiz believes that this
orientation is a better approach to language planning because:
“It can have a direct impact on enhancing the language status of subordinate language; it
can help to ease tension between majority and minority communities; it can serve as a more
consistent way of viewing the role of non-English languages in U.S. society; and it highlights the
importance of cooperative language planning (p. 25-26).
My visits throughout many dual language classes in Yonkers and in Long Island have indicated
that although staff meant well, they really had not developed an in depth understanding of
program design or appropriate pedagogy. Former bilingual teachers or newly credentialed
bilingual teachers were thrown into dual immersion classrooms without enough pre-planning or
ongoing support. Many of the teachers I spoke to did not really understand how dual language
instruction differed from the transitional bilingual education they had taught. Many were surprised
to find out that translation is not an effective way to scaffold.
Proposition 227 outlawed bilingual education, promising that English learners would succeed
academically in all English programs. After five years of implementation, only 30% of LEP
students had conversational English and only 7% were able to follow academic instruction from
school textbooks at grade level. Far from doing better, the English learners in California had fallen
further behind (Crawford, 2003). Research shows that students who are schooled in their first
language do better in English than those that are not (Cummins, 1981; Greene, 1990). Research
also shows that the greater the development of the first language, the better students do
academically in English in the long run (Thomas & Collier, 1997, 2002; Cummins, 2000). It is for
this reason that the early exit bilingual programs, which discontinue the use of native language
instruction once students develop some English proficiency, do not show positive long term
results. Many schools have an assimilationist orientation. It’s a pedagogy that follows what Freire
(1970) termed a banking approach. Teachers deposit knowledge in students and withdraw it on
tests. Students don’t take ownership of their learning, and schools do not empower them to
improve their life situation. Schools that take an assimilationist orientation produce students who
are academically disabled or resistant.

Historical Context for Dual Language:
Crawford (1999) reports that “in 1664, when the settlement of New Netherlands was ceded to the
British crown, at least 18 tongues were spoken on Manhattan island, not counting the Indian
languages” (p.21). Crawford (2004) reports that by 1850, the Cherokees had achieved a 90%
literacy rate and used bilingual materials “to such an extent that Oklahoma Cherokees had a
higher English literacy level than the white populations of either Texas or Arkansas” (p. 92).
Unfortunately, the accomplishments of the Cherokees were resented, and by 1879 the
government began to force Native American children to attend boarding schools in an attempt to
eradicate Native languages and replace them with English.
Many programs in New York have the 50/50 model with one half of the day in English and the
other half in Spanish. I have tried (unsuccessfully) to convince program directors and
administrators to change to a 90/10 or 80/20 model since research in California shows greater
success for these last two models (Lindholm – Leary, 2001). I believe this model can offer more
potential for the students. Fluency, comprehension, and knowledge of vocabulary in Spanish
need to be evaluated before Native Spanish speakers are given literacy instruction in English.
Students need to be taught to read and write in their primary language in preschool and
kindergarten. At this point, I feel there is a very real possibility that poorly implemented programs
will fail, attract public attention, and lead to the rejection of dual language in general. A key to dual
language programs is that all students are valued members of the learning community and that
their language and culture are valued. When students come in with limited preparation, the whole
school needs to embrace them, help to build up their self-esteem by finding their strengths, and
then provide the academic support they need. Delgado-Rocco (1998) found that English speaking
children had higher status in dual language classrooms and were given more praise and support
for learning a second language than their Spanish speaking peers.
This finding supports a concern that even dual language programs are not free from the tendency
to hold different expectations for the two groups of students. Many teachers need some sensitivity
training to help them empathize with the children, their families and their needs. This should
include a sensitivity to the dialect of Spanish the children bring to school. It is important that
children learn academic Spanish but at the same time not be made to feel that the language
spoken at home is inferior.
My experience and exposure have shown me that if there are even a few at a school site who do
not understand and/or support the dual language program, it can be sabotaged from within. At the
moment, the biggest challenge facing New York is finding enough credentialed bilingual teachers
who could teach content in Spanish. Many teachers in dual language programs admitted they feel
alienated. Others have also said that being in a dual language program is like being in a
marriage. If the partnership is not working, there needs to be an amicable divorce. Without the
support of the whole community, the program can not succeed.
Concerns about equity:
Greigo-Jones (1994) studied the emergent literacy development of Spanish – dominant children
in dual language programs. She found that the children showed a strong preference for using
English even when their Spanish skills were much better than their English skills. Griego-Jones
and others have found that students receive indirect messages about the importance of English
over Spanish. For example, when teachers or students code-switch, it is usually from Spanish
into English. Seldom have researchers found frequent code-switching into Spanish during English
instructional time (Howard, Sugarman and Christian, 2003). Social pressures also have an
influence, especially as students move beyond their elementary years. Freeman (1998) found
that students who had a positive attitude toward bilingualism and biculturalism in their dual
language school chose English over Spanish in junior high and even rejected their own cultural
background to remain popular among Anglo peers. Their linguistic and cultural capital, their

Spanish language and culture, was not valued in their new school. The Anglos held both the
linguistic and cultural capital and the only way Latinos could be equal was to reject their own
language and background. Another interesting fact is that Spanish instructors are all bilingual, but
English teachers are all monolingual. The resources in Spanish are not of the same quality and
quantity as those available in English. If the English books are glossy hardbacks and Spanish
materials are black and white photocopies, students get the message that the school does not
value Spanish. Access to books is critical for high student achievement in dual language classes.
Professional development for teachers needs to be ongoing. It is also important for both teachers
to have receptive knowledge of the other language of instruction.
Curriculum Development:
For second language learners, the content is made more comprehensible when teachers
organize around themes. Students always know what the topic is even if they do not understand
everything that is being said in their new language. Themes provide students with a constant and
interwoven preview in the first language, view in the second and review again in the first. Preview
content in the students’ first language before they study the content further in the second
language. Then the teacher reviews the content in the student’s first language. This should not be
confused with concurrent translation, an ineffective strategy. Content is NOT repeated in each
language. Instead, what is taught in one language builds on the same concepts as the lesson
taught in the other language. When students can draw on concepts they developed in their first
language and apply them to what they are learning. It’s important to create a risk-free
environment, one that encourages learning. Positive experiences include working on subject with
peers, singing songs, doing skits, or discussing topics of interest. The language experience
approach (LEA) is appropriate for second language learners. As students dictate, the teacher
models a variety of writing skills such as capitalization, paragraphing, and punctuation as well as
sentence structure and story organization. Research has shown that second language learners
are most apt to be engaged and learn when they work together cooperatively (Kagan 1986; Long
& Porte, 1985; McGroarty, 1993; Holt, 1993; Darling-Hammond, Ancess and Falk, 1995; Wells
and Chang-Wells, 1992). While it is important not to water down the curriculum, it is also
important not to instruct at a level that is beyond the abilities of the non-native speakers.
Concurrent translation is very ineffective because students listen only to the language they
understand and tune out the second language.
Dual language teachers need to understand a number of things to interpret assessments. They
need to understand bilingual theory, the importance of developing students’ first language, how
bilingual children acquire a second language and how biliteracy develops. We need to be
concerned with the lack of authentic reading materials. Bilingual students need authentic,
culturally relevant materials to read.
Strickland (2004) encourages teaching through themes and incorporating skills in shared and
guided reading. She suggests five components that are useful for balanced dual language literacy
programs.
“1. Teach skills as a way to gain meaning. Skills are not ends in themselves.
2. Each day, include time for both guided instruction and independent work. Otherwise, students
will never internalize skills and make them their own.
3. Avoid teaching children as if they were empty receptacles for knowledge. Instead, allow them
to build knowledge in a process-oriented way.
4. Interpret print and electronic materials effectively. That way, your classroom will reflect the
multimedia world in which students live.
5. Always consider standardized test scores in light of informal assessment data. Encourage
parents to do the same” (p.4).
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Independent Investigations of Reliability and Validity of Learning Behaviors Scale
Scores: Implications for Practitioners and Future Directions
Abstract
This presentation reports on the results of four independent studies that investigated the reliability and
validity of Learning Behaviors Scale (LBS; McDermott, Green, Francis, & Stott, 1999) scores. The LBS
is a cost and time effective, nationally normed, and unobtrusive observation measure of key learning
behavior variables that influence student learning. Study 1 examined the replication of the short-term
(30-day) stability and the internal consistency of LBS scores with an independent sample of 209
students in grades K-8. Stability coefficients were high and statistically significant and mean differences
between Time 1 and Time 2 were either not statistically significant or resulted in very small effect sizes.
Internal consistency estimates of the LBS at Time 1 and Time 2 were also high and statistically
significant and similar to those obtained with the standardization sample. An additional analysis of the
LBS was conducted by examining the correlations of LBS subscale and total scores with academic
performance measured by an ordinal summary rating of achievement for kindergarten and first grade
students and grade point average for second through eighth grade students. Substantial evidence was
found for the short-term stability and internal consistency of LBS scores. Construct validity of the LBS
was also supported by statistically significant correlations with students’ grades in school. Study 2
examined the replication of the convergent and divergent validity of the LBS through comparisons with
the Adjustment Scales for Children and Adolescents (ASCA; McDermott, Stott, & Marston, 1993), an
objective measure of child psychopathology. With a random sample of 246 students in grades 1-11,
statistically significant and moderately high correlations were observed between the LBS and ASCA
with better learning behaviors being associated with fewer symptoms of problem behaviors or
psychopathology. These results were similar to those reported by McDermott (1999) and suggest that
the LBS and ASCA, although related, are measuring different constructs. Generally good learning
behaviors were associated with the general absence of problem behaviors or psychopathology. Study 3
examined the replication of the four-factor structure and the internal consistency of LBS scores with an
independent sample of 241 randomly selected students from grades 1-7. Internal consistency estimates
were as high or higher than those obtained with the standardization sample. Substantial replication of the
four LBS factors (Competence Motivation, Attitude Toward Learning, Attention/Persistence, and
Strategy/Flexibility) was found. Most items in this study were associated with the identical factor found
with the standardization sample. Further, four of the five LBS items that cross-loaded in the present
study were the same items that cross-loaded in the standardization sample and did so on the same
factors. Coefficients of congruence (Gorsuch, 1983; Harmon, 1976; Watkins, 2002) were calculated to
estimate the factorial invariance of LBS scores in present study in comparison to the LBS
standardization sample and these estimates indicated “good” or “excellent” (MacCallum, Widaman,
Zhang, & Hong, 1999, p. 93) matches to the standardization sample. Study 4 examined the reliability
and validity of the LBS with four different samples of students of Native American Indian tribes (n =
666). Results showed that the LBS internal consistency estimates for Native American Indians were
similar to the LBS standardization sample and previous independent studies of the LBS. Further,
correlations between the LBS and the ASCA for the Native American Indians were similar to those
obtained in previous independent samples suggesting, like previous studies, generally good learning
behaviors were associated with the general absence of problem behaviors or psychopathology,
particularly externalizing symptoms. The results from these four studies suggest the LBS may be helpful
in identifying learning related behaviors that could be useful for recommending learning related
interventions. Recommendations for future research will be discussed.

Independent Investigations of Reliability and Validity of Learning Behaviors Scale
Scores: Implications for Practitioners and Future Directions
While measures of intelligence provide the best predictors of academic achievement (Sattler, 2001;
Neisser et al., 1996) and such prediction is important, information from intelligence tests has generally
not been found to be particularly important or relevant to designing effective cognitive or educational
interventions (i.e., treatment validity) (Brown & Campione, 1982; Ceci, 1990, 1991; Glutting &
McDermott, 1990a, 1990b; Macmann & Barnett, 1994; Neisworth & Bagnato, 1992; Reschly, 1988,
1997; Schaefer & McDermott, 1999; Scarr, 1981; Spitz, 1986; Ysseldyke & Christenson, 1988).
Research has pointed to various learning related behaviors such as attention, active participation,
reflective responding, accepting correction and feedback, and appreciation of novelty as facilitators of
success in the educational process (Carter & Swanson, 1995; Finn & Cox, 1992; Jussim, 1989; Schuck,
Oehler-Stinnett, & Stinnett, 1995). Such learning behaviors can be taught and thus have a direct impact
on the learning of students (Barnett, Bauer, Ehrhardt, Lentz, & Stollar, 1996; Engelmann, Granzin, &
Severson, 1979; Stott, 1978, 1981; Stott & Albin, 1975; Weinberg, 1979). Assessment of these learning
behaviors may provide additional insights into student learning difficulties and aid in remediation of
learning problems.
The development of the Learning Behaviors Scale (LBS; McDermott, Green, Francis, & Stott,
1999) was driven by a desire to create a measure that would be cost and time effective, nationally
normed, and provide for unobtrusive observation of key learning behavior variables influencing student
learning. Over the past 20 years, the LBS gained substantial empirical support (Birrell, Phillips, & Stott,
1985; Green & Francis, 1988; Green, Francis, & Stott, 1984; McDermott, 1984; McDermott & Beitman,
1984; McDermott & Watkins, 1987; Phillips, Stott, & Birrell, 1987; Pies, 1988; Stott, 1985; Stott,
Green, & Francis, 1983; Stott, McDermott, Green, & Francis, 1988). Average internal consistency
estimates ranged from .75 to .83 across various demographic subgroups and ranged from .75 to .85 for
the four subscales (Mr = .82). Two-week test-retest stability for 77 students was substantial with
coefficients ranging from .91 to .93 (Mr = .92). Interrater agreement with a sample of 72 students was
also good with intraclass correlations ranging from .68 to .88 (Mr = .82) for the subscales and equaled
.91 for the LBS Total (Buchanan, McDermott, & Schaefer, 1998). Further, no differences in mean
ratings were observed between the raters on the LBS scales. Worrell, Vandiver, & Watkins (2001)
replicated the substantial internal consistency estimates of the LBS scales and total score in an
independent sample of 257 first through fifth grade students with coefficients for the total sample
ranging from .76 to .91. Internal consistency estimates were also generally high across gender and grade
subgroups.
Validity studies summarized by McDermott (1999) provided support for the convergent and
divergent validity of the LBS in comparisons with the Adjustment Scales for Children and Adolescents
(ASCA; McDermott, Stott, & Marston, 1993). Statistically significant negative correlations typified the
relations between subscales and composite scores and canonical redundancy analysis indicated a 30%
overlap between learning behaviors (LBS) and psychopathology (ASCA). Positive learning behaviors
were associated with an absence of hyperactivity and low levels of other psychopathologies; low levels
of competence motivation and persistence and inflexible learning linked with avoidant and diffident
characteristics; low motivation and poor attitudes toward learning were associated with oppositional
behaviors and avoidance; and motivational problems and poor strategy were associated with higher
levels of diffident and oppositional behaviors (McDermott, 1999).
The LBS standardization data suggested a four-factor model orthogonally rotated to equamax
simple structure and was shown to be invariant across gender, age, and race/ethnicity. The four factors
were defined and named based on the behaviors measured by the items: Competence Motivation (CM),
Attitude Toward Learning (AL), Attention/Persistence (AP), and Strategy/Flexibility (SF) (McDermott,

1999). Worrell et al. (2001) provided partial support for the four factors and suggested the need for
further replication with additional independent samples.
Study 1 examined the short-term stability (30 days) of LBS scores by examining correlations
between subscales and the total scores across the retest interval to examine pattern agreement. Mean
differences were also examined across the retest interval to assess level agreement. Additionally,
internal consistency estimates were also examined at both times and correlations between the LBS and
student grades assessed the validity of the LBS. Study 2 examined the relationships between the LBS
and ASCA with an independent sample. Because several LBS scales measure learning behaviors that are
related to characteristics of psychopathology (i.e., LBS Attention/Persistence and ASCA AttentionDeficit Hyperactive) it was expected that some scales of the LBS and ASCA would have moderately
high and statistically significant negative correlations as McDermott (1999) reported. However, the
scales should also not be correlated so high as to be redundant. Study 3 examined the factor structure of
the LBS with an independent sample to replicate the results of McDermott (1999) with the LBS
standardization sample. Study 4 examined the internal consistency reliability and convergent and
divergent validity of LBS and ASCA scores for four independent samples of Native American Indian
students to investigate differential reliability and validity (bias) among LBS and ASCA scores.
Study 1. Study 1 (Canivez & Gillespie, 2005) examined the short-term stability (30 days) of the LBS for
a sample of 209 students ranging in grade from kindergarten through eighth grade and ranged in age
from 5 to 14 (M = 9.63, SD = 2.69). Regular and special education students were included in the sample
and approximated population estimates for disability groups. Sixteen teachers volunteered to participate
by providing anonymous LBS ratings on randomly selected students from their classroom whom they
had observed for a minimum of 40 school days. They rated the students twice with a retest interval of 30
days. Teachers were compensated by a chance to be randomly selected to receive one of three $10.00
gift certificates for each child rated. In addition to investigating the test-retest (stability) of the LBS,
internal consistency estimates were also calculated at Time 1 and Time 2 and comparisons of LBS
scores to student grades provided an index of construct validity. Due to the rank order nature of global
ratings of student achievement for kindergarten and first grade students, Spearman rank order (rrho)
correlations were calculated between LBS scores and the global achievement ratings while Pearson
product-moment correlations were calculated between LBS scores and students’ GPAs for those in
second through eighth grades.
Results indicated that LBS scores for all subscales and the Total score produced statistically
significant correlations between Time 1 to Time 2 for raw scores and T scores, with correlations ranging
from .84 to .91 for raw scores and from .73 to .82 for T scores (see Table 2). Statistically significant
increases in LBS scores were observed for the CM and AP subscales and the LBS Total, but effect sizes
were quite small (d ranging from .03 to .14 for raw scores, ∆ ranging from .00 to .02 for T scores) and
thus were not considered clinically or practically meaningful. Internal consistency estimates (see
Table 3) at Time 1 ranged from .82 to .93 and ranged from .84 to .92 at Time 2. In examination of the
LBS construct validity for the K-1 group (Table 3), the LBS CM subscale produced the highest
correlation (rrho = .70, p < .001) with global teacher ratings of achievement. The LBS AP scale also was
significantly correlated with global achievement (rrho = .40, p < .001), as was the LBS Total score
(rrho = .48, p < .001). The LBS AL and SF scales were not significantly correlated with global teacher
ratings of achievement. Finally, LBS construct validity coefficients comparing the LBS subscales and
Total score with students’ GPAs ranged from .40 to .62 and all were statistically significant (Table 3).
These results replicated and extended previous research on the LBS with an independent sample
and indicated that LBS scores appeared to be adequately stable over short-term time intervals and have
good to excellent internal consistency. Further, LBS scores, which measure behaviors associated with
efficient and effective learning, are significantly related to teacher ratings of academic performance and
earned grades in the classroom.

Table 1
Sample Demographic Characteristics (N = 209) (Canivez & Gillespie, 2005).
Variable

n

%

Sex
Male
Female
Race/Ethnicity
Caucasian
Black/African American
Grade
K
1
2
3
4
5
6
7
8
Disability/Exceptionality
Not Disabled
Learning Disabled
Seriously Emotionally Disabled
Mentally Retarded
Speech/Language Disabled
Attention Deficit Hyperactivity Disorder

108
101

51.7
48.3

200
9

95.7
4.3

24
21
24
23
21
23
26
24
23

11.5
10.0
11.5
11.0
10.0
11.0
12.4
11.5
11.0

174
26
5
1
1
2

83.3
12.3
2.4
0.5
0.5
1.0

Table 2
Stability coefficients, descriptive statistics, dependent t-tests, effect sizes, and 95% confidence intervals for LBS raw
scores and T scores (Canivez & Gillespie, 2005).
Raw Scores

Time 1

Time 2

95% CI
Lower
Upper

r1.2

M

SD

M

SD

t

d

CM

.86

11.70

3.99

12.14

3.85

3.02*

.11

-0.73

-0.15

AL

.86

14.79

3.91

14.91

4.03

0.82

.03

-0.41

0.17

.14

-0.79

-0.24

.05

-0.38

0.09

.09

-1.49

-0.27

AP

.84

9.77

3.62

10.28

3.56

3.68

SF

.85

11.62

3.05

11.77

3.18

1.22

Total

.91

38.53

r1.2

M

T Scores

10.01

39.41

Time 1

10.41

2.86

*

*

Time 2
SD

M

SD

∆

t

CM

.80

47.68

12.13

49.07

11.84

2.62

AL

.80

49.02

12.51

49.43

13.03

AP

.73

44.76

13.32

46.84

SF

.84

48.12

14.76

48.98

*

95% CI
Lower
Upper

.01

-2.44

-0.34

0.73

.00

-1.51

0.70

12.54

3.14*

.02

-3.39

-0.77

15.66

1.41

.01

-2.05

0.34

Total
.82
45.83
13.50
47.00
15.05
1.96
.01
-2.34
0.01
Note. LBS = Learning Behaviors Scale, CM = Competence Motivation, AL = Attitudes toward Learning, AP =
Attention/Persistence, SF = Strategy/Flexibility, Total = LBS Total Score. All correlations significant, p < .0001.
*
p < . 05 (Bonferroni adjusted a = .01, df = 208). d = Cohen’s d (effect size estimate; Cohen, 1960, 1998). ∆ =
Glass’ Delta (effect size estimate; Glass & Hopkins, 1996).

Table 3
Internal consistency estimates at Time 1 and Time 2 and validity coefficients for LBS T scores at Time 2 (Canivez &
Gillespie, 2005).
Internal Consistency Estimates
rα Time 1
**

rα Time 2
.87

Validity Coefficients
rrho (Rank)

**

.70

*

r (GPA)
.62**

CM

.87

AL

.87**

.89**

.22

.51**

AP

.82**

.84**

.40*

.45**

SF

.84**

.87**

.26

.40**

Total
.93**
.92**
.48*
.54**
Note. LBS = Learning Behaviors Scale, CM = Competence Motivation, AL = Attitudes toward Learning, AP =
Attention/Persistence, SF = Strategy/Flexibility, Total = LBS Total Score, Rank = Global performance estimate.
Rank (high, medium, low) was reported for students in kindergarten and first grade. GPA = Grade Point Average (4
point scale). Grade point averages were reported for students in grades 2-8.
*
p < .001. **p < .0001.

Study 2. Canivez, Willenborg, and Kearney (2004, 2005) studied randomly selected students (N = 246)
from grades 1 through 11 who were rated on the LBS and ASCA in counterbalanced order. Students
ranged in age from 6 to 17 years (M = 9.61, SD = 2.40). Teachers rated at least four male and four
female students that they had observed for at least 40 days prior to the completion of the ASCA and the
LBS. Because several LBS scales measure learning behaviors that are related to characteristics linked to
psychopathology (i.e., LBS Attention/Persistence and ASCA Attention-Deficit Hyperactive) it was
expected that some LBS scales and some ASCA scales would have moderately high and statistically
significant negative correlations as McDermott (1999) reported but the correlations should be lower than
.80 to indicate sufficient divergent measurement.
Pearson product-moment correlation coefficients (see Table 5) were calculated to provide
estimates of convergent and divergent validity between the ASCA and the LBS. The ASCA global
adjustment scales OVR and UNR were significantly and negatively correlated with the LBS Total score.
This is consistent with the findings of McDermott (1999). The correlation between the ASCA OVR
scale and the LBS Total (r = -.64) was significantly higher than the correlation between the ASCA UNR
scale and the LBS Total (r = -.43), z = 3.29, p < .001. As in McDermott (1999), better learning behaviors
were more strongly associated with fewer overactive/externalizing problems than
underactive/internalizing problems. At the global scale level the LBS and ASCA appear to be measuring
different (yet related) constructs as it appeared that most of the reliable variability of the LBS was
unique and not confounded with psychopathology.
Among the LBS subscales and ASCA Core Syndromes, correlations ranged from .00 to -.61
(Mdnr = -.43) and 20 of 24 were statistically significant after adjusting α (Bonferroni correction) for
multiple comparisons (see Table 5). A statistically significant and moderately high correlation was
observed between the ASCA ADH syndrome and the LBS AP scale (r = -.61, 37% shared variance)
indicating that generally good attention and persistence toward learning tasks was associated with fewer
behavioral symptoms of attention deficit-hyperactivity. The LBS SF scale had moderately high and
statistically significant correlations with the ASCA ADH, SAP, and OPD core syndromes suggesting
that inflexible approaches to learning were associated with attention deficit-hyperactivity, provocative
aggression, and oppositional behaviors. Poor attitudes toward learning were associated with attention
deficit-hyperactivity, oppositional behaviors, and avoidance. Low levels of competence motivation were
associated with symptoms of attention deficit-hyperactivity, oppositional behaviors, and avoidance.

These are similar results to what McDermott (1999) reported in canonical redundancy analyses with the
LBS and ASCA. Internal consistency estimates (see Table 6) closely approximated those from the LBS
and ASCA standardization samples (McDermott, 1993, 1994, 1999).
Table 4
Sample Demographic Characteristics (N = 246) (Canivez, Willenborg, & Kearney, 2004, 2005).
Variable

N

%

122
124

49.6
50.4

172
27
14
1
2
30

69.9
11.0
5.7
0.4
0.8
12.2

35
53
52
12
11
28
50
0
3
0
2

14.2
21.5
21.1
4.9
4.5
11.4
20.3
0.0
1.2
0.0
0.8

164
37
5
2
3
3
1
4
1
1
25

66.7
15.0
2.0
0.8
1.2
1.2
0.4
1.6
0.4
0.4
10.2

Sex
Male
Female
Race/Ethnicity
Caucasian
Black/African American
Hispanic/Latino
Asian American
Native American
Missing Data
Grade
1
2
3
4
5
6
7
8
9
10
11
Disability/Exceptionality
Not Disabled
Learning Disabled
Seriously Emotionally Disabled
Mentally Retarded
Speech/Language Disabled
Attention Deficit Disorder
Pervasive Developmental Disorder
Other Health Impaired
Traumatic Brain Injury
Remedial Reading
Missing Data

Table 5
Pearson Product Moment Correlations Between the ASCA and LBS (Canivez, Willenborg, & Kearney, 2004, 2005).
LBS Scales
Core Syndromes
CM
AL
A/P
S/F
LBS Total
*
*
*
*
ADH
-.44
-.45
-.61
-.54
-.57*
*
*
*
*
SAP
-.30
-.35
-.46
-.56
-.49*
SAI
-.22*
-.21
-.35*
-.40*
-.32*
*
*
*
*
OPD
-.35
-.48
-.46
-.56
-.54*
*
*
DIF
-.33
-.32
-.19
.00
-.26*
AVO
-.47*
-.58*
-.42*
-.18
-.50*
Supplementary Syndromes
DEL
-.35*
-.35*
-.26*
-.35*
-.37*
*
*
*
*
LEH
-.48
-.45
-.43
-.28
-.48*
Global Adjustment Scales
OVR
-.47*
-.51*
-.65*
-.63*
-.64*
*
*
*
UNR
-.46
-.51
-.34
-.08
-.43*
Note. ADH = Attention-Deficit Hyperactive, SAP = Solitary Aggressive (Provocative), SAI = Solitary Aggressive
(Impulsive), OPD = Oppositional Defiant, DIF = Diffident, AVO = Avoidant, DEL = Delinquent, LEH = Lethargic
(Hypoactive), OVR = Overactivity, UNR = Underactivity, LBS = Learning Behaviors Scale, CM = Competence
Motivation, AL = Attitude Toward Learning, A/P = Attention/Persistence, S/F = Strategy/Flexibility. N = 246
except for DEL (n = 166) and LEH (n = 166) as the DEL and LEH scales are not universally applied across sex and
development (McDermott, 1994).
*
p < .05 (with Bonferroni correction).

Table 6
Descriptive Statistics for LBS and ASCA T scores and Internal Consistency Estimates
M
LBS Scales
Competence Motivation
Attitude Toward Learning
Attention/Persistence
Strategy/Flexibility
LBS Total

47.26
47.07
45.65
47.02
45.83

SD

Range

rα

12.42
13.04
11.76
12.90
12.73

1 – 63
1 - 63
1 - 61
1 - 61
1 - 66

.87
.86
.82
.78
.93

ASCA Scales
Core Syndromes
Attention Deficit-Hyperactive
51.74
10.70
39 - 81
.86
Solitary Aggressive (Provocative)
51.30
10.74
45 - 80
.81
Solitary Aggressive (Impulsive)
52.65
11.18
47 - 99
.61
Oppositional Defiant
51.25
12.71
43 - 99
.85
Diffident
49.10
9.93
40 - 76
.74
Avoidant
50.42
10.47
42 - 78
.75
Supplementary Syndromes
Delinquent
51.11
10.92
45 - 75
.40
Lethargic (Hypoactive
49.83
9.44
44 - 71
.65
Overall Adjustment Scales
Overactivity
52.37
11.12
39 - 79
.93
Underactivity
49.74
10.58
38 - 77
.80
Note. Internal consistency estimates (Coefficient a) were obtained from the present data. N = 246 except for DEL (n
= 166) and LEH (n = 166) as the DEL and LEH scales are not universally applied across sex and development
(McDermott, 1994).

Study 3. The factorial validity of the LBS (Canivez, Willenborg, & Kearney, in press) was examined in
this study with data provided by 27 teachers from 9 different schools. A total of 241 students ranging
from grade 1 through 7 in 3 rural Illinois school districts were rated on the LBS by their classroom
teacher. Students ranged in age from 6 to 14 years (M = 9.48, SD = 2.24). The majority of students was
Caucasian and not disabled. Of the disabled group, most were identified as Learning Disabled. Males
and females were sampled in approximately equal proportions.
As with the Worrell et al. (2001) study, the present study utilized the principal axis method of
exploratory factor analysis and multiple criteria as recommended by Gorsuch (1983) were used to
determine the number of factors to extract and retain and included the eigenvalues greater than 1
(Guttman, 1954), the scree test (Cattell, 1966), and parallel analysis (Horn, 1965; Lautenschlager, 1989;
Watkins, 2000). Varimax and equamax rotations were both examined and produced similar results. The
equamax rotation provided the most stable solution in the factor analyses of the LBS standardization
data (McDermott, 1999) and was the solution presented in the Worrell et al. (2001) study. The present
study also utilized results of the equamax rotation for direct comparison to the LBS standardization
sample and the Worrell et al. (2001) study.
As in the Worrell et al. (2001) study, the present study showed five factors produced eigenvalues
greater than 1, the scree test suggested extracting four factors, and parallel analysis suggested extracting
three factors. The four- and three-factor models are presented because the LBS is based on a four-factor
model (McDermott, 1999) and parallel analysis is usually more accurate than other methods in
determining the correct number of factors to extract and retain (Thompson & Daniel, 1996). The threefactor model was also examined and presented for comparative purposes because it was suggested as a
possible solution in the Worrell et al. (2001) study. The five-factor model did not appear viable as it
resulted in substantial fragmentation and migration of items of two LBS factors that may likely be due to
overestimation of the number of factors to retain (Zwick & Velicer, 1986).
The present study replicated the internal consistency and factor structure findings of McDermott
(1999) and Worrell et al. (2001) with a second independent sample. Internal consistency estimates for
the four LBS factors and the LBS Total score were found to be high for the total sample (.78 to .93; Mdn
= .88) as well as for gender and grade level subgroups (.71 to .94; Mdn = .87) (see Table 9). These
coefficients were also quite close to those obtained by McDermott (1999) and Worrell et al. (2001).
Most of the alpha coefficients met or exceeded criteria suggested as necessary for use of the scales for
individual decision-making or diagnostic purposes (Hills, 1981; Salvia and Ysseldyke, 1991).
The present study also provided substantial support for the four-factor model of the LBS (see
Table 10) suggested by McDermott (1999) with almost all items loading on factors consistent with the
standardization data. Coefficients of congruence (Gorsuch, 1983; Harmon, 1976; Watkins, 2002) tested
the factorial invariance of the present factor structure results in comparison to the identical analysis with
the LBS standardization sample and resulted in “good” or “excellent” MacCallum, Widaman, Zhang, &
Hong, 1999, p. 93) matches to the factorial results of the LBS standardization sample. Coefficients of
congruence ranged from .93 (SF) to .98 (CM). Results from the three-factor model fit those from
Worrell et al. (2001) but was not as close a fit as the four-factor model (see Table 11).
Study 3 extended the results of Worrell et al. (2001) by providing support for the Attention and
Persistence factor that was not clearly delineated in their study. Given that the present study found
support for the AP factor it is likely that the failure of the AP factor to clearly emerge in the Worrell et
al. (2001) study was, as they suggested, a result of error. It appeared that replication had indeed
addressed and supported the viability of the AP factor. The present results strongly supported the fourfactor solution proposed by McDermott (1999) and suggested the LBS may be helpful in identifying
learning related behaviors that may be useful for recommending learning related interventions.

Table 7
Sample Demographic Characteristics (N = 241) (Canivez, Willenborg, & Kearney, in press).
Variable

n

%

120
121

49.8
50.2

167
27
14
1
2
30

69.3
11.2
5.8
0.4
0.8
12.4

35
53
52
12
11
28
50

14.5
22.0
21.6
5.0
4.6
11.6
20.7

160
36
5
2
3
3
1
4
1
1
25

66.4
14.9
2.1
0.8
1.2
1.2
0.4
1.7
0.4
0.4
10.4

Sex
Male
Female
Race/Ethnicity
Caucasian
Black/African American
Hispanic/Latino
Asian American
Native American
Missing Data
Grade
1
2
3
4
5
6
7
Disability/Exceptionality
Not Disabled
Learning Disabled
Seriously Emotionally Disabled
Mentally Retarded
Speech/Language Disabled
Attention Deficit Disorder
Pervasive Developmental Disorder
Other Health Impaired
Traumatic Brain Injury
Remedial Reading
Missing Data

Table 8
Descriptive Statistics for LBS T Scores (N = 241) (Canivez, Willenborg, & Kearney, in press).
M
SD
Range
Skewness
LBS Scales

Kurtosis

Competence Motivation

47.70

12.14

1 – 66

-0.64

1.07

Attitude Toward Learning

47.49

12.81

1 – 66

-1.26

2.84

Attention/Persistence

45.67

11.80

1 – 61

-0.89

2.31

Strategy/Flexibility

47.05

12.88

1 – 61

-1.24

2.68

LBS Total

46.14

12.43

1 – 66

-0.82

1.94

Table 9
Learning Behaviors Scale (LBS) Internal Consistency Estimates (Canivez, Willenborg, & Kearney, in press).
Grade
Sex
Total
Sample
1-3
4-7
Male
Female
n
140
101
120
121
241
Competence Motivation

.88

.89

.89

.89

.89

Attitude Toward Learning

.87

.89

.87

.88

.88

Attention/Persistence

.85

.80

.85

.80

.83

Strategy/Flexibility

.79

.69

.81

.69

.77

LBS Total

.93

.92

.93

.92

.93

Table 10
Four-Factor LBS Solution of the Principal Axis/Equamax Rotation (Canivez, Willenborg, & Kearney, in press).
Factor I
Factor II
Factor III
Factor IV
LBS
Competence
Attention &
Attitude Toward
Strategy/
Item
Motivation
Persistence
Learning
Flexibility
Communality
1
.21‡
.17
-.05
.24
.41
.35
.33
.28
.59
2
.53*
.29
.29
.16
.60
3
.64*
.29
.14
.44
4
.22
.54*
.13
.62
5
.43*
.48
.42*
.30
.18
.50
6
.40*
.46*
.46
7
.18
.17
.21
.59*
.20
.55
8
.31
.32
.56*
.18
.56
9
.30
.04
.66*
.13
.45
11
.19
.47*
.42*
.39
13
-.04
-.05
-.04
.62*
.02
.23
.86
14
.30
.85*
.15
.24‡
15
.05
.74
.81*
16
.03
.34
.27‡
.47
.53
*
.03
.21
.00
.62
17
.76
.38
.23
.72
18
.41*
.60*
.12
.29
20
.07
.05
.52*
21
.24
.28‡
-.05
.39
.50
.50
23
-.02
.28
.15
.63*
24
.20
.33
.28‡
.54
.56
*
-.06
.62
25
.33
.58
.40
.25‡
26
-.02
.34
.43
.50*
.39
27
-.01
.12
.24
.57*
.29
.29
.06
.51
28
.59*
.20
.09
.24
.44
29
.58*
Eigenvalues
9.23
1.76
1.04
.88
% Variance
36.90
7.10
4.20
3.50
rc
.99
.96
.94
.94
.91
.84
.89
.72
rα
Note. LBS = Learning Behaviors Scale. LBS items 10, 12, 19, and 22 are not used in scoring the LBS and were not
included in the present EFA. Salient factor coefficients are presented in bold italics. Coefficients of congruence (rc)
obtained from Watkins (2002). Internal consistency (rα) estimates are based on items with salient factor structure
coefficients from the present sample.
*
Salient factor structure coefficients corresponding to the same factor(s) identified in the LBS standardization
sample (McDermott et al., 1999).
‡
Factor structure coefficients failing to correspond to the same factor(s) identified in the LBS standardization sample
(McDermott et al. 1999).

Table 11
Three-Factor LBS Solution of the Principal Axis/Equamax Rotation (Canivez, Willenborg, & Kearney, in press).
Factor I
Factor II
Factor III
LBS
Competence
Attention &
Strategy/
Item
Motivation
Learning Attitudes
Flexibility
Communality
1
.24‡
.00
.24
.43
2
.55*
.33
.57
.40
3
.64*
.36
.18
.58
4
.30
.50*
.26
.41
5
.40*
.29
.61
.60
6
.56*
.29‡
.32
.50
7
.14
.27
.54*
.38
8
.50*
.25‡
.52
.45
9
.55*
-.03‡
.54
.49
11
.36
.34‡
.36
.38
13
-.16
.08
.21
.42
14
.20
.17‡
.89
.91
15
.08
.31‡
.65
.74
16
.24
.23
.54*
.41
17
.71*
.15
-.01
.53
18
.66*
.41*
.33
.72
‡
20
.30
-.04‡
.25
.40
21
.58*
.24‡
.05
.39
23
-.07
.33
.59*
.46
24
.26
.53*
.51
.40
25
.69*
.31‡
.09
.59
26
.34
.39
.17
.29
27
.00
.17
.58*
.37
28
.34‡
.12
.51
.62
29
.47*
.32
.14
.34
Eigenvalues
9.15
1.69
1.01
% Variance
36.60
6.80
4.00
.85
.95
rc
.92
.87
.81
rα
.92
Note. LBS = Learning Behaviors Scale. LBS items 10, 12, 19, and 22 are not used in scoring the LBS and were not
included in the present EFA. Salient factor structure coefficients are presented in bold italics. Coefficients of
congruence (rc) obtained from Watkins (2002). Internal consistency (rα) estimates are based on items with salient
factor structure coefficients from the present sample.
*
Salient factor structure coefficients corresponding to the same factor(s) identified in the Worrell et al. (2001) study.
‡
Factor structure coefficients not corresponding to the same factor(s) identified in the Worrell et al. (2001).

Study 4. Native American Indian students (N = 666) from grades K through 12 were rated on the LBS
and ASCA in counterbalanced order as part of a NIH/NIMH funded project examining the reliability
and validity of the ASCA and LBS for Native American Indians (Canivez, 2005). The Native American
Indian tribes sampled included the Ojibwe Tribe (n = 179) in north central Minnesota, the Yavapai
Apache Tribe (n = 225) in north central Arizona, the Cocopah Tribe (n = 108) in southwest Arizona, and
the Colorado River Indian Tribe (n = 154) in western Arizona. Students ranged in age from 5 to 20
years (M = 11.92, SD = 3.31). Teachers rated at male and female students that they had observed for at
least 40 days prior to the completion of the ASCA and the LBS.
Internal consistency estimates were calculated to estimate the reliability of LBS and ASCA scores
among the Native American Indian student scores (see Table 12). Pearson product-moment correlation
coefficients were calculated to provide estimates of convergent and divergent validity between the
ASCA and the LBS (see Table 13) as was done in Study 2 (Canivez, Willenborg, & Kearney, 2004,
2005) above and reported by McDermott (1999). Internal consistency estimates were very similar to

those obtained in the LBS and ASCA standardization samples as well as with other independent samples
reported in the literature (Canivez, 2004; Canivez et al., in press; McDermott, 1993, 1994). The ASCA
global adjustment scales OVR and UNR were significantly and negatively correlated with the LBS Total
score. This is consistent with the findings of McDermott (1999) and Canivez et al. (2004, 2005). The
correlation between the ASCA OVR scale and the LBS Total (r = -.60) was significantly higher than the
correlation between the ASCA UNR scale and the LBS Total (r = -.39), z = 5.12, p < .0001. As in
McDermott (1999), better learning behaviors were more strongly associated with fewer
overactive/externalizing problems than underactive/internalizing problems. At the global scale level the
LBS and ASCA appear to be measuring different (yet related) constructs as it appeared that most of the
reliable variability of the LBS was unique.
Among the LBS scales and ASCA Core Syndromes, correlations ranged from .10 to -.63
(Mdnr = -.39) and 23 of 24 were statistically significant after adjusting α (Bonferroni correction) for
multiple comparisons. A statistically significant and moderately high correlation was observed between
the ASCA ADH syndrome and the LBS AP scale (r = -.63, 40% shared variance) indicating that
generally good attention and persistence toward learning tasks was associated with fewer behavioral
symptoms of attention deficit-hyperactivity. Other associations of poor attention and persistence were
noted with provocative aggression, and oppositional behaviors. The LBS SF scale had moderately high
and statistically significant correlations with the ASCA ADH, SAP, SAI, and OPD core syndromes
suggesting that inflexible approaches to learning were associated with attention deficit-hyperactivity,
provocative aggression, impulsive aggression, and oppositional behaviors. Poor attitudes toward
learning were mostly associated with attention deficit-hyperactivity and avoidance. Low levels of
competence motivation were mostly associated with symptoms of attention deficit-hyperactivity and
avoidance. These are similar to what McDermott (1999) reported in canonical redundancy analyses with
the LBS and ASCA as well as findings from Study 2 (Canivez, Willenborg, & Kearney, 2004, 2005).
Table 12
Descriptive Statistics for LBS and ASCA T scores and Internal Consistency Estimates for the total Native American
Indian Sample (Canivez, 2005).
M
SD
Range
rα
LBS Scales
Competence Motivation
Attitude Toward Learning
Attention/Persistence
Strategy/Flexibility
LBS Total

41.37
40.54
44.19
46.47
41.02

14.15
15.47
11.35
11.68
14.20

1 - 63
1 – 61
1 - 61
1 - 61
1 - 66

.87
.90
.81
.75
.92

ASCA Scales
Core Syndromes
Attention Deficit-Hyperactive
52.49
10.34
39 – 99
.85
Solitary Aggressive (Provocative)
52.53
11.26
45 – 99
.78
Solitary Aggressive (Impulsive)
52.16
9.92
47 – 81
.59
Oppositional Defiant
52.44
11.65
43 – 99
.79
Diffident
53.30
10.84
40 – 78
.77
Avoidant
54.21
11.67
42 – 99
.76
Supplementary Syndromes
Delinquent
56.09
13.01
45 – 99
.51
Lethargic (Hypoactive
53.62
10.40
44 – 74
.61
Overall Adjustment Scales
Overactivity
53.49
10.17
39 – 99
.91
Underactivity
54.50
11.08
38 – 81
.81
Note. Internal consistency estimates (rα) were obtained from the present data. N = 666 except for DEL (n = 483) and
LEH (n = 336) as the DEL and LEH scales are not universally applied across sex and development (McDermott,
1994).

Table 13
Pearson Product Moment Correlations Between the ASCA and LBS for the total Native American Indian Sample
(Canivez, 2005).
LBS Scales
Core Syndromes
CM
AL
A/P
S/F
LBS Total
*
*
*
*
ADH
-.46
-.44
-.63
-.62
-.56*
*
*
*
*
SAP
-.29
-.38
-.50
-.57
-.45*
SAI
-.20*
-.29*
-.39*
-.45*
-.33*
*
*
*
*
OPD
-.30
-.35
-.40
-.56
-.43*
*
*
*
DIF
-.35
-.30
-.11
.10
-.24*
AVO
-.48*
-.59*
-.37*
-.11*
-.45*
Supplementary Syndromes
DEL
-.29*
-.36*
-.39*
-.31*
-.36*
*
*
*
*
LEH
-.53
-.49
-.37
-.23
-.49*
Global Adjustment Scales
OVR
-.47*
-.49*
-.66*
-.69*
-.60*
*
*
*
UNR
-.47
-.48
-.26
.02
-.39*
Note. ADH = Attention-Deficit Hyperactive, SAP = Solitary Aggressive (Provocative), SAI = Solitary Aggressive
(Impulsive), OPD = Oppositional Defiant, DIF = Diffident, AVO = Avoidant, DEL = Delinquent, LEH = Lethargic
(Hypoactive), OVR = Overactivity, UNR = Underactivity, LBS = Learning Behaviors Scale, CM = Competence
Motivation, AL = Attitude Toward Learning, A/P = Attention/Persistence, S/F = Strategy/Flexibility. N = 666
except for DEL (n = 483) and LEH (n = 336) as the DEL and LEH scales are not universally applied across sex and
development (McDermott, 1994).
*
p < .05 (with Bonferroni correction).

Results from these studies support various forms of reliability (stability and internal consistency)
and validity (convergent, divergent, factorial, and predictive) of LBS scores with independent samples
and add to the empirical support for its use. As with all studies, limitations of sampling influence the
generalizability of results and further replications of these studies are recommended with broader, more
diverse samples. Further, studies examining the incremental validity of LBS scores in accounting for
academic achievement of students above and beyond that predicted by general intelligence should also
be conducted to further explore this important characteristic. Differential reliability and validity should
be examined with other neglected subgroups of the population such as Asian American youths to
explore potential bias. The Standards for Educational and Psychological Testing suggest such studies
are of critical importance for the appropriate use of tests in clinical practice (AERA, APA, NCME,
1999). If results of future studies are as positive as those presented here, the LBS may likely become a
standard instrument in school psychology and educational psychology assessments of student learning
difficulties in order to facilitate better instructional interventions for at-risk and disabled youths.
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We developed an interactive on-line tutorial that has been used to replace the text
in a traditional college lecture course. This tutorial covers the entire semester of a 3credit introductory college science course, Fundamentals of Nutrition, which addresses
mainly the nutrients. The tutorial is based on a lecture class that has been taught for
many years to thousands of students and the content, written by the professor, closely
follows the traditional course. This Web resource was also designed to eventually
replace the need for a lecture class. The most recent on-line revision, designed to
increase student interest, includes many pictures, animations, sophisticated web-page
design, and other components. It also includes a 3500 multiple choice question database,
accessible to students that can be used for review as well as to construct exams. We
evaluated the use of this Web tutorial in a class of 200 students before using it as a standalone, on-line Web course. A questionnaire administered during the first class session
collected demographic data and asked students about their expectations concerning the
anticipated usefulness and acceptability of this approach. A second questionnaire, given
during the last lecture, addressed fulfillment of these expectations.
At the start of the course students were asked 10 questions in the future tense in a
Likert format: (1) CAI (computer-assisted instruction) will help me better understand
concepts covered in the course; (2) CAI will motivate me to learn the course content; (3)
CAI will help me study more effectively for exams; (4) CAI will help me improve my
learning skills in other classes; (5) CAI will help me earn a better grade; (6) I will
appreciate the opportunity to learn to use CAI; (7) I will enjoy using CAI; (8) using CAI
will be too time consuming; (9) using the CAI will help me feel more confident about

using computers in the future; (10) all students should be required to use the CAI. The
same questions were asked in the past tense at the end of the course. In all questions
except 4 and 10, changes in attitudes were statistically significant at the 0.001 level. In
questions 1-3 and 5-7 the responses changed to agreeing more, and in questions 8 and 9
towards disagreeing more. This shows that use of CAI can have a significant positive
effect on students’ interest in learning, perceived enjoyment, and accumulation of
knowledge in a course.
We also collected data on the amount of time the on-line program was used,
advantages and disadvantages, and the students’ opinions of its usefulness compared to a
hard copy textbook. Students enjoyed this approach and believed it was highly
advantageous to take the course in this format.
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Abstract
The Collaborative Learning And School Success Professional Development School
(CLASS PDS) program is a teacher preparation program at the Lewiston-Auburn College
of the University of Southern Maine. The program prepares students in teaching at the
K-8 grade levels while they matriculate in a degree program. The four and one-half year
program provides content and pedagogical opportunities to the pre-service students and
upon completing the program and their college degree, the students receive a Bachelors
Degree in a content area, K-8 teacher certification, and 36 graduate credits toward a
Masters in Education.
In recent years, more students that are non-traditional have expressed interest in the
program but found the structure prohibitive for various reasons. Some of these include
the length of the program no matter how many credits the student already has before
starting the CLASS PDS; the scope and sequence of the program; and the ability of
students in area colleges of entering the program.
This paper examines the adaptations the CLASS PDS (also known as CLASS) program
recently implemented to respond to the increasing interest in pursuing a teaching
certificate by students who transfer credits to the university or students wishing to
complete the program in a quicker period.
Introduction: What is the CLASS PDS?
Based on the Holmes Group Report (1986) and John Goodlad’s (1990) model of teacher
preparation, the CLASS PDS is a nine-semester site-based pre-service education
program. Its fundamental beliefs and processes reflect the quantitative and qualitative
research findings that support improved teacher quality (Bondy, E., 1999); (Carnes, N. &
Schwager, S., 2000); (Koehnecke, D. S., 2001); (Levine, M., 2002); (Odland, J. 2002);
(Ross, D., 2002); (Utley, B. L., Basile, C. G., Rhodes, L. K., 2003); (Neapolitan, J.E.,
2004); (Hooks, L. M. & Randolph, L., 2004); (Ventimiglia, L. & Reed, T., 2004);
(Leonard, J., Lovelace-Taylor, K., Sandord-Deschields, J., & Spearman, P., 2004). Its

fundamental beliefs and processes reflect the quantitative and qualitative research
findings that support improved teacher quality:
•

Provide a context for continuous, embedded learning by interns, in-service
teachers and higher education faculty.

•

Support the process for change, data driven decision-making, and collaborative
planning and professional development.

•

Upgrade the content mastery of all educators.

The students work with mentor teachers, site coordinators, and university faculty while
concentrating on a major field of study. Upon completion, the graduate receives a
Bachelor of Science Degree, is a fully certified elementary teacher, and receives 36
credits toward a Masters Degree.
Since its creation in the Fall semester of 1998, the CLASS admission and retention
process differs from traditional teacher preparation programs due to the nature of the
students at University of Southern Maine, Lewiston-Auburn College... Eight years ago,
most were non-traditional students matriculating for the first time in a college program.
Many were parents of school-aged children seeking a program that would allow them to
complete the requirements over a long period. Although the regular full-time schedule of
CLASS is four and one-half years, many students desired to study part-time and extend
their studies over five to seven years.
Recently, however, more traditional-aged students entered the university and desired to
complete the program in the normal amount of time. Along with these students, transfer
students came to the university and wanted to join the CLASS program. Nevertheless,
the strict admission standards and schedule proved to be prohibitive thus preventing
many worthwhile people from becoming excellent teachers. These situations challenged
the administration and faculty of the CLASS program to re-examine the admission and
retention requirements.
The Original Scope and Sequence
Below, in Table 1, is the Scope and Sequence schedule for full-time students. It provides
information on the courses the student needs to complete covering the university core
courses, the major course of study, and the CLASS program. Designed mainly for
students entering college for the first time, the Scope and Sequence requires students to
take as many as eighteen credits per semester not including summer courses. Those
students entering college with transfer credits applied toward their major or core courses,
must still fulfill the CLASS requirements in four and a half years. Because CLASS is a
developmental program, students could not combine CPI courses, but rather, completed
them sequentially. Thus, those students with several credits or even an associate degree
must continue their studies for another four and a half years.

Table 1
OVERVIEW OF CLASS PDS PROGRAM CURRICULUM
SCOPE & SEQUENCE FOR FULL-TIME STUDENTS
EDUCATION

LIBERAL ARTS
Program Theme

Yr.

Individual Learner

1

Sm

F
1

Sp
2

School &
Community

2

Transition Semester for
Candidacy

3

ACADEMIC
MAJOR

(0)

(0)

S

(0-3-6)

F
3

(6)

Sp
4

(3-6)

S

(0-3-6)

F
5

(9)

CORE REQUIREMENTS

ENG 100C College Writing (3)
MAT 108 College Algebra (3)
LAC 150 Microcomp. & Appli. (3)
HRD/SBS 200J Human
Growth & Development (3)

COURSES AND FIELD
EXPERIENCES

1
CPI 110 (2)
CPI 111 (1)

ESP 101 Fund. Env. Sci. (4)
Core F or G or major pre-req.(3)
Core E (3).

CPI 120 (2)
CPI 121 (1)
EDU 200
Education in the
U.S. (3)
Academic major coursework (optional)

LAC/LOS/SBS 328D Statistics (3)

CPI 211I (3)
CPI 220 (2)
CPI 221 (1)
LAC 000A Middle
School Seminar(0)
EDU 210 Theoret
Fund of Lrning (3)

SCI 250K Physics (4)
Core F and/or G (3)

Semester Theme
Individual
Development

(16)

Elementary &
Middle School
Community

Elementary &
Middle School
Community

S
Curriculum
&
Instruction

4

1
2

F
7

COR 135I United States Studies (3)

(0-3-6)
(3)

(14)

(1417)

Academic major coursework (optional)

Problem Solving (3)

6

(15)

Foundation of
Education

LAC 340 Liter.
Acquisition (3)

Literacy
Development

*****Students successfully passing all required Program and State assessments (e.g. Praxis)
become Candidates in the Program at this point and eligible for Graduate Standing*****
2
Curriculum
MAT 242 Applied
Sp
(3-6)
EDU 552 Teaching Science LTT (3) Learning to
&
Instruction

Total Crdt.
Hrs.

EDU 565 Rdg Dev & Inst LTT (3)
LAC 410 Sci & Rdg Seminar (3)

(15)

Teach Subject
Matter

(15-18)

Learning to
Teach Subject
Matter

(16)

Academic major coursework (optional)
SCI 100K Natural
Science Topics
(4)

EDU 551 Teaching Soc Std LTT (3)
EDU 505 Teaching Math LTT (3)
LAC 000B Mathematics & Social
Studies Seminar(0)
SED 540 Exceptionality (3)

The abbreviation CPI stands for Center of Pedagogy and Inquiry.
This abbreviation stands for Learning to Teach.

Professional
Internship

Professional
Internship

5

CPI 510 Curriculum Design Sem (3)
CPI 511 Applied Pedagogy
Internship (3)
EDU 566 Writing Process LTT (3)

Sp
8

(6)

S

(0-3-6)

Academic major coursework (optional)

F
9

(0)

CPI 520 Reflecting on Practice
Seminar (3)
CPI 521Professional Internship(9)

TOTALS (30-41)

(45) Note: This may
vary

Teaching All
Subjects

Teaching All
Children

(20) at the undergraduate level
*(36) at the graduate level* Note: This may vary.

In terms of admission, several university students expressed their frustration on having to
take another four and a half years of classes even when they had completed several
credits. In addition, those students wanting to accelerate in the program could not
because of the developmental nature of the program. The result led to small numbers of
students entering the program each year.
As for retention, needless to say, the rigorous nature as well as the time commitment led
to a very high attrition rate. Administrators and faculty of the CLASS PDS were
comfortable with this rate as the program helps students see for themselves what the
teaching profession is really like. Many make the decision to enter teaching based on
romantic notions or other motivations. However, these students, when faced with the
reality, drop out of the program. The number of students who demonstrated their
potential as excellent teachers and dropped out, was increasing as well. This trend raised
concern about the efficacy and stability of the CLASS program.
Table 2 is chart of the number of students who have left the program since its inception.
A cohort represents a group of students entering CLASS for a specific year.
Table 2
CLASS RETENTION RATES 1998-2005
Summary of Cohorts 1, 2, and 3: (the only cohorts to finish program at the present
time)
Total of 46 students:
28%
13%
11%
9%
7%
4%
4%
9%

left program in first semester
left program in second semester
left program in third semester
left program in fourth semester
left program in fifth semester
left program in seventh semester
left program in eighth semester
left program in ninth semester

(15)

(12)
(95-103)
*(36)*

15% completed CLASS
Breakdown of each cohort:
Cohort 1 - 13 students (Entered CLASS in 1998)
23% (3) left program in first semester
31% (4) left program in second semester
8% (1) left program in third semester
15% (2) left program in fourth semester
8% (1) left program in seventh semester
15% (2) completed CLASS program (2002)
Cohort 2 - 17 students (Entered CLASS in 1999)
58% (10) left program in first semester
6% (1) left program in seventh semester
6% (1) left program in eighth semester
18% (3) left program in ninth semester
12% (2) completed CLASS program (2003)
Cohort 3 - 16 students (Entered CLASS in 2000)
12.5% (2) left program in second semester
25.0% (4) left program in third semester
12.5% (2) left program in fourth semester
18.75% (3) left program in fifth semester
6.25% (1) left program in eighth semester
6.25% (1) left program in ninth semester (2004)
18.75 % (3) completed CLASS program.
Cohort 4 - 10 students (Entered CLASS in 2001)
40% (4) left program in second semester
10% (1) left program in fourth semester
10% (1) left program in fifth semester
40% (4) are still in program (Will complete the program in December 2005)
Cohort 5 - 16 students (Entered CLASS in (2002)
31% (5) left program in first semester
6% (1) left program in second semester
31% (5) left program in third semester
13% (2) left program in fourth semester

19% (3) are still in program
Cohort 6 - 14 students (Entered CLASS in 2003)
29% (4) left in first semester
21% (3) left in third semester
7% (1) left in fourth semester
7% (1) left in fifth semester
36% (5) are still in program
Cohort 7 – 15 students (Entered CLASS in 2004)
13% (2) left in first semester
13% (2) left in second semester
20% (3) left in third semester
53% (8) are still in program
Cohort 8 – 10 students (Entered CLASS in 2005)
100% are still in program
It is clear from the chart that a very small number of students ultimately entered the
teaching profession from the original group. The CLASS program feels there is nothing
wrong with this and that those completing the program are very highly qualified and have
proven to be so. However, there is a belief that the program is not serving other highly
qualified candidates with the teaching profession ultimately suffering.
Recently, the CLASS program questioned whether the number of students dropping out
was due to demands of the program. With exit surveys, faculty and advisor
questionnaires, the stakeholders reported that the program could grow and remain viable
if it allowed students with transfer or previous credits to enter the program and complete
it in a shorter period. Data also showed that students wanted more flexibility in terms of
completing the course work.
Changes in the CLASS program
In the past year, the CLASS PDS personnel developed two plans to improve the
admission and retention of students. The first is the Modified Program for those wishing
to enter CLASS with a significant number of college credits. The second is the JETT
(Joint Education and Teacher Training)/CLASS program based on an articulation
agreement between the Central Maine Community College (CMCC) and the CLASS
PDS. Implementation began in the Fall semester 2005 semester with data and results
scheduled for analysis at the end of the 2005-2006 academic year to determine their
possible institutionalization.

The Modified Program is primarily a change in the standard Scope and Sequence
whereby a full-time transfer student can complete the program in less than four and one
half years. The Program looks at each individual and prepares a specific plan of action to
meet his or her academic and teaching goals.
The process includes the basic application procedures for all students and with the
recommendation of the university advisor, the CLASS PDS meets with the student to
create a comprehensive individualized educational plan. Some students may be able to
combine the CLASS preparation courses, currently offered over a two-year sequence,
into one year, thus possibly completing the program in three and a half years. Other
students may have enough education credits to forego the first year of the CLASS course
and essentially enter the program in the second year of the sequence. These alternatives
depend on the number and type of transfer credits. Those with specific education credits
can benefit the most from the plan. For all cases, there is no guarantee that the student
will complete the program in the time desired, especially without the full cooperation of
the student. He or she must stay within the modified scope and sequence or risk
extending the period of study.
The JETT/CLASS program is for students matriculating in an Associates Degree
program at the local community college, Central Maine Community College, to take
CLASS courses during their two years of study. Upon completion of their degree
requirements, they transfer to the University of Southern Maine and enter the CLASS
program in the third year focusing on pedagogy and practica. The requirements and
stipulations of the agreement between the college and the university are as follows:
1. Students must be jointly accepted into both CMCC’s JETT/Education program
and USM/LAC’s CLASS program as full-time students.
2. Students will be assigned to an academic advisor at each institution.
3. Students accepted into the JETT/CLASS programs are considered to have dual
matriculation status. That is, they are enrolled at both CMCC in the JETT
program and LAC in the CLASS program.
4. CMCC and LAC agree to institute an informal consortium agreement establishing
financial aid reciprocity with CMCC acting as the “home” institution.
5. Students must achieve a grade of “C” or better in all their coursework. Students
failing to maintain “C” or better in each class will be withdrawn from the JETT /
CLASS program immediately.
6. JETT students are required to take two laboratory science courses while attending
CMCC
7. Students who have fulfilled CMCC’s JETT program requirements, graduated with
an associate degree in education and remain in good academic standing, will be
recognized as juniors in LAC‘s CLASS program.
Table 3 shows the scope and sequence for this program in the first two years of
matriculation at CMCC.

Table 3
SEMESTER I
CMCC ED
Program
ENG 101

3

CMCC/CLASS
Courses
ENG 101

EDU 101

3

EDU 101**

PSY 111
Science Elective
Math
Elective

3
3
3

PSY 111
Taken in Semester IV
MAT 122

LAC Courses
College Writing

3 CPI
110
Introduction to Education
3 CPI
111
Developmental Psychology 3
College Algebra

15

CMCC ED
Program
PSY 101

Individual Learning and Dev

3
1
2

SEMESTER II
CMCC/CLASS
Courses
3
PSY 101

LAC Courses
Introduction to Psychology

3 CPI 120

EDU 185

3

EDU 185

Fundamentals of Educating Students with
Special Needs

3 CPI 121

Communications
Elective

3

SPE 101

Speech & Oral Communication

3

General Elective

3

Intro to Computer Applications
Humanities
ENG Ill;
PHI 101
PHI 151;
HIS 110;
HIS 131;
HIS 132
Psychosocial Needs of Students

3
3

(Fulfills LAC - F )

BCA 120
___ Elective
(Choose One)

EDU 155
15

.........................................................................
CLASS PDS Interview Process Occurs
.........................................................................

1
5

Observatio
Literacy D

SEMESTER III
CMCC
CMCC/CLASS
ED
Courses
Program
Math
3 MAT 135
Elective
EDU 261

3

Science
Elective

4

General
Elective

3

EDU 161

3

EDU 261 fulfills
LAC 340 CLASS
req
Elective
(Choose One)

Elective
(Choose One)

LAC Courses
Statistics

3

CPI
211

Fundamentals
of Literacy
Education
Lab Science
BIO 101/1102;
BIO 115/116;
CHY 101/102

3

CPI
220

Humanities
ENG Ill;
PHI 101
PHI 151;
HIS 110;
HIS 131;
HIS 132

3

Culture &
Community
Middle
School
Seminar

3
2

4

Technology
in Ed

16

13

5

SEMESTER IV
CMCC ED
Program
SOC 200
3

CMCC/CLASS
Courses
SOC 200

SOC 220

3

Moved
from
Semester I

LAC Courses
Issues in
Diversity

3

CPI
221

SOC 220

Sociology of
the Family

3

EDU
210

Elective

Lab Science
4
BIO 101/102;
BIO 1151116;
CHY 101/102,

(Choose One)

Middle School 1
Field
Experience
Theoretical
3
Foundations
of Learning

or SCI250K, Applied
Physics/Lab at LAC)

Elective
Humanities

3

EDU 271

3

Elective
(Choose One)

Humanities
ENG 111;
PHI 101;
PHI 151;
HIS110;
HIS 131;
HIS 132

3

Mathematics

EDU 285

3

Ed Support

15

13
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Students can replace several CLASS courses with their CMCC courses while studying for
their Associates Degree. The JETT program prepares the student to being the third year
of study as a full-time CLASS student working toward a Bachelors Degree and a K-8
teaching certificate
As stated above, both of these programs began in the Fall 2005 semester. At the present
time, three students are in the modified program and one is in the JETT program. All are
members of Cohort VIII, entering the CLASS program in September 2005.
Conclusions: Challenges to the CLASS belief system
The CLASS PDS philosophy supports the developmental process of instruction and
cooperative learning. From the start of the program, students were required to follow the
developmental nature of the CLASS courses and work together as a cohort. These are
tenets of a true Professional Development School (Iceman Sands, D. & Goodwin, L. D.,

2005); (Harris, M. M. & van Tassell, F., 2005); (Marlow, M. P., Kyed, S., Connors, S.,
2005); (Snow-Gerono, J. L., 2005). Allowing students to complete the teacher
preparation program through the Modified Program and the Jett Program potentially
compromises the character of the cohort system and puts to question the developmental
nature of the Scope and Sequence. Presently, administrators and faculty of the CLASS
program are collecting data and monitoring these changes. Quantitative results may
show an increase in the number of students entering and completing the program. In fact,
the CLASS Retention Rates table shows that this year’s cohort is still at one hundred
percent, something that has never occurred in mid-semester for any previous academic
year. Compared to previous cohorts, especially the first ones, this small sample shows a
great change in the program in terms of selecting appropriate students and keeping them
in the program. However, qualitative results will take a longer period for analysis and
may show that what sets a PDS apart from more traditional teacher education programs is
slowly loss through these modified programs. At that time, decision makers will have to
re-examine the basic tenets of the program and determine whether it is better to return to
the true nature of a Professional Developmental School or continue to modify it to
respond to the needs of the perspective students and of the local school system
demanding highly qualified teachers.
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Abstract
Studies indicate that many Black adolescents and adults have been empowered to succeed
academically, partly due to their awareness of racism and racist practices in education and
society (Benjamin, 1991; Edwards & Polite, 1992; Mehan, Hubbard, & Villanueva, 1994; Mirón
& Laura, 1998; O’Connor, 1997). Edwards & Polite (1992) note,
They fully understand that as blacks they will encounter obstacles, prejudices,
and inequities, but they never view their race as the cause of the problem . . . It is
this essential recognition that grounds the thinking of achieving blacks, enabling
them to . . . gain a powerful measure of spiritual strength from the physical and
psychological struggles that racism inevitably demands. (p. 6)
In order to better understand ways to narrow the Black-White achievement gap, more studies are
needed that analyze Black students’ specific experiences with and behavioral responses to
stereotype threat and racial microaggressions in the school context at the secondary and
postsecondary levels. Additionally research is needed that explores the pedagogical practices and
instructional strategies that best reduce negative effects of stereotype threat and racial
microaggressions in learning environments.
In this panel session, Daren Graves, Dr. Dorinda Carter, and Dr. Frank Tuitt discuss their
findings from qualitative investigations conducted in secondary and postsecondary learning
environments describing high achieving Black students’ experiences with and responses to
stereotype threat and racial microaggressions in their learning environments. This panel session
provides implications for enhancing educational research, practice, and policies for the academic
advancement of Black students and other students of color by highlighting specific adaptive
behaviors that students can employ to overcome stereotype threat and racial microaggressions in
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the school context and specific pedagogical practices that teachers and professors can employ to
reduce the negative effects of stereotype threat and racial microaggressions in the school context.
Drawing on the work of the panelists, this panel session includes the following objectives:
•

To further the understanding of the intersection of racial identity and school culture by
examining how Black students describe and understand their context-based racial identity
and the racialized aspects of their schools’ cultures.

•

To further the understanding of how high achieving Black students describe and
understand the adaptive behaviors they employ to resist stereotype threat and racial
microaggressions in a predominantly White high school

•

To highlight and discuss the pedagogical practices and learning conditions that Black
graduate students describe as most beneficial to their learning and to reducing negative
effects of stereotype threat
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Malaysian Social Studies Teachers and the War in Iraq:

Views from a Muslim Majority Country

Introduction
On March 20, 2003 at approximately 5:35 am local time, U.S, bombs fell on Baghdad, Iraq.
This initial attack was followed by days of severe bombing in Baghdad and other cities,
coinciding with the incursion of U.S. and British ground forces in Iraq. The unilateral actions
were followed by huge protests in cities and towns across the United States and around the
globe.

I found myself in a predominantly Muslim country the outbreak of the war as I was visiting
my fiance’s residence in Sabah, Malaysia, in March, 2003. The woman who is now my wife
grew up in Penampang, Sabah, Malaysia just fifteen kilometers from Kota Kinabalu, the state
capital of Sabah.

Before the bombing commenced, former Prime Minister Mahathir announced his opposition
to a United States-led war in Iraq and would late denounce war developments in speeches
before officially stepping down from his role as Malaysia’s leader after 22 years in office on
October 31, 2003. As a visitor to Malaysia and Sabah, I was concerned as to how I would be
received by local citizens, both Muslims and non-Muslims. Nonetheless, I set out to gain
insight on the educational process with regard to the United States invasion of Iraq. To
accomplish this goal, I interviewed educators in Sabah and the neighboring Malaysian federal
protectorate territory of Labuan.

Objective
I set out to investigate the perceptions of educators toward the war in Iraq in a predominantly
Muslim country. To broaden the limited scope of reports provided by the pro-western
media, I decided to survey a cross section of individuals who were educators in Malaysia.

Malaysian Education
In Malaysia, education is the social institution that provides the only way to secure upward
mobility. Parents are willing to spend huge sums of money and sacrifice their own comforts
in order to ensure that their children are well educated (Creating a Knowledge-Based Society,
2005). The philosophy of education is to produce a well-rounded Malaysian who is
intellectually, spiritually, emotionally, and physically balanced. To accomplish this goal, a
Malaysian is taught about respect others’ needs and requirements in the country’s multiethnic
and multicultural society. It also promotes the development of individuals who will “live
harmoniously with others in society and who can contribute toward enhancing the quality of
family life, society, and the nation” (Nasir, 2004). National unity is to be promoted through a
common curriculum, the Malay language, and national examination system. Education has
been identified as one of the strategies implemented to fight ethnic strife and racism. Ideally,
students are to be educated on the dangers of extremism and terrorism. Peace and security
are to be promoted within the multiethnic and multi-religious society. Education could also
prepare the authorities in countering the threat of terrorism (Nasir, 2004).
While he was still in office, Mahathir announced that Malaysia condemns terrorism and
agrees that international cooperation is a requisite in combating terrorists. However, his
country did not agree that launching a conventional war would resolve the problems of
terrorism (Ministry of Foreign Affairs Malaysia).

Malaysia’s educational system has its critics. Professor emeritus at the University of
Malaya, Khoo Kay Kim, argues that Malaysia should revolutionize its education system as
soon as possible to produce more analytical minds (Ghani, 2004). Students, themselves, note
that there is not room in the present education system for creativity and expressiveness.
Research indicates that the learning and teaching process tended to be unidirectional, from
teacher to student (Joseph, 2005).

Methods, Techniques, Modes of Inquiry
As researcher, I selected teachers who worked with young adults aged 15-17 either
social studies or General Knowledge, a required interdisciplinary national curriculum course.
Consequently, I received permission and conducted interviews with seven educators, who
represented the local Malay, Kadazan, Dusun, Chinese, and Indian cultures. After our initial
face-to-face interviews, the participants and I communicated via e-mail and telephone. We
continued our dialogue and maintained contact for six months after I returned to the United
States.
Interview questions included, but were not limited to the following:
1. How often are international affairs discussed in your courses?
2. In those discussions of international affairs, how much time is devoted to recent
American policies (i. e., the Bush administration)?
3. What sentiments have your students shared with regard to the Bush
administration’s policies (i.e., the war in Iraq, the ongoing occupation of Iraq by US
troops, the continued involvement in Afghanistan, etc.)?
4. How do your students regard the present war on terrorism? What sorts of feelings
do they share in class discussions?

A qualitative method of research was employed by the researcher. I served
participant-observer, developed interpretive explanations of observations, interviews, and
archives. Methodology followed considerations appropriate for naturalistic inquiry. Lincoln
and Guba (1985) outline the basic and broad set of points that were observed. The
considerations were as follows: determining a focus, determining the fit of the paradigm,
determining the “fit” of the inquiry paradigm to the substantive theory, determining when
and from whom data will be collected, determining successive phases of the inquiry,
determining instrumentation, planning data collection and recording modes, planning data
analysis procedures, planning the logistics, and planning for trustworthiness.
Constant comparative method was utilized to develop grounded theory
according to Glaser and Strauss (1967). This technique was developed as a way of
systematically generating theory; in other words, it is a process for developing theory that is
grounded in the empirical world as opposed to being unsound. After a process of rigorous
coding and subsequent categorization, the following steps were employed: (1) comparison of
concepts within each category, (2) integration of categories, along with characteristics and
properties, (3) seeking to disprove the emergent theory, and (4) writing a theory that
correlates to the resulting analysis. Member checking, triangulation, verifying, retaining and
discounting theory are all a part of the researcher’s analysis.
The researcher returned to survey subjects in the study, essentially to secure some sort
of clarifications of the researchers interpretations. These efforts, referred to as member
checking, were conducted through informal dialogue with the study’s participants.
Additionally, the researcher reviewed renderings through triangulation, or the use of multiple
sources and types of data to support or contradict the researcher’s interpretations (Pitman and
Maxwell, 1992). Finally, verifications of the researcher’s analysis provided reinforcement for
the researcher’s theoretical work.

Gaining access was an immediate concern for the researcher; the establishment of a
trust relationship between the individuals and the institutions that consent to be studied was
also a key ethical consideration. Without individuals who believed that there was a place for
the researcher’s study, the research could not proceed. During the course of this study there
were notable people who provided the researcher with invaluable historical and sociological
data, documents, and narratives; moreover, conscientious individuals assisted the researcher
in setting up appointments, observations, interviews, and informal discussions.
The researcher took precautionary steps to avoid “immaculate perception.”

Prior to the

study, the researcher knew none of the teachers who agreed to take part in the research.
Participants in the study signed consent forms that ensured their rights to confidentiality.
The anonymity of the universities, school sites, and cities of residence was retained.
Compliance was strictly voluntary; the participants had the option of withdrawing from the
study.
Data Sources/Evidence
Teachers noted that they discussed the United States-led conflicts in Iraq and
Afghanistan in their courses anywhere from “approximately 3-4 times a month, especially
during Malay Language” to every class. One participant noted that the topics could not be
breached unless the international issues appeared in the syllabus. Teaching strategies varied
from traditional lectures to open question-and-answer sessions about international issues.
When the United States involvement issues were discussed, one teacher’s students had a
“tendency to have a deep discussion on it.”
Students were overwhelmingly against terrorism, but a majority disagreed with the
Bush administration’s aggressive stances toward Muslim countries. One teacher observed:

“We debated on the purpose of the war in Iraq. Students said it’s just for the oil and money,
and that Bush wants to be the “police” for the world.” Many students were highly influenced
by the popular former Prime Minister Mahathir’s stances against the war in Iraq.
Another teacher noted that some students “hate” Bush and American aggression “very
much”, because the United States uses power to obtain “everything without concern for the
law, democracy and world opinion, and humanity.” Another stated that the students “believe
Bush has hidden agenda behind his policies towards terrorism.” Overall, most of students felt
the ongoing American policies towards Islamic countries are biased and “lopsided for the
United States’ best self-interests.”

Results, Conclusion, Analysis
The Malaysian central government has sought to control the curriculum of Islamic
religious schools, madrasa, more strictly (Teo, 2004). When the United States first invaded
Iraq, Malaysia could barely muster a convincing majority of its citizens against the war
(Daun, 2004). However, attitudes toward American policies have been altered dramatically
(Colebatch, 2003; Teo, 2004). Indeed, the price for defeating Saddam Hussein could
ultimately be the strengthening of extremist Islamic movements in all countries with tolerant
Muslim majorities. The tide is turning toward fundamentalism even in rapidly modernizing,
economically stable Malaysia (Colebatch, 2003). Former Prime Minister Mahathir has
voiced his concerns that the United States-led conflict could further bolster that tide and
possible shift the balance against Muslim moderates throughout the world (Colebatch, 2003).
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There’s More to Local History
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Introduction

I was teaching in a central New Mexico community that had been established in 1740, yet
students rarely discussed the importance of landmarks and historical treasures that, in some
cases, were in their own backyards. Many students were aware of the fact that their ancestors
had resided in the area since the early eighteenth century; on the other hand, a significant number
of students had recently moved to New Mexico. Community pride was very much in evidence;
however, high school students were not always as engrossed as their parents with regard to the
community’s noteworthy characteristics. Some students felt that their local community lacked
distinguishing features; local attributes appeared to be taken for granted. Few students felt that
they possessed enlightening personal histories, and even less students considered publicly
sharing knowledge of their own local cultures until they were assigned a local history project in
their American history classes.
I decided to embark upon a journey that would involve my New Mexico students in
approaches that paralleled the strategies of the Foxfire program (Starnes, B., Paris, C. & Stevens,
C, 1999: Wiginton, 1991). My goal was to personally engage my students with the past and
present processes of history. “The fact that students are of a culture does not automatically mean
that they will know very much about that culture or have more than superficial notions about
history or its worth” (Wiginton, 1991). It is sustained exposure that is effective in an
environment characterized by independent student research and inquiry, where aspects of culture
are discovered and brought to a level of consciousness and examined. Students are better able to
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move into the larger world to become “reasonably responsible citizens” when students appreciate
their own culture and acknowledge its contributions (Wiginton, 1991).
Students needed to conduct background research, identify and interview experts and other
informants, and present their information to their classmates. According to Starnes, Paris, and
Stevens (1999), the following are the necessary components of student-centered projects: learner
choice, design, and revision; the teacher’s roles of facilitator and collaborator; academic
integrity; active learning; peer teaching, small group work, and teamwork; connections between
the classroom work, the surrounding communities, and the world beyond the community; an
audience beyond the teacher for learner work; new activities spiral out of the old; creativity is
encouraged; reflection is an essential activity; and rigorous, ongoing assessment and evaluation .

The Community of Learners
As a high school history teacher it dawned upon me one day…my students appreciated
history when they could contribute to the subject with their own personal historical accounts.
With the cultural and socio-economic diversity of our central New Mexico community, students
could draw upon a vast collection of experiences that included both recent history and centuries
of community annals. The students I served were predominantly Hispanic; however AngloAmerican, African-American, Native-American, and Asian-American students were present in
my classes. An abundance of diverse historical accounts were waiting to be uncovered,
recollected, and/or retold. I strove for a more student-centered classroom with authentic
assessment at the core of my planning.
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Methodology
Students’ efforts on the New Mexico Local History Project over one academic semester were
analyzed as case studies. Case studies help us move from specific examples so that solutions for
more general situations can be hypothesized and developed (Erickson, 1986; Nieto, 2000).

The New Mexico Local History Project Design and Goals
Dewey (1938) recommended that the teacher lose the position of being the external boss
or dictator. To the contrary, the teacher takes on the role of group activity leader. Accordingly,
the teacher “exercises authority as the representative and agent of the interests of the group as a
whole”. My intent, as a classroom teacher, was to implement a project with constructivist
underpinnings. In students’ New Mexico local history projects, individuals were assigned to do
local history investigations independently.
My main objectives for the project were to have my students analyze the historical
importance of their topics; furthermore, students were to share their insights with their
classmates. Students needed to explain, interpret, apply, have perspective, emphasize, and have
self-knowledge. In addition, students needed to “make conscious sense and apt use of the
knowledge they were learning and the principles underlying it” (Wiggins & McTighe, 1998).
Students were to see learning as anchored in questions and requiring cycles of questionsanswers-questions.
Gathering Background Information
Students were initially concerned about where to obtain salient records; misgivings were
dispelled when students were provided with a list of possible options relevant to their chosen
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New Mexico local history project. Sources of information for local history projects include the
following: online records, public libraries, census records, genealogical societies, military
records, the National Archives, family artifacts, heirlooms, traditions, songs, recipes,
celebrations, photographs, postcards, radio broadcasts, film and video recordings, school
documents, and local residents who reflect a diversity in racial, social, religious, and economic
(Hickey, 1999).
.

Assessment of the New Mexico Local History Project
Students were provided with a rubric that clearly stated the expectations for their local
history projects. They were assessed according to their written records and oral presentations.
Indeed, performance was at the core of all measurement of student efforts. After presenting their
projects to their fellow classmates, students were buoyant with the responses of others who
witnessed the oral presentations of their local history projects. More importantly, students were
able to reflect and assume the role of experts for their chosen topics. The depth of understanding
superceded mere signs of apparent understanding. There was considerable risk involved for the
teacher as a facilitator and the students as presenters of their findings. In other words, the
teachers and students were in positions of creating, explaining, learning, and assessing nontraditionally. Indeed, risk-taking, inquiry, action, evaluation, and reflection are necessary
components of authentic assessment (Eisbender & Wood, 1995).
Hence, the following were cases of students, their local history projects, and their
subsequent affective classroom performances.
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Guillermo’s Project
Guillermo was an unusually quiet student in the American history class prior to the oral
presentation of his local history project. He would respond with concise, introspective
comments that enhanced classroom discussions when called upon. Consequently, I sought to
engage Guillermo with his classmates in discussions.
Guillermo took interest when I presented him with a list of some of the possibilities for a
local history project,. He displayed a confident grin, seemingly knowing that he had a worthy
idea for his project. On the day of his presentation, Guillermo shared with the class a video
recording for his oral presentation. He carefully introduced his videotape to the rest of his
classmates; he noted that much of the tape was an interview with his great-uncle, and his greatuncle preferred to be interviewed in Spanish. Guillermo served as a willing translator for
students as he played the tape of his interview. He also pointed out to the class that his greatuncle was in his 70s and represented a vanishing group of individuals who stayed on family
property in the Manzano Mountains and chose to live a life of subsistence agriculture. Guillermo
spoke to us about how his great-uncle grew traditional New Mexico crops such as pinto beans,
green chile, squash, and corn. His uncle’s communally-constructed adobe house was without
electricity or indoor plumbing. Guillermo mentioned that his great-uncle had saved money, but
he preferred to keep all of his savings buried somewhere in the mountains because of his distrust
for banks. The high school student brought to his fellow students’ attention the fact that his
great-uncle still remembered how family members had lost their savings in bank accounts during
the 1930s.
The class listened intently to Guillermo’s entire presentation. They asked him pertinent
questions and applauded enthusiastically. Guillermo confided with me that he was surprised
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with the receptiveness of the class; he had not expected his fellow students to be so responsive to
his recording of something he felt was “somewhat ordinary”.
Throughout the remainder of the school year, I observed a change in his classroom
demeanor. He was no longer reticent to state his opinions; in fact, from that day forward
Guillermo began to exude an air of expertise among his peers. Just as compelling storytellers
were esteemed for their talent throughout New Mexico history, Guillermo’s flair for relating
modern New Mexico with longstanding New Mexico traditions was valued by his classmates.

Lisa’s Project
At the outset of the New Mexico local history project, Lisa openly questioned how family
and local history could impact her present-day world. After considering the guidelines for
completion of the project, Lisa confided that she thought there was an “old piece of paper” that
she could use during her presentation. As it would turn out, Lisa produced a copy of a document
that was dated 1741 and had been in her family since that time. Lisa pointed out to the class that
the deed was signed by one of the Spanish king’s agents and effectively proved that her ancestors
had legal claim to settle the land. Although Lisa had learned from her family that she was
descended from some of the community’s early settlers, she had no idea that there was concrete
proof that her relatives were founding members.
Again, Lisa’s classroom involvement was affected. She followed up her successful
presentation with more introspective questions during subsequent class discussions. Apparently,
she gained a great deal of confidence in her ability to draw connections between the past and
present societies. Moreover, Lisa’s academic performance improved after she experienced a
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significant degree of success with her project; she consistently achieved above average marks on
her performance assessments.

Matthew’s Project
Although Matthew excelled in almost all of his assignments throughout the year, he
initially appeared and sounded as though he were resistant to sharing historical details of his
local community with the rest of his classmates. Matthew seemed to be of the mindset that past
community events were insignificant with relation to the grand scheme of history.
Nonetheless, on the day of his scheduled presentation Matthew arrived in class with a bag
that contained round metal artifacts. As fate would have it, in the recent past Matthew had been
digging around in his backyard and struck some round, impervious objects. Matthew
investigated the origins of the objects and found that the objects were, indeed, cannonballs that
were used during the Civil War. Upon further research, Matthew discovered that events from the
Battle of Valverde, one of three Civil War battles fought in New Mexico, took place on his
family’s property.
Matthew’s contributions tied in perfectly with class discussions on the impact of the
American Civil War upon New Mexico’s population. Before presenting his New Mexico
History Project, Matthew seemed to downplay New Mexico’s importance in the larger realm of
national and international affairs. On the contrary, Matthew became a student who argued that
the Civil War, national events, and also world events had a lasting impact on the history and
culture of New Mexico. Furthermore, during subsequent class discussions Matthew was
adamant in arguing New Mexico’s role in the larger scheme of history.
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Outcomes
Overall, I was able to note numerous contributions from individuals that assisted in
bringing history to life for the rest of their classmates. Rather than complement individual
presentations with additional information I chose to ask presenters questions that would allow
them to explain, interpret, apply, have perspective, emphasize, and develop self-knowledge. For
instance, I had to ask some individual presenters how their investigations of the local history
provide all of the class with more perspectives on New Mexico’s history, geography, economics,
government, society, psychology, and culture. Other members of the class often contributed to
individual presentations with pertinent questions and by sharing their personal experiences
regarding the presenters’ topics.
My primary goal was to involve my students in the historical processes of their local
community. Through a constructivist approach I sought to incorporate authentic assessment
throughout the project. Students were expected to take ownership for their investigations and
subsequently share their knowledge with their classmates. They reflected upon their newly
discovered knowledge and understanding of their community’s wealth of history and culture.
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ABSTRACT
The purpose of this project was to develop a collaborative educational electronic network
(website information portal) among the five undergraduate athletic training education programs in
Louisiana: Louisiana State University; Louisiana College; Nicholls State University; Southeastern
Louisiana University; and University of Louisiana at Lafayette. The collaborative efforts among
the program faculty from each of the five participating programs will provide unique learning
resources for the following target audiences: students enrolled in the five undergraduate athletic
training education programs in Louisiana; certified/licensed athletic trainers that currently provide
didactic and clinical instruction; and those certified/licensed athletic trainers in Louisiana who
provide healthcare services to physically active individuals in a wide variety of settings (university
athletics; high school athletics; recreational sport settings; sports medicine clinics; professional
athletics; industrial medicine; etc.). This project was designed to enhance the knowledge and
clinical skills base of future and current certified/licensed athletic trainers of Louisiana through the
delivery of cost-effective and innovative educational programs via the internet.
The educational videos developed for this project have dual purposes. The educational level of
the videos will be advanced, and will be utilized by athletic training students and instructional
faculty to facilitate a more thorough understanding of medical knowledge and skills taught within
the five curriculums. The collaboration of the faculty of five institutions will coordinate the
development and delivery of videos that will address specific common educational areas within
the curriculums that students should gain in-depth instruction. Since all videos will contain pretest and post-test components that will be administered via the website, all instructors can
uniformly and consistently assess the students’ completion and understanding of the specific
videos. An additional advantage of the accessibility of these videos via internet is the simple and
flexible integration within any of the five education programs, and will not be restrictive to a
specific academic course. The specific topic for each video were determined in the early stages
of the grant project through group institution communication, and meet specific educational needs
within each of the five programs. Each video addresses specific educational content areas
required of all CAAHEP-accredited undergraduate athletic training education programs, of which
all five athletic training educations hold CAAHEP accreditation status. A second application of
these videos will be the ability to deliver cost-effective, quality continuing education programs to
certified athletic trainers and other healthcare providers in Louisiana. The format allows the
educational programs to “come to the user”, versus the healthcare provider traveling to the
continuing education program. After completion of the first year of this project, videos that have
an interdisciplinary focus (athletic training and physical therapy; athletic training and orthopedic
surgery; etc.) will be developed so that various healthcare providers (athletic training; physical
therapists; etc.) can earn continuing education units (CEU’s) to maintain his/her state and/or
national credentials. First priority for access to these videos will be made available to healthcare
providers in Louisiana. As with all video modules, the user will interact with pre-test and post-test
components via the website in order to successfully earn a certificate of completion for the
module.
This project received an educational grant from the Louisiana Board of Regents under the 200405 “Supporting Electronic Learning And Essential Campus Transitions” RFP for this project. At
the time of submission the project is currently in progress and will be completed by November
2005. Final result outcomes of this project will be provided in the presentation.
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Abstract
Without an understanding of macroevolution - the subdiscipline that synthesizes events of earth
history and deep time with the mechanisms that generate and maintain the biodiversity of our planet, an
understanding of the full spectrum of evolution is simply not possible. This notwithstanding,
microevolutionary mechanisms are taught almost exclusively in our schools, to the detriment of those
mechanisms that allow us to understand the larger picture. The effects are demonstrable; as a result of the
strong emphasis on micro processes in evolution education, students and teachers have a poor
understanding of the processes which operate at the macro level, and virtually no understanding at all of the
history of life on our planet.
This paper reports preliminary results from a work in progress that assesses undergraduate
students’ understanding of basic evolutionary processes and concepts as a function of the amount and type
of biology course work undertaken. Further, it examines the same students’ abilities to understand and
reason with a variety of evolutionary diagrams and reports on particular evolutionary misconceptions that
appear to be especially resistant to change. Two samples of undergraduates (total N=50), comprising
students with weaker and stronger backgrounds in biology, completed a five-part assessment instrument
designed to measure both basic knowledge of important evolutionary processes as well as reasoning skills
as documented through the interpretation of cladograms. Here we report findings from three parts of this
instrument, which we will refer to as substudies: (a) a Likert-type instrument that tested for basic
knowledge of evolutionary processes and concepts, (b) performance on a series of questions that measured
students’ ability to understand and reason using cladograms and, (c) students’ interpretations of a variety of
commonly encountered diagrams (e.g., Haeckel’s tree) that purport to depict evolutionary relationships.
The evolutionary understanding substudy consisted of 13 true/false Likert-type questions that were
assigned to three categories: evolutionary processes, deep time, and biological systematics. There are
sizable differences in understanding across the individual questions and categories. Nevertheless, students
with a richer background in biology do not necessarily display a better understanding of key evolutionary
concepts. For example, understanding of critical evolutionary concepts such as speciation, adaptation, and
deep time is generally poor and reflects what appears to be deep-rooted alternative concepts of the
processes that generate and maintain biodiversity on the planet.
The cladogram substudy examined students’ understanding of, and ability to reason with, an
important type of evolutionary diagram known as a cladogram. Over the past several years, hierarchical
branching diagrams known as cladograms have begun to appear in middle school and high school
textbooks. These diagrams and the theory that underpins them are one of the most important tools that

contemporary biologists use to reason about evolutionary relationships. They depict the distribution of
characters (i.e., physical, molecular, and behavioral characteristics) among taxa. Cladograms are
hypotheses about nested sets of taxa that are supported by shared evolutionary novelties called
synapomorphies. Preliminary results from this substudy support our predictions that (a) students have a
poorer understanding of ladder diagrams than of tree diagrams, (b) this is particularly true of students with
weaker backgrounds in biology, and (c) students with a stronger background in biology are more likely to
cite evidence that reflects an understanding of cladogram structure whereas students with a weaker
background are more likely to reason based on superficial (non-structural) aspects of the situation. This
work has clear implications for biology textbook designers, who need to take into account the cognitive
difficulties associated with certain cladogram representations. More broadly, scientifically literate students
need to be familiar with cladograms as visualizations of processes acting in time and space and as tools for
thinking and learning about biology.
Data from the third substudy, comprising students’ rationales for their interpretations of a variety
of pseudo-scientific or iconic representations, should provide a rich window into students’ thinking,
enabling us to uncover many alternative conceptions. When taken together, the results of these substudies
should provide researchers, educators, and curricula designers with an empirical base from which to
improve biology education such that all students have the tools and perspective to fully understand and
appreciate the most important and overarching theory in the life sciences.
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Metacognitive Strategies: Its Impact on Comprehension
By: Maria B. Cequeña
Learning to read is one of the most important things children accomplish in
elementary school because it is the foundation for most of their academic endeavors
(Stevens, et.al. 1991). A child who has the ability to read at the early stages of his
schooling is predicted to succeed in any academic endeavor in the future. However, a
child of school age who is expected to have acquired reading skills, but is still unable to
read or comprehend any reading material, is likely to suffer academic failures.
Indisputably, for a pupil to learn any discipline, he has to spend much of his time
reading and comprehending information presented in texts. Without comprehension,
there is no learning. Indeed, reading plays a vital role in achieving literacy. Numerous
studies reveal that mastery of basic reading skills can be made easy through direct
instruction of metacognitive strategies.
This research investigated the impact of metacognitive strategies on the reading
comprehension of second year high school students. The subjects were from two

classes of Siena College, Taytay, Rizal where each group consisted of forty-seven (47)
students with varying IQs.

Two set-ups were followed in this study. Class A was taught the
metacognitive strategies from July to February for three days a week and fifty
minutes a day. Class B, on the other hand, was taught the metacognitive strategies
for only two months from January to February with the same contact hours per
week. This set-up was purposely planned to ascertain whether metacognitive
strategies could be acquired regardless of the length of exposure to the said
strategies and to find out whether metacognitive strategies would have a positive
effect on students’ reading comprehension. These two groups were pretested last
July 10, 1998 and were posttested in the first week of March 1999.
The researcher utilized O’ Malley and Chamot’s concept of metacognitive
strategies which was modified into three components: Planning strategies or
Advance organization, Developing Self-monitoring Strategies, Self-evaluation
Activities.
Results of the study reveal that Class A’s and Class B’s reading proficiency level
significantly improved after the implementation of the reading program using
metacognitive strategies. However, there was no significant difference between the
reading proficiency level of Class A and Class B based on the result of z-test.
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6. Abstract of paper:
Learning strategies are thoughts and actions used by students to assist their own
learning. They are techniques for accomplishing specific tasks. They are usually explicit,
conscious, and goal-driven, especially when learners are in the process of trying out a
new strategy. Researchers in general education, special education, and second
language acquisition have found that more expert learners are able to use various
strategies flexibly and effectively when they wish to complete a challenging task.
A major outcome of the research on learning strategies in second language
acquisition has been to seek ways to teach less effective language learners to use
strategies that will enhance their learning and language study. The challenge for
language teacher educators is to incorporate learning strategy instruction into their
courses so that language teachers can learn how to integrate learning strategy
instruction into their curriculum.
This presentation will describe how language teacher educators can incorporate
explicit learning strategy instruction into teacher preparation programs. Language
teachers need to understand the theoretical base of language learning strategies and
the instructional issues that should be considered. This presentation will provide a
rationale for teaching learning strategies, an overview of research on language learning
strategy instruction, a model of strategic learning, and a framework for strategies
instruction.
Handouts will include illustrated charts of language learning strategies in English
and seven other languages, guidelines for learning strategy instruction, and a sample
learning strategy lesson.
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Abstract
This study intends to reveal the unheard voices of Taiwanese immigrant women,
and their stories about struggling in the U.S. I particularly explore a trend of Taiwanese
middle-class parents who immigrate, concerning about children’s education has led to
the evolution of a new family model, called the transnational family that only mothers
stay with Children in the U.S. whereas fathers remain in Taiwan to earn money. It
indicates the complex of gender and race factors restricted women from getting more
education and led them deskilled in the U.S. Thus, this study suggests that provide
these women access to education opportunities and evaluate how their unequal status
quo might affect their children who receive education in the U.S.
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1.

Introduction
Immigration, regarded as one of the main issues for the U.S. to build as a nation,

has become a major subject of study for scholars. Many scholars have paid attention to
the importance of immigrants and how they have made the U.S. into a power country
(Rong, 1998; Martin & Midgley, 1994; Ng, 1998). In their studies, immigrants were
depicted as hardworking, sacrificing their time to work for the U.S. More and more
foreigners would like to move to the U.S. in order to find a better and secure living
environment.
In American history, Chinese immigrants, particularly, occupy a significant place
for their devotion to the U.S. Since the eighteenth century, many Chinese people were
brought into the U.S. as railway workers. They were hard workers and devoted their
efforts to U.S. constructions. Later, more and more Chinese immigrants moved to the
U.S., working as cooks, servicemen, and restaurants owners, bringing benefits to U.S.
economic growth. In addition, some Chinese have devoted their professional and
technologic skills to the U.S., leading the U.S. to become a powerful country in various
academic areas.
Although Chinese and Taiwanese immigrants have contributed a lot to the growth
of the American nation, they are still stereotyped as living poorly in the
white-dominant community. Historically, even though they had been working hard,
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their status was still regarded as second-class citizens in the past. Some immigrant acts
and polices have reflected the U.S.’s biased attitudes toward Chinese immigrants. For
example, the Exclusion Act in 1800 was passed to restrict Chinese people’s basic
rights.
More sadly, Chinese immigrant women in particular are ignored by and invisible in
the U.S. dominant society. Little literature discusses immigrant women’s lives, and
even fewer studies focus on Chinese or Taiwanese immigrant women. Typically,
women have been only depicted as supporters to husbands or mothers to take care of
children. Women were invisible in much academic research in the past, particularly in
immigration fields (Zhou, 2000).
In response to that scarcity of scholarship about Taiwanese women, and as a
Taiwanese woman in the U.S. who is interested in feminist research, I particularly
intend to investigate Taiwanese immigrant women’s lives in the U.S. in terms of
historical perspectives. Taiwan immigrants have been called “New Immigrants,” and
they have differed from Chinese immigrants or Asian settlers. Therefore, I have two
goals in this paper. (1) Explore immigration issues and investigate how immigration
affects people’s roles in the U.S. (2). Explore a historical view of Taiwanese
immigrants, particular Taiwanese women, and their immigration to the U.S. and reveal
their voices about struggling in the U.S.
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This paper is organized through the following questions. (1) What are the
motivations for immigrations? (2) What are women’s roles in the process of
immigration? (3) What is the history of Taiwanese immigrants in the U.S. and why
they are called New Immigrants? (5) What is transnational family? How does this
mode of family affect Taiwanese immigrant women in the U.S.? (6) What are the
implications of these women’s situations in terms of education? I will answer these
questions in the following sections.
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2.

Immigration and women’s experiences of being immigrants

2.1

A general view of immigration
Immigration is a significant issue, at the core of the United States as a nation.

Scholars even predict that immigration is and will be one of the most critical
demographic factors in this country for the next 50 years. According to some statistics,
the U.S. has experienced nearly one million arrivals per year since the late 1970s, and
approximately half of the total U.S. foreign-born population moved to stay in the U.S,
around the 80s to the 90s (Rong & Pressissle, 1998). More and more foreigners intend
to come to the U.S. to achieve American dreams and seek to obtain permission to stay
as a final accomplishment of their immigration plans.
The reasons for immigration vary, but globalization is regarded as a main factor
that encourages people to settle in a new country. In Li & Findlay’s (1996) study, they
figured out that globalization has greatly impacted people’s lives and turned the world
into a global village. Nowadays, immigrating is no longer as difficult as it was in the
past because of new technologies and modernization. According to Li & Findlay’s
statistics (1996), between 80 million to 125 million people live outside their home
countries. More importantly, this number has been increasing two to four million each
year. Most major sending regions are in Asia and Latin America, sending immigrants
to the receiving regions, such as North America and Europe.
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While globalization impacts people’s willingness to move to a new country, it is
also important to investigate what the psychological states involved with the process of
immigration. According to Espin’s (1999) research, three states are gradually
constructed in becoming an immigrant: (a) the initial decision concerning relocation,
(b) the actual geographical move into another country, and (c) the adaptation to a new
society and way of life.
Furthermore, the transformation process of immigrating could be divided into three
stages, too. Adapting to a new culture is not easy for immigrants because they have to
go through three states from a psychological perspective (Arredonando-Dowd, 1981).
First, at the beginning of immigration, people would feel joy and relief for coming to a
new place. Later, the disillusionment with the new country will appear when they are
unable to accomplish their expectations from the past. But eventually, people begin to
accept both good and bad experiences in the host country after interacting and
negotiating with a new community. Thus, individuals are usually joyous when arriving
in a new place. Gradually, they would encounter some difficulties dealing with the host
society and people. With negotiations and changes, they would eventually accept both
joys and depressions. (Arredonando-Dowd, 1981).
In the next section, I will explore immigration history in the U.S. to provide a
general view of when and in what ways the government uplifted the restrictions toward
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immigrants and how this uplift has influenced them.
2.2 The history of immigration to the U.S.
History demonstrates that the wave of immigrants began in the 1700s and it was
composed mostly of English-speaking immigrants. Between 1790 and 1820, the first
wave to the U.S. started and most people came from the British Isles (Martin &
Midgley, 1994). Later, in the 1850s, Irish and German settlers became the main
immigrants to the U.S., according to Rong & Preissle’s (1998) research. Between 1880
and 1914, twenty million foreigners who moved to the U.S. were mostly southern and
eastern Europeans. There is only one short period between 1930 to 1940 that the
numbers of immigrants decreased a little bit because of the Great Depression and
World War II. Generally speaking, Europeans occupied a dominant proportion among
total immigrants through that period.
Asians, at that point, were excluded and restricted by laws that limited their
settlement in the U.S. Numerous laws were created to exclude Asian people in general
or Chinese people in particular. In 1882, the Chinese Exclusion Act was passed, which
specifically refused Chinese people to move to the U.S. Asian immigration was further
restricted by the 1908 Gentlemen’s Agreement and the 1924 Immigration Act, and the
Oriental Exclusion Act, which constrained the numbers of Asian countries that could
send immigrants to the U.S. Thus, in contrast to the Europeans who were welcomed to
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the U.S., Asians were restricted and discriminated against by the American
government.
However, the Immigration Act of 1965 was a significant breakthrough for Asian
immigrants. American attitudes have changed towards encouragement and respect
since 1965 (Ng, 1998; Huang, 1997). Although the McCarran-Water Act in 1952
started to provide equality to Asians, the Immigration Act passed in 1965 was regarded
as a turning point for Asians coming to the U. S. The Immigration Act in 1965 opened
a door to allow a larger proportion of immigrants from the Third World. It abolished
the quotas restrictions and allowed 20,000 people from each country annually.
Accordingly, the top five countries that have sent immigrants since 1965 are the
following: Mexico, the Philippines, China, Korea, and Vietnam (Rong & Preissle,
1998). Consequently, the wave of immigration shifted from European countries to
Asian and Latin countries.
The above discussion is an overview of immigration, history, process, and eventual
transformation. In the next section, I will specifically pay attention to women, in order
to explore the role of women in the process of immigration, and how they feel about
immigration, as well as what problems they encounter in the host country.
2.3 Women’s roles and experiences in immigration
The male-female power dynamic takes a central role in the immigration process.
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Espin (1999) illustrates that women are powerless, and they passively follow
husbands’ decision of immigration. Women are observed to prefer staying with friends
or relatives in the home country instead of moving to a new country. But men typically
make the main decision to immigrate, and women merely follow men’s decision.
Women’s opinions were received as only suggestions or even ignored. They are under
their husbands’ power and they agree to immigrate. Women’s roles are still inferior to
men, who decide to move.
In earlier research, female immigrants were neglected by main research fields,
because males were regarded as the main providers or decision-makers at home
(Huang, 1997). According to Huang’s (1997) research, in the early part of the twentieth
century, immigrant women were divided into three patterns: (1) wives and children
joining their husbands, (2) wives of American servicemen, (3) wives of students or
scholars. Those women were a dependent minority who relied on males, their
husbands. Thus, scholars often failed to pay attention to those immigrant women’s
lives and experiences (Huang, 1997). In addition, Brettell & Simon’s (1986) research
discovers that in earlier research, women were “essentially…left out of theoretical
thinking about migration” (p. 3). Boyd (1986) also proves that women had become
invisible by the earlier research, which paid attention to men’s migration only. That
gender bias did not change until the beginning of the 1980s, when researchers
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particularly started to pay attention to immigrant women’s experiences (Dion & Dion,
2001). Since then, they have been concerned with various issues, such as women’s
employment, family work, and childcare (Brettell & Simon, 1986; Boyd, 1986).
More and more stories about women have been revealed and heard.
Moreover, women-centered studies not only focus on immigrant women with
lower levels of education and low-paid employment, but also have extended to the
group of women who have higher education or greater income (Dion & Dion, 2001).
Noh, Wu, Speechley & Kaspar (1992) conducted research on middle-class women and
figured out that these women have a “double burden” that causes them stress. These
women are in a dilemma, struggling to take care of household responsibilities,
child-care, and employment at the same time. What makes the lives of these women
even more stressful is that they encounter the difficulties of balancing the traditional
values of male hierarchy from their native societies and the new gender identities that
appear in the host countries. Studies reveal two general problems that immigrant
women confront while staying in the host country: the identity crisis and language
choice. I will discuss these two issues individually.
Research from the field of women’s studies has especially illustrated that women
encounter language problems and identity crisis in the host country. Schiller, Basch &
Blacn-Szanton (1992) demonstrate that the women suffer from the process of identity
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reconstruction and renegotiation in the formation and transformation of identity.
Women do not want to abandon their identities in their home countries. Thus, they
“create fluid and multiple identities grounded both in their society of origin and in their
host society” (Schiller et al, 1992, p. 11).
Identity negotiating is a long, complex process, particularly for women, because
they have to confront the dilemma of maintaining home cultures and adapting to the
host society at the same time. They must “prioritize their multiple roles and identities
along the cross-cutting dimensions of self, family, community, and nation on the one
hand, and gender, ethnicity, religion, class, age, etc on the other hand” (Huang, Teo &
Yeoh, 2000, p. 396).
In addition, language, from a poststructuralist perspective, occupies an important
role in shaping a person’s self-esteem, which is particularly relevant for the plight of
immigration women. Specifically, immigrant women tend to face a dilemma between
the host language and home language. Language “transcends its purely instrumental
value as a means of communication…In the United States, the acquisition of
non-accented English and the dropping of foreign languages represent the litmus test
of Americanization” (Portes & Rumbaut, 1996, p. 194). On the one hand, women
realize that learning the host language is an efficient way to adapt to the mainstream
society. On the other hand, they also sense that speaking another language in place of
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one’s mother tongue is to imply “learning one’s place in the structures of social
inequality” (Espin, 1999, p. 140).
As a result of these struggles and dilemmas, identity crisis and language choice
greatly affect immigrant women. Their identities are subject to transformation
throughout the process of immigration. Also, they may have difficulty speaking
English fluently, as well as maintaining their host language. They have been struggling
to negotiate between the own cultures in the home country and new norms in the host
country. Consequently, female immigrants may be unable to find a balance, and they
tend to have feelings of loss, grief, and stress.
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3.

New Immigrants-Taiwanese immigrants
Having discussed immigrants, particularly immigrant women’s situations in the

U.S., now I will explore the history of Taiwanese immigrants. In this section, I will
begin by exploring the questions of Taiwanese immigration history and what kinds of
people constitute Taiwanese immigrants. I then look at Taiwanese women’s roles,
revealing the proportion of women’s participation in the workforce. The final part of
his section will pay attention to a particular group of Taiwanese immigrant women in a
family mode, transnational family, to investigate why they intend to immigrate as well
as the advantages and disadvantages of keeping this situation.
Before discussing the history of Taiwanese immigrants, it is necessary to explain
why I particularly divide Chinese and Taiwanese separately. In fact, Taiwanese and
people in China share Chinese heritages and features in some aspects. However, the
Civil War of 1949 occurred in China had separated these groups of people. Thousands
of Chinese evacuated to Taiwan because of the Civil War. Thus, currently, Taiwanese,
also include Chinese people who had been moved to Taiwan and their next
generations.
3.1 History of Taiwanese immigration
In contrast to Chinese immigrants before 1965, Taiwanese immigrants demonstrate
a significantly different image, called New Immigrants. They are more likely to have a
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higher level of education and a higher level of fluency in English than those from
China. They reside outside of old China Town, congregating mostly in California and
Queens-Flushing Area of New York. Indicative of their presence, more and more
“Taiwanese” shopping centers and communities were established to crowd the
landscape (Ng, 1998).
There are three periods of Taiwanese immigration from a historical perspective.
The first stage is recorded from after World War II to 1965. There was only a small
number of students at this moment coming to the United States for the purpose of
further study. In terms of political reasons, Taiwan was still under “Martial law”1,
restricting certain citizens from traveling abroad, or studying in the other countries.
The other reason for the small number of Taiwanese immigrant students during this
time period is that even though the McCarran-Walter Act of 1952 started to allot a
quota of one hundred Chinese, this quota is shared both by people from Mainland
China and Taiwan (Ng, 1998; Huang, 1997). In addition to those policy-related reasons,
economic difficulties usually restricted Taiwanese people from being able to afford to
study abroad. As a result, only a few Taiwanese people were able to come to the U.S. to
study. Those students who came to the U.S. usually preferred to reside along the West
1

Martial Law is the system of rules that in particular situations, military authority has more power than

the normal administration of justice. Taiwan has been under the Martial law, or called “The period of
Mobilization for Suppression of Communist Rebellion” from 1949 and it ended in 1987. Martial law in
Taiwan had reduced personal rights, such us freedom of speech or restrictions of traveling abroad.
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Coast or the East Coast. They usually studied very hard and had a difficult life because
of limited budget. Instead of going back to Taiwan, most of them would like to find
jobs in the U.S. for the improvement of their lives.
According to Ng (1998), the second stage of Taiwanese immigration to the U.S.
occurred between 1965 to 1979, right before Taiwan reached economic prosperity
starting in 1980s. The Immigration Act in 1965 was passed, increasing the quota of
Chinese immigrants to 20,000. The family reunification was no longer restricted by the
quota, which made more people apply for permanent residence for their families in
Taiwan, including wives, parents, and children. Particularly, this bill also preferred
certain people who possessed vital and exceptional skills. Those people who owned
important technical and scientific skills became the priority to obtain entry and
employment. Also, a category of cooks, restaurant chefs who were in needed
occupations, were welcome in the U.S.
The trend of Taiwanese immigration began to rise in 1980s because of shifting
political situations. It is estimated that 74 percent of Taiwanese people immigrated to
California between fiscal years 1983 and 1990 (Tseng, 1995). The turning point at this
stage was that political relations changed among the U.S., China, and Taiwan. The
United States began to officially recognized Mainland China as One China in 1979.
They no longer had official political relations with Taiwan. That influenced Taiwanese
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people, because both people from the regions of Taiwan and Mainland China had to
share the quota of 20,000 established under the Immigration Act of 1965. At this
moment, people from Taiwan were almost “nonpersons,” because the Republic of
China, which refers to Taiwan’s official name, was no longer in existence. As a result,
people from Taiwan faced many difficulties and humiliations for holding passports
from an “invisible country.” The U.S. did not change the policy until in 1982, when it
agreed to offer Taiwan an extra quota of 20,000 persons, which meant that they did not
need to share the quota with Chinese people anymore (Ng, 1998). As a result, the
proportion of Taiwanese immigrants had largely increased since then.
Another factor that encouraged Taiwanese people to immigrate to the U.S. in 1980s
was Taiwan’s unstable political climate. Taiwan and Mainland China still regarded
each other as the enemy, and it was assumed that war might happen at any moment. On
the other hand, Taiwan began to develop its economy, and with the efforts of the
Taiwanese government and people, Taiwan had achieved economic prosperity in the
1980s. Taiwan became one of the “Four Little Dragons in Asia”2, which greatly
improved the economic lives of Taiwanese people. People in Taiwan had earned a lot
of money from doing business with the outside world. These situations increased the
proportion of rich people immigrating to the U.S. in order to secure their wealth during
2

Four Little Dragons in Asia means four countries: Taiwan, South Korea, Hong Kong & Singapore.

They are recognized for succeeding in economic and industrialized growth.
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political instability in Taiwan. Given all of the various reasons for immigration
discussed in this section, Taiwanese immigrants would be divided into three categories
of immigrants who chose to stay in the U.S. (Ng. 1998). I will explore the variety of
people in the next section.
There are three types of Taiwanese immigrants after 1979. The largest and the
first proportion of Taiwanese people who intended to immigrate to the U.S. were
students studying in the U.S. More and more students came to the U.S. to obtain higher
degrees and found jobs here, as they were concerned about the unstable political and
economic situations in Taiwan. At that moment, the tension between Mainland China
and Taiwan was so high that Taiwan was threatened to be taken over by Mainland
China, especially after the U.S. officially recognized Mainland China as one China.
For these reasons, those students preferred to stay in the U.S. in order to find a secure
place. These students were regarded as a “brain drain” of human capital from Taiwan.
They had been educated at the college-level in Taiwan and continued higher education
in the U.S. Usually, they could obtain jobs easily in professional fields in Taiwan, but
most of them still chose to stay in the U.S.
Another group of immigrants who chose to remain in the U.S. are the investors
who might create job opportunities for the U.S. In the mid-1980s, Taiwan had achieved
economic prominence, as one of the Four Little Dragons in Asia. Wealthy business
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people were welcomed to apply for immigration if they could invest certain money or
start a business that provided job opportunities for the U.S. people. Many rich people
would invest money in order to obtain official admission into the U.S. Also, the
revision of the Immigration Act in 1990 helped these people to get permission to stay
in the U.S. much more easily, because the revised rules gave preference to investors
coming to the U.S. Therefore, since 1990, a large number of Taiwanese businessmen
comprised the Taiwanese immigrants during this era.
The third group is a certain amount of Taiwanese people concerned mostly with
their children’s education and futures, which motivates them to immigrate to the
United States. These people’s purpose was to find a liberal environment for their
children. First, due to a small proportion of high schools and universities, Taiwan was
well known as having highly competitive entrance exams for obtaining higher
educations. Students had to study very hard to gain entrance. Second, in the past,
Taiwan’s educational system had been criticized as rigid and thought to stifle
children’s creativity. Therefore, for the diverse educational opportunities and liberal
environments, parents intended to immigrate to let their children receive a better
education. They believed that studying in the U.S. would provide their children a
liberal environment and more opportunities to go to college and get a job in the future
as a result.
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The trend of parents who immigrate for concerning about their children’s education
has led to the evolution of a new family model, called the transnational family. Some
parents could move to the U.S. together, but more and more mothers began to choose
to stay with their children alone in the U.S. Mothers stayed with children in the U.S.,
whereas fathers often went back to Taiwan to earn money. From literal translation,
fathers in transnational families are called “taikongren,” or “astronauts,” because they
have to fly back and forth from Taiwan and the U.S. many times in a year.
In the following section, the transnational family will be introduced to indicate
how this trend has appeared and how it turned those women into a non-working group.
3.2 Women’s stories in transnational families
Transnational families are a different mode of family, in which family members
“build ties that transcend geographical distance and political boundaries and develop
multiple relationships that may be familial, economic, social, cultural, religious, and
political” (Chee, 2003, p. 138-139). Generally, the research on the transnational family
focuses on family members from Latin America or the Caribbean, who move to the
U.S. Researchers discuss immigrant husbands who come to the U.S. to earn money and
leave wives in the place of origin. In addition, these studies pay attention to some
females from the Philippines, who immigrate to earn money as productive laborers
(Chee, 2003,)
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Chee (2003) discovered that some Taiwanese immigrant families fit some of the
characteristics of transnational families, but some are different because of different
roles in the U.S. In Taiwanese immigrant cases, they tend to fit the category of
transnational family for having “households split in two separate countries, with a
spouse and children living in the United States and a spouse in Taiwan” (Chee, 2003, p.
137). But, these transnational families decide to let mothers and children stay at the
U.S. without fathers because they hardly find satisfied jobs in the U.S. The main
reason to immigrant for these families is to seek a better educational environment for
their children. Husbands, as breadwinners, remain at Taiwan to make money. They fly
to the U.S. for short visits, but then they need to return to Taiwan soon in order to
work.
Therefore, mothers who remain in the U.S. become the heads of the family, but
they are not the financial supporters in the family. They may go out to work or go to
school, but most of them prefer to stay at home taking care of the household and the
children’s education. Although they do not have to worry about their finances, they
need to be in charge of everything at home without the fathers’ help. In Chee’s (2003)
study, she found out that these mothers usually came from middle-class backgrounds
and had well-paid employment in Taiwan. But, in order to give their children a “better
education,” they give up their careers in Taiwan and become non-working women.
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Here, non-working class refers to “the group of people who are business owners or
skilled professionals and their family who do not perform manual labor for a living”
(Chee, 2003, p. 137).
Chee’s (2003) research focuses on this non-working group of Taiwanese women
who immigrate to the United States for the purpose of helping children receiving
educational advantages, whereas their husbands remain in the homeland as providers
of financial support. In these situations, the husbands still hold high positions in
Taiwan, and pay short visits to the U.S. each year. Chee (2003) interviewed thirty
women and gained some insights into why they immigrated to the United States.
The following are the main reasons for immigration in Chee’s (2003) study.
For children’s education
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Political threat from China
To join natal family
For business opportunity
Dissatisfaction with the Taiwan government

5
4
3
3

Deteriorating natural environment
Deteriorating social environment
Taiwan’s ethnic tension
To avoid son’s military service

3
2
2
2

Others

3
(Resource from Chee, 2003, p. 141)

Most families are concerned mainly with children’s education, believing that their
children could obtain a better education in the United States if they immigrate. One
woman said, “If there were no children, there would be no need to make the move to
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here” (Chee, 2003, 141). In terms of occupation attainment and bright future for their
children, thus, immigration becomes a strategy used by some parents who regard the
American educational system as better than that in Taiwan. Most of the mothers in this
study approve of the American educational system for providing much confidence and
self-esteem to children. Their children were doing well and even better, compared to
the study life in Taiwan.
However, these women have to give up their careers for the sake of family and
children. Their status changed from full-time, paid professionals to full-time,
stay-at-home mothers. Most of them have college education, and some of them had
well-paid positions. In fact, because the development of women’s equal rights has been
rising for decades, women have been encouraged to work outside the home to make
more money in Taiwan. In the following section, I will briefly discuss women’s
working situations in Taiwan to reveal why these mothers in transnational families feel
depressed about giving up their careers and becoming full-time mothers.
In order to understand the depression these Taiwanese immigrant women
experience as a result of their domestic duties, it is important to note that women’s
participation in the labor market has been getting higher and higher. In the 1990s, it is
estimated that 45 percent of women in Taiwan have stepped out of the home to
participate in the workplace (Gold 1996, Chien and Hsueh, 1996). For women between
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the ages of 25 and 29, the figure is sixty-six percent, but seventy percent of college
graduates get involved in the workplace. Women have more variety and more
employment options than in previous eras. They could work as preschool and
elementary school teachers, nurses, secretaries, or clerks. Although some business
management and administration still remain a male domain, there are more and more
women who occupy these high positions (Farris, 2004). Work experience provides
women physical and financial confidence of being independent from men and parents.
They are independent and have learned skills to make a living for themselves or their
families.
Therefore, these women, who had highly paid employment in Taiwan, found it
difficult to become “deskilled” or “non-working persons” after immigrating to the U.S.
The example of Lily in Chee’s (2003) study reveals these women’s situations and the
difficulty of being a non-working person in the host country. In the past, Lily had
worked as a top executive in a large private corporation. Her husband worked in a high
position and even had the chance to teach in a university as a professor. Their social
status in Taiwan was high and respected. Nevertheless, Lily gave up her position to
prioritize her family’s needs and her husband chose to go back Taiwan to earn more
money. Their decision of letting the mother and children at the U.S. alone contrasted to
her individual needs. She admits by saying, “I wanted to migrate rationally, but at heart
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I resisted it“(Chee, 2003, p. 145) because she has to be separated from her husband and
give up her highly paid work.
In the light of their marital relationships, some Taiwanese immigrant women
believe that there are some advantages and benefits for transnational families.
Interviewees in Chee’s (2003) study believe that their separation from their husbands
make their marriages work better. Husbands only can stay with them for a while, so
they do not want to waste time on arguments. They cherish the little time they spend
together when husbands come to the U.S. The quality of their marriage, as they said,
improves from what it was in Taiwan.
However, some interviewees in Chee’s (2003) study note that the separation from
their husbands caused their spousal relationship to deteriorate. Most of them felt
loneliness, increased conflict and arguments, discontent, eventually leading to divorce.
Shang’s example demonstrates that these women couldn’t feel secure while separated
from their husbands. Shang’s husband even filed for a divorce in Taiwan, because they
had been legally split for three years by the laws of Taiwan. In these cases, many men
had love affairs in Taiwan and gradually visited the U.S. less frequently.
In order to achieve family-oriented goals and to fulfill the traditional Chinese
values, which regard husbands and children as the first priority, women in these
transnational, split families have a difficult time finding a balance. On the one hand,
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they have to take full responsibility of childcare by themselves. They sacrifice
themselves by giving up their individual needs and professional jobs in Taiwan. On the
other hand, they also have to become dependent on husbands’ financial support, but
have to risk the possibility of their husbands’ extramarital affairs. The lack of attention
to physical needs caused the deterioration of many of the marital relationships.
In conclusion, these Taiwanese married women discussed above reveal their voices
of how they struggle with both traditional Chinese and Western influences. On the one
hand, they are affected by the Confucian teaching of patriarchal hierarchy which
dictates that women should be submissive to their husbands. There is an old Chinese
saying that reflects this traditional value: “when you are married to a chicken, you
follow the chicken; when you are married to a dog, you follow the dog.” This saying
implies that wives are always inferior to husbands, who make the decisions for the
family. Especially, the use of the word “follow” in this saying suggests the
subordination of women to their husbands and they should sacrifice themselves to the
family (Li & Findlay, 1999). On the hand, the globalization and feminism from the
West have influenced women’s independence to encourage them to work outside to
support themselves. Thus, deciding to accept the traditional Chinese values or Western
believes becomes a difficult job for these immigrant women in the U.S.
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4. Implications for Education
In terms of educational perspectives, the Chee (2003)’s research on immigrant
mothers in transnational families implies two issues: one is for children and one is for
mothers themselves. Speaking of children, one needs to consider the reformations
about Taiwanese educational environment. We must reanalyze why the educational
policies and phenomenon in Taiwan has been deteriorated. As a result, parents are not
confident enough sending their children to Taiwan schools. Mothers then prefer to
sacrifice their time, work to immigrate to U.S. or Canada in order to find a better
educational environment for their children.
In addition, concerning about these mothers’ educational opportunities in the host
country, the only access to the schooling for them is ESL classes (i.e. English as a
second language classes). However, Kouritzin (2000) conducted a study focusing on
immigrant mothers and argued that these women have low interests in accessing ESL
classes. Mothers need to take the responsibilities of household and children, resulting
in not being able to attend the ESL classes regularly. As a result, these mothers would
not be enhancing their English performance in terms of interacting with outside
communities. In Kouritzin (2000)’s study, Pamela, belongs to the transnational family,
that her husband returns back to Taiwan because he could not find the job in the host
country. Pamela did not feel confident about her English ability; thus, her children
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have to take some responsibilities of household, such as negotiating with the outside
world. She also lacks of confidence to help her children physical and academic
well-being because of low English performance.
Hence, these mothers’ stories in transnational families give scholars and ESL
teachers another perspective that we need to consider them helping their English
abilities. In addition to the ESL classes, it is suggested that more educational
opportunities be provided by the government. The classes should be divert-cultures
oriented to fit for immigrant women from different cultures. In addition, as ESL
teachers, they need to individually understand more about their immigrant women
student in their class. Try to realize their ambivalence and struggles in lives and how
these factors influence their attendance and learning motivations. For a short term,
these educational opportunities and more concerns will benefit these mothers; in a long
term, it helps next generation, their children if these mothers would be willing to attend
to English classes and improve their English..
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5. Conclusion and limitation
In the first section of this paper, I start by exploring immigration issues, providing
a general view of immigrants’ motivations and their process of moving to the U.S. Also,
I discuss women’s roles, as supporters to husbands, having little voice in the decision
to immigrate. Identity crisis and the lack of access to the dominant society made it
difficult for them to find a balance between maintaining home cultures and
assimilating to a new culture.
In terms of Asian or Chinese people, this paper demonstrates the importance of the
Immigration Act, passed in 1965, which has influenced the development of Asian
immigrants. The history of immigration before 1965 was all about European settlers,
reflecting a bias against Asians. However, the Immigration Act of 1965 became a
turning point, because it provided more opportunities to Asians, allowing a greater
quota to immigrate to the U.S.
In terms of Taiwanese immigrant women, I particularly explore a different family
mode, called transnational family, concerning these mothers’ struggles after
immigrating to the U.S. These middle-class mothers intend to move to the U.S.
because they assume that their children will enjoy a better educational environment.
They sacrifice their professional careers, giving up well-paid jobs in Taiwan, to
become non-working mothers. These women, who have been trained to be
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independent in Taiwan, now struggle to negotiate their identities between traditional
Chinese mothers and independent women with Western values. It turns out that some
women chose family and children instead of developing their personal careers.
This paper is a good start for me to investigate Taiwanese immigrants’ stories from
a historical perspective. I learned the history of Taiwan and how the political tension
between Mainland China and Taiwan affected Taiwanese people’s immigration to the
U.S. Most importantly for my research on Taiwanese immigrant women’s issues, I
have learned how these particular transnational families influence Taiwanese women’s
lives in the U.S. These stories illustrate how these middle-class women become
“deskilled” or “non-working.” The evidence reveals that they do not much enjoy the
“liberal” environments in the U.S.; on the contrary, their identities were changed,
negotiated, and struggled. These stories provide me a good reference as a background
for when I do my research in the future. But, I believe that not all stories are the same.
As Dr. Freedman told me, in contrast to the situations discussed above, there is a story
about a Chinese male who left the job in China for accompanying his wife to get her
Ph.D. That inspires me another perspective to conduct my research in the future.
Therefore, if possible, I would like to explore more stories, listening to their personal
experiences, and revealing their own voices.
Unfortunately, there are only a few references discussing Taiwanese immigrants,
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not to mention these middle-class women. Transnational families are the only part that
I could explore so far. However, this phenomenon gives me a good opportunity to
research this area, and these women, in the future. I believe there are more voices and
categories that researchers haven’t discovered. I am looking forward to revealing their
voices and identities in my future dissertation research.
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There is a growing interest in the innovative counseling approach of animal assisted
therapy. Yet, almost no counselor education programs offer the instruction and clinical
supervision necessary to support ethical and responsible provision of animal assisted
counseling. Adequate training in the delivery of animal assisted counseling will minimize
the potential mismanagement of this type of therapeutic service. This presentation
provides guidelines and information for providing instruction and clinical supervision for
training counselors to utilize animal assisted counseling interventions that are based on an
existing and successful university program started in the year 2000. Curriculum materials
and resources are provided and existing student internships are described. The university
course outline material covers the following topic areas:
•
•
•
•
•
•
•
•
•

Research in animal assisted counseling and related fields.
Selecting and training a therapy animal for work in counseling settings.
The evaluation of an animal therapy team for national certification.
Risk management and ethical concerns in animal assisted counseling.
Animal assisted counseling techniques.
Cultural sensitivity and counseling populations with special needs.
Disaster relief/crisis response counseling with therapy animals.
Establishing internship sites for animal assisted counseling.
Starting school and community-based animal assisted counseling programs.

Animal assisted therapy is considered an adjunct to existing therapy. A therapist can
incorporate the animal into whatever professional style of therapy the therapist already
enacts. AAT is a practice modality and not an independent profession. Persons
performing AAT must have the proper training and credentials for their professional
practice such as a licensed professional counselor or a licensed marriage and family
therapist.
Animal assisted therapy (AAT) is the incorporation of pets as therapeutic agents into
the counseling process. AAT utilizes the special relationship between a pet and its owner

to provide services for persons in need. The therapy animal works in partnership with a
human therapist to provide compassionate and stimulating therapy designed to facilitate
human client recovery. AAT applications in the counseling environment are growing in
popularity because increasing numbers of therapists have observed the therapeutic
benefits of animal assisted interventions. The most significant contributions of AAT have
been demonstrated with clients that are resistant to therapy and/or clinically
dysfunctional. In these cases, therapeutic gains were made with the assistance of a
therapy animal that most likely would not have been possible otherwise.
AAT impacts the dynamics of therapy in several possible ways (Chandler, 2005). The
opportunity to interact with a therapy animal may increase client motivation to participate
out of a desire to spend time with the therapy pet. AAT may temporarily shift a client’s
focus away from disabling pain so the client can work harder and longer in a therapy
session and potentially gain more benefit. A client may receive healing nurturance and
affection through physical contact with the therapy pet and may experience soothing
comfort from petting or holding a therapy pet. In AAT, a client may experience
unconditional acceptance by a therapy pet. A client may experience enjoyment and
entertainment from interaction with a therapy pet. A client may be able to form a more
trusting relationship with a human counselor who demonstrates he or she can be trusted
by his or her positive interactions with a therapy pet. And, depending upon the specific
needs and characteristics of a client, he or she may be able to achieve goals not otherwise
possible without the assistance of a therapy pet.
Therapy pets serve as powerful transitional objects in therapy. In fact, therapy pets
may make the best therapeutic transitional objects because they are affectionate and
responsive to clients, unlike toys, and are accepting and nonjudgmental, unlike most
humans. Thus, therapy animals can enhance client recovery in ways that therapeutic toys
and human therapists cannot.
There are many types of animals that are appropriate for therapy work. The most
common therapy animals in a counseling setting are dogs followed closely by horses.
Other therapy animals include cats, rabbits, birds, gerbils, hamsters, and aquarium fish.
Llamas and pot-bellied pigs are among the most interesting therapy animals. Other farm
animals can also be appropriate for therapy work.
It is not just the presence of a therapy animal that promotes therapeutic gains in AAT,
rather it is carefully orchestrated interventions by the human therapist between the client
and the therapy animal combined with interventions between the client and the human
therapist that generates the power of AAT. Thus, the human therapist should have a very
positive relationship with a therapy pet. The best working model for AAT is for a
professional therapist to work with his or her own pet in providing therapeutic service.
The strong human-animal bond that exists between a pet and the therapist-owner is a
strong catalyst for therapeutic gains. The enhanced awareness of an animal’s potential
contributions to a counseling session and the mutual trust involved in an owner-pet
relationship greatly contribute to the success of AAT. However if a professional does not
have or does not want to work with his or her own therapy pet, a therapist can contract
with a certified therapy animal team to work under the guidance and direction of the
therapist so that a client may still experience the benefits of AAT. These certified therapy
animal teams consist of a pet owner, who is not necessarily a healthcare provider, and his
or her trained therapy pet. Certified animal therapy teams can be found by contacting an

AAT organization, two of the most popular being Delta Society (website:
http://www.deltasociety.org) and Therapy Dogs International (website:
http://www.tdi-dog.org). Delta Society offers training and certification programs for
professionals to work with their pets. It is very important that professionals receive
proper training if they want to practice AAT. This training should include a component
where the therapist and the therapy animal are evaluated as part of a certification process.
To practice AAT without the proper training and certification for the professional
therapist and the therapy pet would greatly increase the risks of therapy.
In order to work as a professional therapy pet, the animal must be healthy, very wellbehaved and not aggressive towards people and other animals, friendly, sociable, have a
high tolerance for stress, and for dogs and horses the animal additionally needs to be
properly trained (Burch, 2003). Horses must be trained for riding and dogs must be
trained in basic obedience commands. It is also helpful if a therapy dog knows some
special skills and tricks that might be helpful in a therapy setting.
A typical evaluation process for animal assisted therapy is the Delta Society
evaluation for the Pet Partners program that is based on the American Kennel Club
Canine Good Citizen Test (http://www.deltasociety.org). There is a strong emphasis on
evaluating the pet, the handler, and the interaction between the two. The Pet Partners
Team evaluation described below is for dogs however it can be adapted using Delta
Society guidelines to better fit other types of animals. Small dogs (less than 10 pounds),
cats, and other small animals do not have to perform the obedience commands (below
items 7, 8, 9, and 10), but instead be held in the lap of three strangers. Small pets can also
be carried by the handler during the evaluation. All dogs must demonstrate that they can
walk on a leash. The pet and the pet’s handler are evaluated on the following tasks:
1. Accepting a friendly stranger.
2. Accepting petting.
3. Appearance and grooming.
4. Out for a walk (walking on a loose leash).
5. Walking through a crowd.
6. Reaction to distractions (loud noise).
7. Sit on command.
8. Down on command.
9. Stay in place.
10. Come when called.
11. Reaction to a neutral dog.
12. Overall exam (touched all over).
13. Exuberant and clumsy petting.
14. Receiving a restraining hug.
15. Acceptance of a staggering or wildly gesturing individual.
16. Exposure to angry yelling.
17. Bumped from behind (gently).
18. Crowded and petted by several people.
19. Leave it (do not approach a toy on the ground).
20. Take a treat gently.

Animals have natural talents that contribute to their being beneficial therapeutic
agents. Animals are expressive communicators and animals do not hide their feelings.
Research demonstrates animals are capable of various complex emotions (Tangley, 2000)
and animals have distinct and measurable personalities that are not species or breed
specific, but rather a personality that is unique to that one animal (Gosling, Kwan, &
John, 2003).
There are a number of client psychosocial goals that can be achieved through AAT
(Gammonley, et al., 2003); these include: improve social skills of clients, brighten affect
and mood, experience pleasure and affection, improve memory and recall, improve
reality orientation, improve self-esteem and self-worth, improve cooperation, improve
problem-solving ability, improve concentration and attention to task, decrease
manipulative behaviors, improve ability to express feelings, reduce general anxiety,
improve ability to trust, and learn about appropriate touch.
There are many AAT applications to assist in achieving client psychosocial goals.
The presence of a therapy animal can help build a comfortable atmosphere. Therapy
animals can serve as a surrogate for therapeutic touch. Therapy animals can enhance
rapport building between a client and a therapist. A therapist can utilize basic counseling
relational techniques to increase client self-awareness and other awareness by reflecting
and interpreting client and therapy animal interactions. In addition, a therapist can
facilitate client recovery by applying a variety of AAT psychosocial techniques
(Gammonley, et al., 2003) such as, learning about giving and receiving appropriate
affection with a therapy animal, learning to communicate by giving commands to an
animal, learning about social behaviors through observing and discussing animals’
responses to human behaviors, facilitating client growth by studying how animals learn,
generalizing animal behaviors to human circumstances, learning about hygiene and
proper care through feeding and grooming a therapy animal, learning to be more
expressive by talking with or about a therapy animal, stimulating a client to be more
present focused by interacting with a therapy animal, enhancing a client’s mood through
interaction with a therapy animal, exploring feelings by first discussing how an animal
might feel in certain situations, enhancing self-esteem by positive and productive
interactions with a therapy animal, and so forth.
Research has shown AAT to be beneficial for psychosocial well-being. Studies have
shown AAT to decrease depression in adults (Mcvarish, 1995), enhance self-esteem in
adults (Walsh & Mertin, 1994), and reduce emotional and behavioral problems in
children (Kogan et al., 1999). Research has also shown AAT to be beneficial for
psychophysiological health. For example, AAT with a therapy dog resulted in reductions
in levels of blood pressure, stress and anxiety in children (Friedmann, Katcher, Thomas,
Lynch, & Messent, 1983; and Hansen, Messinger, Baun & Megel, 1999) and reductions
in anxiety and distress for adults (Barker & Dawson, 1998). And, interactions with a
therapy dog have demonstrated decreases in human hormone blood levels associated with
stress, such as cortisol and adrenalin, and increases in levels of hormones associated with
a reduction in stress such as endorphin, oxytocin, and dopamine (Odendaal, 2000).
In the practice of AAT a therapist can incorporate the animal into whatever style of
therapy the therapist already enacts. AAT can be directive or nondirective in its approach.
AAT sessions can be integrated into individual, group, couple or family therapy. AAT
can be used with a wide range of age groups and persons with varying ability. AAT has

been shown to be beneficial in a variety of therapeutic settings, such as schools, agencies,
hospitals and hospices, private practices, prisons, juvenile detention centers, and
developmental disability facilities (Chandler, 2005). AAT is also a very useful approach
to crisis response counseling in that the presence of the therapy animal can provide
comfort and a sense of normalcy in a highly intense and oftentimes chaotic situation.
AAT is a beneficial adjunct to counseling practice. It offers unique applications to
facilitate client recovery in many ways. It is especially effective with clients who are
poorly motivated to participate in therapy or are resistant to therapy. The opportunity to
interact with a therapy animal can enhance client motivation to participate and lower
resistance to therapeutic intervention. For clinically dysfunctional clients, AAT can be
effective in enhancing client mood, increasing reality orientation and attention to task,
and reducing disabling emotional pain that might interfere with client responsiveness to
therapeutic intervention. While AAT is considered an adjunct to therapy, it is vitally
important that both the therapist and the therapy animal be qualified to practice AAT.
The therapy animal must be evaluated for proper temperament and aptitude and the
human therapist must be trained in AAT techniques and risk prevention and management.
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The interrelationship between senior high school students’ science achievement (SA) and their selfconfidence and interest in science (SCIS) was explored with a nationally representative sample of approximately
1044 eleventh grade students from 30 classes attending 4 high schools throughout Taiwan. Statistical analyses
indicated that a significantly moderate correlation existed between students’ SA and their SCIS with medium
effect size. Implications with school practices are further discussed.

1. Introduction
Researchers are currently interested in the interrelationship between students’ science
achievement and their related attitudinal and affective variables, which seem to emerge as
salient factors affecting science achievement (Singh et al., 2002). Past research has indicated
an association between academic self-concept (self ratings of overall academic, drive to
achieve and mathematics ability) and grade performance or science achievement for college
students in an introductory chemistry course (House, 1995, 1996). The latest released TIMSS
2003 International Science Report (Martin et al., 2004) also described that ‘Although there
was a clear positive association between self-confidence in learning science and science
achievement internationally and in every country, at the country level the relationship was
more complex’ (p. 159) for the eighth grade. Research on affective domains has focused
mostly on science attitude/interest and self-confidence/concept variables at the entry level of
secondary or tertiary schools. However, relatively little is known about the affective factors
that correlate science achievement at the end of secondary education. Furthermore, limited
research is available on the joint influence of science interest and self-confidence on science
achievement for senior high students with a nationally representative sample. Therefore, the
purpose of this study attempted to fill the gap by exploring the interrelationship between
science achievement (SA) and self-confidence and interest in science (SCIS) for senior high
school students using a nationally developed high-stake science achievement test in Taiwan.

This paper is based on work supported by the College Entrance Examination Center under contract no
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Mathematics Education, The University of Texas at Austin, USA in 2005. The authors wish to thank the CEEC
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Mao-Hua Teng, Ying-Shao Hsu, and two Research Fellows, Hui-Lan Hsia, Kuo-Liang Wu.

2. Methods
2

Participants
Sampling method employed by the study is the standard procedure used by the College
Entrance Examination Center (CEEC) of Taiwan in order to select national representative
sample for conducting related research. In brief summary, representative schools were
selected based on their students’ latest national Scholastic Achievement Test (SAT)
performance, when being put together, could represent (simulate) the national probability
distribution of SAT scores obtained from the same year, allowing researchers the opportunity
to explore the relationship between students’ SA and SCIS. As a result, participants were
1044 students enrolled in 30 science classes at four senior high schools all around Taiwan.
The students were representative of eleventh-grade students in terms of their probable
performance on SAT. Their mean age was about 17 and the gender mix was more or less
equally distributed among the classes. These four public senior high schools represent the
national senior high school features including geographic location and school administration.
Instruments
Quantitative data were obtained on students’ SA and SCIS through the use of a newly
developed Scholastic Achievement Test (SAT) in natural sciences and the Inventory of SelfConfidence and Interest in Science (ISCIS) to inquire their common interrelationship.
Scholastic Achievement Test (SAT) in natural sciences
The SAT used by the study was recently developed and constructed by a group of 8
scientist including two professors in each subject (physics, chemistry, biology, and earth
sciences) and from four different universities in Taiwan. The SAT (68 items, 2 points per
item and the highest possible score is 136) emphasizes students’ science achievement in the
natural science subject and consists of two subtests: knowledge (48 items) and reasoning
subtests (20 items). The knowledge subtest encompasses the aforementioned four subject
content aimed to measure students' subject mastery in natural sciences in an integrated way.
The same panel of experts carefully checked the correspondence between the curriculum
guidelines and SAT items, and confirmed that the nature of the test items is correspondent to
important concepts defined in the curriculum guidelines. The Kuder-Richardson Formula 20
(KR-20) was used to determine the reliability coefficient of the SAT and its subtests. The
reliability coefficient of SAT is 0.80 with knowledge subtest at 0.74 and reasoning subtest at
0.58.
Inventory of Self-Confidence and Interest in Science (ISCIS)
The ISCIS consists of 10 items and was designed specifically to tap students’ selfconfidence and interest in science (SCIS) with two subscales measuring Self-Confidence in
the subject (SC, 7 items) and learning Interest in Science (IS, 3 items). This instrument was
constructed and developed by us and was validated by the same panel of specialists as
mentioned above. Factor analysis and principle component analysis with varimax rotation
was then used to clarify the structure of ISCIS scales, which can be characteristically grouped
into two orthogonal factors, self-confidence in science and interest in science that accounted
for 50.56% of total variance explained. Reliability was also established through internal
consistency. The Cronbach reliability coefficient of 0.88, 0.87, and 0.78 were reported for the
ISCIS, SC and IS subscales respectively, with participants in the current study.

Design and Data Analysis
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A correlation research design (Campbell & Stanley, 1966) was adopted. The participants
were tested with the SAT and ISCIS for a total of 110 minutes during a one-week period.
Care was taken to ensure that the procedures of administrating these tests were as similar as
possible. The relationships between students’ SA (including knowledge and reasoning skill
subtests) and SCIS (including self-confidence and interest in science subscales) were then
determined for the total group of students using a Pearson product-moment correlation
method.
3. Results
Table 1 presents a 7 X 3 matrix of Pearson product-moment correlation coefficients on
students' SA and SCIS scores and their sub-scale scores. The major findings revealed that (1)
a significantly modest, positive correlation existed between students’ SA and their SCIS (r
.34, p < .01), self-confidence (r .33, p < .01) and interest in science subscales (r .27, p
< .01), with generally medium effect sizes (r2 = .12 for SCIS, r2 = .11 for SC, and r2 = .07 for
IS) as illustrated in the first row of Table 1; (2) students’ SCIS (including subscales) are more
significantly correlated with their knowledge (r
.34, r2 = .12, p < .01, medium to large
effect size) than with their reasoning skill (r .25, r2 = .06, p < .01, small to medium effect
size), as shown in the knowledge and reasoning rows of Table 1, respectively; (3) students’
SCIS (including subscales) are more significantly correlated with their physics/chemistry
performance (r .32~.33, r2 = .10~.11, p < .01, medium to large effect size) than with their
biology/earth sciences achievement (r
.19~.23, r2 = .04~.05, p < .01, small to medium
effect size), as shown in the subject rows of Table 1, respectively.
Table 1. Summary of correlations (n = 1044) among students' SA and SCIS including
subscales.
Correlations

SCIS

Interest in science

Self-confidence

0.34**

0.27**

0.33**

Knowledge

0.34**

0.27**

0.33**

Physics

0.33**

0.28**

0.31**

Chemistry

0.32**

0.27**

0.29**

Biology

0.19**

0.13**

0.20**

Earth Sciences

0.23**

0.18**

0.23**

0.25**

0.21**

0.23**

Science Achievement

Reasoning
** p < .01

4. Conclusion and implications
Overall, there exists a significantly moderate correlation between student science
achievement and self-confidence and interest in science of eleventh-grade students; however,
correlations are not great (r = .27 ~ .34) but substantial with generally medium effect sizes.
Besides, the current study found that 7 to 12 percent of the variation in science achievement
was attributable to differences in self-confidence and interest in science for the total students.
4

These data indicated that self-confidence and interest in science might serve as important
inputs in student science achievement, which might also in turn influence student science
achievement. Since student science achievement might necessitate students’ interest in the
subject and then therefore increase self-confidence, which consequently might further
improve student science achievement. These findings suggested that science instruction in
the secondary schools should not only emphasize the improvement of student science
achievement but also put more emphasis on building students’ self-confidence and cultivating
their interest in science. Pupils receiving this type of instruction would be provided with the
opportunity to increase their affective variables toward/in science. Accordingly, these
increased self-confidence and interest in science might help students, to some extent, in
improving their science achievement further.
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Abstract
Code-switching is a widely observed phenomenon especially seen in multilingual
and multicultural communities. To help more understanding of code-switching, this paper
tries to provide a thorough study of code-switching. This paper is composed of eight
sections, including terminology, definitions of code-switching, occurrences of codeswitching, types of code-switching, domains for code-switching, reasons for codeswitching, uses of code-switching by children and adults, and different viewpoints toward
code-switching.

Terminology
‘Codemixing’ is the term that has sometimes been used to describe switches
between languages in bilingual conversation for a long time. Codemixing has been used to
describe changes at the word level, including changes of one word and a few words in a
sentence. It is also used to describe changes at a sentence level. For example,
Leo un magazine.
I read a magazine.
(Baker & Jones, 1998, p. 59)
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However, according to Baker and Jones (1998), the term, ‘code-switching’ is now
generally used to describe any switch within the course of a single conversation, whether at
word or sentence level or at the level of blocks of speech.

Definitions of Code-Switching
There are a number of definitions of the term, “code-switching.” Holenstein (1974)
defines that code-switching is an inherent possibility of conversation. Eckmann (1997)
defines that code-switching is the use of more than one language by communicants in the
execution of a speech act. Khubchandani (1983) defines it as a verbal repertoire of an
individual or a group in a pluralistic society. Polack (1979/80) defines that code-switching
is “The alternation of two languages within a single discourse, sentence or constituent” (p.
224). One more definition of code-switching is based on Baker and Jones (1998). They
define that code-switching is “A change of language within a conversation, most often
when bilinguals are in the company of other bilinguals. When bilinguals converse
together, they consciously or subconsciously select the language in which the conversation
will take place” (p. 58). Numan and Carter (2001) define the term as “a phenomenon of
switching from one language to another in the same discourse” (p. 275).

Occurrences of Code-Switching
According to Baker and Jones (1998), code-switching occurs when items from
another language are introduced into the base language. Namely, the base language is also
called recipient language or matrix language. Code-switching may occur in large blocks of
speech. It may also occur between sentences or within sentences. When code-switching
happens within sentences, it may involve single words or phrases. Additionally, code-
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switching may occur between a base language and a second language. This second
language is also called the donor language or embedded language.

Types of Code-Switching
According to Hammink (2000), there are four types of code-switching, including
borrowing, calque, intersentential, and intrasentential.

Borrowing
This first types of code-switching is borrowing. Gumperz (1982) defines it as the
introduction of single words or short, frozen, idiomatic phrases from one language to
another. Hammink (2000) simply defines that borrowing is the use of a word from another
language. It represents a term not available in the matrix language. Often it demonstrates
morphological and phonological adaptation to the matrix language. For example,
Va a imeilear a su vecino.
(She is going to e-mail her neighbor.)
(Hammink, 2000, p. 3)

Calque
Calque is another type of code-switching, which is a literal translation of an
expression from another language (Hammink, 2000). For example,
Le voy a llamar para tras.
(I’m going to call him back).
(Hammink, 2000, p. 3)
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Intersentential Code-Switching
Intersentential code-switching is another type of code-switching. According to
Hammink (2000) and Milroy and Muysken (1995), intersentential code-switching is
performed when speakers switch after the ends of sentences. It serves to emphasize a point
made in the other language, signal a switch in the conversation participants, and indicate to
who the sentence is addressed. It also serves to provide a direct quote from another
conversation. For example,
Y luego me dijo “don’t worry about it.”
(And then he told me “don’t worry about it.”)
Le dije que no queria comprar el caarro. He got really mad.
(I told him I didn’t want to buy the car. He got really mad.)
(Hammink, 2000, p. 3)

Intrasentential Code-Switching
One more type of code-switching is intrasentential. Intrasentential code-switching
is performed when speakers code-switch within a sentence (Hammink, 2000; Milroy &
Muysken, 1995). For example,
Why make Carol SENTARSE ATRAS PA’ (sit in the back so)
everybody has to move PA’ QUE SE SALGA (for her to get out)?
(04/439)
(Poplack, 1979/80, p. 230)
Poplack (1979/80) states that intrasentential code-siwtching is the most complex
type. To make it happen, speakers should be able to control two linguistic systems
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simultaneously. In Poplack’s study of New York Puerto Rican speakers, balanced
bilingual speakers, intrasentential code-switching was practice by only the most balanced
bilinguals. Speakers who were dominant in one language tended to sue less sophisticated
code-switching forms, such as single word borrowings, tags, and intersentential switches
because these forms require less control of two grammars, and are less likely to result in
ungrammatical constructions.

Domains for Code-Switching
According to Kamwangamalu (1999), the phrase ‘domains for code-switching’
refers to the social context in which code-switching occurs, including the workplace, the
school, the home, the playground, et cetera. Gumperz (1982) uses we-codes and theycodes to distinguish the domains of code-switching. The term ‘we-codes’ refers to a code
that is used by a certain group of individuals in a given bilingual community. The term
‘they-codes’ refers to a code that such individuals use for communication with outsiders or
non-group members. Applying the two terms in Sough African context, South African
languages, such as Zulu and Venda would be considered as we-codes for Zulu-speaking
and Venda-speaking communities. English would be considered as a they-code for Zulu
speakers and Venda speakers.
Gumperz also makes a notion that the compartmentalization of language according
to the respective communities does not mean that English ahs never been used among ingroup members. In the case, the in-group members include Zulu and Venda speakers. As
a matter of fact, the dichotomy explains the language situation in Sough Africa.
In a recent study, Kamwangamalu (1998, cited in Kamwangamalu, 1999) suggests
that another dimension, the code-in-between should be added to the we-code and the they-

Yu-Ping Chang & Yi-Tzu Wu

code dichotomy. The code-in-between is used to account for the various identities that a
language, such as English ahs acquired in South Africa.

Reasons for Code-Switching
There are a number of possible reasons for the switching from one language to
another (Crystal, 1987; Skiba, 1997; Baker & Jones, 1998). These will be considered, as
presented by Baker and Jones (1998). The first of these is that a speaker may want to
emphasize a particular point in a conversation, so he/she uses code-switching. For
instance, an adult may codeswitch when talking about work. Because the technical terms
associated with work are only known in that language, to make it clear, a switch is made
by the speaker.
Secondly, a speaker may use code-switching to reinforce a request. For example, a
teacher may repeat a command using both Spanish and English “Taisez-vous les efants!
Be quiet, children,” to accent it (Baker & Jones, 1998, p. 60). A Spanish-speaking mother
in New York may use English to make a command to her children like “Stop it! Don’t do
that!” and then switch back to Spanish (Baker & Jones, p. 60).
Third, a speaker may want to communicate friendship or family bonding so they
codeswitch from one language to another. For example, moving from a country to another
country, to sue the language which is dominated used in the new country in part of the
conversation may indicate wanting to belong or to be accepted.
The forth reason for the switching from one language to another is that a speaker
may want to interject into a conversation. In other words, to break into a conversation or
to involve in a conversation, a speaker may introduce a different language.
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Fifth, to ease tension and inject humor into a conversation, a speaker may use
codeswitching. Maker and Jones (1998) state that using a second language is a good way
to signal a change in the tune being played. It is just as in an orchestra, different
instruments may be brought in during a composition to signal a change of mood and space.
By the same token, a switch in language may indicate a need to change mood within the
conversation.
The sixth reason for the switching behavior presented by Baker and Jones (1998) is
to change the attitude or relationship with others. For example, when two students meet on
campus, they may use the common majority language, English to communicate with each
other. As the conversation continues, status and ethnic identity are revealed. With the less
social distance, with expressions of solidarity, and with the growing rapport in the
conversation, they switch from English to another language known and frequently used by
them.
The final reason is to exclude people from a conversation. For example, when two
people travel on the subway or metro, they may switch English to their minority language
to talk about private matters, thus, they can exclude others from the conversation.
Similarly, bilingual parents may use one language together to exclude their monolingual
children from a private discussion.
From the above discussion, the implication here is that code-switching is not just
linguistic; it indicates the importance of non-linguistic, such as social values, social
functions, and power (Crystal, 1987; Baker & Jones, 1998). According to Kamwangamalu
(1999), language is dynamic, and so is code-switching. No single individual speaks the
same way all the time, including monolinguals and bilinguals. Code-switching will vary
depending on the variety of domains, topics, locations, and situations. In this respect,
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bilinguals use a varying degree of code-switching depending on who is in the conversation,
what the topic is and in what kind of context the conversation occurs.

Uses of Code-Switching by Children and Adults
There has been a bulk of research focused on children and adult code-switching, for
instance, Genishi (1976), McLaughlin (1995), and Genesee (1980). In Genishi’s (1976,
cited in Hammink, 2000) study of bilingual kindergarteners’ code-switching and code
choice, she finds that the language choice of young children is mainly determined by the
language ability of their conversational partners. In McLaughlin’s (1995) study, she finds
that younger children mix languages to resolve ambiguities and clarify statements. As for
the older children and adults, they typically switch codes or languages to convey social
meanings. In Genesee’s (1980, cited in Hammink, 2000) study, she finds that adolescents
(11 years and older) can recognize the psychological and social purposes of code-switching
more than younger children.

Different Viewpoints Toward Code-Switching
It has been discovered that there has always been positivism and negativism
towards code-switching (Sert, 2005). For example, monolingual speakers tend to have a
more negative view of code-switching (Baker & Jones, 1998). When monolinguals hear
bilinguals switch from one language to another, they have negative attitudes to codeswitching because they think that it shows a deficit, or a lack of mastery of both languages.
However, bilinguals themselves may be defensive or apologetic about their codeswitching. They even attribute it to their laziness or sloppy language habits.
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Some classroom teachers emphasize that code-switching is a common and natural
phenomenon in classrooms, especially when many students can speak more than one
language (Ovando, 1985). Conversational switching does not reveal language weakness,
but rather a high degree of sophistication of the speakers in various uses and function of
each of their languages (Valdes-Fallis, 1978). In contrast, some teachers have negative
attitudes toward code-switching (Skiba, 1997). They view it as a hybrid of two languages.
They even view it as an interference, which creates a barrier for students to transfer one
language to another at various levels, including phonological, grammatical, lexical, and
orthographical.
With regard to language acquisition, some people assert that switching language
during a conversation does not provide an opportunity for language development; it does
disturb the language development. However, Bootzin, Bouer, Zajonc, and Hall (1986,
cited in Skiba, 1997) have a positive point of view towards code-switching. They believe
that code-switching as a mechanism for providing language samples can facilitate language
development and may also be utilize as a teaching method for teaching second languages.
Cook (1991, cited in Skiba, 1997) addresses that code-switching is not an interference for
language development. Cook even asserts that the code-switching should be integrated
into the activities used for the teaching of a second language.
Cook provides a method of using code switching as a second language teaching,
which is named reciprocal language teaching. This method requires students to switch
languages at predetermined points. Students are paired to learn each other’s languages.
Thus, students have the opportunity to alternate between the two languages and exchange
the roles of students and teacher. A similar system may also be sued whereby the teacher
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uses code-switching by starting the lesson in the first and then moving into the second and
back.
Cook tried to make the lesson as communicative as possible, which is similar to
Rodolpho Jacobson’s approach (Skiba, 1997). Jackbson’s approach gets teachers to
balance the sue of languages within each lesson. The teachers are allowed to switch
languages at certain key points, such as during important concepts, when students are
getting distracted, or during revisions.

Conclusion
It is impossible to include all the details pertained to code-switching in this paper.
It is hoped that the sections proposed in this paper will help people have some basic
knowledge about code-switching.
According to Skiba (1997), people always have different points of view towards the
same thing. In terms of code-switching, some people regard it as an extension to language
for bilingual speakers rather than an interference; some people view it as an interference.
Based on our personal learning and teaching English experiences, we think that codeswitching is not an interference. Due to an inability to express ourselves, we often
consciously and unconsciously switch language during a conversation. We know that
switching language during a conversation may be disruptive to the listener, so we use it as
a communication strategy very careful. Code-switching does provide an opportunity for
our language development. It does also facilitate, support, and supplement our thinking,
speech, and communication. Therefore, we think that code-switching is not an
interference.
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This research project intends to understand the kindergarten teachers’ professional
identity. It was reported that 51% of the Taiwanese kindergarten teachers who have
college degree leave their job at the first year, and that they tend to be burnt out by their
low social status, unrecognised professionalism, and the multi-roles assigned by the
kindergartens and the society. Another source of their frustration is the gap between the
theories they learnt in the universities and the teaching practice in the kindergartens.
Following the argument that a teacher's job satisfaction and job commitment are strongly
associated with their professional identity, this study hopes to identify the major sources
of the frustration of the kindergarten teachers, and how they affect their professional
identity.

This project will conduct in-depth interviews with teachers in Taipei's major
kindergartens and see if the result confirms the existing theories of professional identity.

Data will then be analyzed to generate an overview of the relationship between
professional identity and work frustration.
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Abstract
This study compares the dispositions and perceived readiness of three teacher
preparation programs or paths: traditional undergraduate teacher education,
master’s with licensure, and alternative licensure. Eighty six traditional
undergraduates, 55 masters with licensure students, and 37 students in the
alternative licensure program were assessed on dispositions critical to teaching
and perceived preparedness. Factor analysis yields three components for
preparation and eight components for disposition. MANOVA results indicated no
significant differences (p<.05) for perceived preparedness. There was, however,
significant difference between programs for the ethics and justice construct within
dispositions. The results of the study establishes the need for further research in
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understanding the dispositions and perceived preparedness of teacher candidates
in the different paths teacher education candidates take toward teaching.
Paper
This study compares the dispositions and perceived readiness of three
teacher preparation programs: traditional undergraduate teacher education,
master’s with licensure, and alternative licensure. The type and value of different
types of teaching certifications has been scrutinized since the 1960s. Even though
alternative licensure programs have been criticized for their value, there are not
many substantive studies investigating their effectiveness (Miller, McKenna, &
McKenna, 1998), and the few studies that have been done have produced
contradictory evidence. In this study we specifically investigated whether
teachers in alternative licensure programs have the dispositions and perceived
preparation essential for teaching. We also examined each program to identify
predictors of preparation and disposition for teaching. Considering the dearth of
literature on perceived readiness and disposition of teacher education candidates,
this study will further address this issue by determining if there are significant
differences in the perceived readiness and dispositions of teacher candidates in
these three programs.
There are three types of teacher certification: traditional undergraduate
teacher education program, master’s with licensure program, and alternative
licensure. Each of these teacher certification programs differs in terms of course
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requirements, amount of student teaching, and duration of study. Traditional
undergraduate teacher education programs require a bachelor’s degree in
education and completion of student teaching under supervision of a mentor (Qu
& Becker, 2003). Master’s with licensure programs are an extension of the
traditional undergraduate teacher education programs, and require a bachelor’s
degree in education and graduate level coursework along with a fifth-year public
school internship (Kern & Mason, 1998). The alternative licensure program
requires students to hold a bachelor’s degree in any related field; complete a year
long sequence of education courses; complete a year of student teaching; be
employed in a full time teaching job; and meet other criteria such as having a
GPA of 2.5 (Guyton, Fox, & Sisk, 1991).
As of 2001, 41 states have adopted some type of alternative licensure
program (Berry, 2001) that accommodates prospective candidates on the fast
track towards attaining licensure. Ineffective and drastic efforts have been made
to train and recruit teaches through the alternative method primarily to combat
teacher shortages (Freytag, 2002), resulting in a group of under-qualified teachers
who have been exposed to an enormous breadth of information with no depth
(Freytag, 2002; McDiarmid & Wilson, 1991). Compounding this dilemma, almost
30 percent of these teachers choose to leave the field in the first five years
(Darling-Hammond, 2001). According to Berry (2001), alternative licensure
programs cannot be compared to the traditional programs in terms of content,
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length, thoroughness, and support for learning how to teach, due in part to the
pressure of course requirements added to the students’ regular teaching
responsibility. Further, students in the alternative programs are typically placed in
classrooms that are the most challenging and consist of a significant number of
disadvantaged learners (Berry, 2001; Wayman, Foster, Mantle-Bromley, &
Wilson, 2003). While alternative licensure students are required to work with a
mentor, most often, mentors are not available (Berry, 2001).
The few studies investigating the effectiveness of alternative licensure
programs have produced contradictory evidence (Miller, McKenna, & McKenna,
1998), with some studies revealing the benefits of the alternative licensure
programs and others lacking support for these programs. For example, in a study
conducted by Adelman (1986), alternative licensure candidates demonstrated
greater classroom effectiveness than the traditional licensure candidates. Hawk
and Schmidt (1989) further revealed that candidates with alternative licensure
scored similar to candidates with traditional licensure in the National Teacher
Examination, and that there was no significant difference in classroom
performance between the two groups. Similar conclusions have been derived by
other researchers (Dewalt & Ball, 1987; Guyton, Fox, & Sisk, 1991).
Contradictory evidence obtained by Qu and Becker (2003) during a metaanalysis conducted on 24 studies revealed that overall, there was no difference in
performance of traditionally certified teachers and alternatively certified teachers,
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the latter of whom had less training. One distinguishing predictor of program
effectiveness was found to be the location of the teacher training program, rather
than the content and duration of the training itself. With contradictory evidence
amongst the studies, there is need for further research to understand if the
candidates in the three programs have the disposition and perceived readiness to
teach.
How well prepared do teacher candidates feel after completing one of the
three programs? According to the National Center for Educational Statistics
(NCES, 2004), teachers’ feelings of readiness are one important indicator of the
extent to which they are ready to meet the challenges that characterize their
profession. Based on the Interstate New Teacher Assessment and Support
Consortium Standards (INTASC), (Council, of Chief State School Officers
[CCSSO], 2004), teacher candidates should be prepared according to the
following ten principles: specific content area, student learning and development,
diversity, instructional strategies, motivation, communication, instructional
planning, assessment, reflection, and social context and professionalism.
Research has revealed that these principles often remain unfulfilled. A
lack of support and preparation in teacher education was demonstrated in a study
initiated through the Metro State College, the Colorado Partnership for
Educational Renewal, and the Research and Development Center for the
Advancement of Student Learning at Colorado State University. Designed to
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study the short and long-term experiences associated with this alternative
licensure route, the study compared first year teaching concerns of a Teachers in
Residence (TiR) group with a group of traditionally prepared teachers. Two
hundred and thirty-seven first year teachers who received their teacher preparation
in traditional teacher licensure programs in Colorado and 154 first year teachers in
the Metro State College alternative Teachers in Residence (TiR) program were
asked to complete a survey to assess general areas of concern for beginning
teachers. The results of this study revealed that alternative licensed teachers
indicated higher level of concern in areas specifically in the dimensions of
effective instruction and classroom management (Wayman, Foster, MantleBromley, & Wilson 2003).
While being prepared to teach is important, having the disposition to teach
is equally important. The INTASC defines disposition as “the manifestation over
time of certain behaviors which infer certain values of practice for the profession”
(CCSSO, 2004). Dispositions critical to teaching include attitudes towards
students and expectations for student achievement. In addition, the National
Council for Accreditation of Teacher Education (NCATE, 2002) defines
dispositions as being guided by beliefs and attitudes related to values such as
caring, fairness, honesty, responsibility, and social justice.
It appears that no study has been published that focuses on a comparison
of dispositions between alternative and traditional teacher candidates. Several
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studies, however, have looked at differences in attitudes of these two groups, with
the results indicating contradictory evidence. While attitude and disposition have
similar meanings, these studies did not examine the wide variety and scope of
attitudes that are found in the INTASC dispositions. For instance, Sokol, Mowat
and Smith (2003), in a study of 82 alternative licensure teacher candidates, found
that alternative certification teachers did not follow the same trajectory of
attitudes toward classroom management as traditionally prepared teachers,
revealing a significant difference in attitudes amongst members of the two groups.
Yet another study by Norton & Andersen (1997) on 216 first-year teachers from
11 states and 28 school districts revealed that attitudes of alternative teachers
toward teaching improved as the school year progressed, while attitudes of
traditional teachers declined in the same time frame. However, there was no
difference in the teacher performance rating between the first year alternative and
traditional teachers. The study further revealed that alternative teachers had a
significant retention edge over the traditionally prepared teachers. Similarly,
Guyton, Fox, & Sisk (1991) found that alternative licensed teachers fared
similarly to traditional teachers on almost all measures of teaching attitude.
As our knowledge about what attitudes, values and beliefs (now termed
dispositions) has grown, so has the need to ensure that the INTASC standards are
addressed and measured in all of our new teachers. This certainly includes those
teachers coming into the classroom via alternative routes. This study investigates
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the possible differences and shortcomings of the three different ways to prepare
new teachers in terms of dispositions and perceived readiness. Given the relative
newness of the INTASC Principles, relatively few substantive studies on these
issues have been carried out. This study was conducted as part of the effort to
ensure that our nation’s children are all receiving their education from highly
qualified teachers with the hope that the findings will be used to inform and
improve all paths toward teacher certification and licensure. Given the current
literature, we hypothesized that there would be no significant difference regarding
dispositions or perceived readiness between teachers in traditional undergraduate
teacher education, master’s with licensure, and alternative licensure programs.
Method
An instrument was developed using the ten principles of INTASC
standards that have been adopted by the State of Ohio. Items were gathered that
addressed the dispositions critical to teaching and included questions on attitudes
towards students and expectations for student achievement. Items for perceived
readiness included questions that addressed content area, student learning and
development, diversity, instructional strategies, motivation, communication,
instructional planning, assessment, reflection, and social context and
professionalism.
For the section on perceived preparation, the instrument featured a 5-point
Likert scale response format, ranging from very satisfied to very dissatisfied; for
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disposition and four open-ended questions, the 5-point Likert scale response
format ranged from very important to very unimportant,. Also collected was
demographic data pertaining to gender, grade point average (GPA), number of
hours completed, and program affiliation.
Department Heads of the three teacher preparation programs were
contacted to locate the faculty members of the courses taken by these students.
Faculty were recruited from the three programs through e-mail. When approval
was gained, the researchers distributed and administered the survey along with the
consent form in the respective classrooms. The participants included 86 teacher
candidate students from the fourth year of their traditional undergraduate teacher
education program, 55 students in the fifth year of the master’s with licensure
program, and 37 registered candidates in the alternative licensure program in the
college of education at a midwestern university. Since alternative licensure
students represented the smallest program with the least amount of classroom
contact, surveys were mailed to registered alternative licensure candidates not
currently enrolled in a course. Together with a second mailing, this yielded an
additional response rate of 4%. As the students in the traditional undergraduate
teacher education program have the option of taking graduate classes and
applying into the master’s with licensure program in their fourth year, there is an
overlap of students between these two programs. Because of the high mobility of
students in these two programs, the total number of students in each of these
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programs is approximated. Response rates attained were 70% of the traditional
undergraduates; 81% of the master’s with licensure students, and 45% of the
students in the alternative licensure program. Males comprised of one third of the
subjects. Traditional students reported an average GPA of 3.48 and 150 hours
completed; master’s with licensure students reported an average GPA of 3.47 and
76 hours completed; and alternative licensure students reported an average GPA
of 3.73 with an average of 14 hours completed.
Results
Internal consistency was used to establish the reliability of each subscale.
The internal consistency of items on the instrument was assessed using
Cronbach’s alpha computed separately for disposition (.96), perceived readiness
(.85), and overall internal consistency (.95) supporting internal consistency for all
measures. Three experts, educators working extensively with the three teacher
education preparation programs, assessed content validity. The instrument was
reorganized and the experts were asked to categorize the individual items into
disposition and perceived readiness based on the definition provided. The experts’
ratings were compared with the theoretical rating and the coefficient of agreement
was calculated ( κ =.599).
Factor analysis was used to summarize the data yielding three components
for preparation and eight components for disposition. MANOVA was used to
analyze the program effect on perceived readiness and dispositions. MANOVA
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results indicated no significance at p<.05 for perceived readiness. When testing
for homogeneity of covariance matrices for disposition, there was a violation and
consequently the data was transformed to correct the violation F(6, 161804)=1.66,
p=.126. MANOVA results were found to be approaching significance
Wilks’ Λ = 2.252 , F(4, 348) =2.252, p=.019 and the program was statistically
significant at the .05 level when looking at the construct ethics and justice within
dispositions. The Tukey post hoc test results for ethics and justice and program
indicated that candidates in master’s with licensure program reported having
statistically higher ethics and justices than the alternative licensure candidates.
Table 1 shows the summary of findings for each of the components of perceived
readiness and dispositions.
Discussion
This study was conducted to understand if there was a difference in the
dispositions and perceived readiness of teacher candidates in traditional
undergraduate teacher education, master’s with licensure, and alternative
licensure programs. The study suggests that there are no significant differences in
perceived preparation and the MANOVA results were found to be approaching
significance for program and the construct ethics and justice within dispositions.
The Tukey post hoc test results for ethics and justice and program indicated that
candidates in master’s with licensure programs reported having statistically higher
ethics and justices than the alternative licensure candidates. This fact points to the
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master’s with licensure candidates being required to take a greater number of
classes than the alternative licensure students.
The potential limitations of this study include the size of the sample, the
school location, and the demographics of the participants. While high response
rates were attained in the study, the larger numbers of students in alternative
programs may suggest different findings. The study was located within one
teacher education preparation institution. Combining the results of studies done
in several institutions will make the findings more generalizable. Further, the fact
that students in alternative licensure programs tend by nature to be older may
provide alternative explanations for the results, which may be influenced by life
experience and developmental maturity of the participants rather than by the
experience in the program itself.
The survey utilized was developed from the INTASC principles and with
the relative newness of these principles there are not many substantive studies on
this topic. The few articles on alternative licensure that have been published tend
toward descriptive explanations or commentaries rather than empirically based
research (Norton & Andersen (1997). Although the value of alternative licensure
programs has been criticized, there are few studies to support this claim;
furthermore, existing studies have produced contradictory evidence (Miller,
McKenna, & McKenna, 1998). Since the alternative route to teacher certification
is a common answer to address teacher shortages, there is need for further studies

Self Perceptions on Path to Teaching 13

that examine attitudes, values and beliefs of these teacher candidates. The present
study is exploratory and establishes the need for further research in understanding
the dispositions and perceived readiness of teacher candidates in these three types
of programs.
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Table 1: Summary of Findings

Component
Perceived
Preparation
Teaching

Student

Profession

Dispositions
Belief all
students can
achieve

Reflection of
practice

Program

Traditional
Undergraduate
Teacher Education
Masters with License
Alternative Licensure
Program
Traditional
Undergraduate
Teacher Education
Masters with License
Alternative Licensure
Program
Traditional
Undergraduate
Teacher Education
Masters with License
Alternative Licensure
Program
Traditional
Undergraduate
Teacher Education
Masters with License
Alternative Licensure
Program
Traditional
Undergraduate
Teacher Education
Masters with License
Alternative Licensure
Program

Mean

Standard
Deviation

F

p

-.03

.8

.047

.829

-.04

.9

.11

1.45

.03

.84

.109

.897

-.05

1.18

.01

1.08

-.04

.97

1.929

.148

-.12

1.2

.28

.66

.13

.58

1.878

.156

-.05

1.19

-.23

1.37

.15

.55

1.067

.346

-.25

1.58

.02

.55
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Classroom
atmosphere

Ethics and
justice

Professional
development

Value each
student as an
individual

Value their
discipline

N=178, *p<.05

Traditional
Undergraduate
Teacher Education
Masters with License
Alternative Licensure
Program
Traditional
Undergraduate
Teacher Education
Masters with License
Alternative Licensure
Program
Traditional
Undergraduate
Teacher Education
Masters with License
Alternative Licensure
Program
Traditional
Undergraduate
Teacher Education
Masters with License
Alternative Licensure
Program
Traditional
Undergraduate
Teacher Education
Masters with License
Alternative Licensure
Program

.10

.85

.01

1.10

-.27

1.12

.22

.66

-.19

1.44

-.21

.74

.09

.99

-.09

1.11

-.06

.86

.17

1.14

-.09

.78

-.27

.87

-.09

.90

.04

1.16

.14

.95

1.792

.170

4.082

.019*

.646

.525

2.873

.059

.746

.476
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ABSTRACT
This presentation highlights the results of research for a master’s degree in
educational psychology at the University of Saskatchewan, Saskatoon, Saskatchewan,
Canada. A basic interpretative research design (Merriam, 2002) was used to investigate the
research question, “What is the experience of being involved with music while also
employed in a professional occupation?” Three professionals, one man and two women,
were interviewed using in-depth, semi-structured interviews. Participants were invited to
provide a brief personal history and describe areas of life and work that they found
challenging as well as rewarding and / or meaningful. Narratives were developed from the
participants’ interviews.
Themes that emerged from the data included the participants’ experiences of
meaning and purpose, their experience of music, and factors affecting their achievement.
All three participants identified their salaried employment as providing meaning in their
lives. Their experience of music included a transcendent dimension, a sense of connection
to others, a higher self, or to God. Factors that may have encouraged or prohibited the
participants’ achievement in work or music included early learning experiences, exposure
to role models and mentoring opportunities, financial concerns, socioeconomic status,
social support, psychological traits, and self-efficacy beliefs.
This study has relevance for individuals, parents, educators, and career counsellors
who want to facilitate the development of potential and encourage high achievement in
their children, students, and clients. The narratives describe the lives of three individuals
with the coping skills, resiliencies, and strengths required to thrive personally and
professionally and attain a high level of achievement in more than one area. The narratives
may also interest individuals interested in pursuing a career in the arts, music in particular.
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Introduction
How do people create lives of meaning and purpose, of satisfaction and creativity,
with a sense of connection? How do they balance these needs with family, social, and
financial responsibilities? More specifically, how do artistic individuals experience their
life and work when they are unable or unwilling to pursue their artistic pursuits full-time?
Questions such as these motivated the research for my thesis, required for a master’s degree
in educational psychology at the University of Saskatchewan, Canada, under the
supervision of first Dr. Fred Reekie and later, Dr. Jennifer Nicol. The research resulted in a
thesis titled The Journeyman Musician, the Phoenix, and the Spiritual Musician:
Experiences of Combining Music with Salaried Employment (Chappell, 2005). In
undertaking this research, I hoped that the findings would provide individuals, parents,
teachers, and career counsellors with insight into the experience of combining employment
with an artistic pursuit and with an appreciation for the aspects of life and work that affect
individuals’ abilities to pursue artistic interests and attain life satisfaction.
The study took the form of a basic qualitative investigation (Merriam, 2002) of the
research question, “What is the experience of being involved with music while also
employed in a professional occupation?” The research utilized strategies such as in-depth,
semi-structured interviews and inductive analysis. Three professionals who combined their
professional employment with the pursuit of music were interviewed. These participants,
one man and two women, were invited to provide a brief personal history and describe their
life and work challenges as well as articulate their understanding of their meaning and
purpose. The research resulted in narratives developed from the participants’ interviews.
The narratives reflected the participants’ language as much as possible. From these
narratives, several themes emerged from the data, including the participants’ experiences of
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meaning and purpose, their experience of music, and factors that may have encouraged or
prohibited the participants’ achievement in work or music.
The Participants
All three of the participants were Canadians of European or eastern European
descent and all three had more than one university degree. All three combined professional
employment with the pursuit of music. Two of the participants, one man and one women,
were in their mid-fifties at the time of the study, while the third participant was in her midthirties.
The male participant, who chose the pseudonym “Owen,” was the son of a
professional musician. Hence, Owen was encouraged to pursue music seriously. His father
provided musical instruction and insisted that Owen practice daily. By age 14, Owen was
professionally employed in the symphony and by the end of high school, he had founded
his own band. Owen entered university and obtained a degree in education, which he used
to support himself until he could afford to make a living by playing nightclubs in
Vancouver. After several years of employment as a full-time musician, he tired of the
nightclub scene and returned home to live with his parents and play part-time while he
obtained a master’s degree in education. At the time of the study, he taught at a postsecondary institution in western Canada and continued to perform publicly as a professional
musician.
Owen identified himself as a “journeyman musician,” comparing his musical skills
to those of carpenter and plumber. However, he also valued music as a “political act” as
well as for the aesthetic appreciation and sense of connection and cooperation it gave him:
I consider myself a music worker in many ways because I’ve got skills like a
carpenter and a plumber. I bring those kinds of skills to the worksite: I read music; I
also “fake,” so I know many tunes and can play them in any key. . . . I can play the
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chords on a piano and guitar, because I’m a fully trained journeyman musician, and
that’s what really what I sell when I get paid for my work. I sell all these skills and
experience that I’ve acquired. . . . I feel very lucky about being able to play well, that
my dad sent me to school and made me practice.
[Performing] is not [about] the public recognition, but something more personal and
intimate than that. It’s that I can do this particular job and it’s a kind of an artwork or
beauty, to work on beauty or the quality of life. I take a great deal of pride in my
music, and I’m grateful and thankful for being trained, and that I’ve always had a
choice about what I do. My day job does give me choices that I didn’t have when I
was working full-time as a musician. Now I don’t have to play anywhere I don’t want
to. I can pick and choose. If it’s for the private sector, if the money’s not right, I’ll just
say no. But I’m happy to play for union scale or even get a tax slip for a local theatre,
or this group or that group, if I feel strongly about what they’re doing--not that I don’t
love music, but music is a political act, you know. . .
So I have a model of cooperation that I’ve had throughout my life with various men
and women. The most cooperative, the most symbiotic, and in some cases, the most
intimate working relationships I’ve experienced has been with journeyman musicians
that work together. I don’t think that journeyman is not synonymous with words like
art and beauty. In a strange way, I think they go together really well, especially if you
get people who can bring some skills to the work place together, make a beautiful
cabinet, or lay the carpet just perfectly, or make music, and do an excellent job of
making somebody else sound great. That’s our job.

The second participant, a woman in her mid-fifties with the pseudonym, “Elaine,”
was also encouraged to pursue music during her childhood. Music was very much a part of
her family life, providing a connection to others. She obtained a degree in music and was a
music educator for years, teaching in the public school system. She later obtained an
advanced degree in education. Elaine and her first husband, both musicians, shared a love
of music, singing in the same choirs as well performing as a couple. When their twin
children were just entering adolescence, he died from cancer. Elaine struggled to deal with
her overwhelming sense of grief. Because the musical connection to her husband had been
severed by his death, Elaine could not bear the pain of the reminder of this loss. She “did
not play or sing for years,” even though music was an integral part of her sense of
connection to others and to her own spirituality. Her recovery from the devastation caused
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by his death involved a recovery of the music in her life, earning her the description of the
“Phoenix:”
One of the things that really connects me with my inner life and also with others is
music. It is very therapeutic in many ways for me. There’s no duality in music; I feel
the oneness with others and don’t feel divisions or separateness. Many times when I
have been involved in music, I have become immersed and don’t have a sense of
time. . . . When you’re immersed in it, it seems that the music is playing you. At other
times, I have been very relaxed and carried to another place. It’s hard to explain or
even to put into words. I didn’t have to make any effort at all. I was an instrument of
the music. These experiences are very spiritual, bringing me closer to myself, the
universe and all of life. When I finally began to rediscover music as one of the many
experiences that could direct me to my centre, I was told by an individual that I
reminded him of the Phoenix rising out of the ashes of death.

At the time of this study, Elaine regarded music “more as therapy,” and played only for
herself, friends, and family. Music was still essential in creating balance for her and was a
large part of her personal and family life. Like Owen, at the time of the study, Elaine taught
at a post-secondary institute in western Canada.
The third and final participant was a woman in her mid-thirties, who chose the
pseudonym, “Susan.” Unlike both Owen and Elaine, Susan did not study music formally in
childhood, although reported that she had sung in choirs “all her life.” She entered
university with the intention of becoming a teacher, but realized that she preferred to work
in an area related to her father’s work in law enforcement. She chose to obtain a second
degree in law. After Susan completed university and established her career as a lawyer, her
husband encouraged her to pursue music by giving her voice lessons as a Christmas
present. Susan began composing music and writing lyrics, and performing her songs in
public. Eventually, she chose to work part-time as a lawyer and spend more time on music.
In 2003, she recently produced a CD of herself performing her own compositions.
Susan’s music was integral to her sense of spirituality. She regarded her musical
abilities as gifts from God and believes that pursuing music is God’s plan for her:
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When I write songs, I usually get an inspiration, and it can be from nowhere else but
from God. . . . Yeah, the songs are coming from God. They’re also coming from my
personal experiences or from someone I know or some one I’m close to. My songs
are very personal. But my songs are all about my faith as well. My CD is my journey
of faith. If you listen to it, you can almost see the journey. It really is a recognition of
how my life has changed, how different it is than I thought it was going to be, and
how happy I am how things have turned out. It’s just thanking God for putting me on
this path… I’m following a path now, with this music that I know God wants me to
follow. So it is His inspiration that’s leading me where I am going.
I’m getting a lot of opportunities to perform and touching so many peoples’ lives. It’s
just incredible. That, to me, is what it’s all about. That’s why I’m doing it. It is selffulfilling, but when people come up to me and tell me that they listened to one of my
songs and it got them through a hard time, it just means everything to me. That’s
what it’s all about. . . . My goal is not to make a million dollars as a singer. I’m sure
that’s not why God put me here. He gave me a talent of singing and writing songs.
What I’ve found is that my music really touches people. It has touched a lot of
people. I’ve helped people rediscover their faith. I’ve helped people through times of
despair, through times of sadness. I’ve brought people a lot of joy with my music. I’d
say my mission is to discover and follow God’s path for me. And I feel I’m doing that
now. But it’s still an ongoing discovery, because there’re days when I just have to
pray, “Lead me, I don’t know.”

The Participants’ Experience
Meaning and Purpose
According to humanistic perspectives, individuals are innately drawn to selfactualize, to develop their full potential (Maslow, 1970; 1971), or to move towards higher
levels of development (Bohart & Greening, 2001). Being “self-realized” means having
attained a personal life goal that leads to happiness (Krau, 1997). According to Krau’s
(1997) theory of self-realization in career, not only do individuals need to choose an area of
realization and an appropriate group of reference, they must also find a vocation that
matches their abilities and preferences. Cochran (1990) suggests that when an individual
develops an “elevated sense of a life’s calling” (Cochran, 1990, p. 2), they may have
discovered their vocation, where person and work are “united” (p.3).
The participants in this study strove to self-actualize (Maslow, 1970, 1971; Rogers,
1961, 1980), compelled to develop both their intellectual and musical gifts and talents. All
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participants completed two university degrees, which led to employment in professional
occupations, and all studied music until they reached a high level of proficiency. Each of
the participants exhibited two overlapping processes of growth, the “emergence of
personality and the alignment of that personality with a transcendent (spiritual) center”
(McLafferty & Kirylo, 2001, p. 84). Although all three participants experienced challenges
in their paid employment, they all experienced their work as meaningful. Their paid
employment offered them opportunities to serve others, while music allowed them the
opportunities for “unity with others” and “expressing self,” characteristics of meaningful
work (Lips-Wiersma, 2002).
Owen was committed to promoting music and the benefits of studying music in
school, as well as eradicating systemic racism in the school system. He affirmed the value
of music as a means of connecting to others, of a way of transcending the ordinary “when
the magic comes together:”
Music is one of the few things that we can use in a classroom to get kids to do
something together. It is one of the few things that cooperation is built into. If we had
more music in the classroom, guitars or hand bells, where people had to depend on
each other, they have to be interdependent, [then] we’d have better people, we’d
have better people come out and they’d be happier, too. It’s connection. When you
play, you look at other people. You feel what they feel. You anticipate what they
anticipate. And when the magic comes together, there’s not a feeling in the world like
it. It’s just the idea that there’s something, something almost in another dimension.
It’s all predicated on working together and experiencing feeling and anticipating that
something is going to happen at the same time. There’s not many things that happen
in the classroom are like that. It’s not just learning to play an instrument; it’s learning
something about somebody else . . . and an appreciation that lasts a lifetime.
I try to teach the students that the ugly part of our interpersonal relationships really
boils down to our competition, how we’re pitted against one another, and our feelings
of jealously, lack of cooperation, feelings of mistrust. This is the way I feel I can
actualize my philosophy through playing with other people, particularly when it’s not
about us, but when it’s about making a singer or a trumpet player sound good. . . .
So through music and through the important work we do with our kids, it’s really
important to think about the quality of life that we offer and teach, and that we model.
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Owen also acknowledged that his stature in the musical community generated
responsibility to the artistic community. Part of his mission was to improve the status and
standard of living of artists, despite the fact that he sometimes found this work difficult and
challenging:
Because of my politics, I took up the union president job and that takes up a lot of my
time. It’s a very small operation, but we’re involved in issues such as status of the
artist issues on a provincial level. This is part of the philosophy of about being a
journeyman and being a player and taking pride in what you do. For a lot of people, a
lot of society, music is worth nothing, you know. This is cheap; people can do it for
free. I think there’s a feeling fostered by musicians and even universities and
communities and society, that because music is fun and art’s fun, that it has no
value.
So that’s part of my mission. The fact that I play is a real helper when I do political
work for the arts, including the union stuff. I’m an actual practicing player that
probably plays more than most people because I have the skills. So I know things
and I have a profile-- and not only through me, but through my dad--so I’m trying to
use those things to better the lot of the profession and also to make better music, to
give kids a better chance, to have this as an option in their life, to play, but to get
compensated for it, too. In many ways, it’s the hardest thing I do. Playing music is
much more difficult than my day job. Much more difficult. You need a lot more skills.
You need to have a lot more sensitivities, and it’s worth a lot less. And there’s
something wrong with that.
I can use my general views, although they seem disparate, in my own mind they knit
together to make a better society. For example, next week, my partner is doing a
festival, and I’m helping with arranging the music, and we have a small trust fund
with our union that helps, and we ask other unions to kick in some money because
most of it’s free. It’s for the inner city kids. It’s a wonderful festival and there’ll be
thousands there. It’s a way that I can combine politics and the arts and with my
favourite person there.

At the time of the study, Elaine was employed at a post-secondary institute in western
Canada, teaching and counselling individuals with learning disabilities. She described this
work as both challenging and rewarding. She had to learn to appreciate small, incremental
progress, rather than look for dramatic improvements.
I work as a special needs instructor. My mandate is to work with students who have
learning disabilities, women in non-traditional trades, Aboriginals and visible
minorities. We’re trying to level the playing field for these students. I find the work
really challenging, and it certainly has its rewards. It’s taught me incredible patience,
which I’m learning at a sometimes painfully slow rate! I have established a lot of
bonds with my students and have really come to appreciate the commitment, the
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work and the level of dedication these students need to have in order to succeed –
as well as the hell they’ve been through. The determination that they have has
always given me incentive to keep on working with them. When I first started working
with them, I thought, “This is not my line of work. I’m not even trained in this area. I’m
trained as a counsellor.” But as I have worked with them over the years, I have more
and more come to appreciate the students and the work that I’m doing. Yes, I’m
challenged by my work and I also enjoy it a lot.
I have learned to measure success in small increments. That’s very, very important.
It took me a long time for me to learn that. Every little achievement that my students
make is huge for both of us. For example, I’m working with an immigrant who has
written the GED twice. He told me that the last time he wrote it he had spent a
thousand dollars on tutoring. He is trying extremely hard, and wants so much to pass
the upcoming examination. I did some reading assessments on him and found his
reading levels to be significantly low. He is very excited about his goals: to become a
policeman and to marry a Canadian girl. I’m thinking, “This is going to be a long
haul.” I don’t want to discourage him, but his career goal does not appear to be
realistic. I’ve only worked with him for about a week and a half. When he started, he
didn’t know his short vowel sounds. I’ve been working with him for half an hour a day
for a week and a half now. Everyday I could see a little improvement. Today, he was
reading one-syllable words with short vowels sounds and he could read every one!

Susan’s work as a family lawyer offered her opportunities to help abused children,
although this work was sometimes painful and difficult to “leave at the office.”
In family law, you could have a lot of disputes, fighting over possessions, furniture,
you know, things like that which I couldn’t care less about. But I had cases where
you were dealing with really serious situations, perhaps with children. I’ve had
several child abuse cases, and they are difficult cases to deal with. They are often
frustrating and long and drawn out, but when you get a good result for a client,
there’s nothing better than knowing that you’ve helped them, that you’ve helped that
child. Maybe you’ve gotten them out of a dangerous situation or protected them from
something. That’s when my work was really rewarding. It wasn’t fighting over money,
it wasn’t fighting over the dog or the set of china, it was something important that
you’ve really helped them with and you’ve helped the child. Those were the
situations where I really felt good about what I was doing.

Although all three participants expressed their values through both their paid
employment and their music, Owen and Susan came closer to Cochran’s (1990) sense of
vocation, where “one strives to actualize or make real one’s potential or order of being”
(p.3), where “person and work are united” (p.3). For example, although Owen recognized
that his views about his work as an instructor, a musician, and as a political activist might
seem disparate, he believed these activities worked together “to make a better society.” He
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believed that music in the classroom fostered cooperation and interdependence among the
students, in contrast to the present school system’s fostering of competition, mistrust, fear
of failure, and dislike for other people. He believed that students then brought these
qualities into all their relationships, undermining cooperation in the larger community.
Owen believed that he could “actualize” this philosophy of increased cooperation and
appreciation for others through music, both for the performers and the audience. He
experienced this synchronicity of perception, cooperation, and timing when he played with
other journeyman musicians, especially when the musicians worked together to accompany
another performer. For Owen, this philosophy of increased appreciation of diversity
through the arts included promoting the status of music and musicians as well as the other
arts and other types of artists.
Although Susan did not specify her paid employment as part of her mission in life,
her work as a lawyer allowed her to help children in abusive relationships, which she
described as rewarding and meaningful. As Susan continued to develop her interest in
music, she found her concept of meaningful work changed as she aligned her “personality
with a transcendent (spiritual) center” (McLafferty & Kirylo, 2001, p. 84). She described
her mission or purpose in life as to “discover and follow God’s path” for her. She believed
that God had bestowed the talent upon her of singing and composing songs for the purpose
of helping others, particularly helping others to “rediscover their faith” and help them
through “despair” and “sadness.” Susan’s vision of her life’s work was very similar to
Cochran’s (1990) definition of vocation, “the elevated sense of a life’s calling” (p.2).
Elaine described her mission as “following her bliss,” which included music as
central to her spiritual connection with God and with others:
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I want to, as Joseph Campbell says, “Follow my bliss.” My bliss is to know my place
in the universe, to know that I’m a part of the web, part of the whole, and to work in
my own small corner to bring comfort and joy to those that I work and live with. To be
fully alive is really important, and to use my gifts – music, relating to other people,
and listening to others. I spend a lot of time listening to students and wanting to
support them. I choose to be very present to the moment. I also want to be aware of
the places where I hold my pain and where I’m fully alive. I know at a very deep level
that all life is shared and connected. I know my inner strength, the God within,
compassion for others and for myself, my inner home, and my earth home. With
music, I choose to celebrate life – whether it’s joy, sorrow, pain, longing, anger, or
peacefulness. I recognise myself as being part of a bigger picture.

Although Elaine did not specifically include her paid employment as part of her mission, its
inclusion was implied by her description of relating and listening to others. Her work
offered her the opportunity to connect with others through instructing and counselling.
While all three participants reported that relating to others was a vital part of the
meaning and purpose of their lives, Elaine’s connection with her first husband was so
powerful that she felt that his death almost destroyed her. Music facilitated her recovery
and her ability to learn to relate to others after his death. Susan identified her role as wife as
one of her purposes in life. For Elaine and Susan, their understanding of their roles as
musicians appeared to be entwined with their roles as caregivers, such as Elaine’s purpose
in bringing “comfort and joy” and Susan’s purpose in helping others through “despair” and
“sadness.” Their music, like their paid employment, facilitated their missions of relating to
and caring for others. In contrast, Owen’s quest for social justice reflected his sense of
political responsibility to the community as a whole rather than to his significant other.
The Role of Music
For the participants, music promoted relationships with others as well as with
themselves and was integral to their sense of spirituality. For Owen, music required
connection with others as well as well as an enriched quality of life. He explained that not
only did he believe that music promoted cooperation in the classroom, it encouraged
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musicians to “connect” with one another: “to feel what they feel and anticipate what they
anticipate.” When “the magic” came “together,” the music was “something almost in
another dimension,” a “kind of artwork or beauty.” He noted that the “most cooperative, the
most symbiotic, and in some cases, the most intimate” working relationships he had ever
experienced were with “journeyman musicians.” Owen described an “open mindedness” in
the music community. Music seemed to be a “key to opening your mind to new worlds,”
and trying to understand new music was a “great exercise in trying to understand.” He
found that learning about “new frontiers” was an opportunity to question, observe, and “be
humble and respectful and thankful that you had an opportunity to do something that was
new and not the same every day, not mundane.”
For Owen, music also provided emotional support during difficult periods of his life.
Music was the “one constant” throughout his life. He described music as his “personal
counsellor” because it provided stability and made him happy. When he was playing well,
his “life [went] well.” However, if he did not have music and arts –the “extra set of limbs
with which to view the world and to have relationships with other people”-- he believed he
would not be the same person and he would not be happy in many ways.
Like Owen, Elaine found that music facilitated relationships with others and with
herself, facilitating a transcendent, spiritual experience. When playing music, she felt the
“oneness with others.” Often, she would become so immersed in the music that she lost all
sense of time, an experience similar to the description of “flow” (Csikszentmihalyi, 1990).
She described the feeling that the music was playing her and that she had become an
“instrument of the music.” Other times, Elaine found that she would become very relaxed
and “carried to another place.” She found these experiences very therapeutic and very
spiritual, bringing her “closer to [herself], the universe and all of life.”
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For Susan, music was a gift from God and a connection to God. She believed that
her songs were coming both from God and from her personal experiences or from someone
she is close to. The songs reflected her journey of faith. Although her life was quite
different from her expectations, she believed she was following God’s path for her and that
her inspiration led her to this path in her life and will continue to guide her actions. Her
mission was to discover and follow God’s path for her, which she believed was to continue
to compose and perform her songs. These songs have helped people rediscover their faith
and helped them through times of despair and sadness.
Factors Affecting the Participants’ Achievement
Several factors affected the development of each individual’s achievement, including
social support, family of origin, and psychological traits.
Socioeconomic Status and Family of Origin
All three participants enjoyed the privilege of a white, middle-class upbringing.
Further, all were raised in stable, non-divorced families. Owen was able to attain a higher
level of attainment in his musical career at an earlier age than the two women participants,
perhaps because he developed an image of himself in a self-realized end state (Krau, 1997)
at an early age. He made the three career decisions that Krau (1997) identified as essential
to self-realization: (a) he chose his area of realization based on a thorough knowledge of his
abilities, (b) he had an appropriate group of reference from which to seek recognition, and
(c) for the most part, he chose careers based on his abilities and preferences, thereby mostly
avoiding work maladjustment.
Owen acknowledged that as a white middle class man, he was privileged by his
socio-economic status, his race, and his gender. He was raised in an environment with
intimate access to a music mentor, a factor that research suggests is essential for the
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development of creative talents (Bloom, 1985; Feldman & Piirto, 1994). He was fortunate
to receive high quality instruction in classical music from an early age, with the expectation
that he would practice daily. He received early recognition and encouragement for his gifts
in music, first by his father, then by his entry into the Senior Symphony at the age of 14. As
a musician, Owen was mentored and sponsored first by his father and later by older
musicians and by colleagues. This early recognition, discipline, and encouragement
facilitated his musical development. As Feldman’s (1999) research with creative children
indicates, the “need for appropriate teachers, educational arrangements, and mentors [for
creative children] is striking” (p.175). Undoubtedly, Owen’s early successes in music
increased his sense of self-efficacy (Bandura, 1997, 2000) and gave him the confidence to
lead his own band during his undergraduate degree. Like other creative individuals
(Gardner, 1983/1993), Owen developed a small group of peers who could help each other
with their work and their careers. Because he was able to earn an income from music from
his early teens, he developed sufficient confidence in his abilities that he was willing to
pursue a career in performing music, and he was able to earn a full-time income as a
musician soon after earning his undergraduate degree.
As well, Owen’s education was facilitated by his apparently easy access to
scholarships. He was able to obtain scholarships for summer workshops in music during his
high school years. When he graduated from high school, he was offered a scholarship to
study music in the states, but turned it down to continue to play in his band in his
hometown. Later, when he decided to return to graduate school, his entrance was facilitated
by an earlier professor. He was quickly accepted and awarded a teaching position.
Yet even Owen’s gifts did not exempt him from the dominant discourse about career
expectations or release him from the realities of a competitive career. In his mid-twenties,
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even though he was comfortable living at home with his parents and playing for the
symphony, his mother clearly expected him to follow a traditional lifestyle and a traditional
career path. Owen also noted that he had made compromises in his career, choosing to
locate in a smaller city rather than a larger city with more competition. He chose to have the
greater autonomy and flexibility that performing in a smaller centre provides, rather than
choosing the challenges and opportunities of a larger centre.
Although Susan reported that her family did not have money for music lessons for her
as a child, she was encouraged to achieve academically. She was encouraged to attend
university, where she earned two consecutive degrees, neither in music. Her father was a
law enforcement officer, acting as a role model for hard work and high achievement
(Sewell & Hauser, 1975). Susan indicated that her decision to study law was influenced by
her father’s occupation.
Her family was supportive of her decision to pursue a second degree and possibly
would have supported her interest in music if it had been regarded as a “legitimate”
occupation. If it had been, research about the lives of creative individuals (Bloom, 1985;
Feldman & Piirto, 1994; Feldman, 1999; Gardner, 1983/1993) suggests that she would have
developed her talent earlier and possibly reached higher levels of accomplishment than she
probably will, given her late start on her musical career. Despite her late start, at the time of
the study, she had a social and physical environment that supported her musical
achievement. Her husband encouraged her to pursue music by giving her voice lessons as a
Christmas present, and during the current study, he played in her band, even though this left
him less time for his own artistic pursuits. Susan was successful in cultivating relationships
individuals and groups that appreciate her unique qualities, one of the strategies for
increasing well-being (Buss, 2000).

Highlights of the Journeyman Musician, The Phoenix, and the Spiritual Musician

17

However, Susan’s lack of a musical role model and mentor early in her life affected
her development as a musician. Music was not regarded as a “legitimate” occupation in her
family of origin, and individuals tend to aspire to careers similar to their parents. Further,
Susan’s family did not value music sufficiently to make music lessons a priority. Still, she
sometimes wondered where she would be now if she had been able to have lessons as a
child. Given her high level of musical and intellectual ability and her high self-efficacy
beliefs (demonstrated by her willingness to pursue her interests and produce her own CD),
she likely would have pursued music much earlier in her career and attained a much higher
level of musical accomplishment.
Susan experienced guilt about her decision to pursue paid work part-time with the
consequent loss of income in order to devote more time to music, but her sense that God
had given her the gifts of composition and performing music alleviated her guilt. However,
she continued to experience doubt and uncertainty about the legitimacy and value of music
as an occupation. Even though she published a CD and performed regularly, sometimes she
thought that she should abandon her musical ambitions to earn a greater share of the family
income. Rather than feeling entitled to pursue her musical gifts, Susan felt guilty that she
was not contributing sufficiently to the household.
Elaine, as a child of middle class parents who valued education, also obtained a
university education. She worked for several years before she returned to earn a graduate
diploma and eventually a graduate degree. However, although she valued the “legacy of
giving” of her family of origin, the emphasis on others encouraged her tendency to lose
herself in others:
I was left a legacy. My parents were other-directed and very giving people. As well,
my grandfather spent his whole life in support of others and worked for almost no
pay. I think that’s where my desire to be deeply connected to others and to be
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present for others originated. I feel a powerful draw to follow in their footsteps and I
am happiest when I am engaged with others. At the same time, because of my
upbringing in the Mennonite tradition and as a woman, I have been subtly taught to
silence my ideas, especially if they are disagreeable to others. That is the source of
another struggle and the need to find balance.

Consequently, when her husband died, she unconsciously chose unhealthy behaviour. Not
until her friend drew this to her attention, did she recognize her behaviour would lead to
self-destruction. Her friend’s intervention was required to begin Elaine’s recovery from
grief like a “phoenix rising out of the ashes of death.” If Elaine had been exposed to some
of Owen’s experiences, such as the encouragement to pursue music and to express her
ideas, possibly she would not have had allowed connection to overcome her sense of
survival.
Psychological factors
Recent research into well-being and positive human traits has identified a number of
qualities exhibited by psychologically healthy individuals. These include purpose in life,
self-acceptance, environmental mastery, positive relationships, autonomy, and personal
growth (Ryff, 1985, 1989). Seligman & Csikszentmihalyi (2000) add hope, wisdom,
creativity, future mindedness, courage, spirituality, responsibility, and perseverance to this
list.
The three participants demonstrated many of these qualities. They were responsible,
future-minded individuals engaged in meaningful and creative occupations. They were able
to master their environment and create positive relationships with colleagues, friends, and
family. They exhibited courage, optimism, hope, and perseverance as they sometimes
struggled to find their career path or deal with unexpected, devastating grief. All three held
spiritual beliefs.
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In addition to the responsible, purposeful work described above, music was part of
their sense of connection, of mission or purpose. These participants were all concerned
about the well-being of other individuals and their communities. For Owen and Elaine, this
concern was expressed through their music in addition to their work as instructors. For
Susan, her concern about others was expressed equally through her work as a lawyer and as
a musician.
All three participants sought personal growth through music and non-musical
careers. They were all engaged in creative activities as musicians, although Elaine’s
musical activities were less public than Owen’s or Susan’s. As well, Owen’s work as an
instructor, musician, and political activist appeared to be a creative solution to integrate his
apparently disparate beliefs. Elaine’s resourcefulness in helping her students’ progress
revealed her creativity, while Susan’s creativity manifested as a composer and producer.
These individuals had all attained a degree of environmental mastery (Ryff, 1985,
1989), including creating a positive social environment. They have positive relationships
with their colleagues and with their significant other. Both Elaine and Owen have positive
relationships with their students, and Susan has a positive relationship with her fans. Elaine
and Owen found environments where their talents are valued, while Susan created her ideal
environment for pursuing her music by working at home.
The participants all exhibited courage, optimism, hope, wisdom, and perseverance,
although they sometimes struggled to find their career path or to deal with devastating
grief. As described earlier, Elaine showed great courage, perseverance, and wisdom in her
recovery from the death of her husband. She developed a spirituality that allowed her to
feel connected to all other beings. Elaine also showed perseverance in the completion of her
graduate degree.
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Susan showed perseverance when she completed her education degree even though
she realized that she did not want to teach. She then persevered in her search for a suitable
occupation, choosing to complete a law degree and pass the bar exams. She also persevered
in her study of music, showing courage, optimism, autonomy, and hope by embracing
change, moving to another city, and choosing to work part-time to make more time for her
music. Her spirituality was evident by her belief that God was guiding her to pursue her
music and produce her CD.
Owen also showed perseverance in his early years of musical study. Although his
father at first insisted that Owen practice, he continued with his music through out his life.
He showed courage when he chose to go to Vancouver to play professionally, and courage
again when he chose not to pursue music full-time, preferring to find another way to earn a
living in order to retain his autonomy in his choice of musical venues. He also showed
wisdom by accepting the compromise of choosing to play in a smaller centre so that the
competition for musical venues would not be as difficult, enabling him more personal
freedom.
Although none of the three participants explicitly spoke about self-acceptance or
autonomy, their stories implied that they have reached various levels of self-acceptance and
autonomy. Susan seemed to have the greatest level of both self-acceptance and autonomy,
while Elaine appeared to struggle with these dimensions of psychological well-being more
than either Owen or Susan.
Unanticipated Findings
As I interviewed the participants, I was surprised by some of the findings.
Originally, I expected that, given a choice, the participants would choose to pursue music
full-time. However, Owen chose not to continue his career as a full-time professional
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musician, preferring to combine professional performances with an academic career. His
position as an academic also gave him the financial security and freedom as well as the
opportunity to challenge racist educational policies and to advocate for the status of the
artist. Elaine had a career as a music educator before her husband died, but now regards
music “more as therapy.” Although Susan did express an interest in pursuing music fulltime, she would not be only a performer, but also a composer and producer.
I also expected that the participants would experience meaning and purpose
primarily through music. All three participants experienced music as transcendent,
describing the experience as magical, of another world, or a connection to God. All three
described their work as meaningful even though that work was difficult, challenging, and
sometimes unpleasant. Owen had integrated his understanding of his musicianship with his
work as an educator and with his politics, seeing them as a means to promote social justice.
Another surprise for me was the participants’ description of times when their life
was out of balance. Contrary to my expectations, a life out of balance was not necessarily a
negative experience and a life in balance was not necessarily ideal. For example, Susan
described her early career in law as time when her life was out of balance, yet she believed
that focusing on her career was an appropriate choice for her at that time. Owen played as a
professional musician with very little time for a life outside of his work for almost six years
before he tired of the lifestyle and playing music full-time. In contrast, Elaine experience
her life as balanced as her recovery from her husband’s death progressed and she became
more and more attuned to her inner self. However, she discovered that she had distanced
herself from her students:
At that time, I was asked to teach in the Adult 12 program. However, I had an
extremely difficult time connecting with my students. I experienced them as being
aeons away from my world. . . . The students were particularly troubled, many
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having come from abusive homes and more recently from time in jails; a large
percentage were still on drugs. I didn’t have the capacity at that time or I didn’t
choose to connect with them. I was off balance. I was so inner directed and
focused that I wasn’t reaching out and trying to understand where they were
coming from.

Even though Elaine experienced her life as balanced, the desire to maintain this balance
impaired her ability to relate to and connect with others.
Relevance of the Findings
This study is relevant for individuals, parents, educators, and career counsellors who
want to facilitate the development of ability and encourage high achievement in
themselves, their children, students, and clients. The participants are role models of highachieving individuals with the coping skills, resiliencies, and strengths required to thrive
personally and professionally. Their experiences suggest ways that individuals might
pursue their diverse occupational interests or develop their own potential for high
achievement. Individuals, career counsellors, educational administrators, and policy makers
might benefit from a greater understanding of the aspects of life and work that affect the
individuals’ experiences and ability to pursue a high level of achievement. Parents,
educators, and personal counsellors might benefit from a greater understanding of the
challenges of pursuing artistic interests or combining two careers. Parents and educators
might find the childhood experiences of these individuals enlightening. Further, the
findings provide an opportunity to begin discussion about the impact of gender, family of
origin, and socio-economic status on career aspirations. Finally, the findings underscore the
need for social and economic support as well as the need for personal qualities such as
responsibility, courage, optimism, hope, perseverance, autonomy, and self-acceptance.
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Implications for further research
Several areas for further research arose from this study. One of the pressing
questions for me is the question, “How can we as individuals, parents, educators,
counsellors, and societies facilitate the development of high potential and enable
individuals to find meaning and purpose in their lives and work and attain the high levels of
achievement experienced by the participants in this study?” If we consider Owen’s
experiences, then we might predict that early recognition of talent, followed by parental
support and discipline as well as professional recognition would be a good start.
Encouragement in the form of acknowledgement and financial assistance for further
education would continue to develop the individual’s ability. However, external resources
would not be sufficient without the internal resources, such as responsibility, courage,
optimism, hope, perseverance, autonomy, and self-acceptance.
In view of the vastly different experiences of Owen, Elaine, and Susan, another
area for future investigation would be the different experiences of men and women engaged
in the pursuit of similar interests. Also, individuals from different socio-economic classes
might define meaning and purpose or create balance differently, suggesting other
possibilities for research. In addition, culture, ethnic origin, and race may affect fulfillment
and balance, and the impact of these factors could be yet another area of research. Finally,
the creative ways that people find fulfillment and balance could be researched with the
intention to encourage communities and governments to incorporate these resources into
programs to design to promote subjective well-being and physical health, with positive
social and economic results.
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Summary
This paper highlighted the findings from a qualitative study on the experiences of
three high achieving individuals who combine salaried employment with music. The
narratives describe some of the challenges and rewards of combining employment with an
artistic pursuit. The participants’ experiences suggest ways that individuals might pursue
their diverse occupational interests, develop their own potential for high achievement, or
otherwise negotiate meaning and purpose in their lives. Further, the findings underscore the
need for personal qualities such as responsibility, courage, optimism, hope, perseverance,
autonomy, and self-acceptance as well as social and economic support. Finally, the findings
provide an opportunity for discussion about the impact of gender, family of origin, and
socio-economic status on career aspirations, discussion that I hope will lead to the
meaningful and purposeful development in individuals, communities, and societies.
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The Perspectives on Citizenship of Adult Education under the Context of Globalization
Adult education is no longer marginal. In the last two decades there has been a
massive expansion in the number of educational programs for adults. Briefly speaking,
the information-based society, both in developed and developing countries, has
changed the value of learning. It is no longer the only option for a learner to study
knowledge, skills, and attitudes through formal education organized to be conveyed to
distinct age-peer groups. It is now very common for a learner to take learning as
ordinary matters in everyday life. Consequently, lifelong learning is not only a norm to
prescribe but an empirical reality to analyze and construct. Lifelong learning refers to
the totality of learning activities in the learning society which can be viewed as vary
results of education. The following study aims to understand and portray the roles of
adult education and to promote the research of adult education under the context of
globalization.
By modern information technology, it seems unproblematic to get information
from remote locations. This phenomenon shapes what is called globalization. There
are obvious different from the beginning of globalization in the world. It includes the
separation of time and space, the differentiating of social system and the institutional
instability. The separation of time and space accelerates connecting events around the
world in global era, such as 911 and live8 etc. The disembedding of social system
destroys the social orders and beliefs which support the social solidarity. As to
institutional instability, it encourages the necessary to reflex on such unstable and
uncertain lifelong atmosphere. Therefore, the question is what significant ideals,
strategies and difficulties of adult education and/or lifelong learning should be
illustrated under the context of globalization? The author suggests that adult education
which cultivates people to sense the increasing diversity in the global society could
become a social movement. The research objectives are as following:
1.Analyzing the multi-faceted development of possibility adulthood life, which
take place throughout public and private social experiences.
2.Building up an integration framework to illustrate the formation of adult
education under the context of globalization.
The proposed methodology analyzes as following: the conceptual framework of
this paper intends to manipulate a totally new map of adult education under the context
of globalization. The methodological perspective of this paper is adopted via
sociological approaches, which focus on analyzing the post-modernity of sociology of
education which gives critical perspectives and discourses to emancipate the oppressed
people by education around the world. Therefore, the expected outcomes are as
following:
2

1.The author establishes a sociological methodology to examine the complex
relations between adult education and post-modern society.
2.This paper intends to open a new framework to explore the challenges of adult
education under the context of globalization.
Keyword: adult education, citizenship, community-university.
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Introduction
The processes of globalization reconfigure the international and local context in
which the research on and practices of adult education are being debated(Aspin,
Chapman, & Sawano, 2001). Adult education can be informal, non-formal, or formal,
and it is integrated to various social processes.
The term globalization is shorthand for describing the current global capitalist
economy, which has expanded rapidly since the end of the last century due to the
blooming of technological developments. The debate related to adult education has
carried out two values. On the one hand, the roles of adult education try to adapt its
teaching and learning in order to nourish citizen as prepared persons who refer to be a
good worker, voter, and parents of adult’s life under the new challenge of globalization.
Nevertheless, on the other hand, the studies on adult education anxious about how to
create an environment where persons could aware of and fight with the power of
globalization which overwhelmingly coercions the locality of cultures and the
authority of self-development under the world changeable circumstance. Here,
Gidddens’ postmodern theory analyzes the connectedness among globalization, society,
and self-development (Giddens, 1990). As Giddens sight, for the diversity social
changes the globalization is not a society easy for persons to cope with it(Giddens,
1991) .
The shift in discourses to adult education reflects the learning outcomes of learner
related to the rise of nation. Adult learning reflects that a learning matter is not the
responsibility of the government which responses to establish a learning society for
everyone to learn, particularly in the powerful industrialized country. Lifelong learning
is a prosperous advancement of adult education and school education. Lifelong
learning encourages the educational institutions trying to build up a new attitude and
method to educate persons who need to learn more about thinking and action of their
life-world and take better solutions to make a beautiful life. This transformation has
had a great impact on education systems, including the adult education system. The
socially constructed categories of race, gender, class, and sexual orientation not only
locate individuals and groups within the global, national, and local social structures,
but they also establish social identities that shape people’s experience and
cultures(Pöggeler, 1998:VII-IX).
Any educational endeavor implies a certain type of citizen and a certain type of
citizenship through the curriculum it constructs and the values it espouses. A central
task in reviewing different adult education approaches to citizenship is to try to be
more explicit about what this involves. The liberal, the radical, and the community are
the main theories to form the relation of adult education and citizenship.
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The liberal tradition has taken a number of forms and directions according to to
national and cultural locality (Featherstone & Lash, 1995:2; Featherstone, 1991). The
liberal tradition leads adult education of the free and rational thoughts, and adult
learning is regarded as a means towards both self-actualization and the development of
an informed and critically aware citizen. In terms of knowledge, a liberal adult
education places emphasis on “education for its own sake,” which has served at one
level to institutionalize a conventional division of non-vocational, practical,
recreational, and domestic subjects. Therefore, it has limitations in implicit and
explicit accesses to citizenship which emphasizes on the active citizenship in the
globalization context. Liberal adult education’s domestic and dialectical approach to
study has largely restricted to the reality of adult life-world. It concerns about
individualistic civil and political citizenship by teaching adult learners’ right and
responsibility for state(Usher, Bryant &Johnston, 1997:30-52). However, adult leaning
is impacted by the social and cultural context whenever it is taken place by no means
away from the public to private areas. What are the possible alternatives to this and
what implications does this have for education for citizenship? The social theorist like
Bowels and Gintis (1976) and Althusser (1977) have criticized for the structural
oppression of government which represented the interests of capitalist class and the
coercion of ideology. Such a perspective has injected into adult education discourse a
necessary element of macro-structural analysis on the relation s between adult
education and society, especially in relation to community affairs.
Radical adult education strategies were created outside of educational institutions
and in association with a variety of social movements. Their aims were to emancipate
the working class and they were seen as pivotal missions to be accomplished through
adult education system. The purpose of education was to confront the student with
his/her class position as a necessary first step towards learning to take action. It offered
a thought and action in a more grounded, democratic and activist approach to complete
a developmental citizenship which can define and participate in society with justice
and equal status. Another fundamental transformation from the radical tradition of
adult education is that inspired the attentions on the diversity of gender, ethnicity,
region, and the cultures in social sectors. These crucial components have become a
prolonged insistence of adult education development under the context of globalization.
Radical adult education has successful in promoting more social, cultural, and even
radical political points on the way to enhance adult education as an important social
policy(Wilson & Hayes, 2000).
Here comes the question: Where should adult education start to improve the
society by practical accesses? The community adult education provides a useful space
for achieving the aims purposed by radical adult education. A community adult
5

education approach attempts to combine the critical structural analysis of the radicals
and a more specific social purpose of which bring about adult education as a civil right,
and , taking one step ahead, as a basic responsibility to be a citizen with integrated
literacy (Dirkx, 2001:63-72).
In the history of adult education in developing and developed countries, promotion
of literacy has been a basic and core mission to accomplish. However, technology and
communication have transformed the learning content of adults who are compelled to
adopt new skills, knowledge, and attitudes due to rapid and huge social changes. The
category of citizenship literacy moves to a consequence of multiple dimensions which
pointed to diversity of citizenship such as global citizenship which means
cosmopolitan, modern citizenship, diasporic and aboriginal citizenship, sexual
citizenship, cultural citizenship, ecological citizenship, etc(Held, 1995; Isin & Wood,
1999).
The dynamics of racism, class inequality sexism, and homophobia influence the
lives of everyone in world society. Many now believe that our era is marked by an
increasing fragmentation and differentiation of culture, which is a consequence of the
multiplication of lifestyles and social differentiation; the use of irony, allegory,
pastiche, and montage as argumentative styles and as components of rhetoric; the
decline of “ground narratives” of legitimation in politics and society; the celebration
of the idea of difference and heterogeneity; the globalization of culture with
telecommunications networks; the emphasis on flexibility and reflexivity in lifestyle; a
decline in the idea of coherence as a norm of personality; and the decline of
“industrial society” and its replacement by “postfordism” and “post industrialism”
(Bauman, 1993; Daniel, 1973).
The newest landscapes to the adult learning involve writing on the role of emotions
in learning, on the body as a site of learning, and on its relationship to
spirituality(Chaney, 1996; Plummer, 2003; Vella, 2000:7-16; Zeph, 2000:77-84). Each
of these approaches holds potential for further expanding our understanding of adult
learning as a holistic and complex phenomenon.
People commonly think of adult learning as a rational, cognitive process by adult
brain. Learning has come to be understood as a formal and systematic process devoid
of any emotional, physical, or spiritual affairs(Edwards, & Usher, 2000; Merrriam,
2001). On the other hand, some scholars today argue that learning itself is inherently
an imaginative, emotional act and that significant learning is inconceivable without
emotion and feelings. These views imply that lifelong learning for citizenship should
extend to private and physical issues, and that the subjects of adult learning on
citizenship should not be limited to merely national or social dimensions.

6

Methodology
In order to deal with the ratiocination, the author takes advantage of the content
analysis method, using the syllabi of each semester of Yi-lan Community University
from 2000 to 2005. In total, there are syllabi from 988 courses during this period. Each
syllabus was viewed as a single text to be reviewed time to time. Generally speaking,
content analysis is a technique for gathering and analyzing the text of research content.
The content refers to words, meanings, pictures, sysmbols, ideas, themes, or any
message that can be communicated. The text is anything written, visual, or spoken that
serves as medium for communication. Such texts include books, newspaper and
magazine articles, advertisements, speeches, official documents, films and videos,
musical lyrics, photographs, articles of clothing, and work of art. As stated above, in
this article the content is that of the curriculum syllabi at the Yi-lan Community
University from July 2000 to February 2005. All of the syllabi were read in a frame of
the citizenship under the context of globalization.
The frame to read the text is not followed a specific assumption; however, the
frame of this article is grounded in approaches which build up a new structure by the
text presenting. Then, analyzing the text via theory depends on the sight and
explanation of the researcher. As mentioned last paragraph, the disembedding of a
social system destroys the social orders and beliefs which support social solidarity. As
to institutional instability, it encourages people to reflect on the unstable and uncertain
nature of the institutional structures that surround them at different stages of their lives.
And peoples’ learning experiences have a dialectical situation. On the one hand,
learner should follow as traditional attribute to be a good citizen in public world. On
the other hand, according to the global force, learner would try to against the power in
private life-world. In the public world, the political citizen and cultural citizen are the
most significant items to explain the public field. In the private world, according to the
post-modernity society in which Giddens thought the globalization carried out by it,
the self beauty, efficacy management, and intimate relationships are the core items,
coming out from intersection of the theory and the reality of the text. The author builds
up an integration framework to illustrate the formation of adult education under the
context of globalization. The analysis structure of this article addresses as follow.
1. Citizen area (Public world)

1.1 political citizen dimension
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1.1.1 national citizen aspect

1.1.2 global citizen aspect

1.2 cultural citizen dimension

1.2.1 ethnic citizen aspect

1.2.2 gender citizen aspect

1.2.3 urban citizen aspect

2. Lifestyle area (Private world)

2.1 self beauty dimension

2.1.1 physical beauty aspect

2.1.2 spiritual beauty aspect

2.2 efficacy management dimension 2.2.1 skill management aspect

2.2.1 knowledge management aspect

2.3 intimate relationship dimension 2.3.1 interpersonal relationship aspect

2.3.1 family relationship aspect
We use the frame which connects the theory and reality of the syllabus to statistic
the frequency, proportion, and distribution of the text in this paper. The author figures
out to realize the tendency of the structure of the adult education in the Yi-lan
Community University. Yi-lan County is characterized by many cities and towns, and
8

it is famous for its abundance of traditional culture and Taiwanese heritage. The
curricular framework of the Yi-lan Community University will be explained before
analyzing and interpreting the distribution of citizen area and lifestyle area type
courses.

Curricular Framework of the Yi-Lan Community University
Traditionally, the structure of the curricula in Taiwanese community universities
was constructed by the social movements and social expectations which were
thoroughly against the ruling party’s educational policy at that time, a period in which
the ruling Nationalist Party (KMT) monopolized state resources. The curricula of
community universities draw up a schema for academic programs, social programs,
and lifestyles programs. According to the schema of community universities, the
Yi-Lan Community University refined the schema in a comprehensive frame which is
composed by courses about Yi-Lan County, traditional arts, architecture, the tourism
industry, environmental education, and early childhood education. Understanding the
context of Yi-Lan”s culture and history is a key to understanding why these courses are
mapped out as they are in the curriculum of Yi-Lan Community University.
Typically speaking, Yi-Lan County is famous for its special history and location.
Historically, Yi-lan has been a less devleloped area due to the the difficulty of
transportation between Yi-lan and Taipei City and County, with agriculture and fishery
as important occupations. In terms of ethnicity, Yi-lan CountyI has members of all four
major ethnic groups in Taiwan, namely the Hoklos, Hakkas, aboriginal groups, and
(primarily Han) immigrants from China after the World War II. This location and
political experiences of Yi-lan has made the multicultural condition and it has
encouraged the county to treasure culture tradition as a crucial resource in its
educational system. The author sketches out an integrated map of the programs of
Yi-lan Community University below.

Yi-lan Theory
This is a program to inherit, cultivate, and promote the senses, thoughts, and
characteristics of Yi-lan County. It focuses on the historical development of Yi-lan
County accompanied with the diversity ethnic groups, especially concentrating on
aboriginal culture. In order to establish the best identity of the local culture, the Yi-lan
Community University extends their courses to include environmental protection,
scenery, and ecology. It is evident that the Yi-lan Community University respects the
different cultures in Yi-lan, and that increases the number of courses promoting
9

localization, which is an essential way to counter the prevailing force of globalization.

Traditional Arts Programs
As was mentioned in the last graph, Yi-lan County is a place full of different
culture and ethnics that supply abundant perspectives and matters to arts which
Taiwanese Opera is the most important expression of local performance. Besides
Taiwanese Opera, the program also offers courses in traditional Chinese calligraphy,
{Chinese musical?} instruments, and aboriginal embroidery. All of these courses
together show that the learner in Yi-lan Community University has multiple choices to
learn various kind arts of different ethnic groups; therefore, the learner has the
opportunity to get involved with the trends to develop community grounded in the
local needs and plans.

Architecture Program
“Yi-lan House” is viewed as a spec scenery of Yi-lan and the Yi-lan Community
University offer some courses related to the architectural achievement. Furthermore,
the courses also correspond with the development of city planning in Yi-lan, which is
being rapidly advanced by improvements in traffic communication with Taipei City
and County. These courses are ample to combine the reality of Yi-lan County, such as
“Traditional Architecture”, “Public Arts”, “Yi-lan City planning”, and “the history of
space in Yi-lan”.

Tourism Industry Program
It is one of the responsibilities of Community University to help the learner
become a good economic citizen in a global era in which the rules of consumption and
production is far away from the orthodox economic model. A way to support the
learner to be employed or have the ability to earn his own life is one of the social
responsibilities of adult education. Consequently, the Yi-lan Community University
has organized culture-based enterprise program. The abundant cultural resources
which formed from the land, the river, the human geography and the heritage of the
traditional history of Fukien which is located in south Mainland China inject to the
courses of the program. This program enhances the modern and economic components
of the knowledge-based economy in a globalization era. For example, it offers courses
such as “the plan of tourist menu”, “the resources and development of tour”, the
“Dong-Shan research projects” and etc. All of the kind courses empower the learner to
10

be a well trained attendant of Yi-lan County.

Environmental Education Program
The development of industry is always accompanied by the risk of ecological
destruction of mountain areas and waters. This realization is really a foresight of the
people in Yi-lan and this opens a possibility for people to live with both economic
development and ecological protection. The Yi-lan Community University has many
courses focusing on this subject, such as those titled “be friends with nature”, “forest
and human”, “the protection of water and land”, and others.

Early Childhood Education Program
If we don”t understand the problems faced by parents in modern era, it is hard to
understand why early childhood education should be noticed as one of the main
programs in the Yi-lan Community University. It is a normal intention to be
well-educated parents everywhere. However, the way to nourish children and the
nervous relationship between child and parents has become very common issues in
society. Going a further step to say, one of the key roles of adult in the society is to be
parents, and the responsibility to make their children well-educated is their
responsibility as citizen. The Yi-lan Community University gives courses related the
role practice, as to “the literature of early childhood education”, “the poetry of child”,
and “How to tell stories”.

Health Program
According to the emphasis on the Bio-Tech and the way to keep a good health, here
come the courses as to “the Chinese medical food”, “the Chi and theory on good
health”, “good skills for self health”. Especially, the beginning of the establishment of
the health courses was exactly after the time in June 2003 when SARS broke out in
Taiwan and over 80 people died. The social issues as a reference of new program
implied that the courses in the Community University in Taiwan are not isolated from
other social events. Also, the case has reflected the health care to be promoted to a very
high position in the society.

Management Program
Courses on finance were also given in the Yi-lan Community University at the
11

beginning of June 2003. The demand of such kind courses is not fit with the Yi-lan
County”s locality. The probable explanation of the situation, as Marxists insist, was the
foundation of production relation in the society. There are courses such as “the
marketing and planning”, “personal financial management”, etc.

The Distribution of the Citizen Area
There were over 17 courses on average in every semester in the Yi-lan Community
University from June, 2000. And the most courses of the citizen area were over 30 in
Feb., 2005. The profile of the citizen area courses was shown as follow:
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Figure1. The freguency of the citizen area in the Yi-lan
Community university

The political citizen dimension
The approaches to analysis of the citizen area were political citizen and cultural
citizen, and the Figure 2 was the profile of the numbers of each semester of the
political citizen as well as the Figure2 was the profile of the cultural citizen.
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Figure2. The distribution of frequency of the political citizen
dimension in the Yi-lan Community University

The national citizen aspect and global citizen aspect jointly constitute the political
citizen dimension. Based on the total course number of the political citizen dimension
on each semester contributes to the percentage of national citizen aspect and global
citizen aspect as shown in Figure 3. Most of the time the percentage line of the global
citizen exceeded the line of the national citizen.
N: the course numbers of the political citizen.

n1 :the course numbers of the national citizen.

n2: the course numbers of the global citizen.

the national citizen: n1/N

the global citizen: n2/N
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Figure3. The proportion of the national citizan and global citizen in the Yilan Community University

It is doubtful whether the obligation and rights of the citizenship can work out
under the context of the globalization. The more the roles of the government, the more
questions on what responsibility should be taken by it. The practices of the Yi-lan
Community University have stretched out a implement experience of the educational
institution to be a partner in government affairs. The curriculum stressed the
understanding and taking actions on the problems concerning the government affairs
which developed and embedded on the local community. The curriculum addressed
educational reform, regulation, and technological and social changes. Awareness of the
personal affair as a public security is viewed as a vital matter in the globalization. The
health care curriculum implies the relationship tied together with personal health and
public service. As to being a good global citizen, the first step is to propose issues
connected to global conditions. There are various festivals which were popularly
initiated in Yi-lan County and which have lead to the trends all kinds of the festival
being held in Taiwan in recent years. The global citizens of the Yi-lan Community
University reflect the the difference of cultures and values in different places. On the
contrary, the global citizen aspect show learners a wonderful possibility to rethink and
reconstruct the local cultures and values. However, some of the courses helped the
learners to understand the risks which come along with the global connection, and the
events of September 11, 2001 were the most significant experience.

Cultural Citizen Dimension
Each semester in the Yi-lan Community University the courses of cultural citizen
dimension from June 200 could be found over 10 courses in this dimension. The
highest number of this dimension was in June 2000. The proportion of the cultural
citizen dimension from the beginning in the Yi-lan Community University is as Figure
4. See as follow.
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Figure4. The distribution of frequency of the political citizen dimension in
the Yi-lan Community University

The cultural dimension was combined by the gender citizenship, ethnic
citizenship, and urban citizenship. Based on the total amounts of each semester, the
proportion line of each aspect that are gender citizenship, ethnic citizenship and urban
citizenship is as Figure 5
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Figure5. The proportion of the national citizan and global citizen in
the Yi-lan Community University

.The Yi-lan Community University offered a course named “From the female life
to self life “. It is over 4 semesters past in the Yi-lan Community University that the
courses related to women’s issues. Then came the course as “understanding female”,
“the literature on Women” and so on. And some fashionable issues concerning the
sexual difference and gender education were found in the Yi-lan Community
University. The way to share the interests of public resources to different ethnicities in
15

Taiwan has been a controversial issue for a long time. There are two core questions of
the ethnic equality: the one is to purchase the interest of special ethnic, and the other is
to coexist with the diversity of the ethnic significant difference from self. By the reason
of the rich and colorful traditional cultures and heritages in the Yi-lan County, the
Yi-lan Community University opened many courses on ethnic citizenship aspect, and
the curriculum topic included the language, legends, scenery, geography, local opera,
and literature. The urban citizenship is a kind of attitude and ability to live together
with many people in an district. What adult education responsibility on this aspect
aims at educating learners to advance side by side with the rapidly social changes by
the high-tech progress. In order to avoid the solidarity of society to be an unreal image,
the efforts to enforce the relationship between people is updating ideal in adult
education practice. The courses are like “how to manage your community”, “news
editing of the community group” and “how to connect community net”.

The Distribution of the Lifestyle Area
It is a strong trend that the number of the lifestyle courses exceeded the numbers of
the citizen area in the Yi-lan Community University from the beginning until now. The
numbers of courses on the lifestyle reached 46 in June 2000 when the Yi-lan
Community University started to enroll for learners. The range is from 46 to 84 from
that time to now. The distribution of the lifestyle course number is as Figure 6.
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Figure6 The freqeuncy of the lifestyle area in the Yi-lan Community
university

The Beauty Dimension
The beauty dimension was combined by the body beauty and spiritual beauty. The
distribution of the numbers of the body beauty is obviously increasing at the time from
16

June 2000 to February 2001. This great increase has expressed an very significance for
researchers. This means the lifestyle courses are more possible to continue and develop
in the Yi-lan Community University. The consequence gave us reflections on what the
adult want to approach and need to learn. The distribution of the self beauty
dimensions is as Figure7. Based on the total course number of the self beauty
dimension in each semester, the proportion contributes to body beauty aspect and
spiritual beauty aspect as Figure7.
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Figure7. The distribution of frequency of the political citizen
dimension in the Yi-lan Community University

Based on the frequency of self beauty dimension, the proportion of the body beauty
and spiritual beauty aspects is as Figure8. All of the time the percentage line of the
spiritual beauty aspect exceeded that of the body beauty aspect. Given to the reality of
the social development, it is clear that the learners learn through the way of admiring
the works in their life than taking actions via their learning process.
N: the course numbers of the self beauty.

n1: the course numbers of the body beauty.

n2: the course numbers of the spiritual beauty.

the body beauty: n1/N

the spiritual beauty: n2/N
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Figure8 The proportion of the body beauty and spiritual beauty in the Yilan Community University

Researching, improving, and spreading the ideas and behaviors has become a
fashionable lifestyle in society. Both the health of the body and the expression of the
body were the important courses in the Yi-lan Community University. There were
many course related to the subject as “the organic vegetable and life “, “the art of tea
and health”, “the management of health”, etc. On the expression of body were courses
on “the art of self expression” and “the personal beauty style”. People not only learn
things by intelligence but also learn knowledge via the body. The Yi-lan Community
University has made the learning experience transferring into a practical level.
Retrospect to the courses began in June 2000 there were many traditional cultural
courses which were especially inheriting from the China Mainland. The aesthetic
feelings are very different from person to person.

The efficacy life Dimension
The efficacy life gave learners skill and knowledge to involve their life. The
courses on this dimension are not so abundant as might be expected. The numbers is
from 21 to until now. The trend of the numbers is stability in this dimension; the
numbers is as follow, Figure 9.
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Figure9. The freguency of the efficacy life in the Yi-lan
Community university
The dimension of the efficacy life is combined by the skill management aspect and
the knowledge management aspect. The lag of the numbers between each other is low.
However, the skill management aspect exceeded the knowledge management aspect
year by year. It pointed that skill management courses are more popular in the Yi-lan
Community University. The percentage of the knowledge management is lowest in the
year of 2005. The proportion of the two aspects is as Figure 10.
N: the course numbers of the efficacy life

n1: the course numbers of the skill management

n2: the course numbers of the knowledge management.

the skill management: n1/N

the knowledge management: n2/N
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Figure10 The proportion of the skill management and
knowledge management in the Yi-lan Community University

The Yi-lan Community University established many courses related to way to
improve the home environment, such as “the creation of the life space”, “the design of
the garden” and etc. And the other popular courses on this aspect are related to the
language and computer learning. Languages such as English, Japanese, and Spanish
offered, and the computer courses are likely to imply computers as a good way to live
in a global era.
Knowledge management intends to help people to get information to attain
competence in life. These courses are “Asset management”, “Career planning”, and
“ethic in the workplace”. Adult learners try to learn work out the attribute to cope with
the monopoly of the capitalism.

The Intimate Dimension
There are not many of the numbers of the intimate dimension. It’s under the 6 in
each year in the Yi-lan Community University. They even went down to 0 in February
2002. The distribution of the intimate dimension is shown as Figure 11. It tells us the
importance of the intimate relationship as an adult learning issue has not been clearly
noted in the Yi-lan Community University.
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Figure11 The freguency of the intimate relationship in the
Yi-lan Community university

Based on the numbers of courses on the intimate relationship, the proportion of the
personal relationship and family relationship aspects is as below.
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Figure 12 The proportion of the family relatioship and personal
relationship in the Yi-lan Community University

Conclusion
In total, there are 988 courses which included 245 courses on the citizen area and
743 on the lifestyle area in the Yi-lan Community University from July, 2000 to
February, 2005. The former amounts for 24.8% and the latter 75.2%. The balance of
each other is over 50% course which lifestyle courses is in the majority. That implies
that the lifestyle courses prevail among the Yi-lan Community University. See table1.

Table1. Proportion of the citizen area and lifestyle area in the Yi-lan community
university.
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Area

n

%

Citizen

243

24.8%

Lifestyle

743

75.2%

Toal

988

100%

The distribution of the citizen and lifestyle in the Yi-lan Community University of
each year is as figure13.

citizen area,
24.8%

lifestyle area,
75.2%

Figure 13 The proportion of the citizen and lifestyle area in
the Yi-lan Community University
If the frequency is displayed semester by semester in each year, the output of the
Yi-lan Community University is as table2.
Table2. Frequency by semester of the citizen area and lifestyle area in the Yi-lan
community university.
year/semester

Citizen area(n)

Lifestyle area(n)

Total(n)

July, 2000

29

46

75

Feb, 2001

26

82

108

July,2001

21

85

106

Feb, 2002

20

79

99

July, 2002

29

81

110

Feb, 2003

21

71

92

July,2003

27

84

111

Feb,2004

17

77

94

July,2004

25

72

97

Feb,2005

30

66

96

Total(n)

245

743

988

24.8%

75.2%

100%

Courses of each area
semester/ Courses of all
semester (%)
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According to literature and theorize framework, the five dimensions of the courses
in the Yi-lan Community University are separated from the two areas courses of the
Yi-lan Community University. According to the citizen area is comprised of the
political citizen dimension and the cultural citizen dimensions, whereas the lifestyle
area is comprised by the dimensions of self beauty, self development, and intimate
relationships. The result percentage of the five dimensions don’t divide equally, but the
percentage inclines into self beauty, whose sudden emergence has not been
recognized in the adult education theory. In citizen area, there are 245 courses which
there are 86 courses in political dimension, accounting for 8.7% and 159 courses in
cultural dimension, accounting for 16.1%. In lifestyle area, there are 743 courses
which there are 469 courses in self beauty, accounting for 47.5%, 243 in self
development, accounting for 24.6% and 31 courses in intimate relation, accounting for
3.1%. It concludes that the sequence of all the dimensions is as follow: self beauty, self
development, cultural citizen, political citizen, and intimate relationships. The
distribution of these five dimensions in the Yi-lan Community University of all
semester is as figure14.

efficacy life
24.6%

intimate
relationship
3.1%

political citizen
8.7%

cultural citizen
16.1%

self beauty
47.5%
Figure14 The propotion of the dimensions in the Yi-lan Community
University

Comparatively speaking, the percentage of lifestyle area courses is much higher
than the citizen ones, and it deserves to be mentioned that the difference between the
two areas is the last when the Yi-lan Community University was built in 2000. By the
February of 2001, the difference between each other was increasing. Otherwise, the
significant difference which was revised recently from February of 2005 is worth to
keep an eye on the citizen area courses which seems difficultly to be prevailed in
Taiwanese community universities. See Figure 15.
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Figure 15 The distribution of the citizen area and Lifestyle area in the Yi;aln
Community University in each year.

This research is depends on the social impacts of globalization in Taiwan, and in
order to understand the issue in details the author adopt a meaningful case: the Yi-lan
Community University to express and address the curriculum tendency of adult
education under the context of globalization. The author has tried to identity a role of
adult education in the globalization of a new framework. The outcomes of the
frequency and percentage of the courses declined to the private world which is
occupied by the self beauty all the time, and that means the public world needed to be
enforced in adult education. It presents that even we could figure out a referential
analytical framework to structure the model of adult learning, but it doesn’t imply that
the developmental processes of the courses are well-organized and well-adopted in the
Community University. Therefore, this article provides a foresight and a guide for
future directions of adult education. Although adult learning from the private world is
upgrading increasingly to campaign against the prevalence of universalism in the
global era, this is not equivalent to meaning that the local or global citizenship should
be ignored in the developing process. Adult education should relate to a citizenship
that includes not only individual civic and personal affairs but connect the
responsibilities for a public life that encompass the political and cultural citizenship.
As such, this is bound adult education to involve a critical understanding and
exploration of social movements and a practical acting and disseminating on the social
improvement in the community and society.
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THE SHOULD BE, SHOULDN’T BE, ARE ALLOWED TO BE,
AND DON’T HAVE TO BE OF CHINESE WOMEN AND MEN:
THE CONTENTS OF GENDER STEREOTYPES

Abstract
Past researches or measurements of gender stereotypes has mainly focused on the
desirable traits of either gender, thus ignoring other dimensions which are also
important to the formation of gender stereotypes. It is only when Prentice and Carranza
proposed a new and innovative four-category framework that we are able to explore the
more rich and complex contents of gender stereotypes.
Based on this new framework, the present research aims to construct chinese
gender stereotypes into the following four categories: Gender intensified
prescriptions (should be) are traits high in desirability for a person and even higher in
desirability for the target gender; gender-intensified proscriptions (shouldn’t be) are
low in desirability for a person and even lower in desirability for the target gender;
gender-relaxed prescriptions (don’t have to be) are traits high in desirability for a
person but significantly lower in desirability for the target gender; gender-relaxed
proscriptions (are allowed to be) are traits low in desirability for a person but
significantly higher in desirability for the target gender.
479 Taiwanese university undergraduates are asked to indicate how desirable it is
in Taiwanese society for a man, a woman, and a person to possess each of the 105
characteristics. They are also requested to indicate how much each of those
characteristics they think is typical of adult Taiwanese males and females.
The results show the following: (1)Women should be tender, appealing, and sweet,
but they should not be rude and manly; men should be independent, athletic, and have
leadership ability, but they should not be quiet, dependent, and innocent. These are
intensified prescriptions and intensified proscriptions for men and women. (2)Women
are also expected to be independent, athletic, and have leadership ability, and men are
also expected to be tender, sensitive, and considerate. Yet if they do not show these
traits, it is not so bad. For these traits are relaxed prescriptions for men and women.
(3)Women should not be wayward, superstitious, and suspicious and men should not be
stubborn, radical, dogmatic, yet if they show these traits, it is not so bad. For these traits
are relaxed proscriptions for men and women. (4)Most of the characteristics that are
intensified prescriptions for women are relaxed prescriptions for men, and most of the
characteristics that are intensified proscriptions for men are relaxed proscriptions for
women. (5)It was also found that a number of traits that did not differ in their
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desirability for women and men differed, nonetheless, in their perceived typicality.
The significance of the present research and its application to education and
counseling situation, together with a through comparison of Prentice and Carranza’s
result, are discussed in the present paper.
Keywords: Sex-role, Gender traits, Gender stereotypes, Gender prescription, Gender
Proscription.

The Should Be, Shouldn’t Be, Are Allowed to Be, and Don’t Have to
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Be of Chinese Women and Men: The Contents of Gender Stereotypes

Early studies of sex-role identity tended to view masculinity and femininity as a
single-dimensioned gender concept. After the 1970s, the studies tended to view
masculinity and femininity as two independent gender concepts. In both cases,
gender stereotypes are categorized by dozens of masculine or feminine traits, which
prescribe what is desirable for a man or a woman. However, while some masculine
traits are more prescriptive and more desirable for a man, they have nevertheless
relaxed prescriptions for a woman, and vice versa. Therefore, the contents of
prescriptive gender stereotypes are too complicated to be subsumed by masculine or
feminine categorization. Besides, while a man or a woman will be punished if they
violate some gender stereotypes, they will be nevertheless praised if they violate other
gender stereotypes. Why is there such inconsistency? Prentice and Carranza (2002)
proposed a four-category framework which serves well to explain such inconsistency.
The categories in their framework include not only what women and men should be,
but also what they shouldn’t be, what they don’t have to be, and what they are allowed
to be. Each category has its distinctive prescriptive power, when people violate the
prescriptive gender stereotypes, they will be treated accordingly. In this way, their
four-category framework explores the more rich and complex contents of prescriptive
gender stereotypes.
In domestic studies, there are extensive researches on prescriptive gender
stereotypes. In Taiwan, apart from using methods similar to those practiced in
America to analyze gender stereotypes, the scholars also try to examine gender
stereotypes found in the contents of textbooks and on campus, think about how to
diminish gender stereotypes, how to promote equality of both sexes, and discuss how
gender stereotypes are represented in books and other kinds of media, and to what
extent gender stereotypes can affect an individual (Lee, 1988; Hsieh & Wang, 1994;
Wu, 1997; Hsieh, 2000; Chuang & Lin, 2000; Chuang, 2003). However, both oversea
and domestic studies rely on frameworks which merely categorize gender stereotypes
by masculinity or femininity; these frameworks are too simplistic to clarify the
complex contents of prescriptive gender stereotypes.
To solve this problem and to introduce Prentice and Carranza’s new approach to
the contents of prescriptive gender stereotypes, the present studies sought to break
away from traditional prescriptive gender stereotypes studies by using Prentice and
Carranza’s method to analyze how university undergraduates and people in general
(and of different ages) conceive of both sexes and what they expect both sexes to do,
and to understand more about the rich contents of prescriptive gender stereotypes.
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Besides, questionnaire with open-ended questions was also used in the present studies
to collect the data on how the people in Taiwan conceive of both sexes and what they
expect both sexes to do. These data were used to compare with the results of Prentice
and Carranza’s studies to reveal trans-cultural similarities. The present article will
focus on the result of how university undergraduates conceive of both sexes and what
they expect both sexes to do.

Literature Reviews
The Meaning of Prescriptive Gender Stereotypes
The understanding of the meaning of sex-role identity is a prerequisite to the
discussion of what are prescriptive gender stereotypes. Sex-role identity is defined as
masculinity and femininity prescribed by culture (Nelson & Burke, 2002). Thus
defined, masculinity and femininity are constructed by society and culture, which have
different expectations of both sexes.
The differences of both sexes are stressed in traditional sex-role identity, in which
men and women play different roles. Men are supposed to have instrumental qualities,
such as being logistic and aggressive; women are supposed to have expressive qualities,
such as being sympathetic and caring for others. Since men and women are supposed
to have different qualities, they are expected to play different sex-roles. In traditional
sex-role identity, for example, a man plays the roles of a worker and a home provider,
whereas a woman plays the roles of a baby-producer and a caretaker of children.
Stereotypes are defined as a set of fixed and rigid attitudes toward a certain group
(Wrightsman, 1997). If a target person is categorized as a member of a certain marked
group, then that person is supposed to have all the characteristics of the group.
Therefore, stereotypes are fixed and over-generalizing attitudes toward people or
things. According to Basow (1992), stereotyping refers to a process of
over-categorizing the people of a certain group in society. Stereotypes are shared by
most people in society, who acquire these rigid attitudes throughout their lifetime.
Stereotypes are not always true, for they are the results of over-simplification. Even
though categorization is effective approach, yet it still cannot correctly foresee the
behaviors or traits of every member in a group.
Therefore, by combining the meaning of sex-role identity and the meaning of
stereotypes, sex-role identity stereotypes are defined as follows: A set of fixed and rigid
attitudes held by people toward what traits men and women are supposed to have, how
they should behave, and what jobs they should take ( Chen, 1996). Unconfirmed by
sufficient evidence, these oversimplified attitudes are reinforced throughout
5
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generations via educational, social, and cultural institutions.
Researches on Gender Stereotypes
The focus of researches on gender stereotypes is to find out whether people are
perceived according to their traditional sex-roles. A typical research is conducted by
asking participants how an adult man or an adult woman in their society fits into a series
of adjectives. The results of oversea and domestic studies testify to the presence of
gender stereotypes ( Lee & Chung, 1996). For instance, Bem (1974) asked
participants to rate each of a large pool of traits in terms of its desirability for a man or
its desirability for a woman. These criteria yielded the 20 feminine and 20 masculine
traits that appear on the Bem Sex Role Inventory (BSRI). In domestic researches,
employing the same method as Bem did, Lee (1984) asked Taiwanese university
undergraduates to rate each of these traits. The results showed great similarity to those
of Bem’s research, in spite of differences in some items. Both Taiwanese and
American university undergraduates categorized instrumental characteristics as
masculine traits, which are mostly associated with the accomplishment of tasks. On
the other hand, they categorized expressive characteristics as feminine traits, which are
mostly associated with interpersonal sensitivity.
Although it is generally agreed that cultures differ in their expectations of
behaviors and traits of both sexes, yet in trans-cultural researches it is found that
certain gender stereotypes are shared by many cultures (Ward,1985 Zammuner,1987).
The results of a trans-cultural research, which is conducted across twenty-five
countries, indicate that males are generally believed to be more independent,
autonomous, and adventurous, whereas females are generally believed to be more
affectionate, submissive, and superstitious (Williams & Best, 1982). On the whole,
societal gender prescriptions are divided into two categories. One category is
masculinity, which includes instrumental traits such as brave, aggressive, ambitious,
analytical, assertive, athletic, competitive, defends own beliefs, dominant, forceful, has
leadership abilities, independent, individualistic, makes decisions easily, masculine,
self-reliant, self-sufficient, strong personality, willing to take a stand, and willing to
take risks. The other category is femininity, which includes expressive traits such as
affectionate, compassionate, gentle, loyal, sensitive to the needs of others, shy,
soft-spoken, sympathetic, tender, understanding, warm, and yielding Wang ,2002 .
Following Bem’s method, recent researchers attempt to testify to the contents of
BSRI. And most of these researches verify to the presence of gender stereotypes. For
example, Harris (1994) developed his own questionnaire and found 19 masculine traits
and 16 feminine traits which are exactly the same as those found by Bem. Holt and
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Ellis (1998) also found 20 masculine traits and 18 feminine traits which are exactly the
same as those found by Bem. In Western society, masculine traits are categorized as
competitive, aggressive, and rational, whereas feminine traits are categorized as caring
about relations, passive, and affectionate (Nelson & Burke, 2002). In domestic studies,
recent researches on prescriptive gender stereotypes focus on examining gender
stereotypes found in the contents of textbooks and on campus, thinking about how to
diminish gender stereotypes, and how to promote equality of both sexes ( Lee, 1988;
Hsieh & Wang, 1994; Wu, 1997; Hsieh, 2000; Chuang & Lin, 1997).
Effects of Gender Stereotypes
Gender stereotypes affect how a person may conceptualize both sexes. Stereotypes
provide a set of standards, by which people learn what they should conform to, what
they should resist from, and how they can judge others (Basow, 1992). In this way,
stereotypes serve as perceptual filters, through which people perceive others; therefore,
behaviors which are identical with stereotypes are more likely to be captured and
memorized (Bodenhausen, 1988 Stangor, 1988). If males or females behave in
accordance with the prescription of gender stereotypes, their behaviors will be easily
captured and memorized. In this way, gender stereotypes are reinforced and
exaggerated without notice. On the other hand, if males or females fail to play roles
prescribed by society, they will receive negative judgment.
Gender stereotypes affect not only how males and females are perceived but also
how they perceive themselves. For instance, if females are perceived as being inferior
to males in their competence in mathematics, then they are more likely to see
themselves as such and avoid taking courses on mathematics, or applying for schools of
mathematics, or having jobs requiring mathematical competence. For they consider
these behaviors as inappropriate to their sex-roles.
Gender stereotypes can also affect an individual’s performance in fields related to
stereotypic beliefs. For instance, the stereotypic belief that females have poor
command of mathematics may lead to poor results in their mathematical exams.
Researches on the effect of stereotypic beliefs study how those beliefs may have
threatening effects on an individual’s performance (Steele & Aronson, 1995 Steele,
1997). In the previous example, if there are certain clues implicit in the situation of
taking mathematical exams which may trigger the stereotypic belief that females have
poor command of mathematics, then they will start to worry about their performance,
which lays so much pressure on them that they ultimately have poor results.
Measuring Instruments for Gender Stereotypes
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The most important measuring instruments for gender stereotypes are Bem Sex
Role Inventory (BSRI) developed by Bem (1974) and Personal Attributes
Questionnaire developed by Spence and Helerich (1974). Of the two, Bem Sex Role
Inventory, along with Bem’s concept of androgyny, is frequently used by a number of
scholars in domestic and oversea studies.
In domestic studies, Lee (1974) translated Bem’s BSRI into Chinese to examine its
validity to Taiwan’s situations. After that, following Bem’s method, she also
developed gender traits questionnaires for the Taiwanese. While making sex-role
questionnaires for junior high school students, Lin (1981) included negative traits as
well as positive ones in the questionnaires. According to him, negative traits, which
co-exist with positive ones in gender stereotypes, are also important to the
understanding of the effects of sex-roles.
Gender stereotypes are prescriptive as well as descriptive. That is, gender
stereotypes are not only descriptions of both sexes but also prescriptions for them
(Burgess & Borgida, 1999). Traditional studies or measurements of gender
stereotypes focus on what traits either sex is expected to have, ignoring other
dimensions. Early studies of sex-role identity tended to view masculinity and
femininity as a single-dimensioned gender concept. After the 1970s, the studies
tended to view masculinity and femininity as two independent gender concepts, which
include four categories of sex-roles such as androgyny, masculinity, femininity, and
undifferentiated. In both cases, gender stereotypes are categorized by dozens of
masculine or feminine traits, which become the sources of prescription for both sexes
(Prentice & Carranza, 2002). However, while some masculine traits are more
prescriptive and more desirable for a man, they are nevertheless also relaxed
prescriptions for a woman. For instance, while a male is required to defend his own
beliefs, a female is also required to do so—only to a smaller degree. Past studies of
gender stereotypes ask participants to rate to what degree the public expect a male or a
female to have certain traits. If one trait is rated as being more desirable for a male
than for a female, then it is considered as one prescriptive masculine trait, and vice
versa. This categorization is over-simplified and overlooks the different degrees of
prescription in gender stereotypes. Considering this deficiency, Prentice and
Carranza (2002) developed a new and innovative four-category framework. In their
framework, participants were asked to rate not only to what degree the public expect a
male or a female to have certain traits but also to what degree the public expect a
person to have these traits. Taking these two criteria as the benchmark for
comparison and categorization, Prentice and Carranza had a four-category framework:
What women and men should be, what they shouldn’t be, what they don’t have to
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be, and what they are allowed to be. Gender intensified prescriptions (should be)
are traits high in desirability for a person and even higher in desirability for the target
gender. Gender-intensified proscriptions (shouldn’t be) are low in desirability for
a person and even lower in desirability for the target gender. Gender-relaxed
prescriptions (don’t have to be) are traits high in desirability for a person but
significantly lower in desirability for the target gender. Gender-relaxed
proscriptions (are allowed to be) are traits low in desirability for a person but
significantly higher in desirability for the target gender. In this way, their
four-category framework explores the more rich and complex contents of prescriptive
gender stereotypes.
Helping to clarify the complex contents of gender stereotypes, their four-category
framework also offers a possible explanation for why a male and a female receive
various forms of punishment and devaluation when they violate prescriptive gender
stereotypes. When a male or a female violates some prescriptive gender stereotypes,
they will receive negative judgment, will be asked to modify or adjust their behaviors,
and will be isolated by society. However, when they violate other prescriptive gender
stereotypes, they will be praised for doing that. According to Prentice and Carranza’s
framework, males or females are punished for violating gender-intensified
prescriptions or gender-intensified proscriptions. For instance, females who are
unfriendly, unkind, self-assertive, and stubborn may receive intensified negative
judgment. On the other hand, males or females are praised when they do not follow
gender-relaxed prescriptions or gender-relaxed proscriptions. For instance, strong and
competent females who also keep feminine traits may not be punished; sometimes they
are even praised for being strong and competent. For the qualities of being strong and
competent are among gender-relaxed prescriptions for females, which prescribe what
females don’t have to be.
Until now, domestic studies of gender stereotypes have followed the above
assumption that certain trait is considered as prescriptive for males or females if it
meets societal desirability required of that sex. In these studies, the categories of
gender stereotypes are not fully explored. Since Prentice and Carranza’s new
framework, which is helpful here, has not yet been used in domestic studies, the present
research sought to break away from traditional gender stereotypes researches by
employing their innovative framework to explore more fully the contents of gender
stereotypes. To make this research more extensive and representative, the researcher
took a series of studies to find out how university undergraduates and persons of
different ages perceive both sexes and what are their expectations for them. In
addition, questionnaires with open-ended questions were also used to elicit traits from
those undergraduates for what typical women and men should be, what they shouldn’t
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be, what they don’t have to be, and what they are allowed to be. Finally, the results of
the present research are compared with those of Prentice and Carranza’s to reveal
trans-cultural similarities. Following Prentice and Carranza’s method, the research
begins with studies on how university undergraduates perceive both sexes and what are
their expectations for them.

Methods
Prentice and Carranza make their four-category framework according to what
society expects and does not expect the target gender to do (which produces positive
and negative traits) and how society expects the target gender more than (or less than) a
person to do (which produces social desirability and undesirability). Therefore, the
first part of the present study followed suit by asking the university undergraduates to
rate how a pool of traits (which include positive and negative traits) are expected to be
possessed by a female, a male, or a person. Besides, they were also asked to rate how
those traits are considered as typical masculine or feminine traits.
Participants
Five hundred fifty-eight Taiwanese university undergraduates participated in this
study. Excluding 79 incomplete questionnaires, there are 479 complete
questionnaires. The participants include: 321 women, 151 men, and 7 unidentified.
Their mean age was 21 years.
Materials
A trait questionnaire was created by the researcher, which included 105 traits. Of
these traits, there are positive and negative traits, masculine and feminine traits. The
questionnaire contained five rating tasks. The instructions asked participants to (1)
indicate “how desirable it is in Taiwanese society for a man to possess each of these
characteristics” (2) to indicate “how desirable it is in Taiwanese society for a woman to
possess each of these characteristics (3) to indicate “how desirable it is in Taiwanese
society for a person to possess each of these characteristics” (4) to indicate “how
typical you think each one of the following characteristics is in adult Taiwanese males”
(5) to indicate “how typical you think each one of the following characteristics is in
adult Taiwanese females.” They were asked to make these ratings according to what
society deemed desirable, rather than according to their own personal opinions. And
the ratings were made on a scale from 1 (very undesirable, very untypical) to 9 (very
desirable, very typical).
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Procedure
i. Questionnaire-Making
To create a list of traits for the questionnaire, we began with the pool of traits used
in the studies of gender stereotypes conducted by Bem (1981), Lee (1984) and Prentice
and Carranza (2002), which included traits of masculinity, femininity, and neutrality.
Included among these traits were 60 of those Bem (1974) included in the BSRI, 60 of
those Lee (1984) included in her trait questionnaire, and 72 of those Prentice and
Carranza (2002) included in their study of gender stereotypes (which included traits
that differed in desirability for a woman and a man and differed in desirability for a
woman, a man, and a person as well). Of these 192 traits, 10 were found to be used in
all the three studies, and 39 were found to be used in two of three studies. After the
researcher and several other scholars combined synonyms and close synonyms, we
were left with a pool of 105 traits that included 37 feminine traits, 36 masculine traits,
and 32 neutral traits.
ii. Questionnaire Administration
The 479 university undergraduates were asked to fulfill the tasks of the
questionnaire in classes. They were asked to make these ratings according to what
society deemed desirable, rather than according to their own personal opinions. Their
background data were also collected, which included age, sex, and the titles of the
school and the department. Besides, in this study Prentice and Carranza’s method was
altered slightly to serve the purpose. In their original study, the participants were
asked to complete all of the five rating tasks including how a pool of traits are expected
to be possessed by a female, a male, or a person and how those traits are considered as
typical masculine or feminine traits. However, the whole process was so
time-consuming that it might have a bad influence on the participants’ judgment as well
as dissuade active participation. Therefore, the participants were asked to take only
one of the five tasks.
iii. Data Analysis
a. For each trait, an analysis of variance was made to reveal those traits which had
significant differences among ratings of desirability for a woman, a man, and a person.
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b. Of these traits, further analysis tried to find out those traits which had significant
differences between any two ratings of desirability for a woman and a man, desirability
for a woman and a person, or desirability for a man and a person.
c. These traits were then classified into those with higher ratings in general desirability
for a person (those for which ratings averaged above 5 are prescriptions) and those
with lower ratings in general desirability for a person (those for which ratings averaged
under 5 are proscriptions), both having the midpoint of the scale as its dividing line.
d. Of the traits with higher ratings in general desirability for a person, further
categorization were made as follows:
(1) Intensified prescriptions for a female: Traits high in general desirability and even

higher in desirability for a female.
(2) Intensified prescriptions for a male: Traits high in general desirability and even

higher in desirability for a male.
(3) Relaxed prescriptions for a female: Traits high in general desirability but

significantly lower in desirability for a female.
(4) Relaxed prescriptions for a male: Traits high in general desirability but significantly

lower in desirability for a male.
Of the traits with lower ratings in general desirability for a person, further
categorization were made as follows:
(1) Relaxed proscriptions for a female: Traits low in general social desirability but

significantly higher in desirability for a female.
(2) Relaxed proscriptions for a male: Traits low in general desirability but significantly

higher in desirability for a male.
(3) Intensified proscriptions for a female: Traits low in general desirability and even
lower in desirability for a female.
(4) Intensified proscriptions for a male: Traits low in general desirability and even

lower in desirability for a male.
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e. Finally, traits which had significant differences between ratings of typicality for a
woman and a man were identified. By comparing these traits with those which had
significant differences between ratings of desirability for a woman and a man, it is
possible to determine whether those traits with general desirability for a man (or a
woman) are also traits with typicality for a man (or a woman).

Results
A. Categorization of Traits
For each of the 105 traits, ratings of desirability for a woman, for a man, and for a
person were analyzed by an analysis of variance (ANOVA). Eight of the 105 traits
were not found to reveal significant differences among ratings of desirability for a
woman, a man, and a person. t tests comparing desirability ratings for each of the other
97 traits were then conducted. Among them, 11 of the 97 traits did not reveal
significant differences between ratings of desirability for a woman and a man. The
remaining 86 traits constituted the pool to be categorized.
For each of these 86 traits, t tests comparing desirability for a woman and a
person were examined; 70 of these traits showed significant differences. These 70
traits were divided into two groups: 51 traits with high general desirability (i.e., those
for which ratings of desirability for a person averaged over 5, the midpoint of the scale),
and 19 traits with low general desirability (i.e., those for which ratings of desirability
for a person averaged under 5). In the first group, 14 of the 51 traits were high in
general desirability and even higher in desirability for a woman; these traits were
intensified prescriptions for women. 37 of the 51 traits were high in general
desirability but lower in desirability for a woman; these traits were relaxed
prescriptions for women. In the second group, 16 of the 19 traits were low in general
desirability but higher in desirability for a woman; these traits were relaxed
proscriptions for women. 3 of the 19 traits were low in general desirability and even
lower in desirability for a woman; these traits were intensified proscriptions for women.
The traits that fell into each of these categories and their mean ratings of desirability
are shown in Table 1.
For each of these 86 traits, t tests comparing desirability for a man and a person
were examined; 57 of the traits showed significant differences. These 57 traits were
divided into two groups: 41 traits with high general desirability for a person (i.e., those
for which ratings of desirability for a person averaged over 5, the midpoint of the scale),
and 16 traits with low general desirability (i.e., those for which ratings of desirability
13
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for a person averaged under 5). In the first group, 18 of the 41 traits were high in
general desirability and even higher in desirability for a man; these traits were
intensified prescriptions for men. 23 of the 41 traits were high in general desirability
but lower in desirability for a man; these traits were relaxed prescriptions for men. In
the second group, 11 of the 16 traits were low in general desirability but higher in
desirability for a man; these traits were relaxed proscriptions for men. 5 of the 16 traits
were low in general desirability and even lower in desirability for a man; these traits
were intensified proscriptions for men. The traits that fell into each of these
categories and their mean ratings of desirability are shown in Table 2.
Table 1
Intensified and Relaxed Prescriptions and Proscriptions for Women in Taiwanese Society
Intensified Prescriptions

Relaxed Prescriptions

Should Be

Don’t Have to Be

W

P

M

Submissive

6.82a

5.99b

4.02 c

W

P

M

Independent

5.38 a

6.91 b

8.36 c

Tender

8.10 a

6.43 b

5.62 c

Responsible

6.35 a

8.33 b

8.51 b

Shows Interest in children

7.71 a

6.57 b

6.34 b

Athletic

5.25 a

7.46 b

8.12 c

Warm & kind

7.79 a

7.34 b

5.89 c

Persistent

5.14 a

6.22 b

7.37 c

Sensitive

6.91 a

5.47 b

4.50 c

Leadership ability

4.72 a

6.86 b

8.02 c

Considerate

7.92 a

7.05 b

5.13 c

7.08 a

7.98 b

7.94 b

Clever

7.40 a

6.88 b

5.11 c

Acts as leader

3.86 a

5.32 b

7.38 c

Attractive

7.87 a

6.57 b

4.61 c

Willing to take risks

4.14 a

5.43 b

7.22 c

Appealing

7.91 a

7.46 b

5.61 c

Decisive

4.72 a

6.23 b

7.88 c

Sweet

7.79 a

6.71 b

2.42 c

6.77 a

8.01 b

7.44 c

Elegant

7.10 a

6.00 b

4.22 c

Aggressive

5.98 a

7.83 b

7.82 b

Whispering

6.95 a

5.03 b

2.72 c

Happy

6.90 a

7.68 b

6.28 c

Attn. to Appearances

7.18 a

5.71 b

5.60 b

Ambitious

3.79 a

6.26 b

7.70 c

Innocence

6.59 a

5.68 b

4.27 c

Forceful

3.12 a

5.11 b

7.26 c

Competitive

3.62 a

5.75 b

6.98 c

Bold

4.17 a

6.15 b

7.36 c

Maneuvering

4.33 a

6.32 b

7.12 c

Smart

5.17 a

6.94 b

7.39 b

*Reliable

*Sincere

Business Sense
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5.19 a

6.61 b

7.24 c

*Loyal

6.50 a

7.87 b

7.29 c

*Self-Disciplined

5.50 a

6.25 b

6.67 b

*Intelligent

6.22 a

7.36 b

7.24 b

Generous

6.58 a

7.46 b

7.52 b

Calm

5.99 a

7.17 b

7.61 b

Optimistic

6.75 a

7.80 b

7.39 b

Mature

6.77 a

7.77 b

7.97 b

Sense of Humor

6.00 a

7.66 b

7.43 b

Curious

5.25 a

5.81 b

5.82 b

Common Sense

6.24 a

7.32 b

7.42 b

Concern for Future

6.07 a

7.13 b

7.76 c

Principled

5.75 a

6.80 b

7.59 c
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Efficient
Disciplinary
*Persuasive
Strong
*Warm-hearted
Creative

6.09 a

7.79 b

7.73 b

6.03 a

7.41 b

7.07 b

5.55 a

6.34 b

6.90 c

3.88 a

6.09 b

7.37 c

6.37 a

7.48 b

7.06 b

6.10 a

7.60 b

7.08 b

Relaxed Proscriptions

Intensified Proscriptions

Are Allowed to Be

Shouldn’t Be

W

P

M

Shy

5.45 a

3.62 b

2.50 c

Jealous

4.25 a

2.23 b

2.80 c

Gullible

4.46 a

2.39 b

2.28 b

Childish

5.53 a

3.48 b

3.43 b

Conservative

5.60 a

4.13 b

4.07 b

Quiet

6.72 a

4.98 b

3.48 c

Passive

5.24 a

3.48 b

2.47 c

Dependent

6.11 a

3.62 b

2.39 c

Frigid

5.58 a

4.27 b

4.17 b

Innocent

6.44 a

4.78 b

3.57 c

Suspicious

3.53 a

2.54 b

2.83 b

*Forgetful

3.72 a

2.78 b

2.98 b

Wayward

4.32 a

2.54 b

3.04 b

Emotional

4.38 a

3.03 b

3.11 b

Superstitious

3.92 a

2.74 b

2.53 b

W

P

M

3.75 a

4.24 b

5.50 c

Manly

2.29 a

3.96 b

5.89 c

Rude

2.04 a

2.48 b

3.87 c

Serious

Flirtatious
5.49 a
3.56 b
3.92 b
Note: W = mean rating of desirability for a woman in Taiwanese society; P = mean rating of desirability for a person in Taiwanese
society; M = mean rating of desirability for a man in Taiwanese society. Within each row, means not sharing a common subscript
differ significantly. P<.01. Traits marked with an asterisk did not show corresponding differences in perceived typicality for
women and men.
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Table 2
Intensified and Relaxed Prescriptions and Proscriptions for Men in Taiwanese Society
Intensified Prescriptions

Relaxed Prescriptions

Should Be

Don’t Have to Be

M

P

Independent

8.36 a

6.91 b

5.38c

Submissive

4.02 a

5.99 b

6.82 c

Athletic

8.12 a

7.46 b

5.25 c

Emotional

6.41 a

7.33 b

7.62 b

Persistent

7.37 a

6.22 b

5.14 c

Sympathetic

6.33 a

7.49 b

7.59 b

Leadership Ability

8.02 a

6.86 b

4.72 c

*Sincere

7.44 a

8.01 b

6.77 c

Acts as leader

7.38 a

5.32 b

3.86 c

Tender

5.62 a

6.43 b

8.10 c

Willing to take risks

7.22 a

5.43 b

4.14 c

Friendly

6.33 a

7.75 b

7.82 b

Decisive

7.88 a

6.24 b

4.72 c

Happy

6.28 a

7.68 b

6.90 c

Ambitious

7.70 a

6.26 b

3.79 c

Warm

5.89 a

7.34 b

7.79 b

Forceful

7.26 a

5.11 b

3.12 c

Clean

5.69 a

7.35 b

7.71 b

Competitive

6.98 a

5.75 b

3.62 c

Sensitive

4.50 a

5.47 b

6.91 c

Bold

7.36 a

6.15 b

4.17 c

Careful

5.13 a

7.05 b

7.92 c

Maneuvering

7.12 a

6.32 b

4.33 c

Clever

5.11 a

6.88 b

7.40 b

Business sense

7.24 a

6.61 b

5.19 c

Attractive

4.61 a

6.57 b

7.87 c

High self-esteem

6.37 a

5.12 b

4.77 b

Lovely

5.61 a

7.46 b

7.91 c

Concern for future

7.76 a

7.13 b

6.07 c

Kind

5.37 a

6.89 b

7.35 b

Principled

7.59 a

6.80 b

5.75 c

Sweet

2.42 a

6.71 b

7.79 c

*Persuasive

6.90 a

6.34 b

5.55 c

Elegant

4.22 a

6.00 b

7.10 c

7.37 a

6.09 b

3.88 c

Whispering

2.72 a

5.03 b

6.95 c

*Loyal

7.29 a

7.87 b

6.50 c

Polite

6.81 a

7.70 b

7.56 b

Expresses emotion

4.88 a

5.65 b

6.04 b

Innocent

4.27 a

5.68 b

6.59 c

Spiritual

5.69 a

6.95 b

7.10 b

Forceful

W

M

P

Relaxed Proscriptions

Intensified Proscriptions

Are Allowed to Be

Shouldn’t Be

W

M

P

W

M

P

W

Jealous

2.80 a

2.23 b

4.25 c

Shy

2.50 a

3.62 b

5.45 c

High self-esteem

4.30 a

2.61 b

3.13 b

Quiet

3.48 a

4.98 b

6.72 c

Serious

5.50 a

4.24 b

3.75 b

Passive

2.47 a

3.48 b

5.24 c

Manly

5.89 a

3.96 b

2.29 c

Dependent

2.39 a

3.62 b

6.11 c

Individualistic

4.99 a

3.47 b

3.01 b

Innocent

3.57 a

4.78 b

6.44 c

Radical

3.21 a

2.18 b

2.37 b

Dogmatic

3.71 a

2.39 b

2.50 b

Rude

3.87 a

2.48 b

2.04 c

Stubborn

3.92 a

2.77 b

3.16 b

Rebellious

4.18 a

2.74 b

3.07 b

Controlling
4.41 a
3.05 b
3.04 b
Note: W = mean rating of desirability for a woman in Taiwanese society; P = mean rating of desirability for a person in Taiwanese
society; M = mean rating of desirability for a man in Taiwanese society. Within each row, means not sharing a common subscript
differ significantly. P<.01. Traits marked with an asterisk did not show corresponding differences in perceived typicality for
women and men.

16

17

B. Complementarity of the Similarly Valenced Categories
In Prentice and Carranza’s study, the results revealed a considerable degree of
complementarity in the contents of the similarly valenced categories across genders.
Those results showed that most of the characteristics that are intensified prescriptions
for one gender are relaxed prescriptions for the other gender, and most of the
characteristics that are intensified proscriptions for one gender are relaxed
proscriptions for the other gender. At the same time, almost every category included
traits that did not appear in the complementary category for the other gender.
In the present study, results were similar to those in Prentice and Carranza’s study.
Most of the characteristics that are intensified prescriptions for women are relaxed
prescriptions for men, and most of the characteristics that are intensified proscriptions
for men are relaxed proscriptions for women. Besides, all of the characteristics that
are intensified proscriptions for women are relaxed proscriptions for men; all of the
characteristics that are intensified proscriptions for men are relaxed proscriptions for
women.
Besides, as Prentice and Carranza did in their study, we also found that almost every
category included traits that did not appear in the complementary category for the other
gender. That is, the results showed another cluster of characteristics which are
intensified prescriptions for women are not relaxed prescriptions for men, and another
cluster of characteristics which are intensified prescriptions for men are not relaxed
prescriptions for women. On the socially undesirable side, the results showed that
another cluster of characteristics which are relaxed proscriptions for women are not
intensified proscriptions for men, and another cluster of characteristics which are
relaxed proscriptions for men are not intensified proscriptions for women. By far the
largest number of these non-overlapping traits were relaxed prescriptions and relaxed
proscriptions. For example, a cluster of characteristics such as responsible, reliable,
intelligent, and mature which are relaxed prescriptions for women are not intensified
prescriptions for men. Form this observation it may be inferred that it was less
desirable for a woman but not more desirable for a man to be responsible, reliable,
intelligent, and mature than it was for a person to have these qualities. Similarly, it
was less desirable for a man but not more desirable for a woman to be emotional,
sympathetic, friendly, and polite than it was a person to have these qualities. These
results suggest that societal prescriptions for women and men are not simply mirror
images of each other, in which the standards intensified for one gender are not really
relaxed for the other. Instead, they are far more complex representations.
C. Differences in Perceived Typicality
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In this aspect, the results were also similar to those in Prentice and Carranza’s study.
First of all, consider the results for the 86 traits that differed in desirability for a woman,
a man, and a person and differed in desirability for a woman and a man as well. It
was found that the majority of traits that were rated as differentially desirable for the
two genders were also rated as differentially typical. However, there were 9
exceptions. The majority of these exceptions (7 items) were relaxed prescriptions for
women.
Besides, it was found that a number of traits that did not differ in their desirability
for women and men differed, nonetheless, in their perceived typicality. These traits
are listed in Table 3. And in Table 4 we had these traits listed, divided on general
desirability (those for which ratings of general desirability averaged over or under 5)
and whether they were seen as more typical of women or of men. These results
revealed that all of the traits of higher general desirability (those for which ratings
averaged over 5) were seen as more typical of women. On the other hand, most of the
traits of lower general desirability (those for which ratings averaged under 5) were
seen as more typical of men.
Table 3
Traits that Did Not Differ in Their Desirability for Women and Men, yet Differed in Their Perceived
Typicality
Desirability Low Differences in Desirability for

Typicality High Differences in Typicality for

Women and Men

Women and Men

The Ratings of

The Ratings of

Desirability for

Desirability for

Men

t-value

The Ratings

The Ratings

of

of

Typicality

Typicality

for Men

for Women

p

t-value

p

-2.766

.006**

Women

Willing to help

6.77

6.82

-.223

.824

5.35

6.15

Exaggerating

3.74

3.44

1.314

.190

5.01

4.14

3.392

.001**

Flexible

6.27

6.44

-.865

.388

4.95

6.22

-5.415

.000***

Wayward

3.52

3.11

1.905

.058

5.92

3.68

8.628

.000***

Scatty

2.79

2.40

1.823

.070

5.92

3.13

11.224

.000***

Picky

3.54

3.69

-.555

.579

4.73

5.96

-5.209

.000***

Agile

6.34

6.46

-.492

.623

5.27

6.13

-3.588

.000***

Cooperative

6.73

7.00

-1.398

.164

5.70

6.48

-3.210

.002**

Cynical

2.88

2.73

.668

.505

5.23

4.14

4.112

.000***

Solemn

6.50

6.83

-1.414

.159

5.46

6.75

-5.262

.000***

**p<.01

***p<.001
Table 4

Traits Divided on General Desirability (Those for which Ratings of General Desirability Averaged over
or under 5) and Whether They Were Seen as More Typical of Women or of Men
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More typical of women
Typicality for Woman Typicality for
Men
High Desirability for a Person
m 5

Low Desirability for a Person

More typical of men
Typicality for Men Typicality for
Women

Willing to help Flexible Agile
Cooperative Solemn

Picky

Exaggerating Wayward Scatty Cynical

m 5

General Discussion
The results of this study indicate that there are four categories of traits for men and
women—that is, intensified prescriptions, relaxed prescriptions, intensified
proscriptions, and relaxed proscriptions. According to these categories, women
should be tender, appealing, and sweet, but they should not be rude and manly. On the
other hand, men should be independent, athletic, and have leadership ability, but they
should not be quiet, dependent, and innocent. The above are intensified prescriptions
and intensified proscriptions for men and women. Besides, women are also expected
to be independent, athletic, and have leadership ability, and men are also expected to be
tender, sensitive, and considerate. Yet if they do not show these traits, it is not so bad.
For these traits are relaxed prescriptions for men and women. Furthermore, women
should not be wayward, superstitious, and suspicious and men should not be stubborn,
radical, dogmatic, yet if they show these traits, it is not so bad. For these traits are
relaxed proscriptions for men and women.
Comparing these results with gender traits established by Lee (1984), we find that
most of the intensified prescriptions for men are instrumental characteristics—such as
having leadership ability, being independent, decisive, and ambitious—which are
associated with the accomplishment of tasks. On the other hand, most of the
intensified prescriptions for women are expressive characteristics—such as being
tender, attractive, warm, and lovely—which are mostly associated with interpersonal
sensitivity. Besides, through a more sophisticated categorization, traits belonging to
masculinity and femininity in previous studies are now more properly defined by the
other three categories as well as by intensified prescriptions for men and women. For
instance, qualities such as shy, quiet, passive, dependent, frigid, and innocent were
considered as feminine traits in previous studies. Yet in this study they are defined as
belonging to relaxed proscriptions for women. Therefore, to say that general social
desirability decides gender traits—which then become the sources of prescription for
that gender—is to oversimplify the contents of gender traits. In the light of Prentice
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20

and Carranza’s four-category framework, the contents of gender stereotypes can be
understood more clearly.
Besides, certain traits which were considered as masculine or feminine traits in
previous studies are not considered as typical masculine or feminine traits in this study.
Nor are they considered as belonging to either gender. For example, qualities such as
loyal, passionate, and excited which were considered as feminine traits in previous
studies are not considered as typical feminine traits according to the results of this study.
Nor are they considered as more desirable of women than of men. From this discovery,
the dynamic transformation of the contents of gender stereotypescan be
seen—including gender traits and behavior prescriptions—which are largely shaped via
cultural influence. Therefore, the contents of gender stereotypes are not invariable;
they change gradually as culture does (Basow, 1992).
Comparing traits in each category for men and women, the researcher found that
several traits belong to the same category. For instance, while traits such as sincere,
happy, and loyal are relaxed prescriptions for men and women, the trait jealous is a
relaxed proscription for men and women. This means that instead of expecting men or
women to have these traits, society expects a person to be sincere, happy, and loyal
rather than to be jealous. The concept of “role” helps to explain this phenomenon. A
role played by an individual in a social group is the identity and the function supposed
to be served by that identity, and certain desirable behavior characteristics imposed by
society (Chang, 2000). Different identities and roles have different stereotypes and
prescriptions. Therefore, when people assume the role or identity as a man or woman,
they are allowed to be jealous as well as to be sincere, happy, and loyal. (For instance, it
is considered as acceptable and reasonable for a man or woman to be jealous when their
boyfriend or girlfriend has intimate contact with others.) However, when people
assume the role or identity as a person, they are expected to be sincere, happy, and loyal.
They should not be jealous. (For instance, a person will receive negative judgment if he
or she is jealous of other person’s riches or achievements.)
It was found that a number of traits that did not differ in their perceived typicality
for women and men differed, nonetheless, in their desirability. The majority of these
traits were relaxed prescriptions for women. According to Prentice and Carranza, this
means that even though there is lower desirability for women to have these traits, they
are nevertheless not considered as less typical feminine traits. This is because as
women have moved into the workplace, they have taken on additional, non-traditional
roles. To perform these roles, they need to demonstrate many of the traits that are
traditionally considered as less important for them—to be highly intelligent, reliable,
persuasive, and so on. Women are seen as having the qualities prescribed by their
traditional gender roles, and also as having the qualities needed for their nontraditional
occupational roles—hence the disjunction between desirability and typicality for
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relaxed prescriptions. Since the above result is largely due to women’s moving into
the workplace, then there may be differences between the contents of four categories
for career women and those for housewives. Therefore, it is suggested that future
studies can focus on certain roles such as career women, housewives, and female
leaders and try to study the contents of gender stereotypes for that roles to understand
more about gender subtypes for each gender.
In addition, it was found that a number of traits that did not differ in their
desirability for women and men differed, nonetheless, in their perceived typicality.
That is, there is not higher desirability for men or women to have certain quality (such
as cynical), yet that quality is nevertheless considered as a typical masculine or
feminine trait. We had these traits listed, divided on general social desirability (those
for which ratings of social desirability averaged over or under 5) and whether they
were seen as more typical of women or of men. These results revealed that all of the
traits of higher desirability (those for which ratings averaged over 5) were seen as more
typical of women. On the other hand, we had the large number of the traits of lower
desirability (those for which ratings averaged under 5) that were seen as more typical
of men. Such a result is similar to that in Prentice and Carranza’s study. According
to them, these traits that have higher social desirability are considered as more typical
of women. Thus, it appears that women were seen more positively than were men and
a person. (Even though this study, as well as with Prentice and Carranza’s study, does
not confirm whether social desirability for these traits are positive, negative, or neutral,
we nevertheless assume that if general desirability for certain trait is averaged over 5,
then that trait is a positive one.)
Comparing the contents of each category in this study with those in Prentice and
Carranza’s study, the following was discovered. Regarding the categories for women,
it was found that most of the traits in relaxed prescriptions and relaxed proscriptions in
their study are categorized identically in the present study. (For example, in both studies,
traits such as smart, mature, and having leadership ability belong to relaxed
prescriptions; traits such as shy, emotional, and gullible belong to relaxed proscriptions.)
However, there is little correspondence between the traits in intensified prescriptions
for women in their study and those in the present study. (Only four of the traits in
intensified prescriptions in their study, which include qualities such as warm, loving
children, sensitive, and attentive to appearances, are categorized identically in the
present study.) And none of the traits in intensified proscriptions in their study is
categorized identically in the present study.
Regarding the categories for men, it was found that most of the traits in intensified
prescriptions, relaxed prescriptions, and relaxed proscriptions in Prentice and
Carranza’s study are categorized identically in the present study. However, of the
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traits in intensified proscriptions in their study, only the trait shy is categorized
identically in the present study. Therefore, through such a comparison, differences
between the two cultures’ expectation and conception of gender can be seen. For
instance, the trait flirtatious, which belongs to intensified prescriptions in their study, is
a relaxed proscription in the present study. This means that in American culture a
women is expected to be flirtatious, whereas in Taiwanese culture a woman are allowed
to be flirtatious. A trait can be thus differently desired by a culture. Therefore, the
contents of gender stereotypes are susceptible to cultures and are thus differently
conceived.
In the present study and Prentice and Carranza’s study as well, the focus is mainly
on the traits which show remarkable differences between desirability for men (or
women) and desirability for a person. Traits which do not show remarkable
differences between these two factors are ignored. However, these traits, which do not
show remarkable differences between desirability for men (or women) and desirability
for a person, nevertheless show remarkable differences between desirability for men
and women. Having these traits listed in Table 5, which are divided on general social
desirability (those for which ratings of social desirability averaged over or under 5), the
researcher found that of the traits which do not show remarkable differences between
desirability for women and desirability for a person, the traits whose ratings averaged
over 5 have higher desirability for women than for men. And the traits whose ratings
averaged under 5 have lower desirability for women than for men. Likewise, the
researcher had similar discovery for these traits (listed on Table 6) which do not show
remarkable differences between desirability for men and desirability for a person.
Therefore, even though these traits are ignored in both studies because of showing few
differences between the two factors, they nevertheless represent traits of higher
desirability for one gender as well as those of general social desirability. What do
these traits stand for? Do they constitute different degrees of prescriptions over men
and women? How can they be categorized? These questions are to be explored in
future studies.
Table 5
Traits that Did Not Differ in Their Desirability for Women and a Person, yet Differed in Their
Desirability for Men and Women

Emotional
Sympathetic
High self-esteem
Friendly
Individualistic
Radical
Dogmatic

P
7.33 a
7.49 a
2.61 a
7.75 a
3.47 a
2.18 a
2.39 a

M
6.41 b
6.33 b
4.30 b
6.33 b
4.99 b
3.21 b
3.71 b
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W
7.62 a
7.59 a
3.13 a
7.82 a
3.01 a
2.37 a
2.50 a

23
Clean
Kind
Polite
Expresses emotion
High self-esteem
Stubborn
Rebellious
Controlling
Spiritual
p<.01

5.69 b
5.37 b
6.81 b
4.88 b
6.37 b
3.92 b
4.18 b
4.41 b
5.69 b

7.35 a
6.89 a
7.70 a
5.65 a
5.12 a
2.77 a
2.74 a
3.05 a
6.95 a

7.71 a
7.35 a
7.56 a
6.04 a
4.77 a
3.16 a
3.07 a
3.04 a
7.10 a

Within each row, means not sharing a common subscript differ significantly.

Table 6
Traits that Did Not Differ in Their Desirability for Men and a Person, yet Differed in Their Desirability
for Men and Women

Responsible
Reliable
Aggressive
Gullible
Childish
Love Children
Conservative
Smart
Frigid
Self-disciplined
Suspicious
Forgetful
Intelligent
Wayward
Generous
Calm
Optimistic
Mature
Sense of Humor
Curious
Attn. to Appearances
Common sense
Efficient
Disciplinary
Emotional
Superstitious
Warm-hearted
Creative
Flirtatious

P
8.33 a
7.98 a
7.83 a
2.39 a
3.48 a
6.57 a
4.13 a
6.94 a
4.27 a
6.25 a
2.54 a
2.78 a
7.36 a
2.54 a
7.46 a
7.17 a
7.80 a
7.77 a
7.66 a
5.81 a
5.71 a
7.32 a
7.79 a
7.41 a
3.03 a
2.74 a
7.48 a
7.60 a
3.56 a

M
8.51 a
7.94 a
7.82 a
2.28 a
3.43 a
6.34 a
4.07 a
7.39 a
4.17 a
6.67 a
2.83 a
2.98 a
7.24 a
3.04 a
7.52 a
7.61 a
7.39 a
7.97 a
7.43 a
5.82 a
5.60 a
7.42 a
7.73 a
7.07 a
3.11 a
2.53 a
7.06 a
7.08 a
3.92 a

23

W
6.35 b
7.08 b
5.98 b
4.46 b
5.53 b
7.71 b
5.60 b
5.17 b
5.58 b
5.50 b
3.53 b
3.72 b
6.22 b
4.32 b
6.58 b
5.99 b
6.76 b
6.77 b
6.00 b
5.25 b
7.18 b
6.24 b
6.09 b
6.03 b
4.38 b
3.92 b
6.37 b
6.10 b
5.49 b

24
p<.01

Within each row, means not sharing a common subscript differ significantly.

The participants of this study are mainly undergraduates. Even though the
instructions require that the participants write down their judgments of how society
evaluates each of the characteristics rather than their personal opinions, they are
nevertheless not a representative sample of Taiwanese society by any means.
Therefore, to render the results of the study more representative, the researcher will
have non-student participants (of all ages) in future studies to study their expectation
and conception of gender. In spite of this limitation, the present study nevertheless
breaks away with traditional approaches to gender stereotypes by using Prentice and
Carranza’s four-category framework to understand more deeply about the contents of
gender stereotypes and divide these stereotypes into four categories for men and
women alike.
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Abstract

The purpose of this study is to examine the impact of the timing of interaction (synchronous or
asynchronous) and structure of interaction (non-structured vs. moderated) provided by on-line resources,
tools, and activities on students’ quality of discussion, attitudes, and motivations in an online course.
Problems arose as how to decide the significance of the three factors: timing of interaction, structure of
interaction, timing and structure of interaction that impact students’ quality of discussion, motivations, and
attitudes. Participation was voluntary and participants were asked to take a motivation and attitude survey.
The data of covariates from the field notes and quality of discussion tests after instruction were collected by
the instructors and the researchers. The quality of the discussion was analyzed according to qualitative
analysis. The byproduct of this online discussion gave the index of students’ motivations and attitudes.
The Component Factor and MANOVA analyzing results show that there is a significant mean difference in
undergraduate students’ attitudes as measured by a post treatment survey in relation to timing and structure
of interaction.

Introduction

There is an enormous amount of information sources available through the Internet. Communication
technology is progressing rapidly in e-mail, newsgroups/discussion groups, annotations, chat, Multi-User Domain
(MUD), MUD's Object Oriented (MOOs), multimedia-enhanced MUDs and MOOs (known as WOOs), and 3D
virtual space (Adelsberger, Collis, & Pawlowski, 2002). In order to satisfy synchronous communication, an
important design factor is to adjust both the sender and the receiver to the same pacing. Therefore concurrent
engineering and multidisciplinary engineering are merging their functions in response to many needs and
considerations. In educational instructional technology, it is difficult to find published research about the timing
and structure of the interaction between an instructor and a student, what and impacts student quality of discussion,
motivation, and attitude.
Distance education is not a new phenomenon. Historically, distance education dates back to the advent
of the written word and was utilized to instruct church members at a distance in the 1st century. More recently,
the development of modern communication technologies correlates directly with the advancement of the use of
distance education, particularly in higher education settings. Video-based technologies, desktop conferencing,
and the World Wide Web (WWW) are being utilized to reach traditionally underserved populations and expand
the reach of universities beyond geographical boundaries. Based on the emergence of electronic classrooms,
Simonson (1995) suggested the following redefinition of distance education:
Distance education implies formal, institutionally based educational activities where the teacher and
learner are normally separated from each other in location but not normally separated in time, and where
two-way interactive telecommunication systems are used for sharing video, data, and voice instruction.
(Simonson & Schlosser, 1995, p. 13)
Investments in privately held distance-education companies in postsecondary-education are $897
million in 2000, $167 million in 2001, and $92 million in 2002 with the intent of increasing student
enrollment and subsequently university tuition revenues (The Chronicle of Higher Education, date: May 2,
2003). Putting course materials online is currently a popular method in distance education. In order to put
course material online, MIT University expects to spend $100 million for a seven-year project. (The
Chronicle of Higher Education, date: Dec. 06, 2002). Operating on the principle of "if you build it, they
will come," institutions of higher education rushed to transfer courses to the Web resulting in an abundance
of web-based courses, which were virtually online correspondence courses, providing textual information
but little or no interaction among students and peers or between students and the instructor.

Interaction

Figure 1.1 summarizes the five interactions, structure, and timing of interaction, study output, and its
feedback into the first category of interaction.
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Figure 1.1: Study Structure
In an online environment,
interaction may occur either
synchronously or asynchronously.
There are benefits and problems
associated with synchronous and
asynchronous discussions.
Before we divide the discussion as
asynchronous and synchronous,
the benefits and problems are
described in a common base.
Asynchronous online
discussion can integrate resources
and it is better than minimizing
time and space constraint (Dennen,
2002). When technology is integrated with discussion (i.e. deliver discussion by Internet and aid face to face
traditional classroom with technology) the discussion can be recorded and reviewed by both the instructor and the
students.
Generally speaking, discussions with technology are not bound by space and time (Reiss, 2002). The
audience is broadened to authentic professionals and people with disabilities.
Asynchronous discussion allows students to take time to reflect before responding to questions. This
kind of discussion has flexibility to let students have their own pace of learning to meet individual needs.
Synchronous discussion is more like a traditional face-to-face classroom. The instructional activity
online is synchronized to take place via WWW network. Synchronous discussion will reduce the physical
problems of holding discussions and lectures. As teacher led (facilitated) discussions versus unstructured
discussion, an instructor may assign synchronous and asynchronous questions with or without structure
interaction. The guidelines for instructor are “explaining misunderstandings, giving elaborations or
simplification, drawing analogies, and suggesting supplementary readings” (Waltii, 2000).

1.
2.
3.
4.

Research Questions
This study answered the following research questions.
What impact will the timing of interaction and the structure of interaction have on students’ quality of
discussion?
What impact will the timing of interaction and the structure of interaction have on students’ attitude?
What impact will the timing of interaction and the structure of interaction have on students’ motivation?
Is there an interactive effect between the timing and the structure of interaction on quality of discussion,
attitudes, and motivations of undergraduate students in an online technology class?

World Wide Web (WWW)
Humans have a natural tendency to look for new things and accessing the WWW is one of the ways to satisfy this
purpose. Once they believe that information, entertainment, and communication can be successfully gotten from
the WWW, they are more likely to use it. The WWW provides communication protocols for peers and
instructors and the need for social motivation comes after. A webpage menu is a direct interface from the WWW
and resembles a map for browsing. The speed of browsing and searching is an important factor for effectiveness
in finding resources for teaching and learning purposes. The packaging of resources has different qualities for
different subjects and different delivery methods. Therefore, expert guidance is needed to utilize those online
resources properly. Distance education online can provide accessing those resources for individuals of different
ages who have different controls of pace and time. Most online needs for education come from students and
academic services, technical help, time spent in delivering a course, instructor’s role shifting, a students'
discussion area, and a career center. To be a success on the web, distance education needs fuller support and not
just supplementary support. Interaction is one of the success factors from collaboration in distance learning.
Cognition comes from interaction and causes significant differences in e-learning. For a stronger attitude
favorable toward educational use of the WWW, one needs to understand the web's features and the use of those
features to accomplish learning and instructional methods. During learning, self-efficacy can combine with
Internet use, academics, and self-regulated learning to promote search-test and written-test performances. The
following ten articles contribute to the above findings. Those contributions include motives to utilize the WWW
(Wolfradt, 2001), attitudes toward the WWW (Yu, 2002), attitudes toward web as a resource (Large, 2000;
Ebersole, 2000), motives for taking Distance Education (DE) (Roblyer, 1999), factors for success in DE
(Eastmond, 2000), interaction as a factor in success in DE (Ben-Jcob, 1998), attitudes toward e-learning (Duggan
1999; Romi et al., 2002), and self efficacy in WBI (Joo, 2000).
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In UWE Wolfradt and Jörg Doll’s article, although Germany has a different school system than the US, a
sampling from a German high school is relevant to general U. S. university study. This article divided men and
women into two groups but found no difference between them in the social factors of schoolmates and teacher
expectations. The implication of this study was that “interpersonal communication motives play only a minor
role.”
This implication is not true, however. In Table 3, there are six communication motives: online
information searching in general, web surfing, online information searching for schools, downloading software,
webpage activities, and playing games. Most of these items have no two-way communication definition at all.
Actually, visiting chat-rooms and sending e-mails show significant results and these are reflected in Table 1
Social factor had a significance for communication. Information motives for visiting a chat-room and sending an
e-mail have negative results which cannot be applied in the instructional design. After instruction design is
added for chat and thread, the functions should be changed from conflicting to be compatible. Students will
exchange information from chat rooms and interact with each other.
In Beyong-Min Yu and Seak-Zoom Roth’s article, the authors stated that “one week was allowed to
lapse between the first and second session to remove any memory effects for all participants.”
The effects of the consecutive three treatments by the same person were not removed by the memory lost
but by the random assignment to the different sessions. Each treatment evenly received samplings from three
different time steps (or different consecutive treatments), so no effect from the previous treatment on the current
treatment was based on the same probability of six different consecutive treatments. The 15 tasks were the
events of the treatment. The authors did not convince the reader about the effects of menu design on users’
attitudes because there was no data about F-value (F(1, n)) to tell the difference in terms of participant perceived
appeal and disorientation among a pull-down menu, simple selection menu, or pull-down menu combined with
global and local menu. Thus, this article may not provide enough information to support its conclusion. Yu
concluded that pull-down menus provide the most flexible path mechanism and produce the quickest searching
time; the global and local menus provide structural information and content information and produce the quickest
browsing time, which encourages this researcher to explore the impact of timing and structure of interaction on
students’ quality of discussion, motivations, and attitudes.
In Andrew, Large, and Jamshid, and Beheshti’s article, the authors make no attempt to form two
subgroups from the pragmatists. There should be another group called pragmatists using tradition as an aid.
The authors pose the question, “Can the students be relied upon to answer the questions honestly?” Using
inter-rater reliability from teachers and research assistants can solve this question. Another solving method is to
use a different time and situation to ask similar questions.
In M. D. Roblyer’s article, “If you are faced with a choice of two sections of a course, on DL and one
FTF, describe the issues and concerns you would consider and what would likely be your decision.” “Why are
these issues and concerns important to you?” two interview questions about decision making were applied to the
discussion questions for the complex thinking process.
In Dan Eastmond’s article, peer behavior – such things as providing positive feedback, participating
online, responding directly, and exchanging short, focused messages – were guidelines for responses of students
in online discussions. Other learning strategies such as setting goals, individualizing assignments, reflection, etc.
were used in synchronous with conference. Other successful factors were academic integration, intrinsically
motivated, asynchronicity, multiple conversations, interactivity, information loading, pacing, and learning
strategies.
In M. G. Ben-Jacob and D. S. Levin’s article, collaborative learning is a critical success factor in distance
education. Collaborative learning supports active learning when the learner is actively engaged in the creation of
knowledge. Chat and discussion thread in this study provided the technology for active learning.
In Ramat Gan’s article, MANOVA analysis was used to decide if there was a difference in attitude
toward computers between dropout and normative adolescents. The same MANOVA analysis was used to
decide if there was any difference between four groups of the students’ quality of discussion, attitudes, and
motivations after treatments.
In the article by Ashley Duggan et al, the ANOVA analysis results showed that discussion and sharing
class-related information was significant. Consulting with the instructor and classmates, using e-mail, FTP, and
forwarding were all significant. Educational use of the Internet caused significant interaction between peer and
peer, learner and instructor.
In the article by Young-Ju Joo et al, path analysis revealed students’ self-efficacy for self-regulated
learning positively related to their academic self efficacy, strategy use, and Internet self-efficacy. In the model
of complex thinking, prior to formal concept analysis, the path analysis was used to test this model.
Interaction is one way to enhance the approximate developing zone of one person. The next section of this
chapter introduces how interaction functions in the technology mediation.
Technology Mediated Interaction
The research in this area is very sporadic in different fields. The interaction may come from the
interface between the person and computer or the person and the Internet. What is of the interest and relation to
this study is the research related to instructional methods. The environment for the study will have a group
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person study together like a traditional classroom, even though they are scattered around in different places and at
different times. This type of interaction in a group is called conferencing. When instruction is delivered via
Internet, it is called web-based conferencing or computer conferencing.
The research that satisfied the conditions of instruction methods, group interaction, and web-based
environment and focused on students’ quality of discussion, attitude, and motivation are not many. Bonk, et al.
(1998) used heavy scaffolding (HS) and weak scaffolding (WS) as the instructional method to gather data. The
HS and WS are what this study is calling structured and unstructured so this fits very nicely with what this study is
doing. Bernard et al. (2001) used the type of moderator intervention (TMI) as instructional method which also
fits nicely to the structure of interaction. After the HS training, the significant one is the subset of fifty-eight
cases in which students wrote longer cases during the second three week conference than during the first three
weeks. Although the total thread length approached significance, it once again favored the second session. For
the case structure or case quality, the analysis of student case structures from two instructors and T-test showed
significantly favored the WS group. From student survey findings: 1. Students found the COW conferencing
system to be easy to use, 2. Seventy percent of them agreed that it helped gain an appreciation for the opinions of
others. 3. However, they did not feel that their knowledge of educational technology psychology increased as a
result of the conferencing, nor did they feel less isolated when observing in the field. This survey finding 3 did
match with the training result -- the quality of case is from WS. From this finding, the inference used for this
study is that attitude is correlated with quality of discussion. Also finding 2 showed that motivation is correlated
with quality of discussion. How big the proportion and the relationship between the three dependent variables
will be part of this study – an approach from another analytical method. The other finding was that instructor
mentoring was focused on high level questioning, course related advice, and case specific feedback. That is why
higher order thinking is emphasized in this study to promote quality of discussion.
In the TMI approach, the findings are that there is no relationship between GPA and assignment treatment, and
high TMI match with GFS choice of partner did not do better than other group conditions. The TMI Low/GFS
Random had coefficient of variance 12% and adjoins mean 83.24 - highest. Also high TMI did not affect the
groups that were randomly assigned or not. Also, TMI low with GFS Random was far better than TMI low with
GFS Choose. These results infer that the random assigned students to different groups will help achieve a higher
score in this study. In the idea units’ contribution, a significant interaction was found between the two groups,
GFS and TMI, and GFS had the main effect. Also in this idea units results, in the TMI Low/GFS Random group,
the within group factor – collaborative activity (CA) -- the proposal activity was supercede the debate activity.
This finding suggests the collaboration advantage within the group interaction.
This section adds the instructor or interaction between learner/instructor or learner/superior peer into the
WWW. Ruberg explained the higher level of questions’ impact on learner’s accomplishment and Marttunen
designed four modes of e-mail argumentative groups. These are the evaluation of the content of instructional
material and surely the most important for every course. Russell’s pair grouping and virtual space on the Internet
and Vincent’s collaboration from client/server and theory questions support interaction. Järvelä’s level of
discussion, Hara’s social cognitive and metacognitive dimension, and Lipponen’s density/centrality of network
provide the interaction analyzing methods. Group assignment in this study will foresee Stephens’ team
cohesiveness, Jesen’s positive interdependence, Harris’s ways of communication, Craig’s unstructured
collaboration in large group, and Bernard’s group formation strategies. As focus shifts to the instruction, Bonk’s
instructional scaffolding and peer mentor, Bernard’s level of tutor involvement, Ahern’s role of teacher all will
impact interaction. When this study comes to the stage of analyzing results, Handric’s ice-cream production and
Hathorn’s ranking of collaboration will help to set a criteria for instructor quality of discussion. Since
motivation is the target of this study, Kamb’s peer-status and self-efficacy and Bures’s computer attitude,
computer anxiety, computer conferencing satisfaction will impact the motivation result. Because motivation can
be the initial status of the learner, Rahikainen analyzed the motivational presuppositions. The last target is
attitude. O’Reilly’s attitudes toward assessment requirements will give the criteria for the attitude and McIsaac’s
course evaluations will give the criteria for quality of discussion (student and teacher perception of interaction).
Clay-Warner’s rating of Current LearnLink (LL) experience provides methodology insight. A need exists to
integrate those findings from literature review and to implement a methodology that has the ability to integrate
attitude, quality of discussion, and motivation from interaction. According to the assumptions of Chapter I,
interaction may have two major components that are structure and timing.
Description of the Study Participants
This study took place in a large research institution in the Southwest United States. The subjects were
undergraduate students enrolled in a computer applications course. This class incorporated word processing,
electronic spreadsheets, database, Internet, desktop publishing and computer graphics, presentation graphics,
productivity software, and computer application skills. At the end of module 5, the Internet, students voluntarily
took motivation, attitude, and quality of discussion measurements. Before the discussion treatments started,
some training manuals on how to use thread discussion and a chat room were given. The students were told they
would receive a free gift of higher order thinking guidelines after they finished the survey. A randomized
design was used to assign participants to each of the four treatment groups. There were 13, 3, 4, and 7 responses
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for four groups. This sample size allows for differences to be detected between treatment levels of 1.5 deviations,
95% confidence level, and 0.8 powers. (Hinkle, 1983) There is no limit on the maximum number of subjects.
Materials
The instruction for this study occurred in two phases. Phase one was the same for all treatment groups.
One module from EDIT 2318, a computer application course, was used. The material was designed for
independent study and includes contents, activities, and assignments. The contents were societal, ethical, and
legal issues concerning the Internet and World Wide Web. The activities involved responding to 15 questions, and
substantiating arguments with evidence found in the copyright learning resources that inform decision making,
and creative ideas. The assignment was a final project to describe general copyright issues and fair use
guidelines. Questions were raised related to critical thinking, creative thinking and complex thinking, as found
in the Digital Millennium Copyright Act. All groups were presented with the same discussion questions to
create reflective interaction. Synchronous groups discussed these questions during real time chat, facilitated by a
WebCT interface. Asynchronous groups were given three days to post discussions to a threaded discussion
board also facilitated by WebCT interface. Non-instructor guided groups were required to post and were led by
students. Moderated groups received prompts and feedback to encourage higher order thinking.
Instrumentation
Three instruments were used for this study to collect data related to both independent and dependent
variables. These instruments are (1) Quality of discussion analysis, (2) Motivation survey, and (3) Attitude
survey.
Quality of discussion Analysis
Higher order thinking was measured by rating discussions. This discussion product was taken from a 15
open questions discussion. Two raters did the discussion rating work. The consistency of the observations over
raters can be reflected from the inter-rater reliability coefficients which is 0.65 in the pilot study and bellow 0.4 in
Summer II. There were three steps to the analysis of the discussion.
The first step of the analysis was the use of the Integrated Thinking Model (Iowa Department of Education,
1989). Incorporating Higher Order Thinking in eleven questions were used to do the quality of discussion.
44 items are categorized into basic thinking, critical thinking, creative thinking, and complex thinking
related to the higher order thinking processes were used to code the frequency.
The second step of the analysis was the variables construction. Variables construction was used to find out
what dominant factors impact on
students’ motivations and attitudes.

Quality of
discussion

Attitude

Motivation

N=13
students

Table 3.4: Tools’ Reliability from Realistic Data
subscales
Items

Reliability Statistics
Cronbach's Alpha
Summer I

Reliability Statistics
Cronbach's Alpha
Summer II

Intrinsic Goal Orientation
Extrinsic Goal Orientation
Task of Value
Control Learning & Beliefs
Self Efficacy of Learning and
Performance
Test of Anxiety
Total
WWW Discussion Anxiety

4
4
6
4
8

0.678
0.736
0.789
0.789
0.814

.763
.62
.85
.69
.77

5
31
10

0.669
0.895
0.936

.506
.883
.813

WWW Discussion Confidence
WWW Discussion Liking

10
10

0.935
0.900

.856
.889

Total

30

0.958

.909

Critical Thinking
Creative Thinking

Text Coding with
Cohen’s Kapa 0.63

Complex Thinking
Basic Thinking
Participants

5

Text Coding with Cohen’s
Kapa 0.244

Participants were selected from three summer courses offered at a major institution of higher education in
the southwestern United States. The average age of the participants was about 21 years of age. Twenty-eight
responses out of 76 participants were from the Introduction to Computers and Technology courses and two were
from an Electronic Media and Communication course for Mass Communication. From the syllabus of the
Introduction to Computers and Technology, this research was carried out after the Internet Application was taught
and before the Publishing Software Application was introduced. The Digital Millennium Copyright Act
discussion was at an appropriate time for students to ponder the legal issues. In the Electronic Media and
Communication course, the ethical issues were included in students teaching topics. Participation was voluntary
and the participants took both the motivation and attitude measure scales. The online discussion data was then
recorded. The participants’ salient demographic information is presented in Table 4.1
Table 4.1: Demographic Data
Variables

Participants
Responses (N=27)

Mean

Standard
Deviation

Summer I
Age
13
20.85
3.236
Prior Chat Experience1
12
1.67
.651
12
1.25
.452
Prior Thread Experience1
GPA2
13
3.31
.947
Perceived Computer Experience Level 3
12
5.75
1.865
Summer II
Age
14
21.29
1.816
Prior Chat Experience
12
2.08
.793
Prior Thread Experience
12
1.75
.754
GPA
14
3.43
.756
Perceived Computer Experience Level
14
6.5
1.951
Total of Summer I and II
Age
27
21.07
2.556
Prior Chat Experience
24
1.88
.741
Prior Thread Experience
24
1.5
.659
GPA
27
3.37
.839
Perceived Computer Experience Level
26
6.15
1.912
1. Prior Chat/thread Experience (1 no, 2 some, 3 many),
2. GPA (scale1 is GPA below 2.0; scale 2 is GPA 2.0-2.49; scale 3 is GPA 2.5, 2.99; scale 4 is GPA 3.0-3.49;
scale 5 is GPA 3.5-4.0)
3. Perceived Computer Experience Level (scales 1, 2, 3 are Beginner 1, 2, 3; scales 4, 5, 6, 7 are Immediate 1, 2,
3, 4; scales 8, 9, 10 are Advance 1, 2, 3)
The sample’s gender distribution for the participants was 52% male and 48% female. The ethnic background of
participants consisted of five (18.52%) African-American subjects, four (14.81%) Hispanic subjects, fifteen
(55.56%) Caucasian subjects, and three (11.11%) others. Both experience of prior to the World Wide Web
thread and chat discussion affected students’ motivation and attitude measurements. Perceived computer
experience level is a measurement of the fluency of computer learning, and correlation 0.351was found to be
moderate correlated with the confidence measurement. The distributions of professional knowledge/expertise
showed significant differences between Summer I and Summer II (see Table 4.B). In Summer I, most students
were majoring in basic skills/elementary teaching and social science. In Summer II, most of them majored in
multiple disciplines with English language arts, then basic skills/elementary teaching, and finally social science
being the most common majors. All of the voluntary students from EDIT 2318 in Summer II were randomly
assigned to a synchronous instructor-led group. The students from Electronic Media and Communication were
randomly assigned to an asynchronous instructor-led group.
The response rate was low because non-guided chat from any place is difficult for students. Under
small number of students’ chat, the survey return to the researchers was little in the Summer I.
Research Variables Descriptive Statistics
The descriptive statistics are listed in Table 4.2 and Table 4.3. The motivation survey scales included six latent
factors that were categorized into three broader areas: (1) value (intrinsic and extrinsic goal orientation, task
value), (2) expectancy (control beliefs about learning, self-efficacy for learning and performance), and (3) affect
(test anxiety). These six components appear in Table 4.2 and Table 4.3. (Pintrich, 1991) Table 4.2: Motivation
with timing and structure as single independent variables
Table 4.2: Motivation with timing and structure as single independent variables
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Synchronous
N=16

Timing
Asynchronous
N=11

Instructor-le
d
N=17

Total

Structure
Non-guided
N=10

Total

X
SD
X
SD
X SD
X
SD
X
SD
X SD
1
14.1 3.5
14.6 3.1
14.8
3.0 11.4
2.7 13.6 3.3
13.6 3.30
2
12.8 3.7
13.4 3.3
13.6
3.3 10.7
3.2 12.5 3.49
12.5 3.49
3
20.0 5.8
20.4 6.0
20.6
6.1 17.2
3.8 19.4 5.56
19.4 5.56
4
15.3 3.2
15.0 3.8
15.1
3.9 13.7
2.2 14.6 3.39
14.6 3.39
5
30.3 5.2
29.5 5.6
30.1
5.2 24.9
5.0 28.2 5.61
28.2 5.61
6
12.0 3.2
12.6 3.0
12.4
2.9 13.7
4.5 12.9 3.58
12.9 3.58
1: Intrinsic Goal Orientation; 2: Extrinsic Goal Orientation; 3: Task of Value
4: Control Learning Beliefs; 5: Self efficacy for learning and performance; 6: Test of Anxiety
Table 4.3 is a 2 x 2 design that comprises four groups. The total mean and
standard deviations of Table 4.2 are from 96 items of synchronous discussion, 66 items of asynchronous
discussion, and 108 items of an instructor-led discussion and 54 items of a non-guided communication.
Table 4.3: Motivation with timing and structure as two independent variables
Timing
Synchronous chat
Asynchronous thread
N=16
N=11
Structure
Structure
Instructor-le
Instructor-led
Non-guided
Non-guided
d
N=13
N=3
N=4
N=7
Six components
X
Intrinsic Goal Orientation
15.2
Extrinsic Goal Orientation
13.7
Task of Value
21.0
Control Learning Beliefs
15.15
Self efficacy for learning and 31.2
performance
Test of Anxiety
11.6

X

X

X

SD
2.9
3.4
6.0
3.5
4.6

9.7
8.7
15.7
15.7
26.3

SD
2.5
2.3
1.5
2.5
7.0

13.8
13.3
19.5
15.0
26.8

SD
3.5
3.4
7.1
5.7
6.2

12.1
11.6
17.9
12.9
24.3

SD
2.6
3.3
4.4
1.6
4.3

2.8

13.7

4.9

15.0

1.8

13.7

4.8

In Tables 4.4 and 4.5, attitude measurement toward the WWW discussion scale was derived from the
validation studies of the Computer Attitudes Scale (Greessard, C. P. & Loyd, B. H. 1985). The data was
obtained from the same students that were measured by motivation scales. The attitude scale has three subscales,
which are anxiety, liking, and confidence. The number of participants, average mean, and standard deviation of
descriptive statistics of attitude are listed in Table 4.4 and Table 4.5. In those tables, the statistical mean,
standard deviation of WWW discussion anxiety, confidence, and liking are provided.
Table 4.4: Attitude with timing/structure as independent variables
Timing
Synchronous
N=16

Asynchronous
N=11

Structure
Instructor-led
N=17

Total

Non-guided
N=10

Total

SD
X
SD
X
SD
X
SD
X
SD
31.9
6.1
39.19
9.5
44.3
30.5
8.2
8.2
5.9
28.9
5.6
34.93
8.9
39.1
27.9
7.3
8.5
7.0
28.2
8.1
31.15
8.9
33.9
26.5
6.5
9.1
9.2
7: WWW discussion Anxiety; 8: WWW discussion Confidence; 9: WWW discussion Liking
7
8
9

X

X

44.2
39.1
33.2

39.2
34.9
31.2

Table 4.5: Attitude with timing and structure as two independent variables
7

SD
9.2
8.9
8.9

Synchronous
Instructor-led
N=13
Three components
7
8
9

X
46.9
41.5
35.2

SD
3.3
5.5
8.9

N=16
Non-guided
N=3

X
32.3
28.3
24.3

SD
13.3
12.1
2.1

Asynchronous
N=11
Instructor-led
Non-guided
N=4
N=7

X
35.8
31.0
29.5

SD
4.0
5.6
9.9

X
29.7
27.7
27.4

SD
6.2
5.6
7.6

Larger scale values on the anxiety question means less anxious than a smaller scale value. From Table
4.4, the synchronous group is 12.3 larger than the asynchronous group. This means the synchronous group had
less anxiety than the asynchronous group. When the synchronous group was divided into instructor-led and
non-guided groups, the findings were that the instructor-led group had less anxiety (14.6) than the non-guided
group. For the asynchronous condition, the anxiety difference was 6.1 between the instructor-led and the
non-guided groups. Anxiety has subjective causes, such as a learner feeling aggressive and hostile toward the
WWW discussion, as well as objective causes, such as the discussion making a learner feel uneasy and confused.
In the pivotal point between environment and learner interaction, anxiety may also come from a learner’s
judgment of the action taken.
Regarding confidence, the synchronous group had 10.2 more confidence than the asynchronous group.
This difference comes from a timing factor; for example, question 5 asks “When there is a problem with WWW
discussions that I can’t immediately solve, I would stick with it until I have the answer.” Apparently, the
asynchronous group didn’t have immediate feedback from the instructor and the willingness to stick with a
problem was reduced. Another timing factor comes from question 7 which states that “Once I start to work with
the WWW discussion, I would find it hard to stop.” Because the chat requires interaction within a short period of
time and the interaction time was not very long, the chat discussions were found to be harder to stop than the
thread discussions. The instructor-led discussions caused a confidence difference that was shown in question 9:
“If a problem is left unsolved in a WWW discussion, I would continue to think about it afterward.” The
instructor-led discussion provided more sources for unsolved problems than the non-guided group.
The third instrument used was an integrated thinking model with four thinking
components which include content/basic, critical, creative, and complex thinking processes that were rated by two
persons. The inter-rater reliability was 0.63 in Summer I and 0.244 in Summer II, which was below the
acceptable level of 0.7. This integrated thinking model was used to answer the first research question.
Results for Research Question One
What impact does timing of interaction have on quality of interaction, attitude, and motivation of
undergraduate students in an online-technology class? See findings in the following section.
Synchronous Instructor-led Discussion
Fourteen questions were used during a discussion. The instructor picked 7 out of 15 questions and
followed them sequentially to lead the online discussion. These were because of time limitation and because the
instructor thought those questions were more related and would encourage student discussion. The discussion in
Summer II had a low inter-rater reliability but it was appropriate for qualitative statistics, therefore, the findings
from two raters were listed individually. In order to find out if integrated thinking occurred when time increased,
the time was divided into three timing sections: Time 1 had 9 minutes; Time 2 had 14 minutes; and Time 3 had
13 minutes. The rating of one doctoral student is listed in Table 4.6.
Table 4.6: Type of integrated thinking model in summer II discussion (rater 1)
Content/Basic
Critical
Creative
Complex
Thinking
Thinking
Thinking
Thinking
Time 1
11(55 %)
9(45 %)
0
0
Time 2
38(38 %)
33(33 %)
23(23 %)
6(6 %)
Time 3
69(57.5 %)
36(30 %)
15(12.5%)
0

Total
20(27%)
100(44%)
120(37%)

In order to differentiate the discussion between integrated thinking and greeting, the percentage of the
total is counted as the number of coding text divided by the number of the total number of responses in Table 4.6.
The unit of coding is a response from each person. If the response is not classified in any of the four categories,
no coding is entered. As time increased, the total amount of integrated thinking increased from 20 to 120. Time
2 has the highest percentage of integrated thinking coding, which is 44%. Another rating was from a doctor and is
listed in Table 4.7.
Table 4.7: Type of integrated thinking model in Summer II discussion (Rater 2)
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Time 1
Time 2
Time 3

Content/Basic
Thinking
1(2.7%)
0
0

Critical
Thinking
33(89.2%)
80(68.4%)
38(48.7%)

Creative
Thinking
0
0
0

Complex
Thinking
3(8.1%)
37(31.6%)
40(51.3%)

Total
37(50 %)
117(51 %)
78(24 %)

In Table 4.7, the quality (complex thinking) of integrated thinking increased from 3 (8.1%) to 40 (51.3%).
The categories with the same response/time slope in both tables are critical thinking (the slope decreases with
passing time) and total amount (the slope ascends and descends between Time 1 to Time 3). From these findings,
it can be generalized that the discussion would involve more critical thinking in the beginning. As the time
increased, the time spent in critical thinking decreased and the time left was used to do creative or complex
thinking because complex thinking requires critical thinking first. The imbedded biasing may decrease if a third
person’s rating is applied.
Synchronous Non-guided Discussion
Response coding is listed in Table 4.8 by two different raters according to the integrated thinking model.
Table 4.8: Type of integrated thinking model in Summer I non-guided synchronous discussion
Raters
Time
Content/Basic
Critical
Creative
Complex
Thinking
Thinking
Thinking
Thinking
Rater 1
First Day
5
3
1
0
Third Day
4
3
0
0
First Day
0
3
0
2
Rater 2
Third Day
0
3
0
1

Total
9/69
7/32
5/69
4/32

In Tables 4.8, both raters show that the proportion of integrated thinking (total) increased from the first
day to the third day. Both raters gave the same critical thinking coding.
Asynchronous Non-guided Discussion
In Tables 4.9 and 4.10, for the asynchronous non-structure discussion group, the questions answered in
non-guided asynchronous groups were answered in a random way compared with the synchronous instructor-led
group. Questions’ sequential number appeared randomly according to the first, second and third day’s log files.
Tables 4.9 and 4.10 again show almost the same number for critical thinking on three days. Only the
first day has two differences in the coding of critical thinking. Coding for complex thinking appeared two times
for rater 1 and three times for rater 2. The thread discussions have almost total coding, which meant that online
thread discussion is appropriate for structured thinking.
Table 4.9: Type of Integrated Thinking Model in Summer I Non-structured Thread discussion (rater 1)
Content/Basic
Critical
Creative
Complex
Total
Thinking
Thinking
Thinking
Thinking
First day + Sunday
2
13
0
0
15/15
Second day (6/21)
0
2
0
0
2/2
Third day (6/22)
6
14
0
2
22/22
There were eight codings in the content/basic thinking which the rater commented as accepted knowledge
or basic thinking with no elaboration, given reason, or explanation. For complex thinking, the rater’s comments
were identifying the issue (sensing the problem). For critical thinking, the rater gave the comments as
classifying logical thinking, assessing information, inferring deductively (logical thinking), assessing information
(compare and contrast), inferring recognizing patterns, identifying assumption, and recognizing fallacies.
Table 4.10: Type of Integrated Thinking Model in summer I Non-structured Thread Discussion (Rater 2)
Content/Basic
Critical
Creative
Complex
Total
Thinking
Thinking
Thinking
Thinking
First day + Sunday
0
15
0
0
15/15
Second day (6/21)
0
2
0
0
2/2
Third day (6/22)
0
14
4
3
21/22
The rater commented generating knowledge (creative thinking) as elaborating, hypothesizing. In the
critical thinking part, the rater assessed logical thinking, identifying the main idea, identifying the causal
relationship, assessing information, and logical thinking. For complex thinking in the integrated thinking model,
the rater coded the message as assessing consequence, comparing/contrasting, identifying causal relationships,
and choosing a solution.
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Asynchronous Instructor-led Discussion
The structured discussion groups listed in tables 4.11 are by the same raters as those during Summer I.
Table 4.11: Type of Integrated Thinking Model in Summer I Discussion
(Structured Thread)
Raters
Time
Content/Basic
Critical
Thinking
Thinking
Rater 1
Third day (6/22)
0
4
Rater 2
Third day (6/22)
0
1

Creative
Thinking
1
2

Complex
Thinking
4
6

Total
9/9
9/9

Comparing 4.11 with 4.9 and 4.10, the structured group has a higher proportion of complex thinking than the
non-structured group.
Variables Construction
Because the quality of discussion was in a developing stage and the instructors pointed out that every student
would get a passing grade if he or she attended the discussion, the test of anxiety was removed from analysis.
The test of anxiety had a low cross correlation with the other five subscales and was found to not satisfy the
assumption of homogeneity among five motivations subscales. (Table 4.12) Based on Pintrich’s motivations
subscales and Fennema ‘s attitudes subscales, in Table 4.12, the first component is attitudes and the second is
motivations. Thomas and Znaniecki (1918) defined attitude as “A mental and neural state of readiness,
organized through experience, exerting a directive or dynamic influence upon the individual’s response to all
objects and situations with which it is related.” Self efficacy is defined as including “judgments about one’s
ability to accomplish a task as well as one’s confidence in one’s skills to perform that task” (Pintrich, 1991, p13).
Judgment about one’s ability and confidence in one’s skill are mental and neural states of readiness. Therefore,
self efficacy for learning and performance was selected as one of the attitudes. (Table 4.13)
Table 4.12: Levene's Test of Equality of Error Variances (a)
F
df1
df2
Sig.
Intrinsic Goal Orientation
.366
3
23
.778
Extrinsic Goal Orientation
.121
3
23
.947
Task of Value
2.020
3
23
.139
Control Learning Beliefs
2.206
3
23
.115
Self Efficacy for Learning and Performance
.769
3
23
.523
Test of Anxiety
2.834
3
23
.061
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. (a) Design:
Intercept+timing+structure+timing * structure
Table 4.13: Two clusters of variables for attitudes and motivations
Component
Attitudes
Intrinsic Goal Orientation
Extrinsic Goal Orientation
Task of Value
Control Learning Beliefs
Self Efficacy for Learning and Performance
WWW discussion Anxiety
WWW discussion Confidence
WWW discussion Liking

Motivations
*
*
*
*

*
*
*
*

Results for the Second and Third Research Questions
What impact will the timing of interaction and the structure of interaction have on students’ attitudes and
motivations?
From a multivariate test with the design of “timing of interaction + structure of interaction +
timing of interaction * structure of interaction,” the results for the effect of timing are, Wilks Lambda = 0.629, F(8,
16) = 1.178, p = 0.37; for the effect of structure, Wilks Lambda = 0.227, F(8,16) = 6.823, p = 0.01; and, for the
effect of timing interacting with structure, Wilks Lambda = 0.42, F(8, 16) = 2.757, p = 0.04.
From the Univariate ANOVA, there are five parts that have made significant impacts: (1) the structure
of interaction has impacted students’ intrinsic goal orientation, (2) the structure of interaction has impacted
students’ extrinsic goal orientation, (3) the timing of interaction has impacted students’ WWW discussion anxiety,
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(4) the structure of interaction has impacted students’ WWW discussion anxiety, and (5) the structure of
interaction has impacted students’ WWW discussion confidence.
Table 4.14: Multivariate Analysis of Variance Summary for the Impact of Timing and
Structure on Students’ Attitudes and Motivations (using mean scores)
Multivariate
Univariate ANOVA: Factors on which students’ motivation and
ANOVA
attitudes were rated
Source

F

p

Motivations
1

Timing
1.18 .370
Structure
6.8* .001
Timing x
2.8* .040
Structure
1. Intrinsic Goal Orientation;
3. Task of Value;
Table 4.14: (Continued)
Multivariate
ANOVA

Source

F

F
.17
7.6*
2.27

2
p
.681
.011
.146

F
.71
5.2*
1.31

1.2

F
.019
1.96
.547

4
p
.89
.18
.47

2. Extrinsic Goal Orientation;
4. Control of Learning Beliefs

F
.934
.283
.750

p
.344
.600
.395

* P < 0.05,

Univariate ANOVA
Factors on which students’ motivation and attitudes
were rated
p

Attitudes
5

Timing

3
p
.409
.032
.265

.370

F
2.06

Structure
6.8* .001
2.63
Timing x
2.8* .040
.275
Structure
5. Self Efficacy for Learning and Performance;
7. WWW discussion Confidence;
* P < 0.05,

6

7

8

p
.17

F
7.2*

p
.013

F
3.82

p
.063

F
.123

p
.729

.12
.61

16.*
2.76

.001
.11

8.4*
3.02

.008
.096

2.99
1.38

.097
.251

6. WWW discussion Anxiety
8. WWW discussion Liking

Results of the Fourth Research Question
The fourth research question: Is there an interactive effect between the timing and the structure of
interaction on attitude /motivation of undergraduate students in an online technology class? From Table 4.14,
there is significant interactive effect between timing and structure of interaction. But from the Univariate
ANOVA, there is no significant interactive effect between timing and structure of interaction on attitude and
motivation.
Test of the Hypotheses
There are three tests of hypotheses which were identified from the research questions. The testing
showed how independent variables of timing of interaction and structure of interaction were related to dependent
variables of students’ motivations and attitudes. The testing of three hypotheses is listed as follows:
Hypothesis 1
Hypothesis 1 stated that there will be no significant mean difference in undergraduate students’ attitude
and motivation as measured by a post treatment survey in relation to timing of interaction. By executing
multivariate tests of significance, the timing of interaction on the dependent variable of attitudes and motivations
can be found. The results are listed in Table 4.14. The results for the effect of timing in relation to students’
attitudes and motivations are, Wilks Lambda = 0.629, F(8,16) = 1.178, p = 0.37. This hypothesis is not rejected
by the MANOVA analysis. But from the ANOVA analysis, this hypothesis is rejected on WWW discussion
anxiety, which is one of attitudes in Table 4.14. Since this hypothesis is limited to a single attitude and
motivation, the comment of Gall (1996, p 397) – “It might be a chance finding. As the number of F ratios that
are calculated increases, so does the likelihood of obtaining a significant F by chance.” – also supports its
rejection.
Hypothesis 2
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Hypothesis 2 stated that there will be no significant mean difference in students’ attitudes and
motivations as measured by a post treatment survey in relation to structure of interaction. By running
multivariate tests to find out the structure of interaction on students’ attitudes and motivations, the results are
Wilks Lambda = 0.227, F(8,16) = 6.823, and p = 0.001 which are listed in Table 4.14. From this result, there is
a significant mean difference between instructor-led and non-guided groups in finding students’ attitudes and
motivations. Hypothesis 2 is rejected. The detailed result indicates that structure of interaction has impact on
students’ intrinsic goal orientation, extrinsic goal orientation, WWW discussion confidence, and WWW
discussion anxiety.
Hypothesis 3
Hypothesis 3 stated that there will be no significant interaction effect between timing and structure of
interaction as measured by a post-treatment survey in relation to students’ attitude and motivation. The answer is
that there is no significant interaction effect found between timing and structure of interaction as measured by a
post-treatment survey in relation to students’ attitudes and motivations in Table 4.14. The results are Wilks
Lambda = 0.42, F(8,16) = 2.757, and p = 0.04. It seems that Hypothesis 3 should be rejected by the MANOVA
analysis, but it still retains its null hypothesis from the ANOVA analysis. Gall (1996, p 396) had a comment on
this situation – “MANOVA is robust, meaning that the assumption can be violated to an extent without violating
the validity of the test.”
Justify Reasons to Choose and Use the Subscales
Subscales are limited to what researchers can do with them. Attitudes subscales from Fennema-Sherman
(1976) are a package of different attitudes’ subscales. There were three specific domains that use Likert-type
scales to measure important attitudes related to learning for computer course learning. One of those attitudes’
subscales is a liking subscale and it belongs to effectance motivation that overlapped with the motivation in this
study. For the concise choice without redundant data operation, there are two subscales chosen from
Fennema-Sherman attitudes scale. One is the confidence subscale and the other is the anxiety subscale.
The motivation section in the Pintrich, et al. (1991) manual for the use of the Motivated Strategies for
learning questionnaire (MSLQ) has subscales of assessing students’ goals and value beliefs for a course, their
beliefs about their skill to succeed in a course, and their anxiety about tests in a course. The subscales chosen
continue to narrow down to assess students’ goals and value beliefs for a course because discussion activity did
not measure their skill to succeed in a course and instructors’ policy were not able to measure their anxiety about
the tests. From the value components, the passing grade is the main reason for student to take discussion and it
belongs to the extrinsic goal orientation and not to the intrinsic goal orientation. From these justifications,
extrinsic goal orientation subscale and task value subscale were chosen from Pintrich, et al. MSLQ manual.
There are different numbers of statementsbetween motivation and attitude subscales. After the number
of questions averaged the subscales, the results are listed in Table 4.14.
Summary of results
In a sample of 76 participants, twenty nine out of 76 participants responded to the motivation and attitude
survey. Twenty nine out of 76 participated in the on-line discussion. Data was collected from these samples to
address research questions and test the presented hypotheses. Observed dependent and independent variable
data sets were examined for significance using the MANOVA test. The motivations and attitudes surveys were
tested for construct reliability before analysis. The integrated thinking model coding was also tested for inter-rater
reliability. Thus, the observed motivation and attitude results are reliable for the probable university or college
on-line discussion population and can be hypothesized to be representative of an observed EDIT 2318 on-line
discussion.
Null hypotheses H1, H2, and H3 were analyzed by using MANOVA tests. F- values were calculated for
each set of dependent-independent variables relationship to determine whether the null hypotheses should be
retained or rejected. Null hypothesis for H1 and H2 were rejected. Only the null hypothesis for H3 was found
true.
The causes in this study were the synchronous/asynchronous discussions and instructor-led/non-guided
structure. The effects were students’ quality of discussion, attitudes, and motivations. Questions were raised in
the first stage of the design, and hypotheses were raised in the second stage of the methodology. Questions were
asked about the impact on the students’ outcomes from different conditions of design, and hypotheses measured if
there is any difference in the students’ outcomes due to the different conditions of the design. Inference was the
third stage when hypotheses were verified. Seventy-six participants were randomly selected and MANOVA was
used to analyze motivation and attitude surveys. Sampling size can be abstracted by Tables of J. Läuter (Kres,
1983).
SUMMARY, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS
Purpose of the Study
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The purpose of this study is to examine the impact of the timing of interaction, synchronous or
asynchronous, and the level of interaction divided as non-structured versus moderated, provided with on-line
resources, tools, and activities on students’ quality of discussion, attitude, and motivation in an online course. The
level of interaction will form a zone of proximal development which takes into consideration the content, learner,
and instructor. This study will attempt to determine which variable controls for the optimum output, which may
be the timing of interaction, the level of interaction, or the interaction from both timing and the level of
interaction.
Summary of Findings in Relation to the Literature
This study examined the effect of synchronous and asynchronous, as well as structured and
non-structured interactions, on students’ quality of discussion, motivations, and attitudes.
Many studies have focused on the WWW. The results of this study will be compared with the present
study. Generally speaking, the WWW has both synchronous and asynchronous communication functions.
Personal factors (attitude, self-efficacy, innovation) are high predictors for Internet entertainment-motivated use
(Wolfradt, 2001). Self-efficacy and liking (enjoyment) were factors examined in both Wolfradt’s research and
this study. Among the social factors, expectation of schoolmates and teachers’ expectations showed a marginal
prediction for Internet use. Both are motivated by information, with only the expectations of schoolmates
motivated by communication. Similar to Wolfradt’s methods, this dissertation study also used the same factor of
self-efficacy for learning and performance. In this study, the researcher went further to find out if any variables
in Internet use, for example timing, would make any difference in the results. The findings favor the
synchronous group and match the innovativeness factor of Wolfradt’s article. Innovativeness and synchronous
discussion both have spontaneous sense. Innovativeness highly predicts Internet use for information and
entertainment purposes. Synchronous discussion significantly impacts students’ attitudes.
In Yu’s article (2002), students have a searching performance that is superior in the pull-down manual
and a browsing task performance that is the fastest with the global and local navigation menu. A similar research
design in this study is that the pull-down manual is similar to a discussion thread and the browsing task is similar
to a synchronous chat. This similarity is due to a similar proportion of information being loaded. This
dissertation study found that synchronous discussion used the shortest amount of time to impact students’
attitudes. Yu found similar results with the time spent on the global and local menu. The shorter amount of
time spent, the greater the impact. In physics, impact is a result of an impulse, with impulse being the force
divided by time duration. The shorter the time duration, the more impact there will be if the force remains the
same.
In Roblyer’s article, students chose distance learning and control over pace and timing of learning as
more important guidelines than traditional face-to-face learning. This study has the same finding that timing has
a significant impact on students’ attitudes toward online discussions.
In Eastmond’s article (2000), prior learning assessment and developing effective learning strategies
succeeded in an online study environment. Similar findings in this study were that the asynchronous group had
almost no thread discussion experience before the discussion and no assessment for that lack before the discussion
started. Another similar finding was that the synchronous group developed self-efficacy for learning and
performance and achieved a higher attitude level in an effective learning strategy. Discussion support is
provided as an academic service for success in web-based distance education. This practice is discussed in more
detail as students’ anxiety, confidence, and liking of discussion. Three findings support that discussion was an
academic service for success in web-based distance education.
In Ben-Jacob’s article (1998), collaborative learning was found to be the critical success factor in
distance education. This study found that synchronous chat in Summer II had more interaction from their
discussion than the asynchronous group in Summer I. The collaborative learning in Summer II led to a higher
level of students’ attitudes.
In Romi’s article (2002), computer skills influenced students’ attitudes towards e-learning. This study
found that the PC level had a moderate correlation, 0.351, with students’ confidence when using the WWW for
discussion. A student’s level of confidence has a significant impact on students’ attitudes.
In Stephen’s article (1997), the group formation strategy was used to have equal contribution to the
students’ discussion effort. The instructor in Summer II divided participants into three types of grouping and
class time into three periods with fifteen minutes each. In the first time period, the students discussed as one group
in one chat room. In the second time period, the instructor divided students into two groups and assigned one
group to each chat room. In the third time period, the instructor divided students into four groups and assigned
one group to each chat room. With time, the students got to know each other. This familiarity with each other
caused students to increase their computer usage and to interact with each other more often.
In Jensen’s article, interdependence between interaction and test scores was used to promote test grades.
Both instructors used the same strategy to integrate research with their instruction. The strategy used was that
students participating in discussions were assigned a survey score. This policy suppressed intrinsic goal
orientation and raised the importance of external goal orientation.
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In Harris’s article, the teacher played a facilitator role, using an established communication flow pattern
where communication of the teacher and students is 19% of the total communications to the expert and 21% from
the instructor. In this study, the instructor in Summer I excluded himself from the discussion activity, while the
instructor in Summer II only helped students to access the computer and timing control in the lab.
In Craig’s article (2000), CoWeb is an asynchronous discussion different from thread discussion. CoWeb
is classified as a discussion structure content. Chat and thread have their own software to connect people
together, which was a structure of this discussion too. Although timing is a variable in this study, there is still
structure associated with this timing variable.
From Table 4.14, the timing interacts with structure with a
significant ratio of F 2.8 and p 0.04.
In Marttunen’s article (1998), the quality of student-led and tutor-led e-mail interactions were 6% and 17%.
In this study 24-51% of the discussion was instructor-led while 9-16% was non guided. In both Marttunen’s
article and this study, instructor-guided discussion had three times the quality of non-guided groups.
In Bonk’s article (1998), high scaffolding (HS) and low scaffolding (LS) were used. These HS and LS
strategies are used in this study in the questionnaire design and procedures control from the instructors. The
posted messages went down 20% from HS to WS. Bonk’s results are opposite from the results of this study.
There were more non-guided (thread 37, chat 101) than instructor-guided (thread 9, chat 13). Bonk used a
different research design in which HS and WS were sampled from the same group and the instructor is not a
facilitator. In this study, HS and WS were sampled from different groups and the instructor was a facilitator.
Ahern (1992) concludes that there is a higher percentage of external evidence used in the students’
responses in the conversational condition. This study had the same results as Ahern’s. In this study, the chat
discussion employed fifteen questions to conduct conversational interaction, whereas the thread discussion used
statements in a paragraph. The linkage of responses and the levels of support were transformed into the WWW
discussion anxiety and WWW discussion confidence. The results in the synchronous groups (conversational
condition) were anxiety with a mean 44.2 and asynchronous groups (statement condition) anxiety with a mean
31.9. The confidence mean of the synchronous groups was 39.1, whereas the confidence mean of the
asynchronous groups was 28.9. The level of linkage of responses and levels of supports was three times larger in
the conversational condition than in the statement condition in Ahern’s article. In my study, the support and
linkage affected students’ confidence and anxiety. Synchronous groups were more significant than
asynchronous groups.
Summer I students had an average prior thread experience rating of 1.25. Summer 2 students had a prior
chat experience rating of 1.75. The difference between the initial learning conditions of each group was 0.5.
For both instructor and designer, it is below average for the mean of students’ confidence to fall below 30. The
instructor must do his or her best to pull students’ confidence up to a mean of 38 (structured groups) and 39
(timing groups). Another significant difference occurred in the expectancy component of the motivation survey.
Although both instructors said that attending the online discussion class would enable a student to earn a passing
grade, only 0.25 positive score above the neutral status was seen in the structured group. Task performance,
judging one’s ability to accomplish the task, and confidence in one’s skill to perform that task were low in the
student-led group.
In an online education community, there are four common types of activities: synchronous chat
discussion, asynchronous thread discussions, instructor-prepared structured discussion, and student-led
non-structured discussion. Different instructors use these four discussions for their own purposes under different
circumstances.
The results of this study found that a synchronous discussion had more impact on students’ attitudes than
asynchronous. This result should capture the attention of online instructors in preparing online courses. This
study provided new knowledge of the use of motivation and attitude survey tools in distance education.
As in Bonk’s article, this study was structured with heavy scaffolding and weak scaffolding. The role
of the instructor is to adjust the discussion time. The instructor retained the first four questions and then jumped to
the popular music and Library of Congress questions. Her concluding question involved making the DMCA
amendment easier, less expensive, responsible, and more enjoyable. Although the discussion results cannot be
used to measure students’ integrated thinking process, the discussions had already affected their motivation and
attitude. In Bonk’s article, attitude is correlated with the quality of discussion.
Summary of Findings in Relation to the Instructional System
Similarities exist between the computer operating system and the statistical package. The statistical
package for motivations and attitudes includes many subscales which existed individually yet there were some
connections among those subscales. The instructions from instructors are similar to those subscales. In other
words, the commands from instructors are macro-language, and the calculations from the motivations and
attitudes statistical subscales are part of the micro-language to execute the evolution of the instruction and
learning process. From this point of view, the proper online instructional system is established according to the
cognitive level, psychological traits, and many other factors affecting instruction and learning.
Subscales are limited to what researchers can do with them. Fennema-Sherman’s research is a package
of different attitudes’ subscales. The package includes three specific domains that use Likert-type scales to
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measure important attitudes related to learning for computer course learning. One of those attitudes’ subscales is
a liking subscale and it belongs to effectance motivation that overlapped with the motivation in this study. For
the concise choice without redundant data operation, there are two subscales chosen from Fennema-Sherman
attitudes scale. One was the confidence subscale and the other was the anxiety subscale.
The motivation section in the Pintrich, et al. manual for the use of the Motivated Strategies for learning
questionnaire (MSLQ) had subscales for assessing students’ goals and value beliefs for a course, students’ beliefs
about their skill to succeed in a course, and their anxiety about tests in a course. The subscales chosen continue
to narrow down to assess students’ goals and value beliefs for a course because the discussion activity did not
measure their skill to succeed in a course. The instructors’ policy was not able to measure their anxiety about the
tests. From the value components, the passing grade is the main reason for a student to take discussion. The
passing grade belongs to the extrinsic goal orientation and not to the intrinsic goal orientation. Extrinsic goal
orientation subscale and task value subscale had more loading than other two subscales chosen from Pintrich, et al.
MSLQ manual.
Conclusions
The group experienced a significant difference in attitude due to the instructor reducing the number of
questions. When instructors prepare their courses, they need to scaffold their instructional strategies and apply
structured questions to their online discussion.
The synchronous instructor-led group surpassed all other groups. In the literature review, students chose
face-to-face courses. Interaction with the instructor and other students was paramount. Web-based courses aided
in social interactions, which increased students’ attitudes and motivations. Through chat discussion use, people
can communicate with distant people and continue to walk (work) in a synchronous way. This synchronous
technology trend has been wholeheartedly adopted by students.
Implications
This study can be implemented in the classroom to measure the relationship between the quality of
discussion of students’ motivations and attitudes. The motivation and attitude survey could be implemented in a
class to study these relationships in a specific graded exam. The instructor can promote students’ attitudes by
reducing online anxiety, helping students get to know each other, and encouraging comfortable communication
using the computer. These actions will help the online instructor become more successful. Discussion coding
will attain a high reliability after many students receive Integrated Thinking Model training.
Recommendations for Further Research
To promote students’ online intrinsic and extrinsic goals, revolutionary information technology is necessary.
An up-to-date instructor certainly should have these goals in mind to help students achieve success. The results
of this study may arouse the attention of online instructors concerning the factors that have an impact on students’
motivation, attitude, and quality of discussion. The attitude survey is transformed from a course survey to a
discussion activity survey.
This study can be extended to the other four interactions depicted in Figure 1.1. Craig’s questionnaire can
apply to the social reinforcers’ perspective: encouraging others, gaining support from others, identifying
disagreement, clarifying meaning, helping understanding, summarizing agreement, becoming a part of a group
(value of interaction), and learning in the ideal situations. The results of McIsaac’s article can apply to the
motivation survey from social reinforcers’ perspective. Students want to get or share information relating to the
content and structure of the course, get help on various technologies, participate in discussions to exchange ideas,
and have social relationships. Those needs could be students’ motivation to join the discussion activity. These
cooperative social relationships will be fitted into the scaffolding level, the best in the definition of level of
interaction between students. For example, in Bues’s article, online messages written by other students helped
students learn the course content. Using CMC will provide a learner with peer support. Questions related to
social reinforcers need to be tested for interaction purposes before their implementation. Another interaction is
technology transfer, which may or may not show discussion activities that depend on the content of the questions.
This survey will measure the willingness of students and the importance of technology transfer.
Other recommendations are:
1.

2.

There is a need to move the Local Area Network lab research results to the Internet. This will aid in
finding out how instructors coordinate students. What would be the result if everything comes together?
Does WebCT have the capacity to allow students to chat through different communication environments
and computers at the same time?
Develop a manual for instructors to predict quality of discussion from motivation and attitude and
establish instructional methods to enhance the quality of discussion of online students according to their
unique motivations and attitudes.
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1. Abstraction
Children’s perception of their school life is the crucial area from where many
researchers and educators try to elicit pedagogical insights. This study explores children’s
narratives of who they are and how they position each other through two dominant social
identities in their school life—being a successful student and/or being a popular student.
Through their perception of these two identities, there are embedded three forms of
success interplaying with and complicating the children’s sense of self and thus
highlighting problems confronted in their everyday school life. The finding argues that
constructing a valid and positive self is the primary and yet implicit motivation
constituting the complex process of socialization as well as identity formation in
children’s everyday school life.
2. Summary
(a) Purposes
The study tries to explore children’s identity formation in school with a diagnosis
of their conception of who they are, why they believe so and how they react toward the
meaning of their social identities as a successful and/or popular student. The title of this
study reflects the two crucial norms dominating the children’s school life that are
significant in order to understand their identity formation—being successful and being
popular. The fundamental questions that concern most children in this study are: What
does it mean to be just myself in school? How does the normative standard affect my
sense of self? How does my perception about real success differ from the other in school?
I expand these questions in an attempt to understand children’s identity formation in
school:
(1)

What does it mean to be successful and to be popular in school?

(2)

What sort of problems are embedded in the children’s narratives about the
meaning of their social identities?

(3)

How can the children’s definition of who they are inform us about the process of
their identity formation in school?

2

(b) Theoretical frameworks
Current research about children’s identity formation in school is intrinsically
related to literacy learning. Research about literacy as well as identities incorporates
multiple disciplines, such as social anthropology (Street, 1984), sociology (Freebody,
Luke & Gilber, 1991; Luke, 1988; Corsaro, 1985; 1997; 2003; Cook-Gumperz & Corsaro,
1986), ethnography (Heath, 1983; Bloome, 1987; Wills, 1977), socio-linguistics (Gee,
1996, 1999; Halliday,1978; Kress 1997; 2003; Fairclough, 1992; 1995; Lemek, 1988),
critical pedagogy (Freire, 1970; Freire & Macido, 1987;Giroux, 1981; 1983; 1988; 2000;
McLaren, 1992; 2003; Apple, 1979; 1999; Lankshar et al., 1997), cognitive and
developmental psychology ( Piaget, 1954; Vygotsky, 1978; Wertsch, 1985) and critical
literacy (Luke & Freebody, 1997; 1999; Luke, 2000; Harste, 1999; 2000; 2001; 2003;
Lewison et al., 2000; 2002). With the combination of multiple disciplines that contribute
to our understanding of students’ identity, this study attempts to explore what children
actually think and do to construct their own identity by incorporating two fundamental
dimensions constituting their identity formation in school: (a) the socio-cultural factors
that influence their identities and (b) the individual capacity as well as creativity capable
of producing transformative power and bringing changes to the existing social structures.
The theoretical frameworks guiding this exploration are based on George Herbert
Mead’s (1934) theory of the self and Habermas’s (1987) critical theory of communicative
action in three aspects: (1) the use of language constituting the shared meaning, (2) the
generalized other, and (3) the structure of the self.
Mead (1934) provides a theory of socialization as well as identity formation and
considers that both develop reciprocally and dialogically. His definition of the self is
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developed from human social interaction which is linguistically mediated and
normatively regulated in nature. To develop a self means an individual is aware of the
meaning that his gesture or action has to the other individual in a social process. We
experience our own self through taking the perspectives of the other and in order to do
that we must have a shared sign system that makes communication possible. Habermas
(1987) elaborates more on the concept of the identical meaning by applying
Wittgenstein’s (1953) concept of “rule” that grounds the sameness of meaning. Moreover,
the concept of the generalized other is what Mead calls rules of a game that all members
involved should follow. Habermas links this normative binding power of the generalized
other to Durkheim’s (1984; 1995) concept of social solidarity and collective
consciousness and asserts that following norms is an action for reaching understanding
and knowing what it means for a norm to be valid. Furthermore, Mead provides a
structure of the self that does not only contain the social binding force of the generalized
other (the “me” part of the self), but it also involves the individual creativity and
uniqueness (the “I” part of the self) in the process of social action. The social as well as
individual dimensions of the self correspond to Habermas’s formal ontological domains
built into the meaning of a validity claim made by a social actor—the normative and
subjective realms.
In summary, the first aspect of the frameworks is to understand what the
normative rules of being successful and popular mean through investigating the
children’s “yes” or “no” position towards these rules. The second aspect is to examine the
school norms internalized by children as the mechanism of coordinating their routine
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actions. The third aspect is to determine the motivation for children to construct a valid
self, a self that they feel good about and find their own unique social place in school.
(c) Methods
Carspecken’s (1996; 2001; 2002; 2003) critical epistemology locates the concept
of validity within “the doctrine of the internal connection between meaning and validity
in two ways: epistemologically and substantively” (Carspecken 2001, p.8). That is, the
validity issue is not only treated epistemologically as a methodological criterion that
researchers should try to pursue in conducting convincing research, but validity is also
intrinsically connected to the meaning of each claim people make that researchers try to
reconstruct.
The horizon analysis (Carspecken, 1996) provides a systematic way of meaning
reconstruction that brings the meaning of an act “into new levels of precision” (p.103). It
attempts to articulate the holistic experience as well as the implicit impressions of a
meaning so deeply rooted in our everyday interactions, which is often taken for granted.
The validity reconstruction attempts to make the implicit meanings of the act explicit
through two dimensions of the interpretive scheme: (1) the vertical continuous axis from
the highly backgrounded meaning to the most foregrounded, (2) the horizontal discrete
axis which is categorized into four types of validity claims - subjective, objective,
normative-evaluative, and identity. The horizontal axis attempts to apply the
“intersubjective assumptions about how others in first, second, and third person positions
could experience the act” (Carspecken 1996, p.103).
Furthermore, the three guiding questions mentioned above in this study
correspond to Carspecken’s (1996) epistemology of meaning horizon analysis in that (a)
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all three questions presuppose an objective world view of school as an educational
institution where children spend one-third of a day and five days of a week, living and
learning together with teachers and peers; (b) the first question is based on a normative
world view of how cultural norms of being popular and successful in school are
constructed and defined; (c) the second question projects a subjective world view of
children’s expression about their opinions and feelings toward those school norms that
define who they are; and (d) the third question involves the children’s identity claims that
are embedded in their narratives as a kind of motivation toward constructing their own
identities.
(d) Data sources
This ethnographic study lasted 19 months and involved 45 children in a multiaged (first and second grade) classroom in the Jelly Beans elementary school. The school
is located in a Midwest college town with diversified ethnic groups, artistic recreations,
and a vibrant academic environment. All focal participant children are Caucasian and
English native speakers. By comparing all the codes of each child’s interview, the
comments of seven children have been chosen to discuss for this study because their
narratives cover most of the themes about what it means to be successful and popular in
this classroom.
The interview questions are open-ended that allow children to digress from the
questions and thus bring in other related issues concerned in their school life:
(1) What does being a successful student mean?
(2) What does being a popular student mean?
(3) How are these two different? Why?
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(4) How do you see yourself?
The format of interview is flexible in that it is sometimes an informal chat between the
researcher and a child or a group interview in which the children usually take on the
initiative in discussing the interviewing questions while the researcher is only a facilitator
and mostly an active listener during interviews.
(e) Results
The finding of the children’s identity construction reveals that they actively
construct a valid self by (1) criticizing the meaning of the two norms (success and
popularity) defined by the generalized other in school, (2) constructing a fair ground for
the meaning of who they are, and (3) struggling between the “me” who is socialized to
fulfill the expectations and responsibilities as a member in this classroom and the “not
me” in which the part of the self is beyond their social identities (that is, they are more
than just being popular or successful).
Moreover, their action toward constructing their own identity projected in
language use is through negation or saying “no” to the norms in school. In other words,
they express who they are by telling us who they are not. Negation is intrinsic to their
identity formation. They try to probe new ways of identifying themselves with and yet
differentiating from the other. This negation, deriving from conflict or difference between
the self and the other, is also what keeps these children actively deconstructing the old as
well as reconstructing the new in the school culture.
Furthermore, children go to school where normative culture is already
ideologically presupposed. What it means to be successful or popular is determined
before they are aware of it. Children are simply expected to be successful in school. In a
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sense, the meaning of success is based on two major criteria: (a) how well they adapt to
the school system (i.e. doing what one is supposed to, following what the teacher says,
etc.) and (b) whether or not they get accepted by their peers. However, these two criteria
only fulfill their social role and obligations as a student in school. There is another
subjective domain that they want to fully grasp and try to achieve through actively
constructing their own sense of a self. Thus, taking a “no” position toward the norms
becomes a crucial social practice for constructing their identity in school.
Finally, in the simultaneous process of socialization and identity formation, the
meaning of success develops, according to the children’s narratives, into three forms
interplaying with and complicating the children’s perception of themselves:
(1) It is simply reduced to following rules and fulfilling social expectations;
particularly, following what the teachers say becomes the major official criterion
in school.
(2) It becomes a normatively distorted version of success, an implicit standard as a
“popular” type of success or the privileged social status that is only for those who
are “smart,” “bragging,” “hurting people’s feelings,” seeking public attention and
obtaining the teacher’s support.
(3) It is an unfulfilled identity project in which the tension between the self and the
other, an individual and the socio-cultural structure becomes the underlying force
energizing the children to construct a desirable and valid self to be recognized and
maintained.
(f) Educational importance of the study
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Three significant implications can be drawn from this study. First, the children’s
subjective experiences or feelings about their school life are the area where individual
difference is revealed, rich meaning generated, voices unheard and the crucial dimension
of identity ignored. This terrain is full of pedagogical implications that need more
research to uncover it. Second, despite the socio-cognitive and developmental theories in
children’s learning, we must not ignore that learning has a lot to do with constructing a
valid sense and positive feeling about one’s self. That is, whether or not a child can have
a successful school life is intrinsically related to their identity construction in school.
Third, children’s perception about their school life informs educators about where
problems are in teaching, curriculum design, and educational institutions. Thus, studying
children’s school life raises our awareness of the importance of considering their
perceptions and provides insights into their definition of who they are and what kind of
successful school life they want to have.
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Abstract of paper
In this age of new media, children are exposed to media messages at an early age.
What can we do when the mass media exert such a great influence on children? One
proposal has been for the introduction of a new school subject: media education.
Though media education has not been part of the official curriculum in Hong Kong,
some schools, both primary and secondary, have tried it out. This paper argues for the
desirability of introducing media education in both secondary and primary schools in
Hong Kong, drawing on the findings of two studies conducted in a local secondary
school and a primary school to examine the views of stakeholders on the effects on
pupils of the implementation of media education in this age of new media.
Media Education in Hong Kong – The Origin
Media Education and Aims of Education
The aims of media education must be considered in relation to the general aims of
school education in Hong Kong. In the paper School Education in Hong Kong (1993):
A Statement of Aims, two aims are directly relevant to the aims of media education
(EMB, 1993, pp. 16–17):
Aim (9) Learning skills - thinking and reasoning: Schools should help students to
think logically, independently and creatively; to make rational decisions; to solve
problems independently and in co-operation with others; and to cope with stress and
change.
Aim (10) Learning skills - acquiring knowledge: Schools should help students
learn how to acquire a better understanding of their world (including society and its
history, the natural world, science and technology), and encourage in them a desire to

develop their understanding further after they leave school.
The objectives of media education are in close alignment with these aims.
According to Masterman (1992:102), the most crucial aim of media education is ‘to
develop in pupils enough self-confidence and critical maturity to be able to apply
critical judgments to media texts which they will encounter in the future’. Aufderheide
& Firestone (1993) argued that the aims of media education are to develop ‘citizenship,
aesthetic appreciation and expression, social advocacy, self-esteem, and consumer
competence’ (p. 1). Media education can empower individuals to be more critical and
participating (Hobbs, 1998; Messaris, 1998). These studies assert that through media
education young people can critically reflect upon their role and become
better-informed and more responsible citizens by evaluating and discussing social
issues presented through media images.
Media education as an aspect of education reform
In the past decade there has been considerable pressure for a reform of Hong
Kong’s education system. The 1999 Education Commission report argued that reform
was necessary to enable Hong Kong to respond to unprecedented global economic and
technological changes and adapt to an emerging knowledge-based economy. It was
asserted that
in the tide of change, everyone has to meet new challenges. Adaptability,
creativity and the capability for communication, self-learning and cooperation are
now the prerequisites for personal success, while an individual’s character,
emotional qualities, horizons and learning are important factors in achieving
excellence. Lifelong learning and all-round development is now expected of
everyone.
Education is infinitely important for everyone (Education
Commission, 1999, p. 3).
In this report, the overall aims of education for Hong Kong were defined as:
To enable everyone to develop to their full and individual potential in all
areas covering ethics, intellect, physique, social skills and aesthetics, so that each
individual is ready for continuous self-learning, thinking, exploring, innovating
and adapting to changes throughout life; is filled with self-confidence and team
spirit; and is willing to strive incessantly for the prosperity, progress, freedom and
democracy of the society, and to contribute to the future well-being of the nation

and the world at large (p. 15).
While retaining their traditional emphases on ethics, intellect, physique, social
skills and aesthetics, schools in Hong Kong were also expected to produce a new
generation of students who could learn on their own, think for themselves, and explore
new arenas of learning. These students would learn to be citizens in a free and
democratic society.
To achieve these aims, curriculum reform was as important as reforms in the
education system and assessment systems. The Curriculum Development Council
published the consultation document Learning to Learn in November 2000. The
document saw media education as playing an important role in the context of overall
education reform:
a. Media awareness
In the consultation document Education Blueprint for the 21st Century published
in 1999, words like student-centred, self-learning, and motivation were mentioned
frequently. The document also questioned whether the media were ‘aware of their
powerful influence on the formation of values and learning of language by young
people’, and whether the media should ‘disseminate information to the public, and help
young people develop positive values, distinguish right from wrong and broaden their
horizons’. (Education Commission, 1999, p. 28). These are precisely the concerns
addressed by media education, which aims to help students develop logical and
creative habits of thought through the critical analysis of the media messages that they
are exposed to every day. The nature of media education is student-centred, and
students are more motivated to learn through discussing enjoyable subject matter.
Furthermore, they could engage in producing media products in the form of campus
newspaper, radio, and TV creatively at a later stage.
b.

Key learning areas
In the wake of curriculum reforms in Hong Kong, A Holistic Review of Hong

Kong School Curriculum: Proposed Reforms (hereafter ‘the Review’) was published
(CDC, 1999). The Review stresses a dynamic reform of the curriculum to equip
students for ‘the changing and interdependent world in the 21st century’.
With the recent education reform, curricular space will undergo significant

changes. Instead of having fixed subject boundaries, key learning areas will be
introduced. This presents an important opportunity for a place to be negotiated in the
reformed curriculum for media education. The Curriculum Development Council’s
consultation document Learning to Learn (November 2000) proposed that existing
subject boundaries should be replaced by eight more flexible key learning areas,
including Personal, Social and Humanities Education (PSHE). Media education was
officially mentioned as a possible component of this key learning area in the
consultative document.
Media education, a relatively new concept now mentioned for the first time in the
Education Department’s official guidelines, was here described as an element in
cross-curricular programs. This was an indication of a growing awareness on the part
of policy makers of its importance. Media education was finally on the official
agenda. There were, however, no further details about what kinds of ‘media
education’ would be incorporated in this new key learning area.
c.

Recent development

Hong Kong is now conducting a review of the academic structure of senior
secondary education. A number of subjects presently available to students are
expected to be restructured as a result of this review. Liberal Studies, now a subject
taken by a few, will become a core subject, and Mass Media in Hong Kong will
become an elective module.
From theory to practice – adopting media education

The fortunes of media education in Hong Kong have gradually improved in the
past six years, and its value has increasingly become recognized. In a study of
teachers’ perspectives on media education in Hong Kong, Chau (1998) found that most
of the teachers surveyed did not know what ‘media education’ means and most
misinterpreted it as the making use of mass media as teaching aids. A study by Lee
(1998) indicated that many schools emphasized the need for media education, but was
enable to cite more than a few examples of the teaching of media education either in
classes or in extra-curricular activities. Things have changed since then. A survey
conducted in 2001 revealed that quite a number of schools claim to have conducted
media education in one way or another (HKAME, 2001). A recent study (Cheung,
2004) was conducted against the background of recent curriculum reform, and aimed

to increase our understanding of how Media Education is being implemented in Hong
Kong and how it is perceived by teachers, who will play a crucial role in realizing the
objectives of curriculum reform. The results were promising. Many schools claimed to
have implemented media education into their curriculum, and the two most frequent
means of practicing media education were through media lessons or conducting media
production.
Two projects
The writer conducted a study in a local primary school and a secondary school to
examine the effect of media education on pupils.
The primary school
The school was awarded a sum of money from the Quality Education Fund to set up a
campus radio. Teachers in the school concerned thought that it was a good opportunity
to develop media education so besides the setting up of the campus radio, a total of ten
media education lessons on the topic of TV, newspaper and advertisements were held
for Primary Four pupils.
The study
A study was conducted to evaluate the project. Questionnaires and interviews were
used as instruments to collect data. First a quantitative questionnaire survey was
conducted for collecting general and standardized data from teachers and pupils. It was
followed by several interviews. The interviewees consisted of parents, teachers and
pupils. The data collected from the questionnaire survey was processed by the
Statistical Package for Social Science (SPSS) program. All of the interviews were
tape-recorded.
The selection of interviewees
Two groups of pupils attended the interview. Eight were recruited by teachers for an
interview to discuss the media education lessons. Eight more who had participated in
the campus radio project were recruited by teachers to attend a group interview to
discuss issues concerning campus radio. Seven parents were invited by teachers to
attend a group interview to discuss the media education lessons.

The Findings
Media education lessons
Response from teachers
Teachers were asked to fill in a reflection sheet after each media education lesson.
The three questions asked were: Q.1 What pupil behavior impresses you the most
during media education lessons? Q.2 What inspiration could you get from pupils’
reaction? Q.3 Do you see any change in pupils’ thinking and behavior?
There were five teachers teaching media education lessons. In general, they could see
that pupils were strongly affected by the media, and that the teaching of media
education could help pupils critically evaluate the media messages received. Pupils
responded to the lessons well and it was observed that their generic skills were
developed through media education. Detailed comments are given in the table below
(Table 2).
Response from parents
Seven parents were recruited for a group interview. They were invited to indicate
whether they could see any difference in the behavior of their children after attending
media lessons.
In general, parents acknowledged the importance of media education. They believed
that after the lessons, pupils would be able to watch TV advertisements in a new
perspective. They also appreciated the use of group discussion and project to facilitate
learning. Please see below for detailed comments.
Parent 1 said that after the media education lessons, her daughter learned that there was
a lot of exaggeration in advertisements. Her daughter enjoyed the lessons, and seemed
to be able to apply what she learned in her daily life.
Parent 2 said that after going through the media education lessons, her son became
more conscious of the TV programs they watched. She said that they used to enjoy
watching a popular game show. One part of the show involved people making fun of
each other by throwing food at each another. They had laughed while watching it
before, but now her son reminded his parents that much food was wasted, and that they

were laughing at others’ misfortunes.
Parent 3 said that after the media education lessons, her daughter asked more questions
and no longer believed media messages as easily as she had before.
Parent 4 said that after media education lessons, her son began to read newspapers, and
she was happy for her son’s change.
Parent 5 agreed and said that not only did his daughter read newspapers, she asked him
to buy different newspapers for her to read to double check information. He thought
she was eager to find out more by herself, and that is a good sign.
Parent 6 claimed that after media education lessons, his son started to think critically.
He said that he once wanted to buy something after watching an advertisement, but his
son advised him to shop around and compare alternatives before buying the product he
had just seen advertised. He was right, as the original product turned out to be cheap
but of poor quality.
Response from pupils
Every pupil taking media lessons was asked to complete a questionnaire eliciting their
views on media education and campus radio. A total of 208 pupils responded. A further
eight pupils were recruited by teachers to attend a group interview.
Do pupils enjoy media lessons?
Three-quarters of the pupils who completed the questionnaire claimed that media
education was meaningful, and around two-thirds said they were looking forward to
the next media education lessons (Table 3).
The follow-up interview indicated that three-quarters of the respondents find media
education lessons meaningful and around the same number enjoyed the discussion in
lessons. A pupil commented: ‘I am in the habit of dozing off during lessons, as I
normally find them boring, but I found the media education lessons very different.
The teaching content was familiar to me and I could respond to teachers.’
Another echoed: ‘Usually when the bell rings, pupils will start packing their books,
but that is not the case with media education lessons. Pupils want the teacher to

continue. I really look forward to the next media education lesson.’
Things learned from media education lessons
Besides enjoying media education lessons, pupils also claimed to have learned a lot
from them (Table 4). Around three-quarters of the respondents claimed that as a result
of the lessons, they had gained the ability to choose which TV programs they really
wanted to watch. A typical comment from the follow up interview is:
It is my habit to watch TV after finishing my homework. I do not really care
what the program is before attending media education lessons. Now I still watch
TV but am more conscious to choose a ‘good’ program to watch.
Another gives a more detailed reflection:
I treat TV as a kind of entertainment before but now I have different ways of
looking at it. For example, I like to watch game show and I think it is very
entertaining and funny. In order to win the game, competitors play trick on one
another and I think it is interesting. But now I have a different view. I think it
may not be a good idea to win at the expense of others. Others will suffer.
Around two-thirds stated that they could choose a suitable newspaper to read and a
similar number were more conscious of the influence of advertisements on them. The
following comments illustrate the significance of these points:
I now know it is important to read different newspapers to look at things from
different angles.
I used to believe in the advertisements but now I know they only use a lot of
techniques to attract my attention.
After watching advertisements previously, I was tempted to buy the advertised
products. Now I will think for a while to see whether I really need to buy the
product.
There are many advertisements on how a person should look, especially on the
importance of being slim. There are advertisements exaggerating on the magical
result of a certain product helping one to reduce so many pounds of weight in a

short period of time without the need of exercise and diet. From media education
lessons, I was taught the many methods advertisements use to sell the products
and I think it is bad that in order to sell the product, you look down on fat people.
Furthermore, I doubt whether taking the product will help reduce the weight to
that extent. It is not scientific.
Around sixty percent of the respondents claimed that they are more conscious of the
media messages received. The following comment from a pupil could sum it all:
Every day I receive a lot of media messages. I used to believe in everything said
in there but now I am more aware of what is behind every media message.
Campus radio
The campus radio came into operation after the completion of the media education
lessons. Workers were recruited in the beginning of the term and they were given a few
sessions of training on the basic operation of radio as well as the basics of a DJ. Much
more was learned through ‘on-the-job training’ when the campus radio was in
operation.
A total of 37 pupils who took part in the campus radio project were asked to complete a
simple questionnaire, and 10 were invited for a group interview. Please see Table 5 for
results.
An overwhelming majority (94.4%) found their participation meaningful. Pupils also
said that they learned more in terms of knowledge of media education, and skills in
operating campus radio, as well as working with others. The opportunity of working
for campus radio also helped them understand media messages better and influenced
their selection of suitable media. A pupil commented:
I am now more aware of different media messages. When I have to make a
decision on the piece of news to be reported, I need to read more sources for
reference. From reading the newspaper, I realize that a lot has been exaggerated.
If I had not the opportunity to take part in this job, I would have acted like a
normal pupil, believing whatever the newspaper said.
Pupil B agreed and stated:

I know very little about newspapers. But when I read more and compared them, I
found that the same piece of news could be covered by different newspapers
differently. I now observe the difference because I read different sources. But
what of those people who only read one newspaper?
Besides gaining knowledge, all of the interviewees agreed that through their
participation, they know how to cooperate with others. Pupil C commented:
It is important to have different persons performing different roles and doing the
job right. Whenever others need help, we will try to help. In the beginning there
was argument but later on much we concentrated more on helping each other.
On the note of argument, pupil F pointed out the importance of listening to others
while pupil D chipped in and suggested that she became more polite to others for she
needed their help to work things out. She gave an example when one time she needed
to find some background music within a short time she had to ask sincerely for help.
Pupils E also believed that taking part in the campus radio project helped them to
become more creative. Pupil G noted:
I have to think and think again, trying to find out program that could capture the
attention of the audience. When I run out of ideas, I read book and ask others for
help.
Besides becoming more creative, since they were required to write the scripts, pupils
also found that their writing skills improved. Pupil C jokingly said:
Every time during Chinese lesson when my teacher gave me back the essay I
wrote, I just looked at the marks. I paid no attention to the teacher’s comments,
let alone being bothered to make corrections. But now when I write scripts for
campus radio, I rewrite and rewrite, hoping to do the best I can. I also pay
attention to the teacher’s comments, as they can help me to improve.
Nearly every interviewee agreed that they became more articulate after their
participation. Pupil A said:
When you speak on the radio, you need to speak very clearly so the audience
could hear.

Besides acquiring knowledge and skills, pupils also learned some values from their
participation. Most of the interviewees said that before taking part in the campus radio
project, they thought it would be easy. They just needed to find enough information
and to fill in the air time by saying whatever came into their mind. The reality was
different. They had to put in a lot of effort. A pupil commented: There is no short cut to
success. Another echoed: Hard work pays off.
The secondary school
The Research Process
The Research Participants
Two senior secondary classes (S.4) were chosen as participants in the present study.
These two classes were different in both character and in their classroom atmospheres.
4B was in the arts stream and dominated by girls. 4D was in the science stream and
dominated by boys. As a general description, 4B was passive and quiet, while 4D
was active and noisy. Some boys in 4D were expressive and liked to argue. But
when they were not in the mood to discuss, they played and talked among themselves
during the lessons. Many of the girls in 4B were expressive only in their writing.
They could often express their feelings and emotions in their written assignments.
Most of the boys in 4B were not committed in the lessons and did not put much effort
into the assignments. Since the school was new, all S.4 students had come from
other schools. They were the ones who have not got examination results good
enough to be promoted to secondary four in their original schools. The major
reason for admitting both classes in the present study is not for comparison but to
acquire richer data. The variety in the responses obtained should be a source for
fruitful research.
Data Collection
Due to time constraints, only the written work of the students was made use of in the
research. This written work included the students' diaries and projects. The
students had to write diaries after every lesson. In these, they were asked to do
self-reflection or to discuss with the teacher by writing. The project required
students to write a viewing report to demonstrate their abilities of observation,
comparison, interpretation and reflection. The collected written work was examined
for evidence of learning and to seek understanding of the students' perspective on the

lessons, including how they felt about the lessons and what they thought they had
learnt from them.
Assumptions
For the present research, it is firstly assumed that the students have problems in their
habits of using the media and in their reception of media messages. It is also
supposed that an increase in their critical awareness of their media usage habits will
result in a change in their media behaviour and attitudes in a desirable direction.
There is also the assumption that students who have aroused awareness and are
equipped with critical thinking skills can face media messages in a better way. As for
the research methods, there is another set of assumptions. It is assumed that the
relations between the students and the teacher-researcher is good enough for the
students to be willing to express their views in their diaries. The attitude of the
teacher-researcher is assumed to be open and gentle enough so that the students'
responses, in written form, will not be distorted too much due to fear of the teacher's
authority.
Last but not least, it is assumed that the researchers have enough
self-awareness and reflective ability to interpret the observations and data in a fair
manner.
Limitations
The following limitations are taken into consideration:
Some students may tend to give socially desirable answers, consciously or
unconsciously. A certain degree of the researcher's bias in observation and
interpretation is also unavoidable.
In the whole research process, only the perspectives of the teacher and the
students are taken into account. There is a lack of triangulation, that is,
perspectives from a third party, which ensure a higher degree of objectivity
(Altrichter, 1993).
Due to constraints from the teaching schedule, understanding gained from this
study is preliminary.
Learning Outcomes in Qualitative Terms

Diary
Four levels of learning came about when students were engaged in a media discourse
initiated by the teacher. The diary written for lesson five is taken as the subject of
analysis. In this lesson, students watched a video of a popular game show on TV.
The teacher demonstrated the whole process of denotation and connotation as
suggested by Masterman (1980). A paragraph of further reflection on the
entertainment culture encouraged by the TV industry was also presented.
Students
were then asked to write their responses and reflections in their diaries. In this
section, evidences of media learning are looked for.
learning can be categorised into four levels:

It is observed that traces of

Paraphrasing the teacher's ideas;
Developing ideas from the teacher's point of view and, to a certain extent,
presenting the students' own thinking;
Presenting critical thinking, i.e. being able to criticise with sound reasons; and
Conducting extended discussion on media issues.
Below is a description of examples illustrating the four levels of learning which
appeared in the diaries.
i.

Paraphrasing the teacher's ideas

Paraphrasing requires a certain degree of understanding. Students who can rephrase
the teacher's point of view in their own words demonstrate that they can grasp the
teacher's ideas and have moved a bit away from 'spontaneous concepts' towards
'scientific concepts', provided by the teacher, about the media messages (Vygotsky,
1978). The following excerpt from a student's diary is a good example (letter in italics
representing the student's paraphrasing of the teacher's ideas).
"We can see that people are more excited as a more sensitive part of the body
is taken to play with. It is no good to build up our happiness on other's
suffering".
ii.

Developing ideas from the teacher's point of view and, to a certain extent,
presenting students' own thinking

It is observed that after the teacher's demonstration, many students can develop from

understanding the teacher's point of view to presenting their own thinking. The
following words from a student’s diary are example:
"I find, amongst my friends, people who cannot live without play and laughter.
To them, the world is inadequate without play. I think that no matter if you
laugh or not, there are always problems in life for you to solve".
iii. Presenting some degree of critical thinking
For the present paper, a simplified meaning of critical thinking was adopted. A
student is supposed to be presenting critical thinking if he or she can present critiques
or discuss issues in clear terms. Below is an example.
"Although the entertainment culture has been so overwhelming in every aspect
of our lives, newspapers and magazines should not go astray, as in creating
false news stories or disclosing other people's private affairs. As the
audience, we can choose".
iv.

Conducting extended discussion on media issues

The following example can clearly show that students can present their understanding
in a holistic paragraph, discussing a media discourse with the input of their own ideas.
A sense of crisis is depicted. The discussion is extended both in width and depth.
"The 'great' reason for the building up of TV culture is the concern of the
audience's tastes and needs. But the fact is that for the purpose of pursuing
higher rates of viewing, every means is applied to attract the audience. In this
way, the audience is led astray by TV culture. The beliefs, affections and
behaviour of the audience are affected, or even controlled, by TV. The
audience are not aware of this, and they are influenced by the TV culture and
place entertainment as their first priority. They forget what respect is. They
forget to face the problems in their hearts. They take laughter as a shield
against everything. TV culture, like a drug, desensitizes our self-awareness."
Project
This is an assignment after the students have finished their lessons of media education.
Students could choose either a TV programme for analysis and reflection or an issue

presented by two media, say TV and the newspaper, and make a comparison between
them. It is observed that through the project, students demonstrate the following two
levels of learning:
The application of the skills of observation, interpretation and value judgement
(O. I. J.) on TV programmes chosen by the students themselves and,
Initiating a media discourse.
Some examples are cited below to illustrate the learning outcome by doing the
projects.
i.

1.

Application of the skills of observation, interpretation and value judgement
(O.I.J.) in a situation chosen by the student.
Using O.I.J. skills to criticise

Many students applied the skills and format of discourse on a new game programme:
'The Golden House of the Community Chest: a Happy Show', a show sponsored by a
charitable organisation.
Yin, a girl, observed that at the start of 'A Happy Show', the guests were teased about
their love affairs, which had been reported in the newspaper. The host continued to
say that what was said in the newspaper was true. Yin also observed that a lot of
food was used in the programme to be played with as part of the game. On many
occasions, the guests threw the food at one another. The host then informed the
audience at home that they could donate money to the charitable organisation through
the phone during the programme and, by doing so, they had a chance to win a flat.
She stated four points of interpretation based on these observations: (1) Every
newspaper reports the truth, including the love affairs of actors. (2) Food is to be
played with and wasted, so is the actors' self-esteem and respect. (3) One can have
his/her image spoilt in order to win. (4) Donation is not only for charity but is also
in one's own interest. Yin then wrote a paragraph of reflection, discussing issues
including the confused aims of donation, food wastage and the credibility of the
newspaper reports.
Wai, a boy, brought out the concept of materialism in the interpretation part of his
analysis of the same programme:

"Game programmes nowadays are not designed for the guests to play. The
guests become the victims of the game in a sense that in order to win, they
have to be humiliated in the name of entertaining the audience. The
alarming observation, it seems to me, is that the guests do not seem to mind at
all. They just do it for the sake of winning. The underlying message, as it
appears to me and maybe to others as well, is that it makes people think that
for the sake of material satisfaction, losing face does not matter. It is fine to
be humiliated as long as you win."
2. Using O.I.J. skills to appreciate
A few students applied the skills of observation and interpretation in the appreciation
of films. In their reflection section, they discussed the values conveyed by the films
and presented their value judgements. Yan, a girl, analysed the film 'Woman in her
forties'. She appreciated the values of kinship and life conveyed by the film. She
also found that the film presented the social problems of old people. In her
reflection part, Yan asserted her point of view on the problems faced by old people in
our society and on the question of life.
3.

Initiating a media discourse

Some students can make reflections and discuss issues not covered in the lessons.
This demonstrates that they can conduct critical thinking in new situations. One
student used a popular music show as the subject of analysis. Previously, this
programme mainly promoted popular songs, but recently it has changed in style and
content, and now playing games constitutes a major part of the programme. In his
observation and interpretation sections, the student described how he found a theme
conveyed by the games in the programme: the audience are entertained when they see
others being tricked or humiliated. His reflection part is an elaborate media
discourse, discussing several media-related issues and presenting his critical thinking
on the media environment.
a.

Function and means of entertainment

One student argued that the function of entertainment should be to relieve stress and
to enrich life. But he asserted that happiness should not be built upon others'
suffering. He criticised the game show for encouraging participants to tease one
another as a means of entertainment and then trying to justify this practice.

He then

put forward the concept of desensitisation.
"We all are sick. Teasing forbids deep friendship. It also desensitises our
feeling. And then we continue to pursue other more playful means."
b.

The responsibility of TV as a mass media

Another student described TV as a very influential medium, exerting its influence
even without the realisation of the audience. He found that the music show in
question was telling the audience that tricking others is a kind of normal and
acceptable behaviour, and he thought that TV, as a free kind of entertainment which
could reach every family, should be more responsible.
Conclusion
In Hong Kong, the implementation of media education in school is a new initiative.
It is especially the case when media education is not even on the official curriculum.
Still, the recent education reform, together with the change in social and
technological environment, have called for the matching of teaching and learning
with the needs of society and not with the requirements of syllabus and examinations.
Media education is a timely response.

In the age of new media, information travels at a speed previously unheard off. The
speedily advancements in technologies have created a lot of space for media
consumption for everyone, children included. A keystroke on the internet can link the
child to the rest of the world instantly. While children spend much time interacting
with the media, it will be foolish for schools to adopt an antagonistic role. What can be
done to help an innocent child accommodate the necessary evil of media? Media
education seems to be the remedy. It can empower pupils to estimate the influence of
the mass media, and also possesses great integrative power to bring individual
academic concepts together to be applied in a real and relevant context.
Schools aim to help children develop their analytical and critical thinking skills.
Media education is useful as it helps children become more critical and informed, able
to employ skills and knowledge to interpret the powerful media messages that
surround them. Media education is completely consistent with the basic educational
philosophy and pedagogy of the primary school. It helps to initiate and develop in
children a process of questioning. They would become more aware of the media

messages around them, develop questions and then through investigation, broader
conclusions could be drawn through constant classroom discussions and personal
reflection.
The recent curriculum reform in Hong Kong gives rise to the implementation of media
education in primary education in Hong Kong. As our society is being transformed
from an industrial society into a knowledge society, the Education Commission (1999,
p.5) suggests that learning is no longer confined to school subjects or limited to
classrooms. If we, as educators, have the mission to equip children with life skills for
coping with the world outside the classroom and beyond the school years, we should
recognize the pressing need of media education for children. The media education
curriculum will enable children to construct knowledge and develop a global outlook
to cope with the changing world in the twenty-first century, and develop lifelong
learning skills (to enjoy learning, to enhance effectiveness in communication, to
develop creativity, to develop a logical, critical, and an analytical mind). These are
among the most important aims of education.
In this paper, both schools are proactive enough to respond to the changes. The
development of media education lessons and campus radio in this school prove to be a
success. Parents, teachers, and pupils acknowledge its importance and find favour in
both the media education lessons and campus radio. With the knowledge of media
education, children would be equipped with the skills to acquire information related to
civics from the mass media in an active and analytical manner. Furthermore, they
could participate as active democratic citizens by producing their own media, voicing
their own opinions, and monitoring the practice of the mass media in general. It is
hoped that this type of initiatives can be properly acknowledged in the formal
curriculum.
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Second Language Phonology:
The Interlanguage – A Result of First Language and Second Language Structures
or Universal Markedness?
YIN LING CHEUNG
Department of Linguistics, Purdue University, West Lafayette, Indiana
Introduction and Description of the Problem
Broselow et al. (1998) give a vivid description of the language learners’
modifications of underlying representation through epenthesis, deletion, devoicing, and
learners’ tendency to favor less marked structures in interlanguage grammars. All these
modifications can be regarded as effects in universal constraints. A constraint that plays a
role in the interlanguage grammar may be invisible in the first language (L1) grammar
either because second language (L2) inputs do not provide the range essential to allow the
low-ranked constraint to have any visible effects, or the constraint may be ranked below
constraints that always mask its effects. The abrupt visibility of these constraints in L2
acquisition may result from the L2 inputs or from the development of an interlanguage
grammar that differs from the L1 grammar in its constraints rankings. For example, that
Mandarin speakers may confront with English forms ending in obstruents indicates that
NO OBS CODA is not a dominant constraint in the L2. Thus, this may suggest that the
learners begin to construct an interlanguage grammar in which the rankings of constraints
may differ from the L1 ranking. The markedness effects that are not visible in either the
L1 or the L2 may appear visible in the interlanguage data.
In this paper, two research questions will be addressed: (1) Is there such a thing as
an “interlanguage” in cases of L1-L2 interference? (2) If so, are the properties of the
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interlanguage entirely due to the structures of the two languages, or do aspects of
universal markedness play a role?
In what follows, first, I will give a review of recent literature related to L2
phonology. Then, I will discuss in what way these articles related to one another. Last
section is the conclusion to the paper.
Literature Review
Broselow, E., Chen, S-I. and Wang, C. L. (1998). The emergence of the unmarked in
second language phonology. Studies in Second Language Acquisition, 20: 261-280.
Broselow et al. (1998) discuss the simplification of forms ending in obstruents by
Mandarin speakers. These speakers tend to devoice final voiced obstruents. Also, the
speakers maximize the number of bisyllabic forms in the output. Devoicing and
bisyllabicity are not motivated by either the L1 or the L2 grammars. It is argued that the
devoicing and bisyllabicity effects arise from universal markedness constraints that exist
in all grammars but could not be discerned in the learners’ L1 grammar by the effects of
higher ranking constraints. English permits both voiced and voiceless obstruents in
syllable coda positions; Mandarin permits no voiced or voiceless coda obstruents.
Mandarin does not allow the nasal [m], any liquids, or any obstruents in coda position.
The possible syllable codas in Mandarin are glide and nasal [n, ŋ] and that in English are
glide, liquid, nasal [m, n, ŋ], voiceless obstruent, voiced obstruent.
Broselow et al. (1998) raised a question: where do the strategies of epenthesis,
deletion, and devoicing originate? Native Mandarin forms do not show underlying
representations with illegal codas, so there are no alterations providing evidence for a rule
adding a vowel after an illegal coda consonant. The choice of strategy prefers bisyllabic
forms: Epenthesis is favored in monosyllables because the output is a bisyllabic word.
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The data available to the Mandarin speakers do not show a rule deleting illegal codas.
Deletion or devoicing final consonant, rather than adding a syllable, are favored in
bisyllabic forms. Nor can these rules be imported from the L2 grammar: English has no
regular, productive rule of vowel epenthesis or deletion for illegal codas. Neither voiced
nor voiceless stops are permitted in Mandarin codas, under a simple transfer account, that
both types should not be easy for Mandarin speakers. It is because voiceless stops are
considered less marked than voiced stops in coda position. The less marked voiceless
stops should be easier for learners than the more marked voiced stops.
Broselow et al. (1998) suggest that Mandarin speakers’ mispronunciations of
English forms containing stops in coda position take three different forms, namely vowel
epenthesis after the coda stop, deletion of coda stop, or devoicing a voiced coda stop. The
first two strategies have the effect of transforming a form that would be an impossible
syllable structure in the L1 to one that is legal native-language syllable structure. For
example, [vig] has [g] in its syllable coda, and [g] is not a possible coda segment in
Mandarin. Both [vI.gə] and [vI] avoid this illicit coda structure. Thus, the motivation for
devoicing is less clear because [vIk] is also not a legal Mandarin syllable.
The analyses of /vIg/ is shown in (1a-c). The initial Mandarin ranking is: NO OBS
CODA >> MAX (C), DEP (V). English ranking is: MAX (C), DEP (V) >> NO OBS
CODA. No ranking between MAX (C) and DEP (V) and English does not provide clear
evidence for any such ranking. The subjects employed both vowel epenthesis and
consonant deletion to get rid of the stops from syllable coda position.
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(1) a. English (Broselow et al, 1998, p.268)
input: /vIg/

MAX (C)

a. →vIg
b. vI
c. vI.gə

*!

DEP (V)

NO OBS CODA
*

*!

b. Mandarin Subjects Favoring Deletion (Broselow et al, 1998, p.268)
input: /vIg/
a. vIg

NO OBS CODA
*!

DEP (V)

MAX (C)
*

b.→vI
c. vI.gə

*!

c. Mandarin Subjects Favoring Epenthesis (Broselow et al, 1998, p.268)
input: /vIg/
a. vIg
b. vI

NO OBS CODA
*!

MAX (C)

DEP (V)

*!
*

c.→vI.gə

The preference for bisyllabic forms in the interlanguage of the Mandarin speakers
illustrates a case of the emergence of the unmarked. The constraint WD BIN — words
should consist of two syllables — is a well-established markedness constraint in the
grammar of many languages. Assuming in OT, the presence WD BIN in the grammar of
one language implies that it is present in the grammar of all languages, though its effects
may be masked by higher ranking constraints – constraints requiring faithfulness to the
input. Because of this reason, WD BIN is present in the Mandarin grammar, though
ranked below faithfulness constraints. Monosyllabic input forms are not changed in the
direction of bisyllabicity because to make these forms satisfy WD BIN would make these
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forms unfaithful to their inputs, which in turn violates higher ranking faithfulness
constraints.
In tableaux (2), (3), and (4), the two faithfulness constraints DEP (V) and MAX
(C) have the same ranking: Both are ranked below NO OBS CODA, and above WD BIN,
but are not ranked with respect to each other. In tableau (2), the native form /kan/ “see”
satisfies the highest ranked constraint, NO OBS CODA, as do its competitors, with
epenthesis and deletion. It can be used in evaluating the three candidates with respect to
the faithfulness constraints DEP (V) and MAX (C). Only the faithful form [kan] satisfies
these constraints, and so the competitors (3b) and (3c) are eliminated at this stage.
(2) Mandarin Native Form (Broselow et al, 1998, p.273)
input: /kan/

NO OBS CODA

DEP (V), MAX (C)

a.→kan
b. kaə
c. ka

*!
*!

WD BIN
*
*

The situation is different with an input like /vIg/, because this form cannot satisfy
NO OBS CODA without a violation of faithfulness: Either epenthesis or deletion is
required to move the stop out of coda position, as in (3).
(3) Interlanguage Form: Monosyllabic (vIg) (Broselow et al, 1998, p.273)
input: /vI/
a. vIg

NO OBS CODA
*!

DEP (V), MAX (C)

WD BIN
*

*

b.→vI.gə
c. vI

*

*!

The coda stop in (3a) disqualifies the most faithful candidate in the first round.
Then move to the next co-ranked constraints forbidding vowel insertion and consonant
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deletion. Because (3b) and (3c) tie at this stage, both survive, leaving the choice up to the
next constraint. Candidate (3b), being bisyllabic, is the winner.
The tableau (4) below illustrates the bisyllabic form fealing /filIg/. The faithful
form is eliminated by NO OBS CODA, and both (4b), with an epenthetic vowel, and
(4c), with deleted consonant, violate the faithfulness constraints. The choice then falls to
WD BIN, which chooses the form with deletion, rather than the form with epenthesis,
because that form best satisfies the requirement that words are bisyllabic.
(4) Interlanguage Form: Bisyllabic (fealig) (Broselow et al, 1998, p.273)
input: /filIg/
a. fi.lIg
b. fi.lI.gə

NO OBS CODA
*!

DEP (V), MAX (C)
*
*

c.→fi.lI

WD BIN
*
*!

Voiceless codas are less marked than voiced codas universally. Markedness of
coda types can be formalized by a markedness constraint NO VOICED OBS CODA that
penalizes the more marked voiced obstruents in the coda. In English, NO VOICED OBS
CODA is ranked below faithfulness constraints MAX (C), DEP (V), and IDENT (VOI).
In Mandarin, the effects of NO VOICED OBS CODA are invisible because
Mandarin forms are restricted to the more general constraint NO VOICED OBS CODA.
NO VOICED OBS CODA restricts all obstruent codas; NO VOICED OBS CODA
prohibits only a portion of obstruent codas. Above that the ranking of constraints in the
Mandarin grammar is NO VOICED OBS CODA: as long as it is equal in ranking or
lower ranked than NO OBS CODA, its effects will not be occurred. The following
rankings for languages exemplifying two coda patterns.
(5) Constraint Rankings

7

a. No coda obstruents (Mandarin): NO OBS CODA, NO VOICED OBS CODA >> MAX
(C), DEP (V), IDENT (VOI)
(*vIg, *vIk)
b. Both voiced and voiceless coda obstruents (English): MAX (C), DEP (V), IDENT
(VOI) >> NO VOICED OBS CODA, NO OBS CODA
(vIg, vIk)
However, some Mandarin subjects chose devoicing, which indicates that these
speakers have developed an interlanguage grammar that differs from both the L1 and the
L2 grammars. However, this does not imply that learners have acquired a rule that is
present in neither L1- nor L2-grammars. Instead, this is a re-ranking of constraints that
are already present in the learner’s L1-grammar. It is assumed that the Mandarin subjects
who employ devoicing rearrange the ranking of NO OBS CODA, below both NO
VOICED OBS CODA and IDENT (VOI). Once NO VOICED OBS CODA is ranked
higher than NO OBS CODA, voiceless obstruent codas is introduced, as in (6).
(6) Mandarin Subjects Favoring Devoicing
input: /vIg/
a. →vIk
b. vIg
c. vI
d. vI.gə

NO VOICED
OBS CODA

MAX (C),
DEP (V)

IDENT (VOI)
*

*!

NO OBS
CODA
*
*

*!
*!

NO VOICED OBS CODA rules out candidate (6b), and MAX (C) and DEP (V)
rule out candidates (6c) and (6d). Because these subjects have departed from their L1 by
demoting NO OBS CODA, the candidate with voiceless final coda (6a) is optimal.
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Chan, A. Y. W. and Li, D. C. S. (2000). English and Cantonese phonology in
contrast: explaining Cantonese ESL learners’ English pronunciation problems.
Language, Culture and Curriculum, 13.1: 67-85.
This article begins by saying that the transfer of L1 phonological features in L2
pronunciation in the process of learning a L2 has long been proved. Due to the
considerable typological distance between English and Cantonese, it seems difficult for
Cantonese speakers to master standard English pronunciation. Because the learners’ prior
linguistic experience has an influence on their learning of other languages, most of the
English pronunciation problems encountered by native speakers of Cantonese may be
attributed to systematic phonological differences between the two languages. What
follows are some examples concerning ESL learners’ pronunciation problems and
difficulties in the L2.
Plosives
Because there are no voiced syllable-final plosives in Cantonese, Cantonese ESL
learners have the tendency to substitute /p, t, k/ for /b, d, g/ when pronouncing words
such as ‘robe’ (/ɹəʊb/) and ‘maid’ (/meId/). They tend to transfer the habits of not
releasing final plosives to English, giving the feeling that the final plosives are “lost”, that
is, for /p/ the lips remain closed, for /t/ the tongue tip clings to the alveolar ridge, and for
/k/ the back of the tongue clings to the velum. For example, ‘step’ is pronounced as
[step ̚] and ‘not’ is pronounced as [nɒt ̚]. Another examples are minimal pairs such as
‘rope’ and ‘robe’, ‘maid’ and ‘mate’. For these learners, a sign of sub-standard
pronunciation is their inability to actualize the systematic contrast between voiced and
voiceless final plosives. Cantonese ESL learners also have problems with English voiced
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plosives in the syllable-initial position. Thus, /b, d, g/ in words such as ‘because’ /bIkɒz/,
‘divide’ /dIvaId/ and ‘goal’ /gəʊl/ are often devoiced.
Affricates
Cantonese ESL learners appear to have problems with the two English affricates
/tʃ/ and /ʤ/ as found in ‘cheap’ /tʃi:p/ and ‘jump’ /dʒΛmp/. They are different from the
Chinese affricates /ts/ and /dz/ in terms of place of articulation and in the shape of the
mouth. This may explain why Cantonese speakers tend to treat English affricates as being
the same as their Cantonese counterparts, that is, using /ts/ for/tʃ/, and /dz/ for /ʤ/. For
example, even advanced Cantonese ESL learners may pronounce the affricate in the
‘China’ / tʃaInə/ with lip-spreading rather then lip-rounding.
Nasals and Laterals
In final position, /l/ and /n/ present problems to Cantonese ESL learners. The /n/
in final position in words comprising a diphthong, such as ‘mine’ /maIn/ and ‘line’ /laIn/,
is often deleted, while the dark [l], being non-existent in Cantonese, is either dropped or
replaced by a sound with an [u] quality, probably because both the dark [l] and [u] are
produced with the back of the tongue raised towards the velum. Thus, words like ‘will’
/wIl/ or ‘fill’ /fIl/ tend to be pronounced as [wIu] and [fIu] with unnecessary lip-rounding.
Vowels
Many Cantonese ESL learners may pronounce the central vowel /ɜ:/ as in ‘bird’
/bɜ:d/ and ‘fur’ /fɜ:/ with lip-rounding, which may be explained by the fact that Cantonese
has a similar-sounding vowel /œ/, which is articulated with lip-rounding.
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Cantonese learners tend to ignore the distinction between the long and short
vowel pairs /i:/ and /I/, /u:/ and /ʊ/, /Ɔ:/ and /ɒ/. Hence they have difficulties
distinguishing word pairs such as ‘cheap’ /tʃi:p/ and ‘chip’ /tʃIp/, ‘food’ /fu:d/ and ‘foot’
/fʊt/, and ‘caught’ /kƆ:t/ and ‘cot’ /kɒt/, where the former in each pair is pronounced with
a long vowel and the latter a short vowel. Although Cantonese /i/, /u/ and /Ɔ/ all have long
and short allophones which are distinguished by vowel length, the length difference is not
distinctive, and there are restrictions governing which consonants can follow which
allophones. This suggests why Cantonese ESL learners find it difficult to distinguish the
long and short vowel contrasts in English.
Hung, T. T. N. (2000). Towards a phonology of Hong Kong English. World
Englishes, 19.3: 337-356.
There are two interesting examples given in Hung’s (2000) paper. One feature of
Hong Kong English (HKE) diphthongs is the status of [ΛI] vs. [aI], in tries [tʃwaIs] and
twice [tʃwΛIs]. It is uncertain whether these two diphthongs contrastive, or they are
predictable allophones of the same phoneme. At first, tries and twice seem to suggest that
they may be contrastive. These words are contrasted in old varieties of English (OVEs)
by the voicing of the {s} suffix and by the [tr] vs. [tw] contrast, but these contrasts do not
exist in HKE, which appears to utilize a contrast in the diphthong that does not exist at
the phonemic level in OVEs. This contrast is influenced by Cantonese, where [ΛI] and [aI]
are distinctive (as in Cantonese [mΛI] ‘rice’ and [maI] ‘buy’).
The cluster [kw], involving a velar stop followed by a labio-velar glide, does not
occur before rounded vowels in HKE, but only before non-rounded vowels, as illustrated
by quote [koʊt], quarter [kƆtə], quit [kwit], quite [kwΛIt]. The distribution has a
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counterpart in modern Cantonese, where, among the ESL learners, the cluster [kw] has
been simplified to [k] before rounded vowels, but maintained before non-rounded
vowels, as in [kwƆŋ] → [kƆŋ] ‘broad’ vs. [kwΛI] ‘expensive’; [kwƆk]→ [kƆk] ‘nation’ vs.
[kwai] ‘strange’.

Peng, L. and Ann, J. (2004). Obstruents voicing and devoicing in the English of
Cantonese speakers from Hong Kong. World Englishes, 23.4: 535-564.
The article examines two Cantonese speakers’ production of English stem-final
voiced obstruents. It is found that voiced obstruents are more likely to devoice in prevoiceless and word-final positions and less likely to devoice in pre-sonorant and
prevocalic positions. The analysis reveals a regular pattern expressed by three ranked
constraints: IDON (Lar) >> *Lar >> ID (Lar).
(7) presents the constraint ranking for L1 English, together with the rankings for
Cantonese and the L2 English of the Cantonese speakers. IDON (Lar) being pre-sonorant
consonants should be faithful to underlying laryngeal specification if they belong to the
same syllable as the following sonorants. *Lar refers to not having laryngeal features. ID
(Lar) means consonants should be faithful to underlying laryngeal specification.
(7) Constraint rankings for Cantonese, L2 English of Cantonese Speakers and L1 English
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a. Cantonese
IDON (Lar)
*LAR
ID (Lar)
More strict --------------------------------------- less strict
b. L2 English
IDON (Lar)
*LAR___
ID (Lar)
More strict --------------------------------------- less strict
c. L1 English
IDON (Lar)
*ID (Lar)__
*LAR__
More strict --------------------------------------- less strict
(7a-c) show that L2 English of the Cantonese speakers retains essentially the
relation of the three constraints in Cantonese. Its relation to L1 English in (7c) is less
obvious. For the Cantonese speakers attempting to learn English, they must learn to
promote ID (Lar) and demote *Lar such that the ranking of the two constraints is
reversed. In other words, *Lar must move towards the right or the low end of the
continuum while ID (Lar) must move towards the left or the high end of the continuum.
That these two constraints overlap in their strictness bands in their L2 English means that
the Cantonese speakers have made partial headway towards the goal, even though their
eventual ranking falls short of the target language. Given the fact that two Cantonese
speakers have received English language instruction since their elementary school, the
constraint hierarchy they end up with in (7b) is possible. It demonstrates both the effect
of the speakers’ L1 and the pull of L2. This is an indication of the sign of the
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interlanguage, that is, a language that shares the properties of the speakers’ L1 and those
of L2 while it differs from both at the same time.
Chan, A. Y. W. (2004). ESL learners’ difficulties in learning English final
consonants. Proceedings of KATE 2004 International Conference. The Korea
Association of Teachers of English, 59-62.
Chan (2004) argues that mother tongue influence is the main reason for L1
learners’ difficulty in pronouncing L2. The findings show that voiced obstruents, be they
plosives, fricatives or affricate, are found to be difficult for Cantonese ESL learners. No
subjects in the study could pronounce any of the voiced obstruents accurately irrespective
of speech styles and the phonological environments they were in. The difficulty they
encountered was due to the voicing requirement of the sounds. Since no obstruents in
Cantonese are voiced, mother tongue influence is argued as a reason for the difficulty.
Another major problem related to the pronunciation of plosives is non-release. Given that
Cantonese final plosives are obligatory unreleased, mother tongue influence may be
argued as the main reason for the difficulty. Although both Cantonese and English have
the lateral /l/, the distribution of the sound in the two languages differs: /l/ is found only
in initial position in Cantonese but also in final position in English. The dark [l] poses
tremendous difficulty for the subjects in the study.
Eckman, F. (2004). From phonemic differences to constraint rankings. Studies in
Second Language Acquisition, 26: 513-549.
Eckman (2004) gives a comprehensive account of the development of L2
phonology over the last 50 years, from analyzing learners’ errors in terms of Contrastive
Analysis to proposals explaining L2 sound patterns in terms of constraints on
“interlanguage” grammar. The idea behind “interlanguage” is that L2 learners construct
their own version of the L2. An interlanguage requires a pattern of utterance that does not
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derive from L1 transfer or whose systematicity cannot be tied to L2 input. In other words,
neither the L1 nor the L2 can explain the observed systematicity. Studies in recent decade
have shown the necessity of phonological universals in explaining L2 phonologies
through constraint-based grammars within OT framework.
Major, R. (1998). Interlanguage phonetics and phonology. Studies in Second
Language Acquisition, 20: 131-137.
Major (1998) discusses six articles that are relevant to second language
acquisition (SLA). There are three articles dealing with markedness. Riney and Flege’s
segmental phonetics study addresses UR issues and the relationship between perception
and production. Their segmental studies are essential to research involving syllable
because syllables are made up of segments. The two other studies addressing markedness
are phonological and work with syllable structure: Carlisle’s article is about syllable
onsets and Broselow et al. article concerns syllable coda. The remaining three articles
show relevance in the nature of underlying representations (URs). Munro’s phonetics
article addresses perceptual issues, which are essential in URs formation. Flege, Frieda,
Walley, & Randazza’s phonetics article examines the role of lexical factors in production,
which yield implications for lexical phonology and for UR models. Archibald’s article,
using feature geometry, is on a phonological study on URs.
Though Major’s (1998) 6-page article is one of the few studies in interlanguage
phonetics and phonology, he did not touch upon the notion of interlanguage in phonetics
and phonology in the first four pages. There is only one paragraph dedicated to the
discussion of interlanguage in the entire paper. In the last page of the article, Major talked
about OT and the application of markedness by referring to a study of English initial

15

clusters produced by Spanish native speakers without relating to the relevance of
interlanguage influence on L2.
Discussion
The core of my paper is to argue whether the interlanguage between the L1 and
the L2 can be explained in terms of the phonologies of the L1 and the L2, or whether it
contains universal elements which are not found in either of the two languages.
Chan (2004), Chan & Li (2000) and Hung (2000) all seem to suggest that
universal markedness constraints are not required in accounting for L2 errors. In other
words, L2 errors can be explained without reference to universal markedness constraints.
Peng & Ann (2004) believes that L1 transfer plays a significant role in shaping the
voicing phonology of the L2 English. For example, the overlap in the strictness ranges of
ID (Lar) and *Lar shows that the Cantonese speakers in the study have succeeded to
some extent in acquiring the L2 ranking even though their eventual ranking remains
distinct from that of L1 English. Peng & Ann also says that the interlanguage shares the
properties of L1 an L2 while the interlanguage also differs from both the L1 and the L2.
Chan (2004), Chan & Li (2000), and Hung (2000) only highlight the importance of the
L1 on the L2. They do not explicitly discuss the issue related to interlanguage grammar.
I do not believe these scholars are right because they overlook the significance of
universal markedness in accounting for phonological problems.
On the contrary, I support the effort of Broselow et al. (1998), Peng & Ann
(2004), Major (1998), and Eckman (2004) in which they fill in the gap found in Chan’s
(2004), Chan & Li’s (2000) and Hung’s (2000) studies by taking into account the
universal markedness constraints in accounting for L2 errors.
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To answer the research question (1), there is such a thing as an interlanguage in
cases of L1-L2 interference. In response to the research question (2), the properties of the
interlanguage may not be due entirely to the L1 or to the L2. The interlanguage may
share some of the properties in the L1, but the interlanguage differs significantly from
both the L1 and the L2. The aspect of universal markedness plays an important role in
explaining ESL learners’ problems in the L2 pronunciation.
This implies that the optimality theory (OT) is better, or at least appear to be more
useful, in explaining Cantonese ESL problems in English pronunciation. There are two
reasons for this. First, within OT, instead of rules, grammars comprise a universal set of
constraints. It can be viewed that the constraints are criteria for well-formedness. No
language can meet all the criteria. Therefore it is not unnatural to believe that some of the
constraints will conflict with each other. The conflicts are solved by ordering the
constraints. So, the grammar of particular languages is the result of different rankings of
the universal constraints. One distinctive feature of OT is that the universal constraints set
is separated into faithfulness constraints and marknesses constraints. In OT,
grammaticality is not determined based on whether an utterance breaks one or more of
the constraints. Rather, the grammaticality of an utterance is decided by an optimization
process where well-formed utterances are those that adhere to the highest ranked
constraints in the grammar.
Second, when it comes to second language acquisition, OT can explain the L1
learners’ problems in L2 errors because OT characterizes the differences between L1 and
L2 in terms of the ranking of the same constraints. OT makes clear the languageparticular differences that are the basis for the pronunciation errors. Broselow et al.
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(1998) are insightful in saying that OT provides a ready explanation for the origin of L2
patterns that are attributable to neither the L1 nor the L2. To me, they are right in saying
that there is an assumption that all grammars contain all constraints within OT. The
source of the new L2 patterns is the emergence of a constraint in the interlanguage with a
low ranking in both the L1 and L2.
Conclusion
L1 interference has always been, and still is, a factor in explaining L2 learners’
difficulties in pronunciation. Merely based on the understanding of sound systems in
general and interlanguage phonology are necessary but not sufficient in accounting for
ESL learners’ English pronunciation problems. It goes without saying that OT’s
incorporation of language typology and of markedness is indispensable to explain some
aspects of L2 phonology. Given that there is no one perfect phonological framework in
this world, when it comes to the discussion of the ESL learners’ problems in the L2
pronunciation, it is imperative to adopt a multi-dimensional approach, comprising native
language interference, interlanguage phonetics and phonology, and OT.
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Abstract
Teaching quality plays a pivotal role in promoting educational outcomes and
student’s satisfaction in learning. Though the literature is replete with discussion
investigating teachers’ characteristics and beliefs, understanding the perceived
attributes of teaching excellence has limited influence on university teachers.
Moreover, teaching is more of a journey than a destination. Thus, it is important to
explore the process toward excellence and the conditions conducive to teaching
improvement. This study employs John Dewey’s experiential social theory as a
conceptual framework. A narrative inquiry is utilized to understand stories of attaining
teaching excellence. Preliminary findings of this study uncover that the process of
attaining teaching excellence evolves into five phases over time. Reflective practice
serves as the hinge on continuous excellence.

Purpose

Teaching remains to be undervalued at research-intensive universities despite
many initiatives to promote the importance of teaching (Kreber, 2002). It is evident
that higher education has been promoted almost exclusively on the basis of excellence
in research (Burkill, 2002). However, it’s a non-disputable agreement that teaching
involves a complex concept, as well as a multidimensional process (Burkill, 2002;
Calderhead, 1996; Sandretto, Kane, Heath, 2002). Kane, Sandretto, Heath (2004)
argue that, “teaching is the heart of the university (p.305).” It demonstrates the vital
work of teaching in higher education. The National Commission on Teaching and
American’s Future (NCTAF) reveals the outcomes of “What matters most: Teaching
for American’s future” in 1996 and “What matters most: Investigating in quality of
teaching” in 1997 respectively. These reports conclude that teaching quality played a
pivotal role in promoting educational outcomes and student satisfaction in learning
(Ho, Lee, & Lan, 2004).
More research has been conducted to investigate university teachers’ beliefs,
concepts, and characteristics of teaching excellence (e.g., Andrew, Garrison, &
Magnusson, 1996; Cheng, 2004; Cheng, 2005; Elton, 1998; Feldman, 1997, Hativa,
Barak, & Simhi, 2001; McLean, 2001), rather than focusing on the way of approaching
excellence (Kane, Sandretto, Heath, 2002; Kreber, 2002). Similarly, when Ho, Lee,
and Lan (2004) reviewed literature of teaching quality and excellence in Taiwan, they

found much emphasis on the investigation of university teachers’ personality and traits,
indicators of good teaching, and constructing system evaluation processes on quality
teaching. However, understanding the perceived attributes of teaching excellence has
limited influence on university teachers’ ability to develop these attributes (Kane,
Sandretto, Heath, 2004). In addition, master teachers understand that their teaching is
more of a journey than a destination (Smart, Kelley, & Conant, 2003). We also agree
with what Hillier (2002) proposed “excellence is not something that is a defined
outcome, but is part of a process where competence is the starting point for excellence
(Cited in Burkill, 2002, p.255).”
Higher education in Taiwan encounters a radical reform in the past one and half
decades. Not only the quantity has changed, but also the nature of quality provided in
higher education. The total number of colleges/universities burst to one hundred and
sixty one today (Ministry of Education, 2005a), which is 3.2 times compared to the
number in 1991. This results in extremely competitive recruiting for higher education
students. Consequently, colleges/universities have to emphasize more on teaching
quality to promote educational outcomes and student satisfaction. This phenomenon in
turn alters the marketing of higher education into an industry rather than a non-profit
organization. As a result, the quality of teaching and learning becomes an indicator for
the effectiveness of schooling, as well as an essence of the future development in

Taiwan. Recognizing the change and due to the demands for more resources and
revenue in higher education, the ministry of Education in Taiwan endowed a grant of
thirty-one billion US dollars to thirteen universities this year in an attempt to pursue
teaching excellence nationally and to be able to compete globally. The determination
of promoting campus teaching and learning is thus manifested.
Though the literature is replete with discussion on teaching excellence in higher
education, there has not been much systematical investigation conducted in Taiwan.
Among the few studies, exploration of the attainment of teaching excellence is scarce.
We believe what Kane, Sandretto, Heath (2004) said, “good teaching is not innate; it
can be learned (p.283).” Therefore, to understand the process of attaining teaching
excellence is critical to provide insights to teachers for teaching improvement. The
purpose of this study is to understand the process toward excellence for the university
award-winning teachers, to explore the conditions conducive to teaching excellence in
higher education, and to uncover how the award-winning teachers continually pursue
teaching excellence. Three research questions guided this study:
1. What is the process of attaining teaching excellence?
2. In what ways do the teachers continually pursue teaching excellence?

Conceptual Framework
This study employs John Dewey’s experiential social theory (1938) as the
conceptual framework served to understand the award-winning teacher’s experience of
pursuing teaching excellence. For Dewey, personal growth is resulted in an inevitable
interplay between the personal and the social experience (Clandinin & Connelly, 2000;
Clandinin & Connelly, 1998). An essential concept of experiential social theory is
“situation,” comprised of two criteria: interaction and continuity (Clandinin &
Connelly, 1994). Interaction refers to the interaction of internal and existential
dimensions. Internal dimension demonstrates personal feelings, hopes, reactions,
reflections, and so on. Existential dimension is the contextual environment of personal
experience or so-called reality (Bruner, 1986). Continuity depicts the temporal
positioning of every situation, which can be captured as past, present, future, and
temporality. In other words, there are four ways of exploring a personal experience:
inward, outward, backward, and forward.
This study utilizes the experiential social theory to tell and retell the stories of the
experiences of the award-winning teacher, particularly his/her processes of attaining
teaching excellence historically, inner feelings and reflections on teaching quality, and
existing conditions of fostering teaching improvement.

Methodology/Data Source/Evidence
Teaching is all about learning to understand yourself as a teacher (Kane, Sandretto,
Heath, 2004). This study employs narrative inquiry (Clandinin & Connelly, 2000) to
tell stories of the attainment of teaching excellence for the award-winning teacher in
higher education located in the East of Taiwan. This research approach delves into the
understanding and exploration of personal experience in depth. Considering the nature
of narrative inquiry, which is in-depth and continuity in time, we select one
award-winning teacher for teaching excellence in a university which places an
emphasis on teaching quality. We construct the experience of the award-winning
teacher by following five stages of narrative inquiry process: attending to experience,
telling about experience, transcribing experience, analyzing experience, and reading
experience (Riessman, 1993).
Results
Preliminary findings of this study uncovered the process of attaining teaching
excellence for the university award-winning teacher. The process evolves over time
into five phases: planting the seeds, gestating to growth, cultivating for merit, shaping
toward quality, acknowledging excellence. Reflective practice serves as the hinge on
continual excellence.

Phase I: Planting the seeds. From the narrative of the award-winning teacher,
we found that personal background and learning experience are contributed to early
development of teaching excellence. More specifically, becoming an excellent teacher
relies more on a “personal” rather than technical mechanism. In a personal life, the
influence of a significant person or critical event plants the seeds for values and beliefs
of teaching and learning. Howitt (2002) comments, “for many of us who are dedicated
to our craft as teachers, our personal identities are deeply implicated in our teaching; in
constructing our courses, texts, and students we construct ourselves (Cited in Burkill,
2002).” In this phase, personal life experience at the early stages implicitly informs
future development of teaching quality.
Phase II: Gestating to grow. The award-winning teacher interactively constructs
his beliefs of teaching and learning with their personal experience and educational
growth. Embarking on teaching related work in his early stage of life is considered a
valuable experience for those teachers. Such work could be, but is not limited to, being
a mentor for peer students, having part-time jobs, doing one-on-one teaching and
private tutoring, and substituting in education related environments. The teacher can
benefit from practices before or after his official teaching career. Besides, during the
period of gestation, beliefs and values about teaching evolve over time and are in
congruence with his life experience.

Phase III: Cultivating for merit. In the phase of cultivation, the award-winning
teacher formally engages in teaching in universities. The conditions conducive to
teaching merit include the following: personal values/beliefs, family and environment
support, time involvement, educational resources, and individual resilience. A strong
value/belief held by the award-winning teacher is the promise of teaching
improvement. Such belief serves as a toggle when the teacher encounters conflict
between teaching and research. Time commitment places a key factor when the teacher
distributes his time on teaching and research. The teacher adjusts his actions in accord
with his values/beliefs when joggling between teaching and research under a pressing
time.
Other than the above-mentioned conditions, other factors also involve in the
attainment of teaching excellence: good intention to help his students’ learning,
generous caring for the best interest of his students, and purposefully continuous
improvement. Various ways of improving teaching can be accomplished by the
following, but is not limited to: conducting research, reviewing literature, engaging in
collaborative inquiry, practical experience, exerting experimental teaching methods
related to areas of one’s discipline or teaching (Kreber, 2002).
Phase IV: Shaping toward quality. Understanding attaining processes toward
teaching excellence, this study reveals that teaching toward quality serves as a strategy,

not a final destination. In other words, the teacher intentionally improves his teaching
not because of getting recognition or award, but he is driven by his beliefs on education,
personal commitment, and continuous enhancement in teaching. During the process of
shaping teaching towards quality, the teacher engages in various resources to improve
their teaching. The resources include three aspects: interpersonal, intra-personal, and
professional development. Interpersonal resources include personal reflection, reading,
journal writing, and observation. Intra-personal resources include critical dialogue
with mentors, colleagues, friends, and others. Professional development involves
workshops, seminars, and classes for teaching improvement.
Phase V: Acknowledging the excellence. The teacher gains recognition when
the time comes. Surprisingly, the award-winning teacher is not particularly excited
about earning the reward. He views quality teaching as his responsibility not
something grandeur that he strives for. With or without the award, the teacher remains
dedicated to teaching the way he believes. However, he do appreciate such awards or
recognitions for it confirms that he is teaching in the right direction.
Reflective practice: The hinge on continuous excellence. A critical approach
found in this study is that the award-winning teacher pursues teaching excellence
through the engagement of reflective practice. Consistent improvement regarding
teaching is viewed as a life-long journey for these teachers. Kane, Sandretto, & Heath

(2004) elaborate the journey of teaching as follows: “the way in which the participants
(teachers) think about and understand their own practice through purposeful reflection
has led to their development of excellence (p.304).”
Educational Significance of the Study
This study uncovers the journey toward teaching excellence in higher education.
It reveals that the attaining process of teaching excellence evolves into five phases over
time: planting the seeds, gestating to growth, cultivating for merit, shaping toward
quality, acknowledging the excellence. Reflective practice is found as well to facilitate
the process of gearing toward teaching excellence. The findings of this study
contribute to the literature of teaching quality in the aspect of the attaining processes
on excellence. This study also provides in-depth understanding regarding teaching
excellence through narrative inquiry.
Several implications generated from this study are as follows. First, the insights
and experiences obtained by the award-winning teacher can be shared with novice
teachers or teachers who seek for teaching improvement via various forms of staff
development. Second, universities should ensure that there is a fair balance among
research, teaching, and administrative services. Third, the teaching style is innate, as
well as is difficult to change because the teachers integrate their personal traits,
characteristics, and beliefs in teaching. Therefore, various forms of teaching should be

advocated. Likewise, various awards or incentives are encouraged for promoting
teaching in higher education.
There are two suggestions proposed by this study. First, there is a need for
providing a more holistic, supported, and scaffold approach to the development of
quality teaching in higher education. Second, providing support or resources for
teaching enhancement along with the process of teaching is critical.
Investigation of teaching excellence on different disciplines is needed. The
student’s perceptions of teaching and their experiences of learning are worthwhile to
explore in-depth to better understand the quality of teaching and to provide feedback to
the instructors. Angelo (1996) said, “Students are disputable experts on how they
perceive teachers and teaching, and how instruction affects them.” Thus, future
research is suggested that the student’s voices on teaching and learning could be
explored more to better offer different perspectives of teaching excellence.
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Abstract

Organizing a teacher association within each school in Taiwan is considered as
the first move in the world. How the function of teacher associations affects the
dynamics between the principals and its members is unknown, but the phenomenon is
worth of exploration further. The purposes of this study are to examine the principal’s
beliefs regarding the teacher associations within their schools, and to explore the
dilemma faced by the principal when interacting with teachers in the teacher
association.
A combination of quantitative and qualitative research design was employed in
this study. I first sent out a questionnaire to investigate the interaction between school
administration and teacher association in a county located in the north of Taiwan. I then
selected four schools with the most frequent interactions between the two organizations.
Data collection included in-depth interviews and document analysis. A consistent
comparison approach was applied to analyze the data collected.
Preliminary findings reveal that most of the principals hold common beliefs that
the major purposes of teacher associations are to monitor the principal and the
administrative team, as well as to counter balance the power of the principal. It is also a
great opportunity for members of teacher associations to broaden their perspectives
when participating in school administration. Though teachers would like to participate
in school administration, they encounter difficulties in administration strategies and
bargaining skills when negotiating with their principals. This study also provides
suggestions for teacher associations and school administration for the purpose of
advocating for the teacher empowerment, improving the effectiveness of school
administration, and thus integrating these two organizations within schools to
maximize the capacity of school reform.

Purpose
Teacher association is an overarch term for groups organized by teachers and

school educators (Guthire, 1982; Jossup, 1985; Tannebaum & Schmidt, 1973). It serves
as a cradle for teacher’s growth. Joining teacher association, teachers can protect their
rights at work, secure their jobs, and foster their professional development. Moreover,
they can express their opinions publicly (Jessup, 1988; Kerchner & Koppich, 1993;
Shie, 1990; Wu, 1995). It has been a long history of development for teacher
association in some developed counties, such as the United States, the Great British,
German, Japan, and Korea. These organizations include, but are not limited to, The
National Educational Association (NEA), The American Federation of Teachers (AFT),
The National Union of Teachers (NUT), Deustscher Leherbund e. v., and Korean
Federation of Teacher’s Association (Chang, 1986; Lin, 2001; Su, 2003). Over the
years, the teacher association in these countries pursues clear goals, sets up structural
organizations, follows useful systems of function, and provides resources. Some
associations function as teacher union to maximize its members’ benefits and
professional development (Burrup, 1972; Huggett & Stinnett, 1956; Huan, 1987; Shie,
1990; Su, 2003).
Educational reform in Taiwan put an emphasis on deregulation in school system,
such as scheduling, personnel, curriculum, assessment, and so on. As a result, Citizen
Education Act and Teacher Act were enacted in 1995, which endowed the teacher’s
right for organizing a teacher association within his/her school. These passages

symbolize a power shift from top to bottom level. Since then, teachers are able to
express their opinions via formal channels within their schools. Joining teacher
association in teachers’ own schools thus becomes a right and choice for all teachers.
Participating in school decision-making for teachers is a necessary process for
school improvement. School administration originally lead by the principle is now
involved in teachers of teacher association in decision-making and distributed
leadership. Consequently, interaction between members of teacher association and
principals influences the effectiveness of school leadership and administration.
Organizing a teacher association within each school in Taiwan is considered as
the first move in the world. How a teacher association affects the dynamics between
the principals and its members is unknown, but the phenomenon is worth of
exploration further. Due to the difficulty of understanding the complicated, dynamic
interaction between members of teacher association and principals via a single
perspective, researchers (Lin, 2003) thus propose a need for empirical study by using
multiple perspectives (Burrell & Morgan, 1979; Capper, 1995) to analyze the
interaction between teacher associations and school administration. The purposes of
this study are to examine the principals’ beliefs regarding teacher associations within
their schools, and to explore the dilemma faced by the principals when interacting with
teachers in teacher associations.

This study is guided by the following two research questions:
1. What are the principals’ beliefs regarding the teacher association in their schools?
2. What are the dilemmas encountered by the principals when interacting with teacher
association within their schools?
Conceptual Framework
The conceptual and theoretical framework for this study was based on a multiple
perspectives proposed by Burrell and Morgan (1979). “Organizations as multiple
realities” Bolman and Deal,1997, p266 revealed that organizational behaviors and
interactions between groups can be analyzed in different frameworks, which results in
different, but in-dept interpretations. The multiple perspectives include structural
functional, interpretive, and critical perspectives. A structural functional perspective is
rooted in regulation, control, and maintenance of status quo. An interpretative
perspective views reality through multiple lenses, as well as socially constructed. A
critical perspective involves in creating social change and is concerns with
disenfranchised and oppressing. Therefore, a conceptual framework of multiple
perspectives was employed to understand the dynamics between teacher associations
and the principals.
Methodology/Data Source/Evidence
A combination of quantitative and qualitative research design was employed in

this study. I first sent out a questionnaire to investigate the interaction of teacher
associations and school administration teams in a county located in the north of Taiwan.
I then selected four schools with the most frequent interactions between the teacher
association and school administration team. Data collection included in-depth
interviews and document analysis. I interviewed four principals, four school
administrators, and sixteen teacher association members. Document analysis included
teacher association minutes, school publications, and any other forms of
communication. A consistent comparison approach was applied to analyze the data
collected (Strauss & Corbin, 1990). Atlas.ti, a qualitative software, was utilized to
assist data analysis and interpretation.
Findings
Preliminary findings of this study revealed that most of the principals thought that
the teacher association at their schools functioned as counter-balance the power of
school administration and deemed such act was not necessary.
The Principals’ Beliefs regarding Teacher Associations in Their Schools
A common belief regarding teacher association for the principals is that “it is not
necessary for teachers to organize teacher associations within their own schools if the
principal can establish a good relationship with teachers in his/her school.” In other
words, the principals’ belief that teacher association is to monitor performance of the

principals and school administrative team. The purposes of organizing teacher
association are to counter-balance the power of leadership; to counteract the school
administration; to provide a channel for communication; and to negotiate with the
principals. In short, most of the principals in this study deem that teacher association
within a school is not necessary.
Dilemma Encountered by the Principals
The principals in this study encounter the following four dilemmas when
interacting with the teacher association within their schools:
Deregulation vs. regulation. The establishment of Citizen Education Act and
Teacher Act provide legal impetus for teachers to organize associations within their
own schools. Such passages symbolize deregulation in school system, as well as
empower teachers for professional development. However, evidences from this study
show that some teachers do not appreciate such change. For instance, teachers were
used to teach according to textbook designed by the Department of National Education
Compilation. With the new educational reform, teachers now have the autonomy to
design school-based curriculum. On one hand, it is deemed as an opportunity for
teachers to design and revise curriculum based on their students’ needs. On the other
hand, some teachers resist the change and view it as an extra burden. They even
express that they would rather go back to the old system, which provides one version

of textbook for all teachers. Similarly, when it comes to participate in school
administration or to communicate with the principals, teachers found themselves in a
position of incompetence due to lack of training in management and bargaining skills.
Therefore, the principals not only have to facilitate the process of change, but also need
to mentally prepare their teachers for the new laws. The principals are experiencing a
backlash from teachers’ resistance and ill-prepared collective bargaining skills. It thus
results in difficulties for both parties.
Delegation vs. centralization. Teachers are entitled to participate in school
decision-making after the initiative of Teacher Act. That is, teachers are delegated to
participate in the process of school administration. Several committees are formed in
relation to personnel, curriculum, and teacher evaluation to make sure integrity of the
decision made. For most of the cases, the principals, however, are excluded from those
committees. The principals, on one hand, think it is a great opportunity for teachers to
be representatives in the school committees. They, on the other hand, express concerns
regarding decisions made by these committees. For instance, is it a good decision? Is it
a fair decision? Who will be responsible for the consequences of the decision? After all,
the principals are held responsible for any decisions made by their school committees.
Thus, to delegate or not to is the second dilemma for the principals.
Democracy vs. efficiency. The motto of democracy in schools is that “anyone

can participate in school affairs.” Thus, the assumption of democracy is that every
decision and issue should be discussed openly in public. Teachers have the right to be
involved in school administration and result in effective decision-making. Though the
principals in this study are delighted to receive inputs from their teachers. They feel
pressure from decision-making process because multiple voices result in excessive
time for discussion. In addition, perspectives of the teachers and the principals vary a
lot of time. Communication thus takes time and things cannot be accomplished on time.
Furthermore, when a director of the teacher association raises his/her concerns
regarding schooling, it sometimes makes the principal wonder if it is a voice from the
individual teacher or a voice resulted from the consensus of the teacher association.
Therefore, principals of this study encounter their third dilemma regarding democracy
for soliciting opinions from teachers versus efficiency for discussion.
Discretion vs. dependency. Members of teacher associations have the autonomy
to decide what issues, when, and where they are going to discuss. However, when the
issues involved in school administration or school management, the teachers then have
to depend on the principals’ beliefs of education and attitudes toward teacher
association. Similarly, for issues not directly related to teaching and learning, the
principals allow the teacher association to make the decision. When it comes to the
core issues of teaching and learning, the principal usually exercises his/her power of

not letting the teacher association to make finial decision. Thus, the discretion of
decision-making depends on the importance of the issues involved.
In sum, principals in this study view teacher association and its members from a
structural functional perspective. Teachers are comfortable of maintaining their status
quo and resist to any change in their practices. The principals also regard that teacher
associations with their schools are troublemakers, who try to monitor and counter
balance any decision made by the principals. Further, the principals value efficiency
over effectiveness so as to “do the things right” for their schools. Lastly, the principals
hold the power of deciding what issues to be allowed for discussion with teacher
associations.
Conclusions and suggestions
Instead of positively viewing it as an opportunity of having teachers participating
in school administration, most of the principals hold common beliefs that the members
of teacher association are to monitor the principals and to counter balance the power of
the principals.

It’s a great opportunity for members of teacher associations to broaden their
perspectives when participating in school administration. They gain a better
understanding regarding leadership and schooling. However, the teachers are afraid of

making change and do not want to fully participate in school administration.
Additionally, though some teachers are aggressive and would like to participate in
school affairs, they perform poor collective bargaining skills when negotiating with the
principals and function without adequate resources when participating in schooling.
From a critical perspective, this study suggests that the principals should facilitate
their teachers for accepting educational change so that the teachers can strive for
promoting professional development. The principals also need to learn to delegate and
listen to the teachers’ multiple voices. In addition, the principals have to contemplate on
how to “do the right thing,” rather than “do the things right.” Finally, the principals
should allow their teachers to participate in core-issues related to teaching and learning
in schools.
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Second Language Achievements and Positive Illusions among Taiwanese
College Students: Long-term Costs should not be Neglected

ABSTRACT
The purpose of this study was to investigate the impact of positive illusions on second
language achievements in college students. Participants were 308 freshmen at junior college in
Taiwan. A longitudinal model was conducted to examine the short-term and long-term impacts
of positive illusions on English achievements. Multivariate analysis indicated that the second
language achievements of positive-illusion group were significant lower than the non
positive-illusion group’s and this findings suggests that lower achievers are more likely to use
self-enhancement bias for saving self-esteem. Further analysis showed that students with
positive illusions tended to set higher expectations on future performances than those without
positive illusions and the result suggests that overestimated self-performance was associated
with individuals’ positive illusions. In terms of the longitudinal impacts of positive illusions on
English achievements, the positive illusionists scored higher than non-illusionists only
marginally significant in the first assessment of CSEPT, the second and the third achievements
of positive illusion group were significantly lower than non positive-illusion group’s and this
deteriorating effect became larger over time. Thus, the present findings suggest that
self-enhancement bias through positive illusions did not predict better second language
achievements and the effect of positive illusions might only be adaptive in the short term but
maladaptive in the long term.

Keywords: English achievements, Goal setting, Positive illusions, Short-term benefits and
long-term costs
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1. Introduction
As globalization has become the inevitable trend all over the world and Taiwan has been
a member of World Trade Organization already; how to improve the foreign languages
capability of college students in department of hospitality and tourism or hospitality college is
highly emphasized in Taiwan, especially for English proficiency. This is not only an important
educational policy of Minister of Education but also a common consensus of hospitality
industry. For meeting the need from education authorities and service industry, almost every
college with hospitality and tourism departments are working on this issue by reforming the
evaluation and instruction of English learning.
For considering effective ways to enhance the achievements on second language learning
in college students, how to inspire students’ motivation might be a crucial way to achieve that
expectation based on expectancy theory (Nadler & Lawler, 1964). Expectancy model
proposed that effort-performance expectancies are based on the self-esteem and previous
experience (Lawler, 1994). Consequently, to increase the belief that individuals are capable of
performing the task successfully might increase the outcome levels of performance. In
addition, if individuals develop confidence that they already possess the skills and abilities to
perform specific tasks, they might benefit from positive self-evaluations. Besides, goal setting
model indicates that appropriate goal setting could enhance the work performance (Locke &
Latham, 1990), thus the key point of favorable self-evaluation seems to hold realistic
expectation on individuals’ performance.
2. Literature Review
2.1 Positive illusions and learning achievements
Yet, individuals differ dramatically in how positively they evaluate their abilities. Some
individuals have highly inflated views of themselves, whereas others have fairly realistic
self-appraisals. Who is likely to perform better on English achievement and more successfully
in the long run? Are those individuals with overly positive self-perception or others with an
accurate self-view?
Recently, some psychologists have concluded that people with “positive illusions” may
be beneficial in lots of ways (Taylor & Brown, 1988). Positive illusions might enhance
psychological well-being as well as higher motivation, greater persistence, more effective
performance and greater success. Before we accept the claim, there are still several reasons to
question the conclusion that positive illusions only bring the light-side influences (Colvin &
Block, 1994). First, the measurement of positive illusions in the past lack of objective criteria
and most of the measuring ways are subject self-reported rating (e.g., Aspinwall & Taylor,
1992). For measuring the positive illusions adequately, external criterion is required, such as
an objective task outcome.
3

Second, many studies documented a link between positive illusions and adaptive
outcomes. Since they are both acquired with self-reported measures, people tend to generate
positive illusions may also positively inflate the self-reported outcomes (Shedler, Mayman, &
Manis, 1993). In other words, positive illusions may reflect a more general tendency to bolster
self-esteem by denying or distorting information that threatens self-worth. Thus, some of the
beneficial impact of positive illusions may merely result from defensive reaction rather than
actual benefits.
Third, many of the relevant studies were conducted in the laboratory and may have
insufficient external validity. That is, the positive illusions observed in the laboratory might
not occur in real-world settings (Funder, 1987). In addition, laboratory studies usually focus
on short-term outcomes; the long-term effect of positive illusions may be different. That is,
whether the consequences of positive illusions change over time needs to be examined further.
2.2 The darkside of positive illusions on long-term learning achievements
Despite the supporting evidence of the adaptive outcome of positive illusions, recent
research has indicated the contrary side. For example, individuals who overestimate their
performance in a competitive group task are more likely to be narcissistic (Gosling, John,
Craik, & Robbins, 1998; John & Robbins, 1994; Robins & John, 1997). The relationship
between positive illusions and narcissism suggests unrealistically positive self-evaluations
may reflect a maladaptive self-regulatory style. These findings seem to be consistent with the
self-theory. Self-theory proposed that self-enhancement is the primary mechanism for
individuals; past studies have revealed this might result in overestimation of personal future
performance, positive illusions might reflect a general tendency to bolster self-esteem by
distorting the information that threatens self-worth. Consistent with the viewpoints of
dark-side of positive illusions, Colvin, Block, and Funder (1995) found that self-enhancing
individuals were described by their peer in narcissistic terms, whereas individuals who did not
have self-enhancing beliefs were described as cheerful and considerate. John, Vincent, & Ross
(1997) found that self-deceptive enhancement was associated with higher levels hostility
following a failure experience, after controlling for self-esteem. Further, Paulhus (1998)
showed that their peer viewed self-enhancing individuals positively after a brief interaction
but that this initial favorable impression deteriorated after a few more hours of contact.
Paulhus’s finding raises the possibility that self-enhancing illusions may be beneficial in the
short term but maladaptive over a period of time.
In summary, the research tries to investigate the impact of positive illusions on English
achievement using a sample of college students longitudinally through three times
assessments of English proficiency. We focused on the one form of positive illusions,
self-enhancement bias, and this kind of positive illusion was operationalized as the
discrepancy between self-evaluated performances on standardized English proficiency test by
4

actual performances of that objective indicator of English achievement. This study addressed
the following set of specific questions. First, is the self-enhancement associated with actual
English performance? Second, does lower level of English performance activate the
self-enhancement and result in positive illusions and unrealistic goal setting. Third, are the
short-term and long-term impacts of positive illusions different?
3. Method
3.1 Precipitants and procedure
A total of 308 freshmen at Kaohsiung Hospitality College participated in this study for
junior college program requirement. These students who entered the college in fall semester
2001 were asked to take the three time points of English assessments.
Three assessments were conducted over a one-year period: in the beginning of the first
semester, in the end of the first semester, and in the end of the second semester. Except the
assessments of English achievements, each participant was asked to complete the English
Learning Questionnaire which includes the goal setting self-evaluation and other relevant
questions.
3.2. Measures
As for the assessment of second language (English) Achievements, College Students
English Proficiency Test (CSEPT) developed by the Language Training and Testing Center
(LTTC) in Taiwan was used as the objective indicator of English achievement for this study.
CSEPT was aimed to provide a fair and reliable standardized test for vocational and
technological college students. And all the three assessments were administered and scored by
the LTTC and the official reports provided by LTTC were used to conduct our analyses. The
range of CSEPT score is from zero to 220.
With regard to the assessment of students’ goal-setting, after participants finished the
first assessment of CSEPT, all the students were asked to give goal score for the next
assessment with the question: ”Compared to the first assessment of CSEPT, how would you
expected yourself to score in the second assessment?”
In terms of positive illusions, this study focused on the self-enhancement bias, which was
defined as the degree to which self-evaluated performances was higher than actual
performances in CSEPT. Positive values indicated self-enhancement (i.e., overestimation by
the self), whereas negative values indicated the individuals did not possess positive illusions
about future performance. Participants whose positive illusions value was positive were
classified into positive-illusion group (PI group), whereas others whose positive illusions
value was negative were classified into non positive-illusion group (NPI group).
4. Results
5

4.1 Self-enhancement bias and second language achievements
Table 1 shows the descriptive statistics of goal-setting, positive illusion, PI group, the
three assessments of CSEPT, and the consequences of positive illusions.
Table 1 Descriptive Statistics of Variables in this Study
Positive illusion
Positive-illusion group

Non positive-illusion group

(PI group, n = 159)

(NPI group, n = 149)

167.83
37.28

157.20
30.03

The first assessment of CSEPT
M
SD

149.04
31.94

143.95
44.29

The second assessment of CSEPT
M
SD

158.80
41.54

169.11
36.90

The third assessment of CSEPT
M
SD

149.46
41.11

171.81
30.72

Goal setting
M
SD

Note. The range of both CSEPT and goal setting scores is from zero to 220.

For the overall English achievements, multivariate analysis showed the CSEPT score of PI
group was significantly lower than NPI group’s (MANOVA F(3,300) = 100.16, p < .01). This
finding indicates the overall performance of NPI group scored higher than PI group and also
suggests that the lower achievements more likely motivate people to activate the
self-enhancement mechanism.
Besides, the first CSEPT score of the two groups are only marginally different (t = 1.37; if
significance level was loosened to .10). It indicates that the English proficiency of PI group (M
= 149.04) was only marginally higher than NPI group (M = 143.95) and further suggests that
the effect of positive illusions was mildly adaptive in the short-term. Furthermore, we could
consider the initial English proficiency of two groups is not significantly different; and it won’t
be used as a covariate while conducting the subsequent analysis for examining the longitudinal
impacts of positive illusions on English achievements.
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4.2 The effect of positive illusions on goal-setting levels and future achievements
For testing the hypothesis if individuals who owned positive illusions about future
performance will set higher goal score of later assessment, an independent sample of t-test was
conducted and displayed that the goal-setting level of PI group (M = 167.83) was significantly
higher than NPI group’s (M = 157.20), t(306) = 2.72, p < .01. It suggests that positive illusions
are apt to make people set higher standard for future performance.
Taylor and Brown (1988; 1994) proposed that positive illusions motivate and result in
better performance. Previous research suggests that positive achievement-related cognitions
motivate individuals to work longer and harder on tasks, which might improve future
performance. However, Paulhus’s research (1998) seemed to challenge the notion of positive
illusions’ adaptive effect. Though the first CSEPT score of PI group is little higher than NPI
group’s, it did not reach statistical significance, t(306) = 1.37, p > .05. To test whether positive
illusions is associated with better performances in the future, we conducted the t-tests for
comparing the difference of the second and the third CSEPT scores between PI group and NPI
group. For the second assessment of CSEPT, the NPI group’s score (M = 169.11) was
significantly higher than PI group’s (M = 158.80), t(306) = 1.95, p < .05. For the third
assessment of CSEPT, the NPI group’s score (M = 171.81) was significantly higher than PI
group’s (M = 149.46), t(306) = 5.43, p < .01. Together these findings, they indicated that the
positive illusions show deteriorating effect of long-term achievements and its negative effect
become larger as the time goes longer.
5. Discussion
The present study addressed several questions about the impact of positive illusions on
English achievements. In a real-world academic context, individuals who gave their goal
setting score after the first assessment of CSEPT were followed longitudinally determine
whether the impact of positive illusions changed as the function of period. We first discuss
some conceptual issues of positive illusionary self-evaluation, and then we turn to discuss the
individual and contextual factors that might moderate the impact of positive illusions on
achievements. The implications of the findings for self-enhancement process and the adaptive
value of positive illusions were finally addressed.
5.1 The measurement of positive illusions
Most of the early researches on positive illusions lack an adequate external criterion for
establishing self-enhancement bias. However, lately research did adopt external criterion for
measurement of positive illusion (Paulhus, 1998). In our longitudinal study, a standardized test
for English proficiency was used as the objective criterion for estimating positive illusions.
Nonetheless, it is possible that the positive-illusion individuals did not only consider the test
score when set up the standard for later performance and instead of considering other factors
7

relevant to the English achievement. Future study should incorporate this issue and conduct
further analysis. If PI individuals only consider prior academic performance to estimate their
potential, then we would expect to find negative correlations with self-enhancement. Instead,
self-enhancement was positively correlated with academic performance as objective criterion.
Since our self-enhancement index was based on expectations about future performance, we
should test goal setting level did not captured by the prior performance. While partialing out
actual performance, positive illusion is still positively correlated with goal setting level (r = .42,
p < .001). This further analysis suggests that the self-enhancement index used in this study was
not contaminated by actual performance and also indicates that positive illusions motivate
people to set higher performance level.
5.2 Positive illusions and its possible moderators
However, “are positive illusions state-like or trait-like?” is still unanswered in this study.
The question at this issue is whether the self-enhancement tendency varies across contexts or
activates consistently. As Lewin (1935, 1946) emphasized, psychological phenomena should
be studied at both the aggregate level (situational main effects) and at the individual level
(stable individual differences) in order to understand the general laws governing behavior and
individual viability that might moderate the self-enhancing.
Lewinian perspective raise an important issue is that the magnitude and even the direction
of self-enhancing (vs. self-diminishing) tendencies might vary as a function of the person, the
situation, and their interaction. So far, only narcissism and self-esteem have been investigated
on this topic, but there are still many individual variables relevant to positive illusions, such as
self-perceptual style, attribution, need for cognition, ego-involvement, self-consciousness,
self-monitoring, and self-concept differentiation. By linking individual differences in positive
illusions with self-evaluative factors, we could gain a better understanding of self-worth
dynamics. Moreover, the cultural context (e.g., individualistic vs. collectivistic cultures)
should be scrutinized preferentially. Future research on the role of individual differences and
contextual factors should help us understand the conditions under which people distort reality
and the cognitive and affective mechanisms that serve as to create and maintain illusions
(Robin, Norem, & Cheek, 1999).
As for the interaction of person-situation, this topic also needs to be explored fully and
comprehensively. For example, Robins and John (1997) found evidence for an interaction
between narcissism and attentional focus (self-focused vs. non-self-focused). In the
self-focused condition, narcissists became even more positively biased, whereas nonnarcissists
became more accurate. By linking individual differences
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5.3 What have learned about the impact of positive Illusions on learning achievements?
Positive-illusion has been conceptualized as a mechanism for regulating self-esteem. One
of our findings showed that positive-illusion individuals are apt to generate optimistic
expectation of future performance but not performed better than non positive-illusions ones
actually. Thus, this kind of self-enhancement bias has a maladaptive quality to performance. In
fact, positive illusions may serve as regulating unrealistic expectation of future performance.
And this suggests that positive illusions might rest on a foundation of fragile self-evaluation
and that self-enhancing people might chronically expect positively on their future.
The overall English achievements of positive-illusion individuals are lower than those who
did not show that, in other words, lower achievers seem to be more likely to activate this kind
of self-enhancement bias. Our findings suggest that lower achievements may motivate people
activate positive illusions more likely. And these findings support the idea that self-serving bias
occurred frequently when people facing the information that threaten self-worth (Brown, 1998;
Sedikides & Strube, 1997; Taylor & Armor, 1996).
For the long-term impact of positive illusions on English achievement, the longitudinal
design allows us to test the long-term effects of positive illusions. Our present findings echoed
the claim that positive illusions might not be adaptive over the long-term (Colvin et al., 1995;
Paulhun, 1998) and also paint a complex picture of the adaptive benefits of positive illusions.
For the first assessment of CSEPT, the PI group scored higher than NPI group although it only
reaches marginally significance at .10 level. Compared to previous findings about the light-side
of positive illusions as Taylor and Brown (1988) claims, it seems that positive illusion may
help individuals regulate affect in the short term but lessen this advantage over time.
Overall, the findings do not entirely support either the view of positive illusions as merely
promoting optimal affects or the clinical view of distorted self-perception as fundamentally
maladaptive. Rather, they suggest that positive illusion might have both adaptive and
maladaptive consequences. Claims about the adaptive or maladaptive consequences of positive
illusions need to specify the particular type of positive illusion (i.e., according to criteria
adopted), the contexts, and the populations. More specifically, researchers need to consider
under what circumstances, for which individuals, and in which domains positive illusions are
adaptive or maladaptive. For example, our research suggests that positive illusions are not
beneficial in the English achievements, whereas it may be advantageous in health contexts or
stress-coping situations (Aspinwall & Brunhart, 1996; Taylor et al., 1992). The optimal
approach for the study of positive illusions is investigation of the through the combination of
experimental and longitudinal research, and this will enhance the convergent validity of
research findings.
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Abstract
The main purpose was to investigate the vandalism behavior in school and the
strategies of student’s coping with vandalism as reported by self-declared middle high
school students; the study looked also into the role of pupil sex, grade and SE level
differences in vandalism behavior, motivations and reaction. A total of 984 secondary
school students participated in a random sampling survey. Vandalism behavior always
happened in class. One half of students ever vandalized school property in the past year.
This shows vandalism is very serious problem in school. Students commit more school
property defacing and less damaging property. And Significantly more boy than girl
reported school property defacing. Besides, grade and SES level also play a important
role in vandalism, motivations and reaction to vandalism.
More high student’s grade and SES is, more possible involve in specific
vandalism behavior. In addition, there are many differences of the variables of gender,
grade and SES in motivations and reaction to vandalism. Some aspects of student’s
reaction to vandalism were the main factors vandalism behavior prevailed. Ignoring
and being a bystander were the strategies most highly recommended from students.
Although most teachers will admonish the vandals, they can’t stop the motivation of
fun to vandalize. According to the conclusions, the related suggestions were provided
for adolescents, teachers and educational authorities.

Introduction
According to Article 187, Paragraph 1 of the Civil Law in Taiwan, students under
20 years old are not able to pay for the damage they have done. Therefore, their parents
are under obligation to pay for it. Criminally, if students commit a crime on purpose,
once criminated, they certainly receive a sentence for public property. Besides, many
school rules also stipulate that damage of school propriety will record a demerit. Even
so, vandalism is an serious phenomenon in several social setting.
Vandalism in public setting is permanently confused every government for a long
time, especially in school. Vandalism behavior is a common event in rural or urban
area, and 20%-40% of participants reported their property had been targets(Cleland,
1990; Phillips, 1982). The results of the Special Report survey indicate that vandalism
costs most school districts somewhere between $1 and $13.50 per student, per year, not
including the cost of security(NSPRA, 1975). In 1983 the UK Department on
Education and Science was spending between £25 and £30 million on vandalism in
English schools. By the same year, the New Zealand Government was reporting almost
12,000 annual incidents of vandalism at a cost of $2.8 million in its education
institutions(Australian Institute of Criminology, 2004a).
It is not expenditure of government for Vandalism, but a serious problem of
school security. Fights, weapons, and stolen or intentionally damaged property are
common concerns of most schools in North Carolina. Fifteen percent (an estimated
45,000) of all high school students reported fighting on school property one or more
times in the previous year(Mikow, 1995).Without the owner’s consents, vandalism is
criminal offense (City of Richmond Disclaimer, 2004; Wilson, 2000). And vandalism
is not a deviant behavior(Chang, 2003; Ho, 2000; Hung, 2003), but a part of school
violence(Hanover, 2000). In 1997, law enforcement agencies made approximately
136,500 arrests of persons under age 18 for vandalism. These juvenile arrests
represented 44% of all vandalism arrests; males accounted for the majority (88%) of
the juvenile arrests (Wilson, 2000). Besides, school vandalism also correlates with
their school persistence. Several research revealed vandal is likely to have been
retained, is truant, or is suspended from school(Nowakowski, 1966; Yankelovich,
1975). Even if a large number of data revealed vandal is a serious problem, far less
information is available concerning the topic.
In psychological perspectives, Vandalism is defined as "willful or malicious
destruction, injury, disfigurement, or defacement of any public or private property, real
or personal, without the consent of the owner or persons having custody or control"
(Casserly, Bass, & Garrett, 1982, p. 4; City of Richmond Disclaimer, 2004); "a
voluntary degradation of the environment with no profit motive whatsoever, the results
of which are considered damage by the actor(s) as well as the victim in relation to the
norms that govern the situation" (Goldstein, 1996, p. 19); "an intentional act aimed at
damaging or destroying an object that is another's property" (Moser, 1992). Thus
vandalism can be seen that unintentionally, willful or malicious destruction, injury,
disfigurement, or defacement of any property without the consent of the ownership.
Vandalism includes graffiti, arson and other forms of defacement (Seattle Police
Department, 2004). Glass breakage, theft or burglary are the most frequent act of
vandalism cited by school districts(NSPRA, 1975). Even if the form of vandalism
relative with delinquency detected easily, we can’t ignore the hidden. Therefore,
everyone in school could be a vandal; the building and frequently using things might
be vandalized. Vandalism may be perpetrated wherever the opportunity exists often in
the schools after hours, in public parks after dark, and on premises which are not
occupied(City of Richmond Disclaimer, 2004).

Due to being a kind of deviant behavior, many people seen vandalism as a
malicious intents. However, it’s more than just the action of hostility. For the purpose
of clarifying the definition of vandalism and developing the responsive strategies, it’s
necessary understanding the motives of vandalism and separating the different type of
vandal motivation.
Several researches of vandalism not only deserve our attention, but illustrate
vandal categories according to the motivation of vandalism(Cohen, 1972; Cohen, 1984;
Horowitz & Tobaly, 2003; Zeisel, 1976). Criminologists have suggested a list of
possible motivations (Cited Australian Institute of Criminology, 2004b): revenge,
anger, boredom, acquisition, exploration, aesthetic experience, existential exploration.
Horowitz & Tobaly (2003) based on Cohen's (1984) typology generalized the motives
for participating in acts of vandalism: frustration motive; boredom motive; erosion
motive; catharsis motive; aesthetic or creativity motive.
Zeisel (1976) grouped property damage into four categories in terms of the
motive of the person being destructive and the indirect effect of the damage:
1.malicious vandalism: this type of vandal’s motive is conscious and the
consequence needs immediate attention.
2.misnamed vandalism: in actuality it is accidental damage which could be
avoided by better predicting activity. There is no purposefulness in the act, and the
consequence needs immediate attention.
3.non-malicious property damage: the vandals are conscious that they are doing
something destructive of property. The consequence of damage do not demand
immediate repair for the school.
4.hidden maintenance damage: the action of damage is neither done purposefully,
nor does it require immediate attention.
Paul Wilson and Patricia Healy used the following categorisation of vandalism,
adapted from Cohen (1972)( Australian Institute of Criminology, 2004b):
1.Acquisitive vandalism - damage done in order to acquire money or property, for
example damaging telephone boxes.
2.Tactical Vandalism - damage done as a conscious tactic to achieve another end.
3.Ideological vandalism - damage done to further a cause or communicate a
message, for example slogans on buildings.
4.Vindictive vandalism - damage done to get revenge, for example breaking
school windows because of perceived unfairness by teachers.
5.Play vandalism - damage inflicted incidentally or deliberately as part of a game
or competition, for example seeing who can break the most windows.
6.Malicious vandalism - damage as an expression of rage or frustration, for
example scratching the paintwork on expensive cars.
7.Innocuous vandalism - damage done to property defined by youth as
unimportant or of no value, for example slashing railway seats.
Although Cohen’s (1972) and Zeisel’s (1976) classification didn’t root in the use
of survey, factorial, cluster-analytic, or other relevant research means and formal
theory, they could encourage the understanding of motivations of vandalism. In the
light of the above, funny, revenge, anger, and frustration are all motivations involving
in emotion. Acquisition, exploration, aesthetic and Erosion are intentional motivation.
Adolescent might viewed vandalism as a method resisting to teacher and administrator
in school, and it’s intentional. Moreover they might submit to peer affiliation, power
domination and peer group norms submitting are the main motivation of the vandal.
This is the same with Kratcoski’s & Kratcoski’s (1986) conclusion that there have been
two elements to school vandalism over the several decades: (1)the vandals view their

actions as striking back against an “unjust” or “repressive” school system, and (2)
school vandalism is committed in the company of other youths. Besides, unintentional
motivation is always discovering in student’s teasing or playing.
The frequency of vandalism behavior increased in many public sites, as public
transportation-trains, buses, and stations(Bennett, 1977), public telephones(Jamieson,
1987), university dormitories(Anon., 1983; Bowles, 1982), privately owned stores, and
even homes(Phillips & Donnermeyer, 1982). Vandal targets above were public
available and lock of maintenance. Besides, vandal also thought no one would discover
or stop the destructive behavior. This involved in individual diffusion of responsibility
and lack of sense of moral. In the same way, school circumstance conformed with
those characteristic. Middle school students are the main user, and the things in school
unavoidable become vandal targets, desks, chairs, windows, doors, blackboard for
example. According to Richards’s (1979) research, vandalism could distinguish into
school defacement and property damage. Examples of defacement were writing,
painting, and drawing on school buildings or property. Examples of property damage
were breaking windows, equipment, and plumbing. In Richards’s base, Tygart (1988)
reveal school defacement is more common than property damage.
By the role of meddle school students token in school, we can categorize as active
vandal, negative participator, bystander, and preventer. Active vandals were those who
attained some goals by the vandalizing of revenge, anger, boredom, acquisition,
exploration, aesthetic, and erosion motivations. Besides, we must consider the
situtational factors as referring to negative participator’s motivations. Getting fight
with mates, conforming to the role of belonging group, uncarefully were negative
motivation. Perhaps Bystander is more than vandal and preventer. However, preventer
who is always cadre members in class, or is fully of moral consciousness and
responsibility wouldn’t vandalize the property of school, but protected things from
being destructive.
Due to thinking vandalism behavior is not to matter much or indifferent,
vandalism is different to aware in public place, especially in school. Sturman (1980)
cited vandalism across a number of public locations was shown to be 14 to 15 times
greater than that reported to police! Only an estimated 3%-4% of vandalistic acts lead
to prosecution (Anon, 1980; Coffield, 1991; Walden, 1980). As Coffield (1991)
observed, many victims elect not to report vandalistic acts because they view such
behavior as trivial, or have not themselves witnessed the act, or do not believe the
police will act if a report is made. In school setting, Kratcoski & Kratcoski (1986)
report data indicating that 71 % of school vandals did not feel that they had committed
a criminal act. Moreover, When asked what they would do if they saw a sign being
stolen or vandalized, 63 percent said that they would ignore the act(Frith, 1985).
Vandalism behavior is relative with attitudes within the general student subculture for
vandalism behavior which students always thought that committing vandalism didn’t
put into jail. More vandals destroy and far less bystanders and preventor prosecute for
the same reason.
Even if the phenomenon of vandalism in school exist for a long time, but few
empirical studies concerning this topic. Vandalism is a interest domain resting on a
meager research base. Therefore, this research will (a) explore the nature of the
vandalism happened in school; (b) describe teacher’s and pupil’s strategies of handling
with vandalism behavior; (c) examine whether the above behaviours, motivation,
strategies are affected by gender, grade and socio-economic status.

Method
Participates

Subjects in Taipei, Miaoli and Taichung were selected by randomly sampling.
1200 questionnaires are sent out. It took 5 to 10 minutes to fill in the questionnaires.
Data were collected in six middle school (seventh, eighth, ninth grades). All
participants completed a survey scale. Of those 984 student participants, 49.1
(n=483)were girls and 50.9 were boys (n=501), with 30.4 were seventh graders
(n=299), 35.4 were eighth graders (n=348), and 34.2 were ninth graders(n=337),
with 14.6% were low SES(n=144), 42.3% were middle SES(n=416), and 43.1% were
high SES(n=424).

The Questionnaire
The instrument was developed by authors for use in the study is a
self-administered questionnaire of middle school students in Chinese. We investigated
several kinds of vandalism behavior, and the items rely on response of open questions,
and on making use of previous questionnaires (Horowitz & Tobaly, 2003). Participants
were asked seven sections what follows as: The first, in the one past year, what kind of
situations are complying with yours? This set consisted of 25 questions(e.g., “digging a
hole on desk,” “ paint on dest with white-out,” “destructing the doors in school toilet”
and so forth). All items were multiple-choice items, high scores were given to
responses indicating greater frequencies.
In addition to answering the above questions, students were asked the other six
following sections. What reasons did you have for doing above-mentioned behavior?
What did you do, as you sow other classmates doing those behavior? When did those
behavior happen? Where did those behavior happen in school? How did teachers
handle with , as those behavior appeared? How did cadre members of class handle
with , as those behavior appeared? The response of above questions were transformed
the answers of open question into items by authors. All above problems of items were
either multiple-mention or multiple choice items. The participants were asked to
complete the questionnaire with reference to the finishing of the scholastic year.
The evaluation of SES depends on the highest of parents’ education and career.
The level of education is divided into five grades and so is career (see Table 1). The
index of education multiplied by 4 plus and the index of career multiplied by 7 equals
the index of SES. Besides, This research merges the first degree and second degree
index as low SES, the fourth degree and fifth degree as high SES, and the third degree
index as middle SES to investigate by means of the z-test for significance of
difference.

Procedure
For extensively understanding the natures of vandalism behavior, a structured
interview questionnaire was developed for formal one. The formal questionnaire,
which was anonymous, was given out in class of middle school; collection boxes were
used to return them within a week period. The questionnaires were distributed in June
2003. It took 5 to 10 minutes to fill in the questionnaires. After getting rid of useless
questionnaires, there were 983 effective questionnaires from students. Replies were
voluntary, response rates were around 82% .

Statistical Analyses
SPSS 10.0 for Windows is employed for analysis. Frequency distribution was
employed to explore when, where and what kind of vandalism behavior always
happened in middle school? What are the vandal’s motivation? What are the pupils’
coping stretagies with vandalism? Pupils’ sex, grade and socio-economic status

differences on vandalism behavior, coping strategies and motivation were investigated
by means of z-test.

Results
The forms vandal takes
Proportions of the forms vandal takes: Students were asked ‘in the one past year,
what kind of situations are complying with yours?’ The proportions of self-declared of
involvement of vandalism behavior were given in Table 2. Three of these feelings are
clearly mor widespread than the remaining twenty-two. The most ‘popular’ is Defacing
desks with paint, white-out, knives or other tools(54%, n=531), followed by Digging
holes on desks(22.7%, n=223) and Defacing walls of the class with paint, white-out,
knives or other tools(19.4%, n=191).
Gender differences in vandalism behavior: As reported by table 3, the analysis of
gender differences indicates that there are significant effects with regard to many
vandalism behavior except Causing a damage to eraser cleaner(z=1.64, n.s.), Defacing
desks with paint, white-out, knives or other tools(z=-0.55, n.s.), Defacing walls of the
class with paint, white-out knives or other tools(z=0.80, n.s.).
Grade differences in vandalism behavior: the analysis of grade differences show
that there are seventh-eighth grade differences in Defacing desks with paint, white-out,
knives or other tools(z= -5.00, p<.001), Digging holes on desks(z= -2.32, p<.05),
Causing a damage to doors of the toilet in school(z= -1.97, p<.05), Causing a damage
to spigots of toilets(z= -2.98, p<.01), Causing a damage to school clean equipments (i.e.
brooms, mops buckets and trash cans) (z= -2.28, p<.05), Carving names on trees (z=
-2.33, p<.05); there are seventh-ninth grade differences in Defacing desks with paint,
white-out, knives or other tools(z= -5.03, p<.001), Digging holes on desks(z= -2.12,
p<.05), Causing a damage to spigots of toilets(z= -2.54, p<.05), Causing a damage to
school clean equipments (i.e. brooms, mops buckets and trash cans) (z= -1.97, p<.05),
Carving names on trees (z= -2.02, p<.05); there are eighth-ninth grade differences in
Carving names on desks (z= -3.49, p<.001), Defacing walls of the class with paint,
white-out, knives or other tools (z= -4.15, p<.001), Causing a damage to doors of the
toilet in school(z= -2.88, p<.01), Causing a damage to school clean equipments (i.e.
brooms, mops, buckets and trash cans) (z= -2.09, p<.05), Causing a damage to doors of
the classroom (z= -2.24, p<.05), Causing a damage to classroom bulletin boards(z=
-3.12, p<.01), Causing a damage to school bulletin boards(z= -3.00, p<.01), Causing a
damage to flushing installations(z= -2.30, p<.05), Causing a damage to toilet
urinals(z= -3.12, p<.01), Causing a damage to computers or TVs in school(z= -2.04,
p<.05), Causing a damage to floors of the classroom(z= -2.80, p<.01).
Socio-economic status in vandalism behavior: Table 3 gives the evident that there
are significant low-middle SES differences in Causing a damage to eraser cleaners(z=
-2.32, p<.05), Defacing desks with paint, white-out, knives or other tools(z= -8.07,
p<.001), Digging holes on desks(z= -3.16, p<.01), Defacing walls of the classroom
with paint, white-out, knives or other tools(z= -2.63, p<.01), Causing a damage to
school clean equipments (i.e. brooms, mops, buckets and trash cans) (z= -2.19, p<.05),
Flinging microphones (z= -2.33, p<.05); there are significant low-high socio-economic
status differences in Causing a damage to eraser cleaners(z= -2.15, p<.05), Defacing
desk with paint, white-out, knives or other tools(z= -8.53, p<.001), Digging holes on
desks(z= -2.92, p<.01), Defacing walls of the classroom with paint, white-out, knives
or other tools(z= -2.56, p<.05), Causing a damage to school clean equipments (i.e.
broom, mops, buckets and trash cans) (z= -2.02, p<.05); there are significant middlehigh socio-economic status differences in Defacing doors of the toilet with paint,

white-out, knives or other tools (z= -2.45, p<.05), Causing a damage to classroom
bulletin boards(z= -2.27, p<.05), Flinging microphones(z= -2.65, p<.01).

Motivation of vandalism behavior
Proportions of the motivations of vandalism behavior: Participants were asked
‘What reasons did you have behavior(vandalism behavior) mentioned above? ’. The
proportions of self-declared vandals who have any of the nineteen motivations listed
are given in Table 4. Four of these motivations are clearly more widespread than the
others. The most popular is For fun(44.4%, n=437), Boredom(43.4%, n=427),
followed by Carelessness(31.8%, n=313) and Emotion venting(26.7%, n=263).
Gender differences in the motivations of vandalism behavior: The results of the
analysis of the gender differences in the motivations of vandalism behavior are
presented in Table 3. The table indicates that there are significant differences between
Aversion to mates(z= 2.30, p<.05), Catching one’s eye(z= 3.64, p<.001), Cheating(z=
2.07, p<.05), Imitatng(z= 2.98, p<.01), Fighting(z= 5.25, p<.001), Revenging on the
school(z= 2.51, p<.05), Revenging on teachers(z= 2.03, p<.05), Showing off his/her
power(z= 2.51, p<.05), Getting position(z= 3.35, p<.001), and Encouraged by
mates(z= 2.74, p<.01).
Grade differences in the motivations of vandalism behavior: the analysis of grade
differences show that there are seventh-eighth grade differences in For fun(z= -2.88,
p<.01), Aversion to teachers(z= -1.97, p<.05), Boredom(z= -2.53, p<.05), Imitating(z=
-2.14, p<.05), and Doing as others do(z= -2.42, p<.05); there are seventh-ninth grade
differences in For fun(z= -2.83, p<.01), Aversion to teachers(z= -2.26, p<.05),
Boredom(z= -2.55, p<.05), Imitating(z= -2.83, p<.01), and Doing as others do(z= -2.84,
p<.01); there are eighth-ninth grade differences in Aversion to teachers(z= 1.97, p<.05),
and Carelessness(z= 2.43, p<.05).
Socio-economic status in the motivations of vandalism behavior: As the Table 3
shows that there are significant low-middle SES differences in For fun(z= -7.51,
p<.001), Aversion to school(z= -2.91, p<.01), Emotion venting(z= -5.81, p<.001),
Boredom(z= -6.96, p<.001), Showing off creation(z= -2.66, p<.01), Fighting(z= -2.36,
p<.05), As I like(z= -2.66, p<.01), and Carelessness(z= -5.98, p<.001); there are
significant low-high SES differences in For fun(z= -7.49, p<.001), Aversion to
teachers(z= -2.36, p<.05), Aversion to the school(z= -2.62, p<.01), Emotion venting(z=
-5.98, p<.001), Boredom(z= -7.00, p<.001), Showing off creation(z= -2.36, p<.05),
Fighting(z= -2.19, p<.05), As I like(z= -2.59, p<.01), and Carelessness(z= -5.55,
p<.001); there are no significant middle-high SES differences in those motivations.

Pupils’ strategies of coping with vandalism
Proportions of pupils’ strategies of coping with vandalism: Participants were
asked ‘what did you do, as you saw other classmates having such behavior?’.
Participants answered that they would Ignore(43.2%, n=425), Be a bystander(41.0%,
n=403), Persuade tenderly(26.6%, n=262), Stopping(24.7%, n=243), Tell
teachers(19.8%, n=195), Leave quickly(15.4%, n=152), Getting involved(13.7%,
n=135), Ask for other mates’ help(11.4%, n=112), and Telling parents(6.7%,
n=66)-which is the last choice.
Gender differences in pupils’ strategies of coping with vandalism: The results of
the analysis of the gender differences in pupils’ strategies of coping with vandalism are
presented in Table 3. It’s clear from Table 3 that there are significant differences
between Telling parents(z= 3.20, p<.01), and Being a bystander (z= 2.53, p<.05),
Getting Involved (z= 3.02, p<.01).

Grade differences in pupils’ strategies of coping with vandalism: the analysis of
grade differences shows that there are seventh-eighth grade differences in Telling
teachers(z= 2.01, p<.05), and Ignoring (z= -3.21, p<.01); there are seventh-ninth grade
differences in Telling teachers(z= 2.32, p<.05), Ignoring(z= -3.16, p<.01), and Telling
parents(z= 1.98, p<.05); there are eighth-ninth grade differences in Telling teachers(z=
4.11, p<.001), Stopping(z= 2.17, p<.05), Telling parents(z= 2.92, p<.01), and Getting
for other mates’ help(z= 2.94, p<.01).
Socio-economic status in pupils’ strategies of coping with vandalism: As the
Table 3 shows, there are significant low-middle SES differences in Telling teachers(z=
-5.55, p<.001), Stopping(z= -6.06, p<.001), Ignoring(z= -7.16, p<.001), Leaving
quickly(z= -3.36, p<.001), Telling parents(z= -2.84, p<.01), Getting for other mates’
help(z= -2.24, p<.05), Being a bystander(z= -6.50, p<.001), Getting Involved(z= -3.61,
p<.001), and Persuading tenderly(z= -6.21, p<.001); there are significant low-high
SES differences in Telling teachers(z= -5.52, p<.001), Stopping(z= -6.02, p<.001),
Ignoring(z= -7.00, p<.001), Leaving quickly(z= -2.91, p<.01), Telling parents(z= -2.48,
p<.05), Being a bystander(z= -6.44, p<.001), Getting Involved(z= -3.39, p<.001), and
Persuading tenderly(z= -6.07, p<.001); there are significant middle-high SES
differences in Leaving quickly(z= -2.21, p<.05).

Location of vandalism
When participants were asked ‘Where did such behavior happen in school?’ 88.9%
(n=875) of them answered ‘In the classroom’; 41.6% (n=409) of them said that ‘In the
toliet’; 9.7% (n=95) of them said ‘In the playground’ ; 9.0% (n=89) of them said ‘In the
field’; 5.6% (n=55) of them said ‘In the gymnasium’; 4.9% (n=48) of them said ‘In the
parking area’; 4.2% (n=41) of them said ‘In the library’ and ‘In the plaza’; 3.7% (n=36)
of them said ‘In the assembly hall’; 3.0% (n=30) of them said ‘In the office’; 2.0%
(n=20) of them said ‘in the conference room’

Time of occurrence of vandalism
When participants were asked ‘When did such behavior happen?’, 61.8% (n=608)
of them said ‘In class’; 33.2% (n=327) of them said ‘In sweeping’ ; 25.6% (n=252) of
them said ‘After school’; 21.8% (n=215) of them said ‘In self-study period in the
morning’; 21.1% (n=208) of them said ‘In lunch time’; 10.4% (n=102) of them said
‘On holiday’; 4.5% (n=44) of them said ‘In general assembly’.

Pupils’ awareness of teachers’ strategies of dealing with vandalism
When participants were asked ‘How did teachers deal with such behavior said?’,
64.7% (n=637) of them said ‘Teachers admonished vandals’; 38.1% (n=375) of them
said ‘Teachers had no ideas’ ; 34.5% (n=339) of them said ‘Fix it at once’; 26.8%
(n=264) of them said ‘Recorded vandals a demerit’; 17.7% (n=174) of them said
‘Punished vandals’; 16.7% (n=164) of them said is ‘Asked the vandals’ parents to
come to school to take care of it’; 8.6% (n=85) of them said ‘Teachers ignored it’.

Pupils’ awareness of cadre members’ strategies of coping with vandalism
Participants were asked ‘How did cadre members of class cope with, such
behavior appeared?’. 46.3% (n=456) of them said ‘They ignored it’; 33.3% (n=328)
said ‘They told the teacher’ ; 26.1% (n=257) said ‘They admonished the vandals’;
25.5% (n=251) said ‘They didn’t know at all’; 19.9% (n=196) said ‘They asked
vandals to fix it’; 2.4% (n=24) said ‘They told vandals’ parents’.

Discussion
The present study is perhaps the first of this kind, it has primarily focused on the
vandalism behavior, motivations, pupils’ and teachers’ reactions toward vandalism
associated with the vandal incidents reported by self-declared secondary students. The
study looked into not only what the role that pupil sex, grade and SES level play in the
vandalism is, but also motivations and pupils’ reactions toward vandalism.
Only a minority of students(39%) engage in acts of vandalism, but it is a serious
problem for a school district (Tygart, 1988). The majority (56%) of those who did
deface property did not do property damage. However, 89% of those who report acts of
property damage admit also doing acts of defacement(Tygart, 1988). According to the
data, the proportion of property defacement and damage is over half. This study reveals
the same results that the vandalism behavior is generally indifferent, such as ‘Defacing
a desk with paint, white-out, knives or other tools’, ‘Digging holes on desks’ and
‘Defacing wall in class with paint, white-out, knives or other tools’. Those are slight
property defacements. What we are concerned about is that at least half of participants
committed vandalism in the past year. Although the educators are striving to make
schools cleaner, neater, and more humane, it is sad that vandalism almost become a
part of school life in many adults’ earlier memories. And vandalism appears as
behavior which a student can perform without expectation of condemnation by other
students(Tygart, 1988). That’s the reason why so many students ignore the vandalism
behavior and choose to be a bystander as it happened.
Besides, this study also explores why students have such vandalism behavior. In
spite of many possible motivations of vandalism behavior, this study reveals that for
fun and boredom are the main motivations in secondary school. And data showed that
vandalism always happened during class in pupils’ view. On the one hand students
thought school and learning exercises are less fun, on the other hand the ‘criminal’
activities, such as vandalism behavior, are providing more enjoyment than school. This
research also revealed emotion venting is the main motivation that vandals cause
damage to school property. Hence, school must deal with vandalism behavior carefully
and provide alternatively energetic activities for adolescence.
The investigation of sex, grade and SES level differences in vandalism behavior,
motivations and pupils’ reaction to vandalism revealed some potentially useful
findings. Across settings as well as across age levels, the vandal is considerably more
likely to be male than female, and white rather than nonwhite(Anon., 1978; Bowles,
1982; Goldmeir, 1974; Howard, 1978; McQuoid, McKibben & Heaney, 1989; Phillips,
1982). But some studies found no consistent difference between males and females
regarding vandalism(Richards, 1979; Tygart, 1988). However, These two kinds of
reasons with possible different results in that they did not distinguish the vandalism
degree form vandalism behavior. As far as defacing property is concerned, such as
‘Defacing walls of the classroom with paint, white-out, knives or other tools’,
‘Defacing desks with paint, white-out, knives or other tools’, there are no differences
between genders. Male is more possible to be a vandal than female, as referring to
property damage. Moreover, there is no difference between genders as referring to the
causes of vandalism in more ‘popular’ items, such as ‘For fun’, ‘Boredom’,
‘Carelessness’ and ‘Emotion venting’. The last, male is more possible to be a bystander
than female. The result is due to male’s lacking empathy and sense of moral.
According to Bowles (1982), Richards (1979), Tygart (1988) and Zweig & Ducey
(1978), vandalism decreases with age. More school vandalism was found among junior
high students than senior high students in study of school vandalism(Richards, 1979).

Tygart’s (1988) study reported that starting with the 7th grade, the respective
percentages of this study’s total vandalism were 34%, 29%, 16%, 10%, 7%, and 4%.
Synthesizing the above description, vandalism reaches its peak frequency in seventh
grade and then progressively decreases with each succeeding grade. But this study
shows reverse results that vandalism behavior will raise along with the increment of
grade. The difference maybe results in the seventh grade students’ adjustment to a new
environment and not being sophisticated enough to break school rules. Besides, the
ninth grade students in Taiwan will take the Basic Competence Test to enter high
school. Therefore, vandalism is one of the methods to mediate the pressure or to
express their boredom with school. Moreover, the difference of the grade level in
vandalism causes revealed more senior students considered the causes of vandalism to
be for fun and boredom than junior students. Eventually, more senior students thought
they would ignore the vandalism behavior than junior students.
Theoretically, lower-class youth would have fewer opportunities for success, and
the situation would result in vandalism and increase delinquency. A vandal is likely
from a low-income background(Howard, 1978). However, research revealed that
vandals come from slightly higher social status families than do nonvandals in their
school.(Tygart, 1988). In this study, high SES students tended to engage to defacing
school property, owing to one who was bred up in luxury did not have the idea of
cherishing the articles. Furthermore, high SES level students are more possible to
break the public property because of ‘For fun’ and ‘Boredom’. According to those
reasons, high SES level students would be a bystander and ignore it as seeing others’
vandalism.
The teacher’s reactions rated by students provide useful intervention strategies.
Although teacher’s reactions rated by students emphasize the teacher’s role of
preventing vandalism, admonishing becomes the main strategy to vandals. Most
students reported this method seems not to be controlled effectively, let alone teacher’s
lacking awareness of vandalism. There is evidence that punishment may result in
increase of vandalism, not a decrease, in the frequency of vandalism(Greenberg, 1974;
Scrimger & Elder, 1981). Another researches reveal a substantial decrease in
vandalism as punishment decreased and increased use of teacher approval for desirable
student behaviors increased(Flaherty, 1987; Krause, 1985; Mayer, Nafpaktites,
Butterworth, & Hollingsworth, 1987). If the teacher can't eradicate effectively
students’ acts of vandalism, changing and fixing the property to prevent it from turning
worse is necessary. When finding students break public property, teacher should ask
their parents to indemnify the school for the losses. If teacher wants to stop the acts of
vandalism by means of punishment only, the method may bring on bad results, such as
the emotion venting, hating the teacher and revenging etc.
The mechanism of supervising and controlling vandalism behavior depends on the
three aspects- administration, teaching and peers. The first, it is necessary to install
monitors in the campus, particularly in high rate of vandalized school. And to increase
the frequencies of patrolling between classes or after school could diminish the
chances of students’ vandalism.
In regard to the education in Taiwan, students do not quite understand their rights
and duties; even the graduate students don’t completely understand the content of
school rules. Hence, teachers must emphasize the necessity of following school rules
and ask the vandals to make restitution. Besides, teacher should take care of it
immediately as finding the public property damaged by students, and let the students
know the seriousness of their vandalism behavior. Moreover, each student can involve
in the preservation of public property, which can not only make students have a sense

of belonging to school, but also free the public property from the breakage.

Table 1 The calculation for SES level
A-education level
B-education index
C-weighted index
D-career level
E- career index
F- weighted index
G- SES index
H- SES level
A

B

C

1

E

F

G

×4

1

×7

11

( 1-11)

2

×4

2

×7

22

(12-22)

3

×4

3

×7

33

(23-33)

4

×4

4

×7

44

(34-44)

5

×7

55

(45-55)

5
×4
Source Huang (1992), p. 169.

D

H

Table 2. The forms vandal takes
Legend for Chart:
A- The vandal forms
B- Frequency
C- Percentage
A
Defacing desks with paint, white-out, knives or other tools
Digging holes on desks
Defacing walls of the classroom with paint, white-out, knives or
other tools
Causing a damage to school clean equipment (i.e. brooms, mops
buckets and trash cans)
Carving names on desks
Causing a damage to doors of the classroom
Causing a damage to flower nurseries
Causing a damage to doors of the toilet in school
Causing a damage to desks and chairs
Causing a damage to classroom bulletin boards
Breaking glass
Causing a damage to floors of the classroom
Flinging microphones
Defacing walls of the toilet with paint, white-out, knives or other
tools
Causing a damage to spigots of toilets
Causing a damage to computers or TVs in school
Causing a damage to blackboards
Defacing doors of the toilet with paint, white-out, knives or other
tools

B
531
223

C
54%
22.7%

191

19.4%

123

12.5%

103
99
67
66
66
60
54
48
44

10.5%
10.1%
6.8%
6.7%
6.7%
6.1%
5.5%
4.9%
4.5%

41

4.2%

36
34
33

3.7%
3.5%
3.4%

29

2.9%

Causing a damage to flushing installations
Causing a damage to ceilings
Causing a damage to toilet urinals
Causing a damage to eraser cleaners
Causing a damage to books
Carving names on trees
Causing a damage to school bulletin boards

27
27
26
24
20
20
18

2.7%
2.7%
2.6%
2.4%
2.0%
2.0%
1.8%

Table 3. The differences between genders, grade and SES on vandalism behavior,
vandalism motivation and vandalism strategies
Legend for Chart:
A-Item
B- z value of the difference between genders
C- z value of the difference between seventh and eighth grade
D- z value of the difference between seventh and ninth grade
E- z value of the difference between eighth and ninth grade
F- z value of the difference between low and middle socio-economic status
G- z value of the difference between low and high socio-economic status
H- z value of the difference between middle and high socio-economic status
C
F
D
G
E
Damaging eraser cleaners

1.64

Defacing desks with paint, white-out, knives or other
tools

-0.55

Breaking glass

Carving names on desks

Digging holes on desks

4.63

2.07

6.09

-1.51
-1.25
-1.09
-5.00
-5.03

-2.32
-2.15
-0.42
-8.07
-8.53

0.16

1.62

-1.76
-1.73

-1.71
-1.77

-0.15

0.31

0
0

-1.70
-1.60

-3.49

-0.89

-2.32
-2.12
-1.83

Defacing walls of the class with paint, white-out, knives
or other tools
Damaging doors of the toilet in school

0.80

-1.07
-0.85
-4.15

3.44

H

-1.97

-3.16
-2.92
-1.57
-2.63
-2.56
-0.48
-1.00

-1.45

Damaging spigots of toilets

Defacing walls of the toilet with paint, white-out, knives
or other tools

5.31

2.04

Defacing doors of the toilet with paint, white-out, knives
2.79
or other tools

Damaging desks and chairs

Damaging school clean equipments (i.e. brooms, mops
buckets and trash cans)

Damaging doors of the classroom

Damaging flower nurseries

Damaging blackboards

Damaging classroom bulletin boards

Damaging school bulletin boards

Carving names on trees

Damaging flushing installations
Damaging toilet urinals

6.16

7.12

5.14

3.78

4.70

4.65

2.82

3.58

4.04
4.31

-0.90

-2.88

-1.27

-2.98
-2.54

-0.23
-0.20

-1.03

-1.34

0.21
0.18

-0.69
-0.55

-1.83

-1.92

-0.90
-0.64

-0.31
-0.21

-2.21

-2.45

-0.67
-0.59

-1.76
-1.72

-1.42

-0.27

-2.28
-1.97

-2.19
-2.02

-2.09

-1.20

-1.57
-1.32

-1.88
-1.76

-2.24

-0.90

-0.51
-0.43

-0.51
-0.43

-1.82

-1.81

-0.94
-0.85

-0.73
-0.63

-0.79

-1.18

-0.81
-0.58

-1.34
-1.06

-3.12

-2.27

0
0

0.91
0.80

-3.00
-2.33
-2.02

-0.91
-0.33
-0.26

-0.69

-1.50

-0.63
-0.44

-0.28
-0.22

-2.30

-1.53

-0.38

0

-0.22
-3.12
Damaging computers or TVs in school

Damaging books

Damaging ceilings

Damaging floors of the classroom

4.81

2.68

4.43

4.32

For fun

Aversion to teachers

Aversion to the school

Aversion to mates

Emotion venting

Catching one’s eye

Boredom

3.01

1.67

1.35

1.83

2.30

-0.32

3.64

-0.04

-0.25
-0.19

-2.04

-2.12

-0.63
-0.53

0.33
0.25

-1

-1.81

-0.90
-0.67

-1.60
-1.46

-1.88

-0.63

0.22
0.16

-1.22
-1.04

0.48

-1.44

-1.68
-1.80

-2.33
-1.60

0.69

-2.65

-2.88
-2.83

-7.51
-7.49

-0.53

-0.07

-1.97
-2.26

-2.60
-2.36

1.97

-1.15

-1.66
-1.64

-2.91
-2.62

-0.15

-0.96

1.06
0.93

-1.83
-1.69

-1.67

-0.75

-1.17
-1.23

-5.81
-5.98

1.33

0.60

-1.53
-1.76

-1.73
-1.31

1.04

-1.73

-2.53
-2.55
0.29

Showing off creation

-1.15

-1.07
-0.80

-2.80
Flinging microphones

0

0

-6.96
-7.00
0.16
-2.66

Cheating

Imitating

Fighting

Revenging on the school

Revenging on teachers

Showing off his/her power

Getting position

Doing as others do

Encouraged by mates

As I like

2.07

2.98

5.25

2.51

2.03

2.51

3.35

1.54

2.74

0.88

0

-2.36

-1.26

-1.27

-0.83
-0.91

0
0

0.53

-1.07

-2.14
-2.83

-1.15
-1.20

1.50

0.26

-0.39
-0.44

-2.36
-2.19

1.04

-0.54

-1.60
-1.46

-1.5
-1.5

-0.63

0

-1.35
-1.43

-1.15
-0.93

0.55

-1.71

-0.53
-0.60

-1.51
-1.51

0.83

0

-0.90
-1.06

-0.38
-0.30

0.90

-1.15

-2.42
-2.84

-1.74
-1.84

1.37

0.53

-0.69
-0.63

-1.15
-1.07

-0.78

-0.58

-1.91
-1.90
-0.10

Carelessness

1.88

-1.00
-1.08
2.43

Telling teachers

1.79

2.01
2.32
4.11

Stopping

0.06

-0.46

-2.66
-2.59
-0.39
-5.98
-5.55
-1.64
-5.55
-5.52
-0.07
-6.06

-0.49
2.17
Ignoring

0.25

-3.21
-3.16
-0.50

Leaving quickly

1.63

3.20

Telling parents

1.14

2.53

3.02

-2.21

1.69
1.98

-2.84
-2.48

0.93
1.07
-1.43
-1.35
-0.81
-0.72
-1.88

Persuading tenderly

-1.62

1.43
1.50
1.51

p<.05;

p<.01;

p<.001.

-0.58

1.51

-1.86
Getting involved

-7.16
-7.00
-3.36
-2.91

2.94
Being a bystander

-0.13

-0.09
-0.09

2.92
Asking for other mates’ help

-6.02

-1.31
-2.24
-1.95
-1.88
-6.50
-6.44
-0.22
-3.61
-3.39
-0.94
-6.21
-6.07
-0.47

Table 4. The motivation of vandalism
Legend for Chart:
A- The motivation of vandalism
B- Frequency
C- Percentage
A
B
C
For fun
437
44.4%
Boredom
427
43.4%
carelessness
313
31.8%
Emotion venting
263
26.7%
As I like
128
13.0%
Aversion to teachers
91
9.2%
Showing off creation
72
7.3%
Aversion to the school
60
6.1%
Aversion to mates
55
5.6%
Doing as others do
42
4.3%

A
Revenging on teachers
Fighting
Encouraged by mates
Attract attention
Revenging on the school
Showing off his/her power
Imitating
Cheating
Getting position

B
41
35
34
30
27
19
19
19
15

C
4.2%
3.6%
3.5%
3.0%
2.7%
1.9%
1.9%
1.9%
1.5%
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Abstract
In ESL/EFL reading instruction, teachers usually focus on skill building, which emphasizes skills and
strategies for text comprehension. Teachers mainly engage students in activities such as recalling word
meaning, finding main ideas, skimming, inferring, and drawing conclusions. These are all aspects of the
act of comprehension. However, researchers have found that teaching EFL students reading strategies
did not significantly improve their reading comprehension. This type of reading is not a reading lesson
but a language lesson. This phenomenon is prevalent in many EFL classes. This study presents a reading
project to guide students to read for pleasure. Young adult literature was used for a class of sophomores
to read. Data were collected from a survey asking students experience of before-and-after this reading
project, students’ responding journals and their illustrations of favorite plots. The results show that
reading English novels can be very meaningful for these students. They learn a lot about life philosophy
form some of the characters in the novel. Students significantly changed their attitude toward English
reading. The purpose of using “reading for pleasure” strategy works successfully in changing EFL
students’ stereotypes of reading. It guides students to enter the real reading world.
Key Words: EFL reading, reading for pleasure, young adult literature

Introduction
In ESL/EFL (English as a Second Language/ English as a Foreign Language)
reading classes, teachers usually focus on skills building, which emphasizes skills and
strategies for text comprehension (Hamp-Lyons, 1985). Teachers engage students in
activities such as recalling word meaning, finding main ideas, skimming, inferring,
drawing conclusion, and so on. These are all aspects of the act of comprehension.
However, Barnett (1988) found that teaching FL students reading strategies did not
significantly improve their reading comprehension. Some researchers have argued that
this is not a reading but a language lesson.
Today, EFL reading in the university level still mainly focuses on the “intensive
reading procedures.” Why? As English language proficiency test is highly required for
today’s EFL students after graduation and even required for entering the workforce,
many reading courses now still highly focus on helping students to be prepared for
language tests. We owe our EFL students opportunities t guide them to enter the real

reading world.
How can we guide the student to read for pleasure and to read meaningfully?
What are the materials we can use? We all have the experience of choosing reading
books for our students. In “Introducing Teens to the pleasure of reading” Podl (1995)
writes, “I try to choose books of interests to my students.” I agree with her. I often
search out novels that are more reflective of my students’ lives and interest so that I can
introduce them for my students. Most important, the language difficulty level has to be
appropriate for the students so that they won’t feel frustrated during their reading
process. Literacy is a dynamic interaction of the social and cognitive realms, with
textual understandings growing from students’ knowledge of their worlds to
knowledge of the external world. All students need to go beyond the study of discrete
skills and strategies to understand how those skills and strategies are integrated with
life experiences.
Thus in my English reading instruction syllabus, I listed several titles on the
syllabus and provide brief information about each one. Based on these descriptions, a
quick reference, and their persona interests, students choose the books they want to
read and to buy. One of the books I chose is Because of Winn-Dixie by Kate DiCamillo
in 2000. It is a Newberry Honor book in 2001. I found Because of Winn-Dixie to be a
useful and meaningful guide to engaging students to reading and to teaching students
to enter the real reading world. I was pleasantly surprised at students’ reading response
and discussion after reading the book.
Purpose of this Study
How can we offer students opportunities to become engaged readers?
The purpose of this study is to investigate how we can promote EFL students’
reading interests? It presents EFL students’ experience of reading young adult
literature for pleasure. Young adult literature can be used to evoke students’ critical
thinking. The novels give opportunities for integrating reading writing and for
developing students’ vocabulary. In this paper, I present my starting points for helping
students to read for pleasure, including a rationale for reading from a reader response
stance and ideas to foster students’ engagement in reading response. I begin by
examining Rosenblatt’s work on efferent and aesthetic stances (Rosenblatt, 1978).
Then I present and discuss the advantages of using children’s literature in an EFL
reading class. The next section describes the activities that promote reader responses.
Finally, I conclude that the using of children’s literature can help EFL students to read
more and to read for pleasure.

Literature Review
Reader response
According to Rosenblatt (1978), an efferent response to literature focuses on what
we see, feel, and even think about what is aroused within us by the very sound or sight
of the words and by what they point to in the natural order of things in the world. On
the other hand, efferent pulls our attention away from the aesthetic by causing us to
think about the conclusions to be drawn, solutions to be found and actions to be
performed. In essence, efferent directs us away from our feelings and sends us on an
information-gathering trip. Cook (1996) in his article gave a reading experience
example of his son, Taylor, as he mumble something like sounded like, “How can I
enjoy the book if I have to do all this other stuff?” the teacher gave a list of things that
the students had to look for while reading. Cook found his son had the problem dealing
with efferent and aesthetic response confusion. He then explained his son the
differences between the two stances. His son then understood the meaning of doing
reading.
Theorists who approach literacy from a whole language perspective believe that
there are sound educational reasons to connect adult learners with picture books and
young adult novels. The use of children’s literature in the adult literacy classroom
demonstrates the teacher’s belief that literacy growth is not a quick fix, acquired after
short study. Teachers who use authentic literature in their classrooms are making
visible their belief that reading is for delight as well as instruction, for functional use as
well as aesthetic purpose. Of course reading is a tool for adults. But it is also an
experience that feeds the soul.
Using young adult literature
Contemporary young adult literature, intended for readers between the ages of 12
and 20, offers a unique window on societal conflicts and dilemmas (Bean & Moni,
2003). Much of its appeal rests on the first-person narration and the unique viewpoint
offered by a main character. Moreover, teen characters are usually perceptive, sensitive,
intelligent, mature, and independent. Readers view characters in young adult novels as
living and wrestling with real problems close to their own life experiences (Bean &
Rigoni, 2001). Thus novels, offering the views from the adults and young adults,
provide a roadmap for the readers to cope with the issues in their real life. Teachers
willing to try using picture books with older learners have been documented as
successful (Danielson, 1992).
Children’s literature offers the same benefits that any high quality literature and
art offer, including the pleasure of a good story, the experience of knowing other
people and places, and the opportunity to reflect or examine ideas and values. Like all

good literature, children’s literature provides a forum that allows us to see or think in a
new way. In addition, the text is simple and it is so visual that the possibilities for
students’ reading comprehension, enjoyment, and success can be expanded. Thus,
children’s books can provide beginning adult readers with feelings of success and
accomplishment, motivators to encourage them to read more. (Sharp, 1991).
Students’ interests and motivation
Educators have long known that learning is most powerful when it is
authentic—connected to the world that exists beyond the classroom. And authentic
reading and writing create motivated and engaged readers and writers. Indeed, earlier
pioneers considered interest to be of primary importance to learning. Later scholars
have shown that when students have both interest in what is being taught and access to
interesting materials, learning, motivation, effort, and attitudes improve (Hidi, 1991;
Schiefele, 1991). Sikszentmihalyi (1990) went so far as to assert that “there cannot be
any learning unless a person is willing to invest attention.” (p. 116).
“Reading is for delight as well as instruction. Of course, reading is a tool for adults.
But it is also an experience that frees the soul” (Bloem & Padak, 1996, p. 52)
The Study
Participants are forty sophomores in an EFL reading instruction class. They are
non-English majors. However, students have strong interests in learning English. In the
beginning of the reading instruction course, reading theories were introduced. Students
also learned about how to use literature circles for running a reading discussion. Thus
during the reading project, students were introduced to read Because of Winn-Dixie.
The book chosen contains simple text and issue. It’s a narrative style and keeps on the
same basic social and individual issues of people around the world. It helps students to
make interpretations easily and emotionally. It can be said that using young adult
novels can serve as a means for promoting classroom discussion and interaction. It will
not hinder students’ desire to reading. In our discussion, the text helps students engage
in exploring life meanings, sharing their favorite parts of the reading, and leading them
to share their individual experiences.
Data include students’ responding journals, illustrations about their favorite plots,
and a questionnaire to gather about students’ experience on English reading. In this
paper, part of the data from Because of Winn-Dixie were used for analysis.
Finding and Discussion
Students’ experience of reading novels
After the reading project, a questionnaire to know about students’ reading

experience was distributed to students. Twenty-six students returned the questionnaire.
When they were asked “How do they like reading Because of Winn-Dixie?” The mean
of this item is 4.35 (5: like it very much, 4: like reading it, 3: no special feeling, 2:
don’t like reading it, 1: hate reading it), which indicates that they like reading it. Ten of
the students (38%) answered they like reading it very much; fifteen of the students
(58%) answered they like reading it; and only one student (4%) answered he felt OK.
When students were asked if they like English reading before reading Because of
Winn-Dixie, seventeen of the students (65%) answered yes; nine of the students (35%)
answered no. However, the next item asked students, “After reading Because of
Winn-Dixie, do you like English reading? All of the students answered yes. This book
significantly influences these students’ attitude toward English reading.
How do students like this novel?
One of the students came to me after our final discussion and asked if I could
recommend some great novels just like Because of Winn-Dixie to them so that they can
read in the future. This made me feel very happy. I went back to my office and
searched all my books. I listed some great and famous young adult novels. In our next
meeting, I gave my students handouts about those recommended novels.
In the questionnaire, it asked students, “I like Because of Winn-Dixie because---”
Students’ responses fall into the following categories.
A. The story in general is meaningful for the students. The story touches their heart.
One student even wrote she read it for three times. Responses from the students are as
follows:
“The story is meaningful for us to read.”
“It made me think a lot of thing, and I like its plot.”
“It is not just a story. It also gave me a lot of edification. I still can find some same
feeling and thought when I read it.”
“It’s a funny, interesting story. It touched me deeply in the heart, and taught me
how to get along with family and friends.”
“I like the part of the story that Opal helped many people to change their attitude
to life better than before.”
B. The text is appropriate for the students’ English proficiency level. They don’t have a
lot of difficulty reading it. Some responses are: “It’s easy to understand.” “It is easy to
read, and I learn a lot for it.”
C. The writer’s writing skill is very good so the descriptions of the characters are easy
for the readers to visualize them. Students wrote the following.

“The writer is successful to describe the scene, and I can imagine the spot at the same
time.”
“I like the characters of the story, and the descriptions of characters are visual.”
“The description is vivid and the roles make me have image on my mind.”
“The characters’ descriptions are vivid. I can have their images from these words.”
“The characters are vivid and moved me deeply.”
D. Students like the characters in this novel. They can feel as if they were real people
in the world. Some of the students said they learned a lot from the characters. For
example, one student wrote she learned how to be independent from Opal. One student
wrote she learned not to judge people from their appearance from Gloria. Example
responses are in the following:
“Especially the girl, Opal, she influences the people around her and has a warm
friendship toward everyone. I’d like to be a kind person like Opal.”
“It’s meaningful to me. Opal is a special girl. She tells me it’s important to be
independent.”
“It makes me feel warm. It reminds me not to know each other from their
appearances. It teaches me so much.”
How do students like this reading project?
First, my students appreciated that I had good grades for them as they tried to
express themselves in their journal response writing. They want to live up to my
expectation and they do. Second, in their assignments, students had to describe their
favorite character, find their favorite quote, and write their responses. These types of
activities offer additional dynamic tension for discussion and expression. Activities
that allow students to read from different positions allow them to explore more about
the life meaning for people in the world.
Conclusion
Intruding young adult literature to my EFL students, I find students learn more
from the text than from the reading skills. I am convinced that “real” reading and
thinking took place. Because of Winn-Dixie is valuable, worth a little extra time.
Guiding students’ to read is as important as developing their interests in reading. After
this reading project, the study finds: First, students like reading young adult literature
and they changed their attitude toward reading English novels. They greatly changed
their reading attitude. Second, students enjoy reading this assigned book more from the
aesthetic stance than the efferent stance. Students’ natural response to literature was
real and meaningful. Third, this reading project provides a way to engage students in

reading and further to reading for pleasure.
My experience in engaging EFL student to read for pleasure shows the potential
for learning that arises from reading young adult literature. Helping students feel good
about themselves and giving positive feedback about academic accomplishments are
key components for their future positive task performance. After this reading project,
students gained a feeling of accomplishment and satisfaction. Success breeds success.
After their first experience of success students feel better equipped to meet future
reading challenges. This reading project suggests that we can lead the students to see a
whole new world and most important, a whole new reading world.
Limitation
In choosing the participants and novels, this study used a convenient sample to
study EFL students’ reading experience after reading a selected young adult novel. As
this is a first step to lead students to enter a new reading world, an award-winning
novel was selected. Different groups of students and different novels might have
different results.
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Abstract
The interaction between learner knowledge and different types of instructional guidance
on learning English as a second language was investigated. In Experiment 1, the
inexperienced learners who were Secondary 1 (or equivalent grade 7) high school
students in Hong Kong were presented with English vocabulary with and without the
appropriate Chinese characters. The results showed that the recall of English was greater
under conditions in which the English words were presented along with the characters
than it was under those with no characters. The data obtained for both immediate and
delayed recall also provided evidence of a facilitating effect on transfer learning when the
English words were incorporated with their characters. In Experiment 2, when learners
became more experienced in the domain after two years of learning English, the
advantage of having characters disappeared. The immediate and delayed results on the
transfer learning were the reverse of those in Experiment 1. It was suggested that second
language instruction should be taken in a way to facilitate learning of words and learner
knowledge.
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Abstract
Professional Development Schools (PDS) are designed to create a
collaborative effort in promoting leadership and change. Based on a
professional development survey, a year long writing project was
developed and carried out by the faculty, student teachers,
administrators, and university support staff. All grade levels (K-5)
participated in the project designed to improve writing instruction and
student attitudes about writing. Four different grade level writing
surveys were developed by teachers and administered to their classes
before and after the year long sequence of events. Teachers and
student teachers participated in professional development workshops
and selected action teams to carryout projects of their choice. Teacher
beliefs and behaviors were evaluated periodically throughout the study.
Positive effects were noted in student learning, attitudes, and
teacher/student teacher behaviors. Positive outcomes of this model of
professional development were the level of involvement by all of
collaborative partners and the success in meeting the four goals of PDS;
inquiry, preparation of teacher candidates, continuing professional
development and student learning.
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Abstract
Positive classroom climate and enhancement of prosocial behaviors are timely
educational areas addressing current social concerns. As the educational and social
demands increase, social cognitive instructional strategies should be encouraged. This
presentation synthesizes elements of social cognition and parallels literacy needs of
comprehension and understanding of social challenges. The investigation of social
cognition as a literacy technique has provided many aspects for consideration in
developing a viable program using children’s literature. A visual display of the
complimentary processes of reading and social cognition as well as ten essential process
elements will be presented. This presentation should provide educators with valuable
information in developing and implementing children’s literature experiences designed to
enhance comprehension and promote prosocial behavior.

Considering Social Cognition as an Avenue to Enhance Comprehension and
Promote Prosocial Behavior

Introduction
Clearly one founding goal of education is to create individuals who are socially
competent and able to contribute to society as a whole (Brogan & Brogan, 1999). This
lofty goal has been a part of educational history, as noted in the words of John Dewey;
we “must have a type of education which gives individuals a personal interest in social
relationships and control, and the habits of mind to secure social changes without
introducing disorder” (John Dewey, 1916,p.99). Dewey suggests that education is the
realm where learning to work and interact with others in a positive way can contribute to
a more effective society. Today’s students, tomorrow’s citizens, need to develop
understanding and explore socially productive ‘habits of the mind’ in today’s classroom.
The focus of this paper presentation is to provide an instructional framework for
teachers in developing and implementing children’s literature lessons that will aid
comprehension and enhance prosocial habits of their students. A review of the theoretical
and research based framework supporting a social cognitive approach to such lessons is
provided. Specific elements needed for designing experiences that will lead to a positive
change are defined.
Complementary Processes: Social Cognition and Reading
Reading or listening to children’s literature has been established as a positive
influence on children’s learning. It builds background, develops vocabulary, and
provides new experiences that are processed for future use in learning and behaving.
When considering reading in connection with social cognition, many parallels exist.

Both are constructive processes that involve perception, analysis, interpretation,
anticipation, confirmation and evaluation. Reading and listening to children’s literature
are excellent choices for instructional opportunities because research and curriculum have
already established its role in the classroom.
Process Elements in Designing Social Cognitive Experiences
Social cognition is directed at studying the mental representations and processes
that underlie our judgments, perceptions, and perhaps our social behavior. It looks at the
cognitive issues in attempting “to understand and explain how the thoughts, feelings, and
behavior of individuals are influenced by actual, imagined, or implied presences of
others” (Allport, 1985, p.3). Likewise, social cognition focuses on the individual within
a social-cultural context where the individual perceives and interprets ideas from others
in that setting (Sternberg, 1994). Although there are many theorists that provide social
cognitive viewpoints, two particular views appear to be most relevant for the purposes of
this paper; those of Bandura (1986, 1991, 1993) and Dodge (1994).
Bjourkland (2000) contributes to our understanding of Bandura’s work in
describing Bandura’s proposed five capabilities that enhance the potential use of social
cognition in the classroom. The focus of change through these capabilities is in altering
internal states. The capabilities that contribute to social cognitive processes during
learning are symbolization, forethought, self-regulation, self-reflection, and vicarious
learning (Bjourkland, 2000). Each plays a part in successful social cognition. They are
needed capabilities to understand and learn potential new behaviors and should be
considered in planning opportunities for such learning.

An instructional concept that must be addressed in relation to the above-identified
capabilities is the likelihood of the child adopting the behavior as opposed to just
obtaining knowledge of it. Children learn many things but do not necessarily adopt the
behavior for themselves. Gender roles are a good example of this concept. Clearly the
design for instruction should capitalize on as many of the related elements of cognition
that will promote a more permanent change in behavior.
Additional components of social cognitive processing are found in Dodge’s
(1994) explanation of the steps involved in a ‘social information processing model’. He
proposes a series of five sequential steps needed for successful processing of information
leading to positive social competencies. They are encoding, where the social stimulus is
attended to and recognized; interpretation, where perception and meaning given to the
information is brought to the forefront; response search, where the child considers
various options to the situation being address; response evaluation, where the generated
responses are evaluated; and enactment, where the child executes the social behavioral
response. This sequence of steps would support social cognitive processes as well as
moving the learning beyond knowledge to possible application.
Developing an Advantageous Program Using Children’s Literature
There are numerous studies involving social cognition. Those explored here are
directly related to design and implementation of instructional strategies. Several studies
support the need for serious consideration of the cognitive component and outcome
desires in connection to the specific material and focus of instruction as they relate to
appropriate developmental levels (Eisenberg-Berg, & Mussen, 1989; Flavell, Botkin, Fry,
Wright, & Jarvis, 1975; Kurdek, 1977; Selman, 1980; & Shantz, 1983). Studies

involving younger children have established critical need for the child to be able to infer
others’ perspective and feelings (Borke, 1975; Shantz, 1983). The mode of instruction
and level of the reading material would need to match student instructional need;
considering concepts, background, and listening comprehension level or reading level.
Many studies exist that clearly establish the relationship among social cognition
and social behavior exists (Flavell, Miller, & Miller, 2002). Those most relevant to the
focus of this paper are related to potential classroom application in both training type and
elements of instructional design. Types of training such as empathy training (Feshback
& Feshback, 1982; 1983), cognitive training (Guerra & Slaby, 1990), and guided
experiences through regular viewing of video tapes (Coates, Pusser & Goodman, 1976)
have all been programs resulting in positive behavior. Positive instructional design
research suggests the importance of teacher and classroom climate in producing
successful experiences. Cooperative learning programs reduce competition and open the
door for more prosocial behavior and problem-solving (Hertz-Larzarowitz & Sharan,
1984). Solomon, Watson, Battistich, and & Schaps, (1986) identified five basic
components that are beneficial to programs promoting prosocial behavior (e.g.
cooperative activities, developmental discipline, promoting social understanding,
modeling and highlighting prosocial values, and helping activities).
Essential elements of the classroom environment that support prosocial changes
through social cognitive experiences with literature include sharing, cooperation, and
positive verbalizations have a positive effect on social skills (Forge & Phemister 1987). A
constructivist-based classroom designed to give opportunity for choice and to teach social
problem solving strategies will support the development of higher social cognitive skills

(DeVries & Goncu, 1990). Reading activities connected to selected children’s literature
in such classroom climates will be geared to meet the goal of enhancing comprehension
and prosocial behavior.
Research supports the use of children’s stories as avenues for enhancing prosocial
behaviors. McMath (1989) suggests the use of children’s literature to enhance empathy
and caring in daily reading activities through the use of open-ended questions that
promote thinking, interpretation of motive and understanding of book character actions.
When skilled adults read stories that are selected for their altruistic characters, the
experience promotes children’s ability to understand social emotional motives and
provides opportunity for imitating empathy and helpfulness (Dreikurs, Grunwald &
Pepper, 1982).
Evidence indicates the role schools and teachers can play in making a difference
through enhancing prosocial behaviors and in some cases with very little effort or change
to curriculum. Techniques range from modeling, discussion, cooperative learning,
identifying significant behavior in literature, to focusing on emotions in everyday
classroom life and curriculum (Eisenbrg-Berg & Mussen, 1989). Clearly, a well-designed
program incorporating the implications from research is a worthy pursuit.
Using social cognition, as an avenue to enhance understanding and proscoial
behavior with children’s literature would require a number of well thought out steps.
The following list highlights steps to consider when designing a successful program with
this goal.
1. Select appropriate literature with well-established prosocial behavior goal that
address individual and developmental needs of students.

2. Use the elements of symbolization, forethought, self-regulation, self-reflection
and vicarious learning in the design of the instructional units.
3. Consider the social information-processing model in designing the learning
process of lessons.
4. Analyze and organize the group for cooperative learning opportunities.
5. Consider instructional reading frameworks that could facilitate the elements
necessary for social cognitive processes (e.g. literature circles, reader’s chair,
responding to literature, etc.)
6. Consider the potential models and their credibility in the literature and in the
instructional group (including the teacher of choice).
7. Incorporate elements that will enhance positive self-efficacy and outcome
expectancy as well as facilitate self-regulatory behavior.
8. Provide opportunities for imitation, modeling and positive consequences in
authentic situations and facilitate making connections with the outside social
world during and after the initial instructional experiences.
9. Integrate learning into other subject area experiences.
10. Provide opportunities for children to take over the ‘connecting to the real world’
role including building connections to home when appropriate and possible.
Classroom climate and enhancement of prosocial behaviors are timely
areas of educational concern. As the demands increase for teachers busy about the
business of educating and meeting social goals, social cognitive elements of their
classrooms and instructional designs should be valued. The investigation of social
cognition has provided many aspects for consideration in developing a viable program

using children’s literature. The available literature for such use is rich and the need for
social change is clear. The processes identified should provide educators with essential
information that will increase success in their designing and implementing children’s
literature experiences that will facilitate social cognitive processes that will improve
comprehension through reader response while enhancing prosocial behavior through
listening, responding, and learning.
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Abstract

The aim of the paper is to survey the existing body of knowledge and
discourse in the field of student learning and teaching of law units to
students from non-law backgrounds. The emphasis of the review will be
on students from non-English speaking backgrounds and for non-law
students studying law as part of their business and commerce degrees. It
is anticipated that the literature review will provide important insights into
structure, content and design for educational frameworks which are
primarily aimed at course delivery of law units to students studying
generic degrees in business or commerce.
It is further anticipated that the paper will provide important objectives for
the teaching and learning of law to students who are physically located in
regional, interstate and offshore campuses.

Moreover, the review

undertakes exploratory examination of cultural issues and their related
impact on the teaching of law, not only for international students in
Australia but also foreign students located offshore.
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According to Hamal & Prahald in the future managers will be judged not only by
their expertise but by how well they handle themselves and others. In a study
conducted by Langley, emotional intelligence appears to indicate the readiness of
managerial promotion in terms of their political awareness, leadership skills, capacity
to serve as a change catalyst, and their team capabilities. Furthermore, Langely
suggests that EQ enables a manager to self-manage effectively, a skill that Dryden
and Vos see as crucial in the future. This presentation will look at the development of
emotional intelligent skills in undergraduate business majors and their future
propensity for success as managers.
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Dooley, Linder & Dooley (2005) identify the following as best practices in
distance education: Consider the learner’s needs, the nature of the content, appropriate
instructional practices and desired outcomes; Provide the resources needed (library,
technology, advise) to support the learner; Make sure that the technological and human
resources are appropriate for the goals; Make sure distance learning is integrated into the
mission and provide appropriate resources to signify that commitment. In addition,
Taylor (2002) has demonstrated that creativity is the driver of successful e-learning
endeavors. This presentation will consider the current best practices in distance learning,
what the future may hold, and critical success factors that will lead to a successful elearning venture.

Running Head: Teachers and Technology: Evolution Not Revolution

Teachers and Technology: Evolution Not Revolution

Shanetia P. Clark, Doctoral Candidate
Penn State, 258 Chambers Building, Penn State
University Park, PA 16802
spc170@psu.edu

Paper presented at the 4th Annual Hawaii International Conference on Education
January 6-9, 2006, Honolulu, Hawaii

Teachers and technology: Unpacking motivation and power

Well, first of all, they need to talk to the practitioners. The teachers are the ones who are
going to promote this in the classroom. And they need to talk to them—have a survey,
find out what does work, what doesn’t work. Teachers are very quick to tell you what
can be done and cannot. I think that quite often on a national level, they ask
administrators and those are the ones that have been out of the classroom too long and
perhaps are not attuned to what is actually happening in this world’s generation. I know
that. They think they know, but they don’t always know.
-- Jane Jackson, 8th grade English teacher

Currently, the “pendulum of education is focused on technology” (Mellon, 1999).
Technology has garnered both praise and criticism from conservatives and liberals, education
and business administrators and officials, and public and private citizens. Acknowledging this
swing toward using technology in schools, the U.S. Department of Education (ED) announced in
January 2005 its vision for technology in education for schools, the National Education
Technology Plan (NETP). In this report entitled Toward a new golden age in American
education: How the Internet, the law, and today’s students are revolutionizing expectations (U.S.
Department of Education, 2005), the vision concentrated on the integration of technology into
all aspects of American schooling: student access to information technology with increased
digital and network applications; the transformation of teachers’ instruction, technology, and
information literacy skills; and applicable research and evaluation of technology in schools.
During the public announcement, which was simulcast over the Internet, the former U.S.
Secretary of Education, Dr. Rod Paige, and school officials from across the country gave
illustrations of “successful” public schools and districts that harnessed technology, expanded
access to learning, and reported the narrowing of the achievement gap. The presenters equated
technology to productivity, progress, and the pathway to an educational revolution.
With the desire to advance technology into all aspects of schooling in the United States,
the federal government called for a radical shift in the structure and organization of public
education, ranging from virtual classrooms and e-learning. Likewise, the policy makers and
reformers supported the use of the computer and other digital wares to revolutionize public
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education. The NETP, which supplements the 2001 No Child Left Behind (NCLB) legislation,
(strongly) recommends that school districts change the manner in which schools, specifically the
classroom teachers, think and behave. Dr. Paige stated that:
[i]ndeed, education is the only business still debating the usefulness of technology.
Schools remain unchanged for the most part despite numerous reforms and
increased investments in computers and networks. The way we organize schools
and provide instruction is essentially the same as it was when our Founding
Fathers went to school. Put another way, we still educate our students based on an
agricultural timetable, in an industrial setting, but tell students they live in a
digital age. (NETP, “The Plan,” 2005)
Therefore, technology in education attains the awesome status of being the panacea for the
improvement of teachers’ instructional methods, for it “has the potential to provide the impetus,
tools, and new structures to transform the practice, art, and meaning of teaching” (Johnson,
Schwab, and Foa, 1999). Yet, it is not so clear to me that technology can be the panacea for the
troubles that face public education. In fact, my research indicates that it may exacerbate some of
the problems we face in public education.
This paper is situated within one of the districts, the District Public Schools (DPS),* that
has been characterized by the U.S. Department of Education as a technological success. The
district has made available personal laptop computers for all of its secondary (grades 6-12)
students and faculty. This paper focuses on the precarious pedagogical positions teachers across
the district confront with regards to the influx of technology in the classroom through
descriptions of how and why teachers’ thinking and behaving have or have not changed in
response to the “commonsense of cultural bias” (Fernedig, 2003).

*

District Public Schools is a pseudonym used to protect the identity of the original district. See Appendix A, Tables
1-3 for district characteristics.
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Why an educational revolution?
In 1983 the landmark report, A Nation At Risk, the National Commission on Excellence
in Education appealed to the U.S. masses that an educational reform can return the U.S. to
“unchallenged preeminence in commerce, industry, science, and technological innovations
[which now] is being over taken by competitors throughout the world” (National Commission on
Excellence in Education, 1983). Now, over 20 years later the call for educational reform
continues. In concert with the surge of high stakes accountability testing and the narrow
definitions of student achievement and “highly qualified” set by the 2001 NCLB legislation, the
NETP is yet another attempt to “revolutionize” public education specifically vis-à-vis technology.
Revolutionary reform calls for in the transformation of the ways public schools are run and the
ways teachers teach.
Federal education administrators have told state and local education officials that
education can be revolutionized through technology. This assumption is flawed, for the
revolution is not in the technology--it is in the teachers’ response to that technology. Therefore,
the fundamental concept of educational revolution needs to be adjusted to include the teachers,
not the just tools for teaching. Researchers and practitioners indicate that classroom teachers
have three choices when addressing such policies: 1) completely (re)align their pedagogies and
instructional practices to the new policies; 2) adapt selected aspects of the policy to their
particular context; or 3) completely abandon the recommendations and action steps detailed, for
example, within the NETP or the local district plan and continue as they had been doing before
(Cuban, 2004; Elmore and McLaughlin, 1988; Noble, 1985; Tyack and Cuban, 1995).
At this moment, a revolution by the teachers has not occurred collectively around
education reforms particularly where technology was concerned. Private and individual episodes
of resistance occur. Freire generalized teachers’ seclusion:
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...while dominated by the fear of freedom they refuse to appeal to others, or to
listen to the appeals of others, or even to the appeals of their own conscience.
They prefer gregariousness to authentic comradeship; they prefer the security of
conformity with their state of unfreedom to the creative communion produced by
freedom and even the very pursuit of freedom. (2003, p. 48)
In other words, teachers may on the surface appear to be in agreement with the federal, state, and
local technology policies due to fear of, for example, losing jobs or getting reprimanded; yet
despite these pressures, acts and feelings of resistance still happen privately and individually.
The NETP could be viewed as an articulation of a “vision of the future, where ‘teacher proof’
materials replace teacher designed lessons, [which] has already begun materializing in nontechnical classrooms, especially in reading classrooms, because of NCLB’s support for scripted
instructional materials” (Hinchey and Clark, 2005). As a way to navigate around the promotion
of teachers to “become more and more data managers, less and less instructors” (Hinchey and
Clark, 2005, para. 6), many teachers, hidden behind the classroom door, may choose alternative
methods which may not rely on technology to deliver instruction.
Contrary to the fact that the NETP is not explicitly identified as a formal policy, its
implicit advancement of “a fairly coherent set of values and beliefs about the way the social,
economic, and political systems should be organized and operated and recommendations about
how these values and believes should be put into effect” (Fowler, 2000, pg. 123) linger. The
ED’s jargon about the reformation of schools advocates the need for a revolution through
technology; it has been highly supported by the business communities. For example, Louis
Gerstner, Jr., IBM CEO and a very vocal critic of U.S. education, noted
Before we can get the education revolution rolling, we need to recognize that our
public schools are low-tech institutions in a high-tech society. The same changes
that have brought cataclysmic changes to every facet of business can improve the
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efficiency and effectiveness of how we can run schools. (as in cited Cuban, 2001,
p. 13)
The cataclysmic changes of which Gerstner spoke will potentially change the role of the
classroom teacher.
DPS Laptop Initiative Background
In 2001, the District Public Schools partnered with Apple Computers, Inc., to provide
each high school student (grades 9-12) and faculty member with a personal iBook laptop
computer. The partnership entitled the Teaching and Learning Initiative (TALI) encouraged
teachers to utilize the laptop as an “instructional tool” and as a vehicle toward inquiry-based
learning (Jackson, personal communication, May 14, 2005). The laptop initiative expanded to the
middle school students (grades 6-8) and teachers and elementary teachers in the subsequent two
years.
The 2004-2005 academic year brought about changes in the DPS leadership and the fate
of the laptop initiative was uncertain. Feedback generated from a survey conducted by FGI
Research, a private North Carolina-based marketing company, revealed that “parents, students
and teachers [were] overwhelmingly in favor of continuing to issue laptops to each middle and
high school student” (Ress, 2004). Of the 2,104 building level personnel who participated in the
survey, 51 percent said that they were satisfied, whereas 34 percent expressed that they were
“somewhat satisfied” (para. 13). The new superintendent, district officials, and selected teachers
negotiated a new contract with Apple Computers, Inc., and Dell Computers to continue the
laptop initiative. High school students and faculty will have the Dell laptop computers beginning
in the 2005-2006 academic year. The iBooks shall remain in the middle schools for an
additional year.
I extended the private DPS study. I asked for the opinions of the classroom teachers
regarding their use of technology and I built upon the research literature, which cites the
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common deterrents of teachers’ use of technology (see Becker, 1999; Casey and Rakes, 2002;
Cuban, 2001; Wetzel, 2001 for some discussion of teacher-technology barriers). My study
revealed other common themes that prevented some teachers from fully utilizing the technology.
I discuss two in what follows: 1) disagreements concerning what “successful teaching” is, 2)
problems related to social class differences.
Theoretical Framework
Specifically within this paper, the term “power” reflects Michel Foucault’s
conceptualization: “a multiple and mobile field of force relations where far-reaching, but never
completely stable effects of domination are produced” (Foucault, 1980). Moreover, these
relations are “dissociable from contestation and struggle” (Best and Kellner, 1991). Contestation
and struggle, also known as resistance, work in concert with power. Without it, power is
nonexistent. Oftentimes, the idea of power has been reduced to a binary relationship such as the
“master and his slave, the master and his disciple, the master and his workman, the master who
pronounces law and speaks the truth, the master who censors and forbids” (Foucault, 1980, p.
139). This reduction of the idea of power has the following three roles:
•

It underwrites a schema of power which is homogeneous for every level and
domain—family or State, relations of education or production.

•

It enables power never to be thought of in other than negative terms: refusal,
limitation, obstruction, censorship. Power is what says no. And the
challenging of power as thus conceived can appear only as transgression.

•

It allows the fundamental operation of power to be thought of as that of a
speech-act: enunciation of law, discourse of prohibition. The manifestation of
power takes on the pure form of “Thou shalt not.” (Foucaut, 1980, pp. 139140)

Foucault did not subscribe to this reduced, dichotomous perception of power. Instead he
admonished that
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one should not assume a massive and primal condition of domination, a binary
structure with “dominators” on one side and “dominated” on the other, but rather
a multiform production of relations of domination which are partially susceptible
or integration into overall strategies. (p. 142)
Further, “[As] soon as there is a power relationship, there is a possibility for resistance. We can
never be ensnared by power: we can always modify its grip in determinate conditions and
according to a precise strategy” (Best and Kellner, 1991, p. 55). It expands that traditional
notion of resistance: to adjust to comply with one’s own situation and circumstances (Cuban,
2004; Weatherly and Lipsky, 1977). Likewise, Paulo Freire (2003) explored the notion of
resistance; he labeled it as “praxis,” the “[critical] reflection and action upon the world in order
to transform it.”
Classroom teachers and educators understand that there are multiple power relationships
which we encounter each day. How these relationships manifest themselves is critical
(Weatherly and Lipsky, 1977. Shulman, 1983) because change in the schools is not universal;
they play significant roles in the teachers’ motivation to use technology.
Overview of Methodology
In his research project, a qualitative study (Creswell, 2003), I investigated the
relationship between teachers and the use of technology in the secondary classroom. Data
collection took place between May 2004-September 2005, and I employed open-ended, one-onone interviews, field observations, as well as analysis of federal, state, and local policy
documents and public statements about technology policies (specifically computers in schools as
reported in press releases and newspaper accounts). Interview questions invited discussion of
how and why the participating DPS teachers used or did not use the laptop computers in their
classrooms.
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The teacher participants represented a range of experiences and years in the field†. The
selection of participants followed a systematic sampling strategy (Miles and Huberman, 1994).
All of the participating teachers have achieved tenured status, which means that they have
completed the probationary period of three years. One teacher, James Smith, is a “career
switcher” (Virginia Department of Education, n.d.); his first profession was in the business sector.
The other participants have matriculated through traditional four year college of education
programs to obtain certification.
Sites of data collection‡, i.e., the schools and classrooms, were chosen systematically and
purposefully. I chose middle and high schools that represented different sections of the district
which contrasted in socioeconomic status and grade levels. The middle schools were selected
because they are two of the last three middle schools built in the district and share almost
identical floor plans (they are mirror images of each other) and technological infrastructures.
The high schools were chosen because they are located in different areas of the district and have
contrasting demographic populations. One school is identified as an alternative high school.
Students enrolled there are those who have not been successful usually behaviorally in a regular
high school.
My data analysis utilized an interpretive frame from a critical intertextual analysis
perspective (Fairclough, 1995; Woodside-Jiron, 2003) to help explain why selected teachers in
the DPS system use or do not use the laptop computers in their instructional and planning
activities and to explore the influences on the teachers’ use of the computers. Critical
intertextual analysis expects the researcher to systematically analyze both the form and content
of the text. In other words, critical intertextual analysis highlights the multi-layered powerresistance relationships (Foucault, 1980), and is
†

Teacher participants’ names have been changed to a pseudonym in order to protect their actual identity. See Table
4 in Appendix B for demographic details about the participants.
‡
See the Appendix C, Table 5 for more specific demographic details about the participating schools.
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not simply [an] analysis of form as opposed to [an] analysis of content or
meaning:…[One who engages in this type of analysis] cannot properly analyze content
without simultaneously analyzing form, because contents are always necessarily realized
in forms, and different contents entail different forms and vice versa. In brief, form is a
part of content. (Fairclough, 1995, p. 188)
Moreover, by engaging in a “multidimensional analysis addressing text, discourse practices, and
social practices” (Woodside-Jiron, 2003), I illustrate the manner in which the “interdiscursivity,
or the ways in which collections of influential texts [e.g., policy documents and public
statements about the policy] come together to create new texts, discourse practices, and social
practices” (p. 533).
Data Results
In 2005, CDW-G, a Fortune 500 company, conducted a survey of 1000 K-12 teachers on
their perceptions, beliefs, and uses of computer technology. Close to 86 percent of the
respondents said that computer technology has changed the way they teach more than a little,
which does not automatically mean that teaching has “improved” (CDW-G, 2005). Of the 1000
participating classroom teachers, ten percent answered that there is a one-to-one student to
computer ratio in their schools. Similarly, the one-to-one computer to students and faculty ratio
is available within the DPS district. Paying particular attention to the 45.3% of K-12 teacher
respondents who did not integrate technology into their daily curriculum, I wanted to investigate
why they did not. My study with the DPS district reveals other reasons for teachers’ resistance
to using technology: 1) a new conceptualization of “successful teaching” and 2) the issues of
socioeconomic class disparity are still evident within this financially prosperous district.
A New Conceptualization of Successful Teaching
Because the NETP has articulated a plan for a revolution in education through technology
and DPS and building administrators have attempted to adhere to this plan, the definition of
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“successful teaching” has been modified to include technology. Such a shift brought about a
state of cognitive dissonance for many of my study’s participants. Successful teaching and
learning only involve utilizing the laptop computer for the entire class period, which ranges from
40-90 minutes. For example, a middle school American history teacher who teaches at the more
affluent West Middle School, Nia Davis, described her school’s culture and stance on successful
teaching:
Basically I felt at the school where I was that that was what was expected. When
I was being observed, I felt that if I wasn’t using the computer that I wasn’t
teaching to the fullest and I know that it’s not always about incorporating...it’s
about incorporating technology, not just using the iBook to use them. I did feel
that it was important in the school that I was in. It was stressed to use the
technology. (Davis, personal communication, February 1, 2005)
The culture of technology dependence is not limited to individual school buildings. It is district
wide. Thomas Jenkins teaches at East Middle School and explained that from the time of his
first year teacher orientation meetings use of the iBooks was stressed; he recalled
The specialists at central office [were] here and a part of having a successful
lesson was the incorporation of technology in that lesson. So I was taught very
early on in my new teacher training to use the computer as often as possible.
(Jenkins, personal communication, May 19, 2005)
Likewise, seasoned high school teachers also were expected to use the laptop computers in their
classrooms and to integrate them into their own personal pedagogy. When describing the district
and individual school culture with the new technology, Dawn Simmons, a special education
teacher at County Area High School, the alternative school, recalled
Oh yeah. [District Public Schools] expect us to use it. That’s why they issued it.
They expect us to use it. It’s part of our PGP [professional growth plan] as well.
11
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When we meet our administrator to discuss our PGP, we are asked—you know
“what technology have we used in the classroom.” That is something we have to
use. It is expected. (Simmons, personal communication, May 26, 2005)
Despite the top-down pressures, the computer training and support, and the (re)negotiation of
pedagogies by the DPS teachers to fully use the laptops in their instructional practices, there
were clear instances of teacher mental unease. The power structures within the district and
schools spread the message that all are expected to use the technology.
A common rationale from the participants for not fully embracing the laptop was
that it was not always the best tool for teaching and learning. A computer-savvy
geometry teacher at North High School asked, “Now, in my opinion, if it’s not going to
do it better, why use technology?” (Brown, personal communication, June 6, 2005). He
cited examples of when technology hindered the teaching process. This identical
sentiment was echoed by Nia Davis. She talked about the conflict between herself and
administrators; she did not always feel that using the iBook was the optimal vehicle for
student learning. She expressed her frustration:
I felt that sometimes there were other valid ways of teaching. I remember one
time I was teaching using political cartoons, and I was observed. It was noted that
I had not included the technology within the 30 minutes that I was observed. I just
pointed out that I did use technology within the course of the 90 minutes block,
but that, you know, with everything that I do, I’m not going to use--I’m going to
use technology when it enhances the lessons and because I had all of the political
cartoons on paper, but I did not see the need to scan them into the computer just to
be using the iBook. Just judiciously using the iBooks—making sure it is
enhancing the lesson.
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I know a lot of teachers would use the iBooks just for the students to
take notes and that’s just a glorified notebook. I mean, it’s not actually
integrating technology into the curriculum. I think that sometimes teachers just
fell back and thought, “I used my iBooks,” and so you know—they got that
technology use in and but it didn’t enhance the learning. (Davis, personal
communication, February, 1, 2005)
Similarly, Grace Peters, North High School English and humanities teacher, described the
implicit technology policy in her school and highlights the realities of conformity which
teachers in her school face:
Oh yeah, I don’t know, I don’t think there is one, but I think if the teachers were
just lecturing and giving out their scantron tests, I think the department head
would pick up on that and say, “Hey”… but I know in social studies there’s an
online curriculum, there’s a webpage you can go to to get stuff, and um, support
for SOL [the Standards of Learning] remediation is online, so I think if you
weren’t doing some of those things you’d stick out like a red flag …and
somebody might be on that. (Peters, personal communication, June 21, 2005)
Not all agree with what successful teaching looks like, how it is revealed. Since the
laptops are a mainstay in the classroom, the division arises mainly when attempting to
equate quality with quantity.
Issues of Social Class
When the computers are available to everyone, as Jane Jackson, a DPS 8th grade English
teacher, stated, “I believe…that when all students have it, then there is such an equality
established in the classroom that it is a marvel to actually witness” (Jackson, personal
communication, June 6, 2005). Likewise, another teacher, Kelly Taylor who teaches Algebra I
and II at North High School, reflected on the social class differences and illustrates the benefits
13

Teachers and technology: Unpacking motivation and power

of equal access to technology. Specifically, she reminisced over the distribution of calculator,
another piece of valuable technology:
The poor kids didn’t have a calculator, the rich kids did. They all did better on
their testing because they had the calculators. Now that everybody has the
calculator, it’s all even. Everybody has access to the same amount of technology,
and so that kind of levels that playing field. (Taylor, personal communication,
June 6, 2005)
Just like the even distribution of and the equality established by the calculator, the same leveling
could be transferred to the DPS initiative of making available laptop computers to all secondary
students. Unfortunately, this availability does not necessarily mean that all students in the
schools actually have the laptops. Teachers must adjust their instruction in order to remain fair
to optimize their students’ learning.
The DPS district has been celebrated and recognized for universal access of advanced
technology for all secondary teachers and students. What was omitted from the rhetoric was the
required fees. Prior to the district’s introduction of the Dell, the required fees from families
included a $50 maintenance fee and $100 student deductible for damage. Not all families can
afford these fees, especially if there are multiple children in each family. Thomas described how
this fee has affected his use of the computer in his eighth grade civics classroom:
But because so many students that don’t have it—you have parents who have four
kids in the county and all four owe $100, and they just opt not to get them. But if
everyone did have one or if I had a classroom set or something consistent, I would
use it everyday. But it’s hard to have eight on one side using them and 16 not
using them. I just kind of subsided or minimized my use of them (Jenkins,
personal communication, May 19, 2005).
Paul Brown reflected on his experiences in his class,
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But one reason why it’s been messy is because not everybody has had one for so
many reasons. Money. Just the fact that they break and the repairs, and they
certainly have gotten better at all of these, or both of those, you know, and trying
to help kids pay and fixing them quickly. But as a teacher, if not every kid has
one, even if there’s one kid, but if was a fifth, you know. I mean out of 30, if five
kids didn’t have it, how can you assign a grade to something that five kids can’t
have? For me what I’ve always wanted to do was interactive; I wanted kids to
create on that sketch pad software; I wanted them to make these things and
they’re not going to talk about motivation, the greatest motivator is the grade. It’s
one of the biggies, and if I can’t assign a grade to it, why would they do it? For a
lot of kids they won’t, just instantly. There [are] some kids who will do anything
you tell them, but a lot won’t. So I’ve had to go through all four years not being
able to assign grades. The good stuff, we’ve just sort of a done it, it’s been sort of
trivial and then it’s back down to the worksheet. But if I could assign a grade, if
everybody had it, so it was fair to assign a grade, then I think it would have been a
very different class for me, and for them. But we’ve never had that. (Brown,
personal communication, June 7, 2005)
All of these aforementioned teachers engage in praxis (Freire, 2003). They reflected
critically on what was best for their students and classroom context and governed themselves
accordingly. Unfortunately, the praxis is limited to the individual teacher and classroom. Those
who use the laptops as a “glorified notebook” may acquiesce due to the external pressures. A
unified stance to confront the bias of the technology as the sole medium for instruction, instead
as a supplemental tool, may be interpreted as their individual pedagogical evolutions. An
educational revolution through technology is impossible.
Discussion of Results
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Having convinced the public that schools in general are deplorable, policy makers have
been able to cast teachers as nearly incompetent, and subsequently they have been able to impose
severe limits on what teachers are now able to do in classrooms: scripted programs and testing
preparation are moving rapidly toward eliminating teacher autonomy (Fox 2004; Giroux 1998;
Meyer 2003). Teachers have typically been characterized as under-/unqualified. Therefore, the
allure of the overabundance of and overdependence on technology in schools must be criticized.
For example, Atwell (2001) hypothesized about the lure of technology in education:
Much of the appeal of educational computing stems from the hope that children
can learn at the computer with minimal intervention from adults. We expect the
computer to function as an educational laborsaving device. Unfortunately, we
discover that computers can easily provide unsupervised entertainment, but to
educate effectively with computing requires as much if not more adult support
and effort as do traditional teaching methods. (p. 255)
Plus “[in] casting the teacher primarily as data manager in a computerized instructional system,
[the vision of the] NETP moves several steps further in the direction NCLB has already set, that
of privileging instructional materials over individual teacher judgment” (Hinchey and Clark,
2005). The removal of the teacher as a result of increased technology in the classroom and other
instructional areas proves to be just as harmful as having an under-/unqualified teacher.
Therefore, the (re)conceptualization of successful teaching appears to be in place.
Other critiques have been made about the infusion of technology into teaching and
learning. Technology in education policies from the federal to local level have “gently forced”
schools (Lyons, personal communication, June 7, 2004) to “do technology” (McKenzie, 2003).
Jamie McKenzie (2003) refutes that school of thought of doing technology by noting, “If we [as
educators] allow students to slide into the seductive realm of cut-and-paste thinking enabled by
the Internet, we actually undermine their capacity to meet the challenges of tough state
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curriculum standards and tests.” Moreover, “educators may follow the paradigm of the
Industrial Revolution, remaking class divisions in the old ‘factory model’ of schooling, instead
of envisioning a technological future that is enriching and democratic across class lines”
(McAdoo, 2000). Factory models are evident in the schools, especially those with high
concentrations of poor and minority students. The messages purported by federal officials to the
school administrators expect teachers to use technology completely, particularly in schools
where access appears to be a nonissue. With this factory model, an assembly line image emerges.
The factory model calls for teachers serving as managers or observers with basic uses of
technology as opposed to facilitators who engage students in learning; it easily advances the
educational goals of both the local district and the state. “Meeting the education goals of the
school division come first in the classroom, and instructional technology is one of the state
mandated objectives” (Best, personal communication, February 2, 2005). Such a model
demonstrates the ultimate objective for public education in the U.S--to redefine what “successful
teaching” through the removal of the teacher from the classroom.
Additionally, research consistently stipulates “that [computer assisted instruction] is
effective when used as a supplement to the regular school program rather than as a replacement
for classroom teaching” (Stringfield, 1997, p. 266). The view of technology, specifically the
computer, supports the research findings detailing that teacher knowledge and skill are essential
to student achievement (Bennett, Bridglall, Cauce, Everson, Gordon, Lee, et. al, 2004; Cuban,
2001; MacKenzie, 2003; Viadero, 2004) , and teaching with technology yields more “positive”
results than teaching through technology.
A curricular movement, the curriculum of technology, is taking shape in U.S public
education that is more concerned with
the how rather than the what of education...It is concerned with the technology by
which knowledge is communicated and ‘learning’ is facilitated, it makes little or
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no reference to content, it is concerned with developing a technology of
instruction. (Joseph, Bravmann, Windschitl, Mikel, and Green, 2000))
Finally the impact on technology on the learning process “is neither sufficient nor even
sufficiently encouraging to warrant NETP’s unqualified promotion of technology as the
primary or exclusive medium of instruction” (Hinchey and Clark, 2005, para. 16).
The federal government’s position on technology in education stands firm that
technology has the ability to connect students from across geographical and economical
differences and boundaries. This is a worthy stance, for advanced technology does prove
to be a vehicle through which richer experiences with learning via the exposure of
primary sources and connections occur. Yet, the reality is that the same issues which
separate and divide people from experiencing the digital opportunities remain. Even in a
district which seeks to overcome the barriers of the digital divide, the divide still exists;
not every family is able to afford the required fees. Teachers must delicately walk the
line between doing what is fair for their students given the fact that not all of their
students (are able to) have the laptops and the pressures from above which insist that
technology in used for instructional purposes each day.
Conclusion
“Revolutionize education” has been the charge for educational reform for over 20 years.
To revolutionize education, federal policy makers, business leaders, and local and state education
officials believe that technology is the key. While technology in schools does have its benefits,
the advancement of the belief that “more is better” needs to be re-evaluated. This paper intended
to shed light on additional reasons as to why teachers may be resistant to fully integrating
technology. In a district where technology training for teachers is a priority, teachers cite other
reasons for not using technology continuously: the disagreements between what constitutes
successful teaching and the realistic issues of the stratification of social class. Oftentimes, a
18
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disconnect between the administrators and teachers, many of whom are motivated by student
equity and pedagogical stances, arises. Conversely, there are those who attempt to “save face” by
using the technology in manners that do not enhance learning just to say that they’ve used it;
others reject it all together; others use it judiciously in ways that enhance learning. These
teachers resist privately due to the inherent structure(s) of the schools.
Episodes of resistance are related to the power structures set within the teachers’ schools
and in the DPS district itself. By adapting the implementation of the explicit and implicit
technologies policies to their classroom contexts, teachers become illustrations of powerresistance relationships. As Foucault (1980) noted, power is not what says “no”; it is not a binary
relationship. Therefore, teachers, not the machines, confront the challenge of educational reform
through the evolution, not the revolution, of their pedagogical professionalism.
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Appendix A
Table 1: District Public Schools Demographics 2003-2004 school year

Total Schools
66

Full Time
Classroom
Teachers
3, 175.2

Student/Teacher
Ratio

Total Students

Type of District

14.3

45, 354

Regular school
district/Urban
Fringe of MidSize City

Source: National Center for Education Statistics, http://nces.ed.gov

Table 2: District Public Schools Demographics 2003-2004 school year:
Population Under 18 (Census data from 2000)

Total
Population
Under 18

Hispanic
or Latino

Non
Hispanic
or Latino

White
alone

Black or
AfricanAmerican
alone

American
Indian or
Alaska
Native

Asian
Alone

64,702

1,822

62,880

40,138

19,594

217

2,283

Hawaiian
or other
Pacific
Islander
alone
23

Source: National Center for Education Statistics, http://nces.ed.gov

Table 3: District Public School--Fiscal Characteristics, 2002-2003.
Amount
Amount
per Student

Total Revenue:
Revenue by Source
Federal:
Local:
State:

Total Expenditures:

$339,369,000

$7,766

$15,602,000
$190,537,000
$133,230,000
$352,295,000
$295,283,000
$181,406,000
$32,835,000
$26,775,000
$54,267,000
$46,494,000
$15,522,000
$0

$357
$4,360
$3,049
$8,062
$6,757
$4,151
$751
$613
$1,242
$1,064
$355
$0

Total Current Expenditures:
Instructional Expenditures:
Student and Staff Support:
Administration:
Operations, Food Service, other:
Total Capital Outlay:
Construction:
Total Non El-Sec Education &
Other:
Interest on Debt:
$8,190,000
$187
Source: National Center for Education Statistics, http://nces.ed.gov
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Percent

5%
56%
39%
61%
11%
9%
18%

Some
other
race
alone

Population
of two or
more races

821

1,626
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Appendix B
Table 4: Participant Demographics

Participant*
Jane Jackson
Thomas Jenkins
James Smith
Paul Brown
Kelly Taylor
Nia Davis

Middle or High
School
Middle
Middle
High
High
High
Middle

Years in
Education
30
5
3
15
25
5

Grace Peters

High

25

Sally King
Dawn Simmons
Joanne Stevens

High
High
High

27
6
20

*The participants’ real names are protected by pseudonyms.
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Subject and
Grade Level
English, 8th
History/Civics
English/9th
Math/Geometry
Math/Algebra
History/American,
history
Humanities,
Philosophy,
English
English
Special Education
English/12th
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Appendix C
Table 5: Participating School Demographics
Census from 2000 data
School
Grade
Total
Amer.Ind/ Asian Black
Span
Students
Alaskan
North High School
9-12
2,114
3
90
691
West High School
9-12
939
1
51
41
East Middle School
6-8
931
1
10
803
West Middle School
6-8
874
2
38
24
County Area High
8-12
316
1
5
185
School
Source: National Center for Education Statistics, http://nces.ed.gov

Hispanic

White

Male

Female

FLE

72
21
8
9
6

1214
823
35
799
116

1,066
497
453
428
196

1.004
440
404
444
117

43
43
433
12
156

Key—
FLE: Free lunch eligible
R-P lunch: Reduced price lunch

25

R-P
Lunch
57
43
114
5
38

Migrant
Students
0
0
0
0
0
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Abstract
This report focuses on the benefits of utilizing the distance education format for counselor
education and training. Authors highlight the need for distance education options in rural
communities and discuss many of the issues surrounding distance education. Specifically, the
need for maintaining a personal dimension in counselor education is examined, as this element is
necessary for developing effective therapeutic relationships. A current counselor education
program based at the University of Alaska Fairbanks is used to demonstrate how such a format
can be operationalized. Student feedback regarding the program is included.

3
Introduction
Over one-fifth of the United States population resides in rural areas – those communities with
fewer than 2,500 residents (RSCT, 2003). These communities have many of the same problems
of urban communities, but also tend to have a lack of resources to meet those needs. One of the
many issue facing these communities is hiring and retaining professional counselors. These
counselors need to be cognizant of the educational and mental health needs of the rural
communities in which they intend to work, but they also have to understand and be respectful of
the cultural elements of each community in order for them to be effective.
Colleges and universities can help rural communities by implementing distance education
programs. With the advent of the technological age it is now possible for institutions of higher
education to more fully meet the needs of rural students. Online delivery of courses allows
people who are already familiar with the area to train to be counselors in their own communities.
This paper highlights the components and needs of rural communities to allow individuals
unfamiliar with these areas a glimpse into factors unique to these locations. It then discusses the
benefits, along with the concerns, relating to distance education delivery. The article specifically
focuses on issues related to counselor training utilizing distance methods. Finally, a sample
program at the University of Alaska Fairbanks is presented to demonstrate how all the
components of distance education can be integrated into a comprehensive counselor education
masters degree. It underscores the importance of delivering graduate education to students in
remote locations and the possible implications the program can have on the rural areas of Alaska.
However, to fully understand the potential impact of the program, a discussion of the unique
geographical factors present in rural Alaskan communities is presented. Additionally, specific
social and cultural factors are discussed.

4
Components and Needs of Rural Communities
Rural Composition
The Rural School and Community Trust, RSCT, Policy Program , (2003) states that 21
percent of the nation’s population resides in rural areas (rural is defined as those communities
with fewer than 2,500 people). The National Center for Education Statistics, NCES, (2005)
reports that in the United States there were 12,423,861 rural elementary and secondary students
in the year 2000. Rural students make up 26.7 percent of the total population of students. In the
state of Alaska, there were 131,985 students in the state with 76,965 students (58.3 percent)
attending school in a rural location.
Additionally, of the total population of Alaska’s 1999 rural public school students, 39.3
percent belong to a minority group (NCES, 2005). In comparison, to the nation as a whole, 18.6
percent of elementary and secondary school students are classified as minorities. “Typically, a
high percentage of rural minority students indicates a large at-risk population in a state’s rural
schools” (RSCT, 2003, p. 5). Furthermore, 13.8 percent of the rural children in the nation are
living in poverty and 33.8 percent qualify for free or reduced-price lunch.
Issues for Rural Counselors
Literature in the field discusses several issues prominent for rural counselors. The most
commonly cited issues include social, cultural, and professional isolation, boundary issues, and
community pressures (Collins, 1999 as cited in Hines 2002; Patrick & Morrissette, 2001). In
Alaska, few of the professionally trained counselors stay in the small and remote Alaska Native
communities for longer than two years. This rapid turnover further limits counselor
effectiveness (RHSP, 2000).
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Counselors that are not native to the rural area in which they work state that they had to spend
considerable time and energy gaining an understanding and appreciation of the local culture
(Hines, 2002; Sutton & Pearson, 2002). Many counselors found that it was still difficult to
infiltrate rural communities if one was an outsider, regardless of whether or not the counselor
was sensitive to the local ways and expectations of the rural community people. On the positive
side, once a counselor lives in an area a long time they truly get to know the people in their
community which may allow stronger connections if one has a positive reputation (Sutton &
Pearson, 2002).
Although ACA ethical guidelines (2005) state that “counselor-client nonprofessional
relationships with clients, former clients, their romantic partners, or their family members should
be avoided” (p. 5), this is often a difficult task in a rural setting. “Realistically, refusing to treat
any person with whom the practitioner may have non-clinical contact may eliminate most of the
potential client population, especially if the community is remote, and the clinician lives and
practices in the same locale” (Reilly, 2003 as cited in Nickel, 2004, p. 19). Counselors must be
willing to integrate into the community and in doing so they may form several overlapping
relationships. Although being a visible part of the community is essential in rural areas, it can be
seen as an intrusion on one’s privacy (Sutter & Pearson, 2002). Some counselors found this lack
of anonymity very disruptive (Morrissette, 2000).
Many small communities have a lack of counseling professionals (Carlton-LaNey, Edwards,
& Reid, 1999 as cited in Hines, 2002). Due to the limited resources in a rural community, there
is an expectation that the school counselor be a generalist and should help fill the gaps that exist
in mental health resources (Morrissette, 2000; Sutton & Pearson, 1999). The pressure from the
community to provide a range of mental health services is an additional source of stress for the
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rural counselor. To add to this dilemma, DeBlassie and Ludeman (1973) “remarked that the
majority of rural school counselors rarely exchange ideas with colleagues and have little
opportunity of professional growth” (as cited in Morrissette, 2000, p. 2). The issue of
professional isolation and excessive responsibility is an area of concern for rural counselors
(Morrissette, 2000).
In addition to the professional isolation that rural counselors face, there is also social isolation.
It has been found that “counselors who viewed a rural/small town lifestyle as a valued facet of
their work tended to be persons with established families” (Sutton & Pearson, 1999, p. 9). In
contrast, it was reported that the social needs of young, unmarried school counselors were hard
to meet. Social isolation is another contributor to the high turnover rates of counselors in rural
communities (Helge, 1981, as cited in Sutton & Pearson, 1999).
Educational and Mental Needs of Rural Communities
Rural communities have many of the same problems as urban communities. For example,
according to the National Center of Addiction and Substance Abuse (NCASA, 2000) rural eighth
graders were 34 percent more likely to smoke marijuana and 29 percent more likely to drink
alcohol than those in urban communities. According to the State of Alaska Department of
Health and Social Services Youth Risk Behavior Survey report (2003), 75.1 percent of ninth
through tenth grade students have drank alcohol and 47.5 percent have used marijuana.
Additionally, 34 percent of deaths among children 14-19 in Alaska are due to suicide and 6
percent are due to homicide. Furthermore, 39.7 percent of boys and 39.5 percent of girls have
had sexual intercourse and only 66.2 percent and 58.4 percent state that they used a condom
during their last sexual encounter. All of these behaviors are considered risk factors for
adolescents. The report goes on to state that “by addressing risk behaviors early and providing
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support and guidance, schools will provide students with a much greater opportunity to succeed
in school and beyond (p. 1).
According to a study completed by the Institute of Social and Economic Research, Center for
Cross-Cultural Studies at the University of Alaska (1985), rural school districts in Alaska have
many problems to overcome. These issues include: a limited variety of courses, teachers, and
activities; the lack of specialized vocational courses; inadequate preparation for college; low
achievement test scores; insufficient opportunities for rural students to become competent and
confident in the world beyond their villages; and difficulties in making the critical transition to
adulthood after graduation. School and community counselors could help students and their
families deal with and overcome some of these problems.
The results of a study by Slade (2003) suggest that “most schools in the United States are not
prepared to counsel adolescents about mental health problems or to refer them appropriately for
mental health treatment” (p. 389). Additionally, studies have found that rural areas have limited
access to medical and mental health counseling services as compared to urban locations
(Perroncel, 2000, & Sherman, 1992 as cited in Hines, 2002; Slade, 2003). Many of the children
in the rural schools and communities are “at risk of failing to get a quality education. Poverty is a
central factor” (Beeson & Strange, 2003, p. 2). One possibility for the disparity in access to
counseling services is that there may be a shortage of competent professionals to provide those
services in rural areas (Carlton-LaNey, Edwards, & Reid, 1999 as cited in Hines, 2002).
According to the Institute of Medicine, National Academy Press (1997, as cited in ACA
2005) counseling services are a necessity in schools. They report that “mental health and
psychological services are essential to enabling many students to achieve academically, these
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services should be considered mainstream, not optional services” (p. 1). Slade (2003) concurs
when he states that:
mental health problems are associated with substantial impairment in child functioning in
school settings, many children have unmet need for mental health counseling and access to
specialty mental health services, and there is robust evidence that many mental health services
are both efficacious and effective for children. (p. 391)
Recruitment and retention of rural staff is difficult. “Rural faculty tend to be younger, less
educated, and slightly less experienced than their urban peers” (Gibbs, 2000, Kannapel &
DeYoung, 1999, NCES, 1999, as cited in Hines, 2002). There is also a high turnover rate in rural
areas. The principal reasons teachers and/or administrators leave rural areas are isolation –
social, cultural, and professional (Collins, 1999; NWREL, 2001) and job pressures (Howley,
2002). These are the same aspects counselors cite as issues in working in a rural location.
Necessity for Cross-cultural Competencies in Rural Communities
Many research studies have found that minority clients, other things being equal, prefer a
counselor who is ethnically similar and shares their cultural knowledge and background
(Alexander, & Kinkston, 1998, Atkinson and Lowe, 1995, Blank, Tetrick, Brinkley, Smith, &
Doheny, 1994, Ho, 1987, Orier & Cobbs, 1968, Pomales & Williams, 1989, Ponce & Atkinson,
1989, Ponterotto, as cited in Atkinson, Morten, & Sue, 1998). For example, Dauphinaies,
LaFramboise, and Rowe (1980, as cited in Atkinson, Morten, & Sue, 1998) found that “in
addition to trustworthiness – an understanding of the client’s cultural values and the willingness
to engage in outreach activities in the community are qualities that American Indians expect
from an effective counselor” (p. 164).
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Reimer, in Counseling the Inupiat Eskimo (1999), finds a similar viewpoint from discussions
with Inupiat people in Alaska in regards to what they want from counselors serving their people.
Many of the people Reimer interviewed mentioned that they would prefer a counselor from their
own village – someone local. Counselors working with Inupiat people need to understand the
culture and traditions and become a part of the community in order to be effective. Knowing the
specifics of each village can give a counselor insight into the village problems. Someone local
would “share in the Inupiat worldview, traditions, and everyday life of the people” (p. 84). One
individual stated, “I prefer someone I know, someone I can confide in. But if there was a
counselor in the village I would go to them, if they spring from village” (p. 69).
In discussing the necessity for trained counselors in the area of substance abuse in Alaska,
Trainer (2000) states, “in order to meet the needs we have to have trained, competent, culturally
informed chemical dependency counselors” (p. 7). Additionally, these services should occur in
the villages so that individuals will actually receive the help they need when they need it. A
similar view regarding career and academic guidance is espoused by Shutiva (2001). She states
that “to provide effective and responsive career and academic guidance for American Indian and
Alaska Native youth, teachers and counselors need to be aware of underlying cultural values and
beliefs that can affect students’ choice about academic success and pursuit of a career” (p. 1).
Finally, Collins (1999) writes recruitment should focus on “candidates with rural backgrounds or
with personal characteristics or education experiences that predispose them to live in rural areas.
The emphasis on background and experience is crucial for racially or culturally distinct
communities” (p. 3).
Counselor educators have an ethical responsibility to train students regarding multicultural
and diversity issues. According to the American Counseling Association Code of Ethics (2005),
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counselor educators need to “infuse multicultural/diversity competency in their training and
supervision practices. They actively train students to gain awareness, knowledge, and skills in
the competencies of multicultural practice” (p. 16). Arrendondo, Sue, & Davis (1992) developed
a document outlining the need for a multicultural perspective in counseling. The competencies
include three main areas: the need for counselor awareness of their own cultural values and
biases, the awareness of the client worldview, and an awareness of culturally appropriate
intervention strategies.
Distance Education Delivery
Benefits of Distance Delivery Methods
Distance education allows students more flexibility (Brew, 2000, as cited in Schimmel, Orr &
Murphy, 2003). Students who would normally be bound to their site are able to access courses
and therefore can pursue graduate degrees or professional development in their own communities
(Carnes, Awang, & Marlow, 2003;VanHorn & Myrick, 2001). Students can continue working
full-time due to the fact that they may be able to participate in courses at times that are
convenient to them and will not interfere with work schedules. Additionally, the web-based
instruction allows instructors to meet the needs of different types of learners – power point for
visual learners, teleconference or on-line lectures for auditory learners, group exercises for
kinesthetic learners, and discussion board or chat rooms for social learners (Liebowitz, 2003).
Faculty are also given greater flexibility (Albrecht & Jones, 2001, as cited in Schimmel, Orr,
& Murphy, 2003). Professors can teach at convenient times and location is not an impeding
factor – faculty can continue teaching their courses uninterrupted while traveling to professional
conferences.
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Communities can also benefit from having local people trained. Rural educators that are able
to stay involved in the community and are able to further their professional development at the
same time, are more likely to stay in that community – thus, distance education options can help
with retention issues in rural communities (Collins, 1999; Howley, 2002, Morrissette, 2000).
Additionally, communities can benefit by having better prepared counselors who are fully aware
of the unique circumstances of their area (Morrissette, 2000).
Concerns of Counselor Preparation via Distance Methods
Most faculty members utilize the internet and incorporate some components of online
technology in their courses. Furthermore, most faculty view this approach positively
(Vadanovich & Piotrowski, 2001). The two primary categories of distance learning
methodologies that are being used by counselor education faculty are video teleconferencing and
online (ACES, 1999). Faculty do express several concerns with distance education methods
though. These concerns tend to focus on the lack of formal training in online instruction, the
lack of support when technical difficulties arise, inequality of access to resources, time concerns
(i.e. the increased time it takes to prepare a course, the additional time in grading and providing
adequate feedback), and ethical concerns such as allowing for adequate evaluation procedures
and the concerns of privacy and confidentiality (Carnes, Awang, & Marlow, 2003; Vadanovich
& Piotrowski, 2001; VanHorn & Myrick, 2001).
The concern regarding the possible lack of privacy and confidentiality in using computer
technology for training is not just a concern for faculty, but also for students (Schimmel, Orr, &
Murphy, 2003; VanHorn & Myrick, 2001). The Association for Counselor Education and
Supervision (ACES) Guidelines for Online Instruction in Counselor Education (1999) states,
“because counseling courses often involve the exchange of sensitive information about clients
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and students, security precautions need to be implemented and enforced that ensure appropriate
protection of this information” (p. 3). It further goes on to state that programs should utilize
aspects such as data encryption, pseudonym use, and password protection on various access
levels to the Internet and other communication programs (such as Blackboard sites).
ACES (1999) also addresses the need to ensure that the student has been responsible for the
coursework submitted. It is recommended that at some point in the program students and
program faculty should have a face-to-face meeting to verify the identity of the student.
Proctoring distance student’s exams is another way of ensuring the student is actually completing
their work. The issue of academic integrity is not unique to distance delivery though.
“According to Heberling (2002), a strong case can be made that it is actually harder to cheat
online and that it is also easier to detect. In a traditional class, the instructor often does not have
the benefit of seeing ongoing written products from each student” (Carnes, Awang, & Marlow,
2003, p. 165). The Illinois Online Network (2003) suggests several strategies to minimize online
cheating such as: use a log-in/password system; make exercises difficult enough so that the
person who has not done the previous work in your course will not be able to complete the
assignment; give many short exams; ask mastery-type questions so that a student must know the
material himself/herself in order to answer the questions; ask students to relate the subject matter
to their own personal/professional life experiences; require students to submit an outline or rough
draft before the final paper is due so that the professor can see the work in progress; limit the
times when the online test is available; and use a variety of assessment methods to ensure that
real learning is taking place.
Instructors also report that online classes are more work for the instructor. Carnes, Awang,
and Marlow (2003) identify several reasons for this: everything must be typed and converted to
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an online format; every step of the course must be well planned; resources and support materials
must be in place at the beginning of class; and appropriate assignments and the proper format for
these assignments must be selected.
Both instructors and students need to be able to receive adequate support in the technology
being used prior to being required to use the technology and should be provided with ongoing
support throughout the educational experience (ACES, 1999). ACES recommends that clear
expectations for everyone involved be established from the start of the course. Institutions
should additionally provide support services that can be readily accessed to resolve student and
faculty difficulties. Finally, ACES also requires that students have access to equivalent
educational supports including library resources, tutorial assistance, and access to the course
materials (books, videos, computer software) and instructor.
Another area of concern is whether or not counselor preparation program can create the
necessary personal dimension for students. The counseling relationship is a very personal and
intimate endeavor. Counselors must create a level of comfort and trust in order for clients to
share intimate information necessary for the therapeutic process (Schwartz & Olds, 2002). “The
process of counseling and therapy is regarded as a relationship that develops over a period of
time during which client and therapist meet face-to-face. Counselors are trained in the art of
relating to people in the same way, face-to-face” (Schimmel, Orr, & Murphy, 2003). Educators
and students alike are concerned that distance education does not allow for this type of
interaction and therefore counseling students taking distance programs may not be adequately
trained in relating to their clients.
Social support by students, faculty, and others is one essential component of graduate student
satisfaction and can affect the success of counselor trainees (Hazler & Carney, 1993). When the
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learning environment is lacking social presence, students perceive it as impersonal and therefore
decrease the amount of information shared with others (Aragon, 2003). Specifically, “counselor
education master’s degree graduates cited interaction with faculty as the most meaningful aspect
of the program” (Oliver, Moore, Schoen, & Scarmon, 1990, as cited in Hazler & Carney, 1993,
p. 80). The American Counseling Association (ACA) requires counselor education programs
provide extensive training and evaluation of students in the area of interpersonal interaction
skills (2005), but there is not as much focus on these necessary skills in counselor educators who
are the models for their students (Hazler & Carney, 1993).
Several research studies have found that students can be taught just as effectively in online
environments as in a traditional face-to-face format (Aragon, 2003; Carnes, Awang, & Marlow,
2003; Collins & Pascarella, 2003; Liebowitz, 2003, Rovai, 2001). Rovai (2001) states that
classrooms need to create a sense of community which includes classroom spirit (a sense of
belonging and acceptance in a group), trust, interaction, and learning (feeling that knowledge and
meaning are actively constructed within the community). Instructors can help create social
presence, or interpersonal contact, in online learning environments by utilizing course design
elements such as welcoming messages, providing student and faculty profiles, incorporating an
audio component, limiting class size, and structuring collaborative learning activities (Aragon,
2003). Instructors need to contribute to discussion boards, promptly answer email, provide
frequent feedback, address students by name, use emotions, and share personal stories and
experiences (Aragon, 2003). Additionally, face-to-face components should be utilized so that
“both the faculty and student can explore the appropriateness of the student for the counseling
profession” (Schimmel, Orr, & Murphy, 2003, p. 4).
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It has been suggested that although primarily content-based counseling courses are appropriate
for online delivery, courses such as group counseling or counseling techniques that have a
significant experiential component should not be offered through entirely online methods
(Carnes, Awang, & Marlow, 2003; Schimmel, Orr, & Murphy, 2003). These courses often have
students participate in role-plays, view other students and/or professors demonstrating skills, or
students are actually participating in group or individual counseling activities which may be
difficult, if not impossible, to replicate for online students. “While the argument may be made for
achieving similar learning experiences online via video and audio clips, they cannot authentically
reproduce the experience of seeing and participating in these kinds of activities in real time”
(Schimmel, Orr, & Murphy, 2003, p. 5). Additionally, students who view clips at home cannot
benefit from the discussion process that occurs after seeing or participating in these experiences
live.
UAF Counselor Education Distance Program
State of Alaska Demographic Information
Alaska is the largest state and is approximately one-fifth the size of the lower 48 states
combined (ADCCED, 2004). It has a landmass of 571,951 square mile, which is equal to
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approximately 1.1 person per square mile (one of the lowest population densities in the world).
In comparison, Washington state has 88.6, Hawaii has 188.6, and New York has 401.9 people
per square mile (US Census, 2004). The total population of the state of Alaska is 655,435 people.
The majority of the state’s residents live in one of the three major urban areas – Anchorage,
Fairbanks, and the state capital of Juneau. Additionally, there are 20 smaller towns and
approximately 180 villages. The urban areas of Alaska are similar to other cities found in the
lower 48 states – they have well-developed transportation systems, fully equipped homes, and
extensive educational facilities. In contrast, most villages in Alaska are accessible only by air
and in some cases also by water (UAF Institutional Report, 2004).
The majority of residents living in rural Alaska are Alaska Natives who live in villages with
populations ranging between 25 and 5,000. Approximately 15.6 percent of the population is
Alaska Native, 14.3 percent speak a language other than English at home, and 30.4 percent of the
population is under the age of 18 (US Census, 2004). According to the Rural School and
Community Trust 2003 report, 56.1 percent of Alaska’s public school students are enrolled in
rural schools (rural is defined as having a population less than 2,500). Of these students, 51.1
percent are minorities, and 47.5 percent of all the rural students are eligible for free or reducedprice lunch. Delivery of school counseling services in Alaska may “take place in a large urban
counseling center or in the corner of a library in a rural village. Itinerant counselors may fly or
snowmachine to Bush communities in all kinds of inclement weather” (ADEED, 2001, p. 1).
To help outsiders understand the unique characteristics of Alaska, the following is a
description of one rural school district in the state (CRSD & UAF, 2000). Although the Copper
River School District (CRSD) is located in interior rural Alaska, it will highlight some of the
unusual demographic and social particulars that are common to many of the state’s schools
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CRSD’s largest town, Glennallen, has a population of 450 inhabitant and is situated 200 miles
northeast of Anchorage and 250 miles southeast of Fairbanks. The Copper River Valley and
School District covers a land area of 24,663 square miles with a population of 3,100 residents.
This area is somewhat larger than the combined land area of Massachusetts, Connecticut, Rhode
Island, New Jersey and Delaware.
The primary means for accessing the major communities of this region is by the Alaska
highway system. There is no public transportation or taxi service and the only airport in the area
is unmanned and has no regularly scheduled flights. The typical ambulance run is approximately
two hours. The roads are snow and ice-covered much of the year as winters are long, cold, and
snowy. Daylight is limited to a few hours per day from November to March. Also, sustained
sub-zero temperatures are the norm and cold spells of 50 degrees below zero (Fahrenheit scale)
are not an uncommon experience.
Most communities in the area receive telephone service, however, there is no local television
and only one local radio station. Municipal or borough governments are non-existent.
Traditional public services are provided by citizens on a voluntary basis. Alaska Natives,
predominately Athapaskan, comprise a significant portion of the area’s citizenry and cultural
aspects of their heritage play an important role in the regions development. Alaska Native
students constitute approximately 25 percent of the total pupil enrollment.
Assessment of the Need for Counselors in the State of Alaska
The Behavioral Health Workforce gathered in May of 2004 to discuss the need for counseling
services in the state of Alaska. The vision was to create a system that is client and consumer
centered in which there are no barriers to access. Additionally, the system should be continuous
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and comprehensive to meet the diverse needs of the people of Alaska. Finally, the components
of the system would be provided by a “skilled, competent workforce grown in Alaska” (p. 3).
Participants were asked what graduates needed to know to assist in recruitment and retention
of behavioral health professionals. One theme highlighted was the need for professionals to have
a belief system compatible to the native community they are serving. Additionally, people not
familiar with Alaska need to know what they are getting into when working in a rural village.
People from outside have a period of disbelief in a rural setting, which adds to high turnover
rates. According to the Alaska Education Funding Task Force (2001), although Alaska’s college
and universities supply about 30 percent of new educators in the state, more than two-thirds
come from out-of state. In relation to counselors, urban professionals who relocate to rural
settings often experience culture shock and are likely to leave at the first opportunity (Huebner &
Huberty, 1984, Marrs, 1984, as cited in Morrissette, 2000).
The Alaskan professionals met again at Behavioral Health Programs Symposium (September,
2005) held in Anchorage, Alaska and it was found that there is a high need for the continued
training of both school and community counselors. In fact, 72 percent of those surveyed
(approximately 120 participants including mental health professionals, commissioners, members
of the Alaska Mental Health Trust, and education professionals) said that present programs either
need to be maintained or increased to meet the current needs for qualified counseling
professionals in the state of Alaska. According to the Behavioral Health Summit workforce
projections, in the year 2000 there were 326 clinical, counseling and school psychologists, 337
mental health counselors, and 579 educational, vocational and school counselors. They project
there will be a need for 517, 604, and 693 professionals in those respective categories by the year
2010 – a 58.8%, 79.2%, and 19.7% statewide increase in each category. Currently these
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positions are being filled by either trained counselors, individuals on conditional contracts (i.e.
they need to be enrolled in a licensure program), or non-certified people. The reason that
conditional contracts and non-certified people are allowed to take on these positions is that there
is a chronic shortage of trained counselors in the state of Alaska. Additionally, some of these
positions tend to be filled by out-of-state and itinerant people who may only stay for a short time
period.
Turner, Director of Alaska’s Division of Alcoholism and Drug Abuse in his Testimony to the
Senate Committee on Indian Affairs (2000) discussed the specific need for counselors who can
work with substance abusers. He stated that “Alcoholism and alcohol abuse is a leading killer of
Alaska Native men, women and children in rural Alaska” (p.1). National Geographic (February,
1990) published an article on Alaska’s Athapaskans. In the article Vicki Hild, who coordinated
the fetal alcohol syndrome program for the Alaska Native Health Board, indicated that the
number of babies born with FAS/E is more than double the national average. It is clear that
trained professional counselors, both in the school and in the community, are necessary to
combat this serious issue.
The maximum recommended student-to-counselor ratio is 250 students to 1 counselor. In the
state of Alaska the ratio for the 2003-2004 school year was approximately 489 students for each
counselor (ACA, 2005). For elementary schools the ratio was 660 to 1 while the high schools
were a bit better with a ratio of 305 to 1. University training programs were identified as the
primary source for meeting this work force demand (Behavioral Health Summit, 2005).
The Counseling program helps to meet each of the above noted topics. In addition, anecdotal
evidence from the UAF master’s program in Counseling supports the chronic shortage of
certificated K-12 school counselors in the state. Supporting data is also available from each of
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the 54 Alaska School Districts, the Alaska Department of Education and Early Development, and
the Alaska Teacher Placement Service’s annual comprehensive report.
UAF Counseling Program Mission
The Counseling Program at the University of Alaska Fairbanks is responsible for serving the
educational needs of schools and communities throughout Alaska. The primary purpose of this
program is to prepare K-12 school and community counselors at the graduate level with specific
training in the areas of counseling and consultation for education, social, and career decisions.
Completion of the program meets the requirements for Alaska licensure as a school counselor. In
addition, this program may also serve as a basis for pursuing additional requirements necessary
for licensure as a professional counselor (i.e., mental health). The program emphasizes a
developmental perspective, focusing on issues pertinent to providing guidance and counseling
services, consultation, and program development in multicultural settings.
This program prepares K-12 professional school counselors and community counselors who
can effectively understand state and national educational issues and respond appropriately to
those that are specific to Alaska. Instructional, research, and service activities are designed
through a statewide delivery system to support the preparation of school and community
counselors who are culturally-responsive, effective practitioners.
All students in the program need to understand the basic roles of the professional school
counselor and/or community counselor along with principles and concepts delineated in
professional and state counseling standards. In addition to understanding the various fields,
students need to explain the principles and concepts delineated in professional and state
counseling standards. Finally, students need to demonstrate an understanding of what constitutes
the necessary components for a viable school or community counseling program.
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Program goals include collaborative work with all educational professionals, parents, and
community members in both urban and rural Alaska in the preparation of highly qualified K-12
professional school and community counselors who meet the National Council for the
Accreditation of Teacher Education (NCATE) standards, standards relative to academic specialty
organizations (i.e., Council for the Accreditation of Counseling and Closely-Related Educational
Programs), and the Alaska Teacher Standards. This program also provides culturally appropriate
learning experiences unique to Alaska, providing all students the opportunity to meet the Alaska
Student Content, Performance, and Cultural Standards.
Student Learning Outcomes Assessment Plan
Students in the School Counselor Certification Program need to have a thorough
understanding of the central concepts, tools of inquiry, and structures of their field as delineated
in professional, state, and institutional standards. They need to demonstrate their understanding
through inquiry, critical analysis and synthesis through reflection on their practice. Additionally
they need to use research and technology to support and improve student learning and delivery of
services.
Candidates in the Counseling program also need to be familiar with the dispositions expected
of professional school counselors in order to best serve their clientele. In order to ensure their
understanding, students are given a Personal Characteristics Feedback Form, a copy of the
American Counseling Association (ACA) Code of Ethics and Standards of Practice in their
Counseling Student Handbook during their first semester after admission to the program. An
informed consent document is included to ensure student understanding.
In determining the critical assessments for the Counseling program, the faculty consulted the
Council for Accreditation of Counselor and Related Educational Programs (CACREP) standards
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to ensure that the counseling courses and requirements align. Additionally, faculty consulted
other CACREP accredited institutions (i.e. Southwest Texas State University, University of
Minnesota at Mankato) to determine what elements the program should implement in order to
more align with CACREP standards. A copy of the critical counseling assessments, which
includes a timeline for each assessment, along with the personal characteristics review form is
located in the Appendix A.
Distance Learning Design
The Counseling Program is a Master of Education degree providing preparation for
developmental guidance, individual and group counseling, and consultation for educational,
social and vocational decisions. The program is designed to prepare educators to be
professional, culturally responsive school and/or community counselors. Emphasis is on general
problem solving skills as well as on helping individuals to plan and monitor their own
educational and occupational direction. Completion of the program satisfies requirements for the
state of Alaska school counselor certification program but may also be used as a basis for
becoming a Licensed Professional Counselor in the state of Alaska.
Courses in the program are offered through a variety of means. All courses are offered in the
traditional in-class lecture format but most also utilize blackboard online course programming
and the internet to aide in delivery.
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The UAF Counseling program began to offer its first courses via distance education or web
based instruction in the fall of 2004. Seven of the required courses were offered via distance
during the 2004-2005 school year, and the remaining courses were added during the 2005-2006
school year (see recommended course schedule in Appendix B). All the distance education
courses utilize a teleconference component so that remote students can benefit from in-class,
real-time discussions with the instructor and other students. Additionally, most of the distance
education courses utilize the discussion board to allow students the opportunity to voice their
opinions online throughout the week. Having students participate in class and on blackboard
discussions adds to the sense of social cohesion for the students and allows the instructors to
better gage the student’s professional competencies and dispositions.
The following courses require full or partial on-campus residence:
-COUN 623: Counseling Theories & Applications
Requires two weekend seminars offered fall semester
-COUN 634: Practicum in Individual Counseling
Requires semester long residency-offered spring semester & alternating summers
-COUN 674: Group Counseling
Requires semester long residency-offered spring semester & alternating summers
The three courses requiring full or partial on-campus residency are skill-based courses that have
a large experiential component. The Counseling Theories course is one of the first courses
students take in the Counseling program. Requiring distance education students to visit the
campus right from the start allows both professors and students the opportunity to put a face to
each name and allows some face-to-face interaction. The Individual and Group courses are
completed prior to the student’s internship placements approximately one-half to two-thirds of
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the way through the program (depending on whether the student is on a two or three year plan).
This allows for continued direct personal contact throughout the program, which again aids in
continuing social cohesion and student evaluation.
Students are allowed to complete their year-long internship in a rural school or community
setting. Rather than having the students come in to UAF, during this phase university supervisors
will make trips to observe student progress at least one time each semester. Students and
placement supervisors will receive supervision through teleconference, email, and telephone
contact throughout their internship year.
Student Feedback and Evaluation
Throughout the duration of their studies, distance education students will participate in course
evaluations through the UAF instructional assessment program. Students provide feedback in
four areas:
1. Was the course intellectually stimulating? Did it stretch your thinking? Why or why
not?
2. What aspects of this class contributed most to your learning?
3. What aspects of this class distracted from your learning?
4. What suggestions do you have for improving the class?
At this time the program has few specific comment sheets back from students, but with the
increase in distance education enrollment, more feedback will be forthcoming.
Specific positive comments include:
•

The discussions were interesting, and the varied assignments contributed a lot – good
opportunity to explore topics of personal interest (May, 2005)
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•

The student presentations and the discussions that came from them added a lot. I was
initially not excited by how much class time was dedicated to this, but really came to
appreciate it (May, 2005)

Specific constructive comments include:
•

It was frustrating as a student to have so little interaction required of us and so few
opportunities to communicate with other members of the class; it would have been much
better if an audio component were required (December, 2004)

•

It was difficult to stay as focused with the audio presentations, but I don’t know how to
fix that (May, 2005)

Based on this type of feedback, all the courses now require a teleconference component at
minimum every other week. Additionally, classroom presentations require presentation groups
to utilize a power point or other equivalent technology format to aid distance students in
following along during the presentation. On-going formal and informal evaluations are
necessary to continue in course development. To this end, an additional informal distance survey
will be given to all distance education students at the end of each school year A draft of the
survey can be seen in Appendix C.
Conclusions
The need for training more school and community counselors is a well-documented fact;
however, this type of professional preparation requires a significant time and monetary
commitment on the part of the individual. The majority of the universities providing these
graduate preparation programs are located in the larger urban areas of their respective states.
Thus, those individuals living in rural areas, often times, must relocate to where a particular
program is offered. Due to these limiting factors rural individuals are not always able to pursue

26
graduate degrees, because it requires the loss of their financial livelihood. In addition, numerous
socio-cultural factors may also impact the decision not to emigrate from their rural community.
Given this situation, it has become imperative for institutions of higher education to develop
new and innovative methods for making their programs available to students who are place
bound. As a result of the ever-evolving changes in technology, it is now possible for students to
access higher education via distance methods. At the University of Alaska Fairbanks this is not a
new phenomenon. Due to the vastness of Alaska and its sparse population UAF has for many
years made many of its educational programs available through teleconferencing. Most recently,
the UAF Counseling Program has developed a method for delivering professional training
courses in its discipline through web-based instruction. The results of this endeavor are
promising, having increased both rural and Alaska Native enrollment approximately 300 percent.
As with any new educational endeavor it is not possible to determine the long-term
effectiveness of this model. Nevertheless, the initial responses of program participants are
positive. Since this program is set up along NCATE and CACREP guidelines academic rigor is
present in all courses, however, finding ways to develop and maintain a personal dimension with
rural students is a critical issue facing all distance education programs. The UAF Counseling
Program attempts to develop this personal dimension through selected courses where faculty and
students meet face-to-face, through teleconferencing, and other means of electronic
communication.
It is clear that further research is necessary to determine the effectiveness of the distance
delivery method for counselor education programs. Institutions have a clear social responsibility
to meet the needs of the communities which they serve. Therefore, feedback should be received
not only from the students and instructors, but also from the rural communities in which these
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counselors may practice. This feedback must be a continuous process, for it is only then that the
true impact of the distance option for rural communities will be understood.
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Appendix A
UAF Critical Counseling Program Assessments
Personal Characteristics Review From
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UAF Critical Counseling Program Assessments
Gate 1 - Program Entry
GPA 3.0
GRE Scores
Transcripts
Resume/Vitae
Statement of Academic Goals
Letters of Recommendation

Time Line
Prior to Admittance
Prior to Admittance
Prior to Admittance
Prior to Admittance
Prior to Admittance
Prior to Admittance

Course

Gate 2 - Initial Assessment
GPA 3.0
Personal Motivations and Aspirations Paper
Theory Paper on Child and Adolescent
Development
Evaluation of Counseling Skills

Time Line

Course

Year 1 - Semester 1

COUN 615

Year 1 - Semester 1
Year 1 - Semester 1

COUN 628
COUN 623

Gate 3 - Intermediate Assessment
GPA 3.0
Personal Perspective on Cultural Identity Paper
Evaluation of Counseling Skills
Theory Paper on Adult Development
Personal Characterstics Review Form

Time Line

Course

Year 1 - Semester 2
Year 1 - Semester 2
Year 1 - Semester 1
Year 1 - Semester 2

COUN 660
COUN 634
COUN 638

Gate 4 - Advanced to Candidacy
GPA 3.0
Comprehensive School Counseling Program
Group Goals Reflection and Evaluation
Family History Analysis
Site Supervisor Evaluation of Practicum
Personal Characterstics Review Form
Project or Thesis proposal
Advanced to candidacy

Time Line

Course

Year 2 - Semester 1
Year 2 - Semester 2
Year 2 - Semester 1
Year 2 - Semester 1
Year 2 - Semester 1
Year 2 - Semester 1
Year 2 - Semester 1

COUN 646
COUN 674
COUN 666
COUN 636

Time Line

Course

Year 2 - Semester 2
Year 2 - Semester 2
Year 2 - Semester 2
Year 2 - Semester 2
Year 2 - Semesters 1/2

COUN 650
COUN 690

Gate 5 - Degree Granted
GPA 3.0
Case Study Evaluation
Site Supervisor Evaluation of Internship
Personal Characterstics Review Form
Thesis or Project
Comprehensive Examination

COUN 698/699
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PERSONAL CHARACTERISTICS REVIEW FORM
Student

Semester/Year

Faculty

Evaluation Criteria
N- No opportunity to observe
1. Does not meet criteria for program level
2. Meets criteria only minimally or inconsistently for program level
3. Meets criteria consistently at program level
4. Exceeds criteria consistently at program level
Professional Responsibility

N 1 2 3

1. The student conducts self in an ethical manner so as to promote
confidence in the counseling profession.
2. The student relates to peers, professors, and others in a manner
consistent with stated professional standards.
3. The student demonstrates sensitivity to real and ascribed differences
between themselves and others, and does not exploit or mislead other
people during or after professional relationships.
4. The student demonstrates application of legal requirements relevant to
their program’s training and practice.
Competence
1. The student recognizes the boundaries of his/her particular
competencies and the limitations of his/her expertise.
2. The student takes responsibility for compensating for his/her
deficiencies.
3. The student takes responsibility for assuring client welfare when
encountering the boundaries of his/her expertise.
4. The student provides only those services and applies only those
techniques for which he/she is qualified by education, training or
experience.
5. The student demonstrates basic cognitive, affective, and motor
capacities to respond therapeutically to clients.

-Continued on next page-
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Student

Semester/Year

Faculty

Maturity

N 1 2 3

4

1. The student demonstrates appropriate self-control (such as anger
control, impulse control) in interpersonal relationships with faculty,
peers, and clients.
2. The student demonstrates honesty, fairness, and respect for others.
3. The student is aware of his/her own belief systems, values, needs, and
limitations and the effect of these on his/her work.
4. The student demonstrates the ability to receive, integrate, and utilize
feedback from peers, teachers, and supervisors.
5. The student demonstrates the ability to express feelings effectively and
appropriately.
6. The student exhibits appropriate levels of self-assurance, confidence,
and trust in his/her own ability.
7. The student follows professionally recognized problem solving
processes, seeking to informally solve problems first with the
individual(s) with whom the problem exists.

Integrity
1. The student refrains from making statements which are false,
misleading, or deceptive.
2. The student avoids improper and potentially harmful multiple
relationships.
3. The student respects the fundamental rights, dignity, and worth of all
people.
4. The student respects the rights of individuals to privacy,
confidentiality, and choices regarding self-determination.
5. The student respects cultural, individual, and role differences,
including those due to age, gender, race, ethnicity, national origin,
religion, sexual orientation, physical ability/disability, language, and
socioeconomic status.
6. The student behaves in accordance with the program’s accepted
code(s) of ethics/standards of practice.

*Adapted from work created by the Southwest Texas State University Counseling Program
faculty.
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Appendix B
Recommended Sequence of School Counseling Courses
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Recommended School Counseling Program
2-Year Distance Education Sequence of Courses
Year 1 Students:
Fall
615 – Foundations
628 – Child & Adolescent
623 – Theories*
647 – Ethics
Summer:

Spring
660 – Cross-Cultural
632 – Career Development
629 – Interventions

634 – Individual*
674 – Group*

Year 2 Students:
Fall
601 – Research
630 – Appraisal
636 – Practicum
646 – School

Spring
690 – Internship
698/699 – Project/Thesis
Elective
3-Year Distance Education Sequence of Courses

Year 1 Students:
Fall
615 – Foundations
623 – Theories*
Summer 1:

Spring
660 – Cross-Cultural
632 – Career Development
601 – Research
647 – Ethics

Year 2 Students:
Fall
628 – Child & Adolescent
630 – Appraisal
Summer 2:
Year 3 Students:
Fall
636 – Practicum
646 – School

Spring
629 – Interventions
Elective

634 – Individual**
674 – Group**
Spring
690 – Internship
698/699 – Project/Thesis

* Indicates the course has 2 mandatory weekend sessions in Fairbanks
** Indicates a course conducted only entirely in Fairbanks
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Appendix C
DRAFT – UAF Counseling Program Distance Delivery Survey
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DRAFT
University of Alaska Fairbanks
Counseling Program Distance Delivery Survey
1. How many distance delivery courses have you taken in this program? __________
Have you taken other distance delivery courses? If so, how many? __________
2. How much did the distance delivery option influence your decision in taking these
courses? Please circle the most appropriate response.
1
No Opinion

2
Did Not
Influence

3
Somewhat
Influenced

4
Influenced

5
Greatly
Influenced

3. Identify the distance delivery programs strengths and weaknesses.

4. What are your thoughts about the distance delivery program’s use of technology in
facilitating course objectives (i.e. utilizing technology such as Blackboard,
teleconference, etc)?

5. What suggestions do you have for improving the distance delivery program?

6. If you have taken other distance delivery courses, how does this program compare to
your other courses?

7. Based on your experiences to date, rate your overall satisfaction with the program. Please
circle the response that most accurately describes your satisfaction.
1
No Opinion

2
Not
Satisfied

3
Somewhat
Satisfied

4
Satisfied

5
Very
Satisfied

8. What are your thoughts about this programs impact on rural communities?
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Program title: Multicultural competence: Integrating international education and service
learning.
Program Abstract:
Increasing diversity on our college campuses calls for higher education to explore new
ways to meet the difficult challenges of developing individuals who are multi-culturally
competent. Preparing educators for effective practice, in particular, is critical to the
future of the profession. Multicultural competence is one of several competencies
identified in the literature as critical to the field of education, in particular the student
affairs profession (Komives & Woodard. 1996; Pope, Reynolds, & Mueller, 2004). It is
an area of competence that remains an elusive yet essential skill that needs to be
addressed more directly in baccalaureate and graduate programs. According to Pope,
Reynolds and Mueller (2004), multicultural competence incorporates three domains,
including awareness, knowledge and skills. Each of these domains is critical in terms of
developing competence in working with diverse populations.
This study explored how aspects of multicultural competence were incorporated into a
study abroad/service learning project for students enrolled in a M.Ed. graduate
preparation program for student affairs. Qualitative data were collected from students
who participated in the experience during the 2004 and 2005 spring terms.
Approximately 20 graduate students from a variety of racial and ethnic backgrounds
participated in the program. Qualitative data were collected regarding student’s
perceived multicultural competence in three domains: awareness, knowledge and skills.
The study abroad project is an elective course entitled Mexican Culture and Education
(ED 601), and takes place each Spring term at la Universidad de las Americas (UDLA) in
Puebla Mexico. Students spend one week in pre-departure orientation prior to the twoweek program in Mexico. While at UDLA, students attend lectures on topics ranging
from culture to history, education and politics. Lectures are supplemented with field trips
to various sites throughout Puebla, as well as the State of Oaxaca and the Federal District
of Mexico (Mexico City). Another feature of the program is a series of service learning
projects that allow the students to explore Mexico more intentionally through immersion
in the culture. Service sites include the opportunity to interact and work with children
and adults at several local schools and orphanages. Students reflect on their experiences
through group discussions with each other and the project director as well as through
written work. This written work is completed on site as well as several weeks after the
experience. Data for the study were gleaned from this written work as well as from
group discussion and project director observations.
Two themes emerged from the data collected as part of the study. The first theme
indicated that students became more conscious and confident in the area of Pope, et al.’s
first two domains of multicultural competence, awareness and knowledge. Participants
indicated that while their knowledge of diverse cultures was “adequate” prior to
participating in the program, the experience helped them internalize their understanding
of how race and culture influence and impact their work as educators and future student
affairs practitioners. As a result of the experience, students also described a strong desire
to learn more about their own culture as a way of more deeply understanding this
construct.

The second theme gleaned from the data was that students recognized that their skill
level in working with diverse populations was insufficient. Students often described
feelings of frustration over having awareness and knowledge but lacking skill in working
with diverse populations. The program seemed to re-enforce for students that
multicultural competence is much more than gathering facts of other cultures but rather a
complex and contextual construct. Skill in this area must come from intentional and
direct experience.
These data seem to suggest two outcomes. First, that multicultural competence can be
affected through immersion in diverse cultures. Many of our campuses limit student
exposure to diverse cultures through on-campus programs, such as “diversity 101” or
dialogue groups such as racism institutes. While these experiences may be valuable,
especially in developing awareness, they do not appear to be helping students internalize
multicultural competence nor do they appear to greatly increase knowledge or skill
levels. The second finding seems to suggest that as faculty and practitioners we need to
find specific ways to help students develop skills in working with diverse populations.
These skill sets need to be identified and then directly addressed in a way that is
meaningful and practical for students. Programs that immerse students in diverse
cultures such as study abroad and service learning appear to bring us closer to helping
students achieve some degree of multicultural competence. More importantly, these
experiences seem to bring to consciousness the skill level that is lacking for many
students when it comes to working with diverse populations.
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4th Annual Hawaii International Conference on Education

Designing and Delivering Effective Technology Instruction
for Culturally Diverse Classrooms

Technology brings about many changes in the ways students learn and their teachers prepare
for the instructional process. Teachers must clearly understand how technology can become an
integral part of the learning environment to ensure that students are internationally connected
and globally competitive. Although computers are now available in most schools, not all
teachers see the value of using them to complement their instructional practice in ways that
motivate culturally diverse students to maximize their learning potential. The purpose of this
paper was to identify ways in which teachers can design and deliver effective technology
instruction for culturally diverse classrooms. Recommendations were made as to how faculty
in schools and colleges of education can become better prepared and comfortable in their use
of technology. Specific strategies suggested how teachers can use the Internet, World Wide
Web, and multimedia-tools to enhance teaching and learning. Since effective teachers are
expected to use technology as an integral part of the teaching and learning process, they must
also know how to properly integrate technologies into their instructional practice. Student
achievement can be affected by the degree to which teachers use technology. Therefore, it is
crucial that faculty in colleges of education model the best practices in teaching by effectively
using technologies themselves in order to promote teacher candidates’ use of technology. To
this extent, pre-service teachers, in their own classrooms will be able to improve culturally
diverse students’ learning experiences.
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Assessing the Technological Needs of Educational Administrators
During the past decade it has become increasing evident that technology literate
administrators contribute significantly to the implementation of technology in schools.
However, there has been more attention given to the need for teachers to be trained in the use of
technology than administrators. In fact, the technology training needs of administrators appear
to have received minimal attention. Administrators, as instructional leaders, must be
technologically competent. Technology training for educational administrators is imperative if
technology is to be embraced by teachers and successfully implemented across the curriculum
(Picciano, 2006). Yet, several studies have revealed that few administrators have participated in
technology training courses or workshops.
Our technology savvy society not only expects, but demands, that educational leaders
embrace, support, and plan for technology capable schools, teachers, and staff. But how do we
hold administrators accountable for embracing and promoting technology when they lack the
necessary knowledge to understand and intelligently discuss the subject. To successfully plan
for and integrate technology into the curriculum, the school administrator must have vision to
look forward, to let go of the way things have been done and, most importantly, to learn how to
successfully adopt and integrate technology (Lockard, 2001). This change in attitude and
behavior will come with training and education.
Schoeny (2000) concluded, “that while the need for improved technology training for
teachers has seen increased attention over the past several years, the training needs of . . .
administrators has received minimal attention” (p. 1). Awalt and Jolly (1999) have also
identified the administrator as a significant factor in the hindrance to progress or, more

accurately, their lack of knowledge of technology as a primary factor for schools lagging behind
the times in the advancement of technology in schools and school districts.
Administrators set the tone for the work environment. Because of new and emerging
technologies, administrators must be able to empower and motivate teachers and others to use
technology to bring about positive educational change. Administrators must not only develop
the necessary skills to promote the use of technology, but they must also have the technological
competence to plan for and procure technology.
The purpose of this paper was to determine the technological competencies needed by
administrators, to describe the role of administrators in implementing technology in their
schools, and to examine the necessary technology skills and understandings needed by
administrators to provide competent guidance for their instructional programs. Suggestions are
provided that will guide leaders in identifying administrators’ technological competence needs.
The authors will also suggest how research can be used to assist higher education programs in
identifying the key areas of technology competence that are crucial to administrators’ ability to
assume a more effective leadership role in their schools. Recommendations are made on how
educational programs can better prepare administrators to become more knowledgeable and
experienced in the use of technology.
Although the appropriate role of administrators in the use of technology in schools has
yet to be defined, research shows that their role in planning for technology is crucial to a
successfully school and teachers who will effectively integrate technology into the curriculum
(Picciano, 2006).
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Short Abstract:
The learning skills and study habits necessary for success in E-learning courses
are not always the same as those utilized in the conventional face-to-face classroom.
As a result, preparing learners for online courses is essential to the success of any Elearning program. In this presentation we will provide direction and guidance for
working with E-learners to develop these new learning skills and study habits that can
help them to be successful in any course that uses online technologies. Additionally,
an E-learner readiness assessment tool will be presented and discussed.

Full Abstract:
Today’s learners and instructors/teachers have grown up in a traditional face-toface learning environment. Their experiences and backgrounds are grounded in this
type of learning experience. That is how they have “learned to learn.” However,
more and more online E-learning opportunities are presenting themselves to learners
of all ages. Whether it is in the traditional face-to-face classroom or the online
classroom, the fundamentals of success are rooted in the effective learning skills and
study habits of learners. From acronyms used to memorize the spectrum of color
(such as, r.o.y.g.b.i.v. or h.o.m.e.s) to computer-based systems for learning complex
foreign languages, in the traditional educational environment these skills are used by
learners around the world. And yet, if learners are enrolled in online courses, the
skills that led to their success in the traditional classroom by no means guarantee
their success in this new and challenging online learning environment.

The online classroom is a new learning environment for most learners. And while
they may have been very successful in the traditional classroom, the online learning
environment offers an array of obstacles and opportunities that must attended to in
order to be successful. This presentation is intended to provide an introduction to
skills necessary for helping learners to be successful with any online course
experience, whether it is for an entirely online training course or for a course that
simply uses online tools to supplement in-person experiences. Some of these
include:
•

Assessing E-learning readiness

•

E-research success

•

Using E-mail effectively

•

Chat room success

•

Mastering essential E-terms

•

E-learning course design (for instructors/teachers)

•

Successful E-learning activities (for instructors/teachers)

Summary:
Learners enter the online classroom with a range of learning skills and study
habits that they have developed through years of experience in the traditional
classroom. And while some of these skills and habits are useful in achieving their
online learning goals, new skills and habits as necessary to provide learners with an
excellent foundation to achieve online learning success.

Success in online coursework requires the effective integration of online strategies
and learner success skills. By combining the learning skills and study habits that are
required for success in traditional face-to-face courses with the distinctive skills
required in online learning environments, learners can build the expertise to be
successful in any online coursework.
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Abstract
The efficacy of parental beliefs and practices on children have been studied from
multiple perspectives. Historically, the informants have been parents, teachers and
through direct observation of interactions between parents and children. absent from the
discussion has been a key informant to understanding the outcome of parental beliefs and
parenting style, the young child. Historically, research on parenting style and beliefs has
focused predominantly on middle class European Americans though a cross-cultural
perspective is beginning to come into focus. This study examines the reliability of
children’s picture books for messages of parental beliefs and practices through the
perceptions of early childhood educators. A cross-cultural comparison between the
perceptions of Korean and U.S. teachers is presented and will be used to inform a later
study involving parents and young children.
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Examining Children’s Picture Books for Messages of Parental Beliefs and Practices:
A Cross-Cultural Comparison of Korean and U.S. Teacher Responses
The efficacy of parental beliefs and practices on children have been studied from
multiple perspectives. Historically, the informants have been parents (primarily mothers)
(Ainsworth, 1973; Bowlby, 1969/82), teachers (Cassidy & Parke, 1989) and through
direct observation of interactions between parents and children. The importance of
parenting style to the social, emotional and cognitive development along with later
academic success of students have been directly linked (Arend, Gove, & Sroufe, 1979;
Hart, Dewolf, Wozniak, & Burts, 1992; Pettit, Clawson, Dodge, & Bates, 1996). The
research on parenting style and beliefs has focused predominantly on middle class
European Americans (Baumrind, 1975 & 1996) and is beginning to take a cross-cultural
focus (Lin & Fu, 1990; Julian, McKenry & McKelvey, 1994). In addition, absent from
the discussion has been a key informant to understanding the outcome of parental beliefs
and parenting style, the young child.
Young children’s perceptions have been studied in at least two related areas.
Perceptions of young children have been examined through the use of developmentally
appropriate instruments (Bredekamp & Copple, 1997). The use of pictures, photographs,
and accompanying scenarios to measure children’s peer acceptance, social competence,
and friendships in preschool aged children is well accepted in the literature (Coie, Dodge,
& Coppotelli, 1982; George, & Hartmann, 1996; Ladd et al., 1996). Secondly, young
children are informants in the literature on disabilities. To understand children’s
perception of their peers and of disabilities, stories and photographs have also been used
(Diamond, Hestenes, Carpenter, & Innes, 1997). The research designs found in these two
areas of the literature helped to inform the design of this study.
To begin to understand children’s perceptions of parental beliefs and practices, a
developmentally appropriate tool needs to be identified. Children’s literature serves as
both a teaching and assessment tool for teachers (Beaty & Pratt; Couse, 1999). It also
offers opportunities for parents and children to communicate (Beaty, 1996; Couse, 2003).
An initial study conducted in Korea utilized picture books to assess children’s
perceptions of parental belief and parenting style (Yoo & Lim, 2001). To test reliability
of the instruments (picture books) early childhood educators reviewed books for themes
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of parenting style found in the story. This study replicates the Korean study to determine
the reliability of children’s picture books for messages of parental beliefs and practices in
the United States and presents a cross-cultural comparison between Korean and
American teacher’s perceptions.
Objectives of Research Presentation:
1. To replicate a Korean study of teacher’s perception of parental beliefs through
the use of children’s picture books.
2. To determine if three children’s picture books (Where the Wild Things Are by
Maurice Sendak, Mr. Gumpy's Outing by John Burningham, Spinky Sulks by
William Steig) carry clear messages of parental beliefs and practices as
identified by American early childhood teachers
3. To identify the similarities and contrast differences in messages of parental
beliefs identified in the same children’s picture books by Korean early
childhood teachers (initial study being replicated) with those of American
early childhood teachers.
4. To utilize the results in informing a future larger cross-cultural study of
Korean and American children’s perception of parental beliefs and parenting
style and the relationship to their self-concept.
Research Method
Subjects: Early Childhood Educators, experienced with Kindergarten aged
children (between the ages of 5 to 6 years) in South Korea (N=60) along with a group
form the greater Sea Coast Area of New Hampshire (N=60) were recruited to participate
in the study. As an incentive to participate in the replication study in the United States,
participants received a free children’s picture book to add to their professional collection.
Interested teachers were asked to review three children’s picture books and complete a
survey form to identify themes of parental beliefs. Instruments used: Where the Wild
Things Are by Maurice Sendak, Mr. Gumpy's Outing by John Burningham, Spinky Sulks
by William Steig, Teacher Survey Form.
Pilot test: The Teacher Survey Form was piloted with experts in the field of early
childhood education in both Korea and the United States to improve assessment tool
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reliability. Early childhood teacher educators (college faculty) were invited to participate
in the pilot test by letter invitation in Korea and via a table during a national professional
conference (National Association of Early Childhood Teacher Educators) in the United
States. There were 10 subjects in the pilot study in both Korea and the United States.
Teacher educators reviewed the three children’s picture books for themes of parenting
beliefs and completed the survey tool. The results and comments from the pilot study
were used to refine the survey tool.
Assessment Tools: Three Children’s picture books were selected as follows to
reflect three different types of parenting beliefs based upon the areas identified by Martin
and Johnson (1992).

Picture Book

Parental Belief

Where the Wild Things Are

Behavioral (Learning): Changes in the child are shaped by
parents, teachers, peers and the physical environment
through instruction, reinforcement, reward, punishment,
and modeling.

Mr. Gumpy's Outing

Maturational: Child emerges spontaneously as a result of
natural growth. Readiness to learn occurs naturally
independent of training or experience.

Spinky Sulks

Interactional (Cognitive-Developmental): Child’s learning
happens through dynamic interaction between child and the
environment due to curiosity, exploration, discovery, and
experimentation.

The picture book “Mr. Gumpy’s Outing” was modified into “Gumpy’s Outing”.
Mr. Gumpy became Mrs. Gumpy, to portray a parental relationship, similar to those
found in the other two stories. Teachers were asked to rate overall the parental belief
portrayed in each story and on a likert scale of 1 to 5 (1 = never reflected to 5 = always
reflected) to rate the presence of each parental belief in each story.
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Results
The data is currently being analyzed using quantitative methodologies. This
includes descriptive statistics, comparison of mean values, correlations of parental beliefs
and picture books, examining the variance to determine if attributes of parenting beliefs
reported by American teachers differs significantly from those first reported by Korean
teachers. The results will be used to inform a larger cross-cultural study that examines the
responses of child-parent pairs using these children’s picture books as research tools.
Summary
Our current understanding of cultural influences upon parenting practices and the
development of young children is limited and highly influence by European-American
standards. Therefore cross-cultural study, such as the one in this study, will broaden our
knowledge and enhance practice. The field testing of children’s picture books for crosscultural reliability of messages of parenting beliefs and practices holds learning
opportunities for students and teachers. In addition, the results of this study will serve as
a basis for a larger replication study and foster cross-cultural relationships between
faculty of the United States of America and South Korea. Gaining a deeper
understanding of the ways parenting beliefs and practices contribute to developmental
outcomes for children can enhance our educational practice.
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Abstract:
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The purpose of my research was to investigate the relationship between
exercise/resistance training on children from newborn to 12 years and how it is integrated
in childcare centers and school districts. In the presentation, I will discuss the results of
my research, which suggests that exercise/resistance programs should be implemented in
the childcare centers and school district’s curriculum. This concept of incorporating
exercise/resistance training programs in child care centers and school districts should,
theoretically, increase the positive effects of physical activity.
Excerpts from the articles for presentation(s)
“Being a Wellness Educator I teach college students and train clients from ages 2
to 82. The fitness/wellness training program is personalized for every client. Behavior
modification is the cornerstone of any program! Making positive lifestyle changes can be
difficult. The earlier you change your behavior, the easier it becomes.
Resistance exercise is possible for children as young as three months old. The
objective is to make the activity a fun time which they will enjoy as well as look forward
to. An additional benefit is the bonding time spent between parent/teacher and child. The
key is making the workout a positive experience!
How does one have a health conscience child make exercise a positive part of
his/her life? The earlier you start, the easier it is. How many remember watching your
dad or mom exercise and say “that looks like fun!” Why? Because it was a positive
experience for your parents and you were able to relate that positive experience for you.
How many remember bad experiences you had during your elementary or junior high
physical education classes? That might have kept you from making exercise a positive
part of your life today. Exercise and overall Well-being are behavior related not just
“working out.”
When working with three to six year olds, you must make it challenging and fun!
The attention span of the child is limited. If you have a one on one situation, you will
have more success. Small group exercise programs are possible. Proper supervision for
all programs is a necessity.
There are so many programs available for the three to six age groups.
Incorporating the Skill-related components of Physical Fitness is very important. (Agility,
Balance, Coordination, Reaction time, Power, Speed). Weight training can begin with
this group. By incorporating low resistance (1-2lb) dumbbells, and high repetitions, (1215) your child will be able to achieve his/her goals. It is possible to instill in their minds
the importance of exercise. The most important component is the parent or educator.
Children mimic more than listen, SO you must exercise and demonstrate good eating
habits as well. This will result in a “Win-Win” situation for the entire family!
Physical education is one of the most under-emphasized programs in America’s
schools, yet one can hardly argue that being physically fit would give a child as much
benefit as any of the other courses required in school. Effective physical education can
improve academic performance, self-discipline, judgment and goal setting. Children who
are physically fit enjoy greater self-esteem, better peer relationships, stress reduction and
less risk of depression--the same benefits that adults experience.

As parents/teacher it is imperative that they promote physical education in school,
and encourage our children to participate in organized programs. Today, children’s
competitive and noncompetitive athletic programs are more advanced than they have ever
been, and those involved in sports are better athletes than ever.
Even though children’s athletics are better today than in the past, the majority of
children are less fit than ever. Childhood obesity is increasing as fast as adult obesity.
Most children do not have sufficient muscle strength to pass basic fitness tests, nor do
they get enough exercise to develop healthy hearts and lungs. Inactivity caused by too
much television, computer games and lack of direction towards physical exercise, is as
much to blame for childhood obesity and lack of physical fitness as poor nutrition.
The most important aspect to remember is that children’s growth and
development varies. The chronological age is different than biological and psychological
age. There is no constant rate of growth for children. A group of 14 year olds can have a
height difference as high as 9 inches and weight difference up to 40 lbs. Furthermore, an
11 year old girl may be taller and more physically skilled than an 11 year old boy.
Therefore, an early maturing 14 year old girl may be ready to train for a sport such as
weightlifting, whereas a late maturing 14 year old boy may not be ready for the demands
of heavy resistance exercise. Personal Trainers/teachers and coaches must recognize
these differences and should individualize the training program based on each child’s
maturity level, training age, and specific needs.
This is just part of my presentation. The presentation includes power point,
demonstration of exercise(s) as well as updated fitness/wellness programs available for
children and youth.

If you need additional information, please let me know
Thank you for your time,
James L. Crivaro
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Perceived Impact of Curriculum Audit Recommendations
Introduction
I was introduced to curriculum auditing in 2000 when my school district
participated in a Curriculum Management Audit. I knew nothing of the purpose, process
or expected outcomes of curriculum auditing; I knew only that auditors would be
observing my classroom for one or two minutes. Like many classroom teachers, I was
appalled that my teaching would be audited, or evaluated, in a two minute time span.
Despite assurance from my principal that the purpose of the auditors’ visit to my
classroom was not to evaluate my professional ability, I wondered what value there could
be in observing a mere glimpse of teaching time.
A year later, I learned more about curriculum auditing through my graduate
studies in curriculum and instruction. I read Deciding What to Teach and Test, by
Fenwick English (English, 2000), which described the origin, purpose and process of
curriculum management audits. The Curriculum Management Audit was first described
by Leon Lessinger in Every Kid a Winner (Lessinger, 1970), and had been further
developed by English. Curriculum audits incorporate fundamental aspects of financial
audits and are based on principles of Total Quality Management. The first audit of this
type was conducted by English in 1979.
For district leaders who want to improve student learning, the notion of
examining curriculum objectives, course alignment, and day-to-day operations with the
detail and scrutiny of a classic financial audit made sense to me. Fueled by my graduate
studies and by academic interest, I learned more about curriculum auditing, including the
reason for two minute “snapshots” of classroom activities. I passed a three-week training
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session to become a curriculum auditor, completed an audit internship, and became a
licensed curriculum auditor through Phi Delta Kappa, which administer curriculum
management audits. My study of curriculum audit literature and experience with the
audit process led me to believe that audits could be a useful strategy to improve student
achievement, but I wanted to back that feeling up with objective research findings. Let
me explain what curriculum audits are and what my research was about.
Curriculum audits and their proposed impact on student achievement
Curriculum audits are an intensive investigation, or audit, of a school district’s
daily operations, which include curriculum, policies, organizational structure, financial
operations, and use of assessment data. The purpose of a curriculum audit is to improve
the quality of instruction and curricular delivery in school systems in order to improve
student achievement (Frase, English, & Poston, 2000; Poston, 1992). Curriculum audits
are conducted by a team of licensed auditors composed of professional educators and
administrators. The audit process examines daily operations of a school system and
compares these operations against a set of five audit standards. Auditors then generate
findings that identify discrepancies in management practices (English & Poston, 1999).
Recommendations are developed by the auditors to resolve these discrepancies, and to
improve student achievement (Frase et al., 2000). Audit recommendations, which outline
specific actions to improve district management practices, are presented to the school
district superintendent in the final audit report.
My research to determine the impact of audits on student achievement
To better understand the potential benefit of curriculum audit recommendations, I
examined whether audit recommendations, if implemented, impact student achievement.
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To make this determination, four specific areas were examined: 1) student achievement
gains based on standardized test scores, 2) the perception of key administrators regarding
the level of audit recommendation implementation, 3) the perception of key
administrators regarding the impact of curriculum audit recommendation implementation
on student achievement, and 4) a comparison of student achievement gains between
audited and non-audited districts.
Data was compiled from nine school districts in Ohio that participated in
curriculum audits between 1998 and 2000. The three-year period was selected to provide
sufficient student achievement data; Ohio was selected because it had the highest number
of audits conducted during this period. Focusing my research on a single state within a
relatively short time frame had several advantages: the same standardized test was used
in all nine districts, districts received comparable influences from national educational
reform movements, and information was more easily retrieved.
Standardized test scores from the sample population were examined to identify
achievement gains. For purposes of this study, achievement gains were identified by the
percentage of students at or above proficiency level in reading and math, as measured by
the Ohio Proficiency Exam. Test scores were collected for at least three years prior to a
district’s audit participation and for three years after audit participation. The pre-audit
average achievement percentage for each district was then subtracted from the post-audit
average achievement percentage to attain an average achievement gain - the difference
between pre-audit and post-audit achievement percentages.
Once achievement gains for each district were identified, a survey was created to
determine perceived impacts on student achievement, as a result of audit recommendation
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implementation. Surveys were customized for each district according to the district’s
audit recommendations, and then sent to each district’s key administrators. The
administrators were asked to identify the level of implementation for each audit
recommendation in their district, the type of impact on student achievement for each
recommendation (positive, negative, or no impact), and the type of impact on student
achievement for three other key variables identified as influencing student achievement:
state standards, use of state mandated assessments, and staff development. A total of 156
participants responded to the survey. The average response rate for the nine districts was
51% (ranging from 37% to 71%).
So . . . was there an impact?
All districts that participated in the study showed an increase in achievement test
scores. The average achievement gain, from pre-audit to post-audit time periods, for the
combined districts, was 8.27 percent. The highest gain was 16 percent, and the lowest
gain was 2.09 percent. According to survey results, the majority of participants in each
district perceived an overall high level of audit recommendation implementation. Results
also showed that the implementation of audit recommendations was perceived by the
majority of participants to have had a positive impact on student achievement. The
majority of respondents also perceived the other three variables (state standards, state
mandated assessments, and staff development) as having a positive impact on student
achievement.
Audit recommendation implementation, state standards, and staff development
received 77-80 percent “positive impact” responses. Implementation of audit
recommendation received the lowest percentage (3.83%) of “negative impact” responses
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and the highest percentage (11%) of “no impact” responses. Use of state mandated
assessments received the lowest percentage (62%) of “positive impact” responses, and the
highest percentage (20%) of “negative impact” responses. Table A displays a
comparison of the response percentages regarding impact on student achievement for
each variable, including the implementation of audit recommendations.
Table A
Comparison of Response Percentages
Type of

Recommendation

State

Use of

Staff

Impact

Implementation

Standards

Assessment

Development

Positive

77.45

80.54

61.83

79.11

Negative

3.83

7.26

20.18

12.03

No Impact

11.14

4.30

10.08

1.65

Don’t Know

7.65

4.53

4.53

4.53

No Response

0

3.33

3.33

1.95

What about non-audited districts?
At first glance, it appeared that audit recommendations were well-implemented,
that achievement test scores increased, and that administrators felt that the
recommendations had a positive impact on student achievement. However, to determine
whether the increase in achievement scores were a result of the implementation of audit
recommendations, it was important to compare achievement scores of audited districts
with similar non-audited districts.
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Comparable districts were determined by demographic similarities attained from
the Ohio Department of Education (Ohio Department of Education, 2004). The same
time frames and test data was used to identify achievement gains of the comparable
districts. The average achievement gain for the audited districts combined was 8.27
percent, and for the combined non-audited districts was 7.13 percent. The average
achievement scores of audited districts were 1.14 percent higher than the average
achievement scores of non-audited districts.
Considerations
Although non-audited districts demonstrated similar achievement gains to audited
districts on standardized test scores during the period studied, the majority of
administrators surveyed in the audited districts perceived the implementation of audit
recommendations to have had a positive impact on student achievement. This led me to
wonder whether the positive impact perceived by key administrators was manifested in
ways other than those measured by standardized test scores.
The use of standardized testing to determine student achievement is problematic.
Although the United States Department of Education advocates testing in every district as
a means of determining student achievement (U.S. Department of Education, 2002),
criticism of this practice exists (Barr & Parrett, 1995; Clark & Clark, 2001; Ediger, 2002;
Eisner, 2005; Kohn, 2000; Meier, 2002). It is possible that the positive impact on student
achievement resulting from implementation of curriculum audit recommendations cannot
be accurately measured by standardized test scores. The positive influence of audit
recommendation implementation, as perceived by key administrators, may be a result of
the overall audit process. Curriculum audits provide an intensive evaluation of a school

7

system, an organized collection of baseline data which can be used to gauge other
improvement efforts, and specific recommendations for changes in district operations. In
addition, curriculum audits may provide raised awareness among district leaders and
community members regarding district operations, student achievement, and other school
issues. The audit process may also influence other variables, such as state standards and
staff development (which respondents to my research survey perceived to have had a
positive impact on student achievement comparable to that of a curriculum audit),
through recommendations that are related to a district’s use of these tools.
Implementation of curriculum audit recommendations is one of a number of
available strategies, including implementation of state standards and staff development,
that may positively influence student achievement. My research provides information to
district leaders and curriculum auditors on the effects of audit recommendations on
student achievement. The majority of key administrators that participated in my research
felt that implementation of audit recommendations had a positive impact on student
achievement. In light of new requirements for raising student achievement and
improving test scores, and based on the results of this study, curriculum management
audits should be considered an additional strategy that complements other school district
efforts to improve student achievement.

Dr. Kelly L. Cross
Boise, Idaho
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A Patchwork of Cultures: Designing Diverse Thematic Units
that Close the Achievement Gap
Webster’s New World Dictionary, College Edition, defines diversity as “variety,
multiformity.” This definition of diversity is deliberately broad. For the purpose of this
presentation, diversity is defined as variety or multiformity in race, ethnicity, culture,
and/or socio-economics. Multicultural education is an avenue to address these diversities
and resulting inequities, particularly the achievement gap.
Multicultural education is a growing concern. Multiculturalism has been defined
as “a celebration of racial and cultural diversity” (Herbert, 1977). It is critical in today’s
society that our children learn that all people are to be valued. Multicultural education
has as one purpose that of developing responsible citizens. Responsible citizenship
involves the use of critical thinking applied to the solving of social problems.
Multicultural education “seeks to promote the valuing of diversity and equal opportunity
for all people through understanding the contributions and perspectives of people of
differing race, ethnicity, culture, language, religion, …” (Morey & Kitano, 1997, p.2).
A related concern is the achievement gap between low-income and minority
students and that of the middle-to-upper-income and majority (Caucasian) students. The
National Center for Education Statistics reported that the academic performance of
African American and Latino students improved significantly during the 1980s.
However, that trend reversed in the 1990s. In 1999, by the end of high school only 1 in
50 Latinos and 1 in 100 African American could read well enough to benefit from
specialized text. The statistics for Caucasian students indicate that about 1 in 12 read
well enough to benefit from specialized text. Further, about 1 in 30 Latinos and 1 in 100

African Americans have mastered multi-step mathematical problem solving and
elementary algebra, compared to about 1 in 10 Caucasian students (Haycock, 2001).
The U.S. Census Bureau (1998) reports the following data concerning educational
attainment. For every 100 kindergartners, 88 African Americans graduate from high
school, compared to 90 Asians, 63 Latinos, and 88 Caucasians. For every 100
kindergartners, 50 African Americans complete some college, compared to 74 Asians, 33
Latinos, and 59 Caucasians. For every 100 kindergartners, 16 African Americans earn a
bachelor’s degree, compared to 51 Asians, 10 Latinos, and 28 Caucasians.
As teachers we want ALL of our students to be successful. What can teachers do?
The gap between African American, Hispanic, and White students’ achievement
scores poses a significant challenge to American educators. In fact, in a longitudinal
study conducted in 2004, Bali and Alvarez found that “the Hispanic-White gap in reading
slightly increased from 3 points to over 4 points between fourth and sixth grade (up to
0.22 of a standard deviation), whereas the Black-White gap substantially increased from
6 points in fourth grade to close to 10 points in sixth grade (up to 0.51 of a standard
deviation).” The study further suggested that family factors may play a diminishing role
for Caucasian and Hispanic students, but a more important role for African American
students. Similarly, cultural factors were shown to gain in importance for Hispanic
students as they matured. This evidence underscores the value of presenting a
multicultural curriculum to meet the diverse needs of all students in our classrooms.
Block (2001, p. 31) offers the following advice to teachers who would create a
multicultural classroom environment:

•

Motivate students by selecting content about experiences that are common in
all cultural groups to help students build upon their prior knowledge as they
interweave reading, writing, and speaking.

•

Help students use language arts to address broad social concerns and interact
successfully with others of diverse cultures.

•

Support students as they express their language achievements orally, visually
and dramatically.

•

Demonstrate sensitivity to students’ unique language and cultural differences
as they interact, comprehend, and respond to literature.

Effective teachers understand that to develop an appreciation for their own cultures and
those of others, students need opportunities to explore cultural traditions, values, and
beliefs in more depth through literature.
To make progress in closing the achievement gap it is important that we
understand the ways multicultural education can support cognitive, as well as moral and
social development in students (Kogler, 1999). We must remember that standards are
critical! All students must have a challenging curriculum. Students will rise to the level
their teachers and parents set for them. To do this, however, students must have access to
the best-trained teachers. Teacher education is important. Lower income schools tend to
have less qualified teachers. Some of those teachers are asked to teach outside their areas
of training. Our educational system must ensure that quality teachers are available to
ALL students.
Teachers can also increase the learning of all students by adapting their teaching
styles and methods of instruction so that a wide range of learning styles is supported.

Such modifications will benefit all students. Some of those modifications include:
cooperative learning, multisensory instruction, and increasing the holistic emphasis in
student learning.
Teachers can help to minimize problems arising from sociolinguistic differences
by learning about the languages and cultures of their students. This should help to give
teachers insight into the culturally-based prior knowledge that their students bring with
them to school. This insight can help identify sources of miscommunication, as well as
help teachers to modify instruction to meet the needs of all students.
Teachers need to develop strong collaboration with the parents/guardians of their
students. This should be in the form of positive contacts – not crisis intervention or
reminders about homework.
Teachers need to be sensitive to learning problems that result from differences
between students’ background knowledge, vocabulary development, and the implicit
cultural knowledge that a book presupposes. Effective strategies include:
•

encourage students to read a variety of books for pleasure;

•

prepare students for reading through brainstorming;

•

categorize main ideas and concepts and discuss these concepts with students;

•

introduce different active reading strategies;

•

provide explicit vocabulary instruction;

•

ask questions that focus on comprehension (high level);

•

integrate reading with language arts, and other subjects, to deepen understanding.

The most important principle of effective instruction for diverse students is
ethnosensitivity. One way to accomplish these goals is through quality children’s
literature.
In order to help students extend their thinking about and interactions with
literature, teachers are learning to rely upon the effective use of a variety of media,
including computer technology. In 2000, the National Reading Panel reviewed current
research and recommended the use of computer technology to promote word recognition,
vocabulary development, and comprehension (in Pressley, 2002, p.335). Thode (2004)
further suggests that literature “provides a natural, comfortable environment for both
teachers and students to show the connections between technology education and
language arts” (p. 2). A meta-analysis of 27 studies conducted by Christmann, Badgett,
and Lucking (1997) concluded that 6th through 12th graders who received instruction
involving computers attained higher academic achievement than did 58.2% of those in
traditional instruction-only classrooms. Page (2002) also deduced that “technologyenhanced classrooms aid in raising the self-esteem levels of low socioeconomic
elementary students” (p. 402). Factors that affected students’ positive self image included
a less threatening environment, immediate feedback, individualized diagnostics, and
academic support – all products of effective use of technology in the classrooms.
However, O’Donnell cautions that “just placing computers with Internet access into
classrooms is not adequate …” (as cited in Oliver, Malm, Malone, Nay, Saunders, &
Thompson, 1997, p. 9) and teachers need to work toward instructional strategies that
build students’ confidence in their abilities to use technology effectively.

The following examples of technology and instructional strategies may be used to
promote a positive interaction for students reading multicultural literature.
•

Hypermedia programs such as Multicultural Links can help students make
connections with cultural information and the multicultural stories they read in
class. (Examples suggested by Moore-Hart, 2004)

•

Learning logs created in Word to record what students have learned as they
explore the Internet.

•

Timeliner software that creates time lines for any period of time. (Examples
suggested by Wepner, 1991).

•

New Print Shop software contains high-resolution graphics for creation of
cards, signs, forms, certificates, posters, letterheads, calendars, and banners.

•

Kidpics and Kidspiration software can be used to help students organize
information for writing about what they have learned through literature and
the Internet.

•

CD-ROM format offers resources for writing: Compton’s Multimedia
Encyclopedia; Grolier Multimedia Encyclopedia; World Book Encyclopedia.

•

Interactive websites present opportunities for experience beyond the text, such
as NASA’s site (http://www.nasa.gov); geography website
(http://geography.about.com/?once=true&); Geography World site
(http://members.aol.com/bowermanb/101.html); National Geographic website
(http://www.nationalgeographic.com); animated presentations website
(http://www.howstuffworks.com) (Suggestions by McCormick and Paratore,
2005).

•

Emails from students sent to other students, authors, and experts regarding
literature topics of interest.

•

PowerPoint and HyperStudio presentations of students’ writing and/or
information learned from their research projects.

•

Software that limits access to inappropriate websites include programs found
at: http://www.bess.com; http://www.netnanny.com; http://solidoak.com;
http://www.pearlsw.com/school/index.html (Suggested by McCormick &
Paratore, 2003, p. 182)

•

Search engines such as Yahooligans, Ask Jeeves for Kids, and Lightdog also
have safeguards against objectionable sites.

Throughout every school day, students need to see their lives reflected in the
school curriculum. As classrooms become more diverse, teachers face the challenge of
designing rich learning experiences which encourage an appreciation of diversity,
promote multiple perspectives, and help students feel a sense of belonging. One of the
best ways to help students understand themselves and others is through multicultural
literature. According to Hinchey (cited in Farris, Fuhler, & Walther, 2004) multicultural
literature includes books which “…realistically portray characters real and fictional who
represent different social, cultural, and ethnic groups. In the process, titles might
illuminate socioeconomic, gender, and religious differences and responsibly investigate
varying values, beliefs, and standards that are shared by a group of people (p. 441).
Citing Yokota, Vacca, Vacca, and Gove (2000) offer a broader perspective of
multicultural literature which includes the literature of any diverse cultural group. Under
this designation, regional Caucasian and religious groups such as Appalachian, Jewish or

Amish cultures would also be represented in multicultural literature. They emphasize,
“What all culturally diverse books have in common is that they portray what is unique to
an individual culture and universal to all cultures” (p. 366)
If the goal is to establish a climate of acceptance and appreciation of diversity in
the classroom, the selection of multicultural literature must go beyond a holidays and
customs perspective. Students need opportunities to read books that expose them to other
cultures, help them to shape or affirm their own cultural identities, and challenge them to
understand and accept perspectives different from their own. Higgins (2002) offers the
following evaluation checklist for selecting quality multicultural literature:
1. Literature has high literary quality
2. Various perspectives of history are represented with no distortions or
omissions
3. No negative or inaccurate stereotypes of ethnic groups being portrayed
4. No “loaded words” with derogatory overtones (lazy, savage) to describe the
characters and culture
5. Characters’ lifestyles are genuine and complex not oversimplified or
generalized.
6. Characters use dialogue that accurately represents their oral tradition
7. Standards of success point to strong and independent characters not characters
who are weak and in need of the assistance of a white authority figure. Also
the characters do not have to have extraordinary qualities to succeed or go
beyond what a white person would do to gain acceptance and approval
8. Families, females, the elderly are portrayed accurately within their culture
9. Nothing in the story would have a negative effect on a child’s self-image
10. Author and/or illustrator have knowledge and/or experience to qualify
them to portray the cultural group accurately and respectfully.
11. Illustrations depict the cultural group in a genuine manner and avoids
generalizations and/or stereotypes (everyone looks the same)
12. Relationships between characters from different cultures are not depicted by
characters from the majority culture having the power and characters from the
minority culture plays a subservient role
13. Heroines and heroes are accurately portrayed according to the concepts of and
struggles for justice as defined by their cultural group
14. Copyright date is 1970 or after which marks when books began to reflect a
pluralistic society

Multicultural literature can also be a valuable resource for teachers whose culture
and language may be different from those of their students. Teachers need to step out of
their comfort zones and select literature that goes beyond what was read to them as
children or what consistently reflects their own cultural identity. When students are
offered only one perspective, they tend to measure normal human nature based on their
own cultural attitudes and values (Taylor, 2000). Thus, the inclusion of multicultural
literature in the curriculum can help students and teachers understand the lives,
experiences, feelings, traditions, and histories of those whose cultural backgrounds are
different than their own.
In her book, Against Borders, Hazel Rochman (1993, p. 19) captures the true
essence of multicultural literature:
A good book can help to break down “barriers.” Books can make a
difference in dispelling prejudice and building community: not with
role models and literal recipes, not with noble messages about the
human family, but with enthralling stories that make us imagine the
lives of others. A good story lets you know people as individuals in
all their particularity and conflict; and once you see someone as a
person - flawed, complex, striving - then you've reached beyond
stereotype. Stories, writing them, telling them, sharing them, transforming
them, enrich us and connect us and help us know each other. (cited in Higgins,
2002, pp. 3-4)
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Abstract
Enhancing Diversity: One University‘s Approach
Increasing population diversity in the United States impacts all political and social
structures and is particularly evident in public education. Although the student population
has become more diverse and heterogeneous, the teaching force has not kept pace and
continues to resemble the predominately white, middle class faculty of previous
generations. In view of the cultural, racial, linguistic, socioeconomic and other aspects of
diversity prevalent in U.S. classrooms, preparation of teachers to better meet the
emotional and educational needs of all students has emerged as a particular challenge for
teacher education programs.
The challenge of preparing teachers for diverse classrooms is even greater for teacher
education programs located in rural settings. At Northwest Missouri State University, a
rural Midwest Teacher Education Unit (TEU) has addressed the limited opportunities for
preservice teacher candidates to have field experiences in diverse classrooms and interact
with children and youth whose culture is different from their own. The process of
integrating diversity topics in courses and creating new opportunities for preservice
candidates has resulted in a systematic approach that influences campus culture, policy
decisions, curriculum changes, and program initiatives.
The Diversity Plan of the TEU drives much of the activity and decision-making
process associated with diversity. Course syllabi and activities were reviewed to highlight
the integration of diversity in courses. A matrix was developed showing diversity topics
and activities in all courses across the TEU, and analysis of the matrix revealed gaps
where topics, activities, and/or experiences needed to occur.

Urban classroom experiences include one-day observations, a 3-week practicum, and
a 2-year internship. The practicum and internship provide pre-service teacher candidates
rich living-learning experiences in schools with diverse student populations.
A Distinguished Lecture Series and cultural performing arts events are major
components of a university-wide diversity initiative designed to broaden the knowledge
and exposure of students to a larger, global society. This series of events spawned a new
annual program – the Northwest Missouri State Pow Wow. The response to the Pow
Wow has been overwhelmingly positive from both participants and spectators.
Additionally, these events have strengthened the bonds between the university and the
local community.
This session is a case study presentation of how a small, rural state university
enhanced awareness and appreciation for ethnic diversity while working to close the
achievement gap. Northwest Missouri State University has been recognized as one of the
leaders in diversity issues by a Columbia Schools of Education study. This panel will
share and discuss strategies that worked and those that did not. Policy, curriculum, and
specific initiatives will be described.
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Human Resource Management Practices and Faculty Related Variables:
Relationship with Faculty’s Desire for Union Membership in
Selected C-Force Member Schools
By Dr. Jocelyn P. Cruz
Rationale
Catholic schoolteachers in a number of dioceses do enjoy a positive collective
bargaining relationship with their bishops. Contracts are negotiated, disputes are
impartially resolved and daily workings are professional and amicable. However, sadly,
this is not the norm. Catholic schoolteachers in many dioceses continue to be thwarted
when they attempt to organize and face "It's my way or the highway" roadblocks when
they seek meaningful collective bargaining.
Schwart (2002, p.2)
In an academic institution, unionism has yet to gain acceptance among administrators.
The use of such term as collective bargaining and teachers’ union was not easily accepted by a
profession who viewed them as applicable only to organized labor. Given a choice
administrators would opt to work and manage teachers under a non-unionized set up.
Nepomuceno, (1995) stated that, “There is no denying the fact that a union in a school spells
headaches, heartaches and financial aches. There is hardly a school union, whether it is a
purely faculty union or a union, or the school personnel, that has not had a strike or the constant
threat of a strike” (p.13).
An old comment from no less than the former Department of Education, Culture, and
Sports (DECS) Secretary Brother Andrew Gonzales, in his address to the Bishop Business
Conference in 1982, on

unionism reflects his hesitancy on its formation. To quote, “They

promote an adversarial relationship between the administration and teachers, the kind of
relationship which will impede one to carry on the work of research and the sharing of one’s
intellectual talent.”
However, unionism is an instrument of industrial peace and has the noble purpose of
improving the life and working condition of the workers, including the teachers. Philippine laws
protect the organization of labor unions. It is the policy of the State to encourage its formation.
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Synott (2002) pointed out “throughout the history, the formation of teacher unions
appears to be linked primarily to claims for improved pay and conditions. Although, workers
would be motivated to join unions for other reasons, economic issues are usually included
in their campaign”. Cooper (1992, cited by Synott) commented that from studies of teacher
unions in fourteen different nations from all regions of the globe, teachers share ‘the same
dignities: poor pay, among the lowest in their sector, limited opportunity for advancement, and
low status. In several nations, teachers made less than railway workers, electricians, and
mailmen” (p.302).
In the Philippines there have been efforts from among the teachers rank to organize and
legitimize the existence of their organization through the formation of a union. However,
unionization in the Philippines, especially in the educational sector is just beginning to sprout
and often times being resisted.
If unionism is still growing in the Philippines, its declining trend has been a feature in
countries like Britain, Australia and the USA. Thus, a lot of researches were conducted to
determine its

cause.

Coinciding with the decline in trade unionism is the increase use of

human relations practices and new forms of work organization (Machin, 2004). As HRM
Substitution has been suspected as one of the major reason for union decline researchers
became

interested to look into the possible effects of positive human resource management

practices to unionism. Fiorito (2001) said that positive HR practices have the ability to reduce
unionism by increasing workers’ job satisfaction. Offering attractive pay and conditions so that
there would be little or no reason at all to join a union does this. The argument is that unions
may become redundant in the eyes of the workers (and employers) because of the effects that
positive employer practices have in reducing the causes of workers dissatisfaction.

Union

substitution is suspected to have caused union decline.
It is in this context that the present study was undertaken. The researcher attempted to
come up with additional evidence linking

human resource management practices and

unionism. For educational

evidence may be crucial because

success largely

institutions, the

depends on its human

resources. By identifying the factors

significantly affect the desire to join a union, schools
teachers’ needs.

schools
that

will be in a better position to respond to
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Considering the present thrust of the Cabanatuan

Forum on

Catholic Education (C-

Force) to bring about excellent service to the community through education, the decision to
conduct this study among C-Force member schools was most fitting. Since the quality of
educational programs depends

largely

on the

quality of its human resources, efforts to

come up with better perspectives on how these resources may be developed in order to
achieve teachers’ fullest potential is very essential.
Through the results of this undertaking and the implications it would reveal, schools can
consider adopting human resource management practices that suit their particular situations.
Review of Related Literature
Models for Individual’s Unionization Decision
There were several studies conducted in the past predicting vote preferences of
workers on unionism. The most prevalent view concerning union membership as cited in the
study

of Zalesny (1985) is that people join unions because they are dissatisfied with the

conditions of their employment. Brett and Hammer (1982) as cited by Zalezny, found that
satisfaction with specific aspects of work and overall satisfaction has been investigated with
remarkably consistent findings. Satisfaction (either specific or general) is negatively correlated
with attitudes toward unionization and with a pro union vote.Aside from Zalesny, other
researchers also presented models for individual’s

decision for

conducted

works of

by Premack and Hunter (1988) cited the

unionization. Study

Farber and Saks (1980),

Kochan (1980) and Brief and Rude (1981) to cite model for union voting intent
The framework of Faber and Saks (1980) is based on the notion that if the expected
utility of the job as a union job is higher than the utility as a non-union job, then the individual will
vote for union.

The major determinants of the utility function are hypothesized to be the

individual’s relative wage level or position within the intra firm wage distribution, the individual’s
satisfaction with the supervision and chances for promotion and the subjective probability of the
security of the job as a union job and as a nonunion job.
Kochan (1980) presented a model of the individual unionization decision that postulates
three sets of determinants of voting behavior:

(1) stimulus to unionize arises out of
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dissatisfaction with the economic or bread and butter aspects of the job, (2) desire for
participation or influence on the job and (3) whether the benefits of unionization outweigh the
expected cost of organizing.
Brief and Rude (1981) model is essentially
attitudes to the unionization context.

an extension of Triandis’s (1971) theory of

It contains two basic determinants of the individual’s

unionization decision: worker attitude towards unionization and general subjective norms toward
voting for union.
Youngblood et.al

(1984) proposed a model of individual-level unionization (voting

intention) including the following variables: reactions to the work environment, union
instrumentality perceptions, labor union image, and subjective norms. According to this model
for individuals to intend to vote for a union, they must perceive low motivating potential in their
work, be dissatisfied, perceive union as instrumental and not hold a negative image

of labor

unions in general.
Looking at these models, various sources been explored to
factors affect the

workers decision to vote

determine what possible

for union.

Demographic Factors Related to Union Membership
Gomez (2000) study revealed that young workers have stronger preference for union
than older workers because the youths want the

union to deal with workplace issues. It

appears then that unionism attracts breed of younger generations.
Many people consider unionism primarily suited to the male, blue-collar, production
workers involved in goods producing industries. They see no place for unions in the lives of
female, white-collar and knowledge workers. The study conducted by Deery and Cieri (1991)
confirmed this. His study revealed that occupational and related characteristics were also
significant for explaining the differences in membership. The study found that workers in whitecollar jobs, part time employment and the private sector were less likely to become members.
Personal attributes such as
probability

age, gender, education and marital status have no effect on the

of membership. It is interesting to note that the finding of Leigh (1986) contradicts
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the earlier findings on the effect of education on unionism. His study revealed that among nonunion workers schooling dampens the
(1986) important in

demand for education. Gender is considered by Sison

union membership. He wrote that female workers are more passive in

joining unions. Dickinson (2000) study revealed that of the demographic variables, years of
teaching experience and gender were highly significant. Unionized male teachers were more
satisfied than their non-unionized peers.

Sources of Teachers satisfaction /Dissatisfaction

Teacher compensation is a critical element of a human resources management system,
and should be designed to work together with other elements of the system (e.g., organizational
goals, professional development, principal leadership, teacher recruitment and selection) to
enhance school performance (Consortium for Policy Research in Education [CPRE], 2000).
One study suggested that

there is a need to develop a system that would compensate for the

additional loads that are usually given to teachers. Different sets of compensation such as
incentive-pay, performance-pay, and differentiated-pay are among the initiatives suggested that
could help in bringing forth teachers’ common dissatisfaction regarding compensation
(Education Commission of the States [ECS], 2003). This parallels to the requests teachers made
in Polita’s (2001) study where they asked that monetary incentives be given to teachers working
beyond official time. The works that usually ask teachers to work beyond the official time
include tutorials, remedial activities, coaching activities, sports training and preparation of
instructional materials (Polita, 2001). Addressing the compensation need by strategizing the
incentive system for teachers
The

discrepancy

between

the salary of

a teacher teaching in an urban and rural

areas may also explain teachers satisfaction and dissatisfaction with their work . Jimerson
(2003) stated that salaries of teachers in rural districts are significantly lower than those who are
in urban and suburban places (p. 7). This is true for beginning salary, average salary and
highest salary on the pay scale (p. 8). Hence, teachers who teach in rural area do not get to be
paid equal to that of a teacher
Gulosino

teaching in

and Tooley (2002) provided

urban centers. The study conducted

a description of the

flight of Filipino private

by

school

teachers in 81 schools that are located in the most depressed, disadvantaged and undeserved
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provinces. One of the

salient

finding of the study is that

teachers in these private schools

receive significantly lower salaries, from as low as Php2, 000 per month to a high of Php9, 000
per month.
Another area, which may strongly influence teachers’ satisfaction or dissatisfaction on
her job, is professional development. It cannot be overemphasized that teachers need to be
professionally

updated

with

the

recent changes in their

field. Like other professionals,

teachers need the opportunity to grow professionally for this is the only way
their skills, knowledge, and certifications remain up to date

and relevant.

to ensure that
For some part,

professional development for teachers is becoming a major factor that causes discontentment
among educators.
In a study conducted by Gonzales-Cardenas (1999), several monetary and nonmonetary benefits provided by the schools surveyed pertain to the professional development of
the teachers. Among these are: study grants, faculty development programs, attendance to
professional meetings/seminars paid by the school, research grants and membership in
professional organizations (Gonzales-Cardenas, 1999) Moreover, most of the media for
professional development mentioned are under non-monetary benefits and the researchers
concluded that these benefits could contribute so much with the teaching performance since
these are concerned with the development of the skills and knowledge of the teachers . These
tangible and intangible rewards, according to the respondents, add to their feeling of satisfaction
and self-esteem.
De Paul (2000 p.34) said, “Undoubtedly, some of these new teachers discover they are
not well suited for the job, and go on to pursue career that better match their interest and skills.
Others leave due to low pay and still others to raise children of their own. This does not account
however for the most numbers of promising teachers who leave because of exhaustion
disillusionment, lack of confidence and inadequate support.”
Reyes (2003) found that

the high

percentages

of first

year teachers

experienced teaching related problems are indicative of poor preparation
for actual classroom realities.

who

of new teachers
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The need to train teachers who are inadequately prepared to handle teaching jobs
may cause stress and frustration among these breed of teachers.
Another significant factor that contributes to the satisfaction of teachers was amplified in
three (3) separate studies conducted; that is faculty’s participation in curriculum development
and chance to contribute to important decisions. In the separate studies carried out by Revuelta
(1994), Gonzales-Cardenas (1999), and Abad (2001), faculty’s participation in school matters
outside the classroom has been consistently coming out as critical in satisfying teachers’
esteem in their profession.

Being given the chance to contribute to important decisions,

participating in the development of school curriculum, voicing out their opinions on matters that
would significantly affect, not only their welfare as teachers, but the entire school’s as well play
immense importance to teachers. Abad (2001) quoted Sharp (1997) in her study saying that
there is an increased satisfaction for the teachers involved in the decision-making process and
for the other teachers who feel that their ideas and their opinions are being considered.
Teachers feel a sense of responsibility for seeing that decisions are carried out successfully.
Nepomuceno (1995) concluded that the participation of faculty in the affairs of the
schools flows from their dignity as a human person. Through their participation and involvement
in decision-making they grow in the exercise of freedom and responsibility, and there is
subsequent development of democracy because of greater recognition of equality. She further
explained that the school as a social institution has to provide the mechanism for participation
and involvement by faculty and personnel as well as by students. She warned that if the school
will not provide for the avenues and mechanisms, they would find violent means to make their
demands heard.
LINK Between HRM Practices and Unionism
Fiorito (2001) cited at least three published studies that examined a broader range of
HR practices and their relation to unionism. The first one is the work of Kochan et al. (1986) that
used the Conference Board data from employer reports to examine the effect of HR practices
on the union status of new facilities and overall union membership in companies.

Their

measure of positive HR practices combine several indicators (e.g., grievance procedures,
participation schemes, and profit sharing) and show a consistent negative effect on union status
of new facilities and overall union membership growth in companies. Using the same data and
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focusing on the union status of new facilities and representation election results, Fiorito, along
with his fellow scholars, in their earlier studies (1987), extended Kochan et al.'s analysis by
examining the effects of specific HR practices. Although the results are generally consistent,
they found that effects vary considerably across the various HR practices. To illustrate, while
grievance systems, employee participation, and communication programs show fairly consistent
negative effects on unionism outcomes, several practices evidence virtually no effect (e.g.
flexible schedules, autonomous teams) while others exhibit a disconfirming positive effect (e.g.
work sharing and having all workers on salary).
Moreover, Fiorito’s later studies, this time with Young (1998), took a slightly different
approach in examining the effect of HR practices on workers' voting intentions in response to a
question involving a hypothetical union representation election. The Kochan et al. (1986) and
Fiorito et al. (1987) studies relied on employer reports regarding union activity as well as HR
practices and thus presumed that worker attitudes were the intervening mechanisms linking HR
practices and unionization outcomes. In this sense, the Fiorito and Young study aimed to
examine the HR practices effect more directly.

Using matched employer-worker responses

from the 1991 National Organization Survey, they attempted to link employer reports on HR
practices to worker self-reports on union voting intention. On the whole, however, they found
only
modest evidence that HR practices influence unionism after controlling for individual attitudes
and other potential influences (Fiorito, 2001).
Silva (1998) cited David E. Guest when the latter pointed out that HRM, which is an
American concept, finds its fullest expression in a number of well-known and successful
American companies. Silva pointed out that research indicates that the established model of
HRM is often found in a non-union company.

He referred to one research that stated: “…in

almost all the companies…the HRM policies that came first often encouraged by the values of a
powerful CEO, preceding any considered non-unionism. In many cases, remaining non-union
has subsequently become a policy goal.” On the basis of the companies Silva had studied, this
finding has a number of cost implications. Personnel policies must be sufficiently good and
adequately integrated and reinforced by line management practice to avoid giving grounds for
union organizing. Foulkes (1990), on the other hand, found that most of the companies he
studied paid above average rates. They also provided mechanism for individual expressions of
grievances and were likely to monitor reactions to personnel policies through the communication
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system and the use of attitude surveys. All of these practices are to be found in a company like
IBM, which provides the best-known model of HRM, but which is also what Basset refers to as
the ultimate non-union company. Silva, however, stated that this does not mean that HRM is
anti-union or that unions have no role to play in HRM. Rather, effective HRM policies and
practices are sometimes either used as a union avoidance strategy or else it can have that
effect.
Noe et al. (2000) espouses an idea similar to Silva’s. According to them, a major study
of the human resource management practices among large, non-union employers found that
union avoidance was often an important employee relation objective. Top management values
in such companies drive specific policies such as promotion from within, an influential human
resource department, and above average pay and benefits. These policies, in turn contribute to
a number of desirable outcomes such as flexibility, positive employee attitude and responsive
and committed employees, which ultimately lead to higher productivity and better employee
relations.

These authors emphasized that employers attempt to remain non-unionized by

offering most things a union could offer while still maintaining a productive advantage over their
competitor.
The above-cited literature closely associates unionism with HRM practices. However,
there are also studies

conducted

that shows no association

between

HRM practices and

unionisms.
The study conducted by Machin et.al (2004) using British Workplace data between 1980
and 1998, examined whether increased HRM incidence has coincided with union decline. They
compared the changes over time the incidence of HRM Practices across union and non-union
sector. They found

little cross time differences occurring between sectors. Then they asked

whether newer workplaces (strongly shown by other research as more likely to be non-union)
has experienced differentially faster HRM incidence. He did not find much evidence to support
this. They also found that longitudinal change failed to pick up any evidence of faster union
decline in workplaces or industries, with faster take off of HRM practices. They did not find any
evidence to prove that HRM substitution operates in a hypothesized way of it replacing unions.
They concluded that HRM evidence does not seem to be an important factor
union decline.

underpinning
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Wood and Machin (2004) in their

review of literature cited the following works that

would further prove his findings.
Wood (1996), using the full range of practices in his data from UK manufacturing, found
that both the major HRM practices, and a composite measure of ‘high commitment
management’ that he developed from them, were not associated with unionism. In fact, both
were neither more nor less likely to exist in non-unionized workplaces. Appraisal and merit pay
were, however, more likely to be used in nonunionized plants and the rate of change in high
commitment management between 1986 and 1990 was greater in non-union plants. This
suggests unions have a dragging effect on HRM’s introduction but ultimately do not reduce its
uptake. It may also be indicative of a greater desire on the part of non-unionized managements
to implement high commitment management, perhaps motivated by a desire to avoid unionism.
Wood and de Menezes (1998) developed a composite measure of high commitment
management based on a mixture of data from WIRS for 1990 and a sister survey from 1990-91
(the Employers’ Manpower and Skills Practices Survey) and found no association with
unionism. Analysis of a fuller range of HRM practices that appeared for the first time in the
WIRS/WERS series in 1998 found that the number of these practices used was associated with
unionism (Cully et.al, 2000: 110-111), but that this was mostly because they were more
widespread in large private-sector workplaces and throughout the public sector. A more in-depth
analysis of the practices that was included in Cully et al’s aggregate index of high commitment
by Wood, de Menezes and Lasaosa (2003) revealed that the relationship was more complex.
The family-friendly practices, for example, and internal labor market employment practices
included in their index were not associated with core high involvement practices associated with
changes in work organisation. This does question the validity of indices based on simply
aggregating practices. Using their superior measures, Wood et al (2003) found no strong
relationship between union recognition or density and high involvement management (and
indeed, nor family friendly management).
Forth and Millward (2002) conducted a more direct assessment of the union substitution
hypothesis, but only using cross sectional data (the 1998 Workplace Employee Relations
Survey). They tested to see if direct communication channels were more prevalent where
managers reported that they were generally not in favor of union membership than where
managers were either neutral or positive towards unions. Forth and Millward first examined the
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sub sample of workplaces with union recognition and then the non-union sub sample, and found
that direct communication was unrelated to management’s orientation towards unionism in the
unionized sample. In the unionized sample the existence of some direct communication
channels is related to negative attitudes towards unions on the part of management, but the
extent of their usage is greater where these attitudes are positive. Forth and Millward (2002: 23)
conclude that non-union firms attempting union substitution provide the minimum necessary and
‘do not provide further channels of communication that might be superfluous.
HRM Practices as Alternatives to Union
There are certain HRM practices that constitute alternatives to

unions. According to

Machin et al. (2004) practices that are thought to most directly constitute alternatives to unions
are those that can replace bargaining and voice roles. He cited two core substitutes for unions,
namely; (1) forms of individualized pay determination, i.e. Merit and performance–related pay
awards, individual bargaining, (2) methods of communication that purport to give workers a
direct voice.
Explaining these core substitutes for unions, Machin et.al
individualized methods mean that employees

(2004) said that

that

are negotiating without the strength of their

fellow workers and awards may be subject to arbitrariness of managers, one of the very forces
that unions were historically set up to counter. Secondly, direct or non-union representative
communication methods may offer lower levels of involvement, information sharing and
consultation rather than bargaining and not have the independence from management that the
union has.
Although, Fiorito noted that HR practices may vary in their relevance for union
substitution. According to him, some address economic terms of work that may be seen as a
traditional area of union impact. Others address matters such as selection, where unions have
historically had a little direct impact. Some address somewhat less tangible outcomes such as
worker influence and dignity and justice on the

job. Economic issues such as wages and

benefits may enter into unionization decision in a

relatively

instrumental or calculative

manner. Other issues, such as justice, can involve a more emotional element.
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Considering these practices the union substitution theory became prominent and gained
its grounds for explaining the decline in unionism. Gallie and White (cited by Sheperd, 2001)
defined it as:
“A human resource management strategy, achieved by offering workers above
average wages and conditions, giving workers the feeling that paying union dues
is like throwing money down the drain. Good pay and conditions are traditionally
won by years of struggle and bargaining, and only generally achieved by
collective bargaining. With union substitution, when workers are offered attractive
pay and conditions, there is little or no incentive to join a union. But when a major
conflict arises with management, workers are in a poor position to demand or
bargain, as they are normally employed on individual contracts, with no rights to
negotiate collectively. Too late to change the situation, they find themselves at
the mercy of management.”

CONCEPTUAL FRAMEWORK
This framework explains

the various

factors that

may

affect the desire

of the

teachers to join.
As can be gleaned from Figure 1 faculty related variables
(demographics)

can

make a teacher more

prone

to joining

unions. The

framework

included gender, age, civil status, educational attainment, job status, and years of teaching in
participating school, length of service in school, monthly income and expenses met by income
from teaching to determine whether these factors may significantly predict teachers desire for
unionism. The choice of

variables on teachers’ demographics was

based on

various

literatures that identified the characteristics of workers who are attracted to unions. Gomez
(1986) in his study found that young workers

have strong preference for union than older

workers. Dickinson (2000) affirmed that years of teaching experience and gender were highly
significant predictor for union membership. Leigh (1986) found that schooling

dampens the

demand for unionism. Deery and Cieri (1991) stated that workers in white-collar jobs, parttime employment

and the private sector were less likely to become members of union.

Another factor that that can affect the desire of the faculty members to unionize is
the human

resource management practices

of a school. Considering that HRM practices
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are designed

with the end goal of enhancing the human abilities and improving

the

organization’s overall effectiveness, satisfaction with such practices may affect their desire to
unionize. As Fiorito (2001) stated ” positive HR practices reduce unionism.”
As shown in Figure 1, HRM practices of the schools on recruitment and Selection: 1)
orientation (2) Advertisement of vacant positions (3) criteria used for selection, (4) Rigorous
application process (5) Carefully structured rating tools (6) Non-discriminatory hiring practices
with regard to marital status (7) Faculty

involvement in hiring (8) Clear and

specific

employment terms Training and Development (9) Conferences (10) Consultation Compensation
Management and Benefits (11) compensation plan, (12) salary

rates (13) medical benefits,

(14) Tuition discount (15) Scholarships (16) Uniform allowance (17) recognition (18) access to
technology for communication, (19) support network (20) HR Department. Performance
Evaluation (21) performance review (22) Involvement in evaluation procedures Labor relations
(23) Policy formulation (24) Teacher organization, (25) Responding to ideas, suggestions,
comments, perceptions from teachers, (26) Mechanism for airing their problem with immediate
supervisors (27) grievance procedure (28) Observance of due process.
Choice of these

practices

were

based

on Positive

HRM practices

used by

Huselid (1995) Pfeffer (1998), Watson Wyatt HCI study (2001), Ichniowski and Shaw (2003)
Fiorito (2001) in their study.
Figure 1 would further show

that their satisfaction or dissatisfaction with these

practices would also depend on how the respondents

perceive these

practices to be

responsive to their real needs. A study of Maslow’s theory indicates that, if the behavior is to
be motivated, this
differently

must be done at the level of a need that is currently unsatisfied. Stated

a need that is satisfied

is no longer a need, therefore is not

effective as

a

motivator in settings with which educational leaders are ordinarily concerned (Drake and Roe,
1986).
Fiorito (2001) theoretically provides an explanation how HR practices
dissatisfaction. According to him it is
address dissatisfaction
objective

obvious that wage and benefit

practices

address
can directly

with economic outcomes. Systematic (e.g. job evaluation and other

bases for rewards) and interactive practices

(consultative decisions

on job

requirements, performance standards, assessments and rewards) can make the procedural
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aspects more
organization

satisfying. Training can provide workers with means

to advance within the

and increase employment security. Careful selection and placement

can help

ensure that workers are performing jobs that match their interest and abilities. Interaction at a
group level

is also relevant

given the inherently social nature of the job, the

need

for

specialization, coordination and teamwork. Employee involvement systems, quality circles, and
a variety of

other programs

explore the value of worker
from open door

policies

example of positive

either

input

HR practices

and are often

to formal hearings by

designed

to

encourage

and

group focused. Justice systems ranging
independent

arbitrator present another

HR practice that can address and alleviate dissatisfaction.

An employee who is
choose

reflect

dissatisfied with the

to leave his/her

working condition

job or express his/her

around him/her

displeasure

by voicing

could
it

out

(Jallete 1997). Workers who are dissatisfied with the implicit terms and conditions of
employment will usually attempt to improve the work situation through collective action, often
through unionization (Jackson, 2000). Dissatisfaction
because

can trigger

a worker to

unionism is based on discontent. Workers turn to unions

join a union

chiefly as a means of

alleviating dissatisfaction (Friorito 2001).
When the teachers are dissatisfied they will join a union. This is in line with Fiorito’
theory when

he

affirmed

that HR practices

might be sources of discontent

that address and improve

conditions that

(e.g. low pay, meager benefits, etc.) potentially undercut

unionism by removing or at least reducing dissatisfaction.
On the other hand, workers satisfaction

HRM practices may or

may not result in

faculty desiring a union. A teacher who is satisfied may still join a union because

there are

other motivations that may trigger her desire for union membership. Machin and Wood (2004)
cited Guest (1989: 48) when the latter associated HRM with Non-unionism. Guest wrote: “ An
organization pursuing HRM will always

prefer a non-union path, emphasizing individual rather

than collective arrangements. Yet while HRM
unfortunately
policies

could

not be equated

might equate

with HRM, as

or remain fortuitously non- union without

to non-unionism, no unionism

a company may pursue

practicing HRM.”

non-union
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Hence, this study posits that a teacher who is dissatisfied

with HRM practices of

their school will join a union; On the other hand, those who are satisfied may or

may not

join a union.
Statement of the Problem
The study sought to answer the following questions:
1. What is the profile of respondent teachers from the selected C-Force member’s schools in
terms of: (a) gender, (b) age, (c) civil status, (d) educational attainment, (e) year level, (f) Job
status, (g) number of years of service in school, (h) total years of teaching experience (i)
monthly income, (j) percentage of household expenses met by income.
2. Which of the ideal HRM Practices are observed in selected C- Force Member School in
Nueva Ecija?
3. What is the extent of their satisfaction/dissatisfaction with human resource management
practices in their school?
4. Is there a significant relationship between the teacher’s degrees of satisfaction /
dissatisfaction with human resource management practices in their school and the desire to join
or not join a union?
5. What are faculty related variables that could significantly predict whether a teacher will desire
to join a union or not?
6. What are the HRM practices that could significantly predict whether a teacher will desire to be
a member of a union or not?
Hypotheses of The Study
1. There is a significant correlation between HRM practices and faculty’s’ desire to become a
member of a union.
2. Faculty related variables are predictive of teachers desire of the to join union.
3. HRM related variables are predictive of teachers desire to join union.
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CONCEPTUAL FRAMEWORK
FIGURE 1
Faculty variables and HRM practices relation to Unionism
HRM Practices
•

Recruitment and
Selection

1) orientation
(2) Advertisement of vacant
positions
(3) criteria used for selection,
(4) Rigorous application process
(5) Carefully structured rating
tools
(6) Non-discriminatory hiring
practices with regard to marital
status
(7) Faculty involvement in hiring
(8) Clear and specific
employment terms

•

Training and
Development

(9) Conferences

Faculty Related Variables
•
•
•
•
•
•
•
•
•
•

Gender
Age
Civil Status
Educational attainments
Department
Job Status
Total length of teaching
Experience
Years of Service in the
school
Income
Expenses met by Income

(10) Consultation

•

Compensation
Management and
Benefits

(11) compensation plan,
(12) salary rates
(13) medical benefits,
(14)Tuitiondiscount
(15)Scholarships
(16) Uniform allowance
(17) recognition
(18) access to technology for
communication,
(19) support network

(20)
•

HR Department

Performance
Evaluation

(21) performance review
(22) Involvement in
evaluation procedures

•

Labor relations
(23) Policy formulation

Satisfaction
HRM PRACTICES

(24)Teacher organization,

Desire for
unionism

(25) Responding to ideas,

Dissatisfaction
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Methodology
With the use of descriptive and relational research designs, 224 teachers from the
employed schools were surveyed. The data gathered through the use of the survey instrument
were analyzed employing various statistical tools such as one-way tabulations and cross
tabulations, descriptive statistics, mean and standard deviations of numerical responses for
profiling, Chi-square test of two independent samples to determine whether the faculty’s
satisfaction with his or her school’s HR practices is related to his or her desire to unionize, factor
analysis, and general linear models for binary responses (using probit and logit functions as
dependent variables) to determine which factors have significant relationship with the faculty’s
desire to unionize as well as to predict whether a faculty will join a union or not.
Result
Findings of the study revealed the following:
1. Profile of Respondent Teachers From Selected C-Force Member Schools
Respondents are generally female .On the basis of their status they can be divided into
two groups: the group of married teachers and the group of single teachers. Majority of the
respondents are young whose ages ranged from 18-30, and are college graduate. Majority of
them are full- time with their work. Majority of them teach in high school. They have been with
the school for 10 years and less. Their teaching experience almost corresponds to the number
of years they have been with the school. Majority of the teachers earn salaries amounting to ten
thousand and less that could support only 60% of their household expenses.
2. Status of Human Resource Management Practices in Selected C-Force Members
Schools as Perceived by Teachers.
Majority of the HRM practices included in this category were identified by majority of the
respondents to exist in their school. Only the following practices were perceived by minority of
the respondents to exist in their schools; (1) allowing faculty in the hiring board, (2) having HR
department or section, (3) having grievance procedure using outside referee, (4) having a
teacher recognition program for exemplary performance, and (5) having free access to
technologies for communication.
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2.1 Recruitment and selection practices
In the area of pertaining to Recruitment and Selection the following percentages
represent the extent to which this practices are perceived by the respondents to be existing in
their school: 84.5% of the respondents confirmed that the school has a comprehensive
orientation program, 65.6% said that the practice of advertising the available teaching position
exist in their school; 81.6% said that the school has a set of proven criteria for selection, 77.7%
said that the school adopt a rigorous application process that maximizes ability to assess
qualification, 74.3%, said that the school has carefully structured rating tools that promote
consistent assessment, 74.6% said that school implements non-discriminatory hiring practices
with regard to marital status, and 84.1 % of the respondent said that the school clearly specifies
the terms of appointment /employment . The high percentage of perceived awareness of its
existence by the respondents is indicative of the fact that these practices are in place in the
school.
2.2 Training and development
In the area pertaining to Training and Development the following percentages represent
the extent to which this practices are perceived by the respondents to be existing in their school:
88.6% said that the schools support attendance of teachers in conferences through allowed
absences, payment of fees etc.: 84.3% confirms that the schools facilitate consultation between
new and experienced teachers.
2.3 Performance Evaluation
In the area of pertaining to Performance Evaluation the following percentages represent
the extent to which this practices are perceived by the respondents to be existing in their school:
79.1% confirm that the school conducts regular performance review with teachers and 79.2%
said that the school allows teachers to be involved in developing evaluation procedure.
2.4 Compensation Management and Benefits Practices
In the area pertaining to Compensation Management and Benefits Practices the
following percentages represent the extent to which this practices are perceived by the
respondents to be existing in their school: 70.8% confirms that the school reviews periodically
the compensation plan, 65.9% said that the school have a competitive salary rate, 50.7% for
having provisions for medical benefit, 86.5% for having tuition discounts for teachers’ children,
58.7% for providing scholarships and fellowships grant, 88.7% for providing uniform allowance

20
for teachers; 59.2% for having for a to foster support network ,speaker series and discussion
groups .
However, as regards the following practices, the results revealed that only minority of the
respondents identified its existence: 42.5% for providing free access to technology for
communication, and 45.8% for having teacher recognition program for exemplary performance
and 44.3% for having an HR department or section.
2.5 Labor Relations Practices
In the area pertaining to Labor Relations and Practices the following percentages
represent the extent to which this practices are perceived by the respondents to be existing in
their school: 71.6% confirm that the school allows faculty participation in the formulation of
policies regarding terms and conditions of work, 76% said that they are allowed to form teacher
organization, 83.5% for having a process for responding to ideas, suggestions, comments
perception from teachers, 76.6% for providing mechanisms for teachers to air their problems
with immediate supervisors, 67.3% for schools’ observance of due process in terminating
teachers and 84.1% for clearly specifying the terms of employment / appointment. However,
those practices that only minority of the respondents identified its existence include having
grievance procedure using outside referee (39.1%) and allowing faculty to be a member of the
hiring board (48.6%).
3. Faculty Satisfaction with the Human Resource Management Practices
Combining the satisfied and very satisfied responses, the result of the study revealed
that majority of the respondents expressed that they are satisfied / very satisfied with the HRM
practices included in the list. However, the practices where only minority of the respondents
expressed that they are satisfied/very satisfied consists of the following: (1) having competitive
salary (2) provision of medical benefits, (3) existence of an HR Department (4) teacher
recognition program for exemplary performance, and (5) free access to technologies for
communication (6) grievance procedure using outside. As regards the other practices majority
of the respondents said they are satisfied / very satisfied.
3.1 Recruitment and Selection
In the area of recruitment and selection the results revealed that the majority of the
respondents expressed their satisfaction with the practices included in this category. This can
be gleaned from the combined ratings for satisfied and very satisfied responses. The results
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revealed that: 69.3% are satisfied /very satisfied with the schools’ comprehensive orientation
program, 69.7% are satisfied/ very satisfied with the proven criteria for selection, 64.8 % are
satisfied /very satisfied with the rigorous application process adopted by the school, 62.7% for
having carefully structured rating tools that promote consistent assessment, 70% for
implementing non-discriminatory hiring practices with regard to marital status, and 59% said
they are satisfied / very satisfied with the schools’ practice of allowing faculty to be a member of
a hiring board. The high level of awareness of its existence is indicative of the fact that these
practices are in place in the school.
It should be noted that respondents gave the highest satisfaction rating for the schools’ nondiscriminatory hiring practices with regard to marital status and the lowest satisfaction rating to
the practice of advertising extensively the available teaching position.
3.2 Training and development
In the area of training and development the results revealed that majority of the
respondents expressed their satisfaction with the practices included in this category. This can
be gleaned from the combined ratings for satisfied and very satisfied responses. The results
showed that: 81.9% of the respondents said that they are satisfied/ very satisfied with the
schools ‘ support on attendance in conferences, and 77.5% % for facilitating consultation
between new and experienced teachers.
3.3 Performance Evaluation
In the area of performance evaluation the results revealed that majority of the
respondents expressed their satisfaction with the practices included in this category. This can
be gleaned from the combined ratings for satisfied and very satisfied responses. The results
showed that: 62.2% of the respondents are satisfied / very satisfied with the practice of
conducting regular performance review with teachers. And 67% are satisfied/very satisfied with
teacher’s involvement with developing evaluation procedure.
3.4 Compensation Management and Benefits Practices
In the area of Compensation Management and Benefits Practices the results revealed
that majority of the respondents expressed their satisfaction with the practices included in this
category. This can be gleaned from the combined rating for satisfied and very satisfied
responses. The results revealed that: 61.2% of the respondents said that they are satisfied/ very
satisfied with the periodic review of the compensation plan, 76.1% for having tuition discounts
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for teachers’ children, 52.5% for providing scholarships and fellowships grant, 68.1% for
providing uniform allowance for teachers, and 52.3 % for having fora to foster support network,
speaker series and discussion groups. However, as regards to the following practices only less
than half of the respondents have expressed their satisfaction with the practices: 49% said they
are satisfied/very satisfied for having a competitive salary rate, 46.6%for having provisions for
medical benefit, 43% for having teacher recognition program for exemplary performance, 43.9%
for having access to technology for communication, and 46.7% for having an HR department or
section.
3.5 Labor Relations Practices
As regards Labor Relations, the results revealed that majority of the respondents
expressed their satisfaction with the practices included in this category. This can be gleaned
from the combined ratings for satisfied and very satisfied responses. Results revealed that:
62.9% are satisfied/ very satisfied with faculty participation in the formulation of policies
regarding terms and conditions of work, 71.4% for allowing formation of teacher organization,
70.5% for having a process for responding to ideas, suggestions, comments perception from
teachers, 59.1% for providing mechanisms for teachers to air their problems with immediate
supervisors, 61.3% for schools’ observance of due process in terminating teachers, 59% for
allowing faculty member to sit in the hiring board, and 67.8% for clearly specifying the terms of
employment / appointment.
However, only minority of the respondents (i.e., 47.4%) identified having a grievance
procedure that uses outside referee or arbitrator to settle disputes between teachers and
administrators.

4. Significant Relationship Between Teacher’ Degree of Satisfaction /Dissatisfaction with
Human Resource Management Practices.
There is a significant correlation between joining a union and the human resource
management practices.
Based on the result of the study majority of the respondents resulted to joining a union
(127 out of 161). Furthermore, majority (139 out of 161) of the respondents said that their
membership in a teachers’ union is either strongly or slightly affected by the Human Resources
Management (HRM) practices of their school.
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Chi- square tests of independence indicated that there are significant differences in the pattern
of responses to joining a teachers’ union of those who said that their membership in a teachers’
union is affected by their school’s HRM practices and those who said otherwise. Those who
said that HRM practices affect their joining a teachers’ union will most likely join a union. On the
other hand, those who said that the HRM practices do not affect their joining teachers’ union
have 50-50 chance of joining one. Indicating that those who said that the HRM practices do not
affect their joining teachers’ union do not seem to have a clear position on whether or not they
will join a union.
5. Demographic factor that could significantly predict whether a teacher will desire to join a
union or not. The study shows that age is a significant demographic predictor for unions. It was
found that the older the faculty is, the lesser the chances that she/he will join a union.
6. HRM Practices that could significantly affect teachers ‘ desire to join a union or not.
Practices that are identified by the study as significant for unionism consists of the following: (a)
provisions for scholarship and fellowship for teachers and (b) periodic review of compensation
plan.
Provision for scholarship and Fellowship is negatively correlated with joining union.
Respondents who are dissatisfied with the provisions fro scholarship and
Fellowships are more likely to join a union. Although compensation was identified as a
significant predictor, results reveal that compensation is positively correlated with joining union.
The data in this study showed that those who are satisfied with the compensation plan would
still join the union. Evaluation of the predictive performance of the models showed that its
predictive performance is good for those who said that they would join a union if there were one.
However, the model has difficulty predicting responses of those who said they would not join a
union. The percentage of correct prediction of the chance of joining for those will join a union is
98.44% while 9.52% correction prediction is recorded for those who will not join. This result is
consistent with the chi-square test result, which noted that there is no clear pattern of results for
those who will not join a union. The current model is able to correctly predict joining union
98.33% of the time but is able to correctly predict not joining union only 1.67% of the time.
Again, predictive behavior of non-joiners is more difficult.
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Discussion and Analyses
A. Teacher Profile of Selected C- Force Members Schools
The constitution of

the

respondents

evidently shows the presence of more

female

teachers among selected C-Force Member Schools (Table 1A). Hence, most of the opinions
gathered in this research

came from the female dominated population. This scenario is

not far from the real scenario of teacher population in the Philippines. Female teachers
dominate the teaching profession in the country.
The dominance of female teacher respondents also indicates that teaching as a career
finds attraction

among women as compared

to men. This confirms Powney (2002) findings

that women are more attracted to engage in teaching than their male counterpart.
The sizeable numbers of

teachers from

selected C-Force member’s

working mothers (Table 1A and1B). They do not only
keep a family as well. As half

of the

female

practice

their

schools are

profession

respondents are married

they

but

they

may

also

have children to take care. As women in all ages and background take the responsibility for
children (Powney et al), herein respondents prove to be among them. Hence, they may find
teaching as an excellent career
The result would

and family combination.

further indicate

that more married

economic conditions to go to work to provide supplemental

women

or sole

are being forced by

support

for the family.

During the focused group discussion one respondent said that nothing is left in their
salary especially when

they

have

have to work extra to augment
Considering the dominance

children who are in school. Married female respondents
the cost of living of their families.
of female teachers

educational managers must recognize

among C- Force Member Schools’

and accommodate the

needs of these special

workers. Considering that the law (i.e., Labor Code of the Philippines) gives ample protection
to women as workers, there would be increasing pressure
with respect to employment, advancement opportunity

to provide equality for women

and compensation (Chruden, 1984).

Furthermore, educational managers must realize that with the present composition of the
respondents they

may

demand for flexible work schedules, childcare

assistance and even
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part time work only. They have to take into account the special needs of women worker
as teachers.
Another interesting profile of the respondents

from

selected C- Force

member

schools is that younger breed of teachers dominates the sample population. Interestingly, a
recent survey conducted

by Peter D. Hart Research Associates, on what young workers

between the ages of 18 and 34 needs, reveal that (1) Young workers need more time for their
families and help with child care, (2) Young workers need health care and retirement benefits
they can count on, and (3) Young workers need regular raises and an equal share of the
rewards for a job well done. Considering these, educational managers must realize that they
need to respond to
to

these

attend to these

needs that were

specifically identified by young workers. Failure

concerns may cause dissatisfaction among their ranks. Gomez’ study

(2002) reveals that young workers want union to deal with workplace issues and

young

workers have stronger preference for union.
Noted further is the fact that almost half of this young teachers who belong to this
age bracket are single. They are more aggressive

in joining unions, as they have nothing

to lose but everything to gain in the event that the organization

turned to be successful.

Table 2 reveals the presence of teachers who are full time in their work. However,
noticeable is the fact that the number of fulltime
with that of

fulltime

probationary

permanent teachers is almost

teachers. Teachers who are not

the

yet permanent

same
in their

work may feel less secured in their job. In one of the study conducted by OTA (1986) results
revealed that

teachers put

their highest

priority

upon

job

security

or

protection

through union membership. Gee and Sperry (1978, cited in Webb) said that “ Tenure
upon

teachers

who have served

subject to the requirement of
many of the respondents

a period, a

good behavior

are still

continual
and

employment

financial

in their probationary

confer

until retirement,

necessity.” Considering that

period

they may

find

union

attractive as one of the basic issues unions is campaigning for is job security.
Fourth, as can
attainment of most of
finish

graduate

be gleaned from
the teachers are

courses. The small

Tables 2A, 2B, and 2C, the highest educational
college

graduate. Very few of

percentage

of teachers

them were able to

who were

their masteral or doctoral degrees may be indicative of the fact that such

may

able to obtain
not be at the
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moment

seen by majority of the teachers as a necessary

specially those who are

still in their

probationary teachers).

Considering

requirement for their teaching job

probationary years and just started teaching (full time
that most

of the teachers who participated in the

survey teach in the Basic Education level, being a holder of a Masteral or a Doctoral Degree
is

not a requirement for

permanency. This may explain the

respondents possess only

the minimum educational

reason why

requirement

for

majority of the

teaching. Most of

them just graduated from college and have just started with their career.
However, it is noted

that

among

the

full time

faculty

members there are more

respondents who pursue higher studies. As a matter of fact, among the full time permanent
teachers

some already

explanation why there

earned their masters’ and doctoral degrees. The possible

are more

courses

is the fact that

teaching

are always accompanied

by

the result of the

full time

faculty

members who wanted to take graduate

promotion, reclassification

and other upward movements

by higher educational requirement. This

Focus Group Discussion (FGD) where the

in

was confirmed

teacher who was

interviewed expressed that it can add up to one’s salary. The issue of permanency is no
longer the concern of these
technical skills

teachers. They

are now more concern with

improving

their

and professional competencies. As one of the teachers in the FGD said, “

the school has a reputation

for having good and competitive teachers” hence it is indeed

their

craft

desire to improve their

school. However, only a few were
cost of higher

as this would

masteral and doctoral courses among the
are

students

to enroll

in their

able to hurdle and finish the course. The prohibitive

education may explain the

that the salaries they

encourage

receiving

reason

why

there are only few graduates of

respondents. This reason

may not

coupled with the fact,

be sufficient to support

the expenses of

graduate studies may further explain why only few teachers graduate from these courses.
Table 3 reveals that half of the respondents have been teaching for less than six
years

and have also indicated that they

have been in service

for the

same number of

years. As revealed by earlier data, almost half of the respondents are still on probationary
.It may indicate that most

of them have just started with their teaching careers in the

school where they presently belong. With this
teachers
provide

are still new in

data, it clearly shows

that

half

of the

the profession. This would imply that educational managers should

adequate support for this group of teachers who among others experiences the most

number of problems in their early years of teaching (Reyes, 2003).
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Results shows that teachers receive
sufficient to support
some

of

receives

the

their

teachers

maybe

due

salaries that most of the respondents find not

household expenses (Table 4) The possible
are

to the

explanation

receiving salaries lower than what a public
fact

that

subject schools

are purely

school

why

teacher

dependent

on

tuition fees. As record would show, majority of these schools charges low tuition fees (see
Appendix E). Another possible explanation is the fact
getting the entry-level salary for
It may

could only support

the FGD, one teacher said
their

but

50.6% of the respondents

from teaching

is complicated further

and farming

resort

to loans”. This

are not enough to support
by the fact

may venture into

(Project

Tao

that their income

that nothing would happen if they would depend purely on

solely

sidelines

on

for extra

Survey). Teachers

would

imply

that the

the basic needs of the family. This

that most of the respondents

(92.7%) whose primary income depends
these teachers

said

40% and less of their household expenses. Hence, in

salaries; “ Majority of their teachers

salaries

are

they are still probationary.

sound depressing

from teaching

that almost half of these teachers

are

teaching. It is
income

full time teachers

not surprising then if

such as

rentals, tutorials

that were interviewed confirmed

that they

have to resort to sidelines to have both ends meet .For as the economic situation

in

the country become more arduous, so are the teachers becoming more resourceful in coping
with the economic difficulties. Data reveal that their salary is not enough to support

their

household expenses.
B. Existence of HRM Practices and Degree of Teachers’ Satisfaction
Based on the results of the study, majority of the practices included in the list exist
in their schools

as perceived by the respondents. This indicates the effort on the part of

the C-Force member Schools to adopt and implement these practices that were identified
as good

HRM practices.

identified

in

the list

Furthermore respondent’s

is an indication

satisfaction with most

that C-Force Members Schools

effectively to the needs being addressed by these practices.

are

practices
responding
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However, respondents have identified
among C-Force Members Schools

certain

and

practices not commonly

where only minority

of the

existing

respondents

expressed their satisfaction namely:
(1) Allowing faculty to become a member of the hiring board. One possible
explanation why this practice may not be popular among C- Force schools is due to the fact
that private schools is given the authority or freedom to hire their faculty (Sales, 2004). They
have the power to “ regulate, according to his
employment including

discretion and judgment, all aspect of

hiring…” (NLU v. Insular-Ybena Tobacco Corp, 2 SCRA924). The

practice of allowing faculty
need to be

own

participation through faculty membership in the hiring board still

popularize as the management solely exercises this prerogative. The idea of

allowing faculty to participate in decision-making may need to be introduced.
(2) Having a recognition program for awarding exemplary

performance. One

possible reason why many schools have not considered adopting this practice
explained

by the fact that most of

effort in fulfilling and satisfying
are charging
channeled

low

the administrators still focus

basic needs

offering

belonging

incentives

out

of

this

fees

of the teachers. Administrators

with constructing classrooms and faculty
before

and their

the basic needs of the teachers. As most of the schools

tuition fee, funds collected

first to the

their attention

can be

designed

may have

been

are more concerned

rooms, providing chairs tables and blackboard
to

provide

teachers with esteem, feelings

of

or opportunities to grow.

On the other hand, the

result indicates that this is a perceived

need not

presently addressed by many C- Force member schools. Maslow stated“ that people

being
want to

be good at their jobs and they also want to feel that they are achieving something important
when they

perform their job. The result indicates the need to recognize teacher’s

works or any successful undertaking for it
teacher.

contributes to

an overall positive

exemplary

feeling

of a

This affirms Polita’s (2001,p.198) statement that ” … that the government lack funds

to address the monetary incentives anyway, so the bosses’ recognition should not be lacking as
well”. Administration’s recognition
rendered

outside official time

of their hard work and special services, that is services
(e.g. coaching, remedial exercises etc.) Would compensate

for the lack of monetary incentives. Research has shown that the negative impact on people's
feelings or attitude from correction is usually greater than the positive effect from recognition.
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(3) Providing free access to communication technology was identified only
less than half of the respondents to exist in their school and also less than majority

by

of the

teachers expressed their satisfaction. The low percentage of its existence may be explained by
the fact that it is capital intensive. The high and prohibitive cost of providing this kind of
amenities may not

yet be a priority of

needs of the school. As
schools are

most schools, as they have to attend first to the basic

shown in Table

10 in the

Appendix, most C- Force member

charging very low tuition fees. This can probably explain why most schools may

not yet have that capacity to invest in

computers. Under the present condition most of the C-

Force

member

schools

cannot afford to provide

this

technology, the

sad reality

is,

these

schools

cannot afford not to use them in this age where rapid growth in knowledge

requires constant learning.
(4) Human Resource Department. The study proves that in selected C- force member
Schools'

existence of

HR Department is not usually part

organization. Only minority of the
expressed their
business the

satisfaction

respondents confirms its

of the overall structure of

existence and at the same time

with the practice. Unlike in industries and

setting up of a human resource management

Although, schools

an

other

department is

corporate

given priority.

are personnel intensive, an HR department or unit does not exist in many

schools.
(5) Having
settle disputes
its existence

a grievance procedure

between teachers
would only

settling disputes as this

outside

referee or arbitrator to

and administrators. The low percentage of awareness of

indicate that the teachers are not familiar
procedure is commonly in place only

Besides the school may have also adopted
within their

that uses

with

this mode of

among unionized schools.

other modes in settling conflicts and disputes

school in lieu of this mechanism. It is not also surprising to note

that less than

majority of the respondents have expressed their satisfaction with the practice.
There
existing in their

are some

practices

schools only

although identified

minority of

satisfied with the practice these includes

them

by

expressed

majority of the teachers

to be

that they are satisfied / very

the following:

(1) Competitive salary rates. The result indicates that majority of the

teachers recognize the

fact that the schools offer competitive salary rates as compared to other schools of the
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same status. However, it
salaries they

is

very evident that the respondents

are

not satisfied with

are receiving. Said dissatisfaction may stem from

the

fact

the

that the salaries

they are receiving are not enough to support their daily needs and expenses.
The schools inability to provide high salaries for teachers is understandable in the light that most
of these

schools are also purely dependent on tuition fees for their

operation. Since, the

tuition fee being charged by moist C-Force schools are low, the teachers have acknowledged
this constraint and expressed their understanding on the financial flight of the schools (Result
of the FGD Discussion).
In the study conducted by Gulosino
education

identified the following

and Tooley

(2002) correspondents for private

stumbling blocks (a) higher pay and better benefits are

driving many private school teachers to join the public schools (b) the mushrooming of public
secondary schools

at district levels programs

initiated by the national government --- is

driving them out of their education market. Teachers who participated in the Focused Group
Discussion cited also
some C-Force

similar reasons

member

(see FGD, Appendix

schools cannot offer

K). This may

explain why

higher salaries because they operate

purely

on the basis of tuition fees collected not to exclude the existence of stiff competition. They
are competing not only with other private schools

but also with public schools

that provide

free public education.
Another possible reason why only minority of the respondents
with their salaries

is the fact

experienced

satisfaction

that majority of these teachers are receiving salaries much

lower than the salary being received by a teacher in a public school. Carillo (2003) wrote,
recent World Bank Report says that Philippine public school teachers are among

“A

the best

compensated in the World.” Result in Table 5 shows that there are teachers receiving salaries
amounting to Php 5000 and below. Compare it to what public school teachers receive, their
salary could not match what the government could give.
The disparity between the salary of a public school teacher and private school teacher
may have caused frustrations among teachers

belonging to this rank. One of the

reasons

identified in the study conducted by Gulosino (200) why most private school teachers are
transferring to public schools, is the high salary being
private schools are unable

to cope with these

offered to public

seemingly unfair

school

teachers,

competition. Appendix F

shows a comparison between income of private and public school teacher.
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(2) Provision for medical and hospital benefits. Result indicate that among C- Force member
schools teachers received minimal
that the medical benefits that

medical

benefits. Through the discussions, it came out

these teachers enjoy come only in the form of SSS and Phil

Health. Adequate compensation was defined to include

social security, retirement, and major

medical plans as well. The study revealed that C-Force member schools are lacking in these
areas. The result indicates the need of the school to
medical benefits
may have

consider improving their

health and

as respondents have expressed the need to have this attended. These

financial implications if implemented

but this

practice

of providing medical

benefits can address the real concern of the teachers.
A closer look at the result reveals that majority of the practices
of teachers

expressed their satisfaction

are

where least number

capital intensive or

requires

financial

funding. As discussed earlier, provisions on medical benefits, free access to communication
technology, teacher recognition program for exemplary performance and HR Department

are

not yet in

the

place in some schools. The

schools

financial incapacity may be one of

reasons why these practices may not be widely implemented. The school may not yet be
in a position to give these benefits. However, these benefits are important to them.
C. Factors Explaining Faculty’s Joining union
The findings of this study reveal

that respondents have expressed their desire to

join a union should their school faculty association invite them to become a member. The
result would indicate the popularity of union as a legitimate labor organization. It is popular in
the

sense that no less than the fundamental law of the land encourages its formation and

establishment even among the ranks of the teachers. It is a strong from of collective
because this is

the only

legitimate organization

that is given the

right to

action

strike

in

accordance with the law.
Furthermore, as the result reveals, this desire to unionize is
resource management practices of
joining union

the

school.

affected

by the human

The highly significant correlation between

and respondents satisfaction with HRM Management practices of the school

suggests that the latter can be an influential factor in teacher’s decision to join a
importance of

union. The

Human Resource Management administration cannot be undermine specially

that schools are personnel intensive industry. To quote Webb, (1994,p.50)“
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Successful, effective schools

depend

of those who work in them. We believe
important

that

directly

upon the success and effectiveness

human

resource administration

function in education. The quality of education programs

is the most

in large part depends

upon (1) the quality of human resources within the system, (2) the

extent to which productive

human relationships are realized, and (3) development, motivation

and utilization of existing

human qualities.” As most schools
necessary that they begin
Practices and unionism

do not have a Human resource Department

to consider. Considering this
results

further

predictors for unions that came out

revealed that

between HRM

there are only three (3) significant

in the study.

Age was found to be significant predictor
teachers’ preference for union. As

strong correlation

or unit, it is

age is

for

negatively

union. This would indicate
correlated

with

younger

joining union, those

who are older would have lesser tendency to join union while younger teachers would
most likely join a union. Looking at the record, respondents ‘ population is generally young.
They comprise the aggressive, assertive and idealistic
study confirms Gomez’ (2000) findings that young

breed of

teachers. The

workers have

result of the

strong preference

for

union than older workers.
Being young most of
experience a lot of

them are

insecurities. Their insecurities may stem from

are full time in their job but have
enough

beginning teachers. These young teachers

not acquired

the fact that: (a) they

tenure (b) they receive salaries that are not

to support their household expenses (c) they graduated from college

acquired additional

may

but have not

credentials that can boost their career (d) they are mostly female who

divide their time between family and career and (e) they have not gained enough experience in
the field of teaching.
The present condition of these young teachers may trigger them to look for security that
they believe union can provide. This again

confirms Gomez’ (2000) findings that young

workers prefer union because young workers like unions to deal with workplace issues.
This gives the scenario that if administrators will not respond to

the real concern of

these teachers they would look for alternatives so that these issues can be pressed.
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Hence, considering the composition of the teachers who are
schools, administration must be aware that their constituents
Familiarity

their

C-Force

are attracted to unionism.

with how these legitimate organizations operate

administrators in

members of

may guide C- Force

dealings and relationship with unions. Such interaction can eventually

result in better employee- employer relationships. Otherwise, if this mechanism is not properly
understood, it can certainly lead to adversarial relationships.
Having said all these, the possibility that they—the young teachers—could be
empowered by being a member of a union is not farfetched. Young as the faculty members are,
they usually have nothing to fear, no big or pressing responsibilities, hence, it is easy for them to
be persuaded to join in an organization that could provide them more security brought about by
lack of support for beginning teachers.
This should make the administrator realize the point that among young faculty members,
attraction to unionism is intense.
Another important predictor

for

unionism

identified

by the study

is HRM Practice

that gives provisions for scholarships and fellowship for teachers and compensation plan
that is being reviewed periodically (Table
negatively

correlated

with unionism. If

19). Scholarship and fellowship for teachers is
teachers are dissatisfied

with the HRM practice

pertaining to scholarship and fellowship they will unionize. This was identified as a significant
predictor for joining union. The result indicates that for a teacher who is thinking professional,
it is

crucial that he/she

must continuously learn and be

educated. Teachers

facilitate the

intellectual growth of the students. Teachers need t o be equipped with the necessary skills
and knowledge to

enable

them

to perform their

tasks. Hence, opportunity to

learn

and

study is important both to their teaching effectiveness and to their professional and personal
satisfaction.
One study conducted by the World Bank said “ that many of those entering the teaching
profession, as well as those who are already teaching, are not up to the task of delivering to
students the full content of the curriculum, or the skills they would need for the next level of
education or when they enter the labor force.” Considering that majority of the respondents
are young and have just started their career the concern to continuously improve their craft
to make them competent and competitive

teacher is an urgent

need. As teaching is tainted
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with public interest the concern to train adequately the next generation calls

for continuous

improvement of their profession.
Another possible explanation why this came out as significant predictor is the fact that
teachers

are made accountable for efficient and effective

Hence, scholarships, grants
presence

and other trainings

help

delivery of learning objectives.
teachers fulfill this

of an opportunity for personal and professional advancement is very important to a

teacher

who is obligated to deliver quality education. Most of the

have the

opportunity for advance studies, as most of them have

respondents did not yet
indicated that their highest

educational attainment is a college degree. Although not a requirement for
same

need. The

is a requirement

for competency and competitiveness. Their

permanency, the

salaries still need to be

upgraded to provide incentives for teachers to take further studies. This may be one area
where

C- Force Member

schools may still

be lagging behind. The need for this practice of

having provisions for scholarships and fellowships deserves a priority.
The teacher needs adequate and sufficient knowledge whether
cannot be

discounted that these

teachers

are qualified

new or veteran. It

teachers

but they need to

undergo trainings in order to learn the new knowledge in this technology driven age.
Investing on this area requires funding. This may be the probable reason why some CForce member schools could not implement extensively this HRM practice.
Another predictor

for unionism identified by the study

is

the practice of having a

compensation plan being reviewed periodically. This practice is positively correlated with the
faculty’s desire

to join a union. Results

practice of periodically
possible
schools is

reviewing their compensation plan

explanation why this pattern
indeed

revealed that although they are satisfied

periodically

they will

still join a union. The

existed is the fact that selected

reviewing their

with the

C-force

compensation plan

member’s

(majority have

indicated that it exists and majority are satisfied with it, Table 8). However, the compensation
contained in the plan does not satisfy
only minority of the

the respondents. As

respondents have expressed that

previous

results

would reveal

they are satisfied with

their salaries

(Table 7) as majority of them have indicated that their salaries could support only 40-60%
of their household expenses.
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As discussed in the literature, one of the major

reasons perceived why workers join

unions could be traced on their dissatisfaction with the wages and salaries they are receiving
(Milkovick, 1994).
This would probably explain
school to have periodic review of

that amidst their satisfaction with
their compensation, they

the efforts of

the

would still unionize. The salary

covered by the plan may have not satisfied the teachers.
Another

possible

explanation is that respondents are satisfied because

psychologically prepared to

accept

probably it made them feel good

that

teaching is

not a lucrative

they are

profession and

that efforts are still exerted by the school to review

the same.
However, as the result reveals, they
through collective
teachers

action this

have a peculiar

will still unionize. Probably with the hope

that

plan may still be improved. Hence, it is very evident that

need. The predictors signify that more than the bread and butter

issues, teachers still prioritize their scholarly needs.
Conclusion
Based on the result and findings of the study the following conclusions are made:
1. The desire of the faculty members to join a union is affected by the human resource
management practices of their school.
2.Among the demographic related variables only Age is a critical determinant for faculty
members’ desire to join a union. The younger the faculty member the more likely that he will join
a union.
3. Teachers who are satisfied with the schools provision for scholarships and fellowship grants
would less likely join a union.
4. Although selected C-Force faculty members are satisfied with the schools periodic review of
compensation plan, they will still join a union.
5. Selected C-Force faculty members confirmed the existence of majority of the practices
included in the study. They also expressed satisfaction with majority of the practices included in
the list.
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6.Respondent teachers comprise mostly young college graduate who are still new in their jobs.
Majority of them are female teachers working full time in their job and whose service in the
schools corresponds to the length of their teaching experience. Majority of the teachers earn
salaries that could support only 60% of their household expenses.
Recommendation
1. Considering the overall profile of the respondent school, it is recommended that
administrators must direct its efforts in addressing the concern of their faculty members for
opportunities that promote scholarships and fellowships, higher salaries, medical benefits,
access to communication technology, and grievance machinery.
2. Considering the composition of the respondents, school managers must recognize that they
mostly deal with women workers who are considered as special workers in the eyes of the law.
HRM practices that enhance their welfare must be adopted.
3. Considering that satisfaction with human resource management practices affect the faculty
members desire to unionize, school managers are encouraged to set up an HR department that
will manage the overall programs and system that would aim in addressing the needs of the
teachers.
4. Considering that age is a significant predictor for unionism, school managers, must provide a
mechanism to support beginning teachers who are young and have just started their career.
5. Considering that aside from bread and butter issues respondents are more critical about
issues affecting their professional development. It is therefore recommended that union
organizer develop professional focus for teacher unions giving attention to the need of the
teachers for scholarships and fellowship grants.
6. Considering that there are few studies that address the link between unionism and HRM
practices it is recommended that further studies be made on this area. Researchers may look
into school variables as another factor, that can significantly predict teachers desire to union.
Furthermore, further study could be made to explore Factor 4 (Procedures for airing grievances,
problems and ideas) as significant predictors for unionism.
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ABSTRACT
With a name like Intellectual capital we try to recognise a group of intangible assets
owned by an organisation. The managers of public enterprises manage intangible
assets, as much or more than managed by their colleagues in private enterprises,
therefore their increasing interest in the progress of the Intellectual Capital.
The models designed for enterprises are in a certain way a little difficult to apply to the
public sector, especially because the goals of the public administration differs from
those of the private enterprises, such as maximising the profits or the creation of wealth
for the shareholder.
The human resources, with their know-how, skills and attitudes are fundamental for the
entity to reach its goals. Defining the Intellectual Capital allows for the establishment
of real goals as well as the prompt resolution of the problems.
This study has a double aim: analyse the distinct criteria proposed in the literature to
differentiate between the types of intellectual capital and propose a model of Intellectual
Capital adapted to the special characteristics of the public sector. We also show some
Intellectual Capital management indicators for the public sector, grouped under various
categories.
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Introduction
The intangible assets are increasingly changing into the key of the competitive success
of the enterprises, whereas its identification, measurement and evaluation has become a
more relevant study area, from the point of view of the enterprise’s Executive Board. In
the name of Intellectual Capital we try to acknowledge a set of intangible assets that the
organisation owns.
This study has the double aim of, firstly to analyse the distinct criteria that have been
proposed in the literature to distinguish between the various types of intellectual capital.
Secondly to show a model of Intellectual Capital for the public sector together with a
proposal of the indicators for the said entities.

Based on these proposals, these

organisations can get a better knowledge of their intangible assets and identify the most
valuable, which can be the basis of their competitive advantage.
1. Theoretical bases and conceptualization
1.1. Knowledge Management
The knowledge management (KM) is defined as the “process made up of all the
activities that allow to generate, find, divulge, repeat, use and know a business, with the
aim to increase its intellectual capital and its value within its surrounding
market”(Lozano, 2000).
The knowledge comes from a person interpreting and using the information combined
with his own experience and skills (Medrano Chivite et al, 2003).
In accordance with the classification of Nonaka (1977), knowledge can be:
Detailed knowledge – that which is countable, has a form and is recorded in documents
and has formulas, being therefore easily transferable.
Implicit knowledge – is that which is made up of ideas, intuitions and skills. Difficult to
handle and consequently difficult to transfer or share.
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The first goal of KM, is to make accessible to any employee, all the information and
experience of the organization, without the limitation of time or place (Lozano, 2000).
Thus, the optimal use of knowledge, becomes a top goal of business management, made
up in turn by other more specific goals, such as (Medrano Chivite et al (2003):
•

Establish mechanisms that will capture the light and the knowledge of its
employees.

•

Share and transfer the knowledge that the employees have.

•

Recognise the in-house experts.

•

Share knowledge according to the needs and preferences, etc.

To achieve these goals, basic tools are necessary (Lozano, 2000):
•

Generation of “warehouses” of knowledge (register of skills).

•

Access to these warehouses, be it in a public way or through departmental
restrictions.

•

Encourage its spread and enrichment through the participation of all concerned.

In this way, experience can be shared, without loosing any knowledge, but rather
learning from it, comprising a source of personal and organisational wealth, which will
positively influence decision making, in the capitalization of the potential human
resources already existing, and consequently, improving the quality of work (Medrano
Chivite et al, 2003).
In short, manage well for the benefit of all. Share to learn. Learn and share again, share
so that once again learning takes place and feed once and again, an unending spiral of
knowledge (Gradillas Reverte, 2000), quoted by Medrano Chivite et al (2003).
1.2. Knowledge as a production factor

Over the centuries, the importance of knowledge as a production factor is
unquestionable. According to KPMG (1999), referred by Medrano Chivite et al (2003),
in the Agricultural Era, the main sources of wealth creation were the land and work.
The production, storage and transporting of agricultural products was the main activity.
-3-

But in the Industrial Era, work continued to be important, but capital replaced land as a
production factor, due to the need of great investments in machinery. All knowledge in
management was aimed at optimizing the use of capital (tailoring methods of
production). In the Era of knowledge, knowledge has become the principal factor of
production, eclipsing the rest. The optimisation of the use of knowledge, became the
goal of the business management.
The following Picture illustrates the three realities.
Fig. I – Knowledge as a factor of production
Capital

AGRICULTURAL ERA
Work
knowledge

INDUSTRIAL ERA

Land
Capital

Work
knowledge

KNOWLEDGE ERA

Land
Capital

Work
knowledge

Land

Source: Adapted KPMG (1999), referred by Medrano Chivite et al (2003):

The change from the Industrial Era to the Knowledge Era, has become a strategic goal
for Europe since the Lisbon 2000 Summit, where the member countries agreed to
convert Europe to the economics of knowledge and the most competitive and dynamic
in the world over the next 10 years. This strategic goal was studied by the following
European Councils, particularly the one in Barcelona 2002 and recently by the
Commission. In 2003, it was reported to the European Parliament, the Economic and
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Social Committee and the Regional Committees (Medrano Chivite et al (2003), who in
turn established new directives.
1.3. Intangible
1.3.1 Intellectual Capital

Presently, in a knowledge based society, within the assets available in a business, the
joint knowledge of the people is prominent – Intellectual Capital – its evaluation is one
of the most important activities to be done. In fact, this is determining the knowledge
and the skills of each individual and then order, classify and record these so that they
are accessible to the whole organisation. Besides this and to complement the previous
thoughts, one of the conclusions arrived at the 1st International Congress on Knowledge
Management, in Madrid, May 2000 (Medrano Chivite et al, 2003)., was that the
Intellectual Capital represents a set of intangible assets that generates value for the
organisation, its evaluation and share being essential.
Thus, the intangible assets start in knowledge, skills, values and attitudes of the people
that are part of the organisation. These are known as Intellectual Capital and include the
implicit and detailed knowledge that generates economic value for the organisation.
The intangible assets have no physical presence, they cannot be seen, or touched but can
be identified and adequately classified. (Viedma, 2003; Medrano Chivite et al, 2003), as
shown in the figure below.

Intangible Assets
Property
(Value in
Accountancy)
External Structure
Intangible Assets
less liabilities
(Brands, clients and
relationships with
suppliers)

Internal Structure

Individual
Skills

(Company:
Management, structure
legal, systems, manuals,
patents of I&D,
Software)

(Know how,
knowledge,
skills,
qualifications,
experience)

As a result, they can be classified as:
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1. Personal skills Assets: refers to the qualifications, experience, know how,
knowledge, skills, values and attitudes of the people working for the organisation.
They are not property of the organisation. This type of assets is also called Human
Capital.
2. Internal Structure Assets: refers to the formal and informal structure of the
organisation, work methods and procedures, to the software, the database, the
Research and Development (R&D), board and management systems and the culture
of the organisation. These assets are the property of the organisation and some can
be legally protected, such as the patents, intellectual property, etc.
3. External Structure Assets: List of clients, relationship with suppliers, co-operation
agreements, technological agreements, of production and commerce. These assets
are the propriety of the organisation and can be protected legally (commercial
brands, etc.).
1.3.2 Criteria for the classification of Intellectual Capital

The classifications of the Intellectual Capital listed in the specialized literature are
many, each one proposing a certain type of intangible assets. Table I lists the most
important ones
Table I – Principal models of classification of Intellectual Capital

PRINCIPAL MODELS OF CLASSIFICATION OF INTELLECTUAL CAPITAL
Model

Type of Intellectual Capital

Financial Perspective
Client Perspective
Perspective of the internal procedure
Perspective of learning and growth
The
Technology Market Assets
Broker
Intellectual Property Assets
Person centred Assets
Infra-structure Assets
Navigator de Skandia Human Capital
Structural Capital
Client Capital
Intangible
Assets Competence of associates
Monitor
Internal Component
External Component

Principal authors

Balanced Scorecard
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Kaplan e Norton
(1992)

Brooking (1996)
Edvinsson e Malone
(1997)
Sveiby (1997)

Management by skills

Intellect

Human Capital
Organisational Capital
Technological Capital
Relational Capital
Human Capital
Structural Capital
Relational Capital

Bueno (1998)

Euroforum (1998)

Source: Navas López and Urbina Criado (2002)

As Claimed by the above authors, in all the classifications there is a need for a deeper
analysis of the criteria on which they are based. That is, there are distinct types, but
they do not show clearly the bases that differentiate the intangibles. The specialized
literature shows many criteria for establishing classifications, which are summarised
below. (Navas López e Urbina Criado, 2002).
IN ACCORDANCE WITH THE NATURE OF THE INTANGIBLE

The first criteria to be taken into consideration, has to do with the nature of the
intangibles, distinguishing in accordance with the basic contents in each of the types.
This criterion characterises the elements of the Intellectual Capital into three types:
human, structural and relational, according to the essence of each one of them.
In accordance with this concept, we give prominence to the Intellect Model proposal, of
Euroforum (1998), indicated in Figure I, which divides Intellectual Capital into Human
Capital, Structural Capital and Relational Capital.
The Human Capital refers to the knowledge of persons useful to the organisation, as
well as their ability to produce it, that is, their ability to learn. It is basically owned by
persons, seeing that is based on them, where the person is the centre of its development
and growth, its analysis being eminently personal.
The Structural Capital refers to the knowledge that is property of the organisation and
remains in the organisation when the people leave, since it is independent from them,
for example the culture of the organisation, the intellectual property, the process and
product technologies, etc.
Relational Capital refers to a set of relationships that the enterprise maintains
externally, or with internal agents. In this group, amongst others we may include, client
loyalty, client satisfaction, a well-known brand, company reputation, as well as the inter
relationships with suppliers and other agents.
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Fig. II –Intellect Model
INTELLECT MODEL
BLOCKS

HUMAN
CAPITAL

+

STRUCTURAL
CAPITAL

+

PRESENT

RELATIONARY
CAPITAL

FUTURE

TIME PERIOD

Source: Euroforum (1998), referred by Navas López and Urbina Criado (2002:165)

SECOND LEVEL OF KNOWLEDGE CODING

A basic criterion considered in many of the established classifications is what
differentiates knowledge according to the level of codification, according to its implied
or detail character. The other authors used other terminologies to name these concepts,
such

as:

Inserted/Migratory,

Implied/Explicit,

Implied/compatible,

Systematic/Independent,

Specific/Non-compatible,

Transferable/Non-Transferable

or

Private/Public, that meet similar criteria to the ones above.
The relevance of the criteria is based on the formal description of the knowledge owned
by the organisation, in a way that we can say the more this knowledge is implied the
more difficult it is to copy or substitute by the competitors, benefiting the sustainable
competitive advantage cycle (Lubit, 2001, quoted by Navas López and Urbina Criado,
2002).
ACCORDING TO THE POSSIBILITY OF LEGAL DEFENCE
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Another interesting criteria, although not often mentioned in the literature, except in
proposals such as from Hall (1992, 1993) and Fernandez et al (1998), referred by Navas
López and Urbina Criado (2002), is what differentiates according to the possibility of
defence by the organisation, between knowledge that can be legally defended and non
defendable.
The relevance of this criterion is based in the difficulty of protecting knowledge due to
the circumstances of rights over many intangible resources not being properly defined
and, consequently, being susceptible to appropriation by other agents, or illegal
copying. Thus, the ability to protect the resources legally is essential, to assure
ownership of these and at the same time prevent competitors from using them. For
example, the patents and brands (trademarks) are resources that can be protected, but
personal knowledge, because it is based on persons, is more difficult to protect.
ACCORDING TO THE ASSOCIATION OF HUMAN RESOURCES

The intangible resources can be dependant on people or not (Hall, 1992, 1993), stated
by Navas López and Urbina Criado (2002). Based on this premise, this criterion
differentiates the knowledge of the human resources of the organisation between
individuals and groups.

In this case the intangibles not associated with human

resources, are the ones that can truly be considered property of the organisation, because
they are independent from the persons representing them. We can thus identify those
associated with human resources as individual by nature, while those not associated
with human resources to be of a more collective type. This criterion is interesting to
distinguish the kinds of intangibles which are personal (for example personal
knowledge) and which are part of the organisation as a result of its group
characteristics, which can be shared by the members of the organisation (for example
the organizational culture).
ACCORDING TO THE ONTOLOGICAL DIMENSION

Nonaka (1994) and Nonaka and Takeuchi (1995), referred by Navas López and Urbina
Criado (2002), propose the ontological dimension according to the level of social
interaction that the intangibles are considered. This criterion permits distinguishing
between four levels of analysis: the individual, the group, organizational and inter
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organizational. The logic of this criterion is based in, the first phase, that knowledge is
created on a personal level. The organization should have creative people and provide a
climate that favours the creation of knowledge, seeing that it comes from people.
However knowledge can be combined on a group level, organizational and inter
organizational, allowing for the emergence of new dimensions of the same (Nonaka,
1994, stated by Navas López and Urbina Criado (2002).
2. The intangible assets in the Public Sector
Due to its particularities, the public sector shows various differences as far as the
applicability of the Intellectual Capital Ideas, as set out below (Bossi Queiroz et al,
2001).
Low stimulus to adopt the new management practices.

It is frequent that

management in the public sector is slow to adopt the innovations occurring in the
private sector, who in the fight for survival, and operating in a competitive
environment, need to adopt the best management practices very fast. This also
applies to the intangible assets.

The status of monopoly and the absence of

competition in the public sector, slow the effort to incorporate the measurement and
recording of the intangible assets, which is not the best marker to stimulate the
development.

However, the modern management of the public sector claims

customer care and the quality of the services as its banner, considering the possible
contributions of the Intellectual Capital.
•

Intangible Goals. The goals of the public entities are diverse and dependant of the
administered area (national security, justice, education, etc.), but generally they are
more intangible than those of the private sector, who is concerned with the
profitability and the creation of wealth for the shareholder.
The impossibility of using the stock market listing and the limitations of using
financial ratios to evaluate the management of the public entity, made the use of
management indicators or techniques such as Analysis Involving Data to measure
the efficiency of the public entities, popular. As far as Intellectual Capital is
concerned we could suggest alternative indicators to measure the degree of goal
achievement of a public entity.
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•

Social and environmental responsibility. Private concerns see these responsibilities
as an expense, and many consider these as intangible assets which improve its
image. These enterprises often report the repercussion of their actions on society
and the environment, in documents attached to their annual accounts. In the case of
public entities, this should be expected, it is a commitment that should not be merely
considered as something to improve its image, but should be part of its goals.

•

The services are intangible. The greatest part of the product of the public sector is
services, and therefore intangible, although in some cases they may produce tangible
goods, such as roads for example. It is important to note that the quality control of
goods and services is different. It requires the use of specific procedures to evaluate
the intangible, such as customer satisfaction surveys.

•

The resources are intangibles. The resources used by public administration are more
intangible than those used by the private enterprises. Traditionally, the resources
used by the enterprises are four: raw materials, machinery, capital and human
resources, although presently it is also considered that knowledge is a fundamental
input that should be added to the previous list. The first three are tangible assets.
The human resources and knowledge are intangible assets.
Each economic sector uses the resources in a different way: in the industrial
enterprise the most important is the use of machinery, in financial enterprises their
main resource is capital, etc. In the public sector, raw materials, machinery and
capital are not as important, but on the other hand the human resources and
knowledge are basic elements in any model of Intellectual Capital.

•

Limited margin of manoeuvre for the manager. In public entities strict control and
transparency in management are a reality. Some of the bases of the Intellectual
Capital, although they appear attractive to be applied in public entities, it is
presently difficult to apply them. Frequently managers are tied to norms and
procedures that they have to follow unscrupulously. In the case of human resources,
where the rigidity of the systems of access or consolidation in the public sector can
leave out good professionals that did not pass the entrance tests. In the present
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context, in the greatest part of the public sector the idea of Intellectual Capital does
not prosper.
•

Lower urgency in quantifying. From an internal point of view, the use of intangible
assets for managers to take decisions, is different for the private sector and the
public sector. In a private sector company the intangible assets have to be used to
make a profit. The economic goals in the private sector require the quantification of
the value of the intangibles, a complex and subjective process that is very
unmotivating for many enterprises to get involved in Intellectual Capital
programmes.

The focus of the manager in the public sector on the topic of

intangibles, favours its practical application because the demand for quantification is
not so high and therefore it is easier to implement.
•

Showing Externally. The public entities have to meet the demand for information
from external users. As far as Intellectual Capital is concerned it is important,
amongst others, to show the efforts to optimize the rationality of the internal
organization, develop its human resources and improve its image, its impact in
society and the environment.

It is expected that the managers of the enterprises to include in the annual accounts
some information about the Intellectual Capital, at least in the short term.

It is

considered mainly as an internal management tool. However, in the public sector it
would be necessary to regulate and control the presentation of documents preventing,
for example, approval of bad investments and unnecessary waste such as the “costly
improvement of the image of the entity” (Navas López e Urbina Criado, 2002).
3. The Intellectual Capital in the Public Sector
3.1 A model of Intellectual Capital for the Public Sector

There have been some attempts to apply the models of Intellectual Capital in the public
sector. The Balanced Scorecard was applied in the public road of Barcelona, the
Business Navigator, whose initial application was done in the Skandia Insurance
Company, and was adapted in 1999 by Edvisson and Stenfelt to the public sector and
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the model of Sveiby (1997) was used by an Australian public entity the Agency of the
Department of Industry, Science and Tourism (Bossi Queiroz et al, 2001).
The present models of Intellectual Capital have a common problem regarding its
immediate application to the public sector: they focus on explaining the difference
between the market value of the enterprise and its accounting value. It makes no sense
in the case of the public sector to get the market value of the local government or of the
National Police force. An integral management model for the public sector, that
includes indicators of the intangible assets, should show how the intangibles assets can
be used to improve the quality of services provided to the citizens and to achieve
management excellence, as well as to reflect the social and environmental commitment
of the entity.
Furthermore, concerning the component of the Intellectual Capital, we found
differences in the goals of the public and private sector. As an example we have
“Clientele Capital” or the “external structure”, which in a private enterprise is stated
merely in terms of the value of the customers and by the brand. In the public sector the
customers are the citizens and even if they could be compared to clients, the lack of
ability or choice of the first, makes the indicators different. In the public sector we also
cannot speak about a brand or a trademark, but we can speak about the image. The
human and organizational capital also has its own particularities in the public sector.
Nearly all the models give human capital the most importance, such as that of Sveiby
(1997), the Intellect of Euroforum (1998) or the Navigator of Edvinsson and Malone
(1997). In spite of these differences, the contributions and a good part of the indicators
proposed in the models of Intellectual Capital, can be perfectly applied to the public
sector (Bossi Queiroz et al, 2001).
Figure II shows a proposal of a model to be applied to the public sector suggested by
Bossi Queiroz et al, (2001), represented by a stairway with three landings, in a XY
graph.
In the public sector whatever the actual goal of the administration (social security,
education, health, etc.), the manager should trace a path with a view to excellence and
the quality of service. The stairway follows this path and in each step are the concepts
or factors that the manager can manage.
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Fig. III - Model of Intellectual Capital for the public sector
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Source: Bossi Queiroz et al (2001)

According to Núñez (2003), the Intellectual Capital is an accounting concept, when
considered as implementing a model for measuring intangible assets. The problem with
these models is that the intangibles cannot be valued with uniform measuring units,
therefore cannot be shown as intangible accountancy, as such. In any way, the
measurement of the Intellectual Capital allows for the creation of an image very close to
the value of the intangible of the organization. It is important to determine if the
intangibles of that organization improve or not, that is if they have a positive tendency.
Considering these limitations, to maintain coherence with accountancy, the previous
graph the Y axis represents the degree of intangibility of the assets, while the X axis
shows the levels of management, which corresponds to the three classic levels of Simon
(1960): operative, intermediate and strategic.
The first landing of the stairway corresponds to the operative level and the administrator
manages typical concepts of public accounting (invoices, payments to suppliers, etc).
From this we get indicators that show aspects of control of the operations. Note that
traditional accounting includes some intangible entries, which is represented in Figure
III by a horizontal line that separates the tangible from the intangible concepts. It is
important to note, on a temporary perspective, that the indicators obtained from the
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accounting information, reflects the importance that the historical data has for
management.
The second landing, corresponds to the level of intermediate management. The concepts
used refer to aspects such as economy, efficiency and efficacy of management and
normally this has to do with tangible assets quantifiable by the management indicators
(cost control, productivity, etc.) But in this phase there are also numerous intangible
concepts more difficult to quantify, at least in relation to the previous point. The
selection of indicators tangible and intangible that makes up this phase reveals the day
to day activity of the entity, both by its nature as well as by its function.
Once this second phase is surpassed, in the third landing the manager approaches
tangible strategic concepts such as clearing of accounts, execution of the budget,
financial equilibrium, etc., which is quantified through budget and financial indicators,
as well as, amongst others, the level of borrowing, the degree of execution of the
revenue and expenses, the investment index or the evolution of the current expenses.
This landing shows countless intangible concepts such as the image of the organisation,
the motivation of the employees, the social responsibility, the impartiality of
management before the citizens, etc., corresponding therefore to the strategic level of
the organisation.
Seeing that this deals with the strategic level and long term planning, the indicators that
make up this phase have to do with the future of the entity. As we progress on the level
of management (X axis), the concepts become more intangible (Y axis), that is why the
graph takes the form of a stairway. The stairway is accumulative and to reach the last
landing we have to go through the first ones. This serves to show that in the public
sector, the way to excellence is through meeting the requirements of accounts control,
budget adjustments, economy, efficacy and efficiency (Bossi Queiroz et al, 2001).
3.2 Indicators Proposal

Previously we showed a model of Intellectual Capital for the public sector. At this point
we show some indicators to be used by public entities. As complement to the model,
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Bossi Queiroz et al (2001) believe that it is necessary to prepare a table of results1
where indicators of tangible concepts are included, for each of the three phases. Since
the indicators of the intangible concepts, are sufficiently known, we show some
indicators of the intangible concept, especially of a strategic level. Such indicators
should meet the conditions required for all the financial information of the public sector
(GASB, 1987; Torres, 1991): ability to be understood, viability, relevance, opportunity
and consistency.
Based on the arguments of Bossi Queiroz et al (2001) and of Rodríguez Ruiz (2003),
we selected the following indicators, which can be complemented with others that the
organization deems as adequate.
3.2.1 Indicators of internal organization

Innovation – in the public sector some entities have the skills to audit, it could even be
their main activity.

This immaterial asset is shown in the traditional financial

statements as expenses with I&D, patents, etc. coming from indicators in the accounts,
but there is some doubt if these truthfully reflect the capability of the entity to innovate.
The accounts merely states the expenses made, where as in the case of Intellectual
Capital a report that reflects how innovation contributes for the fulfilment of the goals
would be more appropriate and would include such indicators as the “investigation
projects in which the entity takes part” or “prizes or recognition of innovation”.
Know How – Although very often these cannot be valued with an amount, at least the
components of know how can be recorded. For example, we can show in a report the
“new challenges that the organization had to face and that increased our capability of
doing”, as the organization of an international congress or other activities. In the same
manner, the “new competencies that the entity assumes” and that enrich its know-how.
Organizational structure capital – as intangible concepts we can also include the type
of organization, the degree of decentralization in decision making, the level of internal
bureaucracy and the ability of working in group. These are concepts that are not
reflected in the financial statements, with the exception of some expenses such as those
1

Balanced scorecard.
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resulting from the activity of the department of methods organisation, if that is the case.
The majority of the indicators are found through an internal audit, especially auditing
the procedures and the Computer software use. Examples of indicators for this concept
can be the “degree of automation of administrative tasks”, the “number of documents
that are no longer prepared in a paper format”, the “number of steps to develop a
procedure”, the “percentage of personnel working directly with the public and those in
an office”, the “percentage of administrative personnel versus directors”, the
“percentage of irreplaceable personnel”, the “percentage of workers on telephone
work”, the “activities carried out with computer work tools in the group” or the “the
percentage of employees with access to Internet and the degree of usage”.
Organizational Culture – The indicators to quantify these concepts can be acquired in
sociological studies, internal surveys, personality tests, checking attitudes, etc. If we
want to know if a society has an individualist or group culture, we can ask those
responsible for the personnel if when they contract a new employee, do they prefer that
his profile is compatible with the group or that he be brilliant. There may be other
indicators from external sources, such as for example, the “frequency of the contact
with citizens”.
As soon as the information is collected exploratory techniques of multi variable data
analysis can be applied as the factorial analysis. The multi dimensional scales or the
cluster analysis gives us the type of culture of the organisation.
3.2.2 External relations Indicators

Image – The image can be an important intangible asset for the public entities, because
it contributes to achieve its goals or increase its development opportunities.

The

indicators can be collected from opinion polls. In this way we can see “the degree of
knowledge of the service” “service valuation indexes”, “references to the entity in the
media”, “events of international impact organized which will be followed by others”,
etc.
Service quality – According to ECA (1997), there is the need to build indicators of
quality for public administrators and it is without doubt the intangible asset that
managers pay more attention to. These indicators can be found as “quality prizes”,
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“quality certificates won”, “points from quality audits”, “the number of services that
were not successful” or “level of internet services provided used”.
Relationship of the organization with other external agents – To measure the network of
agreements of an enterprise, we can look at recorded data such as the percentage of
shareholders that it has, but in the case of the public sector it is necessary to use other
indicators. The strength or capability to influence can be measured with the “capacity to
attract users from different geographical areas that access the service”, the “international
impact of the events which it organises”, the “capability to acquire reciprocal
international aid in the case of need”, etc.
3.2.3 Human capital indicators

Aptitude of the human resources – The human resources with their knowledge, skills
and attitudes are fundamental for the entity to achieve its goals (Klase, 1996). Having
competent employees, capable, qualified for the position, active people with the ability
to innovate and influence, this is a fundamental intangible asset to achieve the goals of
the organization. Besides the marks gained in the public sector admittance tests and the
number of years worked in this sector, as a measure of aptitude, indicators that show the
suitability of the employee to the work position, should also be used. The organisation
should consider indicators that measure possible shift from the optimal balance, for
example, between the veterans and the younger employees, or the number people
available to work in distinct geographical or functional environments.
Permanent Learning – The organisation should ensure permanent updating and
continuous training of the employees, as a method of maintaining and increasing their
capabilities. An immediate indicator can be obtained in the accounts, these are the
“expenses with training”, but this does not prove that the money used was well spent.
Other indicators that maybe obtained, but with the same limitations, is the “number of
training hours per person per year”, or the “percentage of people that were given
training in the year”. Other indicators, more audacious, but demanding from the entity a
collection of additional data, with controls and interviews, are the “the courses which
were attended over the past year and that were fruitful” and “the training satisfaction
index”, the “employees who took part in projects carried out by the organisation and
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have contributed to improving their professional competence” or the “percentage of
training applied in the work post”.
Working conditions – Intangible concepts such as the environment, the possibilities of
promotion, the incentives of safety at work, have an impact in the income of the
employees. The work environment and social climate can be measured with “number of
hours of absenteeism” or “voluntary sick leave by the number of employees”,
“dismissals” etc. The security at work can be measured with indicators such as
“numbers of personal accidents” or the “hours lost due to accidents”. A remunerated
system for public sector employees based on the level of education, the post, the
category and seniority is not the most stimulating, but the transparency required in the
public sector leaving a small margin for alternative remuneration formulas. The
indicators to measure this system can be “percentage of the income resulting from
productivity”, “percentage of employees with a variable remuneration”, “loss or gain of
buying power”, etc.
3.2.4 Indicators of social and environmental commitment

Social Commitment – The indicators found in the accounts we point out the expense
with grants awarded, donations and social undertakings, etc.
Environmental Commitment – Various professional associations proposed indicators
integrated in tables of environmental results such as those of American Accounting
Association, AAA (1973) and the AECA in their document 13 (1996), referred by
(Bossi Queiroz et al (2001). The indicators for this item are “percentage of recycling”,
“water saving”, “noise emission”, “levels of contamination” “damage caused”, etc.
Conclusions
In the public sector, be it the resources used or the goals of the administration, or the
output (the majority services), are more intangible than in the majority of private
enterprises, therefore the ideal area to apply the theories of Intellectual Capital. Another
factor supporting its use as opposed to private enterprises, is that there is no great
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urgency in quantifying all the intangibles due to a possible sale, of the whole enterprise,
or of its brand or assets.
The Intellectual Capital indicators can become a key instrument to explain the
procedures of gaining competitive advantage and the inclusion of the intangible assets
in the general strategy of the organisation.
The valuation of the intangible assets is a task traditionally done by financial
accounting.

However, the different accounting systems do not show the factors

responsible for generating the value beyond the financial sphere, resulting in the
proliferation of non financial indicator systems to show the intangibles acquired or
produced by the organization.
The planning of these indicators have been done without a theoretical base, based in
measuring and generally accepted recognition criteria, making it necessary to identify
the best practices of management of intangibles and promote its generalization.
The indicators of Intellectual Capital should provide quantification information of the
intangibles in different units of measure, information for mangers and information for
third parties.
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ABSTRACT
The Portuguese state universities have as a principal mission the organisation of
higher education and research.

The current state of affairs demands from these

institutions a much quicker response capability and a much more efficient operation,
which will be almost impossible without the implementation of new strategies. The
management indicators are tools that the state universities can use, as their application
in the operation will permit the exercise of the university management control with
economic, efficient and efficacious criterion.
It is however necessary, to introduce new types of management that will lead to
improved motivation, productivity and obtaining results that become real benefits for
society. This paper shows a group of management indicators, made to support the
university management process.

Introduction
The Portuguese state universities are contributors with public rights, they are a
legal entity with own assets, with a great autonomy: statute, scientific, pedagogical,
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disciplinary, administrative and financial. Its principal mission is the organisation of
higher education and research. They are centres of creativity, transmission and
propagation o culture, science and technology, who through joining the study, the
teaching and the research, become part of the life of the society.
The University, as an entity provider of a public service of higher education,
applies methods for the performance of a set of activities, with the aim to reach their
strategic goals. The current state of affairs makes it necessary for these institutions to
have a much quicker response and a more efficient performance, which will not be
achieved without the implementation of new strategies.
The public expense cutback makes it necessary to look for other sources of
financing and from an economic point of view, a bigger effort to achieve a more
efficient management. It is necessary therefore to use management tools that are more
dynamic and suited to the situation.
The state universities, as public entities, should have tools that can assist them in
performing their activities in a perspective directed to the clients, try to introduce
competence in the market, promote the desire to improve, while at the same time
emphasizing a greater responsibility of its leaders.
The management indicators are tools that the state universities may use, because
its application will permit the exercise of control of the university management, with
economic, efficient, and efficacious criterion.
Decision are taken in a context of great uncertainty and continuous change. It is
therefore essential to improve the process of decision making.
The universities should look at formulating a strategy that will permit them to
carry on their activities in accordance with current affairs, so that they can be in a
leading position.
Formulating a strategy means identifying the mission of the organisation, the
definition of the goals, the analyses of the background (threats and opportunities), the
internal diagnose (strong and weak points of the organisation) and choosing the strategy
to achieve the goals.
The process of strategic management should be shared, assuring in this manner a
better quality of the decisions taken. The planning process in the university on a
strategic level, should involve the decision about the goals of the organisation as a
whole and their strategy regarding the products and the markets; which are the
necessary resources to achieve such goals and the allocation to the different areas.
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The University should develop a strategic view, continually assessing the
context, taking advantage of the opportunities and protecting themselves against the
threats, by choosing a strategy that becomes a competitive advantage over the
competitors.
The need in the case of the state universities, to have an information system
and a management control adequate for their needs. Making a challenge to show the
existing differences between public and private management.
The education, training and research as qualitative experiences, cannot be totally
or even partially changed into a business logic working as an absolute standard of
reference for the management practices of education organisations.
In fact, universities are important organisations that place special emphasis in
the identification, analysis and working procedures, with a view to a better performance
and excellence of the services. Very often the faculties or departments and those in
charge of them are worlds apart from other managers, both in the management as well
as in the tasks. As a result of this compartmentalization, we see that those responsible
are only concerned with their Faculty/Department, steering away from the goals of the
institution.
It is necessary therefore to introduce new forms of management that will lead to
greater motivation, productivity and getting the results, that can change into real
benefits for the society.
In a process of this nature, it is very important to explain the goals of each
process, determine exactly how to measure and who should measure the efficiency of
their function all the time. Through the systematic study, it is possible to determine
which steps can be reduced or eliminated, procedures that can be suspended, additional
training necessary to assist people in carrying out their duties more efficiently,
technology can be introduced to make the procedures quicker, etc.
The search for an analysis generally results in an improvement of the processes
– the procedures are more efficient, more effective more in line with the needs of the
organisation and the parties involved. The key of the procedure analysis and the
improvement of the organisation in general, has a special importance in higher
education.
1. Characteristics of the management indicators
-3-

The indicators are necessary to be able to improve. What cannot be measured
cannot be controlled, and what cannot be controlled cannot be managed.

The

background environment of the universities requires them to have a better capability of
response and a more efficient functioning, which can only be achieved if strategies and
mechanisms are implemented, such as the use of indicators (Ariza e López, 2000).
When considering the topic of the improvement of university management, the
lack of trustworthy information, to base decisions on, is a very serious problem. Far too
many of the basic elements of the productive system of the institutions need a clear
definition, and not even basic concepts such as those of the “student” , the ”professor”,
“whole time”, are unequivocally defined (Lausin, 2004 ).
When we try to gain some knowledge of some of the relevant variables to
analyse the productive system of the universities, such as for example, the average time
of permanence or drop out rates, we soon find out that these are not available.
Regarding the output measures, with the exception of the number of graduates, these are
either partial or do not exist, including economic values, that considering their nature
are easier to measure, but also have definition problems. As far as the latter is
concerned, knowing that some universities may have their internal situation resolved,
there is no consensus for all the universities, making a possible comparison impossible
and this makes decision making difficult.
It is therefore clear that the political leaders want information available to assess
the universities, on their competence, if the expected goals are met, and at what cost. In
the same manner, the governing bodies of the universities need to know the
performance of their institution in relation to others, and the potential students have a
right to know which institutions have a better record in passing knowledge and in the
integration of their graduates in the professional life.
Thus, we expect that the university system to respond to the needs of the
productive sector and of society in general, be less dependant on government funding,
and guarantee accessibility to a wider range of the population, and be more efficient.
This last demand requires careful monitoring and evaluation of the performance of the
universities, which needs the definition of income indicators.
Considering the significance given to the concepts of economy, efficiency and
efficacy, it is important to point out that the attribution of amounts to each of the three

-4-

classes of precise indicators, needs in an unequivocal manner, to have available
measurable data. In the case of the indicator of efficacy, expressed in the goals expected
and met; in the case of measuring efficiency, of the results achieved and the costs
incurred; and lastly the quantity, quality, price and moment in time when the acquisition
of goods and services were effected, for the effects of quantification of the indicators of
the economy.
According to Galera et al (2000:36), the state universities must have a typology
of indicators available, whose main objective is the collection and measuring
information necessary for the attribution of numerical values to the corresponding
indicators of efficacy, efficiency and economy.
The same authors (2000:36) suggest a typification of the indicators used in the
referred collection of information by the university institutions, whose details we show
below;
Indicators of acquisition prices
Indicators of physical quantity acquired
Indicators of the technical quality of the
investments
Temporal Indicators of the investments
Consumption indicators
Output indicators
Impact indicators

ENTRY INDICATORS

PROCESS INDICATORS
IMPACT INDICATORS

Search Indicators
Quality Indicators
Usefulness Indicators
Surroundings Indicators

OTHER INDICATORS

Source: Navarro Galera et al (2000: 36).

Entry Indicators are those that provide the necessary information about the
investments, both the current factors as well as the capital factors, carried out by
the university, the control object, during a set period of time.
Procedure Indicators are those that show two fronts of action clearly restricted
to: a) measuring the productive consumption factors that were applied in the
production procedure of the university; b) measurement of quantity of goods and
services that, being generated by the mentioned productive process, were handed
to the users of the university output.
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Impact Indicators, their scope of measurement has to do with certain
phenomenon happening outside the assessed university, with the aim to inform
the degree of coverage of the social needs covered by their action. Therefore,
measuring the oscillation in the quality of life and of the social benefits
experienced by the members of the society in general and the university
community in particular, as a result of the activities performed by the university,
make up the basic goal.
The total of all the other indicators, are included in the group of
management indicators that not being susceptible fit in the framework of the
previous typologies, and can also be useful in the control of efficacy, efficiency
and economy.
According to Pereira and Tavares (2002:84), the budget restrictions and the
demand for a more rational management and efficiency of the higher education, favour
the search for new performance indicators that can be used as a tool for decision making
regarding funding and distribution of resources. In the 80’s there was an intensive study
of the performance indicators and in 1985, the OCDE carried out a research in 15
member states, by the Education and Innovation Research Centre,

on the use of

performance indicators in higher education.
According to (Hüfner, 1991), mentioned by Pereira and Tavares (2002:84) the
OCDE study identified four categories of indicators:
•

Internal performance indicators – are indicators based on the internal
information produced by the institution, such as the pass rate, the graduate
rate, the number of dissertations accepted, the average duration of the
course, the assessment of the professors by the students, amongst others.

•

Indicators of operational performance – are those that refer to the internal
activities of the departments and are related with the internal activity of the
university. Quoting for example, the student/professor ratio, the
student/worker ratio, the unit costs, the size of the classes, ratio of
employees, and the student/computer ratio.
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•

External performance Indicators – refer to information external to the
university, such as, employability of the graduates and reputation of the
university in the work market.

•

Research Performance Indicators – aims at assessing the research
activities of the university.

They are for example, the number of

publications, percentages in the research contracts, the number of
dissertations accepted, consultations provided, inventions and/or patents,
invitations to relevant scientific conferences, awards and distinctions.
A work group advised that the performance indicators in higher education
should have the following characteristics (Hüfner, 1991), mentioned by Pereira and
Tavares (2002:84): comply with the mission of the university, that is, they should reflect
the main activities of the universities, which are education and research; b) specific,
quantifiable and standardized, in order to be able to compare the different universities or
even make internal comparisons between departments; c) simple and consistent with the
activities for which they will be a reference for a decision; d) acceptable and true, for
all those involved in the assessment; e) bring information about the activities and
operation of the universities, information that should result in more questions.
The work group proposed a set of twenty four indicators, sixteen of which
should be adopted immediately (Hüfner 1991), quoted by Pereira and Tavares
(2002:85).
The construction of these indicators have a set of practical and methodological
problems, which have to be resolved. In the first place, its construction depends on the
available information. In the second place, these indicators are made for the whole
organisation and very often it may be necessary to apply indicators to the “cost
Centres”. In third place, the institutions should not limit themselves to the use of a
single approach to measure the performance, because it maybe useful to compare the
results produced by the different approaches. Fourth, the research on performance
indicators should not be merely centred in one activity of the organisation, because the
existence of indicators for all activities could facilitate decisions. Fifth and last Johnes
and Taylor (1990), referred by Pereira and Tavares (2002:86), are in favour that it is
necessary to have credible information on the careers of the teaching and non teaching
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staff. This has been an area where the performance indicators have had great difficulty
in the collection of data.
As referred by Pereira and Tavares (2002:86), the performance indicators are a
valuable work tool when properly constructed and well founded, but may never
substitute the decision maker.
2. Preparation Techniques and implementation methodology
The implementation of a battery of management indicators in the university,
requires that two fundamental conditions are checked previously: a) institutionalization:
high degree of acceptance and generalized consensus, by those involved in the process
of management control, regarding the competence of the indicators previously chosen;
b) standardization: permanence in time of the same panel of indicators, as well as the
use by different universities, which will be subject to a comparative analysis.
Regarding these requirements, we should consider the previous experiences in
the various scopes of other public entities, of the institutional leaders, employees and
other workers, on the implementation of a new management or control systems. Thus,
the methodology to be used in the implementation of systems of management indicators
in the university, should have the direct participation of the managers, considering two
basic commitments:
• Should be the managers that value the improvements resulting from the use of
the indicators in their activities. If we want to implement the indicators, their
users must see in them a useful tool.
• The reality of the universities may show important limitations, regarding the
available information media. It is only considering the limitations, that we do
not run the risk of designing a series indicators that cannot be measured due to
the difficulty or cost of collecting the necessary data.
Navarro Galera et al (2000: 37), suggest the following stages should be followed
in the implementation of management indicators in the universities. It will therefore be
necessary to follow the following stages:
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Stage I – Approximation
At this stage, we explain to the various managers of the university which are the
goals of the project of implementation, so that they can voice their opinion and make
suggestions, including them right from the start. At the same time, we can observe a
real management situation, action methods and available information.
Stage II – Open proposal of the indicators
Based on the data and observation acquired, a set of management indicators are
proposed. The proposal should be open so that the managers can make their
suggestions, corrections, expansions and the estimates that they find necessary. At this
stage we want the university managers to participate actively hoping to make use of
their professional experience.
At this stage the managers will assess each proposed indicator, its
representativeness, its relevance, calculation viability, by awarding points, that will
oscillate between 0 (zero) and 10 (ten), with the possibility that they will propose new
indicators.
Stage III – Selection of the proposals with the highest degree of acceptance.
Here, we continue the selection, for each kind of service, those indicators that,
according to the points awarded in the previous stage, had the highest value. The
development of this stage allows us to work out the percentage of the whole, that the
managers consider as a necessary minimum for an indicator to reach the level of
“general consensus”, as well as the minimum value required for an indicator to be
considered acceptable.
Stage IV – Drawing the standardized indicator Panel
At this stage the key issue is in the selection of the optimal number of indicators
which should be used. This decision should be adopted from the data collected
considering the economic workability of each indicator and in any case, without loosing
site of the requirements of all the economic information, particularly the clearness,
-9-

relevance reasonability. In any case, the possibility of exploring the university systems
of indicators, is subject to the joint usage of the same batteries by the greatest possible
number of universities.
Once the frameworks of the management indicators are established, according to
the procedures previously described, we should proceed to the allocation of the
quantitative data to the selected indicators, for which the mentioned authors propose the
use of three techniques: documental techniques, techniques based on empirical
observations and live techniques.
The documental techniques consists in taking the information previously
obtained by the university. The person that will be in charge of awarding values to the
indicators should examine and inspect all the registers and documents, of an accounting
nature or extra accounting from which we hope to get relevant data to prove and
contrast their veracity before making the validation for the use.
The techniques based on the empirical observations, are used especially in the
collection of data connected with the facts or phenomenon that can hardly be assessed
without the physical presence of the person in charge and his measurements, on site. In
any case, the personal observation in loco can perform in certain cases a precious
function in supporting the documental techniques, mainly because they contribute to
verification of the value of the data.
Regarding the live techniques, based in opinion surveys and interviews carried
out on the public receptor of the services provided and to be provided. Its use in
measuring the needs of the university community is unquestionable. Also to obtain
information about changes experienced by them, and in consequence of the action taken
by the university. If we want the results of the use of these techniques to represent very
closely the university reality, certain precautions in their use should be taken, these are:
adequate professional training of the interviewers, search for the highest objectivity in
the making of the questionnaires to be answered by the public, and the selection of the
best size of the population sample. Even though this technique has certain
inconveniences, difficult to surpass, in certain occasions is doubtful if it is possible to
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prove that the answers given by the enquired, do not include factors that has nothing to
with the aim of the measurements.
3. Examples of indicators
To produce this information aimed at satisfying all these demands, some claim
the need of an indicator system that clearly reflects the situation of the universities, to
make the analysis of the functioning of each institution viable, assess their performance,
establish comparisons between them and support the decision taking (Ginés Mora,
1999:19).
However, the indicators can appear to be a limited tool (Ginés Mora, 1999:19;
Aibar Guzmán, 2003b:15). When included in procedures of quality, as those that a
great part of the universities are implementing, can become a valuable tool for
improvement, besides

supplying information to society and, has already referred

support the decision making process.
Ginés Mora (1999:25) argues that the universities should establish the indicators
aimed at making easier the relationship between society and the public administration,
and at the same time, make an internal analysis and implement the improvement
programmes.
Indicators to make decisions about procedures of institutional improvement.
In the procedures of internal improvements, true statistical information is
essential, to help understand the functioning of the institutions. It is essential to develop
two types of indicators. On the one hand the ones that are essential to take management
decisions in the institutions. They are especially important due to their economic
superiority the indicators of costs and staff. Besides these input indicators should be
developed, academic procedures and results of teaching and research, assisting in the
assessment of the efficacy of university production.
It is of great use to establish common criterions between the institutions for the
definition of the indicators, to make a comparison between them possible.
Indicators for administration decision making
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The high volume of resources of the universities, requires them to report on their
utilization, using transparent systems of information. The statement of accounts is
compulsory for public institutions, and cannot be seen merely as a statement of
accounting data. It is important to inform how the resources were used and the results of
their use. The indicators are a valuable tool for this end. Here the main function of the
indicators is to support the new mechanisms of allocating resources that are being
applied in the majority of the countries around us. From amongst those formulas, we
note the contracts programme, the funding by turnover that requires true countable
information about the reality of the institutions.
Besides this, it is necessary that the institutions reach an agreement about the
definition and utilization of the indictors, so that they are used to share resources under
homogeneous criterions. The input and the results indicators are the most relevant ones
for decision making by the administrations. Amongst others, Ginés Mora (1999:26)
suggests the use of socioeconomic impact indicators of the university products, such as
indicators concerning the employability of the university graduates, graduate
satisfaction or of the employees who received training, or the scientific or
socioeconomic impact of the research production.
Indicators of student decision making
When the students have to take decisions about the university studies, they need
basic information about the institutions and about the field of study to choose. The
information on this matter available in Portugal, is an entrance mark for those courses,
which immediately converting this offer demand element, in synonym of quality,
individual and social usefulness of the study field for the majority of the young people.
This situation can generate distorted effects that are unsustainable for much longer.
In a system of university quality, where the competition between the institutions
has increased in response to the social demand, the students should have information
available that is trustworthy and that will put them in a position to make decisions based
on reasonable criterions. The students have the right to know basic characteristics of
the courses, such as for example the average duration of the course, the employment
prospects, or the degree of satisfaction of older graduates.
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Indicators of decision making by the enterprises
Regarding the decisions of the enterprises about the universities, these can cover
two aspects: the employment of graduate and the co-operation in scientific and
technological projects. Both aspects need much more detailed information than is
available presently. The employers need the best information about the qualifications of
the university graduates, so that they can select those that appear more competent for
their needs. On the other hand, more detailed information about what the universities
are doing, or their research groups, is essential to create a climate of trust in the
possibilities of the universities to co-operate in the technological development of their
businesses.
All these aspects require the immediate definition and implantation of a system
of indicators that is commonly acceptable, that is an internal and external information
tool, favouring improvement, and may be used to take strategic decisions about the
individual institutions and about the system as a whole.
According to Ginés Mora (1999: 27), in order to reach a consensus about the
indicators of the universities, the process can be planned in two successive stages. In the
first place, the preparation of a proposal of statistical indicators, where a group of
specialists (managers and academics) should propose definitions and test them in
experiments. Then, they should prepare a global proposal for the whole university
system. In the next stage, the previous process could be repeated methodologically, to
define a system of turnover indicators for the universities.
For the Portuguese universities, once the consensus agreement on this system is
established, this process becomes a duty and a necessity which must to be implemented.
Vidal (1999:13), following Bottrill (1994), shows some examples of indicators
being used by the universities, such as:
The percentage of students admitted for their first option, also the so called
vocational rate, to show the degree of motivation of the students in the course they are
in. The higher this rate, the higher the number of motivated and happy students for
being in study field they chose.
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The percentage of students, who complete their degree in the set period, is
considered an indicator of the efficiency of the institution. If the students complete their
degree in the period set, the institution is meeting its goals for the established
programme. There are however, students that for the most varied reasons, do not
complete their degrees in the period set. This type of student can vary in the different
institutions, therefore it is necessary to complete this indicator with others.
The Scientific publications are the main results of the research activity, but its
use as the indicator of the activity or quality is very controversial (Maltrás, 1998),
referred by Vidal (1999: 13). The main issue lies in the fact that there are only
homogenous and consensual criterion about the quality of the publications or the media
where they are published (magazines and articles) in a few areas of knowledge
(experimental sciences, health.....). In areas such Chemistry, Physics, etc., followed by
the impact factor published in the Journal Citation Report of the Institute for Scientific
Information, being of little use in other areas
The funding allocated to the academic activity per student, is an indicator that
gives an idea of the resources available for the activity of each Tutor. Here we have the
issue that the more funding allocated, the greater resources available for the education
of the student and, therefore the higher the quality of the education. It is however
necessary to have an accounting management system available to make specific
allocations according to the activities.
Wallace (2000:2) also suggests some examples of indicators of the performance
of the university, such as, the number of degrees awarded, the average time the degrees
were completed, the performance of the graduates in authorised external exams, the
success of the faculty in attracting funding for competitive research, and the reputation
of the faculty amongst other identical ones. Additionally the indicators of performance
also include measures such as employability of the graduates, the index of the omission
of student loans, the student and society satisfaction measured by surveys, cost per
student or programme, and the creation of income through licence or patents.
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Navarro Galera et al (2000:41), show examples of the management indicators in
specific university areas:

Table - Examples of management indicators in specific areas of the universities

o Number of doctors’ theses with a favourable award / total number of doctorate candidates
(per academic course or degree)
o Number of students enrolled in doctorate courses / Number of graduates (per academic
course and degrees)
o Number of articles in magazines such as referee / Total number of researchers (per
knowledge area).
o Number of books published / Total number of researchers (per knowledge area).
o Number of papers presented at seminars and scientific meetings / Total number of
researchers (by areas of knowledge).
o Number of projects and research contracts sponsored / Total number of researchers (by
areas of knowledge).
o Number of registered patents / Number research projects (by areas of knowledge).
o Number of research groups subsidized / Total number of researchers (by areas of
knowledge).
o Budget resources used in research activities / Total number of researchers (by areas of
knowledge).
o Number of students enrolled / Total number of teaching staff (per graduate and academic
courses).
o Number of students enrolled / Square metres for the teaching activity and their
complementary services (per degree).
o Number students enrolled / Total number of administrative staff and services (per degree).
o Number of hours for practical training in enterprises and institutions / Total number of
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students enrolled (per degree)
o Number of students who failed / Total number of students enrolled (per degree).
o Number of students that complete their courses in the period set / Total number of
students enrolled (per degree)
o Number of Masters and Post-graduate courses / Number of graduates (per academic
course and degrees).
o Average time spent in the acquisition of investments:
o Number of hours spent in enrolments / Total number of students enrolled (per degree).
o Number of complaints made by the students.
o Average time spent in the management of an expense process.
o Number of expense processes handled / Total number of staff in administration and
services in administration management services.
o Number of hours for professional training of staff / Total number of staff in administration
and services

o Number of seminars carried out, outside of the university scope / Total number of teach
and research staff.

It should however be noted that there are technical difficulties in the use of
indicators in universities, that can increase, if the selection and analysis is done in a
manner without considering the needs. (Vidal, 1999:13).
Grao and Winter (1999: 84) formulate the following questions: do the indicators
measure what they should? Are they comprehensive? Do they measure the mission, the
vision or merely part of the organisation? Are the results used? And refers: the answer is
clearly no. To continue he says, in order to guarantee the quality of the university a
more comprehensive tool should be used. The European Model (EFQM – European
Foundation for Quality Management) which can be adopted by the university system.
Conclusions
The state universities should have tools available that allow them to manage
their activities to give client satisfaction, search for competence in the market,
encourage and motivate for improvement and encourage an increased responsibility on
the part of its directors.
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The management indicators are useful tools for the state universities, since their
application will permit the exercise of control of university management with economic,
efficient and efficacy criterion. Its use makes understanding the university system as a
whole and each institution and their relationship with each other easier. It is also a tool
for strategic information.
The state universities need to have a typology of indicators, whose main goal is
the capturing and measuring of the necessary information to allocate numerical values
corresponding to the indicators of efficacy, efficiency and economy.
The high volume of resources allocated to the universities, require these to
inform of the use they make of them by using transparent systems of information. For
this effect they need powerful tools capable of providing that information. The
management indictors have in this scope a very relevant role.
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Learning Transfer: Lessons Learned from Training
Classroom Teachers
Abstract
How can continuing professional educators set the stage to successfully transfer
skills and knowledge offered in their programs to the practice of the professional? This
presentation reports how training and working environments, attitudes, and experiences
influence transfer of learning for teachers. The study looks at variables during three
phases: the planning of continuing education programs, the presentation of the training,
and the professional's application of the training after returning to the work setting. This
study included middle classroom teachers from Virginia.
Findings indicate that several variables strongly influence successful transfer:
•

involvement in the pre-program planning process and self-motivation to
participate;

•

use of a variety of delivery approaches and involvement of the trainee in the
learning process;

•

immediate application of post-training experiences with organizational
support for the transfer of learning.

The data also suggests that the teachers would have experienced a higher level of transfer
if there had been an expectation that they would share the skills and knowledge with
others and be allowed time for implementation.

2

Introduction
Educators struggle to determine the best ways to make sure their students make
meaning out of the skills and knowledge offered in the classroom. Educators struggle in
the workplace with the same issue. If one considers the amount of training and
education conducted around the world, it becomes increasingly clear that educators have
an obligation to do more to ensure transfer of learning takes place as an outcome of their
programs. Merriam and Leahy (2005) in their review of learning transfer research say
educators can help with the issue of transfer by applying what we know about how adults
and children learn and then putting it into a context for designing educational programs.
This article suggests the context for educators to establish and the positive variables that
can be put into place to control transfer of learning.
The term ‘transfer of learning’ is used exclusively in this article, though the term
‘transfer of training’ and 'transfer to practice' could both be used interchangeably. This
article defines transfer of learning as, “The effective and continuing application by
learners – to their performance of jobs or other individual, organizational, or community
responsibilities – of knowledge and skills gained in learning activities.” (Broad, 1997,
p.2). The purpose of this article is to make suggestions for planning, designing, and
implementing training for teachers that include and emphasize transfer to practice.
Mandates of the No Child Left Behind Act (NCLB) for Adequate Yearly Progress
(AYP) are especially challenging for the middle grades where student progress often
stalls and achievement gaps widen. Students in first and second grades benefit from early
grade initiatives, their path to achievement becomes more difficult by fourth grade, and
real barriers to learning appear by eighth grade. While achievement at the fifth-grade
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level has steadily increased over the past few years, eighth-grade achievement has
decreased in many schools. The NCLB mandates present additional challenges to
divisions with high percentages of students receiving free and reduced lunch, AfricanAmerican students, and “hard-to-staff” schools with significant teacher and administrator
turnover.
In early 2004, the School-University Research Network (SURN), a consortium of
26 school divisions in Virginia with the College of William and Mary, agreed
unanimously on the priority for addressing student achievement needs in mathematics
and reading at the middle school level through improving the instructional skills of their
teachers. Superintendent members of SURN targeted improving teacher quality as a
factor for increasing achievement in reading and mathematics particularly for those
subgroups of grade 6-8 students at the lowest achievement levels; i.e., Special Education
and other students who perform below grade level and are at risk of not mastering the
Standards of Learning (SOL). A leadership and professional development program was
needed to build collaborative teams of mathematics, language arts, and special education
teachers who would learn research-based instructional strategies and transfer those
learned strategies into their classroom practice, and share what they learn with their
peers.
A critical question in designing effective professional development is what key
elements promote transfer of learning from the workshop to the classroom; or what
supports teachers in actually changing practice? Given the student achievement
challenges and the limited funds and time for professional development of teachers at the
middle school level, developing and implement professional development models that
promote transfer of teacher learning to classroom practice is critical.
Purpose of the Project
The professional development program goals focused on three major areas of
school improvement. First, we wanted to enhance participants’ knowledge and use of
scientifically proven instructional strategies and increase content area competency as
reflected in the content skills embedded in concomitantly-presented instructional
strategies and their reflection in the design and delivery of project products. To evaluate
this aim, we measured the degree to which participants transferred research-based
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strategies to the required lesson plans and used self- assessment surveys to measure
perceived transfer. Second, we aimed to prepare collaborative teams for implementing
effective professional development activities that connect teacher learning to student
performance as measured by self reports and the quality of participant presentation and
handouts at the project dissemination conference. Thirdly, we wanted to increase student
achievement as evidenced by the state and classroom assessment of student performance
in the focus areas of mathematics and English and reading.
Method
Participants
SURN’s 25 school division partners included 60 middle schools. In this
partnership, 76% of SURN divisions did not make Adequate Yearly Progress (AYP) and
33 middle schools (55%) were not then fully accredited. Additionally, 44% of SURN
divisions had pass rates of less than 60% on the Spring 2003 eighth-grade English
Standards of Learning Test and 28% of SURN divisions had a pass rate of less than 60%
on the Spring 2003 eighth-grade Mathematics Standards of Learning Test. Considering
the subgroups with middles schools, 15% of SURN division students qualified for
Special Education, 47% were classified as Minority, and 44% of the divisions had at least
49% of their students receiving free or reduced lunch.
In addition to reviewing and analyzing student achievement needs, SURN staff
collected and analyzed classroom observation data on teaching practices for reading
within a small ample of SURN classrooms. Observations revealed significant gaps
between current instruction and research-based practices in reading instruction in both
reading and mathematics. For example, data indicated that the majority (%) of teachers
lectured and rarely (%) engaged in modeling or coaching as teaching styles. Students
were observed listening more frequently (%) than observed in more active engagement
such as writing to learn (%).
Division superintendents identified high-needs middle schools, and the principal
of the target school created a team comprised of four teachers using a rubric that
emphasized content competency and teacher capacity for developing skills to lead
professional development activities. Most teams included two teachers for math
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(specialist, special educator, and/or mathematics teacher) and two teachers for reading
across the content areas (a specialist, special educator, and/or content teacher of history,
social studies, or language arts). The composition of the team varied according to the
needs of the school site. All schools included a special educator on the team to address
the NCLB goal of providing greater access to diverse populations and improving
classroom instruction and achievement of state standards. Teacher quality varied among
participants because of difficulties in recruiting participants and constituting teams.
Because of a) notification of the grant award so late in the school year and b) the
extremely short turnaround time from award of the project to the beginning of the project
year, school administrators reported that their best teachers had made plans for the
summer or were teaching summer school.
Teachers were motivated to participate in the Academy for a number of reasons;
but 95% claimed they wanted to be a more effective educator. One teacher said, “While I
do not enjoy the role of presenter, I am always eager to learn new strategies to
differentiate lessons.” 73% indicated they participated because their principal strongly
recommended it. Only 18% were motivated by the stipend; probably because the grant
limited teacher stipends to $50 per day. Other participants said they wanted the
recertification points or graduate credit. #% of the teachers opted for the three graduate
credit hours provided by the university at a reduced rate of 50%.
Assessment Instruments
A variety approaches were used to assess needs to inform the planning and design
of the professional development program and to evaluate implementation and delivery of
project activities. A Teacher Focus Group discussed teacher needs and responded to a
Needs Assessment Survey. The SURN Staff Development Study Group, composed of
Directors of Staff Development, identified critical issues in regards to the proposed
program’s content, context, and processes. And, within weeks after award of the grant,
participating teacher and principal teams met for an orientation session in June, at which
time they completed surveys of professional practice and engaged in focused discussions
which revealed their perception of their strengths and weaknesses, identified content and
instructional strategy deficits, and provided information regarding their preferences for
professional development activities. Using the data gathered from all sources, SURN
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staff completed the course outline and syllabus for the year’s professional development.
Project staff continually assessed needs after each professional development activity
throughout the year, and organized for assessment and evaluation. The following were
used to gage project progress and success.
1. NCLB Act Summary of Participants – 2004-05: This demographic data provided
by the participants became a guide in maintaining the instructional direction
indicated by the needs assessment.
2. Teacher Survey Satisfaction Data: End-of-session surveys asked participants to
reflect on content, context, and processes of the session’s professional
development and identify what they would transfer to their classroom instruction
and what they still needed to know in order to accomplish project expectations.
And, in the culminating session on June 22, 2005, SURN staff included a final
evaluation component for the program that asked teachers to respond to these
prompts:
o How has your professional practice – in the classroom and with other
teachers, administrators, parents - changed as a result of your participation in
this project? Can you provide some examples of changed behaviors?
o Have these changes led to improved achievement performance by your
students? Can you provide some examples of how your students have
changed?
o When you reflect on these changes, what aspects of the project seem to have
had the greatest influence on the changes?
o What conditions, factors, or influences other than the project, supported or
inhibited your efforts to effect change in your school?
o What would you tell a teacher who is considering participating in this project
or a principal who is considering whether or not to allow the school to
participate?
3. Observations in school visits: SURN staff made visits, conducted classroom
observations in the context of coaching and facilitating team lesson study
reflections, and provided consultation in all of the schools. This enabled staff to
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observe practical applications of participant professional growth in both content
mastery and command of newly-acquired instructional strategies.
4. Lesson Study Reflection Protocol: For many teachers, engagement in lesson
study brought their first experience with collaborative design, planning, and
implementation of cohesive lessons. The questions and tasks incorporated in the
Protocol centered on what went well in the lesson (according to the teacher
teaching the lesson), what could be improved, what could be learned from
samples of student work, and where do we go from here? They also determined
what needed to be done before the lesson was re-taught. Then after watching the
video of the lesson, the team also discussed these same points.
5. Participant Products: All participants prepared units of study appropriate to their
instructional setting and presented their products at the Dissemination Conference
on March 15. Staff prepared a CD of the units and distributed them to the
participants at the culminating session on June 22. Participants also created
handouts for their conference session that highlighted strategies learned.
Project Activities
The calendar, processes, and content of each session developed from analysis of
ongoing needs assessment and consultation with the Teacher Focus Group and the SURN
Staff Development Study Group, a committee of more than two dozen educators from all
SURN divisions, responsible for staff development in their divisions. Following is a
description of categories of activities in which the participants engaged:
•

Interactive, hands-on workshops: Staff modeled instructional strategies in the
context of math/reading content and participants engaged in guided practice to
apply the strategies. These sessions included four days in the Summer Academy
and two follow-up workshops in November and February.

•

Book sharing: staff provided a selection of children’s literature and presented
suggestions for incorporating such literature into content instruction.

•

Team work and collaboration: Academy faculty engaged participants in team
building activities and modeled cooperative learning frequently throughout the
project activities. The cooperative learning activities helped the content teacher
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and special education teacher to learn how to work together, as well as various
structures for interactive, small group instruction for application in their
classrooms.
•

Lesson Study: Participants learned the theory and practice of collaborative lesson
study during the Summer Academy and then engaged in activities in their schools
to transfer the theory and practice into their professional practice during the
school year. Teams were required to include research-based strategies learned in
the Academy in their lesson plans. The collaborative unit plan demanded that
school team members work together to identify instructional strategies and to
create lessons that they would implement in their respective content areas.

•

School-based consultations: Project staff visited each school in the fall and spring
and offered opportunities to individuals and teams for coaching, consultation, and
Lesson Study debriefing. Typically, teams met with a project staff member and
followed the Lesson Study Reflection Protocol for the purpose of receiving
feedback in order to refine the team’s lesson plans and conference presentation
plan and materials.

•

Conference presentation: Teams collaborated to organize what they learned in the
project into a formal presentation. Teams were asked to present their lesson plans,
model a strategy taught to them in the Academy, and share samples of student
work generated as a result of their lesson implementation. Participants followed a
Rubric for Effective Presentations to organize their concurrent session.
The Key Activities highlighted in the project’s Logic Model reflect a commitment

by SURN to the concept of transfer of learning for the project. The structure of all
instruction aimed to expect and enable each participant to return to school prepared to
transfer what they learned in project activities to classroom instruction. The project
expectations articulated to participants required that they refine current lessons and
include research-based instructional strategies learned in Academy sessions. Follow-up
activities took place during Fall 2004 and Spring 2005 school visits by project staff and
electronic distance learning.
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•

Site visits and observations: Project staff conducted Fall and Spring visits to each
participating school to offer classroom observations and feedback, providing
coaching and consulting, and gathering data for the project evaluation.

•

Distance learning technologies: This project included the opportunity for
facilitated online learning, although with restricted capacity. Blackboard
provided archiving of materials, presentations, and data, and virtual meeting space
for participants. Staff had aspired to engage participants in electronic follow-up
activities, which had limited success. Most school technology did not support
teacher use of Blackboard and teachers generally felt uncomfortable with this
level of technology. Staff addressed the problem aggressively throughout the
Project, including engagement in professional development on distance learning
technologies and strategies and application for a grant which would enable future
participating schools to upgrade their technology and engage school staff as well
as the schools’ Academy participants in distance learning professional
development.
Because the project included fewer participants than proposed, project staff

submitted a request for a no-cost extension to use surplus grant funds for additional
workshops. Two optional workshops held during teachers’ summer vacation attracted
about 30% of the cohort. Improving Student Content Literacy with Effective ResearchBased Instructional Strategies emphasized comprehension and vocabulary. Steps to
Guided Reading Teacher Training provided intensive training and materials for
conducting small group instruction.
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Study Results
Variable One - Involvement in the Planning Process and Self-Motivation to
Participate -The first series of interview questions examined the pre-program planning
process and the learner's involvement in the planning process. We wanted to know if the
teachers felt they were involved in the planning process and suggested topics or if not, if
they felt they had been represented by someone from their profession that did suggest
topics. We also wanted to know the motivation for participation, who had decided that
the participant should take part in the program, and what the motive was for participation.
The teachers felt that the planners had been thoughtful in their planning process
and were invested in making the program successful. They felt that individual work styles
and behaviors were taken into consideration when the program was designed and the
programs were tailor-made to fit their needs and the needs of others with similar job
responsibilities. Mathieu, Tannenbaum & Salas (1992) show in their study that giving
input into the program content is directly linked to motivation to attend and ultimately
transfer of learning.
Gaining access to classrooms to observe transfer of learning to classroom
instruction proved to be difficult, with the potential for a higher degree of intrusion and
non-representative execution of the Academy participants’ lesson plans. Meeting with
the teams before or after school and critiquing videotaped lessons instead of observing in
the classroom substituted for the classroom observations. SURN staff discovered the
strengths and weaknesses of the proposed strategies for assessing participants’ transfer of
learning, and learned lessons to address in future professional development. For example,
elementary principals in the previous year’s NCLB project, Instructional Support Teams
for Reading and Mathematics, were actively involved in the project activities, attended
all Summer Academy sessions and participated in the follow-up site visit activities.
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Principals designated release time for the elementary teams to meet with William and
Mary staff and principals observed in classrooms along with the project staff member.
With the middle school project, principals rarely attended the Academy sessions and
were not able to participate in the classroom observations or team meetings with project
staff.
Additionally, the use of technology, such as Blackboard, also proved to be
difficult. The level of technological experience of the participants, the adequacy of
technology in the schools, and the support available in the school divisions varied widely.
Staff found more success communicating interpersonally by email and telephone and
using broadcasting of email updates and messages. About 20% of the teams experienced
difficulty in emailing attached documents (lesson plans and handouts) to project staff.
Again, SURN staff discovered the strengths and weaknesses of both the participants and
of the forms of technology chosen and have addressed this to improve future Academies
and similar professional development offerings.
When asked how their professional practice in the classroom and with other
teachers, administrators, parents had changed as a result of participation in this project,
teachers responded with several examples. The most frequent response was increased
engagement of teachers in collaboration. Many content teachers and special education
teachers collaborated for the first time in their teaching careers. Teacher participants from
Hines Middle School said that they used the Frayer Model (a research-based strategy for
teaching concepts and vocabulary) a lot and the model was especially helpful to their
mainstreamed students. “Five special education kids got the best scores because the
special education teacher and the English teacher worked so closely and used the same
strategies.” Project staff had assumed that middle school teachers collaborated because of
planning time provided in middle schools. The lack of collaboration among middle
school teachers was an unexpected finding.
An expected outcome was increased engagement of students because of the
emphasis of interactive instructional strategies and tools such as the Interactive
Notebook. Yorktown Middle and Portsmouth participants reported that scores went up
because of the use of Interactive Notebooks. In Yorktown Middle, teachers reported that,
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“All of the 8th grade classes used them with a focus on the SOL’s and there were
significant changes in their SOL scores this year.”
Once the teachers identified the program as something they thought was in their
best interest, what motivated them to attend and participate? Motivation to attend training
occurs for a variety of reasons, but somehow, employees must be motivated to attend.
Are the motivations intrinsic or extrinsic? What motivated the teachers to attend? We
found the majority of respondents to this study attended the training because they wanted
to attend rather than being required to attend. The teachers reported different reasons for
wanting to be involved in a training opportunity rather than being required to attend
training. The motivation for the new learning was varied; intrinsic and extrinsic
motivations were cited. Generally, their motivation was high because the training
provided them a chance to use the materials they prepared for their own classrooms...
Facteau, Dobbins, Russell, Ladd, and Kudisch (1995) found the importance of
this first variable. They examined the pre-training motivation of 967 managers and
supervisors to determine whether pre-training motivation and transfer of training were
connected. They found that pre-training motivation was an important variable in transfer
and that motivation would lead to behavioral changes on the job. Training reputation
and intrinsic incentives affected motivation to take the training. Those who were
required to attend training because of state requirements were less motivated and were
less likely to transfer their learning to practice.
Gist, Bavetta, & Stevens (1990); Gist, Stevens, & Bavetta, (1991); Ford,
Quinones, Sego, & Sorra (1992) all examined self-efficacy or self-confidence as a
variable in transfer of learning. They found when the trainee has the confidence in
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himself or herself to apply the learning to the work place, they are more likely to do so
and learning is transferred.
Cheetham and Chivers (2001) found adults need a “symbolic interactionism,” a
term they coined that places emphasis on the self-concepts of self-awareness, self-image,
and self-esteem within the learning process. They say this manifests itself in the learner
focusing more on what he or she feels they need to learn and the need for change rather
than on meeting the expectations of others. Learning is transferred when the learner is
confident of himself if he feels there is a need for the information and when he or she is
motivated to learn. Symbolic interactionism emphasizes the importance of the learner’s
self-esteem and motivation in the planning process.
Variable Two - Use of a Variety of Delivery Approaches and Immediate
Applicability
Perception of positive learning experiences reflects, to some degree, the
expectations that students bring with them to the learning situation. In the previous
section we see the majority of the respondents had their expectations met or exceeded in
regard to their reported training experience. Their motivation for learning was high. It is
no surprise then, that almost all of the teachers judged their training experience to be
positive.
The project proposed that teams would return to their schools after the summer
Academy equipped with handouts and PowerPoint presentations supplied by the project
to present workshops to faculty, content area departments, or district professional
development. Project staff found that the formal PowerPoint presentations made available
on the project Blackboard were not used frequently. Fewer than 50% of the teams shared
or led workshops in their schools.

14

Increasing Student Achievement
Informal feedback from the participants in Academy sessions as well as formal
feedback revealed positive student responses to implemented strategies. For example,
teachers agreed that the “hands-on” strategies increased the performance of special
education students Again, the extent of their opportunity to apply these skills varied
according to the individual school’s climate and culture, administrative support, and
faculty cooperation within individual schools. They completed the project with the
experience and professional ‘toolbox’ to extend the gains made into long-term outcomes.
The strategic outcome, or long-term outcome, for this project addressed
increasing the number of students meeting grade expectations in math and reading as
evidenced by classroom and SOL assessments. The table below represents two years of
SOL testing results: 2003-04, the year before participation in this project, and 2004-05,
the first year of this project, with the gain or loss indicated by school in both reading and
mathematics. There was no significant gain in student achievement scores on the state
standards assessment tests. The first year of comparison resulted in a mean gain of .5
points in reading and a mean loss of 8 points in mathematics. This was the first year of
this program and only four teachers in each school were involved: one English/language
arts teacher with special education partner, and one mathematics teachers with a special
education partner The project participants served a small percentage of students whose
performance is reflected in the school-wide results; performance levels of individual
teachers participating in the project were not available.
SOL score changes varied distinctly from school-to-school. As the first year of
implementation for this type of intervention, no specific conclusions can be drawn
regarding the effectiveness or ineffectiveness neither of any particular strategies or
models nor of the project itself. As reflected in the outcomes stated above and the
methodologies noted below, indicators of strengths and challenges emerge from
evaluation of the project. Longitudinal data gathered using the methodologies will reveal
patterns over time. For this reason, the SURN superintendents are committed to
continuing the middle school project for a minimum of two more years because
superintendents know that to create systematic change across all content and across
grades 6-8 will require ongoing professional development that reaches all teachers.
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As the project year evolved, culminating in the final June session, teachers
consistently reported the premier benefits of participating in Building Learning
Communities to Close the Gap activities. These benefits are listed below.
1. Collaborating with colleagues in the participating middle schools
2. Learning and applying research-based strategies
3. Impacting student learning
4. Collaborating with colleagues in lesson study
5. Presenting at the W&M NCLB dissemination conference
6. Learning and engaging in interactive strategies
7. Receiving professional and instructional tools
8. Accessing project staff expertise (including curriculum, instruction, and content
specialists from higher education, SURN school divisions, external math and
reading literacy professionals, and SURN staff)
9. Connecting technology and learning
10. Receiving support from principals
When it comes to delivering instruction, much of the responsibility for transfer of
learning can fall directly on the educator. As in this study, Baldwin (1992) found
business students in his study responded positively to a variety of delivery methods. The
teachers interviewed in these studies were particularly outspoken about the training
environment. They felt the success or failure of the programs rested directly on the
instructors and how well prepared and engaged they were with the participants. They
used terms like "a positive learning experience" or "hands-on activities” They said the
instructor's stories about the classroom were the most valuable part of the entire training.
How new information is used - making meaning
Transfer of learning is all about how students use the new information they have
gained and make meaning out of it. Daley (2001) says that a case can be made for
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“meaning-making” or that information is transferred. “. . . in this process of using
information, the professionals again changed what the information meant to them based
on the results they observed. In other words, incorporating new knowledge is a recursive,
transforming process, rather than a simple, straightforward transfer of information from
one context to another.” (p. 50).
In this study a large majority of the teachers reported that they had applied
the new skills they were taught. When asked how they have used the new information
from the training program in their classrooms, respondents gave concrete examples of
how the new information applied. Often the examples could be traced directly back to
the exact skills taught in the training session. .
Variable Three - Organizational Support for the Transfer of Learning
Expectations to share learning
One of the greatest tools to use to enhance transfer of learning is having an
expectation to share the information with peers after the training class. Factaeu, et al,
(1995) examined the third variable, organizational support. They found those who were
committed to the goals and values of their organizations were likely to transfer their
learning if the organization emphasized the importance of the training.
The expectation for each team of teachers in this study to prepare and deliver a
formal presentation at a spring conference of what they learned and produced served as
critical component in increasing the professionalism of participating teachers and
disseminating project products as well. Most teachers claimed that they never presented
at a conference before the William and Mary NCLB Middle School Conference, and
expressed pride in their accomplishment. Additionally, the informal sharing among
colleagues in their middle schools resulted in a spread of effects. For example, teachers
reported that when other teachers observed the participating teachers’ success with the
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strategy of Interactive Notebooks, all teachers within the department implemented the
strategy. Other reported activities included an invited presentation to the school board of
one team, and another team was invited to present at the August 2005 Back-to-School
division-wide conference.
When we combine a strong self-motivation to learn information and
organizational expectation and support for immediate application, learning is
transformed. Quinones, Ford, Sego, & Smith (1995) identify the most crucial variable
affecting transfer of learning as the motivation of the individual at the initial training
stage supported by the supervisor and the organization’s expectation that the trainee
would perform the tasks. They found that successful transfer occurred when trainees
knew before the training that they would have to recall and demonstrate the skill on the
job.
Quinones, Ford, Sego, & Smith (1995), proposed that the transfer process
depended more upon the individual motivation, ability and personality characteristics
than other variables. They conclude that program developers should recognize the
potential for trainees to affect their own learning and transfer of skills to the work setting.
Campbell and Cheek (1989), Vroom, (1964), Noe (1986) all looked to trainee
motivation that was connected with employer expectations. Noe said trainees will be
more motivated to learn if a high effort leads to high performance and if high
performance leads to high job performance and then the high job performance is tied to
desirable outcomes. Mathieu, Tannenbaum, & Salas (1992) studied individual and
situational characteristics that influenced the motivation of the trainee prior to the training
and then the reaction to training and the impact of that reaction upon transfer of learning.
The results of their study supports Campbell and Noe and others who found situational
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constraints such as not being able to immediately put learning into practice would have a
negative effect on transfer of learning. They suggest that a continuous learning
environment be established to encourage transfer. They also found a link between high
motivations in the training situation with transfer of learning.
Variable Four - Barriers to Transfer of Learning and Suggestions for Making
Transfer Happen
We have solid ideas about what prevents transfer from happening from other
studies like Broad and Newstrom (1992) and Kotter (1988). However, when we asked the
teachers if there were any factors that prevented them from incorporating ideas presented
by the training program into their practice, they reported a number of reasons for not
engaging in more of this type of professional development including
1. desire to implement the strategies in their own classrooms before sharing them
with colleagues,
2. not being allowed or given time to make such presentations,
3. lack of time or opportunity to prepare with their Academy team members.
Additionally, staff reaffirmed the problem areas collateral to the project:
Difficulties in recruiting participants and constituting teams because of a)
notification of the grant award so late in the school year and b) the extremely
short turnaround time from award of the project to the beginning of the project
year.
•

The quality of lesson plans varied widely from exemplar lessons to lessons
that were disjointed, full of grammatical and content errors. Project staff
devoted many extra hours to coaching teachers to improve and correct
lesson plans. Teachers reported that they felt the project staff changed the
lesson plan expectations during the project. However, staff responded each
time participants asked for direction and explanation with more and more
concrete information. Future projects will include more time devoted to
the discussion of exemplar lesson plans and will provide more examples
of effective lesson plans.
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•

The proposed train-the-trainer model and the expected outcome of
participants conducting school-based workshops were not viable because
of wide variation in expertise and knowledge levels among teacher
participants, the time required to implement and master Academy content
before teaching to other teachers, and in the level of support provided by
school administrators.

•

Lack of sufficient technological resources within school divisions,
resulting in difficulties communicating with project staff and with one
another, accessing project resources remotely, and benefiting from the
additional resources available for research and practice outside session
attendance

•

Wide variations in school-site support for release time, opportunity to
provide professional development to non-project staff, and administrator
participation in those aspects of the project designed for administrators

•

Scheduling problems within schools for project participants who did not
normally share team responsibilities nor students in common made it
difficult for team members to work together

Each of the problem areas identified presents a challenge to staff for both followup to this project and design of future projects. The survey and participation responses of
the participants throughout the school year indicate that they appreciate a value from the
project that makes pursuit of solutions to the issues worthwhile.
Summary of Findings
This project, Building Learning Communities to Close the Gap in Middle School,
focused on the professional development of instructional teams of math and reading
practitioners with special educators and content specialists to improve the quality of
teaching and student learning in sixth through eighth grade students in mathematics and
reading. Following a model developed by SURN to improve student achievement
through practical professional development for teachers and administrators, participants
focused on research-based strategies to increase student engagement, differentiate
instruction for special needs students, and enhance active teaching and learning. The
project also sought to build collaborative leadership teams through cooperative lesson
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planning and to prepare the participants to expand the effects of their learning and
renewed instructional practices through lesson study, lesson sharing and school-based
professional development. Through dissemination of participant learning and products at
a dissemination conference and in varying venues within participant schools, the project
provided opportunities to extend collaboration across grade levels, content areas, and
diverse student populations regionally as well as within project schools.
As the first year of addressing mathematics and reading achievement in middle
schools, only initial indicators provide insight into an improving environment for student
achievement. Teachers reported gains in student achievement for all populations in
classroom assessments, including students’ positive responses to research-based
strategies learned in the Academy and applied by the teachers in their instructional
settings. The SOL testing results for 2006 will provide the first opportunity to begin
looking for trends and patterns in score improvement to which this project will have
contributed. However, future assessments of gains in student achievement will focus on
data particular to students in the participating teacher’s classrooms rather than schoolwide data.
Teacher participants stated that they needed significant time to implement and
practice new strategies in their classrooms before sharing with other teachers and that
they needed more time to engender the type of administrative support necessary to
become effective professional development practitioners within their own schools and
school divisions. These assertions support SURN staff’s observations from previous
projects that teams need more than one year to prepare to become professional developers
in their own professional environments. Therefore, a direct model that provides direct
training to a different cohort of teachers from the same school each year will be
implemented beginning with the 2004-2005 cohorts with the goal of building the capacity
of the school through direct professional development for all content teachers.
This report attempted to summarize initial observations of the effectiveness of the
implementation of the middle school project that provided professional development on
reading and mathematics to collaborative teams of content and special education teachers.
We are unable to report scientific evidence requested by NCLB since the project design
did not include comparison groups and the data such group comparisons would provide.
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The project was limited to 11 schools and 41 teachers engaged in one year of campus and
school-based professional development.
The time required for change continues to be addressed by SURN’s ongoing
commitment to providing professional development to its member divisions and to
designing transfer opportunities into each program and across programs on a continuing
basis. The school divisions represented by the participants remain within the SchoolUniversity Research Network and, thus, the participants continue to have access to SURN
staff and learning opportunities. Thus, these participants can continue to grow as change
agents within their schools and divisions as they continue to grow professionally as
collaborative colleagues and masters of their content areas.

COLLABORATING PARTNERS: School-University Network (SURN) member divisions: Charles City
County, Franklin City, Gloucester County, Hampton City, Hopewell City, Isle of Wight County, King and
Queen County, King William County, Newport News City, Norfolk City, Poquoson City, Portsmouth City,
Southampton County, Suffolk City, Surry County, West Point City, Williamsburg-James City County, and
York County
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BUILDING LEARNING COMMUNITIES TO CLOSE THE GAP
IN MIDDLE SCHOOLS
SURVEY OF MIDDLE SCHOOL TEACHERS
COLLEGE OF WILLIAM AND MARY
Please answer the following questions about the MIDDLE SCHOOL
MATHEMATICS AND READING ACADEMY held JUNE, 2004 – JUNE 2005.
I. PRE-PROGRAM PREPARATION
1. What was your involvement in the planning process of this program and how
were the topics chosen? If you were not directly involved in the planning,
do you feel your needs for this program were represented and considered?
Within weeks after award of the grant, participating teacher and principal teams met for an
orientation session in June, at which time they completed surveys of professional practice and
engaged in focused discussions which revealed their perception of their strengths and
weaknesses, identified content and instructional strategy deficits, and provided information
regarding their preferences for professional development activities. Using the data gathered from
multiple sources, SURN staff completed the course outline and syllabus for the year’s
professional development.

2. Other than mandatory recertification requirements, is there anything that
motivated you to attend this program or why did you attend?
Teacher Self-assessment, February 10, 2005:
Teachers were motivated to participate in the Academy for a number of reasons;
but 95% claimed they wanted to be a more effective educator. One teacher said, “While I
do not enjoy the role of presenter, I am always eager to learn new strategies to
differentiate lessons.” 73% indicated they participated because their principal strongly
recommended it. Only 18% were motivated by the stipend; probably because the grant
limited teacher stipends to $50 per day. Other participants said they wanted the
recertification points or graduate credit. #% of the teachers opted for the three graduate
credit hours provided by the university at a reduced rate of 50%.
3

What was your thinking or your expectations for this Academy before you
attended?

Project expectations were sent out to principals to disseminate to teachers as they were
selected, and expectations were addressed in the course syllabus that was given out at the
first session of the Academy. However, most principals did not share the expectations
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with their teachers and about 20% of the teachers did not attend the first orientation
session so they missed the discussion of project expectations. Teachers did understand
that they were expected to work with their school’s team to design, teach and evaluate a
unit of lessons that integrated Academy content or strategies. The problem seemed to be
that teachers experienced difficulty in knowing how to work with other teachers to create
lesson plans. Many teachers do not develop written lesson plans; they follow the
directions in their textbook’s teacher’s guide. The lesson plan template required time and
reflection of Academy strategies to develop.
The most critical feedback received from teachers regarded the articulation of
expectations of participants. While project staff continually attempted to clarify the
expectations of designing a collaborative unit of lessons through elaboration and
providing examples of effective lesson plans, participants viewed the ongoing
conversation as more about changing the expectations than attempting to clarify
expectation. Participants recommended that the rubrics for lesson plans and conference
presentations as well as sample effective lesson plans should be given out during the first
days of the year-long experience.
II.

THE DELIVERY OF THE PROGRAM

4.

Was the program a positive learning experience for you? If yes, what was the
most valuable part of the program? If no, what part of the program was less
valuable?
11. Collaborating with colleagues in lesson study and with teachers from other middle
schools
12. Learning research-based, interactive strategies at the summer academy
13. Impacting student learning
14. Presenting at the W&M NCLB Dissemination Conference
15. Accessing W&M faculty/staff expertise during the Summer Academy and school visits
16. Learning how to differentiate instruction

5.

What methods of delivery did the presenters use? What methods of delivery
used in this program suited you the best for your preferred way of learning?
If none of these methods were used, what methods of delivery work best for
you?
•
•
•
•
•
•

“Lecture bursts”
Cooperative learning: jigsaw activities
Review and reflection to connect Academy sessions
PowerPoint presentations were made available to participants after sessions through the
project Blackboard
Self-assessment strategies before and after learning
Interactive, hands-on workshops where Staff modeled instructional strategies in the
context of math/reading content and participants engaged in guided practice to apply the
strategies. These sessions included four days in the Summer Academy and two follow-up
workshops in November and February. One English/language arts teacher indicated that
the modeling was the biggest benefit of her experience: “I have been taking classes in the
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•
•

•

•

•

past in other universities and colleges in the area. The experience that I am having here is
amazing. “Action speaks more than words.” These words apply to W&M team perfectly.
It is amazing how all the team works together. I really enjoyed being their student. This is
something that I have to do with my co-workers!”
Book sharing: staff provided a selection of children’s literature and presented suggestions
for incorporating such literature into content instruction.
Team work and collaboration: Academy faculty engaged participants in team building
activities and modeled cooperative learning frequently throughout the project activities.
The cooperative learning activities helped the content teacher and special education
teacher to learn how to work together.
Lesson Study: Participants learned the theory and practice of collaborative lesson study
during the Summer Academy and then engaged in activities in their schools to transfer
the theory and practice into their professional practice during the school year. Teams
were required to include research-based strategies learned in the Academy in their lesson
plans. The collaborative unit plan demanded that school team members work together to
identify instructional strategies and to create lessons that they would implement in their
respective content areas.
School-based consultations: Project staff visited each school in the fall and spring and
offered opportunities to individuals and teams for coaching, consultation, and Lesson
Study debriefing. Typically, teams met with a project staff member and followed the
Lesson Study Reflection Protocol for the purpose of receiving feedback in order to refine
the team’s lesson plans and conference presentation plan and materials.
Conference presentation: Teams collaborated to organize what they learned in the project
into a formal presentation. Teams were asked to present their lesson plans, model a
strategy taught to them in the Academy, and share samples of student work generated as a
result of their lesson implementation. Participants followed a Rubric for Effective
Presentations to organize their concurrent session.

What worked best?
o Feedback and Reflection
o Collaboration
o Learning Best Practices through modeling, demonstrations, and guided practice
o Self-Assessment: Pre-, post-, alternatives
o Learning the power of colleague interaction, interdependency

6.

When you recall the delivery of the program, describe your feeling of
involvement or non-involvement in the learning process. What do you think
made the difference between feeling involved or your feeling of noninvolvement?

Teachers reported that they appreciated the interactive nature of the Academy that
actively engaged participants. Lecture was limited and participants engaged in
cooperative group activities the majority of the time.
III.

PUTTING THE INFORMATION INTO PRACTICE

7.

What new skills do you now have as a result of this program and how have
you used the information from the program in your work?
Increased differentiation of instruction for diverse students

•
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•
•
•
•
•
•
•
8.

Increased collaboration with other teachers: receptive to and engaged in team
strategizing, lesson planning;
Increased willingness to look for help from colleagues
Collaborate with special education teacher more frequently
Able to give parents more specific and helpful information to assist with a
struggling reader
Increased teacher modeling
Increased reflection on practice: Accepting feedback – videotaping, observations,
collaboration
Increased pre and post assessment of students before learning
Were you expected to share what you learned at this program with other
educators? If yes, what avenue or vehicle is in place for you to share the
information?

•
•

•

All participants were expected to design and deliver a 50-minute presentation at
the dissemination conference and all participants presented.
37% of teachers reported that they provided professional development in their
schools, at least one time. The number of teachers in their activities ranged from 2
– 40, with an average of 12 attendees. Participants indicated that they felt very
prepared to present to their colleagues. “I felt I was bringing new material to our
math department and it opened doors to communication among and across grade
level teachers.”
Most participants shared in department meetings, one team was invited to present
at a School Board meeting, and one team was invited to present at their August
2005 back-to-school division-wide conference.

IV.

FACTORS HELPING OR INHIBITING TRANSFER OF LEARNING
INTO PRACTICE

9.

If there were any factors, personal or professional, that prevented you from
incorporating the ideas presented by the program into your work, what were
they?
•

•
•
•
•

Lack of time provided to participants to work with their teams in the Lesson
Study. For example, many principals were not able to release teachers from duties
so that they could observe in each other’s classrooms, a critical part of the Lesson
Study process.
Schedule differences of team members inhibited collaborative planning and work;
teachers did not share a common planning time
Limited math resources (manipulative) and reading materials to implement some
strategies
Non-participating teachers in schools were reluctant to incorporate new ideas
shared by Academy participants
Multiple programs introduced to school staffs at the same time; with too many
responsibilities; were overwhelming and inhibited transfer
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•
•
10.

Some uncertainties about Academy expectations and focus of specific units
Mid-year staff changes
What suggestions were made, if any, by the program speakers, on using the
Information presented in your work?

•
•
•
•

Lesson plan template were provided to guide development of lesson plans,
Sample lessons showed participants what effective lessons look like,
Rubrics for evaluating effective lessons and effective conference presentations
help participants to draft their products
Videotapes of master teachers showed participants how to implement or teach
particular strategies

•
11.
•
•
•
12.

13.

Collaboration with peers: role of peer coach in observing each other’s teaching,
reflecting on lessons with colleagues helped to refine instruction
Support from principal is critical: providing release time to work with team,
Coaching and consulting provided by W&M staff helped to clarify expectations
and implementation of learned strategies into lesson plans
What part of the program was most valuable to your work?

•
•
•
•
•
V.

What role have others played to help you or hinder you with putting
information you learned in this program into your work?

Interactive Notebooks
Hands-on activities and manipulative
Cooperative learning strategies
Reciprocal teaching strategy
Frayer Model
ADVICE FOR PROGRAM DEVELOPERS

What advice would you program planners, to make sure information
presented at a program gets put into practice?
o Provide strong support, multiple opportunities for teachers to observe new skills
in action through modeling
o Make sure that administrators support the peer coaching component of the Lesson
Study component so that teachers are given time to work together, observe each
other, reflect on lessons, refine and re-teach
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significant numbers of minority candidates by drawing from the
population of non-certified school district personnel who have
excellent work records. It will present strategies that universities and
local school districts can use to implement programs that foster high
teacher retention rates, especially in high-need schools. It will
also present recent study results that describe characteristics of
effective teachers and induction programs that facilitate high retention
rates in schools for the urban and rural poor.
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Model for Improved Teacher Retention in High Need Schools
I. Introduction
An accumulation of teaching personnel data reveals that teacher retention is a costly
expense to our individual states and to the nation [1]. It is reported that yearly there are
thousands of teachers leaving the profession or changing schools in pursuit of better working
conditions. About half of the teachers entering the teaching profession will leave their jobs
in the first five years. The field of teaching is much like a sieve, as one teacher enters,
another one leaves. The cost is estimated at $4.9 billion for the nation [2].
The rate of attrition is roughly 50% higher in high-need schools than in wealthier
schools. High need urban and rural schools are characterized by large numbers of poor and
minority students, low student achievement and high teacher turnover that involves teachers
leaving the profession and those transferring to another school. The National Commission of
Teaching and America’s Future reports the yearly rate of teachers moving/leaving “Low
Poverty” schools is 12.9%, while the same rate for “High Poverty” schools is 20% [3].
Schools serving large numbers of poor and minority students have become revolving
doors for teachers—a factor that contributes to the low performance of the children.
Teachers who serve in these schools tend to have fewer years of experience, are less qualified
and are often unfamiliar with the serious issues that plague the schools.
There is also a significant disparity between the proportion of students of color and the
proportion of teachers of color [4]. Eighty per cent of teachers are white females, while
more than thirty per cent of children are African American, Hispanic American or some other
nonwhite culture. The number of minorities—African Americans, Hispanic Americans,
Native Americans and Asian Americans—has grown over the years, such that the minority
has now become the majority in many school systems. Yet, research has documented that in
school systems where there are more teachers and administrators of color, there is higher
achievement among the children [5].
Teacher retention is a serious problem in Georgia. By 2009, Georgia will have to
replace 51,498 teachers due to terminations. This represents an equivalent of more than 50%
of the current workforce. The estimated cost of teachers in Georgia leaving the profession is
estimated at more than $81,000,000 [6]. Throughout Georgia the problem affects both urban
or inner-city schools and rural schools classified as high-need institutions.
The prevailing consensus among researchers and educators is that the most important
factor in determining a student’s performance is the quality of his or her teachers. It is
reported that more than eight million children in America in grades four through twelve read
at “below basic” levels. Six million students in middle and high schools are at risk of leaving
school without a diploma or graduating unprepared for college or a career [7]. Again, the
majority of these children are located in low income urban and rural areas—designated by
the federal government as high-need schools.
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II. Literature Review
A. Research Questions
In a comprehensive examination of the condition of minority teacher recruitment
preparation and retention, Torres, Santos, Peck and Cortes [8] found that minority teachers
are underrepresented in the workforce today because of the following reasons:
1. Inadequate academic preparation,
2. Attraction to other careers,
3. Unsupportive working conditions,
4. Lack of cultural and social support groups,
5. Increased standards and competency testing,
6. Low salaries, and
7. High attrition rates among minority teachers
These are basic factors that should undergird programs seeking to recruit and prepare
minority teachers and focus attention on the review of literature.
This literature review will revolve around the concepts of teacher recruitment,
preparation and retention as it seeks answers the following questions: Why is there such a
shortage of minority teachers? From what population pool shall we recruit them? What are
the characteristics of programs that produce teachers who are committed to working in high
need schools? What are the factors that facilitate retention in these schools? What are the
characteristics of effective teachers who remain in high need schools?
B. Teacher Recruitment
The Southern Education Foundation (SEF), located in Atlanta, has long-held
commitment to promote the professional development of African American teachers and
diversifying the teacher pipeline in the South. In their efforts to recruit and enhance teacher
education curricula, SEF proposed the value-added philosophy, which comes from the
discipline of economics and states that quality, in large measure, depends on how elements
are blended and crafted to produce a final product. To them, the transformation from raw
material to the final product is the key [9].
Applied to the recruitment and preparation of teachers, this philosophy would support
taking teacher applicants from where they are to where they need to be. Instead of recruiting
the best and brightest by identifying such measures as GPA, college entrance exam scores
and college progress, the value-added philosophy looks for other primary indicators of ability
and future success. This philosophy encourages a search for those who had already
developed a successful track record in the public schools for the minority and poor to which
they would ultimately return. This kind of recruitment would support accepting aspiring
teachers from the ranks of individuals who might be characterized as nontraditional college
students and providing them with the economic, emotional and educational support to enable
them to become exemplary teachers [10].
Haberman [11] suggests that paraprofessionals (also known as teacher assistants,
teacher aids or paraeducators) are a viable pool from which to select minority teachers
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because of their actual experience in schools. Indeed, Haselkorn and Fideler in their
extensive study of successful recruitment programs [12], report that the nation’s
paraeducators hold promise for creating a more diversified workforce. According to their
study, these individuals bring several advantages over traditionally prepared teachers.
Paraeducators:
(1. bring mature individuals with extensive classroom experience into the profession;
(2. have far lower rates of attrition than many traditional teacher education programs;
(3. foster high expectations for K-12 students, because they internalize a
commitment to doing whatever it takes to help students set high goals
and achieve them;
(4. strengthen the connection among classrooms, colleges, and communities
to make higher education more accessible, more affordable, and more
relevant to the demands of contemporary classroom life; and
(5. live in, work in and understand the community of their students.
Experienced paraprofessionals have few if any surprises when it comes to working
with children. They have more than likely seen children at their worst and are not apt to be
caught off guard by inappropriate behaviors or striking cultural differences.
The Pathways to Teaching Careers Program was one such national recruitment effort
started in 1989. Directed by Dr. Mildred Hudson, of the DeWitt Wallace- Reader’s Digest
Fund, this effort was instrumental in forging the investment of some $50 million for a series
of grants that included 26 programs in 66 colleges and universities, located in 43 cities in 26
states. This grant was targeted to produce more than 3,000 teachers, who would serve more
than 100,000 students annually--all in an effort to recruit and prepare teachers, especially
minorities, for urban and rural public school systems.
Regional technical assistance for program direction was provided by the Southern
Education Foundation, that has a 125-year record for promoting equity and equality in
education. See the Fall 1998 issue of Urban Education for an evaluation of the national
program and additional articles on teacher recruitment [13]. Additionally, the DeWitt
Wallace-Reader’s Digest Fund has published Ahead of the Class: A Handbook for Preparing
New Teachers from New Sources, that chronicles lessons learned from this national effort
[14]. This six-year study yielded a recruitment goal or 2,593 participants and documented an
81% retention rate
The National Pathways Program targeted three groups of school personnel, all of
whom were non-certified public school employees and all of whom possessed the
characteristics mentioned above. They chose from the pool of teacher assistants, substitute
teachers, and provisionally certified teachers. Programs that participated in this initiative
were required to have the following essential features:
1. a consortium structure partnering historically black colleges and universities with
traditionally which institutions and school districts;
2. a value-added philosophy that guided recruitment and enhancements to teacher
preparation curricula; and
3. a nontraditional talent pool as the target recruitment population [15].
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C. Teacher Preparation
Villegas and others [16] found four major factors that characterized successful
programs and also addressed several of the reasons for the shortage listed by Torres et.al.:
Commitment to multiculturalism; support services for participating students; financial
incentives; and use of cohort groups. They concluded that curricula must incorporate
increased meaningful experiences in urban schools, stemming from a collaborative
relationship with the public schools and a teacher education curriculum that embodies
instruction in attitudes, knowledge and skills teachers must have in order to work effectively
with children in urban environments.
As reported by the Holmes Group [17], Sheets and Chew [18], Quiocho and Torres
et. al. [19], lack of progress in school reform especially in urban areas is partly the fault of
the colleges. Fewer than 5% of the school of education professors nationwide have ever
taught in an inner city school. Those who have limited experience in these schools might not
be sensitive to the issues, needs and resources available. Retired school district principals
offer a possible source of adjunct professors, because they are familiar with the intricate
workings of their schools, and they have been sensitized to contemporary classroom life.
The literature has little evidence of current studies of college programs that succeed
in the preparation of pre-service teachers. Torres et.al. [20] found that minority candidates
often perceive that they were “… invisible, silenced or powerless in traditional teacher
preparation programs” and that they felt “…excluded from the curriculum just as their
personal and cultural experiences were excluded.” Indeed the need for support for these
candidates was reiterated throughout the research cited by Torres et. al.
Mentoring was the key element found in this need for support during the preparation
as well as the induction phase of teacher development. Rodriguez and Sjostrom [21]
maintained that mentors frequently sought out mentees who were similar to themselves—
women tended to seek out other women, minorities other minorities, and men sought out
other men. This prospect would be difficult in largely majority-serving institutions, where
faculty and staff of color are traditionally scarce and the curriculum may also be delivered
from a mono-cultural perspective.
Other features included in preparation programs centered around assessment,
included preparation for state-wide certification examinations. As a result of their research,
Torres and others offered several areas of study for minority teacher preparation programs:
1. comprehensiveness and length of programs
2. flexibility for completing coursework
3. the availability of financial assistance
4. mentoring and networking and
5. courses or programs offering multicultural perspectives
Torres et. al. [22] also suggested additional avenues of inquiry relative to preparation
programs:
1. development and selection of teacher educators in matters of diversity, equity and
social justice
2. teaching of course-specific or generic instructional methods for those who will be
working with diverse student populations
3. offering methods that facilitate transferability of skills and methods to professional
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settings
4. integration of experiences, beliefs and cultural awareness of specific minority groups
into teacher training programs
D. Teacher Induction
In 2003 the National Teacher Retirement Association (NTRA) [23], a division of the
American Association of Retired Persons, released Exodus: A Study of Teacher Retention in
America. NRTA surveyed 117 current and former teachers through online methodology and
in depth telephone interviews. They found that nearly all respondents agreed that a formal
mentoring, support and training system is needed and would be beneficial for all new
teachers. Their ideal support system would more clearly define mentoring and include:
•Routine (daily) interaction with mentors and other new teachers
•A formal mentoring and support team, consisting of veteran teachers as well as colleagues
who are new teachers
•Mentors that really want to help rather than those who were “forced” to do it
•Mentoring that is non-judgmental, constructive and compassionate
•Being paired with a mentor in a specific subject area
•Training regarding the school culture, including expectations of the administration and
classroom management (i.e. disciplining students, time management, lesson plan
development)
•Support group of teachers to vent with each other and help motivate
•Parents that offer support and guidance (p. v)
Public school teachers reinforced the importance of mentoring in a 1999-2000 survey
conducted by the National Center for Education Statistics. Sixty-six per cent of teachers who
were formally mentored by another teacher reported that it improved their classroom
teaching [24]. The Alliance for Excellence in Education (AEE) found that teacher turnover
rates could be cut in half through comprehensive induction: a combination of high quality
mentoring, professional development and support, scheduled interaction with other teachers
in the school and in the larger community, and formal assessments during the first two years
of teaching [25].
Results found by Torres et. al. confirm those characteristics delineated by AEE and
suggest additional topics such as seminars for beginning teachers, supportive communication
with administrators, and reduced number of preparations and classroom duties [26].
Several researchers looked at the personal characteristics of teachers who have high
retention rates. The National Retired Teachers Association compiled a model of the ideal
teacher by describing the social, professional, personality and emotional characteristics. The
chart below lists those qualities [27].
Social Qualities
Personable
Approachable
Outgoing

Qualities conducive to Successful Teaching
Professional
Emotional
Personality
Qualities
Qualities
Organized
Compassionate
Patient
Open-minded
Loving
Honest
Creative
Caring
Easy-going
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Relationshipfocused
Effective
communicator
Sense of humor

Flexible

Nurturing

Enthusiastic

Practical

Empathetic

Passionate

Focused
Balanced
Diplomatic
Inspiring

Understanding
Active Listener

Fair
Resilient
Motivated
Dedicated

Knows the subject
or grade level

When researchers examined the ideal characteristics of minority teachers, personal
interaction qualities seemed to take precedence along with a focus on culturally responsive
pedagogy. Again, Torres et. al. [28] concluded that social justice and understandings of race,
ethnicity and critical pedagogy were prominent in these programs. Dillard’s pre-service
program incorporated autobiography and weekly journal writing and sharing. McAllister and
Irvine [29] found that empathy was an important factor in interacting with diverse students.
Foster [30], Gay ([31] and McAllister and Irvine [32] noted that students who have caring
relationships with their teachers are more motivated.
The literature on resiliency focuses upon the elements of this caring relationship.
According to Benard [33], “In longitudinal and ethnographic studies, youth of all ages, all
colors and all places tell us over and over again that what they want is a teacher who cares.”
A teacher who cares builds trust and posits in the students a sense of resiliency. Benard
describes the four traits commonly found in resilient teachers
1. Social competence—relationship skills. This includes flexibility and ability to move
back and forth between one’s own culture and that of another. It involves empathy,
communication skills and a sense of caring.
2. Problem-solving skills—the ability to plan and be resourceful; to think critically and
creatively. This includes an awareness of examples of oppression and the ability to
develop strategies for overcoming them.
3. Autonomy—having a sense of one’s own identity. To have control over one’s
environment, to master tasks and to embrace self-efficacy as well as to resist negative
images and be able to detach oneself from dysfunctional people and systems.
4. A sense of purpose and future—goal direction, persistence, spiritual connectedness
and hope for a better day and time.

III. The Pathways Program at Armstrong Atlantic State University
Established in 1993, The Pathways to Teaching Careers Program at Armstrong
Atlantic State University was one of those funded by DWRD with technical support from
SEF. This program incorporated those essential features required by SEF and documented a
95% retention rate over a 10 year period. Lessons learned from their earlier projects helped
guide the development of subsequent recruitment and training efforts. This program
incorporated features found in the literature on successful efforts.
A. The Collaborative Units: AASU, Savannah State University (SSU), Savannah Chatham
County Public Schools (SCCPS) Although there are 14 state and 18 private post secondary
institutions in Georgia that offer degree programs in education, Armstrong Atlantic State
University (AASU) was the only one to offer education degrees in the coastal or 10 adjacent
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interior counties in 1993. Growing rapidly on its present 250-acre site in south Savannah,
AASU employed 236 full-time faculty, and offered 75 academic programs to over 5,400
graduate and undergraduate students. In 1996 AASU’s School of Education was the 7th
largest of the 33 state institutions. AASU’s graduates had a 97% pass rate on the required
Georgia Teacher Certification Test (TCT). In 1999 AASU was first in the state in the
number of minority students enrolled in student teaching, and in 1996, it led the state when
the growing number of minority teaching interns was included. At that time, minorities
accounted for nearly 19% of the total enrollment. (In 2005 minorities constitute 31% of the
total enrollment.)
Armstrong and Savannah State University (SSU), a traditionally black institution,
have worked together very closely to improve public education. Instituted in 1991 by
agreement with the Board of Regents, the teacher certification program at SSU allows
students there to pursue degrees in their chosen content areas and take certain prescribed
professional education courses through which they can earn professional certification to
teach in the public schools of Georgia. The content courses are taught by the SSU faculty
while the professional education courses are taught on the SSU campus by AASU faculty.
The Savannah-Chatham County Public School District (SCCP) incorporated prekindergarten through grade 14 and serves 55,000 students, employs 2,500 teachers and staffs
44 schools. Minorities comprised approximately 66% of the student body, but 80% of
suspensions and only 59% of high school graduates. In 1992 the Savannah-Chatham County
Public Schools employed 2,193 teachers, 63% of whom were Caucasians and 36% of whom
were African American. SCCP employed 664 paraprofessionals. Of that number, 440 were
minorities with 15 males and 425 females. From 1992 until 1994 only 22% of the 410
teachers hired were African American females and only 7% were African American males.
SCCP recognized the need for minority teachers early on and began a dialogue with AASU
and SSU in an effort address the shortage [34].
In 1992 both AASU and SSU received $600,000 in the original grant from DeWitt
Wallace - Reader’s Digest Fund. Eighty per cent of the grant was designated for
scholarships, and the remainder was targeted for program costs. An additional $12,000 was
awarded for a special support account—a contingency fund for Scholars to handle childcare,
books, travel and other unexpected emergencies. SCCP also entered into agreement with
AASU and SSU as shown by their commitment to release 30-40 paraprofessionals with pay
one day per week for four years, so that they could complete their educational program at
AASU or SSU. The estimated total in-kind contribution of the SCCP for this endeavor was
$336,000.
B. Program Mission and Goals The mission of AASU’s Pathways program is to increase
the number of certified teachers, primarily minorities, in Savannah-Chatham County Public
Schools. The goals were (1. To produce at least 55 certified elementary and middle school
teachers; (2. To enhance the capacity of AASU’s teacher preparation program by modifying
and expanding the current curriculum; (3. To strengthen and maintain the collaborative
effort among AASU, SSU, and the SCCP; and (4. To facilitate professional working
relationships among faculties.
C. Program Design The Pathways to Teaching Program employed a program Director,
Coordinator and a full-time secretary. The Program Director dealt with the day-to-day
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operation of the program. The Coordinator aided the Director in developing the curriculum,
assumed advisement responsibilities of the Director, assisted in the hiring of part-time
faculty, and chaired the Program’s Advisory Committee, that has the responsibility of
monitoring the program’s operations. The SCCP representative maintained ongoing dialogue
with the Program Director, acted as liaison to other SCCP services and personnel and served
on the Screening/Advisory Committee.
D. Program Eligibility The Program’s target population was non-certified personnel:
Paraprofessionals, substitute teachers, school clerks and secretaries. Program applicants had
to be an employee in good standing at the SCCP; declare education as their major at
Armstrong; qualify for regular admission at AASU; and commit to teaching in inner city
schools for a minimum of three years following program completion. The SCCP distributed
initial applications and made principals and other administrators aware of the Program’s goal
to recruit and train minority teachers.
E. The Screening Process Because a program is only as good as its students, the
Pathways program’s screening process served as a quality control mechanism. The
Screening/Advisory Committee was made up of faculty of the College of Education and the
School of Arts and Sciences, the Office of Public Relations, the Minority Affairs Officer, a
local psychologist, and the Program Director. Preliminary applications, distributed by the
SCCP’s Office of Human Resources, included a 200-300 word essay on “Why I Want to
Become a Teacher.” If a committee of AASU faculty from the Department of Languages
and Literature readers did not pass the essay, applicants were sent a letter of rejection. If the
essay was passed, applicants were sent a letter stating that they should pick up the Secondary
Application Packet.
The Secondary Application required the applicants to fill out a form requesting
additional information on SCCP employment and included a short written paper describing
an educational dilemma they had faced. Applicants at this stage were to submit three
detailed recommendations from their supervisor and two teachers with whom they had
worked and have all transcripts sent to AASU. Once all documents were received, the
Committee met to review all files. If invited for an interview, applicants were required to
write an on-site essay and answer questions posed by the Committee. The applicants were
rated on recommendations, essays, grade point average, grooming, personality, level of
commitment and oral reading performance. Although the Teacher Education Program
required a 2.5 GPA for admission, the value-added philosophy approach would permit
accepting applicants with GPA as low as 2.0 and provide the necessary support to enable
them to succeed. All decisions of the Committee were final.
Applicants who were accepted as “Scholars” signed a contract that described the
obligations of the Program and the Scholars. Once all of the final selections were made and
acceptances received, Scholars and their spouses attended an orientation workshop that gave
them a thorough understanding of the project. This strategic screening process selected only
one out of every ten applicants [35].
F. Essential Support Services—the Value-added Approach When Scholars who were
most successful were asked to share the most significant features of the Program, their
overwhelming response was the caring and support provided by the program’s advocates: the
director, secretary, faculty and office personnel in various offices on campus. They could call
the University and get an immediate answer to their questions. There was always someone
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they could turn to when times were difficult, someone who could empathize with them as
they faced challenges brought on by a full time job, part-time employment, children, aging
parents, rigorous coursework in mathematics and writing requirements many of them had not
faced in some fifteen years. Value-added support was made available through 80% tuition
scholarships, textbook vouchers, flexible scheduling, orientation sessions, refresher courses,
tutorials, cultural awareness activities, family support activities, networking, mentoring, and
incentive awards. The Program fostered a family-like atmosphere where Scholars progressed
through their educational programs in cohort groups. They were encouraged to hold study
sessions, share babysitting responsibilities and participate in car pools.
G. Special Features of the Program
1. How to Improve Your GPA Workshops Any Scholar who was accepted with a
GPA below 2.5 or whose grade point average dropped below a 2.5 required to engage in a
series of tasks. Initially, all were counseled by the Program Director to determine their
immediate goals. The College of Education’s Counselor held a mandatory four-hour
workshop on “How to Raise Your GPA”. Each Scholar met individually with the Counselor
and outlined a plan of action. Scholars’ grades were recorded for three consecutive
semesters. Subsequently, two Scholars in that group earned eligibility for the 100% tuition
HOPE Scholarship given to Georgia students who maintain at least a 3.0 GPA. After one
year, Scholars who failed to improve their GPA were placed on probation and given two
more semesters to improve. Those whose GPA continued to suffer were asked to leave the
Program. A total of 11 Scholars have been dismissed from the Program due to low grades.
2. Mid-term Grade Reports On all mid-terms rolls Scholars are designated with the
letter T. Two weeks prior to mid-term, faculty who had Scholars in their courses were sent a
brochure and fact sheet describing the Program. They were requested to submit the mid-term
grade to the Program Director, who discussed progress, study habits and located a tutor if
necessary for any Scholar who received a C or below in any subject. The Scholar was
directed to meet with the instructor, thus opening dialogue between them. Only in rare cases
were courses dropped at mid-term.
3. Friday Replacements This was a unique win-win arrangement for Scholars,
teachers with whom they were placed, school principals, and AASU senior level education
majors. Notices were sent to qualified majors, who signed an agreement to replace Scholars
every Friday during the quarter and earn $25.00 per week. Scholars, released with full pay,
were responsible for orienting their replacements, seeing that they signed in at the school and
followed through with work plans.
The University offered two three-credit classes, sometimes taught by retired principals,
every Friday during the quarter. Principals were pleased with this arrangement because their
most valuable paraprofessionals were replaced at no cost to the school, and they had an
opportunity to observe potential student teachers. Education majors had an opportunity to
“get their foot in the door”, engage in authentic classroom experiences, and earn up to $100
per month. This arrangement allowed some Scholars to take a full load of courses and
eliminate the need for child care required during evening courses. This effort was subsidized
by interest earned from the initial grant award.
The Pathways Program at AASU has now graduated 105 African American teachers
who, over a period of 10 years, have maintained a 95% retention rate that far exceeds
national figures. Drawing from the population of paraprofessionals, substitute teachers and
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other non-certified school district personnel, thirty-nine (38%) of the program graduates have
earned a master’s degree; six (7%) earned an education specialist degree; one earned a
doctorate and two have earned the prestigious National Board Certification. This program
was the subject of a 30-minute documentary sponsored by National Education Association.
It has won local, state and national awards and has also been featured on national television,
newspaper and radio.
In 1997 the Pathways Program in competition the Innovations in American
Government Award from the Kennedy School of Government at Harvard University. This
program has been used as a model for local, state and national efforts to increase the number
of minority teachers. President Clinton used the model to develop the U.S. Department of
Education’s Teacher Quality Initiative.
In 2000 the Georgia Professional Standards Commission implemented the Pathways
screening process for its Georgia Teacher Alternative Preparation Program (GTAPP), a
statewide effort to increase the number of certified teachers by recruiting from the ranks of
professionals who have earned degrees in fields other than education. In 2002 Georgia’s
Board of Regents replicated the Pathways Program through a USDOE Teacher Quality
partnership grant by establishing Pathways-like programs in five institutions around the state.
This Destination Teaching Program has demonstrated successes in recruitment, training and
retention of significant numbers of minority candidates. In 2004 the Program received
funding from the BellSouth Foundation to discern what facilitated the program’s high teacher
retention rate and to examine student outcomes.
A look at documented successes of the program might influence national policy, most
especially in the area of teacher retention in low income urban and rural schools. What are
the factors that attributed to the exceptionally high retention rate of these teachers?

IV. The BellSouth Grant
The BellSouth Grant will study the successful attributes of the AASU Pathways
program. This research will examine the qualitative and quantitative features of the
successful Pathways program that facilitated the 95% retention rate. The mission is to
determine the most important attributes that make the Pathways program at AASU so
successful, as well to discern potential impediments and/or supports that facilitate success in
teaching. The findings might be used to set up a model for improved teacher retention in
high-need schools. What follows is the research design and some preliminary findings of the
study. A more thorough analysis with statistical application will be conducted once all data
have been collected.
A. Research Design
The study will examine the qualitative and quantitative features of the successful
Pathways program that facilitated the 95% retention rate. It will focus on the curriculum,
financial and emotional support from the schools systems, test preparation, and mentoring. It
will also examine which Pathways teachers have been able to bring their students up to a
higher lever of achievement. Once identified, the teacher, their school’s principal, and a
sampling of their students will be interviewed to determine which qualities, activities and
behaviors of these Scholars are facilitating the positive change in the classroom.
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Using the data gathered during the study, the AASU College of Education will develop
courses to better prepare teachers to succeed in high-need schools. The College of Education
will also use the data to modify the existing curriculum to better prepare teachers to work in
low-income urban and rural areas. If teachers are better prepared to deal with the challenges
of working in a high need school, they will be more likely to stay in their positions longer.
Through their leadership, teachers will bring students to higher levels of learning.
Once this process is complete the College of Education will disseminate this
information to the professional organizations and colleges and universities that are also
recruiting teachers, the majority of whom will be placed in high need schools during their
first teaching experience.
B. Preliminary Findings
As listed in the previous section, there are many activities planned for the study. Thus
far, we have setup two websites for collecting scholars’ and principals’ data. We held two
focus group meetings, one for scholars and the other for principals for discussing the
attributes, successes of the Pathways program, retention activities of school principals,
characteristics and contributions of Pathways scholars, and other factors that contributed to
the high retention rate of Pathways program, along with concepts for preparing teachers to be
effective in high need schools. As data gathering is still underway, we plan to present our
complete findings along with statistical analysis in a full report by Spring, 2006.
Data Collection: Contacted through their school email addresses, the Scholars were
directed to a website that provided a 274-item questionnaire requesting demographic data and
responses to attributes regarding teacher retention. A five-category rating scale was assigned
to ascertain the extent to which respondents totally agreed, agreed, were neutral, disagreed or
totally disagreed to a listing of the attributes. The items were selected from the literature
review. In our preliminary findings we included the attributes that 90% or more of
responding Scholars designated with the rating totally agree or agree. The same principle
applied to the principal’s survey.
1. Scholars Survey Findings
Demographic Summary
Attributes
Respondents (thus far):

Count
38

Gender:
Female
Male

32
6

Race:
African American
Caucasian
Age when entered Pathways program:
Average

31
7
31
12

Youngest
Oldest

21
43

Current Age:
Average
Youngest
Oldest

40
26
55

Education Level when entered program:
High School
Some College
Associate Degree
Bachelor
Master

4
17
1
10
6

Current Education Level:
Bachelor
Master
Ed.S
PhD/EdD

14
20
3
1

Job position when entered program:
Provisional Teacher
Claims Representative
College tutor
Food and Nutrition Manager
Full-time Student
Paraprofessional
Substitute Teacher
Registration Specialist
Secretary

5
1
1
1
1
21
6
1
1

Current Job position:
Teachers
School Improvement Specialist
School Technology Specialist
Math Coach and Search Facilitator
Paraprofessional
Speech Language Pathologist
Acting Chief Human Resources Officer

Business Loan Officer
Education services coordinator
Educational Director (GED)
Title I/ Instructional Coordinator
a.

26
3
1
1
1
1
1
1
1
1
1

Motivational factors for choosing the profession
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From the Scholars’ responses, the following are the reasons that motivated them to
choose the profession:
•
•
•

Wanted to teach
Strong sense of personal mission-calling
Strong sense of need to give back to community

Most of the scholars are paraprofessionals who had worked in the classroom for quite
some time. They were familiar with teaching conditions once they became certified teachers.
Unlike teachers who may have entered through the traditional four-year teacher preparation
route, they were not pure idealists who do not know the realities of teaching. They seemed to
be motivated by their true desire to give back to the community.
b. Pathways program factors that kept Scholars in the program
While Pathways Scholars are committed individuals who want to teach and give back
to community, they needed to overcome many obstacles. Scholars reported the following
factors assisted them in overcoming the obstacles.
•
•
•
•
•
•
•
•

Positive cultural identity
Self-commitment for completing the program
Being-selected to enter the program
Substantial tuition assistance (80%)
Full-book reimbursement
Routine (daily) interaction with mentors and other new teachers
A formal mentoring and support team
Being paired with a mentor in a specific subject area
c. Conditions that facilitate teacher retention

Pathways Scholars reported that the following conditions helped them to remain in
the profession:
•
•
•
•
•
•
•

Mentors who are constructive, compassionate and non-judgmental
Training regarding school culture, classroom management, expectation of school
administration
Support group of teachers
Encourage and support the relationship and connections between teachers and
administration
Reinforce the importance of early childhood education with parents and the larger
community so that students begin their schooling ready to learn
Create a central on-line repository of information and aids that will help teachers
expand and supplement increasingly limited classroom resources
Design an online journal or a Why I Teach newsletter focused on teachers
recalling the initial motivations they had for entering the profession to “recharge”
and reinvigorate their commitment to the profession
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d. Teacher support programs
Pathways Scholars felt that certain teacher support programs facilitated teacher
retention:
•
•
•

Develop programs and public relations efforts that reward, recognize and raise the
status of quality teachers in the profession
Foster parent involvement in classrooms and facilitate greater communication
with their students’ teachers
Combat negative stereotypes of teachers and help society to understand the
contributions that educators make
e. Rewarding experiences that provide incentives to teacher retention

Pathways Scholars reported the following rewarding experiences that determine that
they remain in the profession.
•
•
•
•

Seeing the “light-bulb go on,” as in seeing the moment when the student grasps
the concepts being taught
Watching students grow over the years
Verbal appreciation from parents and administration
Parents that recognize the achievement of their child
f. Attributes of Pathways Scholars as teachers

The table below lists the attributes Pathways Scholars perceive they exhibit as
teachers. Note that they line match the earlier attributes cited in the literature.
Social Qualities
Personable
Approachable
Effective
communicator

Attributes Scholars Report they Possess
Professional
Emotional Qualities
Qualities
Organized
Compassionate
Open-minded
Loving
Creative
Caring
Flexible
Practical
Focused
Balanced
Diplomatic
Inspiring
Knows the subject
matter

Nurturing
Empathetic
Understanding
Active listener

Personality
Patient
Honest
Enthusiastic
Passionate
Fair
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2. Principals’ Survey Findings
a.

School activities that facilitate teacher retention

Principals reported the following school activities that facilitate teacher retention:
•
•
•
•

Workshops for new teachers
Release time
Mentoring programs
Schools that seek parent involvement
b. Teacher’s personal attributes that help retention

Principals cited the following teacher’s personal attributes that help teacher retention.
•
•
•
•

Resilient
Motivated
Dedicated
Flexible
c. Some important personal characteristics of Pathways Scholars

Principals listed some important personal characteristics of Pathways scholars who
were retained in their schools.
•
•
•
•
•
•
•
•

Strong sense of personal mission-calling
Dedicated
Inspiring
Flexible
Relationship-focused
Do what it takes attitude
Open-minded
Subject matter knowledge
d. Contributions of Pathways Scholars

Principals agreed that Pathways Scholars are making significant contributions to the
schools. The following are the contributions principals say they bring to the table.
•
•
•
•

Pathways Scholars bring worldly experience to the educational setting.
Willingness to take on extra duties/responsibilities above and beyond teaching
role; flexibility.
Pathways Scholars are authentic. They understand the real of school before
officially becoming a teacher.
They bring to the schools a wealth of real world experiences and strong
motivation to assist students to achieve.
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•
•
•
•
•
•

Strong commitment to profession, deep content knowledge, life experiences,
sometimes more tolerance for students' diversity (culturally & socioeconomically)
Open-minded; Team Players ; receptive to change
Determination to overcome road blocks
Very high commitment to the profession. A great willingness to learn new things.
Teamwork and dedication
High level of commitment and professionalism; extremely well educated in both
theory and practice; desire to experiment with new practice

3. Performance measures for students of Pathways Scholars vs. Non-Pathways
Scholars
We are collecting testing data for CRCT (Georgia Criterion-Referenced Competency
Test) to analyze the performance of students of Pathways Scholars vs. Non-Pathways
Scholars. Some preliminary findings include:
•
•

Pathways Scholars taught classes with a higher numbers of minority students (Black
and Hispanic) when compared with non-Pathways teachers
Pathways Scholars’ students performed as well as or better than students of nonPathways teachers
4. Salary Differential

One of the primary motivations for earning higher level degrees is the change in
salary as Scholars moved from non-certified to certified school district personnel. In
1993, the starting annual salary for a paraprofessional was roughly $10,000. The chart
below displays the dramatic salary changes Scholars experienced as they have earned
additional credentials and have moved into new positions in the school district.

EnteredSalary
CurrentSalary

100000
80000
60000
40000
20000
0
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V. Summary and Future Work
Since we are still in the process of data collection, data analysis and implications are
difficult to draw. The preliminary findings of our study have indicated some support of
characteristics of successful recruitment, preparation and induction programs cited in the
literature. We have begun to make some changes in the curriculum in terms of course
development and look forward to gathering documentation on that work. The following are
tasks that we have yet to accomplish.
•
•
•
•
•
•
•
•

Continue to collect data from Pathways Scholars and K-12 principals
Identify Scholars who produce high-achieving students
Visit highly effective Scholars, their principals and high-achieving students
Analyze collected data
Collect testing data for ITBS
Analyze collected ITBS testing data and compared with CRCT data
Disseminate findings to relevant organizations
Develop strategies, curriculum and new courses for teachers in high need schools using
findings
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Abstract
The abstract for proposed research should include the research
objectives, proposed methodology, and a discussion of expected outcomes.
Study Overview

This study describes current practices teachers of three and four year
olds use to prevent problem behavior. The study’s main objective is to
provide a description of the types of preventative behavioral practices
currently being used in early childhood setting across the state.
Additionally, we will explore how the presence of children from diverse
backgrounds and/or children with disabilities in early childhood
classrooms affects the selection of strategies used to prevent problem
behavior.
The proposed study is in line with a great deal of research describing
the critical need for early intervention and the use of positive
behavioral interventions for young children exhibiting problem
behavior. The well documented use of positive behavioral supports and
the call for positive behavioral interventions in the Individuals with
Disabilities Education Act, 1997 has influenced a “paradigm shift” in
early childhood education. This shift in thinking necessitates a
critical look at the current preventive practices in use. In this
study, investigators were interested in exploring the possible
relationship between teacher’s selection of particular preventative
practices used children for from diverse backgrounds and those students
have a diagnosed disability (e.g., developmental delay). The
investigators used the Basic Classroom Preventive Practice:
Strategies to Promote Positive Social Behavior and Emotional
Competence: A Self Assessment (Adams & Baronberg, 2005) to assess
teachers’ use of particular preventative practices. This allowed for a
comparison of teachers in various early childhood facilities and a
broad understanding of how teachers may differ in their selection of
preventative practices.
Research Questions
What preventative behavioral practices are being used in early
childhood settings?
Does the presence of children from diverse backgrounds have an effect
on the types of practices used to prevent problem behavior?
MethodologyAddresses of all National Association for the Education of Young
Children (NAEYC) accredited preschools in the state were obtained from
the national NAEYC office. Packets were then sent to all preschool
directors/administrators. Second, directors identified one lead teacher
of three year olds and one lead teacher of four year olds and
distributed the study questionnaires to them. Nine hundred and twenty
eight packets were distributed. Each packet contained a letter
explaining the study, and two study instructions and blank

questionnaires. Participating teachers were those who received the
packets from their directors and who self-selected to complete the
study activities.
Descriptive statistics were then used to describe the participants in
this study as well as the types of preventative behavioral practices
are being used in the classroom.
T-tests were used to distinguish whether or not the presence (majority)
of children from diverse backgrounds and children with disabilities
impacts the types of practices used to prevent problem behavior by the
teachers.
Scope of the Study/Potential Impact
This study has the potential to impact settings across the state of
Florida. Data was solicited from teachers of three and four year olds
in every National Association for the Education of Young Children
(NAEYC) accredited site in the state of Florida (N> 1800); this
includes Head Start sites. Being accredited by NAEYC designates a high
quality environment. Having a population that includes both Head Start
and non-Head Start sites rules out the possibility of socioeconomic
confounds.
Potential benefit
The result of this study is one attempt at addressing the Gilliam
study, which gained national attention both in and outside of academia;
the study would also support the federal mandates and the “paradigm
shift” described above, both bringing notoriety as well as credibility
of the type of research originating at FAU.
Expected Outcomes
Being able to describe the current practices assists the researchers in
the development of better training and systems to assist in behavioral
practices. Being able to tell if the presence of children from diverse
backgrounds has an effect on the choices teachers make also allows the
researchers to address this issue through recommendations and
preservice and inservice educational opportunities. Gilliam (2005)
details the preschool expulsion rates for preschoolers being alarming
three timers the rate for older students; our study will offer a
possible solution to this critical issue. Perhaps if preventative
behavioral practices were being systematically utilized in these early
childhood settings, this expulsion rate could be significantly altered.
Adams. S. K., & Baronberg, J. (2005). Basic Classroom Preventive
Practice:
Strategies to Promote Positive Social Behavior and

Emotional Competence: A Self Assessment in Promoting positive behavior:
Guidance strategies fro early childhood settings. Upper Saddle River,
NJ: Merrill Prentice Hall.
Gilliam, W. S. (2005). Preschoolers left behind: Expulsion rates in
state prekindergarten systems. Retrieved 6/10/2005 from
http://www.fcd-us.org/PDFs/NationalPreKExpulsionPaper03.02_new.pdf
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Abstract
Families and Schools Together (FAST) is an early-intervention/prevention, collaborative,
school-based, multifamily family-support program for early childhood, elementary, and
middle school aged children. FAST applies research based, systematic interpersonal
engagement strategies to engage families in an eight-week program. The goals are: to
enhance family functioning, prevent the target child from experiencing school failure,
prevent substance abuse by the child and other family members, and reduce the stress that
parents and children experience from daily life situations. The positive results of the
FAST program have recently been experimentally proven by four independent, multiyear, federally funded studies. These four studies consisted of randomized trials in
different settings and different cultures. All focused particularly on low income
communities. In these studies, it was proven that FAST: promotes resilience, decreases
aggression and anxiety while increasing attention span at home and at school, builds and
strengthens relations within and between families and schools. FAST is currently being
implemented in 45 states and 5 countries.
Paper
Families and Schools Together (FAST) is an outreach and multifamily support group
process for building multi-systemic, caring, long term relationships for children, i.e.
protective factors, to enhance their resilience against daily stresses. Busy parents today
can benefit from institutional structures sharing the responsibility for engaging families
of same age children into meeting one another in a common space. At FAST, multiple
families attend to have fun as a family, eating and playing at their own family table; then
they network with peers, and finally, they spend one to one, parent to child, quality time.
Family outcomes include parents feeling they are not alone, increased family closeness
and family communication, feeling more respected by their children, decreased family
conflict, increased parental friendships with other parents, and increased parent
leadership in the school and the community. Child outcomes include increased social
skills, increased obedience and respectful communication with parents and teachers,
increased attention span, impulse control, and academic performance, and reduced
aggression, violence, and anxiety both at home and in the classroom. These outcomes
cross over several domains (child, family school, community), reduce multiple risks, and
correlate with preventing substance abuse, violence, delinquency, and school failure.

The trained, parent-professional, collaborative FAST team supports parents as the primary
prevention agents for their own children by developing interdependent support networks
of parents including other parents, the school, and the community. The program’s three
components include 1) outreach to parents, 2) positive, multifamily engagement groups,
and 3) two years of parent run, monthly, community development planning. Families (525) participate for 8-10 weeks in structured activities based on research, which are
designed to build respect for parents, strengthen reciprocal, caring bonds within families
and across families, and strengthen trusting relationships between family members with
the school and with the community. During the 8-10 weeks, there is only one, 15 minute
formal presentation (it is on substance abuse); other than that, the entire curriculum is
imbedded in the activities: there are no other lectures. This experiential learning approach
enables all ages to participate, regardless of literacy and language skills. FAST applies
family stress theory, family systems theory, social ecological theory of child
development, and adult education and community development theory, to achieve its four
goals:
•
•
•
•

Enhance family functioning
Prevent the target child from experiencing school failure
Prevent substance abuse by the child and other family members
Reduce the stress that parents and children experience from daily life situations.

Proven Results
Statistically significant improvement in FAST child’s behavior vs. control reported by
parents and teachers
Improved social skills
Improved attention span, academic competence and performance
Reduced aggression and anxiety/depression
Statistically significant increased FAST parent leadership in community vs. control
Increased parent involvement in school
Improved family cohesion
Reduced family conflict
86% of participating parents report new friendships
44% of FAST parents return to pursue further adult education

Intervention
We recommend Universal access, i.e. inviting families of whole classrooms or all
Newcomer Families. The key is outreach, with persistence, making certain that each
family is home-visited. Experimental studies show that universal recruitment in lowincome, high-risk communities result in half of the participating children at pre-tests at
“indicated” levels of problems.
Universal
Selective
Indicated
Benefits–
•
•
•
•
•
•

Fosters respectful school/community/parent partnerships with local parents
Appeals to ethnically diverse, low-income, stressed communities
Impacts positively on child outcomes across childhood domains
Strengthens internal family communication and respect for parents
Can effect community development/systems change
Predictable, high program retention rates across 600 communities

Target Population –All children and families
Randomized trials studies on FAST used four different strategies for recruitment of
families, and have demonstrated the sustained benefits of universal recruitment by
classroom and by grade (K-3) in high risk, urban and rural communities: low-income,
rural Native American populations; inner-city, low-income Latino families in the
Midwest. In addition, mixed recruitment, i.e. universal combined with targeted showed
effectiveness, in which no more than 50% of the children were at risk, using mixedcultural recruitment. Finally, the teacher at-risk checklists were used prior to
randomization and also showed statistically significant impacts, with low-income, inner
city, African-American families in the South. FAST has been translated into 5 languages,
and has proven over 12 years of dissemination to be sufficiently adaptable locally to
appeal to many different cultural, racial, social class, and language groups of families.
FAST has consistently maintained above an 80% retention and graduation rate for
families in communities with high poverty, high mobility, high crime and drugs, high
single parents, and low trust of institutions, such as schools. If a family tries coming
once, 80% will complete FAST. Parents report liking FAST because it feels respectful
and their kids want them to go.
Although in 1988 when FAST was initially developed, the multi-family groups served
only teacher-identified, at-risk, elementary school youth, 6 to 12 years old, this has
changed. We recommend universal recruitment. Developmentally appropriate adaptations
have been created for babies, preschool, middle school, and new mothers/grandmothers.

How It Works
A community first must create a collaborative planning committee, including local parent
representatives, to assess community assets and needs. If engaging parents in prevention
of substance abuse is a priority, they should select FAST. If they identify raising stressresistant children, strengthening families, involving parents in schools and communities,
and engaging interdependent groups of families to develop the community, i.e. to
increase the social capital in their community, they should select FAST
www.wcer.wisc.edu/FAST
An implementation team is then created with 1-4 local parents, a school representative,
and two community agency representatives, (one specializing in substance abuse
treatment for adults, and another specializing in mental health services including
domestic violence) to be trained by FAST National Training Center (non-profit). The
teams must be culturally representative of the intended participating FAST families (this
is a core component which cannot be changed). The professionals can be repositioned by
their agency to participate in this community outreach process, because about 1/3 of
FAST graduates will self-refer for treatment or therapy over the next two years.
The parent-professional team then becomes trained to do FAST; this training involves
supervision of the first multi-family group implementation, and results in certification of
the team and the site, following process and outcome evaluations. Recruitment and
outreach to parents, multi-family groups, and parent-run community development groups
are the components of FAST:
Outreach to recruit whole families to attend weekly multifamily support groups and
monthly multifamily meetings. These face-to-face home visits by team members at times
and places convenient for the parent are a vital component. Busy, stressed, or suspicious
parents may need repeated visits to build enough trust just to try the program even once.
Multifamily support groups are held weekly for eight to ten weeks and include 5 to 25
whole families at a time. (For middle school, there is also a 12-week youth group; for
baby FAST there is also a home visiting program). Group meetings last about 2 ½ hours,
and have a series of fun activities, repeated each week, which are sequential, and include:
• Creating a family symbol, in which the parent is in charge of the process
• A family meal at a family table in which the parent asks the child to serve the parent
• Family communication games at the family table (age appropriate), with parents in
charge of the turn-taking and positive questions, related to drawings and feelings;
• One-to-one adult time for private conversation and processing daily stresses;
• Respite for parents in a parent self- help support group (no curriculum), while
• Children play in developmentally appropriate peer groups with active supervision;
• One-to-one parent-mediated play therapy with one of their children (15 minutes);
• A “fixed” family lottery (every family wins once); with built in reciprocity: i.e. the
family which wins the lottery, also wins the responsibility for hosting the next meat
• Opening and closing routines involving all participants, which demonstrate the
community bonding and effectiveness of family rituals for young children.
FAST team members do not lecture, but rather support parents to lead their families at
their own family table in highly participatory, research-based activities. Because these

meetings occur in well-lit, public settings, with lots of culturally representative parents
and professionals walking about to make certain things run smoothly, and the positive,
respectful agenda stays the same each week, the environment feels predictable and safe.
•
•
•
•

Parents have fun, play, and laugh with their own children, without alcohol or drugs
Parents communicate with their own family members, respectfully, without conflict
Parents repeatedly request their child’s obedience and experience success
Parents act in charge of their families during the activities, with supportive coaches

Multifamily meetings are held each month for 21 months after families “graduate” from
the 8 –10 week engagement program. The parent graduates set their own local agenda for
FASTWORKS, which is the community development component of FAST. Gradually
the facilitating role of the original team transfers to the emergent parent leaders who
graduated with their families from FAST. FASTWORKS projects have included reading
mentors, youth clubs, community gardens, clean up campaigns, monitoring school buses.
Positive bonds built with the team professionals from the school and community agencies
provide additional protective factors for the child and family. Over time, these trusting
relationships support the parents’ ability to appropriately self-refer, because they know
someone in the treatment community. Over the two years of FASTWORKS, our data
show about 1/3 refer to substance abuse treatment, or family counseling, as needed.
Implementation Essentials
Each new FAST site creates a parent-professional collaborative team to be trained to
recruit families and implement the multifamily support groups. This shared governance
team must be culturally representative of the families being served in FAST, and must
minimally consist of consumer representatives and institutional representatives:
•
•
•
•
•
•

Substance abuse professional from a community based agency
School representative, professional
1-4 parents from the host school involved at every level
Community agency representative (preferably providing mental health and domestic
violence services
Youth advocate (adult) to insure the youth voice is heard (middle school)
Two consumer youth representatives (middle school girl and boy)

During the initial 2 day (Phase I) team training, the 10 values of FAST are discussed as a
team: e.g. a commitment to shared governance with consumers and providers, and the
central value that every parent loves his/her child. The summaries of the research studies
upon which FAST is founded are read and discussed by the team. Role playing is used to
train teams about parent empowerment and respectful interactions to parents as
prevention partners.

Adaptations-60%
Local adaptation has been critical to the success of FAST, which has been replicated in
over 800 communities since 1990, (the first statewide, substance abuse prevention
initiative in Wisconsin, $1 million annually for 10 years). Because the FAST team must
be local and culturally representative of the families, it will create subtle minor and major
changes to fit their own community. Sixty percent of FAST should be locally adapted to
fit the local community’s assets and needs; the adaptations are checked with the visiting
FAST Trainer for parent empowerment, one of the most challenging aspects of FAST.
The Certified FAST trainer comes three times to the local site in 8 weeks to directly
observe the implementation. S/he has core component checklists to monitor the program
integrity of the implementation. The next morning, s/he gives feedback to and processes
with the local FAST team to problem solve and create and celebrate unique, local
adaptations. This celebration of adaptations increases local investment in FAST and
helps to make replication successful. Retention rates are continuously monitored by the
Trainer.
Core Components-40%
The core components are processes and cannot be changed or adapted by local sites.
Examples of core components are 1) cultural representation of the families on the team;
2) discussion and endorsement of the values by the team; 3) guaranteed provision, each
week at FAST, that one child per family receives 15 minutes of uninterrupted, quality
time with one of their parents (developmentally appropriate, research based, parent-child
time: for babies, 0-3, infant massage; for young children, 3-8, non-directive, nonjudgmental play time; for 9-13 year olds, youth selected topic- talk time). These 15
minutes of time must be for only one child with one care-taking adult and must be
supported by team coaches for success; unacceptable adaptations are having two adults
with one child, or a professional substitute with one child; or cutting the time to only 5
minutes. If the team changes the 40% core components, or does not graduate a minimum
of 5 families, the site will not be certified, and the site cannot call it The FAST Program.
Program integrity checklists and site visit checklists on three site visits are used by the
FAST trainers to monitor that the core processes are intact. Soon there will also be a
formal Certification Board test for team members and trainers.
Each site (school or community-based) is expected to run two to three multi-family FAST
groups per year, in order to feed the FASTWORKS community development processes
with a minimum of 40 new graduated families annually. To administer FAST, we
recommend one half-time staff person per school site, is recommended. With multi-site
initiatives in districts or counties, additional organizational infrastructure is
recommended. Staff turnover and ongoing programmatic drift can be addressed by
building local capacity by investing in training a local person to become a trainer intern
and then under-supervision, to become a Certified FAST Trainer. There are over 300
Certified FAST Trainers now in the US. After the team has been created and funding
identified, it takes only 5 months from the beginning of training to the receipt of the
FAST outcome evaluation report. This gives local administrators a quick turn-around to
make decisions about the benefits to their own community of taking FAST to scale.

Space and Materials
Program implementation demands a large enough space to host 60 to 100 big and little
people sitting at family tables (think of restaurants); several separate play areas are
needed; 2-3 private parent group meeting rooms, and an area for food preparation. The
FAST Web site, www.fastnational.org is regularly updated with new training materials.
National satellite-broadcast training allows local teams to stay connected to evolving best
practices, as FAST improves with feedback from the field and new data.
Training and Technical Assistance
FAST training is purchased from FAST National Training Center (non-profit), and
includes a total of 5 meetings with a Certified FAST Trainer over 5 months. The trainer
meets for two days with the team initially, to develop a cohesive team, to review the core
program components and areas for adaptation, and to plan implementation. The trainer
provides technical assistance, makes three site visits for direct observation of program
implementation, and reviews program integrity checklists. Each team member (up to 10
per team) receives a Program Manual, six days of team training over a 5 month period,
and eligibility to become a trainer. Each new site administers sets of pre- and post-FAST
questionnaires to parents and teachers (parents and youth for the middle school program)
for data analysis, to determine local outcomes. Submitted data, graduation of a minimum
of five families and a Consumer Feedback Parent Panel are required for Certification.
Each local site is encouraged to develop their capacity to grow their own program into
new settings by having a team member become a Certified FAST Trainer. This process
includes a weeklong pre-certification seminar (offered at least twice a year) and a
supervised internship. It takes about a year to develop a local Certified FAST trainer.
Target Areas
Protective Factors to Increase
Individual
Ability to manage stress and anxiety
Impulse control
Improved attention span
Positive social skills
No substance use attitudes
Family
Family closeness
Commitment to no substance abuse among all family members
Parent-child communication
Parental monitoring and control of youth
Positive attitudes toward youth and their development
Interdependent group of parents of same aged school children
Developing positive relationships with neighbors
Parental interest in continuing education

Peer
Assertiveness skills
Refusal skills
Resistance to negative peer pressure
School
Child and parent: Feelings of trust with the school
Child: Appropriate classroom behaviors
Child: Academic competence and performance
Parent: Parental involvement
Community
Parent leadership in the community
Intolerance of pro-drug environment
Risk Factors to Decrease
Individual
Anxiety and depression
Lack of self-control
Aggressive behavior
Social Isolation
Family
Stress level of daily living
Lack of family connectedness
Lack of family communication
Family conflict
Child abuse and neglect
Lack of parental monitoring or discipline
Parental and other family substance abuse
Social Isolation
Lack of trust or knowledge about community resources
Peer
Association with aggressive youth
Pro-drug influences
School
Lack of affiliation or bonding
Lack of parent involvement
Classroom aggression and violent behavior
Academic Failure

Community
Lack of connections between parents, school and community
Lack of social capital
Social isolation
McDonald and Wheeler's Risk Factors and FAST
Risk factors

How FAST addresses challenges
•
•
•

Family isolation

•
•

•
•

Family stress

•
•
•

•

Poor parental
socialization practices

•
•

Parent group offers informal support system for parents
raising children the same age
Kids' Time builds friendships for children in the same
school
Program provides a fun evening out in the neighborhood
with other families from the same school
Collaborative team connects parents with community
resources and activities to use as needed
Collaborative team and school acts as a conduit for
parents to access community
Structured and routine activities set for chaotic families
Activities are scheduled to decrease parental stress to
create a willing parent for Special Play
Parents' group builds a support system for parents
Collaborative team empowers and supports parents
Parents' Time includes 15 minutes for parents to share
daily life stresses one-to-one
Activities are routine, clearly defined, parent directed, and
teach basis of conflict resolution and social skills building
Collaborative team is supportive of parents, offer
assistance when asked, and serve as behavioral role
models
Parents' group provides a safe environment to explore
and learn parenting skills

•

Poor parental supervision
of child

•
•
•

•
•

Poor discipline skills

•
•

•

Parental rejection and
criticism

•
•

•

Excessive family
conflict/marital discord

•
•

•

Parental mental health

•
•
•

Differential family
acculturation

•
•
•

Collaborative team encourages, supports, and expects
parents to supervise their own children; 7-12 other adults
are available to assist parents before problems get out of
control
Activities structured to promote parental success
Activities teach positive communication, effective
listening, and basis of conflict resolution
Parents' group is a safe environment to explore and learn
parenting skills with peers
Collaborative team provides ongoing support and
reinforcement to parents for positive skills
Collaborative team provides opportunity and structure for
parent to develop and use problem solving skills
Positive discipline is role modeled by staff
Parent group; safe environment to process parenting with
peers and receive feedback
Each parent is taught and positively coached in Special
Play (one-to-one child directed quality time)
Parents do Special Play 15 minutes a day with the
targeted child
Family fun activities, family meal, and winning together as
a family build parent/child relationship
Sessions are designed to minimize conflict; families can
experience each other positively
Non-judgmental and supportive collaborative team
encourages help-seeking behavior
Collaborative team is a conduit for referral and advocacy
for all family members
Team members promote relationship building with
parents
Parental informal support systems develop other
Linkages are created for referrals
Culturally sensitive collaborative team use parents'
primary language
Collaborative team empowers parents
Cultural values are respected
Collaborative team and school provide a conduit into the
community

McDonald and Wheeler's Protective Factors and FAST
Resiliency factors

How FAST builds protective factors
•
•

Family bonds

•
•

•

Family routines and
rituals

•

•

Supportive families

•

•

Good marital relationship

•
•
•

Positive and moral
development

•

•

Positive friends and
activities

•
•
•

Child develops positive
coping and decision
making skills

•
•
•

Academic, social, and life
skills support

School bonds

•
•

•

Curriculum design promotes family as a unit and
something special
Relationship building activities provide family with fun
memories
Each parent is taught and positively coached in Special
Play (one-to-one child directed quality time)
Parents do Special Play 15 minutes a day with the
targeted child
Program design models routine and rituals while families
experience its effect
Program components become rituals for families (in
Special Play and closing activities)
Collaborative team supports and empowers parents as
the primary prevention agency for their children
Program reduces parental stress to increase their
supportive ability
Activities promote positive interactions and build basis for
conflict resolution
Curriculum design minimizes opportunities for conflict;
parents can enjoy their time together as a family
Collaborative team provides referral
Collaborative team provides connection link to community
churches, centers, and resources
Supportive follow-up design encourages continued
linkages
Kids' Time safe, structured environment to develop
friendships
Positive curriculum activities
Positive games and activities taught in Kids' Time
Kids' Time team role models, coordinate activities, and
supervises coping and decision making skills
Program curriculum teaches basis for communication,
effective listening, and conflict resolution
Collaborative team models
Collaborative team encourages and supports parents as
primary in child's life
Program at school site promotes parents academic
support
Program provides multi-family gathering for parents to
interact with child's peers
School representative in collaborative forges strong

•
•

Community bonds

Close, trusting
relationship with at least
one caring adult

school bond
Program at school site strengthens bond with familiarity
Program brings together school and family. Children see
parents at school, with school staff

•
•
•

Collaborative team creates linkages
Collaborative team advocates on behalf of parents
Follow-up continues to empower parents in the
community

•

Program design empowers parents as the primary
prevention agent for their children
Program curriculum creates strong parent/child bond
Collaborative team develops trusting relationship with
parent and child
Follow-up strengthens relationship building

•
•
•

Program Background
FAST was initially developed in 1988 by a parent, social worker, family therapist,
community developer, Dr. Lynn McDonald, to bring family and mental health research
into practice to address the urgent social problems of primarily low-income children. At
the time she was working with adolescents with drug and alcohol problems and court
records using an intense, in-home, family therapy approach, which was very effective at
keeping youth in the community, but worked with only one family at a time and needed
very experienced family therapists. What about creating multi-family groups, intervening
earlier before the problems were “in the system,” and using teams who had no knowledge
of family therapy? Could one imbed the principles of family systemic processes into
standard family enactments? Would this work? Could they be trained? FAST started
with teacher identified, at-risk, elementary school youth and their families. It worked.
McDonald trained teams for statewide replication. It worked. Diverse settings needed
new adaptations? It worked. What about for all families, as a family tune-up? Universal
recruitment for all families? It worked.
Not only do the structured, non-individualized, family enactments strengthen FAST
families in their hierarchy, cohesion, communication and reduction of family conflict, but
unanticipated friendships across families developed, reducing social isolation. Overdependence on professionals is a problem of any home visitation model. Multi-family
groups counteract the isolation typically experienced by American families. FAST
efficiently helps parents to meet and become friends with other parents at their child’s
school, which supports all parents in raising their children. FAST builds social capital.
FAST parents consistently advocate for FAST to be made available to all families. Since
1998, universal recruitment on both a school-wide and classroom basis has met with
much success. Developmentally appropriate multi-family groups have been effective for
babies, pre-school, middle school, and teen mothers.

Although FAST’s research and development has been funded by nine separate Federal
agencies, local FAST replications have been funded by United Way, county drug
prevention dollars, and county mental health, and welfare reform. Funding has been
granted for statewide initiatives in California, Missouri, North Carolina, South Carolina
and Wisconsin. School Districts have implemented the program using federal resources
such as Safe Schools, Healthy Student, 21st Century grants.
Evaluation Design

FAST has been evaluated for 12 years in two distinct ways: experimental designs in four,
large, federally funded, multi-year, randomized trials; and in single replication, site
specific, outcome evaluations, which are non-experimental, repeated measures, pre and
post, across two settings, by parent and by teacher. These are described below:
1) Experimental Designs: Four different, separately funded, research designs by three
non-overlapping groups of researchers independently and rigorously evaluated FAST.
Each study randomized the families into FAST vs. control (or comparison) at different
points in relationship to recruitment. Each tested a different hypothesis using separate
measures. Each one was a federally funded experimental test of FAST as a program with
distinct goals: family support, drug abuse prevention, preventing school failure, or
reducing referrals to special education. Each study focused on a different population:
a) Southern, inner-city, stable African American families; 75% with incomes below
$15,000; recruited from teacher identified at-risk after randomization; 1/3 of the children
already in educational services for special needs; nine schools; Sample size 400 families,
intent to treat analysis; one year follow-up.
b) Midwest, small city, mixed cultural groups, low and middle income, half universal and
half teacher identified at-risk; nine schools; pre-tests and demographics used to create
matched pairs prior to randomization.134 families, one year follow-up.
c) Midwest, inner-city, low-income, stable Latino and high mobility African American
families; randomized classrooms and then universal classroom recruitment; comparison
FAME program using behavioral parent workbooks and aggressive follow-up for two
years; ten schools; 465 families; two year follow-up.
d) Northern Wisconsin, rural, three American Indian Nations; three schools; universal
recruitment; 100 families, matched pairs prior to randomization; one year follow-up.
Two instruments were used across all four studies which measured child functioning, as
assessed by parents and teachers: the SSRS (Gresham and Elliot, Social Skills Rating
Scale) and the CBCL (Achenbach, Child Behavior Checklist). This enabled comparison
across the studies and the populations. (Please see outcome section below for graphs)
2) Replication site evaluation: FAST replication site evaluations employ a repeated
measures, non-experimental design with two independent raters. Parents and teachers
now complete Strengths and Difficulties Checklist (Rutter) and a Parent Involvement in
School survey before the program begins and after 8 weeks of programming. Parents

also complete portions of the Moos and Moos Family Environment Scale (FES). These
surveys measure child and parent behaviors that, according to a substantial body of
research, are highly correlated with the onset of problem behaviors in later years. Each
site receives questionnaires and collects the data to be analyzed. Since 2001, an
independent evaluation center, Center for Health Policy and Program Evaluation
(CHPPE) based at the University of Wisconsin-Madison, Department of Preventive
Medicine, analyzes FAST replication data for multi-site replications, as well as random
checks of evaluation reports for patterns which can improve implementation practices.
Outcomes
The outcomes across both the FAST experimental studies and replication evaluations are
statistically significant, repeated and redundant: Various outcomes in each study were
shown to be significant. Below are four graphs of child aggression levels reported in
these four studies, showing statistically significant changes of FAST children vs. control
(or comparison). Why report on aggression levels of young children? Childhood
aggression at age eight (similar to conduct disorder) is correlated with problems across
several domains, including adult chronic drinking problems and substance abuse
addiction. Longitudinal research reports that childhood aggression levels were correlated
at age 38 with chronic substance abuse problems, chronic unemployment, school drop
out, and court involvement. Below we report reductions in childhood aggression.
Child Outcomes:
Four experimental studies across populations and sites show statistically significant levels
of childhood aggression as rated by either teachers or parents at one or two year followup, with FAST children less aggressive than control (or comparison), including lowincome African American, mixed cultural, Latino, and Native American children.

New Orleans FAST Experimental Study
Low Income African American
N=400 Families

Child's aggression
(Reported by Parents)

62
60
58
56

FAST

54

Control

52
50
48
Pre

P<.001

1 Year

Rural Wisconsin FAST Experimental Study
Low Income American Indian

Child's aggression
(Reported by Teachers)

62
60
58
56

FAST

54

Control

52
50
48
Pre

1 Year

N=100 Families
P<.001

Milwaukee FAST Experimental Study
Low Income Latino

Child's aggression
(Reported by Teachers)

62
60
58
56

FAST

54

Control

52
50
48
Pre

N=128 Families
P<.001

2 Year

Madison FAST Experimental Study
Low Income Diverse Cultural Group

Child's aggression
(Reported by Parents)

62
60
58
56

FAST
Control

54
52
50
48
Pre

1 Year

N=124 Families
P<.001
Replication study in California conducted independently.

California Statewide Initiative
FAST Children’s Conduct Disorder

Child's aggression
(Reported by Parents)

62
60
58
56
54
52
50
48
Pre FAST

N = 139
P < .001

1 Year

Program Retention Rates:
Of interest to policy makers, funders, practitioners and community collaborative:
across the 4 research studies, and across 600 replications in 38 states and 5 countries, in
rural or inner city settings, FAST retention rates are consistently high: if a family tries
once and attends one multifamily group session, 80 percent will graduate from the 8-10
week program. If the team is trained, 80% percent retention rate is a predictable outcome.
Recognition
Model Program—

U.S. Department of Health and Human Services
Substance Abuse and Mental Health Service Administration

Family Strengthening Program—U.S. Department of Justice
Office of Juvenile Justice and Delinquency Prevention
School Reform Model—U.S. Department of Education
Office of Education Research and Improvement
Innovation in Government (Finalist)—Harvard University School of Government
And Ford Foundation
Effective Program— White House
Office of National Drug Control Policy
Exemplary Program—U.S. Department of Health and Human Services
Administration of Youth and Families, OHD
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Abstract of paper:
The medical profession has already begun to realize that their practitioners need to be
culturally competent to work with the increasingly diverse population. Medical schools are
already training healthcare workers to work proactively in multi-cultural settings. Researchers
have noted that becoming culturally fluent plays and important role in the healing process.
Education has lagged behind in this effort. According to Diller and Moule in their book Cultural
Competence: A Primer for Educators, only 7 states have specific teacher standards regarding
cultural competence. The literature shows that to truly have a highly qualified teacher, one that is
also effective in the classroom requires a new kind of educator-one that is culturally competent.

Highly Qualified and Culturally Competent: Is It Too Much To Expect of Public
School Teachers?
By Dr. Rodney Davis
Introduction:
The Reauthorization of the Elementary and Secondary Education Act (PL 107-110), more
commonly known as the No Child Left Behind Act (NCLB,) has had a profound impact on
public education in its three year existence. For the first time in our nation’s history the federal
government has taken a direct, if not intrusive, role in what has been traditionally a state’s rightto educate its citizens.(McColl, 2005) By mandating educational outcomes (e.g. every child will
be reading by the third grade by the year 2014,) annual standardized testing, adequate yearly
progress, and requiring a highly qualified teacher (HQT) in every classroom, the federal
government has made it clear that it is no longer business as usual. The days of funding schools
with no strings attached are gone. Schools will now be held accountable for the “product” that
they produce. This piece of legislation makes sure that America is getting something for the
money that it spends on its schools. If NCLB is successful in achieving its goal of raising the
“academic bar” both in what is taught and who teaches it, it will change the very face of
education for the next 50 years.
Contained within No Child Left Behind are some very lofty aspirations. The most farreaching new requirement; and the one that worries urban and rural districts, is related to teacher
quality (Berry, 2004.) It has been argued by policymakers and reported by the national media
that too many classrooms are under the control of teachers who are not qualified to be there. By
qualified I mean that the teacher is certified and has a college degree but may be teaching out of
field. The president and his education advisors emphasize that not having a qualified teacher in
the classroom is one of the reasons for the low achievement of students. (U.S. Department of
Education, 2003) This situation is more likely to happen in schools that are in urban areas and
those that serve students from low socio-economic status (SES) in both urban and rural districts.
To remedy this condition, we must improve the quality of those who are responsible for the
education of our children (U.S. Department of Education, 2003.) NCLB uses the term Highly
Qualified Teacher to explain the administration’s plan for improving the quality of America’s
teaching force.
This paper will explore the definition of HQT not as it relates to teaching effectiveness,
because the federal definition says nothing about effective teachers, but as it relates to another
issue, need for culturally competent teachers. The drafters of the NCLB legislation settled for the
definition of highly qualified rather than tackle the tougher effective teacher (and in the process
examine the role of culture as it impacts the learning process) for the simple reason that highly
qualified was easier to measure and quantify. The heart and spirit of No Child Left Behind is a
demand for effective teachers, with which no one can argue. Parents, Teachers, Administrators,
Policy-makers all want the most qualified and effective person teaching their children. What
impact does culture play in the teaching and learning relationship? Some researchers in the
medical and psychological fields have begun to realize that the culture of the patient and the
practitioner’s ability to work with the patient’s culture are important factors in the healing
process. (Leishman, 2004; ; Odom-Forren, 2005; Stanhope, 2005) No Child Left Behind

guarantees parental choice rights so that; no matter their background, race, ethnicity, and
economic station in life, their children will have access to the best education available. At the
same time it ignores the power of culture in the teaching and learning process. The purpose of
this paper is to start a discussion at best or an argument at worst among educators regarding the
need for culturally competent teachers. As a by-product, this paper will answer the question can
a teacher be truly highly qualified to teach without being culturally competent?
Teacher Quality
The impact of a highly qualified teacher cannot be over estimated when evaluating
student achievement. According to former education secretary Rod Paige in his First and Second
Annual Report on Teacher Quality he states that the research shows that teachers’ general
cognitive ability is strongly correlated with effectiveness as well as their experience level and
content knowledge. Pedagogical training and certification have yet to be linked to achievement
and teacher effectiveness. While this is not necessarily an accurate reflection of the research
(Darling-Hammond, 2002) it supports a well-known idea first posited by James Coleman in his
1967 report evaluating the effectiveness of the Elementary and Secondary Education Act of 1965
(No Child Left Behind is the 2002 reauthorization of that law.) Next to the parents, the child’s
classroom teacher is most directly responsible for student achievement. This places an enormous
responsibility upon the shoulders of teachers. It also underscores the need for ensuring that every
professional teacher that steps into a classroom to teach has the qualifications and the ability to
be effective. NCLB not only requires qualified teachers in US classrooms, it mandates that they
be highly qualified. So, what does this mean?
Highly Qualified: What’s in a Name?
According to NCLB, there will be a “highly qualified teacher” in every classroom by the
end of the 2005/06 school year. To be highly qualified teachers must nhold at least a bachelor’s
degree from a four-year institution (in addition this degree must require that the student have an
academic major e.g. mathematics not math education, ohold full state certification, and
pdemonstrate competence in their subject area. This definition does not say anything about
being qualified and effective. The definition suggests that so long as the teacher is “highly
qualified” they will be effective in the classroom. In reality, this is not always the case. One
could easily make the case that even though an individual teacher meets the criteria for being
highly qualified they may not be effective in the classroom as measured by standardized testing
or some other scale of professional performance. In the alternative a person who is effective in
the classroom may not meet the definition of highly qualified under NCLB.
This vague definition leaves a lot of room for states to define HQT in a manner that best
suits their needs and still meet the federal guidelines for compliance in this area. In addition, it
does not settle the issue of what does an effective teacher look like? Isn’t that what we (the
educational stakeholders) are looking for? It does not connect the teacher’s credentials with their
ability to create an environment where students learn. This definition also fails to address the
need for educators that are prepared and willing to use culture to create a positive learning
environment.

In all fairness, the highly qualified teacher definition reflects the minimum criteria for
entry into the profession of teaching. Where it becomes problematic is that NCLB espouses the
platitudes of seeking excellence in teacher quality and student performance and yet sets the “bar”
pretty low. Is the teacher, representative of this definition, the kind of person that will be able to
prepare our children for the future? Are the elements of the HQT definition enough to expect of
educators who are charged with such an awesome task? Berry (2004) suggests that it is not by
stating, “Given the growing diversity of America’s public school students and the demands that
all students meet AYP [average yearly progress] there is substantial evidence that teachers need
more than context knowledge to be effective.” Darling-Hammond (2002) finds that teachers need
pedagogical training and experience to be effective in the classroom.
Increased Diversity Brings New Challenges.
One does not need a crystal ball to see that composition of the American classroom has
changed over the past 50 years and will continue to change over the next 50. If demographic
predictions hold true, the American classroom will be radically different 50 years from now.
According to Hodgkinson (2003), classrooms are going to be increasingly diverse. By the mid
21st century, Hodgkinson and other researchers suggest elementary and secondary enrollments to
be composed of 51% ethnic and racial minority students. (Champeneria, 2004; Futrell, 2003;
Parish, 1996) Others predict that the current minorities will become the majority in as little as 20
years. (Flowers, 2005)
The classroom filled with Caucasian children found on Leave It To Beaver, a popular
1960s television show, doesn’t exist in many public schools across the nation and will no longer
exist in 2050. If the demographic predictions are accurate, then this increased diversity is going
to present challenges for educators and policymakers. With this diversity comes a cultural
diversity that impacts the classroom. In spite of this reality, many teachers are conducting their
classes as if they were standing in front of a room filled with students who look like little
Theodore Cleaver (Jerry Mathers.) They refuse to see that the times—they are a changin.’ When
challenged, they respond that “they do not see color.” By this they mean that education should be
color blind or culturally neutral and that in fact, race and ethnicity, or in the broadest sense
culture, does not impact instruction. The available research indicates that the contrary is true.
(Banks, 2001; Cross, 1989)
This “color blind” perspective has been explained by Kenneth Pike (1967) as an “etic”
perspective. He stressed that some anthropologists & sociologists believe that it is important, if
not vital, to study individuals independently from the larger cultural group to which they belong
because each members of the group have individual characteristics. The problem with this
viewpoint is that it denies the value of the larger structure and its impact on the individual. True
enough, not all members of a particular ethnic group see everything the same but they share
many things in common and it is this commonality along with family values, and environmental
factors that impact the development of the individual. (Surbone, 2004) The alternative viewpoint
is Pike’s “emic” perspective which insists that to understand an individual one must understand
the larger group to which they belong. (Pike, 1067; King, 2004) A student’s culture and race
cannot, and should not, be overlooked as not important to the understanding of the individual. If

teachers accept the “etic” viewpoint, they deny the existence of a huge part of the individual’s
identity.
We cannot dismiss the role that teacher’s culture (and race for that matter) and the culture
and race of the student play in the classroom. What does culture do for us? It helps us make
sense of our world. Surbone (2004) states that culture is a reference framework that helps
individuals interpret their world. It is central to our personal identity. Robins defines culture as a
set of learned beliefs and behaviors that control how its members view the world. (McClean,
2004) To say to me that my being a white male of German, Irish, and Welsh decent does not
impact how I think and act is to deny a great deal of whom I am. I view the world through those
lenses. Culture then serves as a kind of filter that enables people to sort out the information that
is coming at them from many different sources. For the public school student this most certainly
includes the teacher. To overlook its importance is a critical mistake that might have a bearing on
student achievement. (Odom-Forren, 2005)
Those “tried and true” methodologies that were successful in years gone by may not
meet the needs of a multi-ethnic, multi-racial, multi-lingual, and multi-cultural classroom our
next generation of teachers will stand before. A new kind of teacher is needed--one that can not
only function successfully in a diverse environment but also thrives in it.
Is There A Doctor in the House?
The term cultural competence is new to education but it is one that has been around for
the past 15 years. One will not find much in the US educational journals about it, we’re still
touting our tolerance for diversity, cultural sensitivity and cultural awareness. Where one will
find scads of material is from the medical and psychological fields. Searching the Pubmed
database for the term cultural competence will produce 1365 references in a plethora of major
medical journals spanning both healthcare and psychology. Some of the articles are as old as the
early 90s and as recent as last month. The articles show that the health care profession has come
to some really progressive conclusions regarding the elements of effective care and the role that
culturally competent providers play in patient recovery:
1. America is much more diverse today than 20 years ago and will continue to diversify.
(Champeneria, 2004; Fitch, 2004)
2. The general diversity means increased diversity in the healthcare practice. We are not just
seeing increased diversity in one region; we are seeing it across the nation.
3. Sensitivity to diverse populations is not enough, practitioners need to be proactive in their
understanding of culture and have the ability to use a patient’s beliefs in the care
protocol. This may mean designing new kinds of hospital gowns that reflect differing
understandings of modesty. To reach this level of care, the workers at all levels must be
culturally competent. (Carter, 2003; Flowers, 2004; Kachur, 2004)

4. One size fits all does not really fit all. Effective healthcare treats the individual as an
individual and recognizes that culture plays a role in the patient’s healing. (Flowers,
2004)
5. Race, ethnicity, and language have a substantial impact on doctor-patient relationships.
(Cole, 2004; Surbone, 2004)
6. New ways of working with and relating to the patient are needed. Providers need to be
open to alternative medicines and holistic approaches to healthcare. (Flowers, 2004)
7. Understanding the culture of the patient is important in providing quality service.
(Kachur, 2004)
8. Healthcare workers will need to be trained to effectively work with diverse populations.
This means that workers must be culturally competent. This training must be part of an
on-going effort. (Caffrey, 2005)
9. The objective is providing effective care for the patient. Caregivers that are not culturally
competent may impede the healing process. (Matus, 2004; McClean, 2004, McGinnis,
1994, Odom-Forren, 2005)
10. The results of culturally incompetent care can be serious for the patient. (Cartledge,
2002)
11. Leaders in healthcare must take a proactive approach in helping their employees to
become culturally competent. (Larson, 2005)
A simple review of the medical literature reveals that as a profession the healthcare
industry is coming to understand the importance of culture on the healing process. They are
realizing that to provide effective care means that their employees must understand their own
culture and its influence on their actions and the culture of their patients. In addition effective
care happens when caregivers are culturally competent not just culturally sensitive. Finally, to be
culturally competent is not something one achieves but it is something to which a person strives.
These articles also cause one to question if these conditions are true for the medical
profession, one that is client/patient centered, is it not also true for education that promotes its
child-centeredness? The answer is a simple-yes!
Cultural Competence: Towards A Working Definition
Diller (2005) observes that in a recent survey of 24 states only 7 had some specific
requirements about cultural competence. The majority had nothing at all or generic language
about diversity. Those (7) that had a specific requirement for cultural competence had no specific
way to measure performance of this objective. For years educational policy makers have
promoted the diversity of public schools and the tolerance of it. Countless workshops have been
conducted over the years addressing the topic of the importance of understanding cultural

diversity and the requisite sensitivity that goes along with it. The medical profession has sounded
a clarion call that having an understanding or sensitivity is not enough to be an effective health
care worker. What is needed is cultural competence. (Carter, 2003)
The term cultural competence has been used a few times throughout this paper. I chose it
because I believe that it connotes a core ability missing in many teachers who might otherwise be
considered highly qualified according to No Child Left Behind. To adequately understand it one
must first look back to the medical profession for a definition because it is there that the term
seems to be used most often. Secondly, I propose a working definition that relates to the
circumstances found in education.
Cultural competence has been defined as:
•
•
•

•
•

•

“A willingness to recognize and accept that there are other legitimate ways of doing
things, as well as a willingness to meet the needs of those who are different, including
those with disabilities.” (Cartledge, 2002)
“Delivery of care within the context of appropriate knowledge, understanding, and
appreciation of cultural distinction.” (Pediatrics, 1999)
“Campinha-Bacote has defined cultural competence as the process in which the
health care provider continuously strives to achieve the ability to effectively work
within the cultural context of a client, individual, family or community. This process
requires nurses to see themselves as becoming culturally competent rather than being
culturally competent.” (Doutrich, 2004)
“The ability to understand and attend to the total context of the client’s situation, it
involves knowledge, attitudes and skills.” (Fitch, 2004)
“Barrera & Kramer define cultural competence as the ability of service providers to
respond optimally to all children, understanding both the richness and the limitations
of the socio-cultural contexts in which the children and families as well as the service
providers themselves may be operating.” (Le Roux, 2002)
“Successfully teaching children who come from cultures other than your own.”
(Diller, 2005)

From these definitions we can identify the key or most important aspects of the working
definition of cultural competence. The major element that they have in common is that to be
culturally competent is to be proactive. In other words to be so knowledgeable of other cultures
that the provider or in this case the teacher, is so comfortable that they can create a learning
environment that is culturally friendly and conducive to individual learning for all students. It is
much more than a simplistic awareness or sensitivity of diversity. Secondly, the literature has
shown that before one can understand other cultures the individual must understand his or her
own culture and how it influences their behavior. Thirdly, these definitions indicate a willingness
to be culturally competent. In reality, no one can be forced to be or become anything. The desire
begins with the individual. Fourthly, cultural competence is more than understanding race or
gender. It involves knowledge and action in relation to beliefs, values, rituals, and language.
Finally, cultural competence extends beyond the patient or the student but includes the family
and the larger cultural group.

Taking these definitions and synthesizing them into a working definition results in the
following. A culturally competent teacher is:
1. Knowledgeable of the specific elements of other cultures as well as their own.
2. Sensitive to the needs of students from other cultures.
3. Able to incorporate the values, beliefs, traditions, customs, rituals, religion, and
language of diverse cultures into the teaching and learning process. (no small
feat!)
4. Aware of the perceptions of distinct culture groups towards education and public
schooling.
5. Able to communicate with parents and students from other cultures.
6. Willing to use alternative methods that make material culturally relevant to the
students.
7. Understands that because students come from different cultures, they do not see
the world through the same lens. Therefore, what is appropriate to one culture
may not be appropriate to another.
Is There A Relationship Between Effective Teachers and Cultural Competence?
There are no studies that link teaching effectiveness and cultural competence. In the
medical literature, there is a belief that to be an effective healthcare worker demands that one be
culturally competent. Dr. Richard Carmona, U.S. Surgeon General, supports this belief when he
stated, “We have to really appreciate the culture these patients come from … and embrace it,
because we cannot be effective in our jobs as health professionals without understanding how
patients understand their health and illness.” (Odom-Forren, 2005, p. 79) While he was speaking
of medical professionals the analogy to teachers can be easily drawn. To be an effective teacher
requires that one be culturally competent.
On a basic level, it seems to make sense that a teacher who is knowledgeable about the
various cultures within her or his room and is able to use that knowledge to construct a learning
environment that incorporates diverse beliefs, rituals, and learning styles, etc. would be effective.
At this time there is no empirical evidence demonstrating the correlation between teaching
effectiveness and cultural competence. Certainly this is an area that needs further study.
Why Do We Need To Be Culturally Competent?
The question of why be culturally competent is one that on the surface may not need to
be asked because it is one of those question that has obvious answers. Why be culturally
competent? Aside from the fact that it is the ethical thing to do here are some benefits:
1. Our classrooms are becoming and will continue to become more diverse. Having the
ability to work with multiple cultures and racial groups strengthens the effectiveness of a
highly qualified teacher. Imagine sitting in a meeting where the speaker used terms that
were unfamiliar to you, referred to things that only an insider would know, and spoke in
tones that were condescending. How would you feel? You might get up and walk out.
You might start to look out the window or even text-message someone from your cell
phone. Adults would not put up with a situation like this. Imagine now that you are a 9
year old African American boy in a rural school. How do you react? Probably you would

fidget in your seat, look out the window, and talk with your neighbor. The result would
be the teacher sending you to the office to see an administrator. So much of the discipline
problems in school might be related to cultural incompetence on the part of the teaching
staff. (Cartledge, 2002) It is incumbent that teachers learn how to use cultural
peculiarities to enhance the learning taking place in the classroom.
2. A greater degree of participation by the student in the learning process. What is true of
horses, (you can lead them to water but not make them drink) is also true of humans. You
can teach to them but not make them learn. According to Parker Palmer (1998), the role
of the teacher is to build bridges between themselves and the student and between the
student and the subject. Using terms and techniques that are culturally responsive may
encourage students to participate in the learning process to a greater degree. This action
tells the student that their beliefs are important and relevant to the learning process. It
also tells them that if they are going to learn anything they are going to have to be
involved in the effort.
3. A reduction in the failure rate. How many students fail each year because they are not
being taught by someone who understands how culture impacts the learning
environment? The basis of the teaching and learning process is communication. If the
teachers fail to communicate effectively, students will not be as likely to learn. (Fitch,
2004; Le Roux, 2002)
4. Cultural competence may help to change students’ and their family’s attitudes toward
education. Medical professionals have realized that there is a segment of our population
that is underserved by the healthcare profession. This group tends to be from a lower
socioeconomic group, limited English proficient, minority, and culturally and ethnically
diverse. Their attitudes about health, causes of illness and how to cure it can alienate
them from seeking care from western medicine which does not recognize the value of
homeopathic remedies or the spiritual dynamic in the healing process. When health care
workers are culturally competent they can better understand the barriers and provide
solutions that will give more effective care for their patients. These same attitudes that
keep people from medical care can also keep their children from engaging in the western
educational system. For some, western education has not been a positive experience.
Blame is easy to dole out but a culturally active response can begin the process of
changing attitudes.
Conclusion
Are we asking too much of our public school teachers to be highly qualified and
culturally competent? With many more tasks being placed upon teachers and administrators as a
result of increased accountability legislation, some might argue that asking that educators find
ways to be culturally proactive might be the “last straw” for an over-burdened professional.
When we consider the primary goal of teaching; that students learn, then we must accept that
culturally competent teachers may be more successful in meeting this goal. The medical
literature suggests that there is no question that to provide the highest standard of care for an
increasingly diverse patient population requires that the workers must be equipped to proactively
use culture in the care of their patients. What is true for the medical profession is also true for

education. We are not just experiencing increased diversity in doctor’s offices and hospitals. We
are seeing it in every segment of society including the K-12 classroom.
Parker Palmer (1998) states that it is the job of the teacher to build connection points
between the student and the subject and the student and the teacher. Cultural differences can be a
barrier to creating the connection to the subject as well as the teacher. The results of cultural
differences and disconnects can be increased inappropriate behavior and school failure.
(Cartledge, 2002) A culturally capable or competent teacher knows and understands the culture
of his or her students and can use this knowledge to create linkages for the student. With this in
mind the student is not being forced to assimilate to a foreign system but the “system” is
adapting to the needs, experiences, and background of the student with the goal of increasing
learning.

References
Banks, J.A., Cookson, P., Gay, G., Hawley, W.D.,Irvine, J.J., Nieto, S., et al. (2001). Diversity
within unity: Essential principles for teaching and learning in a multicultural society. Phi
Delta Kappan, 83(3), 197-203.
Berry, B. (2004). Recruiting and retaining “highly qualified teachers” for hard-to-staff schools.
Bulletin, 88(638), 5-27.
Caffrey, R.A.; Neander, W.; Markel, D.; & Stewart, B. (2005). Increasing cultural competence of
nursing students: Results of integrating cultural content in the curriculum and an
international immersion experience. Journal of Nursing Education, 44(5), 234-40.
Carter, R.T. (2003). Becoming racially and culturally competent: the racial-cultural counseling
laboratory. Journal of Multicultural Counseling and Development, 31(1), 20-30.
Cartledge, G., Kea, C., & Simmons-Reed, E. (2002). Serving culturally diverse children with
serious emotional disturbances and their families. Journal of Child and Family Studies,
11(1), 113-26.
Champaneria, M.C., & Axtell, S. (2004). Cultural competence training in u.s. medical schools.
Journal of the American Medical Association, 291(17), 2142.
Cole, P.M. (2004). Cultural competence now mainstream medicine: responding to increasing
diversity and changing demographics. Postgraduate Medicine, 116(6), 51-3.
Cross, T. (1989). Toward a culturally competent system of care. Washington, D.C.: Georgetown
University.
Culturally effective pediatric care: Education and training issues. (1999). Pediatrics, 103(1),
167-70.
Darling-Hammond, L. & Youngs, P. (2002). Defining “highly qualified teachers”: What does
“scientifically-based research” actually tell us? Educational Researcher, 31(9), 13-25.
Diller, J. & Moule, J. (2005). Cultural competence: A primer for educators. Belmont, CA:
Thompson Wadsworth.
Doutrich, D. & Storey, M. (2004). Education and practice: Dynamic partners for improving
cultural competence in public health. Family Community Health, 27(4), 298-307.
Fitch, P. (2004). Cultural competence and dental hygiene care delivery: Integrating cultural care
into the dental hygiene process of care. Journal of Dental Hygiene, 78(1) 11-21.
Flowers, D.L. (2004). Culturally competent nursing care: A challenge for the 21st century.
Critical Care Nurse, 24(4), 48-52.

Flowers, L. (2005). Giving culturally competent care another element in patient safety.
Operating Room Manager, 21(2), 1,17-18,24.
Futrell, M., Gomez, J., & Bedden, D. (2003). Teaching the children of a new America: The
challenge of diversity. Phi Delta Kappan, 84(5), 381-385.
Hodgkinson, H. (2003). Educational demographics: What teachers should know. In A.C.
Ornstein, L.S. Behar-Horenstein, & E.F. Pajak (Eds.), Contemporary Issues In
Curriculum (349-353). Boston: Allyn & Bacon.
Kachur, E.K. & Altshuler, L. (2004). Cultural competence is everyone’s responsibility! Medical
Teacher, 26(2), 101-5.
King, J.T. (2004). Leaving home behind: Learning to negotiate borderlands in the classroom.
Intercultural Education, 15(2), 139-49.
Larson, L. (2005). Is your hospital culturally competent? Trustee, 58(2), 20-3, 30.
Leishman, J. (2004). Perspectives of cultural competence in health care. Nursing Standard,
19(11), 33-38.
Le Roux, J. (2002). Effective educators are culturally competent communicators. Intercultural
Education, 13(1), 37-48.
Matus, J.C. (2004). Strategic implications of culturally competent care. Health Care Manager,
23(3), 257-61.
McColl, A. (2005). Tough call: Is No Child Left Behind Constitutional? Phi Delta Kappan,
86(8), 602-610.
McGinnis, S. (1994). Cultures of instruction: Identifying and resolving conflicts. Theory Into
Practice, 33(1), 16-22.
McLean, M. (2004). Is culture important in the choice of role models? Experiences from a
culturally diverse medical school. Medical Teacher, 26(2), 142-9.
Odom-Forren, J. (2005). Cultural competence: A call to action. Journal of Perianesthesia
Nursing, 20(2), 79-81.
Palmer, P. (1998). The courage to teach. San Francisco: Josey-Bass.
Parish, R., & Aquila, F. (1996). Cultural ways of working and believing in school. Phi Delta
Kappan, 78(4), 298-305.

Pike, K.L. (1967). Language in relation to a unified theory of structure of human behavior. The
Hague: Mouton.
Stanhope, V., Solomon, P., Pernell-Arnold, A., & Sands, R.G. etal. (2005). Evaluating cultural
competence among behavioral health professionals. Psychiatric Rehabilitation Journal,
28(3), 225-233.
Surbone, A. (2004). Cultural competence: Why? Annals of Oncology, 15(5) 697-699.
U.S. Department of Education, Office of Policy Planning and Innovation. (2003). Meeting the
highly qualified teachers challenge: the secretary’s second annual report on teacher
quality (ED-00-CO-00126). Washington, D.C.: Author.

1
1. Title of the submission : English Instructional Management Models in
Secondary Schools
2. Name of the author : Wilailuck Decha

3. Affiliation of the author : Chulalongkorn University, Thailand
4. Address of the author : 138/86 Moo 14,
Tumbon Watsai,
Moeng District,
Nakhonsawan Province,
60000, Thailand
5. E-mail address of the author : wisongkaew@yahoo.com
6. Abstract and full paper

2
English Instructional Management Models
in Secondary Schools
By
Wilailuck Decha*

Abstract
Due to the instructional policy of the Department of General Education
responding to the community’s need and being suitable for the present situation, some
schools were allowed to manage the instruction using English as a medium in 1998. Since
then there have been 2 kinds of instructional management : the ordinary schools and the
bilingual schools. The purposes of this research were to 1) study and then compare on
state of English subject instructional management of the bilingual school and the ordinary
school to perceive the point of view, the belief, the purpose, the performance, success,
problems and the ways of solving 2) to synthesize the model of English subject
instructional management of the bilingual school and the ordinary school. The method
used to study was qualitative multicase study . Both cases were best practices of each
kind. The research findings revealed that, about the instructional management of
administrators, both schools were similar in the main issues but a little different in details.
The prominent differences were 1) the structure of English courses – students in the
bilingual school studied 3 courses 8 hours a week and also extra courses in the ninth
period and on Saturday while the students in the ordinary school studied 2 courses 5
hours a week, except the students in the project developing talent studied one more
course, an hour a week 2) managing teachers – the bilingual school has foreign teachers
teach every subject anytime but the ordinary school has Thai teachers teach with the help
of foreign teachers 1 hour a week a course 3) the bilingual school has English ability
evaluation by external testing units 4) providing activities encouraging English
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instruction of the bilingual school is done thoroughly. However the bilingual school has
the problem about foreign teachers. About the instructional management of English
teachers, both are similar in every aspect : teaching preparation, doing lesson plans,
teaching with student centered approach and several methods , using educational media
and learning source, and authentic assessment except doing the research. The two models
are alike because they hold the same National Education Act B.E.2542 and Basic
Education Curriculum B.E.2544 and belong to the same bureau .

Introduction
At the present time, human society is the society of information resulting from the
progress of technology, especially, in communication field. People from one country can
easily communicate with people in the other countries in the other side of the world.
Apart from the technology, language, especially English, is an important tool to make the
communication succeed. English is not only the medium of global communication, but
also the language of academic thought, scientific research, technological development
and the language of international trade and negotiations as well as recreation and
entertainment.(Wichit Srisa-An, 1998) With the realization of the importance of English,
a new model of schools , the bilingual school, was established to respond to the need of
parents and the policy of improving English instruction of the government. The bilingual
schools were firstly established

among private schools and became popular and

expanded to state schools. So now among secondary schools, there 3 models of schools,
the international school, the bilingual school, and the ordinary school. The international
schools teach every subject in English and have the same curriculum as the schools
abroad. The bilingual schools teach every subject in English except Thai subject, Culture
and History , and have the same curriculum as the ordinary schools, that is the Basic
Study Curriculum B.E. 2544.
The model of bilingual schools is now popular and spread into up-country
schools. However, there are a few researches about the bilingual schools. Among them,
they are “An Analysis of Factors Affecting the Effectiveness of the Schools Using
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English as a Medium of Instruction” ( Youngkamol, 2000), “Satisfaction of parents and
students on the educational management of the schools using English as a medium in
Khonkaen Province”(Jindarot, 2003) , “An Evaluation of English Program Curriculum
for Secondary School Level of Yothinburana School, Department of General Education”
(Choenwinya, 2002), and The Academic Administration of Private Primary Schools with
an English Program” (Rosejun, 2000). So far there is neither studying qualitatively about
the model of English instruction management in part of administrators and English
subject teachers nor comparing the two models .

Objectives
The purposes of the present study were

1) to study and compare on state of English

subject instructional management of the administrators and teachers in the bilingual
school and the ordinary school about the point of view, belief, purpose, performing,
using educational media and learning sources, evaluation and assessment, the condition
of success, problems and limitation, and the ways of solving

and 2) to synthesize the

models of English subject instructional management of the administrators and teachers in
the bilingual school and the ordinary school.

Definition
1. Model means the pattern of English subject instructional management.
2. English instructional management composes of the instructional management of
administrators and teachers
3.

English

instructional

management

of

administrators

means

the

academic

administration for supporting and promoting successful English instruction of school.
4. Academic administration means the performance or doing activities in 6 areas : 1)
academic planning 2) curriculum administration and application 3) instructional
management 4) academic development and encouragement 5) evaluation, assessment and
student record 6) academic management evaluation
5. Administrator means the director, the academic vice director and the head of English
subject group or the head of English program.
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6. English instructional management of teachers means the performance of instruction
created according to theories, philosophy, ideas or believes which composes of classroom
management, instructional preparation,

instructional performing, and evaluation and

assessment.
7. Teacher means Thai teachers or foreign teachers who teach English.
8. Bilingual school means the school having instructional management following to the
Basic Education Curriculum B.E. 2544 and using English as a medium at least 4 subject
groups and 15 hours a week.
9. Ordinary school means the school having instructional management following to
Basic

Education

Curriculum

B.E.

2544,

which

isn’t

in

English

the

program.

10. Point of view means understanding or knowledge of English instructional
management.
11.

Belief means the feeling that something is definitely true or definitely exists in

English instructional management.
12. Purpose means having an aim or plan for English instructional management and acting according
to it.

13. Performing of administrators means doing academic activities in 6 areas :
1) academic planning 2) curriculum administration and application 3) instructional
management 4) academic development and encouragement 5) evaluation, assessment and
record 6) academic management evaluation
14. Performing of teachers means doing instructional activities following the principles,
theories, philosophy, ideas or believes which composes of classroom management,
instructional preparation, instructional performing, and evaluation and assessment.

Research Method
The method used to study was a multicase study. Both cases were in the same
educational area and were best practices, considered from the marks of National Test
(NT). Their average marks were in the first 20 % group. The first case is the bilingual
school – the school using English as a medium at least 4 subject groups and 15 hours a
week- and the second one is the ordinary school.
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The methods of data collection were studying documents of schools such as
curriculum, performance calendar, plans and projects, reports, lesson plans, educational
supplement, students’ work; interviewing related persons such as administrators, English
subject teachers, teachers in other subject groups, students, parents, and community;
having focus group discussion with students; observing activities in class and out class.
The informants of interviewing in each case were 3 administrators – the director,
the academic vice director and the head of foreign language subject-group or the head of
English program; 3 English subject teachers in Mathayomsuksa 1–3 (grade 1-3 of
secondary school); 2 teachers in each other subject group; 6 parents and people in the
community. And the participants in the focus discussion are students in Matayomsuksa
1 – 3 , separated into 3 groups. Triangulation and cross-case comparison method were
used in data verification process.
The method used to analyze the data were typological analysis and analytic
induction.

Result
Part 1 : the result of the study and comparison of on state of English instructional
management
1.1 English Instructional management of administrators
The bilingual school and the ordinary school are similar in the performance
of six academic administration areas including point of view and belief.
1. Academic Planning.
The two schools establish their own school goals, visions, mottoes,
missions and policies of administration to be as the compass and the frame of working
for teachers to lead to the result of more efficient education and serve the National
Constitution B.E. 2544, the National Education Act B.E. and the Basic Education
Curriculum B.E.2544. They administrate with school based management and democracy
principles by working in close cooperation with teachers in school and parents and
community out of school. They set up the lines of administration, the frame of work, and
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the job description so that the units in school will be perfectly coordinated and clearly
followed after and also have working plans and working calendar.
2. Curriculum administration and application
The bilingual school and the ordinary school build their own school
curriculum by trying to have integration among subject groups and meet the students’
needs, by letting them be really able to choose the additional subject. According to the
curriculum, the student in each level will study English for 240 hours a year: 160 hours of
fundamental English and 80 hours of additional English.

They follow after the

curriculum application by observing teachers’ instruction; asking teachers and students;
and considering student achievement, expected characteristics.
3) Instructional management
Both schools decide the structure of courses for two semesters
following the

structure of curriculum and teaching schedule, manage classes by

classifying the good students and the poor ones; arrange teachers to teach by considering
their basic knowledge, ability, interest and experience; arrange texts, supplement, and
teaching aid; manage the instruction following to the lesson plans. However the two
schools are different in the structure of courses. The bilingual school has students in each
level study 3 English courses in a semester - 4 hours of fundamental English course, 2
hours of reading and writing course and 2 hours of public speaking course - and also one
extra class in the ninth period, a total of 9 hours a week. In other while, the ordinary
school has students study 2 English courses in a semester - 3 hours of fundamental
English course, one hour focusing on speaking taught by foreign teacher; 2 hours of
reading and writing course; and also extra class in the eighth period or on Saturday for
some classes
4) Academic development and encouragement
The two kinds develop and encourage teachers to use several teaching
methods, to focus on children’s center teaching, to use the process of doing research to
develop instruction,

and to integrate among subject groups; organize education

supervision ; and also provide books and documents for teachers’ self studies. For
students, they organize activities to encourage the curriculum and instruction and provide
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the extra teaching and re-grade teaching in the eighth or ninth period and on Saturday.
But the bilingual school can’t wholly succeed in having teachers do the research and use
it to develop their instruction because most of the teachers are foreigners and some are
part time teachers.
5) Evaluation, assessment and students’ record
The two schools arrange the evaluation and assessment following the
curriculum, assess the ethic, moral and expected characteristics , and also have the
evaluation of the third class range (Matayomsuksa 1- 3) . The authentic assessment with
several methods is used to accord with and

be suitable for the subject-group and

learning process. They provide the teachers with the rules and guidelines for evaluation
and assessment and organize the supervision. In addition, the bilingual school has English
ability test, performed by the external units, in every level. About the student’s record,
both of them perform according to the Basic Education Curriculum B.E. 2544 and the
bilingual school start to have the portfolio of each student
6) Academic management evaluation.
Both schools use plans and projects as a strategy to evaluate the
academic performance and report the results to public.
7) Point of view, principle and belief.
The administrators of two schools respect to the principle of school
based management, democracy, collaborative working, student centered instruction and
the National Education Act B.E. 2542.
8) Success, problems and ways of solving
Their success is obvious to the public. The indices are the students’
high English average marks, in the first 20% ; the number of students passing the
entrance exam to study in the well known higher secondary schools; and the students’
expected characteristics. Furthermore, using English to communicate of the bilingual
school students is outstanding. A lot of students can get the scholarships to go abroad.
About the problems, they have different problems, the bilingual school
has some problems with foreign teachers while the ordinary school has the shortage of
facilities and educational media.
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The way of problems solving of the bilingual school is to sustain
developing teachers till they have the same potential as the foreign teachers while of the
ordinary school is to fulfill the facilities.

1.2 English Instructional Management of English Subject Teachers
English instructional management of the bilingual school teachers and the
general school teachers is similar in 4 areas including the point of view and belief.
1) Classroom Management.
English teachers of the two schools do many things such as set down
rules at the beginning of course, and then enforce the rules in a strict, fair and friendly
manner. However the ordinary school teachers perform less clearly, they assume that the
students should know what they should do and what they shouldn’t do.

They explicitly

express their care and pay attention to the students. Sometimes they give detention for
misconduct or for repeated lateness or call their parents. They allow them to arbitrarily
choose their seat and sometimes ask them to sit in pairs, in groups depending on the
activities. The students of the normal school change classroom after class but the
bilingual school students don’t and their classrooms are air conditioned.
2) Instructional preparation
The teachers of both schools study the curriculum; prepare the content,
educational media, the method of evaluation and assessment; do the lesson plans and
structure them to meet the students needs; and then hand them to the academic office or
the head of foreign department before teaching the courses, during the first few weeks of
the courses, actually.
3) Instructional Performing
English teachers of two schools believe and apply the student centered
approach. They involve students in learning process and encourage them to express
opinions and imagination and to problem solve on their own. They implement material
that is interesting and familiar to students, have them do the activities individually , in
pairs and in group, and assign activities that getting them to investigate by himself such
as projects. For the bilingual school, English is solely used , but for the ordinary school,
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English is solely used in foreign teachers’ classes, and English and Thai are used in Thai
teachers’ classes.
4) Evaluation and Assessment
They have authentic assessment. They evaluate them from their
homework, assignment and projects using a variety of tools such as rubrics. They give
periodic quizzes and tests to see how much the students have learned and also return feed
back so they can see how to improve their scores. Furthermore, they take the results into
consideration to adjust their instruction .
5) Principles, theories, philosophy, ideas, and believes
The teachers of two schools respect and implement the principles of
student centered approach and authentic assessment.
6) Success, problem and ways of solving
English instructional management of the two school teachers is
considered to be successful because students’ English achievement is good; the students
have got practicing, taken parts in the instruction activities, and researched from learning
sources in and out of schools; and there is learning atmosphere in the classroom.
Additionally, the students of the bilingual schools have outstanding English ability from
the evaluation of outside testing units and have more self confidence and courage to
express their opinion and act out
The bilingual school teachers have some problems about 1) some
students’ improper behavior: lacking discipline, talking too much and in the same time,
skipping class 2) the policy of the administrators “Pass Policy” or “No Fall Policy” 3)
lax enforcement of rules such as skipping smoking in toilet areas 4) low quality internet
and insufficient overhead projectors 5) large class size 6) having students with different
level in the same class . About the ways of solving these problems, according to their
opinion, the administrators should get rid of “No Fall Policy”, decrease the number of
students in each classroom to 25, let the students have any hair length and style they
choose, have no corporal punishment, attempt to hire more teachers on a full time basis,
have more advance notice of school activities, monitor some teachers, and provide the
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internet on a regular basis and sufficient educational media; and more discipline should
be used with the naughty and disruptive students
The ordinary school teachers have some problems about the large
class size with an average 50-60 causing other consequent problems such as the teachers
are not able to return homework and in-class exercise to the students in a timely fashion;
insufficient sound labs and educational media, including the shortage of fully-working
equipment such as tape recorders; having students with different level in the same class.
About the ways of solving these problems, the school should fulfill the deficiencies and
for themselves they will rectify their performance

Part 2 : Models of English Instructional Management of the Bilingual
School and the Ordinary School.

The models of English Instructional Management of the Bilingual School
and the Ordinary School can be shown as the following.
The Model of Bilingual School
1. English Instructional Management of
Administrator.
1) Academic Planning
They establish school goal, vision, motto,
and policy; administrate with school based
management and democracy principles; set
up lines of administration, frames of work,
job description, working plans and
performing calendar.
There are 5 lines of administration.
Bilingual School or English Program (EP) is
the third line of academic line and there are
separate EP jobs in every faction.
2) Curriculum Administration and
Application.
They create the school curriculum which

The Model of Ordinary School
2. English Instructional Management of
Administrator.
1) Academic Planning
They establish school goal, vision, motto,
and policy; administrate with school based
management and democracy principles; set
up lines of administration, frames of work,
job description, working plans and
performing calendar.
There are 4 lines of administration. The
plan and general administration is included
in the academic department.
2) Curriculum Administration and
Application.
They create the school curriculum which

The Model of Bilingual School
The Model of Ordinary School
is in effort to integrate subject groups and
encourages the best in Mathematic and
encourage the best not only in the main Science and also other subject groups,
subject groups: Mathematic, Science and responding to children and parents’ needs.
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English. It responds to children’s needs,
allows students to study English 240 hours a
year- fundamenta1 English for 160 hours
and additional English for 80 hours- and is
followed after by observing instruction,
asking teachers and students, and
considering children’s achievement, and
expected characteristics.

3) Instructional management.
They do the following: the structure of
courses for two semesters – 3 courses for
English, 8 hours a week, and also 1 hour for
extra English course-; teaching schedule;
classifying students;
arranging native
speaker teachers to teach by considering
their basic knowledge, ability, interest and
experience; providing texts, supplement, and
teaching aid; and arranging the instruction
following to the lesson plans.

4) Academic development and
encouragement.
They encourage teachers to use several
teaching
methods,
student
centered
approach, the process of doing research to
develop instruction, and integration subject
groups; organize education supervision ;
provide books and documents for teachers’
self studies; for students, organize activities
encouraging the curriculum and instruction;
and provide teaching for re-grading and the
extra teaching in the eighth and ninth period
The Model of Bilingual School
and on Saturday.
5) Evaluation, assessment and
students’ record

The structure of curriculum is very flexible,
having a lot of additional subjects such as
the course of writing program to control a
robot. It allows students to study English
200 hours a year- fundamenta1 English for
120 hours, additional English for 80 hours.
And for the students who are in the project
developing talent study one more English
course for 40 hours a year. It is followed
after by observing instruction, asking
teachers and students, and considering
children
achievement
and
expected
characteristics.
3) Instructional management.
They decide the structure of courses for
two semesters – 2 English courses in a
semester , 5 hours a week, and also 1 hour
extra English course for the students in the
project developing talent. They arrange
foreign teachers to teach in every course for
at least an hour. The Thai teacher and the
foreign teacher share teaching in the same
fundamental course, the foreign teacher
teaches 1 class a week about speaking and
listening and the Thai teacher teaches the
rest. They
provide texts, supplement,
teaching aid and arrange the instruction
following to the lesson plans. They prepare
teaching schedules and classify students by
their grades
4) Academic development and
encouragement.
They encourage teachers to use several
teaching
methods,
student
centered
approach, the process of doing research to
develop instruction, and integration subject
groups; organize education supervision ;
provide books and documents for teachers’
self studies; for students, organize activities
encouraging the curriculum and instruction;
provide teaching for re-grading and extra
teaching on Saturday.
The Model of Ordinary School
5) Evaluation, assessment and
students’ record
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They have evaluation of knowledge;
ethic, moral ;expected characteristics ; and
also the third class range (Matayomsuksa
1- 3) The authentic assessment with several
methods is used. They provide the teachers
with the rules and guidelines for evaluation
and
assessment
and
organize
the
supervision. They organize English ability
test for students, performed by the external
units.
About the students record, they perform
according to the Basic Education
Curriculum B.E. 2544 and put an effort to
have the portfolio of each student
6) Academic management evaluation.
They use strategic plans and projects as
tools
7) Point of view, principle and belief.
They use the principle of school based
management, democracy, student centered
instruction and the National Education Act
B.E. 2542.
2. English instructional management of
teachers
1) Classroom Management.
They set down the rules and enforce
them consistently in a fair and friendly
manner. They don’t give corporal
punishment.
2) Instructional Preparation.
They study curriculum; prepare the
content, educational media, tools of
evaluation; and do the lesson plans.
3) Instructional Performing.
They apply the student centered
approach: (1) have the students construct
the knowledge by themselves, by
investigating from several resources (2)
have the students interact with each others
(3) have them participate in the learning
process (4) have them learn the process and
get the product from it (5) have them apply
The Model of Bilingual School
the knowledge in their daily lives (6) use
interesting media. English is used all the
time.

They have evaluation of knowledge;
ethic, moral ;expected characteristics ; and
also the third class range (Matayomsuksa
1- 3) The authentic assessment with several
methods is used. They provide the teachers
with the rules and guidelines for evaluation
and
assessment
and
organize
the
supervision.
About the student record, they perform
according to the Basic Education
Curriculum B.E. 2544.

6) Academic management evaluation.
They use strategic plans and projects as
tools
7) Point of view, principle and belief.
They use the principle of school based
management, democracy, student centered
instruction and the National Education Act
B.E. 2542.
2. English instructional management of
teachers
1) Classroom Management.
The teachers do not say clearly about the
rules but they assume that the students
should know what they should do or
shouldn’t
do. They have to change
classroom after class.
2) Instructional Preparation.
They study curriculum; prepare the
content, educational media, tools of
evaluation; and do the lesson plans.
3) Instructional Performing.
They apply the student centered
approach: (1) have the students construct
the knowledge by themselves, by
investigating from several resources (2)
have the students interact with each others
(3) have them participate in the learning
process (4) have them learn the process and
get the product from it (5) have them apply
The Model of Ordinary School
the knowledge in their daily lives (6) use
interesting media. English is used all the
time in foreign teacher’s class.
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4) Evaluation and Assessment.
They asses them with various ways, from
their work, their practice, their participation,
and their development and use the previous
assessment to improve their instruction.
5) Principles, theories, philosophy, ideas and
believes.
They respect the principle of student
centered approach and authentic assessment.

4) Evaluation and Assessment.
They asses them with various ways, from
their work, their practice, their participation,
and their development and use the previous
assessment to improve their instruction.
5) Principles, theories, philosophy, ideas and
believes.
They respect the principle of student
centered approach and authentic assessment.

Conclusion and Discussion
From the study, English instructional management models of two schools are
similar in main issues, and different in some details because they hold the same National
Education Act B.E.2542 and Basic Education Curriculum B.E.2544 , belong to the same
bureau and the bilingual school is only a project in the ordinary school.
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ABSTRACT
Decker, Martha M. Ed.D.. The Effects of Video-based Self-Modeling and Video-based
Peer-Modeling on Reading Fluency in Elementary Aged Students with Reading Delays.
The effects of a videotaped self-modeling intervention, and a videotaped peer
modeling intervention to increase oral reading fluency in elementary students with
reading delays was examined in a single subject, multiple baseline study. Eighteen
students in third, fourth and fifth grades, at least one year below grade level in reading
competencies, received reading instruction in a special education resource room setting
and participated throughout the remainder of the day in a general classroom setting,
formed the population of the participants in the study. From this group, nine students
were randomly selected to receive intervention or be in a comparison group: three
students in third grade, three students in fourth grade, and three students in fifth grade
were selected. Two interventions were employed, one a self-modeling videotape of
fluent reading, and one of a peer-modeling videotape of fluent reading. Each of these nine
participants read a three minute passage twice a week, on nonconsecutive days, at their
instructional reading level to determine reading fluency using Curriculum-Based
Measures (CBM), of words read correctly per minute (WCPM). This continued
throughout the three phases of the study: baseline, intervention and follow-up. The study
took place in a rural elementary school in Appalachia. Results indicated increases in
growth of oral reading fluency for students in each of the three groups, with the greatest
increase being in the Video-based Self-modeling group.
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INTRODUCTION
Reading is a foundational skill necessary for success in other academic learning.
Among students who experience failure or difficulty in school, a large number read
below their grade level (Donahue, Voelkl, Campbell, & Mazzeo, 1998). Students who
experience failure often begin to experience a low sense of self-efficacy or ability to
perform many tasks in school that depend upon the ability to read (Bandura, 1969, 1997).
Of the children who experience failure, many become eligible for special education
services when they are identified as having learning disabilities. At least 80% of all
children who are identified with a learning disability experience such difficulty in reading
abilities (Heward, 2000). Many types of interventions have been used in both general
and special education settings to assist students who have reading delays. In the present
study these interventions were reviewed and the use of self-models examined for
developing the specific cognitive skill of reading fluency. In addition, self-efficacy was
reviewed to examine what is known about how successful models may alter how learners
view themselves in order to become successful. A major challenge in teaching children
who have difficulty reading is convincing them that they can learn to read fluently in
spite of their experiences to the contrary (Stahl, 1997). While many researchers have
investigated self-models using visual imagery (Hosford, 1980; Kehle, Clark, Jenson, &
Wampold, 1986) others have used videotaped self-models that are edited to reveal the
desired behavior (Dowrick & Raeburn, 1977). In the present study the models utilized
were videotaped self-models and videotaped models of peers reading fluently.
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Purpose of the Study
Modeling reading fluency has been used as an intervention in reading primarily in
audio-based recordings and repeated readings (Carbo, 1989; Dowrick, 1999). These have
been used in conjunction with tutoring, including teacher modeling and progress
monitoring (De la Colina, 1999). Models closest to the learner’s existing style have been
found to be most successful in influencing desired behaviors (Bandura, 1997).
Peer models, closest to age, gender, and abilities of learners can convey a
vicarious sense of efficacy to students that they can complete a task well (Schunk, 1987).
Hearing fluent models is important especially, since this component of reading relates to
proper intonation, speed, and prosody of smooth expressive reading. Reading fluency
has been taught through the use of interventions such as repeated readings and reader’s
theater (Opitz & Rasinski, 1998). Peer or buddy reading has been commonly utilized in
reading classrooms; however, there is very little in the research reporting the use of selfmodels in learning fluency, and self is possibly the most powerful model for the learner
(Dowrick, 1999; Hosford, 1980).
Research Questions
The purpose of this study was to examine the effect of video-based self-modeling
recordings on reading fluency, compared with video-based peer-modeling. How might
reading fluency be effected after self-modeling? Would there be an observable difference
between the use of peer-modeling of fluent reading and that of self-modeling of fluent
reading?
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Conceptual Framework
Bandura’s social learning theory (1969) formed one of the bases for observational
learning and video self-modeling. Bandura (1997) emphasized the ability to learn a task
by observing a model without necessarily executing the behavior directly oneself.
According to Bandura, (1997) “modeling serves as an effective tool for promoting a
sense of personal efficacy” (p. 86). This provided the initial base for the first video selfmodeling, a form of modeling in which one views oneself performing a task effectively.
The use of peer models is supported by Bandura (1997) as well; observing the success of
others similar to oneself increases the learner’s efficacy belief that they themselves can
experience such success. The closer the model is in similarity, the stronger the influence
upon the learner’s self efficacy (Bandura, 1997). Self-modeling and peer-modeling is
also supported by Skinner’s (1953) operant behavior theory as these models provide the
learner with positive outcomes. Vygotsky’s (1978) view of learning as transformation
that occurs within the zone of proximal development when the learner is guided by a
more skilled person is consonant with self-modeling and peer-modeling interventions.
The self as model is considered the most culturally appropriate model (Schunk &
Hanson, 1989).
A central purpose of this study is to examine whether the methods are valid for
use in classrooms for reading interventions. Videotape recorders are now common in the
elementary schools, and most classrooms have some access to a videotape recorder.
Because of the facility and availability of use of the equipment, and the more general
wide-spread use by children, video-based instruction may be more welcomed as tools for
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reading instruction by general and special education classroom teachers. Video-based
models may provide more individualized instruction for learners who need specialized
assistance. Such research may inspire teachers and provide encouragement to use these
models as reading interventions and provide helpful direction for its use in both general
and special education settings.
Limitations
The conclusions that can be made from this study are limited by the following
factors:
1. This study is limited by the sample size of six participants who receive
interventions, and three participants who serve in a comparison group.
2. The small sample size allowed detailed descriptions of these nine children, but
only potential inference to a general population.
3. Maturation over time is an element present in working with children. A
multiple baseline design was employed to help control for this factor.
4. The participants were all students in the small special education resource
classroom for reading instruction, and their on-going proximity and influence upon one
another could possibly be a confounding element.
Assumptions
The following assumptions were made for this study:
1. Each of the participants had received at least two years of reading instruction
and was able to comprehend what was read at their instructional reading level.
2. Each participant was able to hear the prosody, the sounds and intonation in
fluent reading, by the process of echo reading.
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3. The special education teacher who provided the reading instruction for the
participants did not focus on reading fluency during instruction, although it was
monitored through occasional oral reading practices.
4. The parents and teachers were unaware of the targeted behavior being studied,
but were aware of general “working on improving reading.”
5. All of the participants were eligible for special education instruction and had
an individual education plan (IEP) based on identified specific learning disabilities (SLD)
with the exception of one student who was eligible for special education services under
“other health impairment” and who read two years below her current grade level.
6. None of the students were diagnosed with speech or language delays and had
no concomitant disorders.
Definition of Terms
Automaticity: a reading skill of automatic recognition of words attained by
repeated experiences with print, and practice (Laberge & Samuels, 1974).
Curriculum-based Assessment: assessment obtained directly from the classroom
curriculum and instructional materials (Shinn, 1989).
Interrater Agreement: in this study this refers to agreement between two raters
that an error or correct word is spoken in a recording of a three minute reading probe.
The interrater agreement was calculated by dividing the number of agreements by the
total number of agreements plus disagreements, and multiplying by 100 (Tawney & Gast,
1984).
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Learning disability: defined by federal law as a disorder in one or more of the
basic psychological processes involved in using spoken or written language (IDEA,
1997).
Peer-modeling: an intervention used to assist students in learning a task by
having the desired behavior modeled by a peer of the learner.
Probes: individual assessment intervals of desired behavior; a reading probe is a
single session of student’s oral reading assessment.
Prosody: the rhythm and lilt of oral reading (Opitz & Rasinski, 1998).
Reading fluency: a complex concept that includes a combination of reading
accuracy, speed or rate, and the quality of oral expression and prosody (Rasinski, 2003).
Self-concept: a mental image or perception that one has of oneself (Bandura,
1997)
Self-efficacy: a personal sense of power or capacity to produce a desired effect; to
be effective in one’s endeavor; effectiveness (Bandura, 1977).
Self-modeling: an intervention used to assist the learner by observation of images
of oneself in a desired behavior (Dowrick, 1999).
Zone of Proximal Development: a term introduced by Vygotsky (1978) to
indicate the transformation that takes place in learning through guidance of a more skilled
person (Clay, 1997). In self-modeling, this can be symbolic through the use of computer
and video technology, and is in alignment with Dowrick’s (1999) view of self-modeling
as learning from images of one’s own future success (Hitchcock, 2001).
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REVIEW OF THE LITERATURE
This review of the literature is organized into three main sections: 1) an historical
review of reading fluency including the importance of reading fluency in literacy, studies
which have explored interventions and strategies to increase reading fluency, 2) selfefficacy and learning, motivation, goal setting, learning strategies and metacognitive
instruction, and 3) models and observational learning, a history of self-modeling, selfmodeling applications with reading as well as implications for education.
The most recent publication of the National Assessment of Educational Progress
(NAEP), 1998 Reading Report Card for the Nation and States (Donahue et al.,
1998), shows reading assessment results of 4th, 8th, and 12th grade students
nationwide. From 20 to 40% of elementary grade students perform below their
grade level in reading. Reading competencies reported in this study include
reading accuracy, fluency, and comprehension, and while interventions that are
used to improve these competencies vary, all base overall success in reading as a
composite of these three abilities.
Reading Fluency
Reading is a complex process requiring the simultaneous coordination of multiple
cognitive abilities. The literature on reading fluency is a complex combination of views
upon what reading components actually include, as well as differing interpretations of the
importance each holds within the process of reading. There is little agreement among
reading researchers on a single definition of what reading fluency is (Strecker, Roser, &
Martinez, 1998); in fact, fluency is not a simple concept (Zutell & Rasinski, 1991).
Reading fluency has been considered an indicator of overall reading competence (Fuchs,
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Fuchs, Hosp, & Jenkins, 2001), including the combination of reading accuracy and speed,
or rate, as well as the quality of oral reading expression and prosody, as the rhythm and
lilt of the reading (Opitz & Rasinski, 1998).
It is generally recognized that reading is developmental and is learned over time
(Good, Simmons, & Kame’enui, 2001). As the processes of letter and word recognition
are learned, the mind is freed to consider the meaning of the text; reading then seems to
be automatic, likened to riding a bicycle or playing a musical instrument, skills which are
performed without a great deal of conscious awareness (LaBerge & Samuels, 1974).
Worthy and Broaddus describe fluency almost poetically:
Like music, it consists not only of rate,
accuracy, and automaticity, but also of
phrasing, smoothness, and expressiveness.
Fluency gives language its musical quality,
its rhythm and flow, and makes reading sound effortless. (p. 334)
Oral reading fluency has become a source for measuring overall reading
competencies, and this is expanded in studies of silent reading fluency as well (Fuchs et
al., 1988). Studies of reading fluency, whether of what is termed micro-fluency, the
reading sub-skills such as letter-sound and word recognition, or macro-fluency, the ability
to read passages fluently (Rebar, 2001), reveal agreement that the ultimate goal of
reading is the ability to gain meaning from text.
Historical Review of Reading Fluency
The history of reading fluency research has been described as spasmodic (Wolf &
Katzir-Cohen, 2001), having varying periods of intense study and effort and then “fallow
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periods of relative disinterest” (p. 211). Fluency has been called the “most neglected”
reading skill (Allington, 1983).
As far back as 1886, William MacKeen Cattell, an experimental psychologist,
found that letters and words are named faster than other symbols such as colors and
pictured objects. Cattell was the first to note the seeming automatic rates of recognition
of letters and words, with the reading speed increasing when words are read in the
context of sentences. Cattell’s findings were replicated nearly a century later by
Doehring in 1976.
The work of S.E. Huey, first published in 1908 and again in 1968, described the
development of fluent reading (Huey, 1908/1968). An important part of Huey’s
contribution was the development of a rate of processing, in which he found “repetition
progressively frees the mind from attention to details, makes facile the total act, shortens
the time, and reduces the extent to which consciousness must concern itself with the
process” (p. 65). This laid the groundwork for what LaBerge and Samuels (1974) and
others later referred to as automaticity.
LaBerge and Samuels (1974) described fluency as the coordination of many
complex processes working together over a short period of time. Their work initiated the
view that fluent reading occurs in steps and stages and that with increased speed at one
level, attention is freed up in others. This promoted the idea of an actual separation
between these processes in a “bottom-up serial-stage model of reading” requiring that the
higher level processes of comprehension depend upon mastery of lower levels of
decoding letter-sounds and words (Wolf & Katzir-Cohen, 2001). LaBerge and Samuels’

12

main contribution was an understanding of how we can process written information at
highly rapid rates.
Earlier physiological work of Donald Hebb (1949) described how, in the visual
system, multiple exposures to the same stimulus, “unified groups of neurons learn to
work together in synchrony so that recognition of frequently viewed stimuli, such as
letters, becomes so efficient, it is virtually automatic” (p. 214). Hebb claimed that these
formed a reservoir of mental units.
Building upon the work of Cattell (1886), Hebb (1949), and Laberge and Samuels
(1974), Doehring (1976) studied the development of fluency in students from
kindergarten to high school. His was a thorough study of the rates of processing, using
symbols, colors, objects, letters, and random words, as well as sentences, to show
the relative course of acquisition of skills
for processing the graphological features of
letters, the orthographic regularities of
letter combinations, the semantic features of
words, and the semantic-syntactic constraints
of word sequences. These are the skills that
must be mastered beyond the level of simple
accuracy to the point where accurate processing becomes rapid enough to
be classified as fluent reading. (p. 2)
Perfetti’s (1985) used the term “verbal efficiency” rather than fluency, and
described a basis for how there are such individual differences in reading comprehension;
this was due to the efficiency of local processes which were necessary for “rapid lexical
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retrieval and working memory” (p. 216). When the foundational systems were efficient,
the individual was free to focus on higher level demands of reading processes. Perfetti
suggested the opposite as well: an inefficient system of slow rate of letter or word
recognition could inhibit the ability to keep larger units of text in working memory,
thereby affecting comprehension and recall.
Shankweiler’s (1999) work with reading disabilities utilized Perfetti’s theory in
describing how poor decoding and limited working memory abilities can limit
comprehension of struggling readers. Inability to create visual and verbal
connections can lead to difficulty with long-term working memory. The ability
to form mental pictures has been found to be lacking in individuals who are
identified as having dyslexia (Breznitz, 1997).
Carver (1997) focused on the connection of fluency and comprehension and
introduced the idea of different purposes of reading and their effects upon reading rates.
Carver described reading as being done in a rauding mode--the fastest an individual can
successfully understand thoughts in a sentence, relating these to four factors: age,
teaching variables, “aptitude” factors (verbal knowledge, cognitive abilities), decoding
speed, and naming speed (Wolf & Katzir-Cohen, 2001).
Reading Assessment
A review of reading tests in the Buros Mental Measurement Yearbooks by
decade, beginning before 1929 through the 1960s, revealed approximately 20% of tests
assessed reading fluency. Beginning in the 1970s, the percentage of tests focusing on
fluency dropped to 6% to
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11% per decade; oral reading fluency percentages were 0 to 5% (Fuchs et al., 2001).
These tests were all commercial and multiple-choice, and were administered in group
settings. Across decades, 59 of 372 (16%) commercially available tests assessed fluency
with word lists and 28 (8%), measured narrative oral reading fluency (Fuchs et al., 2001).
The use of more “authentic assessment” or classroom-based tests can give a view
into the student’s actual decoding ability, which includes speed and accuracy, though
according to more current research (Nathan & Stanovich, 1991) teachers are traditionally
more concerned only with word recognition accuracy. Even in descriptions of informal
reading inventories, in which teachers have students reading at instructional levels of text,
placement is according to accuracy rather than fluency criteria (Fuchs et al, 2001).
Rasinski (1990) and Zutell and Rasinski (1991) analyzed reading textbooks for
teachers and discovered very little emphasis on reading fluency. Dowhower (1994)
found a mere 3 out of 13 textbooks addressed fluency and in those, fluency was
mentioned only briefly. Toward the end of the twentieth century, there was a call to
refocus attention on fluency appearing in the literature:
Improvements in decoding and word-reading accuracy have been
far easier to obtain than improvements in reading fluency and
automaticity. This persistent finding indicates there is much
we have to learn about the development of componential reading skills
and how such skills mediate reading rate and reading comprehension.
(Lyon & Moats, 1997, p. 579)
Interest in reading fluency seems to lie at the heart of a controversy that emerged
during the nineties, between a skills-based approach in reading and a print-rich, literature-
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based approach (Routman, 1996). More reading scholars now advocate a balanced
approach to reading instruction that provides a place for all of the components of
instruction necessary for success in reading, of which fluency is being more recognized.
Works such as Rasinski’s Speed Does Matter in Reading (2000), and Cunningham
and Allington’s (1999) emphasis on strategies such as choral reading and echo reading for
classroom practice contributed to a growing interest in fluency as an important aspect of
the total reading process. Rasinski's (1990) statistical model of reading fluency
accounted for 77.2% and 96.5% of the variance in comprehension for third- and fifthgrade students, respectively. Allington (1983) has called fluency the "neglected goal" of
reading research and instruction. Research of Stahl and Kuhn (2002) provides a
particular challenge for researchers:
If children fail to make the transition to fluent
reading, they will encounter significant
difficulties in constructing meaning from text.
Unfortunately we have very little knowledge about
how to help children make the transition from
purposeful decoding to fluent reading. (p. 582)
Importance of Fluency in Over-all Reading Skills
Wolf and Katzir-Cohen (2001) believe that recent attention to fluency and fluency
intervention is due to three factors: first, an increase in research on phonological
processes--phonemic awareness and how it relates to reading failure; second, an increase
in awareness of the multiple sources that can lead to reading fluency with research to
understand the predictive ability of naming speed in reading failure; and finally, the
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growing body of work with developmental dyslexia that especially looks at phonological
processes.
More recently, reading fluency has become respected as being a very important
factor in reading comprehension (Worthy & Broaddus, 2001). Shinn, Good, Knutson,
Tilly and Collins (1992) used confirmatory factor analysis and found oral reading fluency
to give an excellent index for reading ability including comprehension. Reutzel and
Hollingsworth (1993) showed that reading fluency training has a causal effect upon
improved reading comprehension. This pivotal role of reading fluency is further
supported by Rasinski and Padak (1994). In their creation of the “Fluency Development
Lesson (FDL)” (1994) Rasinski and Padak (1994) laid out a detailed array of studies
(Anderson, Wilson & Fielding, 1988; Postlethwaite & Ross, 1992; Pinnell et al., 1995),
as well as reports (National Assessment of Educational Progress NAEP, 1992), all
substantiating that reading rate can be critical and that excessively slow reading can lead
to further reading frustration and failure. Rasinski and Padak (1994) followed the
progress of over 600 students during a 5-year study and found the most common
manifestation of reading problems as “slow, dysfluent,” or what they came to call
“inefficient reading.” Even when some children understood what they had read, their
reading was “usually a slow, labored, inexpressive, and unenthusiastic rendering of the
text” (p. 146). An especially interesting finding from their work was what they
discovered about reading rate:
Informal reading inventory criteria showed that students’ comprehension
and word recognition, were, on average at their frustration level--but they
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were near the threshold for instructional level reading. In other words,
comprehension and word recognition were poor, but it wouldn’t take much
improvement to move their performance to an instructional level. Reading rate,
however, is a different story. When reading passages at their grade level, these
students, who their teachers identified as struggling readers, read at a rate that
was approximately 60 percent of their instructional level reading rate: for a
passage below their grade level, the rate was 50 percent. (p. 145)
Reading rate, or speed was a critical factor reported in classroom teachers’ perceptions of
their students’ success or lack of success in reading. Further, teachers generally reported
that as long as students understood what they read, they thought reading rate should not
matter. While Rasinski and Padak (1994) agree that the end goal in reading is the making
of meaning, they show how reading rate should not be forgotten. Students who read
slowly have to work for longer periods of time than other students who read more
fluently; this slower rate means more time and energy must be spent trying to keep up
with their classmates (1994). Perhaps more importantly such students, overall, read less
than students who read at an appropriate rate for their grade level (Rasinski, 2000).
The 1992 National Assessment of Educational Progress (NAEP) demonstrated a
relationship between fluency and reading rate, and self-selected reading in and out of
school. Fifteen percent of all fourth graders (one out of seven) read no more than 74
words per minute, a rate at which it would be difficult to keep track of ideas as they are
developing within the sentence and across the page (Pinnell et al., 1995). In the same
NAEP study, reading rates were linked to overall reading proficiency. Struggling, slow
readers, read less and made slower progress than students who read at a more normal rate
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or at their grade placement. One dramatic example illustrated how a general assignment
for a class of 60 minutes of reading, means two hours for the slow readers. The
implications for homework were especially bleak.
Kame’enui and Simmons (2001) describe how in the context of schools, fluency
and accuracy are often separated as reading competencies, rather than being seen as key
parts of a dynamic whole. The following illustration describes an example:
A first-grade child who reads 65 correct words with five errors in 1 minute
on a grade-level passage at the end of the school year represents a very
different kind of reader than a first-grade child who reads 65 correct words
with five errors in 4 minutes on the same passage. Both readers are
reasonably accurate. However, assessing accuracy without fluency
provides an incomplete picture of reading competence and limits
potentially meaningful information for designing and delivering
instruction. (Kame’enui & Simmons p. 206)
There has been criticism that there has not been adequate study and validation of
the components underlying fluency: the use of rate and accuracy of oral reading used in
curriculum-based assessment research (Shinn et al.,

1992). The debate claims that this

view has ignored the multiple dimensions of fluency—especially the lower level subskills
in learning letters, letter patterns, words, sentences and then passages (Wolf & KatzirCohen, 2001).
Berninger, Abbott, Billingsley, and Nagy (2001) describe a “multi-dimensional
view with a systems approach to fluency, (a) the stimulus input (rate and persistence of a
visual or speech signal), (b) the efficiency of the internal processes (phonological,
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orthographic, and morphological systems), and (c) the overall coordination of responses”
(p. 219). While each of these components is independently essential, all work together to
create a synergistic experience of smooth, fluent reading.
Studies of Interventions and Reading Fluency
Traditionally, oral reading fluency has not been a focus for assessing the effects of
treatments in the reading of research literature (Fuchs et al. 2001), while there have been
a large number of studies focusing upon the development of isolated word reading
accuracy, rather than text fluency. The need for an explicit focus on the measurement of
oral reading fluency as an outcome of reading intervention is emphasized as being
important in both research and in practice (2001).
Reading fluency in classroom-based assessment
Oral reading fluency can be assessed in several ways. A few methods focus on
prosody, whereby the examiner describes the pitch, stress, and duration that students use
to express text. Commonly known as reading with expression, these rhythmical and tonal
characteristics are difficult to measure by any reliable means (Dowhower, 1991).
Curriculum-based Measures of Reading
A simpler, more common practice for assessing fluency is known as curriculumbased measurement (CBM). CBM provides meaningful assessment of cognitive skills,
such as reading, and may be obtained directly from use of the classroom curriculum and
instructional materials. By using the available books, whether literature-based or a basal
reading series, oral reading fluency can be systematically assessed (Shinn, 1989). CBM
has been used increasingly in special and general education classrooms to assess reading
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fluency, a skill found to be closely related to reading comprehension. Such measures
provide a wealth of evidence in showing the reliability and validity as well as
predictiveness of student reading performance. Oral reading fluency (ORF) as assessed
with CBM reveals important reading competencies, such as reading rate and words
correctly read per minute (WCPM) (Hasbrouck & Tindal 1992). Procedures for
assessing and scoring oral reading fluency have been utilized to create norms which can
be useful for classroom teachers and students in setting appropriate reading goals and
objectives (Shinn, 1989). Curriculum-based measures require the student to read a
passage and then the number of words read correctly (WCPM) in one minute is tallied.
Fuchs has described the value of this process:
Decades of research show how this simple method for collecting oral reading
fluency data produces a broad dispersion of scores across individuals of the same
age, with rank orderings that correspond well to important external criteria, and
that represent an individual’s global level of reading competence. Teachers can
use these scores to identify discrepancies in performance levels between an
individual and the individual’s peer group to help inform decisions about the need
for special services or the point at which decertification and reintegration of
students might occur. (Fuchs et al., 2001, p. 248)
Rasinski (1999) points to the advantages of both teaching and assessing using this type of
authentic assessment, as students become aware of their progress and active role in skill
acquisition.
Interventions for Fluency Problems
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In much of the research, fluency has been described as what it is not, or by its
lack, most commonly described as word-by-word reading in describing poor readers
(Allington, 1983). Others have provided empirical evidence that “fluency is trainable and
that fluency training improves overall reading ability” (p. 556. In their fluency-based
reading intervention program: Retrieval, Automaticity, Vocabulary, Engagement, and
Orthography (RAVE-O), Wolf, Miller, and Donnelly (2000), base their program on the
cumulative work that has attempted to understand the phenomenon of naming speed
deficits in severely impaired readers. Beginning with studies in 1965 by Geshwind and
more than 15 other studies conducted over two decades, all of these studies reveal that the
majority of children with reading disabilities-- across all languages and ages tested--have
naming speed deficits.
According to Wolf et al. (2000), “naming speed deficits, and the better known
phonological deficits represent two separable sources of reading failure whose cooccurrence leads to profound reading disability” (p. 212). In other words, they suggest an
important interweaving of reading deficits in which rate or naming speed deficits, and
phonological deficits (where most of the reading disabilities research of the past 20 years
has focused on phonemic awareness and decoding skills) can create a third, “double
deficit.” This has been described as a “reconceptualization of dyslexia, the double-deficit
hypothesis, to emphasize the separate roles that core deficits in processes underlying
naming speed and underlying phonology play in reading failure” (Wolf & Bowers, 1999,
p. 20).
It is out of this framework that Wolf, Miller and Donnelly (2001) created the
RAVE-O intervention program. The main purpose of RAVE-O is to “develop fluency
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and automaticity in these readers using game-like activities to increase accuracy and
speed in each reading outcome and underlying skill, such as letter and letter pattern
recognition, auditory discrimination of sounds and meaning” (p. 375). It is designed to
supplement and reinforce (not supplant) reading programs in primary grades. On-going
empirical studies of the RAVE-O program with different subtypes of readers continue.
Repeated Readings
Using repeated readings has become a common form of instruction focusing on
fluency. These may include echo-reading activities, recorded books, and even choral
reading. The usual format for repeated readings is for the student to choose a text to read
aloud, discuss it and read with the teacher’s or another’s support until the student can
read it independently. A variation on repeated reading, sometimes suggested with older
students, is timed repeated reading: the reading of a passage is timed and the reading
rates are then charted on a graph (Samuels, 1979). Repeated reading with attention to the
text comprehension has been effective in experimental studies (National Reading Panel,
2000). As well as improving speed and accuracy, guided repeated reading (reading with
immediate feedback from a teacher or guide) has been known to show improvement with
word recognition, fluency, and comprehension across grade levels and environmental
settings with both skilled and challenged readers (Worthy & Broaddus, 2001).
Promoting reading fluency through performance
Opitz and Rasinski have set forth a rich collection of activities in Good-bye
Round Robin, (1998) that balances silent reading activities with performance fun using
poetry, jokes, choral reading and readers theatre scripts. These strategies have been used
with pre-service and in-service elementary teachers who wish to help students strengthen
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and build reading fluency abilities. Rasinski continues to study reading fluency in depth
at Kent State University and has recently published his newest work: The Fluent Reader
(2003).
With the increase of interest with all components of reading, reading fluency
appears to be more of a focus in current reading research (National Reading Panel,
2000). Kame’enui and Simmons (2001) further explore the National Reading Panel’s
findings with questions in “The DNA of Reading Fluency.” Exactly how does this
fluency develop? Under what practice or instructional conditions does it develop, and
what levels are necessary to access meaning? How frequently must words occur in
connected text to gain automaticity over what condition of exposure? What investment
in reading fluency is needed at what grade levels and how would the emphasis on fluency
shift over time (p.204)? These authors express the “elusive and bewitching” nature of
reading fluency and the importance of exploration of this central component in effective
reading. Providing an interesting likening to the double helix of DNA, the intertwining
of multiple factors is seen:
In short, the DNA of reading fluency remains uncharted territory conceptually,
theoretically, experimentally, pedagogically, and instructionally. Like Watson
and Crick, we know the idea has to be right, but ideation alone is insufficient to
advance a society committed to the scientific study of ideas, particularly in
reading. Collectively, we have much work to do to understand fully the features,
mechanisms, and processes unique to reading fluency (p. 206).
Self-efficacy and Learning
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From the days of “round robin reading” where students took turns reading aloud
in class, many, when called upon, labored painfully word by word through the text. How
one sees oneself as a reader can have an important effect upon how one reads. Recent
research in the social sciences demonstrates that learning is a complex process involving
many factors, including instruction, social factors and learner beliefs (Schunk, 1989).
What a learner believes about his or her ability to be successful at any given task can
make all the difference in learning achievement, motivation to learn, and how the learner
views him or herself, as a learner. This way of seeing oneself and one’s abilities, known
as self-efficacy is defined as the judgments people have of their capabilities to organize
and perform certain actions required to be successful in particular tasks. It is not so
concerned with the actual skills one has as it is with the personal judgments about what
one can do with the skills one has (Bandura, 1986).
Originally, Bandura (1977) introduced the concept of self-efficacy theory and
conducted extensive research on the individual’s perception of ability to have control
over his or her performance while experiencing difficulties and psychological challenges
such as phobias. More currently, self-efficacy has been expanded to include more of the
cognitive processes, affect, and self-regulated behaviors (Schunk, 1991). Increasingly,
self-efficacy is being investigated in educational studies (Linnenbrink & Pintrick, 2002;
Pintrich and Schunk, 2002) and in sports sciences and physical education (d’ArripeLongueville, Gernigon, Huet, Cadopi, & Winnykamen, 2002).
Since Bandura’s (1977) seminal article on a unifying theory of behavioral change,
much research has been done which demonstrates how self-efficacy affects a wide range
of behaviors. These include academic achievements and social skills, cessation of
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smoking, abilities to tolerate pain, athletic performances, career choice, recovery from
heart attack, eating disorders, and ability to cope with fears and stress (Bandura 1997;
Schunk 1991). Results generally indicate that individuals who have a sense of low
efficacy for performing a task may avoid it. “Individuals who feel efficacious are
hypothesized to work harder and persist longer when they encounter difficulties than
those who doubt their capabilities” (Schunk, 1991, p. 208). Bandura (1977) hypothesized
that self-efficacy affects the activities an individual chooses, the effort the individual puts
forth, and the perseverance the individual will have for the activity. When individuals
feel control over the events in their lives, they have greater incentive to act and it is this
view of one’s efficacy that regulates human functioning (Bandura, 1997).
Ways of Knowing
According to self-efficacy theory, people gain information of their self-efficacy in
four ways: (1) by their own performances, (2) vicariously, through observations and
performances of others, (3) by persuasion, and encouragement from others, “you can do
it!”, and (4) by physiological and affective responses such as perspiring or increased
heart-rate, (individuals can become aware of their anxiety, and a lack of efficacy
(Bandura, 1986). However, after individuals acquire information from these sources,
they weigh the value of this information: What was the difficulty of the task performed;
how much effort was expended or how much external assistance has been given; how
many successes and failures there have been; and how credible is the person offering the
persuasion or encouragement (Schunk, 1991). Learners attribute their successes or
failures and possess or lack self-efficacy according to these perceptions.
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An important distinction is made between self-concept beliefs or self-esteem,
(what one thinks about oneself), and self-efficacy, (how one perceives one’s ability to
perform in a certain context), for example, to be able to work a geometry problem or
other specific task (Linnen-brink, & Pintrich, 2002); whereas, self-concept is described as
“a global construct comprising self-efficacy and other aspects of the self” (Schunk, 1991,
p. 212).
Self-efficacy and Learned Helplessness
Individuals with high self-efficacy have actually experienced success and so are
more likely to take risks, accept difficult challenges, and think of themselves as having
successful outcomes; they tend to dwell on these successes instead of thinking of
possibilities for failure (Bandura, 1997). This sense of strong efficacy arises first from
one’s actual experiences and accomplishments. Conversely, when an individual
experiences failures repeatedly, there often develops a sense of what has been termed,
learned helplessness (Seligman, 1972). Here the learner attributes failure to him or
herself, since evidence arises out of one’s own performance. A cycle begins in which
learners may make predictions about their future performances (Gernigon, Fleurance, &
Reine, (2000).
Several studies discuss controllability as an important factor in both cognitive and
motor tasks. Coping with failure is reported as especially important in sports and is
particularly relevant to tennis:
For athletes, failure to succeed in an important competition can have
catastrophic effects on self-efficacy. Thus, it is suggested that athletes
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must be able to access coping strategies that enable efficacy to be
maintained following defeat. (p.45)
Extensive studies have been conducted with students who have been identified as
having learning disabilities and students who experience school failure in elementary,
middle, and high school, with an array of academic tasks varying from video game
activities to reading tasks. Many show that failure is associated with cycles of learned
helplessness that can be last a lifetime (Gernigon, et al. 2000). When success can be
applied to situations of prior failure, such pessimism has been turned to optimism
(Seligman, 1998) providing interesting implications for what teachers may be able to
provide to students in their classrooms. Overmier (2002) discusses the debilitating
effects of experiences of uncontrollability and suggests the role of fear and anxiety as
causal components, as well as the importance of developing techniques and formal
modeling of success.
Affect
When faced with difficulties, the amount of stress or depression people
experience depends in large part to how well they think they will be able to cope. Those
with the ability to cope have better control over disturbing thoughts:
Research shows that what causes distress is not the sheer frequency of the
thoughts but the inability to turn them off. People with high self-efficacy are able
to relax, divert their attention, calm themselves, and seek support from friends,
family, and others. For someone who is confident of getting relief in these ways,
anxiety and sadness are easier totolerate. (Bandura 1997, p.4)

28

Low self-efficacy can lead to patterns of failure and eventually, depression. An
individual’s efficacy beliefs can become barriers, whether real or perceived, to their
learning.
Self-efficacy and Motivation
People form beliefs about themselves and their abilities, and their motivation
becomes stronger if they believe they can be successful in what they do. When strongly
motivated, individuals are more likely to persevere and be more resilient when they are
faced with failures and setbacks (Bandura, 1997). The case for establishing a safe
environment and inviting climate in the classroom can be built from clinical research
(Bandura, 1986) showing that in feared situations people judge efficacy low and do not
persist at tasks. Research of Pintrich and De Groot (1990) and Zimmerman and
Martinez-Pons (1990) report positive relationships among motivation, efficacy and
strategy use (Schunk, 1989). Schunk (1991) suggests the need for future research to
investigate students’ actual strategy use during learning.
Goal Setting
Elliott and Dweck (1988) found a greater sense of self-efficacy with students who
set a goal or were given a goal by their teachers and then observed goal progress, which
showed to them they were becoming skillful. Several studies hypothesized the benefits of
students setting goals. During a math program in which subtraction instruction included
specific, attainable goals, rather than general goals, such as prompts like “do your best,”
students experienced enhanced self-efficacy (Bandura & Schunk, 1981).
In another math program, during long-division instruction, children who were
given specific performance goals, increased self-efficacy. Students who were given
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goals and also had comparative information about their peers showing that their goal was
attainable, also experienced enhanced self-efficacy and motivation (Schunk, 1983). In
another study, self-set goals were found to promote self-efficacy with sixth-grade
learning-disabled students receiving subtraction instruction (Schunk, 1985). Students
who set their own performance goals and those who had goals given to them, showed
more motivation than those who had no goals; those who set their own goals had both the
highest self-efficacy and skill. Students given choice had a greater sense of ownership,
and a greater feeling of control over their performance goals outcomes (Schunk, 1985).
Learning Strategies
There is much research on student learning strategies that indicate that systematic
instruction of strategies improves achievement. Borkowski (as cited in Schunk, 1985)
showed this to generalize beyond the learning context and that learning strategies may
also strengthen self-efficacy. Other instructional studies have shown that teaching
students to actively use strategies raises both self-efficacy and achievement during
mathematics instruction (Schunk, 1985). Additionally, having students verbalize what
they are doing assists in helping students see themselves (hear themselves) learning and
increases efficacy and skill (Schunk & Cox, 1986). Students who were told to
discontinue verbalizing midst the study seemed not to learn the strategy and stopped
using the strategy altogether. This study draws a relationship between cognitive
processing and self-efficacy. Schunk suggests future studies in which “think aloud”
strategies are used, to also include periodic assessments of efficacy to further measure the
relationship of metacognition and efficacy (1991).
Metacognitive instruction
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Strategies that teach students to “think about their thinking” processes as they
read help them to self-monitor their fluency. A strong component to the Reading
Recovery program of early intervention with first graders at risk for reading failure,
metacognitive skills are used to assist students to become more independent thinkers to
be able to self-correct midst their reading, and to experience “inner control” of their
reading experience (Clay, 1988).
Models and Observational Learning
Students regularly obtain information vicariously by models who are their
teachers or instructors. Increasing numbers of studies are investigating the effects of peer
models, and more recently, studies have been conducted which investigate self-models.
In a study of the effects of peer modeling and learner self-efficacy and achievement,
Schunk and Hanson (1985) compared adult models in subtraction instruction with peer
mastery models who correctly solved subtraction with regrouping problems:
Observation of peer models increased efficacy and skill better
than observation of the teacher model or no model; students who
watched the teacher model outperformed students who watched
no model. Children exposed to models displayed higher motivation
(rate of problem solving) during instruction than did children who did
not observe a model. (cited in Schunk, 1991, p. 217)
Research also includes the self as model through the use of technology, with
audiotape recording (Lazarus, 1998), and with videotape recording of behavioral
successes (Bandura, 1997; Bray, Kehle, Spackman & Hintze, 1998; Buggey, 1995;
Dowrick, 1991). Bandura (1997) emphasized the advantage of seeing oneself perform
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successfully, and how this may “provide clear information on how best to perform skills,
and [that] it strengthens beliefs in one’s capability” (p. ).
Dowrick’s use of video provided some of the first evidence of this technological
use of a self-model in assisting learners by showing them a view of themselves as
successful. By capturing the behavior to be learned on videotape and then editing by
omitting any undesired behaviors, learners saw themselves as capable, successful learners
(Dowrick, 1999). Results in these studies as well as succeeding studies using videotape
self-models show positive gains in both self-efficacy and achievement.
Models in Reading Instruction
Both special and general education literature is filled with interventions to
improve reading abilities. These interventions include repeated readings, (e.g., Rasinski,
1990), previewing (Carbo, 1996; Reutzel & Hollingsworth, 1993), echo and choral
reading, as well as peer tutoring, taped-word procedures (Bray, Kehle, Spackman, &
Hintze, 1998) and recorded book models of fluency (Carbo, 1989). Each of these
interventions requires the use of some means of modeling for the learner. Modeling, or
observational learning in which the learning activity is demonstrated in some manner to
the learner, has been a central focus of literacy instruction and is commonly imbedded
within the learning activity whenever instruction is individualized (Clay, 1988).
Teacher Modeling
The teacher as model became a strong focus during the pedagogical influences of
Mastery Learning techniques beginning in the 1980s (Hunter, 1982), followed later on,
by emphasis upon the use of metacognition with its role of the teacher modeling how to
think about thinking in reading processes. Especially in reading instruction, the teacher
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has played the central role in modeling the instructional task at hand (Wilen & Phillips,
1995).
Just what and how much is learned from the modeling is determined by the
attention given to the model, the amount of practice of the new skill, and the
reinforcement and feedback that is provided (Bandura, 1986). In studies with recorded
books as models, students who attend to the text, reading along as they listen to the
recording, show progress in their independent reading afterward (Carbo, 1996).
Peer Modeling
A common form of modeling is peer tutoring, in which students may work
together as one student assists another in the learning process. Peer models may be more
effective than teacher models, especially with students who have learning problems who
doubt their ability to perform at the teacher’s level of competence (Schunk, 1985). In
reading instruction, peer tutoring may include peer modeling and is easily implemented
as paired reading, when the reader either reads in unison with or echo reads with the
partner. Voice inflection or intonation as well as word pronunciation and prosody, the
rhythm and stress pattern of the phrase read can provide instruction and helpful
clarification to the emerging reader. Paired reading can also be a useful form of peer
tutoring which is motivational as well as enjoyable for learners (Rasinski, 1990).
Self-efficacy and Modeling Influence
Being exposed to proficient models can help raise the learners’ beliefs in their
own capabilities for success (Bandura, 1982; Schunk, 1987). This internal sense of selfefficacy or inner control and power to bring about results in one’s actions is at the axis of
successful learning (Bandura, 1997; Clay, 1997). There is particular distinction made
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between self-concept (a term readily known to educators) or self-esteem, as being a
person’s sense of self-worth, and that of self-efficacy, a learner’s sense of personal
capability or effectiveness (Bandura, 1997). Bandura emphasized this difference when
he stated, “People need much more than self-esteem to do well in given pursuits . . . .
people need firm confidence in their efficacy to mount and sustain the effort required to
succeed” (p.11). Those who do not believe they can succeed at a task, see no reason to
apply additional effort to their task.
Seeing, and being able to imagine--to create an image of success--can raise
efficacy beliefs when models are given. One of Bandura’s (1997) research findings
suggests that peers of the same age, gender and ethnic background may provide the best
models, and not teachers, after all. The more similarity there is of the model and the
learner, the more convincing are the models. If people see the models as very different
from themselves, their beliefs of personal efficacy are not much influenced by the
models’ behavior and the results it produces. (Bandura, 1997)
Self-modeling
A logical extension of Bandura’s finding about similarities of models, is the use
of self as model of the desired behavior. While peers serving as models are closer to that
of the learner’s own abilities and characteristics than adult models, self-modeling can
provide an even more valuable example. Self-modeling has been shown to increase
student attentiveness (Hosford, 1980) motivation, and identification with the model
(Dowrick, 1999). In his most recent work, Bandura (1997) describes self-modeling as the
most effective type of model: “Seeing oneself perform successfully can enhance
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proficiency in at least two ways: it provides clear information on how best to perform
skills, and it strengthens beliefs in one’s capability” (p. 95).
Self-modeling has been defined as “an intervention procedure using the
observation of images of oneself engaged in adaptive behavior” (Dowrick, 1999, p. 23) in
which the learner has an opportunity to see his or her best performances. This has been
used more often with videotaped images (e.g. Buggey, 1994, Dowrick, 1976), however,
audiotapes and photographs have been used as well (Conte & Humphreys, 1989).
Imaginal modeling, or mental rehearsal, has also been used as a procedural model,
especially before the days of available technologies for recording, in which the learner
would imagine him or herself engaged successfully in the desired task (Dowrick, 1999).
History of Self-modeling
The history of self-modeling includes a wide array of examples ranging from
psychologists who use the self-as-model strategy in behavioral counseling with adults
(Hosford, 1980) to athletes who use self-imaging to improve in a sports event (Dowrick,
1999). It was Bandura’s Principles of Behavior Modification (1969) which inspired two
psychologists, Thomas Creer and Donald Miklich. Bandura’s focus on observational
learning led them to use role-playing with a patient in order to provide a self-model, in
the absence of peer models at their hospital. Creer and Miklich (1970) published the first
study using the term self-modeling. As video technologies advanced and became more
available, the research using videotape self-modeling increased. In 1986 Bandura
included self-modeling in his descriptions of self-efficacy. Seeing oneself engaged in an
activity--a self-image--has greater value than viewing an image of someone else, adding
to more keen attention, and thus, greater possible retention of task.
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Positive Self-review and Feedforward
As videotape self-modeling developed further and was used in varying creative
ways, distinctions began to be made between the modes of use. Original use of video to
create images was produced to provide exemplary role models of self engaged
successfully in an activity, a process Dowrick describes as “catch me being good and
remind myself of it” (Dowrick, 1991, p. 25). Dowrick has named this process positive
self-review. B. F. Skinner, in his Notebooks, actually suggested such positive self-review
(PSR) for batsmen in baseball to view videos of themselves hitting home runs (Epstein,
1998). More recently, Olympic athletes have utilized similar techniques using video selfmodels. The terms self-model and self-as-model were first used in the context of video
images; however, audiotape and still photographs have also been used as interventions in
learning (Lazarus,1998).
Self-modeling may be used for a skill that has not yet actually been attained with
a type of self-modeling known as feedforward, in contrast to feedback (Dowrick, 1999).
In this approach, a model is created of the individual performing a skill successfully by
editing a videotape and removing any errors in performance. An example of an audio
feedforward model is an audiotape recording made of the individual echo reading
another’s fluent reading. Subsequently, the other reader’s voice and any errors are
eliminated, producing a fluent model when played back, as the final recording contains
only the learner’s voice reading orally. Such modeling creates the illusion of skillfulness
as the model portrays for him/herself, what is possible. Because of this slight of hand in
creating such visible or auditory models, it is important to create images of tasks that are
feasible and within the learner’s range of abilities (Buggey, 2002).
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Self-modeling of Cognitive Skills
In the academic field, self-modeling has been used to assist individuals with
behavioral challenges (Buggey, 1999; Hosford, 1980) and speech and language
difficulties (Buggey, 1995, 1996; Kehle, 1991) as well as in mathematics (Schunk et al.,
1989) and reading competencies such as reading fluency (Bray et al., 1998; Greenberg,
Buggey, & Bond, submitted; Rupnow et al., 2000). In this particular means of selfinfluence while working with cognitive challenges, individuals repeatedly view
themselves as successful as they engage in increasingly difficult tasks (Bandura, 1997).
Self-modeling Applications With Reading
In the study by Bray and colleagues (1998) CBM oral reading passages to
determine number of words read correctly per minute (WCPM) provided the data for
individual reading sessions with five third graders in a suburban elementary school.
Scoring followed Shinn's (1998) CBM methods in which a self-correction is not counted
as an error; however, a word told (T) is counted as an error, as are omissions or
insertions. After a baseline was established, self-modeling videotapes of each student
reading fluently were created and shown during intervention that occurred over four
weeks. In the follow-up, CBM probes revealed significant growth in each of the students
and growth continued, though more slowly, after intervention. This study, as well as the
extensive on-going studies in Hawaii and Philadelphia, indicate video self-modeling to be
an effective reading intervention with elementary-aged students.
Researchers with the ACE Reading programs implemented both at the Children's
Seashore House in Philadelphia, and at the Hawaii University Affiliated Program
(Dowrick, Power, Ginsburg-Block, & Manz, 1999) provide rich information on the use of
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video feedforward to facilitate growth. The latter study includes extensive work with
tutoring using repeated readings as well as video feedforward with tapes created using
echo reading and intensive word work using flashcards. Curriculum-based measures
were used to assess progress in reading by having students read orally for one minute
from passages selected at random from their basal reading program. Students were
assessed twice a week and passages scored for the number of words read correctly per
minute. These measures were taken before, during and after the intervention of selfmodeling in which students watched themselves reading fluently from their passages.
Audio-based modeling using recorded books has shown gains in reading and has
been researched extensively over many years (Carbo, 1989; 1996; 1997; Cole, 1998).
Learners listen to recorded books of an adult reading the text fluently and at a slower
pace. Audio-based methods with self-modeling as an intervention are rare in the
literature. There are studies performed in collaboration with the ACE reading program
that report examples of student gains in reading fluency and self-efficacy using audio
self-modeling recordings. These recordings are edited, as the student’s voice is the one
actually recorded during an echo reading procedure. The specific procedures used to
implement audio-based self-modeling in reading provide a guide for creating the models:
The researcher presses record, then the pause button, and proceeds with the process of
echo reading with the student. Only the student’s voice is recorded, thereby creating a
seamless model of the student reading “fluently” (Rupnow et al. 2000). On-going work
utilizing this procedure in audio-self-modeling continue at the University of Hawaii,
Manoa, and will provide further information about this intervention with reading fluency.
Models of fluent reading
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Modeling helps students know what fluent reading sounds like and how it feels to
read fluently. Benefits of modeled reading include gains in rate, accuracy, phrasing,
segmentation, and expression (Carbo, 1992). In more explicit modeling, students listen
to an expert reader, such as the teacher. Other forms of modeling include the intervention
known as “self-modeling” in which edited videotape or audiotape recordings of the
student reading fluently provide models to learners (Bray et al. 1998; Greenberg, Buggey,
& Bond, 2000; Rupnow et al., 2000).
Implications for Education
Teachers who become aware of the power of peer models over adult models, and
the importance of affect and emotional climate in the classroom, may be able to provide
more meaningful and memorable instruction for their students. Using interventions such
as self-models can become quite possible with the increase of digital video cameras in
school settings. By becoming more conscious of both subtle and overt influences
indicated by current research, educators may provide more experiences of success for
their students.
There is a need for more exploration of video-based self-modeling by teachers of
students who struggle with reading. The materials for this intervention, the videotape
recorders, and cassette tapes are readily available in most schools and classrooms. It
would be logical to investigate video-based self-modeling, especially in light of current
knowledge of the importance of models in learning.
Therefore, in this current study a close look is taken to discover how these
interventions of self-models and peer models may effect the reading fluency of struggling
readers, as addressed in the following research questions:
39

1. Does the use of video-based self-modeling as a classroom-based intervention
improve reading competencies as demonstrated in reading fluency?
2. Does the use of video-based peer-modeling as a classroom-based intervention
improve reading competencies as demonstrated in reading fluency?
3. Does one work better than the other to improve reading fluency?
By examining these questions, there may be useful information for classroom-based
interventions to assist readers who struggle to read fluently and who are at risk for failure
in reading because they do not see themselves as being capable of success in reading.
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METHOD
The purpose of this study was to determine if video-based self-modeling and
video-based peer-modeling would be effective interventions for increasing the reading
fluency in elementary students with reading delays. In this chapter the methods used to
make this determination are examined, the participants, their educational setting, the
design of the study, the procedures used, and analysis of the data are described.
Nine elementary students with learning disabilities participated in the study.
Three students received a video-based self-modeling intervention and 3 students received
a video-based peer modeling intervention to increase reading fluency while 3 students
received no intervention, providing a comparison group. The study used a multiple
baseline design replicated with each of the participants. Frequent measures on reading
fluency were collected for each student across the three phases of baseline, intervention,
and follow-up.
Participants
Nine elementary-aged students, 4 boys and 5 girls, with an age range of 8 years 6
months to 12 years 1 month participated in the study. The students were from a third
grade, a fourth grade and a fifth grade who each received their reading instruction in a
special education resource room. The students were randomly selected from a group of
18 special education students to be the participants in this study. Three students from the
third grade, 3 students from the fourth grade, and 3 students from the fifth grade
classrooms were eligible for and received special education services under specific
learning disability (SLD), a broad disability category defined as a severe discrepancy
between the student’s intellectual ability and academic achievement (Kentucky State
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Department of Education, 2003), or qualified under another disability category if they
read at least one year below their grade level. One student was eligible for and received
special education services under other health impairment (OHI) and read two years
below her grade level.
Parents were asked to provide their informed consent for each student to
participate in this study by signing the form provided (Appendix F). Pseudonyms are
used throughout the study to insure confidentiality.
Table 1 includes a description of each student including age, gender, and scores
on standardized tests of measured cognitive ability. All participants performed below
their grade level in reading and received their reading instruction in the special education
resource room.
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Table 1 Description of Students
___________________________________________________________
Participant

Age

Gender

Grade

Brigance

(WRMT-R)

___________________________________________________________
Dusty (SLD)
Lacy

9-2

(SLD) 10-0

M

3

64

1.5

F

4

84

3.2

Ellie (SLD)

12-1

F

5

72

3.0

Annie (SLD)

8-6

F

3

71

2.0

Rolin (SLD)

9-11

M

4

72

3.3

Brandy (SLD) 11-2

F

5

71

3.1

Timmy (SLD)

9-3

M

3

66

1.1

Roby (SLD) 10-0

M

4

63

2.1

F

5

75

3.5

Miranda (OHI) 10-11

Note. Specific Learning Disabilities (SLD)

Other Health Impaired (OHI)

Woodcock Reading Mastery Test- Revised (WRMT-R)
At the beginning of the year all nine participants had been evaluated by the
special education teacher in order to determine present level of abilities in reading using
the Brigance Diagnostic Comprehensive Inventory of Basic Skills and the Woodcock
Reading Mastery Test- Revised (WRMT-R).

The WRMT-R composite scores of the

Total Reading Cluster is a combination of the four reading achievement test battery, word
identification, word attack, word comprehension, and passage comprehension. Scores
presented in Table 1 are standard scores with a mean of 100, and standard deviation of
15.
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Student 1: Dusty
Dusty was a 9 years 2 months old boy in the third grade who qualified for special
education services under the category of Specific Learning Disability (SLD) (Kentucky
State Department of Education, 2003). Dusty lived with his father and mother on a farm
in a remote area. He was described by his teacher as a quiet boy, who seemed happy and
to like school. Though he was small for his age, the school nurse indicated he was healthy
and had no vision or hearing difficulties or history of health problems. Dusty’s second
grade teacher rated his reading skills at the middle first grade level at the beginning of the
study (1.5) as indicated on his performance on the Brigance Diagnostic Comprehensive
Inventory of Basic Skills. Dusty’s score on the WRMT-R was below the average range
(SS = 64). He received both reading and math instruction in the special education
classroom.
Student 2: Lacy
Lacy was a 10 years old female in the fourth grade who read at the third grade
level (3.2). She was eligible for special education services under the category of Specific
Learning Disability (SLD) (Kentucky State Department of Education, 2003). According
to her teacher, Lacy was “quiet and sometimes nervous, and she mostly liked to keep to
herself.” Lacy’s reading level was at the third grade level (3.2) based on her performance
on the Brigance Diagnostic Comprehensive Inventory of Basic Skills. Her score on the
WRMT-R was below the average range (SS = 84). Lacy’s parents were divorced and she
lived with her mother and an older sister. Lacy had been ill for several weeks at the
beginning of the year, and when her mother went away for a short period of time, Lacy
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stayed at the home of her classroom teacher. Her classroom teacher commented that
although she read a year below her grade level, Lacy enjoyed reading.
Student 3: Ellie
Ellie was a 12 years 1 month old female in the fifth grade who read at the third
grade level (3.0). She was eligible for special education services under the category
Specific Learning Disability (SLD) (Kentucky State Department of Education, 2003) and
received direct reading instruction in the special education resource room. Ellie was
evaluated by the special education teacher. Her reading level was at the third grade level
(3.2) based on her performance on the Brigance Diagnostic Comprehensive Inventory of
Basic Skills. Her score on the WRMT-R was below the average range (SS = 72). Ellie
lived with her mother and father and a younger sister. She was described by her teacher
as often having a sour expression, and many times fought with the other girls in her class.
She often expressed that she didn’t like reading and would refuse to participate or
complete her work.
Student 4: Annie
Annie was an 8 years 6 months old female in the third grade, who was eligible for
special education services (for academics) under the category of Specific Learning
Disability (SLD) (Kentucky State Department of Education, 2003). Her teacher rated her
reading ability at the second grade level (2.0) and math ability as slightly below grade
level (end of second grade, 2.8). To obtain her present level of performance for this
school year, Annie was evaluated by the special education teacher using a Brigance
Diagnostic Comprehensive Inventory of Basic Skills. Annie’s reading level was at the
second grade level (2.0). Her Total Reading score on the WRMT-R was below the
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average range (SS = 71). Annie was described by her teacher as a happy child who
enjoyed school. Annie lived with her father and mother on a farm near the school.
According to school records, there were no concerns with Annie’s vision or hearing. She
was followed for allergies but was not prescribed any medications. No problems are
identified with eating or sleeping and, according to her father, Annie has regular exercise.
It was not known if Annie participated in any weight management programs, however,
the school nurse noted concern that Annie is overweight for her age and height. Her
current IEP goals were to increase her reading and writing levels and it was
recommended that Annie receive her direct reading instruction in the special education
resource room for one hour daily.
Student 5: Rolin
Rolin was a 9 years 11 months old male in the fourth grade who read at the third
grade level (3.3). He qualified for special education services under the category of
Specific Learning Disability (SLD) (Kentucky State Department of Education, 2003) and
was described by his teacher as a student who was difficult sometimes and who could
often do well when he tried. His reading level was at the third grade level (3.3) according
to his performance on the Brigance Diagnostic Comprehensive Inventory of Basic Skills.
His Total Reading Cluster score on the WRMT-R was below the average range (SS =
72). He lived with his mother, who was a single parent. Rolin was well liked but also
known at the school as a volatile trouble maker at times. He received reading instruction
in the special education resource room and according to the special education teacher,
Rolin was frequently sent to the principal for misbehavior in the general education
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classroom. While in the general education classroom, he sat in a desk that was away
from the other students, next to the teacher’s desk.
Student 6: Brandy
Brandy was an 11 years 2 months old female in the fifth grade who qualified for
special education services under the category of Specific Learning Disability (SLD)
(Kentucky State Department of Education, 2003). Brandy lived with her mother and
father and two sisters. She was reading at the early third grade level (3.1) according to
her performance on the Brigance Diagnostic Comprehensive Inventory of Basic Skills
and received reading instruction in the special education resource room. Her Total
Reading Cluster score on the WRMT-R was below the average range (SS = 71). She was
described by her teacher as being very athletic and an excellent cheerleader at the school.
Brandy’s goal was to become a cheerleader at the middle school the following year. The
special education teacher described Brandy as a hesitant reader who often depended upon
her peers for help.
Student 7: Timmy
Timmy was a 9 years 3 months old male in the third grade. Timmy was eligible
for special education services under the category of Specific Learning Disability (SLD),
(Kentucky State Department of Education, 2003). He was born with a rare skin
condition, alopecia areata, having no hair, and was described by his teacher as a boy who
kept mostly to himself, though was friendly and readily enjoyed sports on the
playground. Timmy’s father was deceased and Timmy lived with his mother and three
brothers. Timmy’s reading level was at the beginning first grade level (1.1) according to
his performance on the Brigance Diagnostic Comprehensive Inventory of Basic Skills.
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His Total Reading Cluster score on the WRMT-R was well below the average range (SS
= 66). He received direct reading and math instruction for one hour each, in the special
education resource room.
Student 8: Roby
Roby was a 9 years 11 months old male in the fourth grade who was eligible for
special education services under the category of Specific Learning Disability (SLD)
(Kentucky State Department of Education, 2003). Roby was reading at a second grade
(2.1) level at the beginning of the study as determined by his performance on the
Brigance Diagnostic Comprehensive Inventory of Basic Skills. His Total Reading Cluster
score on the WRMT-R was below the average range (SS = 63). He excelled in art, but
had difficulty in both reading and math. He received reading and math instruction in the
special education resource room. His teacher described his home life as difficult and he
had often appeared depressed at times. He often did not do his work or did not complete
assignments. At the time of the study he was living with his mother and 11 siblings.
Student 9: Miranda
Miranda was a 10 years 11 months old female in the fifth grade. Miranda was
eligible for special education services under the category of Other Health Impaired
(OHI)(Kentucky State Department of Education, 2003). She was born with a condition
of having no knuckles in her hands, and had had delays in reading and writing since
beginning school. She was reading at the middle third grade level (3.5) according to her
performance on the Brigance Diagnostic Comprehensive Inventory of Basic Skills. Her
Total Reading Cluster score on the WRMT-R was below the average range (SS = 75).
Miranda received reading and writing instruction in the special education resource room
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for one hour daily. She lived with her mother and older sister and was described by her
classroom teacher as shy.
Setting
The elementary school was in a rural mountain setting and includes pre-school
through fifth grades with a total of 253 students enrolled. It is a Title I school located in
an area where many families receive assistance from the Family Resource Center that is
housed on the school property. Clothing and other supplies are made available to those in
need. Sixty percent of the students are included in a free or reduced lunch program.
There is a primary resource room for first and second grade students who receive special
education services, and an intermediate resource room for students in third, fourth and
fifth grade. A full time Title I teacher works with students who do not qualify for special
education services, who are at-risk for failure in reading and mathematics.
School-wide there is a strong emphasis upon reading. This comes to focus in the
“Accelerated Reader” (AR) books (Renaissance Learning, Inc. 2000) and collection of
points earned from this program. All students appeared interested to progress at their own
level, which is determined by their test achievement. The school principal gave a
monthly “prize” of taking the students who made the most progress to dinner.
Materials
The special education teacher used the Steck-Vaughn 1990 edition of Bones and
Stones; Manes and Reins. Each student read daily both individually and in small
instructional groups with the teacher. In addition, each student participated in the schoolwide Accelerated Reader (AR) program (Renaissance Learning, Inc. 2000). After
reading their (AR) book, students took computerized tests on their own, answering
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comprehension questions and proceeded reading gradually higher leveled books as he or
she progressed through the strict protocols kept by the school librarian who housed the
AR books.
The resource room was housed in a trailer behind the main school building and
was shared with the speech therapist and Title I reading teacher who were in an adjoining
section. There was a large U-shaped table for small group instruction and two computers
at separate workstations. There were several bookshelves filled with books of a wide
range of reading abilities and a Word Wall of current vocabulary words. In one corner
there was a small video player with headphones, a teacher’s desk and another computer.
The special education resource teacher was interested in having her students participate in
the study and helped make arrangements at the school for the study. The school was
geographically remote and had not often received outside assistance and when there had
been, it was most often in the general education classrooms. While the special education
teacher was aware of the interventions and that the study would monitor changes in
reading fluency over time, she was not directly involved in the study in any way. The
counselor’s office, a small room behind the stage of the combination gym/lunchroom,
was available in the mornings when the counselor was not at the school. It provided a
quiet place to conduct the reading probes and recordings. Though noises in the gym were
audible there, it was the most private setting available in the school.
Research Design
The research design for this study was a multiple baseline across participants.
Tawney and Gast (1984) suggest this design because of its rigorous experimental control
and flexibility. In the spirit of the Individuals with Disabilities Education Act (IDEA,
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1997) and in alignment with applied behavior analysis procedures, and students’
individual education plans, this research design provides for compatibility between
research and instructional practices. The multiple baseline design has been utilized in the
field of special education because each design is flexible since the learner’s behavior
controls the pace and choice of procedures and is appropriate for teachers who want their
research to fit their instructional activities (Tawney & Gast, 1984).
A multiple baseline design across participants was used to evaluate the effects of
the interventions of video-based self-modeling, and of video-based peer
modeling, on the students’ reading fluency measured in words correct per minute
(WCPM). The independent variables were the intervention(s) of video-based
self-modeling (VSM) or video-based peer modeling (VPM). The dependent
variable or target behavior of reading fluency was used to measure any
differences or changes that occurred.
There were three phases of this study: (1) Baseline, (2) Intervention, and (3)
Follow-up. Curriculum-based measurement (CBM) progress monitoring occurred twice
weekly to determine words read correctly per minute (WCPM) on non-consecutive days
for the duration of the study. After reading a passage at his or her level for three minutes,
comprehension was monitored as the students retold the story and discussed the passage
details and main ideas to show comprehension of characters, events and setting
(Cambourne & Brown, 1990). Each comprehension response was checked according to a
record of the following: complete responses or adequate responses containing passage
details, main idea, characters, events, or limited responses containing few details, omitted
characters or setting (Clay, 1988). The oral retellings of the passage read were audio-
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recorded along with each of the reading probes, for review during assessment of the
recordings and comprehension check to provide a context for inter-rater reliability.
Although comprehension was not evaluated in this study it was important to include
reading comprehension in the context of the participants’ overall reading processes
(Rasinski, 2003).
Procedures
Equipment/Materials. A digital videorecorder was used to videotape the models
for the video self-model (VSM) and video peer-model (VPM) interventions. The
videotapes were edited using I-Movie program (Apple 2000, Version 2) to produce
examples of fluent reading. A tripod was used to assure image stability. Sony WCS-999
wireless microphones were used to maximize the sound quality of the recordings.
A Sony Mini-audiorecorder was used to record each reading session. Each
student was recorded on an individual mini-cassette, and these recordings of the reading
probes were used when examining the data. These recordings also provided
documentation for inter-rater reliability checks.
A timer was used during each reading probe session. The students were timed for
three minutes and the oral fluency rate calculated by subtracting the number of errors
from the total number of words read. This provided a block of time in which the student
knew he or she would not have to read for very long, just a few minutes, and created a
more natural reading session. This approach has been found to assist in giving a more
accurate words correct per minute score (Dowrick & Power, 1998) by providing more
accurate data for determining overall reading fluency than one minute timings.
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Curriculum Based Measures (CBM). Data were collected using curriculum-based
measurement probes to monitor progress of oral reading fluency. Norms have been
established for grades 2 through 5 using these probes (Hasbrouck & Tindal, 1992).
Appendix E describes these norms that were published from the results of a compilation
of studies of oral reading fluency data collected on 7,000 to 9,000 students from five
western and Midwestern states.
The text for the reading probes was selected from the student’s own
instructional level books used in the resource room. Each probe was typed
onto individual pages using the OKAPI Readability Statistics & CBA Reading
Probe Generator (2003). This provided two print-outs of the text: one for the
examiner, which contained the Spache Readability Formula for the passage
(Appendix C), and one for the student which contained no pictures or other
illustrations, only text (Appendix D).
Protocol. Words read correctly were those pronounced correctly, in the context of
the passage read. Repetitions (R) and self-corrections (SC) counted as correct.
Omissions (O), Substitutions (S), or words told (T) were considered errors. When a
student paused for more than 3 seconds, she/he was told the word (Bray et al 1998;
Shinn, 1989).
Reading Probes. All reading probe sessions were audio-taped for scoring
purposes. This also provided a means for determining inter-rater reliability. Probes of
150-500 word passages taken directly from the student’s current reading text were used.
Students read one of three different probes at their level on non-consecutive days, twice
weekly. Students had read the text at least once with the teacher or assistant before the
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assessment. Each reading probe text was typed onto a separate page, using the OKAPI
(Internet Application for Creating Curriculum-Based Assessment Reading Probes, 2003)
and placed into notebooks for each student, so that the appropriate text was available
without any picture cues, to be used during the assessment. During the assessment, each
correct word read was notated on the examiner’s copy of the text above the word, by a
check-mark. Accurate recording of errors, repetitions, omissions, insertions, selfcorrections or notations were written above the word in the examiner’s text copy.
Readings were timed for three minutes to determine the words read correctly per minute
(WCPM). This procedure was used consistently during baseline, intervention, follow-up,
and all reading probe sessions, for all phases of the study were tape-recorded for accuracy
check and interrater reliability.
Phases of the Design
Baseline. During this phase each of the nine students was assessed individually to
determine the participant’s baseline instructional reading level. This insured that levels
were accurate for each student based on his or her instructional reading level at 90-95%
accuracy and an analysis of the text using the Spache Readability Formula. The
students, 3 in third grade, 3 in fourth grade, and 3 in fifth grade met individually with the
researcher in a quiet location (the counselor’s office) for assessment. Each participant’s
reading session was audio-recorded on the participant’s individual mini-cassette tape.
Once a consistent baseline reading score was reached the first intervention phase began.
Names of the participants from each grade were randomly selected and placed into
one of these three groups so that there was one student from third grade, one from fourth
grade and one from fifth grade selected into each of the following groups:
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(A) Videotape Self-Modeling (VSM),
(B) Videotape Peer Modeling (VPM), and
(C) Comparison group (received no intervention).
After selection was made, the appropriate video recording was created of the student
selected for VSM. This was done using a videotape recorder microphone and was edited
using I-Movie (Apple 2002), with an introduction (“Selection Title”, starring “_____”)
followed by applause with the frame “Good Reading, _____!” By deleting any errors an
accurate, fluent reading was videorecorded of the student reading his three minute
passage. The self-modeling videotape was created using a process of echo reading
whereby the researcher read the student’s text and then the student echoed the
researcher’s expression and accuracy. The entire procedure was video-recorded and the
researcher’s reading edited out so that the videotape revealed only the student’s fluent
reading a seamless self-modeling videotape recording.
Intervention. When baseline was stable, that is, a steady, consistent reading level was
established, and a baseline WCPM score was established, student 1 in fifth grade began
Intervention (VSM). Student 2 in fifth grade began Intervention 2 (VPM), and student 3
in fifth grade (C) received no Intervention. All other students continued Baseline phase,
reading probes twice weekly. Their individual reading probes continued to be recorded
as well, for integrity of research records in assessment of their reading. Following two
weeks of Intervention, the second pair (in fourth grade) was introduced to the
intervention they were to receive: either a Self-modeling or Peer-modeling videotape.
Likewise, after two more weeks the third pair (in third grade) commenced their
intervention of viewing either a Self or Peer-modeling tape for a two week period.
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The intervention phases of Video Self-modeling (VSM) or Video Peer-modeling
(VPM) occurred for two weeks, after which intervention for that grade level was
withdrawn, and the follow-up period began for that group. Thus, intervention was
staggered throughout, allowing for the multiple baseline for each group.
Procedures for the students receiving intervention were as follows: The student
viewed their video at least once daily, their own video if they received Video Selfmodeling (VSM) or their peer’s video of fluent reading if they received peer modeling
intervention (VPM). They viewed the video in the resource room, with no other student
present and wore headphones as they watched the video. When the study was completed,
the (VSM) student was given the copy of his or her videotape of fluent reading.
Follow-up. The follow-up phase was as important as the baseline and intervention
phases. Here, intervention was withdrawn and reading probes continued as they had
before. The follow-up phase for the third group receiving intervention, was necessarily
shorter than the others, just as the baseline for the first group was shorter than the other
groups.
Data Collection
The following measures were used to provide a full range of descriptive measures
which included:
•

Pre-intervention: curriculum-based measures (baseline) measures of reading
fluency

•

During intervention: twice weekly curriculum-based measures of reading
fluency

56

•

Post-intervention: curriculum-based (follow-up) measures of reading fluency

•

Visual analysis of continuous measures: data were collected and graphed for
each student and reviewed in terms of level (mean), trend (slope), and
variability (range)

•

Qualitative measures including individual responses of parents, teachers, and
students were recorded throughout the three phases by the researcher.

The multiple baseline design was used to examine changes from baseline with
each phase providing a comparison condition. Reliability was demonstrated when
measures changed immediately following each intervention when compared to baseline.
If no behavior change occurred on other baselines that had not yet received the
intervention, the results were strengthened.
Interrater Agreement
Interrater agreement was randomly assessed for one-third of all reading probes used
during the study. Interscorer agreement was evaluated on a word by word basis. Total
percentage of error agreement was then calculated for each probe by dividing the number
of agreements per word by the number of agreements plus disagreements and multiplying
by 100 (Bray et al., 1998; Tawney & Gast, 1984). The researcher and a trained rater
recorded scores, and their scoring of errors as compared to determine inter-rater
reliability.
Qualitative data
Other data included in the final analysis were comments and observations of the
classroom teachers and parents noted in the researcher’s journal, including telephone
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conversations and electronic mail messages. These helped to provide a context for
overall growth or changes in the participants’ performance of reading fluency.
Procedural Integrity
Procedural integrity was monitored through the audiotape recordings of all
individual reading probe sessions. Interrater agreement measures of one third of the taped
sessions indicated that the procedures were implemented with a high degree of
consistency. Percent agreement ranged from 95 to 100 with a mean of 99%.
RESULTS
The purpose of this study was to investigate the effects of a video-based selfmodeling intervention and a peer-modeling intervention on reading fluency of elementary
students with learning disabilities. The dependent variable in this study was the
curriculum-based measure (CBM) of fluency determined by evaluating words read
correctly per minute (WCPM). The independent variables in this study were video-based
self-modeling (VSM) and video-based peer-modeling (VPM) interventions of students
reading fluently. This study included a comparison group that participated in reading
probes to access reading fluency throughout the ten weeks of the study but did not
receive intervention.
Treatment Effect: Results of the study showed that in all three conditions, videobased self-modeling (VSM) intervention, video-based peer-modeling (VPM)
intervention, and Comparison group (no intervention), there was a continuous increase in
reading fluency from Baseline to Intervention, and all but one participant maintained or
continued growth at Follow-up. As the data indicate, Lacy and Ellie, who received VSM
intervention, evidenced dramatic gains in reading fluency. Table 2 provides a summary
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of each participant’s mean fluency scores for the three phases of the study. In addition,
Table 3 presents slope information for each student. These data indicate growth in oral
reading rate observed during each condition.

A detailed description of results for

each participant with their individual graphs are presented, followed by graphs of each of
the three conditions.

Table 2
Mean Fluency Scores Across Phases
_______________________________________________________________
Participant
Baseline
Intervention
Follow-up
(Condition)
WCPM
WCPM___
WCPM_______
Dusty (VSM)

70.

95

103.

Lacy

65.

150.25

161.6

Ellie (VSM)

45.3

109.

121.

Annie (VPM)

55.5

82.

Rolin (VPM)

74.6

100.

Brandy (VPM)

50.3

71.

76.5

Timmy (Comp)

27.8

45.3

62.

Roby

55

74.

86.

58.5

87.

113

(VSM)

(Comp)

Miranda (Comp)

75.5
120.

___________________________________________________________
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Slope information for each student indicates growth in the oral reading rate observed
during each phase.

Table 3
CBM Slope Information by Participant and Condition
_____________________________________________________
Baseline
Intervention
Follow-up
Participant
Slope
Slope
Slope______
Dusty (VSM)

1.4

3.14

0

Lacy

6.4

14.60

-3.3

Ellie (VSM)

14.0

2.50

2.60

Annie (VPM)

1.4

2.66

2.30

Rolin (VPM)

3.0

13.30

.50

Brandy (VPM)

5.0

1.60

-.28

Timmy (Comp) 1.6

4.00

1.00

Roby

7.00

2.60

6.00

4.50

(VSM)

(Comp

.8

Miranda (Comp) 3.0

Note. For students in the Comparison group, scores indicate growth in reading
rate during the beginning, middle, and end of continued Baseline (no Intervention or
Follow-up).
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Table 4
Percentage Gains of Participants by Condition
_________________________________________________________________
Participant/
Baseline
Intervention
Condition
Mean Score
Mean Score
Gain
_________________________________________________________________
VIDEO-BASED SELF-MODELING
Dusty

70

95

36%

Lacy

65

150.25

131%

Ellie

45.3

109

141%

VIDEO-BASED PEER-MODELING
Annie

55.5

82

48%

Rolin

74.6

100

34%

Brandy

50.3

71

41%

COMPARISON GROUP
Timmy

27.8

45.3

63%

Roby

55

74

36%

Miranda

58.5

87

49%

______________________________________________________
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A detailed description of the results for each participant follows:
Dusty: Video-based Self-modeling Group
Dusty was a nine years two months old boy in the third grade, who received a
Video-based Self-modeling intervention of reading fluency. Dusty’s teacher rated his
reading skills at the middle first grade level at the beginning of the study (1.5).
Baseline. Curriculum based measures taken twice weekly during the baseline
phase indicated Dusty’s oral reading fluency mean score at 70 WCPM, with a range from
62 to 75 WCPM, well below the third grade average of 95 WCPM. Slope at Baseline
was 1.4 indicating little change in fluency rate during this phase.
Intervention. At the introduction of Dusty’s video-based self-model of fluent
reading, curriculum based measures indicated an immediate increase in words read
correctly per minute (WCPM) to a mean of 95, with a range of 95 to 102 WCPM. Slope
during intervention was 3.14. Also noted at the intervention phase, was his interest in
reading and ability to self-correct his errors. During review of recordings of his
intervention reading probes, Dusty was audibly more expressive and emphatic. For
example, in a deep voice: “ME, TIRED? said Father Bear. I am NEVER TIRED!”
Dusty was notably more talkative during this phase and began to initiate conversation
with the researcher as he had not before, commenting about going fishing or mentioning
a project his third grade class was working on. Dusty’s oral reading fluency scores are
presented for each phase of the research design (see Figure 1).
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Follow-up. Curriculum based measures indicated a mean score of 101WCPM
with a range of 60 to 102 WCPM. While there was a decrease at probe 14, scores rose
afterward and an overall increase from Intervention, is present.
Dusty’s scores of oral reading fluency are presented for each phase of the research
design (see Figure 7)

Figure 1
Lacy: Video-based Self-modeling Group
Lacy was a ten year old female in the fourth grade, who read at the third grade
level (3.2) according to her teacher. Lacy was quiet though very interested in
participating in the study. She entered the room briskly and quickly focused, eager to see
the text. She received the Video-based Self-modeling intervention.
Baseline. Curriculum based measures indicated Lacy’s oral reading fluency mean
score to be 65 WCPM within a range of scores from 48 to 82 WCPM. Slope was 6.4.
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Lacy’s audio-recordings of reading probes during baseline contained no extraneous
conversation; she was extremely shy and quiet.
Intervention. During this phase when Lacy daily watched the video of herself
reading fluently, her performance in the reading probe sessions immediately rose to 123
WCPM. Her scores at intervention show a range of 123 to 167 WCPM, with a mean
score of 150.25 WCPM with a slope of 14.6. This dramatic rise indicates the highest rate
of growth for all participants during this phase, and throughout the study. During these
probe sessions, Lacy was more talkative and appeared excited to be reading well. The
audio-recordings of this phase reveal a dramatic increase Lacy’s expression, in the rise
and fall of her voice as she read.
Follow-up. Curriculum based measures indicated a mean score of 161.6 WCPM
with a range of 143 to 171 WCPM. While there was a decrease at probe 12, scores rose
afterward and an overall increase from Intervention is indicated. Slope was -3.3. Lacy
continued to perform very well in the comprehension checks and retelling and audiorecordings of the probes during this phase indicate Lacy was much more verbal. Twice,
she asked if she might continue reading the passage after the timer sounded, to finish the
story.
Lacy’s scores of oral reading fluency are presented for each phase of the research design
(see Figure 2).
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Figure 2

Ellie: Video-based Self-modeling Group
Ellie was a twelve years one month old female in the fifth grade who read at the
third grade level (3.0). She was randomly selected to receive the Video-based Selfmodeling intervention for reading fluency.
Baseline. Curriculum based measures indicated that Ellie’s oral reading fluency
level at baseline was 45.3 WCPM (mean score), with a range of 33 to 52 WCPM. During
these sessions Ellie appeared to be unhappy and not interested in reading the probes. She
came into the room without acknowledging the researcher’s greeting and left quickly.
Intervention. When Ellie began watching the video-recording of herself reading
fluently, there was a dramatic increase to a mean score of 109 WCPM with a range from
103 to 117 WCPM. A marked change in Ellie’s over-all demeanor was noted in the
recordings. She initiated conversation with the researcher and appeared pleased with her
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progress. She asked if she could show her mother the video and looked forward to taking
it home at the conclusion of the study.

Figure 3
Follow-up. For the duration of the study, Ellie’s reading fluency maintained its
high level of increase from baseline with a mean score of 121 WCPM. The range of
scores during follow-up was from 118 to 125 WCPM. Ellie’s oral reading fluency scores
are presented for each phase of the research design (see Figure 3).
Annie: Video-based Peer-modeling Group
Annie was an eight years, six month old girl who received video-based peer-modeling
(VPM) intervention during the study. Annie’s teacher rated her reading skills as a
year below her third grade level at the beginning of the study (2.0). The effects of
intervention on Annie’s oral reading fluency are presented for each phase of the
research design (see Figure 4).
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Baseline. Curriculum based measures taken twice weekly during the baseline
phase indicated that Annie’s oral reading fluency rate was less than 60 WCPM, the
average for first grade oral reading fluency. Her mean at baseline was 55.5 words correct
per minute (WCPM) with a range between 48 and 59. Slope at baseline was 1.4. Annie
consistently scored high on the retellings and comprehension checks during this phase.
Intervention. When compared to baseline, the Video-based Peer Modeling
(VPM) produced gains in Annie’s ability to read fluently. Slope during intervention was
2.66. Annie read an average of 82 WCPM, ranging from 77 to 85. From baseline to
intervention, Annie’s fluency score jumped from the low at baseline of 48 to the high at
intervention of 85, a range of 37 WCPM.
Follow-up. Data collected during the phase following the intervention phase
indicated that Annie retained much of the reading skills she had achieved during
intervention, though measures of reading fluency decreased from a mean at intervention
of 82, to a mean of 75.5 at follow-up, well above her baseline mean score of 55.5. Slope
at Follow-up was 2.3. Annie was the only participant whose reading rate scores
decreased from intervention.
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Figure 4

Generalization. Curriculum based measures conducted in the classroom indicated
that reading skills achieved in the intervention phase had generalized. The classroom
teacher reported that Annie was eager to read to her, to show her progress.
Overall, scores on curriculum based measures indicated increases in Annie’s
reading fluency skills. Measures of reading fluency in mean WCPM increased from 55.5
at baseline to 75.5 at follow-up. Annie’s classroom teacher and special education teacher
were pleased with the outcome and both teachers noted the student had greater selfconfidence. At the conclusion of the study Annie’s father was pleased with Annie’s
progress and requested information about the summer reading program so that Annie
might continue to improve her reading skills.
Rolin: Video-based Peer-modeling Group
Rolin was a nine years eleven months old male in the fourth grade who read at the
third grade level (3.3). Rolin had often exhibited behavior problems in the general
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education classroom and sometimes refused to do required work. When the study began,
he claimed he “did not want to read” yet he participated willingly at every session with
the researcher. Rolin was selected into the Video-based Peer-modeling intervention
group.
Baseline. Curriculum-based measures indicated Rolin’s oral reading fluency
mean score of 74.6 WCPM with a range from 66 to 81 WCPM during this phase of the
study. Slope was 3. During baseline comprehension checks and retelling of the story
passages, Rolin responded accurately indicating he had good understanding of what he
had read. At the beginning of these sessions Rolin came slowly into the room and did not
offer eye contact. He was eager to finish at each session and did not initiate conversation
with the researcher.
Intervention. During this phase Rolin continued reading probes twice weekly
while daily viewing the video of a peer’s oral reading fluency, his reading fluency mean
score moved sharply to 100 WCPM. The range of Rolin’s scores during intervention was
from 84 to 124 WCPM. Slope was 13. 3, indicating a sharp rise in growth during
intervention phase. On the first day after intervention had begun the researcher noted a
marked change in Rolin’s interest to participate. He was in a hurry to get to his chair and
begin reading. He performed well and seemed aware of his progress. This behavior
continued throughout the intervention phase.
Follow-up. During this phase Rolin maintained a steady mean score of 120. His
interest in the reading probes was high and his comprehension responses were accurate.
Slope was .5 indicating very little change during this phase.
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Rolin’s scores of oral reading fluency are presented for each phase of the research
design (see Figure 5).

Figure 5

Brandy: Video-based Peer-modeling
Brandy was an eleven years two months old female in the fifth grade, reading at
the first of third grade level (3.1). Brandy had been randomly selected to receive Videobased Peer-modeling during intervention.
Baseline. Curriculum-based measures indicated Brandy’s oral reading fluency
scores at a mean of 50.3 WCPM during this phase, with a range of 48 to 53 WCPM,
below the fluency norms for third grade reading levels (Hasbrouck & Tindal, 1992).
Brandy was hesitant during this phase and appeared unsure of herself. Audio-recordings
of the probes reveal her soft-spoken responses. Comprehension checks were accurate
and her retellings were complete.

70

Intervention. Brandy watched the video of her peer reading fluency every day
during the intervention phase. Curriculum based measures indicated her reading probe
mean fluency score at 71 WCPM, with a range of 68 to 73 WCPM, an increase measure
of 20.7 WCPM from baseline. Brandy was eager to begin the reading probes throughout
this phase, and audio-recordings of the sessions contain increased volume and expression
in her reading. The researcher noted on the day immediately following the onset of VPM
intervention, Brandy asked the researcher if she might continue reading the passage, after
the three-minute timer sounded, and appeared pleased with her recognition of her
increased ability to read the passage well.

Figure 6

Follow-up. Curriculum based measures indicate Brandy’s reading fluency mean
score of 76.5 WCPM with a range of 76 to 79 WCPM. Brandy’s oral reading fluency
scores are presented for each phase of the research design (see Figure 6).
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Timmy: Comparison Group
Timmy was a nine years three months old boy in the third grade reading at the
first grade (pre-primer) level at the beginning of the study, according to his teacher.
Timmy had been absent from school frequently, and was repeating the third grade this
year. Timmy was born with the physical condition, alopecia areata, having no hair; he
had an unusual appearance and though friendly, often kept to himself in the general
school setting. Timmy openly did not like to read when the study began, in fact, on the
first day, offered, “I can’t read.” Timmy had been randomly selected into the comparison
group, and did not receive intervention.
Baseline. Curriculum based measures at baseline indicated Timmy’s mean score
of 27.8 WCPM with a range from 23 to 38 WCPM. Slope during this phase was 1.0. A
review of the audio-recordings of the reading probes revealed many pauses, appeals for
help (“is that right?”) and resistance to the reading probes.
Intervention. During this phase when the others in the third grade received either a
video-based self-model or video-based peer-model, Timmy continued to record the threeminute timed reading probes. During this phase, curriculum based measures revealed a
mean oral reading fluency score of 45.3, an increase from Baseline of 17.5 WCPM, with
a range from 37 to 49 WCPM. Slope was at 4.0. It was noted during this time that
Timmy began to be more willing to participate in the reading probes.
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Figure 7

Follow-up. Curriculum based measures indicated a mean during this phase of
WCPM of 62, with a range from 60 to 63. Slope was 1.0. After the initial four reading
probes ranging from 23 to 27, it was noted in the examination of probes that Timmy
began to appear more willing and increased his WCPM to 38, then to 49 and at the end of
the study was reading at a mean score of 62 WCPM. While this was significantly below
the mean oral reading range of 114 WCPM for third grade (Hasbrouck & Tindal, 1992),
Timmy had shown growth over time. Perhaps most noted was the “lilt” or quality of
expression heard in the audio-recordings of probes during follow-up, and his increase of
self-corrections of errors, a marked difference from the halted, more robotic voice during
baseline. Retellings of story details and sequence indicated an increase in his reading
comprehension as well. Timmy appeared more animated and talkative during the last
three reading probe sessions and appealed twice: “Did I get it right? Was that right?”
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Timmy’s oral reading fluency mean scores are presented for each phase of the research
design (see Figure 7).
Roby: Video-based Peer-modeling Group
Roby was a nine years eleven months old male in the fourth grade. According to
his teacher, Roby was reading at a second grade (2.1) level at the beginning of the study.
He appeared eager to participate in the reading probe sessions and offered at the first
meeting with the researcher that he was good at sports and had recently won an award in
art (which was hanging on the wall in the hallway) but that he did not like to read.
Baseline. Curriculum based measures taken twice weekly during the baseline
phase indicated Roby’s oral reading fluency mean score was 55 WCPM with a range
from 52 to 58 WCPM. Slope was .8 indicating little change during this phase. During the
comprehension checks and retellings Roby indicated excellent recall of details and
sequence. He was animated and seemed to enjoy retelling the story passages.
Intervention. During this phase when the other fourth grade participants were
receiving either a Video-based Self-modeling or a Video-based Peer-modeling
intervention, Roby received no intervention and continued his curriculum-based measures
of reading fluency twice weekly. His mean score during this phase was 74 WCPM with a
range from 63 to 84 WCPM. Slope was 7 indicating a sharp rise in growth during this
phase.
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Figure 8
Follow-up. Roby’s mean score of reading fluency at follow-up was 86 WCPM
with a range from 83 to 91 WCPM. There was a slope of 2.6, a steady maintenance of
growth. Roby’s oral reading fluency scores are presented for each phase of the research
design (see Figure 8).
Miranda: Comparison Group
Miranda was a ten years eleven months old female in the fifth grade who was
reading at the middle third grade level (3.5). Miranda was randomly selected to be in the
Comparison group and did not receive intervention during the study. Because of health
issues she was absent several times and briefly hospitalized, though she was able to
continue in the study. At the beginning of the study, Miranda was withdrawn and told the
researcher emphatically that she “did not want to read.” The first recording session was
difficult because Miranda was spoke so softly.
Baseline. Curriculum based measures indicated Miranda’s oral reading mean
score at baseline to be 58.5 WCPM with a range of 52 to 65 WCPM. Reviews of the
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reading probe audio-recordings reveal many pauses, repetitions, and very few selfcorrections. Miranda is audibly angry in one session when the researcher after three
seconds tells her a word she did not know, (“that’s not even where I am!”) and at another
session she remained silent for long periods. At one session recordings are begun twice
before successfully completing the three-minute probe.
Intervention. Curriculum-based measures during this phase, when Miranda did
not receive intervention but continued with the probes, indicated her mean reading
fluency score at 87 WCPM with a range of 84 to 90 WCPM. It was at the beginning of
this time that Miranda was hospitalized for health conditions and absent for two of the
probe sessions.
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Figure 9

Follow-up. Curriculum based measures indicated that Miranda’s oral reading
fluency mean score was 103.6 WCPM within a range of 95 to 110 WCPM. She had been
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absent once again at the beginning of this phase and was happy to be back and continue.
Most notable during this phase was her attitude change from her reticent, even angry
demeanor at baseline, to one of excitement and willingness. Toward the end of the study,
in the reviews of the reading probe recordings, Miranda asked, when the timer indicates
three minutes, “can I finish reading this?” Miranda’s oral reading fluency scores are
presented for each phase of the research design (see Figure 9).
Interrater Reliability
Interrater agreement was randomly assessed for one-third of all reading probes of
the nine participants in the study. The total percentage agreement was calculated for each
reading probe by dividing the number of agreements per word by the number of
agreements plus disagreements and multiplying by 100. Interrater agreement measures
ranged from 90% to 98% with a mean of 96% indicating a high degree of reliability of
observation.
Qualitative Data Summary
Qualitative data were gathered by the researcher with notes recorded each day of
the research. Notes of comments of individual students, classroom teachers and the
special education teacher were kept.
All of the students commented that they enjoyed the study and thought that their
reading had improved by the end of the study. The first day of intervention, the special
education teacher called the researcher and commented on the telephone that when the
videotape of reading fluency was viewed it was “like the oxygen had been turned on”
after Ellie first watched her self-modeling video. She also commented during the next
intervention phase that Rolin showed a marked increase of interest in reading (where
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there had been very little) after he viewed the video of peer-modeling fluent reading. All
of the students who viewed videos, whether of self-modeling video or a peer-modeling
video, were observed by their teachers to be more interested in general in their school
work. The special education teacher noticed that the three fifth grade girls who
participated in the study, who had been rivals and often bickered amongst themselves
before the study began, seemed to relate better and be less argumentative than they had
been before the study.
DISCUSSION
Nine elementary students from the third, fourth, and fifth grades in a rural public
school participated in a study to examine the effects of a video-based self-modeling
(VSM) intervention, and a video-based peer-modeling (VPM) intervention on reading
fluency. The present study was conducted to delineate the specific effects of VSM and
VPM, which to date has not been done. The results of this study indicate that VSM and
VPM appeared to be successful in increasing oral reading fluency with each of the six
students receiving intervention. Curriculum-based measures demonstrated that all nine
students--the two intervention groups as well as the comparison group (C)--showed
fluency increases from baseline through the follow-up phases. A multiple baseline
design was used with the nine students; three received a video-based self-modeling
intervention, three received a video-based peer-modeling intervention and three received
no intervention at all. The latter three students were a comparison group, participating in
the twice weekly reading probes for reading fluency.
The beginning time for the interventions was staggered for students within the
groups, and provided a means for determining at what point changes occurred with each
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student. Large gains by the intervention groups relative to baseline gains were associated
in time with the introduction of the interventions and continued through to follow-up.
The steady gains over time in the comparison group were possibly due to the attention
these individuals received, as well as the on-going classroom reading instruction they
were each receiving. Students in the intervention groups demonstrated a surprising
change in affect and overall attitude of efficacy as assessed by close observation of each
student’s motivation and involvement in the learning tasks. This was documented in the
student’s individual recordings of each reading probe. Each student displayed behaviors
of increased control over his or her reading as demonstrated by the use of more selfcorrections, fewer errors, and fewer repetitions in their individual curriculum-based
assessments of reading fluency probes. This increased display of overall self-efficacy
and confidence was similar to findings reported by Bandura (1997).
Video-based self-modeling interventions have been used in studies that show
increases in reading fluency (Bray et al., 1998; Dowrick & Power, 1998; Hitchcock, C.H.
2001). In some studies, self-modeling was found to be more powerful than adult or peer
modeling (Dowrick & Hood, 1978), although this has not been determined in studies
specific to reading abilities, at least until the suggestive findings of the present study. As
noted in the Literature Review there were previous studies that introduced self-modeling
as an intervention with cognitive skill learning (Schunk & Hanson, 1989). Self-modeling
was used in studies with individuals with speech and language difficulties (Buggey, 1995,
1996; Kehle, 1991) and mathematics (Schunk, et al., 1989). More recent studies utilizing
self-modeling report an increase in reading competencies, including reading fluency
(Bray, et al., 1998; Greenberg, Buggey, & Bond, 2000; Rupnow, et al., 2000). In each of
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the previous studies, there was supporting evidence of self-modeling intervention making
a difference in the target behaviors. Visual examination of the three participants’ graphs
who received self-modeling intervention, indicate a marked increase in reading fluency
scores occurred immediately after the introduction of self-modeling intervention. In the
present study this was evidenced by visual examination of the reading fluency scores at
intervention, with Ellie, Lacy, and Dusty, the three students receiving self-modeling
intervention. While the students receiving the peer-modeling intervention also showed
increases in scores, there was not the sharp and immediate response as in the selfmodeling condition. Hitchcock (2001) examined self-modeling effects on reading
fluency and comprehension together with tutoring in the Molokai ACE (Accelerated
Community Empowerment) Reading program. All of these interventions have important
implications for the learning of reading fluency. Though it has been said “we have very
little knowledge about how to help children make the transition from decoding to
purposeful reading” (Stahl & Kuhn, 2002, p. 582), the work of all of the researchers
mentioned above may provide strong possibilities for interventions for the acquisition of
reading fluency skills. LaBerge’s and Samuels’ (1974) contributions to the literature
emphasize that “learners can process written information at highly rapid rates” (p. 215).
The growth in reading fluency within this study often showed remarkably swift changes
in fluency levels which maintained from intervention to follow-up (figures 11, 12, 13).
Self-modeling Group. As expected, there was no apparent difference between the
groups at Baseline. There was a striking increase in the video-based self-modeling group
at Intervention and this difference was maintained at Follow-up. VSM participants
Dusty, Lacy and Ellie each showed a marked increase in interest in viewing their videos,
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and both the classroom teacher and special education teacher commented that this
generalized to classroom performance as they observed changes in the VSM participants’
attitudes toward other classroom work. The special education teacher noted an especially
dramatic increase in effort, interest, and ability in the students’ work after they had
viewed their self-modeling videotapes. She was curious to know why watching a
videotape of their reading would have an effect upon their math performance, for
example. One student, she noted, began dressing with more care and showed greater
attention to personal hygiene. The teacher also asked if video-self-modeling might be
used with other students after the study was concluded.
There is a small but possibly meaningful difference between Intervention and
Follow-up for the video-based self-modeling group. Very often in follow-up studies
there is a slight decrease in effect after intervention stops, which is a typical extinction
process (Skinner, 1953). The impact of viewing the videos may have created a visual
memory strong enough to continue even after intervention ceased (Dowrick & Raeburn
1977).
Peer-modeling Group. The participants in the video-based peer-modeling group,
Annie, Rolin, and Brandy, each increased their oral reading fluency scores from Baseline
to Follow-up, a noticeable reaction to the viewing of the video-based peer-models at the
time of intervention. Each student appeared to show surprise and enjoyment while
watching the video of their peer reading fluently. A review of the reading probe audiorecordings during intervention and follow-up phases reveals an increase in the students’
interest in participating in the study, meeting with the researcher, and recording the
reading probes. There did not appear to be a meaningful difference in the WCPM
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increase between the comparison group (C) and the video-based peer-modeling group
(VPM), even though examination of the multiple baseline figures shows some visible
difference (Figures 11,12,13) indicating that peer-modeling had some impact on reading
fluency scores, Baseline to Follow-up.
Comparison Group. In this present study, a review of the reading probe
recordings of the participants in the comparison group, Miranda, Roby and Timmy,
revealed the following data. Miranda’s reading probes through the phases reveal a
marked change in her expression from one of initial audible anger and resistance (as well
as verbal complaint when told a word she did not know at Baseline), to a demeanor at the
middle phase of no verbal expressions of complaint, to her appeal of interest at the end of
the study of “can I read some more?” Miranda’s mean scores show a progression
through the three phases of the study from 58.5 to 87 to 103.6 WCPM. This increase in
reading fluency ability as well as the change to a more positive attitude may be due to the
increased attention by the researcher listening to her read on a regular basis. Miranda
was also absent for three sessions during the study and was hospitalized during one of
those absences.
Roby’s increase, though not as dramatic, showed a steady increase from Baseline,
55 to 74 at the mid-phase without any Intervention, to 86 WCPM at Follow-up. Again,
there is the change in the audible responses during the probes, from resistance (“I don’t
like to read”) at the beginning of the study to a marked increase of interest in his reading
success at the end of the study.
Timmy’s mean scores were from a low of 27.8 WCPM at Baseline, to 45.3 at the
study midpoint, to 62 WCPM at the end phase of the study. Timmy’s first recording
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contained his firm insistence that “I don’t know how to read.” Audio-recordings of his
first reading probes at baseline were slow, halting, word by word attempts to read. His
oral reading fluency at Follow-up was a mean score of 62 WCPM with probes containing
multiple self-corrections and fewer errors. This score is still well below the mean level
WCPM for the third grade level (114 WCPM). The individual attention of one-to-one
reading time with the researcher may have contributed to Timmy’s increased fluency.
The classroom teacher and the special education teacher noted that Timmy had a history
of consistent isolation and habit of staying to himself in school. Participation in the
study alone may have produced the means of a “jump start” to his reading progress.
The surprising gains in fluency of the participants in the comparison group needs
to be addressed. Four possible hypotheses stand out to account for these findings:
1) One-to-one attention, per se
2) The reading probes might have instructional value
3) On-going classroom instruction
4) Random changes that could have occurred in a small sample (n) of students
Regarding the first hypothesis to account for increases in fluency in the
comparison group, this group could very well be considered to be an “attention control
group” because it might be speculated that the gradual increase in scores was due to the
unusual one-to-one attention given to each of these participants during the course of the
reading probes. If it can be assumed that attention functioned as an independent variable,
then this effect must be considered for all groups. Speculatively, the peer-modeling
group changes might be considered to show the effect of peer-modeling plus attention,
and the self-modeling group might actually show the effects of self-modeling as well as
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the added effects of attention. If this is correct, then attention alone must be considered
to be a valid intervention, at least to some degree.
Instructional Implications
The use of video-based self-modeling and video-based peer-modeling could
become viable, useful interventions in reading instruction. The prevalence of video
equipment in schools, and the increased familiarity with, and general use of videorecorders, as well as availability of software such as I-Movie (2000, Apple) make videoediting accessible to both teachers and students. This offers video-self-modeling
intervention greater possibility for use in the general education classroom or special
reading classroom setting. During this study the use of video-based peer-modeling and
video-based self-modeling procedures appeared to be seamlessly integrated into the
classroom practices. Students were accustomed to watching videos and several had
created their own videos at home. While this cannot be assumed in the general
population, there is evidence of an increased use of video-based instruction in schools.
This study may point to possible video-based interventions to assist both teachers and
students in the acquisition of needed skills through a more individualized, focused means.
Recommendations for Future Research
Visual inspection of Figure 12 strongly suggests that additional studies with a
larger n might provide sources of validity and reliability for the present findings and
allow for parametric statistical comparison that would show statistically significant
differences between the groups at follow-up. If this speculation is verified, it would have
major implications, going beyond the present study for the use of self-modeling and
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videotape feedback for improving reading competence in populations like that studied
here.
Also, in a study of this type, the assessment of Follow-up is extremely important
to assess the maintenance of possible gains following the intervention. Here, gains were
maintained for the period assessed for all three groups (Figures 11, 12, 13). However, to
warrant introduction of the VSM and VPM procedures in general and special education
application, it would be desirable for future studies to continue to assess these students’
reading fluency over longer time periods. In fact, it is the plan of the author to attempt to
make future reading fluency probes for the present population and to report these findings
at a later date.
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Title: Help, Help, Help: Need Coping Strategies?
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Abstract:
As part of a research study conducted, qualitative techniques were used to examine
coping strategies of university students. Participants were requested to list and describe
five (5) coping strategies used to cope with stress. The participants were students enrolled
in psychology and business classes at a medium size southern university. Data collected
was content analyzed and two categories of strategies emerged. The first strategy
involved physiological activity and included such behaviors as exercise, relaxation, and
sports (golfing, etc.). The second of the two categories were cerebral or cognitive in
nature. Behaviors in this category included such behaviors as: reading, spiritual activities,
and watching television. While the literature provided similar categories of this study’s
findings, the researchers independently categorized the data into specialized divisions.
The results of the study will be included in the poster presentation.
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BLOCKS AND STRANDS INSTEAD OF TERMS AND COURSES:
AN INNOVATIVE MASTER OF ARTS IN TEACHING
PROGRAM
Abstract
SIUE’s Master of Arts in Teaching (M.A.T.) program is intended for persons who have
successfully completed an undergraduate degree (Bachelor of Arts, Bachelor of Science,
or Bachelor of Fine Arts) at an NCATE-approved (or otherwise appropriately-accredited)
college or university, and desire to pursue licensure in a certifiable field for teaching at
the middle school or high school levels. Those enrolled engage in a field-based program
in a public school setting while also completing university-based studies culminating in a
Master’s Degree. The M.A.T. is designed as a high-quality, technology-rich, accelerated
certification program; time-to-degree is approximately twelve months, including one full
academic year and two contiguous summer sessions.
The M.A.T. represents an innovative approach to alternative teacher certification. It
is divided into four blocks that roughly parallel but are not equivalent to university terms.
Instead of stand-alone courses, the M.A.T. program weaves seven content strands
throughout the program. These strands are: Pedagogy, Classroom Management, Special
Education, Educational Psychology, Instructional Technology, Teaching Literacy
Strategies Across the Content Areas, and Foundations of Education. In addition, students
develop an electronic professional portfolio that contains artifactual evidence of their
growth towards competency in meeting the Illinois Professional Teaching, Technology,
and Language Arts Standards, and the Content Standards for their respective discipline.
Finally, students develop a project that is derivative of their experience in the program.
The project is collaboratively developed with teachers and administrators from their
assigned school district, and the M.A.T. faculty. The project meaningfully involves some
aspect of their professional development and addresses a real issue or need of their
placement school districts. The project must also integrate resources from The Library of
Congress’ Adventures of the American Mind and/or other digitalized materials. Students
present this project/product at a public forum in the community served by the school
district where they have been placed. They also present their work to the university
faculty.
The panel includes the Department Chair, a faulty member who is part of the M.A.T.
team, a faculty member from the Secondary Education Program, a technology specialist
who is responsible for the technology strand, and the Secondary Education Program
Director who was the primary developer of the M.A.T. Panelists will share their
experiences from their respective affiliations with the M.A.T.
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Experiences for Exercise Scientists: From the Classroom to a Senior Center
Abstract:
The term Exercise Science refers to the application of science relative to movement,
exercise, and fitness activities. It is a highly interdisciplinary field of study. It draws upon several
sub disciplines including exercise physiology, biomechanics, motor learning and control, sport
psychology and sports nutrition. Development of technology has had a profound effect on all of
the sub disciplines of Exercise Science. In the early days most measurements were made possible
by researchers who invented and developed prototypes. There were no computers or interfacing.
Technology is now available which allows us to monitor movement parameters of sports
performance as well as related fields such as ergonomics and allied health.
The Exercise Scientist of the 21st century will need to master a number of competencies
to be competitive in the changing landscape of the American population. Professional
preparation programs in the area of Exercise Science require a strong and varied background in
the sciences including computer science as well as food and nutrition, psychology, and
gerontology. Appropriate academic preparation is imperative but in addition the Exercise
Scientist is a practitioner/clinician and needs to develop certain behavioral characteristics. The
role of the Exercise Scientist is interlaced with assessing, interpreting, prescribing, and designing
programs for various levels of health status in very different settings.
Exercise Science faculty face several challenges relative to meeting this growing need.
Among these challenges is providing students opportunities to gain hands-on experience with a
diverse and realistic group of individuals. Too often in traditional laboratory experiences
students practice their skills on classmates who are young and healthy, unlike the clientele they
will service once they enter the workforce. Practical experience is an integral part of the
Exercise Science curriculum, but the experience must be realistic and broad enough to provide
an enriching learning experience for the student. The increasing number of older adults
worldwide will change the landscape of practice for future Exercise Scientists. It is important
that programs are developed to train students to meet this growing need.
According to the Centers for Disease Control and Prevention, nearly 80% of older adults
in the U.S. report no vigorous leisure-time physical activity. Regular physical activity is a
modifiable risk factor for many chronic diseases facing older adults including cardiovascular
disease, diabetes, and obesity. Regular physical activity also improves muscular strength and
balance reducing the risk of functional impairment, physical disability, and fractures due to
falling. In light the growing number of older adults, there is a great need for more activity
programs specifically designed for older adults.
In effort to address the exercise needs of older adults and bridge the gap between
education and practice for exercise science students a program, Project Urging Senior Health
(PUSH), was developed. The Office for Studies on Aging and the Human Performance
Laboratory at the University of Arkansas in conjunction with the Area Agency on Aging
designed a pilot project to offer exercise programming alternatives for seniors and practical
service learning opportunities for exercise science students. The primary goal of the exercise
program was to create a simple, cost effective program that could be implemented in senior
centers by senior center employees. The pilot exercise program was conducted by students in
two senior centers to evaluate the effectiveness of the program at improving functional strength,
flexibility, and balance among older adult participants. The students were directly involved in
program planning, collecting of baseline data, implementation of the exercise program, and final

program assessment. The Exercise Science student gained valuable experience in program
design, service delivery, and client relationship. Older adults who participated received not only
the many health and fitness benefits of exercise participation, but also opportunities for social
interaction and intergenerational learning.
In retrospect the PUSH project had several elements resembling the increasingly popular
teaching method of service learning. Service learning is a teaching method where students learn
by engaging in active and meaningful service to their schools and communities. As with many
teaching methods it is a form of active learning that values critical thinking and problem solving.
However, service learning differs in that it places emphasis on both student learning and
addressing real-world community issues that are otherwise unmet. Thus, students work on real
problems such as pollution control, hunger, or obesity in a hands-on setting that makes academic
learning relevant. An added advantage is that this method of learning has also been shown to
enhance a student’s social skills, analytical ability, civic and ethical responsibility, self-efficacy,
and career development.
According to Honnet and Poulen (1989) as well as Mintz and Hesser (1996) there are ten
principles of good practice when employing a service learning project. These principles are
widely accepted as the standard for creating and maintaining an effective service learning
program. Based on these principles a good service learning project:
1. Engages people in responsible and challenging actions for the common good.
2. Provides structured opportunities for people to reflect critically on their service
experience.
3. Articulates clear service and learning goals for everyone involved.
4. Allows for those with needs to define those needs.
5. Clarifies the responsibilities of each person and organization involved.
6. Matches service providers and service needs through a process that recognizes changing
circumstances.
7. Expects genuine, active and sustained organizational commitment.
8. Includes training, supervision, monitoring, support, recognition, and evaluation to meet
service and learning goals.
9. Insures that the time commitment for service and learning is flexible, appropriate, and in
the best interests of all involved.
10. Is committed to program participation by and with diverse populations.
When comparing the activities and accomplishments of the PUSH project to the principles of
good practice it is evident that several principles of service learning were followed while a few
were overlooked. However, despite the few deficits this project proved to be highly beneficial to
both the students and the community. Furthermore, given additional planning time and
experience it is certain that future programs like this one could include all of the principles of
good practice and provide for an even richer learning experience.
Honnet, E. P., and Poulen, S. J. (1989). A Wingspread Special Report. Racine, WI: The Johnson
Foundation.
Mintz, S. D., & Hesser, G. W. (1996). Principles of good practice in service-learning. In
B. Jacoby & Associates (Eds.), Service-learning in higher education (pp. 26-52). San
Francisco, CA: Jossey-Bass.

concepts. P-values for the different item forms were
significantly different, leading to different mastery/nonmastery decisions. Thus using different item forms to
“ascertain what the learner knows” lead to different
follow-on instructional strategies.
The implications of this research are profound since
invalid score-based inferences leads to equally invalid
instructional strategies potentially detrimental to
learning.
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Abstract:

Change is a central concept in the assessment and evaluation of K-12 academic outcome,
especially during school transition periods (e.g., from middle school to high school). The issue of change
becomes particularly salient during such periods in that typically students who experience transition may
encounter several behavior disruptions (e.g., needing to learn new study skills or facing different
expectations from teachers) and new task demands (e.g., completing harder home work or making new
friends). The results of such transition may have a strong impact on the developmental trajectories of a
student’s academic achievement. In fact, many researchers have documented extensive normative
changes that occur during the transition from middle school to high school. It has also been indicated that
school transition has a negative impact on students’ achievement, including that of high-achieving or
gifted students.
The objective of this study was to employ a latent variable approach in modeling potential growth
heterogeneity of math and reading performance over this period. The focus is to study the differences in
change profiles of student academic performance, particularly mathematics and English, from middle
school (seventh grade) to high school (twelfth grade), with the hope that identified change profiles would
provide a baseline trajectory of academic performance during the high school transition periods and
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thereafter. Such a baseline can be used to evaluate the effectiveness of transition programs that attempt to
maintain or improve student achievement.
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Abstract
This study reports the construction of the Dialogic Reading Inventory (DRI), a tool
for assessing the parent’s and child’s storybook reading behaviors. Twenty-three
parent-child dyads participated in the study. The Adult-Child Interactive Reading
Inventory (DeBruin-Parecki, 1999) items were grouped into four categories and
revised to reflect current reading theory. Parent-child dyads were videotaped
reading a storybook together for a total of 23 videotaped sessions. Videotaped
sessions were scored were scored on the DRI by five graduate student raters
(N=115); three independent raters were used to conduct inter-rater reliability.
Internal consistency Coefficient alpha was .89, and the split-half coefficient
corrected for the full length of the test was .97. Inter-rater reliability was
satisfactory, r=.60, .63, .74, p<.01. Results of the factor analysis revealed the
print awareness/phonological awareness factor accounted for 39.34% of the item
variance, the comprehension/vocabulary factor accounted for 22.49% of the item
variance, and the attention to text factor accounted for 17.40% of the item
variance. The researchers maintained the original four DRI categories: (a) Print
Awareness/Alphabet Knowledge, (b) Phonological Awareness, (c)
Comprehension/ Vocabulary, and (d) Attention to Text. The four DRI reading
behavior item categories were maintained because they correspond to the four
common components of most reading models, they correspond to the four basic
components of early reading instruction, and they provide for ease of scoring the
Dialogic Reading Inventory.

3
The Dialogic Reading Inventory:
A Video Assessment Tool for Adult-Child Reading
The relationships between preschool storybook reading and improved
expressive vocabulary (Arnold, Lonigan, Whitehurst, & Epstein, 1994), and later
school reading performance, spelling and IQ scores is well documented
(Stevenson & Fredman, 1990; Wells, 1985). This study reports the construction
of the Dialogic Reading Inventory (DRI), a tool for assessing a parent’s and
child’s storybook reading behaviors. The DRI is a dynamic assessment tool; it
measures the mediated language and literacy performance of young children
while they are actually engaged in an adult supported reading activity (DixonKrauss, 1996).
The term, dialogic reading, refers to an adaptation of adult-child storybook
reading which includes the use of three principles: (a) evocative techniques, (b)
parental feedback, and (c) progressive change (Arnold & Whitehurst, 1994).
Examples of evocative techniques would be asking the child questions or
responding to a child’s idea about the story. Parental feedback involves
expanding, modeling, correcting, or praising what the child says. The idea of
progressive change, is based upon Vygotsky’s zone of proximal development
(Vygotsky, 1986). Progressive change requires the adult to provide activities that
are just slightly more difficult than what the child could accomplish alone, but the
activities can be done with parental support. In a dialogic episode a parent could
utilize progressive change by asking the child an object’s function after the child
recognizes the object’s name.
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Method
Subjects
The study was conducted within an Even Start family literacy program in
the Southeastern United States. Twenty-three parent-child dyads participated in
the study. There were 2 male and 21 female parents and their children, 8 threeyear-olds, 7 four-year-olds, and 8 five- year-olds.
Development of the DRI
Construction of the DRI began with initial item development by two
professors, one post-doctorate researcher, and three doctoral students using the
Adult-Child Interactive Reading Inventory (ACIRI) (DeBruin-Parecki, 1999). First,
the ACIRI items for parent reading behaviors were discussed and then grouped
into four categories. Items were then revised, added, or deleted to reflect current
reading content and terminology. Finally, each parent behavior item was
matched with a corresponding child reading behavior item (e.g., the parent’s
literacy behavior of asking the child to locate a specific letter in the story
corresponds to the child’s behavior of identifying a specific letter). The DRI,
shown in the Appendix, contains 17 items of adult-child literacy behaviors in four
categories: (a) print/alphabet awareness, (b) comprehension/vocabulary, (c)
phonological awareness, and (d) attention to text.
Materials
The two picture books read by the parents contained two text patterns: (a)
repetitive language pattern in Wheels on the Bus, and (b) cumulative sequence
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pattern in Where Is Spot. Nine parent-child dyads read Wheels on the Bus, and
fourteen dyads read Where is Spot.
Data Collection
Each of the parent-child dyads was videotaped reading one of the
storybooks together. Each videotaped sessions lasted from five to ten minutes.
The parents were not coached on how to read to the children, and all interaction
was spontaneous. These 23 videotaped sessions were scored on the DRI by five
graduate student raters for a total of scores (N=115). Then, three independent
raters were used to conduct inter-rater reliability.
Results
Reliability and Validity
An internal consistency reliability test was used to test homogeneity of the
test items to be used in the measurement of the DRI data gathered. To assess
the internal consistency of the DRI test items, Cronbach’s coefficient alpha and
the split-half coefficient were computed. Coefficient alpha for all items
was .89, .adult reading behavior was .85, and child reading behavior was .87.
The split-half coefficient corrected for the full length of the test was .97.
Inter-rater reliability was also examined to assess whether the different
raters gave consistent estimates in their ratings of responses. Three raters, who
were graduate students familiar with the dependent measures, were used to
determine the reliability of the experimenters’ evaluation of the DRI. They
independently scored the responses from observing the video. Pearson
correlation was used to determine the inter-rater reliability on this 60% of the data.
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The correlation coefficients among three raters for dialogic reading was
satisfactory, r=.60, .63, .74, p<.01. Consideration of the reliability evidence
suggests that the DRI provides a consistent measure that is relatively free of
error.
Two types of validity were presented. Content validity was used to
examine whether there was adequate representation of the adult and child
reading behaviors for which the test was designed; construct validity was used to
examine how well the DRI measured these traits. Content validity was addressed
by having experts in reading and early childhood review and develop each item
and examine the entire instrument as explained above in the Development of
DRI section above.
A factor analysis was conducted to discover the basic structure of dialogic
reading behavior. Table 1 illustrates the outcome of rotation with a factor analysis
of the 7 measures of dialogic reading behavior. Three factors were rotated using
a Varimax rotation procedure. The rotated solution yielded three interpretable
factors: (a) attention to text, (b) comprehension/vocabulary, and (c) print
awareness/phonological awareness. The print awareness/phonological
awareness factor accounted for 39.34% of the item variance, the
comprehension/vocabulary factor accounted for 22.49% of the item variance, and
the attention to text factor accounted for 17.40% of the item variance. The
repeated words or phrases item loaded highly on the comprehension factor
rather than the phonological awareness factor and the open-ended questions or
predictions item loaded on both the comprehension and the attention factor.
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Discussion and Implications
The DRI was constructed by adapting the items in the ACIRI (DeBruinParecki, 1999) and then conducting more rigorous tests of the instrument’s
reliability and validity. Results of the reliability calculations, content validity
process, and factor analysis indicate that the Dialogic Reading Inventory is a
viable tool for assessing adult and child reading behaviors during dialogic reading
episodes.
The DRI contained four categories of adult and child reading behaviors. It
is important to note that the factor analysis procedure yielded a total of three
factors as the print awareness and phonological awareness items were actually
combined into one factor. This seems justified because the underlying reading
behavior measured by these items is performance in matching the spoken word
to the printed word, an emergent literacy skill (Clay, 1967). The three factors
obtained in the statistical analysis would reflect the three levels of reading
comprehension processing: (a) word level processing, (b) text level processing,
and (c) metacognitive processing. However, for scoring ease and current areas
of emphasis for pre-reading reading instruction, we selected to keep the print
awareness and phonological awareness items separated and maintain the four
DRI behavior categories.
The four categories of the DRI also correspond to the four basic
components of most reading models as follows:
1. Print Awareness/Alphabet Knowledge – visual competence
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2. Phonological Awareness - auditory competence
3. Comprehension/ Vocabulary - competence with text information
4. Attention to Text - self-monitoring competence.
In the factor analysis, the repeated words or phrases item loaded highly on the
comprehension factor rather than the phonological awareness factor. This could
be explained by the fact that repeating words or phrases would aid the reader’s
memory and increase comprehension. We left this item in the phonological
awareness category because repeated words and phrases in young children’s
books usually highlight a phonemic or sound pattern within the words (rhymes,
alliteration, etc.). The open-ended questions or predictions item loaded on both
the comprehension and the attention factor. Since these techniques are usually
associated with comprehension instruction in pre-reading and early reading
instruction, the item remained in the comprehension-vocabulary category.
The four item categories of DRI correspond to the common four
components of most reading models, as well as the four components of basic
early reading instruction. This makes it an ideal instrument to use as pretest,
posttest, or monitoring tool for parent-child storybook reading. Further research is
needed to verify the use of the DRI with young children of various ages and with
books of various text patterns. Also, the DRI needs adaptation for classroom use
with teachers and groups of students during dialogic reading episodes.
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Table 1
Correlations Between the Dialogic Reading Items and the Dialogic Reading
Factors
Items

Factors
Print/alphabetic
and phonological

Comprehension

Attention

.76
.88
.75

-.03
.16
.05

.19
.01
.16

Rhyming words in the story
Syllables in words
Initial or ending sounds in words
Repeated words or phrases
Comprehension/Vocabulary items

.89
.94
.90
.02

.21
.17
.26
.80

-.03
.04
.03
-.07

Open-ended questions or
predictions
Points to pictures and words
Recall information from the story
Question
Elaborates on or rephrases
ideas.
Relates the story to real life.
Attention to text items

.19

.32

.77

.08
.43
.38
.09
-.01

.52
.73
.80
.89
.71

.38
.07
.26
.13
.45

-.07
.16
.28
.11

.09
.07
.36
-.30

.77
.82
.59
.81

Print Awareness / Alphabet
knowledge items
Book parts
Where the story begin
A letter or a word
Phonological Awareness items

Sitting near together
Storytelling voice/animation
Redirects attention to the book
Hold book, touch book, or turn
pages
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Appendix
Dialogic Reading Inventory-PC
Adult Behavior
Print Awareness/Alphabet Knowledge
1. Asks child to locate book parts (front, back, bottom, or top).

Tally

Child Behavior

Score

1. Identifies book parts (front, back, bottom, or top).

3. Asks child to locate a letter or a word.

123
123
123

Support Comprehension/Vocabulary
1. Asks open-ended questions or request predictions about the story.

123

2. Points to pictures and words to help the child understand the story.

123

3. Asks child to recall information from the story.

123
123
123
123

1. Responds to questions about the story.
2. Responds to parent cues or identifies pictures on his/her
own.
3. Recalls information from the story.

2. Asks child where you begin to read the story.

4. Pauses to answer child’s question.
5. Elaborates on or rephrases child’s ideas.
6. Relates the story to real life.

Phonological Awareness
1. Calls child’s attention to rhyming words in the story.

2. Knows where the story begins.
3. Recognizes a letter or word.

4. Asks questions.
5. Spontaneously offers ideas about the story.
6. Relates story to real life.

Tally

Score

123
123
123
123
123
123
123
123
123

123
123

1. Identifies rhyming words in the story.
2. Identifies that words are made up of syllables.

123
123

123

3. Identifies initial or ending sounds in words.

123

123

4. Tries to repeat the common words or phrases.

123

Attention to Text
1. Has child sitting near them or on their lap.

123

123

2. Uses storytelling voice/animation.

123

1. Sits near or on the parent’s lap.
2. Responds to parent’s voice tone by smiling, copying,
gesturing, or by paying close attention.

3. Redirects child’s attention to the book or keeps child engaged in the
story.

123

3. Redirects or maintains his/her own attention to the text.

123

4. Gives child opportunity to hold book, touch book, or turn pages.

123

4. Holds book or turns pages on his/her own or when
directed.

123

2. Directs child’s attention to syllables in words.
3. Directs child’s attention to initial or ending sounds in words (onset or
rime).
4. Directs child’s attention to repeated words or phrases.

123
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ASSESSING AND TEACHING FLUENCY:
Research, Strategies and Resources
Abstract
Fluency is the ability to read a text quickly, accurately and with proper
expression (National Reading Panel 2000). In order to become proficient
readers, students need to become automatic with text. According to the
national assessment, most elementary students cannot read fluently and
their lack of fluency undermines their reading comprehension (Shanahan,
2004).
This presentation will examine the definition of fluency and provide pre/post
intervention data to support what current research says about the
importance of fluency instruction. Evidence-based strategies for
effectively teaching this skill using a variety of resources will be presented.
The session will include:
• a model for improving fluency for individual students, classrooms or
an entire school
• an efficient method of assessing students to determine those in need
of explicit fluency instruction
• essential components of a fluency development program
• criteria for evaluating fluency resources
• suggestions for monitoring and reporting student progress
The presenters will highlight the results of their fluency development
initiatives. They will discuss how they improved student motivation and
increased the quality and quantity of reading experiences for their
struggling readers.
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Using Sport as an Avenue to General Education Requirements
Sport is an integral part of American society. Many people might claim that sport
is a microcosm of American life. Whether one argues that sport reflects society or that
society reflects sport, sport has a major impact on daily life. Some people actively
participate in sport, while others watch. Many Americans earn their living through sport;
some engage in designing or manufacturing sports equipment, while others manage,
market, and promote sport programs. There are many allied professions related to sport-sport coaches, writers, broadcasters, nutritionists, psychologists, and sociologists just to
name a few. It is clear that sport plays a role in the lives of many Americans.
At the university level, there is a great interest to study the institution of sport.
Students connect with sport in a variety of ways: watching as fans, participating as
players, coaching youth sport, applying technology, and more. Because sport is ingrained
in the American culture, many students desire to learn about and discuss sport issues and
their impact on American life. The purpose of this paper is two-fold:
1) to provide readers with ideas related to incorporating sport as an avenue for
learning, providing students with the opportunity of improving their general
education skills through the examination of sport. Such is the case with Sport in
American Life, a general education capstone course that is reserved for upper
classmen at Central Missouri State University (CMSU).

2) to offer the tools needed to develop such a course, regardless of the content
area. In this case, sport is the avenue, but there is no reason why literature, film,
art, etc., cannot be the content theme used to focus on general education skills.
The unique method used in this course at CMSU may prompt other professionals
in higher education to consider this style of teaching as they continue to shape
their curriculum.
The course is the result of a general studies program in which students complete
an integrative studies component designed to help them examine and develop imaginative
yet disciplined solutions to complex problems. This capstone requirement allows
students to select a final course in the general education program, enabling them to
hone the skills developed in their general studies courses. These skills include improving
oral and written communication skills; planning and leading groups; thinking critically;
making decisions; and using technology. Students who select this course not only enjoy
it, but they also contribute to the subject matter; they present material, creating the course
curriculum based on interest and current events in a manner that both entertains and leads
fellow classmates to further learning. Sport is the subject used to demonstrate general
education abilities, but other subject matters can (and are) used by the institution.
Impetus for the Course
In 1997, Missouri’s Coordinating Board of Higher Education directed CMSU and
other state institutions of higher learning to review their general education programs.
They wanted a stronger accountability of the general education programs at universities
and colleges throughout Missouri. There was a directive for general education programs
to address student competency in the skill areas of communicating, high-order thinking,

managing information and valuing as well as the knowledge areas of social and
behavioral science; humanities and fine arts; mathematics; and life and physical science.
As a result, integrative courses were developed so students would have an opportunity to
synthesize the skills obtained throughout their “gen ed” program. Hopefully, the “IGEN”
courses provide students with a chance to demonstrate their skills in writing, speaking,
use of technology, group dynamics, research, and the joy of learning.
The Course
The course, IGEN Sport in American Life, is reserved for students who have
completed the university studies curriculum or a minimum of 60 semester hours.
[Typically, the course is open for juniors and seniors.] We draw some students who are
sport lovers as well as those who are non-enthusiasts. Although we usually have a few
more males than females, both genders are represented in each class.
The course is unlike the typical sociology of sport experience that primarily
focuses on social theory applied in a sport context of which there is a significant body of
knowledge. In this case, sport is the avenue used to address general education objectives.
Sport is a subject of interest to many university students; sport is strongly connected to
communication, media, history, sociology, psychology, technology, religion, geography,
marketing, economics--all disciplines in the general university studies program.
Therefore, the course allows students to approach sport “on their own terms”; a business
student might emphasize the economics of sport, a criminal justice student might
examine crime or violence in sport, etc.
The course fosters a learning environment where students are allowed to immerse
themselves in sport. We allow the students an opportunity to create the curriculum of the

course depending upon their interests and the current issues presented by the media. We
promote sport and all of the ideals that come along with sport participation, while also
exposing the negative aspects in sport.
The Course Format
The format of this course is one where students are free to share their opinion.
Students learn to respect the differing views of others. That is one element of the course
that must always be kept to the forefront--we agree to disagree in a respectful manner.
This course has no text requirement; students use a variety of media for the information
needed for the course. The Internet, television, newspapers and magazine, the radio, and
more are open for student use. There are times when the course seems to take on a “talk
show” appearance. The promotion of “give and take” among students, the ability to not
allow one or two students to dominate the discussion, and the capability of moving a
discussion forward are skills that students attempt to develop.
The course is offered in two different time formats. One session meets three time
per week for 50 minutes each, while the other section meets once a week (a night course)
for 150 minutes. Because the time format is different, there is a need to mold the course
to fit the needs of the students. It is sometimes difficult for the night class to maintain an
energy for such a long time. However, the day class is often hampered by the brevity of
their class sessions.
Course Learning Experiences
The Sport in American Life course consists of unique learning and assessments.
These learning experiences were developed to utilize the skills and knowledge students
have obtained from their previous general education coursework. In essence, the

assignments are the course. In most cases, students are allowed to select the content of
the course, thus shaping their own learning experience. Students must complete a variety
of writing assignments. In addition to the writing assignments, four other learning
experiences that are student generated and student led are central to the make-up of the
course.
Writing Assignments-The written assignments in the course include weekly journal entries, where
students reflect on the issues presented in class, sharing their personal feelings about the
subject matter. The students are also required to complete a reaction paper, critique a
contemporary book related to sport, perform a movie review of a sport-related
production, and write a summary of an interview project. The reaction paper allows
students to explore and react to a current issue in sport. In completing the critique of a
“sport book,” students examine both the contents of the book as well as the author’s
writing style. The movie review gives students a chance to reflect and apply “sport
stories from the big screen” to real life. The interview project requires students to discuss
sport issues with a young person (under the age of ten) or an elderly person (over the age
of 70); six to eight pointed questions drive the focus of the interview.
Current Events-At least once during the course, students are required to lead a classroom
discussion related to current events in sport. Students share at least five current event
issues, where they lead the rest of the class in a discussion about the news item. The
current event presentation is more than a sharing of “sport celebrities in the news” or a
recitation of wins and losses--students use leading questions about the underlying issues

that might have spawned the current event, eliciting input from the rest of the class. The
discussions that stem from the news items are the focus of this assignment.
Teaching Presentations-Students form groups of three or four with the purpose of developing a
presentation on a sport topic of their choice. The purpose of the presentation is to “teach”
the rest of the class something about sport. Students are allowed to develop their own
format for the presentation; some use power point presentations, others utilize video,
while others choose to use a more traditional lecture/discussion presentation format.
Topics of the presentations vary based upon the interests of the students. Some sample
topics include: issues in youth sport, backyard wrestling, gambling in sport, sport and the
economy, the impact of professional athlete behavior on children, gender issues in sport,
violence in sport, and more. Students are allowed to select their topic, with approval
from the instructor.
Student Debate-Students are also required to participate in an organized debate related to sport
issues. This debate takes place in view of the rest of the class; the class is afforded the
opportunity to provide input at the conclusion of the debate. Each group is made up of a
designated moderator and two protagonists. The moderator runs the debate, making sure
that the protagonists adhere to specific protocol and time limits. Some debate issues that
have been presented include: postponing the Olympic Games due to the threat of global
terrorism, paying college athletes to play, random drug testing in sport, whether
cheerleading is considered a sport, repealing Title IX, and more. It should be noted that
the students are allowed to select the topic of their debate.

Class Activity-The last assignment requires students to organize a class activity. The class
activity assignment is similar to the class presentation, but it includes a stronger emphasis
upon active participation by all the students in class. The student leaders try to create an
activity for the rest of the class to experience. Again, the focus is on involving the entire
class. Some examples of previous class activities are: a “mock trial” involving a
celebrity athlete, going through a “fantasy league” draft, playing “sport Trivial Pursuit”
or “Jeopardy,” creating a mascot for a “new” college based upon local history, economy,
and social issues, a group risk management project where students evaluate the safety
conditions of a sport facility, various outdoor activities, and more. Again, students are
allowed to select and develop ideas for the class activity, with the approval of the
instructor.
The Final Exam-The final exam might appear to be a typical final examination, but it would be
more accurate to call it a final “experience.” This final experience provides students with
one last chance to reflect upon issues and events from the sport world and the course. In
the final, students are asked to relate sport issues to their American life experience. The
course experiences are used as a springboard for students to create generalizations about
sport and life, as opposed to requiring them to regurgitate specific knowledge and ideas.
The “final experience” also provides closure for the course.
Student Assessment and Grading
Grading for the course comes from a variety of assessment techniques. All
writing assignments, the current event project, and the final are assessed solely by the

instructor. However, students play a part in the assessment process with the teaching
presentations, debates, and class activities. They have the chance to “grade” their fellow
students; a percentage of these grades are based on an average of the scores given by the
other students. Yes, it is important for students in this class to be able to make judgments
about the performance of their peers. Giving students the opportunity to evaluate the
work of others is one of the values attached to the overall general education experience.
The purpose of the assessments is two-fold: 1) The students earn a grade based upon
acceptable work as determined by the instructor; and 2) The students are placed in the
role of assessor, judging the performance of their peers.
Conclusion
The purpose of this course is to provide students with opportunities to generate
curriculum, engage in high level thinking and discussion, reflect upon numerous issues,
critique literature and media, interview and probe others for information, and more. The
course offers students an opportunity to utilize the knowledge and skills they have
learned or refined in their general education courses and apply them to the American
institution of sport. It opens the door for students who have an interest in sport to become
inquisitive scholars. Hopefully, they will gain a better understanding of the institution of
sport, while using sport to demonstrate competence of their general education.
In closing, this article shares the merits of a Sport in American Life course with
other professionals in Education. This type of course could be formed using other subject
content areas. For example, there is no reason why an Art Department could not create a
similar course, using Art as the forum that leads to higher level performance in
coursework. In addition, a Criminal Justice Department could use the format of this

course to create an interesting investigative course for their students. This discussion
might serve as a springboard for others to consider the development of a course that
allows students to examine issues that impact their lives, with a curriculum they can
dictate, in an environment that is set up for investigating issues of interest. One thing is
certain, it does make the learning experience fun for students.
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Using Movement to Reinforce Classroom Learning
Elementary classroom teachers are invaluable. They teach our children so much;
regardless of the subject matter that they provide young children, they may also instill a love of
learning that can last a lifetime. The daily schedule of the average classroom teacher is so full on
any given day, how or why would they want to spend time trying to put together a movement
lesson for their students? The purpose of this paper is to provide the reader with ideas relative to
doing just that--demonstrating how to take ordinary movement activities and use them to
reinforce classroom learning. In addition, readers will be given a rationale for working to
enhance the level of activity of children.
Rationale for Using Movement Activity
In 1996, an historic document, the Surgeon General’s Report on Physical Activity and
Health, was published in the United States. For the first time, the Surgeon General
acknowledged a link between physical activity and health stating, “…Americans can
substantially improve their health and quality of life by including moderate amounts of physical
activity in their daily lives.”1 The report also discussed the benefits of regular physical activity.
Among other benefits, regular physical activity reduces the risk of illness and death in the United
States. The report also identified ways to help people include more physical activity in their
daily lives. One of the ways listed was the use of well-designed physical education programs
where classes increase the daily physical activity of students.
In a policy statement on the prevention of pediatric overweight and obesity, the American
Academy of Pediatrics (AAP) stated, “Regular physical activity should be consciously promoted,
prioritized, and protected within families, schools, and communities.”2 The AAP recommended
that a variety of activities considered to be fun and easy to incorporate into one’s lifestyle be
promoted to our youth. In a statement on Type 2 diabetes in children and adolescents, the
American Diabetes Association (ADA) claimed that a lack of physical activity is strongly
associated with developing obesity, Type 2 diabetes, and cardiovascular risks. The ADA added,
“School programs should promote healthy food choices and increased physical activity.”3
In the spring of 2001, California’s Department of Education performed a study matching
reading and math scores with fitness scores of 353,000 fifth graders, 322,000 seventh graders,
and 279,000 ninth graders.4 The results of the study indicated that students meeting minimum
fitness levels in three or more physical fitness areas showed the greatest academic achievement
gains at each of the three grade levels. Another recent study included 500 Illinois children in
grades three, four, and five. These children performed a variety of physical fitness tests and
completed the Illinois Standard Achievement Test. The results indicated that the children that
scored the highest on the physical fitness tests also scored the highest on the academic tests.
Researcher Dr. Charles Hillman stated, “We found a general relationship between physical
fitness and improvement on this test.” 5
The National Association for Sport and Physical Education (NASPE), in their revision of
the national standards for Physical Education claimed, “Physical activity is critical to the
development and maintenance of good health.”6 In addition, George Graham, Ph.D., of
Pennsylvania State University and former NASPE President, has stated, “Schools are crucially
important to increasing physical activity of children because school programs can affect the
behavior of ALL children on a daily basis.”7

Healthy People 2010 identified the most significant preventable threats to health,
established national goals to reduce these threats, and provided a framework for prevention for
the United States. 8 It included a list of Leading Health Indicators which reflect the major public
health concerns in the United States at the beginning of the 21st century.9 It is not a coincidence
that physical activity and overweight and obesity are at the top of the list. Of the top six leading
causes of death in America, five are directly related to an inactive lifestyle: heart disease, cancer,
stroke, diabetes mellitus, and unintentional injuries due to accidents.10 People's level of physical
activity and the status of their weight are critical to good health.
The Centers for Disease Control and Prevention (CDC) claimed that physical inactivity
and poor diet now account for 400,000 deaths per year in America. This is second to tobacco use
among the preventable causes of death.11 The CDC also claimed, “Positive experiences with
physical activity at a young age help lay the basis for being regularly active throughout life.”
The American Heart Association (AHA) wants to help children live healthier lives by promoting
physical activity. The AHA recognizes physical activity as one of the first lines of defense
against childhood obesity.12 The AHA also stated, “Physical inactivity is a major risk for
developing coronary artery disease.”13
The President’s Council on Physical Fitness and Sports recommended a “Lifestyle
Physical Activity Model” as a new strategy to increasing physical activity. They asserted,
“Children need activity for the development of all parts of health-related physical fitness…, as
well as activity to promote a high peak bone density.”14 They made a point to emphasize lifestyle
activity in their recommendation for children. In addition, the American Medical Association
studied seven dietary and physical activity variables on the impact of overweight adolescents.
They found that insufficient vigorous activity was the only risk factor for higher body mass
index for adolescent boys and girls.15
“Research increasingly supports the critical link between health and learning,” said Bill
Potts-Datema, of the Harvard School of Public Health.16 He continued, “Schools also can have a
positive impact on students’ level of physical activity and thereby also improve students’
classroom performance…Physical activity can help increase students’ ability to concentrate and
reduce disruptive behavior, which can have a positive impact on academic achievement.” It
cannot be more apparent that a need for daily physical activity exists for all. While Physical
Education provides an opportunity for children and adolescents to develop and maintain healthy
fitness levels, most elementary school children do not attend physical education classes on a
daily basis. There is a clear need for elementary classroom teachers to enhance the activity
levels of children.
Disclaimer
The purpose of this paper is not to diminish the need for qualified physical education
teachers or suggest that there is not a need for quality physical education classes in our schools.
However, it is clear that children are not getting enough physical activity to achieve optimum
health and performance. Kids need to move more! Hence, the true purpose of this paper is to
share ideas about how we can increase the daily activity levels of children. Classroom teachers
can be instrumental in achieving this goal. Teachers may find that movement activities can
support the learning that is taking place in their classrooms. [Although there is a great deal of
research indicating the merits of activity and its impact on productive brain growth and
achievement, that is not our purpose here.] The simplest reason to use activity is that it is “good”
for children; it can be good for them physically, intellectually, socially, and emotionally.

Increasing Movement for Classroom Learning
There is only so much time in the school day. If we add more time for activity, some
might argue that there is less time left for learning (note the figure below). Therefore, we must
find a way to use the added activity time to reinforce the learning that occurs in the classroom. If
we can do that, then we experience a “win/win” situation for kids; children get more activity
AND they enhance their classroom learning.

Activity
Time

School
Time

For physical educators…
Physical educators are encouraged to provide classroom teachers with a “workshop” to
assist them in including more movement activities with their students. It is recommended that
this workshop last no more that 20 minutes. As a matter of fact, “Twenty Minute Workshop” is
a nice title to use. It is important to get those teachers in and out quickly. They have so much to
do; if the physical educator takes too much time away from the classroom teachers’ time, interest
will wane. [They can always come back for more.]
The purpose of the workshop is to share activities with classroom teachers. It might also
be prudent to share the benefits of activity, providing a rationale for using activity. Most
importantly, show teachers how the activity can reinforce classroom learning. If the classroom
teacher can see a connection between the activity and student learning, they will be more likely
to include the activity in their day. It is suggested that just three activities be offered for their
potential use; select one activity that can be used to reinforce student learning, one that is a
fitness activity, and one that can be played “just for fun.” Now, if an activity can do all three,
great! [Possible examples of activities are described later in this text.]
Depending on the size of the school, it is possible to tailor the workshop to the needs of
the classroom teachers. If the school has numerous classrooms for each grade, the physical
educator might want to invite the K-2 teachers to the workshop, followed by a separate workshop
for the 3-5 teachers. If the school is rather small, offer a workshop for all teachers together, and
allow them to modify the activities after the activities are presented.
For classroom teachers…
Teachers may not find it too difficult to take traditional games and activities they already
know, give them a little “twist” to create a new activity for their classroom teaching. However,
if classroom teachers feel uncomfortable in making such adaptations or if they do not have much
experience in games, it is suggested that they work with the physical educator to find activities

that are easy to set-up and play. That last thing the classroom teacher needs is to spend time
fussing with equipment and set-up of an activity; “quick and easy” works best. It is possible that
there are activities that the students already play that can be modified to reinforce classroom
learning.
Classroom teachers are innovators; they constantly look for new ways to teach concepts
to kids. When teachers make learning fun for kids, more learning will occur. This should
motivate the elementary classroom teacher to consider the use of movement activity as a
“classroom teaching method.” It can change the typical mind-set of teachers, who are already
accustomed to not being sold on using “paper and pencil learning” as a sole means of teaching.
Sample Activities
Alphabet Relay
The Alphabet Relay is a simple relay that works best if there are just three students per
team. If the numbers do not work out evenly, the teacher can put four people on a team.
Keeping the number of students per team to a minimum keeps the “standing around” to a
minimum, decreases the discipline problems, and allows for more activity per child. The
students are lined up as pictured below:
X

X

X

In the picture, the X’s represent a line of students. The large A represents a stack of letter cards.
Opposite each team is a stack of cards (made by the teacher or students). On each card there is a
letter. The first student runs to the stack of letter cards, picks one up, and returns to the team.
Then, the second team member runs to the cards, picks up a letter, and returns to the team. As
the second runner returns, the third runner takes off to the stack of letter cards. Also, as soon as
there are two letter cards lying on the floor at the team “home site,” the team members not
running start putting the cards “in order.” This continues until the end of the activity.
The order the team members put the cards in depends upon the ability level of the
students and the direction of the teacher. If pre-school children are playing, they may put the
letter cards in alphabetical order. Kindergarten students might separate the cards into simple
words. Older students may use the letter cards to practice their spelling words or review
concepts from other subjects. For example, while studying nutrition students can form words
describing food (milk, bread, beans, etc.). Once the team forms their word, they determine
which food group the food belongs to and how many servings they should have each day. At the
conclusion of the race (when each team has a word) the teacher can lead a discussion, asking
students to report about their “food word.” Teachers can review spelling, terminology, and
more! A teacher might use “word cards,” and the students run the relay using the cards to create
sentences.
It might seem simple for an innovative teacher to put numbers on one side and letters on
the other. Then, the teacher could use the same activity to play the “Numbers Relay.” Young
children might put the numbers in numerical order or separate them by “evens and odds.” The
students can also work with multiples (with multiples of 3, a card with a “1” and a card with a
“2” could be put together, making “12;” a “2” and a “1” could be put together, making “21;”

etc.) Older kids may be required to create number sentences that equal a total given by the
teacher. (For example, the teacher can add cards with “+”, “x”, “÷”, “=,” etc. The students might
create a sentence that looks like this: 2 x 3 + 4 - 1 = 9.)
The students continue taking turns running to the stack of cards until they have completed
the task the teacher has given. This may mean that the students run until the cards are gone,
maybe not. The teacher can determine what each stack of cards contains--maybe each stack has
the alphabet with repeats of often used, or each stack of cards could include three of each number
(three 1’s, three 2’s, etc.) from one to nine. A teacher might use cards with fractions. Truly, the
only limit on how this activity is used is the imagination of the teacher. It can be used with
students at any grade level. Even middle school and high school teachers can use this relay to
make the learning activities fun!
The Alphabet Relay does require a little preparation. It may be that teachers already have
the materials needed. If not, the items can be made quickly and easily. As a matter of fact, the
students can make the needed “Cards” for the relay. [Teachers with very young children in PreK, K or 1st grade might ask for help from a 4th or 5th grade teacher. In about 10 minutes, one
class of older students can prepare enough cards for a younger class.] Take 3 x 5 index cards and
chop them in half with a paper cutter. Then put one letter on one side of each card.
Over Under Relay
This relay has been played by most children. They stand in lines, one behind the other.
For a class of 24, I suggest four lines of six. The child in the front of the line passes a ball (or
some other object) overhead to the child directly behind them. That student accepts the object
and passes it on through their legs. The pattern continues “over under over under over under”
until the ball reaches the child in the back of the line. When the child in the back of the line
receives the object, he or she runs to the front of the line and passes the ball overhead to the child
behind. The process continues until the line has returned to its original alignment OR until the
team has completed the task given by the teacher.
The teacher directs the students in their “task” with each pass of the object. For very
young children, the task might be “count to twelve.” The first child passes the object saying,
“One,” and the second person receives the object and then passes it, saying, “Two.” This
continues until the team reaches “12.” As simple as it sounds, the teacher can modify the
difficulty depending upon the ability level or the children. Other “tasks” might include:
• Count by 3’s to 45
• Count backward from 100 to 0, subtracting 4 at each pass
• Count to 12, adding 2/3 at each pass
• Say the alphabet
• Spell words given by the teacher
Because the children are moving their bodies, the thinking process becomes more difficult. In
this relay, any of the students in one line can help a student who is having difficulty with the
calculation or spelling.
It is easy to see that by changing the method of passing the ball, the relay changes.
Instead of going over under over under, the children can pass the object from the left side to the
right to the left to the right, creating what can be called “Twister Math Relay.” Take a moment
to try and come up with a couple other relays. Here are some titles that might provide a mental
picture of the new relays: around and through, elbow pass, foot to foot, twirl and pass, and more.
Use your imagination and have some fun!

Group Letters and Words
Children can be placed in small groups. As the teacher “yells out” a letter, the young
students form the letter using their bodies. Imagine small groups of fourth graders practicing
their spelling words with their bodies. Terminology from any subject can also be used. In
addition, students can form numbers with their bodies. In a first grade class, the teacher might
say, “Four plus three,” and the student would respond by coming up with an answer and forming
the answer with their bodies.
Kickball and other scoring games
This is so simple, yet very few people use it. Imagine playing a “normal” kids game, like
Kickball. Instead of counting each run as “1,” make each run count for 4. Better yet, for the
older kids each run might be 5/8. Or maybe each run can be counted as .23 (decimals!). Instead
of the runs being counted 1, 2, 3, 4; they are now counted 5/8, 1 ¼, 1 7/8, 2 ½, etc. (using lowest
terms); OR .23, .46, .69, .92, 1.15, etc. Maybe students earn points from reaching each base.
This can be done with any game that requires a score (softball, soccer, basketball, etc.).
The only limitation is that of the teacher. Is it possible to start with a certain number and subtract
a score until you get to zero? (64, 40, 56, 52, 48……8, 4, 0) Of course! Can the teacher change
the method of scoring in the middle of the game? Sure. Can movement games be used to
reinforce Math, Spelling, any other subject? YES!
Jog Across America (or any other place)
Students participate in a 12 minute run/walk. When they complete each “lap” (to be
determined by the teacher depending on the area being used) the students receive one point. If
they complete five laps during the assigned time, the student receives five points. Regardless of
the method of locomotion (walking or running) the students complete the task and return to the
classroom.
Upon retuning to the room, each student gets out a blank map (in this case a map of
America). The teacher tells the students that each point they earned is worth one quarter on an
inch. For example, if the student earned seven points during the run, they would have seven
quarters or 1 and 3/4 inches. They plot a line on their map starting at a sport determined by the
teacher. If the teacher uses capitol cities, the students would plot a line from one capitol to
another. The object would be to “travel across America” over an extended period of time. If the
class were to jog/walk three times per week, it might take them a couple of months to make it
across the map.
While the students are creating their “path” across the country, the can fill in large rivers
and mountains, color in the state, insert a picture of something that identifies the state, and more.
Using this activity, the student may end up using a variety of subjects--map skills to locate
certain items on the map, math skills to convert their points to inches, art skills in using their
creativity and neatness, investigatory skills by finding information about each state, and more.
Once again, the only limitation comes from the teacher’s imagination.
Story Relay
Students, in groups of three, line up. The first student in each group runs to a spot that
has a clipboard with a sheet of paper on it. They begin writing a short story; they write five
words (example--“Once upon a time there”). The student sets the pencil down and returns to the

line. The next student runs out, reads the five words, and then adds five more (example--“was a
big toad that”). This process repeats until the teacher halts the activity. Then, the students gather
round while they read their stories to each other.
There is nothing magical about “five words.” The teacher can instruct the students to
how many words to write (three, four, six…). The teacher can also give specifics that need to
appear in the story. The teacher may say, “In your story include a squirrel and a golf ball.”
Somehow, the students must create a story that includes a squirrel and a gold ball. This is a fun
way to provide students with a creative writing activity. [Imagine how the teacher might create
something called “Picture Relay.”]
Group Juggling
Students are placed in small groups. Each group has an inflated beach ball (better yet,
have the students blow up the ball). When the teacher calls out a word, the students tap the ball
to each other, keeping it from hitting the ground. With each tap, the students “shout” a letter,
eventually spelling the word given by the teacher (“S-T-U-D-Y”). If the ball hits the ground
before the word is spelled the group starts again. Of course, students can also add multiples of
numbers until they reach that number, too (“3, 6, 9….27”).
Conclusion
The purpose of this paper was to provide the reader with ideas that relate to learning. It
should be clear that using simple movement activities can be used to reinforce classroom
learning. In the meantime, students will be increasing their level of activity, which enhances
their overall health. Ideally, a physical educator and classroom teacher can work together,
forming a stronger professional relationship, while creating simple activities for their students.
Can movement games be used to reinforce classroom learning? YES! Classroom teachers that
try these activities might be encouraged to try other movement activities that incorporate
classroom learning, too. Be creative and have fun! Good luck.
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Teacher and Data-Driven Continuous Improvement Team Model
Workshop Presentation Abstract
PURPOSE OF WORKSHOP
The participant will discover how to:
•

Establish and implement a teacher and data-driven team system that will result in
measurable continuous improvement.

•

Develop a team organizational chart.

•

Negotiate a stipend payment system.

•

Conduct effective strategic planning sessions with teacher team leaders.

•

Improve employee morale, communication and decision-making.

OUTLINE
Introduction
The Collins Career Center is located in Chesapeake, Ohio. The school district currently
operates through the Ohio Department of Education, Career Technical Division, to grant career
technical certificates for graduates of secondary (high school) and post-secondary (adult)
programs. The mission is “to prepare youth and adults to enter, compete and advance in an
ever-changing world of work.”
The high school operation serves approximately 500 junior and senior students on
campus and an additional 300 students in satellite programs located at five feeder high schools.
The school has a 75% free and reduced lunch population, and 30% of the students have special
needs. There are 48 high school teachers providing career technical and academic educational
services.
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Motivation
Steve Dodgion was hired as Superintendent in May, 2001 to replace the Superintendent
who retired from the district after serving 27 years. Dodgion and the administrative staff
transitioned the organizational environment from an autocratic model to an empowerment style
of leadership using data to identify needs of the staff and students.
Methods
1. A teaching staff survey was developed using a Lickert scale rating (1-5) and contained a
comment box section for each specific area. The survey process included a member of
administration explaining the value and purpose of the survey, how results would identify
areas to improve, and encouraged detailed comments. The survey was anonymous and
conducted on paper. This is now computerized online using Blackboard. The May, 2001
survey rating for staff morale was 32%.
2. The administrative staff conducted strategic planning sessions to determine strategies to
empower teachers and improve communication. Numerous changes were occurring in
the curriculum, scheduling – block, and retirements of previous administrators during FY
02 – FY03.
3. Research was conducted on continuous improvement teams and stipend models. An
existing High Schools That Work team was transitioned to a new structure during FY04
to the new Continuous Improvement Model.
4. Administrators had negotiation talks with the teacher bargaining unit representatives and
implemented the stipend plan model as an incentive plan for FY05. A tracking system
was established. Teachers joined continuous improvement teams and met during the year
to accomplish goals in their areas.
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Results
In June, 2005, 94% of the high school teaching staff received stipend checks in varying
amounts based on their tracking sheets. Staff morale has increased. Student satisfaction surveys
indicate improvements.
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Continuous Improvement Team Model
Flowchart for Communication and Decision Making
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Negotiated Teacher Stipend Plan
MUST HAVE THE
MANDATORY + 3
ADDITIONAL AREAS TO
RECEIVE ANY BONUS:
Each Year:
500
200

1
2

Induction Completer
IC3

3

School
Initiatives/Coordination (ie:
SAC, Youth Advisor,
National Honor Society,
Continuous Improvement
Team, Advisor/Advisee
Coordination,
Apprenticeship, SCORES,
Grant management, etc.)

Track Out of School
Hours - Maximum
30 per
initiative/maximum
2 for total of 60
hours

4
5

Participate All Scheduled
+ External Professional
Development (including
shadowing in bus/ind,
workshops, conferences)
Appropriate certifications

Track Out of School
Hours - Maximum
bonus paid on 10
contact hours
external
Mandatory

6
7

100% lesson plans on
database 1 week prior to
implementation with
identified standards and
OGT
Updated Course of Study

Mandatory
Mandatory

8

Blackboard lessons:
substitute lessons,
homework, test bank

9

Advisory Committee
members teaching in the
classroom

$20 per hour x
time

1200

$20 per hour x
time

200
0

0
0

200
3 - 5 members
6+ =

=

$25
$50 MAX
MAXIMUM

50
$2,350.00
IF ALL COMPLETED!
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ABSTRACT
Social Participation and Cooperation: Studies in School and Community Groups
The importance of providing a method to measure participation and cooperation in
educational groups is relevant to the development of psychosocial goals for children,
adolescents and young adults in all levels of education. The Social Profile has been
designed based on a developmental model of groups examining the natural progression of
levels of social participation and cooperation across the age spectrum (Parten, 1932;
Mosey, 1986; Donohue, 1999, 2003, 2005). Concepts from the theoretical base of the
Social Profile will be presented, along with examples observed in groups. The major
concepts of parallel, associative, cooperative and mature levels of social skill behaviors
of the Social Profile and its developmental format will be illustrated by examples of the
tool’s structure.
The format and application of the Social Profile by teachers and other group leaders of
activity groups in schools and in the community will be demonstrated for the session
participants. Graded goals of participation and cooperation based on the Social Profile’s
continuum of interactive skill growth will be presented for selection by children and for
use by teachers, coaches, and group leaders in the community.
Studies of content, construct and criterion validity and reliability of the Social Profile
based on observations of children’s groups will be reported on, with Power Point
presentation of graphs and tables. The relationships of parallel, associative, basic and
advanced cooperative, and mature group skill participation with age will be
demonstrated.

Explanations of the nature of the Social Profile assessment tool as able to reflect the
range of participatory behaviors of individuals in group settings, as well as groups as a
whole unit will be provided. The format of a Profile provides a spectrum of strengths and
goals indicating areas in need of improved interaction skills unique to each individual and
group at various stages and in a variety of situations. Social skills are an abstract and
broad concept in need of assessment in order to illustrate acceptance of a wide range of
skills that cannot be pinpointed with exactitude, but which reflect individual and cultural
parameters and perspectives.
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DEVELOPMENT OF A STATEWIDE SECONDARY SCHOOL SPORTS MEDICINE
CURRICULUM IN LOUISIANA
Doré, Toby L, University of Louisiana at Lafayette, Lafayette, LA
Harper, Ronnie, Dutchtown High School, Geismar, LA
Castle, Ray, Louisiana State University, Baton Rouge, LA
Mike Brunet, Louisiana College, Pineville, LA
Objective: To present the process of the development of a state approved secondary
school sports medicine curriculum. The primary purpose for the development of this
curriculum was to create secondary school employment opportunities for noncertified teacher/athletic trainers within the state. A committee of 13 certified athletic
trainers from various practice settings in Louisiana were selected to develop this
proposed curriculum. These committee members consisted of 5 program directors, 5
secondary school athletic trainers which are currently teaching sports medicine
courses, 2 outreach athletic trainers employed by private clinics, and one organization
and planning consultant. This curriculum consists of three courses, at least one of
which may substitute for college credit at one of the five CAAHEP-accredited
undergraduate athletic training education programs in the state (Louisiana College,
Louisiana State University, Nicholls State University, Southeastern Louisiana
University, and University of Louisiana-Lafayette). Courses include Sports Medicine
I, Sports Medicine II, and Sports Medicine Internship. The minimum qualifications of
the teachers of these courses are a state certified athletic trainer with no years of
experience. If there is a post secondary articulation then the qualification to teach
these courses would then be a master’s degree in a related field and a state certified
athletic trainer. Specific goals and objectives of this project include: the development
of a sports medicine curriculum guide consisting of three courses for implementation
in the secondary schools in Louisiana; development of marketing materials to aid
teachers in recruiting students to take the sports medicine courses and to encourage
participation by secondary schools; coordination of the selection and implementation
of a pilot program for implementation of the curriculum guide; pursuing additional
endorsements and funding opportunities to enhance program offerings and success;
and to seek approval of a sports medicine articulation agreement with the five
CAAHEP-accredited undergraduate athletic training education programs. The
curriculum guide includes but is not limited to the following: course descriptions,
course objectives, course outlines, textbook selection, daily lesson plans, skills sets,
and an examination test bank.
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ABSTRACT
Enhancing dispositions in teacher education and other school personnel
candidates has recently been given great significance in the accreditation standards of the
National Council for Accreditation of Teacher Education (2002), the standards of the
Interstate New Teacher Assessment and Support Consortium (1991), and in the work,
among others, by Parrott & Daros-Voseles (2004), Katz & Raths (1985). While some
have raised questions of time and place vis-à-vis dispositions (Freeman, 2003), others
have been working on means to assess dispositions of teacher educators (Schulte, Edick,
Edwards & Mackiel, n.d.). It is quite clear from research that teacher dispositions
influence the impact teachers have on student learning and development (Collinson,
Killeavy & Stephenson, 1999 ). Consequently, fostering and enhancing dispositions has,
therefore, become a vital part of many teacher education programs (Erickson, Hyndman
& Wirtz, n.d.).
The purpose of this study was to determine whether the dispositions and habits of
mind of teacher education candidates in a social foundations of education graduate course
would be enhanced as they worked in learning communities, pursuing social ends (the
development of an analytical/argumentative paper), using ideological, philosophical,
sociological, and historical knowledge and thinking skills.
The findings from this study suggest that the self-ratings of candidates regarding
certain habits of mind did change significantly; an understanding of what to do to foster
dispositions was enhanced; and the candidates came to see the class a thoughtful and
caring community.
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Abstract
Middle level schools have developed strategic methods and curricula for enhancing the success
and outcomes of their students, referred to collectively as recommended best practice. The
purpose of this proposed mixed-method study is to determine if recommended best practice is
being used in successful middle level Native American tribal schools. After accepting an
invitation to participate, schools will be visited, key persons will be interviewed, and, academic
and demographic data collected. Ultimately, the use of recommended best practice question must
reflect the question of what defines success for a middle level Native American tribal school.

Tribal Schools
Middle Level Tribal Schools Use of Recommended Best Practice
Middle level public schools in America have developed strategic methods and curricula
for enhancing the success and outcomes of their students. There is substantial research and
information about the development, implementation and assessment of these methods and
curricula, known and hereafter referred to as recommended best practice. The purpose of this
study is to determine what practices are being used in the middle level Native American tribal
schools that define themselves as successful, with students who exhibit positive outcomes and
ongoing academic growth. Ultimately, the question under study must reflect the inherent
question of what defines success for a middle level Native American, or Indigenous, tribal
school, and does this definition compliment the definition of success in other, non-tribal, middle
level schools.
What constitutes success for Indigenous schools may differ significantly from what
constitutes success in non-Indigenous public schools. I am concerned the differences in the
definitions of success are being used as a tool by dominant society to keep Indigenous peoples
from participating in the benefits of globalization and modernity. Being denied global
citizenship can be seen as a form of colonization and oppression.
Indigenous peoples have already experienced the denial of their humanity and many
indigenous peoples have struggled for recognition of their citizenship within the states
which colonized them. The new global political entities being established under such
arrangements as GATT and other regional free market zones make participation within
these zones dependent on certain sorts of compliances such as doing away with any
protections of local economies and cultures. It costs to belong. To refuse to pay or to
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pull out will effectively deny nation states and their member citizenship status within the
global world order. (Smith, 1999, p. 103)
This study is multi-level. The first level is to focus on the individual schools; their
definitions of success, academic and demographic data. The second level is to group the schools
into similar school groups either by school size, tribe or funding levels. The third level is to
compare all the tribal schools, as a group, to the American middle level public schools data. The
differences are important in terms of cross-cultural comparisons. The findings are not a question
of what is the correct measure of success or the correct recommended best practice, but rather to
learn how to incorporate different definitions of success and practice in cross-cultural research.
Research Questions
How do Indigenous, Native American middle level schools, that describe
themselves as successful, define success? Does their definition of success compliment the
definition of success in other, non-tribal, middle level schools? Are the students in successful
tribal middle level schools demonstrating academic achievement similar to students in successful
non-tribal middle level schools? Are the successful tribal middle level schools facilitating
achievement and student growth by using recommended best practice, a modified form of
recommended best practice that is culturally specific, or gaining achievement by incorporating
other epistemologies and methodologies (Penetito, 2002)?
Method
Participants
Middle level Native American tribal schools will be identified through the Bureau of
Indian Affairs. The participating schools may vary in size and geographic location, however
they must be administrated as Native American tribal schools and
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are regarded as indigenous on account of their descent from the populations which
inhabited the country, or a geographic region to which the country belongs at the time
of…colonization or the establishment of present state boundaries and who, irrespective of
their legal status, retain some or all of their own social, economic, cultural and political
institutions. (McCartney 2005:1; May and Aikman 2003a:140; Skuntnabb-Kangas
2000:488)
Each school will be invited to participate in the study by means of a written invitation.
Schools not responding to the mailing will receive a second invitation via individual phone
contact. Written consent to participate will be required for each school, and for each individual
interviewed or observed. Confidentiality of all information is strictly considered with all
information being coded with pseudonyms or disguised with the use of alias identities. Pictorial
information, such as video or photographs, will be for researcher use, used only in publication
with written permission of the individuals via a photographer’s model release form. Participants
are free to leave the study at any time, with no obligations or repercussions. Participating
schools will receive results of the study in a timely manner with an opportunity to ask questions
of the researchers about their findings.
Data Collection
Data will be collected in several forms. Historical academic and demographic data will
be requested from the schools to establish a profile of the schools. Each participating school will
be interviewed and/or surveyed about their mission statements, goals and how they define
success for their students. Specifically, what elements do they use to adjudicate their school’s
outcomes? Information from the Bureau of Indian Affairs available on-line will be used to

Tribal Schools
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compare with the actual information gathered from the schools. The accuracy of the information
and how it is reported may be important to how the schools are funded and administrated.
Data Analysis
Data will be analyzed based on the kind of data collected. Empirical data will be
analyzed with SPSS computerized statistical software. Interviews will be transcribed and
analyzed with Nvivo software. The multi-level comparisons will be done with HLM software.
Results
Results are expected to show significant differences in the definitions of success and
what constitutes recommended best practice in public and Indigenous schools. Trends within
tribes are expected, with subtle differences between tribes and more significant differences
between major geographic regions. Comparison to non-tribal middle schools is expected to
illustrate the different, yet equally valid, learners from multi-cultural perspectives. Hopefully,
this study will engage and critically reflect the tenet of multicultural educational achievement
that “Indigenous epistemologies rather than, say, pedagogical styles, can lead to a different
schooling experience and produce a different kind of learner”. (Smith, 2005, p.95)
This study should produce information that can be used to help design programs for
school improvement and enhanced student achievement using Indigenous epistemologies and
methodologies.

Tribal Schools
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Abstract
My presentation would be based upon my a forthcoming book published by Sage
Publishing entitled, Conversations with Principals: Issues, Values and Politics, a unique
compilation of interviews with Principals on the Elementary, Middle and High School
levels that captures their personal decision-making experiences and approaches. Each
chapter offers a rare view into the minds of educational leaders as they honestly discuss
their feelings and strategies behind their leadership practices. At the conclusion of each
chapter, comprehensive and probing questions, role playing activities, and leadership
projects will engage the readers and connect them to the role of principal. An analysis
section is also provided that frames the leadership practice identified in the interview
within a theoretical construct. Special attention is even given to ISLLC Standards as
they relate to leadership styles and behaviors as well as the impact "No Child Left
Behind" legislature has had on our schooling enterprise.
My research and discussion will offer the participants the unusual opportunity of
experiencing the inner voices of Principals as they discuss the many decisions they make
and the multitude of people they must engage. How do they really prioritize and problem
solve? How do they negotiate the intricasies of the political process without
compromising their own values and beliefs? How confident are they as they manage
teacher's lives, parent involvement, limited resources, politics and the aspirations of their
students? These are some of the areas that are discussed and embraced in these
interviews.
While case study presentations are very effective in capturing the realities of the site
experiences, they are presented from the standpoint of the writer, and therefore have been
somewhat skewed and unavoidably interpreted before the reader has an opportunity to
assess the case personally. A verbatim exchange between interviewer and interviewee
presents the situation with virtually no prejudice or bias and thus open to the
interpretation of the reader. It is a pure account of the principal’s experience, thinking
and reflection.
The principals were randomly selected and representative rather than exemplary,
although the more experienced principals I interviewed had been award winners. They
all wanted to make a contribution to the field and arranged their schedules so that the
interviews were conducted when they were not preoccupied with school matters. Some
interviews were phone interviews, others in person; some during the week, others on
weekends. All the interviews were tape-recorded and then transcribed for analysis. They
were told that the information would be treated anonymously, and in some instances
changed somewhat, to further maintain confidentiality. They all had an opportunity to
read and edit their interviews.
When I first approached them, I also indicated that I wanted honest comments, feedback
that would reflect and capture their experiences in the schools. I requested that they not

hesitate to cite political, emotional, social or otherwise controversial issues that generally
might cause inhibition and restraint. It was their candor that would be so important and
potent in conveying their positions and experiences as principals.
In each interview, a structured interview schedule was utilized with probe questions. A
purposive sample was selected because I intended to represent a wide variety of levels,
experiences and backgrounds, hence the qualitative nature of the research.
The demographic information about each principal presented in the beginning of the
chapters as well as the series of initial questions focused on their backgrounds, was
particularly useful in developing a general profile about the principals, i.e. experience in
teaching, prior administrative work, types of previous schools, his/her age, etc. I have
found that graduate students need this information in order to compare their professional
and personal situation to those who are assuming the role of the principalship. It provides
a very important point of reference as they consider their career paths, background and
timing. It also helps them better understand that particular principal as he/she is involved
with, and responds to, that specific school site and situation.
Each interview in this book conveys a different school experience. While there are
administrative connections throughout each interview, as one might expect given the
discipline and applied skills, there are distinct differences as well. While, on the one
hand, it is important to identify those characteristics that each leader must possess,
evidenced by their comments, there is rich data that makes each experience different and
unique to that particular individual and site. This demonstrates the complexity of the
profession and breathes life into the prospects that each individual can apply his or her
particular print on an organizational situation. That specific vision or philosophy has
power and is real
My conference session would provide an overview of these experiences. As well, in the
panel session, I would respond to questions from the audience and panel participants.
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Topic Areas: Educational Psychology, Counselor Education, Higher Education
I. Introduction
Films are a popular medium with manifold appeal. While they tie in with more traditional media such as oral
storytelling, books, and plays, films offer a unique combination of visual, auditory, narrative, and symbolic content.
These qualities provide a rich opportunity for learning in personal, academic, and applied settings. Counselors,
psychotherapists, and teachers for decades have been exploring the use of cinematic films, building an exciting body
of practice and, increasingly, research to demonstrate and explain the value of this medium in their work. With the
development of newer technologies and the accumulating volume of film productions, it has become increasingly
feasible to introduce films into the classroom, and significantly integrate film-based experiences and discussion with
both content and process.
II. Topics
1. Information is provided on the presenters’ history of classroom application. Further, a literature review covers
the use of feature films in teaching higher education students in different academic and professional areas.
Although content focuses on material from applied psychology, it is intended to appeal to a broad spectrum of
instructors and training professionals.
2. An important goal in the psychology of education is identifying mechanisms of cognition and learning. Within
this context, different media are assumed to stimulate different learning processes. Some approaches that can be
applied to viewing films, in particular, are Gardner’s theory of multiple intelligences, Bandura’s socialcognitive approach, and constructivism. Student engagement and opportunities for critical thinking are seen as
important factors in learning through cinema. Films also have been examined within the frameworks of
cognitive science and the role of emotion.
3. Using feature films effectively requires structure and one or more frameworks for interpretation. Film analysis
may be based on many theories. Some of the more popular approaches are psychoanalysis, Jungian and
mythological interpretations, humanism, and existentialism. Special emphasis often is placed on delineating
personal challenges and transitions, and the critical analysis of conflict and controversy. In other ways, films
have been used to discuss issues of mental illness, therapy, leadership, and the roles of various professionals
involved in these areas.
4. Ongoing challenges are the ways in which process and outcome may be assessed when using feature films in
teaching. It is suggested that the goal of investigating the use of cinema is to create a rich and flexible set of
guidelines based on intuitive, experiential, and research approaches.
III. Bibliography
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A once nearly homogeneous, isolated area is experiencing a rapid increase in
people of diverse nationalities. For P-12 teachers, this means new challenges as they try
to create a successful learning environment for all of their students as well as
communicate with parents who often have limited English skills and knowledge of the
American education system.
This on-going qualitative research study explores perceptions of five immigrant
parents in order to formulate principles of support which can be used by educators. The
immigrant parents in this study participated in a series of both formal and informal
interviews through the course of a school year at the community’s adult literacy center.
All five participants attended the same early literacy class for English language learners.
In addition, the participants were observed weekly September through May for two hours
during class sessions. The interviews and field notes were analyzed through a coding
system to identify patterns and themes in their experiences which could be used to build
the principles of support.
While this research remains in progress, preliminary findings suggest cultural
misunderstandings, disparity in values among educators and immigrants, parenting
methods, and skill deficiencies all contribute to negative experiences for immigrant
parents. As the body of research continues to grow, the principles of support will be
derived from the documentation of the perception of both positive and negative
experiences reported by the participants.
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Introduction
Most current classroom teachers and those in teacher preparation
programs throughout the United States of America are likely to have students
from diverse language backgrounds over the course of their teaching careers.
The realization is that “many teachers today in the United States are facing a
degree of diversity and heterogeneity, that has probably never been seen before
in the history of U. S. education” (Krashen, 1996, p. 12). Language diversity is
increasing among the United States of America’s student population. The annual
Survey of States’ Limited Proficient Students and Available Educational
Programs and Services (SEA Survey) conducted by the U. S. Department of
Education’s Office of English Language Acquisition, Language Enhancement,
and Academic Achievement for Limited English Proficient Students (OELA)
estimates that the English learner population has increased 105%, while the
general school population has increased 12% (Kindler, 2002). Nationwide,
teachers are faced with the unique challenge and opportunity of creating learning
experiences that help students develop proficiency in English and academic
competency.
California demographics mirror those of the nation. The number of English
learners in public schools has more than doubled in the state since 1982. Census
data from the California Department of Education (CDE) website (2005) indicate
that the number of English learners in California has increased from 400,000
students in 1982 to more than 1/5 million in 2002. English learners in California
represent 25% of the nationwide total. The CDE’s census data further reveals
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that the majority of the English learners in California speak Spanish (83.5%).
Asian languages; such as Mandarin, Cantonese, Hmong, Korean, and
Vietnamese, represent the remainder. More than ever before there is a need for
teachers to possess specialized training in instructional practices that maintain
the supportive background that English learners need in order to develop English
language and literacy, as well as, academic content competency.
In an effort to the renew national education policy to meet the needs of
the changing face of the public school classroom in the United States, the federal
government reauthorized the elementary and secondary education policy under
the No Child Left Behind Act of 2001 (NCLB). In addition to creating a mandated
accountability system to measure academic achievement for all students, the
legislation has raised the awareness of English language learner academic
achievement. Highlighting English learners and their Annual Yearly Progress,
creates a sense of urgency for educational leaders and teachers to research,
identify, and implement the most successful approaches for meeting the
instructional needs of K-12 English learners.
The role of the teacher and his or her preparation and training has
become a critical factor in student achievement. According to Haycock (1998),
research has shown that the school and the teacher play a significant role and
have been directly linked to student achievement. Under the No Child Left
Behind Act of 2001, 20 U.S.C. § 2101 et seq., the role of the teacher is
emphasized mandating teachers to be “highly qualified.” This legislation states
that all teachers of public schools are required to be “highly qualified” to meet the
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demands of their position. Haycock reports that in order to assure qualified
teachers are available to all students, education leaders must focus on “quality in
teacher preparation, recruitment, hiring, assignment, and ongoing professional
development” (p. 10-11).
California has also acted to strengthen the teacher qualifications
necessary to meet the demands of the current educational reality. As of 2002,
teacher credentialing in the state requires candidates to fulfill training in
preparation to meet the needs of the diverse classroom. According to the
California Education Code, §44259.5, teachers are required to attain “the
essential knowledge, skills, and abilities needed to develop English language
skills while maintaining academic progress across the curriculum” (AB1059). In
response to this mandate, many school districts are offering English language
certification training for veteran and experienced teachers of English learners
called the AB 2913 (formerly SB395). The training incorporates effective
practices in teaching academic content to English learners and developing
English language and literacy. Yet, the reality is that there are teachers in the
field who have not obtained these highly specialized methods.
Ensuring that all teachers have the knowledge, skills, and dispositions to
meet the needs of English learners is a leadership responsibility. Michael Fullan
(2003) describes this responsibility as a moral imperative. He states “schools
must address the cognitive and social needs of all children, with an emphasis on
including those who may not have been well served in the past” (p. 3) and “the
role strategically placed to best accomplish this is the principalship (p. 29).

5

Marzano, Waters, and McNulty (2005) and Williams, Kirst and Haertel (2005)
claim that principals can have a profound influence on the performance of
students in their schools. Fullan (2003) states, “schools that work for children
have visionary leaders and dedicated and talented teachers who apply
instructional practices that research and experience tell us make a difference”
(p. 39). Not only do schools need effective teachers who are knowledgeable and
qualified, but also principals who understand the needs of their school
community. Hirsh and Sparks (1997) further add that “professional learning
communities require new forms of professional development in order to sustain
the implementation of new practices in classrooms, principals’ offices, and
central offices” (p. 2). Clearly, principals have a pivotal role to play in developing,
leading, and sustaining professional learning communities that are committed to
individual and organizational learning in order to meet the needs of English
learners. Marzano, Waters, and McNulty (2005) state the following:
At no time in recent memory has the need for effective and inspired
leadership been more pressing than it is today. With increasing needs in
our society and in the workplace for knowledgeable, skilled, responsible
citizens, the pressure on schools intensifies. The expectation that no child
be left behind in a world and in an economy that will require everyone’s
best is not likely to subside. (p. 123)
There exists a need and a sense of urgency to continue to investigate “best
practices” for meeting the needs of English learners.
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The Purpose of the Paper
This paper summarizes 3 independent research studies; each of which
studied instructional programs for English learners in Southern California public
schools. It highlights commonalities in the studies and presents findings to assist
school leaders who are considering further developing their instructional services
for their English learners. The paper also identifies areas for future research.

The Research Studies
Research Study 1
The first study completed in 1994 and titled, Breaking the Language
Barrier: Effective Implementation Strategies for English Learner Programs, was
descriptive in design and inspired by the 1992 BW Associates study, Meeting the
Challenge of Language Diversity: An Evaluation of Programs for Pupils With
Limited Proficiency in English. The purpose of the BW Associates study was to
identify whether or not there was one “best approach” for teaching English
learners in California. The study actually discovered 5 well-designed, wellimplemented, and statistically significant approaches including: Bilingual LateExit, Bilingual Early-Exit, Dual/Two-Way Immersion, Sheltered English, and
English as a Second Language Pull-Out.
The purpose of this study then was to identify successful strategies used
by five Southern California elementary schools in implementing the five
exemplary approaches for educating English learners in their local communities
and to discover what these successful program approaches had in common.
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More specifically, this study explored how these schools addressed crucial
factors that affected English learner program implementation: the facilitation of a
coherent and shared program vision; the coordination of program services with
the overall school program; the articulation of program goals, activities, and
outcomes between grades; and the training of staff to deliver a meaning-centered
curriculum to English learners.
In the Bilingual Late-Exit approach studied, English learners learned
content in their primary language while acquiring English and transitioned to an
English only program at grade four. In the Bilingual Early-Exit program, English
learners also learned content in their primary language while acquiring English,
but their transition to an English-only program occurred between grades two and
three. In the Dual Immersion program studied, English-only and English Learners
learned content in Spanish (the primary language of the English learners) while
the English-only students acquired Spanish and the Spanish speakers acquired
English. Instruction in Spanish comprised 90% of the day in kindergarten, 80% in
first grade, 70% in second grade, 60 percent in third grade and 50% in fourth
grade through sixth grade. Instruction was sheltered in both languages to ensure
that content was comprehensible for both Spanish and English learners. In the
Sheltered English program approach studied, students received English
language development and specially designed academic instruction in English
(SDAIE). SDAIE teachers used sheltered discourse, modeling, previewing,
supplementary materials, realia, demonstrations, graphic organizers, adapted
texts, cooperative learning, multicultural content, and primary language support,
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among other strategies to ensure that student acquired both English and content.
In the ESL Pull-out approach, English learners were pulled out of the regular
classroom for a period of time each day for English language development.
Leadership team interviews and faculty surveys were conducted at each
of the five schools. The interviews and surveys examined four main program
implementation factors: vision, coordination, articulation, and staff training.
Results of the interviews and surveys were analyzed to determine whether or not
any patterns or trends existed among the five program model approaches.
Four conclusions surfaced as a result of the first study:
1. The creation of a coherent and shared program vision for English
learners and the translation of that vision into action is are a cooperative effort
and a strategic process that requires the involvement of everyone who has an
interest and a responsibility for student and program outcomes.
2. The coordination of English learner programs into whole school
operations must begin with the belief that English learners should be able to
access the same powerful curriculum as all other learners without sacrificing their
identify, self-esteem, and cultural pride. The accomplishment of coordinating
English learner program is achieved through regular meetings, strategic
instructional planning and scheduling, team-teaching, and cooperative learning.
3. An important component of the English learner program articulation
process involves the regular review of comprehensive and meaningful
assessment information by school Bilingual Student Study Teams.
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4. Bilingual teacher training needs to be more than just “on-going” and
easy to access; it needs to be carefully coordinated and aligned with the overall
program vision. Teachers are more likely to participate in such training when they
are involved in the planning of professional growth activities, when they attend
with their peers, and when there is follow-up opportunity to discuss what was
learned and how successfully the learning has been applied.
Study conclusions indicated that successful English learner program
implementation is dependent upon the collaborative planning, shared decisionmaking, and regular communication on the part of skilled, caring, and committed
professionals.
Recommendations for further study included: investigating additional
school factors that affect successful English learner program implementation,
investigating the roles and relationships of district and site administrators as they
relate to program implementation, and replicating a similar study at the
secondary level.
Practical recommendations for school leaders included: recruiting skilled
bilingual teachers; providing teachers with local, on-going, and coordinated
training programs; regularly acknowledging staff effort; scheduling regular
collaborative planning time for staff; implementing a comprehensive and
appropriate student assessment program that includes a Bilingual Study Team
review process: and networking with other schools and districts for ideas,
resources, and support.
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Research Study 2
The second study, entitled A Reflection of Staff Development Efforts: An
Examination of English Learner Academic Performance and Transfer to
Teaching Practice, completed in 2005 describes the professional development
efforts with four middle schools of a public school district in Southern California.
The professional development efforts focused on the ongoing professional
development efforts highlighting a Program of Academic Excellence, named
Project GLAD (Guided Language Acquisition Design), which is a highly researchbased curriculum model to develop language and literacy in multilingual
classrooms (Brechtel, 2001). The ongoing professional development followed a
unique training model comprised of several components shown by the
professional literature to be effective (Joyce & Showers, 2002). The middle
school teachers participated in a 2 day theory and introduction to the Project
GLAD curriculum model. Later, teachers attended a 4 day demonstration of the
Project GLAD curriculum model in an actual classroom with English learners.
Teachers were also given the opportunity to attend after school support sessions
designed to help teachers apply the curriculum model in their own classroom.
The study focused on the results of these professional development efforts and
their impact on English learner achievement and teaching practice.
The data gathered from the district and state mandated standardized tests
on English literacy and language development found little difference in the
academic achievement and language development of English learners with
Project GLAD trained teachers and those without. The data from the teacher
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surveys on teacher perceptions of the professional development and transfer into
their own teaching practice showed that teachers had greater transfer of the new
knowledge as they progressed through the training. The data also showed that
teachers transferred only certain parts of the Project GLAD model into their
teaching practice. In addition, teachers cited their inability to attend support
sessions due to time constraints prevented further development and transfer into
teaching practice of the Project GLAD curriculum model.
The study concluded that the Project GLAD curriculum model had little
impact on English learner achievement in English language development and
literacy due to the fact that the Project GLAD trained teachers lacked full
implementation of the Project GLAD curriculum model. Further, similar patterns
in the student achievement led to the conclusion that other variables played a
role. The teacher surveys did show increased transfer as teachers progressed
through the professional development stages. Yet further analysis of the teacher
surveys demonstrated that few teachers fully transferred the Project GLAD
curriculum model noting that applications in the classroom had large gaps.
As a result of this study, the researcher recommended continued study of
the student achievement as teachers continued on with the professional
development. Further professional development is recommended following a
focus on maintaining a model of development over time with demonstrations,
practice and coaching. Recommendations for the district and school sites include
building time into work schedules for planning, collaboration, and preparation on
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the implementation of the staff development and offering and promoting support
and development meetings for professional collaboration and reflection.
Research study 3
The third study, completed in 2005, is entitled Teachers’ perceptions of
successful English Language Development Practices: A study of program
delivery models, instructional and support services at two high performing twoway immersion elementary schools. It investigated and validated research
related to exemplary English Language Development (ELD) delivery models,
instructional practices and other school conditions that support the academic
achievement of the Hispanic/Latino students within two Dual Language/Two-Way
Immersion program schools in southern California.
The results of the teacher surveys indicated that high academic
achievement at both schools was the in part due to the teachers having ELD
certification. Teachers at both schools felt that they had qualified and
experienced teachers who employ effective teaching techniques.
The English language delivery program most mentioned from the two
schools was the classroom generalist model. In the area of instructional
strategies, the non-Two-Way teachers indicated that the method of teaching ELD
most commonly utilized was Sheltered English/SDAIE. Furthermore, the two
exemplary schools selected had several common teaching strategies; an ELD
program that supports the curriculum, teachers provide the students with explicit,
systematic instruction, teacher modeling, repeated teaching, visuals, background
knowledge, and corrective feedback.
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The results from the surveys administered to the non-Two-Way teachers
closely resembled the answers from the Two-Way teachers. The principals
stressed goal of uniformity within the programs at each of the two schools. As an
instructional leader, the principal has the important role of setting the vision for
the school. The consistency was the result of professional development for all
teachers. The principals were supportive of the teachers and encouraged them to
attend professional development. The teachers at both schools had many
opportunities to attend professional development in instructional strategies for
English learners.
An important theme that arose from the research is that importance of
school leadership. In surveying the teachers about the reason for their school’s
high achievement, many of them stated that it was due to the principal’s effective
leadership. Teachers responded that their principal completely understood the
Two-Way Immersion program. In other words, the principal was able to provide
the teachers and community with a vision of the school.
The leadership teams and the teachers felt that there were a number of
reasons for the schools’ Academic Performance Index (API) growth and success.
The results obtained from the leadership teams and the teachers demonstrate
that there is tremendous parental support for both schools, the ability grouping of
students is effective, teacher quality and dedication were important, getting to
know the students and parents increases involvement and success, having an
open door policy encourages participation, validating the students’ culture is
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significant, and regular professional development for teachers promotes
excellence in teaching and learning.
Recommendations
Teacher qualifications and training greatly impact English Language
Learners (ELL) student learning and, therefore, it is important for school and
district leaders to consistently recruit, train and support qualified classroom
teachers to work with ELLs. Teacher training is extremely important and
significantly affects English learner academic achievement when the teachers
employ the current research-based strategies (BW Associates, 1992).
The school principal may want to consider having both the Two-Way
teachers and the non-Two-Way teachers utilize the same teaching strategies for
their English language learners in order to have instructional program coherence
of the elementary program (pre-kindergarten through 6th grade). Moreover, a
school leader might want to consider ensuring that all teachers are qualified to
teach the SDAIE method within their classroom and keep current on new
research-based teaching strategies for ELs. The principal may want to ensure
that teachers are implementing these strategies through classroom observations
and lesson plan analysis. However, the needs at each school are different, and a
principal should make decisions based on his or her particular school.
Conclusions
Common to All Three Studies
Teacher expertise. Teachers that are knowledgeable, skilled, caring, and
dedicated are critical to the successful academic and language development of

Summary of the Studies Table 1
Conclusions and Recommendation of the 3 Research Studies
Study 1
Conclusions

Successful programs for
English learners share:
• Additive views towards
English learners
• Coherent program
visions
• Programs aligned with
coherent visions
• Coordination of English
learner programs with
whole school operations
• Collaboration
• Regular meetings
• Strategic instructional
planning and scheduling
• Team teaching
• Cooperative learning
• Regular review of
comprehensive and
meaningful assessment
data
• On-going and easy to
access training that is
carefully coordinated
and aligned with the
overall program vision

Study 2
•

•

•

Study 3

Professional development
efforts had little impact on
English learner
achievement in English
language development
and literacy due to the
partial implementation of
the curriculum model

•

Increased transfer of staff
development to teaching
practice when staff
development was
designed to expand
progressing through the
following steps:
o theory/purpose
o demonstrations
o practice/implement
ation
o peer coaching

•
•

Teachers felt
support/collaboration
meetings were essential
and in regular meetings

•
•
•

•
•
•
•
•

All teachers have the proper
certification to teach English
learners
A strong professional
development focus
Stability of the staff
Flexible ability grouping in
language arts and
mathematics
Teacher dedication
High levels parent
involvement
Administration and teachers
have a connection with
parents and students
Administration has an open
door policy
Validation of the school
community’s culture
Teacher quality
Principal completely
understood the two-way
immersion school and
believed in its effectiveness
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•

overall program vision.
Opportunity for training
debrief and application
planning

Study 1
Recommendations

•
•

•
•
•

•

Recruit skilled bilingual
teachers
Provide teachers with
local, on-going, and
coordinated training
programs
Regularly
acknowledging staff
effort
Schedule regular
collaborative planning
time for staff
Implement a
comprehensive and
appropriate student
assessment program
that includes a Bilingual
Study Team review
process
Networking with other
schools and districts for
ideas, resources, and
support

Study 2
•

•

•

Staff development
focused on a model of
development over time
with demonstrations,
practice and coaching
District and school sites
build time into work
schedules for planning,
collaboration, and
preparation on the
implementation of the
staff development
District and school sites
offer and promote support
and development
meetings for professional
collaboration and
reflection

Study 3
•
•
•
•
•
•
•
•
•
•
•

Administrator awareness of
NCLB
All teachers attend
professional development
Retention of teachers
Ability group students for
language arts and
mathematics
Hire and maintain teachers
who are dedicated
Parent participation
Personal connect with the
students and parents
Open door policy
Hire teacher who represent
the school community
Retain quality teachers
Hire principals who
understand and believe in the
two-way immersion program

English learners. All three studies speak to the importance of preparing, hiring,
and sustaining highly qualified teachers. Study 1 indicated that the majority of the
teachers responsible for English learner instruction at the five model program
sites were appropriately certified or in training. Teachers at these sites
contributed to the development of shared and coherent visions for English
learner programs. Teachers voiced a commitment to specific program goals,
team work, and shared decision-making. They engaged in team teaching, formal
meeting time, official planning time, and regular informal discussions about their
students and the program. They also regularly reviewed student performance
data to inform their teaching and to monitor student progress and
accomplishment. They were committed to ongoing training and they participated
in decisions and actions related to training. The leadership teams at all five sites
in Study 1 stressed the importance of recruiting, developing, and maintaining
staff who were talented, caring and committed professionals. Furthermore, these
teams felt that commitment was a driving force behind effective program
implementation. They described committed teachers as those who cared both
about what students learned and how they learned. Specifically, they believed
that student self-esteem should not be sacrificed nor compromised purely for
academic gain. Although the teams in general agreed that the principal played an
important role in helping facilitate a coherent and shared vision, they were not
viewed as being solely responsible. Team effort was expected and valued.
Teachers believed they had specialized training and were therefore accountable
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to implement effective instructional strategies. In several schools, principals were
not bilingual nor were they trained in the areas of method and culture.
Study 2 focused on one district’s commitment to teacher expertise. Its
efforts supported the development and growth of highly qualified teachers.
Teachers participated in ongoing professional development confirming the
teacher commitment to further individual expertise. They engaged in
collaborative discussions and planning meetings which focused on effective
strategies to meet the needs of their student’s. Teachers valued the professional
collaboration time with their colleagues and believed it important.
In Study 3, there were approximately the same amount of bachelor’s
degrees and master’s degrees at both schools within the Two-Way and non-TwoWay programs. As a result, the level of education at School 1 is comparable to
that of School 2. Similar levels of education may have, in part, contributed to the
successful results of the schools. There is mixed evidence pertaining to the
impact of teachers who have advanced degrees on student achievement at the
elementary level and positive results for high school mathematics and science
(King Rice, 2003; Laczko-Kerr & Berliner, 2002). In application, advanced
degrees, although important, may not be as important as other factors such as
teacher training.
The final results of Study 3 also indicated that teacher qualifications and
training greatly impact ELL student learning and, therefore, it is important for
school and district leaders to consistently recruit, train and support qualified
classroom teachers to work with ELLs. Research demonstrates that teachers
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who are fully credentialed make a positive impact on student achievement (King
Rice, 2003). The number of years experience at both schools was similar and the
teachers in the Two-Way program had less time teaching. The two schools
demonstrated significant academic growth therefore; a school that has varied
teaching experience has the potential to be successful. It may be an important
consideration to provide more assistance to teachers in the area of ELD due to
the specific needs. According to Stronge (2002), “effective experienced teachers
are better able to apply a range of teaching strategies, and they demonstrate
more depth and differentiation in learning activities” (p. 10). These are critical,
particularly with English learners who have language development needs on top
of academic needs.
Additional required training after teachers have their ELL authorizations
may play a pivotal role in fine tuning teaching skills specifically designed for
ELLs. School districts and school sites should provide ongoing training and
support to classroom teachers of ELL and ELD expertise (Chamot, 1993).
Professional development. Investing in teachers resonates in all three
studies. Each study concluded that professional development was an essential
part of effective schools that positively impact English learner academic and
language achievement. Study 1 and Study 2 further concluded that effective
professional development consists of a commitment to well-designed and wellimplemented models and approaches that are made readily accessible to
teachers and staff. Such models and approaches are characterized by strategic
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ongoing training that expands over time and that emphasizes the importance of
fostering and sustaining opportunities for articulation and coaching.
Study 1 concluded that English learner teacher training needs to be more
than just on-going and easy to access; it needs to be carefully coordinated and
aligned with the overall program vision. Teachers are more likely to participate in
such training when they are involved in the planning of professional growth
activities, when they attend with their peers, and when there is follow-up
opportunity to discuss what was learned and how successfully learning has been
applied. Some of the schools worked with designated mentors who met regularly
with teachers at the school site and at the district office. The mentors were
practitioners who brainstormed with classroom teachers to solve problems. The
SDAIE program school worked closely with trainers from Project Guided
Language Acquisition Development (GLAD). These trainers visited the school
regularly to meet with teachers and to support peer coaching. All five schools in
Study 1 stressed the importance of dedicating time for professional growth and
for planning time. They saw this as critical to their programs’ success.
In Study 2, all of the teachers studied were participants in Project GLAD
training. Teachers participated in ongoing training that focused on effective
practices within the Project GLAD curriculum model. They found that as they
progressed through the different levels of the training their abilities to transfer the
skills of the training into their own teaching practice increased. Teachers were
given time to practice and apply the curriculum model and strategies in their
specific context. A need was expressed by teachers to maintain staff
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development efforts through support meetings where teachers would gather
together to collaborate on new units of study and dialogue about the specific
circumstances of their classroom and needs of their students.
The results of Study 3 indicated that the two principals strongly believed in
professional development. Each year the teachers at each of the schools
attended the Two-Way California Association of Bilingual Education (CABE)
conference. There is research that indicates that new teachers who took
professional development classes felt better prepared to teach English learners
(Laczko-Kerr & Berliner, 2002). Specific language grants such as the Foreign
Language Incentive Program (FLIP) and Foreign Language Assistance Program
(FLAP) were written to support this goal in addition to the principal allocating
funds in the budget for professional development opportunities.
Michael Garet and his colleagues (Garet, Porter, Desmone, Birman, &
Yoon, 2001) conducted one of the most extensive studies on the effects of staff
development activities. Their survey of 1,000 teachers revealed that those
features of staff development with the strongest relationship to reported change
in teacher behavior are a) focus on content knowledge, b) opportunities for active
learning, and c) overall coherence of the staff development activities. The work of
Joyce and Showers (2002) has concluded that there are four components to
effective staff development. Knowledge is the central focus of the first component
that explores the theory or rationale behind the content of the training. This
exploration provides a deeper understanding and answers the why question. The
second component, according to Joyce and Showers, includes the demonstration
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or modeling of the skill that incorporates explanations to merge the theory with
practice. The third component that follows consists of the practice phase. The
final component, peer coaching, is the, “collaborative work of teachers to solve
the problems or questions that arise during implementation” (p. 74). In their
analysis of the training components in terms of outcomes from the various
components, Joyce and Showers show that transfer of staff development content
into teacher practice grows significantly as implementation of the components
increases.
Shared leadership. Finally, the findings of all three studies show that both
teachers and principals play significant and shared leadership roles in effective
schools where English language learners have thrived. Both principals and
teachers are active in the decisions that affect the school and the instruction of
English learners. Inherent in all three studies is the understanding that all
students can succeed.
Study 1 found that exemplary schools develop a coherent and shared
vision for their English learner programs by collaboratively defining specific
program goals and objectives. They accomplish this by translating their visions
into action as the result of team planning and shared decision-making. Staff
expertise and participation in the vision building process created commitment to
follow through with the proposed plan and to share accountability for outcomes.
Study 1 also concluded that English learner programs require extra demanding
work on the part of all staff members that are involved in the program planning,
delivery, and evaluation. Staff that not only participate in these programs but also

23

provide leadership, need to be acknowledged and supported. Although the teams
in general agreed that the principal played an important role in helping facilitate a
coherent and shared vision, they were not viewed as being solely responsible.
Team effort was expected and valued. Teachers believed they had specialized
training and were therefore accountable to implement effective instructional
strategies.
The schools described in Study 2 had taken on the specialized training of
Project GLAD to address the English learner needs of their student populations.
Principals and middle school teachers of English learners were committed to
participating in the ongoing training. The study found that teachers required the
support of the principal to foster the collaboration involved in the latter parts of
the training model. According to Zmuda, Kuklis and Kline (2004) a school as a
competent system must move toward an environment of collegiality with a
collective autonomy and accountability. This shift must begin from within the
school.
The results of Study 3 demonstrate the importance of a shared vision. In
order to have increased academic achievement from students, research has
demonstrated that instructional program coherence is an essential part of the
success of schools (Newman et al., 2001). Principals have a significant impact
on the quality of their school. Both principals and staff had a clear understanding
of a Two-Way Immersion school. Teschke (1996) states that effective principals
“articulate a vision and are proactive in the pursuit of their vision” (p.10). High
performing school are the result of effective principals because the quality of the
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academic program depends on the school leader, the principal is an instructional
leader who support teachers to grow as professionals and the principal is the
most important factor in determining school climate (Barth, 1990).
One of the most common misconceptions about leadership at the school
level is that it should reside with a single individual—namely the principal
(Halinger, Bickman, & Davis, 1996). Although the principal can be a powerful
force toward school reform, evidence supports the assertion that a substantive
change initiative must be supported by both administrators and teachers (Conley
& Bacharach, 1990; Glickman, 1993, 1998; Maeroff, 1988; Schlechty, 1990).
Marzano (2003) recommends that “leadership for change is most effective when
carried out by a small group of educators with the principal functioning as a
strong cohesive force” (p. 174). Marzano also suggests that “the leadership team
must operate in such a way as to provide strong guidance while demonstrating
respect for those not on the team” (p. 175).
Students deserve to have teachers and administrators that are constantly
learning. The learning may occur by attending workshops and courses, but the
majority of it will transpire as teachers plan lessons together, examine their
students' work to find ways to improve it, observe one another teach, and plan
improvements based on various data. School members concerned about student
achievement must take an active leadership role in designing a system for
sustained teaching and learning (Sparks, 1998).
In summary, the 3 independent research studies revealed three findings in
common among schools that are effectively meeting the academic and language
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needs of English learners. These schools maintained strong teacher expertise,
they supported well-designed and well-implemented professional development,
and they shared program leadership.
Implications to Improve Practice
1. Schools that serve English learners need to recruit, hire, support, and
sustain the most qualified, experienced and talented teachers possible.
This recommendation implies that teacher preparation institutions need to
fully prepare pre-service teachers to meet the needs of English learners.
The opportunity exists for districts and teacher preparation institutions to
partner and coordinate efforts. More work needs to be done in this area.
2. Schools need to design, implement, and evaluate individual and
organizational professional growth that is based on a continual review of
student performance data and researched-based practices.
3. Schools need to lead and sustain professional learning communities in
which purpose, vision, action, and accountability are shared by all persons
who work with English learners.
4. Principals are in a strategic position to positively influence the work of
teachers and the achievement of students. Therefore, there is a need for
districts to recruit, hire, support, and sustain the most qualified,
experience, and talented administrators possible. This also implies that
there is a need for administrator preparation institutions to fully prepare
administrators to lead successful programs for English learners. As with

26

teacher preparation, there is a need and an opportunity for districts and
administrator preparation programs to partner and coordinate efforts.
Recommendations for Future Research
The conclusions shared in common by the three studies analyzed in this
paper are the basis for the following recommendations for further research and
school practice:
1. The three studies analyzed in this paper addressed exemplary English
learner program practices at the elementary and middle school levels.
There is a need to study practices at the high school level. Furthermore, a
need exists to study the relationship and the coordination of exemplary
practices between the elementary, middle, and high school levels of
schooling for English learners.
2. Given the significant impact that teachers have on student performance,
there is a need to continue to study how districts and schools can attract,
support, and retain the most qualified teachers to meet the content and
literacy needs of English learners.
3. Building leadership capacity in schools is essential. There is a need to
continue to study “best practices” for developing and sustaining school
cultures that embrace inquiry, learning, and shared accountability.
4. New paradigms and models exist for effective staff development. There is
a need to continue to study ‘best practices” for English learner teacher
professional growth at all levels of schooling.
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Proposal Abstract
Montessori Method in the Regular Classroom: An Action Research Project Studying
Successful Students
My study began with looking at failure, but as I delved into the literature I began
to wonder if failure was the right place to begin. I decided to look at success; is success
measurable? Certainly academic success can be measured, and usually is in grades, but
can this be the only measure of success? According to Covington and Teel (1996) when
success is measured through ability, there are winners and there are losers, and the losers
become alienated from school. However, when success is measured using equitable
approaches learning is fostered and alienation is diminished.
I began looking for alternative methods of teaching that would offer equitable
approaches for measuring success and found a Montessori school in an urban
environment where I could complete my internship. In their district web site the
description for this Montessori school seemed to offer a more equitable approach for
student success which attracted my interest. According to Rosanova, (2003) the
Montessori classroom has meaning and concrete connections and will foster the values
of: “Respect for Work.,” “Respect for Feelings,” “Care of Self,” and “Care of the
Environment,” (p. 11). Crain (2003) suggests that the Montessori classroom has the five
equitable approaches for measuring success imbedded into the curriculum, which drives
my question. How can I become a better teacher by using portions of Montessori
methodology in a regular classroom to facilitate student success?
As an action research project this study will primarily focus on myself and how I
can improve my teaching method to facilitate success in all my students. I will also focus
on perceptions and beliefs of success from students and teachers. It is my hope that I will
learn methods from the Montessori setting which can carry over into the traditional
setting. While there are beliefs that Montessori Methods cannot be divided into parts for
use in traditional settings, I would like to use what I learn from my Montessori
experience to enhance student success in all my future classes.
Practitioner research cannot be generalized to all situations; however, it is helpful
in creating a teaching style for myself and will help improve my educational practice. I
have not been formally instructed on Montessori Methodology and will be limited to the
types of instruction that I will be able to perform in the classroom. I will be working with
an intermediate group of fourth, fifth and sixth grade students. The sample group will
only be between twenty-five to thirty students.
I will use six different forms of collecting data in my study in order to connect
methods with students which will include: 1) three semi-structured interviews with
experienced teachers who teach Montessori methods in kindergarten, primary and
intermediate levels; 2) student and teacher questionnaires; 3) various forms of lesson
plans extended through several different subjects; 4) my researcher journal; 5) field note
observations in three level classrooms; and 6) videotaped lessons.
The student and teacher questionnaires will measure perceptions of success and
will ask for the definition of success from teachers. I am interested in how success can be

measured equitably for both teacher and students. According to research equitable
approaches for measuring success include: 1. Insuring equal access to rewards;
2. Inspiring mastery and curiosity; 3. Stimulating multiple abilities; 4. Offering
alternative incentives; 5. Making assignments engaging (Covington and Teel, 1996. p.
46).
The study’s validity will be construed by: 1) triangulation, 2) member checks,
3) gathering data over time, and 4) peer examination.
Triangulation. Research will be gathered from a variety of different methods at
different times and in different settings. The data gathered will be processed to look at
the same question from diverse perspectives.
Member Checks. Data collected via field notes and interviews will be processed,
cooked, analyzed, and returned to the members participating in these methods. Each
participant will be given opportunity to see if my description of the conversations and
events are consistent with their perceptions.
Gathering Data Over Time. Data will be collected for this study beginning with
the beginning of the school year and ending in December upon completion of my
Internship. The journals will be consistently kept on a daily basis with my thoughts and
the highlights of events which are of interest to me. Field notes will be collected at the
beginning of school, along with teacher interviews. Both the teacher and student
questionnaires will be collected after the first quarter has been completed. I will also ask
the students to provide me with some feedback on my teaching style at the end of my
student teaching experience.
Peer Examination. My findings and writings will be shared with my peers to
facilitate clarity, to process events, and to guide further thought and research. My peers
and I will meet on a weekly basis and discuss many of the methods and practices in form
that we will be witnessing. We also will critique each other’s presentations of lessons
and glean information from each other’s failures as well as celebrations.
My main goal for this study is to determine which Montessori methods I can use
to foster equitable success for all students in my classroom. As a pre-service teacher I
want to figure out how to grab students’ attention and entice them to participate in the
learning process and allow them to experience meaning in their studies. How can I
motivate mastery and curiosity, and in what ways can I foster each individual’s unique
talents and learning styles?
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Laura Eastham
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MAT Program
Paper Proposal

Chapter 1
Introduction
Personal background of the study
The chair soared across the room barely missing the heads and shoulders of
several children; the boy angrily kicked another chair out of the way and walked out of
the room. The teacher asked me to follow him to make sure he went to the student
reflection room to cool down. As he walked past the student reflection room and headed
out the front door of the school I physically placed my body between him and the door,
and asked him calmly where he was going. “Home!” he said. I said, “Please, go to the
reflection room and cool down.” My heart raced, I didn’t know if he would turn around
or not. I didn’t move, just stood there and waited, quietly. After a long and pregnant
moment of silence, he turned around and went to the room. I followed him and then went
back to my class. This incident spawned my interest in trying to figure out how to reach
students who were alienated from school.
Researcher question
My study began with looking at failure, but as I delved into the literature I began
to wonder if failure was the right place to begin. I decided to look at success; is success
measurable? Certainly academic success can be measured, and usually is in grades, but
can this be the only measure of success? According to Covington and Teel (1996) when
success is measured according to ability, there are winners and there are losers and the
losers become alienated from school. However, when success is measured using
equitable approaches learning is fostered and alienation from students is diminished.

Equitable approaches for measuring success include:
1. Insuring equal access to rewards
2. Rewarding mastery and curiosity
3. Rewarding multiple abilities
4. Offering alternative incentives
5. Making assignments engaging (Covington and Teel, 1996. p. 46).
I began looking for alternative methods of teaching that would offer equitable
approaches to measuring success and found a Montessori school in an urban environment
where I could complete my internship. In their district web site for the Montessori school
chosen for my internship, the description seemed to offer a more equitable approach for
measuring success. According to Rosanova, (2003) the Montessori classroom has
meaning and concrete connections and will foster the values of: “Respect for Work.,”
“Respect for Feelings,” “Care of Self,” and “Care of the Environment,” (p. 11). Crain
(2003) suggests that the Montessori classroom has the five equitable approaches for
measuring success imbedded into the curriculum, which drives my question. How can I
become a better teacher by using portions of Montessori methodology in a regular
classroom to facilitate student success?
Need for the study
In the process of becoming a future educator, I have been indoctrinated with the
idea that no child shall be left behind (No Child Left Behind Act of 2001, 2002.). The
notion that every child has the potential to become a successful learner I feel is a good
one. It has become obvious that I need to produce practical methods to use in my

instruction that will encourage and aid students to become passionate learners. I also feel
I need to find ways to provide equitable approaches for measuring success.
Purpose/Goal
It is my purpose to learn how to produce lessons that engage all students as
learners, reaching students through as many of Gardner’s intelligences as possible
(Gardner, 1983). I want to use constructivist and cooperative methods to engage students
to internalize their learning (DeVries, and Zan, 1995). I want to learn how to balance the
published district curriculum and standards with ideal Socratic student lead inquiry. I
want to accomplish a classroom atmosphere where all students are passionately learning
because they have found meaning in their studies. The Montessori classroom seems to
provide an environment that fosters all these modalities of learning (Bodrova, 2003;
Crain, 2003; Eklind, 2003; Rosanova, 2003; Vardin, 2003).
Type of Research
The type of research that I will use for this study will be practitioner research or
teacher research. The research will take place in an urban Montessori elementary school
where I will participate as an intern in an intermediate multi-age classroom. I will look at
methods and means in which I can find ways to make my instruction meaningful for my
students. “Practitioner research is ‘insider’ research done by practitioners using their
own site as the focus of their study. It is a reflective process, but is different from
isolated, spontaneous reflection in that it is deliberately and systematically undertaken”
(Anderson, Herr, Nihlen, 1994, p. 2). Teacher research then is a qualitative method of
research that enables the practitioner to transform their environment, to reflect on their
own practice, and to grow professionally. (Holly, Arhar, and Kasten, 2005)

Personal bias and limitations
While practitioner research cannot be generalized to all situations, it is helpful in
creating a teaching style for myself and will help improve my educational practice. I
have not been formally instructed on Montessori Methodology and will be limited to the
types of instruction that I will be able to perform in the classroom. I will be working with
an intermediate group of fourth, fifth and sixth grade students. The sample group will
only be between twenty-five to thirty students. I also have some negative
preconceptions of Montessori methods with which I grew up that I have to overcome in
order to be impartial. Furthermore, there will be a pre-existing professional relationship
between myself and the students since I will be their student teacher. Because I will be
studying ways to improve my teaching methodology this relationship will be paramount
to my study.
Since I am new in the field of education and practitioner research I am bound to
be naïve in some of my thoughts and positions. My belief that all students can be
educated has not been seasoned with the successes and disappointments found in years of
experience. I have yet to deal with direct opposition from students by myself, and have
not formulated all the techniques needed for proper classroom management. While I have
a pretty good picture of what I would like to become as a teacher, I am sure that I have
much to learn which can only be accumulated from years of experience. What I lack in
experience I hope to make up for in enthusiasm.
Definitions
Characteristics defined for the elementary Montessori classroom include learners
who have a three-year spread in range starting from three to six years, seven to nine

years, and ten to twelve years. The students are self-directed and learn in open classroom
specially prepared environments. Students generally receive instruction individually or in
small groups and teachers act as guides or facilitators to learning. Generally children
engage in work of their choice, and the environment fosters student cooperation and
responsibility (Chattin-Mcnichols, 1992).
Self-directed learning. Self-directed learning is defined as students taking
responsibility for planning, implementing and evaluating individual areas of study.
(Heimstra, R, 1994)
Open classrooms. According to the American Heritage Dictionary (2003), open
classrooms are described as “a system of elementary education in which instruction and
activities are informally structured, flexible, and individualized” (Houghton Mifflin
Company, 2003).
Prepared environment. Maria Montessori (1981) contends a prepared
environment is one that is age appropriate, and that allows for freedom of discovery. All
tools which are provided for instruction are used to pique the child’s natural curiosity.
The child is to use the manipulatives so that they can construct their own knowledge.
The learning environment is paramount to her system of education.
Individualized learning. “Students have multiple options for taking in
information, making sense of ideas, and expressing what they learn. In other words, it
provides different avenues to acquiring content, processing or making sense of ideas, and
developing products.” (Tomlinson, 1999)

Student success. In the American Heritage Dictionary (2003) success is “the
achievement of something desired, planned, or attempted” (Houghton Mifflin Company,
2003).
Unsuccessful student. An unsuccessful student then according to the American
Heritage Dictionary would be one who failed “to attain something desired or intended”
(Houghton Mifflin Company, 2003).
Motivation. Motivation is the “state of being moved into action, of being
impelled to do something” (Houghton Mifflin Company, 2003).

Chapter 2
Review of the Literature
Activities worth learning come from teachers who have students learn by solving
problems, who have choice in reading material, and who write poetry (Good and Brophy,
2000). Success for students should not be based on the highest test scores, but rather on
whether the student is engaged, whether he likes school, whether they are intrinsically
motivated to complete assignments for the sake of learning, and whether they will
become life long learners. Where high stakes testing takes away flexibility in lessons,
students are enriched in their learning when they have choice in what they learn
(Covington and Teel, 1996). Montessori classrooms give students choice (Crain, 2003).
How does one use Montessori methodology in a regular classroom to facilitate student
success?
Overview of chapter
While critics of child-centered methodology contend that “as a pedagogical
framework, it subordinates the curriculum to the interests of the child, and stimulates
learning only around concepts in which the students have a prekindled interest, such
criticisms miss the mark” (Brooks, and Brooks, 1993. p. 35). This chapter will briefly
discuss the history of Montessori methods, and then will attempt to describe what a
Montessori intermediate classroom looks like, along with the definition of success for
the Montessori class. The Montessori classroom will then be briefly compared to a
traditional classroom and the definition of success for the traditional class will be
explained. A brief discussion will be conducted on what conditions in the classroom will

foster success, then Montessori theory will be compared to that of Vygotsky,
Constructivism, and Gardner.
History of Montessori
In 1899, Dr. Montessori worked with exceptional children at the orthophrenic
school at Rome. Here she discovered that by using certain methods she was able to lead
retarded children through a test where they did better than average children taking the
same test. (Standing, 1962) Her first children’s home was established in 1907 in the San
Lorenzo Quarter in Rome, a very economically deprived section of the city. Using some
of the methods she had used to educate exceptional children she went on to educate the
poor children that she encountered. The parents, who worked long and hard hours in
order to make ends meet, were glad to have someone to care for their children. They had
been leaving their children to their own devices before the school opened. In these
classes Dr. Montessori provided children with the freedom to “discover inner discipline
and social grace which brought them joy” (Montessori, 1981, p. 120).
Many diplomats and members of upper society came to visit Dr. Montessori and
her students at the first children’s house, which resulted in spreading her methods to
many new countries. She also became a lecturer, and spread her methods and established
her schools throughout the world (Montessori,1981). Interest in Dr. Montessori’s
methods rose between 1910 and 1920 but waned in the United States until the late 1950s
when a second wave of interest began (Chattin-McNichols, 1992).
Dr. Montessori’s methods included a specially prepared environment in which the
furniture is scaled down to the size of her students. They are observed in their

independent endeavors for learning, rather than using the lecture method (Montessori,
1964). She started out developing early childhood methods, for which she is well known,
but then expanded to the age of “imagination” which is instruction for children from
seven to twelve (Montessori, 1976). “Imagination is the great power of this age. Since we
are unable to present everything, it is up to the child to use his imagination. Now what is
it that strikes the imagination? Above all, grandeur and, next, mystery. The imagination is
then able to reconstruct the whole when it knows the real detail” (Montessori, 1976,
p.37). The third period of growth for children is twelve to eighteen years which she
simply called the period of adolescence. Her method contends that for each period a
different person is rediscovered (Montessori, 1976).
The Montessori intermediate classroom.
The characteristics of elementary Montessori classes include:
1. Classes are multi age in a three-year age range. For example first, second, and
third graders are in one class and fourth, fifth and sixth are in another class.
2. Materials are designed for use by individual students or small groups, not as
teacher presentation aids.
3. Student activity is individual and small group work of their choice for three to
four hours a day. The process for providing students with the opportunities for
effective choice-making in their studies include creating the supportive
prepared environment, providing opportunity for engagement, and evaluating,
identifying, implementing, and reflecting on choice. (Ward, 2004).

4. Students receive instruction individually or in small groups. Classes spending
more than one hour a day in whole class activity are departing from
Montessori methods.
5. Classes have attitude of cooperation not competition.
6. Although public Montessori schools perform achievement tests according to
requirements, they are seen as irrelevant to student learning.
7. Individual responsibility is emphasized. (Chattin-Mcnichols, 1992)
Montessori Method is child-centered and geared toward the whole child, and their
interests and needs. When educators are child-centered their students show more curiosity
and concentration in the lesson. Students tend to be “tranquil, independent thinkers,
exuberant and full of grace” (Crain, 2003, p.14). Choice is vital to child-centered lessons;
it leads to student success, and intrinsic motivation. Providing students with choice
allows their learning to emerge in cognitive, emotional, social and physical aspects
(Ward, 2004). Teachers in the Montessori classroom are facilitators to learning and are
not disseminators of knowledge. It is important to remember that teachers should view
themselves as learners and that students will learn by “building their own understanding”
(Johnson, 2000, p.12).
How success is measured. While there are no end-of-the year objectives, children
develop at their own pace and level. Curiosity and mastery are rewarded and mistakes are
encouraged along with self correction and responsibility. (Chattin-McNichols, 1992,
Rosanova, 2003). In the Montessori classroom there are “five categories—achievement,
self-discipline, personal integrity, responsible citizenship, and enjoyment of work—for
achieving success” (Celeste, Et. Al., 2003. p.45).

The Traditional Intermediate Classroom
In a traditional classroom the teacher presents lessons for students to learn in a
variety of differing methods. Teachers will use direct teaching, cooperative learning, and
problem-based learning to name a few. (Sadker, and Sadker, 2003) However,
traditionally coursework is presented throughout the day with few connections between
subjects, and while most environments are caring they tend to be competitive. The
teacher is given the role of the knowledge disseminator, and has the final say on what
will be learned. When mistakes are made students are marked down instead of given the
opportunity to make corrections (Covington and Teel, 1996). In the environment of high
stakes, testing the curriculum does not allow for much flexibility, and interest in learning
diminishes (Crain, 2003).
How success is measured. The traditional class measures success “according to
‘performance and grades’. Ability is narrowly defined and value is placed on who can do
better than others. Obstacles to success are other students. The teacher is put into the role
of the judge to determine who gets the grade and who doesn’t. Errors and mistakes are
considered to be evidence of stupidity” (Covington and Teel, 1996. p. 27).
Conditions in class that foster success.
Students who feel successful have intrinsic motivation and their primary
explanation for achievement is based on ability and effort; an internal locus of control.
Students who do not feel successful tend to explain their achievements on luck or the
difficulty level of the task; an external locus of control (Slaven, 2003). Montessori
methods tend to promote intrinsic motivation by allowing the student freedom to
complete a task and to accomplish success on their own. (Montessori, 1964)

Successful classrooms foster meaningful learning, and encourage students to
relate to their background (Slaven, 2003 and Nieto, 2005). Students have freedom to
make choices in what they learn and take responsibility for their own evaluations.
Students are recognized for goal attainment and for learning that leads to more
questioning (Slaven, 2003). Classrooms produce environments which are accepting and
appreciative for all cultures and differences. Individuality is valued (Nieto, 2005).
Students are involved in their own evaluation and evaluation is equitable (Slaven, 2003
and Covington and Teel, 1996). Student progression is determined by the students.
Scheduling of learning opportunities is flexible based on the needs of the students
(Slaven, 2003). “Under the guidance of trusting teachers who help build constructive peer
relations and who develop confidence in learning, the child may quickly gain a sense that
he or she is capable of living effectively in the larger world outside the home” (Beane and
Lipka, 1986, p. 20). Montessori elementary classes provide many of the characteristics
for a successful student (Rosanova, 2003).
Montessori and other theories of education.
Montessori methods were developed around the turn of the century, and while she
was influenced a great deal by Piaget’s theories of child development, she formulated a
system of educational methods that are child-centered and that are comparable to many
modern day educational philosophies (Elkind, 2003). Many constructivist views are
incorporated into “educational movements such as open education, inquiry learning, and
discovery learning, as well as contemporary movements such as whole-language teaching
and portfolio assessment” (Good and Brophy, 1995, p. 180-181).

Montessori and constructivism. Like many constructivist theories Montessori
believed that children constructed much of their own knowledge. (Montessori, 1981).
However, Montessori also incorporates two other epistemological positions, that of
Empiricism and Nativism. Empiricist perspectives hold that we are blank slates and form
our knowledge through our senses, whereas nativist perspectives contend that we have all
our knowledge at birth but it is latent and needs to be brought forward before we can use
it. Constructivists tend to be somewhere in the middle between empiricists and nativists.
The constructivist understands that there is a real world that exists separately from our
senses, however, we form knowledge of this world through our inborn understandings
and organization of information we glean from the world.(Elkind, 2003). “Every child
has a bit of the mime, the logician, and the architect in himself or herself. Indeed these
three models might be described as the three basic modes of learning: imitation, reason,
and contruction” (Elkind, 2003, p. 29). All three of these epistemologies are incorporated
into the Montessori method (Elkind, 2003).
Montessori and Vygotsky. Vygotsky’s theory contends that the child will develop
based on his own constructs as well as through social interaction, and that knowledge is
socially constructed.(Vygotsky, 1978). Montessori, however, believed that child
development followed a predetermined sequence of stages, and that children’s knowledge
unfolded from natural interests in a carefully constructed environment. (Bodrova, 2003).
Vygotsky’s (1978) theory is that the “zone of proximal development is where
learning awakens a variety of internal developmental processes that are able to operate
only when the child is interacting with people in his environment and in cooperation with
his peers. Once these processes are internalized, they become part of the child’s

independent developmental achievement” (p.90). Montessori theories about the
relationship between instruction and development are parallel to Vygotsky’s zone theory.
The only difference is that Vygotsky believes play is an important and critical experience
that shapes mental development during early childhood years and is what creates the
Zone, whereas, Montessori believes that play is not important and is only used by
children when they are not properly stimulated with interesting and needed tools
(Bodrova. 2003). Both Vygotsky and Montessori strongly believed in the value of
educating the young to improve society as a whole.
Montessori and Gardner. Montessori practice also parallels another popular and
widely acclaimed theorist, Gardner. They both believe in the many different abilities that
humans possess. Montessori (1981) writes that children have the innate ability to develop
and grow, while Gardner, (1999) says that each of us is born with differing levels of
intelligence, that we have varying combinations and levels of the eight differing
intelligences, which include: linguistic, logical-mathematical, musical, bodily-kinesthetic,
spatial, interpersonal, intrapersonal, and naturalistic. Both Montessori and Gardner
contend that the environment that the child is in is important to the potential growth of
the capabilities that are in the individual child (Vardin, 2003). For example, some of the
relation of Montessori curriculum that incorporates Gardner’s intelligences are in the
language area where they have sandpaper letters, and movable alphabets. The students
objectives are object handling, mental visualization and phonology, however the
activities use bodily-kinesthetic, spatial, and linguistic intelligences.(Vardin, 2003).
Many lessons presented in the Montessori curriculum incorporate multiple uses of the
various types of intelligences (Vardin, 2003).

Montessori and brain theory.
In describing the ultimate classroom, Gurian (2001), stipulates that the “human
brain loves the stimulation not only of a teacher (who is of a different generation) but also
of multigenerational peers who can help provide order, challenge, wisdom, direction, and
intellectual focus” (p. 133). The author goes on further to invite teachers to visit
Montessori elementary schools to better understand how multigenerational classrooms
work, and refers throughout the book to how Montessori Method is indeed a utopian
example of the ultimate classroom. Montessori allows for equitable approaches to
measure success, and incorporates many different popular and modern day pedagogies
that are hailed in today’s society as the answer to many educational woes. She was truly
ahead of her time (Gurian, 2001).

Chapter 3
Methodology
My main goal for this study is to determine which Montessori methods I can use
to foster equitable success for all students in my classroom. As a pre-service teacher I
want to figure out how to grab students’ attention and entice them to participate in the
learning process and allow them to experience meaning in their studies. How can I
reward mastery and curiosity, and in what ways can I foster each individual’s unique
talents and learning styles?

A brief description of who will be participating in the study

along with how the data will be collected and analyzed follows.
Description of the facility and classroom
I will be student teaching in the fall at an inner city Montessori elementary school.
The students who attend this school are the neighborhood students and others who have
been granted admission through a lottery system. The school I will be attending is the
only public Montessori elementary school in the district. The school is located in the
middle of a downtown area with busy streets aligning the borders of the school yard on
all four sides. However, there is an underground tunnel that offers safe passage from the
school grounds to a park strip that is located in the middle of the city and serves as a
border between the residential and business sections of downtown.
I will be participating in an intermediate class with fourth, fifth and sixth grade
students. The room is located on the 2nd floor of the building in the intermediate wing of
the school. There are about six other intermediate classes on this wing. The school was
rebuilt only two years ago and is a fairly new facility. The primary classes are on the first
floor of the same wing and there are about six of these classes as well. The building is L

shaped and the short end has only one floor, which includes the gymnasium, office,
music room, art room, community room, and the kindergarten classes.
Located in the corner of the L shape are the gym, office, library and the community/lunch
room.
Participants
As the main participant in this study I will focus on how I can improve my
methodology to reach all my students and what aspects of the Montessori theory can be
incorporated into the regular classroom. The priority of my roles throughout this study
will be as student teacher first, and as teacher-researcher second.
The other participants in my study will include 20-30 students who are members
of one intermediate Montessori fourth through sixth grade class. The students will be
mixed socio-economically and ethnically, some students having come into the school
from the neighborhood and others having been granted entrance into the school from a
lottery system. In addition I will interview one intermediate, one primary and one
kindergarten Montessori teacher. Other participants will only be included through
surveys that I will collect from the teachers in the Montessori school and in one
traditional school. I will also collect student surveys in one traditional classroom, and in
one intermediate Montessori class with parental permission.
Data Collection
I will use six different forms of collecting data in my study in order to connect
methods with students which will include: 1) three semi-structured interviews with
experienced teachers who teach Montessori methods in kindergarten, primary and
intermediate levels; 2) student and teacher questionnaires; 3) various forms of lesson

plans extended through several different subjects; 4) my researcher journal; 5) field notes;
and 6) videotaped lessons.
Semi-structured interviews. The semi-structured interviews will be conducted
with three teachers, including kindergarten, primary and intermediate level Montessori
teachers. The interviews will be conducted before or after school and will be recorded
through a micro-cassette recorder. Each interview will last about a half hour, and the
teachers will be presented the questions when the interviews take place. Each teacher will
be told that their participation in my research project is voluntary and they will be asked
to provide me with signed consent. Each will be provided a transcription of the interview
for review either in typed form or via e-mail.
The interview questions will include eight different questions such as: What is
important in a Montessori classroom to ensure student success? How do you know when
your students are being successful? Do you ever have occasion when students are not
successful and what do you do about it? Do you let discovery learning happen with all
your students or do you direct a few? How many students do you feel are struggling in
your class? How do you encourage your students to be strong, independent learners and
what methods do you use to direct your students natural curiosities and interests? What
are the most important aspects of the Montessori methods you use? In your opinion, is it
possible to use portions of Montessori methodology in traditional classroom settings to
foster success in student achievement? (Appendix A) Each teacher will also be asked if
they have anything else to add. I will ask these questions to understand what different
approaches will be useful for student success.

Questionnaires. The teacher questionnaire questions will be presented to teachers
as a form to complete. The first thirteen questions will be posed as a continuum, and are
listed on the questionnaire in similar content to the student questionnaires. They will be
used to measure perceptions of success, and the components of success. Teachers will
also be asked to prioritize attributes that are important to success based on Achievement(Having good grades and meeting standards and expectations) Self-Discipline-(Doing
ones own work, meeting deadlines, and finishing hard work) Personal Integrity(Following own moral code and personal beliefs, and knowing ones own strengths and
weaknesses) Responsible Citizenship-(Accepting diversity of perspectives and cultures,
resolving conflict non-violently, and having social acceptance and good communication
skills) and Enjoyment of Work- (Learning is fun, and meaningful, and finding it to be fun
to teach and share what students know with other students.) (Appendix A).
The student questionnaires will be used to measure their perceptions on how
accessible they feel success is, whether they have fears about inabilities and mistakes,
how fair they think their grading system is, and whether they have choice in expressing
their gifts and talents. There will be sixteen multiple choice questions which include: (See
Appendix A)Definition of success; If you try your hardest do you feel you will receive a
good grade? Do you feel that you are recognized for doing good work? Fears about
inability; Will you ask for help from your peers if needed? If you need additional help are
you able to ask your teacher? Grades versus knowledge; Which do you feel is more
important learning or getting good grades? Which do you feel is more important getting
good grades or doing your best? Perceptions of errors and mistakes; Do you feel that you
are able to learn from your mistakes? Are you given opportunity to correct your

mistakes? Ability versus effort; Do you feel that you can do well in this class as long as
you try hard? Which is more important being smart, or trying harder? Using multiple
abilities; Do you have a lot of opportunities to use your talents and gifts in this class? Do
you feel you have a lot of choice on how an assignment will be completed (Covington and
Teel,1996)? An additional question which is the same question posed to teachers to rank
priorities for determining success has been put on the survey as well (Celeste, et. al.,
2003).
I will also ask the students in the Montessori class to give me a short written
evaluation on my teaching method, and how they think I might be able to improve at the
end of my internship.
Lesson Plans. The lessons I will prepare will mainly be in the language arts,
social studies and sciences. They will primarily be presented in small groups and on
individual basis. Student choice will be incorporated into lessons according to the
methods employed by the school curriculum. “The individual lesson should also be
concise, simple and objective” (Montessori, 1964).
Researcher Journal. My researcher journal will incorporate my thoughts,
celebrations, and disappointments, as well as reflections about my experiences in the
classroom during my internship. I will use my reflections to facilitate changes in my
methods and practices with students who will need additional help, and to reflect on what
will work in my study.
Field Notes. I will take field notes in three settings to observe the Montessori
Method in practice. I will visit a kindergarten, primary, and intermediate class at the
beginning of school to observe how the Montessori classroom differs from the regular

classroom. I think tracking student movement might give me some insight into
differences in student behaviors and attitudes. I will also use a check list from researched
Montessori descriptors to determine if classrooms use Montessori methods.(Appendix A)
Video Taped Lessons. I will video tape myself teaching lessons in order to critique
my presentation to the class in which I will be participating. This will help me focus on
what I need to improve in my deliberation of lessons to make them more interesting and
motivational to my students.
Data Analysis
The data I will collect will initially be coordinated into recurring themes. Then the
data will be formulated into potential methods that seem to provide student success and
those that don’t. All analyses will be based on qualitative structures provided in the
constraints of “practitioner research” (Anderson, Herr, and Nihlen, 1994). I anticipate
that the themes I will find will either be that there is no difference in perceptions of
success between the traditional and Montessori teachers and students or that their will be
a significant difference in their perceptions of success. I hope to find that there will be
many Montessori practices that can be carried over to the traditional class for student
success.
Drawing and Verifying Conclusions
The study’s validity will be construed by: 1) triangulation, 2) member checks,
3) gathering data over time, 4) peer examination.
Triangulation. Research will be gathered from a variety of different methods at
different times and in different settings. The data gathered will be processed to look at
the same question from diverse perspectives.

Member Checks. Data collected via field notes and interviews will be processed,
cooked, analyzed, and returned to the members participating in these methods. Each
participant will be given opportunity to see if my description of the conversations and
events are consistent with their perceptions.
Gathering Data Over Time. Data will be collected for this study beginning with
the beginning of the school year and ending in December upon completion of my
Internship. The journals will be consistently kept on a daily basis with my thoughts and
the highlights of events which are of interest to me. Field notes will be collected at the
beginning of school, along with teacher interviews. Both the teacher and student
questionnaires will be collected after the first quarter has been completed. I will also ask
the students to provide me with some feedback on my teaching style at the end of my
student teaching experience.
Peer Examination. My findings and writings will be shared with my peers to
facilitate clarity, to process events, and to guide further thought and research. My peers
and I will meet on a weekly basis and discuss many of the methods and practices in form
that we will be witnessing. We also will critique each other’s presentations of lessons
and glean information from each other’s failures as well as celebrations.
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Appendix A

The Characteristics of Elementary Montessori Class
1. Is this class multi age in a three-year age range? Yes/No
2. Are materials designed for use by individual students or small groups, not as
teacher presentation aids? Yes/No
3. Is student activity individual and small group work of their choice for three to
four hours a day? Yes/ No
4. Is there a process for providing students with the opportunities for effective
choice-making in their studies which include creating the supportive prepared
environment? Yes/ NO
5. Is there opportunity for engagement, and evaluating, identifying,
implementing, and reflecting on choice? Yes/ No
6. Do students receive instruction individually or in small groups? Yes/No
7. Do classes have attitude of cooperation not competition? Yes/No
8. Is individual responsibility emphasized? Yes/No
(Chattin-Mcnichols, 1992)

Teacher Interview
I am interviewing you to try and answer my research question, “How can I
become a better teacher by using portions of Montessori methodology in a regular
classroom to facilitate student success? I appreciate the time you are taking to answer the
following questions. Thank you,
Laura Eastham
Alaska Pacific University
MAT program student.
1. What is important in a Montessori classroom to ensure student success?
2. How do you know when your students are being successful?
3. Do you ever have occasion when students are not successful and what do you do
about it?
4. Do you let discovery learning happen with all your students or do you direct a few?
5. How many students do you feel are struggling in your class?
6. How do you encourage your students to be strong, independent learners and what
methods do you use to direct your students natural curiosities and interests?
7. What are the most important aspects of the Montessori methods you use?
8. In your opinion, is it possible to use portions of Montessori methodology in
traditional classroom settings to foster success in student achievement?
9. Do you have anything else you would like to add?

Teacher Questionnaire
I am giving this questionnaire to try and answer my research question, “How can I
become a better teacher by using portions of Montessori methodology in a regular
classroom to facilitate student success? I would appreciate any time you can take to
answer the following questions. Thank you,
Laura Eastham
Alaska Pacific University
MAT program student.
1. What is your personal definition of student success?
(Circle One)
2. Are students graded for effort or for performance?

( Effort / Performance /

Mostly effort / Mostly performance / Both effort and performance equally )
3. Are students given opportunities to ask each other for help?

(Always / Usually /

Sometimes / Never)
4. Do your students feel that they can ask you for additional help if needed? (Always /
Usually / Sometimes / Never)
5. What do you feel is more important for your students, what they learned, the grade
they received, or that they did their best? (Learning / Grades / Doing Best)
6. Are students encouraged to learn from their mistakes (Always / Usually / Sometimes
/ Never) and are they able to turn in corrected work for credit? (Always / Usually /
Sometimes / Never)
7. Are students encouraged to use their individual talents and gifts in their work?
(Always / Usually / Sometimes / Never)
8. Are students given choice in their assignments? (Always / Usually / Sometimes /
Never)
9. How many students do you feel are struggling in your class?
10. Is learning engaging and fun for your students?
(Always / Usually / Sometimes / Never)
11. Are your lessons individualized for each student? (Always / Usually / Sometimes /
Never)
12. Are your students self-directed? (Always / Usually / Sometimes / Never)
13. Do you have anything else you would like to add?

14. Please rank (1 to 5, with 1 being most important) the following priorities for
determining success in your students.
____________ Achievement- (Having good grades and meeting standards
and expectations)
____________ Self-Discipline- (Doing ones own work, meeting
deadlines, and finishing hard work)
____________ Personal Integrity- (Following own moral code and
personal beliefs, and knowing ones own strengths and weaknesses)
____________ Responsible Citizenship- (Accepting diversity of
perspectives and cultures, resolving conflict non-violently, and having
social acceptance, and good communication skills)
____________ Enjoyment of Work- (Learning is fun, and meaningful,
and finding it to be fun to teach and share what one knows with other
students.)

Student Questionnaire
Read the questions then circle one of the choices that best describe your feelings.
1. If you try your hardest do you feel you will receive a good grade?
Always / Usually / Sometimes / Never
2. Do you feel that you are recognized for doing good work?
Always / Usually / Sometimes / Never
3. Will you ask for help from your peers if needed?
Always / Usually / Sometimes / Never
4. If you need additional help are you able to ask you teacher?
Always / Usually / Sometimes / Never
5. Which do you feel is more important learning or getting good grades?
Learning / Good Grades
6. Which do you feel is more important getting good grades or doing your best?
Good Grades / Doing My Best
7. Do you feel that you are able to learn from your mistakes?
Always / Usually / Sometimes / Never
8. Are you given opportunity to correct your mistakes?
Always / Usually / Sometimes / Never
9. Do you feel that you can do well in this class as long as you try hard?
Always / Usually / Sometimes / Never
10. Which is more important being smart, or trying harder?
Being Smart / Trying Harder
11. Do you have a lot of opportunities to use your talents and gifts in this class?
Always / Usually / Sometimes / Never
12. Do you feel you have a lot of choice on how an assignment will be completed?
Always / Usually / Sometimes / Never
13. Do you enjoy your school work?
Always / Usually / Sometimes / Never
14. Are you a good reader?
Always / Usually / Sometimes / Never

15. Are you a good writer?
Always / Usually / Sometimes / Never
16. Please rank (1 to 5, with 1 being most important) the following priorities for
determining personal success.
____________ Achievement- (Having good grades and meeting standards
and expectations)
____________ Self-Discipline- (Doing own work, meeting deadlines, and
finishing hard work)
____________ Personal Integrity- (Following own moral code and
personal beliefs, and knowing your strengths and weaknesses)
____________ Responsible Citizenship- (Accepting diversity of
perspectives and cultures, resolving conflict non-violently, and having
social acceptance, and good communication skills)
____________ Enjoyment of Work- (Learning is fun, and meaningful,
and finding it to be fun to teach and share what you know with others.)

Permission for study
Dear Parents:
My name is Laura Eastham and I will be the student teacher for the fall semester
in Mrs. Harps’ class. I will use this opportunity to learn from your children and Mrs.
Harps, ways in which I can improve my teaching practice.
I am attending Alaska Pacific University and am presently going through the
Masters of Arts for Teaching with a certificate to teach kindergarten through eighth
grade. As part of my requirements I am required to conduct practitioner or teacher
research. Teacher research primarily looks into how to improve my practice to be better
able to serve my students as an educator. I will be looking at what kinds of methods the
Montessori program offers that I might be able to carry over into a regular classroom,
specifically I am interested in what makes students successful.
As part of my research I have one short questionnaire that I would like Mrs.
Harps’ students to answer in October. Attached you will find a sample of the
questionnaire that I will be giving. It should take less than 15 minutes to administer. The
questionnaire will be given anonymously and will not be required to receive a grade.
Participation in this study is strictly voluntary. There will be no references to names of
children, school, city, district, and state in the study. Also, I will ask the students to
provide feedback in December with any suggestions they think might improve my
teacher practice.
I would appreciate your permission allowing your child to complete the
questionnaire and participate in my study. Please sign and date the form below giving
permission for your child to participate. If you have any further questions please contact
me at school, 742-4543.
Respectfully,
Laura Eastham
MAT Student
Alaska Pacific University
Enclosure (1)
Name:_________________________________________ Date:____________________

Utilising Internal Knowledge Systems to Enlighten External
Constructs
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Fa’amalosi! Kia kaha, kia tu tangata! Sapare aude!
Have courage to use your own understanding
To engage in the natural consequence of globalisation in the social world, we rely on
the guidance of the ‘other’. This self-incurred reliance is not because of a lack of
understanding, but because of a lack of resolution and courage to utilise our own
understanding and perceptions independent of external guidance.
We are descendants of philosophers, navigators, speculators, traders, economists,
healers, strategists and leaders. They learnt to adapt to the changing complexities,
strengthening relationships within their environments.
Have we forgotten that our ancestors lived in their worlds of globalisation too?
What strategies can we utilise today, to enhance our position in this world of
globalisation?
This presentation attempts to illuminate particular cultural conventions and unique
internal knowledge systems that can enhance Māori and Samoa contributions to
globalisation.
Key words:
Internal knowledge systems External constructs. Natural consequence. Globalisation.
Cultural conventions.

Wealth and African American students' academic outcomes
Donald R. Easton-Brooks
Department of Education at Central Washington University
400 East University Way, Ellensburg, WA. 98926
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Abstract:
The literature showed that African American students have historically struggled in U.S. public
schools. No Child Left Behind policies related to in time graduation and academic achievement
are steps toward enhancing academic outcomes for African Americans. Often when examining
policies and practices related to these issues, researchers have used socio-economic status (SES)
based on Duncan’s Socio-economic Index as a predictor of how these students' outcomes will
look. However, research on the relationship between SES and African American students
academic outcomes (AAAO) have produced mixed findings. The data showed that these findings
are because SES is a variable that is invalid for assessing AAAO. The literature explained that
wealth, debt, and the limited availability to assets has more profound impact on African
American's economic status. To understand the relationship between wealth African American
10th and 12th graders' academic outcomes (engagement, attainment, and achievement), data from
the National Educational Longitudinal Study: 88 [NESL:88] was used. To analyze this
relationship, a factor analysis was run on variables related to assets, parents’ occupation, parents;
education, and parents’ income. A series of multiple regression analyses was then used to explore
the relationship between these factors and African American students' levels of academic
engagement of 10th graders, and academic attainment between there of 12th graders, and academic
achievement on standardized test scores and grade point average of 10th graders. Additional
multiple regression analyses was used to analyze the relationship between these factors and
African American and European American students' academic outcomes.

Case Study
Running head: INTERPRETATION OF DATA IN A CASE STUDY

A Case Study of the Interpretation of the Standardized Test Data
for Schools in Northwest Florida:
Investigating Disparity of Limited English Proficient and Mobile Groups
Cale C. Ebert, Ruth S. Busby, and Linda J. Friend
University of West Florida
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Abstract
It has sometimes been the case that when a statewide, high stakes testing program
is installed, its impact on different groups will be disparate. The purpose of this case
study was to investigate disparity in test scores by comparing the 2003-2004 Florida
Comprehensive Assessment Test (FCAT) test scores of low performing schools and high
performing schools in Northwest Florida in terms of the percent of limited English
proficient (LEP) students (n=911) and the percent of students who change schools in
grades three through eight. The Pearson r was used to analyze the data. Results
indicated a positive correlation existed between the schools’ student stability rate and the
schools’ overall school performance as defined by the state-assigned school grade. An
examination of the schools’ LEP rate as compared to the state-assigned school grade
resulted in no significant relationship. The significance of these findings provides a
strong rationale for further study of the disparity of test scores of students with LEP and
instability.
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Active Learning:
Activities to Improve Learning
BY DR. LORRAINE BERAK & DR. KAREN EDWARDS
CENTRAL MICHIGAN UNIVERSITY
Introduction
Research conducted by the National Training Laboratories in Bethel, Maine, (2000) showed that the
retention rate for the “lecture” method of delivering content averaged 5%, while the retention rate
for “practice by doing” raised the rate to 75%, and when the “teach others/immediate use” category
was used, the rate advanced to 90%. Since the early 1970s there has been a growing body of research
on the use and effect of active learning techniques (Berak, 1990). While many cooperative active learning
strategies were developed for college and adult education (Slavin, 1982), change did not occur at that level.
Instead the K-12 community embraced this research and the predominant research on the effectiveness of active
learning occurred in the elementary classrooms. The past decade, however, has seen an increased interest in
active learning, including cooperative learning at the college level (Paulson & Faust, 2003).
Perhaps knowing that the traditional lecture method and the use of active learning strategies can be successfully
implemented together has encouraged many educators at the post-secondary level to use active learning
strategies. In addition, the changing nature of the work place where graduates will be employed and become
contributing members of society has in part created the need for this change. The world is no longer an
agricultural or industrial society. To survive and prosper in this rapidly changing information age, workers
must be able to problem solve, discuss, network, create, and evaluate. The use of active learning strategies
promotes higher order thinking as well as higher retention rates. While findings from one study should not be
used to promote a new idea, the composite results of findings that have occurred at the post-secondary level
create the need to consider a change in traditional teaching methods. When reviewing the research findings it is
evident that no matter the venue, students do better when active learning strategies are employed. The question
then becomes: What is active learning, and what strategies can be employed to increase student learning and
retention?
Definition
“Active Learning” can be defined as anything that students do other than just sitting and listening
to a speaker. Active learning stimulates the brain to use higher level thinking skills. It calls for
students to discuss, solve problems, answer questions, formulate questions of their own, explain,
debate, analyze, and brainstorm. Even the use of a pause in a lecture can assist students in processing
information and can improve retention (Ruhl, Hughes, and Schloss, 1987).
Active learning occurs when students are using case studies, participating in simulations, and
applying information to real-life situations and new problems. Engagement can occur alone, with
a partner, or with a small group. Small group learning, sometimes called “cooperative learning,”
usually involves working with 3 or more participants. Cooperative activities are more formalized and
students are assigned more complex tasks, such as presentations or research projects that incorporate
reports or artifacts.
Research on Effective Learning Strategies Used with Lecture Method
Pure lecture where students take notes for an hour may be an effective way to impart information,
but it is not the most effective way to ensure student learning. In an active learning environment,
instructors become facilitators of learning not just dispensers of information. Students become
engaged with the content moving from the passive receiver of information to the active manipulator
of information.
2

In the text, Promoting Active Learning by Meyers and Jones (1993), the authors suggest there are four
basic building blocks that support active learning. They are talking and listening, reading, writing,
and reflecting. When students process information through these four avenues, student learning
improves. Pausing and talking with a partner or paraphrasing what was heard during the lecture
incorporates both talking and listening. Writing a summary of the content of the lecture also engages
students in an active learning activity. When students are asked to read information, it is beneficial for
instructors to provide guidance so students focus on the important ideas while reading, thus assisting
with comprehension of the content. Reflecting and summarizing engages students in the opportunity
to think about new content, relate it to prior knowledge, and gives the mind time to sort through
information in an effort to make sense of it.
Planning the use of strategies where listening and speaking, writing, reading, and reflecting take
place during lectures involves planning on the part of the instructor, but it can make a significant
difference in student retention of content. The challenge is to incorporate activities that involve
student use of listening and speaking, writing, reading, and reflecting during the instruction.
Designing lectures to support the maximum amount of learning includes many instructor decisions.
One important decision is the amount of new information that will be a part of the lecture. Based
on the research, we know that more is not always better. In fact, effective lectures are designed on
the premise that less is more. Russell, Hendricson, and Herbert (1984) studied the content density
of lecture information presented. They found that students had higher achievement and retained
information best when the content of the lecture amounted to about 50% of the period. The other 50%
of the period was spent on giving examples, relating the content to prior knowledge and experiences,
restating key points, and identifying significant information. With the knowledge that 50% of the
lecture hour contains new information and 50% of the hour should be spent processing information,
the research by Ruhl, Hughes, and Schloss (1987) helps us think about how that processing time
is organized. Their research suggests pausing for two minutes every 12 to 18 minutes. During the
pause, students use that time to process information in an activity designed by the instructor. Having
students interact while the instructor lectures has been called the Interactive Lecture (Johnson,
Johnson and Smith, 1991). Related research by Ruhl, Hughes, and Schloss (1987) also supports
providing 3 minutes at the end of the lecture to summarize everything the listener remembers from
the lecture.
In addition to the interactive lecture strategy there are many other active learning strategies that
can be used to improve learning. Active learning takes on many shapes and forms. Upon reviewing
student surveys at the end of each semester, our evaluations show that students consistently rank
active learning lessons higher than other lessons. In addition, we have noted a higher retention rate
where we have used active learning along with providing information
While there are virtually hundreds of active strategies that support learning, we will share
several that we have used successfully in the classroom. The belief of the instructor has to be that
incorporating these strategies is worth the time taken away from lecturing. As stated in the previous
section, research supports this practice. The challenge is to incorporate strategies that support active
learning and are compatible with the instructor’s teaching methods.
The activities shared in this document were chosen because they integrate many different learning
styles and intelligences and encourage higher order thinking skills. All of the strategies are simple
to use and can be done in the classroom with ordinary paper and pencil. However, in an effort to
increase creativity as well as add variety to assignments other suggestions for alternative materials
are included. The critical component is not in the materials used, but in the thinking processes that
occur when students are actively engaged in manipulating the information presented. Our belief is
that learning requires active involvement on the part of the students.
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SEVEN ACTIVE LEARNING STRATGIES
Flap Books: Made with plain
white notebook paper and
folded so pages are staggered.
If two notebook pages are
used, stagger the two pages
so that two inches of the
second page can be seen as
you look at the two pages.
Then fold those two pages
away from the holder. Stagger
these pages about 2 inches
and then crease. There is
now a flap book with a cover
and three pages. Each page
then becomes a separate area
to define and describe the
content to be remembered.
Include pictures, color, key
words, graphs, descriptors,
examples, etc. An example
might be Three Theories of
Learning. There would be
a section for each of three
theories with descriptors of
each.
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Informational Content
Disk: The ICD is a
manipulative disk made
with two pizza rounds or
paper plates. The inner
plate has a question on
one side and the answer
on the opposite side of
the plate with the top
plate cut out so only
the question on the top
and the answer on the
bottom is visible. It adds
variety to summarizing
information from multiple
sources. On one side of
the disk is a question and
on the opposite side is
the answer. Great for use
in all subject areas. The
learning of the content
takes place as the student
creates the questions and
summarizes the answers.
Sharing with classmates
helps both parties learn
the content.
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Note Taking Cornell Style:
Many students do not have
note-taking skills. The
Cornell style gives students a
concrete format. It also allows
for summarizing information
at the bottom of the page,
formulating questions about
content that is unclear, and
identifying categories for
studying the information
presented later. A line is
drawing about 2 inches in on
the left hand side of notebook
paper and another line about
2 inches in along the bottom.
Notes are taken in the large
square. The bottom portion is
used to summarize the notes.
The bottom left portion is
used to asked questions about
the information. The left hand
side is to list the big ideas of
the lecture notes.
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Structured Note Taking:
Notes are created by
the instructor for use
by the students. The
notes identify the most
important components of
the lecture and students
fill in the answers as the
lecture progresses. This is
particularly effective when
viewing a video or when the
instructor wants to guide the
lecture content and focus on
the objective or examples for
clarification.
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Mini Books: Mini Books
are a manipulative way to
design a tool to summarize
information. Fold a piece
of 81⁄2- by 11-inch paper
lengthwise, then fold into
fourths. The smallness
of the book requires the
student to identify the
salient information to
include on the pages. The
information in the mini
book is related to a single
topic. An example might
be the Six Elements of
Motivation. Define each
element; give an example;
relate it to your own
learning style.
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Text/Pictorial Pocket
Chart: The Text/Pictorial
Pocket Chart promotes
use of both sides of the
brain for learning. Into
the pocket will be placed
two 1⁄4 pieces of paper.
One piece will contain the
definition of a concept,
and the other piece will
have a drawing of the
concept. When studying,
the student will use the
picture to access the
words, or use the words to
access the picture
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Access/Research/
Refine: In the Access/
Research/Refine strategy,
two or three students
work together to access
and recall all they can
remember about a content
being reviewed. When
they have collectively
remembered all they can,
they next review their
prior notes or research
the content to add to
their review. Each of
these sections is done in
different colored markers
so that the information
is clear. If they find
mistakes, they make the
needed corrections or add
portions they forgot. This
is done on large narrow
chart paper, which is then
shared with the larger
group.
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HERDING CATS: Or the Trials and Tribulations of Online Course Development
Douglas C. Elam, M.S.
Distance Learning Manager, HMTRI
Kirkwood Community College
Cedar Rapids, Iowa 52404
1-800-464-6874
delam@kirkwood.edu
Abstract:
Herding Cats, is it a case study or action research? Either way this project reflects that age-old
academic axiom, “It’s not so much the results, but the process…” The ‘process’ in this case was
designed to follow the progression of new agroterrorism preparedness curriculum being created
at Kirkwood Community College and to ascertain if there were any differences found between
delivering the training to first responders in face-to-face settings or via Internet based courses.
As the project came to fruition it now seems that there may not be a web-based training
component and if there is, any distance learning resources may only be used as reference
material and not as the actual training. The curriculum and the delivery of the course are still
evolving, so only time will tell.
Assignment:
The core of this action research was to be twofold; first, to chronicle the development of a
completely new online class for training first responders to a Foreign Animal Disease (FAD)
agroterrorist attack. And second, beta testing the online class including a review of the
evaluations submitted by the students. The curriculum will be placed in WebCT format using
class work currently being developed for traditional face-to-face instruction. This report was to
include a recap of the evaluations garnered from the participants using the new material. It was
hoped that there would also be an opportunity to compare the evaluations of the students taking
the class face-to-face with those accessing the material online or by compact disk (CD).
That was the original plan, but it became evident that the plan had to change with the evolution
of the course. A weekly log of the course development process was kept and the highlights were
emailed to this author’s instructor, Dr James King, University of Nebraska – Lincoln. But the
comparison study between the online classes and the traditional face-to-face instruction has had
to be rethought because of constraints placed on the amount of time required for curriculum
development due to the need for approval by the Office for Domestic Preparedness (ODP). As
the project now stands, there may not even be a web-based component and the CDs may only be
used as reference material in the classes and not as the actual training tool. Because of the time
issue there will be only minimal testing, and audits by ODP with the master trainers and
development team prior to final ODP approval and release. Thus this report was not what had
been originally planned, the process of successfully creating new online curricula, but I still have
a tale to tell.

Curriculum:
Ron Snyder, M Ed, CET, is the lead instructor for the Hazardous Materials Research and
Training Institute (HMTRI) www.hmtri.org and will be creating the curriculum with the
assistance of his training staff and this author. HMTRI is located within the Environmental
Training Center (ETC) at Kirkwood Community College (KCC) www.kirkwood.cc.ia.us in
Cedar Rapids, Iowa. HMTRI has been developing curriculum for both training certification and
college credit for nearly 30 years in the fields of environmental health and safety. Training and
content delivery is accomplished nationally through two HMTRI programs, the Community and
College Consortium for Health and Safety Training (CCCHST) and the Environmental
Technology Online (ET Online) www.et-online.org partnership.
On August 23, 2004 KCC/HMTRI received a $3.23 million grant through the Office for
Domestic Preparedness of the Department of Homeland Security to create the Agroterrorism
Preparedness Center (APC). The mission of the center is to deliver scenario-based prevention,
deterrence, response and recovery courses and support to the nation’s first responders and their
training officers.
The two-year goal is to develop three different sets of curriculum to be used while educating the
master trainer, local trainer and the first responder. These curricula will be used to train no less
than 100 master trainers nationally. These newly certified master trainers will in turn train the
trainers for local first responders and these local trainers will in turn train the staff in their
respective departments. The intent of this rather ambitious program is to train no less than
300,000 first responders across the nation about Foreign Animal Diseases and what their role
would be in event of an outbreak in their community. The training and response is the same
whether the FAD was either a natural occurrence or as the result of an intentional act. The grant
commenced on October 1, 2004 and is set to end September 30, 2006.
Limitations:
This is where the cats come in. As the Train-the-Trainer Manager/Technical Assistance Advisor
for this project, this author has no direct control over the curriculum developers with HMTRI or
the restraints that ODP have placed on this project. Nor does the author have the final say as to
the delivery methods of the coursework. However, much of the responsibility for keeping the
development moving forward and resource identification for the curricula falls here, making this
a very tenuous situation.
Development Process:
In this national post-9/11 environment, the Department of Homeland Security has become aware
that training for first responders to an incident of a FAD outbreak is lacking and this situation
needs to be addressed. Bioterrorism has captured most of the headlines in the media as well as
most of the funding available for training, while the possibility of an agroterrorism attach and
appropriate response has not entered the national debate. However, with a concerted effort those
responding to an agroterrorism attack will have the skills to minimize the local and ultimately
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worldwide impact. When such an emergency is identified, time will be of the essence and those
responding to the incident will need a new set of tools and understanding to quickly and
effectively cope with the possible magnitude of such an event. (Casagrande, 2002) To that end,
this new curriculum is designed to place needed resources in the hands of first responders across
the nation.
Knowing time would be at a premium, the staff with HMTRI initiated research into this subject
prior to the grant being implemented on October 1, 2004. It was soon evident that there was a
great deal of information about FADs, but very little concerning the role of first responders to an
incident. This confirmed the need for this curriculum, but made the creation of the training that
much more difficult. After several months of online research, attending conferences, and
emailing those in the FAD field the core materials were put into place.
It is decided that the work of Dr. Schlitz (2004), the State Veterinarian for Iowa, would be the
basis for the APC first responders course material. With the curriculum coming together a
telephone conference is arranged with the advisory board (Attachment 1) to review the material
to date, and respond to the questionnaire (Attachment 2) that had been emailed to them prior to
the phone-in meeting.
Then the project came to a screeching halt. In early November 2004, ODP made it known that
no funds will be released on the grant until they have a better understanding of the curriculum
and the direction HMTRI is going with the material. After numerous telephone and face-to-face
meetings with ODP, they became more comfortable with the abilities of HMTRI to fulfill the
stipulations set forth in the grant. All parties came to consensus about the need to use the ODP
curriculum matrix and the inclusion of two existing ODP training providers to assist in the audit
and training process, the Louisiana State University (LSU) and the University of California –
Davis (UCD).
With this last major hurdle cleared, HMTRI was able to move forward again with the curriculum
development. However, due to this delay, the telephone conference was no longer an option; the
holidays were coming up and vacations were now conflicting with possible conference dates, so
this component of the process had to be scrapped. The HMTRI staff gleaned as much
information from emails and individual telephone conversations from members of the advisory
board, but the opportunity for exchanging ideas was lost.
Over the next three weeks the majority of the curriculum was brought together for the master
trainer component of the material, as this would be the core for the other two levels of
information. Not only was the instructor’s manual developed, but also the companion classroom
presentation was created in the PowerPoint medium. During the first week of January 2005 the
training materials were brought together as cohesive training modules for final review and
editing by HMTRI staff prior to being presented to the advisory board.
On January 12, 2005 the Agroterror Preparedness Center Advisory Committee met in Florida for
a full day of meetings, briefings, review, and feedback on the new curriculum. Not only was the
curriculum discussed, but also how it fit into all of the other ODP courses being developed in the
current national security training efforts. The remainder of the time was spent with the
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individual advisory committee members actively reviewing and vetting the documentation and
curricula.
While the general response to the curriculum and training plan was positive, the committee made
it very plain that much still needed to be accomplished before the course could be approved for
dissemination. The committee concluded that HMTRI would have delve into greater detail for
the training scenario using a Foot and Mouth attack. To that end it was highly recommended that
a review of the ODP Foreign Animal Disease scenario and the LSU training scenarios were in
order. Also site visits to LSU and UC Davis were appropriate steps to be undertaken in order to
make this training viable.
With these new marching orders in hand, the HMTRI development team moved forward to fill
the gaps in instruction that the committee had discovered. At many of these meetings, this
author pushed for the online first responder training elements to be developed in tandem with the
master trainer curriculum. Little interest was shown for the online component as the major
emphasis was completing the core curriculum. While the rewrite was going on a website
http://www.hmtri.org/agterror/agterror_index.htm was developed. After two weeks of intense
follow-up and writing, the first draft of the master trainer curriculum was forwarded to ODP for
review and approval.
During the week of February 14, 2005 the four lead HMTRI instructors who would be teaching
the course to the master trainers were sent to LSU for ODP instructor training and certification.
HMTRI has long been engaged in adult learning and curriculum reviews so little was gleaned
from the training. However, it was worthwhile in better understanding the ODP method of
instruction, as these courses will be standardized to the ODP matrix. Upon their return this new
information was incorporated into the curriculum and PowerPoint presentations.
The next major hurdle occurred during March 2- 4, 2005. A panel of experts in crossdisciplinary fields and HMTRI trainers were brought together at Kirkwood Community College
for an ODP audit of the curriculum. (Attachment 3) One of the audit members was Dr. Steve
Van Wie who had been involved in the massive 2001 Foot and Mouth disease outbreak in
England. His expertise brought life to the curriculum; no longer was this a discussion of theory
and hypothetical scenarios, but rather real-life experience. His presence added new depth to the
curriculum and brought to life what the first responders would truly be facing during a Foreign
Animal Disease outbreak. Revisions and updates were sent to ODP for inclusion in the overall
review of the course materials.
With the audit completed, final versions of the master trainer, training officer and first responder
curricula, and corresponding resources were developed. Electronic and printed copies of the
training manuals were distributed to the HMTRI staff and advisory committees for a final readthrough. On March 13, 2005 HMTRI was advised via a telephone conference with the grant
manager that ODP approved the initial curriculum, providing authorization to continue on with
development and hold the master training/review sessions. Final authorization and release of the
curriculum for DHS training was still a long way off.
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Implementation:
Initial approval of the curriculum was none too soon. A pilot test of the master trainer
curriculum occurred at the Partnership for Environmental Training Education, Central
Conference on March 17 – 19, 2005 in Columbus, Ohio. These trainers were the first to see and
respond to the material outside of the development process. The selection process for inclusion
in this training was that the trainers were members of CCCHST, the training body that would
constitute the core for the national pool of instructors. The feedback was positive from the
trainers; no changes to the curriculum were required after this first run-through. CDs of the
curricula were generated as supplements and training resources, but none as stand-alone training,
nor have the modules been placed into WebCT as online classes for this training
The next opportunity for a master training venue came through a partner program at Kirkwood
Community College, the Agrowknowledge Center. The Agroterror Preparedness Center
instructors would make a presentation and conduct training during the Agrowknowledge
Conference in Ventura, California on April 25 – 29, 2005. There would be some CCCHST
members in the training cadre, but for the most part those receiving the master trainer training
would be in the Agriscience Education field. (More about this conference can be found at this
website, http://www.kirkwood.cc.ia.us/news/index.php?id=630.) Feedback from this training
will be of particular interest to the development team since the audience is not Environmental
Health and Safety instructors.
Other master trainer opportunities already scheduled to empower these 100 individuals
nationwide are: May 16 -18, 2005 in Cedar Rapids, Iowa, June 16 –18, 2005, again in Cedar
Rapids and Aug 1 – 3, 2005 in Phoenix Arizona. Training will also be conducted at CCCHST
refresher courses and other venues as they come to light. The training will be done regionally
whenever possible to include as many people as possible. Most of the expenses incurred by
those wishing to become master trainers will be paid for by the grant, but release time is still an
issue for many potential candidates, thus taking the training to the trainers is necessary. Another
value of training across is nation instead of only at HMTRI is the opportunity for regional
agricultural issues being discussed with the instructional staff in these local settings.
To keep the newly trained master instructors interested in disseminating the courses, there is a
monetary incentive for both the master trainers to train local trainers and for those trainers to in
turn train their own staff. It was believed that there had to be some sort of incentive for the
trainers to take advantage of this training opportunity. Using this monetary model, developed as
part of the grant, trainers will be rewarded for aggressive training schedules and it will provide
encouragement for those who needed extra motivation to use the curricula.
Conclusion:
The development team for this project met a self-imposed deadline of the Agrowknowledge
Conference to have the curricula completed for distribution, even with the rather harrowing
setbacks incurred by ODP. The staff at HMTRI found the ODP approval process rather time
consuming, but understood the necessity of the system as not all training providers have the
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experience of HMTRI. Also, a goal of ODP is to have all of their approved training as uniform
as possible; this would not be possible without their rigid guidelines.
The greatest disappointment to this author was having the Internet and CD based training fall by
the wayside. The WebCT ‘shell’ for the course was created at the outset of the curriculum
development, but it sits empty. With the course content in place, all that is now needed is the
willingness to commit resources toward the creation of the online class. Once the Internet class
is done the CD version takes only a fraction of the time to develop.
Also, any hope for a comparison between assessments and evaluations of an online curriculum
and face-to-face training will be long in coming, if ever. It will be months before HMTRI
receives any feedback from the local trainers and the first responders concerning the curriculum
that they used in traditional settings and as noted, it is unknown if the online training will ever be
developed.
However, all hope is not lost; the concept of an online training component for this curriculum is
still alive. In a recent conversation with the senior trainer for the APC, Don Ransford, the idea
of online and CD training is still seen as an important piece of this training puzzle. Distance
between rural farming communities and the ability to reach 300,000 first responders without
Internet/CD based classes would be a daunting task according to Don. He also believes that the
first responders and their dispatchers will need these tools to refresh their memories and to
follow needed protocols as a quick reference guide should a FAD come to pass in their
jurisdiction. This author wholeheartedly agrees.
Herding cats is an impossible task, and while HMTRI has not yet been able to place the new
Agroterrorism training online or in a CD format, this author is confident that it is ready and will
be done. And when that day comes to pass, the curriculum development staff at HMTRI will
have the satisfaction of “bringing the herd in.”
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Attachment 1
Agroterrorism Preparedness Center Advisory Committee
Ron Burger – Center for Disease Control
Bill Carter, PhD, CIH, CET – University of Findlay
Racco Casagrande, PhD – ABTA and Associates
Mark Cheviron – Archers Daniels Midland
Jane Colacecchi – Iowa Department of Agriculture and Land Stewardship's
Radford Davis, DVM,MPH, DACVPM – Iowa State University
Glenda Dvorak, DVM, MPH – Iowa State University
Donald Elisburg - National Institute of Environmental Health Sciences
Ann Garvey, DVM – Iowa Department Homeland Security and Emergency Management
William Geison – Monsanto Corporation
James Gill, MD, PhD – University of Iowa
Garry Goemann – Commander Fifth Region Disaster Veterinarian Emergency Team
Ellen Gordon – Iowa Emergency Management Division
Gerald Jaax, DVM, ACLAM – Kansas State University
Beth Lautner, DVM, MS – Plum Island Animal Disease Center/USDA
James Roth, DVM, PhD – Iowa State University
Richard Ryan – Archers Daniels Midland
Steve Schaaf – Pioneer Hi-Bred International
John Wiemers, DVM, MS - Animal and Plant Health Inspection Service/USDA

9

Attachment 2
Draft Questions for the Expert Panel
The following questions were created by Ron Snyder and have been sent via email to the
expert panel. A telephone conference will be arranged for the panel to respond to, resulting
design and delivery of training that will ultimately reach first responders in local jurisdictions
across the nation. What material and information will provide them knowledge and skills to
assist state and federal response agencies in the event of an agroterrorism or natural outbreak of
FAD?
1.

Given a foot and moth disease (FMD) outbreak:
o What is the current accepted protocol for decontamination procedures and
decontamination solutions?
o Can this protocol be modified to cover all FADs including those that are
zoonotic?

2.

What is the appropriate personal protective equipment (PPE) for first responders in a
supporting role?
o How will PPE differ for FMD vs. FAD vs. zoonotic disease outbreaks?
o Will first responders be expected to be involved in such outbreaks?
Personal hygiene requirements?

3.

Can state and federal resources be overwhelmed and at what point will first responders
be incorporated to provide assistance?

4.

What will be the role of first responders in quarantine activities?
o How will quarantine be established?
o Perimeter radii?
o Will people be locked down within the quarantine area?
o How long will quarantine be in place?
o What are the personnel logistics needed to set up a quarantine perimeter?
What to do in the event of angry folks wanting to get into or out of a
quarantined area?
Will people be allowed in and out?
How will decon occur into and out of a quarantined area?
o Logistics for extended quarantine:
Who pays?
Food?
Toilets?

5.

Disposition of dead animals:
o Burn?
o Bury?
o Disinfect first before burn/bury?
o Requirements to be met if mass graves are to be opened?
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How to determine appropriate burial sites?
GIS?
o Will first responders be involved in disposition and burial?
o Equipment needed for disposition and burial?
o Decontamination of equipment after disposition?
6.

What other animal disease scenarios should we perhaps address?

7.

Involvement of first responders in a crop disease outbreak?

8.

Evidence preservation?
o What?
o Who?
o How?

9.

Who has overall jurisdiction in a FMD or FAD outbreak?
o Incident Command/UC/NIMS

10. What agencies will be involved and to what level and extent?
o Iowa Homeland Security
o National Guard?
o Dept of Ag?
o FEMA?
o Red Cross?
o DNR?
o Emergency Management? State and Local?
o Dept Public Safety? State and Local?
o DOT?
o State and local vets?
o Media?
11. Procedure to provide “Just in time” and “Just enough” refresher training to first
responders after the initial training?
o Video?
o DVD?
o FOG
o Blended?
12. Training of the agricultural producer?
o Farm bureaus
o Ag instructors secondary and post-secondary
13. Bio-security for the producer?
14. Stress contingencies for people? Mental health?
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Attachment 3
Agroterrorism Audit Panel, March 2- 4, 2005
Mike Buser – Hazardous Materials Training and Research Institute
Bob Downs – Kirkwood Community College
Leonard Drake – Cedar Rapids Fire Department
Glenda Dvorak – Iowa State University
Pamela Edwards – National Mass Fatalities Institute
Steven Finch – USDA APHIS
Mike Frederick – Cedar Rapids Fire Department
Ann Garvey – Iowa Homeland Security and Emergency Response
Stefani Hanson – Kirkwood Community College
Bruce Lippy – Michael D Baker, Inc
Keith Miles – Kirkwood Community College
Keith Miles – Kirkwood Community College
Joel Myers – Iowa State Police Association
Wayne Newton – Benton and Eastern Iowa Farm Feeders
Kevin Petersbur – USDA APHIS
Don Ransford – Kirkwood Community College
Brad Ransford – Robins Fire Department
Carl Sefl – ROI Marketing Services
Mark Shearer – Iowa Department of Agriculture and Land Stewardship
Greg Smith – Cedar Rapids Fire Department
Steve Thompson – Iowa Farm Bureau
Marv Trimble – Garrison Fire Department
Steve Van Wie – WinterSeas & Moonsail
Ned Wright – Linn County Emergency
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Project SAIL (Specialty Asynchronous Industry Learning)
Douglas C. Elam, M.S.
Kirkwood Community College
6301 Kirkwood Blvd SW
Cedar Rapids, Iowa 52404
1-800-464-6874
delam@kirkwood.edu
Project SAIL Abstract
Project SAIL (Specialty Asynchronous Industry Learning) www.league.org/league/projects/sail/
is a program administered by the League for Innovation in the Community College and funded
through a grant by the Alfred P. Sloan Foundation. Through a network of colleges and industry
partners, Project SAIL aims to create a national marketplace promoting access, exchange, and
dissemination of specialized industry-driven programs anywhere and anytime. It is designed to
take advantage of the growth and maturity of online learning options now makes it possible to
extend access to specialty courses, degrees, and training beyond traditional college service area
boundaries to fulfill workforce needs in even the most remote communities.

Community-University Partnerships & Jumpstart

Proceedings Submission
1.

Community-University Partnerships and Jumpstart for Young Children: A Positive
Impact on Preschool Children

2.

Cynthia B. Elliott

3. Southeastern Louisiana University
4. 2230 Oleander St.
Baton Rouge, LA 70806
5. celliott@selu.edu
6. ABSTRACT:

th

2

4 Annual Hawaii International Conference on Education
Honolulu, Hawaii, USA
January 6-9, 2006
Community-University Partnerships and Jumpstart for Young Children:
A Positive Impact on Preschool Children
The purpose of this case study was to explore the impact of one university-affiliate’s
Jumpstart program on preschool children’s social relationships, language and literacy
performance. Jumpstart for Young Children, Inc., a non-profit organization, offers a national
early literacy program that brings together university students and young children in community
settings, and works toward the day that every child in America will enter school prepared to
succeed. Jumpstart has three interconnected program areas: school success, family involvement
and future teachers (Shulman & Jumpstart, 2002).
The study addresses the need that Jacoby (2003) identified of informing others of
existing partnerships in higher education. This unique community-university partnership
involves a regional, state university’s teacher education department, two local Head Start
centers, one district school, and the national early literacy program, Jumpstart for Young
Children, Inc. While the university was establishing the affiliate site for Jumpstart, the teacher
education department was also developing coursework with a service-learning opportunity for
university candidates. The Jumpstart program provides the context for service-learning
opportunities within a community-based setting addressing the needs of the community partners,
families, and young children. Service-learning is a teaching methodology that involves active
participation by pre-service students in meaningful, community-based service experience that are
related to students’ academic learning goals (Erickson & Anderson, 1997: Kahne & Westheimer,
1996).
Method
Student success outcomes for over 200 four and five-year old children including those who
participated in Jumpstart (N=83) and a non-participating group (N=134) were compared across
three, consecutive academic years. The Jumpstart group was comprised of children either
recommended by their teacher and/or scored in the targeted range on the School Success
Checklist. All children attend preschool programs at either the Head Start or professional
development school sites.
Three archival data sources from the Jumpstart program included both quantitative and
qualitative measures that were collected and analyzed. These included the School Success
Checklist, a quantitative pre/post measure of the children’s language, literacy and social
development performances; the Family Survey; and the Program Partner Feedback Form
(Jumpstart, 2001). The constant comparative method (Glaser & Strauss, 1967) was employed to
reveal patterns and trends from the measures capturing family and program partner responses.
These forms documented perceptions of families and community-based personnel regarding the
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service to children and families, and progress toward program objectives and quality standards.
In addition, cases studies of the university candidates enrolled in the service-learning
course were analyzed for patterns of impact. The constant comparative method was also used in
this analysis. These individual case studies provided further descriptive information about
children’s learning. Data were triangulated to insure internal validity (Denzin, 1970).
Results & Discussion
Findings provided clear evidence of a positive impact on children’s language, literacy
and social relationships for those who participated in the Jumpstart early literacy program. The
perceived impact as described by families, program partners and university students further
documented the early literacy program’s positive impact on student learning.
Data indicate that there was an increase in both areas (language/literacy and initiative/
social relations) represented in the School Success Checklist. All children increased on one or
more of the 15 identified school success outcomes for each of the three years. The greatest
increase for any item was in social relationships.
Data also revealed insights into the impact of community-university partnerships that
embrace service-learning in teacher education programs associated with the Jumpstart
university-affiliate program. These findings provided evidence that the goals of the national
early literacy program and ultimately, the goals of teacher preparation and of the program
partners were common across the partnership. The relationships that are established provide
the infrastructure for such partnerships and are build overtime with those who have a common
mission. It appears that partners who embrace common missions establish effective,
educational partnerships and impact student learning.
Thus, this research is a way of sharing information and raising awareness about existing
partnerships that Jacoby (2003) identified as a need in higher education. It begins to raise
awareness about an existing partnership, the community, university and Jumpstart, that is
contributing to positive outcomes for young children.
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Abstract
Demographics and historically poor student performance plagued a high school. Leadership
determined to implement Smaller Learning Communities (SLCs) as a solution both students and
faculty benefits, based on substantial research, external guidance, and grant funding availability.
Data showed that implementation of SLCs significantly (p<.05) enhanced the academic and
attitudinal outcomes for students, for the teachers and for their school as a whole. Students felt
significantly better about themselves, about learning and about school, and about their futures.
Teachers felt significantly better about their instruction, their impact on students, and their
experience as teachers. Academically, students significantly exceeded statistically historical
expectations in Reading, Math and Writing, and students with the biggest personal challenges
and most identified needs for remediation made the most amazing gains - “Regression to the
mean” does not explain these findings. The “cultural change” at the school and “immeasurables”
are also discussed.
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Smaller Learning Communities: A High School in Crisis Soars
Elmore, D., MA, Collins, D., EdD , Lewis, V., MPA, & Shaha, S., PhD, DBA

I. Background and Introduction
The Challenge
Haines City High School needed a new approach to the school experience to achieve academic
and attitudinal success. Like many schools, we had challenges. Unlike most, our high school
was in a state of crisis.
Our student body is devastatingly disadvantaged. Fully 22.8% live in poverty in families with an
average household income of below $6,000, and 57% receive free or reduced cost lunch. We are
a “majority–minority” high school where the primarily-Spanish-speaking population has tripled
to meet job markets in agriculture and hospitality industries, 26% of the families speak a
language other than English at home, and our community represents 50 clearly definable
cultures. Our student mobility rates averaged eight students enrolled or withdrawn each week.
Academically, 79% of our students failed our State’s standardized reading test (FCAT) in the
year our project started. One-fifth (20.6%) missed between 11 and 21 days of school. Our
graduation rate was a mere 58.7% compared to the district rate of 66.9% and the state rate of
67.9%. Behavior problem rates were well-beyond national and even district averages, and gang
activity was present on campus and in surrounding communities.
Our challenges were not limited to students alone: Faculty and staff turnover averaged 20% over
the four years prior to implementation, and rose to 26%, in the most recent year requiring 23 new
teacher hires, seven at mid-year. During the two years previous staff turnover included four
principals, two assistant principals of curriculum, four deans and all five guidance counselors.
Thus a dangerous lack of continuity in leadership, instructional staff, and support personnel
existed
The faculty, discouraged and fearful of change based on past experiences, understood that a new
approach was needed to meet the needs of students, faculty and the community.
The Strategy
Leadership determined to implement Smaller Learning Communities (SLCs) as a solution, based
on substantial research (c.f. DuFour, R., 2004, NASSP, 2004), external guidance (e.g. Southern
Association of Colleges and Schools (SACS) reaccredidation review) , and grant funding
availability. Their commitment to establishing SLCs for both students and faculty benefits
reflected a long list of desired results:
• Provide personalized and meaningful learning environments for students, for belongingness,
personal attention, focused and purposeful learning, and personal relationships between and
among students and teachers.
• Provide focused training and professional development for teachers, for improved planning
and execution, teamwork, enhanced understanding of personal contribution, and improved
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•

student results.
Improve academic achievement for students, and the attitudinal and self-concept impacts of
the educational experience.

Implementing SLCs required a three-year, multi-phase, fully-orchestrated process, including
several steps and elements:
• Professional Learning Communities to optimize curriculum and instruction, and student
focused learning environments were established for providing professional development for
teachers including training regarding SLCs, as well as specific strategies, techniques and
tools (e.g. differentiated instruction, inclusion, bell-to-bell work, word walls, 10-min reading,
posted agendas) for improving academic achievement and the attitudinal impacts of
education. Half of teachers also each attended one of 12 selected external, national training
conferences.
• Routine meeting structures and processes (e.g. the Weekly Learning Community
Meetings) for maximizing communication, coordinating activities, implementing and
perpetuating teamwork, establishing accountabilities, sharing strategies, and reporting and
celebrating successes: Teaming and collaboration.
• Implementation of measurement, assessment and reporting capabilities and processes –
including technology – to make SLC results and focus tangible, encourage and reward
success, and verify academic and attitudinal impacts: Assessment and performance-focused
reporting. And, as substantiated in school-based research, measurement was designed to
incorporate both the academic and attitudinal impacts of the school experience (c.f. Lewis,
V., 2003, Shaha, S., 2004).
The goal became to achieve 100% student involvement in SLCs – every student belonging to an
achievement-oriented sub-group within the school. Within three years, options included:
• The 9th Grade House
• The Information Systems and Technology Academy
• The Law Academy
• The Health and Human Resource Academy
• The Hospitality Academy
• The Honors Academy
• The Literacy Learning Academy – specifically focused on students with the greatest
academic challenges
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II. Overview of Results and Findings
The impacts of SLCs on students and teacher, individually and collectively, have been nothing
short of inspiring. Results reported here reflect findings established by our third-party, external
evaluators for the final year prior to full implementation. Thus we were able to use data-driven
decision-making to determine whether SLCs were working, and decide how to best proceed
toward maximized success, and all before the 100% SLC participation goal was reached.
Academic Impacts
Academic achievement was measured using the FCAT State standardized achievement scores.
Because of the school-wide emphasis on learning outcomes, however, all students improved
significantly. However, gains in performance on the State standardized test were significantly
higher for SLC participants than for their non-participating peers, despite the SLC participants
starting from lower scores (only Reading shown graphically, even though Math gains were even
greater):
FCAT Reading History
1900

Mean FCAT

1800
1700
1600

All Others

1500

LLA

1400
1300
1200
1

•

2

3

FCAT DS Improvement
–
–
–

Reading
Math
Writing

SLCs
53.03
64.25
4.50

Non-SLCs
49.37
54.57
2.86

Diff
7.4% (p<.05)
17.7% (p<.001)
57.3% (p<.001)

The greatest gains were experienced by students in the Literacy Learning Academy; the group
identified as most needing remedial instruction in order to reach personal and school-based
goals:
•

FCAT DS Improvement
–
–
–

Reading
Math
Writing

LLA
63.43
54.54
8.33
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All Others
51.05
62.61
2.27

Diff
24.3% (p<.001)
12.9% (p<.05)
267.0% (p<.001)
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Attitudinal Impacts
Attitudinal impacts were measured using a web-administered survey to which over 1,600
students responded at the beginning and ending of year two of implementation. SLC students
experienced significantly greater improvement in attitudes toward themselves, their school
experience, and learning in general. Cumulatively and individually, responses reflected this
pattern for pre versus post responses (only one graph shown here for reasons of space):

Avg Cumulative Score

Academy vs. Regular Ed Attitudes
58
57
56
55
54
53
52
51
50
49

Regular Ed
Academy

Pre

Post

End of year responses likewise reflected highly and significantly favorable patterns, as illustrated
in the following (only one graph shown here for reasons of space):
Feel better about my future
120

100

80

60

Frequency

40

20

Std. Dev = 1.47
Mean = 3.5
N = 349.00

0
0.0

1.0

2.0

3.0

4.0

5.0

Feel better about my future

SLC students also demonstrated higher levels of participation in programs designed to improve
their academic success and learning experience. For example:
Number of Books Read per Year
10

Avg Books

9
8

Regular Ed
Academy

7
6
5
Pre

Post
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Teacher-Reported Impacts
Assessing the impacts of SLCs from the Teacher perspective was accomplished through a webadministered survey (citation?) at the start and ending of the second year of implementation.
Teachers systematically reported that SLCs had both academic and attitudinal benefits for
students (statistically significant improvements for every item). They also reported that they
themselves felt more impactful as teachers in the lives and learning of their students, and enjoyed
teaching more than in prior years (all statistically significant). In contrast to their Non-SLC
peers, teacher responses consistently exhibited the pattern shown below:
Academy vs. Regular Ed
5.0

Avg Rating

4.5
4.0

p<.05

3.5
3.0

ns

Regular Ed
Academy

2.5
2.0
Pre

Post

III. Discussion and Conclusions
The implementation of SLCs has significantly enhanced the academic and attitudinal outcomes
for students, and thus for the teachers and their school. Students felt significantly better about
themselves, about learning and about school, and about their futures. Teachers felt significantly
better about their instruction, their impact on students, and their experience as teachers.
Academically, students significantly exceeded statistically historical expectations in Reading,
Math and Writing. The most amazing gains were made by students with the biggest personal
challenges and most identified needs for remediation. “Regression to the mean” does not explain
these findings.
The culture has changed. Data supports that measured attitudes toward school and learning have
improved. But the “unmeasurables” were equally astounding, where school spirit is at its highest
ever, and where part of that is clearly attributable to the SLC implementation. One example was
a classroom door decoration contest held wherein the obvious and commonplace words and
expressions posted were punctuated by the less expected words reflecting the impact of SLC,
including “Rigor and Relevance”, “Careers Academy”, and others. Clearly students are more
excited about being at school, and teachers are both part of that excitement, as well as powerfully
affected by it.
National Recognition
Also important, the Successful Practices Network, sponsored by the International Center for
Leadership Education (i.e. Dr. Willard R. Daggett), recognized our school as one of only 500
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nationally “with a commitment to school improvement and high academic achievement.”
Conclusion
More gains need to be accomplished for Leadership to achieve the full breadth of impact sought.
It is anticipated that the final year of implementation will reveal even greater academic gains.
We can overcome many of the roadblocks and barriers to success our students face through
SLCs, which personalize learning and school participation, maximize the focus and impact of
teaching, and make achievement a tangible reality.
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IDENTIFICATION OF DETERMINANTS OF LEARNERS’ MOTIVES
TOWARDS E-LEARNING IN THE OPEN UNIVERSITY OF MALAYSIA
Suhair Ahmed Elyas
Assoc. Prof. Dr. Kamal Basha. Madarsha
ABSTRACT
This study explored the motivational aspect of e-learners at Open University
Malaysia. More specifically, the study tried to identify determinants that form the
basis of learners’ motivation towards e-learning at the university. Using a 20-item
instrument, the present study measured and analyzed responses from 100 e-learner
students enrolled at the university. Principle component analysis was used to
isolate factors that determine the e-learners’ motives. The result revealed two
reliable dimensions of e-learners’ motivation towards e-Learning, Convenience of
e-learning and the e-learning Communicative Feature. Convenience of e-learning
fulfils the needs of e-learners in terms of flexibility, independence access. While
the Communicative Feature entails the need for interaction through the electronic
medium and increased participation in the learning process.
INTRODUCTION
Open University of Malaysia or “Universiti Terbuka Malaysia” (UNITEM) was officially
established on 10th August 2000, as the seventh private University in Malaysia. UNITEM
is committed to providing quality learning environment to its learners and community.
The University utilizes the latest innovations and approaches in the teaching-learning
process, as well as offers academic programs that cater to the demands of the industry. It
thrives on its motto of a "University for All" as it believes in the philosophy of
“education is for all”. This philosophy implies that education should be made available to
all, regardless of time, place or age

Life long learning at UNITEM encompasses a broader and much deeper concept of
learning. UNITEM views life long learning as creating new ways and habits of thinking
such as self-managed learning, learning on demand, knowledge sharing and managing
communities of learning.
1

UNITEM not only adopted but also recognized the tremendous value of e-learning, as a
helpful tool to boost learner’ capability as well as their motivation based on the
University philosophy. The best ways to motivate learners is by identifying and
rationalize their reasons for enrolling into e-learning program. To enhance learners’
motivation, instructors must be aware of the reasons of learners’ enrollment into the
program as well as he/she should utilize a good induction process, which introduces the
learners to the details of the program. Understanding e-learners motivation helps to
determine the factors that influence their learning strategy that will in turn influence
performance.

MOTIVATION IN E-LEARNING SETTING
Motivation to e-learners can be defined as an internal set of processes by which human
energy becomes focused on something describing the nature of individuals in interacting
with their environment.

A second relevant aspect of motivation is the direction of effort, which implies individual
goal orientation at an internally defined level of success. This aspect of motivation
reveals two motivational dimensions. The first of which is intrinsically driven.
Individuals define internal goals and form a related level of success based upon internal
conditions (e.g. beliefs, desires, aspirations, state of-minds, etc.). The second is
extrinsically affected by external events (e.g. resource availability, leadership style,
challenging tasks, task variety, career opportunities, etc.). This study confines itself and is
limited in its scope to the first dimension.
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Keller’s model of motivation addresses four components of learning. Attention,
relevance, confidence, and satisfaction are the components known as the ARCS model of
motivation (Fernández, 1999). For attention, the model recommends that instructors vary
the instructional presentation to keep the students interest from waning. An effective
method of gaining attention is through collaborative projects and different presentation
methods. The easiest way to increase relevance is to allow students to take ownership of
the learning experience, thereby vesting them into a learning experience with greater
commitment to learning. Relevance-enhancing strategies have shown more effective in
enhancing motivation and learning performance than other embedded strategies

Students gain confidence in their own abilities when they experience success at
challenging tasks. Building confidence is an important step in the model as it enhances a
learner’s perception of fulfillment. Learners should have an opportunity to apply new
skills, be recognized for acquiring the new skill(s), and thus gain satisfaction knowing
that the materials that were consistently evaluated through the e-learning quality
measures.

E-learner Motivation
Motivation for attending universities is multidimensional, rather than divided into the
dichotomy of intrinsic versus extrinsic. To date, there has not been extensive research on
the content of these many motivations (Hwang, et. al., 2002).
On increasing the motivation of e-learner McCurdy (1996), found the Cooperative
Learning intervention to be successful in increasing the motivation of a high-ability
student. Blending of traditional-based instruction with student-centered learning was an
3

excellent union for increasing on-task behavior, class participation, and interest in school
work among students who had become unmotivated by the traditional education system
alone.

Ng (2000), used a survey method to investigate the complex relationships between the
motivational and learning processes of university students in a distance-learning mode at
the Open University of Hong Kong. He hypothesized that the nature of distance
education will lead to specific goal profiles in the students involved, which will
subsequently affect their use of various learning and self-regulating strategies, and
subsequently their learning outcomes. The results revealed that achievement goals
operated as a frame affecting how these distance learners approached their learning and
how they perceived the course.

PURPOSE OF THE STUDY
The prime purpose of this study was to explore the motivation of e-learner at Open
University Malaysia. The study also looked in depth into the significant factors that
influence e-learners. In addition, it examined the primary characteristics of e- learners in
terms of demographics and educational backgrounds

QUESTIONS OF THE STUDY
The present study attempted to answer the following questions:
1. What were the latent variables that influence e-learners’ motivation at Open
University Malaysia?
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2. What was the reliability of the dimensions measure? More precisely, the study
concern was to develop and validates a scale to measure the factors influence Elearner motivation.

METHOD
Participants
The participants in the study were a convenience sample of 100 learners who were
enrolled at the Open University Malaysia. Of these participants, 47% were males and
53% were females. 50 % of the participant’s age was under 30 years old, 37% aged
between 31 to 41 and only 13% ranged from 41 to 51 years of age. Ethnically the
Malay’s were the majority of the participants 58%, followed by Indians 26% and Chinese
16%. (see Appendix A)

Instruments & Research Procedure
The study adopted the questionnaire used by Jain & Ngoh (2003), Motivating Factors in
E-learning – A Case Study of UNITAR, with minor modifications. The questionnaire
consisted of 20 items rated on five points, Likert statements ranged from (1) strongly
agree, to (5) strongly disagree. It was designed to measure aspect of motivation for
involved in UNITEM e-learning program, questions about overall indication of
motivation and coping with the program were also included.
Demographic information such as age, gender, race, marital status and academic program
was also covered in this questionnaire.
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Copies of the questionnaire were distributed to the learners enrolled at Open University
Malaysia. The participants were selected through convenience sampling as they were
registering their courses. The questionnaires were completed on the spot, and were
checked over to ensure each item was completed.

ANALYSIS
Principle component Analysis with Varimax rotation was used to investigate factors that
influenced e-learners motivation. Only those factors with eignvalues greater than 1.0
were retained, items were assigned to factors based on the highest loadings minimum
acceptable loading of .50.

RESULT & DISCUSSION
As diagonals of the Anti-image matrix of the majority of items were greater than .5 ,
unfortunately four items were found blew 0.5 e.g E3 (.258), E7 (.406), E12 (.463), E15
(195). Though these items were considered as problematic, the study proceeded with the
analysis to check other tables.(see Table 1)
The Barlett’s Test of Sphericity which indicates inter variables relationship was found to
be statistically significant, χ2 (190) = 705.175, p=0.001. The KMO measure of sampling
adequacy shows a value of .752, which justified the use of principle component analysis.
To extract factors principle component analysis was applied using SPSS version 11.0.
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Table 1: Correlation Matrix and Descriptive Statistics
E1

E2

E1

.699

E2

-.465 .722

E3

E4

E5

E6

E7

E8

E9

E10

E3

.241 -.287 .258

E4

4.670 6.122 1.666 .815

E5

6.864 6.059 .002 -.262 .697

E6

5.149 -.119 4.751 -.167 7.898 .641

E7

7.226 8.734 4.618 .148 8.785 5.320 .406

E8

-.413 3.920 9.175 -.273 -.126 2.934 -.113 .815

E9

.166 3.871 1.934 -5.20 .230 -.575 1.672 -.282 .573

E10

.182 -.022 4.552 -.126 .218 1.061 3.847 2.652 .134 .566

E11 E12

E13

E14 E15

E16

E17 E18

E19 E20

E11 3.0492 -.153 2.993 -.142 -.187 6.705 5.698 5.369 7.408 -.178 .891
E12

-.111 .108 -3.2 9.424 4.742 3.375 4.884 4.62 2.994-3.803 -.120 .463

E13

.127 -.188 4.447 9.420 9.976 3.138 7.112 -.323 8.036 -.177 -.102 4.902 .811

E14

2.102 5.95 9.553 8.702 3.582 -6702 5.82-2 3.73 .127 9.362 -.103 5.515 -5.62 .688

E15

.209 -.156 6.489 -.122 .208 4.924 9.205 1.078 9.845 .133 3.026 1.923 .114 1.846 .195

E16

-.242 .113 2.358 .137 -.145 2.814 -2.25 1.737 -.368 -.184 -3808 4.8-0 -.233 -.149 -.291 .818

E17

-.193 .106 2.673 2.972 -.184 7.516 -.281 8.973 9.905 -.185 -.234 4.003 .111 8.858 -.247 8.271 .818

E18

5.559 .117 2.072 -.216 -.101 7.581 .183 9.680 -.301 2.853 5.682 -.135 .144 -.198 3.996 7.100 -.210 .820

E19 5.8232 -.161 4.309 -.156 .264 7.951 -.259 7.142 .179 .166 7.418 1.544 -.220 -.126 .117 -.209 -.246 -.335 .792
E20 5.1512 6.021 3.705 3.112 .108 3.222 .155 1.848 6.050 .188 -.169 1.246 -.161 6.513 .233 -.149 -.282 2.833 2.198 .814
Mean

1.78 2.00 1.87 3.86 1.89 3.05 2.03 4.90 2.00 2.33 2.24 2.14 2.15 2.35 1.87 3.86 1.89 3.05 2.03 4.90

SD

.64 .68 .68 1368 .79 9.71 .70 16.7 .74 .77 .75 .75 .70 .96

.68 13.68

.79 9.71

.7016.65

The reproduced correlation matrix appeared to “best fit” the inter-correlation among the
variables with a seven factors structure, accounting for 72% of the total variance. This
indicates that the seven underlying factors explained more than 72% of the variable
among the 20 variables (Refer to table - Appendix B).

Variance of the first component, the largest was 5.355 while the other subsequent eigen
values were 2.191, 1.526, 1.223, 1.156, 1.056, 1.031 and 1.001 respectively. The
examination of the scree plot revealed that the 20 items instrument measured only three
factors. The scree plot did not conform the total variance explained result, which retained
eight latent values. (Refer to table - Appendix B).
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Table 2: Rotated Component Matrix
Item
s

E2
E4

E5

E16

E19

E8
E11
E17

E-learning provides increased variety
of learners for social interaction
E-learning broadens interpersonal
relationships through electronic
networking
E-learning increases communication
electronically.
E-learning can cope with the need for
increased participation
E-learning builds a community that
can be a tremendous motivator for
group learning.

Labeling

.755
.752

.661

.543

.783
.615

.518
.448
.416

Learners E-interactive
Communication

E18

E-learning fulfils the need for
increased flexibility.
E-learning fulfills the need for
geographic independence
E-learning can reach an unlimited
number of people virtually
simultaneously
E-learning offers temporal
independence (learning can be done
anytime convenient to the learners)
E-learning is generally perceived as
more efficient

Factor
2

Convenience of e-learning

E1

1
.768

Table 2, represents only two factors, solution obtained from the principal components
analysis with varimax rotation. The other five factors were not detained because each
factor contains two items only.
The first rotated factor has significant loadings on five variables. The content of this
factor centers primarily on the flexible nature of the e-learning that it is not bound by
either time or place. The first factor was then labeled as Convenience of e-learning.
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The last factor which consist of five strong significant loadings which, typically
represents the interaction components of the e-learning program. This factor was labeled
as Learners E-interactive Communication.
Table 3: Factor Correlation and Internal Consistency Index

Dimension

Mean

SD

Convenience of e-learning
Learners Communication

19.56
17.53

3.17
2.81

Cronbach’s
Alpha
.82
.65

The second concern of the study was to estimate the reliability of the instrument. Using
Cronbach’s alpha formula, the internal consistency indices for the subscale were .82 for
Convenience of e-learning, and .65 for Learners E-interactive Communication.

CONCLUSION
Confined within the limitations of the study, the result confirms the current understanding
of motivation in an e-learning setting. Our findings parallel with the earlier works on
motivation by Hawang et al. (2000).
The results of data analysis are consistent with our expectation of e-learner motivation.
The two factors extracted convenience of e-learning and student communication were
high in internal reliability, suggesting they are a good explanation of data. However, this
study revealed the e-interactive communication side of e-learning represents emotively
factors on the part of the student pursuing sources through e-learning which is the most
arguable side in the study of e-learning especially learners’ motivation. The study also
indicated the convenient nature of e-learning in term of flexibility, independence,
9

efficiency, and geographical accommodating, as factors in their motivation towards elearning. Further research could explore other items that could be added so the study to
yield more that two factors.
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APPENDIXES
Appendix A

Age
41 to 50
13.0%

Below 31
50.0%
31 to 40
37.0%

Gender
Male
47.0%

Female
53.0%

12

Race
Indian
26.0%

Malay
58.0%
Chinese
16.0%

Marrita Status
Single
32.0%

Married with childre
57.0%

Married without chil
11.0%

13

Academic Program
Faculty of Education
7.0%
Faculty of Informati
32.0%

Faculty of sciences
45.0%
Faculty of business
15.0%
Faculty of Engineeri
1.0%

14

Appendix B
The total Variance Explained
Initial
Eigenvalues

Comp
onent

Total

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20

5.355
2.191
1.526
1.223
1.156
1.065
1.031
1.001

Extraction
Sums of
Squared
Loadings
% of
Varian
ce
26.775
10.956
7.628
6.115
5.778
5.324
5.155
5.007
4.500
3.913
3.114
3.022
2.624
2.160
1.910
1.538
1.517
1.100
1.043
.823

Rotation
Sums of
Squared
Loadings

Cumulat
ive %

Total

% of
Variance

Cumulat
ive %

Total

26.775
37.731
45.359
51.473
57.251
62.575
67.730
72.738
77.238
81.151
84.265
87.287
89.910
92.070
93.980
95.517
97.034
98.134
99.177
100.000

5.355
2.191
1.526
1.223
1.156
1.065
1.031
1.001

26.775
10.956
7.628
6.115
5.778
5.324
5.155
5.007

26.775
37.731
45.359
51.473
57.251
62.575
67.730
72.738

3.500
2.501
2.301
1.519
1.293
1.199
1.152
1.083

% of
Varianc
e
17.499
12.506
11.506
7.593
6.463
5.993
5.762
5.415

Appendix C

Scree Plot
6
5
4
3

Eigenvalue

2
1
0
1

3
2

5
4

7
6

9
8

11
10

Component Number

15

13
12

15
14

17
16

19
18

20

Cumul
ative %
17.499
30.005
41.511
49.105
55.568
61.561
67.323
72.738
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Abstract
Within collaborative models of professional development workshops, learning
communities are established wherein teachers discuss theoretical principles, generate
instructional strategies, try out ideas in their classrooms, reflect on outcomes, share insights
about what they are learning, and, through this dynamic process, co-construct knowledge about
teaching and learning within the context of authentic activity (e.g., Borko & Putnam, 1998; Perry
et al., 1999).
In this case study we aim to uncover processes of self-regulated learning and how this
might be useful in understanding individual and collective learning processes among teachers
from different discipline areas needing to pool their collective pedagogical / content knowledges.
As a result of this study, we will better understand the interface between situated practice,
context, collaboration, and self-regulation in in-service teachers’ individual and collective
learning through professional development activities. The study is grounded in an integration of
theoretical mechanisms detailed across theories of self-regulated learning (e.g., Butler & Winne,
1995; Zimmerman, 1994; Zimmerman & Schunk, 2001), models of collaborative professional
development (Englert & Tarrant, 1995; Kremer-Hayon & Tillema, 1999; Perry et al., 1999), and
situated and distributed theories of learning (Barab & Duffy, 2000; Brown, Collins, & Deguid,
1989; Lave & Wenger, 1991).
Historically teachers have been asked to implement innovations developed outside their
own classrooms. In traditional staff development, teachers are viewed as passive learners
carrying out these mandates assisted by skill training, coaching and implementation support. In
short, little attention has been paid to developing self regulation in teachers. More recently, calls
for teachers to become reflective teacher-researchers have ushered in new forms of teacher

Empleo & Erben HICE Proposal
development that view teachers as active learners. Such models for teacher professional
development engage teachers in collaborative inquiry as a means for spurring professional
growth, and meaningful shifts in practice (Simmons et al., 2000). However, although positive
outcomes have been associated with teachers’ participation in collaborative inquiry,
disagreement exists regarding the nature of teacher learning in these collaborative contexts
(Cole, 1991; Lave, 1991; Stein et al., 1999). At one end of a continuum are researchers who
focus narrowly on individuals’ “in-the-head” learning as if it can be abstracted from context. At
the other end of the continuum are models that emphasize sociocultural processes and
characterize learning as socially-mediated and context-bound.
This case study focuses on how teachers of culturally and linguistically diverse
exceptional (CLDE) children come to make shifts in practice through participating in
collaborative research with teams of fellow teachers and researchers. The aim is to
uncover how teachers shape each other’s learning and decision making when they work
collaboratively within a professional development context and share expertise. This study
will help us understand how the process of collective inquiry influences teachers’
“transactional” construction of knowledge which in effect is richer than knowledge any
one teacher might construct on his/her own (Pressley et al., 1992). By understanding
these complex and cycling processes, we will better understand how teachers come to
(re)construct conceptual knowledge in order to make deep-rooted changes to practice.
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Abstract
Watanabe (1999) has identified that within Pilipino families in particular the concept of
disability is very different from our western understanding of disability. The purpose of this
study is to begin to understand how Pilipino American families negotiate the special education
system.
Specifically, the proposed study will identify the issues that occur when Pilipino
American culture conflicts with processes and practices as they relate to special education and
disability. In addition, this study in will also examine the identity development of the Pilipino
child with special needs. Lastly, this study will examine the power dynamics between the
Pilipino American Families, School, and the child with special needs. In order to examine these
processes, the researcher will utilize a human ecological perspective.
Bronfrenbrenner (1986, 1997) has provided a framework in which we can begin to
examine the impact that school and the family have on the developing child. Human ecology is a
useful way to examine the relationship between families and education because it is not an
ethnic, cultural, or racially specific theory. It allows for an examination of dynamic relationships
within various systems and subsystems and how they impact the child and each other.
There are very few studies that address the needs of specific Asian ethnic groups, such as
those of the Pilipino community. More specifically there are even fewer studies that address the
needs of Pilipino students with disabilities. In a broad sense this study will be adding to the
literature within culturally responsive practices in regards to addressing the academic needs of
culturally and linguistically diverse students, specifically that of Pilipino children.
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Abstract
Within the framework of a design-based research methodology, this paper presents the application of a Web-based programmed instruction tutoring system used in
concert with collaborative peer tutoring to teach a Java computer program to introductory
programming students. Software self-efficacy, specific Java knowledge, and general program understanding were assessed on three separate occasions during this instructional
application, to include a pre-learning baseline and a final test administration for academic
credit. Performance on all three types of assessments improved over the three successive
occasions. The value to novitiate students of the tutoring system and the peer collaboration was also revealed in the positive ratings of these initial learning experiences by the
students. The combination of individualized instruction and peer interactions is demonstrably effective in promoting skill and confidence in introductory students in a computer
programming course.
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INTRODUCTION
This paper presents a case study evaluation of the effectiveness of a Web-based
tutor used in combination with collaborative peer tutoring to support initial learning by
undergraduate Information Systems students who are taking an elective introductory programming course in Java. The evaluation is based upon student performance observed
within the context of the classroom over the first three successive sessions of the course.
BACKGROUND
The complexity and instability of Java, in particular, pose unique challenges for
educators (Roberts, 2004), and there are ongoing efforts to design a first Java course for
students having diverse backgrounds (Comer, Roggio, & Nute, 2005). In general, moreover, many students have difficulty in learning how to write a computer program (Robins,
Rountree, & Rountree, 2003), and educators also face challenges in teaching computer
programming (e.g., Traynor & Gibson, 2004). The research reported here, then, reflects
an attempt to improve student learning of computer programming by combining an individualized tutor with collaborative peer tutoring. The assumption is that these two instructional approaches will potentiate the background skill of novitiate students, making
them confident in their ability to pursue advanced training in computer programming.
Based upon a summary of the components of Slavin’s model (Slavin, 1996) of theoretical
support for such collaboration (Rittschof & Griffin, 2001), the social dimension is considered to enhance motivation and to provide the occasion for mutual elaboration of the
understanding of simple facts and concepts to exceed what might be accomplished by
solitary study and self-reflection.
Tutoring System
The research group has previously reported a series of formative evaluations in
the development of a Web-based tutoring system1 and its application as the first technical
training exercise for students in a computer programming course (Emurian, in press-a, in
press-b, 2005; Emurian & Durham, 2003; Emurian, Wang, & Durham, 2003). The tutor
teaches a simple 34-item, 10-line Java applet that displays a JLabel object in a browser
window on the Web. Experience with this tutoring system in several Java courses indicates that most students can complete the tutor within 2 hours of work and that all students report knowledge and confidence gains after completing the tutor.
The objective of the tutor is to provide each and every student with elementary
knowledge and skill in preparation for continuing study of the Java programming language. The tutoring system is effective in promoting skill and cultivating self-confidence
in beginning students by giving them a successful learning experience that motivates their
The tutoring system is freely accessible on the Web:
http://nasa1.ifsm.umbc.edu/learnJava/tutorLinks/TutorLinks.html
The source code for the Java tutor is freely available and may be obtained by contacting
the author.
1
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further study of Java using textbooks, lectures, laboratory demonstrations, independent
problem solving, and the like. The tutoring system is intended to meet the needs of Information Systems majors, whose professional interests typically are outside the scope of
computer programming.
Dyadic collaborative learning
Group discussions have been used to facilitate learning to write computer programs (e.g., Davy & Jenkins, 1999; Tsang & Chan, 2004). However, having students
study together in dyads has been recently investigated as an even more powerful tactic to
improve learning at the level of individuals. There are several variations to the structure
of a dyadic interaction, to include pair programming (Williams, Kessler, Cunningham, &
Jeffries, 2000) and interteaching (Boyce & Hineline, 2002). The present student used interteaching as the approach to collaborative peer tutoring. In this approach, the questions
on the topic to be discussed by the participants during a dialogue were prepared in advance, and the students come prepared for interteaching by preparatory study of assigned
material in advance. In the present study, in addition to interteaching topics that are directly related to the content of the Java tutoring system, questions were presented that
required the application of general principles to answer programming questions on topics
not explicitly taught in the tutor. It is assumed that an interteaching session following individualized tutoring can potentiate the prior learning and result in enhanced competency
and understanding.
Rationale
The stream of work leading up to the present study constitutes a series of replications over which the tutoring system was refined to ensure that mastery would occur for
all learners. This approach is similar to instructional material improvements suggested by
formative evaluation (e.g., Harley, Seals, & Rosson, 1998) and by design-based research
(Hoadley, 2004). In this latter methodology, the educator assumes that an existing instructional tactic currently used in the classroom is meritorious. Improvement is operationalized by the objective of having all students reach a common educational outcome.
METHOD
Subjects
The subjects in this evaluation were 22 students enrolled in IS 247J, Introduction
to Java Programming. This is an elective course in the undergraduate program, which
requires two semesters of introductory programming techniques and one semester of an
elective language.
Figure 1 below presents pie charts of the students’ year in school and gender distribution. Seventy-three per cent of the students were seniors, and 73% were male.
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Figure 1. Pie charts of the students’ year in school and gender distribution.
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Figure 2. Boxplots of the ages of the students and programming courses taken.
The circle is an outlier, and the triangles are extreme values.
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Figure 2 above presents boxplots of the students’ ages and the number of prior
programming courses taken. Most students were in their early twenties, with a range of
19 to 40 years. Most students had taken between 2 and 3 programming courses.
Figure 3 below presents self-reported ratings of the students’ prior general programming experience and Java experience. Although many students entered the course
with background programming experience, most students had no Java experience

Figure 3. Self-reported prior experience. The triangles are outliers.
Tutoring System Model
The theory supporting the development of the tutoring system is a behavior analytic model based upon the learn unit formulation of Greer and McDonough (1999) as
applied to programmed instruction for technology education (Greer, 2002, p. 187). The
tutor teaches a Java JApplet program that displays a JLabel object in a browser. Figure 4
below shows the program and a corresponding display. All of the interfaces presented
below are accessible on the Web by using the tutor URL presented earlier.
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Figure 4. The ten lines of Java code and the output in a browser.
The learning stages in the tutor are as follows: The programmed instruction tutoring system consists of eight stages of learning: (1) introduction and demonstration of the
program; (2) learning to type the Java keywords, program identifiers, and other symbols;
(3) learning to recognize the items of code in context; (4) learning the meaning of the individual items of code; (5) learning to type a line of code; (6) learning to recognize a line
of code in context; (7) learning the meaning of a line of code; and (8) learning to write
the entire program by recall. Experience with this tutoring system in several Java courses
indicates that most students can complete the tutor within 2 hours of work and that all

students report knowledge and confidence gains after completing the tutor.
Figure 5. The first, second, and third interfaces in this stage of learning.
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Figure 5 above shows the first, second, and third interfaces in this stage of learning.

Figures 6 and 7. See text for explanation.
Figure 6 above shows the fourth interface in this stage of learning, and Figure 7
above presents an example of the line learning interface.
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Figure 8 below presents an example of the program learning interface with user

Figure 8. The program learning interface with user input.
input.
Interteaching Session
For the interteaching session, the 22 students were divided into 11 pairs. The
members in a pair were determined unsystematically by taking every other student in the

Figure 9. The interteaching instructions.
class list to form a given pair. Figure 9 above presents the interteaching instructions.
Each student submitted a report at the conclusion of the 45-min interteaching session.
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The interteaching report included each student’s rating of the effectiveness of the session
and of the student’s readiness to be tested on the material. Figure 10 below presents the
evaluation section of the interteaching report.

Figure 10. The evaluation section of the interteaching report.
Assessments
The following four questionnaires were administered: (1) software self-efficacy
(SSE), (2) items tests, (3) lines tests, and (4) rules test2. The items and lines tests were
exactly the same as the tests embedded in the Java tutor. The SSE and rules tests were not
included in the Java tutor. Figure 11 below shows a question from the 22-item SSE scale.

Figure 11. The fourth question in the 22-item SSE scale.

2

The Pre-Tutor questionnaire is available as a pdf document. It contains all test questions
given across the three assessment occasions. The tutor evaluation ratings were obtained
during the second assessment. The document is available here:
http://nasa1.ifsm.umbc.edu/learnJava/hiceducation/Questionnaire.pdf
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Figure 12 below shows a question from the 34-item items questionnaire.

Figure 12. A question involving an item of code, which in this example was myLabel.
Figure 13 below shows a question from the 10 questions involving a line of code.

Figure 13. A question involving a line of code.
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Figure 14 below shows one of the 12 questions on the rules questionnaire. The
questions on this test required the application of a general principle because the specific

answer was not taught in the Java tutor.
Figure 14. A question presented on the rules questionnaire.
In addition to these assessment scales, demographic information was obtained
during the first administration of the questionnaires.
Procedure
The class met once each week for 150 min, and there were 14 class meetings in
the semester. The formative evaluation took place over the first three class meetings. As
part of the syllabus, the students were fully informed about the events and requirements
of the first three classes in the course. Because it dealt with pedagogical issues, the protocol was determined to be exempt from informed consent by the UMBC IRB.
Table 1 below presents the sequence of events. This was a formative evaluation
in context. The time constraints were accepted in favor of high external validity of the
study. Accordingly, there were sometimes delays in assessment administration due to the
150-min class periods. After the first class, the didactic information in the Java tutor was
released to the students in the form of a study manual3. However, this manual did not
contain the tests. Finally, the Java tutor was freely available outside of class to all students.
The lecture during Class 2 was given by the author. The lecture duplicated and
amplified information in the Java tutor. The instructor lectured on the JApplet while the
students wrote the code using a UNIX text editor. Compilation of the source code was
taught along with accessing a target HTML file as a URL on the Web. All students successfully ran the applet at the conclusion of Class 2.

3

The study manual is available as a pdf document here:
http://nasa1.ifsm.umbc.edu/learnJava/hiceducation/TutorStudyManual.pdf
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Table 1
Sequence of Events
IS 247J: Introductory
Programming with
Java

Spring 2005 (n = 22)
Sequence of Events
Questionnaires: SSE, Items, Lines, and
Rules

150-min Classes
Class 1

1. Pre-Tutor Questionnaires
2. Tutor
Access to the Tutor Study Manual

Class 2

1.
2.
3.
4.

Interteaching Session (45 Minutes)
Post-Learning Questionnaires
Lecture
Run the Program

Class 3

1. Final Questionnaires
o Test Credit for Items, Lines,
and Rules.
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RESULTS
Figure 15 below shows boxplots of three rating scales that were used to assess the
students’ impressions of the Java tutor along three dimensions: (1) overall impression, (2)
effectiveness of the tutor for learning Java, and (3) usability of the tutor interfaces. These
scales were administered as part of the second set of assessment questionnaires.

Figure 15. Boxplots of evaluations of the Java tutor. The circles are outliers.
These data show that the majority of the students reported positive impressions of the
Java tutor on all three scales. It is not uncommon for a few students to respond negatively,
and those are typically students with extensive programming experience. The tutor is best
suited, perhaps, for novitiate learners, and advanced students should be excused from using the tutor.
Figure 16 below presents boxplots of software self-efficacy ratings across the
three assessment occasions. Ratings from one student were not usable. From an initial
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Figure 16. Boxplots of software self-efficacy based on the 22 unique items of code.
The circle is an outlier.
median of two, ratings increased thereafter until a median of 10 was reached on the third
assessment occasion (Graded Quiz). A Friedman’s test was significant (chi-square =
36.03, df = 2, p < .001), and pairwise comparisons, Bonferroni corrected for multiple
comparisons, between the three possible pairs of occasions were all significant (p < .05).
Although the order of events does not allow isolation of the relative contributions of the
Java tutor and interteaching tactics to these outcomes, the robust improvement in SSE
between the Pre-Tutor and Post-Learning occasions indicates the value of using these two
tactics together to insure the outcome that was observed. Finally, Cronbach’s analysis
showed that the scales were significantly reliable across the three assessment occasions
(0.98, 0.97, and 0.96, respectively).
Figure 17 below presents boxplots of errors on the items test over the three assessment occasions. The figure shows improvement on this test over successive
occasions. The figure shows graphically that the decline in errors occurring between the
Pre-Tutor and Post-Learning occasions was larger than that between the Post-Learning
and Graded Quiz occasions. The median of four errors that was observed on that latter
occasion indicates room for continued improvement in performance despite the several
learning experiences that the students had. Finally, a Friedman’s test was significant (chi-
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Figure 17. Errors on the items test. The triangle is an outlier.
square = 33.64, df = 2, p < .001), and pairwise comparisons, Bonferroni corrected for
multiple comparisons, between the three possible pairs of occasions were all significant
(p < .05).
Figure 18 below presents boxplots of errors on the lines test over the three

Figure 18. Errors on the lines test. Circles are outliers and triangles are extreme values.
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assessment occasions. The figure shows graphically that errors progressively declined on
this test over successive assessment occasions. Finally, a Friedman’s test was significant
(chi-square = 21.03, df = 2, p < .001). Pairwise comparisons, Bonferroni corrected for
multiple comparisons, between the three possible pairs of occasions showed a significant
difference (p < .05) only between the Pre-Tutor and Graded Quiz occasions.
Figure 19 below presents boxplots of errors on the rules test over the three assessment occasions. There were 12 multiple-choice questions on the rules test. The figure
shows improvement on this test over successive occasions, reflected by the decreasing
errors. The larger improvement occurred between the Pre-Tutor and Post-Learning occasions, and there was modest improvement between the Post-Learning and Graded Quiz
occasions. That there was room for more improvement is indicated by the median errors

Figure 19. Errors on the rules test across successive assessment occasions. The
circles are outliers.
of 2.5 observed on that latter occasion. Finally, a Friedman’s test was significant (chisquare = 34.93, df = 2, p < .001), and pairwise comparisons, Bonferroni corrected for
multiple comparisons, between the three possible pairs of occasions were all significant
(p < .05).
Figure 20 below presents ratings of the interteaching session. The first scale requested information about the effectiveness of the interteaching session in learning the
material on the report. The second scale requested information about the readiness of the
student to be tested on the material. The median for test readiness is graphically lower
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Figure 20. Ratings of understanding the material and of test readiness in reaction to the interteaching session. The circle is an outlier, and the triangle is an extreme value.
than the corresponding median for understanding. A Friedman’s test between the two sets
of ratings was significant (chi-square = 8.90, df = 1, p < .01). A significant correlation (r
= 0.45, p < .05) was observed between the two sets of ratings.
DISCUSSION
This case study (i.e., “formative evaluation”) demonstrated the use of a programmed instruction tutor and collaborative peer tutoring (“interteaching”) as instructional techniques that were intended to contribute to an introductory student’s initial skill
development in a Java programming course. Each technique brings a distinct learning and
rehearsal history to the student. The structured discipline associated with the tutoring system generates a documented and tested level of competency in all learners. The peer tutoring interactions provide the occasion for elaboration and clarification of knowledge
within the context of a social occasion. A final lecture on the material afforded the opportunity for additional rehearsal and clarification of the material, and all students were successful in running the applet on the Web. The several instructional tactics applied in sequence provided the occasion for rehearsal, corrective interactions, and overlearning, and
these factors have been related to knowledge and skill development and retention (e.g.,
Salas & Cannon-Bowers, 2001; Swezey & Llaneras, 1997). The adoption of these tech-
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niques in the classroom falls within the stream of design-based initiatives to instructional
development and enhancement (Design-Based Research Collective, 2003).
Performance improvement was evident in ratings of Java self-efficacy, in objective tests of knowledge (items and lines tests), and in tests of “far transfer” (rules tests).
The theory of self-efficacy by Bandura (e.g., 1997) has been frequently applied to the assessment of computer self-efficacy and software self-efficacy effects of education and
training (see Emurian, 2004). Improvements in Java self-efficacy show that students were
confident in their capability for more learning, and that was one important objective of
the initial instructional experiences presented in this study. Although improvement was
observed on both items and lines objective tests, it was notable that the median was as
high as 4 errors for the final assessment of the items test. This indicates a need to modify
the instructional experiences to insure a greater reduction in errors on tests of understanding the items of code in the program. The improvements in the rules test show that the
educational experiences produced “meaningful learning” (Mayer, 2002). This is evidenced by the students’ ability to solve problems not explicitly taught.
The Pre-Tutor errors observed on the items, lines, and rules tests were much
lower than anticipated. When some students were asked about this, they answered that
they used their prior programming experience to detect patterns in the answers even
though the students were not yet proficient in Java. The history of students, then, must be
considered when designing assessments and in interpreting outcomes of tests of program
understanding, no matter what language is being taught.
The assessments were undertaken as components of an ongoing course, and that
latter condition constrained the opportunities for feedback after each and every potential
source of learning or rehearsal. The formative evaluation here favored high external validity in the study of behavior in the classroom, rather than high experimental control of
all potential factors that might influence performance. The difficulty of maintaining such
experimental control was evidenced by Williams et al. (2002), who reported that instructors in a programming laboratory frequently departed from what was required by an experimental protocol. Additionally, many researchers are questioning whether it is realistic
to undertake randomized controlled trials of educational tactics that can influence interventions in the classroom (e.g., Elias & Dilworth, 2003).
The likelihood that the interteaching session did add instructional value to the tutoring system was indicated by the students’ positive evaluation of the effectiveness of
the peer collaboration in contributing to understanding the Java computer program under
consideration. One obvious value of a dyadic form of collaboration, in comparison to larger groups, is to bring a focused social dimension to learning.
According to the Bureau of Labor Statistics, the demand for computer programmers is expected to grow at an average rate with all other occupations through 2012, and
employment prospects will be best for programmers with expertise in such objectoriented languages as Java (Bureau of Labor Statistics, 2005). However, many students in
introductory computer programming courses show poor performance that leads to dropping out of courses and programs of study. The tactics presented here revealed a teaching
technology that was intended to improve the performance of novice students when first
learning the syntax and semantics of a computer program.
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Attempts to understand and overcome the persistently high dropout rates in STEM
courses and programs (e.g., Wormley, 2003, p. 42; Thomas, Benne, Marr, Thomas, &
Hume, 2000) suggest the potential contributions of this study to that objective.
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6. Since the early 1960's in the United States, middle level education has grown in
program to include the intellectual, sociological, cultural, and emotional curriculum
needs of young adolescents. Recently, school districts, for a variety of reasons, are
taking a hard look at middle schools and some are deciding to take a K-8 approach to
grade configuration rather than a grades 5-8 or the more traditional grades 7-8 approach.
This paper examines best practices of exemplary middle schools with the objective of
promoting a reculturing of middle level education with programs that foster intellectual
and emotional development of young adolescents.

Is There a Middle School of the Future?

In a graduate course I teach titled Teaching and Learning in the Middle School, I asked
the students to think of those characteristics necessary for middle schools to meet the
intellectual, sociological, and emotional needs of young adolescents.

As the class

members started to react to this query, the discussion took a different focus. One student
asked, “Does the middle school have a future?”

The answer to this question will probably be realized soon as more school districts are
reorganizing grade levels preKindergarten through grade 12. School districts are taking a
hard look at middle level education and some are deciding to take a K-8 approach rather
than grade configurations such as 5-8 or 7-8. Why the shift?

The thinking among

school leaders and parent groups represents a national trend toward K-8 schools, which
bypass the transition stage from elementary to middle level. The trend is to add grades 68 to the elementary.

This shift keeps students longer in the elementary building.

Proponents say that middle school students in a K-8 setting have better attendance
records and have better skills in reading and math. In addition, urban children may need
a longer period of time to develop the academic and social behaviors that will assist them
to be successful in high school. Others argue that keeping the middle level transition at
such a fragile age for only a short time is not conducive to positive self-esteem. It
appears that the reasons educators, throughout the 60’s and on through the 90’s, cited as
solid benefits of middle level education are now being reversed.

Each time I read a newspaper account that a school district is abandoning its middle level
education organization, I say to myself that perhaps the school-community never got the
idea in the first place. These districts would be far better off if they had learned from
those middle schools which show that middle level education can be the better choice. In
an exhaustive study conducted by William Alexander and Paul George (2003), titled The
Exemplary Middle School,

the authors include many illustrations and exemplary

practices and schools. The authors cite over 1,100 middle schools throughout the United
States and Canada which provide a developmentally appropriate education for students.
While it is reasonable to say that all schools are not going to be ranked ultimately as
exemplary, it is realistic to expect that all schools can choose to work towards those
characteristics which lead to an exemplary school.

One such characteristic leading the list is the school’s culture. The school’s culture needs
to become a professional learning community, which benefits everyone.

This

characteristic is detailed in an exciting pronouncement that professional learning
communities should be happening in all schools. The authors, Rebecca Burnette, Richard
DuFour, and Robert Eaker (2002), provide a plan to include such a learning community
in a school by reculturing schools with a shift from a teaching focus to a learning one.
Such a shift is made by collaborative teacher teams asking key questions associated with
learning. Teams of teachers have collaborative discussions, which include the following
key questions: “What exactly do we expect students to learn? How will we know what
students are learning? How can we assist and support students in their learning? Based on
a collaborative analysis of the results of our efforts, what can we do to improve student

learning? How can we recognize and celebrate improvements in learning?” (Burnette,
p.19).

Another component of this cultural shift is curriculum. Through collective inquiry,
teachers in professional learning communities identify the best practices by researching
educational journals and attending conferences to provide input to collective inquiry
which is enhanced by action research at the school. Another school’s success does not
mean instant success for another, and in a learning community it is important to assess
how the practices affect student learning (Burnette, p.21).

A priority that distinguishes a professional learning community from a more traditional
school culture is the creation of a collaborative culture in which staff members are linked
together in interdependent teams focusing on common goals (Burnette, p.40). It is
important that the teams focus on a few goals that will affect student learning. This
necessitates a reculturing of the way the school responds to student learning.
example is changing the variable.

One

Schools that designate time, the schedule, and

instructional support as the constants often find that not all students can learn. In a
professional learning community, learning becomes the constant and time and
instructional support become the variables.

With this focus, interdependent teams

develop strategies, such as peer tutoring and individualized instruction by developing a
more flexible master schedule (p. 38).

Creative scheduling has been the product of Desert Sky Middle School in the Deer Valley
Unified School District located in Glendale, Arizona. By transforming and reculturing
the school’s schedule from a traditional to a flexible block schedule, teachers have been
able to design interdisciplinary programs of study suited to students’ interests. Teachers
are realizing more creative control over how to reach curricular goals and are responsible
for the students’ educational experiences (Desert Sky, 1995).

According to reports

submitted by the middle school leadership, block scheduling has created an atmosphere
of calmness. Teachers and students utilize the time best to their advantage. Curriculum
issues decide when it is time to for students and teachers to move to another class, not a
bell. More curriculum integration occurs when the school is not limited to a forty-five
minute period (Desert Sky, 1995).

Another reculturing characteristic at Desert Sky is the interdisciplinary core, which has
strengthened the instructional program.

This interdisciplinary core has allowed the

faculty to focus on the learning needs of students, and create flexibility in instruction.
The curriculum has become more integrated as compared to teaching subject areas in
isolation. Eaker (2003), proposes that once this interdisciplinary core is established,
teachers can renew the emphasis on learning how to learn. This reculturing atmosphere
gives teachers and students the opportunity to build a feeling of unity and belonging
among the cores. This organizational arrangement improves the learning climate for
everyone.

Exploring leadership has also contributed to the development of the

interdisciplinary cores. Desert Sky School has been able to provide daily core planning

time for teachers, which has resulted in curriculum integration and common meeting
times to discuss student progress.
The Desert Sky Middle School is an exemplary example of what happens when block
scheduling and interdisciplinary cores are put together (Desert Sky, 1995).

Interdisciplinary learning and teaching programs are the foundation on which most
successful middle level programs are built (Clark, 1987). The concepts of integration of
subject and interdisciplinary teaming approaches have been reported in the literature
(Clark, 1987), and later by Alexander and George (1981), as having a positive effect on
content. Heidi Hayes Jacobs (1989) expresses support for teachers making connections
between subject content in her 1989 work on interdisciplinary curriculum. She states that
people learn better in a context and the interdisciplinary approach gives the learner a
better understanding of a concept because one is looking through different subject
perspectives. When implemented, as in the case of Desert Sky Middle School this
approach provides positive results. Teaching subjects grouped around integrating themes
helps Desert Sky students to see connections rather than disconnected facts. Developing
reasoning abilities is also another reasonable expectation from this approach. Teachers
develop techniques that allow students to participate actively in discovering and creating
their own solutions to problems. One such activity of integrating units of study is the
Mars City Alpha Project, which transports students to the year 2043. Students become
the scientists of tomorrow who are charged with developing the first international human
settlement on Mars. Through cooperative teams and integrated studies combining the
major subject areas with the fine and applied arts, students compile research information,

design and eventually build a five-unit human habitat for occupancy on Mars. Such
activities using the interdisciplinary approach have resulted in Desert Sky receiving the
National School of Excellence Award from the United States Department of Education.

Another strong characteristic of Desert Sky Middle School is the culture of the school. At
Desert Sky, teachers, administration, students, and support staff work together to promote
learning, teaching, and working. What makes their efforts different from other schools?
One such ingredient comprising the culture of the school is ownership. As I visited the
school, faculty and staff lived up to the school’s reputation as demonstrating a true
ownership of the school. Office personnel are very knowledgeable of curricula and
activities at the school. Support staff and office personnel attend all meetings along with
teachers and take part in inservice sessions and workshops. Visitors to the campus can
see visible signs of teachers, support staff, students, and the administration working
diligently together to assure that the school maintains an efficient learning environment.

There are structures set up in the school which assist in its efficiency. Such structures
alone are not necessarily best practices which schools need to have to be consistently
strong, but
they are indicative of the kinds of programs which support the school’s efforts.
Cooperative learning has replaced the traditional tracking by achievement level. This
effort of teaching collaborative skills through cooperative learning has decreased
discipline problems among the school’s one thousand students. Students are actively
involved in the learning process. Cooperative learning, with a strong emphasis on group

interdependence, teaches the effectiveness and productivity of working together to reach
goals. The student population of Anglo, Students of Color, Hispanic, Eurasian, Asian,
and Native Americans from a population of middle and lower income level
neighborhoods, are heterogeneously grouped as representative of the varying
socioeconomic groups in society.

Cooperative learning strategies are learned in an activity called Microsociety. The goal
of Microsociety is to make school relevant to the real world. Learning connections are
made among the subject areas.

Students are paid for school attendance and being

prepared for classwork. A banking system rewards students as they earn bonuses, and
fines them for breaking rules. Students take control of their school checkbooks, pay their
bills and use their bonus money at school auctions to purchase items. In addition,
students are involved in running a small business, learning about how court systems
function, and participating in a student run government. As a result, the Microsociety
project earned the school national recognition for its efforts to integrate learning in
science, math, reading, and writing in a thematic approach emphasizing basic skills,
higher level thinking skills, creative writing skills, research skills, and social skills
(Desert Sky, 1995)

As more schools adopt creative scheduling, the interdisciplinary core, and cooperative
learning approaches, we can be encouraged by their healthy longevity. Such programs
support the right reasons for having middle schools in the first place. An interesting
article by Philip Vasallo (1990) written years ago raised an interesting question which is

still relevant today. He asked, “Are Middle Schools the right choice for the wrong
reason?” He cited the transformation of the traditional junior high schools to the middle
school as one of meeting enrollment patterns and budget needs. During the 1960’s and
on through the 1980’s middle level education went through an identity crisis as it tried to
be both the transition from elementary to high school, and a school of its own which
focused on the social and academic needs of adolescents.

One such school that exemplifies meeting both the academic and social needs of
adolescents of 10 to 15 years old is not a middle school in name, but in structure as it
includes grades 7 and 8.

This Cheyenne Mountain Junior High is in the Cheyenne

Mountain School District in Colorado Springs, Colorado, which has been cited as one of
the top 100 public school districts in the nation (Cheyenne Mountain, 2001). Its mission
statement includes these words. “We expect every school, every classroom, every student
to achieve. No exceptions. No excuses.” It is no surprise that the junior high seventh and
eighth graders consistently score high on the Iowas Test of Basic Skills, and on the
Colorado Student Assessment Test. In reading, seventh and eighth graders scored 23
percentile rankings higher than students in the state, 33 percentiles higher than state
scores in writing, 29 percentiles higher in mathematics, and 26 percentiles higher in
science. Cheyenne Mountain Junior High has many programs typically found in other
schools throughout the United States. Such programs include tracking, high standards for
student achievement, and a visible parent-teacher communication program.

This characteristic of parental involvement is my next focus in describing how a school
and a school district community work together to produce exceptional results. Parent
involvement is highly visible as the school implements policies which promote civility
and safety. The Cheyenne Mountain Junior High of approximately 660 students is not
unlike other schools throughout the states, which have a variety of programs which
promote safety and good conduct. Ironically, it is what it doesn’t have that brings out its
best quality as a school. What it doesn’t have is a high or even average, per pupil
expenditure per year. For the ninth consecutive year, the Cheyenne Mountain School
District has received national acclaim for its excellence in financial reporting by
receiving awards from the Government Officers Association and the Association of
School Business Officials.

The District, comprised of 4100 students, has severe

economic constraints. The Colorado School Finance Act, which provides over 90% of
the operational funding, gives a low $4,902 per pupil to the District through a
combination of property tax, state aid and specific ownership tax. There are only 11 of
the 176 school districts in the State of Colorado that receive less funding per pupil. With
such severe limitations on the income of the District, one is quick to wonder how the
District continues to produce high student achievement gains, and have quality programs.

The answer is in the community’s involvement in the instructional program and value it
places on education.

The community has continuously demonstrated extraordinary

support through parent volunteer efforts, and the passage of #30 million of capital
improvements and $1,700.000 per year in additional revenue to promote educational
programs. This commitment together with parent and community support organizations,

the Tradition of Excellence Program, the Parent Teacher Organization, Parent Booster
Club, as well as other community partnerships allows the District to overcome its
financial constraints without jeopardizing its vision for excellence for each student.

The Cheyenne Mountain Junior High School has another distinctive statistic, in addition
to having a quality educational program based on a per pupil expenditure of $4,902. The
district does not provide a bus transportation system bringing children to school and back
home. The parents take the responsibility throughout the District of transporting their
children to school each day. Considering that the Junior High has a 96% attendance rate,
a 0% drop out rate, and a 100% graduation rate (Cheyenne Mountain, 2001), the parental
support is deserving of strong marks for much of the school’s successes.
A Bigger Picture
At a time when most school districts have transformed grades 6-8 or grades 7-8 into
middle schools now totaling 16,000 in number as compared to approximately 2,000
remaining junior high schools, student achievement has not risen in comparison. As cited
by Ann Bradley and Kathleen Manzo in “Education Week,” (2000), “middle level
education is squarely on the defensive.” Comparisons of student performances in
mathematics and sciences with peers in other countries show that United States students
score much lower in the middle grades, and profoundly lower in the senior high grades.
Is it a coincidence that numerous city school districts are now readjusting its grade
configurations back to a K-8 alignment?

I for one maintain that we need to find better ways of maintaining a solid middle level
education program for youngsters. We need to have a stronger emphasis on academics
with equal programs designed to foster social, emotional, psychological, and character
development. American educators appear to be less patient with this balance than in past
years when the transformation from junior high school to middle school was at its high
point.

Other nations, such as China, and whose youngsters have been surpassing

American students in mathematics and science, have also shown an impatience with the
attitudes of the middle school adolescent, and are implementing programs to foster better
social and personality traits.

In travels to Beijing and visitations with school

administrators, I have learned that China, as is the United States, is at a crossroads in
education. Schooling must meet the challenge of the future and must serve the needs of
society.

Education in China is one of the special social activities which serves to

cultivate the young generation. The Chinese schools play a heavier role on this character
development more than American schools. China’s perplexing dilemma is found to be
between the traditional, cherished values inherent in the Chinese way of life and the
realization that modern China can no longer be a fixed and constant society.

As

economic and educational reform take hold throughout China’s provinces, educators are
convinced that the traditional education system set too many goals for its young out of
context. In the early 1990’s, the goals of education were redefined in China. The goal of
educational reform is to develop children’s intellectual potential fully, raise their physical
and mental qualities, and equally promote the development of their individual
characteristics (Minxuan. 1992). This sounds like a good reculturing plan for American
educators to follow.

As we continue to look at exemplary schools and select best practices from each, we need
to examine how these practices can be implemented in other schools.

Certainly a

reculturing of the school with programs that foster school ownership and teamwork along
with student intellectual and emotional development among will assist us as we continue
to build stronger middle school programs for the future.
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THE RELATION BETWEEN PRESCHOOL TEACHERS’ EMOTIONAL EXPERIENCE
TRAITS AND THEIR EMOTIONAL SOCIALIZATION PRACTICES
ABSTRACT
Preschoolers’ emotional socialization is highly related to their adaptive social
behaviors, school adjustments, social competences, and school readiness. Young children’s
emotional socialization is mainly studied in terms of children’s understanding, experience,
expression, and regulation of emotions. Despite a large number of studies in literature on
parents’ role in young children’s emotional socialization and social development, very little
is known about how teachers influence young children’ emotional development, and which
factors could shape teachers’ emotional socialization practices in the classroom. However,
recent studies have presented the teachers’ significant roles in promoting young children’s
emotional development. The planned study will explore how preschool teachers’ own
emotional experience traits are related to their emotional socialization practices. Specifically,
the main goal is to address the question of how teachers’ own bodily and cognitive level
experience of emotions are associated to their reactions, discussions, perceptions, and
handling of children’s emotional states.
The participants in this study will be preschool teachers from fifteen child care
facilities in the east part of the USA. Only two teachers will be involved from each school.
Mix method will be used to gather the data. Preschool teachers’ emotional experience traits
are assessed in four categories: emotional attention, clarity, intensity, and expressiveness. An
observation tool will be used to understand these teachers’ emotional socialization practices.
According to the observation results, the teachers, who will use emotional coaching and who
will not, will be chosen for dept interview to understand their reasoning for children’s
negative emotions and for their ways to handle with these situations.
Some expected results of this study could be summarized as follows:
1- Teachers who experience and express their emotions intensely will give high level
response to preschoolers’ emotional states.
2- High level emotional clarity and attention will be related to teachers’ emotional coaching
behaviors. These teachers would show empathy and acceptance to children’s emotions. They
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will also label their own and children’s emotions more often than the teachers who will have
low score in clarity and attention scales.
3- Teachers who will show more behavioral control and less labeling of children’s emotions
will explain children’s negative emotional situations by physical and external reasons
without emphasizing children’s inner experiences.
This study will help to understand preschool teachers’ emotional socialization
practices, and the relation between these teachers’ own emotional experience traits and these
practices. Consequently, the results of this study will guide to improve teachers’ practices,
and teachers’ education.
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Abstract. In this poster we will propose a new development model for
Educational Software called X-TEC. It will be based on the paradigms of
software engineering applied to the construction of educational software. This
model will allow developers of educational software to reduce the gap between
instructional design and technical development. This approach presents two
overlapping extensions: instructional model and learning environment. The
instructional model will be related to the instructor/educational software and
the learning environment will be related with the student/educational software.
The X-TEC model promotes the interaction between these two extensions,
allowing for the deployment of a common development platform.
Keywords. Computer based learning, educational software development,
instructional design, learning environment.
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Summary:
The academic achievement among African American adolescents continues to be
misunderstood and a controversial area of inquiry in educational research. Despite recent
improvement on some measures, the gaps in educational performance across racial
groups persist. Finding explanations for these gaps and developing interventions to
address this are the goals of this research.
The study investigates parental involvement, parental knowledge related to No
Child Left Behind legislation, and parental efficacy. Specifically, the researchers are
interested in the parental factors that contribute to academic achievement of low-income
African American students, K-12. Given the prevailing literature, the authors are
interested in identifying factors that influence parental involvement such as parent’s
education level, family structure and size, work, income, and child characteristics (e.g.,
age, gender, and grade level).
This study explores the psychological constructs, as defined in the HooverDempsey and Sandler’s model (1995, 1997), parent’s general knowledge of the No Child
Left Behind Act, their proactive involvement in their child’s schooling, as well as
demographic constructs. The study is being conducted on the Georgia State University
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campus through the Atlanta Housing Authority-Good Neighbor Program. The Good
Neighbor Program is an educational program designed to prepare Housing Authority
participants to blend into neighborhoods and to understand their roles as good neighbors
and citizens. The discussion of the results describes the relationship of parental
knowledge, involvement, parental efficacy and student achievement among low income
African Americans.
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Abstract :
Assisting new teachers as they adjust to their professional roles is a process that
involves consideration of induction needs and priorities. This qualitative study attempted
to conceptualize a support system for beginning teachers on the basis of past induction
experiences of veteran teachers and the perceived needs of prospective ones. Induction
assistance forms valued by veteran teachers in their earliest years of work as well as
helpful induction assistance perceived by graduating teacher education students were
determined. The combined perspectives of the two sets of participants were matched
and integrated as priority inputs for a systematic induction support program for
beginning teachers.
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ABSTRACT
Coral Reef Ed-Ventures:
A Cross-Cultural Environmental Education Program in San Pedro, Belize
Coral reefs, with their beauty and diversity of life, are fascinating to people of all ages. Healthy,
well-managed reef systems are of great importance to coastal communities in many tropical
countries, but local knowledge of reef ecosystems may be limited, and the study of coral reef
ecology commonly is not a part of school curricula. Nonetheless, coral reefs are an ideal topic
for teaching even young schoolchildren about fundamental ecological and environmental
principles. As an outgrowth of a multi-year basic research program to monitor the health of
coral reefs in Belize, and in cooperation with the Hol Chan Marine Reserve in San Pedro on
Ambergris Caye, students and faculty from Smith College in Northampton, Massachusetts, USA,
initiated the Coral Reef Ed-Ventures Program in summer 2000. Now in its fifth year, Smith
College student teachers and up to 70 Belizean schoolchildren, ages 7 to 11, participate in an
intensive two-week, inquiry-based program to learn about coral reefs.
The Meso-American Barrier Reef off the coasts of southern Mexico, Belize, and Honduras spans
180 miles, and is second in size only to Australia’s Great Barrier Reef. Off the northeast coast of
Belize, Ambergris Caye’s close proximity to the reef allows this small island to boast the title of
Belize’s premier vacation destination. The island’s dependence on the reef economically as well
as ecologically necessitates a local understanding of the resource’s central role in everyday life.
This educational program for children was designed to increase awareness of the environmental
and economic benefits of a healthy reef ecosystem. Smith College undergraduate students with
backgrounds in environmental science and education serve as the teachers for the program. The
intent of the Coral Ed-Ventures curriculum is to teach children what an ecosystem is, and,
specifically, to guide them in constructing an understanding of the coral reef ecosystem. The
focus is on understanding the needs of a healthy reef ecosystem, how various organisms interact
with the reef, the threats to the reef ecosystem, and how to protect the reef.
The following questions drive our curriculum development and instruction:
What is an ecosystem?
How is the coral reef an ecosystem?
What are the needs of a healthy reef ecosystem?
How do various organisms (including humans) interact with the coral reef ecosystem?
What are the threats to this ecosystem?
Why do we need to protect our coral reef ecosystem?
What can I do to protect the coral reef? What can my community do?
The curriculum emphasizes a methodology of critical thinking and inquiry-based science
learning – helping the children develop observation and recording skills is an integral part of all
the learning experiences. We model and engage children in what it means to look closely; how
to record objectively what one sees; how to generate questions about what one observes; and,
how to engage in discussion with others about observations, questions, hypotheses, etc.
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The curriculum has built in flexibility because we work with children within the 7 to 11 age
range; therefore, the instruction has to span the developmental continuum for children within this
range. The children engage in active, hands-on classroom and field trip-based learning
experiences. Our instruction teaches marine science through a multi-disciplinary approach that
includes literature and poetry, visual art, crafts, and the performing arts. For example, children
keep their own science journals, write and perform plays (“The Barracuda and the
Zooxanthellae” is a recent one), write poetry about the reef, and create t-shirt designs and
conservation posters for the Hol Chan Marine Reserve. We visit local fisheries; explore and
study beach, reef, and mangrove habitats; and, pursue in-class experimentation and
demonstration. Guest speakers whose livelihoods depend on the reef, ranging from fishermen to
dive masters to environmental volunteers, emphasize the importance of the reef as a critical
resource to everyday life.
Pre-and post-program questionnaires, completed by the children, are used as assessment tools.
Upon completion of the program, at the Coral Reef Ed-Ventures closing ceremony, the manager
of the Hol Chan Marine Reserve in San Pedro awards students with Coral Reef Expert cards and
Junior Ranger certificates. By the end of the program, the children are able to demonstrate
significant knowledge of the coral reef environment by identifying reef organisms and discussing
adaptations and symbiotic relationships. They are also able to articulate the environmental
challenges to the reef system and what needs to be done to protect and conserve the reef.
During the summer of 2005, over 70 students, ages 7 to 11, attended the two-week program
conducted by the six Smith student teachers. As the Smith College Coral Reef Ed-Ventures
Program (in collaboration with the Hol Chan Marine Reserve in San Pedro) grows each year in
participation and scope, so does community involvement in and support for the program. The
Coral Ed-Ventures curriculum is well aligned with the Belize Ministry of Education’s goals for
education. Among the goals articulated by the Ministry is the following: “to develop an
awareness, sensitivity, and commitment to conserve and protect our national resources and our
environment.” Multi-day professional development workshops with public and private
elementary school teachers on the island are also a part of each summer’s Coral Ed-Ventures
program.
Our recent professional development effort in this regard was a multi-day workshop in which we
concentrated on coral reef science content as well as pedagogy. The Belizean teachers were
most interested in the notion of how to engage their students actively in their learning. They are
making the transition to a new set of updated National Curriculum Standards that stress less
didactic teaching, and more “hands-on”, authentic learning experiences in science. Therefore, in
our teacher workshops we focus on modeling, practicing, and discussing such pedagogical
issues. For instance, a beach walk prompts discussion of the importance of exploring and using
the natural habitat as a “science laboratory” and teaching tool. We discuss with the teachers how
such experiences can teach the concepts and skills that they are mandated to teach in the science
curriculum. We brainstorm ways to create handmade tools from recycled and found materials to
“do science” since financial resources for such materials in the schools are scarce. By the end of
the workshop, teachers design instructional units to teach basic concepts of coral reef ecology to
their students while integrating the goals of the mandated national curriculum.
The success of the Coral Reef Ed-Ventures Program in San Pedro, Belize, has generated a group
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of local children genuinely interested in environmental science and reef ecology. Some of the
older children have outgrown the summer program and are eager to continue learning at a more
in-depth level. In the future, the Smith College team hopes to address this need with a possible
extension of Coral Reef Ed-Ventures for older students who have participated in the program
during the past summers. Expanding the Coral Ed-Ventures curriculum to meet local need and
interests will guide the future development of the program in new and meaningful ways. The
Coral Ed-Ventures Program has demonstrated promise and potential as a model for how to
pursue, engage, and develop cross-cultural teaching and learning experiences and collaborations
that are lasting and beneficial to all involved.
(Supported by Smith College Environmental Science and Policy Program, the Mellon-Mays
Foundation, the Schultz Foundation, the B. Elizabeth Horner Fund, and the Smith College Praxis
Funds.)
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Web-Based and Web-Enhanced Instruction
In Communication Disorders

The Department of Communication Disorders began offering online
instruction in 2001. Since that time, the students in the graduate program
have been given the option of completing their Master of Science degrees
exclusively on-line. In addition, the department continues to offer the
graduate degree to traditional, on-campus students. These on-campus

students supplement their classroom instruction with web-enhanced
materials provided by the instructor.
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being used by the Department of Communication Disorders at Western
Kentucky University. Samples of distance learning course information,
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♦ Explain how distance learning course information, documents,
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♦ Evaluate if web-based or web-enhanced course delivery is a method of
instruction of interest and appropriate for them.
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ST. LOUIS SCIENCE CENTER’S
YOUTH EXPLORING SCIENCE (YES) TEEN-/CISTL PROGRAM
REPORT
I. INTRODUCTION
In 2002, the National Science Foundation announced a grant award to Washington University in
support of the St. Louis Center for Inquiry in Science Teaching and Learning (CISTL). Seeking
to improve science learning and teaching across the educational continuum, CISTL goals include
rebuilding and diversifying the human resource base that forms the national infrastructure for
science education. CISTL partners include 3 institutions of higher education, several school
districts, and 5 informal science organizations/institutions. The St. Louis Science Center and the
Association of Science-Technology Centers are two of the five informal science entities.
The percentages of minorities pursuing careers in science, technology, engineering, and
mathematics fields remain low despite numerous national and local efforts over the past several
decades to increase their representation. The same conditions are true, although often times less
publicized, for minorities pursuing careers in science education. There is an urgent need for
science educators of color across the country; and the high school component of the CISTL
pipeline was conceived to help meet this need. In 2003 and 2004, the CISTL high school
students were recruited from the St. Louis Science Center’s Youth Exploring Science (YES)
Program. ASTC welcomed this opportunity to study and describe the infrastructure of a
museum-based youth program which historically had a relatively high college-going rate for its
graduating seniors, some of whom continued their work in informal science, even while in
college. ASTC anticipates the findings from this work contributing to recommendations for other
informal science education programs in which underserved high school youth who are successful
in their informal science work with younger children, could receive the information and support
to enter college prepared to pursue careers in education, particularly science education.
The purpose of this report is to describe the St. Louis Science Center’s YES/CISTL Teen
Program ( known locally as Today’s Youth/ Tomorrow’s Teachers or TYT2 ), as it relates to
ASTC’s Today’s Youth Tomorrow’s Educators (TYTE) program and the five strands identified
by the Association of Science-Technology Centers (ASTC) as indicators essential for
maximizing the career development potential of many science museum-based programs for
adolescents.
The report is divided into nine parts:
I. Introduction
II. Methodology
III. The YES Program (Youth Explaining Science)
IV. The YES/CISTL Program
V. The ASTC/ CISTL Connection
VI. Findings
VII. Discussion
VIII. Conclusions
IX. Recommendations
X. Appendices
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II. METHODOLOGY
A variety of methods were used to obtain a clear and accurate description of the YES
Teen/CISTL program. These methods included both individual and group interviews with teens
and staff members, review of program materials and archival records, and direct observations of
program activities. ASTC staff and consultant Kathleen Fadigan conducted multiple site visits
from May 2003 through November 2004 to collect all of the necessary data. In addition to site
visits, ASTC staff members engaged in frequent dialogue with the YES Teen/CISTL staff via
phone and email.
The overall goal of the academic year site visits was to observe, document, and reflect on the
structure, activities, and interactions, which took place during the Saturday Learning Labs at the
St. Louis Science Center in terms of the five strands. Fadigan observed the teens and staff on the
following dates: May 10, 2003; February 21, 2004; March 6, 2004; March 20, 2004; May 1,
2004; and June 25, 2004.
During the visits she not only observed the staff and teen participants, but also interacted with
them as well. She had several discussions with staff, students, and representatives from the
community partners. When needed, she assisted the staff with set-up, teaching, and program
support. She also participated in the staff debriefing sessions, which took place at the end of
each day. During these sessions, she listened to staff feedback and concerns, and also offered
her view as an outsider of the success of the activities and events of the day.
Fadigan first visited the program on May 10, 2003 jointly with DeAnna Beane, director of
ASTC’s Partnerships for Learning, with the main objective of getting acquainted with the
program structure and meeting the staff members. This happened to be the last Saturday
Learning Lab session of the 2003 school year. Observation notes were compiled to determine
the best approach for collecting evidence of the five strands.
During the 2004 academic year Kathleen Fadigan conducted a series of five site visits in order to
directly observe the Saturday YES Teen/CISTL program activities. During each visit Fadigan
utilized an Observation Coding Sheet (see Appendix A), developed after the first visit in 2003, to
identify when and how the five strands were being addressed by the Saturday Learning Labs of
the various YES Teen School-year programs. One observation sheet was completed for each
individual activity (Ice Breaker, SCANS, Math Game, and Science Activity) that was observed
during the day. Comments and observations that did not directly relate to one of the five strands
were recorded at the bottom of each observation sheet. Observations were also recorded during
non-structured times when staff and students often interacted on a one-on-one basis.
During a final site visit in November 2004, Fadigan and two ASTC staff members conducted
both structured and semi-structured interviews with staff and students. The director and deputy
director of the Community Science Department were interviewed together prior to a meeting
with the entire YES Teen staff. Then staff members were interviewed in groups according to
their specific area of responsibility in the YES Teen/CISTL program. Two staff members, who
are also former YES Teens, were interviewed separately about their perceptions of the program’s

3

impact on their own lives. Six CISTL teens were interviewed; three from each cohort (03 and
04). For the student interviews, a nine-page interview guide was utilized (see Appendix B). Each
interview lasted anywhere from 25 – 45 minutes.
III. THE YES (YOUTH EXPLAINING SCIENCE) TEEN PROGRAM
History and Philosophy
The YES Teen program, organized and implemented by the Community Science Department at
the St. Louis Science Center, is housed a couple of blocks from the main building — in the
Science Center’s Taylor Community Science Center building. Started in 1998, the YES program
serves as an umbrella for several youth program areas which share common operating principles
and which use engagement in science and engineering to build science literacy and to ultimately
help participants learn how to make informed decisions about their future educational and career
plans. The program annually serves 75 to 97 adolescents ages 14 to 18.
According to the program director, all of the YES Teen Program areas adhere to the following
operating principles:
• Participants are ensured an authentic work experience.
• Each young person must have a meaningful relationship with one or more adult staff.
• Staff must be respectful of all students and their families, and students must be
respectful of one another.
• The program activities are designed and facilitated in ways to insure that all participants
achieve success.
• Students must spend sufficient time with activities that allow them to explore specific
scientific concepts before they can introduce them to younger children. The design of
the programs seeks a synergy between research and practice.
• The program emphasizes understanding science concepts over merely knowing or
memorizing facts.
These principles have led to programs that are designed for longevity of teen participation with
multiple opportunities for experiences, relationships, and information that lead to informed
decision making. In addition, YES Teen Program staff believes that there should be a designated
space for the teens to use for reading and daily social and leisure activities. Thus, there is a
commitment to maintaining an attractive, welcoming safe space that the teens can decorate and
call their own.
YES Recruitment
The St. Louis Science Center’s Community Science Department initially recruits 30 new
participants each year through partnerships with several types of community-based
organizations, such as churches, outreach centers, and after-school programs. There are
presently fifteen existing partners, and the number continues to grow as new relationships are
being developed within the St. Louis community. Partners include the Boys and Girls Club,
Girls Inc, YWCA, Matthews-Dickey Youth Organization, Annie Malone Children and Family
Services, Christian Services Center, Lighthouse, Adams community Center, Beyond Housing,
and the Jackie Joyner Kersey Center.
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Program Structure and Content
From February through May the group of new teens attends Saturday Learning Lab sessions
every other week, a common component for all participants. These four-hour sessions are
designed to introduce participants to the overall workings of the YES program, to provide
opportunities to explore STEM content, science process skills, and job skills, and to build
meaningful relationships with staff and peers. Regardless of the specific YES Teen program
area, each of the Saturday sessions followed a consistent, structured schedule, which was always
posted in the front of the classroom for students’ viewing.
Table 1

YES Program Saturday Schedule
Time
Activity
10:00 – 10:05
Sign-in
10:05 – 10:30
Ice breaker
10:30 – 11:30
SCANS
11:30 – 11:45
Math Game
11:45 – 12:45
Lunch
12:45 – 1:00
Journal writing
1:00 – 2:00
Science

Job skills are emphasized through use of Youth ALIVE! In the Workplace activities which are
based on The ( U.S. Labor) Secretary’s Commission on Achieving Necessary Skills (SCANS).
Science topics and examples of activities covered include:
•
•
•
•
•
•

Classification – characteristics of objects; how classification helps people understand the
world and the relationships between objects; how botanists classify fruits and vegetables
Properties of matter – what is air pressure; does air take up space?; Oobleck and the
properties of solids, liquids, and gases
Chemical reactions – observations of reactions; using chromatography to observe dyes;
how you know when a gas has been formed; why milk curdles; indicators of chemical
reactions
Sound – what is sound energy; does moving air make sound?; constructing musical
instruments from bottles
Light – what is light energy; what makes color; what makes shadows; how mirrors
work; the properties of light
Organisms – the characteristics of living things; pond water observations; soil and plant
growth

Science and mathematics content are consistently presented to the students during each Saturday
session. Math games are designed to help students hone their math skills in a fun way. The
science activities span a period of several weeks, allowing students to explore the topic in depth.
The science activities offer students many opportunities to develop their science process skills.
Generally, when new participants successfully complete the first segment of the YES program,
they are invited to continue their involvement over the summer. Youth are paid for their
involvement in professional development and work sessions. Summer sessions prepare youth for
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working with and teaching science to audiences of all ages, from young children to senior
citizens, in the Summertime Science program. Intensive training prepares first-year youth to
teach mini-science lessons to visiting groups, which include community agencies, summer
camps, and schools.
At the start of the academic year, participants are assigned to new science content program areas
within the YES program. After completion of the new teen orientation, the first summer, and the
first full academic year, students are provided with additional opportunities to sustain their
involvement in the YES program. Students are encouraged to apply for a paid second summer
opportunity.
2003-2005 Program Offerings
The 2003/04 program activities were held on Saturdays from 10 am – 3 pm., and two science
content program areas were offered to teens, Design-It and Life Science. Currently, there are
four program areas operating for the 2004/05 school year. These sessions run from 9 am – 1 pm.
(See Table 1 below) Each area serves approximately 20 youth. The program areas are often
determined by available grant funding and are subject to change from year-to-year, requiring
staff to adjust the curricula.
Table 2
Academic Year YES Teen Program Areas
PROGRAM
DESCRIPTION
AREAS
2003/04 ACADEMIC
YEAR
Design-It
Development of problem-solving skills through
physics, design and engineering projects
Life Science

Explorations of habitats through hands-on
classification and biosphere activities

Science Corner

Independent life science projects which
necessitate the use of higher level math, science,
and problem-solving skills –conducted in the
wet lab and on the outdoor lot across from the
Taylor Community Science Center building.

City Technology

Daily life technologies and math skills

Yes-2-Tech

Exploration of green space and DNA in an
effort to understand how things grow and
mutate

2004/05 ACADEMIC
YEAR
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Design-It

Development of problem-solving skills through
physics, design and engineering projects

Summer opportunities for 2003 and 2004 included positions in the CISTL/ TYT2 teen program,
working in the St. Louis Science Center in various job positions as floor staff members, or youth
could apply for positions as teaching assistants in the following programs: Summertime
Science, Science-on-the-Go, Science Squad, and the Adams Elementary School summer
program.
In addition to their various job responsibilities, YES teens are required to attend professional
development and college preparation workshops. The college prep workshops were conducted
every Wednesday throughout the summer. The 2004 summer sessions stressed topics such as
making informed decisions, high school course selection, college selection, ACT preparation,
filling out college applications, and resume writing. Each participant received a 50-page
“College Plan” packet containing worksheets, timelines, and various college prep resources.
Additional sessions and topics, such as e-mentoring, ACT follow-up, and college awareness
workshops, were being planned for the 2005 academic year. Students are also able to sign up for
an on-line Princeton Review ACT study course. During the 2004 summer, Yes Teen Staff also
conducted monthly professional development workshops on three Fridays: June 25, July 23, and
August 6. The workshop topics included activities and field trips designed to strengthen the
teens’ leadership and communication skills, and building their knowledge of how to find and
take advantage of opportunities for their age group.
IV. THE YES/CISTL PROGRAM
The overarching goal for the YES/CISTL teen program is to prepare two cohorts (12 students in
each) of St. Louis high school students for college and pre-service programs in science education
using the human and physical resources of local informal science education institutions.
Washington University serves as the lead institution for the overall grant and the CISTL
component. Partnering organizations include the Missouri Botanical Garden, St. Louis Zoo,
Tyson Research Center, the University of Missouri – St. Louis, and the St. Louis Science Center.
The two cohorts of students were all participants in the St. Louis Science Center YES program
prior to joining the CISTL cohorts.
Program Planning
Planning for CISTL began in January 2003. A full-time coordinator was hired in February 2003
to manage the day-to-day planning of the youth activities. The coordinator worked out of the St.
Louis Science Center’s Community Science Department since this is where all of the YES teens
meet throughout the year. Liaisons from each partner site were also selected to work with
closely with the coordinator and the youth.
Planning activities consisted of regular weekly meetings to develop the summer activities for the
teens, site visits by ASTC staff, and professional development workshops for partnering
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organizations. Recruitment strategies included liaison visits to the Saturday Learning labs in
order to meet the teens and provide them with information about their particular institutions and
the opportunities available at each location. A student application packet was created and
distributed to teens in the spring of 2003 (see Appendix C). Teens were required to fully
complete the packet in order to be considered for a CISTL position. Based upon their completed
applications and their attendance and performance in the YES program twelve teens were
selected for the first summer cohort in 2003 — three for each informal education partner: the
Botanical Garden, Zoo, Science Center, and Tyson Research Center.
The 2003 CISTL cohort spent 7 weeks at each of their respective internship sites. At each of the
sites the students assisted with the various day-to-day teaching responsibilities. These tasks
often included working with summer camp groups and the general public, researching topics for
lessons, and assisting with other departmental-related office duties. Students were also afforded
time on their own to explore and reflect upon each of their individual sites, often recorded in the
form of journal writing. An additional opportunity for the 12 teens comprising the 2003 cohort
included attending the 8-day 2004 Summer Institute, hosted by the University of Missouri St.
Louis (see Appendix D for a brief discussion of the Institute).
The 2004 CISTL activities were planned in a similar fashion to the previous year. However,
CISTL staff and liaisons were more aware of and able to work through potential problems with
planning and recruiting. In the Spring of 2004, the first-year cohort teens presented their
experiences to the group of potential applicants. Visits by the YES teens to the CISTL/ TYT2
sites were scheduled throughout the late winter and spring months, but scheduling conflicts did
not allow the teens to visit all of the sites in advance of the summer program. Prior to the start of
their internships CISTL teens attended two professional development workshops, designed so
that all of the CISTL teens had the opportunity to meet each of the CISTL partner supervisors
and to create a CISTL identity within the group. The workshops also served as an opportunity
for staff to establish the CISTL policies and procedures with the teens and to emphasize team
work. One major difference in the structure of the 2004 program was the addition of the
University of Missouri St. Louis (UMSL) as new site for internship positions for the youth.
UMSL offered five positions in its Bridge Program, which is designed to provide a stimulating
education experience for high school students to help them achieve their full academic potential.
CISTL Summer Internships
The St. Louis Zoo
In the summer of 2004 there were originally six teens scheduled to work at the Zoo, but 5 were
actually assigned there. Two of the five teens were returning interns from the previous summer.
The five teens served as junior camp counselors, helped instructors with classes, and went on
outreach programs. One student helped out in the Children’s Zoo, and another was the official
research assistant for the Zoo’s theatrical interpreter. The students also helped out with data
entry and cataloging for the biofact collection.
Botanic Garden
The Botanic Garden supervised three CISTL teens in 2004. The students assisted with camp
classes and summer programs, participated in the ECO-ACT program in order to experience
outdoor activities and interact with students from other high schools in the greater St. Louis area,
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and interacted with visitors using interpretation carts. Each teen chose an area in the garden that
interested them, and then conducted research pertaining to each of the areas. For their research
projects the teens selected the Japanese Garden, the Chinese Garden, and the butterfly house..
Throughout the entire summer the teens explored the mission, vision, and value of the Missouri
Botanical Garden and the systems that keep it functioning, such as the restoration and public
relations departments.
Tyson Research Center
Washington University Tyson Research Center is a 2,000-acre field station that provides
numerous unique opportunities for research, environmental studies, preservation, and education.
The Tyson Research Center supervised four CISTL teens in 2004. The youth helped out with the
summer camp program, worked in the wolf sanctuary, conducted research on endangered
species, and studied science education through directed readings. The teens worked closely with
college interns and Tyson’s research staff in exploring the wildlife residing at Tyson. As an
additional project the teens took on beautifying one of the classroom bungalows with new paint
and decorations.
University of Missouri—St. Louis
Four CISTL teens participated in the 2004 UMSL Bridge program. Students took part in a
technology program, helped in the animal lab, and explored careers in math, biochemistry.
Teens also received training on the college application process, and acquiring financial aid and
scholarships. One of the participants worked with Dr. Granger on the campus radio station,
learning about how it functions and operates, and the science and technology concepts involved.
Another teen worked in the computer department in order to experience first hand what computer
professionals do in their daily lives. He has since expressed interest in becoming a computer
engineer. Two of the 2004 summer participants completed an AP class at the college during the
Fall 2004 semester.
St. Louis Science Center
Five CISTL teens worked with the Science Corner program area during the 2004 summer
session. The students served as teaching assistants every Thursday morning, teaching two
classes to children from community partner organizations, either in the laboratory or on the
outdoor Science Corner site. The teens also served as lab assistants and learned how to operate
and maintain the facility. On the outdoor site participants transplanted new plants, and
conducted research experiments on the growth rates of plants. Each student prepared a
PowerPoint presentation on a research topic of his/her choice and presented the findings to the
rest of the teens.
CISTL/ YES Participants
Twenty-four YES teens applied for the 2004 CISTL/ YES Summer Internships– twenty-one
were accepted and completed their summer assignments. Of the 21 teens in Cohort 2, nine of
them had participated in CISTL/ TYT2 activities as part of Cohort 1 in 2003. Cohort 2 students
attended an orientation on May 22, 2004. The first day of internships began on June 21, 2004.
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Table 3
Enrollment

Male

CISTL/ TYT2 Participant Demographic Information

Females

Afr.
Amer.

Hisp.

White

Other

9th
grade

10th
grade

11th
grade

12th
grade

2003

4

8

10

0

1

1

0

8

3

1

2004

8

13

18

0

2

1

2

1

15

3

Seven of the original Cohort 1 participants have remained active in the program through the Fall
2004 session. One of the original participants graduated high school in the spring of 2004.
Three of the Cohort 2 participants did not attend the Fall 2004 session due to family issues that
prevent their participation on weekends.
Table 4

CISTL TEENS’ SUMMER and SCHOOL YEAR ASSIGNMENTS/Areas

Teen
Identified by
initials
Cohort I
CL
CC
AC
CB
DH
EH
JH
BR
JK
MT
KW
MW
Cohort 2
LA
KP
LR
SR
IL
RH
PO
AQ
AW

Summer 03

Garden
Tyson
On-The-Go
Tyson
Zoo
Zoo
Garden
Garden
On-the-go
Tyson
Zoo
On-The-Go

School year
03-04

Design-It
Design-It
Design-It
Design-It
Life-Science
Design-It
Life-Science
Life-Science
Life Science
Life-Science
Design-It
N/A

Summer 04

School year
04-05

N/A
UMSL
Garden
Science Corner
Zoo
N/A
graduated
Zoo
Science Corner
UMSL
Zoo
Tyson

N/A
Science Corner
Design-It
YES-2-Tech
Yes-2-Tech
Yes-2-Tech
graduated
Yes-2-Tech
N/A
N/A
Science Corner
N/A

Tyson
Zoo
Tyson
Tyson
Zoo
Garden
Garden
UMSL
UMSL

Design-It
N/A
YES-2-Tech
City Tech
City Tech
Design-It
Design-It
N/A
Science Corner
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KH
SR
TM

Science Corner
Science Corner
Science Corner

City Tech
Science Corner
N/A
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V. THE ASTC/CISTL CONNECTION
The Association of Science-Technology Centers (ASTC), an organization whose members
include more that 340 US science centers and museums, is dedicated to furthering the public
understanding of science among increasingly diverse audiences. ASTC is committed to
promoting equity and diversity by helping its members to increase the number of women, people
with disabilities, and members of underrepresented ethnic and racial groups who visit and work
in museums. These principles and the highly compatible goals of the two efforts provide the
rationale for ASTC’s interest in helping the institutions affiliated with the CISTL project to
nurture potential future science educators in the St. Louis area.
The impetus for ASTC”S work with the CISTL project is rooted in the lessons learned from its
highly successful 1990-2000 national initiative, Youth ALIVE! (Youth Achievement through
Learning, Involvement, Volunteering and Employment). The primary goal of the Youth ALIVE!
Initiative was to build the capacity of science centers and museums to implement and sustain
developmentally appropriate programs for adolescents, particularly youth with fewest
opportunities. However, the focus was not specifically on career development. Based upon
reviews of the 72 programs involved in the initiative, some combination of the five strands listed
below emerged as key elements the informal science programs whose graduates, while in college
began to express interest in careers in education. While all five strands were not consistently
present in every program that reported these unexpected outcomes, variations of these elements
were evident in the youth programs of the St. Louis Science Center and several other Youth
ALIVE! Sites. Briefly described, these elements are:
•
•
•
•
•

Science content
Job skills
Teaching and Learning
Educational Planning
Career Awareness.

1. Science content – Successful Youth ALIVE! Programs introduced underserved
adolescents to science, technology, and/or engineering concepts through developmentally
appropriate and culturally responsive activities which included hands-on science
experiences, staff presentations, group discussions, long-term projects and student
demonstrations directly related to science center/museum exhibits or to the content of
outreach classes where the teens served as teaching assistants.
2. Job skills – Most Youth ALIVE! Programs, like the YES Teens Program in St. Louis,
were developed as work-based programs which offered 14 to 17 year olds from lowincome communities opportunities to learn basic job skills, earn money, and contribute to
the success of the larger organization. These programs have been quite effective in
helping underserved high school students gain experience with skills such as public
speaking, communication, writing, punctuality, conflict resolution, resource
management, and use of technology. Youth ALIVE! In the Workplace, a work skills
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manual for museums, based on the US Department of Labor’s Secretary’s Commission
on Achieving Necessary Skills (SCANS) Report, has served as a useful tool for museumbased youth employment training programs.
3. Teaching and learning – Because most of the programs involved the teens in
educational activities with younger children the program staff were intentional in helping
the adolescents to understand some of the most basic tenets of engaging their audiences
in informal science learning. While assisting museum visitors and younger children with
science activities, many of the program participants discovered that they enjoyed helping
others learn.
While the first three elements were well developed across most of the 72 programs by the close
of the national initiative, the last two were present in some, but certainly were less predictable:
4.

Educational planning - Prior to and during their high school years, students from low
income families frequently lack access to the necessary ( and timely) information and ongoing guidance for preparing for college. Although 70% of the youth were from low
income communities and over-burdened urban schools, program staff – unless prodded tended not to be aware of the need to help students connect academic and science center
lives. However some Youth ALIVE! programs, especially St. Louis’ YES program, were
quite intentional in assisting underserved students in completing high school and
planning for and getting into college. Strategies culled from these programs – but not yet
organized into a cohesive component across all programs – included staff reviewing
report cards, contacting the high schools, assisting with academic goal setting and course
selection, visiting colleges, SAT/ACT preparation, tutoring sessions, financial aid
sessions for parents and students, and completing college applications. In most cases,
however, the consistency and structure of these kinds of activities was nebulous.
5. Career awareness – Depending on local resources and staff creativity, some Youth
ALIVE! Programs introduced youth to the wide variety of STEM-related career options,
but very few have seriously focused on careers in science education in either formal or
informal settings. However, several, including the St. Louis Science Center are now
hiring program alumni as science education staff.

ASTC’s Today’s Youth/Tomorrow’s Educators (TY/TE)
These five elements provide the foundation for ASTC’s national pilot program, Today’s
Youth/Tomorrow’s Educators (TY/TE), which includes the St. Louis Science Center’s YES
Program among its pilot sites, all of which specialize in training urban teens to facilitate science
activities for younger children..The ultimate goal of TY/TE is to help youth program participants
acquire—through a series of structured, year-round opportunities integrated into their youth
programs—the skills and experiences that will make possible successful pursuit of careers in
science education. ASTC’s pilot program was launched with a Summer Institute during CISTL’s
first year, with the participants being the 12 Cohort I CISTL Teens, 39 teens from six other
science centers and museums, and their program leaders. (see Appendix D)
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VI. FINDINGS
Summary of Academic Year Observations
All of the YES Teens met for the Saturday morning sessions as a whole group with all of the
staff present in the room working together. One staff member served as the lead facilitator of
each morning activity. Supporting staff sat at each of the tables with groups of teens in order to
ensure that the participants fully understood the activity and remained on task. After the lunch
break the whole group divided into smaller groups based upon their assigned science area (i.e.
Design-It or Life Science). Three or four staff members worked together as a team to facilitate
each of the science activities. The following observations were documented using a rubric based
on the strands identified by ASTC for TYTE.
Science Content
Science and mathematics content were consistently presented to the students during each
Saturday session. Math games were designed to help students hone their math skills in a fun
way. The science activities spanned a period of several weeks, allowing students to explore the
topic in depth. The science activities offered students many opportunities to develop their
science process skills. The science activities offered students many opportunities to develop
their science process skills. The nature of the activities was somewhat structured and did not
always allow much deviation from the original lesson plan. On one hand, these lessons allow an
inexperienced staff or staff with a weak science background to easily implement the module. On
the other hand the structure does not allow students to fully construct their own learning by
posing their own questions to investigate.
The ice breakers and SCANS activities sometimes included science or math concepts. At times it
was the students who brought the science into these activities, often recalling their previous
experiences in the YES program. Additionally, after school tutoring is currently being arranged
for students in need of assistance with science and math subjects.
Job Skills
Participation in the Saturday Learning Lab Sessions is included in the teens’ job descriptions and
this strand received the most attention. The SCANS activities, and often the ice breakers and
science activities, required students to discuss, develop, and put into practice a wide variety of
valuable job skills. Such skills included using I-messages, conflict resolution, understanding
organizational systems, improving time management, allocating resources, identifying personal
skills, and improving communication through public speaking.
Teaching and Learning
The observers did not observe YES Staff members talking directly to teens about teaching and
learning methods or inquiry during any of the site visits. Upon inquiry, during the third visit,
staff made it clear that these issues are thoroughly covered during the late spring when the first
year students begin their preparation for their summer teaching experiences.
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Staff frequently employed instructional strategies like cooperative learning and student-centered
activities as they modeled inquiry-based teaching methods. Staff members were skilled in posing
questions to assist students with critical thinking.
Educational Planning
With the exception of posting an ACT word and math problem of the day on a bulletin board in
the building near the classrooms, the staff did not directly address issues of college planning with
the teens during the Saturday Learning Lab sessions. College preparation is a major focus during
the summer sessions. Staff reported that during the school-year college preparation discussions
frequently take place one-on-one with the staff members through phone conversations with the
teens and their school personnel and family members. Students informally discuss their plans
with each other and staff sometimes before the morning sessions begin, at lunch, and after
sessions are finished. For example, one student was observed sharing her most recent report card
with a staff member. Her grades had gone up since the last marking period.
Historically, the YES Teen program has had a strong educational planning component in
comparison to other programs of its type. Archival records revealed that during the YES Teen
program’s infancy the program supervisors noted that the majority of the participants had little or
no contact with their high school guidance counselors. The program staff responded to the need
by developing and implementing an intensive summer college preparation component that
included a college fair, completing college applications, and entrance exam preparation. The
staff established expectations for youth to successfully move toward acceptance into college and
provided the youth with the tools to achieve their goals. Although not as structured as originally
intended, The YES Teen staff continues to utilize several parts of the original college preparation
component. New features have also been added, such as the weekly 45-minute writing
component designed to aid students in completing their college application essays and improve
their overall writing skills. Staff listed the following 2004-05 program elements as supportive of
educational planning and spanning all four YES Teen program areas:
•
•
•
•
•
•
•
•

45-minute writing component each week (summer and academic year)
45-minute technology class during each Saturday Learning Lab
Professional Development Workshops (year-round)
Journal Writing
Mentor Magic
Campus Visits
ACT Workshop
Use of the Whiteboard to post ACT prep Word of the Day and Math Problem of the Day

With the implementation of the CISTL program, the YES program expanded its overall focus on
college preparation beyond the summer component. The YES Teen staff maintains a personal
file for each CISTL student. These portfolios include the student’s original application form, the
YES/CISTL2 application, the student’s resume, copies of letters sent by the YES staff to the
participant’s guidance counselors, principals, and science teachers describing the student’s
involvement in the program. These letters are used to open communication between school staff
and the YES Teen leaders to ensure that the youth reach their full academic potential. Other
documents, such as report cards, ACT practice test scores, and acceptance letters from other
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programs and schools, are kept on file in order to monitor students progress and to encourage the
teens to continue expanding their academic portfolios for future endeavors.
The YES staff, assisted by ASTC, has also created a Planning Framework. This spreadsheet
document tracks 20 different needs and objectives associated with the program and the teens.
Staff maintains detailed notes for each objective. Objectives relating to students, staff notes on
each individual student and the actions taken to fulfill the objective pertaining to him or her. For
example, developing individual education plans for each teen is an objective. On the
spreadsheet, each teen is listed along with entries noting any college materials sent,
conversations with teachers or parents, and career plans stated by the student. Each entry is
unique to the individual student. Regular review of this document ensures that the YES/CISTL
program is on the pathway to achieving its goals. (see Appendix E)
Career Awareness
We observed minimal discussion of careers in science, math, or science education, or of career
planning was observed during the Saturday Learning Labs. Again, staff reported that this usually
takes place in the summer and on a one-on-one basis, but more discussion of the various types of
careers in the sciences could be incorporated into the science activities.
Currently, to help students become more knowledgeable of career possibilities, the YES Program
draws from the volunteer professionals who signed up for the Mentor Magic program. This is in
addition to the CISTL summer internships which provide exposure to careers in informal science
education through informal apprenticeships. Through conversations with the CISTL Teens it
became clear that by working closely with staff in these informal science institutions, they could
easily speak of positions that would interest them as adults.
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Table 5

Science Content

Teaching &
Learning

Strands Addressed through Saturday Learning Lab Components
Saturday Learning Lab Activity
Ice
Breaker
X

SCANS

Journal Writing
X (indirectly through the
process of recording
observations and
reflections)

X (indirectly
through staff
modeling)

Science

Math
games

X

X
(indirectly
through
staff
modeling)
X (ACT
prep)

Educational
Planning
Career Awareness

X

Job Skills

X

X
X (indirectly through the
development of
communication/writing
skills)

Summary of Interviews
Six participants (5 males and 1 female) were interviewed on November 20, 2004. The teens
ranged in age from 15 to 17 years old. One student is a sophomore. Five students are juniors.
Each of the youth is enrolled in a different high school in the St. Louis area. The teens have been
participating in the YES program for a minimum of 2 years. Two of the teens stated that they
have been actively participating in the YES program for four years. All six students are currently
enrolled in at least one science and mathematics course. Four of the six are taking an honors or
AP-level course this academic year. Students listed the following classes as their most difficult
courses this school year: advanced or honors algebra (2), geometry, AP psychology, physics, and
-ecology. Five of the six students participate in school-based extra-curricular activities, and three
of the six youth take part in community-based out-of-school time activities.
This section summarizes the findings based on the interviews that were conducted in November
2004.
2003 Summer Institute Experience
Three of the six interviewees were from Cohort I and attended the 2003 Summer Institute. All
three teens stated that participating in the summer institute made them think about their future.
They realized the need to begin planning and focusing now rather than later. Two of the three
specifically mentioned the impact of the ACT portion of the program.
At the institute the students leaned about college life in terms of what it was like to live on
campus; however one of the students recognized that the institute experience was more
structured for them than actual college life would be. The respondents remembered details from
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the Summer Institute about many of the tasks of getting ready for and applying to college such as
researching the requirements for acceptance into each college, whether or not a college has the
major you’re interested in, preparing a resume, and the costs.
College Plans
All 6 students interviewed said that they wanted to go to college, and each was able to name at
least one or two schools that had set their sights on. All six students know what area of study
they wish to pursue. Three of the six youth were interested in a future career in science
(zoology, computer science (2)). The other three students are interested in pursuing careers in
law and business. All of the youth have used the internet to find out information about the
specific colleges they are considering, in addition to gathering information from family
members, college fairs, college representatives, college brochures and books. None of the six
teens were familiar with the Common Application for college.
When asked what information they had gathered about their top choice school, the youth stated
that they had looked into the GPA and ACT scores required, whether or not the schools have a
quality program and course offerings in the major areas of study the youth wish to pursue, size
and atmosphere of the campus, and sports teams they were interested in joining (football and
basketball).
Although only two teens stated that they have been updating their personal portfolios, two other
teens said that they have items that they soon plan on adding. None of the teens had completed
their sample college application essay. One student expressed that she was working on
improving upon her writing skills before completing her sample essay. Two other students are
compiling notes and thinking through the types of topics they plan on writing about.
Each of the students noted that they had family members or friends who are currently enrolled in
college-level courses or had previously taken college classes. Three students named a parent.
Three students mentioned siblings. One student mentioned the YES staff.
Knowledge of the College Preparatory Process
The interviewees were each able to accurately describe the steps a person has to take to get into
college. The students listed from 3-6 detailed tasks that must be completed as part of the process.
Each student mentioned the importance of standardized test scores, such as the ACT. With the
exception of one student, each participant stated that they have completed at least three of the
steps that they listed. Three of the participants have completed practice ACT tests or are in the
process of studying for the test.
ACT/PSAT/SAT Testing
Five of the students interviewed took the practice ACT in August 2004 in a YES program
session. Their scores ranged from 12 to 24. Three of these students first encountered the practice
ACT at the 2003 Summer Institute, where they scored in the 18-20 range.on a modified version
of the test. An additional student took a practice test in school and scored a 21. The scores
dropped between the first and second practice tests for two students. They acknowledged that
the lower scores were due to lack of sleep the night before and from distractions from peers.
Two of the students scores increased. They claimed that they were more prepared, more
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confident, and more familiar with the structure and content of the test the second time around.
Some of the terms used to describe how the students felt while taking the first practice ACT test
include, scared, tired, unprepared. They described the test as difficult and long. Five out of the
six participants stated that the ACT practice test affected what they did later in school. The
students realized the need to study more and be more focused and serious about school. For two
students it meant finding out more about the content of the ACT tests and practicing more.
The five students who are currently juniors plan on taking the ACT that will be submitted with
their college applications by the end of April 2005. The student who is a sophomore will take
the test in the fall of 2005. All but one student (a junior) have begun to prepare for the ACT
exam. Only two students have taken the PSAT test. One student missed the cut-off date at
school. The three other students who did not take the PSAT test stated that nobody at their
schools had talked to them about when and why the PSAT exam is offered.
YES/CISTL Program Experience
Five of the six interviewees stated that they had heard of TYTE. All of the students were able to
describe the CISTL program in some capacity. The students stated that the purpose was to help
them become more familiar with different workplaces and fields, to allow them to be role models
for other children, to gain an increased level of responsibility, to see other things and places in
the community, and gain experience. Each of the students correctly identified the CISTL
partners. When asked to describe their CISTL job responsibilities, students listed tasks such as
interpreting to people of all ages, helping to feed animals, assisting with classes, leading projects
with camp kids, and designing web pages.
Four of the six students agreed that their job responsibilities were clearly explained before
beginning the internship. Each student said that they helped others learn in both their CISTL and
YES jobs. All of the students felt that they had adequate support and supervision to do their
jobs.
When asked what they currently do in the YES program, each participant described their
teaching and learning experiences. The students expressed feelings of responsibility and
encouragement. The students felt that their supervisors listened to them, and frequently offered
assistance. One student discussed how his supervisor always asked how his day went. Another
student talked about how they were able to be creative with their ideas, and how their supervisor
not only supported but also utilized the intern’s ideas. All of the students stated that they like
science, and they enjoy helping others learn science.
Each of the students felt that their work during the summer contributed to the overall work of
their particular assigned partner site. All of the students stated that they felt that they did help out
in some way. Many of the students described how they helped children and adults learn about
science, and how their presence made the summer program more enjoyable for children. When
asked what would make their job better, the students provided a wide range of answers. One
student expressed an interest in working more hours/more time, perhaps part-time during the
school year. A student whose assignment was outdoors, would have appreciated more indoor
activities, although “everything else was cool.” Another participant felt disconnected from the
rest of the YES teens. She thought that it might be useful to stay better informed about what the
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CISTL teens are missing while working at the partner sites. One student requested a more kids
in the group (10 rather than 5). Two participants thought the program was fine the way it was.
If they were to look back over their CISTL experience, the teens stated that they would
remember things such as gaining an appreciation for nature, witnessing the birth of animals, and
working with the kids. When asked to rate their job performance on a scale of 1 to 5, with 5
being excellent and 1 being poor, the students’ ratings ranged from 3 to 5. The two who gave
themselves a 3 justified this because of shyness, and room for growth since the job took awhile
to get used to.
Career Plans
The students listed an interest in the following careers: zookeeper or animal researcher, business
in networking or programming, a lawyer and then eventually a judge, mass communications,
business administration, and programmer. When asked if they would consider a career helping
others learn science in the science center or after school programs in the community, four of the
six students said yes. One of the students who said “no”, claimed that she probably could, but
had her mind made up on a different career. All but one student stated that they would consider
a career helping others learn in a school, preschool, elementary, middle, high school, or college.
The individual who said “no” stated that she did not want to “deal with kids.”
The interviewees were asked if they would be interested in any other kinds of work in the
science center, zoo, botanical gardens, or a research center. One student said “No”. One
students was unsure. And the remaining four said “Yes”. Of the students who said “Yes”, one
student would like to be a zookeeper or the CEO of a zoo, and another students said he would be
interested in science center or botanical garden management. One student said he would
consider a job in an informal science institution if they paid well. Another teen said he might
consider working at the science center teaching kids about science at his own booth with handson activities.
Resources
This set of questions inquired about students’ perceptions of the people and places that have
helped them learn about college. Students were asked if something or someone in school, at
home, in the YES Teen program, and in the CISTL program has made them think more about
college. All six teens stated that someone in school has made them think more about college.
The students mentioned teachers, grown-ups, friends, guidance counselor, and the general school
atmosphere. All of the students mentioned influences from home such as parents, aunts, and
siblings, and influences from the YES program such as their supervisors, the CISTL Coordinator
based in the Science Center, the information posted on the boards, and the former participants
who have gone off to college. All of the students listed influence from the CISTL program,
specifically their site supervisors, the CISTL Coordinator at the Science Center, the CISTL
Liaison at Tyson’s Research, and people in the web site office. Students said they were able to
ask a lot of questions about college during their CISTL experience.
Students were also questioned about the likelihood of approaching a certain person or place in
order to get answers to questions about help with school and preparing for college. The
participants are most likely to approach teachers, family members and friends to get help with

20

school. For assistance with college preparation students are most likely to ask for help from
teachers, parents or family, and school counselors.
Table 6
Likelihood of requesting help with schoolwork
Very Likely
Somewhat likely
Teacher at school
5
2
Parent or family member
4
2
YES Team leader
1
3
School counselor
1
4
Other
2 (friends)
Table 7
Likelihood of requesting help with college preparation
Very Likely
Somewhat likely
Teacher at school
5
0
Parent or family member
5
1
YES Team leader
2
3
School counselor
4
2
Other
2 (friends)
2 (friends, college)

Very unlikely
0
2
1

Very unlikely
1
0
1
0

Summary of Staffing Observations & Staff Reflections on the CISTL Experience
The most noticeable feature about the YES Teen/CISTL staff is its numbers and its commitment
to the young people. There were fourteen full and part-time staff members working with the
youth in the Fall 2004 Saturday Learning Labs. ( see Appendix G) During each of the site visits,
several staff members were present to greet the teens as they arrived at the Community Center.
Often times, staff and teens worked together to prepare a morning snack for the rest of the group.
Staff members were seen cooperatively setting up their individual classrooms and attending to
any last minute preparations for the day’s activities.
At the start of each session all of the staff members joined the students in the ice breaker activity.
Although only one or two staff members led each activity, all of the staff actively participated in
the activities alongside the teens. During the whole group activities six –eight teens sat at large
tables with one or more staff present at each of the tables. This configuration ensured that the
students remained on task and clearly understood the instructions for the activities. Staff were
frequently observed posing questions to the teens to facilitate learning.
Within each of the four YES Teen program areas each staff member is assigned to specific group
of students. The staff are responsible for monitoring each of their students’ progress through
observations and discussions with the teens. Staff members are also required to read each of their
designated students’ journal entries each week, and provide written feedback directly in the
journals. Occasionally YES Teen staff seemed to run the risk of being stretched so thin by their
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individual programs and their assigned teens, that they were not necessarily attuned to the needs
of their colleagues working in other YES Teen program areas.
At the close of each Saturday session all of the staff members met for a debriefing meeting.
Taking turns, each staffed presented their view on the success of the day’s activities. Staff
reflected on what went well and what could be improved in the future. Staff also discussed
individual students’ behaviors and noted any irregularities in students’ attitudes or levels of
participation. Staff commonly shared ideas and made suggestions on how they could better
support the teens and each other.
The program director described her goal for the way staff approach this work as a quest for
synergy between research and practice and staff was observed making constant use of the
department’s extensive professional library. In addition their professional development days,
staff meets weekly to discuss any developments related to the teens and to reflect on progress of
the Saturday classes. Teens’ common academic needs are identified and staff engage in group
problem-solving.
Professional development for staff is ongoing. Outside professionals are often hired for the
student professional development days. When this occurs the YES Teen program staff, as well as
the teens, benefit from the expertise of the outside consultants. The YES Teen staff are exposed
to the expertise of the staff from the partnering informal (and formal) organizations. They attend
conferences and workshops at the local, regional, and national level. Many print and electronic
resources are available to the staff in the Community Science Resource Center. (see Appendix F)
Through personal interviews and group discussions staff offered their ideas and reflections.
During the group interview with YES Teen/CISTL staff, the challenge of working with other
CISTL partners arose. The following observations were shared by YES Teen staff who worked
with the CISTL Teen Summer Internship Program:
•
•

•

•

It was a major challenge to work with staff (from informal science institutions), who
lacked sufficient prior experience with urban teens, and therefore approached this work
with a set of counterproductive assumptions.
Before the program began, all involved adult staff should have gone through an
appropriate professional development program; and sufficient time should have been
allocated for all staff at each partnering institution to develop strong programs with
meaningful (authentic) activities for their summer interns.
Some of the YES staff perceived a few of the staff from partnering institutions as seeing
little benefit to having the CISTL Teens interns. Therefore YES staff felt that the teens
assigned to those individuals may not have been afforded the same high quality
experiences as their counterparts at other partnering sites.
Because the CISTL Teens returned to the Science Center as their “home base”, even
during the summer, the YES Teens staff became acutely aware of those who worked well
with the teens, especially the first summer.

When asked about the qualities of CISTL staff who were most successful with the teens, YES
Teen staff said the most successful people:
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•
•
•
•
•
•
•

Held belief that the institution should be a learning place for the teens
Did not set limits on what teens could do
Were creative in looking for and building allies who could help assure the teens
meaningful work
Used multiple strategies for engaging the teens
Were willing to admit making a mistake
Were allies/advocates for the teens
Were open, inclusive, patient and held high expectations

Staff who were least successful with the CISTL Teens were described in the following way:
o Were rigid
o Held unrealistic expectations
o Provided no mentoring or nurturing
o Had poor communication with the teens
o Made inappropriate job assignments
o Provided unstructured jobs, reflecting no planning
o Offered the teens little or no job supervision
VII. DISCUSSION
At the start of the YES/CISTL program, the YES Teen Program Director compiled a list of
indicators of success for the TYT2 component of the CISTL program. This list contained the
following seven factors necessary for a successful after-school program for teens:
•
•
•
•
•
•
•

Longevity of teen participation
Students pursuing post-secondary education
Regular and meaningful participation of adults
Purposeful, long-term educational experiences for youth
Adults knowledgeable about the developmental needs of youth confronting multiple risk
factors in their lives
Sustainability and expansion of youth programs beyond the grant at all (partnering)
informal learning institutions
Serving as a blueprint for developing after-school programs in other institutions and
locales

Based upon the findings in this report, there is evidence that the first five of the indicators of
success are being achieved. These five factors are aligned with the personal and social assets,
which contribute to the well-being of adolescents and a successful transition to adulthood,
recommended by the National Research Council’s report, Community Programs to Promote
Youth Development (2002). The last two factors are related to the later stages of the CISTL/
TYT2 grant and are not relevant at this time. The first five factors are discussed below.
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Longevity of teen participation
Young people enter the YES Teen Program as young as age 14 and many remain through high
school graduation. In addition it is common for alumni in college to return as part-time or
temporary staff who also serve as college-going role models for YES Teens.
The six youth interviewed have had a sustained, long-term involvement in the program.
Speaking with the teens, they had no intention of leaving the program at any time in the near
future. The program has become a regular, structured part of their routines. Eighteen of the
twenty-one Cohort 2 teens have been involved in the YES Teen program for two or more years.
Percent of students pursuing post-secondary education
Several of the YES Teen/CISTL activities are designed to increase participants’ eligibility for
post-secondary education. Students are improving their test taking skills, receiving guidance on
course selection, expanding their vocabulary, and honing their writing skills. To date numerous
YES Teen program participants were accepted into post-secondary education programs. By the
Spring on 2005, one Cohort I CISTL teen (a male) had been accepted to a local university to
pursue a degree in science education.
Although it is impossible to draw conclusions about the entire group of youth in the YES
program, the students who were interviewed are clearly aware of the importance of taking a
greater number of math and science courses in high school, as well as the importance and details
of the college preparation process.
The interviewees have each taken at least one practice ACT test, and all of them are in the
process of preparing for the test with scores that will be submitted with their college applications.
In terms of their descriptions each of the students is taking the necessary steps for college
preparation and acceptance. During their CISTL summer internships the teens gained valuable
experiences in the field of science education and in the workplace in general. All of the youth
had very positive things to say about their CISTL experiences, and most would even consider
pursuing careers in science education. It is likely that these youth entered the CISTL program
with general ideas about their future careers. Their CISTL experience helped to refine their
choices. For example, one particular student who worked at the Zoo is now interested in
becoming a zookeeper or working with animals in some capacity. Other students had more
strongly formed ideas about their future, and the CISTL experience allowed them to strengthen
their original career plans. One student’s plan for completing law school and eventually
becoming a judge was based upon personal experience and a desire to help others. She was able
to reaffirm her choices.
It is clear that over the past nine years, the St. Louis Science Center has tried and succeeded with
a number of strategies for helping YES Teens complete high school and move on to college. The
greatest degree of consistency appears to have been in the initial YES Teen Program years when
the work was supported by Youth ALIVE! technical assistance and funding.
The YES Teen program was created at a time when existing Youth ALIVE! programs – having
mastered design elements that addressed the physical, intellectual, emotional, and social
development of adolescents from urban communities - were being asked to give more attention
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to two specific areas: educational planning and work skills preparation. This national focus,
combined with the vision of the YES Teen director may explain the consistency with educational
planning during the first two to four years of the program. It is important to note that in
recruitment, Youth ALIVE! programs were expected to avoid creaming by seeking out young
people most in need of support and these were generally not the “academic stars” of the local
schools.
Having a viable plan for sustaining a science center or museum’s work when the grant ended was
major requirement of Youth ALIVE! grants received after 1995. In seeking new funding from a
wide variety of sources, the St. Louis Science Center, like most Youth ALIVE! institutions,
seemed to have retained the core elements that most easily aligned with the mission of the larger
institution. Therefore, the intellectual and social activities largely centered not on preparing
youth for college, but not on helping students with life skills and on preparing them for the work
that they would be doing in the exhibits, enrichment classes for younger children or outreach
programs – introducing science concepts and activities to others,
Perhaps with staff attrition and post Youth ALIVE! funding that supported new objectives as
well as aspects of the original program model of teen involvement, enrichment, and employment
the subsequent YES Teen programs lacked the experienced staff, time, technical support and
other resources needed to sustain the earlier intensity of focus on college preparation. However,
despite absence of a formally institutionalized year-round infrastructure for college preparation
and career awareness with a set of activities consistently evident every year, staff encouragement
has been a constant and there have always been some YES Teens making the decision to go to
college. In fact, in May, 2003, college was identified as a goal by all of the Cohort I CISTL
Teens.
Any effort to encourage underserved high school students to prepare for careers in education particularly science education - must be fully intentional about addressing the issue of what
must be done to prepare these students for college. The St. Louis Science Center’s involvement
in CISTL and ASTC’s Today’s Youth/ Tomorrow’s Educators has drawn staff attention to the
critical need for reviving some of the earlier, most successful YES Teen Program strategies for
preparing students for college. The program director recently articulated her intention of trying to
secure the resources needed for a staff person whose time is dedicated to fully developing and
institutionalizing this component of the YES Teen experience. Currently, however, like staff at
other pilot sites for ASTC’s Today’s Youth/ Tomorrow’s Educators, the YES Teen staff is
reviewing old and designing new program activities designed to emphasize academic
performance, appropriate course selection, college selection research, financial aide for college,
and ACT/SAT preparation.
Regular and meaningful participation of adults
A total of fourteen adult staff are divided among the four school-year YES Teen Program areas
serving 83 students, 14 to 18 year old. Each of these adults works closely with one or more of
the 17 Cohort I and II CISTL Teens who participate in these school-year programs. Two of the
staff members have risen up through the ranks of the YES program to become leaders in the
program. This works well for other staff and for the teen participants since the two YES
graduates can serve as close-in-age role models for teens. They can also provide a different
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perspective for the other staff. The high staff to student ratio ensures that each participant
receive individual attention and guidance.
Also a critical factor for programs for underserved youth, is the degree to which the composition
of the staff in terms of race and gender mirrors that of the youth. The majority of the staff is
African American, as is the majority of the participants. There are five male staff members
(38%). This number closely mirrors the 36 percent male enrollment of CISTL 2004 cohort.
Purposeful, long-term educational experiences for youth
In their summer CISTL jobs, teens appreciated being given a high level of responsibility and
having their creativity and ideas acknowledged. The teens who were interviewed desired to be
treated as adults and given meaningful work to do.
In addition to the enriching CISTL summer internships, 17 CISTL students are assigned during
the 2004/05 school-year to one of the four YES Teen programs. The activities in each program
area are designed to last over a period of several weeks, allowing youth to build a strong
knowledge base.
Adults knowledgeable about the developmental needs of youth confronting multiple risk factors
in their lives
Staffing issues continue to plague education departments of science centers, zoo, gardens, and
aquariums across the country. Low pay, long hours, and weekend schedules often result in a high
turnover rate. The staff who stay often do so for the love of the type of work that they do and for
the rewards of teaching science to children.
Working with urban adolescents and the communities in which they live in informal settings
offers additional challenges. Staff may sometimes lack experience with this population, or worse,
may underestimate urban teens’ potential for success in science. The Community Science
Department at the St. Louis Science Center is not only aware of these potential hazards, but also
takes a proactive stance to overcoming this sort of challenge.
The Yes Teen staff members hail from all walks of life. The diverse staff possesses many
different areas of expertise and training. As a group, the staff reflects training and/or experience
in science, education, community organizing, and social work. All of the combined staff talent
works together to create a cohesive well-rounded program for adolescents.
VIII CONCLUSION
It is difficult (and possibly unwise) to isolate the CISTL/ TYT2 activities from the YES Teen
program. On its own, a single summer experience may not be sufficient to prepare underserved
youth for the future and certainly not for careers in science education. If other institutions wish
to develop similar programs, it is likely that they will need to adopt or adapt many of the
principles and practices the YES Teen program. In preparing students for CISTL internships at
partnering organizations, the teens have spent a great many hours participating in several
significant activities that address the five strands for success.
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The St. Louis Science Center is definitely putting into place practices that open up college as an
option for its YES Teens. One question that must be faced by CISTL, ASTC and all pilot sites
for the Today’s Youth/ Tomorrow’s Educators, is “How do we help our young people enter
college interested and able to continue their formal education in the sciences?” Given the need
for science educators, particularly in urban communities, and given the need for young people to
explore new avenues in their quest to discover where they best fit in society, is there a way to
maximize the experiences in programs like YES Teens so that young people make decisions to
pursue careers in education, particularly science education, earlier in their college lives? Or is
the reality that there is a natural tendency to explore other, more unfamiliar possibilities before
committing to preparing for a career in education. After all, education is the one field about
which every student already knows something. The challenge is to raise the appeal level of a
career in education, a field in which young people have been involved all of their lives. They
have spent many years with educators of varying levels of quality and enthusiasm.
A formal study of alumni of one Youth ALIVE! program revealed that 52 of the 103 participants
surveyed changed their career plans after graduating from high school (Fadigan & Hammrich,
2004). Several of these participants, after studying or working in various science-related fields
found their way back to helping others learn and grow as a career choice. These “twentysomethings” can be found directing youth programs, teaching in elementary schools, and
pursuing graduate degrees in education while working part time in the science museum.
Finally, the question of the value added by CISTL must be raised. Clearly, the Science Center’s
YES Teens Program maintains a critical mass of participants who are involved in several
significant common core activities, despite their assignment to diverse programs and jobs related
to the Science Center’s mission. These core activities address some of their adolescent
development needs, work skills issues, and preparation for their futures. These young people
may be the first in their family or the first on their block to spend so much of their leisure time in
a science museum, but they are not going through this experience in isolation. They have a group
of peers who, like them, have ventured into a new world: informal science education. Like all
adolescents these young people are trying to discover where they belong in the world and how
they can contribute to it meaningfully. CISTL participation added to their sense of belonging to a
rather cohesive group that is moving in a positive direction.
The Science Center’s YES Teens Program provides a creative array of opportunities from these
young people to develop skills that will support their transition into adulthood. Moreover, some
of the activities and mentoring relationships developed through the internships offered by
CISTL’s consortium of informal science institutions definitely expanded the participants’
awareness of possible places for them in the adult work world.
CISTL, in addition to the opportunities to facilitate informal science learning in varied, sciencerich environments, indirectly reinforced ASTC’s call for renewed attention on the importance of
helping students be more concrete in their thinking about and planning for college. Obviously
many things will happen to a young person in the years between joining the YES Teen Program
at age 14 or 15 and achieving a degree in science education. That is all the more reason for the
development of a well thought out map, perhaps with multiple routes that a student may take to
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arrive a this goal. The YES Teens Program has reinstituted a focus on the first, and possibly most
critical, stage of that journey; college preparation and all that it entails.
IX. RECOMMENDATIONS
There are several recommendations we feel will help to ensure the success of the program and
the participants.
Inquiry
Designing and implementing inquiry-based science investigations requires substantial amounts
of planning and background knowledge on the part of the instructor. Inquiry based activities
allow for student input as to which science questions will be pursued, and thus creates a greater
sense of ownership and interest on the students’ part. It is important to encourage staff to
continue their own science education professional development so that they can improve upon
their existing skills, background knowledge and learn about inquiry-based activities that have
worked well for other educators. It is possible that some students in the YES program would
have become more involved if they were able to follow their curiosities in a more inquiry-based
setting.
Team-building
Other professional development areas for staff cannot be neglected, since the success of the
program relies so heavily on the student-staff relationships. Diversity and team-building
activities and discussions with staff need to be on-going. These key areas are crucial so that the
staff can continue to support and assist each other. Opportunities for staff members to identify
the interrelatedness of their individual program responsibilities may help to strengthen the
broader mission of the program. Discussions of the implications of how the content of one
program impacts each of the other program areas may prove useful for staff as well.
College Preparation
Each of the staff needs to be knowledgeable about the strategies that will aid in preparing youth
for post-secondary education. The critical skills developed through SCANS activities not only
contribute to job readiness, but can also impact students’ success in school, and are used
regularly by staff throughout the YES program. All of the other strategies that have been utilized
from time to time in the past should be identified so that they can then become an
institutionalized part of the curriculum. Periodic check-ins are necessary to ensure that the
strategies are regularly addressed and the teens are on track with the college preparation process.
These check points need to include a standard and agreed upon means of tracking the teens’
progress.
Year-Round Internships
If the partnering CISTL organizations’ wish to have a greater impact of the youth’s success, it is
recommended that these organizations expand their contact with the teens to encompass the
academic year as well the summer. In doing so, the teens will have a greater opportunity to form
meaningful relationships with the staff and their institutions. Year-round internships can provide
increased student involvement in and commitment to the institutions’ education programs. A

28

positive year-round experience could have a greater impact on a teen’s decision to pursue a
career in science education. Opportunities for teens to discuss and experience first-hand
numerous career options in science and science education will aid students in narrowing down
their career choices – the more the better.

Prepared by
Katheleen Fadigan, PhD - primary author

DeAnna Beane, MEd
Director, Partnerships for Learning,
Association of Science-Technology Centers
Washington, DC
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Observation coding Sheet
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OBSERVATION SHEET
ACTIVITY TYPE:

DATE:

ACTIVITY TITLE:
ACTIVITY DESCRIPTION:

STRANDS
1.

Science Content
Math Content –

Science Content –

2. Teaching and Learning
methods modeled by staff

methods directly addressed by staff
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3. Educational Planning

4. Careers

5. Job Skills

OTHER OBSERVATIONS/NOTES
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Appendix B

Student Interview Protocol

CISTL/YES Teen Program Questionnaire

34

St. Louis Science Center
St. Louis Missouri

Student’s Name: ______________________________________________
YES Group: ___________________________________________________
Interviewer Initials____________________________ Date_______________
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Thank you for taking the time to talk with me. I want to talk with you because you
participated in the CISTL Program. We are looking at some aspects of the program and
we would like to get your opinions. We will use the information that you give us, along
with information from other CISTL program participants, to help us understand how well
the program worked and what might have worked better. I am going to ask you a series
of questions and write down your answers.
.
I want to assure you that we will not share your answers with anyone at the YES
program, CISTL, at school, or at your home. When we write our report, we will not
report on any individual’s responses, so no one who reads our report will be able to
determine how you answered the questions. We will report all of the information as a
group. Do you have any questions for me? O.K. Let’s get started.
Background Questions
The first set of questions is general background information that will help give us a better
understanding of the CISTL participants.
1. What is your name? _______________________________________________
(Check spelling)
2. When is your birthday? ________________________________
3. How old are you? ____ 4. What grade are you in
______________________________
5. Where do you go to school?
_________________________________________________
6. Now I ‘d like to ask you about the courses that you are taking in school this
semester. First I will ask you to tell me each course you are taking, then we will
go back and I will ask you to tell me what grade you received on your last report
card in each subject.
List courses

Grade
___________________________

_______

___________________________

_______

___________________________

_______
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___________________________

_______

___________________________

_______

___________________________

_______

___________________________
_______
7. Are any of the classes you are taking Honors or AP classes? (Indicate those next to
the course in the above list.)
8. Do you participate in any extracurricular activities at school or in your community?
Yes

No

(If yes, ask the names of the activities and list them below.)

School:
______________________________________________________________________
______________________________________________________________________
Community:
______________________________________________________________________
______________________________________________________________________
9. How long have you participated in the YES program? _________________________
2003 Summer Institute Experience
(These next questions are about your experience at the 2003 Summer Institute)
1. Did you participate in the summer institute at UMSL in 2003?
Yes
No
(If yes, continue to the next questions, if no, skip to Section III.)
2. Did attending the institute make you think about your future? Yes
how?

No

If yes,

3. What did you learn about college life?
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4. What did you learn about getting ready for college?

5. What did you learn about how to apply for college?
6. What did you learn about how to pay for college?

7. Have you done anything differently because of your participation in the institute? Yes
No
If yes, what?

III. College Plans
(I’d like to talk with you now about your plans after high school)
1. Do you want to go to college?
Yes
(Proceed to Question 2)
No
(Ask follow up Question: What are your plans?)

2. What colleges are you considering?

3. What do you plan to major in?

4. Have you checked out these colleges on the Internet or any place else?
Yes (If yes, ask Follow up Question) No
Where else have you gotten information about the colleges that you are
interested in?

38

5. What do you know about _________ college (first choice)? (Probe for: size; co-ed;
tuition, entrance requirements, etc.)

6. Do you know about the Common Application?
Yes

No

7. Are you updating your portfolio regularly?
Yes

No

8. Have you made changes to your essay?
Yes

How is it different now?

No

How might it be different?

9. Do you have a close family member or friend who is taking college courses now, or
has ever taken college courses? (If yes, ask who the person is.)

IV. Knowledge of the College Prep Process
(Now I’d like to ask you some questions about the process of preparing for
college.)
1. What do you think are the steps that a person has to take to get into college? (May
need to probe. Example: What is the first thing you have to do if you want to get
into college? What next? Are there others?)

2. Which of those steps that you just told me about have you taken?

39

V. ACT/ PSAT/SAT Testing
(We’ve completed half of the questions, and I’d like to shift our focus now to talk
about the tests that you take to get into college.)
1. What were your ACT practice test scores the first time you took it? ___________
2. What was your score in August 2004? _________________
3. How did you feel when you were taking the ACT in the summer of 2003?

4. Did you feel differently when you took the ACT last August?
Yes No
How?

(Skip to question 5)

5. Did the ACT practice test affect what you did later in school or at the science center?
Yes
(If yes, ask follow up question) No
How?

6. Have you taken the PSAT? Yes

(Skip to Question 6)

No

7. Did anyone talk to you about when and why the PSAT exam is offered?
Yes (If yes, ask follow up question) No
Who was the person who talked with you? ________________________________
8. When do you plan to take the ACT that you will submit with your college application?

9. Have you begun to prepare for it? Yes
If not, how and when will you start?

No

(If no, ask follow up question)

VI. CISTL/YES Program Experience
(The next set of questions is about the CISTL and the YES programs.)
1. Have you ever heard of TYT²?
Yes

No
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2. What do you know about CISTL? (Probe with follow up questions)
2a. What is CISTL’s purpose?

2b. Who are the CISTL partners?

2c. What are the CISTL programs?

3. What do you do in your YES teen job?

4. I’d like to talk about your first CISTL job.
4a. Where did you work?
4b. What were your job responsibilities?
4c. Did someone explain the responsibilities to you before you before you began
your job?
Yes
No
4d. How do you feel your work contributed to the overall work of the
_________________?

4e. Do you feel that you had adequate support and supervision to do your job?
Yes
No
Why do you feel that way?
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4f. What would have made your job better?

5. If you were to think back over your CISTL experience, what are some of the things
you’ll remember?

6. Did you help others learn in your CISTL job? Yes

No

7. Do you help others learn in your YES Teen job? Yes

No

8. Do you like science?
Yes

No

9. Do you enjoy helping others learn science?
Yes

No

10. On a scale of 1 to 5, with 5 being excellent, and 1 being poor, how would you rate
yourself on performing your job?
VII. Career Plans
1. What careers are you interested in?

2. Would you consider a career helping others learn in the science center or after school
programs in the community?
Yes

No

Would you consider a career helping others learn in a school, preschool, elementary,
middle, high school, or college?
Yes

No
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3. Would you be interested in any other kinds of work in the science center, zoo,
botanical gardens, or a research center?
Yes

No

VIII. Resources (This is the last set of questions that I have to ask you. As you
answer these questions, I’d like you to think about all of the people and places
that have helped you learn about college
1. Has something or someone made you think more about college? (Repeat this
portion of the question for each of the following.)
a. In school? Yes
No

b. At home? Yes
No

Who or what?

Who or what?

c. In the YES Teen Program Yes
No

d. In the CISTL Program? Yes
No

Who or what?

Who or what?

2. What are your most difficult subjects this year?

3. (In the next two questions I am going to ask you to tell me how likely it is you
would go to a certain place or person to get answers to your questions. After
each one, please tell me if it is: Very likely, Some what likely Not very likely.)
A. When you need help about a class or a subject you are taking in school, how likely
are you to ask:
a) A teacher at school?

Very likely

Somewhat likely

b) A parent or other family member? Very likely

Very unlikely

Somewhat likely

Very unlikely
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c) A YES Team Leader?

Very likely

Somewhat likely

Very unlikely

d) A school counselor?

Very likely

Somewhat likely

Very unlikely

e) Other (identify)

Very likely

Somewhat likely

Very unlikely

B. When you need answers to your questions about preparing for college how likely are
you to ask:
a) A teacher at school?

Very likely

Somewhat likely

b) A parent or other family member? Very likely

Very unlikely

Somewhat likely

Very unlikely

c) A YES Team Leader?

Very likely

Somewhat likely

Very unlikely

d) A school counselor?

Very likely

Somewhat likely

Very unlikely

e) Other (identify)

Very likely

Somewhat likely

Very unlikely

Thank you so much. We’ve completed all the questions that I wanted to ask. Do you
have any questions for me?
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Appendix C

Student Application Packet
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Appendix D

Association of Science-Technology Center’s
Today’s Youth/Tomorrow’s Educators (TY/TE)
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ASTC’s Today’s Youth/Tomorrow’s Educators (TY/TE)
Through ASTC’s work with the YourhALIVE! Initiative, it was possible to identify a number of
critical elements that are important to successful museum/science center-based youth programs.
The five elements described on pages 10-11 provided the foundation for ASTC’s Today’s Youth
/Tomorrow’s Educators (TY/TE) program, which includes the St. Louis Science Center’s Youth
Explaining Science (YES) program among its six pilot sites. The ultimate goal of TY/TE is to
help youth program participants acquire—through a series of structured, year-round
opportunities integrated into their youth programs—the skills and experiences that will make
possible successful pursuit of careers in science education.
The TYTE pilot program was introduced at ASTC’s July 28-August 3, 2003 TYTE Summer
Institute, which was hosted by the Science Education Department of University of Missouri, St
Louis- a CISTL partner. The seven (one has since withdrawn) original TYTE pilot site science
centers sent 51 students (including the entire first year cohort of CISTL Teens from the YES
Teen Program) and 15 adult staff. Sessions were organized and resources procured to help adult
staff think of ways to make sure the 5 strands would be integrated into their youth programs.
The Institute’s curriculum was developed around four of the five above described strands. (Job
skills, as a specific topic, was not addressed because all of the participating programs were
consistently strong in youth employment training.) The science content, the science of the brain,
was addressed through class discussions and labs led by the education specialist from the
Department of Neuroscience at the University of Minnesota. The highlight for many was the
sheep’s brain dissection which several teams repeated for their peers when they returned to their
home science centers.
Although all but one student indicated on their institute application that they wanted to go to
college, very few – including the CISTL cohort - seemed aware of the steps to be taken to
achieve that important goal. Consequently over the eight days each student spent approximately
12 hours in sessions related to preparing for college, including taking the Practice ACT and
receiving an analysis of his/her scores and recommendations for improvement. The program
stressed the importance of enrolling in high school math and science courses..
There were also sessions on teaching and learning with a team from each science center
presenting an activity used by their program. The entire group spent one evening at the St. Louis
Zoo and one at the Missouri Botanic Garden, both of which were internship sites for CISTL
Teens. On the fifth evening, the St. Louis Science Center, also a CISTL Summer Internship site,
hosted a career fair in which the students met a variety of professionals from a variety of formal
and informal organizations involved in science educationEach team left with a plan for sharing
with others what was learned at the Institute.Each student left the Institute with the beginnings of
a portfolio which included a resume, personal statement, and certificate documenting completion
of the Institute.
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Appendix E

YES/CISTL Teen Program Planning Framework
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YES/CISTL Planning Frame Work
Needs/Objectives

Actions Resources
Needed

Key
People

When

1. Professional
Development for adult
staff in ISE institutions
2. Meaningful work for
every CISTL teen
3. A progress file
maintained on every
CISTL teen
4. Appropriate
grouping of teens to
assure success
5. Individual education
plan for each CISTL
teen
6. Academic support
to fill in teens’ major
skills & knowledge
gaps
7. Involvement of
CISTL parents
8. Relationships with
schools attended by
CISTL teens
9. Organized program
to support all facets of
the college selection
& application process
10. Recruitment of
next cohort
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11. Orientation
program next cohort
12. Comprehensive
schedule of classes,
activities and work
assignments for each
cohort
13. Regular CISTL
TYT2 assessment
and planning
meetings by key
project staff from all
partners
14. Documenting
CISTL teens’ progress
15. Clarification of
Roles
16. Recognition
magnetism
17. Building CISTL
teens’ portfolios
18. Prepare CISTL
teens for Science and
Math
19. Math Content
20. Journaling
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Sample entries from
CISTL Coordinator’s Records
CISTL TYT2 Planning Frame Work
Needs/Objectives
Actions
We have been doing journaling writing in the liaison group
1. Professional
since September 2003 (1/8/04).
Development for adult staff CISTL Diversity Training in 3/4/04.
Liaison diversity training workshop (date, tentative).
in ISE institutions
The YES science projects and activities.
2. Meaningful work for
every CISTL teen
Each teen has their own file, which contains ACT scores,
3. A progress file
resume, CISTL certificate, letters to school, and report
card.
maintained on every
CISTL teen
4. Appropriate grouping of
teens to assure success
5. Individual education
plan for each CISTL teen
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5. Individual education plan for each CISTL teen

(continued)

C.A.
Sent her a WU Engineering School package.
Talked with her about C.’s college plan. She thinks C.l needs help on college and scholarship research. C is interested in Computer
Science, and is looking for scholarships that support applicants involved in dance performance. Set up a meeting with her in March
2, 04 @ 3:30 to do some scholarship research with her (2/25/04).
Took an ACT test in February 7, scored 20 (3/16/04)
Spoke with her mom about Cl’s plan for college. She is willing to support, but due to C’s busy schedule in school activities, she is
not able to come as promised (3/31/04)
C. B,
Asked about Wash U Medical School Program.
Her mom told me that she has wanted to be a doctor since elementary school.
Met with C, and talked with her about college plan. Set up date to meet again for college research (3/6/04)
Did college research with her; WU, SLU, Southeast, Truman are her options so far. She is also considering fashion design as
another career option. Gave her a copy of fashion design career facts. Encouraged her to take physiology in Forest Park
Community College next semester so she could get a sense of what she might be learning, and doing as a MD. One of the staff
Alice Walker whose daughter goes to SLU medical school, talked with C too (3/11/04)
Chelsea brought a copy of Who’s Who letter, and her ACT pretest score sheet to us. She is doing very well in school, and is very
happy to start ahead on college research (3/13/04)
C. C.,
Spoke with his Guidance Counselor (2/10/04).

Had a conversation with his father in November 2003. He would like C to apply for WU
education program. Need to have more contact with him.
Had an ACT score of 20 from the January test of 2004. I asked him why only 20. His
answer was it was early in the morning, and so he couldn’t focus on the test too well. He
expressed a strong of being an elementary school teacher, and believes that he will do
a good job. Asked him to come in to discuss his college plan with me in Feb 28, 04
(2/25/04).
GPA 3.5 from Rockwood Summit High School. Interested in UMSL education
department. Did some research on Wash U education too. Asked him if he is thinking
about Wash U too? He said Wash U is too competitive, and he is worried even if he
gets accepted he will struggle through the four year, and he doesn’t think it will make
sense if he goes through all the struggles, and only make to the bottom. His thought on
this is that it is not going to help him on his career. Asked Jenny Martin, who graduated
from Wash U undergraduate program to talk with him how it is to be a Wash U student.
Encourage him to strive for the best (2/28/04).
Talked with his mom about his college selection. Will be tutoring him on ACT test prep
(3/6/04)
Called to tell his mom what books to buy for ACT prep (3/9/04)
Tutored him on Math. He is actually doing pretty well. Gave him a Wash U application
package (3/10/04)
Tutoring, Math on Wednesdays, Science on Fridays (3/31/04)
A C,
Doing pretty well in school with GPA 3.5 of school year 2003.
Spoke with his mom about A’s college goal. She is very positive about A’s experiences at the YES program, and is willing to support
A for college (2/25/04)

Talked with him about college plan (3/10/04)
Worked with him on college research. He is very happy that we are working on college research with him. Thinking about Forest
Park Community College at this point because he is not ready to leave home yet (3/13/04)
Scheduled Tuesday afternoons to French tutoring (3/16/04)
Spoke with Valerie about A’s interest in going to Community College (4/704, 4/9/04)
J K,
Spoke with Lighthouse Church youth pastor Ellen Thornhill in 2/1/04 about J’s scollege plan. Ms. Thornhill is willing to work on the
ACT preparation with J one-on- one, and report her progress to CISTL. Her Guidance Counselor told me that J is doing above
average. Ms. Hayen suggests J needs help on Algebra (2/10/04).
Spoke with J’s’ mom, about Jenis college goal, and what we can offer to help her on the ACT test preparation. She was extremely
happy to know J is going to get help for college plan. Set up a meeting with J in 2/25/04 (2/24/04).

Met with J, showed her college plan package, discussed her tutoring schedule, and
ACT test date. She told me that she is excited to know all the information about ACT
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test, because she had no clue where to start, or even how to register for the ACT test.
She will be coming in on Wednesdays for English, and Fridays for Math and Science
(2/25/04).

5. Individual education plan for each CISTL teen

(continued)
JK
Discussed Community College as an option with J. She seemed appreciate the suggestion. She told me that her
mom has some serious health issues, so does her brother. She wants to stay home to take care of her family
(3/31/04)

D H,
Just transferred to a new school, Soldan High School this semester (2/14/04).
Talked with him about college plan (3/18/04)
EH
Only came back twice in fall 2003. Talked with her aunt regularly, E is on the Dean’s list at school (2/10/04).
Still cannot get hold of her. Called B R since they go to the same high school, and asked B to tell that CISTL is starting to recruit
CISTL teens in 2/28/04 (2/25/04).
E can not work this summer (3/16/04)
B R,
B didn’t participate much in fall 2003. Talked with her mom about B’s academic performance at school. Her mom told me that she
was not doing as well as last year (2/20/04).
Has some college selections in mind already. Spleman, Mizzou, and Clark are her options (2/24/04).
Sent her CISTL TYT2 application form (3/10/04)
Spoke with her mom about he absence from the program (3/16/04)
B’s mom told me that B is doing much better in school this semester. She will make sure I get a copy of her report card (3/30/04)
W M,
Had an ACT score of 24 from the Institute. Very busy with schoolwork and activities (2/10/04).
Sent her a CISTL internship application form (3/10/04)
M T,
Needs help on English. Found an English tutor for her on Wednesday afternoons (2/24/04).
However, her mom can’t give her rides on Wednesdays. Will talk with CISTL liaisons to figure if they have time to tutor her on
Thursday afternoons. Discussed her college plan with her. She is interested in Astrobiology, and is eager to find out scholarship
information (2/28/04).
Discussed English tutoring schedule with her. Thursday afternoon 3:00-4:30 with Valerie (3/3/04)
Her father mentioned that she need help on Math too (3/6/04)
Talked with Valerie if she could tutor M on Math too (3/10/04)
Worked with her on resume writing, and discussion about college plan (3/11/04)
Did college research with her. Called Truman college admission office to find out what she needs to do if she is interest in
Astrobiology. Researched on tuition cost, and all other costs, application deadline for Truman college (3/18/04)
Talked with her about once a month meeting on college research (3/20/04)
K W,

His report card is in file. Talked with him about his grades, education plan, and told him
that he can come in to work on his homework with me. His mom is not happy with his
school, and wants to transfer him next year. She is looking for counseling, wanting to
figure out if he has problem learning. I told her that I would call the counselor later, and
discuss a follow-up plan. In the meantime, letters to his school counselor, principle, and
science teacher will be on the way. Spoke with Marvin from Herbert Hoover about
tutoring program, and was informed that K is going there on Mondays, Tuesdays, and
Thursdays. Sent him a WU Architecture School package (2/10/04)
K told me that he doesn’t understand what his Biology teacher is talking about in class
even though He is able to transfer some of his science project experiences to his
science courses at school, but it seems not enough to get him through schoolwork.
Called Marvin at Herbert Hoover about K’s needing help on science. Marvin told me that
he will be looking for a science tutor for K, and will keep me updated (2/26/04).
Talked with his mom about college plan for K (3/13/04)
Worker with him on College research – University of Kansas Architecture engineering is
his dream (3/16/04)
Discussed the idea of K coming for Science tutoring on Fridays with his mom (3/30/04)
Has been coming since 4/2/04 for science tutor (4/16/04)

53

6. Academic support to fill
in teens’ major skills &
knowledge gaps

7. Involvement of CISTL
parents

Science content in the YES science
projects will enhance teens’ learning
experiences at school. Organized tutoring
program is in planning stage (1/8/04).
Met with liaisons from UMSL and Community College about
a support plan for CISTL teens, and asked them to figure
out what kind of resources are available at each school for
the teens (1/8/04).
ACT words of the day, and Math questions during the
Saturday Learning Labs (2/12/04).
ACT Preparation Workshop, 8/9/04-8/12/04; and follow-up
sessions, Feb & March 2005.
Have not done anything yet other than talk with them on the
phone (1/8/04).

Brainstorm idea: have a CISTL TYT2
meeting/dinner with parents.
Parents and Friends day in April 24,
2004. Parents will go through
Learning Lab with their children. It
gives parents a better understanding
of what their children have been
doing with us.

Letters to principle, school counselor, and
8. Relationships with
schools attended by CISTL science teacher will be sent out soon
(1/8/04).
teens
Letters have been sent to schools (2/12/04).

9. Organized program to
support all facets of the
college selection &
application process

Follow-up calls to Guidance Counselors in process
(2/12/04).
Nothing has been done on this part (1/8/04).
Will utilize part of the lab time to work with teens on
education plans, college research, and scholarship
research (2/10/04).
A Brown (staff) is organizing college information, and
updating all the application materials (2/12/04).
College plan will be implemented in the summertime
science professional development.
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10. Recruitment of next
cohort

Lunch meeting in 12/20/03 with the teens, and asked them
for feedback on how adults can do a better job next year
(1/8/04).
Field trip to Garden on 3/27/04 will serve as a chance to
introduce all the ISIs internship opportunities (2/12/04).
Presentations from each ISI in 2/28/04. Gave out
application forms and job descriptions. Talked with teens
individually, and encouraged them to apply for the CISTL
job (2/28/04)
Liaisons interviewed CISTL TYT2 candidates for summer
internship opportunity at each ISI (3/22/04)
2nd cohort teens have been selected (4/9/04)
First professional development meeting with CISTL TYT2
teens (4/17/04)

11. Orientation program
next cohort

Field trips to each ISI. The first year cohort will be
presenting what they did last year, and introduce staff and
facility to the YES teens (1/8/04)
CISTL teens Professional Development meetings, 4/17/04,
5/1/04, will be focusing on team building, and SCANSSystem activities (2/12/04)
5/22/04 is the official orientation day (2/12/04)
We planed to use the first year cohort as teaching
assistants in the Saturday Lab. Because the structure of
the class, only Design-It teens got to do it several times
(1/8/04)
CISTL liaisons and supervisors will be discussing teens’
summer internship calendars to make sure teens have
meaningful work, and assignments at each ISE (2/12/04)
On-going meetings to prepare for summer 2004 (2/18/04)
On-going discussions - ISI summer schedule for the
teens(3/04)
During liaison meetings, methods of implementing
programs, and strategies of working with teens are main
topics (1/8/04)
Continuous meetings on planning summer teen internships
(2/12/04)
Due to the reorganization of the CISTL doctoral and postdoc team. We have not been able to have a regular
assessment (2/17/04).
Need help on this (2/28/04)

12. Comprehensive
schedule of classes,
activities and work
assignments for each
cohort
13. Regular CISTL TYT2
assessment and planning
meetings by key project
staff from all partners
14. Documenting CISTL
teens’ progress
15. Clarification of Roles
16. Recognition
Magnetism
17. Building CISTL teens’
portfolios

Need to have more discussion on this
Certificates and letters to schools (1/8/04).

Need help
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18. Prepare CISTL teens
for Science
19. Math Content
20. Journaling

The YES Science Projects on Saturdays (1/8/04)

The YES Science Projects on Saturdays (1/8/04)
ACT Math questions on white boards every Saturday (3/04)
Will have a journaling training workshop in 4/17/04
(2/18/04)
Scientific journaling training (4/17/04)
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Appendix F

Selected Tittles from the YES Teen Staff Resource Room
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Selected Tittles from the YES Teen Staff Resource Room
Bandura, A.
Paris, S.
Pittman, K et al

Social Learning Theory
Perspectives on Object-Centered Learning
When, Where, What, and How Youth Learn: Blurring School and Community
Boundaries
Garbarino J. et al. Children in Danger: Coping with the Consequences of Community Violence
Falk, J. et al
Lessons without Limit: How Free-Choice Learning Is Transforming Education
Lave, J
Cognition in Practice: Mind, Mathematics and Culture in Everyday Life
Norman, D
The Design of Everyday Things
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Appendix G

YES Program Staff
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Youth Exploring Science Programs and Staff
(November, 2005)

Director, Community Science Department
- Diane Miller
Deputy Director, Community Science Department - Holly Hughes
Program Staff
Design-It

(total teens = 22; CISTL Teens = 6)

Gywanna Jackson
Melissa Benne
Charles Murphy

I-Test

(total teens = 18; CISTL Teens = 4)

Siinya Dulaney
Holly Hughes
Brittany Johnson
Robert Powell

Science Corner

(total teens = 23; CISTL Teens = 4)

Lance Cutter
Nao Veda
Brandon Byrd

City Technology

( total teens = 20; CISTL Teens = 3)

Adia Brown
Marcelle fields
Mei-Ling Tung
Stacey Ramey
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Social Capital and College Preparation: Exploring the Outcomes of a College Prep
School for Students of Color
Raquel L. Farmer-Hinton, Ph.D.
Department of Educational Policy and Community Studies
University of Wisconsin-Milwaukee
Enderis Hall 517
PO Box 413
Milwaukee, WI 53201-0413
rfarhin@uwm.edu
Abstract
Glenn Hills College Preparatory Charter High School (GHCP) was founded to
foster college access for poor students of color, who are first generation college-bound.
Using social capital theory, this study explores how GHCP staff provided norms and
resources to their student population in order to enhance the viability of college access.
Drawing on data from a multi-year, mixed methods case study of GHCP, the author will
share student and staff reflections on how to create a college for all school culture and
curriculum. This presentation will highlight analyses of staff interviews (n = 116) and
student focus groups (n = 55) from 2002-2005. The findings suggest the importance of
a college for all school mission, curriculum-based college planning activities, and college
preparatory enrichment activities. This project fills an important gap in the literature
because research on schooling students of color examines how schools can improve
student test scores or how schools can decrease dropout rates. Yet, scholars have
narrowly focused on how to structure the schooling environment to purposefully nurture
students of color into college-bound students. Limited college access for students of
color is also an important policy issue since gaining admittance into college is a highly
competitive process and an important step for self-sufficiency that leads to economic
stability and mobility in this society.
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Creating a Partnership Facilitated Success for Diabetes Self-Management Case
VG, 57 female, Caucasian
Medical History: Metabolic syndrome (DM Type II, hypertension, hyperlipidemia),
Hypothyroidism, arthritis
Family History: Diabetes, Renal failure, Hypertension
Social History: Divorced, three children, low socio-economic status, no
medical insurance available
In February, 2000 our local community opened the Angel’s Clinic. This clinic was
established to serve the health care needs of the working poor and staffed completely by
volunteers. Nurse practitioners, provided healthcare each week to clients who met
eligibility. VG, was an eligible patient who had suffered from Diabetes type II,
hypertension, hypothyroidism, and hyperlipidemia for over 10 years. At the onset, this
patient was poorly controlled and petrified that she would end up like her father, in renal
failure and on dialysis. Incorporating self efficacy concepts and self management
strategies in planning the management of her case, a trusting relationship was established.
Given the right tools, this client was able to become a partner in the management of her
health problems. At the onset, the benchmark clinical guidelines that indicate control of
her chronic conditions were far from ideal. By having a primary health care provider
establish a partnership to manage her chronic illness, success was achieved. Currently,
VG has all her health conditions under good control. Table 1 list the annual goals desired
and reached for this client. In addition, VG has become a role model and a lay patient
educator who helps other Diabetes clients to take an active role in their own selfmanagement and strive for success.
Desired
Goals
HgbA1c
<7%
Blood
pressure
<130/80
Total
Cholesterol
<200
Triglycerides
< 140
HDL
> 50
LDL
<70

2000

2001

2002

2003

2004

2005

8.6%

8.1%

7.9

7.0

6.3

6.0

160/92

150/80

134/86

120/80

110/76

112/60

258

156

214

222

109

108

337

248

195

191

79

76

36

40

42

47

34

43

155

166

133

137
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Background: Health care providers are faced with delivering care to an increasingly
diverse population. Current literature and trends support the need to incorporate concepts
for culturally focused nursing care and experiences with diverse cultures into nursing
curricula. Nursing leaders have long recognized the need to prepare nurses who
understand the effects of the growing global community. Although the concepts of
cultural diversity and competent care have been promoted, neither nursing education nor
practice has fully responded to this mandate. Many schools incorporated a superficial
band-aid approach such as adding an elective course rather than evaluating and revising
essential core curricula content. Furthermore, the impact of such experiences has not been
established. Cultural competence is so important to effective nursing care; schools of
nursing must assess and provide evidence graduates have attained cultural competence.
Purpose: This study explored the experiences of senior nursing students and faculty in a
southern, rural university who sought to increase and evaluate their cultural competence
through participation in creative, interactive learning opportunities. Integrating specific
learning activities such as a local immersion experience and participation in group social
support meetings was used to expose students to changing social, political, and health
care environments. The primary aim was to provide more exposure and direct experience
with diversity. The central research question of this study was: Does increasing exposure
and incorporating active learning strategies into the curriculum along with the didactic
content about diversity in healthcare improve cultural competence. The purpose for this
study was to explore graduates’ perceptions related to the effect of the interactive
experiences integrated into the didactic components of the curriculum.
Design/Methods: The study used an experimental pretest, posttest design with a focus
group component and examined self-reported cultural competency skills of rural,
graduating baccalaureate nursing students (n=31) toward clients from culturally diverse
backgrounds. The control group (n=23) received didactic information on cultural
diversity integrated throughout the curriculum but graduated before the implementation
of the active learning strategies. The Inventory for Assessing the Process of Cultural
Competence Among Healthcare Professionals-Revised (IAPCC-R) instrument measured
the students’ progress toward cultural competence (Campinha-Bacote, 2002). Focus
groups documented and described qualitative themes and patterns that were intended to
serve as rich data for the revision and development of current curriculum
Results/Findings: Significant differences were noted between the experimental pretest
scores and posttest scores with the pretest scores being significantly lower (p=.008).
There was no significant difference between the experimental and control group posttest
scores. Through focus groups, themes about the varied educational experiences that led
students toward connecting with differences were uncovered as well as barriers to the
process of cultural competency.
Conclusions: Similar to other studies of competency measurement, results reinforce the
struggle experienced by educators and the challenges health care is faced grappling with
teaching and delivering culturally competent care. Curriculum strategies that enhance
relationships and communication, and connect directly to community facilitate students’
possibilities for learning. Utilizing the nursing students’ voices provide important
comparative perspectives for examining the impact of teaching strategies designed
toward changing perceptions.
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STUDENTS WITH LEARNING DISABILITIES TRANSITION TO
HIGHER EDUCATION INSTITUTIONS
Higher Education Category
Abstract:
College students that have disabilities are a growing number in higher education today
(Whisenhunt, 2001). Each year more high school students with disabilities are planning to continue
their education at institutions of higher education, such as Penn State (Office of Disability Services at
Penn State, 2004). The U.S. Department of Education, Office of Civil Rights, stated, “More and more
high school students with disabilities are planning to continue their education in postsecondary
schools, including vocational and career schools, two-and four year colleges, and universities” (2005).
Marcus (2004), pointed out, “More and more high school students with disabilities are planning to
continue their education in postsecondary schools, including vocational and career schools, two-year
and four-year colleges, and universities”. It is apparent that institutions are not only being heavily
attended by regular education students, but students with disabilities, as well. It was not until the early
1970s that the need for providing college programs for learning disabled students was recognized
(Mangrum & Strichart, 1984). Gardner (2005) stated in 1998 that three times more students with
learning disabilities were admitted to colleges across the country than were admitted in 1988. Gardner
(2005) further stated of the college freshmen who reported having a disability in 1998, over 40 percent
indicated the presence of a learning disability.
This paper will address the following questions: Are the institutions that provide service to
these students aware of their special needs? What knowledge about this population do college faculty
members and staff possess? What are the attitudes of faculty members with regard to these students?
Are institutions willing to accommodate these students? What responsibility do students with
disabilities have for obtaining their accommodations? The answers to these questions as well as others
addressing students with learning disabilities attending postsecondary institutions will be provided.
A literature review and case study procedures were used and the data suggest that faculty in
higher education have problems accommodating learners with disabilities. Some do not accept the
idea that they have such students. Faculty are not aware that common accommodations such as taped
texts, note-takers, interpreters, readers, videotext displays, television enlargers, talking calculators,
printers, or typewriters, telephone handset amplifiers, closed caption decoders, open and closed
captioning, voice synthesizers, specialized gym equipment, calculators or keyboards with large
buttons, reading devices for library use, raised-line drawing kits, assistive listening systems, and
telecommunications devices for deaf persons are needed in the classroom for students with disabilities
to succeed.

Use of Instructional Time in Elementary School Social Studies
On-going Research Project
Social Studies Education
Paper Session
Dr. Rebecca C. Faulkner
School of Education
University of South Carolina Upstate
800 University Way
Spartanburg, SC 29303
rfaulkner@uscupstate.edu
864-503-5516 (W)
864-895-6054 (H)
864-503-5574 (OF)
864-895-4602 (HF)
Co-Researchers: Dr. George Lipscomb
Furman University
Dr. Tim Lintner
University of South Carolina Aiken
Dr. Chris Burkett
Newberry College

Abstract
South Carolina elementary school teachers’ attitudes towards social studies
instruction are being determined using a seventeen question structured interview process
conducted by undergraduate education majors in four South Carolina universities. To
date, 72 elementary classroom teachers have been surveyed. The research goal is to have
a sample of approximately 200 responses. Using both a Likert scale and open-ended
questions, preliminary findings show that the commitment by both schools and teachers
to Social Studies instruction is consistently in the low range. The research shows that
South Carolina’s Social Studies Standards drive the curriculum, amount of instructional
time and the frequency of instruction. The main problem area with social studies
instruction cited so far is the lack of time to do a good job in teaching it because of the
amount of time required each day to teach mathematics and language arts. Overall
teachers feel that social studies instruction is important for young learners. The goal of
the researchers is to assist these teachers in finding innovative ways to integrate social
studies instruction with the language arts and mathematics in their classrooms. Followup will include on-site workshops with accompanying lesson plans and activity
suggestions based on South Carolina Social Studies Standards.

Academic Service Learning and Applied Physical Education Technologies:
Meaningful Learning and Professional Development
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Roberta E. Faust, Ph.D.
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Academic Service Learning and Applied Physical Education Technologies:
Meaningful Learning and Professional Development
Roberta E. Faust, Ph.D.
Eastern Michigan University
319-G Porter Education Building
Ypsilanti, MI 48197
roberta.faust@emich.edu
This paper presents research resulting from data gathered over three years of engagement
with pre-service physical education students and K-12 physical educators as they took part in
academic service learning projects. These projects were designed to assist teachers with
enhancing technology usage in their schools and providing university students with meaningful
technology learning experiences which could become pieces of evidence for their portfolios.
Students self-selected physical education teachers with whom they wanted to work, who then
were approved by the professor. If students did not have school contacts the professor made
suggestions from among her physical education contacts in the schools. Students initially met
with and interviewed the teachers to find out what their background was in using technology for
teaching and to see what technology was available at the school. They then inquired about uses
of technology the physical educators would like to implement with their K-12 students and about
ideas for technology projects that the physical educators would like to have done but either did
not know how or have time to complete the projects themselves. Typically three projects were
completed per teacher/student(s) pairing during the term. There have been a wide variety of
student projects among these have been, creation of web sites, databases, templates for
gradebooks, inventories of equipment, PowerPoint presentations to accompany teaching units,
research on features and purchasing information for various pieces of technology hardware,
video skill analysis of student performances and implementation of the use of pedometers with
students in the schools. Students completed three written reflections during the term and show
drafts of products in class as well as to their school contacts multiple times throughout the term.
In class, technology application topics were introduced, but time for individual work on projects
was also provided. Rather than creating mock projects students created products that were
needed and could be used by physical educators in the schools. In many cases the students
became one-on-one providers of professional development for physical educators in the schools
at their work site during or immediately following their work day. Students had to explain use of
their created product well enough for the teachers to comfortably use and/or modify the product
in the future which provided students with greater depth of understanding of the various pieces
of technology hardware, software and peripheral devices. Teachers were given opportunities for
feedback on the students’ performance by completing email surveys and/or via phone
conferences at the midpoint and completion of the projects. The physical education teachers were
also provided with email and phone contacts for the professor which they could use at any point
throughout the term. Data analysis included categorizing and quantifying number and types of
projects created by students for teachers use in the schools as well as qualitatively examining
student reflections and teacher feedback. Results indicated that teachers were generally very
satisfied with the products students had created for them and in many cases had improved their
knowledge and use of technology in their teaching. Students gained working knowledge of
technology usage in the schools with a depth of knowledge that enabled them to explain the
functioning of their technology products well enough for someone else to use them. They
expressed that they learned more than they expected to in the course and found making contacts
and networking with teachers in the schools very valuable.

The Teaching of Civics: Perspectives in the Contemporary World
Doug Feldmann, Ph.D.
Northern Kentucky University
BEP 251 – NKU
Highland Heights, KY 41099
Phone: 859-572-5829
E-Mail: feldmannd1@nku.edu
Abstract
In the minds of many educators, students, and concerned citizens, the nature and purpose of
public education in the United States has undergone several prominent shifts in recent years. In
addition, such recognized shifts may assume a variety of styles, each of which leads to a similar
result while following different paths and means. As a contemporary product of this process in
the professional discourse, civics education is suddenly finding itself at the forefront of discussion
on educational reform. Heretofore considered as merely a periphery strand of the social studies,
civics has long been marginalized as a “sub-subject” of little importance, the content of which high
school students were required to take for as little as nine weeks, if at all. But in the wake of
recent political and historical events, civics has been thrust into the educational mainstream once
again.
The purpose of this qualitative exploratory study, therefore, was to investigate the perceived state
of civics education as viewed by practicing teachers in three large high schools in the midwestern
and southeastern United States, in an effort to discover what teachers in different geographical
regions deem as critical to this area of study.
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LIGHTS, CAMERA, READ!
“Motivating the Reluctant Reader with Videotaped Presentations”
There is a definite need for innovative motivational techniques in teaching reading. One
way to encourage students to read is with the use of the video camera. In our video generation,
teachers need to "tap" into those resources and use those types of equipment to get students'
attention and motivate them toward the achievement of educational goals.
As a former Title I reading specialist, and having taught in a rural middle school of
approximately five hundred students for twenty-seven years I found that children have problems
reading and lack motivation to improve their reading skills. Having taught eighth and ninth
grade English for fifteen of those twenty-seven years, I found that students were not prepared to
read classical literature or answer comprehension questions.
One day approximately fifteen years ago, I decided to videotape my class's studentprepared "mock" news program. Students were required to write the news, weather, sports
stories and perform all of the editing and revisions using peer readers. The finished product was
so successful that for the past ten years, the classes have concluded each school year with a
presentation of this type. The students have now decided to add commercials and background
music.
The format fosters student comprehension and greater retention of subject matter, group
interaction and participation.
According to William Glasser (1990) we learn "10% of what we read, 20% of what we
hear, 30% of what we see, 50% of what we both see and hear, 70% of what is discussed with
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others and 80% of what we experience personally." With this method the research group had a
95% comprehension rate. Additionally, the method described lends itself to assessment using
Howard Gardner's (1983) theory of multiple intelligences, a theory which takes into account the
varied learning styles of the students, as Bellanca, Chapman and Swartz (1994) have expanded
Gardner's theory. This method of videotaped presentations enhances student use their
verbal/linguistic, visual/spatial, bodily/kinesthetic and interpersonal intelligences. Some scenes
provided an opportunity for students to do background sounds or music allowing students to use
their musical/rhythmic intelligences.
Chapman (1993) "provided hundreds of tools, techniques, structures and strategies for
facilitating the development of multiple intelligences." Using multimedia equipment, video
cameras, TV and film enable teachers to as Chapman advocates, "fit each student with the 'best
shoes' for exploring the experience of learning." (Chapman, 1993, p.197).
According to Mehlinger (1996), " technology makes instruction more student-centered,
encourages cooperative learning, and stimulates increased teacher/student interaction. Positive
changes in the learning environment evolve over time and do not occur quickly. The degree of
effectiveness is influenced by the student population, the instructional design, the teacher's role,
how students are grouped, and the levels of student access to the technology." The use of
technology will motivate students because it will "enable learners to gain control of their own
learning." (Mehlinger, 1996, p. 402). I agreed with Mehlinger's comments that, "video use in
schools seems to be growing and taking different forms." "...the VCR has become a nearly
ubiquitous piece of school technology. Virtually every school in the United States has at least
one, and many teachers routinely collect tapes to use with their classes. Because it is more
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flexible and user friendly, the videotape has taken the place of film for instruction." (p.404) We
cannot expect technology to work instant miracles in every setting, because "there has not been
enough time or enough money for the purchase of equipment for training, or for support." As
well as a VCR, teachers need a videocamera or easy access to one. "Transforming schooling
through technology will work; we have evidence that it does. But it will take time, and it will be
expensive. Lack of money will slow the revolution -- making it seem more like evolution -- but
it won't stop it." (Mehlinger, p. 407)
According to Richard Jaeger (1993), "motivation is a. . . . key psychological construct.
We cannot observe a student's motivation directly. However, we can observe that the student
always comes to class on time and rarely misses a day of class, always completes assigned work
on or ahead of time, always provides a careful and complete response to assigned work, often
volunteers to do extra work, and usually volunteers answers to teachers' questions in class. To
be sure, variables other than motivation, such as ability and health, affect these behaviors. But,
taken together, we would normally describe a student who exhibited all of these behaviors as
being 'highly motivated.' Thus we summarize these and other patterns of consistent behaviors
under the label 'motivation.'"
The play format motivated students to pay attention and be prepared when it was their
turn without the teacher's constant cuing. They needed the oral reading for pronunciation and
discussion to aid comprehension. If left alone to read a reading selection silently, the vocabulary
difficulty that they experience would inhibit their comprehension. The idea that they can read
the material together, and only be responsible for small portions of it (the character's part that
they are to read aloud) helped them overcome the vocabulary barrier. The discussion between
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scenes aided comprehension. The knowledge that they may in turn be expected to portray their
characters on video motivated students to want to continue reading and master the vocabulary
correctly before recording.
A study by Nola Kortner Aiex (1989), "Motivating Low Performing Adolescent
Readers," found that "teachers have long used the media . . . and particularly film-- to
accomplish various instructional objectives such as building background for particular topics or
motivating student reaction and analysis. The appeal of visual media continued to make film,
video, and television educational tools with high potential impact . . . Film can be used as an
adjunct to almost any discipline and is particularly effective in teaching different kinds of
learners. Film can link disciplinary perspectives, can serve very specific courses and units, and
can target and motivate writing. The mass media are an integral part of the environment in
which today's students learn to read, write, listen, speak and make meaning of their lives. This is
a major reason that a properly designed course of instruction can use film to channel a student's
enthusiasm and route it to an academically useful goal.”
How do you add that excitement and create that active learning environment? The steps
are very easy:
Step 1 -Select the play or an adaptable reading selection . ( Read and discuss it.)
Step 2 - Make an outline chart for the scenes.
Step 3 - Students prepare outlined cue charts, background, and scene cards.
Step 4 - Rehearse the play.
Step 5 - Film the play..
Step 6 - Evaluate the learning experience ( both students and teacher).
5

QUICK-SCRIPTING (Tip for the Classroom)
Another strategy for reading a narrative with conversation and an alternative to round-robin
reading, is “Quick-Scripting”. If you have a story that lends itself to being transformed into a
play format as it is read, then students will enjoy learning to use “quick-scripting”. Simply take
quoted sentences within the story or passage and assign the spoken parts or have students select
index cards with the characters’ names. The explanatory phrases are read by students who serve
as narrators.
“I am going to the store,” stated Henry.
“When will you leave?” asked Martha.
Within those two sentences there are two characters and a narrator. When a story is read
in this manner, the responsibility shifts to the students and they will read on cue without their
teacher’s constant cueing or keeping them on task. You as the teacher may become a character,
serve as the narrator, or observe, monitor and record your students improved reading skills.
But most of all enjoy the experience and pass that enjoyment and your love for reading along to
your students!
Remember, teach them a concept they may remember from day to day; but motivate them to
learn, enjoy and love what they read, they will remember for life.

6

TITLE PAGE
Title:

“Differentiation”: Is This the Answer for Teaching Gifted Students in Regular
Classrooms?

Topic area:

Special Education (specifically, Gifted Education)

Presentation format:

Workshop (Please note: If necessary, this presentation could be shortened to
fit into a Paper Session)

Name of the author:

Ellen D. Fiedler, Ph.D.

Dept. & affiliation:

Special Education Department
Northeastern Illinois University

Mailing addresses:

5500 N. St. Louis Avenue
Chicago, IL 60625
4175 Creek Drive
New Buffalo, MI 49117

E-mail addresses:

E-Fiedler@neiu.edu
EllenFiedler@comcast.net

Phone numbers:

773.442.5587
269.469.6225
773.882.4876

FAX number:

773.442.5590

"DIFFERENTIATION": IS THIS THE ANSWER FOR TEACHING GIFTED
STUDENTS IN REGULAR CLASSROOMS?
Ellen D. Fiedler, Ph.D.
Northeastern Illinois University, Chicago, Illinois, USA
"Differentiation" of curriculum and instruction has been proposed as the solution for meeting the
needs of gifted students in regular classrooms. Many of the techniques that are being suggested
have merit and can be beneficial in dealing with the needs of gifted students for appropriate level
and pacing of instruction and curriculum alternatives that are better suited to the characteristics
that distinguish them from their more typical classmates.
Modifications of content, process, products, and the learning environment often include an
emphasis on teaching/learning models that are effective for developing students' gifts and talents,
whether they have been identified as "gifted" or not. These approaches will be discussed in this
session and are generally recommended as strategies for regular classroom teachers to use in
their efforts to provide appropriate educational opportunities for their gifted students, as well as
for others. Furthermore, teachers are being encouraged to use a variety of clever techniques to
help them differentiate curriculum and instruction for their students based on readiness, learning
profiles, and interests. Compacting the curriculum , "cubing", "tic-tac-toe", and tiered
assignments are among the methods that teachers may find useful when making an effort to
provide for students at the upper end of the ability continuum, and examples of how to apply
these strategies will be shared in this session.
Nonetheless, classroom management issues and organizational concerns often become stumbling
blocks to full implementation of differentiation in the regular classroom. Teachers’ lofty
aspirations of meeting the needs of their gifted students though differentiation can bog down in
the day-to-day demands that teachers face. Furthermore, much of the research suggests that
teachers struggle with being able to be as effective as they would like to be in providing
differentiation for gifted students in regular classrooms, even with extensive staff development
support. Therefore, potential solutions to these classroom management challenges will be
suggested in this session. Other questions often arise, as well, regarding appropriate assessment
strategies that might be used in these settings, and this session will also touch on methods for
effective assessment that can be implemented by classroom teachers.
This interactive presentation will focus on examining a variety of differentiation strategies, each
of which will be described and discussed, along with their application across curricular areas.
Participants will have a chance to learn more about differentiation and about how to use it
effectively in regular classrooms. Issues specifically related to differentiation of curriculum and
instruction for regular classroom teachers will be discussed and practical ideas will be shared.
Furthermore, consideration will be given to the pros and cons of solely relying on differentiation
approaches for meeting the needs of gifted students in regular classrooms. Participants will be
encouraged to share their own experiences, and opportunities to ask questions about
implementation of educational services for gifted students will be provided.
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ABSTRACT
The objective of this descriptive research study was to investigate factors
contributing to the academic achievement of Hispanic teacher education candidates who
are preparing to teach bilingual education in the New York City public schools. The
study findings identified the influences of demographics, motivation (including teachers
and the role of family as motivating forces), family college record, personal drive, and
students’ levels of English and Spanish language proficiency. An important outcome of
the research indicated that the most significant factors according to participants’
responses were the influence of caring teachers and family members. This is supported by
the work of Darling-Hammond (1997) and Auerbach (1995) and provides the theoretical
rationale for teachers pre-service programs such as the L.U.T.E. (Lehman Urban Teacher
Education) program, which promotes cultural connections in teacher education.
The methodology of the study consisted of a survey of multiple-choice questions,
Likert scale responses and fill-in answers. In addition, respondents were interviewed for
approximately 60 minutes using open-ended and close-ended questions. The interview
sessions were taped. Twenty Hispanic bilingual teacher candidates volunteered to
participate. They were undergraduate students from the LUTE (Lehman Urban Teacher
Education Program).
The presentation will focus on the following research questions from the study:
1. What factors did Hispanic teacher candidates in bilingual education identify that
contributed to their academic achievement?
2. What factors influenced participants’ interest in bilingual education and bilingual
teaching?

Knowing what supports success in developing new teachers is important for planning
teacher education programs.
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The study of leadership principles and skills at the university level is generally
insufficient to prepare those with political career aspirations. Effectively leading teams
and servicing a community is a challenge, regardless of socioeconomics and the unique
nature of a particular city. The authors interviewed a selection of Southern California
mayors, including the mayor of Los Angeles and the former mayor of New York City,
and examined leadership styles with reference to modern leadership research and theory.
Each interviewee attributed his or her political success and organizational effectiveness to
specific leadership models and skills.
Despite their disparate pathways to office and the size of their city, the
interviewees shared many leadership qualities. Each mayor worked hard to gain the trust
and respect of his or her electorate, was an excellent communicator, built strong
relationships, and strived for consensus. Their differences were mainly manifested in how
they mixed transformational and transactional leadership styles. These varying
approaches to city leadership can serve as a foundation of future curriculum design, thus
better preparing individuals for civic leadership.
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Introduction
Acclaimed physicist Albert Einstein once stated, “Politics is more difficult than
physics” (as cited in Reardon, 2005, p. 2). While this statement could be true, political
leaders have certainly constituted the strongest and most vital visionaries and
revolutionaries throughout history. From the nation’s representatives in Washington, DC
to city council members in the small towns of America, political leaders are the voice of
the people; they are the catalysts of change for a better society, who take great strides to
ensure the progression of their citizens’ rights and liberties. Among politicians, city
mayors are critical leaders who represent the diverse needs of their citizens while
upholding a strong and clear set of values. Whether they are representing large cities or
small communities, effective mayors must perform optimally in the political leadership of
today’s dynamic municipalities.
Looking back at the events that occurred on September 11, 2001, one can find no
better example of such optimum leadership characteristics than by examining the
extraordinary actions of Mayor Rudolph Giuliani. After the citizens of New York City
became the victims of terrorist attacks, Giuliani was both the calming voice and the
aggressive mastermind in unifying the city during a time of chaos and catastrophe. As
Gibbs (2001) wrote in Time magazine when honoring Giuliani as Person of the Year and
recognizing him as a superior mayor and leader:
For having more faith in us than we had in ourselves, for being brave when
required and rude where appropriate and tender without being trite, for not
sleeping and not quitting and not shrinking from the pain all around him, Rudy
Giuliani, Mayor of the World, is Time 2001 Person of the Year. (p. 34)
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As an excellent administrator and transactional leader, a very successful crusader
against crime in the city, and an inspirational and transformational leader in the wake the
September 11 attacks, Giuliani is a benchmark of exemplary mayoral leadership.
Therefore, the researchers of this paper examined the leadership characteristics of five
other mayors (including Mayor Antonio Villaraigosa of Los Angeles, the second largest
city in the United States) in an effort to compare and contrast them with the leadership
characteristics of Giuliani. After conducting open-ended qualitative interviews with all
six mayors, analyzing the information, and comparing their styles and characteristics,
seven predominant secrets were established as keys to optimum city leadership: a strong
vision, effective communication skills, leading by example, personal motivation and
drive, optimism, strategic problem solving, and the ability to recognize leadership
qualities in others. The purpose of this paper will be to discuss each of these qualities and
how they relate to the mayoral leadership styles of a select group of successful Southern
California mayors. Southern California is recognized as one of the most dynamic areas of
the United States. It is a world leader in innovation and industry, and is ranked 11th, in
comparison to other countries of the world, in overall productivity.
Background of Mayors
In analyzing the leadership styles of different mayors and gaining insight into
their principles and philosophies, an attempt was made to select individuals who were
diverse—both in personalities and the demographics of the cities they govern. Using
Giuliani as a touchstone, the researchers chose the mayor of Los Angeles and four
mayors of smaller cities in Orange County, California, as the subjects of their study.
On March 16, 2005, the first subject to be interviewed was Dr. Brenda Ross,
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Mayor of Laguna Woods, Orange County’s 32nd city. What separates Laguna Woods
from most cities is that the average age of its citizens is 78. A new city, Laguna Woods
received its approval for incorporation in 1998 and local voters ratified its proposal in
1999. Mayor Ross, who was 89 years young at the time of the interview, was reelected in
2004, and her third term expires in 2008. In addition to her mayoral responsibilities, Ross
acts as commissioner on the California Commission on Aging and serves on multiple
other commissions, committees, and boards of directors.
On March 22, 2005, Mayor Randall Bressette of Laguna Hills was interviewed at
the Laguna Hills City Hall. Reporting a 2003 population of 32,875, the City of Laguna
Hills is an affluent community with a low crime rate. A 23-year veteran of the Navy
Reserve, Mayor Bressette was first elected to the city council at the time of the city’s
incorporation in 1991 and has served in a leadership capacity within the city ever since.
In addition to his mayoral duties, Bressette acts as alternative representative to the El
Toro Reuse Planning Authority, a group that works to oppose the creation of an airport
on the grounds of the former El Toro Marine Base.
On March 24, 2005, Mayor Patricia Kelley of Mission Viejo was interviewed in
her office at city hall. A volunteer in the community since 1977, Mayor Kelley serves as
the city’s representative for the Orange County Fire Authority Board of Directors, and as
the alternate representative on the board of directors for the San Joaquin Hills
Transportation Corridor Agency and the Orange County Council of Governments
General Assembly.
On April 8, 2005, Tod Ridgeway, City Council Member and former Mayor of
Newport Beach, was interviewed at his personal office. Ridgeway has a Bachelor’s of
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Science in finance from University of Southern California and a Juris Doctorate from
Loyola Law School. He started his career working as a constitutional lawyer and then
made the transition into real estate development. After serving on the Newport Beach
planning commission for 6 years, Ridgeway became city council member. Eventually, he
was selected to be mayor for a 1-year term. Currently, he is serving his final term as city
council member for District 1.
On August 27, 2005, Antonio Villaraigosa of Los Angeles was interviewed at the
Children Youth and Family Collaborative charity event at the University of Southern
California. As the newly elected mayor of the second largest city in the United States,
and the first Latino mayor of the city in more than 100 years, Villaraigosa is embarking
upon a leadership challenge to govern effectively a city that, as Newsweek describes, “is
as fractured as the seismic blocks on which it is built—ethnically, geographically, (and)
economically” (Murr, 2005, p. 34).
Finally, Mayor Rudolph Giuliani was interviewed on September 14, 2005, at the
Celebration of Leadership dinner at the Beverly Wilshire Hotel in Beverly Hills,
California. A former trial attorney and mayor of the largest city in the United States,
Giuliani transformed life in New York City through his outstanding leadership skills.
During his tenure, overall crime decreased by 57% (shootings by 75%), Times Square
revitalization resulted in huge economic development, New York’s welfare system was
reformed, and funding for the largest public school system increased by $4 billion
(Giuliani, 2002).
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Leadership Secrets
A Strong Vision
An effective leader can be compared to a captain of a ship. To arrive at a desired
destination, a clear and understandable navigation plan is required. In addition, the crew
must also embrace the captain’s plan and work cooperatively and synergistically to
efficiently guide the ship to the proper port. A leader’s vision is equally important.
Mayor Giuliani frequently uses this analogy and points out that the course must
be set regardless of whether those objectives are popular. He also emphasizes that it is
imperative to, “Keep your eye on the goal, regardless of distractions and consternation.”
When asked how one can lead effectively during times when there is a great deal going
on simultaneously, he reminds us that if the leader has a strong core of beliefs, a strong
personal philosophy, and sturdy set of goals, he or she can create the requisite order in a
chaotic environment. A leader needs a clear set of ideas around which he organizes
people. Of all leadership qualities, Giuliani feels that vision is the most important
(R. Giuliani, personal communication, September 14, 2005).
Mayor Villaraigosa, in his inaugural speech, vividly expressed his vision: “In
short, we stand poised between the promise of immense possibility, and if we fail to act, a
future of profound uncertainty. I am asking you to dream with me” (A. Villaraigosa,
personal communication, July 1, 2005).
Mayor Ross’ vision was cityhood for her unincorporated community. By holding
on tightly to that vision and enlisting the support of the residents of the area, she was
ultimately successful. Her personal belief is that, “a leader needs to have some vision and
has to have some kind of strategic plan” (B. Ross, personal communication, March 16,
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2005) for success to be manifested.
Mayor Bressette was instrumental in the creation of the beautiful Laguna Hills
Community Center. A strong vision and sense of mission allowed the city to find the
necessary $10 million for the construction and to overcome numerous environmental
issues. The mayor stated, “A leader has to take risks, has to understand what the primary
objective is, and has to be able to communicate to a great extent why we’re going there”
(R. Bressette, personal communication, March 22, 2005).
Mayor Kelley had dreamed of a, “12 values program” (P. Kelley, personal
communication, March 24, 2005) as a moral foundation of her community and was able
to materialize her vision by effectively communicating it to the city council and
electorate so that they would support the project.
Excellent Communication Skills
Community and communication have similar etymological roots and imply that
for a community to exist there must be good communication. And, as one would expect,
successful leaders are always excellent communicators … and listeners.
Mayor Giuliani believes that a good leader must be a good communicator. He
recommends that if one aspires to become a leader, one must learn to love people and
make a habit of talking to people whenever the opportunity arises (R. Giuliani, personal
communication, September 14, 2005).
When the researchers interviewed Mayor Villaraigosa, he was asked what he felt
his strongest leadership quality was. He responded, “The ability to bring people together”
(A. Villaraigosa, personal communication, August 27, 2005).
Mayor Ridgeway considered himself a consensus builder with the ability to
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negotiate and get things accomplished (T. Ridgeway, personal communication, April 8,
2005).
Mayor Ross stated “I listen to everybody first. I try first to understand and then be
understood. I think that’s the single most important quality in either a follower or a
leader” (B. Ross, personal communication, March 16, 2005).
Mayor Bressette agrees that, “Listening is an important attribute of the leader” (R.
Bressette, personal communication, March 22, 2005). Mayor Kelley shared, “I try to
always listen respectfully (P. Kelley, personal communication, March 24, 2005).”
Leading by Example
A traditional adage teaches that a woman or man should walk her or his talk if he
or she is to have integrity and to be taken seriously. So it is with good leadership.
Mayor Giuliani extols leading by example. He points out that a good leader must
have and understand courage. Courage is not the absence of fear, but the ability to
manage fear. When asked why he jeopardized his safety by his early visit to the sight of
the 9/11 tragedy, he declared simply, “You can only lead from the front” (R. Giuliani,
personal communication, September 14, 2005).
Mayor Ridgeway stated, “You have to be honest, fair, consistent, and open
minded, so people can trust you and know who you are” (T. Ridgeway, personal
communication, April 7, 2005).
Mayor Kelley (P. Kelley, personal communication, March 24, 2005) revealed:
I try to lead by my character qualities that I have on the wall … moral courage
and being brave enough to make a decision that might be unpopular but is the
right thing. My bottom line is to always try to do the right thing.

Leadership of a City: Secrets of Successful Southern California Mayors 11
Personal Motivation and Drive
To be elected initially and then remain a leader in office requires a great deal of
self-motivation and a high level of energy, particularly in the realm of city politics.
Mayor Villaraigosa cited, “indefatigable energy” (A. Villaraigosa, personal
communication, August 27, 2005) as his second most important leadership quality.
Mayoral races and the multiple commitments of office require long hours and often a
grueling 7-day schedule.
Mayor Ridgeway admitted that in an elected position, “lots of work needs to get
done” (T. Ridgeway, personal communication, April 7, 2005). Mayor Kelley stated “I
don’t feel like I’m qualified. That’s been something that was an obstacle, but I’ve since
learned that if I don’t have the background, I just have to work twice as hard” (P. Kelley,
personal communication, March 24, 2005).”
Optimism
Is the glass half empty or half full? How one perceives their individual situation
can be either energizing or depressing.
Mayor Giuliani believes that a good leader has to be an optimist and a problem
solver. A strong leader visualizes success and does the things that are necessary to get
them to their vision. A good leader follows hopes and dreams and creates/finds solutions
(R Giuliani, personal communication, September 14, 2005).
During the interview of Mayor Ridgeway, he was asked what some of the
obstacles were he had to overcome to become a leader. He immediately changed the
terminology from obstacles to opportunities and added, “Having a positive outlook and
working with people can be difficult but is important” (T. Ridgeway, personal
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communication, April 7, 2005).
Mayor Kelley (P. Kelley, personal communication, March 24, 2005) shared:
I’ve always tried to have a very positive outlook. Again, this probably comes
from the mother experience where you bring out people’s best qualities by
praising. I think that a good leader makes the people that work for him or her look
good.
Mayor Villaraigosa, in his inaugural speech enthusiastically stated, “I will never
forget where I came from. And I will always believe in the value of every Angelino. This
is truly our town. And we all have a contribution to make” (A. Villaraigosa, personal
communication, July 1, 2005).
Strategic Problem Solving
As a city leader, simply solving problems is not good enough. Not only are there
too many problems, but also they all beg one’s immediate attention. Problems, therefore,
have to be triaged and prioritized. This is strategic problem solving. During the
September 11 crises, Giuliani was a master of addressing problems in a hierarchical
fashion, multitasking efforts, and creatively thinking out of the box.
Mayor Ridgeway recommends, “A leader must have the ability to listen,
synthesize facts, have respect for the contemporary constituent and the opposition, and
the ability to build consensus, be well read, and be prepared” (T. Ridgeway, personal
communication, April 7, 2005).
In explaining how she makes decisions Mayor Ross confided, “I like to be sure
that I’ve thought of all sides of the problem, if I can. If I can’t, I like to call somebody
that I know will be in opposition, and hear what their worries are” (B. Ross, personal
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communication, March 16, 2005).
The Ability to Recognize Leadership Qualities in Others
A leader is only as effective as his team and followers. With large and multiple
responsibilities, adequately leveraging oneself can only be accomplished with confident
and competent assistance.
Mayor Giuliani recommends that leaders surround themselves with people who
are smarter than they are, and then enthusiastically give those people the credit for the
successes to which they have contributed. Furthermore, he advises that leaders should
hire people who are passionate and not to be over influenced by GPAs or résumés. For
managers, an important quality, in his estimation, is the ability to recognize leadership
qualities in others. Giuliani reminds us that leaders understand the value of teamwork. A
leader appreciates his weaknesses and balances those with the strengths of others
(R. Giuliani, personal communication, September 14, 2005).
Mayor Ridgeway feels the relationship between the leader and the follower
should be enabling. He suggested, “Find out what they want, but at the end of the day, all
leadership is shared and short lived” (T. Ridgeway, personal communication, April 7,
2005).
Mayor Bressette (R. Bressette, personal communication, March 22, 2005)
reflected:
If you look at the five members of the city council as a team, I’m very fortunate
that here, in Laguna Hills, we have worked together as a team for the past 13
years. Not that we don’t have our differences, and it’s not that we won’t disagree
on some of the small nuances of say color, for example, or design, but we rarely
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disagree on goals, and direction, and the things that we think are important for the
community to see and to have. The leader lets the follower do as much as he
possibly can on his own without interfering.
When talking about the relationship between a leader and a follower, Mayor
Kelley (P. Kelley, personal communication, March 24, 2005) stated:
I’ve always believed that the best leader is someone who can complement and
bring out the strengths in the people that work for you or work with you. My
strength is drawing on the resources of all of the other talented people around me.
Leadership Theory
Despite the substantial differences in education, cultural background, and
experience, the mayors interviewed demonstrated many similar leadership characteristics.
These commonalities can be linked to various contemporary theories of leadership.
The leadership behaviors of the interviewed mayors mirror many of the traits that
Northouse (2004) lists as being crucial to successful leaders. He identifies intelligence,
the ability to perform complex problem solving, sound judgment skills, self-confidence,
self-esteem, determination, integrity, sociability, and strong interpersonal skills as being
foundational characteristics.
As the authority on emotional intelligence (EQ), Goleman has developed a
leadership model that creates an organizational culture based on relationships and honest
communication. High EQ individuals build trust within relationships inside and outside
of the organization that offer a competitive advantage. These individuals also collaborate
and share resources, are intelligent risk takers, and have a passion for competition and
continual improvement (Goleman, 1998). Northouse (2004) reinforces how the EQ

Leadership of a City: Secrets of Successful Southern California Mayors 15
component in a leader can create a spirit of community that reinforces shared values and
outcomes. The mayors in this study all revealed a high level of emotional intelligence.
Avolio and Bass (2002) point out that optimum leaders know how to listen,
engage citizens, and build consensus on tough choices. As issues or crises arise, the
ability to react and make decisions is critical while maintaining the needs of an elected
official’s constituents. By contrast, in the transactional leadership model, where many
politicians fall, constituents’ needs are prioritized based on the support they can expect
when running for reelection.
A common communication skill that all of the mayors possessed was their ability
to tell a story as a means to teach, mobilize, motivate, and make a point memorable. In a
leadership model created by Kouzes and Posner, they propose five practices of exemplary
leadership: behavior that wins respect, inspiring a shared vision or dream for the future,
challenging the process and venturing out, experimentation, and risk. These leaders
enable others to act and create teams, trust, and empowerment (Kouzes & Posner, 2002).
The mayors also are examples of the Level 5 (Collins, 2001) leader, which is
defined as a leader who blends extreme personal humility with intense professional will.
In the situational leadership model, the leader must adapt to the changes in the
environment to achieve results. The situational style is a prescriptive approach to
leadership that suggests how leaders can become effective in many different types of
organizational settings involving a wide variety of organizational tasks. This approach
permits leaders to behave appropriately based on the demands of a particular situation
(Northouse, 2004). Situational leadership requires that a leader match his or her style to
the competence and commitment of the subordinates.
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Each interviewed mayor differs in his or her situational approaches to leadership.
Mayor Ross, for example, because of her demeanor and maturity as a leader, epitomizes a
high directive/high supportive behavior (coaching). She had the capabilities to direct a
team to incorporate a new city, yet, at the same time, she expends a good deal of effort
being supportive. She embodies a nurturing, caring, and compassionate attitude. Mayor
Bressette, through the path-goal method of leadership, gives clear instructions on what is
to be expected and at what times. Kelley displays a supporting method, as she places a
particular emphasis on a highly supportive environment (Northouse, 2004).
All of the interviewed mayors demonstrate a high degree of trait approach
characteristics. As Northouse (2004) states, they exude intelligence, self-confidence,
determination, integrity, and sociability.
A characteristic that all the mayors share in common was their ability to be
transformational leaders. All have moral maturity, convert followers to leaders, broaden
and enlarge the interest of their followers, motivate and entice others to go beyond their
personal interest for the betterment of the organization, and support a sense of self-worth
for each of their followers (Northouse, 2004). All of the mayors seem to have mastered
what Cashman (1999) refers to as purpose mastery, “Focusing on how to make a
difference” (p. 65).
Conclusion
Through the interview and analysis of five Southern California mayors and the
former mayor of New York City, the researchers discovered clear similarities in the
leadership skills and styles that made them successful. Despite their disparate pathways
to office and the size of their city, the interviewees share many of the same leadership
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qualities. Each mayor works hard to gain the trust and respect of their electorate, is an
excellent communicator, builds strong relationships, and strives for consensus. Their
differences are only apparent in the manner they mix transformational and transactional
leadership styles. By examining seven secrets of successful Southern California mayors,
a model has been established for other mayors to follow in the pursuit of optimum
political leadership of today’s dynamic municipalities.
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Abstract
"Key Leadership Skills of Successful University Deans"
Charles Fischer
Pepperdine University
Elizabeth Martin
Pepperdine University
Do successful university deans possess similar leadership skills and styles, or is their
approach to leadership situational, adapted to each particular environment and circumstance?
To gain insight on this topic, the researchers interviewed several successful university deans
in California to determine the similarities and differences in leadership styles and if the
varying academic and administrative environments altered each dean's approach to managing
and leading.
Findings indicated that the dominant/primary leadership styles of these university deans were
transformational empowering staff and faculty to make their own decisions and to set
individual and team goals. The university deans who participated in this study were more
alike than different possessing excellent communication and motivational skills and able to
create inspirational visions that their respective university could aspire to. In some cases they
adjusted their leadership approaches as situations demanded, but their core style remained
consistent.
Key leadership characteristics of interviewees were identified and matched with current
leadership theory and research and conclusions about optimal styles were made.
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Introduction
Do successful university deans possess similar leadership skills and styles, or is their
approach to leadership situational, adapted to each particular environment and circumstance?
To gain insight on this topic, the researchers interviewed several successful university deans
in California to determine the similarities and differences in leadership styles and if the
varying academic and administrative environments altered each dean’s approach to managing
and leading.
A review of the literature indicates that leadership can be defined, generally, as a
function practiced or conducted by individuals who possess influential characteristics or
traits or behaviors that make other people (followers) do or follow certain procedures to
achieve predetermined goals. There are various definitions offered by many authors on the
subject matter. The essence of leadership is not giving things or providing visions. It is
offering one’s self and one’s spirit (Bennis and Nanus,1997).
An extensive amount of research has been conducted in the area of leadership.
According to Stogdill (1974), the word leadership did not appear until the early 1980s.
Stogdill noted, however, that there are as many definitions of leadership as there are
researchers who have attempted to conduct research on the subject. Bass (1990) states
“There are almost as many definitions of leadership as there are persons who have attempted
to define the concept” (p.11). Bennis and Nanus (1997) recently proclaimed that leadership
is like love: it is “something everyone knew existed but nobody could define” (p.3).
Scholars in the field of leadership have examined a variety of styles of leadership.
These styles range in their quality of behavior from building relationships to concentration of
tasks as a means of achieving their intended goals. Because academic bureaucracies are
complex organizations with unique characteristics and vulnerabilities, they require a cadre of
leaders and managers to orchestrate both the external affairs of the campus and the day-today routines and activities (Baldridge, Curtis, Ecker, & Riley, 1977).
This paper discusses key leadership skills of successful university deans. Important
leadership characteristics of interviewees were identified and matched with current
leadership theory and research and conclusions about optimal styles were made.
Shared leadership styles and characteristics
The researchers interviewed four successful university deans throughout California to
discover what they considered to be their key leadership skills and techniques. Three of the
deans were from large public universities and one dean was from a prominent large private
university. All of the interviewees had held the position of dean for an extended period of
time.
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Interestingly, each dean had a unique style and elements of their respective approach
to their leadership challenges were not entirely consistent with current leadership theory. For
example, one dean did not attempt to articulate a vision, but rather felt that vision was “hard
to define’ and he preferred not to “invent” a vision or value system, but rather tried to
“discover” the existing system. His strategy was to “exploit opportunity” as it arose naturally
within the culture.
Additionally, most of the interviewees were self-confident, possessed a strong
awareness of who they were and were only mildly self- effacing. Though they referred to
servant leadership, they still were, in actuality, strong leaders, while simultaneously leading
from the bottom-up, empowering staff, professors and teams.
One of the deans readily admitted that he lacked charisma though he believed he was
quite likeable. All of the deans agreed that the job of dean required regular social contact
with all members of the university and that networking and bonding was a critical part of
being effective. Because of this requirement to constantly interact with people, one had to
like and enjoy being with people. One dean shared that coming from a large family, he
served as the harmonizer and negotiator in family conflicts. His father taught him, among
other things, how to get along with people.
As one would expect, liking and being able to influence people in a bureaucratic
university environment requires a leader to be politically savvy. All of the interviewees
agreed with the importance of having political skills, though only two actually used the word
“political”. One dean cited “Democracy in America” by Alexcis de Tocqueville. The book
discusses how democracy functions in America. The lesson he embraced was “if you are
willing to give away power, it will return.”
Another dean admitted that he had an excellent ability to “read a situation” and work
behind the scenes to initiate change. He takes his time to slowly “re-direct” efforts and
opinions. His most important skill is, as he phrases it is, “pattern recognition”, or the ability
to identify and direct informal leaders and fomenting ideas and movements early and
neutralize or augment them, thus “creating a coalescence.”
Being in academia, all of the deans shared the leadership trait of intelligence. In the
university setting, it is understandably important for a dean to be highly educated and have
impeccable credentials. A leader must possess the respect and confidence of his followers.
Each dean emphasized the importance of integrity and ethics. One interviewee felt
that the single most important value in a leader was personal integrity. He believed that if
people don’t trust a leader, they won’t follow him. Furthermore, he felt that integrity was
even more important in academia because faculty, as a result of their profession, are trained
to question. If administrators, faculty and staff don’t trust the leader, they will not follow.
Each dean admitted to adjusting their leadership style according to the circumstances
at hand, thereby making them situational leaders. One dean, for example, said that when
interacting with students, he has to be a mentor, coach and be able to listen and guide them.
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When he interacts with administrators or staff in his office, he has to provide direction and
use a directing style. When employees appear to be competent but lack confidence, he has to
lead with a supporting style. As a campus dean, he has to use situational leadership to direct
meetings and plan changes within the campus.
One of the most important characteristics of successful deans, the researchers found,
was the ability to effectively work with people. Whether interacting with staff individually or
building and guiding teams, all of the deans that were interviewed were adroit at this skill.
Genuinely liking people and believing in their abilities was foundational. One dean
stated a leader must like people, trust them, believe in them and have a philosophy of “power
with people not over people.” He added that leaders should not be set apart.
Another dean contended that surrounding himself with people who are smarter, being
able to say, “I am wrong”, always leaving the door open for constructive criticism, and
giving individuals the tools to be successful was his secret to leading. In addition, he felt it
was important to praise those who are doing a good job and moving the organization
forward. He also believed in giving people autonomy and “getting out of their way.”
All seemed to agree that different circumstances required different approaches to
people. For example, as one dean explained, if a faculty member becomes upset with him, he
has to make a special effort to see through the emotions and to support and nurture the
employee rather than retaliate against him. He explained that the nature of the organization,
being in an academic setting, required skillful consensus building.
A dean summed up his philosophy of leadership by identifying three basic
components of success at the helm: 1) Leaders surround themselves with very smart people;
2) Leaders listen to their people; 3) Then leaders give them credit for what they have
accomplished.
One dean explained that his most valuable ability was being able to establish
consensus amongst his followers. It was his contention that it was impractical to require all to
agree in a final decision. He believed that only buy-in from the people who would be
responsible for actually doing the project or task was necessary. He was emphatic, however,
that it was important for everyone to at least be consulted. Insightfully, he said, “It is not
what you tell people that they remember, it is how you make them feel.”
Finally, the interviewed deans, with only one exception, believed that creating a
compelling vision around which the campus could coalesce was crucial. . One dean revealed
that he inspired and motivated his faculty and student body to become committed and to be
part of the shared vision of the campus. Another dean spoke of his vision to transform the
university into a “model” that is supported by his followers and to do so by motivating his
people to act in ways that support the greater good rather than their own self-interests.
Conclusion
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Findings indicated that the dominant/primary leadership styles of these university
deans were transformational, empowering staff and faculty to make their own decisions and
to set individual and team goals. However, each dean had a unique style and elements of their
respective approach to their leadership challenges were not entirely consistent with current
leadership theory. The university deans who participated in this study were more alike than
different possessing excellent communication and motivational skills and able to create
inspirational visions that their respective university could aspire to. In some cases they
adjusted their leadership approaches as situations demanded, but their core style remained
consistent.
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Identities and positioning in elementary literature discussions:
A look across two classrooms
The purpose of the proposed paper presentation is to explore the identities enacted
by third and fourth grade students during literature discussions—in both teacher-led and
student-led settings—and the consequences these identities have for students and their
peers. Literature discussions, common literacy events in elementary and secondary
classrooms, are sites to consider the multiple and varied ways readers interpret texts.
These conversations may examine the common ground we all stand on, or they may be
opportunities to question texts—to wonder who or what is missing, address issues of
power, and consider alternative stances or ways of engaging with the text. Important in
understanding these discussions, but explored less often, are the identities students and
teachers construct and enact within these discussions. A closer examination of the social
dynamics that occur during literature discussions may lead to fuller understanding of the
social and academic consequences of such literacy events.
The traditional, teacher-led discussion format typically follows an initiationresponse-evaluation (IRE) pattern in which the teacher controls the procedures and
content of the discussion. Interpretive authority lies with the teacher in this sort of
setting. Literature discussion groups (also called literature circles or book clubs)—peerled discussions of literature—arose in response to the more teacher-directed formats and
offer opportunities for students to lead their own discussions. In these discussions,
students carry the bulk of the responsibility for reading, generating response topics,
responding to others, and leading their own discussion. However, researchers such as
Lewis (2001) and Evans (1996) suggest that literature discussion groups do not always
feature the type of equitable dialogue touted by advocates of the approach and sometimes
recreate the more inequitable relationships present in the larger classroom within the
discussion group.
To study literacy practices such as these means to study the social and cultural
practices enacted within literate communities (Barton & Hamilton, 2000; Baynham,
1995; Luke & Freebody, 1997). Further, critical literacy theorists and researchers
(Comber, 2001; Luke & Freebody, 1997; Street, 1995) suggest that language and literacy
are not neutral acts, but rather situated in personal, social, historical, and political
relationships. There is an emphasis on the context in which the texts are created and
contested. Critical literacy theories take up students’ interests and purposes as the
foundation for what occurs in the classroom. In this paper, we explore the cultural models
(Gee, 1999) that students draw upon as they construct their situated identities within these
literature discussions, including the ways in which students and teachers choose to (or
choose not to) engage in critical ways with and around text. This study is guided by the
following questions: (1) What d/Discourses (what Gee calls “identity kits”) are taken up
as teachers and students participate in teacher led and peer led literature discussions, and
(2) What interpretations of text are perceived by others as legitimate?
The analysis presented in this paper draws from data collected in two separate
qualitative studies. In these two elementary grade classrooms (a third grade and a fourth
grade), students participated in a number of different literature discussions. Teacher
facilitated discussions involving texts such as Island of the Blue Dolphin (O’Dell, 1960),
Otherwise Known as Sheila the Great (Blume, 1972), and Charlotte’s Web (White,
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1952). Peer facilitated discussions included Mouse and the Motorcycle (Cleary, 1965),
The Hundred Penny Box (Mathis, 1975), and Molly’s Pilgrim (Cohen, 1993). Data
collected in each of these classrooms included field notes, video- and audio-taped
discussions, transcripts of conversations, teacher generated artifacts, student produced
work, and teacher interviews.
Data were analyzed qualitatively, using inductive, data driven methods, including
grounded theory (Glaser & Strauss, 1969) and micro-analysis of transcript data, informed
by Gee’s notion of cultural models and (D)iscourses (Gee, 1999) and Fairclough’s critical
discourse analysis (1989). From this perspective, language is more about forming
identities than it is about giving information—it is used to scaffold social activity and
human affiliation within social groups and institutions. Using this perspective as an
analytic lens, we analyzed the transcript data to better understand the complexities of
students’ interactions with each other, the teacher, and the texts.
Analysis across these two data sets highlighted the range of identities enacted by
students during literature discussions. Discourses taken up by teachers and students
varied across classrooms and across formats for discussion. Analysis indicated the
importance of the role played by the teacher, specifically through the establishment and
guidance of particular discourse or conversational norms, in allowing or refuting
particular kinds of identities. For example, in the fourth grade classroom, the teacher’s
guided discussions of literature were characterized by the prototypical IRE (InitiationResponse-Evaluation) structure and allowed little participation from the students. In such
contexts, students’ regularly enacted two situated identities: rebel and compliant listener.
Students either tried to offer an alternative interpretation that was not perceived by the
teacher as viable to moving comprehension forward or they went along with the teacher’s
request to only offer information located in the text. Given the focus on identifying literal
information, there were missed opportunities for more interesting conversations that
addressed critical perspectives.
In the third grade study, students had multiple opportunities to engage in studentled discussions and thus, theoretically, more opportunities to participate. However,
students took up the position of discussion leader in a variety of ways, some of which
hindered the participation of their peers. In other words, in the absence of teacher
leadership, students tried on different ways of leading the discussions, some of which
invited much and varied participation from members and some that limited participation
and marginalized particular students. The teacher played an important role in disrupting
this negative positioning of other students.
The nature of this study, observing and documenting literature discussions in two
diverse elementary classrooms, sheds light on how readers in these classrooms
constructed their social identities, or as Gee talks about, their (D)iscourses. (D)iscourse
involves language, but it also involves much more than language. “A Discourse integrates
ways of talking, listening, writing, reading, acting, interacting, believing, valuing, and
feeling (and using various objects, symbols, images, tools, and technologies) in the
service of enacting meaningful socially situated identities and activities (Gee, 2001,
p.719). As teachers and students made visible their situated identities, they often
replicated identities of previous schooling and discussion experiences. Moreover, issues
of positioning and power were illuminated through the ways in which teachers and
students engaged in the discussions.
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ABSTRACT
School heads are often said to be the sense makers of their learning organizations. Hence
there is a critical need for school heads to be equipped with the core competencies in
order to effective run their organizations. Their leadership is perhaps one of the crucial
and determining factors of success in the school especially in the Asian context. They
have to play their roles as leaders in school to create a sustainable school climate that
will enhance students’ and teachers’ productivity and creative thinking in school. Based
on this rationale, this study set out to investigate the charismatic leadership of an
excellent principal in an outstanding school in Malaysia. The research methodology
employed here was descriptive in nature. Structured interviews and observation check
lists were used for the data collection process. Purposive sampling method was used to
select an excellent school in Negeri Sembilan in Malaysia based on the awards given by
the Malaysian Ministry of Education. The data was analyzed to identify leadership and
management style demonstrated by the research subject. The findings indicated that the
principal demonstrated most of the main characteristics of an excellent principal as
outlined by literature. There were however some limitations voiced by both students and
teachers. They felt that the principal was too ambitious, result oriented, and had little
time for teachers and students. Due to the excessive workload, demands and pressure,
not all members of the staff and students were keen to work collaboratively with the
school head. The findings perhaps indicate that the success of the school needs the full
participation and smart partnerships from all parties. Undeniably, a good leader is still
an important criterion. Besides that, strong support, clear vision and appropriate
empowerment are also seen as critical and crucial factors that should hand-in-hand with
good leadership. The findings, in general, can help educational management training
organizations to manage principal training in a more organized manner.
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Abstract
The prime purpose of this study was to examine the level of knowledge and best practices
of ESL teachers in school-based evaluation. The descriptive-correlation study was
chosen to allow a qualitative and quantitative description of the relevant features of the
data collected as well as the relationships between the variables of interest. It involved
the use of questionnaire and interviews. Simple random sampling was chosen to select
school samples from two different states in Malaysia. A total of eight schools (4 from
each state) were randomly selected to represent schools located in the urban and rural
areas. The respondents included secondary school Heads of the Language Department,
Heads of English Panel and ESL teachers. The findings of the study indicated strong
relationships between knowledge and best practices relating to school-based evaluation.
Firstly, the knowledge of teachers in school based-evaluation still left much to be desired
as the practices of these teachers in school based-evaluation was not at the satisfactory
level. Even though a majority of them are aware of the many benefits of school basedevaluation there still exist academics that hold firm to the importance of high stake
examinations and standardized tests. The findings, in general, can help teachers,
administrators and policy makers to manage school based-evaluation in a more organized
manner. The findings also could enable the ministry of education to be more responsive
to the needs of teachers and students to effectively address the critical problems related to
the implementation of school based-evaluation in ways that are both contextualised and
authentic.
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Mentoring Students with Disabilities at the Secondary level
Most research on mentoring programs previously reflects a lack of focus on specific
applications of these programs for students with disabilities. A review of 15 years of research in
mentoring within organizations across the United States identifies demographics and risk factors
for youth, but rarely addresses disability as one of those factors (Noll, 1997; Sipe, 1999;
Sonnenblick, 1997). Therefore, this paper will focus on two underdeveloped areas of mentoring:
(a) identifying students with disabilities that are experiencing academic and behavior difficulties
that place them at-risk for not graduating, and (b) application of a mentoring program with
identified students at the secondary level.
Rationale
The rationale for developing a mentoring program at the high school level relies on two
main areas: (a) the general poor achievement outcomes of students who have disabilities and (b)
the lack of effective mentoring programs at the high school level.
General Poor Achievement Outcomes of Students with Disabilities
This paper will provide a rationale for developing an effective mentoring program at the
high school level specifically for students with disabilities. Currently, much of the focus nationwide at the secondary level is on providing mentoring for school-to-work programs (Gray &
Albrecht, 1999). However, it is equally important to concentrate on providing academic tutoring
for these students to increase the graduation rate. This is particularly true for mentoring
programs aimed at students with disabilities. Despite the increasing research on mentoring
programs, empirical studies have not been matched with comparable increase when focusing on
mentoring programs with students that have disabilities. Results of this project will assist us in
providing a replicable model for developing a mentoring program for improving achievement
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outcomes for students with disabilities at the high school level. In turn, it will also be beneficial
for schools who are responding to the provisions of No Child Left Behind. The design of this
project is intended to address the academic needs of diverse learners at the secondary level.
Within this context, we will specifically target students with disabilities who have poor grades,
significant behavior problems, and are identified by the school as “at-risk” for dropping out of
school.
In previous years, schools often neglected to establish meaningful educational goals for
students with disabilities and the students were not given the same opportunity to learn as their
more advantaged peers (Heubert & Hauser, 1999). Furthermore, students with disabilities were
often excluded from large-scale, standards-based assessments because they were not being held
to the same standards or fear that district tests scores would decrease (Elliott, Braden, & White;
2001). Most statewide accountability programs in the early 1990s included less than 10% of
students with disabilities (Thurlow, Ysseldyke, Silverstein, 1993). Arguably, the
nonparticipation in summative evaluations frequently resulted in minimal expectations for
students with disabilities and often these students perform only to the expectations held for them.
Nonparticipation is also problematic because it causes great difficulty in truly getting an accurate
measure of where these students are performing and what they are capable of achieving.
Growing national interest in educational accountability for all students has contributed to
the emergence of high stakes decision making through the use of assessments. As assessments
are often viewed as a catalyst for reform, they can be used as a measure to check the
performance of schools, local school systems, and states to ensure students are being held to the
highest possible standards. The reauthorization of the Individuals with Disabilities Education Act
(IDEA) of 1997 contains new provisions concerning the access to the general curriculum. The
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mandate states that schools must demonstrate that “children with disabilities are included in
general State and district-wide assessment programs, with appropriate accommodations and
modifications in administration, if necessary” (Sec.612(a)(17)). If these students are required to
take part in assessments, they must also be exposed to the curriculum which is being assessed.
Moreover, the recent passage No Child Left Behind Act of 2001 (NCLB) also significantly
impacts the provision of educational services to students with disabilities. The purpose of this act
is to “ensure that all children have a fair, equal, and significant opportunity to obtain a highquality education and reach, at a minimum, proficiency on challenging State academic
achievement standards and state academic assessments which can be accomplished by ensuring
that high-quality academic assessments” (Sec.1001(1)). Accountability is maintained by
requiring that all levels of education must test a minimum of 99% participation rate for each
disaggregated student group including students with disabilities. NCLB necessitates that
students will participate in assessments and their scores will be recorded in the public reporting
of scores. For the first time, students in special education are held to the same standards in
content areas as students without disabilities and they are mandated to take part in educational
assessments.
With the increase of educational legislation regarding students with disabilities and
accountability, schools are increasingly mainstreaming special needs students in the “least
restrictive environment.” The U.S. Department of Education reports that the number of students
with disabilities mainstreamed in regular education classes jumped from 31% in the 1988-89
school year to 47% in 1998-99. The increase in the percentage of students with disabilities
included in regular classrooms is noteworthy because the number of such students has been
growing faster than total school enrollments.
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Table 1. Percentage distribution of students with disabilities ages 6-21 by educational
environment: 1988-89 and 1998-99.
Percentage of Day in a Regular Education Classroom
Year
80 or more
70-40
Less than 40
Not in a regular
school
1988-89
31%
39%
24%
6%
1998-99
47%
28%
20%
4%
Due to the provisions in No Child Left Behind (NCLB), students with disabilities are
required to participate in statewide assessments, just like their non-disabled peers. In Georgia,
the test used for accountability reported that nearly 4000 students labeled as having a disability
took the test in the 2001-02 school years. That number has increased to over 6000 in the 200304 school years. Although more and more students are being exposed to the general education
curriculum, the test scores indicate they still lag significantly behind their non-disabled peers.
The scores also reveal that students are fairing worse each year as the expectations increase.
This in turn, is an obstacle for these students to meet graduation requirements.
Table 2. Georgia High School Graduation Test (GHSGT) – Percentage of 11th 1st-time test takers
with disabilities at each performance level.
2003-2004
2002-2003
2001-2002
Test Area
English/LA
Math
Social Studies
Science

Fail

Pass

Pass
Plus

Fail

Pass

Pass
Plus

Fail

Pass

Pass
Plus

36
45
55
70

39
40
34
26

25
15
11
4

26
40
50
66

50
45
39
29

24
15
11
5

26
41
49
62

53
44
39
35

21
16
12
3

2003-04 Annual Report Cards on K-12 Public Schools, Georgia Governor’s Office of Student Achievement

Table 3. Georgia High School Graduation Test (GHSGT) – Percentage of 11th 1st-time test takers
with out disabilities at each performance level.
2003-2004
2002-2003
2001-2002

Test Area
English/LA

Fail

Pass

Pass
Plus

Fail

Pass

Pass
Plus

Fail

Pass

Pass
Plus

4

26

70

4

31

66

3

36

61

6
Math
Social Studies
Science

5
15
29

38
48
53

57
38
18

7
16
29

41
47
53

52
37
19

6
14
24

39
48
64

54
37
12

2003-04 Annual Report Cards on K-12 Public Schools, Georgia Governor’s Office of Student Achievement

A major concern arises for students who become frustrated at repeated failures on state
graduation tests and drop out of school. Dropping out of school is one of the most serious and
pervasive problems facing special education programs nationally. For the 2003-04 school year
in the state of Georgia, 28.6% of students with disabilities met the requirements for graduation.
This is down by almost 2% in two years and is possibly due in part to increased expectations on
statewide assessments.
Table 4. Three year comparison of graduation rates for students with and without disabilities.
Subgroup
Students With Disabilities
Students Without Disabilities

2003-2004

2002-2003

2001-2002

28.6
69.5

28.8
66.8

30.4
64.6

2003-04 Annual Report Cards on K-12 Public Schools, Georgia Governor’s Office of Student Achievement

The risk of school failure is especially critical for students with emotional and behavioral
disabilities. Results from the National Longitudinal Transition Study of Special Education
Students (NLTS) indicated that 55% of students labeled as having an emotional and behavioral
disability dropped out of school, compared to 36% of students with learning disabilities
(Wagner, 1995). Moreover, among African Americans students with emotional and behavioral
disabilities, data reported from the NLTS indicated that only 28% graduate with a diploma
compared to 48% labeled as being of other ethnicity.

Another concerning risk factor that often leads to students dropping out is poor
attendance. The statistics indicate that students with disabilities have a significant problem with
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truancy when compared to their non-disabled peers. Over a three year period form 2001-02 to
2003-04, the percentage of student with disabilities missing 15 or more days increased from
19.7% to 26.5%. The Colorado Foundation for Families and Children report that 80% of
dropouts were chronically truant, which indicates there is a strong correlation between
attendance and school dropouts. The dropouts surveyed for the report indicated that one of the
most significant reasons for not attending school and latter dropping out was due to academic
failure.
Table 5. Percentage of students by range of days absent for students with and without
disabilities.
2003-2004
2002-2003
2001-2002

Test Area
Students with
Disabilities
Students without
Disabilities

5 or
Less

6-15

>15

5 or
Less

6-15

>15

5 or
Less

6-15

>15

37.7

35.8

26.5

48.8

32.4

18.8

42.1

38.3

19.7

55.2

33.6

11.1

59.9

30.7

9.4

54.3

33.8

12.0

2003-04 Annual Report Cards on K-12 Public Schools, Georgia Governor’s Office of Student Achievement

Lack of Effective Mentoring Programs at the High School Level
There is a significant amount of research regarding mentoring students through after
school programs (National Youth Development Research Response Advisory Committee, 2003;
Big Brother/Big Sister; Mentors). Overwhelmingly, the research for after-school and in-school
programs is geared towards students in early grades through middle school. At the high school
level, the common theme of mentoring programs is related to career guidance and developing job
skills (Gray & Albrecht, 1999). With the increasingly poor achievement of students at the
secondary level and higher expectations placed upon them, mentoring programs are needed to
assist students succeed in their academic classes and graduate from high school.
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Along with trying to increase academic achievement, improvement of social skills is an
added benefit to mentoring. Brooks (1999) reviewed social problems often encountered by
students with disabilities. The most frequent types include needing social approval, a feeling of
being inferior, misinterpreting cues of peer behavior, misunderstanding goals and consequences
of their own behavior, and failing to use social support from others. Perry and Bard (2000)
identified more specific problem behaviors attributed to students with disabilities that can impair
learning and block the acquisition of appropriate social skills. They are low social self-concept,
fear of bullies, teases others, modeling negative behavior, social withdrawal, and physical
aggression. To address the problems many students with disabilities have with social skills, Noll
(1997) developed a cross-age mentoring program in which ninth graders worked in cooperative
learning program to teach social skills to seventh graders with learning disabilities. Results
suggested that the seventh graders had an increased sense of inclusion and reduced acting out
behavior, and the ninth graders had increases in self-esteem and improved conflict resolution
skills.
Research indicates the effectiveness of mentoring programs in helping students develop
skills, knowledge, and motivation to successfully transition from high school to adult life
(Moccia, Schumaker, Hazel, Vernon, & Deschler, 1989; Rhodes, Grossman, & Resch, 2000).
The Commonwealth Fund developed a nationwide survey of mentoring programs reported the
following results: 62% of students improved their self-esteem, 52% of students skipped school
less, 48% of students improved their grades, 49% of students got into less trouble at school, 47%
of students got into less trouble out of school, 45% of students reduced their substance abuse,
and 35% of students improved family relationships (McLearn, Colasanto, & Schoen, 1998). The
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research indicated does not provide the effectiveness of specifically mentoring students with
disabilities.
A random national survey of 1,504 adult mentors identified several variables, such as
academic performance, race, and socio-economic factors, however, it does not directly address
issues of disability (McLearn, Colasanto, Schoen, & Shaperio, 1999). Youth with disabilities are
more likely to be in certain “at risk” categories and could especially stand to benefit from
mentoring. When young people are not given positive outlets for growth, they may find
potentially damaging alternatives. Gang membership, for example, may address adolescent
needs for belonging and membership in a group, development of close friendships, and
opportunities for exercising decision-making skills and responsibility. This involvement exposes
youth to a high risk for drug abuse and exposure to violence and crime. In contrast, positive
developmental opportunities meet adolescent needs while decreasing their exposure to
destructive influences and reducing their involvement in risky behaviors.
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Abstract of the Paper
Introduction
In recent years education reform has been a major focus of government policy in
industrialized nations, with proponents arguing schools could do better in preparing youth
for citizenship and the job market (Levin, 2000). To address the alleged inadequacies of
the school system and increase accountability, policy-makers have adopted the “effective
schooling research, in conjunction with its operational branch – the school improvement
movement” (Slee, Weiner & Tomlinson, 1998, p. 1). In this current policy environment,
secondary schools receive considerable attention from educational reformers who draw
support from the school effectiveness research. Arguments in the policy arena and school
effectiveness literature, for example, often claim “leadership” to be a critical factor in the
melioration of secondary school education. Nonetheless, there is ambiguity surrounding
the sources and role of leadership in the school improvement process, and little research
that documents site-based school members’ perspectives.
Research Objectives
The proposed paper presentation will report an investigation of educator, parent, and
student perceptions of leadership in implementing school improvement policy in a rural
secondary school in Western Canada. At the beginning of the study in October 2004, the
school had been involved in the government-funded Alberta Initiative for School
Improvement (AISI) for four years. The overarching goal of AISI is to “improve students’
academic performance through the meaningful involvement of teachers, parents, and the
community” (Alberta Learning, 1999, p. 3). The completed case study to be discussed in
this paper is part of a larger, on-going program of research that has as its chief goal to
contribute to knowledge of ways school leadership addresses issues related to high school
student motivation and achievement, rates of retention and completion, and the
implementation and assessment of secondary school improvement policies in rural
settings. Despite an increase in research that examines school effectiveness and
improvement in urban centers, there is a relative absence of empirical study from rural
and remote locations. Specifically, the research objectives were to investigate (i) what
secondary school members (principals, teachers, parents, and students) understand by,
and expect of an “effective” school, (ii) what they perceive to be the sources and role of
leadership in the promotion and assessment of “school effectiveness” and
“improvement”, and (iii) the degree to which school members’ perceptions and
expectations mirror the intent of the Alberta Government’s school improvement policies.
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Methodology
The study took place from October 2004-March 2005. To address the research
objectives, I used a combination of case study (Stake, 2000) and interpretive policy
analysis (Yanow, 2000). Underpinning these approaches are constructivist assumptions
(Lincoln & Guba, 2000) premised on the belief that a study of individuals’ perceptions is
instrumental in gaining an understanding of leadership in school improvement. In case
study, cases are chosen because it is believed that understanding them will lead to better
understanding about a larger collection of cases (Stake, 2000). In addition, an interpretive
approach to policy analysis goes beyond the meaning of policy as intended by those who
created it, to seek meaning as constructed by those directly affected by policy
implementation (Yanow, 2000). In adopting a constructivist orientation, the intent was to
provide readers with interpretations to support their own judgments concerning
transferability (Stake 1995).
Site Selection
The rural school site was chosen from secondary schools involved in AISI since it
began in September, 2000. The school, that I have given the pseudonym Rocky Heights
Junior-Senior High School, was picked because its AISI-funded project was the
implementation of an alternative high school program (e.g., a “storefront” school). I
believed that data gathered from this site would help me address my objective of
contributing to knowledge about student achievement in rural settings. Rocky Heights
was in a town I have given the name Rocky Plains in this study. Rocky Plains, located
500 kilometres north of the nearest urban centre, was a prosperous town of 3000 people
providing services to the local farms, forest industry, and oil and natural gas companies
and workers. Rocky Heights housed 440 students in grades seven to twelve, with 270
students in junior high school (grades 7-9), and 170 in senior high (grades 9-12).
Although several students lived in town, over half were bussed in from surrounding farms
and villages. Approximately 25% of the students came from Aboriginal families living in
the town or nearby Cree First Nation Reserve; the other 75% were predominantly White
with parents who farmed, or worked in the lumber or oil industry.
Data Sources
As the aim was to understand the relationship between leadership and school
improvement from the perspectives of school members, data were collected primarily
through individual interviews in the manner described by Stake (2000), and focus group
interviews as described by Noonan (1997). Participants were selected using a purposeful
random sampling strategy (Mertens, 2005). In interpretive work, samples tend to be small
because of the depth of information that is sought from each individual, are not
necessarily statistically representative, but can be defended on the grounds that
participants were not selected based on “recommendations of administrators who might
handpick a group” (p. 321). To include teachers, parents, and students with diverse
perspectives, I spent two days in the school and attended a school council meeting to
observe and speak with a wide range of individuals prior to selecting interview
participants. In the case of parents, I requested to interview their child who attended the
school. The principal, five teachers, three parents and three students were interviewed on
two separate occasions; each interview lasted approximately 40 minutes. The same 12
participants took part in the two focus group interviews; the first took place before the
individual interviews and the second after the individual interviews were completed. The
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purpose of the first focus group interview was to explain the study and ethical
considerations. In the second, participants were presented with preliminary
interpretations and asked to comment. There were 24 individual and two focus group
interviews in total. Each interview was tape-recorded, transcribed, and a typewritten copy
was returned to the participants for a member check (Guba & Lincoln, 1985, p. 313).
Other data sources included a researcher’s journal where I included direct observations of
classroom teaching, extra-curricular activities, and staff and school council meetings.
Government, school district, and school documents were collected and examined as data.
Data Analysis
Data analysis was undertaken in two stages with the first occurring while data were
collected, and the second when data collection had been completed (Bogdan & Biklin,
2003). My researcher’s journal, documents, and interview transcriptions were coded and
patterns were noted. Further analysis led to identification of major themes and
implications. To enhance trustworthiness, I consulted with other scholars to provide for
investigator triangulation, namely the “search for additional interpretations, more than the
confirmation of a single meaning” (Stake, 1995, p. 115).
Outcomes
In the proposed paper, interpretations based on data analysis will be organized under
the headings (i) School Improvement at Rocky Heights Junior-Senior High School; (ii)
Leadership in AISI; and (iii) The “Effective” School: Intersection of Policy and School
Members’ Expectations. These interpretations will provide a context for a discussion of
two chief themes that have emerged concerning the sources and role of leadership in
secondary school improvement, and the impact of growing student diversity on schooling
in rural settings. In particular I will emphasize findings that (i) support growing
recognition that varied sources of leadership contribute to school success (Smylie et al.,
2002), (ii) support recent theoretical and academic writing that define leadership as a
shared social influence process (Yukl, 2002), and (iii) support the claim that the crucial
failing of government-mandated school improvement policies is their “inadequate
appreciation of the cultural diversity and cultural politics of the school” (Quicke, 2000, p.
308). These themes will be more fully developed and presented to delegates not as
generalized truths about leadership for improving high schools, but rather as the “raw
material” to support delegates’ own judgments concerning credibility and transferability
of the findings (Stake 1995, p.102).
Conclusion
In the proposed paper, a number of implications will be highlighted, including the
need for researchers and practitioners to consider ways in which school leadership might
address issues related to influence and inclusion in setting goals for improving schooling
(Ryan, 2003). Put simply, there is need to examine “who exerts influence, how influence
is exerted, the purpose for the exercise of influence, and its outcomes” (Leithwood &
Duke 1999, p. 46). In the paper, I will argue here as I have elsewhere (Author, 2005),
there is need to develop policy and democratic leadership practices that support
meaningful principal, teacher, parent, and student participation in goal setting and the
“work” of improving secondary schooling for all students. Finally, to promote a
discussion I will raise questions about the potential of contemporary leadership theory
and models to address issues of schooling and justice, particularly in rural settings. I will
emphasize the implications for leadership preparation and professional development
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programs in the context of increased concern that schools be institutions that prepare all
students for citizenship as well as for participation in the job market.
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Abstract: Homework practices of minority culture and language speakers may not match
school expectations of best practices for mainstream majority families. This study on
family literacy practices reveals how families accomplished homework and other literacy
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in the 1950’s stemmed from her conviction that communication must produce a
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Emotional Intelligence – Educational and Counseling Implications
Diane E. Frey, Ph.D.
As Aristotle posited in the The Nicomachean Ethics, our challenge is to manage our
emotional life with intelligence. Aristotle stated it is not emotionality which is a problem for
humankind but the appropriateness of emotion and its expression. With increased information in
the past two decades about the brain’s emotional architecture, it is becoming easier to answer the
questions of how intelligence can be brought to emotions.
Recently, several models of intelligence have been discussed which do not focus only on
academic intelligence. Gardner’s model of multiple intelligence incorporates not only the
cognitive elements of intelligence but also the intrapersonal and interpersonal intelligence
factors. In addition Mayer and Salovey (1997) defined emotional intelligence as “the ability to
perceive emotions, to access and generate emotions so as to assist thought, to understand
emotions and emotional knowledge, and to reflectively regulate emotions so as to promote
emotional and intellectual growth.” Daniel Goleman has defined emotional intelligence to
include five major areas: knowing one’s emotions, managing emotions, motivating oneself,
recognizing emotions in others, and handling relationships.
The vast and worldwide acceptance of Goleman’s text, Emotional Intelligence, speaks to
the interest in and need to explore intelligence other than cognitive. (Goleman’s book sold over
5 million copies and has been translated in 30 languages.) Goleman stated that one’s success in
life is 80% related to one’s emotional intelligence and only 20% related to one’s cognitive
intelligence. Certainly ample examples exist of individuals who are bright academically but who
do not advance or succeed in life because of limited emotional intelligence.
According to the Children’s Defense Fund, in the United States, every day: 342 children
under eighteen are arrested for violent crime, 2,833 children drop out of school, 6,042 children
are arrested, 135,000 children take guns to school, 1,407 babies are born to teen mothers, 6
children commit suicide, 3 youths under 25 die from HIV infection and 25 are newly infected.
Nearly 5,200 of the United States’ million secondary school teachers are physically attacked at
school each month. Approximately 282,000 students are physically attacked in America’s
secondary schools each month. Almost 8% of urban junior and senior high school students
missed at least one day of classes a month because they were afraid to go to school. Estimates of
the annual cost of school crime, including vandalism run from $50 million to $600 million.
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The statistics reveal the dire need to help individuals acquire increased emotional
intelligence. The best hope of a nation lies in the proper education of its children.” Erasmas.
For many years educators have been preparing students in the cognitive domain while neglecting
emotional intelligence.
A study of 400 businesses in a Mid-western city revealed the most valued attribute of
potential employees by employers was honesty (94%). Four skills rated least important were, in
order, basic math skills, basic writing skills, understanding of business economics, and basic
computer skills. The increased emphasis by federal, state and local governments in the United
States on academic skills would appear to run counter to what employers value. Employers’
reasoning is that an employee with deficits in math, writing, or computer skills can be taught
through seminars to compensate for these deficits. On the other hand it is difficult to teach
honesty, cooperativeness, and positive attitude in a one-week seminar.
Research on valedictorians and other gifted individuals also reveals that possessing high
academic ability is not a key to life success. Many such individuals become self-defined
“failures.”
Researchers have found that children with high emotional intelligence (EQ) are more
confident, are better learners, have higher self-esteem, are more optimistic, and handle their
emotions better than their low EQ counterparts. In schools where emotional literacy has been
implemented the benefits have been a drop in fighting and suspension rates, gain in academic
performance, gain in number of friends, and an increase in desirable worker behavior as adult
citizens.
The consequences of failing to learn EQ skills have been:
1. Girls who fail to learn to distinguish between anxiety and hunger are most at
risk for eating disorders.
2. Girls who have trouble controlling impulses in their early years are more
likely to become pregnant in their teen years.
3. Boys who have much impulsivity in their early years may have heightened
risk of delinquency or violence in their adolescent years.
4. For all children, the inability to handle anxiety and depression increase the
likelihood of later abusing drugs and alcohol.
In the past in the United States, the efforts to teach emotional literacy have been
uncoordinated, short term and fragmented. Such efforts have lead to short-lived results. When
emotional literacy programs are multi-year, multi-component program, more enduring benefits
result. In the United States educators would never think of teaching math skills only
occasionally to students in a large auditorium filled with hundreds of students, yet efforts to
teach the highly valued skills of emotional intelligence have often been taught in this way. The
Nueva School in California and the New Haven School District in Connecticut (nhps.net) are
paragon examples of emotional literacy curricula to help improve E.Q. Currently, the Nueva
School has over 2,000 visitors a year. These educators are interested in implementing similar
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curricula in their schools. Emotional literacy programs which had been implemented in only 100
school districts, are now in over 1,000 school districts.
Such curricula incorporate three basic tenets across the five components of Goleman’s
model:
•
•
•

There is no thinking without feeling - - and no feeling without thinking.
The more conscious you are of experiencing the more learning is possible.
The more self-knowledge one gains, the more likely it is that one can respond positively
to oneself and others.
Educational program such as the Collaborative for Academic, Social, and Emotional
Learning (CASEL), the Child Development Project (CDP) and Promoting Alternative
Thinking Strategies (PATHS) incorporate the following key skills of emotional
intelligence.

Self-Awareness
• Recognizing and naming one’s emotions.
• Understanding of the reasons and circumstances for feeling as one does.
Self-Regulation of Emotion
• Verbalizing and coping with anxiety, anger and depression.
• Controlling impulses, aggression, and self-destructive, antisocial behavior.
• Recognizing strengths in and mobilizing positive feelings about self, school, family and
support networks.
Self-Monitoring and Performance
• Focusing on tasks at hand.
• Setting short and long-term goals.
• Modifying performance in light of feedback.
• Mobilizing positive motivation.
• Activation hope and optimism.
• Working toward optimal performance states, flow, manage inverted U relationship
between anxiety and performance.
Empathy and Perspective Taking
• Learning how to increase these, and develop feedback mechanisms to use in everyday
life.
• Becoming a good listener.
• Increasing empathy and sensitivity to others’ feelings.
• Understanding others’ perspectives, points of view, feelings.

4
Social Skills in Handling Relationships
• Managing emotions in relationships, harmonizing diverse feelings, viewpoints.
• Expressing emotions effectively.
• Exercising assertiveness, leadership, persuasion.
• Working as part of a team/cooperative learning groups.
• Showing sensitivity to social cues.
• Exercising social decision-making and problem-solving skills.
• Responding constructively and in a problem-solving manner to interpersonal obstacles.
In New Haven where 31% of the teachers were at first reluctant to teach
these skills, after a year of doing so, 90% wanted to teach them again.
Many of these essential skills for life have been left to chance in American schools. By
doing so the windows of opportunity for learning by students have been wasted. Through
emotional literacy programs children can cultivate a healthy emotional repertoire.
Incorporating emotional literacy training in teacher education is a significant step to
ensuring better emotional literacy programs in schools. Some teacher education programs are
now doing an assessment of students’ E.Q. before, during, and after training. Counselor
education programs are now often screening for E.Q. as well as GRE scores and G.P.A.’s. In
counseling, therapists often use a measure of E.Q. as an assessment of what types of intervention
are needed for clients.
Such measures as the MSCEIT and the BAR-On help educators and counselors to
measure improvement in E.Q. scores over time. Both self-report and performance based
assessments have been actively used. Some measures such as the MSCEIT can be used across
all age groups of children, adolescents and adults.
In summary an optimal design of emotional literacy programs should begin at an early
age, be age appropriate, continue throughout all grades and intertwine among school, home, and
the community.
Through achieving these most essential skills, children become more successful and
better world citizens. It is then that they realize the goal of which Aristotle spoke: to bring
intelligence to emotions.
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Preschool Math: Necessary and Developmentally Appropriate
Mathematics in the preschool years is not only developmentally appropriate, it is also a
necessary support for young children’s natural tendency toward mathematical
exploration. Both the National Council of Teachers of Mathematics (NCTM) and
NAEYC (NAEYC and NCTM, 2002) agree that the teaching of informal mathematics in
preschool is developmentally appropriate. Informal mathematical ability is innate,
evident soon after birth (Lakoff and Nunez, 2000). Research also shows that informal
mathematics consists of natural and intuitive skills which all children possess and are
enthusiastic about developing. Preschool mathematics builds upon children’s
demonstrated interests and provides the support that allows children to construct
mathematical significance from their activities.
An increased appreciation for preschool math is particularly important for children
from low-income backgrounds, as they often demonstrate less informal mathematical
knowledge than their more advantaged peers (Saxe, Guberman, & Gearhart, 1987). These
differences often do not dissipate over their years in formal schooling, further
compromising many children’s collegiate and professional opportunities. Research has
shown that preschool experiences rich in informal mathematics can enhance children’s
mathematical knowledge (Starkey and Klein, 2000; Starkey, Klein & Wakeley, 2004).
To provide children with these important experiences, early childhood educators must be
empowered to integrate informal math in the classroom. Early childhood education
curriculum classes should include developmentally appropriate mathematics curricula
and their relationship to young children’s math abilities.
Parents, as partners in
children’s development, should also be empowered to support early math development in
the home. Finally, it is essential to shift attitudes toward an appreciation for young
children’s natural engagement in mathematical thinking.
Math is everywhere, and young children are ready to experience it in the classroom.
Preschool children should be provided meaningful experiences in which conceptual
understandings emerge through active problem-solving with concrete objects. They
should also be encouraged to extend their learning to everyday experiences, to see that
math is a natural part of life. Mathematical experiences cannot and should not be delayed
until formal schooling.

I Don’t See Color in My Children: Effectively Preparing Teachers for Multicultural
Education
Dr. Sherell M. Fuller, Assistant Professor
University of North Carolina at Charlotte
Department of Reading and Elementary Education
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Charlotte, NC 28223
smfuller@email.uncc.edu
Abstract
As we progressed into the 21st Century, the United States was significantly more
diverse than it was at the beginning of the last one. In fact, the U.S. Census Bureau
predicts that by 2040, children of color will comprise approximately 50% of the schoolaged population. As the racial and ethnic makeup of the U.S. change, so will other
cultural aspects such as language, religion, values, and ideas.
In this country, we are exposed to both positive and negative assertions by means
of radio, newspapers, magazines, and family attitudes. Oftentimes, distorted images and
messages about people who are not part of the mainstream culture are represented
stereotypically. These ideas and biases follow students, parents, and yes, teachers into
classrooms everyday. The culture of the U.S. is vibrant and in a constant state of
transformation. Unless teachers are willing and prepared to recognize and value the needs
of all their students, it will be nearly impossible to teach them effectively.
Effective instruction for all students should not develop exclusively from the
culture of the mainstream school structure or teachers. Conversely, it should incorporate
the culture of students and their families. The integration of multicultural education
throughout the curriculum helps students and teachers think critically about many of the
“isms” found within our society, thus also found within our schools.
The course entitled Non-Academic Factors that Affect Student Achievement is a
graduate course offered in the spring and summer of 2005 which focused on multicultural
education. Class artifacts from the course will be shared. In addition, ways to incorporate
this course into the undergraduate program will be discussed.
If students feel a sense of belonging and security not only within the classroom,
but within the curriculum, then there is a greater chance for higher achievement,
especially for groups who, historically, have fallen between the educational cracks.
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Improving Expository Text Summarization Strategy And Self-Monitoring
Instruction For High School English Language Learners
By Dr. Leena Furtado, Associate Professor
Abstract
This study investigates the effectiveness of a main idea and self-monitoring
instructional strategy for improving summarization of expository text. Thirty-four
students in the first period combined 9th and 10th grade biology class received the
treatment, while 33 third period 9th and 10th grade biology students were in the control
group. Pre-test results showed similar summarization skills between both groups. The
post-test results showed a significant improvement for the summarization of expository
text in the treatment group.
The Study
The ability to identify the main idea of expository reading selection is
acknowledged by many to be critical to reading comprehension (Aulls, 1978; Axelrod,
1975; Donlan, 1980). The failure of high school students to distinguish between
superordinate and subordinate ideas or to state the main ideas of a passage has been well
documented (Bauman, 1982; Taylor, 1984). Moreover, student’s problems with main
idea identification affect performance on related comprehension activities such as
summarization or outlining. Documented research supports explicit teacher-mediated
instruction coupled with student self-monitoring instruction techniques to effectively
promote the summarization of expository text (Jitendra et.al., 2000, Stevens, 1988;
Spring & Prager, 1992).
This study investigates the effectiveness of a main idea and self-monitoring
instructional strategy for improving summarization of expository text. Thirty-four
students in the first period combined 9th and 10th grade biology class received the
treatment, while 33 third period 9th and 10th grade biology students were in the control
group.
The summary skills of both groups were assessed with a pre-test. A week later,
systematic main idea instruction strategy was provided to the experiment group during
two 50-minute sessions. A teacher generated 6-point summary checklist for selfmonitoring one’s summarization of expository text was provided to the treatment group.
They were: words used are my own; ideas stated are not my own distortions of the
author’s original ideas; main idea of text stated in beginning sentence; minor details and
examples omitted/major ideas included; length is shorter than original; and citation used
with the summary. Teacher instruction was augmented with guided practice. The
counterpart control group received no instruction. Post-test commenced two days later to
assess treatment.
An outside grader with an English degree graded all papers in one sitting using
the 0-6 point summary checklist. Pre-test control group showed a mean score of 1.9 and
standard deviation of 0.6 while the pre-test experimental group had a similar mean of 1.9
with a standard deviation of 0.75. Hence, both groups were similar in summarization
skills prior to the experiment. The post-test results showed a significant increase of the
experimental group with a mean of 4 and a standard deviation of 1 and the control group
with a mean of 2.4 and a standard deviation of 0.6.

In spite of improved summarization, the 6-point self-monitoring summary
checklist surfaced the most simplest and difficult steps for the students. Both groups were
able to reduce the length from the original text. However, no student in the control group
and 2 students in the post-test experimental group were unable to state the main idea of
the entire text in the beginning sentence. For optimal results, the researcher recommends
more systematic instruction congruent to the treatment presented-- to promote near and
far transfer of summarizations skills.
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strategy for improving summarization of expository text among high school students.
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Introduction
Nova Southeastern University (NSU) is the largest independent not- for- profit institution
in the Southeastern United States. With an enrollment of over 25,000, it is the eighth largest in
the country. It is physically located in Fort Lauderdale FL, but has satellite locations around the
country and the world. It first was founded in 1964 as Nova University and merged thirty years
later with Southern University of the Health Sciences. NSU is fully accredited by the Southern
Association of Colleges and Schools (SACS) and counts to date over 74,000 alumni.
NSU awards a wide range of degrees from associate's, bachelor's, master’s, to
educational specialist, doctoral, and first-professional degrees in a wide range of fields. The
university is comprised of undergraduate, graduate and professional schools of osteopathic
medicine, pharmacy, optometry, allied health and nursing, medical sciences, dental medicine,
law, marine biology and oceanography, business and entrepreneurship, computer and
information sciences, humanities, conflict resolution, family therapy, interdisciplinary studies,
education, psychology and counseling, and family programs. In addition to traditional on campus
programs, NSU offers several of its degree programs through distance education delivery
systems. At Nova Southeastern University, distance education refers to classes delivered at or to
sites outside the Fort Lauderdale area. For example, classes held at cluster sites in Dade or Palm
Beach counties, as well as sites in another state or country, are considered distance education
sites. The modes of instructional delivery for classes off-campus do not necessarily differ from
those used on-campus. Many of the University's distance education classes use the traditional
classroom setting. Others use telecommunication technologies exclusively, or in combination
with a classroom setting. In addition, distance education students have access to educational
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support services through the Davie Campus, such as the electronic library, the Internet, and
computer software on central servers.
Within the College of Allied Health and Nursing, the Department of Health Science
offers post-professional distance education web- based degrees for health professionals. The
Bachelor’s of Health Science (B.H.Sc), the Master of Health Science (M.H.Sc) and the Doctor of
Health Science (D.H.Sc.) allow students to advance in their studies while maintaining work and
personal responsibilities.
The B.H.Sc is an online completion program. Students can transfer up to 90 credits of
previous undergraduate college work or equivalent, and complete the adequate number of upper
division credits through B.H.Sc. to achieve the required 120 credits for graduation. There is no
campus requirement for this program, and it targets health professionals trained at the associates
or certificate level. Students are never required to visit the campus and never meet the staff,
faculty of other students other than through online and phone interaction.
The M.H.Sc. is a 36- credit degree program designed for health professionals trained at
the bachelor’s level. It is also exclusively online with no residency requirements. Students
complete their internship and practicum in their community, without ever traveling to the
campus. Students in this program come from a variety of health background; nurses, physician
assistants, dental hygienists, occupational therapists, physical therapists and athletic trainers
compose the diverse student body. The M.H.Sc. allows for specialization in sports medicine,
higher education and, as of summer 2006, in health law.
Finally the D.H.Sc. is a post-professional online doctoral program designed for master's
prepared health care professionals. The program was developed by healthcare practitioners and
educators to provide advanced knowledge in health arts and sciences, and healthcare delivery
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systems. Two one-week on-campus summer seminars are required and are an integral part of the
course of study.
Students enrolled in these programs share a number of characteristics. They are
professionals with a full time job and family responsibilities. They chose to study online to
further their career and expect flexibility. They want to study on their own time, yet studying is
competing in terms of time with work, family and other obligations. One of the attractive
features of these programs is the fact that they do not need to travel to campus for face-to-face
interaction, or when they do as in the D.H.Sc., it is of limited extent.
Relevant Background to the Proposed Study
Issues of Retention
Those three distance education programs suffer from a high drop out rate. For instance
due to inactivity over the past two years, over 82 M.H.Sc. students were withdrawn, which
represents 32% of the 2002 M.H.Sc. student body. In that same period 77 students withdrew
from the doctoral program. Poor college retention is a problem well documented in higher
education literature (Pascarella, 1982; Tinto, 1994; Astin, 1999 a, 1999b; Carr 2000). Online
programs are particularly affected, with rates of drop out sometimes reaching over 70%
(Stenerson, 1998).
This high dropout rate is hindering overall effectiveness of the programs. As more and
more online programs hit the market, competition is great for students, and retention is an
important part of program and policy development (Towles and Spencer, 1993). Attrition is
evidently lost revenue (Filkins et al, 2001), and a strategic issue (Wilferth, 1997). Accrediting
bodies will examine those numbers, and should B.H.Sc, M.H.Sc and D.H.Sc. keep loosing
students, their existence is jeopardized. It truly becomes an issue of solvency (Wilferth, 1997).
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Purpose of the Proposed Research
The problem this study will attempt to address is that of student retention and how the
institution can help prevent drop outs early in the online programs though an online orientation.
The problem of college attrition has been thoroughly documented in the literature as well as the
relevant factors affecting this phenomenon. Tinto addressed student drop out in his landmark text
Leaving College (1994), however his work mostly addressed residential students, not adult
distance education students. Garrison (1987) linked students’ feeling of isolation on the social
and academic levels to drop out. Such dropout issues lead people to question the effectiveness of
distance education programs (Mann, 1998). A lack of proper orientation and advisement leads to
drop out (Hunter, 2002).
Isolation online is a problem educators have been trying to address through various
instructional strategies (De Simone, Lou and Schmid, 2001). Interaction and the formation of
Elearning communities are perceived as key elements in distance education student satisfaction
surveys (Powers &Mitchell, 1997; Tu & Corry, 2002; Huang, 1999). On top on student
satisfaction, interaction has also been linked to better student performance (Roblyer & Ekhaml,
2000). Many studies on retention seem to address undergraduate and residential populations
(Tinto, 1994). Part of the issue seems to be that scarce resources are attributed to retention efforts
in higher education (Dale and Zych, 1996; Claggett, 1996).
This proposed online orientation will address the issues of isolation and adult student
population in the online environment. It will increase interaction at the beginning of the program
of study and prepare the students for the road ahead of them. Students in those programs
currently only receive a text email welcoming them to their programs and outlining the steps to
follow to get started. They can also call one of the staff for assistance. The proposed online
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orientation would increase the level of interaction and preparedness. The administrative staff
informally and punctually emails inactive students to try to re-establish contact.
Role of Researcher
The researcher is the M.H.Sc. Program Director and has access to all incoming students’ data
as well as current students’ data. Thanks to the collaboration of the other program directors in the
Department of Health Science, access to B.H.Sc. and D.H.Sc. student data will be easily
attainable.
Research Questions and Hypotheses
The following research questions will guide the study:
• To what extent does an online orientation influence student retention rate over the first two
terms versus students who received the current orientation?
• How does an online orientation influence student achievement in the first two terms of
their course of study versus the current orientation?
• Are the students who received the online orientation more satisfied with the M.H.Sc.
program than those who received the current orientation?
The hypotheses are that students having gone through the online orientation will be more
satisfied with the program and will show greater retention rate than the students who have not
received that treatment. Students having gone through the online orientation will be better
prepared to take subsequent online courses.
Theoretical Perspectives
As early as 1936, the “Person-Environment Fit Theory” was advanced by Lewin. He
posited that behavior was the result of the fit between a person and its environment. This theory
has been applied to the educational environment in the past 20 years to try to explain college
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student retention. Most theories apply to residential students; however theories begin to emerge
for distance education.
The theoretical approach framing this study will in part follow Astin’s (1999 a, 1999 b)
theory of involvement. Astin’s theory of involvement posits that the higher the level of
involvement with the institution, the more likely to remain enrolled the students are. The online
orientation will promote this higher involvement between the incoming student and the program.
Tinto (1993) linked the lack of academic and social adaptation to drop out in higher
education. His theory states that there must be a strong fit between students and their academic
environment. This study will try to strengthen the fit between students and programs through the
orientation.
Bean and Metzger (1985) studied how attrition is more impacted by environmental
factors such as family or work related situations in non- traditional students than by institutional
factors. The proposed study will stay away from non- institutional factors, as the institution
cannot control these.
Several survey studies have been conducted looking for factors influencing the decision to
drop out. Kember et al (1992), Morgan and Tam (1999), Wagner (1999) and Wang (1999) have
established lists of internal and external factors influencing drop out. Increased interaction with
peers has been linked to higher retention rates (Boyer, 1967). Increased interaction with faculty
has been linked to higher retention rates (Kuh, 2001). A couple of studies have tried to establish
a link between prior academic performance and retention in distance education programs (Losty
and Broderson, 1980; DiBisceglie et al, 2002). Only a weak link between prior GPA and success
in distance education courses was established. Distance education programs not offering an
orientation to their students place themselves at risk for decrease of effectiveness, as learners
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may not be ready for the independent learning activities. The consequence is a lack of
commitment of learners affecting their completion rates (Middleton, 1997). Learning styles are
also believed to be a factor affecting student success (Gibson and Graf, 1992). University
services for online students also have a part to play in retention and satisfaction (Sachs, 2002).
Proposed Methodology
Chosen Methodology
The first group will be composed of current students in B.H.Sc., M.H.Sc. and D.H.Sc. who
only received the welcome message when they started. The researcher will survey the students
who started the program recently (one or two terms ago) so that recollection of the welcome
email and experiences starting the programs are still fresh. The second group will include the
incoming students in B.H.Sc., M.H.Sc. and D.H.Sc. over two semesters, in an effort to gather a
bigger and more significant sample.
The study will analyze satisfaction survey results and performance in the first two terms of
enrollment in the online programs. Retention and attrition will be measured as well as academic
performance. The variables will include the type of treatment received and the dependent
variables will be the rate of retention over two terms, the degree of satisfaction with the
programs and academic performance.
Participants
The participants are adult learners. They are full time health care professionals. Three
layers will be added to the study, as participants will either be enrolled in the B.H.Sc, M.H.Sc or
D.H.Sc programs. The study will seek to establish whether the online orientation has a greater
impact on bachelor’s level students, master’s level students or doctoral level students.
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Proposed Procedure
Consent will first and foremost be obtained from participants after explaining the project.
Written consent forms will be designed and distributed. There will be no random assignments to
groups. The first group will be current students who have already started the program and have
received the current text based message. The second group will be the incoming students, so as
to avoid any unfairness to the group who would not benefit from the new treatment.
Data will be collected in both groups regarding perceived levels of preparedness for the
program depending on the treatment they received. Satisfaction surveys will cover the current
and new treatments as well as overall satisfaction with the program. Their subsequent
performances in the courses and continued enrollment in the program will be tracked and any
correlations be established.
The instrument used will be a student satisfaction survey adapted from the course
evaluation survey used in the College of Allied Health and Nursing at NSU. This instrument has
been used for several semesters and some questions will be reworded to specifically address the
online or text- based orientation. The modified survey will be pilot-tested on the faculty
members of the College so as to strengthen its validity.
Limitations and Delimitations
The proposed study includes the following limitations. It is a convenience sample as only
the individuals accepted into the B.H.Sc., M.H.Sc., and D.H.Sc. will be included in the study.
This limits the ability to generalize any findings. As mentioned before, this study will only try to
remedy the institutional factors of attrition in online programs, not personal reasons for dropping
out.
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Overview of the Treatments
Current Treatment
Incoming students in the B.H.Sc, M.H.Sc and D.H.Sc programs receive a welcome email
upon acceptance. This email indicates how to open their student email account with the
university, how to register for classes and who to contact with questions. It also mentions how to
access the courses and the student center online, technical support and the library resources. This
welcome message asks the student to contact the program director by phone for academic
advisement. It is mainly up to the student to follow those directions, figure out how to use the
course software WebCT, and how to navigate the online databases.
Proposed Treatment
The proposed orientation would draw upon the theories of fit and involvement put forth
by Tinto (1994), Lewis (1936) and others. To reduce isolation, incoming students will be able to
communicate with each other via WebCT discussion boards and chat rooms. They will see video
clips of the campus and the faculty. To increase involvement, they will have to complete several
activities such as a search on an online database, or sending an email through WebCT. Animated
tutorials on how to navigate databases, how to reach support services and on how to use the
course software will be produced. At the end of the orientation, they will take a quiz to ensure all
objectives have been met. Students showing deficiencies will be able to go through the problem
areas again.
Possible Outcomes of the Proposed Study
Based on previous findings, the researcher will seek to establish whether online adult
students in Health Science can also benefit from an online orientation. Previous orientations
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often included some on campus components. This proposed orientation will be exclusively
online for student’s convenience and to avoid extra travel costs.
Similar experiences have been conducted in different settings, with different student
populations that tend to indicate the positive influence of an orientation. The following studies
demonstrate this point. Social support from peers and faculty helps prevent dropping out
(Pascarella & Terenzini 1991; Rautopuro & Vaisanen, 2001). Support lessens loneliness and
anxiety (Hunsberger et al, 1994). Individual interaction between learners and teachers has a
positive influence on learners’ satisfaction and performance (Rosenthal 2000). An important
factor to non- traditional student persistence is being socially integrated, and to feel a sense of
kinship (Ely 1997). Williams and Haulmark (2002) successfully adapted an on campus
orientation to online orientation to answer the needs of online students. O’Hanlon (2001)
developed an online orientation to train students on the use of library services. Hansen (2000)
conducted a study in which she designed a face-to-face orientation with distance components and
various educational reminders, which significantly improved retention in a distance delivered
course. Robinson et al. (1996) and Scagnoli (2001) have also studied the effect of orientations
for distance education students. Both conclude that they are helpful in helping students succeed.
Lorenzetti (2002) and Patterson-Lorenzetti (1999) insist on the importance on an orientation to
help in the retention of distance education students. Based on previous research it is the purpose
of this study to seek whether an online orientation would positively affect retention, satisfaction
and performance in online programs.
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Abstract:
In the spring of 2005, a case study was conducted with three community college English
Language Learners of retirement age. Through interviews and classroom observations, a portrait
emerged that illuminates the experiences and perspectives that elderly students bring to the
community college culture.
The themes reflected through the words of Faina, Sofiya, and Matvey convey volumes.
These are people who have lived long, full lives, set against the dramatic backdrop of history and
human experience. Much of what they value is familiar: family ties, life experiences, embracing
their fates. Some of the feelings they express reflect the disrupted lives they have lived and the
displacement they have experienced. Other feelings reflected in their comments evidence a
youthful optimism in recognizing that there is always a tomorrow.
Each of these individuals are learning to balance themselves between two worlds, the
world of their past and the world of their present: two worlds, two cultures, two languages, two
continents. A common challenge is learning to move between those two worlds as gracefully and
seamlessly as possible. Their strong desire to continue learning and to study new and different
things is tempered with the concern that their age and health issues might negatively affect their
ability to do so. Gaining competencies in the multiplicity of discourses encountered in new
social, cultural, and linguistic contexts is facilitated with their abilities to utilize learning
strategies, new and old, that help them to meet their learning goals.
The portrait that has emerged from the data suggests that the unique, life altering event of
immigrating to a new country as a displaced refugee at an advanced age carries with it unique
experiences, emotions, and learning challenges. These aspects could be acknowledged and
addressed directly by community college instructors demonstrating respect, compassion,
admiration, patience, and high expectations for the students, who are in the process of
reinventing their lives, as well as motivation to improve curriculum and delivery, while mindfully
offering the full range of their skills and expertise to support the learning goals of each individual.
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For my project, I was fortunate to collaborate with three community college students,
Faina, Matvey, and Sofiya, who allowed me to work with them as I learned
and practiced the techniques utilized in conducting ethnographic
research. Through the process, I hoped to broaden my understanding of
who they are and what they have brought to our community as well as to
our local college.
When I began working with Faina, Sofiya, and Matvey, I expected
to learn very specific things about the literacy experiences of each and
the learning strategies they have adapted to help themselves experience
success in the learning process. I was especially looking forward to learning
their “secrets” to English mastery. I held the grand notion that I would
discover specific strategies that were instilled in these folks as youngsters
living under the pervasive “iron hand” of communist rule. However, I was
terribly misguided in my own expectations, not realizing the power of
qualitative research to delve far beyond the surface, to dig deeper into human
truths. What I discovered is that this type of research allows us to move
past the obvious differences of things or people we perceive as “exotic”
and on to insights and perspectives that are even more compelling and
insightful because they afford us an opportunity to see the world around
us through different sets of eyes. Like putting on a new pair of glasses,
it has certainly taken time for my own eyes to adjust to the new view.
This paper is a summary of perspectives generously shared by
these three students, who as senior citizens have immigrated to the U.S.
from the former Soviet Union. Through their voices, I attempt to provide a description of the
experiences, issues, and challenges these individuals have faced during their remarkable lives.
Perhaps their perspectives will resonate for others, providing some useful and interesting
insights about listening to and working in content classes with adult ELL students like Faina,
Sofiya, and Matvey.
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INTRODUCTION
As this semester began and I found myself faced with the challenge of conducting a
study that was ethnographic in nature, I was unsure how to proceed. Not only was I uncertain
about the nature of ethnography, but I was not quite sure how to approach the project at all. I
wanted to learn more about literacy and literacy development, but the time constraints of
conducting a study on these topics in a little less than three months was daunting. My
uncertainty led me to search for articles that could help guide my project. I looked for studies
that were conducted in a relatively short amount of time and that focused on one, two, or three
people who were learning English as a Second Language. I was fortunate to find two articles,
written by University of Arizona instructors, which fit the bill.
I was able to familiarize myself with qualitative studies of limited scope dealing with
second language learners by reading case studies by Adamson and Courtney (2004) and
Rubinstein Avila. (2003) I read and reviewed the studies as I prepared to work with the
generous people who agreed to participate in this project.
The first case study explored the learning environments of three siblings and
chronicled their experiences attending classes at a local school. Adamson and Courtney
organized their research findings into several sections that seemed relevant to a small-scale
project such as my own. Their sections included a description of the school, the family,
language and mainstream classes, learning and conclusions. The text was rich with
description, excerpts of conversations that supported emerging themes and conclusions, and
samples of schoolwork completed by their participant students.
Adamson and Courtney not only partook in conversations with the three participants
over the course of the school year, but they also worked with the participants’ parents during
home visits to gather data on their life histories. Additionally, they spoke with the teachers
who worked with the participant students in both ESL and mainstream classes. The
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researchers worked closely with the participants, tutoring the students in the content area to
help support their learning experiences at the school.
Although the research conducted by Adamson and Courtney focused on English
language learners at the middle school level, it provided a framework from which to examine
the influence of experiential, home, and school environments on adult English language
learners at the community college level, which is what I chose to focus upon in this project.
In addition to the Adamson and Courtney article, I selected an article written by Dr.
Eliane Rubinstein-Avila (2003) to help me prepare for this particular mini-project. Dr.
Rubinstein-Avila chose to focus on one participant in a very short-term study. Considering the
time limitations of my project, this article helped me to realize that a case study could be
narrowed to accommodate the timeframe of this particular one-semester project.
In her case study, published in the Journal of Adolescent & Adult Literacy in 2003, Dr.
Rubinstein-Avila examined the literacy development of an English language learner who
struggled to develop school literacies. This study attempted to offer insight into the challenges
faced by English language learners (ELL’s) in American schools.
Dr. Rubinstein-Avila identified the goals of her study as being three-fold. First, she
wanted to know what could be learned by listening to student voices. Second, she wanted to
explore how the voices and actions of youth inform the preparation of future urban teachers.
The final research question grew from her observations, and prompted Dr. Rubinstein-Avila to
ask what she could personally learn, as a researcher and educator, from her participant.
At the time of the study, 2000-2001, the pervasive practice of defining reading as a set
of “neutral” technical processes and skills that individuals either did or did not master was
being questioned. Foucault (1980) and later, Gee (1987) and Bourdieu (1991) examined
literacy in terms of discourses and contrasted socioliteracy to literacy as a commodity. Some,
such as the New London Group (1996) and Street, (1995) encouraged the view of literacy to
be broadened beyond a “singular concept” to one that acknowledges it as consisting of
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context-bound social practices involving multiple constructs that are ideological in nature.
Freire (1973) and Freire & Macedo (1987) were encouraging researchers to examine the
purposes for literacy development from the perspectives of students. Stake (2000) had
suggested that case studies of individuals, such as the students involved in Rubinstein-Avila’s
study, could provide insights into “broader social phenomena” including the examination of
what “literacy” meant to participants in studies.
In her dissertation research, Rubinstein-Avila began with a sample of 237 Latino
immigrant student participants. She began by focusing on the literacies practiced by those
participants in and out of schools. Miguel was one of four focal participants that RubinsteinAvila had identified from her original sample. She chose to focus on Miguel for a number of
reasons, including his self-reporting of a low level of literacy engagement, his outgoing
personality, and his willingness to share his thoughts.
Rubinstein-Avila’s study was informed by theoretical frameworks that argue against a
“one size fits all” mentality of literacy and advocates the concept of multiple literacies and a
multiplicity of discourses related to the social and cultural norms and expectations of those
literacies. She cited a number of researchers and scholars in the fields of linguistics and
anthropology who have investigated, reported, and argued the existence of the multiplicity of
social literacies. Among those cited are Heath, Street, Suarez-Orozco, Au & Raphael, Freire
& Macedo, and the New London Group.
Rubinstein-Avila developed a “rich description” based on three phenomenological
interviews (Seidman, 1998) with Miguel, whom she “shadowed” for three days at school as a
participant-observer, and one with his mother, conducted in Spanish during a home visit. In
addition, she held conversations with his two core teachers and kept a record of her own
thoughts and meaning making.
To analyze her data, Rubinstein-Avila followed Glaser and Strauss’ (1967) constant
comparative method. After transcribing the interviews, she mined the transcripts recursively
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for attitudes toward, purposes for, and descriptions of events surrounding literacy. She read
and coded, attempting to identify prevailing patterns. Categorizing coded excerpts in her
reflective memos, field notes, and transcripts allowed her to thematically organize the data.
She clarified contradictions and missing data with Miguel in cross-country phone
conversations. However, this article contained none of the data or data analysis.
Reading and processing this case study proved to be quite helpful to me in framing my
own semester project. Like Rubinstein-Avila, I had a limited amount of time to work with the
participants, who were also English Language Learners (ELL’s) negotiating literacy skills in a
content area. I feel fortunate to have found this article, which, along with the AdamsonCourtney article, provided a model for conducting my own “mini” case study this semester.
In addition to the two studies mentioned above, my research and data
collection/interpretation was greatly influenced by a class presentation given by Satoko Siegel
(2005), a researcher currently conducting an ethnographic study in a local school. Through
her efforts in sharing her experiences as an emergent ethnographer, I was able to better
understand that listening to and thinking about what participants say and do is critical in such
studies, as is the identification and organization of recurring themes. Ms. Siegel’s simple, yet
inspiringly eloquent portrait that is emerging from her data allowed me to realize that I could
function as a chronicler, providing a forum for the voices I was hearing. Her participants
“came to life” as she shared their insights, their worries, their frustrations, and their victories
through the direct quotes she mined from her data.
Hymes, (In Children in and Out of School, Gilmore and Glatthorn, Eds. 1982) very
articulately described ethnography and the role of ethnographer, and his emphasis that
ethnography is open-ended and subject to self-correction during the inquiry process gave me
the courage to proceed with what I hoped to be an “open” rather than “empty” mind!
In order to address that obvious void in my mind, I launched a search for articles that
might help me to better understand the potential participants with whom I might be working.
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My search for articles that discuss issues involving immigrant English Language
Learners, especially those who are senior citizens or from the former Soviet Union, was
fruitless. When I chose to focus on this particular population at the urging of a local
community college ESL teacher, Juliana Avina, I never dreamed that adult populations such
as these were missing from the literature. Evidently, this is a sub-population of ELL’s that has
not been studied closely or described in the literature.
Armed with a few examples of qualitative research, I felt better prepared to initiate and
organize a case study. However, I felt under-prepared to analyze the data I might collect in
terms of an exploration of “literacy.” Therefore, I started the long (and ongoing) process of
familiarizing myself with concepts, histories, and theories involving “literacy” and “literacies” in
the literature by reading a wide variety of scholarly publications including Boyarin’s (1993)
classic Ethnography of Literacy, (2004) Gee’s (1996) Social Linguistics and Literacies:
Ideology in Discourses, and Literacy and Literacies: Texts, Power and Identity by Collins and
Blot.(2003) Articles by McDermott, (1988, 2004) Bloome, (1983) Szwed, (1981) Geertz,
(1973) and Gilmore (1978, 2003) helped to inform me of the diversity of discussions within the
literature. Exposure to Foucault, (1980) Gee, (1987) and Bourdieu (1991) further expanded
my understanding of literacies and discourses. I continue to explore the vast array of
perspectives even as I write a summary of our project, for the discussion is on-going.
In order to better understand the nature and scope of ethnographic study, I read two indepth ethnographies describing literacies within diverse cultural contexts, Sarris’ (1993)
Keeping Slug Woman Alive and Dyson’s (2003) Brothers and Sisters Learn to Write: Popular
Literacies in Childhood and School Culture, as well as excerpts from Heath’s (1983) Ways with
words: Language, life, and work in communities and classrooms. I found that reading
criticisms of Ways With Words by DeCastell & Walker (1991) along with Heath’s (1993)
response allowed me to think about how to best “textualize” the human experiences the
participants would share with me. I recognized that, in writing about this project, I would have

A View from the Other Side - 9

to concern myself with issues of validity and relevance, as Hymes (1982) cautions. I realized
that in order to be a true chronicler, I would have to work collaboratively with the participants to
make sure that my words were accurately conveying their experiences, and that this project
was our project.
Having considered possible designs of inquiry as well as some of the literature that has
explored the concept of literacy, I set out on the grand adventure of finding people who might
work with me. I requested help in connecting with someone who might be willing to help me
with this project from Juliana Avina, a local community college educator. Juliana asked
students in her ESL 075 (Computer Skills for English Language Development) class to
complete a questionnaire concerning their willingness to participate in the study. Of the
students who responded, three were from the subpopulation identified by Ms. Avina as being
retired people who were refugees from the former Soviet Union. One student in particular
responded to the prompts on the questionnaire quite openly, so I immediately asked her to
work with me on the study. She agreed to meet with me throughout the semester to discuss
her educational and experiential background. Later, when I better understood the nature of
this learning experience, I returned to Juliana’s class to ask a few more people if they would
help me. Matvey and Sofiya, even though much more reticent in their oral communication
than Faina, kindly agreed to lend a hand, and, our little quartet was formed. I acquired written
permission from the participants to share their insights and perspectives. In addition, all three
participants have gone over the final copy of this project with me to make sure they
understand and approve of its content. Working together, we revised the report to meet their
approval.
METHODS
The Participants
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Over the course of the past few months, I have met with Faina, Matvey, and Sofiya once
every two weeks, normally for about two hours. As Szwed (1981) believes, it is the relationship
between school and the outside world that must be observed, studied, and highlighted. Keeping
that perspective in mind, my co-participants and I have explored aspects of their lives that begin
with school, but move beyond to their lives, their families, and their experiences.
I spend time with Faina independently, often engaged in lively one-to-one conversation
covering a broad range of topics. I spend time with Matvey and Sofiya, who are siblings, engaged
in conversations that tend to be more reserved. I have also spent time working with all three,
helping them with their computer skills, since all are currently enrolled in ESL 075, Computer Skills
to Enhance English Language Learning. Of the three participants I have been working with, Faina
and I have definitely formed a much more casual and friendly relationship than the more formal
relationship that has developed between Matvey, Sofiya, and me.
Materials and Procedures
When meeting with Faina, Matvey, and Sofiya, I normally have three or four major focus
questions or themes in mind to bring up during the course of our discussions. Many of these
questions have been “orientation” types of inquiries, ice-breakers chosen to help us all relax and
get to know each other better. A few have focused on each person’s literacy development,
academic history, and learning experiences. I have tried to remain very conscious of the principles
of ethnography to which I have been exposed in class and through our readings as I have
participated in these conversations. I listened attentively to each of my co-participants, and as
soon as I returned home would type up my recollections of the day’s discourse before they were
lost to my memory.
On occasion, I recorded and transcribed parts of tutoring sessions so that I could be
more fully engaged in the conversations and still have a record of the participant responses. I
sensed a more guarded and self-conscious air in the recorded conversations, so asked the
participants about their preferences. All agreed that being recorded made them nervous. We
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finally decided to use the technique sparingly, so that some data could be recorded without
causing too much discomfort.
In addition to meeting with Faina, Matvey, and Sofiya for conversations and tutoring
sessions, I visited their computer class twice, once on March 10 and again on April 14. I was able
to take field notes using a divided page technique that allowed me to write notes during the visit
and additional comments of my own later as I reflected on the learning environment and
interactions within the classroom.
In order to gain the perspectives and impressions of these three students, I also interviewed
their teacher, Juliana Avina, after each of the classroom visits. Although Juliana had limited
knowledge of each participant’s personal life, she was able to offer her own observations of their
learning processes and to comment on their levels of student-to-student and student-to-teacher
interactions. When Faina, Matvey, and Sofiya agreed, she also shared some of the assignments
that they had turned in to her over the course of the semester.
The Academic Institution
The community college campus I selected for this study is a large, multi-campus
college located in the southwestern United States. Each year, the college opens its doors to
more than 85,000 credit and noncredit students attending six campuses and more than 70 offcampus sites. According to the college’s institutional research department, of these students,
early 1200 enroll annually to study English as a Second Language (ESL) to improve their
communicative competence for social purposes, to improve their communicative skills for
direct employment applications, or to improve their oral and written skills for academic
purposes.
The Campus
On the central campus of the college, approximately 30% of students enrolling in ESL
courses are refugees and immigrants from a wide variety of cultural and linguistic
backgrounds. According to Juliana Avina, who, as I have mentioned, is an ESL instructor on
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the campus, a typical class might include hearing-impaired students, Native American
students, immigrant, refugee, and international students, as well as naturalized and nativeborn American citizens. Linguistic backgrounds represented in a typical class include
American Sign Language, Arabic, Chinese, Farsi, French, Hebrew, Italian, Japanese, Korean,
Portuguese, Russian, Slavic, Spanish, Thai, and Vietnamese, as well as Indigenous African
and American languages. The continuum of ages exhibited by these learners is broad,
ranging from the late teens to mid-eighties.
Students exhibit diversity of experiential and educational backgrounds, and typically,
students in enrolled in an ESL class at the central campus would range from having completed
high school to having earned advanced professional degrees conferred at tertiary institutions
in non-English speaking countries. Likewise, previous English learning experience varies from
limited informal instruction to several semesters of Adult Education ESL classes or ESL
coursework at the college.
The college has an open enrollment policy, which means that students may enroll for
any ESL class through self-placement, even though a placement tool, the CELSA, a
standardized test of English communication skills that also serves as an ability to benefit tool
affecting student financial aid, is recommended for use in advisement and placement. Due to
the open enrollment policy, student English ability levels within a given class may vary widely.
Teachers at the campus must accommodate the learning styles and preferences of the
extremely diverse students they serve in order to support student success. Therefore,
understanding how students from various cultural and experiential backgrounds process
information and develop skills is critical to the design of instruction for the various courses they
teach.
Ms. Avina identifies a distinct subpopulation of ESL students attending the college as
being older (retirement age and beyond) immigrants from the former Soviet Union who are
religious and political refugees offered asylum in the U.S. According to Ms. Avina, these adult
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learners tend to be highly educated, experientially rich professionals who attend classes at the
college in order to be able to participate socially within their new cultural surroundings. Many
of these students exhibit anxiety when faced with the highly interactive, communicative
approaches employed by ESL instructors on the campus. Ms. Avina believes it would be
beneficial for her and other instructors to understand the experiences and expectations these
students bring to the college in order to better meet their needs within the ESL classroom.
Qualitative research, which allows educators to interact with people in a highly
interactive, collaborative situation, could provide insights into the lives and experiences shared
by some of the students we serve in our adult ESL classes. These insights might help us to
better appreciate and understand the perspectives, expectations, and needs these students
bring.
RESULTS
Each of the three participant students offered a wealth of insight and information about
being an older adult ELL refugee in our local community college. The findings are outlined in
this section.
Faina
Faina is a sixty-year old female community college student who came to the United
States in 1997 from her native St. Petersburg, Russia. She left her
country during the Chechen War because she believed it was the
only way she could save the life of her only son, who was sure to be
drafted into the conflict. Shortly before leaving the former Soviet
Union, Faina suffered a debilitating stroke, and could no longer work.
She felt incredibly grateful that she had already been granted
refugee status by the U.S. Immigration and Naturalization Service.
In relocating to the United States, Faina believes that she gave herself and her son an
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opportunity to find real freedom and a decent life. In her own words, Faina recounts the
transformation her life underwent as a result of her decision to leave her native country:
When I came to United States, I became in close touch with God.
Only here I understood that he was with me all my life. He helped and
continues to help me every step in my life. And, he gave me my teacher
in the most miserable level of my life. Step-by-step, thanks to her
support, I became more confident in myself, I began to speak. If believed
in my strength. I stopped being self-concentrated because before me I
could see myself as a person with a strong will, self-control and selfdiscipline, who I was before my illness. Two years my teacher worked
with me, gave me faith back and hopes for tomorrow. I love her and
thank her from the bottom of my heart.
Faina was born in Leningrad at the end of World War II. She was the second of two
children, and her brother had been born just two years earlier. Her mother, an engineer, worked
in a military plant, supporting the military front. Her father, also an engineer, did not play a
significant role in Faina’s life, as her parents were divorced and his only role in the family was
paying a small amount of child support.
Faina believes that her family was middle class, since both parents were engineers and
she and her brother never were without, even in the most trying of situations that faced her
homeland at the end of the World War II and into the Cold War. In a short essay she wrote for
her ESL 070 class, she recalls having very good books at home, and enjoying reading:
As a child I liked to play dolls, school, hospitals. We had a good
imagination. I didn’t like to wash the dishes. My parents didn’t read to
me. My mother had no time for reading. My father lived separatly and he
was never concerned about my education. I began to read at school. At
school I liked Russian History, Literature, English, but I didn’t like
Mathematics.
Faina seemed to master what Gee (1993) termed a “secondary discourse,” a discourse
that transcended family and social level discourses, at a very early age:
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From the beginning, I was a very good student, I did well at school
always, and it was soon clear that I would be trained as a teacher.
I liked to learn. It was a pleasant feeling to read and to learn
about the world. I liked to read very much. We had very good books at
home. Now, I like to read, especially the novels about love!
Faina’s family spoke Russian exclusively, and although they were ethnically Jewish, the
political climate of the period resulted in the children being exposed to few inadvertent religious
practices or teaching. She grew up and had what she refers to as a “normal” life:
I always had many friends. After the 8th grade, I had to work in
order to help my family. I worked and studied in the evening school.
Then I enter the Pedagogical Institute. I married when I was 21, at 22 I
had a daughter. I worked, studied, and had a family. My mother helped
me with the baby. My husband worked at the plant. I had to work very
hard to support my family. My son was born in 1972. At that time, we
have got a two-roomed flat. I wasn’t happy in my marriage and after 19
years of marriage, we were divorced. Now we sometimes speak over the
phone about our children and grandchildren. He is in Russia still.
After finishing her studies at the Pedagogical Institute in 1968, Faina worked as a
teacher of English in an elementary school for nearly 30 years. Faina describes her passion for
the profession in an essay prepared for her integrated-skills class:
To teach English, to give knowledge, to communicate with
students (especially small children) - that was my life. At that time I really
made the difference in the life of my students and their parents. I tried to
do everything to make them feel comfortable at the lessons, to love
English, to develop their knowledge.
There in Russia I made up a very interesting program for teaching
children in preschool, kindergarten with different methods which included
teaching English pronunciation, words, expressions in special poems,
games, plays, songs. The children were very interested in studying
English according to my program.
Faina’s life was forever changed when she suffered a severe stroke in 1997, shortly
before she immigrated to the United States:
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After the stroke, I lost much of my memory and I could only
communicate with the doctors and social service people. Practically, I
didn’t begin to renew English and learn to speak again until I came to
Pima College two years ago.
After a few years of illness and recuperation, Faina’s apartment in the retirement
complex where she lives began to feel as if it were closing in on her, and she began to seek a
remedy for her feelings of isolation:
Many of my neighbors went to the community college, but I
couldn’t make my mind to take this very important step. But, I didn’t want
to give up, although after stroke I had a heart attack. After the surgery I
had a very closed life. But, I couldn’t sit at home alone, self-concentrated.
It was very difficult to enroll the first time, because I could hardly speak
any language. But, I was lucky again, because my first teacher supported
me all the way. With her, I began to answer the questions, then to make
the sentences, then the stories, and so on. I am thankful to her that she
didn’t allow me to pity myself, that she treated me as other students. At
the same time, she made a difference in my life, the same thing that I did
for my students. I felt so comfortable in class that I was often forgetting
my diseases, my age, and I wanted to do my best.
Faina believes that attending college has impacted her life dramatically. In a
conversation, she described her first experiences at the College:
When I came to the United States, I could hardly communicate in
English because of stroke. It was difficult for me to understand American
speech because of different pronunciation and slangs. Step by step, I
began to understand English on T.V., in songs, and of course, I read
much. It helped me, at least, not to be lost in a new life. But I began to
renew and learn English only when I began studying at Pima College last
year.
Faina thinks that several factors have influenced her comprehension and retention of
English language skills:
I like the system and strategies my teacher used, very consistent
and intelligible; words, expressions, sentence, text, grammar, exercises,
idioms, questions, short and complete answers, and so on.
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I worked hard at the lessons, I did my homework, because I was
and I am interested in learning more English. Every lesson I learned
more and more.
The most important thing is that my teacher used the computer on
every lesson. Even the student who doesn’t know anything about the
computer doesn’t feel him/herself a stranger. The computer helps to
learn all the aspects of English – free!
I can’t compare English and Russian, except for international
words, everything is different in these two languages. In my daily life, I
use radio, T.V., magazines to practice English, and very seldom
communication with English speaking people, except at the college –
there it is only English!
Faina still feels she has even more to learn about English, and want to improve several
facets of her communication skills:
Sometimes, it is very difficult for me to make my thoughts and
words in order. I’d like to return the spontaneous speech in both Russian
and English languages, to get rid of panic attack when I can’t express
myself or I can’t understand anything. I understand that all this is a result
of stroke and, perhaps, it would never be treated, but I don’t want to give
up. Training in speaking, reading, writing, spelling, and working with the
computer without fear – this is my goal.
Faina has taken a number of classes at the college. In a short essay written for her
computer class, she describes some of the classes she has taken:
During two years of learning English at the college I have taken
very important classes, such as conversation, grammar, computer
classes. But the most important thing was that almost in all my classes
my teacher was the same. She developed my knowledge of English step
by step without pressure, with very interesting methods. It was amasing,
that the students in all her classes were from different continents, different
ages and languages, but in her classes there was the atmosphere of
friendship, mutual understanding and mutual aid. Of course, the creation
of these relationship depends on the teacher. Now I have taken this
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computer class again, advanced conversation class 080 and English on
Job. I like this program and my new teachers very much.
This semester, Faina is taking the computer class for the second time. In response to
her current instructor’s beginning of the semester question as to the students’ purposes for
taking the class, Faina responded:
My experience with computer first was a disaster, disappointment
fear and panic attack. I have never touched the computer in my live. I
have never taped. How could I take this class? Especially, if I had no
computer at home. Now I can answer that question because the teacher
was my very good teacher, my hope and my faith. And really, she helped
me in everything, but in class I couldn’t manage the task. In the
laboratory Josef and Vicky (the lab assistants) helped me too, but the
result was not very good. Only when my son bought me a computer, I
began to understand how to train working on it. Theoretically I could
explain the process, but I needed training. I am thankfull to my teacher,
to my classmates for help. An I am proud of myself that on the second
lesson of this semester, I have don the task and a little bit helped my
neighbore. Besides, all my (winter) break I devoted to training on the
computer. I hope to learn more and be more sure about computer.
When asked about her future plans for using the computer, Faina discusses specific
applications she sees herself using:
I think that I will use computer in my future because of my health
problems. I can’t travel because I am on insulin injections, I have no
transportation, I have a very low income. Therefore, my life is very
limited. But I am alive yet, and with the help of computer, I can learn
much about world, important events, books, beautiful places. My teacher
gave us special addresses for student practice, so we can open any page
(website) and learn grammar, idioms, pronunciation, verb forms, and
many other necessary things.
I hope to use my computer for the connection with my daughter’s
family in St. Petersburg, in Russia, by sending an e-mail.
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In his book, Literacy in the New Media Age, Gunther Kress (2003) describes
communication technologies as having the ability to restructure power in the field of
representation and communication. He views the potential of these technologies as implying a
radical social change through a redistribution of power. Faina sees the mastery of
communication technologies as self-empowering:
I think that the computer will complete my life and I wouldn’t feel
myself lonely and miserable when I wouldn’t be able to connect with world
in different ways.
Faina has extended her social circle through attending classes at the local community
college. When I asked about her classmates, she replied:
I have met many good people at the college. In every class, I
have friends. We became friends when we worked in group, when we
prepared our presentation. And, of course, we helped each other. I
helped somebody with English, the other students helped me with the
material on the computer. Mutual understanding and aid united us and
made us friends, although we are from different countries and of different
age. This semester, I try to help young students with English...
pronunciation, reading in class... when we work in group.
Faina is in her forth semester at the college, and is carrying 12 credit hours. Her load
includes an ESL computer class, an academic English integrated-skills class, and third
semester Russian, which she takes for the additional exposure to English and the comparison
of grammatical structures between the two languages. Her studies make for a busy lifestyle:
Now, I don’t have spare time. I need to do my homework, and
often I feel so badly that my spare time I use in bed. Three times a week,
I attend classes. I’m very tired after school. I have two spare days, but I
use them for the appointments, shopping, doing things at home. On
Friday, my grandson comes to me on weekend, and I need to devote my
time to him. The week is very tense.
Faina lives alone in her one bedroom apartment, and is occasionally visited by her son,
who has become a truck driver. Her son calls and speaks to Faina each day. She is thankful
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for her family, but is also thankful she is able to live alone in her apartment that, she makes
clear in our conversations, is a home to her:
Now, in United States, I live in a very good complex with beautiful
green yard, roses, swimming pool. From my window, there is a wonderful
view. The trees are very big. In March, the roses begin to bloom. Such
a wonderful picture! The roses are of all colors and smell so pleasant.
You must come visit. I live on the third floor. I consider my apartment a
home. I like it. It’s big, and light. There is a place for my grandson’s
toys, a desk, and even a place for my computer in the bedroom.
I live, thanks God, alone. I like my privacy. On the radio, I listen
to music. I watch my favorite movies on T.V. I have no car. I can only
use a bus. My life is very limited, but I don’t complain. In St. Petersburg,
I could use transport to any part of the city, to the theater, to visit my
friends, to the concert. Here I live quietly in my lovely apartment. I have
no friends in the complex, although there are many Russian people there.
I call our complex, “Russian Reservation.” It’s a joke.
Her nine-year old grandson, Edward, is a frequent houseguest. Edward spends each
weekend with his grandmother, from 6 p.m. on Friday until 6 p.m. on Sunday. Edward’s father,
Faina’s son, does not have custody, so Faina is grateful that her former daughter-in-law
encourages her relationship with Edward:
If not for Eddie, I would have no one. He is good for me. Look...
see, all around us here are his toys. He brings to me life. He is my joy...
Eddie speaks only English to me. He is a good teacher!
Faina looks forward to continuing her studies at the college, and dreams that one day
her English will be sufficiently fluent to propel her back into the classroom. Her passion for her
work as an educator frames her dream:
It is my dream, it is my pipedream to learn English well enough so
that once again I can teach the children. Oh...I love the children. They
are my life. I was born to be a teacher. The special methods, the
wonderful ways of my teaching, I wish to share again.
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Sofiya
Sofiya is a seventy-two year old female community college student who came to the
United States in 2000 from her native Ukraine. She was allowed to immigrate to the U.S. under
the Family Reunification Plan. Sofiya’s brother, Matvey, was already
living in the U.S. Coming to the United States was a heart-wrenching
decision for Sofiya, who was forced to choose between gaining refuge
in the United States and staying in her troubled homeland to tend to her
ailing mother during the last months of her life. Sofiya breaks into tears
as she recalls the last time she saw her mother:
My beautiful mother was died soon but Immigration say I must
came now. I no want leave. I love her. But, mine mother no know. Mine
mother no wake. Nurse say she know never. Nurse say mother love.
Dah. Mother want Sofiya safe, go Matvey family. Dah. Poor mother. I
sad. Mine heart break.
Sofiya was born in 1932 to an ethnically Jewish family living in Chernigov, a city in the
northern part of Ukraine. Chernigov is located about 85 miles north of the Ukrainian capital,
Kyiv, and about 50 miles from the Chornobyl Nuclear Power Plant. Some of Sofiya’s earliest
memories are of World War II, a turning point in her life and a devastating experience for her
family. For a computer class word processing assignment, she wrote a few of her recollections
in a short essay:
When I was little girl, my country to wage war with Germany. This
was very terribly and hart. All men must go to war and many people
deaded of the war. The country was ruin. Many people to die of hunger.
The war is very big tragedy for all people. Who knows what is war, that is
always opposite, the war.
I tell as I remember World War II. My family live in city Chernigov.
This city is very beautiful. My family lived in the house. Near the house
was the big garden. My father worked blacksmith. My mother cared the
children. German attacked the Soviet Union in June 22, 1941. My
father went to Army. We evacuated from Chernigov in August 1941. We
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drove long time. The children could not go to school. We didn’t have
food and clothes. Many years passed but I could not forgot the War, the
waiting the letter from our father. The War shouldn’t to repeat in the
world.
Sofiya’s family was forever changed by the War from which her father never returned.
She continued to tell of the post-War years in her essay:
We returned to Chernigov in September 1944. Our city was in
ruin. There was not water and electricity. We brought the water from the
river. In the city was only two school. I attend the school very seldom. I
should to help my mother. I cared my younger sister. We didn’t have the
books, notebooks, pens and pencils. The school was very far from our
house.
War disrupted her life in many ways. As a girl, Sofiya does not remember playing very
often, and there was no traditional family time at all:
Before war, mine father said stories from book. We very, very
like. I go school, little, little girl. I very, very like school. Like learn. But
after evacuate, no books, no time read, no time play. All time, work,
work. No time school. Is time very, very bad.
Sofiya’s life was not easy. Eventually she did return to school:
Politic change. All young people go school. I go school. Study
very, very. I like study, I like learn. I good student. I work hard. I like
read. I very, very like school.
Sofia worked hard, married the love of her life and had one son. Tragically, Sofiya lost
her husband at a very young age to cancer and never again re-married. Tragedy struck a
second time when her beloved son, exposed to the radiation from the Chornobyl accident of
1986, also lost his life to cancer, leaving Sofiya to care for her ailing mother. Her brother,
Matvey, a successful engineer, was living in Odesa, on the other side of the country, and Sofiya
felt alone and frightened:
This is picture mine son. Petar. Beautiful boy. Here (showing a
picture of a man and boy playing in the snow) with very good father, mine
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husband. Mine son, (showing another photo of a strapping young man
with a freshly caught fish) mine Petar.” Died of Chornobyl (beginning to
weep) Chornobyl taked mine Petar.
In 1998, Sofiya’s brother immigrated to the United States with his family under religious
refugee status. Sofiya had never felt so alone. She was a poor widow, struggling to make ends
meet, and her future in the economically ravaged Ukraine looked quite bleak. Sofiya submitted
applications for her mother and herself to the U.S. embassy, seeking to be reunited with her
brother.
I very fraid. I all alone with mother. Brother first city Odesa, next
United State. In Ukraine, is very bad alone. I poor woman, alone.
Matvey say me go embassy, write form, go United State. I not know, is
very hard.
She was greatly relieved two years later when her immigration application was
approved by the U.S. government. Her excitement, however, was short-lived when she realized
that her mother had been denied entrance. With the heart-wrenching situation of trying to make
the difficult decision to immigrate or remain in Ukraine facing her, Sofiya believed she would die
of a broken heart:
I very, very so sad. Mine mother, she was mine mother. My
heart, it break. I cry every, every all day, all night. So terrible...situation,
Terrible.
Sofiya knew her mother was dying, but was not allowed to postpone her designated
departure date, which had been coordinated with a Jewish social service agency, the
Immigration and Naturalization Service, and Matvey’s family:
I go United State, leave mother. Mine mother die...all alone. I cry,
time, time, time, I cry. Poor mother mine... mine poor mother.
Sofiya was relocated to an apartment complex in an affluent neighborhood in the center
of town. She felt fortunate to live in the same complex with her brother and his family. She
loves her apartment:
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Look, mine apartment... is good apartment. See, outside is
balcon. Look, flowers, many, many beautiful flower. Is mine hobby. I to
grow flowers for me, for Matvey, for friends. Is good apartment. Mine
complex is many, many friend. All Russian people friend. Is good. Talk
mine friends every day. All time watch T.V. Sometime, American T.V...
many time, Russian. Is good T.V.
After living in her apartment for nearly 4 years, Sofiya was encouraged by her sister-inlaw and other neighbors to apply for financial aid so that she could attend English classes at the
local community college as they had. After applying for and being awarded a Pell Grant, Sofiya
enrolled for a six-credit hour class:
Valentina say me, is good. Pay financial aid. Pay class, pay
book, pay more money. Go, study, is good. I afraid. I no talk English. I
very, very afraid. Other people help all time. Help financial aid form.
Help English.
I go college. I take test. Say me, “Go teacher ESL 60 (beginning
English). Go 7 o’clock morning. Go Monday, Wednesday.“ Is very good
class. Is very good teacher. I go bus early, early. I go class very, very
early. I go 6:30 morning. I wait for teacher. I wait learn English. All time
students other no came early. I early. I want study. I learn English.
Currently, Sofiya is taking intermediate level ESL classes. Her integrated skills class
meets for three hours, twice a week, and her computer skills class meets once a week for an
additional three hours. As her English skills continue to grow, so does her confidence:
I good student. I learn English. I learn computer. I study, mine
teacher say, “Practice, practice, practice.” I like computer.
Kress (2003) argues a multimodal theory of literacy. The interactivity of text, semiotics,
the oral and written word, function together to allow for meaning-making. He sees the incidence
of a message’s “meaning” being realized “spread across” several modes. (pp. 35-36) Sofiya
describes the multi-modal nature of her emerging computer skills that seem to help her
negotiate meaning:
I like make picture, write little, copy, paste on page. I go Internet.
See many, many things. Very, very lot picture. I read, I learn, I see. Is
good.
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It seems as if Sofiya is very interested in mastering a social discourse that will allow her
to interact socially with classmates and others she meets as friends. Gee (1993) spoke of
discourses enabling empowerment. While describing being able to converse on the phone in
English with a native Spanish speaker in their common language of English, Sofiya beams with
empowerment!
I friends mine classes. Conchita mine friend...my friend. Very,
very friend. I go party Conchita’s house. I go friends. Is big party.
Conchita say me on telephone, “You my friend, Sofiya.” I very like
Mexican friends. I very like college.
Sofiya enjoys the engagement of college life. She plans to continue her studies at the
college:
I go college August next. Is good learn English. I take class ESL
80. I take class 101 Russian. I study English. I have good teacher. I
have mine friends. Is good. I live life. I learn all things new. Is good for
future. I study computer. I speak American people. I read the book
English. Is good for life in United State.
Matvey
Matvey is a sixty-nine year old male community college student. He is also Sofiya’s
younger sibling. In 1998, Matvey, immigrated from Odesa, Ukraine to
the United States with his wife, Valentina, and his youngest child,
Rostyslav. His daughter, Larysa, and her family soon followed.
Matvey and Valentina are “heritage Jews,” people whose families
were practicing Jews before the advent of Communism in their native
countries. After the fall of Communism, many of these people found
themselves victims of hate crimes and discrimination, even though
they themselves never practiced a formal religion due to the non-secular climate of the former
Soviet Union. Matvey, a civil engineer, experienced discrimination in the workplace. At home,
he and his family received anonymous messages threatening their property and their safety.
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Members of Matvey’s immediate and extended family lived in increasing fear of their jobs, their
futures, and their lives. Matvey recalled well the stories he heard as a teen and young man of
the horror of the Holocaust, and feared the cultural climate in Eastern Europe, which was
quickly deteriorating in the face of post-Communist hardship, would provide the impetus for a
second Holocaust. When the home of close friends, Ravim and Mikhela, was invaded, Matvey
believed his worst fears were being realized. Mikhela was shot to death. Ravim, shot twice in
the abdomen at close proximity, was left for dead:
Ravim son find him. Help him. Doctors no think live. Ravim
(tapping his head) strong heart, strong head. He live. Ravim, daughter,
husband daughter in lottery. United State lottery for immigrate. Ravim
say Matvey, ‘No stay Ukraine. No is safe. Go United State. Valentina
safe. Rostyslav young, better life. You, me old, no safe.’
Matvey took the advice of his friend and applied for immigration status as a religious
refugee. The United States accepted his application, and a local social services organization
helped with the logistics of the relocation. Matvey was frightened that he was leaving the known
for the unknown. He imagined his family with no place to live, no food, no work, no support.
Imagine his great relief in finding that a comfortable apartment had been prepared for them, and
the social services agency that sponsored his family had already set in motion the process of
building a support network for them:
In United State, all things different.” No same problems Ukraine.
Problems, yes. No same. Valentina, I sad leave home, but now, we
here, new country, new life. All must again start over for new life. Good
life. Life for son. Life for family. Here, there is future.
In Matvey’s optimism, I am reminded of Ray McDermott’s (2004) generation of “literacy
as special.” For Matvey, literacy holds the promise of success in much the same way that it
did for McDermott’s middle generation, through education and the accumulation of degrees:
Life in United States is future. My son, he have future. Work
hard, study. Graduate. Is for good job, is good life.
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Matvey was born in 1935 to a working class family living in Chernigov, Ukraine. Like his
older sibling, Sofiya, memories of World War II shape his childhood recollections. Matvey
recalled his childhood in an essay prepared for his integrated skills class:
As boy, all around was war. My country fight Germany. Germany
very bad atrocities. This was very terrible. All people must help win war.
All around people dieded. No time book, no time study. All time work,
work, work.
In his essay, Matvey continues to describe the impact of World War II on
his family:
My father now army soldier go fight on 1941. My father leave
family. Go to war. My father write letter. My father say us he love my
mother, my sister, me. My father no come back. War destroy life my
family. Very hard the life for my family.
As war disrupted his childhood, Matvey’s formal educational experiences were also
interrupted. In an informal conversation, Matvey described how his role quickly changed from
being a six-year old boy to being a boy with adult responsibilities:
My father say me take care mother. Take care house. Take care
Sofiya. All time work. I work, make little bit money, give mother. Work
garden, grow vegetables to family. No time book, no time study. All time
work, work, work.
My birthday number six, leave house, Chernigov. Go long way.
No food. No clothes. No time to school. Only time work.
Matvey does not recall having books available after the war.
After war, family poor. No money. No school. No book. No read.
No write, only work. Is hard life. Mother alone. Work very, very all time.
I no play. No study. No time.
Eventually, things began to change in the former Soviet Union. More stability meant
more opportunities for the people. The Cold War brought with it the need for an educated
superpower. Matvey was one who benefited:
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Work many years. Many, many years past, then, I go school. I
study. I learn very fast. I read, I write. I smart man. Is opportunity very
big. My father, blacksmith. My mother, house mother. I go university.
Study. Is good. Matvey engineer. Go city Odesa. Good job. Good wife.
Life, OK. Children, good.
The Cold War ended almost as abruptly as it began. With the end, came a time of
tremendous change, once again, to Matvey’s world:
Then... Glasnost, Perestroika, old ways change, now very much
bad, very much hate, very much...criminal. No good times. Year, 1991
no is good. Is very very change.
Seven years later, Matvey and his family uprooted their lives, took a chance on a dream,
and wound up in the desert southwest, adjusting to post- Cold War life in the U.S.:
No English, very hard. No read, no write. Other people must
help. Good neighbors Russian. All time speak Russian. But no good.
No speak American people. Я не говорю по-английски, Nerezumine
Americanski. Son, Ros go American school. All time talk friends. Say
words English. All time no want talk Russian. Wife sad. Valentina say to
me she go college. Go with Mariya and Yulia. (neighbors) Study English.
I no want. I old, no learn. Valentina go, learn English much. Valentina,
Ros all time practice. Me, no. Friend, Boris, say to me Russian, but I
alone. No English, is alone.
Soon after immigrating with his immediate family, Matvey was joined by his daughter,
Larysa, and her family, who sought refuge under the family reunification plan. Two years later,
Matvey successfully sponsored his sister, Sofiya, in her bid to be reunited with family members
in the United States:
Sofiya come. Live apartment same place me. Sofiya no read, no
write English. Sofiya, Boris, I no speak English. Is OK. Satellite T.V. it’s
OK. Russian television. News, shows, is OK.
Social isolation due to an inability to communicate in English soon became a bigger
problem for Matvey, when he began to feel as if he was the only person in his world who was
not trying to learn English:
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One years, year 2004, Sofiya go college with Valentina. Boris go
college, study English. I no go, too old study. Son, no me speak. Wife,
very angry. Say me college free. United States pay college, pay books,
pay living. Is good.
While English language classes are available free to anyone in the community through
the county Adult Education Department, attendance is not rewarded by the government.
Federal Financial Aid, for which refugee students are eligible, serves as a strong incentive for
the retirees living in Matvey’s apartment complex to study and learn English at the community
college. Many find that Pell Grants handsomely supplement their limited pensions while
affording them the opportunity to interact socially with a wide variety of people at the college:
Larysa say me, ‘Go.’ She go college August, go me with her.
Dah. Is OK. I try. I apply financial aid. I take class 60. Study grammar
is good. No like talk in group. No is good. Other students stupid, no
study. I study. No want talk, no activities. No want leave desk. No know
words good. No like. I say teacher no like. Teacher angry. Very strong
teacher. Teacher say me, “Talk in group. No talk in group, Matvey
leave.” No like. But, I study. I homework. I study English more. Now, I
say in English word...idea.
Matvey hopes that his health will allow him to continue with classes in the fall semester:
Dah, study. August, more class. ESL 070 (Intermediate English).
I take test. I see. I learn Russian 102. Study English. Go class Russian,
listen teacher explain grammar. Is good. I learn. I say things American
people. American people not know I smart. I engineer. I very big ideas.
Matvey’s words strike a familiar chord. As I have heard in speaking with Faina and
Sofiya, so much of their personal identities is wrapped up in their ability to speak as educated,
articulate people. Again, the sentiment is echoed by Matvey. Gee (1996) was quite clear when
he wrote of discourses being indicative of the roles people have in their lives. Being unable to
symbolically convey their “roles” limits not only their personal identities, but how they are viewed
and understood by others.
My heart, big problem. I go doctor, doctor say me, “No stress.
Take life easy. Is retirement.” I say doctor, “No retirement in new life.” I
worry. Maybe no go school. Maybe I learn English never. Is problem.
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Content Classes
According to Ms. Juliana Avina, a faculty member who works closely with Faina, Matvey,
and Sofiya, students who are learning English demonstrate a distinct
preference for classes in which content extends beyond learning just
English:
Our students, by and large, tend to be welleducated individuals who are highly proficient in
communicating in languages other than English. Many
become frustrated when the process of developing skills in English seems
to be unbearably long. They long to take classes that stimulate them
cognitively as well as linguistically. To this end, we have developed a few
courses here at the campus in response to student surveys indicating a
desire to learn computer skills and study American culture.
In this course, which is called Computer Technology to Develop English Skills,
technology is utilized to expand the ability of students to not only practice and build upon their
existing English language skills, but also to be independent learners beyond the classroom.
Explicitly, computer terminology, software, and applications are taught. Implicitly, vocabulary
and usage are developed and reinforced. Even class assignments designed to develop
expertise with something as basic as producing Word documents are edited and polished by the
students and their peers before submission for a final grade. The instructor strives to help
students develop linguistic skills while working within the framework of developing technologyskills content.
Classroom Observations
First Observation - March 10
During the course of the semester, I observed classroom interactions in the computer
class in which Faina, Matvey, and Sofiya are currently enrolled during two different visits. The
three credit hour course meets once a week, on Thursday afternoons, in the Languages Lab.
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The Language Lab is a “smart classroom” and contains an interactive white board,

SmartBoard

upon which the teacher’s computer screen is projected, an instructor computer station,
and eight computer tables, each containing 6 student computer work stations with recessed
monitors. Students are seated in rolling chairs to facilitate interaction and collaboration. This
particular class has 22 students enrolled. Faina
Matvey

M

and Sofiya

S
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chooses to sit in front near the teacher.

sit on the side of the room together.

On my first visit to the classroom, I sat in the rear of the classroom

O

and observed

the lesson, which was broken into an overview of the computer skills for the day, the task
assignment, modeling of the task, questions, then open lab time to complete the assigned task.
The task for the day involved accessing a website on the Internet, and copying and pasting text,
graphics, and photos from the website into a word document.
In my observations, I attended to language usage, student-to-student interactional
patterns, and instructor-to-student interactional patterns. Because I have a hearing impairment
and the lab tends to be very noisy, I was unable to script conversations. I did, however, try to
ascertain the nature of the conversations whenever possible.
Language usage in the lab was an interesting facet of classroom interactions. Usually,
conversations centering on the assignment or general computer concepts were conducted in
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English, and the students consistently integrated new technology terms that were introduced in
the lesson:
A- “Do you remember how to copy of the picture?”
B- “Yes. See cursor? First, click on picture. Now, right click on mouse.
See, here it say ‘copy.’ Click on copy. Open document, here. Move
cursor. Click...NO! Right click mouse. Now, click on...ummmm...here,
click on ‘paste’ and see? There it is!”
Conversations that were more personal tended to be conducted in the native language if
the participating students were both from the same language background:
A- “Voy a la cafeteria. ?Quieres algo?”
B- “Gracias, no. No tengo hambre.”
Such exchanges reminded me a bit of Dyson’s (2003) depictions of the “unofficial world!” The
language laboratory of the adults was, however, greatly different from the classroom of the
children in Brothers and Sisters and other than Sofiya and Matvey’s actual sibling relationship, I
saw no evidence of the “fake” family relationships of the children’s world.
The instructor attempted to monitor these exchanges and was quick to remind all the
students that the use of English was important to their language development. She encouraged
them to utilize the new vocabulary and expressions from the lesson. The one very noticeable
exception was the oral interaction between Matvey and Sofiya, which occurred exclusively in
Russian. Matvey did not communicate with any other students during this class. However,
Sofiya conversed with other students twice during the 3-hour class, and although her English
was halting, she conducted each entirely in English.
Interestingly, student-to-student interactional patterns tended to be between two
students sitting adjacent to each other. From what I heard, conversations tended to center on
the task at hand, asking for clarification of aspects of the assignment or help negotiating the
computer. Judging from their actions and non-verbal communication, it appeared that Matvey
and Sofiya were fully engaged in discussing the assignment with each other. Faina tended to
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keep to herself, and steadfastly refused to seek help from classmates. Instead, she waited very
patiently, sometimes for long periods, (10-12 minutes) to ask for clarification or help directly
from the instructor. When other students asked Faina questions, she did not seek to prolong
the engagement, and she usually responded with short phrases before returning immediately to
work.
Instructor-to-student interactional patterns varied. Most students signaled the need to
speak to the teacher by raising a hand. The instructor then moved to the student’s side, where
she remained throughout the conversation. Generally, the conversation centered on a question
or concern regarding the task at hand. Occasionally, one of the students asked about a
previous assignment. Once, one of the students wanted to tell the instructor about problems
she was experiencing on her home computer. On average, the students summoned Ms. Avina
less than twice during the two-hour session. However, during the open lab, Faina summoned
her five times. Neither Matvey nor Sofiya summoned the instructor. Ms. Avina consistently
moved from student to student when she was not being specifically summoned, and visited
Matvey and Sofiya twice, commenting on their progress and offering suggestions on their work.
The instructor did not stop at Faina’s station while casually circulating about the room.
First Follow-up Instructor Interview
After the classroom visit, I interviewed the course instructor, Juliana Avina. Juliana was
able to offer her own observations of each participant’s English language literacies, class
participation, and learning processes.

Faina
We have a tremendous range of English language levels
represented by the students in this class. This particular class is open to
beginning, intermediate, and advanced level students. Of the three
students, by far, Faina exhibits the greatest level of English language
competency. For example, her CELSA score upon enrollment in this
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class was almost double that of Matvey’s. Her written language skills are
extremely advanced. Her performance both orally and in writing indicate
that she could quite successfully transition into general education classes
with native speakers at this time.
In this particular class, Faina participates quite independently. By
that, I mean she attends class regularly, puts in a tremendous amount of
out-of-class laboratory practice time each week, and completes her
assignments satisfactorily. However, Faina, whom I’ve had in other
classes, interacts in this course in ways that are atypical for her. In the
two previous classes she has taken with me, Faina was extremely
talkative and highly social. She interacted freely with classmates and me.
Her ESL 80 instructor, with whom Faina is currently working, says that
Faina is very social and highly participatory in that class this semester. I
really am not certain why the difference, but I suspect that in this class
Faina is challenged, perhaps for the first time since entering the College,
by subject matter that is, for her, brand new. It is possible that this
unfamiliarity has led to insecurity. I certainly see having feelings of
insecurity as a possible explanation of her classroom interactions.
In student-to-student interactions here in the lab, Faina is quite
terse. In fact, more than once I have been startled by the rather
‘unfriendly’ tone she has assumed in responding to her classmates. I say
‘responding’ because Faina tends not to initiate any oral communication
with other students in this class. I realize that using the word ‘unfriendly’
may seem presumptuous and a bit judgmental, however, in normal
interaction, Faina exudes warmth. She is quite chatty. I would say the
opposite is true in her interactions in this lab.
I remember one class where she pitched a fit because another
student was seated at the computer station that she usually uses. She
was showing so much anxiety, I was worried that she was moving into a
nervous breakdown.
I can honestly say that student-instructor interactions are usually
initiated by Faina. She exhibits a great deal of dependency in this class.
Her interactions with me are generally one of two types. The first type of
interaction focuses on specific difficulties she is having in executing a
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step in the particular process she is practicing. The second type of
interaction tends to be a monologue having to do with having a ‘panic
attack’ because she can’t get the computer to do something. She is
actually quite demanding of attention. It takes a lot of inner strength to
walk her through doing a process rather than doing it for her.
In one-to-one conversations with the participants, I discovered that none
of the three participants understood my questions about learning strategies or
learning styles. Sofiya’s and Matvey’s communicative competence is not yet
sufficiently sophisticated to allow them to articulate their strategies. Faina, on the
other hand, simply reiterated that she “practices, practices, practices.” So, I
asked Juliana for her take on Faina’s learning processes:
I actually think that one of Faina’s learning strategies, at least with
this subject matter, has to do with appearing helpless. By saying she is
unable to execute a task, she is able to elicit more teacher attention than
the other students. Perhaps you noticed how frequently Faina raises her
hand during open lab. She will not ask another student for help, even
though peer tutoring is a suggested strategy in this class because we do
have some students who catch on very quickly and are happy to help
their classmates. Most of the students use this strategy.
Assignments are written out step-by-step and modeled for the
students. Faina, unlike other learners, has an extremely low tolerance for
anomaly and ambiguity. If something in her experience differs, even
slightly, from the directions of the assignment, Faina seems to shut down
and move into helplessness.
As a teacher, such a situation requires great resolve. It takes
tremendous patience to assure the student that although I could perform
the required task, doing so would not benefit her learning process.
Instead, it is my responsibility to assure her that she can do the task, then
to make sure she has the requisite skills to do so. I spend a great deal of
time modeling each task with Faina and walking her through the steps.
However, I insist that she perform the tasks on her own.
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Interestingly, this is Faina’s second semester taking this class.
She was actually enrolled in this course and finished it with an “A” last
semester. Her teacher reported that she did a great job executing the
final exam, which involved a cumulative review of all the computer skills
the students had learned during the semester to create a single final
product. Faina independently produced her entire final product in the 3
hours that were allotted for the exam.
Clearly, Faina’s strategies must work for her. In the integrated
skills and conversation classes that Faina took with me in previous
semesters, she exhibited a preference for interpersonal learning
strategies and auditory learning experiences. However, in this class, I
would say she exhibits a preference for kinesthetic experiences.
Ms. Avina’s comments did not differ markedly from my experiences tutoring Faina.
Faina’s lack of confidence in working on the computer seemed to be quite out of character for
her. Normally, Faina exhibits both optimism and confidence when speaking of her learning
experiences in her integrated skills class:
Every night I study. I write (motioning with her fingers) little bit. I
read the text. I answer the questions. I practice, practice, practice.
Then, the test is easy for me. Even though I am nervous, I know the
answers. I don’t know how I remember, I just do. I memorize.
When Faina speaks of her computer class, her entire demeanor changes, her facial
expressions look quite serious, as she tends to furrow her eyebrows. Her cheeks turn pink, her
voice raises slightly, and she does not smile:
All the time in computer class is a panic attack for me. I forget the
steps. The steps are important, very important. Step by step, I must do
all things. But for me is panic time. Perhaps because of my illness, my
heart, my stroke. I don’t know.
Sofiya
When asked to comment on Sofiya’s linguistic level and classroom interactions, Juliana
offered the following insights:
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I really admire Sofiya. She brings to everything she attempts the
most positive of attitudes. Unlike most of our retirement-age students
from Eastern Europe, Sofiya came alone to our first course together. (It
was ESL 60, the beginning integrated English skills class.) Like so many
of her contemporaries, she claimed a desk at the front of the room and
sat patiently and quietly for 30 minutes until the appointed class start time
of 7 a.m. I later learned that the bus she rode to the campus dropped her
off each morning at 6:30 a.m.
When Sofiya enrolled in the class, her CELSA score indicated that
she was a beginning level student. Sofiya consistently earned perfect or
near-perfect scores on her grammar and reading comprehension tests, so
it is clear she has learned to focus on, discern, and replicate syntactic and
grammatical patterns. However, her written work did not reflect a transfer
of those patterns. Her oral competency was lower than the other
students in this class, but she really did try to communicate with
everyone. It seems that beneath her quiet and demure exterior there
might be a very gregarious individual.
Sofiya seems to enjoy small group activities even though some of
the younger, more boisterous students tend to talk more. When asked to
work in a partner pair, she shines! She is engaging and attentive. She is
actually one of our most popular students. She loves to remind her
classmates when we are working on comparatives and superlatives that
she is, ‘the oldest’ student in the class. I think many immediately identify
with her. I know that I did...she reminds me of my grandmother.
In student-instructor interactions, Sofiya is attentive. She
aggressively questions anything she does not understand, and works with
me until she comprehends the particular point or the underlying pattern.
Of your three participants, Sofiya is the most difficult to describe
as a learner. She relies very heavily on the visual stimulation I utilize to
support our lessons. In fact, I always use PowerPoint slides to support
the introduction of new and review of past material. However, in addition
to the visual cues, she closely attends to the auditory cues. Perhaps the
most telling observation I have made is that she does not exhibit the
same dependency on kinesthetic stimulation that Matvey and Faina do.
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Matvey
When asked to comment on Matvey, Ms. Avina continued:
When Matvey enrolled in this class, his CELSA score indicated
that he was a high-beginning level student. However, from Matvey’s in
class participation, it is clear that his oral communicative skills are much
lower than his written skills.
Matvey is a reticent participant in class. He intently dislikes any
small group activities or exercises that require him to interact with other
students. This is especially unfortunate since the classes offered at the
campus tend to be highly communicative in nature with an emphasis on
immediate and practical application of developing skills.
I recall when Matvey first came to the beginning level integrated
skills class with his daughter. I asked the students to break into small
groups of 4 to re-enact a particular scene from the lesson. Matvey
refused to move. I misunderstood and thought he could not find a group
to join, so I directed him to join a group near where he was sitting. At that
point, Matvey became quite emphatic, telling me he would not move. I
remember he said, ‘You teacher. Teach!’ Confrontation is not my thing,
so soon after I gave the students a break and pulling him aside, explained
to Matvey that the class required maximum participation by the students
so we could all apply our developing skills.
After a heated discussion with his daughter in Russian, Matvey
reluctantly joined a group, although from that point on, he made sure to
select the oral roles with the least amount of speaking and participation
required!
With Juliana’s description of Matvey’s in-class reaction to joining a group, I was quickly
reminded of her earlier anecdote (page 31 of this paper) describing Faina’s behaviors. All of a
sudden, a chapter in Collins and Blot (2003) came screaming back. Collins and Blot point out
that recent French social theory, as attended to by Certeau, Bourdieu, and Foucault, focuses on
symbolic dynamics of belonging as well as state-based social orders. Further, Collins and Blot
mention that Bourdieu’s work focuses on both the centrality of school systems in developing
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modern social systems and the role of knowledge and culture in strategies of symbolic
domination. In the case of Matvey and Faina, these observations might be quite relevant.
Matvey and Faina were products of a somewhat common schooling, a schooling that
produced a “national identity” and a “universal literacy,” to borrow terms from Collins and Blot.
(2003) Within that “habitus,” as Bourdieu (1991) might call it, both Faina and Matvey developed
a socially inculcated disposition to perceive, judge, speak, and act.
In their schooling, Faina and Matvey learned to sit quietly and to produce exactly what
the teacher directed them to produce. This was the key to academic, economic, and social
success under Communist rule during a time when speaking one’s mind might have bought a
one-way ticket to Siberia. The Cold War era Communist classroom, as described to me by
Faina, was one of “sit down, close mouth, and follow directions.”
However, in the American classroom, Communism meets Constructivism, so to speak,
and I can imagine that Matvey and Faina find themselves in great cognitive and emotional
dissonance. Instead of a very centralized, highly structured, teacher-centered learning
environment, they are expected to think creatively, act collaboratively, and respond
spontaneously in a minimally structured, student-centered learning environment.
The result, if Bourdieu (1991) is correct, is a situation of pervasive power and authorized
procedure that Faina and Matvey have not yet been able to access. How frustrated both must
feel. Even worse, if Collins and Blot (2003) are correct in their argument that school has been
more about “discipline than enlightenment,” and that “literacy has been more about difference
and hierarchy than universal inclusion,” (p. 74) then it is quite possible that my two coparticipants may never gain access to the power or procedure in their lifetimes. According to
Street, (1995) they would need to be “socialized” into the discourse practices that constitute
school-based literacies. If they do manage to become “socialized,” especially at the relatively
late stage of their lives, they run the risk of a loss of their identities, as Gee (1996) points out (p.
ix) by adopting the discourse of the school.
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In their instructor, I saw someone who was trying mightily to incorporate the very best
practices in her delivery of instruction. Constructivist approaches in the highly communicative
learning environments of today’s language classrooms are hailed by TESOL professionals as
the best way to facilitate language skills development. However, much like Sarris’ (1993) Ms.
Bishop, she may actually be addressing the cultural needs of these two students from a
“skewed direction, even with the very best of intentions.
Juliana Avina continues to describe Matvey’s classroom interactions:
In computer class, Matvey never interacts with any students other
than Sofiya, and all his communication with her is exclusively in Russian,
with the exception of technology-related vocabulary words and phrases
involved in the day’s lesson.
In student-instructor interactions, which are infrequent and usually
initiated by me, Matvey is respectful and attentive. He seems
embarrassed if he makes a mistake. It also seems as if he does his very
best to produce comprehensible English for me.
Juliana’s interpretation of Matvey’s learning processes relied heavily on her own
experiences working with Eastern European college students as a Peace Corps Volunteer
teaching at the University of Eötvös Loránd in Budapest, Hungary:
You must realize that the most common approach to second
language development in post World War II U.S.S.R. was the grammar
translation approach. By and large, students were not expected to apply
English language skills in oral communication at all. Many students were
expected simply to translate long texts into and out of English. This type
of approach was highly teacher-centered and teacher-directed. It is quite
possible that Matvey’s attitudes about the roles of teachers and students
are defined through the experiences he brings to the College. In fact,
Matvey’s learning preferences appear to be quite auditory and receptive
in nature. It is quite possible that he became a successful student in his
university studies in Ukraine simply because his learning style matched
the most common delivery practices of the time.
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In the computer class, I do observe Matvey integrating kinesthetic
modalities. For example, he always follows along on his computer station
as I model the steps of each new process we are learning.
When asked if she believed that the three participant students utilize learning strategies
they have mastered in their past educational and life experiences, Juliana answered:
Most definitely, yes. All three of these people are educated,
successful professionals. Through the wealth of life experiences they
have amassed, they have learned to negotiate formal schooling situations
successfully. All three are earning A’s in this class. I understand that
each has a 4.0 G.P.A. I am not so sure I would be as successful if I
found myself in a similar situation. I admire all three of these individuals.
They have overcome many obstacles, not the least of which is that they
are the epitome of “non-traditional” community college students. I am
sure that many students as well as instructors would benefit from
understanding the learning strategies they apply in order to negotiate life
in a new country, new language environment, and a new culture.
Second Observation- April 14
During my second classroom visit, I ventured forth during the
open lab segment and focused more closely on individual
conversations involving the participant students as well as
conversations between the participant students and their instructor.
Faina’s interactions were, once again, exclusively conducted
with the instructor. The topic for the day was the creation of a PowerPoint presentation on a
famous person. Faina chose Frank Sinatra. Faina signaled for the instructor to come help five
different times during the two-hour session. The first time, she wanted the instructor to show
her the steps involved in copying a photo from a website and onto a PowerPoint slide. The
second request for assistance, which occurred after she had worked about twenty minutes to
import about 5 photos to her slides, focused on how to size the imported photos. The third
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request for assistance involved an imported image that became distorted when Faina attempted
to size it:
I don’t understand. The picture is not clear if I click... and drag...
to make it bigger (demonstrating the process.) See?
The fourth request involved a question on centering a title. In the lesson, the instructor
had modeled the use of slide layout templates. She showed the students how to select a format
that would accommodate a title, text, and a picture. Faina, however, had not been using a slide
template, she had simply pasted the photos into blank slides:
I can’t do it. It will not work. See? I cannot write words. There is
no cursor. It does not work. Please, show me how to write words.
The final request for assistance involved the process of saving the
PowerPoint slides to a disk, and occurred at the end of the class, when the
instructor prompted the students to save their work to their floppies before
leaving:
Juliana, please help. I do not know how to save these slides.
What must I do to save them to the disk?
The instructor reminded Faina that she had done many “saves” since the class started
14 weeks ago, and asked Faina to show her how she saves any other document such as a
Word document. Faina acted as if she had never seen a computer before, so Juliana prompted
her to insert the disk, click on save, pull down the “save as” option, and talked her through the
remaining steps of the process. I couldn’t help but notice other neighboring students watching
the situation incredulously.
Back in their corner of the lab, Matvey and Sofiya were working away quite diligently,
pausing only to ask each other basic step-related questions on their assignment. Sofiya was
working on a presentation concerning Mikhail Gorbachev, and Matvey was engrossed in putting
together information on Einstein. Both admitted to me that they had been working with Matvey’s
son, Ros, all week long. Ros had been showing them how to construct the slides and add in
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special texts and effects. Clearly, both were enjoying the experience. Although they did not
summon the instructor, Juliana stopped by their computer stations twice to admire their work
and watch the sample presentations. Ms. Avina complimented Matvey’s attractive layout, and
congratulated him on his use of paraphrased English in his short texts. She asked Matvey why
he had chosen Einstein:
Einstein great scientist of world. Very smart physics-man. Has
idea, relativity. E=MC2. (Pointing to a specific slide.)
When Juliana asked Matvey about the source of his information, he looked annoyed.
When he told her that the Internet was his source, she reminded him of the requirement to
include a final slide with links to all his information websites. She then offered to demonstrate
how to make such a slide and quickly Googled “Albert Einstein” to see which sites Matvey had
visited. She then copied the URL from the site onto the PowerPoint slide and reassured Matvey
that the process was easy, but that he just needed to remember to record each site. After
reminding Sofiya in Russian that she would also have to create such a slide, Matvey assured
Juliana that he would do so:
Is OK. I understand. I make slide. Five websites. Is OK.
Juliana also admired Sofiya’s work, and asked why she had chosen Gorbachev. Sofiya replied:
This a great man. Very, very changes in mine country.
Perestroika, Glasnost. Democratic. Very, very freedom.
Juliana reminded Sofiya of the reference slide, thanked her for showing her slides, and
encouraged her to keep up the excellent work.
Second Follow-up Teacher Interview
I asked Juliana to comment on the progress the students had made in the weeks since
my first visit:
All three are making progress with both their English and
computer skills. I have set aside some of their recent work to show you.
Sofiya still seems a bit slow in warming up to the new skills that are
introduced in each class. She struggles through the handouts, and
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sometimes seems to misunderstand what is expected of her. However,
Sofiya has made wonderful progress with her writing skills. She seems to
write more in this class than she ever did in the integrated skills class. I
can’t say for sure, but maybe she has more time to think when she types
her assignments than when she hand writes them. I kept a copy of a
short summary she wrote for a paraphrasing activity. I was very
encouraged, since she did not attempt to cut and paste the entire article
from the Internet as so many students do. You can see she put
tremendous effort into using her own words, her existing vocabulary to
paraphrase the information:

World War Two in Europe
The Reichstag burns in city Berlin in February 1933. This helps
Adolph Hitler becomes Chancellor of Germany. Hitler rise fast. Nazi
party gives Hitler all power. He is Dictator of Germany. Hitler has a
Dream he will conquer all World. Nazis open Dacha concentration
camp. The best people are sending in concentration camp. Nazis
burn books in Germany and destroy Jews, intellectual’s people,
patriots. Hitler creature the Army and begin prepare the War.
Adolph Hitler becomes Fuhrer of Germany in 1934.
- Excerpt from Sofiya’s Paraphrasing Essay, Completed as a Word Document

As you might have noticed, Faina continues with her strategy of
helplessness. The last question she asked was the real kicker. She has
been saving documents onto her floppy for nearly two semesters, now.
Sometimes I just don’t understand her. She’s like another person in this
class.
Don’t let Faina fool you! She has excellent learning strategies that
she consistently employs. When she does finally finish her work, it is of
good quality! I am very confident that she will continue to practice and
develop her technology skills, especially anything having to do with
graphics. She is very fond of designing attractive documents and
presentations. Ever since we first started using the Word toolbar, Faina
has had a ball. She loved working with the various font styles and colors.
She has a wonderful sense of graphic design. Just take a look at her
work from today:
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Frank Sinatra
• Frank Sinatra was a
very great and
important American
entertainer

• He was a singer

• He was an actor

Childhood
• Born December 12, 1915
• Frank was the only child
of a firefighter and
housewife
• His parents wanted him to
be a Civil Engineer.

- Excerpt from Faina’s PowerPoint Presentation

Youth
• Frank attended Demarest High
School and participated in all
sports.
• He hated mathematics!

Singing Career
• At 15 he decided he
would follow in the
footsteps of his idol, Bing
Crosby.

• His first job was a newspaper
boy. He then was promoted to
a copy boy.

• In 1935 he entered and
won a radio contest as
part of a group called “the
Hoboken Four.”

• He wanted to be a reporter,
but the editor told him that
copy boys "don't become
reporters.”

• His first recording was
“All or Nothing,” recorded
in 1939.

- Excerpt from Faina’s PowerPoint Presentation
Matvey is continuing to plug along! He still prefers to work
independently. Although he often takes longer than many of the other
students to complete his work, he still finishes it and gets it all in on time.
He did miss some school last month. His heart has been giving him
trouble. He missed one computer class. Sofiya attended and made sure
that he received the handouts.
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He still prefers to turn in simpler samples of his work such as this
Word document he created when learning how to import texts and
graphics from the Internet:

Matvey
ESL 075

Подосиновик Mushroom
- Sample from Matvey’s first Internet Text/Graphics Importing Activity, Completed as a Word Document

Matvey continues to worry about the quality of his work. He does
not want to make mistakes. His paraphrasing activity was a complete
disaster. We were integrating multiple computer functions while focusing
on paraphrasing information we had found on the Internet in a project a
few weeks ago. I don’t know how many times I explained to Matvey that
he had to put the information into his own words and that process, in turn,
would help him develop greater vocabulary and fluency in his application
of English. He insisted that his English wasn’t ‘good enough’ and ended
up turning in this unedited version of his project:
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Background: A failed 1916 Easter Monday Rebellion touched off several years of guerrilla warfare that in 1921 resulted in
independence from the UK for the 26 southern counties; the six northern counties (Ulster) remained part of Great Britain.
In 1948 Ireland withdrew from the British Commonwealth; it joined the European Community in 1973. Irish governments
have sought the peaceful unification of Ireland and have cooperated with Britain against terrorist groups. A peace
settlement for Northern Ireland, known as the Good Friday Agreement and approved in 1998, is currently being
implemented.
Location: Western Europe, occupying five-sixths of the island of Ireland in the North Atlantic Ocean, west of Great Britain.
Area: Total: 70,280 sq km, water: 1,390 sq km, land: 68,890 sq km. Area - comparative: Slightly larger than West Virginia.
Land boundaries: Total: 360 km, border countries: UK 360 km. Coastline: 1,448 km.
Climate and Terrain: Climate: Temperate maritime; modified by North Atlantic Current; mild winters, cool summers;
consistently humid; overcast about half the time. Terrain: Mostly level to rolling interior plain surrounded by rugged hills
and low mountains; sea cliffs on west coast.
Government: Government type: Republic. Capital: Dublin. Independence: 6 December 1921 (from UK by treaty).
Population: 3,883,159. Ethnic groups: Celtic, English. Religions: Roman Catholic 91.6%, Church of Ireland 2.5%, other
5.9%. Languages: English is the language generally used, Irish (Gaelic) spoken mainly in areas located along the western
seaboard.
Economy overview: Ireland is a small, modern, trade-dependent economy
with growth averaging a robust 9% in 1995-2001. Agriculture, once the most
important sector, is now dwarfed by industry, which accounts for 38% of GDP,
about 80% of exports, and employs 28% of the labor force. Although exports
remain the primary engine for Ireland's robust growth, the economy is also
benefiting from a rise in consumer spending and recovery in both
construction and business investment. Over the past decade, the Irish
government has implemented a series of national economic programs
designed to curb inflation, reduce government spending, increase labor force
skills, and promote foreign investment. Ireland joined in launching the euro
currency system in January 1999 along with 10 other EU nations. T GDP composition by sector: Agriculture: 4%, industry: 38%. services: 58%.
The Durham Rangers
(national Ireland
song).

Track 03.mp3
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I do believe that each of these three students have learned a great
many computer skills that they will continue to use to access ESL practice
websites and learning opportunities on the web. Each of them have
access to computers, Faina owns a Dell that she bought last semester.
Matvey and Sofiya have access to computers in their apartment complex.
I have seen all three finish their school assignments and surf the web
looking for information of their own choosing. I think having enrolled in
this class really might affect lasting changes in each of their lives.
Tutoring Sessions
Over the course of the past 12 weeks, I have spent time working with all three student
participants twice a month, helping them with their developing computer skills, and trying to
answer any specific questions they might have had. I always met with Faina separately from
Matvey and Sofiya, due to our diverse schedules. By working with the students, I was hoping to
gain some insights into the learning strategies used by each participant in the development of
their technological skills as they face learning unfamiliar material and skills in a second
language.
According to Ms. Avina, the instructor for the participants’ computer class, the skills
taught through the class curriculum are carefully scaffolded to support student learning. Based
on Vygotsky’s zone of proximal development, the curriculum systematically introduces and
reinforces skills and concepts, based first on the prior knowledge with which students enter the
class. The curriculum continues to expand on the skills the students have developed, gradually
broadening their knowledge and abilities.
Faina
One tutoring session took place during the week of March 28, when Faina and I met at
my house to practice on the computer. The previous Thursday, she had taken her computer
class midterm, and was very excited about sharing her experiences, which were recorded and
transcribed:
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Question: So what’s happening in your computer class? What have you been
doing in Juliana’s class lately?
A: You know,
B: so I was
C: ...uh (unintelligible)
D: I...was so enjoyed the last test
E: You know...I could do it.
F: Uh...
Question: What was your teacher asking you to do?
G: So, this is about the Easter. But, we need to find different website.
H: We need to use it.
I: We need to answer...to find the answer.
J: And you know, and we find, and
K: I uh...
L: Before...before...I, I would take (clears throat)
M: Uh...For example, I have found the first answer... in the dictionary...you know, for
example
(Both participant and interviewer laugh)
N: and I would do from the very beginning.
O: but now I don’t (emphasized with wonderment) do this.
P: What I do is only to, um... change the word and defined in the dictionary again.
Q: And so I did this so (emphasized with wonderment) quickly
R: and I thought, “Oh, thanks God, I have done everything.
S: Then, the question’s about the Easter
T: you know, the historical, um, questions...this, this is the history,
U: and we have find, have found the website
V: about the holidays,
W: and we have find the answers, step by step,
X: and it was (chuckles) wonderful! And...
Question: So it was like a game?
Y: It was a game.
Z: But for me it was not a game.... (Both participant and interviewer laugh)
AA: That is
BB: that was on the...
CC: Without any panic attack!
DD: But what relief, you know... and I was done.
EE: I have done.
FF: Perhaps there are, there are, uh, some mistakes there, but never mind,
GG: I have done it
HH: and I, give... give in my test...
II: my list, before the other
JJ: before many other students...
Oh, Faina...!
LL: Yes! That was something.
According to Faina’s description, she uses two distinctly different strategies. The first,
described in line P, “What I do is only to, um... change the word and defined in the dictionary
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again,” demonstrates that she has learned to quickly utilize the dictionary to find “key words” to
launch her Web Search on a search engine. The second, described in lines U through W,
“...and we have find, have found the website about the holidays, and we have find the answers,
step by step,” explain the use of a systematic approach to locate information on the Internet.
Finally, lines FF and GG, “Perhaps there are, there are, uh, some mistakes there, but never
mind, I have done it, provide an additional snippet of insight into small adaptations Faina seems
to be making in her approach to the learning process. They indicate that the perfection she had,
at one time in her life, consistently pursued in her academic progression is very practically being
delayed as she accepts that her work is “good enough” for her.
During tutoring sessions, Faina often exhibited confusion surrounding multi-step
processes:
MM: But what about yesterday,
NN: yesterday I don’t know how to... (sounding distressed)
OO: I try, I tried this way, that way,
PP: perhaps you will show me how to do it
QQ: this little, small thing, which, uh, when we, um...
RR: ...typing, when we are typing,
SS: it goes, goes, goes (motions up and down with her index finger)
TT: and then we need to go on the other line, you know? On the other line.
Oh, the cursor? You’re talking about the cursor!
UU: The cursor...the cursor, I had forgotten.
VV: um...The cursor, it did...didn’t (emphasized) go.
WW: I know how to do left, right, in the center.
What was it doing?
XX: Ye, (unfinished word) this cursor, um, went o(unfinished word) with the um, the
written words, yes?
YY: All, um...It go, went there, there, there (motioning with finger) an (unfinished word)
ZZ: uh, uh, uh, and the directions, you know,
AAA: ...but not where I wanted to go. You know, it...to go, you know.
BBB: and, oh, I suffer greatly
CCC: I suppose I sit about three hours there
DDD: and at last I gave up...I don’t know...
Did you try moving it with the mouse?
EEE: Yeah, I....with the mouse? Yes, with the mouse,
FFF: I tried, and it goes, but, it went, but
GGG: then, it went somewhere else,
HHH: you know, I can’t understand. A problem...
Well, we can use my computer and try to figure it out.
III:
This is my problem, then,
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JJJ: for example, my documents
KKK: I, uh, have got many researches there,
LLL: and, uh, everything is saved. Yes?
Uh huh.
MMM: then I wanted to look at my, uh, fold (unfinished word) research
NNN: what it is in my documents at my files
OOO: but... I don’t know... how to, um, open it...to see,
PPP: because every time there are pictures I took, usually I took Google’s images and
the text,
QQQ: you know, but I can’t do it...I couldn’t do it
RRR: this is the second question yesterday, you know
SSS: so, and uh, everything is about my city where I was born
TTT: about the things there...
Question: Oh, you are doing research projects...on St. Petersburg?
UUU:
Yes, research, they were some of them...
VVV:
the public library, the cathedral, the, um, squares, you know...
Um hmm.
WWW: and I have done it...pictures and, um... text, the text. (Nodding)
XXX:
but, um, I couldn’t find the text
YYY:
then I recollected, perhaps I needed to, um, button...to click twice,
ZZZ:
not once, but twice, ...one, two...perhaps, so, you know, and...
Did it work?
AAAA: I have...I have remembered when, in my dream, when I was in my bed!
(laughing)
Oh... (chuckling)
BBBB: You know, I don’t know.
CCCC: I know how to get rid of some... undesirable material,
DDDD: typing, typing, typing, then (motions with index finger) delete.
Well, let’s see if we can figure it out. (Move to the computer) Tell me again, what
were you doing?
FFFF: Doing?
GGGG: I look.. I looked in my documents
HHHH: there are listed many researches, see, (Motioning to the document icons on the
desktop.)
IIII:
and I want to look at my research, but I cannot.
JJJJ: There is research on Bill Clinton...remember?...
KKKK: he is so handsome!
LLLL: But, I cannot look.
What did you do?
MMMM: I point...uh, I click,..
NNNN: but nothing...
Show me. (Participant goes through the steps.)
OK. Try to right click this time. On the pull-down menu, click on open. Good, OK!
(The document opens.)
OOOO: Ah.....!
Sometimes the software will respond to the menu faster than the shortcut double
click.
PPPP:
I will write. (Participant writes down the steps.)
QQQQ: Place cursor, uh, here....uh, on document, and .... right click, um, one time...
RRRR: Click “open...”
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Very Good!
SSSS:
But, now my second problem...
Right, moving the cursor. What was the cursor doing?
TTTT:
It went (moving index finger)
OK. Open a new word document and let’s see. (Participant opens document.)
Was the cursor moving like this? (Participant nods.) We call this “blinking,” on,
off, on, off.
UUUU: Yes, blinking.
We could use another word for blinking... “flashing,” on, off, on, off...
VVVV:
Ah...yes, flashing.
WWWW: It was, uh, flashing on, off, on...
XXXX:
But, it did not....move. It ...
YYYY:
um...The cursor, it...didn’t (emphasized) go.
ZZZZ:
Just blink, blink, blink. (Motions with index finger.)
Let me show you something. (Moving to the keyboard and typing.) We can’t move
the cursor beyond where it has been. We have to hit “enter” to open up new
lines...then we can move the cursor back and forth. See? (Shows participant.)
AAAAA: But it would not move....up, center, left, ummmmm.
Did you try to use the mouse to move the cursor?
BBBBB: Oh, yes...but nothing.
Did you try the arrow keys?
CCCCC: What keys?
The arrow keys, over here? (Points.)
DDDDD: But no....I do not know those keys.
OK. In that case, you might have accidentally pressed a button that disengaged
the cursor.
EEEEE: Oh, no....I don’t think so.
It’s OK...I do that all the time. When the cursor does not respond, this is what you
can do. First, save the document. Close it, then restart the computer. This will
automatically re-set the default settings.
FFFFF: Show me, please, how you do.
GGGGG: OK, but watch closely, because you will need to show me the steps when
we’re done.
HHHHH: Oh....(giggles.)
It’s OK. It’s easy. First, go to file...save. (Saves document.) Second, file...close.
(Closes document.) Third, come down to “start” and click. When the menu
appears, click on “turn off the computer.” Finally, this little pop-up menu will
appear. Click on “restart,” and the computer will do the rest for you. (Computer
restarts.)
IIIII:
OK. Now I try.
JJJJJ:
First, I save.
KKKKK: Then, I close.
LLLLL:
Um...now....I don’t know.
Start.
MMMMM: Oh, yes, of course....start....
NNNNN: (Reads) Log off...turn off computer.
OOOOO: Yes, turn off computer. (Clicks.)
PPPPP: Ummm...now, “restart.” OK?
Great!
QQQQQ: I will write. (Writes steps down.)
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Good?
RRRRR: Good!
In lines MMM through RRR, Faina describes her inability to open documents saved in
“my documents” on her computer. In line OOO, Faina states, “but... I don’t know... how to, um,
open it...to see...” She expresses her frustration and feelings of helplessness in lines BBB
through DDD, “and, oh, I suffer greatly, I suppose I sit about three hours there and at last I gave
up...I don’t know...”
Sofiya and Matvey
Another tutoring session took place during the week of March 7, when Sofiya, Matvey,
and I met at the Language Lab to practice on the computers. On that day, I discovered the key
to Sofiya and Matvey’s success in the computer class:
Question: So what’s happening in your computer class? What have you been
doing in Juliana’s class lately?
Sofia A: Dah, yes, in computer class
Sofia B: Julie show all (unintelligible) to copy, to paste all things,
Sofia C: words, picture, map, all things
Sofia D: is very, very hard
Sofia E: Как сказать? Step by step, all student must do things...
Sofia F: must do steps.
Question: So can you do that? Can you do all the steps? What can I help you
with?
Matvey A: Is OK.
Matvey B: Juliana show in class steps,
Matvey C: give paper Juliana, show steps
Matvey D: give paper son, Rostyslav
Matvey E: Rostyslav show on computer him
Matvey F: steps. Ros help we study.
Question: You mean that Ros is teaching you at home?
Matvey G: Dah,
Matvey H: good boy, smart boy
Matvey I: computer is good with Ros
Question: Does he help you, too, Sofiya?
Sofia G: oh... yes, Rostyslav help
Sofia H: big very, very help
Sofia I: all time say he
Sofia J: “I help.”
Question: What kind of things does Ros teach you?
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Sofia K: All things
Sofia L: Matvey, I very, very old
Sofia M: no fast,
Sofia N: no time enough class
Sofia O: so, all time, Ros help.
Question: That’s great! You two are very lucky to have Ros! Please tell me how
you practice when Ros works with you.
Sofia P: Go us apartment Ros.
Sofia Q: Sit, Matvey, Rostyslav, I
Sofia R: Rostyslav talk, no fast,
Sofia S: show all step
Sofia T: one time, two time, three time (shrugging her shoulders) more.
Matvey J: Dah,
Matvey K: First, Ros show me, Sofiya
Matvey L: after, practice, step by step,
Matvey M: again, again
Sofia U: Good boy,
Sofia V: he patience
Matvey N: (Nodding) Dah...
Sofia W: him, all time, explain,
Sofia X: him very, very good.
Sofia Y: sit here (motioning alongside of herself) stay much time
Sofia Z: long, long practice
Sofia AA: Help learn...is good.
Question: I am so happy Ros is helping you both. Do you have any questions for
me? What can I help you with today.
Sofia BB: (To Matvey) Что мы должны спросить ее?
Matvey O: Мы могли спросить о ключевых словах.
Sofia CC: Я не знаю. Я думаю, что слишком трудно.
Sofia DD: I want practice Google search.
Matvey P: Ahk...(not appearing to be very happy)
Sofia EE: Matvey no want practice
Sofia FF: Как сказать? Key words very, very hard
Sofia GG: mine problem, key words.
Question: I know a website (library.albany.edu/internet/boolean.html) It explains
the logic behind key words we use with search engines. Shall we begin?
Sofiya and Matvey utilized a very old, but reliable, learning strategy...they had found a
tutor...a private tutor who spoke fluent Russian, no less! Rostyslav, who took the computer
class right after graduating from high school two years ago, is a pro. His teacher says that she
thinks she actually learned more about computers from Ros than he did from her! The
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confidence exhibited by both siblings in completing their in-class assignments throughout the
semester was strongly supported by their out-of-class learning experiences.
In lines Sofia S and T, Sofiya hints at yet another learning strategy, “show all step, one
time, two time, three time (shrugging her shoulders) more.” They recognize the benefit of
repetition. Repeated review of the material by someone who helps them through at their own
pace has helped each of the siblings to be more comfortable with the material.
A third learning strategy is suggested by Matvey in lines Matvey L and M, “after,
practice, step by step, again, again.” The old adage, Практика делает совершенным,
“practice makes perfect” is not lost upon these two students.

ANALYSIS and DISCUSSION
After working with my co-participants in this project for much of the semester, the piles of
data were collecting. My desk and computer files began filling with field notes and tapes from
tutoring sessions and classroom observations, not to mention journal entries detailing many
conversations. I couldn’t imagine processing through all the information...I wasn’t even sure
what to look for. However, after hearing Satoko Siegel (2005) describing how she “mined” her
data to discern themes that were repeated by the people with whom she was working, I began
to understand the process I would need to follow in order to make sense of it all.
Fortunately, I read a chapter by Dana and Yendol-Sylva (2003) that suggested a
systematic, four-step process to data analysis that included coding and memoing. The four
steps suggested by the authors were description, sense making, interpretation, and implication
drawing. I utilized the process as a guide to wade through the “piles of notes” and to
systematically examine the data I had collected.
Description
The data analysis process I followed began with the organization of my data
chronologically, according to when it was collected. I believed this was important since my co-
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participants and I were, at first, less comfortable with each other and more formal in our
interactions than we were as the semester drew to an end. After arranging the data
chronologically, I began to read all of the notes and to listen to the audio tapes. I soon realized
that as a visual learner, I would have to transcribe all of the recorded interactions in order to
better process that information. I was glad that we had decided to limit the recordings early on,
for transcription was a nightmare! After reading, re-reading, and contemplating the data over
the course of several days, trying to comprehend what I actually had, I began the description
phase of the process. I described the participants and told a little bit about their life stories. I
described the educational setting that has brought us all together. I described their teacher. I
then described the various interactions we had together.
Sense Making
My next step was to try to make sense of it all. I went back to reading...not only the
data, but the descriptions of the data, this time looking for patterns as well as data that tended to
stand out from the rest. I began highlighting with different colors portions of the data that
seemed to fall under three general mindsets; optimism, pessimism, and neutral. From that
point, I sought to identify and code emerging themes under each of the three categories. The
themes that were echoed by all three of the participants included age, living in the U.S., feelings
of inferiority or isolation due to limited English proficiency, health, their lives, family, and of
course, learning. When I revisited the initial thematic organization, I decided that the data would
be better reflected if the three mindset categories were removed. After more scrutiny, I merged,
expanded, and reorganized some of the themes. Three new categories were identified to help
organize the revamped themes. I was finally satisfied after identifying eleven themes that were
present throughout the data. These included:
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LIFE

FEELINGS

LEARNING
Literacy Development

Anxiety

Effect of Age & Health on Learning

Reconciliation to Present Life
Situation
Isolation
Family

Desire to Expand Learning
Opportunities Beyond English Skills
Hope

Life Experiences

Gratitude

Development
Life-long Learning

The arrows represent the inter-relationships reflected between the themes in the data.
There were also themes that emerged from the data that reflected the participants
individually rather than collectively, however, I chose to omit those themes from this discussion,
opting instead to focus on common themes shared by all three.
Interpretation
Next, I began the exhausting process of interpretation, beginning by revisiting my initial
wondering. I wondered how Faina, Matvey, and Sofiya utilized pre-existing personal learning
strategies to help themselves learn English. I examined the themes and realized, upon
reflection, that none I had identified could provide an answer to my wondering. That is, quite
simply, because the data never revealed an answer. Instead, the question changed during the
data collection phase of this project. I realized that the three participants were using a variety of
learning strategies in their computer class, but none were expressly utilized for language
development. I then modified the question to ask, “What learning strategies are these students
employing to make progress in their content-based class? Are these strategies supporting their
success in the class?”
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As discussed under the Tutoring Sessions section of the paper, I learned from the data
that the three participant students are utilizing multiple learning strategies that are helping them
to progress successfully through their computer-skills classes.
The data collection phase generated more curiosity as I learned of the life experiences
of each participant. A question that burned inside me was, “What would it be like, as a senior
citizen, to completely walk away from the life you have built and start over in a new country and
a new culture knowing you will never again be able to return to your former life?”
The themes generated by the data provided some insight in response to this rather
complex second question. I learned that walking away from a life that it took a lifetime to build is
not easy, and many factors, including family and life experiences, work together to cause a
senior citizen to make such a radical change. In addition, the resulting situation of being a
“stranger in a strange land” is reflected in the eleven themes emerging from the data. For these
students, the radical change has brought about mixed feelings of frustration, anxiety, hope, and
gratitude. The change also caused them to pursue institutional learning opportunities at a nontraditional age, and has awakened a desire to gain even more knowledge than their life
experiences have provided. They have faced the issue of literacy development within new
cultural and linguistic contexts, and have drawn upon years of tenacity to adapt and adopt
learning strategies to help facilitate the development of new literacies and discourses. Finally,
the three participants’ life-altering decisions have forced them to reconcile their present
situations with their pasts. It is clear to me that it would be quite difficult, challenging, scary,
exciting, and rewarding to follow through on such a difficult decision.
A final question emerged from the data, but this one was not generated by me or the
student-participants. Instead, it rose from the first conversation I had with the computer course
instructor, Juliana Avina. Juliana commented that it would be beneficial to “understand the
experiences, attitudes, and expectations these students bring to the college in order to better
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meet their needs within the ESL classroom.” I thought about her comment and realized that the
themes actually do offer some insight into Ms. Avina’s wondering.
The final question, “What are some of the experiences, attitudes, and expectations the
students bring to the college with them that instructors should understand and be aware of?” is
also informed by the themes that have emerged from the data. The students bring to the
college a lifetime of experiences, a variety of attitudes, and some very specific expectations
about their learning, as reflected through their own words in the next section.
Analysis of Recurring Themes: Life
Reconciliation to Present Situation
“And now I know what it is like, here, on the other side...not good, not
bad, just different.” Faina
“...but now, we here, new country, new life. All must again start over for
new life.” Matvey
“You remember I told you that I wasn’t lucky with every teacher at college,
but I don’t want to focus on negative. My life here is good. I have
opportunities, I have a new life, thanks God.” Faina
“I here now (shrugging) this my life. Maybe I live, maybe I dead, no is
important. Is important study. Is important have complete life.”
Sofiya
Family
“I wasn’t happy in my marriage and after 19 years of marriage, we were
divorced. Now we sometimes speak over the phone about our
children and grandchildren. He is in Russia still.” Faina
“My beautiful mother was died soon but Immigration say I must came
now. I no want leave. I love her. But, mine mother no know. Mine
mother no wake. Nurse say she know never.” Sofiya
“My father say me take care mother. Take care house. Take care Sofiya.
All time work. I work, make little bit money, give mother. Work
garden, grow vegetables to family.” Matvey
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“Mine son, (showing another photo of a strapping young man with a
freshly caught fish) mine Petar.” Died of Chornobyl (beginning to
weep) Chornobyl taked mine Petar.” Sofiya
Life Experiences
“To teach English, to give knowledge, to communicate with students
(especially small children) - that was my life.” Faina
“We evacuated from Chernigov in August 1941. We drove long time.
The children could not go to school. We didn’t have food and clothes.
Many years passed but I could not forgot the War, the waiting the
letter from our father.” Sofiya
“Ravim say Matvey, ‘No stay Ukraine. No is safe. Go United State.
Valentina safe. Rostyslav young, better life. You, me old, no safe
Ukraine.’” Matvey
“Mine son, mine Petar.” Died of Chornobyl, Chornobyl taked mine Petar.”
Sofiya
Recurring Themes: Feelings
Anxiety
“I know what I want say, but I all time don’t have words.” Matvey
“It is embarrassing to make mistake. Sometimes people think I am not
smart, maybe they think I am ignorant. This is not true. Sometimes I
do not say what is in my mind if I am not sure of words, the words.”
Faina
“All time is hard. Teacher say me, talk. Go in small group, Sofiya. Talk
with other students. Mine English no good. Other students, theirs
English good.”
Isolation
“No English, is alone.” Matvey
“When no speak the English, I very lone.” Sofiya
“When I cannot talk, when the persons do not understand, I am so
alone... so alone.” Faina
“All family, friends study English. No want, be not able talk, say idea.”
Matvey
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“When I come United States, I have no friends. My family died. I have
only Matvey.” Sofiya
“I work hard, study, every day. It is my ‘pipe dream’ to speak to all people
like American person, as if I belong.” Faina
Hope
“When I come to United States, is for better life, for family, for children. I
pray better life.” Matvey
“Perhaps one day I will teach again. I study so my English is better and
maybe it will be!” Faina
“Maybe I have new friends. Conchita (a classmate) is friend. I go party
her house. Conchita say I her friend.” Sofiya
“Life in United States is future. My son, he have future. Work hard,
study. Is good job, is good life.” Matvey
Gratitude
“Thanks God. Thanks God for my teacher. My teacher is patient, my
teacher is kind. Some other teachers, no, but my teacher I say ‘Thank
you, God.’” Faina
“My brother he send me come to United State. In United State, I have
family, here, future.” Sofiya
“My doctors saved my life, and my teachers helped to return my
personality.” Faina
“Jewish Family Service take care my family. Give apartment. Give food.
Give clothes. Very good, very good people.” Matvey
“Mine teacher, mine favorite teacher, I love. Mine teacher kind, patient,
help learn.” Sofiya
Recurring Themes: Learning
Literacy Development
“My parents didn’t read to me. My mother had no time for reading. My
father lived separately and he was never concerned about my
education. I began to read at school... It was a pleasant feeling to
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read and to learn about the world. I liked to read very much. We
had very good books at home. “

Faina

“Before war, mine father said stories from book. We very, very like. I go
school, little, little girl. I very, very like school. Like learn. But
after evacuate, no books, no time read, no time play. All time,
work, work. No time school. Is time very, very bad.” Sofiya
”Work many years. Many, many years past, then, I go school. I study. I
learn very fast. I read, I write. I smart man. Is opportunity very
big.” Matvey
“But, I was lucky again, because my first teacher supported me all the
way. With her, I began to answer the questions, then to make the
sentences, then the stories, and so on.” Faina
“I go bus early, early. I go class very, very early. I go 6:30 morning. I
wait for teacher. I wait learn English. All time students other no
came early. I early. I want study. I learn English.” Sofiya
Effect of Age and Health on Learning
“I’ll try to study Spanish, but I am afraid that I wouldn’t manage it because
of my memory.” Faina
“I think, maybe, I too old learn English. Maybe I learn never.” Matvey
“All people around are young. I, old, (shrugging) too old for study.”
Sofiya
“Last week, no go school. Bad heart, go doctor. Doctor say very sick, no
stress, (laughing) maybe teacher no give computer exam...no so
much stress!” Matvey
“I would like to take classes at college next year. But, of course, it
depends on my health.” Faina
Desire to Expand Learning Opportunities Beyond English Skills Development
“I have met many good people at college. In every class, I have
friends...Mutual understanding and aid united us and made us friends,
although we are from different countries and of different age.” Faina
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“Is good study computer. I learn. No is good study English. Already I
talk...Russian good! No know computer already. Matvey
“If next semester I am able to study, I would like to continue studying
English, perhaps something connected with culture and history. My
dream is to study Spanish. I adore Mexican soap operas on the
channel 10 or 40, with love, passion, and drama. Now, I know many
Spanish words, I can read Spanish.” Faina
“I lucky. In college, meet all people, in college, friends Sofiya. All people
nice. Conchita is mine new friend.” Sofiya
Life-long Learning
“Is bad here, (in the retirement complex) people wait for died. I go
college, I learn. I go, I live.” Matvey
“I think that the computer will complete my life and I wouldn’t feel myself
lonely and miserable old woman when I wouldn’t be able to connect
with world in different ways.” Faina
“I think I use computer OK... heart is bad. But, I alive. With computer, I
learn much...of world, of places, of people. I learn English. Computer
is future.” Matvey
“I go College. I learn. I study. I study English. I learn computer.” Sofiya
The themes reflected through the words of Faina, Sofiya, and Matvey convey volumes.
These are people who have lived long, full lives, set against the dramatic backdrop of history
and human experience. Much of what they say is familiar: family ties, life experiences,
embracing their fates. Some of the feelings they express reflect the disrupted lives they have
lived and the displacement they have experienced. Other feelings reflected in their comments
evidence a youthful optimism in recognizing that there is always a tomorrow.
Each of these individuals are learning to balance themselves between two worlds, the
world of their past and the world of their present: two worlds, two cultures, two languages, two
continents. A common challenge is learning to move between those two worlds as gracefully
and seamlessly as possible. Their strong desire to continue learning and to study new and
different things is tempered with the concern that their age and health issues might negatively
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affect their ability to do so. Gaining competencies in the multiplicity of discourses encountered
in new social, cultural, and linguistic contexts is facilitated with their abilities to utilize learning
strategies, new and old, that help them to meet their learning goals.
Implication Drawing
As Gee (1993) suggests, individuals are the “meeting points” of many, sometimes
conflicting, socially and historically defined discourses. (p. 23) The participants in this study
have allowed me to put a face and voice to these “meeting points.
What is the relevance of this description of Faina, Sofiya, and Matvey to the support of
aging community college immigrant and refugee students in their pursuit of gaining cultural,
linguistic, and content-specific competencies? The data indicate that these three students have
independently identified and applied learning strategies that support their own success in
striving to meet personal goals. This might suggest, in response to Ms. Avina’s wondering, that
these students may not need to be identified as members of a “special needs” group and
accommodated to meet specific learning needs exhibited by group members. Instead, the data
may actually suggest that people like Faina, Sofiya, and Matvey bring to the community college
classroom lifetimes of experience negotiating meaning, processing information, and learning,
People like Faina, Sofiya, and Matvey exhibit an ability to draw on their multiplicity of literacies
in navigating educational institutions and learning experiences from which they draw existing
learning strategies as well as the ability to create and adapt new learning strategies to a variety
of learning situations.
The portrait that has emerged from the data suggests that the unique, life altering event
of immigrating to a new country as a displaced refugee at an advanced age carries with it
unique experiences, emotions, and learning challenges. These aspects could be acknowledged
and addressed directly by community college instructors demonstrating respect, compassion,
admiration, patience, and high expectations for the students, who are in the process of
reinventing their lives, as well as motivation to improve curriculum and delivery, while mindfully
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offering the full range of their skills and expertise to support the learning goals of each
individual.
The focus college’s mission is to develop its community through learning by meeting the
diverse educational needs of the community while supporting individual learning styles, career
goals, and lifelong learning. Many other community colleges share similar goals and values
when addressing the needs of the communities they support. Keeping this type of mission in
mind, this description may additionally serve as a reminder that although they may represent the
epitome of “non-traditional” students in their experiential, cultural, social, economic, and
academic backgrounds, Faina, Sofiya, and Matvey do reflect a significant portion of the
community that the college serves and is dedicated to supporting. In order to support the
learning of people like the participants of this study, the portrait that has emerged from the data
suggests that instructors could benefit by developing a deeper awareness of their students,
valuing their individuality and life experiences, understanding their goals, and affirming their
presence in the learning community as a valuable and valued asset, as is reflected in Juliana
Avina’s classroom.
This particular project, although providing me with new insights and understandings
concerning three students, has left me wondering more about the people served, or not served,
by community colleges. As it turns out, this case study described three successful college
students who happened to exhibit cultural, linguistic, and experiential commonalities. I am left
to wonder about those students who are unsuccessful, and disappear without a trace during
each semester. Who are they? Why do they fail to persevere? Where do they go? Does noncompletion of courses and programs impact the lives of these students, and if so, how?
In addition, I wonder about other ESL students who are loosely identified as belonging to
“subgroups” by their peers and instructors. How are their life and learning experiences similar
to and different from the participants in this study? What attitudes and emotions do they bring
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with them to the college? How do they address learning situations and challenges in English
skills and content classes?
Hopefully, Faina, Sofiya, and Matvey have offered some insights that will intrigue other
community college instructors as they have me. I am sincerely grateful for their support,
cooperation, and invaluable assistance with this project.
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The average reading scores for 17-year-old African Americans are almost equal to those of 13year-old European-Americans (Hoff, 2000). Under-performance of African American students
has been debated and analyzed from many perspectives, and the issues remain unsettled.
Arguments centered on African Americans’ achievement often blame students, their families,
communities, and/or socio economic status for assumed lack of ability, interest, and motivation.
Studies continuously cite under-performance as the problem when in fact it is only a symptom.
Constant misplacements of blame fill the pages of books and journals while “the question of
‘why’ remains unanswered” (Gay, 2000, p. 16). Until educators identify the learning process
variables within the classroom domain that interfere with students’ performance, obstacles to
achievement will persist. Investigating within-group variability of literacy achievement, often
masked in performance “averages” across ethnic groups, could bring us closer to practical
information that will uncover issues related to social experiences and linguistic background
which affect achievement (Gay, 2000). In literacy instruction, the content of the texts often
conveys cultural orientation through language, values, practices, beliefs, and styles that are
specific to a cultural group or subgroup. By analyzing the prior knowledge of economically and
academically diverse group of African American students, this study will explore the relationship
between cultural orientation of literature and reading comprehension to determine its’ effect on
low, mid and high level readers.
The role that prior knowledge plays in the text comprehension is often downplayed. For
example, Put Reading First: The Research Building Blocks for Teaching Children to Read
(2003), a publication with a link found on the National Reading Panel website that was
developed by the Center for the Improvement of Early Reading Achievement (CIERA) and
funded by the National Institute for Literacy (NIFL) through the Educational Research and
Development Centers Program, U.S. Department of Education reported that the following six
strategies had a firm scientific basis for improving text comprehension: Monitoring
comprehension, Using graphic and semantic organizers, Answering questions, Generating
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questions, Recognizing story structure, and Summarizing (Armbruster and Osborn, 2003). They
stated that making use of prior knowledge, as described below, has received some support from
research and that teachers may want to consider them for use in your classroom.
Making use of prior knowledge. Good readers draw on prior
knowledge and experience to help them understand what they are
reading. You can help your students make use of their prior
knowledge to improve their comprehension. Before your students
read, preview the text with them. As part of previewing, ask the
students what they already know about the content of the selection
(for example, the topic, the concept, or the time period). Ask them
what they know about the author and what text structure he or she
is likely to use. Discuss the important vocabulary used in the text.
Show students some pictures or diagrams to prepare them for what
they are about to read (Armbruster and Osborn, 2003, p. 55).
If the research community continues to disregard the supportive aspects of prior knowledge in
reading comprehension we will continue to do a disservice to teachers and students.
The importance of exploring the role that prior knowledge plays in text comprehension is
especially vital to disenfranchised students of color. This investigation found that prior
knowledge not only plays a supportive role in the reading comprehension process for African
American students, but it also has a leveraging effect for readers at different achievement levels.
Considering the cultural load of many texts used in the classroom, this study of culturally-bound
prior knowledge expands the current research conversation by examining distinct types of
background knowledge.
To say that the American educational system was not constructed with African American
experiences in mind would be a gross understatement. American schools, their academic
activities, structures, and materials primarily reflect social, historical and cultural traditions of a
white, middle-class mainstream. You could argue that students whose experiences do not relate
to the cultural norms reinforced in most American classrooms are at an academic disadvantage in
traditional public schools. Literacy instruction is an academic realm in which the content often
conveys cultural orientation through language, values, meaning, beliefs, style rituals, and
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preference. The central aim of this study is to determine whether reading comprehension
improves among low-performing African American students when they are taught with
culturally relevant texts.
The work of Irvine (1990), Lee (1003), Ladson-Billings (1994), and Pewewardy (1994)
demonstrate the importance of cultural synchronization, modeling, and relevance. The
philosophical groundings of culturally relevant teaching, Afrocentric and Multicultural education
lay the foundation for the concept that when students learn about themselves, the history and
relevance of their social group, or when they are taught in ways that are familiar to them, it will
influence their academic performance. Research has also linked the language used by specific
social groups to their educational outcomes and classroom experiences (Cazden, John, & Hymes,
1985; Cazden, 1972, 1981, 1988; Cazden, John, & Hymes, 1972; Hall & Guthrie, 1979; Koch,
1996; Minami, 1998; Minami & Ovando, 1995; Perry & Delpit, 1998; Smitherman, 1998, 2000;
van Keulen, Weddington, & DeBose, 1998). The language used in reading texts and the prior
knowledge that students bring to the text influence academic outcomes such as comprehension.
While the connections between the cultural congruence of academic experiences and educational
outcomes have been implied, little empirical research has been provided to prove the
relationship.
Purpose of the study
Previous research has identified sociocultural factors as influential in the processes,
content, interactions and perceptions of the classroom (Banks & Banks, 1995; Pai & Adler,
1997; Ruddell, Ruddell, & Singer, 1994). Research in the areas of multicultural education,
cognition, educational anthropology, and cultural psychology has also explored whether
sociocultural factors influence various aspects of the educational process (Allen & Boykin, 1992;
Banks & Banks, 1995; Pai & Adler, 1997). Other studies demonstrate the importance of
cultural synchronization, modeling, and relevance in learning situations (Allen & Boykin, 1992;
Aoki, 1993; Au & Jordan, 1977; Banks & Banks, 1995; Boykin, 1984; Foster, 2000; Gay, 2000;
Irvine, 1990; King, 1995; Ladson-Billings, 1994, 1995a, 1995b; Lee, 1993; Lee, 1992; Mehan,
4

Cultural Support: Prior Knowledge as a Tool for Leveraging Comprehension Performance
Garth McCullough
Lintz, Okamoto, & Wills, 1995; Minami & Ovando, 1995; Nieto, 1999; Pai & Adler, 1997;
Pewewardy, 1994; Wyngaard, 1999; Yokota, 1998). While current research offers support for
incorporating students’ cultural experiences into the classroom, little empirical evidence exists
that demonstrates measurable achievement effects due to culturally relevant materials. To
challenge the view of cultural relevance in education as either unnecessary, controversial, or as a
“feel good” initiative (de Anda, 1997; Schlesinger, 1998), empirical research is needed.
Reading comprehension offers an appropriate measurable outcome variable for this study
because sociocultural influences are believed to affect the comprehension process (Foertsch,
1989; Ruddell, 1994). Traditional research on reading has often focused on the psychological
processes of the individual. Research that is more recent views comprehension as the
construction of the meaning of written communication that results from an “interchange of ideas
between the interpreter and the message in a particular communicative context” (Harris &
Hodges, 1995 p. 39). This process involves social, cultural, and/or historical experiences of the
reader and information provided in the text. It is believed that when the intended content of the
message relates to readers’ experiences they are better able to invoke background knowledge to
construct the intended meaning. For this study, students’ prior knowledge of text content will be
explored to assess its effect on comprehension. Culturally bound prior knowledge, i.e., prior
knowledge that is derived from social practices of a particular community group, will also be
considered. The results will determine if and how reading comprehension is affected when
students interact with culturally relevant texts.
This study specifically focuses on adolescent readers because they are at a crucial stage
in their educational career. Some alarming statistics point to a need to reevaluate literacy
practices for this age group. For instance, the 1998 Reading Report Card produced by the
National Assessment of Educational Progress (Progress, 1999) showed that approximately 40%
of U.S. adolescents have difficulty comprehending specific, factual information and that few
teenagers have gone beyond the basics to advanced reading and writing skills. Fewer than 5% of
the adolescents NAEP assessed could appropriately extend or elaborate the meanings of the
5
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materials they read (Progress, 1999). Studies have shown that adolescents who struggle to read
and learn from their assigned texts at school often demonstrate considerably more literate
behaviors in the everyday world outside of school (Moore, Alvermann, & Hinchman, 2000). It
has been suggested that African American adolescents in low-level reading tracks need to read,
write about, and discuss literature that would help them develop cultural competence (LadsonBillings, 1995b). Culturally and linguistically sensitive instructional materials that bring the
outside world into the classroom could engage these reluctant readers.
In this study, particular aspects of reading comprehension will be analyzed to determine
how culture affects this process of literacy acquisition during the stage of adolescence. The two
research questions that will serve as the foci for the data collection and analysis include:
1. Does reading culturally relevant texts affect the reading comprehension performance of
African American students?
2. Is the effect of cultural relevance different for low-, medium- and high performing
students?

The hypotheses include: (1) Students will have more prior knowledge of the African American
texts; (2) Subjects will comprehend African American texts significantly better than Chinese and
European American texts; (3) Reading culturally relevant texts will have a greater impact on
students’ performing in the mid-range level than on high- or low- performing students.

Rationale for the Present Study
In its most general form, the operating premise of this study is that culture influences
knowledge, beliefs, and values, and that knowledge, beliefs, and values influence comprehension
processes. It is the argument that if students have access to tools that they develop in other
sociocultural contexts when they are reading, their comprehension will increase. In their reading
of culturally relevant text, access to culturally-bound prior knowledge should increase their
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comprehension performance because it will enable them to draw on their own experiences as a
frame of reference for understanding the context and details of the story.

The Tool Kit Analogy: A Sociocultural Approach to Mediated Action
Prior knowledge and language are socially, historically, and culturally constructed tools
that readers use to comprehend text. James Wertsch (1991) melds Vygotsky and Bakhtin’s
research (Bakhtin, 1986; Todorov, 1998; Vygotsky, 1981, 1978) to develop a tool kit analogy
which posits that individuals use the tools they have available to them, such as language and
prior knowledge, to construct meaning, and that, whether tools are classified as technical
(computer) or psychological (sign systems such as human language), they play a role in
mediating human action. Vygotsky’s theory, as stated in “Social Origins of Mental Functioning
in the Individual,” sets the foundation for Wertsch’s framework. Vygotsky asserted that
individuals derive higher mental functioning (thinking, voluntary attention, and logical memory)
from their social life. With the understanding that a person’s social experiences shape their
mental functions, this study will explore the academic implications of students interacting with
text that mirrors their social and cultural experiences. Vygotsky’s theory, which also declares
that tools and signs mediate human action on social and individual planes, will aid in the
investigation of students use of their sociocultural experiences to interpret and comprehend
written text.
Bakhtin’s theory of dialogicality provided Wertsch a focus on the bi-directional
relationship between the text and what readers bring with them while interacting with the text
(Todorov, 1998). Wertsch (1991) contends that mediational means, such as prior knowledge, not
only shape action in essential ways but also “emerge in response to a wide range of social
forces” (p. 34). Thus, students' sociocultural experiences outside of school impact the
mediational means they have access to when involved in literacy tasks. The framework provided
in this theory asks educators to view what students bring from their out-of-school experiences as
tools rather than deficits, in order to enhance learning outcomes. Wertsch’s theory presents a set
7
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of concepts that provide a useful framework for this investigation of the mediational tools
students employ during the reading comprehension process.

Reading Comprehension
I define comprehension, then, as a process in which the reader constructs
meaning while, or after, interacting with text through the combination of prior
knowledge and previous experience, information in text, the stance he or she
takes in relationship to the text, and immediate, remembered, or anticipated
social interactions and communication (Ruddell, 1994, p. 415).

This definition, based on schema, transactional, and sociocultural theoretical perspectives of the
reading process emphasizes the fact that reading comprehension is not a simple process (Beck &
McKeown, 1999). Rather, the complexity of this practice involves interacting subprocesses that
“require decoding accuracy and fluency, access to meanings of the vocabulary used and to
background knowledge relevant to the content, and active engagement with the text” (Beck &
McKeown, 1999, p. 197). The theoretical framework used in this study acknowledges the
contextual and dialogical nature of reading comprehension. Readers’ goals and processes are
influenced by the more general context of the learning environment. Pearson and Raphael
(1989) identify six layers of “factors that influence comprehension, from the broadest context to
the most narrow, including (a) the historical/cultural context, (b) the social context, (c) the
instructional context, (d) the task environment, (e) the text, and (f) the reader” (Pearson &
Raphael, 1989, p. 209). Since each of these factors is embedded in one another, the effects of
the interaction between the text and the reader are of particular interest in this study. The type of
text plays a central role in the thinking required to comprehend a text. Readers’ strategies,
background, vocabulary, and metacognitive knowledge also play a critical part in an interactive
model of reading (Pearson & Raphael, 1989). Since reading is not content free, what a reader
reads makes a difference in how well it is understood (Beck & McKeown, 1999). According to
Ruddell’s definition quoted above, when readers can invoke their schemata, or conceptual
frameworks, the meanings of the words that they already know, their relationship with the text,
8
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and previous social interactions around the word to make sense of the text, they are able to
understand or comprehend. Of the four elements of Ruddell’s definition—prior knowledge,
information available in text, stance in relationship to text, and social interactions and
communications— the first, prior knowledge, will be the focus of this investigation. The
argument driving this study is that when readers interact with literature that relates to their
culture-specific experiences their reading comprehension performance will improve. This
improvement should occur because culturally relevant texts allow readers to access their cultural
knowledge or culture-specific prior knowledge as a psychological tool to understand the intended
meaning of the text.
As indicated above, information already available in the brain, or prior knowledge, is an
important factor in determining how readers process the information available in written text
(Feeley, Wepner, & Willging, 1985). The idea that what one already knows—prior
knowledge—helps individuals understand and learn new information is fairly obvious.
Investigating the effects of this type of knowledge that stems from a reader’s own previous
experiences, permits exploration of learning, interpretation, attention and memory in the reading
comprehension process. Studies conducted by Anderson and Freebody (1981) demonstrate the
importance of prior knowledge and previous experience in the reading process. They illustrate
this point with the example that a person who knows the word mast is likely to have a knowledge
of sailing that enables him or her to construct meaning for We jibed suddenly and the boom
snapped across the cockpit. Students who had no knowledge of sailing and were asked to read
that sentence would be operating without sufficient prior knowledge and thus would be at a
disadvantage.
Bransford (1994) offers the following statement: “Jane decided not to wear her
matching silver necklace, earrings, and belt because she was going to the airport,” to illustrate
the point that this statement requires students’ sufficient background knowledge of airports.
Knowing that airports are a place where planes come and go would not be enough background
knowledge or airport schema to comprehend the statement about Jane. Without knowledge of
9
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metal detectors at airports, a child may misinterpret the character’s motives. These examples
speak to the disadvantages students without specific out-of-classroom experiences often
encounter in everyday classroom reading or on standardized tests.
Reading research accepts the critical role that prior knowledge plays in reading
comprehension (Afflerbach, 1990; Lee, 1993; P. D. Pearson & D.D. Johnson, 1978). Chiesi,
Spilich, and Voss (1979) found that subjects with high knowledge about baseball recalled more
significant information from the text than low-knowledge readers. This same effect was found
with subjects from different religious backgrounds who read passages about particular religious
ceremonies (Lipson, 1983). As the examples above indicate, the relationship between prior
knowledge of content and comprehension has been positively correlated (Anderson & Freebody,
1981; Bransford & Johnson, 1972; Chiesi, Spilich, & Voss, 1979; Voss, Vesonder, & Spilich,
1980). According to these studies, creating an opportunity for students to draw upon their
collective experiences (prior knowledge) is important (Afflerbach, 1990; Foertsch, 1989;
Johnston, 1982; Pearson, 1979).
Schema Theory of Reading Comprehension
The basic premise of the schema theory of reading is that the reader’s organized
knowledge of the world provides much of the basis for comprehending, learning, and
remembering the ideas in texts (Alvarez, 1990; Anderson, 1994; Bransford, 1994; Norris &
Phillips, 1987; Reynolds, Taylor, Steffensen, Shirey, & Anderson, 1981; Rumelhart, 1975).
Schema theorists understand that the act of reading is an interactive process involving
simultaneous analysis at many different levels (written representations, words, meanings,
syntactic, pragmatic, and interpretive) (Alvarez, 1990; Bransford, 1994; Rumelhart, 1975).
Schema theory assumes that as people read, they interpret what a segment of a text might mean
by theorizing about what the print means and generating hypotheses in their minds (Anderson &
Pearson, 1984; Anderson, 1994; Bransford, 1994; Tierney & Pearson, 1986). In the past
comprehension has been thought to consist of “aggregating the meaning of words to form the
meanings of clauses, aggregating the meaning of clauses to form the meaning of sentences,
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aggregating the meanings of sentences to form the meanings of paragraphs, and so on”
(Anderson, 1994, p. 43) Proponents of schema theory declare that words cannot be “added up”
to explain the whole message. Instead, they view “comprehension as a matter of activating or
constructing a schema that provides a coherent explanation of objects and events mentioned in a
discourse” (Anderson, 1994, p. 473). According to this perspective, “knowledge does not consist
simply of an unstructured set of individual facts, but rather of organized, interrelated structures
or schemata” (Nagy & Herman, 1987 p. 28). The hypotheses that a person has about the
meaning of the text is set in the direction of one of the possibility of meanings, often without the
reader’s awareness that an alternative meaning is possible (Anderson, 1994).
According to this theory, a reader comprehends a message when she or he is able to bring
to mind a schema that gives a good account of the objects and events described in the message
(Anderson, 1994). When the mind is involved in meaningful learning, it organizes new materials
into meaningful chunks or slots and relates them to existing cognitive structure in a way that they
will become ‘implanted’ (Ausubel, 1968, p. 76). A classic study by Bransford and Johnson
(1972) illustrated the significance of prior knowledge when they had subjects read paragraphs
that were written so that most people would be unable to construct a schema that would account
for the material. Except for subjects that were shown a drawing that represented the appropriate
context, the subjects were unable to understand or recall most of the text (Bransford & Johnson,
1972). Schema theory argues that when readers are unable to invoke schema that fits, they find
the passage incomprehensible.
Schema theory also acknowledges that often more than one interpretation of a text is
possible. “The schema that will be brought to bear on a text depends upon the reader’s age, sex,
race, religion, nationality, occupation—in short, it depends upon the reader’s culture” (Anderson,
1994). The influence of a reader’s background was illustrated in an experiment completed by
Anderson et al. (1977) who asked subjects to read a passage: Some readers’ understood the
passage to be about an escaping convict, others believed the passage to be about a wrestling
scene. The two groups of subjects (physical education and music education students) read this
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passage and responded to test items designed to measure their interpretation. Scores showed
striking relationships to the subjects’ background (Anderson, 1977). Assigning different
perspectives to readers has also been found to affect their comprehension (Pitchert & Anderson,
1977). These studies illustrate that schema provide a basis for interpreting information.
Readers’ schema also affects their learning and remembering of information and ideas in
the text (Anderson, 1994). Sometimes new information conflicts with the reader’s prior
knowledge and in order to resolve this conflict and accommodate the incongruent information,
readers have to attend to textual cues. (Maria & MacGinitie, 1981). These findings seem to
point out the importance of a readers’ access to psychological tools (e.g., prior knowledge and/or
schema) in their effort to make sense of written text.
In sum, a person’s schema affects his/her interpretation, memory, attention to, and recall
of text. Schema theory views comprehension as a process in which readers’ access to tools
determines their ability to understand and interpret text. An implication of this position is that
when some children appear to have poor comprehension skills the problem may in fact be a lack
of, or failure to activate, prior knowledge that the text presumes. Essentially, schema theory is
based on the prior learning and experience of the reader. According to this theory, the
interaction or transaction between the text and the construction of meaning, which is based on
prior knowledge, make up the comprehension process (Tierney & Pearson, 1986). With this
perspective of the reading process, prior knowledge can be explored as a tool that either helps or
hinders comprehension. The relevance of this discussion of schema theory to this study is the
need to explore comprehension in terms of a mediated action.
Cultural Scripts
Script theory offers one way to conceptualize the relationship between prior knowledge
and cultural experiences. It presents a schema theory that investigates the cognitive processes
involved in how people understand and remember narratives (Schank & Abelson, 1977). The
theory proposes, “that part of our knowledge is organized around hundreds of stereotypic
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situations with routine activities. … Through direct or vicarious experiences each person
acquires hundreds of such cultural stereotypes along with his idiosyncratic variation” (Bower,
Black, & Turner, 1994, p. 538). Examples are driving a car, visiting a doctor, depositing a check
at the bank, eating at a restaurant, and so on. Each script has standard roles to play “standard
props or objects, ordinary conditions for entering upon the activity, a standard sequence of
scenes or actions wherein one action enables the next, and some normal results from performing
the activity successfully” (Bower et al., 1994, p. 540). People use this mental representation
process for familiar events to understand logical relationships (Franks, Mulhern, & Schillinger,
1997), since text often appears abbreviated in narrative writing in an effort to reduce redundancy.
Scripts help readers fill in the missing gaps or expand upon what they are reading to fully
understand a text (Bower et al., 1994). For the present study, scripts in the selected texts will be
identified in order to assess the students’ familiarity with the scripts that the text presumes.
Schank and Abelson (1977) use “script” to refer to these memory structures that people
have and use to encode their general knowledge of certain situation-action routines. Like Schank
and Abelson, Bower, et al (1994) found that when asked to generate descriptions of common
activities (grocery shopping, getting up, eating at a restaurant, lectures, and doctor visits),
undergraduates demonstrated significant agreement on the basic actions. For example, only 4 of
730 actions were mentioned by one person in the restaurant script; that is the other 726 actions
were mentioned by more than one person. This high reliability in the frequency of particular
actions of a script mentioned by the subjects demonstrates that scripts capture common
experiences in our society. “Actions or events are more or less indicative of a given activity or
script. Scripts enable people to understand what they read about someone performing a
conventional activity.
Many of the scripts that individuals have come to know are culture-specific and based on
sociocultural beliefs and the cultural practices of cultural groups (Gutierrez, Rymes, & Larson,
1995, p.447). In their study, Gutierrez et al. found that the students’ scripts were often based on

their particular sociocultural practices (Gutierrez et al., 1995; Gutierrez & Stone, 2000). If
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sociocultural practices do in fact shape students’ scripts, then students who are members of
specific cultural groups may use different frames of reference in their interpretation of text.
Related Studies
A previous study that relates most closely to the current investigation examined the
effects of the racial identity of protagonists on the reading comprehension of African American
students (Casteel, 1997). Casteel asked 87 African American students in 7th grade to read 18
stories from standard basals. Half of the stories depicted African American protagonists and the
other half featured Caucasian protagonists. The results indicated that all participants’ test scores
were significantly higher after reading Caucasian passages featuring Caucasian characters than
after reading passages featuring African Americans, regardless of ability level (29 out of 45 of
the high ability; 34 out of 42 low ability). Moreover, the differences for the low-ability group
were more pronounced.
Results from the informal interviews that Casteel (1997) conducted produced revealing
information concerning the students’ response to the passages. Students were asked about what
they liked and did not like about the passages. Their responses to the passages that depicted
African American protagonists were negative.
The issues raised by the Casteel study go beyond the reactions to the illustrations and
affect the credibility of the results. First, by only using artificial texts, passages from test
materials; the likelihood that the representations of the African American protagonists were
authentic and unbiased is questionable. As the student interviews established, more factors than
the character’s race affected their reactions and, perhaps, their comprehension. Thirdly, by not
measuring the students’ prior knowledge of the text’s topic, and by not examining the cognitive
demands of each question type, this study excluded two variables that have been found to
significantly affect reading comprehension. These limitations in the design and analysis point to
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the need for a closer examination of the effect that passage content has on reading
comprehension performance.

Cross-Cultural Schemata
Much of the early evidence that explored cultural schemata came from cross-cultural
experiments. For example, several studies investigated whether cultural schemata influences
readers’ interpretation of text. One such study conducted by Steffensen et al. (1979), asked both
natives of India and Americans to read letters about two weddings. One letter was about a
typical Indian wedding and the other described a typical American wedding. They found
American and Indian subjects spent less time reading their respective native passages, but
recalled more details verbatim from them (Steffensen, Joag-Dev, & Anderson, 1979). The
researchers conclusion that a “culturally appropriate schema may provide the ideational
scaffolding that makes it easy to learn information that fits into that schema” provides support
for the first hypotheses in this study that predicts an increase in comprehension when students
read culturally relevant texts (Anderson, 1994, p. 475).
Malik (1990) conducted a study of reading comprehension, process, and strategies with
Iranian university students studying in the U.S. who read two expository passages from an
encyclopedia; one based on an Iranian belief system and one on a Japanese belief system. The
study found that cultural schemata allow readers to discern important information from less
important information and to make culturally appropriate elaborations and inferences about
familiar texts. Another study involved American subjects who read original or modified versions
of a passage about a battle in the Civil War (Johnston & Pearson, 1982). The results revealed
that those who read the modified version had significantly lower scores on the comprehension
test that followed. Sasaki et al. (1990) conducted an experiment with a more complex design,
with subjects from two different cultural backgrounds. Both English-speaking American and
native Japanese college students read American and Japanese, Afghan, and a culturally “neutral”
passage. Results showed that cultural setting affected American students’ comprehension to a
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greater degree than it affected the Japanese students, all of whom were in fact studying at an
American university. The Sasaki et al. (1990) study’s results also point out that students who
spend significant time in another culture seem to develop greater flexibility in adapting to
cultural variation. The results of the Sasaki et al. (1990) study raised the issue of how exposure
to different cultures affects a reader’s experience of culturally loaded comprehension measures.
Prior Achievement
Students in the present study have been categorized by prior achievement to investigate
whether the effect of cultural relevant text affects readers at various performance levels (high,
medium, low). Reading research classifies readers as skilled or less skilled based on their use of
metacognitive strategies during reading. To promote comprehension, proficient readers typically
execute one or more metacognitive behaviors as they read. Skilled readers also seek clarification
when the meaning is unclear, visualize the meaning, and summarize along the way. Many
competent readers are not aware of their metacognitive skills, because they become internalized
(Pressley et al., 1995). Based on the research discussed above, I expect culturally relevant text(s)
to have the least effect on the readers performing at the highest level since they have internalized
the necessary comprehension skills.
Researchers have consistently demonstrated that emerging readers, unlike skilled readers,
either do not use or have not acquired strategic reading behaviors (Bos & Vaughn, 1994; Garner
& Reis, 1981; Holmes, 1981; Oakhill & others, 1991; Raphael & Pearson, 1985). For example,
Garner and Reis (1981) observed that emerging readers do not look back to reread confusing
sections as often as good readers, and they also fail to monitor their comprehension. As Oakhill
and Patel (1991) noted, emerging readers neither make inferences from text nor do they integrate
ideas from different parts of the text in order to generate accurate representations. Even when
such students are able to decode words correctly, they typically do not attend to the meaning of
the passage, relate what is being read to their previous knowledge, or monitor their own
comprehension (Bos & Vaughn, 1994). The use of prior knowledge has also been found to be
less prevalent in emerging readers (Holmes, 1981). Apparently, performance level is an
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indication of the strategies that readers use. Levels of prior achievement will be a determinant
for student classification in the present study in order to assess differences. Unlike other reading
research, this study uses three levels of the performance category instead of two. Including a
mid-range category will identify readers at the high end of the less skilled category and the low
end of the skilled category.

Design
The study investigated within-group variability of African American students whose
achievement levels differ using a repeated measures design. In the fall of 2001, 113 eighthgrade African American students from four Chicago Public Schools participated in this study.
Approximately half of the subjects were female. Students’ reading comprehension ITBS test
scores for the 2000-2001 school year were used to identify their achievement level. Two of the
sites were charter schools: Gwendolyn Brooks and Audre Lorde Charter Schools. Both charter
schools classify over 58% of their students as low-income. Over 84% of the students at the
regular schools, Pearl Cleage and Toni Morrison were considered low-income. The schools
were all located on the South Side of Chicago and serve predominantly African American
populations. In accordance with the school system’s site-based protocol, the building principals
and classroom teachers granted permission for their school to be included in the study.
Sample
The following demographic information was obtained in order to describe the
characteristics of the four groups of 117 eighth grade students that participated in the study
including: gender, ethnicity, and instructional reading level. Approximately half of the students
involved in the study were male (N=55) and half were female (N = 47). All of the students in the
study were African American. Ninety-nine percent of the sample was born in the United States.
Approximately 22% of the students’ mothers and 30% of their fathers completed high school,
whereas 19% of the mothers and 13% of the fathers have college degrees. For this sample, the
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average household size was 5. Over 93% of the students at Cleage and Morrison qualified for
free lunch, while a lower percentage of students qualified for free lunch at the two charter
schools. A little over half (56%) of the students had lived in one place for the past two years.
Twenty-five percent of the sample reported living in two places, whereas 12% of the students
indicated that they had lived in 3 placed in the past two years. For eighteen percent of the
sample this was the first year they had been enrolled in their current school.
Overall, the participants’ instructional reading level ranged from 3.3 (third grade) to 10.4
(tenth grade) with a mean reading level somewhat above the seventh grade (7.59) and a standard
deviation of slightly above one year (1.2). When the students were tested in the spring of their
7th grade year, 31% tested at 8.0 and higher, 37% tested between 7.0-7.8, 21% tested between
6.0-6.9, and 11% of the sample tested below the sixth grade reading level. The student with the
lowest score in the sample had a reading level of 3.3 and attended Cleage School. The next
highest score was a student at the 5th grade level.
Procedure
In addition to completing a demographic profile, students read six short stories from
young adult multicultural anthologies and complete demographic, prior knowledge, and reading
comprehension instruments. The short stories were divided into two sets, each containing three
stories, each of which represented a different cultural orientation: African American, Chinese
American, and European American. Three of the stories featured female main characters.
Stories were analyzed to identify the causal links that move the plot forward and account for the
internal goal states of characters. In session one, students completed a demographic/reading
behavior survey. In the next session, students completed a prior-knowledge instrument that
measured their knowledge of the texts’ cultural and general content. In each of the 3 subsequent
sessions, students independently read a text. After reading each story, students answered literal
and inferential multiple-choice reading comprehension items. The questions were also coded
for their cultural congruence and their centrality to the gist of the story. Then students completed
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a short post-survey, which poses questions concerning their interest level, text difficulty and
familiarity. This process will be repeated for the second set of texts.
Prior knowledge and reading comprehension items that were constructed by the
investigator are based on story content. Each item includes general or cultural knowledge of
language, social conventions, values, and vocabulary. The instruments were piloted in the spring
of 2001to test their reliability and validity.
To measure the effects of cultural orientation of texts, prior achievement and prior
knowledge on the students’ reading comprehension performance, the study utilized Rasch model,
ANOVA, and HLM analysis. The Rasch Rating Scale Model provides estimations of difficulty
of the comprehension and prior-knowledge items (Wright & Stone, 1979). This psychometric
model generates estimates of a person’s ability in the same linear metric as the items, and tests
the fit of the data to the model. The model makes it possible to provide the probability that a
person at a given position should succeed on certain items and fail on others. A detailed analysis
of the prior-knowledge items was conducted to determine their relationship with reading
comprehension performance for each story type. Using HLM analysis, this study investigated
the effects’ of, prior knowledge (culturally-bound and general), and achievement on reading
comprehension. An analysis of gender and socioeconomic differences was also conducted.
RESULTS and DISCUSSION
The purpose of the study was to determine if culturally relevant texts were comprehended
better than non-culturally relevant text by having high, mid, and low achieving participants
provide responses to reading comprehension tests for short stories from three different cultural
orientations. Specifically, the research attempted to test the hypotheses by first submitting the
data to an analysis of variance. The purpose of the analysis of variance was to determine
whether or not there were differences among the three groups of participants with the three sets
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of texts. Then data was submitted to HLM analyses in order to estimate a series of models.
Results reported in this study are based on the research questions and hypotheses stated above.
Was the students’ prior knowledge of African American texts greater?
The first hypothesis postulated that there would be a significant difference in the student
prior knowledge measures for the culturally relevant and non-culturally relevant texts. The
results of the prior knowledge item difficulty and student measure investigation support the first
hypothesis. As indicated by the item difficulty measures illustrated in Table 1.0, before they
read the stories the number of responses that the participating students answered correctly reveal
that they were more familiar with the content of the African American texts than the two nonculturally relevant text types. Differences between the mean item difficulty for the African
American (M = 47.13) and the Chinese American items (M = 52.77) were 5.63. This value was
larger than the 4.82 differentiation between the African American and European American (M =
51.95) mean item difficulty measures. These differences produced statistically significant
results. Essentially, the content in the culturally relevant stories that included language, values,
practices, and beliefs were more familiar to the African American sample. Access to the cultural
knowledge in the text enabled students to draw on their own experiences for reference in their
efforts to contextualize the plot and details of the stories. Access to cultural knowledge as a
mediational tool seems to have made the prior-knowledge items for the African American texts
easier for the students to answer correctly.
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Table 1.0 Descriptive Statistics for Item Difficulties for Prior Knowledge and
Reading Comprehension Items by Text Cultural Orientation
Min.

Max

Mean

S. D. Variance
Std.
Error

PRIOR
KNOWLEDGE
AFRICAN
(N=99) 30.4
AMERICAN
CHINESE
(N=92) 34.95
AMERICAN
EUROPEAN (N=99) 32.9
AMERICAN

62.51 47.13

.71

7.08

50.18

66.86 52.77

.65

6.21

38.54

65.78 51.95

.68

6.78

45.98

62.91 48.98

.84

6.39

40.78

64.24 51.64

1.04

7.64

58.48

66.55 51.15

1.03

7.97

63.46

READING
COMPREHENSION
AFRICAN
(N=58) 24.2
AMERICAN
CHINESE
(N=54) 33.5
AMERICAN
EUROPEAN (N=60) 29.6
AMERICAN

Student performance measures of their prior knowledge followed a similar pattern with
the students performing their best on the African American items. The mean student measure
for the African American prior-knowledge instruments was 53.39, followed by the slightly lower
Chinese American mean of 53.29 and the European American mean of 53.25. It is evident that
these small mean differences were not significant (F (2,348) = .02, p = .984). Students found
the African American prior-knowledge items slightly easier than the Chinese and European
American items. As a tool in the comprehension process, high levels of prior knowledge of the
texts’ content should facilitate the students’ understanding. Data provided by Anderson and
Freebody’s (1981) preceding studies tend to support the importance of prior knowledge and
students’ previous experiences. Implicit in the notion of cultural relevance is the basic
assumption that when students have less prior knowledge and experience with a culture they
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would not recognize the language, customs, and history embedded in the prior-knowledge items
related to that culture.
Significant differences between the students’ measures for each cultural orientation were
expected. Two aspects of the design could have affected this outcome: students’ unfamiliarity
with multiple-choice prior-knowledge items or that the phrases and knowledge represented in the
items were out of context. Even though the differences between the prior knowledge student
measures of the three cultural orientations were not significant, the trend indicates that the
students’ prior knowledge of African American culture, as measured by the items, was higher
than their knowledge of the other two cultures.
Did Students Comprehend the Culturally Relevant Text Better?
A question throughout this analysis was that students would comprehend the culturally
relevant text better than the Chinese and European American texts. In their reading of the
culturally relevant texts, it was presumed that the students would be able to use the cognitive
tools that related to their cultural experiences and knowledge to facilitate their comprehension.
The quantitative results conveyed in Table 1.0 of the comprehension item analysis produced
patterns that demonstrated that the African American items were somewhat easier for the sample.
Even though students found the culturally relevant reading comprehension items easier, these
differences did not produce significant differences (F (169, 2) = 2.12, p = .124). The findings of
earlier studies appear to be in general agreement with the interpretation that the students’ schema
that supported their reading of the text depended upon their culture and background (Anderson,
1994; Anderson, Reynolds, Schallert, & Goetz, 1977; Pitchert & Anderson, 1977). When the
readers’ schema and the stories’ content align there is less room for misinterpretation during the
comprehension process. It follows that this cultural alignment between reader and text could
result in the increased success on the items that the lower item difficulty measures demonstrate.
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Student measure findings presented in Table 1.1 also provided limited support for the
hypothesis that students would comprehend culturally relevant texts better than the non-relevant
texts. There was a tendency for student performance on the reading comprehension instruments
for the African American texts to be better than their performance on the instruments for the
Chinese and European texts. Mean differences in these tables are quite small (African American,
M = 56.6, SD = 10.2; Asian American, M = 56.0, SD = 8.7; European American, M = 56.1, SD =
8.5). These differences did not indicate a significant effect for culturally relevant texts; F(2,325)
= .16, p = .853. The direction of these results run counter to Casteel’s (1997) findings that
African American students’ test scores were higher after reading Caucasian passages than
reading passages featuring African Americans. A basic issue in the previous study was the use
of artificial texts that the students perceived as negatively portraying African Americans.
Table 1.1 Reading Comprehension Student Measures
Range Min

Max

Mean

SD

Variance

African American Reading
Comprehension (N= 111)

46.0

34.76

80.77

56.64

10.17

103.46

Asian American Reading
Comprehension (N = 109)

39.7

38.66

78.37

56.00

8.73

76.35

European American Reading
Comprehension (N = 109)

43.0

32.97

75.93

56.08

8.49

72.21

While, neither of the findings related to the reading comprehension items in this study
produced statistically significant results, as indicated in Table 1.2, both item difficulty and
student measure analyses established the pattern that the African American items were easier and
the students performed better on them. The findings of this study suggest a need for further
research to determine the effect of cultural relevance on reading comprehension. Text
characteristics such as structure, grammar, amount and type of cultural knowledge, and
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inferential load could have contributed to the students’ inclination and/or ability to access their
prior knowledge while interacting with the African American stories.
Table 1.2 ANOVA for Reading Comprehension of the Three Cultural
Orientation Types
Between Groups
Within Groups
Total

Sum of Squares

df

Mean Square

F

Sig.

26.85
27352.52
27379.36

2
325
327

13.42
84.16

.159

.853

The results were consistent with the script theory that refers to another tool readers have
in their cognitive tool kit for reading comprehension (Bower et al., 1994; Schank & Abelson,
1977). Both, Into the Game and Block Party were centered on routine activities that may have
invoked these memory structures of stereotypic situations. Most would agree, neither riding a
subway train nor going to a block party are activities that are exclusive to African American
adolescents. Cultural practices represented in the story that lent themselves to scripts had more
to do with the “way” and “style” of the activity than the activities themselves. For example, the
characters’ expression of language, their approach to the dilemmas they faced, and the humor
used throughout the stories narrative, in essence their scripts, were “characterized by particular
social, spatial, and language patterns” that members of an urban African American community of
practice often use as resources to interpret and guide their participation in activities (Gutierrez et
al., 1995, p. 447).

Is the effect of cultural relevance different for mid-range achieving students?
Some students may appear to have reading difficulty, when in fact they are being
assessed with material that does not match their schemata. To determine whether this is the case
and if access to prior knowledge differs for students at different ends of the achievement
spectrum, three achievement groups were explored in this study: High, Mid-Range, and Low.
High achieving students significantly outperformed the mid-range and low achieving students on

24

Cultural Support: Prior Knowledge as a Tool for Leveraging Comprehension Performance
Garth McCullough
the African, Chinese, and European American reading comprehension instruments, as reported in
Table 1.3 and Table 1.4. This finding is linked to what reading research has uncovered in the
exploration of struggling and expert readers: skilled readers use strategies like looking back in
the text, making predictions, and invoking their prior knowledge that unskilled readers lack
(Garner & Reis, 1981; Oakhill & others, 1991; Pressley et al., 1995; Swanson & De La Paz,
1998).

Table 1.3 Means and Standard Deviations of Reading Comprehension
Student Measures by Prior Achievement
Cultural
Orientation

Achievement
Level
N

Mean

S. D.

Std.
Error Minimum Maximum

African American High
Mid-Range
Low
Total

28
41
34
103

62.74
57.39
49.50
56.24

9.79
7.67
8.57
9.97

1.850
1.198
1.470
.983

39.63
43.81
34.76
34.76

80.77
75.46
67.16
80.77

Asian American

High
Mid-Range
Low
Total

29
40
33
102

62.64
55.94
49.76
55.85

8.81
6.23
6.24
8.61

1.637
.984
1.086
.853

40.67
42.47
38.66
38.66

78.37
72.83
65.62
78.37

European
American

High

29

62.27

7.42

1.378 46.39

73.57

Mid-Range
Low
Total

40 55.65
31 49.62
100 55.70

5.30
7.67
8.29

.837 43.68
1.378 32.97
.829 32.97

65.31
63.45
73.57
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Table 1.4 Analysis of Variance Summaries of Reading Comprehension
Student Measures by Prior Achievement
Cultural
Orientation
African American

Sum of
Squares

df

Mean
Square
1390.10

Between
2781.9
Groups
Within Groups 7365.4
Total
10147.4

2
100
102

73.65

Between
2560.3
Groups
Within Groups 4930.9
Total
7491.2

2

1280.17

99
101

49.81

European American Between
2398.4
Groups
Within Groups 4401.9
Total
6800.3

2

1199.21

97
99

45.38

Asian American

F

Sig.

18.89

.000

25.70

.000

26.43

.000

High achieving students had the highest means on the culturally-relevant texts. This
pattern implies that high achieving students have the ability to negotiate across the cultural
contexts of the short stories. On the other hand, low-achieving students’ reading skills may
hinder their ability to use prior knowledge as a tool in the comprehension process, since they
may be struggling with other facets of the reading process. In comparison, the mid-range
students’ reading skills place them in a position to effectively use their culturally-bound prior
knowledge to facilitate their comprehension of the culturally relevant texts. It is important to
consider the value of this finding for students who read slightly below grade level.

What role does cultural knowledge play in comprehension performance?
A basic assumption throughout this analysis is that cultural knowledge is a significant
tool that mediates the comprehension process. In view of the close connection between African
American culturally-bound prior knowledge and reading comprehension performance, illustrated
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in the correlation and HLM analyses discussed below, it seems evident that the students’ cultural
knowledge had a strong influence on their comprehension performance, as presented in Table
1.5. A large proportion of cross-cultural schemata studies maintain the premise that culturally
appropriate schema provides scaffolding that supports readers in their learning and
understanding information (Anderson, 1994; Malik, 1990; Reynolds et al., 1981; Sasaki, Chiba,
& Pearson, 1990; Steffensen et al., 1979). The correlations for the total (includes general and
culturally-bound) prior knowledge, cultural and general prior knowledge are all positive and
significantly correlated with reading comprehension (.710, .712, and .630, respectively).
Positive and significant correlation coefficients were present in the analyses of Chinese and
European American total prior knowledge and reading comprehension (.573 and .737,
respectively). Furthermore, the positive association between culturally-bound prior knowledge
and reading comprehension was greater for the African American texts than it was for the
Chinese American texts, as illustrated in Table 1.6 and Table 1.7. This finding was assumed to
be incumbent upon the fact that the African American samples’ cultural scripts and schemata
would be most likely more developed in the culturally-relevant realm. Therefore, the students’
performance on the prior knowledge and reading comprehension instruments that were related to
the African American texts provided more opportunities for them to draw upon their pre-existing
cultural knowledge. Moreover, as Gee (1989) argues, home-based or primary Discourse also
influences how students interpret familiar and unfamiliar knowledge. It reasons that when
children, who were raised in social settings where language was expressed in a particular way,
interact with content that reflects their “home-based sense of identity,” the recognizable
Discourse would scaffold their comprehension (Gee, 1989, p. 8).
Based on these findings, the inferential analysis of the predictive power of culturallybound prior knowledge was conducted using HLM (Table 1.8). In order to answer the question,
does prior knowledge predict reading comprehension for the culturally relevant short stories a
more specific analysis was conducted. Model 2 shows only reading comprehension of the
African American texts predicted by African American prior knowledge (general and culturally27
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bound). For this model, the results illustrate that the effect of African American culturally-bound
prior knowledge is positive and almost significant at p = .075. On the other hand, the p-value for
general prior knowledge for the African American texts was not significant. These results point
to the considerable role that culturally-bound prior knowledge plays in predicting reading
comprehension compared to general prior knowledge.
A latent variable regression was conducted to determine whether general or culturallybound prior knowledge predicted students’ reading comprehension on the African American
texts. The analysis showed that the predictive power of culturally-bound prior knowledge was
more significant than the general prior knowledge in determining African American reading
comprehension performance. Taken together, these results reveal the pervasive influence of
cultural knowledge on the reading comprehension process.
Table 1.5 Descriptive Statistics of Total, Culturally-Bound and General Prior
Knowledge Student Measures by Story Type
Range

Min

Max

Mean

S. D. Variance

AFRICAN AMERICAN TOTAL
PRIOR KNOWLEDGE (N=117)

34.87

35.07

69.94

53.39

6.80

46.30

AFRICAN AMERICAN
CULTURAL PRIOR
KNOWLEDGE (N=117)

30.10

37.43

67.53

53.29

6.24

38.88

AFRICAN AMERICAN
62.00
GENERAL PRIOR KNOWLEDGE
(N=117)

13.39

75.39

53.82

9.43

88.82

CHINESE AMERICAN TOTAL
PRIOR KNOWLEDGE (N=117)

27.67

39.40

67.07

53.29

5.98

35.81

CHINESE AMERICAN
CULTURAL PRIOR
KNOWLEDGE (N=117)

28.46

38.03

66.49

53.16

5.95

35.43

CHINESE AMERICAN
44.89
GENERAL PRIOR KNOWLEDGE
(N=117)

38.03

82.92

53.45

6.89

47.49

EUROPEAN AMERICAN TOTAL 23.48
PRIOR KNOWLEDGE (N=117)

41.48

64.96

53.25

5.87

34.44

PRIOR KNOWLEDGE
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Table 1.6 Correlations for African American General and Cultural Prior
Knowledge and Reading Comprehension Student Measures
TOTAL PRIOR
KNOWLEDGE

CULTURAL
PRIOR
KNOWLEDGE

GENERAL
PRIOR
KNOWLEDGE

READING
COMPREHENSION

AFRICAN AMERICAN 1
TOTAL PRIOR
KNOWLEDGE (N=117)
AFRICAN AMERICAN .957*
CULTURAL PRIOR
KNOWLEDGE (N=117)

1

AFRICAN AMERICAN .936*
GENERAL PRIOR
KNOWLEDGE (N=117)

.803*

1

AFRICAN AMERICAN .710*
READING
COMPREHENSION
(N=111)

.712*

.630*

1

Note. * Correlation is significant at the 0.01 level (2-tailed).

Table 1.7 Correlations of Chinese American General and Cultural Prior
Knowledge and Reading Comprehension Student Measures

CHINESE AMERICAN TOTAL
PRIOR KNOWLEDGE (N=117)
CHINESE AMERICAN
CULTURAL PRIOR
KNOWLEDGE (N=117)

CULTURAL
TOTAL PRIOR PRIOR
GENERAL PRIOR
KNOWLEDGE KNOWLEDGE KNOWLEDGE
1
.899*

1

CHINESE AMERICAN
.958*
GENERAL PRIOR KNOWLEDGE
(N=117)

.751*

1

CHINESE AMERICAN READING .638*
COMPREHENSION (N=109)

.524*

.649*

Note. * Correlation is significant at the 0.01 level (2-tailed).
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HLM Model Two specified in equation format
AFRICAN AMERICAN READING COMPREHENSION = G10* +
G11*(AA CULTURE-BOUND PRIOR KNOWL) + G12*(AA GEN PRIOR
KNOWL) + U1*
Table 1.8 Model 2 Latent Variable Regression Results for African American
Reading Comprehension
Outcome

Predictor

Estimated
Coefficient

Standard
Error

Tratio

Pvalue

-23.86

17.75

-1.35

0.179

2.09

1.17

1.78

0.075

-0.57

0.86

-0.67

0.502

African American
Reading
Comprehension
African
American
Reading
Comprehension
Intrcpt2,G10*
African
American
Culturally Bound
Prior
Knowledge,G11*
African
American
General Prior
Knowledge,G12*

Few studies have investigated the effect of cultural prior knowledge on reading
comprehension performance. One might expect that culturally-bound prior knowledge would be
influential considering the amount of cultural information in fictional and expository texts. Total
(General + Cultural), general and cultural prior knowledge are investigated here. Using
correlations between prior knowledge and reading comprehension performance measures, this
study finds that students with high culturally-bound prior knowledge measures tend to have
higher reading comprehension measures. In both the correlation and HLM analyses the
influence of cultural knowledge on reading comprehension was evident. There is some evidence
that the students with more culturally-bound prior knowledge of the African American texts
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performed better on the comprehension measures. The correlation coefficients for African
American culturally-bound prior knowledge were higher than the coefficients for general prior
knowledge and reading comprehension. However, for the latent variable regression analysis of
general and culturally-bound prior knowledge, a larger sample size may have produced
significant findings at the < .05 level.
What is the relationship between reading achievement and culturally bound prior
knowledge?
Additionally, an analysis was conducted that classified students by their levels of
culturally-bound prior knowledge was reported in Table 1.9. These results established that
students with a large amount of prior knowledge of their own culture performed well on each of
the reading comprehension measures. Recognition of this phenomenon raises the possibility for
the interpretation that students who know about their own culture’s values, history, expressions,
and practices are more able to negotiate meaning in alternate cultural contexts.
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Table 1.9 Descriptive Statistics for Culturally – Bound Prior Knowledge
Levels and Reading Comprehension
Cultural Knowledge

Mean

S. D.

Std. Error

High (N = 39)
Mid-Range (N = 36)
Low (N = 36)
Total (N = 111)

64.53
56.90
47.84
56.64

8.19
7.55
6.80
10.17

1.31
1.26
1.13
.97

High (N=39)
Mid-Range (N = 34)
Low (N = 36)
Total (N = 109)

62.34
56.32
48.84
56.00

8.06
5.12
6.55
8.73

1.29
.88
1.09
.84

High (N=39)
Mid-Range (N = 35)
Low (N = 34)
Total (N = 108)

62.18
56.30
48.85
56.08

6.87
5.96
6.72
8.50

1.10
1.01
1.15
.82

AFRICAN AMERICAN
READING
COMPREHENSION

CHINESE AMERICAN
READING
COMPREHENSION

EUROPEAN AMERICAN
READING
COMPREHENSION

An analysis of how reading ability and culturally bound prior knowledge function to
support reading comprehension requires categorizing the sample by their reading and cultural
knowledge level facilitates. To this end, students were classified by their prior achievement level
(High, Mid-range, Low) and their culturally-bound prior knowledge level (High, Mid-range,
Low). This classification yielded 9 categories. For example, students were identified as High
reading-High cultural knowledge, Mid-range reading – Low cultural knowledge, Low reading –
High cultural knowledge, or Mid-range reading – Mid-range cultural knowledge. As the cross
tabulation in table 2.0 shows, student levels of African American culturally-bound prior
knowledge were not necessarily the same as their prior achievement category. Fifty-six percent
of the high achieving students had high culturally bound prior knowledge. Thirty-nine percent of
the mid-range achievement students had high levels of culturally-bound prior knowledge,
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whereas, thirty-seven percent of the low achieving students had high or mid-range levels of
culturally bound knowledge. For some students reading scores on the ITBS were not necessarily
associated with their level of culturally-bound prior knowledge.
Table 2.0 Cross tabulation Prior Achievement Level and African American
Culturally-Bound Prior Knowledge Level
Culturally-Bound

Prior

Knowledge Level

MidRange
11
16
10
37

Low

Total

3
9
22
34

31
41
35
107

Prior Achievement
Level
High
High
Mid-Range
Low
Total

17
16
3
36

An one-way analysis of variance was conduced to evaluate the relationship between
students African American culturally-bound prior knowledge classification and their reading
comprehension performance. The ANOVA was significant, F (8,94) = 13.62, p = .000. As the
means plot depicted in Figure 1.0 illustrates, high culturally bound prior knowledge seems to
function as a support for reading comprehension performance on the African American
instruments. It is important to note the pattern conveyed by the graph: the mean for mid-range
reading students with high culturally-bound prior knowledge is greater than the mean for high
reading students with a mid-range culture level; students with high reading levels with low levels
of cultural knowledge have lower scores than the students with low reading levels and high, midrange and low levels of culturally-bound prior knowledge; and students with low reading levels
and high culture knowledge scored higher than students with mid-range reading ability and low
cultural knowledge. Figure 1.1 illustrates the same relationships for the Chinese American texts
and culturally-bound prior knowledge. A comparison of these graphs shows that Chinese
American culturally-bound knowledge also supports reading comprehension, but the degree and
pattern is different from the pattern established with the African American instruments. These
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results strongly suggests that culturally-bound prior knowledge plays a significant role in
supporting African American students’ reading comprehension.
Figure 1.0 Prior Achievement and Culturally-Bound Levels and Reading Comprehension
for African American texts
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Figure 1.1 Prior Achievement and Culturally-Bound Levels and Reading
Comprehension for Chinese American texts
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Asian American - Prior Achievement and Culturally Bound Prior Knowl

Conclusion and Implications
Imagine reading about unfamiliar characters that spoke in ways you did not understand,
and did things you never have done and would never think to do. Then imagine being asked to
answer questions about the plot, characters, and language: all from the point of view of the
author. Would these conditions influence your comprehension? For many disenfranchised
students of color this scenario describes their daily alienating interactions with literature in
school. Now imagine another scenario. You are assigned stories that reflect your cultural
orientation (language, values, practices, and styles of an ethnic group) and answer questions by
bridging your understanding of the story and knowledge from your prior experiences. Would
these conditions positively influence your comprehension? The present study explored this
relationship between the cultural scripts embedded in literary narratives and reading
comprehension performance. The design tested the hypotheses that there will be a set of
systematic relationships between students’ prior knowledge of cultural scripts (stereotypic
situations with routine activities) and the quality or depth of their understanding of stories that
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are congruent with those scripts. Because the target population for this study was African
American, pre-adolescent middle-school students, cultural congruence were operationalized in
terms of their communication styles, language, and routine practices.
This section presents the conclusions and implications of the study based on the results.
This probe into culturally relevant literature’s effect on students’ reading comprehension has
implications for curricular design, classroom instruction, reading intervention strategies and
assessment. The results presented here show that first; the students were more familiar with the
content in the African American text than the Chinese and European American texts. As
indicated by the item difficulty analysis of the prior knowledge items, students were significantly
more familiar with the content of the African American texts. Second, that while the culturally
relevant texts were not comprehended significantly better than the non-culturally-relevant
passages, the data revealed a strong connection between culturally-bound prior knowledge and
reading comprehension performance. Most importantly, this study clearly illustrated that high
levels of culturally-bound prior knowledge supports students’ reading comprehension. This
finding is especially important to readers at the mid-range achievement level since those with
high levels of the cultural content outperformed readers at the high achievement level with low
levels of knowledge of the cultural content. Taken together, the significant findings and the
trends conveyed in the results of the analyses suggest support for the effect of cultural relevance
on reading comprehension performance.

While prior knowledge is discussed in teacher manuals as a part of some lessons, it seems
that the importance of prior knowledge as a cognitive tool has been undervalued in curriculum
development. Understandably, developing curriculum around each student’s prior knowledge
would be an impossible and futile task. However, this study’s findings provide support for the
need to develop curriculum that includes an assessment of students’ prior knowledge of a topic
or concept when teaching a new concept. This approach could help teachers identify gaps in
student understanding and in response they could tailor classroom activities accordingly. If
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student levels of prior knowledge vary, teachers could group students in configurations that
encourage sharing amongst peers and/or create activities that expose students with low prior
knowledge to experiences that could help them understand the concept and enhance their prior
knowledge. When the concept is not easily tangible, teachers could assign students to find and
interview or research someone who has experience in the area.
Another implication that addresses the instructional power of prior knowledge is its value
when learning new skills. Placing a skill lesson in a familiar context, whenever possible,
scaffolds the learners’ acquisition of the new concept by decreasing the amount of new
information. In mathematics this idea would be the same as using baseball statistics to teach
percentages to a group of students with high levels of prior knowledge of sports. A parallel in
reading would be a language arts lesson using contemporary music to teach literary interpretation
to teenagers who download lyrics of their favorite songs from the Internet on a regular basis.
Low levels of prior knowledge come about when readers have limited background
experience with the texts’ content, whereas high levels result from repeated experiences that
have become internalized. In classroom settings, one way to address this variation that is strongly
associated with reading comprehension would be for educators to provide students with
experiences that would bring them closer to the concepts that are reflected in the assigned
passages. Such exposure would support the development of related schemas that could scaffold
reading comprehension. A second suggestion for curriculum design and reading intervention
based on the results presented in this study would be to provide readers with material that is
more compatible with their prior knowledge. This exposure could provide opportunities for
students to bring background knowledge to the text that would put them in a position to expand,
interpret, and make inferences about the context.
The first suggestion would require classroom teachers to become more aware of the
influence prior knowledge of culturally relevant literature can have on academic performance.
Teacher training can be through workshops, course work, or in-service training. Educators’
awareness of how the cognitive tools that students bring to the classroom can be employed to
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scaffold understanding and performance is a key element in fostering an adequate reading
program that serves children with non-mainstream background experiences. Educators should
not assume that cultural relevance affects all students in the same way. As an intervention
strategy, culturally relevant curriculum material may be better suited for students in the midrange of the achievement scale. Culturally relevant texts could be used as an intervention
strategy to enhance mid-range students’ comprehension performance since it seems to have the
greatest effect on students at this reading level. These types of texts can be employed as a
medium that can be used to instruct students on how to better use the cognitive devices (prior
knowledge, schema, and scripts) in their comprehension tool kit.
This study’s contribution to reading research, schema and script theory lies in the
investigation of culturally-bound prior knowledge in relation to reading comprehension for
students at various achievement levels. The importance of investigating students’ prior
knowledge increases when the text contains cultural knowledge. When the text includes
language, phrases, expressions, historical facts, and scripts from different ethnic groups, equal
prior knowledge cannot be assumed. The significance of this result directly links to the
importance of examining textual content for cultural load and determining students’ prior
understanding and experiences of the texts’ general and cultural knowledge in determinations of
comprehension performance. Furthermore, there were differences between the association of
culturally-bound and general prior knowledge with reading comprehension which showed that
prior knowledge of the cultural information in a text may be a useful cognitive tool. Since
culturally-bound prior knowledge is strongly associated with comprehension, it reasons that
intervention strategies that increase student’s cultural knowledge of their own and different racial
and ethnic groups could be most beneficial for reading comprehension performance.
In order to extend the scope of this discussion of implications to address reading
intervention more generally, test design should also be considered. Issues of cultural bias have
received a lot of attention in the area of test design in reading. Given the evidence presented
above concerning culturally-bound prior knowledge, it seems clear that the passages used for
38

Cultural Support: Prior Knowledge as a Tool for Leveraging Comprehension Performance
Garth McCullough
standardized tests often privilege students with experiences that relate to the scripts embedded in
them. Consequently, students without prior knowledge of the subject matter operate at a
disadvantage when they respond to the items that refer to the texts’ content. In recognition of the
importance of culturally-bound prior knowledge, it seems fundamental that the process of test
and test item construction involve an analysis that investigates possible bias based on text
content that relates to students’ background and experiences. Without such consideration,
whether performance on standardized tests that include biased material that privilege students
with mainstream experiences can continue to be used as evidence of achievement, intelligence,
and/or competence remains questionable.
In conclusion, the importance of this study appears at two levels: conceptual, and
practical. Theoretically, the results provide validity for cultural relevance by exploring the
relationship between prior knowledge, reading materials, and performance. The study challenges
the view of cultural relevance in education as a “feel good” initiative (de Anda, 1997;
Schlesinger, 1998), by conducting empirical research to demonstrate its impact on academic
performance. Practically, the results supply the fundamental step of providing evidence that
connects achievement with cultural initiatives. The outcomes also inform classroom practices
and test design in the field of reading by providing direction for the construction of reading
comprehension tasks. This research is especially important for mid-range performing,
disenfranchised students whose cultural experiences do not relate to many of their academic
tasks since it teases out the role of material from instruction. Using culturally congruent
materials with students of color to assess and teach reading skills may prove more successful
than ignoring cultural tools in the reading process. Equipping teachers with valid support for
their use of culturally congruent material is an easily replicable way to use “culture as a lever to
support learning” in the classroom (Lee, 2001, p. 136).
Most reading interventions and initiatives assume that all students from various ethnic
groups have equal access to the “mainstream” prior knowledge and thus it is an appropriate basis
for curriculum materials intended to be used with students from different backgrounds at
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different achievement levels. While it may seem that this assumption is viable, the results of
this study problematize this presupposition since they provide evidence that presumed
“mainstream” knowledge may actually relate to differences based on SES, and/or ethnicity that
influence prior knowledge and in turn reading comprehension performance. Therefore, in view
of the close connection between prior knowledge and reading comprehension it is essential that
the cultural influences on the reading process receive recognition in curricular and instructional
efforts intended to evaluate, address, and support reading achievement.

Limitations
There were limitations with respect to size, selection, and composition of the sample
population and the selection of the short stories. The results of this study should be interpreted
after consideration of the following limitations:
1. The sample size was small and varied among the school groups.
2. Although the sample was drawn from four different schools in Chicago, it is
not possible to make generalizations about application of the results of this
study to other populations within Illinois.
3. The grade level of subjects was limited to eighth grade students. Therefore,
the results cannot be generalized to similar groups of other grades.
4. Only one racial group was considered for this analysis. While the sample
allowed an opportunity to investigate within group variability that may have
been overlooked if the focus was group comparison, a cultural comparison
group was not included in the analysis. Without this comparison a
determination about whether the item difficulty measures indicate whether the
African American items were easy questions or just easier for the African
American sample could not be made.
5. Stories were selected based on the amount of cultural knowledge presented in
the text. A large number of instances of cultural knowledge were needed for
the quantitative analysis by item type. Because these texts were from
anthologies of young adult fiction and not artificial text, they are not exact
parallels in terms of length, story grammar, structure, or cultural content.
Therefore, other characteristics of the text may be affecting comprehension
performance. Therefore, the results may, in part, be due to text effects rather
than the effect of the comprehension tests.
6. Finally, some of the trends and patterns in the data that supported the
hypotheses regarding reading comprehension were not statistically significant.
Thus, future studies with larger sample sizes would have to be conducted
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before conclusive evidence regarding some aspects of the relationship
between cultural relevance and reading comprehension is provided.

Recommendations
These recommendations for further research are based on the findings and conclusions
drawn in the preceding section.
1. A replication of this study should be made using fiction and non-fiction
materials that contain cultural knowledge. Measurement of reading skills
often involves both types of materials. The presentation of cultural
knowledge in fiction and expository texts may have a different affect on
reading comprehension.
2. A study should be done using a comparative group to determine whether the
items relating to the African American stories were easier questions or were
easier for the African American students. For example, a sample that includes
Chinese American and European American students from similar economic
backgrounds should be conducted. This type of analysis could determine
whether item difficulty of the items are a function of cultural relevance or the
item construction factors.
3. Qualitative interviews should be used to uncover how students access
culturally-bound prior knowledge during their comprehension process. A
metacognitive exploration could identify textual triggers that scaffold
understanding and performance.
4. Parental data are needed to determine if students differ in their socialization
into their home culture. Assumptions about homogeny of any groups miss the
rich variation within an ethnic group.

These recommendations for further research are made in view of the findings of this
study. The suggestions above will help to stimulate thought and concern for further research in
an area that has potential to develop effective interventions for students who require additional
support. As a final note, research in this area of culturally-bound prior knowledge and its
relationship to reading comprehension is much needed in order that students of color may have a
chance to succeed effectively in the mainstream educational system.

41

Cultural Support: Prior Knowledge as a Tool for Leveraging Comprehension Performance
Garth McCullough

WORKS CITED

Afflerbach, P. (1990). The Influence of Prior Knowledge on Expert Readers Main Idea
Construction Strategies. Reading Research Quarterly, 25(1), 31-46.
Allen, B. A., & Boykin, W. A. (1992). Children and the educational process: Alleviating
cultural discontinuity through prescriptive pedagogy. School Psychology Review, 21(4),
586-596.
Alvarez, M. C. (1990, April 16-20, 1990). Knowledge activation and schema construction. Paper
presented at the Annual Meeting of the American Educational Research Association,
Boston, MA.
Alvermann, D. E., & Commeyras, M. (1994). Gender, text, and discussion: Expanding the
possibilities. Athens, GA: National Reading Research Center.
Anderson, R., & Pearson, P. (1984). A schema-theoretic view of basic processes in reading. In
D. P. Pearson (Ed.), Handbook of reading research (pp. 77-110). New York: Longman
Inc.
Anderson, R. C. (1994). Role of the reader's schema in comprehension, learning, and memory. In
R. B. Ruddell & M. R. Ruddell & H. Singer (Eds.), Theoretical models and processes of
reading (4th ed., pp. 469-482). Newark, Del.: International Reading Association.
Anderson, R. C., & Freebody, P. (1981). Vocabulary knowledge. In J. T. Guthrie (Ed.),
Comprehension and teaching: Research reviews (pp. 77-117). Newark, DE:
International Reading Association.
Anderson, R. C., Reynolds, R. E., Schallert, D. L., & Goetz, E. T. (1977). Frameworks for
comprehending discourse. American Educational Research Journal, 14, 367-382.
Aoki, E. (1993). Turning the page: Asian Pacific American children's literature. In V. J. Harris
(Ed.), Teaching multicultural literature in grades K-8 (pp. 109-136). Norwood, MA:
Christopher-Gordon Pub.
Armbruster, B & Osborn, J (2001) Put Reading First: The Research Building Blocks for
Teaching Children to Read. Retrieved February 7, 2005. from
http://www.nifl.gov/partnershipforreading/publications/PFRbooklet.pdf
Au, H.-P. K., & Jordan, C. (1977, December). Teaching reading to Hawaiian children: Finding
a culturally appropriate solution. Paper presented at the American Anthropological
Association, Houston, TX.
Ausubel, D. P. (1968). Educational psychology: A cognitive view. Toronto: Holt, Rinehart, and
Winston, Inc.
Bakhtin, M. M. (1986). Speech genres and other late essays (V. W. McGee, Trans.). Austin:
University of Texas Press.
Banks, J. A., & Banks, C. A. M. (Eds.). (1995). Handbook of research on multicultural
education. New York: Macmillan.
Beck, I. L., & McKeown, M. G. (1999). Comprehension: The sine qua non of reading. Teaching
and Changing, 6(2), 197-211.
Bos, C. S., & Vaughn, S. (1994). Strategies for teaching students with learning and behavior
problems ( 3rd ed.). Boston: Allyn and Bacon.

42

Cultural Support: Prior Knowledge as a Tool for Leveraging Comprehension Performance
Garth McCullough
Bower, G., H, Black, J. B., & Turner, T. J. (1994). Scripts in memory for text. In R. B. Ruddell
& M. R. Ruddell & H. Singer (Eds.), Theoretical models and processes of reading (4th
ed., pp. 414-447). Newark, Del.: International Reading Association.
Boykin, W. A. (1984). Reading achievement and the social-cultural frame of reference of AfroAmerican children. Journal of Negro Education, 53(4), 464-470.
Bransford, J. D. (1994). Schema activation and schema acquisition: comments on Richard C.
Anderson's remarks. In R. B. Ruddell & M. R. Ruddell & H. Singer (Eds.), Theoretical
models and processes of reading (4th ed., pp. 483-495). Newark, Del.: International
Reading Association.
Bransford, J. D., & Johnson, M. K. (1972). Contextual prerequisites for understanding. Journal
of verbal learning and verbal behavior, 11, 717-726.
Casteel, C. A. (1997). Race of fictional protagonist and the reading comprehension of urban
African-American middle school students. Journal of Instructional Psychology, 22(4),
303-307.
Cazden, C., John, V., & Hymes, D. (1985). Functions of language in the classroom. Prospect
Heights, Illinois 60070: Waveland Press, Inc.
Cazden, C. B. (1972). Child language and education. New York,: Holt Rinehart and Winston.
Cazden, C. B. (1981). Language in early childhood education ( Rev. ed.). Washington, D.C.:
National Association for the Education of Young Children.
Cazden, C. B. (1988). Classroom discourse : the language of teaching and learning. Portsmouth,
NH: Heinemann.
Cazden, C. B., John, V., & Hymes, D. H. (1972). Functions of language in the classroom. New
York,: Teachers College Press.
Chiesi, H. L., Spilich, G. J., & Voss, J. F. (1979). Acquisition of domain-related information in
relation to high- and low- domain knowledge. Journal of Verbal Learning and Verbal
Behavior, 18, 257-274.
de Anda, D. (Ed.). (1997). Controversial Issues in Multiculturalism. Needham Heights, MA:
Allyn and Bacon.
Feeley, J. T., Wepner, S. B., & Willging, B. (1985). The effects of background information on
standardized test scores. Reading World, 24(4), 24-29.
Foster, M. (2000). African American literacy & culture project cultural component external
input model.
Franks, B. A., Mulhern, S. L., & Schillinger, S. M. (1997). Reasoning in a reading context:
Deductive inferences in basal reading series. Reading and Writing: An Interdisciplinary
Journal, 9, 285-312.
Garner, R., & Reis, R. (1981). Monitoring and resolving comprehension obstacles: An
investigation of spontaneous text lookbacks among upper-grade good and poor
comprehenders. Reading Research Quarterly, 16(4), 569-582.
Gay, G. (2000). Culturally responsive teaching : theory, research, and practice. New York:
Teachers College Press.
Gee, J. (1989). Literacy, discourse, and linguistics: Introduction. Journal of Education, 171, 537.
Guthrie, J., Schafer, W. D., & Huang, C.-W. (2001). Benefits of opportunity to read and
balanced instruction on the NAEP. Journal of Educational Research, 94(3), 145-162.

43

Cultural Support: Prior Knowledge as a Tool for Leveraging Comprehension Performance
Garth McCullough
Gutierrez, K., Rymes, B., & Larson, J. (1995). Script, counterscript, and underlife in the
classroom: James Brown versus Brown v. Board of Education. Harvard Educational
Review, 65(3), 445-471.
Gutierrez, K. D., & Stone, L. D. (2000). Synchronic and diachronic dimensions of social
practice. In C. D. Lee & P. Smagorinsky (Eds.), Vygotskian Perspectives on Literacy
Research: Constructing Meaning through Collaborative Inquiry (pp. 150-164).
Cambridge, UK: Cambridge University Press.
Hall, W. S., & Guthrie, L. F. (1979). On the dialect question and reading (Technical Report
121). Urbana: Center for the Study of Reading.
Harris, T., L., & Hodges, R., E. (Eds.). (1995). The literacy dictionary: The vocabulary of
reading and writing. Newark, Delaware: International Reading Association.
Heath, S. (1995). Ethnography in communities: Learning the everyday life of America's
subordinated youth. In J. A. Banks & C. A. M. Banks (Eds.), Handbook of research on
multicultural education (pp. 114-127). New York: Macmillan.
Hilliard, A. (1992). Why we must pluralize the curriculum. Educational Leadership, 49(4), 1214.
Hoff, D. J. (2000, September 6). Gap widens between Black and white students on NAEP.
Education Week, pp. 6-7.
Holmes, B. C. (1981, Dec 81). The effect of the states of prior knowledge on question answering.
Paper presented at the Annual Meeting of the National Reading Conference, Dallas, TX.
Irvine, J. J. (1990). Black students and school failure: Policies, practices, and prescriptions.
New York: Greenwood Press.
Johnston, P. H., & Pearson, D. P. (1982). Prior knowledge, connectivity, and the assessment of
reading comprehension. (Technical report no. 245). Urbana, Illinois: Center for the Study
of Reading.
King, J. E. (1995). Culture-centered knowledge: Black Studies, curriculum transformation, and
social action. In J. A. Banks & C. A. M. Banks (Eds.), Handbook of Research on
Multicultural Education (pp. 265-292). New York: Macmillan.
Koch, L. (1996). Children's Perceptions of Black English as a Variable in Intraracial
Perception. Unpublished Partial Fulfillment of the Requirements for the Degree of
Master of Arts, The University of Mississippi.
Kranzler, J. H., & Miller, M. D. (1999). An examination of racial/ethnic and gender bias on
curriculum-based measurement of reading (Research ): U.S. Florida.
Ladson-Billings, G. (1994). The dreamkeepers: successful teachers of African American children
( 1st ed. ed.). San Francisco: Jossey-Bass Publishers.
Ladson-Billings, G. (1995a). But that's just good teaching! The case for culturally relevant
pedagogy. Theory Into Practice, 34( 3), 159-165.
Ladson-Billings, G. (1995b). Toward a theory of culturally relevant pedagogy. American
Educational Research Journal, 32(3), 465-491.
Lee, C. (1993). Signifying as a scaffold for literacy interpretation: The pedagogical implications
of an African American discourse genre. Urbana, Illinois 61801-1096: National Council
of Teachers of English.
Lee, C. D. (1992). Literacy, cultural diversity, and instruction. Education and Urban Society,
24(2), 279-291.
Lee, C. D. (2001). Is October Brown Chinese? A Cultural Modeling Activity System for
Underachieving Students. American Educational Research Journal, 38(1), 97-141.

44

Cultural Support: Prior Knowledge as a Tool for Leveraging Comprehension Performance
Garth McCullough
Lipson, M. Y. (1983). The influence of religious affiliation on children's memory for text
information. Reading Research Quarterly, 18, 448-457.
Malik, A. A. (1990). A psycholinguistic analysis of the reading behavior of EFL-proficient
readers using culturally familiar and culturally nonfamiliar expository texts. American
Educational Research Journal, 27(1), 205-223.
Maria, K., & MacGinitie, W. H. (1981). Congruence of prior knowledge and text information as
a factor in the reading comprehension of middle-grade children (Technical Report 16).
New York: Columbia University Research Institute for the Study of Learning
Disabilities.
Mehan, H., Lintz, A., Okamoto, D., & Wills, J. S. (1995). Ethnographic studies of multicultural
education in classrooms and schools. In J. A. Banks & C. A. M. Banks (Eds.), Handbook
of Research on Multicultural Education (pp. 129-144). New York: Macmillan.
Minami, M. (Ed.). (1998). Language issues in literacy and bilingual/multicultural education (
Vol. 22). Cambridge, MA: Harvard Educational Review.
Minami, M., & Ovando, C. J. (1995). Language Issues in Multicultural Contexts. In J. A. Banks
& C. A. M. Banks (Eds.), Handbook of Research on Multicultural Education (pp. 427444). New York: Macmillan.
Moore, D. W., Alvermann, D. E., & Hinchman, K. A. (Eds.). (2000). Struggling adolescent
readers: A collection of teaching strategies. Newark, DE: International Reading
Association.
Nagy, W. E., & Herman, P. A. (1987). Breadth and depth of vocabulary knowledge: Implications
for acquisition and instruction. In M. G. McKeown & M. E. Curtis (Eds.), The nature of
vocabulary acquisition (pp. 19-35). Hillsdale, NJ: Erlbaum.
Nieto, S. (1999). Critical multicultural education and students' perspectives. In S. May (Ed.),
Critical multiculturalism: Rethinking multicultural and antiracist education (pp. 191215). Philadelphia: Falmer.
Norris, S. P., & Phillips, L. (1987). Explanations of reading comprehension: Schema theory and
critical thinking theory. Teachers College Record, 89(2), 281-306.
Oakhill, J., & others, a. (1991). Can imagery training help children who have comprehension
problems. Journal of Research in Reading, 14(2), 106-115.
Pai, Y., & Adler, S. (1997). Cultural foundations of education ( Second ed.). Columbus: Merrill
Pub. Co.
Pearson, D. P., & Raphael, T. E. (1989). Reading comprehension as a dimension of thinking,
Reading comprehension research: A selected review (pp. 209-240). Champaign, IL:
Center for the Study of Reading.
Pearson, P. D., & Johnson, D. D. (1978). Teaching reading comprehension. New York: Holt
Rinehart and Winston.
Pearson, P. D., & Johnson, D. D. (1978). Teaching reading comprehension. New York: Holt,
Rinehart and Winston.
Perry, T., & Delpit, L. (Eds.). (1998). The real ebonics debate: Power, language, and the
education of African-American children. Boston, Mass: Beacon Press.
Pewewardy, C. D. (1994). Culturally responsive pedagogy in action: An American Indian
magnet school. In E. Hollins & J. E. King & W. C. Hayman (Eds.), Teaching diverse
populations: Formulating a knowledge base (pp. 77-92). Albany: State University of
New York Press.

45

Cultural Support: Prior Knowledge as a Tool for Leveraging Comprehension Performance
Garth McCullough
Pitchert, J. A., & Anderson, R. C. (1977). Taking different perspective on a story. Journal of
Educational Psychology, 69, 309-315.
Pressley, M., Woloshyn, V., Burkell, J., Cariglia-Bull, T., Lysynchuk, L., McGoldrick, J. A.,
Schneider, B., Snyder, B., & Symons, S. (1995). Cognitive strategy instruction that really
improves children's academic performance. Cambridge, MA: Brookline.
Raphael, T. E., & Pearson, D. P. (1985). Increasing students' awareness of sources of
information for answering questions. American Educational Research Journal, 22, 217235.
Reynolds, R. E., Taylor, M. A., Steffensen, M. S., Shirey, L. L., & Anderson, R. C. (1981).
Cultural schemata and reading comprehension ( Tech. Rep. No. 201). Urbana, IL:
University of Illinois, Center for the Study of Reading.
Ruddell, R. B., Ruddell, M. R., & Singer, H. (1994). Theoretical models and processes of
reading ( 4th ed.). Newark, DE: International Reading Association.
Rumelhart, D. E. (1975). Notes on a schema for stories. In D. G. Bobrow & A. M. Collins (Eds.),
Representation and understanding: Studies in cognitive science. New York: Academic.
Sasaki, Y., Chiba, H., & Pearson, D. P. (1990). Effects of cultural familiarity on reading
comprehension. Paper presented at the American Educational Research Association,
Chicago, IL.
Schank, R. C., & Abelson, R. P. (1977). Scripts, plans, goals, and understanding. Hillsdale, NJ:
Erlbaum.
Schlesinger, A. M. (1998). The disuniting of America : reflections on a multicultural society (
Rev. and enl. , [2nd ] ed.). New York: W.W. Norton.
Smitherman, G. (1998). Black English/Ebonics: What it be like? In T. Perry & L. Delpit (Eds.),
The real ebonics debate: Power, language, and the education of African-American
children (pp. 29-37). Boston, Mass: Beacon Press.
Smitherman, G. (2000). Talkin that talk: Language, culture, and education in African America (
First ed.). New York: Routledge.
Soyibo, K., & B.O., M.-B. (1998). Relationships among students' grade level, gender, location
and school type and abilities to comprehend four integrated science textbooks. Paper
presented at the American Educational Research Association, San Diego, CA.
Steffensen, M. S., Joag-Dev, C., & Anderson, R. C. (1979). A cross-cultural perspective on
reading comprehension. Reading Research Quarterly, 15, 10-29.
Swanson, P. N., & De La Paz, S. (1998). Teaching effective comprehension strategies to students
with learning and reading disabilities. Intervention in School and Clinic, 33(4), 209-208.
Tierney, R. J., & Pearson, D. P. (1986). Schema theory and Implications for teaching reading: A
conversation. Reading Education Report No. 67 (Guide Reading Education Report No.
67). Cambridge, Mass: Bolt, Beranek and Newman, Inc.
Todorov, T. (1998). Mikhail Bakhtin, The dialogical principle (W. Godzich, Trans. 2nd ed. Vol.
13). Minnesota: Regents of the University of Minnesota.
van Keulen, J., Weddington, G., & DeBose, C. (1998). Speech, Language, Learning, and the
African American Child. Boston, Mass: Allyn and Bacon.
Voss, J. F., Vesonder, G. T., & Spilich, G. J. (1980). Text generation and recall by highknowledge and low-knowledge individuals. Journal of Verbal Learning and Verbal
Behavior, 19, 651-667.
Vygotsky, L. S. (1981). The instrumental method in psychology. In J. V. Wertsch (Ed.), The
Concept of Activity in Soviet Psychology. Armonk, NY: Sharpe.

46

Cultural Support: Prior Knowledge as a Tool for Leveraging Comprehension Performance
Garth McCullough
Vygotsky, L. S. (Ed.). (1978). Mind in society: The development of higher psychological
processes. Cambridge, MA: Harvard University Press.
Wertsch, J. (1991). Voices of the mind. Cambridge, MA: Harvard University Press.
Wright, B. D., & Stone, M. (1979). Best test design. Chicago: MESA Press.
Wyngaard, M. (1999). Visions of Culturally Relevant Education Perceptions of Urban High
School Stakeholders: Bein' Real, Bein' in Partnership (An article as part of a dissertation
study ). Kent, Ohio: Kent State University.
Yokota, J. (1998). Issues in selecting multicultural children's literature. In M. F. Opitz (Ed.),
Literacy instruction for culturally and linguistically diverse students (pp. 329). Newark,
Delaware: International Reading Association.

47

Learning Without Emotional Baggage:
Using Web Sites to Promote Healthy Coping and Academic Achievement
in Children Displaced by Natural Disasters

Juneau Mahan Gary
Kean University
Union, New Jersey

Address:

Dr. Juneau Gary
Dept. of Counselor Education
Kean University
H-309
1000 Morris Ave.
Union, NJ 07083

E-mail:

jgary@kean.edu

Abstract:
The author discusses the trauma of natural disasters, reactions to trauma, and the role of
school specialists in minimizing the effects of trauma on school-aged students in order
for children to focus on learning. The author offers a repository of web sites related to
trauma prevention and intervention that may be used to prevent or reduce the effects of
trauma on children.

J. Gary

Emotional Baggage

2

Learning Without Emotional Baggage:
Using Web Sites to Promote Healthy Coping and Academic Achievement
in Children Displaced by Natural Disasters
Juneau Mahan Gary
Kean University
Union, New Jersey
The approach of a new academic year triggers a wide range of emotions in
children, ranging from dread to exhilaration about starting or returning to school. But, as
the 2005-2006 academic year was beginning and children were becoming depressed or
exhilarated about school, two separate, destructive hurricanes headed towards the gulf
coast states of the United States. The gulf coast states stretch from Florida on the east to
Texas on the west and have in common the Gulf of Mexico. The two hurricanes, Katrina
and Rita, devastated parts of Mississippi, Alabama, Louisiana, and Texas. Families that
were left homeless were eventually relocated throughout the United States. Some
families that relocated in Texas following Hurricane Katrina experienced a double
displacement when they were forced to evacuate again about 10 days later due to
Hurricane Rita.
In this paper, I discuss the trauma of natural disasters, reactions to trauma, and the
role of school specialists (i.e., school counselors, school psychologists, school social
workers, crisis counselors, school nurses, student assistance counselors, and teachers) in
minimizing the effects of trauma on school-aged students in order for children to focus on
learning. I conclude by offering access to a repository of web sites related to trauma
prevention and intervention that may be used to prevent or reduce the effects of trauma
on children. The terms “trauma” and “crisis” are used interchangeably.
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Trauma of and Reactions to Natural Disasters

From a crisis perspective, predictable natural disasters such as hurricanes, some
floods, and some wild fires are stressors that enable some cognitive, psychological, and
physical preparation prior to the traumatic event. Other natural disasters however, such
as earthquakes, tornadoes, tsunamis, some floods, volcanic eruptions, and some wild fires
are unpredictable stressors, with no time to prepare for their impact. While Hurricanes
Katrina and Rita were predictable stressors, their wide swath of destruction and nearly
total devastation of towns and cities, intensified residents’ trauma and exacerbated their
reaction to the crises.
The extreme and overwhelming forces of a major natural disaster often have farreaching effects on one’s short-term and long-term adjustment following a traumatic
experience or a crisis. Though devastating natural disasters may last from only seconds
(e.g., earthquakes) to a few days (e.g., wild fires), the aftereffects may continue for
months or years during the extended process of recovery, reconstruction, and restoration.
Kanel (2003) defines a crisis as consisting of three components, or a trilogy of (1) the
precipitating event, (2) the perception of the event resulting in subjective distress, and (3)
the usual coping skills becoming ineffective and resulting in regressed functioning at the
behavioral, cognitive, and/or emotional levels. Furthermore, somatic problems may
occur. Behavioral reactions include symptoms such as anger outbursts, emotional or
physical withdrawal, anger at God, eating disorders, self-mutilation, crying, antisocial
and/or destructive acts, sexual acting out, and sleep disturbances; cognitive reactions
include confusion, poor concentration, limited attention span, and inability to make
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decisions; and emotional reactions include anxiety, insecurity, fatigue, lowered selfesteem, and irritability (Greenstone & Leviton, 2002).
When children suffer from trauma, their ability to achieve their academic potential is
often adversely affected (Barr & Parrett, 2001). They may exhibit all or some of the
following symptoms (Greenstone & Leviton, 2002):
•

Loss of interest in school.

•

Regressive behavior to a younger developmental stage.

•

Sleep disturbance and/or night terrors.

•

Fears of events that may be associated with the traumatic experience.

Moreover, children’s reactions to trauma are also affected by their developmental stage
and the unique ways that they handle trauma at a specific age. For instance, preschoolers
react to a traumatic incident very differently compared to adolescents responding to the
same incident. Greenstone and Leviton (2002) describe children’s reactions to trauma at
four developmental stages (e.g., preschool, early childhood, pre-adolescence,
adolescence):
•

Preschool. Young children are vulnerable to disruption and sensitive to
insecurity. They seek comfort in relatives and are sensitive to the emotions and
reactions of parents and relatives.

•

Early childhood. Fear of loss is difficult to handle and they often respond by
engaging in regressive behavior more typically observed in preschoolers.

•

Pre-adolescence. Peer reactions are important. Pre-adolescents must feel that
their fears, anxieties, and possible survivor guilt feelings are appropriate and
shared by other peers.

J. Gary

•

Emotional Baggage

5

Adolescence. Youth are easily distressed by disruptions of their peer-group
activities (e.g., attending their prom) and personal needs (e.g., continuing with
their part time employment).

Consequently, many children in the families displaced by Hurricanes Katrina and Rita
may experience significant adjustment issues during the academic year, and perhaps for
years to follow. Early intervention strategies must be used immediately following the
trauma to promote resiliency.

Learning without Additional Emotional Baggage

A natural disaster with devastating consequences such as the two hurricanes,
affects five groups of children: (1) those left homeless and displaced, (2) the new
classmates, (3) those who were not displaced and remain locally, (4) those with loved
ones who were displaced, and (5) those affected indirectly. Issues for each group of
children are discussed:
1. As displaced children begin their academic year for the second time in a new
school that is most likely in a different city or state, they bring with them
emotional baggage from the trauma of enduring the hurricane. They are forced to
cope with the aftereffects of the hurricanes (or other natural disasters) while
grieving for the losses of their comfort items and while missing their best friends,
teachers, and/or classmates. They must enroll in a new school without their
familiar support systems and interact with new classmates and new teachers who
are unfamiliar. They may differ from their new classmates and new teachers in
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major ways that may include class, race, dress, speech, regional accents, and/or
customs.
2. The classmates in the relocation areas may greet the displaced students with
reservation and may perceive them as outsiders. The new classmates may also be
stressed but not receive adequate support because they may feel overlooked when
resources and attention are focused on the displaced students. Without adequate
support and intervention, they may be at risk for developing emotional baggage
from feeling neglected.
3. The children able to remain enrolled in their school may realize that things are
different and classes may be smaller than usual because other families were
displaced. They may be grieving personal and family losses while missing their
friends, classmates, and/or favorite teachers who were displaced. Although they
return to a familiar school, they too bring emotional baggage from the trauma of
enduring the hurricane (or other natural disaster) and grieving the loss of their
support systems.
4. Students across the nation may have extended family members who were
displaced and currently residing elsewhere. They may be preoccupied with
concerns about the safety and welfare of loved ones. Or, their families may be
housing a large group of loved ones and the children must adjust to a new family
routine. They may fear becoming “lost” within the new family constellation and
could develop emotional baggage from feeling neglected.
5. Other students not directly affected by a natural disaster may be experiencing
some trauma from watching extensive news coverage about the crisis. They may
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be preoccupied if a similar outcome is possible for them. They may be at risk for
developing emotional baggage from extreme fear.

School Specialists and the Internet
School specialists are the adults, other than parents, with the most contact with
students. They often confront the adverse effects of trauma and crisis on children in
school and must establish a plan for prevention and/or early intervention (Greenstone &
Leviton, 2002; James & Gilliland, 2005; Mascari, 2005). If they use effective prevention
and intervention strategies to empower students to cope successfully with trauma and
crisis events from the onset, they may reduce the chances that students will become “at
risk” for academic failure or truancy and they may enable students to perform to their
academic potential while minimizing external distracters.
As school specialists face the reality that displaced families from Hurricanes
Katrina and Rita (or other natural disaster) may relocate throughout the United States,
immediate access to web site information and resources will most likely be useful and
timely material. Currently, the overwhelming majority of school specialists have
sufficient computer literacy to use the Internet’s web sites. Web sites have become a
common source of information. Numerous helpful web sites are available for school
specialists to use to assist students through emotionally distressing life events such as
displacement and relocation. Information from the web sites may be used to facilitate
parent consultations about a student’s coping skills; incorporate trauma prevention and
intervention into the curriculum; and/or refer a student to another school specialist or
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community clinician (Murphy, DeEsch, & Strein, 1998). However, most school
specialists may not know about the existence of useful web sites.
When specific web site information is needed, a school specialist may wonder,
“Can’t I just use a search engine to identify relevant web sites?” Using a search engine is
one option available but search engine results may produce hundreds of web sites through
which a school specialist must sift and waste valuable time in the midst of a crisis. A
search engine will locate some appropriate sites but will also identify many commercial
sites, irrelevant sites, and sites for adult victims. Due to increases in caseloads and/or
additional responsibilities, school specialists typically do not have the luxury of time to
conduct a time-consuming and cumbersome search. If helpful web sites are not readily
available or commonly known, then are they really a resource? When counseling or
comforting students who have experienced trauma, school specialists could benefit from
the efficiency of accessing a collection of web sites that are readily available, credible,
age-appropriate, and free or inexpensive.

Repository of Web Sites

A repository of approximately 150 credible and useful web sites has been
compiled at www.kean.edu/~jgary for school specialists to assist students experiencing
trauma and violence. I know of no repository to organize these relevant web sites. My
objective is to compile and summarize the myriad of web sites and make them readily
accessible to school specialists working with school-aged children. This repository is a
work-in-progress because it is impossible for one person to be aware of all valuable web
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sites. Recommendations of additional web sites would be greatly appreciated for the next
edition (jgary@kean.edu). Research for this project was funded by two PT3 (Preparing
Tomorrow’s Teachers to Use Technology) Grants from Kean University, Union, New
Jersey. Although the repository includes web sites stressing trauma and violence
prevention and intervention, I wish to highlight three sections from the repository that are
directly related to assisting children affected by natural disasters:
•

Hurricanes Katrina and Rita

•

Natural Disasters, National Disasters (including Terrorism and Bioterrorism),
Emergency Planning, and Disaster Preparedness

•

Trauma and Crisis

The web sites are sponsored by mental health associations, professional
organizations, universities, education associations, youth advocacy organizations,
government agencies, and media organizations. Commercial web sites are not included.
The sites are commonly used for psychoeducation, support groups, and classroom
instruction, offered through fact sheets, online libraries, multimedia presentations,
technical assistance services, action kits, curriculum guides, online bookstores, PDF files,
training opportunities, group activities, and online journals. Although I sought to identify
web sites for use primarily by school specialists, some sites have sections specific to
parents/guardians and/or youth and some sites offer multilingual resources. The
multilingual sites may be useful within large racially, ethnically, and/or linguistically
diverse regions of the United States.
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Each entry includes the web site’s name, a brief summary of its main features, and
its URL. An example from each of the three sections listed above follows. An example
from the parent, youth, and multilingual sites are also included:
•

Hurricanes Katrina and Rita site: MindOH! Foundation helps students explore
the good that can come from a bad situation and encourages them to be
courageous in the face of a disaster. It is designed to encourage both the victims
of hurricanes and the giving to relief organizations to assist victims. The site
contains various lesson plans and activities, empowering projects for students to
help victims, and broadcast messages that can be read over a school's in-house
public announcement system
(http://www.mindohfoundation.org/hurricanekatrina.htm). PDF examples include
(http://www.mindoh.com/docs/LessonPlan_HurricaneKatrina.pdf),
(http://www.mindoh.com/docs/Citizenship_HelpingHands_Katrina.pdf), and
(http://www.mindoh.com/docs/HurricanKatrina.pdf).

•

Natural Disasters, National Disasters (including Terrorism and Bioterrorism),
Emergency Planning, and Disaster Preparedness site: National Mental Health
Association helps children, pre-school through adolescence, cope with disasterrelated anxiety and disaster-related anniversaries
(http://www.nmha.org/reassurance/children.cfm).

•

Trauma and crisis site: International Critical Incident Stress Foundation
(ICISF) is a non-profit foundation dedicated to the prevention and mitigation of
disabling stress through the provision of education, training, consultation, and
support services. It publishes articles on topics such as crisis intervention, family
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recovery from trauma, and children’s reactions and needs following a disaster
(http://icisf.org/articles/).
•

Parent site: The Child Advocate offers disaster help for parents and addresses
issues related to disaster and trauma intervention. A booklet, Helping Children
Cope After a Disaster, is available as well as how to listen to children and manage
their reactions to traumatic events (http://childadvocate.net/disaster.htm).

•

Youth site: FEMA for Kids teaches children how to be prepared for various types
of natural and other disasters. It is child-friendly, using cartoon characters, but no
specific age range is cited. Children need reading and computer skills
(http://www.fema.gov/kids).

•

Multilingual site: National Child Trauma Stress Network (NCTSNet.org)
offers information about coping with the aftermath of disaster and terrorism in
Spanish
(http://intranet.nctsnet.org/sites/katrina/Spanish%20Document/Forms/AllItems.as
px) and (http://www.nctsn.org/nccts/nav.do?pid=ctr_spanish) and in Vietnamese
(http://intranet.nctsnet.org/sites/katrina/Documents%20in%20Vietnamese/Forms/
AllItems.aspx). The Family Preparedness Plan and Family Preparedness Wallet
Card are available in Armenian, Korean, Russian, Spanish, and Vietnamese
(http://www.nctsn.org/nccts/nav.do?pid=ctr_tool_educ).

Other sections of the repository address the following topics:
•

Violence Prevention and School Safety

•

Sexual Violence (includes sexual assault, rape, and incest)
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Family Violence (includes child abuse and neglect and domestic violence)

•

Exploitation by Educators and Helping Professionals

•

Cyberbullying

•

Youth Gangs

•

HIV/AIDS

•

Online Sexual Predators

•

Hate Crimes/Bias Incident and Teaching Tolerance

•

Teen Sexuality

•

Bullying and Relational Aggression

•

Online professional literature

Repository web sites are cross-referenced by the following categories (for those that
apply):
•

Sites offering parenting resources

•

Sites offering resources for youth and teens

•

Multilingual sites

•

Diversity sites

•

Faith-based sites

•

Sites offering multimedia material

The repository was compiled as a service and for informational purposes.
Inclusion in the repository should not be considered an endorsement. Users must
evaluate web sites for their specific needs. Web sites are generally unreliable for
longevity and consistency. They may expire or change the URL. Those web sites that
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address a specific trauma or incident (e.g., Hurricanes Katrina and Rita) are often
temporary and expire when no longer deemed timely by the sponsors while those that
address general traumas (e.g., child abuse) are generally enduring. All URLs were
updated during summer 2005.

Conclusion
The repository at www.kean.edu/~jgary offers web sites for trauma and crisis
prevention and intervention that a variety of school specialists may use to prevent or
reduce the effects of trauma experienced by displaced students and their classmates in
elementary, middle, and secondary schools. School specialists may embrace web sites,
along with other proven prevention and intervention strategies to develop comprehensive,
efficient, effective, and integrated services and resources that result in reduced trauma for
students. Finally, please recommend additional web sites for the next revision
(jgary@kean.edu).
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Early Childhood Experience and the Potential for Spiritual Development
Ann Gazzard

Introduction
Children are not seen as necessarily un-spiritual by most theorists of spiritual development, writes Deidre
Lovecky, it is “just that they are not viewed as capable of achieving the self-transformation upon which spiritual
development, in its highest stages, depends.” (Lovecky 1998, 5) One question to be considered then is whether
self-transformation is a necessary part of spiritual development. If it is, moreover, then perhaps a more significant
question remains. That is to say, would self-transformation be necessary if children’s upbringing and education
were more conducive to spiritual development in the first place? Spirituality is not unlike philosophy in this regard
– it is commonly considered something relevant for old age only. However, just as philosophy has been shown to
be a very pertinent part of many, if not all, children’s lives, so too spirituality may come to find the same respected
place.1
Self-transformation is probably a very desirable thing, especially for a self buried in layers of unhealthy
social and familial conditioning. It is easy to acknowledge the power of self-transformation in criminal behavior,
for example, but perhaps its power in any form of separation from conditioned behavior is worthy of
acknowledgment. Given that conditioning is an inescapable part of life, how children are socialized and indeed
social mores themselves greatly influence children’s fundamental beliefs, attitudes and dispositions toward life,
including its spiritual dimensions. Being taught ‘to fear the wrath of god’, being beaten for mistakes and
misunderstandings, and being unable to witness tenderness between adults and respect for life are but a few
examples that would make it difficult for a child to embrace a spiritual view of life. Psyches plagued by fear, guilt
and mechanistic views of reality are psyches much in need of transformation. In order to welcome a more spiritual
connection to life where the highest and most sensitive levels of feeling and thought abide, the psyche needs a
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sense of security to remain open to the wonder of experience. How this security is established is one of the basic
discussions of this paper. If it can be shown that these deeper levels of security can be established relatively easily
in early childhood, then we have contributed greatly to children’s movement toward a spiritual connection with
life.
This paper is the first in a series on the relationship between the experiences of early childhood and the
consequences they hold for spiritual development later in life. In this paper a working definition of ‘spirituality’
will be provided. I will then focus upon physiological care in the early years and its effect not only upon the
potential for a happy childhood, but also upon the potential for spiritual attainment throughout life. The paper is
written with the hope of enriching the understanding and hence practices of those (parents, teachers and teacher
educators) responsible for the education and care of our young as well as those with whom young children most
frequently interact. Subsequent papers in the series will examine the relationships between early psycho-emotional
and psycho-social relationships and spiritual development as well as the role of community, and exposure to
philosophy, quietitude and intuition.
Spirituality
Let us turn then to the question of ‘spirituality’. Perhaps a first place to start in an attempt to define the
term, or at least provide an explanation of how it will be used here, is an appreciation for the world in its nonmaterial status. That is to say, an appreciation for the existence of a reality beyond the physical is perhaps one of
the most basic tenets of spiritual understanding.
Therefore if we are concerned with practices, both parental and educational, that might best serve the
spiritual development of young children then, we must address the inner nature of the child; the child’s being, not
merely his/her body, thoughts and feelings. We must consider those things that enhance the growth and experience
of that being housed within the body of the child. We are not simply talking about the feelings the child has, or the
thoughts the child has, although these are important. We are also talking about that aspect of the person who has
the experience of feelings, thoughts and the body.
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If spirituality has something to do with knowing one’s self, and knowing one’s relation to or place within
the world around, both near and far, as many argue, then not fearing one’s self and one’s world is also surely an
important component of the path toward spiritual development. Early childhood experiences grounded in
opportunities for children to allow their inner beings to permeate their bodies and worlds, cultivate for them a
confidence in both. With appropriate early childhood environments, that is, children can learn not to fear the
exploration of their inner worlds and they can feel open to expressing it.
Much like a garden hose functions best when water is allowed to flow unobstructed, so too does a child
(and an adult) when his/her inner being is allowed the free flowing expression of its own nature. As a parent or
teacher interested in the development of a happy child and optimally functioning adult, it is a premise of this paper
that attention needs to be paid to the conditions most conducive to the freedom of that inner life.
Some philosophers (and philosophies) that make their way into political and educational thought, like
Hobbes for example, wish to circumscribe unduly the inner nature of children believing it to be basically unruly or
bad and in need of restraint. Opposed adamantly to this way of thinking, others, like Rosseau, argue for the
inherent goodness of human nature and the necessity for its open expression. The former systems of thought
generate authoritarian educational and political systems, whereas the latter advocate more democratic styles. Those
concerned with the spiritual development of the child, need also to embrace the latter unless of course the essence
supporting the material world is conceived of as evil. That possibility, however, is not entertained in this paper.
Perhaps also here at the outset some further clarification of the term ‘spiritual’ is warranted, at least in a
way that makes the purpose of the recommendations made herein more apparent. In some respects, it may be
prudent to consider commonplace conceptions of ‘spiritual’ and tease out that which will be maintained here.
It is not uncommon for people to imagine consistently ‘nice’, sweet, friendly people as being those persons
who are most spiritual, or at least as that, which a spiritual person should be. While those traits are desirable in the
eyes of most, they alone do not qualify nor indeed define spiritual attainment. In fact a person may not be terribly
sweet, friendly, or ‘nice’, but still may be quite evolved spiritually. It is not too difficult, for example, to imagine a
neighbor who is always friendly, sweet and ‘nice’, yet in times of trouble closes the door and pretends not to be at
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home, whereas the rather cool, aloof, sometimes unfriendly person who lives also nearby is the first at the door to
offer help in times of trouble. It would be a mistake then to interpret pleasantness as spirituality. Rather it would
perhaps be more wise to consider traits like courage, disposition to service, capacity for joy in life and
happiness, willingness to bear pain etc. as more spiritual qualities.
Similarly, it is not uncommon for people to conceive of a person who is in some way ‘otherworldly’ or ‘out
of this world’ as spiritual. Whether it is the connotations that attend images of angels in the sky, Jesus in the
clouds, or Lord Vishnu reclining on the belly of a snake, many believe it is also a spiritual asset to have ‘one’s
head in the clouds.’ Unfortunately, these notions have bred an ‘excusable’ irresponsibility amongst those claiming
spirituality in the face of some inherent weakness. The viewpoint taken in this paper does not support this
conception of ‘spiritual’. Rather here it is maintained that taking responsibility (and that can take many forms –
for oneself, one’s health, one’s behavior, one’s environment, one’s child, one’s job, etc) is an essential
characteristic of spiritually orientated people. Taking more and more responsibility, however, is not the answer
either. While it may be necessary to assume responsibility, to mistake that as the end would be to mistake the Atlas
Complex (see Footnote) for the pinnacle of spiritual attainment.2
Another common interpretation of 'spiritual' is 'religious'. That is to say, if the terms are not used
interchangeably, then it is assumed that a spiritually orientated person is also necessarily religious and vice versa.
On the view of spirituality presented here, these two terms are not interchangeable, nor do they have to be
connected, but they may. A person may be well developed spiritually but have no use for religious thinking or
religious practices of any denomination. He/she may not have one religious bone in his/her body. Similarly, it is
not difficult to paint a picture of a religious person who has no spiritual inclinations.3 While it is also possible for a
person to be spiritually as well as religiously orientated, what primarily marks the difference between the two on
the view presented here is the locus point where the practitioner conceives of god residing. For the spiritually
orientated, god can be found within oneself. Logically speaking it might possibly be understood as "if god is
omnipresent, then he/she must also be inside of me. Therefore if I want to get to know him/her, the best place to do
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this would be to look within. This is where it should be easiest." On the other hand, the more religiously
orientated person conceives of god as an entity outside of oneself, somewhere to go to (the sky, heaven), yet to
reach, through prayer or worship.
For the spiritually orientated person, believing that god is within generates over time an increasing
sensitivity to and respect for one's internal life and that of others, humans and non-human alike. It is this point
perhaps, more than most, which will be emphasized in this paper. That is to say, spirituality is very closely tied to
sensitivity. A simple example might serve to demonstrate, in part, the point. It concerns the moral education of
children. Many attempts have been made by parents, teachers and school boards alike to secure the moral
education of the young. Some of them are valuable. Yet their success, or lack thereof, is evidenced by moral
decline so readily observed in schools today - drugs, violence, teen and childhood sex, to name a few. The question
of sensitivity has not been considered seriously. Yet surely it is a lack of sensitivity that enables children to commit
crimes (moral and otherwise) against themselves and each other. Would a person of heightened sensitivity to one's
feelings and that of others be able to be physically or emotionally abusive to self or other? Would tenderness in the
hearts allow this? To the contrary, it is this very tenderness that is missing. If one truly believed, or at least
considered it possible that divinity resided within, would self-hatred and abuse be so rampant? Whether one comes
to metaphysical considerations about the nature of god or divinity through tenderness in the heart or whether one is
led into the experiential realm of tenderness through philosophical sensitivity by pondering the facts of one’s lifeit is all the same. One comes to understand and experience an oceanic sense of oneness- a place where self and
other, thought and feeling, in fact all dualities, merge.
Certainly one of the things prescribed by meditative traditions to enhance one's awareness of and sensitivity
towards one's self, others and one's environment is breath awareness. Drawing attention to one's breath has many
purported benefits, not least of which is a growing sensitivity to one's internal state- thoughts, feelings, bodily
sensations. Indeed, it is any one of these that so readily takes us in directions away from centeredness to the breath.
Distraction from the feelings so readily happens when one becomes lost in the story of the mind and the same is
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true of thought. How easy it happens that we can no longer think clearly when we are distracted by the story the
feelings care to tell us are true.
There are many practices in the meditative traditions to help with the balancing and stabilizing of these two
forces- thought and feeling- on the breath. The point to be emphasized here, however, is the connection between
breath awareness, sensitivity and spirituality. Part of this relationship is readily observed in the derivation of the
word itself: 'spiritos' meaning 'breath'. It is the confrontation with one's self that breath awareness entails, however,
which is at the heart of spirituality. Yet, it is also most often the reason people turn away from the practice. The
experience of inner beauty, for example, may be contrary to the particular family or cultural conditioning or, on the
other hand, the experience of some negative inner experience, say doubt, may be at odds with one's projected
perception of oneself. In either case, the inner experience is not being faced and the movement away from
sensitivity to one's self begins as one is forced into increasing numbness towards one's inner reality. One’s
cultural/familial conditioning, therefore, has much to do with the possibility of spiritual progress. How we are
raised to value the significance, indeed even in some cases the existence, of inner experience impacts greatly our
sensitivity to it.
Much of what has to do with spiritual development then, at least in the adult, involves the lessening of the
grip of cultural conditioning. In the child it is more lessening the imposition of certain conditioning that supports
spiritual development. That is to say, many of the obstacles to more heightened levels of awareness and sensitivity
result from a person’s misidentification of him/herself with this type of conditioning. We choose, for varied
reasons, to identify with the socially conditioned aspects of ourselves. We act, think and feel in ways we have been
brought up to act, think and feel. So strong is the pressure to this type of conformity that those who choose to act
differently often have to bear unfair labeling – crazy, not normal, eccentric, weird etc., or unfair treatment –
discrimination, abuse or ridicule, to name a few. Rarely do we consider who we would be if we had been raised,
for example, in a different family, or indeed, a different culture. It is an interesting puzzle to consider what aspects
of who we think or feel we are now, would be the same under different possibilities of upbringing. Regular
attempts to ponder these types of questions would surely be one way to lessen the force of the conditioning and
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provide some opportunities for identification with other less habitual aspects of ourselves. The more we can
broaden the range of opportunities for varied identification and understandings of who we are within ourselves, the
more creative options we have for living life. The greater the facility we have for moving between and enjoying a
broader range of opportunity for expression, the less we become restricted by any one identity. Life becomes more
enriched and interesting and we enjoy a more empowered sense of self. The search for spiritual identity,
moreover, will also likely increase as the search for the answer to the question “Who am I?” necessarily intensifies.
Having more access to varied aspects of our own being, that is to say, is conducive to reflecting more seriously
upon the nature of one’s ‘true’ self.5
Underlying Goals of Spirituality
One of the main purposes of this work is to consider those conditions in the early upbringing of the child
that might best prevent obstacles yet create opportunities for spiritual development. Yet, the importance of striving
for more spiritually orientated children, adults and culture needs to be addressed. Why indeed should one be
concerned with one's inner life? What consequences does this have for one's life as a whole, and what benefit or
impact does it have upon the society? Most particularly for persons skeptical of the term 'spiritual', wary of cult
movements and reactive to anything that has 'religious' overtones, these basic questions need to be visited and
goals need to be presented. These include short-term goals for the child and more long-term goals for the adult and
the society at large.
Contentment
Creating an optimal environment in early childhood where the child can fully experience his own being,
relish its delights and appreciate through such experiences the existence of other beings not unlike him/herself
inhabiting the bodies of others is a major goal in laying the foundation for spiritual development. It could be also
argued that these are the preconditions of a happy childhood.
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Through the experience of his/her own inner being there is more likelihood that throughout life the child
will have a greater sense of identity with the state of being than with the state of doing. It is not uncommon to find
expressions like “Be here now” and “Being in the present” as synonymous with ‘spirituality’.
Progress in spirituality is often portrayed as a greater capacity to be in the present, not distracted by the past, nor
overly anticipating the future.6 Here in the West where doing and accomplishment are rewarded extensively it is
easy to ignore merely being and the present in favor of worry about the future or angst about the past. Ironically,
focus in the present enables more accomplishment, where it is necessary, as more mental and emotional energy
become available.
A much sought after consequence of being is contentment, whether it be the contentment that comes from a
good meal, a job well done, or shared time with a loved one. No such contentment can be reached if one’s mind is
part somewhere else. ‘Quality time’ versus ‘quantity time’ is a move in the same direction. Indeed, on the view of
spirituality presented here, contentment ranks highly. Without the contentment of one’s desires, they return to
haunt or distract us, making attempts to aspire to elevated levels of awareness more difficult.
Life is to be experienced and enjoyed in all its aspects, or so it has been said of the spiritual path.7 Not
allowing the contentment or at least the movement towards the contentment of one’s truest desires is then
incongruous with the free flowing expression of one’s inner being, and hence life. Suppression of one’s desires and
other related defense mechanisms although evident in some spiritual and religious traditions are not a
recommended part of the paradigm presented here. The mental is not considered superior to the emotional, nor to
the physical. Each has its role to play. Inhibited behavior, usually the result of conditioning, will seek its own
outlet, often in perverse or maladaptive ways. Rampant pedophilia among priests might very well be a case in
point. An important part of the overarching framework of this work is that the free flowing expression of the
child’s inner being is a grace for the child and the society. Premature enculturation with its imposition of adult
mores on young children has much to do with the persistence of infantile desires into adult years. That is to say,
these desires could be happily, and without fuss, let to run their own course and resolved in childhood. Frustration
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of desires in the early years, on the other hand, is a message carried into adult life. Angry, frustrated adults have
less chance of garnering peace and happiness than their more content counterparts and less hope of conceiving of
the world and life’s purpose as any thing more than relieving, wherever possible, the internal pressure with which
they live. Ironically, social mores increase to curb the behavior they in fact once created.
Reduction of Fear
Another important consequence of an increase in spirituality under the model sought here is a lessening of
fear in the psyche. Practices to minimize the buildup of fear in the psyche of young children can do much to
advantage the lessening of fear in the adult. Fear trapped in the psyche makes it ever more difficult to come to
terms with life and death and to appraise realistically one’s assets and liabilities. As a result, much energy which
could be otherwise available for love and devotion, creativity and service to name a few, is ill spent chasing ideas
that falsely promise to release one from one’s fears. Finding the ‘right’ job, the ‘right’ spouse, the ‘right’ diet, the
‘ideal’ lover, are all examples of such promises. Not to say that a good job, a compatible spouse, a healthy diet and
an exciting lover aren’t desirable and more or less satisfying, but contentment and the alleviation of fear is a matter
worthy of more depth. An increase in spirituality then serves also to provide the courage to look more openly at the
bare bones of one’s fear(s), thereby not displacing them so readily onto a multitude of other things, particularly
those that the society/culture might condone as “worth worrying about.” Fear of being able to “to keep up with the
Joneses”, for example, is a socially condoned anxiety that the society has a vested interest in maintaining.
Spirituality then also equates with unraveling the web of fears to ascertain those that are real and legitimate, and
the increasing courage to deal with them.
Respect for Life
A respect for life in all its forms is another goal advocated here that is part of what it means to be spiritually
orientated. Sensitivity to sentient beings must necessarily increase as one’s sensitivity to one’s own being with its
strengths and frailties increases. A resulting goal of spirituality then is an increase in that behavior that promotes
the well being and health of self and others, including planet earth. The hope for a more spiritually attuned culture
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would, at least then, be one more in tune with nurturing the needs of the earth and its inhabitants. Especially in
Western cultures, the need for balancing the brain- thoughts and feelings- requires attention more to a respect for
feeling. Without sensitivity to how all its creatures might feel, nurturing the Earth and all its inhabitants seems a
utopian, even misguided, ideal, or a “woman thing”. Unfortunately such insensitivities, supported often by
religious dogma (for example, ‘Earth is Man’s dominion and its creatures are to be used for his pleasure’), lessen
the chance for a more objective and realistic appraisal of our plight and our relationship to all that surrounds us.
Part of what it means to grow spiritually then is an increasing capacity to experience reality from what the feelings
tell us as much as what the thoughts tell us. In cultures geared towards rationalism, linear thought, analytical
thinking (and the consequent denial of anything ‘emotional’) greater efforts need to be made to enable citizens the
joy of ‘feeling’ life and its integration into daily living. Constant denial and suppression of this level of experience
and feeling usually makes for very aggressive pursuits of ‘pleasure’ in some small part of a week or ‘stolen’ time.
Road rage, violent sports, rape, as examples, are all testaments to this.
It is also worthy of mention that a movement towards spiritual development, is a movement away from
psychological problems. Breath awareness itself will not sustain the continued existence of psychological
obstacles. Either they will have to be confronted, or breath awareness will cease. Ideally, practices conducive to
healthy psychological development will be made available in early childhood years so as not to forestall spiritual
attainment later. In any event, however, sensitizing an individual to him/herself and all that surrounds will first
deal with the psychological simultaneously and eventually focusing on the spiritual.
It is also believed that in the long term, the society as a whole will benefit from citizens who are raised with
attention given to these recommendations. Citizens who are more capable of taking responsibility, who are more
sensitive to all that life could be, who are less inclined to be circumscribed in identity by the beliefs of others and
who are more open to the integrity and authenticity of their own experience – these are citizens capable of
managing a more democratic society wherein ethics has a chance of superseding economics, and reason can be
tempered by feeling, and emotion by reason, to take but two examples.
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Certainly much needs to be addressed in our educational system as a means to securing at least some of
these ends. It is a premise of this work that most of the goals mentioned here can ultimately and eventually be met
by how we do treat our young.8
In this work I will be primarily concerned with the early experience of the young child. Believing this to be
the time that children are most impressionable, I also believe that efforts made during the early years of the child's
life are the most fruitful in setting the stage for future receptivity to spiritual understanding and development. This
series of papers then will consider the behaviors and practices of the child's early caregivers, including prenatal
conditions that give rise to the most optimal environment for the child.
The basis of this work is derived largely from the wisdom of the East, the wisdom inherent in some of
humankind's long standing traditional practices uninhibited by the 'science' of recent years, and more recent
research that supports these practices. For the most part, however, the viewpoint developed here is from the child's
perspective. This perspective is perhaps the hardest of all to embrace as any parent or teacher might corroborate. It
is perhaps the hardest of all because forgetting, or at least being able to suspend one's knowledge sufficiently to reexperience the child's naiveté requires a certain concentration of mind. It also requires a willingness to release (at
least temporarily) any vested interest one may have in one's own perspective, whether it is culturally conditioned
belief, for example, or power relations between parent and child.
What is presented here then is, in and of itself, what would most likely make sense from the child's
perspective. It is the task of those who can, to articulate this perspective, and the obligation of all parents and
teachers to insist upon including it in their daily habits of mind. Children are unable to articulate for themselves
their own place in the scheme of things, and so we are, as the 'adults' in the equation, the caretakers of the
children's viewpoint as well, responsible for its consideration and at least a fair outcome.
Finally, it is also worthy of note that one does not need to be actively pursuing enlightenment to be on a
spiritual path.9 The question of enlightenment is a very big question What we are most concerned with here is
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providing recommendations for people to become sensitive enough to their own natures and that of others to
chart their own course as best fits their assets, liabilities and true desires.
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Physiological Care and Later PsychoSpiritual Development

The lessons we learn and impressions we form about our bodies from our early childhood experience
impact our future relationships not only with our physical self but also with a number of related psychological
issues, namely, insecurity/ security and all its offshoots.
Not feeling comfortable in our bodies, not liking our bodies, not understanding our bodies and not
responding to its needs are all examples of the foundations of insecurity. If I lived in a house that I didn’t feel
comfortable in and did not understand how to maintain, and if I was committed to live in that house my whole life,
it would be very difficult for me to feel safe and comfortable here on Earth. There would always be a desire to get
out of the house, a distaste and embarrassment about it and a persistent nervous feeling that I wasn’t sure what it
was going to do next or what was going to happen next. As a result, I would feel as if I couldn’t control or take
care of what did happen. So it is the same with our bodies. We live inside them. We are responsible for their
upkeep and maintenance, we are responsible for how we adorn them, and they are our home for the duration of our
lives. It is in our best interests then to be on good terms with it – to respect it, to understand it, to care for it - that
is, if we hope to feel safe and good here in it, and on Earth.
The body is of the same nature as Earth and is subject to many of the same laws. (Ashes to ashes, dust to
dust, or in the Eastern tradition, the element, that of earth, is the same in both.) It is not a distant leap in
understanding then to appreciate the relationship between our treatment of our bodies and our treatment of our
planet. Should we be surprised that when the Earth complains of pollution with dying vegetation and dying animal
species, for example, that our own species complains with increasing incidents of cancer? Is it any surprise that the
state (NJ) with one of the highest per capita incidence of cancer is one of the most polluted states in the US? Is it
any surprise that the more we dump chemicals (pesticides, fertilizers) into the earth in an attempt to get it to do
what we want, the more we dump chemicals (diet pills, steroid hormones) into and onto (deodorants, hair sprays)
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our bodies to get them to do what we want (look sexy, smell nice)? As in most transactions that are lopsided
there is unfortunately a price to pay and in this case the cost keeps rising.
The health of humankind’s body can be seen reflected in the health of planet Earth and vice versa. Without
an understanding of and respect for the body it would be difficult to have the same for the Earth. Similarly it would
be difficult, if not impossible, to understand one’s place on Earth and one’s identity with Earth if one was in the
habit of rejecting one’s body, or dismissing it as trivial. Without the Earth beneath our feet, there would be no life
possible as we know it, and similarly without the body, our person would have no vehicle to manifest itself. This is
how important, how all-important, our body and our Earth is.
It would be difficult to feel comfortable in one’s body if one's early bodily experience was routinely
unpleasant or cruel.10 Repeated experiences of neglect or abuse, whether by intention or not, make for one's first
experience of one's physical self and one's first experience of this new place (the world as opposed to the womb), a
place one would rather not be. Sleepless nights, wet and sore in unchanged diapers is a stark example of behavior
adults would not bestow upon themselves unless perhaps drugged or sick. Yet it is allowed to happen too
frequently to children. Similarly, adults with freedom of choice to satisfy their bodily instincts would not likely
repeatedly defer eating in the face of constant hunger. Why is it then that feeding-on-demand is not a practice more
readily adopted instead of feeding-on-schedule? Pain and discomfort to the body of the young child on a regular
basis - whether it be through hunger, thirst, too much heat, too much cold, rough handling, no handling or
inappropriate handling - inform the child that the bodily/physical experience of this world - earth, is not a good
one. It is to be counted upon neither for comfort nor security and it is certainly not a place where one's physical
needs are met. Experiencing needs that can not be met on a regular basis imbues the child with frustration in the
face of them and a sense of panic as they begin to emerge.
The womb of course is not always the ideal environment either, though usually it is - ideal temperature,
food on demand, cushioned protection, etc. Under certain circumstances, however, the womb itself may leave its
negative mark on the psyche of the child. Fetal experiences of drug overdose, malnutrition or starvation on behalf
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of the mother or physical abuse to the womb area are examples of experiences that negatively impact the child's
experience of his/her physical self.
If we embrace the belief as many do that early experience shapes later opportunities in life, then we see too
readily the impact of unfortunate circumstances in parenting on the child's capacity to appreciate his physical being
and feel comfortable in and with the natural world.11 But it is not only the direct experience to the child's physical
self that matters here. The child may too be a victim of societal and cultural norms in respect of the body. This type
of conditioning is itself also profound and it is pervasive from childhood right through adulthood and old age. Let
us consider then some of what is meant by this.
A culture that adopts poor eating habits from the point of view of the body's basic needs and health is a
culture promoting generations of children alienated more and more from their instinctual selves. The 'American'
diet, in particular its fast-food legacy, is a case in point. Similarly, 'eating on the run' - the counterpart to fast food promotes an attitude towards the body and its needs, as secondary to other needs, if not a nuisance. This is too
often modeled in families today and in the media as a cultural norm. What level of contentment can be derived
under these circumstances? Denial of the contentment of these most basic needs reinforces the cycle of frustration.
As we can see, the economically driven food industry is counterbalanced to the spiritually driven goal of
contentment
The child may receive these cultural messages by observation of how others (typically parents) treat their
own and each others bodies, and how those same others inadvertently reveal underlying beliefs or attitudes towards
their bodies and the role of the body in the whole scheme of things. Children witness parents do all sorts of things
in respect of the body. They witness adults ‘eating on the run’, eating ‘convenience foods’ as a staple diet, eating in
unpleasant atmospheres, eating while doing other things, eating while arguing, eating as a way to pacify emotions,
wasting food, being overly fussy, showing little gratitude for food, etc. If the cells of our physical being are
composed of what we digest, what does all this say about our attitude to the body and indeed our overall
structuring and creation of it. Are we denying ourselves the opportunity for heightened awareness and appreciation
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of life by not nourishing and nurturing our bodies so that they may function optimally? What chance is there in
this way of doing things to transcend, even at the physical level, that which is necessary to do in terms of day to
day basic living and be able at the same time to experience more of what life has to offer. Tired bodies stemming
from inadequate nutrition and care increase the stress we face in our lives. Ironically, the stress is usually perceived
as coming from "outside us" and little responsibility for accepting our complicit role in this is willingly embraced.
Inadequate physiological functioning induces an apathy that is 'reasonably' justified as the stress of contemporary
living. Yet our perpetuation of the stress resulting from poor dietary habits and ways of eating is blithely ignored
by many. Do we not know enough yet to acknowledge the need for adequate nutrition to function well both
physically and emotionally?12 Where then might this seeming continued need to abuse the physical come from?
Certainly we see evidence of it in other ways in our society, and this too is what children witness. Consciously or
not, it is embraced by the psyche of the child instilling those same messages therein.
Let us consider some examples of the other ways our culture undermines respect for the body, in particular
some readily seen in American society. Clothing is a case in point. Governed by the standards (economic,
aesthetic) set by others (manufacturers, designers) both men and women move about adorned in garments often
uncomfortable, unhealthy and seasonably inappropriate. Stiletto heeled shoes on icy winter sidewalks would serve
to illustrate the point, as too would a jacket, shirt and tie on a humid, hot summer’s day. Clothing or apparel that
causes misalignment of the spine, that constricts organs, that does not allow the body to breathe (synthetics) and
generally makes the body uncomfortable are all culturally conditioned ways to perpetuate lack of respect for the
body.
Culturally conditioned attitudes toward the body can be even more insidious. Take for example the
perception of breasts. Notwithstanding the economically driven implosion of drug companies that promote formula
and bottle feeding from birth, would the readiness of men and women in the culture to abandon breast-feeding be
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so pervasive if the culture did not also promote breasts as sex toys? Sadly to say, here is one of the greatest
injustices done to the child - the denial of mother's milk and/or the intimacy possible in such moments.13
Religious dogma also has a part to play. The separation of mind and body promulgated by some of the
major religious traditions, in particular the superiority of the mind in contrast to 'the sins' of the flesh, has also
shaped cultural values. Children have been punished for innocently exploring their own bodies, women have been
categorized as Madonnas or harlots, academia has supported the world of 'the head', and men have been praised for
'rationality' and women denigrated for 'emotionality'. All to do with the body, in other words, has in many cultures
an association with sin. "Pleasure of the body is to be transcended in favor of the purity, godliness of the mind" is
how the argument might go. As a result we find traditions, both religious and cultural, ignoring, suppressing or
even punishing the body for its real needs.14 The child may even be punished or abused for displays of emotion or
behavior that the family or society deems wrong, inappropriate or rude. Girls may be punished for emotions or
behavior that is not 'nice' or lady-like (sitting with legs apart) and similarly boys for emotions or behavior that is
not manly (touching other males affectionately).
Most basically people have a need, more and more imperative as time goes by and the health of the species
and the planet deteriorates, to think clearly about issues of life, death, decay and immortality. Care and respect for
the body needs to be integrated with an appreciation for its role and place in the whole of life. It seems that
prolonged confusion in these areas, symptomatic of attempts to deny death and decay, lie at the heart of the
problem. The inability to come to terms with the eventual decay of the body coupled with a lack of appreciation for
a spiritual sense of self, serves to intensify the confusion. Insofar as one cannot appreciate such distinctions,
attempts to ignore or even punish the body with its reminder of mortality will be prevalent. Similarly, attempts to
immortalize it and deny the aging process will strengthen as Man ties his identity to it. Failing to identify with
one's spiritual nature, that which is not subject to decay but rather perpetual evolution, leaves one no choice but to
fret in confusion. One is confronted with the reality of the body's decay and yet also with some other more inherent
sense that there must be more to life and to oneself than that. That is to say, on the one hand we sense that we are
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more than what happens in nature, after all how could we witness the changing world, the comings and the
goings and the changes in ourselves if there wasn't something more constant within us witnessing the changes. Yet
we fail to distinguish between that which within us belongs to the coming and going, and that which remains. With
a resulting compulsion to identify with the body then, we try with an ever-increasing desperation to believe that it
is the body which does not decay.
People live inside their bodies with all sorts of different relations to it. Whether it be a prison, a whipping
pole, an amusement park, a temple or a comfortable home, it is incumbent upon us all to recognize the choice of
relationship to it we have made and thereby, the ascription we pass on to our children and students. Most
particularly this recognition is important if we hope to seek spiritual progress for ourselves, or hope to cultivate it
in our young.

Early Childhood Experience and Spiritual Development
-Some RecommendationsIn this section some general recommendations concerning the role of early childhood bodily experience and
spiritual development will be made. Some specific examples of common child rearing practices will be highlighted
to illustrate the connection. In these more specific examples, arguments in support of the proposed
recommendations will be made by considering the outcome of the practice from the baby’s or child’s perspective.
This, it is believed, is the strongest claim of all. Young children have little, if any, recourse to defend their own
cause. Their hope for a fair outcome rests entirely in the hands of the parent/caretaker and early teachers. Without
those persons having interest enough, or sensitivity enough, to appreciate the child’s plight with all of the naiveté it
entails, children are left to defend themselves by whatever means they have. Unfortunately that defense often
amounts to no less than a numbing – psychological and physical- that may extend to areas outside the original
offense.15
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Not only is it important to consider the right treatment of the baby’s body including environmental
contexts, but it is also imperative to consider how treatment of the body is modeled by the adults
(parents/caretakers) with regard to their own and each others bodies. It is an assumption of these recommendations
that the child, that is to say, the person, is present before birth, and as such being is experienced prenataly. That is
to say, there is someone there who registers or experiences the experience. Prenatal conditions are then also
considered and perhaps it is the best place to begin.
Prenatal Considerations
Devastating to the child prenataly is the ingestion of chemicals (legal or illegal) and/or inadequate nutrition
rendered possible by mother’s malnutrition or starvation. Birth defects and behavioral problems abound as a
result.16
Also problematic for the child at this stage is physical violence, including rough sex. Physical distress and
physical injury to the child are both registered. It has long been known that falls, accidents or physical abuse to the
mother need to be avoided at all costs. Rough handling, including the use of forceps at birth, must therefore also be
considered.
Damage to the sensitivity of the ears and general sensitivity to sound is also to be noted with regards to
what the environment outside the womb is providing. The womb is not a sound insulated chamber. Unrelenting
argumentation, foul language, sudden loud noises, including screams of the mother at the time of giving birth must
all play a part. Loud noise especially sudden loud noise readily produces fear in human beings.17
Perhaps one way to envisage the situation from the baby’s perspective would be to imagine arriving alone
to a place one had never been before with no memory from where one had come. One may have arrived safely and
just begun to feel comfortable and settled in a well-accommodated hotel room when all of a sudden one’s body is
filled with an intoxicant never experienced before. Not that one knew that’s what it was. Rather one’s experience
becomes one of writhing around on the bed with heart palpitations, uncontrollable bodily movements, nausea, and
frightening images in one’s head. What’s more, one can’t get out of the room. Could one imagine living locked in a
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room for many months with periodic influxes of such feelings? Any adult who had such an experience would
undoubtedly have horrible memories of that place coupled with fathomless fear and bottomless distrust for the
safety of that place.
Let us add to this scenario the sounds of voices in the next room, a male and a female voice. Voices are
heard day after day, but on many days the voices are loud, and painful to the ears. They are the sounds of
screaming and arguing, interspersed with sudden loud crashing sounds – something is broken. There is no
knowing when these sounds will start or end. Sometimes they are coupled with a sudden jolt to my body – never
knowing either when that will happen, and it hurts. Now, while there is an agony in staying in this room, there is
an even greater terror building about leaving and entering that room where they are. There doesn’t seem to be
anywhere to go that is safe- “And the bombs drop and life goes on!”
Now the person who was coming and sliding food under the door is also gone – when will I eat again! I am
close to death before it comes again. But one day, after all that time in darkness I am freed – the door is opened.
The bright lights burn my eyes, and someone is grabbing at my head, pinching it with sharp, cold steel. I look up to
a world of giants, some laughing, some crying, some indifferent. Yet there is one who holds my legs and smacks me
and everybody cheers as I finally breakdown and cry. “No, I do not think I want to be here either.”
Deep down I know I can never forget this.
Deep down I know I could never, ever feel comfortable here, no matter what.
Deep down I know I could never feel safe enough to relax and truly enjoy this place, no matter how ‘good’
things might get. My trust in this place has finally been destroyed.
Deep down I know there is cruelty in their ignorance.
Why do we think it is not the same yet infinitely more profound, for the child in the womb? Would an adult
male in his right mind take to his penis with a pair of scissors? Similarly then, why do we readily believe the
opinions of a small few who once said, “The child doesn’t feel it”?
I am screaming, I am crying – it’s the only way I know how to show that I feel it!
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But of course, this is not the only scenario, although it is the plight of many to a more or less degree. There
are alternatives, which some are fortunate to experience. It could go like this: I arrive at the same wellaccommodated room, with little or no memory from where I have come, or indeed where I am going. That in
itself is causing little distress, however, because I am so happy where I am now. The room is ideal. Food to my
liking is available whenever I desire it – nutritious and tasty. I can feel all the cells of my body tingle and sparkle
with delight as I am enriched with the nutriments I need. It also feels good here – it’s just the right temperature
and my body can relax comfortably and completely. I feel free, free just to be. I have no need to do anything.
Sometimes I hear the sounds of voices in the other room, soft, sweet melodious voices. As time goes by, it seems
that they must know I’m here, they seem to be talking to me. It seems that they know me. Sometimes I even hear the
most beautiful music coming from that other room – it makes me feel even better. I love those sounds. The more the
loving voices seem to be acknowledging me, the more I long to go into that other room and be with them. The
music they play seems to beckon me. Then one day the door opens. A warm, gentle, golden glow fills the adjoining
room and as I enter a warm hand supports me. The sweet sounds of a lullaby greet me as well as the sounds of
soft, loving voices. Eyes that seem to know me, welcome me with loving-kindness. This feels good. I sigh, at last, to
feel at home.18
Some of what we have so far identified as important for the child during pregnancy are the following: a
nourishing diet on behalf of the mother; a lifestyle that reduces the risk of physical abuse to the womb area (from
the ‘outside’); a lifestyle that provides an environment free from shocking, loud or ugly sounds, including the
sounds of violence and argument; an environment consciously directed towards serving the needs of the
developing child and happily preparing for the child’s arrival; and, an environment directed by want for the child.
The last point is perhaps the least articulated elsewhere in the literature, but it is also perhaps the one that, if it were
in place, would likely mitigate the attention needed to the others. That is to say, wanting the child, whether a
planned child or not, already prioritizes one’s intentions in service of the child. Why should we think that the child,
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less encumbered by the numbing effects of socialization than the adult, would not feel the mother’s rejection,
frustration and resentment, when as adults we so readily feel these things from others to whom we are close?
Surely being inside the mother is about as physically close to another person as one could get, so does it not make
sense to think that the child would likely experience the mother’s resentment for its presence? A resounding ‘bad’
feeling or negative feeling would register, making future associations with the mother clouded by lingering traces
of the same feelings generated through association. And the mother wonders why the child seems distant,
withdrawn or rejecting! A pattern of interaction is thereby created, and the lifetime struggle begins – not that it
can’t be broken, but it may take a long time and/or an intense desire to change in order to see the oftentimes
simplicity of the problem in the first place.
Early Days
Let us consider for now just two examples of child rearing practices, and imagine them from the child’s
point of view. One has to do with sleeping arrangements and the other feeding.
Come nighttime, everything changes. People don’t seem to want me anymore. I wonder what I did
wrong. I feel bad, I feel sad to be left alone in a dark room by myself especially when I see those big people
walking hand in hand into another room together. Why don’t they love me when it gets dark? I feel lonely and
scared by myself. I cry and no one comes. I cry some more and some more – what have I done wrong? Please
come and hold me like you do when it’s light, please let me know you still love me. Please don’t leave me here by
myself. ‘Will I ever see you again?’ my cries scream out. This time I can’t fall into the oblivion of sleep – I want
you! Finally somebody comes. I am held. Why is it that at night I get attention when I cry and in the day I get
attention by laughing? I much prefer the day. I am starting to get terrified by the dark. It’s exhausting having to
cry to get someone to show you that they care. Sometimes when they come to see me at night, they put me down
again as soon as I close my eyes. Can I not relax and know that you won’t disappear as well? I start to keep my
eyes open till they hurt, just so they won’t go away. Sometimes I just keep crying, even a little, so they won’t go
away. I love the daytime, I hate the nights. I am loved in daylight, I am tolerated at night. Sometimes when I wake
and it’s all dark, I am wet and cold, and it’s stinging. I cry, cry for help but I cry too, cry hard that I can’t help
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myself and that other people let me know they’re sick and tired of my messes I can’t help but create. I cry so
hard about this. They clean me and dry me, but they leave me again. I guess they really don’t like me at night,
especially when I make a mess. It seems that most of the time when I wake up I am alone. I am terrified sometimes
that they’ll never come back. I’ll die if they don’t.
Like other mammals that lick and play and hold their young constantly, humans too need lots of bodily
contact, especially when they are so young. Why should humans be different in this way to other mammals? It is
often the case, that children experience this kind of attention in the daylight hours, but due to culturally held beliefs
about “what is best for the child”, they are placed alone in separate rooms at night. In many societies, Western in
particular, this practice can begin immediately after birth. Little attention has been given to the possible
psychological consequences of this practice. (Thevenin 1987, Jackson, 1999, Sears 1999) There is no doubt that
the baby’s experience of his/her own bodily experience is affected. Dirty diapers, bedding askew, vomit covered
pillows, have their consequences – rash, strangling, choking, chills, to name a few. However, the potential
psychological consequences are no less alarming. A type of schizophrenia, mild though it may be – or severe,
arises in the psyche. Dark/light, bad/good, loved/unloved are dichotomies which isolating the child at night fuels, if
not solely creates. It could even be argued that it is also on these occasions that the child first learns the power of
negative attention – ‘you come when I cry’.
Fear of abandonment, therefore, easily sets in as nighttime approaches. The child may also learn to
associate loneliness with self-blame for that loneliness. Sowing the seeds for low self-esteem, an overarching
feeling of not being good enough, and self-hatred, this type of ignorance, (that is, isolating the child at night),
readily creates a culture full of people deprived of the opportunity to experience life wholeheartedly.
While parents may think that during the night they still care for their child, insensitivity to the possible
mindset of the child curtails the child's perception of that love. From the child's perspective, it is conditional. Yet
the child can not quite figure out what the conditions are beyond night and day.
Surely a parent/caretaker who was in touch, to some extent at least, with some of the possible perceptions
of the experience from the child's perspective, would as a minimum requirement be consistent with attention both
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day and night keeping the child in as close contact as possible. It would also be a way for the adult to learn,
understand and appreciate the child's experience. It is so tempting, because of its ease and lessening of
responsibility, to perceive the child's experience from the adult's perspective. To some extent this can not be
avoided. To the extent that it is done, however, a certain degree of insensitivity slips into the relationship. It may
be mild (inability to be able always to discriminate accurately the different cries of the child), or it may be severe
(ignoring the cries or beating the child for crying).
Insensitivity on behalf of the adult creates numbness to a certain range of experience in the child.19
Repeated exposure to this insensitivity may eventually lead to a block in feeling very difficult, if not impossible, to
unwind.20
But it could go like this: Come nighttime I feel equally happy. Someone is nearby most of the time and we
are all much quieter, usually more relaxed and sleeping. I seem to wake up more than they do, but as I open my
eyes, I see mother beside me and father beside me. I cry when I need their attention, but I cry less. I do not feel
abandoned. I cry if I am hungry. Mother quickly wakes and feeds me straight away. I cry if I am wet in dirty
diapers and mother or papa cleans me up. I guess they dislike the mess as much as I do, but they are gentle with
me and look ever so lovingly at me while they are doing this. They know I can not help it and they are
understanding. As I lie there between my mama and papa I see them looking lovingly also at each other and they
are talking. I do not know what they are saying, but it sounds good. It also feels good to be in the middle of it. I feel
included. Mama and papa touch each other as tenderly as they touch me. I can feel every part of my body relaxing.
I am safe.
Feeding on Demand Vs Feeding on Schedule
Feeding on demand is a practice that is strongly recommended.
When I am hungry I cry and I cry. Sometimes I cry myself to sleep without being fed. Then they wake me
up. I was just so happy to be sleeping. When I am asleep I do not feel hungry. But then they wake me up. I have
hardly opened my eyes and I have something in my mouth. I start sucking. It's milk! I am not feeling very hungry
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yet, but I must be because I am sucking so hard to get that food that I am gulping now. Milk is running all over
my face and chin and down my neck-it's making a sticky, yukky feeling around my neck and pajamas, but I keep
sucking. Even when I can not take anymore, they keep that nipple in my mouth. All of a sudden, I vomit. It is too
much food too fast. I seem to want to get as much as I can as quick as I can because I do not know when it will
come again and I might get hungry in between times so I want to store up so I do not have to feel hungry again. I
seem to be vomiting so much though that it'll probably be all gone soon anyway. I start crying in frustration. They
think I am hungry so they stick that thing in my mouth again and I bite it. I am angry, sick and frustrated - don’t
they get it?!
As opposed to being in the womb, now the body of the child is directly available for touch and whatever
else the environment may offer. A supply of nourishing, palatable food (ideally, breast milk) in the absence of
ingesting environmental chemicals (legal, or illegal) continues as a basic need and right of the child. To this though
we now need to consider the manner and environment in which the food is offered to the child. That is to say, it is
not difficult to find in the literature testaments to the virtues of breastmilk. What needs to be emphasized here
therefore is the context of feeling in which the breastfeeding takes place.
The intimacy that is possible between mother and child during times of feeding is unique and powerful. It
could be argued that it might even override the disadvantages of non-breast feeding.
Consider this: Every time I am hungry, whether I cry or not, my mother seems to be there to feed me-that's
great. But sometimes, actually a lot of the time, she is attentive to something else while she feeds me. I just wish
she'd look at me. I feel so vulnerable lying here sucking. I am afraid she will stop feeding me all of a sudden. She
does that sometimes when she hangs up the telephone, or when she turns off the television. So I can not quite relax
as I am eating or drinking. I am not sure what she is going to do next. And she does not know what I need because
she is not looking at me. I am left still hungry after eating because she stops feeding me - I was just taking a rest.
This has happened a lot now, so I start sucking hard and fast to get what I can, while I can. It's making me feel sick
though sometimes and I get pains in my stomach a lot.
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Through the use of these imaginative illustrations it is not difficult to envisage scenarios that would be most
supportive of the child’s well being, contentment and security. Parenting that incorporated co-sleeping
arrangements, breastfeeding, feeding-on-demand, and a desire to become in tune with the infant’s needs and
moods, wherever possible, would be parenting that provided increased opportunities for:
-

the child feeling secure knowing that food will be supplied if they cry a little when they are hungry;

-

the child feeling secure and contented in the feeding process knowing that mother will remain attentive in a
loving way to the needs of the child;

-

the child learning to anticipate the satisfaction of needs and desires;

-

the child learning to enjoy the satisfaction of needs and desires;

-

the child learning to experience love and care at times of heightened vulnerability;

-

the child learning that the body’s needs have their rightful place in the overall scheme of things; and,

-

the child learning that the experience of need can be shared.

The recommendations highlighted here by way of illustration, as above, are not the only recommendations
to be made. They are though perhaps the ones with the most far-reaching ramifications. Other recommendations
that would also contribute to the child experiencing physical contentment, although not discussed in detail here,
include:
-

lots of loving, tender, playful touch to the baby’s body, by both mother and father, allowing the child to
become accustomed to different types of human energy;

-

respecting the baby’s needs as they manifest through the body, e.g. the child pushing the adult away when
they have had enough attention;

-

respecting the young child’s senses, i.e. neither harsh lights, nor harsh sounds, nor undue shock to any of
the sensory apparatus;

-

neither furtively nor with embarrassment covering the adult naked body from the child’s view, nor making
an excessive display of it;
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-

using toys and other play items made from natural substances (wood, clay, stone, cloth, sand, water) as
much as possible, allowing the child to feel the Earth and its products as comfortable in the hands and
comfortable to touch;

-

modeling the caring treatment of and caring attitudes toward the body and its needs, for example, massage,
mutual caring touch, time and space for gratitude and enjoyment of food and for excretion, reflecting an
accepting attitude of the body’s functions and place in life, respect for cleanliness, grooming and care in
presentation of body to the world.
It can be equally well understood through the use again of a little creative imagination that, from the
child’s perspective, these practices are most supportive for cultivating a comfortable and appreciative
relationship with one’s body. For the sake of keeping this paper within manageable limits, however, each
scenario will not be elaborated upon here. As in the descriptions given above, however, the child’s
perspective should be envisioned both by way of practice and familiarity with this habit of mind, but also
by way of appreciating the consequences of cultural bias and conditioning. These habits of mind also have
the fortunate by-product of sensitizing us to many aspects of our own conditioning. In attempting to be
more aware of another’s plight, in this case the young child in our care, we simultaneously increase the
awareness of our own. We may realize, for example, that we are in the habit of ignoring the child’s cries
when we think they are hungry because we have believed it to be in the best interest of the child to do that.
This type of insight may then serve to sensitize us to some of our own needs that we have been taught can
be put on hold. Realizing our ingrained problems of denial may be a starting point then to reconsider
lifelong patterns of thought and behavior. This is always a good thing especially if the problems have not
been considered in such a manner before. Fear of “throwing out the baby with the bath water”, that is to
say, fear that the rejection of one cultural more will lead to the abandonment of all, is but one socially
condoned excuse for not following this path of genuine inquiry. Yet such fears undermine the power of the
discriminative/discerning mind to sort the meaningful from the non-meaningful and to arrive at a sound
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Fear supports blind faith and conditioned behavior, as opposed to discernment, which

supports faith and open-mindedness based on reflection, good reason and the ongoing search for truth.
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ENDNOTES

1) Established in the early 1970’s, The Institute for The Advancement of Philosophy for Children (IAPC)
continues to enjoy worldwide acclaim for its program to bring philosophy, critical thinking and inquiry to
children as early as kindergarten and first grade. The idea that children of all ages are candidates for
philosophical thinking was also suggested by Howard Gardner’s use of the term ‘existential intelligence’ at one
time in his theory of Multiple Intelligences. Moreover, it is not uncommon to find books and articles including
“Spiritual Intelligence” in their titles populating the shelves of bookstores, and academic journals.
2) Atlas in Greek mythology held the world on his shoulders, so too metaphorically does the person with such a
complex – they assume responsibility for much beyond their due.
3) There are countless examples of those killing others in the name of religion.
4) The Philosophy for Children programs developed by IAPC referred to above are remarkable in their sustained
efforts to encourage children to think reflectively, creatively and imaginatively about their own actual and
possible experiences.
5) Two claims that serve as presuppositions for this model of spirituality can also be used to facilitate the disidentification with the conditioned self. If we consider the psychophysical aggregate to be the conditioned self
or ‘me’ and that which remains ‘I’, then these two claims are as follows: First “What I experience or witness is
outside of me, and hence not I”; and second, “‘I’ is an unchanging phenomenon, how else could the changes be
observed.” Statements of this kind can be used to facilitate both the process of de-conditioning and the process
of identification with the unchanging nature of self. As already stated, they are included here because of their
fundamental role in the proposed framework of spirituality.
6) A recent, succinct and insightful example of this position can be found in “The Power of Now” by Eckhart
Tolle.
7) In “Care of the Soul”, Thomas Moore writes ‘This is the “goal” of the soul path- to feel existence; not to
overcome life’s struggles and anxieties, but to know life first hand, to exist fully in context…Spirituality
30

31
emanates from the ordinariness of this human life made transparent by lifelong tending to its nature and
fate.’ p.260-262. ‘We care for the soul solely by honoring its expressions, by giving it time and opportunity to
reveal itself, and by living life in a way that fosters the depth, interiority, and quality in which it flourishes.
Soul is its own purpose and end.’ p 304.
8) In "The Truth Will Set You Free", and her earlier works also, Alice Miller provides a strong case for the tightly
woven interconnections between childhood experience, adult behavior, and cultural mores, and willingness or
not to abide by them.
9) Definitions of enlightenment are often lofty and far reaching, yet perhaps common to all is freedom from
suffering expressed differently by different traditions. For example, the Yogic tradition might cast it in terms of
freedom from the wheel of karma - the circle of birth/death/rebirth, as the goal. Whereas for the Vedantins, it
might be loosely expressed as merging with the Oneness of Everything as the ultimate.

10) Erick Erikson treats this subject in considerable detail, especially in Stage One of his
Psychosocial Theory of Emotional Development. Discussing the sense of hope that can develop in the psyche
through the experience of trust, Erikson writes, “The mother must represent to the child an almost somatic
conviction that she (his first ‘world’) is trustworthy enough to satisfy and regulate his needs… Unavoidable pain
and delay of satisfaction, however, and inexorable weaning make this stage also prototypical for a sense of
abandonment and helpless rage. This is the first of the human estrangements against which hope must maintain
itself throughout life.” From “Life Cycle” by Erik Erikson. In David L. Sills (ed). 1968. International Encyclopedia
of the Social Sciences. Vol. 9, p286-92.

11) One of the basic tenets of the psychoanalytic approach in psychology is the role of early childhood experience
in shaping adult personality, motivation and psychological health/disorder.
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12) To claim ignorance about nutrition and self-healing with the plethora of information readily available today
is to embrace irresponsibility. Much of the information today about alternative healing methods, diet, herbs,
vitamins and exercise is also scientifically verified. Gary Null Ph.D., a leader in the field, has written many books
on health and is a good source and a starting point for information and scientific referencing.

13) There is no lack of information on the virtues of breastmilk – superior nutritional quality, ability to enhance the
baby’s immune system and brain function. For detail see, American Academy of Pediatrics Work Group.1997,
“Breastfeeding and the Use of Human Milk”, Pediatrics, 100(6). See also, La Leche League at
http://www.lalecheleague.org
For the importance of the interplay between infant and mother including the intimacy of feeding on the ability to
form secure attachments, see Ainsworth, 1979.

14) As an example Baldwin and Friedman discuss the history of breastfeeding legislation in the US revealing its
once ‘indecent exposure’ ruling. See Baldwin and Friedman, 1994. “Breastfeeding Legislation in the US”, New
Beginnings, 11(6), 164-167.

15) Miller, p.xiv-xv.

16) For problems caused by drugs prescribed for legitimate medical reasons and some over-the-counter drugs, see
Vaughn, McKay and Behrman, 1979. There is widespread information on the effects of alcohol, tobacco and
illegal drugs on the prenatal infant easily found at medical doctors’ offices, popular magazines and child rearing
books. Studies on the importance of maternal nutrition during pregnancy have confirmed its impact on later
physical development. For example, see Stechler and Halton, 1982.
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17) The famous “Little Albert” experiment in psychology conducted by John B.Watson in 1920 demonstrates
this phenomena very well.

18) In 1975, “Birth Without Violence” by Frederick Leboyer started a gentle revolution
in the way we bring children into the world by urging readers to consider birth from the infant’s point of view.

19) Miller writes, "The real tragedy of people never given a chance to express their needs of childhood is that,
without knowing it, they are leading a double life…they have constructed a false self in childhood…their
suppressed feelings and needs are hidden away as effectively as if under lock and key…these people all have an
inner void, a barrier denying them access to their true feelings." p.73-74.

20) ABC News Broadcast, The Turning Point, Thursday January 16th, 1997. Topic – Romania: What Happened To
the Children? This documentary reveals very vividly the long term physiological and psychological effects of
emotional neglect on the child’s brain development affecting such abilities as learning, speaking, walking and
loving.

21) Clarissa Pinkola Estes gives a good description of this process in “Women Who Run With Wolves”, p.99-100
in particular.
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Behavior of Reading, Following, and Analyzing the Daily News in Newspapers to
Develop Reading Habit of Students in Psychology of Human Communication
Course Faculty of Communication Arts, Rangsit University
By Thiraporn Glinsukon
Department of Public Relations
Faculty of Communication Arts

Abstract
The objective of research is to survey behavior of reading, following, and
analyzing the daily news on newspapers to develop student’s reading habit of in
psychology of human communication course. The research was classroom research
and the population is all students registering in the first semester of the academic year
2004. The research instrument was divided into two components including an
information-gathering instrument, which is the pre-test and post-test surveys of
opinion, and a problem-solving instrument, which is the news-clipping of daily
newspaper. The research results present as follows:
According to the analysis of pre-test and post-test surveys conducted before
and after class, respectively, it found that students had the love of reading habit
because of their own curiosity, need, and interest. However, after studying in class, a
reason of reading habit was different from the aforementioned, which showed that
reading caused the students to gain new knowledge for their lives. The students most
highly opened to radio and newspapers media before and after class, respectively.
The main reason was to acknowledge events and updated situations in the society. In
respect of understanding in the news analysis, the students had opinion that the news
analysis is comprehension of a degree of reliability and correction of facts in the
news. In addition, the students thought that the news analysis assisted them to
improve their lives, adopted themselves to the social update, and not to be deceived
by others. In the meanwhile, the news analysis aided improvement of students’ study.
Particular to the information analysis results of student assignment during the
semester, it presented that assignment or practice of three GPA student group resulted
in different behavior and development. The highest development of the news analysis
fall into the lowest 0.00 – 2.00 GPA student group, which the lecturer had solved a
problem of reading habit development by providing various practice for students to
read and analyze. The problem-solving outcome showed that the students develop
their skills in the similar direction, being capable of the news analysis and
understanding. Additionally, it caused students to clarify and develop their thinking
of more comprehension toward studying contents.
Research Problem
In the current society, a mass media career is important because its role
conveys messages and discloses the facts, news and information in the society
including any changes to receivers or public. Consequently, the mass media or
communication career is necessary to be most acknowledgeable with any situations
and news in the society and the mass communicator have to read, seek, and search for
various issues. As a result, reading is essential to build the fundamentals of working
and studying. Particularly, reading the newspaper assists the mass communicator to
be wide open to the news and develop their reading habit to become good newsfollowing people. In addition to excellent conveyors of the news, reading leads the
mass media people to increase and enlarge more thoughts and knowledge and
supports them to raise their intelligence, be fashionable and exposed to update events.
Reading and following the news and facts in the society is the most mandatory and
important for the mass medial career.
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A problematic issue mostly found in teaching students of Faculty of
Communication Arts is that majority of the students did not often follow the news and
facts in the present society, which is regarded as the most important problem. It
means that these did not follow the news and did not have the reading habit would
cause the students in this field to be outdated with situations in the society and lack
qualification to become the mass communicators. Regarding to the reference to the
prior problem, the researcher, as one of the lecturers, has opinion that developing the
love of reading habit and following the news would be imperative fundamentals of
studying and building skills in the mass media career for the students. Consequently,
“a newspaper” is a media or instrument for developing the love of reading habit and
following the news because newspaper has an essential role in disclosing and
communicating the facts in the current society including the news, articles,
documentaries, and others in the newspapers with contents covered a variety of issues
such as politics, economics, social, culture, and others more. It is considered
imperative for students to study, become updated with new circumstances, gain an
increase in their vision, and cause teaching to be more efficient and studying to be
more comprehensive.
Applying newspaper to build reading ability of students will highly assist them
in developing the reading habit, increasing enthusiastic, and always continuing
searching for knowledge. For example, reading and summarizing the newspaper by
identifying important contents or ideas, or reading the newspaper and analyzing
contents with reference to psychological theory of human being’s living of the
psychology of human communication course; COM217. Pranorm (1989) mentioned
in the newspaper role of education that “the newspaper” is an essential media used in
self-studying, which readers will gain both academic knowledge and prompt news.
Furthermore, the newspaper helps readers obtain extensive learning and prevailing
circumstances, successfully adjust themselves to the current society, and develop the
reading habit. Therefore, the newspaper is important for lecturers to apply as an
instrument in conducting learning activities to build effective reading skills.
Particular to a research problem, it showed that using newspaper or any
messages on the newspaper being interesting to students to develop the reading habit
of reading, following, and analyzing the news in accordance with contents of
COM217 is crucial and valuable. It assisted student to generate new visions, exposed
to prevalent situations and gained more understanding and knowledge on messages of
the newspapers. Importantly, it developed the reading habit for students.
Consequently, the researcher intends to do a research in this topic by assigning
student to read and analyze the newspaper in class every week. Then, the researcher
traced development of reading, following, and analyzing the news of the students to
apply the research results to establish an appropriate teaching model in the future.
Research Objectives
1. To examine students’ behavior in reading, following, and analyzing the
daily news in newspaper of students taking COM217 in Faculty of Communication
Arts, Rangsit University.
2. To develop the students’ reading habit taking COM217 in Faculty of
Communication Arts, Rangsit University in applying the daily news in newspaper to
analyze concerning to the psychological theory of this course.
Research Boundary
1. This research is conducted in class to students taking COM217 in Faculty of
Communication Arts, Rangsit University in only first semester of the academic year
2004.
2. This research is focused only on the news-clipping from the daily
newspaper.
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Research Methodology
This classroom research is combined both qualitative and quantitative
research. The population was students registering COM217 in the first semester of
the academic year 2004. The population was divided into 3 groups according to the
grade point average or GPA levels.
The research instrument was divided into two components including an
information-gathering, which is the pre-test and post-test surveys of opinion and a
problem-solving instrument, which is the news-clipping of daily newspaper. The
researcher separated the information analysis into two sections according to the types
of the research instruments. First, the surveys of opinion were conducted by the
descriptive and statistic analysis. The statistic analysis used the SPSS program of
personal computer, which identified frequency and percentage results. Second, the
problem-solving analysis was performed by the descriptive analysis, which examined
total assignment development of each student group.
Research Results
With reference to the pre-test and post-test surveys of opinion, it presented the
following comparison outcomes.
1. In respect of the reading habit, it found that the main reason for students to
have the love of reading habit was because of their own curiosity, need, and interest
according to analysis of the pre-test and post-test surveys. However, according to the
post-test surveys conducted after studying in class, a reason of the love-reading habit
was changed from the above mentioned, which presented that reading caused students
to gain new knowledge to their lives. Conversely, a reason of the dislike of reading
habit was because of being sleepy and having to maintain high concentration, which
was the same reason for both pre-test and post-test surveys conducted before and after
class, respectively.
2. Regarding to the media exposure, it showed that they more open to radio
media before class and then most highly exposed to newspaper media after class. The
main reason was to acknowledge events and updated situations in the society. In
respect of following the news from other media, it presented as follows:
2.1 For newspaper, students most highly opened to read Thairath, and
subsequently to Dailynews and Kom Chad Luek without any difference before and
after class. The most popular columns are first, entertainment column; second,
headline column; and finally, sport column, which was not different according to both
pre-test and post-test surveys.
2.2 For magazine, students read both columns and media in the TV Pool and
CLEO magazines in the first top two ranks according to both pre-test and post-test
surveys. Similarly, it is popular for the students to read every column. In addition,
they are interested in beauty and fashion columns.
2.3 For radio, it found that students still mostly listen to 95.5 Virgin Hits and
88.0 Peak FM according to both the pre-test and post-test surveys conducted before
and after class, respectively and the first rank is a music program.
2.4 For television, students watched it without any difference according to
both pre-test and post-test surveys and in the same direction as other media. The most
popular channel for the students is Channel no. 3 and the news analysis program
mostly followed by them is Toug Loog Toug Kong, Roung Lao Choy Nee, and Kui
Kuey Kaoi, respectively.
As the aforementioned, the way students opening themselves to various media
together with contents of columns and programs were not different according to both
pre-test and post-test surveys conducted before and after taking COM217.
Additionally, assignment on the daily news analysis of this course did not affect
students’ behaviors of opening themselves to or reading the news and such behaviors
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were not deviated from what they did before taking this course. Nonetheless, it found
that students were more interested in receiving and reading newspaper as their first
media instead of the radio media, which was different from what they chose before
taking the course.
3. In respect of their understanding on the news analysis, students have
opinion that the news analysis was comprehension of a degree of reliability and
correction of facts in the news because the media should have contents related to the
new analysis in order to lead receivers to gain more clarification in details of a variety
of situations and news.
4. Most students have ever analyzed the news both before and after taking
COM217 and a reason of the news analysis is similar for both pre-test and post-test
surveys, which presented that the news analysis caused students to realize how
correctness or incorrectness of the facts was. Moreover, the news analysis is
compulsory because assignment and practice were given by the lecturer and the news
contains both truth and fiction. This reason was similar for the news analysis with
reference to the pre-test and post-test surveys.
5. It showed that the news analysis has benefits to students’ daily lives and
study, which students had opinion that it assisted them to improve their lives, adapt
them to the social update, and did not to be deceived by others. In the meanwhile, the
news analysis supported the students to improve their study development. After
taking COM217 the students were of opinion that this course aided value to them with
thinking development to be more systematic and promoting their self-leaning.
Information analysis result of student’s assignment during the first
semester of the academic year 2004: The information analysis of student’s
assignment in eight exercises in every week presented that three GPA student groups
had different behavior and development, which was summarized as follows.
With a comparison among the three GPA student groups, each student group
had different development of the news analysis. The highest development of the news
analysis in reading, following and the analyzing news falls into the lowest 0.00-2.00
GPA student group, whose development gradually increased throughout the semester
and different from the other two GPA student groups. The 2.01-3.00 GPA student
group had some but not much development of reading, following, and analyzing the
news since they had already had basic background in this area. The last 3.01-4.00
GPA student group rarely had development of the news analysis because they had
already had good fundamental background in this field. The students groups with
GPA 2.01-3.00 and 3.01-4.00 had a common development of the news analysis,
which is clear and precise and enhanced their analytical vision. It also demonstrated
that the students gained better development of thinking process and vision.
In addition to the news analysis, it found that assignment of COM217 did not
affect on students having the reading habit to more themselves develop because they
had had fundamental reading skills in a variety areas. However, the three GPA
student groups tended to be more interested in analyzing and following the daily news
because students needed to acknowledge on current circumstances and be intelligent
in the society in addition to doing assignment given by the lecturer.
Solving a problem of the love of reading habit; according to student’s
assignment in class of analyzing and comparing the new-clipping in accordance with
the psychological theory contents of the human communication psychology course,
the student group with the highest but longest development was the 0.00-2.00 GPA
group, which had six members. At the beginning of the semester, they did not pay
attention to study. When the lecturer assigned homework or practice, this student
group did not put much effort to complete assignment. After a period of time, the
students adjusted and developed themselves to perform correct assignment including
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increasingly expanding and explaining their answers in each practice. Although they
took a longer time to finish the assignment, they finally completed it all.
Because the 0.00-2.00 GPA student group was not interested in their study or
assignment, the lecturer had to change a methodology to develop and gain better skills
by providing various practice for them to analyze and read including first, soft news
with less essential issues; second, other news on the newspaper for students to analyze
and read; and third, a variety of publishing.
In respect of that methodology, the lecturer also assigned different tasks to
those six students in the lowest GPA student group with an objective to ascertain any
difference in development of their skills. The lecturer focused on interest of the
students on three types of the assigned news. According to a problem-solving, it
showed that these six students have the similar direction of skill development, which
they can understand and analyze various news. It demonstrated that reading,
following, and analyzing the daily news, which was the hard news, was not attractive
to and needs to be followed by the students. Nevertheless, they were highly interested
in and then followed other information or news because they more appealed to other
entertainment issues.
Consequently, only the 0.00-2.00 GPA student group had additional skill
development of the lecturer’s separate assignment. With this development, students
had developed and clarified their thoughts with more understanding in the studying
contents. Even though they are deficient in clearly analyzing matters of the newsclipping or sometimes they may have an analytical and consistency shortage, they had
done more assignment than the other student groups. In the lecturer’s point of views,
one part of the basic reading skill development may arise from reasons of student’s
attendance in class every week and scores to be received by doing such assignment,
which encouraged the students to perform their self-development.
Research Recommendations
1. The research had conducted the pre-test and post-test surveys on student’s
opinion with an open-ended survey to collect students’ information. Because of a
large quantity of information, it is difficult to analyze information based on both
descriptive and statistical methodology. As a result, the further research should apply
more closed-end survey than this research to obtain more opinion and precise answer.
2. The subsequent research should supplement with in-depth interview for
students of each GPA group to receive profound opinion and information.
3. Because this research focused only newspaper media as an instrument for
problem-solving in development skill and love of reading habit of students and
according to the research results, it revealed that the newspaper did not greatly affect
on reading habit development of some student groups. Therefore, it is appropriate to
apply other media such as magazines, internets, or a variety of publishing. Because of
sufficient media, the research results may generate different aspects.
4. This research conducted for one semester or four months, which was
considered a short period of time for development of the love of reading habit. In
addition to a weekly class meeting between the lecturer and students, the lecturer has
less opportunity to motivate reading of students. Reading habit should be developed
by consistent behavior with more continuous interest in a certain period of time.
Therefore, the succeeding research to develop reading habit should be conducted in
through longitudinal research for approximately two semesters or one academic year.
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Abstract
Mental rotation is a complex cognitive process and it is well known that different
subprocesses (focused attention, visual scanning, perceptual decision, working memory etc.) play
important roles in performance. Although all of the children with mild intellectual disability have
specific constrains in the ability of mental rotation it is reasonable to believe that participants with
lower attainments in selective attention and visual memory tasks also have poorer results in mental
rotation tasks. The objective of this research was to find out whether it was true or not.
The sample consisted of 140 participants with mild intellectual disability, of both sexes,
aged from 10 to 17. Mental rotation ability was estimated by Piagetian test of figurative thinking
and by the “Reproduction with rotation” subtest of Stick-test (Benson & Barton). Selective visual
attention was estimated using Cancellation test. Short-term visual memory for shapes and has also
been tested.
The difference between participants with better and lower performances in mental rotation
tasks was determined by χ2 test. It was revealed that the difference between these students in almost
all compared tests was statistically significant (p<0.05), except in Stick and Cancellation test
(p=0.097). Consequences of these findings for curricular planning in geometry will be discussed.
Key words: mild intellectual disability, mental rotation
Introduction
Psychometric studies of spatial ability (Carroll, 1993; Eliot & Smith, 1983) have identified
several different spatial abilities factors. One of these factors, spatial visualization, involves the
ability to imagine the movements of objects and spatial forms. The most commonly used markers
for this ability are mental rotation tests. Although some authors make a difference between spatial
visualization and spatial orientation (Hegarty, Waller, 2004) both transformations require the
viewer to update relations between three different spatial frames of reference the intrinsic reference
frames of objects, the egocentric reference frame (centered on one’s body), and the reference frame
of the environment (Zacks, Mires, Tversky, & Hazeltine, 2000).
Recent experiments have demonstrated that mental rotation is a complex cognitive process
wherein different subprocesses (focused attention, visual scanning, perceptual decision, visual
memory) play important roles in performance (Karadi, Kallai, Kovacs, 2001). Mental rotation could
also be seen as an important component of one’s intellectual potential. Participants with intellectual
disability are quite poor on the task in which they had to imagine the rotation of a three-block array,
which apparently involves a more complex transformation. Most of these subjects were unable to
anticipate the outcome of the block array and produced primarily egocentric (simple reproduction)
responses (Borys, 1980). Despite the fact that there is an ample evidence of the relationship
between mental rotation, selective attention and visual memory abilities in individuals with average
intellectual capabilities, studies of this kind of the relationship in children with mild intellectual
disability are still sparse.
The aim of the research
The objective of this research is to investigate the relation between mental rotation, selective
attention and short-term visual memory in children with mild intellectual disability.
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The methodology of the research
Sample
The sample consisted of 140 participants with mild intellectual disability, aged from 10 to
17. According to the sex structure, the sample included 76 boys (54.3%) and 64 (45.7%) girls. All
of the participants attend schools for the children with intellectual disability. None of the
respondents have dual diagnosis or neurological impairments.
Procedure
The research was conducted on an individual basis. The ability of mental rotation was
assessed by the second subtest of the Stick-test (reproduction with rotation) and well-known
Piagetian test of beads rotation. Participants were sitting on the chair, face to face with an examiner.
The examiners put two or three sticks in a certain position and asked the participants to imagine the
rotation of the stick array for 180 degrees. Five different models were employed and only those
participants who successfully reproduced more than one model were included into group II.
Unsuccessful respondents were included into group marked with I. Piagetian trial starts by putting
three differently colored beads into non-transparent tube and participants were required to
determine the precise sequence of appearing of the beads in the other end of the tube. Than, the
examiner rotated the tube for 180 degrees and asked the participant to predict formation of the
beads. In the same manner, all the participants were asked to predict the sequence of beads
appearing when the tube was rotated for 360 degrees (two rotations), 540 degrees (three rotations)
and 720 degrees (four rotations). Unsuccessful participants could not predict the beads formation
after two or more rotations (group I). In contrary, all those respondents who were able to predict the
appearance of the beads irrespective of the number of rotations were included into group II.
Selective attention has been estimated by Cancellation test. Each participant was given a
paper with seven arrays of different shapes. At the beginning of each row a model shape was clearly
marked and participants were required to blot out the same shapes in a certain row. They were also
asked to do that as quickly as possible. According to the obtained results respondents were divided
into two groups: the first one consists of the participants who were not made mistakes, and the
second group included respondents who made at least one error.
The capacity of short-term visual memory was determined by the simple procedure. The
participants were prepared for the quick exposition of the paper with five different shapes and
thereafter they were asked to recall what they had seen.
The significance of the difference between participants with better and lower performances
in mental rotation tasks was determined by Chi-square test.
Results and discussion
Table 1 – Relationship between achievements in Cancellation test and Stick test
cancellation
test
detected
errors
no errors
∑
χ2 = 2.762;

stick test
I
12

∑
II
2

80
46
92
48
df=1; p=0.097;

14
126
140

Although participants with better selective attention achieve slightly higher scores in Sticktest, the difference between these two groups is out of the level of statistical significance. It is worth
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mentioning that Cancellation test is time limited and the ability to focus and sustain the attention is
essential for the success. In contrary, our participants were not enforced to perform Stick-test in a
limited period of time, so that even those who had been unfocused could achieve significant results.
Borys (Borys, 1980) has found that only one-half of the participants with mental retardation
successfully passed a criterion pretest in which they were required to discriminate pairs of upright,
same or different cones. These students exhibited a linear increase in their reaction time judgments
as the angular discrepancy between stimuli increased. Even those participants who passed pretest
were quite poor on the task in which they had to imagine the rotation of a three-block array. As a
Table 1 shows two-thirds of the sample in our research were also unsuccessful on the same task.
Obviously, mental rotation with three cones is very challenging task for the students with mild
intellectual disability.
Table 2 - Relationship between achievements in Cancellation test and Piagetian “beads rotation”
test
cancellation
test
detected
errors
no errors
∑
χ2 = 7.368;

beads rotation
I
II
9
5
36
90
45
95
df=1; p=0.007;

∑
14
126
140

Beads rotation test indicates that respondent achieves the level of figurative thinking in
Piagetian meaning of that term. Most of the children with mild intellectual disability successfully
performed this trial as the concrete operational thinking is not a prerequisite for this kind of mental
rotation. Hegarty and Waller (2004) have argued that mental rotation and perspective taking were
two different mental processes. Stick-test assesses mental abilities that require a spatial
transformation of perceived objects, which means that mental rotation ability is essential for the
success on this test. In contrary, one could make conclusion about right position of the beads in
Piagetian trial solely by imaging the disposition of the beads from different viewpoints. This kind of
task is far easier for our participants than mental rotation tasks.
Participants who could not predict accurate formation of the beads after two or three
rotations also have significantly more errors in the Cancellation test (p=0.007). It is not likely that
one who cannot focus on visual stimuli could be successful in perspective taking task.
Table 3 - Relationship between visual memory test and mental rotation (Stick test)
stick test
I
II
< 4 shapes
44
10
4 or 5 shapes
48
38
∑
92
48
χ2 = 9.700; df=1; p=0.002;
visual memory

∑
54
86
140

Participants who obtained higher scores on Stick-test also have greater capacity of the visual
working-memory. This finding was predictable due to the fact that visual memory is one of the
subprocesses of the complex cognitive process of mental rotation.
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Table 4 – Relationship between visual memory and mental rotation (beads rotation test)
visual memory

beads rotation
I
II
< 4 shapes
27
27
4 or 5 shapes
18
68
∑
45
95
χ2 = 12.852; df=1; p=0.001;

∑
54
86
140

There is statistically significant difference between successful and unsuccessful respondents
on beads rotation trial regarding the level of working visual memory (p=0.001). These two abilities
are based upon same fundamental cognitive foundation.
The ability of mental rotation has been recognized as an important cognitive ability
instrumental in both everyday activities and academic endeavors. Without developed spatial ability
students are often hindered in learning environment. Spatial reasoning is involved in geometry,
estimation and measurement, use of diagrams, graphs, and drawings, breaking fractions down into
geometric regions, or conceptualizing mathematical functions (Kersh & Young, 2004).
Analysis of the curricular content of the mathematics for the children with mild intellectual
disability shows unbalanced proportion of geometry and arithmetic contents, with a focus on
numbers and numerical values. Presumably, no one believed that mental rotation ability of the
children with mild mental retardation could be significantly enhanced through education process. It
is reasonably to believe that mental rotation ability could be improved either by improving its
subcomponents or by facilitating fundamental geometric abilities. Ben-Chaim (1989) suggested that
the optimal age for acquiring spatial ability in general population is between eleven and twelve
years old. It is not necessary to wait for the children with intellectual disability to be old enough
(presumably older than general population) to start with geometry teaching. Students’ early
experiences in activities involving manipulatives, paper-cutting and, folding and unfolding of nets
prove to be a contributing factor in improving their spatial ability. A study by Deno (1995) found
out that the non-academic activities such as model building, sketching, and assembly of parts has
substantially increased the positive correlation to spatial visualization.
Parallel with these activities we could organize special program for the facilitation of mental
rotation capability. The findings insofar suggest that spatial training through novel method was
more effective than conventional classroom practices. For example, it was revealed that participants
became more accurate in the performance of mental rotation tasks through training using Computer
Based Multimedia Tutor, developed by Samsudin and Ismail (2004), than conventional method of
instructions. Implementation of such devices in geometry teaching could substantially increase
mental rotation capability in children with mild intellectual disability.
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Abstract

Research Objectives
It is universally accepted that motivation plays a vital role in academic learning, and
this is particularly true of the long-term process of learning a second or foreign language.
It has also been suggested that motivation is strongly linked to the perceptions that
learners have of their learning experiences and of themselves as learners. This
presentation describes a study into learners’ attributions for success and failure in learning
English as a foreign language. The study investigated the ways in which learners
conceptualize the notion of doing well, together with their perceived reasons for their
successes and failures using the psychological framework of Attribution Theory.
Attribution Theory suggests that it is how people perceive events, rather than the
events themselves, that influence behavior. This framework has been widely used in
psychological studies; however, there are few studies of this type related to language
learning. Thus, the present research attempted to focus on success and failure in language
learning based on the following research questions:

1. Are the dimensions of attribution as presently proposed valid in a foreign
language learning setting?
2. Are there any relationships between the identified dimensions of attribution and
expectancies for success?
3. Are there connections between specific attributional factors and achievement

behavior?
4. Are there differences in attribution based on gender?

We expanded on previous research in a number of ways. First, we sampled
university students. Most attrition research in language learning has used junior
high or high school students but research on university students in an EFL setting
is sparse and has mostly employed qualitative research methodology (e.g.
Williams & Burden, 1999). Second, we asked students to respond to critical
incidents in areas specifically related to English language learning, whereas
previous studies have included a variety of foreign languages. Third, we asked
students to identify specific tasks/activities within each domain. If attributional
response varies depending on the focus of the course, it might be expected to vary
among tasks as well. Finally, we used a multi-item rating scale rather than the more
common open-ended and ranking techniques. This allowed us to look at the
internal consistency and discriminant validity of the questionnaire, in an effort to
provide a more reliable and valid assessment of the participants’ attributional
responses.

Method

The participants in the study are 300 Japanese students from a private
university in Kyoto, Japan. The university is rather large, with over 10,000

students, 2,500 of those being first-year students. All of the students in the study
are non-English majors, taking English as a required subject. Their areas of study
range from law, to science and technology, to business and economics. The
majority of the students in the study are first-year university students, with an
average of seven years of English language learning. All students are required to
take eight credits of a foreign language, either English exclusively, and other
foreign language exclusively, or a combination of both. The majority of the
students elect to take English as their only foreign language.

An experimenter-designed questionnaire, regarding attributions and success in language
learning (items on a 6-point Likert scale) was administered in the second half of the
academic year. The results of the questionnaire were analyzed using principal
components analysis to determine the underlying structure of the survey. This underlying
structure was then compared with the basic structure of Attribution Theory as
hypothesized by Weiner (1986). In addition, the results of the survey were compared with
the factors of Expectancies for Success, Language Learning Achievement and Gender to
see if there were any significant correlations.

Discussion of Expected Outcomes
The results of the analysis and comparison with the factors mentioned above will be
reported, focusing not only on the similarities and differences between the hypothesized
structure of attribution according to Weiner, but also on what the results mean in

interpreting students’ performance in the foreign language classroom. Based on previous
research, we expect a certain dimensionality of attributional responses with certain
factors grouping together to represent external attributions and internal attributions based
on whether the activity is outcome, subject area, or activity dependent. Implications will
be drawn with regard to language teaching and to the nature of the learning environment.
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Abstract:
The goal of this study is to investigate the effectiveness of an instructional
method in teaching English phonetic distinctions and the corresponding
grapheme to Spanish-speaking children. The method is called “Input
Processing,” and consists of exposing learners to strategically controlled drills
that require their active attention to the aural input so they can differentiate
between phonemes and learn the associated graphemes. It is intended that
they will process the English language phonology systems, become capable of
accurately producing the English sounds and therefore, be able to use the
correct grapheme when spelling the words.
Spanish-speaking children who are learning English as a second language have
difficulty discriminating between English similar sounds that do not have
counterparts in their native language. This is the case of the English phonemes
[th] as in “they”). Therefore, when trying to write words in English containing this
sound, they use the grapheme representing the Spanish
“*day” since the sound represented by the “th” is just a variation of the phoneme
/d/ in Spanish.1
Due to this Spanish language interference, it was thought that a way to solve this
problem would be to make these learners aware of the English [d]/[th] phonetic
distinction. In an attempt to do this, students will receive auditory training, with
the expectation that once they perceive the difference between the two sounds,
they will be able to correctly spell the words using the correct grapheme
representing the corresponding sound.

1 In Spanish, the sound represented by “d” is pronounced as [d] in initial position,
but as [th] between vowels. For example, the word “dedo” (‘finger’) is pronounced
[detho].

ELL third grade students at an elementary school will be the participants in this
study, with the target population being ELL students who have Spanish as a first
language and score poorly on the pre-test. Pre-posttest will be administered to
determine the impact of the training. The tests were developed to assess
students’ phonic knowledge of 20 words that contain the sounds /d/ and /th/ in
initial, medial, and final position. The improvement, or lack thereof, will be
determined by analysis through statistical paired-samples tests. It is expected
that a significant improvement in the spelling of the target words (which contains
the problem sounds [d] and [th]) will be observed in the experimental participants.
Once the design is tested in this pilot study, it will be implemented in a larger
population, such as ELL Spanish-speaking students at other schools.
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additional teachers and students in an action research program that also is
following pre-post test evaluation of students in an effort to increase
generalizability of the findings.
Introduction
In the spring of 2005 Charles Sumner Elementary School implemented a field test
of a program addressing student writing achievement on the 3rd and 4th grade NJ
ASK (NJ State assessment test). The program had two general strategies:
1. to increase teaching skills through a collaborative professional
development program, and
2. to increase student achievement on the writing portion of the Language
Arts Literacy section of the NJ ASK.

Program
An after school writing program was developed and field tested with volunteer
3rd and 4th grade teachers and students. The teachers meet with a member of the
Rowan University faculty and worked in collaboration to modify and implement
the draft idea for a writing program.
The program focused on writing for newspaper comics. All students were given
writing assignments and rubrics to guide their work. Both the assignments and
rubrics increased in difficulty and complexity as the program progressed. The
students worked in teams with the teachers as they applied the rubrics to each
other’s writings. As they applied the rubrics they seemed to better understand the
requirement of good writing.
The final activity was to create power point presentations from the Comics
created; these were presented to the school in a “Film Festival” that was judged
for quality by an “awards rubric.” Both the judges and the “film presenters” were
the students that participated in the program.
Summary of Results
1. Professional Development –
• Teachers rated the professional development program as 4 on a scale of 04.
• Teachers rated the student instructional program 3.7 on a scale of 0-4.
2. Student Achievement
• Both 3rd and 4th grade students in the program achieved higher writing
scores on the NJ ASK than the students not in the program.
Research and Theory
The program drew upon research, theory and current practice in the following
areas:
• Teaching and Learning
The professional development focused on improving a number of
instructional skills identified as important to student learning including:
Creative and Critical Thinking (Costa 2000; Marzano 2001; and Given,
2002); Team Work and Collaboration (Johnson and Johnson, 1999;
Marzano, 2001; and Sylwester, 1995); Project Based Learning (Jensen,
1998; and Wolfe, 2001); Student Directed Learning (Osterman and
Kottkamp, 2004), Technology‘s Role in Teaching and Learning
(Thornburg, 2002), student writing ( Elbow; Ray; Fleischer; Yancey; and
Saddler and Andrade), language arts testing (Measuring Up; NJ ASK;
Baldwin), value of peers as evaluators of each other’s work ( Gourley,
1986; Gourley, 1983; and Kaufman, Gentile and Baer, 2005).
•

Formative Evaluation and Professional Development

The current concept and purpose of educational supervision has changed
from its beginning in Colonial Boston when the original purpose was to
maintain existing standards. During the twentieth century the concept of
supervision changed from maintain existing standards to improving
instruction. During this time the role of the supervisor fell into two camps:
either documenting current instruction and directing improvement, or
collaborating with teacher in the improvement of their instruction.
(Sullivan and Glanz, 2005).
By the third quarter of the twentieth century this dichotomy of thought
divided teacher evaluation into summative and formative systems (Ellett,
1997). An example of a summative system was the Teacher Performance
Assessment Instruments (TPAI) developed in Georgia as a requirement for
obtaining state teaching certification (Capie 1979).
The purpose of formative evaluation is to improve the individual teacher
and thus the education system (Stronge). The DETEK system is an
example of a totally formative system in which the supervisor and the
teacher collaborate in identifying agreed areas of instruction needing
improvement. For this system to work it requires trust between the
supervisor and the teacher (Harris).
Glickman (2001) holds that the same person cannot do both summative
and formative evaluations with the same teacher. Additionally, research
shows that teachers are more likely to go to other teachers for assistance
for improving classroom instruction, thus the supervisor must consider
other forms of assistance to teachers include peer coaching, demonstration
teaching, and co-teaching and the development of learning communities
(Zepeda, 1999). Danielson and McGreal (2000) developed a system that
provides the teacher with options for their formative evaluation including
peer assistance, self-evaluation, colleague planning and study activities.
Osterman and Kottkamp (2004), hold that reflection together with
collaboration is the key to professional improvement.
Action Research
The Sumner extended day program evaluation and action research design model.
• The project’s goal was to solve a local problem – student achievement in
writing as measured by the NJ ASK.
• The project was primarily carried out by teachers, using locally developed
materials.
• The population was not randomly selected.
• The opinions of the researchers were considered as data and were used to
modify the program as it was carried out.
• Generalizability of the solution and findings was not a major consideration
in the project.
Conclusions

Based on both qualitative and quantitative data in an action research model, the
program results supported the program as both a professional development
program and a student instruction program.
Recommendations
Action Research Model
1. Professional Development- Based on the participating teachers’
responses, the program should keep an atmosphere that is “relaxed” and
allows:
•
peer collaborating and teaching, and
•
infusing technology into the curriculum.
2. Student Instruction - based on participating teachers’ responses the
program should
• be offered earlier in the school year,
• be made available to all students and teachers, and
• be offered during the school day.
Experimental Research Model the program needs to collect data that allows for
generalizability of the value of the results.
Implementing Recommendations
Based on the success of the first year field test the program has been expanded to
include all teachers and students in the 3rd and 4th grades. Further the program has
added a quasi-experimental design of matched group pre/post testing of
participating students.
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Workshop Abstract
This workshop will report on the issue of teaching diverse students in the K-12 classroom
in the U.S. today. As research shows, the U.S. is becoming more and more ethnically and
linguistically diverse and the need to prepare educators to effectively communicate with
English language learners (ELLs) is a growing concern. Data show ELLs representing the
fastest growing population in the K-12 school system today; however, fewer than thirteen
percent of teachers have ESOL training. This workshop will provide an overview of how
the state of Florida initiated an ESOL-endorsement in teacher preparation programs at the
university level. One model of a program will be discussed and hands-on activities in
each of the five ESOL-related areas will be demonstrated: culture, curriculum, methods,
linguistics, and assessment. Innovative techniques related to communicating with ELLs
as a teacher, administrator, guidance counselor, and/or school psychologist. Handouts
will be provided so that all participants interested in pursuing an ESOL-infused teacher
education program may further explore this option in their own undergraduate programs.
Proceedings Paper
The U.S. is becoming more and more ethnically and linguistically diverse. The
need to prepare teachers to effectively teach and communicate with English language
learners (ELLs) is a growing concern. In fact, all future teachers should expect to have at
least one ELL sitting in their classrooms in the next few years. Statistics show that
English language learners represent the fastest growing population in the K-12 school
system today. Yet, fewer than 13% have ESOL training (National Center for Education
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Statistics, 2002, in Education Leadership, 2005). Pre-service teachers should be aware of
the fact that English language learners (ELLs) are the fastest growing population in the
U.S. school system today and be open to considering the cultural, linguistic, and family
backgrounds of all their students. Cultural home life shapes who they are and how they
will present themselves in schools. Becoming more aware of cultural ways opens doors to
communication. It enables teachers to respond better and students to be more willing to
interact. In understanding students’ cultures a pre-service teacher should first take time to
consider his/her own cultural values. Nieto (2003) noted that educators, consciously or
unconsciously, bring in their own values. That is, they have their own ‘autobiographies”
such as experiences, identities, beliefs, attitudes, hang-ups, biases, wishes, dreams and
more. Consider your own values when planning lessons, standing in front of the
classroom, or in talking informally with your students and colleagues.

A typical classroom could include a bulletin board of students’ cultures, notes sent
home in ELLs’ native languages, websites to learn about other cultures represented in the
classroom, or simply a succinct demonstration of care and respect for and by everyone.
Whatever the plan is in providing a positive and academically productive classroom
environment, bear in mind that teachers are pivotal to classroom success. That is, teachers
are instrumental in providing opportunities for students’ learning, just as students’
motivation to learn influences how teachers design lesson plans, teach using a variety of
methods, and communicate orally and in writing. According to the National
Clearinghouse for English Language Acquisition & Language Instructional Programs
(NCELA, 2005) there were almost 5,000,000 ELLs enrolled in pre-K- 12 public schools
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in the 2003-2004 school year. This number accounts for approximately 10% of total
public school student enrollment. It also represents more than a 40% increase in ELL
enrollment over the past ten years. Across the U.S., California reported the largest
enrollment of ELLs, followed by Texas, New York, Florida, Illinois, and Arizona. These
states showed an enrollment of over 100,000 ELLs. Twenty-two states indicated a range
of 20,000 - 100,000 English language learners enrolled in their public school systems.
With this knowledge of ELL enrollment in the U.S., how will you as a future teacher
provide effective classroom instruction and communication in today’s diverse classroom?
A key component in responding to this question is to recognize that not all ELLs are
foreign born; in fact, some have lived in the U.S all of their lives. It is cultural awareness
by the teacher that is also pivotal in providing an effective classroom. All students bring
their cultural views based on their environment and teachers may not always share these
same views. According to Hadaway et al. (2004) U.S. born students are generally more
realistic in their expectations and more aware of U.S. customs and traditions; whereas,
immigrants (or foreign born students) usually have an idealized view of the U.S. without
much knowledge of its customs and traditions. Thus, immigrants are often more
accepting of U.S. values.
Table 2 provides an overview of characteristics of U.S. born (native) and foreign born
(immigrant) ELLs.
Table 2. Characteristics of U.S. born and foreign born ELLs
U.S. Born ELLs

Foreign Born ELLs
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Have a weak first language model at home

Have a strong first language model at
home

May encounter difficulties in the acquisition
of English literacy

May have had previous schooling in
their country, and have some literacy
in their first language

May feel ambiguity toward their first language

May generally identify with their
first language and culture

From: Hadaway, N.L., Vardell, S.M., & Young, T.A.(2004). What every teacher should know
about English language learners, Boston: Pearson Education, Inc. (page 3). Adapted from New
England Equity Assistance Center, “Attitudes and Motivation of US. Born Language Minority
Learners” and Attitudes and Motivation of Foreign Born Language Minority Learners.”

The point is that recognizing that students are English language learners is
simply not enough; knowing where ELLs are born and about their home and cultural
values are also important factors to consider. Table 3 shows some of the differences
between middle class American teachers’ expectations and immigrant parents’
expectations.
Table 3.
American Teachers’ Expectations

Immigrant Parents’ Expectations

-students should participate in classroom

-students should be quiet and

activities/discussions

obedient, observing
participating

more

than

-students should be creative

-students should be told what to do

-students learn through inquiries and debate

-students
learn
through
memorization and observation

-student should do their own work

-students should help one another

-children should state their opinions even

-teachers are not be challenged
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when they contradict the teacher’s
-students need to ask questions

-students should not ask a lot of
questions

From: Hadaway, N.L., Vardell, S.M., & Young, T.A. (2004). What every teacher should
know about English language learners, Boston: Pearson Education, Inc. (page 11).
Adapted from Scarella, R. (1990). Teaching language minority students in the
multicultural classroom. Upper Saddle River, NJ: Prentice Hall.
Cultural and language differences are two major areas that must be addressed in
every classroom. In learning about first and possibly second language experiences of a
student, the Home Language Survey is one way to discover if s/he speaks a language
other than English at home. This survey provides a useful way to collect student
information and plan for appropriate instruction. The primary questions asked on state
surveys include the following: (a) is a language other than English spoken in the home?
(b) does the student speak a first language other than English? and (c) does the student
most frequently speak a language other than English?
As for cultural perspectives, according to Peregoy & Boyle (2001) “culture
comprises three essential aspects: what people know and believe, what people do, and
what people make and use”(p.3). Díaz-Rico & Weed (2002) conceptualized the definition
of culture by sharing that “culture is the explicit and implicit pattern for living, the
dynamic system of commonly agreed upon symbols and meanings, knowledge, belief, art,
morals, law, customs, behaviors, traditions, and/or habits that are shared and make up
the total way of life of a people, as negotiated by individuals in the process of
constructing a personal identity” (p.197). A simple way to provide cultural awareness
and encourage your students to think about their own cultures as well as the cultures of
their classmates is to incorporate a Culture Capsule activity.
5

The Culture Capsule was originally designed by foreign language teacher, Darrel
Taylor and anthropologist John Sorenson in the early 1960s. It is a strategy to present one
difference between an American culture and another culture. It is as simple as a ten
minute activity in which a short description of a cultural perspective is given, followed by
a list of higher-order critical thinking questions, and an engaging class activity. Students
may design their own capsules or as the teacher you may develop a series of capsules to
introduce concepts of the cultural backgrounds of your students.
Here is an example about American Restaurants:
American Restaurants
Grade Level: 4th
In the U.S. ‘eating out’ or ‘going out to eat’ is a popular way of interacting with
family and friends. The preparation of daily home cooked meals in the U.S. has declined
over the past years due to changes in lifestyles of American families. Many mothers now
work outside of their homes. Americans tend to go to restaurants that are conveniently
located near their homes with affordable prices for the average American. Popular
restaurants include American grilles, bar-b-ques, sports bars, and fast food establishments
such as McDonald’s Chic- Fil-A, and Burger King. Even some ethnic restaurants (i.e.,
Chinese, Mexican, Thai, or Japanese) have become Americanized using popular U.S.
cooking styles.
The ‘fast foods’ are the most convenient and affordable options. McDonald’s,
which originated in California in the 1950s, serves the typical American hamburger,
cheeseburger, and french fries. It increased its fast-paced style to ‘drive-thru’ in the 1970s
so people could just drive up to a window, order, pay, pick up their meal, and leave
within five minutes. Eating on the run is very common for Americans, as is ordering
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take-out food to enjoy while watching T.V. at home. Other typical fast food restaurants
include Burger King (hamburgers and french fires), Kentucky Fried Chicken or KFC),
Taco Bell (tacos and burritos), Arby’s (roast beef sandwiches), Boston Market (‘home
style’ foods), and Subway (sandwiches).
It is typical to drive through American cities or small towns and see a plethora of
fast food restaurants. America grille or ‘bistro’ type restaurants are also popular. These
are often called ‘chain restaurants’ as they are franchised, or sold to local owners and
offer the same menu and décor regardless of location. American foods consist of
appetizers or ‘finger foods’ such as nachos, fried chicken fingers, onion rings, cheese
sticks, and mushrooms. Popular entrees are salads with chicken or meat, soups,
sandwiches, steaks, fish, turkey, pork, and ham. Some popular American grills or bistros
are Bennigan’s, Hops, Chili’s Outback Steakhouse, and T.G. I. Friday’s.
Class Questions:
1.
2.
3.
4.
5.

What American foods do you enjoy?
How often do you eat out?
Describe an experience you had in an American restaurant.
If you were the owner of a restaurant in America, what kind of food(s) would
you offer?
How are American restaurants different from restaurants in other cultures?

Activity
Materials needed:
Menus from American restaurants
Internet sites on restaurants
As a class, complete one of the following activities:
1.
Practice ordering foods off a menu from a local restaurant and then organize a
class trip to this restaurant.
2.
Write a recipe for a favorite dish that you enjoyed when eating out.
3.
Compare the foods from a typical American restaurant to those of an ethnic
restaurant-include preparations, cooking styles, etc.
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Note: This Culture Capsule is adopted from: Cruz, B.C. et al. (2003). Passport to
Learning: Teaching Social Studies to ESL Students. NCSS Bulletin 101. (p. 33).

Benson clearly sums it up for us as she shares “students do not arrive as
‘blank slates’ on the front door(s) of classrooms. They come to school as members of
different cultures” (ATE Conference, Summer 2003). Ben-Yosef (2003) claims “when a
child from a different cultural background, so full of wonderful local and vernacular
knowledge, is required to join our school system and learn our ways, we tend to ignore
local literacy and ways of knowing the world. We expect him (her) to step across an
abyss, directly onto the paths of our literacy’s and into our ways of knowing. Obviously,
to make this happen without casualties, we must construct some bridges-bridges for us to
walk across and carefully lead the students over, into the world of our school literacy’s”
(Educational Leadership, Oct. 2003, p.82,Vol 61, No. 2). Building bridges between
content areas (math, science, language arts, social studies, etc.) and student cultural
knowledge is pivotal in enhancing student motivation to learn and understand. Beliefs
and values from individual experiences will also come into play as will attitudes and
emotions. So, since your needs, cultural views, values, and experiences play a significant
role in embracing diversity in your classroom, how will you walk your students across
the bridges bearing in mind that their needs, values, cultural upbringings, and
experiences are just as important to consider when crossing over?
For further readings on cultural awareness, effective teaching, and an extensive
overview of the five areas of ESOL: culture, assessment, linguistics, methods, and
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curriculum, see the upcoming text titled Perspectives on Teaching K-12 English
Language Learners to be published by Pearson Education in December 2005. Nineteen
authors from several Florida universities with extensive experience in ESOL and Foreign
Language Education teamed up to write this informative and reader-friendly resource for
pre-service teachers. It provides research, thought-provoking discussion questions,
critical thinking activities, and interactive opportunities for K-12 pre-service teachers to
gain a better understanding on how to effectively communicate and teach ELLs in
today’s classroom.
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Measuring the effects of technology intervention under NCLB: Something to Talk About
Abstract: This report will focus on the measurement instruments, methodology and
implications stemming from the external evaluation of a fully-funded intervention based
on a media and technology infusion model for schools, IMPACT. The report will
introduce survey instruments used with students in grades 3-8 and teachers, principals,
technology facilitators and media specialists used to examine attitudes, skills, and other
measures of success related to implementation of the model. The project conducted under
NCLB provides a fully-funded technology implementation for the study of factors
influencing success for all students.
Introduction
Technology implementation in schools has been documented to have a positive effect on
student achievement (Christman & Badgett, 1999; Conyers et al, 1999; Di et al, 2000;
McNabb, 1999; Sherry et al, 2001). We find that these findings are often discounted by
public officials and school administrators, perhaps because studies are done in niche
areas (such as writing instruction), areas not directly linked to mandated state-wide
testing (e.g. problem solving, critical thinking) or very localized settings. However,
technology-influenced gains in student achievement have been found across content
areas, demographic groups, and grade levels (Conyers et al, 1999; Sherry et al, 2001;
Moore et al, 2002).
The overall purpose of the 3-year funded research project is to evaluate the effects of a
technology implementation model, North Carolina IMPACT, in 11 North Carolina
schools (NCDPI, 2005). The model can be accessed at
http://www.ncwiseowl.org/impact.htm. This report will focus on the measures and
methodology used, as well as selected implications stemming from the project. The
evaluation is funded with Enhancing Education Through Technology (EETT) - Federal
Technology funds, Title IID of NCLB. Both the intervention and evaluation are designed
to align with NCLB guidelines. The research and evaluation are designed to measure
student achievement, teacher adoption of innovations, classroom climate, student and
teacher attitudes towards technology, leadership of the staff, and other measures to track
change and growth over time. The intervention provides technology-rich environments,
lessons and activities that should facilitate the students’ acquisition of computer and
technology skills (Byrom & Bingham, 2001). In addition, the intervention includes
capacity building in terms of needs assessment and planning at the school level.
The IMPACT model is based on the premise that fully staffed and funded media and
technology programs can increase student achievement (Bradburn, 2000). The primary
hypothesis is that the fully-funded implementation of the IMPACT model will make a
difference in student achievement on the high stakes North Carolina End-of-Grade test
scores in math and reading.
Research objectives
The evaluation employed multiple methods of data collection and multiple sources of
information to triangulate results including: self-report surveys for teachers and students;

a newly developed observation protocol for classroom visits examining technology
integration and utilization; and archival data such as student achievement, demographic
data, student behavior, and teacher retention.
Multiple measures at each time point are incorporated for multivariate analysis.
Comparison group data is included where appropriate. The 11 comparison schools are
similar in important characteristics so that a matched-pair design can be used where
appropriate.

Methodology
Several attitude instruments were employed for students, teachers, and administrators.
The information these different measures deliver will be examined. Surveys to measure
technology integration from student and teacher perspectives will be studied to compare
the results with observations. The influence of leadership style of principals, technology
facilitators, and media specialists will be assessed with standard instruments.
Standardized reading tests are used as a measure of K-2 student achievement. More
about the instruments and the timeline for administration can be seen at
http://ced.ncsu.edu/impact/.
Expected outcomes
The study follows 11 schools for a three-year period, along with selected comparison
schools not receiving the intervention. Quantitative measures and qualitative methods
were to describe effects on students, teachers, and administrators. Choosing the
instruments and methods to measure key variables over time may have an impact on the
design of large scale studies in the future under NCLB guidelines.
Policy makers, administrators, and teachers will want to determine the effectiveness of
technology integration for various students and teachers. The intervention is based on a
replicable model that could be implemented in other schools and districts.
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Needs assessment and planning at the school level
Abstract: Needs assessment and classroom observation information are two crucial data
collection components for evaluating projects in schools. This report looks at two
instruments developed to assist the NC IMPACT schools in gathering data for planning
and decision-making.
Introduction
Over the past two years, SEIR*TEC, a project of the Technology in Learning Program
(TiL) at the SERVE Center at UNCG, has been providing professional development and
technical assistance to the 11 North Carolina IMPACT Model schools to build their
capacity to plan and implement formative evaluations of their grant projects. As a result
of this work, needs assessment and classroom observation information have been
identified as two important components of data collection for effectively evaluating the
implementation and impact of technology projects in schools. Therefore, SEIR*TEC at
SERVE in collaboration with the North Carolina Department of Public Instruction
(NCDPI) Educational Technology Division, as part of the LANCET project (Looking at
North Carolina Educational Technology) developed two instruments to assist schools in
gathering data for planning and decision-making; the School Technology Needs
Assessment (STNA), and Looking For Technology Integration (LoFTI).
School Technology Needs Assessment instrument
The School Technology Needs Assessment (STNA) was created to align with the tenants
of the NC IMPACT model, while considering other contemporary frameworks for
examining technology use in teaching and learning. STNA collects perceptive data - what
respondents think - about a variety of broad areas of technology implementation in their
school:
• Conditions influencing technology use
• Professional development opportunities offered and taken advantage of
• Patterns of teacher practice, with respect to technology in teaching and learning
• The nature of student activities with classroom technology
• The impact of technology on teaching practice and student outcomes.
Analysis of data provides a picture of the school as a whole - not of individual staff
members - presented as frequencies and percentages of responses to all items, and bar
graph representations of those values. The instrument is available either online
(http://www.seirtec.org/_evaluation/tpe06.php) or as a PDF document, ready for
duplication and distribution to respondents.
The STNA is specifically intended to assess the collective needs of a school staff, in
realms related to the use of technology in education settings. It is intended to provide
information to help school-level planners - administrators, technology and media
specialists, and school or technology planning team members - make purchasing,
resource allocation, or other decisions relating to technology. The most important use of
STNA however, is guiding building- and district-level decisions about professional

development for educators, including those about content, timing, and type of
opportunities provided.

Looking for Technology Integration protocol
Conception of the Looking for Technology Integration (LoFTI) protocol was guided by a
team of NC educators, including principals, teachers, technology facilitators, and NCDPI
staff and consultants. The LoFTI protocol can be used to collect observation data about a
variety of broad areas of technology implementation and impact, in any setting where
teaching and learning are taking place:
• Environment - arrangement, student grouping, and instructional collaborators
• Teaching and learning activities - content area, teacher, student, and assessment
methods
• Student engagement
• Use of technology
• Hardware and software in use
Analysis of data provides a profile of technology use in the school as a whole, rather than
for individual staff members. After a number of observation record forms have been
completed, educators can translate collected data to the Data Tally Tool, which presents
totals in a format that emulates horizontal bar charts. This summary data can then be
reviewed and discussed, in order to better understand technology integration in the
school.
For most LoFTI sections, the observer is noting when an instance of a specific "look-for"
occurs. For example, there are five possible choices describing "Student Grouping" and it
is possible that some students may be working independently while others are in small
groups. Similarly, it is possible that teacher or student activities change during a LoFTI
visit, in which case more than one choice will be selected. These realities make the
determination of frequencies and percentages problematic. The LoFTI protocol is
specifically intended to determine how technology is being used in typical school settings
by teachers and students. When used in conjunction with the STNA, LoFTI can complete
the picture of how well professional development activities are translating into changed
teacher practice and student activities.
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ABSTRACT
The purpose of this study will be to examine the extent to which Black parents
of high school students with mild disabilities are involved in the education of their
children. Participants will be the parents of fifty Black students with mild disabilities
from a large suburban school system located in the southeastern United States.
The population of the school is approximately 3000 students with a demographical
breakdown of Black (38.5%); Hispanic (31.4%); White (16.6%); Asian (10 %); and
Others (2.8%). Seventy-five percent of the student body participate in the Free and
Reduced Lunch Program. The students are all seeking the special education diploma
(Certificate of Attendance), and spend more than half the school day in special education
classes. The method will be to survey Black parents of high school students with mild
disabilities using a Likert-type scale to determine their perception of the extent of their
involvement in the education of their students. The results may indicate a need for further
study on this subject.
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Abstract for Panel Session
Eating Disorders Screening in College Students

National screening days are conducted all over the country numerous
times each year. Perhaps the most difficult one to engage students is the
eating disorders screening day. The stigma attached to eating disorders may
render it difficult for college students to approach the screeners and “be
seen” by their peers being screened for this malady. This panel session will
discuss the Eating Attitudes Test (EAT-26) by David Garner (1997) which is
the instrument used to screen for eating disorders in a college population.
The screening was very successful at Bridgewater State College in regards to
the number screened (N = 139) compared to colleges across the Nation
average screened (N = 27.5). Techniques used to entice students to volunteer
to be screened will be discussed in depth. Athletes as a high risk group and
the mechanisms used to facilitate them coming to the screening will also be
presented. Particular items that are flags for disordered eating will be
presented. 10% of the sample scored at a level which indicated further
evaluation was required (possible eating disorder). One-half of the students
endorsed the following two items, “I am terrified about being overweight”
and that they burn up calories with exercise. One third endorsed items such
as the following; “I am preoccupied with food”, “I am aware of the calorie
content of food”, “I am preoccupied with the desire to be thinner” and “I use
self control with food”. Lastly, the elements of a complete assessment
interview as a follow-up for any student scoring at 20 or above will be
presented.
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Abstract
This article reports on the actions and effects of one community college, English as a second
language teacher’s leap of faith into the method of computer-mediated instructional delivery.
The action research focused on collecting survey data from students in three ESL community
college classes and an extensive interview with the instructor of these classes. Findings suggest
that despite the ESL teacher’s initial and quite typical reluctance to use computer-based
educational technology applications in and out of the traditional classroom, student perceptions
and beliefs about the immediate value and long-term quality of their education are positively
influenced by the use of computer-mediated delivery methods and language-practice models.

2

Computer-mediated Methods

3

Computer-mediated Methods: Student and Teacher Perceptions and Beliefs
about Educational Technology Use in Traditional Community College
English as a Second Language Classrooms
Fifty years ago the printing press had been the most significant literacy technology.
Today, however, we cannot truly deliberate language and literacy education without considering
the multitude of technological advances and enhancements available to teachers and learners.
The 1950s marked the beginning of the information age. As workers became more involved in
the creation, management, and transfer of information than in the production of goods, our
society experienced a social shift. As we roll into the new millennium, we must recognize that
we have become a society of information managers. Knowing how to learn has become as
important or even more important than having a knowledge base. Research indicates that the
amount of available information will grow four times within the time frame of a youngster
passing through traditional K-12 schooling (Bitter and Pierson, 2002). The future will require
employees and citizens to be fluid in abilities. “There will be no discrete stable individuals, only
ensembles of skills stored in a person, assembled for a specific project…and shared with others
within ‘communities of practice’” (Gee, 2000, p. 57).
Fifty years into a technological revolution many educators are refusing to recognize the
computer’s influence in modern society and, as a result, are leaving many of the major
educational technology advances out of the classroom (Lam, 2000). Perhaps it is fear that keeps
technology at bay, or maybe it is ignorance of the important impact that technology has had in
the work force, in society, and in the classroom that fosters a resistance to change.
Even in the midst of resistance, a growing body of research examines the salient
characteristics and benefits of technology-enhanced learning environments for second language
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learners and underscores the pivotal role technology can play in second language teaching
(Butler-Pascoe, 1997). Studies of the effect of technology-enhanced instruction on achievement
and studies of student attitudes regarding learning with technology are increasing in number
(Salaberry, 2001). Many educators who do incorporate educational technology into their
classroom best practices have found that it is important not to segregate technology from the
teaching and learning that it supports (Lever-Duffy, McDonald, & Mizell, 2003). Educational
technology is a tool to enhance learning. The use of technology in the classroom also provides
opportunity to develop life-long skills for learning and acquiring information.
In the ESL classroom, the use of technological tools is not a new concept. Audiovisual
materials and realia have been important for non-native English speakers working to acquire
English language skills. Computer-assisted instruction (CAI) became available in the 1960s. The
ESL CAI practices developed mostly as stimulus-response, drill and reinforce style software
exercises (Butler-Pascoe & Wiburg, 2003). The computer began in practice as an educational
tool for the programs that wanted to encourage self-paced or distance study, but this software
faltered in that it was not able to provide opportunities for student development of fluency.
Furthermore, the work in CAI is not highly motivating because the language experiences are not
approximating authentic interlocutor experiences.
“Linguists and language teachers of the 1970s and 1980s began to turn their attention to
the function of language and to its communicative nature” (Butler-Pascoe & Wiburg, 2003, p. 3).
This new perspective gave rise to the process writing approaches, and the use of technology that
was more communicative.
By the 1990s, language teaching became more proficiency-oriented and content based.
Computer software began to emerge that reinforced and supported content-based language
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instruction. All the while in society, the computer was becoming a world-wide communication
tool. The Internet, e-mail, and teleconferencing were becoming popular. Teachers found that
with proper preparation and well-designed, relevant lessons, ESL learners of all levels are able to
share the adventure of exploring the Internet and interacting with others in cyberspace (Diamond,
2000). Classroom teachers who began utilizing these tools, saw their students having access to
authentic language resources while using English language as a means to a learning goal but not
the goal by itself. As students were developing English language skills, they were beginning to
have the opportunity to develop fluid technological skills that would allow them to access
information and be more effective in the community as employees and as citizens.
The Internet and the increasing multimedia capability of computers have improved
language-learning opportunities (Butler-Pascoe & Wiburg, 2003). The computer has given
language teachers more ability to provide authentic comprehensible input in class. The computer
has also allowed for a more multi-modal approach, using text, sound, pictures, colors, action
video, hypermedia, hypertext, and animation to provide language clues and cues (Kress, 2003).
Research suggests that the use of computer-based multimedia leads to enhanced learning in the
acquisition of content, development of skills, efficiency of learning, and satisfaction with
instruction (Falk & Carlson 1991).
Recently, multimedia learning has been transferred to the World Wide Web (WWW). In
the WWW, students can participate in the ever growing and changing learning environments of
hypermedia. The WWW allows educators to help students connect to other technologies, such as
film, photographs, and audiovisual interviews, which support different aspects of language
learning (Butler-Pascoe & Wiburg, 2003). Web-based instruction also makes distance learning
and self-paced, individualized learning much more accessible to learners than ever before.
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To demonstrate the intrinsic motivational capacity of technology learning, David Rosen
(1996) outlined several varied reasons students cite for wanting educational experiences to help
them access and negotiate the Internet. One of the more significant reasons students wanted to
learn to use the Internet was as an alternative mode of learning. Other than delivery modality, the
students in Rosen’s study cited few “traditional” educational purposes justifying the use of
computer technology. Yet Rosen found that students still have a strong desire for technological
experience in the classroom. This would indicate that students also see that technological skills
development is important to them as well as their language development. The current research
attempts to better understand learners’ perceptions and beliefs associated with computermediated delivery.
Educational technology can be used to promote higher-order, critical thinking skills, and
through technology-based experiences, students can continue to develop communicative
competence by using English both productively and receptively in unrehearsed contexts (ButlerPascoe & Wiburg, 2003). In the ESL classroom, educational technology can provide learners
with authentic language experiences at all levels of language learning, self-paced individually or
collaboratively, content- or skills-based, and in a highly motivational, challenging, and
supportive learning environment. What’s more, technology supports flexibility for teacher
assigned supplemental instruction, a growing trend in developmental education.
Today, in English as a Second Language classrooms in tertiary educational systems,
teachers are more than ever facing the question that the teachers of general education classes
have been grappling with for years: should we introduce new forms of educational technology in
the classroom? Research supports the premise that “Technology is an agent of change, spurring
our redefinition of time and space” (Bitter and Pierson, 2002, p. 1). As never before in recorded
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history, educational technology today affords teachers and learners opportunities to enhance and
enrich educational experiences in and out of the classroom. In a broad sense, educational
technology is a term that includes print media, models, projected and non-projected visuals,
audio, video, posters, photographs, e-mail, multimedia CD-ROM, diorama, bulletin boards,
instructional television, and digital media (Lever-Duffy, McDonald, & Mizell, 2003).
While most teachers across curricular lines have been applying some forms of
educational technology in their delivery methodologies, teachers in the ESL field are still
resisting the use of electronic and digital forms of technology (Lam, 2000). What Lam found in
her study of second-language teachers was that teachers’ “personal belief in technology’s
benefits, or lack thereof, rather than resistance to technology” (p. 389) was to blame for teachers
choosing not to use computer-based educational technologies in the classroom. The bottom line
for most educators lies in the answer to the following question: Does the use of educational
technology make learning and/or teaching more efficient or more effective? This study reports
on one teacher’s answers to these questions.
In sharing how the shift in delivery modality has had a profound impact on the teacher’s
perceptions and beliefs about teaching and the students’ beliefs and perceptions about learning,
perhaps others will be more willing to experiment with the vast array of available educational
technology and explore the possibilities of more efficient and effective teaching and learning.
Focus of the Study
Using a short survey (see Appendix 1), the researcher examined students’ experiences
and opinions related to the following topics:
•

Computer use at home;

•

Computer use at school;
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•

Computer use for learning;

•

Students’ recommendations for frequency of computer use;

•

Students’ perceptions of problems associated with computer use;

•

Students’ perceptions of the impact of computer use on their leaning.
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Furthermore, using a personal interview format, the ESL teacher working with the
students surveyed answered questions, sharing her experiences, perceptions, and beliefs
about her transition into the use of computer-mediated educational technology to facilitate
teaching and learning processes. See Appendix 2 for the full text of the interview.
Methods
Participants
54 students from three English as a Second Language classes at a Tucson, Arizona,
community college participated in this study by responding to the survey. Two of the three
classes (ESL 60 and 70) are core ESL, integrated-skills classes. ESL 60 is beginning level, and
ESL 70 is low intermediate level. ESL 75, the third class, is a new course offered at the college
that is designed to help non-native English speakers develop computer-based technical
competencies while and for learning English language content. The students in this class range in
language ability from being pre-literate to having advanced language and literacy skills in
English. Table 1 provides an overview of the number of students, their ages, their sex
distribution, and their native-language levels of education.
Table 1: Number of student participants, age, sex, and level of native-langue education
Student Age

16-22

23-29

30-36

37-43

44-50

51-100

7

11

8

5

12

10
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Student Sex

Male

Female

13
40
Highest Level of Native-language
Education
Elementary Secondary College

5

9

26

21

Trade
school

1

Materials
The survey used was designed to help elicit responses from non-native English speakers
from a diversity of national origins, native languages, socio-economic statuses, ages, education
levels, and technological competencies. The student survey was designed to ascertain whether
students perceive the use of computer-mediated educational technology as making learning more
efficient and/or effective in the context of ESL class, in college, and/or in life in general.
Additionally, the teacher was interviewed by the researcher. Specific questions and
responses can be found in Appendix 2. The researcher was looking to find information that could
aid in the understanding of whether the teacher believes or perceives that the use of computermediated educational technology has made teaching and/or learning more efficient and/or more
effective.
It is also important to recognize that this particular community college campus has made
an enormous and non-typical effort to equip every classroom with computer-mediated
technological tools. Whether and how often these tools are used, in general, by the instructors
and students are questions worth investigation. However, the teacher of these three ESL classes
whose students participated in this survey has been regularly using a teacher computer station, a
computer projector, a SmartBoard, and software materials, such as PowerPoint, Word, and an
Internet browser throughout the semester with the surveyed students (see Appendix 2 for more
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information about what technology has been used in the class). Additionally, the classroom used
for the ESL 75 class is a computer equipped language laboratory that provides each individual
student with a computer workstation with Internet, software, and printer access; additionally, the
lab provides the teacher with a teacher computer-station, SmartBoard, and projection equipment.
Each of the students surveyed for this study has been exposed to teacher use of at least
some form of computer-based, educational technology in his or her ESL classes, and the students
are required to spend one hour each week outside of class practicing their language skills in the
languages lab.
Data Collection and Analysis
The researcher designed the survey and copied it for the ESL teacher to administer in
classes. The teacher worked together with students as a class, projecting the survey on the
SmartBoard, reading each question with the class, and having students respond based on their
beliefs and perceptions. As students had questions about the language used on the survey, the
teacher clarified as needed. The responses were kept anonymous, no names were recorded on the
surveys, and no grades or extra credit were offered for completion of the survey. Students who
were absent on the survey day did not complete a survey. The surveys were collected, and
responses were tallied by the researcher.
Results
Computer Use At Home and At School
Only 51% of participating students reported having and using a computer at home. 81%
of respondents, however, reported using a computer at school. Reported uses at home are much
more varied than uses in school. The most common use at home was E-mail while the most
common use at school was the Internet. While some computer users play computer games at
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home, none play games at school. Doing school projects was an important computer use at home
and at school. Table 2 reports the types of computer uses at home and at school among the
survey participants.
Table 2: Computer Uses at Home and at School
Home Uses
E-mail

28

School Uses
E-mail

26

Internet

27

Internet

36

Games

5

Games

0

CD-Rom

14

CD-Rom

21

Chat

17

Chat

1

School Projects

19

School Projects

32

Projects for Work

2

Projects for Work

7

Student Computer Use for Learning
Of the 43 survey participants who used a computer for learning in school, most found
multiple learning applications. There was a tie for the most common area of learning with the
computer between grammar learning and reading-skills development. These were followed
closely by learning new words, developing speaking, listening, and writing skills. Table 3 reports
the number of students in each area that reported using a computer for learning.
Table 3: Student Computer Use by Area for Learning
New
Grammar Listening Speaking Writing Reading Computer US
Independent
Words
Skills
Skills
Skills
Skills
Skills
Culture Learning
32

35

31

17

31

35

23

17

24
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Students’ Recommendations for Frequency of Computer Use
72% of students reported wanting the teacher to use a computer “all the time” in class
activities. Only 6% of students would have preferred that the teacher “never” use a computer in
class activities. Interestingly, only 38% of students wanted to use a computer themselves for
class activities “all the time.” However, 83% would like to use computers “once per week.”
Table 4 reports the frequency at which student would recommend the teacher and students use
computers for class activities.
Table 4: Student Recommendations for Frequency of Computer Use
All the Time
Teacher Use
Student Use

38
20

Every Other
Class
7
15

Once Per
Week
4
9

Once Per
Month
0
1

Never
3
8

Students’ Perceptions of Problems Associated with Computer Use
While some respondents had no problems using computers, the most common problem
among those who had them was writing on the computer in English. 38% had this problem, and
36% had a problem with reading computer directions in English. Technical problems and lack of
technical support seemed to cause students difficulties as well. Table 5 reports the students’
problems using computers.
Table 5: Students Problems Using Computers
Take
Too
difficult too
much
to use
time
7

10

Technical Reading
problems computer
directions
is too
hard
15
19

Writing
on the
computer
is too
hard
20

Not
enough
help with
computer
work
11

Platform
issues
(Mac vs.
PC)

I don’t
have a
computer
at home

4

14
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Students’ Perceptions of the Impact of Computer Use on Leaning
Students were asked about how important learning to use a computer was to their success
in school and out of school. 96% of students surveyed reported that learning to use a computer
was important for their success in school. An even larger 98% believe that learning to use a
computer is important for their success outside of school. They were also asked to report on
whether they believe the teacher’s use of a computer in class made class more efficient (96%
agree or strongly agree) or more effective (96% agree or strongly agree). They were also asked if
using the computer-aided language lab in school made learning more efficient or more effective.
Even with a lower percentage, 79% of students surveyed believe the computer-aided language
lab practice makes learning English more efficient, and 84% believe it makes learning more
effective. Lastly, they were asked if using a computer at home made learning more efficient or
more effective. Table 6 reports the findings on student perceptions of the impact of computer use
on learning and success. 87.5% of students surveyed found using a computer at home makes
learning more efficient, and 85% thought it made learning more effective. Table 6 outlines
students responses about their perceptions of using computers for learning.
Table 6: Student Perceptions on Computer Use on Learning and Success

Learning to use a computer is
important for my success in school.
Learning to use a computer is
important for my success outside of
school
The teacher’s use of a computer
makes class easier.
The teacher’s use of a computer
makes class better.

Strongly
Agree
31

Agree

Uncertain Disagree

20

2

0

Strongly
Disagree
0

32

20

1

0

0

30

15

0

2

0

31

20

0

1

1
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Use of a computer to practice
English in the Language Lab makes
learning easier.
Use of a computer to practice
English in the Language Lab makes
learning better.
Use of a computer at home makes
learning easier.
Use of a computer at home makes
learning better.

25

17

8

1

2

23

19

6

1

1

10

18

2

2

0

11

17

2

2

1
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Discussion
The results of this research study reinforce the idea that teachers and students play
important roles in technology-enhanced learning environments. The students surveyed and the
teacher interviewed demonstrated a joint belief that computer-mediated teaching and learning
helps to create classroom-learning experiences can be more effective and more efficient than
classroom learning experiences without technological tools.
With only a one semester exposure to computer-mediated methods, ESL students
reported learning new words, grammar, listening skills, speaking skills, reading skills, writing
skills, computer skills, US culture, and learning independently while using computer technology.
Students believe that not only does computer-mediated educational technology assist in their
learning, they perceive it as effective and efficient as a teaching tool. Nearly 85% of the students
surveyed felt that the teacher should use the computer as a teaching tool at least every other class
meeting. That is an unanticipated majority, especially since many of the international students
who attend ESL class at the community college are older, non-traditional learners who come
from cultural communities that are far less developed technologically than the United States.
Given that the information revolution is still in its beginning stages in the majority of the world,
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especially in the areas of the world that motivate emigration (Hedley, 2000), it is surprising to
see such a high level of demand for technology-enhanced delivery.
Perhaps this is explainable by the fact that 96% of the students have come to believe that
using a computer is important for their success in school. Research also tells us that many
immigrants believe that education is key to their finding social and economic opportunities in the
United States (Suarez-Orozco, 1997). This would be consistent with the response from the
surveyed students showing us that 98% believe that learning to use a computer is important for
their success in life.
What is even more surprising is that there is no disparity of enthusiasm apparent in
student responses about their own computer use. Of the students surveyed, 79% believe that their
own computer use in the language lab for class practice and projects makes learning more
efficient, and 84% believe that computer use in the language lab for class practice and projects
makes learning more effective and more effective, even though only half of the students
surveyed own computers at home. The researcher expected to find some student resistance to
using computers in a lab setting since a recent study (Stepp-Greany, 2002) found that languagelearning students do not highly value computer-assisted lab work activities because they do not
link their performance-based activities on a computer to language development. Perhaps the
teacher’s work connecting classroom language-learning activities and classroom computermediated methodologies has helped the surveyed students find a more direct relationship
between language-learning success and computer lab study. It is possible that the students begin
to see the computer as a facilitator of teacher success and, thus, a potential facilitator of their
own success.
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In general, this small survey has helped students express their positive and supportive
perceptions about technology-enhanced language learning environments. It also has helped to
confirm student beliefs about the value of learning to use a computer as both a language-learning
and a life-long learning tool. It is also clear that students see much value in the teacher’s use of
computer-mediated methodologies.
In fact, it was not surprising to see how much the teacher, herself, valued the use of
computer-mediated methodologies and the positive learning consequences of them. Research has
long touted the value of technology-enriched curriculum for the second language classroom.
Computers utilize a multi-sensory collection of text, sound, pictures, video, animation, and
hypermedia to provide meaningful and authentic contexts to facilitate comprehension (LeverDuffy, McDonald, & Mizell, 2003). Technology can also assist teachers in creating a supportive
affective environment in the classroom (Butler-Pascoe, 1997). Technology provides an
environment for learning that allows students to engage in individualized instruction designed to
meet their specific learning needs and participate in cooperative projects that promote language
use with a variety of audiences in and out of the classroom. Technology-enhanced curriculum
employs multiple modalities to meet the needs of students with different learning styles and
strategies. The aural, visual, tactile and kinesthetic learners have access to a variety of computerbased activities that are well suited to their preferred learning styles (Bickel and Truscello,
1996). Computers can play a major role in allowing ESL students to engage in academic tasks
that focus more on their intellectual abilities than their language limitations.
Educational practice can be “bandwagon” driven by each new theory about what makes
for best practices. Teaching practitioners have become weary of the habitual changes and
requirements that seem only to bring additional burden upon an already challenging job, so it is
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understandable that the often steep learning requirements have caused many ESL teachers to shy
away from utilizing computer-mediated methods. The teacher interviewed needed a kind of
critical mass to propel her into new methodologies. She wanted to help her seeing and hearing
impaired students to be successful second language learners, and technology gave her a clear
advantage in meeting her students’ diverse needs that made the investment of time in developing
new methodologies more clearly worthwhile.
It is powerful to report that this teacher, in her interview, clearly believes that computerbased educational technology in the ESL classroom and in the language computer lab makes
both teaching and learning more effective and more efficient in several ways. As she so clearly
states, “I am a strong believer in the increased effectiveness that technology has supported in my
ESL classes. As an experienced classroom instructor, I have never seen such dramatic
differences between classes. With the most obvious and enduring difference being the effective
integration of technology, I am left concluding that the use of technology is helping our students’
learning.”
It is clear that this teacher’s leap of faith into the world of computer-enhanced
educational technology delivery is not only seen by students as having a positive influence on
their learning but has inspired her to continue to utilize and develop applications for computermediated learning tools to strengthen her teaching and enhance student learning. Integration of
computer technology into adult English as a second language classrooms has demonstrated the
potential to enhance instruction for a large and growing population in US community colleges.
Effective instruction will help remove the barriers created by language and literacy deficits that
immigrants and refugees experience to full integration into the economic and civic life of the
United States. It is hoped that others will be inspired not only by the growing support from
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research findings but also by the experiences of one education practitioner that has seen modern
educational technology as a best practices tool worthy of attention.
The findings of this research suggest further inquiry into the need for teacher education
and support with technology resource development and use. Additional research into pilot
educational technology projects that demonstrate the effective and efficient uses of educational
technology in the classroom could be a possible source for such inquiries.
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Appendix 1: Student Survey
Your English teachers are trying to understand how best to serve your learning needs,
so please circle your most honest responses to the following questions:
1. Your age is:

16-22

2. Your sex is:

23-29

Male

30-36

37-43

44-50

51-100

Female

3. Your highest level of education in your native country:
elementary school

secondary school

4. Do you use a computer at home?

college

Yes

trade school

No

5. Please circle all the reasons you use a computer at home.
email

internet

games

CD-Rom software

6. Do you use computers at school? Yes

chat

school projects

projects for work

No

7. Please circle all the reasons you use a computer at school.
email

internet

games

CD-Rom software

chat

school projects

projects for work

8. Please circle all the things you use a computer to learn:
New words
Reading Skills

Grammar

Listening Skills

Computer Skills

US Culture

Speaking Skills

Writing Skills

Independent Learning

9. How often should the teacher use the computer in ESL class?
All the time

Every other class

Once per week

Once per month

Never

10. How often should students use the computer for ESL class?
All the time

Every other class

Once per week

Once per month

Never
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11. Please circle any serious problems you face using computers for ESL class.
Computers are too difficult

Computers take too much time

Reading the computer directions in English is too hard

There are too many technical problems

Writing on the computer in English is too hard

There is no one to help me with the computer

I have platform issues (Mac vs. PC)

I don’t have a computer at home

12. Learning to use a computer is important for my success in school.
Strongly Agree

Agree Uncertain

Disagree

Strongly Disagree

13. Learning to use a computer is important for my success outside of school.
Strongly Agree

Agree Uncertain

Disagree

Strongly Disagree

14. The teacher’s use of a computer in class makes learning EASIER.
Strongly Agree

Agree Uncertain

Disagree

Strongly Disagree

15. The teacher’s use of a computer in class makes learning BETTER.
Strongly Agree

Agree Uncertain

Disagree

Strongly Disagree

16. The use of a computer to practice English in the Language Lab makes learning EASIER.
Strongly Agree

Agree Uncertain

Disagree

Strongly Disagree

17. My use of a computer to practice English in the Language Lab makes learning BETTER.
Strongly Agree

Agree Uncertain

Disagree

Strongly Disagree

18. My use of a computer at home makes learning EASIER.
Strongly Agree

Agree Uncertain

Disagree

Strongly Disagree

19. My use of a computer at home makes learning better.
Strongly Agree

Agree Uncertain

Disagree

Strongly Disagree
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Appendix 2: Teacher Interview
1. What is educational technology to you, and what is your history of using educational
technology in adult ESL at Pima Community College.
Technology is any variety of media we use in the classroom, from CD players to
video to computers and all computer applications. My history began about three
years ago when I participated in the Faculty Technology Academy from Pima
Community College. It was a one-week seminar. I was kind of confused by the
presentations. I really need spaced practice as a learner, not a crash course. I
began to practice on my computer at work. I didn’t even have a computer at
home. I was fortunate to have a colleague who was really into computer use and
integration of technology for research and for student collaboration projects as
well as for an impetus to student interaction as they utilize the computer in the
completion of class projects. After the Academy, this woman invited me into her
classroom to observe what she was doing with her students, including web
searches. I was so intrigued and impressed with what the students were doing and
how they were responding that I wanted right away to start using more technology
in classes. I started using the SmartBoard and the teacher computer terminal. I
started to generate student-mediated and negotiated handouts. I was able to help
students with the reinforcement of classroom learning. From that I started using
smaller Power Point presentations on individual grammar points. At the same
time, the colleague with whom I had been so impressed, began to discuss with me
some of the ways we could better integrate technology into the ESL curriculum.
We talked about and eventually developed a computer-based ESL class. Students
frequently ask when they will be skilled enough in English to take the computer
classes available to native English speakers. The need was there, so we came up
with a three-credit course for ESL students to use computer technology to develop
language skills. Students learn about hardware, e-mail, software, Internet, and
projects that are computer based.
We, at this campus, worked to get a language lab developed that was set
up to be a computer mediated classroom. We now have a lab that has one
instructor computer, 30 computer stations, and a SmartBoard. This technological
environment allows us to model and have student practice without any delay time.
The ESL computer class is now offered in this room because it allows us to work
with students, helping them to turn on and operate a computer, do word
processing with spell check, and create documents using the writing process, set
up e-mail accounts, and negotiate the Internet. We send e-cards, conduct web
searches, and use language software. We access Tucson restaurants and look at
menus. We do research into their countries of origin, so the students can prepare a
Power Point presentation on their countries. All these skills will be useful for the
students when they transition into general education classes. We also walk the
students through finding web sites that allow them opportunities to practice
English. Many universities and private foundations have ESL websites that
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feature grammar and vocabulary practice and games geared toward language
development. This learning helps students see the educational opportunities
available to them outside of the traditional classroom, encouraging life-long
learning.
Besides the ESL computer class, I also use the languages lab to take
students from my integrated-skills beginning and intermediate classes. We use the
Focus on Grammar software available to students to drill and practice grammar
points that we are working on in class. The students can work at their own pace
and get immediate feedback from the software program about how well they are
doing. I am also using Power Point in classes to save time I once used writing on
the board and even missing points. What I’ve found is that we cover so much
more material. The students have handouts from the slides, so they don’t have to
copy notes from the board. Time on task has increased close to two more hours
per class per week because of the use of the technology. I have also seen a
tremendous acceleration of skills development and mastery. CELSA post-test
scores have improved, too. I am really impressed with the results I have seen.

2. What types of educational technology do you use in adult ESL at the community
college.
I use Power Point and a scanner. I use the Internet a lot. I use a lot of software.
We try to integrate software that develops vocabulary with an implicit
understanding of syntax and grammar. We also have more traditional software
that really emphasizes grammar points that we use often. We use videotapes and
television, too. If I had to say what technology has had the greatest impact for my
instruction, it is the use of Power Point. It’s so empowering for the students to
find little errors that I make in the slides. A student will raise his or her hand to
point out the mistake. It seems the students feel like they are a part of the
technology. It’s not just a top down effort in the classes. The students really feel
engaged. We also have a computer console and a SmartBoard in the classroom
that I use everyday and it’s really neat. Sometimes students come up with
questions that I can’t answer. This becomes a very teachable moment. I get to
model the inquiry process for them. The other day a student wanted to know how
we determine what day Easter falls on. I didn’t know. So I projected the computer
onto the SmartBoard, and we did a search for “Easter Date” in Google. At the first
website we found an explanation of a certain full moon, and its historical
importance, and that Easter is the first Sunday after this full moon. The students
think that it’s so cool that I, as the teacher, could want to know something, too.
They think it’s great how information is out there and available to them at the
touch of a button. All they need to know is how to look for it, and I get to model
that for them.
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3. While observing your class today, I saw you use some educational technology in
class. How do the students respond to the use of technology in the classroom?
I have a really fortunate situation in that my students take classes not only on the
campus I teach, but all around the district. I am so proud to say that my campus
has been the lead campus in the utilization of technology in ESL classes. No other
campus has embraced it like we have. I hear feedback from students all the time
that they’ve never seen anything like the use of technology that they are exposed
to at our campus. They are so enthusiastic, feeling like they’re getting outstanding
delivery. They get so excited and are so engaged. My students are always thrilled
to see how quickly we can access information using the Internet in class. I think
that is what has caught their attention most about educational technology. The
feedback has been very positive. And as I’ve mentioned before, I have also seen a
tremendous acceleration of skills development and mastery, and tests scores have
improved. I am really impressed with the way technology in the classroom has
motivated, encouraged, and supported student learning and progress in adult ESL.
4. Do you notice any difference between your instructional delivery or in students
attitude, behavior, motivation, and outcomes now vs. before you started using
technology as you talk about it today?
I think I’ve already mentioned outcomes and assessment, but I have to be honest
with you. When I started using technology, like so many people, I was very
tentative. However, I am specifically using technology now in response to the fact
that I have three students this semester coming to me through DSR, disabled
student resources, who happen to be visually impaired. I knew I wanted to put the
classes and lessons on Power Points, but having the impetus of three students who
can’t see coming to class, knowing that I would have to have something for the
translator to put into Braille for them, was something that prompted me to do
Power Point slides in a way I had never even really thought about. I used to use
them to guide the lesson, but now, for these students, I began thinking about the
lesson to the point where every single thing I wanted to cover was anticipated. I
began to anticipate student questions, so that we could take different directions
with the points I wanted to discuss. I have found that my own teaching has
become much more student-centered, honed to the point that I have anticipated
the totality and flexibility lessons that can last up to three hours will need. I feel
so confident going into a class knowing what we are going to do that day and how
the students will be able to chuck the information, break it down, process it. I’ve
thought it through, and as a result, I see students who are so engaged and so happy
with the classes. The difference is really incredible. More students seem to be
attending class, not missing any lectures. Retention and success are high in my
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classes, and I know that this is in part because of my use of technology and the
way I encourage students to learn through educational technology.
5. What types of technology training have you had and would you like to have?
That is a good question. I never really told you what we did in the Technology
Academy, which has been my only real formal training up to the beginning of my
using technology in the classroom. The program was really open ended because
they knew that the teachers would be coming from a variety of backgrounds with
a variety of interests. We were able to take the sessions that we were interested in.
They had Photoshop and different types of advanced programs. I chose the basics,
Word, Excel, Power Point. The programs that I have on my computer in my office
are the ones I started practicing with and began to get good with. I finally bought
my own computer last year, and the software that I was using and wanted to use
in my classes. We have training at PCC that allows us to develop skills with new
software and technologies in a self-paced way. I, however, think that enrolling in
a class and going to that class twice a week over sixteen weeks is the best way for
me to learn. That spaced reinforcement really helps me process and to develop
skills. It’s a waste of time and money for me to take one-day workshops in
technology development. I’m not that kind of learner. I’ve been taking classes at
the University to try to learn more about technological applications. I’d like to
learn to build a webpage. I think that’s the wave of the future, and I’d like my
students to have even more available to them. When we talk about learning styles
and multimodalities of instruction, here we have something right at our fingertips
that can serve to meet the diversity of needs and exceptionalities we see in a class.

6. Given your experiences using computer-based educational technology in the
classroom, do you believe your work teaching has become more efficient and/or more
effective? How?

Efficiency: My teaching has vastly improved since I integrated technology into
my lessons. I think I’ve mentioned to you that I was prompted to make a very
radical and rapid transition when Disabled Student Resources notified me a year
ago that one student with a hearing impairment and three students with visual
impairments were enrolling for my Spring 2004 intermediate integrated skills
class. I knew that I would need to provide not only extensive lecture notes and
clear handouts for the Braille transcriber and the sign language interpreter, but
that I would also need to place a greater emphasis on accommodating multiple
modalities within each portion of every lecture.
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Quite honestly, placing my lectures on PowerPoint forced me to reflect on how I
was presenting the material. I focused on dividing the material between the 16
weeks in a more balanced, predictable, and well organized manner.
I must admit, I worked my tail off placing each lecture on PowerPoint slides. My
classes are 6 credit hours, and each lecture is 3 hours in length…imagine thinking
through the entire 3 hour lecture, anticipating questions, building in guided
practice…it was a lot of work and very time, consuming. It took me about 6
hours to put the three-hour lesson on slides. Now, though, my invested time is
paying off. I no longer create slides for the lectures, I simply update the slides
and refine them. This makes my presentations extremely efficient.
In addition to having the entire lesson on PowerPoint slides, I also make handouts
of the slides so that students do not have to spend their time copying the material
from the SmartBoard. Before, much of the class lecture time was wasted on me
writing information on the board and students frantically copying the information
into their notes. This allowed for absolutely no class time for students to process
and reflect on the language conventions being presented. Now, they simply add
notes to the handouts, and this saves an incredible amount of time. Now, we
spend this extra time discussing metacognitive strategies, comparing English
structures to the structures of their first languages, doing more guided practice,
and having much more feedback! The incorporation of technological support has
made the use of seat time incredibly efficient.
Effectiveness: As I’ve mentioned, having the three students with exceptionalities
in one class made me reflect on presentation of the material in a way that was
much more focused than before. As I considered how to maximize each
presentation to emphasize the accommodation of multiple learning modalities, I
thought about organization, visual layout, the utilization of repeated icons that
help trigger student memory, the incorporation of sound on the slides, building in
time for group practice and problem solving, and of course the “hands on” guided
practice that my students really seem to appreciate.
Using technology has helped me to feel like a “super teacher!” I feel so much
more prepared to help move my students smoothly toward their goal of
developing academic English skills. The utilization of technology helped me to
better organize the material, and to visually present it in a way that really helps
students to see the overarching patterns in English usage. I find I have much
more time to dedicate to individualizing assignments and instruction to better
support student success in our program, since my lectures and presentations are
now better organized and easier to deliver.
Student feedback has been overwhelmingly in favor of the use of technology in
the classroom, especially from students who have attended ESL classes that use
no technological support. Students tell me they are so glad to have the complete
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set of handouts for the slides, since they can concentrate on the discussion about
each grammar or usage point rather than feeling like they can’t keep up with
taking notes. They also indicate that they prefer to have a computer-supported
class and want to take additional classes from me, since their other instructors do
not use technology. I believe there is a student perception that since I use
technology that I must be a better prepared, more knowledgeable, and more
progressive instructor. I believe students want exposure to cutting edge
technology, since they feel that technology is an important, inevitable part of their
futures.
I am a strong believer in the increased effectiveness that technology has supported
in my ESL classes!

7. Given your experiences using computer-based educational technology in the
classroom, do you believe these tools make student learning more efficient and/or
more effective? How?
Efficiency: I guess it is safe to say that the teaching efficiency I have noted in the
previous question is mirrored in the learning efficiency I see demonstrated by my
students. Not only did the students with exceptionalities progress better than
expected (by me, DSR, and their sponsoring agencies,) but so did the majority of
mainstream students. Students who previously may not have been wellaccommodated visually, auditorially, kinesthetically, and socially now seem to
thrive in the multi-modal environment that the use of technology has prompted.
Due to the fact that lectures are more predictable and consistent because of the
format I adopted for the PowerPoint slides, students seem to be much more
comfortable with course expectations, course progression, student responsibilities,
and most importantly, the organization of material. They catch on to the patterns
represented in English much more quickly than students in the “pre-technology
era” of my past!
Clearly, students are progressing through the material in a much more efficient
manner than those of the “pre-technology era.” They have more time for
questions, more time to explore the nuances of language, more time to develop
vocabulary. They are not spending precious seat time frantically copying down
lecture notes. Instead, they are immediately reflecting on the material, making
notes that will help them with their own individual comprehension and language
skill development. I have documented a 33% increase in seat time due to the
integration of technology and supporting materials such as handouts that are given
to students in packets.
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Effectiveness: I have also documented the effectiveness of student learning. The
semester before I introduced the use of PowerPoint and the SmartBoard into class,
I covered less material (only 18 of 24 planned units of instruction.) Now, we
typically finish 23-24 of the units. In addition, test scores of students in the class
pre-technology averaged 6.7% lower than students in the current technology
enhanced courses. In addition, I have had a greater percentage of students earn
“A’s on their first exams in the technology-enhanced classes (15%.)
Finally, students exiting both classes were given pre- and post-tests using the
CELSA. Students from the classes that were technology-enhanced grew an
average of 8 points more than students from the pre-technology class. In addition,
students who independently utilized software, ESL websites, and supporting
videos in the Language Lab at least one hour a week in addition to the normal
class time grew an average of 11 points more on the CELSA compared to the
students in the pre-technology enhanced courses.
My final thoughts are that as an experienced classroom instructor, I have never
seen such dramatic differences between classes. With the most obvious and
enduring difference being the effective integration of technology, I am left
concluding that the use of technology is helping our students’ learning to be more
effective and efficient.
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Statistics, minorities represented 40% of all students in school districts. In the nation’s 500
largest school districts, 58% of enrollments were minorities, and in the 100 largest school
districts, minority enrollment was 68%.
While demographics change and pressure mounts for minority children to succeed, the
population entering the teaching profession is increasingly White, female, and middle class and
studies have shown that prospective teachers have experienced limited interaction with cultures
outside of their. Research indicates that interaction between diverse groups does not take place
on its own, thus teacher education programs need to be intentional about projects that develop
intercultural competence. While some critics claim that little has changed in regards to teacher
education programs in principle despite the importance of pluralistic preparation necessary for
effective teaching, some programs have attempted to adjust.
This presentation will share how one teacher education program has used Multicultural Service
Learning to address this concern. Service Learning can perpetuate racist, sexist, or classist
assumptions about others in a ‘do-good’ or ‘charity’ orientation and can too easily reinforce
inequality without the theoretical underpinnings provided by a concentrated analysis of power
and oppression in the service experience This study seeks to draw some conclusions about what
changes in confidence, attitude, and disposition regarding working with diverse students
populations have resulted from pre-service teachers’ understanding and implementation of
multicultural service learning in diverse field and student teaching placements while taking a
course on The Theory & Practice of Multicultural Service Learning Pedagogy.
Objectives:
Participants will:
•

Hear how a teacher education program has addressed the non-diversity of the pre-service
teacher population.

•

Hear research regarding changes in pre-service teacher confidence, attitudes, and
dispositions towards working with diverse student populations.

•

Hear student teacher insight into implementing multicultural Service Learning in diverse
classrooms.
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Abstract:
This workshop session is designed to provide teachers with a collection of easy to
implement strategies, supports, ideas, and resources to assist them in providing
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the classroom.
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There are fundamental questions associated with issues of mathematics curriculum enactment
and the identification of factors that affect (positively or negatively) the use of curriculum at
all grade levels in different school contexts and classroom settings. This cross-site study is
part of the work of the Center for the Study of Mathematics Curriculum and involved over
650 K-12 mathematics teachers in three school districts. With high response rates the data
from this study begins to uncover the relationship between district-related variables and
curriculum enactment of district-adopted curricula.
The survey included 19 sections focusing on various aspects of teacher background,
classroom practices, use of curriculum materials, and the teaching of content topics specific
to one of two grade bands: K-5 or 6-12. The response rate was greater than 70% for each of
the three districts. At the grades K-5 level, 528 teachers responded, and at the grades 6-12
level, 130 teachers responded.
Among the survey results, there were some items where there was substantial agreement
across grade levels and school districts and others where this was not the case. Responses to
the question “Every student in my room should feel that mathematics is something she can
do”, for example, were almost unanimously in agreement with the statement. In contrast, one
school district showed marked differences from the others in the percentage of instructional
time based on textbook materials, expected yearly textbook coverage, and ratings of textbook
quality. Initial hypotheses suggest that these differences seem to be related to professional
development and school philosophy factors. In particular, the frequency and nature of
professional development may be important as well as the perspective and direction given by
the administrative staff.
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Introduction
Since the early years of the 1920s, the gradual development of technology has
played a crucial role in improving educational settings (Roblyer and Edwards, 2000). It
has helped educators to create instructional planning to support and facilitate the teaching
and learning process. Educators over the years, through technology, have been able to
develop a better understanding about various elements of the instructional strategies that
have motivated students in the learning process. The microcomputer supremacy has
facilitated the use of instructional technology, and due to its user-friendly nature the use
of instructional technology has grown improving education. In the last three decades,
computers as collective resources, including computer-based support system,
instructional system, and media have been utilized to enhance the educational
environment more than ever before. Such a technological evolvement has transformed the
instructional advancement to a higher and more intricate level (Anglin, 1995, p. 16-18).
The use of educational technologies provides the skills required for preparing
students to function properly in the real world. Such technologies set new academic
requirements to transform educational programs to a higher level, where the learning
environment would embrace the rapidly evolving world into a new information age. For
students to progress in the 21st century, such an environment must be future oriented. It
should be a place where they are encouraged and helped to synthesize their academic and
scientific abilities in order to be productive in the new century. Educational technology as
a tool has been consecrated to develop new discoveries in the new era using theory and
practice to create, facilitate, manage, utilize, and assess the methods of teaching and
learning and provide more opportunities for educators to use the instructional
applications with more clarity to promote the educational themes by designing new
learning techniques. (Gundi, 2004).
Teaching in the 21st century requires educators to utilize technology to plan an
instructional opportunity that include both new paradigm and new initiatives in order to
deliver the quality education needed for students to stay abreast with the rapid changes
that take place around them. Teachers also need to demonstrate knowledge and skills
relevant to the technological growth and its continued impact on improving their
professional and task-oriented practice (Tucker, 2005).
21st century classrooms should be transformed into smart classrooms, where
students have easy access to interactive technologies and Internet to advance their
knowledge base through individual and collaborative work in class or with other students
from a distance to increase their awareness about the future needs and expand the horizon
of their thoughts through new discoveries and promote human potentiality to secure a
safe and prosperous future where humanity and human oneness would flourish (Wanak,
1999).
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Starting with Technology
In the last 30 years, school systems across the nation have poured millions of
dollars into the education system in order to furnish schools with the state-of-the-art
technology, but time and again without a valid schematic representation of a structure to
indicate how their utilization would affect the teaching and learning environment. The
use of technology is not about hardware components or its assembly, it is about
integrating it with the curriculum to advance the instructional settings. Students should be
guided to use technology to broaden the scope of their logical thinking and deepen their
academic and scientific understanding to widen their viewpoint about the globe they live
in (Barnett, 2001).
Up until 1980s, the limited abilities that a literate individual had and evinced were
enough for distinguishing differences between skilled and unskilled workers. In basic
education, perhaps only rudimentary training was needed. Now, at the onset of the 21st
century the concept of literacy has changed dramatically. Computer literacy has become
essential in order to operate successfully in the workplace. Such literacy requires graphic
and visual abilities. Students are required to become computer savvy if they are to
succeed in the information age. Through the use of technology, students would be able to
conduct and promote critical thinking, crucial analysis, and communicate more
effectively. Due to the rapid acceleration of technology and ever-broadening knowledge
base, the information that students would have to access would double in two and half
years. This indicates that by the time first-grade students complete high school the
knowledge base would quadruple (Bitter and Pierson, 2002, p. 2)
The advancement of technology has made the transformation and accessibility to
information in any academic field much easier. It helps students to share information, and
work cooperatively on various projects. The information age has brought the world to
live with the biotechnological advancement in which every progress is based on mind and
life. The mind, at this stage, requires students to be savvy and competent, innovative and
critical thinkers. Therefore, they should be able to independently gather and disseminate
information creatively in order to stay abreast with new changes that take place around
them. In today’s complex world, perhaps students have fewer options to choose from,
consequently, they have to be apt to fully involve themselves with technology to critically
analyze information and conclude viable outcomes. They need to be skillful enough to
communicate their thoughts to construct new knowledge and expand their creative ability
to create a better life for themselves and try to make a better environment for others
around them (p. 3).
Where should we start with the use of technology to promote the quality of
teaching and learning has usually been a challenge! How teachers and students utilize
computer technology to identify opportunities and problems according to their needs and
wants brings about a realization that at the inception of our academic journey we should
teach students the input-compile-output process, and gradually advance their
technological skills to learn the logic and rationale behind the usage of such an
efficacious engine in order to advance their learning ability and eventually fulfill the
maximum societal requirements (Bussey, Dormody, and VanLeeuwen, 2000, p. 4&5).
Considering the fact that the computer technology has dominated almost all the
compartments of humanities, and at the educational level it has become the most reliable
and efficient tool for educators to guide and enhance the quality of their scientific and
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scholarly work, it is essential for educators and students to employ technology and
establish a symmetric channel to send and receive anatomized data more sufficiently and
effectively (Brown, 2001). In the last two decades computer technology has drawn
greater attention as a necessary means not only in general education, but also in every
aspect of human society. This brings the technologically savvy educators to acknowledge
that technology should not be taught as a separate subject, but rather as a general utensil
in the curriculum to assist students to perform with more genuineness in all subject areas
(Bungum, 20005). It is pivotal that technological expertise reaches all students at all
levels of academe.
In today’s information and complex world, the future does not lie in the hardware
technology, but in the ability of those who understand and know how to use it. Since
technology has already emerged as a crucial component in academic field, the
technologically equipped educators should aver that students at all grade levels must be
familiar with and use computer technology to strengthen their thinking ability by utilizing
it for gathering, analyzing, and disseminating information to construct and conclude
logical results (Bussey et al, 2000).
Computer technology helps teachers as well as students to address problems and
opportunities in a fashionable manner, and plan to develop professional approaches to
demonstrate knowledge and skills required to successfully operate in the technologically
complex 21st century, where things change rapidly around us. Therefore, students must be
guided to enter through, as Barnett stated, five stages, “Entry, adoption, adaptation,
appropriation, and invention,” and of course, the evaluation and assessment procedure
must follow to ensure the quality outcomes. At the entry level the needs for technological
proficiencies must be addressed to clarify the expectations that both teachers and students
have to demonstrate in order to practice their academic ability to innovate creativity and
critical thinking. This process must be synthesized with the use of appropriate resources
to provide continuous support to maintain the desire for renewal procedures to stay
abreast with latest changes and inventions (Barnett, 2000).
Smart Classroom
A smart classroom is also known as technology enhanced classroom (Northern
University, Website, 2004). It is a user-friendly environment conducive to effective
teaching and learning phenomenon (Johnstone, 2002). It is equipped with networking,
digital, and visual technologies (Northern University, Website, 2004).
A smart classroom is comprised of a program that includes the core curriculum
and latest technologies. On the technology end, a smart classroom introduces students to
various forms of technologies, such as, multi-media, database, visual devices, satellite
TV, distance learning, instant Internet access, and instructional software. These
applications provide students with outstanding opportunities for effective learning and
expanding their knowledge base. In such classrooms, teachers employ andragogical
methods of teaching, where they act as facilitators and promote individualized learning
opportunities by adapting the needs of every student (Phuc H., Elysse E., Mercedes H.,
and Samantha G., Website, 2005). On the curriculum end, it enables students to, 1) learn
and demonstrate knowledge, skills, and applications about various technological
strategies, 2) apply knowledge and skills of technologies and evaluate their impact on
academic improvement, 3) demonstrate the ability to use technology for problem solving,
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individual work, and collaborative projects, 4) apply ethical values when using
technologies to make decision, gather, analyze, and disseminate information, 5)
demonstrate the technological conceits to comprehend all the related subject matters to
practically and pragmatically expand student abilities, 6) apply moral standards to create
equal opportunity for all students to close the gender gap and enhance women’s abilities
to exercise their talented brain power, and 7) demonstrate competencies to improve
intrapersonal and interpersonal skills of human beings to improve their social and
economic status (Darrow, 1998). Below shows a general concept of a smart classroom.
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Figure 1- Illustrates Smart Classroom Configuration

In a smart classroom, it is easier for the instructor to work with each student based
on his or her learning style and facilitate the knowledge dissemination process. Individual
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students have a better opportunity to work cooperatively, because they have more
freedom to move around the class and exchange ideas to learn from each other and view
new learning experience from different perspectives (Stewart, 2001). This requires, at the
onset of the course that students be oriented and trained for appropriate utilization of the
classroom technologies (Instructional Media Services, Website, 2005), to discuss the
most crucial and contemporary issues as they emerge. This enables them to synthesize
knew information with their knowledge base to create new ideas and add more to their
creative ability (Marquez, 2000).
In a smart classroom, because it is an active classroom, students and instructor are
always interacting and engaged in a close working relationship, which promote a live
learning environment. Students will have immediate feedback from the instructor and
fellow classmates for better understanding to verifying the validity of their work (Jordan,
2002). Below is a layout of the smart classroom (Johnstone, 2002).

Figure 2- A layout of the smart classroom
Teachers in the 21st Century
The digital technologies in the 21st century provide educators and students with
unprecedented capacities to elevate their abilities to make the kind of changes that impact
the teaching and learning criteria (Sweder, 2002). This criteria acknowledges the
necessity that well educated and trained teachers will be able to improve student
achievement to perform successfully in the new century.
The form of instruction in this century must not fall short in providing students
with opportunities that would enable them to investigate and experience the real-world
knowledge. This should enable them to gradually conceptualize the real world in its
entire complexity to develop and enrich their own perception about the globe they live in
(Taylor, 2005). It is pivotal for educators in the 21st century to acknowledge that teaching
in this century would not be an easy task in order to preserve prosperity of the nation’s
future. Educators must realize that the tranquility of the future is well defined in the
hands of the products they produce. Therefore, to provide the availability of such high
quality teachers, it is crucial that the nation reevaluates the teacher preparation program
across the country to ensure the maximum standards to guarantee the high quality teacher
training is met to safeguard student success in the information age. Teachers must use
6

active learning to engage students with learning activities where they eventually become
independent learners. Teachers must give close attention to different learning styles, and
multiple intelligence theory in classroom to meet the needs of the different learning style
of each student. Interdisciplinary instruction is another crucial component, which should
be employed within the teaching and learning frame of reference in the 21st century to
give students fair chance to explore and expand the critical thinking skills to develop
necessary problem solving abilities to promote their living standards and enhance the
quality of the natural environment (Education Today, Website, 2005). Below explores
new paradigm for teachers in the 21st century.
Explicit and innovative approaches
N
E
W

T
E
A
C
H
E
R
S

S
M
A
R
T

I
N
21ST
C
E
N
T
U
R
Y

C
L
A
S
S
R
O
O
M
S

P
A
R
A
D
I
G
M

Enriching sense of scholarly inquiry
Sense of purpose
Cognitive analysis
Conception of contents
Procedural outcomes

N
E
W

Active/cooperative learning

I
N
I
T
I
A
T
I
V
E
S

Multiple intelligence

Expansion of
human minds
and scientific
discoveries to
promote
peace and
prosperity
around the
world

Learning styles

Critical thinking

Figure 3- indicates new initiatives and paradigm of teaching in 21st century
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The academic and scientific discoveries in the last three decades have revealed
that the use of educational technology applications have enhanced all the content areas of
the curriculum, and provided students with a better opportunity to enrich their view of the
world (Bussey et al, 2000). Therefore, the teachers who are technologically not savvy
enough and still active in classrooms need to adopt a perception that education
technology is an essential innovation and must be perceived as a necessity and infused
into educational disciplines to create the technological experiments that would challenge
students across the curriculum to work together and share their learning experience from
a distance (NSF, Website, 2005).
Teachers in the 21st century have a little or no choice but to advance their
technological skills not only to be able to improve the teaching and learning process but
also to motivate student interest and to create a creative dialogue of thoughts and
experience (Walls, 2005). In the 21st century, the educational setting in its entirety will
form a different paradigm. In the new century, the principle substance would be to
critically compile new knowledge to make a new meaning for concept comprehension.
Eo ipso, teachers must utilize technology to facilitate such progress, so that students can
decipher and disseminate new information thereby creating a meaningful circulation of
knowledge that enriches the new learning experience. Teachers must realize that
technology will continue to attribute the quality instruction that engages students with
minds-on activities, where they enjoy learning, because they discern how and why they
have to assert the ideal understandings with regard to the issues concerning the world
they live in. Therefore, teachers’ expertise should be based on the skills that create an
environment conducive to encouraging students to view the planet and all its living souls
as a community of conjoined systems that motivate them to deeply contemplate ethical
values for the 21st century, where preserving human dignity and the salvation of humanity
is at the core of their academic and scientific achievements. Teachers, using their genuine
pedagogical and andragogical efforts should guide students through a dialogue where
human integrity and healthy environment are in a symmetric channel to preserve peace
and promote prosperity across the globe (Panah, 1999).
Conclusion
Technological improvement requires educators to rethink and reevaluate their
perception about their knowledge base and expertise in order to deliver better educational
services. This has brought upon teachers and prospective teachers greater expectation to
adapt to the changes that are introduced with the new educational and technological
challenges in the 21st century. To improve educational instruction, the quality of teachers
and prospective teachers must be improved by improving the teacher preparation
programs across the nation. Universities and other teacher institutes should combine their
efforts to prepare quality and technologically savvy teachers (Lee, 1999).
The whole purpose of the educational technology has been to promote students
social and economic status. Such a promotion has required incorporating advanced
technology into classrooms where network connectivity is utilized to assist educators to
responsibly exercise pedagogical and andragogical approaches to deliver educational
technology to help students and strengthen their minds, bodies, and spirits (NSF,
Website, 2005).
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Educational improvement in the 21st century is a continuous phenomenon, and is
only feasible when technology is taught across the curriculum with all subject matters to
provide the ability students need to function successfully in this technologically advanced
world.
As the world looks back at the technological advancement during the last century
and glances at the dark side of technology, it realizes that the only remedy to the human
suffering is a peaceful trend of using technology, and the trend should be influenced by
modernity and faith in humanity and its principles to create a more prosperous natural
living environment. There is no other purpose for teachers but continue to grow new
knowledge, skills, and develop new flexibility to elevate students’ academic performance
and help them to grow healthy with a strong foundation of self-esteem, self-reliance, and
self-efficiency. Students must be taught that the purpose of using technology is to better
human life and not vice versa.
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DEVELOPING SYMPATHIES FOR A PEDAGOGY OF UNITY:
TEACHING CHARACTER THROUGH DRAMA EDUCATION (1765- 2005)
Schools in the United States have begun implementing character
education curriculum.

In Wake County, North Carolina schools incorporate

character education into the curriculum and other activities, “emphasizing eight
character traits: responsibility, respect, good judgment, perseverance, integrity,
courage, kindness, and self-discipline” (Wake County 1). One way that the
teachers of Wake County teach character education is by using drama: as role
play, improvisation, and play creation.
Drama was used to teach moral education (character education) in the
eighteenth and early nineteenth century in Europe and America. This was called
the Théâtre d’Éducation.
The Théâtre d’Éducation describes a pedagogical movement in Europe
and North America during the years 1750-1830 where playwrights, artists, and
innovators used theatre and drama to educate and entertain youth and it is
considered a significant moment in “pedagogical theory, not only to rediscover
but to re-define childhood” (Davis 7). This movement “can be usefully
considered” as a “large and coherent body of plays for children written in Europe
and later in America between 1750 and 1830” (Levy, YTJ 59). Levy explains:
The plays were written in several languages, in different styles by
playwrights of differing talent and theatrical experience, and consequently
differ widely from one another in subject matter, sensibility, and technique.
Still, I think because they share a common purpose—to teach, in
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ascending order of complexity: good behavior, virtuous conduct, and the
development of a conscience (Levy, YTJ 59)
The origin of Theatre of Education:
Is the title of four volumes of plays written by Stéphanie Félicité Ducrest,
Comtesse de Genlis, and published between 1779 and 1780. It would be
hard to overestimate the international influence of Le Théâtre d’Éducation.
In England alone, “[The works of Mme. De Genlis] were welcomed with an
enthusiasm which almost eclipsed the reception given to Voltaire and
Rousseau” and when performed by French émigrés in London Mme. de
Genlis’ plays became (according to Fanny Kemble) “the fashionable
frenzy of the day.”
But the plays of Mme. de Genlis’ Théâtre d’Éducation comprise only a
small body of educational plays written, published, and played throughout
Europe in the last half of the eighteenth century. Two hundred, according
to one conservative estimate, were printed in France alone, many in
Germany, some in England, some in America, and more, fifty-odd years
later, in Italy. Printed along with them was a great number of dramatoid
Conversations and Dialogues. (Levy 59)
The main figures behind the French philosophical-pedagogical movement
inspired by Jean-Jacques Rousseau, which influenced European thought during
the eighteenth and early nineteenth centuries, saw that theatre challenged the
notion of youth, and it became one focal point for the exploration of what it
means to be a child and of childhood:
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For a very special group of writers, heirs to the pedagogic spirit of
Rousseau, the casting of the young in such a guileful, artificial role
constituted a very real obstacle to the process of identifying and
elucidating the peculiar nature of the child. Through their efforts to
create a théâtre d’éducation during the last three decades of the
eighteenth century, they sought, at a very important moment in the
evolution of pedagogical theory, not only to rediscover but also to
redefine childhood. (Davis 7)
Secular Morals
The Théâtre d’Éducation existed at a time of increased philosophical and
intellectual change, coupled with the rise of patriotism, nationalism and national
identity, which brought about an emerging secularization of society. In regards to
education of the time in France, “the fundamental concern of government
throughout the century remained the moralizing character of education, that is, its
socially conservative functions” and “in the state schools religion gave way to
civic instruction with an increasingly pronounced emphasis on patriotism” (Price
329).
This was a marked change where:
Prior to the Revolution, the organization, financing, and direction of
schools remained to a very large degree a function of the church, inspired
by the ideals of the Catholic renewal formulated during the 17th century
Counter-reformation. Everywhere primacy education was thoroughly
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religious in context. The teacher if not a frère was an auxiliary of the priest.
(Price 309)
Through the “bloody civil war and church anarchy” the post-revolutionaries were
“credited with vision:”
Times of wars and political upheavals are always cruel for children. They
suffer terrible hardships. But one must in all justice pay tribute to the
concern of the revolutionaries for the fate of young people, which always
occupied their minds. At a period when so many problems demanded
their attention, they never lost sight of educational questions; they were
constantly concerned with children, not in order to pamper them but to
prepare them for the parts they were to play in the future. (Colòn and
Colòn 390)
Secularization brought changes to traditional marriages leaving the only
requirement that marriages be registered and “marriages in the new republic now
were performed only by municipal officers” for a priest to be present was “neither
essential nor sanctioned by the state” (Colòn and Colòn 390). There were laws
that forbade giving children Christian names and the philosophy of the time
believed that: “the child belongs to the Patrie; the child must be educated
communally; and the child belongs to the mother until five, thereafter, to the State
forever” (Colòn and Colòn 390-391).
The fall of the French monarchy brought a void in public infrastructure
whereby it collapsed. This created “urban orphans of war and revolution, “streetwise” and precociously hardened” and a “new wave of abandoned infants flooded
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Paris” (Colòn and Colòn 392). They were all designated as: children of the
nation” and the state “mandated the moral and physical education of enfants
trouves”—found children (Colòn and Colòn 392).
Paul H. Hirst, Professor of Education, University of Cambridge, notes that
secularization brings about change in social awareness where intellectually,
scientific and non-scientific categories, e.g. aesthetic, mental, moral, and
metaphysical, “progressively replaced” the “supernatural interpretations of
experience” (Hirst 2). Social structures begin to be seen as complex and
pluralistic and it becomes necessary to attain a perspective of social morality that
incorporates a diversity of thought and beliefs. Though pluralism is seen as the
essence of community, this negotiation of “an encompassing unity” versus “an
independent multiplicity” is an issue that modern societies are confronting still
(Power 5). This social and cultural transformation was happening in France in
the late eighteenth century. How did drama play a role in this secular education?
Modern educators promote “a pedagogy that respects value differences
without dissolving into relativism that forms character and virtue without
hardening into absolutism, that assures cohesiveness without encouraging
conformity, and that promotes justice without becoming uncaring” to meet
challenges of pluralistic moral education (Power 13-14). As modern educators
we examine our aims, because “our aims are closely related to our values” yet
often it is the reality that “not all of our values can underpin aims” (Haydon 14).
For this reason modern education resists “indoctrination or (mere) habit-forming
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or training, but should be concerned, above all, with knowledge, understanding,
and rational thought” (Haydon 15).
Prior to the beginning of the nineteenth century this proved to be a
daunting task when the quality of educators was in question and full reforms
would be decades away, for example “the only qualifications required by 1816
law were a certificate of good conduct from the local curé together with a
certificate that its possessor was capable of teaching” (Price 323). The Théatre
d’Éducation’s theorists and artists also addressed indoctrination and sought
innovation in its focus upon knowledge, understanding, rational thought and
intuition. These participants defined and challenged the face of moral authority.
Moral authority is a person or an agent who administers the practice of
moral teaching. The Théâtre d’Éducation was comprised of individuals from
diverse social and cultural experiences. It also featured individuals from the
emerging middle class. The eighteenth century secular reformers realized as
modern researchers are aware that morality is not the “enterprise of isolated
individuals” (Rorty 9). Rorty suggests that morality is the enterprise:
Of a complexly divided community of complexly divided individuals who
nevertheless can, and often should, act independently of one another. If
moral agents are members of a community, practice-oriented morality
might seem to be culturally specific: each culture defining a moral system
and vice versa. But in truth any viable culture is dynamically subdivided,
encompassing radically distinct action-guiding priorities. (Rorty 9-10)
She furthers that morality:
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Is not always addressed to every citizen and even if the capacities for
morality were equally distributed, practice-oriented morality requires active
abilities and habits. Since working moral character is specified and
developed by a wide range of social institutions, the primary audience and
agents of morality are the happy few—whoever they may be—who
(whether they realize it or not) structure the institutions that transform
mere capacities into active abilities, the institutions that form our moral
profiles. (Rorty 10)
For post- revolution France there were challenges to face in establishing a
practice-oriented moral education in a new founded democracy. The artists and
theorists of the Théatre d’Éducation sought to address the education of moral
character and they took mere capacities, and they actively and progressively
supported the foundation of a pluralist society. Drama was one form of
communication that was strategically used to further the transformation of a
society.
For a transformation to a pluralist society to occur “there must be an
adequate range of commonly held ideals, values, and procedures” and “a
pluralist society requires substantial interaction among its diverse groups (at least
at the level of secondary associations), a common political, economic and legal
system, and at least some elements of a distinct and evolving national culture (at
the heart of which there is usually a common language)” (Crittenden 56).
Crittenden concludes that:
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A third condition for pluralism is the general valuing of a certain form of
rationality. Put simply, it requires us to base our beliefs about the world
and human life on reasons that we regard as relevant and sufficient, and
to be willing to change our beliefs in the light of convincing reasons
against them. The importance of this condition for pluralism is its
connection with non-violent persuasion. (Crittenden 56)
In France these conditions were met. The people of France, emerging as a
republic and motivated by the ideals of liberty, equality, and fraternity formed the
parameters of an emerging social and cultural identity. Reasonable thought and
virtuous action were necessary to secure and maintain this society whose identity
was comprised of all of its patriots. The common subjects’ allegiance to a
monarchy was severed through revolution. The result included challenges of
empowerment and a responsibility for the education and the governance of
others within the nation. In the eighteenth-century these challenges were met
with reason, discourse, and the rational. Like patriotism, another emerging
social construct developed and fostered during this period and that was the
concept of benevolence and beneficence, which has at its ultimate purpose the
achievement of social harmony and, by the late 1780’s, beneficence had become
a “social necessity” (Chisick 238). The “enlightened community,”
Believed that they faced a crisis of moral disaggregation, they did not think
it to be insuperable. In patriotism they found a principle of authority, in
humanity and beneficence the main features of an altruist ethic, and in
education the means by which these new values could be inculcated and
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the groundwork laid for a better society. Education, it was hoped, would
play a major role in arresting depopulation, regenerating morality, fostering
national unity and reinforcing social order. (Chisick 238)
The Théâtre d’Éducation describes a broad range of citizens of diverse
personality types and of differing social experiences who used theatre and drama
to teach secular morals, foster national identity, and reinforce the emerging social
order.
Drama as Education Methodology
After the publishing of Rousseau’s Emile in 1762 as part of a literary
awareness, “an educational drama” was developed that was “built around the
dual concept of amusement and instruction, this new form of pedagogical
literature was to represent a theatre not only with children, but for children”
(Davis 2). This “theatre of education” proved to be a formidable venue for
powerful philosophical, political, and economic forces of the time. These plays,
this philosophy, and pedagogy were influential in affecting European thought
during a time of wars and revolutions.
There are a number of characteristics indicative of the naissance of the
Théâtre d’Éducation. The first is the quality or characteristic of the l’enfant
prodigué or the prodigal son. This quality announces the metaphorical “return” of
the child, defined as distinct from an adult. The child is at the heart of the
Théâtre d’Éducation, both as subject of the plays and object of the lessons and
that in effect the Théâtre d’Éducation is “à mi-chemin entre littérature et réalité”
‘mid-way between literature and reality’ (Plagnol-Diéval 9-10).
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Another characteristic of these works is that the omnipresence of the child
can be seen in the titles of the pieces. Providing a double function, the title is at
the same time instructive and inductive and the titles can be categorized as
either moral plays or particular circumstances of the infantine life (Plagnol-Diéval
12).
The age of the characters is an important innovation in the Théâtre
d’Éducation. Primarily a distinction was made between children and adolescents
as the writers saw a need to distinguish between social, physical, and cognitive
developmental changes in youth, especially as addressed in works by Berquin or
de Garnier (Plagnol-Diéval 14).
The role of the family was also an important component of the Théâtre
d’Éducation. The child is rarely alone and the plays present almost exclusively
the traditional nuclear family: father, mother, and children. Usually the
grandparents are not portrayed but domestics are portrayed as well as personal
educators. This is true along the range of social status of the characters
(Plagnol-Diéval 14).
The body of these works presents families where the parents are usually
in a stable relationship. Female authors favor the mother as head of the family
either because the father is dead or away or can not fulfill the role of parent.
With male authors the primary role is of the father who is sometimes widowed
and sometimes remarried. The father characters are often seen as better
educators than the mother characters who are inclined to frivolity and social bias
(Plagnol-Diéval 15).

12
Most of the plays take place within the family. When other characters
outside the family are incorporated they are usually of the relationship of
worker/employer or in a school setting with teacher and pupils. The plays show
the intimate realities of family life, portrayed as a haven of harmony filled with the
direct representations of daily life (Plagnol-Diéval 15).
The Théâtre d’Éducation, in general, sought to transform a child’s
understanding of the world around them by developing pedagogy of unity. This
transformation initiates in the experience of the moral dilemma in a
representational encounter by the characters within the plays. The reader is
positioned in the role of sympathetic observer who identifies through feeling, the
experience, as played creatively in the imagination. The moral dilemma is
significant in that the character and the reader are at the moment of choice.
Unity of emotion and unity of family are threatened with instability. And with the
threat comes the potential loss of any opportunity for happiness. The reading,
listening, or viewing audience, experience a dilemma of non stability, a time of
choice, evoked from within the play structure. The choice will be laid out and fear
and pity play a role in that choosing. The unfolding sequence of these plays
reinforce that children, when presented with a choice to make a sound and moral
decision, are confronted with uncertainty. They choose based upon what they
have been taught, and how to act in a proper, truthful, and fair way. In acting
with virtue, the choices are confirmed in a benevolent encounter and those who
chose virtue are empowered through justice and fairness and they are rewarded
with happiness and a sense of unity. This is a symbolic return to family, manifest
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through self-initiative, and transformed in the process of choosing; with a reward
of a unified identity as family.
These plays’ inherent ideological structure in re-defining, transforming
childhood is comprised of common symbolic occurrences within the plays’
structures and plots that create and present a symbolic journey; a symbolic
experience. That journey symbolically and safely guided the experience of the
transformed child. This transformation required virtuous actions on the part of
the characters and they were rewarded with happiness. This play structure is
seen as a model of moral example for the child that goes through moral
transformation. These philosophers as playwrights believed that “moral example
could be used to influence and modify the child’s behavior” and that the “child
had no choice but to conform; that in other words, his moral transformation was
inevitable” (Davis 44). The “principle of inevitability” led to the belief by
Rousseau and playwrights Moissy and Garnier that “these contrived
representations can serve as educational tools; and that transformed into
concrete examples; they are capable of reforming the child” (Davis 47). Similar
to researcher Plagnol-Diéval, Davis foregrounds examples of these contrived
representations and experiences as: the “self-active” correction that leads to
moral transformation; idealizing the lower orders; child as victim; poverty;
benevolence; the family restored. These constructed representations provided a
contextual “blueprint” for the parameters of a community and a process of
experience within that community for the child. This reality of loss versus gain
provided the impetus for the “self-active” correction where the child “establishes a
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bond between the individual and his conscience” and leads to a moral
transformation (Davis 52). The moral dilemma of being-in-family versus notbeing is a crisis of assimilation where the individual is at a threshold of transition,
presented as choice, with a result of the possibility of transformation to happiness.
Each of these innovators, playwrights, and performers at one time or another
exhibited moral authority. These “administers” of the practice of moral teaching
worked within a frame of a conception of moral values and what it means to
participate within a group; within a community. Centered with the child as the
subject, the contextual content defined parameters and provided structure for the
child, and the analysis and discourse about the experience of these began a
teaching-learning process.
Maria Edgeworth
Maria Edgeworth was the second child born to Maria Elers and Richard
Lovell Edgeworth in Blackbourton, near Oxfordshire, England on January 1, 1767.
In the year 1782 after schooling in London, she moved to her fathers’ estate in
Edgeworthstown, Ireland where she became manager of the family property.
Maria Edgeworth became a writer, an educator, an artist, a theorist, and has
been categorized as of the Romantic period. She influenced a society and its
notable thinkers, including Jane Austin who personally sent Edgeworth “a copy of
Emma” (Butler 1) and Sir Walter Scott, who read her books “oftener than any
other books in the world, except the Bible” (Butler 2).
Richard Lovell Edgeworth, Maria’s father, was so influenced by
Rousseau’s thoughts on education that during his first marriage, he conducted an
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experiment to raise his eldest son according to Rousseau’s philosophy even to
the point of eventually sending his son to study in France in Lyon.
Jean Jacques Rousseau’s influence was significant throughout Europe
and the Edgeworths were no exception. His philosophy of education embraced
three major premises: the open expression of the natural inclinations, to learn
from direct experience, and that ones action has personal consequences.
Yet, Richard Edgeworth’s interest in Rousseau’s ideas waned because of
impracticalities within Rousseau’s process and he came to the conclusion that
“he did not want to waste time on a system which seemed to have little practical
relevance, if indeed workable at all” (Butler 60). Edgeworth continued analyzing
the subject of teaching children and through collaboration with his wife Honora
and Maria, the Edgeworths began putting together their own philosophy of
education where:
Their idea was not to devise another ‘system’ of education, or to discuss
the merits of existing systems, to adjudicate between the school of Locke
and the school of Rousseau. As scientists they felt that the need was to
establish facts, through trying out on real children, lesson by lesson, what
could be learnt and what could not. Honora set to work compiling a
register of children’s reaction to new knowledge and experience; not only
was she responsible for the data but for the original principle, Edgeworth
claimed afterwards, ‘that the art of education should be considered as an
experimental science.’ (Butler 64-65)
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Rousseau’s philosophy was limited in that it was seen by the Edgeworths
as essentially “a mechanism of enforcing obedience to the supervisor, and
determine to acknowledge to the pupil that what is required is obedience to their
will, from which no appeal to ‘nature’ or universal practice is valid” (Jones 119).
The Edgeworths placed the focus upon the family instead of the
relationship of the student and supervisor. The Edgeworths’ “mechanism for
enforcing obedience, sympathy and affection places a great strain on family
feelings and isolates the nuclear family as a forcing ground for intellect and
virtue” (Jones 119). The happiness of which the Edgeworths’ system is directed
towards is different than “happiness as defined by society” and that this
happiness is not connected with wider social goals” (Jones 119). It is happiness
that is the result of fostering domestic virtues and the “amassing of useful
knowledge” (Jones 119). The Edgeworths are described as secular rationalists
who were criticized for neglecting religion and who sought to:
Erect a system, which will produce happiness in the present state of
society, their ideas of happiness centre on home life and the satisfactions
of learning. More than any other educational system of the century,
except perhaps Robert Owen’s, they regard the child as a tabula rasa,
with no innate principles which can be appealed to as a ground of
morality. Children’s characters are to be formed, and the method for
forming them is association. The one assumption carried over from
eighteenth-century sentimental doctrines is the human need for sympathy
and affectation, which can be made the motive power of teaching. Let the
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child associate pleasure with obedience, and affection with achievement.
(Jones 116)
The Edgeworths’ philosophy advocated that:
Passions should not be cultivated in those whom they would
educate for a practicable happiness in a world which gives scant
encouragement to enthusiastic idealism. The qualities they would
cultivate are diligence, patience, prudence, and economy, and they use
the phrase ‘men of genius’ ironically to signify those who trust to intuitive
and innate propensities rather than to steady perseverance. (Jones 117)
Richard L. Edgeworth decided that it was best for the family to be homeschooled “without the intervention of any tutor or governess” (Butler 98). The
Edgeworth’s methods of educating are documented in Practical Education (1798)
and Butler describes a typical day in the Edgeworth home:
After breakfast, for example, and in the evening—the family gathered
around the library table. The children were offered books to read (adult
books, necessarily) on any desired subject—history, biography, travels,
literature, or science. Short passages which were considered to be within
a particular child’s comprehension had already been marked for him.
When the child had read the passage, the adult teaching him would go
carefully over the sense of it, word by word and idea by idea. Often the
child was encouraged to read aloud, and then he was never suffered to
read on (whatever his literary demands of rhythm and structure) unless his
teacher was satisfied that he had mastered the meaning. The atmosphere
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at these sessions was pleasant, and the child was encouraged to ask
questions. (Butler 98-99)
Maria Edgeworth followed in the footsteps of her father by expressing a
liberal attitude regarding the philosophy and manner of education. Richard L.
Edgeworth, in the preface to Moral Tales (1893), describes their challenge of
writing for children, relating that:
More difficult is it to construct stories suited to the early years of youth,
and, at the same time, conformable to the complicate relations of modern
society — fictions, that shall display examples of virtue, without initiating
the young reader into the ways of vice—narratives, written in a style level
to his capacity, without tedious detail, or vulgar idiom!” (Edgeworth MT iii)
Maria Edgeworth, inspired by the progressive rationalist thought, takes a
view of optimism about childhood, and of children as innocent beings who need
to be educated and prepared for the world. She promotes sympathy and the
sensibilities.
Sensibility aids the “new child” in progressing toward a “reinstatement of
feeling” (Hendrick 38). This reinstatement of feeling is synonymous with the
experience of the L’Enfant prodigué; an aspect of the experience of (re)unity. The
concepts of sensibility and sympathy became powerful symbols. These concepts
were thematic of a social movement and of a social transformation. The
Romantic child is a construction of a particular childhood and it was used “as a
literary, social, and educational theme in order to combat much of the century’s
materialism and rationalism” (Hendrick 38).
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Maria Edgeworth “prescribes the cultivation of the understanding and
judgment through education as a means to happiness; emphasizes the early
development of industry, attention, the love of knowledge, and the power of
reasoning as preparation for any pursuit” (Harden 14). It is noted that women
Romantic children’s writers of this period,
Focus on multiple states of social and ethical becoming rather than on
unitary states of being. Their stories stage interactions among members
of a family or other small communities in which children learn the life
lessons that help them to function as self-regulated adults. Jean Piaget
has argued that what has often been praised by Romantics as a childlike
sense of wonder has more to do with an authoritarian social structure than
with the intuitions of the child’s nature. It is the habit of cooperating and
negotiating among equals that makes one who is a child chronologically
an adult psychologically. In such an egalitarian spirit, the largely
progressive children’s writers—Barbauld, Edgeworth, Wollstonecraft,
Hofland—model such self-legislating behavior for children. Their world
thus features the interassimilation of adulthood and childhood. (Plotz xv)
Happiness was at the heart of the Théâtre d’Éducation’s desire for
children to be children. Happiness is a commodity than can be lost. The virtues
and virtuous acts serve as a symbolic guide toward problem solving. The tension
underlying the “choice of good or not” brings out a sense of the heroic. Mitzi
Myers has written a number of articles on the writings of Maria Edgeworth, and
she finds that these tales of heroism give child readers “confidence in themselves
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and in their abilities to solve problems and to achieve a more satisfying material,
intellectual, and emotional life” (Orphans 128).
Edgeworth’s plays are excellently crafted educational tools. Maria
Edgeworth’s influence is seen in her popular works of the day. She agreed, in
the Parents Assistant (1796), that children should be taught by “showing them
what they really are” (1796 x).
An Education that is Practical
In the late eighteenth century the life expectancy in Dublin was eighteen
and one half years old (Colòn and Colòn 370). The industrial age ushered in a
period of the exploitation of children for factory and domestic work and as
unskilled labor. In the late eighteenth century, it was not uncommon that:
Agents were sent to round up groups of children and take them, by barge
or wagon, to holding areas where, like livestock, they were held until
factory owners arrived to select the number of them needed at worksites.
Charity and parish-house officials, eager to reduce the number of mental
incompetents in their care, forced factory owners to accept one imbecile
for every twenty children selected. There was no follow-up on these
retarded children and most mysteriously disappeared. (Colòn and Colòn
369)
The factory conditions took their toll:
The children who were apprenticed out to the mill owners were fed on the
coarsest kind of food and in the most disgusting way. They slept in turns,
in relays, in beds that were never aired, for one set of children were turned
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into the beds as soon as another set had been driven out to their long and
filthy toil. Some tried to run away and after that they were worked with
chains around their ankles; many died and little graves were unmarked in
a desolate spot lest the number of the dead attract too much attention.
(Colòn and Colòn 369)
In 1741, in Dublin, eighty-eight percent of deaths were children (Colòn and Colòn
369).
Joseph Lancaster’s plan for education in 1804 Ireland noted that the
“instructions a child receives at school in reading, writing, and arithmetic does not
alone contribute to his future life” and he furthers:
For a nation to be virtuous, the public spirit must be engaged in the cause
of virtue in every rank and class of men, and above all among the rising
generation. In the education of youth, it is the mind which is the proper
object of action: by forming that to virtue and usefulness, the true end is
obtained. Education, as a science, must therefore consist in knowing how
and when to make right impressions on the mind. (Gallagher, Ireland 45)
In Ireland in 1812, of the less than 5000 schools that existed,
The accommodation was commonly of the most inadequate description.
Mud-floored cabins, sometimes without chimneys or even widows, formed
the schools. Stones or sod were used for seats. Often there were no
desks but the pupil’s knees. The sole subject of the teachers, who were
sometimes nearly paupers, was to instruct in Reading, Writing, and
Arithmetic. Cleanliness of person, decency of language, and regularity of
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conduct were totally neglected. The books used were sometimes of the
most pernicious tendency. There was no Method, and no Order. The
little that was learned was acquired at the expense of an extraordinary
sacrifice of time. The universal lack of discipline bore everywhere the
worst possible fruits. (Moore 16)
Practical considerations challenged education in the late eighteenth and
early nineteenth centuries. The Edgeworths attempted to meet these challenges
with experimental approaches to educational theory. Maria Edgeworth states
that:
Surely, it would be doing good service to bring into a popular form all that
metaphysicians have discovered which can be applied to practice in
education. This was early and long my father's object. The art of teaching
to invent - I dare not say, but of awakening and assisting the inventive
power by daily exercise and excitement, and by the application of
philosophic principles to trivial occurrences - he believed might be pursued
with infinite advantage to the rising generation. (Hare Society 5)
The Edgeworths began documenting and observing conversations
between children and their elders and began to study patterns of reasoning and
thinking among children. Maria Edgeworth explains:
We have chosen the title of Practical Education, to point out that we rely
entirely upon practice and experience. To make any progress in the art of
education, it must be patiently reduced to an experimental science; we are
fully sensible of the extent and difficulty of this undertaking, and we have
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not the arrogance to imagine, that we have made any considerable
progress in a work, which the labours of many generations may,
perhaps, be insufficient to complete; but we lay before the public the result
of our experiments, and in many instances the experiments themselves.
(Manly 5)
Practical Education was the result of a “collaboration of the whole
Edgeworth family” and stood in contrast to “classical with its emphasis on the
memorization of arbitrarily chosen facts. The Edgeworths would eschew the
prescriptive, and through sympathy and encouragement, they would stress the
utilitarian and experimental” (Lazarus and Edgeworth 4).
This text was very popular in Europe and America. The work of the
Edgeworths “embodied the basis for modern education, and made Maria and her
father famous in their day” (Lazarus and Edgeworth 4). The Edgeworths were
criticized in England for their insistence on avoiding political and religious
subjects in their method but the Edgeworths offered that, “on religion and politics
we have been silent, because we have no ambition to gain partizens, or to make
proselytes, and because we do not address ourselves exclusively to any sect or
to any party” (Manly 6).
The stories, plays, and anecdotes devised in the Edgeworth’s educative
works are contextual example of their philosophy:
We have selected such anecdotes as may in some measure illustrate the
principles that we have endeavored to establish; we hope that from these
trifling, but genuine conversations of children and parents, the reader will
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distinctly perceive the difference between practical and theoretic
education. (Manly 409)
On Sympathy and Sensibility
Sympathy means “harmony of or agreement in feeling, as between
persons or on the part of one person with respect to another” (Webster 1926).
Sensibility is the “capacity for intellectual and aesthetic distinctions, feeling, and
tastes” (Webster 1745). Sensible is a synonym of practical. If one is practical
one is: “Conscious, understanding, observant, perceptible, discernable,
sagacious, rational, and reasonable” (Webster 1745).
The Edgeworths begin this chapter indicating that the expression of
sympathy and sensibility in children is “peculiarly pleasing” because of their
natural “language of nature” the children “anticipate the future virtues which early
sensibility seems certainly to promise; the future happiness which these virtues
will diffuse” (Edgeworths, PE 2: 5).
The Edgeworths saw the effects from the influence of sympathy from
many perspectives, they:
Immediately perceive its necessary connexion with compassion,
friendship, and benevolence; but the subject becomes more intricate when
we are to analyse our sense of propriety and justice; of merit and demerit’
of gratitude and resentment; self-complacency or remorse; ambition and
shame. (Edgeworths, PE 2: 2)
They surmise that a person without sympathy would “be incapable of all
intercourse with society” and yet a person “being endowed with the most
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exquisite sympathy” would be “equally incapable” and “far more dangerous to
society,” “without the assistance and education of reason” (Edgeworths, PE 2: 2).
A person influenced by sympathy alone would be influenced by the good
and bad and “the more lively his sympathy with these painful feelings, the greater
must be his misery” (Edgeworth, PE 2: 3). Without the “direction of reason” one
would “become a nuisance to the world” and no matter what ones “virtuous
sympathies might be, must act either like a madman or a fool. On sympathy we
cannot depend either for the correctness of a man’s moral sentiments, or for the
steadiness of his moral conduct” because experience “does not teach us, that
sensibility and virtue have any certain connexion to each other” (Edgeworths, PE
2: 3-4). There must be a balance between sympathy and reason.
The Edgeworths noticed how adults relate to children and how this
affected the children’s behavior. At a young age they attract a large portion of
the adults daily attention, yet “the season of universal smiles and courtesy” soon
changes and they soon “speak without exciting any astonishment,” “suffered to
talk unheard,” and they “are checked for unbecoming presumption” and it is
found that “children feel this change in public opinion and manners most
severely” (Edgeworths, PE 2: 8-9). This “unmerited loss” of sympathy has its
negative effects: “they become shy and silent, and reserved, if not sullen; they
will withdraw from capricious society, and they endeavour to console themselves
with other pleasures” (Edgeworths, PE 2: 9). They become “discontented with
their own little occupations,” timid and indolent children are “dispirited and bereft
of all energy,” and others feel “anger and indignation,” and they rarely “seek for
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new companions” and “immediately all the business of education is at a stand”
(Edgeworths, PE 2: 9-10). The Edgeworths realized that because of this
sympathy now “becomes the declared enemy of all constituted authority” versus
sympathy being “our first, best friend, in education, and by judicious management,
might long continue our faithful ally” (Edgeworths, PE 2: 10).
The Edgeworths felt that it was better to economize our sympathy and to
suffer the young “a little ennui at that age when they can have but few
independent or useful occupations” (Edgeworths, PE 2: 11). Children should not
be allowed to interrupt the daily occupations. Adults should carry on, making
time to praise and assist whenever children ask “sensible questions, make just
observations, or show a disposition to acquire knowledge” (Edgeworths, PE 2:
11). The pleasures of sympathy are secured by “useful and agreeable” qualities,
and by doing so will increase the sense of esteem, and “this connexion should
me made as soon, and kept as sacred in the mind, as possible” (Edgeworths, PE
2: 11). The Edgeworths thought it necessary for young children to avoid
situations where “their appetites and passions should be in direct competition” for
they saw that two hungry children “do not sympathize with each other”
(Edgeworths, PE 2: 14). Children when they begin to reason discover how “far
their interests are anywise incompatible with the interests of their companions”
and:
If experience convinces them that they must lose in proportion as their
companions gain, either in fame, or in favour, they will necessarily dislike
them as rivals; their hatred will be as vehement, as their love and affection
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is ardent. Thus children, who have the most lively sympathy are, unless
they be judiciously educated, the most in danger of feeling early the
malevolent passions of jealousy and envy. It is inhumane. (Edgeworths,
PE 2: 15-16)
The Edgeworths realized that a “perfect equality amongst their pupils” is
untenable because the “truth can not be concealed” and that pupils should not be
“put in contrast to one another” for the best method is that “our comparison
should rather be made between what the pupil has been, and what he is, than
between what he is and what anybody else is not” (Edgeworths, PE 2: 16-17).
The Edgeworths supported the emulation of “their former selves, instead of
envious of their competitors” (Edgeworths, PE 2: 17).
The Edgeworths did not expect premature virtues and an example is given
concerning the lack of humanity that children often treat animals, whereby we
often do not find “the natural sensations of compassion, as preservatives against
cruelty” and they note that these “instinctive feelings are strong amongst
uneducated people” causing to excite emotion (Edgeworths, PE 2: 27). Virtues
are cultivated by “fixed habits of benevolence” (Edgeworths, PE 2: 27). The
Edgeworths thought parents and teachers are responsible for teaching how to
confine and institute benevolence as a commodity and that each should be
aware of how we “prejudice our pupils by foolish exclamations,” and if they “catch
our absurd antipathies” (Edgeworths, PE 2: 28).
Gratitude from the pupils is an expected reward in developing the
sympathy and affecting the sensibilities. The parent can be perceived as “the
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immediate cause of some evil” to children because “the remote good is not in
their view” (Edgeworths, PE 2: 37). The establishment of trust is important
because “during the process of education a child can not perceive its ultimate
end” and “belief upon trust is very different from that which arises from
experience; and no one, who understands the human heart, will expect
incompatible feelings; in the mind of a child the feeling of present pain is
incompatible with gratitude” (Edgeworths, PE 2: 36-37).
Children that are not sentimentally educated “frequently disgust people of
impatient feelings, by their apparent indifference to things which are expected to
touch their sensibility. Let us be content with nature, or rather let us never
exchange simplicity for affectation” (Edgeworths, PE 2: 38). This is a theme in
Maria Edgeworth’s play The Dame School Holiday.
The Edgeworths thought that it was imprudent to question children about
their feelings frequently, but “whenever they express any decided preference, we
should lead, not to drive, them to reflect upon the reasons for their affection”
(Edgeworths, PE 2: 40). Children should be taught in degrees to generalize their
ideas. Kindness and the need to reciprocate is seen by the Edgeworths as a
“sense of mutual dependence” and as “one of the first principles of our social
intercourse” (Edgeworths, PE 2: 41). The Edgeworths realized the difficulty of
negotiating the “medium between the indulging and the repressing the sensibility”
and this requires “much skill and delicacy” (Edgeworths, PE 2: 46). They go on
to offer advice:
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At the same time, though we take this precaution, we should consider that
children are not early sensible, that affectation is either ridiculous or
disgusting; they are not conscious of doing anything wrong by repeating
what they have once perceived to be agreeable in their own, or in the
manners of others. They frequently imitate, without any idea that imitation
is displeasing; as Lock observes, they only mistake the means of pleasing:
we should rectify this mistake without treating it as a crime. (Edgeworths,
PE 2: 46-47)
The experience of sensibility and sympathy “when they have proper
objects and full employment, do not look for applause; they are sufficiently happy
in their own enjoyments” (Edgeworths, PE 2: 48). They also indicate that
sympathy is “immediately connected” with “all the imitative arts” and sufficient
occupation for sympathy may be found by cultivating the talents of young people”
(Edgeworths, PE 2: 48).
Drama Education as Transformative Learning
Mezirow’s theoretical framework developed initially as an explanation of
the cognitive experiences of adult learners. Later investigations have led other
theorists to explore the role of the emotions and the physical body in
transformative learning. They have also focused upon the relationship of the
individual and the group and the constructs of social contexts (Taylor 54). C. J.
Gallagher (1997) conducted drama-in-education research with K-12 educators
where “her experiential approach to transformative learning revealed a
developmental process of change, an emphasis on professional rather than
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personal growth, and specific episodic events that were significant to the
participants change in understanding” (Taylor 57). She also identified eight
changes that contributed to understanding: accommodating a range of learning
styles; the group; motivation; aesthetics; change in understanding as a
developmental process occurring over time; an understanding of different
perspectives through the use of drama-in-education framing device; critical
reflection on and in action; and affective learning: emotional involvement (Taylor
58). Taylor indicates that:
Drama-in-education seems to provide a context for individuals and groups
to explore issues through a different medium, and it capitalizes on an
array of individual and group styles of learning, beyond the narrow
confines of rational discourse. Further more, it broadens the potential of
transformative learning’s application to other disciplines and groups,
recognizing the variety of ways of promoting change in perspective.
(Taylor 59)
Using theatre to educate is transformative learning in that it allows learners the
opportunity to construe, validate, and reformulate experiential meaning. Clar
Doyle, critical pedogogist, finds drama to be a powerful educational tool, and “a
scalpel to society” and Doyle furthers:
[It is] because drama has the use of the word, sound, and image it can
navigate social terrains with a certain amount of ease. Drama, with these
words, sounds, and images can point, gesture, complain, and promise.
Drama can let the right hand know what the left hand is doing. It can cut
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away at our rituals and institutions and expose memories and promise.
(Doyle 11)
Drama induces far-reaching change in the learner, especially learning
experiences which shape the learner and produce a significant impact, or
paradigm shift, which affects the learner’s subsequent experience. The primary
aim of “process-concept structure” is to foster each child’s self-development and
learning and “the value of drama lies in its unique power to stir the human
emotions through its sensory qualities—content formed in action. The greatest
single value of drama in education is that each child can experience this unique
power” (Siks 1977, 11) and the “workshop experience reveals the children’s
efforts and desires to organize and master their visible and invisible worlds
through drama. It shows how children explain perceived feelings and
preconceptions of law and morality to themselves” (Siks 1977, 32).
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Abstract
CHILDHOOD AESTHETIC VISUAL ENVIRONMENTAL
EXPERIENCES AND SUBJECTIVE WELL-BEING
By
Sherrill Baldwin Halbe

The purpose of this study is to add to the body of knowledge in environmental
design as it relates to human behavior and development. Qualitative research
examined and compared childhood aesthetic visual environmental experiences,
value of aesthetic experiences, subjective well-being, and childhood quality of life
relationships. Attitude scale, interview, and content analysis results found that all
participants valued aesthetic experiences and 9 out of 11 case studies revealed
positive relationships between childhood aesthetic experiences and well-being. A
majority of participants with high and middle-high levels of childhood aesthetic
experiences had high and middle-high levels of adult subjective well-being and
highly valued their aesthetic experiences. Many indicated well-being regardless
of childhood quality of life challenges. Participants who ranked high and middlehigh in childhood aesthetics (64%) reported that their experiences helped
establish well-being. Five participants (46%) indicated positive aesthetic
influences in achieving well-being regardless of challenging childhood life quality
factors and 72% of the participants offered positive and insightful anecdotal
childhood well-being experiences. Emerging ideas and impressions revealed

useful environmental characteristics and significant relationships among aesthetic,
holistic, outdoor, and special places. This study supports the humanistic need for
environmental aesthetic exposure and values and corroborates with theorists that
appropriate and accommodating aesthetic holistic environmental experiences are
integral to functionalism by providing important and valuable attributes.
Implications of positive aesthetic environmental experiences of effect, need
fulfillment, value, and place are that experiences can contribute to well-being,
aesthetic appreciation, and, ultimately, preservation and creation of aesthetic
environments that are sensitive to human development. Suggestions for
advocacy, implementation, and further research of aesthetic environmental design
are offered.
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Getting Down to Educational Business: characteristics of interaction in
asynchronous environments
As the role of educators continues to change and on-line communication tools become
embedded within mainstream educational practice, it becomes increasingly important that
those engaged with educational delivery are conversant with the environments within
which they operate. Teacher training has long included explorations of various models of
delivery: the formal lesson, the skills lesson, the lecture, the discussion group, the
seminar (Curzon 1990, Jarvis 1998) and detailed examinations of interpersonal and group
relations within these settings. In spite of an increased interest in asynchronous
discussion environments (for a range of approaches see: Henri 1989; Belcher 1999; Light
and Light 1999; Hamond 2000; Light et al 2000; Mattunen and Laurinen 2000; King
2001; Bauer 2002; Bozik and Tracey 2002; Jelfs and Colbuourn 2002; Hakkarainen and
Palonon 2003; Hron and Friedrich 2003; Contreras Castillo et al 2004), to date little has
been done to explore in a meaningful way the nature of group interactions within on-line
asynchronous discussions, and it’s implications for teacher training in ‘virtual group’
dynamics.

This paper aims to plug this gap by providing a detailed qualitative

examination of topic development (i.e. the things that people talk about) within face to
face and asynchronous discussion environments. The paper is based on a 2 year research
project with post graduate students studying in a blended environment in the Faculty of
Medical and Human Sciences at the University of Manchester UK.
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A Teaching Case
Owen P. Hall, Jr.,
Charles J. McPeak
Pepperdine University
Graziadio School of Business & Management
Malibu, CA 90230
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Abstract
Plan C Productions, an independent film producer, is faced with a decision on whether or not to
produce a new science fiction movie. Overall box office revenues in the USA have been flat over
the past several years while the cost of filming has continued to increase. Furthermore, several
recent science fiction films have “bombed” at the box office. The primary objective of this
teaching case is to introduction the student to the economics of the film industry and how Monte
Carlo analysis can be used to assess the economic viability of new production projects.
Case Overview
Sam MacDudley, vice president of finance,
at Plan C Productions (PCP) is in the process
of reviewing revenue and cost estimates for
the proposed remake of the 1950’s science
fiction thriller “The Blob.” MacDudley is
well aware that several recent science fiction
films produced by PCP have bombed at the
box office. Furthermore, paid admissions
throughout the industry have been nearly flat
over the past 10 years as highlighted in
Figure 1. The only thing keeping the industry
going, mused MacDudley, were increased
ticket prices which according to a recent
industry report are estimated to reach $10 by
2007. MacDudley has called a meeting of the
production staff to better understand the
nuances of revenue and production costs. The
go-ahead for the last two PCP films was
based on a gross revenue estimate of $20
million per week and a production cost
estimate of $10 million per week.

Figure 1 – Box Office Revenues and Admissions

PCP’s chief forecaster, Marjorie Young, reported that the revenue estimate of $20 million per
week was not constant but actually declined 10% per week over subsequent weeks. Furthermore,
she stated that the actual run time in the theater could vary and that seven weeks was only an
average. MacDudley ask her to characterize the nature of the time in theater variance and she
responded that the variability could best be described by a normal distribution with a mean of
seven and a standard deviation of one. MacDudley then turned to the cost issues. PCP’s
accounting manager, Rick Randall, reported that the $10 million per month and six months to
film were only estimates and that both can vary significantly. MacDudley asked by how much.
Randal stated that the cost per month was normally distributed with a standard deviation of two
months and the time to film was Poisson distributed with a mean of six months. MacDudley
stated that PCP’s board had recently approved the following criteria for future film projects: 1)
The expected value of net revenue for the film project should be positive; 2) There should be no
more than a 10% chance that the project will lose money and 3) The simple payback period
should be no more than four months. MacDudley then asked why a film project could be a loser
if the net revenue on an expected value basis using the aforementioned averages was $80 million.
Randal indicated that net revenue could also vary considerably. MacDudley then asked what was
the standard deviation of net revenue. Young indicated that this was unknown but could be
estimated using statistical sampling. MacDudley asked how. Young said by using Monte Carlo
analysis. MacDudley then directed Young to prepare an analysis of the proposed new film
project based on the board’s new decision criteria and to report back within one week.
"It's films like 'Sideways' and 'Super Size Me' that make folks realize that low-budget films
are attractive because you can spend less to reach profitability,"
---Gitesh Pandya, low-budget filmmaker, 2005.
Case Objectives
The case learning objectives are fivefold:
1. To appreciate the uncertainties in film economics
2. To learn how to engage in decision making with incomplete information
3. To understand the basis behind Monte Carlo analysis
4. To find out how to sample from several different types of probability distributions
5. To discover how to verify the results
Case Assignments
1. Identify the specific input variables and associated distributions
2. Formulate a Monte Carlo model for estimating net revenue using Excel.
3. Establish a process for sampling each of the given distributions.
4. Compute an average net revenue and standard deviation based on a sample size of 30.
5. Compare the computed averages with each of the expected variable values.
6. Apply the given decision criteria using the simulated results and make a
recommendation.
7. Determine the effect on the production decision if the average cost to film per month is
increased to $12 million per month (sensitivity analysis).

Case Supplemental Material
1. Emblemsvag, J., 2005, “Business analytics: getting behind the numbers,” International
Journal of Productivity and Performance Management, v54, i1, p47.
2. Craft, R., 2003, “Using spreadsheets to conduct Monte Carlo experiments for teaching
introductory economics, Southern Economic Journal, v69, i3, p726.
3. De Vany, A.; Walls, D., 1999, “Uncertainty in the Movie Industry: Does Star Power
Reduce the Terror of the Box Office?” Journal of Cultural Economics, v23, i4, p285.
4. http://www.decisioneering.com/monte-carlo-simulation.html
Teaching Overview
This case can be used in a graduate level statistics or operations management course. This case is
designed primarily as an out-of-class team exercise requiring a write-up of the analysis and
results being submitted via an e-mail attachment. The time to complete the project is estimated at
eight to ten hours per team member.
Case Analysis and Learning Strategy
Figure 2 shows the overall flow logic for solving this case. This chart can be shared with each
team, as needed, after they have spent some time reflecting on an overall plan of attack. The
modeling approach assumes different random numbers for each of the three random variables.
Each team can be quizzed as to why this is necessary. The appropriate response is that each of
the random variables, i.e., Time to Film, Film Cost and Time in Theater, are independent.

Figure 2 - Case Analysis Flow Logic
Figure 3 shows a normal curve distribution for the time in theater variable. One of the most
difficult teaching challenges is to demonstrate how to sample from a continuous distribution like

the normal curve using random numbers. For this analysis the normal curve was divided up into
five slices of 20% each. This is a very simplified approach that minimizes the amount of work. It
should be mentioned that the more slices the more accurate will be the results. Table 1 shows the
results of partitioning the normal curve into five sections. A set of random numbers generated
from Excel is then used to identify the corresponding slice.

Figure 3 – Normal Curve Distribution for Time in Theater (20% slice)
The midpoints of each slice are used to represent the value of the variable for the given random
variable. For example, a random number of 44 corresponds to the third slice and yields a value of
7 months. This same process can be used for developing conversion tables for the cost per month
and time to film distributions.
Table 1 – Example Random Number Mapping Scheme for Time to Film Distribution
RN
00-19
20-39
40-59
60-79
80-99

Range
4.15 - 6.15
6.15 - 6.75
6.75 - 7.25
7.25 - 7.85
7.85 - 9.85

Mid point
5.2
6.5
7
7.5
8.8

Table 2 shows a sample Excel spreadsheet for the Monte Carlo model. A total of 30 samples
were generated. This sample size should be sufficient for the purpose of this exercise. Other
sample sizes can be used once the model has been developed. The learning point is that the

simulation averages will approach the expected values as the sample size is increased. Net
revenue, the target variable, is simply revenue minus total costs (final column). Once the 30
samples have been generated the average net revenue and the standard deviation, which is the
missing input, can be calculated.
Table 2 - Sample Excel Model Format
Sample

RN

1
2
3
.
30
Average
St. Dev
Expected
St. Dev.

77
92
28
.
85
-

Time
Theater
7.5
8.8
6.5
.
8.8
6.6
1.1
7
1

Revenue

RN

Cost/mo.

RN

109
114
94
.
114
98
12
104
-

03
10
26
.
95
-

6
7
8
.
13
9.6
2
10
2

36
58
01
.
29
-

Film
Time
5
6
1
.
5
5.7
6
-

Total
Cost
30
42
8
.
65
56
29
60
-

Net
Revenue
79
72
86
.
49
43
30
44
?

The simulated results can be verified by comparing the individual variable computed averages
and standard deviations with the given expected variable values. This process is illustrated in
Table 3. For example, the average Time in Theater of 6.6 months compares favorably with the
expected value of 7 months as well as the simulation standard deviation of 1.1 with the expected
value of 1.0. If there are significant differences between the simulated statistics and the expected
values the standard solution would be to increase the sample size.
Table 3 – Comparison of Expected and Simulation Results
Parameter
Time in Theater (mean)
Time in Theater (Std)
Time to Film
Cost to Film (mean)
Cost to Film (Std)
Total Cost (mean)
Net Revenue

Expected Value
7
1
6
10
2
60
44

Simulation Statistic
6.6
1.1
5.7
9.6
2
56
43

Table 4 compares the computed simulation results with the specified decision criteria. The
conclusion is that the proposed film project passes all three of the decision criteria and therefore
should be considered for production.
Table 4 – Results Assessment
Criteria
Positive EV
Less than 10%
Max 4 Month Payback

Statistic
$44 Million
7%
3.5 months
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Abstract: This workshop will provide a review of the theory and techniques of problembased learning (PBL) as applied to counselor education. Predominantly used in medical
education, PBL is a student-centered, inquiry-based teaching strategy. The PBL
philosophy is premised on the idea that students will individually research specific issues,
reconvene after this period of independent research, and then collaboratively discuss their
research findings. Instructors function as guides rather than “depositors of knowledge,”
allowing students the freedom to determine the issues that will lead to the resolution of a
stated problem. The PBL teaching philosophy incorporates problem-solving, active
participation, purposeful questioning, and application, which are all motivating factors in
the development of critical thinking skills. This teaching method also provides “real
world” problem statements that will facilitate the transition of the student into the clinical
practice setting. Students are placed into the role of a professional and therefore learn
critical skills to be effective in the workplace. The skills of problem-solving, self-directed
learning, and interpersonal communication are developed and refined through the process
of PBL, which ultimately leads to the creation of lifelong learners. This workshop will
teach the theory and techniques of PBL. Participants will go through a PBL case as part
of the instruction and will be able to implement this teaching strategy after attending the
workshop.
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Using Problem-Based Learning
with Anger Management Groups in Schools
A comprehensive school counseling program should support the academic mission of
schools through fostering academic, career, and personal/social development of all students.
Specific ongoing services provided by school counselors, such as individual/group counseling,
crisis management, and suicide prevention, enable students to identify and work towards
removing personal obstacles to learning (American School Counselor Association, 2003). One
intervention strategy that has only minimally been used by counselors (Hall, 2004) incorporates
problem-solving and literature-based lessons. This strategy, problem-based learning (PBL),
provides the possibility of awareness and knowledge surrounding student problems, achieving
parent and teacher involvement, and teaching needed skills at the same time.
Problem-Based Learning
Problem-based learning (PBL) encourages students to work together to uncover solutions
to real problems (Neufeld & Barrows, 1974; Schmidt, 1993; Boud & Feletti, 1997; Barrows,
2000). Students work in small groups, individually research specific issues relevant to the
identified problem, reconvene after a period of independent research, and then collaboratively
discuss their research findings. PBL requires students to actively discuss and analyze problems,
form hypotheses, and create personal learning issues. This process enables students to not only
acquire and apply knowledge, but also to learn and practice communication skills that are critical
to lifelong success (Mennin, Gordan, Majoor, & Osman, 2003; Wood, 2003).
Previous research has indicated that students involved with PBL report more satisfaction,
less stress, and more encouragement in their learning environment when compared to students
from traditional educational programs (Albanese & Mitchell, 1993; Vernon & Blake, 1993).
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Students also indicated that they studied more for understanding and meaning, used a broader
variety of learning resources, and utilized the library for independent research. Finally, research
has established that long-term recall is enhanced for students in a PBL curriculum (Albanese &
Mitchell, 1993; Vernon & Blake, 1993).
Purpose of this Study
Because PBL has been shown to produce positive results in academic areas, the current
study will examine the impact of PBL in group counseling among K-12 students. Since school
counselors work with students on common problems/issues in a group setting, the application of
PBL to group counseling is simple.
Application of PBL to Group Counseling
The counselor provides a problem statement to students based on the identified topic of
the group. For example, a school counselor may present the following statement to students in an
anger management group: “Jill has been getting into a lot of trouble. She has a hard time
controlling her anger and often explodes.” Once this statement is presented to students, they will
work through the PBL process of identifying facts, asking open-ended questions, forming
hypotheses, determining key questions, and locating resources. The students will answer key
questions by researching books on the topic and interviewing adults. Once students have
completed the research, the group will meet again to discuss possible solutions to the problem
statement. Students will then discuss implications for their own behavior and practice skills for
managing anger that are identified through their research.

PBL and Anger

4

Methods
Participants
Local school counselors, ranging from elementary to high school level, have agreed to
use PBL as a group counseling model. This study, however, will focus on school counselors at
the third through fifth grade level. The study will also focus on the topic of anger management.
Students that participate in the study will be referred for group counseling services by teachers,
administrators, parents, or counselors. Parent and student permission will be obtained before the
study begins.
Measurement
Students will complete a pretest and posttest on managing anger (see Appendices A &
B). Teachers will complete behavior observation forms once a week (see Appendix C).
Participating school counselors will complete a survey (see Appendix D).
Procedures
Planning for Problem-Based Learning. In designing a group based on PBL, a case that
presents a real-world problem must be used. Because PBL has only minimally been applied to
counseling (Hall, 2004), the school counselors will design problem statements about anger
management appropriate to his/her group of students. Objectives for the problem statements and
the group counseling sessions will be as follows:
1. Students will identify anger triggers.
2. Students will identify, apply, and practice strategies to manage anger
appropriately.
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Group counseling sessions will be structured according to an adapted PBL model: data
identification, questions, hypotheses, key questions, and resources (Hall, 2004). The school
counselors will implement the following sequence for a minimum of seven counseling sessions:
1. Students will review the problem statement and discuss commonalities among
members and the problem statement. Students will develop open-ended questions for
each fact and then formed hypotheses for each question.
2. Students will review the problem statement and facts. Students will develop openended questions for each fact. Students will begin forming hypotheses for each of the
questions.
3. Students will review the problem statement, facts, questions, and hypotheses.
Students will continue forming hypotheses.
4. Students will review the problem statement, facts, questions, and hypotheses.
Students will determine two to three key questions that they want to research and
answer. Students will identify resources (including people and print materials) that
they can use to help them answer the questions. One to two questions will be assigned
as homework. Students will be required to take home one print material and interview
one adult.
5. Students will review problem statement and homework questions. Answers to the key
questions will be discussed. Students will practice skills that were identified in the
resources (i.e., take slow deep breaths when angry; write in a journal, etc.). The
remaining key question(s) will be assigned as homework. Students will be required to
take home one print material and interview on adult.
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6. Students will review the problem statement, key questions, and answers from the
previous session. Students will discuss new findings from their research. Students
will practice skills that were identified in the resources.
7. Students will practice skills that were identified in the resources.
Data Analysis. Pretest and posttest scores will be compared to determine the
effectiveness of PBL in changing the perceptions of students, while behavior observation forms
will be compared to determine actual changes in student behavior. The survey completed by
school counselors will provide additional information on the experience of the school counselor
in implementing this new model.
Conclusion
Problem-based learning fits well within the academic setting of schools. With the limited
amount of time that school counselors have to devote to each student, the PBL methodology
could be useful in teaching students a wide range of social skills and personal problem-solving
skills using large and small group interventions.
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Appendix A
Anger Management Pretest
Grade: ______________

Gender: _____ Boy

_____ Girl

Please read each sentence below. Place an “X” in the column that best fits your answer.
Always—I do this every day or every time.
Often—I do this most of the time.
Sometimes—I do this part of the time.
Never—I never do this.
Always
When I am mad, I hold my feelings inside until I can’t
anymore.
When I am mad, I hit the person that made me mad.
When I am mad, I yell or scream at the person that
made me mad.
When I am mad, I do something that gets me into
trouble.
When I am mad, I can calm myself down.
When I am mad, I cannot think.
When I am mad, I try to get revenge.
When I am mad, I talk to my friends to try to get help.
When I am mad, I talk to my parents to try to get help.
When I am mad, I talk to an adult (other than parents)
to try to get help.
I can easily solve problems that I may have at school.
I talk to different people (friends, parents, adults) when
I have a problem at school.
I talk to only one person when I have a problem at
school.
I know where to find help when I need to solve a
problem.

Often

Sometimes

Never
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Appendix B
Anger Management Posttest
Grade: ______________

Gender: _____ Boy

_____ Girl

Please read each sentence below. Place an “X” in the column that best fits your answer.
Always—I do this every day or every time.
Often—I do this most of the time.
Sometimes—I do this part of the time.
Never—I never do this.
Always
Often
Sometimes
When I am mad, I hold my feelings inside until I can’t
anymore.
When I am mad, I hit the person that made me mad.
When I am mad, I yell or scream at the person that
made me mad.
When I am mad, I do something that gets me into
trouble.
When I am mad, I can calm myself down.
When I am mad, I cannot think.
When I am mad, I try to get revenge.
When I am mad, I talk to my friends to try to get help.
When I am mad, I talk to my parents to try to get help.
When I am mad, I talk to an adult (other than parents)
to try to get help.
I can easily solve problems that I may have at school.
I talk to different people (friends, parents, adults) when
I have a problem at school.
I talk to only one person when I have a problem at
school.
I know where to find help when I need to solve a
problem.
I enjoyed group counseling.

Never
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Appendix C
Behavioral Observation Form: Anger Management
Grade: ______________

Gender: _____ Boy
_____ Girl

Please read each sentence below. Place an “X” in the column that best fits your answer.
Always—the student does this every time.
Often—the student does this most of the time.
Sometimes—the student does this part of the time.
Never—the student never does this.
When the student is angry, …

Always

Often

Sometimes

Never

He/she explodes.
He/she becomes physically violent.
He/she yells or screams.
He/she gets into trouble for inappropriately
handling anger.
He/she is able to calm him/herself down.
He/she tries to get revenge.
He/she uses inappropriate language.
He/she comes to you for help.

Comments:
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
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Appendix D
Survey for School Counselors
Total # in group:
# of boys:
# of girls:

_____
_____
_____

Grade(s):
Topic:

_________________________________
_________________________________

Strongly
Disagree

Disagree

Agree

Strongly
Agree

Students indicated an increase in the ability to
problem-solve.
Students utilized multiple resources to help
solve the problem.
Students spoke with many adults during the
problem-solving process.
Students’ behavior improved as a result of
group counseling.
Students completed out-of-group
assignments.
Students indicated satisfaction with the
counseling experience.
I enjoyed the group counseling experience.
I would use this technique again.
I believe that this technique was effective.

Comments: _____________________________________________________________
_______________________________________________________________________
_______________________________________________________________________
_______________________________________________________________________

11

1. Title of the Submission:
Supporting the Scholarship of Peer Review: The Work of Fostering Intellectual
Communities in Higher Education
2. Name of the Author:
Dr. Maureen P. Hall
Assistant Professor of Education
3. Department and Affiliation:
Education Department
University of Massachusetts at Dartmouth
4. Mailing Address:
Group I, Room 398-C
Education Department
University of Massachusetts Dartmouth
285 Old Westport Road
North Dartmouth, MA 02747
5. E-mail Address:
mhall@umassd.edu
6. Abstract
Supporting the Scholarship of Peer Review: The Work of Fostering Intellectual
Communities in Higher Education

Though the numbers of professors involved in some form of peer review may be
slowly growing, far fewer numbers of teachers in higher education participate or have
participated in peer review than those in the K-12 arena. Why is this so? There isn’t one
particular reason, but it is true that higher education lacks supportive kinds of
infrastructure to facilitate peer review. And, unfortunately, peer review, which can be
characterized as one kind of scholarship in higher education is not afforded the same

value attributed to research, nor do universities adequately reward this kind of
scholarship. At UMass Dartmouth, two different but overlapping organizations work to
foster intellectual communities in part through supporting peer review and the crosspollination of disciplinary fields of knowledge. This panel session will explore the related
issues involved in supporting intellectual communities both at UMass Dartmouth and
within other institutions of higher education. This topic will be filtered through many
lenses, one of which is the international SOTL movement.
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Supporting the Scholarship of Peer Review: The Work of Fostering Intellectual
Communities in Higher Education
Dr. Maureen P. Hall
Assistant Professor of Education
University of Massachusetts at Dartmouth
Recently I asked a class of my graduate students (who are teachers currently
enrolled in our MAT program) to raise their hands if they had ever voluntarily invited
other teachers into their classrooms to give them feedback on their teaching. Five out of
twelve raised their hands. This class is made up of teachers currently teaching in the
public schools of Massachusetts and Rhode Island.
I told them that I thought there was a much greater number (and or percentage) of
K-12 teachers who had participated in peer observation and review than their
counterparts in higher education, myself excluded. My background as a K-12 teacher,
my experiences supervising student teachers, and my current peer review work with two
colleagues supported by the “Teaching Partners” initiative” through UMass Dartmouth’s
Center for Teaching Excellence, all provide lenses for looking at teaching and learning. I
focus on reflective practice and the creation of community, and both of these things feed
the best models for peer review. I am lucky in that my field is education; there are only
see-through paper partitions (if that) between my kinds of scholarship and Boyer’s (1990)
broadened notion of scholarship; that is, the “scholarships” of discovery, integration,
application, and teaching.
Allowing another pair of eyes in one’s teaching and learning space requires
openness and trust. For some reason, teaching tends to be a solitary activity. Teachers
prepare for their classes in isolation and then carry out teaching tasks without a lot of
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interaction with their peers, if any interaction. K-12 teachers get a lot of supervision when
they do their student teaching field experiences. After that, it is likely that new teachers
might have one or two visits from an administrator over the course of an entire teaching
year.
There isn’t a lot of talk about vulnerability in teaching, except maybe Parker
Palmer’s voice in the wilderness of higher education, vulnerability remains a required
prerequisite for having another eyes on one’s teaching. As mentioned in the opening of
this article, many of the practicing teachers I work with in the MAT program at UMass
Dartmouth have experiences with peer review. While professors in higher education may
have a lone visit from a department chair required for contract renewal and promotion,
this one-visit observation does not a peer review make. Though the numbers of professors
involved in some form of peer review may be slowly growing, far fewer numbers of
teachers in higher education participate or have participated in peer review than those in
the K-12 arena. Why is this so? There isn’t one particular reason, but it is true that higher
education lacks supportive kinds of infrastructure to facilitate peer review. And,
unfortunately, sometimes the scholarship of teaching in higher education is not afforded
the same value attributed to research, nor do universities adequately reward this kind of
scholarship.
Some professors in higher education may be fearful of peer review because they
worry that what they do in the classroom might not be good enough, or they may find it
risky to have another professor observe their teaching. This trust and vulnerability must
be negotiated with colleagues, thereby creating a safe space for dialogue about
participant’s teaching practices (Hall, 2005). Trust between colleagues is necessary and

4

not a foregone conclusion; it must be built though an accumulation of positive and safe
interactions with others who are working toward a common goal of improving teaching
practices and student learning.
Sockett (2000) characterizes the benefits and drawbacks for both individuals and
institutions participating in the scholarship of teaching through peer review:
Not all faculty will engage in this scholarship, but all can learn from it. It
is a long-haul and high-risk in terms of conventional norms. It faces
problems of credibility…and a need to be open to different methods of
inquiry, including investigating the process of inquiry itself. It is capable
of representation in multiple genres, not merely published papers. Finally
it faces problems of sustainability through a culture and an infrastructure
needed to foster it. (pg. 2)
The culture of higher education does not automatically support the scholarship
involved in peer review. But, in the name of improving teaching and learning,
this kind of scholarship is certainly worthwhile for students, professors, as well as
the entire institution involved.
Problems With Scholarship and Teaching and the Problem of Teaching
Though Randy Bass doesn’t talk about the role of vulnerability in teaching, he
does distinguish between how “problems” are viewed in traditional research and how
they are viewed in teaching. Building on Boyer’s work, Bass (1999) further outlines the
disjunction in the “teaching versus research” scholarship debate. He highlights that when
a scholar has a “problem” in traditional research; it is the center of the investigation. It is
not viewed negatively. However, Bass argues:
But in one’s teaching, a “problem” is something you don’t want to have. If
you have one, you probably want to fix it. Asking a colleague about a
problem in his or her research is an invitation; asking about a “problem” in
one’s teaching would probably seem like an accusation. Changing the
status of the problem in teaching from terminal remediation to ongoing
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investigation is precisely what the movement for a scholarship of teaching
is all about (pg. 1).
Similarly, peer review is identified as “the ongoing investigation” of a problem. In
higher education, there needs to be a greater appreciation for not just the product of
teaching but also the process involved thereby broadening the concept of scholarship
(Boyer, 1990; Bass 1999) and raising to the level of importance accorded to traditional
research.
In Scholarship Reconsidered (1990), Ernest Boyer suggests that the term
scholarship is too narrowly defined. While disciplinary research and publication is
clearly an important component of it, Boyer argues that scholarship should also include
how we communicate this knowledge to our students: For this proposed project, the three
grant applicants will investigate and document effective peer review teaching strategies
that will enable University educators to bridge this divide between “research” and
“teaching.” Our results will not only benefit the UMass Dartmouth community, but will
be a significant contribution to the scholarship in higher education. We concur with
Boyer and
believe the time has come to move beyond the tired old “teaching versus
research” debate and give the familiar and honorable term “scholarship” a
broader, more capacious meaning, one that brings legitimacy to the full
scope of academic work. Surely, scholarship means engaging in original
research. But the work of the scholar also means stepping back from
one’s investigation, looking for connections, building bridges between
theory and practice, and communicating one’s knowledge effectively to
students (Boyer, p.16).
We are at a crucial moment in the history of higher education. In contrast to other
disciplines, the scholarship in University teaching rests on a weak foundation. Lee
Shulman, the President of the Carnegie Foundation for the Advancement of Teaching,

6

points out that unlike fields such as architecture and law, where new work builds on a
body of existing work, teaching is “devoid of a history of practice” (Ornstein, BeharHorenstein & Pajak, p. 117, 2003). Like these other fields, University educators need to
record and document effective teaching practices so that others may build upon these
practices in their own scholarship. The Scholarship of Teaching and Learning (SoTL)
represents a movement that creates and builds a much needed history of practice.
With some support through the “Teaching Partners’ Initiative” at UMass
Dartmouth, I have been fortunate to participate in many critical conversations with my
partners about teaching practices, assessment, and how we can improve our students’
learning. We have realized that there is much to know about peer review, and that there
are larger conversations happening that center teaching and scholarship, including
campus-based, regional, national, and international forums.
Like Boyer, Randy Bass (1999) also suggests that there is a disjunction between
the scholarship of “teaching” and that of “research.”. He contends that when a University
educator has a “problem” in traditional research, it is the center of an “investigation” It is
considered as a challenging puzzle rather than as something negative.
But in one’s teaching, a “problem” is something you don’t want to have. If
you have one, you probably want to fix it. Asking a colleague about a
problem in his or her research is an invitation; asking about a “problem” in
one’s teaching would probably seem like an accusation. Changing the
status of the problem in teaching from terminal remediation to ongoing
investigation is precisely what the movement for a scholarship of teaching
is all about (pg. 1).
Similarly, our work identifies peer review as “the ongoing investigation” of a problem.
In higher education, there needs to be a greater appreciation for not just the product of
teaching but also the process involved thereby broadening the concept of scholarship
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(Boyer, 1990; Bass 1999) and raising to the level of importance accorded to traditional
research.
Scholarship: Too Narrowly Defined
Peer review can add to and broaden the conversation about teaching, learning, and
scholarship. Peer review represents a conduit for Boyer’s notion of the four components
of scholarship: discovery, integration, application, and teaching. Shulman reiterates
Boyer’s argument and rails against the “teaching versus research” debate:
The decision need not remain forever between the options of engaging
exclusively in traditional forms of inquiry and in the scholarship of
teaching and learning in one’s discipline. It is within our power as an
academic community to choose a new route, a route in which the two
roads no longer diverge, but converge into a powerful new conception of
the scholarly career, in which the scholarships of the discipline, of
teaching and learning, and of service to humanity achieve parity and
mutual enhancement” (p. ix).
CATLS, acting as an infrastructure, works to support further research on peer
review and also works to make the intellectual work of teaching visible. Such research
has the capacity to improve student learning.
A Culture of Change at UMass Dartmouth: CATLS Case Study
The cultural changes occurring at UMass Dartmouth are not unique. From 20022006, UMass Dartmouth has hired more tenure-track faculty than any other time in its
history. Simultaneously, the expectations for tenure and promotion for these and recent
hires are also changing. In turn, the definition of scholarship should broaden to
accommodate Boyer’s larger vision of scholarship. Huber (2001) highlights this in the
larger realm of higher education:
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Convinced that a narrow focus on research productivity had unbalanced
the work of the academy, Boyer and his colleagues argued that colleges
and universities would not be able to fulfill their traditional missions
unless they began to expand the definition of scholarship to cover a wider
range of faculty activity (p. 22).
Like other institutions of higher education, the University of Massachusetts Dartmouth
also struggles with both the idea and practice of the broader notion of scholarship. In the
preliminary findings of my case study entitled, “A Culture of Change at UMass
Dartmouth: CATLS Case Study”, cultural tensions were identified, which creates a
“divide” between the administration and faculty and between junior and senior faculty.
The cause of these tensions is varied, but they contribute to a “culture of isolation” at
UMass Dartmouth.
This need has been substantiated in part through the collection of both formal and
informal data. Over the past year, I have been conducting a case study on the culture of
UMass Dartmouth. More specifically, this case study is a naturalistic inquiry into how
cultural change occurs at UMass Dartmouth within and without the context of CATLS
(The Consortium of Teaching, Learning, and Scholarship). This study serves as a source
of formal data underpinning the identified needs. The preliminary findings suggest a
couple of interesting ideas that grow out of the cultural change occurring at UMass
Dartmouth. Some of the sources of cultural changes occurring at UMass Dartmouth are
not unique; they are palpable at many other institutions of higher education and include:
1) Changing tenure criteria as institutions grow and develop
2) Loss of valuable senior faculty due to retirements
3) Influx of new, energetic, but inexperienced faculty
4) The Scholarship of Teaching and Learning (SoTL) requires different kinds of support.
One of the solutions to the “culture of isolation” is to create more intellectual
engagement and collegial community. Certainly the improvement of teaching and
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scholarship represents something on which the faculty (both senior and junior) and
administration can come together. The peer review of teaching creates a collegial
community of pedagogues all working toward the same goal—the improvement of
teaching practices and how to make visible the intellectual work of teaching.
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Introduction
Complexity Theory (non-linear dynamics) originating in engineering and
mathematical fields has been infiltrating the social fields as a new theory for dealing with
people. For example, the helping professions of social work, psychology, nursing,
physical therapy, speech therapy and occupational therapy are breaking into this realistic
way of looking at clients. The application of complexity theory concepts provides a
different perspective to stimulate and challenge students throughout the educational
process. Faculty of the 21st century must become facilitators of learning with special
emphasis on the teaching process in addition to the content. The objective of this paper is
to demonstrate how non-linear dynamics theory could be applied to the development of
critical thinking skills, and attitudes towards lifelong learning and discovery in the
classroom.
The presentation at the Hawaiian International Conference on Education was a
workshop that compared teaching approaches based on complexity theory with traditional
teaching theories. It reviewed how complexity theory could be understood and applied to
facilitate critical thinking skills of students through a planned teaching approach. From a
complexity theory perspective, students are viewed as complex non-linear systems, who
respond to being gently challenged by emerging as critical thinkers. Consistent with this
approach to thinking, even small challenges (perturbations) can produce large results
because it is not known what the students as independent systems will do with the

perturbance. This presentation presented simple definitions and application examples
which are conducive to discussion group format. Strategies can be developed appropriate
to each discipline for an “out of the box” approach to critical thinking.
Upon reading this paper, the reader will be able to:
to identify concepts of chaos and complexity theory as they apply to education of
students
to learn some simple, basic definitions of chaos and complexity theory
to create a hierarchy of activities to perturb students and motivate their thinking in
the classroom
to identify measurements of perturbance through assessment of student
performance.
The 2004 movie, Butterfly Effect, was a time traveling science fiction thriller that
borrowed its name from a tenet of chaos theory. The butterfly effect was first described
by a meteorologist, Edward Lorenz, who looked at predictability of weather patterns
(1960). He postulated that the flutter of a butterfly’s wings in one part of the world could
cause a severe weather change in another part of the world. The premise was that in a
complex system such as the weather, which relies on an underlying order, a very change
in an event in one part of the globe could bring about a large change in another part of the
world a long time later; but there is no way to predict the outcome of such an event. One
night, Lorenz tried to recreate a weather pattern on his computer. He rounded a number
while performing his computations. Lorenz discovered how by non-linear processes at
work, one small change such as rounding a number, can create overall behavioral change

in the interconnections of a chaotic (complex) system such as the weather (Akay, 2001;
Bar Yam, 1997; Byrne, 1998).
In the Butterfly Effect science fiction thriller movie, Evan Treborn (Ashton
Kutcher) had memory blackouts which occurred during stressful times since age seven.
Evan is troubled by his own traumatic childhood, since he was raised by a mentally ill
father. As a bright 20 year old psychology major at a state university researching
inexplicable memory problems, he discovers that while reading his childhood journal
entries, he can transport through time to each exact moment in his life. When Evan’s
childhood friend, Kayleigh Miller (Amy Smart) commits suicide because of something
he did, he travels back in time to rework the events in her life. For every small change
Evan makes in Kayleigh’s life, creates new realities with unwelcome effects for himself
and his other friends. As Evan goes back to make changes, no matter how many new
small changes he makes, major changes result in the present affecting the lives of himself
and all of his friends (Movie Forum, 2004).
This movie illustrates a very important concept that is relevant to the
understanding of complexity theory. The butterfly effect demonstrates the strong
dependence of the behavioral evolution of nonlinear dynamical systems in response to an
event, which sets up new initial conditions. Butterfly effect, a term which describes the
possible emergence of chaotic behavior of non-linear dynamical systems and their
sensitivity to initial conditions, illustrates the complexity of such systems. The
mathematical tenet of these systems is that non-linear differential (difference) equations
have totally different forms of solutions over time, which would result from tiny changes
in the initial conditions.

What is Complexity?
All definitions of complexity are dependent upon context of the environment and
time. Organizational complexity is associated with the context of inter-relationships of
people, of people with technology, and of individuals (systems) interactions with the
environment. As the number of elements in the system increase, so does the complexity
of the organization. Complexity is the patterned interactive processes of systems that
form structures. As chaos is the study of how any simple system can produce
complicated behavior, complexity is the opposite. Complexity is how simple iterated
systems can generate complex behavior. In the classroom, students are perceived as
complex self-organized systems that are seen to interact together in complex ways.

Figure 1 is taken from a paper Haltiwanger, E., Lazarrini, I. & Nazeran, H. Application
of complexity theory to Neuro-occupation: A case study of alcoholism, accepted for
publication by the British Journal of Occupational Therapy for publication, 2006.
It is now established that nonlinear adaptive systems are capable of exhibiting
self-organizing behavior that fluctuate between three stages: 1) Stasis, state of complete
order or fixed point with no apparent change; 2) Chaos, state of complete disorder; and 3)
Edge of chaos or in-between state (See Fig.1). The edge of chaos is the state of creation
and adaptation (Peak and Frame, 1994). This state is of particular interest as this is where
behaviors can be reshaped and new ideas with unexpected directions of activity can
occur. This is where a person alters behavior in response to experiences, forming new

patterns of brain activity and thus meaning. The evolution of self-organized behavior is
sensitive to initial conditions, meaning that any new experience perturbs the system;
initiates growth in the system and the change facilitates adaptation of the total system.
Students as Self-directed, Self-organized Complex Systems
Education is an uncertain endeavor. It difficult to exactly predict what will happen
in the class each day, and it is nearly impossible to ascertain what the best course of
education for any given person or class may be. The reasons for this are simple.
Education is connected to the rest of the universe and as such is fully subject to the chaos
that naturally exists in reality. Accepting this concept of education, students are viewed
as self-directed, self-organized complex systems that respond to environmental demands
in a non-linear fashion. Teachers (other independent self-directed, self-organized
systems) then can be described as facilitators who cannot control nor predict learning in
the classroom. Using the terminology and the concepts described above, it is at the edge
of chaos where behaviors can change. Therefore, altering students’ understandings occurs
through challenging actions (perturbances) of the professor, which could alter students’
perceptions and meanings and change the “initial conditions” that could lead to growth
(learning).
Teachers may be interested in the concept of the Edge of Chaos, as this is where
change can occur, ideas can be reshaped and new ideas generated with unexpected
directions of activity. This is where the person alters behavior or perceptions in response
to experiences, and forms new ideas. The evolution of behavior of nonlinear dynamical
systems is sensitive to “initial conditions”, meaning that a new experience perturbs the
system, initiates growth in the system (bifurcates the system), and the change facilitates

adaptation of the total system. Even the smallest perturbances to the system have
potential to produce large modifications to the system’s behavior (Blackerby, 1993;
Stacy, Griffin & Shaw, 2000). Clearly, the change in turn influences the cause, which
serves as new “initial condition” for further evolution and growth or maturation of the
system.
At this point, the reader probably is asking some critical questions such as:
•

Whether he or she should agree with basic principles of chaos/complexity theory?

•

What is the role of the teacher in a classroom? How much control does a teacher
have over what students learn?

•

Can a teacher predict outcomes of classroom activities?
Every class session is uncertain until it occurs. One lab session differs from

another lab session on the same material. Despite the best developed lesson plans and
class management techniques, each class will be subject to an infinite number of possible
occurrences. Most would agree that we would like to think that we can control our
students, influence their learning and get results. Unfortunately, all we can do is to create
the environment (set the “initial conditions”), pose the questions, give a little nudge and
watch the results. Those who are open to this idea are willing to let the process occur by
taking a less active role as a facilitator of small group or large group learning
experiences, not as a lecturer. Through small and large group discussions, learners
brainstorm and create a hierarchy of activities that are applicable to each discipline in
small or large group settings at multiple levels.

Group discussion and consensus of opinions may lead to formation of new
concepts and understandings of how non-linear dynamics can enhance classroom learning
and challenge students. Correspondingly, measurement strategies will become more
individualized. Education is an uncertain endeavor. It is impossible to exactly predict
what will happen in the class each day, or to tell what the best course of education for any
given person or class may be. The reasons for this are simple. Education is connected to
the rest of the universe and as such is fully subject to the chaos that naturally exists in
reality.
How can a teacher know that what is taught is best for the student's
learning?
Good assumptions can be made by studying students sometimes. All students are
subject to a variety of chaos in their lives at school and in the world, which can affect the
result. Here are some basic principles:
•

Educators will always deal with uncertainty in both how and what they should
teach.

•

Systems operate best at the edge of chaos.

•

Systems self-organize to a higher level of complexity.

•

Novel forms of relationships emerge or disintegrate (This is critical thinking, “out
of the box creative thinking”).

What might you do differently in your education practice, if you accept the worldview of complexity theory?

•

You would know our educational relationship to students is highly influential; but
accept that as teachers we are not in control.

•

You would recognize the paradox that if we focus on learning (product) we limit
the educational experience.

•

You would accept that students are self-organizing. The most valuable learning is
emergent and constructed.

•

You would stop and inquire any time we attempt to try to make students behave a
certain way.

•

You would explore how to design learning systems on “minimal structures” of
simple principles.

•

You would promote connectivity and creativity among students (agents).

•

You would inquire critically into our own “theories in use” of teaching and
learning.

•

You would seek ways to value emergent learning.

•

You would encourage education at the edge of chaos.

•

You would promote task involvement.

•

You would facilitate emotional connections.

How do our concepts of critical thinking mesh with complexity theory?
Critical thinking refers to a way of thinking about a problem or question. The
process is every bit as important as the end result! We should look at a phenomenon that
is determined by many interacting factors with multiple causations. Critical thinking
counteracts pre-conceptions, and to avoid confirmation bias, the tendency to seek out

information that is in agreement with our beliefs. We must help students find analogies
and relationships between pieces of information and determining the relevance and
validity of information that could be used for structuring and solving problems. We must
facilitate the finding and evaluating of solutions or alternative ways of treating problems.
We must encourage analysis of inferential relationships between statements, questions,
concepts, description or other forms of representation intended to express belief,
judgment, experiences, reasons, information or opinions. Teachers should encourage
students to engage in debate, make mistakes, break old habits, and deal with linguistic
complexities and abstract concepts.
Outcomes of teaching should be that students learn to transfer learning and
generalize to new situations. Teachers must provide opportunities for students to see how
newly acquired skills can apply to other situations and to the student's own experiences.
There should be opportunity for students to reflect on the reasons for belief and action.
Specific to each discipline, teachers can create hierarchies of perturbances in the
classroom from smallest to largest, as a way of planning classroom activities. For
example, in Anatomy class, to involve students in active learning, in addition to working
on cadavers, student groups could participate in active learning experiences to construct
bones and attach muscles as a more permanent way to learn origins and insertions of
muscles. Rather than learn about the American Disabilities Act in the classroom, students
could check restaurants for compliance to important regulations for design of bathroom
environments. Service learning experiences would extend learning into the real world
environment for stimulation.

Benefits of participation in the workshop for the presenters
This workshop was a demonstration that an occupational therapist (from the
social sciences) could speculate and describe the application of non-linear dynamics
(complexity theory) to improve the educational outcomes and motivate students and
faculty for developing lifelong learning habits in a knowledge-based economy. This
seemed to be inspiring for the audience, who came together from widely diverse fields
such as: anatomy, computer sciences, nursing, biology, English, mathematics, foreign
languages, history, medical technology, chemistry, marketing, metallurgy, geology,
mathematics, anthropology, chemistry, and botany, etc. Most people are unfamiliar with
concepts of non-linear dynamics. It seemed that the most productive workshop is the
product of the devotion of sufficient time to helping faculty apply these unfamiliar
concepts to their current classes in a wide variety of disciplines.
Here a diverse group of professionals worked on changing their perception that
their teaching role was not as influential as they thought it would be when they walked in
the door, and that upon this realization, they needed to look at how they stimulated their
students much differently. One essential concept, which was accomplished through small
discussion groups, was to focus on the role of faculty as facilitators, placing teachers in a
position to realize that they have very little control over what happens in the classroom.
The biggest issue appeared to be to get faculty to think about using teaching techniques
such as multiple media task groups for active learning, service-learning experiences out
of the classroom, and task discussion groups to provide a different kind of learning
experience for students. Group members worked together in very diverse small
discussion groups to problem solve new applications and discuss how each discipline, in

large or small settings and under different constraints could be modified to approach
teaching according to complexity theory. Teachers initially appeared to be confined by
their linear thinking and what is comfortable and customary for them to do. Servicelearning appeared to be viewed by some teachers as “extra work” by some confining their
thinking. Through peer support, preconceived notions altered.
It seemed that by the conclusion of the workshop, faculty had an introductory idea
about the necessity to think of students as self-initiated systems. Further, they seemed to
catch the concept that just a little perturbance or event or nudge, whatever one prefers to
call what we do to effect change, can do just that. It is not necessary to impart huge or
dramatic disturbances to students to create a huge effect in them to make them learn.
Non-linear thinkers understand that often just a small effort at the right time can
potentially have a large effect or what could be called the just right challenge. Non-linear
dynamics provided the critical thinkers in the groups a new way of thinking and a tool to
facilitate development of critical thinking in the students.
We would like to do this as a longer workshop in the future to provide more
opportunity to reach more in depth understanding of the topic. We are committed to the
topic and the approach to teaching. This topic merits organization into a 2-4 hour
workshop.
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A Model for Gender Equitable Science Education
Statement of the issue: Female students’ academic achievement in and perceptions and attitudes of
mathematics and science are subjects that have received considerable attention from the educational
research community for more than two decades (Tolley, 2003). Government entities, colleges and
universities, and K-12 systems have worked on many fronts to address the disparities between male and
female students in science and mathematics achievement, known as the gender gap. Systematic efforts
have also been made to reverse the negative attitudes girls have about science technology, engineering,
and mathematics (STEM), which is one reported source of the gender gap.
Subsequently, STEM-based educational programs have been implemented to adjust the often skewed
perceptions girls possess about mathematicians, scientists, and careers in similar fields. Myriad science
and mathematics programs have been designed to meet the special needs of girls. Even more
pronounced are the instructional materials, teachers’ guides, checklists, and computer-based resources
that have been created to change the face of instruction to close the achievement gap (AAUW, 2004).
One of the many efforts to remedy the gender inequity is the Sisters in Science Equity Reform Project
(SISERP). Funded by the National Science Foundation for over twelve years, the project focuses on the
diversity inherent in learning through various tools by which scientific and mathematical principles can
be explored, analyzed, and communicated. SISERP houses six innovative science programs designed to
foster gender equity and inclusion in science, technology, engineering, and mathematics (STEM)
education: Sisters in Science (SIS), All Sisters in Science (ASIS), Sisters in Sports Science (SISS),
Sisters in Science in the Community (SISCOM), Information – Sisters in Science Career Opportunities
Matter (iSIS.com), and Sisters in Science Dissemination and Outreach Program (SISDO). The primary
goal of the SISERP programs is to provide urban school aged girls with access to meaningful STEM
instruction in an environment unencumbered by the restrictions of stereotypical practices regarding
gender.
Literature review: Presently, the U.S. Department of Education is launching a series of exams in
reading and mathematics to improve student achievement and increase the status of American students
in an ever-increasing global marketplace (U.S. Department of Education, 2004). Furthermore,
policymakers, scientists, and mathematicians have focused on change to develop the scientific and
mathematical knowledge that will produce a healthy economy and maintain a meaningful democracy.
No less significantly, President George W. Bush’s No Child Left Behind Act has been designed to
increase student achievement. In an effort to realize this goal, the federal government has committed to
closing the achievement gap by improving teacher quality and implementing effective educational
programs. Most recently, funds have been made available for the professional development of preservice teachers (U.S. Department of Education, 2004).
While legal barriers to achieving gender equity in American society have been removed, many barriers
still stymie females. Shirley Malcolm of the American Association for the Advancement of Science
(AAAS) was on target in her keynote address to the American Association of University Women
(AAUW) on Girls Succeeding in Science, Math, and Technology: Who Works and What Works:
“The effort to equalize educational opportunities for girls is far from complete… Unlike some other nations, female students
in the United States are legally guaranteed access to math and science courses. While our legal barriers to this education have
been removed, there are often still barriers we face; these are “barriers of the mind.” (Malcolm, 1997).”

What are these “barriers of the mind” that prevent females from pursuing academic and professional
careers in science, mathematics, technology, and engineering? They include the organizational structure
of scientific and mathematics instruction, as well as females’ perceptions of science and mathematics
courses. Other barriers stem from societal influences such as parents’ and teachers’ lack of
encouragement, authority figures’ attitudes toward science, and the lack of support for females in
science-based careers (Northrup, 2003). Researchers believe that fostering a safe and nurturing
environment, promoting problem-solving skills, creating collaborative experiences, educating teachers,
offering hands-on learning tools, and allowing open discussion of gender stereotypes are essential for
encouraging female students’ success in technological fields.
The first hurdle that girls face is being born female. Research studies have documented the wide gender
gap in achievement scores between males and females in the areas of science and mathematics (NSF,
2000). The authors of this research assert that when girls are allowed to work in a manner intrinsic to
their collective learning style, appropriate science and mathematics learning takes place. Such concerns
have laid the groundwork for the SISERP intervention programs, which specifically target females in
order to increase their success in science and mathematics by providing access to gender-related teacher
professional development, classroom materials, and curricula to maximize a gender-equitable approach
to science education.
Increasing evidence also shows that the gender gap in science may be better understood in terms of the
supposed masculine nature of STEM related disciplines. Therefore, assigning STEM disciplines a
masculine moniker impacts the learning styles of females and the current instructional patterns of
teaching STEM in classrooms around the world (AAUW, 2000). The assertion is that the general
learning style of females does correlate with the manner in which science is presently taught. However,
the research does not support this assertion.
In addition to gender, race, and quality of education, another challenge female students must overcome
is the effect of classroom teachers’ perceptions of gender. Throughout world history, gender bias has
been a problem that many women have strived to surmount. While women work hard to conquer gender
bias in all aspects of daily life, female students continue to struggle against considerable gender
inequities within the educational system (Jones, et.al., 2000). Stereotypical practices concerning females
and males are second nature to many members of our society. The notion that “girls do this” and “boys
do that” is deeply entrenched in the American educational culture.
Unfortunately, very few in-service and pre-service teacher education programs spend significant, if any,
time on gender and the classroom. On average, pre-service teachers participating in teacher education
programs spend less than 2 hours per semester discussing issues surrounding gender equity in the
classroom (Stilles, 2002). With this in mind, it is highly important that gender biases in the classroom
are dispelled through heightened awareness and education in the “best practices” for gender equity.
Current research on gender equity and the classroom has shown that the first step toward gender equity
in classroom teaching practices is self-evaluation. In order for teachers and school administrators to
promote gender equity in the classroom, educators must be conscious of their own gender biases (Jones,
et.al., 2000).
Contribution: Over the past 12 years, the Sisters in Science Equity Reform Project (SISERP) has
focused on two major obstacles preventing equity in science education. As evidenced by 12 years of

research in the area of equity in science education, the gender gap and gender bias in the classroom tend
to inhibit females from exploring careers, both academic and professional, in the sciences. SISERP was
established in the interest of providing equitable avenues for all students to pursue academic success in
STEM disciplines. Incorporated into the six components of SISERP are comprehensive science
curricula based on national standards, through gender equity focused professional development for preservice and in-service teachers, family education programs, informal and formal science explorations,
and educational components such as Saturday academies, summer camps, and after-school programs.
The SISERP components are intended to reach underserved females in numerous capacities contributing
to the development of knowledge and expanding the diversity in science.
Relevance: The presentation relates to using qualitative or quantitative evidence to inform policy or
practice and successful (exemplary) practices. The presentation focuses on programs that have been
funded by the National Science Foundation for the past 12 years focused on using theory to develop
practice based programs to inform policy.
Implication for Action: The research on the achievement gap between the genders is mixed. The
nation’s academic profile is defined by the results of the National Assessment of Educational Progress.
The Nation’s Report Card (Braswell et al., 2001) stated that for mathematics, male students had higher
scores than female students in Grades 8 and 12. However, the difference between male and female
students in Grade 4 was not statistically significant. In addition, female students gained ground with
respect to achievement between 1990 and 2000. The report also addressed perceptions and attitudes
about mathematics. The report found that students who agreed that they liked math and that math was
useful for solving problems scored higher at all tested grade levels.
In the area of science, achievement gaps were apparent and widening in Grades 4 and 8, whereas no
significant difference was found in Grade 12. More encouraging was the finding that constructivistoriented instruction implemented regularly, particularly in the fourth and eighth grades, produced higher
average scores (National Center for Education Statistics, 2002).
Studies based on other standardized tests (e.g., the SAT-9) came to different conclusions about gender
and achievement. Female students had higher math scores until Grade 9. Male students had higher
science scores across most grade levels (Sanchez, et.al., 2000). Although there is evidence that the
achievement gap has seemingly been addressed, it is also important to note that it has happened at the
hands of the nationwide gender equity reform movement. Today, the standards for science (NSES) and
mathematics education (NCTM) address not only student learning but content-area pedagogy,
assessment, teacher training, and community development. Also of note is the fact that federal, state,
and local initiatives continue to be designed and implemented to move not only female students but all
Americans forward in mathematics and science. The authors of the SISERP feel that the project stands
as one of many gender equity reform initiatives that have had an impact on science and mathematics
learning.
Learner/participant outcomes: The session will focus on proven ways to foster gender equity in the
science classroom. Participants will be informed of ongoing research and encourage to add to the
evolving knowledge base in regards to what we know works in the area of creating equity in the science
classroom. Methods: The session will be designed to present the results of 12 years of research and to
engage in dialogue with the participants concerning issues that have emerged over those years.
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Introduction
The National Institute of Environmental Health Sciences,
through its Division of Extramural Research, has funded science
education projects since 1993. The first set of projects (19941996) focused on the development of environmental health science
curricular materials for students in Kindergarten through 12th
grade. The second set of projects (1996-1999) addressed the
needs of teachers to implement these newly created materials.
This most recent set of nine projects (2000-2007) examines how
curricular materials that integrate environmental health into
other academic disciplines impact student performance and
teaching practices. Through partnerships among environmental
health scientists, educators, state departments of education and
local school districts, these nine projects have three main
components: (1) interdisciplinary material development and
professional development, (2) implementation in schools, and (3)
evaluation and dissemination.
Project EXCITE, Environmental health science eXperiences
through Cross-disciplinary and Investigative Team Experiences,
represents one of the nine Environmental Health Science as an
Integrative Context (EHSIC) projects. A teacher professional
development program, EXCITE aims at assisting middle grades
teacher teams as they examine, design, develop and field-test
interdisciplinary problem-based learning (PBL) curricula
focusing on locally relevant environmental health science (EHS)
issues such as the indoor air quality of their local school
building, large-scale agricultural farming practices, the impact
of urbanization on human health or the safety of household
cleaner use. Six teams of four or more teachers representing a

variety of disciplines, university pre-service teachers and
building administrators, participated in Project EXCITE for as a
two-year cohort. In total, each teacher received over 160 hours
of professional development focusing on EHS concepts, problembased learning strategies and models of inquiry teaching and
other research-based best practices. During the two-year period,
teachers networked and collaborated with relevant community
agencies, local scientists, and university environmental health
and education faculty.
In this paper, we provide an overview of the project goals,
activities and evaluation findings as related to the use of an
integrated curriculum to augment student knowledge, skills and
dispositions and classroom teaching practices. Evidence suggests
that learning framed around the integrated EHS curriculum
significantly improved both student achievement (across multiple
subject areas) and student process skills. An integrated
curriculum was also found to have positive effects on student
motivation and attitudes about learning. Teacher classroom
practices and attitudes about the utility of an integrated,
problem-based curriculum focusing on EHS were also enhanced. The
research questions related to student impact focused on whether
or not students:
(1) developed science process skills;
(2) increased motivation and enthusiasm for learning; and
(3) deepened student conceptual understanding of the
related interdisciplinary and EHS concepts.
The research questions regarding teacher impact focused on:
(1) teacher beliefs (context, efficacy and classroom
learning environment) in response to the implementation
of the EXCITE curriculum and the pattern of change in
these beliefs over the course of their EXCITE
participation; and
(2) the reported frequency of use of reform-based best
practices and the pattern of change of these reported
practices over the course of the project.
Methods
Student process skills were evaluated using a valid and
reliable test, performance of process skills or POPS (Mattheis &
Nakayama, 1988). The research question was addressed by doing
matched-pair T-testing on POPS scores before and after students
participated in EXCITE. Student motivation and enthusiasm for
learning were assessed using student interviews and examined
using the constant comparative method of analysis. Student
conceptual understanding of the related interdisciplinary and
EHS concepts were assessed by their performance using an

environmental health concept map to organize information derived
from their problem-based learning unit.
Teacher beliefs and practices were measured using a fourpart survey. The combined instruments profile teacher context
beliefs about learning (Lumpe, Haney, & Czerniak, 2000), beliefs
about the classroom learning environment (Taylor, Fraser, &
White, 1994), teacher efficacy beliefs (Riggs & Enochs, 1990)
and the best practices survey (BSCS, 1994). These instruments
are valid and reliable measures of teacher beliefs, as noted in
the manuscripts above.
The context beliefs about learning instrument measures the
support factors associated with effective EHSIC teaching,
including two sub factors including, enable beliefs (whether or
not an identified support would enable effective EHSIC teaching)
and likelihood beliefs (the likelihood that these factors would
be available). The classroom learning environment instrument
measures teacher beliefs about their constructivist teaching
practices including the sub factors of personal relevance
(meaningful learning), science uncertainty (the nature of
science), critical voice (student reflection/questioning of
learning), student autonomy (student decision making) and
subjective norm (collaborative learning structures). Teacher
efficacy beliefs target both the sub factors of self-efficacy
(beliefs about one’s own ability to be an effective EHSIC
teacher) and outcome expectancy (beliefs about whether or not
students can learn if effective teaching takes place). Finally,
the use of best practices identifies the reported frequency of
use of reform based strategies such as experiential learning,
use of primary sources of data, and collaborative learning as
opposed to traditional practices such as lecture, a text-driven
curriculum and isolated learning.
Teacher interviews were also conducted to identify beliefs
regarding teacher motivation to implement the EHSIC curriculum.
The Ajzen (1985) theory of planned behavior was used to frame
the interviews. Accordingly, attitudes towards the behavior
(favorable and unfavorable consequences associated with the
behavior), subjective norm (people or groups of people who
support the behavior) and perceived behavioral control (barriers
and enablers associated with enacting the behavior) beliefs were
identified and discussed. Grounded theory methods of analysis
were used for these data (Bogdan & Biklen, 1992).
All scores were analyzed using repeated measures of
analysis of variance. Both total instrument and sub factor
scores were analyzed in this manner to examine the patterns of
change in teacher beliefs throughout their two-year
participation in the project.

Results and Discussion
Analysis of the process skills test revealed that when all
students were looked at in aggregate, the mean POPS scores
significantly improved (+0.8) from pre to post testing (P <
.001). Further analysis revealed that students that performed in
the lowest quartile on the pre-test scores improved more than
groups above them. Moreover, student performance gains were
smaller in the second and third pre-test quartiles, but still
statistically significant. No increase in performance was found
in the upper quartile. This could be due to a ceiling effect on
this test (upper quartile pre-test scores averaged over 18 on a
21 question test). The pattern of students with lower pre-test
scores improving the most is seen consistently across schools
and years of the project. The increase in mean POPS test scores
was greater in Cohort 2 than in Cohort 1. This may be due to
improvements in the teacher’s professional development program
that evolved as the project progressed.
Figure 1 illustrates
the improvement in POPS scores.
Figure 1.
EXCITE.

Student Process Skills Test (POPS) Improvement During

Analysis of interview data related to student motivation
and enthusiasm for learning indicated that the integrated EXCITE
unit, in comparison to other units studied during the year,
lasted longer, was more engaging, allowed students to work in
collaborative groups more often, required more student effort,

was more interesting and offered a greater diversity of
instructional strategies, student tasks and assessment
opportunities. Moreover, students reported that the integrated
unit was more likely to enhance the amount of material learned
and how long this material would be remembered.
Initial analysis of the EHS System (an assessment of
student environmental health science conceptual knowledge)
showed that students possessed conceptual understanding of both
the science and social science concepts and processes as related
to the environmental health problem under study. The degree of
their understanding varied amongst individuals and across
schools. The factors that may impact this variability are
currently under investigation. Figures 2 and 3 are examples of
students work with the EHS concept map.
Figure 2. Example EHS System Web for Infectious Disease
Transmission in Schools

Figure 3. Example EHS System Web for Effects of Chemical Control
of Mosquitoes

A summary of the teacher belief survey results is presented
in Table I. The survey of indicated that teacher context
beliefs about learning did not significantly change over the
course of their participation. However, teacher beliefs for a
related sub-factor (likelihood of occurrence) significantly
decreased that by the end of their EXCITE participation (p<.
008). The shape of this data over time is convex, indicated the
scores peaked near the middle of the project when perceptions of
the support for implementing the project were highest. Teacher
efficacy beliefs were significantly enhanced (P<. 02) as were
the self efficacy sub-factor beliefs (p<. 003). The shape of the
efficacy data is linear, showing that teacher's continued to
become more confident in their ability to be effective EHSIC

teachers throughout the project. The beliefs about the classroom
learning environment were also significantly enhanced (p<.05),
as were the personal relevance sub-construct beliefs (p<.04).
The shape of this data is concave, indicating that the teachers
held more positive beliefs at the beginning and end of the
project than during the middle, suggesting that beliefs about
the learning environment are moderated by difficulties in
implementing complex change. The reported use of instructional
strategies also changed significantly throughout the course of
the project (p<.04) relating to the reported use of reform-based
teaching strategies (p<.02). Represented by a linear increase,
teachers more frequently used reform-based best practices
throughout the course of their participation. Classroom
observations provided evidence to the reported use of these best
practices.
Table I.
EXCITE
Measure
Context
Belief
Teacher
Efficacy
Learning
Environme
nt

Instructi
onal
Strategie
s

Changes in Teacher Beliefs During Participation in
Enabling
Likelihood

Change
N
Y

Overall
Outcome
Self

N
N
Y

Overall
Personal
Relevance
Scientific
Uncertainty
Critical Voice
Student
Autonomy
Subjective Norm
Overall
Traditional
Reform
Overall

P

Shape
Convex

Y
Y

0.00
8
0.00
3
0.02
0.04

N

-

-

N
N

-

-

N
Y
N
Y
Y

0.05
0.02
0.04

Concave
Linear +
Linear +

Linear +
??
Concave

Teacher interview data examining teacher beliefs regarding
the implementation of PBL and EHS in the classroom indicate that
the teachers believe strongly in the use of both PBL and EHS as
an integrative context for learning, yet several barriers were
revealed that made them difficult to integrate within the

existing curriculum. Such barriers included: an adherence to the
traditional curriculum, pressures to teach to the test (and a
distrust that the test actually measures problem-solving,
critical thinking or environmental health content), difficulty
in working as a teaching team and uncertain social support.
Interestingly, all of the barriers seemed to be related to the
culture of teaching itself and as a result, the PBL and EHS
ideas were often viewed as “add-ons” to an already over-crowded
curriculum, despite the program goal of infusing PBL and EHS as
integrating contexts to enrich the existing curricula. Teachers
identified the support from the principal, students and the
university, as well as an unexpected peer support, to be strong
enablers of the reform. Other enablers included regular team
planning time, flexible scheduling and access to technology.
Teachers revealed that after undergoing the EXCITE professional
development experience, they were very confident in their
ability to develop and implement an interdisciplinary unit in
the future and that the task would be almost automatic.
Summary
Together, these data provide evidence that using
environmental science as an integrative context for learning can
indeed foster positive outcomes for both students and teachers.
Our findings are well-aligned with the body of research on
integrated curricula indicate that, among other positive
outcomes, students immersed with various types of integrative
curricula perform as well or better on achievement tests than
students experiences traditional separate-subject curricula
(Lieberman and Hoody, 1998). Due at least in part to this body
of knowledge, a surge in the use of integrated curricula and
interdisciplinary teaching practices took place in the late
1980’s through the early 2000’s. However, the integrated
curriculum faces new challenges today. Prevalent and significant
educational budget cuts at the national, state and local levels
often dictate that school organization structures must be
fiscally “lean”. As such, many schools are increasing class
size, laying off teachers and aborting interdisciplinary
structures such as shared planning time, teaming and flexible
schedules. Although a single teacher can teach integrated
curricula in a single classroom, barriers such as these will
certainly impede the movement towards integration. Moreover,
current national and state education standards spell out rather
discrete knowledge and skills to be mastered in each subject
area. Many teachers and school administrators, knowing that
integration provides a mechanism for coordinating these
standards into meaningful instructional events, struggle with

the onerous task of finding ways to integrate these subjectspecific standards via interdisciplinary units. Although our
project is complex and multifaceted, and the integrative nature
of the project is hard to isolate, we believe these findings
contributing to making the case for the integrated curriculum
through the lens of a problem-based learning curricula framed by
relevant environmental health science issues.
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Emerging Visions of a Scholarship of Teaching Within Varied Learning Environments:
Phase II
Work-in-Progress Report
Everyone takes the limits of his [her] own vision for the limits of the world.
--Arthur Schopenhauer (1788-1860)
During the 1990s, a number of educator-scholars sought to articulate a scholarship of teaching
that would support education as a discipline with strong ethos and teaching as a vocation of
critical value. Their endeavors served education and educators well. Yet, educators (and others)
have raised questions about the limitations and boundaries established by the literature
associated with a scholarship of teaching (Hutchings & Shulman, 1999). In an effort to
contribute to evolving understandings and practices of a scholarship of teaching, the following
research objectives were formulated:
(1) investigate limitations and boundaries by probing prior conceptualizations of and programs
for a scholarship of teaching (please review the annotated bibliography with author
commentary at the end of the report),
(2) gather current practices of scholarship in teaching by implementing a method of narrative
inquiry and on-line survey,
(3) suggest new directions for a scholarship of teaching by re-presenting and synthesizing
current practices of scholarship in education.
This work-in-progress report represents the second phase of a research project in progress.
Building on a pilot study, this inquiry contributes notes gathered from additional environments
including trainers, K-12 faculty, and online learning environments.
Narrative Inquiry
Clandinin and Connelly (2000) described the primary characteristics of the narrative inquiry
methodology as follows: "It is a collaboration between researcher and participants, over time, in
a place or series of places, and in social interaction with milieus" (p. 20). Pure narrative inquiry
encourages the researcher to step into the stories of participants through situated observation,
discourse, and involvement. Our research methodology adapted this approach by stepping into
storied discourse through one-on-one interviews, written response to open questions, and focus
groups anchored to instructional milieus. The inquirers participated in a constructivist sense,
i.e., building commentary and synthesizing narrative elements while in the social event. In other
words we interactively gathered and discussed personalized stories about teaching, learning,
scholarship from diverse educators. Notes from the interactions were subsequently compiled and
examined for relationships. In addition we considered each encounter as an opportunity for
constructing a focused 'event' narrative to be compared and analyzed for patterns and insights
about the practice of a scholarship of teaching.
Phase II Participants
Research participants included independent teacher-scholars (piano and violin instructors),
cross-disciplinary faculty from Alverno College (Professional Communication, Chemistry,

Nursing, along with Computer Science) and California State University San Marcos, along with
Corporate Trainers affiliated with the Johnson Controls, Inc. located in Milwaukee Wisconsin as
well as K-16 educators responsible for online delivery of instruction.
Perspectives Set
A scholarship of teaching may be experienced as
• expert oral immediacy
• embodied and organic
• applied learning
• recursive pragmatism
• narrowcasting and broadcasting
Focus on Scholarship within an Online Environment
One component of this study investigates current notions of scholarship and teaching in situated
and unprecedented learning environments. As we make increased use of videoconferencing and
web-based courseware, what attention is being given to the identification of scholarship of
teaching in a web-based environment? We identified the need to explore evolving
interpretations and perceptions of the scholarship of teaching when conceptualized as the
practical, intellectual, and critical work done by online instructors that facilitates student learning
towards significant educational goals. A pilot study was implemented with a small group (n=10)
of faculty responsible for online delivery of instruction. Participants represented a variety of
disciplines, were geographically distributed, and constituted a convenience sampling of
instructors who have taught or are teaching within a web-based environment. What we hoped to
achieve was the following: 1) develop a method for collecting stories using a process and
environment already familiar to the participants. 2) Pilot the online instrument with a narrow
group of participants 3) outline a number of suggestions through which the online narrative
process may be further revised or refined. An online instrument was designed to solicit
reflective responses to the following questions:
Section One: How do you view your role as teacher?
Section Two: Describe how you view your role as a scholar.
Section Three A: How long have you taught in a web-based environment?
0 to 6 months
6 months to 1 year
1 to 2 years
2 to 3 years
4 to 6 years
More than 6 years
Other
Section Three B: What courses do you teach using a web-based environment?
We have collected the data. Preliminary findings are beginning to be assessed and a list of
suggestions will be developed. One will most certainly include the refinement of the online data
collection tool. The online tool imposed unintended restrictions that we will need to overcome.
Participants were restricted in the quantity of characters in each of their responses. They did not

receive a confirmation of their participation. New online strategies are evolving for generating
reflective narrative. Our next approach may well utilize the system of Blogging.
Some patterns are emerging in the evidence provided though the collected narratives. Similar
traits and epistemologies are evolving. We look forward to sharing a close look at this soon.
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Key to being a scholarly teacher is making research public
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the process of learning
Scholarship of engagement (application) – connecting the work of the academic to
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Scholarship of integration – using models, theories, etc from one field to address a
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Current academic culture impedes experimentation and innovation
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teaching advocated by Shulman; Chew disagrees as a cognitive psychologist
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Classrooms as sites for systematic inquiry. Documenting and sharing experiences in
the classroom – new concepts
Who owns what happens in the classroom?
Getting permission to share student work – are they research subjects or
collaborators? If you treat them as subjects, are they given objective choice regarding
whether to participate without thinking their grades may be compromised if they
don’t? IF you treat them as collaborators, should they be recognized for their work?
Should IRB approval be necessary for this type of research? Do IRBs understand this
type of research in order to make judgement calls about it?
Federal policy that this type of research may be exempt, but IRB must declare it
exempt. “Work conducted in established or commonly accepted educational settings,
involving normal educational practices including studies of the effectiveness of or the
comparison among instructional techniques, curricula, or classroom management
methods.” (p. 30)
Public vs private debate – are teacher/student transactions private or public?
Especially when looking at electronic classrooms and collaborative learning
communities.

Hutchings, P. and Schulman, L. S., (1999, September/October). The scholarship of teaching:
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Infrastructure to support scholarship of learning is emerging – teaching academies,
web-based resources, forums for taking ideas public
Distinction between excellent teaching and scholarship of teaching
Good teaching is everyone’s job. B.) Scholarly teaching includes reflection on
practice, assessment methods, informed by current research on teaching, invites peer
review and collaboration. C.) scholarship includes Schulman’s three attributes:
community property – going public with your ideas, inviting peer critique, and
presenting ideas in a form that others can use and build on
“Going meta” – (I’ve now seen this phrase in multiple articles)
scholarship of teaching is “the mechanism through which the profession of teaching
itself advances…” (p. 14)

Kraft, R. G. (2000, May/June). Teaching excellence and the inner life of faculty. Change, 32(3),
48-52. Downloaded November 8, 2004, from
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•

Talks about different methods of SoTL: from documenting examples of approaches
that worked well in the classroom to share with others to qualitative and/or
quantitative assessments of a change in practice, to writing essays for publication to
studies comparing changing teaching approaches with changes in student learning
over time.

Poindexter, S. (2003, January/February). The case for holistic learning. Change, 35(1), 24-30.
Downloaded November 8, 2004, from
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1099964534/share3/pqimage/vault2/20041108201213138/10077550/out.pdf
•
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•
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The millennial generation (born 1982 or later) is entering the picture. These kids are
technology saavy, collaborative, multi-tasking, everything on-demand
External influence: college enrollment going down, competitive pressure increasing
to get students in the door.
Time right for taking a more holistic approach that blends many teaching strategies:
lecture, collaboration, active learning, service learning, internet use, etc
Institutions need to keep up with this need to innovate through recognizing the
willingness to innovate through contracts, promotions, etc.

Rosenzweig, R. (1999, February). The scholarship of teaching: Two suggestions and one
caution. Inventio online journal. Downloaded November 8, 2004, from
http://www.doiiit.gmu.edu/Archives/feb98/
royros.htm
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How teaching is done, how teaching works, and what good teaching looks like
Connecting to others working in related fields (peer review)
Make teaching more public
Scholarship of teaching requires methods beyond the focus of your discipline

Shuhlman, L. S. (1999, July/August). Taking learning seriously. Change, 31(4), 11-17.
Downloaded November 8, 2004, from
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“Profess” – acknowledge expertise in the interest of nurturing the development of
others, be professional, “professor”

•
•

•
•
•
•
•

Learning as dual process – connect with what the learner already knows (inside-out),
apply prior knowledge to new experiences and ideas (inside-out)
Evidence of learning not going well: Amnesia (forgetting what you’ve learned);
Fantasia (being confident that your misunderstanding is right)…dangerous since new
learning rests on that old learning that’s wrong; Inertia (can’t synthesize or apply
ideas, can only repeat ideas as facts); Nostalgia (best way to fix an educational
problem is the way you were taught in when you were at that point)
Need research of practice to overcome; At the heart of “profession” is using your own
practice as the research problem
Research can adapt to variation in discipline, educational purposes, level of
schooling, student background.
Wisdom of practice – anticipating and dealing with the uncertainties of teaching
Attributes of scholarship: public (community property), critical review by peers, and
others have access to it to build on it and adapt it, etc
We depend on others’ scholarship to build our own scholarship – reference lists,
literature reviews

Sliva, M. C. (1999, February). The scholarship of teaching as science and as art. Inventio online
journal 1(1). Downloaded November 8, 2004, from
http://www.doiiit.gmu.edu/Archives/feb98/msilva.htm
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Wisdom vs knowledge
What: knowing what to teach is a matter of wisdom
How: transformation of knowledge into an empowering learning environment
Multiple definitions of scholarship of teaching (Carnegie Foundations vs Silvas)

Walsh, D. C. (1999 July/August). The academic calling: Creating spaces for spirit. Change,
31(4), 18-23. Downloaded November, 8, 2004, from
http://proquest.umi.com/pdf/208e2bc99449bc15eec0e2a
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Zlotkowski, E. (2001, January/February). Mapping new terrain: Service-learning across the
disciplines. Change, 33(1), 24-33. Downloaded November 8, 2004, from
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59177368476160c3dfe9c7f142e/1100008553/share1/pqimage/vault2/2004110908255221
3/10658798/out.pdf
•
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Service-learning tied to deeper understanding of the learning process and
implementation strategies that lead to cross-disciplinary collaboration
subset of experiential learning, supplement to traditional methods of teaching,
redefines an instructor’s understanding of context when seen in the real world
Problem-solving grows from real-life experiences in work and community…using the
real environment, not just a classroom

•
•
•

Teachers are afraid to include real-world experience because it could easily move
beyond a teachers’ realm of expertise and challenge a teacher’s authority.
Link to business learning organizations – The Fifth Discipline by Peter Senge, design
is fundamentally important to an organization as it is for teaching
Link to motivation – increases relevance by involving students in an issue; increases
sense of ownership in the issue; satisfies student need to do something tangible;
opportunity for community service; shows that knowledge is useful in the real world

Jennifer’s Commentary
I see a distinct connection to the type of research that scholarship of teaching is with the action
research that Alverno teaches to its students…in essence getting students ready to do this when
they graduate.
I draw another parallel to my work in instructional design. Because in the corporate world we
have to justify our existence, we need to constantly reflect on our practice and methods, evaluate
whether they are working, make changes to help students transfer learning to the job more
quickly and easily. However, in a corporate setting, we don’t teach in isolation. We have this
thing called the work environment that can compliment or all too often get in the way of us
performing our job successfully.
The need for change in approaches is evident in both the educational setting and the business
setting. In business, we are seeing the same thing with younger generations of workers coming in
who are technology saavy, serious multi-taskers, have everything on-demand kind of people.
They learn in different ways than our traditional older workforce.
There is a distinct parallel in what we do, designing and implementing learning. In the education
setting there is a much longer timeframe. In business, those experiences come in short bursts (a
couple hours to a couple weeks) and are often expected to accomplish as much as some
education classes do over a semester’s timeframe. There is a person on the other end of the
learner, the manager, expecting to see a change when the learner returns to work.
There are added pressures from the management and work environment for a business learner
and a teacher in the business world.
Teaching approaches can have radically different outcomes based the work context, culture, and
environment, at different places of business.
The term scholarship is very misleading in a business situation. I also read that in a few of the
articles I reviewed based in the higher ed environment. In business, as we heard in the interview
we did, many people think scholarship has to do with schooling. Many people in the business
environment don’t want to have anything to do with going back to school, but they would
probably welcome improving their practice of teaching, designing (whatever it is they do) in a
practical way.
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ABSTRACT

This study compared the content of United States and American Literature textbooks
adopted in Florida in 1991 and 2003 to determine any change in the inclusion of
multiculturalism, as a response to public policy. Since Florida is a key adoption state,
textbooks adopted would probably be reflective of national developments. To determine
effects of public policy on literary selections appearing in high school United States and
American literature textbooks, a variety of strategies was employed. Literary selections
for each textbook and each adoption year were categorized by race and/or ethnicity and
gender of the author, and genre of selections. In addition, content checklists based on
character demographics and scholarship about multicultural literature were applied to all
literary selections written by non-White authors appearing in both adoption years. Intrarater reliability of the recorder was found to be .92. The most frequently anthologized
literary selections written by non-White authors were analyzed for emergent themes.
Findings indicate a change in the content of high school United States and American
literature textbooks with respect to multiculturalism: a greater percentage of non-White
authors and female authors appear in the 2003 adoption year. However, when genre of
selections is considered, in both adoption years non-White authors and female authors
were under-represented in the genres of short stories and plays, which are the longer
selections. When non-White authors were added to the canon in 2003 it was most often in
the genre of nonfiction where they were over-represented. In addition, with respect to
character demographics and multicultural content, selections by non-White authors
showed little change from 1991 to 2003. Finally, little change has occurred in themes of

most frequently anthologized literary selections written by non-White authors from 1991
to 2003. Recommendations include improving content of United States and American
literature anthologies to include non-White and female authors in longer selections and a
better range of genres. An implication of this study is that when genre and themes are
considered, the high school United States and American literature canon remains
traditional and largely unaffected by multiculturalism in spite of public policy.
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Abstract
This paper compares three approaches used for teaching the culture of an
international city (Vienna) for non-natives: (1) as a course in the target culture,
(2) as a classroom course in a university classroom in the USA; and (3) as an
online course combined with a one-week study tour. Culture learning, like
language learning, requires a task-based and cooperative learning approach
(Tomalin & Stempleski, 1993:9). It needs to be learner-centered and to
incorporate independent learning strategies. Immersion in the target culture
provides immediacy of materials and artifacts, whereas being back in the US
demands more use of Internet resources and realia as a means to gain a deeper
sense of the culture for college students. We will present the experience with
international students in the target culture, with American teachers taking an
online course, and with American students in the US.

Which method of learning about the culture of an historic foreign city like Vienna,
Austria is most effective and desirable: By living there, by studying it in a university
classroom in the U.S.A., or by using a high tech combination of online learning and
short-term study tour? This paper summarizes the impression of instructors who have
organized and led courses in these three formats.
All three courses were conducted at Webster University, a multicampus, international
university based in St. Louis, Missouri, USA. Among its 100 campuses, one in Vienna,
Austria is a residential campus that attracts a diverse enrollment of undergraduate and
graduate students from Europe, Africa, Asia, and North America. The course that
combined online learning and short term study tour to Vienna could attract students from
any location to Vienna for a week without becoming a resident in Vienna. Of the three
class formats discussed, the study of Vienna culture from a classroom at Webster’s home
campus may be the most “virtual” experience.
I.

Culture of ‘Fin-de-siecle’ Vienna on site

The course in Vienna at Webster University’s Vienna campus was arranged in a 4-week
format with two 4-hour meetings per week that allowed for field trips to a relevant site
each week. The language of instruction was English since many nationalities were
1

represented in the group, including India, Syria, Romania, the U.S., Saudi Arabia and
Russia, etc. Many of the students lived in Vienna and were motivated to learn more about
the history of their adopted home. The group achieved their goal of general knowledge
and a more intensive research project with a task-based and cooperative learning
approach. Readings were required for each week about the art, architecture, literature,
music, café culture, psychology and philosophy of turn-of-the-century Vienna, including
presentation of one scene from a play we would attend. The students led discussion by
presenting information about one aspect of the topics once per week, and were required
to lead an art/architectural tour of Vienna’s ‘Ring’ boulevard by each presenting on a
different building. Written work included the personal essay, an art form almost perfected
by the literati of the era, two written exams and a final project presented to the class about
an aspect of culture that we had not covered in class. Students were enthusiastic about
participation and about gathering information for their final power-point presentation.
They were especially enthusiastic about a visit from a guest professor at the Wittgenstein
house, and of the American on-line class during their study tour, in which the resident
students discussed their perceptions of culture in Vienna.
II.

Culture of ‘Fin-de-siecle’ Vienna at a US campus

In St. Louis we achieved a task-based and cooperative learning approach with a small
group of American students in an 8-week format in the evening. Along with the required
readings and leading discussions on art, architecture, literature, music, café culture,
psychology, political leaders and philosophy of turn-of-the-century Vienna, we simulated
an immersion for the duration of the class periods with student presentations on the
culture and with German instruction. Students watched three films about Viennese
architecture, social history and modern-day culture. For this course writing and learning
German were emphasized, and by the end of the course they were able to engage in a
very simple conversation, order at a café and pay the bill. Students particularly enjoyed
the German instruction and research on an aspect of the culture that they found
interesting and presented findings as a power point presentation on a topic we had not
discussed in class.
III.

Culture acquisition on-line with an on-site tour

As co-instructor for this online course for educators, I organized the on-site portion and
the research topics for the city. The first two weeks were on-line as a preparation for the
tour, including course readings and movies set in Vienna or about Vienna, such as The
Third Man (1949) and Before Sunrise (1995). We spent the third week in Vienna as a
group, learning about the transit system and taking tours of museums, the homes of Freud
and Wittgenstein, and cemeteries and crypts to learn about history as well as a Viennese
obsession with death and dying. Participants reported on their research on historical
figures and monuments on location. We included a day trip by train to the Mauthausen
Concentration Camp. Participants reported on their research on historical figures and
monuments on location. Weeks four through seven involved completion of course
projects and sharing of travel journals. Class members created multimedia presentations,
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including videos and Powerpoint presentations about their experiences in Vienna to use
in their classrooms.
IV. Issues and Lessons Learned
The course design was different for each course, but all used the task-based and
cooperative learning approach, were learner centered and incorporated independent
learning strategies. (1) The classroom course in Vienna required more effort planning
tours, assignments and guest speakers than the classroom course in St. Louis, where we
were limited by our location, and more effort was required to simulate the city’s
atmosphere. (2) In St. Louis language instruction was very important and positively
evaluated, especially that the knowledge was practical and to be used in cafés. The
students felt prepared for an on site experience. (3)The online course was designed, for
professional educators (elementary, secondary and higher education) and with a multimedia component, ideally to be used later in the participants’ classrooms. Multiple weeks
online before travel resulted in class members experiencing greater depth when visiting
the tour locations. Multimedia materials (movies, video clips, instructor or student
productions) could be streamed or archived on the online course for viewing at the
students’ convenience.
V. Conclusions
Culture courses are of ever more importance in our age of global partnerships and
businesses, so that cultural competency may be introduced as an important and thoughtprovoking part of preparation for life after college. Participants in all of these courses
acquired some cultural competency as a result of the requirement that they lead
discussions and carry out their own research. The advantage of being in the country about
which one is learning cannot be argued, but much can be accomplished with use of the
Internet and guided research from a distant location such in the U.S. classroom. The
online course provided the most effective use of technology and ability to incorporate
technology in a centralized format easily available to students who have access to
computers and viewing/listening technology.
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Abstract
There is an urgent need for leaders with global competencies and perspectives.
But there exists serious deficiencies in the preparation of global leaders. The
responsibility of developing the leaders with global competence has moved beyond the
organizational boundary and extended to the educational programs. Intercultural
competence is the key prerequisite for global competence, and therefore, the education of
global leaders cannot be fulfilled without cross-cultural learning.
Leadership learning process has been criticized for being too theoretical. There is
a growing demand for shifting focus from the traditional didactic or lecture based
approach to a more experiential or practical approach. Experiential learning approach has
gained more attention from the global leadership programs. Designing an experiential
learning module for global leadership development has been challenging for many
schools. This study attempts to examine how experiential learning contributes to the
development of global leadership competencies that can ultimately drive the student to
becoming leaders with global and intercultural acumen. The study draws from the
reflections of the doctoral students in Organizational Leadership who participated in a
global experiential learning program. The outcome of this qualitative research would be a
valuable contribution for the increasingly curious scholarly community concerned about
the potency of experiential learning and development approach in global leadership and
international business education. This research should also provide useful feedback to the
Intercultural Policy Experience course in Pepperdine as well as many other similar
programs around the world and make such programs more proliferate in the future.
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Introduction
Rapid globalization propels the crave for global leaders (Caligiuri & Santo, 2001;
Morrison, 2000; Suutari, 2002; Suutari, Raharjo, & Riikila, 2002). The changing business
landscape emanated from growing globalization and increasing internationalization has
created a necessity of developing leaders with global competencies. Even though using
competency approach with global leadership is a relatively recent conjuncture, it has
become a common approach (Suutari, 2002). In fact, various schools of thoughts in
leadership development articulate that competencies of global leaders should be
identified and further cultivated to build bench strength effectively (Brake, 1997;
Suutari, 2002). As the exigency of competent global leaders is being realized with a
greater significance, it is becoming alarmingly apparent that there is a shortage of such
leaders in the industry (Jokinen, 2005; Conner, 2000; Alon & Higgins, 2005). The
challenge has not only been recognized by the industry, but such responsibility has also
been passed on to the educational programs, which persuaded leadership and business
education programs to accentuate on preparing leaders with adequate global
competencies (Cant, 2004). The dynamic nature of global business platform has made it
difficult to precisely determine what leadership competencies need to effectively address
the emerging challenges and opportunities. While the concept of global leadership
missing consensus of a concise definition, or adequate identification criteria (Jokinen,
2005), the notion of intercultural competence in the context of global leadership studies
has drawn significant attention in recent times as there are considerable cultural
variations across the globe (Morrison, 2000; Suutari et al., 2002) and efficacious
convergence of different cultures requires the leaders to possess cogent cultural
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competencies (Suutari et al., 2002). Stumpf, Watson, & Rustogi (1994) opined that global
leaders lead by managing diversity and by establishing an organizational culture that
transcends all cultural differences.
While the need for global business leaders has never been so urgent, there is a
growing urge for leadership education to focus on preparing leaders for the global
business environment rather than merely concentrating on the domestic market. Any
global leadership development process will be incomplete without intercultural learning
as the leaders need to learn to work with different country nationals, and with difference
belief and value systems (Oh, 2004). While the leadership programs take initiative to
redesign their curriculum to address the challenges for global leadership development,
selection of relevant competencies creates greater disagreements (Suutari, 2002). There is
also a growing debate about the learning process. Learning has been classified into two
major categories: didactic and experiential (Graf, 2004; Karim, 2003). Didactic learning
process is a traditional approach of acquirement that involves lecture or discussion
methods, in which similarities and differences among the respective cultures are
presented while the experiential learning process, also known as active learning (Allen &
Young, 1997) involves erudition through practical experience. Popper (2005) mentioned
another type of learning, which is based on observation of others’ behaviors. He defined
such learning as vicarious learning and asserted that such learning has been very useful
for leadership development as “it expands the opportunities for learning a broad range of
behaviors occurring in situations that are too complex to be created artificially for
learning purposes. (p. 67)” While various learning patterns evolve, the effectiveness of
existing leadership education remains questionable (Elmuti, Minnis, & Abebe, 2005).
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Effective remodeling of curriculum to design a better education model may not be
achievable unless such models are assessed properly.
This study examines the outcome of experiential learning approached by the
Doctoral Program in Organizational Leadership of Pepperdine University. The leadership
program curriculum entails a cultural exchange program involving international sojourn.
The purpose of the program is to institute global and cross-cultural competencies among
the students through experiential learning. The learning approach is quite exclusive and if
serves its purpose proficiently, it can significantly contribute to the movement for
developing global leaders. An assessment of the program can reveal its effectiveness, and
contribute to other leadership programs in their efforts to revamping their curriculum. In
light of the discussion, the study aims to answer to the following research questions:
1) How significant is intercultural competence for global leadership development
process?
2) What is the role of experiential learning such as international traveling in developing
intercultural competencies?
3) How did the international policy experience of Pepperdine EDOL students contribute
to the development of intercultural competence?
4) How have the experience contributed to make the students a better leader with global
knowledge?
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Intercultural Competence as a Rubric for Global leadership
In this era of rapid globalization, most scholars and practitioners share a common
philosophy that the cry for effective leadership for cross-cultural organizations is both
urgent and widespread (Manning, 2003). Gregersen, Morrison, & Black (1998) through
an empirical study found out that 85% of the Fortune 500 companies did not have an
adequate number of global leaders. Moreover, the study also revealed that 67% of those
companies considered that their existing leaders required additional skills and knowledge
before they meet or exceed needed capabilities. There is a sense of urgency that it is now
essential to place greater importance on the skills needed to work collaboratively and
effectively in a multicultural world (Berger, 1998). Sapp (2004) opined that expeditive
globalization and augmenting global markets make it increasingly necessary for future
leaders to develop skills that can help them succeed in multinational and cross-cultural
settings. Evidently, increasing globalization has underlined the necessity for amplifying
U.S. competitiveness in the global economy and at the same time there is an in
apprehension in the greater amplitude that foreign trade and ethnic diversity should be
integrated into the leadership development process (Duke, 2000). Leading across cultural
differences requires specific interpersonal attitudes and skills, as well as technical and
organizational knowledge, as recognized by many global and diversity leadership training
programs (DiStefano & Maznevski, 2000).
Matveev & Milter (2004) and Duke (2000) conceived that developing leaders
with intercultural competencies could be a winning mechanism in the global competition.
Tung & Miller (1990) postulated that American corporations will continue to be
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restrained if international perspective is not amalgamated in the human resources
management policies.

Intercultural Competencies Propagated by Experiential Learning
Intercultural competence or competency is a development process, which can be
successfully cultivated through cross-cultural training (Lobel, 1990; Lievens, Harris,
Keer, & Bisqueret, 2003; Karim, 2003). By examining 29 empirical studies, Black and
Mendenhall (1990) revealed that cross-cultural training had a strong positive impact on
the trainees’ self-confidence, interpersonal relations and perceptions of host culture (as
cited in Lievens et al., 2003). Although the intercultural training has proven to be
salubrious, its success largely depends on effective design of training programs (Graf,
2004).
Current trend of globalization has resulted in increasing the need of understanding
the nature of work-related adult education programs crossing national boundaries and has
affected those who are responsible for developing international learning activities
(Chang, 2004). Nancy, Prenshaw, & Straughan (1999) found out that many of the
approaches of internationalization process proved to be ineffective. Hofstede (1993)
stated that the majority of U.S. management theories contain a number of idiosyncrasies
not necessarily shared by management elsewhere. House & Aditya (1997) mentioned that
almost all of the prevailing theories of leadership and about 98% of empirical evidence at
hand are distinctly American in character. Citing Schuster et al. (1998), Duke (2000)
suggested that although many creative education programs are being approached to
develop global leaders with cross cultural knowledge, for learning to occur to the utmost
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level, there is a definite significance of direct experience. Elmuti et al. (2005) argued that
current leadership curriculum is mostly limited to theoretical and conceptual training.
A widely accepted notion of cultivating and consummating intercultural education
process is out-of-class activities in which a student undertakes educational sojourn, better
known as international study trips (Langley & Breese, 2005). Such programs offer
students a variety of benefits including more open minded attitudes, broader frame of
reference, and a better understanding of travel, history, geography, culture, people and
international business practices (Helms, Mayo, & Baxter, 2003). Allen & Young (1997)
labeled such education process as “active learning.” Duke (2000) expressed similar
viewpoint defined this form of education as “alternative study” while Richards & Ross
(2004) used the term “flexible learning.” Popper (2005) defined this type of learning as
“experiential,” where experiences that go beyond the textbooks and classrooms and
address real life issues are considered as the key to learning process (Lester, Tomovick,
Wells, Flunker, & Kickul, 2005).
However, as the pressure to include experiential learning in leadership education
is mounting, only a few studies have been pursued to capture the effect of such
educational approach on intercultural learning (Langley & Breese, 2005). But the few
available studies do show encouraging outcome of cultural exchange experiences in
developing cross-cultural competencies. Allen & Young (1997) conducted a study on the
faculty members and the students of Daniel College of Business at University of Denver
after they came back from a study trip from Mexico. They noticed greater satisfaction
among the students from the experiential learning. They presented excerpts from a
faculty member who articulated that students learned more from the trip than all the
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lectures and presentations combined. Waxin & Panaccio (2005) stated that international
experience facilitates cross-cultural adjustment at individual, organizational, and
contextual level. Robertson & Webber (2000) elucidated that there is a twofold
repercussion of cross-cultural experience for the students: first, in-depth reflection by
students on their personal educational contexts is enhanced through examination of other
educational contexts, both locally and internationally. Second, the breaking of boundaries
between theory and practice, between university professors and students, between two
nations, and between self and others, can foster the development of critically inquiring
leaders who may not only have more questions than answers, but, more importantly,
know that there are still more questions to ask (p. 329). Citing Spradley (1980), Langley
& Breese (2005) suggested that each student in an international cultural experience
process is an ethnographer who acts as both observer and participant. Thus, the student
has the opportunity to acquire empirical evidence that teaches him or her about the host
culture. Langley & Breese further stated that experience “foster further learning about a
culture and move on to encourage an understanding of that culture, the end product of
effective enculturation” (p. 314). Helms et al. (2003) quoted from an article published in
Chronicle of Higher Education in 2001 and stated that travel aboard programs have
gained new academic significance as growing number of Americans consider that such
programs provide ‘distinctive learning’ opportunities that are not attainable otherwise,
and direct experience of new cultures obtained from such experience prepare them for
careers in a global economy. Through an empirical research, Nancy et al. (1999) found
out that students who participated in study aboard programs expressed their educational
experience to be very positive, while being fun and practical. One participant considered
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his six weeks of international experience to be more valuable than any one year on
campus learning.
Although most of the intercultural training and development studies consistently
highlighted the issues corresponding expatriates (Hutchings, 2003), creative leadership
education programs are increasingly being designed and implemented to develop
intercultural competencies (Duke, 2000). Through earlier discussion it has been exhibited
that cross cultural training and development method is shifting from the traditional
didactic or lecture based approach to a more experiential or practical approach. Karim
(2003) stated that a combination of both approaches seems to be the most effective
training and development approach while experiential approach is gaining more focus in
the recent times (Helms et. al., 2003).

Indulging in Global Experience for Intercultural Learning
Pepperdine University’s Doctorate Program in Organizational Leadership, offered
through the Graduate School of Education and Psychology, groom the students to evolve
as effective leaders. The program curriculum comprises didactic learning, servicelearning (Lester et al., 2005) some distinctive experiential learning approaches. Students
receive training to ameliorate leadership competencies in legal, ethical, political,
economic, educational, behavioral as well as global aspects. In its effort to diffuse and
elevate understanding of the conceptions of global leadership, the curriculum includes a
mandatory cultural exchange program, in which students travel to a foreign country to
experience global businesses across cultural diversity and different socio-economic
conditions. It is anticipated that the students gain pragmatic learning opportunities from
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the experience and develop explicit understanding of cross-cultural aspects. In order to
capacitate the cultural exchange program, Pepperdine University has constituted
collaboration with the University of Monterrey (UDeM) in Mexico. As part of the accord,
a group of doctoral students in Organizational Leadership and a group of UdeM students
earning their Master’s degree Organization Development join together for a 4 day visit
that incorporate intercultural and global leadership experiences. UdeM students arrange
for visits to organizations from various sectors. In between visits, visiting students
participate in intercultural activities with local students.
The international experience was designed to help students to achieve several
purposes. First, train the students to develop a global perspectives and agenda. Second,
Mexico is among the top three trading partners of the United States (The heritage
foundation, 2005), and there is also an increasing Latino population within the United
States (Editor, 2005). The program aims to prepare the students to recognize the
competencies of Mexican leaders, and to discern the elements of organizational culture
and local culture of Mexico. Third, the program aims to develop greater personal
awareness. The students are expected to be able to amend any preconceived notion or
misconception about foreign nations. Furthermore, by experiencing other culture the
students are expected to be able to develop greater awareness about their own culture.
Fourth, by meeting the foreign leaders and learning from their experiences, the students
are expected to overcome any skepticism and ambiguity about issues pertaining to global
businesses. Moreover, the elimination of the negative conceptions supposedly free up
their mind for global thinking. In a nutshell, the cultural exchange program seeks to
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prepare students emerge as effective leaders through experiential learning by insinuating
their competencies in global and cross cultural acumen.
In summer of 2005, twelve students from the Masters Program in Organization
Development of Universidad de Monterrey (UDeM) hosted twenty students from
Pepperdine University’s Organizational Leadership Doctoral Program for 4 nights and 4
days in Monterrey, Mexico. Divided into four groups led by faculty advisors, the students
visited companies within Mexico’s Health care, Education, Non-profit, and For-profit
sectors. Each group visited one organization from each sector and participated in
interviews with the leaders. The purpose of interviews was to engage in dialogues so that
the students can acquire understanding about the leadership aspects through the
experiences and perspectives shared by the leaders. The students approached the
interviews with scripted as well as out-of-box questions about diversity, cultural,
environmental and global issues pertaining to the organizations the interviewees were
leading. They also had an opportunity to observe the cultural aspects within the
organizational settings and gather apperception about the cultural issues that led the
leaders to learn and practice certain competencies that may not be common in the United
States.
The learning process also involved exchange of information about the sociocultural aspects between the two groups of students. The students made approach to
obtain local cultural information through interaction with the members of local
communities. The scope of such interaction came through social activities often arranged
by their Mexican counterparts, and would partake in activities such as dining in local
restaurants, night club events, sightseeing, and shopping. Individual observations by the
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students were synthesized by their corresponding groups in an attempt to articulate a
comprehensive understanding. At the end of each day the groups then gathered to debrief
and share what each other had learned. Various exercises were devised by the instructors
(skits, short presentations by each of the groups) to facilitate the sharing of the
experiences and knowledge gained by the students.

Contribution of Experiential Learning in Diffusing Global and Intercultural
Competencies
Upon completion of the cultural exchange experience, each student from both
Pepperdine and UDeM was invited to write a reflection paper to contemplate and divulge
their experiences. The call was responded by 27 individuals and the reflections were
posted on a website after “neutralizing” the identifiable facts to ensure the confidentiality
of the students, the organizations and any other individual involved in the learning
process. Content analysis method was applied to examine the raw data and identify the
areas where the students considered that the trip had contributed significantly. The
analysis was pursued on the basis of the assumption by Alon & Higgins (2005) that
global leadership development efforts should focus on two sets of skills – first,
individuals skills in global aspects that have been labeled as global competencies; and
second, skills in the interpersonal conduct through emotional and cultural intelligence,
which have been labeled as intercultural competencies.
Global competencies of leaders differ from culture to culture (Morrison, 2000).
Therefore specific and generalizable global competencies have not been evolved.
However, Jokinen (2004) stated that it is crucial to identify the necessary competencies
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because a competency development effort cannot be undertaken without determining the
competencies. Jokinen made a thorough literature review and developed an integrated
framework with three levels of global leadership competencies. The first level is the
fundamental core competencies of global leadership consisting self-awareness,
engagement in personal transformation, and inquisitiveness, from which other
characteristics and skills can be built or developed. The second level consists of desired
mental characteristics involving optimism, self-regulation, social judgment skills,
empathy and cognitive skills. The third level consists of desired behavioral competencies
of global leaders involving social skills, networking skills, and knowledge.
Even though Jokinen divided the competencies in three levels, the mental and
behavioral competencies designated in the second and third levels appear to be the
extension of the fundamental competencies placed in the first level. Furthermore, as the
three levels are placed in a chronological order, the competencies in the second and third
level cannot be attained before cultivating the core competencies. Another argument was
raised by Caligiuri & Santo (2001) who concluded that global assignments aimed for
leadership cannot shape personality aspects of global competence, and both the second
and third level have several personal-aspect competencies. Considering such arguments,
the study makes attempt to learn how the cultural exchange program contributed to the
core or fundamental global competencies.
As mentioned earlier that the fundamental global leadership competencies consist
of self-awareness, engagement in personal transformation, and inquisitiveness. “Selfawareness means that a person has a deep understanding of his/her emotions, strengths
and weaknesses, needs and drives, sources of frustration and reactions to problem. (p.
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205)” This process occurs when one realizes clearly what they did not know in the past.
The insight drives the person under examination to search and come to know both of their
inadequacy and capability. “Engagement in personal transformation emphasizes the
proactive approach to learning and accepting responsibility for one’s own learning. It
stresses the importance of seeking opportunities to learn and being open to criticism. (p.
205)” This process occurs when one realizes that he or she must learn to open to change
and start the journey of personal leadership from an intercultural global perspective and
intercultural experiences. “Inquisitiveness means that curious global leader seek
knowledge and expertise beyond boundaries, and draw information from many sources in
many ways. (p.206)” This process occurs when one realizes that he or she must find new
knowledge to make improvement or spawn new ideas in the new intercultural
environment. Table 1 reveals the intercultural learning shared by at least five or more
participants.
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Table 1: Participants’ Summary of global competencies
Frequency of mention
Self Awareness – Realize qualities that one does not know
Global thinking
Who can do it better and cheaper? Need competitive advantage,
intellegent and creative
Aware of own root and own role
I am a foreigner, I have a language barrier, limited international
knowledge, enjoy the culture
Realize that we are all human beings
Enjoy the friendliness, the need for friends, need to have patience,
need to have love, should not stereotype
Must experience on my own
It is a personal journey, find out for yourself
Need passion and love
Need clear goals
Must have vision and strategy, need discipline, need to understand the
unknown
Should not resist change
Being naive
Must work in teams
Take ownership for one’s responsibility
Understand one’s weaknesses, must admit mistakes, must permit
mistakes
Engagement in Personal Transformation – Realize that one must learn to open to change
Appreciate the local community
People first; business leader second, should value relationships
understand the family structure and values
Ability to understand and accept others
Learn from others, recognize the contribution of women, have respect
Able to listen
Open to new ideas, ability to think outside of the box, listen to
customers and employees, learn from best practice
Have positive attitude
Be objective, be imaginative, be motivated by passion, inject
enthusiasm into others, have confidence
Self education
Renew motivation and spiritual energy
Being religious
Open to change
Participation and collaboration, be win win, forget about fear, look out
for opportunities, be a change agent, shaped by external challenge
Inquisitiveness – Realize that one must find new knowledge and spawn new ideas:
Women are important part of the work force
Management of women leadership, need diversity
Have a sense of innovation
Have a sense of entrepreneurialism, must take risk, make things
happen, find an identity
Globalization and job outsourcing,
Must adjust to world standard
Review infrastructures and natural resources
Human resources, industries, universities, benchmarking, master
planning, strategic planning in order to compete
People skills
Strengths, and capabilities, extensive use of training
Keen observation of surroundings
Extensive education for poor

6
7
13

7
7
14
11
10
6

12
7
10
8
9
10
6
7

6
8

6
6
8
13
7
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Intercultural competencies have traditionally been dissected with the help of
conceptual models (Abe & Wiseman, 1983). But in recent years, the cultural competency
model has appeared as a panacea (Yan & Wong, 2005). While numerous competency
models have emerged, an all-inclusive, generalizable model has not been constituted.
There are two fundamental arguments behind this predicament. First, accurate definition
of cultural competence remains questionable as concept remains rather abstract making
operationalization quite difficult (Yan & Wong, 2005). Second, cultural competence
model is a reflection of a particular experience directed to attain a particular objective
(Matveev & Milter, 2004). Suutari (2002) synthesized both the arguments and
proclaimed that the universal axiom of competencies is improbable as relevance of
competencies differs with task and organizations. Considering such notion, Lum (1999)
suggested that cultural competence can be assessed by a set of “behavioral outcomes that
are observable and measurable and demonstrate effective multicultural practice” (p. 174).
The responses of the participants were classified into five categories of global cultural
competencies compiled by Cant (2004). These five categories consist of cultural selfawareness, cultural consciousness, leading multicultural teams, negotiating across
cultures and global mindset. Culture self-awareness means that global leaders need to be
acquainted with their own culture. Cultural consciousness indicates that global leaders
need to develop consciousness and sensitivity towards other cultures. Leading
multicultural teams connote that global leaders needs to develop the ability lead people
from different cultures. Negotiating across cultures implies that the leader needs to be
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able to grasp the negotiating styles and approaches of other cultures. Global mindset
means that the leaders need to recognize the essence of globalization.
The rationalization behind using Cant’s approach to assort the findings is twofold.
First, it identified the essential global cultural competencies through extensive review of
literature. It elicits a comprehensive set of global cultural competencies. Second, it
codified the collection of competencies into five categories. Such categorization makes
the deciphering of intercultural competencies rather palpable. Table 2 reveals the
intercultural learning shared by at least five or more participants.
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Table 2: Participants’ Summary of intercultural experience
Frequency of mention
Cultural self-awareness
Changed perception about of own culture
Felt cultural awareness was expanded
Felt proud of my own culture

5
10
7

Cultural consciousness
Changed preconceived notion about other cultures
Changed Perspectives concerning Mexican culture
Acquired practical knowledge of Mexical socio-economic culture

14
11
15

Leading multicultural teams
Recognized leadership characteristics relevant for global context
Digested the leadership philosophies of the Mexican leaders
Amplified the perception and definition of leadership
Renewed perception of strong work ethics and sense of personal responsibility
Learned that the of religious beliefs and symbols are part of work environment
Learned about social fairness issue pertaining to diversity
Renewed the perception that it is important maintain a balance between life
and work
Recognized emotional intelligence aspects for global leadership
Negotiating across cultures (Knowing the rule of the game)
Realized the significance of teamwork and collaboration in global orientation
Experienced the Cross Cultural Issues and Anxieties
Developed awareness about cross-Cultural business collaboration
Realized that there is cognnitive bias in other cultures
Recognized that people regardless of culture have national pride
Global Mindset
Understanding of socio-economic scenario of other nations and changed
perception about poverty
Incresed global orientation and global outlook

23
10
8
7
6
6
5
5
20
17
6
6
7
8
8
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Outcome
Post-experience reflections indicate substantial attainments of factors pertaining
to global as well as intercultural competencies. One of the students wrote, “This
experience has enlightened me. I have a new respect for a neighboring culture, a desire to
experience other cultures and a deeper understanding of leadership.” Another student
commented that “This experience has helped me to become more culturally sensitive…
enhanced my learning experience and fostered a greater understanding the Mexican
culture, leadership, economic and political issues.” One reflection did not only capture
the learning aspects, but also underlines the validity of such experiences in a broader
educational context by implying that “It’s an experience that I would recommend to any
student at whatever level of their studies because it’ll enhance your perspective on the
globalism.” Coinciding with the perception of the colleague, another student insisted that
the experience extended “the opportunity to allow others to show you what you can’t
see...I consider it urgent to establish new school programs in order to develop the right
skill for a leader.”
The finding is consistent with the other relevant studies that demonstrate that an
experiential learning approach, even in a constrained time-frame can be extremely
effective in developing global and cross-cultural perspectives (Cant, 2004). The study
also reveals that such learning process helped cultivating the core global competencies
identified by Jokinen (2005) among the participants as they have evidently gone through
the stages of self-awareness, engagement in personal transformation and inquisitiveness.
After the sojourn, the students have embarked on a personal leadership journey to
internalize the three core competencies of global leadership. The planting of the core
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competencies should lay out the foundation for the students from which other
characteristics and explicit skills can be developed.
The study also finds that cross-cultural understanding was greatly augmented
through the experiential learning. Substantial intercultural learning was observed in each
category of Cant’s (2004) intercultural competence framework. The learning ameliorated
in the area of cultural self-awareness, cultural consciousness, leading multicultural teams,
negotiating across cultures and global mindset. Such progression appears to have
effectively contributed to the development of intercultural competencies among the
students. Development of intercultural competencies is a key precursor for successful
global leadership (Suutari et al., 2002). The study finds the experiential learning process
as a useful approach in developing global leaders through intercultural learning.
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Abstract
This paper is an introduction to, and explanation of, money management and investment options
available to school administrators (both district wide and building). By utilizing certain money market
instruments, rather than only traditional commercial bank products, the building principal can improve
the return on his investments and at the same time safeguard all monies placed in his care. The paper is
particular to school systems in the state of Georgia and that state’s regulations covering investments, but
the principles covered herein can nevertheless apply to other systems given those states’ rules and
regulations. Georgia’s approved investment vehicles, their structure, and individual investment
applicability is covered.

Scientists’ visits, teacher professional development, and environmental health
science integrative curricula impact on rural middle school students
and teachers – PEER. [NIEHS # R25ES10735-0]
Vince Hardy, Kristy Hardy, William Klemm, Michelle Blanton, Nathan Shepard, Blake
Yarbrough, Erin Anitsakis, Timothy Yu, Candace DiBiano, and Larry Johnson.
Texas A&M University
Introduction
The rural public is subject to major environmentally-related health problems. These
include health problems associated with the release of chemicals from hazardous waste sites,
those associated with pesticide use, respiratory problems (such as asthma) which are exacerbated
by dust or chemical exposures and zoonotic hazards. Chemicals are ubiquitous in the
environment, and traces of man-made chemical compounds with various degrees of toxicity can
be found in both humans and animals (Orford, 1991; Colborn et al., 1996).
These environmental problems lead to a variety of adverse health outcomes ranging from
low birth weight to birth defects, respiratory distress, cancer, or death. Many of the Superfund
sites in Texas are located in rural areas or in areas where children are likely to be exposed to
chemical releases. Children, because of their unique exposure characteristics and differences in
metabolism, distribution and excretion of chemicals, are a sensitive subpopulation for exposure
to hazardous chemicals (Goldstein, 1992; Goldman, 1995; Meadows, 1996; Landrigan et al.,
1999).
A real concern nationwide for public education is the percentage (24%) of public school
teachers who teach outside of their subject area (not even a minor in the subject taught; The
Houston Chronicle, 2002). In Texas, approximately 30% of teachers are teaching a subject that
they are not licensed to teach. Regions of poverty (mostly rural) have a greater percentage, and
in rural middle schools, up to 55% of teachers providing science and mathematics instruction are
not certified in their subject area. Rural schools have more difficulty recruiting qualified
teachers, especially in mathematics and science, and this problem will worsen by 2010 when
50% of current teachers will retire (Newsweek, Oct. 2, 2000).
A focus on middle schools responds to the Carnegie Council on Adolescent
Development’s 1989 report stating that at no other time in a student’s school career will he/she
be so at-risk for failure. The aim is to present integrated environmental health sciences at a time
when students are sophisticated enough to understand the connections to real-life and the impact
of certain activities on the environment, but young enough to be curious and in the early stages
of academic choices.
Recently, the need for programs to assist all students has amplified and is part of our
public policy. In the No Child Left Behind Act of 2001, Title I focuses on improving the
academic achievement of disadvantaged youth and ensuring that all children have a fair, equal,
and significant opportunity to attain proficiency in state standards while Title II addresses the
need to prepare, train, and recruit highly qualified science teachers.
In addressing these concerns, the overall goals are to improve rural middle school student
enthusiasm and ownership for learning and increase the overall academic performance through
environmental health science to relate science instruction to real world problems and situations.
To accomplish these goals, environmental health science problems are integrated into middle
school science, mathematics, English/Language Arts, and social studies. Implementing

approaches including inquiry-driven and engaging curriculum, professional development of
teachers, and visits to public schools by environmental scientists. This integrated approach with
environmental health science arching three non-science areas and science should reduce barriers
to learning. It also should add depth of understanding of environmentally-related health
problems by teachers and middle school students, improve investigative skills while promoting
critical thinking and problem solving, and encourage K-12 students to consider careers in
environmental health science. The specific objectives are to evaluate the effectiveness of each of
the implementing approaches (scientists’ visits, teacher professional development, and curricular
development).
Methods
Scientists’ visits were evaluated through attitudinal surveys, pre-tests and post-tests on
content, or post-tests only. Surveys dealt with interest and perceptions about science and science
careers, information learned, and whether students would recommend and intend to share
environmental health information with others. Pre-tests and post-tests focused on science
content, study habits and interest in school, and science-related careers.
Professional development of teachers at regional sites state-wide was evaluated by
workshop surveys, pre-tests and post-tests, comments of teachers, and survey of the use of
materials 6 months after the workshops.
Measures of the integrative curriculum included surveys, pre-tests and post-tests (with
and without teaching the curriculum), and teacher comments.
Data was analyzed by ANOVA and mean separation tests and paired t-tests for pre-tests
and post-tests scores using SAS (Statistical Analysis System, 1985).
Results and Discussion
Of the results (Johnson, et. al., 2003), the most important survey finding was that 60% of
the students changed the way they thought about the environment and health after the scientists’
visits to their classroom. Important is the fact that 79% planned to share the information with
friends or family (Table 1).
Table 1. Results of surveys of 1725 middle school students attending a scientist’s visit in their
school.______________________________________________________________________

93% of 1725 students learned useful information.
90% learned something new.
60% changed the way they thought about the environment and health.
75% changed their beliefs about environmental education.
80% would recommend the PEER program to other students.
79% planned to share what they learned with others.
________________________________________________________________________________________________________

Different academic settings and different scientists produced similar student responses
(Johnson, et. al., 2005). It was noted that students from different academic status and from
schools with varied numbers of students had similar responses to the usefulness of information
from scientists’ visits and that they changed they way they think about their environment and

health as well as other questions (data not shown). When these two characteristics (useful
information and changed thinking) were analyzed, there was no differences (p>0.05) among
scientists (Table 2).
Table 2. Effect of Scientist on two important characteristics addressed in the survey following
school visits._________________________________________________________________
Parameter
Scientists 1 a
Scientist 2 b
Scientist 3 c
Useful information
Changed thinking

97 ± 2
79 ± 2

95 ± 2
77 ± 3

97 ± 2
79 ± 1

______________________________________________________________________________________________________
a
b
c

n = 419 students in 18 rural middle schools
n = 272 students in 17 rural middle schools
n = 87 students in 4 rural middle schools

Hence, no differences among scientists and no differences among schools of different
academic status and number of students indicate that scientists’ visits to schools are effective and
a transportable activity for other university faculty and their regional K-12 schools throughout
the nation. Insights as to how to get invitation, what to present, and what to expect from
scientists’ visits have been summarized (Johnson, 2003).
Differences in pre-tests and post-tests related to the scientists’ visits illustrated that
students learned about the environment, exposure, dosages, and disease; but differences were
noted among schools. Results are summarized below:
Following scientists’ visits on the health of the respiratory system (post-tests), a
significantly greater percentage of students:
• knew that the route of humans’ greatest toxic exposure is by ingestion
• understood that dose makes the poison
• confirmed that the respiratory system functions in gas exchange
• believed that their family cares about their grades than did the same
students before there were visited by the scientists (pre-tests).
Post-test scores were significant among schools in various characteristics including
family concerns for the importance of grades earned, the value of finishing high school, and
students’ plans to attend college (data not shown).
Professional development teacher workshops revealed interest in the integrative
curriculum, increased knowledge in environmental health science, and improvement in their
technology skills (Johnson, et. al., 2005). A group of 166 teachers from 9 workshops throughout
Texas scored significantly higher on post-tests (62%) than pre-tests (58%) on content material
for all four subject areas (math/science/social studies/English) and toxicology. When teachers
were surveyed six months after the workshops, 71% responded; and of respondents, 18% used
the whole curriculum, 38% used materials from 1-2 different subjects, and 44% used some
individual component of the curriculum. These teachers shared the curricular materials with 423
teachers and 7,071 students. Additionally, 49% ranked themselves as having improved their
PowerPoint skills following the workshop.
In a survey of 125 comments, teachers indicated their perceived difficulty of using
integrative curriculum. Of these comments, 26% indicated a difficulty in time for team planning

and preparation, 17% revealed difficulty in teaming, scheduling, cooperation with other subject
teachers, and buy-in of teachers, 15% in problems related to teacher diversity (style, technology,
change resistance), 15% in curriculum problems (currently full, ISD restraints, alignment), 9% in
technology (lack of computers), and 9% concerning time-lines for teaching different subjects
(Johnson, et. al., 2005).
Developed integrative curriculum (Johnson and Hardy, 2004) was evaluated by gain
scores of paired pre-tests and post-tests for mathematics, science, and reading. Using an Egypt
curricular module with a problem to solve concerning water contamination, students receiving
the curriculum had significantly more gain in science that did students not receiving the
curriculum between pre- and post-tests. Reading and math scores did not show gains (Johnson,
et. al., 2005). Using a Ukraine curricular module on industrial pollution, students receiving the
curriculum had significantly less gain in mathematics than did students receiving the curriculum.
Science and reading were not improved by the curriculum. Difficulty in showing improvement
in knowledge was addressed with the production of new test questions that specifically address
what teachers cover during the instruction.
Field testing the integrative curriculum across science, mathematics, social studies, and
English language arts using improved questions revealed that students receiving the integrative
instruction (n = 210) had better (p < 0.01) improvement in the gain scores difference between
pre-tests and post-tests scores than the control group (n = 107; not receiving integrative
instruction) for the curriculum across all subjects and toxicology questions combined. Likewise,
in a more controlled environment of a summer camp, students (n = 19) had a significant
improvement in post-tests over pre-tests for both overall integrative curriculum and toxicology
concepts. Hence, both in public school classrooms and in a camp setting, the integrative
curriculum was effective in instruction of various subjects.
The overall numerical impact of integrating environmental health science in mathematics,
social studies, English language arts, and science in rural middle schools using the three
implementing approaches (curriculum, teacher training, and scientists’ visits) is indicated.
Solid Numbers of overall impact for one year
• 751 in-service and 308 pre-service teachers received one hour or 2 days of
information/training workshops
• Teachers shared curriculum with 423 teachers
• 3,000 letters were mailed to teachers
• 270 letters were faxed to principals and curricular coordinators
• 69 check this deans of colleges of education were each given 8 CDs for distribution
• 725 CDs were given to teachers at schools, conventions, and meetings
• Scientists visited 7,552 students
• Workshop teachers shared the integrative curriculum with 7,071 students
If all these activities yielded impact from contacted or workshop trained teachers,
assuming 25 students per teacher, and that the curriculum was used only one class period per
day, the potential numerical impact of this program is 6,299 teachers and 161,523 students per
year.

The future directions of this project are summarized below:
Dissemination
• Target pre-service teachers and eMentor novice teachers
• Target curriculum coordinators in schools
• Web based instruction for implementation of each module
• More scientists to visit schools to promote science/careers with the
incorporation of local veterinarians
• Involvement of graduate students and undergraduate students
• In other states (among other EHSIC groups), Distance Learning Community and
eMentoring expansion
Evaluation
• Improve testing strategies for curricular modules
• Evaluate workshops, scientists’ visits, curriculum,
Community, and eMentoring

Distance

Learning

Sustainability
• Identify and organize new role models (local veterinarians and graduate
students in the classroom)
• Leverage current project against others with similar goals (NIH, NSF, NIEHS,
University)
• Interface with NSF GK-12 project
In conclusion, the need for stimulating science and non-science curriculum to inform
students of environmental hazards and prevention of exposures are great in middle schools of
rural Texas. Integrative curriculum directed at improving environmental health science problem
solving skills and healthy decision making implemented by scientists’ visits and teacher training
has proved to have a significant impact on knowledge levels and technology use in rural K-12
schools. Our future directions should enhance PEER’s impact on rural K-12 teachers and
students.
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Abstract
Why Can’t Educators “Manage” Classroom Management?: A Content Analysis of
Classroom Management Texts Provides Some Explanation
A major source of stress for class teachers is classroom management and a major reason
for teachers leaving the field of education is classroom management. It would appear
that classroom management is a major obstacle for classroom teachers today. Many
reasons have been offered for teacher difficulties in the classroom including increased
frequency and intensity of behavior problems in the classroom, lack of parental support,
overcrowded classrooms, teacher resistance in implementing classroom management
interventions, lack of support from school administration, and lack of time and
opportunity to implement appropriate classroom management plans. One area that seems
to have been overlooked is the knowledge content that students are exposed to in their
classroom management courses. There is a reasonably large fund of knowledge about
what classroom management approaches work best with what types of student behavior
problems. There also is information available about what factors will contribute to
efficacious management plans and outcomes. It is possible to identify the major factors
that researchers have found to increase the probability that a classroom management plan

will work. The purpose of this study was two-fold. First, by conducting a thorough
literature review the most important variables in successful classroom management plans
were identified. Second, a content analysis was conducted by two independent reviewers
using these “success factors” to determine the extent to which the major texts in the field
of classroom management addressed these “success factors.” Results of this qualitative
research study will be reported in terms of implications for the development of new texts
in classroom management and in the revision of instructional goals and objectives in
courses addressing classroom management for teachers.
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Abstract
Evaluation Report of a School of Education Service Learning Project:
Parent Education Workshops to Build Community Partnerships in Behavior
Management in Schools
The purpose of university-based service learning projects was to provide preservice
educators the opportunity to practice a professional skill within a community setting and
for the community to reap some benefits from that service. This particular service
learning project was embedded as a part of a graduate class entitled PRE 703
Constructive Classroom Discipline at the University of Kansas. The community service
project was intended to provide graduate students in teacher education, school
psychology and counseling the opportunity to participate in a series of six communitybased parent education workshops on Managing Anger and Defiance in the Home. Six
sets of parents were solicited to participate through teacher nomination from various
schools in the community. All parents who participated in the project had children from

early elementary age to high school age who were evidencing angry and defiant
behaviors in the home and all parents were seeking help in the form of parent education.
The parent education workshops took place over the course of six weeks and were held at
the University of Kansas for two hours each in the evening. Twenty–three graduate
students participated in providing the parent education program under the supervision of
the university course instructor. Graduate students were divided up into three groups.
Group One helped in the preparation of each parent education workshop including
materials and activities development. Group Two helped in conducting the actual parent
education workshops including skills instruction and individual and group problemsolving and goal-setting. Group Three assisted in follow-up activities including
coaching, answering questions, problem-solving and providing support and follow-up to
parents. Each week of the parent education sessions addressed a different topic:
Week I: Introductions, Goals of the Workshop Series, Identification of Problems
Week II: Coercion, Rules, Consistency, and Prevention Management
Week III: Compliance Management Strategies
Week IV: Debriefing and Problem-Solving Assistance, Replacement Training and Social
Skills Building
Week V: Problem-Solving Conflict Resolution and Communication Training
Week VI: Debriefing and Problem Solving Assistance, Teaching Self-Management of
Anger and Defiant Behaviors, Discussion of Generalization and Maintenance
This evaluation study will report the results of data collected from both graduate students
who provided the parent education services and from parents who participated in the
parent education workshops and were the recipients of the service. Implications and
suggestions for developing, infusing, and evaluating community service learning projects
into coursework in schools of education will be discussed.
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Abstract
It is well documented that while under-represented minorities (African Americans,
Hispanic/Latinos, Native Americans) constitute nearly 20% of the U.S. population, they only
comprise 6% of the practicing engineers. (Bachnak, 2004). With regard to degrees awarded
in the various engineering disciplines, Caucasians earn 77% of those degrees while African
Americans only earn 2.4%. Hispanic/Latinos earn only 1.5% (Kaplan, 2003). Introducing
and recruiting minorities to engineering is a national problem that must be addressed with
targeted strategies (Chubins, May and Babco, 2005). This paper describes the model of a
low-cost, urban summer pre-college program targeting students under-represented in
engineering. For more than 20 years the University of Louisville has conducted the
INSPIRE pre-college program. INSPIRE is an acronym for Increasing Student Preparedness
and Interest in the Requisites for Engineering. The purpose of the program is to introduce
ethnic minority students to the field of engineering. Its ultimate goal is to increase the
number of minority engineering students, particularly at the University of Louisville. With
respect to its impact on minority engineering recruitment, particularly in urban areas, the
program, selected activities, costs, and outcomes are discussed. In the workshop, we will
present an overview of the INSPRIRE program, critical success factors, and challenges with
opportunities for future research for urban pre-college engineering initiatives for
underrepresented students.

Teachers’ Perceptions On Parental Involvement In Children’s Schooling In
Two Selected Primary Schools

By : Dr. Che Noraini & Narima (IIUM)
ABSTRACT
Many parents today are unsure of how to help their children learn. Being the first and most
influential teachers, they should show their interest in their child's education. In addition,
schools are working hard to provide higher quality of education for every child. However,
they could not do this alone. Teachers must help parents understand why they are very
important to their children's school success. Therefore, this study attempts to investigate
teachers' perceptions regarding parental involvement in school. Seventy four teachers from
two selected primary schools were asked to complete a survey questionnaire and six
administrators were interviewed. The findings of this study suggest teachers are in favor for
parents to be involved in the education process and everyone seems to agree about the
importance of parental involvement in children's schooling. Among the major barriers to
parental involvement are the lack of time and parents’ attitude towards the school. For a
variety of reasons, many teachers find themselves unable to call parents or send notes to
inform their children's performance. Some suggestions are made to overcome these
problems, such as the need to be improved relationship between parents and teachers. In
addition, schools should organize workshops for parents on how to understand their roles
and to play their part effectively.
INTRODUCTION
Basically home is where most learning begins and parents are the first and the ongoing
educators of their children. These days parents are so concerned about their children’s
academic performance therefore, strong parental involvement in children's education is
essential to the success of the children and the school. At the primary level, parental
involvement is highly needed because at this age, children need more guidance, supervision,
and motivation from their parents. Parents must supervise and help their children, they
should contribute to the growth of their children's education and participate in school
activities in order to enhance their children's achievement. According to Kelly (1997) parental
involvement in children's schooling can mean; reading to child, schedule daily homework
time and checking homework every night, discussing children's progress with teachers,
limiting TV viewing on school nights or, it can be as simple as asking the children, "How was
school today?" but asking it every day. That will send the children the clear message that
their school work is important to parents and parents expect them to learn.
Generally, teachers are seen to be having more responsibility on children than their parents.
The job of a teacher is much more complicated today than it was in the past. Not only must
teachers teach the students, but they also have to take care of their student's life. Therefore,
they need support from parents. Teachers often complain about inadequate level of parental
support (Crozier, 1999). Teachers expect parents to help the school. Teachers really wanted
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parents to be involved in children's schooling. However, it is not always easy to get parents
to contact the school asking about their child's education and performance.
Bemphechat and Omori (1990) found that many of the Southeast Asian parents do not care
about their children's education. From the researchers' own observation and experiences
generally, it can be inferred that there is a lack of parental involvement in Malaysian schools.
Some parents say that they do not know what to do and do not have the time. While some
parents suggest that schools should provide specific guidelines on how they can help their
children. Successful schools placed great emphasis on parent-teacher communication, sought
and valued parents' opinions, and supported parental priorities relative to children's'
intellectual and moral development. However, it is commonly recognized that schools have
difficulty in attracting parents to be members of Parents Teachers Association (PTA).
Therefore this study attempts to investigate teachers' perception regarding parental
involvement in school. It is hoped that this study will provide helpful insight to both teachers
and parents in improving students' achievements.
Purpose of the Study
The objectives of this study are as follows:
1. To find out teachers' perception regarding parental involvement in two selected
primary schools.
2. To investigate the role of parents in schools
3. To determine barriers that are faced by parents that prevent them from getting
involved in their children's education.
4. To make suggestions on how to involve parents in school activities.
Research Questions
The following research questions had been established in this study:
1. What are the perceptions of teachers regarding parental involvement in school?
2. What are the roles of parents in their children's schooling as perceived by
teachers?
3. What are the problems faced by parents as they get involved in their children's
schooling?
4. How to get parents be involved in school activities?
Roles and importance of parental involvement in schools
Being parents, one of their most fundamental roles is educating children. The role of parents
in their children’s education has long been recognized as a significant factor in educational
success and school improvement (Epstein, 1996, Safran, 1996). Parents are the first and the
ongoing educators of their children. Effective schooling builds on home learning. Research
clearly indicates that student performance is strongly influenced by parental attitudes and
expectations; and achievement levels tend to rise when parents are perceived as being
interested and involved in their children's schooling. Parental participation can increase
goodwill and communication and help develop a sense of community within the school
(Dwyer, 1994).
However, Ewe (1993) claimed that parental involvement is already an established
phenomenon in developed countries like U.K, USA, and France (Beattie, 1998) as compared
to developing countries like Malaysia. In Malaysia, many parents do not realize their roles in
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PTA/PIBG (Persatuan Ibu Bapa dan Guru). Similarly, Zaidi (1998) concluded in his study at
Sekolah Menengah Tengku Temenggong Ahmad (STTA), Muar, only 57.3% of parents
understand (average) their roles and from that percentage the mother's understanding is higher
than that of the father's. He stated that means score obtained from the dimension of
understanding about PIBG was 3.41. This indicated that parents’ understanding is moderate
and they did not realize the roles and function of PIBG (1998). He also found out that
parents’ participation in activities organized by school was very disappointing. Majority of
the parents did not come to the activity organized by the school or PTA.
According to Soon (2000) parental involvement in education will give positive effect towards
child's development, directly or indirectly. Parents play important roles in teaching-learning
process by volunteering to help teachers and involving in decision making. According to
him, as children grow up, they are parents' responsibility. When they go to school, they are
teachers' responsibility. Therefore, responsibility tends to be fogged up as well. The question
is can parents be involved and how can they be involved in their children's education? How
can they go beyond the PIBG (Parent-Teacher Association), if they are ever involved in the
PTA? The role of parents has to be empowered to handle this interaction.
Dato’ Seri Hishammuddin Tun Hussein, Minister of Education, Malaysia had mentioned that
every parent, community, government and non-government organization (NGO) should play
her parts accordingly in order to overcome disciplinary problems among students at school.
Parents must supervise their children at home and outside the school (2004). The researchers
strongly support that when parents pay more attention to their children's schooling, they will
become more motivated and students' achievement levels tend to increase. Parents'
participation in education may take many forms, such as assisting children in homework,
joining parent-teacher associations, or becoming representatives in PTA.
Another research conducted by Mazlan (2004), has established a link between parental
involvement and student achievement in school. According to him parental involvement in
PIBG can improve students' grades. Parent/teacher can educate children more effectively
through parent-teacher meetings. Similarly, research done by Razak (1998) shows that
parents did not understand the importance of parental involvement and seem less involved in
their children’s schooling. The researchers strongly agreed that parents should be encouraged
to contribute to their children’s education in the form of time, money, efforts, and attention so
that their children can learn better and improve their performance. In this study, the
researchers only focus on two types of parental involvement: learning at home and schoolhome communication with an emphasis on barriers to Parental Involvement in School as
outlined below.
Barriers to Parental Involvement in School
In order to increase parental involvement, schools need to understand factors that might
hinder parents from participating in their children's schooling. Research by Carey et.al (1998)
and Christenson et.al (1992) suggested barriers to parental involvement can be classified as
practical and personal barriers.
a) Practical Barriers
Parents often encounter practical barriers to their involvement, and may lack the resources to
overcome these obstacles on their own. The barriers are as follows:
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•
•
•
•
•

Lack of time
Economic constraints
Lack of appropriate childcare
Language-communication barriers
Work schedules of parents limit ability to attend meetings during school hours.

b) Personal Barriers
Parents may be hesitant to become involved in their child's schooling because of their
personal fears, frustrations and apprehensions. This is especially true if a parent had a
negative experience with school, is anxious about their child, or dropped out of school. The
following barriers have been identified:
•
Reminders of their own past negative school experiences
Anxiety about their child's performance or behavior
•
•
Mistrust of the educational system
•
Lack of knowledge about how to become involved
•
Lack of support from partners or spouses
•
Limited parental education
When parents are not involved in the schools, serious problems may sometimes occur. It is
important for schools and teachers to develop program that involve parents in children's
education. One effective way to get parents involved is through parent education programs
(Owen, 1994). The researcher therefore strongly believes that parents play a crucial role in
their children’s schooling. Children need support both from parents and teachers, and hence,
parents should be involved in their child’s schooling.
Design of the Study and size of the sample
For this study the researchers used both quantitative and qualitative i.e : questionnaire and
face to face interview. The questionnaires were distributed to all teachers in two selected
primary school in the district of Kuala Langat. The data obtained were used to describe the
perception of teachers regarding parental involvement in children's schooling in these two
schools. The total number of teachers in Sekolah Kebangsaan Sijangkang (SKS) is fifty seven
for the year of 2005 and thirty seven in Sekolah Kebangsaan Jalan Tanjung (SKJT).
The population of this study consisted of all teachers who teach in these two schools.
Therefore, the respondents of this study consist of ninety four teachers. Fifteen male teachers
and forty two female teachers participated from SKS and nine male teachers and twenty eight
female teachers from SKJT. The majority of the teachers are Malay with 97.9 %( n=92). 94
questionnaires were distributed and 74 questionnaires were completed and returned.
Therefore the response rate is 78% of the sample population. For this study, the interview also
was conducted in a face to face setting with the Headmaster, Senior Assistant, and one
teacher (cum secretary of PTA) of each school. Both the questionnaire and interview were
translated into national language (Bahasa Melayu), because the national language is the
medium of instruction in all schools in Malaysia.
Research instrument : Questionnaire
The main instrument used in this study was the survey questionnaire. This questionnaire was
designed to answer research question number 1, 2, and 3. A structured question design was
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adapted and modified based on research carried out by Wee (1996), Tan (1998), Zaidi (1998),
and National PTA module (2004).
Thirty three items were designed to understand the perception of teachers towards parental
involvement. The questionnaire consists of four parts. Part I identified respondents'
demographic characteristics which included gender, age, professional qualification and length
of services. Part II consisted of twelve items on parental involvement which were divided
into three sections. In section A, respondents were asked to respond to statement by checking
either "Yes" or "No" in the blank column provided. The question in section B were rated on a
four – point likert scale where respondents were asked to rate the question about
communication between parents and teachers by using four points with a numerical value.
The scale ranged from:
1) Always 2) Frequently 3) Sometimes 4) Never
While in section C, the respondent were asked to rate the question about level of parental
involvement in school. The scale ranged from:
1) Excellent 2) Good 3) Fair 4) Poor 5) Not Sure
Part III contained question about the role of parents. Respondents were asked to respond to
each statement by circling the number that comes closest to his thought about the appropriate
level of parent involvement according to these following rates:
3 = parents should be actively involved throughout this process.
2 = parents shld be asked for input before education professionals plan programs/set policies.
1 = parents should be asked to review revise program and policies.
0 = not an appropriate role for parents.
Finally, Part IV consisted of ten items which used five-point of likert scale. Respondents
were asked to indicate the extent to which they perceived the barriers to the parental
involvement by ticking one of the five responses, the scale ranged from very great extent
very small extent. However, in order to get clear observable pattern of data, value of the scale
were combined into three-point scale. Very Great Extent and Great Extent were combined,
thus the value become one (1=Great Extent). Value of Moderate Extent become two
(2=Moderate Extent) and value of Small Extent and Very Small Extent become three
(3=Small Extent) after combination.
Data Analysis and interpretation of results
The descriptive statistical analysis was used to answer research questions number 1,2 and 3.
The descriptive statistics is computed using SPSS, which included means, standard deviation,
frequency and percentage. To answer research question number 4, findings from the
interviews were analyzed and reported
The results of the study are discussed in five subsections. The first section described
demographic data of the respondents. The second section explained the research question on
teachers' perception regarding parental involvement in school. The third section addressed
the research question on the teachers' perception towards the appropriate role of parents in
school. The fourth section explained the research question on teachers' perception regarding
problems or barriers that prevent parents from getting involved in children's schooling. The
last section describes findings from interviews. A central purpose of these interviews was for
teachers to identify the feasible way to involve parents in school activities.
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Part 1: Demographic Characteristics of Respondents
i.

Respondents' Gender and age

The majority of the respondents (70.3%) are female and the remaining are male (29.7%).
This numbers were considered as representative of the teachers' gender in almost all
Malaysian schools since the vast majority of teachers in Malaysia are female. The age of
respondents ranges between 20 years and 60 years. From 74 respondents, 30 (40.5%) are
between 31 to 40 years old followed by 23 (31.1%) of 20 to 30 years old, 14 (18.9%)
respondents are between 41 to 50 years old and only 7 (9.5%) were between 51 to 60 years
old. The majority of the teachers (40.5%) between 31 years to 40 years group. This age
distribution implies that the majority of respondents were in the average age for a teaching
career.
ii.

Respondents' professional qualifications and length of services.

Nearly half of the teachers (48.6%) possessed Teaching Certificate. Among this group, the
majority are from age between 31 to 50 years old. Besides that, 28 (37.8%) of the respondents
had Diploma of Education while 5 (6.8%) of them had Diploma of Education after their
bachelor degree or known as KPLI (Khursus Perguruan Lepasan Ijazah).There are only 2
(2.7%) respondents who had Bachelor of Education, and 3 (4.1%) had other type of
professional qualification. From the age range, it implies that in the previous years, the
teacher only need teaching certificate to enable them to teach in the primary school.
Recently, government aim to upgrade teaching profession. To be a teacher, at least they must
possess a degree in education or KPLI.
With regard to the length of service, 20 (27%) teachers had around 1 – 5 years of services, 14
(18.9%) teachers had 16 – 20 years of services, 13 (17.6%) teachers had 11 – 15 years of
services, 13 (17.6%) teachers also had more than 20 years of services, 8 (10.8%) teachers had
6 – 10 years and 6 (8.1%) teachers had less than 1 year of service. This data shows that
nearly half (47.3%) of the teachers has 6 to 20 years teaching experience.
Part II : Teachers' Perception Regarding Parental Involvement in School
In order to know the perceptions of teachers regarding parental involvement in school twelve
items were used and these items were divided into 3 subsections (A, B and C). Section A
consisted of 8 items viewing teacher's perception regarding parental involvement.
Respondents were asked to respond to the statements by checking "Yes" or "No". Table 1.0
shows the results.

6

Table 1.0
Teacher's perception regarding parental involvement
Statements

Yes
n

No

1. Parents should be encouraged to work in the
school as volunteers.

72

97.3

n
2

%
2.7

2. Parents should supervise children with
homework

74

100

0

0

3. Parents should be able to schedule visits to
the school during the day to understand the
kinds of experiences their child is having in
school.

28

37.8

46

62.2

4. There should be parent education classes
run by the PTA, in cooperation with resource
personnel provided by the school, to teach
parents how to help their children benefit from
school.

70

94.6

4

5.4

5. Parents should initiate personal conferences
with teachers when they feel it is necessary
(outside of regularly scheduled parent-teacher
conferences)

71

95.9

3

4.1

6. Parents should attend PTA meeting

74

100

0

0

7. Schools should organize workshops for
parents on how to supervise homework of their
children at the beginning of every semester.

70

94.6

4

5.4

8. There should be many school activities that
involve students, parents, and teachers, such as
reading enrichment programs, sport events,
and recognition ceremonies to honor student
achievement.

73

98.6

1

1.4

Table 1.0 above shows that most of the respondents indicated "yes" on all items except item
no. 3. where more than half 46 (62.2%)of the teachers did not agree that parents should be
able to schedule visits to the school during the day to understand the kinds of experiences
their child is having in school. According to National PTA (1998) training module, the more
'yes' answer obtained, the more open teachers are to include parents in the education process
and having them play a visible role at the school.
All of the respondents (n=74,) believe that 'parents should supervise children with homework'
and 'should attend PTA meeting'. As for item number 8, the finding reveals that almost all
(98.6%)except one respondents indicated “yes” on 'there should be many school activities that
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involve students, parents, and teachers, such as reading enrichment programs, sport events,
and recognition ceremonies to honor students achievement'.
These findings also reveal that 72 (97.3%) teachers believe 'parents should be encouraged to
work in the school as volunteers'. Moreover, 71 (95.9%) teachers perceive that parents
should initiate personal conferences with teachers when they feel it is necessary (outside of
regularly scheduled parent-teacher conferences). In addition, 70 (94.6%) teachers believe
schools should organize workshops for parents on how to supervise homework of their
children at the beginning of every semester and there should be parent education classes run
by the PTA, in cooperation with resource personnel provided by the school, to teach parents
how to help their children benefit from school. However, 46 (62.2%) teachers indicated 'no'
to the statements that parents should be able to schedule visits to the school during the day to
understand the kinds of experiences their child is having in school.
The result enables the researchers to conclude that most of the respondents perceive parents
should be involved in any of the school activities for instance work as volunteer to help
teachers and they should concern with the child's homework.
Section B: Communication between Parents and Teachers
Section B highlights the form of communication between parents and teachers at school. The
results for items 9, 10, and 11 are presented in Table 1.2 below
Table 1.2
Teacher's perception on communication with Parents
Statements
9. Parents are requested to sign off on
homework.
10. Parents are given written
information about the goals and
objectives of the school's regular
instructional program.

A
n
%
11 14.9

F
S
N
n
%
n
% n
%
13 17.6 38 51.4 12 16.2

5

6.8

12 16.2 43 58.1 14 18.9

5

6.8

14 18.9 39 52.7 16 21.6

11. Parents receive positive phone calls
or notes from teachers when their
children's performance improves at
school.
Mean percentage

9.5

17.6

51.5

18.9

Note: A = Always (1), F = Frequently (2), S = Sometimes (3), N = Never (4) N = 74
Table 1.2 indicates respondents' perception on the form of communication that occurs at
school. All items were rated on 'sometimes' range from (50% to 58%). The results reveal
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that teachers do not always request parents to sign off on children's homework and 12
(16.2%) teachers stated that they 'never' asked parents to do that. Only few (n=5, 6.8%)
teachers 'always' give parents written information about the goals and objectives of the
school's regular instructional program while 14 teachers 'never' give parents written
information about goals and objectives of the school's program. Of the seventy four teachers,
only 5 (6.8%) 'always' call parents or send notes to them when their children perform better at
school. From the total values of each item, mean and standard deviation were obtained. The
mean score for items 9, 10, and 11 in this part is presented in Table 1.3 below. Mean for item
9 was 2.69 and both for items 10 and 11 were 2.89. From the result of the mean, it was
understood that communication between teachers and parents did not always occur at school
properly. It can be concluded that there is a gap between them in the aspect of
communication.
Table 1.3
Mean and standard deviation of teachers' perception on communication at school
Statements
9. Parents are requested to sign off on
homework.

N
Valid
74

Mean
2.69

Std. Deviation
.92

74

2.89

.79

74

2.89

.82

10. Parents are given written
information about the goals and
objectives of the school's regular
instructional program.
11. Parents receive positive phone calls
or notes from teachers when their
children's performance improves at
school.
Section C: Level of Parental Involvement

With regard to the level of parental involvement, Table 1.4 below shows that majority of
respondents rated parents' involvement in school as 'fair' (n=45, 60.8%) followed by 21
(28.4%) rated parent's involvement in their school as 'good'. While another 7 (9.5%)
indicated ‘poor’ and only one teacher indicated as" excellent”. Thus, it can be concluded that
level of parental involvement as perceived by teachers is just 'fair'.

Excellent
Good
Fair
Poor
Total

Table 1.4
Level of Parental Involvement
Frequency
1
21
45
7
74

Percent (%)
1.4
28.4
60.8
9.5
100

Note: In this item; 1 = Excellent, 2 = Good, 3 = Fair, 4 = Poor, and 5 = Not Sure.
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Part III : Roles of Parents
In this section, teachers were asked to respond to each statement by circling the number that
come closest to their thought about the appropriate role of parent involvement in school.
Table 1.5
Teachers' perception on the role of parents
Statements
13. Developing written school policies
(such as attendance, homework).

0
1
n
% n
%
11 14.9
31 41.9

2
n
%
15 20.3

3
n
%
17 23

23

28

37.8

19 25.7

16

21.6

31

41.9

19 25.7

45.9

8

10.8

17

23

15 20.3

63.5

6

8.1

14. Developing written goals for
increasing parent involvement

10

13.5

15. Planning written goals for
increasing parent involvement

8

10.8

16. Establishing the discipline code in
the school.

34

17. Selecting learning materials.

47

17

6

8.1

13 17.6 48
8
10.8
5
6.8
18. Participating in school events such
as field trips, sports events, plays, etc
Note : 3 = parents should be actively involved throughout this process.
2 = parents should be asked for input before education professionals plan
1 = parents should be asked to review revise program and policies.
0 = not an appropriate role for parents.

64.9

15

20.3

Table 1.5 above indicates that 41.9% (n=31) teachers thought ‘developing written school
policies such as attendance and homework’ is not an appropriate role for parents. It should
be left solely to education professionals. However, 23% (n=17) stated that parents should
be actively involved in the process of developing written school policies. For items 14,
37.8% (n=28) teachers indicated that ‘parents should be asked for input before education
professionals plan to develop written goals for increasing parent involvement. They
believed parents can give some information or ideas to increase parental involvement and
clarified what are the problems that might prevent them to be actively involved in
children’s schooling. For item 15, 41.9% (n=31) of the respondents demonstrated that
‘parents should also be asked for input before education professionals plan programs or set
policies’ for statement ‘Planning written goals for increasing parent involvement’.
In contrast, for item 16, 45.9% (n=34) respondents thought ‘establishing the discipline code
in the school’ is not an appropriate role for parents. Thus it is clear that teachers do not
want parents to get involved in determining the discipline code in the school. Besides that,
more than half teachers (n=47, 63.5%) agreed with statement ‘selecting learning materials’
is not an appropriate role for parents. With regard to item 18, majority of the teacher
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(n=48, 64.9%) believed parents should be actively participating in school events such as
field trips, sports events, plays, etc.
Part IV : Barriers to Parental Involvement in School
In this section the respondents were asked to highlight the barriers to parental involvement.
Table 1.6 below shows that majority of the respondents (n=55, 74.3%) believed ‘lack of time
on the part of parents’ is the major problem that prevent parents involvement in school
activities. However, in contrast, 37 (47.3%) of the respondents felt that ‘lack of the time on
the part of teachers’ does not much affect parental involvement. For item 21, respondents
indicated that lack of training do not shape barriers to parental involvement (n=44, 59.4%).
For item 22 more than half of the respondents (n=40, 54.1%) indicated ‘moderate extent’ on
‘cultural or socioeconomic differences between parents and teachers’ as part of the barriers
while half of the respondents demonstrated that ‘lack of parents education to help with school
work’ influence parental involvement in children’s education to a 'moderate extent' . For item
24 and 25 more than half of the teachers perceived ‘parents’ attitudes about the school’(n=41,
55.4%) and ‘teachers’ attitudes about the parents’ 42 (56.8%) as a barrier to a ‘moderate
extent’ while another 34 (45.9 %) of the respondents indicated ‘moderate extent’ on ‘lack of
encouragement by the school’. However, only 5 (6.8%) respondents believed that ‘parental
involvement does not help in children’s education’ have an effect on parental involvement.
For item 28, ‘No close relationship between school administrators / teachers with the PTA’,
the data reveals that 36 (48.6%) of the respondents indicated ‘moderate extent’ to show the
degree of barriers in parental involvement.
Table 1.6
Teachers’ Perception on Barriers to Parental Involvement
Note: GE = Great Extent (1), ME = Moderate Extent (2), SE = Small Extent (3)
Statements
19. Lack of time on the part of parents
20. Lack of time on the part of teachers
21. Lack of staff training in working with parents
22. Cultural or socioeconomic differences between
parents and teachers
23. Lack of parent education to help with
schoolwork
24. Parents attitudes about the school
25. Teachers attitudes about the parents
26. Lack of encouragement by the school
27. Parental involvement does not help in
children’s education.
28. No close relationship between school
administrators / teachers with the PTA
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N= 74

GE
n
%
55 74.3
13 17.6
8
10.8

ME
n
%
17
23
26
35.1
22
29.7

SE
n
%
2 2.7
35 47.3
44 59.4

10

40

24 32.4

17

13.5
23

37

54.1
50

20

27

23
14
10
5

31.1
18.9
13.5
6.8

41
42
34
32

55.4
56.8
45.9
43.2

10 13.5
18 24.3
30 40.5
37 50

11

14.9

36

48.6

27

36.5

Section 4: How to Involve Parents in Children's Schooling
Parents’ involvement in children’s schooling is very important to help children benefit more
from the school. The researchers carried out face to face interview with headmaster, senior
assistant, and one teacher (cum secretary of PIBG/PTA) of each school. The total
respondents interviewed were six. In the interview, several questions were asked to find out
the feasible way to involve parents in school activities. The findings from the interview
sessions showed that:
1) All respondents agreed that parents need to get more involved in their children’s education
such as supervising children’s homework, reading together with the child, attending school
meeting, and getting involved in any activities organized by school.
2) There are many activities organized by schools that should involve parents for instance
sport day, canteen day, PTA meeting, teachers’ day, reading program, workshop on
parenting, motivational camp for parents and children, and recognition ceremonies to honor
student achievement.
3) The respondents suggested the practical ways to involve parents in their children’s
education is through communication and collaboration between teachers and parents. Schools
should plan dialogue program between parents and teachers to highlight major problem that
prevent parents from getting involved so that they can find the solution to overcome the
problem. Schools should call parents or send proper and effective invitation letter to parents
as they emphasis the objective of the programs. Moreover, teachers or school should always
encourage parents to be involved in their children’s education and explain the importance of
parental involvement in education.
4) Each school was provided with a suggestion box so that parents can complaint and make
suggestion about the schools or teachers. However they argued that parents rarely used this
suggestion box to express their view or suggestions.
5) In order to improve communication with the school, parents should come personally to the
schools or make phone calls or even send short message (SMS).
6) All respondents believed parents need to be concerned with their children’s education in
term of helping or supervising them with their homework. Parents also need to be well
informed in the aspect of co-curriculum run at the school.
7) Attendance of parents in the programs are among the challenges that teachers/school faced
in implementing family participation program. Most of the parents do not have time to
participate because they are working. They also believed that attendance of parents is
influenced by performance of their children.
8) The respondents also agreed that to implement family participation program, they need
financial support and manpower from parents. Besides that, parents should realize their role
and responsibilities to support the school and at the same time they can help their children. In
conclusion, the researcher asks the respondents to give their views about parents’ attendance
and participation during PTA meetings and other activities. Overall, they said parents’
participation in their school was just fair.
CONCLUSION
The vast majority of the teachers believed that parents should involve themselves in their
children’s homework because their performance will reflect their children’s achievement.
Generally, parental involvement will improve students’ performance therefore; children are
likely to obtain good results.
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There are many reasons why parents should get involved in their children’s schooling
They believed that their involvement will make a positive difference in their children's overall
performance. Parents should also participate in the various activities organized by the school
such as PTA meetings, sports day, canteen day, parenting education, ‘tahlil’ and recitation of
‘Yasin’, etc which will help to promote good teachers-parents relationship. Parents should be
able to visit the school to discuss their children’s progress and to understand their tasks. If
any problem arises, parents can initiate personal conferences with teachers or at least they can
call the school. In short, teachers greatly encourage parents to be involved or cooperate with
the school. With regard to communication, the findings indicated that teachers do not always
communicate with parents regularly. Although sometimes they will inform parents about the
school's activities or their children’s achievement, there are some teachers who never do.
Relatively, teachers are supposed to improve their communication with parents. When
teachers often call parents, they will believe that their involvement is important thus, they will
feel appreciated. More or less, teachers viewed the level of parental involvement in their
children’s education as fair.
On the other hand, teachers do not need the support of parental involvement in certain matters
such as selecting learning materials, establishing the discipline code in the school and
developing written school policies (such as attendance, homework). From the result obtained
in this study, it can be seen that teachers did not have an easy relationship with parents but
they still accepted parents’ opinions. Among the barriers faced in parental involvement is
lack of time on the part of parents. Whilst, more than half of the teachers perceived that
parents' attitudes towards the school, teachers' attitudes about the parent and cultural or
socioeconomic differences between parents and teachers created a barrier to parental
involvement to a 'moderate extent'.
In general, we can conclude that obstacles to parental involvement result from (1) lack of time
on the part of parents, (2) parents' attitudes towards the school (3) teachers' attitudes about the
parents and (4) cultural or socioeconomic differences between parents and teachers. For
many parents, lack of time may emerge from the hardships imposed by low income, poverty,
and limited educational attainment. These hardships often leave parents feeling inadequately
prepared to interact effectively with schools or to offer effective home-based support for
student learning activities. Therefore, they shy away from the school. Sometimes, parents
believe that they are unable to help their children; hence, their involvement does not really
matter besides not knowing how to help. Parents may also experience psychological barriers
in their involvement: unpleasant personal school history, memories of poor achievement or
poor treatment at school, and personal battles with poor physical or mental health may leave
parents feeling frightened by school teachers and poorly prepared to participate effectively.
This is in parallel with the findings of Hargreaves and Fullan (1998) where in their study,
they discovered that some parents alienate themselves from teachers and school because of
their own negative education experiences (as cited in Moore & Lasky, 2001).
During the interview, one of the respondents said that majority of parents from low socioeconomic background did not realize the benefits of parental involvement. They may feel
unwelcome or unappreciated in their child's schooling. In this case, parents become
discouraged. According to Studer (1997) as cited in Moore and Lasky (2001), parents will
feel they are not valued members of the school community and that their presence, opinions,
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and contribution are seen as not important in their children's schooling, teachers' work, and
for the school's success.
The results from the interviews reveal most of the teachers believed that parents need to get
more involved in their children's education in areas such as helping with the homework,
attending school meetings, communicating with teachers regularly, and joining activities
organized by the school. Homework supervision is very important as children will feel their
parents are always concerned with their learning process. With parental involvement in their
children's education, they can perform better in the classroom. Regarding the attendance of
parents, they are more likely to attend PTA meetings or other activities if their children
performed well in school. Many of the parents, having children who are poor students, tend
to escape from school activities. Thus, the school should encourage parents to come to school
to overcome this problem.
However, there are some challenges in the implementation of family participation programs.
Schools need financial support as they have to pay speakers during motivational camps,
delivering handouts to students during tuition, or other related programs involving parents,
teachers, and students altogether. Sometimes, they need money to keep the school clean and
beautiful so that students will become more interested studying there. Overall, teachers'
responses concerning the level of parental involvement in their schools are good and can be
improved.
Recommendations and suggestions
Based on the findings of this study some recommendations are made:
1)
2)

3)
4)

Schools should take advantage of the survey results by coordinating efforts to
work with parents.
Schools should develop strategies to increase parents' awareness of their
involvement. For instance, information about the programs for the whole year
could be provided by distributing handouts at the beginning of the year or
during PTA meetings.
Schools need to inform parents the importance of their involvement in school
activities or PTA meetings regularly.
In addition, teachers have to go for training on how to work with parents, in
order to increase the participation of parental support to achieve the goal of
student's academic success.

Suggestions to Help Schools Improve parent - teacher communication
1. Improve school climate to include open, inviting opportunities and structures, for parents’
engagement in parent teacher communications:
• Always welcoming parents into school.
• writing short notes to parents with positive statements about their children.
• making time for calls to the home or using SMS and e-mail to notify parents.
2. Provide in-service training for family-school communication and parental involvement.
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3. Schools should organize workshops for parents on how to understand their roles and to
play their part effectively.
Suggestions to Help Parents Become More Effectively Involved
1. Share expectations and set goals together for children
2. Emphasize that many family activities at school and at home are important to student
learning. Describe the specific achievement-related outcomes that parental involvement
influences.
3. Offer clear and specific suggestions for parental support of learning at home, for example:
• Describe how parental involvement is related to student learning goals.
• Develop homework and school-related tasks that involve students asking for their
parents’ help or listening.
4. Create and/or contribute to a school newsletter on parenting.
Suggestions for Future Research
In this research, several weaknesses were identified.
1) This research was limited to only two schools to identify teachers' perception on parental
involvement. There are no comparisons between students' achievement and parental
involvement. It is hoped that future researchers could overcome these limitations.
2) Perhaps some studies could focus on gender differences between father and mother in
terms of their involvement. By doing so, it may show the different types of involvement.
3) It is suggested that other researchers conduct a study on parents' perception on parental
involvement.
4) Comparison of teachers' perception between ethnicity such as Malay, Indian, and Chinese.
5) Comparison of parents' perception on parental involvement between ethnicity.
6) A study to focus on teachers' perception on parental involvement for children in boarding
school.
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Abstract
Malaysia like any other developing countries is not free from various social problems.
As the country advances, these problems continue to escalate at an unprecedented
scale. This paper aims at gathering and documenting information on some of the
social problems among the youths in Malaysia. Data were collected from document
analyses and interviews. In the first part, the paper presents facts and figures on some
of the major social problems. In the second part, it attempts to identify some of the
main causes of the problems. Among them are: Lack of true religious understanding
and practice, attitudes of parents towards their roles, the breakdown of the marriage
institution, rapid economic growth, educational system, attitudes of the teenagers as
well as the influence of the peer-group.
Finally, the paper puts forward some
remedial measures to combat the problems, such as parental responsibility, moral and
personality development of the youth, role of the teachers and school, mass media, and
those in the authority.
Introduction
Malaysia like any other developing countries is not free from various social problems.
As the country advances, these problems continue to escalate at an unprecedented scale.
According to a report produced by the Prime Minister’s department, the population of
youth between ages 15 to 24 is about 4.7 million (2004, p.404). The youth population is
a valuable asset to the country as they are the successors upon whom a country depends
for the continuity of development. However, the incidence of social ills affecting the
youth is on the rise.
There is intense debate on who should bear the responsibility for the escalating social ills
affecting youths – the teachers, the parents, the peer group or the government? Many
have come up with theories as what have caused these social ills. The psychodynamic
causes of social ills can be traced back to Freud and Erikson, behavioralism to Skinner,
observational or modellig to Bandura, moral development to Kohlberg, and many more
(Lefton, 1991).
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This paper will first present statistics on some of the major social problems the country
faces. The second part will discuss some of the main causes of the problem. Finally, the
paper will suggest some remedial measures to combat the problems, such as parental
responsibility, moral and personality development of the youth, role of the teachers and
school, mass media, and those in the authority.
Basically, this paper will address the following questions:
1. What are the major social problems affecting the youth?
2. Which ethnic group in Malaysia is mostly involved in the problems?
3. What are the main causes of the problems?
4. What are some remedial measures that had been taken, and what other measures
could help combat the problem?
Major Social Problems
1.

Drug Addiction

Malaysia is now paying a very high price to arrest the drug abuse in the country. There
are 28 drug rehabilitation centers in Malaysia, where the government spent roughly
RM50 million (13 million US dollar) a year on the rehabilitation centers. According to
National Drug Agency, the number of drug addicts has gone up to no less than 1 million
by 2004, of this alarming figure, 300,000 addicts have been detected and documented. In
addition, the current statistics is that for every 1 case reported, there are 4 other cases that
remain undetected. While the relapse cases have been extremely high at over 80% among
former drug addicts who are discharged from various government rehab centers (NST Jan
20th 2004). According to Table 1, 70% of the drug addicts are Malays, and 80,000 of the
youth are chronic cases. For a drug addict, the daily estimated average expenses are
about RM10 per day while the chronic addict spends triple (RM30) the amount of a
normal addict.
Table 1 Estimated Number of Drug Addict Cases and Expenses Incurred
Number of Malaysian involved with Drugs
Number of Malay youth involved with
drugs
Youths labeled as chronics
Daily expenses for a normal addict
Daily expenses for a chronic addict
Source: Che Noraini, 2002

500,000
350,000 (70%)
80,000
RM 10.00 (USD 2.5)
RM 30.00 (USD 7.5)

The above table estimated the number of those involved in drug addiction and the
expenses incurred by them. It was also reported that 76% of the addicts are between the
ages 13 to 40 years and 109 new cases of drug addicts are reported daily ( New Straits
Times, 2004 ).
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2.

HIV Positive and AIDS

HIV positive/AIDS is the most formidable epidemic in modern history gaining
momentum in Malaysia. Malaysian AIDS Foundation proclaims that more than 80% of
people with HIV/AIDS in Malaysia are below 39 years old. According to HDR,
UNAIDS Global Report 2004, Malaysia has now the fifth highest prevalence HIV rate in
the Asia Pacific region where the epidemic is spreading from marginalized groups into
the general population. The victims of AIDS comprised 3 men were first traced in
Malaysia in 1986. Table 2 below shows the steady increase in the number of those
infected with HIV and AIDS as well as the number of AIDS death from 1986 until 2004.
Table 2: HIV Infection, AIDS Cases and AIDS Death
Reported in Malaysia, 1986 to December 2004
YEAR
1986
1987
1988
1989
1990
1991
1992
1993
1994
1995
1996
1997
1998
1999
2000
2001
2002
2003
2004

HIV infection
3
2
9
200
778
1794
2512
2507
3393
4198
4597
3924
4624
4692
5107
5938
6978
6756
6427

AIDS
1
0
2
2
18
60
73
71
105
233
347
568
875
1200
1168
1302
1193
1076
1148

AIDS Death
1
0
2
1
10
19
46
55
80
165
271
473
689
874
882
975
881
700
1065

TOTAL

64439

9442

7195

Source: Section of AIDS/STD, Department of Public Health, Ministry of Health
Malaysia, Kuala Lumpur, Malaysia, 2005.
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Table 3 below summarizes the facts and figures on HIV/AID and its estimated expenses.
Table 3 Estimated HIV/AIDS and estimated expenses
World Population affected by AIDS Dec 39.4 Million
2004 *
Malaysian affected by HIV as at 30 Nov 58,000
2004 **
Daily expenses for an AIDs/HIV victim
RM 130.00 (USD 32.5)
Yearly expenses for an AIDs/HIV victim
RM 50,000 (USD 12,500)
Source: * UNAIDS/WHO AIDS Epidemic Update
* Harian Metro 30 Nov 2004
The cases of HIV infection were mostly due to intravenous drugs use which constitutes
78.06% of the total transmission risk factors (Ministry of Health, 2001). It is also widely
believed that the age group 20 –39 years old tends to be sexually active and involve in
pre-marital sexual activities, which would predispose them to HIV infection.
A study conducted by WHO, the Ministry of Health, Malaya University and a private
company in 2004 revealed that 13% of the teenagers aged between 15-21 years of age in
Malaysia had had pre-marital sex. While a survey conducted by one branded condom
company found that the average age of the first sexual experience has gone down from 20
years in 2001 to 19 years in 2004. Most of them lost their virginity at 17 (New Sunday
Times, September 25th 2005). While another related study conducted by the Ministry of
Health revealed that 1.8% admitted to having been involved in sexual activities.
3.

Juvenile Delinquency

As evidenced by newspaper reports, juvenile delinquencies have increased from 2955
cases in (2002) to 3274 cases in 2004 where an average of 10 cases are reported daily,
although a slight decline (3647) was observed in 2004 as compared to 2003. Hence, a
substantial amount of money, time and energy is being invested by the government in an
endeavor to provide adequate education, recreational competence, professional training
and other human resources development facilities for youth, Table 4 summarizes the
number of juveniles involved in criminal cases based on age and gender.
Table 4 Statistics on the involvement of juveniles in criminal cases based on age and
gender
Year

No.of cases

7-12

13-15

16-18

Male

Female

No.ofArrest

2002
2003
2004
Total

2955
3647
3274
9876

113
151
149
413

1265
1593
1356
4214

2822
3711
3531
10064

4066
5303
4884
14253

134
152
152
438

4200
5455
5036
14691
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Source: The Royal Malaysian Police, 2004
From the above table, involvement in juvenile delinquency is more commonly found in
older juvenile compared to the younger ones. In addition, the statistics recorded that
there were 14, 691 juveniles who were arrested for committing offences through the years
2002 until November 2004, i.e. the average of 420 cases per month and 14 cases per day.
Looking at gender, it is apparently clear that male juvenile involved in criminal cases is
far higher than its female counterparts i.e. 97 % or 14253 out of 14691 cases.
4.

Rape, Incest and Murder

Throughout the period of 1997 –2001, there were 4465 rape cases involving the Malays,
761; Chinese, 449;Indians 449 and 1209 others. Of these distributions, 3715 involved
those below 16 years of age (NST April 2002).
Similarly, Table 5 shows a steady increase of incest cases.
Table 5 Incest and Ethnicity
Year
1997
1998
1999
2000
2001
2002
2003

Malays
186
220
192
152
178
209
172

Chinese
10
13
7
8
10
15
7

Indians
21
27
15
12
18
24
16

Others
34
57
61
41
40
58
59

Total
251
317
275
213
246
306
172

Looking at the pattern of the statistics from 1997- 2003, it shows that Malays recorded
the highest number of cases compared to other ethnicities, .i.e. about 70 %. It is
interesting to highlight that in year 2001, there were 161 cases of reported child rape, out
of which 83% were committed by people they knew such as fathers, siblings, stepfathers
and other close relatives (Federal Police Statistics 2002). This finding is further supported
by researches conducted by Abdul Hadi (1996), Fatimah (2002), Maheran and Murshidah
(2004) found out that in term of relationship, the victims knew those who committed the
rape/incest.
On the 13th Sept, 2005, the nation for the umpteenth time had again been shocked by the
headline newspaper report about an 18 year-old boy stabbing his 16 year old girlfriend
with a 20 cm dagger, killing the eight-month-old foetus in her womb. That news is just
the tip of the iceberg of crimes, in this case, murder committed by the juveniles!
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Causes of Social Ills
Fifteen respondents consisting of 5 lecturers, 5 school teachers, and 5 parents were
randomly selected and interviewed in order to elicit the causes of the problems outlined
above. From the unstructured interview, data were transcribed and the main causes of the
social problems can be broadly categorized under the following themes:
a. Lack of true religious understanding and practice
Generally, all religions are against their followers’ involvement in vice activities.
Most of the interviewees strongly felt that the Malaysian society does not truly
understand their religions and fail to practice them accordingly. From the Islamic
perspective, a lack of clear, true understanding and practice as well as the weakness
of faith in the religion are the root causes of the many social problems in the society.
We may partly agree with the statement that a devout Muslim youth will never be
involved in social ills. The question is how many devout Muslims are out there? The
same applies to performing prayers regularly as a prerequisite to becoming a good
Muslim. The question is how many of the Muslim youths perform the five times
prayers daily? Generally, by performing solat one can abstain oneself from
committing bad deeds.
“Verily, prayer may prohibit you from performing bad deeds”.
( Al-Ankabut :45 )
b. Attitudes of parents towards their roles as parents
In all cultures, it has been unanimously agreed that parents play an important role in
inculcating and shaping their children’s value systems. In the case of Islam, it is an
obligation of the parents to be responsible towards their children;
"O believers guard yourselves and your family against the Hell fire ..."
(At-Tahrim: 6)
and it is supported by the sayings from Prophet (pbuh):
Every one of you is a leader. And every leader will be responsible for his
leadership. The ruler is a leader, and responsible for his leadership. The man is
a leader in his family, and responsible for his leadership. The woman is a
leader in her household, and responsible for her leadership. Even the servant is
a leader, given charge of his master’s property, responsible for his leadership.
(Bukhari and Muslim)
"that one of you discipline his children is better for him than if he gives charity
everyday half a sa (cubic measure) to a poor person" (Al-Tibrani)
"Each one of you will be questioned (held responsible) of those under you.
(Hadith Bukhari and Muslim)
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However, due to the hectic daily life routine especially when both parents are working,
they have very limited time for their children. Thus they tend to neglect either directly or
indirectly their responsibilities to educate and discipline their children. In most cases
children receive most guidance from the maids who are usually alien to them or have no
parenting skills or experience in dealing with children. The children in turn felt that they
are ignored and find their own ways out of boredom.
c.

The breakdown of the marriage institution

Marriage is losing its importance as the source of permanent relationship between
husband and wife, divorce is increasing at an alarming rate and the children become the
victims. Materialism has given rise to individualism, which is making it hard for people
to live under the same roof. The TV, computer and other gadgets are keeping man away
from other people, loneliness has become perpetual friend of many. Youths’ lack of love,
attention, care especially in broken families tend to find ways out to fulfill their
loneliness by resorting to loafing, and other vice activities leading to social problems.
d.

Changing Social Attitudes of the Community Members

Community life is breaking down along with family life and neighbourhood. Extended
families are rare. Children could no longer recognize beyond their first cousins. The
common scenario in the present society is where everybody tends to mind his or her own
businesses. This has created a very individualistic society where there is no more
cooperation in the community and the neighbors become complete strangers to another.
The spirit of helping one another, advising one another and enjoining what is good and
prohibiting what is wrong is becoming more alien to the community.
e.

Rapid Economic Growth

Rapid economic growth is also identified as one of the main factors that contribute to the
social problems. This has resulted in the escalating standard of living, requiring that both
parents work to maintain the family. Many have even taken up second jobs to meet car
installments, housing mortgages, holiday loans, credit card debts and other costs of
modern living. The mark of success has been narrowed to one thing: money. Money is
now the ultimate power over people and resources, the sole means of upward mobility. A
materialistic consumer culture of affluence and waste traps everyone in a system where
the rich grow richer and strengthen their control. . In addition to that, for those whose
incomes are below the poverty line, they could not afford to rent a reasonable house for a
relatively big family. And this lack of space had forced them to place both the teenage
boys and girls in a bedroom leading to other social problems.
f.

Educational System
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Schools are places where our future generation receives their formal education and their
behaviors are being moulded. Hence, the education system plays an important role in
ensuring that positive values are instilled in our children. However, the school
curriculum placing greater emphasis on examination has failed to mould students to
realize the noble vision and philosophy envisioned by the government. Moreover, the
school system is not keeping the student involved. Teachers are often themselves
engaged in earning additional income and lack the time and motivation to interact with
and guide students after school hours. So finger pointing is prevalent between the parents
and the teachers as parents felt that it is the duty of schools and teachers to educate their
children, forgetting the fact that education actually begins at home!
g.

Attitude of the Teenagers and Peer Influence

Coupled with the problems at home and/or school, as well as lack of religious
understanding, teenagers are easily influenced by their peers. In the process of growing
up and in the search for their own identity, they are easily attracted and sensitive to the
demands of their peer group. Hence, it is not surprising that one of the factors of juvenile
delinquency is caused by the influence of their peer groups. It is interesting to highlight
the findings of a survey conducted by one of the local newspapers in 2004 regarding the
top ten activities preferred by youth. Table 5 shows that a great majority of these youth
love to have handsets, watch video, surf the net, use laptop, etc.
Table 5: What the Youth Love to do?
Handsets
Watching VCD/DVD/Video
Surfing the Net
Laptop
Café/ Coffee Clubs
Cinema
Using Dark Glasses
WAP
(Application
of
Wireless Protocol)
Playing Football
Renovating Cars

91%
90%
88%
79%
79%
72%
71%
69%
68%
68%

Source: Berita Harian, April 10th 2004

h.

Influence of the mass media and globalization

It is also an undeniable fact that mass media and the openness in the today’s globalized
world is one of the important factors contributing to the prevalence of social ills.
Besides, the printed medium, electronic medium plays no less important role in shaping
the character of the youth. Hence, mass media does not only broaden the minds and
senses of the youth, but it also quickens the youth to blind imitation. While development
in ICT through sophisticated communication has made the world a borderless village, it
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has undoubtedly bring negative effects to the development of youth if go unchecked. . In
fact, it is of no surprise to find out that some school teenagers nowadays already know
about sex service and how to access it as information is easily accessible either through
the printed or electronic media.
i.

Influence of the Surrounding Environment

Environment influences youth’s moral development by flourishing specific aspects and
discouraging other aspects. The following are examples of an environment which
promotes the segregation of the spiritual aspects from the materialistic, secular and liberal
socio-cultural background: Mushrooming of entertainment outlets (karaoke, pubs, and
gambling centers, etc); rock-concerts, heavy metals, Hollywood as well as Bollywood;
Easy access to wine and contraceptives. These lure teenagers who have no where else to
go further promoting addiction to cigarettes, alcohol, sex, drugs, and a society lacking in
morals and social responsibility.
j. Lax in the Implementation of Laws
It has been observed that the laws implemented are too lax to curb the widespread of
crimes. Even some practicing lawyers had commented that the present laws should be
reviewed as they do not play the role of deterring offences. For example, in Sect 20, a
person who commits incest can be fined not more than RM500 or imprisoned for not
more than 3 years or given 6 canes or any combination of it.
For cases involving sexual abuse, they are classified under rape and Sect 376 defines that
a rapist is to be imprisoned for no less than 5 years and not more than 20 years and can
also be caned. Hence, the pertinent question to ask ourselves whether the laws
implemented commensurate with the crimes committed! Meanwhile all interviewees feel
that imposing the heavier punishment is important to curb such crime.
Remedial Measures
1.

Parental Responsibility to Build a Happy and Effective Family

Being the first and most influential teachers, parents should take full responsibility and
show their interests in their children’s education and moral development. In addition,
they should know their children ‘whereabouts’ after school hours and with whom they
befriended with. Hence, early education must begin at home and the best way of
protecting children from the fire is through providing proper education and training.
Hadith Prophet (pbuh) :
"Teach your children to perform the prayer when they reach the age of seven and
beat them up (for the failure to perform prayer) by the Age of ten."
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More than the wealth and material property, children badly require from their parents the
best education for their real success here and in the hereafter. The Prophet Muhammad
(p.b.u.h) said:
"Of all that a father can give to his children, the best is good education and
training".
An effective and happy family is a family whose members are happy where everybody
knows his/her relative tasks, roles, and responsibilities in the family. Hence, all parents
should strive and achieve the targeted objective of building a happy and effective family.
In short, it is important to recognize the family institution as the basic unit of society by
going back to basics of family, family life and values and the need to strengthen the
family institution to face the challenges and pressures of the century.
2.

Character Building of the Youth

A sense of responsibility must be inculcated in every youth. This can create an intrinsic
motivation among them to change themselves without having to rely on external forces.
In order, to equip themselves with noble characters, youths need to seek knowledge,
understand what has been learned, practice what has been understood, deliver their
practices, solid belief in faith, master knowledge and competency, high self-esteem and
are consistent, and high ambitions (Che Noraini, 2005).
Hence, it is important that discussions between youths, parents and teachers be held to
iron out the causes to the problems and how best to solve them. In short, parents and
teachers are responsible to assist and guide youth in the development of their moral and
personality.
3.

Role of the teachers and School

Teachers are regarded as the second most important person after parents in building and
inculcating the children’s behavior and character. Therefore, it is the teacher’s
responsibility not only to complete the syllabus and provide high quality education to
every child but as an adviser, guide, and role model to their pupils. Schools should be
structured as such where rules and regulation can be implemented to curb social problems
among the school children, such as having peer group program, mentor-mentee system,
counseling units, anti-smoking and anti-drug awareness campaigns.
4.

Mass Media

Censorship of the printed and electronic medium should be strictly screened and
controlled. The censorship bodies are to play more effective roles by ensuring that daily
tabloids be strictly censored. For the electronic media, the following are suggested:
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•
•
•
5.

Programmes comprising violence, obscene scenes, and ads exploiting women are
to be banned from being aired on TV.
TV stations are to air beneficial programmes. Entertainment and drama need to
portray good and positive directions not contradicting the eastern or religious
values
Advertisements involving wine and cigarettes either symbolically or directly must
be totally banned.
Involvement of NGOs and Private Sectors

Private sectors should not only think of making profits but they should also be involved
in program that is beneficial to youth workshop on career opportunities for the school
leavers. Private sectors should give financial support to organize beneficial activities for
the youth to nurture youth’s potential and talents. This should also include training to
upgrade skills in various job categories and entrepreneurship, to increase the participation
of youth in sports and cultural activities, to develop their leadership qualities, and to
inculcate them with high moral values and ethics

6.

Role of the authority

Government, being the highest authority has the maximum power to take more serious
initiatives in order to curb the social ills. Hence, the justice system should always
emphasize the well being of the citizens and ensure that any reaction to offenders has to
proportionate to both the offenders and the offence. It is thus the responsibility of the
government to formulate policies and strategies for social and family in order to
minimize the occurrence of social problem in the society. Besides that, the government
has to take the demographic changes in the country seriously. Lax of action can easily
lead to reduced educational opportunities, giving birth to social ills such as juvenile
delinquency, vices, crimes and drug abuses. Youth in developing countries need not only
but be ensured with better health, but access to better education, training, technological
and credit facility to be provided by the government. Finally, a preventive strategy has to
be set-up to curb drug addiction for example by setting-up more vocational schools and
the like for school dropouts.
Web of Relationships
From the above discussion, we need to understand the web of relationships arising from
the entire living system that give rise to social ills in the society in general and
particularly among the youths. The pictorial web of relationships above shows that the
problem of social ills among the youths neither localized nor can it be treated in isolation
with the complex system involving human being and its surroundings. Thus we need to
be able to study the problem and causes of social ills. In short, the causes of social ills
stem from multiple and complex variables and many remedies have been suggested in
order to overcome them. However, it is important that the root of the problem should be
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ascertained if the problem is to be totally overcome. Religious belief must be restored and
strengthened among the youths and all citizens in the society.

Web of Relationships that Pressure or Influence a Youth

Religious Belief
Neighborhood
Parents Expectation
Environment
Own attitude

Youth

SchooSystemTeacher

Laws and Regulations
Changing Society
Globalization
Family Institution

Peer Group
Rapid Economic growth

Religious Institution
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Conclusion
In conclusion, to overcome the problem of escalating social ills affecting youths, there
must be a collective responsibility and effort of the schools, the home, the community,
NGOs and the government. This can be implemented through the strengthening of school
curricula which focus on moral development, character education and character building
subjects. In addition, greater emphasis should be given to developing a resilient youth
community and to strengthening the family institution and the role of parents in
inculcating moral and spiritual values among youths. Given the importance of the
institution of the family in the context of social development, it must be strengthened so
as to enable society to withstand the pressures brought about by rapid modernization.
Within the home and neighborhood, practices pertaining to good parenting skills,
responsibility for family members, good neighborliness and healthy group behavior have
been strengthened.
Greater effort has to be emphasized at the national level, the training of youths to upgrade
their skills in various job categories and entrepreneurship, increased their participation in
sports and cultural activities, developed their leadership qualities as well as provided
them with the necessary skills to increase their contribution to nation building.
The government must renew its strategy and spirit in fighiting the social ills and the
society must be aware of the serious social ills in the society. Therefore we must put
concerted efforts to curb these social ills problem as what happens next will depend what
action is taken.
Finally, Islam offers a sound and comprehensive structure of social life. Among the
substantial elements of this structure are:
•
•
•
•
•
•
•
•

sincere love for one’s fellow human beings
mercy for the young, and respect for the elders
comfort and consolation for the distressed
visiting the sick
relieving the grieved
genuine feeling for fellow brothers and social solidarity
respect for the rights of other people to life, property, and honor
mutual responsibility between the individual and society.
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Incorporating Rich Media into Distance
and Distributed Learning Environments
The Changing Landscape of Higher Education
Emerging information technologies have made a dramatic impact on higher education. Since
the introduction of the microcomputer, the world is a different place. Students expect to
access information at anytime and any place. Even “places” for education have changed with
globalization. The boundaries among cultures and institutions of higher education are blurred.
The workplace has also seen a tremendous need for continuously retraining workers to keep
an up-to-date workforce.
Additionally, many institutions of higher education are dealing with an exploding and
changing clientele. Today’s students are often older, working, and raising families. For many
of these students, it takes longer to earn a degree plus there is a growing concern for the
costs of education.
Simply stated, in higher education today there are increased demands with fewer resources.
The factors listed above are forcing higher education institutions to restructure the way they
do business.
New Directions for Distance and Distributed Learning
New information technologies have provided many opportunities for change in distance
education, allowing for more sophisticated and interactive delivery systems. In the past,
distance learning environments were defined by time and/or distance separating the
instructor and learner. Today, time and place independence allows for learner flexibility to
access information when they need it. These new learning environments are called
distributed learning environments.
Distributed learning environments tend to be more learner-centered therefore allowing for
more flexibility for the learner. The distant learner as well as the traditional on-campus learner
may experience courses delivered in part through electronic media in both asynchronous and
synchronous modes. Distributed learning environments utilize learning resources/materials
distributed on a variety of media, i.e. videoconferencing, videotape, e-mail, Web-based
instruction (i.e., chat discussions, discussion boards) and are necessarily distance education.
Rich media allows for the delivery of audio and video synchronized with various instructional
methods and media. The convergence of information technologies and the advances in
telecommunication and Web-based delivery systems provide learning environment
opportunities that are only limited by our imaginations.
Rich Media at Clemson University
Since the introduction of rich media to several faculty members in the College of Health,
Education and Human Development at Clemson University, a number of creative media rich
distributed learning environments have developed. The following are examples of these
practical and innovative strategies.
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Digital Portfolios and Rich Media Presentations
Students in the Student Affairs graduate preparation program and undergraduate students in
the Nursing program developed digital portfolios enhanced by the use of rich media Web
presentations. The students utilized Web-based streaming technology to present personal
educational experiences on-line or on a compact disc. The rich media enhanced portfolios
are an avenue for students to highlight the skills, abilities, values, and what they have been
able to accomplish while pursing an undergraduate or graduate degree.
Digital portfolios provide many opportunities in graduate education. For example, the use of
digital portfolios can assist students, faculty and professionals alike in focusing on effectively
developing professional skills needed in the field of Student Affairs. Furthermore, professional
organizations such as the National Association of Student Personnel Administrators (NASPA)
recognize the merits of digital portfolios. The rich media presentations allowed students to
highlight the presentation skills they have refined while in graduate school in their digital
portfolios.
In the School of Nursing, digital portfolios provide a cumulative history of undergraduate
honors work. Each digital portfolio includes an introduction of the student’s research project
using the rich streaming media and a PowerPoint™ presentation.
As described above, the rich media enhanced portfolios are an effective tool to use in
education. Rich media enhanced digital portfolios provide students and young professionals
with a dynamic and effective means of creatively displaying their skills. Graduates will be able
to make themselves “stand apart from the crowd” when applying for jobs and interviewing.
Mini-lectures and Rich Media Presentations
The second project titled “Enhancing Your On-line Courses: Rich Media Mini Presentations”
was a small research project investigating the degree of student satisfaction with rich media
mini-lectures/presentations as part of an on-line course managed in Blackboard™. The
question investigated was, “What is the degree of student satisfaction in an on-line course
enhanced with rich media presentations?”
Methodology: Data for this study was collected by issuing Reaction Surveys to 15 graduate
students, in four different times zones, enrolled in an online course during the spring 2005
semester. This survey included open-ended questions regarding the students’ reactions to
the rich media mini-lectures or presentations that were part of an online course. The
instructor’s goal was to enhance the quality and integrity of the online course while at the
same time simplifying the instructor’s workload.
Results: All of the students felt that the streaming rich media mini-lectures/presentations were
a valuable part of the course materials and found the streaming rich media presentation to be
effective. Additionally, they reported being comfortable using this streaming rich media
presentation. The majority of the students felt that the delivery of content using streaming rich
media is as effective as traditional “face to face” content delivery.
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Many of the students felt that using Blackboard™ with streaming rich media minilectures/presentations kept their interest engaged in the subject. The majority of the students
recommend that this course continue using Blackboard™ and streaming rich media
presentations.
Most of the students accessed the course, through Blackboard™. They were able to launch
the streaming rich media mini-lectures/presentations from home using a broadband
connection. These students stated they were able to view the streaming rich media
presentation materials with no problem. Only one student reported having a problem viewing
all of the streaming rich media presentations and this student was using a dial-up modem.
Not being able to print the PowerPoint™ presentations was the only negative comment
shared by a number of students. These students recommended that it would have been very
helpful to be able to print out the presentations.
Blackboard™ Course Management and Orientation Sessions
Twenty-eight Student Affairs professionals and graduate students from twenty colleges and
universities across the United States took part in a graduate Study Abroad course. The
instructor designed rich media mini-lectures for delivering orientation materials, travel
information, and cultural sensitivity issues.
The overall reaction of the students was very positive towards the rich media enhanced minilectures. They felt the dynamic audio and video presentations were more effective than text
based materials alone.
Summary - Lessons Learned
Rich media shows promise for distance and distributed learning environments. From the
examples provided above, we have explored some creative uses of rich media.
• The Web-based rich media supported digital portfolios are providing students with a
unique way to highlight professional and educational development;
• Using rich media mini-lectures in an online course, through the Blackboard™ course
management system, enhanced the learning experience for students. The students
provided constructive criticism by asking for the ability to print off the PowerPoint™
presentations;
• Faculty, even low-tech faculty, found the rich media easy to use with a low impact on
their time. In the end, they had very professional and polished presentations to share
with a digital world;
• Faculty members are able to package information, i.e. orientation sessions and online
courses, for students dispersed by time and geography; and
• Using rich media was well received by the faculty and students alike.
Reference
Havice, W.L. and Havice, P.A., Editors, (2005). Distance and Distributed Learning
Environments: Perspectives and Strategies. (54th Yearbook Council on Technology Teacher
Education). Peoria, IL: Glencoe/McGraw-Hill.
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Title: Learning through Serving: A Higher Education Perspective of Merging Content,
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Abstract:
The session presents a step-by-step approach to integrating service-learning in your physical
education course/curriculum. Highlighting their own experience, the presenters demonstrate a
process that improves content acquisition (cognition) while it adapts to and supports different
teaching styles and processes (pedagogy). They also discuss the reciprocal nature of the benefits
to students who not only gain experience in what is for many their chosen career field, but also
participate in meaningful civic engagement, often in cross-cultural school/community settings.
Finally, the session provides creative ideas on how K-12 educators can partner with local postsecondary institutions to establish this type of dynamic program.
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ABSTRACT

The purpose of this study was to survey elementary teacher attitudes, perceptions
and knowledge of African American male language usage in fourth grade school
classrooms in Missouri. African American males display deficiencies when using
Standard English. In addition, African American males score in the lower percentile on
standardized test in Communication Arts. This study explored selected fourth grade
teacher perceptions about African American male language usage in the classroom.
Data was collected by surveying selected fourth grade teachers whose classrooms
consisted of at least 15% of both African American males and white males. Three
different instruments were used to gather data. Data was analyzed through the lenses of
ethnicity, neighborhood composition and childhood experience.
Conclusions suggest that little has changed over the years in regards to African
American male use of Standard English. Also, strategies need to be developed to bridge
the disconnection of African American male language usage and Standard English.
Educators must embrace all cultures that are represented by students who attend the
school community.

2

The synopses that follow will describe the instruments used and results from the
selected fourth grade teachers from this study. The attitudes, perceptions and knowledge
of these selected fourth grades teachers in the State of Missouri of African American
males’ language usage in the classroom were the framework that developed conclusions
and recommendations of this study. The results of the three instruments used in this study
were filtered through the lenses of ethnicity, neighborhood composition and childhood
experience.
Teacher Language Awareness Questionnaire. This instrument had 37 items that
addressed teacher attitudes, perceptions and knowledge of African American male
language usage in the classroom. There were 13 items of the 37 items that displayed a
significant difference through the lens of ethnicity. Upon closer review, nine items that
revealed very significant difference with responses from selected fourth grade teacher
attitudes, perceptions and knowledge of African American male language usage in the
classroom. One of the compelling results was the difference between non-white and
white teachers’ perceptions of Standard English used by African American males.
Another compelling result of non-white and white teachers’ responses was the use of
double negatives by African American males.
Neighborhood composition lens exposed only five significant differences from
selected fourth grade teachers. Neighborhood composition is defined as teachers that had
African American males in their neighborhood as they grew up. Also noted, of the five
significant differences of this instrument, not one revealed very significant differences
when observing the neighborhood composition of selected fourth grade teachers.
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Childhood experience lens exposed only six significant differences from selected
fourth grade teachers. Childhood experience is defined as teachers that had interaction
with African American males during their childhood. There were two items that
displayed very significant differences from those surveyed selected fourth grade teachers.
Item one showed a difference between teachers that interacted with African American
males and those that did not. Speech output and academic achievement did display a
significant difference for African American males. The other significant difference
reflected the immaturity of African American males’ speech in the classroom.
Language Attitude Scale. This instrument had 20 items that addressed teacher
attitudes, perceptions and knowledge of African American male language usage in the
classroom. There were seven items of the 20 items that displayed a significant difference
through the lens of ethnicity. There were two items that revealed very significant
difference when considering non-white and white teachers responses. Item one was
African American male language usage sounds as good as Standard English. The other
item referred to allowing and accepting non-standard English and how that would affect
academic achievement of African American males.
Neighborhood composition lens had five items that exposed significant
differences. Of these five significant differences, three were very significant. Nonstandard dialect of English has nothing worthwhile. That became an area of contention
between teachers that grew up with African American males and those teachers that did
not. Use of African American male language encourages these males academically. There
was disagreement between teachers based on neighborhood composition. The final very
significant difference is that the acceptance of African American English is imperative
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for African American male to succeed academically. There was disparity between
teachers through the lens of neighborhood composition.
Childhood experience lens revealed three items that had significant differences.
Of those three, only one was very significant. A majority of teachers that interacted with
African American males during childhood expressed their opinions that it would be
detrimental to our country’s social welfare if African American language became socially
accepted.
Behavioral Academic Self-Esteem Rating Scale. This instrument had 16 items that
addressed teacher attitudes, perceptions and knowledge of African American male
language usage in the classroom. There were three items of the 20 items that displayed a
significant difference through the lens of ethnicity. One very significant difference was
exposed when asked if African American males cooperate with other children? Nonwhite and white teachers had a difference of opinions when asked the question.
Neighborhood composition lens displayed two items that revealed significant
differences. Only one of the two items displayed a very significant difference. That item
was when African America males makes decisions that affect him, is he capable of
making that decision?
Childhood experience lens exposed four items that had significant differences. A
very significant difference was revealed in one question. The question asked if African
American males are quiet in class, speaks in turn and talks appropriately. Teachers that
interacted with African American males had a difference of opinions than teachers that
did not interact with African American males.
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The attitudes, perceptions and knowledge of selected fourth grade teachers forged
the following conclusions and recommendations. These conclusions and
recommendations were from selected fourth grades teachers that met parameters of this
study. Those parameters were 15 percent of African American and white males in the
same classrooms. Teachers were selected from the Missouri Department of Elementary
and Secondary Education Department.
Conclusions
Conclusions were developed from the results and findings from selected fourth
grade teachers. Data was derived from attitudes, perception and knowledge of those
fourth grade teachers as they evaluated language usage of African American males in the
classroom. The following are a list of conclusions:
1. The instruments used by Calloway (1989) continue to have value when
investigating African American male language usage in the classroom.
2. Missouri teachers in 2004 differ little in regards to perceptions of fourth grade
elementary teachers of African American male language usage in the
classroom when comparing data with Calloway’s (1989) study of high school
students and Covington’s study (1972) of a single third grade classroom.
3. Teachers regardless of grade level and geographical location continued to
perceive that many African American males are deficient in Standard English
in the classroom.
4. Non-white teachers may be more critical of African American language
usage.
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5. There is a disconnection of teacher perception between Standard English and
language African American males use in the classroom.
6. White teachers are more likely to believe academic progress is retarded when
non-standard English is allowed and accepted in the classroom.
7. Teachers that grew up with African American males were more inclined to
believe that encouraging use of African American language did not improve
academic achievement of African American males.
8. Culture clash showed teacher and African American male clashed when
addressing the relationship between speech output and academic achievement.
Teachers that interacted with African American males were less likely to
believe speech output had a connection with academic achievement.
9. Socially accepting African American language is not detrimental to our
country’s social welfare according to teachers that interacted with African
Americans.
Recommendations
The purpose was to survey elementary teacher attitudes, perceptions and
knowledge of African American male language usage in fourth grade classrooms in
Missouri. This was executed by the use of three survey instruments; Teacher Language
Awareness Questionnaire (TLAQ), Language Attitude Scale (LAS) and Behavioral
Academic Self-Esteem Rating Scale (BASE). The following are recommendations for
future study, which are formulated with the findings and conclusions of this research.
1. Teachers need to identify and familiarize themselves with their students’ language
that is used in the students’ culture.
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2. Find a way to appreciate language usage of African American males.
3. Conduct this survey at all grade levels to determine teacher overall attitudes,
perceptions and knowledge of African American language usage in the classroom.
4. Develop teaching strategies to bridge the gap from African American language
usage to Standard English.
5. Teachers are advised to focus on curriculum areas of pronunciation, vocabulary,
double negatives, omission of consonants and word meanings.
6. Select a group of African American male students and administer these surveys to
their teachers at each grade level. Compile findings at the end of their elementary
school career.
7. Continue to research, collect and analyze data of African American male language
usage in the classroom.
8. Re-examine the survey instruments to align survey language with today’s
vernacular.
9. Teachers should follow Bruffee’s advice: “Our job as teachers, we were saying,
was to find out how, in some way and in some measure, to reacculturate the
students who had placed themselves in our charge.” (p. 5)
In summary, future research is necessary to analyze teacher attitudes, perceptions
and knowledge of African American male language usage in the classroom. A benefit of
this research could facilitate academic performance of African American males. I trust
this research will inspire other researchers to continue this thrust for African American
males.
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Title: How to Fit Exercise Into Your Life: What You Can Do To Become A Physically Active
Role Model [Word Count: 18]
Abstract
Despite the abundance of documented evidence supporting the relationship between physical
activity and health benefits, 60% of Americans are inadequately active. Lack of time is the most
prevalent self-reported reason that North American adults provide as to why they drop-out of
community exercise programs and for inactive lifestyles. One potential solution may lie in using
time management skills specifically to aid exercise participation. As educators need to be
physically active role models for their colleagues and students, the purpose of this presentation is
to provide educators with some practical tips and techniques on using time management skills to
fit exercise or physical activity into their lives. These tips are based on many of the time
management skills educators already utilize to manage their lives. [Word Count: 124]
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How to Fit Exercise Into Your Life:
What You Can Do To Become A Physically Active Role Model
Presentation Context
There is much evidence to support the physiological 1,2,3,4,5 and psychological health
benefits 6,7,8 of being physically active. Despite the abundance of documented evidence
supporting the relationship between physical activity and health benefits, 60% of Americans are
inadequately active, and 24% are completely inactive9. American epidemiological studies show
that only 15% of the American population is vigorously active at the levels prescribed by the
American College of Sports Medicine10. The situation in Canada is similar. One in ten Canadians
are sedentary11 and sixty-three per cent of Canadians 18 years of age or older are not physically
active enough to improve their physical functioning or to increase their longevity12 and three out
of five children and youth aged 5 to 17 years are not active enough for optimal growth and
development13.
So what’s the problem? Why don’t we do what we all know we should? The reason may
be simple but the solution is not. Lack of time or time pressure is the most prevalent self-reported
reason that North American adults provide as to why they drop-out of community exercise
programs 14, 15 and for inactive lifestyles 11, 14, 15. Furthermore, lack of time as a barrier to
physical activity or exercise has been reported by children, youth12 and high school students16.
Now there’s good news and bad news. The good news is that most of us are somewhat
physically active to begin with. In general, scientists recommend the accumulation of 30 minutes
of physical activity on most, if not every day of the week to stay healthy or to improve health17.
The bad news is that a little physical activity is good but more is better 15. For most of us, this
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usually means becoming more strenuously active and performing planned or structured exercise
activities. Which we never seem to do. Why not? Because we don’t think we have time. One
potential solution may lie in using time management skills specifically to aid exercise
participation.
Purpose of the Presentation
Thus, the purpose of this presentation is to provide educators with some practical tips and
techniques on using time management skills to fit exercise or physical activity into their lives.
These tips are based on many of the time management skills they already utilize to manage their
busy lives. The ideas are presented in a clear but non-threatening manner and are useful for
individuals who are currently inactive but whom wish to become active and for individuals who
are currently active but not at their desired level.
Summary of Presentation
The four specific time management principles that appear to be especially relevant for
increasing exercise participation18 are:
1. Prioritization: Is exercise a priority for you?
2. Perceived Ability to Manage Time (for Exercise)
3. Setting (Exercise) Goals
4. (Exercise) Documentation
What can you do to fit exercise into your life? The following Time Management for Exercise
tips18 correspond to the four time management principles identified above.
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TiME Tips
1. Prioritization/Exercise Importance.
• Do you make exercise an important part of your life? Is finding the time to
exercise important to you? You need to consider exercise a priority before any of
the other TiME Tips can be of use. However, if exercise is important to you but
you just can’t seem to find the time, start small. Start by being physically active in
bouts of 10 minutes or more. Park your car farther from the school and walk a few
minutes to work. Take a walk after lunch; maybe even encourage a couple of
colleagues to join you. Join in a playground game during recess supervision! Try
to make it a habit to briskly walk around your school and school grounds at least
once a day. Use the stairs. Cover as much ground as possible.
2. Perceived Ability to Manage Time for Exercise: We all have different perceptions of our
abilities to manage our time especially when it comes to exercise. To find out if you believe
you can manage your time for exercise, ask yourself the following questions. Affirmative
answers suggest you may need to work on this specific TiME tip.
• Do you find it difficult to reschedule your exercise when you can’t exercise at the
scheduled time?
• Are the exercise activities you enjoy inconvenient because they take up too much
time?
• Do you often miss-out on your exercise activities because you are overcommitted?
• When you are very busy, do you reallocate the time you set aside for exercise in
order to do something else?
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• Do you underestimate the time it takes to complete your exercise activities?
One of the most important things you can do to increase your chance of successfully
incorporating exercise into your life is to become very aware of the amount of time (be
realistic!) that you have available for exercise and the amount of time required to perform
your chosen exercise activity. Get out your watch and time yourself performing your chosen
activity. Be conservative with your time estimate. Many individuals find themselves having
trouble maintaining an exercise regime because they truly don’t have the time to fit in their
chosen type of exercise activity. If this may be you, try a new activity. Remember, activity
should be at least 10 minutes in length but you don’t necessarily need to set aside a full hour
or two for your exercise. Exercising at home or at work will save you time. So will
exercising on the way to or from work. Or at your son or daughter’s soccer game (walk
around the field before watching the game) or on the way to the grocery store (walk and
carry the milk home). Be creative. Try to find an activity that interests you. But understand
that although you may really wish to take the Kayaking course at the leisure center across
town, if your schedule is already tight for time, fitting in the commute and the class may be a
real challenge.
3. Set Exercise Goals. If you have been able to squirrel away some time for your exercise
activities, be sure to think about setting some exercise goals. Setting goals, as you well know,
is motivating. What type of goals should you set? Try to ensure that you set both long term
exercise goals (for what you hope to accomplish in six months or a year. E.g., become
proficient at the front crawl) and short term exercise goals for what you want to accomplish
each week (swim twice this week). Try to ensure that you set specific exercise goals (e.g. I
am going to jog a km in the morning 3 times per week at 7 AM) rather than general exercise
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goals (e.g. I am going to start exercising more often). Make sure that your exercise goals are
reasonable for you (don’t set a goal to run a marathon in 3 months if you just started jogging)
but make sure the goals are challenging for you. Finally, be sure to review and evaluate your
goals periodically and revise them if needed.
4. Last but not least, we need to document and monitor our exercise activities. By monitoring
your activities you can evaluate your progress (or lack of progress) and change exercise
goals as needed. In addition, documenting your exercise activities on paper is motivating
and the process can act like a self-contract. Some ideas to try include:
• Write your exercise schedule down. Include exercise as a part of your regular
schedule.
• Use a day-timer to block out a specific time period for exercise (just like you
would do with a meeting).
• Record your exercise sessions on a calendar.
• Record the amount of time you spend exercising in a day-timer or on a calendar.
• Keep an exercise log or diary.
• Include exercise as part of your “to do list” and check exercise off of your list
when you finish exercising. Reward yourself for being active (but not with a jelly
donut!).
• Check your “to do lists” frequently so you don’t forget to exercise.
Research has shown that individuals who regularly exercise or who perform strenuous
exercise behaviors believe exercise to be more important, have more faith in their ability to
manage their time for exercise, set more exercise goals and document their exercise activities
more than individuals who either exercised irregularly or who performed less strenuous
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exercise activities20. Whatever, you do, keep active. Start small – think 10 minutes at a time.
Make small changes. Don’t give up. Keep moving forward. Be a physically active role model
using skills with which you are already familiar.
Relevance of Presentation to Educators
Where’s the relevance to educators? First, as for all of us, there are personal health
benefits that can be obtained by being physically active including disease prevention, stress
reduction, and decreased fatigue. Second, teachers, principals, and school administrators need to
set a good example and be physically active role models for their colleagues and students.
Physical inactivity can be harmful to our health. Third, whether educators like the idea or not,
many classroom teachers are also responsible for teaching physical education to their students
and (hopefully) fostering a life-long desire to be physically active19. Lastly, most educators
already have some experience in managing their time. Educators are busy people who work in a
stressful occupation that is characterized by long hours and much responsibility20. Although,
physical activity and exercise can help to reduce stress, time must be set aside for these activities.
Due to their job requirements, most educators already have a working knowledge (whether they
are aware of it or not) of the facets of time management and make use of these skills on a regular
basis.
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African American students are still underrepresented at institutions of higher
education. Additionally, more African American students leave college in the first year or
two before getting their undergraduate degree. Compared to White students, African
Americans are 20% less likely to complete college within six years and for every two White
students who drop out in that time period, three African Americans have departed (Cabrera,
Nora, Terenzini, Pascarella, & Hagedorn, 1999). Educators need to know what their
experience is, compared to their White peers, in their own words, to know which programs
are working, or what needs to be done so they can be successful and obtain their degrees at
higher rates.
Most of the studies that have been done looking at African American students
perceptions have been about why they leave higher education. Many of the initial studies
were quantitative studies. Also, most of the studies have been conducted at large, public,
research institutions. Qualitative studies can provide rich data of African American and
White students’ experiences allowing them to articulate the numerous issues they consider
when forming their perceptions of their college experience.
Qualitative studies using reflexive photography in which the participants share in
the definition of the meaning of the picture can enhance their spoken descriptions by
providing a lens through which the researcher can describe what their experiences are like
while limiting his or her own biases. This equalizes the power so the researcher is not
controlling the responses and the participants are empowered to use their own voice.
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Perka, Matherly, Fishman, and Ridge (1992) conducted the study identified in the
literature that is a precursor of the current research. The Perka et al. (1992) study was a
qualitative study using photographs taken by three White and three African American
students who were told to take pictures to “show us what [name of college] means to you.”
The students had been on campus for at least two years so the study avoided the possible
limitation of eliciting “first impressions.”
In the analysis, photographs were coded for content (buildings/rooms, open space,
objects, activity/people) and “the significance or meaning…as interpreted by the participant”
(p. 10). The results showed differences between the White and African American students.
The African American students took fewer pictures of buildings, open spaces, and campus
landmarks. In terms of meaning or significance, the African American students took far
fewer photographs for aesthetic reasons or because of the historical value of the content.
They were “more likely to take photos of frustrating or challenging situations” – “scenes of
problems, struggles, obstacles, or chores” (p. 10). They also “took more photos of what they
perceived as the university’s efforts to promote cultural diversity” (p. 10).
The photo-elicitation interviews in the Perka et al. (1992) study revealed that the
groups of students had different approaches—the White students appeared to feel “a closer
attachment to the folklore, traditions, and beauty of the university” and their frame of
reference was general rather than personal (p. 12).
Some limitations of the Perka et al. (1992) study were that the participants were not
given cameras with flash attachments so any indoor pictures did not develop well. Because
participants were not given a notebook with instructions to record what they were
photographing, why and when they took the picture, the researchers did not have a good
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record of what photos were taken and when. Additionally, no attempt was made to
determine the socioeconomic status of the participants, which prohibited an evaluation of
that factor when looking at differences between particular photographs.
The work of Harrington and Lindy (2000) also uses photography as a means of
collecting visual data about first-year students’ “impressions” of their experiences on
campus. A small sample (ten students) limited the conclusions to be drawn from that study
and its generalizability. However, the choice of design—using photographs and photoelicitation focus groups in which the meanings of the photographs were discussed—is
encouraging to other researchers interested in using visual data to study the relationship
between students’ college experiences and their persistence. In this study, the physical
environment emerged as one of the major themes in the photographs students produced, but
in the follow-up focus groups, students identified their interactions with people as the single
most important contributor to their impressions of the university. In terms of positive
impressions of the physical environment, students tended to photograph new or renovated
campus facilities and the natural elements on the campus. Those with negative impressions
cited the disruptions caused by construction and the lack of certain facilities, such as
computer labs.
Harrington and Lindy (2000) opened up the process slightly for the student
participants in their study by asking them to take pictures that would illustrate their
impression of [the university] or that would help them describe their impressions. Students
were also asked to record in writing the time and date of each picture, its intended subject,
its meaning to them, their thoughts and feelings at the time, and “what they thought may
have influenced and contributed to those thoughts and feelings” (p. 7). Another variation on

4

the process was that students were asked to arrange the pictures they took in such a way that
their overall impressions were clear or in a way that would make the photo-elicitation
interview more comfortable for them.
Schwitzer, et al. (1999), in a series of focused studies, looked at the social climate for
African American students in predominantly white universities. They used a qualitative
approach in order to enrich understanding of the lived experiences of African American
students. In terms of methodology, the researchers relied on verbal data, asking respondents
“what words best describe what it is like to be a student here at this university? In particular,
what words best describe what it’s like to be an African American student here?” (p. 191).
The respondents’ written input was then followed by focus group interviews, in which both
African American and White students participated. The limitations of this approach are
clear: reliance solely on words as data, using group rather than individual interviews, and
grouping African American and White students together.
Purpose of Study
The purpose of this study was to compare, from a phenomenological perspective,
second year African American students’ perceptions of a predominantly White, private,
liberal arts college in the Midwest with the perceptions of their White peers, and to describe
what had influenced their perceptions. In other words, to what do they attribute their
perceptions?
Research Questions
1. What were the perceptions of White and African American undergraduate
students’ who had been on campus at least two years at a small, private, white, liberal arts
institution in the Midwest?
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2. From their phenomenological perspective, what personal interpretations or
attributions had the students made of their environment?
3. What had influenced those perceptions?

Site for Study & Participant Demographics
According to the U. S. Census Bureau, Private College (PC) is in the middle of a
large, metropolitan city with an ethnic composition comprising 69% White, 26% African
American, .3% Native American, 4% Hispanic/Latino, and 2% other. In the fall 2004
semester, PC had 3,829 full-time undergraduates. Specifically, there were 82 international
students, 136 African American students, 60 Hispanic American students, 77 Asian
American students, 6 Native American, 0 classified as other minority, and 3,468 White
students. There were 280 full-time faculty at PC in the same academic year; 30 were
minority (8 were African American, 19 Asian American, and 3 Hispanic American). In the
fall semester of 1995, PC had 2,908 full-time undergraduate students, 150 were African
American, 21 were Hispanic American, 59 were Asian American, 4 were Native American,
15 were other minority, and 2,659 were White. The demographics did not vary much over
the ten year period.
Figure 1 Student Demographics – Nine year Comparison

Total Full Time Undergraduate
Students
International
African American
Hispanic American
Asian American
Native American
Other Minority
White

Fall Semester 1995
2908

Fall Semester 2004
3829

NA
150
21
59
4
15
2659

82
136
60
77
6
0
3468
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Four African American students and three White students, who had been on
campus at least two years, participated in this study. Students who participated in the study
were chosen randomly from the pool of available African American and White students at
PC. Those students who did agree to be participants met with the researcher for one hour
four weeks into the spring semester for an initial interview and an in depth explanation of
the study. An informed consent form was given and signed if they agreed to be in the study.
At that time students were given a demographic questionnaire to complete and a disposable
digital camera with 27 exposures to practice using. At the end of the hour, participants were
given the camera and told to “take pictures of what PC means to you.” No other instructions
were given so the participants would be free to take pictures of whatever they chose.
Because the cameras used in the study had an automatic flash, participants were reminded
they could take pictures anytime of the day or night, inside or outside. The students in this
study were asked to choose a pseudonym that would be used in the written materials and for
any presentations.
A notebook was given to each participant to record the day of the week, time of day,
what they were photographing in each picture, what each picture meant to them, what
thoughts or feelings were evoked when they took each picture, and what might have
contributed to those thoughts or feelings they had at the time. The cameras and notebooks
were collected and their photos were developed. Once the pictures were developed,
participants were given a set of prints of their pictures and a photo album. They were
instructed to arrange the photographs in the album in any order they would like to talk about
them. They brought the album to an individual photo-elicitation interview with the
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researcher that lasted around one hour and was audio-taped with their permission. The
interviews took place the sixth week in the spring semester.
Once each participant had talked about their photos and what the pictures meant
to them, the researcher asked them to express any perceptions or feelings they could not
capture in the photograph or that had arisen since taking the pictures. After looking at all
the photos, the participant was asked to select the photo that gave him or her the strongest
impression and to explain the reason behind the choice.
When all of the photo elicitation interviews were completed, the researcher
listened to all the audio-tapes from each interview, transcribed their contents, and reviewed
each photo album and notebook to begin to develop some constructs about the participants’
perceptions of PC.
All participants wrote a notebook entry for every picture they submitted. None
of the participants exposed all 27 pictures on their camera. During the photo-elicitation
interviews each participant explained that they had reached saturation before exposing all
the frames. In another words, they felt they had accurately captured what PC meant to them
without using all the exposures. Several of the students expressed how much thought they
had put into their entries and how being in the study made them reflect on their experience at
PC.
The week after spring break, about eight weeks into the spring semester, the
researcher held focus group meetings with the participants to present the initial constructs.
The focus group meetings were audio-taped and served as member checks and forums for
further information gathering. Upon completion of the focus group meetings, verbatim
transcripts were transcribed and analyzed. After coding and sorting the data units from
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pictures, notebooks, photo-elicitation tapes, and focus groups, broader constructs began to
emerge. Eventually, six themes or constructs became apparent. Even as the overarching six
themes emerged, the author was struck by how the themes overlapped.

Six Perceptions of Participants
The six perceptions or themes that emerged from the data analysis that related to
PC were as follows: 1) beauty/physical environment of campus; 2) relationships made at
PC; 3) institutional size and location; 4) personal and intellectual growth; 5) diversity; and
6) challenges students faced at PC. Although the themes emerged as separate categories,
many overlapped because they contained aspects that were related. For example, because
PC was a small campus, students were better able to form relationships with faculty and
peers; the students talked about personal growth as they learned about diversity; they faced
challenges as they attempted to balance social and intellectual growth and worked to pay for
tuition.
Implications
One obvious implication derived from the demographics, participants’
photographs, notebooks, and focus group transcripts was that PC needs to cultivate more
diversity in both the student and faculty populations. Minority student and faculty
recruitment and retention need to be a higher priority at PC. The African American students
in this study said that recruitment alone is not enough; PC needs to figure out how to retain
the minority students and faculty who are there now. The African American students in this
study, despite some hardships, have managed to find their niche socially and academically,
but they all reported knowing many of their peers who did not.
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Currently there are committees assessing what other universities that are similar
to PC are doing to recruit and retain their minority students and faculty and gathering data
about PC students; despite this, while the committee work is being conducted, concrete,
immediate action needs to be taken to retain the minority students who are currently
enrolled. In the focus groups, the African American students expressed concern and anger
that PC does not do much to keep their students. They indicated many students of which
they were aware were leaving because there was not enough diversity. Their perception, as
revealed in the focus groups, is that the university misrepresents PC to students. The
brochures make potential students think there is more diversity than really exists. Once they
begin their freshman year, the reality sinks in.
Another area of diversity that the African American students discussed in their
photo-elicitation interviews and focus groups was that they were often the only African
American students in their classes. Some faculty members would ask them to answer
questions about diversity from their perspective based on their race. Littleton (2001) found
this in his study also and called this phenomenon being a “black spokesperson.” Obviously,
they could only answer from their own point of view, not for the entire race. Not only were
the students singled out and put on the spot in front of the entire class, but they were also
asked to represent the opinions and experiences for their whole race. The implication for PC
is that all faculty, staff, and students could benefit from sensitivity training.
Additional studies are needed that explore intraracial diversity, such as the one
conducted by Smith and Moore (2000) that examined the diversity within the African
American student community, which pointed out that policy makers should not assume that
the community is monolithic.
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Another implication is that since this researcher chose to include in this study
only students who had been at PC more than two years to avoid first impressions, valuable
information about minority students’ first year at PC could be explored in future research.
Many studies have been conducted looking at students’ first year experiences, but few, if
any, were conducted at a small, private university. Studies such as the one by Furr and
Elling (2002) that focused their research on the first six weeks of the first semester to
identify factors associated with academic success and the risk of dropping out need to be
replicated.
All except one participant attended the New Student Orientation at PC their
freshman year. Several commented it was fun and they met other students who were
experiencing the same feelings associated with being away from home for the first time and
not knowing many people. However, four participants, two White and two African
American, remarked that after that initial week of orientation, they really felt alone because
the people they met got busy with their classes, they still had not made many other friends,
and no other campus functions were offered. Additionally, if students cannot arrive on
campus that first week before classes begin, they would have missed the one opportunity to
meet other new students.
The students’ reactions could mean PC should consider extending orientation
activities throughout the freshman year, which could include social gatherings and other
experiences that bring students together. Even though there is a strong Greek influence at
PC, most students do not join sororities and fraternities, so they need a social arena in which
to congregate with others.
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Most participants noted they met friends and acquaintances through classroom
experiences and interactions. Faculty at PC need to be encouraged and rewarded for
utilizing structured group exercises as part of their course work. Faculty development, in
general, should be better defined. PC does not have an Office of Faculty Development
where faculty can go to consult a professional regarding teaching. Additionally, faculty
need to know the importance of incorporating course materials that are relevant to a diverse
population. Several African American participants said they would like for other ethnicities
to learn about their culture and since not many individuals attended diversity programs on
campus, the learning environment of the classroom throughout the curriculum would be an
ideal place.
Gossett and Cuyjet (1998) found non-African American students were generally
unaware that African American students experienced incidents or perceptions of
discrimination, so more knowledge about minority groups on campus would benefit all
students. White participants in the current study did realize there were one or two recent
incidents of racial discrimination on the PC campus, but they did not realize the extent of
discrimination that occurred until the focus group meetings.

Limitations
A limitation of this study is that the focus was only on African American and
White students’ perceptions. Other minority groups were not included. More studies need
to be conducted focusing on other minority groups represented at PC. Additionally, the
researcher was White, which may have influenced the responses of the participants. The
fact that the researcher was a faculty member at PC could have been a strength in that the
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researcher knew the culture of the university; however, that also could have been a
limitation because after being a faculty member for five years the researcher may have
developed biases.
Another limitation could have been that only students at least in their second year
were participants. Future research should be conducted to determine first-year students’
perceptions of PC.

Observing students who were in their second year or above was a

strength because, in this particular study, I did not want first impressions.

Recommendations
Qualitative inquiry combined with photography can provide rich, descriptive
information about complex campus environments. As part of qualitative inquiry,
photography can provide important insights about how subjects perceive their world.
Qualitative inquiry is non-threatening and can provide the researcher sensitive information
that may not otherwise have been communicated.
Through the use of qualitative inquiry, this researcher was able to learn valuable
information about African American and White students’ perceptions of PC. Based upon
the data collection techniques of demographic surveys, photography, photo-elicitation
interviews, notebook entries, and focus groups, this researcher was able to make the
following recommendations.
1. Forum for minority voices: If PC values diversity as stated in brochures and vision
statements, administrators need to continue to gather data, but at the same time listen to what
the current minority students are saying. As the African American students described in the
focus group meetings, they feel the administration is doing a great deal of data collection,
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but students’ voices are not heard. Nothing is being done now. A minority student advisory
board and/or a Center on Diversity would be a way students could see the administration
does value their opinions and does value diversity. Long term goals are advantageous;
however, current students want to see the administration is listening to and acting on their
needs and concerns.
2. Diversity Office: There are currently several committees, subcommittees, faculty,
and staff gathering data, but one must contact several departments to locate information.
There should be a system established to share the data that has been collected with all
departments so all stakeholders have the same information. Currently, there is no one central
location that has all relevant data regarding diversity at PC. A diversity office could be
established that would be the keeper of diversity data for the university. This researcher had
to call and visit multiple offices to gather data regarding programs and demographics on
diversity. Most of the individuals contacted for this study did not know what data had been
gathered by whom or where the results could be found. One location housing all the data
would help solve that problem.
3. Sensitivity Training: Sensitivity training should be offered to all new students, faculty,
and staff. African American students should not be singled out in class as speakers for their
race. Many of PC’s students came from rural areas and small towns where there was very
little diversity, so they had no experience interacting with individuals different than they.
Unfortunately, the PC campus is not diverse enough, either. Unless changes are
implemented, those students will graduate knowing no more about diversity than when they
arrived on campus, which is not preparing them for the world in which they may work.
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4. Minority Recruitment: According to the demographics and the perceptions of the
students in this study, PC needs more minority faculty and students. Stronger minority
recruitment and retention strategies are needed to create a more diverse population that is a
better representation of the world in which these students will be working. Minority
students need minority faculty as role models. Littleton (2001) indicated the African
American students in his study “did not feel they had an African American role model at
their institution to which they could look for guidance.” The African American students in
this study had the same perception. Different recruitment strategies such as where and how
PC advertises for faculty positions need to be implemented. As one African American
participant in this study pointed out, “instead of going to the Chicago area to recruit
students, the city surrounding PC has plenty of diversity, so recruit closer to home.”
5. Faculty/Peer Mentoring Program: Since several African American and White students
described challenges they faced their first year at PC, freshmen would benefit from a
faculty/peer mentoring program similar to the one previously described to help ease their
transition into the academic and social environment. Johnson (1989) recommended using
peers as mentor aides and faculty mentors that meet in small groups to help freshman
students integrate both socially and academically.
6. Professional Development for Faculty: One way participants in this study met friends
was in group work in classes. PC faculty should be encouraged to utilize group work in the
classroom so students can interact, meet their peers, and hear diverse opinions of content.
To accomplish that goal, more funds should be allocated for faculty development. Diversity
should be a part of the curriculum of each class, not just the two classes taken as university
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core. Additionally, there are many good teachers at PC who could share their knowledge
and expertise.
7. Social Events for non-Greeks: Participants in this study met friends through their
fraternities and sororities. The Greek system is strong on the PC campus; however, the
majority of students do not choose to join a fraternity or sorority. The participants in this
study who were not a Greek member described feeling alienated because most of the social
activities on campus were supported and sponsored by fraternities and sororities. Social
events need to be planned for students who are not Greek affiliated. More activities for nonGreek affiliates would also help freshmen students who felt alone after New Student
Orientation week ended.
8. Grants and Scholarships: More money for grants and scholarships is needed. All of
the participants in this study worked while taking 15-18 hours of classes. More grants and
scholarships would also be a good recruiting tool to attract a more diverse student
population who might not otherwise have been able to afford the expensive tuition at PC.
9. Future Research: More studies need to be conducted at PC that would focus on first
year students since participants in this study discussed challenges and frustrations during
their freshman year. More proactive programs would help with student satisfaction.

Conclusion
This study has described African American and White students’ perceptions of a
small, predominantly white, Liberal Arts college in the Midwest. The final data analysis
showed there were similarities and differences between the two groups. The specific
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descriptions were highly individualized and impacted each participant differently. Six
themes from the data were described and implications and recommendations were made.
In an article published in the Chronicle of Higher Education, Davis (1998, as
cited in Littleton, 2001) said,

“One of the greatest challenges for American Higher Education is to
develop a healthy campus climate where opportunities for learning
include cultural appreciation and reciprocity among people of diverse
backgrounds. Many American colleges and universities have
responded to acts of discrimination and intolerance by revisiting
missions, implementing policy and broadening their academic
curricula. However, as evidenced by this study, disrespect for others
and discriminatory behavior continue to plague the academy” (p. 72).

The African American students in this study told of incidents of discrimination
that had happened to them on this campus. There were only four African American students
in this study, so there are probably many more incidents that have transpired about which
these participants were unaware. Based upon the perceptions of the participants in this
study, Davis’s comments are still very relevant.
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Introduction
Notions of literacy and linguistic competence develop over time, as children interact
with others repeatedly in literary activities. Many studies that show that literate ways of
thinking grows out of social experience within activities around text, i.e., parents reading
to their children and children reading in the classroom. (Langer, 1991b, p.17). As such
we know that literacy learning is community-based. Rules, norms, and regularities of
literate behaviors emerge from and are maintained through social practice
(Gumperz,1986). Children internalize those rules of competence to which members of
their own community adhere (Bruner, Goodnow, & Austin, 1956; Leontiev, 1981;
Vygotsky, 1978). Within the context of formal schooling, children who have had practice
with text tend to outperform those who have had little or no experience with text. We
know little about how children who are primarily exposed to oral literature participate in
discussions of the same.
This study focuses on the linguistic code and organization of discussions among
students who have had limited exposure to written texts but who have extensive
experience around oral literatures. The literary activity was organized around the
students’ community practice of storytelling in order to encourage participation and
meaningful interaction.
The methods of data collection are best described as ethnographic. Ethnography, as a
method, is described by Agar (1980), Fedderman (1989), and Spradley (1979, 1980) as a
means to understand the development of the socio-cultural behavior of culture groups.
Ethnographic methods allow for participant terminology and definitions of their discourse
practices to emerge for inclusion in analyses (Spradley, 1979, 1980: Sherzer, 1987).
Collection of data, and investigation of the interactions within the context of community
literary activities, helps us to identify participant notions of competence.
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The Activity
Thirty-eight Dominican junior high school students were assigned to research and
collect stories they considered to be “culturally theirs”. The activity was designed with
the help of informants who were members of the Dominican community in New York
City’s lower east side. The students were charged with the tasks of researching and
collecting narratives told by members of their community and families. They were then to
commit the stories to memory and present them to their classmate to be critiqued. A
majority of the participants came back with oral narratives generated by members of their
families and communities back in the Dominican Republic. The stories consisted of two
principle kinds of narratives — cultural folk tales and community-generated historias. In
the critique interactions surrounding these stories the students discussed a variety of
concerns with authenticity, the suspension of disbelief, and the quality of literature.
Analysis of the narratives and the interactions around them suggest that these concerns
emerged in relation to individual characteristics of each of the oral genres.
Discussions of Cultural Folk Tales
Los Cuentos de Pepito is a series of folk tales rooted in an oral narrative tradition
known as cuentos hablados, or spoken stories. Some students presented modified
versions of the tales. Informants explained that performers are expected to narrate the
tales accurately. That is, competence is gauged by a performer’s ability to accurately
render the events of these familiar narratives; and to maintain their original form and
language.This notion is best described as a convention of folklore associated with the oral
narrative practices of the Hispanic Caribbean. In the classroom, the narratives varied
slightly from the originals. Familiarity with the tales, conventional notions of folklore,
and the presentation of divergent versions engendered concern with authenticity. In turn,
topics concerning authenticity helped to generate other topics concerned with particular
features and functions of the genre. To address their concerns, the students used
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knowledge of literature, described as socio-cultural notions of folklore, rooted in early
childhood experience within social activities around such tales.
In example 27 Enrique quickly points that Ramon, who has just finished presenting a
modified version of a Pepito tale, has failed to maintain authenticity because he borrowed
from various tales (S1-3). The implication is that Ramon’s Pepito is unacceptable
because he has violated a tradition. In stating “Eso nunca va así” (It never goes like that)
and “No lo dijo bien” (He didn’t tell it right), Enrique relates a conventional notion of
folklore, rooted in the practices of his cultural community — that the content, form, and
language of folklore must be maintained. Such phrases are commonly used by members
of the community when discussing folk narrative performances.
Example 27
Turn Speaker

Interaction

S1-3

He didn’t tell it right. [No lo dijo bien.] He’d say one

Enrique:

word from one story and then another word from
another story. Until he mixed it all up. That story never

Discussions of Community-generated Historias
The second category of cultural literature presented in the classrooms were
community/family-generated narratives called historias. The telling of historias is
prevalent practice in the Dominican community. Like Los Cuentos de Pepito, historias
are a cultural narrative form rooted in the oral tradition of cuentos hablados. But unlike
the former, they consist of so-called true accounts about real individuals, reported to have
witnessed or been involved in unlikely events. That is, the historia is broadly associated
with and identified as a non-fictional genre.
To convince the audience that their historias are true, in community activities,
performers frequently use linguistic code or formulaic narrative openings such as “The
story which I am about to tell is based on actual events”, and closings like “Siguío siendo
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un misterio” (It remained a mystery) and “Nunca se súpo nada” (It was never known).
This conveys a specialized way of thinking about conventions of nonfiction, where the
unexplainable need not be understood nor explained in a logical manner to suspend
disbelief (see example 33 and 34).
Example 33
Speaker

Interaction

Deina:

La historia mía está basada en hechos reales. Eso significa que
es una historia de verdad. La historia se trata de mí padrino.
[My story is based on actual events. This means that it is a true
story. The story concerns (is about) my godfather.]

Example 34
Speaker

Interaction

Celia:

Todo pasó así. El hombre no se súpo lo que era. Pero nunca se
súpo nada. Todo siguío siendo un misterio. Mi mamá me dijo
que ellos nunca supieron lo que fue, pero que ya no a vuelto a
salir nada. [It all happened like this. The man, it was never
known what it was. No one ever found out what it was.
Everything remained a mystery. My mother told me that they
never found out what it was, but it never returned.]

Many historias presented in the classrooms were characterized by paranormal events.
Informants identified them as historias de misterio. Others involved the kinds of
convoluted plots associated with morality tales, romance novels, novelas, or soap-operas,
and community gossip. They are called historias de calumnia.
Historias de misterio originate in los pueblos (the small towns) and el campo (the
country). The true mysteries frequently involve paranormal events associated with the
practices of espiritismo. One informant explains, “Many strange inexplicable events
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occur in the country and in the towns. Some (individuals) believe and some don’t. I
accept it as the work of the lord. Here (in New York) they don’t believe in it so much, but
over there, they do. If you put things in God’s hands you believe.” Performers often claim
that their stories are based on actual accounts. That is, the supernatural was said to have
occurred in real life. This generated concern with the suspension of disbelief in
nonfiction. In these topic segments participants relied on knowledge rooted in real-life
experiences and community beliefs about religion, the after-life, and espiritismo to decide
whether or not to accept a narrative as nonfiction. In addition, they utilized culturally
relevant patterns of discourse and every-day language used in community activities to
focus on this genre (see example 36).
The exchanges in example 36 take place after Celia presents El Espiritu Misterioso as
a true story, told to her by her mother, about a spirit who had, at one time, haunted their
home town. The notions which Celia presented in her historia, with regard to the
paranormal, generated a great deal of interest and talk. Wilson (S13-12) and Juan (S8-5)
use aguaje, a specialized form of discourse, to imply that Celia’s historia is more fiction
than fact. Wilson then, relates the notion that the supernatural occurrences in Celia’s
historia are mere elaborations to create intrigue (S13-13). Here, it is clear that Wilson is
using what he knows about ways in which writers use artistic license for the purpose of
creating intrigue. Believers of the supernatural argue against Wilson’s premise, relating
their own beliefs rooted in espiritismo practices to present and support their claims that
paranormal events do occur. Here, they engage in a reconstruction of accounts of the
supernatural involving a number of chronicles which they have heard. This reconstruction
is best described as a collective performance. Narrative speech events of this sort are
common practice and have been identified in community activities involving cultural
narratives. Informants report that community members of all ages participate in the
construction of narratives based on so-called true events, of a paranormal nature. The
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response. The students’ families and communities are very much involved in espiritismo
and so the students were very enthusiastic. The students interact by collaborating to
present the familiar tales, which they embellish and modify.
Example 36
Turn Speaker

Interaction

S13-12 Wilson:

How mysterious! It scares me!

S8-5

There were dancing dead people in my house.

Juan:

S13-13 Wilson:

(She) says there that the dead appear. But I know that
it’s just for intrigue.

S6-12 Ramon:

They appear but only through the devil.

S9-20 Celia:

Listen to me! The dead do exist because in the capital
they were coming out (appearing) and it was in the
news.

S2-37 Seidi:

Yes! They were dancing, dancing!

S9-21 Celia:

And every full moon they kill someone but when it’s
not full they don’t kill anyone. They simply come out
dancing. People see them.

S10-17 Nely:

Spirits that come out haven’t been permitted to rest.
Sometimes what happens is that...

S11-2 Dayana:

...they have made promises.

S10-18 Nely:

...they promise something and don’t keep that promise
and so they can’t rest.

S7-10 Sonja:

And sometimes people die and no one prays for them
or anything. And then they hang around waiting for
someone to pray for them.

S6-13 Ramon:

It’s just that it wasn’t time for them to die and so they

7
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want to continue living.

Historias de calumnia involve the kinds of convoluted plots found in novelas (soap
operas) and chisme (gossip) performances. They are not unlike fictional morality tales,
where events unfold in relation to notions of ethics and morality. It is a collective
narrative form rooted in community gossip practices, frequently used to defame
individuals who are believed to have engaged in some wrong-doing. One informant
reports, “Some stories are told to calumniate. Some parts are true. Other parts are
invention, like gossip. At times that’s found out, and everything goes back to normal.
Nevertheless, it is entertaining.”
In Seidi’s historia,a wealthy man sails to the Dominican Republic on business. When
his ship is lost at sea, during a bad storm, he promises God that he will marry the poorest
girl in the world if saved. He is saved and finds his poor girl but begins to doubt that she
is “the one” after he hears salacious stories that have been spread by a malicious gurl
from the same town. The events unfold in a typical novela style. According to Wilson
and Juan, who are from Seidi’s and Susana’s home town, Seidi is replicating an incident
that “occurred between their mothers back home.”
Celia’s (S9-18) remark that the fate of the malicious character was justified is
perceived by others to be innuendo about Susana’s mother. Susana accuses Seidi and
Celia of conspiring against her. Wilson and Juan support Susana by proposing that Seidi
and Celia have an ulterior motive. Their comments suggest that Seidi has made up or
modified the particular events to gossip about Susana. The implication is that the
particular historia is fictional. Here, students present, defend, and support their concerns
with believability in relation to notions of conventions of literature rooted in experience
with community activities around chisme narrative performances.
Competence in chisme disputes is gauged in relation to the extent to which the
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accused is able to quickly deny any wrongdoing and convince others. Dejar eso is used
by those who have been implicated to make light of a remark, so as to put an end to
disagreement and change the topic. In the classroom, chisme disputes were quickly
settled because students adhered to community-level rules and notions of competence in
chisme performance.
Celia uses chisme to tarnish Susana’s mother’s reputation (S9-18). Wilson and Juan
use chisme and cuento to provoke disagreement between Celia and Susana and to
negatively affect their relationship (S8-3, S13-10). Celia uses dejar eso to deny
wrongdoing and put an end to the dispute (S9-19).
In these topic segments students used linguistic code associated with chisme practices
(i.e., “calurniadoras”, S9-18; “chisme que inventaron”, S15-3; “Eso va a salir ahí”, S8-3).
Where verity of the events were questioned presenters used the kinds of language
associated with historia narrative practices (i.e., “mensaje”, S9-18; “Eso fue de verdad”,
S2-33; “invente los nombres”, S2-34). Specialized forms of discourse used in these
interactions are defined in Table 1. Linguistic codes are defined in Table 3.
Example 38
Speaker

Interaction

S9-18 Celia:

Y eso también es un mensaje pa’ la gente que son
calurniadoras. [And this is a very important message

for

those who are slanderers.] (Chisme)

S15-3 Susana:

Si me lo ‘tan diciendo a mí eso es un chisme que
inventaron. [If you’re talking to me I’ll just tell you

that

that’s nothing but invented gossip. Okay!]

S9-19 Celia:

Ay si yo no ‘toy hablando contigo. [What? I’m not
talking to you!] (Dejar Eso)

S15-4 Susana:

No pero yo se que es a mí que me ‘tan diciendo. [But I
know you’re trying to tell me something.]
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Por eso queria Celia que Seidi lo dijera. [That’s why
Celia wanted Seidi to tell her story!] (Chisme, Cuento)

S8-3

Juan:

Eso va a salir ahí, eso va salir ahí. [That’ll come out
there, it’ll come out.] (Chisme)

S2-33 Seidi:

Eso fue de verdad porque mi mamá me lo dijo. [This
was true because my mother told me.]

S2-34 Seidi:

Y yo le inventé los nombres.
[And I invented the names.]

In topic segments concerning the believability of convoluted plots students used the
same kinds of language also used in chisme performances. This is demonstrated in
example 40. Linguistic codes are defined in Table 3.
Example 40
Turn Speaker

Interaction

S2-18 Seidi:

They liked to invent stuff [inventar cosas].

T-49

What gossip! [¡Que bochinche!]

T:

S10-8 Nely:

They were very slanderous [calurniadora].

S2-20 Seidi:

... she was a virgin.

S9-11 Celia:

They were both slanderers [calurniadoras], the two
girls.

S10-9 Nely:

They invented lies [inventaban embúste].

Linguistic Organization
Critiques that followed the narrative performances were characterized by elicited and
unelicited responses, overlapping speech (see Shultz et a1., 1981), and multi-floor,
simultaneous turn-taking (see Reisman, 1974). Some participants engaged in insult-insult
or negation sequence (see Brenneis & Lein, 1977), a practice that is widely used in face-
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to-face interactions in their community. The purpose of such interactions is not to “truly
insult” but to make believe that the storyteller’s competence is being undermined.
Informants state that this is a form of relajo, a joking insult, which is meant to initiate
banter rather than to divulge a truth or fact. Again, Multi-floor participation structures
characterized these interactions (see Example 36).
Linguistic Code
Some forms of discourse that emerged during the critiques could be categorized using
Hall’s (1993) Dominicano, a linguistic code used by Dominican women in face-to-face
gossip performances. But as I analyzed the data, I found that many forms could not be
coded according to any existing categories of research. These features of discourse are
data-driven and unique to this study. Categories and descriptions of these patterns and
features of the interactions were identified, defined and described with the assistance of
participant-informants. I checked and revised analysis by returning to the field to confirm
and disconfirm examples.
Analysis reveals that the participants tapped various ways of knowing, many of which
are rooted in personal experience, religious and socio-cultural beliefs, as well as
experience in community activities around literature. Few studies provide methods or
coding categories for this kind of analysis. Thus, I used data-driven categories of research
derived from emerging features of the interactions within and across topic segments.
These features of the interactions were identified with the assistance of participants. This
was done by asking them to describe what they were thinking before, during, and after
the interaction(s).
Features of linguistic code varied in relation to the features of literature being
discussed. For example, historias characterized by the kinds of convoluted plots
frequently found in novelas and community gossip performances, generated Dominicano
phrases such as “inventé los nombres” (invented the names), “¡Que bochinche!” (What
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gossip!), “chisme que inventaron” (invented gossip), “¡Oye eso!” (Listen to that!),
“calurniadora” (slanderers), “embúste” (lie), and “¡Eso va a salir ahí!” (That will come
out there!). In their discussions of historias characterized by paranormal and mysterious
events students related the notion that in literature, all events need not be understood nor
explained in a logical manner by using the phrases: “Nunca se súpo nada.” (It was never
known.) and “Siguío siendo un misterio.” ([It] remained a mystery.). In their discussions
of folklore the students frequently used Dominicano phrases such as “Eso nunca va así.”
(It never goes like that.), and “No lo dijo bien.” (He didn’t tell it right.). These remarks
relate the notion that the content, form, and language of these tales must remain
authentic. These features of discourse which are used in their everyday face-to-face
interactions were transported to literary critique activity (see Table 3, Dominicano
linguistic code).
Table 3
Dominicano Linguistic Code
Code

Definition

Genre

Eso nunca va así.

It never goes that way.

Folklore

No lo dijo bien.

He didn’t tell it right.

basada en hechos reales

based on actual events

pasó de verdad

really occurred

Siguío siendo un misterio.

It remained a mystery.

Nunca se súpo nada.

It was never known.

inventé los nombres

invented the names

¡Que bochinche!

What gossip!

chisme que inventaron
¡Oye eso!

Historias de Misterio

invented gossip
Listen to that!

Historias de Calumnia
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(implies that another is lying or that the historia is not true)
calurniadora (calumniadoras)

slanderers

Tiene un mensaje bueno.

(It) has a good message.

Esos son embúste.

That’s a lie.

¡Eso va a salir ahí!

That will come out there!

Five categories of specialized forms of discourse emerged in classroom interactions
around student presentations of cultural narratives. Informants defined them as aguaje,
cuento, chisme, dejar eso, and relajo. Informants explained that these forms of discourse
are rooted in the collective oral practices of the Dominican community. In aguaje,
peculiar and believable events are fabricated in a sincere or serious manner around an
actual situation involving another participant, so that the participant involved gives the
tall tale some consideration (as in pulling one’s leg). In the classroom, aguaje was
frequently used to fool those who are gullible enough to believe such statements and to
make others laugh — to get a rise out of the participants at the expense of another. In
cuento, a story is fabricated around an actual event to mislead others, provoke
disagreement, or instigate and initiate gossip. Aguaje and cuento are best described as
hoaxes, tall tales and fabrications that are purported to be true. In chisme, a scandalous
event is related for the purpose of implicating another participant. Chisme is used to
tarnish another’s reputation and to negatively affect personal relationships. Competence
in chisme disputes is gauged in relation to the extent to which the accused is able to
quickly deny any wrongdoing and convince others. A form of specialized discourse
rooted in chisme practices, dejar eso, is used by one who has been implicated to make
light of an accusation and to deny wrongdoing. In relajo, participants engage in a
competition of wits by elaborating on another’s statement or situation in a comical or
facetious manner for the purpose of making others laugh. The latter is frequently used as
a device to criticize or “put down” without being “too serious”.
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In example 7, Enrique employs the cuento form, where he uses a serious tone to
implicate particular parties, mislead others, and instigate and initiate banter and gossip.
During an interview, I asked Enrique if his claim was true. He responded by laughing and
admitting that he was, “only going for effect because the discussion was getting too
serious and boring.”
Example 7
Speaker

Interaction

Enrique:

Oh! I know who this story’s about! Some one in this very
class. We all know who.

In example 8, Ramon uses aguaje, claiming that a classmate’s family gives the church
money to save their souls. In an interview he reported that he was, “just exaggerating”
the practices of the church. It was meant to incite a reaction.
Example 8
Speaker

Interaction

Ramon:

She says that because it’s that her mother pays the church fifty
dollars to be saved!

The critiques of folklore and historias showed that the participants addressed an array
of concerns with the literature’s content, form, and language using the same kinds of
discourse they use when participating in community activities.
Conclusion
To summarize, each of the historias characteristics had a distinct impact on the
interactions. Concerns, topics, cognitive resources, and linguistic code and organization
varied in relation to whether the historia being discussed involved paranormal events or
convoluted plots. The interactions surrounding the two kinds of historias are
characterized by one literary matter — a general concern with the suspension of disbelief.
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Nevertheless, distinct topics concerning believability emerge in discussions of each. The
students used or relied on various ways of knowing to address their concerns with
believability. Particular uses of language emerge in the discussions of each kind of
historia. Dominicano linguistic code emerged in the discussions around those historias
characterized by convoluted plots, as identified in novelas and chisme events.
Community notions of literature emerged in the discussions of folklore as well. Los
Cuentos de Pepito is a traditional folklore of the Hispanic-Caribbean. In community
activities performers are expected to deliver accurate or authentic tales. In the classroom,
some students presented altered versions of the Pepito tales. The notion that authenticity
must be maintained emerged in classroom discussions as well. The students addressed
their concerns with content, form, and language, and they supported their arguments in
relation to a particular way of knowing about literature rooted in community practices
around folklore.
The students used their own linguistic and cognitive resources (i.e., native language,
specialized forms of discourse and notions of literature) to present, critique, and write
narratives rooted in the oral traditions of their cultural community. Specialized forms of
discourse which are normally used in every-day face-to-face interactions were
transported to the literary critique activity.
The study extends theories pertaining to the role that oral tradition plays in learning
the language of literary critique and literate thinking. In addition, it helps teachers to
better understand how students’ cultural literature, patterns of discourse, and ways of
knowing influence their participation, performance, and learning.
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Abstract:
The purpose of this study was to explore the practices of formal and informal
teacher technologists in two school settings: an elite private, high school academy and an
urban poor, middle school academy. This investigation also included clarifying the role
of the formal and informal teacher technologist, and investigating the need for both
formal and informal teacher technologists. This study also explored the technological
differences between the public academy middle school and the private academy high
school.
Ten teacher technologists were interviewed face-to-face three times each
using the transcendental phenomenology research design. Applying the techniques of the
phenomenology research method, this researcher observed and interviewed the ten
teacher technologists, described what they do on a typical school day, how they practiced
using technology for the teacher and for the student, how they trained other teachers, how
they incorporated technology professional development into the curriculum and how had

the student-teacher relationship been altered by technology. The teacher technologists in
this study were recognized as successful technology users in their classrooms by their
superiors or by their peers. Two of them were formal teacher technologists and were
further endorsed as such by their principals; the directors of technology and instructional
specialists and eight of them were informal teacher technologists. Each teacher
technologist was also observed in classroom and teacher training sessions.
The results of this study revealed (1) the role of the teacher technologist was a fast
technology problem solver, (2) although students and teachers used technology the
schools lag in adequate technology and/or teacher training, (3) the teacher technologists
used the Internet to build and evaluate curriculum, (4) most students were using tool
software centered around project-based activities, (5) teacher technologists trained other
teachers to be collaborative risk-takers in using technology, (6) teacher technologists
shared what they learn with students and other teachers, and (7) students could be
student-learners or student-teachers; teachers could be teacher-learners.
The conclusion of this study was: technology and constructivist teaching are
compatible; technology is a tool; new approaches to professional development are
needed; and hardware and software should be standardized for maximum use. Too, both
schools in this study were evolving in the role of the formal teacher technologist. It was
recommended that (1) the schools employ at least one fulltime formal teacher
technologist whose main role is to assist teachers in technology classroom incorporation,
(2) the schools form teams of informal teacher technologists, (3) and the public middle
school academy purchase one laptop for each student to use anytime, anywhere.
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“A Crisis in Academic Preparation” (ACT, 2004)











Only 18% of college professors feel students come to college well
prepared (Achieve, Inc., 2005)
High school GPA up from 2.68 to 2.94 between 1990 and 2000, but a
mere 34% of high school graduates are ‘college ready’ to enter a 4-year
institution (Greene & Winters, 2005; Perkins, 2004)
Only 22% of ACT-tested high school graduates met college readiness
benchmarks in English, math, and science (ACT, 2004)
Nearly 80% of California high school juniors are not ready for college
English (Maxwell, 2004)
Thirty-five percent of graduates fail to meet basic (below college) math
skills according to 2000 national report card (Haycock, 2002)
Level of math preparation is the single most important high school
curricular experience to predict college success (Adelman, 1999)
Sixty-five percent of high school seniors spend 5 hours or less studying
per week; only 4 percent spend at least 15 hours (HSSSE, 2005;
Young, 2002 )
College dropouts are four times more likely to enroll in remedial reading,
twice the rate compared to the national cohort 10 years ago (Adelman,
2004)
3

Steps in the Analysis


Relating high school institutional attributes
to academic preparation and second-year
dropout risk
Based on aggregated data at school level
Based on individual student data and
aggregate school-level data



Evaluating impact of high school
institutional attributes on academic
preparation of student (α < .05 significance)
4
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Variables Examined


High school attributes:



Student demographics:

School size (headcount)
Gender
Class size (various subjects)
Age
Student-counselor ratio
Ethnicity/race
Student-computer ratio
Residency
Disciplinary incident rate
Parent income
English-as-second-language
(ESL) students (%)
 Precollegiate experience:
Teachers with graduate-level
High school academic
training (%)
preparation
Teacher experience (years)
Years of high school math
Per pupil expenditures for
Honors/AP math
instruction, support, and total
High school class rank
Students on federally supported
ACT/SAT test-taking date
meals (%)
Summer college-courses prior
Special-education students (%)
to college matriculation
Diploma graduates (%)
5

Variables Examined


First-semester college experience:
Living on campus
Use of recreation facilities
Credit hour load
Cumulative GPA
Introductory English
Core curriculum measures
First-year math
with emphasis on math
Enrollment in science courses
experience
Math intensity of program major
Academic performance vis-à-vis class peers
Potential impact due
Average size of classes taken
to rapid enrollment
Unsuccessful course enrollment attempts
growth
Financial aid support (by package type)
Amount of remaining (unmet) financial need
6
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Sample, Data Sources, Variable Types


Fall semesters 2000 through 2003 new full-time freshmen*
who graduated from an in-state high school:
4,356 fall-entry students (71% of new freshmen population,
excluding statistical outliers and students from high schools with
less than 60 graduates enrolled as freshmen between 2000 and
2003) from 17 high schools across the state



Data sources:
Student Information System
State high school district accountability reports
ACT high school course information
SAT Student Descriptive Questionnaire
NCES CCD (Local Education Agency Survey for 2001 and 2002)^



Variable Types:
Student demographics: nominal (dummies)
Precollegiate factors: nominal and grand mean centered numerical
High school institutional attributes: centered numerical
First-semester experience: nominal and centered numerical

*Excluding athletes, non-degree seeking, and foreign students; ^District juvenile poverty
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Statistical Method



Regression-based nested hierarchical linear models (HLM 2-level; 3level exploratory for district poverty effect))
Data reliability confirmed via:
Collinearity diagnostics (VIF, condition index, variance decomposition)
Regression diagnostics (centered leverage value, studentized residual,
Mahalanobis distance, Cook’s D, dfBetas)
Cross-tabulation with school-grouping variable to obviate data
sparseness



Second-year dropout risk measured via:
Predicted probability derived from binary logit run separately for each
high school



Academic preparation measured via:
Preparatory index consisting of GPA, ACT/SAT test scores, and AP/IBP
credits,each weighted by their odds ratio from simultaneous variable
entry into a binary logit second-year retention model; final weights are
averaged based on dropout/stopout and transfer results. Academic
preparation score is ‘retention’-weighted due to strong bivariate
correlation



Model fit based on intraclass correlation, deviation chi-square,
relative fit via likelihood ratio test, and explained residual/intergroup
variance
8
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Variables Excluded and Missing Values


The following variables are excluded due
Model variable:
to collinearity:
Students on federally supported meals (%)
Special-education students (%)
School size (headcount)
English class size
Social science class size
Natural sciences class size
High school size
Residency
Student age
Diploma graduates (%)



ESL students (%)

Math class size
High school
Excluded due to
insufficient variance

Missing value handling:
‘Missing’ category for unknown parent income
Mean value for unknown years of high school
math
Mean value for dropout risk associated with
freshmen from three smallest high schools
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Descriptive Summary: High School Attributes

Counselors per student
Disciplinary rate per total enrollment
Teachers with graduate degrees (%)
Teachers with < 3 years experience (%)
Average size of English classes
Average size of math classes
English-as-second-language students (%)
Students per computer
Instructional expenditures per pupil ($1K)
Instr. support expenditures per pupil ($1K)

Mean
357.09
6.08%
52.08
21.07
25.15
25.66
5.34
7.47
3.09
.88

Std.
Deviation
49.65
1.70%
14.84
9.16
2.62
3.00
4.15
2.18
.52
.57

Range
195
5.83%
55.40
38.00
12.00
12.00
14.10
9.00
2.36
2.87

Minimum Maximum
279
474
3.23%
9.06%
16.00
71.40
8.00
46.00
19.00
31.00
19.00
31.00
1.00
15.10
4.00
13.00
1.96
4.32
.51
3.39
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Descriptive Summary: Academic Preparation
High School
HMQ
HRE
HRN
HGAL
HCC
HDO
HSP
HGV
HWO
HCU
HHU
HEK
HSL
HDU
HCN
HCI
HMJ
Total

# of Students
617
505
458
452
364
359
237
200
189
175
155
152
124
120
94
91
64
4,356

Mean Index
Score
1.80
1.86
1.68
1.83
1.91
1.77
1.80
1.56
1.85
1.88
1.64
1.70
1.71
1.66
1.60
1.77
1.64
1.78

Standard
Deviation
0.76
0.74
0.75
0.73
0.68
0.70
0.69
0.66
0.68
0.69
0.71
0.68
0.73
0.72
0.79
0.74
0.79
0.73

Coefficient of
Variation
42.3%
39.9%
44.3%
39.8%
35.8%
39.6%
38.1%
42.4%
36.8%
36.8%
43.3%
40.0%
42.8%
43.4%
49.3%
41.7%
47.8%
40.9%

Lowest

Highest
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Descriptive Summary
Average Second-Year Dropout Probability by High School, New Freshmen
Fall Semesters 2000-2003
High School
HMQ
HRE
HRN
HGAL
HCC
HDO
HSP
HGV
HWO
HCU
HHU
HEK
HSL
HDU
HCN
HCI
HMJ
Total

# of Students

Probability

617
505
458
452
364
359
237
200
189
175
155
152
124
120
94
91
64
4,356

0.1394
0.2257
0.1987
0.1991
0.2527
0.1699
0.2447
0.2300
0.1958
0.2971
0.2323
0.1711
0.2823
0.3083
0.2204
0.2204
0.2204
0.2103

Standard
Deviation

Coefficient of
Variation

0.1928
0.2483
0.2156
0.2220
0.2535
0.2173
0.2786
0.2456
0.3047
0.3547
0.3218
0.3778
0.3019
0.4637

1.3833
1.1001
1.0851
1.1149
1.0029
1.2791
1.1383
1.0676
1.5562
1.1938
1.3855
2.2087
1.0695
1.5040

lowest

highest

Mean value
substitution
0.2581

1.2275
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Level of Preparation: A Function of High School Attributes?

Level of preparation seemingly
unrelated to school size
and disciplinary problems
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Level of Preparation: A Function of High School Attributes?
Direction of scatter if higher
expenditure is associated with
higher academic preparation

14

7

Level of Preparation: A Function of High School Attributes?

Fewer counselors in relation
to computers, but unrelated
to level of preparation
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Level of Preparation: A Function of High School Attributes?

Level of preparation seemingly
unrelated to teacher experience
and level of education

16
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High School Institutional Attributes and
Student Academic Preparation
*****
HLM Analysis

Preparation: HLM Results



Unconditional model (results)
Significant difference in academic preparation among
schools, but only 1.5 percent of variance in
preparation is explained by school



Fixed-effect demographic and academic
experience model at student-level (results)
Men score 12 percent higher on the preparation index
Hispanics/African Americans score 19 percent lower
than Caucasians, while Asian Americans are not
significantly different from Caucasian students
Students from middle-quartile income backgrounds
score 5 percent higher than bottom-quartile students,
while top-quartile students are not significantly
different from those in the bottom quartile in terms of
income background
One year of additional high school math is associated
with a 9 percent increase in academic preparation
18
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Preparation: HLM Results



Fixed-effect demographic and academic experience
model at student-level continued (results)
Taking honors or advanced placement math in high
school is associated with a 28 percent rise in academic
preparation
Those ranking themselves in the top half of their high
school class score 62 percent higher on the academic
preparation index
Those taking summer college courses prior to initial fall
matriculation score 62 percent higher on the academic
preparation index
Those taking the ACT/SAT test at least one year prior to
initial fall matriculation score 14 percent higher on the
preparation index, while those taking the test at the
beginning of their high school senior year score 10
percent higher compared to those taking the test closer to
initial college matriculation
19

Preparation: HLM Results


Fixed-effect demographic and academic experience
model at student-level continued (results)
Addition of student-level variables reduces the within-school
variance by 43 percent and increases the proportion of the total
variance due to school differences to 5 percent.
No significant interaction and random effects are associated with
student-level variables



Fixed-effect model with student-level and high school
institutional attribute factors (results)
Student-level effects on academic preparation are unaffected by
high school institutional attributes
A one percent increase in disciplinary problems at a given high
school is associated with a 5 percent decline in student academic
preparation
An increase in the number of students per computer by one is
associated with a 3 percent reduction in student academic
preparation
No significant effects are found with other high school attributes
tested
Though the amount of within-school variance remains the same,
the model removed any significant unexplained between-school
20
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Preparation: HLM Results



Fixed-effect two-level model extended to three-level
with inclusion of district poverty rate among schoolage population
No significant difference in academic preparation
between districts and high schools within districts (nonsignificant intraclass correlation of 0.0073)
No statistical significance associated with district poverty
rate covariate





Results from random effects analysis show no
model improvement with freely varying studentlevel or high school-level factor slopes between
schools
No significant interaction effects between student21
level and high school-level factors exist

Preparation: HLM Results

Conclusion


Differences in academic preparation of new freshmen
are most strongly associated with individual student
academic experience and some demographic factors,
including:
High school class rank
Level and years of high school math courses taken
Readiness to prepare for college (early ACT/SAT test-taking,
enrollment in summer courses)



High school institutional attributes show little association
with academic preparation of new freshmen. Only the
level of disciplinary problems and computer resources at
a high school appear to be related to academic
preparation of new freshmen.
22
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Preparation: HLM Results

Conclusion


Given the observed bounds in the data,
academic preparation of new freshmen is
not associated with high school
instructional expenditures per student (e.g., NAEP
and state funding)

instructional support expenditures per student
class size
teacher experience and level of education
number of counselors per student
proportion of English-as-second-language
students
district poverty rate among the school-age
population
23

High School Institutional Attributes and
Second-Year Retention
*****
HLM Analysis

12

Retention: HLM Results


Unconditional model (results)
Significant difference in second-year dropout risk of new
freshmen from different high schools, but only 2.6 percent of
variance in dropout risk is explained by the difference in high
school attended; thus, almost all variation in dropout risk is due to
within school differences



Fixed-effect precollegiate model with student-level and
high school-level factors, i.e. a risk assessment before
college entry (results)
Entered factors reduce the unexplained within-school variance in
dropout risk by 9 percent and remove any significant difference in
dropout risk between high schools; thus, high school attended no
longer matters given the other control factors, many of which are
associated with freshmen dropout risk
Asian Americans have a 22 percent lower dropout risk than
Caucasians; the latter do not differ from other minorities
Compared to students in the top 20 percent income group,
students in the bottom-quarter income group have a 20 percent
higher dropout risk, while those in the second-quarter group (2725
47%tile) have a 13 percent greater risk

Retention: HLM Results


Fixed-effect precollegiate model with student-level and
high school-level factors, i.e. a risk assessment before
college entry (results)
Compared to academically least prepared students (bottom
quarter), students in the top quarter of preparation have a 41
percent lower dropout risk, those in the second quarter 31
percent lower, and those in the third quarter 15 percent lower
Students ranking themselves in the top half of their high school
class face a 6 percent lower dropout risk
Taking the ACT/SAT early in the high school senior year, rather
than at the end, is associated, on average, with an 25 percent
lower dropout risk
Taking college-level summer courses prior to initial fall
matriculation is associated with a 16 percent lower dropout risk
Increasing the number of high school students per computer by
one is associated with an 2 percent increase in the dropout risk;
no other high school institutional attributes are found to be
significantly related to freshmen dropout in college
26
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Retention: HLM Results


Fixed-effect full model with student-level and high schoollevel factors, i.e. a risk assessment after the first
semester of college (results)
Compared to the precollegiate model, the addition of firstsemester college experience factors reduces the unexplained
within-school variance in dropout risk by 30 percent, again with
no significant difference in dropout risk between high schools
None of the high school institutional attributes weighs in on the
dropout risk at the end of the first semester in college
Women have a 21 percent higher dropout risk than men (transfer
related)
Asian Americans face a 78 percent lower dropout risk compared
to Caucasians, with no difference observed for other ethnic/race
groups
Compared to the least prepared students (bottom quarter), the
better prepared have, on average, a 56 percent greater dropout
risk
Taking the ACT/SAT test early in the senior year is associated
with a 43 percent decrease in the college freshmen dropout risk
Equally, taking college-level summer courses prior to initial fall
matriculation is associated with a 44 percent lower dropout risk
27

Retention: HLM Results


Fixed-effect full model with student-level and high schoollevel factors, i.e. a risk assessment after the first
semester of college (results): the following first-semester
college experience factors are significantly related to
second-year dropout risk
Living off campus – 77 percent increase
Using recreation facilities – 41 percent decrease
Taking less than 15 credits – 56 percent increase
Bottom quartile GPA – 280 percent increase (compared to top Q)
3rd quartile GPA – 57 percent increase (compared to top Q)
Not taking introductory college-level English – 70 percent
increase (compared to taking it with at least a ‘B’ grade)
Taking introductory college-level English with less than ‘B’ grade
– 107 percent increase (compared to taking it with at least a ‘B’
grade)
Failing to pass a first-year math course – 22 percent increase
28
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Retention: HLM Results


Fixed-effect full model with student-level and high schoollevel factors, i.e. a risk assessment after the first semester
of college (results): the following first-semester college
experience factors are significantly related to second-year
dropout risk
Taking no science courses – 54 percent increase (compared to
those taking two courses)
Selecting a major that requires no introductory calculus – 36 percent
increase
Facing a high peer challenge – 107 percent increase (compared to
low level)
Facing a medium-high peer challenge – 47 percent increase (as
above)
Experiencing many unsuccessful class registration attempts – 37
percent increase (compared to none)
Experiencing a few unsuccessful class registration attempts – 27
percent increase (compared to none)
Receiving no financial aid – 43 percent decrease (compared to
state-funded scholarship only support)
$1,000 in unmet financial need – 7 percent increase
29

Retention: HLM Results

Conclusion


Institutional attributes of the high school a student
graduates from have no bearing on that student’s
dropout risk during the first year in college. That
includes:
Spending per pupil
Teacher level of education and experience
Size of classes
Computer and counselor resources
Proportion of ESL (low-income, special ed.)
students



Within observed
range

Results are based on the vast majority of new freshmen
between 2000 and 2003 that graduated from an in-state
public high school
30
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Retention: HLM Results

Conclusion








Course grades and how well a student does visà-vis his/her classmates have the strongest
impact on first-year dropout risk
Asian Americans and those showing an early
commitment to higher education (through early
admission-test taking and summer courses) are
at lower risk of dropping out
Enrolling in and doing well in gateway courses
during the first semester is associated with a
significant reduction in the dropout risk
Having difficulty enrolling in classes is likely
associated with an elevated dropout risk
31

Limitations and Related
Research
*****
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Limitations


Study lacks more detailed information on
student curricular experience in high school
longitudinal measure to test value-added learning in
high school
teacher characteristics, e.g., teaching quality
(pedagogy), turnover rate, subject certification
parental involvement



No access to matched panel data linking
students to teachers and teaching support staff

33

Results vis-à-vis Existing Studies


Related research on student achievement shows
Pupil-teacher ratio has no impact on achievement (Deardon, 2002)
Class size reduction is misguided if not applied selectively
(Hanushek, 2002)
Meta-analysis shows no strong or consistent relationship between
school resources and student achievement (Hanushek, 1998)
Moderate increases in school resources may be associated with
significant increases in student achievement (Greenwald, 1996)
Per-pupil expenditures are indirectly associated with student
achievement via reduced class size (Wenglinsky, 1997)
Equalization of school spending across districts narrows differences
in test scores across family background groups (Card, 2002)
Small, less hierarchical schools and schools with narrow
academically demanding curriculum are associated with higher
student achievement in math and science (Lee, 1997)
Parents’ expectations for children’s educational performance are
reflected in their academic achievement (Fan, 2001; Okagaki, 1998)
34
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Results vis-à-vis Existing Studies


Results from related research is limited, e.g., in that
They are based on district-wide measures, not individual school
measures, and student-teacher ratios, not actual class size (e.g.,
Dearden 2002; Wenglinsky, 1997; Card, 2002)
They apply inappropriate statistical methods that bias their results
(see Hanushek, 1997, on Greenwald, 1996)
They look at all students in high school, not those enrolled as
freshmen in college





Notwithstanding these limitations, the lack of significant
relationships between academic preparation and most high
school institutional attributes is not surprising, considering
cumulative findings from both the school effectiveness and
school production-function research.
Single-district, matched-panel data studies are likely to yield
better insights (see Rivkin, Hanushek, Kain, 2005)
35

Moving from Inputs to Outputs
“It’s money. Money.”
Harold O. Levy, former chancellor, New York Board of Education1

“Across the city, the school districts
that rank highest academically have,
in most cases, the smallest per-student
budgets.”
The New York Times, June 14, 20002

________________________________________
Link to presentation slides:
http://www.unr.edu/ia/research/
36

18

Quotes:
1 Abigail Thernstrom and Stephan Thernstrom, No Excuses: Closing the Racial Gap
in Learning (New York: Simon & Schuster, 2003), 151.
2 Edward Wyatt, “Success of City School Pupils Isn’t Simply a Money Matter,” New
York Times, June 14, 2000, A1
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Appendices

Parameter Estimates of Academic Preparation

Parameter Estimates of Academic Preparation, New Freshmen Fall Semesters 2000- 2003
Student Level

Intercept
Student Level
Male
1

Asian Am.
1
Hispanic / African Am.
1
Ethnicity / Race unknown
2
Income unknown
2
Income $42-60K (27-47th %tile)
2
Income $60-100K (48-83rd %tile)
2
Income > $100K (84th %tile)
Years of high school math
High school honors/AP math
Top half in high school rank
Summer courses prior to initial fall matriculation
3

Took ACT/SAT 9-11months prior to fall matric.
3
Took ACT/SAT at least 1 Year prior to fall matric.
High School Level
Students / counselor ratio (units of ten)
Disciplinary incident rate (%)
Teachers with <3 years of experience (%)
Student / computer ratio
Instructional expenditures / student ($1,000s)
Support expenditures / student ($1,000s)
English-as-second-language students (%)
Size of math classes (average)
District Level
High school district poverty rate (5-17 year olds)
Model Summary
Unconditional
Fixed-effect intercept
Random effects
Residual
High school intercept
District intercept
High school * district nested intercept
Intraclass correlation
Variables included (random effects)
Residual
High school intercept
Deviation fit
-2 Log likelihood (unrestricted)
Model improvement
1
2
3

Reference category: Caucasian
Reference category: Income less than $42K

Estimate
0.9666

Std. Error
0.0417

0.1170
0.0228
-0.1899
-0.0008
-0.1113
0.0196
0.0513
0.0007
0.0884
0.2746
0.6019
0.6023
0.0933
0.1395

0.0167
0.0307
0.0296
0.0359
0.0261
0.0289
0.0252
0.0311
0.0203
0.0188
0.0195
0.0207
0.0219
0.0199

Estimate
0.9883

Std. Error
0.0362

***

0.1170
0.0228
-0.1887
-0.0010
-0.1113
0.0195
0.0513
0.0036
0.0893
0.2745
0.6018
0.6040
0.0913
0.1374

0.0167
0.0307
0.0297
0.0359
0.0261
0.0289
0.0252
0.0311
0.0203
0.0188
0.0195
0.0207
0.0219
0.0199

0.0051
-0.0536
0.0053
-0.0296
0.0933
0.0311
0.0068
-0.0006

0.0077
0.0160
0.0042
0.0124
0.0673
0.0354
0.0083
0.0122

***
***
*
***
***
***
***
***
***

Sig.
***
***
***
***
*
***
***
***
***
***
***

**
*

1.7535

0.0252

***

1.7535

0.0252

***

0.5216
0.0081

0.0112
0.0038

***
*

0.5216
0.0081

0.0112
0.0038

***
*

0.0063
0.0062

***
*

0.0063
0.0043

***

0.0153
0.2948
0.0157

0.0153

7069
a
yes

0.2948
0.0074
7046
b
yes

*** p ≤ .001; **p ≤ .01; *p ≤ .05; ^ not significant

Reference category: Took ACT/SAT less than 9 months prior to fall matriculation
Compared to unconditional model (p. < .001)
b
Compared to student-level model (p. < .01)
a

High School Level

Sig.
***

return

40

20

Parameter Estimates of Second-Year Dropout Risk
Precollegiate Model

Intercept
Demographics
Female
Ethnicity / Race unknown1
Hispanic / African Am.1
Asian Am.1
Income unknown2
Income < $42K (26%tile)2
Income $42-60K (27-47th %tile)2
Income $60-100K (48-83rd %tile)2
Precollegiate Factors
High School Preparation Top Q3
High School Preparation 2nd Q3
High School Preparation 3rd Q3
High school rank > 50%tile4
High school years of math (1-year increment)
High school honors/AP math5
Took ACT/SAT at least 1 Year prior to fall matric.6
Took ACT/SAT 9-11months prior to fall matric.6
Summer courses prior to initial fall matriculation7
High School Attributes
Students / counselor ratio (10-student increment)
Disciplinary incident rate (%)
Teachers with <3 years of experience (%)
Student / computer ratio (1-student increment)
Instructional expenditures / student ($1,000s)
Support expenditures / student ($1,000s)
English-as-second-language students (%)
Size of math classes (average)
College Experience
Living off campus
Using recreation facilities
First semester credit load < 15 hrs

Full Model

Estimate
0.3017

Std. Error
0.0165

0.0018
-0.0302
0.0066
-0.0674
0.0106
0.0603
0.0403
0.0067

0.0075
0.0161
0.0133
0.0137
0.0133
0.0139
0.0145
0.0129

-0.1230
-0.0933
-0.0438
-0.0187
-0.0074
-0.0104
-0.0201
-0.0566
-0.0481

0.0126
0.0110
0.0106
0.0095
0.0091
0.0086
0.0089
0.0098
0.0099

0.0074
0.0046
-0.0003
-0.0040
-0.0026
-0.0030
0.0021
-0.0008

0.0027
0.0057
0.0015
0.0044
0.0246
0.0130
0.0029
0.0044

Sig.
***

***
***
**

***
***
***
*

*
***
***
*

First semester GPA, lowest Q8
First semester GPA, 3rd Q8
First semester GPA, 2nd Q8
English 101, not taken9
English 101, < 'B' grade9
Not taken/passed first-year math course
Science courses taken: none10
Science courses taken: one10
Major requires no Introductory Calculus
Peer challenge: high11
Peer challenge: medium-high11
Peer challenge: medium-low11
Average size of classes taken: small (< 42)12
Average size of classes taken: medium (43-62)12
Unsuccessful course enrollment attempts: over 913
Unsuccessful course enrollment attempts: 2 - 913
Unsuccessful course enrollment attempts: 1 13
Financial aid package:
no aid14
Financial aid package: includes loans/work study14
Financial aid package: gift aid only (all types)14
First-year remaining need ($1K)
Model Summary
Unconditional
Fixed-effect intercept
Random effects
Residual
High school intercept
Intraclass correlation
Variables included (random effects)
Residual
High school intercept
Deviation fit (smaller is better)
-2 Log likelihood (unrestricted)
Model improvement

Estimate
-0.0807

Std. Error
0.0234

0.0167
-0.0252
-0.0048
-0.0626
0.0048
0.0202
0.0154
0.0019

0.0067
0.0134
0.0112
0.0116
0.0112
0.0124
0.0124
0.0109

0.0649
0.0362
0.0344
-0.0023
0.0111
0.0001
-0.0123
-0.0336
-0.0352

0.0122
0.0100
0.0092
0.0080
0.0077
0.0073
0.0075
0.0082
0.0086

0.0070
0.0081
-0.0022
0.0011
-0.0331
-0.0043
-0.0015
0.0005

0.0032
0.0067
0.0017
0.0052
0.0279
0.0147
0.0035
0.0051

0.0619
-0.0332
0.0452
0.2256
0.0433
0.0086
0.0569
0.0862
0.0175
0.0438
0.0218
0.0288
0.0862
0.0382
0.0062
0.0094
0.0011
0.0301
0.0216
0.0172
-0.0345
0.0082
0.0003
0.0057

0.0083
0.0072
0.0065
0.0181
0.0133
0.0103
0.0072
0.0123
0.0077
0.0125
0.0115
0.0097
0.0167
0.0124
0.0098
0.0083
0.0076
0.0091
0.0077
0.0105
0.0152
0.0106
0.0082
0.0014

Sig.
***
*

***

***
***
***

***
***

***
***
***
***
***
***
***
*
***
**
***
**

***
**
*

***

0.2224

0.0111

***

0.2224

0.0111

***

0.0649
0.0017
0.0255

0.0014
0.0007

***
*

0.0649
0.0017
0.0255

0.0014
0.0007

***
*

0.0590
0.0008

0.0013
0.0005

***

0.0410
0.0013

0.0009
0.0008

26
yesa

return
***

-1574
yesb

a

Compared to unconditional model (p. < .001)
*** p ≤ .001; **p ≤ .01; *p ≤ .05; ^ not significant
Compared to precollegiate model (p. < .001)
1
2
3
4
5
6
7
Caucasian,
Income < $42K,
Bottom Quarter,
< 50%tile,
No honors/AP math,
less than 9 months,
No summer courses,
Reference categories:
9
10
11
12
13
Bottom Quarter,
At least a 'B' grade,
Took two science courses,
Low challenge,
Large class size (>62),
No unsuccessful attempts,

b

41
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14

State-funded Millennium Scholarship only

Math NAEP Score and State Funding
States Highlighted by a 2004 Education Trust Report*
Grade 4

1996 2003

Math NAEP Scores

260
240
220
200
180
160
140
120
100

1996 2003 Grade 8

300
280
260
240
220
200
NJ

CT

GA

MN

NM

VA

TX

CT

GA

MN

NM

VA

TX

New Jersey Connecticut Georgia Minnesota New Mexico Virginia Texas
1) 1,352
646
519
519
561
- 458
- 499
2) 11,793
10,577
7,380
7,736
6,882
7,496
6,771
1) 1997-2002 change in per student $-funding gap between high and low-poverty
districts; 2) Per-student expenditure 2001-02 (Source: CCD)
*Carey K. (2004). The Funding Gap 2004. Washington, DC: Education Trust.
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High School Instructional Expenditures
All costs charged to the following Fund/Program/Function combinations
make up the instructional costs summarized for the Student
Accountability Report.
Funds General Fund
(Fund 10)
Class Size Reduction Fund
(Fund 59)
State Special Education Fund
(Fund 58)
Special Revenue Funds - For State & Federal programs requiring separate
accounting
(Funds 50 to 56, 61 to 69)
Programs
Regular Programs
(Program 1)
Special Programs
(Program 2)
Vocational Programs
(Program 3)
Other Instructional Programs
(Program 4)
Vocational Support Programs
(Program 7)
Functions
Instruction

(Function 10)

next
43

High School Support Expenditures

Instructional Support includes:
Pupil Support (Guidance & Counseling, Library & Media, Extracurricular, and Student Health &
Services);
Teacher Support (Curriculum Development, In-Service, Staff Development, and Support, and
Sabbaticals);
Program Support (Program Development, Therapists, Psychologists, Evaluators, Personal
Attendants, and Social Workers).

return
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Collinearity of HS Attributes

a
Collinearity Diagnostics for High School Attribute
Variables

Variance Proportions
HS
HS 10 DisciplinaryS teacherS teacher
HS
HS
udents/co
Condition
ncident rate
/ grad deg/ <3 y. expHS math HS ESL tudent/com
nstructionaHS support
ModeDimensigenvalue
Index (a)Constant
nselor ratio (%)
(%)
(%) class size
tudents (%puter ratiostudent (1K
student (1K
1
1
2.374 1.000
.00
.00
.00
.01
.01
.03
.01
.01
.03
.01
2
2.035 1.080
.00
.03
.01
.02
.01
.00
.01
.01
.01
.04
3
1.629 1.207
.00
.01
.02
.01
.05
.00
.01
.08
.00
.02
4
1.240 1.383
.00
.00
.09
.00
.01
.00
.11
.00
.00
.05
5
1.000 1.541
1.00
.00
.00
.00
.00
.00
.00
.00
.00
.00
6
.771 1.754
.00
.02
.00
.00
.00
.02
.05
.06
.01
.46
7
.588 2.009
.00
.00
.00
.07
.14
.00
.02
.29
.01
.09
8
.158 3.877
.00
.01
.13
.02
.06
.46
.20
.03
.58
.19
9
.132 4.246
.00
.38
.19
.05
.23
.00
.57
.34
.36
.13
10
.073 5.694
.00
.54
.55
.82
.50
.48
.02
.16
.00
.03
a.Below 10 indicates negligible collinearity. On interpretation of condition index and variance decomposition, see D. A. Bels
Multiple Regression in Behavioral Research (New York: Hardcourt Brace, 1997), 304-309; Jacob Cohen et al., Applied Mu
LEA Publishers, 2003), 424-25.
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Bivariate correlations

Circled variables removed
Bivariate Correlations (Pearson)

HS
Disciplinary HS teachers HS teachers
HS 10
HS
HS
HS Science HS social sci
HS special HS size (per students/cou incident rate w/ grad degr w/ <3 y. exp. HS English HS math
HS ESL student/com instructional HS support class size class size
(%)
(%)
(%)
ed %
10 students) nselor ratio
class size class size students (%) puter ratio $/student (1K)$/student (1K) (centered) (centered)
HS special ed %
1
-.376
.045
.065
-.394
-.117
-.571
-.691
.682
-.034
.604
-.067
-.149
-.553
Sig. (2-tailed)
.000
.003
.000
.000
.000
.000
.000
.000
.026
.000
.000
.000
.000
N
4356
4356
4356
4356
4356
4356
4356
4356
4356
4356
4356
4356
4356
4356
HS size (per 10 studen
-.376
1
.429
-.114
.078
.144
.709
.745
-.050
.340
-.749
.323
.668
.479
Sig. (2-tailed)
.000
.000
.000
.000
.000
.000
.000
.001
.000
.000
.000
.000
.000
N
4356
4356
4356
4356
4356
4356
4356
4356
4356
4356
4356
4356
4356
4356
HS 10 students/counse
.045
.429
1
-.106
-.367
-.503
.268
.284
.245
-.058
-.277
.397
.369
.169
ratio
Sig. (2-tailed)
.003
.000
.000
.000
.000
.000
.000
.000
.000
.000
.000
.000
.000
N
4356
4356
4356
4356
4356
4356
4356
4356
4356
4356
4356
4356
4356
4356
HS Disciplinary inciden
rate (%)
Sig. (2-tailed)
N
HS teachers w/ grad de
(%)
Sig. (2-tailed)
N
HS teachers w/ <3 y. e
(%)
Sig. (2-tailed)
N
HS English class size
Sig. (2-tailed)
N
HS math class size
Sig. (2-tailed)
N
HS ESL students (%)
Sig. (2-tailed)
N
HS student/computer r
Sig. (2-tailed)
N
HS instructional $/stud
(1K)
Sig. (2-tailed)
N
HS support $/student (
Sig. (2-tailed)
N
HS Science class size
(centered)
Sig. (2-tailed)
N
HS social sci class size
(centered)
Sig. (2-tailed)
N

.065
.000
4356
-.394
.000
4356
-.117
.000
4356
-.571
.000
4356
-.691
.000
4356
.682
.000
4356
-.034
.026
4356
.604
.000
4356
-.067
.000
4356
-.149
.000
4356
-.553
.000
4356

-.114
.000
4356
.078
.000
4356
.144
.000
4356
.709
.000
4356
.745
.000
4356
-.050
.001
4356
.340
.000
4356
-.749
.000
4356
.323
.000
4356
.668
.000
4356
.479
.000
4356

-.106
.000
4356
-.367
.000
4356
-.503
.000
4356
.268
.000
4356
.284
.000
4356
.245
.000
4356
-.058
.000
4356
-.277
.000
4356
.397
.000
4356
.369
.000
4356
.169
.000
4356

1
4356
.541
.000
4356
.113
.000
4356
-.019
.211
4356
-.002
.872
4356
.158
.000
4356
-.301
.000
4356
.069
.000
4356
.111
.000
4356
-.252
.000
4356
-.026
.092
4356

.541
.000
4356
1
4356
.106
.000
4356
.367
.000
4356
.398
.000
4356
-.435
.000
4356
-.046
.002
4356
-.156
.000
4356
-.088
.000
4356
-.064
.000
4356
.358
.000
4356

.113
.000
4356
.106
.000
4356
1
4356
.066
.000
4356
.164
.000
4356
.052
.001
4356
.337
.000
4356
-.352
.000
4356
-.150
.000
4356
.138
.000
4356
.124
.000
4356

-.019
.211
4356
.367
.000
4356
.066
.000
4356
1
4356
.856
.000
4356
-.299
.000
4356
.404
.000
4356
-.734
.000
4356
.090
.000
4356
.529
.000
4356
.760
.000
4356

-.002
.872
4356
.398
.000
4356
.164
.000
4356
.856
.000
4356
1
4356
-.377
.000
4356
.150
.000
4356
-.776
.000
4356
.151
.000
4356
.568
.000
4356
.857
.000
4356

.158
.000
4356
-.435
.000
4356
.052
.001
4356
-.299
.000
4356
-.377
.000
4356
1
4356
.183
.000
4356
.178
.000
4356
-.015
.320
4356
.286
.000
4356
-.430
.000
4356

-.301
.000
4356
-.046
.002
4356
.337
.000
4356
.404
.000
4356
.150
.000
4356
.183
.000
4356
1
4356
-.377
.000
4356
.131
.000
4356
.209
.000
4356
.099
.000
4356

.069
.000
4356
-.156
.000
4356
-.352
.000
4356
-.734
.000
4356
-.776
.000
4356
.178
.000
4356
-.377
.000
4356
1
4356
-.256
.000
4356
-.477
.000
4356
-.513
.000
4356

.111
.000
4356
-.088
.000
4356
-.150
.000
4356
.090
.000
4356
.151
.000
4356
-.015
.320
4356
.131
.000
4356
-.256
.000
4356
1
4356
-.051
.001
4356
.063
.000
4356

next

-.252
.000
4356
-.064
.000
4356
.138
.000
4356
.529
.000
4356
.568
.000
4356
.286
.000
4356
.209
.000
4356
-.477
.000
4356
-.051
.001
4356
1
4356
.459
.000
4356

-.026
.092
4356
.358
.000
4356
.124
.000
4356
.760
.000
4356
.857
.000
4356
-.430
.000
4356
.099
.000
4356
-.513
.000
4356
.063
.000
4356
.459
.000
4356
1
4356
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Descriptive Summary: Demographics
Gender

Valid

Frequency
2443
1913
4356

Female
Male
Total

Percent
56.1
43.9
100.0

Valid Percent
56.1
43.9
100.0

Cumulative
Percent
56.1
100.0

Ethnicity/Race

Valid

Unknown
African/Hispanic/Native Am
Asian Am
Caucasian
Total

Frequency
248
394
360
3354
4356

Percent
5.7
9.0
8.3
77.0
100.0

Valid Percent
5.7
9.0
8.3
77.0
100.0

Cumulative
Percent
5.7
14.7
23.0
100.0

Parent Income

Valid

Missing
< $42K (26%tile)
$42-60K (27-46%tile)
$60-100K (47-82%tile)
>$100K (>83%tile)
Total

Frequency
1241
825
633
1128
529
4356

Percent
28.5
18.9
14.5
25.9
12.1
100.0

Valid Percent
28.5
18.9
14.5
25.9
12.1
100.0

Cumulative
Percent
28.5
47.4
62.0
87.9
100.0
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Descriptive Summary: Academic Experience
High School Years of Math (SDQ/ACT)

Years

1.00
2.00
3.00
3.67 (missing
cases)
4.00
Total

Frequency
2
48
910

Percent
.0
1.1
20.9

Valid Percent
.0
1.1
20.9

Cumulative
Percent
.0
1.1
22.0

1293

29.7

29.7

51.7

2103
4356

48.3
100.0

48.3
100.0

100.0

High School Math Honors/AP Courses

yes
no
Total

Frequency
1781
2575
4356

Percent
40.9
59.1
100.0

Valid Percent
40.9
59.1
100.0

Cumulative
Percent
40.9
100.0
48
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Descriptive Summary: Academic Experience
High School Class Rank (SDQ/ACT)

top half
bottom half
Total

Frequency
3062
1294
4356

Percent
70.3
29.7
100.0

Cumulative
Percent
70.3
100.0

Valid Percent
70.3
29.7
100.0

Summer College Course Prior to Initial Fall Matriculation

yes
no
Total

Frequency
1044
3312
4356

Percent
24.0
76.0
100.0

Valid Percent
24.0
76.0
100.0

Cumulative
Percent
24.0
100.0

Time Between ACT/SAT Test Date and Initial Fall Matriculation

Months

More than 12
9 to 11
Within 8
Total

Frequency
1229
922
2205
4356

Percent
28.2
21.2
50.6
100.0

Valid Percent
28.2
21.2
50.6
100.0

Cumulative
Percent
28.2
49.4
100.0
49
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The Impact of State-Funded Merit
Scholarship Programs on Student Access
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*****
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Millennium
Scholarship
Hawaii International Conference on Education
Honolulu, HI, January 6-9 2006

Serge Herzog, PhD
Director, Institutional Analysis
University of Nevada, Reno
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Serge@unr.edu

Purpose of Study


Examine the impact of Nevada’s state-funded
merit aid program, the Millennium Scholarship, on
student access
first-year academic experience
freshmen academic preparation
freshmen retention
first-year financial support
at the state’s flagship university (UNR), its land-grant
and only research-extensive institution, with a liberal
admissions policy



Address issues raised by critics of state-funded
merit aid programs, including
The Congressional Advisory Committee on Student
Financial Assistance
Harvard University’s Civil Rights Project

2

1

The Millennium Scholarship



Enacted into law 1999, available since 2000
Initial eligibility:
Graduate with diploma from a state public/private high school
Complete high school with at least a 3.0* GPA and pass all areas of state
high school proficiency exam
Must be state resident for at least two years during high school



College enrollment and scholarship maintenance requirements:
Minimum enrollment of 12 credits/semester (6 credits at CCs) in recognized
degree or certificate program
Maintain at least a 2.0 (2.6 in 2003) cumulative GPA and complete a
minimum of 12 credits/semester
To regain eligibility: earn at least a 2.6 semester GPA and complete a
minimum of 12 credits/semester (6 at CCs) without Millennium support





Dollar value of scholarship is determined on a per-credit basis, with a
maximum lifetime total of $10,000 (1 credit ~ $80 at UNR)
Millennium support is limited to 8 years (6 years for 2003 and on grads)
after graduating from high school
Millennium covers remedial courses, but not credit-by-exam/AP courses
*raised to 3.1 in fall ’05, 3.25 in fall ‘07

3

Data, Sources, and Variables Examined


New full-time, in-state high-school grad freshmen* who
entered fall semesters 1996 through 2003
Millennium years 2000-03: 6,760 students (including 6,189 on Mill.-$)
Pre-Millennium 1996-99: 3,769 students



Data sources:
Student Information System
ACT test record (SPS)
Nevada higher education system office (UCCSN)
National Student Clearinghouse
Florida Dept. of Education (Office of Student Financial Assistance)
National Center for Education Statistics (NAEP)
US Census Bureau (SAIPE)



Variables
Student demographics: ethnicity/race, income background, residency
Academic experience: pre-collegiate, first-year college
Financial aid:
Millennium status, other aid type/amount
Subsequent enrollment: spring, second-year fall/spring
4

*Excluding non-degree seeking, and foreign students
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Data, Sources, and Variables Examined (cont.)


High school academic preparation measured via:
Preparatory index consisting of GPA, ACT/SAT test scores,
and AP/IBP credits, each weighted by their odds ratio from
simultaneous variable entry into a binary logit second-year
retention model; final weights are averaged based on
dropout/stopout and transfer results. Academic preparation
score is ‘retention’-weighted due to strong bivariate
correlation



Unmet financial need:
Remaining (outstanding) dollar amount in financial need after
subtracting expected family contribution (EFC), and all
offered financial aid awards from total cost of attendance.
Source of data is the institutional financial aid office, which
estimates that it processes about 99 percent of all aid to
students.



Variable definition for aid types at institution:
Scholarships = merit based
Grants
= may be need or merit based
5

The Chorus of Negative Headlines


Targeted reports:
State Merit Scholarship Programs and Racial Inequality (Civil
Rights Project, Harvard University, 2004)
Who Should We Help? The Negative Social Consequences of
Merit Scholarships (Civil Rights Project, Harvard University,
2002)



General reports:
Empty Promises: The Myth of College Access in America
(Advisory Committee on Student Financial Assistance,
Washington DC, 2002)
Access Denied: Restoring the Nation’s Commitment to Equal
Educational Opportunity (Advisory Committee on Student
Financial Assistance, Washington DC, 2001)
6
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Criticism of Large-Scale State Merit Aid
Programs










They provide aid to students with little or no financial need that are
likely to go to college without such aid—i.e., a middle/upper class
subsidy.
They exacerbate a growing inequity in college access for lowincome and minority students and do not expand overall access.
They do not address the growing gap of available aid to needy
students and the cost of college attendance, i.e. the growing
amount of unmet need and use of loans to fill it.
They have been enacted by states at the expense of need-based
programs—i.e., negative zero-sum effect.
Students from inferior high schools may qualify for such aid based on
cumulative grades, but are less likely to meet continued eligibility
once in college—leading to higher dropout rates.
They have been implemented at a time when grant dollars have
shifted to merit-based programs at the institutional level.
7

Example:
Florida’s Bright Futures
Scholarship Program
The Charge:
“Inequality for Black and Hispanic
students compared to White students
for being eligible to receive the scholarship.”
(Source: State Merit Scholarship Programs and Racial Inequality, The Civil
Rights Project, Harvard University, 2004, p. 57.)

4

Florida’s Bright Futures Scholarship
Urban Counties by Ethnicity Race
Percent of All Public High School Graduates and Scholarship Recipients
1999-2002
African
Am.
Hispanics
1.8
3.5
1.6

3.0

1.4

2.5

1.2

2.0

1.0

1.5

0.8
0.6

1.0

0.4
0.5

0.2

0.0

0.0

Broward

Duval

Leon

Orange

Broward

Duval

Hillsboro.

Orange

Eligible scholarship recipients
Public high school graduates

Source: State Merit Scholarship Programs and
Racial Inequality, The Civil Rights Project,
Harvard University, 2004, p. 58.
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Florida’s Bright Futures Scholarship
Caucasians by Urban vs. Rural Counties
Percent of All Public High School Graduates and Scholarship Recipients
Urban

6.0

1999-2002

5.0
4.0
3.0
2.0
1.0
0.0
Broward

Duval

Eligible scholarship recipients
Public high school graduates

Hillsboro.

Orange

2000-2002

Rural

0.5
0.5
0.4
0.4
0.3
0.3
0.2
0.2
0.1
0.1
0.0

Sum

O

W

Suw

H

Juvenile poverty
Sum = Sumter; O = Okeechobee
equal or greater
W = Walton; Suw = Suwanee
10
than Dade County H = Highlands

5

Florida’s Bright Futures Scholarship
Dade County by Ethnicity Race
Public High School Graduates and Scholarship Recipients
1999-2002
*2000-2002

8

8

7
6
5
4
3

3.3

2

2.2

1.7

1
0

African Am.

Hispanics

Asian Am.*

Percent of eligible scholarship recipients
Percent of public high school graduates
Ratio of graduates to recipients (2002)

Caucasians

Asians are most likely to
qualify for a Bright Futures
Scholarship among Dade
County high school graduates.

Source: State Merit Scholarship Programs and Racial Inequality,
The Civil Rights Project, Harvard University, 2004, pp. 58-59.
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Florida’s Bright Futures Scholarship
Scholarship Type and Ethnicity/Race, 2002 Cohort
Percent Eligible by Ethnicity/Race

65.9

70
60

45.9

50
30.3

40
30

14.4

20
10
0

NEAP Score: African Am.
Reading*
236
Math
249

Hispanics

247
264

Caucasians

264
286

Asian Am.

275
287

Asian Americans are twice as
Eligible scholarship recipients
likely to qualify for the highest
Eligible for highest-level scholarship
% of all grads w/ highest-level scholarship level (Academic) Bright Futures
12

*Grade 8, 1998

Scholarship vis-à-vis Caucasians.

6

Results:
- academic preparation matters most
- poverty affects all students

The Millennium Scholarship
****
Impact on Statewide Access

7

Nevada College Continuation Rate
% of NV high school graduates enrolled as first-time, degree-seeking college students in the fall
semester immediately follow ing graduation
55%
50%
45%
40%
35%
30%
25%
20%
15%
10%
5%
0%

Continuing to Postsecondary Ed
Continuing to UCCSN only
45.3%
38.5%

32.9%

32.4%
24.5%

44.7%

40.1%

39.7%

24.8%

33.0%

24.7%

19.2%

1992

1994

1996

1998

2000

2002

Source: Office of Academic & Student Affairs (2005). Performance Indicator Report 2004-05. Reno, NV: UCCSN.

College-going rate of Nevada high school graduates rises to
45.3 percent in 2000 as the Millennium Scholarship is introduced

Source: Office of Academic & Student Affairs (2005). Performance Indicator Report 2004-05. Reno, NV: UCCSN.

15

16

8

Source: Office of Academic & Student Affairs (2005). Performance Indicator Report 2004-05. Reno, NV: UCCSN.
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Nevada Higher Education Financial Aid by Source
(based on total $, excluding Grants-in-Aid and Student Employment)
Nevada:
Federal grant assistance
to low-income students
is up since start of the
Millennium Scholarship;
total need-based state
grants are up 7.4%
between 1999 and 2004

60

Percent

50
40
30
20
10
0

State Inst Gift Pell
Grants
Aid* Grants

Fed.
Loans

Other

2000-01 (1st Millennium Year)
2002-03 (3rd Millennium Year)
*Institutional/private grants and scholarships
^Need based on EFC, remaining cost, or income

Nationwide, state-funded
need-based grants^ grew
by $1.75 billion versus
$1.10 billion for non-needbased grants between
1993 and 2003.
(Source: NASSGAP 2003-04
Academic Year Survey, p. 4, 9)
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The Millennium Scholarship
****
Impact on Institutional Access
and Scholarship Participation

Enrollment Growth of New Full-Time Freshmen
Fall Semesters, NV High School Graduates
70

Percent

60
50
40
30
20
10
0

Asian Am.

African/Hispanic Am.

Caucasians

Pre-Millennium % change (1996-99)
% change since Millennium (1999-2003)

20

10

New Full-Time Freshmen by Ethnicity/Race
Fall Semesters, NV High School Graduates
30

Percent

25
20
15
10
5

Asian Am.

African Am.

'9
6'9
9
'0
0'0
3

03
20

01

02
20

Millennium Years

Pre-Millennium
Native Am.

20

00
20

99
19

98
19

97
19

19

96

0

Pre/Post Average
Hispanic

Unknown
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Millennium Freshmen by Ethnicity/Race
Fall Semesters 2000-2003, NV High School Graduates

5.74%
10.94%
7.4%
75.93%

Unknown
African/Hispanic/
Native Am
Asian Am
Caucasian

22
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Out-of-State Freshmen by Ethnicity/Race
Fall Semesters 2000-2003, New Full-Time Status
Unknown
African/Hispanic/
Native Am
Asian Am
Caucasian

6.36%
11.53%
6.12%
75.99%
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New Full-Time Freshmen by Family Income
Fall Semesters, NV High School Graduates
100%
90%
80%
70%
60%
50%
40%
30%
20%
10%

< $30,000

Millennium Years

$30K-$50K

3

0'0

9
'9

'0

6'9

03

20

02

01

20

20

00

99

Pre-Millennium

20

98

19

19

97

19

19

96

0%

Pre/Post Average

$50K-$80K

> $80,000

24
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New Full-Time Freshmen with Scholarship Offers
Fall Semesters, NV High School Graduates
90

PM = Pre-Millennium (1996-99)
M = Millennium Years (2000-02)

80

Percent

70
60
50
40
30
20
10
0

PM

M

PM

M

PM

M

PM

M

PM

M

PM

M

Native Am. African Am. Hispanics Asian Am. Caucasians Unknown
Non-Mill. S'ships

Millie plus Other Types

Millennium only

Proportion of new freshmen with scholarship offers more than doubled, from 34% to
71%, after start of the Millennium Scholarship, with the vast majority among all
25
ethnic/racial groups benefiting from it.

New Full-Time Freshmen by Family Income
Fall Semesters 2000-2003, NV High School Graduates
Millennium Scholarship Status at End of First Semester,
Minorities (M) vs. Caucasians (C)
100%
80%
60%
40%
20%
0%

M

C

< $30K

Not eligible
Lost eligibility

M

C

$30-50K

M

C

$50-80K

M

C

> $80K

Eligible, no Millennium
Maintained eligibility (w/ %)

26
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The Millennium Scholarship
****
Financial Impact on New Freshmen
at the Institutional Level

Composition of Financial Aid Offers
New Full-Time Freshmen, Fall Semesters, NV High School Graduates
80

% of total aid package .

70
60
50
40
30
20
10
0
1996

1997

1998

1999

Millennium Scholarship
Grants (all types)

2000

2001

Institutional aid
Loans (all types)

2002

28
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Gift Aid Offers: Size and Proportion of Beneficiaries
(New Full-Time Freshmen, Fall Semesters, NV High School Graduates)
3,500

Millennium years

Constant $.

3,000
2,500
2,000
1,500
1,000
500
0

'96
Year
% S’ships* 33
% Grants* 13
% Pells*
7

'97

'98

'99

'00

'01

'02

36
17
12

34
14
10

32
12
8

73
14
10

70
12
10

69
15
10

Millennium Scholarship
All scholarships
Grants

Non-Millennium S'ships
Pell grants

Proportion of new freshmen on scholarships more than doubled since start
of the Millennium program, while grant aid to low-income students was
29
maintained.
* % of new freshmen on aid

Debt Aid Offers: Size and Proportion of Beneficiaries
(New Full-Time Freshmen, Fall Semesters, NV High School Graduates)
6,000

Millennium years

Constant $.

5,000
4,000
3,000
2,000
1,000
0

% of all New FR:
on subs. loans
on unsub. loans
on inst. aid

'96

'97

'98

'99

'00

'01

12
5
33

12
6
36

12
9
35

14
9
33

10
7
29

9
6
24

Subsidized loans
Institutional aid

'02

9
4
25

Reliance on loans and institutional aid
Unsubsidized loans went down as the majority of students
from 2000 on qualified for the Millen30
nium Scholarship.
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Pell Grant Offers: Size and Proportion of Beneficiaries
(New Full-Time Freshmen, Fall Semesters, NV High School Graduates)
2500

Constant $

2000
1500
1000
500
0
Native Am.

% ’96-’99
% ’00-’02

Asian Am. African Am.

12
25

15
12

Hispanic

23
29

Pre-Millennium ('96-'99)

Caucasian

24
17

Unknown

7
8

6
9

Millennium Years ('00-02)

Size of Pell grants went up after start of Millennium Scholarship and proportion of
students with offers rose for most groups.
31

Loan Offers to Low-Income* Students
(New Full-Time Freshmen, Fall Semesters, NV High School Graduates)

By Academic Preparation

6000

Constannt $$

5000
4000
3000
2000
1000
0

N=
%=

Top 3rd

Middle 3rd

Bottom 3rd

32 22
27 22

35 28
29 19

36 33
26 22

Subsidized loans
Pre-Millennium ('96-'99)

Top 3rd

6
5

2
2

Middle 3rd

Bottom 3rd

11 1
9 1

6
4

Unsubsidized loans
Millennium Years ('00-02)

Fewer low-income students chose loans and borrowed less after start of the
Millennium Scholarship, regardless of their level of academic preparation.
* Less than $30,000 annual income

4
3

32
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Loan Offers to Low-Mid-Income* Students
(New Full-Time Freshmen, Fall Semesters, NV High School Graduates)
7000

By Academic Preparation

Constant $ .

6000
5000
4000
3000
2000
1000
0
Top 3rd

N=
%=

48 50
20 20

Middle 3rd Bottom 3rd

42 42
24 17

35 22
18 10

Top 3rd

11 8
5 3

Subsidized loans

Middle 3rd Bottom 3rd

6 9
3 4

12 3
6 1

Unsubsidized loans

Pre-Millennium ('96-'99)

Millennium Years ('00-02)

The amount of loan aid dropped slightly for most middle-income freshmen after start
of the Millennium Scholarship, with a declining proportion of borrowers.
* $30,000 to $50,000 annual income
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Gift Aid Offers to Low-Income* Students
(New Full-Time Freshmen, Fall Semesters, NV High School Graduates)

By Academic Preparation

4500

Constant $.

4000
3500
3000
2500
2000
1500
1000
500
0

N=
%=

Top 3rd

Middle 3rd

Bottom 3rd

Top 3rd

Middle 3rd

Bottom 3rd

75 85
64 83

50 95
41 64

30 63
25 43

60 52
51 51

50 51
41 34

58 51
42 35

Scholarships (all types)
Pre-Millennium ('96-'99)

Grants (all types)
Millennium Years ('00-02)

Amount of gift aid increased for virtually all low-income freshmen after start of the
Millennium Scholarship, regardless of their academic preparation, with a growing
34
proportion relying on scholarships.
* Less than $30,000 annual income
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Gift Aid Offers to Low-Mid-Income* Students
(New Full-Time Freshmen, Fall Semesters, NV High School Graduates)

By Academic Preparation

4000

Constant $

3500
3000
2500
2000
1500
1000
500
0
Top 3rd

N=

156 222
% =
66 88

Middle 3rd

Bottom 3rd

Top 3rd

Middle 3rd

Bottom 3rd

50 163
29 67

25 100
13 47

62 85
26 34

47 73
27 30

34 47
17 22

Scholarships (all types)

Grants (all types)

Pre-Millennium ('96-'99)

Millennium Years ('00-02)

Gift aid increased for most middle-income freshmen after start of the Millennium
Scholarship, with a growing proportion relying on scholarships.
35

* $30,000 to $50,000 annual income

Unmet Financial Need of Lower Income Freshmen
Unmet Need (Constant $).

(Fall Semesters, NV High School Graduates, Annual Amount)
5,000
4,500
4,000
3,500
3,000
2,500
2,000
1,500
1,000
500
0

% with
unmet
need

52 35

54 39

66 48

80 61

57 51

61 50

65 50

67 57

'96

'97

'98

'99

'00

'01

'02

'03

Pre-Millennium Years
Low income (<$30,000)

Millennium Years
Lower middle-income ($30K to $50K)

Millennium program initially reduced the proportion of low-income students
with unmet need and the amount of unmet need, but its fixed award value
is outpaced by rising cost-of-living expenses that widen unmet need. 36
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Annual Percentage Change: Unmet Need vs. Tuition
(Fall Semesters, NV High School Graduates, Annual Amount)
80

New Freshmen

70
60

Introduction of the Millennium Scholarship
did not lead to larger hikes in tuition cost,
which contribute little to rising unmet need.

50
40
30
20
10
0
-10
-20
-30

'97

'98

'99

'00

'01

'02

Full-time in-state tuition cost
Amount of Unmet Need: Low income (<$30,000)
Amount of Unmet Need: Lower middle-income ($30K to $50K)

'03
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The Millennium Scholarship
****
Impact on Academic Quality of New
Freshmen at the Institutional Level
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New Full-Time Freshmen by Academic Indicators
Fall Semesters, NV High School Graduates
3.5
3.4
3.3
3.2
3.1
3
2.9
2.8
2.7
2.6
2.5

1996

1997

1998

1999

First-Semester College GPA
High School Preparation Index

2000

2001

2002

High school cumulative GPA
Min. HS GPA for Millennium
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New Full-Time Freshmen by Academic Indicators
Fall Semesters, NV High School Graduates
High school preparation index score
3.3
3.1
2.9
2.7
2.5
2.3
2.1
1.9
1.7
1.5

1996

1997

Asian Am.

1998

1999

African Am.

2000
Hispanics

2001

2002

Caucasians
40

20

New Full-Time Freshmen by Academic Indicators
Fall Semesters, NV High School Graduates
24
22
20
18
16
14
12
10
8

1996

1997

1998

1999

First-Semester Credit Load
% Incomplete Sem. Credits

2000

2001

2002

ACT Composite Score
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New Full-Time Freshmen by Academic Indicators
Fall Semesters, NV High School Graduates
ACT Composite Score by High School GPA
25
24
23
22
21
20
19
18

1996

1997

1998

1999

HS GPA < 2.8
HS GPA 3.0 to 3.2

2000

2001

2002

HS GPA 2.8 to 3.0
HG GPA > 3.2

2003

42
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New Full-Time Freshmen by Remediation Need
Fall Semesters 2000-2003
70
60

Percent

50
40
30
20
10
0

Needs both

English only

Millennium students

Math only

No need

Out-of-state students

Forty percent of Millennium students are in need of remediation based
on ACT/SAT placement scores.
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The Millennium Scholarship
****
Subsequent Eligibility Status of New
Freshmen at the Institutional Level
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Millennium Freshmen Who Lost Eligibility
Fall Semesters 2000-2003, NV High School Graduates
Lost Millennium Scholarship after First Semester

By High School Preparation
% of bottom
Quartile:

3rd Q
30%

Caucasian
76%
African/
Hispanic/
Native Am
17%

Bottom Q
41%

Asian Am
7%

2nd Q
22%
Top Q
7%
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Millennium Freshmen Who Lost Eligibility
Fall Semesters 2000-2003, NV High School Graduates
Lost Millennium Scholarship after First Semester

By Parent income

$30-50K
21%

% of low-income
group:

$50-80K
32%
< $30K
14%

Caucasians
65%
Asian Am.
11%
Other
Minorities
24%

> $80K
33%

46
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New Full-Time Freshmen by High School Preparation
Fall Semesters 2000-2003, NV High School Graduates
Millennium Scholarship Status at End of First Semester
100%
80%

8.3
42.5

19.9

7

31.4

60%
40%

27.5

77.9

91

58.5
20%

28.5

0%

Bottom Q

3rd Q

Eligible, no Millennium
Lost eligibility

2nd Q

Top Q

Maintained eligibility
HS grad ineligible
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New Full-Time Freshmen by High School Preparation
Fall Semesters 2000-2003, NV High School Graduates
Millennium Scholarship Status at End of Second Semester
100%
90%

15.9

80%
70%
60%

34.5

12.3
7.2

8.8
8.3

15

50%
40%
30%
20%
10%

86.1

13.2

70
50.4

24.2

0%

Bottom Q

3rd Q

Eligible, no initial Mill.
Regains eligibility
Lost eligibility
Did not return (w/ %)

2nd Q

Top Q

Maintains eligibility (w/ %)
Continues ineligibility (w/ %)
HS grad ineligible (w/ %)
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New Full-Time Freshmen by High School Preparation
Fall Semesters 2000-2003, NV High School Graduates
Millennium Scholarship Status at End of First Semester
100%
80%

40

43.9

32.9

24.4

23.8

30.6

< $30K

> $80K

60%
40%
20%

86.8

92.8

< $30K

> $80K

0%

Income:
Preparation:

Bottom Quartile

Eligible, no Millennium
Lost eligibility (w/ %)

Top Quartile
Maintained eligibility (w/ %)
HS grad ineligible (w/ %)
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New Full-Time Freshmen by High School Preparation
Fall Semesters 2000-2003, NV High School Graduates
Millennium Scholarship Status at End of Second Semester
100%
80%
60%

31

40%

17.6

20%

37.5
12.6

20

26.9

< $30K

> $80K

81.8

88.1

< $30K

> $80K

0%

Income:
Preparation:

Bottom Quartile

Eligible, no initial Mill.
Regains eligibility
Lost eligibility
Did not return

Top Quartile
Maintains eligibility (w/ %)
Continues ineligibility (w/ %)
HS grad ineligible
50

25

New Full-Time Freshmen by High School Preparation
Fall Semesters 2000-2003, NV High School Graduates
Millennium Scholarship Status at End of First Semester
100%
80%

42.1

42.6

29.6

27.5

26.9

28.4

Minorities*

Caucasians

60%
40%
20%

93.5

91

Minorities*

Caucasians

0%

HS
preparation:

Bottom Quartile

Eligible, no Millennium
Lost eligibility (w/ %)

Top Quartile

Maintained eligibility (w/ %)
HS grad ineligible (w/ %)
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*Excl. Asian Am.

New Full-Time Freshmen by High School Preparation
Fall Semesters 2000-2003, NV High School Graduates
Millennium Scholarship Status at End of Second Semester
100%
80%

36.1
60%
40%
20%

34.7

15.8

12.9

23.9

24.1

Minorities*

Caucasians

80.6

86.5

Minorities*

Caucasians

0%

HS
Preparation:

Bottom Quartile

Eligible, no initial Mill.
Regains eligibility
Lost eligibility
Did not return

Top Quartile
Maintains eligibility (w/ %)
Continues ineligibility (w/ %)
HS grad ineligible
*Excl. Asian Am.
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New Full-Time Freshmen by Parent Income
Fall Semesters 2000/2003, NV High School Graduates
Millennium Scholarship Status at End of Second Semester
100%
80%
60%

7.8
11.3

40%

50.4
20%

13

23.4
63.8

56.7

44

0%

2000

2003

Low income (<$30K)
Eligible, no initial Mill.
Regains eligibility
Lost eligibility
Did not return

2000

2003

High income (>$80K)
Maintains eligibility (w/ %)
Continues ineligibility (w/ %)
HS grad ineligible
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Millennium Scholarship Attrition
Number and Percentage of New Freshmen Losing the
Scholarship after the First Year
700
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600

45

College cumulative GPA requirement
lifted from 2.0 to 2.6

15
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100

5
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0
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Number of students
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Many academically marginal students enter with Millennium Scholarships
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New Full-Time Freshmen by High School
Academic Preparation
Fall Semesters 2000-2003, NV High School Graduates
Low Socioeconomic
Status School: Sparks
Capture rate: 26.8%
ACT Math 2003: 20.5
ACT Participation 2003: 36%

26%

High Socioeconomic
Status School: Galena
Capture rate: 37.5%
ACT Math 2003: 21.6
ACT Participation 2003: 55%
25%

29%

21%

25%

24%
Bottom Q

3rd Q

2nd Q

28%

22%

Top Q
55

Preparation Quartile

New Full-Time Freshmen by High School Preparation
Fall Semesters 2000-2003, NV High School Graduates
Millennium Scholarship Status at End of First Semester
100%

29

80%

44.4

60%

44.9

40%

29

20%
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24.2
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Galena

83.6

92.9
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preparation:
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Eligible, no Millennium

Maintained eligibility (w/ %)

Lost eligibility (w/ %)

HS grad ineligible (w/ %)
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The Millennium Scholarship
****
Impact on Retention of New
Freshmen at the Institutional Level

New Full-Time Freshmen Retention
Fall Semesters, NV High School Graduates
2nd Year Fall Retention
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Upper Income (>$80K)
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Millennium Freshmen by Second-Year
Enrollment
Fall Semesters 2000-2003
ACT Scores

Academic Indicators

24

3.5

23

3.0

23

2.5

22
2.0
22
1.5
21
1.0

21

0.5

20

0.0

20

Composite

English

Not enrolled

HS Prep*

Math

Transfered out

Enrolled

1st Sem GPA

HS GPA

*High school preparation index
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Millennium Freshmen by Second-Year
Enrollment: Returners vs. Transfer-Outs
Fall Semesters 2000-2003
ACT Scores

Academic Indicators
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Enrolled out of state (N=131, i.e.,
2.4% of all re-enrolled Millennium
students)
*High school preparation60index
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Debt Burden and College Access
****
National Level Data

Debt Burden of College Graduates: National Average
(Bachelor’s degree recipients in repayment a year later)
Median monthly loan payment as a percentage of monthly income by:
Family income quartile

Ethnicity/race

8.0
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7.0
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6.0
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5.0

5.0

4.0

4.0

3.0

3.0
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2.0

1.0

1.0

0.0

0.0
Bottom Q

Low-mid Q

1994

Up-mid Q

2001

Top Q

Hispanics

African Am

1994

Asian Am

Caucasians

2001

Middle-income and Caucasian college graduates saw their debt burden rise
between 1994 and 2001, and they carry a higher burden than graduates from
62
other backgrounds. (Source: The Condition of Education 2004, NCES 2004-077, US Dept of Ed., p.183)
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Debt Burden of College Graduates: National Average
(1999-2000 Bachelor’s degree recipients who owed in 2001)
Percentage who owed:

Average amount owed:

100
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$0

Asian Am.

Hispanics

Private loans

African Am. Caucasians

Asian Am.

Federal loans

Hispanics

Private loans

African Am. Caucasians

Federal loans

African Americans on average owe the most in federal loans one year after
graduation, while Caucasians and Asian Americans face the largest debt from
private sources. (Source: Debt Burden: A Comparison of 1992-93 and 1999-2000 Bachelor’s Degree
63
Recipients a Year After Graduating. NCES 2005-170, US Dept of Ed., p. 30)

Debt Burden of College Graduates by Income Group
(Employed Bachelor’s degree recipients in repayment a year later;
monthly loan payment as a percentage of monthly income)
Median debt burden:
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60
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P e rc e n t

P e rc e n t
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Proportion with 17% or more
debt burden:
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Debt burden for graduates
between1994 (light)
1994 2001 with low income employment declined
1994 2001
and 2001 (dark), but they are much more likely to face a high debt burden than
graduates with higher-income employment. (Source: Debt Burden: A Comparison of 1992-93
and 1999-2000 Bachelor’s DegreeRecipients a Year After Graduating. NCES 2005-170, US Dept of Ed.,64
p. 45)
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Private Grants to Undergraduates: National Average
Amounts Received and Percent Receiving It by Group, 2003-2004
Ethnicity/Race

Family Income*
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$1,500
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$0
Caucasians Hispanics African Am. Asian Am.

< $20K

$20-40K

$40-60K $60-80K

> $80K

%
7.4
4.9
5.4
4.8
7.8 9.7 10.6 11
9.6
Low-income and minority students are slightly less likely to receive private
grants, but when they do, they receive larger amounts.
(Source: Private Scholarships Count, Institute for Higher Education Policy, May 2005)
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*Dependent students

Lack of Access for the College Prepared?
College-Ready Population vs. Enrolled Population
4-Year Degree-Granting Institutions
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From anecdotes to data:
Population of qualified
students unable to enter
college is scarcely large
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400,000
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First-Time Enroll '01
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First-Time Enroll '03

Source: Greene & Winters (2005), NCES (January, July 2005)
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Conclusion

Conclusion


Access since start of the Millennium Scholarship
Higher college-going rate at institution and statewide
Faster growth among minority students
Little change in enrollment composition by ethnicity/race or income



Millennium participation
Majority of all students among all ethnic/racial groups
Slightly more upper-income students than low-income students



Millennium impact on financial support
Millennium Scholarship is principal source of aid, less of other type
Grant aid to low-income students has been maintained, amount
and proportion of beneficiaries is up
Low-income students, regardless of academic preparation, rely
less on debt-incurring aid such as loans
Unmet need for low-income students has been reduced, but
trend of growing unmet need remains unaffected as cost of
living outpaces growth in aid; it is not clear, however, whether
unmet need outpaces disposable income after factoring in the
expected family contribution (EFC)
68
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Conclusion



Academic preparation since start of the Millennium Program
About the same, may be a slight drop among African Americans
But at least 40 percent of Millennium students are in need of
remediation



Millennium eligibility status after initial enrollment
Second-semester ineligibility is strongly associated with low
academic preparation, but not with income background
Nearly 40 percent of new freshmen in 2003 lost the Scholarship at the
end of the first year—a rate that almost doubled since 2000 as the
college GPA eligibility requirement increased from 2.0 to 2.6 in 2003.
Minorities (except Asian Americans) are more likely to lose the
Scholarship due to low academic preparation compared to
Caucasians
Academically well-prepared students are three times more likely
to retain scholarship eligibility throughout the first year compared
to low-prepared students—regardless of ethnicity/race, income
background, or socioeconomic status of the high school attended
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Conclusion



Millennium eligibility status after initial enrollment (cont.)
Those losing the Scholarship face higher levels of initial unmet
financial need, possibly indicating employment obligations that
compete with a requisite academic focus
Millennium students transferring to out-of-state universities that
are ranked higher than UNR are academically better prepared
than those Millennium students that are retained—suggesting that
the Scholarship fails to keep the best students in the state,
though further analysis beyond the freshmen year is needed.
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Millennium-Based Results
vs.
Critics of State-Funded
Scholarships

Results vs. Critics


Scholarship participation:
Eighty-four percent of low-income students from in-state high
schools received the Millennium Scholarship, about 2 percentage
points lower than high-income students.
Lower-income students are not disadvantaged, as critics charge,
though long-term scholarship solvency may be better secured
through targeted eligibility (e.g., income caps, tiered benefits).



Equitable college access:
Growth in minority student enrollment did not slow down with
introduction of the Millennium Scholarship.
Minorities received Millennium offers at almost the same rate as
Caucasian students.
Millennium results do not support charges that state-funded merit
scholarships exacerbate enrollment gaps.



Growing unmet financial need:
Millennium aid does alleviate the burden of unmet need for lowerincome students, but does not reverse the trend of growing unmet
need due to its fixed award amount.
72
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Results vs. Critics


Growing unmet financial need (cont.):
Further research is needed to determine whether the growing unmet
need constitutes a larger percentage of disposable family/student
income after factoring in the EFC



Substitution for need-based grant aid:
Need-based grants and the number of lower-income students
receiving them has been maintained since start of the Millennium
Scholarship, and needy students rely less on loans.
Introduction of the Millennium Scholarship did not reduce availability
of other grant aid for lower-income students, as charged by critics.



Exacerbating the dropout rate of students from inferior high
schools:
Academic preparation is key to continued scholarship eligibility,
regardless of a high school’s socioeconomic status; the latter, based
on data from the institution’s primary capture area, is not associated
with the level of academic preparation of new freshmen.
Socioeconomic background does not trump academic preparation as
key factor in retention, as critics charge. (e.g., ACSFA, 2001, p.13)
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Results vs. Critics

Perceived Determinants vs. Empirical Results


Insufficient statistical control over key determinants of
college access and success leads to unsupportable
conclusions made by critics of state merit-aid programs.
1. Student ethnicity/race
2. Socioeconomic background
? Academic preparation

Critics cited

1. Academic preparation
? Socioeconomic background
? Student ethnicity/race

Results from
this study

Primary importance of academic preparation is corroborated in
Choy (2002), Cabrera and La Nasa (2001), Adelman (1999),
and Berkner and Chavez (1997).
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Link to study:
http://www.unr.edu/ia/research/
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Japanese Cultural Translation into English: A Relevance-Theoretic Account
Isao Higashimori
Ryukoku University
1-72-4 Otori Nishimachi, Sakai city, Osaka 593-8326, Japan
east@sakai.zaq.ne.jp
When we try to translate a novel or a Buddhism word from Japanese into English, we have
to tackle with a problem concerning a Japanese cultural translation. This paper argues that a
relevance-theoretic account of translation developed mainly by Ernst-August Gutt<<Translation and
Relevance. Cognition and Context>>, lexical pragmatics (concept loosening and concept narrowing) and
different types of resemblance provide a good tool for explaining why a certain Japanese cultural word is
translated into English in some different ways.
(1)a.He wore a real Japanese yukata, which he took off and threw off and threw upon
a bench in a bathhouse.
b.He was standing with folded arms, facing the sea: carelessly thrown down on the stook
by his side was Japanese summer dress which he had been wearing.
(2) a. Purikura, or Print Clubs, are as requisite for Japanese teenagers as loose socks and
Tamagotchi. (Mangazine, No.70, 1997, p.12)
b. Join the (Print) Club
Young people are lining up all over Japan for the latest teen craze-photo stickers.
(Mangazine, No.70, 1997, p.2)
In (1a) yukata is used to refer to a Japanse kimono worn by men and women in summer as a
Japanese loan word into English( based on a resemblance in phonetic form), while in (1b), Japanese
summer dress is a meaning translation of YUKATA( based on a resemblance in propositional form).
The same kind of analysis is applicable to Purikura's translation to Print Clubs, and photo stickers.
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(3.) ABSTRACT: Technology is obviously an indispensable part of everyday life. As such, it
also is an integral component of our educational system. Because commercial educational
software often forms the nucleus of technology-based instruction in special and general
education classrooms, obtaining quality educational software targeted for specific audiences
(e.g., learning disabilities, English language learners) and/or an educational situation is vital.
Educators rely on experts in commercial software development to produce quality
educational software for classroom use, with the assumption that the software has been designed
to meet the unique learning needs of the population of students for whom it is targeted. In short,
educators trust that the purchased software has undergone evaluation with the target population,
or, at the very least, that it incorporates relevant aspects of current research concerning the
instructional needs of the targeted students.

Research focusing on the instructional design of several major pieces of educational
software indicates that formative and summative evaluations involving students with a disability
is often a missing component in the development process. Because of this, educators are left at
the mercy of software publishers and consequently purchase software that proves to be
ineffective with their students. Often educators find that the software they purchase is not
adaptable, does not teach what it purports to teach, or does not support what is occurring in the
classroom.
This presentation will discuss a validated software evaluation tool developed for use
when selecting software for students with disabilities (e.g., learning disabilities, mental
retardation, emotional disabilities, physical disabilities, early childhood, and software that is
compatible with assistive technology). The tool allows the educator to consider the following
components of the software: (a) instruction, (b) the directions and documentation, (c) feedback
and evaluation, (d) content, (e) individualization options, (f) interface and screen design, and (g)
accessibility. The evaluation tool has two facets: (1) the tool that is applicable to all students
with disabilities, and (2) specific tools for software designed for students with learning
disabilities, mental retardation, emotional disabilities, physical disabilities, and early childhood.
Based on the results from a U. S. Department of Education, Office of Special Education,
research project to develop and validate the software evaluation tool, this presentation will
include three areas from the research: (1) knowledge of the tool can provide educators with
support in their selection of appropriate educational software; (2) using the software evaluation
tool is a potential knowledge builder for educators who use it as part of their decision-making
process for selecting instructional materials; and (3) using the software evaluation tool to help
match students with disabilities to appropriate educational software titles can provide a stable
educational platform for the student’s increased success within the general education and special
education curriculum.
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Abstract
Teacher dispositions are a central force in shaping the environment in which
schooling takes place. State and national accrediting bodies have underscored this
importance by including pre-service teacher dispositions as an important component
within the standards. Consequently, teacher certification programs must attend to this
dimension; however, dispositions are neither easily identified nor easily assessed.
This study field-tested an instrument used to identify and evaluate pre-service
teachers’ dispositions. The implementation of the instrument was grounded in the
commitment to have the students reflect first on their own behavior with faculty oversight
in reviewing this self-assessment. The instrument was evaluated in terms of its reliability
using Cronbach’s alpha. The process of using the instrument was analyzed through
student and faculty feedback. The revised instrument is provided for use by other
universities.
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The Assessment of Pre-Service Teachers’ Dispositions
Background
Teachers are the conduit between a child and his/her educative experience in
schools. As such, teachers play a crucial role not only in facilitating the development of
students’ content knowledge, the official curriculum, but also in shaping the hidden
curriculum. Students respond to subtle nuances of environment, expectation, and
behavior that are explicitly and implicitly inherent in a classroom.
Teacher dispositions are a central force in shaping the environment in which
schooling takes place. Educational research has long noted that dispositions such as selfefficacy, high expectations, an ethic of caring, sensitivity toward others, and reflective
capability are critical components to being an effective teacher (Bruner, 1973; Delpit,
1995; Kohlberg, 1984; Langrall, Thornton, Jones & Malone, 1996; Noddings, 1992;
Pultorak, 1996; Renyi, 1996; Ross, 1988; Schon, 1987; Sleeter & McLaren, 1995;
Zeichner & Liston, 1996). Oral and written communication skills are an important part
of being a professional educator (Hunt, Simonds & Cooper, 2002; Luna, Solsken & Kutz,
2000) as well as dispositions pertaining to a teacher’s ability to collaborate (Small, 2002;
Xu, 2003). Higher order thinking skills including reflection have been argued as key
dispositions for teachers to develop (Abell, Bryan & Anderson, 1998; Burch, 1999;
Herman, 1998; Kaminski, 2003; Laboskey, 1994; Martin, 1989; Parsons & Brown, 2002;
Spalding & Wilson, 2002; Thomas, 1998; Windschitl, 2003;). Professional educators
also need to manage time and various resources effectively (e.g. community, library,
internet) (Asselin, 2004; Dentith & McCarry, 2003; Kohlmeier & O’Brien; 2004). Even
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the success of school restructuring efforts has been linked to teachers’ interpersonal skills
(Hillkirk, 1991). Finally, the notion of “professionalism” has been examined as a critical
aspect of being a skilled educator (Chant, Heafner & Bennett, 2004; Powell, 2000;
Proudford, 1998); yet, the term itself has multiple layers of nuances and meanings
(Coulter & Orme, 2000; Davies & Ferguson, 1997; Russo, 2003). In short, while content
knowledge standards are important, they are not sufficient in determining how successful
a teacher will be in other critical aspects of teaching. As Goodlad (2002) noted,
When high test scores fail to deliver the desired qualities, employers beat
the drum for tougher standards and tests. What these employers do not
understand is that high test scores predict high test scores, but not much
else: not problem-solving skills, not good work habits, not honesty, not
dependability, not loyalty and not the dispositions and virtues embedded
in our expectations for schooling. (p. 20)
National accreditation organizations as well have recognized the importance of
emphasizing dispositions in teacher education programs. The National Council for
Accreditation of Teacher Education (NCATE) has developed six standards grounded in
research, two of which make reference to dispositions as necessary components to be
addressed in teacher certification programs. Standard 1 focuses on “dispositions
necessary to help all students learn” and the target criterion states,
Candidates work with students, families, and communities in ways that
reflect the dispositions expected of professional educators as delineated in
professional, state, and institutional standards. Candidates recognize when
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their own dispositions may need to be adjusted and are able to develop
plans to do so. (NCATE, 2002, p. 16)
Standard 4 echoes Standard 1 in the context of diversity.
Clearly, dispositions are an important component of a teacher education
program. Not only are they linked to effective teaching, they also are a critical aspect of
accreditation reviews. Teacher education programs must develop systematic plans for
effectively evaluating dispositions and dealing with consequences of negative
dispositions. Yet few have done so. Wayda and Lund (2005) poignantly express:
For many, the current solution is to hope that the individual fails one of
the licensing requirements or has an inadequate grade-point average. …
(P)erhaps because of the subjective nature of the dispositions, the faculty
perceived such skills to be “unmentionables” within the assessment
process. The only way to ensure the presence of these important
dispositions is to hold preservice teachers accountable for them. (p. 34–
35)
Some teacher education programs are beginning to take on this challenge
systematically. Burke (2002) describes the “yellow flag” system utilized in the teacher
preparation program at St. Bonaventure University to identify negative dispositions in
teacher candidates and subsequently work with those students to help modify their
behaviors. Any student receiving three yellow flags is not permitted to student teach and
may be dismissed from the program. Idaho State University screens candidates for
positive dispositions before being accepted into the teacher education program (Denner,
Salzman, & Newsome, 2001). Finally, the School of Physical Education at Ball State
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University has developed and utilized a dispositions evaluation document. Students
receive a copy of the rubric in an introductory education course and complete a
preliminary self-analysis. Students then are assessed by instructors in certain education
courses including the introductory education course. The document becomes summative
and is used to screen out individuals who do not have an acceptable minimal level on all
descriptors prior to student teaching (Wayda & Lund, 2005).
In summary, some assessment of pre-service teachers’ dispositions has been noted
in the literature. However, screening potential candidates prior to acceptance into a
program and flagging problematic behavior once in a program seem to be the most
prevalent avenues used to assess pre-service teachers’ dispositions. One program
identified in the prior paragraph had students self-assess initially, but then faculty
members continued the process. Basically, even though NCATE calls for pre-service
teachers to be aware of their own dispositions, little has been done to develop a system in
which student self-assessment is key. In addition, once a system is established, little
research has been conducted to examine either the efficaciousness of the identified
dispositions or the effectiveness of the system.
The purpose of this study, then, was to evaluate one university’s system of
identifying and assessing pre-service teachers’ dispositions in which the basis of the
system is grounded in the commitment to have the students reflect on their own behavior.
Both the instrument was studied as well as the process used in the assessment of these
dispositions.
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Methodology
Faculty members in the Department of Education at a university in the northeast
generated a list of dispositions that they felt were reflective of being a professional
teacher, e.g., demonstrates positive attitude toward learning; uses good judgment in
maintaining confidentiality. Some baseline skills were included since it was felt these
skills were critical to monitor and also these skills provided a context within which
dispositions would be reflected, e.g., demonstrates correct verbal language skills;
evaluates facts logically. Finally, skills were identified that were influenced not just by
intellectual ability but by disposition, e.g., exhibits good judgment in decision making;
recognizes impact of nonverbal communication. This list was grouped under seven
categories: (1) responsibility for learning; (2) interpersonal skills; (3) professionalism; (4)
effective use of time and resources; (5) communication skills; (6) higher level thinking
skills; and (7) collaborative skills. Faculty independently reviewed the list to check for
face validity and to eliminate redundancy. As a result of this process, 44 items were kept
that were grouped under the seven headings listed above.
In terms of the administration of the instrument, it was determined that because
pre-service teachers should be able to reflect and assess their own dispositions, this
instrument would be used in each course as a self-assessment by the student. Students
would be asked to check whether they “always,” “usually,” or “seldom” demonstrated
each stated disposition.
In the fall of 2004, the instrument was distributed and reviewed in each
certification course’s first class, so that students would be aware of the self-assessment
which would occur later in the semester. At mid-semester, all faculty members had their
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students complete the instrument based on their self-assessment of their conduct within
the course and submit the form to the faculty member. The faculty member reviewed and
either checked that he/she had no reservations about the student’s self-assessment or
checked that reservations exist. Reservations would include disparity between a student’s
self-assessment and the faculty’s review. Also to be noted would be an agreement that
the assessment of some items evidenced less than desirable dispositions in the student.
After providing feedback to the students, the completed instruments were collected and
submitted to the authors. Any student’s self-assessment that was deemed problematic by
the faculty member requiring intervention by the Chair of the Department was brought
directly to the Chair’s attention for conferencing with the student.
Following the initial fall field-testing, the faculty and students were surveyed to
explore their thoughts on the implementation of the Professional Performance Student
Self-Assessment and Review (PPSSR), its strengths and weaknesses.
Findings
Data on 165 students were aggregated from ten classes representing eight
different faculty members. Within these classes, only two cases were eliminated due to
missing data. Cronbach’s alpha based on standardized items was used to analyze the data
to determine the internal consistency reliability of each scale within the instrument and
also across all items. Generally, the higher the alpha is, the more reliable the instrument.
Even though there is not a precisely stated cut off number, Nunnally (1978) is referenced
as the seminal work on the use of Cronbach’s alpha in which 0.7 and above is stated as
being acceptable.
Table 1 reflects the statistical analyses on each scale as well as on each item
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across the instrument. Three scales achieved Cronbach’s alpha scores above .70, and
thus are statistically reliable: Higher Level Thinking Skills, Communication Skills,
Collaborative Skills. The instrument overall reflected an extremely high alpha of .912,
but the fact that four of the seven scales did not show internal consistency warranted
further investigation.
An inter-item correlation matrix on all 44 dispositions was run to determine which
items might be problematic. Items that evidenced a predominance of near 0 correlations
with a majority of other items and/or negative correlations were noted. Four such items
were identified:
•

“Shows respect for the Professor in Classroom Interactions” (from the
Interpersonal Skills Scale)

•

“Focuses on tasks at hand without dwelling on past mistakes” (from the
Professionalism scale)

•

“Wears appropriate attire at field sites and presentations” (from the
Professionalism scale)

•

“Uses existing resources effectively” (from the Effective Use of Time and
Resources scale)

Analyses by scale were conducted by excluding each of the above items. Within the
Professionalism scale the removal of the item “Wears appropriate attire at field sites and
presentations” did not increase the alpha score significantly enough to warrant its
exclusion since this item seems to have high face-value in terms of professional
demeanor. Consequently, this item was not removed. The other three items noted above
were removed from the instrument.
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One scale, “Effective Use of Time and Resources” was reduced to two items.
Since these items were highly correlated with the “Responsibility for Learning” items,
they were folded into this scale making one scale entitled “Responsibility for Learning”
with 8 items. In addition, the items on the “Interpersonal” scale were highly correlated
with the “Collaborative Skills” scale so these two scales were collapsed into one. The
finalized revision of the PPSSR incorporates 5 scales. Table 2 reports the resulting
Cronbach’s alphas.
The second part of the field testing examined the percentage of students with
which the faculty member agreed with their self-assessment. How accurate were the
students’ self-assessments as measured by the faculty’s perception? The study showed
that the majority of the students’ self-assessments were supported by the faculty member;
specifically 157 out of 165 or 95% reflected faculty-student agreement. Five percent or
eight self-assessments were earmarked by faculty members; however, only two were
directly referred to the Chair of the Department of Education for deliberation with the
student. On six of the students’ self-assessments, faculty noted concerns, but these
concerns did not rise to the level of requiring action by the Department Chair. Due to
these notations, a decision was made to revise the instrument to add a middle choice
where the faculty could respond that they have a few reservations that should be tracked,
but a direct intervention by the Chair was not necessary unless a pattern in other classes
emerge.
In examining the eight students who were earmarked by faculty, no area seemed
to be the central problem across the students. Two students had weaknesses in writing;
the other six had issues within the realm of time management, preparation for class, and
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interpersonal skills. The students who were referred to the Chair for conferencing
reflected negative behaviors pertaining to disrespect and lack of responsibility for
learning in terms of missing classes and not completing work. One of these students
decided to drop from the teacher certification program; the other was placed on notice
with the Chair indicated that another negative PPSSR would warrant a potential
suspension from the program.
In addition to analyzing the quantitative data from the PPSSR, faculty members
were asked to assess the instrument following the fall administration. When asked how
the PPSSR worked for them, faculty members expressed that the PPSSR held the
potential for problem-solving conversations with students whose dispositions are not
aligned with the Department’s belief of effective dispositions for teachers. One faculty
member mentioned that the PPSSR allowed “a starting point to use when I would talk to
students about their dispositions.” A faculty member with a problematic student added,
“One student over-rated herself on the dimension of showing respect for others and I
spoke with her about it providing her two examples from class when she was insensitive
to others’ feelings. …(I)t provided a forum for us to discuss these situations.” In short,
all faculty believed that this instrument had the potential to identify and counsel
problematic students.
When asked, “What do you suggest the faculty do to support students who do not
display appropriate dispositions?” one faculty commented, “I would, as the student’s
faculty advisor, help the student to set some individual goals, together with a timeline for
review and follow-up discussion.” Another observed, “Open discussion is important,
outlining what the disposition looks like (sometimes students do not know they are being

The Assessment

12

disrespectful, for instance), and a follow-up to see if there is improvement. In extreme
cases, I believe the student needs to be counseled out of the program. Not all students are
suited for teaching. We in teacher education can do the profession and the individual
students a great service by early on counseling them about their suitability for teaching.”
When asked what advantages or disadvantages did you note because students
knew ahead of time that they were filling out the PPSSR, faculty members felt that prior
knowledge of the instrument was advantageous. One faculty articulated the importance
by stating, “I personally think that disseminating the form at the beginning of the class
increases the chances that the students will be in tune with our commitment to our four
guiding principles--rigorous of mind, compassionate of heart, competent demonstration,
and reflective stance.” Another faculty wrote, “I believe the students knowing that they
will be self-assessing themselves with faculty review of the assessment, helps the
students to understand our expectations and they will rise to those expectations. Bottomline, it reduces the chance of students’ dispositions being problematic.”
Several faculty members critiqued the instrument in not including dispositions
related to “passion.” Three items subsequently were identified to be inserted and field
tested:
•

“Demonstrates passion for learning beyond grades” (placed within the
Responsibility for Learning Scale)

•

“Shows warmth and compassion” (placed with the Interpersonal and
Collaboration Scale)

•

“Shows passion for teaching” (placed within the Professionalism Scale)
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Two classes involving 29 students were surveyed for feedback on the instrument.
The students were asked to respond in writing to two questions: What was worthwhile
about the PPSSR and the opportunity for self-assessment? What suggestions do you have
to improve the PPSSR?
Students felt the self-reflective opportunity was meaningful and worthwhile. One
student wrote, “It gave me an opportunity to think about what I was doing in the class.”
Others mentioned that the timing of the PPSSR worked for them. “We did it early
enough in the semester to have time to improve.”
One of the students’ greatest concerns was the categorical choice of “Always.”
Students felt it was too extreme and no one legitimately could check that box. A second
concern was the need for an “additional remarks” section in case a student wished to add
anything more to his/her self-evaluation. Third, some students complained that
completing the surveys in each class was redundant and burdensome and instead only
particular classes should require it. Last, students wanted feedback from faculty but
found that some faculty did not return the instrument unless the faculty member had a
reservation. Generally, students wanted feedback even if it meant the faculty had no
reservations.
In reviewing these concerns, the PPSSR was revised to change the categorical
selections to “Usually,” “Occasionally,” “Rarely,” “Not applicable to class.” In addition,
at the end of the instrument, a section for “additional remarks” was included. Faculty
members debated at length about the student concern focused on the redundancy of
completing the PPSSR in each class. Though students found it burdensome to fill out the
PPSSR for each class (up to four per semester), the faculty felt that students have

The Assessment

14

different relationships with each instructor. Therefore, it was decided that students would
continue to self-assess in each class. To address the student need for feedback from
faculty, a protocol for all courses was agreed upon. First, students would receive the
updated PPSSR at the first class. Mid-semester, instructors would take time during class
for students to fill out the PPSSR. During the following week, instructors would review
each PPSSR, check one of the three statements about reservations, and make written
comments on the PPSSR itself. At the next class, the instructor would return the PPSSR
to each student. Students would read the feedback and have the opportunity to set up
consultations with the instructor. Instructors would set up meetings with students about
whom they had checked that they had serious reservations; those students then would be
referred to the Department Chair.
Conclusions and Further Explorations Needed
It is critical that in the area of working with impressionable children in public
schools, steps be taken to (1) identify dispositions that are important to evidence, and (2)
have means by which pre-service teachers can be provided with feedback and
remediation if they do not reflect these dispositions. Ethically, teacher educators must
begin to do this, but also professionally we are mandated to do so through state and
national standards. However, dispositions are the most difficult component for which a
teacher certification program can terminate a student’s continuation in the program.
This study focused on the field-testing of an instrument in which pre-service
teachers assess themselves on dispositions needed in the teaching profession. Revisions
of the PPSSR (see Appendix) have resulted to provide a stronger, more reliable
instrument. In addition, faculty identification of students has been changed to reflect a
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three-tier possibility: (1) no reservations; (2) few reservations which entail placing the
PPSSR in the student’s file and following his/her progress in future classes; and (3)
serious reservations which results in referral to the Department Chair. Faculty support of
the instrument seems strong with many benefits being noted.
Further study is needed as the revised instrument is used. In particular, the
reliability should continue to be evaluated. Also an examination of focused interventions
should be undertaken especially if patterns of dispositions are revealed to be problematic
for our students. These patterns could be followed with an intense exploration of how the
teacher certification program can incorporate interventions to remediate these areas early
on in the program. In individual cases in which student improvement does not occur,
what procedures are needed to effectively determine that a student will not be able to
continue in the teacher certification program? These decisions are difficult and sensitive
at best, but the use of such an instrument that systematically has been revised should
prove to be very helpful.
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Table 1
Internal Consistency Reliability within Scales and across the PPSSR
________________________________________________________________________
Subscale

N of items

Cronbach’s alpha based on
standardized items
________________________________________________________________________
Responsibility for Learning

6

.653

Interpersonal Skills

5

.549

Professionalism

8

.589

Effective use of time and
Resources

3

.247

Communication Skills

8

.784

Higher Level Thinking Skills

9

.870

Collaborative Skills

5

.762

PPSSR as a whole
44
.912
________________________________________________________________________
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Table 2
Internal Consistency Reliability within Scales and across the REVISED PPSSR
________________________________________________________________________
Subscale

N of items

Cronbach’s alpha based on
standardized items
________________________________________________________________________
Responsibility for Learning

8

.685

Interpersonal & Collaborative Skills

9

.762

Professionalism

7

.701

Communication Skills

8

.784

Higher Level Thinking Skills

9

.870

PPSSR as a whole
41
.922
________________________________________________________________________
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University of New England
Professional Performance Student Self-Assessment and Review (PPSSR)
Student

.

Professor

.

Course number

.

Semester

.

Student Self-Assessment
I have completed this professional performance self-assessment truthfully and to the best
of my knowledge.
____________

.

Student Signature
Date
________________________________________________________________________
Faculty Review1
I have no reservations about this self-assessment and feel you are evidencing
professional dispositions for a future teacher.
_____ I have a few reservations as itemized below with the recommendation that a
copy of this instrument be placed in your file in order to follow your progress in
future classes.

I have serious reservations about your dispositions as itemized below. I
recommend that the Chair of the Education Department meet with you to explore
these concerns.

._______________________________________________________

Faculty Signature

___
Date

____

.
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Rarely

N/A to class

Rarely

N/A to class

Rarely

N/A to class

A. Demonstrates Positive Attitude
Toward learning
B. Demonstrates Effort
C. Comes to Class Prepared
D. Seeks Help when Needed
E. Participates in Self-Initiated Study
F. Accepts Consequences of Own
Decision/Actions
G. Arrives on time to Class, Field Sites, and
Appointments
H. Meets Deadlines
I. Demonstrates Passion for Learning Beyond
Grades

Interpersonal Skills and Collaboration3
Usually Occasionally

A. Refrains form Dominating Discussions
B. Encourages All Members of the Group to
Participate
C. Respects Personal & Cultural Differences
of Others
D. Respects Personal Space and Property of
Others
E. Actively Helps Identify Group Goals and
Helps to Meet Them
F. Sustains a Positive Learning Environment
by Avoiding Competitive Behaviors
G. Considers Group in Pacing and Content
H. Demonstrates understanding of and Carries
out Assigned Role within the Group
I. Does Proportionate Share of Work for
Group Projects
J. Shows Warmth & Compassion

Professionalism4
Usually Occasionally
A. Abides by Departmental, University, &
Public School Policies
B. Deals with Personal Emotions Maturely
C. Uses Good Judgment in Maintaining
Confidentiality
D. Displays Honesty and Integrity
E. Wears Appropriate Professional Attire (e.g.
Field Sites and for Presentations)
F. Copes with Change and Ambiguity by
Being Flexible
G. Acknowledges Materials by Other Authors
(e.g. Respects Copyright Laws)
H. Shows Passion for Teaching
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Communication Skills5
Usually Occasionally
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Rarely

N/A to class

Rarely

N/A to class

A. Demonstrates Correct Verbal Language
Skills
B. Demonstrates Correct Written Language
Skills
C. Recognizes Impact of Nonverbal
Communication
D. Demonstrates Active and Reflective
Listening
E. Uses Language Appropriate to Situation
(e.g. No Slang or Vulgarity)
F. Provides Constructive Feedback to Faculty
and Peers
G. Demonstrates Positive Attitude Toward
Receiving Feedback
H. Utilizes Feedback to Make Changes

Higher Level Thinking Skills6
Usually Occasionally
A. States Problem Clearly
B. Examines Multiple Solutions
C. Evaluates Facts Logically
D. Questions Assumptions and Formulates
Hypotheses
E. Examines Cause/Effect Relationships
F. Exhibits Good Judgment in Decision
Making
G. Raises Relevant Questions
H. Draws Conclusions from Readings in the
Field of Education
I. Reflects on Own Learning and Projects to
Future Practice

Additional Remarks (optional):7
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Footnotes Identifying Changes to Original Instrument
1

Faculty Review: The middle option was inserted so that faculty members could note a
few reservations and the student could be tracked versus the force-choice option
that existed beforehand in which the faculty had to check no reservations or
serious reservations.

2

Responsibility for Learning: Header titles were changed from “Always, Usually, and
Seldom” to “Usually, Occasionally, Rarely, and N/A to class.” Two items, item
G “Arrives on time to Class, Field Sites, and Appointments” and item H “Meets
Deadlines,” were moved from the original category of “Effective Use of Time and
Resources” and this category was deleted. Item I “Demonstrates Passion for
Learning beyond Grades” was added.

3

Interpersonal Skills and Collaboration: This category is a combination of two separate
scales from the original instrument. Header titles were changed as noted in
footnote 2. Two items, “Shows Respect for the Professor in Classroom
Interactions” and “Refrains from Dominating Discussions,” were deleted. Item A
“Refrains from Dominating Discussions” and item J “Shows Warmth and
Compassion” were added.

4

Professionalism: Header titles were changed as noted in footnote 2. Item entitled
“Focuses on Tasks at Hand Without Dwelling on Past Mistakes” was deleted and
item H “Shows Passion for Teaching” was added.

5

Communication Skills: Header titles were changed as noted in footnote 2.

6

Higher Level Thinking Skills: Header titles were changed as noted in footnote 2. Two
items, “Logically Evaluates Facts” and “Extrapolates from Literature in the Field
of Education,” were deleted. Item C “Evaluates Facts Logically” and item H
“Draws Conclusions from Readings in the Field of Education” were added.

7

“Additional Remarks (optional):” was added.
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The Effects of Mediated Learning Strategies on Teacher Practice
and on Students at Risk of Academic Failure
Janet Hinds and D. Mann
For more than forty years, educators in the United States have tried various
programs to improve the academic performance of impoverished students. The purpose
of this case study was to determine the effects of Reuven Feuerstein’s ten Mediated
Learning Strategies on both teacher practice and on students that were at risk of academic
failure. This study determined if Mediated Learning had a positive influence on teacher
practice and on the education of students at risk for academic failure. There was
evidence from the transcribed interviews and teacher journal entries to indicate that at
risk students as well as their more advantaged peers did indeed benefit from the Mediated
Learning Strategies employed by their teachers. Mediation in regards to this study is a
three step interactive teacher and student process by which there is an identification of a
stimulus, followed by an assignment of meaning and the application of a teaching
strategy that affects student learning (Payne 1998). Evidence from this study indicated
that students who needed enhanced support as to content meaning were better able to
learn after receiving instruction via the mediated learning strategies. Noted also in this
study were opportunities for all students, no matter the level of academic prowess, to
complete the same types of instructional tasks.
This study was limited to one elementary school within a school district that is
located on the South Shore of Long Island New York. The schools within the district are
all located in a low wealth, high tax area, where the overall reported free and reduced
lunch rate is forty-eight percent. This school’s population was approximately 1,300
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students, and the students were predominantly Caucasian. There were nine sections of
fourth grade, of which four sections participated in this study. The students in this study
were all part of heterogeneously grouped classrooms, taught by one tenured teacher and
three non-tenured teachers. The average class size was 25.2 students. There were two
phases of data collection. The first phase consisted of a collection of Journal Recordings
denoting both teacher and student behaviors during the study. During the second phase,
each participant took part in an interview process. All of the interviews were conducted
for the purposes of determining an awareness of change in both student and teacher
behaviors, in Classes A, B, C and D. Parents were also interviewed to determine their
awareness of changes in their children’s ability to learn.
A qualitative research design was selected to provide an understanding of the
participants’ frame of reference, setting, and voice. This research approach was used to
explore the complexities and processes of determining the effects of Mediated Learning
on teachers and students, and on the resulting effects on both instructional practices and
student learning (Marshall, 1995). Data collected were analyzed for patterns, themes, and
discrepancies. This study was accomplished through an analysis of recorded interviews
and reflective journals kept by the teachers in this study.
Teacher practice and student learning were analyzed to determine changes during
the use of the ten Mediated Learning Strategies: Meaning, Intentionality and Reciprocity,
Transcendence, Competence, Challenge, Control of Behavior/Self Regulation, Sharing,
Individuation, Goal Planning and Self Change (Skuy, 1996).
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The following research questions guided this study:
1. How did the four fourth-grade teachers view the effectiveness of their
instructional practices with their students, while utilizing the ten Mediated
Learning Strategies?
2. How did students participating in the study view their ability to learn?
3. How did the parents view their children’s ability to learn?
Three themes emerged directly related to (1) controlling behavior while in the classroom
setting, (2) the teacher’s ability to assist the student in making meaning, and (3) the
intention of the instruction, as it related to the student’s understanding of reciprocity, in
relationship to positive outcomes regarding learning behaviors. These themes were in
direct correlation with the strategies the teacher used in order to facilitate learning as well
as the teacher’s view of her instructional practices.
Summary
In all of the classrooms students were taught in heterogeneous small groups for
the direct purpose of teachers assisting them in constructing meaning in regards to many
of the assignments that required higher order thinking. In no instance was there evidence
to indicate isolation of particular students from more advanced types of instruction or to
learning that did not require higher order thinking. Students were also grouped together
for peer-to-peer and social/academic interactions that supported the learning process.
Student/teacher mediated learning interactions support the review of literature in regards
to authentic learning opportunities that engage all students, specifically those that are atrisk for social, emotional and academic failure. These findings support the work of Day
(2000) who stated that motivation to learn is crucial for at-risk students who can be
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discouraged by constant lower-level drills and practice sessions that seem to focus on
their shortcomings and repeated failures. Further, Day (2000) found that in fact,
instruction of this kind has shown that by not challenging or encouraging at-risk students
to use complex thinking skills, teachers underestimated students' capabilities and, as a
result, discouraged their exploration of interests and meaningful work they could
accomplish. Rather than treating the absence of essential skills as a roadblock for at-risk
students, instructors can emphasize opportunities for learning and practicing basic skills
using authentic tasks.
Teachers in this study noted that rote skill instruction, which is often connected to
low level tasks did not engage their students even though they were capable of
completing the task at hand. What teachers did discover is that their students needed
purposeful interaction and direct instruction that guided them as they constructed
meaning for themselves.
Shulman (1986) states that classroom ecology researchers look for criteria that
indicate effective classroom practices. These include equality of opportunities to
participate rather than participation frequencies, in addition to indications of clear
communications of meaning between teacher and student especially focal in multiethnic
classrooms where teacher and student may be from different cultural backgrounds.
With issues of culture in mind, the outcomes of this study indicated that the
teachers were not cognizant, nor felt that they needed to be cognizant of their student’s
cultural backgrounds. This could have resulted because this is a predominantly Caucasian
school district and the percent of minorities represented in all of the classrooms were
lower than 10 percent. As teachers were trained in the use of the Mediated Learning
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Strategies, instructions regarding positive student/teacher interactions were encouraged.
Evidence of the same was indicated in the teacher, student, and parent interviews in
addition to the teacher’s reflective journals.
The outcomes of this study demonstrate that with the use of these Mediated
Learning Strategies, learning did take place in all of the classrooms in this study. The
Mediated Learning Strategies employed by the teachers after monthly training sessions
did produce positive outcomes but the idea of addressing student’s cultural background
during instruction still requires exploration.
The issue of providing an environment that is conducive to learning is one of the
main challenges for many at-risk students in bridging the gap between their home
cultures and the culture of school. Home life and culture are not closely aligned with
school culture, making these student’s prospects for success in school much more
precarious (Pransky & Bailey, 2002). Delpit (1995) indicates that a teacher’s ability to
tap into the student’s cultural background, and provide consistent and deliberate
opportunities for the student to interact during instruction with the teacher and his or her
classmates would prove to be beneficial to the student’s ability to learn. Because of the
specific Discourse Community of at-risk students, a definitive incongruence between the
student’s social norms and practices of communication at school make it difficult for
some students to actually receive instruction (Gee 1996). This lack of cultural
synchronization increases the students’ chances of academic failure (Irvine, 1990).
Mediated Learning Strategies offer opportunities for constant interaction between
teacher and student, thereby creating a supportive and nurturing environment for students
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that are at-risk for academic failure. Strategies that explore the issue of helping the
student feel a sense of competence were stressed throughout the study year.
The findings of this presented through the three themes that emerged in direct
correlation with the strategies the teacher used in order to facilitate learning as well as the
teacher’s view of her instructional practices follow.
Mediated Learning Strategy: Control of Behavior
Control of Behavior (Self-Regulation) was the mediated learning strategy utilized
to bring a sense of order to the sometimes disorganized, chaotic classrooms in order to
facilitate instruction and student learning. For most of the participants this strategy was
essential to the survival of the class. Descriptions concerning this topic of control of
behavior centered around the teachers ability to model the importance of self-control and
positive behavior. For this purpose teachers clarified their expectations and spent
individual time with students helping them to better focus and become accountable for
their actions. Students were given opportunities to remove themselves from situations
without having to ask permission of their teachers, especially during instruction when the
students found themselves unable to focus.
Sharron & Coulter (1994) believe that if students were given the opportunity to
engage in the right kind of interaction, they would begin to develop efficient thinking
skills that would enable them to become autonomous and independent learners. Lowfunctioning students often suffer from impulsiveness and therefore need ways in which to
inhibit these behaviors so that they can successfully gather processes and express
information.
The outcomes in this study directly related to this strategy resulted in students that
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were successful in controlling their behaviors and therefore better able to participate in
many ways during the instructional process. The emergence of this strategy as a theme
was not a surprise, due to the fact that teachers during the training sessions indicated their
frustration during instruction with their students inability to control their negative
behaviors, both academic and social.
The students view of their ability to learn coincided with their teachers. In
particular it is important to note that students stated that they were better able to control
their behaviors and recognized that it was their responsibility to do so. Clearly this meant
that students benefited from their teacher’s ability to mediate this strategy. This same
opinion was reflected in the parent’s ability to articulate that their children were better
able to control their impulsive behaviors while completing assignments both at home and
in school on a regular basis.
An interesting development in the analysis of the data indicated that on several
interview responses, parents believed that their children were better able to control their
behaviors because the teachers this year were strict in their expectations for learning and
behavior than teachers during the previous year.
Mediated Learning Strategy: Meaning
Each of the teachers in this study viewed their ability to provide instruction
through the lens of pedagogical practices such as: reciprocal teaching and small group
differentiated instruction. They believed that the mediated learning strategy of meaning
was fostered through these practices and were used to assist each of their students in
finding background knowledge to connect to new learning. These teachers articulated
their findings by assessing their students ability to be on task and fluently describe the
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salient points within a given lesson. Meaning, according to Sharron & Coulter (1994) is
the emotional and energetic principle that mediators need in order to ensure that the
stimulus they are presenting to students gets through.
Students viewed their ability to learn by articulating the fact that during this
academic year, they were better able to understand what the teacher taught because “she
taught it until we understood.” Students constantly compared their experiences this year
to the last, stating that one teacher taught the content better than the other by their ability
to make comparisons and provide “good examples” they could understand.
These findings support Sharron & Coulter (1994) as they indicate that teaching by
comparisons and sophisticated categorizations and interaction is the key to
understanding. It is through interesting activities that involve students’ own responses,
even when wrong, that become benefical activities that foster the students abilities to
think divergently and critically.
The strategy of meaning for parents translated directly toward their children’s
ability to learn or to be seen as competent. Several parents responded by stating that their
child’s teacher seemed to be trained in understanding how children learn better than the
teacher the previous year. Typically, because they felt that the current teacher took more
time with their child than the last. In other instances parents stated that the teacher taught
their child specific learning strategies. For example: students were taught how to go
back into the text and find information that would assist them in acquiring the correct
response. Students were taught in a very concise step by step manner. Other parents felt
that the teacher made herself available for one-on-one attention, or extra help.
Mediated Learning Strategy: Intentionality and Reciprocity
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Finally, the theme of Intentionality and Reciprocity was the strategy all of the
teachers utilized during instruction. In fact, it is one of the five primary strategies,
(Meaning, Intentionality, Reciprocity, Transcendence, and Competence) which all
mediators need in order to facilitate “Mediated Learning.” Dynamic instructional
practices such as reciprocal teaching, and small group differentiated instruction were
used as an avenue to assist students in constructing meaning for themselves and
transferring information into new knowledge. Interactions centered around intentionality
and reciprocity provided opportunities for direct explict instruction. Students had greater
opportunities to receive one-on-one instruction and constant feedback. These strategies
were used for the purposes of inciting student interest. Not only did the teachers see the
need to provide appropriate developmentally sound instruction for the students that were
potentially at-risk, but also for those that needed instruction that suited their needs at a
much more stringent level of rigor.
Instructional practices such as reciprocal teaching, cooperative learning, authentic
assignments, and various forms of assessment were needed for the purposes of conveying
new and old content. According to Sharron & Coulter (1994) intentionality can be seen
in the teacher-student relationship as a conscious intention with which the teacher
controls the access to the stimuli. During instruction, teachers constantly evaluated the
effectiveness of their instructional practices. Two of the teachers met on a regular basis
to share student progress. In most of the classrooms, students were provided with preand post test to indicate their level of understanding. Lessons were planned around the
theory of multiple intelligences, as well as issues of levels of rigor appropriate to the
student. Lots of student conferencing took place and students were made aware of their
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progress. In essence, Intentionality and Reciprocity appears to have been the conveyor
whereby students became focused and interested in what was being taught.
When asked how their ability to learn had changed since last year, students
responded that they were performing better this year than last because of the fact that
they were better able to listen and follow instructions as well as their ability to work
independently. Students responded positively as they spoke about their ability to ask
questions in class and having their questions answered by their teacher. Students stated
that they did not get as confused as they previously had and that they raised their hands
more often when asked a question. Students felt that they were in safe environments and
therefore could take risks because they knew that their teacher would answer their
questions or help them to understand the answers. Students stated that their teachers used
good examples and that they explained the questions and answered their inquiries for
understanding more than once. When compared to the previous year, one student stated
that this year he did not get in trouble for giving the wrong answer. Others described
themselves as being more focused. One student simply stated that: “she’s a great teacher,
she’s very involved. Like when she explains something to us, she gets really into it. She
gives us a conversation.”
Lastly, parents viewed their children’s ability to learn simply by the fact that the
teacher got involve, she the teacher, “motivated” the students. Another parent responded
that their child became more confident and therefore was more successful. Their children
realized that they could do the work. One parent responded, “I think that he gained
confidence in himself early in the year. He started seeing some good grades coming back
and some positive feedback from the teacher. That is why I think he did better.” Framing
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tasks through direct instruction and achievable learning strategies, and explaining the
reasons for success helped these teachers to reinforce for themselves and with their
students, that a person’s ability to change is a process of time, thought, and practice.
Conclusion
The emotional and academic support that these teachers gave their students
helped them to come to a place where they were willing to cope with their new learning.
This support followed by the excitement of success made learning feasible and helped
students to seek and meet their goals for learning. The teachers that participated in this
study reported that their students were more capable of learning as a result of this
approach than they had been when they arrived in their classrooms in September. As the
study began, teachers were taught a new Mediated Learning Strategy each month. Some
of the strategies were used more often than others. Some of the teachers better
internalized the strategies and used them more seamlessly than their colleagues, which
proved to effectively change the affect of their instructional practices. It is believed that
this occurred because some of the teachers incorporated more of their existing
instructional practices while mediating than others. Moreover, some of the teachers felt
that they automatically utilized these strategies even though they could not give them a
name. To support this, Sharron & Coulter (1994) point out, that good teachers already
do much of these types of things in their classes intuitively. However, a good teacher’s
interactions with her students might stimulate students and keep them involved, but might
not be directed toward utilizing the strategies to mediate the precise cognitive skills and
operations that the students need. In addition, a lack of theory and training about
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cognition and the common deficiencies manifested in students inevitably make classroom
interactions less intentional and focused.
In this study, everything about Mediated Learning pointed toward the fact that
thoughtful, purposeful teacher-student engagement was paramount to a student’s
academic, social, and emotional success. Focus on these interactive Mediated Learning
strategies became the ten lynchpins that helped to facilitate meaningful instructional
practices that provided the teacher with opportunities to know her students and provided
the students with an understanding of the hindrances that often stifled their ability to
capitalize on their teacher’s instruction. Throughout this study students and their parents
attested to the fact that learning did take place and that most often the teacher was the
person to whom they attributed this success.
With the use of these strategies, changes in both student and teacher behavior(s)
were determined to have had a positive influence on both teaching and learning. All of
the teachers, to some degree, utilized a variety of Mediated Learning Strategies with their
students. The Journal Recordings and Interview Protocols revealed that two of the
teachers utilized and incorporated more of the learning strategies into their instruction
than the others. The outcomes of this study did not indicate that teachers were cognizant
or felt that they needed to be cognizant of their student’s cultural backgrounds. Another
issue closely related to the outcomes of this study was cultural milieu and a teachers
understanding of its importance in regards to instructional practices and student learning.
Finally, instructional practices used in the classroom should be committed to meeting the
needs of all students regardless of their cultural background.
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Teasing, bullying and harassment are problems in educational settings in the United States and
worldwide. During the past ten years, anti-bullying programs were implemented with preschool
and primary level children, and pre-service and in-service early childhood and elementary
teachers in two states, New Jersey and Hawaii.
One study revealed the perspective of young children who encounter bullying behaviors, most of
whom were unable to identify these factors in school situations. The aim of the second study,
utilizing Quit It!, a schoolwide intervention program for grades kindergarten to three, was to help
the children recognize and address bullying behaviors in their daily lives. Another study
modified lessons from the Quit It! program for use with younger children, based on their
attention span, the lesson length, and the appropriateness of the activities. Parent workshops were
held and parent involvement activities were utilized as a follow-up. Pre-service teachers use The
Anti-Bullying and Teasing Book for Preschool Classrooms, Quit It! and Don’t Laugh at Me in
planning and teaching lessons in their cooperating classrooms.
As a result of their research studies, the authors concluded that:
•

Children should know and be able to use positive strategies to diffuse aggression,
bullying, and teasing.

•

Teachers should be conversant with multiple strategies for introducing and building on
anti-bullying techniques.

•

Teachers should assess and be aware of the children’s prior knowledge of terminology
and concepts relating to bullying and teasing.

•

Anti-bullying programs need to be integrated into the classroom environment and schoolwide curriculum.

•

Parent involvement is crucial.

•

In implementing anti-bullying and anti-harassment programs, teachers should be
conversant with different cultures and philosophies, and national educational policies,
practices, and priorities.

Children, teachers, and parents should be able to use appropriate anti-bullying and antiharassment techniques. If they are supported in the use of these techniques and encouraged to
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develop their own related strategies, the problems of teasing, bullying and harassment among
children and youth in the United States should be decreased.
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In the twenty-first century it is important for all professionals to be technologically literate. This
statement has even greater relevance for the administrators of the schools and centers utilized by
young children and their families than for professional populations in general. The poster
presentation will spotlight a study of the computer learning module implemented in an early
childhood administration course over the past fifteen years. It will include excerpts from the
instructor’s and the administration students’ journals. The scope and sequence of the module
will be described and illustrated. Modifications made over the fifteen year period to keep abreast
of changes in the world of early childhood education standards, as well as technology will be
demonstrated.
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TITILE: Event History Modeling of Pre-College Programs for Effective Minority Student
Recruitment: A Case Study
Veronica Hinton-Hudson, PhD, College of Business, University of Louisville
Brenda G. Hart, Speed School of Engineering, University of Louisville
Abstract
Many programs have been developed to motivate minority or underrepresented students’ interest
in engineering. However, few have shown statistically significant results as to the effectiveness
of the program as measured by its impact on recruitment. Many have noted the United States
need for higher education to develop an emerging talent pool that is much more ethnically
diverse than decades past, particularly in engineering. One critical approach is to nurture the
“pipeline” of talent in high school and expose minority students to some of the possibilities
available in pursuing engineering.
Research Objectives: The research objectives are two-fold: 1) to ascertain whether attitudes
regarding pursing careers related to science, technology, engineering, or mathematics (STEM)
increases significantly among minority high school students as a result of participation in a precollege program; and 2) to fit a statistical model to historical data—testing and validating
predictive accuracy of model.
Proposed Methodology: Minority students’ pre-college program application, university
admissions data, and program assessment survey information will be used. Data shall be
restricted to: (a) minority students who were admitted to the institution; (b) non-athletes; and (c)
minority students for whom the institution has ACT Student Profile Questionnaire (SPQ)
information.
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Expected Outcome(s): The development of model(s) that inform Minority Engineering
Program (MEP) recruitment administrators of the propensities of pre-college program
participants to be admitted and/or enroll in a science, technology, engineering, or mathematics
(STEM) related discipline at the programs’ host school. In addition, a value assessment of the
pre-college engineering program from the perspective of its participants.
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Enhancing Early Literacy Skills of Children with Disordered
Expressive Phonological Systems
Kim Stone, Barbara Hodson, Kathy Strattman, & Elaine Bernstorf
Wichita State University, Kansas, USA
Abstract
Seven boys who had received intervention for highly unintelligible speech were tested
for metaphonological awareness skills and alphabetic knowledge at the beginning of the
summer prior to their entering kindergarten. Five of these boys participated in 12 small-group
[2-hour] sessions that incorporated lessons from a comprehensive multisensory early literacy
program. Two of the seven boys were not able to participate in the sessions because of summer
activity conflicts. Post-treatment scores were compared with pre-treatment scores for each of
the boys and for the two groups. Results indicate that the children in the treatment group made
substantially greater gains on tasks measuring metaphonological awareness skills and
alphabetic principle knowledge during the 6-weeks period than the boys who were unable to
participate.
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Barbara W. Hodson, PhD
9409 Greenbriar Circle
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Summary

Literacy is crucial to the success of individuals in today’s society. Literacy acquisition,
however, is extremely difficult for many children (Adams, 1990). Among the individuals who
have been found to be particularly “at risk” are children with highly unintelligible speech
(Nathan, Stackhouse, Goulandris, & Snowling, 2004; Webster & Plante, 1992). Moreover,
children with histories of severe/profound expressive phonological impairment tend to
experience literacy difficulties later even after their speech has normalized (Bird, Bishop, &
Freeman, 1995; Clarke-Klein & Hodson, 1995). Although a number of investigators have
reported significant gains following intervention during kindergarten (e.g., Blachman, Ball,
Black, & Tangle, 1994), treatment research involving children with special needs has been
limited.
Gillon (2000) conducted a large treatment study in New Zealand that involved 91
children (between the ages of 5 and 7 years) with varying degrees of speech disorders. Twentythree of the 91 participated in 20 hours of treatment (two 60-minute sessions for 10 weeks),
which included phonological awareness activities and grapheme-phoneme correspondence
lessons. Two additional groups received either traditional speech therapy or no intervention.
The children in the early literacy treatment group made greater gains on phonological
awareness tasks and reading scores than children in the other two groups.
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The purpose of this study was to determine if children with histories of severe/profound
expressive phonological impairment would benefit from small-group intervention designed to
enhance metaphonological awareness skills and increase alphabetic principle knowledge prior
to entering kindergarten. Seven boys (between the ages of 4:11 and 5:10; mean = 5:5), who had
received intervention for highly unintelligible speech, were invited to participate in this study
during the summer before they entered kindergarten. The Assessment of Primary Literacy Skills
(APLS; Hodson, 2005) was administered to all seven boys at the beginning and end of a 6weeks period. APLS subtests include tasks that assess metaphonological awareness skills and
alphabetic principle knowledge.
In addition, the Peabody Picture Vocabulary Test (Dunn & Dunn, 1997) was
administered at the beginning of the summer. Results of this measure indicated that receptive
vocabulary abilities of all seven boys were within normal limits. Results obtained for the
Hodson Assessment of Phonological Patterns -3rd edition (Hodson, 2004) indicated that their
expressive phonological systems were in the mild or moderate range of impairment at the onset
of this study.
Five of the boys participated in 12 (2-hour small-group] sessions two times a week (i.e.,
24 hours) that incorporated lessons from a comprehensive multisensory early literacy program,
Animated Literacy (Stone, 2004). Two of the seven boys were not able to participate in the
sessions because of summer activity conflicts. Table 1 provides scores obtained at the onset of
the study for all seven boys and also scores obtained 6 weeks later.
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Table 1. Assessment of Primary Literacy Skills Scores (pre-treatment and 6 weeks later) for
Seven Children with Histories of Disordered Expressive Phonological Systems
PRE

POST

PA

AK

Total

PA

AK

Total

T-1

36

34

70

49

37

86

T-2

33

21

54

43

35

75

T-3

34

21

55

40

35

78

T-4

21

21

42

40

39

79

T-5

19

5

24

29

9

38

N-1

29

22

51

30

21

51

N-2

24

4

28

28

7

35

Note: PA is for Phonological Awareness; AK is for Alphabetic Knowledge
T is for 5 children in Treatment group; N is for 2 children who did not participate in treatment.

The range of APLS scores for the treatment group was 24 to 70 points (100 possible)
prior to intervention and 38 to 86 following treatment. For the two boys in the nontreatment
group, the range was from 28 to 51 points initially and 35 to 51 points 6 weeks later. The
average gain for the five boys who participated in the treatment sessions was 22.5 points. For
the nontreatment children, the average gain was 3.5 points. These results are in agreement with
prior studies that indicated that systematic short-term intervention can improve early literacy
scores.
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Working with Difficult Students
One of the harshest realities for us as educators is realizing that we cannot control our student’s behavior.
On top of that, we know that there is no “quick fix” for our problems. This workshop will help you with both
the theoretical and practical applications for working with difficult students.
After attending this workshop, educators consistently report that they deal more effectively with
problem students.
You will learn how to use your knowledge and skills to encourage and teach people (students) how to
evaluate and correct their own behavior. This is the essence of personal responsibility and quality work.
Throughout the process, educators will learn about, practice and discuss basic “conferencing principles”
and leadership methods that increase the likelihood that student's will make more responsible choices.
Educators will:
• Learn that all behavior is a choice!
• Learn how the 4 basic psychological needs and the “pictures in our head” drive our behavior.
• Learn and practice 4 simple questions that are guaranteed to increase responsible thinking.
• Learn how to help yourself and others enhance the important skill of self-evaluation?
• Learn the 6 key elements of effective planning?
• Learn and practice an efficient way to talk with students, parents, colleagues, etc.?
• Learn classroom / school management principles that will increase your effectiveness in most
situations?
Many of the concepts and ideas presented originate from Dr. William Glasser, author of Reality Therapy,
The Quality School, The Quality School Teacher and Choice Theory ®. They have been used, adapted
and enhanced by Bob Hoglund.

Bio:
Bob Hoglund is a former teacher of the “emotionally disturbed”, currently doing full-time consulting and
training. Bob is the President and founder of Bob Hoglund, Inc. and a Senior Faculty Member of the
William Glasser Institute. He has authored two books; The School for Quality Learning: Managing the
School and Classroom the Deming Way and Intervention Strategies and has published more than ten
other articles on education and quality management. Bob was the first person chosen by Dr. Glasser to
conduct training and consulting for the Quality School Consortium.
Bob consulted with and trained the Fox Chapel Area School District in Pittsburgh and the Placer Union
High School District in Auburn, California for 8- 10 years. Both Districts have been identified by School
Match as Top 15% Districts in the US. Additionally, all of the Fox Chapel Schools (4 Elementary
Schools, a Middle School and High School have received National Blue Ribbon Awards). The Placer
Union High School District more than doubled the number of students enrolling in Advanced Placement
classes and the number of students passing the California English Proficiency Test on the first attempt.
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Using Reality Therapy in Student and Parent Conferences
As educators, we find ourselves having short, sometimes spur of the moment, conferences with students
and parents. In this workshop, educators / administrators will learn and practice an efficient, effective way
to talk with students, parents, colleagues, etc. The questioning process helps educators focus on the
“real problem” and how to teach responsibility.
Educators will:
• Learn and practice 4 simple questions that are guaranteed to increase responsible thinking.
• Learn how to help yourself and others enhance the important skill of self-evaluation?
• Learn how to shift responsibility back to the student and/or parent.
• Learn and practice an efficient way to talk with students, parents, colleagues, etc.?
After attending this workshop, educators consistently report that they deal more effectively with
problem students.
You will learn how to use your knowledge and skills to encourage and teach people (students) how to
evaluate and correct their own behavior. This is the essence of personal responsibility. Throughout the
process, educators will learn about, practice and discuss basic “conferencing principles” and leadership
methods that increase the likelihood that student's will make more responsible choices "How" and "Why"
people behave is best described by Dr. Glasser's Choice Theory ®. Armed with this knowledge and the
basic reality therapy questions, teachers, counselors and administrators can effectively engage students /
adults in questions and discussions that lead to the acceptance of responsibility and problem-solving.
This applies in academic, behavioral and work settings.

Bio:
Bob Hoglund is a former teacher of emotionally disturbed students, currently doing full-time consulting
and training. Bob is the President and founder of Bob Hoglund, Inc. and a Senior Faculty Member of the
William Glasser Institute. He has authored two books: The School for Quality Learning: Managing the
School and Classroom the Deming Way and Intervention Strategies and has published more than ten
other articles on education and quality management. Bob was the first person chosen by Dr. Glasser to
conduct training and consulting for the Quality School Consortium.
Bob consulted with and trained the Fox Chapel Area School District in Pittsburgh and the Placer Union
High School District in Auburn, California for the past 10 years. Both Districts have been identified by
School Match as Top 15% Districts in the US. Additionally, all of the Fox Chapel Schools (4 Elementary
Schools, a Middle School and High School have received National Blue Ribbon Awards). The Placer
Union High School District more than doubled the number of students enrolling in Advanced Placement
classes and the number of students passing the California English Proficiency Test on the first attempt.
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ABSTRACT:
Teachers who go through the certification process of the National Board for
Professional Teaching Standards (NBPTS) invest at least one year of their time and a
minimum of $2300. Several states offer stipends to teachers who successfully complete
the process. Studies have shown that achievement levels are higher in classes taught by a
National Board Certified teacher. This degree of time and financial commitment on the
part of the teachers and states and the higher level of achievement raise the question, are
classroom practices of these teachers different from those of other teachers?
The purpose of this study was to examine and compare the classroom practices of
five National Board Certified teachers and five non-certified teachers to determine if
there is any difference. The study was a multi-site, descriptive case study examining the
practices of first and second grade classroom teachers in West Virginia. Best practices
were determined by the professional organizations as synthesized in research by
Zemelman, Daniels, and Hyde (1998).
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Abstract
Experts in the field of education have been advocating that teachers in the U.S. look
towards the East when it comes to educating our children. Asia’s students are believed to be
more diligent, well-behaved, respectful, and engaged in learning. But the truth is that Asia’s
education system is failing their students as well as the society which tries to mold them
into being the top in international Science and Mathematics tests. In fact, Asians are finding
that even students who attend the very best public schools lack the creative skills to
compete in the new and challenging economy.
Most alarming is the towering degree of unhappiness among Asian students. The
dropout phenomenon once considered exclusively Western, has reached Asian shores.
Schools are suddenly plagued with violence crimes and suicide rates. In Hong Kong, one in
three teens has had suicidal thoughts, up 28% from four years ago. In fact, the number of
teenagers between the ages of 15 and 19 in Thailand who commit suicide is second only to
adult workers. These children may be on the extreme edge, but some of the children in the
front rows are almost as unhappy and frustrated. One of the biggest problems is the even
normal kids cannot handle schools any more. Something has gone very wrong with Asia's
schools!

2
Asia’s education system is so focused on the country’s economic success that it
practically ignored individual success. Social skill is completely irrelevant. A poll of 20-plus
countries by the Association for the Evaluation of Educational Achievement discovered that
Asian children scored second-lowest in enjoyment of mathematics and science, even though
they placed first in understanding of these subjects.
On the other hand, in the past 10 years, U.S. schools have gone through a revolution,
stressing a return to basics – four years of math, science, English, social studies, and a
foreign language – while assessing student performance in state-mandated tests. U.S. kids
are not only skilled and comfortable with technology that is vital for success in the job
market, they are also more socially inclined to work in groups that celebrate diversity.
Needless to say, there must be some hidden elements in the U.S. school experience that
contribute to the formation of this human capital. The U.S. system of education has helped
maintained the dynamism of its economy by producing a new breed of leaders who are able
to respond to the needs of this society.
Based on first-hand experience of Asia’s school system, this presentation hopes to
enhance western educators’ understanding of the need to focus less on textbooks and more
on the long term outcome of educating our children. In comparison, the presentation will
discuss how U.S. education system has over time shown more dynamism and sustained
growth than any other country.

Title of submission -

Developing a virtual learning environment for embroidery
Topic Area –
Adult education/ Distance education
Presentation format –
Student research paper
Authors • Pamela Hordern
Faculty of Education,
Monash University, Victoria, Australia.
(pho65450@bigpond.net.au)
+61 2 6568 1180
• Dr Kathy Lynch
Faculty of Information Technology
Monash University, Victoria, Australia.
(kathy.lynch@infotech.monash.edu.au )
+61 3 9903 2583

Hawaiian International Conference on Education 2006
http://www.hiceducation.org

VLE for Embroidery
Hordern and Lynch
___________________________________________________________________________

Developing a virtual learning environment for embroidery
Pamela Hordern
pho65450@bigpond.net.au, Faculty of Education,
Dr Kathy Lynch
Kathy.lynch@infotech.monash.edu.au, Faculty of Information Technology
Monash University, Victoria, Australia.
Paper accepted for the Hawaiian International Conference on Education 2006
http://www.hiceducation.org
TOPIC AREAS:

Adult education.
Distant education

Abstract
Embroidery has been a part of our social fabric for hundreds of years. It has been a medium for
historical commentary; for homage to ceremonial and religious occasion; for expression of
creativity; for utilitarian purposes; or simply for leisure activity and social contact. The
techniques of embroidery have been, almost, unaffected by mechanisation and changes in
technology. The purpose of this research presented here was to study the learning and sharing
embroidery in the context of the modern technology of the Internet, and to observe the
community of practice of embroiderers as they emerged from a virtual learning experience.
The research was conducted as a case study of a purpose built virtual learning environment
(VLE). The environment consisted of an embroidery lesson, together with synchronous and
asynchronous online communication facilities used to encourage the emergence of a community
of practice of embroiderers. The common goal of the participants was the creation of an
embroidered sampler through an online learning experience.
This paper presents the procedure and the discussion of the development of the VLE. In
addition, the paper details the conceptual model, based on relevant literature for adult learners
that underpins the development of the VLE.

1.

Introduction

In the ever encompassing technology-rich environment of the new millennium, the age old art of
embroidery needs to thread this new technology into its fabric. This presents the possibility of
weaving computer literacy and digital technology to cross spatial, temporal, cultural and socioeconomic boundaries to share a passion for embroidery and to create a virtual community of
practice for embroiderers.

1

VLE for Embroidery
Hordern and Lynch
___________________________________________________________________________
The study presented in this paper explored the connectivity within a community of practice for
embroiderers together with the potential to enhance their embroidery skills and community
experience using digital technology. Digital technology is the future of communication; storing
and sharing of information; and even recording of the visual arts. There is possibly a natural
progression for embroiderers to engage in creating virtual communities to learn and share the art
of embroidery.

2.

Background

Embroidery has been regarded as a female dominated activity in the literature (Bracey 1993,
Dean 1981, Isaacs 1987, Wajcman 1991). In 1906 Grace Christie wrote:
Every woman can sew, and it is with little more than a needle and thread, which
she habitually employs, that the greatest masterpieces of the art have been stitched.
(Cited in Isaacs 1987, p.128)

Embroidery was considered an appropriate feminine activity, along with rearing a family and
housework. Engagement in embroidery over the past fifty years has dramatically been reduced
as women have moved into the workforce; little interest is shown in dexterous accomplishments;
and leisure pursuit's focus on TV and outside the domestic realm. Embroidery skills were once
passed along generational lineage, but today many modern women lack time, patience and
inclination for hand embroidery.
Embroidery had bonded women in sewing circles within cultures for hundreds of years. The
challenge of the modern embroiderer is to harness today's technology to spread the knowledge
and skills of embroidery. It is now time to create e-sewing circles to bond women across spatial,
temporal and cultural boundaries. The Internet has the power to achieve this cross-boundary
bonding.
According to Hawthorne and Klein, women have an affinity to computer technology because
'connectivity is at the heart of feminism' (Hawthorne and Klein 1999, p.5). It is a strong
possibility that the feminine activity of embroidery would be suited to a learning situation
involving computer technology. Pollock and Sutton suggest that 'the Internet offers the
possibility of working in ways feminists have often aspired to…those of inclusion, diversity, and
transparency in an open process which can lead to action and change' (Pollock and Sutton 1999,
p.33). 'Nattering on the Net' is the catchy title to Dale Spender's book on women, power and
cyberspace, (Spender 1995) and indicates the potential of the Internet as a powerful female
communicating, and hence educating, tool of the future.
The inference that compatibility existed between feminine qualities and computer technology,
lead to the seeking of information and guidance on developing a learning environment online to
accommodate embroidery.
In developing a learning environment for embroidery, interactivity in the forms of online
communications was paramount to the learning experience. There are many references in the
literature to assist in developing a VLE and guidance to incorporate communication technologies
into the learning experience. Mercer (2003) suggests synchronous communications simulate
face-to-face interactivity with an 'increase in energy level…[and]…sustained attention' (Mercer
2003). Bober and Dennen (2001) promote asynchronous communications to allow learners to
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'pace themselves … reflect deeply…follow several threads at once…selectively "listen" to peers'
(Bober and Dennen 2001, p.245). According to Chou (2001) successful learning online must
incorporate into the VLE 'context, construction, collaboration and conversation' (Chou 2001,
p.75) for learning to be effective. This is reflected in the five-layered model for online learning
proposed by Salmon (1998) which evolves through the following processes: 'access and
motivation; online socialization; information exchange; knowledge construction; and
development' (Salmon 1998).
The learning experience should be enriched if, in addition to acquiring embroidery skills, the
embroiderers would develop a sense on community bonding from the interactive learning
experience. The online learning experience should be enhanced if a community of practice of
embroiderers emerged as a result of engagement in the VLE. Communities form when people
come together with a common purpose. Communities of practice are described by Wenger,
McDermott and Snyder (2002) as ‘groups of people who share a concern, a set of problems, or a
passion about a topic, and who deepen their knowledge and expertise in this area by interacting
on an ongoing basis' (Wenger, et al. 2002, p.4).
Though the literature on online learning is vast and varied, with little related to embroidery,
learning and sharing has a commonality of purpose and the principles of clarity, support and
achievable goals are at the crux of all online learning environments. The basic principles for
learning online were cogitated when authoring the VLE to study learning embroidery online.

3.

Development of the VLE

To develop the VLE in this study, many of the features for success in online learning reported in
the literature were incorporated to ensure the success of the learning experience. These features
include:
•
•
•
•
•
•
•
•
•
•
•
•
•

accessible to the World Wide Web,
easy-to-follow and logical navigation,
technical support,
content in language suitable for participants,
content attractively presented,
content using user-friendly format,
links to help on every page,
functional at different levels of participation,
opportunities for collaboration,
feedback on performance,
critical reflection,
adequate presence of facilitator,
a finite time frame.

In addition to these features, the following aspects to support the community were considered to
maximise the learning experience of the participants and the formation of a community:
•
•
•
•

connectivity between participants,
connectivity within the website facilities,
sense of inclusion in community,
peer evaluation and appraisal,
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•
•
•

self-evaluation and sharing experiences,
sense of responsiveness and support of facilitator,
mutual respect between all participants

With attention to embody as many of these features as possible, the VLE was designed and
developed under the title of “Connectivity of Threads”. The details of the VLE are presented in
the following sub-sections.
3.1 The Lesson
The VLE presented a lesson which gave embroiderers an opportunity to learn embroidery online,
and to communicate with others through asynchronous (discussion forum, e-journal and email)
and synchronous (chat) communications.
The embroidery technique used in the lesson was creative canvas embroidery, an embroidery
technique of canvaswork that has been practiced for hundreds of years. This technique was
chosen as it is relatively straightforward to present and execute, and has both visual and tactile
qualities. Canvas work has appeal across all age groups, as it requires an open mesh foundation,
and the use of a large eyed, blunt needle to thread anything available. Failing eyesight and loss
of nimbleness of fingers with older participants, or lack of experience for the more youthful
participants, would not be limiting factors for participants to have a go at this technique.
Canvas work stitches are well documented in online stitch dictionaries. The availability of this
information was important as it eliminated the necessity to repeat this information on the website
in any detail. Canvas embroidery has a very creative dimension, which has not been explored
extensively in the traditional avenues of embroidery tuition. This gave the website possible
appeal to both the novice and more experienced embroiderer, as many of the images of
embroidery on the site were artistically imaginative and inspirational. It was also important to
attract the experienced embroiderer, with their expertise as a valued input to the community, but
not to intimidate a potential participant from exposure to a difficult embroidery technique.
3.2 Connectivity in the VLE
The support scaffolding to assist the participants was embedded in the VLE, with the purpose of
providing connectivity in the VLE. This scaffolding included asynchronous communication
technologies, such as email, e-journals, discussion forums, and the synchronous communication
technology of real time chat. These online communication technologies were also the facilities
to enable sharing of participants’ interaction with the VLE and encourage community formation.
The asynchronous communication facility prompted connectivity to the researcher to address any
problems or comments associated with the VLE. The e-journal facility invited connectivity with
self; and the discussion forum encouraged connectivity with the learning community, to learn
and interact, at their own pace (Bober and Dennen 2001). The realtime chat facility provided a
stimulating simulation of face-to-face conversation (Mercer 2003) and connectivity to other
participants, to access as they deemed necessary. The community could evolve as the need
arose. The health and vitality of the community was a function of its connectivity and
effectiveness.

4

VLE for Embroidery
Hordern and Lynch
___________________________________________________________________________
3.3

Structure of the VLE

The VLE was structured for user-friendly navigation. It was assumed that participants would
have minimum computer literacy, so the website had to be easy to navigate. Getting lost in the
website would detract from the learning experience and possibly frustrate the participant.
The VLE was made up of a HomePage (Level 1) with seven headings (Level 2). The headings
were: Background; the Lesson; Inspiration; Journal; Links; FAQ; and Evaluation. The Lesson
section had sub-pages (Level 3). The Link section had three sub-pages (Level 3), which linked to
the chat facility, the discussion forum, link to journal and the email editor for the researcher. A
map of the VLE is presented in Figure 1.

Connectivity of Threads
HomePage

Inspiration

Background
Lesson

Step 1

Flat

Figure 1

FAQ

Evaluation

Journal

Step 3
Step 2

Level 1

Links

Chat

Step 5

Floral

Forum Email

Level 3

Step 4

Geometric

Level 2

Level 4

Exotic

The site map for Connectivity of Threads website.

The navigation of the website was located on each page in two places. Firstly, at the left hand
side of each page was a set of navigation buttons for the section headings (Level 2) and the
HomePage (Level 1). These were large, easily readable and with a canvas texture and jade
colouring which changes to purple once selected. Secondly, at the end of each page were
navigation links to each of the headings in Level 2. Each of the pages had a similar format for its
links, and the format was consistent within a level. In addition to the navigation buttons, each
page had a link to the HomePage; a link to email the researcher; a forward link to the next page
in that level; a back link to the previous page in that level; and a forward link to the next chapter
and a reminder to record thoughts in their personal e-journal, accompanied by a link to the
journal page.
The VLE was designed to be colourful and visually appealing, with numerous graphics of
embroideries. An example is shown on the HomePage, in Figure 2. The embroidery images
were for encouragement and for inspiration, and also to demonstrate the potential of the
technique. Most pages in the website contained images, however care had to be taken not to
make images too large and therefore slow to load as participants might not be patient with the
Lesson loading and leave the site. This was especially a problem with slow Internet download
times or timed payment for Internet. There also had to be balance between inspiring students
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with exquisite embroideries, and not intimidating students with difficult examples to achieve.
The content of the instructions were logical, positive, encouraging and achievable.

Figure 2
Screen Shot of the HomePage in Connectivity of Threads
(The URL for the website is http://cemm.educ.monash.edu.au/research/threads).

3.4

The Research Study

This research study was focused on engaging embroiderers in an online environment, where
learning took place, skills were shared and a sense of community developed between the
participants. Within the design of the learning environment there were facilities to collect data to
study interactivity in the VLE. These facilities were designed to both facilitate interactivity and
build community. The data collected from these facilities was the foundation of the study.
The facilities were content in the VLE; email link to the researcher; participant's pseudonym;
participant's background; link to the Chatroom; link to the discussion forum; and the e-journal.
In addition, an online questionnaire was available as an opportunity for participants to contribute
responses. All data collected was stored in a database for analysis.
The participants in the study were required to have a minimum computer literacy, minimum
embroidery skills and access to the Internet. No other requirements were deemed necessary. To
recruit participants, requests were submitted on public forums; known embroiderers were
contacted; and 'snowballing' (Neuman 2000, p.196) encouraged.
Participants’ identity was confidential, as all interactivity with each facility in the VLE was
conducted under a pseudonym. The participants created their persona and pseudonym, and this
was how they were identified throughout the study. Anonymity of the participants was an
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important element in the study. Choosing a pseudonym introduced an element of mystique,
aloofness or adventure (Herring 1999, Turkle 1996) into participation in the study.
3.5

Stance of the researcher

The researcher of this study had a dual role as designer and facilitator of the VLE. A
culmination of twenty years teaching embroidery and high school teaching experience was
interwoven with rudimentary online learning and teaching experience. A passion for embroidery
was blended with a passion for learning and this was applied to the newly developed
appreciation of the power of the Internet as a learning tool.
The researcher was proactive in the VLE with the purpose of leading and encouraging
interactivity, by example. However, the intention of the researcher was as guide and mentor,
and display of personal workmanship was for the promotion of the technique and potential of
embroidery to express creativity. Any bias from the researcher's intense personal interactivity
and connectivity with the VLE was unintentional.

4.

Discussion of the VLE model

The VLE was launched in August 2004 and available to collect data for 3 months. Twenty
participants registered to take part in the study, sourced predominantly from existing embroidery
networks. The anonymity component of participant was very successful with no participants
acknowledging prior acquaintance with other participants. This achieved the 'egalitarian' (Papert
1996, p.71, Spender 1995, p.229) quality of the participant’s interaction with the each other on
an equal footing.
The demographics collected in the study showed that a typical participant was female, over 60
years of age, resident in rural or regional Australia, retired, with over ten years embroidering
experience and less than one year’s computer experience. To source participants beyond this
typical voluntary sample will be a challenge for a future study.
Embroidery as a female dominated domain was certainly reinforced by this study, with only one
male participant. However, as interactivity was by pseudonym, and the gender not divulged to
the community, and the community was unaware that a participant was male. Gender did not
surface as relevant or indicative of interactivity, although gender issues did get mentioned in
content of some communications, mainly in respect to the time management of domestic and
family commitments.
Difficulties with engagement with the VLE were mainly related to technology. These problems
ranged from lack of technological skills; technophobia; slow Internet connection; paranoia re
virus contamination, and a simple lack of experience with computer technology. Interestingly,
technical difficulties seemed to increase some participants' engagement with the VLE and
determination to achieve their goals.
The data collected in the study was both qualitative and quantitative. The qualitative data was
collected from five different types of text based online communications technologies. These
were: Background data from a text box on the VLE; emails to the researcher; electronic journal
entries submitted via the VLE; topics and replies posted to the Forum; and responses to the
electronic questionnaire. Quantitative data was extracted from the qualitative data and in
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addition, quantitative data was collected on participation in the Chatroom. All data collected was
connected to a pseudonym for collation and analysis.
Visual data was collected from images of the embroidered samplers in progress, and finished
samplers. The creation of the individually designed and embroidered sampler was the focal
point of the study – not the quality of the embroidery, but the process of creating the artefact.
Once the VLE became active, it became apparent that more of a virtual helping hand was
required for some participants. The researcher became a participant with pseudonym Threads to
give an embroidery-in-progress report. To communicate the progress, a new page was added to
the VLE, titled Glimpses, which showed Thread's progress, plus other participants' work, as the
images were sent. The success of the page led to including a Show and Tell page, to display the
finished samplers.
To communicate these changes in the VLE, a News section was inserted on the HomePage with
links to the new pages; items of interest for the community; numbers of new posts in the
discussion forum; and quick links to the chatroom and forum. This News section became the
focal point of the VLE and a dynamic communication tool to the participants, and was able to be
updated daily. It precipitated unexpected vitality and activity in the VLE. These adjustments to
the VLE ensured its effectiveness as a learning environment and community building facility,
with positive synergetic outcomes.

5.

Conclusion

This paper presented a study in which an online learning environment was developed to simulate
the traditional sewing circle. The development of the VLE was made possible by modelling the
virtual environment on successful features reported in the literature and availing both
synchronous and asynchronous communication technologies in a user-friendly context.
Participation in the model was by using a pseudonym. This anonymity was a positive factor in
the design model, as all participants were equal and masked. The focal point of the experience
was aspiring to achieve an embroidered sampler from interactivity and connectivity with the
VLE.
From the findings of the study it became apparent that learning embroidery online was feasible,
practicable and desirable. It was also observed that a virtual community of practice would
emerge if the learning experience was interactive, supportive and enjoyable.
Once the VLE became active the participants shared their embroidered samples in-progress via
digital images posted online; they shared their frustrations and achievements in text context on
the forum and in emails; they reciprocated to other participant's interactivity in the fledgling
community; they stimulated discussion in the many threads created in the forum; and they
ventured out of their comfort zone to the new experience of synchronous real-time chat. The
emerging community of learners was positively synergetic.
The findings of this study will be presented in detail in a future paper.
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Abstract
Nontraditional preservice teachers encounter enormous obstacles in their pursuit to meet
the increasing certification requirements and performance standards of national and state
agencies. This qualitative study explores an action research project involving
nontraditional preservice teachers who are enrolled in a clinical practicum seminar. The
project illustrates how the reciprocal interaction of preservice teachers’ personal factors,
behavior and environment influences their self-efficacy and performance. The research
findings are useful to higher institutions faced with the challenge to develop intervention
strategies that support the performance of nontraditional preservice teachers.
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Presentation Abstract:
Sherryl A. Houdek, Ed.D
Keith H. Gustafson, Ed.D
The workshop consists of a presentation of the literature on the beliefs and values of
general education teachers underlying the grading process in K-12 schools. The workshop
participants will be engaged in a simulated activity that includes issuing a letter grade to a
teacher instructing a group of students, as illustrated on a video clip. The resulting variability
will be discussed in terms of the issues identified in the review of the literature. Emerging
themes will be consistent with research that has shown that: a) the grades teachers assign to
students have been increasing in value, whereas the achievement measured by the grades has
remained the same, b) there is significant variability reported in the current literature concerning
the grading practices of teachers, and c) there is no consensus about what grades should mean,
what reference base should be used for comparability, or the extent to which the grades assigned
should correlate with the students’ performances on national achievement tests.
The workshop includes the presentation of the results of a study conducted at the
University of North Dakota in the Spring of 2005. The purpose of the study was to gather
information about general education teachers’ beliefs and values regarding the criteria that
should be used in assigning a passing grade, techniques used for assigning grades, beliefs about
the curriculum, and beliefs about what grades should represent. A questionnaire was designed
and administered to 253 general education teachers in 10 school districts in north central North
Dakota. A multivariate analysis of variance was used to investigate the differences across
categories of teachers, including (a) teachers’ level of education, (b) teachers’ level of licensure,
and (c) number of years of teaching experience. In addition to the results of the study,
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consisting of an analysis of the beliefs and values reported by the teachers and the differences
across groups of teachers, the workshop will also present the implications, conclusions and
recommendations applicable to professional development, school improvement and higher
education curriculum design. There will be time for participants to ask questions, provide
validating comments, and evaluate the workshop.
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“Do We Need A Global Language?”:
Global Language Policy and Second-Language Education

How does the policy of English as a global language impact non-native English speaking
international students’ identities in an English-speaking environment? To investigate this
research question, nine non-native English speaking international students studying in the
United States were recruited to participate in this study. This study found that seven of the
participants perceived that the global language policy has made some native English-speaking
Americans internalize a sense of superiority and treat the participants’ less-than-standard oral
English proficiency as a deficiency. By integrating the findings of this study with a literature
review on the policy of English as a global language, this paper presents an interwoven
discussion on the global language policy and second-language education and has some
suggestions for second-language educators.

Background of the Study

The perspective of functionality often legitimatizes the policy of promoting English as a
global language and creates the myth that the promotion of English as a global language is
“natural (although its spread was limited by colonialism, since then it has been an accidental
by-product of global forces), neutral (unlike other, local languages, English is unconnected to
cultural and political issues), and beneficial (people can only benefit by gaining access to
English and the world it opens up)”(Pennycook, 2001, p. 79). However, is the global language
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policy really a natural and neutral evolvement and equally beneficial to all people around the
world? Promoting English as a global language is beneficial for whom and for what purpose?
Conspiring with the American power, the British Council Report for 1960-61 established a
governmental policy promoting the global use of English for political purposes and for the
protection and promotion of “capitalist interests” (Skutnabb-Kangas & Phillipson, 1989, p. 63).
Because the global language policy is a policy schematized by the hegemonic powers to
privilege the knowledge and culture of native English speakers and to control and regulate
non-native English speakers, the global language policy has caused social inequality in
economics, politics, and education, and threats to native languages, cultures, and identities.
The promotion of English as a global language has caused linguistic genocide and
threatens other languages’ survival (Day, 1981, 1985). Moreover, because the English
language dominates in commercial, popular cultural, and academic areas (Ndebele, 1987) and
“bring[s] very real economic and political advantages to the promoters of that spread”
(Pennycook, 2001, p. 83), the promotion of the English language has also maintained the
English speakers’ social, economic, and political elites and functioned as “a gatekeeper to
positions of wealth and prestige both within and between nations” (Pennycook, p. 86). Because
the global language policy is a policy “through which much of the unequal distribution of
wealth, resources and knowledge operates” (Pennycook, p. 86), the English language has
become “the language of international capitalism” (Naysmith, 1987, p. 3). Therefore, regarding
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the promotion of the English language as a “Trojan horse,” Cook (1988) argues that because
the global language policy meets specific class interests, English is a language of imperialism.
Similarly Phillsison (1988) also claims that the language policy is “an essential constituent of
imperialism as a global phenomenon involving structural relations between rich and poor
countries in a world characterized by inequality and injustice” and “the ideologies and
structures which are used to legitimate, effectuate and reproduce an unequal division of power
and resources” (p. 339). English has become “one of the most powerful means of inclusion into
or exclusion from further education, employment, or social positions” (Pennycook, p. 81).
Therefore, the policy of English as a global language plays a crucial role in “the reproduction
of global inequalities” (p. 86) between native English speakers and non-native English
speakers. As Pennycook states:
Language [plays] a central role in how we understand ourselves and the world, and thus all
questions of language control and standardization have major implications for social
relations and distribution of power…once we start to deal with language as always
political, never neutral, its relationship to other forms of power becomes easier to
perceive” (p. 84).
Problem Statement

The policy of English as a global language exacerbates some Americans’ xenophobic and
narrow-minded attitudes toward multilingualism (Crawford, 2000). Because the policy of
English as a global language have made them internalize the notion that English is superior to
other languages, most native English speakers never think about learning other languages or
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about other cultures even if they reside in other countries for a long time. Moreover, they tend
to attribute their failing to understand non-native English speakers to those speakers’ English
deficiencies rather than to their own unwillingness to listen to those speakers. As Kachru and
Nelson (2001) argue, “It has always been an axiom that native-speaker English was the best. If
people could not understand you, it was their fault (the value judgment inescapable) because
their English wasn’t ‘good enough’” (p. 22). Because of native English speakers’ intolerance
and unwillingness to listen to non-native English speakers (Crawford), non-native English
speakers’ linguistic rights are challenged in the American context due to their accents, etc.
(Pavlenko, 2001), and their less-than-standard English proficiency are treated as a deficiency.
Although oral English proficiency does not assure a globally competent citizenship, to avoid
being assigned a deficient identity because of less-than-standard English proficiency, many
non-native English speakers strive to negotiate competent global citizenships by branding their
identities with fluent English. As Graddol (2001) wrote, “As English plays an ever more
important role in the first of these functions [international communication], it simultaneously
finds itself acting as a language of identity for larger numbers of people around the world” (p.
27). The global language policy potentially excludes and discriminates against those who are
either unable or unwilling to speak the global language, attributing them an incompetent
membership in the global communities of practice. Therefore, English as a global language
has posed unequal power relations between native English speakers and non-native English

6

speakers and has become another front for non-native English speakers to struggle for a
positive identity.
Conceptual Framework

Because the “lacking from the predominant paradigm of investigation into English as an
international language” (p. 80) has led to the failure to “problematize the causes and
implications of this spread” and to “address the cultural and political implications of the spread
of English” (Pennycook, 2001, p. 86), the global language policy has logically led to the
assumption that the promotion of English as a global language enhances harmonious global
communication. However, whether the global language policy is a natural, neutral, and
beneficial language policy requires critically examining the intersection of the global language
policy and hegemonic powers. Because critical theory is a broad tradition based upon the use
of critique as a method of investigating hegemonic power structures, critical theory has
powerful emanicpatory potential. Therefore, critical theory is at the heart of how this study is
conceptualized and provides a theoretical framework through which I discuss the global
language policy and second-language education.

Method and Procedure

A qualitative study was conducted to investigate how non-native English speaking
international students perceived that the policy of English as a global language impacts
their identities in an English-speaking environment. Nine non-native English speaking
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international students studying in an American public institution of higher education were
recruited to participate in this study. Data were collected primarily via individual
face-to-face interviews. The structure of these interviews included open-ended and
semi-structured interviews. Because qualitative research requires data collection
simultaneously with data analysis (e.g., Creswell, 2003; Marshall & Rossman, 1989;
Merriam, 1988), the data were analyzed immediately after the first interview and in an
ongoing manner throughout the data collection period. According to Bruner (1986), there
are two types of cognition in narrative inquiry: paradigmatic-type narrative inquiry
(analysis of narratives) and narrative-type narrative inquiry (narrative analysis). In the stage
of paradigmatic-type narrative inquiry, I discovered the categories and themes of the data
and “[moved] from stories to common elements” (Polkinghorne, 1995, p. 12). In the stage
of narrative-type narrative inquiry, which involves presenting a meaningful structure for
organizing incoherent data components (Dole, 2001), I moved the process of analysis
“from elements to stories” (Polkinghorne, p. 12) and explored the meaning of the data.

Findings and Discussions

Concurring with the agreement that language learning and use pose a threat to identity
(e.g., Brison & Kottler, 1995; Roth & Harama, 2000), this study found that the promotion of a
global language negatively impacted the participants’ identities. The global language policy is
a double-edged sword because it exposed seven of the participants to the exclusion of native
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English speaking Americans and made these participants internalize an inferiority complex
about their less-than-standard oral English proficiency. Because of these participants’
less-than-standard oral English proficiency, some native English speaking Americans are not
willing to listen to them and let them talk. Those Americans’ unwillingness to listen
demonstrates that they have attributed to these participants a deficient identity. The promotion
of English as a global language has also made the participants internalize an inferiority
complex because of what they perceived as English deficiency. Because of their internalized
subjugation, they felt guilty for not being able to make themselves understood in English and
expected to be assigned a deficient identity. Through their powerful stories, they offered
consistent evidence that the threat of the global language policy induced inferiority to their
identity development. Therefore, these participants are, to borrow Weedon’s (1987) words,
“both the site and subjects of discursive struggle for their identity” (p. 97).

Suggestions for Second-Language Educators

What kind of language education can change the myth that the global language and its
culture are superior to other languages and cultures? How should second-language educators
help learners’ second-language learning experience become emancipatory? Based on the
findings of this study, I have two suggestions for second-language educators:
1. Second-language educators should be cautious about their own attitudes when they
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introduce the culture and society of the second-language. Because suppressing the
discussion of second-language learners’ ethnic languages or cultures may tacitly imply that
the second-language and its culture are superior to others, second-language educators are
encouraged to help learners explore their first languages and cultures by comparing them to
that second-language and its culture.
2. Hooks (1994) asserts that critical thinking is the essential factor authorizing the possibility
of change: “Without the capability to think critically about ourselves and our lives, none of
us would be able to move forward, to change, to grow” (p. 202). Without critically
exploring the possible manifestations of hegemonic powers in language policy and
education, language policy and education are likely to intensify inequality of languages and
cultures. Therefore, playing the role of “political actors” (Pennycook, 2001, p. 87),
second-language educators should help learners develop their critical thinking to analyze
the manifestations of hegemonic powers in language policy and education. Moreover,
second-language educators should also constantly ask themselves this question, “Do we
design our courses (and our research) with minimal attention to explicit discussions of
cultural markers and hegemony?” (Hendrix, Jackson, & Warren, 2003, p. 180). In order to
challenge learners to use their second language “against the grain” (Pennycook, p. 85),
second-language educators also should encourage learners to critically ponder over the
following questions: What is the ultimate goal of learning a second-language? How can we

10

turn our second-language learning experience into a discourse against hegemonic powers?
After articulating the possible manifestations of hegemonic powers in language policy and
education, second-language learners may be able to transform their second-language
learning experience into a process of achieving empowerment or emancipation (Inglis,
1997). Therefore, second-language educators should integrate the learners’ ability to think
critically and ability to construct counter-discourse into their competency goals and
language learning curricula.
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“Just Because I Don’t Talk Doesn’t Mean I Am Stupid”: Narratives of
A Silent International Student in a Second-Language Higher Education
Problem Statement

Beginning her paper with this question: “What is invisibility?”, Garth (1994) argues that
invisibility does not mean something is not existent; instead, invisibility is often caused by social
structures that make individuals voiceless and invisible. Do some female Chinese international
students willingly choose to be invisible and silent in their American classes? If not, what makes
them invisible and silent in their American classes? The concern of why Chinese students keep
silent in their American classes often focuses on such students’ responsibility and places the
responsibility of their teachers and American classmates in the background. True, such students
keep silent and become invisible in their American classes partly because of their Chinese
cultural influence. However, what is greatly ignored is the possibility that such students do not
speak and become invisible because they are silenced and disempowered by their American
classmates. Therefore, a qualitative study was conducted to investigate this question: Why do
some female Chinese international students keep silent in their American classes?

Data Collection and Analysis

A qualitative study was conducted to explain why the participant keeps silent in her
American classes and how the participant’s identity was constructed in the second-language
higher education. During the data collection, the researcher triangulated methods to collect data.
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Data collecting methods included interviews, informal conversations, references to the
researcher’s field journals and interview notes, and examinations of the participant’
autobiography and journals. The participant’s narratives are main data sources and her personal
documents are also used as reference because both of narratives and personal documents are an
important means of acquiring detailed evidence in terms of “how social situations appear to the
factors in them and what meanings various factors have for the participants” (Angell, 1945, p.
178).

Ya-Ling’s Story

Ya-Ling grew up with her parents and five sisters in Hong Kong. The way Ya-Ling was
raised and educated in Hong Kong nurtured her into becoming a quiet and introverted person.
According to Ya-Ling, in her childhood, partly because her parents were busy working and did
not have time to take her out and partly because she was not encouraged to speak up in class, she
became introverted and quiet. After graduating from high school, Ya-Ling worked as an
administrative assistant for about one year. Ya-Ling couldn’t get into college in Hong Kong, and
one of her friends who was studying in the United States encouraged her to apply to American
schools, so she decided to come to the United States to pursue a bachelor’s degree. In order to
achieve her goal of becoming a dietitian, Ya-Ling arrived on American soil seven years ago at the
age of twenty.
During her first year, partly because she stayed with a supportive host family and partly
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because she did not encounter significant difficulties, Ya-Ling was positive about her American
life. After studying in the United States for one year, Ya-Ling enrolled in a university, where she
came to acknowledge the difficulty in interacting with American students. “The first year I came,
I did not really think about it’s hard to be in American society. I did not think about that,”
Ya-Ling reported, “but after I went to college, I experienced how American students interacted
with international students, and I knew it’s hard for foreigners to be in American society. Even
now I still think it’s difficult for foreigners to be in American society.” Ya-Ling further added,
“Mostly it’s my classmates thought I am stupid, I got most frustrated from them. They made me
did not want to go to class before.” Ya-Ling’s comment made the researcher recall that about half
a year ago, she told the researcher that she did not like going to school in the United States. At
that time the researcher was surprised at what she said because the researcher had assumed that
international students like her with sufficient proficiency in conversational English and studying
in the United States for seven years should not have had difficulty in adjusting to American
school systems. Because Ya-Ling was the only international student in her class and her
American classmates always ignored her, she felt that she was isolated in the class. The strong
feeling of being considered to be stupid made Ya-Ling struggle very hard to prove to other
people that she is not stupid. During the interviews, her constantly claiming with emotional
intensity that she is not a stupid person demonstrates that she desperately struggled to be
acknowledged as an intelligent person.
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In her senior year, Ya-Ling applied for a dietitian internship. Because international students
are not allowed to work off campus, lack of work experience discouraged her from enrolling in
any internship programs. Furthermore, although Ya-Ling knew getting involved in dietitian
associations was a very important experience for qualifying for the internships, she did not join
those associations because she did not want to experience isolation and being ignored anymore.
Because Ya-Ling couldn’t get into any internship programs, she applied for graduate school at a
public institution of higher education in the Midwest. After half a year she finally enrolled in an
internship program in Missouri. In her internship, Ya-Ling worked hard, but she did not receive a
good evaluation for her performance. When the researcher asked her why, Ya-Ling explained
that because she was quiet and did not offer many suggestions to her co-workers, her preceptors
therefore considered her incompetent. After a one-year internship, Ya-Ling continued her
graduate school studies. Since then she has begun to speak up in class a little bit because she
dislikes feeling isolated and being considered incompetent anymore.

Narratives and Findings

Ya-Ling reported that because American students have the tendency to see American culture
as superior to other cultures and believe their culture should be the model for other cultures, she
had difficulty in making friends with their American classmates and experienced constraints on
her identity, which she considered to be imposed by her American classmates’ attitudes toward
her. The following excerpt of the interview with Ya-Ling demonstrates that her classmates did not
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accept her and tended to evaluate her negatively:
Just in a group of Americans, it’s hard to get into their conversations, get into their groups. I
think this is the most difficult one. You know, like a group of American students, and you are
the only foreigner in that group, then you become like isolated, and you become ignored; you
cannot get into their groups or their conversations. I think this is very frustrating. Every time
I needed to do something like this, I just did not want to do, or I just did not want to go to the
meetings [group discussion meetings]. I think this is the most difficult one.
Ya-Ling perceived that her American classmates considered her silence a sign of stupidity;
therefore, she felt hurt and didnot want to go to class:
(How did Americans treat you?)
It depends. There are different Americans. Some Americans they think we are stupid, but
some Americans they think we are brave or we are good because we are here by ourselves,
and it’s not easy to be in different country by yourself. But some Americans they would think
I am stupid. It just depends. Mostly it’s my classmates they think I am stupid, and I got most
frustration from my classmates in class. That made me did not want to go to class before.
(Did you feel frustrated when you were misunderstood as a stupid person?)
Yeah, and I could not get into their groups, and I was so quiet, and I was isolated, and that
made me feel uncomfortable and hurt and unhappy, and I didn’t want to go to the class.
Ya-Ling further added that because she did not speak up in class, her American classmates
not only perceived her as a stupid person but also misunderstood her silence as incompetence:
Just feel that they [American classmates] think I am quiet, stupid, and weird. They also think
I am not capable because I am quiet. That’s what I feel. Because I am quiet, that’s why they
think I am incapable.
The following portions from the interviews with Ya-Ling indicate that because her American
classmates always ignored and silenced her, she became quiet and almost invisible to them:
In the group discussions because I felt like I didn’t, you know, contribute a lot, like in group
discussions, I mean after discussions, write down something, report it out. I just felt that I did
not contribute a lot because I did not say anything; I did not give my opinions. I felt like I was
useless in that group. I could be very useful, but in that group I couldn’t be a useful person.
Because in that whole process, I did not contribute anything. I mean I could, but I couldn’t in
that group. I felt that because I couldn’t actually contribute anything, it’s just, it’s because the
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situation made me to be useless. That situation made me useless, but I could be a useful
person if the situation won’t like that.
(What kind of situation can make you useful?)
In a situation where I can speak comfortable. I mean in a situation where the other group
members are very respectful; they are willing to listen to you patiently; they take your
suggestions, opinions. Then I could be very useful.
...
(Can you tell me what is important for Americans to understand about you?)
I am not stupid; that’s important for them to understand me. I am not stupid. I am quiet
doesn’t mean that I am stupid. I am quiet doesn’t mean my opinion is not valuable. And I
need respect from people, and it’s very important for them to listen to me, have some
patience to listen to people. That’s it.
(Do you mean they usually did not respect your opinions?)
Yes, I always felt that way.
(Do you feel your voices were always heard?)
No, no. They didn’t hear me. They talked to themselves even when I wanted to say
something, and they started to say something. They didn’t hear me; that’s like they ignored
me. It’s like I was invisible.
...
I think several times it’s just difficult for us. For international students in an American society
is difficult because hard for us to get into the groups and they [Americans] accept you. And
it’s just hard, and that’s why. And they [Americans] think we cannot get into their group, it
won’t work out.
As Kastoryano (2002) argues, “Identities are not commodities and are therefore difficult to
negotiate” (p. 4). It is not surprising that Ya-Ling encountered constraints on her identity
negotiation. The following excerpts from the interviews with Ya-Ling reveals her feelings of
helplessness in negotiating a positive social identity and having her voice to be heard in her
American classes:
If someone like me is quiet, they [Americans] always think that person is weird. That’s why I
said they think I am weird too. They think I am stupid and weird.
(Do you accept this kind of misunderstanding about you?)
No, not at all.
(Then why you did not try to change the situation?)
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It’s hard, hard to try. I don’t know, you cannot make any changes.
(Why do you think they considered you a stupid person?)
Because I didn’t usually talk, and I did not give suggestions in a group of Americans, because
I didn’t have a chance to talk, because whenever we discussed, they [Americans] always
talked to each other. They didn’t; I do not know. They didn’t let you [me] talk or something. I
don’t know. They didn’t ask you [me] questions. They just talked to themselves, and it’s hard
for me to get into the conversations.
(Do you mean in group discussions?)
Yeah.
(Did they ask your opinions?)
No. I think if they had asked my opinions, it would be better, but they didn’t. They just talked
themselves, and then I would be like isolated.
(At that time did you want to say something?)
I wanted, but they wouldn’t listen. I mean I wanted to, but I didn’t have. I mean once you are
quite, and you say you want to say something, the students they don’t listen to your opinions.
And you [I] think, “Oh, I am so stupid,” or maybe they think that “her point is not, her point
is worthless. We don’t have to listen to her opinions or her points.”
(So at that time did you try to say something?)
I think I did. I tried.
(Then how did they react?)
They did not really listen to me. They just talked to themselves and listened to each other.
They did not really.
(Did you try again?)
No.
(Why not?)
Because hard, it was hard to try again. They wouldn’t listen.
(Do you mean it happened many times in your class?)
Yeah, yeah, every time, so whenever we had discussions, I don’t know, I just kept quiet.
...
(If I said Lu-Na is a person without her own opinions, what would you say?)
Well, it just because they [Americans] didn’t hear me, because they didn’t let me talk, they
didn’t give me chance to talk. If you [they] let me talk, and I will talk.
(If they said because you did not actively talk to them?)
Well, now are you [they] listening to me? If you [they] are listening to me now, then I will
talk. You [They] want me to talk now; I will talk now.
(If you have something to say, but they don’t really listen to you, what will you do?)
I will still keep quiet.
(Why?)
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Because they don’t listen to me.
(Do you mean you can’t change this kind of situation, and you can only keep silent?)
Yeah, maybe.
As Rutherford (1990) argues, marginalized individuals often construct their identities by
using “strategies of identification and processes of affiliation” (p. 90). To negotiate a positive social
identity, Ya-Ling tried to accommodate to American society and conform to American expectations
when those expectations are reasonable or beneficial to her. For example, under the pressure to
conform to the expectations and norms of the host society, Ya-Ling decided to make some
modifications in her self-representation because she did not want to be isolated and misunderstood
as a stupid person. The following excerpts indicate that in order to avoid being considered to be
stupid, Ya-Ling tried to accommodate herself to the American norms and expectations by being
more assertive and expressive:
Because if you are so quiet, you will be like you are not a part of their groups; you are so
quiet; you are so isolated. The feeling is not good if you are isolated, and other people will
think you don’t know anything. Because you don’t speak out, you don’t give out you
opinions, the other people think you don’t know anything; you don’t talk. I try to improve
already. I try to speak out a little, better than before, than I was in undergraduate. I mean just
like the process, like gradually, it’s not very dramatically.
...
I think because I tried to be more active, tried to talk to Americans, and tried to get to know
them, and tried to let them to get to know me, and then tried to just develop relationships
between them, and then it’s getting better now.

Discussions
As Cummins (1996) argues, identities are “constantly being shaped through experiences and
interactions” (p. 11), Ya-Ling’s earlier-established identity was challenged by the American context

10

and her interactions with Americans. When Ya-Ling was at home in Hong Kong, where she did not
feel that people considered her stupid and incompetent, she did not try to prove to them that she is
intelligent, nor did she feel the need to work hard to be accepted by them. After studying in the
United States, Ya-Ling had opportunities to interact with other international students, with whom
she felt relaxed because she sensed that they also considered her to be fully competent. Because
American society generally values assertiveness and considers keeping silent an indication of
incompetence or ignorance, Ya-Ling’s American classmates regarded her silence as an indication
that she is “stupid and weird.” Moreover, in her internship, her preceptors misunderstood her
silence as incompetence. Therefore, Ya-Ling perceived that she was attributed to a negative identity.
This given deficient identity also made her internalize a deficient self-perception as a useless
person in group discussions. Ya-Ling reported that although her early schooling in Hong Kong,
which did not actively encourage classroom dialogue, and her unfamiliarity with American cultural
expectations made her feel uncomfortable speaking up in class, she kept silent in class not always
because she did not want to talk but because sometimes she was silenced by her American
classmates. Because some of them deprived her of her right to talk, she encountered constraints on
negotiating a positive social identity. Had Ya-Ling been given opportunities to talk, she would not
have felt uncomfortable speaking and would have talked in her American classes. However,
because some of her American classmates did not listen to her when she tried to speak, she felt
uncomfortable speaking and consequently became a voiceless participant in her classes. Struggling
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between the way her American classmates and preceptors positioned her and the way she wanted to
position herself, Ya-Ling developed a strong sense of self-perception and self-representation as an
intelligent and competent person. By achieving a high GPA and speaking confidently, Ya-Ling tried
to make an impression on people that she is intelligent and competent in order to decrease the
tensions between the two different positions. What led Ya-Ling to pursue her social identity and
self-representation as an intelligent and competent person? Hall’s (1996) concept of power and
exclusion provides the answer. Ya-Ling reconstructed and negotiated her identity not because she
had reached a certain age or an identifiable life phase but because she had been exposed to different
social relations of power. Had Ya-Ling not experienced the exclusion and misunderstanding in her
class and internship, she probably would not have had these changes in her earlier-established
identities. Therefore, Ya-Ling’s pursuit of some identities and resistance to other identities
demonstrate that identity development is not a natural evolution but rather is “constructed within
the play of power and exclusion” (p. 5).

Implications for College Educators

In addition to supplementing the knowledge base of international students’ issue, this study
also holds rich potential for increasing college educators’ understanding of why some
international students keep silent in their classes and what college educators should do in helping
such students’ voices be heard equally in their classes. As Barritt (1986) argues, “By highlighting
awareness and creating dialogue, it is hoped research can lead to better understanding of the way
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things appear to someone else and through that insight lead to improvements in practice” (p. 20).
By opening dialogue between female Chinese international students and American students and
educators of higher education, this study has two suggestions for college educators and holds
potential for enhancing broader understanding of why some female Chinese international
students keep silent in their American classes:
1. Most international students do not have the same oral English proficiency as American students
do. Because a student with a less-than-standard oral English proficiency may be assigned a
deficient identity in class, the unbalanced power relationships between the international
students and their teachers and American classmates may make international students’ voices
harder to hear than the voices of American students. Moreover, because of their weaker oral
English proficiency, which may influence the performance of group projects and the
presentation of group papers, international students often have difficulty in being included and
accepted as group members. Therefore, college educators of American higher education should
be aware of the unequal power relationships between international students and American
students, especially in group discussions and projects.
Moreover, college educators of American higher education should create a power-sharing
class atmosphere in which international students can be included with American students and
feel comfortable participating in group projects and discussions. Although the participants are
also members of their group projects, they are often outside of the main body of their groups.
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Therefore, to change female Chinese international students’ marginalized roles in group
discussions and projects, college educators of American higher education can assign moderator
roles to such international students so that such students will not be only a part of the whole
group but also the central part of the group.
2. The analysis of the narratives found that Ya-Ling did not speak in her classes not all because of
her personality but also partly because sometimes she was silenced by her American classmates.
Therefore, college educators of American higher education should develop a supportive
atmosphere that can encourage American students to examine their assumptions of cultural
superiority and develop American students’ open-minded attitudes toward diversity.

Recommendations for Further Research

This study is an exploratory study that provides a basis for further research on international
students’ keeping silence in their second-language higher education. Based on this study, several
potential studies that would extend, fortify, and relate to this study. To develop a grounded theory,
this study could be supplemented by interviewing at least twenty Chinese international students. A
follow-up research study could be extended to include international students from East Asia. A
potential study would be to explore the experience of Chinese international students who often
keep silent in other second-language environments, for example in Japan, with quantitative
measures of their silence in their second-language higher education as exhibited in their interviews
and survey.

14

Conclusions
Ya-Ling’s story provides an insight into the fact that international students may become the
victims of the disempowering nature of American higher education. Supporting Horwitz, Horwitz,
and Cope’s (1986) argument that higher education settings can be disempowering discourse
communities for minority groups, this study found that because of her silence, the participant
internalized a deficient self-perception as a useless person in her group discussions and perceived
that a deficient identity was attributed to her. Because the participant’s American classmates’
assumption of cultural superiority made her disempowered in her classes, the participant became
the victim of the disempowering American higher educational setting. Therefore, this paper
suggests that college educators of American higher education should not attribute Chinese
international students’ silence to only their ethnic culture influences or personalities and should
not overlook the possible disempowering nature of higher education settings.
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Introduction
“What do you want a balloon for?” you said.
Winnie-the-Pooh looked round to see that nobody was listening, put his paw to his
mouth, and said in a deep whisper: “Honey!”
“But you don’t get honey with balloons!”
“I do,” said Pooh.
(Milne & Shepard, 1926/2001, p.12)
Got Mail?
Did you check your email today? You might feel excited when your American Online
or email programs told you “you got a mail” or, on the other hand, you might feel exhausted
deleting junk emails that were not expected or had nothing to do with you. When emails of
attention become emails of abandon, the joy of receiving and reading emails from friends and
relatives is buried in the sea of junk emails. Am I angry at the technology of email? Yes, I
am. Those junk mails cost me some time to delete, and at the same time, doubts are raised
with all other emails that makes me feel suspicious. I do not even need to mention those
frauds from junk emails that ruined the trustworthiness. Those fraud emails sometimes
“fishing” for your username and passwords by telling you to reconfirm your personal
information in a similar look of webpage of my be-trusted bank. On other times, I received
some emails that seem to be from my be-loved friends and relatives that want my name and
birthday for their birthday guest books. In fact, those emails are from fraud-in-mind persons.
When I have doubt to my be-trusted and be-loved, I got not only emails, but also the
mistrusted and lost myself as well. I am confused. Am I angry at the technology itself? I want
to know what a technology really is and it does not sound like a straightforward simple
question.
Form the Inner Self of a Child
On the second day of the Chinese New Year vacation when I was in kindergarten, my
family visited grandparents house in Taipei. It was a Chinese tradition that married daughters
would go back to their families to get together on that day. The same as previous several
remembered years, I ate pan-fried rice cake and played with some firecrackers with my
brother and cousins in an open area outside the house. I knew that cameras could capture
happy faces with full mouths of rice cake since I had been asked to give poses all along.
What I did not know was about how the voices of exciting laughing of trying to light an
extraordinary amazing firecracker or crying of being hurt by an unexpected exploding
firecracker could be kept and reviewed for a later time. Because voice tape recorder was not
so popular in Taiwan during the 1970’s, we do not have one in my family nor in my
kindergarten. The environment I was in did not allow me to experience with any voice
recording technology; therefore, I did not have any previous knowledge about voice
recording and it was impossible for me to imagine.
My uncle, my mother’s younger brother, was on the other hand a very fashionable
young man at that time. He liked to play guitar, motorcycle, and listen to American popular
music. On that day, right after our laughing and crying from outside of the house, he asked
my brother and me to sing a song in front of a little box. I liked to sing, especially those
children’s songs that were taught at my kindergarten and recorded in my brain. I still
remember that we sang a song about a beautiful butterfly with colorful clothes. When we

2

finished singing the song, I asked my uncle to evaluate our performance because I thought
my brother made many mistakes. My brother thought that I was the one and asked my uncle
to give his opinion. He did not say anything, but instead, he started to press buttons on the
box. After a while, we heard what we had sung. That was amazing! My brother and me
forgot totally about our previous arguments and started to ask my uncle how it could be done.
When the curiosity human nature drove my brother and me extended our hands
toward the machine, I was innocently just want to know what was going on. I believed what
Fox Mulder, the male main character of the Twentieth Century Fox Film Corporation’s
television series – the X files, would say, “the truth is out there.” Did I get the truth and
uncover the unknown? No, I did not. At least by that time, I did not discover what I had
wanted to know because the action of my brother and me was stopped by the authority – my
mother and my uncle. My brother and me were blamed for un-authorized actions to touch
material in the adult world.
Theoretical Framework Overview
When we human beings’ curiosities of unknown lead to the state of inequality of
already organized patterns of behavior or thought in their minds, we will try to find a way to
make sense of the unfamiliar situation. Jean Piaget would say that we are trying adaptation.
(Snowman & Robert, 2003) “… Either by interpreting an experience so that it fits an existing
scheme (assimilation), or changing an existing scheme (accommodation)” (Snowman &
Robert, 2003, p. 37). Piaget calls the process of adaptation as equilibration that is caused by
disequilibrium, the inequality of scheme. This is a basic idea of Piaget’s cognitive
development and the knowledge creating and problem solving is related to what it is called
constructivism.
In my discovering of the magic of voice recording experience, the new knowledge
could not be done solely by me. A more knowledgeable person such as my uncle could have
had helped my brother and me to make new meaning out of the voice recording box if he
were willing to instead of showing off. This social interaction is what Lev Vygotsky would
call mediation, “a social interaction as the primary cause of cognitive development.”
(Snowman and Robert 2003, p.51) The more knowledgeable person may not be a person at
all, as Galloway argues regarding the more knowledgeable other (MKO). (Galloway, 2001)
If the MKO needs not to be a human being, a computer can also mediate the learning; thus, a
computer can be a tool for the learning process and for knowledge construction.
The mediation process involves signs and tools. Vygotsky makes a cognitive rational
between them by stating that “… the use of signs and of tools using the schema … shows
each concept subsumed under the more general concept of indirect (mediated) activity.”
(Vygotsky 1978, p.54) According Vygotsky, signs are the processes of internal activities to
master the self. The sign “changes nothing in the object of a psychological operation.” (p.55)
The tool on the other hand, is externally oriented. The function of tool “is to serve as the
conductor of human influence on the object of activity …” (p.55). Signs and tools are
opposite yet are linked to each other in order for mediated activities to happen; therefore, we
should see both at the same time dialectically.
The dialectical way of Vygotsky’s thought on both signs and tools cannot be
explained in the “either-or” relationship (Ted, 2003). The dialectical way of thinking is to see
“both side of relationship at once, as both separate yet unified, as positive yet in the
negative.” (Ted, 2003, p. 134) We human beings are experiencing it in our daily lives such as
speaking and in social life. According to Ted, we do not think about it too often. To make it
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simple, Ted says, “Dialectic is anything that involves a contradictory relationship and its
resolution.” (Ted, 2003, p. 133) Adams & Sydie depicts the Hegel’s view on dialectic logic
that the accomplishment of individual progress toward pure reason and absolute freedom.
(Adams & Sydie, 2001) The dialectal method is about “Individuals reflect upon themselves
and their situation … to contradict and go beyond … in the pursuit of freedom or
emancipation.” (p. 28)
Levin (1984) argues that while Hegel believes that dialectic method can help human
beings to find the truth, Karl Marx took the idea and “applied to socio-economic formations.”
(p.7) Marx believes that “societies were shaped by the technological forces of the time, but
also by the socially conditioned conceptual paradigms …” (p.7). It is the time that ages
objects of the society, and as well as the generally acknowledged perception in that time.
Those ideas from Marx influenced Vygotsky’s methods of analysis in his theories. Vygotsky
(1930/1978)goes on to say that Marx’s socio-cultural theory can be summarized as “a
psychologically relevant application of dialectical and historical materialism.” (p.6)
Maybe that was why my brother’s and mine discovery of our new knowledge about
the voice-recording box were stopped by the adults. Because we were socially conditioned
and constructed, we could not go over the social norm – children should not touch adult’s
material.
The Topic
Several decades later into the twenty-first century, the audio-visual technology along
with other technology has been advanced greatly, but on the other hand, human curiosities
are still there. Human curiosities initiate researchers to study more about the unknown, and
tools are invented to transform the outside world. While human beings transform the outside
world, the world transforms human beings indirectly (mediated) to the inside (Vygotsky,
1930/1978). In the field of education, computers and other tools are the mediational devices
that are used to transform the educational environment, and yet, those computerized and
technology mediated environment are changing the human beings’ mind and body (Tudge &
Hogan, 1997). Based on this understanding, I am wondering if any one is in charge of the
learning environment.
In order to understand students’ learning, the consciousness of students should be
studied. Because while consciousness is understood as the sum of social relations (Cole,
2003a) and rooted in their cultural and historical environment (Cole, 1996), culture should be
the center of this study.
When study the culture of learning and technology, the relationship between human
beings and technologies become an interesting dialectical power relationship as well as
learning and instruction. The relationship between the learner and the more knowledgeable
other is an ongoing process with the use of technology that transforms their minds and the
outside world of consciousness. For the scope of this study, graduate faculties of the college
education of a university in a northwestern state were investigated for the role of educational
technology and technology mediated learning environment. I will use Vygotskian’s culturalhistorical approach for this study.
Purpose of the Study
The purpose of this study is to discover the meaning of technology made by those
graduate faculties. According to Vygotsky (1930/1978), to study something, one should
analyze the process of the development, without regard to permanent objects. He mentioned
that “any psychological process, whether the development of thought or voluntary behavior,
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is a process undergoing changes right before one’s eyes.” (p.61) In other words, the meaning
of technology to graduate faculties is a dynamic process of meaning making, but not a fixed
idea of a thing. Therefore, to study technology, one cannot analyze the object by itself. We
also have to look seriously at the culture and history that mediates the idea of technology.
Vygotsky further mentions ”to study something historically means to study it in the process
of change; that is the dialectical method’s basic demand” (p.65).
The purpose of this study has three parts: exploratory, explanatory, and emancipatory.
I think those parts cannot be separated from each other; instead, they are the process of
discovering meaning, constructing new understanding, and empowering to act. (Marshall &
Rossman, 1999) The activity then becomes the meaning discovery and a new further study
will start again with higher understanding of knowledge. As Vygotsky’s position on
psychological development, it does not matter what kind of tools (both psychological and
physical) are used, but the meaning that encoded into those tools are important. (Knox &
Stevens, 2002) Therefore, in this study, the meaning of educational technology is the topic
for investigation.
To sum up, I am investigating of the following areas from participants for this study:
1. The developing concepts of technology
2. The meaning of technology in activity
3. The Meaning of Activity in Development
4. The study of the study
The Theoretical Framework
In this chapter, I will introduce Vygotsky and his theoretical framework, which is
used to investigate the meaning of educational technology for this study. Vygotsky’s
biography and the cultural-historical approach are discussed as well as the main concepts of
Vygotskian’s theories are discussed. Those concepts include concept formation, concept of
consciousness, concept of creativity, concept of imagination and the role of discoordination.
Those concepts are closely related to each other as a theoretical framework and concept of
discoordination will bring all this concepts together (Cole, 2003a). This will provide readers
useful information to understand my theoretical and philosophical stand point of view or
lenses to make meaning of this study.
The Cultural-Historical Approach to the study
According to Luria (1979), “Vygotsky liked to call his approach ‘cultural,’
‘historical,’ or ‘instrumental’ psychology” (p.44). Each of the approaches represents different
features of general means that constitute activities, which are historically and socially
situated. (Luria, 1979)
Instrumental Approach
Luria (1979) describes the “instrumental approach” as “the basically mediated nature
of all complex psychological functions” (p44). Kozulin (1996) points out that the center of
Vygotsky’s instrumental approach is “on the use of external means, that is, psychological
tools, to facilitate the higher forms of memory, attention, and decision making” (p.104).
Those higher forms of psychological functions are rather complex processes. Wundt, a
teacher of Vygotsky(Cole & Scribner, 1978), also recognizes the complexity of mental
functions and believes that,
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“‘Higher psychological processes’ (voluntary remembering and deductive reasoning,
for example), could not in principle be studied by experimental psychologists. They
could only be investigated, he maintained, by historical studies of cultural products
such as folktales, customs, and language.” (Cole & Scribner, 1978, p.3)
Luria (1979) believes that the mediated nature of higher psychological functions are
not simple stimulus-response reactions. Indeed, the human beings’ higher psychological
functions incorporate the stimuli that are produced by themselves. A person does not only
receive stimuli from other human beings and/or the nature, but also “actively modifies those
stimuli and uses his modifications as an instrument of his behavior.” (Luria, 1979, p.44)
Because of the mediated nature of human psychological development and behavior,
the mediation is as instruments to study as well as being studied. Minick (1996) explains the
analytic unit that Vygotsky called “instrumental act” as “a unit of activity mediated by signs
that are used as tools or instruments to control behavior” (p.28). Therefore, the mediated unit
that Vygotsky uses as an approach to study is different from a behaviorist’s stimulusresponse laws. Minick further extends Vygotsky’s argument:
Speech and other historically developed sign systems provide humans with a unique
form of stimuli that they can use to influence or control their own behavior. (Minick,
1996, p.28)
Cultural Approach
The “cultural approach” of Vygotsky’s theory is situated in socially structured and
culturally mediated mental and physical tools. Vygotsky (1987a) describes culture in relation
with social:
Cultural is both a product of social life and of the social activity of man and for this
reason, the very formulation of the problem of cultural development of behavior
already leads us directly to the social plane of development (p.106).
According to Luria, language is one of the most important tools that human beings
invented; therefore, Vygotsky pays great attention on the used of the language in the process
of human beings’ thought. (Luria, 1979) Cole (1978) points out that language, the
psychological tool, are “created by societies over the course of human history … and the
level of its cultural development” (p.7) By the influence of Marx and Engels to Vygotsky, the
society and culture are the origin of the change in the process of psychological as well as
behavioral changes. (Cole, 1996)
Historical Approach.
Luria thinks that the “historical approach” should be discussed with culture. (Luria,
1979) Luria also makes rational of historical approach of analysis:
They [tools] were invented and perfected in the long course of man’s social history.
Language carries within it the generalized concepts that are the storehouse of human
knowledge. Special cultural instruments like writing and arithmetic enormously
expanded man’s powers, making the wisdom of the past analyzable in the present and
perfectible in the future. (Luria, 1979, p.44-45)
In addition, when Vygotsky talks about historical analysis, it is a study of the process
of change. (Vygotsky, 1930/1978) He says, “The complex human structure is the product of
a developmental process deeply rooted in the links between individual and social history.”
(Vygotsky, 1930/1978, p.30) Therefore, the process of changes such as human psychological
functions should be analyzed historically. Kozulin (1996) agrees and said, “the culturalhistorical dimensions of Vygotsky’s theory aimed at the analysis of historical transformations
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of human psychological functions under the influence of changing psychological tools”
(p.104-105).
In Vygotsky’s contribution to the historical approach, there are four levels of history
(i.e., general history, history of individual societies, life history of the individual in society,
and history of a particular psychological system), and thinks “history as the chronology of
events involving humanity as a whole.” (Scribner, 1985, p.121) The first level of history is
the general history, the events themselves.
In Relation with Social
Vygotsky is influenced by Marx, and Marx’s method of analysis plays a very
important role in Vygotsky’s own approach. (Bruner, 1984; Luria, 1979; Wertsch et al.,
1995) Luria (1979) describes:
Influenced by Marx, Vygotsky concluded that the origins of higher forms of
conscious behavior were to be found in the individual’s social relations with the
external world. But man is not only a product of his environment, he is also an active
agent in creating that environment (p.43).
Vygotsky describes the way that he sees the word “social”:
The word “social,” as applied to our subject, has a broad meaning. First of all, in the
broadest sense, it means that everything cultural is social … Going further, higher
functions were formed not in biology, not in the history of pure phylogenesis, but that
the mechanism itself that is the basis of higher mental functions is a copy from the
social. (Vygotsky et al., 1987a, p.106)
Holzman (1996) explains that Vygotsky thinks that all human activities are product of
social, the environment; therefore, “[human activities] has to be seen as historical
developments, not merely as interpersonal developments” (p.87). Because of the complexity
of the mediational association with culture and history, the social relation should not be
simply reduced to interpersonal.
The Problem of “Cultural-Historical” and “Sociocultural”
Different scholars use different names for Vygotsky’s approach. Wertsch (1995)
thinks Vygotsky’s followers usually use the term “sociohistorical” such as Luria or the term
“cultural-historical” such as Smirnov. Cole (1995) says that he also “use the term
‘sociohistorical’ to refer to the work of Leont’ev, Luria, Vygotsky, and their students”
(p.212). Scholars in the west, on the other hand, usually use the appropriated term
“sociocultural” because according to Wertsch (1995), “... we believe that ‘sociocultural’ is a
better term … the reason for this has to do with how culture is understood by the various
parties involved” (p.6). Wertsch (1995) explains that,
Vygotsky as well as his students and colleagues in the 1920s and 1930s were
committed to formulating a psychology grounded in Marxism … something that may
reflect the pressures of the different political contexts in which they lived and worked
(p.7-8).
Wertsch uses the example on the idea of history as change and history as universal human
progress that Vygotsky and his followers hold to point out the incompatibility of their idea
with modern theories about “culture, cultural psychology, and so forth.” (Wertsch et al.,
1995, p.10) He links the idea of history as universal human progress with evolutionism. By
talking about evolutionism, Wertsch (1995) describes the way that Vygotsky distinguishes
“he [primitive man] uses the word differently than we do” (p.9 quoted by Wertsch from

7

Vygotsky & Luria, 1993, p.118) as an undirected two-folded, and an evolutionism logic
(p.9).
On contrary, Cole (1995) uses the term “Cultural-Historical” and believes that “since
cultural phenomena are necessarily historical, the social nature of cultural-historical
phenomena needed to be emphasized” (p.212) He goes on to argue:
I have come to the conclusion that such a change [from sociohistorical or culturalhistorical to sociocultural] in terminology does a disservice to the historical record
and fails to add conceptual clarity, since cultural-historical phenomena are also
necessarily social. (Cole, 1995, p.212-213)
Therefore, for Cole, the historical perspective is valued and he uses the term “culturalhistorical” or “cultural-historical activity theory.”
In addition to Cole’s rational on the issue of cultural-historical, Cole himself was
influenced by Luria in a great deal. When Cole went to Moscow as a post-doctoral student
with Luria in 1962, he began to get to know Vygotsky’s work. Luria, Cole’s teacher in
Moscow, was a neurophysiologist, but he still thought that he was Vygotsky’s student.
According to Cole, in Luria’s mind, he wanted to make Vygotsky “a world-recognized
innovator in psychological sciences.” (Cole, 1993, p.4) Cole points out that Luria and
Leont’ev worked with Vygotsky as colleagues, and they together created the “culturalhistorical” school of psychology. (Cole, 1993) No wonder later in the article, Cole agrees
that, “Eventually I became, as Luria had wanted me to become, a cultural-historical
psychologist, albeit one of a distinctly American Sort.” (Cole, 1993, p.5) Therefore, It is no
surprise that he is speaking of a Vygotskian’s heritage of the Cultural-historical school of
psychology, in which he is distinct from other American scholars, who are studying
Vygotsky such as Wertsch.
In my point of view, although Vygotsky is influenced by Marx in a great deal, it is
still not fair to say that Vygotsky is a Marxist as claimed by Bruner (1984). As Marx’s theory
is know as historical materialism (Cole & Scribner, 1978), the historical perspective cannot
be used solely to determine a Marxist.
Vygotsky has extended understanding on the tools and symbol use in human’s
psychological development. In Vygotsky’s theory, human activities are mediated by tools
and signs. While tools are external, Vygotsky thinks signs, the symbol system, is internally
oriented and as a psychological tool. (Vygotsky, 1930/1978) Although we can see clearly
that the way Vygotsky discusses signs as psychological tool is influenced by Marxist’s
materialism, the symbol systems of signs is another story. According to Zinchenko (1995),
“if it [tool] is the symbol, then it is idealism” (p.44). Since Vygotsky has been introduced by
Wundt about “signs and symbolic communication” (Adams & Sydie, 2001, p.321) and
extends the idea of symbol system of signs as psychological tools(Vygotsky, 1930/1978,
p.52), shall we say he is an idealist? Here is the discoordination between Vygotsky’s
materialism and idealism thoughts and cannot be understood by formal logics. The dialectical
logic should be utilized.
Also about the undirected two-folded, evolutionism logic that is linked to Vygotsky’s
analysis, I think they have two very different logic. As a two-folded nature of evolutionism,
one can say it is logically dualism that it is dealt with one-to-another as an opposite entities
on two ends (Encyclopaedia Britannica inc., 2001; Wikimedia, 2005). In dialectical logic,
while there is a established knowledge as a thesis, there is also negation as an antithesis at the
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same time (Hegel, 1975; Inwood, 1992; Singer, 1983). The example of Vygotsky arguments
is as follows:
The effect of tool use upon humans is fundamental not only because it has helped
them relate more effectively to their external environment but also because tool use
has had important effects upon internal and functional relationships within the human
brain. (John-Steiner & Souberman, 1978, p.132-133)
It is clearly that the human use of tool changes the environment, but the function of their
mind is not only affected after the environment changed. In fact, those changes happen
simultaneously at the same time during the process of the human history. In a two-folded
logic, we would say that the human use of tool changed the environment, and then change the
function of human brain at the other time. Would we?
In another example, Vygotsky talks about the natural and the cultural development.
He thinks that the two kinds of developments correspond and happen together. Vygotsky
explains:
The two lines of change [natural and cultural development] interpenetrate one another
and form what is essentially a single line of sociobiological formation of the child’s
personality. To the extent that development occurs in the cultural medium, it becomes
transformed into an historically conditioned biological process. (Vygotsky,
1930/1978, p.47)
Therefore, Cole (1996) summarizes the transformational development of natural and cultural
as “a single life system in which new, synthetic, principles of development operate” (p.163).
The dialectical synthesis creates a different way of analysis other than the unidirectional
analysis on the “pair of irreducible, mutually heterogeneous” from dualism. (Encyclopaedia
Britannica inc., 2001)
In my opinion, as we understand Vygotsky’s approach of study, we cannot separate
culture, history, and instrument that mediated social organization and activities from each
other. Indeed, they are intertwined with each other and cannot be treated as separated entities
(Luria, 1979); therefore, the term “cultural-historical” approach of study is used in this study
in the social context.
The difference of experiments
As mentored by Wundt, who was famous in his experimental psychology, Vygotsky
develops his own methodology for experiments. (Vygotsky, 1930/1978) Cole points out that
Vygotsky’s concept of experiment is different from the western psychologists. (Cole &
Scribner, 1978) Cole (1978) explains that the experiment is usually understood as recording
quantitative responses and comparing with other experiments for inferences of causaleffective relationships so the experiment can “produce a certain performance under
conditions that maximize its interpretability” (p12). On the other hand, Vygotsky’s
experiments, according to cole:
They follow from his theory of the nature of higher psychological processes and the
task of scientific explanation in psychology. If higher psychological process arise and
undergo changes in the course of learning and development, psychology will only
fully understand them by determining their origin and mapping their history. (Cole &
Scribner, 1978, p.12)
I think it is very important to understand the difference in order to have a meaningful journey
when reading Vygotsky’s works.
Concept Formation
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Vygotsky thinks that the concept formation is resulted from series processes that the
concepts of higher intellectual or mental functions are insufficient to be formed by any single
individual of the processes, but cannot also be ignored at the same time until a transformation
of a new understanding or meaning is made. (Vygotsky, 1986)
Vygotsky explained the conception formation as “the result of such a complex
activity, in which all basic intellectual functions take part.” (Vygotsky, 1986, p106)
Vygotsky also believed that the conception formation is not countable, but an internal
transformation to a new understanding. He thought, “The processes of concept formation …
is not a quantitative overgrowth of the lower associative activity, but a qualitatively new
type.” (Vygotsky, 1986, p 109) The qualitatively transformation according to Vygotsky, is
“unlike the lower forms, which are characterized by the immediacy of intellectual processes,
this new activity is mediated by signs.” (Vygotsky, 1986, p109)
For Vygotsky, the concept formation is discussed from an individual mind to a social
institutional dimension. The mind I mean here is the place that intramental psychological
processes are functioning as Daniels describes “there is an essential shift in the way
Vygotsky approaches these issues [concept formation]” (Daniels, 1996, p14). Daniels thinks
that Vygotsky shifts from an intramental functional perspective of concept formation to a
social institutional situation that is associated with different forms of discourse such as
formal schooling that contributes and shapes to one’s concept formation (Daniels, 1996).
According to Vygotsky, there are three phases of concept formation with stages
within each phase.
Phase one: Thinking in syncretic heaps
During the first phase of concept formation, a child put unorganized objects are
grouped together without a meaning. Vygotsky calls it an “unorganized congeries”, or
“heap”. According to Vygotsky, this “reveals a diffuse, undirected extension of the meaning
of the sign (artificial word) to inherently unrelated objects linked by chance in the child’s
perception” (Vygotsky, 1986, p110). Vygotsky thought that the meaning of word in this
phase is “nothing more to the child than a vague Syncretic conglomeration of individual
objects” (Vygotsky, 1986, p110). These become images in the child’s mind, but it is very
unstable. There are three significant stages according to Vygotsky.
Stage 1: The trial-and-error state
In this stage of development of thinking, concept is still in a very vague and fuzzy situation
that the artificial word meaning has little, if any, relationship with the objects. In other words,
the objects can be seen and touched, but the word has no real meaning to the child that
associated with the objects. Vygotsky describe it as a trial-and-error state when the child in
his experiments tried to group objects by their names. When the child learned that the
artificial name did not match the “supposed” object by the correction from “the other”, the
object had been replaced “randomly” with another. Vygotsky said about this a “mere guess
or trial.” (Vygotsky, 1986, p111)
Stage 2: Syncretic Organization of the child’s visual field
Because the object can be seen and touched, the child gradually recognize the group of
objects not by its meaning from the word or the objects, but by the element of their position
in that space and in that time. The child can use their visual to make a syncretic grouping by
using their own “immediate perception.” (Vygotsky, 1986, p111)
Stage 3: Syncretic image rests in a more complex base
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Even the child can group syncretic heaps, the unorganized congeries, by using a observable
element in that space and time, there is no real relationships that created in the child’s mind
between objects. In other words, objects are still meaninglessly put together. According to
Vygotsky, the main difference from the previous stage is that the child starts to try to give
“meaning” to the word that represents the objects. Although the grouping is still simple, the
child starts to think in complex with meaningful words that associate with objects (Vygotsky,
1986, p112).
Phase two: Thinking in complex
In the phase one, the child tries to put objects together from a meaningless guessing
by chance to associate with one single element from the space and the time and in trying of
giving meaning of the word to the objects. Still, according to Vygotsky, the heaps creates
syncretic image in the child’s mind and “playing the role of concepts.” (Vygotsky, 1986,
p112) By saying that, the syncretic image is still not the real concepts, but it is in the place of
the concept to the child’s thinking and meaning making of the artificial word.
The meaning making process finally leads the child to think in complex. The
syncretic image that plays the role of concept transformed to have functions of concepts,
which Vygotsky describes as “a functional equivalence with real concepts.” (Vygotsky,
1986, p112) The child is able to not only group objects by “impression”, the element that is
observed by the child in space and time, but also creates the link between objects. Those
links are the meaning based on concrete facts that the child makes to the word of those
objects. Vygotsky describes the links as “bonds”, and says, “the bonds between its
components are concrete and factual rather than abstract and logical …” (Vygotsky, 1986,
p113)
According to Vygotsky, there are five types (stages) of complexes, which go from
one to another.
Type 1: associative complex
The associative complex is based on the bond between the sample object and the
others. The bond can be any impression that exists in the space and time of the objects as
long as the child uses it to make the link. In Vygotsky’s experiment, a child was asked to add
objects to the sample object which name was provided. In other words, when the sample’s
name is shown and established as a “nucleus,” the name of the sample object or nucleus
becomes the name that is associated and shared with a group of objects (Vygotsky, 1986, p
114). The way of association can be vary. Vygotsky uses the “family name“ to describe the
name of the sample object or nucleus as well as using the variation of relationship within a
family to explain the association between nucleus and other objects. He says, “… Just as the
relationships in human families are many and different.”
In terms of word meaning, when the child is in the third stage of the first phase of
concept formation, syncretic image rests in a more complex base. In addition, the child tries
to make meaning of the word to the object and finding the “proper meaning” for a single
object; however, in the associative type of complex, the child uses word for a group of
objects. The word becomes the bond like the family name of the objects, and the objects are
because of the “family name,” become a pattern to the child in his or her mind. According to
Vygotsky, the bond is not necessary based on similarity. “ … a contrast, or proximity in
space may also establish the bond.” (Vygotsky, 1986, p114)
Type 2: collections complex
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When a bond is established from the “nucleus” to the other objects, a child, according
to Vygotsky, puts objects together based on the contrast, but not similarity. By saying
contrast, the child looks for objects that share the bond with the sample object, but different,
for example, in shape and size so those objects can complement one to another. Vygotsky
argues that the child does not choose those objects by chance, but the child followed the
meaning that link the objects to the sample object at first, and construct new meaning from
other objects to the nucleus while collecting. This dynamic meaning making of links or
bonds leads to a grouping of objects as a “mixed collection, e.g., of both colors and shapes”
(Vygotsky, 1986, p115).
Even though it is a mixed collection, the bonds are often reflections from the child’s
experience so the mixed collection has a meaning of function. The function of the object
from the child’s experience leads the child to make bonds of objects in order to complete a
set or a whole. Vygotsky describes it as “collections that include objects that functionally
complement each other … a grouping of objects on the basis of their participation in the
same practical operation.” (Vygotsky, 1986, p115) The collection complex has a dynamic
functional meaning with the objects that the multiple bonds for the objects are associated
with the sample object in complimentary to one another that forms a set or a whole.
Type 3: chain complex
During the process of chain complex, the child is able to link the bonds together in
one series, which Vygotsky calls it a “chain.” The child begins with one bond that links from
the sample object, the nucleus, to one other object. Maybe several objects after that can still
share the same bond, but gradually, the child can be caught attention by some other bonds
that are meaningful to him or her; therefore, the bond changes. The result is that the last bond
may be very different from the first bond. Vygotsky describes that “In the chain complex, the
structural center of the formation may be absent altogether … therefore, the chain complex
may be considered the purest form of thinking in complexes … the ‘end’ of the chain may
have nothing in common with its ‘beginning’” (Vygotsky, 1986, p116-117).
Unlike the collections complex that bonds of other objects are linked to the nucleus,
the bonds in the chain complex are linked linearly into one chain; therefore, all bonds in a
chain complex share the same importance or at the same interest level to the child. The
change from the beginning to the end happens gradually, but not in sudden. Vygotsky says,
“Each link, once included in a chain complex, is as important as the first and may become the
magnet for a series of other objects” (Vygotsky, 1986, p116). The magnet, in my opinion, is
what changes the child’s attention and changes the bonds in the series. Because of that,
Vygotsky distinguishes from the complexes to the concepts that “in a complex, there is no
hierarchical organization of the relations between different traits [that links or bonds are
based on] of the object” (Vygotsky, 1986, p116).
Type 4: diffuse complex
During the bond creation of the chain complex, the child establishes links that are
based on the factual, concrete objects, and changes the link of the bonds during the complex
formation gradually. Vygotsky calls this kind of bonds “a vague and floating quality”, and
says, “The type and nature of the bonds may change from link to link almost imperceptible”
(Vygotsky, 1986, p117). This gradual change leads to some qualitative change in the child’s
perception of grouping. “Attribute” is the term that Vygotsky uses to argue the kind of
similarity is based on. He thinks that the attribute is not a concrete, absolute similarity, but a
“dim impression” of the similarity that the objects share; therefore, Vygotsky argues, “Often
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a remote similarity is enough to create a bond.” (Vygotsky, 1986, p117) It can be something
that not in the same space and time as the object exists. Vygotsky observed this in his
experiments and named it “diffuse complex.”
The bonds creation in the diffuse complex is unlimited and indeterminate because of
the dim perception of the remote similarity from attributes; however, those bonds are still
restricted by the complexes that described earlier such as the associative, collections, and
chain complexes. Vygotsky says about this limitation, “… the child stays within the limits of
concrete bonds between things … outside the sphere of his practical cognition, these bonds
are naturally based on dim, unreal, unstable attributes” (Vygotsky, 1986, p118).
Type 5: bridge complex
As the child begins to think based on dim, unreal, unstable attributes, it is a
development of abstraction towards the concept formation. Vygotsky thinks that in between
the complexes and concepts, there should be a last stage of complex thinking. He calls it a
bridge complex that “between complexes and the final, highest stage in the development of
concept formation” (Vygotsky, 1986, p119).
Vygotsky introduces the bridge complex with the “phenotypical similarity” that the
phenotype links to the consequence with genotype, the “genetic dissimilarity.” Vygotsky
says, “Causal-dynamic relations that engender pseudoconcepts are essentially different from
those giving birth to a concept proper.” Then, the appearance of concept, the pseudoconcept,
is formed within the bridge complex. The complex now is not merely as in the place of
concept or has the functional equivalence of concept. According to Vygotsky, the bridge
complex “plays a dominant role in the child’s real-life thinking … as a transitional link
between thinking in complexes and true concept formation” (Vygotsky, 1986, p119).
Phase three: Thinking in concept
Before a child can be from thinking in complex to thinking in concept, there is a
transitional link called pseudoconcept. As Vygotsky describes, “the pseudoconcept serves as
a connecting link between thinking in complexes and thinking in concepts” (Vygotsky, 1986,
p123). According to Vygotsky, complexes and concepts are very different things in terms of
logical and functional structure. The differences make pseudoconcept in a special situation
that the child’s thinking is in a paradoxical and uncertain mode, which is similar to thinking
in more than one mind, the child’s and others. (Vygotsky, 1986, p123)
The Pseudoconcept
As mentioned in the collection complex in the complex thinking, bonds between
objects are often reflections from the child’s experience with his or her environment. The
word meaning is not created originally from the child’s mind, but acquired from adults. “The
meaning of the word is given to him in his conversations with adults” (Vygotsky, 1986,
p122). While the child is forming the complex thinking, according to Vygotsky, the complex
does not happen spontaneously by the child. In other words, the child does not have the
freedom to choose the meaning of the word and the word meaning is predetermined by the
adults. Through communicating with adults by using words, the concept from adults is
received by the child in the word meaning. Then, the child begin to change from thinking in
complex to thinking in concept by using the adult’s concepts in the word meaning as a rule
unconsciously. This becomes very important for a child to develop his or her own concept;
therefore, Vygotsky believes that “… the child begins to operate with concepts, to practice
conceptual thinking, before he is clearly aware of the nature of these operations.” That is the
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pseudoconcept that has the functional role in a child’s thinking in order to have successful
mutual understanding with the adults.
According to Vygotsky, the adult concept is given to the child within the word
meaning that associates with objects; therefore, the adult concept that is concealed in the
word meaning is in the thing. The child therefore takes the “concept-in-itself” while
communicating with adults and thinking “concept-for-others.” The meaningfulness is really
the main point here because without the meaning, a concept is an empty concept; therefore,
the concept-in-itself and the concept-for-others are not true concepts that exist and function
in pseudoconcept. Until the child can have concept-for-myself, he or her can be conscious of
what has been thought and thinking in concepts. This is to be made through continuously
generalization and abstraction within the child’s mind. Vygotsky thinks that the thinking of
generalization and abstraction is a root of conception formation in addition to the complex
thinking (Vygotsky, 1986, p135).
Generalization and abstraction
Vygotsky thinks that generalization and abstraction are in the child’s concept
formation. Although they have different functions that origin in the psychological
perspectives, but they do not work independently. Indeed, Vygotsky thinks that they are
“closely intertwined.” (Vygotsky, 1986, p136) They work together for the child’s concept
formation.
When a child is in the complex thinking, objects are linked together by bonds that are
created by the child. Those bonds begin with simple family name association to a vague and
floating quality that are chained and diffused. This kind of organization of “unification of
scattered impressions” creates the possibility for generalization. (Vygotsky, 1986, p135)
As Vygotsky mentions, the child’s generalization first appears as early as his or her
first words. (Vygotsky, 1986, p143) Vygotsky uses the word “flower” as an example to show
that when the word flower is learned before each individual name of actual flowers, the
flower is called to all kinds of flowers. On the other hand, if the word “rose” is learned before
the word “flower”, the child may use rose for all kinds of flowers. My personal experience of
learning English as a foreign language is that I learn the general categorical names of a thing
such as “fish.” I call all kinds of fish “fish” instead of their names just because those
vocabulary of the fish names does not existing in my mind. To my own meaning,
generalization of the word “fish”, if anything that shares the similar attributes of “fish” will
be called fish. However, when one can think in word generalization, the abstraction thinking
is not guaranteed to be mastered.
The development of abstraction, on the other hand, works in a different manner. In
Vygotsky’s experiment, objects are grouped together according to the maximal similarity of
the traits or bonds. (Vygotsky, 1986, p136) The maximal similarity according to Vygotsky is
the “best matches” that are picked up after the child contrasts with all traits of dissimilarity.
That is the first stages of abstraction – a collection of traits between objects that are not are
based on preliminary concrete senses.
The second stage of abstraction is to group by single attribute that forms potential
concepts – a result of isolating abstractions. (Vygotsky, 1986, p137) In fact, the abstraction
of potential concept happens all along with the complex formation. Vygotsky uses the
associative complex as an example. When in associative complex, the bond or trait is not
very permanent and can be replaced by other traits. As described in the first stage of
abstraction that traits of objects are grouped together according to the maximal similarity, the
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total of the traits replaced by the other while the time and space changes. On the other hand,
when in the potential concept, the abstracted trait breaks the already grouped traits and thus
allows each individual abstracted trait to be freed and combined with other abstracted trait
when there is a change of time or space, or both. The abstracted trait is not going to be
diminished easily as the trait in complex thinking; therefore, each individual abstracted trait
can be grouped with others with some basis, but it can also be separated and regrouped again
with others and not simply replaced by another group of traits when basis change.
Generalization and abstraction have been existed within the complex thinking. Only
one can truly master the generalization and abstraction with complex thinking will advance
in the formation of real concept. (Vygotsky, 1986, p139)
Spontaneous Concept and Scientific Concept
Along the progress of thinking in syncretic, complex that the pseudoconcept is
embedded and generalization and abstraction are functioning for the true concept formation.
The child thinks the concept-in-itself and concept-for-others that is associated with the
pseudoconcept. This social interaction between adults who pass a predetermined meaning of
words to the child is finally taken places into a formal education environment. That is the
school education that Vygotsky is talking about for his scientific concept and in relation with
the spontaneous concept. Vygotsky thinks that the systematically development of
spontaneous and scientific concept is necessary to be understood in order to have the child
mastered the systematic knowledge successfully. (Vygotsky, 1986, p146) In other words, the
child cannot take in the predetermined meaning of word solely by a top to bottom type
instruction. The scientific concept that is developed from word to concrete phenomena has to
work with the spontaneous concept that developed from concrete phenomena to
generalization of word in order to have the true concept developed. Just as Vygotsky says
that, “a concept is more than the sum of certain associative bonds … more than mental habit;
it is a complex and genuine act of accomplished only when the child’s mental development
itself has reached the requisite level.” (Vygotsky, 1986, p149)
The scientific reasoning begins with the scientific concept that the structure is taught
at school. Scientific concept later transfers its structure into spontaneous concepts and remodifies the spontaneous concept from the top. According to Vygotsky, this kind of
relationship between the scientific concept and the spontaneous concept is rooted in the
relationship between the scientific concept and the objects. (Vygotsky, 1986, p172) The
objects that are elements of the scientific concept are mediated from other concepts. In other
words, they have ready-made meaning before those objects can be placed into the system of
the scientific concept.
On the other hand, the spontaneous concept is developed in a different direction. The
scientific concept and the spontaneous concepts begin at different places – one is from a
structural schooling situation that the word meaning is given, and one is gathered from daily
life and move from concrete phenomena to generalization. According to Vygotsky, they will
finally move to meet each other. The spontaneous concept works slowing from bottom to top,
and “clear the path for the scientific concept” that is developed downward. At the same time,
the scientific concept provided the structure of itself for spontaneous concept to be award
consciously upward. (Vygotsky, 1986, p194) The interaction between two kinds of concepts
creates a zone that both concepts help each other to synthesis and create concept-for-myself.
Concept of Mediation
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Mediation can be discussed in opposite pair of terms, mediate and immediate. The
Merriam-Webster dictionary (Mish, 1997) describes the word mediate as “act as an
intermediary … to bring about, influence, or transmit by acting as an intermediate or
controlling agent or mechanism” (p. 458). The word immediate on the other hand is
described as “acting directly and alone … near to or related to the present time” (p. 371). In
other words, the synonyms to terms mediate and immediate are indirect and direct. Hegel in
his book Logic describes the connection between idea and being by using immediate and
mediate (Hegel, 1975). He mentions immediate connection is “a primary and self-evident
interconnection” while mediate connection is “shown in experience” (p. 104). In Hegel’s
mind, immediate is unrelated to other things while mediate is related to other things. Thus, in
Hegel’s dictionary (Inwood, 1992), mediation is the action that “uniting of two terms by a
third term” (p. 184). For example, if the God’s miracles are onto men immediately, the
working of nature by god is onto men mediately through men’s experiences. The mediator or
priest in the church is the mediation of uniting the mind of God with the men’s body of
experience. (p. 185)
Because of the translation, the English word, mediation, can mean differently from
Hegel’s mediation, Vermittlung, in German, and Vygotsky’s mediation, “oposredovanie”, in
Russian (Wertsch, 1985). In English, mediate has a more fixation meaning of intermediary
(Mish, 1997), while “Vermittlung” in German has the meaning of uniting two sides,
immediate and mediate. Vygotsky uses the Russian word oposredstvovat for mediate which
means “acting indirectly through something” (Cole, 2003a) For mediation, Vygotsky makes
a cognitive rational between them by stating that “… the use of signs and of tools using the
schema … shows each concept subsumed under the more general concept of indirect
(mediated) activity.” (Vygotsky 1978, p. 54) The word mediate for Vygotsky is not a thing as
in English or a side as in German, but an action of process. Mediation perhaps is the most
important concept that Vygotsky contributes to the cultural-historical theories. Vygotsky
thinks that the mediation happens when tools and signs work together to perform an indirect
function (Vygotsky, 1930/1978)
Based on Les Vygotsky’s notion of social interaction in human cognitive
development, learning is socially constructed. The socio-cultural context affects the use of
tools and signs to construct meaning of new knowledge. In other words, humans are meaning
makers and yet are affected and mediated through the meaning making process by the
environment.
The mediation process involves signs and tools. According Vygotsky, signs are the
processes of internal activities to master the self. The sign “changes nothing in the object of a
psychological operation.” (Vygotsky 1930/1978, p.55) The tool on the other hand, is
externally oriented. The function of tool “is to serve as the conductor of human influence on
the object of activity …”(Vygotsky 1930/1978, p.55). Sings and tools are opposite yet are
linked to each other in order for mediated activities to happen; therefore, we should see both
at the same time dialectically.
Tools, according to Vygotsky are the external instruments to change the goal of
activities. From a psychological point of view, tools are not limited to physical devices, but
there are also cultural tools. They work and affect externally. Sings, on the other hand, work
internally for self-operation. For example, language and symbols can be sings to regulate one
self internally in order to use tools to shape the environment externally. Vygotsky used a
systematical way to examine the tools and sings role in mediation. (Mahn, 1999) This
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understanding is an elaboration of a concept from Engels that human use tools to change the
nature, but nature will come back to change human (Vygotsky, 1930/1978). Vygotsky later
uses the term nature from Engels as environment in the concept of how human uses tools and
signs to interact with the environment (Vygotsky, 1930/1978).
Concept of Consciousness
The Merriam-Webster dictionary (1997) defines conscious as “aware, know or felt by
one’s inner self, mentally awake or alert, or intentional” (Mish, 1997). According to Cole,
English meaning of consciousness is a “trait of purely individual private un-socialized
psychological action” (Cole, 2003a). It is confusing in English when consciousness translated
from the Russian word, soznanie, which is used by Vygotsky. The word soznanie can be
separated into two parts, “so” and “znanie”. “So” in Russian has the meaning of with, and
“znanie” has the meaning of science or knowledge. When those two parts are put together,
soznanie, the Russian word for consciousness means co-knowledge. The idea of coknowledge of consciousness is shared by both Vygotsky and Marx and means “the sum of
social relations” (Cole, 2003a).
In order to understand consciousness, as early as 1920’s, Russian cultural historical
psychologists studied heavily into a three-sided, triangulated interaction model of how
human mental course was processed.

Figure 1. Basic mediational triangle. (Modified from Cole, 1997, p.119)
This three-sided, triangulated interaction model consists with an active subject, an object, and
a medium, which is culturally situated (Cole & Levitin, 2000). This triangulation dynamic
relationship has two folds of how subject is related to object. One fold is the natural and
direct relationship, and another one is cultural and indirect relationship. The natural and
direct relationship between the subject and object is phylogenetically developed through the
evolutionary development of organisms (Cole & Levitin, 2000; Mish, 1997).
Simultaneously, there is also a cultural, indirect relationship between the subject and object
that is through cultural mediation (Cole & Levitin, 2000). If we think the triangle over time,
the subject will constantly receiving different information through the two different sources:
natural and cultural, direct and indirectly, or immediacy and mediated. The differences or the
discrepancy will require the reconciliation from the subject in order to feel the distance from
the reality; therefore, the process of reconciliation over time is the consciousness (Cole,
2003a; Cole & Levitin, 2000; Vygotsky, 1925/1999).
Concept of Imagination
Imagination is often used similarly as fantasy that relates to something created not in
reality by a human mind in English. (Cole, 2003a) According to the Merriam-Webster
dictionary, the word imagination is defined as “the act or power of forming a mental image
of something … not previously know or experienced … a mental image; a creation of the
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mind”(Mish, 1997) Cole distinguished the Russian term “Voobrazhenie (Воображение)”
from the English word “imagination” by citing a Russian psychologist, Suvorov’s point that
“the formation of any image or representation of reality involves creative exercise of
imagination.” (Cole & Levitin, 2000, p. 68) Cole explains that the Russian term
Voobrazhenie can be separated into three parts, Vo-obraz-(z)henie. “Vo” has the meaning of
into, obraz has the meaning of image, and (z)henie is a suffix of the indication of process in
Russian. The whole word of Voobrazhenie can be explained into English as “the process of
image making.” (Cole & Levitin, 2000, p.68) In other words, imagination is not a final
product from creativity, but a process of into image making.
When one makes links from oneself with the environment, sensory tools are needed.
Vygotsky argues two of the most important sensory tools, eyes and ears:
The eye and the ear - organs which are called receptors or ‘analyzers’ in physiology
and sensory organs or organs of external of perception in psychology – are organs
which receive and analyze external elements of the environment; they break down the
world into its separate parts, into the external stimuli which are linked to our
appropriate reactions. (Vygotsky et al., 2002, p.111)
It goes without saying that receptors such as eyes and ears are essential for picking up the
stimuli, the immediate information, from the environment, but they have to work with one’s
mind cooperatively in order to conduct the into image making activity, the imagination When
a human being looks at an image, the triangulation mental process model provides both
phylogenetic and cultural natures of psychological process. In the natural, physical world, the
light is reflected from an object and received by the human eyes. If the image is kept frozen
in one’s visual, there is no conscious awareness. In fact, the human eyes constantly moving
in and out from focusing an object or an image. (Cole & Levitin, 2000) This instinct action
of human eyes is called saccadic eye movement. Saccadic eye movement has been studied
for varies of mental, physical, and educational problems such as attention, reading
disabilities, information integration, and autistic. Basically, on cycle of saccadic movement
of human eyes can be completed in the velocities of 500 degrees per second in tens of
milliseconds to center at an object of interest. (Itoh & Tokyo Gakugei Univ. (Japan).
Research Inst. for the Education of Exceptional Children., 1987; A. O. Ross & State Univ. of
New York Stony Brook., 1973; R. G. Ross & et al., 1994) Cole believes that the saccadic
eye movements are not an by-product from other phenomenon, but they are normal human
vision’s foundation. The saccadic eye movement is important to the study of fixed image
phenomena. Cole describes:
“It has long been know that if one creates perfect coordination between eye
movements and objects in the visual field by use of an apparatus that fixes the image
relative to the retina, one’s image of the object disappears; the visual field is
experienced as a uniform gray.” (Cole & Levitin, 2000, p.66)
In other words, some degree of discoordination is necessary for us to see the world. Cole
explains the relevance between fixed image and imagination:
“… The existence of two different kinds of objects on the basis of the
dynamics of the process of image disintegration in the course of fixation and
reappearance when the visual object was permitted to move relative to the
retina.” (Cole & Levitin, 2000, p. 66)
In other words, if the eye movement is perfectly coordinated with the image in the
visual field or retina, the image of an object will fade away and leave as a degrees of gray.
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Cole describes that while the image is fading away, it is broken into pieces. The whole image
will be reappeared by moving the image freely across the retina. Unfortunately, the image is
not always moved as a whole across the retina. A lot of times, it will partially be moved and
the image therefore will be reappeared partially. Cole believes that the kind of restored and
reappeared image is formed really depends on the content of the image. (Cole, 2003a) There
are three essential elements that complete a full image. According to Cole, they are
“phylogenetic contributions arising from the history of our species, cultural contributions
arising from repeated sense-making through cultural forms, and the active resolving actions
of the human brain.” (Cole & Levitin, 2000, p. 67)
After all, the image is not made solely based on physical responses. The imagination
is an intervening process that is not entirely resolute from external stimulation, but the
immediacy of phylogenetic contributions, the medicated cultural forms, and the activities of
synthesis.
Concept of Creativity
According to Cole (2003b), creativity is to designate something that is novel, but not
every novel thought or action is considered as creativity. It might be a deviant of reality.
Kozulin (1985) extents Vygotsky’s view that “in creative activity, inner context-dependent
senses gradually unfold their meanings as symbols-for-others” (p.xxxviii). For Vygotsky in
this sense, all that is the work of the human hand, the whole world of culture is distinguished
from the natural world because it is a product of human imagination and creativity based on
imagination. Links of “the work of human hand,” “culture,” and “creativity” are based on
imagination. Vygotsky provides a magic path to linking “mediation, consciousness, and
creativity.” (Cole, 2003a)
Moran & John-Steiner (2003) describes that Smolucha (1992) reviews papers
regarding development and creativity from Vygotsky, Imagination and Creativity in
Childhood in 1930, Imagination and Creativity in the Adolescent in 1931, and Imagination
and Its Development in Childhood in 1932, and said that “creative imagination is a goaldirected, culturally mediated psychological system that emerges from the internalization of
children’s play and the functional interweaving of fantasy and thinking in concepts.” In
Vygotsky’s early writings such as “The Psychology of Art”, he depicts the response of
aesthetic to fictional arts. He also has a paper, on the problem of the Psychology of the
Actor’s Creative Work in 1932, which discusses the relationship between imaginary and
one’s real world experience. (Moran & John-Steiner, 2003, pp 62)
The western researchers have been focusing on the fixed variables when studying
creativity, but unfortunately, there have not been much breakthrough due to the complex and
dynamic relationships between them; therefore, with new technologies on tools for research
on the dynamitic relationship, researchers should work together in cooperation. (Moran &
John-Steiner, 2003, p.85) Further Moran and John-Steiner think that Vygotsky’s works give
contemporary scholars the insight to synthesize from different point of views and “build on
the dynamics of the individual and the social in the construction of the view.” (Moran &
John-Steiner, 2003, p.86)
Creativity in Culture and History
Culture and history have very complex and dynamic dialectical relationship. The
developments of culture and history do not always see eye to eye. “Cultural development
progresses and [historical development] is both supported and constrained by the possibilities
of a particular historical times.” (Moran & John-Steiner, 2003, p.79)
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Creativity as Meaning Making
As states earlier, Vygotsky tries to make links between mediation, consciousness, and
creativity. (Cole, 2003a) The creativity that based on imagination is a process of
development that “develop between different [psychological] functions,” and “the
development of such flexible relationships between functions we will call a psychological
system.” (Vygotsky et al., 1997, p.92)Vygotsky further states:
New systems [psychological systems] are not just linked with social signs but also
with ideology and the meanings which some function acquires in the consciousness of
people. (Vygotsky et al., 1997, p.98)
By using the social signs as a mediational psychological tool to create meaning, one creates
the artifact by his or her own hands from the self that has differences. The creation of
consciousness that created by the differences transforms oneself in the history. Moran and
John-Steiner explains, “In the midst of rapid historical and cultural change, creative
individuals need to sustain their sense of integrity and determination.” (Moran & JohnSteiner, 2003, p.78)
Since the development of social and cultural is an ever-resting historical process,
one’s meaning of the world should be somewhat in between totally different and the same.
As Cole (2003a) thinks that life is in between extremely random and structured, one need to
be able to maintain the continuity and integrity. Otherwise, one can totally lost the orientation
or be determined without consciousness. (Cole, 2003a; Lee, 1985; Vygotsky, 1925/1999)
Thus, creativity, which is based on imagination, proceeds by using one’s immediate
knowledge to make sense of the changing surroundings. It is a cultural historical product.
However, on the other hand, one can also alter the course of changing according to one’s
own purpose by using the artifacts that comes from the creation, the culturally and
historically mediated produce. The tension from the different sources of knowledge needs to
be resolved by imagination, “precondition for consciousness and active process of creating
the illusion of continuity of experience.” (Cole, 2003a) Thus, creations of the creativity based
on imagination are means for oneself to ease the uncertainty with continuity and integrity.
Creativity, then, is the self-transforming and meaning making process.
Moran and John-Steiner (2003) points out that the transformation of oneself is one of
the goals for creativity that Vygotsky thinks. He mentions, “creativity creates the self as well
as external artifacts” (p.78). The idea is pointed out by Vygotsky:
It is for oneself, in the mind, that poems and novels are produced, dramas and
tragedies are acted out, and elegies and sonnets are composed. (Vygotsky et al., 1998,
p.165)
When Vygotsky talks about “elegies and sonnets”, they are “Sonnets to Orpheus and Duino
Elegies”, poem cycles that were composed by Rainer Maria Rilke. Rilke was an AustroGerman poet who went to Russia and got inspired for his first famous poem cycle “The Book
of Hours” in 1905. His poem cycle of “Duino Elegies” in 1923 was a reflective mediation on
the contradiction of human existence. His work “Sonnets to Orpheus” in 1923 is a cycle of
poems on a death of a young girl. He extended the mediation on human existence to the
mediation of death. (Encyclopaedia Britannica inc., 2001) The creativity of Rilke’s works
was generated from imagination that was inspired and contain certain social perspectives of
the culture and history. His mind created those poems that based on imagination, but at the
same time, those creations transformed the mind. Therefore, Vygotsky argues:
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“Art is the social technique of emotion, a tool of society which brings the most
intimate and personal aspects of our being into the circle of social life." (Vygotsky,
1971, chapter 11)
The creation of art works are symbolic activity and “Every symbolic activity ... was at one
time a social form of cooperation.” (Vygotsky, 1999, p.41) The cooperation then requires
communication between minds by using psychological tools; therefore, “signs, psychological
tools and artifacts are the media through which mind and culture communicate.” (Moran &
John-Steiner, 2002, p.25)
Human uses of tools, both psychological and psychological tools, are for the working
to the nature so one can relate to the environment more effectively, and at the same time,
changing the internal function of one’s mind. (John-Steiner & Souberman, 1978, p.133)
Tools then are used by human beings for different purposes which thoughts and ideas are put
in; therefore, “existing tools and symbols are the fossilized thought and ideas of people who
have come before in history.” (Moran & John-Steiner, 2003, p.79) Those once existing but
no longer being used tools are, on the other hand, still carry the thoughts and ideas of the
inventers from the past, but because of the changed environment and human mind, they lost
the needs from human beings. “When these tools and symbols do not serve current needs,
new ones can be created.” (Moran & John-Steiner, 2003, p.79) Those new tools that are
creativities based on imaginations from human being’s experiences to the world. Cole agrees
that and argues “new media [tools] do not replace old media, they displace them.” (Cole,
2003a) The new tools, therefore, bring new ways and possibilities for human beings to
experience, connect, relate, and make meaning of the world. At the same time, human beings
loose the previously available ways and possibilities. Let us bring in the idea of time and
place to analyze this issue. When one uses the new tools that brings new ways of
communication that could not be done by using the old tools, the meaning that one created
and imagined for the old tools are changed through out the cultural and historical progress of
using the old tools. At the same time, the new tools that are invented at different (later) time
and space are no longer serving the same meaning as the old tools during the past time (or
another space); therefore, the meanings that embedded with the old tools are transformed to
the new tools with new meanings, and the old tools are therefore, displaced.
The transformation of meaning of tools in fact, is a developing process of the human
psychological creative function. “Creativity forms a lifelong zone of proximal development
that contributes to the sustained development of a creative personality.” (Moran & JohnSteiner, 2003, p.78) The creativity as a process of meaning making develops the learning
process in the cultural practice and social organization. Vygotsky uses the giftedness as an
example to point out the relationship between the personal and cultural development in the
social activity.
Vygotsky argues the relationship between giftedness and cultural development. He thinks
that the two are at two extreme, but interweaving relationship:
On one hand, cultural development has the tendency to level individual differences in
natural giftedness, and on the other hand, it tends to increase the scale and range of
various degrees of giftedness. (Vygotsky et al., 1987a, p.232)
The giftedness therefore, cannot be deviant from the social organization too much as a
cultural practice. Concurrently, while the giftedness is constraint by culture, cultural actually
gives the individual opportunity to enrich the potential on giftedness and in the activity
process of the zone of proximal development; therefore, the individual’s creativity can help
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them create the meaning in between extremely structured, the social-cultural constraints, and
extremely random, the personal novelty of imagination.
Creativity as meaning making can thus be concluded as what Moran and John-Steiner
argues:
These [conception of creativity related] topics include the development of higher
mental functions in general, how tools and signs develop and acquire meaning, the
role of school and formal education in developing the imagination, the importance of
culture and future outlook in psychological growth, and the connections among
emotion, personal experience, consciousness and creativity. (Moran & John-Steiner,
2002, p.2)
The Role of Discoordination
To bring all the concepts that discussed previously together, the role of
discoordination is for us to be aware and distinguish the differences and contradictions.
According to Cole, the process of resolving the differences and contradictions between
mediated and immediacy experience is a essential prerequisite for consciousness. In order to
resolve the differences and contradictions, we have to use our creativity to generate necessary
illusion of continuity of different experiences between mediated and immediacy experience.
(Cole, 2003a)
Suvorov elaborates the concept of imagination by using a metaphor that “to rise up
from the earth and return again.” (Cole, 2003a; Cole & Levitin, 2000) Cole thinks that this
metaphor is extremely close to what “saccadic movement of the eye” would do: the process
of centering the eye onto an object, moving away from the object, and centering onto the
object again. Cole believes that the act of “seeing the world” is a process of image making,
the imagination. (Cole & Levitin, 2000) In this sense, imagination is not a process of making
fantasy or novel, but a synthesis of information between different time and space based on
some reality. (Cole, 2003a)
The relationship between mediation (artifacts), subject, and object can be depicted as
a triangular diagram. Figure 1 (p.16) shows the relationship between subject and object can
be in two routs, through mediation indirectly by artifacts and immediacy with direct link. The
mediation and immediacy relationship happens simultaneously. This kind of relationship is
assumed that the mediated and unmediated sources of knowledge can never be entirely
agreed or perfectly coordinated, the resolution of the difference and contradiction is
necessary for consciousness. (Cole, 2003a)
If we bring time into consideration, the basic mediation triangle can be depicted as
Figure 2 (p.21).

Figure 2. A dynamic basic mediational triangle with time (Modified from Cole & Levitin,
2000, p. 65)
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Because of the time difference of the subject, there are discrepancies that the subject
experiences with objects from mediated and direct knowledge. The circle on the right hand
side of figure 2 shows that the subject needs to actively involve some cognitive resolution of
the differences; therefore, the consciousness is created. (Cole, 1996, p.120)
Literature Critique
Educational technologies are viewed differently based on different paradigms and
instructional approaches. In this study, Vygotskian’s cultural-historical framework is used to
critique and analyze literature.
Artifacts
According to Cole, artifacts are the foundation blocks of technology. (Cole & Derry,
2004) He thinks that technologies are “forms of tool-mediated social practices.” (Cole &
Derry, 2004, p.2) The nature of artifacts according to Cole has two faces, the ideal
(conceptual) and material. Both faces simultaneously exist, but not separate entities. Artifacts
are material because human’s working on material creates them in order to develop a goaldirected Human behavior or action. Artifacts are also ideal because the ideal that is
represented in material form is shaped and manipulated to satisfy human’s purpose that is
driving the human goals. The material forms of ideal are in their places because they have
been through human goal-directed behavior or action before; therefore, they continue to exist
and support the human behavior or action. (Cole & Derry, 2004)
Distinguishing Types of Artifacts
Different types of artifacts have their own cultural-historical roots and they do not
work into human activities by chance. In other words, there is a meaning behind different
types of artifacts. Here are some ways that Cole (2004) mentions about kinds of artifacts.
Distinguishing by Levels
Cole uses ideas from Marx Wartofsky, an American philosopher, to have artifacts
distinguished. There are three levels of artifacts of artifacts: primary, secondary, and tertiary.
(Wartofsky, 1979)
1. Primary artifacts: This refer to those tools that is vivid to human beings materially
and physically such as table, chair, knife, etc; however, the ideal part of those tools
cannot be shown, but is built into them.
2. Secondary artifacts: This level has been mentioned by Cole as “social forms of
organizing action, relations of kinship.” (Cole & Derry, 2004, p.4) This level of
artifacts preserves and transmits forms of activities by using the primary artifacts. In
other words, those artifacts are in forms of elements of human activity. Cole suggests
an example from Roy D’Andrade (1984) that cultural schemes are elements that
“mediate entire sets of conceptual-material artifacts.” (Cole & Derry, 2004, p.4) In
addition, D’Andrade also describes this cultural scheme that represents “not only the
world of physical objects and events, but also more abstract worlds of social
interaction, discourse, and even word meaning.” (D'Andrade, 1984 cited in Cole &
Derry, 2004, p.4)
3. Tertiary artifacts: This special type of artifacts are identified by Wartofsky as “the
forms of representation themselves come to constitute a ‘world’ (or ‘worlds’) of
imaginative praxis.” (Wartofsky, 1979, p.207) Those artifacts are on the practical side
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and the application of what the ideal that human beings used for their “intentions and
affective needs.” (Cole & Derry, 2004, p.4)
Those types of artifacts are somewhat independently existed with their own ways of
mixing material and ideal elements, which they are rooted from and at the same time, exert
effects back to the material and ideal elements. The mixture of those elements can be in
between extremely material and ideal that creates the transformation for human beings to
create “means of their own cognition.” (Cole & Derry, 2004, p.4) To sum up, this type of
distinguishing is based on the way that the material elements are mixed with ideal elements
in their mixture levels.
Distinguishing by Function
This type of distinguishing is based on cognitive or non-cognitive artifacts. Cole
claims that “… tools change not only actions directed outward on the world, but change the
process of thought itself.” (Cole & Derry, 2004, p.5) This kind dialectical approach is similar
to what Vygotsky says, “… while admitting the influence of nature on man, asserts that man,
in turn, affects nature and creates through his changes in nature new natural conditions for his
existence.” (Vygotsky, 1978, p.60) Human beings use artifacts or tools not only change the
world that he or she exists, but also the changed world condition transforms one is thought of
the world into new understanding. Wartofsky further elaborates that “anything which human
beings create by the transformation of nature and of themselves: thus also language, forms of
social organization and interaction, techniques of production, skills.” (Wartofsky, 1979,
p.xiii)
The transformation that is created by using artifacts has to do with human intelligence
that is associated with the mediation of human action by using tools. (Cole & Derry, 2004,
p.6) Cole suggests that Wartofsky’s writing has the idea that this type of artifacts are
purposely created and manipulated to have effects on human thought. Cole also mentions that
Vygotsky explains this type of artifacts as psychological tools. (Cole & Derry, 2004, p.6)
According Vygotsky (1978), mediated activity consists with sign and tool and the sign “acts
as an instrument of psychological activity in a manner analogous to the role of a tool in
labor.” (p.52) In this matter, although Vygotsky does not equates sign with tool, he goes on
to say “Distinctions between tools as a means of labor of mastering nature, and language as a
means of social intercourse become dissolved in the general concept of artifacts or artificial
adaptations” (p.53-54). Cole suggests that the psychological tools as artifacts can include all
sorts of “symbolic cultural artifacts” such as “linguistic signs and symbols … schemes,
mnemonic devices, diagrams, maps, all of which enable human beings to master
psychological functions like memory, perception, and attention ‘from the outside.’” (Cole &
Derry, 2004, p.6)
Symbols, Tools, and Artifacts
When talking about the term tool, one should use it with caution because Vygotsky
uses it differently from place to place. When he talks about psychological functions, he uses
the sign as “an instrument of psychological activity in a manner analogous to the role of a
tool in labor” (Vygotsky, 1930/1978, p.52) Tools are both psychological and physical. And
later, the tools become distinguished to tools, “a means of labor of mastering nature” and the
language, “a means of social intercourse.” (Vygotsky, 1930/1978, p.53-54) In other words,
tools are distinct from language. And finally, when Vygotsky talks about mediated activity,
tools are the external material, physical means while signs are “means of internal activity.
(Vygotsky, 1930/1978, p.55)
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As Vygotsky mentions, tools can be material as well as psychological such as signs
and symbols. Both kinds of tools are also socially, culturally, and historically mediated in
human activities. (Vygotsky, 1930/1978) To Cole’s analysis, tools are a subcategory of
artifacts that mediating to technology as a social practice. (Cole & Wertsch, 1996) Because
of the mediating function of tools, Knox and Stevens (2002) mention that Vygotsky thinks
that human uses symbolic, cultural tools to master oneself from the outside (p.15). Therefore,
those psychological tools, as the ideal side of artifacts, become the linkage between material
and human action. (Cole, 1996) Also Kozulin (1998) argues that “Vygotsky envisaged a
theoretical programme which accounted for three classes of mediators: material tools,
psychological tools, and other human beings.” (Quote by Daniels, 2001, p.17) Therefore, if
people have the mediating function as artifacts, people can be seen as tools that can be the
corner stone for technology.
Educational Implications
According to Cole and Scribner (1978), the implications are derived from
“Vygotsky’s theoretical approach and method of experimentation” (p.14). In his experiments,
the treatments or stimuli are modified dynamically while responding to them. Vygotsky
studies the activities, the produced behavior. This is what he calls “mediating.” (Cole &
Scribner, 1978) From the analysis of psychological development, Vygotsky’s theories can
bring new and important ways of thinking and understanding for educational practices.
Zone of Proximal Development and Scaffolding
While the zone of proximal development (ZPD) is an implication of Vygotsky’s
theories in education (Vygotsky, 1930/1978), The idea and the term scaffolding was
introduced by Wood, Bruner, and Ross (Wood et al., 1976) and is often thought as an
extended implication from Vygotsky’s discovery of the Zone of Proximal Development.
(Wertsch & Rogoff, 1984) Although the scaffolding that introduced by Wood, Bruner, and
Ross in 1976 does not directly refer to ZPD, but the subsequence researches of scaffolding
echoes ZPD. (Newman & Holzman, 1993) However, some scholars reject Vygotsky’s ideas
in the 30s Russian skin and favor the contemporary western capitalists’ style. (Lambert &
Clyde, 2003)
Zone of Proximal Development
The Zone of Proximal Development is an approach and concept that Vygotsky
discovers to the study of the interaction between learning and development in school
learning. (Vygotsky, 1930/1978, p.84-85) According to experiments, Vygotsky believes that
children with similar levels of mental development can have a result of very different degree
of “subsequent course of their learning” from the guidance of a teacher. (Vygotsky,
1930/1978, p.86) The development of the children’s mental capabilities can go further with
the adult’s assistance. Thus, Vygotsky calls the difference of development between without
and with adult assistance as the zone of proximal development and describes:
It [the zone of proximal development] is the distance between the actual
developmental level as determined by independent problem solving and the level of
potential development as determined through problem solving under adult guidance
or in collaboration with more capable peers. (Vygotsky, 1930/1978, p.86)
Because of the help from the more knowledgeable other, Vygotsky distinguished what a
child can learn by them own and what can be learned through the assistance from the more
knowledgeable others. (Snowman & Robert, 2003)
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The two levels that are described above has to be seen in two fundamentally different
natures. The actual developmental level identifies those mental functions as “the end
products of development.” (Vygotsky, 1930/1978, p.86) On the other hand, the zone of
proximal development defines “those functions not yet matured but are in the process of
maturation …” (p.86). Compare with the static actual developmental level, the zone of
proximal development is full of action in between the actual developmental level and
potential development level. Through the process of learning with the assistance from the
more knowledgeable other, the actual developmental level of tomorrow falls into the distance
in between, or the zone, but cannot be the maximal potential of today. As Cole (2003a)
points out for the role of discoordination, that mediated and immediate experience will never
be complete the same, that is, they can never be completely coordinated or discoordinated.
Life is in between totally structured and random. (Cole, 2003a) The potential development
level, therefore, can never be completely reached nor the minimal potential development
level can never be the same or even less then the actual developmental level. To extend this
idea, in the dialectical logic and philosophy, Vygotsky does not talking about the actual
developmental level and the potential development level in separation, nor he distinguishes
the learner with the more knowledgeable other or individual with the society in
metaphysically duality. Newman and Holzman (1993) point out that it is the historical unity.
As a historical unity, he does not talk about learning nor the development or even the zone of
proximal development. Learning and development cannot be separated and the zone is not a
place for learning and development. “It is an activity, an historical unity.” (Newman &
Holzman, 1993, p.79) They think “it [the zone of proximal development] destroys the need
for interactionist solutions to the dualism of mind and society because it does not accept their
ontic separation...” (Newman & Holzman, 1993, p.79) Vygotsky describes the relationship
between development and learning as:
Developmental processes do not coincide with learning process. Rather, the
developmental process lags behind the learning process; this sequence then results in
zones of proximal development. (Vygotsky, 1930/1978, p.90)
In this statement, it seems that the learning is leading development as if learning causes the
development, but Newman and Holzman (1993) thinks that in Vygotsky’s view, learning
does not cause development, and in fact, they do not have causal-effective relationship. In the
dialectical view, one cannot exist without another. “In which dialectical unity (not
metaphysical duality) is the central paradigm, or anti-paradigm.... the ‘bicondition’ for the
other.” (Newman & Holzman, 1993, p.147) This analysis can also be used for Vygotsky’s
concept on thought and word that “Thought is not expressed but completed in the word”
(p.147-148) and the analysis on the problem of method that “...the method is simultaneously
pre-requisite and product, the tool and the result of the study.” (Vygotsky, 1930/1978, p.65)
Based on the above acknowledge, the following statement from Vygotsky becomes
meaningful:
The state of a child’s mental development can be determined only by clarifying its
two levels: the actual developmental level and the zone of proximal development.
(Vygotsky, 1930/1978, p.87)
Clearly, Vygotsky now does not talk the zone of proximal development as a zone, space,
area, or distance, but an activity of the unity of learning and development. Then the activity
of the unity complete itself with the completed mental functions of actual developmental
level and go on with the further learning and development. Further, Vygotsky (1930/1978)
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believes that “although learning is directly related to the course of child development, the
two are never accomplished in equal measure or in parallel” (p.91). Therefore, learning and
development are in dialectical relations, and the zone of proximal development is “where and
how the unity [synthesis] of learning and development takes place.” (Newman & Holzman,
1993, p.146)
Imitation, Play, and Meaning Making
In order to have complete knowing of the zone of proximal development, Vygotsky
suggests us to understand the role of imitation in learning. (Vygotsky, 1930/1978, p.87)
Vygotsky states, “Human learning presupposes a specific social nature and a process by
which children grow into the intellectual life of those around them.” (Vygotsky 1930/1978,
p.88) Through the social nature, children can imitate in more advance level then their own
actual developmental level with the more knowledgeable other. (Vygotsky 1930/1978, p.88)
Through experiments, Vygotsky discovers that “children do not imitate anything and
everything but only what is in the ZPD.” (Newman & Holzman, 1993, p.150) Vygotsky
describes imitation that “the source of instruction’s influence on development” and
“instruction is possible only where there is a potential for imitation.” (Vygotsky et al., 1987b,
p.211-212) Therefore, imitation is the driving force for learning-development unity and for
one’s development of meaningful doing what one cannot yet do by oneself. Newman and
Holzman argue the imitation-learning/development unity that ”imitation in the ZPD, far from
being rote behavior, is the revolutionary activity of making meaning.” (Newman & Holzman,
1993, p.151) Thus, the meaning making happens in the activity of zone of proximal
development by doing imitation. Further, imitation cannot be understood as a mechanical
process. It will be a mistake to think that one can imitate anything. Vygotsky uses the
following example:
If L.N. Tolstoy, the genius novelist, might want to work on mathematics, might want
to take up medicine or even chess, there would probably be an enormous discrepancy
between his abilities as a novelist and his potential for mathematics and chess.
(Vygotsky et al., 1987a, p.233)
Therefore, it is very important to understand the potential of the development, but not to
extend it into unlimited. Imitation can only be conducted in the activity of one’s zone of
proximal development. (Newman & Holzman, 1993, p.56)
The Zone of Proximal Development has to do with the concept development. The
development is both intramental and social process. (Daniels, 2001) The intramental side of
concept development is when they move from totally unorganized “heaps” to “complexes”
and finally to “concepts” that includes scientific concept and spontaneous concept.
(Vygotsky, 1934/1986) At the same time, concept development is in “institutionally situated
activity.” (Daniels, 1996, p.14) Before one goes to school, he or she has already had their
own spontaneous concept developed. This developed concept later has discrepancies with the
concept from formal schooling, which provides a framework for the formation of scientific
concept. (Daniels, 2001) Those differences or discrepancies from spontaneous concept and
scientific concept produce the consciousness that constitute learning. ZPD then is the
explanatory interaction activity of spontaneous and scientific concepts. (Kozulin, 1990)
When we discuss Vygotsky’s idea on instruction in development, we have to analogy
that “there are ideas that simply cannot be thought [translated] in another language.” (Cole,
2003a) In English, the term instruction mainly means teaching. Although the Russian word
“obuchenie” is translated as “instruction,” since there is no precise English word to represent,
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Vygotsky uses instruction as teaching as well as learning, a “learning-teaching process.”
(Rogoff & Wertsch, 1984, p.3) In the learning-teaching process, the level of negotiation
between the learner and the more knowledgeable person should be investigated closely. In
Vygotsky’s thought, instruction should be placed before the maturing of the development.
(Rogoff & Wertsch, 1984) In other words, the social and institutional learning-teaching
process works with the intramental concept development and that leads the spontaneous
concept to meet scientific concept half way and synthesize to a new understanding of
knowledge. Therefore, Vygotsky claims that, “the zone of proximal development furnishes
psychologists and educators with a tool through which the internal course of development
can be understood.” (Vygotsky, 1930/1978, p.87) As a result, the Zone of Proximal
Development is a psychological tool that has the mediating function to the learning and
development.
Scaffolding
Wood, Burner, and Ross (1976) invent the term “scaffolding” and describe it as “a
process that enables a child or novice to solve a problem, carry out a task or achieve a goal
which would be beyond his unassisted efforts” (p.90). Wertsch and Rogoff (1984) points out
that American scholars began to incorporate Vygotsky’s idea of the zone of proximal
development into potential applications after Vygotsky is more known. “They [Wood and
Bruner] developed the closely related notion of ‘scaffolding,’ a process wherein an adult
provides support to a child learning to master a problem” (p.4). Clark and Graves (2005)
thinks that “the concept of scaffolding is grounded in Vygotsky’s social constructivist view
of learning” (p.571). Newman and Holzman (1993) say “they [Wood, Bruner, and Ross]
introduced the term of ‘scaffolding’ ... Although Wood, Bruner and Ross did not refer to
Vygotsky’s work, subsequent research often draws parallels between scaffolding and the
ZPD ...” (p.70).
However, Lambert and Clyde prefer the emerging perspective of social
constructivism and psychological constructivism. (Lambert & Clyde, 2003, p.92) They also
add in an ecological sociological theory to claim that even without considering one’s
philosophical stands, “ ...ecological validity in theory is well represented in contemporary,
contextual psychosocial frameworks without having to cling to Vygotsky” (p.92). Therefore,
Lambert and Clyde think that when de-contextualize Vygotsky’s 30s’ Russian (or USSR
used in the article) style of Marxism ideological theories, ZPD becomes meaningless and
usefulness in scaffolding for the modern western society (p.93). Galguera (2003) even argues
that the scaffolding has lost its original meaning that were found by Wood, Burner, and Ross
in 1976. Galguera explains:
The meaning of scaffolding has been irreversibly stretched to include most actions
and structures–even unintentional ones–that support learning ... An important
meaning in Bruner's original use of scaffolding is often overlooked: scaffolds are
intentional, temporary, and flexible structures built to match the learner's
development. (Galguera, 2003)
Jonassen (1996) thinks that his invention of Mindtools can provide learners
innovative ways to form new kind of thinking and reasoning in their zone of proximal
development; therefore, it helps the learner to internalize new knowledge (p.13-14). Jonassen
argues the Mindtools can be utilized as cognitive scaffolds, “tools for engaging the mind.”
(Jonassen, 1996, p.11)
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However, the research shows that solely by using modern technologies, such as
discussions on the web or through other forms of communication online, one may not
internalize course material and reflect on it because of the tendency on agree with each other.
Some other tools may help such as note taking to help scaffolding process. (Nussbaum et al.,
2004) Jacobs thinks that because technologies can provide new ways to communicate with
the rest of the world, the cross-cultural study on student’s software should be carefully
selected to fit student’s current development level from a cross-cultural perspective that can
help the scaffolding for student’s learning. (Jacobs, 2001) Scaffolding in online education
can also help student’s critical thinking. Sharma and Hannafin in their study find that the
critical thinking development has to go through mirroring, distortion, to re-construction.
(Sharma & Hannafin, 2004) In addition, scaffolding in the online course can help students to
develop higher order thinking. (Bliss & et al., 1996; Evans et al., 2003; McCurry, 2002;
McLoughlin & Hollingworth, 2002; Saye & Brush, 2002; Sharma & Hannafin, 2002) In
order to make such scaffolding for critical thinking to work, strategies are used such as
molding, externalizing reflection, metacognition, and Socratic questioning. (Beyer & Phi
Delta Kappa Educational Foundation Bloomington IN., 1995) Those strategies are similar to
what Walqui (1995) depicted scaffolding for English learners: modeling, bridging,
contextualization, schema building, text-representation, and metacognitive development.
(Galguera, 2003) Galguera further recommend that the scaffolding needs to be:
1) Continuously assess students
2) Adjust the scaffolding to match their strengths and needs
3) Pay attention to their language development and cultural backgrounds in order to
4) Ensure that they become autonomous and successful learners
(Galguera, 2003)
Mediated Learning and Communication
Computer Supported Collaborative Learning
In the twenty-first century, the most talked tool that in the education is the computer.
Computers are also possible to be the more knowledgeable others. (Galloway, 2001) Some
scholars think argue that one can learn through self-learning through one’s interaction with
the nature, man, and the socio-cultural environment. Computers in this case create a rich
environment to motivate learning without formal and purposeful instruction. Learning in this
way can be mediated by computers. (Caves, 1999)
Computer mediated communication
Computer mediated communication is a general term that consists with technologies
that “mediated communication between and among individuals and groups of individuals.”
(Charnitski & Harvey, 1999) The division of the computer-mediated communication can
include electronic mail, World Wide Web, listserves, online searchable databases, and the
new attracting Weblog, and others. Recent studies show the following trends.
Education on Cyber Space
Researches talk about distance education, curriculum and learning strategies. Bogard
in his research exams the weakness of online courses in terms of delivery and assessment in
his history courses. He concludes that the future of electronic technology in the place of
higher education is unknown; however, he is convinced from his research results that the
computer and other electronic technologies can deliver the content of a course more
efficiently, more effectively, and more meaningfully, (Ochse & Black Hills State Univ.
Spearfish SD., 1998)
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Annand on the other hand thinks the brighter, more certain future of computer
mediated communication in higher education. He uses one graduate and one undergraduate
program at Athabasca University in his study to exam his post-industrial learning model of
the computer-mediated communication. The post-industrialized education promotes
education to fit individual needs. By using technology, Annand thinks that it wills eventually
evolution away from the industrialized distance education as well as the paper-based
industrialized traditional education. (Annand, 1999)
For business online education, Walker thinks that the Distributed learning theory that
is based on behaviorist stimulus-response approach is useful and convenient. The researcher
believes that because the Distributed learning theory takes care of the analysis of tool
mediation with multiple technologies, different power relationships, and cultural
backgrounds. (Walker, 2000)
A qualitative research has been done by Sullivan and Lucas. They look into the
strategies for students who learn in distance learning courses at Teachers College, Columbia
University. The use verbal protocol analysis is used to find out the cognitive strategies that
students use. A semi-structured interview is also conducted. They conclude that there are
problems of Web site design flaws, cognitive and coping strategies, the effects of virtuality
and learning differences. They suggest that instructor should adjust student expectations.
Web designers should help instructors to create clear layouts and presentation that has no
flaw in the online course. (Sullivan & Lucas, 2001)
Although the computer-mediated communication in distance education certainly
grabs people’s interests, Bennett and Green question the significant differences of student
learning in the online environment. They use constructivism theoretical framework to
enhancing student’s learning in the cyberspace. They suggest the course implementing is
necessary for the distance education in higher education. The conclusion has no definite
answer to the significance, but asking for more comparative research on online courses and
face-to-face education. (Bennett & Green, 2001)
Other Media
In Chaptal’s research, he examines the recent development of information and
computer-mediated communication technology in France. He integrates different media such
as television, the Web, and CD-ROM to secondary school teachers. He also develops
services for the integration of technology and curriculum. He concludes that in order for the
technology to be integrated into curriculum, it takes some time for teachers to finish the job
of integration. (Chaptal, 1999) In his other research, he questions the investment of
technology. He concludes that the higher education is having an extraordinary situation with
the new technology, and points out that it is the phenomenon of digital convergence of
technology is not derived from computer or internet, but it is from audio-visual. The audiovisual digital convergence affects our societies and shaped human’s ways of thinking.
(Chaptal, 2002)
Methodology
The purpose of this study was to explore and understand the meaning of educational
technology of graduate faculties in higher education. According to Knox and Stevens (2002),
“… qualitatively different mediational means may result in qualitatively different forms of
higher mental functioning” (p.15). Also according to Vygotsky (1930/1978), “The
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development of these behaviors [activities] is characterized by complicated, qualitative
transformations of one form of behavior into another” (p.19) Methodologically, the Vygotsky
cultural-historical approach is used for this qualitative study.
As a qualitative research, this study is also preceded in a natural setting. (Lincoln &
Guba, 1985) Lincoln and Guba also note that “the naturalistic inquirer soon becomes
accustomed to hearing charges that naturalistic studies are undisciplined; that he or she is
guilty of ‘sloppy’ research, engaging in ‘merely subjective’ observations, responding
indiscriminately to the ‘loudest bangs or brightest lights’” (Lincoln & Guba, 1985, p.289).
Cultural- Historical Qualitative Research
Wertsch (1985) describes the methodology of Vygotsky’s genetic method. Based on
Russian psychology, “the term ‘methodology’ (metodologiya) is not restricted … to issues of
experimental design and the analysis of empirical data. It has a much broader application to
metatheoretical issue of what constitutes appropriate and valid theories” (p.234)
For this study, I use a cultural-historical approach that is enlightened by Vygotsky’s
own methodology. Scholars such as Moran and John-Steiner (2003), Meehan and Mahn
(1999), and Cole and Scribner (2000) explain on Vygotsky’s functional systems. (Moran &
John-Steiner, 2003) Moran & John-Steiner further elaborate on Vygotsky’s methodology:
“… Vygotsky’s functional systems approach regarding concept formation by
children in different contexts. These researchers noticed that the complexity of the
children’s learning processes would have gone unrecognized if the standard
dichotomy of visual vs. verbal thought, rather than dynamic functional systems, had
been the framework of their studies.” (Moran & John-Steiner, 2003, p17)
Moran & John-Steiner also quote Cole’s words about cultural-historical researchers that they
reject “cause-effect, stimulus-response, explanatory science in favor of a science that
emphasizes the emergent nature of mind in activity.” (Moran & John-Steiner, 2003, p17)
Cole (2000) suggests some principles of the cultural-historical research approach and
those principles are “characterizes adherents of the cultural-historical clan among cultural
psychologists.” (Cole & Levitin, 2000, p.69) According to Cole & Levitin (2000), those
principles are summarized follows:
1. The basic premise of a cultural-historical approach to mind is that human beings
have the need and ability to mediate their interactions with each other and the nonhuman world through culture.
2. Culture is conceived of as human beings’ “social inheritance.” This social
inheritance is embodied in artifacts, aspects of the environment that have been
transformed by their participation in the successful goal-directed activities of prior
generations. They have acquired value.
3.Artifacts, the constituents of culture are simultaneously material and ideal/symbolic.
4. The “effective environments” of mental life are taken to be the different practices
or forms of activity in which people engage. That is, human psychological processes
are acquired in the course of joint-mediated activity.
5. Consequently, it is by analyzing what people do in culturally organized activity,
people – acting through mediational means – in a context, that one comes to
understand the process of becoming the being of human. Mediation of action through
culture in social interaction is the essential precondition for normal human
development. It is process by which phylogenetically given constraints on mental
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activity are supplemented by cultural constraints, making the process of especially
human forms of voobrazhenie possible.
6. The historical origins of the cultural medium lead directly to the conclusion that all
culturally mediated behaviors are social in their essence, and social in the dynamics
of their origin and change in the course of a single human life.
Vygotsky expressed this idea in what he called “the general law of cultural
development.”
In addition, Vygotsky thinks:
Any function in children’s cultural development appears twice, or on two planes.
First, it appears on the social plane and then on the psychological plan. First, it
appears between people as an interpsychological category and then within the
individual child as an intrapsychological category … but it is understood that
internalization transforms the process itself and changes its structure and function.
Social relations or relations among people genetically underlie all higher functions
and their relationships. (Vygotsky 1981, p.163 cited by Cole & Levitin, 2000, p.70)
Therefore, cole says that, “Methodologically, it urges on the research a strategy, which traces
the process of enculturation over time.” (Cole & Levitin, 2000, p.70)
The Role of Researcher
In qualitative research, researcher is the instrument. He or she uses different
techniques to generate information from the field or documents as data for the research.
(Denzin & Lincoln, 2000; Marshall & Rossman, 1995; Marshall & Rossman, 1999) The
statement also fits Vygotsky’s instrumental approach for his cultural-historical theories. The
researcher uses external means to stimulate the participant, and investigate on the
participant’s response and modification to the stimuli. Although the design of this study is
not an experimental one, data generation of this study is a dynamic process of meaning
making. When I am using external stimuli, such as interview questions, as tools for data
generation, in return, I am the one who generating the data and become the data; therefore,
me, the researcher, in this study has different roles: mediating and mediated, investigator and
participant, and myself and itself (a people tool to the study). Based on Vygotsky’s analogy
of tool-result (Vygotsky, 1930/1978, p.65), the instrumental tool of me, the researcher, is
simultaneously the result of the study.
Participants
Participants are purposefully selected for this study. According to Patton, purposeful
sampling looks for information-rich cases for study the insight. (Patton, 1990) Lincoln and
Guba also suggest the maximum variation sampling that is to study the detailed insight of
each participant and at the same time find the common patterns that are shared by different
participants. (Lincoln & Guba, 1985) For this study, there are two categories of participants.
One category is purposefully select from college of education graduate faculties from a
northwest university. Participants are select from each different divisions of the college of
education. The purpose of selection is to gain the insight of graduate faculties from different
field within a college of education. That is meant to match the purpose of maximum variation
that Lincoln and Guba are discussed. The purpose of selecting graduate faculties is for the
participants that have richer experience with the cultural and historical events with the higher
education according to the criteria listed in chapter one: 1700 in article 2 of the university’s
faculty staff handbook.
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The other category of percipients is selected purposefully for their experience of the
historically technological development of the college of education. They may participate in
the development directly or indirectly and the graduate faculty status is not required. Because
they participated the development of technology in the College of Education, they can be the
mediator to the development and studied as tools or artifacts.
Procedure
Since this study is to exam and evaluate the current issues of technology as an
instructional and learning tool in adapting and making meanings out of educational
technology by using a constructivism theoretical lenses. Graduate faculties at college of
education of a northwest university are chosen. There are three major tasks or techniques for
the data generation of this study based on the notion of researcher as the instrument.
Observation
The first task was to observe the status of current stage and explore the technologies
being used in the classrooms in the college of education by those graduate faculties. The
importance of this observation task is to get familiar with the participants. In order to
participate in the class observation, I visit the graduate faculty ahead of time before the class
meeting for approval. According to Ely (1991), observation begins with wide focus. This can
be preceded “through a series of stages in observing-participating. This stages move from an
introductory, general overview with broad focus, to one in which the researcher narrows the
focus to very specific aspects of the situation that have called attention….” (Ely, 1991, p.48)
Based on “the researcher as the instrument,” I participate in different classrooms through a
period of time and generate data. Data can be recorded by using video shooting, audio
recording, and field notes.
In-depth Interview
The third task was to gain insight data from graduate faculty participants. Ely thinks,
“The major purpose of an in-depth ethnographic interview is to learn to see the world from
the eyes of the person being interviewed.” (Ely, 1991, p.58) The in-depth interview is
conducted after a period of time of in-class observation-participation. Open-ended, varying
unstructured interviews were conducted. Audio recordings were used to assist with note
taking. Video shooting is used as well upon agreement with the participants.
I use the turn “varying unstructured” instead of “unstructured,” “semi-structured,”
and “structured” interviews because according to Cole (2003a), life is in between totally
structured and unstructured. It is impossible to be structured; otherwise, there is no
discoordination and there is no consciousness. Totally unstructured will provide no base for
thinking since everything encountered are unrelated and different. The varying unstructured
interview is a way of communication that negotiation between interviewer and interviewee is
needed to be studied. Although one can argue that the unstructured interview will have a
danger of unforeseeable result and uncontrollable direction (Marshall & Rossman, 1999), but
based on Vygotsky’s mediation theories, varying structured interview or conversation can
provided more insight information for researcher to generate data. Vygotsky discusses the
sign and symbol as psychological tools for one’s activities. (Vygotsky, 1930/1978) Since
signs and symbols are also rooted in a social and cultural history that may different from one
to another. During the conversation, one uses his signs and symbols not only intramentally
for thinking, but also put the symbol system out to have meaningful transformation with
another one’s symbol system. Through the exchange and negotiation, communication begins.
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When I communicate with participants, I focus on the exchange of our signs and
symbols on both sides. Small talk is useful, but almost always, the responses from
participants are quite different from my own understanding. The difference can create my
consciousness; therefore, in return, the sign, the self generated stimuli, and my own symbol
system are modified and new understanding to the interviewee can be achieved. On the other
hand, if I force the participants to adapt my own symbol system with totally structured
interview, because I am totally coordination while the interviewee is totally discoordinated in
terms of symbol exchange, there is no meaningful conversation. In contrast, if the interview
is totally unstructured and I am forced to adopt the interviewee’s symbol system, I think there
is no way for me to have the interview done and my dissertation finished in time.
Document Review / Oral History
The second task was to investigate the historical documentation and the cultural
context of technologies being used in the college. An oral history can be utilized to gain more
information about the past. As Hoepfl mentions, “… the study of closure of technology
teacher education programs, used newspaper reports, university policy documents, and
department self-evaluation data, where available, to supplement data gained through
interviews.” (Hoepfl, 1997, p.54) The importance of the past is being described by Foucault
as that “what found at the historical beginning of things is not the inviolable identity of their
origin; it is the dissension of other things. It is disparity.” (Foucault, 1984) Also as Vygotsky
mentions about the mediated and unmediated knowledge, the use of artifacts is culturally and
historically situated. (Cole, 2003b; Vygotsky, 1925/1999, 1930/1978) The disagreement in
opinion from origin with other things within the same context can produce debates that are
driving the history moving forward.
On-going Dialog
The on-going dialog is served as a communicating channel in addition to the existing
techniques. The purpose for the on-going dialog is to get situational, at-the-moment response
from the research sites such as observation-participation. That can provide me on-going
different perspectives of an event during the research.
Reflex Journal
In any of the processes, reflex journal is taken as generated data for analyze. While
generating data, the generated data provides new understanding in process and therefore,
generate new stimuli for the very next step of data generation. In this sense, data generation
process in return, become products of generated date and make changes on the researcher’s
psychological functions. The processes of changes are recorded as reflex journal for further
analysis. Therefore, the reflex journal becomes part of the generated data for this study.
Trustworthiness
As introduced by Lincoln and Guba (1985), the trustworthiness is described in one set
of criteria that reviews the quality or integrity of qualitative inquiry. (Lincoln & Guba, 1985;
Schwandt, 2001) Thus, trustworthiness can be defined as “quality of an investigation (and its
findings) that made it noteworthy to audiences.” (Schwandt, 2001, p.258) Ely also thinks that
if a qualitative researcher is trustworthy, he or she has to take care of the fairness of the
research processes. (Ely, 1991) However, Ely goes on to argue, “Trustworthiness is, thus,
more than a set of procedures. To my mind, it is a personal belief system that shapes the
procedures in process.” Lincoln and Guba also point out a basic question for the
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trustworthiness – “how can an inquirer persuade his or her audiences that the research
findings of an inquiry are worth paying attention to?” (Lincoln & Guba, 1985, p.290) In
order to achieve trustworthiness, the set of criteria that reviews the quality or integrity is
described as follows.
Credibility / Internal Validity
Hoepfl (1997) states that internal validity in traditional inquiry is to have the collected
or generated data be as close to the reality as possible (Hoepfl, 1997) Gay and Airaisan also
argue that the internal validity is disturbed by some aspects other than those foreseen aspects
that affect the dependent variable from a researcher. (Gay & Airasian, 2003) However,
Lincoln and Guba think it is not the case and state that “the determination of such
isomorphism is in principle impossible” (Lincoln & Guba, 1985, p.294) If the exact reality is
known by the researcher, there is no need to exam it. (Lincoln & Guba, 1985, p.295) It is
reasonable if as Ely thinks the procedure is shaped by one’s personal belief system; therefore,
there are multiple realities that based on different personal beliefs. Hoepfl thinks, “The
qualitative researcher assumes the presence of multiple realities and attempts to represent
these multiple realities adequately.” (Hoepfl, 1997, p.58) Based on this understanding, the
credibility is to exam the realities if they are sufficiently obtained by the researcher.
Credibility can be enhanced by several ways. Triangulation is often mentioned. There
are methods, data, analysts, and theory triangulation. (Patton, 1990) Patton also believes that
the sample size for qualitative research is less a threat, but the richness of the information
that generated by researcher is critical. Lincoln and Guba use a different approach to enhance
the credibility. They present their analysis along with some raw data for others to check.
(Lincoln & Guba, 1985)
Transferability / External Validity (Generalizability)
Gay and Airasian states that “external validity, also called ecological validity, is
concerned with the extent to which the study results can be generalized to groups and settings
beyond those of the experiment.” (Gay & Airasian, 2003, p.359) In other words, the external
validity focuses on whether or not the research results are replicable and generalizable to
other place and/or in different time. Gay and Airasian also think that if the result cannot be
replicated by others, “the study has low external or ecological validity.” (Gay & Airasian,
2003, p.359)
On the other hand, Lincoln and Guba argues that because of the nature of the
qualitative inquiry, “the existence of local conditions makes it impossible to generalize”
(Lincoln & Guba, 1985, p.124) Based on this idea, Lincoln and Guba use transferability to
describe how a working hypothesis can be used between the previous study and the following
study. The researcher of the previous study has to provide sufficient data for the following
researcher to evaluate if the previous findings are suitable for the new situation. (Lincoln &
Guba, 1985) Therefore, the transferability is not determined by the previous researcher or
other people. The self of the researcher is.
Methods of Analysis
In order to analyze the psychological functions of meaning making, I will follow the
principles that Vygotsky suggests for this study. Vygotsky (1930/1978) talks about the
methods of investigation and analysis of his research:
The search for method becomes one of the most important problems of the entire
enterprise of understanding the uniquely human forms of psychological activity. In
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this case, the method is simultaneously prerequisite and produce, the tool and the
result of the study (p.65).
The following are three principles of analytic approach that Vygotsky (1930/1978) suggests
to analyze higher psychological functions.
Analyzing process, not objects
Vygotsky uses this principle to separate the idea of the analysis of object and the
analysis of process. As mentioned in the historical approach of development in chapter 2, if
we want to analyze an object, we need to have it up against with the history of the dynamic
developmental process. Vygotsky describes it as “experimental-developmental” that “creates
a process of psychological development.” (Vygotsky, 1930/1978, p.62) Therefore, in this
study, when the meaning of educational technology is investigated, the object of meaning
should be treated as a dynamically changing processes in the participant’s activities in the
cultural-historical theme. The process of data generation in this sense is a tool to generate
meaning as well as a product of generated meaning. While analyze the meaning from the
generated data, I also analyze the process of the generation. As Vygotsky mentions, each
stage of development is a reconstruction of the process. This means that “the process must be
turned back to its initial stages,” (Vygotsky, 1930/1978, p.62) The procedures of generating
data of this study are always dialectically and dynamically transforming with the generated
data and re-establishing in their own courses; therefore, analyzing the data of the meaning
becomes analyzing the processes (procedures) and becomes the synthesis of one analysis.
Explanation versus description
Vygotsky discusses the different analytical approaches between phenotypic,
descriptive, and genotypic, explanatory, in terms to psychology. Vygotsky uses Lewin’s idea
to explain the external nature of phenotypic and the origin nature of genotypic. (Vygotsky,
1930/1978, p.62) Vygotsky also explain on Marx’s opinion on the phenotypic approach is
that “if the essence of objects coincided with the form of their outer manifestations, then
every science would be superfluous.” (Vygotsky, 1930/1978, p.63) That is if the
phenotypical external image can entirely represent the internal causal-effective genotypical
relations, the everyday experience can be replaced by scientific analysis. If we recall the
concept of consciousness and the concept of discoordination, the spontaneous concept, the
direct experience can never be entirely coordinated with the scientific concept, the mediated
experience; otherwise, there is no creation of consciousness. If there is no consciousness, no
reality can be sensed, and one would have no self. (Singer, 1983, p.74-75) In other words,
explanation always needs description to contrast.
This is also the idea that I do not use triangulation method for Validity verification for
this study. Different sources of information may point to the same direction phenotypically,
but genotypically, the origin and causal-effective relations may be totally different. In fact,
those two should never be matched entirely; therefore, the meaning of educational
technology should not be taken as a face value from participants, but I should analyze the
under pinging relation and rational genotypically to contrast with phenotypical data. To sum
up, the explanation and description are in dialectical relationship that one cannot be solely
analyzed without contrasting with another.
The Fossilized behavior
Vygotsky refers the “fossilized behavior” as:
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In psychology we often meet with processes that have already died away, that is,
processes that have gone through a very long stage of historical development and
have become fossilized. (Vygotsky, 1930/1978, p.63)
Because those developmental processes are in the events of history and cannot be
detected in live for researchers, it is very difficult for researchers to analyze psychologically.
Vygotsky further extent that the fossilized behavior lost its origin of phenotypical appearance
and the current appearance has nothing to do with the original one. Therefore, Vygotsky
says, “In short, we need to understand its origin … this is the aim of dynamic analysis.”
(Vygotsky, 1930/1978, p.64)
Vygotsky criticizes that when he means study historically, he does not mean to study
the events from the past. In this way of analysis will create a wall between the present and
past forms of behavior, and it is hard to overcome. Instead, Vygotsky says, “To study
something historically means to study it in the process of change.” (Vygotsky, 1930/1978,
p.64-65) He also agrees with Blonsky that “behavior can be understood only as the history of
behavior.” (Vygotsky, 1930/1978, p.65)
In this study, data generated from interviews as well as oral history and document
reviews can provide traits to participants’ origin of the meaning. Then I can analyze the
process of development from the historically origin to the present in culturally and
historically mediated artifacts such as observed fossilized mechanical behavior from
observation. This kind of developmental analysis can be resulted in “a qualitatively new form
that appears in the process of development.” (Vygotsky, 1930/1978, p.65)
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A Disguised Form of Ability Grouping in Junior High Schools:
The Case of Art Class in Taiwan
Yin-Hung Hsu
Abstract
This study is undertaken to make in-depth description of teachers’ pedagogical
practices in relation to ability grouping by art in junior high schools in Taiwan.
Specifically, the study aims at (1) understanding the socio-cultural contexts of
education fanaticism in Taiwan; (2) analyzing teachers’ definitions of situations
regarding art class as well as their corresponding pedagogical practices; and (3)
discussing the implications of ability grouping by art in terms of equality of
educational opportunity. To fulfill the above-mentioned purposes, classroom
observation, semi-structured interview, and document analysis techniques are
employed to collect empirical data from a junior high school in northern Taiwan. The
study finds out that students in art class cannot get rid of the influence from education
fanaticism. Not only do they, in order to get into prestigious high schools which are
mainly in the expectation of their parents, put their minds solely on their academic
schoolwork at the cost of their talent in art, they also take part merely in
academic-oriented activities. Besides, students in art class try to add their admission
points to high school by participating competitions in and out of school. The way
1

stated above also shows the uniqueness of the entrance system that values the
entrance-oriented competitions in Taiwan. Furthermore, teachers and parents pay more
attention on students’ intellectual education than the performance in other aspects and
even regard the academic achievement as the measure standard. The purpose to be in
the art class is to satisfy the students, parents, and teachers’ desires to enter prestigious
high schools. Consequently, schools become the pusher of the education fanaticism
and educational opportunity is unequal in Taiwan.
Keywords: education fanaticism, ability grouping by art, equality of educational
opportunity

A Disguised Form of Ability Grouping in Junior High Schools:
The Case of Art Class in Taiwan
Introduction
The institutionalization of education in Taiwan is very different from that in other
countries. The uniqueness lies in, for example, the practices of ability grouping, the
standardization of national curriculum, and the decisive impact of entrance
examinations on stratification of educational opportunities. However, not a single
study is able to explore the functioning of educational institutions without paying due
regards to cultural and institutional factors. This study proposes that among all the
factors, the most influential one is education fanaticism, which has for so long haunted
the Taiwanese society and deformed the education systems here.
Take art class in junior high school for example. Art class is founded in the hope to
pick up talented students and train them for specialized professions. However, under
the sway of education fanaticism, art class is very often considered ‘talented class’ or
‘qian duan ban (academic-advanced class)’. To make sure their children could be
placed in art class, parents spend lots of money hiring tutors to cram subject contents
into their children’s heads. Art class, originally intended for children to develop their
special talents, turns out to be another source of pressure. With the expectation and the
consequent preference from the school authorities, teachers and parents, art class
becomes a ‘privileged class’ in school and their academic performance serves as index
2

of school accountability, and this is obviously not what it has been set up for. We can
even say that it becomes a disguised form of ability grouping. Many scholars as well as
teachers challenge the consequences ability grouping by art has brought, worrying
about students’ future developments and careers (Sun, 1985; Ni, 1991). Keeping this in
mind, this study carries out a careful exploration of an art class in a junior high school,
choosing the second-grade art class in Da Ke Junior High School (Pseudonym) in
Taipei County as research subject, engages in a one-and-half-year study, employing
qualitative methods such as participant observation, semi-structured interview and
document analysis, focusing on pedagogical practices, such as resource distribution,
classroom interaction, behavior management and teacher-student relationships, and on
the basis of these analyzes the influence of education fanaticism.

The Forming of Education Fanaticism in Taiwan
The keen academic competition in Taiwan has always been blasted, and has made the
public seriously concern themselves with the close connection between schooling and
joint entrance examinations. As official papers and documents of Ministry of
Education (1993: 3) clearly point out, ‘Due to the malicious impact of education
fanaticism, joint entrance examinations result in junior high students’ paying attention
solely to intellectual education, increasing students’ academic loads, and consequently
bring about ability grouping, crossing-district schooling, cramming and corporal
punishments. These abnormalities severely cripple students’ physical and mental
developments and arouse deep concern.’ According to the content of the above report,
the blame is to be put on the education fanaticism for the deformation of schooling and
the tortures students undergo. The origin of the term ‘education fanaticism’ is hard to
trace in Taiwan; however, it is the very term that most frequently come up during the
past few decades when people discuss the issues concerning education (Wang, 2002).
As a matter of fact, ever since the 50s and 60s, the fierce competition of entering high
schools and colleges has been called ‘education fanaticism’, and has been a very hot
issue at debate. In spite of the fact that the government has always made the
elimination of education fanaticism one of the policy foci, and spared quite a few
efforts, inclusive of lots of manpower and a large sum of expenditure, keen
competition due to the so-called education fanaticism, sadly enough, has never been
eased off.
Because the measures the government proposed have not appeared to produce any
great effects, local scholars have been urged to rethink the essence of education
fanaticism. Basically speaking, education fanaticism is not simply about the number of
3

educational opportunities, it also has a lot to do with traditional ethical and cultural
codes on the one hand, and individual’s perception of it, on the other. Yang and Yeh
(1984: 360) say, ‘When everybody goes to extremes to enter high schools and colleges
for the sakes of “entering high schools and colleges”, regardless of self altitudes,
abilities, characteristics, motivations, economic competency and the future careers,
education fanaticism arises.’ In addition, Huang (1988) points out that eastern Asian
countries put very much emphasis on the Confucian thoughts and its ethical paradigms,
and thus parents in general conceive the ‘expectation of their children to be superior to
others in the world’, and further, with such expectation, push their children to study on
and on. The scholars aforementioned respectively describe the causes and effects of
education fanaticism in Taiwan from the perspectives of psychology and culture. If we
want to look deeper into the initiation and subsequent development of education
fanaticism in Taiwan, the process of modernization and its influence, which build
strong links among occupation, diploma, and social status and ultimately lead to
intense competition for diplomas, should be put into consideration (Dore, 1978).
Education fanaticism not only forms people’s ideas and attitudes, it also changes
the original intentions of educational institutions or even deprives them of their
meanings, resulting in malfunctioning schools. If we examine schooling in the broader
context of educational fanaticism, we will see negative effects during the schooling
process. Wang and Lin (1994), after synthesizing all the argumentations, point out that
educational fanaticism, which is said to be peculiar to Taiwan, leads all the people in
schools to care about nothing except how to get high grades in joint entrance
examinations. To achieve this end, they violate laws and regulations and deem these
laws, regulations and educational principles as unrealistic, and by doing so, they
deform schooling. When joint entrance examination becomes the ultimate aim, and
everybody blindly tries every possible means to attend high schools and colleges,
education fanaticism is thus resulted. The underlying complex interaction of traditional
cultures and social structure has a lot to do with teachers ethics, teacher education, and
the promotion system of teachers and principals (Wang & Hsieh, 1993).

Researches on Education Fanaticism in Taiwan
Although researches on education fanaticism in Taiwan have gained some
achievements, it’s only recently that most scholars put the blame on the overemphasis
on credentials. This study synthesizes these researches, and on the basis of which,
points out the influence of education fanaticism on Taiwanese society. Chang, Hsueh,
and Huang (1995) state that in Taiwanese society where credentialism prevails, people
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with higher diploma, in comparison with people with lower diploma, hold higher
esteem toward their social status on the whole, and other people look higher on them
too, even if they do the same job as people with lower diploma, so thus produces the
phenomenon of different pays for the same job. In a word, receiving education is not
only about getting better pay, but also for raising social status, and this reflects the
deep-rooted traditional values, that is, education cannot be over-emphasized, and the
consequent credentialism makes everybody believe in getting credentials as the most
effective way to getting better occupation, better income as well as higher social status
and thus competitions of going to high schools and colleges become greater and
greater with economic developments. Huang, Wu, and Chen (1996) point out that the
reason why the Taiwanese society becomes a credential-pursuing society is that
factionalism is too prevalent that employers hire employees out of personal intuitions
and preferences instead of rational calculations and judgments; under the
circumstances, there is no objective standard for hiring people except credentials and
qualifications. Intellectualism and credentialism are the fundamental reasons why
students rush to high schools and colleges. The government establishes lots of high
schools and colleges with a view to eliminating credentialism; however, credentialism
only gets inflated and credentialism problems get worse, because everybody keeps
seeking higher credentials.
Other researches don’t necessarily come to agreement with the findings of above
researches; however, they still recognize the importance of credentials for future
occupation acquisition and promotion. Chang and Wu (1996) think there is a wrong
perception of education fanaticism and credentialism in Taiwan. It is generally
supposed that the so-called credentialism means if you have a credential, employers
will be willing to hire you with better pay even if you are not really that able. But as a
matter of fact, such case happens only in the government departments, not in business
circles. If the business and industry have faith in credentials, it is surely because the
credential holders have higher productivity. Although they don’t seem to agree with
the argumentation of Randall Collins (1979), at least under the government regulations
they would hire employees with higher diploma rather than better ability. Research of
Liu and Li (2001) finds that, when employers can’t be sure whether the job seekers
have the abilities they want, credentials become a good selective tool; nevertheless,
credentials seem to have no substantial influence on the following promotion. In other
words, credentials may have obvious but indirect effects. Besides, the prevalent
misperception of credentialism in Taiwan produces negative impact on the society and
puts the graduates from vocational high schools at the most disadvantaged position.
Though the above research takes credentialism as a myth, they dare not claim it is not
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important in Taiwan, because it is not the reality.
All in all, schooling and credentials seem to be emphasized to some degree in
Taiwan, under the influence of traditional culture and the process of modernization.
The fact that the public esteems intellectual education catalyzes the climate of
education fanaticism. No matter parents, teachers or students, they all put their focus
on academic achievements, and regard academic scores as an important index of
school accountability. The situation indirectly urges parents to invest constantly in
their children’ education, and naturally students make the pursuit of credentials the
very main purpose of receiving education. It appears in schools in the form of
emphasis on credentialism. We can say that parents and teachers put much more
attention to intellectual education other than other aspects. They even use academic
performance of students as the only standard of judging their behaviors.

Art Class under the Circumstance of Education Fanaticism in Junior
High School
All evaluation and analysis of educational measures and reform can’t be separated
from the social context. This study tries to examine art class under the context of
education fanaticism by discussing and analyzing from aspects of resource distribution,
pedagogical strategies and classroom management; it attempts to find out how
education fanaticism influences the operation of art class and the pedagogical practice
in junior high school.
The Aspect of Resource Distribution
a. Enhancing learning effectiveness
The study unveils that teachers of art class are selected due to special concern.
Teachers, being fully experienced and having keen sense of responsibility and
earnestness, are always the first choice. Besides the ability of classroom management,
profound professional knowledge, and devotion to all kinds of affairs in the class, the
home-room teacher has to negotiate with administrators and students’ parents all the
time. As far as specific subject teachers are concerned, they are all excellent absolutely.
They dedicate themselves to instructing and have reputation of enhancing learning
effectiveness. The arrangement seemingly intends to provide a good learning
environment, but it aims at academic achievement actually. The parents will
immediately exert pressure on or even interfere with the arrangement for subject
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teachers, if learning effectiveness is not satisfying. In addition, the school will hold
field trips on an irregular schedule to let students visit all kinds of fine arts exhibition
or go painting outdoors on holidays. What is done is all for strengthening students’
abilities. When it comes to their graduation display, it is certainly a big event in school.
Administrators not only prepare for it as soon as possible but invite residents in the
community to join it. Anyway, they want the big event to be very impressive and
successful.
Generally speaking, art class occupies an advantageous position in utilizing the
resources of the school as well as more opportunities to show their talents. Moreover, it
also has special budget and is considered deserving to be treated this way because of
their good learning attitude and academic performance. However, discrimination
happens to the students in regular classes when only does art class catch the
administrators’ eye and take away the surplus budget. Ignoring the need of the majority
and regarding the intellectual achievement as a basis of budgeting money and
resources is not fair to most students. This situation will deprive most of the students in
regular classes chances of developing their competence.
b. Accumulating the credit for entering high school
The dean of a junior high school indicated that he regards documents relating to
art class as the top priority to be dealed with. Therefore we may say art class is a
disguised talented class. Students in art class have more chances to participate in
variety of contests, so they can gain more credit for their future entrance admission into
high school. Boosting entrance admission credit through participating in contests
inside and outside of the school is a unique phenomenon in Taiwan and it seldom
appears in tracking research in other countries. It demonstrates competitions are
emphasized on academic orientation under the special system of Taiwan’s education
fanaticism . School administrators and teachers are eager to participate in contests in
the name of providing chances for showing students’ talents. Indeed, they only care
about the results which will benefit them in the high school’s admission. Apparently,
the ideology of education fanaticism dominates behind. Once students in art class gain
reputation for being able to enter prestigious high schools, it can help their alma mater
attract students around the community to enroll.
The Aspect of Pedagogical Strategies
a. Expanding the depth and breadth of knowledge
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Subject teachers of art class provide more extensively and in-depth instruction. To
help students in art class pursue good performance in their entrance exam eventually,
they spend more time lecturing on the subject knowledge. The supplementary
materials are also different from regular classes’. For example, the geography teacher
will decide whether the outside reading to be instructed or not according to the
interaction with students. Often art class receives more abundant teaching. Given with
supplementary materials which have better connection to previous instruction, students
in art class learn things more comprehensively and easily. Their knowledge will be
expanded afterwards. In addition, the study finds students’ art talents are taken into
consideration when instruction or field trips are implemented. Subject teachers
admitted that those students’ qualities and learning abilities are above the average.
That’s why more extensive and in-depth instruction combined with their specialties is
offered for art class. Finally, the gap between regular classes and art class will result in
different academic achievement. The instruction based on art talents is quite different
from the findings of tracking research in other countries.
b. Fulfilling the priority of the entrance exam
Equipping themselves with excellent academic proficiency and learning abilities
and attitudes, students in art class make good impressions on their teachers. Hence the
English teacher gives more elective option and training on their four language skills.
Besides diverse supplementary materials, more time for correction, reviewing and
mechanical drills are provided to fully prepare for the coming entrance exam. The
geography teacher claimed that supplementary materials for art class are related to the
textbook, but for regular classes, supplementary materials are linked to students’ life
experience. Meanwhile, the history teacher gives more detailed instruction and uses
more subtle wording in art class. Distracted by maintaining the classroom order and
concerning for the proficiency level, the history teacher usually gives instruction as
easily as possible to make it more comprehensible in regular classes. It’s common to
see teachers adjust their teaching to tally with students’ proficiency level and behavior
in the classroom. However, this adjustment will weaken learning abilities of students in
regular classes and widen the gap between art and regular classes in the long run. In
conclusion, different pedagogical strategies lead to different depth and contents of
instruction. They are also decisive factors of students’ learning abilities and
performance in the coming entrance exam.
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The Aspect of Classroom Management
a. Setting up different standards
Teachers usually interact with students in high-track classes more often and have
high expectations on them; the former acquire much more praise and less criticism
than the latter (Brophy & Good, 1970). The study finds teachers of art class can easily
have the sense of achievement, so teachers are active in winning over teaching art class.
However, high expectation and more demands on art class ensue. One of the students
said, “Teachers set higher standards for us and keep pushing. This is because they
consider we do a better job than other classes. In fact, our grades are better.” (Jeannie,
art class, 930107) Another student said, “80 points are the bottom line for us, but 60
points are for others in geography class.” (Susan, art class, 920418) Besides higher
standards for grades and more strict rules for homework, teachers and parents will
show their anxiety immediately and seek out for reasons and resolution from subject
teachers, if students perform out of expectation. Such practice is rare for regular
classes, but it’s common for art class. As far as subject teachers’ expectation and
demands are concerned, the outstanding academic achievement of art class is a shared
expectation. To them, art class is equal to the first-rate academic-advanced class.
b. Demanding on academic performance
Generally speaking, most of the parents, teachers and administrators count on art
class taking responsibility for the school’s performance in the entrance exam of high
school. Such expectation forces art class to accept much higher standards for academic
performance than others. Let’s take some courses for instance. The science teacher
always deems students in art class to be fabulous in their scores but still have much
room to be improved. He sometimes uses corporal punishment to compel students to
study harder. This measurement won’t harm students physically but imposes much
pressure on students. It often makes students feel nervous and worry about being
punished. As for their English lessons, the teacher deprives unqualified students of
their break time to come to her office to study. None of the students is rid of being
penalized by her. The geography teacher never disciplines students, but often asserts
that they should have done a better job to meet with their competence. An important
message is released from the implication and then students will realize the teacher
stresses the academic achievement a lot.
As stated above, it’s obvious that teachers partially define students’ abilities as
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academic achievement. From students’ point of view, scores mean everything. Their
diligence and effectiveness are judged by scores. High scores not only assist them to
earn praise from teachers and parents but guarantee they are men with virtue. In other
words, grades are the benchmark of learning effectiveness. Subject teachers classify
students according to their intellectual performance. Students in art class stated that
teachers show more patience to high achievers, but low achievers and misbehavior
students are prone to be scolded harshly. In comparison with regular classes, students
in art class have less punishment. Nevertheless, learning effectiveness is the key
element for teachers to determine how to discipline students. Consequently, the
pressure of entrance exam is a latent factor to influence the interaction between
teachers and students.

Conclusion
The study discovers expectation from parents, teachers and administrators have turned
art class into an exam-driven class. It betrays the original spirit. However, it is
established through particular selection procedure. Performance of students in art class
has been applauded for a long time. It is an academic-advanced class in parents,
teachers and administrators’ mind and is the best propaganda to attract prospective
students from the community and neighboring areas. Most people think art class is the
best in school. Parents of art class anticipate their children to enter a prestigious high
school by studying in art class. The fact can be proven by things students care about.
Students in art class accentuate intellectual performance and even believe it will affect
their future career. In Taiwan, the teaching goal of junior high school is to cultivate
students with variety but equilibrium abilities, but the intellectual ability usually
becomes the criterion of judging other abilities. With the help of emphasizing on
entrance exam, academic achievement grows into the core value of schooling.
Education fanaticism deteriorates the nature of art class and transforms it into only an
academic-advanced class. Noticeably, the distribution of school resources, the
transmission of subject knowledge, and anticipation are totally different between art
class and regular ones. Students’ identification will be shaped dissimilarly under the
guidance of teachers. Finally, it is likely to result in inequality of educational
opportunities.
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Series of Study on Structured Teacher Selection System –
Opinions of Interviewers
Yuehluen Hu
Department of Education, National Chengchi University
Abstract
Since the training of teachers has diversified, the number of teachers awaiting a
teaching position has increased dramatically, resulting in a highly competitive teacher
selection. Teacher selection greatly affects the qualities of teachers, and the education
of millions. Therefore, the objective of this study is to understand the structured level
of Taiwan’s teacher selection system, to put forth a preposition according to the study,
thus resolving the problems faced by Taiwan’s teacher selection system.
The subjects were interviewees of the Taipei County District 2004 joint high
school teacher selection. A total of 217 effectives questionnaires are collected, consists
of 132 males (61%) and 85 females (39%). Survey instrument is the self-designed
“High School Teacher Selection Interview Survey Questionnaire”. The test-retest
reliability coefficient of the questionnaire is about .50 with significance level of .05.
The validity of the questionnaire was based on the expert validity, which was
satisfying.
The general definition of a structured interview can be organized into fifteen
dimensions: 1. establish interview questions based on job analysis; 2. ask exact same
question for each candidate; 3. limit prompting, follow-up and elaborating questions; 4.
the content and style of questions; 5. interview durations and number of questions; 6.
control of ancillary information; 7. questioning session for candidate; 8. immediate and
multiple rating; 9. use of anchored rating scales; 10. use of notes; 11. multiple
interviewers; 12. use same interviewer(s) across all candidates; 13. discussion of
interviewers during interview session; 14. interview training; 15. scoring techniques.
After inspecting the present system according to these fifteen dimensions, research
results showed that the teacher selection interviews, in Taipei County, are in an low
structured state.
The most overwhelming confusion among the interviewers is the lack of ability
to propose the appropriate questions and to evaluate responses. Situations in other
counties and cities are generally similar, in other words, Taiwan is still quite
unfamiliar to the issue of structured interviews. Such a problem will damage the
reliability and validity of Taiwan’s teacher selection.
Keywords: interview, teacher selection, structured
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Abstract
Taipei stands as the primary location of inclusive schooling in Taiwan, and
pullout service has become the major service for students with disabilities in Taipei.
However, segregated educational settings, different curricular instructions, and specific
budget allocations are still areas for improvement, according to the Integrated
Comprehensive Service Model. This paper provides an implementation plan to
implement incursive schooling in Taipei.
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Introduction
I am the first Taiwanese student with visual impairments who is working on PhD
study in the U.S. As far as I know, my dissertation is the first study regarding inclusive
schooling issues in Taipei from perspectives of educational officials, principals and
special and general education teachers. The expectations of my study are that I want to
know the status of inclusive schooling in Taipei. Besides from the points of view of the
study participants, I can examine what barriers they have confronted and support they
have obtained and the roles of educational leaders in Taipei. Furthermore, I want to
know what educational leaders should do to include students with disabilities fully.
Last but not least, my dissertation is an exploratory study for future researchers when
Taipei wants to promote inclusive schooling policy.
In my study, six parts were addressed, which includes background of the study,
the problem of statement, literature review, analytical framework, methods, limitation
of the study.
Background of the Study
Both my personal and teaching experiences inspire me to conduct my study,
and I choose inclusive schooling as the topic of my dissertation.
When I was thirteen, I realized that I had a problem with my vision. I had to
withdraw from general education setting because Taiwan did not provide good
inclusive schooling.After I received my bachelor degree in special education, the
Taiwanese government assigned me to work as a teacher in the National Special
Education School for the blind in central Taiwan. When I taught my students, I found
that they also encountered the same problems that occurred to me in the past, and that

my students could not study with peers in the neighborhood schools and had to study in
segregated education setting.
The Problem of Statement
Based on equal opportunity and anti-labeling in Taipei, educational leaders
have begun to consider the needs of students with disabilities in inclusive schooling in
recent years. It is therefore important to take educational leaders’ perspectives into
consideration when implementing inclusive schooling for students with disabilities.
In addition, special and general education teachers are the people who are closest to the
students in the classroom; hence, their viewpoints are also important when considering
the roles of educational leaders in inclusive schooling. Therefore, I designed the
following three research questions to delve into what educational officials, principals
and teachers (both general and special education) in Taipei concerns regarding
inclusive schooling. These research questions pertain to Taipei and to three selected
elementary schools in Taipei.
1. What is the status of inclusive schooling in Taipei?
2. What barriers and support exist for including students with disabilities more fully?
3. What is the role of educational leaders in inclusive schooling now, and what should
it be to include students more fully?
The three elementary schools I selected are ahead of curve in Taipei. The first
question enables me to examine the types of the special education services received by
students with disabilities in these three schools so that I can know to what extent these
three schools have progressed in inclusive schooling. I intend to interview the study
participants to know what barriers these three schools have encountered and what
caused these barriers in inclusive schooling. Furthermore, I attempt to know the
current roles of educational leaders in inclusive schooling and what they should do in

order to give concrete suggestion on how to exercise their power to improve the
situation.
Literature Review
There are two parts in my literature review. The first part includes ideas of
inclusive schooling, visions of educational leaders, and the roles of educational leaders
and teachers in inclusive schooling. In the second part, I will elaborate on four strands
of inclusive schooling in Taiwan, which are respectively the General Education
System, the Origin of Special Education in Taiwan, policies for people with disabilities
in Taiwan, and an administrative support system for special education in Taiwan.
Analytical Framework
The Integrated Comprehensive Service (ICS) model (Capper, 2005) forms the
analytical framework for this study.
The Core Principles of the model state that the system needs to
accommodate the students, student failure should be prevented, and student
needs should be met on an individual basis.
The ICS model recommends that students receive services with their
neighborhood peers or in their school of choice.
The ICS model proposes that inclusive schooling provide culturally relevant,
differentiated curriculum and instruction, based on principles of universal
access.
Teachers and staff should share knowledge and expertise with each other and

with students, and build each other’s capacity to work with a range of
students.
The model addresses funding, and recommends that funding and resources
be merged to build teacher and system capacity with a focus on the
prevention of the student struggle.

Methods
Design
I adopt a multi-case study by means of qualitative methodology to complete my
study in order to identify what barriers and support both exist in inclusive schooling
and know what the educational leaders should do to include students fully.
Sample Selection
Site Selection
I focus my study on elementary education level because it is the more basic
phase of compulsory education. I also choose Wu-chang elementary school,
Ren-ai elementary school, and Shi-pai elementary school since they are
ahead of curve in inclusive schooling in Taipei.
Participant Selection
For this study, I choose at most seven participants form each of the three
schools. Among these seven participants, I’d like to include two to three
persons respectively from general education teachers, special education
teachers and the school principals. Additionally, I interview two officials
from the Department of Education in Taipei.

Data Selection
Archival records and documents
I intend to analyze publications, documentation, and journals from the
Department of Education and the Ministry of Education in Taiwan to learn
about the changes in inclusive education policy in Taipei, and the extent of
inclusive schooling for students with disabilities.
Interviews
I spend 90 minutes interviewing educational officials, principals and
teachers. I consult them about what the difficulties and support exist in
inclusive schooling.
Observation
I observe students’ activities in recreational periods and lunchtime to know
what students’ daily routines are in schools. Additionally, I attend school
meetings to know what principals and teachers are concerned about in terms
of inclusive schooling issues.

Data Analysis
A constant comparative method is a systematic method of collecting data,
generating common categories, and evolving a theory in an analytic manner for further
testing (Glaser & Strauss, 1967; Strauss, 1987). Throughout the data collection and
analysis process, the constant comparative method (Glaser & Strauss, 1967) is adapted
to analyze the data that has been collected from all teachers, principals, and
educational officials in order to examine what they are concerned about when
implementing inclusive schooling.
Limitations of Study

There are three limitations in my study. The first limitation of my study is its
simple size: the three schools I choose are only a small subset of all elementary
schools in Taipei. Hence, the results of my study cannot represent all
elementary schools.The second limitation is that the researcher is dependent on
the interviewees to provide accurate and honest information.
The last limitation is that case studies could oversimplify or exaggerate study
results (Guba & Lincoln, 1981).

Impact of Computer Technology on ESL Writing
Mei-ching Huang
Jin-Wen Institute of Technology, Taiwan

Abstract
The purpose of this study was to understand the impact of using computer
technology in English writing projects on two ESL high school classes in Pennsylvania in
the United States of America. Twelve volunteer students from the two classes and their
teacher participated in a project called the Country Project, which required the
participating students to search the World Wide Web for information about their home
countries, use the procured information to revise on computers a composition they had
written by hand, and interact with each other through e-mails. The Country Project lasted
for 26 days. Qualitative data were collected through interviews, participant observation,
and documents, while quantitative data were collected through a written survey. The
results show that the participating students generally liked to use computer technology in
English writing and thought that it was advantageous. Searching the Internet enhanced
the participating students’ understanding of the writing topics, radically changed the
content of their writing, and excited them. E-mail exchanges provoked further discussion,
facilitated interaction, and made learning more interesting. Although the Country Project
did not affect the participating students’ feelings about English writing to a great extent, it
did help them learn about English, their home country, their classmates’ home countries,
and some computer skills. It also revealed that the participating students attached much
less importance to English writing than to grammar, vocabulary, and spelling. It is
advised among other recommendations that ESL students should be taught more
extensively about English writing and that English writing projects should be allotted
more time.
Keywords: ESL, English writing, computer technology, Internet, e-mail
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INTRODUCTION
The purpose of this study was to understand the impact of using computer
technology in English writing projects on two ESL high school classes in Pennsylvania in
the United States of America. Computer technology, including word processing programs,
World Wide Web (WWW) searching, and e-mailing in this study, has been used more
and more in all kinds of curricula. The motivations have lain on the advantages computer
technology can bring for the students. For example, focusing on English writing, Lee
(1997) noted that computers and the Internet might help arouse students’ interest in and
motivation for learning it. Green (1997) also stated that the application of the Internet is
most effective in helping students improve their reading and writing skills along with
their cultural knowledge. However, is using computer technology an asset or a burden to
ESL students, who tend to have a lower English proficiency?
Unresolved results in the literature indicated a need to study the effect of
computer technology on ESL/EFL students with regard to English writing. Results
reported on the application of word processing in ESL/EFL writing have been conflicting
(Pennington, 1993; Collier & Werier, 1995). For example, Cohen and Riel (1989)
reported student improvement in writing quality; however, Cross (1990) examined the
composing processes of 3 basic ESL writers only to find that the participants made little
use of the word processor and produced little material.
In addition, findings on the application of networked computer technology in
ESL/EFL writing have been mixed, too (Sullivan & Pratt, 1996). Harris and Wambeam
(1996) paired their composition classes and required their students to have synchronous
and asynchronous communication over the Internet. As a result, students in these two
experimental classes liked writing significantly better and improved more on writing than
those in a control class. Sullivan and Pratt compared student writing pieces in a
networked computer-assisted class and in a traditional class and found that final drafts of
the students in the computer-assisted class improved more. Nonetheless, similar
ESL/EFL studies conducted by Braine (1997; 2001) generated opposite results.
To contribute to the literature and increase the understanding of the issue, I
designed a writing project, which was named the Country Project by the participating
teacher, for two ESL high school classes in Pennsylvania, U.S.A. and implemented it. I
collected quantitative and qualitative data regarding the research question: What is the
effect of using computer technology in English writing on the participating students? The
results could shed light on how computer technology can help ESL students with English
writing projects and its advantages and disadvantages.
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METHOD
Participants
The participants in this study included 12 volunteer students, six girls and six
boys, from two ESL high school classes in Pennsylvania. Their age ranged from 14 to 19.
Among them, three were from the advanced ESL class, and nine were from the
intermediate ESL class. The three participating students in the advanced ESL class were
from Korea, Ecuador, and Japan, while the nine in the intermediate ESL class were from
China (1), Taiwan (1), Korea (1), Japan (1), Spain (1), Rwanda (2), and Ukraine (2). That
is, the participating students were from eight different countries. They had been studying
English for eight months to 12 years when I first interviewed them.
The participating students’ teacher Mr. White also participated in the study. He
was team teaching three ESL classes with Mrs. Wilson for the second year. Mr. White
used computers every day and knew many different ways to use them.
The Country Project
By the time I got in touch with the participating teacher, he and his team teaching
teacher had carried out a writing project, called the Memories Project, for some years.
The Memories Project required the students to answer some questions about their home
country from their memories and organize the answers into a composition.
The Country Project was implemented as a related project to the Memories
Project, requiring the students to use the computer, the WWW, and e-mails. It was
administered for 10 periods for the advanced class and 13 periods for the intermediate
class and lasted for 26 days.
During their first periods, the two classes began the project by writing an
introduction to their home country from their memories, working in ordinary classrooms.
The follow-ups were all done in the computer labs. The students were administered the
first test consisting of some questions about their home country (see Appendix 1) which
they had to answer from their memories. Then they searched the Internet for answers to
the questions. The next step was to search the Internet to compare their home country
with the United States and decide on two characteristics that make their home country
unique. After that, they searched the Internet for information about holidays or events in
their home country. The Internet searches and the comparison of the countries comprised
the second test (see Appendix 2). After the searches, the students had to re-write the
introduction to their home country based on the information they had procured from the
Internet. The directions for this re-writing activity are in Appendix 3. After the students
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finished the re-writing, they were asked to open an e-mail that I sent to them. The e-mail
contained e-mail addresses of their classmates, their teacher, and me as well as directions
for the subsequent steps in the writing project. They were expected to send the revised
introduction by attachment to their classmates, their teacher, and me through e-mail, ask
two questions of their partner about what their partner wrote, and answer two questions
from their partner. These questions and the answers had to be exchanged through e-mail,
with a copy being sent to the teacher and me as well. The procedures of the Country
Project were outlined in Table 1 in Appendix 4.
Data Collection
The quantitative data was only supplementary and consisted of a written survey,
which was given at the end of the Country Project.
The qualitative data for this study were collected through interviews, participant
observation, and written documents. Before the project began, I pre-interviewed the
participants about their personal background and their knowledge of and attitudes toward
computer technology and English writing.
Based on the information gathered through the pre-interview, seven participants,
that is, David (intermediate, from Ukraine), Steve (intermediate, from Rwanda), Sam
(intermediate, from Taiwan), Christina (advanced, from Japan), Holly (intermediate, from
Japan), Arnold (intermediate, from Spain), and Gena (advanced, from Korea), were
selected as informants for the post-interview given after the project was completed. The
selection was guided by maximum variation sampling to yield “important shared patterns
that cut across cases and derive their significance from having emerged out of
heterogeneity” (Patton, 1990, p.172). These 7 post-interview informants, 4 boys and 3
girls, were from 6 different countries, with 2 from the advanced class and 5 from the
intermediate.
The purpose of the post-interview was to learn the participants’ perceptions about
incorporating computer technology in the writing projects. It should be noted that to
understand the effect of using computer technology on the participating students with
regard to English writing, they were asked about their feelings of writing in English in the
pre-interview and the same question again in the post-interview. They were also inquired
about the effect of using the computer technology on their feelings of English writing in
the post-interview.
My interviews of the participants were open-ended and incorporated questions
based on my observations. I included two types of open-ended questions, that is, grand
tour or mini-tour questions, and questions about the subjective experience of the
4

participants, as mentioned by Spradley (1979) and Seidman (1998), in order to obtain indepth information. I conducted the interviews in English. All the interviews were audio
tape recorded. Questions in both interviews are in Appendices 5 and 6.
As soon as the project began, I started to observe the language and behaviors of
the participants while they were doing the project. In this study, I played the role of a
participant observer because I intensively participated with and observed the participants
(Spradley, 1980). According to Patton (1990), participant observation is regarded as the
most comprehensive of all types of research strategies because the data thus obtained help
the researcher gain insights into the program under study, which interviews alone are
unable to provide. My participant observation provided rich first-hand accounts of what
happened inside the class, the language and behavior of the participants with regard to the
research question, and what was fundamental to the people under observation. The
participants were told of the research purpose during all of my observations.
The documents for analysis included the first and second drafts of the written
introduction to the students’ home countries, the first-time and second-time answers to
the questions about their home countries, and e-mail communications between the
students.
The observations, interviews, and analysis of written documents formed the
triangulation of the qualitative data.
Data Analysis
The Likert-scaled answers to the written survey were quantified as “strongly
disagree”: -2, “disagree”: -1, “I don’t know”: 0, “agree”: 1, and “strongly agree”: 2.
Subsequently the values for the answers were tallied and averaged.
For the data analysis, I transcribed the 21 interviews, using pseudonyms for the
participants. I also read and analyzed my observation notes. I read the data several times,
which I then categorized and coded, analyzing the themes related to the students’
attitudes toward or perceptions of English writing or incorporation of the computer
technology.
I read, analyzed, and categorized the participating students’ e-mail
communications based on the specificity of the questions and answers and their relevance
to the writing topic. I compared and analyzed the two writing drafts as well as the
answers to the questions about their home countries that the students had provided from
their personal knowledge and from the Internet.
This process generated assertions inductively. I sought confirming and
disconfirming evidence to refine the assertions.
5

RESULTS, FINDINGS, AND DISCUSSIONS
Results of the Written Survey
From the 12 participants, only 11 surveys were collected. The values assigned to
the answers were tallied and averaged. The results turned out to be all positive. Since
“strongly disagree” was assigned -2, “disagree” -1, “I don’t know” 0, “agree” 1, and
“strongly agree” 2, the results could be interpreted as a tendency towards agreement to
the statements, signifying the participants’ generally positive feelings of the use of
computer technology in English writing projects. Four items, that is, items 1, 6, 7, and 12,
have means that are equal to or exceed 1.0, indicating that the participants generally
agreed that they could find a lot of updated information on the Internet, that they liked to
search the Internet, that searching the Internet helped them find ideas to write, and that
they liked using e-mails in English writing. The results are shown in Table 2 in Appendix
7.
Results of the Documents
Documents used in this study included the participants’ e-mail communications,
the two tests, and their writing drafts.
E-mail exchanges
I received 18 e-mails from 9 of the 12 participating students. Eighteen questions
were asked. Among the 18 questions, 5 were about holidays or festivals; 3 were about
favorite food; 2 were about language. Nine of the 18 questions were related to the writing,
typically because parts of the text were not explained or described in details; the other 9
questions were not related to what was written.
Seventeen answers were given to the 18 questions. Six of them were not complete
or not clear; 2 were off the point; 8 were okay, and only 1 was detailed.
To sum up, only half of the questions were related to what was written, and the
quality of the answers was just so-so.
Comparisons between answers to the first and second tests
The comparison of the first-time answers and second-time answers to the
questions about the participating students’ home countries revealed that the Internet
helped them learn more about their home country.
Seven of the 12 turned in both the answers based on their knowledge (the firsttime answers) and those based on information found on the Internet (the second-time
answers). Comparisons of the answers show that on average, five answers were wrong
the first time; however, only 1.7 answers were wrong after the participating students
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searched the Internet. Also, for the second tests, 5.5 more items were answered; 1.7 items
were answered with more information; and 2.7 items were answered with more specifics.
It is evident that the students knew more and better about their home countries after
searching the Internet. The results also corroborated Lee’s (2000) and Krajka’s (2000)
points that writing learners can procure an enormous amount of information from the
WWW.
Comparisons between the first and second writing drafts
Among the 12 participating students, three did not write a first draft. A
comparison between the first and second drafts of the 9 students’ writing revealed the
following 4 patterns.
First, the two drafts are very different. All the first drafts are similar to informal
self-introductions or give just rough information. The second drafts belonging to this
category completely or mostly give the information the students were asked to search on
the Internet or follow the re-writing guideline. Among the nine who wrote both drafts,
five wrote this way.
Second, the second draft is an obvious cut-and-paste of the first draft along with
the information the students were asked to search on the Internet. That is, the first few
paragraphs of the second draft are almost the same as the first draft, and the information
about their country follows. Two students’ writing belonged to this pattern.
Third, the two drafts are very different but the second draft does not contain much
information from the Internet. Only Carolyn’s draft belonged to this category.
Fourth, the second draft is different from the first draft to some extent, and not all
facts and numbers found on the Internet were crammed into the second draft, that is, the
writer is temperate in selecting both the text from the first draft and the information from
the Internet to be incorporated into the second draft. Only Christina wrote this way.
Apparently, most participating students either gave up what they had written in
the first draft and used only or mostly information from the Internet or added much
information from the Internet to their first draft. The tendency shows that the students
relied on the Internet to a great extent. Also, the facts that most of the two drafts are very
different and that the second draft is much more informative show that searching the
Internet helped the students find ideas to write.
Figures showing the four patterns are in Appendix 8.
The high mean (1.27) of the answers to question number 7 in the survey
“Searching the Internet helped me find ideas to write” also corroborates this advantage.
The same result was found in Cheng, Kao, Shih, and Li’s study (1997) and Huang’s study
(2004) conducted in Taiwan.
7

Impact of Searching the Internet
Not only did searching the Internet help the participating students substantiate
their writing content as illustrated in the comparisons between the first and second
writing drafts but it also helped them learn more about their writing topic, namely their
home countries, and excited them.
As can be seen from the comparison of the answers to the two tests, searching the
Internet helped the participants learn more about their writing topic. Most of the seven
interviewees in the post-interview indicated that the information about their home country
was what they remembered about searching the Internet while they were doing the
Country Project. The mean (.55) of the answers to question number 9 in the survey
“Searching the Internet helped me understand better my native culture and American
culture” agreed with this finding to some extent.
The information on the Internet also stimulated the participating students. Holly
said it was “amazing” when she saw the information on the Internet. (The “I” in the
interview excerpts represents me as the interviewer. The respondent’s name is specified.)
I: What are some of the experiences you remember when you were searching the
Internet for information for the Country Project?
Holly: That’s so amazing. I didn’t, I had never tried to get information form Internet,
so what I was surprised was there was a Japanese picture and information, so I was
surprised.
I also found that the participants were attentive and excited while they were searching the
Internet as in the following excerpt.
Fieldnotes, 2nd meeting, both classes
Today is the first session in the computer lab. The teacher of both classes went to
a conference. I first explained to the students that they were going to search the Internet
to answer the same questions as they were given the other day and two more questions on
the back of the handout, and that they could go to the websites whose addresses were
provided on the handout. Then I gave them the 2-sided handout and asked if anyone did
not know how to enter Netscape. Then everybody began busily searching, reading, and
taking notes. Some of them downloaded the information and printed it out. Holly had
some problems using the Internet: she did not know she should click “file” and “location”
and type the website address to go to a website. Christina’s computer went down after a
while and she did not know how to re-start it. I helped both of them. At around 9:07,
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Christina and Holly got excited. They even called Gena and Joseph over to see the map
on the screen. I went over and realized that they found that the name of a certain sea was
different from what they had been taught when they were in the home countries.
After the project was done, Christina was interviewed about the event described at the
end of the fieldnote.
I: I remember when you were searching the Internet, you found that there’s a
difference from what you had leaned. You learned that a sea, the sea of [your
country] was called [a different name] on the Internet.
Christina: Yeah. It’s so strange for me. It’s O.K. it almost seems a story for me
because in the United States, it’s called [a different name]. I always thought of [my
country] in the center of the map. But now it’s like [the continent] is one map. I
think this thing is very good. We call it sea of [my country], like everything is
called something of [my country], but it’s not. It is disappointing for me.
I: Did you do anything, like ask your friends or family about this or talk about this?
Christina: Yeah, I talked to my partner about this. She said the same thing. In her
country, they call it sea of [their country]. But it’s not. Maybe American people
make up the name. It’s so strange.
The mean (.73) of the answers to question number 2 in the survey “The information on
the Internet is more stimulating than in the books” agreed somewhat with this finding.
Impact of Exchanging E-mails
Exchanging e-mails was found to provoke further discussion, facilitate interaction,
and make learning more interesting.
The participants were happy to send e-mails to and receive e-mails from their
classmates. As is noted in Cheng et al. (1997), the e-mails sometimes provoked further
face–to-face conversation.
I: What are some of the experiences you remember when you were sending and
receiving e-mails for the Country Project?
Arnold: Reading papers from other people, reading celebrations for the country.
It’s fun, talk to the classmates for their opinions for their countries.
I: You talk to other people about their home country after you read their e-mail?
Arnold: Yeah. It’s fun.
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I: What did you talk to them about after you read their e-mail?
Arnold: Their celebrations, holidays, talk to my celebrations for my country for
other people.
The excerpt corroborated Lee’s statement (1997) that e-mail exchanges with peers
heightened students’ enthusiasm for discussion of cultural topics. The participating
teacher also found that the students “do like reading each other’s projects.”
For the 7 post-interview interviewees, some of the advantages of using e-mails in
English writing included more opportunity to write in English because of the ease of
sending e-mails, the promptness in getting to the addressees, the similarity to face-to-face
conversation, the ability for the computer to store the e-mails, and the reduced need to
meet their partners. The following excerpt is especially revealing about the advantages of
using e-mails in English writing and the participants’ feeling.
I: O.K. What else do you remember when you were doing the Country Project?
Christina: I got my partner’s attachment. I was very surprised to see things about
her home country because her country is very close to my home country, but we
didn’t study about her country so much, so I learned some things from her
attachment and another of my classmates’ attachment, too. That was very
interesting because if I have to read something about a country, it’s kind of boring,
because geography is boring, but if my friend write something about his own
country, it’s more interesting to me because it’s more familiar to me.
I: So you didn’t have a chance to read your classmates’ Memories Projects?
Christina: Oh, I had a chance to read, they send me, oh, e-mail attachment or
Memories Project? Interaction of the country or the Memories Project?
I: What I was asking was whether you read any of your classmates’ writing about
their memories about their home country.
Christina: No.
I: You just wrote it, then you turned it in to the teacher, no one read each other’s
Christina: No.
I: But this time you have a chance to read about
Christina: Interaction.
Several messages can be inferred from the above excerpt. First, the participants could
learn more about other countries from their friends than from textbooks. Second, it was
more interesting for them to learn about a country or geography from their friends than
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from textbooks. Third, interaction made learning more interesting and effective. This may
be true for both content learning and L2 acquisition. As stated in Fast (1997),
“Interaction, . . . is at once the goal, the medium , and the content of L2 acquisition . . .
The value of any technology to the L2 instructional process must be measured in terms of
the extent to which it is successful in facilitating L2 interaction . . .” (p. 119). Apparently,
e-mail has the potential to facilitate L2 interaction.
Although the participants liked to use e-mails in English writing, the means (.36
and .27) of the answers to questions 10 (E-mailing my writing to my classmates or
teachers gave me a feeling that I was actually communicating with somebody) and 11 (Emailing my writing to my classmates or teachers helped me think clearer about what I
should write) in the survey are somewhat low. The reason that the e-mailing did not make
the participants feel that they were actually communicating with somebody could have
been that they could see their partner almost every day. As the teacher put it,
Mr. White: I think also the kids struggled with the fact that they were using the
computers to talk to somebody that was sitting 3 or 4 seats down from them.
The reason that the students did not think the e-mailing helped them to think more
clearly about what to write could have been that they did not write a third draft after the
exchange of e-mails. The mean of the answers to question number 11 might have been
higher if the students had written a third draft after they exchanged e-mails because some
of the questions they asked each other in the e-mails originated from lack of clarity in the
text of their writing drafts.
Four of the 7 interviewees did not think that there was any disadvantage to using emails in English writing. However, David indicated that e-mails were not necessary for
the project because they could meet their partners in person.
Perceptions of English Writing
The pre-interviews revealed that some participating students attached much less
importance to English writing than to vocabulary, grammar, or spelling and thought of
English writing as a tool for them to practice or study English and learn vocabulary,
grammar, or spelling. The following excerpts are examples.
I: And what do you think about writing in English?
Arnold: It’s better. Writing English is better because this is what you do for study
vocabulary. It’s nice.
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I: O.K. So how do you feel about writing in English?
Arnold: It’s good for ESL class, for the study [of English].
I: O.K. And how do you feel about using computers in English writing?
Lynn: I think that’s good for English practice.
I: To use computers to write in English? Why?
Lynn: You can learn some grammar and the spelling.
I: From the computer?
Lynn: Yeah.
The participants’ answers to the characteristics of a good piece of English writing in
the pre-interviews also reflected that they consider spellings and grammar to be very
important: correct spellings (9/12) and grammar (6/12) were the answers most often
given; few other characteristics were mentioned.
The students still attached much importance to vocabulary after the Country
Project was completed, as can be seen from the post-interview excerpt:
I: What are some of the experiences you remember when you were sending and
receiving e-mails for the Country Project?
Sam: When I receive someone’s e-mail, after I read that, I can learn some new
vocabulary that I didn’t know. When I want to send e-mails to someone, if I want
to use one vocabulary that I don’t know, I have to look in that word on a dictionary
or book.
The participating students’ perception of English writing from the pre- and postinterviews was compared. Most of the 7 interviewees felt similar to or the same as when
they were interviewed before the Country Project began. Only Sam was a little bit
different. Instead of saying “that’s hard but interesting,” he answered, “I think it’s great
because I can practice my English.” Again, English writing is seen as a tool to practice
English.
When asked about how the Country Project affected their feelings about English
writing, three of the 7 interviewees said that it did not. The others said that it helped them
learn more about English and vocabulary, and that their spelling and grammar improved.
I: O.K. How did using the computers, searching the Internet, and e-mailing in the
Country Project affect your feelings about English writing?
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Gena: I think using computers and searching the Internet and e-mailing is better,
like it helped me a lot. I think it’s good. So I know more about English.
I: O.K.. How did using the computers, searching the Internet, and e-mailing in the
Country Project affect your feelings of English writing?
David: The effect is really good ‘cause it can spell better’ cause every time it check
your spelling, you remember some things. Yeah, I think it’s better.
I: O.K. How did using the computers, searching the Internet, and e-mailing in the
Country Project affect your feelings about English writing?
Sam: It will make me feel very good because when we are searching something on
the Internet, we can learn more English vocabulary. And I think e-mail is the same
thing. We can learn about some new vocabulary.
I: O.K. How did using the computers, searching the Internet, and e-mailing in the
Country Project affect your feelings about English writing?
Steve: I get better.
I: You like English writing better?
Steve: Yeah. My grammar gets better.
One might wonder why the interviewees spoke of vocabulary, grammar, and
spelling when they were asked about English writing. The reason could have been that
the students considered these three aspects the most important elements of English
writing, or even goals of doing English writing. The phenomenon that ESL learners value
grammar is not unique to these participants. As noted by MacGowan-Gilhooly (1991),
although the students improved much more on grammar after the program adopted a
fluency-first approach in writing, they constantly asked for more grammar lessons.
Impact of the Country Project
Although the Country Project did not affect the participating students’ feelings
about English writing to a great extent, they learned about their home country, their
classmates’ countries, and computer skills from it.
When asked about what they had learned from the project, five of the7 interviewees
reported that they learned something about their home country. Two of them said that
they learned about their classmates’ countries, too. Three of them also mentioned that
they learned something about e-mail: one learned about attaching files, another learned
13

how to send e-mails, and the other learned to send to more than one person at the same
time.

CONCLUSIONS
From the above assertions, we can conclude that the participating students generally
like to use computer technology, including word processing programs, the World Wide
Web, and e-mails, in English writing and think it is advantageous. Although the Country
Project did not affect their feelings of English writing to a great extent, it did help them to
learn about English, their home country, their classmates’ countries, and some computer
skills.
The above concluding statements indicate that this cross-curricular project is helpful
to and welcomed by the two ESL classes and can be improved and incorporated into ESL
writing curriculum.
Here, I want to caution the readers that the conclusions might be biased because I
designed most of the Country Project and pre-judged that the computer technology would
be helpful to the participating students. Unfortunately, I interviewed the students until the
last day of the semester and did not have a chance to do member checks (Merriam, 1998)
because most of the student participants went back to their home countries for summer
vacation.

IMPLICATIONS
Several implications for ESL writing classes and incorporation of computer
technology were generated from the study. First, these ESL students should be taught
more extensively about English writing and should have more opportunity to practice it.
As indicated in the pre- and post- interviews, the participating students did not understand
the importance of English writing itself: They equated good grammar and correct
spellings with good English writing or even thought grammar and spelling were more
important than English writing. This phenomenon could have been due to the facts that
the participating students did not have English writing classes but only ESL classes and
that English writing was allotted little time in ESL classes. However, insufficient
knowledge of and little practice in English writing only put these ESL students on a less
advantageous footing than mainstream students because the former would write poor
14

papers lacking content and coherence for content courses. It is apparently urgent for ESL
teachers to integrate studying of the four skills as well as grammar and vocabulary into
ESL classes.
Second, if e-mailing is going to be used, ESL students can exchange e-mail with
American students, and the students should revise their draft after the exchanges. Mr.
White thinks that if ESL students can e-mail American students, “the distance would
necessitate the communication.” The exchanges can also serve as peer reviews, which
may be helpful to the content, the organization, or the mechanics of the writing.
Third, students should be taught about paraphrasing and plagiarism. Information on
the Internet, like information in books or from any other sources, should not be cut and
pasted into students’ writing. Students should learn to select information, express it in
their own words, and give credit to the sources.

LIMITATIONS OF THE STUDY
Several limitations constrain the extent to which the findings of the present study
can be generalized. First, this study lasted for only 26 days. Fortunately, despite these
time limitations, there were various sources of data, including interviews, observations,
surveys, and document analysis, to ensure the reliability of this study.
Second, since there were only 12 students and 1 teacher participating in the
project, the small sample size was another problem, as this study would not be applicable
to a larger population.
In addition, the students were not randomly assigned. However, allowing the
students to volunteer made them more comfortable while they were doing the project,
interviewed, and observed. Also, my aim was to study the learning situation as
authentically as possible, not to conduct controlled experiments, which made the study
timeframe and sample acceptable for my purposes. However, the aforementioned
“limitations,” would restrict the generalizability of the findings.

DIRECTIONS FOR FUTURE RESEARCH
There are several possible directions for future research. One is to study whether
age, gender, or levels of English proficiency affect ESL students’ perception of the use of
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computer technology in English writing projects. With sufficient participants, a
quantitative study will be able to analyze the interactions of the variables.
Another direction would be to study how to help students using the Internet find
quality information and avoid plagiarism. With the increased incorporation of the Internet
into all kinds of curricula, it is becoming more and more urgent for teachers interested in
taking advantages of the Internet technology to develop strategies to help their students in
these regards.
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Appendix 2: The Second Test (continued)
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Appendix 4: Procedures of the Country Project
TABLE 1
Procedures of the Country Project
Steps The Country Project
1

Write the first draft.

2
3
4
5
6

Answer the first test.
Take the second test.
Revise the first draft.
Turn in the second draft through e-mail attachment.
Exchange questions and answers through e-mail.
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Appendix 5: Pre-Interview Guide
I. For Students
1. How long have you been studying English?
2. How often do you use computers? What do you usually do with them? How long
have you learned to use computers?
3. What do you think about writing in English?
4. What do you think about using computer?
5. What do you think about using computer in English writing?
6. What are the characteristics of a good piece of English writing?
7. What are some of the things you can do with computers?
8. What would you like to see happen in an ESL writing class?
II. For the Teacher
1. How old are you?
2. How long have you been teaching English?
3. How often do you use computers? What do you usually do with them? How long
have you learned to use computers?
4. What do you think about teaching English writing?
5. What do you think about using computers?
6. What do you think about using computers in English writing?
7. What do you know about computers?
8. What would you like to see happen in an ESL writing class?
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Appendix 6: Post-Interview Guide
I. For Students
1. If I followed you through a typical ESL class when you are writing with pens, what
would I see you doing?
2. If I followed you through a typical ESL class when you are writing with computers,
what would I see you doing?
3. How do you feel about writing in English?
4. What are some of the experiences you remember when you were searching the
Internet for information for the Country Project?
5. What are some of the experiences you remember when you were sending and
receiving e-mails for the Country Project?
6. What else do you remember when you were doing the Country Project?
7. According to your experience in the Country Project, what do you think are the
advantages and disadvantages of using computers to write?
8. According to your experience in the Country Project, what do you think are the
advantages and disadvantages of searching the Internet for information to be used in
English writing?
9. According to your experience in the Country Project, what do you think are the
advantages and disadvantages of using e-mails in English writing?
10. How did using the computers, searching the Internet, and e-mailing in the project
affect your feelings of English writing?
11. What have you learned from the Country Project?
12. What are your suggestions about using computers and the Internet in an ESL writing
class?
II. For Teachers
1. If I followed you through a typical ESL class when your students are writing with
pens, what would I see you doing?
2. If I followed you through a typical ESL class when your students are writing with
computers, what would I see you doing?
3. How do you feel about teaching English writing?
4. What are some of your experiences you remember when your students were
searching the Internet for information for the Country Project?
5. What are some of your experiences you remember when your students were sending
and receiving e-mails for the Country Project?
6. What else do you remember when your students were doing the Country Project?
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7.

According to your experience in the Country Project, what do you think are the
advantages and disadvantages of using computers to write?
8. According to your experience in the Country Project, what do you think are the
advantages and disadvantages of searching the Internet for information to be used in
English writing?
9. According to your experience in the Country Project, what do you think are the
advantages and disadvantages of using e-mails in English writing?
10. How did using the computers, searching the Internet, and e-mailing in the Country
Project affect your feelings of teaching of English writing?
11. What have you learned from the Country Project?
12. What are your suggestions about using computers and the Internet in an ESL writing
class?
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Appendix 7: The Results of the Survey
TABLE 2
The Results of the Survey
item

N

1
2

I can find a lot of updated information on the Internet.
The information on the Internet is more stimulating than in the
books
3 I like to use computers to type my writing assignments better
than writing with pens.
4 I think it is easier to do my writing assignments with computers
than with pens.
5 I think it is important to be able to produce a piece of writing
with computers.*
6 I like to search the Internet for the information I need for my
writing assignments.
7 Searching the Internet helped me find ideas to write.
8 Searching the Internet improved my English reading ability.
9 Searching the Internet helped me understand better my native
culture and American culture.
10 E-mailing my writing to my classmates or teachers gave me a
feeling that I was actually communicating with somebody.
11 E-mailing my writing to my classmates or teachers helped me
think clearer about what I should write.
12 I like using e-mails in English writing.

M

SD

11 1
11 .73

1.18
.79

11 .91

.7

11 .73

1.1

11 .91

.7

11 1.36

.67

11 1.27
11 .64
11 .55

1.01
.92
.93

11 .36

1.03

11 .27

.9

11 1.09

.94

Note. “strongly disagree”: -2, “disagree”: -1, “I don’t know”: 0, “agree”: 1, “strongly
agree”: 2
* reversed-coded item
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Appendix 8: Comparisons between the Two Drafts
Pattern 1 (5 among 9)
Draft 1
Draft 2
informal
self-introduction

very different
completely or mostly
follows the re-writing
guideline (much
information from the
Internet)

Pattern 2 (2 among 9)
Draft 1
informal
self-introduction

Draft 2
Draft 1
+
much information from
the Internet

Pattern 3 (1 among 9)
Draft 1
informal
self-introduction

Draft 2
very different
not much information
from the Internet

Pattern 4 (1 among 9)
Draft 1
informal
self-introduction

Draft 2
part of Darft 1
+
some information from
the Internet
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Abstract
In the United States, supported employment began in the mid-1970s, but in Taiwan, it started in the
mid-1990s. There were some differences, and this study want to compare and explore what affinities
and what differences between two countries. Then, we also compare supported employment for
individuals with psychiatric disabilities and find out the difficulties of implementing supported
employment for psychiatric disabilities in two countries. This study compared differences and
explore difficulties of implementing supported employment in the US and Taiwan.
The research processes include the following parts. First, compare the identity and content of law for
individual with psychiatric disabilities. The regulation of wages, working setting, and services are
the same, but name of supported employment and consumers are different. In Taiwan, the supported
employment is named “community employment service” and it targets at mild disabilities with
working ability, while the law of the US served mostly sever disabilities. Second, the practical
models were compared. Although Taiwan’s practical models for psychiatric disabilities were
modified from US, however, there are some differences. In Taiwan, there are few studies about
practical models of psychiatric disabilities; however, there are quite a few literatures in the US.

Supported Employment for Psychiatric Disabilities

Finally, this study investigates common difficulties of implementing supported employment for
psychiatric disabilities in both countries and tries to provide useful solutions.

2

Supported Employment for Psychiatric Disabilities

3

Comparison of Supported Employment for Individuals with Psychiatric Disabilities in Taiwan and
the United States.

Shu-Fang, Huang, Hsiao-Ying, Chen, Hu-Ying, Ni
National Chunghua University of Education, Taiwan

January 2006
Hawaii International Conference on Education
Honolulu, Hawaii

Supported Employment for Psychiatric Disabilities

4

Comparison of Supported Employment for Psychiatric Disabilities in Taiwan and in the
United States

“Job” is very important during one’s life development. “Go to work” is regarded as a symbol of
self-value and production in US, and Taiwan. “Work” can’t only gain income but also raise selfrespect. Employment can promote self-identification, content personal needs of physical and mental,
such as enriching one’s life, providing salary, increasing spiritual stability. The model of supported
employment is that at first client work in a place where client show interests in it and has the ability
to do the work. The second, the client can earn money and then the client needs continuous support
and training from service providers. In US, supported employment is much popular among all
employment models for people with disabilities. In Taiwan, however, occupational therapy that is
provided to psychiatric disabilities is more than supported employment. Gradually, Department of
Labor and Bureau of Employment and Vocational Training handle community employment service
in the present day. In order to improving community employment for psychiatric disabilities, this
study compared differences and explore difficulties of implementing supported employment in the
US and Taiwan.

Development of supported employment for Psychiatric Disabilities in Taiwan

Bureau of Employment and Vocational Training made Draft Law of Supported Employment for
the disabled who are insufficient of working capacity, are inadequate of social adaptation, and are
low in learning and communication in 1993. The draft law which is carried out for one year is
effective. Council of Labor Affairs conducted Community Employment Service of Physically and
Mentally Disabled Citizens in 1995. (

, 2004c) Moreover, Jing-Jaing Chen,

Ruo-Ying Hu, Chong-Xin Li, and Ji-Dian Li etc, from 1995 to 1996, are entrusted to edit Handbook
of Community Employment Service which is according to supported employment in America to be a
complete set of employment service that tries to give the disabled in Taiwan a criterion reference
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guide of service implementation. (

5

,1995). According to article 30 of Physically and

Mentally Disabled Citizens Protection Act and article 24 of Employment Services Act, Community
Employment Service of Physically and Mentally Disabled Citizens, that is a community-base
employment model, have not been legislated until 1997. This community-base employment model
provides the disabled and professional employment service, assesses disabilities find a suitable and
stable job, and promotes their quality and dignity of life by enhancing services Staffs’ profession like
vocational evaluation and vocational training. (

, 2004 &

,2001).

Community-Supported Employment Service is popularizing by Department of Labor, Taipei City
Government in 2002, and then Medium range Employment Service plan of Physically and Mentally
Disabled Citizens are popularized by Bureau of Employment and Vocational Training in 2003.
Furthermore, in 2004 Community Employment Service of Physically and Mentally Disabled Citizens,
which expanded disabilities working in his community, is revised by Bureau of Employment and
Vocational Training. Three characteristics in Community Employment Service of Physically and
Mentally Disabled Citizens are that is a community-base employed model, promoting inclusion
between disabilities and their communities, and reinforcing action between agencies and
professionals. (

, 2004b)

In Taiwan, the employment laws about disabilities are Physically and Mentally Disabled Citizens
Protection Act and Employment Service Act, which emphasize the living right and the working right
of disabilities. In order to assist the disabled to adapt their works, the government combines all
resource, legislates, moves every policy and welfare. Article 30 in Physically and Mentally Disabled
Citizens Protection Act is that “The competent authorities in charge of labor shall provide supportive
and individualized employment services for the disabled who have capability to work but are still not
able to enter the competitive employment market, and provide sheltering employment services for
the disabled who are willing to work but have no sufficient capability to do their jobs.” In other
words, supported employment provides services for mildly and moderately handicapped who have
capability to work but are still not able to enter the competitive employment market. Other related
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law regulations are below:

1.Sevices provide: According to the actual need of the disabled, supported employment
provide vocational training, employment services, research and development of the auxiliary
appliances for the employment, and other related services.

2.Employing handicappers: A government department, public school, or public business
institution whose total number of employees is not less than 50 shall employ the disabled with
capability to work and the number of the employed disabled employees shall be not less than 2
percent of the total number of the employees. A private school, association, or private business
institution whose total number of employees is not less than 100 shall employ the disabled with
capability to work and the number of the employed disabled employees shall be not less than 1
percent of the total number of the employees.

3. Salary: The wages of the disabled shall be calculated according to the calculation methods of
the normal wages. If the productivity is not sufficient, the wages may be reasonably reduced, but the
reduced wages may not be less than 70 percent of the original wages.

Bureau of Employment and Vocational Training, Affiliations of rehabilitation in Republic of China
(

), Affiliate of occupation therapist in Republic of China(
) wrote “Guide of employment services for people with psychiatric disabilities(
)”, which illustrate supported employment. It provides psychiatric disabilities a complete and

continued support, assists them work steadily in a community, and gives them reasonable wages with
colleagues by employment service Staffs. (

, 2003).

(2002)said that in the handbook

employment service of psychiatric disabilities is very extensively, but it is important to provide client
and their family members education and indication. This handbook also emphasizes that speak of
supported employment, support system and service staffs profession are the essential factors of
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maintaining a work steadily. (

7

, 2003)

Development of supported employment for Psychiatric Disabilities in United States
The Rehabilitation Act in 1973(93-112) stresses that each employment rehabilitation agency
should provide handicappers proper service and individual rehabilitation plan according to his need
as possible. Simultaneously, employment rehabilitation agencies have to enhance their service
quality of employment rehabilitation, and raise complete plan for individuals to solve social
problems, like transportation, accommodation, and employment etc.

The Rehabilitation Act Amendments of 1986 (99-506) states formally that supported
employment, which is supplied to handicappers, is one kind of competed employment. However,
severely handicapped who may stop the job can’t really work in a competed environment, so
on-going support are needed. (Rubin & Roessler, 2001

&

, 2000) Supported

employment services which are continuous support and proper service advocate disabilities to work
successively. Supported employment has three factors(

2000).

1. Competitive work: a paid job which is a full-time work, and which has to work 20 hours
every week.
2. Integrated work setting: disabilities and general person work together and there are less
than 8 disabilities in the working team. Besides, it is necessary to make disabilities and general
person to become working partners.
3. Provisions of on-going support services: the employment service has to supply disabilities
that are limited with own ability continuous and regular working training. Besides, the working
training must not less than 2 times and have to over 2 month.

Moreover, in the Developmental Disabilities Act of 1984, is one of supportive employment
important law bases. It provides the life of community and the work of opportunity to the disabilities
who continuously need help, working in an integrating working environment more than 20 hours per
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week. It’s a paying job. (

8

, 2005)

And after the employment counseling, it still have to provide the long-term following support. Its
definition is as follows (Rusch& Hughes, 1990; Rubin & Roessler, 2001):

1. The disabilities who can’t work in the competed employment, provides the supportive
employment. Gives the unceasing support when they work, and gives the most basic wages, it’s the
employment type of paying job.
2. The employment way makes the handicapped and general person work together.
3. In order to help the disabilities maintain their paying job, provide the assist, including
long-term direction, training, transportation assistance, and so on.

Synthesis above, although Taiwan's supported employment theory sources from US,it still had the
slightly difference. The same spot has three items(

, 2002)

1. Wages obtained: Domestic and foreign stipulated the regular worker or at least each week
equally works as the full-time employment 20 hour above half duty work. For salary, the Taiwan
body guarantees the law stipulation take the equal pay for equal work and the fair treatment as a
principle. If the good time its obtained must be lower than the base pay, only if produces can be
insufficient may pour gives the reduction; But US must conform to the fair laborer standard method
(Fair Labor Standards Act), depend. On the efficacy and working time of disabilities, gives equal
treatment as other normal worker.

2. Working conditions: Domestic and foreign emphasized the fusion the working conditions,
let the disabilities work together in the situation with general person.

3. Service: Taiwan "the community employment service manual", depend on the degree of the
disabilities and the need of workmanship to provide the unceasing support.
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The content of supportive network is established for the disabilities, which are: (1) the support
of performance when work like the duty in the design, uses the auxiliary assistance and so on; (2) the
support of behavior when work, the social skills and the work manner training are strengthen the
disabilities to adapt their work, (3) the public relations support, the training of communication help
the disabilities to establish the good interaction relations with the colleague; (4) The social life skill
includes, takes care of health, the financial control, the leisure activity, the life work and rest so on.

The point of difference has three items. First is the service object. The service objects in Taiwan are
light or moderate disabilities who have working ability, but those in US are severely handicapped.

Second is the difference of name, Taiwan's supportive employment also be called supportive
employment of the community; The third is the content of laws, In Taiwan, is unable to introduce
clearly the definition; the connotation and the service content of the supportive employment. But is
only then has the detailed introduction in the fatigue commission occupation training bureau's special
case and the work handbook. In the American laws, introduce exhaustively the definition, the
connotation, the service content of the supportive employment and so on, just like recovery revision
bill and development the disabilities bill.

References to the models of supported employment in the United States, however there are some
differences in Taiwan. Now we will briefly introduce the models of supported employment in
Taiwan. Employment Services Centers, other institutions, and related cases earmarked for special
effort(

87

89):

1. The individual placement model: the individuals with disabilities are given ongoing
support to instruction and on-site train by job coaches in the usual workplace one by one; lasting
the individuals with disabilities can complete the job. For instance, the trainees in Syin-Lu welfare
foundation are taught to typing on computer, or arrange things in order at convenience store.
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2.The enclave model or the clustered model: in this employee model, supervisors job
coaches

support a group of support workers , and there are six to eight individuals with

disabilities in one group. The way to support is to keep a job coach stay in the workplace, not only
to teach the person with disabilities, but also to communicate between the employers and the
special employees, and to promote the interaction to other usual workers. For example, there is a
congregate enclave of five members to enter and be stationed in Yuan-Liou Publishing Co., Ltd,
and four of them steady obtain employments over three months.

3.The mobile work crew: the crew consists of one job coach and four to six workers with
disabilities; they service and work in the community with a long-term contract, and the job coach
distributes the works of cleaning or gate guard among the peasants. Besides training working
skills, the employment counselors also teach them those necessary living and social skills, and
make them to accommodate themselves to the changed situation. Such as in Wanfang Center, the
works of sweeping and cleaning up at office and apartment buildings were shared out between
these workers with disabilities.

4. The entrepreneurial approach: this model is similar to the enclave model. In this model,
one or more job coaches supply continuity-training lessons and provide gradual progress programs
to trainees with disabilities. Generally, the difference between these is the entrepreneurial
approach model usually undertakes a construction job under contract from larger companies or
factories, and the content of these jobs is to manufactures or fabricate.

5.The twinship model: the concept of Twinship compensation comes from Kohut’s Self
Psychology, and this model is a little closed to the assertive community treatment model in US..
In Taiwan, the model is used in larger psychiatric hospital. At the process of support employment;
the medical treatment team workers find the two-paired is a better way to help these penitents.
Besides laboring, the individuals with chronic psychiatric disabilities will also feel the
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relationship between each other and some kind of association in works. Like Yuli Veterans
Hospital which tried this model first, firmly appreciated from the experience that effect on 117
patients.

88

The next are the five models of supported employment for psychiatric disabilities in US(
88 Moll, Huff, & Detwiler, 2003).

1. The job coach model: the employment counselors to trainees are as private teachers to
their students. They give assistance to get the job, and supply workers with disabilities
occupational supports. Most of these supports come from their community, such as mental health
or other medical centers. It is necessary for trainees, employer and other people (like families and
colleagues) to work together, so that can improve the successful vocational experiences of these
people with disabilities (National Mental Health Association, 2004).

2. Individual placement and support model, IPS: the model developed in 1990s’, it
focuses on individuals with severe and sustained mental disorders, and the aim is to help these
people with severe mental disorders to obtain employment in the integrated workplace, and
follow-along supports. Their are six steps in IPS: referral, building a relationship, vocational
assessment, individual employment plan, obtain employment, follow-along support (Tsang,
2003)..

The clubhouse model and transitional employment model: Chinook Clubhouse is a social and
occupational rehabilitation program; they serve individuals with severe and sustained mental
disorders. According to the psycho-social model of clubhouse, a Transitional Employment
Program TEP and a Supported Employment Program (SE comes out. In clubhouse, there are
several chances of job to provide placement and training, and the staffs in clubhouse includes case
managers, therapists, doctors, family members, and residential counselors, the representatives of
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supporting factories and stores, and other consumers who join these programs.

The assertive community treatment model, ACT: It’s a kind of program in community. In this
model, it can supply jobs to those individuals with mental disorders who own the ability to learn
and to imitate, and to maintain the independent living style in the community, and reduce the days
and time the patients stay in hospital. The development of ACT replaces the traditional
hospitalized way. The assertive community treatment model teamwork provides totally supports
and extended services, including medical and psychological services. There are five kinds of
services in ACT: (1) related occupational skills, (2) the activities in daily life, (3) the actions about
society and recreation, (4) family support, (5) medical, psychological therapy, care and nursing
(Dewa, Horgan, McIntyre, Gail Robinson, et al., 2003).

The choose-get-keep-leave model: this model is built from career planning and supply
patients with mental disorders, it emphasizes on the choosing, obtaining, maintain and finish, and
it’s a part of the clients’ long-range vocational career(

1999). First, the

occupational professionals give assistance to clients to choose a job, which matches clients’ needs,
interests, experiences, and individual values. Next, the occupational professionals frame the
summary to prepare the interview and vocational association in the future, and to make clients to
get a job, during the period of working, the professionals also need to endure the supports to help
the individuals with mental disorders keep their jobs. At last, the professionals still need to help
these people to the oncoming seek for employment successfully in terms of the clients’
transferable technique when clients choosing leaving for another new job (National Mental Health
Association, 2004).

The related survey of supported employment for psychiatric disabilities in Taiwan

In Taiwan, there were two important investigation reports for supported employment. One was
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the “Medium range plan of Prompting Disabilities Employment of 2003” 92
, and the other was the “Survey of people with disabilities physical labor of 2004 93
”. We will introduce two surveys about psychiatric disabilities employment
condition.

From Council of Labor Affairs conducting “Medium range plan of Prompting Disabilities
Employment” in 2002 and we could find psychiatric disabilities employment condition worse by
data below. Before 2002, people with disabilities having disability manuals and being in working age
(form fifteen to sixty four years old) were totally 489,967 persons. The most prevail handicapped
category was limbs disability (43.84%), and the next was psychiatric disability (12.71%). Among
these working age people with disabilities, people with limbs and trunk disabilities were highest
employment ratio, but people with psychiatric disabilities were very low.

Table 1 People with disabilities between fifteen to sixty four years old
Malfunctions

Numbers

Percent

214,786

43.84

Chromic psychosis

63,765

13.01

Mentally disability

62,261

12.71

Multi-disability

44,317

9.04

Losing functions of primary organs

41,953

8.56

Hearing mechanism disability

31,715

6.47

Vision disability

19,792

4.04

Voice or speech mechanism disability

6,929

1.41

Suffering facial damage

2,006

0.41

Other disabilities

1,056

0.22

Autism

591

0.12

Balancing mechanism disability

514

0.10

Stubborn (difficult-to-cure) epilepsy

257

0.05

25

0.01

Limbs disability

Physical or mental disability caused
by infrequent disease
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Total

489,967

100

The other investigation reported was the Survey of people with disabilities physical labor of 2003.
Its investigation subjects were over fifteen years’ old people with disability manuals. We could find
similar result as the “Medium range plan of Prompting Disabilities Employment of 2002”. The
survey for psychiatric disability was below:
1. By the Ministry of the Interior’s statistics, there were 877,946 people with disabilities in Taiwan
before September in 2004(Table 2). There were 152,238 persons with disabilities (18.4%) having
a job and psychiatric disability was 5% among these employed people.
2. People with psychiatric disability professional post were non-technique work and laborer at most,
and the next was service industry and selling goods.
Table 2 numbers of people with disabilities
unit numbers
Malfunctions
Total

2001

2004 sep

Numbers

Numbers

754,084

100.0

877,946

100.0

41,190

5.5

45,905

5.2

82,558

11.0

94 821

10.8

9,728

1.3

10,909

1.2

323,542

42.9

370,825

42.2

Mentally disability

73,609

9.8

79,631

9.1

Losing functions of
primary organs

64,979

8.6

81,655

9.3

Suffering facial damage

2,640

0.4

3,211

0.4

Unconscious chronically

4,159

0.6

4,287

0.5

11,582

1.5

15,821

1.8

2,550

0.3

4,125

0.5

Chromic psychosis

60,453

8.0

79,061

9.0

Multi-disability

74,467

9.9

82,950

9.5

2,627

0.4

4,735

0.5

Vision disability
Hearing mechanism
disability
Balancing mechanism
disability
Limbs disability

Senile Dementia
Autism

Other disabilities
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The employ rate for psychiatric disabled was very low because of prejudice for patients.
Employers wouldn’t hire patients for some reasons. One reason was that patients’ condition was
unsteady and reoccurring at all times. They also had low tolerating frustration and high withdrawal.
The other reason was that employment assistants didn’t have enough knowledge and experience.
For two reasons, employment assistants wouldn’t easily introduce works to psychiatric disabilities
and patients couldn’t get an all time job for their disturbed symptom.

The study of supported employment for psychiatric disability in the United States

From the related supported employment study, we could see that people with disabilities worked
in the community and their relationship, quality of life and cost of life were better. On the economic
side, supported employment could reduce government costs involved in operating sheltered
workshops and other institutions because of these people with disabilities were in the labor markets.
On the assistant side, they provided guidance and assistance dressily because of cases working
steadily. On the benefits of people with disabilities side, they could earn income and live more
independently. On the wage and working time side, it’s better than sheltered workshops. People with
disabilities worked with regular people could increase each other interaction and friendship(
93).

In the United States, supported employment was the better employment place for the chronic
severely psychiatric disabilities, for example, Individual placement support model (IPS). Bond (2001)
identified that supported employment was an advantageous way for people with disabilities to
particular competitive work. They could enjoy their works with on-going support services in the
integrated settings. Job coaches provided continual or regular on-site training, until individuals could
work by themselves and achieve employers’ criterion (Bond, Drake, Mueser, & Becker, 1997; Hector,
2003). The outcomes of IPS were as below (Robert, 1998):
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First, at competitive employment side, the state of New Hampshire changed daily treatment to
IPS, and its effects were improving individuals’ employment. IPS could let individuals get
competitive employment more quickly, work time more long, and earn money more than individuals
in the rehabilitation institutions (Drake et al., 1994). Second, at expenses of government side, IPS
could decrease expenses of government, because more individuals obtained supported employment,
and fewer individuals were in the institutions. The government could reduce expenses for the
institutions. Third, at the psychology side, the related studies revealed that IPS could l match
individuals job with interest and let them have more sensitivity of work and more long working
periods. Forth, at the economy side, IPS let people with severely disabilities integrated to labor
markets. It was beneficial to individuals, employers and taxpayers (Becker, Drake, Farrabaugh, &
Bond, 1996; The Worklife Report, 1992; Anthony et al., 1999).

Difficulties of supported employment for people with psychiatric disabilities

People with disabilities got and maintained jobs very hard. The reasons why people with
disabilities got a work very difficultly were as below(
93

92

89

93)
1.People with psychiatric disabilities have cognizance, language, movement, emotion, and other
problems. If they took medications for a long time, and it would cause some side effects, such as
low renitence, low learning ability, low adaptability, and other symptoms. These problems and
symptoms make people with disabilities couldn’t get and maintain jobs a long time.

2.The structure of industry have changed that traditional industry is cut down and service
industry is increasing. This changing is disadvantage to people with psychiatric disabilities looking
for a job.
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3.Social and family supports are apparently deficient. Family is the essential factor that makes
people with psychiatric disabilities whether employ successfully. Without these supports they
couldn’t learn social skills quickly, adapt well to environments of living and working, and integrate
in the community easily without social care.

4.Employers have low willing to hire people with psychiatric disabilities, because they are
affected by the negative news and prejudice. They scare people with psychiatric disabilities instable
conditions as a nonscheduled bomb.

5.It lacks assistants to help people with psychiatric disabilities employing. Assistants also
don’t have enough professional knowledge and skills. These conditions would case them working
pressure and disturbing emotion.

6.There aren’t clear laws and polices to protect people with psychiatric disabilities to employ.
There isn’t a long-term program for people with disabilities to employ and this also cases
administrating supported employment very difficultly.

Marine (2004) indicated that there were four essential elements to promote job retention for
people with psychiatric disabilities in a supported employment program and typing it all together
was “The PASS To Success”. They are:
1. P (Placement). Its major components included supervisors, co-workers, salary and benefits,
work environment, prejudice and stigma, and others.
2. A (Attitude). Its major components included positive attitude and negative attitude. The
former was accepting, flexible, realistic, willingness, and openness. The latter was inflexible,
limited thinking, closed, fixed, unrealistic, and non-accepting.
3. S (Support). Its major components included personal supports and professional supports.
The former was family, friends, co-workers, other organizations or affiliations. The latter was
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vocational rehabilitation workers, case managers, therapists, psychiatrists, medical doctors,
residential counselors, and other supports.
4. S (Skills). Its major components included technical job skills, interpersonal skills, self-care
skills, and life management skills.

From Marine (2004) “The PASS To Success”, we could know a successful supported
employment program for people with psychiatric disabilities needed certain principles and spirits,
including individualized, multifarious, integrated, systematic, cooperative, flexible, and
esteeming(

92). With these principles, we would provide some propositions:

First, it is important to construct a complete social supporting network. A complete social
supporting network is very important for people with psychiatric disabilities. It could reduce their
pressure, promote their adaptation, and improve social interaction with other people. So a social
supporting network includes professional supports, natural workplace supports, and family
supports(

93).

Professional supports mean professional team’s cooperation, including vocational
rehabilitation workers, case managers, therapists, psychiatrists, and others. Natural workplace
supports mean that employers, co-worker, and assistants in the workplace could provide
necessary and constructive aids and supports for people with psychiatric disabilities. Family
supports promote people with psychiatric disabilities to merge and participate community
activities. Family supports are essential key point for them to employ successfully.

Second, it is necessary establish the individual cases management center for people with
psychiatric disabilities is staffs in the center are professional and trained and it should combine
the units, such as society, hygiene, and labor and so forth. People with psychiatric disabilities
have their assistants specially assigned to help collecting resource and guiding employment(
88).
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Third, assistants should expand employment markets and improve communication with
employers. Assistants should control effectively information of employment market, search new
occupation categories, and open up and develop employment markets. Assistants should train
people with psychiatric disabilities living skills, mental skills, working skills, and other related
skills. And people with psychiatric disabilities should accept psychological counseling and
long-term medicine control. Assistants try to decrease the work risk through skills training and
treatment. They should also continuously communicate with employers and co-workers and
continuously correct and adjust working content.

Conclusion

The advantages of providing supported employment to psychiatric disabilities are that helping
them to adapt the society, getting along with people, getting their favorite jobs, reducing
discrimination, obtaining personal achievement, and increasing self-value. In addition, supported
employment also can help government department gaining finance and reducing the disbursement of
sheltered workshop and other related agencies.

In US, Center of Mental Health in each community apply recover- orientation service model to
enhance supported employment. Today, by this ideal, we can provide to psychiatric disabilities
recover- orientation service to help them returning to his community in Taiwan. Therefore, supported
employment expect to assist psychiatric disabilities to obtain a satisfying jobs, to return his work and
local community, to diminish problems of low employment rate, and to achieve all needs of
psychiatric disabilities and their family.
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Aberrant response diagnoses by the Beyond-Ability-Surprise index (B*) and the
Within-Ability-Concern index (W*)
Tsai-Wei Huang
National Chiayi University, Taiwan
ABSTRACT
The main purpose of this study was to diagnose aberrant responses by two new fit
indices: the Beyond-Ability-Surprise Index (B*) and the Within-Ability-Concern
Index (W*). 515 fourth-grade elementary school students from middle Taiwan
participated in the 25-item Number Sense Test I. Aberrances were identified by the
cutoffs of B* and W* indices, which were created through calculating the averages of
the 90%, 95%, and 99% index values in each ability-error-ratio cell after 1000 repeats
of 500 permutations from nine ability- difficulty simulated data matrices. The range of
student ability was from .12 to .96, and item difficulty from .11 to .73. There were 163
students (33.06%: 32 from lower-ability, 77 from middle-ability, and 54 from
high-ability group) out of 493 valid samples responding aberrantly within their ability
levels, and 304 students (61.66%: 26 from lower-ability, 196 from middle-ability, and
82 from high-ability group) beyond their ability levels. Several typical response
patterns were also diagnosed according to different ability-error-ratio cell. From these
diagnoses, the B* and W* indices seem capable of detecting the
Beyond-Ability-Surprise aberrant response behaviors and the Within-Ability-Concern
aberrant response behaviors, respectively.
Key Words: Beyond-Ability Surprise Index (B*), Within-Ability Concern Index (W*),
fit index

INTRODUCTION
A common and primary purpose for the use of tests is to capture as much
information as possible from student responses. The more information obtained from a
test, the better understanding is derived of a student’s measured characteristics.
However, some errors, especially from persons’ responses, might disturb this
information. A test participant’s responses might inconsistent with his/her overall
performance in a test and lead to yield an aberrant response pattern.
Some personal characteristics, such as guessing- or carelessness- oriented
characteristics, can influence a person’s response pattern. The guessing-oriented
2

person is likely to guess on difficult items when he/she does not know the correct
answers. On the other hand, the carelessness-oriented person is likely to miss easy
items even though he/she knows the correct answers. Wright and Stone (1979) had
discussed four personal characteristics (sleeping, fumbling, guessing, and plodding) in
which different error types occurred. Other studies had also revealed different kinds of
aberrant response patterns (Frary, Tideman, & Watts, 1977; Smith, 1982, 2000; Hulin,
Drasgow, & Parsons, 1983; Tatsuoka & Tatsuoka, 1983; D’Costa, 1993a, 1993b;
Linacre & Wright, 1994; Karabatsos, 2000).
Since it is plausible that a response pattern may reflect different psychometric
characteristics, and in order to minimize subjective judgment about aberrant response
patterns, based on the Guttman principle, D’Costa (1993a, 1993b) divided aberrant
response patterns into two categories: Beyond-Ability-Surprise (BS) pattern and
Within-Ability-Concern (WC) pattern. The BS aberrant patterns always lead to
surprises while the WC aberrant patterns needs to be concerned. This is because in the
former, an examinee should have not responded correctly to relatively difficult items
but did, and in the latter, an examinee should have answered correctly relatively easy
items but did not (Huang, 2002).
Several approaches have been developed to detect aberrant response patterns
(Donlon & Fischer, 1968; Sato, 1975; Levine & Rubin, 1979; Kane & Brennan, 1980;
Tatsuoka & Tatsuoka, 1983; Tatsuoka, 1984; Harnisch & Linn, 1981; Van der Flier,
1982; Tatsuoka & Linn, 1983; Drasgow, Levine, & Williams, 1986; Smith, 1991;
D’Costa, 1993a, 1993b; Linacre & Wright, 1994; Cheng, 1997; Huang, 2002).
Typically, these aberrance indices fall into Group-based and IRT-based indices.
Group-based indices are classified because some sample group characteristics, such as
item difficulty, are used in their calculation; while IRT-based indices use a specific IRT
model as a standard norm so that any response pattern departing from the model will
be classified as aberrant.
Two new developed indices: the Beyond-Ability-Surprise Index (B*) and the
Within-Ability-Concern Index (W*), were designed to detect the BS aberrant pattern
and Within-Ability-Concern (WC) aberrant pattern, respectively (Huang, 2005). The
B* and W* indices inherit the separation property of the original Bs and Wc indices
(D’Costa, 1993a, 1993b), and are able to differentiate different degrees of aberrant
responses under extreme scores and extreme item difficulty. The B* and W* indices
are based on the “discrepancy distance” concept, i.e. the distance between a person’s
corrected ability level and the difficulty level of the unexpectedly-responded item,
where the corrected ability level for a T total score person is defined as the mean of the
item difficulty for the ( T th ) and the (T + 1) th items. That is, the corrected ability level
references the total raw score to a continuous ITEM difficulty scale taking into
3

account an examinee’s ability. Then, the sum of the discrepancy distances calculated
within the examinee’s ability level will serve as the numerator of the W* index, while
the sum of discrepancy distances beyond the examinee’s ability level will serve as the
numerator of the B* index. These two kinds of discrepancy distances are controlled by
the concept of “maximum discrepancy distance” and adjusted in the denominator.
The PERSON-related B* and W* indices (Huang, 2005) are defined as follows:
Ti

Wi* =

∑ (1 − u
j =1

ij

) × (qiT* − q. j )

[( K − 1) / 2]

× 100 ,

and
K

Bi* =

∑u

j =Ti +1

ij

× (q• j − qiT* )

[( K − 1) / 2]

× 100.

where

u ij

represents responses, 1’s for correct answers and 0’s for wrong,

q' s are the levels of item difficulty ordered from easy to hard bounded within [0,1],
qiT* corrected ability level for a T total score person.
Note that the denominator refers to the maximum value of numerator and is equal
to the sum of the discrepancy distances for the maximum number of errors. The
bracketed expression, [(K-1)/2], is the theoretical maximum value of the numerator. It
is equal to the lower Gauss integer, which is the smallest integer greater than or equal
to the value of (K-1)/2. Finally, the multiplication of 100 to the entire expression of
fraction is only to provide well-understood values for these two indices and, thus, the
values of the two indices will be greater than 0.
Typically, standardization, relative power, and interpretative ability are three
major criteria used to judge a well-developed aberrance index (Drasgow, Levine, &
McLaughlin, 1987; D’Costa, 1999). The first criterion refers to the extent to which the
standardized indices, given ability, would perform invariantly across ability levels.
Standardized indices, as Noonan, Boss, and Gessaroli (1992) indicated, possess the
advantages of non-trait-influenced detection rates and absolute cutoff standards. The
second criterion refers the higher the detection rate of aberrant indices at a given false
positive rate (Type I error), the more powerful the indices are. The third criterion,
revealed in few studies (Wright & Stone, 1979; Smith, 1982; D’Costa, 1999), refers to
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the extent to which indices can truly explain the severity of aberrance from the original
response patterns. In other words, from a true response aberrance pattern, an aberrance
index is able to sensitively reflect the variation of aberrances to its detection of
aberrances.
The main purpose of this study was to examine the interpretation-ability for the
B* and W* indices through comparing their values with students’ original response
patterns so that the diagnoses of response patterns can be conducted. Aberrances were
identified by the cutoffs of B* and W* indices (Huang, 2005), which were created
through calculating the averages of the 90%, 95%, and 99% index values in each
ability-error-ratio cell after 1000 repeats of 500 permutations from nine abilitydifficulty simulated data matrices.

METHOD
Participants
There were total 515 fourth-grade students from 17 elementary schools in middle
Taiwan participating in the 25-item Number Sense Test I, in which male students and
female students occupied 275 (53.4%) and 240 (46.6%), respectively. For convenience
sake, students’ school math grades were also investigated and transformed onto a scale
of total score 25. It seems that these students possessed somewhat high school math
ability with a mean of 21.63 and a standard deviation of 2.73, compared to the total
score of 25 in the Number Sense Test I.

Instrument
The Number Sense Test I was developed to assess the number sense for the 4th
grade students. Five components with 25 items constitute this test, including 6 items of
understanding basic meanings of number and calculation, 6 items of multiple
representations of number and calculation, 6 items of decomposing and composing of
number, 4 items of reasonably judgment of calculation results, and 3 items of relative
difference of number. Reliability and validity was constructed through 808 4th grade
students by several processes, including expert reviews, internal correlation analysis,
exploratory factor analysis, and confirmatory factor analysis. Results showed that
Cronbach α ’s of five components were from .39 to .71, and .86 for overall test.
Construct reliability from confirmatory factor analysis was .81. Besides, content
validity was examined through two experts thoughtfully. Total construct validity,
average variance extracted, from confirmatory factor analysis was .45. As for item
characteristics, through item analysis, item difficulty (averaged correct rates for high
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and low ability groups) was from .28 to .77, and item discrimination (correct rate
difference for high and low ability groups) was from .12 to .57. Critical ratios (CR) for
all items were significant at .01 Type I error level.

Analysis
To judge whether a response pattern is aberrant or not, researcher utilized the
norm-referred cutoffs of the B* and W* indices developed by Huang (2005). The
cutoffs of the B* and W* indices were established based on the 90th, 95th, and 99th
percentile of the B* and W* values in each ability-error-ratio cell. Note that ability
ratio (T/K) was defined as ten times of the total PERSON score divided by test length
and error ratio (E/K) was defined as ten times of the number of errors within ability
level divided by test length. As for each student’s response pattern, values of B* and
W* can be calculated respectively. Comparing each B* and W* value with their
matching cutoffs, a response pattern, thus, can be identified as aberrance under .10, .05,
or .01 significant level. Then, contrasting students’ original response patterns with their
corresponding B* and W* values, we can examine the power of the two indices when
detecting real response patterns. To disclose differences among response patterns, four
types of patterns will be listed and compared as far as possible within each ability ratio.
These four types of patterns are NONE aberrance significant pattern, ONLY B*
significant pattern, ONLY W* significant pattern, and BOTH B* and W* significant
pattern.
Before using these cutoffs, it is necessary to identify students’ ability levels and
item difficulty levels. Based on Huang (2005), a simulated study with 150,000,000
ability levels and 25,000 difficulty, different ability levels and different difficulty levels
have their respective conjunctive values so that examinees can be classified into
suitable categories (low, middle, or high) when then encounter different difficulty
levels (low, middle, or high). Note that the difficulty levels were defined as the
proportion of the mean to the standard deviation of item difficulty (M/SD), and shown
as Figure 1.

Figure 1. Conjunctive values for ability level and difficulty level.
6

Ability scale
L

4.3575b 5.5476
h
m
l

a

.2935

M

.6782

6.7303 8.9371
h
m
l

H

9.6518 15.5035
h
m
l

Difficulty scale
a. Ability level.
b. Difficulty level.
Since twenty students with full score and two with null score on the Number Sense
Test I would distribute little information, there were 473 students’ data analyzed. Their
ability levels ranged from .12 to .96. Based on Figure 1, there were 33 students (6.69%)
classified as Low ability group (L), 273 students (55.38%) as Middle ability group (M),
and 187 students (37.93%) as High ability group (H). The percentage of middle to high
group students out of total number of students was almost 93.31% and the distribution
of ability levels on the Number Sense Test I was very similar to that of high school math
ability.
Furthermore, item difficulty levels were from .27 to .89, very close to the original
item difficulty. The mean and standard deviation of item difficulty levels were .6065
and .1536, respectively. Thus, the proportion of the mean to the standard deviation of
item difficulty (M/SD) was 3.9479. Compare with Figure 1, no matter which group
students were classified, they all encountered relatively high difficulty test (h). Thus,
there were three types of data sets: Lh, Mh, and Hh, where capital letters for students’
ability levels and little letter for item set difficulty levels.

RESULT AND DISCUSSION
After gathering the number of B* and W* above significant .1 level, Table 1
showed the distribution of aberrances among Lh, Mh, and Hh ability-difficulty group.
As can be seen, there were 163 students (32 from Lh group, 77 from Mh group, and 54
from Hh group) responding aberrantly within their ability levels (33.06%), and 304
students (26 from Lh group, 196 from Mh group, and 82 from Hh group) beyond their
ability levels (61.66%) out of 493 valid samples. In Lh group, students were inclined to
performed aberrantly within and beyond their ability, while students in Mh and Hh
performed remarkably aberrantly beyond their ability. This implied that these students
tended to perform more severe aberrances beyond their ability levels then those within
their ability levels.
7

Table 1. Distribution of significant B* and W* indices

Group

Number of student

Number of significant W* Number of significant B*

Lh
Mh
Hh

33(100%)
273(100%)
187(100%)

32(96.97%)
77(28.21%)
54(28.88%)

26(78.79%)
196(71.79%)
82(43.85%)

Total

493(100%)

163(33.06%)

304(61.66%)

Response Patterns Examinations
Table 2 showed some representative samples of response patterns and
corresponding indices values. The original response pattern data are exhibited in the
center block, and the computed index values are shown in the right block. Students’ ID
are shown in the most left column. Note that students’ responses have been
rank-ordered by their difficulty in ascending order from left to right and by person
total score in descending order from top to bottom. Thus, item ID 10 is the easiest and
item ID 23 is the hardest. Responses (0 or 1) with underline indicate aberrant
responses within or beyond that student’s ability level. The symbol of T indicates the
number of items that a person has answered correctly (sum of 1’s). T/K represents
ability ratio, and E/K the error ratio. The final two columns ( PW * and PB* ) represent
the percentile significant aberrances flagged by the W* and the B* indices with respect
to their corresponding cell cutoffs, respectively. Next research will examine students’
true response patterns under Lh, Mh, and Hh ability-difficulty situations.
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Table 2. Samples of response patterns and the B* and W* indices.
Item ID 10 8
ID

6

2

7

5

9 15 16 14 12 4 17 25 19 18 24 21 1 20 22 3 11 13 23

Difficulty .89 .88 .76 .76 .72 .70 .70 .69 .68 .65 .65 .64 .64 .64 .63 .60 .59 .53 .52 .45 .43 .42 .39 .37 .27
Sequence 1

2

3

4

5

6

7

8

9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

T Group T/K

E/K W*

PW*

B*

PB*

97

1

0

0

0

0

0

0

0

0

0

0

1

0

0

0

1

0

0

0

0

0

0

0

0

0

3

Lh

2

1

1.02

99

2.3

99

459

0

0

0

0

0

0

1

0

0

0

0

0

0

0

0

0

0

0

1

1

0

0

0

0

0

3

Lh

2

2

2.09

99

5.08

99

18

1

0

0

0

0

0

0

1

1

1

0

1

0

0

1

0

0

0

0

0

0

0

0

0

0

6

Lh

3

2

2.75

99

1.55

184

0

1

0

0

1

0

0

0

0

0

0

0

0

0

0

0

1

0

1

0

1

1

0

0

0

6

Lh

3

2

2.62

99

6.84

99

80

1

1

0

1

1

0

0

1

0

0

0

0

0

0

0

0

1

0

0

1

0

0

0

0

0

7

Lh

3

2

0.56

2.92

99

313

1

1

1

1

0

0

1

0

0

1

1

0

0

0

0

0

1

0

0

0

0

0

0

0

0

8

Mh

4

2

0.4

1.43

508

0

1

0

0

1

1

0

1

0

1

0

0

1

0

1

0

0

0

1

0

0

0

0

0

0

8

Mh

4

2

2.91

316

1

0

1

1

1

0

0

0

0

0

0

0

0

0

1

0

1

1

0

0

1

0

0

0

0

8

Mh

4

2

1.8

306

0

0

1

0

1

0

1

0

0

0

1

0

0

1

1

0

1

0

0

0

0

0

0

0

1

8

Mh

4

2

3.96

4

1

1

1

1

0

1

1

1

1

0

1

0

0

1

0

1

1

0

0

0

0

0

0

0

0

12

Mh

5

2

0.71

70

1

0

0

1

1

1

1

0

0

1

0

1

1

1

1

1

1

0

0

0

0

0

0

0

0

12

Mh

5

2

3.75

127

1

1

1

1

0

1

0

1

0

1

1

0

1

0

1

0

0

0

0

0

1

1

0

0

0

12

Mh

5

2

1.42

221

0

1

1

1

0

1

1

0

1

0

1

1

0

0

0

0

0

1

1

0

0

1

1

0

0

12

Mh

5

2

3.19

223

1

1

1

1

1

0

1

1

1

0

1

1

1

0

1

1

0

0

1

0

1

0

0

0

0

15

Mh

6

2

1.21

407

1

1

0

1

1

1

1

0

0

0

1

1

1

1

1

1

1

1

1

0

0

0

0

0

0

15

Mh

6

2

2.75

249

1

1

1

1

1

1

0

1

1

1

0

1

0

0

0

1

1

0

0

1

0

0

0

1

1

15

Mh

6

2

1.53

176

1

1

1

0

1

0

0

0

0

1

1

1

1

1

1

1

0

0

1

1

1

1

0

0

0

15

Mh

6

2

3.79

9

99
99

2.56
4.77

99

5.45

99

0.76
99
99

0.87
3.77

99

5.89

99

2.44
90
99

1.75
6.51

99

5.46

99

Continued.
Item ID 10 8
ID

6

2

7

5

9 15 16 14 12 4 17 25 19 18 24 21 1 20 22 3 11 13 23

Difficulty .89 .88 .76 .76 .72 .70 .70 .69 .68 .65 .65 .64 .64 .64 .63 .60 .59 .53 .52 .45 .43 .42 .39 .37 .27
Sequence 1

2

3

4

5

6

7

8

9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25

397

1

1

1

1

0

0

1

1

1

1

1

1

1

0

1

1

1

1

0

1

0

0

0

0

0

16

Mh

7

2

2.2

389

1

1

1

0

0

1

0

1

1

1

1

1

0

1

1

1

1

1

1

1

0

0

0

0

0

16

Mh

7

2

3.54

450

1

1

1

1

1

0

0

0

1

1

1

1

0

1

1

1

0

1

1

0

0

0

1

0

1

16

Mh

7

2

2.83

416

1

0

1

0

0

0

1

1

1

1

1

1

1

0

1

1

1

1

0

0

1

0

0

1

1

16

Mh

7

2

5.87

191

1

1

1

1

1

1

1

1

0

0

1

1

0

1

1

1

1

1

1

0

0

1

0

0

0

17

Hh

7

2

2.4

219

1

1

1

0

0

0

1

0

1

1

1

1

1

1

1

1

1

1

1

1

0

1

0

0

0

17

Hh

7

2

5.18

215

1

1

1

1

1

1

1

1

1

1

0

1

1

0

1

1

0

0

0

0

1

0

1

1

0

17

Hh

7

2

1.64

284

1

1

1

0

1

0

0

1

1

1

1

0

1

1

1

0

1

1

1

1

1

1

0

0

0

17

Hh

7

2

4.86

402

1

1

1

1

1

0

1

1

1

1

1

1

1

1

0

1

1

0

1

1

0

1

0

1

0

19

Hh

8

2

3.32

404

0

1

1

1

1

1

0

1

1

0

1

1

1

1

1

1

1

1

1

0

0

1

1

1

0

19

Hh

8

2

6.49

292

1

1

1

0

1

1

1

1

1

1

1

1

1

1

0

1

1

0

0

1

1

1

0

0

1

19

Hh

8
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T Group T/K E/K W*

PW*

B*

PB*

1.86
95
99

2.48
5.6

99

6.59

99

1.79
95
95

2.75
4.12

99

3.88

99

1.81
99
95

2.27
3.11

99

4.5

99

0.68
99

99

0.45

0.4

99

Lh cases
In Lh group, for example, ID 97 student gained a total score of 3 but with two
aberrant responses within his/her ability level (symbol 0) and one beyond-ability
aberrant response (symbol 1). Corresponding values of B* and W* were both higher
than their respective cutoffs and flagged significant aberrances (p< .01). Comparing to
ID 459 student with same total score, we can find that ID 459 student performed more
severe with-ability-concern and beyond-ability-surprise aberrances than ID 97 student
did. The values of B* and W* (5.08 to 2.30 and 2.09 to 1.02, respectively) revealed this
fact. When we returned to examine the student’s original responses, we also found that
ID 459 student answered three easiest items (10, 8, and 6) wrongly within the score of 3
and correctly answered three other items beyond his ability (7, 19, and 20). Nevertheless,
ID 97 student only answered two easy items (8 and 6) wrongly and two other moderate
items (12 and 16) correctly. This implies that the B* and W* indices can distinguish
aberrance levels of response patterns.
When comparing ID 18 student and ID 184 student, they both gained a total score
of 6 and performed sever within-ability-concern aberrances. Although ID 18 student
answered five beyond-ability items (15, 16, 14, 4, and 19) correctly, his aberrant
responses seemed not too serious. This is because difficulty levels of these five items
are close to his ability level, .70 [(.70+.70)/2]. Nevertheless, ID 184 student answered
four relatively difficult items (24, 1, 22, and 3) correctly and showed serious
beyond-ability-surprise aberrance (p< .01). So far, the B* and W* indices seems to be
capable of truly reflecting aberrant degrees of response patterns.

Mh cases
Next, we use four response patterns in T/K_E/K cell of 6_2 (total score of 15) as
examples to illustrate the Mh case. Within or beyond the front 15 items, ID 223 student
only performed three unexpected responses, and all these items were not far from his
corrected ability .62 [(.60+.63)/2] so that the student’s response pattern was not flagged
as aberrances and can be regarded as normal, no matter within- or beyond- ability
examinations. Similar results can be seen in the beyond-ability performance of ID 407
student for the difficulty levels of unexpectedly correctly answered items were close to
his ability level. However, ID 407 student responded four unexpected within-ability
items (18, 24, 2, and 1), and was flagged as aberrant (p< .10), showing somewhat
severely aberrant from ID 223 student. It is interesting that values of the B* index did
not consist with the number of unexpected responded items. For the ID 223 student, he
only possessed three unexpected responded items but showed more severe
beyond-ability-surprise aberrance (B*=2.44) than ID 407 student who responded four
unexpected items (B*=1.75), even though both did not flag significant aberrances.
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In contrast, ID 249 student showed apparently beyond-ability-surprise aberrance
(B*=6.51, p< .01) by answering two hardest items unexpectedly correctly (13 and 23).
Finally, ID 249 student performed aberrantly both within- and beyond- ability
responses (p< .01). These aberrances can be answered from his five within (2, 5, 9, 15,
and 16) and beyond (18, 1, 20, 22, and 3) ability responses.

Hh cases
In the Hh situation, examples were from the T/K_E/K cell of 9_1 with total score
of 21. In the comparisons of responses, we could find that ID 343 student performed
normally, ID 393 student apparently performed aberrantly within his ability level by
answering wrongly the easy item 8, but ID 244 student answered correctly the hardest
item 23 and yielded a B* value of 1.49 (p <.01). Again, we find that the B* and W*
indices might distinguish aberrance levels and correspond with the change of response
patterns.

CONCLUSION
In this study, researcher utilized the Beyond-Ability-Surprise Index (B*) and the
Within-Ability-Concern Index (W*) to diagnose the response patterns of 515
fourth-grade elementary school students from middle Taiwan who participated in the
25-item Number Sense Test I. Based on norm-referred cutoffs of the B* and W* indices,
aberrances of students’ response patterns were calculated and identified.
By comparing conjunctive values of students’ ability levels and item difficulty levels,
almost 6.69% students were classified as Low ability group, 55.38% students as Middle
ability group (M), and 37.93% students as High ability group (H), even though they all
encountered relatively high difficulty test (h). For valid sample, there were 33.06%
students responding aberrantly within their ability levels, and 61.66% students beyond
their ability levels. After examining several true response patterns, the B* and W*
indices seemed capable of detecting the Beyond-Ability-Surprise aberrant response
behaviors and the Within-Ability-Concern aberrant response behaviors, respectively.
We also note the findings of this study are preliminary. There are still some
limitations. First, the method we use to prove the effectiveness of these two indices
seems to be somewhat subjective and stays at a descriptive scenario. Further study
might use confident external criteria to show their detection power. Second, the
Number Sense Test I seems to be difficult for fourth grade elementary students and our
examinations limited at few ability-difficulty groups. This can be explored further in
future study. Third, since no other kinds of aberrant indices are compared, it would not
easily to say the B* and W* indices are good enough to possesses relatively strong
12

power of detecting aberrances. Further study may compare different types of fit indices
under simulate or real test situation. Despite these limitations, our findings still suggest
that the B* and W* indices can describe students’ true responses concordantly.
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BACKGROUND AND OBJECTIVE
Creativity is the most popular subject capitalist countries have been advancing in
recent years. If we divide into the facilitated, policy-makers and facilitators; compared
to the stage of children to teenagers which is mostly the facilitated, and to the stage of
middle-age to elder which is mostly facilitators and crucial policy-makers, the stage of
youth to adulthood should be the age level at which expectancies on creativity could be
intercommunicated most beneficially by the facilitated, policy-makers and facilitators.
However, it seems apparent that policy-makers and facilitators seldom reflect on their
beliefs of creativity upon others; and that the opportunities they give the facilitated to
express their thoughts about the image towards creativity are few.
The awareness on “Who is Facilitating Whose Creativity? What on earth is the
general public's creativity?” emerges when the creativity of the academic, who often
play the role of policy-makers and facilitators, is usually taken for granted as the
creativity for all. The purpose of this research is therefore to investigate, through
survey and content analysis method, the language and thoughts of creativity revealed
by the 20-44 age-level Taiwanese and also the degree of approval they hold at the
creativity revealed by the Anglo-American academic community.
FRAMEWORK AND ASSUMPTION
1. Language and Thought
In this research, “Thought” means the apprehension, assumption, belief,
expectation and image towards existences. “Language” is the text in which humans
employ characters and symbols to express their thoughts on an existence; the subject,
the language in this research will explain is “Creativity”. When humans first thought of
communicating with each other, the many objects of what could be existent, whether
surrounding or revolving around them, also the thoughts in mind, were all but
nameless. The use of sounds and symbols did not have a specific rule, yet it had to
assimilate the content of signals exchanged between other animals. That is, the use of
sounds or symbols is to indicate certain existing states and characteristics. Such a
concept agrees with what Diamond (2000) wrote in his book The third chimpanzee:
The evolution and future of the human animal about the beginning states of the
formation of human language. This research considers the most fundamental (yet not
complete) message by any existence as to be the existing state and characteristic. In
other words, we should be able to retrieve the image of a certain existence in the
speaker's mind by discerning his/her language pointing out the existing state and
characteristic of this existence.
2. The Academic of Creativity
This study opted for three books on creativity research to represent the creativity
of Anglo-American academic community. The first book, The Nature of Creativity,
edited in 1988 by Sternberg, the pioneer of this field, indicates in its table of contents
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that the focus is on the essence and character of creativity. The second book,
Handbook of Creativity edited by Glover, Ronning & Reynolds in 1989, is the first
guidebook to collect research results on a variety of features or subjects of creativity.
In 1999 Sternberg, as the main editor, published the second edition of the Handbook
of Creativity. These three works amassed in-depth discussions of accomplished
researchers on creativity since the 1950‘s. The publication of both handbooks also
became in its field a notable record of development traversing across time. What
“Language Spoken for Creativity by the Academia” in this research means, is the
language of creativity expressed by Anglo-American scholars as acquired from the
three great works; we categorize the words they define or discuss creativity into two
categories: the existing state of creativity and the characteristic of creativity. The
words in the two categories are applied to construct part of the questionnaire.
3. The General Public's Approval
The general public is massive in numbers, with diverse backgrounds and multiple
demands. The targeted general public of this study is in the 20-44 age-level in Taiwan,
currently those in Taiwanese society who are from the higher educational level and
whose common characters are: the people around the 20-32 age-level who are most
likely to still be studying in college; learning of the many possibilities in life, dating on
the premise of long-term fidelity, experiencing their first jobs, forming a family and
giving birth to children. Moreover, compared to children, teens, middle-aged and
elders, adolescents and adults would expect themselves much more or hold much more
expectations from others about their own career advancements. “Approval” in this
research has two functions: the first one is the general public expressing their opinion
by answering the question on an agreement scale indicating the degree of agreement
towards the language of creativity expressed by the academic community; the second
one is the general public expressing their consent towards the language of creativity.
Results from choice questioning serve as a complement to the discovery of the general
public’s thought upon creativity amongst the results from content analyzing their
words collected through the open-ended questioning in the survey.
METHOD AND DATA SOURCE
1. Sampling Design
We set the 20-44 age-level commuters in public transportation stations as sampling
subjects. The number differences between every 5-year age gap of the 20-44 age-level
samples was set to be lower than 5%, both male and female proportioning half each.
Time of survey recollection was July 15-30th, 2003.
2. Survey Design
A. Open-ended Questioning
Two open-ended questions are found on page 1 of the questionnaire: (1) What do
you think creativity is? What are its characteristics? (2) Please give an example of
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creativity. The first question intends to acquire an understanding of the interviewee’s
thought of existing states and characteristics of creativity. The second question, besides
assisting the interviewee confirms the literal meaning of his/her response in question
one, and it is also set to complement what he/she did not respond fully on the question
of what creativity is per se.
B. Choice Questioning
The second part is to let the interviewee choose his/her own thought of what
“Creativity is…” for example, “I think creativity is a kind of ‘Product’ “, followed by
the intention to inquire whether he agrees that creativity could or could not exist with
such a state. The design of the third part is to let confirm the characteristic of
“Creativity”, for example, I think “Creativity is ‘Complicated’” by making the choice,
such is intended to inquire whether the interviewee agrees that creativity has such a
characteristic.
3. Statistical Analysis
This research assigns the answers of “□Yes □No” as 1 and 0 points consecutively,
in questions 1 to 23, 25 to 41 of the second part and questions 1 to 24, 26 to 30 of the
third part. Here the points are put in order by the percentage obtained from the sum of
all, as to account for the total number of people who basically agree to every question;
and 1, 2 and 3 points has been assigned to “□Basically Agree □Agree □Definitely
Agree” consecutively. In other words, for the questions mentioned above if □Yes or
□Basically Agree is chosen, it will just mean somewhat agree; whatever circled in
questions 24 and 42 of the second part and in questions 25 and 31 of the third part,
means basically agree and 1 point is given. 0 points is given to the
omitted—considered as “Disagree”. As for questions 1–23 of the second part and
questions 1–24 of the third part, a one-tailed test is run based on the average degree of
consents 2; and for question 24 of the second part and question 25 of the third part, a
chi square test is performed instead to figure out whether the number of people
consenting exceeds 75% (P 0.75) out of the total number of interviewees
proportionally. This is to account for the degree of consent the 20-44 age-level general
public contends at the existing states and characteristics of creativity indicated in the
language by the academic community. Moreover, chi square test is run on the average
degree of consent 1 held by interviewees on questions 1–24, 25–42 of the second part
and questions 1–25, 26–31 of the third part to figure out also whether the number of
people consenting exceeds 50% (P 0.50) out of the total number of interviewees
proportionally. This is to account for the language that has representative trends over
the thought of creativity contended by the general public; and to complement in this
research, the discovery of language of creativity revealed also by the general public
amid encoding results of words data from the open-ended questioning. The above
statistics analysis was performed totally under a confidence level condition of 95%.
4. Content Analysis
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This research apply the content analysis method to study the great load of words
obtained from two open-ended questions. We at first registers the vocabulary of
creativity revealed in the open-ended questioning, then proceeding to the analysis by
applying coding principles—breaking down the text, discerning between language of
existing state and language of characteristic of creativity revealed, and further coding
them as existing state code, characteristic code. Consequently, the equal or analogous
words or sentences are coded into one code by the incompatibility principle. Thus,
creating two large categories, placing in order the total number of language codes in
the two categories and the occurrence of each code. We use bxxx to represent the
20–44 age-level interviewees; if the same words or phrases appear more than twice in
said survey, then a remark will be put between parenthesis after the survey serial
number origin. For example: b126 (2) means that in the survey—for the No. 126 of the
20–44 age-level interviewees the same word or phrase appears twice (Table 1):

Table 1: Categories Built-up on Coding Results.
Order
No.

"Existing State"
Category

25

Process

Code of the Same Occurr Order
Type & Survey
-ences No.
Serial No. Origin
25
b61,b85,b136,b23 14
8,b272,b326,b349
,b425,b447,b457,
b502,b126(2),b26
2

"Characteristic"
Category
Unexpected;

Code of the Same
Type Survey
Serial No. Origin
b321, b458

Unthinkable of

/Unthinkable of
b203,b522,b458,b
141
/unpredictable
b474,b513,b38
/unimaginable
even for myself
b86
/unanticipated
b142
/unwarned b476

CONCLUSION AND SIGNIFICANCE
A.
Languages of creativity’s existing states and characteristics expressed by the
academic community that are highly approved by the 20-44 age-level in the social
community are not many; only “Novel”, “Transformed”, “Amazing”, “Interesting”,
“Think”, “Idea”, “Ability”, “Change” and “Discovery” made the list.

Occurrences
12
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B. For the community of 20-44 age-level public of Taiwan: creativity per se
exists in any human individual, it is unique to every individual, it is an unlimited or
intangible ability, power or original motivation; it could be something sudden, out of
the blue, casual, unrestrained new thoughts, imagination or ideas. And these thoughts,
imaginations or ideas could happen in nothingness, make people feel it is unforeseen,
interesting and novel. Advertisement is a common example often seen. Creativity
could also be something totally different from people’s traditions or whatever different
in the past or every unique change or invention, it could be objects, products etc, things
and matters that make people’s lives more convenient.
C. The creativity in this community’s thought and that in the academic
community’s have likewise certain modernistic interests. However, in contrast to the
academic community, its intendment, value, social effect of capitalistic and
meritocracy interests are not as obvious as the academic community’s. This
community rather values more imagination, fun and casual unrestrained thoughts,
contending that creativity per se comes naturally without anticipation and are full of
the daily life.
D. The overlap of language of the two communities is the area in which we
search for creativity’s universal essences. By observing the words with different
intensities within the overlap area and the words outside the overlap area will help us
understand the peculiar interest of the community toward a certain existence. This
research proposed the “Language Overlapping Methodology” for investigating the
essences and peculiar attributes of certain existences and we expect it to be tried out
continuously in the future.
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Introduction
The global environment is changing, and with these changes, the education sector in the
United States is facing new challenges. Increasingly, “teachers are called on to provide
quality education to all children and prepare them to live and work in a world
transformed by rapid growth in new technologies, international competitiveness,
economic globalization, and increasing demographic shifts” (Clark, 1998). Employment
in the corporate world has increasingly become contingent on college graduates having
international experiences, cross-cultural training, and expose to global political and
economic issues (Patterson, 2000). Institutions of higher education can provide
opportunities for their students to develop capabilities and skills that will enable them to
understand the concept of globalization through international service-learning programs
(Annette, 2002).
Service-learning is a “grassroots movement that is springing up in community after
community” (Silcox & Leek, 1997). It is defined as “a form of experiential education in
which students engage in activities that address human and community needs together
with structured opportunities intentionally designed to promote student learning and
development” (Jacoby, 1996, p. 5). Service-learning is a “specific form of experiential
learning that emphasizes completion of tasks that meet human needs in conjunction with
meeting educational objectives” (Weber & Sleeper, 2003). It differs from volunteerism
by the application of course content and by student reflection on service-related learning.
Fisher and Bidell (1997) assert that both cognitive and personal growth occurs through
experiential challenges that arise. These challenges tap into participants’ feelings as well
as thoughts.
In the United States, service-learning as a teaching methodology has recently emerged as
part of the school reform movement. Thousands of k-12 schools nationwide have been
awarded grants to integrate what is taught in the classroom with the development of
community and school service projects (Silcox & Leek, 1997). These service-learning
programs are gaining interest and popularity “as a means of providing a valuable learning
experience for students” (Pyle, 1981).
The purpose of this study was to assess the attitudes and perceptions of college students
from one Midwestern Land-Grant University towards participation in an international
service-learning project. Participants traveled to Ecuador to identify a site for future
collaborative service projects between the university and a local community.
Literature
Education for the 21st Century needs to address the global issues that challenge the future
of our existence. Moving outward in today’s world implies accepting and embracing
intercultural awareness and connections on a national and global level. According to C.
Peter Magrath, president of NASULGC, “international education in all of its dimensions
is a mainstream obligation of universities.” It is an obligation we are historically prepared
to embrace (2004). Institutions of higher education must rethink and reframe their

missions to include global as well as urban, rural, and regional communities. Partnerships
must grow in diversity, reach, and location. This quest can be accomplished by
employing a service-learning pedagogy.
Today’s students are emerging from their college experience into a country where the
population demographics are changing and a world that is becoming more socially,
politically and economically interdependent. There can be no doubt that an increase in
international awareness of social, economic, and political issues is essential for today’s
graduates. In order to help more students prepare for this changing world, institutions of
higher education need to provide experiences that not only help students develop
intercultural competencies but also help them apply their knowledge to address problems
that are faced by communities. The development of these competencies can be
accomplished by employing a service-learning pedagogy in both a domestic and
international environment. It is important that students have opportunities to understand
and appreciate their own culture and make connections to appreciate the cultures and
experiences of others. The price society pays for not providing an opportunity for this
type of growth leads to the perpetuation of stereotypes, misunderstandings, and
miscommunication that often result in conflict which can lead to bias-motivated
incidents. When these incidents occur, individuals and organizations are not usually
prepared to respond quickly and effectively in finding solutions to these underlying
tensions.
Viable citizens need to be prepared to live and work in a complex and interconnected
world community. They need to acknowledge diversity and build community by
practicing hospitality, civility, and respect. In creating a respectful environment,
individuals must become more aware and sensitive to the issues and challenges faced in
multicultural communities. It is not enough for individuals and organizations to be
culturally aware and sensitive; they must move beyond this point and begin a journey
toward becoming competent in a culturally diverse environment. Therefore, it stands to
reason that intercultural competence is an important aspect of personal and organizational
development.
College students often experience significant personal, academic, and professional
benefits from participating in an international service-learning program (Kiely & Nielsen,
2003). International service-learning projects bring together the collective skills and
resources of a diverse cast of characters, including students, faculty, the community, and
the college, to assess and address the needs of a community. Some of these benefits
include “increasing students’ intercultural competence, language skills, appreciation of
difference, tolerance for ambiguity, and experiential understanding of complex global
problems related to their academic program of study” (Kiely & Nielsen, 2003).
Service-learning is beginning to develop internationally, and can be found in diverse
geographical locales such as Latin America, Japan, Eastern and Central Europe, the
Philippines, and in Singapore, to name a few. A “remarkable range of universities and
colleges [are offering] service-learning internationally” (Annette, 2002). One such
example is the case of Tompkins-Cortland Community College (TC3). Over the past 8
years, TC3 has taken students to Nicaragua for a three-week service-learning project that

combined academic learning with community-based service projects. Collaborators on
the project attribute the effectiveness of this service-learning project to the emphasis on
collaboration with the community to structure both the academic and service-learning
components of the program. The course is designed to include a strong community voice,
which has given participating students a greater appreciation of local knowledge. This
greater appreciation has led in turn to students’ acquisition of a “more holistic
understanding of how problems are perceived and understood that goes beyond a specific
discipline and/or cultural view” (Kiely & Nielsen, 2003).
Other international service-learning studies have shown similar results to those found by
Kiely and Nielson (2003). Students involved in international service-learning projects
spend a significant amount of time interacting with people in local communities to
identify specific needs associated with that community (Kleinhenz, et. al., 2005; MonardWeissman, 2003; Pyle, 1981). After having participated in the international servicelearning process, students felt the experience had an impact on their future career
thoughts and plans (Pyle, 1981). Stachowski and Visconti (1998) recommend the
inclusion of a required service-learning assignment in overseas student teaching
programs, for service-learning would “add a dimension to the experience that goes well
beyond the usual components of school, home stay, and travel”. Through servicelearning, students can develop more complex critical thinking skills and help them
“reiterate their commitment to be agents of change not only locally but globally”
(Monard-Weissman, 2003).
Purpose and Objectives
The purpose of this study was to assess the attitudes and perceptions of college students
towards participation in an international service-learning project. In order to determine
this purpose the following research questions were addressed:
1. How do participants define service-learning as it pertains to this international
project?
2. What aspects of this service learning project will become an essential
experience for participants?
3. How do participants think they will benefit personally, academically, and
professionally from this service-learning experience?
It is important to note that one of the limitations of this study is that these findings cannot
be generalized or replicated in other communities of Ecuador. Another limitation of this
study involves the small sample size and that study participants volunteered to answer the
questionnaires. Those students who were not willing to answer the questionnaire did not
get a voice.
Methods and Procedures
Many previous studies at the collegiate level utilized quantitative methods to investigate
service-learning. These methods often include pre- and post-survey data and
questionnaires, which measure the attainment of goals for individual learning. It “focuses
on the perceptions of college students and on what can be learned within campus

boundaries – from talking with students, reading their journals, and/or measuring their
attitudes (Boyle-Baise, 2002). Qualitative methodologies allow researchers to incorporate
other aspects of service-learning, such as the community as a constituent group, into the
research process. Shumer (2000) calls for the combination of research designs, which
allow for “multiple perspectives and broaden the ability of researchers to present and
complete holistic studies”. According to Boyle-Baise (2002), action research as a part of
this combination of research design can “prompt collaboration and reduce distance
between researchers and researched”.
Qualitative research methodology was utilized in this study. Qualitative research
methodology can uncover intricate pieces of evidence that are difficult to obtain using
quantitative methods. Denzin and Lincoln (1994) define qualitative research as “multimethod in its focus, involving an interpretive, naturalistic approach to its subject matter.
This means that qualitative researchers study things in their natural settings, attempting to
make sense of, or interpret, phenomena in terms of the meaning people bring them” (p.
2). It was with this approach in mind that the researchers set out to determine college
students’ attitudes and perceptions towards their participation in an international servicelearning project.
Researchers used a phenomenological framework to understand the meaning, structure,
and essence of the lived experience of this phenomenon for this group of students.
Phenomenological approaches explore how “human beings make sense of experience and
transform experience into consciousness, both individually and as shared meaning”
(Patton, 2002). Using this framework, researchers sought to capture students’ experience
as it relates to the service-learning project in Tumbaviro – how they ‘perceive it, describe
it, feel about it, judge it, remember it, make sense of it, and talk about it” (Patton, 2002).
This study describes students’ attitudes toward the incorporation of an international
service-learning program being developed at a university in one Midwestern state. These
participants in this study were part of an exploratory team comprised of students, faculty,
and staff members of a local NGO (non-governmental organization). The exploratory
team was charged with visiting several rural communities in Ecuador to identify a site for
the future service-learning project. Members of the exploratory team met with key
stakeholders in each community to do a preliminary needs assessment and assess the
feasibility of integrating a service-learning project to address identified community
needs. Each member of the team kept a personal reflective journal and participated in
nightly debriefing sessions. Reflection is an integral part of the service learning
experience as it allows participants to look back on the implications of actions that were
taken, and determine what was gained, lost, or achieved (Silcox, 1993). As a result of the
exploratory trip to Ecuador, members of the team unanimously agreed to form a servicelearning partnership with the community of Tumbaviro.
Tumbaviro is a community that has seen many changes in recent decades. The 181 yearold town has no industry, and heavy deforestation has affected the area’s water supply.
As a result, agriculture, the main activity for the town, has been severely affected. In an
area where the average farmer has 2 – 5 hectares of farmland, assistance will have to

come from outside sources, as the government has provided no money for development
and improvement projects. A service-learning partnership with this community could
provide U.S. students with firsthand knowledge of host community problems, conditions,
and needs. Students will also gain insight into the attitudes, beliefs, and values of the
citizens of Tumbaviro, which will help to broaden participants’ “perspectives on life in
the host nation and develop a greater appreciation of the common concerns shared by
people” (Stachowski & Visconti, 1998).
Tumbaviro was chosen as the site for the service-learning project for a number of
reasons. Collaboration between this community and the service-learning team would be
beneficial to both parties. Tumbaviro desperately requires technical know-how and
access to educational resources currently unavailable to them. The inter-disciplinary
nature of the service-learning team allows them to bring the community a broad range of
expertise, knowledge, and skills. In return, Tumbaviro residents are offering the servicelearning team an enthusiastic and dedicated community that is eager and willing to
participate. They also bring to the project valuable local knowledge. All partners involved
in this venture are deeply committed to the service-learning project, thus strengthening
the collaborative process.
Like many developing countries, Ecuador is a land of disparities where areas of
incredible natural beauty contrast with the pollution in the major cities and the poverty of
the rural communities. Ecuador is one of Latin America’s poorest countries. Wealth is
distributed unevenly and along ethnic lines, with “the indigenous and black population
bearing a disproportionately large share of poverty” (Roos & van Renterghem, 2000).
Recent statistics show that more than 80% of Ecuador’s population live in poverty and
that many people survive on the minimum wage of $160 per month. There is little
governmental infrastructure to support basic needs such as health, education, or economic
development beyond the most basic necessities. Due to the lack of communication
between the government bodies and the rural communities, programs and policies are
initiated by these government bodies that are totally opposed to the needs and wishes of
these communities (Roos & van Renterghem, 2000). NGOs help to bridge this gap
between community-based groups and government agencies.
Maquita Cushunchic Comercializando Como Hermanos Foundation (MCCH) is an NGO
headquartered in South Quito and works in communities to strengthen the structures and
relationships which form the Ecuadorian society. They also work directly with
indigenous residents of rural communities to strengthen their connection to markets and
economic development strategies. MCCH was receptive to collaborations with the
service-learning team and has become am integral partner in the project. Ecuador was
chosen as the site for the international service-learning project due to the great potential
for learning, collaboration, and growth among all partners, as well as for the opportunity
to positively impact the lives of all those involved in the service-learning project.
Data Collection

Students were given the opportunity to participate in a voluntary questionnaire aimed at
assessing their attitudes and perceptions regarding this exploratory trip to Ecuador.
Development and dissemination of the survey instrument was consistent with guidelines
provided by the Institutional Review Board for governing research using human subjects
by the institution employing the researchers. Using an open-ended format, the questions
on the survey instrument asked students their opinions and beliefs regarding their
participation in the international service learning project in Ecuador.
Using purposeful sampling methods, these participants were chosen based on willingness
and availability to respond to the questionnaire. A purposeful sampling method was
appropriate in this study as it provided researchers with information-rich key informants.
These informants are likely to be knowledgeable and informative about the phenomena
the researchers are investigating, and increases the utility of information obtained from a
small sample (McMillan & Schumacher, 1997). Three college students participated in
this study, 2 females and 1 male. Of these three students, two were seniors and one was a
first-year graduate student. All three students are currently enrolled in degree programs
within the College of Agriculture at one Midwestern Land Grant Institution. Two of the
participants had extensive international travel experience, while the other participant
traveled abroad for the first time.
Data were collected from questionnaires and from the debriefing sessions, which
occurred in June 2005. The debriefing sessions were tape recorded for accuracy and then
transcribed. The questionnaires were completed within the first week of the students’
return to the United States. Data were analyzed using an open coding system. Strauss and
Corbin (1990) state “open coding…is the analytical process by which concepts are
identified and developed in terms of their properties and dimensions” (p. 74). Conceptual
labels were placed on the answers the students provided. The answers were then
analyzed to determine similarities and differences. Conceptual labels were then grouped
into categories comprised of similar properties.
As in quantitative research, the “basic strategy to ensure rigor in qualitative research is
systematic and self conscious research design, data collection, interpretation, and
communication” (Mays & Pope, 1995). The researchers used triangulation to address the
issue of validity in this study. Triangulation refers to “an approach to data collection in
which evidence is deliberately sought from a wide range of different, independent
sources and often by different means” (Mays & Pope, 1995). In qualitative research,
claims of validity rest on the data collection and analysis techniques. For this study,
researchers used two strategies to insure the validity of the design: member checking and
mechanically recorded data. Member checking involves researchers checking informally
with participants for accuracy during data collection (Mcmillan & Schumacher, 1997).
Tape recorders were used during the data collection process, thus enhancing validity by
providing an accurate and relatively complete record.
Data Analysis

Research question one sought to determine students’ perceptions towards the concept of
an international service-learning project. Specifically, students were asked “how do you
define service-learning as it pertains to this international project?” Students provided the
following responses:
Service- learning is a shared experience between those doing the projects and those
receiving the projects. The purpose is to help others while learning about yourself. (F-1)
I define service- learning as providing a “community” with time, experience, materials,
and friendship. In turn, the person who does the providing also gains valuable
experiences and grows as an individual. Service-learning involves discovering,
evaluating and formulating the task with input and support of the “community.”(F-2)
I find service-learning to be a symbiotic relationship between members of the community,
professionals, students and others who are committed to a particular project. It is
mutually beneficial process because people work in unison and learn from each other. No
one is considered the expert and no one is coming in to the community to solve a
problem. A process of education and collaborative work takes place which allows
members of a community to feel involved in the process and also be part of the decision
making process. (M-1)
Students’ responses to research question one indicate their belief that service-learning
requires reciprocity. Reciprocity is a concept suggesting that “every individual,
organization, and entity involved in service-learning functions as both a teacher and a
learner” (Jacoby, 1996, p.36). Participants are perceived as colleagues, and they “nurture
mutuality by fostering respect and collaboration between community partners and service
providers” (Porter & Monard, 2001).
Research question two sought to determine what students’ believed they would be
learning from their involvement in the international service-learning project. Specifically,
students were asked “what aspects of this service learning project will become an
essential experience for you?” Students provided the following responses:
For me, I am excited about the project because I can see the major improvements this
would make. And the need for water is so basic, yet critical for everyday activities. I’m
excited to begin learning about options for the community and to utilize my education in
a way that will really help others. It is very important to me to have found a project that
will actually affect and help people. (F-1)
An essential part of this service-learning project will be the need for students to see
themselves as not the arrogant and always right American. Students will need to bring
an open mind to Ecuador and realize that though they are coming to for service, they
must be mindful of those they are serving. They must remember that the American way is
not always the best alternative for communities worldwide. (F-2)

The development of relationships with members of the community, and the learning
experience associated with the understanding of people and their environment, is one of
the most important learning experiences I can obtain from this service-learning project.
People from different cultures interact differently with their environment and the people
around them. Being able to understand these differences and the needs associated with
the community we are working with will result in a project that will be satisfactory to all
of those involved. (M-1)
Students’ responses to research question two demonstrate students’ awareness of
multicultural issues and the role this will play in the service-learning project.
Participation in this project allows students to interact with another culture and people,
while at the same time providing students with a new perspective on their own ethnic
identities. This interaction challenges students to assess their own attitudes, perceptions,
and routines, and recognize what role these will play in the collaborative process.
Research question three was aimed at ascertaining what benefits students’ believed they
would receive from involvement in an international service-learning project. Specifically,
students were asked “how do participants think they will benefit personally,
academically, and professionally from this service-learning experience?” Students
provided the following responses:
I love helping others. I always feel I get more out of giving to others than they get. I
learn a lot about myself and I feel really good knowing that I can make a small
difference. Academically, this will satisfy my design requirement before graduation,
which is great. Professionally, I think this is appealing to employers to have visited
another country, assessed their needs, and returned to design a solution. I could foresee
this as a possible future work experience. Just the initial trip has made me enthused and
excited to begin working on the design. I may seek future jobs like this. Overall, I think
my personal benefit far outweighs anything else. The ability to help others gives me such
a motivation to be involved and do a good job. (F-1)
Personally I think that this experience would open my mind further to the fact that life
exists in many forms and fashions. What is the “correct” way to life in one place may
not be feasible or practical in another. Academically I would gain real life experience in
applying an area of study beyond textbook type examples. And finally professionally, I
would gain experience in performing a large scale international project all while
gathering community input to tailor the project to fit the actual needs of the community.
(F-2)
I have been interested in Community Development for the last few years. My goal after
graduating is to someday return to Venezuela and try to implement similar projects
among the different communities that are in need. I am very interested in this project
because it will allow me to see different techniques that I might be able to use. I will also
be able to understand the logistics of certain operations and somewhat the costs and
different difficulties that may present themselves and discover ways of solving and
adjusting to them. (M-1)

Students’ responses to research question three indicate the international service-learning
experience will allow them to grow as individuals. Their exposure to the community of
Tumbaviro engaged the students in activities they may not have experienced before the
trip to Ecuador. Students indicated a greater awareness of what strengths they can each
individual bring to the project. The fact that each participant has a different set of skills
and academic background to offer is viewed as an asset to the collaborative process.
Students also indicated the service-learning experience offered them the opportunity to
gain knowledge and skills outside the normal academic setting.
Data analysis of the nightly debriefing sessions showed two main themes emerging:
health issues and communication barriers. At the start of the trip, students felt the biggest
obstacle for future projects would be the language barrier. Of the three students that
participated in this study, one was fluent in Spanish, one had studied Spanish in high
school and college but did not have confidence in her language skills, and the third had
never studied Spanish. By the end of the trip all three students felt that although having
some language skills was an asset, it was not essential for the success of the program.
Students expressed their belief that non-verbal communication was just as effective as
verbal prowess. The one student who spoke no Spanish believed in her ability to bring
meaningful and fruitful contribution to the collaborative process without fluent
communication. However, all students stated that the success of the project hinged on
having at least one team member from the group of students be fluent in Spanish and
serve as interpreter/coordinator for those with no Spanish skills.
During this exploratory trip to Ecuador, the team was tasked with helping to identify a
site for participation in a future service-learning project. Health issues played a
significant role in that decision. During the debriefing sessions, students’ expressed their
concern over the isolation and lack of sanitary living conditions in one of the regions they
visited. Should a student get ill and require immediate medical attention, a community’s
health services were deemed essential by students. In the absence of health services or
medical facilities, there should be a way for an expedited evacuation. Students also felt
that given the fact this will be the first year of the international service-learning project in
Ecuador, project coordinators should choose a site that, while challenging, should not
pose such a drastic shock to the incoming participants. Students felt such a radical change
from what they are accustomed to could interfere in participants’ ability to stay focused
on the task at hand instead of concentrating on trying to overcome the living conditions.
The success of the international service-learning course hinges on active participation
from students throughout the next few years. Word-of-mouth and active recruitment from
project participants would help increase student interest and participation in this and
future international service-learning projects at this Midwestern University. For that
reason, students deemed it important that all these factors be taken into consideration
when deciding on a venue for the first year of the project. By providing a challenging, but
not physically disruptive environment for the project, students expressed their sincere
belief that the project will be a success.

Conclusions/Implications/Recommendations
Advocates of service-learning believe that “when performed in a cross-cultural setting,
[service learning] encourages students to have a greater appreciation of different cultural
traditions and makes them more aware of the problems facing other parts of the world”
(Myers-Lipton, 1996). This belief is in line with our findings which show that comments
of the students toward their experience were positive, and reflected their belief in the
value of that experience. This implies that participation in an international servicelearning program has the potential to help students develop as individuals and
professionals.
An analysis of students’ responses to the questionnaire and the issues raised in the
debriefing sessions indicate students felt they received more than they had given, both
personally and professionally. Data analyses showed three major themes emerging from
the data. They include reciprocity, health issues, and communication barriers. These three
themes were taken into consideration when site selection for the international servicelearning project was made, and the community of Tumbaviro was chosen.
Students’ participation in this exploratory trip to Ecuador afforded them an experience
beyond themselves. They were able to make a connection with a real world community.
The implication for students lies in the intellectual growth they can experience.
Participation in this international service-learning project will challenge students to
integrate their accumulated knowledge and technical skills in order to solve real-life
problems, help students develop intercultural skills through working as part of diverse
teams in both a domestic and international setting, and encourage students to develop a
servant leader attitude by working with communities to help address critical issues and
build on community assets. When “students are given the opportunity to work with
diverse populations, community understanding and tolerance grow” (Williams, 2000).
This service project also provides a learning experience for the residents of Tumbaviro.
By working alongside members of the service-learning team, residents will learn aspects
of American culture and heritage while teaching about their own. This implies a
strengthening of the trust and bonds between partners. Successful service-learning
partnerships are based on a collaborative mindset and a commitment from all partners to
remain unwavering in the long run. This has social and economic implications for the
community of Tumbaviro. By addressing the agricultural production issues faced by the
community and applying viable solutions for these issues, the partners aim to expand the
agricultural production capabilities of the populace. Expanded production implies greater
economic vitality for the struggling community. Investing resources into the economic
development of the community could lead to an improvement in the standard of living for
the area. Their commitment to these service projects will ultimately dictate future
successes or failures.
The results from this study highlight the need for future research. The researchers
recommend an in-depth study be conducted with students, faculty, and community
members upon completion of the first year of the international service-learning project in

Tumbaviro. More research is needed to develop a greater understanding of how this
international service-learning experience affects those that participate in the collaborative
process, and what effect does such an experience have on students’ career and life
decisions.
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Abstract:
The paper revisits the famous ‘two cultures’ debate between F.R. Leavis and
C.P. Snow, with a view to examining its continuing relevance to the academic
field of physical education. Snow, in his 1959 lecture, lamented the ‘gulf of
mutual incomprehension’ that had developed within the education system
between the sciences and the humanities. In hostile response, Leavis contended
that Snow’s lecture did little more than unreasonably promote the sciences over
the humanities. Our paper looks at how the sciences and humanities have
coexisted within the interdisciplinary domain of physical education in the ‘modern
university’. We relate to this examination of physical education, Snow’s claim that
‘those in the two cultures don’t talk to each other’ and Leavis’s rejoinder that
when conversation does occur, the humanities are inevitably ‘trivialised’ by the
institutionally ascendant ‘scientific culture’. The paper concludes by
contemplating the possibility of a common ‘creative front’ within physical
education.
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Abstract
This issue paper aims to discuss the controversy between standardized testing and
authentic assessment in the English as Second Language (ESL) classroom. When
standardized testing such as multiple-choice items and fill-in-the-blanks is justified on
the basis of accountability and practicality, it is criticized for its failure to connect
classroom learning and assessment. On the other hand, authentic assessment is valued
for its multiple aspects toward second language learners’ overall proficiency but
criticized for its lack of objectivity. Given that, this paper sets out to argue the central
question—which type of assessments can better assess second language learners’
proficiency? The author first describes these two types of assessments and then
delineates the pros and cons of both sides of the controversy. Finally, the author
proposes that authentic assessment should be used as a major instrument together with
standardized testing as a minor tool to get richer picture of second language learners’
communicative, functional abilities, to increase empowerment and encourage
collaboration as well as to promote attainment of discrete skills.
Key words: Authentic assessment, Standardized testing, ESL classroom assessment

I.

Statement
This issue paper sets out to shed light on the controversy between authentic
assessment and standardized testing in the English as Second Language (ESL)
classroom. The inquiry question central to this controversy goes as follows. Which
type of assessments can better assess second language learners’ proficiency?
Being an English language learner and teacher for years, I have felt that the
evaluation of ESL learners’ overall performance could not be done making use of only
one single component. In ESL classrooms, students who fail the paper-and-pencil tests
may turn out to be very successful in oral interviews, portfolios or writing samples.
Therefore, multiple aspects of students’ language proficiency should be taken into
account in the evaluation process. Nevertheless, it has been argued that standardized
tests can eliminate bias and unfairness and thus can better serve as the common basis
for making academic decisions. Hence, this issue paper is attempted so as to discuss
these two types of assessments and bring more insights to the even-present controversy
that confronts both teachers and students in the language classrooms.
II.

Description of the controversy
While standardized testing such as multiple-choice items and grammar drills is

justified on the basis of accountability, it is criticized that it deviates students from
making sense of classroom learning. O’Malley and Valdez Pierce (1996) argue that
standardized tests fail to assess full range of student outcomes. Since multiple-choice
tests allow only restricted answer choices, they are not adequate to gauge learners’
higher-order thinking skills highly valued in today’s curriculum. In addition, teachers
have difficulty using the information obtained from standardized testing for
instructional planning. Focusing on the assessment of discrete skills, multiple-choice
tests deviate themselves from the authentic representations of classroom activities.
Hence, students’ complex learning and performance may not be well reflected.
On the other hand, authentic assessment reflects student learning, achievement,
motivation and attitude toward classroom instruction and documents students’ growth
over time, but it is criticized to lack of fairness. Lam (1995) argues that in authentic
assessment, students are not provided with equal opportunity to demonstrate what they
know. Some students are not adequately prepared to perform a type of assessment task.
Authentic assessment fails to eliminate such sources of bias as students’ proficiency,
prior knowledge, cultural experience, and interest. Another criticism on authentic
assessment pertains to assuring comparability. Developing tasks that are functionally
equivalent have been challenging for assessors. For example, it is difficult to construct
comparable tasks of equal difficulty in writing assessment (Miller & Legg, 1993).
Standardized tests and authentic assessment have their own pros and cons. The
following two sections articulate each side of controversy.

III.

One side of the controversy—Authentic assessment
The term “authentic assessment” is proposed by a group of scholars who feel the
call to shift language assessment from standardized testing. Authentic assessment
refers to assessment tasks that resemble reading and writing in the real world and at
school (Hiebert, Valencia & Afflerbach, 1994; Wiggins, 1993). O’Malley and Valdez
Pierce (1996) also define it as multiple forms of assessment that reflects student
learning, achievement, motivation and attitudes toward classroom activities. The goal
of this type of assessment is to evaluate different types of literacy abilities in contexts
that closely resemble actual situations in which those abilities are used. For example,
in authentic assessment, students are asked to read authentic texts, to write for the
audience, and to participate in authentic literacy tasks such as discussing books and
writing journals. Generally speaking, there are three types of authentic assessment—(1)
performance assessment that requires students to demonstrate their literacy skills by
creating responses, (2) portfolio assessment that documents students’ progress over
time through a systematic collection of works, and (3) self-assessment that allows
students to use the resources within or outside the classrooms.
Jacobs and Farrell (2001) delineate the need for authentic assessment based on the
following three arguments. First, new assessment instruments capitalize on meaning
rather than form. Second, new assessment methods examine the process rather than the
product of learning. Third, new instruments incorporate social nature of learning
through peer assessment and the use of group works. According to Tannenbaum (1996),
authentic assessment is particularly useful with ESL students because it employs
strategies that ask students to show what they can do rather than what they can not do.
In contrast to traditional testing, authentic assessment reveals that “students are
evaluated on what they integrate and produce rather than on what they are able to recall
and reproduce” (Huerta-Macias, 1995, p. 9). A variety of benefits of authentic
assessment are also proposed. For example, Johnston (2003) describes the advantages
of authentic assessment—showing what students can do rather than they can not do,
giving a richer picture of the students’ ability and understanding, demonstrating the
growth of communicative competence and reducing stress.
To sum up, vis-à-vis standardized testing that allows only the “right answer”,
authentic assessment encourages students to practice the authentic language use in the
relevant contexts.
IV.

A second side of controversy—Standardized testing
Standardized tests are used widely in a lot of educational settings for second
language assessment to construct a common basis for making decisions about students’
proficiency. A variety of academic decisions are made based on the results of this type
of high-stake tests, such decisions as which students should be admitted to a particular

program, which students should be placed in a certain level of proficiency and which
students can go up one level at the end of semester. Genesee and Upshur (1996) discuss
a number of reasons why standardized tests are used instead of non-standardized tests.
First, they are often used because of their practicality. It is easier to use a test that is
already available than to make up one’s own. Second, the procedures for administering,
grading, and interpreting the test have already been worked out. Butler and Stevens
(2001) reveal that standardized tests are developed under the premise that all students
at a given grade level receive a relatively homogenous curriculum. They state that
standardized testing has operated under the important assumption of equal or
comparable exposure to the content of the assessments prior to the assessment.
Hancock (1994) indicates the necessities of standardized tests. Decision-makers need
this type of evidence in order to make judgments about how to spend resources. He
also points out that one important aspect of testing is that the test is usually kept hidden
from the students until it is administered, which assures confidentiality.
Standardized tests can be used to determine whether individuals have achieved
certain levels of language proficiency and then obtain accreditation. In addition, they
can also be used as part of formal program evaluation. The focus then is not to evaluate
students but to decide if language programs in the school system are working. Finally,
since standardized testing is standardized in content, administration and scoring
procedures, they provide a basis for general accountability. (Genesee and Upshur,
1996)
To sum up, O’Malley and Valdez Pierce (1996) propose that standardized tests play
a key role in at least four ways: (1) to compare individual or group performance with
an external normative group, (2) to identify relative strengths and weaknesses in skill
areas, (3) to monitor annual growth in skills and (4) to serve as valid ground for
program evaluation.
V. Diversity and difference
The topic of diversity is appropriately discussed in this controversial issue.
O’Malley and Valdez Pierce (1996) point out that teachers and program administrators
have struggled to identify appropriate procedures to assess the knowledge and abilities
of language minority students, namely students who speak a language other than
English as their first language. Standardized tests assume a certain level of English
language proficiency that language minority students may not have acquired and
multiple-choice items produce information on what students do not know but little
information about what the students do know. This gives classroom teachers an
incomplete picture of language minority students’ needs and strengths. Moreover,
standardized tests mainly assess students’ knowledge on vocabulary and reading and
ignore written and oral language. These latter two skills are too important to be

neglected for language minority students since they contribute to students’
communication and social skills at school.
However, above-mentioned shortcomings of standardized tests do not suggest the
exclusion of them. Assessing language minority students requires multi-faceted
approach that synthesizes both standardized tests and authentic assessment to dictate
their language proficiency. As Canales (1992) proposes, a more ample assessment
should be used for language minority students. Teachers are encouraged to evaluate
students’ proficiency based on three areas: (1) oral language proficiency that
incorporates home language surveys, oral language proficiency tests, oral language
interviews, and observations, (2) social data that include socio-economic status,
schooling experiences, observations of social interaction at school and home and (3)
academic data consisted of achievement test scores, classroom grades, and teacher
observation.
V.

Conclusion and standpoint
This issue paper discusses a controversy between standardized tests and authentic
assessment, the one that challenges administrators, teachers and learners. Standardized
testing is valued for its practicality but criticized for its failure to capture students’
overall proficiency. On the other hand, authentic assessment is valued for its multiple
aspects toward students’ ability but criticized for its objectivity.
From my own perspective, as language pedagogy has focused more on
student-centered approaches, classroom assessment should also shift its focus from
traditional forms of testing to more engaging assessments based on activities that
represent classroom and real-world settings. Although standardized testing can
enhance acquisition of specific literacy skills including vocabulary and reading, it may
present a difficulty for learners to make sense of their learning. Assessment should be
part of classroom instruction and activities for students, rather than something set aside
to do separately. Thus, students will find the connection between what they are
learning and what they are assessed. Furthermore, assessment should involve rather
than isolate students. Students should be able to use their teachers and classmates as
resources to facilitate their learning, to ask for help and to collaborate. Given the
arguments mentioned above, I propose that authentic assessment should be used as a
major instrument together with standardized testing as a minor tool to get richer picture
of students’ communicative, functional abilities, to increase empowerment and
encourage collaboration as well as to promote attainment of discrete skills.
Finally, considering the fact that authentic assessment can provide a lot of
opportunities for students to demonstrate their authentic language use, I would like to
conclude this paper with a quote by Hancock (1994), “in the real world, most of us
have more than one opportunity to demonstrate that we can complete tasks

successfully, whether at work or in social settings. So, it makes sense to provide similar
opportunities for students” (p. 3).
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Abstract
It has been claimed that Computer-mediated Communication (CMC) represents
an ideal medium for promoting second language learning due primarily to the fact that
it provides a broader range of interactions in Native Speaker (NS)-Non Native Speaker
(NNS) and NNS-NNS situations. CMC distinguishes between two modes of text-based
communication—synchronous and asynchronous. Studies have shown that
interactional features in synchronous CMC facilitate L2 learning and create an
opportunity for a collaborative learning environment. However, few systematic
attempts have been made to explore whether these features in asynchronous CMC
would also function to benefit L2 learning. Therefore, this study sets out to probe (1)
the interactional features present in asynchronous CMC and (2) if they enhance second
language learning. A task was implemented in an English as a Foreign Language (EFL)
classroom with 40 college senior learners. These learners were asked to search an
English-learning or teaching website, write a 100-word annotation to be posted on an
electronic bulletin board, and respond to peers’ postings. The results indicated that as
far as frequency was concerned, the features of giving feedback and expanding on
topics topped the list while greeting, requesting, agreeing and disagreeing were rarely
covered and asking questions was never found. Moreover, the results also revealed that
learners were motivated to write more than required and their postings tended to
include more formal expressions. In a nutshell, learners’ communication was enhanced
in terms of the length and formality of language. Based on the results, classroom
implications were provided for second language teachers to promote learners’
communication skills.
Key words: Asynchronous CMC; CMC and second language learning; Internet-based
L2 pedagogy
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The Learning Performance of Technology-Aided Learning
(TAL) as a Supplement in Teaching Macroeconomics
Abstract
The purpose of this research was to examine if students instructed by using
PowerPoint lectures accompanied with the Technology-Aided Learning (TAL)
as a supplemental self-practice exercise for a unit in macroeconomics will
produce a significant change in learning performance, as measured by
researcher developed tests. The experimental group was instructed with
Microsoft PowerPoint lectures accompanied with the TAL as a supplemental
self-practice exercise, and the control group was also taught with Microsoft
PowerPoint lectures but together with the paper-and-pencil exercise. Since the
experimental group and the control group were homogenous, an analysis of
variance (ANVOA) was utilized. The finding of the research based on the data
analysis revealed that offering the TAL as a supplement produced a significant
difference in students’ learning performance (see Table 3, F= (1, 98) = 80.626,
p ≤ .05) in macroeconomics.
Keywords: Technology-Aided Learning, TAL, HyperStudio, Microsoft
PowerPoint, learning achievement, macroeconomics
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Introduction
The integration of computer technology in instruction tends to be a
phenomenon lately. Within the last two decades, the use of computer-assisted
instruction has become an active tool to deliver lectures (Mills 2001). Much of
the research supported the use of instructional computer technology to enhance
students’ learning achievement (Christmannb et al. 1997; Soe et al. 2000),
learning rate and retention (Cotton 2001; Hill et al. 2000; Sinclair et al. 2004),
and positive learning attitudes (Agarwal & Day 1998; Baker & Hale 1997).
Following the widespread use of computer technology, the researchers were
intent on investigating the learning performance of using TAL as a
supplemental tool in teaching macroeconomics.
No studies indicated the use of the Technology-Aided Learning (TAL);
thus, the researchers define TAL as the integration of HyperStudio as a
supplemental self-practice exercise into the lecture design in this study. The
objective of the research was to examine the learning performance for a unit on
unemployment and inflation in macroeconomics, among sophomore year
college students, when the PowerPoint lectures, accompanied with the TAL as
a supplemental self-practice exercise, was compared with the PowerPoint
lectures, accompanied with the paper-and-pencil exercise.
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Review of literature
The use of instructional technology
Along with the rapid changes of instructional technology, learning becomes a
continuing and flexible progress (Beyth-Marom et al. 2003). Mills and Tincher
(2003) indicated that computer technology helps students construct meaningful
learning and learn in multiple modalities and domains in schools and
classrooms. Thus, more and more concerns about the utilization of computers
as instructional tools, such as Programmed Logic for Automatic Teaching
Operations (PLATO) at University of Illinois, Apple Computer, Inc., and The
Information Technology Education for the Commonwealth of Pennsylvania,
arose.
The greater part of the literature review on instructional technology
focused on using the Internet for economics teaching (Rankin & Hoass 2001).
Daniel (1999) and Kaufman and Kaufman (2002) signified that the Web
integrating animation, graphics, text, sound, and interactive software creates a
richer set of functions and an improved learning environment. Therefore, the
more a student utilizes the web-based activities or educational technology, the
better that students would perform (Agarwal & Day 1998; Coates &
Humphreys 2001; Daniel 1999). Coates and Humphreys (2001) found out that
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student satisfaction increased, problem-solving skills improved, and grade
point average of student achievement was higher under instructional
technology teaching than in conventional classes in economics education.
The use of instructional technology in economics
More and more economics instructors dissatisfied with conventional teaching
strategies (Becker & Watts 2001) because instructional technology helps
instructors construct economics lectures with ease and less time-consuming
(Ranki & Hoass 2001). Therefore, economics instructors sought to infuse their
lectures with a diversity of computer technology (Muir-Herzig 2003; Schmidt
2003). Daniel (1999), Robinson & Davis (1999), and Schmidt (2003)
suggested the use of the inexpensive and widely available Internet to enhance
students’ learning experiences because students had a difficult time
understanding textbooks which were limited to written economic graphs and
static illustrations (Daniel 1999; Kaufman & Kaufman 2002).
The Microsoft PowerPoint use as a lecture tool in economics
Microsoft PowerPoint, becoming one of the popular instructional choices,
offers an effective and practical tool to construct lectures (Tomei & Balmert
2000). Mantei also stated that Microsoft PowerPoint could manage lectures
more efficiently than handwriting lectures (as cited in Susskind 2005). Parks
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(1999) began using PowerPoint presentation slides in teaching the principles of
macroeconomics in 1994. The author stated the use of PowerPoint
presentations in economics courses forced instructors to prepare teaching
material more carefully and more in advance than blackboard and chalk
lectures. The author continued to indicate that students would concentrate more
on the lectures and like the graphics on the screen.
As experience with the instructional technology grows, Kunkel (2004)
learned that students who were instructed with the use of PowerPoint slides
had higher final grades in a descriptive course requiring a lot of memorization
than students who were taught with other kinds of instruction. However, the
finding was in conflict with Susskind’s investigation (2005). The author
revealed that the PowerPoint presentations did not enhance students’ learning
achievement although the lectures led to the perception of better organization
and ease of understanding.
The use of instructional technology as a supplemental exercise in
economics
Schmidt (2003) pointed out that the use of instructional technology in
economics classroom exercises made practice more detailed, realistic, and
sophisticated than traditional paper-and-pencil economics practice. In addition,
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the author said that the instructional technology as a supplemental exercise in
economics will give students a deeper appreciation of economics courses.
Saade′ and Kira (2004) stated that the use of interactive computer-aided tools
as a supplemental instrument allowed students to discover perspectives prior to
a test and would enhance students’ learning achievement. Further, Coates and
Humphreys’ study in 2001 disclosed students, who made more attempts to
practice the web-based interactive exercises, gained higher scores on the final
exam than those who practiced less times. Yu et al. (2002) specified that even
though some research suggested instructors to use instructional technology to
develop supplemental exercises, the effects on students’ learning achievement
have rarely been investigated.
Although previous research presented the use of instructional technology
as a supplemental exercise instrument for economics instruction can be an
effective method, such as Schmidt (2003) and Saade′ and Kira (2004), there is
lack of supporting research to investigate the TAL use as a supplemental
self-practice exercise for macroeconomics lectures in Taiwan.
Study
Research question
The major question of this research is to investigate if students, instructed by
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using PowerPoint lectures accompanied with TAL as a supplemental
self-practice exercise, will produce a significant change in learning
achievement, as measured by researcher developed tests.
Participants
Participants (n = 107) were sophomore year college students who took
macroeconomics courses in the fall semester, 2002, at Chienkuo Technology
University in Taiwan. Since macroeconomics was required and also random
assignment and selection of the participants would not be possible, the intact
classes of students were used. The students (n = 56) instructed by using
Microsoft PowerPoint, accompanied by the TAL as a supplemental
self-practice exercise were categorized into the experimental group. Those (n =
51) who were taught by using Microsoft PowerPoint, supplemented by the
paper-and-pencil exercise were assigned to the control group. The experimental
period was six weeks. These two groups were in the same department at the
same school.
Pilot test
In order to make sure the pretest and posttest are adequate, a pilot test with 36
four-item multiple-choice questions was administered to 55 undergraduate
students at Chienkuo Technology University in Taiwan. The 55 students were
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not the subjects either in the experimental group or the control group. The pilot
test was decided the reliability of the macroeconomics pretest instrument was
calculated using Kuder-Richardson Formula (KR-20). The pilot test to
determine the internal consistency of the performance measure revealed a
reliability of .76.
Research design
This research did not involve random assignment and selection of the
participants to the experimental group and the control group, the
quasi-experimental research design was used (see Figure 1). A pretest and
posttest with 24 multiple-choice questions, including four distractors, were
developed to examine the differences in learning achievement between
students who received Microsoft PowerPoint lectures, accompanied by TAL as
a supplemental self-practice exercise and those who did not receive this form of
instruction. The pretest was carried out for both groups before the treatment.
The pretest instrument generated reliability coefficient, .70, which was
calculated using KR-20. Thus, it would be able to produce a reliable instrument
suitable for this research and would likely yield results that increase the
generalizability of the study. After each instructional lesson delivery, both
groups practiced the exercise. The TAL supplemental self-practice exercise was
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designed with the use of HyperStudio, and, for the control group, there were
paper-and-pencil questions. The posttest was delivered to both groups upon the
completion of the research.
Material design
PowerPoint lecture design
The development of the PowerPoint lectures was based on the 12 goals and 17
corresponding objectives (see Figure 2). Goal 1 to Goal 5 pertain to
unemployment, and Goal 6 to Goal 9 are referring to inflation. The objectives
reveal the students’ degrees of intellectual skills. According to Gagne` et al.
(1992), intellectual skills which require different levels of complexity are
important to instructional design and school learning. Objectives 1a, 1b, 1c, 1d,
1e, 1f, 1g, 6a, 6b, 6c, 9a, 9b, and 9c are at the level of concrete concept. These
objectives are abstract; therefore, curves, diagrams and figures will be used in
the lecture. To learn these concepts, learners must be able to retrieve previously
learned discriminations. Objectives 2a, 2b, 3a, 3b, 5a, 5b, 5c, 5d, 9a, 9b, and 9c
are at the defined-concept level, which require the skills of the concrete
concepts as prerequisites. Objectives 3b, 4a, 4b, 4c, 8b, and 8c are at the rules
level. Objectives 2a, 3a, 7a, 8a, 9a, 9b, and 9c are at the problem-solving level,
which require learners to recall previously learned concepts. Some of the
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objectives, such as 9a, 9b, and 9c, meet the multiple levels: concrete concept,
defined-concept, and problem-solving. Objective 2a comprises both the
defined-concept level and the problem-solving level. More, objective 3b also
meets two levels: the defined-concept and rules levels.
The supplemental self-practice exercise design
The self-practice exercise followed the steps as outlined in the ADDIE
(Analyze, Design, Develop, Implement, and Evaluate) instructional design
model. Peterson (2003) mentioned that the ADDIE instructional design is a
common and effective approach in the construction of instructional courses.
TAL self-practice exercise design. For the design aspect of the TAL
supplemental self-practice exercise, it was developed by using HyperStudio
and created through a series of hierarchal stages (see Figure 3). The TAL
exercise guided students through the process of answering questions and
performing calculations. While the experimental subjects have wrong answers,
the TAL exercise demonstrated the correct answers and calculations
automatically.
Paper-and-pencil self-practice exercise design. The exercise design for
the

control

group

was

traditional

paper-and-pencil

questions.

The

paper-and-pencil exercise mirrored the TAL supplemental self-practice
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exercise. Students who were in the control group had the handouts for the
practice questions and answers.
Results
Descriptive statistics for pretest and posttest data
The frequency distribution of the experimental and control pretest scores
scattered between 0 and 18. Most of the experimental subjects scored between
five and nine (23 experimental subjects); however, most of the control subjects
scored between 10 and 14 (27 control subjects). No subjects in either group
gained a perfect pretest score. The research lasted over a period of time; as a
result, students’ absences, such as for illness during the session or at the date of
pretest or posttest, may affect the experimental outcome. The researchers’
records for each treatment of participants’ absenteeism from the experiment
illustrated that six experimental participants and two control participants did
not attend the posttest. Thus, the eight mortalities were dropped out from the
posttest. The frequency distribution of posttest scores presented a shift of both
groups’ scores toward the upper end of the 24-point range (see Figure 4 and
Figure 5). In the experimental group, 25 subjects posttest scored equal or
higher than 20. However, 35 control subjects gained posttest scores equal or
more than 20 points. While three experimental subjects dropped two to nine
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points from the pretest, none of the control subjects dropped scores from the
pretest.
The pretest mean score for the experimental group was 8.11, and it was
9.35 for the control group (see Table 1). The pretest standard deviation of the
experimental group was 4.23, and the control group’s standard deviation was
3.43. Hence, the control pretest scores were more clustered around its mean
score and the experimental pretest scores were more spread out (see Figure 6
and Figure 7). Therefore, the control group had a slightly higher and narrower
distribution curve than the experimental group. Regarding the posttest, the
mean of the experimental group was 17.06, while it was 20.14 for the control
group. The standard deviation of the experimental group was 5.55, and it was
2.80 for the control group. Since the experimental posttest standard deviation
(SD = 5.55) was greater than the control group (SD = 2.80), the experimental
posttest scores were more scattered to one extreme or the other (see Figure 8
and Figure 9). As a result, the distribution curve of the experimental group
formed a smoother and broader bell (see Figure 8) than that of the control
group (see Figure 9). By contrast, the control scores were more slightly
clustered around its mean. Accordingly, the TAL instruction may lead the
experimental subjects to greater variation in learning performance.
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Analysis of Data
In order to address the research question, a one-way analysis of variance
(ANOVA) was used to determine the homogeneity of the two groups. By
comparing the pretest scores of both groups, a non-significant F ratio resulted
(see Table 2, F(1, 105)= 2.786, p ≥ .05). Since the experimental group and the
control group were considered homogenous, this research, to be appropriately
analyzed, utilized an analysis of variance (ANOVA) to compare the posttest
results.
Table 3 compares the pretest scores with the posttest scores for the
experimental group. A significant difference exists between the experimental
pretest scores and posttest scores (F= (1, 98) = 80.626, p ≤ .05). Therefore,
the results revealed that the use of TAL as a supplemental self-practice exercise
in teaching macroeconomics produced a significant increase in the
experimental group’s overall scores on the test of macroeconomics knowledge.
Comparing the pretest scores to posttest scores of the control group, Table 4
discloses a significant difference between the control pretest scores and posttest
scores (F= (1, 96) = 327.685, p ≤ .05). This illustrates that the
paper-and-pencil exercise as a supplemental practice also produced a positive
effect in students’ learning achievement.
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Implications and Conclusions
Regarding the research question, it asks if the students who are instructed with
the PowerPoint lectures, accompanied with the TAL as a supplemental
self-practice exercise for a unit on unemployment and inflation, produce a
significant change in learning achievement, as measured by researcher
developed tests. The finding of this research based on the data analysis in Table
3 (F (1, 98) = 80.626, p ≤ .05) for the experimental group shows a significant
difference between the pretest and posttest. Thus, we believe that the use of
TAL as a supplemental self-practice exercise had been a catalyst to enhance
students’ learning achievement in macroeconomics in this study. This result is
consistent with Coates and Humphreys (2001) suggesting a positive impact of
the supplemental self-practice exercises on students’ learning achievement.
Although both groups produced significant differences (see Table 3 and
Table 4), the posttest mean of the control group (mean = 20.14) appeared to be
slightly higher than that of the experimental group (mean = 17.06). This may
due to three experimental subjects dropped nine, six, and two points from the
pretest (see Figure 4). However, no control subjects dropped scores from the
pretest (see Figure 5). With regard to the increased the least from the pretest,
three experimental subjects improved only one point but one control subject
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increased three points.
This study was limited by some factors. One of the limitations was the
experimental and control groups were in the same department at the same
school; thus, experimental treatment diffusion was more likely to occur.
Students in the control group may seek to borrow the materials from students in
the experimental group, and vice versa. Besides, the sample, which was not
selected randomly, represents the population whose majors are in business at
Chienkuo Technology University, but may not be generalizable to similar
universities in Taiwan. Moreover, a pretest and posttest with 24
multiple-choice questions, including four distractors, were developed to
examine the differences in learning achievement between students who
received the TAL as a supplemental self-practice exercise and who received the
paper-and-pencil exercise as the supplemental instruction. Therefore, the
generalizability of the research might by limited by the pretest and posttest.
Different kinds of measurements may lead to different results.
Though limited, the current research found TAL use as a supplemental
self-practice exercise improved students’ learning performance. It is only the
outset of the TAL era; thus, there is an urgency to discover different units in
macroeconomics of the TAL use as a supplemental self-practice exercise to
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help students’ learning, and it would be useful to instructors in the future. Also,
future work is needed to figure out how to increase the discrepancies by using
TAL as a supplemental self-practice exercise.
To date, there is no support research to investigate the impact of the use of
TAL which was created by HyperStudio as a supplemental self-practice
exercise for macroeconomics lectures in Taiwan. Based on the current research,
Technology-Aided Learning (TAL), as a supplemental instruction, has been
proven beneficial. Thus, it will be a good choice for instructors and learners to
use TALs if TAL modules are well developed.

References

17

Agarwal, R. & Day, A. E. (1998) The impact of the internet on economic
education. Journal of Economic Education 29, 99-110.
Baker, W. & Hale, T. (1997) Technology in the classroom. Educom Review 32,
42-48.
Becker, W. W. & Watts, W. (2001) Teaching methods in U.S. undergraduate
economics courses. Journal of Economics Education 32, 269-280.
Beyth-Marom, R., Chajut, E., Roccas, S. & Sagiv, L. (2003) Internet-assisted
versus traditional distance learning environments: factors affecting
students’ preferences. Computers & Education 41, 65-76.
Christmann, E., Badgett, J. & Lucking, R. (1997) Microcomputer-based
computer-assisted instruction within differing subject areas: A statistical
deduction. Journal of Educational Computing Research 16, 281-296.
Coates, D. & Humphreys, B. R. (2001) Evaluation of computer-assisted
instruction in principles of Economics. Educational Technology & Society
4.
Cotton, K. (2001) Computer-assisted instruction. School Improvement
Research Series (SIRS) 10.
Daniel, J. I. (1999) Using the web to improve computer-aided instruction in
Economics. Journal of Economic Education 30, 225-247.

18

Gagne`, R. M., Briggs, L. J. & Wager, W. W. (1992) Principles of instructional
design (fourth edition). Harcourt Brace College Publishers.
Hill, J. R., Han, S. & Raven, A. (2000) Build It and They Will Stay: A
Research-Based Model for Creating Community in Web-Based Learning
Environments. Paper Presented at the National Convention of the
Association for Educational Communications and Technology, Atlanta,
Georgia. (ERIC Document Reproduction Service No. IR 021528).
Kaufman, D. A. & Kaufman, R. S. (2002) Interactive web graphs for economic
principles. Journal of Economic Education 33, 296.
Kunkel, K. R. (2004) A Research Note Assessing the Benefit of Presentation
Software in Two Different Lecture Courses. Teaching Sociology 32,
188-196.
Mills, R. (2001) A comparative study of the learning effectiveness of computer
aided

instruction

vs.

classroom

lecture.

Available

from

http://www.concentric.net/~wa1wpr/thesis/index.html, last accessed 23
April, 2003.
Mills, S. C. & Tincher, R. C. (2003) Be the technology: A developmental model
for evaluating technology integration. Journal of Research on Technology
in Education 35, 382-401.
Muir-Herzig. R. G. (2004) Technology and its impact in classroom. Computers

19

& Education 42, 111-131.
Parks, R. P. (1999) Macro principles, PowerPoint, and the internet: Four years
of the good, the bad, and the ugly. Journal of Economic Education 30,
200-210,
Peterson, C. (2003) Bringing ADDIE to life: Instructional design at its best.
Journal of Educational Multimedia and Hypermedia 12, 227-241.
Rankin, E. L. & Hoaas, D. J. (2001) Teaching note: Does the use of
computer-generated slide presentations in the classroom affect student
performance and interest? Eastern Economic Journal 27, 355-366.
Sinclari, K. J., Renshaw, C. E. & Taylor, H. A. (2004) Improving
computer-assisted instruction in teaching higher-order skills. Computers &
Education 42, 2004.
Saade′, R. G. & Kira, D. (2004) Effectiveness of an interactive application to
assist learning: A test case. Journal of Information Systems Education 15,
357-363.
Schmidt, S. J. (2003) Active and cooperative learning using web-based
simulations. Journal of Economic Education 34, 151-167.
Soe, K., Koki, S. & Chang, J. M. (2000) Effect of computer-assisted instruction
(CAI) on reading achievement: A meta-analysis. Pacific Resources for

20

Education

and

Learning.

Available

from

http://www.prel.org/products/Products/effect-cai.htm, last accessed 22
November, 2003.
Susskind, J. E. (2005) PowerPoint’s power in the classroom: enhancing
students’ self-efficacy and attitudes. Computers & Education 45, 203-215.
Tomei, L. & Balmert, M. (2000) Creating and interactive PowerPoint lesson for
the classroom. T H E Journal 28, 69-71.
Yu, F. Y., Chang, L. J., Liu, Y. H. & Chan, T. W. (2002) Learning preferences
toward computerised competitive modes. Journal of Computer Assisted
Learning 18, 341-350.

Figures:

21

Pretest score

Treatment

Posttest score

Experimental group

O1

X1

O2

Control group

O3

O4

O1: The pretest score of the experimental group
O2: The posttest score of the experimental group
O3: The pretest score of the control group
O4: The pretest score of the control group
X1: TAL as supplemental self-practice exercises

Figure. 1 A quasi-experimental research design

Instructional Goals

Instructional Objectives

Goal 1: Students will gain

a. Students will be able to develop the concept
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knowledge of “Structure of
Population.”

of “Structure of Population.”
b. Students will be able to identify the
meaning of “non-working-age population.”
c. Students will be able to identify the
meaning of “working-age population.”
d. Students will be able to identify the
meaning of “not in the labor force.”
e. Students will be able to identify the
meaning of “labor force.”
f. Students will be able to state the definition

Goal 2: Students will gain
knowledge of how to
calculate an unemployment
rate.

Goal 3: Students will gain
knowledge of how to
calculate a labor force
participation rate.

Goal 4: Students will gain
knowledge of how to
measure the problems of
unemployment.

Goal 5: Students will gain
knowledge of the different
types of unemployment.

of an unemployed person.
g. Students will be able to state the definition
of an employed person.
a. Given a set of data on
unemployment/employment, the students
will be able to know how to calculate an
unemployment rate.
b. Students will be able to state why an
unemployment rate is important to a
country.
a. Given a set of data on
unemployment/employment, the students
will be able to know how to calculate a
labor participation rate.
b. Students will be able to state the
relationships among unemployment,
employment, and a labor force participation
rate.
a. Students will be able to identify the
problems in measuring unemployment.
b. Students will be able to identify why the
discouraged workers increase or decrease.
c. Students will be able to state a list of
unemployment effects that influence
individuals and macroeconomics.
a. Students will be able to state what a
frictional unemployment is.
b. Students will be able to state what a
23

structural unemployment is.
c. Students will be able to state what a cyclical

Goal 6: Students will gain
knowledge of inflation,
deflation, and
hyperinflation.

Goal 7: Students will gain
knowledge of an inflation
rate.
Goal 8: Students will gain
knowledge of a consumer
price index (CPI).

Goal 9: Students will gain
knowledge of the different
types of inflation.

unemployment is.
d. Students will be able to state what a full
employment is.
a. Students will be able to state what causes
inflation.
b. Students will be able to state what causes
deflation.
c. Students will be able to state what causes
hyperinflation.
a. Students will be able to calculate the
inflation rate.
a. Students will be able to state how consumer
price index (CPI) is determined.
b. Students will be able to identify the
relationships between an inflation rate and
a CPI.
c. Students will be able to state the differences
between current year and base year.
a. Students will be able to state what a
demand-pull inflation is.
b. Students will be able to state what a
cost-push inflation is.
c. Students will be able to state what a
profit-push inflation is.

Figure. 2 Instructional goals and objectives for the PowerPoint lectures
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Figure. 3 Question #1 of the TAL self-practice exercise module

25

25

Scores

20
15

Pretest
Posttest

10
5
0
55
49

43
37

31
25

19
13

7

1

Experimental Subjects

Figure. 4 The distribution of experimental pretest and posttest scores
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Figure. 5 The distribution of control pretest and posttest scores
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Figure. 6 The distribution curve of experimental pretest scores

28

15

Frequency

12

9

6

3

Mean = 9.3529
Std. Dev. = 3.41657
N = 51
0
0.00

3.00

6.00

9.00

12.00

15.00

ControlPretest

Figure. 7 The distribution curve of control pretest scores
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Figure. 8 The distribution curve of experimental posttest scores
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Figure. 9 The distribution curve of control posttest scores
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Tables:
Table 1. Descriptive statistics for pretest and posttest
Pretest

Posttest

Group

Subjects (n)

Mean

SD

Experimental

56

8.11

4.23

50

17.06 5.55

Control

51

9.35

3.43

49

20.14 2.80
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Subjects (n) Mean

SD

Table 2. One-way analysis of variance (ANOVA) using pretest scores as
dependent variable
Source

Sum of Squares

df

Mean Square

F

Sig.

Between Groups

41.426

1

41.426

2.786

.098

Within Groups

1561.004

105

14.867

Total

1602.430

106

33

Table 3. One-way analysis of variance (ANOVA) for experimental group
pretest scores compared to the posttest scores
Sum of

Mean

Squares

df

Square

F

Sig.

Between Groups

1780.840

1

1780.840

80.626

.000

Within Groups

2164.600

98

22.088

Total

3945.440

99

34

Table 4. One-way analysis of variance (ANOVA) for control group pretest
scores compared to the posttest scores
Sum of

Mean

Squares

df

Square

F

Between Groups

2654.082

1

2654.082

327.685

Within Groups

777.551

96

8.099

Total

3431.633

97

35

Sig.
.000

Speed Endurance Testing of American Football Players

Authors: Tad Hunter and Matthew Rhea, PhD
Affiliation: Southern Utah University Physical Education Department
Mailing Address: 351 W. University, Cedar City, UT 84720
Email: rhea@suu.edu
Phone Number: (435)586-7829
Fax: (435)865-8057
Author of Correspondence: Dr. Matthew Rhea (address above)

Abstract:
Introduction: Speed is a major component of success in American football. So too is the
ability to maintain maximal, or near maximal speed, over repeated plays. Based on
previous competition modeling, the most demanding situation faced by a football player
was found to be eight consecutive plays in a 2-minute drill with only 20 seconds rest
between plays. For maximal performance, players must be prepared to perform at
maximal levels throughout such a scenario. Often, such conditioning is labeled “game
shape”. The purpose of this research was to examine the ability of football players at
different levels to maintain near maximal speed over repeated sprints. Methods: To
simulate the game situation described, football players (high school= 38, D1 college=20,
professional= 8) completed eight consecutive 40-yard sprints with 20 seconds rest
between each sprint. Tests were completed during the season for high school and college
and during pre-season for the professional players. Times were compared to their first
sprint time to determine the percent drop for each subsequent sprint. Data were then
compared across levels of players to determine if differences existed. Results: The
average maximal sprint times differed by level with high school being the slowest
(5.09±.21 s), college (5.92±.58), and professional (4.55±.21) respectively. High school
players decreased in speed an average of .67 seconds across the eight sprints (11%
decrease), while college and professional players decreased .80 (15%) and .16 (3.5%)
respectively, with only the difference between high school/college and professional
reaching statistical significance. Conclusions: There appears to be a difference in speed
endurance when levels of players are compared primarily due to the increased speed
endurance of professional players. Practical Applications: A repeated sprint test may
prove to be a valuable test for coaches to determine the “game shape” of their players.
The test described, as well as the normative data presented, can be used to compare test
scores and make judgments regarding player conditioning.

COMPETITION MODELING OF AMERICAN FOOTBALL: OBSERVATIONAL
DATA AND IMPLICATIONS FOR HIGH SCHOOL, COLLEGIATE, AND
PROFESSIONAL PLAYER CONDITIONING
Authors: Tad Hunter and Matthew Rhea, PhD
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Mailing Address: 351 W. University, Cedar City, UT 84720
Email: rhea@suu.edu
Phone Number: (435)586-7829
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Abstract:
Introduction: In an effort to increase the transfer of training to sport performance, sportspecific training programs should be developed. Competition modeling has been
proposed as a method for developing metabolic conditioning programs that mimic
competition environments. This process involves both a qualitative and quantitative
evaluation of competitive conditions of a sport. The purpose of this research was to
conduct competition modeling of American football at three different levels: high school,
collegiate, and profession. Methods: Portions of 30 football games were observed and
modeled with respect to length of play, length of recovery between plays, stoppages per
play, and plays per series. Results: The resultant data demonstrated that differences in
these variables exist between levels of play and such differences must be considered
when metabolic conditioning programs are developed. High school plays lasted, on
average, 5.6±2.0 seconds and were slightly longer than college (+.47 s) and professional
(+.44 s) plays. The average time for recovery between plays and for stoppages between
plays was longest in the NFL and shortest in high school. On average, the work to
recovery ratio was most strenuous in high school (1:5.5), college (1:6.1), and NFL (1:6.2)
respectively. Conclusions: Differences in the identified competitive conditions, although
slight, do exist between high school, collegiate, and professional football. Practical
Applications: In order to design specific metabolic training programs for American
football, coaches should consider the identified models. Work to rest ratios and volume
of work performed in a training session should be designed to ensure that players are
preparing specifically for game conditions.
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Abstract
This paper outlines the results of a study that sought to reveal the
understandings of beginning teachers in relation to how data is gathered in the
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process of their compulsory teaching appraisal. In Queensland Australia, the
context for the research presented here, beginning teachers undergo appraisal at
the conclusion of their first year of full time employment. This appraisal is
conducted by their primary supervisor, usually the principal. The results
reported here indicate that beginning teachers believe that appraisal data is
gathered by the principal through a number of specific approaches. These
approaches are outlined along with a series of recommendations for the
principals who are responsible for beginning teacher appraisal.
Introduction
In education systems throughout the world there is a shared desire to identify
and replicate ‘good’ teaching. To this end, the large majority of teacher
registration organisations and employers of teachers continue the search for an
accurate system that recognises and rewards competent teaching performance.
Throughout the western world, teacher appraisal schemes continue to create
discussion and debate. While American schools debate the wisdom of regular,
compulsory teacher appraisal, teachers in the UK are forced to deal with the
debilitating effects of mandatory appraisal of competence (Ingvarson &
Chadbourne, 1994). Similarly, Australian education bodies are involved in the
complex process of developing a nationally recognised set of professional
standards for teachers (Board of Teacher Registration, 2002), on which accurate
appraisal may be conducted.
The available research on beginning teachers reveals a substantial number of
issues including the transition from university to school, teaching concerns and
a range of developmental stage theories. These theories argue that teachers
experience professional growth in a sequential series of stages from pre-service
practice teaching to later career teaching. Most stage theories locate early career
teachers at the beginning of the continuum, and suggest that these teachers are
identified by their limited classroom experience (Berliner, 1988; Kagan, 1992;
Kuzmic, 1994; Steffy, Wolfe, Pasch, Enz, 2000). For the purpose of the research
presented here, beginning teachers are defined as those who have completed or
are about to complete their first year of full time employment. This definition of
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time sits nicely with the formal judgement of beginning teachers’ competence at
the conclusion of their first year of full time service.
Close scrutiny of performance is an accepted part of the profession for early
career teachers is Australia. Specifically in Queensland, the context for the
research presented here, beginning teachers are required to serve a twelvemonth period of provisional registration, before they are formally accepted into
the teaching profession. This process is a prerequisite for all beginning teachers
and is overseen by the Queensland Board of Teacher Registration. In
Queensland schools, responsibility for the appraisal of beginning teachers rests
with the principal (Invarson, 1989). This important task therefore requires
beginning teachers to be judged against a set of criteria contained in a checklist
and interpreted by the supervising principal. The focus of the research presented
here is in gleaning an understanding of the appraisal process as experienced by
this group of early career teachers.
Background to the study
After a twelve-month period of provisional registration, beginning teachers are
formally appraised by their principal on behalf of the Queensland Board of
Teacher Registration. On the report form, the principal makes comment on a
number of teacher characteristics before making a recommendation as to
whether the beginning teacher is deemed competent. A positive report enables
the beginning teacher to achieve full registration. Alternatively, the beginning
teacher is considered not yet competent and is required to undertake more
teaching under provisional registration. Each of the beginning teachers involved
in this study had experienced a successful appraisal report and moved to full
teaching registration.
An analysis of beginning teachers’ responses to the question “how did your
principal know that you were competent?” forms the cornerstone of this paper.
The results provide an explanation of beginning teachers’ beliefs about the
appraisal process, specifically, how their principal gathered information that
contributed to a formal judgement of the beginning teacher’s competence. In
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essence, the paper highlights beginning teachers’ understandings of how their
competence was appraised.
Methodology
The primary focus of the research on which this paper is based was to reveal the
conceptions of competence held by beginning teachers. However, it is almost
impossible to discuss competence without some exploration of appraisal, as it is
the appraisal process that seeks evidence of competence. It is the secondary
focus – the beginning teachers’ understandings of appraisal that is of interest
here, although the methodology discussed was responsible for the elicitation and
analysis of both beginning teachers’ conceptions of competence and their
conceptions of appraisal.
Traditional research of teacher effectiveness has tended to study only isolated
dimensions of the performance of the teacher, with methods usually focusing on
something other than the thoughts and ideas about the content of the teaching
itself (Kroksmark, 1995). In a departure from the traditional methods of
researching elements of the teaching and learning processes involved in formal
education, the present study adopted a phenomenographic line of enquiry
because phenomenography can assist those interested in education, to be
conscious of the complexity of the phenomenon of teaching. After all, the basic
premise of this methodology is that the world is not just the world, but the world
as experienced by someone (Marton, 1996). As the object of
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phenomenographic study, it is the teachers’ conceptions of their teaching that
take centre stage and it is only when these conceptions are “embedded in the
teacher’s real world that they become logical and comprehensible” (Andersson
& Lawenius, 1983, p. 8).
Phenomenography is ideally suited to the research presented here as it not only
assists in the revelation of individuals’ conceptions of a given phenomenon, it
also identifies the variation that exists between and among the recognised
conceptions (Velde, 1997; Pong, 2000). Analysis of phenomenographic data
produces an outcome space detailing the variation in conceptions of the
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phenomenon under investigation. This outcome space represents all possible
ways that groups of individuals may conceive of a phenomenon. Only when
conceptions, and the variation between and among them have been identified,
may researchers glean a complete understanding of how these groups
experience aspects of the world around them.
Data for this type of research is usually collected through individual
phenomenographic interviews that are taped and transcribed (Velde, 1997). The
interview utilises a small number of questions to elicit rich, descriptive accounts
of how the phenomenon under investigation is experienced by interviewees
(Ashworth & Lucas, 2000). In the research presented here, beginning teachers
were asked to respond to the following question: “How did your principal know
that you were competent? How was the evidence collected?”
After transcribing the audiotapes of the 19 individual interviews, the iterative
process of phenomenographic analysis revealed five conceptions of appraisal as
held by the beginning teachers in this study. The following section of this paper
outlines these conceptions and provides supporting examples from the
transcripts.
Results of the study
The results of this study suggest that the process of appraising beginning
teachers is neither straightforward nor clearly mandated. Although being
supplied with some basic guidelines from the Queensland Board of Teacher
Registration, principals are largely responsible for the decision, and for the
collection of the data required to make the decision. It is beginning teachers’
beliefs about the collection of this data that provides the main interest of this
paper.
The responses of participating beginning teachers reveal that principals
undertake the appraisal process to collect information about competence in a
range of ways that are described as follows:
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•

Appraisal is inspectorial – the beginning teacher believes that the principal
gathers appraisal data through judgement of teacher performance.

•

Appraisal is observational – the beginning teacher believes that the principal
gathers appraisal data through general observations.

•

Appraisal is consultative – the beginning teacher believes that the principal
gathers appraisal data through consultation with others.

•

Appraisal is incognito – the beginning teacher believes that the principal
gathers appraisal data through informal methods, most frequently without
the knowledge of the beginning teacher.

•

Appraisal is blind – the beginning teacher believes that the principal does
not gather appraisal data and makes a decision with no evidentiary basis.

Approach one: Appraisal is inspectorial
According to the participants in this study the inspectorial approach is the most
formal of the processes used by principals to gather information about the
competence of beginning teachers. Within this approach principals use
prearranged discussions, meetings and classroom visits to determine beginning
teachers’ progress. These occasions are generally predetermined by the principal
and then conveyed to the beginning teacher, although at times negotiation takes
place prior to the publication of a schedule. The purpose of the meetings and
visits is so that principals can see and hear first hand, how beginning teachers
are adapting to their new professional responsibilities.
Part of the inspectorial appraisal approach may involve formal inspection of the
beginning teacher’s planning documentation.
This is to do with planning. With my planning, my principal just, I
suppose, just wanted to see the overview of what we were doing. I
still did detailed English units, Maths, Science, Social Studies and
reading scheme etc. And that was plus the weekly one, I suppose.
And that was, sort of my principal could actually see from that, that
I was competent in that regard. [Interview 1, Male].
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Another element of the inspectorial approach involves predetermined visits to
the classroom of the beginning teacher for the purpose of a ‘lesson observation’.
Very often, these lessons are scheduled early in the term or year so that the
beginning teacher has every opportunity to be prepared.
Well, he (principal) came – at the start of the year he said like as
part of my probation I had to have twenty lessons observed. He’d be
there twenty times in the classroom. [Interview 14, Male].
In addition to gathering appraisal information from observation of
planning and classroom behaviour, principals use meetings and
discussions with beginning teachers in an attempt to make judgement of
their competence. For some beginning teachers, regular formal meetings
are a prerequisite of their first year in the classroom.
In summary, beginning teacher reaction to the inspectorial approach to appraisal
is that it is almost second nature. This is perhaps due to their recent transition
from an undergraduate teaching program that required close scrutiny and
judgement of their competence. Regardless of the type of procedure described,
beginning teachers take this appraisal approach very seriously. Although based
on quite a traditional model, inspectorial appraisal is obviously a widely used
means of gathering data from which to make judgements of beginning teacher
competence.
Approach two: Appraisal is observational
The essence of this approach to appraisal is that principals form opinions about
the competence of beginning teachers through observations of the beginning
teacher’s involvement in a range of school activities and events.

These

observations are not made at prearranged meeting times, but rather on an ad-hoc
basis throughout the year.
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Beginning teachers may be observed in the general conduct of their classes. In
fact, they seem quite aware that their performance will be closely scrutinized
during their period of provisional registration. Beginning teachers believe that
principals are making ongoing assumptions about them, based on what is seen
and sometimes heard.
Yeah. She (principal) says if she can hear us downstairs we’re
gonna be too noisy. You know like, its just a bit of a joke but at the
same time you know that within that school you would not be
expected to exceed a certain noise level. You know like, if it’s
distracting other teachers, it’s distracting other things. [Interview
16, Female].
Although these observations can happen within the classroom, beginning
teachers understand that their performance outside of the classroom will also
provide important data for their appraisal. When questioned about the types of
observations that principals made as part of the appraisal process, one beginning
teacher explained that “generally it was more of what I did outside of the
classroom than inside. Like that (principal) got to know me.”
Beginning teachers believe that principals are looking for much more than
expert pedagogy. Principals make frequent and constant observations of how
beginning teachers conduct themselves in all aspects of the profession,
including interaction with members of the school community.
Probably informally observe like their rapport with children and
how they deal with the other children at school as well as their own
children.

And how they deal with the parents in the school.

[Interview 15, Female].
Principals’ opinions of the competence of beginning teachers may also be
influenced by the beginning teacher’s level of involvement in school activities
and events. Beginning teachers maintain that they will be more favourably
appraised if they make an effort to involve themselves in a range of
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extracurricular activities “coaching sports”, “turning up to meetings”, and
“singing in the morning”.
I guess the way you participate in school functions.

Like

involvement in committees and your point of view towards things in
the school. Things you have achieved like the Level 1 computing
and just, I’ve done that so I guess that I’ve proved that I can do that.
[Interview 3, Female].
According to beginning teachers, principals gather appraisal data through a
series of observations, the results of which are used as evidence of competence
or incompetence. During their first year of employment, beginning teachers are
closely monitored by the principal both inside and outside of the classroom. It is
the belief of the beginning teachers involved in this study that such observations
assist the principal with the process of appraisal.
Approach three: Appraisal is consultative
At the core of this approach is the belief of beginning teachers that principals
consult with others prior to making any judgements regarding competence.
Beginning teachers maintain that principals are not alone in the appraisal
process. Rather, their decision is influenced by the opinions of other members
of the school community.
At the forefront of the list of individuals consulted for an opinion of the progress
of beginning teachers are the teaching partners.
I:

Tell me some of the ways you think the principal may have got
information about you.

BT: Just well through the staff and like I think the teaching partner
I have beside me. I think like they’d talk to each other. And I
think I’ve got a pretty good working relationship as well. I
used to go to her with my planning and ask her questions and
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that.

I think she could realise that I could handle it.

[Interview 14, Male].
Evidence from the transcripts suggests that beginning teachers are neither
insulted nor distressed by this consultation, but consider it a natural part of their
period of provisional registration.

In fact, beginning teachers accept that

principals will consult with most school community members with whom the
beginning teacher interacts. Teacher aides are often an important source of
information about the beginning teacher’s classroom performance.
And she (principal) was also in contact with the teacher aide that I
had as well. You know, just asking various questions. This and that
and how she thought I was going. [Interview 1, Male].
First year teacher mentors are also seen as able to supply information to the
principal.
I:

So you had some meetings?

BT: Yeah, just, well that was mainly through our mentor. It wasn’t
actually with Mark (principal). Our mentor had like chats
with us.

Then I would assume that that went to him.

[Interview 4, Female].
Another group who is consulted regarding their opinions of the progress of
beginning teachers is the teaching staff. Beginning teachers agree that this
information is gleaned by the principal through “chatting to some of the other
teachers … casually about what they felt…” These inexperienced teachers
understand that their more experienced colleagues may be invited to express an
opinion.
I:

How did your principal get information about your
competence?

BT: I think a lot of it would be word of mouth. Because we’re in a
closed environment in some ways. I work closely with six
10

other people and all the subjects are team taught. I think
they’d have a fair idea what sort of teacher I am just from that.
[Interview 11, Female].
Another group who may have input into the principal’s deliberations on the
competence of beginning teachers is the students. Beginning teachers believe
that principals, although not formally interviewing the students, are interested in
what they have to say about their learning experiences and the conduct of the
classroom.
I mean everybody is going to have a problem in the classroom. But if
you’re having major problems and major conflicts with students, I
think that would probably be detrimental to the way the Principal
would look at you. But if you seem to be getting on well with the
kids. And you seem to have a handle on everything. You’re not
panicking and freaking out Monday morning. You know, that would
probably have a big, you know, a big weight on your judgement.
Yeah. [Interview 8, Female].
Another influential group with whom the principal may consult is the parents.
Beginning teachers have a strong belief that the parents of their students
“definitely do talk to different people including the principal” about their
opinion of the beginning teacher.
I:

It’s not a private profession anymore, is it?

BT: No. No, it’s not. It’s out there. And I do get a lot of parents
coming in and helping and all that. And, yeah, so they might,
you know, say something to the principal about what may have
happened. [Interview 1, Male].
Beginning teachers acknowledge that as the “new kids on the block” they will
be closely monitored by a range of school personnel and visitors to the school.
They also understand that the principal may consult with these individuals or
groups, prior to making a decision on the beginning teacher’s competence.
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Approach four: Appraisal is incognito
Beginning teachers appreciate that it is the duty of the principal to gather
enough information to make an informal decision about their competence. They
are also aware that much of this information is compiled without their direct
knowledge.

Beginning teachers acknowledge that principals have a “sixth

sense” about possible problem situations and that they often “wander the
school” to ensure that problems are kept to a minimum.
Without being obtrusive, or trying to unsettle the beginning teacher, principals
are able to move around the school knowing that their presence may have a
settling influence on the behaviour of the students.

During these “walks”

principals can see and hear what is happening in the classroom and how the
beginning teacher is coping with their new responsibilities.
I think sometimes you can get a decent picture if you’re just walking
past… You’re not going to walk past my lesson every time I was
teaching. But, you know, just generally around the school, if you
keep on walking past, might have a look in and see what’s going on.
Whether you’re in control or whatever. [Interview 12, Female].
Beginning teachers are in awe of the subtlety of the principal in “keeping an eye
on” teachers who are new to the school. They speak almost in espionage terms
about the covert operations of their primary supervisor.
He was there but he wasn’t there. Like he didn’t actually come in
and physically watch me teach but he would walk in every now and
then. Every couple of days. [Interview 4, Female].
Accepting that they will be under direct and indirect scrutiny during their initial
teaching experience, beginning teachers understand that it is the duty of the
principal to “sus out” possible problems. Beginning teachers also acknowledge
the skill of the principal in maintaining close contact from afar. Principals are
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almost intuitive in what they glean about the beginning teacher, even without
being physically present in the classroom.
Beginning teachers are not intimidated by the covert operations of the principal
and accept without question, this subtle means of collecting evidence of their
competence.
Approach five: Appraisal is blind
A number of the beginning teachers involved in this study argue that their
principal did not have adequate evidence to make an informed decision as to
their competence or incompetence. These beginning teachers are definite in
their opinions that their appraisal was conducted without even minimal
supervision, observation or mentoring by any member of the school community.
I:

Who made the final decision on your report? Was it the
principal? Deputy principal? Your head of your unit?

BT: Head of my unit.
I:

Head of your unit. So what we assume is that this particular
supervisor, for want of a better word, makes, does an appraisal
with some sort of judgement and says “now you are
competent”. Or we judge you to be competent. How do they
know?

BT: They have no idea.
I:

Okay.

BT: Because, in my personal experience with that process, I had no
one observing my teaching. I had no one look at any of my
reporting documentation. Yeah, basically I had nobody who
knew what I was doing. The principal had never even been
down this way.

Oh no, I’m sorry, he came down to find

another teacher to give him a message. And I grabbed him,
made him sit in a chair and told how to listen about how I
wanting to get out of there. But that was about it. The deputy
principal was the same. Never actually came in and visited the
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class or looked at any, at anything. So I mightn’t have been
able to do it. So no one really cares anyway. So, yeah, none of
those top dogs came and had an interest.

My teacher-in-

charge observed when she had to. So when it came to that bit
of paper, I was a little bit cynical, obviously. [Interview 5,
Female].
Although being aware of their compulsory period of provisional registration,
some beginning teachers are completely unaware of the procedures involved in
the decision-making process. Many question the ability of the principal to make
such an important decision where, to their knowledge, the principal has minimal
awareness of the competence of the beginning teacher. These beginning
teachers argue that their principals do not have an adequate understanding of
what they have achieved during their first year of employment.
I’ve never been asked for any of my, any formal planning. I’ve had
one program meeting and that was at the beginning of this year.
Where I took along my planning. And took along my class program.
And took along the IEP’s of the kids. I took all that information
along and didn’t open my book once. I spent three quarters of an
hour talking to the Principal. And for the first time, I actually had
feedback. In all the time I’ve been there, I haven’t had any feedback.
[Interview 6, Female].
Some beginning teachers are quite sceptical of the whole process, stating
strongly that “It’s just a joke. It’s a joke. To me it was a joke” and “He didn’t
really check up on me at all!” Another beginning teacher when questioned
about how the principal knew that she was competent replied “I don’t know
how they think they know. They don’t even really know me!”
It seems that for some beginning teachers, the appraisal process is a mystery and
they have no idea how evidence is collected regarding their competence. Others
actually question the notion that evidence is even gathered and wonder how an
informed and accurate decision is possible. As such, they are cynical about the
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whole process, but do not make a formal complaint as long as the outcome is
positive.
Recommendations from the study
Results of the present study suggest that although beginning teachers are aware
of many of the ways that evidence of their competence is collected by principals,
this is coincidental rather than by design. For many beginning teachers the
process of their appraisal is quite a mystery, where they can only guess how
their principal gets to know them well enough as teachers, to make an informed
judgment of their competence. The very fact that some of these beginning
teachers consider the appraisal process as ‘blind’, lends weight to a
recommendation that the whole process is in need of greater transparency.
It is therefore recommended that in the initial stage of their period of provisional
registration, beginning teachers are made aware of how they will be appraised.
In this way, principals would meet with beginning teachers to provide details of
how evidence of their competence will be collected. Additionally, a schedule of
formal classroom visits should be made available to the beginning teacher.
Naturally, informal ‘drop-in’ visits would still take place without prior
organisation, yet knowledge of scheduled visits would at least enable beginning
teachers to prepare in advance and allow them opportunity to display their
professional capabilities. Equipped with greater understanding of the appraisal
process, beginning teachers would at least be able to reduce their stress levels in
one aspect of their initial year of teaching.

The second and most urgent of the recommendations posed by this study would
see a revision and enhancement of the current process of beginning teacher
appraisal. At present, this appraisal is conducted in quite a professional manner
by principals who largely have the best interests of beginning teachers at heart.
The process, although adequate, has the potential to deliver much more.
Currently, beginning teacher appraisal could be easily perceived as being ‘done
to them’, rather than being ‘done for them’. The research presented here argues
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that with some moderation, the appraisal process has the potential to become a
powerful professional development tool for beginning teachers.
It is therefore recommended that beginning teachers be appraised periodically
throughout their period of provisional registration and that the results of each
appraisal act as stimuli for professional development opportunities. It seems
quite pointless to appraise beginning teachers only at the end of their provisional
registration, when regular feedback could provide them with a mechanism to
enhance their competence prior to the final appraisal. Once again, closer
collaboration between all parties involved in the process of appraisal would
facilitate optimal results for each participant. For beginning teachers,
opportunities to develop their craft would be provided whilst the benefits to
principals would come in the form of a more competent beginning teacher
workforce.
Conclusion
This paper reported the results of a study that sought to gain insight into
beginning teachers’ understandings of the process of their first year appraisal.
Results of the study suggest that beginning teachers report several means by
which their principals collect the information required to make an informed
decision regarding teacher competence. Although the current system is
generally well accepted by the provisionally registered teachers involved in the
research, results of the study suggest that the appraisal process should be made
more transparent. Additionally, it is recommended that appraisal of beginning
teachers should not be an end in itself, but should act as a catalyst for the
development and further enhancement of their professional knowledge and
skills.
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Student dialogue 2

Purpose
The purpose of this study is to learn more about how young children interact and
verbalize their understanding of science to one another while working on individual inquiry
projects as well as other scientific investigations. In addition, this study attempted to understand
the influence of the teacher on the communication levels during these projects as well as the
social interactions of students while engaged in different size groups, (dyads, groups of four and
whole class) while working on self-guided projects. By understanding not only the scientific
vocabulary used, but also the social patterns that emerge between and among students, greater
depth of student knowledge can be gained and appreciated.

Theoretical Background
Science teachers commonly use the term inquiry to define how a science curriculum
should be taught; however, there are multiple ways to encourage scientific inquiry in the
classroom. Tayfola, Sunal and Knecht (1980) define inquiry on a continuum as range of practices
from confirmation to guided inquiry. Confirmational inquiry is described as an activity for
students that proves a given answer. Structured inquiry provides students with questions,
procedures and information to reach an answer that is not given. The final type of inquiry in
Tayfola et al’s continuum is guided inquiry: students are given a question to answer, but they
may or may not be provided with a structured procedure to answer it. Occasionally, a class will
develop a procedure together, but many teachers find this practice time-consuming and difficult
to manage.
Martin-Hansen (2002) adds two types of inquiry to Tayfola et al’s continuum, beyond
guided inquiry: coupled and open. Coupled inquiry is a combination of guided inquiry and openended inquiry: students begin with a question, investigate the issue, share results and based on
discussions or personal interest, students engage in open-ended inquiry. Open-ended inquiry is
when students choose a research question and the procedure or method by which they will
answer it. Definitions of scientific inquiry by Tayfola et al. and Martin-Hansen are combined on
the continuum shown below:
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Inquiry Continuum
Confirmation

Structured

Guided

Coupled

Open-Ended

According to the reform document Inquiry and the National Education Standards (INSES)
(2000), teaching inquiry should incorporate five major learner guidelines:
Learners are engaged by scientifically oriented questions
Learners give priority to evidence, which allows them to develop and evaluate explanations
that address scientifically oriented questions
Learners should formulate explanations from evidence to address scientifically oriented
questions
Learners evaluate their explanations in light of alternative explanations, particularly those
reflecting scientific understanding
Learners communicate and justify their proposed explanations (p. 25).
A unique group of teachers spanning different schools located in Madison, Wisconsin
(the Heron Network), incorporates these guidelines into their curricula by using open inquiry in
their classrooms instead of traditional mid-continuum methods of scientific inquiry. Students
take an entire school year to complete their individual projects so they can make adjustments to
their methods as they learn more about their topics of research; they meet regularly with their
teachers for guidance and update their classes on their progress (Beeth & Wagler, 1997).
Students report their results at the end of the school year in one of several ways: presenting their
work as a seminar at the annual I Wonder Conference for elementary school students held at the
school; writing a scientific report and submitting it to I Wonder: The Journal for Elementary
School Scientists 1; combining these two options or using an alternative means of
communication.
“I Wonder: The Journal for Elementary School Scientists is unique in that it provides a
mechanism for disseminating elementary students' investigations of science in a form that is
analogous to printed journals within the scientific community” (Beeth & Huziak, 2002). The
journal is distributed annually, in print, to students within the Heron Network and is available on
the Internet (http://danenet.wicip.org/heron/html). The Heron Network provides students with a
scientific community that authenticates their work and familiarizes them with how real scientists
research and draw conclusions.
1

Note: the I Wonder Journal was published from 1992-1995. From 1996 to the present, I Wonder
appears as one section in Great Blue: A Journal of Student Inquiry, see Beeth & Wagler, 1997.
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The NSES (1996) states, “scientific literacy implies that a person can identify scientific
issues underlying national and local decisions and express positions that are scientifically and
technologically informed” (National Research Council, 1996, p.23). The Heron Network’s
approach to teaching and learning science using open inquiry was the basis for a study of the
scientific literacy of students. To emphasize the importance of mental processing skills and
critical thinking skills as part of the scientifically literate person, they developed a continuum to
describe the evolution of students’ scientific literacy during a six-week study period, when the
“individual develops a greater and more sophisticated understanding of science and technology”
(Bybee & Ben-Ziv, 1998, p. 490).
There are four major categories of scientific and technological literacy (Bybee & BenZiv, 1998). First, and lowest, on the continuum is the nominal understanding of science and
technology. Students in this category define terms, but have little understanding of relationships
between these words and other scientific words or concepts. The next category is functional
science/technology literacy. The students in this category can read and write using scientific
vocabulary; however, they lack an understanding of broader scientific concepts. The third
category is conceptual science/technology literacy: students understand both scientific
vocabulary and how it fits into the whole of conceptual understanding; they understand the
structure and procedures of scientific disciplines. The final category is multidimensional
science/technology literacy. Students who reach this level on the continuum combine a
conceptual understanding of science and apply it to world issues such as the history and nature of
science. This continuum identifies the various levels of scientific understanding that students
bring to the classroom and helps teachers guide their planning to move students towards
multidimensional literacy.
Discussing and sharing ideas with peers and teachers is essential for students to build
scientific literacy and be successful in scientific inquiry. The use of science in oral
communication gives students time to reflect on what they think in comparison to what others
think. The teacher in this situation helps guide students away from misconceptions and allows
students to make decisions; in essence, the teacher becomes a true facilitator. The students’
process of questioning, designing, experimenting and communicating begins, ends and is guided
by discussion.
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James Paul Gee (1997) stresses the importance of student discussions, but warns
educators to be aware of how students spend their time in discussion. Gee divides classroom
discussions about science into four types, noting their common pitfalls. Design and debate
discussion is when students become involved in discussing research methods (e.g., how the
experiment was set up; if it was a fair test), but do not proceed beyond how to conduct research.
Secondly, anomaly talk refers to discussion about an unexpected result, and again, conversation
does not proceed beyond this subject to build connections between scientific ideas and concepts.
The third type of discussion is everyday speculation talk: students refer to the processes they
learned, but reduce it to everyday language or everyday experiences; often the science concepts
or processes get lost in the talk. The final type of discussion is explanation talk: “explaining is,
indeed, the deepest sort of ‘making sense’ in science” (p.12). However, it is often unused in peer
groups because students have not yet developed their scientific literacy.
The nature of learning as part of a cohort of learners illustrates the social nature of
school. All human interactions are meaningful: as cohorts act together, they are constructing
their own culture. Scientific inquiry is a social construction of knowledge because students and
teacher are learning together, building a knowledge base as they participate in shared activities.
Methods
This research was grounded in the social constructivist epistemology because of the
interest in how these cultures are produced within the understanding of the social world (Denzin
& Lincoln, 2000). I was interested in describing the social action and conversations that took
place among students as they engaged in the social production of their scientific knowledge.
National standards for science teaching stress the use of inquiry teaching methods. A
successful example of such teaching, using open inquiry, is the I Wonder Project, which has
been used in the Madison, Wisconsin Metropolitan School District for over ten years. One goal
of the I Wonder Project is to promote scientific discourse among elementary students. This study
researched the I Wonder Project method that encourages student communication and self-guided
project work. The I Wonder process guides students through the steps of asking questions about
scientific topics, researching possible answers to their questions, designing experiments or fair
tests to determine answers, collecting and analyzing data and communicating and sharing what
they have learned as a result of their scientific investigations. Through the process of I Wonder,
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students construct their own culture or community of scientists striving for a realistic
understanding of our world.
This study focused on the verbal and social interactions of students as they completed
individual inquiry projects. Interactive teaching was maintained long enough to accurately
portray work completed by participants as they derived meaning out of their shared experiences.
Important in these descriptions was the participants’ use of language. According to Schwandt
(2000), “ language is understood as a range of activities in which we express and realize a certain
way of being in the world” (p.198).
Approximately 20 male and female students ages 6-12 participated in self-guided inquiry
projects during a six-week science adventure camp. Students worked together on one group
project to learn and develop the skills and procedures necessary for designing a scientific
experiment or study. Individually and in dyads, students applied this knowledge to their own
“self-guided,” or open, inquiry projects. As the students progressed through their projects, they
were asked to share their latest observations with a partner and a group of four students, as well
as the entire group during larger scientist meetings.
Students were observed in person, as well as by audio- and video- tape, to capture the
verbal conversations and debates that took place as they discussed their inquiry projects. Several
levels of individual and focus group interviews were conducted to obtain information about
students’ understanding and progress. In addition, parent and camp counselor interviews were
conducted to record what students had shared about their learning experience outside their
community of peers. Participants were given pre- and post-camp tests to determine the changes
in their scientific process skills and scientific literacy as a result of participating in the camp.
Several participants were chosen by age and gender for in-depth case study. These
students were tape recorded daily as they interacted individually, in dyads and groups of four to
contrast how discussions differ among groups. These tapes were transcribed as closely as
possible to include students’ intonation and content. The transcripts were analyzed from the
grounded theory perspective (Strauss, 1987; Erickson, 1986). From iterative reading of the
responses, conversations and written work of the student, initial codes and for the general
underlying pattern was developed; and codes were subsumed under broad categories. These
categories were used in further iterations of data readings and in follow-up interviews with the
participants six months after the program.
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The science reform documents call for classrooms where learners are engaged in inquirytype activities. One of the main components of these activities is to develop students who can ask
questions and develop ways to explore and evaluate viable answers. It was in evaluating student
answers that most of Gee’s (1997) work was structured. Similarly, the focus of this conversation
analysis was to develop ways to assess how students communicated what they knew to their
teachers and peers. Results were categorized according to Gee’s findings.

Context of Findings
The group of students studied in Gee’s (1997) research of student discussion types were
from a second grade classroom in an “affluent town west of Boston” (p. 1). The topics of their
discussions were significantly advanced or “ahead” of the same area’s urban students (p. 1). The
students participating in this study’s summer camp were of mixed ages, not from a single grade.
In addition, none of the students were from affluent school districts. Most of the students were
from urban or rural school districts with limited funding for new educational opportunities.
Another important difference between Gee’s population and this one was the type of
inquiry studied. In Gee’s second grade classroom ,all of the students were engaged in structured
inquiry: the teacher led the students step-by-step through their studies and discussions. In this
study, students worked on a variety of self-guided inquiry projects: teacher-student and studentgroup interactions were limited but ongoing and individualized.
Finally, the social context of Gee’s study and this study differed greatly. The second
grade students had a social history of completing science activities with the same teacher. The
summer camp students had no prior experiences together and were forced to build a common
language and community in a short period of time. These important differences frame the context
for gaps and discrepancies in types of science talk found in the summer camp setting when
compared to Gee’s study.
Findings
The following framework for types of science talk found in a six week summer camp is
built from Gee’s (1997) four categories of talk. There were few examples of anomaly talk as
described by Gee (1997), but a new type of science talk, prior experience, was noted in several
different contexts and group arrangements when students used prior observational experience to
define their problem or solution in order to explain what they observed to a peer or adult. It was
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the most common form of discussion in small peer groups. Overall, most rich conversation came
from small group discussions rather than large group discussions, although types of talk differed
among small groups as well.

Design and Debate Talk
Gee (1997) describes design and debate talk as a common type of scientific discussion
that takes place when “one’s colleagues can always attempt to attack one’s effort at each and
every stage of the enterprise—one may have designed badly, discovered (inferenced, used logic)
badly, or explained badly” (p. 7). For example, if students don’t agree on the findings of their
peers they may suggest that the reason the results came out the way they did was because of an
error in set-up or procedure, not because a different result is a possibility. Gee found these types
of conversations as part of large group discussions, often stemming from students using similar
methods but finding different results. Since the students in this study each had a different project
and different methods, discussions of this type were limited.
However, the design and debate conversations took place during several of the skillbuilding activities when a large group observed/used the same methods. One of the first
instances of design and debate occurred when students were asked to explain the following:
there was a box with a funnel at the top and a tube coming out the side; a teacher poured 400
milliliters of water in the funnel and 2400 milliliters of water came out the tube. The students
drew diagrams of their explanations and were asked to verbally describe how the machine
worked. The transcript2 below is a debate between two students that is facilitated by a teacher.
T- KS and TH, “what do you think is going on?”3
KS- There’s ice inside.
T- You think there’s what?
TH- Ice inside.
TW- How did they get the ice inside without it melting?
KS- cold water.
T- What do you mean? You think there’s ice inside, tell me how you think it got in there.
KS- Put a fan inside to keep it cold.
2

Transcripts are reported as spoken, no corrections for grammar have been made. However,
pauses and “ums” have been deleted for ease of reading and understanding.
3
Abbreviations are used to protect the identity of the students. Students’ first and last initials are
used unless there is overlap, then additional identifiers are included. T- refers to anyone of the
teachers in the camp setting.
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TW- Put a fan inside to keep it cold? Well, how would you keep the fan going?
KS- Put a plug in there.
T- Put a plug in there, but as you can see it’s not plugged in anywhere. So how would
you keep that ice cold? And where would you put the ice at?
Notice a student, not a teacher, asked for justification of ice being inside the box. TW
asked KS to explain how he thought ice would stay cold inside the box and later in the debate he
asked how KS could keep a fan running to cool the ice. These two students continued to debate
and TW concluded that there was no cord running from the box to an electrical outlet, so ice
inside the box couldn’t be a reasonable explanation for the extra water coming out. Other student
groups debated the same issue. This experiment was designed to encourage design and debate
discussions, so results were somewhat artificial.
Throughout the general discussions of students’ self-guided work, there were no
instances of opportunity for design and debate discussion. Students were asked to share their setup and experimentations with those at a table with them, but usually other students “assumed”
expert status of that student or depended on the teacher to ask questions about methods. Students
did not challenge the design of another student’s work. In many situations, the students heard
one another sharing work with their teacher and receiving positive feedback; this was “proof”
enough that another’s design or implementation was sound.
More commonly, peers and teachers shared ideas and suggestions with a student for
further self-guided study. Early in the summer camp, students were asked to share their initial
ideas with a partner before proceeding with their self-guided projects. In a “reporting session,”
students were asked to share what they learned about their partner’s project. In the following
transcript, a student gives a report and the group of four makes comments and suggestions on the
project.
AlH- The name of the project, the name of TB’s project is “Frogs.” The materials that she
needs is a tent, rock, temperature, wrench and tadpoles. And, she needs to draw pictures.
She needs to draw pictures to answer her questions. Ok, she’s going to draw pictures of
their growth, is that what you’re going to do, TB?
T- Anyone else have a suggestion?
KH- TB, do you think you could add two different tanks and maybe put heat in one tank
and not heat another and see if they grow faster or slower in the heated tank?
TB- They can grow in both tanks because their water is cold. There was not water there
and it’s cold, wasn’t it?
KH- So you don’t think they need heat to grow?
TB- No. They need a light, a lamp.
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T- AH, do you have a suggestion?
AH, If they don’t have heat will it keep them from growing?
TB- No.
T- That might be an interesting addition to your project? TB, that might be an addition to
your question that might be interesting.
TB- Ok.
The students in the transcript tried to help TB design a controlled comparison as part of her
design. Unfortunately, TB understood their comments as “what the tadpoles need to survive”
instead of “comparing different living environments.” Two students gave two similar and
possible suggestions. This type of discussion was unique from Gee’s debate and design, as
described, because it preceded results and investigation; the students attempted to solicit
additional ideas for their projects before they even began. This type of sharing and
communication is important to help students expand their thinking about their own work and that
of others.

Anomaly Talk
Anomaly talk, as described by Gee, is a type of discussion centering on unexpected
results. This type of talk is usually sparked by a teacher or peer. Because of the unique nature of
the individual projects in this study, students did not have much opportunity to discuss anomalies
they encountered.
Discussions surrounding misconceptions were frequently recorded on tape and could be
misconstrued as anomaly talk. During a whole class skill-building activity, “snail races,” one
student commented that maybe the snails were not moving fast because they were hungry. We
proceeded to feed the snails blueberries and the following observations took place:
T- Watch the top off his head.
JP-The blue stuff goes up there inside of his head.
H-The juice.
JP- He’s sucking up the juice up his head.
T- He’s eating the blueberry?
TH- Yea.
T- Wow. Look at his head. What do you see in his head when he eats? Watch how he eats.
JP- I see a little wavy thingy. Something in is head.
T- Yea, what do you think that is?
JP- the juice
T- why the juice?
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The students “saw” blue in the head of a snail and instead of understanding, or considering, that
blood was flowing through its brain they instantly assumed that it was blueberry juice. It was a
reasonable assumption for the students to make, given the color of blueberry juice; however, it
was difficult for the facilitator to change this assumption once it was embedded in the minds of
the students. This session became a debate between teachers and students. The students kept
asking teachers to “just look at their heads, you can actually see the juice if you look” (researcher
logbook). The anomaly, the unexpected result of the snail’s “blue head” while eating the
blueberry, made a lasting impression on the students; hopefully, not one that will continue as a
misconception.
A few examples of anomaly talk were seen with individual students as they described
their findings to peers or teachers. Their descriptions of unexpected results from their
investigations led to some interesting conversations: one student who was growing mold
observed a sample of “red mold” growing on cereal. The student had used a red marker to label
her samples and some of the dye from the marker leaked into her bowl of cereal; when the mold
began to grow it appeared red. The following transcript is between her, another student who is
studying mold and their teacher.
T- well what do we have here?
TW- I have some red mold
JB- you can’t have red mold, there is no red mold, tell her!
T- TW, why do you think you have red mold
TW- just look at this red mold on my cereal.
T- TW what color marker did you use to label your samples?
TW- red, but what does that have to do with it?
JB- it made your mold red
TW- no it didn’t, the rest of my mold is not red
The students continued to discuss the anomaly until the teacher declared the mold red because of
the marker. Amazingly, once declared the discussion ended. This particular debate occurred
because both students were interested in a similar topic: mold. They both grew mold using
different medium, which gave them different results, but they were able to compare notes on a
daily basis (unlike other students in their camp). This type of talk is important to help the teacher
understand the student misconceptions.
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Everyday Speculation Talk
Everyday speculation talk, according to Gee, is when students reduce a scientific
discovery or observation to its most basic and non-scientific parts, common language and
knowledge: instead of learning something new as a result of an activity or investigation,
students’ existing knowledge is just reinforced. Unlike other types of talk, no scaffolding from
the teacher is necessary for students to have these conversations. In fact, without teacher
scaffolding, this is a common type of discussion students have, for several reasons. First,
students will rarely use new terminology for the first time unless aided by the teacher or a more
experienced peer. Second, children try to explain what they are observing in terms of what they
already understand about the world before applying to a new situation. Left on their own,
children will speak in their own language to remain comfortable.
This study reflected Gee’s findings about everyday speculation talk. For example, in the
transcript below, a student in a whole class group is discussing a flashing ball with his teacher.
The machine was a small plastic ball with a red light that flashed when two metal plates inside of
it were in contact when the ball was touched. Students could observe the outside of the ball, but
not the inside; their task was to explain what they thought was on the inside of the flashing ball.
T- what is your explanation?
JP- there’s a flashlight and there’s a long thing with a button and it’s a metal thing
touching or working on it, he’s just put his finger on it, can you see it? Do you see that
metal thing? There’s another one. See it?
T- Ok. So what’s inside though? You described the two things on the outside
JP- Two batteries and a flashlight
T-Why two batteries?
JP- So the flashlight can work.
The student knew there was a light inside. His prior experience with small lights was a flashlight.
When asked what was inside, he emphatically stated that it was two batteries and a flashlight.
The teacher was curious about why he said “two” batteries and the student replied “so that the
flashlight can work.” The tone was that everyone knows flashlights need two batteries to work.
Once the student decided there was a flashlight inside, the whole machine made sense to him like
a flashlight needing two batteries.
In the following transcript, a student sharing her project with some peers gets caught up
in the loss of a claw instead of the science of what was really happening in her experiment,
which involved observing crayfish. When she had left the day before, there were three crayfish,
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each with two claws, living in a large container together. When she returned, there were two
dead crayfish, a crayfish with one claw and several remnants of crayfish “skin.”
AhH- Hey, what happened to the one claw?
AlH- Even with only one claw it’s still alive.
AhH- What happened to it though?
T- It’s molted. Do you know what molting means?
AhH- No, I mean what happened to it that it only has one claw?
T- Sometimes they lose them in a fight. Crayfish fight.
AhH- Why do they fight with each other?
T- For space, for their territory. Why else would they fight?
AhH- Cause they know you didn’t put them in their home.
The teacher in this situation tried to use the “teachable moment” to explain molting, but the
students were more interested in the crayfish with one claw. Why the crayfish had only one claw
seemed to be more important than the reason it lost its outer shell. The students continued this
line of discussion until much later in the afternoon, when they couldn’t explain the crayfish
“skin”; then they contacted the teacher for further information.

Explanation Talk
While describing explanation talk, Gee suggests this is the least common type of talk
between students, but is common in teacher-led discussions. As expected, young children do not
have the vocabulary nor the life experience to explain scientific phenomenon they encounter;
instead, they rely on adults to explain the natural world. This is one reason why young children
ask many “why” questions. The role of a teacher in explanation talk is to guide student
discussions towards connecting scientific observations so they may understand science content.
These behaviors and results held true in this study as well; however, there were a few
instances when students suggested reasonable explanations for their thinking. In the following
example, we revisit the snail races. Students tried to create good “racing” environments for their
snails before the snails were released. The students were asked to justify, “scientifically,” why
they made their environment selections. The following two students worked together discussing
the positives and negatives of possible environments for their snail: plain table, paper, or tin foil.
The pair decided on the plain table.
T- Why the plain table AlH?
AlH- Because.
T- Because why?
AlH- It has more friction.
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T- It has more friction?
AlH- So it can get a better grip on the ground
AhH- And plus the tin foil might cut them.
T- Cut them. The tin foil might cut them.
AlH- The tin foil might cut them, and when they push off and expect their body to move
forward they like might slide backwards. (on the tinfoil)
T- Ok, alright. Sounds like a good reason to try the experiment this way!
The students used their knowledge about the delicate nature of the snail, and the slippery nature
of the slime that snails produce, to make their environment decision. The ability of the student
pair to logically and sensibly describe their reasoning was an important step in their learning
process. It was uncommon to find student explanations without teacher guidance.
Another, more typical, example of explanation talk was similar to Gee’s examples in that
it was teacher-directed. Students previously cited in this study were wondering about the
exoskeleton of the surviving crayfish and requested an explanation from their teacher. The
teacher begins with reminders of previous discussions from other summer camp activities.
T- What did we talk about yesterday with TW? What kind of skeletons is that?
Remember we talked about locust and their skeletons? What is that called? Do you
remember?
AhH-Shedding the skin.
T- That’s what they do, but what kind of skeleton do they have then?
TB- Um, ex, um.. exos..
T- You said it TB.
TB- extraskin
T- No, exoskeleton. Ok. So, where is our skeleton at?
AlH- In our body.
T- Inside, but their skeleton is on the outside. So, as we grow what happens to ours ?
TB- It grows.
T- It grows with us, right? As we get taller our skeleton gets taller. So what happens to
these animals when they need to grow?
AhH- They shed.
T- They have to shed or it called what? You’ve heard me talk about today. It’s called,
it’s an M word.
AhH-Molting.
This explanation talk continued at length. This was an important “teachable” moment because it
involved several students in the discussion. Because most projects at summer camp were selfguided, often these discussions were one-on-one, teacher to student. Here there are at least four
students participating in the learning process. During the excerpt above, the teacher draws on
students’ experiences before giving a science term for the girls to understand. The teaching
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discussion revolved around teacher-directed questions for the girls to consider and make part of
their understanding. This slow, methodical build to the explanation helped students build
understanding as it related to what they had already observed.

Prior Experience Talk
Prior experience talk is not described in Gee’s study; students in his study had common
experiences to draw from when trying to explain a scientific concept. This does not mean that
this type of conversation does not take place in a regular classroom: students often enjoy adding
personal experience stories to conversations to show that they already “know that” or have “done
that.” However, this type of talk was, in this study, the most common type found in small group
discussions among peers. These types of conversations took place with or without a teacher
present and became the basis for many student explanations and questions asked by students to
other students giving a report, or as their inquiry question to research for the self-guided inquiry.
Often heard in summer camp was “when I was creeking” or “my mom took me to this
place where we got to see” or even “ on animal planet they…” This type of talk was important
for the teachers and peers to understand the context of some student explanations. For example,
one student told AhH that “crayfish pinches didn’t really hurt.” When asked how she knew this,
she said she had been “pinched” by one during a camping experience. Discussions including
information like this helped teachers understand why students brought specific ideas to camp and
gave teachers additional information about the lives and interests of their students, allowing them
to plan their teaching more effectively.
In the following excerpt, one student is sharing her ideas with a teacher about what she is
observing in her plant dissection. The teacher heard this student describe “poisonous” milk inside
flower stems before and is hoping that recent conversations and explanations have changed the
student’s thinking. The two of them opened up the length of a sunflower stem.
T- Look, look. What do you see inside there?
TH- I can’t even see inside.
T- Look at that TH, what do you see?
TH- it might be different things, poisonous milk inside.
T- I don’t see any where there’s milk. I see
TH- Poisonous milk and
T- I see white stuff.
TH- That’s poisonous milk!
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T- What do you think that is, that white stuff?
TH- It’s poisonous milk. Because, I looked inside in the flower and it’s poisonous?
T- Na, it’s not poisonous. What’s it smell like? Smell it for me?
Th- It smells pretty nice, like poisonous and milk.
T- Poisonous and milk? Do you think that maybe that white stuff is what gives those
purple leaves their color? Do you think maybe that’s stored up food for those leaves?
TH- Yea.
The student readily agreed with the teacher’s suggestion that the white substance was food for
the plant’s leaves. However, in subsequent plant dissections she continued to see the “poisonous”
milk. When asked where she first learned about poisonous milk, TH stated her kindergarten
teacher told her “that the daisies on the playground couldn’t be eaten because they had poisonous
milk in them.” These prior experiences framed her understanding, or in this case
misunderstanding, and guided her current thinking. In addition, when asked why she wanted to
learn more about plants, she stated that she wanted to learn more about “the poisonous milk
inside.” If she had not held onto these prior experiences, she might not have worked on a project
about plants.
Yet another example of prior experience talk can be found in a student’s reason for
wanting to learn more about mold. When asked why she wanted to study mold, TW replied:
Why does mold grow? I just wanted to know, I had a question for my dad, what does
mold grow on. I knew that mold could grow on houses. My mom told me that. So I
wanted to know where else mold could grow.
She shares her knowledge about mold growing on houses with her partner in the following
transcript section. TW and JB both designed and were observing their controlled comparison
samples for mold. Each of the students chose different substances to grow mold on, but were
finding similar results from their different substances.
TW- I have gray mold, and green mold, and fuzzy mold.
JB- I have green mold and yellow mold and white mold, but no fuzzy mold.
TW- fuzzy mold is the kind that grows on houses
JB- no way
TW- I know, my mom showed me in a house she was cleaning.
JB- where?
TW- it was growing in the bathroom and it was hard to clean up
The students continued this line of discussion started by TW’s explanation of her prior—and
practical—experience with mold. Because of her interest and prior observations, she was able to
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discuss mold as an authority. Her experience also helped her design her experiment because she
already knew that liquid would be required for mold growth.
Finally, a unique type of prior experience talk came from students who browsed through
past I Wonder Journals because they referred to articles they had read. In addition to these
articles, students also referenced science trade books when they planned their investigations or
justified their observations. Students incorporated reading into their prior experience. In the
following transcript, students are comparing the types of food that tadpoles eat (in one project) to
the food that crayfish eat (in a different project). The students are about to feed both creatures
corn when the teacher interjects with a question.
TB- Put a piece of corn in the tank.
T- Why corn, TB?
TB- Because they eat corn.
T- How do you know they eat corn?
TB- Cause I eat corn.
AlH- Oh. I think that was the page AhH was reading. It’s under crayfish behavior. I think
it’s there. Let me see.
AhH- Crayfish are common is streams like the one pictured here
TB- But I think..
T- Listen to AhH.
AhH- Under rocks or logs. They are most active at night. They feed largely on snails,
algae, insect larva, worms and tadpoles. Some eat vegetation and various water plants.
Dead fish, worms, corn and salmon eggs are also favorites of the crayfish.
T- so that’s how you got corn as an idea.
TB- How do they get in there? (refers to the corn pieces)
AhH- Well, can crayfish so times go, can be in a stream by fields and corn.
Notice that the students remembered reading about what crayfish eat, so they had a better reason
for selecting corn than TB seemed to have (“they eat it because I eat it”). The students are able to
draw upon their prior experience, in this case reading a trade book for information, to answer
teacher and peer questions. This use of prior information is important for students to continue to
build an in-depth understanding about their topics. Even though students used the authority of
the trade book and not personal experience in this situation, the information they already had was
credible.
Implications
The purpose of this study is to learn more about how young children verbalize their
understanding of science to teachers and peers; many studies of this type focus on a formal
classroom environment, yet this study uses an informal summer camp setting. It appears the
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same types of learning can take place in either setting, but in this particular study prior
experience talk was central to student conversations and not previously described by Gee.
Through the use of transcript from a variety of group settings, it is clear that there is not one way
in which students communicate their understanding of science. There are different levels of
ability, depending on prior experiences or teacher scaffolding.
In casual conversations, students are willing to share their common understanding and
misunderstandings with other peers. It is only with the aid of a teacher that students truly begin
to develop a deeper understanding about the vocabulary of science as was seen in the crayfish
discussion with four students. However, it is important to note that students can make compelling
observations without the assistance of a teacher when the projects are of interest to the students
as was seen in the mold comparisions.
Teachers are often worried about the time it takes students to complete self-guided
science investigations and how much the students will learn from their experience. However,
when students are not given the opportunity to explore topics of interest, it is rare that a teacher
will understand why a student’s experience does or does not allow him/her to understand a given
topic.
There is an accepted continuum of inquiry teaching strategies; however, in the formal
classroom setting, students are rarely given the opportunity or scaffolding needed to complete an
open-ended exploration that can lead to a multidimensional understanding of science. It is
important to note the differences between regular structured scientific inquiry with that of more
open and self-guided inquiry so that educators can begin to develop activities that allow for both
types of situations. One way to allow for this is to utilize methods developed by the Heron
Network of teachers and schools for a shorter, more intense program like the summer camp
mentioned in this study. This allows students to share what they already know or think they
understand about the natural world and the opportunity to expand that knowledge.
INSES standards (2000) suggest five learner guidelines for inquiry in the classroom. Four
of these five points expect students to evaluate, explain and communicate based on evidence.
The findings in this study show that in order to do that, many students need prior or current
experiences from which to draw their evaluation, explanation and communication. Deep, longterm understanding does not come from a single, shared experience in the classroom. The
majority of explanation conversations from this study are small group or one-on-one

Student dialogue 19

conversations between teachers and students, demonstrating that pivotal answers come from
student questions based on experiences they have had or observations they have made on their
own. It is important to encourage these questions as a base for the rest of their learning.
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Relationships among cognitive development and evolutionary content knowledge, attitude
toward evolution, and achievement in an upper-level evolution course
Evolution is an integrative conceptual system, requiring a working understanding of the natural
of science and more generally knowledge for one to appreciate its predictive and explanatory
power. College students overall matriculate, and often graduate, with a dualistic (i.e., right or
wrong) view of knowledge that could be incompatible with evolutionary understanding. For
biology majors, faced with addressing evolution in multiple courses and ultimately as the central
framework of their studies, the influence of their cognitive development on evolutionary
understanding may be more pronounced. We investigated the relationships among evolutionary
content knowledge, acceptance of evolution, course achievement, and cognitive development
(using Perry’s framework) within a one-semester junior/senior-level evolution course. Students
completed instruments on the first day of class and during the last week. Based on prior personal
experience, we expected to find a positive relationship between cognitive developmental level
and achievement in our course. In addition, our intuitive feeling was that we would find a
positive association between student acceptance of evolution and cognitive level. At the
beginning of the course, students were somewhat knowledgeable about natural selection,
probably reflecting prior coursework, and were generally accepting of evolution (15% of the
sample was classified as fully accepting the basic tenets of creationism). Levels of cognitive
development were consistent with our expectations for college students – students’ responses to
the instrument reflected Perry’s dualism or multiplicity stages. We found statistically significant
positive change in all characteristics over the course of the semester. The amount of change in
cognitive development that we observed was no greater than what would be expected over about
six months, despite our focus on facilitating cognitive development throughout the course.
Furthermore, contrary to our expectation, we found no association between cognitive
development (or its change) and either evolutionary content knowledge or acceptance of
evolution. Finally, cognitive developmental level (either pre-course or post-course) was not
correlated to final grade. These results together suggest that learning evolution in our course was
not limited nor facilitated by the perspective a student had on the nature of knowledge. The lack
of association between cognitive development and achievement may be attributed to the
established practice of the course to expose students to Perry’s model of intellectual development
and to encourage students to practice cognition at the relativism stage in various in-class
exercises. Although not resulting in greater-than-expected change in cognitive development,
these strategies may have removed the bias of cognitive level on achievement from this course.
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LEARNING INSTITUTIONS IN MALAYSIA¹
Abdul Majid Mohd Isa²
Wan Abd Aziz Wan Mohd Amin³
Mohd Yusoff Mohamad³
myusmo@kustem.edu.my
Abstract
In the 21st century, the relationship between higher learning education and the
employability is among the key issues debated and discussed in many conferences
or seminars. There has been a growing concern about the role of Malaysia’s
higher learning institutions on how they respond to the needs of employers. The
biggest challenge for the institutions is to develop employability enhancing skills
and knowledge and make graduates attractive to employers. With the rapidly
changing demands in the job requirements, the curriculum component in the
institutions need to be reformed and revised to make it more relevant to the
workplace. To generate highly competitive graduates with strong personal
qualities, generic skills should be incorporated, integrated, and implemented
across the curriculum. The purpose of this descriptive correlation study is to
determine the significant relationship between generic skills and demographic
factors students in the public higher learning institutions. A total of 974 students
were randomly selected as a sample of the study. The instrument used in this study is
divided into three sections; the demographic profile of the students, the generic skills they
possess, and the generic skills implemented in their field of studies. A stratified random
sampling method based on program of studies was used to represent the population. The
respondents were asked to give their evaluation based on the five constructs of generic
skills consisting of basic fundamental skills, people-related skills, conceptual/thinking
skills, personal skills & attributes, and job related skills. All the data collection was

analyze using SPSS with statistical descriptive and inferential analysis. The
findings showed that generally, generic skill have significant correlation with age,
race, and gender. But for the programs, there is no significant correlation with
generic skill. Finally, In the process of improving and upgrading the quality of
students, institutions of higher learning are required to consider better and
improved curriculum in order to produce students with strong motivation and
capabilities, upon graduation.
_________________________________________________________________
¹ Based on the fundamental research project sponsored by KUSTEM
² Deputy Rector (Student Affairs/Professor of Psychology)
³ Lecturer at the Faculty of Management and Economics
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1.0

Introduction

The universities administrative at western country have taken a priority to put the generic
skills in their curriculum design. For instance, institution in higher learning in New
Zealand has inculcated 8 skills in their programs. The programs such as communication
skills, information skills, self-management and competitive skills had been introduced
since 1994. The implementation of the generic skills has given a good performance to the
students. In the United Kingdom also have come with 6 needs of generic skills in their
higher learning institutions namely communication skills, information technology skills,
application of number skills, working with others, improving learning and performance,
and problem solving skills. This implementation also showed the improvement in the
student’s performance. At the 21st century, the connections between higher education
and the world of work are again among the key issues of debate whenever challenges for
innovation in higher education are at stake. Job prospects for recent graduates are not
consistently viewed as negative. Information on graduate employment and work is scarce
and there are no indisputable criteria for assessing graduate employment. The main
directions in which higher education must head in response to the changing challenges
from the world of work, e.g. devote greater attention to generic competencies, social skill
and personality development, prepare students for the growing globalization and
internationalization, and serve students through an increasing variety of means beyond
classroom teaching and learning
In recent years there has been an increased of incorporating generic skills in the
curriculum of the higher learning institutions in Australia, United State of America and
United Kingdom. The findings of a survey conducted by Australia National Board of
Employment, Education and Training in 1992, showed that employers are looking for
graduates who have the ability to think creatively and analytically, good communication
skills, good team players, and adaptable into lifelong learning. Previously in 1989,
Natriello reviewed 14 studies that indicated almost all employers were more interested in
the employees having generic skills such as communication, teamwork, flexibility or
problem solving, and thinking skills than their academic achievement.
In a survey of 400 employers concerning their perceptions of workplace basic skills and
competencies required for current and potential employees, the employers said that they
want entry-level workers to possess employability skills rather than technology
competencies. The most important to these employers (rating over 92.6%) were basic
skills, thinking skills, personal quality skills, and interpersonal competencies; technology
competencies and systems competencies rated the lowest at 54.5% and 52.8%
respectively (Richens and McClain 2000). In another study, employers identified lack of
soft skills (e.g., general social skills, calling if one is going to be late or absent, staying on
the job despite frustrations, etc.) as the primary barrier to employment (Owen et al.
2000).
A study by Mash (1998) on generic skills needed in the field of engineering, showed that
in this field communication skills are considered more important than high-level
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mathematics, while group work skills are more important than academic individuality,
and a commitment to lifelong learning and continuing professional development are also
more important than a theoretical contribution to research-focused projects and
development. Another study at Oxford Brooks University (Haigh & Kilmartin, 1999)
found that 97 percent of the third year students and all of staff surveyed in the department
of Geography agreed that skills should be integrated into content. Similarly, Eilersten and
Valdermo (2000), concluded that teaching study techniques skills in a non-contextual
way and with no follow-up is futile. According to Zainal (2002), most unemployed

graduates in Malaysian are from The Social Sciences 31.1%, followed by
graduates from Economics 11.3%, Accounting 9.2%, Business 8.8%, and Islamic
Studies 8.6%. Due to the economic slow down in 1997, Hassan Said (2000),
suggested more studies should be carried out on generic skills look amongst
students in the higher learning institution in Malaysia in order to design an
effective student development programmes to prepare them for job market. A
recent study of graduate employability in Malaysia by Zabid (2002) showed that
generic skills contributed 60% of the chances of getting employed. A study led by
Professor Ambigapathy in the article written by Munir Shuib (2005) reveals that
graduates today lack personal qualities and communication skills and are not able
to market themselves. The purpose of this study is to measure the relationship between
generic skills and demographic factors students in the public higher learning institutions.
To achieve the objectives, two research questions were identified;
1.
2.

What are the values of the generic skills amongst the students?
Are there any significant relationships between student generic skills and
demography factors?

2.0

Methodology

This study was conducted in the public higher learning institutions and samples of 974
final year students (ranging from third to fourth year student) from four categories of
program such as Sciences, Science and Technology, Arts, and Applied Arts were selected
using stratified random sampling method.
Generic skills in this study are defined as follow;
●Basic fundamental skills –literacy, ability to apply scientific principles, communication,
and life long learning- learning to learn
●People-oriented skills – interpersonal, teamwork, social ethics, and cultural
understanding
●Conceptual/thinking skills - Collecting and organizing information, problem solving,
creative thinking, critical thinking, and decision-making.
●Personal skills and attributes – responsible, independent, resourceful, motivated, time
management (punctual), self management (interest/ potential), leadership, and confidence
●Job related skills – innovation, enterprising, adaptability, and
professionalism
The data was generated using namely the Generic Skills Inventory developed by
researchers team. The inventory consisted of two parts. Part A was the demographic
profile of the respondents and academic performance. Part B consisted of statements
assessing generic skills possessed by respondents. The questionnaire was piloted on a
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small group of undergraduates. The Chronbach Alpha value obtained from the reliability
test was 0.84.
3.0

Findings

3.1

Demographic Profile

The sample consisted of male 32.2% and 67.8% female. The Malays constituted the
largest ethnic group with 53.5%, followed by Chinese 35.1%, Indians 6.0%. Others
minorities ethnic groups 5.4%. Most of the students are age between 19 to 24 year or
90% and the rest is 25 to 48 year or 10%. The respondents’ entry qualifications majorities
were based on from Malaysia High School Certificate, followed by Matriculation 28.8%,
Diploma 10.2%, Malaysia Certificate Education 2.3%, and others related certificate
1.4%.
3.2

The Level of Generic Skills Among Students

Table 1 show that overall respondents have positive significant of the generic skills
(mean=3.73, SD= .35), that they acquired were through the teaching and learning
process. The elements of generic skills which are perceived according to priority by the
students were people oriented skills (mean=3.95, SD= .44), job related skills (mean=3.76,
SD=.41), personal skills (mean=3.72,SD=.41), basic fundamental skills (mean=3.61,
SD=.40), and thinking skills (mean =.43, SD=.43). There was significant differences in
the generic skills possessed amongst the students based on gender, [t(340.325) = 3.802, p
> 0.01] . There also were significant differences in students’ generic skills based on age
[F(28, 932) = 4.250, p>0.01], race [F(3, 952)=17.378, p<0.01], entry qualification [F(4,
949)= 10.793, p < 0.01 ] and programmes [F(3, 959) = 16.510, p<0.01].
Table 1 Students Generic Skill
Generic skills
People oriented skills

Mean
3.95

SD
.44

Job related skills

3.76

.40

Personal skills

3.72

.41

Basic fundamental skills

3.61

.40

Thinking skills

3.59

.43

Overall generic skills

3.73

.35

N = 974
3.3

Relationship Between Generic Skills And Demographic Factors
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Data in table 2 show the relationship between elements of generic skills and demography
factors students in public higher learning institutions. From the table it shows a low
significant relationship between overall generic skills with gender(r=-.129, p<0.01), races
(r= .097, p< .01), and age (r=.243, p<0.01). However, the negative relationship between
overall generic skills and gender shows the deferential correlation between male and
female. In table 2 also show a certain elements of generic skills, which have a significant
correlation with age, race, gender, and program. Age was identified have a significant
correlation between basic fundamental skills(r= .156, p<0.01), people oriented skills(r=
.250, p<0.001), thinking skills (r=.250, p< 0.01), personal skills (p=0.248, p<0.01), and
job related skills (r=0.168,p<0.01). The table below also show a correlation between race
and three elements of generic skills namely personal skills(r= .091, p< .01), people
oriented skills(r= .096, p< .01), and thinking skills (r= .091, p<.01). There is no
significant correlation between race and job related skills (r= .038, P>.01). Gender has
significantly negative correlation between people oriented skills (r=-.177, p< .01),
thinking skills (r=-.165, p< .01), and personal skills (r=-.085, p<.05). There is no
significantly correlation between gender and job related skills (r=-.063, p > .05) and basic
fundamental skills (r=-.05, p>.05). Table below also show significantly positive
correlation between program and job related skills (r=.087, p< .01), personal skills
(r=.073, p <.05), and people oriented skills (r=.067, p<.05). For basic fundamental and
thinking skills, there were no correlations between programs.
Table 2 Relationship Between Generic Skills And Demographic Factors
Generic skills
Basic fundamental skills

Age
r
.156**

Race
r
.018

Gender
r
-.050

Program
r
-.049

People oriented skills

.250**

.096**

-.177**

.067*

Thinking skills

.194**

.091**

-.165**

.025

Personal skills

.248**

.116**

-.085*

.073*

Job related skills

.168**

.038

-.063

.087**

Overall

.243**

.097**

-.129**

.049

N = 974
** Correlation is significant at the 0.01 level
* Correlation is significant at the 0.05 level
r correlation coefficient Pearson product moment
4.0

Discussion and Recommendations

Basically from this study we found that the overall students perceived the important of
the generic skills in the teaching and learning process. It shows the students are likely to
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become aware of the value placed on generic skills development as they progress through
their degree courses.
A teamwork in the undergraduate curriculum offers students not only the chance to
develop leadership, interpersonal and communications skills, but also practice ethical
decision-making (Crebert, G et all, 2004).
Our findings suggest that more needs to be done at university to ensure that generic skills
opportunities can be structured into the learning objectives and more importantly into the
curriculum design in the universities.
(Berger& Williams, 1991) reported that female students would place greater value on
communal or interpersonally related skills, and male students on problem solving skills.
Student age might also influence their perception. There is a consistence pattern of
findings indicating that more mature students have a greater motivation and sense of
purpose(McInnis et al., 1995), great satisfaction (Harris & Brooks, 1998) and deeper
processing of course material (Biggs, 1978). This might suggest that older students might
be more motivated to learn and develop capability than their younger counterparts.
Younger students less convinced of the relevance of some skill sets.
Cultural background like race also salient in perceptions of the value of some skills and
attributes. Students socialized in a western, individually focused environment may regard
skills such as self-assertion as more relevant than students from collectivist cultures.
Based on the research findings, education policies at all levels of education should
explicitly recognize the importance of developing generic skill alongside the acquisition
of the teaching and learning especially in the universities. The development of generic
skills should form an integral part of the teaching and learning strategies of all higher
learning institutions. Academic staffs were encouraged to make development explicit to
their students while they are in the classes or during fieldwork. Students also have to take
responsibility for their own self-development during their time in the university in order
to develop a variety of other skills, personal intellectual attribute rather then expertise on
subject knowledge.
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Abstract
This study will explore the potentiality of a Web-based course
support system to help teaching and learning activities. The
system has been developed by our research group since 2003
with an adaptive base. One of the features of the system is that
it supports teacher’s teaching activities with less loading,
regardless of their fields and the subjects. It has been developed
according to teachers’ needs. The result of this study illustrates
that the use of the system may facilitate the teachers’ reflective
activities on their teaching and speeds up rethinking of their
instruction. It also suggests wider application of the system.
The system currently depends on server environment and the
administrators’ work, but it is suggested to be available with
portable base near future.
Key Words or Phrases: adaptive, teaching, Web-based,
reflection

I. INTRODUCTION
There are various Web-based application systems available
today for teaching and learning activities. The university where
this research group belongs also holds an online course
evaluation system. However, it does not always satisfy
teachers’ needs so that teachers can improve their teaching in a

short interval. For one reason, teachers cannot choose the time
to conduct the system. For another reason, teachers cannot
itemize the questions. Teachers cannot customize any content
of the system. This study aims to provide a system to fulfill
such teachers’ needs.
This paper will begin by providing the overview of using
technology in higher Education. Next, it will introduce the
system that our research group has developed. Specifically this
paper describes how the teachers expand and adapt the system
in their own teaching situations.

II. PREVIOUS STUDIES
The concept of utilizing students’ feedback for teaching
across the curricula is not new at all. Numerous numbers of
teachers have worked by getting student’s feedback with
paper-based strategies and/or with face to face. In addition,
teachers have worked across the curricula to improve the
quality of each of their curriculum.
What is new here is the use of technology, but that is not
everything. Linn and Hsi (2000) states technology should be
used as a teaching partner [1]. It means using technology
enables teachers spend more of their energies helping students
to learn. Linn and Hsi (2000) further discusses the importance
of “making learning visible.” According to Bates and Poole
(2003), well-designed application multimedia enable users to

come to understandings more quickly than through more
conventional verbal or textual media, and help students develop
and practice skills [2].
We believe that those concepts are actually true to teachers’
side as well. In this paper, “making teaching visible” means
exploring a system as a new form for visualizing teaching
process for the teachers. It may work to support teachers in an
alternative way.
This study aims to achieve the environment stated by Linn
and Hsi (2000) above, from a perspective of supporting
teachers. Using this system, teachers are encouraged to spend
their power to help students’ learning more and better.
Moreover, this system aims to help teachers to speed up the
cycle of their instruction revision, as the system should let them
rethink their instruction quickly.
While developing the system, we are concerned with the
concept of humanistic approach [3]. In humanistic approach,
teachers need to spend more time to facilitate students’ learning
compared with lecture style teaching. Using this system may
enable teachers to create more time, and can allow them to
work for more affective teaching approaches in the end.

III. THE SYSTEM DESIGN
In this Web-based course support system, teachers customize
the content of the feedback pages and can conduct the surveys
with less constraint. Teachers can create as many as their Web
pages as they need. This system originally started with online
feedback system so that each teacher can create their feedback
page very easily with adding more course-specific questions.
Figure 1 is an example of the feedback page.
Moreover, it should be noted that this system has been
developed adaptively and is still in progress. This system is not
limited to the use of conducting surveys, but also has become
available for the other teaching activities such as collecting
papers, offering quizzes, and providing students their learning
records such as attendance and participation rate. Teachers
have requested those functions to the system administrators as
needed.
The Web-based course support system enables each teacher
to edit the pages, and programming skills such as Java and Perl
are not required at all (See figure 2). Each teacher can edit
almost all items such as the header, footer and colors as well as
the contents. In order to use the system, each teacher accesses
the system using his/her accounts provided. With the account,
s/he accesses to the editing page and can: 1) create feedback
pages, 2) edit the pages, 3) set up the configuration of the
pages, and 4) view the collected data with several preferred
sorted styles.

Fig.1. An example of the online feedback page

Fig.2. An example of the editing page

Especially viewing collected data is useful in that each
teacher does not have to work for sorting data, but can view it
quickly as it is automatically sorted out. Figure 3 shows the
result of the collected data with graphs. Data in figure 3 is
collected at the beginning of second semester 2004 in a course
of “Communication.” It is notable that teachers can conduct
the survey not only at the end of the semester but anytime so
that teachers can utilize the data during the semester in their
teaching.
The data of the feedback page can be downloaded and
uploaded with CSV format. It enables teachers to work with the
data offline if preferred. At the same time it serves for backup
the data.

Record check
Others

4
3

4
3

During the one year period, this system was used for several
purposes. As seen in table 1, quizzes were often conducted with
this system. Quizzes were conducted 63 times for total. The
system was also used often to collect papers as well. Three
teachers used for collecting papers and the number of the pages
created for total is 31. Conducting quizzes and collecting
papers were not possible with fixed online course evaluation
system. It indicates that this is a compatible system so that it
can be applied to other purposes quickly. It also indicates that
the function to offer quizzes is needed to make their teaching
smooth. The result shows the teachers used the system
adoptively. In other words, the teachers requested a new
function and adopted the function as their alternative
instructional material.
As seen in table 1, a teacher F used this system for “Others.”
He used the system for non-teaching purposes. The teacher
used the system for 1) the survey about the damage by typhoon,
2) the survey on allocating students in laboratories, and 3) the
survey on teaching activities that are related to PC literacy
across the curricula.
A. Using the system as an online feedback page in courses

Fig.3. An example of the view screen for data result

IV. RESULTS
This section describes how the Web-based course support
system was used and adopted. Data in this section is collected
from April 2004 to March 2005. During the period, six
teachers used the system. The table shows the number of the
pages created for each purpose by each teacher.
Table 1. Summary of the number of the pages created

(Unit: pages)
Purpose

A

Teacher
B C

Feedback

7

Quizzes

1
4
1
2
8

Paper submission
Attendance check

D

E

1
9
1
1
1

3
6
1
8

2

F

tota
l
26
63
31
8

First, by conducting online feedback at the end of the
semester, teachers can get information and rethink their
teaching for the next semester. Furthermore, by conducting the
survey at the beginning of the semester, the teacher can get
information about her students, looking at the sorted data
quickly. Especially in the class of 40 or more students,
students are at first too shy to talk with their teacher, but they
write their own words in the feedback page. Using the input,
the teacher starts taking with students with face to face with
concrete topics, which helps smoother and more interactive
communication between teachers and students.
Secondly, conducting online feedback page is found useful
when team-teaching. As the collected data is online, teachers
can share the data quickly. It allows the teachers to go to the
next discussion stage and allows them to make further action on
revising instruction quicker.
Finally, effectiveness is found not only in teachers but also
in students. Students get opportunity to reflect their learning by
filling in the feedback page prepared by the instructor. The
students show tendency to be involved more actively in
learning activities in the course. Even in an originally
interactive course such as communication practice course,
students occasionally write different messages in the feedback
page from what they produce orally in class, and the teacher can
use the data for the next class meeting. As a result, it facilitates
interactive communication with face to face basis.
B. Using the system as an instructional material
Teachers start to use this system for an instructional material
such as for quizzes and collecting papers. The data collected is

easy to handle, which helps teachers’ routine work such as
checking attendance or marking papers smoother.
In addition, by making students’ learning data accessible to
each of those students with this system, teachers can provide
students a better learning environment. Though the system has
limitation on functions, it enables teachers to see students’
understanding more frequently, which brings positive feedback
by students at the end as well.

V. CONCLUSION AND FUTURE WORK
The result of this study indicates that making teaching
visible has possibility to help effective teaching, and may also
help learners in the end. It should be noted that this study
examined use of technology with six teachers. However
exploratory, the result of this study indicates this system would
be of help to course development. Going back to the concept of
“use of technology as a teaching partner” by Linn and Hsi
(2000), the result of this study shows that this system achieved
the concept to some extent. In other words, this system
supports teaching activities with less loading and also helps
students’ learning activities. However, further research is
needed to investigate how those teachers use the power saved
by this system in their classroom activities precisely.
The result of this study suggests wider application of this
system. Though this system currently depends on server
environment and the administrators’ work, it should be set up to
be easily used in different environments near future.
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Leverage for Freedom or Wedge of Compliance?
A Simple Tool for Positive Organizational and Leadership Change
By: W. Fred Ivy and Don P. Schulte
“Give me where to stand, and I can move the earth.”
Archimedes, referring to the power of levers - (as cited in Stein, 1999)
You need only scan your local newspaper for a few weeks to find countless stories of
organizational and administrative dysfunction. This trend is especially true in public
education, where superintendents and school boards frequently clash on a variety of
issues. The very institutions they are charged to serve are often rendered ineffective by
these public disputes and the internal deficits they reveal.
In a world that has experienced exponential increases in technology and knowledge,
one may be inclined to look for complex and sophisticated solutions to this problem or
one may look back to the distant past to best articulate the remedies. Simple tools have
been used from the time of early man. It has been found that Homo erectus used a hand
ax, which is a wedge device (Feder and Park, 1997). “Hand axes were all purpose tools
for piercing animal flesh, hide scraping, wood cutting, (and) root digging… (Feder and
Park, 1997). Levers have been employed for various purposes, such as to move large
objects. Throughout history, there are numerous examples of how levers and wedges
were used for construction or destruction. This metaphor is offered as vehicle to explain
how the former can be used as an implement for positive organizational change and the
latter as an instrument to promote personal agenda at the expense of unity and
productivity.

Just as the people of this planet have faced the continuous dilemma of using these
rudimentary tools for good or evil, modern organizations and leaders ponder a similar
quandary. How can we marshal small forces (the lever) to meet apparently
insurmountable needs? How can the divisive schemes and methods (the wedge) of a few
be overcome to preserve or resurrect the unity and wellbeing of the whole? This model
illustrates the dilemma and offers examples of how assets can be leveraged and posts the
warning signs of the counter-productive behaviors and effects associated with wedges.
The authors’ diagram is divided into quadrants with two major headings –
Leverage for Freedom and Wedge of Compliance. On the leverage side, Positive
Organizational Life and Administrative Processes are enumerated and described. On the
wedge side, Negative Organizational Life and Administrative Processes are listed and
explained. In the middle of the schematic, eight organizational and administrative factors
are listed, including Politics, Climate, Individuals, and Structure (Organizational Life)
and Leading, Motivating, Deciding, and Communicating (Administrative Processes), and
project outward to positive and negative indicators. Positive organizational life is
supportive, while negative organizational life is destructive. In the administrative
domains, positive processes reflect facilitative behaviors and negative administrative
tendencies are obstructive. The centerpiece of the diagram is designated, Leadership
from the Inside Out, which pervades all quadrants.
The solution to the organizational and administrative dilemma begins and ends
with effective leadership. Leaders who have found moral inner compasses that guide
them towards the ethical and effective use of tools are positive change agents. They have

chosen to apply levers, which involves inclusion, democracy and unified visions. The
result is individual and group freedom, which allows for productivity and progress.
Administrators who are not in touch with their inner-selves, or who are driven by
selfishness, rely on the tool of divisiveness – the wedge. They tend to be coercive,
inhibiting and insincere. The end effect is usually uninspired compliance with the
directives of the boss, as opposed to the individual and collective freedom necessary to
make the right decisions for the organizational advancement.
An application of the model to three real life accounts and to one hypothetical
case further illuminates its meaning and relevance. The following are examples of how
organizations and administrators use levers and wedges to either promote organizational
health or to perpetuate dysfunction. Key terms included in this design continue to be
italicized to foster understanding.
A positive organizational life is characterized by the exertion of strong and
proactive influences on the internal and external resources of a community in order to
achieve positive results within the school/neighborhood culture. Organizational structure
is a framework that influences unique possibilities for the development of positive
solutions, providing stability to the participants involved.
In one community, for example, a partnership between the school district and
local medical center yielded a first-class pediatric clinic located at a high school campus.
The district owned the land and funded the construction of the clinic and the medical
center provided the staff, including two pediatricians, nurses, social workers and a
researcher. Thus, two entities that could not have achieved this goal working
independently leveraged their unique assets to provide quality medical care for children

in need. They were also supportive of common goals. The school district’s objective of
ensuring that children are healthy so that they may optimize learning opportunities was
achieved, while the medical center enjoyed the benefits of a strong, coordinated outreach
program and of a research initiative that was part of this project. In this case, politics as
usual and turf wars were set aside in the best interests of the community. Unfortunately,
other forces, created by the wedge, do not bear such fruit.
One indicator of negative organizational life is when the destructive force of an
individual is much greater than the power of group membership, rendering an
organization weakened by negativity, creating factions rather allowing for unity. The
existence of a counter-productive environment is unhealthy and inhibits student and staff
growth.
One illustration of this situation might be captured in a recent trustee shake-up in
which the board president resigned from his position. The district had received
unacceptable accountability ratings and was experiencing a high teacher attrition rate
(Ragsdale as cited in Villalpando, 2005). One community member believed that the
district was being micromanaged under the board president’s leadership stating, “We’re
here because we’re concerned… There’s (sic) a lot of good people on this board, it just
needs the right guidance (Hawkins as cited in Villalpando, 2005)”. Members of the
community complained that personal board agendas were a problem. In this case, a
divided community, allegedly created by the destructive forces of an individual board
member (a wedge), is weakened and therefore unable to provide the unified front it takes
to solve the district’s problems.

The lower quadrants of the model address positive and negative administrative
behaviors. On the positive side, effective leaders establish direction, unify and inspire
with integrity to change dilemma into positive results. A collaborative approach by all
who are stakeholders helps establish clear and beneficial goals for the entire organization.
The school finance reform effort in Texas captures the essence of this type of
leadership. In 1984, James Vasquez, then superintendent of a property-poor district, led
other districts and entities to challenge the fairness of the state’s funding system. His
district, acting alone, could not overcome the heavy burden imposed by the inequitable
way resources were distributed in the state. He was unable to provide high quality
instruction to his students because of this allocation disparity. As a result of his initial
leadership, the Texas finance system was ultimately ruled unconstitutional and significant
reforms have since improved the quality of education for many children. Vasquez was
able to facilitate a process by leading, motivating and communicating in which the
resources of a small, but persuasive group (the lever), were channeled into positive
reform.
Rather than citing an actual example to illustrate the final quadrant of the model,
the authors’, drawing from their collective experiences, will describe a typical
administrator that fits this category. Joe, a hypothetical department head, represents the
antithesis of positive administrative processes. Ineffective leaders misuse and manipulate
authority which inhibits unity and stifles productivity. They mismanage behavior
through insincere and manipulative techniques to control group processes and products.
Joe is a top level administrator in Pine Tree I.S.D. responsible for a major
department. He is known to have close relationships with several board members.

Rather than following the protocol that guides proper communication with the trustees,
he often lobbies individual members to get what he wants. Joe is also adept at sabotaging
district initiatives, particularly if they do not serve his interests or if any other department
head is receiving favorable attention because of the program. He often verbally attacks
staff members or plants the seeds of his dissatisfaction with particular individuals in the
minds of his friends on the board, creating factions and discontent (the wedge). The
superintendent is frustrated because he is unable to maintain the necessary unity with his
board and executive staff to move the district forward. Joe stands as a classic example of
an obstructionist, stifling legitimate efforts to improve the educational program.
Our schools face great challenges today. Increased globalization, the rapid pace
of technology, and quickly shifting demographics require major adjustments in how we
prepare children for the future. The recently heightened wars on terrorism, Columbine,
and natural disasters, such as the Great Tsunami and Hurricane Katrina, have changed the
way we must plan for safety in our schools. Ongoing problems associated with drugs,
violence and fatal sexually transmitted diseases continue to demand remedies. Wedges
of compliance will at the very least create cultures of mediocrity and could potentially
plunge our precious institutions into a free-fall of regression. Organizations and their
leaders must employ the power of levers to stretch finite resources to address infinite
needs.
Models are created to shed new light on organizations and leadership using unique
perspectives and special vantage points. It is hoped that this work will illuminate the
landscape so that those on the path to educational reform will find their way.
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A CONTINUOUS DILEMMA:

LEVERAGE for Freedom

or

WEDGE of Compliance?
Negative Organizational Life

POSITIVE Organizational Life
A strong and proactive influence on the
internal and external resources of a
community is exerted in order to achieve
positive results within the school/
neighborhood culture

Usually a covert component of an
illegitimate political process tries
to create barriers aimed at securing an
alternative agenda to an exposed problem
in order to supersede a proposed solution

POLITICS

A reference point for a shared vision
of achieving potential within an organization
promotes a reliable school environment
which ultimately supports its community
of learners

The existence of a counter-productive
environment is unhealthy and inhibits the
development of student and staff growth,
providing inadequate affective outreach
which diminishes school effectiveness

CLIMATE

Individuals are the instruments for molding
a teamwork approach which promotes
ownership in a common process that
fosters dedication to group efforts
and nurture success

The destructive force of an individual can
be much greater than the power of group
membership, rendering an organization
weakened by negativity, creating factions
rather than allowing for unity

INDIVIDUALS

Organizational structure is a framework
that influences unique possibilities for the
development of positive solutions,
providing stability to for the participants
involved

An environment that is overly structured,
may work through methods such as fear,
force, artificial power, and abusive
authority to produce compliance and
efficiency-oriented priorities

STRUCTURE

destructive

supportive

LEVERAGE

LEADERSHIP

WEDGE

LEVER

obstructive

facilitative

Negative Administrative Processes

POSITIVE Administrative Processes

An effective leader establishes direction,
unities,and inspires with integrity to change
dilemmas into positive results

LEADING

An educator leads through timely feedback
that is both positive and sincere which fosters
continuous improvement

A collaborative approach by all who are
stakeholders helps establish clear and
beneficial goals for the entire organization

Ineffective leaders misuse and manipulate
authority which inhibits unity and stifles
productivity

MOTIVATING

An administrator can mismanage behavior
through insincere and manipulative
techniques to control group process/product

DECIDING

Often an unclear and frustrating work
atmosphere is caused by a restrictive or
ambiguous environment causing mediocrity

COMMUNICATING

The breakdown of an informational system
leads to an ineffectual and divisive
relationship

The transportation of relevant information
in a clear manner advocates mutual
understanding
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The Rainbow Continuum:
A Transitional Countdown to Inclusion
By:
W. Fred Ivy and Don P. Schulte
The teacher said:
“Flowers are red young man.
Green leaves are green.
There’s no need to see flowers any other way.
Than the way they always have been seen.”
But the little boy said:
“There are so many colors in the rainbow.
So many colors in the morning sun…
So many colors in the flower and I see everyone.”
Harry Chapin (1978)

Educators are frequently limited by narrow paradigms of thought. Children,
uninhibited and “untrained”, often speak freely and profoundly about the world around
them. They tend to observe things that have long been filtered out by adults who have
been “educated” and socialized into “knowing” right from wrong or true from false.
Principals and other professionals charged with the responsibility of educating
children with special needs must rid themselves of the myopic lenses of tradition, usual
protocol and blindly accepted practice. A wider vision of available services must be
delivered. The authors offer a model for inclusion that is founded on delivering a wide
spectrum of assistance. However, in education the colors have not always been clear, and
perceptible hues have been cloudy and have produced only limited mainstream
opportunities.

The words exclusion and inclusion are keys to understanding the history of
education in America. Generally, schooling in earlier periods of our nation’s past was
exclusionary in nature. Thick clouds of discrimination descended upon large groups of
potential learners, resulting in a significant un-served or under-served lower class.
Children from low socioeconomic backgrounds attended schools that provided for basic
literacy, while the “sons of the upper classes, in contrast, attended the preparatory Latin
grammar schools and, if successful, entered college” (Ornstein and Levine, 2003).
African American youngsters did not enjoy the full benefits of education during this early
period, only later to be relegated to inferior segregated schools.
Children with disabilities were no exception to this exclusionary trend.
According to Pardini (2002):
Despite compulsory education laws that had been in place nationwide since 1918,
many children with disabilities were routinely excluded from public schools. Their
options: remain at home or institutionalized. Even those with mild or moderate
disabilities who did enroll were likely to drop out well before graduating from
high school.
Just as with other minority groups, when the schoolhouse gates finally opened to all
children, students with disabilities found segregation the norm.
Our country has certainly progressed in terms of providing equitable educational
services to most children. A series of court decisions and legislative acts have paved the
way for minorities, students from low-income families, and for academically challenged
children to have appropriate instructional programs designed to meet their unique needs.
The cases of Brown v. Board of Education of Topeka, Edgewood v. Kirby, and Public

Law 94-142 stand as examples of court decisions and legislative acts which created
increased educational opportunity. These landmark legal actions broke the clouds of
inequity to expose a beautiful rainbow of possibilities.
Now that funding, better methods and more appropriate settings are available, it is
the educators’ duty to deploy these resources in the most effective manner possible to
meet the diverse needs of students. To this end, the authors present The Rainbow
Continuum: A Transitional Countdown to Inclusion. This model provides those who are
involved in placement decisions with an incremental systematic tool, which will
ultimately foster the assignment of individual children to the least restrictive educational
environment. The Countdown to Inclusion design also offers a broader approach to
dealing with diversity; yet provides for a more specific method of placement according to
individual needs.
The framework includes eight major placement domains, including Exclusion,
Deinstitutionalization, Limited Placement, Selective Placement, Transition to
Mainstreaming, Mainstreaming, Transition to Inclusion, and Inclusion. Under each
domain are specific placement options. For example, within the Deinstitutionalization
domain, students who may need help can be accommodated through assistive technology
with a certified specialist aide or through assistive technology with peer assistance. The
many colors of the Rainbow Continuum are reflected in 36 different placement options.
The framework also includes an Exclusion to Inclusion Numbering Box. The
differences/ disabilities/disorders enumerated within the box range from sensory
impairment and severe/profound mental retardation at the ‘high end’ of the numerical
scale to communication disorders and at-risk at the ‘lower end’ of the scale. The

suggested ‘high end’ starting number for placement decisions should always consider an
individual’s strengths, interests, and areas of concern and work down toward a more
appropriate fit. The lower the number decided upon by the individualized education
program (IEP) conference committee, the closer the student moves toward responsible
inclusion.
The Rainbow Continuum must be adapted to individual districts; if a school
system is interested in utilizing the Rainbow Continuum, the framework should be
examined in view of local resources and traditional practices. It is recommended that
appropriate staff review all placement opportunities and note current district assets that
could support each option; many options cost no more investment than in reorganizing
human capital. In some cases, school systems may not have the particular resource,
program or process in place to support a specific placement. For example, the district
may not have a formal peer tutoring arrangement. In this case, the district may consider
organizing students willing to perform this function. An added benefit of this prism
model is the very act of performing a local needs assessment in view of the many
placement options; this framework offers a systematic checklist to ensure that
comprehensive services are available to each student who needs assistance.
A review of local policy and procedures should also be performed prior to
deployment of the transitional continuum. This is particularly important in respect to
staffing policy and budget practices. Many potentially beneficial initiatives are stifled by
a lack of congruence between the well intended idea and the sometimes cold reality of
policy and budget allocations. To remedy this dilemma, staffing ratios, normally
contained within board policy or administrative regulations, should be aligned with the

various Rainbow Continuum options. For successful use, the district’s budget must
correspondingly provide line items to fully fund required personnel and programs that
have been previously operating “on a shoestring”. Using the model as a guide during the
budget development cycle may prove especially helpful.
Once the district has completed its resource/policy/budget assessments, staff and
parent development is imperative. All stakeholders involved in placement decisions,
including central office staff, parents, campus administration, teachers, diagnosticians,
speech therapists and others, must receive a thorough presentation addressing aspects of
the model. This training should include a discussion of local nuances, such as variations
in jargon or other roadblocks to effective implementation. Staff and parent development
should also describe how local policy, procedures, and budget requirements relate to the
rethinking placement options.
In addition to localizing the model, the principal must eliminate the fog that often
obstructs a good view of the rainbow. Administrators often fall into the unproductive
mode of blindly accepting traditional practice. This is evident when the campus leader
dictates members who will attend IEP conference committee meetings or ignores trends
in recent court cases that uphold a student’s right of being placed with his non-disabled
peers. Allowing wholesale learning disabled (LD) diagnoses, acceptance of central
office’s arbitrary cutoff dates for referral, and a refusal to look at systemic problems in
the curriculum are all principal behaviors that exemplify this tendency. Campus leaders
are also remiss when they overly rely on norm-referenced tests as opposed to more
authentic assessment. Earl and LeMahieu (1997) contend, “Assessment is one of the
most powerful levers for enhancing student learning and bringing about positive

educational change.” They further offer that “large-scale testing programs may be
fundamentally inequitable and disadvantage many groups of children.” There are many
more examples of questionable current practice, which limits the vast opportunities
within the Rainbow Continuum.
The authors agree with Harry Chapin (1978) when he sings, “There are so many
colors in a rainbow.” Like the innocent child who perceives this wonderful spectrum,
educators must free themselves to act upon the many possibilities of schooling. The
Rainbow Continuum is a transitional tool that provides a wider view of the educational
landscape for the benefit of children. That illusive ‘pot of gold’ we have failed to see in
our schools is embodied in the realization that human potential can be fostered by the
way we organize instruction utilizing a rich curriculum.
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‘The Rainbow Continuum’

For Increasing Transitional Services
A Workable Plan For Responsible Inclusion
Providing More Options That Are Conducive To Learning
While Re-Structuring Schools And Communities In Which All Students Can Learn
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Exclusion-Students Who Need Help Can Be Accommodated:
In An Off-Campus Arrangement...
36.Through Appropriate Institutionalized Placement
35. Through Long-Term Placement At A Residential Treatment Center
34. Through Short-Term Acute Hospitalization At A Residential Treatment Center
33. Through Permanent Home-Based Placement
32. Through Hospital Services During School Hours, Or 24-Hour Arrangements With District Special Ed. Department
31. Through Home-Bound Services During School Hours Via Arrangements With District Special Ed. Department

Deinstitutionalization-Students Who Need Help Can Be Accommodated:
In A Hospital Via Arrangements By District, And On-Campus Part Of The Day...
30. Through Assistive Technology With A Certified Specialist Or An Aide
29. Through Assistive Technology With Peer Assistance
Through Home-Bound Services Via Arrangements By District, On-Campus Part Of Day...
28. Through Assistive Technology With Peer Interaction

Limited Placement-Students Who Need Help Can Be Accommodated:
In A Special Day School Located Off Of The Main Campus...
27. With Direct Help From A Certified Specialist Or Aide Assisting All Day
26. With An Aide Or Teacher Interacting With A Special Self-Contained Class On The Main Campus Part Of Day/Week
25. With Peer Assistance, Interacting With A Special Self-Contained Class On The Main-Campus Part Of The Day/Week
24. With Assistance In Academic Transition Into A Totally Self-Contained Special Class On The Main Campus

Selective Placement-Students Who Need Help Can Be Accommodated:
In A Totally Self-Contained Special Ed Class...
23. With A Certified Specialist Or Aide Assistance Throughout The Day
In A Special Self-Contained Class For Most Of Day...
22. With A Certified Specialist Assisting In A Limited Send-Out To Another Location To Work On Life Skills
21. With Minimal Assistance Working On Life Or Job Skills, While Attending A Send-Out Program In Another Location
20. With Help Of A Peer Partner From Regular Education
19. With A Regular Education Teacher While Attending Regular Physical Education Or Other Non-Academic Courses
In a Special Self-Contained Class For Part Of The Day...
18. With A Mainstream Philosophy Focusing On Student Strengths And Modifications For Course Subject Content

Transition To Mainstreaming-Students Accommodated In Special Self-Contained:
While Attending A Resource Class For A Majority Of The Day...
17. With High Achieving Peers Working With Mainstreamed Students In And Out Of Classes
While Attending A Limited Resource Program...
16. With A Certified Specialist In The Resource Classroom
15. With An Instructional Aide In The Resource Classroom In A “One-On-One” Situation
14. With A Peer-Tutor Who Is Excelling Academically And Who Can Be A Mentor In The Resource Classroom
While Attending A Limited Send-In Program A Portion Of The Day In Regular Classes...
13. With An Instructional Aide Or Working With A Certified Specialist
12. With A Peer-Tutor Who Is Excelling Academically

Mainstreaming-Students Who Need Help Can Be Accommodated:
In The Regular Classroom...
11. With Direct Intervention Services Offered In Content Areas As Student Is Mainstreamed While Attending Resource
10. With No Direct Intervention Services In Class While Attending A Pull-Out Resource Program For Part Of The Day

Transition To Inclusion-Students Who Need Help Can Be Accommodated:
In The Regular Classroom...
9. With Temporary Content Mastery Services Available On An As-Needed-Basis

Inclusion-Students Are Included and Accommodated:
Within the Regular Classroom...
8. With Direct Services To Students From A Certified Specialist Inside Classroom W/O Pulling Students Out
7. With Community Volunteers Serving As Tutors And/Or Mentors
6. With Indirect Consultation Services Given To Regular Education Teacher With Specialized Teaching Strategies Utilized
5. With Modifications Made By Regular Education Teacher Who Will Adjust Some Instructional And Grading Procedures
4. With Daily Tutoring Utilizing Peer-Partners Who Will Be Alternated Periodically
3. With Regular Education Teacher Successfully Utilizing Peer-Tutors When Needed
2. With Regular Education Teacher Working With All Students In Collaborative Groups
1. With Regular Education Teacher And Students Working Competently Toward Full Potential

THE EXCLUSION - TO - INCLUSION NUMBERING BOX
NEEDS TO APPROXIMATE THE LEAST RESTRICTIVE ENVIRONMENT FOR EACH INDIVIDUAL:
The suggested ‘high end’ starting number for placement decisions,
Should always consider an individual’s strengths, interests, and areas of concern and work DOWN toward an appropriate fit;

THE LOWER THE NUMBER DECIDED UPON BY THE IEP CONFERENCE COMMITTEE,
THE CLOSER THE STUDENT MOVES TOWARD RESPONSIBLE INCLUSION.
Sensory Impairment
Severe-Profound Mental Retardation
Severe Emotional/Behavior Disorders
Physical Disabilities/Health Conditions
Gifted/Talented/Creative
Severe Learning Disabilities
Moderate Mental Retardation
Moderate Emotional/Behavioral Disorders
Moderate Learning Disabilities
Mild Mental Retardation
Mild Behavior Disorders
Mild Learning Disabilities
Communication Disorders
At-Risk

36-1
36-19
36-18
35-1
23-18, 8-1
24-14
23-12
18-9
17-1
11-1
10-1
9-1
8-1
8-1
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Abstract
Primary-grade children often have difficulty with representing multi-digit numbers. To better
understand the development of children’s representations, 6- and 8-year-olds from the US, Japan,
Korea, and Taiwan who were matched on achievement were asked to represent two-digit
numbers using base-10 blocks in repeated trials. Analyses indicated that in general, 6-year-old
children showed a gradual increase in the use of grouping strategies and a decrease in the use of
using only single blocks to represent two-digit numbers. By the age of 8 years old, all children
consistently used a grouping strategy. Number size had an influence on children’s progression of
strategies, suggesting the importance of experience on the mental representations children used.
Comparisons of strategy selection across nations showed minor differences in the progression of
trials. Results provide implications for classroom instruction that focus on strategy changes,
eliciting multiple representations of multi-digit numbers, and understanding the concept of placevalue.
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Abstract
The United States continues to diversify rapidly, and schools must be ready and willing
to tackle our shifting multicultural mix. To meet the needs of all students, teacher education
programs must attack issues of diversity head-on by responsively and responsibly preparing
teachers. This legion of “new teachers,” who will venture out to meet the ever changing face of
American schools, must be well versed in Self-Discovery, or the introspective method by which
individuals can access, acknowledge, and constantly reflect upon their beliefs regarding ongoing
demographic shifts, the increasing multicultural climate, and the diverse group of youngsters we
will encounter as a result. No program that purports to train the new teachers of tomorrow can
adequately do so without first prioritizing, and then fully dedicating to the crucial task of
increasing their multicultural competence through Self-Discovery.
Self-Discovery is a four-step process for teaching individuals to be multiculturally
competent, diversity-aware, and difference-sensitive within themselves, their classrooms, and
society. By encouraging future educators to seriously engage in critical self-inquiry, all
programs which purport to prepare the new teacher of tomorrow can successfully produce
teachers and citizens who are informed about, awakened to, and called to societal “proaction”
regarding issues of diversity in schools and nation. Racial-bias, sexism, classism, religious
discrimination, and the unfair treatment of those who are challenged or different can all be
eradicated if the new teacher of tomorrow is first taught to be self-aware.
The four stages of Self-Discovery are: 1) Discussion/Invitation to Attack, 2) Admission/I
Am Not Immune, 3) Accommodation/I Must Change, and 4) Proaction/I Will Do My part. SelfDiscovery is both a process meant to describe and guide the development of multicultural
competence in teachers, as well as a pedagogical framework that teacher educators can use to
foster the lifelong process of acquiring self-knowledge and awareness to diversity in teacher
preparation programs and beyond. If universities, collegiate faculty, and all programs involved
in the creation of future educators successfully guide individuals through Self-Discovery, we will
begin to resolve the multicultural conflicts of society so often propagated in today’s schools.
The future of our diverse nation begins with children, and the future of our children begins in
schools. Multiculturally competent teachers, therefore, must begin with Self-Discovery.
According to demographers, 50 percent of the nation’s labor and workforce will be
comprised of racial and ethnic minorities and immigrants by the year 2050. To adequately
provide quality educational experiences for the children of these members of society, it is vitally
important that teacher preparatory programs take Self-Discovery as a crucial element of diversity
learning to heart. Training a legion of multiculturally competent teachers who have had the
opportunity, at some point in the pre-service teacher education programs, to experience SelfDiscovery is our most important educational mission today. If we do not seize the opportunity to
implement Self-Discovery, or the processes by which serious critical self- inquiry can occur, we
stand to loose the battle of retaining quality teachers in education systems, serving the vast and
growing number of multicultural students and families in America, and uniting our entire nation
around the common goal of celebrating individuality, uniqueness, and common humanity. If we
fail to encourage teacher educators in multiculturally centered courses and programs to at least
consider asking their pre-service teachers to critically investigate what ideas and beliefs lie at the
core of their hearts and minds, we are denying future educators the important opportunity to
discover their “true” selves before stepping into the world of education.
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Abstract
This study investigates the conceptual understandings and reasoning of curriculum, instruction and assessment decisions
made by elementary education preservice teachers during a social studies methods course and related field experience.
The course was grounded by the principles and assumptions of a constructivist learning theory in which meaning is
constructed through the reflective analysis of experiences. A qualitative research design was used for the data collection
and analysis of preservice teachers' assignments, cooperative group work, and interviews. The interviews served as a
catalyst for reflection and allowed the preservice teachers to explore the conceptual understandings they were
constructing about their experiences. It was through these discussions where the conceptual understandings and
reasoning of curriculum, instruction and assessment were further explored and the interrelationships between teacher's
ideas and practices were examined for clarity and consistency.

Preservice Teachers’ Conceptual Understandings and Reasoning for Curriculum, Instruction, and Assessment
Decisions
Objectives
This study investigates the conceptual understandings and reasoning of curriculum, instruction and assessment decisions
made by elementary education pre-service teachers during a social studies methods course and related field experience.
The course was grounded by the principles and assumptions of a constructivist learning theory in which meaning is
constructed through the reflective analysis of experiences. A qualitative research design was used for the data collection
and analysis of pre-service teachers' lesson plans, cooperative group work, and interviews. A dialectical process followed
throughout the interviews served as a catalyst for reflection and allowed the pre-service teachers to explore the conceptual
understandings they were constructing about their experiences. It was through these discussions where the conceptual
understandings and reasoning of curriculum and instructional ideas were explored, and the interrelationships between
teacher's ideas and practices were examined for clarity and consistency. The following guiding prompts served as the
basis for learning experiences throughout the course and the foci for this study:
1) Identify and explain examples of valid social studies curriculum, instruction and assessment practices for your
selected grade level.
2) Reason and justify why the curriculum, instruction and assessment practices you identified are relevant and meaningful
for this age and grade level.
3) Generalize and apply what you have learned about social studies curriculum, instruction and assessment practices to the
development of a reflective inquiry unit.
Theoretical Perspective
Throughout the past century there has been an emphasis in teacher education on the relevance of reflective practice to
pedagogy (Adler, 1991; Goodman, 1986; Ross, 1992; Schon, 1987; Tom, 1985; Valli, 1992; Zeichner & Liston, 1987). It
is believed that through a reflective process teachers can make curriculum and instructional decisions that are most
appropriate for a particular learning context (Beyer, 1992; Jadallah, 1994; McCutcheon, 1992). This premise is based on
the reality that individual students, classrooms, and schools have diverse educational needs and interests. Therefore, if
teachers are expected to make sound curriculum and instructional decisions they must develop their conceptual
understandings and reasoning for subject matter and pedagogy. If one agrees with this premise, teacher education
programs need to involve pre-service teachers in learning experiences, which promote reflective practice. The basic
questions in this endeavor are how to translate reflective practice into operationalized learning experiences, and to
determine whether reflective practice actually contributes to a teacher's ability to make curriculum and instructional
decisions that are most appropriate for a particular educational context.
The purpose of this study was to investigate the conceptual understandings and reasoning that elementary preservice teachers construct about their curriculum and instructional decisions during a social studies teacher education
course and related field experience. The course incorporated specific learning experiences designed to involve pre-service
teachers in a reflective analysis of curriculum and instructional practices for social studies education. The concept of the
teacher as a reflective practitioner and the assumptions, principles, and values of a constructivist learning philosophy
(O'Loughlin,1991; Fosnot, 1989; Wertsch, 1991) provided the educational framework for this course. The focus was to
challenge pre-service teachers to examine the beliefs, values, and ideas that shape their conceptual and operational
definitions of teaching and learning. Reflective practice involved them in the "active, persistent and careful consideration
of any belief or supposed form of knowledge in light of the grounds that support it and the further conclusions to which it
tends" (Dewey, 1933, p. 46). The ultimate outcome of this reflective practice is to evaluate how one's decisions contribute
to individual and societal welfare and to be proactive in developing educational practices that are equitable, meaningful,
and relevant for students and society (Ayers, 1992; Giroux, 1990; Green, 1986; McLaren, 1987; Zeichner, 1992).
Methodology and Data Sources
The data collection and analysis methods are based on qualitative research designs described by Guba and
Lincoln (1989), Glaser and Strauss (1967), Patton (1990), and Strauss and Corbin (1990). The subjects in this study
represented fifty-five elementary junior and senior pre-service teachers enrolled in two sections of an undergraduate social

studies methods course. Of the fifty-five pre-service teachers, fourteen actually participated in the study. The
participants focused all their assignments and cooperative group discussions on a selected K-6 grade level.
Data Collection and Analysis
Data collection techniques included content analysis of written assignments, cooperative group discussions, and
interviews. The data were examined using a constant comparative method of data analysis (Glaser & Strauss 1967).
Excerpts from the data were first coded into tentative conceptual categories and through the constant comparison and
analysis of data, specific themes, categories, and patterns emerged. In some instances the initial categories were
reconstructed or integrated with other categories. Through the discussion group data, the researcher was able to develop a
better understanding of the participants' conceptual understandings and reasoning for their curriculum and instructional
decisions. Another purpose of the discussion groups was to develop a member check regarding the credibility and
trustworthiness of the researcher's interpretation of the data (Guba & Lincoln 1989).
The last phase of the study involved the generation of theory grounded in the analysis of the collected data
(Strauss & Corbin 1990). The researcher interpreted the interactions and insights that emerged as participants examined
the assumptions and principles that supported their ideas. An "explanatory theory that closely approximates the reality it
represents" (Strauss & Corbin 1990, 57) was developed to illuminate the interrelations which exist between teachers'
conceptual understandings and reasoning for curriculum and instructional decisions.
Findings
The detailed findings of this study exist in a narrative form where specific themes and examples from the data sources
were subsumed in relation to each of the research prompts. The data analysis identified differences in the abilities of preservice teachers to communicate clearly their reasoning for their curriculum and instructional decisions. Through the
cooperative group discussions and individual interviews, the pre-service teachers were involved in identifying and
explaining, reasoning and justifying, and generalizing and concluding their conceptual understandings of curriculum and
instructional practices for social studies education. Through these discussions specific distinctions began to emerge
between those pre-service teachers who could clearly explain, reason, and justify their ideas and those who tended to be
ambiguous. Pre-service teachers who had developed their conceptual understandings of social studies curriculum and
instructional practices beyond a prescriptive operational definition were able to identify and explain the ways in which
particular curriculum and instruction affected learning. They were also able to justify their reasoning for using a method
of instruction on the basis of specific learning goals. The pre-service teachers who were able to go beyond conceptual
labels and clearly explain their reasoning for using specific curriculum and instructional practices were more likely to
develop and implement lessons consistent with their conceptual understandings. Hence, a lesson or unit designed to
develop reflective inquiry skills would purposefully interrelate a variety of problem solving, decision-making, and critical
thinking activities.
Educational Significance

As Gitlin and Smyth explain, "the aim of the dialogue is to make prejudices or prejudgments apparent and to
test them critically in the course of inquiry. It is the critical testing of prejudgments that empowers the actor to
challenge the taken-for-granted notions that influence the way they see the world and judge their practice"
(Bernstein, 1983, p. 128). As the education profession moves towards clearer accountability and the
establishment of standards, we want to be sure that our systems of education are consistent with what we know
and value about relevant and meaningful learning. If not, standards may be perceived as a checklist of
performance indicators and simply fit into existing structures to satisfy state mandates without any real thought
regarding the relevance and meaning of the curriculum and instruction to student learning. If we are to meet the
true intentions of the standards-based reform efforts, we must go beyond simply aligning curriculum with
predetermined standards and equating test scores with student learning. Teachers must be given opportunities
to reflect and establish validity between their conceptual understandings and reasoning for their curriculum and
instructional practices.
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Proposal Abstract
The La GEAR UP Summer Camp Experience: A Model for Strengthening Math and
Science Skills
Dr. Loretta Walton Jaggers and Dr. Nanthalia McJamerson (Principal
Investigators and Co-Directors) received a $37,000 grant to fund a one week Summer
Explorers Camp at Grambling State University. The grant was funded by LaSIP/LA
GEAR UP. LaSIP is the Louisiana Systematic Initiatives Program and LA GEAR UP is
Louisiana Gaining Early Awareness and Readiness for Undergraduate Programs. In 2002,
the U.S. Department of Education awarded a 5 year $12.5 million LA GEAR UP grant to
the state of Louisiana. Dr. Kerry Davidson serves as the LaSIP/LA GEAR UP Project
Director. The basic goal of the LA GEAR UP program is to expand and enhance the
academic performance of students from low socioeconomic backgrounds and “increase
the numbers of students who enroll and succeed in post-secondary education programs”.
The four main components of the 2005 Explorers Camps across the state include focused
tutoring, leadership training, math and science enrichment activities, and college life
experiences. The presentation will include panelists who will discuss and present
highlights from the LA GEAR UP Grambling camp that relate to the four program
components. Also during the panel presentation, Mrs. Diana Frank ( State Guidance and
Counseling Coordinator for LA GEAR UP) will present information on financial aid
assistance, which was a component of the GSU LA GEAR UP Pathfinder Training.
The LA GEAR UP Explorers Camp at Grambling State University was held
during the week of July 24 - July 30, 2005. There were 63 8th, 9th, and 10th graders from
various schools throughout Louisiana. The theme for the Grambling camp was CSI:
Grambling (College Success Investigators). The purpose was to strengthen math and
science skills while providing opportunities for the campers to experience college life.
Specifically, through the diverse experiences and activities, the campers had an
opportunity to expand and enhance their academic skills, leadership abilities, test taking
strategies and self esteem. This experience also served as an excellent recruitment effort
for Grambling State University.
In planning and implementing the program activities, there was collaboration
between the College of Education, School of Nursing, the College of Science and
Technology, and Grambling Middle Magnet School. The forensic teachers were from the
Chemistry department, the School of Nursing, and Grambling Middle Magnet School.
The Project Co-Directors, Coordinator of Counselors/Tutoring, the Leadership
Coordinator, the graduate assistants, and the Dorm Mom and Dorm Dad were from
College of Education. Prior to the camp dates, the key personnel and support personnel
participated in a series of planning and preparation activities. The three phases of the
GSU project included: 1) the Start-Up/Pre-Planning Phase; 2.) The Implementation
Phase; and 3.) The Summary/Reflective Phase.

The key academic and enrichment activities included a week of planned
experiences that focused on the theme, CSI: Grambling. Using the forensics focus, CSI
the campers worked collaboratively with their peers and content area and science
activities. Although, the Boreal Laboratories Kit served as a basis for the activities, the
forensic teachers used diverse creative strategies, activities, and resources in the four
explorations. The four explorations or classes were labeled Sherlock Bones:
Identification of Skeletal Remains, Theta Technologies Crime Scene II, Terror From
Paradise, and The Mystery of the Bloody Stain.
A photo gallery of student involvement will be displayed during the presentation.
The participants will also have an opportunity to view student artifacts or work samples
that were completed during participation in the project activities. The participants will
also have an opportunity to interact with forensic teachers and other staff members during
the presentation. A hand-out will be provided for each participant.
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Abstract
Malaysia is confronting a problem of increased adolescent delinquency. The
involvement of adolescents in delinquency is an act of risky behaviors that threatens the well
being of families, communities, and the nation. Despite these situations, there is very little
research on adolescent delinquency. Some researchers have suggested that some family
functioning dimensions may become risk factors to the development of risky behaviors. The
primary aim of this study is to examine perceived family functioning dimensions (problem
solving, affective involvement, affective response, roles, communication, behavior control,
general functioning, family time, religious belief, and religious practice) to their effect on the
occurrence of adolescent delinquency. In addition, this study also investigates the effect of
gender, and ethnicity of the group on total delinquency scores of this group. Finally, this study
examines the effect of socioeconomic status and gender on overall family functioning scores of
the group. Data was collected from seven secondary schools in the urban area in the state of
Negeri Sembilan, Malaysia. There were 286 participants from three ethnic groups (Malay,
Chinese, and Indian) who came from different socioeconomic status families. Several
instruments including Family Assessment Device, adapted Family Time and Routine Index,
adapted Religious Practice in Family, adapted Self-Report Delinquency Scale and demographic
questionnaires were used.
Stepwise regression indicated that gender and problem solving were two strongest
predictors to delinquency. Two-way ANOVA showed that male Chinese adolescents were
significantly different from other groups in delinquency. The result also indicates that gender,
and problem solving were the common-concept or etic in delinquency.

3
The implications for school counselors are as follows. School counselors are encouraged
to consider gender differences when developing prevention model and parenting skills to
adolescents. This is because of the differences in physical, cognitive, spiritual, and socioemotional development between males and females. Understanding gender differences can
result in more effective way of working with adolescents as well as accepting the uniqueness that
each gender has. School counselors also need to encourage problem solving as an important
dimension for families. Understanding adolescents’ level and kinds of problem solving skill
particularly as it is related to delinquency helps school counselors to develop problem solving
models for various families and ethnic groups.
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The need for soft or employability skills has been well documented. The explosion of
technology has increased that need as Gen Xers multitask throughout the day. Many of
these tasks require the applications of soft skills.
A course that focuses on teaching these soft or employability skills is called business
communication and is often located in a College of Business. Graduates of one Midwest
AACSB accredited College of Business and Economics were surveyed to determine if
topics taught in business communications courses were essential, important, or not
important to their obtaining their entry-level position.
Methodology. A normative survey was sent to 250 randomly selected bachelor of
business administration graduates between the years of 1997-2004. A one-time mailing
yielded 77 (31 percent) usable surveys. Of those respondents, seven reported no
employment. Six of those seven reported being graduate students; one person reported
she was unemployed as she chose to stay at home to care for her children.
Respondents were asked to rate 78 topics and subtopics found in current business
communication textbooks as being essential (1), important (2), or not important to their
success in obtaining their entry-level position.
The author had completed a similar study in the 1990s. New to this study were topics
and subtopics including web page communication, voice and wireless communication,
and electronic mail communication.
An essential topic had an average of 1 to 1.75; an important topic had an average of 1.76
to 2.5; and a not important topic had an average of 2.51 to 3.
Findings. All topics and subtopics with the exception of subtopics addressing web page
communication were found to be essential or important to the respondents in obtaining
their entry-level position. This suggests that respondents are still using traditional paper
methods of marketing themselves.
Conclusion and Recommendation. The importance of business communication was
implied by the rating of all topics as essential or important. Therefore, teachers of
business communication need to examine their course content to determine if they are
providing employers with employees who possess desired soft skills.
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Notions of Disability and Masculinity: John Eldred Swearingen and the Office of
State Superintendent of Education in South Carolina
In her memoirs of her husband, John Eldred Swearingen, Mary Hough
Swearingen recalls a story about her husband that occurred during their 1918
honeymoon. They were on board a train from Greenville, South Carolina, to New York
City when, as she recalls,
On the train I asked the porter to see whether Mr. Swearingen needed
any help in the dressing room. He unhesitatingly consented to do so, but
in a few moments he came up the aisle chuckling. ‘Lady,’ he said, ‘that
man don’t need nothing! He’s in yonder shavin’ himself with a long
straight razor, and everybody is a gaping at him. They can hardly use their
own little safety razors—but not him. Lordy, miss, that’s a man!’1
This story is both summative and metaphoric of Swearingen’s life; societal
notions of masculinity, of what it meant “to be a man,” had a direct influence on his
career. This is further complicated, and the story made more remarkable, with the
mention of one additional fact: Swearingen was blind. While notions of masculinity
shaped Swearingen, much more so did societal notions of disability. While not explicitly
shaping Swearingen’s acts personal or professional—that is, Swearingen was not out to
prove his manhood or his ability —societal notions of disability and masculinity did
shape Swearingen’s actions, both proactive and reactive, and were one means of
providing the groundwork of his career.
John Eldred Swearingen was elected South Carolina State Superintendent of
Education for the first time in 1907. Throughout the fourteen years he held this office,
Swearingen made great strides in improving the state’s education. James Garraty
presents a three-tiered paradigm regarding biographical subjects, who are sorted based on
the writer’s “over-all view of the importance of individual intelligence and character in

determining the course of events.” There are three types of significance: subjects who
are “significant only because of the times in which they live make them so;” subjects who
are “forceful individuals” that have “change[d] the trend of events;” and subjects who are
not controlled by themselves or their times, but rather an outside force such as luck,
chance, or destiny.2
Within this paradigm, Swearingen is most definitely a forceful figure who worked
to change the society in which he lived. Swearingen was unafraid to take on any and all
challengers to his vision. During his term, he came in conflict with textbook vendors,
state legislators, the governor, the General Education Board, and even the Ku Klux Klan.
However, nothing deterred Swearingen from doing his utmost to improve his beloved
state’s schools for all students, regardless of race, ethnicity, or income.
He was willing to battle local, state, and national officials in his drive to increase
state funding on schools, pass a compulsory education bill, implement the Smith-Hughes
Act, and resist the Cardinal Principles report. However, arguably his most notable legacy
is what he did for the hitherto undereducated populations in South Carolina—children of
the mills and African-American students--more so than any previous State
Superintendent. As noted by James Dreyfuss in his monograph,
Swearingen ultimately believed, in the broadest sense, that
education should be equitably provided, funded, and available to all
citizens, regardless of class, race, or gender. Even though guided
by the precepts of Plessy vs. Ferguson (1896), Swearingen’s writings
proves his commitment and dedication, time and again, to the
provision of educational opportunity for both races.”3
Swearingen is not merely a product of his historical context—but rather an
advocate of issues years ahead of his time. While there are many reasons for his actions,
for the sake of this work, only the effects of societal notions of masculinity and disability

on his actions will serve as analysis. For purposes of this work, Gail Bederman’s
paradigm of masculinity—as a “historical, ideological process…the cultural process
whereby concrete individuals are constituted as members of a preexisting social
category—as men” is used. In short, Swearingen was acting to prove his masculinity in
the aftermath of a period during which “Northerners and Southerners also argued about
what kind of men they were…the political and physical conflict over slavery’s extension
also spawned a rhetorical battle over the meanings of manhood.”4
Returning to Gittings’ paradigm, a second category of biographical analysis is the
physical being of the subject. Indeed, as noted by the author, the “physical states of the
subject of biography” definitely have “far-reaching historical consequences.”5
Swearingen’s life proves an excellent example of this: he was acting to reject what he had
been taught he was capable. Swearingen knew via his disability what it was like to be
seen as “different” and have society immediately categorize him based on physical
appearance. In this light, Swearingen’s actions to benefit underrepresented voices in the
schools are fully understandable.
Swearingen’s Life and Times
In the midst of the political and educational turmoil that was the Reconstruction
South in the United States was born the man who would have the most lasting impact on
public education and the public high schools of South Carolina than any other. John
Eldred Swearingen was born January 9, 1875 near the town of Trenton located in
Edgefield County. He was the son of John Cloud Swearingen, a confederate veteran and
Red Shirt Rider, and Anna Tillman Swearingen, sister of U.S. Senator Benjamin
“Pitchfork Ben” Tillman.

Swearingen’s father had a distinguished career in the Confederacy. He was
among the first troops to leave Edgefield County, fighting as an officer in the CSA. In
spite of sustaining injuries at both Gettysburg and Lookout Mountain, John Cloud
remained on active duty until war’s end. Anna Tillman was a woman widely recognized
for her exceptional intellect. She hosted a private day school for her children and those
of her neighbors. An avid reader, Anna loved poetry and literary classics. In addition,
she was a skilled musician, needlewoman, homemaker, and planter’s wife. The love of
reading and the desire for learning would be passed down to their son.
Like many male children of planter families, Swearingen was taught to hunt at an
early age. He received his first shotgun, against his mother’s wishes, for his thirteenth
birthday. Also like many children with a new toy, Swearingen took it with him on most
of his outings. Less than a week after receiving his gift, Swearingen went out on a
firewood hauling expedition with some of the field hands from the farm. Swearingen
saw a dove and shot it. In his excitement to capture his kill, he ran to pick up the fallen
bird. A nearby bush tripped the trigger of the second barrel of his gun, discharging the
entire load of bird shot through Swearingen’s right hand. The shot entered at the little
finger and exited at the base of the thumb, shattering every bone in the hand before
settling into his forehead, face and eyes, blinding him.
Initially, Swearingen’s family hoped that his eyesight would return. His mother,
ever the educator, would not stand to see her son go on helplessly. She began a strict
program of re-education for him. She began by having him re-learn to perform simple
household chores such as lighting stove fires and bringing in firewood. Tending an
extensive garden, she soon had Swearingen fetching water for the garden. She advanced

his training to include proper table manners, the techniques of which Swearingen would
later use as a teacher of the blind. Next she had him re-learn activities such as basic
exercises, acrobatics, wrestling, and horseback riding. As Swearingen was re-mastering
household duties and activities, his mother continued his education by reading to him.
If there exists a “boy culture,” as argued by E. Anthony Rotundo, that prepares
boys to become masculinized, the lack of engagement in this culture cannot be neglected.
If the culture formed by boys “helped to prepare them in may ways for life in the adult
spheres they would inhabit,” then Swearingen was not provided this opportunity.
Further, if boy culture is what taught boys to reject the notions of feminized domesticity,
then it is likely that Swearingen’ extended term in the household prepared him for what
was determined by society of the time to be a feminized career—that in education.6
Rotundo continues the argument that this break with domesticity and emergence
of boy culture is what taught them “differences of ethnicity and social status.” While
Swearingen was most definitely exposed to a huge variety of other social structures that
would reinforce social norms regarding the treatment of people who are “other”, such as
the disabled or of another race, Swearingen would not have these patterns set in him via
his teenage play. This might help explain the progressive social attitudes held by
Swearingen throughout his career.7
Swearingen attended the School for the Blind and Deaf at Cedar Springs, South
Carolina, from 1889 to 1894. Upon his graduation from Cedar Springs, Swearingen was
determined to continue his education. He applied to the South Carolina College, only to
be rejected. It was his first taste of the discrimination society heaped upon the disabled
of the time. In an effort to overcome the college’s perception that he was intellectually

incapable, Swearingen made a formal appeal to the president and board of trustees of the
college, who granted him provisional admission. In contemporary society, universities
provide a wide array of provisions for people who are differently abled; such was not the
case at the turn of the century. Swearingen had to provide his own guide and readers for
his textbooks, and any sign that he could not keep up with the other students would result
in his being asked to withdraw from the college. Much to the surprise of everyone
involved (except Swearingen), he excelled in all of his coursework. Swearingen doublestarred in all but three courses.8 Within two years, Swearingen had earned a reputation as
being the most intelligent student on campus. As recalled by Swearingen’s son, John Jr.,
college friends of his father’s visited their house years after Swearingen had retired from
public life. “As I was growing up, I observed many of them come by and shake hands
with him, and say that ‘I learned more from you than I ever learned from any one of our
professors.’”9
By the time Swearingen graduated from the college, he was amazing his fellow
students with his feats. He could walk unassisted anywhere on campus with no difficulty
and could identify all 200 students on campus by voice. Returning to Rotundo’s
argument regarding boy culture, Swearingen likely was exposed to enough of it to foster
his competitive spirit. Since boys were taught via their culture to “seek each other’s
defeat and thus prove individual mastery,” Swearingen likely strongly desired to prove
his worth in the academic arena—the only one perceived to be open to a blind student of
the time.10 When he graduated June 17, 1899, Swearingen was the top graduate in the
college.
Swearingen’s Teaching Career

Upon graduation, Swearingen returned to the Cedar Springs Institute as a teacher,
one of the only careers open to a blind man of the time. During the first few years of his
teaching career, Swearingen intended to pursue a career in law, political science, or
economics. Since he did not have the money for graduate school, he applied for a
Rhodes Scholarship to pursue a degree at Columbia University, New York. To this end,
he secured effusive letters of recommendation from almost every professor he had at the
college, as well as the political clout of his uncle Ben Tillman. In spite of these efforts,
he was refused the scholarship due to his blindness.
He quickly became principal of the blind department, earning a reputation as a
tough, compassionate instructor. Eventually, Swearingen would rise to become
superintendent of Cedar Springs. However, Swearingen quickly grew tired of the
frustrations facing teachers of the time generally, teachers of students with disabilities
specifically. For a variety of reasons, Swearingen opted out of teaching and into a career
that would combine his loves: politics, service, South Carolina, and education: he decided
to run for State Superintendent of Education.
Proving masculinity likely helped Swearingen decide on this course of action as
well. As described by Friend and Glover, “[a]s manifested through honor, civic identity
shaped southern masculinity.” While this masculine honor was most frequently
expressed in military service—something Swearingen clearly desired to do, but could
not—serving the state in support of its schools is arguably an extension of this notion. If
he couldn’t carry a musket and bayonet to serve his state on the battlefield, he would
carry his beliefs and efforts to serve his state in its capitol.11

Political campaigning during this period was difficult. Reflecting on following
her husband on later campaign trails, Mary Swearingen writes that the process was “a
grueling practice which may not be peculiar to South Carolina, but which is certainly
peculiar.”12 Candidates had to speak in public debates held in the seat of every county in
South Carolina creating the need for much travel. To make the traveling uncomfortable,
the campaigns were held in the intense heat of late summer. In addition, all traveling was
done by coal-burning train, with its associated discomforts of coal smoke and hot cinders
in the cars.
During the campaign, Swearingen closely listened to his two competitors, two
men who did not take the blind candidate seriously. Whether attempting to prove himself
as a man or as capable, the campaign brought out Swearingen’s competitive nature. After
listening to one of his competition deliver the same speech at every whistle stop,
Swearingen used his remarkable memory for humorous use. At the next stop, when
Swearingen was slated to deliver his address before this particular gentleman’s,
Swearingen rose and recited his competitor’s speech verbatim—leaving the poor man,
quite literally, speechless
Swearingen’s platform had multiple facets, most of which were highlighted in the
broadside pamphlet printed for his campaign, which he mailed to business owners in the
larger towns across South Carolina. In it, Swearingen didn’t try and hide his blindness;
rather, he announced it in headline type. On the broadside, a photograph fills the center
of the page, taking up almost one-third of the document, with highlights of his life printed
in banner type alongside. To the right states his educational experiences: “Student at
South Carolina College 1895-1899” and “Teacher in Cedar Springs Institute 1899-1908”.

To the left are two more biographical statements: “Born January 9, 1875” and “Made
Blind by the Accidental Discharge of his Gun while out Hunting January 13, 1888.”
This public declaration of his disability is arguably an extension of Swearingen’s
desire to prove his masculinity. Beneke explains that physical manifestation of
suffering—such as tattoos, muscles, and scars—become symbols of masculinity: “[s]uch
symbols convey a willingness and capacity to suffer for a masculine identity, an achieved
and visible toughness.” As such, Swearingen’s blindness can be perceived as an ongoing
symbol of suffering and, as such, a solid expression of his masculinity. Considering that
many Civil War veterans hosted a variety of disabilities from the war, such a belief in the
link between suffering and masculine worth is not a large leap.13
Society dictated that the blind could only receive a limited education; Swearingen
excelled through his tenure in Cedar Springs. Society dictated that the blind could not
succeed at higher education; Swearingen excelled in his academic career at the South
Carolina College. Society dictated that the blind would not make successful political
campaigns; Swearingen led a very successful whistle-stop round of county seats in South
Carolina. To further confound societal opinion of the capabilities of the blind, on that
rainy election day in 1908, Swearingen was elected. Three months later, he assumed the
duties of the office.
Handling the Office
Once elected, Swearingen knew he had to establish a routine that would allow
him to work efficiently and keep his staff at ease. For starters, Swearingen applied his
gifted memory to learn the route from his home on Blanding Street to his office so he
could make the trip unaccompanied. As explained by his son John:

In his early days as state superintendent of education, his office was in
one of those tall buildings…he used to walk from the house to his office
by himself. He knew around, and in those days there weren’t that many
cars on the street. And he was able to manage those things for himself.
He did it without any problem at all.14
Organization governed Swearingen’s professional life. His staff quickly grew
used to his daily routine: enter, have mail dictated to him, type responses, make calls,
handle other bits of official business. Assuming that the argument put forth by Beneke is
correct—that success at work is a visible demonstration of masculinity—it only makes
sense that Swearingen was not just out to prove his worth as a disabled man, but as a
masculine man.15
Swearingen did not just attend to straightforward office duties, however; as an
elected official, there was much more to the job. Swearingen would hardly ever refuse an
invitation to a barbecue, picnic, family gathering, political campaign meeting, graduation
ceremony, or school dedication. Whether it was loyalty to the state, a real sense of duty
in his position, a means to prove his masculinity, or more attempts at confounding social
opinion, Swearingen would travel the state frequently.
One typical duty that took Swearingen out of the office regularly was the
inspection of new school buildings. At the outset, builders and superintendents alike
would doubt Swearingen’s abilities in this capacity; however, he took great pleasure in
performing highly detailed inspections that frequently caught construction errors missed
by his sighted colleagues. An inspection by Swearingen was amazingly thorough. Wife
Mary recalls a county superintendent telling her once that Swearingen could “find out
more about a building with one trip than [he could] by watching them build it.” He was
methodical in his work, as described by Mary:

With his cane he checked the height of the ceiling and quickly stepped
off the width of the room. With his sensitive perception to light, he could
face the windows and remark, ‘I see you have your windows where you
get good light.’ Some spectators were ready to swear he had a magic sense
of some sort. He tested floor strength by his shiver-the-timber method. He
would find a strategic point and suddenly bounce up and down energetically.
If from two or three vantage points he could hear no rattles, he was happy.
If, however, a carpenter had not braced his sills well enough, Mr. Swearingen
was quick to suggest with some asperity that ‘these sills should be strengthened
and steadied…’ He would ask about the desks, the blackboards, and the heating
facilities of the school building.16
Clearly, Swearingen was able to not only compensate for his blindness while in
office, but perform all of the duties in a much more direct fashion than many of his
predecessors. This quality characterized not only the routine tasks of the office, but also
of entire view Swearingen took of his professional responsibility. Not only was it good
enough to maintain the public schools while he was in office, he wanted to affect
significant change. To do so, he would alternately cooperate and battle political and
philanthropic forces on the state and national levels. Two such battles embody the
struggles Swearingen faced while in office: with the General Education Board and with
Governor Coleman Blease.
Struggles in Office
While Swearingen was an advocate of vocational education, he was not a
supporter of one of the nation’s most significant philanthropic agencies that supported
this work. One of the primary sources of private funding for African-American schools
in South Carolina was the General Education Board (GEB), a group of private
philanthropists operating out of New York City. As described by Charles Biebel, this
organization sought to assist education in the South by “infiltrating Southern universities

and government agencies with its own paid evangelists” in order “to promote a
reorganization of ‘general education’ through a coordinated national effort.’”17
The GEB clearly favored schools operating on a vocational/industrial track.
Biebel, a critic of the GEB asks “whether the Board’s contribution to the survival and
success of particular organizations…and to the demise of others was in the long run in
the best interests of the country.” Biebel also describes the Board using the same tactics
“disparagingly ascribed to the entrepreneurs whose fortunes had created and sustained
these large foundations,” in order to get their educational program approved across the
South. After describing the Board members as wealthy, white, and Protestant, Biebel
presents a harsh, but not unfounded critique of the GEB.
It is hard to escape the conviction that the officers and trustees,
representing a foundation which by its nature was private, elitist, and
paternalistic, could not transcend their collective vested interest in
sustaining a social and economic order largely created by their class—all
in the name of democracy and the public interest.18
Swearingen opposed GEB intervention in South Carolina’s schools for a variety
of reasons. In his article on GEB funding, James Anderson describes Southern resistance
to the GEB’s efforts as a “series of isolated incidents” in which GEB funded positions
were seen as “unwanted agents of Northern philanthropy.” However, the only specific
example of this resistance Anderson presents is that of Swearingen.19 If Swearingen was
acting in a masculine, paternalistic fashion towards African-American schools, he might
have viewed the transparent machinations of the GEB as a violation of his efforts, much
like a father would resist parenting advice from a stranger.
Whatever the motivations, Swearingen frequently expressed his resentment of his
role in GEB funding in South Carolina directly to the Board. Directors of the Board

itself, as well as its representatives, were subjected to Swearingen’s frustrated invectives.
For example, Swearingen was asked to present an accounting of all GEB funds spent in
South Carolina, additional to his annual reports. In a letter of response to Wallace
Buttrick, a director with the Board, Swearingen wrote, in part, “[y]ou have the absolute
right to do as you choose with your own funds. I decline, however, to play the part of the
fish dangling at the end of your line.”20 Swearingen continued his rant to another
director, Abraham Flexner. He wrote, “I have received three letters from your office that
I do not relish and it is high time for a clear understanding between all parties. The use of
your contributions means nothing to me individually and I cannot afford to be harassed
and bedeviled by meddlesome dictation and afterthoughts.”21
Swearingen had given the Board reason to voice their frustrations. Starting in
1921, Swearingen began openly opposing the GEB. In correspondence with the Board,
Swearingen revealed that he was growing frustrated and mistrusting of the Board’s
efforts. In June of that year, Swearingen wrote to Abraham Flexner, another of the
board’s directors. “If you do not wish to support the work, simply keep the money,”
Swearingen wrote of the Board-funded positions within the State Department of
Education. “I am tired of being deviled with variations and uncertainties that will not
allow me to plan definitely for the activities.”22
The tensions between Swearingen and the GEB were truly manifest when, due to
medical reasons, GEB and State Department agent J.H. Brannon had to retire. However
high the Board’s opinion of Brannon, though, this esteem was not shared with
Swearingen. In correspondence regarding Brannon’s replacement, the negative opinion
of the Board towards Swearingen was obvious—or at least how the Board perceived the

State’s opinion of Swearingen. Writing to Board Director Abraham Flexner, field agent
Davis explained the difficulty with which the pursuit of Brannon’s replacement might
meet. “You know Mr. Swearingen,” Davis reminded Flexner, “and realize that some of
the best men in the state do not care to come into his office as it would be difficult for
them to get along smoothly with him.”23
Just as Swearingen was an outspoken critic of the efforts of the GEB, he also was
critical of Governor Coleman Blease. The governor was a near-perfect example of
someone working to maintain alpha-male status. He would physically threaten
opponents, promising sound thrashings to anyone who questioned or opposed him. His
messages to the state legislature frequently had to be censored due to the abusive and
profane language they contained. However, on one level, this uber-masculinity appealed
to South Carolina’s voters: campaigns with Blease as candidate had the highest voter
turnout in the 20th century. As summarized by Walter Edgar: “’Coley’ might upset
‘respectable folks,’ but he surely had a lot of friends. Bleaseism was a last hurrah of a
dying world, a world in which all whites were equal and blacks were the mudsills of
society.”24
Blease, a racist populist, and Swearingen, a tolerant progressive, were almost
ordained to clash from the start. On one level, Blease was opposed to reform, setting him
in philosophical opposition to Swearingen. On another level, Blease had cast himself as a
populist in opposition to Tillman; by extension, he would oppose Swearingen. On a
deeper level, though, it appears Blease was unable to view Swearingen as anything other
than a disabled person. While Swearingen continually proved himself by conflating and

confounding notions of disability and masculinity, Blease would never accept
Swearingen as an equal.
When it came to proving masculinity, Blease and Swearingen would be in direct
competition for alpha status. Blease wrapped much of his rhetoric in notions of southern
manhood, claiming that reform efforts were merely thinly veiled attempts at
demasculinizing South Carolinians. Swearingen had a much more complex view of his
masculinity and clearly viewed reform and service as extensions of his masculinity. The
two views would collide frequently.
One such example of this collision occurred when Blease tried to expand his
patronage system into the field of education, attempting to appoint friends to positions in
the State Board of Education. Worse, Blease and his friendly appointees had exhausted
the expense accounts of the State Department of Education—conditions that Swearingen
had tried to counteract twice that year. When the funding was finally spent and members
of the Board began to complain to Blease, the governor in turn railed against Swearingen.
Swearingen’s reply was characteristically direct:
I have twice reported these conditions and requested the Board
to take action to correct them…My report was passed over in silence on
both occasions. The appropriation for the State Board of Education has
now been exhausted….The men who brought them about cannot expect
me to assume to take up the matter a third time at this late date.25
Blease would continue his openly racist practices in regards to the state’s schools,
even taking matters before the state legislature. In 1914, Blease urged the state
legislature to pass a bill “forbidding white teachers in colored schools.” This proposal
ran counter to much that had been taking place in South Carolina’s schools. Blease’s
proposal was something “that Charleston did not want” as white teachers serving

African-American schools were common in the lowcountry. Fortunately, when the state
legislature met, they “killed his two cent rate bill” and the teachers were allowed to
remain in their schools.26
It was against the backdrop of the contentious 1914 campaign during which
Swearingen’s uncle, Ben Tillman, attacked Blease publicly that the most bitter exchange
of words between Blease and Swearingen took place. Writing to Blease, Swearingen
asked the governor to explain his view on rural graded schools. He wrote, “[a]t the 1913
session of the Legislature, you opposed State aid to two-teacher and three-teacher schools
in the country. I understand that your position…is still unchanged. If you care to express
your views on this policy, and your attitude toward rural graded schools, I shall be glad to
learn your position.”27
Blease’s response was furious, full of invective, and typical of his attitudes in regards
to politics in South Carolina. “I want to state to you, sir, that that statement is absolutely
and unqualifiedly false,” Blease’s defense began. Rather than address what his policy
toward state support of schools actually was, though, Blease instead attacked in heated
rhetoric. “I do not care to speak of your infirmity—but unless you have been imposed
upon by reasons of your infirmity, I cannot understand this statement.” Then, in spite of
Swearingen’s efforts to keep politics out of the office, Blease begins a political attack. “I
can understand why your uncle, Senator Tillman, has endeavored to injure me politically,
and I presume his influence over you, being afflicted as you are, caused you to write the
willful [sic] and malicious falsehood.”28
The 1914 election was a turning point in South Carolina politics. Not only was
Blease not re-elected (and wouldn’t be again until 1924), every candidate who had

aligned himself with Blease was defeated. Richard Manning, a progressive, prepared to
move into the governor’s office. Blease was in fact so anti-progressive that when South
Carolina voters elected the progressive governor, Blease resigned five days before his
term ended rather than have to meet his successor.29
1922 was a year of great turmoil in Swearingen’s life. Throughout his term,
Swearingen was notably apolitical and honest in his office. Swearingen prided himself
on never receiving any sort of questionable income while in office. When a book
salesman threatened to campaign against Swearingen, the State Superintendent’s reply
was direct: “neither your bribe nor your threat makes any impression on me. When I
have to sell my soul for political support, I shall gladly step out.”30
This resistance to politics was not more true than in the most tragic but interesting
event in Swearingen’s life, that of his final campaign in 1922. After fourteen years in
office, Swearingen decided to run for governor. His opponent in the governor’s race was
his nemesis, Cole Blease. For a variety of reasons, Swearingen would eventually
withdraw from the race. Swearingen’s son, John E. Swearingen, Jr., explains that
Swearingen was told the Ku Klux Klan would oppose him in his bid.31 While his son did
not remember the Klan ever threatening the family or making an appearance at the
family’s home, two pieces of information appear to corroborate the story. First, the best
man at Swearingen’s wedding was congressman J.J. McSwain, who historian Walter
Edgar notes spoke frequently at Klan rallies. It easily could have been McSwain who
was a participant in a story recounted by Mary Swearingen in her husband’s memoir.
She tells the following story, adding more credence to the Klan opposition theory: “I
remember the night before his withdrawal, a group of men visited him. He had always

considered them friends. They urged that he withdraw from the governor’s race because
the ‘cards have been stacked against you.’”32
Just two pages earlier, Mary also recounts Klan opposition to her husband in
terms of his refusal to play politics with his position. “He never considered the political
effects of his decisions,” she recalled. “When the KKK accused him of giving teacher
certificates to Catholics, Jews, and Negroes, he said frankly, ‘Of course I do. What do
you expect me to do? Break the law to suit prejudice?’”33
Whatever the reason, Swearingen withdrew from the gubernatorial campaign.
With this decision, he decided to mount a bid for re-election to the State Superintendent’s
office that same year. Blease and the State Superintendent candidate he supported, Jasper
Hope, campaigned actively against Swearingen. Blease, and the candidates he supported,
still got the millworkers’ vote. As explained by Bryant Simon, millworker politics was a
blend of race and gender: male millworkers “interpreted Blease’s rhetoric and actions as
a defense of their manhood against the forces of industrialization and the reform agenda
of the progressives.” To these millworkers, the state’s political system was broken into
two parties: Bleasites and Anti-Bleasites. “Casting their vote for Cole Blease,” explains
Simon, “textile workers pressed their claims of patriarchal privilege and equality with all
white men and asserted in the strongest language available to them that the economic and
socially mighty did not control everything.”34 Swearingen, clearly, was an Anti-Bleasite.
The millworkers knew the Superintendent’s political bent and voted accordingly.
Describing the election loss to Sophie Rasor, Swearingen explained that “[t]he cotton
mill vote went against me about three to one. This was the strongest element in the
opposition, so far as any one class of schools or voters was concerned.”35

Legacy
Swearingen acted based on his desires to prove his masculinity and disprove
notions of disability. These actions led him to becoming one of the most visionary
superintendents in South Carolina’s history. No more apt description of Swearingen’s
legacies exists than that provided by his wife, Mary:
The layman of today, or even the students of educational
progress in our state, can scarcely believe the school system of South
Carolina was as inadequate as it was when Mr. Swearingen became State
Superintendent of Education fifty years ago. But I must admit that it gives
me a feeling of infinite pride to see how he grappled with the situation,
determined to correct abuses, to extend opportunities, and to create a
worthwhile public school program.36
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Spillover Effects as Moderator of Relationships Between
Internal Stickiness of Knowledge Transfer and Its Predictors
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Abstract
This study aimed at integrating the concept of spillover effects with the
relationships between internal stickiness and its 3 predictors: the transferred
knowledge characteristics, the sources, and the recipients. The objectives were to
develop the causal model of internal stickiness and academic performance and to
conduct an experiment studying its predictors and the moderating spillover effects.
The experimental design was a pretest posttest randomized control group, 2
(educational levels) x 2 (types of sources) x 2 (types of recipients) x 2 (knowledge
characteristics) design. The sample came from 2 classes of 25 undergraduate and 30
graduate students, Thammasat University. Data were analyzed by anova and
structural equation model.
Introduction
Knowledge transfer was one of the most important and widespread practical
management issues. Formerly, knowledge transfer of any form, was conceptualized
as a one-shot, costless and instantaneous act that aimed to generate a bunch of
knowledge from the sources to the recipients. The empirical evidences of the effects
of knowledge transfers on individual, group and organizational performances were
obvious (Kotabe, Martin and Domoto, 2003; Ingran and Simons, 2002; Zucker,
Darby and Armstrong, 2002; Alavi and Leidner, 1999; Zack, 1999). Many
organizations had attempted to promote and encourage their members to benefit from
knowledge transfers.
Recently, the conceptualization of the knowledge transfers had changed
from a one-time act to a process in which an organization recreated a complex,
casualty set of routines in new setting and keep it functioning. Viewing them as a
process allowed researcher to closely examined how difficulty evolved with the
transfer. The difficulty experienced in the knowledge transfer process had been called
internal stickiness (Szulanski, 1996). In his paper, Szulanski proposed the regression
model identifying 4 stages of transfer (initiation, implementation, ramp-up, and
integration) and factors affected stickiness at different stages of the transfer.
To our understanding, the concept of knowledge transfer process was
closely related to spillover effects in the learning process. The transfer of knowledge
from the sources to the recipients was analogous to the presence of spillover from the
high achievers to low achievers. San (2002) had demonstrated that for the high
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achievers, their choices to transfer knowledge depended on performance and
incentives, whereas the low achievers, always dominantly received the knowledge.
However, Szulanski (1996) had shown that, at the initial stage of transfer, the
source’s motivation, involvement and cooperation were important factors, the
importance of which diminished at the implementation stage where the recipient’s
attributes became increasingly important. In order to develop a conceptualization of
spillover effects on internal stickiness, the researchers were interested in conducting
an experiment to clarify this concept.
Objectives
The purposes of this study were 1) to develop the causal model of internal
stickiness and academic performance, 2) to conduct an experiment aiming to compare
the internal stickiness of the students having different factors affecting internal
stickiness and, 3) to examine the moderating effects of spillovers on the relationship
between the internal stickiness and its factors
Theoretical review
In the present knowledge economy, the transfer of existing knowledge,
sharing and learning of the best practices, became a key factor for achieving and
sustaining competitive advantages. Best practices sharing referred to an attempt to
multiply existing knowledge and take advantages of the law of increasing return
(Davenport and Probst, 2002). The knowledge transfer had been defined by Ives,
Torrey and Gordon (2000) and Borgatti and Cross (2003) as a process that included 4
factors of complexity and quality of the message transfer, the sources and the
recipients, and the environment. However, asking members of an organizations to
share their best practices or knowledge often met with much difficulty. Szulanski
(1996) defined the difficulty of transferring knowledge as internal stickiness.
In the past, knowledge transfers were considered to be an act. At present
they had been conceptualized as a 4 stages process of initiation, implementation,
ramp-up, and integration. Hence, the stickiness of knowledge transfer could occur at
each stage as follows: 1) the initiation stickiness was the difficulty to recognize
opportunities to transfer, to act upon them, and to initiate the transfer, 2) the
implementation stickiness was the difficulty to exchange the information and
resources that occurred between the sources and the recipients, 3) the ramp-up
stickiness was the difficulty to identify and resolve unexpected problems, where the
recipients were likely to begin using new knowledge ineffectively, and 4) the
integration stickiness was the difficulty encountered in the process of routinization of
the new knowledge usage. The consequence of the internal stickiness was that the
new practices and knowledge might be abandoned and the recipient might reverse to
the former status.
Based on the four factors of knowledge transfer, stated above, Szulanski
(1999) proposed that these four factors were likely to influence internal stickiness as
well. He identified them as characteristics of the knowledge transfer, characteristics
of the sources, characteristics of the recipients, and characteristics of the context.
Their substantive definitions were given in details as follows. Knowledge
characteristics could be defined as the ambiguity and unproveness of the knowledge.
The unambiguous and proven knowledge was less difficult to transfer. The sources
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characteristics could be defined as the motivation and the desired characteristics of
the sources. The expert and trustworthy persons who were willing to share
knowledge to others would have been less difficulty in initiating the transfer. The
recipients characteristics could be defined as the motivation, the absorptive and
retentive capacity of the recipients. The recipients who lacked motivation and had
less absorptive and retentive capacities tended to have difficulty in receiving
knowledge transferred to them. For the fourth factor, the context characteristics, had
no definition, because this factor had non significant effects on internal stickiness and
it was omitted from the model.
Szulanski (1996) further proved that at the initiation stage, the
characteristics of the sources were much more important than the characteristics of
the recipients because of the initiation of the new ideas or best practices which should
came from the sources. On the contrary, when the transfer unfolded in the
implementation stage, the importance of the sources’ characteristics diminished while
the importance of the recipients’ characteristics increased.
The concept of knowledge transfer was quite related with the economic
concept of spillover effects. Ferris and West (2002) and San (2002) had shown that
the high achievers tended to put much effort aiming to increase the overall quality of
the groupwork. This phenomenon could be identified as knowledge sharing or
transfer from high to low achievers in the group. Apparently, the only difference
between knowledge transfer and spillover effects concepts was that the spillover
effects highly correlated with the effort of the member in the group whereas
knowledge transfer might or might not be related to the effort invested for the
groupwork.
From the experiment proposed by San (2002), the characteristics of the
stupid recipients affected the spillover effects of the smart sources, the situation of
which caused stickiness. San linked the role of effort to the spillover effects. He
explained and proved whether the smart sources put effort in the group work
depending on the social respect they get. Spillover effects were only experienced by
the sources who wanted to gain social respect from the group. It was therefore
apparent that spillover effects could be a moderator having interaction with the
sources and the recipients characteristics on internal stickiness. The researchers then
proposed a conceptual model for this study as display in figure 1.
< insert figure 1 about here >
In his experiment, San (2002) studied the effect of spillover on individual
efforts and grade of the Singaporean undergraduate students. The students were
organized into several groups of 4-5 members with mixed smart and stupid students.
They were required to rank each other through individual and group peer review after
each of 6 classes. Information from peer review was revealed in only one class and
withheld in the other; and it influenced efforts by introducing social respect to reward
or penalize students who put or did not put effort respectively. He concluded that
spillover effects occur only in the group receiving weekly information. In this study,
the treatment manipulation of spillover effects in San’s experiment would be adapted
in accordance with the arrangement of the groups of students in the experiment with
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the academic performance variable being inserted to the model as the final outcome
of the internal stickiness as display in figure 2.
< insert figure 2 about here >
From the above model, the dependent variables were internal stickiness of
knowledge transfer and academic performance where the former also had effects on
the later. The internal stickiness consisted of 4 indicators: initiation stickiness,
implementation stickiness, ramp-up stickiness, and integration stickiness. Its
predictors were the transferred knowledge characteristics, the source characteristics,
and the recipient characteristics. The knowledge characteristics were defined as being
ambiguous and unproven. The sources characteristics were defined as being lacked of
motivation and perceived as unreliable. The recipients characteristics were defined as
being lacked of motivation, absorptive and retentive capacity. The spillover effects
were a moderator having interaction with the sources and the recipients
characteristics on internal stickiness.
Method
This study was a field experimental research using pretest-posttest
randomized control group design. The sample consisted of 55 architectural students
from Thammasat University, 25 of which were undergraduate while the other 30
were graduate students. Each group was divided into four small groups (4-5 students),
consisting of one leader and 3-4 members. The GPA and personality were used as a
criterion to discriminate all students into the smart and normal students. The 4 groups
in each class were designed to consist of a set of 2 groups of smart leader and
members, smart leader and normal members, normal leader and smart members, and
normal leader and members. The Research and Statistical Methodology lessons were
designed into 2 sets of 6 modules, 3 unambiguous and useful proven knowledge
modules and 3 ambiguous and unproven knowledge modules. In conclusion the
experiment was designed as 2 (educational levels) x 2 (types of sources) x 2 (types of
recipients) x 2 (levels of knowledge characteristics) design.
Procedure
At the beginning of the experiment, after taking pretest, the students were
asked to work on a group project which would account for 15 percent of their grade.
Each individual student would get 20 percent of their grade for his effort in the group
project. After the completion of each of the modules, every student had to evaluate
the individual and group efforts. The total group score of 200 and the total individual
score of 40-50 had to be apportioned among the 4 groups and among the members in
each group respectively. In each class, a set of 2 groups would be randomly selected
to give the information about peer review, while the other set was withheld. As a
result, there would be 2 types of sources: with and without motivation to transfer.
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Research Instruments, Data Collection and Analysis
This study used a Likert’s rating scale questionnaire to measure internal
stickiness, and examination score recording form, a peer review form and a teacher
evaluating form to collect data about academic performance. These instruments were
constructed by adapting from those of San (2002) and Szulanski (1996). After trying
out and checking for content validity, all those instruments, except the peer review
form, were used to collect data before and after the experiment. Anova and manova
would be used as a method of analysis. LISREL would be used to validate the causal
relationship model of performance as recommended by Bagozzi and Yi (1989), and
to test the invariance of the models across two type of spillover effects.
Significance of the Study and Discussion
It was expected that the findings of the spillover effects and their effects on
the relationship between internal stickiness of knowledge transfer and its predictors
would be very extremely useful for higher educational institutions in classroom
management, staff members, the policy makers at the Ministry of Education, and the
organization to promote the effective knowledge transfer. The method of analysis by
structural equation model for the experiment was expected to yield much more
accurate results than the traditional anova and manova (Bagozzi and Yi, 1989). In
this study, the analysis results of the two methods would confirm this proposition.
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reversal error generation on Compare word problems that have two different levels of consistency in two languages
of testing. It was hypothesized that bilingualism has positive, cognitive consequences depending on the levels of
linguistic proficiency reached in both languages. Also, the consistency hypothesis assumed that inconsistent
language problems in which the unknown variable is the object of the relational sentence are more error-prone than
consistent language problems in which the unknown variable is the subject of the relational sentence. Seventy
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tests were used as outcome measures to assess subjects' mathematical problem solving performance in both Haitian
and English. The results of this study showed that both bilingualism and language consistency significantly
influenced student performance in word mathematical problem solving.
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Introduction
The purpose of the paper was to study the impact of bilingualism on students’
mathematical word problem solving. Cummins (1987) asserts that bilingualism can have positive
effects on cognition. Given that problem solving is one of the most challenging cognitive
processes that are incorporated in the learning of academic subjects, it is likely that bilingualism
can positively influence students’ problem solving skills throughout the school curriculum. It is
the claim of this paper that bilingualism can successfully impact students’ problem solving skills
in word problems.
Language, Bilingualism, and Cognition
Bilingualism, as defined by speaking two languages, can largely benefit from theories
and previous research that support the positive role of language in thinking (Anderson, 1995;
Vytgotsky, 1962). Language serves as a mediator for the connection of thoughts and ideas.
Vytgotsky (1962) asserts that inner speech provides an individual with the opportunity to
examine the liaison that takes shape between identical elements that several separate thoughts
share together. The higher-order thought that results from the merge of these several individual
thoughts allows a thinker to explore new areas of ideas (Anderson, 1995). The role of language is
more than a passive host for the enhancement of thinking. It plays an active role in the
production of metacognitive thinking. It creates a state of alertness for the thinker to check his or
her productive thoughts. Thus, a lack of language proficiency can limit a thinker’s awareness of
contemplating new ideas that can emanate from his previous thoughts or monitor his thinking
process (Baker, 1995; Bialystok, 1988).
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Cummins (1987) entertains the cognitive advantages of bi-lingual proficiency. He asserts
that bilingual individuals who reach a minimum level of language proficiency in both first and
second languages are capable of demonstrating great thinking skills. Greater range of language
proficiency would depend on the extent to which a bilingual person can transfer his thoughts
from one language to the other. Coffeen (1982) asserts a strong command in two languages
would lead an individual to more linguistic information, greater storage and retrieval of
information abilities, and the abilities to contrast linguistic systems in developing conceptual
thought processes. However, Cummins (1987) recognizes the cognitive limitations of
bilingualism when a bilingual person does not develop yet the minimal level of language
proficiency in either his first language or the second language. In the same vein, Cummins
hypothesizes that individuals who develop high linguistic proficiency in both first and second
language (called balanced bilinguals) are capable of enjoying the positive cognitive benefits of
bilingualism. Needless to say, bilingualism can have a positive influence on problem solving
since it is considered as the highest form of cognition (Mayer, 1991). The claim of this paper is
that bilingualism is likely to positively impact students’ problem solving performance in
mathematics word problems.
Mathematical word problem solving
Mathematical word problems consist of story problems that incorporate numbers. These
story problems always end with question(s). The success of a problem solver is related to his
ability to accurately represent the situation that is being told in the story and to select the most
appropriate mathematical operation to find the solution (Kintsch & Greeno, 1985). The
representation of a word problem is broken into two parts (Mayer, 1991). First, the problem
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solver decodes the textual components of the problem text into propositional representations.
Next, he integrates these representations with his existing knowledge domain to create a broader
representation of the problem. During this process, the problem solver actively searches his
previous knowledge to select a model that can best integrate the linguistic composition of the
problem text and the contextual situation that emanates from the text. Thus, an accurate
translation of a problem text is as important as the problem solver’s previous knowledge in
understanding the problem.
The degree of difficulty met during the comprehension process varies with the type of
word problems. Riley et al. (1983) present a taxonomy of three major classes of word problems.
The first class consists of “change” problems in which a set of objects is transformed, by some
action, to be either increased or decreased. The second class is made of “combine” problems in
which two sets of objects are merged together. The third class consists of “compare” problems
that contain two separate sets and a difference set. Compare problems are recognized by the
linguistic marker: “less than” or “more than.” In particular, compare word problems are built
with a relational statement that brings together the two sets to be compared (Lewis & Mayer,
1987). It is this relational statement that is the locus of attention in representing compare word
problems. The relational statement can be presented in two symmetric forms that would require
the same mathematical operation that leads to the solution of the problem. In one form, the
relational statement is consistent with the problem solver’s information processing, in which the
unknown variable is the subject of the statement (e.g., John has five cookies. Janet has two
cookies less than John. How many cookies does Janet have?). Thus, problems of this form are
called consistent language problems. In the other form, the relational statement is inconsistent

5
with the problem solver’s information processing, in which the unknown variable is the object of
the relational statement (e.g., John has 5 cookies. He has two cookies more than Janet. How
many cookies does Janet have?). Word problems that pertain to this form are called inconsistent
language problems.
Lewis and Mayer (1987) hypothesize that problem solvers are more likely to use a
mathematical operation that is irrelevant to the situation described in the problem when solving
inconsistent language problems than when solving consistent language problems. They coin a
problem solver’s mis-representation of an inconsistent language problem as reversal error. A
problem solver will commit reversal error when she failed to mentally rotate the relational
statement of the inconsistent language problem to fit the relational statement of the equivalent
consistent language problem. Thus, the problem solver tends to use a mathematical operation
that is relevant to the situation described in the problem text.
Test Language
In measurement and research, test language refers to the language in which subjects
are tested. A test taker is expected to respond to test items in the same manner whether they are
written in the first language or second language. Psychometric qualities of a test can be
negatively affected if the test language does not convey clearly the objectives of the test items.
The negative consequences of test language are more felt when a test is designed to assess
students’ achievement or intelligence in a language in which they do not have a strong command
(Gunnarsson, 1978). Such an inconvenience would increase measurement errors that will, in
turn, minimize the reliability and validity of the test. Gunnarson (1978) states “ Psychometric
tests are clearly biased against speakers of non-majority varieties of English” (p. 34). To control
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the effect of test language on test takers’ achievement, tests must be administered and assessed in
takers’ first and second languages (Pletcher et al., 1978; Simon et al., 1977).
Purpose of the Study
The purpose of this study was to determine the extent to which degree of bilingualism
influences bilingual students’ reversal error generation on compare word problems having two
different levels of consistency in two languages of testing. More specifically, the study is
designed to answer these research questions:
1. Does bilingualism influence reversal error generation on mathematical compare
word problems?
2. Does test language affect production of reversal errors on mathematical compare
word problems?
3. Does language consistency influence generation of reversal errors on mathematical
compare word problems?
4. Is the effect of bilingualism on reversal error commitment moderated by test
language?
5. Is the effect of bilingualism on reversal error commitment moderated by language
consistency?
6. Is the effect of language consistency on reversal error generation moderated by test
language?
7. Is the effect of bilingualism on reversal error commission moderated by the
interaction of test language and language consistency?
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METHOD OF THE STUDY
This section of the paper provides a discussion of the instruments and procedures used
in the conduct of the study. A description of the subjects who participated in the study is given
regarding ethnicity, language, age, school grade, and length of residence in the United States.
The procedures adopted to separate the subjects into three bilingual categories are also provided.
Finally, the preparation, administration, and scoring of the word problem-solving tests that were
used to measure subjects’ reversal error commitment are described.
Participants
The study was conducted using 125 subjects chosen from two urban school districts.
These subjects were Haitian/English bilingual students living in the urban school district. They
were 70 seventh graders and 55 eighth graders attending their last month of the school year.
Four-fifths of the students who participated in the study were born in Haiti. The length of
residence of the subjects in the United States of America varied from 1 to 12 years. An
examination of the data from the personal data questionnaire revealed that English-dominant
students have been living in the United States for 3 to 9 years, balanced bilingual students for 1
to 5 years, and Haitian-dominant students for 1 year to 4 years. The average age of the subjects
was 13 years.
Since the sample was made up of two age groups, it is assumed that age or mental
development would be an extraneous factor that could affect the relationship between
bilingualism and compare word problem solving. Therefore, the investigator examined the
association between grade (seventh and eighth grade) and error category. The results of the
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investigation showed that developmental growth was not a major threat to the results of the study
since seventh and eighth graders tended to achieve differentially in only two out of eight
compare problem types.
Preparation of Writing Topics and Questionnaire
The investigator prepared two topics from which the subjects were to choose one on
which to write in Haitian in one period and in English in another period. Since the content of a
topic was irrelevant, the investigator selected the optional topics that could offer the subjects the
greatest latitude in expressing their ideas through writing skills (abundant vocabulary,
grammatical rules, organization and sequences of ideas, illustration of ideas in appropriate
examples). In the topic, the students were asked to make use of the relational terms (more than,
less than, as many) that were relevant to the content of the word problems they were going to
solve. The contents of the topics “shopping” and “household work” were based on the fact that
most of the students had experienced shopping and witnessed various activities their relatives did
at home. Students did not have to search for novel ideas that would delay their writing ability.
The other screening measure was a questionnaire that the investigator prepared for
students to rate their own proficiency in both Haitian and English. The four linguistic skills
(listening, speaking, writing, and reading) in both languages were the areas of self-evaluation. A
four-option scale was used, ranging from “Very Well,” “Well,” “Quite Well,” to “Not At All.
Administration of Screening Measures
The writing activity embraced two important dimensions: timing and language
distribution. Students wrote on a topic in Haitian in one period and in English in another period.
The regular 60-minute period was given for each time. Also, the investigator divided the
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subjects into two groups of equal numbers. One group was requested to write their topic in
Haitian, the other group in English. At the end of the first period, the investigator collected all
students’ papers. During the second period, the groups switched writing language. The group
who had been writing in Haitian now wrote in English; the group who had been writing in
English now wrote in Haitian. If someone needed additional time to complete a composition, the
investigator accorded the student a 5- to 10-minute extension of time.
In the prelude to the essay writing, the investigator distributed to the students the
sheets containing the topic on which to write (the topic was written in both Haitian and English)
and two blank sheets of paper. Instructions about the topic were read to the subjects. The
classroom teacher assisted the investigator in encouraging the whole class to collaborate and
participate in the writing activity which was an important part of the research study.
The second section of the screening was the language questionnaire which took place
during another time. The questionnaire completion was done in 25 minutes. First, the
investigator distributed the questionnaires to the students to fill out. He then instructed them
how they would proceed in completing the questionnaire. Next, the investigator read the
questions in both Haitian and English, and the subjects checked the answer box that was
appropriate to their feelings. The subjects were required to listen carefully to the instructor
before they checked any answer box. When the students answered all items in the questionnaire,
the investigator collected the filled-out questionnaires while the students remained in their seats.
Scoring of Screening Measures
To score students’ writing tests, the investigator used the following criterion writing
skills: abundant vocabulary, grammatical rules, organization and sequence of ideas, and
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illustration of ideas in appropriate examples. Students who showed high performance on those
skills in both languages (Haitian and English) were tentatively classified as balanced bilinguals.
Students who showed high performance on the criterion skills in only one language were
tentatively categorized as Haitian-dominant or English-dominant bilinguals, depending on the
language of dominance. Students who showed poor performance in both languages were
considered limited bilinguals.
To score the questionnaires, the investigator categorized students’ responses (“Very
Well” and “Quite Well”) as “favored” and (“With Many Errors” and “Not At All”) as “notfavored.” Students who favored both Haitian and English for speaking, listening, writing, and
reading were tentatively classified as balanced bilinguals. Students who favored Haitian more
than English for speaking, listening, writing, and reading were tentatively classified as Haitiandominant. Finally, students who favored English more than Haitian for speaking, listening,
writing, and reading were tentatively classified as English-dominant.
The three categories of bilingual students resulting from the direct assessment (writing
proficiency test) were compared with the three categories of bilingual students obtained from the
indirect observation (questionnaire) to evaluate the consistency of the two instruments. It
resulted that 92 students were classified as either balanced bilingual, English-dominant, or
Haitian-dominant students by both assessing instruments. The investigator used the results of the
writing test alone to categorize the other nine students whose placements did not match by both
the writing test and the self-report questionnaire. Three of these students were categorized as
Haitian-dominant, and the other six students were classified as English-dominant. A total of 36
students were classified as balanced bilingual, 32 students as Haitian-dominant, and 33 students
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as English-dominant. Finally, the remaining 24 students who demonstrated poor performance in
both languages on the writing tests were not considered for further categorization. This group
was rejected from the study.
Problem Solving Tests
The investigator prepared the test items based on Lewis and Mayer’s (1987)
Consistency Hypothesis. Each problem comprised two steps: a compare problem as the first
step and a direct variation problem as the second step. The compare portions of the problems
correspond, respectively, to eight problem types: consistent addition (i.e., requires adding two
numbers and the problem says “more”), inconsistent addition (i.e., requires adding two numbers
and the problem says “less”), consistent subtraction (i.e., requires subtracting the second number
from the first and the problem says “less”), inconsistent subtraction (i.e., requires subtracting the
second number from the first and the problem says “more”), consistent multiplication (i.e.,
requires multiplication of two numbers and the problem says “n times as many”), inconsistent
multiplication (i.e., requires multiplication of two numbers and the problem says “1/n times as
many”), consistent division (i.e., requires division of two numbers and the problem says “1/n
times as many”), and inconsistent division (i.e., requires division of two numbers and the
problem says “n times as many”).
Each problem consisted of three sentences. The first sentence was an assignment
statement expressing the value of some variable (e.g., “At Apple Tree butter sells 65 cents per
stick”). The second sentence was a relational statement, expressing the value of a second
variable in relation to the first variable (e.g., “Butter at C-Town sells 8 cents more per stick than
butter at Apple Tree”). The third sentence asked a question about the value of some quantity in
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terms of the second sentence (e.g., “If you want to buy 15 sticks of butter, how much will you
pay at C-Town?”). Answering the question always involved multiplication of the value of the
second variable by a quantity given in the third sentence (Verschaffel et al., 1992).
The materials (either words or numbers) that comprised the tests were chosen by the
investigator to be relevant to the subjects’ previous knowledge, since the purpose of the study
was not to evaluate students’ vocabulary knowledge and arithmetic operations. In consultation
with an expert in applied linguistics, the investigator examined the cultural and grammatical
relevance of the words that entered in the construction of each problem so that they would not
affect the subjects’ understanding process. The arithmetic operations that were used in the tests
(addition, subtraction, multiplication, and division) were familiar to the population of seventh
and eighth graders so that they were not a major obstacle to the subjects’ comprehension of the
test items.
Test Administration
The investigator distributed the mathematics tests in two groups. Each group had
eight mathematics problems (four English and four Haitian) in which the language of testing was
alternated (English, Haitian, English, Haitian, etc.). In the first group, the mathematics test items
were of the following types: consistent addition, inconsistent addition, consistent subtraction,
and inconsistent subtraction. In the second group, the mathematics test items were of the
following types: consistent multiplication, inconsistent multiplication, consistent division, and
inconsistent division. In each group, the items were arranged in four different blocks so that
each item would have the same chance of being presented to the examinees. The four blocks
(made of ordered items) were:
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(a) 1, 2, 3, 4, 5, 6, 7, 8;
(b) 8, 7, 6, 5, 4, 3, 2, 1;
(c) 4, 3, 2, 1, 8, 7, 6, 5;
(d) 5, 6, 7, 8, 1, 2, 3, 4.
Each block made a test booklet that contained nine regular sheets of paper, with one arithmetic
word problem typed on each sheet and a front sheet that enlisted the test instructions to the
examinee. Also, each block of items within each separate group was equally distributed to the
examinees.
The administration of the mathematics tests was done at two different times. During
the first time, the examinees were presented with consistent addition, inconsistent addition,
consistent subtraction, and inconsistent subtraction problems in both Haitian and English.
During the second time, examinees were given consistent multiplication, inconsistent
multiplication, consistent division, and inconsistent division problems in both Haitian and
English. The order of the testing times was different for each participating school. The
investigator read the testing instruction to the examinees and informed them that they had a 60minute period to finish the test; nevertheless, students who needed more time to complete the test
were given extra time. The classroom teacher assisted the researcher in encouraging the students
to try each problem, and especially to show all their work.
Scoring of Problem Solving Tests
Each mathematics exam was scored “correct” if the proper numerical answer was
given; otherwise, the solution was scored as belonging to one or more of the following error
categories: “reversal error” is a representation error in which the numerical operation for the
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first step in the problem is reversed (i.e., addition for subtraction, subtraction for addition,
multiplication for division, and division for multiplication); “arithmetic error” occurs when the
computation in the first or second step of the problem is carried out incorrectly, and “goal
monitoring error” occurs when the second step (i.e., direct variation) of the problem is omitted.
The investigator computed frequencies and percentages of each category of error types and
examined the occurrence of reversal errors in order to respond to the research questions.
Further Scoring of Problem Solving Tests
Four scores were computed for each subject based on the two languages of the test
(English and English) of the consistent and inconsistent problem types. In other words, subjects
were given an English consistent score (Y1), Haitian consistent score (Y2), English inconsistent
score (Y3), and Haitian inconsistent score (Y4). Since there were four consistent and
inconsistent problems presented in each of the two languages, a subject could be scored 0, 1, 2,
3, or 4 if he/she solved none of the four problem types incorrect, one of them incorrect, two of
them incorrect, three of them incorrect, or all four incorrect, respectively, within each
consistency level and each language level.
Design of the Study
The design of the study was a repeated measures design consisting of one betweensubjects factor and two within-subjects factors. The between-subjects factor was bilingualism
with three levels (Haitian dominance, balanced bilingualism, and English dominance). The
within-subjects factors were language consistency with two levels (consistent language and
inconsistent language) and test language with two levels (English and Haitian). The dependent
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variable of the study was reversal errors. Hence, the design was a 3×2×2 repeated measures of
analysis of variance.

RESULTS AND DISCUSSION
The present study sought to examine the relationship between reversal error generation in
mathematical compare word problem solving and degree of bilingualism, language consistency,
and test language. The results of the study were consistent with Cummins’ (1976) Threshold
Theory and Lewis and Mayer’s (1987) Consistency Hypothesis. Table 1 showed that dominant
bilingual students (mean = 2.20), more than balanced bilingual students (mean = 1.13), generated
a greater proportion of reversal errors in solving compare word problems, [F(1, 98) = 52.03, p <
.05]. Similarly, the data showed a significant main effect between English-dominant and
Haitian-dominant students on compare word problems, [F(1, 98) = 8.28, p < .05]. The results
indicated that English-dominant students (mean = 1.96) were less likely than Haitian-dominant
students (mean = 2.46) to commit reversal errors on compare word problems.

Table 1 – Table of Means and Standard Deviations
Balanced Bilingual
Mean
SD

Haitian-dominant
Mean
SD

English-dominant
Mean
SD

Consistent English
problems

.50

.61

1.97

1.37

.64

.86

Consistent Haitian
problems

.25

.50

1.81

1.37

.72

1.04
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Inconsistent English
problems

1.94

1.17

3.03

1.17

3.27

.87

Inconsistent Haitian
problems

1.81

.98

3.03

1.02

3.15

.87

Note: Maximum score = 4.00; n = 101
The error generation on compare word problems demonstrated that the sample of
balanced bilingual students and that of the dominant bilingual students used in the study
represented two different subpopulations (having different cognitive and linguistic abilities) of
the bilingual population. This finding was in line with previous studies (Cathcart, 1980, 1982;
Clarkson & Galbraith, 1992; Dawe, 1983; Hernandez, 1983; Tuck, 1983) seeking to show
evidence to the threshold hypothesis (to demonstrate the cognitive superiority of balanced
bilinguals, as compared to non-balanced bilinguals, in mathematics). This finding gave
supported to Arnberg’s (1981) argument that cognitive development is additive, and that the
further the child moves towards balanced bilingualism, the more he accumulates cognitive
advantages. Although one would intuitively believe that balanced bilinguals are cognitively
more flexible than dominant bilinguals, the finding may be surprising given the fact that the
United States Policy has in general supported programs whose goal is transitional rather than full
bilingualism (Hakuta, 1987).
Table I indicated that bilingual students tended to commit more reversal errors when
solving inconsistent language problems (mean = 2.71) than when solving consistent language
problems (mean = .98), [F(1, 98) = 244.27, p < .05]. In other words, bilingual students were
more prone to commit reversal errors (e.g., using an arithmetic operation that was primed by the
relational term in the problem) when solving inconsistent language problems than when solving
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consistent language problems that already fit their preferred format (Lewis & Mayer, 1987).
This finding corroborated with previous studies in compare word problem solving, showing that
students committed more reversal errors on inconsistent language problems than on consistent
language problems (Cummins et al., 1988; Hegarty et al., 1992; Lewis & Mayer, 1987; Morales
et al., 1985; Riley & Greeno, 1988; Riley et al., 1983; Stern, 1993).
The examination of the significant two-way interaction between language consistency
and bilingualism illuminates the impact of the independent variables (bilingualism and language
consistency) on reversal error generation. In the study, the trend of reversal error generation
across the three levels of bilingualism was not linear across the two levels of language
consistency. The study showed that the direction of the error difference between balanced and
dominant bilingual students remained the same across both consistent and inconsistent language
problems. In other words, balanced bilingual students committed less reversal errors than
dominant bilingual students on both consistent and inconsistent language problems, F(1, 98) =
25.60, p < .05; however, the data showed that the direction of error difference between Haitiandominant and English-dominant students changed across consistent and inconsistent language
problems. In other words, Haitian-dominant students tended to generate a higher rate of reversal
errors on consistent language problems (mean = 1.89) than English-dominant students (mean =
.68), while the latter tended to commit a higher rate of reversal errors on inconsistent problems
(mean = 3.03) than did Haitian-dominant students (mean = 3.21), (see Table I). This finding
further provided evidence that balanced bilinguals’ superior problem solving capability over
dominant bilinguals was not influenced by the degree of difficulty of the mathematical problems
at hand. However, the superior performance of Haitian-dominant students over English-
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dominant students was influenced by the degree of difficulty of compare word problems. While
English-dominant students showed greater problem-solving ability on consistent language
problems, as compared to Haitian-dominant students, the latter were more proficient than
English-dominant students on inconsistent problems that were more challenging than consistent
problems. The unequal performance of the two dominant bilingual groups on compare word
problems came encounter to the assumption that students whose linguistic proficiency is below
the second threshold level in both languages should have demonstrated the same cognitive
strengths when faced with challenging academic endeavors (Cummins, 1987). There are three
various plausible explanations for the uneven performance between Haitian- and Englishdominant bilingual students in inconsistent language problem solving. First, the interactive
effect of bilingual dominance with language consistency in reversal errors could be an artifact of
the sample in the study. The subjects came into the study as preselected Haitian-dominant and
English-dominant, with their own previous backgrounds that were not controlled. Prior
schooling, unequal tutoring service given to the students at home, and students’ socio-economic
status and individual mathematical ability could account for the unequal performance. The
second explanation for the uneven compare word problem performance between Haitian- and
English-dominant students could be due to the nature of arithmetical thinking that characterized
the problems that comprised the tests. The problems were additive and multiplicative types. It
was suggested that multiplicative thinking that is more cognitively demanding than additive
thinking could have had an interactive effect with the relationship between bilingual dominance
and language consistency. The third explanation for the superiority of Haitian-dominant students
over English-dominant students in inconsistent language problems could be provided through the
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analysis of linguistic components (personal pronoun, key-words, language symmetry) of
compare word problems that is addressed later in this paper.
This study found that test language did not influence bilingual students’ reversal error
generation. Students committed reversal errors on compare problem solving across both English
and Haitian versions of the test with the same magnitude. This finding was not consistent with
the assumption that the majority language more than the minority language would favor a greater
acceptance of learning and experience (Coffeen, 1982; Cummins, 1976). One would expect the
subjects in this study to be more prone to generate more reversal errors in Haitian (the minority
language) than in English (the majority language). This finding sheds light on the possible
syntactic similarities between English and Haitian that capture the comprehension of compare
word problems. For example, subjects might represent at an equal rate, in both English and
Haitian, the phrases “more than,” “less than,” and so forth in their model of problem
comprehension. Further research studies are suggested to take on the relationship between the
syntactic and semantic structures of English and Haitian in the context of mathematical word
problems in order to be more accurate about the influence of test language on word problem
solving.
The interpretation of the two-way interaction between test language and bilingualism
better explains the main effects of the independent variables on the dependent variable (reversal
error generation). The data showed no significant interaction between bilingualism and test
language, (p > .05). In other terms, the direction of error difference between balanced and
dominant bilingual students and between Haitian-dominant and English-dominant students
remained the same across both levels (English and Haitian) of test language. Even though the
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interaction was not significant, it was worth studying since it would provide a better way to
interpret the main effects already discussed. Indeed, balanced bilingual students tended to
generate fewer reversal errors than dominant bilingual students, whether the language of the test
was English or Haitian. This finding showed that balanced bilingual students’ superior
performance in compare problem solving, as compared to dominant students, was not influenced
by either English and Haitian across both consistent and inconsistent language problems.
The data revealed no interaction between language consistency and test language, (p >
.05). The direction of the main effect vector (consistency vs. inconsistency) of the language
consistency factor was the same across both levels (English and Haitian) of test language. In
other words, subjects tended to commit more reversal errors when solving inconsistent language
problems than when solving consistent language problems across both language versions
(English and Haitian) of the mathematics tests. Again, Lewis and Mayer’s (1987) consistency
hypothesis was supported by the inherent characteristics of inconsistent language problems to
cause more reversal errors than consistent language problems in compare word problem solving,
regardless of the language version of the test. In other words, the possibility to err in rearranging
relational terms in inconsistent problems has more to do with logico-mathematical knowledge
that requires problem solvers to mentally manipulate the symmetry of these operations (n more x
than y and n less y than x) than with linguistic knowledge that simply rests upon the meanings of
more, less, and than separately. Indeed, logico-mathematical knowledge invariably persists
through natural language while linguistic knowledge may vary from one language (e.g., English)
to another (e.g., French).
CONCLUSIONS
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The results of the study showed that degree of bilingualism had a significant, positive
relation with error generation on compare word problems. The data revealed that both Haitianand English-dominant students were more likely than balanced bilingual students to generate
reversal errors in compare word problems. This finding gave support to the assumption that
balanced bilingualism is causal to cognitive development (Arnberg, 1981). However, while
Haitian-dominant students were more likely than English-dominant to commit reversal errors on
consistent language problems, the latter outperformed English-dominant students in inconsistent
language problem solving that are assumed to be more difficult than consistent language
problems. Three explanations were given to the fact that Haitian-dominant students generated
less reversal errors than English-dominant students on inconsistent language problems. First, the
two dominant bilingual groups were preselected in the study; they came with their own prior
knowledge and mathematical ability that were not controlled. It is suggested that these
uncontrolled factors might contribute to the unequal performance of the Haitian- and Englishdominant groups. Second, the nature of the arithmetical thinking on the problems tests could
also influence the uneven performance of the two groups. Since the mathematics tests were
comprised of additive and multiplicative problems, it is suggested that multiplicative thinking
could have an interactive effect with the relationship between bilingual dominance and language
consistency. Third, the complex processing of linguistic components (personal pronoun, keywords, and language symmetry) of compare word problems may also explain the unequal
performance between Haitian- and English-dominant students. It seems that Haitian-dominant
students, as compared to English-dominant students, processed at a greater rate the search for a
referent to the personal pronoun that is embedded in inconsistent language problems, the

22
representation of inconsistent language problems that is model-centered instead of key-word
strategies, and the rearrangement of the relational sentence of inconsistent language problems to
fit the format of the second sentence of consistent language problems that is parallel to human
cognitive processing.
The analysis of variance showed that test language did not have a significant relation
with reversal error generation on compare word problems. In other words, students tended to
commit reversal errors in compare word problems at an equal rate in both Haitian and English
versions of the test. This result was not in line with the assumption that the majority language
would be more likely than the minority language to favor a greater acceptance of learning and
experience (Coffeen, 1982; Cummins, 1976). One would expect the subjects in the study to be
more prone to commit reversal errors in Haitian (the minority language) than in English (the
majority language). This finding suggested linguistic similarities between English and Haitian
that embrace the comprehension of compare word problems. The interaction between
bilingualism and test language was not significant. In other words, the reversal error differences
found among the three bilingual groups did not depend upon the level of test language, whether
English or Haitian. Again, this finding showed that the cognitive superiority of balanced
bilinguals was not influenced by test language; the cognitive advantages of balanced bilinguals
allowed them to transcend the superficial, linguistic embodiment of word problems to attain the
situation that emanates from the text input (Kintsch & Greeno, 1983). The data revealed no
significant interaction between language consistency and test language factors. Subjects tended
to generate more reversal errors when solving inconsistent language problems than when solving
consistent language problems, whether the test language was Haitian or English. This finding
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lent support to the inherent nature of inconsistent language problems to be more error prone than
consistent language problems, regardless of language of testing (Lewis & Mayer, 1987). Finally,
the data showed no significant three-way interaction among bilingualism, language consistency,
and test language. The two main effects of bilingualism that captured the error differences
between balanced and dominant bilingual students and between Haitian-dominant and Englishdominant students did not statistically vary with the interaction between language consistency
and test language.
Changes to the Study
Methodological changes that should be effected in the study are relevant to test item
composition, data collection, test scoring, and sample analysis. An increase of test items is
important for test reliability improvement. The regulations of schools in which the study was
conducted allowed the investigator to use a short period of time in order to intervene as little as
possible with students’ learning time. The investigator was forced to administer a short test that
could fit a 60-minute period. Thus, each of the eight problem types could appear only once on
the test. Test takers could succeed or fail each problem type only once. The scoring grading
showed that the test reliability could be hampered as students had reduced opportunity to show
their genuine understanding of each problem type. Chance might play a great role in students’
decision making in answering the questions. Hence, it is highly suggested to re-conduct the
same study in an environment where a lengthened test, that will be more reliable, can be used in
the research study (Anastasi, 1986). Improved reliability would enhance the validity of the test,
which would make more precise the relations that are sought between bilingualism, test
language, language consistency, and reversal error generation.
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The second way of improving the relation between bilingualism and compare problem
solving would be to minimize foreign factors that would affect data collection and measurement.
There are a number of determinants of error variance in this study such as noise, students’ endof-year preoccupations (final exams, graduation rehearsal, and field trips), teachers’ indifference
or excessive zeal in motivating their students to participate in the study, age, grade level, and a
single examiner to correct students’ exams. The effects of these factors are twofold: a reduction
of experimental variance and a decrease in the reliability of the writing and mathematics tests.
“Thus minimizing error variance has two principal aspects: (1) the reduction of errors of
measurement through controlled conditions of an experiment, and (2) an increase of the
reliability of measures” (Kerlinger, 1986, p. 290). Conducting the same study at the beginning
of the school year or during the mid-school year is encouraged since these are times when
students’ attention is preoccupied with fewer school-related duties (e.g., final exams) in a noisefree atmosphere. The subjects would be drawn from the same age or grade population. Also, it
is suggested that teachers be informed to keep a neutral and unobtrusive behavior during test
administration. While teachers’ interest in the study (in terms of encouraging students to
participate in the study) is appreciated, they may influence students’ scores in providing them
cues (verbal or body gestures).
Likewise, one examiner can influence students’ scores for different reasons: fatigue,
misreading of a sentence, and so forth. In replicating the same study, it is suggested that two
examiners grade students’ papers; they would then compare the two sets of scores to see if they
measure the same thing (e.g., reversal error) with the same scale. The given recommendations
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would reduce error variance and give systematic variance (e.g., experimental variance due to
bilingualism) a chance to show itself.
In the present study, it is assumed that the preselection of bilingual groups could
account for their unequal performance in compare word problem solving. In replicating the
study, it is suggested that one control the sample more effectively; one would collect data on
subjects’ prior schooling (whether bilingual or not), date of arrival in the United States, tutoring
service given after school or at home, socio-economic status, and mathematical ability.
Educational Implication of the Study
The results of the study have two key implications for education: fostering bilingual
education in the school system and training dominant bilingual students to represent
mathematical compare word problems. The outstanding performance of balanced bilingual
students over dominant bilingual students in compare problem solving indicated the positive
cognitive benefits of bilingualism in academic endeavors. Therefore, it is suggested that United
States educational policy makers should encourage bilingual education in the educational system.
Funds should be made available to bilingual programs in order to provide bilingual students with
appropriate learning environments and competent bilingual educators who will allow them to
develop their cognitive abilities in academic endeavors.
The second way of implementing the results of the study (whereby balanced bilingual
students outperformed dominant bilingual students in compare problem solving) is to train
dominant bilingual students to represent mathematical word problems. Previous studies have
indicated that the majority of students’ errors in word problems are misrepresentations of
problem structure rather than computational errors (Anand & Ross, 1987; DeCorte, Verschaffel,
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& DeWinn, 1985). It is suggested that teaching dominant bilingual students in their two
languages how to represent word problems may improve their performance in compare word
problems.
Further Research
With respect to future research in mathematics and bilingual education, the results of
the present study suggest the following questions:
1. To what extent do linguistic components (the personal pronoun, key words, and
language symmetry) of compare word problem influence the relation between degree of
bilingualism and reversal errors?
2. To what extent do problem-types (additive and multiplicative) influence the
relation between degree of bilingualism and compare word problem solving?
3. To what extent do first-language dominant and second-language dominant
bilingual students demonstrate the same cognitive strengths in solving compare word problems?
4. To what extent do linguistic similarities between two languages (e.g., Haitian and
English) influence mathematics problem solving learning among bilinguals?
5. Does the relationship between degree of bilingualism and mathematical word
problem solving persist across all age and grade levels?
These questions await other investigators.
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Language Symmetry in Mathematics
Language symmetry has permeated human communication in mathematics.
People tend to express themselves in symmetric linguistic forms. Language symmetry
can be recognized in making comparison of sets of objects. For example, “John has 3
balloons more than Mark.” is interchangeable to “Mark has 3 balloons less than John.”
However, the acquisition of symmetric expressions sometimes reveals difficulties for
young children. There is a large body of research dealing with the acquisition of
linguistic terms with the comparison of sets, such as more or less, among children
(Greeno, 1989). According to Clark (1973), more and less are antonyms. Children tend
to understand these kinds of polar adjective after they master the meaning of other
adjectives. Furthermore, they demonstrate the ability to understand more earlier than
they understand less (Wilcox & Palermo, 1977). There is a cultural reason for the
differential acquisition of more and less that apparently make them asymmetric; the
surrounding environment provides young children with the opportunity to hear the
positive, marked terms not only in a comparative context but also in an absolute
descriptions (e.g., in the case of tall-short, it is common to say “She is 1.90 meters tall,”
but not “She is 1.90 meters short”), while the negative, marked term (e.g., less) is used
and only understandable as an opposite to the positive term (Carey, 1982; Stern, 1993).
According to Clark (1969), positive terms are easier to access than negative terms. Thus,
it is easier to solve problems containing unmarked terms (e.g., more) than those
containing marked terms (e.g., less).
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Although the acquisition of more and less is still not clear, school age children
have normally acquired the meanings of more and less. They correctly answer this
question “Which row has more” as well as the question “Which row has fewer” (Siegler,
1981). However, the qualitative acquisition of less and more does not guarantee that
children grasp the quantitative acquisition of less and more. School children found it
difficult to answer these questions such “How many more [less] x than y?” or “How
many more [less] y than x?” (Greeno, 1989; Resnick, 1989; Resnick & Greeno, 1990).
According to Greeno (1989), children answered these questions “How many more x are
there?” and “Are there more x or less y?” correctly, but failed to answer the question
“How many more x than y are there?” The skill of contrastive quantification is crucial in
sets comparison. Stern (1993) argues that although children can easily understand the
meanings of more or less separately, they lack the schema to understand their contrastive
meaning. Nevertheless, the literature has few studies on children’s differential
acquisition of multiplicative linguistic markers (‘n times as many’ and ‘1/n times as
many’) in their roles in sets comparison. Are children equally likely to compare sets of
objects with both symmetric linguistic markers (more than and less than) and (n times as
many and 1/n times as many)?
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Mathematical Operation
There is a large body of research studying the development of additive and
multiplicative thinking in elementary school children (Clark & Kamii, 1996). The
chronological introduction of additive thinking followed by multiplicative thinking in the
school curriculum is related to the cognitive development of children. Various
researchers have considered multiplication as repeated addition (Fennell, Reys, & Webb,
1991; Hoffer, et al., 1991; Nichols & Behr, 1982). Some studies support Fischbein’s
(Fischbein, Deri, Nello, & Marino, 1985) hypothesis, which states that repeated addition
is an “implicit, unconscious, and primitive intuitive model” (p. 4) for multiplication.
In contrast, the research of Bell, Greer, Griminson, and Mangan (1989) and
Nesher (1988) suggested that Fischbein’s repeated addition model for multiplication is
incomplete. Clark and Kamii (1996) argues that “multiplication is not just a faster way of
doing repeated addition but an operation that requires higher-order multiplicative
thinking that children construct out of their ability to think additively” (p. 42). The
acquisition of addition is a heritage of number construction, which is accomplished by the
repeated additions of ones (Piaget, Grize, Szeminska, & Bang, 1968/1977). According to
Piaget (1983/1995), the differences between addition and multiplication emanate in the
number of levels of abstraction and the number of inclusion relationships the child has to
make simultaneously. Steffe et al. (Steffe, 1988; Steffe & Cobb, 1988; Steffe, Von
Glasersfel, Richards, & Cobb, 1983) conducted longitudinal research relating to Piaget’s
work to support children’s transition from additive to multiplicative thinking.
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The aforementioned research studies suggest that the higher degree of abstraction
of multiplicative thinking can make multiplicative word problems more challenging to
children than can additive word problems. Multiplicative and additive thinking may
differentially affect children’s judgment in recognizing the symmetry of two relational
statements. For instance, children may be more likely to identify language symmetry that
is expressed in these two additive sentences: (“Jan has 3 cookies than Bob.” and “Bob
has 3 cookies less than Jan.”) than to recognize the language symmetry that is involved
between these two multiplicative statements: (“Jan has 3 times as many cookies per bag
as Bob does.” and “Bob has 1/3 as many cookies per bag as Jan does.”).
Comprehension Process of Mathematical Word Problem
According to Mayer (1985, 1991), mathematical problem-solving tasks can be
broken down into two major component processes: problem comprehension and problem
solution. Problem representation consists of converting words of a problem text into an
internal representation. We can further examine problem representation in two substages:
problem translation and problem integration. Problem translation consists of abstracting
each propositional clause of the text into a mental representation. Problem integration
consists of creating a link between separate representations of the textual clauses that
produce a higher-order, and unified representation that captures the linguistic
composition of the problem at hand (Mayer, 1992).
Kintsch and Greeno (1985) provided a model in which a text base, or mental
representation of the problem text, is constructed as the solver reads the problem. This
mental representation incorporates the semantic content of the problem text with the
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mathematical situation that is exhibited from the problem. It is important to note that
there will be no problem comprehension until the textual information is aligned to the
situation that is emanated from the problem. Riley et al. (1983) argue that a problem
solution can be explained by a logico-mathematical development view and a linguistic
development view. According to Riley et al. (1983), and Briars and Larkin (1984),
children failed problem solving because they lacked the conceptual knowledge required
to solve problems. The authors related complications of a problem to the type of logical
sets relations that determine the categorization of arithmetic problems (Cummins,
Kintsch, Reusser, & Weimer, 1988). On the other hand, Cummins et al. (1988) assert
“The linguistic development view holds that certain problems are difficult to solve
because they employed linguistic forms that do not readily map onto children’s existing
conceptual knowledge structure.” A child who is not yet able to appreciate the
equivalence of symmetric linguistic structures, such as “Mary has 4 marbles more than
John” and “John has 4 marbles less than Mary,” would find it difficult to exchange one
linguistic structure for another. Therefore, he would not see either the association of
conceptual equivalence of the two statements or the operation that is used in the problem
solution.
The Nature of Compare Word Problems
Arithmetic word problems are composed of several problem classes (change,
combine, and compare). The class of Compare word problems differs from the other
classes by the nature of its quantitative relation, that is, a static numerical relation
between two given variables (Mayer, 1981; Riley et al., 1983). Compare word problems
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come with two different linguistic forms, (Lewis and Mayer (1987). One linguistic form
is that the relational statement is consistent with the problem solver’s processing format
(e.g., John has five marbles. Tom has three marbles more than John. How many marbles
does Tom have?). The other linguistic form is that the relational statement is inconsistent
with the problem solver’s processing format (e.g., John has five marbles. He has three
marbles less than Tom. How many marbles does Tom have?).
Consistency Hypothesis
Lewis and Mayer (1987) present the consistency hypothesis to explain the
reasons why inconsistent language problems are more likely to result in incorrect
representations than consistent language problems. The consistency hypothesis captures
the relation between a particular ordering of information in the relational sentence and the
order of information processing. Human problem solvers tend to have a preferred format
in processing information. The ordering of information in consistent language problems
is much more suited to human problem solvers’ processing format than the ordering of
information in inconsistent language problems. In the relational sentence of consistent
language problems, the unknown variable is the subject, whereas, in the inconsistent
language problems, it is the object. The location of the unknown variable is the locus of
difficulty of inconsistent language problems. Thus, problem solvers are assumed to
mentally rotate the relational sentence of inconsistent language problems in order to fit
the second sentence of consistent language problems. However, this cerebral
arrangement carries with it the risk of erroneously transforming the relational sentence.
The resulting error of mis-transformation is called reversal error. According to Lewis
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and Mayer (1987), reversal error is defined as a choice of an arithmetic operation that is
irrelevant to the situation described in a problem text. Reversal error is more likely to
occur in inconsistent language problems in which the relational term (e.g., more than)
suggests an arithmetic operation (e.g., addition) that does not correspond to the correct
problem representation. The direct outcome of the consistency hypothesis is that
problem solvers will be more likely to generate reversal errors when the ordering of
information is not parallel to their preferred format. Several other studies (Cummins et
al., 1988; Morales et al., 1985; Riley & Greeno, 1988; Riley et al., 1983; Stern, 1993)
gave support to the assumption that children generated a much higher proportion of error
on inconsistent language problems than on consistent language problems.
Nevertheless, none of the above researchers looked at the interactive effect
between language consistency and domain of mathematical operation on reversal errors
in compare word problems. In other words, they did not show if children’s performance
on compare word problems varied with the arithmetic thinking that underlies the
linguistic structure of their [problems] relational statements. Although the multiplicative
linguistic markers (“n times as many” and “1/n times as many”) supposedly point to
language symmetry as do additive linguistic markers (“more than” and “less than”) in
describing the relation between two sets, previous studies in mathematics have not yet
examined the differential influences of (more than and less than) and (n times as many
and 1/n times as many) on children’s comprehension of sets comparison in mathematical
word problems.
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Stern (1993) assumes that when children understand that the statement “there
are n more x than y” is the same as “there are n fewer y than x,” they understand the
symmetry of comparison. This knowledge is necessary to solve inconsistent language
problems by transforming them into consistent language problems. However, Stern
(1993) did not look at the differential effect of arithmetical thinking on children’ reversal
errors generation. I assume that students who can recognize language symmetry
expressed in (n times as many and 1/n times as many) may be less likely than students
who can recognize language symmetry expressed in only (more than and less than) to
generate reversal errors when solving inconsistent language problems, since research
(Steffe, 1988; Vergnaud, 1985; Schwartz, 1988) has showed that multiplicative thinking
is more likely than additive thinking to mislead children in solving word problems.
Gender
An extensive body of research has shown that males and females tend outperform
each another depending on the areas of mathematics. Ethington (1988) states that males
have been found to excel in problems dealing with measurement and proportionality
(Bart, Baxter, & Frey, 1980; Fennema, 1980; Fennema & Carpenter, 1981; Pattison &
Grieve, 1984; Wood, 1976) and in problems with spatial component (Fennema, 1980;
Fennema & Carpenter, 1981; Pattison & Grieve, 1984) whereas females were found to
perform better on items testing computational skills (Fennema, 1974; Meece, Parsons,
Kaczala, Goff, & Futterman, 1982) and those involving more abstract deductive
reasoning such as the algebra of sets (Wood, 1976) and problems involving the
construction and analysis of symbolic relationships (Pattison & Grieve, 1984).
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Some studies (Pattison & Grieve, 1984; Wood, 1976) reported that females were
found to be superior to males in executing mathematical tasks that demand abstract
deductive reasoning. In addition, it has been hypothesized that “both language abilities
and spatial abilities are represented more bilaterally in females than in males” (Springer
& Deutsch, 1981, p. 123). In other words, females are more linguistically and
cognitively equipped than males to execute verbal tasks. It is possible that girls are more
competent than boys when solving Compare language problems that require for as many
verbal abilities as cognitive abilities.
The Purpose of the Study
The purpose of the study is to examine the relationship between Language
Symmetry, Language Consistency, Mathematical Operation, Gender, and reversal error
generation on Compare word problems. More specifically, the study is designed to
answer these research questions:
1. Does Language Symmetry influence reversal errors in Compare word problem
solving?
2. Does Mathematical Operation influence reversal errors generation?
3. Does Language Consistency influence reversal errors generation?
4. Does Gender affect performance in Compare word problems?
5. Is the effect of Language Symmetry on reversal error commission moderated by
Mathematical Operation?
6. Is the effect of Language Symmetry on reversal error commission moderated by
Language Consistency?
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7. Is the effect of Language Consistency on reversal error generation moderated by
Mathematical Operation?
8. Is the effect of Language Symmetry on reversal error commission moderated by the
interaction of Mathematical Operation and Language Consistency?
METHOD
Participants
Participants in the study were 140 eighth graders (67 male and 73 female)
attending an urban junior high school. Ninety percent of the students were eligible for
lunch at school. Teachers reported that these students had regular academic/cognitive
standing due to the fact that they were not assigned to exceptional classes (special
education classes or mathematically gifted classes).

Materials
The materials that were used in the study were a questionnaire that measured
mastery of language symmetry and a proficiency test of mathematics compare word
problems involving the four arithmetic operations (addition, subtraction, multiplication,
and division). The symmetry questionnaire consisted of 12 passages that were made up
of a short story and two related statements that contained one of the two pairs of
linguistic markers: ‘more than and less than’ and ‘n times as many and 1/n times as
many’. The related question of each passage was ‘What is right? (Check one box:
Statement 1 __ Statement 2 __ Both statements __ Neither statement __). Three types
of items were given in the questionnaire. Four items were distractors and were not
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analyzed (# 3, 6, 9, 12). Four items were tested for recognition of language symmetry
involved in additive operations; four items were tested for recognition of language
symmetry involved in multiplicative operations
The word problem performance test was made up of sixteen items, of which two
were consistent addition problems, two were consistent subtraction problems, two were
consistent multiplication problems, two were consistent division problems, two were
inconsistent addition problems, two were inconsistent subtraction problems, two were
inconsistent multiplication, and two were inconsistent division problems. The word
problem test was divided into two tests. Each test had eight items (one consistent
addition, subtraction, multiplication, division, and one inconsistent addition, subtraction,
multiplication, division problem).
Administration of Screening Test
To categorize students into three categories, the investigator administered to
the students a questionnaire in which the students were to check statement(s) that
correctly described language symmetry or difference between two sets by the related pair
of additive linguistic markers (‘more than and less than’) and multiplicative linguistic
markers (‘n times as many and 1/n times as many.’). Students were instructed to read
each passage and related statements before they could check the answer box that was
right. There were four choices: Statement 1 __ Statement 2 __ Both statements __
Neither statement __).
Scoring and Categorization of Subjects
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A subject was defined to have mastered the concept of language symmetry if
he correctly recognized 4 or 3 symmetries with the additive linguistic markers (more than
and less than) or the multiplicative linguistic markers (n times as many and 1/n times as
many). The responses were categorized into three classes: A category was labeled
Complete Mastery, in which 4 or 3 symmetries were correctly identified with both the
additive and the multiplicative markers. A category was labeled Additive Mastery, in
which 4 or 3 symmetries were correctly identified with the additive linguistic markers
and 0, 1, or 2 symmetries were correctly identified with the multiplicative linguistic
markers. A category was labeled Non-Mastery, in which 0, 1, or 2 symmetries were
correctly identified with both the additive and multiplicative linguistic markers. It
resulted that there were 38 (Complete Mastery) students (20 male and 18 female) who
could correctly recognize language symmetry described by the additive linguistic markers
as well as by the multiplicative linguistic markers, 44 (Partial Mastery) students (17 male
and 27 female) who could correctly recognize language symmetry described by only the
additive linguistic markers, and 43 (Non-Mastery) students (21 male and 22 female) who
could not recognize language symmetry described by either the additive or multiplicative
linguistic markers. The remaining 15 students were not kept in the study for different
reasons. Eleven of them did not finish their exams, and the other 4 students belonged to a
category that could identify language symmetry better with multiplicative linguistic
markers than with additive linguistic markers.
Preparation of Problem Solving Tests
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The investigator prepared the test items based on Lewis and Mayer’s (1987) Consistency
Hypothesis. The problems correspond, respectively, to eight problem types: consistent
addition (i.e., requires adding two numbers and the problem says “more”), inconsistent
addition (i.e., requires adding two numbers and the problem says “less”), consistent
subtraction (i.e., requires subtracting the second number from the first and the problem
says “less”), inconsistent subtraction (i.e., requires subtracting the second number from
the first and the problem says “more”), consistent multiplication (i.e., requires
multiplication of two numbers and the problem says “n times as many”), inconsistent
multiplication (i.e., requires multiplication of two numbers and the problem says “k/n
times as many”), consistent division (i.e., requires division of two numbers and the
problem says “k/n times as many”), and inconsistent division (i.e., requires division of
two numbers and the problem says “n times as many”)
Each problem consisted of three sentences. The first sentence was an
assignment statement expressing the value of some variable (e.g., “At Apple Tree butter
sells for 65 cents per stick”). The second sentence was a relational statement, expressing
the value of a second variable in relation to the first variable (e.g., “Butter at C-Town
sells for 8 cents more per stick than butter at Apple Tree”). The third sentence asked a
question about the value of some quantity in terms of the second sentence (e.g., “how
much will you pay for a stick of butter at C-Town?”) (Verschaffel et al., 1992).
The materials (either words or numbers) that comprised the tests were chosen
by the investigator to be relevant to the subjects’ previous knowledge. In consultation
with an expert in applied linguistics, the investigator examined the cultural and
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grammatical relevance of the words that entered in the construction of each problem so
that they did not affect the subjects’ understanding process. The arithmetic operations
that were used in the tests (addition, subtraction, multiplication, and division) were
familiar to the population of eighth graders so that these operations were not a major
obstacle to the subjects’ comprehension of the test items.
Administration of Problem Solving Tests
The word problems were distributed in two groups. Each group had eight
items (consistent addition, consistent subtraction, consistent multiplication, consistent
division, inconsistent addition, inconsistent subtraction, inconsistent multiplication, and
inconsistent division). Each group of items made a test. Two forms of the test (Forms A
& B) were administered to the students. The two forms counterbalanced order of
presentation of the test items. The two forms presented items in the following order:
(A) 1, 2, 3, 4, 5, 6, 7, 8; (B) 8, 7, 6, 5, 4, 3, 2, 1. Each form consisted of a test booklet
that contained three regular sheets of paper, with the test instructions, two word problems
typed on the first sheet, and three word problems typed on the second and on the third
sheets. Each form was distributed to an equal number of examinees.
The administration of the mathematics tests was done at two different times.
The investigator read the testing instruction to the examinees and informed them that they
had a 45-minute period to finish the test; nevertheless, students who needed more time to
complete the test were given extra time. The classroom teacher assisted the researcher in
encouraging the students to try each problem, and especially to show all their work.
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Scoring Criteria
Each mathematics test item was scored “correct” if the proper numerical
answer was given; otherwise, the solution was scored as belonging to one of the two
following error categories: “reversal error” is a representation error in which the
numerical operation is reversed (i.e., addition for subtraction, subtraction for addition,
multiplication for division, and division for multiplication) and “arithmetic error” occurs
when the computation is carried out incorrectly. The frequencies of each category of
error types and correct responses for each problem type were calculated and presented in
tables. The investigator further examined the occurrence of reversal errors in order to
respond to the research questions.
Scoring of Problem Solving Tests
Four scores were computed for each subject based on the types of operation
(addition and multiplication) and on the types of problems (consistent and inconsistent).
In other words, subjects were given an additive consistent score (Y1), multiplicative
consistent score (Y2), additive inconsistent score (Y3), and multiplicative inconsistent
score (Y4). Since there were four consistent and inconsistent problems presented in each
of the two operations, a subject could be scored 0, 1, 2, 3, or 4 if he/she solved none of
the four problem types incorrect, one of them incorrect, two of them incorrect, three of
them incorrect, or all four incorrect, respectively, within each consistency level and each
operation level.
Data Analysis
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The design of the study was a 3×2×2×2 repeated measures linear model consisting
of two between-subjects factors and two within-subjects factors. The two betweensubjects factors were Language Symmetry and Gender. Mastery of Language Symmetry
had three levels (Complete Mastery, Additive Mastery, and Non-Mastery), and Gender
had two levels (Male and Female). The two within-subjects factors were Language
Consistency and Mathematical Operation. Language consistency had two levels
(Consistent and Inconsistent); Mathematical Operation had two levels (Additive
Operation and Multiplicative Operation).
Reversal error commitment was the dependent variable of the study. The four
independent variables were Language Symmetry, Gender, Language Consistency, and
Mathematical Operation.
RESULTS AND DISCUSSION
The results showed a positive significant relationship between Language
Symmetry and reversal error generation in Compare word problem solving. The data
showed a significant main effect between Non-Mastery students and Complete and
Additive Mastery students altogether on Compare word problems (F(1, 122) = 181.03, p
< .05). Table 1 shows that the rate of reversal errors generated in Compare word
problems was far greater (mean = 2.07) among Non-Mastery students than among
Complete and Additive Mastery students altogether (mean = .81). The results supported
the hypothesis of the study in that language symmetry can influence student reversal
errors in arithmetical word problems (Stern, 1993). Students in this study who were
successful in recognizing both additive and multiplicative linguistic markers or only
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additive linguistic markers were less likely than students who were not successful in
recognizing either additive linguistic or multiplicative markers to commit reversal errors
in solving compare word problems.
The data analysis showed that students who were able to identify both additive
and multiplicative linguistic markers (means = .44) committed less reversal errors in
Compare word problems than did students who were able to identify only additive
linguistic markers students (means = 1.17), (F(1, 122) = 44.24, p < .05). This result
supported the claim of this study that identification of language symmetry involved with
additive linguistic markers does not guarantee high performance in Compare word
problems that contain multiplicative linguistic markers.

Table 1
Cell Means and Standard Deviations for All Four Criterion Measures
Complete Mastery Additive Mastery Non-Mastery
Mean

SD

Mean

SD

Mean

SD

Consistent Addition

0

0

.02

.25

.46

.74

Consistent Multiplication

.39

.64

.84

.86

1.12

.93

Inconsistent Addition

.61

.82

.82

.81

3.37

.72

Inconsistent Multiplication

.74

.72

2.95

.83

3.32

.74

Maximum mean score = 4.00; n = 125; SD stands for standard deviation
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The data revealed a significant main effect of language consistency on reversal
errors (F(1, 122) = 274.08, p < .05). Table 1 shows that subjects generated a higher
proportion of reversal errors on inconsistent language problem items (mean = 1.56) than
on language consistent problem items (mean = .89). This result also lent support to
Lewis and Mayer’s (1987) Consistency hypothesis and previous studies (Lewis & Mayer,
1987; Cummins et al., 1988; Morales et al., 1985; Riley & Greeno, 1988; Riley et al.,
1983; Stern, 1993).
The results of the study revealed that Gender had no statistical effects on
frequency of reversal errors (p> .05). Contrary to the assumption that females are more
equipped than males in linguistic abilities that are necessary to solve verbal problems
(Fennema, 1980; Fennema & Carpenter, 1981; Springer & Deutsch, 1981), the results of
the study revealed that boys and girls were equally likely to commit reversal errors when
solving Compare word problems.
The study showed that domain of operation did not have significant effects on
reversal errors commitment (p > .05) when Gender was included in the study. But the
data revealed that operation had a significant relationship with reversal errors frequency
(F(1, 122) = 125.54, p < .05) when Gender was excluded in the statistical model. Table 1
shows that subjects tended to commit more reversal errors when solving multiplicative
Compare word problems (mean = 1.96) than when solving additive Compare word
problems (mean = .49).
The data analysis now took on the two-way interactions between the four
independent variables of the model. The study showed a significant interaction between
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Language Consistency and Language Symmetry at both main effects: Complete Mastery
vs. Additive Mastery (F(1, 122) = 18.61, p< .05) and [(Complete Mastery & Additive
Mastery) vs. Non-Mastery] (F(1, 122) = 72.17, p< .05). Table 1 shows that Additive
Mastery students (mean = 1.88) were more likely to commit reversal errors than
Complete Mastery students when solving inconsistent language problems (mean = .57);
whereas, both groups of students (Complete Mastery and Additive Mastery) tended to
commit reversal errors at an equal rate when solving consistent language problems (see
Table 1). In addition, Complete Mastery students tended to commit reversal errors at an
equal rate when solving both consistent and inconsistent language problems. Thus, the
data revealed a significant ordinal interaction between Language Symmetry (at the main
effect: Complete Mastery vs. Additive Mastery) and Language Consistency.
Non-Mastery students were more likely to commit reversal errors (mean = 2.22)
than both Complete and Additive Mastery students on average (mean = 1.23) when
solving compare word problems whether they were language consistent or inconsistent
(see Table 1). The results suggested that Non-Mastery students were less able than both
Complete and Additive Mastery students to correctly rearrange the relational sentence in
inconsistent language problems to fit the relational sentence in consistent language
problems (Lewis & Mayer, 1987; Pape, 2003).
The data analysis revealed a significant interaction between mathematical
operation and language symmetry vis-à-vis both main effects: Complete Mastery vs.
Additive Mastery (F(1, 122) = 464.54, p < .05); [(Complete & Additive Mastery) vs.
Non-Mastery] (F(1, 122) = 31.55, p < .05). Students who were not able to identify either
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additive linguistic markers or multiplicative linguistic markers were more likely to
generate reversal errors (mean = 1.87) than students who were able to identify either
additive linguistic markers or both additive and multiplicative linguistic markers (mean =
.67) when solving multiplicative problems. Similarly, students who were able to identify
only additive linguistic markers were more likely to commit reversal errors than students
who were able to identify both additive and multiplicative linguistic markers when
solving multiplicative word problems. However, the three groups of students tended to
generate reversal errors at an equal rate when solving additive word problems (see Table
1). In addition, students who were able to identify both additive and multiplicative
linguistic markers performed equally well on both additive and multiplicative word
problems. These results support the assumption that the effect of language symmetry on
student reversal errors in compare word problem solving is moderated by the type of
mathematical operation.
Table 1 reveals that Non-mastery students (i.e., students who were not capable to
identify either additive or multiplicative linguistic markers) committed more reversal
errors (mean = 3.35) than did students who were capable to identify either additive
linguistic markers or both additive and multiplicative linguistic markers on average
(mean = 1.27) when solving multiplicative problems; however, Non-Mastery students
tended to commit reversal errors as much as Complete Mastery and Partial Mastery
students when solving additive word problems. These results indicated that differential
identification of linguistic markers such as “more than & less than” and “n times as many
& 1/n times as many as” had effects only on multiplicative problems.
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The data showed a non-significant interaction between Language Consistency and
Mathematical Operation on reversal errors frequency (p > .05). Students tended to
commit a greater proportion of reversal errors when solving inconsistent language
problems than when solving consistent language problems whether these problems were
additive or multiplicative (see Table 1). This result revealed that the strong effect of
Language Consistency on reversal error generation was not influenced by Mathematical
Operation.
The data indicated that there was no significant interaction between Gender and
Language symmetry (p > .05). In other words, the tendency of Complete Mastery
students (i.e., students who were able to identify both additive and multiplicative
linguistic markers) to outperform Additive Mastery students (i.e., students who were able
to identify only additive linguistic markers) in Compare word problem solving was not
affected by the sex of students. Similarly, the superior performance of both Complete
and Additive Mastery students, as compared to Non-Mastery students, remained the same
whether the students were male or female.
The findings also showed that there was no significant interaction effect between
Gender and Mathematical Operation (p > .05). In other words, both groups of students
committed more reversal errors when solving multiplicative problems than when solving
additive whether the students were male or female. Similarly, the interaction effect
between Gender and Language Consistency was not significant (p > .05). That means all
students in the study, regardless of their sex, tended to commit more reversal errors when
solving inconsistent language problems than when solving consistent language problems.
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The results of the study revealed a significant three-way interaction involving
Language Symmetry, Language Consistency, and Mathematical Operation [F(1, 122) =
23.13, p < .05; F(1, 122) = 18.80, p < .05]. It means that the trend of the two-way
interaction between Language Symmetry and Mathematical Operation did not remain the
same across the two levels (i.e., Consistent and Inconsistent) of Language Consistency.
Limitations
There are four limitations to consider in replicating the study. First, the study was
conducted with only 140 subjects selected from the population of regular eighth graders
within one public school. In replicating the study, it is suggested to cover a higher
number of subjects selected from different schools adopting the same mathematics
curriculum. Second, the mathematics performance test that was used in the study was
made of eight problem-types that were repeated twice. The relatively small number (2)
of items per problem type tended to reduce the reliability of the test. Thus, it is suggested
to increase the number of test items per problem type by a number greater than two, so
that the reliability of the mathematics test will in turn increase. Third, the results of the
study revealed that gender might suppress the main effect of operation on reversal errors
commitment in compare word problem solving. Hence, it is highly recommended to
control gender by undertaking two analyses within each level of gender in order to
contemplate the effect of operation that is assumed to influence children’s generation of
reversal errors in compare word problems. Fourth, the study did not control the
confounded effect of cognitive ability on subjects’ linguistics sophistications. It might be
possible that those students who were classified as Complete Mastery students had higher
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I.Q. scores than did the students who were categorized as Non-Mastery or Additive
Mastery students. It is suggested that study be replicated either with a homogeneous
sample in regard to students’ cognitive ability level or building cognitive ability in the
statistical model in order to isolate the effect of cognitive ability (Kerlinger, 1986).
CONCLUSION
The study findings revealed a significant effect of language symmetry on reversal
errors. Complete Mastery students were less likely than Additive Mastery students to
generate reversal errors when solving compare word problems; while Non-Mastery
students tended to generate a greater rate of reversal errors when solving Compare word
problems than did both Complete and Additive Mastery students. The study showed that
Language Consistency had a significant effect on reversal errors. Subjects tended to
commit more reversal errors when solving inconsistent language problems than when
solving consistent language problems. The data showed that subjects performed equally
well on additive and multiplicative word problems when Gender was included in the
model, but students performed better on additive word problems than on multiplicative
word problems when Gender was not considered in the model. Language Symmetry and
Mathematical Operation had an interactive effect on reversal errors. Additive Mastery
students were more likely to generate reversal errors than did Complete Mastery students
on average when solving multiplicative word problems; however, both Complete Mastery
and Additive Mastery students tended to generate reversal errors at an equal rate when
solving additive problems. The data revealed that Non-Mastery students committed more
reversal errors than did both Complete and Additive Mastery students when solving
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Compare word problems whether they were additive or multiplicative; however, the error
gap between Non-Mastery group and the others two groups was far wider in case of
multiplicative problem solving.
The findings also showed a significant interactive effect between Language
Symmetry and Language Consistency on reversal errors. Both Complete and Additive
Mastery students were equally likely to generate reversal errors when solving consistent
language problems; while Additive Mastery students were more likely than Complete
Mastery students to commit reversal errors when solving inconsistent language problems.
In other words, the identification of language symmetry involved in both additive and
multiplicative linguistic markers was highly associated with the ability to correctly
rearrange the relational sentences in inconsistent language problems. Non-Mastery
students were more likely than both Complete and Additive Mastery students to produce
greater proportions of reversal errors when solving compare word problems whether they
[problems] were language consistent or inconsistent; however, Non-Mastery students
committed a far greater rate of reversal errors on inconsistent language problems than did
both Complete and Additive Mastery students on average.
The findings also revealed a significant three-way interaction between Language
Symmetry, Mathematical Operation, and Language Consistency. The direction of the
two-way interaction between Language Symmetry and Mathematical Operation did not
remain the same across the two levels (consistent and inconsistent) of Language
Consistency. Likewise, the direction of the two-way interaction between Language
Symmetry and Language Consistency varied across the two levels (addition and
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Multiplication) of Mathematical Operation. Likewise, the direction of the two-way
interaction effect between Language Operation and Language Consistency did not remain
the same across the three levels (Complete Mastery, Additive Mastery, Non-Mastery) of
Language Symmetry.
The results of the study showed that there no significant interaction between
Mathematical Operation and Language Symmetry on reversal errors generation. Students
tended to generate far more reversal errors when solving inconsistent language problems
than when solving consistent language problems whether they were additive or
multiplicative. The study also displayed nonsignificant effects of Gender on reversal
errors. This tendency persisted across all the levels of Language Symmetry,
Mathematical Operation, and Language Consistency. The interaction effect between
Gender and Language Symmetry was not significant; neither was the interaction effect
between Gender and Mathematical Operation; nor was the interaction effect between
Gender and Language Consistency; nor was the three-way interaction effect between
Gender, Mathematical Operation, and Language Symmetry; nor was the four-way
interaction effect between Gender, Language Symmetry, Mathematical Operation, and
Language Consistency. Thus, the presence of Gender was not helpful in explaining the
reduction of errors in the model (Language Symmetry × Language Consistency ×
Mathematical Operation × Gender). It was suggested to exclude Gender in the study.
The results of the study confirmed that children who, on one hand, could not
identify language symmetry were not successful in compare word problems. On the
other hand, students who could identify language symmetry expressed in both pairs of
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linguistic markers (n times as many and 1/n times as many) and (more than and less than)
were more successful in compare word problem solving than those who could identify
language symmetry involved in (more than and less than) only. This result revealed that
students did not assimilate the schematic knowledge of these two pairs of linguistic
markers (more than and less than) and (n times as many and 1/n times as many) at an
equal rate in evaluating the difference between two sets of objects. Students showed a
greater tendency to recognize language symmetry that was depicted with the relational
terms (more than and less than) than by (n times as many and 1/n times as many). This
suggested that the schema that is parallel to the use of (more than and less than) in
describing the difference between two sets is first acquired by children, as compared to
the schema that is congruent to the relationship expressed by the pair of markers (n times
as many and 1/n times as many). Thus, it is highly recommended that teachers train
children to translate each sentence containing either (n times as many) or (1/n times as
many) in mathematical symbols so that they can represent language symmetry that is
captured by these two phrases. According to Mayer (1991), linguistic translation is
necessary for successful word problem solving. Teachers are also advised to train
students to contemplate the similarity and dissimilarity between the vector characteristics
(i.e., direction and magnitude) of (more than and n times as many) and of (less than and
1/n times as many), in sets comparison. This knowledge is necessary to contemplate the
one-to-one correspondence between the two pairs of related linguistic markers (more
than and less than) and (n times as many and 1/n times as many) in describing the
difference between two sets.
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The results of the study showed that multiplicative thinking more than additive
thinking contributed to reversal errors; this suggested that children did not acquire
multiplicative thinking at the same time as they did additive thinking when solving word
problems. Research (Clark & Kamii, 1996) shows that children fail to be successful in
multiplicative problems because they tend to carry their additive scheme in executing
multiplicative operations, and do not master yet the higher degree of abstraction of
multiplication and division. Hence, it is suggested that teachers train both male and
female students to acquire multiplicative thinking beyond the repeated addition scheme in
order to enhance their skills in compare word problem solving.
Finally, the results of the study showed that inconsistent language problems
were more error prone than consistent language problems. According to Lewis and
Mayer (1987), successful problem solving requires students to mentally rotate the
relational sentence of inconsistent language problems to fit the relational sentence in
consistent language problems. Thus, teachers are advised to train students to translate
and represent compare word problems.
Further Research
The results of the study suggest the following questions:
1. What are the cognitive abilities that are responsible for recognition of language
symmetry in solving Compare word problems?
2. What are the cognitive abilities that underlie the acquisition of multiplicative
thinking in solving Compare word problems?
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3. To which extent can conceptual understanding of fractions [k/n] influence
students’ performance in Compare word problem solving?
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Abstract:
Renewal of the Unspoken Compact: Counteracting the Impacts of Globalization on
Higher Education. (2005).
Jeffs, C., Carr, W., MacFadgen, S. L., Paynter, R., & Waterhouse, T.
The ability of higher education to serve society in the future is governed by the unspoken
compact between higher education institutions and the state. Globalization and other
forces are slowly eroding this agreement and Couturier (2005) advocates for “renewing
the compact” (p. 99). Evidence of this erosion includes an increased focus on institutional
self-interest which takes away from its commitment to serving public needs, blurring of
the lines between public and private institutions, and the burden on students of escalating
tuition costs (Couturier 2005). This paper explores the impacts of globalization on higher
education using a multi-unit analysis of institutional culture, faculty, curriculum and
students. Positive steps that universities can take are proposed to counterbalance the
negative effects of commercialization and to preserve the traditional mission, values, and
educational functions of the university. In addition, we submit that vigilance and
safeguards are needed to protect the fundamental nature and role of universities with the
ultimate aim of protecting the public good through the renewal of the unspoken compact.
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Abstract
This paper describes a two-component model for integrating language and content
objectives for more effective transition to content-based courses with decreasing
language support. This curriculum is currently being implemented in the Department of
International Communication at Kanda University of International Studies in Japan and
being used as a guide to implement best practice at Rikkyo University, also in Japan. This
model is specifically aimed at revising and coordinating three courses taught in English
in the first year of the program (Freshman English, Reading and Writing) to provide
opportunities to apply language skills and revisit content between these courses. The
overall curricular framework for the first year is informed by the orientations of
Language Awareness, Learner Autonomy and Content-Based Instruction. A discussion of
the overall organization and theoretical underpinnings is followed by the presentation of
examples of how this curriculum is being implemented and challenges which it poses. A
discussion of how the curriculum design is being implemented in practice at KUIS and a
sketch of an envisioned curriculum bearing in mind constraints of every institution is
made. This paper should be read as an interim report of a work in progress in which a
discussion of the efficacy of this curriculum is reserved for future research.
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Introduction
This paper describes a model for a first year curriculum which seeks to facilitate
the transition to content-based instruction course through introduction of a Language
Awareness (LA) component and coordinating three previously independent first year
courses (Freshman English, Reading I and Writing I) focusing on general integrated
language skills, reading and writing respectively. The context in which these courses are
offered is in the first year of a four-year university degree program in international
communication offered at Kanda University of International Studies (KUIS) in Japan.
Patterns of secondary English language education in Japan often leave students with few
strategies to effectively and independently negotiate language related tasks in contentbased instruction courses which demand more from the learner. The three courses are
then considered together in terms of how they may interact more effectively to develop
these skills.
Background
As indicated in the introduction, language education in Japan produces a typical
profile of a learner in this program. That is, one whose receptive skills are stronger than
productive skills. In addition, at a more basic level, authority rather than independence is
emphasized in the Japanese English language education system. It is important to be
cautious with generalizations and it should be noted that this represents a general
tendency to which there are always exceptions. The learners themselves enter the
program with a wide range of goals and expectations which for the most part match the
departmental objectives1 of improving English language skills, developing
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The learners are self-selected having applied to enter this department and this information is based on
informal surveys, so more rigorous inquiry may be required on this question.
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communication technology related skills and gaining knowledge of issues of international
and global concern.
The Department of International Communication is currently in its fourth year
since inception and the observations of its instructors with regard to the skills
development of each cohort, has led to the initiative to rethink and revise the first year
curriculum. Since second and third year courses taught in English are intended to be less
sheltered content-based courses (i.e., less explicit discussion of language or scaffolding of
authentic text), it is the charge of the first year courses to help learners to be in a position
to deal with content in the second language, more independently.
Overall Curriculum Objectives
To frame the central discussion of the integration of skills and content it is
necessary to review the objectives of the curriculum itself more closely. A general set of
objectives for the curriculum are already in place but, as a result of informal needs
analyses, have been augmented. The content objectives include international and global
awareness including historical aspects and current relations between various countries
and cultures. In addition, basic linguistic (and metalinguistic) concepts and terminology
have been included as content objectives. As for skills, the curriculum seeks to develop
both language and academic skills. The language skills include the four skills areas
(reading, writing, speaking, listening) and strategies for learning and using language more
effectively. Academic skills include elements which are typical of other academic
programs such as research, academic writing, critical thinking and communication
technology related skills2.

2

For example, basic computer literacy, word processing, presentations etc.
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Principles of the Curriculum
In order to provide a framework from which to build this curriculum, it is
necessary to draw on theoretical and philosophical guidelines. In the past, first year
courses emphasized language and academic skills and the content was somewhat
incidental and lacked cohesion between courses. By planning the content in these courses
in conjunction with a Language Awareness component, it is hoped that multiple
exposures and opportunities for practice will result in gains in both content and skills
areas. We have taken a step back from immediately beginning content-based instruction
with minimal language support which included the loosely related thematic units
discussed earlier. Instead, we have decided to introduce units whose themes focus on
increasing language/learning awareness and having learners engage in tasks which
develop strategies necessary for becoming autonomous learners.
In this way, we hope to develop independent learners who can deal with language
they encounter and use, from a more informed perspective. The principles of Learner
Autonomy, Language Awareness and integration are drawn upon in our curricular
considerations.
Autonomy is important for learning but less effective without a certain awareness
of what there is to be learned. Language Awareness is necessary to give learners a target
for the application of their strategies.
The third principle which we introduce here is integration. Integration here refers
to the necessity that language and content objectives are integrated both within, but also
between courses. What this means practically, is that language awareness is a central
component of the integrated skills course and that opportunities for its application are
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presented in the reading and writing classes. This can be conceptualized as scaffolding on
a curricular scale, with carefully sequenced, repeated, manageable tasks and content
between courses.
Language Awareness
The revision in the curriculum began with the observation that there was a
mismatch between students language related skills and strategies, and requirements of
their content-based second and third year courses. What often appeared to be missing was
a sensitivity to language (their own and that of others) and ways of managing linguistic
information to improve their proficiency in using English at a more independent level.
The Language Awareness approach or movement, as it has been variously called,
provides a potential solution to this problem. Schmidt (1995) attempts to answer the
question of the importance of consciousness in language learning by looking more
specifically at consciousness as manifested in the categories of intention, attention,
noticing and understanding. While cautioning that he is not making a call for strictly
form-focused instruction he suggests that even within communicative approaches “some
aspects of language probably either require or will benefit from some degree of
contextualization, whereas others may not.” (p.15). He goes on to suggest four
implications for learners that are equally important for educators in curriculum design:
1) Pay attention to input
2) Pay attention to aspects of input that you are concerned to learn
3) Look for clues as to why native speakers use language as they do. Contrast your language with
native speakers’. Build and test hypotheses.
4) Look at context when clear principles are not apparent.
(Schmidt, 2000: p. 43)
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This more recent data gives support to earlier work in the area of language
awareness in the 1990s. The definition of Language Awareness under which we operate
is one offered by Donmall

“Language Awareness is a person’s sensitivity to and conscious awareness of the nature of
language and its role in human life.”
(Donmall, 1985: p. 7 cited in James & Garret, 1991)

This understanding of the role of consciousness and the scope of language
awareness is the basis for a part of this curriculum. Although a complete description of
Language Awareness is beyond the scope of this paper3 it is important to note a few of its
features particularly relevant to our work.
In the Language Awareness Approach, language itself is considered a viable and
worthy content area of study (James & Garret, 1991). In this way we work toward
content-based instruction through content based instruction except that the content focus
happens to be language. The sequencing of language awareness as content earlier will
provide a foundation of relevance to all future content-based work.
For this reason, a shared metalanguage is necessary. Learners are often unable to
clearly articulate their language needs as Hedge and Gosden (1991) note. This is clearly
troubling if we hope they can become autonomous learners. Metalanguage is already
employed in EAP and writing courses and certainly has a place in other courses but, as
van Lier (1996) cautions; the use of metalanguage should only be introduced so much as
it is necessary for the work being done. Herein lays the difficult balance of deciding what
aspects of language will be studied in Language Awareness and to what depth. For the

3

For a comprehensive description of Language Awareness see van Lier, 1996 and James & Garret, 1991
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trial run of this program, units focusing on lexis, pronunciation, pragmatics and grammar,
have been developed4.
Learner Autonomy
Learner Autonomy has been a widely accepted principle guiding curriculum
design in SLA work. It is a cornerstone of the development of strategies-based instruction
and the establishment of self access learning centers that has been taking place at KUIS
as well as many other institutions. Little (2000) offers the following working definition of
learner autonomy:
“the acceptance of responsibility of one’s own learning: the development of autonomy depends on the
exercise of that responsibility in a never ending effort to understand what one is learning, why one is learning, how one
is learning, and with what degree of success.”
(Little, 2000:11)

Benson (2001) argues that while there are still aspects of the importance of
learner autonomy which are not yet clear, it is a desirable and legitimate goal. Autonomy,
while generally accepted and valued, is difficult to define and operationalize. What is
certain is that it is not a binary matter but has multiple aspects each with different
gradations. Autonomy involves a broad range of constructs which are difficult to measure
but all undoubtedly play a part. These include independence, interdependence, motivation,
ability and choice to name a few. In addition to its unwieldy nature, there have been
criticisms about its role in cultural imperialism and its inappropriateness for non-western
contexts.
In response to this, there have been numerous rebuttals which show examples of
learner autonomy embedded within cultural artifacts of non-western cultures and that
culture should not be equated with nations (e.g., Little, 1999, Benson, 2001). Aoki and
4

see Appendix A for more detail on the contents of these units
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Smith (1999) in looking at the role of autonomy in Japan, suggest that not only has Japan
had individualistic periods historically despite their collectivist image but perhaps more
relevantly, they add that modern Japanese society is at the point of any other
contemporary civilization in which choice and individualism flourish and Learner
Autonomy would not be out of place there. In their experience, as well as ours, Japanese
learners (at a tertiary level) respond positively to tasks designed to develop autonomous
learning (Aoki & Smith, 1999).
Learner Autonomy, in Little’s (2001) definition, is very synchronous with the
goals of Language Awareness; Learners need to consider what, why and how they are
learning. As mentioned earlier, the connection between Learner Autonomy and Language
Awareness has been made by other curriculum developers (van Lier, 1996). What the
principle of Learner Autonomy then requires, is a method for its development. The
various strategy taxonomies of O’Malley et al (1985) and Oxford (1991) provide
different perspectives by which to consider strategies5.
The other important implication for strategies training is that it must be a
deliberate and controlled process for a number of reasons. Firstly, as McDonough (1999)
suggests, there may be a hierarchy of strategies employed by learners of different
proficiency level which he demonstrates with examples in the areas of reading, writing,
vocabulary and listening. The second point involves the transfer of roles or responsibility
to learners. This should be a carefully mediated process, especially in contexts such as
Japan, where education traditionally does not follow models of learner autonomy.

5

These include the conception of direct vs. indirect strategies as well as the distinction between cognitive,
metacognitive and socio-affective strategies.
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Finally, Scharle & Szabo (2000) highlight the importance of sharing information
with the learners. If learners are to accept the transition of responsibility, the curriculum
(and all it entails) must be designed in such a way that the processes and reasons behind
them are made transparent. Again, this clearly demonstrates the strong relationship
between Learner Autonomy and Language Awareness in that all aspects of the processes
of learning language and learning to learn are necessarily on the table for discussion.
As the instruction takes place in English, this curriculum can be viewed as not
only a transition to CBI but a version of CBI in its own right. At this point a brief
introduction to the tenets of CBI and its application in this context is provided.
Content Based Instruction (CBI)
Content-Based Instruction (CBI) has had many guises (Grabe & Stoller, 1997 and
Kasper, 2000) since the emphasis in learning a second language has moved toward
helping learners gain greater proficiency in productive skills rather than the receptive
skills that had earlier been emphasized. CBI is the approach to second language
acquisition that leads learners to employ certain strategies under the framework of
sheltered task-based cooperative learning with the goal of making more actively
autonomous learners – in other words, moving the learning responsibility away from the
teacher and toward the learner (Rosen & Sasser, 1997).
The Use of CBI in the context of Japanese Universities
CBI is one of the main underlying curricular components behind the attempt to
integrate the three courses, Reading, Writing and Freshman English in the IC Department
at KUIS. It is due to CBI’s direct relationship to the use of English as a tool to form the
basis of gaining knowledge of the world through being able to deconstruct (think
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critically about), summarize and form opinions from diverse resources, which suits the
use of CBI with learners in this context.
CBI is widely used in the field of teaching English as a Second Language (ESL)
with migrants who wish to improve their English enough to be able to fully function in
tertiary education6. Within the context of English as a Foreign Language (EFL) at the
tertiary level in Japan, there is no need for most learners to continue on to a university
level English program for students with native level language proficiency; therefore, the
way in which CBI is attempted in Japan must be adapted to suit its specific EFL context.
Murphey (1997) has noted that CBI is becoming more widespread in Japan in tertiary and
some post-secondary institutions, but still meets with resistance because of contextual
considerations and the challenges for non-native speaker teachers to teach courses
entirely in English.
The IC department at KUIS encourages English coursework being carried out
with a communicative language teaching approach. The lecturers who teach in the
medium of English are the brokers of a CBI approach, they have to guide the students
toward an effective transition to less language support.
CBI and its role in improving productive skills
CBI is a way of providing learners with many opportunities to use the four skills
productively. Specifically, to show students that the receptive skills of listening and
reading are the basis of productive skills of speaking and writing. What follows below is
an attempt to show how well CBI is suited to the context of English as a Foreign
Language (EFL), particularly, the IC department of KUIS in the classes where English is
used as a medium of instruction.
6

See Rosenthal in Kasper, 2000
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CBI places equal weight on all four skills. Unfortunately, the typical first year
student in the IC department at KUIS has poor functional English ability and is unused to
working in groups in order to create answers with peers, which is at the heart of content
based instruction7. Students at KUIS, then, in their first year at tertiary level education, as
outlined above, generally, have a poor level of functional English ability, and the
teaching and learning styles they are used to are very different to those which they will
experience in the IC department at KUIS. Therefore, there is a need to bridge the gap
between high school and university teaching and learning styles in order to pave the way
toward more autonomy in the learning process. CBI is directly related to autonomy
because it helps learners to become aware of meta-cognitive strategies (Grabe & Stoller,
1997 and Shaw, 1997: p.269), which help the noticing and internalizing of new patterns
of English use. In all three subject areas in the first year curriculum at KUIS (Reading,
Writing and Freshman English) CBI, in the form of sheltered task-based cooperative
learning, helps learners to pay attention to input and output skills, and move toward
becoming aware of communication breakdowns and solving them with a process of peer
and self-reflection.
The relationship between CBI and Learner Autonomy
CBI as a means of transfer of knowledge at KUIS is introduced on a sliding scale.
In the first year of study, there is greater teacher intervention in the content the students
are instructed in, and a greater emphasis is placed on the concept of noticing in the

7

See Eskey, Grabe and Stoller, Kinsella in Snow & Brinton (1997) also Kasper in Kasper (2000)
who explain in detail the theoretical underpinnings of the methodology of CBI and upon whose
scholarly work it is based notably; Bruner, Cummins, Grabe, Krashen, Slavin, Stevick, Swain,
Vygotstky, Widdowson.
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language learning process i.e. the teaching of strategies to aid students to pay attention to
and reflect on how language is used.
These strategies that aid critical thinking are then employed in the more contentbased second year of the program. We agree with Straight (1997) who advises that input
from the English-language media and other sources of authentic materials be adapted to
the general level and relevancy to the cultural background and needs of the learners. It is
in the third year of the four years8 of study that the learners take the fewest classes with
English as a medium of teaching and have the greatest learning responsibility placed
upon them9. The teacher becomes more of a guide in the process of sharing knowledge
while the learners process the work as they might in a university which has only nativespeakers of English as students. That is to say the students have confidence and can
interact fully within the content area in both social and academic repertoire by:
“..asking for information, requesting clarification, requesting explanations and
examples, interrupting, restating and making suggestions.”
(Kinsella, 1997)

Limitations of CBI
Limitations of CBI are noted in that it pre-supposes a good level of teacher
education. That is to say, a good awareness of how to tailor the content to the context and
level of the learners and to make sure that adequate checks of student comprehension will
prevent coping with the assignments instead of learning from them (Rosen & Sasser,
1997).

8

The students in this context are not required to take any classes taught in the medium of
English in their final year.
9

Kasper in Kasper, 2000 pp.5-7 gives a succinct description of Anderson’s ACT theory where
learners go through a cognitive stage, an associative stage and finally an autonomous stage and
O’Malley and Chamot’s notion of scaffolding - also referred to by others as schemata or
background knowledge.
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Importantly, teachers must tailor the content of the lessons to ensure that learners
succeed in getting the most out of both the content and the instruction. The context here
differs from Sheppard’s (1997) paper on CBI in content ESL but could easily apply to an
EFL setting, he states that CBI should make use of a host of innovative strategies and
methodologies and take into account; “The role of the students’ native languages,
patterns of prior schooling, a mix of conventional and innovative material and portfolio
assessment” (pp. 30-32).
Implications for CBI at KUIS
The learning of English is a complex task. As outlined above, there are a great
many variables with which to contend, however, within the limits of this paper, it has
been contended that content-based instruction, if properly implemented, can aid
improvement in all skill areas.
This is done by giving the students in this context (English-as-a-medium-ofinstruction at the tertiary level in the IC Department at KUIS) a systematic tailored set of
learning materials to help them become aware of critical thinking strategies. These
strategies help learners to build on knowledge gained in different classes. For example,
what may be input in reading class can be output in writing class. What can be heard in
Freshman English can be applied in Writing Class. What was learned about organization
of ideas in Writing class can help in writing a summary in Reading class. All of these
strategies, if linked properly, will build on each other to help the student internalize the
process of learning and the content itself.
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The Curriculum in Action
The curriculum, which has to this point been described in very theoretical terms,
is in its second semester of being piloted at the time of writing. A detailed description of
the curriculum is not within the scope of this document; however, a brief overview will
be given and the reader who is interested in another level of detail will be directed to the
appendix.
The curriculum, as described, operates within 3 separate courses (Freshman
English, Reading and Writing). The Freshman English course is an integrated skills
course which meets 4 days a week for 90 minutes. In this course, the Language
Awareness units are taught in addition to an introductory orientation unit as well as
transitional theme units which follow (and are interspersed among) the Language
Awareness units. In this course, language awareness as content is studied through a
variety of Language Awareness tasks. Students develop their research and presentation
skills through researching authentic text samples or interviewing native speakers. The
various language awareness themes which are studied in this class are followed up and
recycled in the reading and writing courses.
The reading course which meets for 90 minutes twice a week has both an
intensive and an extensive reading component. In the intensive reading component,
students read through a textbook entitled In the English Speaking World (Goodwright &
Olearski, 1998) which traces the spread of English as a global language and focuses on
the countries in which English is used. This content area serves to provide the
introduction to language and basic geography necessary in later, more strictly contentbased courses with less language support. Here, learners are encouraged to practice their
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lexical skills both receptively and productively through tasks designed for students to first
identify and then later use relevant lexical items in reflection on the content. These tasks
require students to make and test hypotheses using the Language Awareness skills
developed in the Freshman English course. Discussions in class, based on themes
introduced in the text, are carried out with a focus on pragmatic elements which receive
focus in the Freshman English course.
The writing course, which meets for 90 minutes twice a week, is intended to build
the academic research and writing skills in preparation for content-based courses in the
second and third years. Again here, the language awareness work carried out in
Freshman English are referred to, applied and further developed in writing academic
essays. These include lexical awareness, pragmatic awareness and grammar. Because of
the special requirements of academic writing, additional language considerations beyond
the ones listed, are highlighted such as audience, purpose and so on. In this way, the
writing teacher may confidently use metalanguage to refer to relevant topics covered in
more detail in other courses but with more emphasis in areas particular to writing.
As for content in writing, learners are given a variety of argument essay topics
with which to develop their writing skills but other writing techniques such as summary
and research are being carried out with direct reference and relation to themes and
content discussed in the reading course. Analysis of samples of authentic writing as well
as the use of concordances and collocation dictionaries are used by learners to develop
and test their hypotheses regarding usage. Later, students are required to document their
own language awareness research conducted in the Freshman English course in written
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form, thereby making a new connection between the writing and Freshman English
courses not only in skills but in content as well.
What has been described is a very brief overview of the basic connections
between these courses. There are a wider variety of tasks and concepts which are
coordinated between these three courses. The interested reader is invited to look at a
more detailed description in the appendix.
Observations of Curriculum in Action
What has been attempted with regard to the curriculum revision and integration in
the IC department at KUIS has been successful to some degree in the terms described
above. That is, the content and language has been revisited between classes. More
rigorous research about its efficacy will be proposed in concrete terms in the conclusion.
As this curriculum is very much a work in progress, the designers who are also
teachers must be reflective and critical of the curriculum. The following represents a list
of what we have identified as requirements for the success of the program as it is now
being implemented but also what we foresee as challenges to improve this curriculum.
Integration requires:
•

Open channels of communication- It is essential that teachers sharing classes and
courses communicate about progress and contingencies encountered in the process.
As the IC department is small, communication is still manageable but requires active
communication from all to be effective.

•

Cooperation and coordination- In communicating about progress, teachers will be
able to finely tune the introduction of various tasks as well as making reference to
skills and content work done in other courses.
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•

Specific attention to sequencing tasks between courses- As stated above, the
sequencing and timing is critical. Building this in to the curriculum is possible but
natural variation must be accounted for and accommodated.

•

Sacrifice of freedom in the syllabus- Teachers must to a certain degree relinquish
control of the syllabus in order to preserve the minute features in sequencing that
effective integration requires.

•

Shared principles and approaches regarding SLA- General agreement on the
principles which guide the curriculum is important for success. This does not exclude
the idea of expansion of guiding principles.

•

Recording Observations- Teachers need to reflect on and record the observations they
make regarding the degree of success of elements of the curriculum

Future challenges:
•

A higher level of integration particularly in the area of content- While skills
integration has been largely successful, more work is needed in providing
opportunities to approach the same content from different classes and using different
skills.

•

Evaluation of learners’ perceptions through focus groups and questionnaire/written
responses- currently a plan has been proposed to administer a questionnaire at the
conclusion of the first semester and conduct focus groups at the end of the academic
year to provide feedback for curriculum modifications.

•

Introducing more flexibility- In response to the requirement that teachers sacrifice
freedom, steps must be taken to preserve the individual strengths which teachers can
offer in their classrooms.
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•

Addressing the issue of responsiveness to learners needs- After learners perceptions
and needs have been elicited, steps must be taken to respond to what has been
expressed

•

Needs Analysis- The perceptions of students, graduates of the program and potential
employers need to be researched to more finely tune program objectives and later
course offerings.

•

Closer intradepartmental communication- At present forums for regular contact
between members of the (English Language Institute) ELI, whose instructors teach
these 3 courses, and the general IC department staff are few and limited to a formal
level. In order for this work to truly be carried “across the curriculum” the
communication requirements observed in the previous section should not be limited
only to the ELI.

Integration in the Curriculum at Kanda University of International Studies and
Rikkyo University, Japan:
Interim report
Defining concepts and mechanisms in the process
As the work in curricular integration develops in the Department of International
Communication (IC) at KUIS and Rikkyo Universities, a number of practical matters
have become illuminated. What has become necessary are language and concepts to
negotiate the development of this initiative as well as the mechanisms by which this
communication can be enacted. What has emerged is a communicative and processdriven curriculum which is always evolving and responding as conditions change and
needs become apparent.
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To begin with, certain terms have become necessary to more clearly deal with various
aspects of the initiative. In order to delineate two equally important efforts of integration
they have been named accordingly. The effort to coordinate the content and skills being
dealt with between courses will from here on be referred to as coordination. The effort to
standardize what is being dealt with in the same course between teachers of the same
course will be referred to as standardization.
In the effort to coordinate and standardize in the overall integration initiative three
mechanisms have been employed. The first is a white board which is being used as the
primary way to inform teachers sharing classes or teaching the same courses of what
others are doing. Secondly, we have both formal and informal meetings to discuss
emerging developments and needs in the curriculum. Third, we use an Electronic Course
Delivery System called Moodle a convenient and accessible forum for teachers to share
their opinions and suggestions on the evolution of the process of integration. These
systems are explained in more detail below:

1) The whiteboard – Used at KUIS
This board is set up as a grid in which all first year classes in the International
Communication Department (English for International Communication (EIC) I, Reading,
Writing) and second year courses (EIC II, Media English) have a space on the vertical
axis. The horizontal axis provides space for the teachers of different sections of these
courses to describe the progress in their classes during the week or plans for the
upcoming week. As the vertical axis and horizontal axis bisect in each square, the content
serves the purposes of standardization and coordination.
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The board is set up in the
office of an IC department teacher
and to be completed by the
various teachers by the end of
each week at which point a digital
photograph is taken and emailed
to the people involved. The
photograph shown here is an
example.

2) Meetings
These range from formal to informal meetings and are the primary way in which real
integration is achieved. The whiteboard serves mainly to support the decisions which are
made in meetings and keep people mutually informed of developments in content and
skills objectives in various classes.
Since the whiteboard is situated in the offices of teachers in the IC department, an
unexpected bi-product has been to increase interaction between teachers and create more
opportunities for informal meetings. Through this ‘water-cooler effect’, named for the
board’s location as one where teachers congregate, a great number of curricular decisions
have been made and contributed to closer coordination and standardization among
teachers.
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3) Electronic Bulletin Board
In hopes of gaining more data about reactions to the integration initiative and also
create a forum within which suggestions could be voiced, an area within the Electronic
Course Delivery System called Moodle (http://www.moodle.org) has been established.
To date, a few topics (threads) have been introduced and participants have been invited to
comment. These topics have ranged from discussing the type of information appropriate
to post on the white board to questions about the overall efficacy of the white board as a
tool for effective integration. There has been varying response and level of participation
but it has yielded some important areas for focus.
Instead, e-mail has proved to be a more freely used alternative venue. There are
voices within the department which feel that Moodle is underutilized and should perhaps
be used exclusively. Others are hesitant to abandon the physical whiteboard because of
its perceived benefits in creating opportunity for face-to-face meetings and real-time
discussions. This is a contentious issue and may require attempting alternative systems.
The three mechanisms in operation and the recorded data provide us with a wealth of
information from which to analyze the evolution of the integration initiative and examine
specific research questions. The following are a list of existing and proposed research
methods and inquiries which will be based on the data accumulated.
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Research methods and data collection
1) Field notes- as this initiative develops, the researchers are maintaining field notes to
be later employed in a narrative description.
2) Moodle bulletin board and email- with the permission of the authors we will
analyze the content of Moodle postings and email related to this initiative to discover
any ‘critical moments’ in the evolution of the curriculum.
3) Whiteboard photos- will be used as a factual record of the type of information which
was shared using this medium.
4) Questionnaire- designed and distributed to students and teachers to illuminate
perceptions, beliefs and attitudes about curricular integration

Research Questions:
We hope to obtain data which will help us to assess the effectiveness of the integration
initiative. Specifically, the research questions we have may include:

1) What are the costs and benefits for those involved?
2) What is at stake in carrying out an initiative like this?
3) What is the role of technology in this process?
4) How can this model be made more effective?
5) Can this design be applied to other contexts?
6) What are students’ perceptions and attitudes with respect to integration? Is it apparent?
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Rikkyo University and Curriculum Design
Every institution where second languages are taught has its reasons for designing
the curriculum in the way that suits the objectives they wish to attain. In an attempt to
compare overall English teaching provision with the hope of drawing conclusions from
anecdotal evidence the design of the English teaching curriculum at Rikkyo University
will be outlined below.
Rikkyo University is one of the oldest universities in Tokyo; it was founded in
1874 by Bishop Williams, an American Christian, to teach English and Bible study. In
the present era, this institution has become one of the most prestigious universities in
Tokyo, with established traditions including many major fields of study apart from
foreign languages. As a result, the entrance examination for this university is fiercely
competitive.
A typical English class consists of students of many different fields, for example,
English Literature, German Literature, French literature, Economics, Law and Religious
studies. From the evidence of learners’ self-introduction forms, they seem to understand
why they are obliged to take English classes. For example, 97% of a sample of 187
students surveyed said they thought English was a useful subject to study. Furthermore
85% said they were more proficient at writing but wanted to improve their speaking
and/or communication skills.
English provision at Rikkyo comes under the umbrella of the Center for General
Curriculum Development, of which, the Language Center (English) is one arm. The
Center is made up of 115 teachers; twenty full-time tenured staff, twenty-five full-time
adjunct lecturers and seventy part-time teachers. First year students have four classes of
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English per week. As a general rule, students are assigned English classes by ability not
major subject of study.
English ability varies widely throughout the student body. The Lower ability
students take the form-focused Language and Culture course which attempts to improve
the fundamental skills of vocabulary and grammar. The ideal student of this course would
acquire a critical, multi-faceted perspective of other cultures, and on the basis of that
understanding be able to express themselves clearly and persuasively.
Higher ability students take the Language and Culture course which promotes
communicative skills. The ideal student would acquire a critical, multi-faceted
perspective on various cultural issues, and furthermore be able to express this in English.
The part-time teachers and full-time adjunct lecturers have practically no input in any
curriculum design modification. This is decided by the full-time tenured staff at faculty
meetings. The tenured staff arrange the curriculum based around the main concepts of:
•

Preparing students for effective communication the global society.

•

Strengthening the ability of students to communicate in English across cultures

This is done with currently published materials, both specifically designed for the course
available and nationally and internationally available textbooks. The resultant situation
for teachers is that the textbook is used to fulfill the criteria laid down in the curriculum
outline and to a lesser degree the teacher would add extra materials designed specifically
with the learners in his/her class in mind i.e. adapted authentic materials which augment
the concept or theme of the unit being taught at the time.
At present although teachers share the same corridor in the same building, there
are several constraints to sharing of information on discussion on how to improve lesson
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structure and integration of disparate teacher-made resources. The following are
comments made on the headings which can be found above sub-section integration
requires. Adding information about the current state of curriculum integration at Rikkyo
University will help the reader see the difference between it and Kanda University of
International Studies’ program. Conclusions on the merits and limitations of the choices
of the two tertiary institutions, as they affect the teaching of English, can then be drawn.
Integration requires:
•

Open channels of communication- It is essential that teachers sharing classes and
courses communicate about progress and contingencies encountered in the process.
The Language Center consists of 25 full-time teaching staff. Each teacher shares a
room with 4 others but as the teaching load is 8 90-minute classes and teachers are
only required to physically be at university for the hours the teach and another 3 hour
slot. Communication between teachers is relegated to ad-hoc encounters and twice
semester meetings. This does not make effective open channels of communication,
which, consequently severely restricts co-operation and coordination. Furthermore,
specific attention to sequencing and timing of tasks between courses cannot be
adequately made due to the same lack of open channels of communication.

•

Sacrifice of freedom in the syllabus- Teachers have relinquished control of the
syllabus. Effective integration is not a realizable target while open channels of
communication between teachers do not exist.

•

Shared principles and approaches regarding SLA- General agreement on the
principles which guide the curriculum is important for success. The curriculum design
takes into account institution and student needs but does not have the main body of
teachers’ (full-time adjunct) input. Therefore, the chance to negotiate a curriculum
that fulfills all three parties in the teaching and learning process does not yet exist.
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•

Recording Observations- Many teachers reflect on and record the observations they
make regarding the degree of success of elements of the lessons they teach. They
publish in in-house, national, or internationally and go to national or international
conferences to publish such findings. However, regarding curriculum design, fulltime adjunct lecturers in the English language Center at Rikkyo university do not
have a ready means to make their observations regarding the lessons they teach
known to their colleagues in a timely manner.

If the body of adjunct English lecturers as a whole agrees with the direction of the above
comments on the need for more integration and standardization and what it requires, an
outline of steps toward better integration of the curriculum as it stands to be inherited is
needed; and is as follows:
1. Improve the openness of channels of communication -Rikkyo University has an
community-access set of web pages, called V-campus chorus, that exist for teachers to
share their course materials, give tests and do surveys amongst other things (this
analogous to Moodle used at Kanda University of International Studies). What is
envisaged is a way to promote standardization of classes by sharing materials and
integrating them into the main body of class time – the textbook in a more-or-less
systematic way (systematic way, in the sense that the teachers using the materials meet
up face-to-face augmenting the on-line medium). It is proposed that groups be set up
using V-campus chorus where teachers can share ideas, materials and comments about
their shared classes.
2. Sacrifice of freedom in the syllabus- Create the process of sharing materials and close
integration of ideas. This will, ultimately, free the teacher from the onerous task of
creating materials independently.
3. Shared principles and approaches regarding SLA- To be able to negotiate changes in
the curriculum with all parties heavily involved in the running of the day-to-day courses.
Content and Skills Integration in Curriculum Development: A Model for Transition to Content-based Instruction:
Stephen Jennings Nicolai Struc

26

4. Recording Observations- Through the use of V-Campus chorus enabling the uploading
of:
Hints and pitfalls
Materials augmenting the textbook or stand alone materials
Project ideas
Complaints … etc

Differences between KUIS and Rikkyo
Indeed the two institutions are very different! This will have a great effect on how a
curriculum can be developed and integrated
Kanda University of International Studies

Rikkyo University

18 years old

126 years old

Becoming well known

Established firmly within the top 10
universities in Japan

Language teachers all in one corridor

Language teachers all in one corridor

Teachers required to work 9 – 5, Monday to
Friday

Teachers work when classes are
scheduled, over four days a week

Outside consultant of international renown
visits twice yearly

Faculty development seminar twice
yearly

Contract teachers design and implement the
curriculum

Tenured staff teachers design and
implement the curriculum

Meetings concerning materials and/or
curriculum design held bi-weekly and ad-hoc

Meetings concerning materials and/or
curriculum design held infrequently

Teachers teach the same students for one
school year

Teachers teach students for one semester
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Conclusion
In conclusion, what has been presented is a description of the principles
underlying the curriculum revision, a brief summary of how this is being implemented at
one institution as well as a discussion of observations of the practitioner / researchers
involved. The combination of the approaches of Learner Autonomy, Language
Awareness, Content-based instruction and integration and coordination of these among
classes appears appropriate in preparing learners for the second and third year contentbased courses; however, any statements about its effectiveness will have to wait until data
can be more carefully analyzed. What is apparent is that curricular integration is
occurring to some degree at one institution (KUIS) as the result of a concerted initiative
and a context which allows for it to thrive. On the other hand, the context of a second
institution (Rikkyo University) presents different challenges to integration which can be
met partially through using the model described in this paper while finding other
appropriate mechanisms.
This paper closes with recognition of the need to systematize integration and carry
out research in the areas of needs analysis, students’ perceptions and general curriculum
evaluation. As the practice and research develops, it will be interesting to revisit the paths
these two institutions have taken in their unique contexts to reach the common goal of
integration.
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Appendix A: Detailed description of integrated coursework
Freshman English Course
Language Awareness Units
In addition to a general orientation unit, the first semester of this course is currently piloting what
can be called ‘Language Awareness’ units. The second semester returns to the original format
which consists of theme-based units which provide opportunities to further develop skills dealt
with in the first semester.
Orientation unit – This unit provides opportunities for the learners to take account of their
previous learning experiences as well as to become familiar with the concepts of
independent and active learning. Some of the important highlights are:
o
o

o

Student generated class profile data- Students survey each other on a range of
questions relating to learning experiences, learning styles and their own
assessment of their strong and weak points
SALC orientation- during the first unit, students undergo an orientation to the Self
Access Learning Centre. This centre provides varying degrees of controlled
learning resources which are to be accessed independently. Students research
an area in more depth and present their findings.
Speaking Journals- Students are asked to keep a log of conversations in L2 they
have had. They have the option to record the conversation as well. In the journal,
they are asked to summarize the content of the conversation as well as note any
aspects of language use they noticed in the conversation. Finally, they are asked
to consider what aspects of the communication were problematic and then
propose a self-directed plan (possibly through access of SALC resources) to deal
with areas identified. Follow-up work asks them to reflect and evaluate the level
of success in their plan.

Vocabulary Unit-This is the first of the Language awareness units and begins with
developing dictionary skills as well as introducing basic metalanguage such as the parts
of speech and concepts such as collocation.
o
o
o

Lexical Notebooks- in this unit, students begin a lexical notebook which is
intended as more than a vocabulary notebook but rather a personal reference for
use in all 3 courses
Language Awareness- Students are introduced to resources which can provide
more depth in researching and understanding language usage (e.g. learner
dictionaries, collocation dictionaries, corpora and concordances)
Research project- The unit concludes with a demonstration of their
understanding of these concepts and their ability to access resources by taking a
lexical item from any context, researching it and ‘teaching’ this to their peers.

Pronunciation Unit- This unit again introduces basic linguistic concepts relevant for
discussing elements of pronunciation at segmental and suprasegmental levels.
o Self-evaluation/diagnosis- By recording some predetermined passages, students
can gain awareness and reflect on their individual pronunciation problems.
o Reading Aloud- In order to grasp suprasegmental features of pronunciation (e.g.
thought groups, intonation, and sentence stress) students practice reading aloud
which is a skill later reinforced in reading and writing courses.
o Basic Linguistic content- Place of articulation and description of phonemes is
later linked to discussion of variation in pronunciation in World Englishes unit in
second semester
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o
o

Guided Awareness & Noticing- Students are encouraged but not required to
focus on elements of pronunciation in their speaking journal
Research Project- In this unit the research project requires students to analyze a
piece of spoken text and mark it in terms of how more natural and native-like
patterns of pronunciation would apply.

Pragmatics and conversation Management Unit- This unit provides students with an
opportunity to consider factors such as formality and context in deciding how things are
said and issues of appropriateness.
o Language Awareness- Analysis of different text, genre etc. in order to recognize
that language changes based on social factors (context, formality, genre, etc.)
o Communicative Classroom Language- Functions of language such as
introducing topics, changing topics, interrupting, disagreeing etc. are important
for in-class (and out of class) discussions.
o Constructive feedback- Students look at language which can be used in peer
feedback situations (e.g. writing, presentations, etc.)
o Conversation Management- Functions such as introducing topics, changing
topics, ending a conversation can be practiced in the ELI lounge.
o Writing- Students will look at differences between written and spoken language in
order to identify language patterns associated with each.
o Research Project- This unit concludes with students researching a particular
context or situation and interviewing native speakers about what language they
would use
Theme-based units- The units which comprise the second semester courses each focus
on a particular theme such as travel, advertising and world Englishes. These units will
focus on the content but provided sheltered instruction (i.e., simplified language and
scaffolding to access authentic text. Students will be expected to refer to and utilize skills
they have developed in the first semester language awareness units as well as begin
drawing upon the reading and writing skills developed in those respective courses.
Reading course
Intensive reading component
In the English Speaking World (1996) Macmillan: is the textbook used which has
chapters focused on different geographical areas. Key vocabulary is recycled through this
text. This provides background information necessary for second year courses (Media
English, Sophomore English)
The intensive reading component provides additional material which provides explicit
opportunities for the following:
o Vocabulary research- using dictionary skills (e.g., finding derivatives or roots,
morphological analysis, collocations, lexical chunking, pronunciation)
o Strategy development- During the pre and during reading phases, students work
on brainstorming background knowledge and developing questions and
hypotheses based on cues in the text.
o Critical thinking- students begin by answering and asking questions based on
content of text and then go beyond the content to draw inferences and find
issues relevant to their lives
o Academic writing, communications technology skills – students are directed to
internet sites and other references to do independent additional research from
which in some cases work in writing courses will be built.
o Recycling and reflection- summative, reflective and comparative writing
assignments are an option for follow up in the writing course
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o
o

Pronunciation- Pronunciation at the segmental level is practiced through reading
aloud as rounding off work in order to recycle pronunciation work, as well as
demonstrate comprehension of meaning in text
Pragmatics and Conversation Management- Through guided discussions of
content, drawing implications and identifying issues raised in the text, students
are encouraged to work on skills such as interrupting, asking for clarification etc.

Extensive reading component
The Oxford Bookworm series of Graded readers are provided in the University library (as
well as the SALC) for student access.
The extensive reading component mainly provides opportunities to do more regular
reading and develop patterns of reading for pleasure. Its objectives are more implicit in
comparison to the intensive reading component.
o Comprehensible input- through the graded readers system, students can make
choices about appropriate levels of difficulty for themselves.
o Self-regulation, management of learning, transition- the book itself and the level
of difficulty are left to the discretion of students. While some guidance is provided,
students are largely encouraged to make these decisions on their own.
o Recycling and reflection- summative, reflective and comparative writing
assignments are an option for follow up in the writing course.
Writing Course
The writing course in the IC department is designed to provide basic academic writing skills which
include writing short, timed essays to longer, researched multi-draft essays
•
•
•
•
•
•
•
•
•

•

Peer feedback- Developing critical evaluation skills is done both independently as well as
interdependently. Students use checklists to give feedback on their peers’ written work.
Pragmatics- Peer feedback is also provided through spoken as well as written feedback.
Students are provided with language suitable (e.g. The use of modals) for providing
constructive feedback.
Vocabulary work- The work in the vocabulary unit in Freshman English is reinforced with
reference to important elements such as word forms, usage and collocation in the editing
process.
Lexical Notebook- As in other courses, the lexical notebook is particularly important for
students to record lexical items important to writing such as transitions.
Recycling of content- The content introduced in the reading course provides the basis for
some of the writing assignments. (Biography of historical figures, comparison of countries,
comparison of book and film, book reviews, summaries)
Use of Corpora and Concordances- Students are directed to concordances in order to
check patterns of usage and provide models and basis for research.
Pronunciation- As one method of presenting writing (and focusing on meaning), students
read aloud their essays to peers.
Critical Thinking Skills- Academic argument patterns of assertions and support are
developed before writing begins on academic argument essays. This also provides a link
to the third year debate course.
Research skills- Students are required to use at first immediately available sources (e.g.,
the reading textbook) and later other materials including electronic sources in support of
their writing theses.
Writing Guide- A department wide writing guide has been produced and distributed to all
IC majors at the beginning of this academic year. It summarizes the skills and
conventions (a simplified version of APA format) in order to standardize departmental
writing expectations.
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both ESL and EFL students.
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Abstract
The following paper outlines the theory and application of a lexis focussed, themebased textbook which uses clips of unscripted native speaker dialogue and interview.
The purpose of the paper is to draw the readers’ attention to the theoretical concepts of
language awareness, learner autonomy and, particularly the noticing of lexical chunks
of language and how this can promote the continuation of learning outside the
classroom. In the real world in the English as a second language (ESL) context or as a
starting point to gain competence of the system of English in the English as a foreign
language (EFL ) context.
Introduction
Many scholars believe that it is very important to have undiluted native speaker
dialogue for language learners (followers of the Natural Approach and the Lexical
Approach). Vocabulary acquisition for students of a second or foreign language is very
important but more importantly learning words and their collocates in situ from
naturally occurring language (see, for example Sinclair a 1991) is a great way for
students of English in the EFL environment to have the access to language that learners
living in an English-speaking environment take for granted.
To that end, if a life-long view of learning is taken, learners must, we believe, be shown
that that every language builds formulaic expressions for ease of. By definition, these
expressions appear in language, more than just by chance, and, if attended to in the
classroom can be furthered in autonomous settings outside the formal learning

environment (while watching movies, reading books or talking with English speaking
friends).
However, there are problems (for both teacher and learner) with becoming aware of
language by noticing the difference between the learners’ own and the target language.
For example, Krashen’s Input Hypothesis states that for learners to get valuable learning
chances from the lesson the input they receive must be structured so they can attend to
the form and the content and they must have sufficient control over the language to do
this. Moreover, according to Vygotsky’s (see for example, Lantolf and Appel, 1994)
theory of the Zone of Proximal development, (ZPD theory) by working with language
of the correct level for the student their language will improve with interaction with the
text, peers and the teacher. Thus, we can see there is a struggle to make un-rehearsed,
native speed English accessible to lower level learners.
Another learner need stems from the type of English lesson the learner is familiar with.
The authors currently work in Japan (and other cultures with a “traditional” mode of
lesson input) where, of course, the typical learning style needs to be borne in mind. To
wit, an adult Japanese learner has generally gone through the high school English
language learning system. This system, is generally acknowledged to put high emphasis
on the learning of exam taking technique and prizes receptive rather than productive
skills. As a result, the inability for adult learners under such constraints to achieve realtime language processing for listening or speaking, is apparent. Students with this
learning background tend to feel happier with very structured, teacher-centred input.
The lesson content, then, must reflect student learning styles. The material we wish to
outline in our workshop, then, has sound pedagogical underpinnings, it combines
awareness of language and motivation to learn from targeted themes (see, for example,

Dornyei and Schmidt, 2002) it takes into account current best practice on vocabulary
building with use of collocations and reflects the culture of where the learning takes
place. Taking into account the caveat of making the video clips accessible to lower level
learners, our workshop will help attendees to see the value of using DVD clips of
unscripted native-speaker dialogue. In addition, not only will we show how such clips
hope to build real advances in spoken vocabulary, listening, productive discussion and
autonomy for learning outside of the classroom, we also hope to stimulate discussion
with our innovative instruction techniques and provide a forum for debate, meaningful
and practical exchanges of ideas.
Content-based for ESL and/or EFL (The difference between EFL and ESL)
The DVD textbook will take into account the amount of English they have access to.
English learners in Japan, for example, live in an EFL environment where opportunities
for input, abundant in ESL contexts, are scarce. It follows, naturally, that in Japan
opportunities for noticing, intake and restructuring are equally limited, and that the
amount of practice required for automatisation is almost impossible to provide or find.
Nevertheless, many institutions continue to use materials (such as the majority of
commercially available textbooks) which do not take into account the needs of those
who learn English in EFL conditions (Falkus and Jennings 2004). According to Brinton,
Snow and Wesche (2003), theme-based instruction (using the content as a vehicle to
teach English based on topics or themes) ‘enjoys wide popularity in today’s ESL
curricula …and are applicable across proficiency levels – from beginner to advanced’.
When describing a program in the EFL context, the authors describe principles on
which successful theme-based instruction is based.
1) Theme and content (specified in terms of communicative goals) are of primary importance

2) The language exercises are derived from the text rather than imposed on it
3) The texts are authentic – they have been produced for and by native speakers of English; in other
words , they have not been simplified for pedagogical purposes
(Brinton, Snow and Wesche 2003: p. 34)

The DVD clips and content of the book are interpreted by the teacher who facilitates the
learning that takes place in the classroom. This is done by bearing in mind the concepts
1, 2 and 3 above and of Language Awareness, Learner Autonomy and research done on
content-based courses.
Language Awareness
The reason to focus on a holistic or contextualised view of language comes from the
Language Awareness approach or movement, as it has been variously called, which
provides chances for learners to gain more knowledge about learning strategies; namely,
intention, attention, noticing and understanding. Schmidt suggests four implications for
learners that are equally important for educators:
1) Pay attention to input
2) Pay attention to aspects of input that you are concerned to learn
3) Look for clues as to why native speakers use language as they do. Contrast your language with
native speakers’. Build and test hypotheses.
4) Look at context when clear principles are not apparent.
(Schmidt, 2000: p. 43)

Native-speaker monologues are, by their own definition, difficult to access for a
typical freshman student in the EFL context, for this reason, a s framework of language
that enables learners to analyse how the lexis itself is arranged is necessary. Learners
are often unable to clearly articulate their language needs as Hedge and Gosden (1991)
note, this is clearly troubling if we hope they will be able to take what they have learned
and apply such knowledge in the real world if an ESL student or to help notice the

difference between their developing system (see Van Patten 1996) of English and how a
native speaker controls his/her language.
Learner Autonomy
Learner Autonomy has been a widely accepted principle guiding design in
second language acquisition (SLA) courses. Allowing a learner the ability to be able to
take control to some degree of their own learning has gained currency in many language
institutions throughout the world. Little (2000) offers the following working definition
of learner autonomy:
“the acceptance of responsibility of one’s own learning: the development of autonomy depends on the
exercise of that responsibility in a never ending effort to understand what one is learning, why one is learning, how
one is learning, and with what degree of success.”
(Little, 2000:11)

What the principle of Learner Autonomy then requires, is a method for its
development. The various strategy taxonomies of O’Malley et al (1985) and Oxford
(1991) provide different perspectives by which to consider strategies1.
Finally, as the instruction takes place in English, this book’s themes can be
viewed as content-based instruction (CBI) for beginning tertiary students in the EFL
context and a way to bridge the gap between what a learner can accurately receive and
produce in the ESL context. It is not only that though, as it also has the inherent
paradigms of language awareness and learner autonomy at its core and is not just
content for “fun”. At this point a brief introduction to the tenets of CBI and its
application in this context is provided.
Content-Based Instruction (CBI)

1

These include the conception of direct vs. indirect strategies as well as the distinction between cognitive,
metacognitive and socio-affective strategies.

Content-Based Instruction (CBI) has had many guises (Grabe & Stoller, 1997
and Kasper, 2000) since the emphasis in learning a second language has moved toward
helping learners gain greater proficiency in productive skills rather than the receptive
skills that had earlier been emphasized in other methods or approaches (for a critical
approach to these approaches see Lewis: 1993). CBI is the approach to second language
acquisition that leads learners to employ certain strategies under the framework of
sheltered task-based cooperative learning with the goal of making more actively
autonomous learners – in other words, moving the learning responsibility away from the
teacher and toward the learner (Rosen & Sasser: 1997). It is, thus, a sound framework
on which to base a group of themed modular clips of native speaker dialogue.
The Use of CBI in the context of Japanese Universities
CBI is one of the main underlying curricular components behind the use of
authentic theme-based content into a textbook in a structured, integrated manner. It is
due to CBI’s direct relationship to the use of English as a tool to form the basis of
gaining knowledge of the world. It helps learners become better able to think critically
about, summarize and form opinions from diverse resources. It is this type of structured
input which suits the use of CBI with learners in the setting of tertiary EFL teaching in
Japan and/or other countries with a similar “traditional” approach to the learning of
English at the secondary level.
CBI is widely used in the field of teaching English as a Second Language (ESL) with
migrants who wish to improve their English enough to be able to fully function in
tertiary education2. Within the context of English as a Foreign Language (EFL) at the
tertiary level in Japan, most learners do not continue on to a study in an ESL setting
2

See Rosenthal in Kasper, 2000 and Mohan, Leung & Davison (2001)

where they would have to keep up with students with native level language proficiency;
therefore, the way in which CBI is attempted in Japan, or any other context, must be
adapted to suit its specific EFL context. The inductive based approach to helping
learners become more aware of infelicitous attempts at communication is part of will be
very different from the traditional approach to the learning of English the vast majority
of Japanese university students have undergone. As a result many Japanese EFL
learners may feel task based communicative learning to be “Chaotic, unproductive an
unpleasant”. Such tasks have to be well structured to avoid this (quote this).
The aim of the workshop presented at the Hawaii international conference on
Education is to encourage English coursework to be carried out with a communicative
language teaching approach. The lesson templates outlined are to give a framework on
which to allow the teacher to be a broker of the CBI approach. The lessons they will
design will guide the students toward an effective transition to less language support by
making them more aware of language and as a result gain control giving students
greater resources to automatise and produce more accurate language.
CBI and its role in improving productive skills
CBI places equal weight on all four skills. Unfortunately, the typical first year
student in an institution of higher education in Japan or any other country which has a
secondary education system skewed to traditional types of second language English
education produces university level entry learners with poor functional English ability.
Moreover, the Japanese system produces learners who are unused to working in groups
in order to create answers with peers (see that work on Japanese students in ESL

settings), which is at the heart of content-based instruction3. Students in Japan, then, in
their first year at tertiary level education, as outlined above, generally, have a poor level
of functional English ability, and the teaching and learning styles they may be used to,
are very different to those which are outlined in the conference workshop template.
Therefore, there is a need to bridge the gap between high school and university teaching
and learning styles in order to pave the way toward more autonomy in the learning
process. CBI is directly related to autonomy because it helps learners to become aware
of meta-cognitive strategies (Grabe & Stoller, 1997 and Shaw, 1997: p.269), which help
the noticing and internalizing (automatising) of new patterns of English use. The use of
native-speaker theme-based interviews and dialogues on DVD produces a form of CBI,
in the form of sheltered task-based cooperative learning, which helps learners to pay
attention to input and output skills, and move toward becoming aware of how lexical
units of language (phrases of two or more words) are used by native speakers.
The relationship between CBI and Learner Autonomy
CBI as a means of transfer of knowledge and it follows that there will often be a
need for teacher intervention and support to a greater or lesser extent than what may be
found in the teachers’ book. In other words, a greater emphasis will have to be placed
on the concept of noticing in the language learning process i.e. the teaching of strategies
to aid students to pay attention to and reflect on how language is used.
These strategies that aid critical thinking are employed with the lessons devised
and outlined in the workshop. We agree with Straight (1997) who advises that input

3

See Eskey, Grabe and Stoller, Kinsella in Snow & Brinton (1997) also Kasper in Kasper (2000)
who explain in detail the theoretical underpinnings of the methodology of CBI and upon whose
scholarly work it is based notably; Bruner, Cummins, Grabe, Krashen, Slavin, Stevick, Swain,
Vygotstky, Widdowson.

from the English-language media and other sources of authentic materials be adapted to
the general level and relevancy to the cultural background and needs of the learners.
Eventually, the teacher would become more of a guide in the process of sharing
knowledge while the learners process the work as they might in a university which has
only native-speakers of English as students. That is to say, the students will gain more
confidence and will be able to interact fully within the content area in both social and
academic repertoire by:
“..asking for information, requesting clarification, requesting explanations and
examples, interrupting, restating and making suggestions.”
(Kinsella, 1997)

Implications for CBI and the theme-based approach shown in the workshop
The learning of English is a complex task. As outlined above, there are a great
many variables with which to contend, however, within the limits of this paper, it has
been contended that content-based instruction, if properly implemented, can aid
improvement in all skill areas.
This is done by giving English learners in either the EFL or ESL context a
modular (for a good example of a modularised curriculum see Candlin in Snow, Brinton
and Wesche: 2003) set of learning materials to help them become aware of critical
thinking strategies. These strategies help learners to build on knowledge that can be put
to use in different classes, for example, what may be input in reading class can be
output in writing class. All of these strategies, if linked properly, will build on each
other to help the student internalize the process of learning and the content itself.
Lexis-based not Grammar-based
As mentioned in the list of principles outlining a theme-based English teaching program
in the EFL context, i.e. that, ‘The language exercises are derived from the text rather
than imposed on it’ Widdowson (1996: p. 53) writes that ‘it is generally assumed is that

main concern [semantics – the study of meaning] is the meanings of words as lexical
items’. That is the say the way words are ordered i.e. the patterning of words in a
sentence. There can be meanings encoded in words – words with more than one
meaning – phrasal verbs, words and phrases.
Longer phrases are termed ‘lexical items’ and can come as large clusters of words e.g.
“(he’s) gone and done it again” these are formulaic phrases and are complete units of
meaning – known as single lexical items. Widdowson adds that they are compounds of
words not combinations of words i.e. they cannot be grammaticalised. A main difficulty
for the learners of second languages is that they do not have a firm grip on one of the
most common types of phrase, collocations. Collocation is defined by Halliday, Teubert,
Yallop and Cermakova (2004) as ‘the habitual meaningful co-occurrence of two or
more words in close proximity to each other; as a lexical relationship’. An example
could be the word “problem” a native or proficient speaker of English would be able to
collocate this word with “serious”, where speakers of other languages may have
difficulty in finding the most suitable word due to interference from their own mother
tongue.
It is the relationships between the compounds or phrases their malleability and the
meaning given to the phrase and how it is most usually arranged that makes the
language to be learned a complex web of connections. It is this complex arrangement
that needs to made sense out of for the learner. From a chaotic jumble learners need to
be shown a method of noticing these habitual co-occurrences (patterns).
Corpus Linguistics
The workshop will outline a template for a lesson in which lexical chunks are
critically analysed by students in an inductive way. In other words, set phrases or

patterns of words are noticed and reflected upon with an attempt to show students how
to analyse language, build vocabulary and, through a process of reflection and
productive use, automatise both the skill of noticing contextualised lexis (chunks of
meaningful language) and its use. It is human nature to forget anything that is not used,
therefore, especially in the EFL context, there is a need for post-lesson tasks to reinforce
language which has gone through the input stage but has not been accepted as part of
the learners own repertoire of English. Consequently, there is a need for students to
have access to searchable data on the language they have had access to in the units
studied. This is done by using a corpus of the spoken text of the native speakers on the
DVD. A corpus is defined as ‘a collection of naturally language texts in electronic form,
often compiled by according to specific design criteria and typically containing many
millions of words’ (Halliday et al: p.168).
An extremely important way that learners can get access to information about
English is through the Internet. Unfortunately, the Internet is analogous to a large city,
and to navigate safely through all of the information on offer; with its one way streets,
dead ends and all of its other diversions takes a skilled information broker for teacher. It
stands to reason, like anyone, a learner will need guidance about where to find
appropriate information at the correct level to be able to learn from it. Large corpora of
English written and spoken English exist, where a skilled learner can make use of lists
of contextualised vocabulary. The way in which learners are shown how to use a corpus
and the actual analysis of text; to promote autonomous learning through a guided
analysis of lexical items; and through being helped to notice certain language “patterns”,
will be outlined below.

One of the main reasons for using corpora as a way to promote this type of learning in
the both the ESL and EFL contexts is that ‘bilingual dictionaries do not record …
complex units of meaning in a methodical way … that is why they do not help us to
translate into a language we are not familiar with’ Teubert, and Cermakova in Halliday
et al: p. 123) because a user is left with far too many words to choose from. This may be
because a word in one language may have a wider or narrower semantic meaning or
describe a concept for which there is no word in the target language - dictionaries base
their headwords on just that “words” rather than on the senses of words when they are
put together by native speakers in “real” English, that is to say, authentic speaking or
text. So when they are looked up the student of a foreign or second language may still
not be sure of how the word is used (Yallop in Halliday et al). After training, learners
could find out for themselves where a pattern of English usage is uttered if they are not
sure how to use a particular phrase the student can look up the word in a corpus. Most
likely with teacher intervention e.g. a piece of writing may be pointed to by use of an
underline and a short annotated reason for the error. The student then may search
through the corpus to get examples of how the word is most usually said in a sentence,
changing the original after noticing the difference between their own work and that of a
native speaker. That is why a corpus of the spoken material on the DVD is planned.
The learner would then have gone through a process of critical thinking from an error
that was made by themselves, from a piece of writing that they produced from a
homework on a DVD with high motivation. The student then would be using English at
his or her level or just beyond if they made an error. Through this process of noticing,
thinking critically, use of corpus examples and re-casting i.e. re-writing the paper, the
learner is on the way to becoming more aware of language and how to solve errors in an

autonomous way. If this process can be continued, it follows, that a learner will be able
to build on his/her level and gain a better level of control of his/her English thereby a
larger repertoire of accurate English. They will become more proficient writers and
speakers. They will attain more accurate English causing less miscommunication.
Conclusion
The workshop is an attempt to show the sound theoretical underpinnings which lay
beneath the reasons for producing a DVD of theme-based native speaker dialogue. To
that end, the concepts of language awareness, learner autonomy and content-based
instruction have been outlined. Moreover, how corpus linguistics and focussing on lexis
instead of form is a worthy manner of instruction. Of paramount importance is the
context of the learning and teaching environment. This context is limiting, however, we
believe the concept and application of the workshop activities will show participants
that there is a way to bridge this gap and remain relevant and motivating for students in
both the ESL and EFL environments.
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Abstract
Educators must treat students according to their individual needs and adhere to
professional ethics in treating all students equitably. Federal, state and local laws
regulating educational institutions attempt to use people’s rights and responsibilities to
each other as the basis for defining fairness. By knowing the four amendments - the first,
fourth, eighth and fourteenth - used in school litigation, administrators will ensure that
their schools as arms of the state are well-equipped to prepare and protect their students.
By knowing the rights of all of the stakeholders and appropriately enforcing district, state
and federal policies, administrators can ensure that their schools function responsibly.
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Legal Aspects of Education – Amendments used in Litigation
School administrators are responsible for students’ academic success and
accountable for enforcing the legal and ethical aspects of the teaching profession. It is
imperative that administrators assist teachers in understanding their legal responsibilities
to the students under their supervision and that they serve in loco parentis by “using the
same judgment and care as parents in protecting the children under their supervision”
(Kauchak & Eggen, 2005, p.322). This requires that teachers treat students as individuals
and maintain professional ethics in treating them equitably.
Federal, state and local laws regulating education attempt to use people’s rights
and responsibilities to each other as the basis for defining fairness (Kauchak & Eggen,
2005). Through Constitutional amendments and Congressional laws, the federal
government plays a central role in defining the rights and responsibilities of teachers and
students. Although there are many federal and state statutes cited in educational litigation,
the amendments discussed in this article are the first, fourth, eighth and fourteenth
(Alexander & Alexander, 1985; U.S. House, n.d.).

The First Amendment – Freedom of Expression
The First Amendment consists of two clauses: establishment and free exercise
that relates to freedom of religion, speech … and the right “to petition the government for
redress of grievances” (U.S. House, n.d., p.1) The Freedom of expression clause protects
the rights of teachers to express themselves in public or school. However, it does not
include the verbal or emotional abuse of students.
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In Pickering v. Board of Education, Pickering wrote a letter criticizing the board
and administration’s bond proposals and expenditures. After being terminated, he sued
the school district. The courts ruled in Pickering’s favor because his letter portrayed facts
accurately and his working relationship with the principal was not damaged. However,
the outcome was different for two Alaskan teachers who disseminated false allegations
about school administrators that caused irrevocable damage to their working relationship
and environment.
Although freedom of speech is protected by the First Amendment, academic
freedom has limits. Teachers are hired to teach a specific subject. Within this framework,
teachers can choose content standards and instructional materials relevant to their courses
without interference from administrators (Kauchak & Eggen, 2005).
When considering the discussion of controversial topics or the use of
controversial methods, teachers should decide if they fall within the scope of the assigned
curriculum. Academic freedom protects knowledgeable, well-intentioned teachers
working within their assigned responsibilities. In resolving disputes about academic
freedom, the courts consider
•

The age and grade level of the students,

•

The relevancy and length of the questioned material’s use,

•

The existence of board policy governing selection of materials and teaching
technique; and

•

Whether the materials are required or optional. (Ornstein & Levine, 2006, p. 255).
A teacher uncertain about a topic that could involve academic freedom should

confer with the principal or other school administrator about its suitability.
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Fourth Amendment - Search and Seizure
The Fourth Amendment allows administrators to search students if there is reason
to suspect illegal or dangerous items are on the premises (U.S. House, n.d.). In New
Jersey v. T.L.O., two middle school students were asked if they had smoked cigarettes in
the restroom. One student readily admitted that she had. T.L.O. argued that she had not so
the school administrators searched her purse and found not only cigarettes, but drug
paraphernalia and a list titled – People who owe me money. Claiming that her purse was
searched illegally, T.L.O. sued the school district. However, the Supreme Court ruled that
since the teacher had reported smoking in the restroom, the school administrators had
reasonable suspicion to believe the student had cigarettes in her purse and therefore had
the right to search the purse (Alexander & Alexander, 1985; Kauchak & Eggen, 2005).
The case of Doe v. Renfrow involves a drug sniffing dog inappropriately touching
a middle school female student between her legs. Since the dog returned several times to
the student, she was removed from the classroom and strip searched. It was discovered
that on the morning of the search the student had played with her female dog, which was
in heat, and there was a faint scent of the dog on her. The Supreme Court ruled in favor
of the student stating that the strip search was an invasion of her constitutional rights
(Alexander & Alexander, 1985; Ornstein & Levine, 2006).

The Eighth Amendment – Cruel and Unusual Punishment
The Eighth Amendment prohibits cruel and unusual punishment and was
constructed to protect the rights of incarcerated prisoners, not school-age children who
can be protected by other means (U.S. House, n.d.). In Ingraham v. Wright, a student
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received twenty paddle swats because he was too slow in responding to the teacher’s
instruction. As a result of the severity of the paddling, he needed medical treatment. The
Supreme Court ruled that in states that allow corporal punishment, it is not
unconstitutional for teachers to use physical punishment “reasonably necessary” to
discipline a student. But in Ingraham v. Wright, the Court commented on the severity of
the paddling indicating school administrators may be held liable for damages. A lowercourt ruled in Miera v. Garcia that “grossly excessive” corporal punishment may
constitute a violation of students’ due process rights and teachers can be prosecuted
(Alexander & Alexander, 1985; Ornstein & Levine, 2006).
The Fourteenth Amendment – Desegregation, Suspension and Expulsion
The Fourteenth Amendment addresses the issue of school desegregation as well
as the suspension and expulsion of students (U.S. House, n.d.). The amendment states,
“No state shall . . . deprive any person of life, liberty or property, without due process of
law; nor deny to any person within its jurisdiction the “equal protection of the law.”
Litigants must show that a “liberty” or “property” interest is at stake. Liberty interest
involves a person’s good name, reputation, honor or integrity while property interest
arises from legal guarantees granted to tenured employees and students (Alexander &
Alexander, 1985; Ornstein & Levine, 2006).
Due process refers to the use of legal rules and principles that have been
established to protect the rights of the accused. During the probationary contract (3 years)
period, the teacher can be discharged at the end of the contract period for any reason and
without explanation. However, the firing of a tenured teacher, who has a property
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interest, for incompetence requires careful documentation of efforts to help the teacher
improve (Kauchak & Eggen, 2005; Ornstein & Levine, 2006).
Students have a property interest in their education that can not be taken away
“without adherence to the minimum procedures” required by the due process clause. In
Goss v. Lopez, nine Columbus students were given a ten day suspension for misconduct
without due process. The Supreme Court reasoned that since the students had a right to a
public education, their property interest was at stake and they must be afforded a hearing
(Alexander & Alexander, 1985). Suspensions should be used as a last resort. This case
laid the foundation for school districts to develop written policies governing classroom
discipline, corporal punishment, suspensions and expulsions.

Classroom Discipline and Corporal Punishment
Classroom discipline was the issue in a case involving a sixth grader who was
placed in “time out” whenever his behavior became disruptive. While in “time out” the
student was allowed to use the restroom, eat in the cafeteria and attend other classes. His
parents sued, charging that the teacher’s actions deprived their son of his property interest
in receiving a public education, violated his due process rights, and inflicted emotional
distress (Ornstein & Levine, 2006).
The district court determined that the “time out” was to modify the behavior of
disruptive students and to preserve the right to an education for other students in the
classroom. The court ruled in the school district’s favor. However, there are times when
school districts have been found responsible for student injuries.
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Tort Liability and Negligence
Torts are civil wrongs and educators are found guilty of negligence when students
are injured during classes, on the playground or elsewhere if the teacher failed to take
appropriate preventive action (Kauchak & Eggen, 2005; Ornstein & Levine, 2006). In
negligence cases, the important principle is whether the injury could have been foreseen
and prevented.
Teachers are required by law to protect their students from injury or harm not
only on the school premises, but on field trips and extracurricular competitions. Consent
forms for field trips serve two purposes: to inform parents of their students’ whereabouts
and to release the school personnel from liability in case of injury. However, the child
can sue because parents cannot waive a child’s right to sue for damages if an injury
occurs (Alexander & Alexander, 1985).

Educational Litigation Conclusion
Laws and ethical codes provide guidelines for educators to make professional
decisions. Laws specify what administrators must and can do while codes of ethics
provide the guidelines for what they should do. By knowing the four amendments - the
first, fourth, eighth and fourteenth - used in school litigation, administrators will ensure
that their schools are well-equipped to prepare and protect their students. By knowing the
rights of all of the stakeholders and appropriately enforcing district, state and federal
policies, administrators can ensure that their schools function responsibly.
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ABSTRACT
This paper describes the way in which systematic geographies exist within formal and
informal junior high school cultures. These systematic geographies, or the accepted
codes of practice and understandings within a junior high school culture, highlight the
complexity of the social, emotional and academic elements that exist and interact
within junior high school contexts. The perceptions and experiences of two case study
participants are documented as two Australian girls make sense of the dynamic
geographies that they encounter during their first year of junior high school. The case
studies were undertaken over a twelve month period utilising semi-structured
interviews and journal keeping. Importantly, the case studies included parents’
perceptions and understandings of their own child’s experiences as they too made
sense of the changing nature of their child’s educational context. Despite the good
intentions of the school and their capacity to provide formal methods for navigating
the school context, it was evident that a range of informal dynamics were much more
influential in determining the participants’ sense of belonging. Moreover, the case
stories highlight how influential critical incidents beyond the immediate control of the
school, particularly those that occurred within the informal culture of the high school,
impacted upon and affected the individual’s capacity to interpret their own experience
and deal with the academic demands of schooling. The paper challenges educators to
consider the nature of schooling from a student perspective and recognise the
importance of informal cultures upon student experience.
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Child Safety Seat Interventions for Teenage Parents: Education and Training Via
the Classroom
Abstract
Overview/Purpose
Teenagers who become parents have to deal with similar issues as older
parents—children safety issues. The delivery of health education for teenagers
is a tradition is some schools. However, dealing with safety issues for their
children has not been a norm for high school students. Still yet are teenagers
who become babysitters or siblings to younger children that require special
safety measures. One safety measure is ensuring young children are correctly
secured in motor vehicles. The purpose of this proposed research is to
determine the effectiveness and appropriateness of a school-based child safety
seat training program for young parents.
Methods
The methodology of the study will include the administration of surveys to high
schools students to determine their interaction with young children. It will also
query the students on their own use of seat belts and the importance of buckling
up. The results of the survey will be used to tailor a child safety seat education
specifically for teenage parents. The program will be piloted with a group of 2030 teenage parents in a high school in the NW part of Arkansas. The class will
last 5 days and students will be provided with a $20 gift certificate for an
incentive for their participation. In the 5 day class, students will be provided with
education and training skills on how to properly install a child safety seat. The
last day of the 5 day class, students will bring in their cars (other cars will be
provided if students don't drive) and students will be tested on their skill to install
three different types of child safety seats (booster, infant, and convertible) into
the proper place within the cars. A pre-test survey will be given on day 1 and a
post-test survey will be provided 2 months after the program. The survey will
query the program participants on knowledge and skills of child safety seat
installation as well as basic motor vehicle safety skills, perceptions, and
behaviors.
Expected Outcomes
It is expected that students knowledge and skills on child safety seat installation
will increase and their own behaviors toward safety in vehicles will be modified
slightly. There will be a difference in the results for teenage parents and those
who take care of children and those students without caregiver responsibilities for
young children. The benefit of the program in high schools will impact the safety
of young children of the teenage parents as well as modify the students
behaviors toward safety belts.
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An Examination of Risky Sexual and Drug Use Behaviors among
African American College Students
The HIV/AIDS epidemic is a health crisis for African Americans in the United States as
well as South Carolina. The Centers for Disease Control (2003) indicated that African
Americans were the largest group of young people affected by Human Immunodeficiency Virus
(HIV). They accounted for 56% of all HIV infections ever reported among those aged 13-24,
and are located on our college campuses today. Regardless of African American College
student’s level of awareness and knowledge of : Sexually Transmitted Diseases (STDs), Human
Immunodeficiency Virus (HIV), sexual partners’ use of illegal drugs, and practicing safer sex,
they still engage themselves in risky sexual behaviors that could be detrimental to their health.
This study examines the participation in risky sexual and drug use behaviors of a yield
convenient sample of 766 traditional and non-traditional African American undergraduate
students out of 1500 student population from one of eight Historically Black Colleges and
Universities (HBCUs) in South Carolina who were invited to participate in the HIV/AIDS
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Summit in October 2000. Using a validated “Behavioral Risk Questionnaire” from the South
Carolina Department of Health and Environmental Control, it was assumed to be accurate for
assessing the needs of the African American/Minority Communities in prevention techniques as
it relates to STDs/HIV.
Chi-square was used to determine the relationship among various collegiate
classifications, gender, age, and sexuality groups and their participation in risky sexual
behaviors, use of drugs, knowledge of sexual partner’s use of drugs, and knowledge about being
tested or diagnosed with a Sexually Transmitted Disease or Human Immuno-deficiency Virus.
Results indicated significant correlations among classification of students and knowledge
of sexual partners’ drug use, participation in sexual intercourse, awareness of community and
collegiate organizations providing HIV/AIDS prevention services; gender and use of illegal
drugs, knowledge of sexual partners’ drug use, participation in trading money, gifts or drugs for
sex, unwanted sex, number of sexual partners, thoughts about being infected with an STD,
awareness of community and collegiate organizations providing HIV/AIDS prevention services;
Age and knowledge of sexual partners drug use, participation in trading money, gifts or drugs for
sex, unwanted sex, awareness of community and collegiate organizations providing HIV/AIDS
prevention services; Sexuality and use of illegal drugs, sharing of same needle, knowledge of
sexual partners’ drug use, participation in trading money, gifts or drugs for sex, unwanted sex,
assurance of using a condom each time when having sex, thoughts about being infected with an
STD, diagnosed with HIV, and awareness of collegiate organizations providing HIV/AIDS
prevention services.
Implications for further research suggest probing further into the background of the
African American students prior to attending college and identifying the community and
collegiate organizations that provide HIV/AIDS prevention services, including testing for HIV.
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Literacy Center Stations: Are they practical for English Language
Learners?
This study employed an ethnographic design in order to gain an
understanding regarding first grade English Language Learners’ (ELLs) social
and literacy interactions during literacy center stations. The study took place in
first grade, South Florida classroom during the ninety minute literacy block. The
literacy block included student instruction in three settings: teacher-led/wholegroup, teacher-led/guided groups, and independent student literacy stations.
The participants included four English Language Learners, two Hispanic
and two Haitian Creole. The majority of data collection occurred over the length
of eight weeks, with the collection of artifacts and informal observations taking
place during the entire academic year. Data were collected during the ninety
minute literacy block using a student audiotape vest, video camera, student
artifacts, teacher interviews, observation notes, a reflexive journal, and home
visits. The video and audio tape transcriptions, coupled with the other data,
created a vivid and detailed picture of what these four ELLs experienced while
working in literacy stations in a regular education classroom.
The data were analyzed using a systematic approach that included
transcriptions, a reflexive journal, and several sociograms. Complete transcripts
were made from interviews, audiotapes, observation notes, and home
visits/parent meetings. The videotapes were watched and observation notes
were written. These notes, and the classroom teacher’s comments regarding
them, were also transcribed for analysis. This process, coupled with student
artifacts collected weekly, provided rich data on the four ELLs and their

classroom. The reflexive journal kept an ongoing account of any patterns or
categories and forced the researcher to be alert to differentiating between an
observable fact and an emerging theory.
Sociograms were also utilized in order to depict a pattern for each of the
four children. The purpose of the sociogram was to track student interactions by
keeping a record of whom each child interacted with, what type of interaction was
occurring, and the location of the interactions. This organizational process was
completed in two phases. First, each child’s social and academic interactions
with teacher(s) were noted and then each child’s social and academic
interactions with his/her peers were noted. One interaction was marked for each
time the ELL entered into the discussion. The sociograms turned the qualitative
student interactions into quantitative data, thus allowing the researcher to use bar
and line graphs to better comprehend the interaction patterns.
In order to increase validity, this study employed the use of a reflexive
journal. This constant memoing process allowed data analysis to begin at the
onset of the study and created a vehicle for the researcher to separate ongoing
facts and emerging theories. Triangulation of data sources and member checks
were also employed. The classroom teacher and the school’s English-as-asecond-language (ESL) coordinator were regularly consulted about the patterns
emerging from the data. The school’s language facilitators were also consulted
regarding the transcriptions of the home visits. Rich data, in the form of audio
and video transcripts, and quasi-statistics used to create the sociograms also
increased the credibility of this investigation.

This investigation revealed three important findings: 1) The students’
home culture drastically affects the children’s educational experiences, 2)
Literacy center stations do not increase English language learners’ academic
language and 3) Literacy center stations do not provide an effective environment
for English language learners to increase their understanding of literacy.
All four children’s interaction patterns were dramatically influenced by their
home environments, which in turn affected their language and literacy growth.
More specifically, the child’s family arrangement, the amount of adult guidance,
the structure of the home, and the role and support of education in each of the
families all contributed to how each child adapted and interacted during the
literacy block setting. However, even though each child interacted differently with
his/her peers and teachers, all four participants did not interact or create work
that demonstrated an increase in their literacy understanding or ability to learn
and use new academic language.
The literacy center setting was created in order to allow teachers to meet
with small guided groups; however, the time the children work independently in
literacy centers greatly outweighed the time they were able to meet with the
teacher. In fact, the children spent an average of 40 minutes working
independently in literacy center stations and only 20 minutes working with the
teacher in a small guided group. Forty minutes a day, times five days a week,
times the intensive data collection period of eight weeks equals 1,600 minutes
the children spent avoiding literacy work, talking about their school supplies,
arguing with each other, or worse yet, completely silent. One participant, Wally,

was almost completely silent, and Raul, another ELL who was not one of the
participants in this study, NEVER engaged in any conversation during the entire
eight weeks.
Further research needs to be conducted using a larger sample of
students; however, the implications from this study alone should coerce
educators and district policy makers into investigating different means to
occupying students while the teacher meets with a small guided group. The data
from this investigation also needs to be re-examined using the guided group as
its main focus in order to determine what learning occurred during this teacherled experience and did that learning warrant the time the children spent away
from the teacher in literacy stations.
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SYNOPSIS OF DISSERTATION RESEARCH / ABSTRACT
Thinking styles are a combination of ones personal preferences as well as
conditioned responses developed through early life experiences. Each person favors a
certain style of thinking or a distinct combination of thinking styles. Research shows that
individual thinking style greatly affects how we analyze, associate with others, approach
situations, organize, communicate, solve problems, lead, and manage (Bruner, Goodnow,
& Austin, 1962).
As more women progress through the administrative ranks of colleges and
universities and attain chief administrative positions, it is important to understand and
learn more about the role played by individual thinking style preference and the contexts
in which differences in thinking style are evidenced. A greater understanding of thinking
styles may give aspiring administrators an additional facet to focus upon in their quest for
the presidency, and may assist with their effectiveness as president.
This dissertation research study involves the exploration of thinking style
preferences among female college and university presidents, as identified through use of
the Inquiry Mode Questionnaire (InQ). The InQ assesses the manner in which
individuals approach problems, collect and evaluate data pertinent to the problem,
organize the data in order to address the problem, and then reach conclusions (Bruvold,
Parlette, Bransom, & Bransom, 1983).
The InQ identifies and measures five thinking styles: analyst, idealist, pragmatist,
realist and synthesist. The ANALYST style is characterized by an emphasis on formal
logic and analysis, in addition to emphasizing theory as the basis for decisions. The
IDEALIST thinking style is illustrated by people who tend to view situations holistically,

with a heavy focus on the process rather than the facts involved. The PRAGMATIST
style of thinking is distinguished by an individual’s emphasis on effectiveness, and in
moving toward results that bring resolution to problems of immediate concern. The
REALIST style is exemplified by persons who place emphasis on facts and data that can
be identified directly, and on solutions that are practical and effective. Finally, the
SYNTHESIST thinking style is typified by incorporating opposing viewpoints in finding
solutions to problems, and in focusing on abstract data that is deemed pertinent to the
situation at hand (Bruvold, et al., 1983).
These thinking styles all have very specific characteristics. These styles indicate
a range of modes in which individuals communicate, work with groups, focus and lead.
We are limited in our knowledge of such personal qualities of female college and
university presidents. Because of these limitations, we have yet to ascertain the manner
in which these women think and how that affects their communication and administrative
actions within the universities they serve.
A need exists to investigate whether variations in thinking style preference
actually do exist between female college and university presidents and in what contexts
these differences, if any, are evident. This study will identify the thinking style
preferences of female college and university presidents at select private and public
institutions. This study will be designed as to examine whether differences in thinking
style preference exist with regard to institutional Carnegie classification, institutional
control, and campus. Additionally, demographic information of the female presidents
will be evaluated to determine whether certain demographic characteristics (age, years of

employment as president, and area of academic background/specialty) have a statistically
significant relationship to the president’s preferred thinking style.
Findings from this study could provide a more in-depth understanding of thinking
styles and the imperative role they play within the organizational culture of higher
education institutions. When considered from the discussed theoretical base,
understanding of thinking styles could contribute to increased team building, more
effective communication, and greater decision-making and leadership potential in the
administrative ranks of colleges and universities.
This dissertation is tentatively scheduled for completion and defense in April of
2006. The author will discuss the research study, findings, and implications. The
dissertation chairperson, who is a respected author and professor in the field of Adult &
Higher Education, will be available for further dialog.
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Abstract

This documented transformation is the result of four months of research conducted in a 10th grade English classroom
in Hawai’i. Matthew Lipman’s Philosophy for Children (P4C) was adopted, however, the methods were altered to
suit Hawai’i’s approach to P4C under the direction of Dr. Thomas Jackson at the University of Hawai’i, Manoa.
The focus of the research is a common problem faced in the classroom: students’ lack of self-confidence and a
positive self-concept. Children often enter the classroom believing that they have nothing of value to offer and are
unable to learn. The role that confidence plays in the classroom is examined, suggesting that children must first
believe that they have something of value to contribute that others want to hear before an intellectually safe
community of inquiry can develop, in turn, allowing all students to take risks to engage themselves in the learning
process.
The use of P4C allowed the students to become engaged, both on their own and with each other, through
communication and inquiry. The paper provides documentation of the significant transformation that took place
within a classroom comprised of low-performance level students with little to no self-confidence. The creation of a
learning environment where all thoughts and questions were not only welcomed but also explored allowed students
to develop and routinely practice good thinking skills. In time, they came to view themselves as being an
independent, confident, responsible learner. The students in this specific classroom improved in their ability to be
self-directed, allowing them to explore their own needs, wants, questions, thoughts and ideas.
In order to illustrate that the objectives had been met, students’ philosophical reflections, questions, and perspectives
in the form of journals, interviews, self-evaluations and open-ended responses are discussed. The growth in their
confidence, in their work and themselves, is clearly documented. Additionally, teacher reflections are included.
The research is a testament to the benefits of implementing P4C in the secondary classroom as a means of
developing and promoting both student and teacher self-confidence.
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Introduction
“Stories are the best way to portray realities…” (Palmer, 1998, p.14).
I can admit now that I walked in that day, August 23, 2004, a little overconfident. I had experience
teaching at this school, in this room, with students in this same grade level. I believed that Matthew Lipman’s
Philosophy for Children (P4C) approach to teaching, which I had adopted and adapted as the heart of my own
teaching philosophy, was the most effective way to teach. I had seen incredible success with the class that I had
taught the previous year. I knew what had worked then and what needed to be changed to allow for improved
success. I knew what I wanted my students to learn. However, the difficulty quickly became getting them to want
to learn and, more so, to believe that they had the ability to do so. In the end, I saw an incredible transformation
take place with the students in my “class from hell”. They motivated one another to learn, recognized their
individual ability to contribute to someone else’s learning, raised their goals, aimed only for success, developed a
sense of humor in the classroom and a strong sense of self. Most importantly, they changed their view of
themselves and recognized that they had become self-directed, confident and responsible thinkers. What allowed
such changes to occur was the use of Philosophy for Children, which emphasizes communication, reflection and
good thinking, mixed with my concerted efforts to build their self-confidence.
The Problem
A common problem that students face in the classroom is the lack of self-confidence and a positive selfconcept. Children often enter the classroom believing that they have nothing of value to offer and are unable to
learn. This hinders learning from actually taking place; children first have to believe that they have something of
value to contribute that others want to hear before an intellectually safe community of inquiry can begin to develop,
ultimately allowing all students to actually become engaged in the learning process. Due to the fact that I was
determined to remain firm in my teaching philosophy, the focus of my research concentrated on the impact of the
use of Philosophy for Children, more specifically, the way in which Philosophy for Children impacts students’ selfconfidence and self-concept.
I appreciated my students’ questions because it showed they felt comfortable and safe enough with me to
ask, as opposed to insisting that they couldn’t do it, didn’t understand it, and ultimately giving up. My problem
became getting them to realize that they had the knowledge to figure out answers to their questions on their own. I
wanted to give them the confidence that they seemed to have lost, or maybe never had to begin with. More
importantly, I wanted them to believe me and to trust themselves in order to develop an improved sense of
confidence. I became increasingly aware of the way in which P4C allowed me to create confidence, even in myself.
Students began to trust me, one other, and themselves, ultimately building confidence in their ability to be a good
thinker.
Self-confidence
“Confidence comes from a realistic appraisal of one’s strengths and weaknesses”(Field, 2004).
In an effort to promote and support the development of a more positive self-concept in students, I needed to
be aware of the ways in which a low level of confidence can affect a child’s performance. More importantly, I
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needed to be aware of the level of confidence that my students entered the classroom with each day. Knowing them
allowed me to know how to help them, and what to provide them with to allow them to help themselves.
Self-confidence is a certainty in ourselves. Often, if we don't live up to our own expectations, we end up
lowering our opinion of ourselves. In the classroom, students often lose sight of the fact that their thoughts, ideas
and actions have value, in spite of making mistakes. Their confidence is either so low already or they fear that it
will be lowered by failing in front of their peers. Self-confidence is easily influenced by others, as opposed to being
independently established and secured. As a result, encouragement and motivation became a basic part of my
teaching philosophy. As such, I looked for those daily moments where I could act on their lack of confidence and
counter-act it with meaningful praise that was well deserved. I not only recognized the need for and importance of
self-confidence, but valued it as being the key to the success of using Philosophy for Children with this specific
group.
Self-concept
“One of the most dominant articles of faith in the modern curriculum is the notion that children can’t achieve and
won’t succeed unless they have a high self-esteem” (Ford, 2004 ).
One’s self-concept, positive or negative, develops from an individual’s self-image. The development of
self-concept is a continuous process. Though developing, nurturing and maintaining a strong sense of self should be
a goal of education, it is often overlooked in the classroom environment. Patterson (1987) states that the idea of
self-concept, “cannot be ignored if we are to successfully address such nagging problems as drug and alcohol abuse,
drop-out rates, dysfunctional families, and other concerns” (Patterson, 1987). Additionally, students need to feel as
though their experiences and emotions have a place in the classroom and are a means for which they can connect to
the content, as well as to their peers. As such, teachers must aim to create an environment that recognizes and
emphasizes students’ genuine thoughts, questions and ideas in relation to these feelings and experiences, ultimately
providing them with a forum for expression. Teachers need to be proactive in making the necessary adjustments to
the classroom environment that would allow for such improvements to take place. This is where Philosophy for
Children enters into the picture.
The use of Philosophy for Children (P4C)
“Likewise, philosophy – when embedded in the context of the community of inquiry – cultivates habits based on
reflection and self-correction, rather than inculcation and rote learning” (Lipman, et. al., 1980, p.179).
The use of Philosophy for Children in the classroom helps to create a learning environment where all
thoughts and questions are not only welcomed, but are explored. Class time becomes a valuable use of time where
everyone’s voice and ideas are heard and equally important. I adopted Matthew Lipman’s Philosophy for Children
approach, however, the methods have been adapted to suit Hawaii’s approach to Philosophy for Children under the
direction of Dr. Thomas Jackson at the University of Hawaii. The main alteration P4C Hawaii has made is that it
does strictly follow, and may not even use, Lipman’s curriculum. P4C is an approach and a mentality that I use in
my classroom.
As described by Splitter and Sharp (1995), “Philosophy for Children acknowledges that children have both
the capacity and the right to inquire into any concept or idea which intrigues them.” Furthermore, P4C is “based
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around the notion that [the students] must construct meanings for themselves, rather than simply accept those which
are handed down to them” (Splitter & Sharp, p.99). Gone are the days of memorization and multiple-choice tests, at
least in my classroom. A child cannot demonstrate his knowledge of a subject by studying a list of facts that are
given to him and then identifying the matching answers on a test, and should not be asked to do so. Children’s
questions and thoughts on the material should be included in the way in which they are assessed. What they think is
far more important than their ability to repeat back what they have been informed to think. It becomes a much more
valuable, engaging learning environment when we all think differently, have the ability to express these thoughts
with one another, and respectfully appreciate and acknowledge the differences between us.
Matthew Lipman (1993) states, “…children hunger for meaning, and get turned off by education when it
ceases to be meaningful to them” (p.384). As a means to “achieve a meaningful educational environment,
Philosophy for Children, rather community-based inquiry learning, focuses on the importance of classroom
dialogue; a dialogue that is student-directed and celebrates diversity in each classroom” (Miller & Jones, 2004, p.5).
In order to promote and develop a classroom environment where students are trusted, willing and able to engage in
responsible dialogue and inquiry, “a particular relationship must develop among members to the classroom
community that is quite different from standard classroom practice” (Jackson, 2001, p. 459). Jackson goes on to
state that these relationships must emphasize listening, thoughtfulness, and care and respect for the thoughts of
others. Essentially, the classroom needs to become “an intellectually safe community; a place where students do not
have to worry about being put down, belittled, teased or ridiculed by their peers or teacher when they offer their
personal insight, experiences or questions, so long as these comments are respectful to all members of the
community” (Miller & Jones, 2004, p. 6).
One of the goals of using P4C is to allow for all students to view the classroom as being one where they
feel safe and respected, as well as excited to enter and eager to learn. Philosophy for Children leads to the creation
of a student-centered environment, which ultimately leads to the improvement of self-confidence; students raise
their own questions, discuss possible reasons with one another, listen to one another’s responses, consider
alternative points of view, and form their own ideas based on the evidence presented by themselves and their peers.
Ultimately, P4C leads to the creation of independent, self-directed thinkers because it allows students to learn more
than content. “They don’t learn about things, they learn about themselves and other by exploring and examining
these things” (C. Miller, personal communication, April, 2005).
P4C guides everything that happens in my classroom, from community discussions/inquires to formative
assessments. The classroom environment allows them to build competence and overall confidence in their ability to
philosophically and personally interact with the text and one another. P4C is not a cure-all, and the struggle that I
faced was trying to figure out why; I had idealistically always assumed it to be. It seemed to be the best, most
logical and most effective way to teach. So why wasn’t it working?
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Learning for the sake of learning
“…concepts and values will be meaningful to children only to the extent that they can relate them in some way to
their own experience” (Splitter & Sharp, 1995, p.164).
I am a firm believer that it is the process, not the product that counts. I want my students to learn through
the process of doing it, as opposed to just getting the answer right. “What do I put?” they would ask. They did not
yet understand why I wouldn’t just tell them the answer, and many couldn’t handle the responsibility that came with
the power that I was offering them; the freedom to direct themselves and their own learning. Since they did not yet
know how to use it, they become powerless as a result. It became clear that they needed me to give them some of
the “answers” in order to model the “right” way or the “correct” response. Doing this would improve their
willingness to risk learning because I had provided them with a model to follow. However, we first had to create a
classroom environment that allowed them to feel comfortable enough to take that risk to learn. At first, they didn’t
see any value in learning and were therefore unmotivated by, unconcerned with, and uninterested in, school.
Building a community of inquiry
“In every person there is a tendency towards self-actualization and development so long as this is permitted and
encouraged by an inviting environment” (Purkey & Schmidt, 1987).
I wanted my students to do to begin to create a community on inquiry. We worked together to create the
Community Ball to be used for discussion in accordance with Dr. Thomas Jackson’s (2001) article, “The Art and
Craft of ‘Gently Socratic’ Inquiry” (Jackson in Costa, p.461). Correct implementation of the Ball allows for
students’ voices to be heard while others closely listen. With the Community Ball in place, the promotion and
practice of active listening can occur.
The creation of a community of inquiry “makes it possible for children to see themselves as active thinkers
rather than passive learners, as discoverers rather than receptacles, and as valuable and valued human beings rather
than resources or commodities” (Splitter & Sharp, 1995, p.21). An additional benefit of the development of a
community of inquiry is that it allows for those without confidence to gain it. Once students come to understand and
appreciate that there are often a variety of possible answers, the community provides them with a forum to exchange
ideas and to come to value the ideas of others. In order to create an environment where students feel secure enough
to participate in inquiry, all members first need to trust one another. The means by which to establish this is
intellectual safety, which, as previously mentioned, is the creation of an environment where students do not fear
being teased or ridiculed by the teacher or other students. It is the development of an environment where, “all
participants of the community feel free to ask virtually any questions or state any view so long as respect for all is
honored (T. Jackson, personal communication, August, 2004).
Students can only achieve when they feel safe enough to risk learning. Without the intellectual safety
element of a community in place, students will not take educational risks and will not recognize the importance and
benefits of doing so. It is not the building of a yarn ball and the circular seating arrangement that makes Philosophy
for Children work. It is the establishment of an atmosphere that recognizes that learning is risky, and that what we
are asking our students to do is often a more difficult thing than it was for us. It is the acknowledgement of the
“basic human need for positive regard from both others and from oneself”(Purkey and Schmidt, 1987).
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The Beginning
The first days
“Day One. I’m exhausted. All of my ideas and ideals run smack into reality. I don’t get much of a sense of
connection…I think it’s going to be a long year” (Greely, 2000, p.9).
The students in sixth period, the last class of they day, entered the classroom noisier than any of the others
had. I began to feel the butterflies. Constant talking, loudly, over me. Inappropriate language. No one wanted to
respond to any of my questions and only a few were actually willing to give me what looked like their undivided
attention. I wasn’t prepared for this, nor was I prepared for the wide-range of abilities. None of my students entered
the classroom with the same skills and at the same ability level. Out of the 24 students that were in my sixth period
class, 10 had less than a 1.0 grade point average (GPA), 7 were repeating 9th grade1, and 16 had a reading level far
below high school. Additionally, there was 1 senior student who was repeating English 10 with me while also
taking English 122 with another teacher. Thinking about the statistics3 made me feel completely incompetent to
successfully deal with them. I had not been trained or prepared to face these problems. I knew that such differences
in student abilities would be found in one classroom, but I had no knowledge of how to address them all at once.
My mind flashed back to what my mentor teacher had said to me on the previous day when she handed me
my class roster; “These two could be a problem. They were trouble last year.” Without even knowing my sixth
period students’ names yet, I quickly became aware of the two male students to which she was referring. Makamae
and Cody were, of course, the most vocal, most disrespectful and overall most intimidating students in the room. I
tried to block out other teachers’ perceptions of my students until I could make my own judgments. I did not want
to have any external influences on my impression of them. However, it became harder to do so as time went on.
I began to I question everything. Perhaps it was the small amount of confidence that I had left, or maybe my naïveté
and inexperience, but I refused to give up easily.
Reality set in
“Reality is something that you rise above” (Minelli, L.).
I began to realize that no matter how prepared I thought I was, I was never prepared enough. I found
myself in a room of apathetic and disinterested students, at least, that’s what it came to feel like. They didn’t care to
learn about each other by listening and respecting what each other had to contribute to our community. They didn’t
care if they passed or failed. They didn’t care about the impression that they were giving others. And they
definitely didn’t seem to care about English. The situation raised numerous questions for me, all centered on the
main idea of, “What isn’t this working?” What are the reasons why this particular class is unable to begin to create a
community of inquiry? Why is it that they are not using the good thinking skills that they have learned in an attempt
to want to learn more? Have I allowed this community to become intellectually unsafe? What am I doing wrong? I
1

The students were repeating English 9 in an alternative program on campus and taking English 10 with me at the
same time.
2
The senior English teacher, Chad Miller, also teaches according to P4C Hawaii, therefore, this student was exposed
to this method of teaching every day instead of every other day as the other students in the class were.
3
I think that it is important to note that I never looked at this actual data until I began writing this narrative. I knew
that these students were on the lower end of the performance scale; many of their reputations proceeded them.
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began to doubt myself and my ability to be a good teacher according to my own, very high standards. I became
obsessed with finding answers.
I was confident in my teaching philosophy and firmly believed that the classroom should be an
intellectually safe community of inquiry. Therefore, I spent the first half of the quarter developing a community and
teaching thinking. We focused on the differences between talking and having a discussion, the ways in which
discussion helps us to learn from one another, the need to be intellectually responsible and accountable in order to
educate and learn from one another, and the skills for and elements of good thinking. We worked to develop and
hone these skills, while at the same time maintaining respect for one another’s ideas and thoughts.
The first few weeks were harder than I had ever imagined, which made me question my reasons for
everything, mainly wanting to become a teacher, using the Philosophy for Children approach in the classroom and
keeping the most difficult students on my roster. I cried a lot during those first weeks, mainly out of frustration of
having become the teacher that I never wanted to be. I found myself giving assigned seats, raising my voice over
the students to keep them quiet, yelling at students who had fallen asleep, and threatening them with more
homework. A change needed to take place, and not only with me. I needed to inspire them to change too.
The Middle
Conferences
“Those who care, who wish to help him free himself from possible distorted pictures of himself, must first
be significant to him. Then, with time and patience, they can help him move to a positive view of himself and his
abilities” (Franz, 2004, p.2).
It was important to speak with the students on a one-on-one basis in order to ask them about their
individual concerns about class, goals, and to acknowledge these things as being important to me. Additionally, I
hoped that they would see me as being a teacher with whom they could talk openly. Only 10 students showed up;
clearly they didn’t value the time to discuss with me or the extra points. When talking with even just these few
students, I could not help but notice the low level of self-esteem that they had, the lack of confidence in their own
ability to do just about anything related to school, and their difficulty verbalizing what they were good at, what they
wanted to improve on and how to do so. It was, however, easy for each to repeat back to me what they did wrong or
needed to work on; every teacher had told them the same things for years; improve attitude, attendance, and do
homework.
Franz (2004) states, “The child who sees himself as stupid will adhere to all perceptions that bolster this
picture and refuse to see positive perceptions of ability” (p.1). As the pattern of self-doubt continued, I began to
think about the fact maybe it wasn’t my ability to be a good teacher, but was instead their inability to see themselves
as “good” students, or more so, as being good at anything. I suspended my own self-doubts to focus on theirs; it was
then that I began to see changes taking place within our classroom community.
I soon realized that this group of students had difficulty with positive social interaction, which would
greatly affect our classroom environment. My class was largely discussion-based, and having students that were
unaware and unable to follow the basic rules of discussion, and who instead ridiculed, disrespected one another or
remained silent, would hinder the development of an intellectually safe and successful community of inquiry.
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Additionally, their fear of succeeding seemed to overcome their fear of failing. It was much scarier to take a chance
and fall flat than to not try at all. To them, it seemed easier to succeed at failing; all they had to do was do nothing at
all. However, to succeed meant taking a risk and making an effort. The idea of doing all of that and still failing
terrified them. There were also the perceptions that the students had about one another. Several had a reputation of
being “stupid”, as they put it, from both their peers and teachers. They “clung to the idea that they cannot learn and
that no one can teach them” (Franz, 2004, p.1). Students would ignore each other, call each other names and laugh
at one another. I knew that this behavior had to change, but I was still struggling with how to make that happen.
Now that I had identified the more specific issues in the classroom, I remained focused on how to make the
necessary changes and improvements.
Addressing concerns of behavior
“Don’t find fault, find a remedy” (Ford in Caruana, 2000, p.44).
From the first day, behavior and classroom management was a huge concern of mine. The students’
behavior and negative attitude towards school was a hindrance to developing our community of inquiry and,
ultimately, to learning itself. Additionally, the dynamics of the classroom seemed to nurture negative behaviors.
They fed off of one another; apathy and disrespect were contagious. No one wanted to do their homework, let alone
complete their class work in the time that was given. There was the basic rude and disrespectful behavior. There
was the overuse of foul language. There was wandering around the room, and at times they even left the room. I do
not want to ignore those students who where, in fact, trying to learn. However, such behavior was rare and not
nearly as infectious.
It was clear that these students had already labeled themselves, and one another, as being “bad” students.
Not only were they being restrained by the picture that they had of themselves as being non-learners, but they were
adhering to that identity. My goal now was to not only build skills of interacting positively with one another, but
also to allow students to gain confidence in their own ability to perform these tasks successfully. I wanted to create
confident, independent, good thinkers who valued the development of a classroom community and of the learning
that could occur within that community.
Students were unaware of the way in which they were making one another feel. My efforts were being
counterattacked by their, equally as strong efforts, to take away from one another’s self-confidence. Finally, at my
peak of frustration, I got an idea that I thought might work; reflection. I wanted them to think about who they are in
the classroom and the way in which others see them. In order to allow students’ voices to be heard, I had them write
on three separate occasions about their basic feelings of being in our community. The first two times they were
instructed to honestly write down their feelings very few actually did it with more than a bare minimum of effort. It
was then that I realized that if I was going to ask them to take risks in the classroom, then I, too, needed to take the
same risk.
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Narrative: How do I feel in this classroom?
“We live immersed in narrative, recounting and reassessing the meaning of our past actions, anticipating the
outcome of our future projects, situating ourselves at the intersection of several stories not yet completed”
(Brooks, p. 25)
Though there were numerous ups, they all seemed to be followed by downs. There was a point were I
began to think that if today went great, tomorrow would be terrible. However, as time went on, the "down" days
were less frequent and I learned how to deal with them better. One day after class had ended, I decided to take the
first risk, writing down my feelings about how I felt in the classroom, the way in which they made me doubt myself,
and how their words and actions affected me. Modeling was key. I shared what I had written with my students in
an effort to not only model what I wanted them to write about, but also to allow them to feel like I wasn’t asking
them to take a risk that I myself wouldn’t. Additionally, I wanted them to hear that I was having doubts in myself
and fears about class also. I wanted to open to doors of communication and see what would flow.
I began to read aloud, but didn’t tell them that I had written the words. As I read, the classroom became
silent. All eyes were on me as they began to realize that I was talking about our community. I wondered if anyone
had ever done this with them before, had ever opened up and shared their personal thoughts. I was positive that
other teachers had told them that they were disruptive students or a difficult class, but I doubted that any had ever
been so open with them about how they genuinely felt being their teacher. My narrative expressed self-doubts and
questions that I had about my own ability. The immediate response after I had finished reading was along the lines
of, “Wow, are we that bad?” I reminded them that I said nothing about them being bad, but more about the doubts
that I was having in myself. I directed them to write a short narrative in response to the main question of how they
felt in the class.
Once they were given some direction and time to think, they began to work on their own narrative.
Although each all completed the task, no one wanted to take the same risk as I had to share their thoughts. As I later
read through each response, I became aware of the relationship between self-concept and academic achievement.
My assumptions, for the most part, were correct. The majority of the students felt dumb, intimidated and stated that
they “act out” as a means of contributing. I reminded them that we are social beings, and that I do want them to talk
to one another. I informed them that listening and being respectful of those who are more positively actively
contributing is also a way of participating. They have a choice of contributing or being disruptive, and if they chose
to be disruptive then they are taking the learning away from others. This was a totally new concept to them;
realizing that their “insignificant” actions may actually affect others in a negative way. It was a power that they did
not even realize that they had.
The necessary adjustments
“Children are not in a position to evaluate the reason unless the clearly understand what it is”
(Lipman, et. al., p.145).
The idea of student engagement is the much larger, all-encompassing issue. I strongly believe that students
need to be able to connect to the material in order to become engaged with it and ultimately learn it, as opposed to
simply memorizing, regurgitating, moving on and soon forgetting. This lack of engagement is what causes students
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to tune out and turn off. Though there are a variety of tools, such as the Good Thinker’s Toolkit, that can be used to
encourage, promote, and foster this engagement, there may also be numerous factors standing in the way. I was now
focused on the way in which self-confidence and self-concept influenced and played into the larger picture of
student engagement. I am well aware of the fact that students needs to be able to apply meaning to what they are
learning, and that they need to understand the reasons behind the content in order to internalize the material and
fully learn it. It needs to become a part of them, moving from external content to internal knowledge. My main
concern, however, was getting them to first recognize their ability to actually learn and to inform others.
According to Joseph Jastrow (1931), “The origin of thinking…begins with natural curiosity” (p.1).
Agreed. But what is to be said about the students who do not seem to have that natural, basic, educational curiosity,
or with those who fear venturing out into uncharted waters because they will have only themselves to rely on? Their
lack of confidence in their own ability stood out as being the key factor standing in the way of developing a
intellectually safe, community-based inquiry learning environment. I was determined to find a way to encourage
these bright, creative and intelligent students in order to allow them to encourage one another, working together to
achieve the goal of learning, but how? I was now that student who was venturing out into uncharted water, feeling
like I had no one but myself to rely on.
One of the main adjustments that I had to make was to put myself in their shoes, to take the same risks, to
model the same activity for them that I was asking them to do in order to nurture the improvement of confidence and
to benefit all of us. When I gave a journal prompt I would first share my answer in order to make my thoughts
vulnerable to them. This, in turn, allowed them to see that though I was unsure of my response before I entered the
classroom, I trusted them enough to put myself out there. Doing this repeatedly gave some of them the confidence
that they needed to do it on their own. Once those few took the first risk, others began to follow. The use of
Philosophy for Children allowed me to step outside of the traditional teacher role in order to truly connect with my
students.
Building relationships
“Whenever a pupil is in a situation where he might learn something which goes against a view of himself to
which he is strongly committed, his defenses will come into play, even if such learning might potentially improve his
way of life” (Jersild in Franz, 2004)
I tried to genuinely talk with my students, on their level, as often as possible. For this particular class, that
took place just as much outside of the classroom as it did inside. I had to show them that I had no doubts in their
ability and that I wouldn’t settle for them having doubts in themselves. I caught them before of after other classes,
in the hallway, at lunch and asked about things other than those directly related to our class. I laughed with them,
and helped them to learn to laugh at themselves. I would like to think that my genuine concern for them was clearly
understood. I didn't tell them, I showed them.
Not only did I have to work to develop relationships with my students that went beyond the informationgiver to information-receiver affiliation, but I also had to foster meaningful relationships in the classroom amongst
the students. It was difficult to break the stereotypes and judgments that the students had about one another based
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on previous experience. At this initial stage of community building, I had to provide a tool that would initiate
communication and would allow for us to move into an inquiry on the thoughts and ideas that they shared.
Journals
“…a successful life is not the absence of failure. Self-confidence requires that we face the possibility of failure”
(Conner, M., 2002, p.1).
At the start of almost every class the students would respond to a journal prompt that I had written on the
board and read aloud. I would often have to reread or rephrase it several times for those who insisted that they just
“didn’t get it”. They majority would either ask me to explain every word, immediately saying, “I don’t know”, or
write a one or two sentence response that did not fully respond to all aspects of the prompt. I found myself saying
things like “I know you know this” or “You aren’t even trying.” I would go from student to student, rephrasing the
prompt, getting them started on a response, then going to the next student to do the same thing. I always believed
that if a teacher asked a question, written or verbally, and the majority of the students didn’t understand it, then
either the teacher is starting at a level that the students are not yet at or it is a poorly worded question. However, I
knew that this was not the case, and it became very difficult not to doubt my ability when it was so constantly being
called into question. None of my students in this particular class seemed to understand what it was that I was asking
them to do. I remained firm and refused to repeat or reword the question to each individual student. I would wait
until I was sure to have everyone’s full attention, I would read the prompt, ask them to rephrase it for me, take
questions, and then encourage them to at least try on their own for a minute before asking a neighbor for help, and
then to ask me. Eventually they began to ask one another before asking me, or would at least try before giving up
completely. Now that the routine at the start of class was more or less worked out, I had to find ways to handle the
remaining hour.
Bookmarks
We began to read Elie Wiesel’s Night. The autobiographical account of a Holocaust survivor acted as a
tool for us to practice the skills that we had learned, as well as to interact with one another in a new, meaningful
way. Night explores the themes of power, hate, survival and identity. The world described in the book is one that
my students were not familiar with, and I anticipated some struggle in the beginning to get them to relate to and
become engaged with the reading. It is natural that students will be hesitant to get into the book because it is
something that they feel they cannot relate to. The key was to find a way to allow them to personally find meaning
in the text, and to explore and further inquire on their individual thoughts and questions.
With each nightly reading assignment, students were expected to complete a Bookmark; a heuristic device
to allow students to record their thoughts, questions and interpretations as they read, in turn allowing all students to
interact with the text, not only those who where vocal in class. “This is where students are to look for clarity and
reasons, find examples and make predictions. Furthermore, the majority, if not all, of the classroom inquiries were
guided by the questions and comments raised in these student works” (Miller & Jones, 2004, p.10). The students
would complete the Bookmarks on their own, and then share their thoughts and ideas in class with their peers to
initiate inquiry. Additionally, Bookmarks provided students with a means to challenge their own thinking.
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At first, the students expressed the usual doubts in themselves, as well as a basic lack of interest. When we
first began Night, 144 students turned in the first Bookmark, however, few students completed it according to the
guidelines that they were given5. Many of them asked basic vocabulary questions (i.e.: What’s a synagogue?), and
none used the language of the Good Thinker’s Toolkit. I worked with what I had. They were reading, they just
weren’t necessarily understanding or connecting to the text. We discussed the book in class, however, it was often
difficult to get them to willingly share their ideas without being prompted by me. We used the Community Ball,
passing it around and inviting each student to share his/her questions and ideas from the previous night’s reading;
many of them took the opportunity to pass. I decided to take a step back, towards what they were used to, to allow
them to feel comfortable. In order to get them to share their thoughts on the reading, I felt that I had to go back to
basics; plot, character and setting review.
It was clear that they were reading, and as we discussed it became clear that they did in fact have
emotional, personal reactions to what they were reading. I had their attention, or more so, that Wiesel did. The
difficulty was that they hesitated to share this insight with their peers. They feared being laughed at or told that they
were incorrect. Sharing emotions would allow them to become vulnerable to one another.
As my students each began to understand the fact that Bookmarks allowed them to get out their thoughts
without having to provide a “right” answer (something they had little faith in their own ability to do), more of them
began to complete both the reading assignments and a Bookmark. In doing so, they not only realized that they had
thoughts, but also that their thoughts were quality enough to share. They soon began to risk learning more.
Eventually, they began to surpass my initial expectations as well as their own. Our classroom became a forum for
discussion, not just a place to talk. More importantly, they were now seeing the difference between the two.
My students were raising questions on their Bookmarks that were allowing us to have actual discussions as
opposed to basic reviews of the reading. The main purpose of Bookmarks is to allow the students to interact with,
connect to and raise questions about the text that they are reading. Though my original goal was to have all students
improve in their use of the Good Thinker’s Toolkit, I began to see that they were making more personal connections
than any of the students in my other classes. We then used these connections to initiate inquiry and discussion in
class, which became the main forum for expression. Though many students did begin to use the GTTK when
creating questions in their Bookmarks, I was very impressed with their ability to repeatedly connect to a very
unfamiliar text in a very personal way. It appeared that the way in which they made the most meaning was by
thinking of their own personal experiences in comparison to those that appeared in the novel. Raising questions was
something that they were better able to do in the classroom community.
4

Though there were 24 students in the class, the most that would regularly complete a Bookmark would be 17.
There were 3 students who did not show up after the first week of school, 3 students who did only 1, and 1 student
who did only 2. Due to the fact that those who did only 1 or 2 completed a Bookmark for a larger section of the
book to catch up, I did not include them in the calculations.
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Student Responses: What do you mean by community-based inquiry?
“This approach…would help to build the gap between the institution in the society at large and the situations of the
student in the classroom. Too often, students see no connection between what they are studying, what they do in
their lives, and what society does at large” (Lipman, et. al., 1980, p.22).
Due to the fact that the classroom community of inquiry is extremely reflective, “it provides each member with
countless opportunities to observe how her own sense of self – as well as that of her peers – is emerging and
changing” (Splitter & Sharp, 1995, p. 171). I didn’t want to be the only one who was aware of the changes that were
taking place. Additionally, I wanted to hear their thoughts and ideas about how this type of learning environment
has affected them. Each student took a quiz6 designed to allow them to reflect on their own learning, as well as
evaluate the method of community-based inquiry that was used in our classroom. The students were encouraged to
be honest in their thoughts and opinions; points would only be lost if they did not provide reasons to support their
ideas. Additionally, I wanted to “hear the students’ response to this method of learning, which [I] thought would
give it more validity to be used at the high school level” (Miller & Jones, 2004, p.18). The responses were
overwhelmingly positive. Notable responses from the students include:
•

“I think that if we did more community-based learning, more people would succeed and probably do

better.”
•

“I think this class taught me how to think more about things and not just give up and stop trying.”

•

“My contribution improved because I gained confidence in contributing my answers...”

I wanted them to hear each other’s voices. I wanted them to share these great ideas with one another, realizing
that they are not the only ones who think and feel the way that they do. I wanted them to hear how intelligent and
insightful they are. I read some of their responses in class the next day, which allowed me to address the issue of
confidence in the classroom, as well as to acknowledge the good thinking that was taking place. I had wanted to
discuss the idea of confidence with my students, however, I had been scared to use the word with them too often
because I wanted them to see it for themselves without being prompted to do so. This sharing initiated meaningful
discussion.
The End
Transformations
It is as yet not precisely known what affects [Philosophy for Children] will have on the children’s emotions,
interests, attitudes, or other aspects of their personal development” (Lipman, 1980, p.65).
Initially, most of my students were uncomfortable with the ambiguity and lack of a definitive answer. They
had difficulty interacting in the way in which I was asking them to. However, with time, practice and my
alterations, the students began to enjoy the freedom to make their own meaning. Using the GTTK allowed them to
link to prior experiences in order to make meaning in what they were seeing or reading, in turn giving them
ownership over the story as opposed to just reading and regurgitating information back to me about it. They had
learned to value learning.
6

On the top of the sheet of folder paper that Cody wrote his responses on, he wrote the word “Reflection”. Without
being explicitly told to reflect, he now recognized what he was being asked to do.

Self-confidence and Self-concept 14
I began to see incredible things happen. I saw the student who never spoke ask if he could write something
on the board to better explain his point. I saw a boy with a 0.0 GPA not only show up on time to class everyday, but
also pass the class and set a personal goal for earning a C. I saw the girl who asked to never be called on due to
anxiety issues7 volunteer and contribute on a daily basis. I saw a student who feared class presentations become so
engaged in the topic of identity that she made a theme poster illustrating her interpretation of the concept, on her
own, to share with the class. I saw the students who said, “I can’t” begin to ask “What do you mean by…” in an
attempt to seek further clarification instead of giving up. I saw complete turnarounds in every one of my students.
At first, I was missing all of this; I was so focused on why the P4C “magic” wasn’t happening that I missed what
other magic was happening that I hadn’t planned for. I now had something positive to work with. The challenge
then became getting them to see these positives for themselves.
I believe that these results speak for themselves and are clearly indicative of the benefits of using P4C in
the classroom, especially with students who are struggling with confidence issues. Though I take some credit for the
things that happened, I know that if I were to have followed the “traditional” classroom model, and would have
continued to be the teacher at the front of the room providing my students with “valuable” information, I would have
eliminated the possibility of these transformations taking place, ultimately keeping my students at the level that they
were at instead of allowing them to see how much more that they could become. As Splitter and Sharp (1995)
explain;
“A philosophical discussion which begins with, and builds on, their ideas, provides powerful messages: that
they and their ideas are important and valuable; that they stand to learn a great deal form their peers as well
as from teachers and textbooks; that in the process of such learning they interact with their peers in ways
quite different from those of the playground environment; and that as a result of such interaction, they
develop and grow as persons who can think for themselves” (1995, p.173).
What did I learn from them?
“By learning you will teach; by teaching you will learn” (Latin proverb in Caruana, 2000, p. 17).
Together, we progressed in numerous ways. Once my students and I allowed ourselves to become
vulnerable and open to each other, true learning was able to take place. We learned from one another by sharing our
thoughts and ideas, and this, in turn, gave value to what each of us had to say. We had become a confident, safe
community of inquiry and recognized the importance of both sharing our voice and listening to others’.
I learned that it is important to tackle smaller issues first in order to have minor victories, allowing them to
see successes as well as failures in preparation for the greater challenges yet to come. The victory will be much
sweeter then.
I learned to appreciate the noise; “a silent classroom is not necessarily a productive one” (W. Unten,
personal communication, 2004). Likewise, attentiveness does not necessarily mean engagement. They all have
voices that needed to be heard, and providing them with a forum to do so allowed them to recognize themselves as
being someone who had something worth saying and hearing.
7

Tia’s mother and I spoke at the beginning of the year about her anxiety disorder.
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I learned that it is OK to give a little in order to get a little back. What I mean by that is, it was necessary
for me to make some extensions on due dates, to slow down and review, or provide them with extra time in order to
assure that they were doing the best work that they could.
I learned that the way in which my classroom “works” has the ability to promote students’ success.
Holding high, but clear expectations encourages them to rise to the challenge and to succeed beyond their own
expectations. What a much more rewarding and valuable learning experience this is.
Mainly, I learned yet another benefit of P4C and a new way in which it can be applied in the classroom, in
a very undesirable the situation. I had to stand firm in my beliefs and continue to do what I knew and felt was right.
As a result, my own confidence improved.
Conclusion
The time that I spent with my sixth period All-stars was extremely rewarding and educational for me. I
found myself in a situation where I struggled with my own self-doubts and confidence while simultaneously
working overtime to encourage, promote, and, in many cases, create confidence in my students. It was a very
difficult task, especially when the task itself caused me to doubt myself more each day. When I didn’t feel like I had
made any difference, and they did not appear to have taken any steps forward, I felt like I had failed. I was feeling
the same way that they had each day. Perhaps that alone was what allowed me to inspire them and promote their
confidence, ultimately leading to the increase of their interest, motivation and engagement.
The use of P4C allowed my students to learn much more than just English content; they began to learn how
to learn together. They read, wrote and discussed as a community. My students learned to work together to share
ideas in an intellectually safe environment, and in turn, they learned to value intellectual safety. My students learned
the foundations and skills of good thinking, and how to apply these skills to find meaning in unfamiliar and abstract
content. My students learned how to interact with literature on a personal level, using their own ideas to give it
meaning. My students learned to understand and explore ambiguity. My students learned that no question is too
great or too small to ask. I know all of this is true because they tell me in their reflections and in our discussions,
and also because I can infer that they have learned and internalized these things from the work that they do. In a time
where test scores are often looked at as the most valuable, truest assessment of what a child knows, how comforting
to know that I am teaching children to actually know themselves. I continue to have high hopes and great
expectations for them. I want them to challenge themselves, challenge their thinking, take charge of their learning,
communicate with one another, value the time that we had and that they have together, and to take full advantage of
the opportunity that they are being given.
This situation would not have been at all successful for anyone involved if I had just tried to force my
views on them; I could not make them have the same high expectations for themselves as I had. All I could do was
help them to see their own self-worth and hope that they demand greatness from within, as well as from one another.
And with that, we all moved on.
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Chinese Student and American University Professor: A Cyber-Mentoring Experience
Abstract
This paper explores, through this single case study of a master’s candidate at
South China Normal University and a college of education professor at Rowan University
in Glassboro, New Jersey, how a chance contact initiated through a GOOGLE search
evolved into a mentoring experience. The Chinese student’s need for information and
understanding of current methods of teaching reading comprehension to English
Language Learners (as a foreign language) in order to prepare her 15,000 word master’s
thesis led her to a GOOGLE search which connected her with an American university
professor of English education with a special interest in reading and writing across
content areas, in particular strategies for comprehending a variety of texts. As teachers
and learners in the 21st century, we are necessarily searching for ways to extend learning
outside traditional boundaries. This experience gives a different slant on distance
learning. It explores a much less formal, yet critical way in which the mentoring role can
be crafted and how the initial role expanded into additional opportunities to expand the
understanding of the teaching of English and the skills necessary for comprehension. One
important element that crosses cultural lines here is that the ultimate determiner of the
teacher’s success in the classroom is closely aligned with her students’ success on a
standardized examination. This is the same problem faced by American educators and
was a motivating factor in the teacher’s choice of subject matter for her master’s thesis.
Through e-mails, instant messaging, “snail” mail and ultimately telephone conversations
and webcam conversations, the two participants have continued the mentoring
relationship.

Chinese Student and American University Professor: A Cyber-Mentoring
Experience
Introduction
The world is getting smaller. We are, each one of us, part of a global society. The ways
we discover our roles in this global society will vary from person to person, but each one
of us has a responsibility to contribute in the best way we can to the success of today’s
world. It may seem incredible to those of the senior generation exactly what can be done
using the Internet to explore our own personal space journey into the world of cyberspace. Information that once moved along its way slowly from person to person through
letters or phone calls, now flies at unimaginable speed through cyber-space, and people
are instantly connected. Today’s world demands of us the willingness to explore new
possibilities and to stretch our boundaries and horizons. One way to do this is certainly
through computers and the World Wide Web.
Years ago, when I began my first foray into the world of the Internet, I subscribed to
AOL and was off. I posted the traditional profile identifying myself as an English teacher
and since there have been many e-mails and instant messages from students across the
country asking me for assistance with literature and writing projects. Many of them visit
with me once, seeking easy solutions to their problems or my answers to their homework
assignments. When I offer to walk them through a process of discovering answers for
themselves, they often disappear without so much as a “thank-you.” Others, grateful for
the guidance, complete their assignment and visit with me again for further assistance on
later assignments. It has been a gratifying way of having a place in the lives of high
school and college students I will never meet.
Guo Yanfen is a middle school teacher of English in the People’s Republic of China. She
was graduated from a teachers’ college as an English major in 1995 and began her work
at that time in Kuang wei yu Memorial Middle School in Guangdong Province in the
south of China. The students she teaches are primarily aged 17 and 18 and are preparing
to enter college. These students must take and do well on the National Matriculation
Entrance Tests so as to go to their ideal college, which is not easy for them. In 1999, she
was “…lucky enough to pass the entrance examination for the Part-time Master Degree
Course for Education held by the South China Normal University and then was admitted
to it” (Personal Correspondence, October 2004).
Dr. Donna W. Jorgensen is Assistant Professor at Rowan University, Glassboro, NJ in the
Department of Secondary Education/Foundations of Education. After teaching junior and
senior high school English for 27 years, Dr. Jorgensen joined the faculty at Rowan. Her
primary teaching duties include responsibility for teaching introductory professional
courses and English/Language Arts methods courses. She does extensive work with
secondary schools in reading and writing and many of these schools have significant
populations of English language learners. In addition, over the last 4 years, she has
mentored and advised 9 master’s degree candidates through their coursework and thesis
completion.

For either one of us, it is really not uncommon to use the Internet for research in today’s
world. In fact, in the USA we take for granted in most teaching/learning situations that
everyone will have access to a computer and will be able to access the information
needed to complete projects. This might not actually be true in our own country and it is
certainly not true in other countries. A simple desire to read a particular journal article
may be frustrated when a library does not subscribe to the journal or to the electronic
databases that would make it available. Likewise, access to books that are current in the
field in which a researcher is working could be limited. This is notably true where
teachers of English as a second language are concerned.
Knowing how ubiquitous computers and Internet access seem to be, it is no wonder that
Guo Yanfen turned to a Google search when she was frustrated in attempting to access
information necessary to write her master’s thesis on the best reading strategies to apply
to increase reading comprehension in English language learners who are preparing for a
high-stakes college entrance exam. What began as a simple request for information on
her part, became a cyber-mentoring experience between this Chinese teacher of English
as a Foreign language and an American university professor whose specialization is
literacy and teaching methods.
In the beginning…from Guo Yanfen’s point of view
Making a decision to continue one’s education beyond the bachelor’s level is normally a
choice that a teacher makes. In Guo Yanfen’s case, she had determined that she would be
a significantly better teacher of English if she did additional in-depth study at the
master’s level, so she applied for and was accepted into the master’s program at South
China Normal University in 1999. This is her story of how she began her quest and how
we began our cyber-mentoring relationship.
In the year 1999, I took an entrance test for the part-time Education Master Degree for
Secondary School and Middle School teachers. Then I started the course in the year 2002,
March. As we still need to teach, so this course is mostly held during winter and summer
break. Therefore, it is just part-time. The whole course takes three years. The last year we
spend it writing our paper. Due to the lack of experience in writing this kind of paper,
which the limited class time in the University didn’t teach us much, I feel like having no
idea how to start at first.
Professor Donna Jorgensen’s name came into my eyes when I was then searching
aimlessly in the internet for some reference materials about teaching reading and reading
strategies for my Master’s Thesis with the searching engine Google one day early in
2003. I was anxious to get some information so as to start my paper proposal. So I
searched the Internet using Google by typing the words “teaching reading” into it. Then I
came across your website address and I read your profile with your e-mail address
included. Dr. Jorgensen sounded like a nice lady, so I sent [you] just one e-mail, stating
my information and what I want. The exact words written by her in her profile is not so
clear to me now but the message from the short introduction of her and her thoughts

about teaching reading impressed me much as I myself couldn’t agree more with her
about the dilemma we are now in about teaching reading to high school students in the
proper way. Therefore I just sent her one mail, explaining my situation and my opinions
of that problem. I was just thinking about trying my luck. But to my great surprise, she
responded so soon and so sincerely that I couldn’t even believe it to be true. But it is true
and that is how our friendship started and it is getting better and better till now.
In the beginning…from Donna’s point of view
In my e-mail several years ago, I had a request for assistance from a young woman who
lives and teaches English in the People’s Republic of China. I was not at all sure how she
had found my e-mail although subsequent conversations did explain that as she has
described above. What Guo Yanfen (known to me then as Eva) needed was relatively
simple and easily within my power to offer. I love helping people to learn and to stretch
their potential. Eva wanted to be a better teacher to her students and I had the power to
offer her advice, information, criticism and instruction in skills she definitely needed but
did not feel confident that she possessed. So began our cyber-mentoring partnership. The
nature of our relationship is an entirely new kind of distance learning that works because
both of us have made a commitment to it. While it is informal in the sense that it was not
formalized by either South China Normal or Rowan Universities, it has worked primarily
because we both wanted to grow and learn from the experience. Guo Yanfen has become
much more confident in her writing and speaking skills and that can only benefit her
students as they prepare for their very important exams. As the next section of the paper
indicates, the Instant Message conversations that we had were very focused around the
topic of Guo Yanfen’s paper: determining the best reading instructional strategies to
enhance standardized entrance exam test scores in her students.
Importance of mentoring
There are probably not many people in the field of education who would deny that
getting through the various stages in our careers is fraught with fewer obstacles and
pitfalls when we are adequately and conscientiously mentored. Some of us are pressed
into roles as mentors and others enter into the mentoring relationship voluntarily.
Whichever is the case, normally the mentoring relationship exists in one of two venues:
within the institution of higher learning or in a distance learning environment. Robertson
1992) lists characteristics of a productive mentor:
• Provide a vision
• Support and counsel
• Access professional networks
• Believe in others’ capabilities
• Show genuine interest in others
• Have leadership experience
• Enhance political awareness
• Make yourself available, responsive, open
• Are competent, authentic
• Can confront and accept

•
•
•
•
•
•

Have superior teaching skills
Motivate others
Show sensitivity and strong ethical and moral fiber
Commit to the relationship
Understand others
Are objective and clear-thinking. (cited in Shaffer, Tallarica, & Walsh, 2000 p.
34)
Knouse (2001) suggests that the Internet offers alternatives to the traditional
mentoring with which most of us have some familiarity. He indicates that many special
groups, including women “have difficulty finding a mentor. One solution is virtual
mentoring—selecting and interacting with mentors on the Internet” (p. 162). While there
is a traditional kind of virtual mentoring described by Knouse, the Internet/virtual
relationship between Professor Jorgensen and Guo Yanfen is not typical in any way. The
connection via the Internet began as a question that evolved into an informal yet very
productive mentoring relationship. Guo Yanfen did not embark on her Internet search
with the idea of finding a mentor, but she did know that she needed access to expertise
and information that was not readily available in her university. In some instances, Guo
Yanfen did not have easy access to her advisor at South China Normal University. This
advisor was not as experienced in the area of literacy and reading comprehension as Dr.
Jorgensen, and the bond that developed through continuing e-mail correspondence
provided Guo Yanfen with opportunities to receive assistance in a very non-threatening
fashion. Naturally the twelve hour time difference could present problems, but actually
the difference made it relatively easy to schedule times when both could be on-line at the
same time, albeit one in the morning and one at night enabling Instant Messenger
sessions that often lasted two hours as questions and responses flew back and forth.
The Process
Once the contact was established, we maintained it primarily through e-mail
conversations and Instant Messenger. With more recent access to Internet voice programs
and access to webcams, we have been able to actually see and speak with each other. This
face to face yet virtual world contact helped immensely. In many instances words on a
screen do not convey the same emotional connections that facial expressions do.
Therefore, when we could speak and look at each other, we could determine depth of
understanding of concepts and methodology more easily. In spite of this and because that
type of contact has been minimal, our most productive conversations have been through
cyber-space and we prefer to identify this relationship as a cyber-mentoring relationship.
One of the first things that had to be clarified was the needs of the students. While Guo
Yanfen had a very solid impression of the areas with which her students were struggling,
she did not know exactly what she could do to correct the situation through her teaching.
Early in this process, [Donna] being so nice, helped me narrow down my ideas by
making suggestions and asking me questions through e-mails and chat in AOL Instant
Messenger. At the same time she also helped me with resources research, not only
sending me materials through mail, but also posting me two useful books about reading
teaching and teaching strategies.

It seems incomprehensible to us in the USA that people cannot easily, through libraries,
access electronic copies of important research in topics in education. Guo Yanfen was
able to do her initial literature search, however many of things she needed were not
available to her through her university or databases she could access through general
Internet browsing. This was one thing that I was able to provide for her. Once she had
done her searching and found articles she believed would be useful to her, she simply
sent me the bibliographic references and I would search through our library databases,
access the articles and e-mail them to China. The world of cyber space knows no time or
space boundaries. As simply as hitting the ‘send’ key, articles went winging their way
from New Jersey to Guangdong Province arriving in a matter of minutes. Additionally,
many of the books that were available in China were either outdated or from the British
perspective so providing American literacy texts gave additional depth to Guo Yanfen’s
final literature review and research.
It does, as the reader will see from some IM excerpts, take some time to acclimate to the
speed with which messages speed back and forth, with Donna’s messages often
overlapping because Guo Yanfen would take a longer time to type in what for her is a
second language even though she is highly proficient. Were we able to show all the emails and messages along with the drafts and final paper, readers would see the distinct
improvement in Guo Yanfen’s command of the written English language. This definitely
gave her growing confidence in her ability to face the challenge of doing this research
project.
For me, says Guo Yanfen, Donna has been both a beloved friend and a devoted
supervisor. She not only helps me as much as she can with the resources collecting for
my paper, but also encourages me whenever I feel down or frustrated at my work or
paper writing. She has been so willing, kind-hearted and patient with me all this time that
I am able to carry on with my paper writing, otherwise I would have given it up already.
Through e-mails, mailed books, searched articles, she provides me with much resource
for my paper, are also helpful with my work as a high school teacher of English. We talk
with each other once in a while through the AOL Messenger. Through those talks,
Professor Jorgensen helps me think more clearly about what I actually want to do with
my paper by questioning me and giving me suggestions. Her guidance shapes my
thoughts and her suggestions inspired me much. We also exchange ideas and opinions
about the teaching situation in both countries, which helps me learn a little more about
how teaching is actually carried out in America. As a result, I benefit a lot in this way.
The application of the same procedures of probing questioning and refinement of
research questions that work with any student engaged in research at a master’s level was
one of the keys to the success of the relationship. Assisting Guo Yanfen to define the plan
for her paper was crucial as was helping her to access relevant materials. We have both
gained a great deal from the experience with regard to Robertson’s characteristics of the
productive mentor. One of the first things that had to be done was to identify the elements
of the national syllabus for English language instruction that were problematical for Guo
Yanfen’s students and attempt to articulate a plan of action, identifying appropriate

reading strategies, that would boost students’ confidence in their abilities and also raise
their test scores. The following is an excerpt from a more than two-hour IM
conversation. The conversation occurred just before classes began in the fall 2003
semester at Rowan. This was early in the mentoring relationship, yet it clearly
demonstrates many of the qualities of a strong mentoring relationship with ideas coming
from both mentor and mentee in a way that enhances the scholarship of both. Note that
typical of Instant Messages, Eva pays little attention to spelling and punctuation. Donna,
on the other hand, is nearly compulsive about correctness even in this very informal,
colloquial format. This improves over time, although we will not include other IM
examples. In spite of errors in spelling, capitalization and punctuation, it is quite clear
that there is a strong command of the English language. Some of these errors can be
directly attributed as typos while others are typical errors of second language learners
who do not speak or write often with native speakers.
EvaGKwok [9:51 PM]: reform has been made now and big changes took place in
the test
EvaGKwok [9:53 PM]: as china enters WTO, english is getting even more
important as it means good chances
EvaGKwok [9:54 PM]: now in my town, students in the third year of primary
school are required to begin to learn english last year
DJorgen820 [9:55 PM]: Do you find much resistance from your students? Are
they interested in learning or do they just do what they must?
EvaGKwok [9:56 PM]: so in a word, english and computer are too hottest
subjects now in china
DJorgen820 [9:57 PM]: Computers are hot everywhere I guess!
EvaGKwok [9:57 PM]: to be honest, i see not many students are learning those
subjects out of interest, but out of requirements
DJorgen820 [9:57 PM]: I know the feeling...I taught high school for 27 years
before I went to teach at the university!
EvaGKwok [9:57 PM]: it is the fault of the education system, esp the testing
system
EvaGKwok [9:58 PM]: now about the requirements on reading of senior high
school students in my country
DJorgen820 [9:58 PM]: Yes, I hate standardized tests! They force teachers to
teach for a test rather than for learning!
EvaGKwok [9:59 PM]: that is the point i couldn't agree more
DJorgen820 [9:59 PM]: Everything here is about standardized tests...President
Bush is really in favor of them!
EvaGKwok [9:59 PM]: many teachers and educators feel that way, but no choice
EvaGKwok [9:59 PM]: china the same
EvaGKwok [10:00 PM]: now even computer-assisted standardized test too
DJorgen820 [10:00 PM]: I am sorry, I interrupted you when you wanted to talk
about reading...
EvaGKwok [10:00 PM]: in the syllbus for englsih subject newlly published this
year

EvaGKwok [10:01 PM]: it has clear and specific description about each grade of
students who are required to reach
EvaGKwok [10:02 PM]: if i can' t make myself clear to u, please raise qutesions
DJorgen820 [10:02 PM]: OK
EvaGKwok [10:02 PM]: as it is written in chinese, i hav eto translate in to
englihs
DJorgen820 [10:02 PM]: :-)
EvaGKwok [10:03 PM]: there are 9 levels or grade for students from primary to
senior high
EvaGKwok [10:04 PM]: i will just talk about the 6-8 level requirements for
reading, ok
EvaGKwok [10:05 PM]: level 6 is for the senior one students who just finish
junior high
DJorgen820 [10:05 PM]: ok
EvaGKwok [10:06 PM]: for them, they should be able to get the main informatin
and viewpoints from the reading materials
DJorgen820 [10:07 PM]: Finding main ideas is a major reading concept
everywhere. I am not sure exactly what you mean by viewpoints...points of view?
EvaGKwok [10:07 PM]: second,can guess the meaning of new words from the
context and sentence structure
EvaGKwok [10:07 PM]: yep
EvaGKwok [10:08 PM]: they can infer,predict the plot of the story
DJorgen820 [10:08 PM]: These sound exactly like our reading standards!
EvaGKwok [10:09 PM]: they can make a decision about choosing the
appropriate reading strategy according to different reading purpose
DJorgen820 [10:10 PM]: Yes, setting purpose is really important.
EvaGKwok [10:10 PM]: they can get informatin needed through various ways
EvaGKwok [10:11 PM]: i guess it means the ability of getting informatin in
different way as it is now the informatin age
DJorgen820 [10:11 PM]: yes, I believe so...
EvaGKwok [10:11 PM]: finally, besides the required learning textbook
DJorgen820 [10:12 PM]: reading a textbook is different from reading a book for
pleasure and that is different from reading online materials.
DJorgen820 [10:13 PM]: You could pick any 2 or 3 of those things and see
where your students are now and then implement teaching strategies to help them
improve and then test them again to see if they have advanced!
EvaGKwok [10:13 PM]: they are required t o read outside class materials, for
over 200,000 words
EvaGKwok [10:13 PM]: the last one is the poorest one my studends are doing
DJorgen820 [10:14 PM]: How do they show they have done that reading?
EvaGKwok [10:15 PM]: with so many subjects to deal with, they don't have
much time left for reading for pleasure, not in chnese, let alone in englsih
EvaGKwok [10:15 PM]: it doesn't describe in detail here
EvaGKwok [10:16 PM]: i guess maybe through testing
EvaGKwok [10:16 PM]: that's somethng i can think about , right?

EvaGKwok [10:17 PM]: students do have home work, outside class reading
comprehension expercise, but no free reading at all
EvaGKwok [10:17 PM]: everybody read mainly for test, not appreciation
EvaGKwok [10:18 PM]: that 's all for level 6
DJorgen820 [10:18 PM]: Yes, I am not sure how you can be sure they are doing
that! You can't test them individually if they all are allowed to read different
things!
EvaGKwok [10:19 PM]: for level 7, that is senior 2, again 6 points, but higher
requirements
DJorgen820 [10:19 PM]: Perhaps it is the belief that those students who do more
reading for whatever purpose in English will be better readers and comprehend at
a higher level.
EvaGKwok [10:19 PM]: yep
DJorgen820 [10:19 PM]: Unfortunately, there are many students who read a lot
but get no meaning out of any of it!
EvaGKwok [10:19 PM]: most teachers think so, but the reult is not good
EvaGKwok [10:20 PM]: so that is why learning strategy is writtten down in the
new syllbus and more attention is being paid
EvaGKwok [10:20 PM]: i can do about that, right?
EvaGKwok [10:21 PM]: let's go through all the three level, so you can have a
better idea, ok?
DJorgen820 [10:21 PM]: You could! Ok
DJorgen820 [10:22 PM]: I will let you type it all and then I will print this!
EvaGKwok [10:24 PM]: for level 7, students are required to be able to get the
main informatin and take down some important notes.
EvaGKwok [10:25 PM]: second , get the gist and the intention or idea of the
writer
EvaGKwok [10:26 PM]: 3. they can choose, seclect and reorganize the
information from simple passages
EvaGKwok [10:27 PM]: 4. using the clues in the coontext to help oneself have a
better understanding of the passage
EvaGKwok [10:28 PM]: 5. can understand and appreciate some simple classical
englsih poem
EvaGKwok [10:28 PM]: 6. they are supposed to read and achieve a vocabulary
of over 300.000 words
EvaGKwok [10:29 PM]: that's all for the level 7
DJorgen820 [10:29 PM]: Do they indicate a preferred vocabulary list anywhere?
EvaGKwok [10:30 PM]: no t exactly
DJorgen820 [10:31 PM]: I have a couple of books I would very much like to
send you. Will you send me an address? I think they could help your students to
become better readers if you used them to supplement their textbook. Don't worry
about the cost!
EvaGKwok [10:31 PM]: but we do have a list of vocab---words and expressions
after each text book
EvaGKwok [10:32 PM]: and put them together for senior three students to
master

EvaGKwok [10:33 PM]: the least required vocab list if you want to pass the
exam
EvaGKwok [10:33 PM]: i should say the basci ones
DJorgen820 [10:33 PM]: Learning vocabulary is very difficult...many students
can memorize a list but not be able to know what the words really mean in context
when there are multiple meanings for words!
EvaGKwok [10:34 PM]: you are so right
DJorgen820 [10:34 PM]: That is where context clues and inference and prior
knowledge become important!
EvaGKwok [10:34 PM]: i guess that is one of the problem why they can red the
passage well, but not doing the test well
EvaGKwok [10:35 PM]: yes
EvaGKwok [10:35 PM]: exactly these three
DJorgen820 [10:35 PM]: I think one of the articles I sent you talks about
vocabulary development
EvaGKwok [10:35 PM]: and we teachers quite often neglect this
DJorgen820 [10:36 PM]: It is too easy to teach vocabulary as a list of words
rather than in context!
EvaGKwok [10:36 PM]: due to the time limited and pressure from the test,
teachers just so rush to teach the students knowledge, not skills, just what, not
how
EvaGKwok [10:37 PM]: and not giving student;s time to think and learn
EvaGKwok [10:37 PM]: so chinese studnts are so used to accepting passively
EvaGKwok [10:38 PM]: let me copy down the three things you said just now
DJorgen820 [10:38 PM]: You can print the IM
EvaGKwok [10:38 PM]: they are exactly what i think of
DJorgen820 [10:38 PM]: if you are connected to a printer
EvaGKwok [10:39 PM]: no ink in my printer
DJorgen820 [10:39 PM]: OOPS!
EvaGKwok [10:41 PM]: talking to you and your words help me a lot
EvaGKwok [10:41 PM]: and clear out my thoughts
EvaGKwok [10:41 PM]: jsut so great
EvaGKwok [10:42 PM]: then for the level 8, the last year
DJorgen820 [10:42 PM]: Isn't it wonderful what technology allows us to do!
EvaGKwok [10:42 PM]: of course higher requirements again
EvaGKwok [10:43 PM]: students are supposed to underdtand the diffierent
points of views and attitudes
EvaGKwok [10:43 PM]: 2. can tell the different style of different articles
EvaGKwok [10:44 PM]: can understand the hard and long sentences through
analyizing the sentence patterns and structures
EvaGKwok [10:44 PM]: for this point, do you think it is important and helpful
reading in this way?
DJorgen820 [10:45 PM]: I think it can be at the highest levels. I teach my
English majors to do this.
DJorgen820 [10:45 PM]: sometimes that is what makes an English language
sentence difficult to understand

EvaGKwok [10:45 PM]: can appreciate simple literature works with the help of
teachers
DJorgen820 [10:46 PM]: It can be awfully difficult to make meaning out of
sentences if you don't understand whether a word is a noun or a verb or a verb or
a participle for example!
EvaGKwok [10:47 PM]: 5. can get information from electronical readers or
jounals or internet according to the need of of learning tasks and process an deal
with the informatin you get
EvaGKwok [10:47 PM]: 6. besides text, reading amount should be over 360,000
words
EvaGKwok [10:48 PM]: that is all
EvaGKwok [10:48 PM]: hopefully i make my idea cross to you
DJorgen820 [10:49 PM]: yes, I understand completely. Your requirements are
very much like what we require of students in reading at these levels!
EvaGKwok [10:55 PM]: and for my experiments, i can only do it with the
senior one and seno two, right?
DJorgen820 [10:56 PM]: Yes, but even that might be too much!
DJorgen820 [10:56 PM]: It might be better to pick one level
EvaGKwok [10:56 PM]: i mean either
EvaGKwok [10:57 PM]: we are suggested to do it with an experiment group and
a control group
EvaGKwok [10:58 PM]: the suggested paper includes five parts
DJorgen820 [10:58 PM]: I know they like you to do that, but it is really hard to
teach one group in a better way! I think that cheats some students!
EvaGKwok [10:58 PM]: introduction
EvaGKwok [10:58 PM]: i agree
EvaGKwok [10:58 PM]: but....
DJorgen820 [10:58 PM]: The best thing to do would be to see if you have a
colleague who is teaching the same level who would let you use students for a
pretest and then you pretest both your group and his/hers.
EvaGKwok [10:59 PM]: then literature review part
DJorgen820 [10:59 PM]: Then you do what you want to do to improve
comprehension for your students without telling the other group and see if yours
are better at the end!
EvaGKwok [10:59 PM]: then they will say that there will be too many
unnecessary invaribles
EvaGKwok [11:00 PM]: as our professor suggested
DJorgen820 [11:00 PM]: There are going to be confounding variables no matter
what you do!
EvaGKwok [11:00 PM]: you know, i have never known anythng about this untill
i began this course
EvaGKwok [11:01 PM]: so i don't have much opinions of myown
EvaGKwok [11:02 PM]: just follow what we were taught there and hope to
avoid being questioned hard
EvaGKwok [11:02 PM]: silly
EvaGKwok [11:02 PM]: but i feel your suggestion is a good one

DJorgen820 [11:02 PM]: There will be more confounding variables if you try to
do it with one of your sections of students and not others.
DJorgen820 [11:03 PM]: Students will talk to each other; you will inadvertently
do something with one that you didn't mean to do...
DJorgen820 [11:03 PM]: If the control group is not your students, they cannot be
impacted by your teaching. If you don't talk to other teachers about what you are
doing until after it is done, they won't be tempted to try what you are doing and
mess up the control group
EvaGKwok [11:05 PM]: yep, that is what our professors warned us of too
EvaGKwok [11:06 PM]: they said we will have to be very careful with the
control of the variables
DJorgen820 [11:06 PM]: I wish I could tell you there is an easy answer for that!
Perhaps one of your professors could make a more definite suggestion about how
you should set up your groups.
EvaGKwok [11:06 PM]: then i will consider your suggestion
DJorgen820 [11:07 PM]: That is why I think you need to use another class as
your control group.
EvaGKwok [11:07 PM]: they only told us the general ideas
DJorgen820 [11:07 PM]: There might be some discussion among students, but I
doubt it. Students generally don't talk about how they are being taught unless they
hate it!
EvaGKwok [11:07 PM]: when we ask them for some specific details, they will
just bush around
EvaGKwok [11:08 PM]: they are being so busy and the time we meet is so
limited and short
DJorgen820 [11:08 PM]: So, I think you should start to think about the proposal
with another group and your own. Then if they don't like it, they can tell you
exactly why! If we are very careful in what we plan to do, the confounding factors
will be limited.
EvaGKwok [11:09 PM]: ok
DJorgen820 [11:09 PM]: It is almost impossible to do this kind of research
without some things happening! You just explain them away in your discussion
chapter!
EvaGKwok [11:09 PM]: i guess i will just do as you suggested
DJorgen820 [11:09 PM]: If everyone is confused, you will appear quite
knowledgable as you talk about what you want to do!
EvaGKwok [11:10 PM]: but in the proposal defense, i wll try to make my, or
yours cross to them and see what will come out
DJorgen820 [11:10 PM]: I will keep sending you articles on such things as
inference and context clues and points of view as I find them. If you find mention
of an article you think you would like to read for your literature review, send me
the information and I will see what I can find.
DJorgen820 [11:11 PM]: Sometimes just reading some of these articles will give
you an idea how to set up your experiment.

EvaGKwok [11:12 PM]: if everyone is confused, you will appear quite
knowledgable as you talk about what you want to do! i like this. if i can talk them
into believe my idea,
DJorgen820 [11:12 PM]: So, now I am sure you have something better to do
with your afternoon! We have been talking for nearly two hours!
You will be fine if we work through each step a little at a time.
DJorgen820 [11:13 PM]: I have printed this IM so that we can remember what
we said!
DJorgen820 [11:13 PM]: I will start a folder so if there is something you are
trying to remember, I can find it!
DJorgen820 [11:14 PM]: In fact, I can copy the whole thing and send it to you in
an e-mail!
DJorgen820 [11:14 PM]: What word processing program do you use?
EvaGKwok [11:14 PM]: i can replicate the method, right?
EvaGKwok [11:14 PM]: xp
DJorgen820 [11:14 PM]: What do you mean?
EvaGKwok [11:15 PM]: imean i can try the experiment method used by others
with my students and it is not copy, right?
DJorgen820 [11:16 PM]: Microsoft Word?
It is not copying...every teacher has a right to use the methods. What you are
trying to do is show that using certain methods will cause students to achieve
higher scores than those students who are not instructed with these methods.
DJorgen820 [11:17 PM]: Consciously teaching the students to use a variety of
strategies and knowing when to choose which strategy is what you will be
teaching them.
DJorgen820 [11:17 PM]: Most teachers just assume that students are able to do
this.
EvaGKwok [11:17 PM]: yes, microsoftword
DJorgen820 [11:17 PM]: One of the things you will see is if they can define a
purpose for reading.
You will also want to look at their understanding of inference and how to make an
inference.
You will also want to look at how they employ context clues.
DJorgen820 [11:18 PM]: This will mean that you will need to craft your lessons
with a great deal of care so that you compel the students to think about these
things instead of just guessing!
DJorgen820 [11:18 PM]: I am going to copy this whole IM and put it into a
Word document and send it to you. That way you will have it if you want to refer
back to something!
EvaGKwok [11:19 PM]: thanks vey much
DJorgen820 [11:19 PM]: Don't type for a couple of minutes...it won't let me
copy if you are sending me something!
EvaGKwok [11:20 PM]: for knowing what students think and whether they have
a purpose, i can use the questionnaire

DJorgen820 [11:20 PM]: yes, you can do that, or you could actually record
responses with their permission and then transcribe it later.
DJorgen820 [11:21 PM]: Sometimes you will, as part of a lesson, ask your
students to write down the purpose and you would have that documentation.
DJorgen820 [11:21 PM]: Let's finish the conversation for tonight and then I can
copy and send. Is there anything else you would like to talk about now, or do you
have enough to think about?
DJorgen820 [11:22 PM]: The best thing to do now is to read articles for your
literature review. That will give you good ideas of where to start.
EvaGKwok [11:22 PM]: one last thing to tell you, i teach big class with at least
over 65 studetns. no more than 70
EvaGKwok [11:22 PM]: this something we need to consider, right
DJorgen820 [11:23 PM]: Wow; that is a lot! You will have lots of data to
analyze!
DJorgen820 [11:23 PM]: It will be big, but a bigger sample is always better!
EvaGKwok [11:23 PM]: yes
DJorgen820 [11:23 PM]: Do you have data analysis software?
EvaGKwok [11:24 PM]: and tomorrow i may come here late as i have to attend
the test till 12 pm
EvaGKwok [11:24 PM]: 12am
EvaGKwok [11:24 PM]: we are suggested to usr spss software
DJorgen820 [11:24 PM]: I will look for you. This week is the last that I will stay
up late every night because I start classes again next week. We will have to plan
then when to talk.
DJorgen820 [11:25 PM]: Yes, I use SPSS. It is very good!
EvaGKwok [11:25 PM]: ok
EvaGKwok [11:25 PM]: i will try to come as possible as i can
DJorgen820 [11:25 PM]: And my students have been quite successful with it.
EvaGKwok [11:25 PM]: and interpretinf the data result is the hardest part form
me, i thnnk
EvaGKwok [11:26 PM]: but wit your help, i guess i may actually go through this
DJorgen820 [11:26 PM]: So, I will say goodbye for now and copy this. Look for
an e-mail and download Acrobat Reader so you can read articles I send you.
The interpretation isn't so bad...it just looks awful! I will help you!
EvaGKwok [11:26 PM]: ok
EvaGKwok [11:26 PM]: thaks and good night
DJorgen820 [11:26 PM]: you're welcome and good night
EvaGKwok [11:27 PM]: it is good day here
EvaGKwok [11:27 PM]: :-)
Through this instant message series, it is easy to see the research though process in
action. There was a clear exchange of ideas and thoughts about methodology even this
early in the writing of the paper. It was the beginning of chapter outlines that would be
refined and developed into the final paper.
The Results

As a result of the mentoring process, Guo Yanfen gained confidence in her ability to
complete the research and to earn her degree. Later e-mails and instant messages reveal
her apprehension about being able to defend her methodology and her results but also
reveal her joy when she completed her oral defense and was awarded her degree. Guo
Yanfen’s students did very well on their exams and I am confident that her teaching
played a major role in their success. She was very analytical of her own teaching in spite
of the fact that her research did not find statistically significant differences between the
experimental and control groups. She has continued to refine her practice and to explore
new ideas to help her students to truly learn to read and write well in English.
In addition to the mentoring during the master’s degree process, we have worked together
to translate some Chinese bus instructions into English, often laughing at how difficult it
is to find an accurate translation when the literal makes no sense or when the subtleties of
meaning in Chinese are not adequately conveyed by English. Someday we will meet face
to face instead of over the Internet, but we sincerely doubt that face-to-face meetings
would have been any more profitable than those we had through e-mail and instant
messages.
An ancient proverb suggests that the journey of a thousand miles must begin with a single
step. When Guo Yanfen took that single step to search for help on the Internet, she began
a journey to mentoring and friendship. We have both profited significantly from the
association. I leave the final words to Guo Yanfen.
In my opinion, what you have impressed me and helped me with my paper finished most
is your expertised [sic.]guidance, your endless and in-time patience and encouragement
as well as your actual help with the collecting of the materials I needed and so on. Your
inspiration and support in me last me till the end of the work. There were many times that
I was feeling desperate and hopeless and helpless and I was on the point of giving up, I
would turn to you immediately and then your encouraging words, your trust in me being
able to carry on with my paper till the end and especially your actual effort made to help
me keep writing together with your careful grading of my whole paper, all of those
memories are here on my mind and deep down in my heart alive all the time. With
everything done finally, my confidence is built up even stronger and my ideas of doing
research work get clearer. I personally think I could not have gone through this
successfully without you.
These are words that cement the mentoring relationship and the friendship. Mentoring is
not possible only when the student and teacher are on the same campus or even in the
same country. A solid mentoring relationship definitely can be built through face-to-face
meetings, but an equally solid mentoring relationship can be built across cyber-space.
Guo Yanfen and Dr. Donna Jorgensen are proof positive of that.
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Mathematics Teaching

Abstract
In this paper we share our approach to developing a common vision and meaning
of high quality urban mathematics teachers. We worked collaboratively with teachers of
mathematics in urban schools to investigate the phenomenon of high quality teaching
from their perspectives with the purpose of developing an instrument that could be used
as a recruitment tool for an alternative teacher preparation program for secondary
mathematics. Through this process and in search of identity of high quality urban
teachers, a list of their characteristics were determined and categorized. A
phenomenological stance was applied within focus group interviews in collecting and
analyzing initial data. As a result of our work, unique characteristics of high quality
urban mathematics teachers were identified.

Introduction
In the report, No Dream Denied: A Pledge to America’s Children (2003), “highly
qualified teachers” have been benchmarked by a set of criteria that are aligned with the
Interstate New Teacher Assessment and Support Consortium (INTASC) and the National
Board for Professional Teaching Standards (NBPTS). The report has also indicated
“American students are entitled to teachers who know their subjects, understand their
students and what they need, and have developed the skills to make learning come alive”
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(p. 7). Despite these claims, the report states that the nation is far from providing every
child with quality teaching -- particularly in urban school environments.
Identifying and placing high quality teachers in every classroom for improvement
in urban student achievement is challenging. Goldhaber and Anthony (2003) suggest that
teacher quality is the most important educational input predicting student achievement.
They claim that teacher quality has historically been synonymous with personal traits,
such as high moral character and intellectual curiosity while today it tends to encompass
structured standards developed by INTASC and NBPTS. The National Council for the
Accreditation of Teacher Education (NCATE), INTASC and NBPTS, though they differ
in some respects, they share common themes about teacher quality. However, despite
thinking of teacher quality as an immutable characteristic, Goldhaber and Anthony
(2003) stated that it is possible that some teachers may do well in highly structured
environments with explicit standards and accountability measures, while others have
teaching styles that flourish in more flexible environments. This thought has further
highlighted the need for the recruitment of future teachers into initial preparation
programs who possess the potential to become high quality urban mathematics teachers.
Therefore, our research is focused on producing a recruitment instrument for identifying
such potential teachers. For the context of this paper, we share the process in developing
this instrument.
Ultimately, our focus is to increase the number of high quality urban mathematics
teachers who seek jobs in urban school districts and are committed to remain in urban
classrooms. In that light, we need to understand what is necessary to be a high quality
urban mathematics teacher, and how we prepare teachers to acclaim those qualities,
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remain and be committed to teach in urban schools. There is the need to identify
characteristics of teachers who influence urban student achievement and possess the
willingness, the stamina and longevity to remain in the urban classroom. A recruitment
tool that can accomplish the task of identifying these characteristics within students
entering initial preparation programs has the potential to address the numerous challenges
related to the mathematics education of urban students. Therefore, the purpose of our
research is to develop such an instrument. The research question is: How can an
instrument be developed to facilitate identification of potential high quality secondary
mathematics teachers for urban environments?
Methodology
For the context of our study, we chose to focus on individuals who had livedexperiences through which they had developed beliefs and perceptions with respect to the
phenomenon of high quality mathematics teachers in urban environments. In this study
we refer to the participants interchangeably as participants and teachers. The participants
are secondary mathematics teachers who teach in high need school districts. In these high
need school districts, a large percent of teachers of mathematics do not hold even a minor
in the field. The student demographics in these schools are predominantly AfricanAmerican and English as a Second Language (ESL) learners coming from low-to-middle
level income families
Therefore, the nature of our investigations warranted the development of a
research design that served as a vehicle for collecting data on personal experiences with
regard to the phenomenon under investigations. This led us to select a phenomenological
approach that was implemented through focus group interviews.
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Phenomenological Approach
Phenomenology is indeed a reasoned inquiry, which discovers the inherent
essences of appearances. Researchers who use this framework are interested in showing
how complex meanings are built out of simple units of direct experiences. That is, a
phenomenological study follows the format of explicitly examining one particular
phenomenon to allow carefully chosen participants to make meaning out of it (Creswell,
1998).
Focus Group
Focus group interview was the vehicle through which data were collected. In
essence it is not a question-and-answer format of interview but it relies on the interaction
within the group. The use of focus group allows for explicit interactions that produce data
and insights that would be less accessible without the interaction (Morgan, 1988). This
reliance on interaction between participants is designed to elicit more of the participants’
point of view in the context of the views of others, which would be evidenced in the more
researcher-dominated interviewing (Mertens, 1998; Patton, 2002). While focus group
interviews allows opportunities for participants to hear the views of others the context of
our study maintained a phenomenological stance as each group member listened to the
personal experiences of others, he/she was stimulated to think more deeply about his/her
personal experiences related to the phenomenon. Data were collected over two focus
group interviews.
Procedures
We, the facilitators as researchers approached the phenomenological interview from a
respectful stance, making clear to the participants that their individual understanding of
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the phenomenon was of paramount interest to us (Thomas & Pollio, 2002). The protocol
for the focus group interview was designed to progressively advance the level of
reflections of participants by providing opportunities for richer responses. We began by
situating the participants in their experiences as learners of mathematics and gradually
moved them to the context of their experiences as teachers of mathematics in urban
schools. The initial interview question was designed to engage them in focusing on their
personal experiences as a learner in the classroom of a teacher whom they considered to
be a high quality mathematics teacher. This stage allowed for them to foster a level of
comfort for interacting within the focus group. As we moved toward a deeper
investigation of the phenomenon group members were more at ease to share their
experiences. Below are the descriptions of the progressions of the focus group
interviews.
Task I
The teachers were asked to think of themselves as learners of mathematics and to
think of a teacher who had the most positive impact on their learning. They were asked to
visualize the teacher and recall some adjectives that they would use to describe his/her
classroom, methods of teaching, interaction with students, things that he/she did that
personally impacted their learning, and any other factors that come to mind. Individually,
the teachers were asked to use their laptops to record their adjectives and subsequently
write a brief paragraph about the teacher they described (mainly 3-5 sentences).
Participants were asked to email their responses to the facilitators.

6

Task II
To further stimulate the teacher generation of adjectives associated with their
experiences as learners of mathematics the teachers were randomly placed in groups of
two and asked to share and compile their lists. While doing so, the teachers were to
extend this list if other adjectives came to mind. Next, the teachers shared their complied
lists with the whole group. In the final step of task II, the teachers emailed the list of
adjectives to the facilitators.
Task III
In Task III, the focus was directly tied to the phenomenon under investigation.
The teachers were asked to think individually of all that is required to teach students in
urban school settings, and to think of the current conversations in the educational arena
with respect to high quality teachers. They were further asked to describe what they
believed are the characteristics of a high quality mathematics teacher in an urban school.
All writing tasks were then emailed to the facilitators.
Task IV
In Task IV, participants were engaged in whole group discussion of their response
to Task III. To stimulate rich engagement in the discussion, the facilitator asked these
probing questions: (1) Describe what you believe are the characteristics of a high quality
mathematics teacher in an urban school. (2) What does it mean to be a high quality urban
mathematics teacher? (3) Is there anything more you want to add that will give us the true
meaning of a high quality urban mathematics teacher? (4) What specific qualities would
you look for in an urban mathematics teacher to consider him/her of high quality? (5)
What are the experiences in a typical day for a high quality urban mathematics teacher?
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(6) Can you think of any of the experiences in a typical day for a high quality urban
mathematics teacher? (7) What does the high quality urban mathematics teacher do
differently from teachers in other settings? (8) How do you find the balance where you
can at least get to where you want to be with the teaching of the content? Their responses
during this segment of the focus group interviews were recorded on chart paper, and
audiotape.
Analysis/Results
Analysis began within the focus group interviews. Once all adjectives, with respect to
high quality urban mathematics teachers, were recorded on the chart paper, the
participants were asked to categorize the adjectives. In focus group one; the participants
categorized the adjectives as follows: disposition, knowledge of content, approach to
teaching, and understanding the nature of student-teacher interaction. In focus group
two, the categories were defined as teaching strategies, personality, management, and
student – teaching interaction. Through further analysis we refined the categories as
follows: Disposition, Teacher Content Knowledge, Approaches to Teaching/Classroom
Management and Understanding the Nature of the Student. Table 1 shows the adjectives
by categories. The bracketed numbers in the chart are indicative of the number of times
the adjectives were repeated.
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Table 1
Characteristics of High-Quality Urban Mathematics Teachers
Disposition
Humorous Kind,
Stern Clear
Patient (3)
Exuberant
Trusting, Loving
Firm
Fair
Caring (2)
Sense of humor
Quirky Friendly
Positive
Good disposition
Respectful
Professional

Teacher Content
Knowledge
Smart
Easy to follow
Knowledgeable
(2)
Able to break
down concepts in
more than one
ways
Expert (2)

Approaches to
Teaching /Classroom
Management
Challenging (2)
Assertive
Interesting
Passionate about the
content
Interactive
Organized (2)
Good classroom
management
Easy to follow
Firm and fair
Innovative
Structured
Versatile
Multiple teaching
styles
Consistent
No-nonsense
Technologically
advanced

Understand the Nature of
the Student
Understand the nature of
student-teacher interaction
Hyper-activeness
Open-minded

Excerpts, from the transcriptions of the discussion during task III in which the teachers
extended their list of adjectives, are presented to illustrate the richness of the focus group
discussion:
Barbara, a Caucasian teacher of Algebra II added the adjective flexibility to the list,
stating:
… FLEXIBILITY. I have seen a greater need for adaptation within an
urban school district. For one, there’s generally more paper work and
less efficient ways of completing documents, so you have to be able as a
teacher to drop what you’re doing to fill out a survey, data assessment,
9

etc. Also, as a teacher you need flexibility and understanding to better
serve the students. You’ve got to give a bit more time for internet research
to be completed for the students, know that they may not have the means to
buy necessary things for a project, etc. The characteristics of compassion,
flexibility, and firmness are probably high-lighted more in an urban
setting…
Vanessa, an African-American teacher stated:
……. we talked about being flexible because so many different things
come up that interrupt …our instructional day, …… making adjustments
to your way of communicating with the student even though I may, …., if I
really want to connect with them, (I just talk like they talk. So they ….can
understand what I’m saying. “You know what I’m saying”)Æ [slang].
……to work with that urban child, that’s what I would do. I need to have
that level of flexibility in my communication with them even though ….. I
watch movies that don’t interest me because that’s what they see and I
want to be able to communicate with them and be able to make some kind
of real world connection with them. I’ve never seen the movie Shrek but on
my bulletin board I have a picture that says Shrek loves quality work
because they identify with Shrek. ……. to me I think that’s a tremendous
amount of flexibility that is called for in teaching children from an urban
environment. …..
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Marcella, an African-American teacher explained the approach that a teacher
could take to become a high quality mathematics teacher in the urban
environment:
…………Young people are able to tell when someone really does not care
for them or when someone is insincere. (They also smell fear (!) so you
cannot be secretly afraid of the students either.) You have to have good
classroom management. The students will run over you if you are “too
soft.” You cannot have a boring classroom. You must be able to get the
students interested in your subject. You have to be able to create “buy
in.” Above all, you have to really care about young people. In an urban
environment, many children are starved for stability and love in their
lives. Many get this from their teachers. You will even find children
calling you “Mom” or “Mama ______.” Many of the students need to
know that someone cares for them. If they think you care for them, then
they will begin to care about what you want ………
In pointing out what teachers needed to know, Vanessa said:
……. They [teachers] also need to be willing to grow themselves, they
need to know, they need to be able to identify their own strengths and
weaknesses and be willing to work with them knowing when to ask for
help and be willing to share their successful experiences in the classroom
with others. We don’t have a lot of teachers who are willing to do that, sad
to say. And they need to be able to utilize a variety of teaching methods
and strategies. When one thing doesn’t work pull something else, pull
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another trick out of the hat. And just because it works this year doesn’t
mean it’s going to work next year. (Laughter). ….. they [students] need
patience. A …… A lot of patience. (Laughter) …..
It was evident that teachers were speaking from their own personal experiences
when Dionne, an African-American teacher explained to the group that:
Everyday is different, I mean everyday of my teaching career has been
different, you know I’ve never been able to like just say I got it down this
is the way its going to be tomorrow. It almost exciting if you look at it in
that light. You know I don’t know what’s going to happen today!
Having heard the characteristics, which teachers thought were important for a high
quality urban mathematics teacher, as the teachers exhausted their reflections Nicola, an
African-American teacher began to talk about “constructive noise” which re-opened the
discussion. At this point, Carol who is also an African-American teacher interjected with
another focus on the interaction in the urban classroom. She constructed the idea of
“constructive hyperactiveness” in saying:
I think you would also see, beside constructive noise, constructive
hyperactiveness. …But the hyperactiveness is when they start standing and
moving from group to group. …..And I think you will see constructive
hyperactiveness more in the urban school versus …a suburban school. A
suburban school you would just see the constructive noise because they
will keep their voices at a moderate level, pretty much sit in their seats,
and they’re talking to one another the way we are now, but in an urban
school, depending on how urban it really is, some of the students because
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of their environment at home they tend to walk, or stand, or talk with their
hands to get their point across…
With the addition of the adjective, constructive hyperactiveness, a unique perspective of
high quality urban mathematics teachers was infused. Prior to this discussion the list of
adjectives represented common themes that perhaps can be applied to a high quality
teacher across any school environment. However, constructive hyperactiveness stood out
as an outlier. Constructive hyperactiveness was recognized as student behavior that could
be managed successfully only by high quality mathematics teachers.
Next Steps
At the close of each focus group interview, we asked whether or not the group had
exhausted all adjectives. In each focus group the response was they believed we would
find more adjectives to add to the list. Based on this response, we have decided to
conduct at least two more focus group interviews with the expectation to saturate the
data. The adjectives in this list will be used to generate items for the recruitment
instrument as we move into the next phase.
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Clarifying the Purpose of the Program
Need for Program
The JNC Institute (JNC) was established by a small group of mental health professionals
because they believed that the methods that were commonly being used to treat children with
developmental disabilities and other learning challenges, were ignoring the importance of the
social and environmental issues of children under the age of three. In many cases, no treatment
was being provided to these children because of the lack of knowledge and understanding of
early intervention for those children at such an early stage of development. If the child was
being treated at all, it was being done in isolation with little or no attention being given to the
child’s entire family and other support systems.
Learners/Program Participants.
The Interns are chosen from the various universities based on their ability to work with
children and families as well as their previous experiences, knowledge base, and how they “fit”
into the organization. Extensive knowledge of child development is not required; however,
previous experience working with children of any population is necessary. Additionally, a hired
Intern must be willing to work within the organization’s team-work philosophy and
interdisciplinary approach. In addition, the Interns must have completed at least one year of
Master’s level course work.
The JNC curriculum includes a well-planned prerequisite for applicants. As such, the
program participants “what is” and “what should be” are in perfect alignment. To summarize,
the participants are appropriately selected and developed for this particular Intern Training
Program.
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Society/Institution/Community Involved.
In 1990, the Individuals with Disabilities Education Act (IDEA, 1997) was implemented
as a law. This law mandates states to develop and implement statewide comprehensive,
coordinated, multi-disciplinary, inter-agency programs. The law seeks to insure that families
with an infant or toddler with a disability receive appropriate services, which are identified
through a team of professionals and parents. It relates to children under the age of three who
have (1) developmental delays, (2) a diagnosed biological condition or disability, and/or (3) atrisk for developmental delays. The family is an integral component in the success of treatment
for these children. As such, JNC is an agency that adheres to IDEA and provides quality familycentered early intervention to the entire family in order to insure progress in the child’s
development. Seeing the need in the community, JNC strives to improve the developmental
outcomes of at-risk infants by supporting their bond with their parents. This is done by
providing education, training, advocacy and support to parents, as well as by raising the general
awareness of the public on the critical need for early intervention.
The training program at JNC fulfills the needs of society by producing interns that can
deliver quality service to the residents of the San Fernando Valley. The needs of the community
are being met by quality trainees at JNC. In addition to providing quality services, this facility
provides supervised clinical experiences to the trainees. This clinical exposure is critical in an
effort to meet the needs of the institution, community and society. Once again, the curriculum’s
“what is” and “what might be” seem to be in alignment.
Content or skills to be acquired/subject matter knowledge.
Upon entry to JNC’s intern program, students must have a basic knowledge of child
development and family systems through an educational or psychological curriculum. Upon
completion of the training program, interns will have acquired the knowledge to work with
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children with developmental delays, as well as with the entire family system. Additionally,
interns will develop the skills needed to interact with children based on Stanley Greenspan’s
Floor Time model. Interns will be trained on the following:
•
•
•
•
•
•
•
•
•
•
•
•
•

Policy and procedures
Background and philosophy of Early Intervention-attachment-attunement
Early relationships/Regulatory Disorders/Neurobiology
Autism Spectrum Disorder
DIR Model—Philosophy and Techniques
Legal/Ethical issues
Roles of Interns in organization
Home and School visits
Special Needs Child and effects on Family
Introduction to Occupational Therapy/Sensory Integration
Speech Therapy and Language Development
Goals, Note taking, and report writing
Billing and Timecards
Although the curriculum includes training in various aspects of emotional and

psychological development of children and their families, there are additional recommendations
for improvement. Based on a conversation with Dr. F (F, 2005), Director of The Special Needs
Program at the JNC Institute, she believes that even though the training program is enriched with
academic as well as experiential learning, there is always room for improvement and
enhancement. She felt the following would add depth to the existing curriculum:
•
•
•

Modifying and integrating classroom instruction with immediate experiential learning
Intern Mentoring Program
An evaluation form

Curricular Decision Making
According to Hiatt (1986) curricular decision making must incorporate four important
elements. These elements include (1) educational goals, (2) selection of learning experiences, (3)
organization of the learning experience, and (4) evaluation of the curricular means and ends.
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How Did It Occur/Collaboration.
On a personal level, the Executive Director of JNC assessed a need to train interns in
delivering appropriate therapy to children and their families. She utilized the expertise of a child
development specialist as well as a licensed marriage and family therapist to provide input
regarding the development of the curriculum. Through this endeavor, educational goals were
discussed in addition to the selection of learning experiences needed to fulfill this goal.
Additionally, the organization of the learning experience through academic as well as
experiential learning opportunities was decided and implemented. However, there is a lack in
the evaluation process of the curricular program.
Goodland (1979) believes that curricular decision-making should occur at different
levels. These levels are hierarchical and take into account the distance of the learner from the
actual level. The levels are: Instructional, institutional, societal and personal. At the
instructional level, JNC collaborated on this educational process by involving psychologists,
psychiatrists, as well as therapists to provide the training.
Consensus.
Consensus was reached by focusing on the individual needs of the Interns, as well as the
needs of the organization. Normally, at this level, the instructor is seen as a facilitator or
coordinator in creating consensus among the group members. At JNC this process does not exist
because learning goals are predetermined prior to the development of the Intern training group.
However, current medical or psychological information is delivered to trainees by the
facilitators, each an expert in their field.
At the institutional level, JNC is governed by the Department of Developmental Services
as well as other state agencies. Additionally, JNC’s intern program must meet BBS laws and
requirements. These laws require a trainee to receive one hour of weekly individual supervision

6
as well as two hours of weekly group supervision per every five client hours. Additionally, the
interns are required the have knowledge with diagnosing, forming treatment plans, as well as
taking into account ethical and cultural issues. In addition to state laws, JNC must meet the
requirements of the various Universities’ individual academic necessities in order for the interns
to receive credit for their internship.
At the societal level, it is difficult to involve all members benefiting from the curriculum.
JNC is a pluralistic society whereby open communication and values of participants are nurtured.
Yet, the group has designated two managers to direct and implement the training program.
These two individuals execute the group’s consensus to improve upon the learning process.
The personal level involves the learner developing his/her own curriculum based on what
has meaning and purpose for himself/herself. Ultimately, decision making is not based on
anyone but the learner. At JNC, the learners do not reach this personal level because decision
making of the curriculum has been decided by individuals other than the learners. Therefore, the
learner has no input because they lack knowledge of the services and techniques required in an
effort to serve the families.
Stakeholders.
Stakeholders involved in the decision making process include the Department of
Developmental Services (DDS), Regional Center, Directors, managers of programs,
psychologists and other relevant staff. These various groups collaborated to insure the efficacy of
the program by submitting a vendor application to Regional Center. The program must be
approved by the applicable Regional Center in order for clients to be referred and services to
begin.
Program as it Relates to the Vision, Mission, and Philosophy
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The mission of JNC is to promote a greater understanding of children’s individual needs
so that all children can reach their highest level of growth and development. The Intern Training
Program highly correlates to the mission of the institution. The clinical program offers clinicbased as well as home-based therapy to young children and their families when there exists
developmental concerns, identified delays and disabilities, and difficulty with attachment and/or
family stresses. Through trainings, interns are able to provide education, support, and therapy
services to children and their parents, teachers, and professionals who care for them.
Developmentally based, relationship-focused interventions addressing social/emotional
development is the focus of the training program. Additionally, by bringing the latest
developmental research into the trainings, interns are able to share up to date knowledge and new
techniques with their clients.
Additionally, increasing public awareness of the critical role of early relationships in
early development is an important aspect of the JNC mission. Public lectures, presentations,
special events and community partnerships are some of the activities supported by this program.
JNC is comprised of community leaders, parents, professionals and staff who work together to
bring the JNC mission into public awareness. According to Eisner (1985), there are five
orientations to curriculum which connect the mission, program and evaluation. These five
orientations are: Curriculum as technology, curriculum as personal relevance, curriculum as
cognitive processes, curriculum as social adaptation, and curriculum for academic rationalists.
Ultimately, JNC’s curriculum falls into Eisner’s Social Adaptation Curriculum where he believes
the mission must serve the needs and demands of society.
The vision of The JNC Institute is committed to the healthy emotional development of all
children. With this vision, the training program focuses on providing the knowledge needed for
making the vision a reality.
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The JNC Institute adopted a different philosophy from other centers, in that they saw
early childhood development as a critical component to a largely underserved population in need
of intervention programs. Hence, JNC created programs that placed the child at the center of a
much larger system where each contributing component had to be included in the treatment plan
if the long range developmental growth of the child was going to be successful.
The philosophy of The JNC Institute states that relationships are crucial to a child’s early
development. Specifically, the quality of the child/caregiver interaction has a dramatic and
decisive impact on the evolving intricate brain circuitry. By understanding the biological and
environmental influences on each child’s development we can promote optimal growth and
participation in the family and community. JNC’s programs are based on the latest
developmental findings. The approach is respectful of individual differences and unique
developmental patterns of each child, and focuses on the power of relationships to facilitate
growth. Since child/caregiver relationships are so important in development, it is crucial that
parents, caregivers and teachers are given support, information and resources to provide the best
care for each child. The programs at JNC are designed to empower, inform and support these
critical relationships.
The philosophy carries over to employee and staff relations. The aim is to offer
opportunities for staff to grow and work with passion and enthusiasm in the important fields of
development. This is done by honoring the individual differences and talents each member
brings, and by offering opportunities to learn from each other in a nonjudgmental and supportive
environment. Believing that relationships continue to matter in adult development, the staff is
encouraged to interact and strengthen those relationships throughout the work day and thereafter.
Hence, the vision, mission and philosophy of JNC are intertwined and implemented in the
training program.
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In an effort to determine what is good, what is true and what is real, JNC embraces
experimentalism as the educational philosophy. Wiles and Bondi (1993) describe this philosophy
as an ever changing place. They mention that truth is what presently functions and reality is
what is actually experienced. Additionally, they believe that goodness is what is accepted by
public test. As an experimentalist center, JNC believes that experiences should include value
development and learning will occur through problem solving. The ability to be actively
involved in experiences will determine the appropriate approach to fit each individual need. In
summary, truth is relative to the specific situation or subject.
Comprehensiveness and Appropriateness of the Teaching/Learning
Maslow (Spingthall, 1981) believes there are general types of basic needs that need to be
satisfied before a person can reach self-actualization. Once the physiological, safety and love or
belongingness has been met, self esteem plays a crucial role. Self esteem results from
competence or mastery of a task. As such, upon completion of the training program, the interns’
self-esteem increases due the mastery of the task. Throughout the training program, the JNC
staff provides continual support and positive feedback in an effort to increase the trainee’s selfesteem and sense of accomplishment. Reaching self actualization, Maslow’s highest level, allows
a person to maximize their potential, seek knowledge, as well as self-fulfillment. Based on this,
JNC is mindful of each individual human need and makes a cognizant effort to help the interns
climb the ladder towards self-actualization.
The interns will be motivated by the new learning experience. Based on Gardner’s
theory of Multiple Intelligence (1985), human beings are born with a range of intelligences.
Looking at Figure 1, the seven frames of mind are Linguistic Intelligence, Musical Intelligence,
Logical Intelligence, Spatial Intelligence, Bodily Kinesthetic Intelligence, Interpersonal and
Intrapersonal Intelligence.
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Linguistic intelligence
Musical intelligence
Logical/mathematical
Spatial intelligence
Bodily Kinesthetic intelligence
Interpersonal
Intrapersonal

Figure 1
Gardner recommends that educators foster the development of all these intelligences and expect
students to excel differently through individual strengths. To benefit the learner, the instructor
must be aware of the various ways students learn and present the curriculum accordingly. Thus,
JNC’s Intern Training program, utilizes various techniques such as: lectures, discussions,
handouts, videos, observation, as well as simulation exercises to enhance the learner’s ability to
learn, as well as to allow for learning to take place through one or all of the intelligences.
Goals and Objectives for Curriculum
Being that JNC is a learning organization, they believe in developing people’s skills to
meet the needs of children and parents. Peter Senge (1994) defines a learning organization as a
“group of people, community, continually enhancing their capacity to create what they want to
create” (p. 14). It is noted that JNC is a place for people to continue to expand their capacity in
an effort to create the results they hope to achieve. The objectives of the Intern Training
Program’s curriculum include the following:
•
•

To increase the interns’ knowledge of healthy emotional development in children
To define roles and responsibilities of a mental health intern.
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•

•
•
•
•
•

To educate interns on providing therapy using the Developmental-Individual Difference–
Relationship Based (DIR Model).
o Floor Time Strategies
o Affect Based Model of human development
To educate interns on principles that provide the framework for collaborative
relationships
To educate interns in providing parent training
To expose the interns to children with various developmental needs
To provide experiential learning opportunities
To provide the necessary resources to develop skills
o Current data on emotional development
o Access to experts in the field
o Video-Tapes
o Seminars
o Class Sessions- 13
Ultimately, the educational purpose of the Intern Training Program is derived from the

need in the community to provide quality early intervention services to children under the age of
three and their respective families. This is accomplished by providing quality training programs
to interns in an effort to provide in-home as well as center based services to families in the San
Fernando Valley.
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Selection of Learning Experiences
Tyler’s Criteria
Looking through Tyler’s (Tyler, 1949) lens, one believes that the learner’s external
conditions in the environment and experiences truly affect the learning process. Tyler states that
“learning takes place through the active behavior of the student; it is what he does that he learns,
not what the teacher does” (p.63).
The Practice of Desired Behavior in Goals.
The practice of desired behavior in the goals of this training program is enriched through
the use of multiple sensory experiences to help activate the learning process.
According to Merriam (2001) memory and learning are simulated by experiences
involving different senses and relationships. In order to promote learning, the
interns observe various licensed professionals and participate alongside, in order to practice the
desired techniques learned from the trainings.
Learners Satisfaction with Experiences.
The interns obtain satisfaction by participating in therapy sessions. Additionally, interns
observe therapists administering the DIR/Floor Time Model for a minimum of ten hours.
Following the observations, the interns themselves provide therapy to clients while being
observed. Thereafter, the interns debrief in supervision sessions with psychologists to receive
feedback, discuss transference issues, and state any concerns or issues that arise.
Learners Capability to Perform.
The reactions desired from the interns are within the range of their capability. According
to Merriam (2001) learning is a tool dependent, social activity embedded in the context in which
it occurs. Learning occurs over time and is shaped by our interactions, discussions, observations,
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and hands on experiences. As such, this curriculum includes these various channels of learning
to improve a successful performance in the program.
Experiences that Reinforce the Same Goal.
Many experiences throughout the training program are used to attain the same
educational objective. Through the training program, the interns observe various sessions
conducted by interdisciplinary staff. They have exposure to different styles of therapy that
reinforce the same objective. They are exposed to a variety of articles, as well as videos and real
life situations. As such, the interns learn to achieve the same goal by observing or participating in
multiple experiences.
Multiple Outcomes for Each Learning Experience.
The same learning experience will bring about several outcomes including clarification of
skills, roles, responsibilities of the intern, and the ability to implement therapeutic services within
an early childhood setting. Another outcome is the ability of the intern to describe the value of
early intervention services, including its significance in supporting children and their families.
In addition, the interns understand the importance of interdisciplinary relationships and
implement them to obtain effective treatments.
Utilization of Adult Learning Methods
The Intern Training Program utilizes adult learning knowledge in situated context. The
main idea in situated context is that learning is social in nature (Merriam, 2001). Furthermore,
learning is affected by the following: Learners interactions, resources used during the interaction,
the transaction activity itself, and the social context. Additionally, learning is a reoccurring
process whereby the learners act and interact within their social situations. As such, the Intern
Training Program continually reiterates the importance of training and implements it through
various modes.
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Merriam (2001) believes that experiential learning emphasized doing the task in order to
learn it, and this doing may include self-directed learning activities. The learner may receive
prior instruction before performing the task and do the task on his or her own. This concept is
congruent with the Intern Training Program in that initially, the interns are taught the tasks and
later, they execute what they learned in real life situations.
In terms of self-directed learning, Knowles’ believes in androgogy
which he defined as

“the art and science of helping adults learn”

(Merriam, 2001, p.5). He points out that learning is defined more by the
situation than by the learner and that the climate must foster fruitful
learning. He believed that in many adult learning situations, the
flexibility of the process, the use of experience, and the enthusiasm and
the commitment of participants, including the teachers, is of extreme
importance. Additionally, Knowles believes that learning is driven by the
adult’s need to know. Therefore, the androgogical model includes an
informal climate of mutual respect, collaboration, mutual respect, trust,
supportiveness, and fun (Craig, 1996).
The interns believe in helping children both emotionally and
developmentally. As such, they have “bought in” to the organization’s
purpose to serve the needs of children and their families. They seek out
The JNC Institute due to its reputation in the community and its quality
Internship Program. Additionally, it is important to note that the
instructors are caring, giving, accepting and respectful towards each other
and most importantly, towards the interns.
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Educational Purpose and Learning Experiences
For a training program to be effective, it is crucial that the learning experience aligns with
the educational purpose of the curriculum. As such, the following matrix in Figure 2
summarizes the alignment of activities of the Intern Training Program at The JNC Institute.
Educational Purpose

Learning Experiences

Observation
Floor Time Technique
Train interns to provide therapeutic services
Group Supervision/Individual
Ability to work with children with special needs

Reading Material
Monthly In house training

Build healthy relationships between children and their caregiver
Experiential Learning
Increasing child’s social capacity

Videos
Classroom Sessions

Ability to work in teams
CPR training
Providing basic First Aid

Attending social skills groups
Interdisciplinary meetings
Parent Training

Figure 2
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Organization of the Curriculum
Time Frame
The Intern Training Program consists of academic and experiential sessions. The
academic portion is comprised of 13 classroom sessions, each varying between two and four
hours. The experiential portion is comprised of observing and being observed in the application
of the Floor Time model (DIR), totaling 20 hours. This training process spans over an eightweek time frame.
Macro-Organization Elements
The prevalent element in this curriculum development program is providing quality care
to children. Individuals at all levels within the organization believe in helping others improve
their lives. In this case, the interns believe in helping children reach their optimal level of
emotional development through healthy interactions with their caregivers.
Concepts.
The schema used to guide the learning process is based on the healthy emotional
development of all children. Through this, interns are exposed to various training sessions on the
child’s typical development and formation of cognitive, social-emotional, fine and gross motor,
as well as speech development. This curriculum includes moving from a simple to a more
complex education in order to help the intern learn and retain the newly acquired knowledge.
Values.
Craig (1996) believes “Values are deep seated pervasive standards that influence almost
every aspect of our lives. Values drive all organizational and individual efforts because they are
the bedrock of any organizational culture” (p. 50-51). As such, the Intern Training Program is
built on a value system that includes (1) caring (2) nurturing (3) facilitating (4) helping, and (5)
providing needed therapeutic services.
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Skills.
The skills in this program start from simple techniques to more complex activities. To
begin with, an intern needs observation skills to observe the children as well as the licensed
therapist who is providing the therapy. The intern must be an active listener in order to absorb
the communication conveyed by the child (subject). Additionally, communication skills are
necessary in order to guide the parents in the techniques needed to interact with the child.
Overall, the intern will use clinical and therapeutic techniques, including play therapy, in order to
satisfy this psychomotor domain.
Continuity of Learning
Based on Tyler’s criteria for effective curricular organization, continuity is defined as the
vertical reiteration of curricular elements so that the underlying concept, value or skill is
developed over time from the basic level to a more advanced or complex level (Tyler, 1949). The
Intern Training Program’s curricular elements initially describe basic concepts, and gradually
develop over time to a more advanced level. The DIR Model and the techniques used are
described and reiterated throughout the training. Additionally, the interns watch videos, engage
in observations, and read many articles to complete their learning process. Through
observations, mentoring, and supervision, the interns are exposed to the same curricular material
in an effort to provide continuity. Job alignment is an integral component to this program.
Additionally, throughout the training process there exists continuous interdisciplinary
collaboration between various departments to share and increase personal development.
Furthermore, this concept is reinforced by the continuous learning of supervisors, managers, and
directors in their attendance of conferences, seminars, and other means of training. As such,
these trained professionals, seek continuous knowledge in order to train interns in providing the
necessary quality service.
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Sequence of Learning
According to Tyler (1949), sequence is defined as the progressive and sequential
development of a concept, value, or skill. It is important that the sequence of any educational
curriculum be logical, and that the lessons progress from simple to complex. Basically, the first
step in this training program is to familiarize the intern with JNC’s mission, vision, philosophy
and desired goals. The interns are initially invited to tour the entire facility in order to
comprehend the purpose of the various departments and services available. The actual training
sequence begins with an overview of child development, will advance to in-depth teachings of
children with special needs and therapeutic techniques, and finalize with hands-on experiences
with children. The lessons are sequentially presented from simple to complex.
Since this program entails academic and experiential learning, the sequential
development begins with academia and follows into the experiential experiences. Thus,
experiential learning cannot occur prior to the successful completion of the academic portion of
the training program.
Modifying the intern’s behavior to help others, teach children and their parents, as well as
become a support system for the family requires a set of skills. The skills needed in this process
include: Interpersonal skills such as active listening, good communication, being open to new
ideas, as well as being flexible and understanding in the ability to deal with situations that come
up throughout a clinical session. Additionally, knowledge of child development and family
systems, coupled with analytical skills, is important to develop and implement appropriate goals
for the family. According to Figure 3, the classes provided satisfy the attainment of the skills
needed to receive an overview of the development of children with special needs and the
techniques used in their therapy.
The chronological sequence of the training is as follows:
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Chrononogical Sequence for training

Overview/Policy & Procedures
Background and Philosophy/Attachment & Atunement
Early Relationships/Regulatory Disorders/Neurobiology
Introduction to Autistic Spectrum Disorder
DIR Model/Floor Time Techniques
Legal and ethical issues
Roles of Interns
Home and school visits
Special needs/Childs effects on family/culture
Occupational Therapy/Sensory Integration
Speech and Language Development
Goals, Notes and Report writing
Billing and time cards
Observation of clients
Being observed working with clients
Figure 3
Integration of Learning

Integration is the connection of elements and strengths so that a more comprehensive and
holistic view is developed over time. To connect the concept of healthy emotional development
of children with the curricular elements which include caring, nurturing and helping others, this
Intern Training Program integrates the values along with the appropriate resources to deliver
quality results. The strength of the program lies in the human capital available at the facility that
transfers expert knowledge on a daily basis to the interns, whether it is as an academic format or
an experiential one.
Program Organization
Participants.
Interns were chosen based on their academic level (Master’s program) and on their
desire to participate in an Internship program. In addition, the intern’s interest and belief in the
betterment of children’s overall development is crucial in determining acceptance into the
program.
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Instructors/Mentors/Faculty.
The instructors of the program are qualified individuals with a minimum of a Master’s
Degree in Child Development, Education or Psychology. Additionally, all Directors are licensed
psychologists who are experts in their field. For example, the Executive Director is a clinical
psychologist who specializes in family relations as well as Attention-Deficit Disorders (ADD).
The Director of the Special Needs program is a psychologist who specializes in Autism
Spectrum Disorders. The Director of the Training Program is a psychologist who specializes in
attachment issues as well as relationships within a family system. The Director of the Parent
Support program is a licensed Marriage and Family therapist who specializes in child
development as well as parent education and training. The faculty consists of licensed
individuals, also known as experts in their field such as, speech therapists, occupational
therapists, and marriage and family therapists.
Materials.
The program utilizes relevant material such as books, videos, and articles pertaining to
current medical or psychological developments regarding children’s developmental issues. The
training material is proprietary and developed by individuals within the program. The videos
that enhance the training in the Floor Time techniques are developed by Dr. Stanley Greenspan
and include a wide variety of real life experiences with children and their parents.
Facilities.
The initial training is conducted in a classroom setting using video, PowerPoint and a
projector to share the necessary information. The facility is comprised of 14 therapy rooms, each
catered to the child’s developmental age level and the needed therapy. The facility is vivacious,
family oriented, child friendly within a soothing environment that elicits a state of comfort.

21
Support Personnel.
The interns begin their relationship with JNC through the human resource department.
Thereafter, each intern is assigned his/her own supervisor to provide support and enhance the
learning experience in this program. In addition, trainees receive mentoring from senior interns,
who themselves have been through the same training. The training program is based on
providing the interns with continuous support by all senior staff including the managers and the
directors.
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Evaluation of the Program
Evaluation Methods
Tyler’s (1949) fourth curriculum requirement is evaluation. Evaluation assesses a
program’s results and identifies ways to improve the program.
Pre-assessment.
The profile of an intern is an individual who is a registered student in a Master’s
Program at a credited University such as Pepperdine, California State University, Northridge,
California Lutheran, etc. This individual must have a one year minimum of completed
coursework in Psychology, Child Development, or Educational psychology. In addition, the
intern must have the desire to help children and families, be able to work in a transdisciplinary
team environment, as well as be comfortable in a clinical setting. Flexibility in scheduling is an
important aspect of the pre-assessment stage, especially due to the fact that the clients are young
children who may have inconsistent schedules.
Formative.
To ensure progress in the Intern Training Program, a formal evaluation process is crucial
to periodically evaluate the program’s effectiveness. According to Stufflebeam (2001),
(Stufflebeam, 2001), “performance testing can be achieved by students demonstrating their
knowledge in written or spoken answers, musical or psychomotor presentations, portfolio of
work products or group solutions to defined problems” (p.25). In order for interns to master the
training program at JNC, they must undergo an observation period by senior therapists, as well
as engage in hands-on experiences on a variety of cases. Additionally, continuous ongoing
group supervision allows for the intern to collaborate with other therapists on problems or issues
that arise with the child and the family.
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Summative.
The summative evaluation of the Intern Training Program is based on completion of the
academic (13 classes) section as well as the experiential (20 hours of observation) section. Upon
completion, the interns may be ready to lead a therapy case with the help and guidance of a
mentor. There is not a formal evaluation to determine the readiness of the interns, other than an
ongoing observation that includes mentoring, supervision, and continual feedback.
Relationship Between Assessments
The above three assessments measure the attainment of the objectives and goals of the
Intern Training Program by integrating the contents of the curriculum delivered through various
stimuli for knowledge retention. Based on the profile of the individual entering this program,
JNC is ensured that the intern possesses basic knowledge in the field of education, psychology,
and child development. Since these individuals have been exposed to prior learning situations in
classroom settings, the Intern Training Program replicates the same process of teaching by
introducing the different arrays of subject matter.
Furthermore, the learning process is reinforced by the experiential learning process
whereby interns are able to apply the techniques learned in the classroom environment. As such,
the pre-assessment, which includes the intern’s profile, is in alignment with the formative,
wherein the intern is exposed to various learning situations. Thus, the intern must have met the
minimum educational requirements in order to comprehend the new information and guarantee
success. There is alignment in the pre-assessment, formative assessment and the summative
assessment in that there is a continuous flow that begins with basic knowledge, moves to
ongoing real life experiences, and leads to a solid knowledge base of child development and the
development of healthy relationships within a family system.
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Attainment of Educational Goals
As shown in Figure 4, the educational purpose of the training program is evaluated by
senior staff through observation and debriefing sessions. In an effort to evaluate this process, we
studied Kirkpatrick’s categories of evaluation. As such, Kirkpatrick (Kirkpatrick, 1996)
categorizes evaluation into four levels: reaction, learning, behavior and results. The first step in
Kirkpatrick’s evaluation process starts with addressing the reaction of how well the interns liked
the training program. Basically, this concept is measuring customer satisfaction. Currently, the
training program lacks an evaluation process; therefore, we are recommending an evaluation
form to be included in the training for completion by the interns at the end of the program. This
will help determine the satisfaction and commitment of the interns with the program, which will
ultimately provide feedback to modify or enhance the training.
Educational Purposes
Educate Interns to provide quality therapeutic
services to children and families

Evaluation methods
Involves senior interns as well as managers
who evaluate Interns through observation
and debriefing sessions

Figure 4
Learning is Kirkpatrick's second step in evaluating the training program. He believes that
learning takes place when attitudes are changed and knowledge and skills are acquired
(Kirkpatrick, 1996). Although learning does take place and knowledge and skills are acquired
through the Intern Training Program, there is no formal evaluation form to determine this
process. However, there exists an observational evaluation process where a senior staff member
observes the trainee in a clinical setting. Ideally the Intern Training Program should include a
formal evaluation form to measure such progress.
Behavior is Kirkpatrick's third step in the evaluation process. This relates to what
changes in job behavior resulted from the training program. An individual must have the desire
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to change combined with the knowledge required to do so. To facilitate this process, the
appropriate resources, coupled with a safe and caring environment are needed. At JNC, they
have found that the training curriculum has benefited both the intern as well as the organization.
This is evidenced by the high retention rate for interns after completion of the one year
commitment to the program. Currently, the retention rate could be considered as the informal
evaluation process used. Kirkpatrick (1996) recommends that knowledge retention should be
measured three months or more after completion of any educational curriculum. At JNC, the
interns are engaged in weekly supervisions groups that enhance the on-going process for
learning. However, JNC lacks a formal post-training evaluation that is highly recommended
based on the literature.
Results, the fourth step in Kirkpatrick's evaluation process, relates to results of the
training program including the process of transforming an intern with basic experience, into one
who can provide quality intervention for families seeking to build parent child relationships.
JNC currently relies on a significant measure of feedback received from parents, as well as from
professionals within the organization regarding the successful learning and training process of
the intern. Other measurements may include the increase in the number of new clients, client
retention, building brand, as well as employee retention. Historically, 60% of interns who
complete the internship program continue working at JNC after their one year internship
commitment is fulfilled. We believe that the continuous monitoring of the program evaluation
will help the managers responsible for the trainings to change, update, enhance, and implement
any new ideas.
Recommended Additions to Curriculum
As evaluators of the program, we believe the current Intern Training Program curriculum
lacks a formal evaluation of the intern’s satisfaction after completion. This falls within Tyler’s
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post-summative evaluation. We believe that feedback is crucial to any healthy organization’s
growth. Being that JNC is an open forum for communication and stresses the importance of
feedback, we believe the assessment tool will help guide and modify the current curriculum.
Additionally, we believe this can be achieved through a simple questionnaire to be
completed by the interns to serve a dual purpose. First, it can be used as a satisfaction survey.
Second, it can be used as an exit strategy after the completion of the one-year commitment, to
measure the level of satisfaction with the learning process. This questionnaire will include seven
areas that measure satisfaction. These areas include the following: Time frame, academic
program, experiential learning, observations, resources used, human capital, and instructional
techniques.

Time Frame
Academic
Program
Experiential
Learning
Observations
Resources
Used
Human Capital
Instructional
Techniques

Figure 5
As such, we have created an evaluation form for the Intern Training Program to include
the seven areas mentioned in Figure 5 (See Appendix A). We will present this evaluation form to
the Executive Director of JNC in hopes that it will enhance the current Intern Training Program
by providing relevant feedback to modify the curriculum.
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A second recommendation we, as evaluators, believe would add a positive element to the
training program is a celebratory event to mark the completion of the program. This can be done
in several ways by the JNC management to include one or all of the following:
•
•
•
•

Presenting the Intern with a completion certificate
A luncheon with the Executive Director
A celebratory cake during bi-monthly staff meetings
Introduce and welcome the Intern in the monthly newsletter

Recommended Deletions From Curriculum
As critique agents, we thoroughly reviewed the data available to us, as well as
interviewed the relevant staff, including senior interns for feedback as to what should be deleted
from the program. Their verbatim responses state the following:
Subject #1 responded by saying, “Nope, I thought the training was great and
very helpful. I really liked the handouts and the articles that you guys
use for it”.
Subject #2 responded by saying, “I found the orientation and training program
at JNC informative and crucial in understanding children with special needs and their families.
Having an in-service for each component of JNC (speech and OT) even though I was not going
to administer these types of therapies was helpful in the overall understanding of the program
and services that JNC provides. Looking back, the only information I wish I had more of was in
administering more Floor Time hours before taking a case. Observing others during Floor Time
was really helpful.”
Subject #3 responded by saying, “The training was great. The
experiential part was really helpful to show us what actually happens. I
benefited from all the trainings and especially that it was being done by
different people. It gave me a sense of the different techniques.”
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In conclusion, and based on the feedback received from senior interns, we have found
that all data included in the curriculum is crucial for the proper training of interns seeking an
internship to enhance their educational as well as their experiential development. Therefore, we
believe the training program should not delete any of the items included in the current
curriculum.
Recommendations to Organization
Based on Tyler’s assessment model, we identified a weakness in the summative area as it
relates to the training program. Once again, we recommend the implementation of the postsummative evaluation which we have compiled, addressing the seven different areas of the
program. Additionally, we feel a celebratory event is needed at the closure of the training
program. As such, the intern will feel a sense of accomplishment as well as a sense of
recognition, which ultimately will elevate professionalism and self-esteem.
Looking at the program from Bloom’s taxonomy on educational objectives, we found
that JNC’s training program has no disparity between instructional technique and instructional
goal. According to an article by Krathwohl (2002), Bloom believes in structuring the cognitive
process into six dimensions to include the following: Knowledge, comprehension, application,
analysis, synthesis, and evaluation. To foster higher order thinking skills, the training program
operates within the higher levels of analysis, synthesis and evaluation stages. In the analysis
level, interns are encouraged to explain what they have learned during their observation time
with their mentors. This helps them discuss and analyze the issue at hand in an effort to address
it appropriately. In terms of the synthesis level, interns are consistently invited to share their
problem solving abilities with the interdisciplinary team. In the evaluation level, interns draw
upon their wide range of acquired knowledge and skills as well as their previous life experiences,
coupled with their own value system, to explain and interact with parents on any given issue.

29

Cost of Program to Employer/Learner
Even though JNC provides paid internships, this occurs after training is completed.
During the training period, the organization incurs expenses such as the instructor’s hourly rate
which varies according to each professional. It is estimated that total instructional time translates
into approximately $1500.00. In addition, JNC incurs fees related to materials such as books,
copying, etc. (Figure 6). Short term productivity drops due to various individuals taking the time
to train the new interns. As such, the various individuals are not able to generate billable hours
for the organization while facilitating the training. The billable hours for these professionals, can
range from a low of $40.00 to a high of $75.00. This significantly impacts the financial growth
of the organization for that particular time period required to complete the training. Yet, this is
mitigated by the fact that the interns will eventually generate billable hours for the organization
upon completion of training.
1500

1000
500
0
Instructional Pay
Material

Figure 6
For the intern, there is no cost associated with them obtaining the training or throughout
their year long internship. However, there might be opportunity cost for that particular intern for
which the organization is not aware of.
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Funding.
The program is primarily funded by four different sources. The various Regional Centers
are main contributors to this program followed by the support of the Los Angeles Unified School
District, as well as private pay clients and finally, various benefactors. Figure 7 depicts the
various contributors and the percentages associated with each.

CDI Revenue by Type 2001 Through 2004
202,083.92, 4%
11,317.50, 0%
89,800.00, 2%
715,971.04, 15%
1,050.00, 0%

2,313,333.84,
49%

1,409,029.00,
30%

Figure 7
Reg Cent

LAUSD

Sulphur Springs

Private Clients

LVSD

Conejo Valley

Other

Figure 7
Justification.
We feel that the cost of the program justifies JNC’s training of the interns. Once an
intern completes training and can hold a minimum of 12 client hours a week, then JNC is able to
charge an average hourly rate of $85.00 for the intern’s clinical session. Based on conversations
with the Executive Director, she feels the value of the curriculum justifies the cost. As such, the
Intern Training Program will continue to be part of this organization’s structure.
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In conclusion, we will be meeting with the Executive Director to present our feedback
and our recommendations, including the evaluation form, for the betterment of the Intern
Training Program. We believe that the curriculum sufficiently adheres to most theories of adult
learning.
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APPENDIX A

Evaluation of the Intern Training Program
Intern’s Name:
Date:

_______________________
_______________________

Do you think the Intern Training Program included sufficient academic
hours?
• Yes
• No
Do you think the Intern Training Program included sufficient experiential
hours?
• Yes
• No
Do you think the ten hours of observation was beneficial to your learning
process?
• Yes
• No
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What did you like the most about this training program? Explain.
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
______________________
Would you delete anything from the existing program? Explain.
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
______________________
What would have improved this program? Explain.
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
______________________

How
•
•
•
•
•

do you rate the subject content?
Excellent
Very Good
Good
Fair
Poor

Did you feel supported from staff during this process? Explain.
• Yes
• No
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
______________________
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Do you feel the training techniques were beneficial? Explain.
• Yes
• No
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
______________________
How
•
•
•
•
•

would you rate your overall satisfaction with the training program?
Excellent
Very Good
Good
Fair
Poor

Additional Comments or
Feedback:__________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
____________________________________________
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Abstract
Visual literacy is the ability to construct meaning from visual images. As children
become visually literate, they will be able to communicate effectively through both
comprehending and creating images in a variety of visual media. Picture-books offer a
unique opportunity for children to develop visual literacy because they are able to return
to the visual images in books to explore, reflect, and critique those images. Particularly
illustrations in picture-books can be more powerful than words, which are essential to
telling a story. However, many emergent readers failed to discern slight changes of
character’s facial expressions in the books that convey characters’ thoughts. So, they
had problems to comprehend the images and the texts in picture-books.
This study investigated the effects of visual literacy activities using picture-books to
promote young children’s story comprehension and story construction. Test results were
analyzed using ANCOVA with pretest serving as the covariate.
Subjects were 58 five-year-old children, 37 boys and 21 girls, from a kindergarten in
Seoul. Subjects were divided into experimental and control groups. As many as 29
children in the experimental group took part in a total 16 visual literacy activities using
8 picture-books during 7 weeks, while 29 children in the control group had the preexisting program. The procedure for this study consisted of a pretest, intervention (7
weeks), and posttest schedule.
The results of the ANCOVA showed a significant overall difference among the groups
in story comprehension {F(1,55)=10.886, p<.01}. The results of the ANCOVA showed
a significant overall difference among the groups in story construction {F(1,55)=71.107,
p<.001}.
The results suggest that visual literacy activities using picture-books improve young
children’s story comprehension and story construction by encouraging them to carefully
examine picture-book illustrations. These results implicate that visual literacy activities
help emergent readers make predictions about character’s goals, actions, and personal
traits which help them understand the story better and find pleasure in reading.
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Development of an Early Childhood
Science Education Program
based on the History and Philosophy of Science
Young-Wook Kang & Jong-Hee Lee
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Graduate School of Dongduk Women’s University, South Korea

ABSTRACT
This study aims to develop a science education program for Korean kindergarteners in
application of Korean traditional living science based on the historical and philosophical
approaches of science (HPS). To achieve the research purpose, the researchers reviewed
the definition, history, purpose, and educational application methods of HPS. Then, as
the initial step to develop an early childhood HPS program, the researchers selected
educational themes from Korean traditional living science in relation to the current
Korean
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Childhood

Education

Curriculum,

developmental

appropriateness, everyday life, historicity(historical transition with the passage of time),
and scientificity(scientific concept and scientific problem-solving aspect). As a result,
eight themes were abstracted such as ‘ancestor's clothes’, ‘ancestor's books’, ‘old soap’,
‘traditional dyeing’, ‘grain grinding’, ‘making old rice cake’, ‘old well’, and ‘grain
pounding’.
The researchers organized the basic historical science information for the eight themes
via literature research, internet data research, field survey and interview, and historical
investigation. Based on this information, the researchers designed two related
educational activities for each theme, thereby developing 16 activity plans as a whole.
To actually apply those activities to an early childhood classroom, the researchers made
spindle wheel, model hand mill, rice-cake mallet, wooden rice-cake pattern, push stick,
model pulley, and wooden pestle. The researchers also purchased from antic shops and
old market places items such as model spinning wheel, frame to make Korean paper,
stone bowl, mortar, pestle, hand mill, wooden rice-cake pattern, model well, pulley, etc..
For the period of 10 weeks, the 16 activities were successfully implemented. This
study presented a method to utilize the Korean traditional living science as a resource

for early childhood science education. As well, it presented basic information for the
early childhood science education based on the HPS, so that the early childhood
teachers can use them as prior information in trying to implement early childhood HPS
education.

EFL Students’ Experience of Using the Internet Resources for
English Learning
Hung-hsuan Kao
Department of Applied English
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E-mail: alex@alexkao.net
Abstract
The Internet offers a great opportunity for second language learners to gain access to
free resources for language learning. However, without guided instruction, students might
not know about these useful resources. This study investigates EFL students’ experience
of using the Internet resources for language learning. A pre-test and a post-test
questionnaire were administered to a convenient group of college students, majoring in the
department of English. Data were collected before and after a two-week workshop on
online learning resources. The results show that students’ main purposes of using the
Internet are for e-mail, online chatting, and searching for information. They have little
information about English language learning websites. After the workshop and the guided
instruction on English learning websites, students become familiar with these language
learning resources. Students agree that language learning websites can help them increase
their vocabulary, improve their reading and listening ability, practice more tests, and know
more about cultures. This study hopes that language learners and teachers can take the
advantage of free Internet resources for EFL learning and teaching.
Key Words: EFL, language learning, language learning websites
Introduction
The Internet offers a great opportunity for second language learners to gain access to
language learning materials easily. There are abundant online resources to choose for
English learning. Authentic materials such as images and audio-video files are prevalent
on the Internet as technology advances. As Chapelle (1999) suggests that CALL tasks and
learning should also focus on authenticity, thus authenticity is often the focus of using the
Internet for language learning. As communicative approach became popular and was
adopted in ESL/EFL classrooms, many teachers and researchers have been looking at how
the Internet resources can be implemented in language classes. How to take advantage of
Internet resources to facilitate language learning? What are second language learners’
perspectives about English learning resources on the Internet?
The Internet access is prevalent in our daily life. It offers great opportunities for
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learning and gaining information. How are our language learners using the Internet
resources? Thus this study aims at investigating second language learners’ perspectives
about using the Internet resources for English learning. It hopes to provide insights for
teachers and learners to incorporating technology with their language teaching and
learning.
Theoretical Background
Today, language learners can get access to abundant resources full of authentic target
language information. Many researchers have discussed the use of the Web as teaching
resources. Muehleisen (1997) wrote that as many of the texts on the Internet are in English,
even “surfing” on the Internet can involve a great deal of reading in English. Schmidt
(1999) wrote about using the Internet as the source for the reading supplement to a course.
He states that online resources provide extensive reading opportunities for ESL/EFL
learners. In his article, he emphasizes that the Internet is a great treasure with varied
reading comprehension input.
How can learning resources help students to learn English? Learning resources and
materials are often designed with attractive images and sound files so that students can
feel interested. Digitalized learning materials provide better comprehensible input for
language learners. In addition, some effective learning resource materials provide students
with exercises, which will give them more practice. Some practice exercises also provide
immediate answers and feedback for learners. If instructors can guide students to some
learning resources, students might get more help in making sense of their learning.
This Study
Forty students majoring in a foreign language department participated in this study.
They were the fifth year students in a five-year program from an institute in Taiwan.
During the study, students were taking a multimedia design course. There was a 2-week
workshop on online learning resources in this course. In general, they have had formal
English instruction for about five years in this program.
Two questionnaires were distributed to the students to gather the data. The pre-test
questionnaire, consisting of nine open-ended and closed questions, was designed by the
researcher and the course instructor. It hoped to achieve the content expert validity. The
questionnaires were designed in English. The pre-test questionnaire was administered to
the students before the online learning workshop. It asked about learners’ habits of using
the Internet resources, experience of visiting language learning websites, and perspectives
about learning English through language websites. Sample questions are: Do you have
Internet connection at home? Do you have the habit of using the Internet to search for
information? Have you ever required to use the Internet resources to do a project or paper?
2

Do you know any language learning websites? Have your teachers introduced any
language learning websites to you? Do you think language websites can help you learn
English?
The post-test questionnaire was administered to the students on the second week of
the online learning workshop. This post test is designed to gather information to see if
students’ language learning information was influenced by the workshop. Sample
questions are as follows: Did you visit the websites we introduced? Now what are the
English learning websites that you know about? Do you think language learning websites
can help you learn English? In what ways?
After the questionnaires were collected, the data were analyzed.
Results and Discussion
In response to the first item “Do you have any Internet connection at home?” the
result shows that 82% of the participants answered yes while 18% of the participants
answered no. This indicates that the Internet access is convenient for the students not only
at school but also at home. If students want to surf on the Internet or search for
information for assignments, the Internet access is not a big obstacle for them.
Going online
When students were asked, what was the purpose of going online? Students can list
three types of answers. The result shows that checking e-mail is the most popular item,
online chatting comes second, and searching for information comes third. No response fell
into language learning. When asked if they had been asked or required to use the Internet
resources to do a project or a paper, 95% of the participants answered yes, while 5% of
them answered no. Students’ purpose of going online involves information searching,
entertaining and doing assignments.
Language learning websites
When asked, “Have you ever searched for language learning websites?” Seventy-five
percent of the participants answered yes, 20% of the participants answered no, and 5% of
the participants left the answer blank.
In the pre-test questionnaire, when students were asked if they knew any language
learning websites, 67% of the participants answered yes, while 33% of them answered no.
The sub-level question asked what websites they knew about. Most of the students’
answer fell into CNN. The other answers were common English magazines with websites
in Taiwan. The next item asked if they visited any websites to learn languages, 35% of the
participants answered yes, while 65% of the participants answered no. What websites did
they visit? Few of the students name the websites and only three students answered CNN.
3

It is apparent that students did not have good resources of language learning websites.
These common websites such as CNN or some websites created by famous English
magazines in Taiwan were the only answer students could give. In the post-questionnaire,
when students were asked to name the websites they knew about, students’ answers fell
into BBC for kids, story websites, and ESL learning websites such as Randall’s ESL Site
(http://www.esl-lab.com) and Interesting Things for ESL Students (www.manythings.org).
These are the websites the instructor led the students to explore for a while during the
workshop. It seems after their exploration and experiencing, they know more about these
websites and can remember them better.
In response to the question, “Have your teacher introduced any language learning
websites to you?” Forty-three percent of the participants answered yes, while 57% of the
participants answered no. It seems almost half of the students were given the information
of language learning websites from instructors.
Can language learning websites help you learn English?
In the pre-test, when students were asked, “Do you think language learning websites
can help you learn English?” Eighty-seven (thirty-five students) percent of the students
answered yes or maybe. Students think they can learn more vocabulary, practice reading,
listening, conversation, doing exercises, grammar, and get to know some cultures. In the
post-test, all of the students answered yes. Students’ information about English websites
leans toward websites with animation, children’s stories and songs, pronunciation, and
language testing. Most of the websites they could remember were text with audio or video
versions. It seems that after the workshop, students were impressed with these fascinating
learning resources.
Conclusion
This study found that these participants in Taiwan used the Internet resources and
connection frequently and conveniently. However, most of the users mainly used the
Internet for searching information, having fun, and emailing. Students’ information about
language learning websites is scare. Still, they need the guided information or resources
form instructors. Race (1994) writes that teachers are one of the major groups of people
who help learners learn independently. Learners should be given instructions if we want to
guide our students to learn on their own. The study confirms that teachers’ guidance is
necessary for learners. Without language instructors’ recommendation or implementation
of CALL activities in the classrooms, learners might not have a clear idea of using the
Internet resources for language learning. In addition, the web resources can help learners
increase their vocabulary, increase their reading ability, improve their listening ability, and
offer exercises for practice. These are the benefits that students indicate.
4

For language teachers, thy can introduce useful language learning websites to their
students. There are a lot of free language learning websites for all levels of learners.
Without instruction and guidance, they might not help the students.
Limitation
This study used a convenient sample to gather data for investigation. It was not aimed
at generalization. Different groups of participants might have different results. Future
research on studying the similar issue might yield differences.
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Experience Teaching a One-Semester Electronics Laboratory at Illinois Institute of
Technology
Daniel M. Kaplan 1 and Christopher G., White2
Illinois Institute of Technology
Chicago, IL 60616 USA
We have developed a one-semester laboratory course in electronics for undergraduate
physics and engineering majors. The course consists of 13 6-hour laboratory exercises
in building circuits and making measurements to characterize their performance. These
proceed in a step-by-step manner starting from an introduction to the basic tools of
electronics prototyping (the multimeter, breadboard, and oscilloscope), and proceeding
through DC circuits and Ohm's Law, transistors and FETs, and analog and digital
integrated circuits. The course provides a practical, hands-on introduction that builds
understanding of how electronic devices and instruments operate and how they can be
applied in the real world. We have taught it repeatedly over several years to a mix of
physics and engineering college students. We will present lessons learned in this
process and suggestions for how such a course might be offered elsewhere and in
other settings (for example, in high schools). More details on our approach may be
found in Ref. [1].
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[1] Kaplan, D. M. and White, C. G. (2003) Hands-On Electronics (Cambridge
University Press, Cambridge, UK)
Notes:
1. E-mail address: kaplan@iit.edu
2. E-mail address: whitec@iit.edu

Making Homework a Class Act
A cross disciplinary case study on the effects of developing effective
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Abstract
The South Slave Divisional Education Council (SSDEC) is a small rural
school district located in northern Canada. The district caters to the
educational needs of 1800 K-12 students scattered across 5 communities in
Canada’s far north. The communities range in size from 125 to 3500 people
with a primarily aboriginal population.
In 2001, and after much discussion with our stakeholders, the SSDEC
embarked upon a Student Success Initiative. The challenge of the school
district was to increase student achievement and help prepare students for
the challenges of a rapidly changing society. One component of the student
success initiative was to develop effective homework and study habits in the
expectations that improved habits would result in increased student success.
The Homework & Study Skills committee was formed to spearhead this
initiative. Over the past four years the committee has developed several
innovative programs to encourage effective homework practices and help
make it an accepted daily routine in more and more households. The
initiative focused on all three partners in the educational process , teachers,
students and the parents and has provided each with the tools, information
and support they need to contribute to the success of the homework process.
A two year statistical analysis of the impact of homework completion on
student achievement and success has been completed and the data indicates a
strong positive relationship between school success and homework
completion.
The Homework and Study Skills Initiative has been a cost effective and
manageable approach to increasing student achievement. The initiative has
also strengthened the school-community bond and increased parental
support for and participation in their child’s education.
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Describing of Educational Games Through Learning Theories

Goldstein’s (1974) three phases of establishing training programs include an
assessment phase where training objectives and needs are established, a training phase
where training methods are selected and training occurs, and an evaluation phase that
includes pretesting, testing, and feedback. The training phase presents a challenge for
trainers because a large variety of training techniques are available. Each training
technique has unique advantages and disadvantages that can help or hinder trainers from
achieving their training objectives.
Games have been one of the most effective methods to help students study for
exams, learn and retain content, increase classroom participation, and maintain high
levels of student interest. Through surveys of trainers and professors, Kaupins (1997,
1998, 2002, 2003), Carroll, et. al (1972), Newstrom (1980) and Mayo and DuBois
(1987), Carter and Parker (1993) ranked games among the most effective training
methods. The training methods compared include case studies, internships, lectures, oneon-one instruction, programmed instruction, roleplays, self-study materials, sensitivity
training, movies (videos) and television. Criteria used to compare games and other
training methods include knowledge retention and acquisition, participant acceptance,
changing attitudes, and interpersonal skills.

Purpose of Research
A problem with the comparative research on games is that games are often
viewed as monolithic in their nature. There are literally thousands of games that trainers
can play and each has their unique characteristics, advantages, and disadvantages. Each
game also can be played differently by trainers.
Another problem with the comparative research is that only outcomes-based
measures are used. According to Kirkpatrick (1974), training outcomes measures can
assess trainee reactions to the training, the amount of learning, how behavior changed,
and how organizations have been affected by the training. Outcomes measures mostly
access what happened after the training. Such measures are very useful to compare
training methods because they are associated with the main objectives of training.
However, outcomes measures do not provide a complete picture because trainers
have to look at trainer and student inputs to the training process. Inputs to training could
include costs, technologies used, amount and type of interaction, and sensory stimuli
used. Costs could include the cost of purchasing a game, time associated with creating
and setting up a game, and cost associated with system requirements such as computers,
overheads, and so on. Technologies could involve using CD-ROMs, the Internet, WebCt,
Blackboard, word processing programs, database programs, and spreadsheets. The
amount and type of interaction could include direct or indirect interaction between the
professor and students. Concerning sensory stimuli, different types of games can
enhance learning better than other types of games because some students react better to
visual learning whereas others react better to auditory or hands-on learning.

Accordingly, the purpose of this research is to describe popular educational games
used in the classroom focusing on inputs to training. Descriptions are helpful for trainers
in order to help them select the most appropriate games to achieve their training
objectives. Descriptions are also helpful for trainers because it allows them to match the
training program with the type of learners, facilities, and other inputs to training
available.
Learning theories can help trainers understand the characteristics of games that
help employees grasp new materials, make sense of their lives, and transfer it back to
their job (Bohlander, 2004). In helping trainers understand program characteristics,
learning theories can help to differentiate games because they provide different
assumptions to how people learn. The learner’s psychological traits, settings, and ways
of sensing the world can affect his or her ability to learn (Reynolds, 1993). The learning
theories selected for this paper are among the most common employed in popular training
and development texts such as Stolovitch and Keeps (1999), Blanchard and Thacker
(2004), DeSimone, Werner, and Harris (2003).

Game Descriptors
Learning theories can offer different dimensions of describing games ranging
from psychological traits, settings, and ways of sensing the world. In this section, some
of the dimensions based on learning theory will be summarized. These dimensions will
be used to help describe some popular games shown in Appendix A.
Sensory Stimuli
Games can provide multiple sensory stimuli such as seeing, hearing, tasting,
touching, and smelling. Multiple Intelligence Theory (Gardner, 1982) suggests that
training should adapt to the sensory stimuli that would appeal most to particular
individuals. Some individuals may be visual, others auditory, and others kinesthetic
(focus on touch). Still others, especially in the mathematical realm, can focus on none of
these stimuli and create their inner worlds. These worlds can reorganize equations and
generate new story lines.
Interaction With the Instructor
Games often involve direct contact between the instructor and the students though
computer programs such as WebCt, Blackboard, and others can create alternative modes
of communication. The instructor often provides questions, answers, explanations for
right or wrong answers, and soothes or cajoles students in their learning process.
Experiential learning theory (Rogers and Freiberg, 1994) supports the idea that the
teacher should facilitate learning and share feelings and thoughts with learners.
Interaction With Fellow Participants

Active participation by the students is a consistent characteristic across all games.
According to Andragogy theory, adults learn through actively participating in projects
(Knowles, 1984).
Participant Background
Participants can use their experiences to help them play and succeed in games.
The experiences can be either their life experiences, book/classroom knowledge, or
experiences that they just learned from the games as supported through Andragogy
Theory (Knowles, 1984). The theory suggests that adults are not black boxes that are to
be filled by an instructor. Adults want to use and relate their experiences to the learning
environment. On the other hand, according to Minimalist Theory (Carroll, 1998), student
experiences do not have to be used. Games can be short with potentially limited reading
involved. There should be a minimal amount of reading and other passive forms of
training by a allowing students to fill in the gaps themselves.
Rewards
Games often provide specific rewards to the student who has learned the most.
Operant Conditioning theory (Skinner, suggests that if you reward a person for doing a
good job, he or she might repeat that behavior and also learn from that behavior. Social
learning theory (Bandura, 1977) also promotes the idea of rewards for learning.
Reward Timing
There is often immediate feedback with games because an instructor (or
computer) can quickly announce right or wrong answers. According to Operant
Conditioning theory (Skinner, 1953), learners must make a response for every condition
and receive immediate feedback.

Convergent Versus Divergent Thinking
Games often lead to creativity in which new problems and solutions are generated
according to Lateral Thinking Theory (DeBono, 1967). Divergent thinking is most
associated with creativity because many ideas must be generated. Convergent thinking
tends to look at a problem and lead to one solution. Games associated with divergent
thinking would ask students to provide many solutions. Games associated with
convergent thinking would ask students to provide the one right answer.
Narrow Versus Wide Information
Games can help learners organize information in narrow chunks to help memorization
according to information processing theory (Miller, 1956). Some games can put
information into categories (such as words ending in the letter “R” and all answers
associated with job evaluation) to help students learn more about those concepts.

Methodology
Given these ways to differentiate games, selected games that can be used in the
classroom will be compared. Some games include Dollar Bill, Charades, Jeopardy®,
Family Feud®, Boggle®, Outburst®, the Price is Right® and Who Wants to be a
Millionaire®.
Games will be analyzed through content analysis by the author who has done each
of the games in a classroom setting. The author has used these games for the last ten
years by writing game-related questions himself and then applying the game in the
classroom. The author has used the Internet, CD-ROMs, and Blackboard to assist in the
creation of the games. Computers can radically change the complexion of the games by
removing direct interpersonal contact between the instructor and the student. With this
potential to remove direct professor-student interaction, computers will not be part of the
present research. In this study, each game is something that the professor can develop
him or herself and can include in a classroom using only blackboards, whiteboards,
flipcharts, or overhead projectors.
The description of games that will be used in this paper is shown below. These
eight dimensions stem from learning theories described earlier in this paper.
Sensory Stimuli: What visual, audio, tactile, smell, or taste cues are used?
Interaction With the Instructor: How does the participant communicate with the
instructor?
Interaction With Fellow Participants: How does the participant communicate with fellow
participants?

Participant Information: What information does the participant use to play the game—
textbook knowledge, personal experiences, etc.?
Narrow vs. Wide Information: Must learners focus on narrow chunks of information or a
wide array?
Convergent vs. Divergent Thinking: Must learners provide a narrow answer or many
diverse answers?
Rewards: What rewards do participants receive in the game?
Reward Timing: At what pace and how quickly to participants receive rewards in the
game?
Appendix A summarizes each game strategy and helps describe games using the
eight dimensions. Appendix B summarizes, in more detail, each learning theory used in
the paper.

Discussion and Future Research
Describing the games based on learning theories is not simple because the games
themselves can be played in a variety of fashions. The descriptions provided are my best
estimate based on personal experiences. For example, the dollar bill game traditionally is
a visual game. It started as a children’s game in which one face of a dollar bill was
memorized by one player. The other player would then ask detailed questions about the
dollar bill face—hoping to stump the other player. In the university classroom, students
can focus on one or two pages of a textbook and have another student ask detailed
questions about those pages. This visual game can also potentially be an audio game in
which a professor lectures for five minutes. Students listen to the lecture in detail. The
professor then asks detailed questions about the lecture. It is a twist such as this that

would make descriptions of games more difficult. One solution to this is to just focus on
what is traditional with such games. Another solution would be to provide choices for
professors when these games are described.
Eventually, more detailed descriptions of games can be cataloged using learning
theories. The catalog can not only describe inputs such as training costs, sensory stimuli
used, and contact with the instructor, but also researched outcomes of each game. The
outcomes included in future research could include characteristics published in prior
training method comparison research such as knowledge retention and acquisition,
participant acceptance, changing attitudes, and interpersonal skills (Newstrom, 1980).
Future research also should compare how these games “play out” on the Web,
CDROMS, and other computer-based modes. Computers can radically change the
complexion of the games by removing direct interpersonal contact between the instructor
and the student.
Future research also can investigate many other game descriptors based on other
learning theories such as:
1.

Meaningfulness: Making connections between the training and

participant’s needs (Keller, 1987; Rogers, 1983).
2.

Novelty: Varied stimuli used during the game (Keller, 1987).

3.

Modeling: Amount of effective practice that is demonstrated that matches
behavior that has to be displayed in the workplace (Yelon and Maddocks,
1986).

4.

Pleasant conditions and consequences: to foster improvement in learning
and transfer, make the training an enjoyable experience (Shon, 1987).
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Appendix A
Game Descriptions
The next pages include some examples of popular games that can be created by a
professor in a classroom setting. Each game can be played with or without computers.
Each game is briefly described with descriptions based on learning theories.
Game: Dollar Bill
Strategy:
A student completely memorizes a page in a textbook, journal, Webpage, or other
document. A fellow student asks picky questions about that page. The student who
memorized the page must answer as many of the picky questions as possible without
having the page to view. This is a very visual game. The audio equivalent of this game
is to have one student read a page. Then he or she would ask picky questions about the
pages that were just read.
Descriptions of the Game Based on Learning Theories:
Sensory Stimuli: Visual
Interaction With the Instructor: Instructor could ask a student picky questions about a
page.
Interaction With Fellow Participants: Participants can team up with each other to ask
picky questions about a page.
Participant Information: Participants only share information about that page that was
read.
Narrow vs. Wide Information: Narrow information about that page only.
Convergent vs. Divergent Thinking: Convergent thinking.
Rewards: Participant earns a point for every correct answer.
Reward Timing: Participant receives instant feedback for each answer.

Game: Who Wants to Be a Millionaire® (Buena Vista Entertainment)
Strategy:
Game allows participants to continue as long as they get correct answers through multiple
choice questions. Have 4 lifelines: 50/50, poll audience, contact friend, open book for
30 seconds. Games can be in a great variety of formats beyond multiple choice questions
that can provide a variety of stimuli. Essays, true/false, fill-in-the-blank, and many other
formats can be used.
Descriptions of the Game Based on Learning Theories:
Sensory Stimuli: Game boards are visual. Clues within the game boards can be shared
as visual, auditory or both.
Interaction With the Instructor: Instructor provides the question to the participant,
participant provides the answer to the instructor
Interaction With Fellow Participants: Fellow participants can interact through the
audience poll or contacting a friend within the classroom. This game can also be done in
teams.
Participant Information: Participants share knowledge from textbooks and personal
experiences
Narrow vs. Wide Information: Game can be designed in the classroom as narrow or
wide.
Convergent vs. Divergent Thinking: Convergent thinking
Rewards: Participant earns points (or money) for every correct answer. As the
participant continues in the game, more points (or money) are earned. A wrong answer
ends the game. Participant may also decline to answer to end the game.
Reward Timing: Participant receives instant feedback for each answer.

Game: Outburst® (Hasbro/Parker Brothers)
Strategy:
Come up with as many HR words beginning with “R” as you can within three minutes.
You must match as many of the 10 “R” words the host has placed on a secret list.
Descriptions of the Game Based on Learning Theories:
Sensory Stimuli: Questions can be provided visually or auditory
Interaction With the Instructor: Instructor provides the topic and confirms whether
participant answers match his/her list.
Interaction With Fellow Participants: The game can be done individually or in teams. In
teams, participants hear words used by other team members to save time so they would
not repeat them.
Participant Information: Participants share knowledge from textbooks and personal
experiences
Narrow vs. Wide Information: Wide information
Convergent vs. Divergent Thinking: Divergent thinking
Rewards: Participant gets points for every answer that is matched on the instructor’s list.
The game is inherently unfair since the participant’s list might be correct but just happen
to not match the instructor’s list. A person or team that comes up with the most answers
might not win because the answers do not match the instructor’s list.
Reward Timing: Participant receives feedback on the correct answers as the game is
being played within the three minutes.

Game: Boggle® (Hasbro/Parker Brothers)
Strategy:
For example, students should come up with as many HR words beginning with “S” as
they can within three minutes. The student with the most unique “S” words wins.
Descriptions of the Game Based on Learning Theories:
Sensory Stimuli: Questions can be provided visually or auditory
Interaction With the Instructor: Instructor provides the topic and confirms whether
participant answers are unique.
Interaction With Fellow Participants: Participants do not interact with each other during
the game. Participants check off what they match with other participants after the game
is completed.
Participant Information: Participants share knowledge from textbooks and personal
experiences
Narrow vs. Wide Information: Wide information
Convergent vs. Divergent Thinking: Divergent thinking
Rewards: Participant gets points for every unique answer. The game is inherently unfair
since the participant’s list might be correct but just happen to not be unique with
everyone else’s list. A person or team that comes up with the most answers might not
win because their answers match everyone else’s.
Reward Timing: Participants receive feedback on unique answers only after the three
minutes have been completed.

Game: Charades
Strategy:
By using physical motions (hands, eyes, legs, etc.), students act out a learning concept.
Other students must guess that learning concept within three minutes. Students score a
point each time other students successful at naming the concept within three minutes.
Descriptions of the Game Based on Learning Theories:

Sensory Stimuli: Visual and kinesthetic senses are used by participants to give clues.
Original questions are provided visually.
Interaction With the Instructor: Instructor confirms whether the participant have given
clues correctly and confirms the right answer.
Interaction With Fellow Participants: Fellow participants seek to answer clues provided
by other fellow participants.
Participant Information: Participants share knowledge from textbooks and personal
experiences
Narrow vs. Wide Information: Wide information
Convergent vs. Divergent Thinking: Convergent thinking
Rewards: Participants score points every time a right answer is provided.
Reward Timing: Participants receive immediate feedback from other participants every
time a right answer is provided.

Game: The Price is Right® (Score Productions)
Strategy:
Have one student find a research result (number) in the literature. Have several students
estimate that number (without going over). The closest student wins. Numbers may
include research results (how many workplace violence incidents occurred in 1975), laws
(how many employees are required to have the Civil Rights Act of 1964 apply), or many
other numerically-related topics. The Price is Right includes an unbelievably large
assortment of games that may lead to instant rewards for correct answers. Most games
require a bit of luck such as picking up a correct card to answer a question.
Descriptions of the Game Based on Learning Theories:
Sensory Stimuli: Visual and auditory
Interaction With the Instructor: Instructor provides the questions and shares the answers.
Interaction With Fellow Participants: Fellow participants (depending on the game) may
hear the answer of other participants to estimate what they would say.
Participant Information: Participants share knowledge from textbooks and personal
experiences.
Narrow vs. Wide Information: Narrow information
Convergent vs. Divergent Thinking: Convergent thinking
Rewards: Students get points (or money) for correct answers or the most correct answers
among other participants.
Reward Timing: Instant points (or money) for correct answers or most correct answers.

Game: Family Feud® (Fremantle Media, Ltd.)
Strategy:
Match what others perceive about a topic such as “rank the most important motivation
theories”. Those who have the greatest common ranks with others in the group will be
rewarded. See how peers perceive case situations and be able to brainstorming lists of
theories when you need them for the certification exam.
Descriptions of the Game Based on Learning Theories:
Sensory Stimuli: Visual or auditory
Interaction With the Instructor: Instructor provides the question and confirms matching
answers.
Interaction With Fellow Participants: This game can be played individually or in teams.
Participant Information: Participants share knowledge from textbooks and personal
experiences.
Narrow vs. Wide Information: Wide information
Convergent vs. Divergent Thinking: Divergent thinking
Rewards: Individuals or teams with the most matches gets the most points.
Reward Timing: Immediate feedback is provided for correct matches.

Game: Jeopardy® (Sony Pictures Television)
Strategy:
Create game board (grid) with major subject categories shown at the top. Below the
subject categories, the grid shows points that are assigned to questions and answers the
instructor has. More difficult terms get more points. The instructor provides definitions
to see who gets right term first. Right answers gain points, wrong answers lose points.
What the students see
Selection Laws
10
20

Documents
10
20

Numbers
10
20

Discrimination
10
20

Organizations
10
20

Discrimination
10—Unwanted
sexual requests or
hostile environment
(Sexual Harassment)

Organizations
10—EEOC is under
this agency
(Department of
Labor)

20—Principle
supporting male-only
bathroom attendant
jobs
(BFOQ)

20—Enforcement
agency for the Equal
Pay Act
(EEOC)

What the instructor sees and writes
Selection Laws
10— Act associated
with teratogens
(Pregnancy
Discrimination Act)
20—Law associated
with gender and race
discrimination
(Title Vii)

Documents
10—Annual
summary of
workplace accidents
and illnesses
(OSHA Form 300A)
20—Gov’t
guidelines for
employment testing
(Uniform
Guidelines)

Numbers
10—the title
focusing on
discrimination in the
workplace
(Title VII)
20—Detailed report
of workplace
accidents and
illnesses
(OSHA Form 301)

Descriptions of the Game Based on Learning Theories:
Sensory Stimuli: Game boards are visual. Clues within the game boards can be shared
as visual, auditory or both.
Interaction With the Instructor: Instructor provides “answers” to participants,
participants provide “questions” to the instructor
Interaction With Fellow Participants: Most typically, participants play individually.
Teams are possible.
Participant Information: Participants share knowledge from textbooks and personal
experiences.
Narrow vs. Wide Information: The game board can either provide narrow or wide array
of information
Convergent vs. Divergent Thinking: Convergent thinking
Rewards: Participants gain points by answering questions correctly. They lose points by
answering questions incorrectly. The person or team with the most points at the end of
the game wins.
Reward Timing: With a correct answer, the instructor instantly gives confirmation. With
a wrong answer, the instructor indicates the answer is wrong and waits to hear right
answers. If no answers are correct, instructor reveals the right answer.

Appendix B
Summary of Selected Learning Theories

Adragogy
Knowles’ (1984) andragogy theory refers to the theory of adult learning. It states that
1.
Adults need to be involved in the development of their learning.
2.
Adults need to experience learning rather than just listen.
3.
Adults prefer learning experiences that are relevant to their job or personal
life.
4.
Adult prefer to focus on problems rather than content.
Double Loop Learning
Argyris’ (1976) double loop learning theory refers to the effort to solving complex
problems by allowing new values and assumptions. The double loop involves
questioning underlying assumptions and publicly testing those assumptions. If the new
assumptions are true, these new assumptions become the mainstream assumptions that
need to be tested again in an endless cycle. This appears somewhat similar to Lateral
Thinking Theory.
Experiential Learning
Rogers and Freiberg’s (1994) experiential learning theory suggests that students should
participate in the learning design and direction. They should learn how to actively solve
various social, research and personal problems and share their feelings.
Adult Learning
Cross’ (1981) adult learning theory suggests that adult learning programs should take
advantage of adult experiences, allow for many learning styles, consider aging, the
phases of life, and adult developmental stages, and participate in challenging activities to
advance the learner.
Information Processing Theory
Miller’s (1956) information processing theory suggests that short term memory holds five
to nine chunks of information. Accordingly, don’t overload the learner with too much
information at once. Furthermore, the theory suggests that learners test to see if they
have reached their goal. If they don’t reach their learning goal, a new operation (studying
a different way) is completed to see of they reach their goal. The process is constantly
repeated.

Lateral Thinking
DeBono’s (1967) lateral thinking theory helps to explain how to get original solutions to
problems. This appears somewhat similar to double loop learning. It consists of:
1.
Understand the main traditional ways to solve problems.
2.
Search for new ways to solve problems.
3.
Accept new possible ways to solve problems.
4.
Encourage even further new ideas.
Operant Conditioning
Skinner’s (1953) operant conditioning refers to creating changes in behavior based on
reinforcing behaviors. A learner, for example, does a good activity (stimulus). The
learner should then be immediately rewarded with higher grades, money, praise, or
anything else that the learner could consider positive (response). On the other hand, if
the learner does something that is not good, punishment or the removal of good things
(negative reinforcement) could be immediately done.
Minimalism
Carroll’s (1998) Minimalist theory suggests that learning tasks should be concise,
meaningful, and realistic. There should be a very close connection between the learning
and actual work. Students should not waste time on unnecessary activities.

Multiple Intelligences
Gardner’s (1982) multiple intelligence theory suggests that learners possess different
intelligences and some learners might react to some training methods better than others
based on their different intelligences. Intelligences include: linguistic, musical, logicalmathematical, spatial, kinesthetic, intrapersonal, interpersonal.
Social Learning Theory
Bandura’s (1977) social learning theory suggests that learners learn by seeing and
modeling the behaviors of others. Learners will repeat modeled behavior if it leads to
outcomes they desire.
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Single and Multiple Task Live Cases: Examples and Analyses
With live cases, organizational representatives share information about their
plans, structure, products, services, and people with university students in a classroom
setting. Students also may visit the organization (Learned, 1991; Kaupins, 1997).
Students influence organizations by providing suggestions based on what they have
experienced with the organization and learned in their courses. Outputs from students can
include business and marketing plans, inventory control programs, budgets, pay and
employee surveys, economic outlooks, and employee handbooks (Kaupins and Coco,
2003). These cases have no canned solutions (Learned, 1991; Hackshaw and Robertshaw,
1988; Golen, 1984; Brown and Neilson, 1993; Frey and Coyne, 1972).
Literature Review
Live Case Similarities
Live cases have many common characteristics. The following list summarizes
some the major similarities of live case designs found in educational literature. Even
among their similarities, professors have many options that could affect the quality of
student learning experiences.
First, client organizations have to be recruited by professors, students, former
clients, government officials, funding agencies, or university officials. Instructors
probably would do the bulk of the recruiting for their own classes. Common methods of
recruiting clients include advertising for clients in local newspapers or associations,
contacting local Small Business Development Centers, sponsored by the Small Business
Administration, obtaining referrals from prior students or clients, or making phone calls
to acquaintances (Kaupins and Coco, 2003).

Second, there has to be some kind of an agreement between the instructor and the
client on the depth, scope, and timing of the student projects. Protections from liability
and confidentiality agreements should be part of any consulting contract (Fombrun and
Nevins, 2004). The agreement can be the basis for determining student grades. The
verbal or written agreement is often the basis for the written assignment provided to the
students (Rao, Arcury and Quandt, 2004).
Third, students must be organized to complete the live case assignment. Live
case projects can be done individually or in groups. Students can do one project or
multiple projects. Student work can be integrated with other students or groups or can be
completed separately (Congram and LaFarge, 1995).
Fourth, clients may visit the classroom one or more times. They can introduce
their operations, hand out materials, and answer student questions. Classroom
communication can be in person or via e-mail, Instant Messaging, or phone.
Communications do not have to be limited to the classroom because students also can
visit the organizations. Live cases are not internships because students do not work at the
company site though company visits can help create required reports (Kaupins and Coco,
2003).
Fifth, clients receive some product or service from the students. In business
policy classes, they can receive business plans, mission statements, vision and values
statements, analyses of internal strengths and weaknesses and external opportunities and
threats (SWOT), and long and short-term objectives (Learned, 1991). In marketing
classes, they can receive marketing plans, marketing surveys, and advertising programs.
In human resource classes, they can receive employee handbooks, employee surveys, pay

surveys, job descriptions, and job analyses (Kaupins and Coco, 2003). In production
management classes, they can receive production schedules through Gantt charts or
Program Evaluation and Review Technique diagrams, facility location analyses, and
transportation routes. In finance and accounting-related classes, they can receive budgets
and investment recommendations (Hackshaw and Robertshaw, 1988). Each class also
can include missions, visions, values, SWOT analyses, and objectives along with endless
variations of course-appropriate products and services.
Sixth, the professor grades the student products or services and makes sure the
client receives the materials or services in a timely manner. Materials can be received
during or immediately after classes (Kaupins and Coco, 2003).
Seventh, live cases typically are no charge to clients based on personal experience
with my university and colleagues throughout the country. Service fees for clients are
possible. The Small Business Development Center (Small Business Administration,
2004), Ewing Marian Kauffman Foundation (Kauffman Foundation, 2004), and local
grants from universities have provided some funding for professors and clients to try live
cases. The Small Business Development Centers and the Ewing Marian Kauffman
Foundation support small companies and startups.
Live Case Advantages and Disadvantages
Live cases have many of the characteristics supported by andragogy theory, the
study of adult learning. Knowles (1998) posited several assumptions that underlie
andragogy theory in training. First, adults prefer to learn from experiences generated
from real life events. Real life events incorporate surprise and the lack of predictability
that reflect what really happens in organizations. Second, adults want to apply their

learning. If an organization can be helped while adults learn, the motivation to learn
might be enhanced. Third, adults learn more effectively through participative techniques.
Adults want to share their life experiences and knowledge with others.
Live cases also have characteristics supported by Porter and McKibbin (1988) in
their report to the American Assembly of Collegiate Schools of Business (AACSB).
They support education in which students solve actual management problems in
organizations.
Live cases had the highest overall approval ratings based on surveys of corporate
trainers (Kaupins, 1997; Kaupins, 2002) and management professors (Kaupins, 1998;
Kaupins and Coco, 2003). Trainers and professors rated twenty training techniques such
as lectures, internships, role plays, programmed instruction and television. They rated the
techniques based on factors such as knowledge acquisition, problem-solving, and
interpersonal skills.
The main disadvantage of live cases is the amount of time required to set them up.
Learned (1991) and Kaupins (1997) found that organizing clients and establishing
assignments for the students took more time than searching for regular textbook case
studies. Another disadvantage of live cases is their unpredictability. Clients might not
cooperate with timely data for the students. Clients may be acquired during the middle of
a semester and hence lose interest in the project.
Limits of Live Case Research
Given the characteristics and perceived advantages of live cases, little attention
has been given to the types of live cases that can be created for students. Many
universities have used a variety of live case designs. Each live case design can have

major implications on the quality of experience for students, professors, organizations,
and educational institutions hosting the live case.
One of the simplest designs has student groups completing a specific, single task
for a company such as writing a job description, completing an employee handbook,
surveying compensation practices of competitors, and creating a policy manual on how to
serve customers. For example, Learned (1991) had student groups write business plans
for start-up companies. CNN (2005) cited live cases where students work with furniture
companies to design modular shelving systems.
One of the most complicated designs has students working in groups to complete
multiple tasks such as writing business, marketing, human resource, and other plans for a
company. Such projects require groups to coordinate their efforts by sharing information
in a timely manner.
Purpose
The purpose of this paper is to focus on the characteristics, advantages, and
disadvantages live case designs involving single and multiple tasks. The paper
documents some of my eighteen years of experiences with about two hundred and fifty
companies at a university in the western United States. During this time, about two
hundred and forty live cases were single task-oriented and ten were multiple taskoriented.
Single Task Design Example
With the single task live case, each student group is responsible to complete a
document or task for a company. No coordination between groups is needed because
each group works on their own company.

On average, my class of about forty students was divided into eight groups of
roughly five students. Each group completes an entire employee handbook for a
company. A description of the project is described below.
Contacting Organizations
Organizations volunteering to have their employee handbooks completed were
obtained through local newspaper publicity about the program and client referrals. The
average company has about fifteen employees. Companies range from no employees
(startups) to over five hundred. About seventy percent of these companies had no
previous handbook. Those that had handbooks provided them to the students for
revision.
Learning Objective
The main learning objective is to have students learn how to apply what they
learned in the human resource class and write employee handbooks for a company. The
employee handbooks must be legal, use appropriate human resource-related wording, and
serve the client’s needs.
Meeting the Client
The initial conversation between the client and I covered the purpose and general
method of completing the handbook. Clients receive a rough outline of what topics
employee handbooks cover. Students would ask questions from this outline. Clients are
invited to the classroom to visit with their assigned student group and answer questions
from the outline. The outline is shown in Appendix A.
Preparing the Students

Each group works with its own company. To prepare the students for this project,
they receive general instruction on human resource management, tips on how to write
employee handbooks, and the rough outline of major topics that are in typical employee
handbooks. They also receive many Web, magazine and book references that would help
them write an employee handbook.
Visiting the Class
Before the client’s first visit, the client provides the class with any information
such as handbooks, letters, and pamphlets that would be useful for the handbook. The
top manager, human resource manager, executive secretary, or any other representative
may come to the class to visit their assigned group. The visit consists of a question and
answer session to go over the materials provided by the client and the rough outline of
what is typically in the employee handbook. A follow-up visit later in the semester
consists of the client reviewing the first draft of the handbook and adjusting loose ends.
Completing the Project
Students turn in a hard copy and an e-mail copy to me on the due date.
Immediately afterward, I meet with the organization to discuss the student project and
hear their impressions.
Perceived Advantages of This One Task Design
Based on personal experiences with this one task design, I feel the following are
advantages for myself (professor), the students, and clients.
1.

Professor: Grading across groups can be based on the same criteria. In the
employee handbook project, grading criteria included following the law, using
appropriate human resource terminology, following what the client wanted,

keeping the writing easy to read, following the format, spelling and grammar.
2.

Professor: Having many clients can lead to more connections with other
companies for future semesters.

3.

Students: They receive one client. They are totally responsible for the output
and can add the work to their resume.

4.

Students: They can center class discussion around employee handbooks
because everyone is working on employee handbooks.

5.

Clients: They receive one employee handbook for free. They know who is
responsible for that handbook in case they have any questions.

Perceived Disadvantages of the One Task Design
1.

Professor: Finding many clients for each class provides a considerable burden
each semester.

2.

Professor: With students being totally responsible for one project, a failure
can lead to embarrassment in front of the client. If there are any legal
problems associated with the content of the employee handbook, I alert the
client that the students wrote something that was incorrect.

3.

Students: Students only see a small part of the corporation—namely the
human resource part. They might not get the strategic perspective associated
with accounting, finance, marketing, production and other areas if they are
isolated on one problem.

4.

Clients: An unsatisfactory product can cause problems in the company. In
the employee handbook case, legal problems and employee complaints could
occur.

Multiple Task Design
In a multiple task design, a company can get a comprehensive analysis of its
operations. Several student groups work on different slices of the project.
On average, my senior-level Compensation and Benefits class of about thirty
students was divided into six groups of roughly five students. Each group contributes to
create a complete compensation package for a client. The groups are divided by their
responsibilities and include
1.

Setting organizational missions and objectives. This task must be completed
early in the semester because they will serve as anchors for any compensation
programs. This requires the groups to interview company managers and focus
on both long-term and short-term issues.

2.

Analyzing current market rates of jobs. This task may be done simultaneously
with task 3 but before 4. This requires surveying local communities or free
pay surveys on the Web.

3.

Evaluating the difficulty of jobs. This task may be done simultaneously with
task 2 but before 4. This requires developing job analysis forms and
completing job evaluations.

4.

Establishing pay grades. This task is only done after tasks 1, 2, and 3 but
before 5. Students must calculate pay grade widths, ranges, and overlap based
on market surveys and job evaluations.

5.

Completing a pay structure which includes the possibility of pay increases
through gain sharing, merit pay, cost of living increases, seniority, or other
methods

Contacting Organizations
Organizations volunteering to have their compensation program revised were
obtained through local newspaper publicity about the program and client referrals.
Companies range from no employees (startups) to about two hundred.
Learning Objective
The main learning objective is to have students learn how to apply what they
learned in the compensation and benefits class and develop a complete compensation
program for a company. The compensation program must be legal, use appropriate
human resource-related wording, reflect the client’s values associated with market rates,
budget constraints, internal comparison of job difficulty, and merit, seniority, and
incentives.
Meeting the Client
The initial conversation between the client and I covered the purpose and general
method of revising the pay system or developing a pay system from scratch (if the
company is a startup). Clients are invited to the classroom to visit with the entire class.
Preparing the Students
Each group receives a separate portion of the compensation task. To prepare the
students for this project, they receive general instruction on compensation management
and specific tips on how to develop compensation programs. They also receive many
Web, magazine and book references that can help them with the compensation project.
Visiting the Class
Before the client’s first visit, the client provides the class with any information
such as existing company pay levels, purchased or free pay surveys, job evaluations,

merit, seniority, or incentive systems, budgets, or any other information helpful for
developing compensation programs. The top manager, human resource manager,
compensation manager, or any other representative may come to the class to visit their
assigned group. The visit consists of a question and answer session to go over the
materials provided by the client and the rough outline of what is typically in the
employee handbook. A follow-up visit later in the semester would consist of the client
reviewing the first draft of the handbook and adjusting loose ends.
Completing the Project
Students turn in a hard copy and an e-mail copy to me on the due date.
Immediately afterward, I meet with the organization to discuss the student project and
hear their impressions.
Perceived Advantages of This Multiple Task Design
Based on personal experiences with this multiple task design, I feel the following
advantages to myself, students, and clients have occured:
1.

Professor: I only have to find one client who is willing to have an in-depth
analysis of its operations.

2.

Students: They may see a larger, more strategic part of the corporation by
working together with other groups.

3.

Students: They may get to know the client more because of the greater
analysis required.

4.

Client: The product or service from the students might help the company
more because students have a more in-depth knowledge of company
operations.

Perceived Disadvantages of the Multiple Task Design
1.

Professor: Grading can be very difficult because there are very different slices
of the project across groups. Each group is doing something very different in
order to complete the project. Furthermore, some groups might have to
complete tasks earlier than others in order to share information with other
groups.

2.

Professor: Organizing the project is difficult because there are multiple
projects for one organization. The timing of certain projects within the overall
project is made difficulty especially if the client does not cooperate with
necessary data.

3.

Students: Tasks of some groups might not be perceived as important as other
tasks. Lack of perceived fairness in the grading may result.

4.

Students: They might have less perceived ownership of the final product of
the company because they are only doing a small slice.

5.

Clients: They may have to communicate with the students very frequently
during a semester because of the depth of work involved.
Other Live Case Designs and Future Directions
The two live case designs that are the focus of this paper are among many others

that are possible that universities can use to bring in the real word to the classroom.
Future research should investigate the advantages and disadvantages of various live case
designs by collecting data from students who participate in the live cases, clients, and
professors who organize the cases. A multidisciplinary, multiprofessor approach can be a
valuable start to enhancing the popularity of this teaching technique. Some other designs

may include:
1. The entire class does the same single task for a company. For example, in a class
of forty, the client can receive forty job descriptions.
2. The entire class works on the same large project. As appropriate, students
volunteer to work on subprojects as time is appropriate.
3. A company requests many large projects. One of the large projects is completed
each semester, with the prior semester’s work as a launching pad for future
semesters.
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Appendix A--Rough Outline of an Employee Handbook
1.0

Introduction to the Company Company History, Company Facts, Mission,
Vision/Objectives, Ethics, Organization Chart

2.0

Selection Policies Recruiting Administration, Hiring Procedure, Equal
Employment Opportunity Policy, Immigration Policy, Disability
Accommodation, Employment of Relatives, Employment Categories

3.0

Work Rules/Discipline Discipline Administration, Appeals, Work Breaks,
Lunch Breaks, Moonlighting, Personal Behavior, Communication Methods,
Dress Code, Work Station Maintenance, Attendance and Punctuality, Petty
Cash, Conservation, Sexual Harassment, Insubordination, Smoking,
Employment Termination Procedures

4.0

Compensation Paydays, Time Keeping, Overtime Policy, Travel and Other
Business Expenses, On-Call/Emergency Call/Back Pay Policy, Bonuses,
Incentives, Pay Confidentiality, Garnishments, Wage/Salary Reviews, Appeals,
Severance Pay

5.0

Benefits Social Security, Worker's Compensation, Unemployment Insurance,
Health Insurance, Defined Benefit Plan (Pension), Defined Contribution Plan,
Life Insurance, Holidays, Vacation, Employee Assistance Program, Child Care
Program, Leaves Administration, Draws, Business Meal and Travel Expenses,
Education Expenses, Organization Expenses, Credit/Debit Cards

6.0

Security Equipment and Vehicles, Monitoring Policy, Inspections, Keys,
Weapons, Confidentiality

7.0

Performance Appraisal Administration, Methods, Schedules, Appeals

8.0

Training and Development Orientation Procedures. Training Procedures,
Continuing Education, Interns

9.0

Safety Administration, Accident/Illness Reporting, Material Safety Data
Sheets, Respiratory Protection, Chemical Safety, Fire Safety, Lock Out/Tag
Out, Hearing Conservation, Violence in the Workplace

10.0

Miscellaneous Business Gifts/Donations, Employee Records, Personnel Data
Changes, Posters, Parking, Open Door Policy, Changes in Policies,
Employment-at-will
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How Native Americans Perceive Roles of Tribal
Colleges in Maintaining Tribal Cultures and
Languages
Abstract
Indigenous peoples worldwide currently face challenges to maintain their cultures and
native languages. Their cultures and languages are endangered and some of them have
been already lost. In fact, UNESCO warns that approximately half of over 6,000
languages spoken worldwide are endangered. Native Americans are not exceptions of
this fast pace vanishing of indigenous cultures and languages. Their efforts to preserve
tribal cultures and languages have been made primarily through their communities and
households.
Since their inception, tribal colleges have contributed to such efforts. While
recognizing its use of a small sample, this article examines how Native Americans
perceive roles of tribal colleges in maintaining tribal cultures and languages. Yet, data
collected from a series of interviews reveal mixed perspectives of roles of tribal colleges.
The article concludes that, overall, there is little empirical evidence to corroborate the
roles of tribal colleges in maintaining Native American cultures and languages.
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ABSTRACT
The end of World War II was eminent by July 1945 when Flora J. Cooke, a retired
teacher and principal in Chicago, wrote a protest letter to the United States Senator from
Mississippi, Theodore “The Man” Bilbo. Cooke was critical of his filibustering a bill
which would continue funding a committee whose purpose was to oversee fairness by the
government in its hiring practices and in awarding military contracts. This Southern
Senator called the bill and the nearly blind, eighty-year-old woman a threat to his
region’s way of life: practicing discrimination against African Americans at work and
elsewhere and to maintaining white supremacy through a “dual scheme of government.”
The nerve of Cooke, whom he presumed to be African American. Why, he would
personally arrange to relocate her to Africa. Countering, she relayed that she was white
and had no heritage in Africa or interest in resettling. Using the United States
Constitution and a little history, Cooke informed Bilbo about proper race relations and
appealed to his sense of decency and obligation to fair play for all people. Senator Bilbo,
equipped with Southern history, patriotism, and verbal and physical theatrics, set out to
preserve his way of life from the onslaught of Cooke’s assault. How could a man who
reached the stature of the United States Senate assume that anyone criticizing his
filibuster must be African American? And why would an educator who had little prior
contact with African American children be motivated to castigate and educate a United
States Senator?
This study will focus attention on: 1)historical context which helped develop Bilbo’s
and Cooke’s beliefs on race, and thus provide historical perspective for racial discussions
alive today; 2)the incompatible ideologies of Bilbo and Cooke as the two tangled over the
race issue in 1945; 3)reactions from those who supported either Cooke or Bilbo; and
4)aspects of the race issue prominent then that survive today, including an assessment of
who would be more comfortable living in today’s society, Cooke or Bilbo.
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Executive Summary
In an era of increasing educational accountability and economic demands, failure of a
child to receive an adequate education generates tremendous costs both for the child and
the larger society. Such failure constitutes educational neglect. Since the mid 19th
century, it has been the responsibility of states to ensure that all students meet
compulsory education requirements. Currently, even with our country focused on the
federal policy No Child Left Behind, most states cannot identify all of their students.
Unfortunately, educational neglect often fails to reach the policy threshold at which
attention and resources are allocated to address the problem. This study sheds light on
this phenomenon at the national level as well as for a northwestern state specifically.
The Center for School Improvement & Policy Studies at Boise State University was
contracted to investigate educational neglect for the statewide Taskforce for Children at
Risk. To provide a set of policy recommendations regarding educational neglect, an
examination of the available policies and enrollment data from the fifty states regarding
educational neglect, compulsory education, habitual truancy and home-based education
was conducted. At the state level, interviews were conducted with superintendents or
attendance officers throughout a northwestern state to make the analysis more directly
relevant. Relevant findings include:
To estimate the number of children not enrolled in educational institutions including
public schools, private schools and home schools, we needed to first estimate the number
of children that actually exist within the compulsory education ranges for each state.
From that number, we subtracted children identified in each of the above school types.
The remainder indicated the number of children recorded as living, but not identified with
an educational institution. The table below presents all fifty states ranked in descending
order according to percent of children unaccounted for in educational institutions.1

1

Because the numbers within this table were gathered from the Federal Census and fifty state departments
of education, they should be viewed as estimates. Please see the appendix for a detailed description of the
methodology used to compile this table. All data is for the year 2003.
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States
Hawaii
Virginia
Missouri
Oklahoma
New Mexico
Delaware
Oregon
Kentucky
South Carolina
Texas
Alabama
Wyoming
Maryland
Vermont
Arkansas
Idaho
Arizona
North Dakota
Washington
Tennessee
Montana
Colorado
New Hampshire
Kansas
Ohio
Illinois
Utah
Louisiana
Maine
California
Alaska
Minnesota
South Dakota
Wisconsin
New York
Massachusetts
Nebraska
Michigan
Mississippi
Iowa
Pennsylvania
Nevada
Rhode Island
New Jersey
Connecticut

Compulsory
Education
Population
224,147
1,422,261
818,295
701,435
408,478
136,663
593,197
620,697
699,724
4,515,918
639,026
77,902
958,200
86,076
499,209
215,042
921,317
87,388
985,071
966,431
130,245
653,308
203,296
485,657
2,129,724
1,872,478
532,226
752,709
194,695
7,140,346
112,726
899,053
123,684
1,023,802
2,964,927
951,854
253,550
1,641,041
523,668
448,591
1,703,637
357,036
159,985
1,348,180
496,900

Children
unaccounted in
all schools
39,142
217,611
112,559
96,472
48,699
15,239
54,843
57,187
61,399
364,889
49,465
5,780
66,829
5,985
33,663
13,954
43,038
4,065
43,448
40,691
5,408
24,989
7,696
17,899
73,891
52,580
14,758
20,743
4,979
175,407
2,690
19,862
2,669
18,835
51,243
16,156
3,912
23,898
6,948
5,151
7,828
-84
-471
-9,051
-3,549

Percent of
Comp. Ed.
Population
17.5%
15.3%
13.8%
13.8%
11.9%
11.2%
9.2%
9.2%
8.8%
8.1%
7.7%
7.4%
7.0%
7.0%
6.7%
6.5%
4.7%
4.7%
4.4%
4.2%
4.2%
3.8%
3.8%
3.7%
3.5%
2.8%
2.8%
2.8%
2.6%
2.5%
2.4%
2.2%
2.2%
1.8%
1.7%
1.7%
1.5%
1.5%
1.3%
1.1%
0.5%
0.0%
-0.3%
-0.7%
-0.7%
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States
Georgia
West Virginia
Indiana
North Carolina
Florida
TOTALS

Compulsory
Education
Population
1,423,849
245,109
901,455
1,164,982
2,852,835
49,357,351

Children
unaccounted in
all schools
-17,258
-3,190
-19,250
-29,332
-82,838
1,708,764

Percent of
Comp. Ed.
Population
-1.2%
-1.3%
-2.1%
-2.5%
-2.9%
Ave. 3.5%

The data presented above should be interpreted as rough estimates of children
unaccounted for within the United States. The values range from 17.5% to -2.9%, with a
mean of 3.5% and a standard deviation of 0.1%. Negative values indicate states in which
the state departments of education indicated more children enrolled in schools than the
Federal Census indicated lived in the state.

National Data
•

•
•
•
•

•

Of the approximately 49 million school-aged children for each state that exist in
the 2003 federal census data, over 1.7 million children cannot be identified with
any educational institution. This accounts for 3.5% of the compulsory school age
population of the nation.
Compulsory education ages vary beginning ages as low as 5 yrs. old to exiting
ages as late as 18 yrs. old, yielding compulsory age ranges from 9-13 years, with
10 years being most common.
States do not have a common definition of educational neglect. Twenty-four (24)
states have no statutory definition of educational neglect.
States do not have a common definition of habitual truancy. Ten (10) states have
no definition at all.
Effects of Truancy – According to National Incidence Study of Child Abuse and
Neglect (1996), the effects of truancy are profound and carry a high cost for both
the truant student and the larger society. Chief among these are
o Academic Achievement – Students with 95% attendance were more than
twice as likely to pass state achievement tests than those with 85%
attendance.
o Drug Use – Truancy is a more accurate predictor of drug use than GPA or
sexual activity.
o Financial Effect of Dropouts – Each drop out will lose between $535,800
and $855,000 in lifetime earnings.
o Criminal Effect of Dropouts – Dropouts comprise 80% of the prison
population, which produces a significant fiscal burden upon state and
federal funds.
While the National Center for Education Statistics (2004) estimates a homeeducated population of 2.2% or 1.1 million children, state departments of
education only record 365,129 children. Fifteen states record no home-educated
children at all.
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State Data
•

•
•
•
•
•
•
•
•

Of the 215,042 children within the state’s compulsory education range in 2003,
the state is currently “missing” 13,954 children who exist in the census but are not
recorded in any educational institution. This is approximately 6.5% of the
population, or one out of every 15 school-aged children.
If the 13,954 children unaccounted for in the state congregated, they would
constitute the third largest district in the state.
The northwestern state requires 9 years of compulsory education, from 7 to 16
years old.
67% of the state’s districts could not determine if any children residing within the
district were not being educated. Of those that were able to provide a number of
children, they primarily relied on informal information sources.
96% of the state’s districts had no written procedures for tracking students who
fail to continuously enroll from one year to the next.
Habitual truancy is defined in two main ways among districts; the “90% rule” or a
specific number of absences per semester or year.
The 2,921 dropouts statewide from the academic year 2002-2003, generated a net
loss of between $1.5 billion and $2 billion to the state economy over their work
careers.
The northwestern state provides no oversight or monitoring of home educators
and their students.
Less than half of the state’s school districts were able to estimate the number of
home-educated children within their district.

Policy Recommendations
Based upon a review of state policies across the nation, insight from educators,
the professional literature and highly regarded intervention programs, we offer the
following policy recommendations.
Educational Neglect
1. Establish a clearly defined threshold of truancy that constitutes educational neglect.
2. Establish a clear statement of primary responsibility for educational neglect within the
Department of Health and Welfare.
3. Development of an intervention program similar to the Missouri Family and Response
Demonstration and the Idaho Community Resources for Families Program.
Habitual Truancy
1. Adopt a single statewide definition of habitual truancy.
2. Establish a combined, multi-agency approach to truancy reduction involving the
Department of Education, the Department of Health and Welfare, and the
Attorney General’s Office.
Home Education
1. Identify children being home-educated through registration with Department of
Education.
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2. Require annual standardized assessments of academic progress for all children in
grade equivalents 3 through 10.
Implementing the above policy recommendations will improve state’s ability to meet
their democratic obligation to ensure an educated citizenry. Continued failure to do so
will result in a population ill-prepared to meet the intellectual and economic challenges of
the future.
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Abstract:
Moral education is commonly understood as what schools do to help young people
become ethically mature adults, capable of moral thought and action (Ryan 1986).
However, studying the history of moral education shows that it more often than not
embodies the economic, political and social norms of particular times and places, in the
guise of morality. This paper provides an overview of the birth of modern schooling and
the position of moral education within that system, focusing on how moral education
embodies the norms of modernity.
The modern educational system is among the most powerful institutions in modern
world, and like any other modern institution, there are interactions between it and other
institutions in the society. This paper is a study of the modern educational system as
one of the institutions in the modern world, and in particular considers moral education
as a special feature of this system and how the interaction between educational system
and other institutions in modern society may shape and impact the methods and
purposes of moral education.

The Nature of Modern Schooling and
the Question of Moral Education
Introduction
There is little doubt that the modern educational system is intertwined with state politics
and social policies, ranging from issues of national identity to social control with the
latter being particularly vivid (e.g. Foucault 1977, Gatto 1991, Illich 1970). Less
studied, however, is the connection between moral education and state politics. This
paper examines the socio-political goals of moral education in the modern educational
system.
As Durkheim once observed, “we cannot speak of moral education without being very
clear as to the conditions under which we are educating. Otherwise we will bog down in
vague and meaningless generalities” (Durkheim 1961, p. 3). I agree with this premise,
and will suggest that to discuss moral education today, we have to know the educational
system within which moral education is administered and utilized.
To develop my discussion in this direction, I will introduce a historical, sociological and
political perspective on the modern educational system globally, and specifically within
the dominant nation-states that played a foundational role in forming this institution and
making it a model for other nations. The educational system in modern societies has had
specific sociological and political purposes, even though on the surface their mission
was justified in terms of enlightening and spreading knowledge to all the children of
nations. This study is a critical historical analysis of the position of the educational
system in the modern world with particular attention to the position of moral education
within this system.
The educational system is among the most powerful institutions in the modern world,
and like any other modern institution, there are interactions between it and other
institutions in the society. In order to evaluate moral education in the context I propose,
we will need to look at the educational system as one of the institutions in the modern
world, and in particular pay close attention to moral education as a special feature of
this system and how the interaction between the educational system and other
institutions in modern society may shape and impact the methods and purposes of moral
education.

Along with development of the modern educational system in the world, moral
education became an issue for debates within nation-state societies. The educational
system, and more precisely schools, has often been considered responsible for moral
order in society, especially when compulsory education made everyone walk through
this narrowly controlled institutional channel to enter the society. Therefore, with the
growth of so called literacy, or the 3Rs, the growth of morality has also been expected.
However, there have been increasing complaints in many modern societies that each
new generation is less and less moral. For example, Japanese media for a long while
were calling for a better moral education, elaborating on the story of a 12 year old boy
throwing his friend out of the window to the street and murdering her, or the increase of
teenage girls who exchanges sex for money, not because of being poor, but to satisfy
their desire of buying fantasy stuff in a consumer culture. These stories were repeated in
Japanese media as an indication of moral laxity and led to the implementation of moral
education policies. Such shocks in several rich countries, contained messages for human
societies that the crimes are no more related to poverty and non-development, but it is
more related to problem of humanization. On the other hand, in Iranian society similar
moral problems are seen as indications of poverty and precisely the widening gap
between poor and rich. However, the way many react to these events in all societies is to
blame the educational system and call for the necessity of reforms in moral education.
Moral Education and Question of Humanization
Some significant critical thoughts and works on the modern schooling system and
modern pedagogy have been my inspiration in this study. Several unique works, like
those of great educators Ivan Illich and Paulo Freire, provided a strong foundation for
this paper. De-schooling Societies by Illich, first published in 1970, is one of the critical
theories of education that is still alive in the main stream criticism and retains its
relevance today. Illich “raises the general question of the mutual definition of man’s
nature and the nature of modern institutions that characterizes our worldview and
language” and analyzing the hidden curriculum of school concludes that “public
education would profit from the de-schooling of society” (Illich, 1970, p.2).
Having introduced his idea of De-schooling Societies, in an article in the New York
Review of Books, Illich explains the general characteristics of what he calls “new formal
educational institutions”:

A good educational system should have three purposes: it should provide all
who want to learn with access to available resources at any time in their lives,
empower all who want to share what they know to find those who want to
learn it from them, and finally, furnish all who want to present an issue to the
public with the opportunity to make their challenge known. Such a system
would require the application of constitutional guarantees to education.
Learners should not be forced to submit to an obligatory curriculum, or to
discrimination based on whether they possess a certificate or a diploma. Nor
should the public be forced to support—through a regressive taxation—a
huge professional apparatus of educators and buildings which in fact restrict
the public's chances for learning to the services the profession is willing to
put on the market. It should use modern technology to make free speech, free
assembly, and a free press truly universal and, therefore, fully educational
(Illich, 1971).
Being aware of the philosophical base of the modern societies, Illich introduces the
characteristics of a good educational system to replace the modern schooling system. In
the 7th chapter of De-schooling Societies, Illich compares modern man’s life to a Greek
myth and concludes that primitive man lived in a world of hope, “he relied on the
munificence of nature, on the handouts of gods, and on the instincts of his tribe to
enable him to subsist” (Illich, 1970, p. 106), while modern man, being trapped in
institutions, is “reduced to a tool of his tools” (Illich, 1970, p. 109). At the end of the
discussion, he concludes that “the world has lost its humane dimension and reacquired
the factual necessity and fatefulness which were characteristics of the primitive times”
(Illich, 1970, p. 111).
This is in some ways the same idea that Paulo Freire mentions in terms of the need for
humanization. He begins his well-known work, Pedagogy of Oppressed, by explaining
this key word:
While the problem of humanization has always, from an axiological point of
view, been humankind’s central problem, it now takes on the character of an
inescapable concern. Concern for humanization leads at once to the
recognition of dehumanization, not only as an ontological possibility but as
an historical reality. And as an individual perceives the extent of
dehumanization, he or she may ask if humanization is a viable possibility.

Within history in concrete, objective contexts, both humanization and
dehumanization are possibilities for a person as an uncompleted being
conscious of their incompletion (Freire, 1993, p. 1).
In a similar vein, Memmi`s The Colonizer and the Colonized refers to the same notions
of oppressors and oppressed as the colonizer and the colonized emphasizing on the
phenomenon of “colonialism” in a period of history when the European and American
powers forcibly and physically held and exploited territories throughout what is now
called the Third World, from which they extracted fabulous wealth. While
understanding that the colonialism is already impoverished, Memmi explains how its
effects remain virulent, and how at the same time there are recent attempts to
reinvigorate colonialism through various international protocols and global economic
agencies (Progler, 2005).
The above critical ideas provide a new understanding of the modern educational system
that is far different from the traditional understanding that legitimizes this institution in
today’s societies. They make it clear that schooling has never been an equalizer of
opportunity and an agent of social mobility and changes; rather they have been in
service of economic and political powers to shape societies in a way that fit their
interests. The character developed by modern education therefore, is a character
necessary to be able to play a role in the social, economic, and political framework of
modern societies. As a result the morality that this system spread and teaches is not the
same as the morality that is normally expected.
A Historical Review of the Birth of Modern Education
Discussion on moral education is as old as the calls for an educational system under the
control of governments in Enlightenment movement of Europe. Enlightenment thinkers
such as Erasmus, Luther, Comenius, Rousseau, and Humboldt theorized the necessity of
a public education system as a prerequisite of every social reform, emphasizing that this
system should be under the control of the government. This theory of public education
was the core of enlightenment reforms.
Erasmus (1466-1536) suggested education for everyone, men and women, rich and
poor, and emphasized that the amount and type of education should be based on
people’s talent, and not their wealth and sex. His contemporary, Martin Luther (1483-

1546), was the first one who suggested this in his letter to the Councilmen of All Cities
in Germany on 1524 (Steinhaeuser, 1962, p. 347-378). In this letter, mentioning the
importance of education for the success and development of the society, Luther
explained why the governments should accept the responsibility of education for
children instead of parents. He even made it a religious duty and a responsibility toward
God for the governors to educate people under their rule. Luther believed that
educational reform was the prerequisite for other social reforms and his theory of public
education under the control of governments aimed to put an end to the Church
domination and power over the society.
Comenius who is known as successive thinker following Luther believed in the equality
of all people and condemned the educational discrimination based on social class. He
insisted on the public schools by governments for all children as a solution of
educational discrimination. He criticized Zopper and Absted who advised public
education just for those who would get jobs in public services, and said that all children
should be educated in those schools. Maybe he was the first one who thought of global
schools, global books, global universities and even global language. He believed that
religion should rule the school system, but the pure religion and not Church (Mayer,
1966).
Naturalism theory brought up by Jean Jacques Rousseau (1712-1778) on 18th century
repeated the same idea on education. In an article titled “Political Economy” on 1753,
Rousseau claimed that public education ruled and controlled by governments was one
of the basic principles of democracy and national government. “Public education,
therefore, under regulations prescribed by the government, and under magistrates
established by the Sovereign, is one of the fundamental rules of popular or legitimate
government” (Rousseau, 1755). Seventeen years later, in the 4th chapter of his book
Considerations on the Government of Poland he writes:
It is education that must give souls a national formation, and direct their
opinions and tastes in such a way that they will be patriotic by inclination,
by passion, by necessity. When first he opens his eyes, an infant ought to see
the fatherland, and up to the day of his death he ought never to see anything
else. (Rousseau, 1772)
Rousseau’s ideas show obviously the political aspects of the modern educational system

and how the propagation of nationalism has been one of the main objectives of this
system since the very beginning.
So, the public schooling under the control of governments can be called the main
educational reform of enlightenment Europe, which all Enlightenment thinkers since
15th century appreciated and talked about. However, it did not fully enter the people’s
lives until the 18th century. During the last quarter of 18th century, three important
events, or what might be seen as three revolutions, happened in the West, the first
industrial, the second social, and the third political. The industrial revolution began in
England and then spread out to other Western European countries, and later to other
places. The social event was the French revolution that ended the kingdom in France
and provided new beginning for different social classes. The political revolution
happened in United States, where the rebellion of the British colonies led to the creation
of an independent republic in America. These three revolutions played an impressive
role in the transition of educational systems in the world by changing the social and
political structures, as well as public thoughts. Till then, the idea of public education
was just a theory.
The industrial revolution was a calm event, but the changes it made in people’s lives
was much deeper than any other prior historical event. The invention of machines
changed all the social institutions and economical features, and in turn these inventions
affected morality and beliefs of the society. (Nehru, 1989) During the Industrial
Revolution, science changed not only methodologies and contents of social philosophy
but also the entire nature of society (Connell, 1980). At the beginning of the industrial
development, the lack of personal possessions or ownership, the lack of social rights,
and the demolition of the extended family spirit due to lack of free time changed the old
way of life, which had gotten its meaning from religion and pride in craftsmanship, and
in this respect altered the continuity of moral values between past and present
(Brezinka, 1976). The development of machines and factories made it impossible for the
local craft production to compete with them. As a result, most people had to leave their
towns and villages and move to the cities where factories were built, which changed the
lifestyle of the area. The first generation factory labors consisted of wandering village
people, orphans and the homeless, but the invention of the steam engine, electricity, and
generators changed the labor from unskilled to skillful labor. In addition, since factories
were built in the areas where there were raw materials, energy sources, and
transportation facilities together, some rural areas where there was coke and iron, in a

short period of a few decades changed to industrial populated cities. Following the
factories, laborers left their hometown and family trades and lost their calm
environment of their village, and little by little got separated from their traditions,
including a sense of moral values. Most of these people faced a new beginning in life to
make a life from zero and live independently without any help from others (Brezinka,
1976).
Developments of machines and industry lead to the development of cities and
capitalism and a new social class called the Bourgeoisie appeared in Western Europe.
This new class developed its area of activity by leading the industrial revolution toward
their own benefits. The development of the Bourgeoisie in the fields of science,
technology, banking, trade, industry and all other fields related to the capitalism
development bring about a series of fundamental changes in social and political affairs,
which made it possible for this new class to gain the political power and take care of all
new values, new institutions, production thoughts and relations that this class brought
about (Ha’eri, 1993).
These changes showed themselves in the two other revolutions of the last decades of
18th century, which were led by the West Bourgeois. These two revolutions called for
freedom and equality and talked of the “natural rights” of human beings. The American
Revolution proves that the thoughts of “human rights”, “social contracts”, “freedom”,
and “equality” brought about in the 18th century can be practices in real life (Palmer,
1964). Being a struggle between capitalism and bourgeois, this revolution inspired the
independence movements in other countries, too. In the American Revolution, the
migrants wanted to be equal to their English Bourgeois rulers and since there was no
noble class in the new migrant society, it became possible to establish a democratic
government based on the principles of secular individualism developed by 18th century
thinkers such as Rousseau and Voltaire. The victory of the American Revolution created
the notion of a “nation” as it is known in the world today, and this was accompanied by
the sovereignty of Bourgeoisie. This case became even clearer in the France Revolution.
France was not a colony seeking independence, but the new class of the bourgeoisie
wanted to end the domination of noble classes. Luckily, the poor classes like farmers
and labors who were under pressure joined the bourgeois and made the revolution
happen. But at the end, it was the rich bourgeois class who get the political power
(Ha’eri, 1993). All of these changes in social structure brought about concurrent
changes in the understanding of morals and values.

The new industrial society with its new way of life also gets a new political structure.
And it is natural that when the middle class comes to the power, it terminates the power
of the old noble class over all institutions. Prior to the growth of modern institutions
after the birth of the modern state, what there was of an institutionalized form of
education was under the control of the Church, and it was being used primarily for
consolidation and transmission of Christian religious beliefs and certain strains of
Medieval philosophy. However, after the three revolutions and with the birth of the
modern state, the developing industries needed skillful laborers and the modern state
needed loyal citizens. The development of industrial cities within the modern state
brought about new social and political problems, stemming from the social fractions
brought about by individualism and the task fell upon institutionalized schooling to
partly solve these problems. In this way, the new economic, social and political
situations paved the way for the formation of formal schooling and the time came to put
into practice the ideas of educational thinkers from the 15th to 18th centuries, such as
Luther, Comenius, Rousseau, and Humboldt, on the scale of the state.
Modern Education in the Service of Industrial Society
Public schooling, according to Alvin Toffler, is a genuine system made by industrialism
to produce the kind of “adults” it needed. There was a complex situation that involved
how to prepare children for a new world in which they should live within a building full
of smoke, that was noisy and crowded, and where the time is not with the movement of
the sun and moon, but with the whistle of the factory. The solution for this complex
problem was an educational system with the same structure as the new world, and its
task was to adjust the human being to this new set of experiences, along with the new
set of industrial values. Of course this system was not founded at once, but the idea of
gathering students, as so many raw materials, into a central school, as a sort of factory,
where teachers are the laborers to produce the new products of the modern citizen, was
the spark of genius of industrialism. All the future hierarchal structure of schooling
formed and later developed was according to the bureaucratic model of industrialism.
(Toffler, 1970)
In other words, the theoretical basis of the modern educational system was established
by the thinkers of Enlightenment, but in order to practice this idea, some social,
economical and political change was necessary. These changes were provided by the

revolutions of the last decades of 18th century. A collection of economic features along
with the new pattern of population distribution, gradual, yet fast disappearing of old
economical institutions by development of industries, changes of patriarch and extended
families to the nuclear family made the educational change possible. The most
important feature of modern education that caused its performance was its harmony
with social and political changes and its ability to answer the moral and ethical
necessities of a new society.
These changes took place during 1815 to 1945 in Europe and North America generally,
and they economically benefited the minority of Bourgeois in those societies, while for
the majority just brought about serious needs including new system of formal schooling
(Mialaret & Vial, 1981). The new economic system made people feel an increasing need
for schooling. The request for education, by now almost entirely understood as
certification by a hierarchical system of formal schooling, increased more every day and
since it could benefit the newly empowered Bourgeois class, they established and
formalized a system of modern schooling. Herman Tenbrook, in “A History of
Germany,” mentions the role of the Bourgeois in establishing schools. He believes that
the period of 1815 to 1848 was a critical period for Germany, when within an apparently
stable political system a great economical change happened. The first steps of
industrialization, through establishment of foundries and steelwork factories, making
railways, and producing developed steamships, led to the lack of skillful labor for the
industry on the one hand, and on the other hand, the feudal system made the exchange
of industrial products difficult. These obstacles on the way of industrial and economical
developments caused the industries’ ownerships to ask for the public schooling, which
politically involved changing the notion of a “German union” to a national government
with a constitution (Tenbrock, 1968).
Looking at modern schooling as a part the modern industrial process can tell us how
everything about schools has political, social and economical features, above and
beyond the notion of merely providing “an education.” Industrialization changed all the
current social and economic values, and the old norms of education, which served the
old system, were rendered useless and dead in the new society. The new society needed
a specialized system that could produce the kind of adults needed by the modern
industrial state. This was the first and main function of the new modern schools. But at
the same time, the new societies had their special moral features, which were very
different from those of the old morality, which was still related to religion and inherited

cultural traditions. In the old way of education, children learned through their whole life
how to follow their family and social traditions, along with the trades of their fathers.
However, the new industrial societies were labyrinthine in the case of schooling. The
traditional ways of education, often informal, could lead to no preparation in the modern
industries, which made it difficult to follow the special sense of values that families and
local cultures had kept for long. So, the solution was the production of a new set of
values, a new morality subservient to the state and industrial society, and schools
became the main site of the social production.
Moral Education in the Service of a New Political Order
Nationalism is a special emotional stability between the members of a nation who has
the same language, history, land, and traditions and with the consciousness toward this
unity they should create their own government who is the symbol and representative of
their union (Davari Ardakani, 1985, p. 88). Nationalism in Europe was the beginning of
exiting the medieval and independence from the Church. The emergence of nationalism
was directly related to the downfall of church authorities and religious powers. When
the religion couldn’t be the main stream of a union in Western societies to link people of
the same countries together, nationalism came to make that coherence (Cottam, 1964).
When the movement of religious reform ended the community of religion as the base of
people’s union, the ideology of nationalism took its position. Actually when they
rejected the political power of church, the political power backed by nationalism. If we
consider Bourgeois the identification of economical and social status of modernity,
nationalism identifies its political status (Davari Ardakani, 1985, p. 88). But what was
the relation between this political status identification, nationalism and schooling?
To be the base of unity in new societies, nationalism needed to be felt, accepted, and
believed by all the members of nations, all individuals. The best means able to do this
were new schools. Connell believes that the main impression nationalism had on
education was using schools, especially primary schools to propagate nationalism and
living in new societies as a member of nation (Connell, 1980). It was done through the
national curriculum, speeches, institutions, shows, nationalistic festivals, and etc. to link
students emotionally and mindfully to its nation. Connell’s work is a good description
of how the propagation of nationalism has become one of the important functions of
schools in early 20th century. Cubberley also explains how propagation of nationalism
has become a new notion in US educational system. He writes: “Schools are getting

more and more responsible for imparting a special social and political idea that can
union the diverse society and lead to improvement of our democratic institutions”
(1909, p. 55).
The first curriculum written with this purpose was that of France’s educational reforms
in 1870s and 1880s. They approved a permanent subject for social and moral teachings
in all primary school levels in which the students’ duties toward family and society, as
well as the goodness of republic government and France nationalism, were imparted.
The most favorite lessons in this subject were talking about notions of duty and unity
mentioning the attractive stories of heroes and nationalism behaviors (Connell, 1980).
Hobsbawm in Nations and Nationalism Since 1780 says that compulsory education has
been one of the main means for the formation of nation-state (Hobsbawm, 1992, p. 81)
and continues:
Naturally

states

would

use

the

increasingly

machinery

for

communicating with their inhabitants, above all the primary schools, to
spread the image and heritage of the `nation` and to inculcate attachment
to it and to attach all to country and flag, often `inventing traditions` or
even nations for this purpose (Hobsbawm, 1992, p. 92).
He also said that “the educational system was transformed into a machine for political
socialization by such devices as the worship of the American flag, which, as a daily
ritual in the country’s schools, spread from the 1880s onwards” (Hobsbawm & Ranger,
1992, p. 280).
Thus, nationalism introduced significant changes to modern schooling, and turned it to
an important means for serving its purposes. In turn, it also became a main factor for the
continual development of schooling throughout the modern period. As a German
educator wrote in 1898: “Today, public schooling is considered to be a necessity for
national power and salvation, and more important it is the main way to social justice”
(Rein, 1898, p. 452). Nationalism became one of the pillars of modern schooling and
was defined for the purposes of curricular discussions as moral education.

Moral Education within the System of Modern Education
Moral education is commonly understood as what schools do to help young people
become ethically mature adults, capable of moral thought and action (Ryan, 1986).
However, my study of the history of moral education shows that it more often than not
embodies the economic, political and social norms of particular times and places. The
modern educational system innovated special features which taken together create a
special identity and function for schooling that can integrate within its surrounding
system. Such features were not found in pre-modern educational system in any premodern societies. For example, education in the modern world is a sub-system within
the larger political system that became an integral part of the modern nation state. This
political model of societies gives education a special identity, because before modernity,
societies did not have such strictly defined national boarders and people were living
mostly inside their local ethnic geographical environment, often as part of a larger
empire by default, but not necessarily identifying with it. They educated their children
based on their cultural traditions and community needs and their main relation with their
rulers was in the form of paying imperial taxes.
Modernity created a new meaning for nations, along with a new map of the world,
shaping societies within specific geographical boarders and giving them a more
conspicuous identity based on nationalism. Even now, centuries after this division, there
are still obvious problems in such borders, obliging governments to police their borders
and encourage nationalistic emotions within the state to keep its lands and people within
defined borders. Therefore, the modern educational system continues to have a very
powerful political feature, and although it is not always recognized as such, it will be
my contention that it is a political institution more than anything else. The importance
of this feature becomes clearer when we expect this system to produce moral citizens
for society. It is obvious that morality by its very nature cannot easily be produced in a
system formed for other purposes.
Another feature of the modern educational system that was not found in pre-modern
educations is that schools largely became compulsory. Citizens of modern nation states,
in other words, are compelled by the state to attend school, and there are no other
options to enter the society, which makes this feature of schooling an important tool for
social control. However, when we come to the problem of moral education, the
inefficiency of this system of social control in producing moral citizens is an important

point to be discussed. When the only educational road to a society is unable to make
moral persons, there are few other options a society may have to offer its children.
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Abstract
According to Roger Schank (2000) “Technology is on the verge of fundamentally
reshaping the American education system. In particular, the technology to deliver
full-length courses online is rapidly becoming a reality. The creation and delivery
of courses over the Web will be the driving force for educational change in the
21st century.” The NEA states that in the next two years, 80% of high school
students will be afforded the opportunity to take online courses. Online learning
is a new and fascinating aspect of today’s K-12 education. Online learning
brings with it the opportunity to enhance curricular offerings for students who may
have otherwise been unable to participate. In addition to the new opportunities, it
also comes with some very unique challenges. As a teacher who has taught an
online high school course for several years, as well as written curriculum for
online courses, I often hear comments like: “That would be a great job for
retirement.” “That sounds like a lot of fun.” “That is a job that can be done from
anywhere.” What many don’t realize, myself included, is that teaching online is
very different from teaching in a traditional setting. Online teaching requires a
different set of communication skills, learning a new set of best-practices and
pedagogies, and changing the total mindset of the classroom from being teachercentered to student-centered. The online teacher has to deal with students who
are accustomed to learning and thinking in different ways and find ways to
challenge those students. Not all teachers are meant to teach online. Just
because a teacher is good in the traditional classroom doesn’t automatically
make that person a good candidate for an online teacher. In a day of No Child
Left Behind, if the NEA statistic is correct, there will be a tremendous need to
develop teachers who can make the transition from the traditional classroom to
the virtual one. Quality education for tomorrow’s students is the ultimate goal.
Informing potential online teachers of the differences between the traditional
classroom and the virtual classroom is what this presentation is all about.
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Abstract

The differential effects of school-based training (SBT) and traditional group
training (TGT) on evaluation competency of the elementary school teachers in Thailand
were investigated. Three groups of 15 randomly selected teachers were organized to
participate in TGT, SBT with professional evaluator, and SBT with peer teacher,
respectively. The researchers developed the proposed scope and content of 6 modules of
SBT and TGT to be implemented for the 3 groups of sampled teachers for 2 weeks. The
treatments were manipulated under the principal researcher’s control. Data were collected
through questionnaire, test and evaluation form. They were analyzed by manova. The
experimental results showed that SBT enhanced teacher’s evaluation competency more
than TGT.
Introduction
Teacher development had been considered to be important function of the school
administration because whole school reform could not be achieved without teacher
development. However, there are many models of teacher development, ranging from
traditional group training to self-directed development of the teacher. Comparing between
the two extremes, the traditional group training was more effective and inexpensive
activity in terms of professional development. School-based training, on the contrary,
was newly developed in corresponding to the educational reform era, and replacing the
traditional group training. According to UNESCO (1989), Sabar and HaShahar (1999),
Pornseema and Siribunpitak (2003), and El-Baz et al. (2003), school-based training was a
learning development process of teachers corresponding to the teacher problems and
needs in the natural and practical environment of the teachers in school. School-based
training had features which distinguished it from other training that participants’ concerns
and activities were cooperated and articulated according to the school’s needs.
Several previous studies indicated that school-based training helped promoting
and enhancing teaching method and student achievement, developing cooperative
collegiality, and promoting the positive attitude to working environment. However, most
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of these studies focused on the survey of school-based training results, and none of them
employed the experimental to investigate its effectiveness.
Objective
The purpose of this experiment study was to compare the effects of 3 types of
training: school-based training using professional trainer and peer teacher and traditional
group training, on evaluation knowledge and competency of teachers.
Literature Review
School-based training was designed based on cooperative theory and theory of
collaborative learning (Kammanee, 2002). Therefore, cooperation, collaboration,
teamwork, and subject matters relevant to trainee’s needs were the core of training. The
structure of school-based training consisted of five factors namely positive
interdependence, face-to-face promotive interaction, individual accountability,
interpersonal and small-group skills utilization in accomplishing group work and group
process techniques. The principle of school-based training consisting of the
characteristics of training: namely, learning by doing, learning from group working and
learning from what was related to the teacher responsibility (Kwakman, 2003). The
learning of the teachers under the school-based training consisted of three sub-process
namely information receiving process, the process of analytical thinking of information
and strongly practicing process (Pradebwetee cited in Kammanee, 2002). In summary,
school-based training could be defined as the learning development process of teacher
corresponding to the teacher problems and needs in the natural and practical environment
of the teachers in school. The school-based training emphasized cooperative training,
cooperative planning and the interaction and participation among teachers and the
available resource persons.
From the review of related literature conducted by UNESCO (1986), it was found
that there were common step of school-based training organizing in five countries, i.e.
Republic of Korea, Nepal, Pakistan, Papua New Guinea, and Thailand. The school-based
training process could be divided into four steps: preparation, training, evaluation and
training improvement. In the preparation step the activities consisted of getting access to
organize the meeting of all teachers in the school, presenting the idea, meaning and
process of school-based training in order to create the teacher awareness, and the activity
asking for volunteer teachers to participate in school-based training. The second step of
training could be divided into several stages: The arrangement of formal and systematic
meeting of the participants, the clarification and the organization of the training
objectives, the needs assessment process in order to obtain the content required in the
training, the investigation for the desired outcome of the training, and the design for
training schedule, all of these stages must be cooperatively and participative performed
by all participants. After the training schedule and training activities had been designed
and approved, the training stages began. In the training stages, with varying range of
training depending on the content to be trained, there were five steps in the training
activities namely the inquiry, the practice, the reflection, the independent practice, and the
knowledge exchange and transfer. The third stage of school-based training was the
evaluation stage. Actually the formative evaluation could be performed in every activity
of school-based training while the summative evaluation could be conducted at this stage.
Both types of evaluation aimed to examine the extent to which the training had achieved

3

the target goal as planned, and to identify the strength and weakness including problems
for improvement of the next school-based training. The last stage was the improvement of
school-based training and teacher responsibility. In this stage, the participant teachers
were required to conduct self-evaluation and peer review in order to check for progress,
development and improvement, if any, in the teacher work. Notice that all these four
stages could be conducted repeatedly in a cycle as needed. The whole process of schoolbased training as compared to traditional group training was displayed in Figure 1.
<Insert Figure 1. about here>
From Figure 1, it could be seen that almost all steps of trainings were quite similar,
and there were fewer steps in traditional group training as compare to the school-based
training. The 9 extra steps in school-based training were the feasibility study of SBT,
creating awareness of the training, formal agreement to organize SBT in the preparation
step; decision on training and trainer, training activities on inquiry reflection and
independent practice, knowledge exchange and transfer in the training step, and the
training improvement step.
Method
Design of this study was a field experimental research using a pretest-posttest
nonrandomized control group design. The sample consisted of 45 elementary school
teachers from three elementary schools in Bangkok, Thailand. Each group was divided
into 3 groups: two experimental groups and one control group. Prior to group assignment,
a step was taken to prevent an imbalance across groups on ability level. Teachers in each
group were blocked into 3 achievement levels.

Experimental condition
The independent variable was 3 types of training: 1) traditional group training
with professional evaluator, 2) school-based training with peer teacher, and 3) schoolbased training with professional evaluator. The only difference between group 2 and 3
was the types of trainers. The researchers designed the manipulation of treatment in 5
steps, each of which had different activities as displayed in Table 1.
<Insert Table 1 about here>
All of the activities in school-based training must be performed cooperatively and
collaboratively by trainer and trainees whereas in traditional group training almost all
activities were conducted by trainer. The activities outlined in Table 2 would help trainee
in school-based training learned more than the subject matter of the training. In particular
they would learn how to work collaboratively and had good opportunity for knowledge
transfer and sharing.
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Research Instrument and Data Collection
The research instruments used in the study were evaluation competency test, a
Likert’s rating scale questionnaire measuring satisfaction on training, a class observation
recording form, an interview schedules and a peer evaluating form used to collect data
about cooperative learning. The instruments were mainly adapted from those founded in
related literatures, tried out and validated for reliability and content validity. All those
instruments except a peer evaluating form were used to collect data before and after the
experiment. Quantitative data were analyzed using descriptive statistics and manova.
Qualitative data were analyzed by using the content analysis.
Significance of the Study and Discussion
This study was probably the first research in Thailand experimentally compared
the 3 training models. The comparison of training results indicated that school-based
training had a positive and significant influence on the elementary teacher in Thailand.
The results are expected to be of plenty advantages to teachers, administrators and
professional policy makers, especially in school-based training.
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Table 1 Manipulation of treatment ( School–based training and traditional group training)
Activities
Steps
SBT (trainer + trainee)
1. Initiation

2. Preparation

3. Development of training program

4. Training activities

5. Evaluation
6. Improvement

1. creating awareness and necessity of training among
teacher through informal discussion and asking for
administrator’s approval.
2. Organizing a formal meeting to initiate the training
plan.
1. Meeting to assess the individual needs for training.
2. Meeting and discussing to form the objectives and
content of the training program
3. Decision making about convenient schedule of training.
4. Contact and inviting the source persons.
5. Preparing all the audiovisual and media necessary for
the training.
1. Meeting of the trainer and trainees to develop the
training program by cooperatively setting goals.
2. All of the trainees selected the appropriate method.
3. Cooperating to develop training schedule and training
materials.
4. Validating the training program.
1. Inquiring new knowledge.
2. Demonstrating and practicing.
3. Reflecting, discussing and revising.
4. Individual practicing.
5. Knowledge sharing and transfer.
1. Self evaluating, formative and summative evaluating.
2. Discussing and responding to evaluation results.
3. Survey of alternatives in utilization of evaluation.
1. Cooperative working to revise and improve the training
program.
2. Planning for next school-based training.

TGT (trainer to trainee)

1. Inviting trainer

1. Designing training program and curriculum.
2. Approval of training program.

1. Listening to lecture or group working.
2. Practicing.

1. Summative evaluation of overall training.
1. Recommendation to administrators.
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Abstract:
The objectives of this study were to create preferable futures and strategies development for the
medium-term (in 2011) of the faculty of Education, Chulalongkorn University in Thailand by using
a foresight study. This study focused on the four missions of the faculty in the two dimensions. In
addition, the four missions were teaching and learning, researching, serving public, and promoting
art and culture and the other two dimensions were the internal environment and the external
environment, which were social and culture, science and technology, economy, ecology, and
politic. The experts and participants were objectively chosen and invited to submit to the foresight
activities. The foresight study comprised 4 interrelated activities: first, identified the trends and
events that emerging of changes by using environmental scanning and wild card technique;
second, considered and critiqued impacts potential of changes by using futures wheel and cross
impact analysis; third, imagined alternative possible futures by scenarios creation and visioning
images of preferable scenarios; and fourth, strategies development for the preferable futures.
Background
To most people ‘the future’ is an abstraction, an empty box. The future is important to people
because it serves to support and enable the entire spectrum of their hopes, fears, plans,
purposes, goals and intentions throughout their lives. The future is important to organizations
because if they don’t take it into account powerful forces it contains will undermine them and
consign them to history. The future is important to human cultures and societies because the
success of the industrial period has progressively undermined the capacity of the planet to
support life and thrown up historically new realities and dilemmas that cannot be resolved by
fatalistic ‘wait and see’ responses. The future is important to universities not only provides
principles and practices that are largely absent from present systems and structures, but also hold
out numerous options for development and renewal. (Slaughter 2002:2)
Chulalongkorn University, Thailand's first institution of higher learning, officially came into being in
March, 1917. The groundwork and preparation for it in terms of planning and development,
however, took place more than a century ago. The worldwide economic, social and political
changes in the late nineteenth century contributed to Siam's decision to adapt herself in order to
avoid being colonized by the Western powers (“Siam” became “Thailand” in the year 1939). Thus
King Chulalongkorn (Rama V) has royal policy to strengthen and improve government so that the
country could successfully resist the tide of colonialism. One of the major parts of the policy, which
would later prove to be deep-rooted and highly effective, was to improve the Siamese educational
system so as to produce capable personnel to work in both the public and private sectors.
Therefore, it should become Chulalongkorn University, in honor of King Chulalongkorn,on March
26, 1917. The newly founded university was under the supervision of University Affairs
Department, Ministry of Education. When it was first founded, the university had 380 students
taking classes in four faculties which were located in 2 campuses: the Faculty of Medicine, the
Faculties of Public Administration, the Faculty of Engineering , and the Faculty of Arts and
Science. The Teachers' Training School was handed over to the Ministry of Education and
became the Faculty of Education by the year 1957. Until now, education programs are offered
bachelor's degree, master’s degree, and doctoral degree in 38 specializations. With nearly 50
years behind, the Faculty of Education faced the changing environment either internal
environment or external environment. The changing environment is triggering internal response to
standardize services and performance. However, in a fast-moving and complex world, there are
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also significant uncertainties about the future shape of markets, governance and social value that
will have an important impact on organizations and their capacity to meet their objectives. How
can it determine to meet the challenges of change and intensified scrutiny in the future?
There are systematic, scientific ways to consider the future, under the banner of foresight, which
involve systemic attempts to look into the future of science and technology, society and the
economy, and their interactions, in order to promote social, economic and environmental benefits.
It is a process of anticipating and managing change that requires systemic and participatory
approach to developing strategies and policies for the medium to longer term future. Foresight
then is the systematic process of developing a range of views of possible ways in which the future
could develop, and understanding these sufficiently well to be able to decide what decisions may
be taken today to create the best possible tomorrow. Whereas futurology may be biased or limited
in outlook, foresight takes a broader step-by-step approach involving consultation among many
stakeholders towards a long-term view and is focused on systemic outcomes. (James 2001;
APEC 2004) Their application overseas begs the question of why there has not been more
serious study and appreciation in those universities, which are facing unprecedented challenges
as the new millennium approaches.
Purposes
The two purposes of this study were to provide preferable futures of the Faculty of Education,
Chulalongkorn University, and to develop effective visions, policies, strategies and plans for the
medium term (in 2011) by using foresight study.
Review Literature
Universities are some of the oldest organizations in the world that have proven resilient over
several centuries of a changing world. Because change is involving to universities just as it
sweeps through the external environment; culture, economic, societal, technological, and political.
(Hertin and Berkhout 2002: 38) Very often decision-makers face complex problems and
challenges. Future oriented decision-making needs creative innovation techniques that can help
problem solving and decision-makers in very complex decision-making situation. Most strategists
believe that organizations must be prepared to respond quickly to problems and opportunities in
order to successful in the future. Thus, being able to recognize problems and opportunities as
soon as they occur, or even before they occurs, is vital to success. (UK Project 2003 p.132)
Research on the future has heterogeneous intellectual roots and strands. Its intellectual history is
complex and has been influenced by a number of school- the RAND Corporation, Stanford
Research Institute, Shell, SEMA Metra Consulting Group and many others. (Godet 1987;
Ringland 1998; van der Heijden 1996 cited in Hertin and Berkhout 2002: 38) Early future studies
tended either to overestimate the potential of modern technology and the pace of change (Kahn
and Weiner 1967) or to underestimate the role of technology ant adaptation behavior by people,
organizations and societies. (Cole et. al. 1973; Meadows et. al. 1972 cited in Hertin and Berkhout
2002: 38) These studies also overstated the reliability of their predictions. (Hertin and Berkhout
2002: 38) Predictive types of futures study have often failed to predict the long-term implications
of decision-making and policies. (Burns 2002: 5)
Thinking, debating and shaping the future is even more essential today because the complexity of
science, technology and society interrelationships, the limitation of finance resource, the
increasing rate of scientific and technological change imposes on governments and other actors
have adopted foresight methods to give strategic directions for policy making. (Cordis 2002)
Foresight is a process of anticipating and making change. It is a systemic and participatory
approach to developing effective strategies and policies for the medium to longer term future.
Foresight taps into wisdom and judgment of experts and other stakeholders and encourages
shared understanding amongst the stakeholders and creates networks which can help different
groups to understand each other’s positions better. (Mayer 2002: 1)
Figure 1.

<Insert Figure 1. here>

3

Research Method
Population and Sample
All stakeholders of the Faculty of Education, Chulalongkorn University were the population of this
study. The key informants consisted of five members of the following groups: the administrative
committee, administrators and members, students, alumni and their employees. Furthermore, a
set of experts in futures study, social and culture, science and technology, economic, ecology,
and politic.
Instrumentation
There were several instruments in the study: recording form, interview schedule, and
questionnaire. All research instruments were developed by the researcher, tried out and validated
by a set of experts.
Data Collection and Analysis
The data were focused on the four missions of the faculty in the two dimensions. In addition, the
four missions were teaching and learning, researching, serving public, and promoting art and
culture and the other two dimensions were the internal environment and the external
environment, which were social and culture, science technology and, economy, ecology, and
politic. Furthermore, the data were collected in five interrelated activities as following.
1. Identifying the weak signals and events that emerged the changes of the faculty. This
process consisted of two stages; first, environmental scanning by interviewing the key
participants, and wild card technique. In addition to provide the information of the faculty’s
activities such as student enrollment and withdrawal, finance and budget, curriculum and
program, staff and employment, research system, public serving system, and art and culture
supporting system.
2. Considering and critique the impacts potential of those trends and events that affected
the faculty through the year 2011by using futures wheel and cross impact analysis.
3. Developing the alternative possible futures of the faculty in 2011 and visioning the
preferable scenarios of the faculty in 2011
4. Developing strategies for the preferable scenarios of the faculty in 2011.
Result and Conclusion
The expected findings will compose of the preferable effective and feasible futures of the Faculty
of Education, Chulalongkorn University in 2011 and the strategies development for the
accomplishing the developed futures. Because it is one of the most important organizations that
shape the society by contributing an education available to the members of any community who
able to benefit from it, both of Thailand and the world. Along with the erosion of globalization; the
economic competitiveness and productivity; the coarsening of culture; a decline in morals, and so
on. This result will provide the best way to maintain an unswerving commitment to truth, wisdom
and academic freedom through the changing world by the systematic, scientific ways to consider
the future.
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Figure 1 The Four-Stages of Foresight Research Approach.
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English language entrance examinations at Japanese universities in 1994 and 2004:
Is there a decade of difference?
Keita Kikuchi
Temple University Japan
ABSTRACT

After Brown and Yamashita (1995a, 1995b) criticized about the high difficulty on the reading
passages and discrete-point and passive nature of the 10 private and 10 public prestigious
universities as well as one nation-wide examination in 1994, no studies were conducted to
monitor the change of university English language entrance examinations in Japan. A decade
later, this study replicates Brown and Yamashita and attempts to find differences of the
entrance examinations for same universities given to applicants in 2004.
This study focuses on a) the readability of the various reading passages used in the
2004 entrance examinations, b) the differences in the levels of reading passage difficulty of
private and public university examinations in 1994 and 2004, c) types and the variety of
items used on the 2004 entrance examinations, d) differences in the types of items found on
private and public entrance examinations in 1994 and 2004, e) skills measured in the 1994
and 2004 entrance examinations.

Although some changes were found, the types of items, their variety, and the skills
measured did not look astoundingly different. Reading passages used in these examinations
still seem to be very difficult and translation tasks were still used often in 2004 exams. Brown
and Yamashita’ study, as well as this study focuses exclusively on the examinations given to
English majors applicants at prestigious universities. Finally, this study calls for more
research to analyze entrance examinations for different majors or at different universities in
the different context.
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Abstract
PowerPoint presentation software and in-class Internet access offer instructors a powerful
tool for the EFL classroom. The Internet as a tool for student-generated research and the use
of PowerPoint software as a means of creatively presenting such information allow for new
opportunities for students to facilitate their vocabulary, writing, organization development,
negotiation of meaning, and speaking/listening skills. Such a venue also allows for an
alternative form of self-expression outside of the conventional classroom, thereby lowering
the affective filter of students who may otherwise be less inclined to participate in
presentation activities. After presenting some examples of students' work, the presenters will
conclude with a discussion of methods of group-work assessment.

Using Internet and PowerPoint in the Japanese university EFL classroom context
Keita Kikuchi and George Harrison
Nihon University, Mishima, Japan
Introduction
Computer technology is widely being used in the field of second and foreign language
teaching. Recent research into the field of computer assisted language learning (CALL) has
included theories of language and literacy education and theories of second language
acquisition (SLA) (Gonzales-Lloret, 2003; Meskill, 2005; Meskill & Mossop, 2000; JeonEllis, Debski, & Wigglesworth, 2005). In light of theories on language learning, presentation
software, such as PowerPoint, and a connection to the Internet offer instructors a powerful
tool for enhancing their practice. Our primary focus here will be on the use of these two
technologies in the English as a Foreign Language (EFL) classroom in the Japanese
university setting. This paper gives a brief overview of the ways PowerPoint and Internet
access can enhance learning in such a setting, followed by several examples of classroom
projects that have already been implemented.

Participating in authentic tasks
First language (L1) learning can be viewed as a social activity involving the learners’
interaction with people, his or her environment, and his or her historical knowledge
(Vygotsky, 1986). In this setting, the teacher, parent, or caretaker effectively provides a
scaffolding, helping the child with language or knowledge that is beyond the learner’s own.
In second language (L2) learning, we can agree that such a constructivist approach to
learning is just as important and that, optimally, the instructor provides language scaffolding,
or comprehensible input (Krashen, 1985), so that language can effectively be built on prior
knowledge. Subsequent to input, interaction among interlocutors to negotiate meaning

further facilitates acquisition (Gass & Alvarez Torres, 2005). The instructor (and the
institution) to some extent controls the venue for such authentic language learning to take
place. While a conventional classroom setting, in which the instructor may simply deliver a
bank of information such as grammar or vocabulary, may not sufficiently encourage students
to engage with their environment, a situation in which students participate in creating or
affecting something real provides conditions beneficial for learners to build new knowledge
through their relationships with each other and with the task at hand. In institutions fortunate
to have computer classrooms and software licenses, presentation software such as
PowerPoint provides a handy medium for students to produce something authentic which
they can share with their classmates. Interaction with the software itself, the Internet,
classmates, and the instructor also provides a milieu for meaningful interaction (Jeon-Ellis,
Debski, & Wigglesworth, 2005) and authentic input. In addition, learners’ involvement in a
project-oriented tasks in which they are speaking and writing in the target language provides
opportune conditions for pushed output, an important part of language acquisition process
(Swain, 1995). Projects involving Internet search and presentation software provide students
with an authentic task which facilitates the use of the target language in both input and output.

Facilitating language skills
The use of presentation software encourages the use of several language skills,
including reading, listening, and writing and speaking (Schcolnik & Kol, 1999) as well as
vocabulary and organization. In research-and-present projects using the Internet and
presentation software, students use language in all manners. While researching, they read
web sites and encounter vocabulary which they must understand and from which they must
be critical in selecting the most valid and useful information; they must also consider the
motives of authors of such information and the interests of the sources. Students then use the

information they acquired and organize it into a presentation, using writing skills. This
entails focus on organization of main ideas and supporting details, all for the purpose of
conveying to the audience whatever it is they chose to share. And of course, presenting,
using the presentation software as an outline, promotes speaking—whether it be directly to
the class or recorded onto presentation as a voiceover.

The notion of a task-based approach
Several researchers have recommended integrating task-based approaches into CALL
(Gonzales-Lloret, 2003; Godwin-Jones, 2003). Among the software tools commonly
available in computer labs, PowerPoint encourages students to act as doers in a creative
process (Schcolnik & Kol, 1999). Using the language for the purpose of doing is central to
the notion of task-based learning in ESL contexts, in which the learners must negotiate
meaning with native speakers (NS) of the target language and/or other non-native speakers
(NNS) who may come from different language backgrounds from each other. When this
interaction occurs and there is a gap in communication, learner adjustments to make the
interlocutor understand helps language acquisition. Long (1996) explains this: “negotiation
for meaning, and especially negotiation work that triggers interactional adjustments by the
NS or more competent interlocutor, facilitates acquisition because it connects input, internal
learner capacities, particularly selective attention, and output in productive ways” (pp. 451452). While teachers in a non-CALL classroom can certainly set up conditions for such
interaction, a facility with presentation software and Internet access, in which students can
create and present projects, provides teachers with a powerful tool for facilitating task-based
interaction.
Negotiation can occur at both the research and presentation stages of the project. As
learners navigate the Internet, the instructor can elicit information from students regarding

information they have acquired surfing the Internet. Negotiation of meaning among learners
during presentations can be done systematically, through formal question-and-answer
sessions after the presentation, or informally by encouraging audience members to
congenially ask clarification questions during the presentation.
One issue that inevitably arises in the EFL context, however, is the likelihood that
students will resort to their shared mother tongue (MT) for the purpose of meeting their
objective (Shehadeh, 1999). This raises the question of how much the instructor should
allow for the use of the MT (Carless, 2004). In light of this, Shehadeh (1999) recommends
that teachers develop activities that encourage “…learner/learner, dyadic, and group
interactions since these provide opportunities not only for more comprehensible input, but
also for inter-language modification and comprehensible output.” While the instructor can
certainly encourage use of the TL in these conditions, a degree of chaos is to be expected.
Other characteristics of a task-based approach to language learning can also be applied
here. There is a degree of learner-centeredness in the process of completing these researchand-present projects. Using the Internet, students can, in some cases, be let go to search for
topics that strike their fancy. The instructor, of course, will need to assist learners in
choosing a topic that is not too narrow or broad. The Internet provides a seemingly unlimited
supply of information, which students will have to comprehend and select, using critical
thinking skills to determine which information is valid. Learners then have the freedom to
choose which information they wish to incorporate into their presentations, the freedom to
organize it in ways they see fit (with software limitations), and the freedom to use graphics,
animations, audio, and other tools available in their presentation software.
Finding input that is comprehensible, however, may not be realistic, especially for
students with lower proficiency levels in English and in using the Internet. The instructor can
attempt to explain the information in relation to what the learner may already know, in effect

providing language scaffolding for the individual. This may still be problematic, and as an
alternative, Brandl (2002) recommends the instructor to provide more structure via a teacherfacilitated or a teacher-determined design in projects which may involve searching for
material on the Internet. A second alternative may be for the instructor to allow a limited
amount of secondary research in the MT, but that initial sources must be in English, as well
as the presentation and interaction with peers. Still, another way to handle this may be by
reducing the task complexity in such a way as to make the project less cognitively demanding
and to allow students more time to assimilate information. With this, lower level students
will likely have a greater chance of succeeding.

Lowering the affective filter
Student participation in projects using technology also contributes toward increased
motivation (Meskill & Mossop, 2000; Warschauer, 1996). Learner control is especially
relevant to PowerPoint presentations because it allows opportunity to creatively manipulate
the appearance and presentation of information via text style, animations, audio, and video.
In addition, while a project may at first seem daunting, as students gradually begin to realize
their product, they gain confidence and self-esteem, all the while improving their language
and cognitive skills (Stoller, 1997). A second factor contributing to motivation in this context
is that using technology may provide a novel learning environment (Fox, 1998 in Warschauer,
1996). Motivation can be enhanced by simply breaking the monotony of learning (Dornyei,
2001). Students may simply enjoy the change away from the more conventional classroom
environment.
With motivation will naturally come greater participation. But setting motivation aside,
it is worth noting that software which can allow for editing before presenting can offer
confidence and time to those students who may not normally express themselves openly, in

turn, increasing participation of those particular students. This may pertain especially to
students who feel shy or who are overly concerned with producing correct utterances, which
many believe to be the case with the majority of students in Japan.
With motivation and a safe environment for participation, projects set up using the
Internet and PowerPoint serve to lower the affective filter of learners who may feel
threatened or shy performing in front of others.

Collaborative learning
Cooperation among learners is one of the key factors to increasing motivation in
language classes in that there is an “expectation of success” and that individuals may feel a
“sense of obligation and moral responsibility to the fellow-cooperators” (Dornyei 2001, p.
101). With computer-based projects, there is a greater chance for cooperative participation
among classmates (Jeon-Ellis, Debski, & Wigglesworth, 2005). PowerPoint software gives
students the opportunity to participate in projects in which they can work together on the
process of creation, or learn from observation of their peers doing similar work.

Summary of the benefits
In summary, we can see that projects involving PowerPoint and Internet access provide
the following benefits:
•

PowerPoint and Internet access provide a venue for learners to create something authentic.

•

Students read, write, speak, listen, use vocabulary, organize information, and think
critically about information.

•

Learners are engaged in a task in which they have to interact with peers and with the
instructor, facilitating language acquisition via negotiation of meaning.

•

PowerPoint and Internet access allow for creativity and increases motivation, student-

confidence, and participation.
•

Projects involving PowerPoint and the Internet encourage collaborative learning.

Of course, while PowerPoint and Internet access are not the only factors that can determine a
successful class, they are powerful tools for the EFL classroom.

Types of projects
Below are descriptions of some of the projects that have been used in courses in the
Japanese EFL university context.
Picture story projects: they can be fun and creative
A project with a relatively low level of complexity can be a picture story. This can
simply include non-copyrighted images, which the students acquire off the Internet using
Google Images, for example, and student-generated text accompanying the images to form a
story.
In one class, English Communication, at Nihon University, Mishima, four students
agreed to do the PowerPoint presentation at the end of their course as their final project. As
the teacher was trying to give them options for choosing the kind of presentation they wished
to participate in, students’ excitement levels appeared to rise. The instructor spent one 90minute class presenting the basics of using PowerPoint with an example story, and then
directed students to complete their stories. Students worked on their projects outside of class
and made presentations the following week. Due to the shortage of time, they were not able
to practice their presentations as much as would have been ideal, but, judging from facial
expressions, body language, and student comments, they seemed to be very satisfied with
their presentations.

Travel plans or electronic brochures: These are also easy and fun to create.
In an another course with 30 freshman students in the same university, students formed
groups to create PowerPoint presentations to introduce a travel plan to their favorite countries
or cities. Since most of the students had just graduated from high school, the teacher needed
to assist them in their use of computer. Students worked on a project in which they were
preparing to visit a specific country, for example, Australia, England, Korea or a Japanese
city, for example, Kyoto or Fukuoka. Students were required to research transportation costs
and routes, hotel accommodations, local attractions, and popular food or cultural events.
Images from the Internet were used to highlight main points of students’ travel plans.
Students then created a narrative to describe their travel plan in detail. After the instructor
checked the narrative for grammatical and lexical accuracy, students recorded their voices
into individual PowerPoint slides as a voiceover for their presentation.

Research projects: These can offer a challenge for more advanced students
At the same university, research projects in which the student chooses a topic or
subtopic and presents findings to peers proved to be successful with students of higher level
language proficiency. After trying this with lower levels, however, the instructor found that
keeping students focused solely on English language web sites was considerably challenging.
Some students accessed primarily Japanese websites and simply translated them using online
translation software. This alerted instructors to the fact that English obtained from these
websites was nearly always incomprehensible English. Translation software simply provided
input that was neither native-like nor interlanguage-like. Teachers may make rules not to use
any Japanese resources for students who are at advanced level, however, we found it
challenging to assist those who were at lower levels. One thing was certain: Online
translation was to be avoided. With this, we realized that a more structured plan was needed

for lower-level students in order to lower the complexity and keep students focused on
English. As a result, picture stories and travel plans remained to be our choice for lower level
classes.
With more advanced level students in courses whose themes included “Cultures of the
world,” and “Social Issues,” teachers allowed students to choose their own topics within
these themes. For instance, one student, a senior, conducted research comparing Japanese
and Chinese culture. She used her experiences as an exchange student in China and
information gathered mainly from various sources including the Internet. The final product
was a ten-minute presentation, which she reported that she had never done before. She
expressed her feeling of accomplishment with her teacher.
In another example, a student researched and presented two sides of an issue on the
topic of recycling: the ideal process of recycling verses the current practical issues in
efficiency. While in a prior presentation without presentation software, the student merely
read from notes and spoke with little voice modulation, he appeared to engage his audience
more when using PowerPoint. This was apparent in the way that he made considerable eyecontact and used humor and stressed important words. In fact, according to this instructor,
presenters and audience members alike appeared to be much more engaged in the content
when it involved presentation software than when it did not.
In this same class, students navigated the Internet mostly in English when doing
research, but often reverted to web sites in Japanese when searching for information specific
to Japan. In the example above, for instance, the student was only able to find information
about recycling efficiency in Japan on Japanese language web sites.
One teacher reported that one challenging aspect of presenting that some students
appeared to improve upon was speaking from their mind rather than reading from their notes.
The instructor directed students to use phrases and topics in PowerPoint rather than complete

sentences, forcing students to focus on the items they wanted to stress to the audience. When
speaking, students were encouraged to use complete sentences and body language to convey
their ideas, thereby using PowerPoint as a supplement to their spoken presentation. One
benefit of this was that classmates in the audience had the opportunity to observe how other
students organized and presented information in a speech format.

Evaluation
There are many areas which can be evaluated in PowerPoint projects, but a primary
area for assessment is oral production. Within oral production, Yamashiro and Johnson
(1997) identified sub-areas of voice control, body language, content, and effectiveness, which
were then further subdivided into 14 separate points. For the purposes of PowerPoint project
evaluation, four or five areas of evaluation are probably sufficient. This is especially
important if instructors wish their students to do peer evaluation or if there are time
constraints.
Peer evaluation can be a very useful tool for project work. Even if instructors
ultimately opt to minimize the importance or even completely ignore student peer evaluation
results, simply asking students to do peer evaluation can have positive effects. First and
foremost, it ensures that students will pay attention and listen to each other carefully. The
mere fact that students know their peers are watching them carefully encourages students to
work harder while preparing and performing the presentation. Peer evaluations also promote
noticing, and combining a question and answer session with peer evaluations can change
student listening from that of a passive observer to the role of an active, participating listener.
In classes, students evaluated their peers using a form with several categories for rating. Each
student had a copy of this form on his or her computer (in MS Word) and typed directly into
the form just after the presentation itself was finished. Categories were phrased in the form of

questions; e.g., “Did you understand the main points?” Evaluation was done according to
letter grades A (being the best) through D (the worst). Students also typed comments at the
bottom of the form. This form was then sent by email electronically to peers in the class,
giving immediate feedback. At the same time students were evaluating each other, the
instructor used a form with slightly different categories based on Yamashiro and Johnson
(1999), such as eye contact, voice, and body language, giving marks from Fair to Excellent. A
final space at the bottom of the form was reserved for comments on individual student’s
performance. Like the peer evaluation forms, the instructor’s form was sent by email to each
student in the class to give prompt feedback on the presentation.

Final Comments
We have laid out some ways in which presentation software, such as PowerPoint, and
the use of the Internet can benefit university EFL classes. While there exist some
problematic areas, namely the likelihood that students of lower language proficiency levels
will revert to web sites in their L1, we have found through experience that projects involving
these tools enhance students’ use of the target language. Additionally, projects utilizing this
technology provide opportunities for interaction and at times help to lower inhibitions in
quieter students or students who have low confidence in English. Projects can also range in
complexity from simple picture stories to reports on conducted research. Evaluation can be
based on student performance from not only the instructor, but also from peers, further
encouraging learning through performance and through observation of fellow students.
In Japan, some high schools have begun to incorporate PowerPoint in their speech
contests and have been effective in attracting considerable attention and participation. In
Kyoto city, for instance, there recently was a large contest with over 500 high school
students. With this increasing popularity of presentation software, sharing success stories and

ideas on its implementation in EFL situations among teachers will, we hope, further
contribute toward improving language learning in situations in which students have little
contact with native speakers or speakers from other language backgrounds.
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Classroom Niches for Skilled Readers and Students with Reading and Writing
Difficulties
Abstract
A longitudinal study is reported aiming at analyzing niche characteristics in the classroom of
skilled readers and children with reading and writing disabilities. Thirteen children are studied
during their first and fourth years at school. The result is described using the concepts
capacity, opportunity and interest. Capacity means the children´s abilities, opportunity means
the environment´s inclination to support the children and interest means the children´s will to
engage in school activities. Each child is appointed/acquires a specific niche in the classroom:
some children are in niches with the same characteristics both during their first and their
fourth year, and some children move between niches with different characteristics from the
first to the fourth year. The result is discussed in relation to the two goals in Swedish schools:
‘goals to attain’ and ‘goals to aim for’.
Key words: Niches; Reading and writing difficulties; ‘Goals to aim for’; ’Goals to attain’
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Introduction
The aim of this paper is to report a longitudinal study in which the niche characteristics in the
classroom of both skilled readers and children with reading and writing difficulties are
analyzed and discussed. A number of Swedish children, in particular children with reading
and writing difficulties, have problems reaching the school’s curriculum goals. In Sweden
there are two types of school goals defined in the National Curriculum, Lpo 94: ‘goals to
attain’ (base targets) and ‘goals to aim for’ (high level targets) (Skolverket, 1996). In Swedish
language the ‘goals to attain’ focus upon the mastering of basic skills in reading and writing,
whereas the ‘goals to aim for’ describe the child’s ability to use the language at a higher level,
e. g. reflect on literature and the ability to express this in conversation and in writing, to
express one’s own feelings and thoughts, to argue in discussions and peer groups and to
examine both one’s own arguments and other people’s arguments. (Skolverket, 2001). This
means that a child with reading and writing difficulties may have a better chance to reach the
school’s ‘goals to aim for’ than the ‘goals to attain’, since the ‘goals to aim for’ do not require
personal reading ability.
However, there is a risk that teachers consider the goals as hierarchic (since the ‘goals to
attain’ are linked to the mark ‘pass’ and the ‘goals to aim for’ are linked to ‘pass with
distinction/pass with special distinction’) and as a consequence teach students with reading
and writing difficulties with the primary intention to provide them with opportunities to live
up to the school’s ‘goals to attain’.
Background
In most cases, the methods or pedagogical programmes that have been applied as a measure
of preventing reading and writing difficulties have not been thoroughly and critically
evaluated with the use of scientifically acceptable methods (Høien & Lundberg, 1999).
Furthermore, they are mainly evaluated in relation to reading and writing skills rather than in
relation to the ability to reflect on literature. Myrberg (1997) points out that ”teaching skill,
method of work, classroom climate and parental support have a great impact, regardless of
programme” (p. 395). In Sandström Kjellin (2002) and Sandström Kjellin (2005) the teaching
skill and the teacher´s method of work for Swedish teachers in the first grades are analyzed in
relation to the school’s ‘goals to attain’ and the ‘goals to aim for’. The teaching in Swedish
takes place in different ‘areas’: one area describes teaching word decoding and another area
describes teaching the fundamental meaning of a text; these are examples of teaching towards
the ‘goals to attain’. A third area, however, describes teaching where the child’s experience of
the world is taken into account in relation to a text; this is an example of teaching towards the
‘goals to aim for’. The teacher’s skill, combined with the method of work, affects the result in
terms of reaching the ‘goals to aim for’. Dysthe (1996; 2003) has found that a classroom in
which both the teacher’s and the child’s experience of the world is taken into account is most
beneficial to the child’s linguistic development.
Learning as internalization and learning as appropriation
It appears that the interaction between teacher and student is an important issue in relation to
learning for children with reading and writing difficulties. Both Vygotsky (1978) and Bakhtin
(1986) worked as interdisciplinary researchers, with a focus on the importance of the sociohistoric context for human development; due to their broad scope of knowledge they have
given birth to significant research, and their research has also been subjected to different
interpretations. By bringing their ideas together Wertsch (1991) has clarified that they
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complement each other in describing the nature of the interaction and dialogue between, for
instance, a teacher and a student in a classroom.
Vygotsky (1978) argued that the interaction between teacher and student is of fundamental
importance for the child’s linguistic learning and cognitive development. His theory of the
zone of proximal development, ZPD, is applicable to students with reading and writing
difficulties; the teacher has to be able to stimulate the student within the ZPD and not just on a
level already achieved by the child. This internalization of knowledge is a subtle process of
shaping meaning, not just a transformation from the external to the internal. Learning is
assumed to be expressed when the child gradually becomes active in this interaction. This
description of learning seems to be adequate when focusing on basic skills in reading and
writing, since these skills can (to some extent) be said to be transformed from the teacher to
the student.
Yet Aukrust (2003) wonders if ZPD and internalization may be too narrow to be used
when analyzing classroom interaction, since it is mainly applicable to dyadic interaction.
Aukrust (2003) believes that Bakhtin’s notion of appropriation emphasizes the individual’s
learning-related selectivity to a greater extent than Vygotsky’s notion of internalization.
Bakhtin (1986) suggested that utterances also contain previous voices; in all utterances it is
possible to ‘hear’ previous social and historical connections, where the utterances have been
assimilated and processed; this means that your own voice is immersed with the voices you
hear around you. The child, for instance, makes a selection among the voices it hears and
becomes a person by selectively rendering other voices its own. In that way the notion of
internalization is corrected by appropriation (Aukrust, 2003). The question is what voices in
the environment the child processes and renders its own. Keeping appropriation in mind,
children carry voices with them from different social situations which cause them to
appropriate differently although in the same classroom. This description of learning seems to
be adequate when focusing on higher level language activities, since these skills can not easily
be transformed from the teacher to the student; on the contrary, in such activities the teacher
needs to take the child’s apprehension of the world is into account.
When a child’s interactive style at home differs from the teacher’s style and expectations,
the interaction between teacher and student may become disharmonious (Michael & Cazden,
1986). This can be expressed as children with a different cultural origin not taking part in the
speech community (Ogbu, 1997). By ‘speech community’ Ogbu means a community that
exists between people sharing a common language and a common theory of how you speak
and follow cultural rules for speaking; this may result in different rules for facial expressions,
intonation, distance between individuals, gestures etc.
The above mentioned researchers in different fields use different concepts, but their ideas
about teacher-student interaction could be summarized by saying that they describe niches:
An individual does not interact with all aspects of his/her environment. Wachs (2000)
describes the concept niche as “a bounded range in a larger environment within which an
individual functions” (p. 301). Further, he explains that the niche taking/giving involves
“cognitive abilities and skills, interpersonal characteristics and attitudes, that are potentially
available to a given individual” (p. 301) and that “individual niches are nested in a larger
social-cultural context which can act to moderate the impact of individual niches” (p. 301).
The niche that a child is appointed (by the environment) or acquires (by inner qualities) can
be described by the use of the theory of action.
The theory of action is a theory of all human activity in society; it is significant to all
branches of science that concern human actions and holds a position in e.g. philosophy,
psychology and sociology (Nordenfelt, 2004). It offers an opportunity to relate environmental
factors, for example the teacher’s support and attitudes, to individual students’ process of
learning to read and write within the niche. Previous research has referred generally to
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interaction, classroom climate and other factors in group studies. The actual availability of the
environment as well as the individual’s apprehended availability of a niche affect the degree
of participation that a specific student perceives in a specific situation at school. Both the
characteristics of the student and physical and social qualities in the environment affect a
student’s niche potential. Certain features are known to affect niches positively and other
features are known to affect niches negatively. According to Aukrust (2003) and others,
individual students may react differently to the same classroom environment. The question is
what niches children with reading and writing difficulties are appointed or acquire in regard to
class activities compared to other children.
In this study, the actual niches that children with reading and writing difficulties are
appointed/acquire in the classroom are compared to the niches that the children judged as
skilled readers are appointed/acquire in the classroom.
Aims of the Study and Research Questions
The aim of this study was to describe and analyze niches and changes in niches over time for
skilled readers and children with reading and writing disabilities, bearing in mind the ‘goals to
attain’ and ‘goals to aim for’ in the Swedish school system. Specific research questions were:
What differences are there between children with different reading and writing skills as
regards niche characteristics (their inner capacity, the opportunity offered by the environment
and their interest in reading and writing) in year 1 and year 4? What characterizes the students
who ‘do well’ at school in spite of their reading and writing difficulties?
Method
The method used was a person based pattern approach (Bergman, Magnusson & El-Khouri,
2003) and took several variables into account. The study was a part of a longitudinal study, a
follow-up of previous case studies (Sandström Kjellin, 2002).
Participants
The children under study were thirteen (one child withdrew) of the fourteen children (seven
initially very skilled and six initially very unskilled readers) who were studied in Sandström
Kjellin (2002). The fourteen children were selected among 44 children in two classes, when
the children attended their first year at school. When the children had attended school for two
months, their reading ability was assessedi. The seven best readers and the seven poorest
readers were asked to participate. In the first study, the children were in two parallel classes at
the same school. In the follow-up study they were in six different classes in four schools. The
children’s teachers were included in the study. The schools under study were diverse as
regards ethnicity, social background, parents’ income etc.
Concepts used for the data analysis
In the analysis three basic concepts from action theory was used: capacity, opportunity and
interest (Nordenfelt, 2004). The concept action is used to describe what a person does, in
contrast to what simply happens. Nordenfelt (2004) mentions the concept pair capacity and
opportunity to explain an action. By capacity a person’s inner possibilities for action is
understood. By opportunity is understood a person’s outward opportunities for action. An
important component that is requested in addition to this is interest. If a person lacks interest
to perform an action the action may not be performed.
In this study the children’s capacity was assessed by estimate of their ‘phonological
awareness’, ‘visuo-motor speed’, ‘word decoding ability’, ‘spoken language skill’ and
‘semantic and syntactic ability’. The children’s opportunity was assessed by estimate of
‘home curriculum’, ‘participation in the speech community’, ‘expectations from teachers’ and
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‘previous voices’. The children’s interest was assessed by estimate of the children’s ‘interest
in reading’ and ‘interest in writing’. In the assessment, 1 denoted ‘very good proficiency’, 0
denoted ‘no problem’, -1 ‘moderate problem’ and –2 ‘serious problem’.
Procedure
In year 1 the children’s capacity was estimated by assessment of their ‘phonological
awareness’, ‘word recognition ability’ and ‘spoken language skill’. Their opportunity in year
1 was estimated through assessment of ‘home curriculum’, ‘participation in the speech
community’ and ‘expectations from teachers’. Their interest in year 1 was estimated through
interviews with the children about their ‘interest in reading’ and ‘interest in writing’.
In year 4 the children’s capacity was estimated by assessment of their ‘visuo-motor speed’,
‘word recognition ability’ and ‘semantic and syntactic ability’. Their opportunity in year 4
was estimated through assessment of ‘previous voices’, ‘participation in the speech
community’ and ‘expectations from teachers’. Their interest in year 4 was estimated through
interviews with the children about their ‘interest in reading’ and ‘interest in writing’.
Material and scoring system. In the standardized tests (of phonological awareness, word
recognition ability, visuo-motor speed and semantic and syntactic ability) stanine points 1-2
was marked as -2, stanine points 3-4 was marked as -1, stanine points 5-6 was marked as 0
and stanine points 7-9 was marked as 1. In the assessment of ‘spoken language skill’ a manual
for analysis based on Performansanalys was used. In this analysis three levels were
distinguished: if the child’s spoken language had more traits from level 1-2 than on level 3
this was marked as -2; if it had equal number of traits from all levels this was marked as -1; if
it had more traits from level 3 than from level 1-2 this was marked as 0; if it had only traits
from level 3 this was marked as 1.
‘Home curriculum’ was assessed through semi-structured interviews (Kvale, 1997) with
parents in year 1. The parents were interviewed about their attitudes towards reading and
writing, their opinion of the responsibility of teaching the children to read and if/how they
assisted their children in doing homework. Two levels were distinguished: ‘not a good home
curriculum’ was marked as -1; ‘a good home curriculum’ was marked as 0.
‘Participation in the speech community’ was assessed differently in year 1 and year 4. The
criteria in year 1 and year 4 differ, since the methods for collecting the data differed. In year 1
it was assessed through a filmed situation; the filmed situation was a weekly examination of
reading (Sandström Kjellin, 2002). The duration of the filmed situation was between five
minutes and fifteen minutes for each child; each filmed situation included one child and one
teacher. ‘Participation in the speech community’ is marked as 0, and not participating in the
speech community is marked as -1.
In year 4 ‘participation in the speech community’ was assessed through observation. The
children were observed during 60 minutes each by the researcher. In connection with the
observations the teachers were interviewed about their expectations in general of the children
and also if they considered the observed child’s engagement, need of help, receipt of help and
similar aspects during the observed lesson to be ‘typical’ of that child or not.
‘Expectations from the teachers’ was assessed through semi-structured interviews with the
teachers in year 1 and 4. Two levels were distinguished: low expectations was marked as –1;
high expectations was marked as 1.
‘Previous voices’ was assessed through semi-structured interviews with the children during
year 4 about their interest in reading and writing and their attitude towards school activities
compared to interviews with the parents year 1 (outspoken personal attitudes and values
among parents and children). Two levels were distinguished: negative influence was marked
as -1; positive influence was marked as 1.
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As regards ‘interest in reading’ three levels were distinguished: the child was not interested
in reading and did not read at home = -1; the child was interested in reading, but did not read
at home = 0; the child was interested in reading and also read at home = 1. The child´s ‘
interest in writing’ was assessed in the same way. Further details of the material and scoring
system are described in the Appendix. Summary scores are used in the analysis.
Table 1 gives a summary of how capacity, opportunity and interest are scored.
Table 1. Assessment form for measures of capacity, opportunity and interest

Capacity (between
-6 and 3)
Phonological
awareness (between
-2 and 1)
Word recognition
ability (between -2
and 1)
Spoken language
skill (between -2 and
1)

Year 1
Opportunity
(between -3 and
1)
Home curriculum
(-1 or 0)
Participation in
the speech
community
(-1 or 0)
Expectations
from teachers
(-1 or 1)

Year 4
Interest (min 2; max 2)

Capacity (between
-6 and 3)

Opportunity
(between –3 and 2)

Interest (min 2; max 2 )

Interest in
reading
(between -1
and 1)
Interest in
writing
(between -1
and 1)

Visuo-motor speed
(between -2 and 1)

”previous voices”
(-1 or 1)

Word recognition
(between -2 and 1)

Participation in the
speech community
(-1 or 0)

Interest in
reading
(between -1
and 1)
Interest in
writing
(between -1
and 1)

Semantic and
syntactic ability
(between -2 and 1)

Expectations from
teachers (-1 or 1)

Observations of the children’s ‘need of help’ (if they asked for help more frequently than the
classmates), ‘receipt of help’ (if the teacher helped them or not when they asked for help) and
‘engagement in classroom activities’ were carried outii. The information from the
observations was used to validate other data.
Data analysis and ethics
Inter-rater reliability was estimated by randomizing data concerning opportunity (participation
in the speech community, expectations from the teachers, previous voices and home
curriculum) from 25% of the participants in the study to be judged by a second judge. 89% of
the data proved to be judged equally by the two judges (25 agreements were made of 28
assessments). The tests were analyzed quantitatively. The observations, the filmed situations
and interviews were analyzed quantitatively and qualitatively. Bakhtin´s theory of previous
voicesiii was applied to qualitative assessments of the filmed situations and observations. By
assessing capacity, opportunity and interest, the children´s niches were rendered visible
(Wachs, 2000).
As regards ethical aspects, the principal, the children’s parents and the children were
informed that the participation was voluntary and that it could be terminated at any time. All
participants were initially offered to withdraw. It was made clear that the gathered
information would not be used for any purpose other than the research project. It was also
made clear that an ethic committee would examine the project. The study was reported such
that it is not possible for external individuals to recognize the children or teachers. In order to
render recognition more difficult, the assumed names from the first study were changed.
Results
Differences in the children’s capacity-opportunity-interest are reported for year 1 and year 4.
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Differences in the children’s capacity-opportunity-interest year 1 and year 4
The children were grouped according to their profile with the help of the terms capacity,
opportunity and interest. Capacity is the child’s immanent abilities and opportunity is the
inclination of the environment to allow the child to use its capacity. Interest implies the
child’s pronounced interest in school activities. The measures are approximateiv.
In year 1 Lisa, Therese, Anna, Mikael, Isak, Morgan and Per were in one class and the rest
of the children in another class. In year 4 Therese, Elsa, Laila, Aron, Max, Simon and Per
were in one class and the rest of the children in different classes in different schools.
Year 1
4
3
2
1
0
-1
-2
-3
-4
-5
-6

capacity
opportunity

Per

Aron

Max

Simon

Per

Aron

Max

Simon

Morgan

Laila

Elsa

Isak

Mikael

Anna

Therese

Sara

Lisa

interest

Morgan

Laila

Elsa

Isak

Mikael

Anna

Therese

Sara

Lisa

Year 4

4
3
2
1
0
-1
-2
-3
-4
-5
-6

capacity
opportunity
interest

Figure 1. The children’s niches in year 1 and year 4
Figure 1 shows that in year 1 the teachers had high expectations of Lisa, Sara, Therese and
Laila. (It was only possible to get +1 in year 1 in opportunity if the teacher had high
expectations.) Anna’s, Mikael’s, Morgan’s and Isak’s -1 in opportunity was due to their lack
of being part of the speech community; they all have another native language than Swedish.
Per’s -1 in opportunity was due to not so good home curriculum. Aron’s -1 in opportunity was
due to low teacher expectations. Aron also has another native language than Swedish. Max’s 2 in opportunity means that he did not have a good home curriculum and that the teacher
expectations were low. Simon’ s -1 in opportunity was due to low teacher expectations.
In year 4 Lisa, Sara and Therese had kept their niche from year 1. Anna (and Lisa) had the
best capacity. Her opportunity was indicated as better year 4, since she was affected by
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positive ‘previous voices’. However, she was still not part of the speech community. Mikael’s
and Isak’s niches were very similar to Anna’s. A difference was that they were part of the
speech community in year 4. Elsa’s niches showed that her capacity decreased, but her
interest was on top. Laila’s niches were very similar to Elsa’s. Both Elsa and Laila were still
regarded as skilled students (the teachers were not aware of the girls’ poor capacity and had
the opinion that they were good readers), and Laila was met with high expectations from the
teacher (her +1 in opportunity was due to high teacher expectations). For Morgan -1 was
marked in opportunity, since he displayed negative ‘previous voices’. Per’s and Aron’s
opportunity increased from -1 to 0, due to the fact that the ‘teacher expectations’ were not low
in year 4. For Max -1 was marked in opportunity, since he displayed negative ‘previous
voices’ (though the teacher expectations were not low in year 4). For Simon 0 was marked in
opportunity, since the teacher did not express low expectations of him in year 4. However, he
was regarded as a weak student.
Discussion and conclusions
Changes over time in the children’s niches
Six children improved in capacity (Anna, Mikael, Isak, Morgan, Per and Simon). For Anna,
Mikael, Isak and Morgan this was probably due to the fact that in year 1 they had difficulties
mastering Swedish as a second language, but developed a lot until year 4. Per and Simon
improved in capacity but not in interest. Three children decreased in capacity (Therese, Elsa
and Laila). For Therese this decrease is probably not an actual decrease; her capacity lies on
the highest stanine points (where the differences between the points are small); her test score
on the three tests was only one score less than +3 in capacity. For Elsa and Laila the decrease
probably indicates a problem with reading; in year 1 one of the capacity tests was ‘spoken
language skill’ and this was mastered at level 0 for both of them; in year 4 this test
corresponded to ‘semantic and syntactic ability’ and in this test they only scored -2.
As regards opportunity cultural diversity is an explanation that may be applicable to at
least some of the variations in opportunity; such diversity may lie behind ‘home curriculum’
(Kağitçibaşi, 1996; Michael & Cazden, 1986), ‘previous voices’(Bakthin, 1986) and
‘participation in the speech community’ (Ogbu, 1997).
No child changed in interest from year 1 to 4. The nine children who started in year 1 with
interest 2, i.e. strong interest (Lisa, Sara, Therese, Anna, Mikael, Isak, Elsa, Laila and Aron)
stayed high in interest. These children were initially skilled readers except for Laila, Isak and
Aron. One child who was initially a skilled reader, Morgan, had only 1 in interest. Three
children (Per, Max and Simon) had only 0 in interest. They were all poor readers from the
beginning.
Capacity and opportunity were factors that varied between year 1 and 4 in this study. It is
well known in research that children´s capacity as well as opportunity may vary. The
explanation to the increase in capacity for the five children with another native language than
Swedish is, of course, that it is easier to improve in reading and writing if the reason for the
difficulties is another native language, than if the reason is dyslexia, since dyslexia is an
innate difficulty whereas a second language can be learned.
Teacher influence on niche characteristics
Good capacity is considered to be equal to having achieved ‘goals to attain’; good opportunity
and good interest are considered as a support for achieving ‘goals to attain’ and for
approaching ‘goals to aim for’. This means that children who have not yet reached the goals
depend both on their own capacity and interest and the support that the environment gives as
opportunity. According to the measures used in this study, the children who were most
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strongly supported by the environment were the girls who had already reached ‘goals to
attain’ when they started school (Lisa, Sara and Therese). Inversely, most of the children who
seemed to be least supported by the environment were the ones who were very far from
having reached ‘goals to attain’ (Per, Aron and Max). This has been called the ’Matthew
effect’ and is well-known is research (Stanovich, 1986). Children who have reading
difficulties do not practise reading very much, since it is an effort that does not pay much due
to their difficulties. Inversely, children who are very good readers practise reading to a large
extent. Due to this difference in reading amount, children with reading and writing difficulties
run the risk of getting a poor cognitive linguistic development, whereas the opposite applies to
the good readers.
Laila was also very far from having reached the ‘goals to attain’, but she holds a specific
position, together with Elsa. Laila and Elsa could be seen as examples that high teacher
expectations and/or good interest may be factors for school success. It was not possible to
draw conclusions about cause and effect from this study, but what coincided for Laila and
Elsa was that the girls were treated as successful students (the teachers had high expectations
of Laila and the they did not have low expectations of Elsa) and the girls were very interested
in reading. It is known in research that teachers’ expectations affect students’ academical
achievement; it was originally described as the ‘Pygmalion effect’ by Rosenthal & Jacobson
(1968); it has been used in many later studies and it is an example of the well-known
phenomenon of the self-fulfilling prophecy. In their study Rosenthal and Jacobson showed
that students performed according to their teachers’ expectations, independently of their
probable school success.
A conclusion from the study was that niche characteristics may differ a lot between skilled
and poor readers, both as regards the support offered from the environment and the children’s
interest in reading and writing. This points out that the school may have a better
understanding of how to stimulate good readers than poor readers, which adds to the power of
the aforementioned Matthew effect (Stanovich, 1986). If the environment had had better
knowledge of how to stimulate the poor readers in this study they would probably have had a
better chance to approach the ‘goals to aim for’.
According to the Swedish National Agency for Education (Skolverket, 1996), the
instruction in Swedish schools should be directed towards the ‘goals to aim for’. The kind of
activities that are directed towards the ‘goals to aim for’ presuppose dialogical interplay; this
kind of instruction is described by many researchers as desirable for all students in order to
develop the language at a higher level (Dysthe, 1996; Dysthe, 2003; Guthrie & Alao, 1997).
In this study this kind of instruction was operationalised by two of the three criteria of
opportunity, the criteria that applied to the instruction at school: ‘participation in the speech
community’ and ‘high expectations from teacher’. Without ‘participation in the speech
community’ it does not seem likely that the interplay will be dialogical, and without ‘high
expectations from the teachers’ dialogical interplay is not likely to take place. In this study the
second language learning children were not always part of the speech community and most of
the poor readers were not met with high expectations from the teachers.
The results from this study indicated that both the second language learning children and
the poor readers had difficulties not only to achieve the ‘goals to attain’ (due to difficulties
mastering a second language or reading and writing difficulties), but also to approach the
‘goals to aim for’ (due to the environment’s poor support). However, their prerequisites to
approach the ‘goals to aim for’ would have increased if the children had received more
support from the environment. Yet, this involves a dilemma for the school; the ‘goals to
attain’ concern the mastering of basic skills and are linked to the mark ‘pass’, and the ‘goals
to aim for’ concern higher level language activities and are linked to ‘pass with
distinction’/‘pass with special distinction’; therefore children will be expected first to achieve
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the ‘goals to attain’ and (perhaps) only after that, they will be expected to approach the ‘goals
to aim for’. Thus, it may seem natural for teachers to concentrate above all on the ‘goals to
attain’.
However, since the poor readers run the risk of getting a poor cognitive linguistic
development (due to both their own poor capacity and interest and the poor support from the
environment), whereas the opposite applies to the good readers, the hierarchy between the two
goals ought to be quite the reverse. If this was the case the school probably would succeed to
a higher degree in making all students part of a democratic society, which is the over-all goal
for the Swedish school. The basis for the ‘goals to aim for’ in the Swedish curriculum is a
community of values that guide the curricula; these goals are supposed to be the very
foundation for all the work in Swedish schools. In the curriculum for the subject Swedish the
‘goals to aim for’ express different aspects of a child’s ability to use the language at a higher
level; without such ability it is difficult to practise democracy: to express one’s own feelings
and thoughts, to argue in discussions and peer groups and to examine both one’s own
arguments and other people’s arguments. The dilemma pointed out here is probably not
unique to Sweden; of course children all over the world with reading and writing difficulties
need the type of learning described as learning through internalization, to learn to read and
write, but above all they need to keep up their self-confidence. In the classroom, I believe, this
is best done by offering the students the kind of learning described as appropriation, to
participate in a dialogue in which the students’ apprehension of the world is taken into
account.
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i

Using LUS, Läsutvecklingsschemat [The Reading development form; in Swedish] (Sundblad, Dominkovic, &
Allard, 1983).

ii

Using an assessment material further developed from ECA, Ecological Congruence Assessment (Wolery,
Brashers & Neitzel, 2002).
iii

See page 2, where an account is given of Bakhtin’s theory of the functioning of ‘previous voices’ in
connection with “appropriation”.
iv

”approximate” refers to the fact that for capacity each measure includes 2 stanine points, and for opportunity
and interest the measures are based on qualitative data.
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Appendix
The children’s capacity. The children’s ‘phonological awareness’ was estimated in year 1 using Fonolek
[Phonoplay] (Olofsson & Hemmingson, 1993), which is a quantative assessment material. Their ‘word
recognition ability’ was estimated in year 1 using Ordkedjor [Word chains] (Jacobson, 1993), which is a
quantative assessment material. Their ‘spoken language skill’ was estimated in year 1 using a manual (described
in detail in Sandström Kjellin (2002), based on Performansanalys [Performance analysis] (Benckert, 1999).
In year 4 the children’s ‘visuo-motor speed’, ‘word recognition ability’ and ‘semantic and syntactic ability’
was estimated using Läskedjor [Reading chains] (Jacobson, 2001), which consists of three parts: Teckenkedjor
[Sign chains], Ordkedjor [Word chains] and Meningskedjor [Sentence chains]. The standardisation of these tests
is based on 2 246 students. There are different norms for boys and girls. The test-retest reliability is 0,83. The
‘word chain’ part of the test is the same as the one used in year 1 (Jacobson, 1993); however, the standardisation
of the tests was not made in the 1993 version.
The children’s opportunity. ‘Home curriculum’ (Grosin, 1997) was estimated in year 1. ‘Home curriculum’
refers to “parental attitude towards school, together with the support and approach towards their children’s
schoolwork” (p.10). Criteria for a good home curriculum are that the parents mediate that the school and reading
are important, that they have confidence in the school and that they have the opinion that the school and the
home share the responsibility to teach the children to read. The instrument used for analyzing ‘Participation in
the speech community’ in year 1 is thoroughly described in Sandström Kjellin (2005). Criteria in the filmed
sequence for the child not participating in the speech community are that the child moves away from the teacher
and/or that the child’s speech deviates from what is expected (that the child for instance rattles off monotonously
or whispers anxiously) and/or that the child changes his/her answer instead of specifying when the teacher asks
the question “why?”. ‘Expectations from the teachers’ were estimated in year 1 through interviews with three
class teachers and one remedial teacher; an assessment was made of the teachers’ outspoken expectations of the
children.
In year 4 ‘previous voices’ was estimated by indicating negative or positive ‘previous voices’ from the
parents. An example of positive ‘previous voices’ was that the parent in the interview in year 1 expressed high
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opinions of schooling, and that the child in the interview in year 4 expressed that he/she thought highly of
schooling and education. An example of negative ‘previous voices’ was that the parent in the interview in year 1
expressed lack of interest for reading fairy tales for the child, and that the child in the interview in year 4
expressed disregard of such literature. ‘Participation in the speech community’ in year 4 was estimated using an
assessment material further developed from ECA, Ecological Congruence Assessment (Wolery, Brashers &
Neitzel, 2002); criterion in the observed situation for a child not participating in the speech community is that the
child’s comments are not paid attention to by the teacher. ‘Expectations from the teachers’ were estimated in
year 4 through interviews with six class teachers; an assessment was made of the teachers’ outspoken
expectations of the children.
The children’s interest. The children’s ‘interest in reading’ and ‘interest in writing’ was estimated through
self-rating in interviews with the children both in year 1 and in year 4.
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Abstract
This paper describes the first part of a project, in which the most important aim is to raise the
quality of the teacher training by illuminating the relation between the teacher students’
explicit values and the values that are mediated by the teacher students both explicitly and
implicitly. Results from the project may provide a basis for discussions about values in
teacher training, and also provide valuable data for domestic and international research.
Another aim of the project is to establish a close link between research about teacher students’
values and development of teacher education. The whole study is planned as a qualitative,
quasi-experimental study. The results described in this paper are obtained from the first part
of the study, which can be described as a qualitative base-line study. 107 teacher students
have answered an inquiry in which they have considered statements concerning the
‘fundamental values’ of the school in Sweden. A first analysis of the inquiry showed that the
teacher students’ view of ‘fundamental values’ was in accordance with the guiding documents
for the school in a broad outline, but not as regards the desired character of the teacher-student
communication in the classroom. 48 of the teacher students will be exposed to an
intervention, a training in how the ‘fundamental values’ are supposed to permeate the whole
teacher-student communication in all subjects; 59 students serve as a control group. The rest
of the study is expected to give answer to the questions to what extent teacher students’
explicit and implicit values correspond and if there is a difference between the awareness of
explicit/implicit values in teacher students who have received education specifically aimed at
illuminating this matter and teacher students who have not received such education. The result
will be discussed in relation to the two goals for the school in Sweden: ‘goals to attain’ (base
targets) and ‘goals to aim for’ (high level targets).
Key words: fundamental values; goals to attain; goals to aim for; teacher education
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Introduction
The aim of this paper is to illuminate teacher students’ explicit values as regards the desired
teacher-student communication in the classroom. ‘Fundamental values’ is an area of
outspoken priority to the school in Sweden. However, fundamental values are not a new
phenomenon; there has always been an expressed relation between knowledge and value in
Swedish national curricula. Since the school goals involve certain aspects of learning how to
live with others, the question of education cannot be reduced to e. g. learning how to read and
write. It is through the educational system a human being learns, acquires and communicates
the norms, values, attitudes, skills, and knowledge necessary to work and function in a social
context (Lindensjö & Lundgren, 2000).
There are three main reasons why the questions of fundamental values were so highlighted
in the educational debate during the last years of the 20th century: Sweden developed into a
multicultural society, the Swedish society experienced a higher level of moral pluralism than
ever before, and in the wake of this development there has been an increasing individuality
(see for example SOU 1992:94; Zackari & Modigh, 2000). The debate about the importance
of fundamental values must be understood in the light of the social changes that the Swedish
society has experienced the last two, three, or perhaps four, decades.
Empirical and theoretical studies carried out since the end of the 1970’s show that a
gradual cultural shift has taken place in the Occidental world, where religious and moral
values have shifted in a direction towards individualism. Inglehart (1977; 1990) understands
this change as a ‘silent revolution’, through which the basic value priorities of Western
publics have shifted from a materialistic base, where priority is given to physical sustenance,
safety, and lower priorities to traditional religious and moral norms to post-materialistic
values. In comparison with older generations, post-Second World War generations that have
never felt material insecurity tend to put heavier emphasis on values such as freedom,
belonging, self-expression and the quality of life. And, as long as prosperity continues, each
new generation will, much likely, be more post-materialistic than the generation before them.
In an article about this of kind cultural shift, Pettersson (1994), argues, that since Inglehart
finds that there is a higher emphasis on traditional Christian values among the materialistic
tradition, than among post-materialistic folks, the theory about a silent revolution can be
viewed also as a theory of individualisation and secularisation. With the findings from The
European Value Study it is possible for Pettersson to conclude that “both the European and
the Scandinavian value systems are affected by a growing individualism, a decreasing
commitment to Christian values, and a lessened support for civic virtues”. (p. 205)
Studies about value changes in The United States of America, Europe, and the
Scandinavian countries support the common assumptions that a kind of moral plurality
permeates the Occidental world view, and a lack of a common conceptual scheme that can
guide our actions. This common conceptual scheme that once was carried by the nation-state
and the Christian church has been fragmented and diversified due to immigration,
secularisation, globalisation and individualisation. A post-materialistic society is characterised
by its wide range of different groups, with different conceptual schemes expressing different
moral beliefs about how we ought to live, and why.
This development that has affected Sweden, together with its Scandinavian and European
neighbours, is important not only for the society, but also for the school in general and teacher
training specifically. This means that such matters are central to teacher training, not only
from the student’s personal standpoint and reflections on their future profession, but also from
the perspective of the society and the official guiding documents. Besides, the matter is
probably of interest in teacher education all over the world. Since it has been concluded that a
change in values between generations is going on all over the world the teacher-student
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relation as regards values seems not only interesting but also highly important to study. The
students will, eventually as teachers, confront a classroom, characterised by its plurality of
beliefs embedded in different religious and secular ethical traditions. For some teachers this
environment will be looked upon as dynamic and enriched, to the school and to the society as
a whole, some will connect the plurality with conflict or confusion, and hence see the
problems rather than its possibilities.
In Sweden there are two types of school goals defined in the National Curriculum, Lpo 94:
‘goals to attain’ (base targets) and ‘goals to aim for’ (high level targets) (Skolverket, 1996). In
the Swedish National Curriculum the foundation for the ‘goals to aim for’ is a set of
democratic values outlined in the curriculum. These goals are intended to be the base for all
work in Swedish schools and they denote the main goal for the school, to educate democratic
citizens. However, the syllabus goals have not been precisely defined for different subjects
resulting in teachers often working only towards the ‘goals to attain’, as these are relatively
concrete and measurable (Zackari & Modigh, 2000). By ‘fundamental values’ is meant that
the curricular goals must permeate the syllabuses for the different subjects and the grading
criteria, and that it is necessary to connect the curriculum to the syllabuses when organizing
the instruction, coordinate between the subjects and choose method of work.
Generally speaking the ‘goals to aim for’ denote the direction of the work in schools. They
specify a desired development of the quality both with regard to students’ ability for example
to be able to critically examine and value statements and also with regard to students´ ability
to take ethical standpoints, whereas the ‘goals to attain’ express what students must at least
have achieved on a more basic level when they leave school. For example in the subject
Swedish, the ‘goals to attain’ describe fundamental skills of independent reading and writing,
whereas the ‘goals to aim for’ describe e. g. the ability to reflect on literature and the ability to
express this in conversations and in writing. Implicitly, the goals are hierarchic since the
criteria of the mark “passed” imply that the student masters the ‘goals to attain’, whereas the
criteria of the mark “passed with distinction” and “passed with great distinction” describe the
mastering of skills expressed in the ‘goals to aim for’. The ‘goals to attain’ in the subject
Swedish for the fifth school year emphasize fundamental skills, such as “be able to read with
fluency, both aloud and to themselves … be able to apply the most common rules of the
written language and the most common rules of spelling” (Skolverket, 2001, p. 85). Other
abilities are also stated in the ‘goals to attain’, such as “… be able to understand events and
meaning in books and non-fiction written for children and young persons” (Skolverket, 2001,
p. 85), but the focus of these goals is on basic skills. The ‘goals to aim for’ in the subject
Swedish are not specified for school years; the emphasis is on mastering the use of the
language at a higher level, both for reading and writing as well as reasoning. These goals are
outlined as to “develop their imagination and desire to create using language, both
individually and in co-operation with others … develop their ability in a dialogue with others
to express feelings and thoughts, arising from texts with a variety of purposes … acquire an
insight into their learning, and reflect over their development, and learn both on their own and
together with others to use experiences, thinking and language skills to form and maintain
their knowledge (Skolverket, 2001, p. 82).
The question is which type of dialogue the teacher offers the students in the classroom in
order to reach these goals, i. e. if the teacher is able to reward all ‘sorts’ of students, both
explicitly and implicitly. The Ministry of Education (Lpo 94, 2002) denotes, under the caption
Norms and values that the teacher shall “openly present and discuss different values, ideas
and problems” (p.11). To make this possible it seems necessary that the teacher has, to
her/himself, made visible her/his own values and reflected over them. If the teacher has not
made this reflection there is a risk that the teacher in the instruction focuses on the ‘goals to
attain’, and that the instruction, by that, stays on a far too basic level. The question is if the
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mentioned reflection is a prerequisite for the teacher’s ability to talk about, value and reflect
in a dialogue with the students so that the necessary conditions are created for them to reach
the ‘goals to aim for’.
Aim of the project and research questions
The aim of the project is to illuminate the relation between the teacher students’ explicit
values and the values that are mediated by the teacher students both explicitly and implicitly.
Specific research questions are:
1. To what degree do teacher students’ explicit values agree with the ‘fundamental
values’ expressed in the National Curriculum in teacher students who have not
received an intervention specifically aimed at illuminating this matter?
2. To what degree do the teacher students’ implicit values agree with the ‘fundamental
values’ expressed in the National Curriculum?
3. Is there a difference between the awareness of explicit/implicit values in teacher
students who have received an intervention specifically aimed at illuminating this
matter and teacher students who have not received this intervention, i. e. is it possible
to influence teacher students in this respect in an intervention during a short period of
time?
In this paper only the first research question will be answered (since the study is not yet
completed). Possible outcomes of the second and third research question will be discussed.
Theoretical frame
Values
It can be said that our values guide our actions. Certain actions, thoughts and views are
regarded as self-evident and are not questioned; they are grounded in a central/fundamental
value and these can be very hard/impossible to change. However, it seems possible to bring
humans to the insight that values are not general, but cultural.
Hence, a theoretical point of department for this project is that a person’s values, that
guides his or her actions, are culturally inherited to one generation by the influences of the
former generation, and the most significant, and perhaps most effective, social institution that
influences a human being to act in a certain way seems to be the educational system of a
given society, since it works as a “methodological socialization of the younger generation”
(Durkheim 1956, p. 71). This theoretical standpoint expresses two things. Firstly, even if
certain actions, thoughts and views are regarded as self-evident and grounded so deeply in our
culture that our conduct seems impossible to change man is destined to experience changes. In
other words, it is far more important to study value changes than the question whether a man’s
values ought to be influenced by some supra-individual authority or not. Secondly, since
teachers will in their profession pass on their own values (consciously or subconsciously) to
their pupils, it is important to find out which values teacher students embrace and if the
students´ values may change or develop during the course of their studies.
Ödman (1998) points to the fact that teachers´ values are reflected in their attitude towards
different pupils. Ödman calls this different ‘mentalities’. Many researchers touch upon this
phenomenon in different terms. Bourdieu (1993) uses the concept ‘habitus’ and refers to
similar phenomena when discussing that, as humans, we have different opinions of moral,
sense of responsibility, duty etc. Heath (1983) claims that, when accounting for school
success, you have to pay regard to the interaction pattern between teacher and student and that
these patterns vary with the social class that the child belongs to; if the teacher and the child
belong to the same social class, the interaction pattern is favourable to the student and vice
versa. Not only social class, but also different ethnical culture may complicate the teacher-
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student interaction. Ogbu (1997) uses the concept ’speech community’, and means that people
who share a common language also share a common theory of how you speak and follow
cultural rules for speaking. Ogbu points out that, in order to succeed academically at school, it
is important to participate in the speech community. A speech community is characterized by
both verbal and non-verbal communicative codes, such as e. g. gestures, facial expressions,
intonation, distance to others, deodorants and odours. We interpret this as an example that
unconscious values guide one’s actions and thoughts. Therefore, it seems important to make
teachers aware of the power of values.
The same argument goes for the moral language that a group of people speaks (Stout
1988). Since people live in a plural and multi-cultural society, many moral languages are used
at the same time, each with its own assumptions about the world, expressed in a distinctive
way of life. Since all people do not speak the same moral language there will be moral
disagreement, and since moral disagreement might be painful or difficult to handle, they will
lead to confusion about how the members of a given society are supposed to live together. But
a person’s capacity of living together peacefully depends upon her ability to converse in an
understandable and reasonably coherent way with other human beings, even if, as the Stout
(1988) puts is, “this ability is weakened by the very difference that make it necessary” (p. 3).
It is not an easy task for a teacher to face all the moral languages that might be articulated in a
multi-cultural class-room, but in order to be able to talk to, and to understand, the inhabitants
of a certain classroom she must be aware of the plurality of moral languages and the power of
her own moral language, since her language will most certainly be connected with the
authority of a certain social institution.
Learning as internalization or learning as appropriation
Vygotsky (1978) claimed that the interaction between the teacher and the student is of
fundamental importance for the student’s linguistic and cognitive development. His theory of
the zone of proximal development, ZPD, is applicable to all students; the teacher must be able
to stimulate the child within his/her ZPD and not only on a level already reached by the child.
Vygotsky maintained that in that way learning is internalized in the child; it is transformed
from the socio-cultural environment to the child. However, Aukrust (2003) means that
Bakhtin’s notions of ‘appropriation’ and ‘previous voices’ offer a better explanation of the
individual’s learning related selectivity than Vygotsky’s notion of internalization.
Bakhtin (1986) meant that in all utterances it is possible to ‘hear’ previous social and
cultural connections; this implies that your own voice is immersed by the voices you hear
around you. The child, for instance, makes a choice between the voices he/she hears and
appropriates new knowledge by selectively rendering other voices his/her own. In the
classroom two qualitatively different ways of learning can be discerned: either by
internalization or appropriation.
In the ‘goals to attain’ in the Swedish school system for the subject Swedish, goals are
described that, to a large extent, can be reached by activities that promote learning by
internalization, since these goals mainly describe fundamental reading and writing skills
(which can be assumed, to some extent, to be transferred from one person to another). The
‘goals to aim for’, on the other hand, describe goals that can be reached through
appropriation, since they describe for example the ability to “use experiences, thinking and
language skills to form and maintain their knowledge” (Skolverket, 2001, p. 82); these skills
can not be easily transferred from one person to another. In order to reach such a goal you
must appropriate, since you must make a choice between the voices you hear/have heard and
then formulate your own knowledge. For a teacher to be able to take into consideration a
child’s ‘previous voices’ (Bakhtin, 1986) it is demanded that the dialogue that is offered in the
classroom is, at least to some extent, horizontal.
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Vertical or horizontal communication
Frønes (1995) uses the concepts ‘horizontal’ and ‘vertical’ communication; by ’horizontal
communication’ he means that the two parties are equal, and by ‘vertical communication’ he
means that one party is above the other. An adult-child relation is by necessity to some extent
vertical. However, Janson (2002) has the opinion that it is possible to make a distinction as
regards horizontality in certain respects and distinguish between structure, relation, perception
and interaction. Janson defines ‘structure’ by saying that the institutional role is implicit, and
that ’relation’ is a lengthy phenomenon. ‘Perception’ has to do with what can be apprehended
with the senses, and ’interaction’ means a mutual exchange of what happens here and now,
both verbally and non-verbally. Janson thinks that communication between an adult and a
child is always vertical as regards the institutional role and the relation, but the adult may be
horizontal towards the child as regards the perception and interaction. In such a verticalhorizontal communication the child’s experience of the world is just as interesting as the
adult’s and this can be expressed both verbally and nonverbally in the communication. Such
communication could be described as promoting work towards ‘goals to aim for’.
The focus in this project of the school’s ‘fundamental values’
The meaning, and the practical use, of new concepts can be hard to comprehend.
“Fundamental value” seems to be such a concept. Ever since it came into being, at least in an
educational setting, in the work of the new curriculum for Swedish schools in 1992 (SOU
1992:94), there has been a discussion about its different or possible meanings and intentions,
and its practical use. The ‘fundamental values’ are described as “The inviolability of human
life, individual freedom and integrity, the equal value of all people, equality between women
and men and solidarity with the weak and vulnerable are all values that the school should
represent and impart” (Ministry of Education and Science in Sweden, 2002, p. 5). The
‘fundamental values’ have been studied from many visual angles; the research has been
categorized, as an example, in the following fields of knowledge: democracy and ethics,
ethnicity, equality, gender, mobbing, discrimination, human rights or racism. In practice
‘fundamental values’ is interpreted as either a social community of values or value pluralism
(by emphasizing the right to express one’s points of view) (Lindgren, 2003). ‘Fundamental
values’ has by some researchers been interpreted as ‘community of values’ and, thus,
problematic (Månsson, 1999). Other researchers have interpreted ‘fundamental values’ as
offering different alternatives of action, and, thus, a prerequisite for pluralism (Liljestrand,
1999). Due to this confusion as regards the implication of ‘fundamental values’ it is
interesting to find out teacher students’ interpretation of the notion. In this project both the
teacher students’ initial interpretation of the concept will be studied and also if their
interpretation changes during the teacher training.
As mentioned the curriculum goals are to permeate the syllabus goals. Fundamental values
should permeate “all teaching in each subject” (National Agency for Education, 2001, p. 6).
However, since the syllabus goals have not been precisely defined for different subjects there
is an obvious risk that teachers find it easier to work towards the ‘goals to attain’ than towards
the ‘goals to aim for’. Thus, teacher students’ attitude to this is also interesting to find out.
It is stated that the teacher should “together with the pupils develop rules for working and
participating in the group” and also “openly present and discuss different values, ideas and
problems” (Ministry of Education and Science in Sweden, 2002, p.11). According to Frånberg
(2004) teacher students have not, during their teacher training, been made aware of the
necessity for a teacher to be able to talk about, value and reflect in a dialogue with the
students so that the necessary conditions are created for them to e. g. be able to deal with
ethical dilemmas; this fact makes it interesting also to find out teacher students’ attitude
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towards the character of the teacher-student dialogue. The teacher students’ implicit creation
in the classroom of this will be studied.
In this project the focus of the ‘fundamental values’ is on the dialogue in the classroom.
The question is to what extent the teacher students are able to deal with this in the manner
expected by the Ministry of Education in the wordings of Lpo 94 (Ministry of Education and
Science in Sweden, 2002, p.11). Fjellström (2005) emphasizes that future teachers will have
to act as moral subjects, who will have to take responsibility in situations that are often
ethically unclear and problematic, where for example students’ interest are contrary to
parents’, where parents’ interests are contrary to the school’s, or where there is a conflict
between individual interest and what the class or the Board of Education would claim (p. 77,
my translation).
Considering what has been said above about the relationship between teacher students’ and
the school’s fundamental values, it goes with out saying that democratic, social and ethical
aspects of teaching and learning must be integrated in the teacher programme. Since teaching
methods are, and a teacher’s conduct in the classroom is, not neutral, there is no choice but to
make a serious effort to introduce values in teacher education in order for the student to make
sense of her own values that are transmitted by her own educational praxis, even if such an
agenda might challenge the view of the traditional teacher, and the traditional view of the
making of the teacher.
Practice-based evaluation at school
It seems indisputable that teachers/teacher students mediate values. In this project the focus is
on how teacher students understand ‘fundamental values’ and how they reflect upon their own
practice in this respect by evaluation; their reflection of this can be performed in three ways,
according to Alexandersson (in Karlsson, 2003): by self-reflection (you ransack yourself), by
dialogue (you ask for other people’s opinions and adopt them) and by research (you examine
systematically and structure observations). The teacher students in this study reflect upon their
practice by ransacking themselves and by dialogue, and the researchers examine their practice
systematically and structure observations.
Method
Design
The first part of the study, reported in this paper, can be described as a base-line study. The
whole study is a qualitative, quasi-experimental study.
Participants
107 teacher students, attending a regular course in teacher training at a university college in
Sweden, participate in the study. 48 teacher students form an experimental group; they will
participate in an intervention. The remaining 59 teacher students serve as a control group.
Procedure
The study starts with all 107 teacher students answering an inquiry where they are to consider
statements from the National Curriculum as regards the ‘fundamental values’. After that, the
experimental group takes part in the intervention described below. Firstly, the result of the
inquiry is discussed during their lessons at the university college and they write a reflection
anonymously about this. Secondly, they are instructed about the implication of ‘fundamental
values’ (that it should permeate all instruction during all lessons). Then they write a reflection
about their understanding of ‘fundamental values’ and its implication in the classroom. The
results from the procedure described so far will be analyzed and discussed in this paper.
The rest of the study implies that the teacher students will be asked to perform an
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instructional situation in which they are to pay regard to what they have concluded about the
realization of ‘fundamental values’ in teacher-student communication in the classroom. The
instructional situation will be observed by two teacher students. The observations will be
guided by a form in which the dialogue between the teacher and the students will be classified
as being horizontal or vertical (The observers classify if the children are allowed to start
conversations and if their retorts are paid attention to, or not). After the observations, the
teacher students who have observed the lesson make an interview with the teacher student
performing the observed lesson; the aim of this interview is to find out if the teacher student
was able to carry out her/his intentions with the lesson and, if not, what might have been the
reason for this. Another aim of the interview is to validate if the observations made by the two
fellow students was in accordance with the teacher student’s own apprehension of the lesson.
After that the results from the observations and the interviews will be discussed during the
teacher students’ lessons at the university, and the students will be asked to write down their
reflections of the accomplishment of the observations and interviews.
Finally, at the end of the course (after three months) both the experimental group and the
control group will again answer the same inquiry as they answered initially; the experimental
group will also be asked if they considered these to be efficient ways of treating the
‘fundamental values’ in teacher education or if they have other suggestions about how to
handle this.
Data analysis and trustworthiness
The first inquiry was analysed both qualitatively and quantitatively. The ‘open-answer
questions’ were categorized after a qualitative analysis. The preparation of the categories was
made by two researchers in common. The inter-rater reliability between the two researchers
coding the data was estimated on a randomized sample from 25% of the participants. Using
the formula ‘number of agreements’ divided by the ‘total number of opportunity assessments’,
53 ratings of 64 were judged equally by the two judges, i. e. the inter-rater reliability was
83%. After that the fixed answers in the inquiry were analysed quantitatively. The first
reflection, made after the inquiry (but before the performance and observation of a lesson)
was analyzed qualitatively with regard to its agreement with the wording in the curriculum.
As regards the observations a categorization will be made of the character of the observed
activities, i.e. if the dialogue between the teacher and the students is horizontal or vertical.
The categories will be translated into scores on Likert scales. The correspondence between the
two observers will be estimated. The inter-rater reliability between the two researchers coding
the data will be estimated on a randomized sample of 25% of the data. Using the formula
‘number of agreements’ divided by the ‘total number of assessments’, the inter-rater
reliability will be reported. The observations and the interviews are expected to give answer to
the second research question.
The interviews that will be made in connection with the observation will serve as
validation of the observations, since the observed teachers will be asked if the observed
phenomena were in accordance with the teachers’ own experience of the observed lesson. The
interviews will be analyzed qualitatively. The written reflections that the teacher students will
make, both after the first inquiry and after the observations and interviews, will be analyzed
qualitatively.
The second inquiry will be analysed in the same way as the first. Then the students’
answers to the first and the second inquiry will be compared; thus, the third research question
will be answered.
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Ethical aspects
Informed consent was collected from the teacher students. They were informed that the
participation was voluntary and could be terminated at any time. It was made clear that the
gathered information would not be used for any other purpose than research. A risk-benefit
analysis revealed that the benefit, both for research and for the teacher students, is that the
study illuminates an area that is essential in their education. In the inquiries the teacher
students are known (as a number) by the researchers; this is necessary, since the intention is to
compare if the teacher student develop as regards their awareness of ‘fundamental values’;
they are informed about this fact. The observations of the teacher students will be made
anonymously, which will minimize the risk of stigmatization the teacher students may
experience from participating in the study. The written reflections will also be made
anonymously.
Results from the base-line study
The inquiry
76 % of the teacher students answered the inquiry. Table 1 displays how they defined
‘fundamental values’ in an open-ended question.
Table 1
Definition of ‘fundamental values’
Experimental group
‘universal values’
‘private values’
unclear definition of values

85
10

Control group
73
12
15

Table 1 shows that most of the teacher students gave an explanation of ‘fundamental values’
that could be categorized as ‘universal values’; this explanation is in accordance with the
wording in the guiding documents for the school. Table 2 displays the teacher students’
descriptions of how ‘fundamental values’ turn out in the instruction.
Table 2
Instruction of ‘fundamental values’
Experimental group
Connect curriculum goals to 85
syllabus goals
Instruction about
6
‘fundamental values’
Unclear answer
9

Control group
53
20
27

Table 2 shows that a majority of the teacher students describe that ‘fundamental values’ is an
attitude towards the students that permeates the instruction in all subjects; this answer is in
accordance with the guiding documents. Table 3 displays the teacher students’ opinion (with
fixed answers) of the desired character of how the rules for the time together should be
developed.
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Table 3
Rules for the time together
Develop rules in cooperation
with the students
Develop rules in cooperation
only if the students wish
Develop rules in cooperation
only if the teacher finds it
necessary

Experimental group
77

76

Control group

19

17

4
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Table 3 shows that most of the teacher students have the opinion that the teacher should,
together with the students, develop rules for working and participating in the group; this
opinion is in accordance with the guiding documents. Table 4 displays the teacher students’
opinion (with fixed answers) of the more detailed character of the teacher-student
communication in the classroom.
Table 4
Values discussions with students
The teacher shall discuss
values openly
The teacher shall openly
discuss values only if the
students ask for it
Discuss values only if the
teacher finds it necessary

Experimental group
30

Control group
24,5

61

51

9

24,5

Table 4 displays that most of the teacher students have the opinion that they should discuss
values only if the students ask for it; the answer that is in accordance with the guiding
documents is that the teacher should openly present and discuss different values, ideas and
problems.
A comparison between the answer from the experimental group given in the beginning of
the course and after four weeks’ intervention showed that, as a group, they developed. In the
beginning 85% of them defined ‘fundamental values’ in accordance with the guiding
documents, and after four weeks 94% of them did this.
Discussion
The teacher students’ explicit values agreed to a large extent with the guiding documents in a
broad outline, but the closer you got to the practice in the classroom the lesser did the teacher
students’ explicit values seem to agree with the fundamental values as expressed in the
National curriculum (Ministry of Education and Science in Sweden, 2002). This is not a
surprising result; since it seems to be a common feature among men to idealize intentions
such as those expressed in the ‘fundamental values’, but when it comes to doing this in
practice our minds tend to narrow. The reason for this phenomenon might, of course, vary, but
one fairly reasonable explanation can be found in the discrepancy that tends to exist between
theory and praxis, abstract and concrete, and universal and particular. In other words, it is
easy to have a theoretical conversation about abstract and universal values, but when it comes
to embody them and make them visual in our educational praxis we might, to say the least,
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run in to some serious problem. If I found it difficult to embody, express or visualize some
abstract values it is much easier to cling on to, or hide behind, what I already know and
master. Hence, the result points towards the conclusion that the teacher students have not
made their own values visible and reflected over them. As pointed out above it can be
considered as ‘human’ not to master this. One aspect of teacher professionalism may be that
she/he should be more competent than ‘anybody’ to master the above mentioned awareness of
the discrepancy between theory and practice.
The reason for this gap between almost complete agreement with the guiding documents as
regards fundamental values in broad outline and much lesser agreement when approaching the
reality in the classroom may be a symptom of the consequences of the change in values in
general between generations, pointed out by Inglehart (1977; 1990). This change makes “the
methodological socialization of the younger generation” (Durkheim, 1956, p. 71) more
difficult to bring about for the teachers. Maybe these teacher students feel instinctively that
the value shift between generations will complicate their mission pointed out by Durkheim.
If children should be given the chance to learn to express their feelings and thoughts (in
order to fulfil the requirements about ‘fundamental values’ and in order to approach the ‘goals
to aim for’) it seems necessary that they should be allowed to express, in the classroom, their
different apprehensions of the world; thus, the dialogue in the classroom ought to be
horizontal. In such a dialogue the teacher is expected to be able to take a step aside from
her/his values and moral truths and promote a dialogue in the classroom in which different
apprehensions of the world are taken into account. The above mentioned reflection on the part
of the teacher is a prerequisite for the teacher´s ability to talk about, value and reflect in a
dialogue with the students.
An expected result from the rest of the study is that this difference will be even more
obvious between explicit and implicit values; it is expected that the observations and the
interviews will reveal that the teacher students do not carry out all the good intentions that
they embrace verbally. Another expected result is that the fundamental values of the teacher
students who have been subjected to the described intervention will be more in accordance
with the fundamental values expressed in the guiding documents for the school in Sweden.
The result already obtained (and also the expected) points towards a necessity to provide
space in the teacher training for a proficiency that can be expressed in different ways: a
schooling in vertical-horizontal communication, as expressed by Janson (2002), a new role for
the teacher, in which authority is exchanged for human kindness, as expressed by Zackari &
Modigh (2000) or a “schooling of the heart”, as expressed by Fjellström (2005, p. 77).
When the study is completed the character of the observed dialogue will be analyzed and
discussed in relation to Vygotsky (1978) and Bakhtin (1986). If the results give a reason for it,
also Ogbu (1997), Heath (1983) and Stout (1988) will be referred to. Expected results are that
it is possible to affect teacher students’ values on a theoretical level, that it is not as easy to
affect their values when it comes to practice, i. e. their implicit values. The question when
completing the study is: Have we failed to take any important matter into consideration?
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Impacting Student Learning: Bridging K-12 and
Higher Education Through Technology, A Year Later.
"The great aim of education is not knowledge but action."
Herbert Spencer, (1820-1903) British Philosopher

Abstract: Work In Progress Report
What is the university’s responsibility developing the learning potential of middle school
students? How can it, while struggling with declining budgets, bring to bear its invaluable
educational resources to a population separated by geographical and socio-cultural
barriers? A year ago these were the questions put forth to Marshall University.
Research from the US Department of Education indicates that the application of
technology in the learning process, activities that promote critical thinking, and standards
based educational practices; enhance understanding, heighten interest, improve
motivation, and increase retention of content. Marshall University has implemented a
pilot program that uses world wide web and IP video technologies to deliver national
education standards based on learning objectives to middle schoolers. Building off the
extensive Rosanna Blake Confederate Civil War collection and an established
relationship with the Huntington Museum of Art, the model uses technology facilitated
live and asynchronous role playing guided by the teacher and a costumed historical
interpreter or curator to engage students at a higher level. By developing an outreach
program on an easily replicable, self-sustaining model that teachers integrate into existing
K-12 curriculum the university had hoped to promote critical thinking and independent
research skills before students hit there critical high school years.
When measuring the success of the relationship between K-12 and higher education it is
important to take into consideration the unique circumstances of both. Therefore, the
programs’ success was to be measured in five areas: 1.) student achievement, 2.) teacher
acceptance/adoption, 3.) program sustainability, 4.) scalability, and 5.) effectiveness of
the technology. Evaluation tools will be used on an ongoing basis not only to measure
student and teacher achievement, which are based on the overall educational goals, but on
the technology applications. The criteria descriptions used in the pilot programs are
listed below along with how we feel the five goal areas met and exceeded their initial
goals.
1.) A primary goal is to impact student achievement in higher order thinking as
expressed through the actions of discovering connections and concepts and the
application of skills in the physical world, the thought process used by the
student, their ability to teach others, and the ability to produce knowledge and
skills to share with others. This was measured by pre and post activity assessment

instruments and teacher feedback. Ideally, a test group will be followed through a
number of years.
a. By having teachers fill out post evaluations we were able to learn that the
students enjoyed the process as well as continued to be motivated by the
virtual field trip in classroom sessions after the virtual field trip took place.
They would reference something discussed during the virtual field trip and
tie it back to what was ongoing in the classroom.
2.) A primary goal is to promote teacher acceptance/adoption as expressed through
the willingness of teachers to integrate the activities into instruction. The ease of
integration and perceived value of the program as it applies to national
educational standards will drive teacher professional development by providing
models in which teachers have the ability to empower students through
collaborative work, problem solving and shared knowledge, as well as guiding
students to construct meaning through modeling, mediating and coaching, and
finally to co-learn with students through the process. This will be measured
through participant activity tracking, teacher feedback, and “return customers”.
a. “This has been a God-send. I used it to finish Social Studies, Reading, Spelling,

Vocabulary, and Language Arts...Thank you once again. Please continue to offer
this wonderful resource. " - Sherri L. Kirk, 4th Grade Teacher, Dunlow
Elementary

By the curriculum in each module crossing over a number of disciplines
most teachers found the materials to be easy to incorporate into their
classroom environment. The virtual field trip time allotment allowed for
an easy “drop-in” to their day.
3.) A primary goal of the program is to create a model of delivery of content which
can be almost totally self-sustaining. K-12 outreach is not a core function of the
university, therefore it is essential to the continued survival of the program to
operate at a level of efficiency which will ensure continued availability. This will
be measured by establishing a cost per student impact calculation.
a. Several of the participating teachers have already expressed an interest to
have their classes be able to experience one if not more of the virtual field
trips. Since the programs were piloted in the 4th & 5th grades, follow up
grades have expressed an interest as well.
4.) A primary goal is to develop a model that can be easily replicated and flexibly
adapted to new content areas. Outreach is an activity of opportunity for the
institution and the ability to easily and inexpensively adapt existing programs to
new available content such as library collections or faculty expertise. This will be
measured by a comparison of development costs between model creation, first
adoption, and future adoptions of the model to new content areas.

a. Since each of the modules is built on a “template” adding in new program
modules is only as hard as finding a new topic and corresponding
collection. With the modules built on national education standards the
adoption of the module into schools across the country, as well as more
grade levels, allows for further scalability. In the virtual field trip that
started with Harriet Tubman and the Underground Railroad, the initial
contact has been made with the Ohio Historical Society to include more
information and diverse content for teachers on the Underground Railroad
ties between West Virginia and Ohio, as well as the ability to be merged
into the Civil War virtual field program.
5.) A primary goal is to evaluate the effectiveness of technology in the delivery of
educational content from Higher Education to K-12 schools. A multimodal
delivery methodology holds the promise of engaging students on several levels.
Ongoing assessment of the success of these tools will ensure that the technology
is appropriate, adaptable, and useful. (http://www.ncrtec.org)
a. Of the initial schools that participated in the pilot program virtual field
trips, seven of twelve Wayne County, West Viriginia elementary schools
have already received distance education equipment from a June Harless
Center grant. The Distributed Education Technology Department of
Marshall University, has provided the instructional designers, studio
facilities and technical staff for the program modules.

Project Description
In the Marshall model, two way IP video connections (Virtual Fieldtrips) allow students
to communicate first hand with experts in the field and web facilitated individual and
group activities allow students to use technology to explore subjects in more depth and
with more understanding.

Opportunity Presented
The Marshall University Libraries’ mission is to provide materials that support the
curriculum and research of the institution but also to highlight and provide access to local
resources that preserve and celebrate our regional history. Marshall University’s Morrow
Library houses the 4th largest Confederate Civil War collection in the United States. The
Rosanna Alexander Blake Library of Confederate History is a unique collection of books,
journals, documents, Confederate Imprints, and other materials dealing with the history
of Confederate States of America. Some of the holdings of the Blake collection have
been digitized to give a closer look at the materials for viewing in the Civil War Virtual
Field Trip (VFT) website (http://www.marshall.edu/it/cit/vft), to be used in activities and
for reference by both teachers and students. Along these lines, The Huntington Museum
of Art Education Department strives to instill a love of learning. The HMA believes in
“providing opportunities for visitors to be active learners, to make personal discoveries,
and to explore new and different worlds. This created an opportunity to create strong ties

with the library research team, museum curators and the distributed education team to
come up with the most effective way to showcase the collection and have a way to make
resources available.
Expertise
• Webmaster
• Curator of special collections
• Bibliographer for the Rosanna Blake Confederate Collection
• Video Production
• Instructional Designer
• Historical Interpreter

Institutional Requirements
The following requirements are to be met to be able to offer this beyond a pilot program.
There are three major requirements for this particular VFT program: Create a sustainable
program, create a replicable model, and create a set of technology tools that are adaptable
to other projects.
Sustainability Requirements: Innovative and valuable program with sufficient perceived
worth to be able to transfer the cost to participating schools. By using existing core
infrastructure that Marshall University already has in place, mainly video conferencing
systems and studios. Finally, having the in-class activities able to be spread out over a
period of days, weeks, or even months but, the VFT is confined to a period of one class
period, with the availability to participate in more than one VFT over the course of a
school year.
Replicability Requirements: Creating a team development process which consists of
Content Experts (librarians/curators/bibliographers), Technology Experts (web
developers/online content developers/video production), and Educational Experts
(teachers and the historical interpreter). Creating a portal concept, a sort of one-stop
store, where teachers as well as students could go for research aids, videos, lesson plans,
etc. Creating a well rounded blended learning environment which would include the use
of video + web components + in-class writing + research. Employing a historical
interpreter to allow the class to discuss and interact on a given topic.
Technical Toolset Requirements: Technology tools that are adaptable to other purposes,
this could be anything from a changing background for video that the historical
interpreter would stand in front of, a sort of blue screen effect, to text within a given
website. Ensuring that the same interface could be used for a variety of topics, as well as
creating standards based video that would be easily accessible and extremely flexible.

Fundamental Concepts: Foundation in Existing Research
There were several concepts that were identified as the project developed.

•

•

•
•

Create a comprehensive cross-curricular set of online materials, guides, and
examples, not only creating new materials but using what already existed on the
web and organizing it a topic oriented way that would be beneficial for teachers.
These materials aside from being pre-planned would be flexible for a variety of
classroom teachers to implement into their classroom, from history to art, to math
and science.
Activities were created where kids use imagination and become motivated to
research for facts around a Civil War topic with the ability for a class to showcase
their work throughout the process. This would in turn create a communication
medium similar to a school bulletin board. Their work would not only be
available for other schools to view and compare to their own work but to family
members to see their students work.
Next, create an opportunity to interact with a historical interpreter and have
questions that were created during the pre-VFT activities in the classroom
answered.
Finally, create an environment to promote active learning.

According to the North Central Regional Educational Laboratory there are six factors that
should be considered when using technology to shift the focus from teaching to learning.
• Interaction rather than isolation - when students have a chance to interact with
resources including their peers, teachers, experts, knowledge develops.
• Individual learning styles - successful learners are when they have learning styles
that suit their needs.
• Adequate professional development - “In order to implement and adapt alternative
learning strategies, teachers must be helped to become models of active learning.”
(NCREL)
• Learning as the main consideration in decision making - focus on the use of time
according to learning needs rather than making the learner conform to divisions of
time.
• Cognitive research - meaningful student tasks allow learning to be applied to new
situations.
• Explicitly stated performance outcomes - “accountability can be ensured if
progress on assessment measures reflects skills learned in classroom activities”.
(NCREL)

Blended Technical Elements
Elements that needed to be designed and created include the following four areas.
• Online materials for both teachers and students.
• Instructions and examples for Best Practices of participating in a VFT.
• The actual VFT event - where a class of students in a pre-arranged classroom
period of 40 minutes, would meet with a historical interpreter (lewis & clark/civil
war), live artist (folk art), or curator (the mummy).
• Evaluation - including follow up questions with teachers and students and
viewing of the pre- and post-VFT activities posted on the website.

Core Activities
Activities that are recommended for participation, but not mandatory, include team
building, information gathering and introduction to the concepts. For Harriet Tubman
and the Underground Railroad core activities could include: preparation activities for
some of the songs to be used in the virtual field trip as well as base background
knowledge activities on Harriet Tubman. For the Folk Art module: a look into line and
pattern study, include quilt patterning. The Mummy module includes: introducing
students to hieroglyphics, planning pyramids, and mummy’s: salt of the earth. Pierre
Cruzette: Fiddler in the Lewis & Clark expedition would include: Rediscovering our
Past: Biographies, Historic music, and important places history. The Civil War core
activities include: base Civil War history and persona development, Name Your
Regiment, Create Your Regimental History, Map Out Your Campsite, Write A Letter
Home, and Create a Question for Your Regimental Officer (historical interpreter). These
activities would give the class content for their online space allotted to each group who
participates in one of the programs to showcase some of their own work.

Next Steps
Using the website itself as the product being sold, emails were sent out to schools and
messages posted on message boards explaining the program and the materials that were
going to be available to instructors. Initially materials were sent out for review by the
teachers. Next, work went into creating an in-service day for teachers to learn the
process and technology via videoconference system. The reasoning for this was so that
they were put into the role of the student participating in the actual VFT as well as seeing
and learning how the equipment works. Then a schedule was set for what days would be
available for the actual VFT event. Finally, an ongoing rotational list and schedule needs
to be set to incorporate new modules as needed.
There are plans to further the relationship with both the Huntington Museum of Art and
the Ohio Historical Society and their Underground Railroad collection and to partner with
other institutions including but not limited to the University of Wisconsin’s Union
Collection.
Furthering the scalability are plans to offer continuing education credits to teachers who
participate in an online course offered in WebCT Vista on Virtual Field Trip sequence for
success: A Step By Step How-To For Educators including: picking activities for your
classroom, registration processes, participation in the virtual field trip, best practices and
evaluation. This program would not only help bring in new interested teachers to the
program but allow teachers currently using the program to share their knowledge of
incorporating a virtual field trip module into the classroom coupled with the technology
in’s and out’s.
The original main long term goal of the program was to create and take a model and
adapt it to other content areas, where students would keep a journal/record information

about a created persona or similar events. Success in this area has created an expansion
of projects to possibly include: Elections and taking on the role of speech writers,
Columbus, Magellan and Darwin and taking on the role of explorer and scientist,
Jurassic adventures, blown glass, and the inclusion of the Herman P. Dean firearm
collection into the civil war module.
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Effectively Training Faculty and Support Staff Side-by-Side
"Successful trainers know they must be “learner-centered and performance based. Any
approach short of this leads to one-way transmission and uncertain results. Live or technology
based, it’s all the same. The medium is not the message. Focus on meaningful interaction to
transform your learners."
Harold Stolovitch & Erica Keeps, Telling Ain’t Training

Abstract: Research Proposal
Jennifer Hofmann wrote an article titled, “Making Synchronous Training a Success”. In
the article she talks about four uses for synchronous technology:
1. Supplement self-paced training (Web Based Training, here after referred to as
WBT).
2. Implement a cyber-mentoring program.
3. Boost your help-desk efficiency.
4. Implement a cyber-consulting initiative.
The first three of her four points accurately describes Marshall University’s needs when it
comes to the further implementation of WebCT Vista.
Although we plan to still utilize classroom, face to face sessions for faculty and staff, we
are realizing that we will never be able to meet the schedules of each person in need of
training with the amount of training staff available. For this reason, we are looking
toward WBT.
• Self-paced WBT – is learner-directed and not conducted in real time. This is the
most logical choice with varied schedules and time frames.
• Asynchronous WBT – is facilitator-directed, but not conducted in real time.
Perceived to be the next best, as a facilitator is available to answer questions or
concerns but the learner still work at their own self-directed pace.
• Synchronous WBT – is facilitator-directed and is conducted in real time. A last
option for our on-campus faculty and staff but, a possible option for our offcampus faculty and staff or remote campuses, to simulate the in the classroom
session without the travel.
Next on the training agenda was which parts of our training could be put into a WBT
environment? It can be argued that implementing WBT is beneficial when:
• Real-time interaction with instructors or subject-matter experts is critical.
• Face-to-face interaction is not critical.
• Your audience is geographically dispersed or not available all together.
• You must ensure that participants complete the training and grasp key learning
concepts, so some sort of evaluation will be key.
• Need to be able to update faculty and staff quickly or frequently (for instance, for
new product version releases or service pack and hotfix information).

Project Description
The audience we hope to reach with this project is any faculty currently using WebCT
Vista, and faculty planning to use or interested in more information on WebCT Vista. As
well as all support staff, including Help Desk, Lab Assistants, and Center for
Instructional Technology staff.
Content will include everything from: basic 101 introduction knowledge to more specific
tool usage information, such as the chat function, assessments, assignments or the grade
book. Content will be broken up into manageable modules including, Adobe PDF
documents, Flash animations, and WebCT Vista manuals on tool usage. Each module
would have a simple assessment at the end just for conclusion purposes and to help
evaluate whether or not the content information is being absorbed.
The process for content creation will include an instructional designer and learning
management system administrators to organize and structure the content, outline the
content along side the manuals from WebCT Vista, create the Flash Animations showing
how to use a tool or complete a process, and create an Adobe PDF as supplement to the
flash animation for notation or follow up.
Measuring the success of the modules and WBT environments will involve viewing the
course statistics as well as utilizing a Flashlight survey geared toward either faculty or
support staff. These surveys will not only ask for feedback on the technology used but
the content and feedback provided through out the course. The survey will be based in
Donald J. Kirkpatrick’s four-stage evaluation model which include:
• The Smile Sheet Evaluation – Did the user like the training?
• Testing – Did the user understand the information and score well on the
assessments?
• Job Improvement – Did the training help the user to do their job better and
increase performance?
• Organizational Improvement – Did the university or department increase
enrollments, student satisfaction, etc. as a result of the training?
Although all the four areas will be covered, it may be a two part survey. The first when
the initial WBT course is complete and covering The Smile Sheet Evaluation and
Testing. A later survey would be sent out covering the Job Improvement and
Organizational Improvement. Six months later would better evaluate whether or not a
faculty member felt more confident to use WebCT Vista in other courses or modified
their way of using WebCT Vista to include more tools or more enriched usage of the
tools. This would also help to evaluate as a result of their confidence the number of
courses they are using WebCT Vista in or have they applied to develop a course
completely online.

Can There Be Institutional Requirements?
Currently, all course sections taught at Marshall University are listed within WebCT
Vista. A mandate is not presently requiring faculty to have any part of their class online
so while we need to find ways to make participants feel that the investment is
worthwhile, the question of how is a little harder. Training research has shown over time
that in order for training programs to be a success five traits must be present:
• Adequate Motivation - Motivated participants are self-disciplined, organized, and
can plan well. The more exceptionally motivated participants excel in spite of
barriers inherent in their programs.
• Opportunities for Learners to Collaborate and Interact - Bringing participants
together in some kind of social interaction or getting groups to work together to
solve problems creates collaboration. Participants in online programs feel more
involved in the process, and learn more effectively, if involved in these types of
interactive collaborations.
• A Variety of Delivery Methods – By blending delivery methods the participants
learning styles are priority. There are three general categories of online training:
synchronous: includes such real-time interactive tools as chat, whiteboard, twoway voice, and application sharing. Asynchronous: includes facilitated
collaborative tools that participants can use at their convenience, including
discussion boards and email. Self-directed: non-collaborative and relies on the
participant completing coursework without feedback or interaction.
• User-Friendly Technology - Proper implementation and management of
technology is critical to the success of online learning programs. There are three
main technological roadblocks to keep in mind: 1) Accessibility to appropriate
technology. 2) The ability of the participant to use technology available to them.
3) The use of technology in program design, not focusing on the bells and
whistles of the technology.
• Active and Participative Instructors – No matter the type of learning involved
students need to feel as though they have a personal relationship with the
instructor. (Learning Circuits)

Blended Technical Elements
Elements that needed to be designed and created include the following four areas:
• Online materials, Flash and Adobe PDF tutorials, for both faculty and support
staff.
• Instructions and examples for Best Practices of utilizing tools in their own online
classroom environment.
• WBT courses for the Support Staff, both on the Help Desk and 24 hour lab center.
• Evaluation - including follow up questionnaires with faculty and support staff.

Core Activities
WBT course for Support Staff: This course will not only help to orient new help desk
support staff members to the in’s and out’s of the WebCT Vista system but is also being
incorporated to help them with the day to day aspects of their support jobs. This will
consist of information from networking to email from customer relations to trouble ticket
entry. Each topic will be broken up into a module and will be dependent on the previous
module. Assessments will be taken at the end of each module, upon scoring high
enough; the next module will be selectively released to the support staff member.
Similarly, the 24 hour lab center support staff will have a similar WBT course that will
not only orient them to WebCT Vista but also to the daily parts of their jobs.
WBT course for faculty based on Best Practices and Tool Usage: Since faculty members
are best at telling their own stories, this WBT course will consist of faculty course
examples and their own audio/video account for the tool usage, why they chose to use the
tool in that manner and the outcomes, beneficial or not and how they have adapted their
teaching from class feedback. This course would also include a discussion board area so
that not only can faculty members ask questions but vocalize their own tool usage
experiences.

Next Steps
Development of the FlipCards System: This system would consist of a series of cards on
a monitor mountable clip for faculty. The cards would be used as a quick reference to:
how to log into the WebCT Vista system, Help Desk operations, online tutorial
information and any supplemental information that would be university specific.
Monitoring and Evaluation: The use of the Flashlight surveys will help in the monitoring
and evaluation of content within the tutorials and WBT courses. This information will be
run in reports and be evaluated as to where change and or content updates need to be
made.
Utilizing feedback from both synchronous and asynchronous sessions: This feedback
will also help drive the way the online tutorials and WBT courses are updated and added
to over time to help keep the content current and utilize active interaction by the user with
the content within the modules, either by simulation or “read, click and follow”.
Finally, the addition of a faculty mentoring program: This program would pair faculty up
in similar pedagogy and learning areas. From there the faculty would be able to help one
another by way of best practices they have learned and tool usage in their courses.
Ideally, they could be added to a course and have access to discussion board postings.
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Abstract
How do we enhance the learning experience of graduate students in scientific writing, an
essential skill in their professional development? A special topics graduate course TPSS
711 “Scientific Writing for Graduate Students” was developed to address this need. Its
objectives were to help students develop, write, and revise a scientific paper; critically
evaluate their own writing and the writings of others; and become familiar with different
types of scientific publications. Course topics included the purpose of scientific writing;
organizing your writing; parts of a scientific paper; data analysis and growth analysis;
writing the content of a poster or oral presentation; newspaper articles and popular works;
extension publications; technical writing for the general public; thesis/dissertation
writing; a journal editor’s perspective; and reviewing a manuscript. Eleven TPSS
master’s students enrolled in TPSS 711. Students were in their second through fifth
semesters of their graduate programs. A student questionnaire showed no student had
submitted a manuscript to a peer-reviewed journal, had a peer-reviewed article published,
or had a newspaper, trade magazine, or popular work published. Only nine percent of the
students had a paper published in conference proceedings or presented a scientific paper
outside Hawaii, with only 18% having presented a paper in Hawaii. The instructor
encouraged active, hands-on learning through writing assignments, small group and class
discussions, in-class activities, and critiquing papers. As a course requirement, students
submitted an abstract and presented a paper (oral or poster) at our college’s annual
scientific symposium. On a scale of 1 (strongly disagree) to 5 (strongly agree), mean
scores of 20 University of Hawaii course evaluation questions ranged from 3.64 to 4.27
with an overall mean of 4.01. Thus, course evaluations and students’ comments indicated
this course was important and valuable in helping enhance the students’ learning
experience.
Introduction
Developing scientific writing skills is critical for the professional development of
graduate students (Poock, 2001). During their graduate programs, they are involved in

writing a research proposal, conference abstract, conference paper, thesis/dissertation,
and perhaps a peer-reviewed article (Ducheny et al., 1997). Writing skills will continue to
be indispensable during their careers for job applications, grant proposals, scientific
publications, and tenure and promotion.
To meet this professional development need, scientific writing courses have been
developed at other universities and colleges. The course Writing in Horticulture was
offered at Clemson University (Decoteau, 1997), Introduction to Scientific Writing at the
University of Colorado at Boulder (Krest and Carle, 1999), and Scientist as Writer and
Scientific Writing at Michigan State University (Rice, 1998). In addition, Advanced
Scientific Writing was taught at Michigan State University, Butler University, and
University of Montana (Rice, 1998).
A search through the catalog of the University of Hawaii at Manoa revealed there are
writing courses offered by other departments and colleges at the University. BOT
(Botany) 606 Graduate Research Skills includes writing scientific papers. ENG (English)
308 Technical Writing deals with writing about technical subjects for specialists and
laypersons. Written presentation of scientific results and material is dealt with in OCN
(Oceanography) 490 Communication of Research Results, and NHH (Natural Hawaiian
Health) 501 Scientific Basis of Medicine involves writing skills. However, these
University of Hawaii courses are generally discipline oriented with scientific writing
being only a part of these courses.
Course evaluations for a professional development series course, offered as TPSS 667
Graduate Seminar and TPSS 711 Special Topics (Peréz and Kobayashi, 2004), indicated
a need for a course in scientific writing. Scientific writing was not the focus and was only
touched upon as a topic in these courses. In the TPSS 711 course, only 15% of the
students had a peer-reviewed scientific article published. Thus, although scientific writing
skills are considered essential by the TPSS Department faculty and graduate students,
there is no formal department course covering this topic. A horticultural writing course
was offered years ago for the undergraduate students, but there have been no writing
courses for graduate students, specifically in scientific writing. As a result, there is a need
for such a course in our department and similarly in our college. The goal of this paper is
to describe a graduate course on scientific writing, which was offered for the first time in
the spring semester, 2005.
Methods
Course overview. A scientific writing course for graduate students was offered for the
first time in the TPSS Department at the University of Hawaii at Manoa in the spring
semester 2005. The purpose of this course was to provide a hands-on, active learning
experience for graduate students in scientific writing. Through writing assignments,
students learned how to write and critique scientific papers, scientific publications,
abstracts, posters, and scientific talks.

The course objectives were by the end of the course, students should be:
1. Able to develop, write, critique, and revise the different parts of a scientific paper.
2. Able to critically evaluate their own writing and the writings of others.
3. Familiar with the various types of publications for disseminating scientific
information.
4. Write and submit an abstract and present a paper at the CTAHR Student Research
Symposium.
During the fall semester 2004, initial planning of this course involved discussions with
several TPSS faculty about which topics could be covered. Additionally, the instructor
consulted with the University of Hawaii Manoa Writing Program for ideas and
suggestions on how to teach this course and possible writing assignments. These steps
were undertaken because the course was being offered for the first time. Communicating
with others in the field of writing is recommended for preparing to teach a writing course
(Stalnaker, 1978). The instructor also read books and articles about teaching scientific
writing (Stalnaker, 1978).
Two textbooks were used in the course—“How to write & publish a scientific paper”
(Day, 1998) and “The elements of style” (Strunk et al., 2000).
Course format. Offered on an experimental basis as TPSS 711 Special Topics, this twocredit course met twice a week for 50 minutes per class period. Each week a different
topic was presented using various teaching techniques—lectures, guest speakers, small
group discussions, class discussions, and in-class activities. In-class activities included
analyzing scientific papers, brief writing assignments, self-assessment of their writings,
and evaluation of other students’ writings.
The diverse topics included different parts of a scientific paper, data analysis, growth
analysis, and photographs (Table 1). Newspaper articles and popular works, extension
publications, technical writing for the general public, thesis/dissertation writing, a journal
editor’s perspective, and reviewing a manuscript were covered as well. Specialists from
the College of Tropical Agriculture and Human Resources (CTAHR) Office of
Communication Services and faculty from other CTAHR departments (Human Nutrition,
Food and Animal Sciences; Molecular Biosciences & Bioengineering) were invited to
speak to the class.
Topics covered in TPSS 711 were similar in part to those of other scientific writing
courses at other universities including thesis/dissertation writing and going from a
thesis/dissertation to a published article (Skelly et al., 2002).

Table 1. Topics and speaker affiliations for TPSS 711 Special Topics, a graduate course
on scientific writing at the University of Hawaii at Manoa. Speakers were from the
Tropical Plant & Soil Sciences (TPSS) Department, College of Tropical Agriculture and
Human Resources (CTAHR), and CTAHR Office of Communication Services.
Topics
Why write?
Organizing your writing
Scientific paper—Title, keywords, abstract
Scientific paper—Introduction section
Scientific paper—Materials and Methods section
Data analysis. Growth analysis.
Writing an abstract for a scientific conference.
Tables and figures
Tables and figures. Photographs.
Writing the content of a poster and an oral
presentation
Scientific paper—Results section
Scientific paper—Discussion section, Conclusion
section
Newspaper articles and popular works
Extension publications
Technical writing for the general public
Thesis/dissertation writing
A journal editor’s perspective. Reviewing a
manuscript

Speaker affiliation
TPSS course instructor
CTAHR Office of Communication
Services specialist
TPSS course instructor
TPSS course instructor
TPSS course instructor
TPSS course instructor
TPSS course instructor
TPSS course instructor
TPSS course instructor
TPSS course instructor
TPSS course instructor
CTAHR faculty
CTAHR Office of Communication
Services specialist
CTAHR Office of Communication
Services specialist
TPSS course instructor
CTAHR faculty

Major assignments. Writing assignments comprised the major portion of a student’s
grade. These assignments were developed to increase the students’ critical writing skills
and give them active learning experiences in these various topics. Moreover, students
Wrote and submitted an abstract for the CTAHR Student Research Symposium.
Developed and presented a talk or poster at the Symposium using PowerPoint.
Wrote a term paper (scientific manuscript) on their research.
Students were graded on writing assignments (50% of final grade), writing a final
scientific paper (25%), and their oral or poster presentation at the CTAHR Student
Research Symposium (25%). This symposium is an annual scientific conference at which
undergraduate and graduate students can present their research.

Student questionnaire. During the first class period, students completed a questionnaire
provided by the instructor (Table 2). Its purpose was to obtain background information
about the students but more importantly, to make them aware of some of their
responsibilities and expectations as graduate students.
Table 2. Student questionnaire for TPSS 711 Special Topics completed by the students
on the first day of class. Students responded yes or no to the first set of seven statements.
Questions
I submitted a manuscript to a peer-reviewed journal
I had a peer-reviewed scientific article published
I had a scientific article published in a conference proceedings
I had an article published in a newspaper, trade magazine, popular work, or other
publication
I wrote a thesis for a previous graduate or undergraduate degree
I presented a paper at a scientific conference outside Hawaii
I presented a paper at a scientific conference in Hawaii
Why are you taking this course?
Which scientific journals do you read regularly (e.g., Journal of the American Society
for Horticultural Science)?
Which professional organizations do you belong to? (e.g., American Society for
Horticultural Science)
Which trade magazines do you read regularly (e.g., FloraCulture International)?
After looking over the course syllabus, what additional topics would you like to see
covered in class?
Results and Discussion
Class demographic composition. Eleven TPSS MS students—eight women and three
men—enrolled in TPSS 711 Special Topics. Students were in their second through fifth
semesters of their graduate programs. Having so many MS students in a scientific writing
course was encouraging, especially since some were early in their graduate programs.
Although some students were in the third year of their graduate programs, it was
anticipated the course would help them in their thesis writing and subsequently in their
PhD programs. Surprisingly, no TPSS PhD students enrolled in the course; the reason for
this is not clear. It may be the PhD students have already had some experience in
scientific writing through writing their MS thesis or having previously published a
scientific paper.
Using e-mail, this elective course was advertised to TPSS graduate students only. The
course was not advertised to other graduate students in CTAHR or at the University of
Hawaii. This was done in an attempt to limit enrollment to minimize the amount of work

evaluating and grading the students’ writing assignments. Eleven students was a
manageable number of students to have in this course.
Student questionnaire. The results of the student questionnaire (Table 3) gave the
instructor valuable information regarding who the graduate students were, their
background, and their accomplishments while in graduate school. This information was
especially useful since this was the first offering of a scientific writing course in this
department.
Table 3. Results from the student questionnaire in TPSS 711 Special Topics. Values are
the percentages of students answering yes or no to a set of questions. n = 11 students.
Questions
I submitted a manuscript to a peer-reviewed journal
I had a peer-reviewed scientific article published
I had a scientific article published in a conference proceedings
I had an article published in a newspaper, trade magazine, popular
work, or other publication
I wrote a thesis for a previous graduate or undergraduate degree
I presented a paper at a scientific conference outside Hawaii
I presented a paper at a scientific conference in Hawaii

Yes
0%
0
9

No
100%
100
91

0
36
9
18

100
64
91
82

The high percentage of students who have not submitted a manuscript to a journal, not
had a peer-reviewed article or conference proceedings article published, and not
presented a paper at a scientific conference either in Hawaii or outside of Hawaii
provided much needed data (Table 3). No students had an article published in a popular
works publication. These findings reinforced the appropriateness of the topics covered in
the course and supplied information to help modify the course for the future.
Teaching methods and assignments. The instructor’s philosophy of having various
teaching techniques and a more active, hands-on learning approach was explained to the
students in the first class period. Typically, each week a different topic was covered in
one class period with the other period used for the students to critique their own and other
students’ writing assignments. In addition, other types of publications were evaluated.
Rather than merely listening to the instructor and guest speakers, students had take home
and in-class activities, which provided them an opportunity to discuss relevant issues
with each other in small groups and in-class discussions. The instructor believes students
can learn much from each other as they share and discuss their individual experiences.
This information helps supplement the instructor’s lectures, guest speakers, and reading
materials.

The writing assignments were writing intensive, and the instructor’s aim was not only to
make the students aware of these topics but to increase their writing skills. Surveys have
shown lack of writing skills is a serious shortcoming of graduates after a few years on the
job (Stanley and Higley, 2000). Small group discussions and small group projects helped
students work as teams, which is crucial as skills in teamwork are important (Stanley and
Higley, 2000).
At first, students were hesitant to critique each other’s writings in class. This is similar to
what was observed in other scientific writing courses (Rice, 1998). However, with the
instructor’s encouragement, students soon began to feel more comfortable evaluating and
expressing their opinions about the other students’ writings.
Having the students participate in the CTAHR Student Research Symposium was an
excellent idea. Several students remarked although at first they did not like the idea of
giving a presentation at the symposium, they were glad they did. A couple of students in
this course won awards at the symposium. Typically, participation by TPSS graduate
students in the symposium has been poor over the past 16 years compared to other
departments in our college. Requiring the class to participate increased the TPSS
Department’s involvement, resulted in awards for some students, and aided in the
professional development of the students.
Course evaluation. Course evaluations of TPSS 711 compared favorably with other TPSS
courses and courses offered in CTAHR (Table 4). Of the 20 questions, three had ratings
significantly less than other courses in the department and college. When comparisons
could be made, five questions were rated lower than 4.00 (agree) compared to four
questions for other TPSS courses and two questions for CTAHR courses.

Table 4. CAFE (Course and Faculty Evaluation) evaluation of TPSS 711 Special Topics.
Values are the averages of students’ answers to a set of questions. 1 = strongly disagree, 2
= disagree, 3 = neutral, 4 = agree, and 5 = strongly agree. For TPSS 711, n = 11 students.
For other TPSS courses, n ranged from 15 to 58; for CTAHR courses, n ranged from 17
to 2,368 students.
Questions
Instructor demonstrates knowledge of course contents
Instructor fulfilled the goals of the course
Instructor communicates effectively
I developed skills needed by professionals in this
field
This course was helpful in developing new skills
I learned a lot in this course
In general, the course was well organized
The instructor broadened my understanding and grasp
of the subject
The course materials (texts, handouts) make a
valuable contribution to the course
Class assignments provided an effective aid for
learning the subject matter

TPSS
711
4.27
4.27
4.09
4.09

Other
TPSS
courses
4.64
4.28
3.98
4.03

Other
CTAHR
courses
4.62
4.51
4.36
4.29

3.91*
4.09
3.91
3.64*

4.07
4.40
3.70
3.82

4.38
4.44
3.81
4.20

3.73

3.88

3.85

3.64*

4.15

4.22

I learned to recognize quality work in this field
4.27
4.47
I developed more confidence in my ability to
communicate effectively through writing
4.09
4.01
The course made me think hard and carefully
4.27
4.47
I helped my classmates learn
3.73
3.96
Feedback from other students about my written work
was valuable
4.18
The small group sessions helped me learn more about
writing
3.91
3.77
One real strength of this course is the classroom
discussion
4.09
3.35
The course was a valuable contribution to my
4.18
4.26
education
The guest lecturers addressed issues relevant to the
4.18
4.17
course
The assigned readings significantly contribute to this
3.73
4.17
course
* = significant difference at 5% level (t-test).
- = instructors of other TPSS courses or courses in CTAHR did not specify this question
in their course evaluation. Thus, no comparison with TPSS 711 was possible.

Conclusions
Students commented the course was a valuable learning experience and helped prepare
them for graduate school and beyond. Through writing assignments, students learned
how to write and critique scientific papers, scientific publications, abstracts, posters, and
scientific talks. The course provided a diverse learning experience through hands-on
activities. This course also provided the students with what has been called the hallmarks
of education—critical thinking and writing skills (Higley and Stanley, 1997).
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Abstract
Typically, in courses dealing with crop physiology, students use a textbook and/or read
scientific journal articles. Depending on the course, there may also be a laboratory
section to supplement the lectures. This arrangement, though effective, is lacking. The
use of computer simulation has the potential of enhancing student learning through the
quantitative understanding of crop physiological processes. Computer simulation was
initially used in the graduate course TPSS 601 Crop Modeling using the simulation
language CSMP (Continuous System Modeling Program) on a mainframe computer and
BASIC (Beginner's All-purpose Symbolic Instruction Code) on a PC. Later, the computer
simulation-based model-building program STELLA for PCs was used. STELLA was
subsequently introduced into other TPSS courses including the undergraduate course
TPSS 491 Experimental Topics and the graduate course TPSS 674 Plant Growth and
Development. With computer simulation being an integral part of TPSS 601 Crop
Modeling, a substantial number of lecture and lab periods were devoted to teaching
students the simulation language CSMP. Conversely, rather than having students learn
another programming language BASIC, students ran BASIC models that were already
typed in for them. When PCs became more powerful and an array of computer simulation
languages became available, a simulation language called STELLA was used. As with
CSMP, students were taught how to program in STELLA. However, instead of writing
lines of program code as with CSMP, students first developed STELLA relational
diagrams that showed the main components of the system and the relationships among
these components as well as the environment. STELLA’s ease of use resulted in it being
introduced into other courses besides TPSS 601. Since there was no time to formally
teach students the intricacies of STELLA in these courses, brief notes highlighting the
use and features of STELLA were handed out to students. In conclusion, the
incorporation of computer simulation into courses dealing with crop physiology enhanced
student learning. It gave students a deeper, quantitative understanding of crop
physiological processes and a practical hands-on way to dynamically visualize how
complex systems work.

Introduction
Traditionally, students learn about crop physiology through textbooks, scientific articles,
and laboratory assignments. To enhance their learning experience, students need to
pursue the quantitative study of crop physiology. Physiological processes and growth
relationships can be expressed quantitatively by equations. These equations, in turn, can
be used in simulations of crop growth and development to illustrate to students how crops
grow and to investigate the different factors and relationships affecting crop growth.
Computer simulation has been used in teaching (Brown, 1999) and in helping enhance
the learning by students in various disciplines such as biology (Muir and McCune, 1993),
evolution (Kokol et al., 2005), and economics (Porter et al., 2004). To study
environmental properties and processes, Ramasundaram et al. (2005) developed an
environmental virtual field laboratory, a computer-aided instructional tool to expand the
effectiveness of learning. A computer-mediated simulation program increased students’
learning outcomes in biology (Kiboss et al., 2004). Huck and Hoeft (1994) built a
computer model characterizing the balance of soil-plant nitrogen that allows students to
see the likely consequences of different biological and weather-related parameters. A
generic plant growth simulator, OWSimu is a convenient tool for researchers, teachers,
and students to use in the general study of plant growth (Pan et al., 2000).
A search through the online catalog of the University of Hawaii at Manoa (UH 2005-06
Catalog) revealed those courses offered by departments and colleges at the University
that include computer simulation and modeling (Table 1). These courses, however, are
often discipline oriented and do not focus on crop simulations. The purpose of this paper
is to describe how computer simulation was used in several TPSS courses to enhance
student learning of crop physiology.
Methods
Description of TPSS courses. Computer simulations have been used in several TPSS
courses. TPSS 601 Crop Modeling is a graduate course covering the principles of
modeling crop growth and development, model types, techniques, and simulation. It
encompasses modeling the influence of climate/environment on the phenology, growth,
and development of horticultural crops. First developed in 1983, TPSS 601 is offered
alternate years.
TPSS 491 Experimental Topics “Computer Applications in Horticulture” was offered in
the spring semester, 1998, with the aim of examining the various ways computers are
used in horticultural production, research, extension, and business. Computer models and
simulation was one of ten topics covered in this course. TPSS 491 was offered on an
experimental or trial basis.
Offered in the fall semester, 2003, TPSS 491 Experimental Topics “Computer
Applications, High Technology, and Robotics in Agriculture” looked at the diverse ways

computers, high technology, and robotics are used in agricultural production, research,
extension, and business. Computer models and simulation was one of ten topics covered
in this course.
TPSS 674 Plant Growth and Development is an alternate year graduate course dealing
with a wide range of topics in crop physiology. Three instructors, including myself, team
teach it with each instructor using a different teaching approach. One instructor teaches
based on genes and molecular biology. Another takes a whole plant approach
emphasizing plant hormones. At the whole plant level, I introduce computer simulation
and modeling to help improve student understanding of the quantitative aspects of plant
growth and development. My topics include environmental signals, shoot system, apical
dominance, leaves, plant growth analysis, phenology, and dormancy.
Simulation languages used in TPSS courses. When initially offered, TPSS 601 Crop
Modeling required students to do their computer simulation assignments using the
simulation language CSMP (Continuous System Modeling Program) on an IBM
mainframe computer. A fair amount of laboratory time was devoted to teaching the
students how to program in CSMP, which entails writing lines of code similar to the
programming language FORTRAN (Formula Translation). The programming language
BASIC (Beginner's All-purpose Symbolic Instruction Code) was also used in this course.
Later, CSMP was replaced by the simulation language STELLA (isee systems, inc.,
Lebanon, NH). STELLA was also used in TPSS 491 Experimental Topics and TPSS 674
Plant Growth and Development.
Course assignments. Since TPSS 601 Crop Modeling is devoted to modeling crop
physiological process, more time was spent on teaching students how to program and use
the simulation languages CSMP and STELLA. Class assignments required students to
also use the statistical program SAS (SAS Institute, Inc., Cary, NC) to derive regression
equations for use in crop simulations. Increasingly complex simulation assignments were
given through the semester.
However, because computer simulations and models were just one of several topics
covered in TPSS 491 Experimental Topics, the assignment was relatively simple—
exponential growth. Since there was no time to go into detail on programming with
STELLA, a handout on quick tips on how to use STELLA was given to the students.
Similarly, in TPSS 674 Plant Growth and Development, the STELLA tips handout was
given to students, but there was no time to discuss STELLA in detail. For both courses,
scientific articles relating to crop models (Hoogenboom et al., 1992) were given to the
students.
Student surveys. To determine the students’ familiarity with the topic of simulation and
modeling, pre- and post-student surveys were completed by students in TPSS 491 in the
fall semester, 2003, at the beginning and end of the semester.

Results and Discussion
TPSS courses. TPSS 601 Crop Modeling, by its nature, gave the students a deeper
understanding of the quantitative aspects of crop physiology. Although a textbook was
not used in this course, students read scientific articles about crop physiology and crop
modeling. It would have been difficult to teach this course without using computer
simulation, which is the heart of crop modeling. Thus, extensive use of computer
simulation enabled the students to investigate crop growth and development under a wide
range of conditions. They were able to determine which components in a system were
important and the relationships (equations) between the components.
The introduction of computer simulation in TPSS 491 Experimental Topics afforded the
students a unique opportunity of being exposed to this aspect of horticulture. Typically,
students would not have had this experience because computer simulation is not used in
other TPSS undergraduate courses. Because TPSS 491 covered a wide range of topics,
only one class period could be devoted to simulation and modeling. Thus, students did
not get in-depth experience with crop simulation.
When I first became part of the instructional team, crop simulation was not part of TPSS
674 Plant Growth and Development. Nevertheless with my experience with TPSS 601
Crop Modeling, I saw an opportunity to introduce computer simulation in this course,
thereby giving students needed experience they would not have had had they not taken
TPSS 601. Because this course has no laboratory section, there was inadequate time to
teach the students the intricacies of developing STELLA models.
Simulation languages. Simulation languages are design to more easily carry out
simulations and reduce the amount of programming by the user. They have the necessary
subroutines and functions to handle the calculations required in a simulation. In 1983,
CSMP was selected for use in TPSS 601 Crop Modeling because it was commonly used
for crop simulations and was similar to the GASP IV simulation language (Pritsker,
1974) I used in graduate school. At that time, mainframe computer use was common
because PC development was still relatively new.
As PCs became more powerful and simulation software was developed for them, I switch
to STELLA, first on the Macintosh then later on the PC. STELLA was more user friendly
with its pull down menu and relational diagram approach compared to CSMP or BASIC.
One outstanding feature of STELLA was students have to “map” out the system they
were studying using a relational diagram. They had to be able to identify the important
components and the relationships between the components (expressed with equations).
CSMP or BASIC did not afford this feature. In addition, CSMP, because it ran on a
mainframe computer, required funds for computing time and paper supplies and separate
accounts for each student. The strengths and weakness of each simulation language are
shown in Table 2.

Course assignments. Simulation assignments ranged from introductory to in-depth,
depending on the course. For the TPSS 491 Experimental Topics courses, computer
simulation was only touched upon with a single simulation assignment using STELLA.
On the other hand, with my covering about a third of the lectures in TPSS 674 Plant
Growth and Development, more assignments were given. In TPSS 601 Crop Modeling,
students were exposed to more complex models and simulations.
A key advantage of using computer simulation is the ability to study processes in space
and time that cannot be provided for or done in a real world situation (Ramasundaram et
al., 2005). Using simulations, crops can be “grown” in the computer under various
environmental conditions to study their effects without actually growing the crop. A new
interactive learning tool (visual simulation) for teaching natural selection and origin of
random variations enabled students to investigate crossover, mutation, selection, and the
influence of the environment (Kokol et al., 2005). The OWSimu plant growth simulator
is currently able to simulate plant growth for more than a dozen crops and weeds under
Illinois weather and three typical soil conditions (Pan et al., 2000).
Student surveys. In TPSS 491 Experimental Topics, a pre- and post-student survey for the
topic computer models and simulation showed the students’ familiarity with the topic
increased from 1.45 to 4.00 (n = 8 students). Students rated their familiarity with the
topic using 0 = not familiar with topic, 1 = little familiar, 2 = minimal familiarity, 3 =
adequate familiarity, 4 = somewhat familiar, and 5 = thorough knowledge and good
understanding of the topic.
Course evaluations. CAFE course evaluations of TPSS 601 Crop Modeling and TPSS
491 Experimental Topics showed these courses were well received by the students (Table
3). CAFE course evaluations were not done in TPSS 674. The set of questions were not
the same for each course or for each time TPSS 491 was offered. “Audiovisual materials
(or computers) were adequate and used appropriately” had a score of 4.63 for TPSS 491
(Table 3). For TPSS 601, “Laboratory was a valuable part of this course” had a score of
4.50. “Class assignments provided an effective aid for learning the subject matter” had
scores of 4.50 and 4.13 for TPSS 601 and TPSS 491, respectively.
Conclusions
The use of computer simulation of crop physiological processes enhanced student
learning of crop physiology and horticulture. Hands-on experience performing
simulations exposed students to an alternative method of studying crop physiology and
deepened their understanding.
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Table 1. University of Hawaii at Manoa courses and their content related to computer
simulation (UH 2005-06 Catalog).
Course
BE 401 Microcomputer Use in
Biosystems
BE 481 Senior Engineering Design
BE 622 Experimental Methods in
Cause-Effect Modeling
BE 638 Biosystems Modeling
BE 648 Biosystems Simulation
BOT 652 Population Biology
MBBE 621 Metabolic Engineering
NREM 660 Hydrologic Processes
in Soils
NREM 680 Forest/Agroforest
Ecosystem Analysis
TPSS 342 Agribusiness DecisionMaking
TPSS 460 Soil Plant Environment

TPSS 680 Geospatial Analysis of
Natural Resource Data

Content related to simulation
Expert system models
Modeling and simulation
Experimental designs appropriate to building and
testing multi-variable behavior relationships
Developing system models, characteristics of
important agricultural system models
Discrete and continuous simulation models
Population models, computer simulation
Systems biology framework for integration of
mathematical modeling
Hydrologic properties key parameters required for
modeling
Productivity nutrient cycling, biodiversity, trophic
interactions and interactions of processes will be
examined using computer models
Model formulation and solution
Use of crop models to simulate effects of planting
date, plant spacing and density, fertilizer rate,
rainfall or irrigation, and daily weather on crop
yield and farm income.
State-space modeling

BE = Biosystems Engineering, BOT = Botany, MBBE = Molecular Biosciences and Bioengineering,
NREM = Natural Resources and Environmental Management, TPSS = Tropical Plant and Soil Sciences.

Table 2. Characteristics of several computer languages used in TPSS 601 Crop
Modeling, TPSS 491 Experimental Topics, and TPSS 674 Plant Growth and
Development courses.
Computer
languages
CSMP

Strengths
Well-known simulation
language
Commonly used for crop
models

Weaknesses
Runs on an IBM mainframe
computer
Needs computer funds and
accounts for students
Requires students to learn
programming
Poor graphing capability

BASIC

Well known programming
language
Crop models are available
Runs on PCs

Requires students to learn
programming
Poor graphing capability

STELLA

Runs on PCs
Relational diagram approach
The forms of the equations
are easily handled

Expensive
Graphing capability barely
adequate

Table 3. CAFE (Course and Faculty Evaluation) evaluation of TPSS 601 Crop Modeling
and TPSS 491 Experimental Topics. Values are the averages of students’ answers to a set
of questions. 1 = strongly disagree, 2 = disagree, 3 = neutral, 4 = agree, and 5 = strongly
agree.
TPSS
6011
4.50
4.50

TPSS
4912
4.38
4.38

TPSS
4913
4.75
-

4.50

3.88

-

4.50

4.88

4.63

I learned to identify main points and central issues in
this field
I learned a lot in this course
I gained a good understanding of concepts/principles
in this field
I have become more competent in this subject area
during this course
I deepened my interest in the subject matter of this
course
I felt that this course challenged me intellectually
I enjoyed this course

4.50

-

4.25

4.50

4.25
-

4.38
-

4.50

-

-

-

-

4.13

-

3.50
4.38

4.25
4.38

The course was a valuable contribution to my
education
The course has significantly increased my knowledge
and interests
This course was helpful in developing new skills
The course was well-organized in terms of continuity
and presentation

-

-

4.38

-

4.00

4.50
-

4.38

-

-

-

4.63

4.50
4.50

-

4.13

-

4.38

4.25

-

4.25

3.71

Questions
Instructor demonstrated knowledge of course contents
Instructor was able to explain concepts clearly and
effectively
Instructor stressed important points in
lectures/discussions
Instructor fulfilled the goals of the course

Audiovisual materials (or computers) were adequate
and used appropriately
Laboratory was a valuable part of this course
Class assignments provided an effective aid for
learning the subject matter
Student presentations significantly contributed to this
course
The assigned readings were instrumental in the
development of my knowledge of the subject matter
1

= offered fall semester, 2002. n = 2 students.
= offered spring semester, 1998. n = 8 students.
3
= offered fall semester, 2003. n = 8 students.
2

Inquiry across the Curriculum
Konecki, L., VanAntwerp, J., Schiller, E., Cooley, R., Joseph, J., & Joseph, E. (2005).
Grand Valley State University, Grand Rapids, MI 49504

Overview (Dr. Loretta Konecki, Grand Valley State University, College of Education, Grand Rapids Michigan
49504 koneckil@gvsu.edu 616 331-6652)
Learning is the bottom line for education. With an expanding knowledge base both in content disciplines and
in our understandings of teaching and learning processes, it is incumbent upon all educators to continually
communicate their new knowledge with their peers. Inquiry strategies we have used and learned through
partnerships and learning communities with urban teachers provide the basis for this paper.
Inquiry involves close examination of a question, problem, issue or topic and seeks information that can be
used to promote greater understanding and problem solving. Active inquiry is included in the national science
education standards. “In a full inquiry students begin with a question, design an investigation, gather evidence,
formulate an answer to the original question, and communicate the investigative process and results” (National
Academy of Science, 1996). This perspective is shared by the National Council of Social Studies in their
standards which suggest that “By examining questions and issues raised historically and contemporaneously
resulting from scientific inquiry and technological applications, learners can be better prepared to make informed
decisions as citizens about individual choices and policy alternatives that face society” (National Council for the
Social Studies, 2000). In 1996, the Exploratorium brought together educators from a variety of fields and asked
them to write a page on their definition of inquiry. From their descriptions, it became evident that inquiry or an
individual’s search for understanding and means of answering questions and solving problems permeates all fields
and is appropriate in all aspects of the curriculum. This has been our observation as well.
In much of our work we have used the 5-e model enhanced by Roger Bybee at BSCS (1997) and its adaptation
by the Grand Rapids Public Schools for use as an instructional model in middle and high school classes. The five
components of this cyclical model include: engage, explore, explain, elaborate, evaluate. Appendix A includes a
copy of this framework and an example of a sample lesson plan used for teaching 9th grade civics.

Inquiry in Writing and Reading across the Curriculum
English, reading and writing often are not associated with inquiry. However, we have found that inquiry is an
appropriate tool for use in better understanding literature, text and the writing process. In addition, reading and
writing often are part of inquiry processes used in all subject areas. The Grand Rapids instructional model
encourages the use of reading, writing and technology when using the 5-E instructional strategy.
Inquiry strategies involve teachers and learners in asking questions, gathering data, making sense out of the
information, testing it, sharing it with others, applying it in the “real world” and reflecting on what they have
learned and how they have learned it. Using such strategies to build standards-based inquiry teaching strategies,
teams of teachers from urban schools have developed lessons, units and assessments. This program indirectly
fostered leadership skills in the participating teachers in each of the buildings. As part of this program, it became
evident that teachers needed additional background in standards and content, teaching by inquiry, using inquiry
resources, applying inquiry across the curriculum and expanding ways of assessing learning. Thus, this session
will demonstrate how we have addressed these needs while consistently relating them to the 5 E inquiry strategy
both in subject areas and across the curriculum.

Encouraging Student Inquiry: Combining the Study of Literature, Geography, and History
(Dr. Jill VanAntwerp, English Department, Grand Valley State University Allendale, Michigan 49401
vanantwj@gvsu.edu)
“In America, one can go from kindergarten through graduate school without ever having taken a geography
course” (Wilson). The result is many people in this country are geographically illiterate. These are the thoughts
of geographer H. J. deBilj, best known as the former geography editor for ABC’s “Good Morning America.”
While many universities do not have geography departments or do not prepare geography teachers in the
departments they do have, Grand Valley State University has a thriving geography department and students who
seek an endorsement to teach geography. Nonetheless, with NCLB legislation making it difficult for teachers to
teach multiple subjects, educators must work to prevent this important body of knowledge from disappearing from
the curriculum.
While English and Language Arts teachers cannot solve the problem of fewer geography courses or certified
teachers, they can contribute to geographic literacy within their units of study, particularly during the study of
novels. I believe that including historical and geographical references within the study of literature not only
makes the literature more accessible and interesting to the students, but it will add to the students’ cultural
literacy, global literacy, and integrated knowledge of the world around them. Students should see the
interdisciplinary connections in the books they read in English class to more fully engage with the literature. I
believe that students will be more willing to explore the background history and geography of each novel as they
begin to engage with the characters and the plot. In turn, as the place and time come alive and help the reader to
picture the scenes in the books, the reader becomes more engaged with the plot and characters.
Further, it has been suggested that lack of background knowledge is one reason why many students do not find
pleasure in reading. If students aren’t helped to know about the location of the action in a novel, if they cannot
form vivid pictures of the scenes they read, and if they lack background knowledge about historical events that
might motivate a character, then these young readers may abandon or dismiss a book from which much could
have been gained.
For these many reasons, we owe it to our students to enrich their education with opportunities for
interdisciplinary inquiry.
I recently assigned John Steinbeck’s The Pearl to a group of Michigan college students studying to be high
school and middle school teachers. Some had read the novel in their own school days, but others were reading it
for the first time. On the day that we were to discuss the novel, I began by asking the students to write down
where in the world the novel took place. While at least half could answer Mexico, and some even knew it was
Baja California near the Mexican city La Paz, others answered Spain and California, and one even answered
Florida. Students indicated during our following discussion that if they had known the right country, it would
have changed the impressions they were drawing about the characters and the plot.
The same kind of mistake often happens when The Old Man and the Sea is studied. Many students think that
the story takes place in Florida because the old man is fishing in the Gulf and he mentions U. S. baseball teams. It
is not common knowledge among younger generations that Cuba was once used for spring training camps by U.S.
baseball teams. When references to “the glow of Havana” are pointed out, a few say they thought that Havana
was near Miami. Even some who know that Havana is in Cuba merely thought that it didn’t seem unusual that the
old man could see the lights of Havana, Cuba from Florida.
We often have images that are lodged in our brains that are incorrect, based on half-hearing news reports,
watching television, quickly reading magazines and newspapers, and listening to conversation. While students
might have known better the areas they were unfamiliar with if they had lived in the regions of the United States
near Mexico or Cuba, students who do not have a geographic familiarity with the areas they are studying will find
comprehension a greater task. No matter why they have a lack of geographic knowledge, not knowing about the
settings of the novels they read can significantly change the experience that students have when reading them.

Geography and history should be important components literature study. Students can combine research,
writing, and reporting on historical aspects and implications along with their study of the novels. Studying maps
and pinpointing the action of a story is a way of making the scenes come alive. Further research into locations can
help the students form the mental pictures that are so important to comprehension. And, as stated above, while
engaging more deeply with the literature, the student is adding to his or her store of knowledge of geography and
history.
Literature has traditionally been used to teach certain aspects of history. Many people trace their first
knowledge about the history of the Salem witch trials back to a study in high school of Arthur Miller’s The
Crucible. While students usually study the Holocaust during high school history, they already have been
introduced to the topic while reading excerpts from The Diary of Anne Frank or Elie Wiesel’s Night. There are
many more examples, however, of texts that naturally suggest further inquiry into history and geography topics
related to the text.
One kind of book that is a natural for the study of settings is the journey book. In the annotated bibliography
that follows, I have listed several books that younger students enjoy that involve a journey that they can trace on a
map. This list includes Christopher Paul Curtis’s books The Watsons Go to Birmingham—1963 and Bud, Not
Buddy. Curtis is a Michigan native, and so the journey in each book begins in his hometown of Flint, Michigan.
Bud, Not Buddy ends in my neighborhood, Grand Rapids, Michigan, while the journey of the Watson family takes
them to Birmingham, Alabama. While the fictitious Watsons are in Birmingham, a searing piece of U.S. history
is portrayed: the bombing of the Sixteenth Avenue Baptist Church that took the lives of four teenage girls. This
journey involves both geography and history and has many lessons to teach the student who does research and
goes to the trouble to inquire about the geography and history against which the story is told.
Other books for young adults that involve a journey include Frances Temple’s Grab Hands and Run, Jean
Craighead George’s Julie of the Wolves, and Sharon Creech’s Walk Two Moons. Older students can relate to the
journeys in Barbara Kingsolver’s The Bean Trees, Mark Twain’s Huckleberry Finn, Joseph Conrad’s Heart of
Darkness, John Steinbeck’s The Grapes of Wrath, Geoffrey Chaucer’s The Canterbury Tales, Charles Dickens’ A
Tale of Two Cities, Hermann Hesse’s The Journey to the East, and, of course, Homer’s The Odyssey.
Many literature anthologies are now including sections labeled “A Clash of Cultures” to help students
understand the conflicts that may have led to the problems written about in the literature. An example of such
conflict is in the poem “Thoughts from Hanoi” by Ngyuen Thi Vinh. The students can research the Viet Nam
conflict and look at world maps to see where Viet Nam is. After studying the reasons for the Viet Nam war and
the on-going conflict that resulted in the split between North and South Viet Nam during the war, students will
better understand the poem as well as the U. S. involvement in that conflict. One group of high school World
Literature teachers I observed taught a unit which included “Thoughts From Hanoi.” Other selections focused on
cultural clashes in Korea, South Africa, and India. The students were divided into groups to research each conflict
and made presentations in front of their classmates. After making these presentations, the students found that
their study of the literature took on more meaning, and they were better able to respond to the mood, conflicts, and
tone of each piece of literature. At the same time that students are using their textbooks for such studies, they can
read supplementary literature. Novels that could be used as supplements to the study described above are Alan
Paton’s Cry the Beloved Country, Sheila Gordon’s Waiting for the Rain, Tim O’Brien’s The Things They
Carried, Kamala Markandaya’s Nectar in a Sieve, and Herman Hesse’s Siddhartha.
One book that is popular with middle school students is Laurence Yep’s Dragonwings. Set in San Francisco
beginning in February 1903, this Newbery honor book depicts the lives of Chinese-Americans in the early 20th
century. The story begins as eight-year-old Moon Shadow Lee learns from his cousin Hand Clap that his father
has decided that he should join him in San Francisco and help in the family-run laundry. Told in first-person
narrative, Moon Shadow recounts their problems with prejudice, as well as the kindness of uncles and cousins.
Those who have read this novel and many who can guess by the place and date, will know that it covers the 1903
earthquake in San Francisco. Using this novel, students can be given many lessons on the geography and history
of California and San Francisco. Many sources online tell of the problems encountered by the immigrants and
Chinese-Americans. Chinatown was heavily damaged in the quake. Since Moon Shadow relates incidents of
discrimination, it might be informative for the students to look at real newspaper articles from the time as well as

at maps of the area most damaged. Thus Yep’s book can be one that informs students, educating them about the
history of San Francisco’s Chinese-Americans, some of the prejudice they encountered, and the problems
citywide after the earthquake. Other novels that can be used to help students understand Chinese history and
immigration are April and the Dragon Lady, The Examination, and Forbidden City. In addition, students can
study the geology of the area, discussing why San Francisco is more susceptible to earthquakes than other parts of
the U.S. This can lead to a study of recent earthquakes. If students are allowed to follow a line of inquiry on their
own, they can branch off into studies of emergency response, socio-economic conditions that affect victimization,
and world politics.
Older students can also benefit from an understanding of Chinese geography and history. Six suggested novels
are The Crazed, The Joy Luck Club, Red China Blues, A Single Pebble, The Dragon Village, and Wild Swans. As
always when considering novels written for a general audience, teachers should examine them to make sure they
are appropriate for their students. Students who read these novels should be prepared to study a long and vivid
history and a geography that is a picture in contrasts. The teacher might begin by dividing the students into
groups and providing them with historical incidents to research. Each group could read one of the novels, and
could then make a timeline of historical events in the novel. Through book talks, literature circles, jigsaw
activities, and small group and large group interaction, students can consider how their novels compare and
contrast.
I have included two other groupings in the bibliography in Appendix B. The first involves several young adult
novels from the Middle East. With the Middle East so much in the news, it is imperative that our young students
learn the geography and history of this region. Through this set of novels, students can be introduced to vivid
characters while they learn the cultures, history, religions, and geography of the area. While the war against
terrorism is waged in Iraq, our students many hear comments that make them fearful and distrustful of the many
people who live in the region. Many students perceive the people of the Middle East as enemies and have
irrational fears of peoples of many nationalities. If we are to become a world where understanding brings peace,
we have to be part of the solution. Teaching our students through the novels they read is one very significant way
to teach about the area.
A second set of young adult novels studies an area closer to the U.S. These novels are set in the north, Alaska
and Canada. While our students know that Alaska is one of the fifty states and Canada a large country on the
northern border of the United States, unless they are from Alaska or one of the Canadian provinces, they are often
woefully ignorant of the geography of either. Most U.S. students cannot name the Canadian provinces. Many
have no idea how big Alaska is. Many U.S. students think that anything north of the U.S., like the Artic, is
covered with ice and snow. It is imperative that we dispel this ignorance of the land just north of our borders.
There are many ways that students can inquire about geography and history as they study novels. The internet
has allowed us to study geography and history in ways that we never could before. Teachers who have the
capability of taking advantage of these resources will be able to provide supplements to their teaching that will
educate and enrich the students. The information and visuals available will aid in the visual imaging that we are
encouraging as students read.
Local resources, however, are especially important, too. Museums in larger and smaller cities provide not only
local history but regional and national history. Many communities across the United States in addition to
Washington D.C. have a Holocaust Museum. Often associates with the museum can provide names of survivors
willing to come to classrooms to tell their stories. One teacher of my acquaintance was amazed to find that the
survivor she was introduced to at the Holocaust Museum in Southfield, Michigan was in the camp her father’s
division had liberated in World War II. The reunion of these two men was without description emotionally. My
friend had them come together to her classroom. These kinds of classroom visitors are in every community
waiting to be sought out and invited to tell the stories that will bring the novels alive.
Alongside the novels should go the non-fiction books. One pair that can relate is Kim-Kimi by Hadley Irwin
and Farewell to Manzanar by Jeanne Wakatsuki Houston and James D. Houston. The Houstons describe
Jeanne’s experience in the internment camps during WW II. Irwin’s story is fiction, but she describes her
character’s reaction to finding out about the internment camps. The internment camps are also depicted in

Graham Salisbury’s Hawaii-set young adult historical fiction Eyes of the Emperor, and in Cynthis Kadohata’s
Newbery award-winning young adult novel Kira-Kira. Many museums have displays giving the history of the
camps and the war, and innumerable websites add to the information.
Wild Swans: Three Daughters of China is a non-fiction memoir that can take its place alongside novels like
Amy Tan’s Joy Luck Club or Yuan-Tsung Chen’s The Dragon’s Village.
I have done a similar project using thematic units. In one unit with the topic of oppression, the students read
Solzhenitsyn’s One Day In the Life of Ivan Denisovich, Chinua Achebe’s Things Fall Apart, and Richard
Wright’s Native Son. The history that was studied was the USSR under Stalin, the European partition of Africa
and the work of missionaries at the turn of the century, and the civil rights movement in the United States. The
geography that was studied were the many locations in the U.S. where important happenings in the civil rights
movements were played out, Russia and the U.S.S.R., and Nigeria and the African continent. Students selected
research topics after reading the three novels. The topics covered the broad spectrum of the three areas of study,
but focused on oppression, and answered “who?” and “why?” about the oppressed and the oppressor. Poetry and
short stories were added to broaden the topic. Students spent time discussing the issues in the literature and
comparing the times and places.
The ways I have given to enrich students’ study of literature, to add to their history and geography education,
and to provide them a more integrated view of their topics of study are only the beginning of what can be done.
The limits are only the limits of a teacher’s time and creativity.

Inquiry in Science (Dr. Jann Joseph, Integrated Science and Biology, Grand Valley State University,
Allendale, MI 49504 josephj@gvsu.edu)
Inquiry is the basis of science yet many teachers teach science using a book or rote experiment approach.
Children have questions from the time they are very young. An inquiry approach to teaching science fosters the
inquisitiveness of students while giving them ways to collect and make sense of data by exploring options and
interpreting results in ways that explain what they are observing. Sample 5-e lessons developed and used by
classroom teachers and college professors will be shared.

Inquiry in Social Studies (Dr. Edwin Joseph, Geography and Planning & Dr. Richard Cooley, History and
Social Studies, Grand Valley State University, Allendale, MI 49501) josephe@gvsu.edu

cooleyr@gvsu.edu )

How can students in social studies inquire? Social studies requires that students inquire into problems and
issues within their communities, states, nation, and internationally. Social studies is not just dates and names. It
involves learning about the problems and issues behind those dates and names and how past decisions can inform
issues and problems of today. By identifying problems and using GPS equipment, students and teachers can
identify the scope of problems in their own areas and apply their results and insights to greater issues in the state,
nation and world. (See the example of a 5E social studies lesson plan in Appendix A.)

Inquiry in Mathematics (Dr. Ellen Schiller, College of Education, Grand Valley State University
schillee@gvsu.edu 616 331-7126)
I teach graduate level courses in science and mathematics methods for elementary and middle school teachers.
Over the years I have observed an interesting phenomenon. While almost all teachers readily agree that inquirybased science instruction is a huge improvement over the mundane, textbook-based, didactic instruction they
experienced as students, many teachers are slow to accept that the same is true for mathematics instruction.
Teachers seem to feel that what was good enough for them is good enough for their students. They often see
nothing wrong with the traditional drill-and-skill, algorithm memorizing approach they grew up with. In my math
methods class we engage in group work with manipulatives, problem solving exercises, and discussions that focus
on the inquiry method. Teachers love the class, and I often wonder how well they would like it and how much

they would learn if I switched to a lecture based format. It doesn’t take long to win them over to the inquiry
approach, but there must be many teachers out there who remain convinced that the traditional methods are best.
In graduate school I had the good fortune to work with Dr. Magdalene Lampert, a nationally know scholar in
the field of mathematics education. During the time she was at Michigan State University, she worked
extensively with the Spartan Village School, an on-campus elementary school for the children of MSU students
living in married housing. She taught math on a daily basis to a class of fourth graders, and videotaped her
teaching for research purposes and to share with her graduate students. I was fascinated as I watched her students
engage in problem-solving, sharing and justifying their work with their peers as they made comments such as, “I
disagree with your conjecture. I think…”. At the time I was also teaching fourth grade, and I adapted her
techniques to my own classroom. It was wonderful to see the level of engagement in my urban students, and I
remember one of my most powerful teaching memories came when a particularly bright student said to me, “This
is the first time I’ve ever really learned math. All my other teachers just had us do problem after problem in the
book.”
These experiences occurred in the early 1990’s, the same time the National Council of Teachers of
Mathematics published Professional Standards for Teaching Mathematics, which described the elements of
effective mathematics teaching. The reality is that what was “good enough for us,” usually wasn’t, and is
certainly not going to be good enough for today’s students, who are living in a technologically sophisticated world
where mathematics not only plays a key role in many higher-level fields such as engineering, but also in
manufacturing and technical positions.
For years Asian schools have emphasized mathematics instruction that encourages students to solve problems
by various means, while our focus remained on modeling a single algorithm, which students then practiced over
and over, and probably often forgot (Ma, 1999; Stevenson & Stigler, 1992). Many feel that the Asian focus on
real understanding has created a more mathematically proficient populace who have contributed to cutting-edge
technological advancements. Our students deserve the same opportunities for a rich and engaging mathematics
instructional experience. The NCTM standards have called for changes in mathematics teaching and new
curriculum materials have been produced (by commercial and non-commercial vendors) that are aligned with an
inquiry-based approach, but still the debate seems to linger on between traditionalists and reformers.
Marilyn Burns, a well-known “guru” of mathematics education has long advocated an approach to teaching
mathematics that veers away from the rote learning many Americans experienced as students. She states:
Math instruction today is focusing on helping students really understand the math
they’re studying. It’s geared toward implementing the five general goals of
the National Council of Teachers of Mathematics – that students should learn to reason
mathematically, become mathematical problem solvers, learn to communicate
mathematically, become confident in their ability to do mathematics, and learn to
value mathematics. (p. 76)
Although these standards are intended for students, they also apply to teachers of mathematics. I have found
that many teachers, especially non-math majors and elementary teachers, are weak in the same standards they
should be trying to develop in their students. American teachers, who are usually products of traditional math
instruction, tend to lack deep understanding of the math concepts they are teaching, tend to dislike math, and tend
to lack confidence in their ability to do higher-level math. In my math methods course, I use the Hands-on
Equations system developed by Dr. Henry Borenson for teaching algebra to elementary students with
manipulatives. I’ve never had a young student or adult not easily grasp the concepts when they learn with these
hands-on materials. Teachers comment that they wish they would have been taught algebra this way when they
were in school; most were intimidated or confused by the traditional formulaic approach. Algebra is often called
a “gate keeping” course; if you don’t do well in it, it prevents you from taking the higher-level math classes that
are essential requirements for many math and science related majors. Using inquiry-based methods such as the
Hands-on Equations program could be vital in helping students like math, feel confident about their math abilities,
and learn math concepts with a higher degree of understanding.

If we want teachers to be able to reach the goals the NCTM standards have laid out, then we need to provide
professional development opportunities that will enable teachers to effectively use inquiry in teaching. I try to
“practice what I preach” and engage the teachers I work with in the same types of inquiry experiences that they
can use with their own students. I have them work in groups on problem-solving tasks, using manipulatives and
discussion as tools for figuring out solutions. I facilitate informal peer interaction by asking open-ended questions
that encourage teachers to react to each other’s ideas. I have them communicate their ideas to the group during
presentations. In this way, I am trying to develop a community of math learners who work within a rich,
engaging, and safe environment. If my teaching evaluations are any indication, the responses to this type of
instruction and learning environment have been overwhelmingly positive. When teachers experience the benefit
of inquiry-based instruction themselves, and understand how to implement it in their classrooms, then the hope of
a richer learning experience for students can be realized.
I have included two additional documents in Appendix C for your perusal. First is a list entitled, What Should I
Look for in a Math Classroom? from the Annenberg CPB project. The second is a summary of the NCTM
Principles for School Mathematics.
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Appendix A: Grand Rapids Public Schools 5-E Instructional Model

The GRPS 5 E Framework, adapted from the 5E Inquiry Model (Bybee, Achieving Scientific Literacy, 1997. Portsmouth, NH:
Heinemann and Biology: A Human Approach, BSCS, 1995), is based upon research of best practices and how students learn.

The GRPS 5E Framework
The "New" GRPS PreK - 12 Instructional Model
The GRPS 5 E Framework, adapted from the 5E Inquiry Model
(Bybee, Achieving Scientific Literacy, 1997. Portsmouth, NH:
Heinemann and Biology: A Human Approach, BSCS, 1995), is based
upon research of best practices and how students learn. The 5E
Framework is at the center of the PreK-12 Instructional Model.
This framework is designed to increase student engagement,
motivation, and achievement. It provides a flexible yet consistent
structure for developing and conducting effective lessons.
The GRPS 5E Framework encourages the teaching behaviors that
best match what we know about how students learn.

Advantages of the GRPS 5E Framework
•
•
•
•
•

Facilitates the incorporation of effective reading and writing strategies into any and all parts of the model
Gives students, staff, and parents with common and consistent understanding and language to hold meaningful
conversations about teaching and learning.
Assists the teacher in being a reflective practitioner by providing sufficient structure to examine which
components of a lesson were, or were not, successful and make adaptations accordingly
Supports rigorous and relevant instruction
Promotes a student-centered classroom

This Planning template can be used as teachers construct plans for implementation of the 5 E Framework.
This template is most appropriate for planning a series of lessons. Rarely would it be appropriate to use all phases of the
5 E Framework in a single class period.

http://web.grps.k12.mi.us/academics/5e/default.html

5-E Framework
Lesson Planning Example*
Dates: Mon/Tu. Nov. 29, 30
Subject: Social Studies
Topic: Civics: Evaluation of Writing re: Amendments
Objectives: TLW use double-sided note taking to analyze two cases

Rigor/Relevance Framework
K
NT
OA
WX
LO
EN
DO
GM
EY

Evaluation

6

Synthesis

5

Analysis

4

Comprehension

3

Awareness

in Supreme Court and call up prior knowledge in order to understand

C

Standards & Benchmarks Addressed:
Civics CS #2 LE #2 CS#3 LE#1

Adaptation

__________

A

B

Acquisition

2

Application

1
1

the relevance in their lives

D

Assimilation

2

3

4

Public Discourse CS#1 LE#1, 2, 3 CS#2 LE#1 CS## LE #1 Inquiry CS#2 LE 1, 2
Sponge: Give some examples of how the 3 branches of government can “check” or limit each other’s power.
Strategies:
Writing: 2 sided notes, essay
Reading: Scan, Clarify, Summarize
Engage: Pose question:

5

Knowledge Apply in Apply Apply to
Apply
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If you are a mom or dad and you suspect your son/daughter of using drugs that can

harm him or her, would you search his/her bedroom if you suspected the drugs were hidden in it?
Explore: (M/T)Get out the Supreme Court case of Lindsay Earls (M/T), Matt Frazier (W/T). Open notes from last
week.
Hang up paper with two sided columns. (Students have their own copies). One side list case name, other side list
“this reminds me of…”
Explain: To take a stand it is important not only to present the facts in an argument, but also to explain your
position. This is done by stating a position and then backing it up with reasons. It is helpful to use prior
knowledge to present reasons. This is why we listed “this reminds me of”. By listing these IDEAS and DETAILS
in your writing, you are giving your audience (Supreme Court judges, teachers, parents, fellow students) some
solid arguments and examples that support your position. A core democratic value must back up the position and
be explained, and the amendment must be referred to and explained.
Elaborate: Group students in pairs and give each pair one article @ first amendment free speech. Students read
the article, list the facts and list “this reminds me of”. Next students present a summary and their ideas and details
to the class.
Evaluate: Friday written test. Students choose one issue (Earls or Frazier) and write a position paper using their
notes from the week. They must use the ideas and details, a CDV, refer to the amendment to support their position
and emphasize what it reminds them of (prior knowledge).
*Developed by a Grand Rapids Public Schools middle school teacher in the GVSU SUCCESS project.

Appendix B
An Annotated Bibliography
Dr. Jill VanAntwerp, Grand Valley State University, English Department

Journeys
Julie of the Wolves by Jean Craighead George

Young Adult

Running away from an intolerable arranged marriage in San Francisco, thirteen-year-old Eskimo Miyax searches
for her pen pal who calls her Julie. Soon she is lost in the Alaskan wilderness. Her endurance, courage, and
lessons from her father help her survive, as does a pack of wolves who accept her. She comes to terms with her
past.
Grab Hands and Run by Frances Temple

Young Adult

Felipe’s father, Jacinto, has disappeared in El Salvador. He had told his family to go north to Canada if this
should ever happen. This is the story of Felipe, his sister, and his mother and their journey to avoid the authorities
and reach their destination. The country and politics that inspired this novel are relayed authentically.
Bud, Not Buddy by Christopher Paul Curtis

Young Adult

The Newbery award winner also won the Coretta Scott King author Award. It relates the journey of a 10-year old
orphan from a foster home in Flint, Michigan to Grand Rapids, where he hopes to find his father. An engaging
character, a well-developed plot, and a good combination of history and geography make this book a great read
for young students.
The Watsons Go to Birmingham—1963 by Christopher Paul Curtis

Young Adult

Curtis’s first novel was both a Newbery Honor Book and a Coretta Scott King Author Award Honor Book. In this
book, the Watsons of Flint, Michigan go to Birmingham, Alabama to visit Grandma. While there, the children
learn something of their mother’s past and their country’s turmoil.
Walk Two Moons by Sharon Creech

Young Adult

The journey in this book is that of thirteen-year-old Salamanca Tree Hiddle and her grandparents. They are going
from Ohio to Idaho in search of Sal’s mother. When her grandmother asks Sal for a story, she tells one told to her
by her strange new neighbor, Phoebe Winterbottom. As Phoebe’s story intertwines with Sal’s journey, we gain
insight into Sal’s Native American heritage and how it eventually helps her face the truth she finds at the end of
her journey. This Newbery winner offers a journey of the heart, the soul, and the spirit.
Journey to Jo’Burg: A South African Story by Beverly Naidoo

Young Adult

In this 1988 novel, thirteen-year-old Naledi and her brother Tiro live in a village in South Africa far from
Johannesburg where her mother has found work. When their baby sister becomes very sick, the siblings believe
only their mother can save her and they set off alone to find her. When the reach the city, their experiences make
them very aware of the sufferings of the people living under the system of apartheid.

The Bean Trees by Barbara Kingsolver
Marietta needs to leave her Kentucky home and just drive. Along the way she changes her name to Taylor and
acquires a baby girl. In her new home in Tucson, Taylor learns a lot about herself and her past, and maybe that a
journey away from your past is often a journey to find it.
The Adventures of Huckleberry Finn by Mark Twain
Twain’s classic has been surrounded by controversy. Set in a time and place where African-Americans were
afforded little respect, readers can still appreciate Huck and Jim’s relationship. Their journey down the
Mississippi is an adventure that many call the quintessential journey tale.
The Heart of Darkness by Joseph Conrad
Conrad’s book also has been surrounded by controversy. Marlow’s journey into the deepest jungle of Africa is a
journey into the heart of man. Buried there is human failing. A deep look at British imperialism provides a
background that will inspire historical research as well as research on the geography of the British Empire.
The Grapes of Wrath by John Steinbeck
The Joads journey from the dustbowl of Oklahoma to the California fields where they encounter degradation and
exploitation as migrant workers is a journey that is hard to take. Along the way, the reader will encounter the
causes and effects of the Great Depression, and the dignity and pride of people who are down and out. Like many
of the others, this is more than a geographical journey.
The Canterbury Tales by Geoffrey Chaucer
Chaucer’s tale of a band of pilgrims telling one another stories as they journey from London to Canterbury and
back is a unique journey novel. Translations of this classic of medieval literature provide the students the
opportunity to study a journey with a purpose and process that will be very different than others they study.
A Tale of Two Cities by Charles Dickens
This is another novel full of both the history and geography of a unique period in history. The French revolution
is portrayed well by Dickens as he tells the tale of the redemption of Sydney Carton.
The Journey to the East by Hermann Hesse
One reviewer for Amazon.com calls the journey described in this book “both geographic and spiritual.” A
German choirmaster, H.H., leads a group on a journey east for spiritual renewal. The group includes greats like
Mozart and Paul Klee. They encounter literary characters and sites, and finally they disband without reaching
their destination. In his ruminations about what causes the failure of the journey, H. H. arrives at some surprising
conclusions.
Supplementary Novels to a World Literature Unit
Cry, the Beloved Country by Alan Paton
Set in South Africa in the 1940s, this story of Zulu Pastor Stephen Kumalo and his son Absalom is a heartbreaking look at the societal ills brought on by racism and emerging apartheid.
Waiting for the Rain by Sheila Gordon

Young Adult

Set in South African, this 1987 novel is the story of how Tengo at the age of fourteen gets an opportunity for
schooling and moves from the farm where his family works to a township outside of Johannesburg. His plans for
college are sidelined as he joins the fight against apartheid. When he meets Frikkie, the white nephew of the
farmer his parents work for, the boyhood friends become enemies, symbols rather than characters, in a message
about the evils of apartheid.
The Things They Carried by Tim O’Brien
O’Brien’s collection of short stories is a novel. His portrayal of his experiences in Vietnam during the war is
fiction. Yet, O’Brien reminds us that fiction carries the truth, often better than the truth. And the stories that are
told in this beautifully written book come together to give a picture of the war that is human, poignant, and
grotesque. This book will tell students what many Vietnam veterans cannot, and will remain one of their most
significant reading experiences.
Nectar in a Sieve by Kamala Markandaya
Rukmani becomes a bride at age twelve and moves from her village in India to her husband’s farmland. Her life
as a wife and mother contains respect and love but constant hardship. When a factory changes the agriculture life
to industrial, new jobs come, but they come at a great cost. Rukmani forms a friendship with a white doctor in the
community who despairs at the suffering of the people. He helps Rukmani in her quest for meaning in her own
life. This is a tragic picture of strength and hope that is told with poetic beauty.
Siddhartha by Hermann Hesse
The spiritual quest undertaken by Siddhartha, a young Brahmin is the classic tale of enlightenment. In order to
find meaning in life, Siddhartha abandons his family home and his promising future. He first tries the ascetic life
of self-denial, but soon moves on to a life of materialism and hedonism. Finally Siddhartha begins the process of
self-discovery that leads to inner peace. There are parallels to the enlightenment of Buddha.
Fallen Angels by Walter Dean Myers

Young Adult

Richie Perry, an African-American, finds himself in the army in Vietnam after his dreams of playing basketball in
college are shattered. In Vietnam, Perry seeks to find the purpose of the war. Survival, both mental and physical,
becomes the goal. Ironically, as Perry and other African-American soldiers fight for their county and their lives in
Vietnam, they still experience racism. This is a gripping portrayal of the soldiers who fought our country’s most
unpopular war.
China and Chinese-American
Dragonwings by Laurence Yep

Young Adult

This is the story of a boy who journeys from his native China to the United States. Eight-year-old Moon Shadow
Lee learns from his cousin Hand Clap that his father has decided that he should join him in San Francisco and
help in the family-run laundry. Told in first-person narrative, Dragonwings recounts their problems with
prejudice, as well as the kindness Moon Shadow and his father receive from uncles and cousins.

April and the Dragon Lady by Lensey Namioka

Young Adult

April Chen, a 16-year-old Chinese American, has conflict with her grandmother. April thinks her Grandmother
belongs to an entirely different world. They do not agree and Grandma’s ideas about a woman's place clash with

April's more Westernized views. She openly disapproves of April's Caucasian boyfriend and attempts to
undermine her plans to go away to college.
Forbidden City by William Bell

Young Adult

Alex, a Canadian, accompanies his father to China and becomes enmeshed in the Tiananmen incident of 1989.
Bell's descriptions of the action in and around the Square are vivid and heartbreaking-- this fragment of recent
history may make up for a thin plot and weak characterization.
The Examination by Malcolm Bosse

Young Adult

In this story, which takes place during the late Ming Dynasty (late 16th to early 17th-century C.E.), young Lao
Chen journeys from his hometown to the capital of his province for the provincial exams, then to Beijing for the
nationals. These exams are for the determination of young people suited for public office, yet Chen is mostly
interested in his academic skill. His brother joins a military group at odds with the government that Chen
eventually works for. The author gives a mostly accurate portrayal of this time and place.
The Crazed by Ha Jin
Jian Wan is finishing his Ph.D. when he is assigned to care for his future father-in-law, Professor Yang, a
prominent member of the university, who has suffered a stroke. The professor suffers dementia and begins to rave
about the Communist party, the university, his family, and everything crazy about post-Cultural Revolution
China. The book connects the Cultural Revolution (1956-1967) and the more recent Tiananmen massacre (1989).
Jian’s reactions to his experiences caring for Professor Yang and listening to his crazed talk include dramatic
changes in his life, quitting his educational program and leaving his fiancée.
The Dragon’s Village by Yuan-Tsung Chen
Seventeen-year-old Ling-ling joins a revolutionary theater group carrying out reforms in the Chinese countryside
in 1949 and amid tumultuous events, she grows toward maturity.
A Single Pebble by John Hersey
In first-person narration, a young engineer from the U.S.A. tells of his trip to China to inspect the Yangtze River
searching for dam sites. This book blends geography and culture seamlessly. The young American seems to be
drawn into China’s past as he is slowly pulled down the river and into interaction with the people he encounters.
The clash of Eastern and Western values is a prime focus, as is the narrow view people may have when they
encounter differences.
Wild Swans: Three Daughters of China by Jung Chang
This family saga vividly recounts the history of China through the lives of three women, grandmother, mother,
and daughter. It is told from the perspective of the granddaughter, who begins, “At the age of fifteen my
grandmother became the concubine of a warlord general, the police chief of a tenuous national government of
China. The year was 1924 and China was in chaos.” It ends when she leaves China in 1978.
The Joy Luck Club by Amy Tan
Tan examines the lives of four mothers and daughters, mothers who came to the U.S. for a new life, leaving their
native China behind, daughters with lives and interests that sometimes drive a wedge between them and their
mothers. As each woman reveals her secrets, their lives and their connections appear more complex and
entwined.

Red China Blues: My Long March from Mao to Now by Jan Wong
Jan Wong, a Canadian of Chinese descent, went to China in 1972. Idealistically Wong renounces Western ways
and comes to terms with her ancestral home. The account begins at the height of the Cultural Revolution and ends
at Tiananmen Square.
Tibet
Lost Horizon by James Hilton
This is the classic tale of Shangri-la. Foreigners lost in Tibetan mountains find Shangri-la, the paradise that all
seek and then, in the classic metaphor of lost innocence, they give it up. It takes place before World War II, and
chronicles meaning-laden relationships between the British, American, and Chinese characters.
Korean-American
Native Speaker by Chang-rae Lee
“Espionage acts as a metaphor for the uneasy relationship of Amerasians to American society in this eloquent,
thought-provoking tale of a young Korean-American's struggle to conjoin the fragments of his personality in
culturally diverse New York City. Raised in a family and culture valuing careful control of emotions and
appearances, narrator Henry Park, son of a successful Korean-American grocer, works as an undercover operative
for a vaguely sinister private intelligence agency. . . . as he infiltrates the staff of a popular Korean-American city
councilman, he discovers the broader, societal context of the issues he has been grappling with personally.”
From Publishers Weekly
Japanese-American
Farewell to Manzanar by Jeanne Wakatsuki Houston, James D. Houston

Young Adult

This is one of several books written by Japanese-Americans who endured life in internment camps during WWII.
Seen as possible enemies because Japan had attacked the U.S., the Japanese Americans were forced to leave their
lives and possessions behind and move to camps ill equipped to house them. Jeanne Wakatsuki was seven in
1942 when her family was moved to a camp east of the Sierras with 10,000 others. Her account describes the
humiliations suffered by her family and the others as well as the absurdity of such features as cheerleading, Boy
Scouts, and sock hops. After the war, Jeanne’s family goes back to Long Beach, but they are never the same. Her
father has lost his will and spirit.
Kim-Kimi by Hadley Irwin

Young Adult

Kim Andrews wants to know more about her father, who died before she was born. Even though her mother tells
her that her father was disowned when he married outside the Japanese-American community, Kim still decides to
go to Sacramento, where family friends help her in her search for the family of her father, Kenji Yogushi. While
searching, Kim learns for the first time of the internment of loyal American citizens of Japanese descent during
WWII. Finally Kim has a meeting with her grandmother and great aunt. While she has a newfound
understanding and acceptance of her heritage, Kim/Kimi does not have the storybook happy reunion readers might
assume would end the book.
Eyes of the Emperor by Graham Salisbury

Young Adult

Eddy Okubo lies about his age to join the army after the bombing of Pearl Harbor. Soon her learns that he is often
seen as the enemy, even by the U.S. Army, because of doubts about the loyalty of Japanese-American soldiers.

Eddy and his friends have to prove themselves. Salisbury brings this time in history to life with accurate historical
facts and well-described geographical regions.
Under the Blood-Red Sun by Graham Salisbury

Young Adult

Tomi Nakaji is torn between the traditional ways of his parents and grandparents and his desire to embrace the
new ways he sees all around in on the island of Oahu in 1941. After the attack on Pearl Harbor, Tomi sees his
father and grandfather arrested, and his mother loses her job. Tomi learns to stand up for what is honorable and
right, and learns to appreciate his heritage.
Kira-Kira by Cynthia Kadohata

Young Adult

Lynn, Katie, and Sammy are the three children of a Japanese-American family, the Takeshimas in this Newbery
Award winner. The family endures hardship but the parents manage to create a loving home despite their
poverty. This book is told from Katie’s point of view. The death of her beloved older sister, Lynn, is a tragedy
that Katie must come to grips with. Katie’s loving care of her ill sister and her need to find her way after her
death make her an appealing heroine.
Hawaii
See also Under the Blood-Red Sun, Kira-Kira and Eyes of the Emperor above
A Boy at War; A Novel of Pearl Harbor by Harry Mazer

Young Adult

At 14, Adam Pelko moves to Honolulu with his family when his father is assigned to the USS Arizona. The
attack on Pearl Harbor changes Adam and his family’s lives forever. Mazer depicts the events of Dec. 7, 1941
clearly and accurately as the background to this story of a boy’s transition from a boy to a man in a matter of
hours.
Lord of the Deep by Graham Salisbury

Young Adult

Bill is teaching his stepson, Mikey Donovan how to fish and operate his charter fishing boat, the Crystal-C.
Mikey admires Bill, and his faith is shaken over the course of two days, during the events that result when two
fishermen charter the Crystal-C. The story becomes fishing adventure and a lesson in human nature. The books
is set in the waters surrounding the Hawaiian Islands.
Middle East
India
Homeless Bird by Gloria Whelan (National Book Award)

Young Adult

At age thirteen, Koly discovers she is to be married. Her Hindu parents have paid handsomely for her to have a
well-placed husband. Too late she discovers the parents of the sickly boy that is her new husband have duped her
parents. When the money they get does not save their son, the parents are not very charitable to the young widow
living in their household. Whelan brings age-old tradition and more modern sensibilities together in her story of
the fate of a young widow in India.
The Roller Birds of Rampur by Indi Rana

Young Adult

“Readers can really sink their teeth into this meaty first novel. An engrossing coming-of-age story of a girl caught
between two cultures, it also offers--with only the barest twinge of didacticism--an extraordinarily clear

explanation of Hindu philosophy. Indian-born teen Sheila Mehta, who has grown up in London, no longer knows
where she belongs. Her English boyfriend abruptly drops her after bringing her home to meet his mother; her best
friend is sent to India for an arranged marriage to a stranger; and her younger sister is dressing punk and trying to
pass for black. Sheila returns to her family's farm in Madhya Pradesh, where in the course of being initiated into
the dissonant intricacies of modern Indian life, she realizes that, for better or worse, she is as much English as
Indian.” Publishers Weekly
Israel/Palestine
Habibi by Naomi Shihab Nye

Young Adult

Liyana's doctor father, a native Palestinian, decides to move his contemporary Arab-American family back to
Jerusalem from St. Louis. In Jerusalem, they are welcomed by Palestinian relatives and immersed in a new
culture where Liyana is affectionately called Habibi. When Liyana falls in love with Omer, a Jewish boy, she
challenges family, culture, and tradition. The book does not ignore the current situation in the Middle East as
there is violence between Palestinian and Jew.
Syria
Hand Full of Stars by Rafik Schami and Rika Lesser

Young Adult

This is the story of a Syrian teen that hopes to be a journalist. When he encounters censorship by authorities as he
attempts to find out the truth about incidents in his village, he learns a lesson about free speech. Set in
contemporary times, the story follows the teen from ages 14 to 18.
Afghanistan
Breadwinner by Deborah Ellis

Young Adult

This book has proved popular as a tale of female courage as young Parvana disguises herself as a boy to help her
family during the reign of the Taliban in Afghanistan before the US intervention. Teachers who use this book
should be aware that Ellis does not try to show the cultural differences of the typical family in Afghanistan. Thus
the heroine may seem very western to western readers. Nonetheless, Ellis bases her story on accounts given her
by refugees she encounters in Pakistan, so there is much truth in the hardships and conditions that Parvana and her
family must deal with and the experiences they have.
Turkey
Against the Storm by Gaye Hicyilmaz

Young Adult

When Mehmet and his family leave their drought-stricken village for Ankara, they trade one set of problems for
another. While the story is bleak and gut-wrenching, it is well told and Mehmet is an unforgettable character. An
unjust social order throws children like Mehmet into the storm of the adult world.

Pakistan
Shabanu: Daughter of the Wind by Suzanne Fisher Staples

Young Adult

This coming-of-age novel has won many awards, including honor status from the Newbery committee. As
happens in Homeless Bird, Shabanu must be married at a young age, but at age twelve, she first watches as her

sister, age thirteen, is married. Female independence is not encouraged in this contemporary Pakistani desert
culture, so Shabanu’s struggle for a personal identity is sometimes heartbreaking.
Alaska, Canada
Two Old Women by Velma Wallis
This novel of two Native American women abandoned by their tribe in the Alaskan Yukon won the 1993 Western
State Book award.
Far North by Will Hobbs

Young Adult

Fifteen-year-old Gabe, a Texan, enrolls in a boarding school in Canada's Northwest Territories to be near his
father. An airplane accident leaves him and his roommate Raymond, a Dene, stranded near the fierce Nahanni
River at the start of a long winter. Guided by their fellow survivor Johnny Raven, a Dene elder, Gabe and
Raymond learn to hunt beavers, trap rabbits, and make snowshoes and mittens from animal hide.
A Distant Enemy by Deb Vanasse

Young Adult

Coming of age in a remote Alaskan village, a mixed-race boy lashes out in anger. Publishers Weekly called this
sensitive first novel "a vivid portrait of modern Eskimo lifestyles, conflicts and fears."
Dogsong by Gary Paulsen

Young Adult

A fourteen-year-old Eskimo boy who feels at odds with aspects of modern life takes a 1400-mile journey by dog
sled across ice, tundra, and mountains seeking his own "song" of himself.
Also, see above: Julie of the Wolves by Jean Craighead George

Appendix C
What Should I Look for in a Math Classroom?
A math classroom should provide practical experience in mathematical skills that are a bridge to the real world of
jobs and adult responsibilities. This means going beyond memorization into a world of reasoning and problem
solving.
Sounds good, but how will I recognize a good math classroom when I see it?
Look for the following actions by students and teachers. If you see them, you will be looking at a classroom that is
preparing students for the world and beyond.
What Are Students Doing?
•
•
•
•
•
•
•

Interacting with each other, as well as working independently, just as adults do.
Using textbooks as one of many resources. Students should know how and when to use manipulatives
(such as blocks and scales) and technology (such as calculators and computers) as problem-solving tools.
Applying math to real life problems and not just practicing a collection of isolated skills. Lots of time is
allowed for solving complex problems.
Seeking a best solution among several solutions to a problem. Students can explain the different ways
they reach these solutions, and defend the choice of one over another.
Working in groups to test solutions to problems with each group member highly involved.
Communicating mathematical ideas to one another through exapmles, demonstrations, models, drawings,
and logical arguments.
Working in teams to challenge and defend possible solutions. Students help each other to learn.

What Are Teachers Doing?
•
•
•
•
•
•
•
•
•

Guiding students in exploring multiple solutions to any problems; challenging students to think deeply.
Moving around the room to keep everyone engaged in productive work.
Encouraging students to raise and discuss questions about math for which there are no textbook answers.
Rather than simply answering these questions, teachers are helping students to gain mathematical
competence and confidence by finding their own solutions.
Guiding students in making appropriate use of manipulatives and technology.
Promoting student use of inquiry and creativity. Students are moved to higher levels of learning by
pursuing alternative approaches to solvving a problem or by proposing new problems that are variations
on, or extensions of, a given problem.
Bringing a variety of learning resources, including guest presenters, into the classroom in order to
increase learning options for all students.
Working with other teachers to make connections between disciplines to show how math is a part of
other major subjects that students are studying.
Using assessment that focuses on problem solving and understanding rather than on memory and speed.
Helping all students to explore career opportunities that use the mathematics that they are learning.

Look Closely at a Math Class in Today's Schools.

Mathematics is the language of the 21st century — those who want to be heard will have to speak it. Reading,
writing, picturing, and talking about mathematics are basic skills that help us to understand and explain our world.
Mathematical Thinking is an all-purpose tool. It can be applied throughout a lifetime to recognize and clarify
problems, to locate and make sense of information, to explore several solutions in search of information, to
explore several solutions in search of a best solution, and to argue with confidence for acceptance of that best
solution.
Mathematics is nourishment for 21st century minds. It's non fattening and cholesterol free. It can be available in
your local classrooms if you know what to ask for. Help your schools to serve up the best mathematics available,
and make certain that the students in your community take some home today.
What Should I Look for in a Math Classroom? was developed by The Math Connection.
Members of the Math Connection are: American Association of Colleges for Teacher Education, American
Association of School Administrators, Mathematical Association of America, Mathematical Association of
America, National Association of Elementary School Principals, National Association of Secondary School
Principals, National Association of State Boards of Education, National Council of Teachers of Mathematics,
National School Boards Association
The Annenberg Media Math and Science Project has funded more than 35 educational reform efforts. These
projects educate and support groups of adults who have a hand in changing the way math and science are taught,
including parents, teachers, teacher educators, administrators and policymakers. Projects funded place strong
emphasis on building human coalitions and networks as well as electronic ones. the Project's mission is to engage
as many adults as possible in the math and science education reform movement.

To order more copies of this brochure of to receive a free catalog of the Anneberg/CPB Math and Science
Collection write or call: P.O. Box 2345, S. Burlington, VT 05407-2345
1-800-965-7373 or visit out Web site at: www.learner.org

Overview of Principles and Standards for School Mathematics
Principles for School Mathematics
Educational decisions made by teachers, school administrators, and other professionals have important
consequences for students and for society. The Principles for school mathematics provide guidance in making
these decisions.
The Equity Principle
Excellence in mathematics education requires equity--high expectations and strong support for all students.
All students, regardless of their personal characteristics, backgrounds, or physical challenges, must have
opportunities to study--and support to learn--mathematics. This does not mean that every student should be treated
the same. But all students need access each year they are in school to a coherent, challenging mathematics
curriculum that is taught by competent and well-supported mathematics teachers.
Too many students--especially students who are poor, not native speakers of English, disabled, female, or
members of minority groups--are victims of low expectations in mathematics. For example, tracking has
consistently consigned disadvantaged groups of students to mathematics classes that concentrate on remediation
or do not offer significant mathematical substance. The Equity Principle demands that high expectations for
mathematics learning be communicated in words and deeds to all students.
Some students may need more than an ambitious curriculum and excellent teaching to meet high expectations.
Students who are having difficulty may benefit from such resources as after-school programs, peer mentoring, or
cross-age tutoring. Students with special learning needs in mathematics should be supported by both their
classroom teachers and special education staff.
Likewise, students with special interests or exceptional talent in mathematics may need enrichment programs or
additional resources to keep them challenged and engaged. The talent and interest of these students must be
nurtured so that they have the opportunity and guidance to excel in mathematics.
Well-documented examples demonstrate that all children can learn mathematics when they have access to highquality mathematics instruction. Such instruction needs to become the norm rather than the exception.
The Curriculum Principle
A curriculum is more than a collection of activities: it must be coherent, focused on important mathematics, and
well articulated across the grades.
Mathematics is a highly interconnected and cumulative subject. The mathematics curriculum therefore needs to
introduce ideas in such a way that they build on one another. Instead of seeing mathematics as a set of
disconnected topics, students should perceive the relationships among important mathematical ideas. As students
build connections and skills, their understanding deepens and expands.
The curriculum also must focus on important mathematics--mathematics that is worth the time and attention of
students and that will prepare them for continued study and for solving problems in a variety of school, home, and
work settings. The relative importance of particular mathematics topics is likely to change over time. Topics such
as recursion, iteration, and the comparison of algorithms have emerged and deserve increased attention because of
their relevance.
Students should have opportunities to learn increasingly more sophisticated mathematical ideas as they progress
through the grades. They should not spend a significant part of their instructional time reviewing mathematics

content. A well-articulated curriculum is necessary for teachers at each level to know what mathematics their
students have already studied and will study in future grades.
The Teaching Principle
Effective mathematics teaching requires understanding what students know and need to learn and then
challenging and supporting them to learn it well.
Students learn mathematics through the experiences that teachers provide. Teachers must know and understand
deeply the mathematics they are teaching and understand and be committed to their students as learners of
mathematics and as human beings.
There is no one "right way" to teach. Nevertheless, much is known about effective mathematics teaching.
Selecting and using suitable curricular materials, using appropriate instructional tools and techniques to support
learning, and pursuing continuous self-improvement are actions good teachers take every day.
The teacher is responsible for creating an intellectual environment in the classroom where serious engagement in
mathematical thinking is the norm. Effective teaching requires deciding what aspects of a task to highlight, how to
organize and orchestrate the work of students, what questions to ask students having varied levels of expertise,
and how to support students without taking over the process of thinking for them.
Effective teaching requires continuing efforts to learn and improve. Teachers need to increase their knowledge
about mathematics and pedagogy, learn from their students and colleagues, and engage in professional
development and self-reflection. Collaborating with others--pairing an experienced teacher with a new teacher or
forming a community of teachers--to observe, analyze, and discuss teaching and students' thinking is a powerful,
yet neglected, form of professional development.
Teachers need ample opportunities to engage in this kind of continual learning. The working lives of teachers
must be structured to allow and support different models of professional development that benefit them and their
students.
The Learning Principle
Students must learn mathematics with understanding, actively building new knowledge from experience and prior
knowledge.
Research has solidly established the importance of conceptual understanding in becoming proficient in a subject.
When students understand mathematics, they are able to use their knowledge flexibly. They combine factual
knowledge, procedural facility, and conceptual understanding in powerful ways.
Learning the "basics" is important; however, students who memorize facts or procedures without understanding
often are not sure when or how to use what they know. In contrast, conceptual understanding enables students to
deal with novel problems and settings. They can solve problems that they have not encountered before.
Learning with understanding also helps students become autonomous learners. Students learn more and better
when they take control of their own learning. When challenged with appropriately chosen tasks, students can
become confident in their ability to tackle difficult problems, eager to figure things out on their own, flexible in
exploring mathematical ideas, and willing to persevere when tasks are challenging.
Students of all ages bring to mathematics class a considerable knowledge base on which to build. School
experiences should not inhibit students' natural inclination to understand by suggesting that mathematics is a body
of knowledge that can be mastered only by a few.

The Assessment Principle
Assessment should support the learning of important mathematics and furnish useful information to both teachers
and students.
Assessment should be more than merely a test at the end of instruction to gauge learning. It should be an integral
part of instruction that guides teachers and enhances students' learning.
Teachers should be continually gathering information about their students through questions, interviews, writing
tasks, and other means. They can then make appropriate decisions about such matters as reviewing material,
reteaching a difficult concept, or providing something more or different for students who are struggling or need
enrichment.
To be consistent with the Learning Principle, assessments should focus on understanding as well as procedural
skills. Because different students show what they know and can do in different ways, assessments should also be
done in multiple ways, and teachers should look for a convergence of evidence from different sources.
Teachers must ensure that all students are given an opportunity to demonstrate their mathematics learning. For
example, teachers should use communication-enhancing and bilingual techniques to support students who are
learning English.
The Technology Principle
Technology is essential in teaching and learning mathematics; it influences the mathematics that is taught and
enhances students' learning.
Calculators and computers are reshaping the mathematical landscape, and school mathematics should reflect those
changes. Students can learn more mathematics more deeply with the appropriate and responsible use of
technology. They can make and test conjectures. They can work at higher levels of generalization or abstraction.
In the mathematics classrooms envisioned in Principles and Standards, every student has access to technology to
facilitate his or her mathematics learning.
Technology also offers options for students with special needs. Some studens may benefit from the more
constrained and engaging task situations possible with computers. Students with physical challenges can become
much more engaged in mathematics using special technologies.
Technology cannot replace the mathematics teacher, nor can it be used as a replacement for basic understandings
and intuitions. The teacher must make prudent decisions about when and how to use technology and should ensure
that the technology is enhancing students' mathematical thinking.
The above text is available on-line at http://www.nctm.org/standards/overview.htm, along with the complete list
of mathematics standards for grades K-12.
Permission to photocopy all or portions of Principles and Standards for School Mathematics: An Overview is
granted for educational purposes. Permission must be obtained when content from this publication is used
commercially, when the material is quoted in advertising, when portions are used in other publications, or when
charges for copies are made. The use of material from Overview of Principles and Standards for School
Mathematics, other than in those cases described, should be brought to the attention of the National Council of
Teachers of Mathematics.
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Factors that Contribute to Post-Secondary Educational Choices
Dr. Craig D. Kono, Ed.D., Assistant Professor, Educational Administration,
1200 South Jay St., Northern State University, Aberdeen, SD 57401
konoc@northern.edu
This study examined factors that affect the post-secondary educational
choices of South Dakota Coalition of Small Schools graduating high school
seniors. It determined what influence parental educational expectations, family
educational values, career opportunities, and additional external influences such
as extended family, friends, teachers, and school counselors have on students’
post-secondary educational choices. The study also examined what effect
parental educational attainment, birth order, and family income had on high
school seniors’ post-secondary educational and career choices.
A survey instrument was developed by the researcher from the literature
and suggestions made by South Dakota college, university, and technical/
vocational school admissions directors. To validate the instrument, 16 high
school seniors, eight male and eight female, from the Vermillion and Flandreau
school districts in South Dakota critiqued the survey instrument. All the schools
(124) in the South Dakota Small Schools Coalition were asked to participate in
the study and 1,245 graduating high school seniors responded. The survey
instrument contained 24 questions designed to identify those factors that
contributed to students’ decision-making processes for post-secondary choices.
In addition to demographic data, students expressed their degree of perception

on a four-point Likert type scale regarding parental expectations, family
educational values, career opportunities, and additional influences. The
students’ perceived responses were also compared to demographic data such as
parental educational attainment, birth order, and parental level of income.
A one-way analysis of variance and Tukey’s HSD test showed that there
were significant different perceptions (p < .05) regarding parental expectations,
educational values, career opportunities, and additional influences regarding
parental level of education, birth order, and parental level of income.
Additionally, results showed that significant differences existed between
graduating high school seniors’ educational and career choices and relationships
with family members.
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Abstract
This study explores several key principles and methods of Vygotskian research regarding
social phenomena. They are general and universal as they could be applied for studying
any psychological phenomena – human development, cognition, instruction, learning,
and so on. This article shows how Vygotsky, based on dialectical materialism, created
new methods and eventually a methodology of cognition in elaborating his concepts and
cultural-historical theory. In this paper, to further the reader’s understanding of
Vygotsky’s views and theory, the central features of the dialectical approach as a basis of
his methodology are summarized. Then, modeling his cultural-historical approach, I am
considering important influences on Vygotsky’s development of dialectical methodology,
and identify key principles and methods he kept to in his research. The paper addresses
the issues of how the key principles, concepts and methods can help conduct educational
research on teacher education

Introduction
The work of Soviet psychologist Lev Vygotsky has had a growing impact on education in
the Unites States. In this paper, to further the readers’ understanding of Vygotsky’s

cultural-historical theory, I will briefly summarize the central features of the dialectical
approach to his research. Then I will consider important influences on Vygotsky’s
development of dialectical methodology, identify key principles and methods that he
utilized, and also discuss several practical illustrations.
In search for new methodology of cognition Vygotsky elaborated a system of
principles and methods to study human psyche and psychological processes. He
suggested not to take bits and pieces of dialectical and materialistic ideas, but to use them
as strategies of a creative approach to research. Using these principles and methods,
creatively reorganizing and transforming them, he elaborated his historical – cultural
theory.
He was considered to be a methodologist because he worked out a system of
principles and methods which could be used by any researcher for investigating any
sphere of human life. The methods serve as tools for research on learning, decision
making, and problem solving in teaching and learning.
Vygotsky’s ideas were widely used and stimulated the emergence of many
psychological schools and theories, though his name and personality were not widely
mentioned. Even his followers and students, basing their concepts in Vygotskian ideas,
nearly never evaluated his real and great contribution to psychology (Yaroshevsky,
2002). Nevertheless, many generations of Soviet teachers were brought up on Vygotskian
ideas, but many of them didn’t recognize him as an outstanding scientist or his merits in
research.
The interest in Vygotsky’s research is becoming deeper and deeper today in the
West and post-Soviet education. Reviews of Vygotskian research have been widely

conducted. Western implementation of Vygotskian ideas gradually produced a new
theoretical approach –sociocultural—that is rooted in American pragmatism and
scholarly tradition. According to Matusov and Hayes (2000), this approach came as a
result of efforts by psychologists like Cole, Kozulin, Rogoff, Scribner, Wertsch and
others who sought to “reconstruct and creatively develop the Vygotskian paradigm” (p.
215). This study differs in three fundamental ways. First, it attempts to show how
Vygotsky used ideas of dialectical materialism as a tool for learning the psychological
phenomena. Second, it seeks to consider Vygotsky’s heritage from the point of view of
the social context where he lived and worked. And third, Vygotskian ideas are introduced
from the point of view of their validity and implementation in former Soviet and modern
psychological theory of New Independent States (NIS). This will give a possibility to see
the cultural-historical approach in another light in addition to the American socio-cultural
vision, and to learn other aspects of Vygotskian ideas.

The notion of methodology in Vygotskian reasearch
In this article, I will use Vygotsky’s definition of “method” and “methodology”.
According to Vygotsky, “method is a way of scientific research” (Vygotsky, 1931, p. 87).
Regarding methodology, he differentiates between a “general” and a “special” one.
General methodology includes general methods and principles of any scientific cognition;
special methodology investigates these general methodological principles and methods
applied to separate sciences (physics, history, psychology, etc). In Marxism,
methodology is represented by materialistic dialectics” (Vygotsky 1931, p.87).

This understanding of methodology is typical to the old German research paradigm,
which spread in the majority of European countries, the former Soviet Union included.
According to Vygotsky (1978), to implement Marxism in psychology was not
possible because they never wrote about the psychology. He was mainly interested in
their elaboration of the principles of social development and methodology of analyzing
different social phenomena. It’s not about what they wrote, he thought; it’s about how
they wrote: “I want to find out how science has to be built, how the science has to
approach the study of the mind learning from the whole of Marx’s method. In order to
create such an enabling theory-method in the generally accepted scientific manner, it is
necessary to discover the essence of the given phenomena, the laws according to which
they change, their qualitative and quantitative characteristics, their causes. It is necessary
to formulate the categories and concepts that are specifically relevant to them – in other
words, to create one’s own Capital” (Vygotsky 1978, p.8).

Principles of Vygotskian research

Vygotsky during his scientific career continuously was striving to elaborate his
independent, objective, holistic approach to studying the reality of psychological
processes. He went through a difficult, uneven path of becoming a scholar.
Already being a student of Moscow State University and People’s University named after
Shanyavsky (1915-18), he studied deeply in world philosophy, history, law, psychology,
and linguistics. This included concepts and theories of many outstanding scholars and
thinkers (e.g., Spinoza, Hegel, Freud, Piaget, Blonsky, Bernstein, Pavlov, Sechenov,

Potebnya, Plekhanov, Marx, Engels, Shakespeare, Dostoyevsky, Pushkin, and many
others). Vygotsky came to Marxist ideas already being an experienced researcher and a
convinced materialist.
To some extent, social conditions of revolutionary Russia, building a new
country, stimulated him to use and apply ideas of dialectical materialism. But he studied
them in detail, and not as an ideologist, but as a philosopher, researcher who desired and
intended to contribute to overcoming the existing crisis in psychology. Therefore he
approached his theory, consciously and creatively applying methods of dialectical
materialism in the study of psychological phenomena.
Though he used these methods, he didn’t copy the logics of their dialectical
materialism. He went his own way and used its methods as tools for research on many
problems which emerged during his work and which he put on the agenda of his own
works.
Vygotsky lived at the beginning of the new Soviet state (1920s), which
proclaimed building of a new society grounded on the principles of social justice, equity,
and fraternity. For such a type of the society, social interests were much more important
than individual needs and desires.
The key idea of the Soviet policy and culture was the priority of social interests
over the personal aims and goals. It was believed that in a society based on social justice
and fraternity, common prosperity, friendship, and respect to everyone, - the people, its
members, would be also happy, active, respectful to each other, and friendly.
Marxism personified these ideas at the early stages of the Soviet society when
Vygotsky lived and worked. Vygotsky believed in the goals of this society and wanted to

serve the interests of such a society and its people. This perspective stimulated,
encouraged, and determined his aims and values as a researcher. Vygotsky, seeing the
crisis in psychology, was striving to create a science which would correspond to these
noble goals. Based on the ideas of dialectical materialism, he elaborated significant
psychological notions and conclusions.

Among Vygotsky’s main ideas that laid the ground for his analysis, were the
following: (1) Determination of consciousness by the sociocultural environment; (2)
Dependence of consciousness on the system of social relations; (3) Inseparable
connection of consciousness, practical activity, and human interaction; (4) Human
activeness; and (5) The concept of human development. On their basis, he elaborated a
number of principles which guided his analysis of psychological phenomena.

Historical principle

The historical principle of dialectics occupied Vygotsky’s mind long before he got
familiar with Marxism (Yaroshevsky, 1994). Dialectics, which was necessarily
understood on the experience of history, became for him the universal principle of
explanation of different levels of organization of phenomena, their controversial
relationships in the stream of human life.
The merit of Vygotsky is that he was the first to introduce the historical principle
into the area of child psychology. “So far,” wrote Vygotsky, “many people tend to

explain the idea of historical psychology in the wrong way. They identify history and the
past as the same things. To study something historically for them means to study
obligatorily this or that fact from the past. This understanding is very naïve—to see an
impassable verge between historical learning and learning of existing forms. Meanwhile,
historical learning simply denotes application of the developmental category to the
phenomenon, which we are studying. To study something historically means to study in
movement. This is the main demand of the dialectical method. To grasp in research the
process of development of one thing in all of its phases and changes from the moment of
appearing to its death means to explain its nature, to learn its essence, since only in
movement the body shows that it exists.” (Vygotsky 1983,Vol. 3, p.62)
Consequently, human behavior can be understood only as a history of behavior
(Vygotsky 1983). That is, to understand a person’s actions and deeds means to
understand the system of outer influences, which represent a certain culture of signs and
tools (language, traditions, values, stereotypes, manners, prejudices, and so on).
Vygotsky spoke about the method of double stimulation, which helps to study a
person’s development. A social stimulus can be both an object and a means. Mastering
the outer world, which is the object for an individual, a person at the same time forms
own behavior. So this outer-world experience becomes a means of changing and
improving him/herself.
The educational implementation of this principle is broad. First of all, a teacher
should remember that a student is a product of the contemporary society. That’s why a
teacher shouldn’t compare students with him/herself, and expect from them that kind of
behavior, which he/she could expect from him/herself. The conflict between children and

parents, or generation gap, always exists because every generation is a product of a
certain cultural-historical era, and therefore in building contacts with students, teachers
should accept students’ values and understandings that were formed in the contemporary
era.
Besides that, every student has his/her own way of socialization, which results in
his/her experience, forms, and skills of behavior. Any teacher’s reaction towards a
concrete student should consider the conditions and the level of individual and social
development, and therefore a student’s psychological readiness to understand and accept
the teacher’s actions, methods, or moral and social norms that s/he introduces. This
readiness is determined by the conditions and the ways of the students’ socialization.
Vygotsky, using this principle as a leading one in his cultural-historical theory, gives a
theoretical grounding for the necessity of considering students’ diversity of cultures,
backgrounds, needs, levels and ways of development as well.

The principle of dialectics
The most important Marxist idea, which was a basis of Vygotsky’s theory and which
penetrates all the noted above principles and develops them, is the notion of dialectics.
This fundamental key point comes out from Aristotle, Spinoza, Hegel, and others.
Vygotsky regarded dialectics as a methodological basis of psychology (Vygotsky
1931). He wrote, “materialistic dialectics makes the basis of philosophy and methodology
of … psychology” (Vygotsky 1931, p.49). Defining dialectics, he wrote, “…it is a
science about universal laws of ties and unity of nature, society and thinking” (Vygotsky
1931, p.49).

In Vygotsky’s view, any social phenomena should be analyzed in terms of
dialectics – constant changes and unity with other objects. It is always in dynamics. Even
if we don’t see any changes, it is already changed. This principle penetrates all the noted
key ideas above. Even if we regard any key Vygotsky’s concept – the genetic law of
human development, the dominant role of environment in this process, education oriented
towards the ZPD – we can see that it is based on the principle of dialectics in analyzing
social phenomena.
In terms of practical applications of this principle in education, I may say that
education can be regarded in the light of dialectics – dynamics and unity. This means that
education is a constant renewal of teaching (goals, strategies, content, and evaluation), of
students’ learning (their abilities, motivation, knowledge, skills, experience, and
behavior), of classroom environment, and the teacher/students, students/students
relationships. Accordingly, a teacher should promote these developments in a free way
without setting up goals and objectives. The changes in teaching and learning will happen
in any way, but they may not coincide with teacher’s goals or not reach these objectives.
If the changes in students’ learning behavior do not meet teaching goals and needs, then
the process of learning becomes challenging and non- controlled.

The methods of Vygotsky’s dialectical approach
In his dialectical approach, Vygotsky also substantiated certain methods or strategies
based on the defined principle and ideas of dialectical materialism. They are: Dialectical
interconnection of the opposites and its reorganization; Dialectical mediation; Dialectical
reversibility; Dialectical transformation; Analysis by units.

The dialectical interconnection of the opposites
Implementation of this method denotes the necessity of identifying links between the
opposites in every concrete unit (a concept, notion, theory, and so on) in order to analyze
its wholeness.
Every unit is connected with another unit. A special feature of Vygotsky’s work is
in extracting and identifying the opposites. Sometimes the impression is that he
conducted his analysis with a special goal: to identify opposite tendencies. Vygotsky was
looking for the opposites to learn the phenomena in all its links with other phenomena,
and in all its forms. Still Greek philosophers expressed the view that any phenomenon is
a unity of different opposites. For instance, love is a deep feeling that at some moments
may be hatred, knowledge is always comprehension of the lack of knowledge, weakness
at the same moment is the strength of a person. In one of his works Vygotsky stated
directly, “Now the closest and the only goal of our reasoning is opposing two principal
points of view on the process of psychological development of a child. Opposing means
identification of the relationship of opposites, but this is not the only goal. This is just the
initial stage of using the dialectical method” (Vygotsky, 1983, p. 9).
It is interesting that Vygotsky opposes the units to the extreme state, and to their
self-exclusion. One example of setting opposites and their self-exclusion we find in
Vygotsky’s work “Thought and Language:” “Research on any psychological functions
supposes analysis, but this analysis can have absolutely different forms ... that exclude
each other” (Vygotsky 1983, Vol. 2, p. 13).

Vygotsky used the method of the unity of the opposites for producing creative
ideas. Having defined opposites, Vygotsky collided them, analyzed, and the outcome of
this process was a new idea, but already reorganized. So, the moment of productivity of
dialectical reorganization lied in transformation from the abstract relationship to their
concrete personification in the units of the analyzed whole. In this case, the dynamics of
thinking went in the following direction: defining the relationship of the opposites in
concrete material, then operating with the opposites at the abstract level, and
concretization of dialectical reorganization. Let’s try to describe some implications of
dialectical reorganizations to understand the peculiarity of Vygotskian productivity by his
applying the method of the dialectical interconnection and reorganization of opposites.
This method was used by Vygotsky to study personal development at different
levels, e.g., especially during his analysis of psychic phenomena. Let’s consider the
following judgment of Vygotsky: “We have to admit that before the beginning of every
age period, an absolutely new, unique, and specific relationship between a child and
social environment is formed. This relationship we call a social situation of development
in a certain age” (Vygotsky, 1982/84, vol. 4, p.258). Analyzing such a phenomenon as
crisis of development, Vygotsky defines two interactive, different level sides: a child as a
social individual, personality, and social environment, which are the opposites in the
system “personality-society”. And a concept of a social situation of development was an
outcome of reorganizing the interconnections and relationship of these two opposites, and
was used to show the unity and contradiction of these two opposites as a source of a
child’s development.

So we see, the productivity of applying the noted above method was in his
elaboration of the notion of the social situation of development. Another sample of
Vygotsky’s implementing the method of interconnection of the opposites was his analysis
of child’s development: “Two main lines, qualitatively specific, can be defined inside
general child development, - the line of biological formation of elementary processes, and
a line of social-cultural formation of higher psychological functions, from unification of
which a real history of child behavior appears” (Vygotsky 1984, Vol.6, p.66). Vygotsky
defined the interconnections between the opposite two lines of human development using
a special term: ”These two moments – the history of development of higher
psychological functions and their genetic connection with natural forms of behavior – we
define as natural history of signs” (Vygotsky, 1984, Vol. 6, p.67). Defining the
interconnection and unification of these two opposites, Vygotsky elaborated a notion as a
result of its reorganization – that was a history of child psychological functions’
development. The approach to understanding the essence of the affective and cognitive
spheres of a child was built on the usage of that method (Vygotsky, 1983, Vol.2).
The opposites can exist only in close interconnections, which make up the unity
of the phenomenon. That’s why the main Vygotskian thought is to consider affects
(emotions) and intellect as the opposites that exist in a special relationship – the
relationship of the unification. But it should be noted that the introducing of a new term
for defining the interconnections of the opposites, such as “social situation of
development,” “history of psychological functions development,” and “unity of affective
and intellectual processes” represents just the first step of productivity of dialectical
reorganization.

Actually, any new concept of Vygotsky ‘s research was worked out by finding the
interconnections and unity of the opposites in any social phenomenon, and reorganizing
the relationship of these opposites. The concept “ a proximal zone of development” was
also a result of reorganizing the following opposites such as the unity of the actual level
and potential level of students’ development. Exactly finding this zone of proximal
development helped to solve the contradiction between the existing two opposites – an
actual level and potentiality of students’ development.
In education, there are always certain opposites, and their reorganization becomes
a factor of educational development, and a teacher should be aware of the unity and
contradictions of the opposites in any sphere of education, should look for the solution of
this contradiction. In students’ learning, there are also two opposites: learning organized
by a teacher, and students’ learning needs, desires, which can be in contradiction, or in
unity. The basis of the interaction of these two opposites will result in students’ positive
emotions. That’s ‘s why a teacher, in order to solve a contradiction between these
opposites, should find the tools and means for encouraging the positive emotions of
students in learning.
Another example which follows the expressed idea is the contradiction between
new knowledge that a student should learn and a student’s experience and acquired skills.
One of the approaches to overcome this contradiction lies in creating problem-solving
situations. This is a situation in which students are getting emotionally worried as they
see the difference and discrepancy between new information (knowledge) and their
experience and knowledge.

Dialectical mediation
The productivity of defining the dialectical interconnection of the opposites and their
reorganization is also connected with another dialectical method. Here the dialectical
mediation should be noted. Mediation means to select a concrete holistic object, which is
a medium and defines these opposites. However, to find such an object existing
independently from these opposites, in order to illustrate their existence in reality, is not
always easy. In those cases, when it was difficult to find an object, but to show the
direction of search, Vygotsky used terms “whole”, “unified,” or introduced a new term.
For example, the notion “psychological process,” introduced by Vygotsky, reflected the
necessity of mediating the opposites “psyche” and “physiological process”.
Vygotsky tried to find the rationale for operating on the basis of the strategy of
dialectical mediation. Let’s consider the Vygotsky’s understanding of the word meaning.
According to him, the meaning of any word is a concrete form for the existence of the
opposites “thinking-speech.” The essence is that they are taken as the opposites, and it’s
quite clearly shown by Vygotsky during his characteristization of a meaning: “ What
does it represent by itself-- Speech or thinking? This is both, speech and thinking at the
same time because it is a unit of speech thinking” (Vygotsky, 1983, Vol.2, p. 17). The
second example is connected with the understanding of the sign essence. According to
Vygotsky, the sign is something that mediates the natural and the cultural, the outer and
the inner, the subjective and the objective (Vygotsky, 1978). It is seen that these are pairs
of opposites.
Vygotsky gave so much attention to the sign as a means of psychic activity
because the sign is a concrete, universal form of mediating opposites: it is objective

because of the objectivity of its meaning and subjective because of that sense which a
person defines in the sign; it is natural as an element of nature and cultural as an element
of the social; it’s outer since it has the outer material cover, and simultaneously it is inner
because it is reflected by the psyche of the child. The productivity of Vygotskian analysis
is very high, and in many aspects it is stipulated by the method of mediation. With its
help, Vygotsky chose the sign as a basis of cultural-historical theory regarding higher
psychological functions development.
Let’s consider one more example of using this method. As we showed in the
example above, it is the zone of students’ proximal development (ZPD) which shows the
dynamics of their intellectual development and successfulness of learning, in comparison
with the actual level of development. The notion of the ZPD is a concrete form of the
opposites’ existence (actual level and dynamics of intellectual development), which
defines the essence of developmental education, though Vygotsky doesn’t always
underline it (Vygotsky, 1983, Vol.2).

Dialectical reversibility
In his works, Vygotsky implemented one more method – dialectical reversibility. It
should be noted that he defined it as a special method of research (Vygotsky, 1982).
Using it systematically, he underlined that “the researcher should not go the same way all
the time, sometimes a reverse way is more profitable” (Vygotsky, 1983, Vol.1, p. 294).
Vygotsky tried to use this method for estimating the theory of emotions by James- Lange:
“… the question is not to add some essential moment to the traditional description of the
emotional process, but to change the sequence of these moments, to define the real

relationship among them, to consider as their source and reason something that was
previously considered as its outcome and result” (Vygotsky, 1984, Vol. 6, 105).
Vygotsky considered the implementation of this method to be a separate goal.
Many productive ideas of Vygotsky’s works are based on reversibility. As an
example, let’s consider Vygotskian vision of child’s development (Vygotsky, 1984). To
study the process of a child’s psychic development, Vygotsky goes in the direction:
society – social situation of development – a child. A society, creating and defining the
social situation of development, supporting it, provides conditions for child development,
the appearing of new formations in his psyche. A medium member of this relationship is
the social situation of development. This notion is very important for the direct analysis.
Thus Vygotsky comments: “If the previous task was in dynamics, learning defined the
way of direct movement from the social being of a child to a new structure of his
consciousness, now a new task appears: to define the way of the reverse movement from
the changed structure of the consciousness to the restructuring of his being”(Vygotsky,
1984, Vol. 4, p. 259). So, “restructuring of the social being” is a conclusion gotten on the
basis of the dialectical reversibility.
Sometimes to solve the issues of teaching and learning, an instructor may use the
method of reversibility. He may imagine the solution of the problem, i.e. the whole
picture of product, a desirable result that teacher wants to achieve. While describing in
detail this imaginary outcome, he/she can predict what actions of a teacher and students
will be following the solution of this problem.
Let’s consider a concrete example of motivation formation. Teachers can use a
direct method to predict the ways of achieving the goal. But a teacher can use a reverse

method as well. In this case, he/she describes the practical actions of students, which
testify to their positive learning motivation. Now, a teacher is learning what strategies of
his/her instruction, behavior, and skills the students’ positive learning motivation will
cause. So, a teacher becomes clear about the concrete tools and actions necessary for
him/her to perform, in order to develop students’ positive learning motivation.

Dialectical transformation
Vygotsky used the method of dialectical transformation to explain human development.
He considered it to be a special means of reorganization. To him, development was a
constant movement forward, which is going on as transformation of the negative into
positive, the quantity into quality (Vygotsky, 1983). Negative moments of development
always exist; they can become causes, stimuli of development of positive qualities. For
example, disharmony of development is always a certain stage of the human harmonious
development. Vygotsky understood negative moments of development in such a way:
“The research shows … negative content of development in the moments of transition –
is only an opposite, or shady side of positive changes in a personality” (Vygotsky,
1982/84, Vol.4, p.253).
Vygotsky understood transformation also as a reorganization of the positive into
negative. He wrote, “The stronger stimulus can become the weaker motive”(Vygotsky,
1983, Vol.3, p.27). In teaching, it often looks like an incorrect, non-planned regime of
reinforcement, monotonous stimuli, or the overwhelming of strong emotional stimuli
cause opposite students’ reactions, motives, and behavior. For example, sometimes a
teacher presents too much information to students, however, it leads to students’ being

tired and non-attentive, and non-perceptive. Usage of the monotonous strategy leads to
the lowering of motive. Even the method of discovery, if used typically (as well as any
other method used in the same kind (discussion, practical activities, etc) can lead to the
lowering of the motive of learning, if there’s no unity or combination of methods, and
they don’t lead to the same target.
The whole process of education is transformation; it is the process of transition
from quantity into quality. The usage of various exercises, different kinds of activity,
leads to formation of knowledge and skills. But a teacher has to select the practical
exercises correctly, which would gradually form certain actions of this skill. For instance,
the continuous memorization of the rule (mathematical, linguistic, etc.) doesn’t
necessarily lead to students’ being ready to use it, doesn’t form the habit of the students
to use this rule in practice. That is why it is necessary to conduct such exercises, in which
a student would do different practical actions of using this rule in non-stereotypic
situations. A teacher has to remember that there’s a constant transformation going on of
the outer actions into the inner ones. That’s why fulfillment of the ready acts doesn’t
witness that a student can use then in his/her own experience, which is exactly why we
need to provide education with various creative, non-standard situations where a student
has to implement gained knowledge in solving new problems.

Dialectical analysis by units
The method of the analysis by units Vygotsky explained in this way. He considered that
two essentially different modes of analysis are possible in the study of psychological
phenomena (Vygotsky, 1962).

The criticized method Vygotsky called the “analysis of the complex psychological
phenomena as whole structures (wholes) by elements”, and a productive method –
“analysis by units.” He compared analysis of the complex psychological wholes into
elements to the chemical division of water into hydrogen and oxygen, neither of which
possesses the properties of the whole and each of which possesses properties not present
in the whole. The unit, on the contrary, is such a product of analysis which, “unlike
elements, retains all the basic properties of the whole and which cannot be further divided
without losing them” (Vygotsky, 1962, p.3-5). As an example of a unit of verbal thought
“that meets all the requirements” Vygotsky considered “the sense” as “the internal
meaning of the word for a person” (Vygotsky, 1962, p. 5). Another example of
Vygotskian analysis by units can be found in Wertsch (1985):
In an unpublished notebook Vygotsky (1978) observed that: “the whole of Capital
is written according to the following method: Marx analyzes a single living cell of
capitalist society – for example, the nature of value. Within this cell he discovers
the structure of the entire system and of its economic institutions. He says that to a
layman this analysis may seem a murky tangle of tiny details. Indeed, there may
be tiny details, but they are exactly those which are essential to ‘microanatomy.
Anyone who could discover what a “psychological” cell is – the mechanism
producing even a single response –would thereby find the key to psychology as a
whole (Cole and Scrubner, 1978, p.8).
Vygotsky regarded any psychological form as a unit. He operated with the
system of different units in his creative research: “speech reflex,” “reaction,”
“instrumental act,” “psychological function,” “meaning,” “sense,” and “worries.” A unit,

in his theory, was a whole part, which served as a tool for understanding the whole
psychological phenomena and processes. For example, a sense of any word or any
phenomena for a person means, according to Vygotsky, not just its content, but mainly its
meaning for a concrete person in connection with his/her experience, system of values,
and stereotypes. A sense as a meaning conveys the person’s attitude to information,
embodied in the word, or the concrete situation, and it reflects the emotions, feelings, and
intentions of a person.
Considering the influence of the environment and its role in the person’s
development, Vygotsky applied to units such as “worry”. Exactly that notion represents
the unity of a concrete environment’s specificity, in which a person develops and
interacts, and the individual peculiarities of a person. Actually, ‘worry” reflects a
person’s attitude to the environment, and through the “worry” the environment can have
an impact and effect on the person’s behavior.
In this connection, Vygotsky wrote: ‘Worry is a unit, in which, on one hand, the
environment is completely, holistically represented (or something that is being worried
about); on the other hand, how I worry about this, or in other words, all the peculiarities
of a person, and all the qualities of environment are represented in the worry” (Vygotsky,
1934, p.97-98).
The holistic personality has always been considered as an object of research in
psychology. Therefore the whole event of a person’s life, his/her actions became a unit of
investigating the person as a whole. Vygotsky wrote, “ the dynamics of a personality is a
drama” (Vygotsky, 1981, p. 62). To show this drama, the whole event of person’s life,
Vygotsky introduced the notion of a social role. He noted, “A social role (a judge, a

doctor) defines a hierarchy of functions, i.e. the functions change the hierarchy in
different spheres of social life. Their collision –is a drama” (Vygotsky, 1981, p.61). By
this Vygotsky emphasized the dramatic character of different functions in a person.
So a teacher may follow Vygotsky’s concept of a unit in teaching students;
proceeding from Vygotsky, we can conclude that students’ learning won’t be effective if
it doesn’t cause positive emotions and worries, which express students’ attitudes to the
content and process of learning.
This “worry” is a unit to which a teacher should pay much attention. The process
of mastering knowledge without any emotions means that this learning information won’t
become a component of student’s experience, as he/she doesn’t relate this knowledge to
his/her values, visions, and beliefs. So, according to Vygotsky, “worry” is a positive
emotion, a mediator, a unit of the environment influence upon a person’s experience.
Considering Vygotsky’s concept of a unit as a starting point in the analysis and
any practical action, a “social role” can be used for the formation of student’s social and
moral skills’ development. For example, to form a student’s organizational skills, a
teacher should put the student into the role of organizing cooperation in the class. To do
this, the student has to fulfill several tasks: (1) to set the goal for his/her classmates; (2) to
think over the process of group formation; (3) to think over the concrete content and tasks
for each group’s activity; (4) to plan the procedure for the process; (5) to define the time
limits for each task’s fulfillment; and (6) to plan the discussion. Fulfillment of these tasks
demands certain organizational skills. So, practicing the role of classroom cooperation
organizer, the student is likely to master the necessary skills.

Conclusions
Using these methods, Vygotsky conducted research on psychological processes and
considered them from the point of view of dialectical materialism, which he elaborated
by himself. All these ideas composed his cultural-historical theory that represents the
unity of interrelated ideas.
According to Vygotsky (1978), any person develops in a concrete social
environment by interacting with this environment. During this interaction, the person
builds his/her own attitude to it, and in accordance with this attitude the person builds the
system of his/her relations, which define this person’s behavior.
Any personal trait of individual; first is formed in the outer plan, and later in the iiner
plan; these inner characteristics become outcomes of this person’s social interaction and
relationships with others.
Any social environment is always historically determined and colored, and any social
conditions depict certain historical forms of social development. A person always acts in
concrete cultural-historical conditions and circumstances. He/she is always a
representative of a concrete historical epoch, culture.
Vygotsky’s main concepts, which are explicated in his research, are the
following: The determination of the person’s consciousness and development by the
conditions of material and social being of a person’s life; The influence of the sociocultural environment on a person’s behavior, values, and interests; The inseparable
connection of a person’s consciousness, practical activity, and interaction; The
dependence of human activity on the system of social relations; The significance of
human activeness in interaction with the social environment and personal development.

Human development as individual learning of social experience, and self-changing under
the influence of this experience; Human development under the influence of social
environment, which is always historically determined; Human development as a
dialectical change.
Based on the main concepts of dialectical materialism, Vygotsky elaborated the
principles and methods of a dialectical approach to research, which served for him as
concrete tools for analyzing psychological phenomena and processes. All these methods,
grounded in the principles of dialectics, composed his methodology of the research.
These methods are: The dialectical interconnection of opposites, its reorganization –
leads to finding in every unit or phenomena its opposites in order to see the wholeness of
the phenomenon; considering the complexity of the opposites as a whole. Dialectical
mediation – relates to a method of finding an object which combines the studied
phenomena (e.g., ‘meaning’ – ‘thinking –speech’; ‘a sign’ – outer speech – inner speech
and world). Dialectical reversibility – relates to a method of considering the phenomena,
both first as a cause and outcome, and then as outcome and cause.Transformations –
leads to a method of regarding any phenomenon as an outcome of different
transformations. Analysis by units – relates to a method of seeking a unit as a cell, which
explains the development and dynamics of this phenomenon.
The indicated methods of dialectics can be used as tools in learning any subject. The
principles elaborated by Vygotsky for studying psychological development provide
theoretical guidelines for the analyses of teaching and learning, and for making decisions
in any classroom environment. They don’t give teacher a ready recipe for how to help
students to develop, to learn, and to achieve. But they stimulate a teacher to analyze what

works and what doesn’t and to find out the explanation for it. Any challenge in teaching
practice may be explained in view of the theoretical principles developed by Vygotsky.
They may serve for a teacher as a ground for acknowledging and reconsidering the basic
psychological and educational theories and strategies, for making assumptions and
decisions.
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Teaching Teachers for Democratic Citizenship in Ukraine
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Ethnic intolerance as a component of national identity became a major obstacle to the
development of a truly democratic and inclusive society in any post-communist country. The
numerous ethnic conflicts that have occurred in recent years in various regions of the postSoviet world amply attest to the seriousness of this problem and to urgent need for teaching
interethnic tolerance and acceptance. The paper looks at the importance of ethnic tolerance in
post conflict communities. It argues against the present “nationalization” in the Ukrainian
educational system aimed at creating a new national identity of the Ukrainian citizens, which
may lead to catastrophe, and rather recommends the need for a multicultural educational policy,
which will enhance ethnic tolerance and promote social inclusion. This policy, the paper
recommends, can be achieved through value-oriented multicultural teaching that would
strengthen Ukrainian teacher education and promote building of civil society.
The research is grounded in the case study approach, along with a qualitative study I
conducted. The study also includes a document analysis of contemporary Ukrainian educational
policies; examines existing textbooks on pedagogy for prospective teachers, as well as doctoral
dissertations in education defended in 1991-2005 to collect information regarding cultural

expectations in teacher education, and suggests practical recommendations for promoting
intercultural dialogue for civil society and democratic citizenship.
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Teacher Induction
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6. Research shows that first-year teachers often leave their occupation within the
first three years. In order to find out how much support the graduates from a
Research-I land grant institution have at their first teaching position, a survey was
created and distributed to those who graduated from a large mid-western
university. The information from this survey provides insights into a teacher
induction process. The goal of the survey was to gather first-year teachers’ input
on the following three topics: 1) nature of provided assistance; 2) nature of
experienced events; and 3) perceptions of beginning teachers. Background and
demographic information such as the age, ethnicity, gender, the highest degree
earned and the other was collected. The results of the survey will be discussed in
detail.
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Students preparing to be early childhood teachers must be able to build
meaningful curriculum and establish positive relationships with the children they teach,
the parents they work with and the communities in which they live (National Association
for the Education of Young Children, 2001). Preparing students to satisfy these and other
standards while engaged in field work in a pre service program in a rural college
community can be a challenge. In a course entitled, “Children, Families and Their
Communities,” early childhood pre service students have the opportunity to visit a
museum in a nearby city and experience an exhibit and participate in activities that
focuses on autobiographical narratives as told by a diverse group of people who have
often encountered racism and have taken action to improve their own lives, their families
and their communities. This museum exhibit was designed for use with public school
second graders as part of an acceptance and respect curriculum (Douglas, 2001).
Following their visit to the museum, the students prepare their own narratives
using self chosen methods for telling their stories. In this way, students recognize that
they have a story to tell, there is a variety of ways of telling that story and that their
cultural heritage influences their teaching. They realize that they have biases and come
to understand what they must do to respect other people’s stories and include diverse
perspectives in their teaching. Stories have been told via traditional storytelling, the
writing of a child’s book, songs or poems, computer presentations, video productions,
and presentation boards. The students connect their stories to a project that they plan to
carry out with the children they teach. These projects evolve around themes that emerge
from their story. In their projects, they incorporate family involvement and use of
community resources. In reflections on the museum trip, class readings, the creation of
their own story and project and the presentation and sharing of their work in a college
created children’s museum space, students implement aspects of culturally relevant
curriculum that they can use in their field placements and actual teaching.
For this presentation, the author will provide a sampling of stories and projects
and an analysis of these stories and projects and how this process has led to a
transformation of students’ thinking about culturally relevant teaching.
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Theoretical Framework
English is the most popular foreign language in Taiwan. Research has shown that
most people in Taiwan consider the learning of English to be very important (Chen,
1996; Wang, 2000. Duo, 2003). In the year of 2001, the Ministry of Education
extended English education into the elementary schools nationwide. It is believed that
the higher the level of proficiency one reaches in English, the more likely one will
succeed in the future. However, while the society puts in so much effort in students’
English learning and expects to get better effect, research indicates that the results are
limited. For example, Wang (2000) reported that although students do consider English
an important language tool, “they do not often use English” (p.127). In addition, Duo
(2003) indicated that not many students have actually enjoyed learning English in
school despite how positively people in Taiwan speak of learning English. In fact,
language learning is a long-term process and the effective English learning needs the
coordination of many factors. Until recently, however, most studies on this issue
focused mainly on students’ English learning outcomes rather than exploring students’
learning experience through which these educational patterns have been created and
modeled. The present study applying Bronfenbrenner’s ecological systems theory
(1979, 1989, 1993) suggests that individual’s learning process cannot be isolated from
their social environment (i.e. microsystem, mesosystem, exosystem and macrosystem).
Therefore, a profile of middle school students’ English learning proficiency in Taiwan
must be shaped by different factors such as the influence of parents, teachers, and mass
media and Internet etc. Utilizing the Structural Equation Modeling, the present study
explores the relationships among these factors and examines the model fit. The present
study contributes to this body of literature uniquely by examining the influence of
parental involvement, the empowerment of schooling, and the effects of media and
Internet on Taiwanese students’ English learning simultaneously.
Objectives
The present study examines the profile on middle school students’ English
learning proficiency in Taiwan. We address the following questions: (1) What is the
profile of middle school students in Taiwan with regard to their English learning
proficiency? (2) Is the model of the English learning profile we proposed for
Taiwanese students acceptable and does the model obtain the reasonable model fit? (3)
What is the influence of social factors such as parental involvement, schooling, mass
media and Internet in promoting students’ English learning proficiency in Taiwan? (4)
Are there relationships among these social factors?
Methods
2

Methodologically, the present study utilizes quantitative approach, specifically, a
structural equation modeling approach to examine the profile of middle school
students’ English learning proficiency in Taiwan. The Inventory of Parental
Involvement developed by Kung (2002), the survey Questionnaire regarding English
Teacher’s Attitude toward EFL (English as a Foreign Language) developed by Duo
(2003), and the Internet Experience Survey developed by Chang (2003) were adapted
for the present study. The selected schools were located in the middle part of Taiwan.
The total subjects included 820 9th grader who participated in the survey questionnaire
in the Municipal junior high schools in Taichung, Changhua, and Nantou during the
2004 – 2005 school year. Over 95% of the students in each selected classroom
participated in the study. Confirmatory Factor Analysis (CFA) was conducted to
confirm the latent factors (i.e. parental involvement, schooling, mass media and
Internet) we hypothesized for the present study. Next, Structural Equation Modeling
(SEM) was utilized to examine Taiwanese students’ profile that explores the
relationships among the social factors and students’ English learning proficiency.
AMOS 5.0 (Arbuckle, 2003), a structural equation modeling software was utilized for
the CFA and SEM analyses.
Results
The results indicated that the profile of middle school students’ English learning
proficiency in Taiwan was shaped by different factors such as the influence of parents,
teachers, and mass media and Internet etc. Each factor did contribute to this “profile”
uniquely while helping students achieve success in their English learning proficiency.
In general, Taiwanese parents in the study were much more concerned with both
attitudes and practices of parental involvement toward English learning because they
recognized that these involvements were vital to the outcome, which was their
children’s success in the future. In addition, results showed that the majority of the
Taiwanese teachers in this study considered English leaning to be a positive endeavor
and pointed out that the increasing importance of English is the result of globalization
and the widespread use of English throughout the world. Also, teachers’ perceptions of
English learning/teaching were reflected through their curriculum planning. Moreover,
the positive role the mass media and Internet played and the effective experience of
using these sources were beneficial in helping students’ English learning. A
three-factor model (i.e. parental involvement, schooling, and the mass media and
Internet) of the profile was explored and reconfirmed for Taiwanese 9th grade students.
The present study also suggested that English learning should be for communication
purposes and stressed the importance of creating an “authentic” language learning
environment.
Educational / Scientific Importance of the Study
3

Most people in Taiwan view learning English as necessary for future success.
English learning, however, cannot be seen as a neutral act and process. It involves
different factors, which are influenced and formed by the social context. The present
investigation has attempted to achieve the following goals and contribute to the
literature in several ways. First, it attempts to confirm Bronfenbrenner’s ecological
systems theory and applies it to establish a “profile” of middle school students’ English
learning proficiency in Taiwan. Second, while the public seemed to embrace the
importance of English and acknowledge the importance of making use of it as an
international language to achieve Taiwan’s political and economic goals, the present
study expects to provide the effective methods for parents, teachers, educational
authorities via this profile in promoting students’ English learning proficiency in
Taiwan. Third, the present study finds a number of possible important links (i.e. paths)
among home, school, and the public that are amenable to intervention, leading possibly
to the improvement of students’ English learning proficiency in Taiwan. Fourth, the
present study hopes to utilize the results to reinforce the interaction among parents,
teachers, students, and the public, that is, to build the notion of
home-school-community partnership to help students’ English learning. Fifth, since
the increasing attention has been paid to the role of mass media and Internet on
learning, the present study allows us to explore the impact of the mass media and
Internet on English learning and applies this medium for students’ English
performance in Taiwan. The implications of these findings are explored and
suggestions are made for further research on related issues. The goals stated in the
National English Curriculum Guideline in Taiwan are to 1) develop students’ basic
communication skills, 2) develop students’ interest in learning English, and 3) develop
students’ sense of cultural awareness. The ultimate purpose of achieving these goals is
to meet the demands of globalization by enabling Taiwan to survive and compete in the
world. Through the present study, we suggest that we as researchers should become
“critical educators” and most importantly, be more aware of the social nature and
context of English learning.
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Introduction
English songs1 have always been one of the most appealing sources for English learning
and teaching (Abbott, 2002; Griffee, 1992; Jolly, 1975; McParland 2000; Murphey, 1995).
The reasons for using English songs in the classroom may vary, but the results of using them
are rewarding as well as powerful. Some instructors enjoy teaching English through songs
because they believe that music can excite and move learners as well as help them remember
things (Abbott, 2002). Some teachers maintain that English songs provide hook that can
guide students to evaluate cultures and appreciate their own and other people’s lives (Griffee,
1992; McParland 2000). Overall, English songs can be effective teaching materials when
used as part of English learning activities in that songs possess both the communicative aspect
of language and the entertainment aspect of music.
This paper attempts to illustrate the effectiveness of English songs in EFL classrooms,
incorporating my past teaching experiences with academic and teaching implications from
other educators and scholars. The sections that follow will include the features of song
selected for EFL settings, and the characteristics of English songs, followed by an example of
song set activities in the classroom. The purpose of this paper is to help teachers better
understand the attributes and functions of English songs, and to offer some practical examples
in terms of my personal application of English songs in EFL classrooms.

Song Selection
Most of the songs presented in this paper are ones that I used in my classroom before I
came to the US in 2002. In other words, the selection of the songs in this paper is primarily
based on my four years of teaching in Taiwan, an EFL country.
On one level, the song selection reveals some personal values and perspectives from an
English teacher in EFL classrooms. Some of the songs I chose in my teaching represented
my personal appreciation of or perspectives on love, interests, moral values, and social and
cultural dimensions. For example, I used to incorporate some show tunes, such as “Castle
on a Cloud” and “All I Ask of You,”2 in my classroom, because I believe that many show
tunes are powerful and insightful for discussion because they fit in the musical stories. In
contrast, I rarely introduced rap music into my classroom because few of my students
1

In this paper, English songs refer to songs in English.
“Castle on a Cloud” is a very touching song in the musical Les Miserables. It is sung by Cosette, the orphan
girl. “All I Ask of You” is a piece of music in the musical Phantom of the Opera, which has been recorded in
different versions by various singers, including Sarah Brightman, Barbra Streisand, and Tracy Hung, a Chinese
singer.
2
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showed much enthusiasm for rap. The lyrics in rap music are too colloquial and laden with
too many unique cultural codes beyond EFL students’ comprehension.
On the other hand, some of the songs I used in my classroom were well known in
Taiwan, reflecting local trends or tastes as well as some Taiwanese phenomena at the time.
Many of these songs were popular because they were used in TV commercials3 or movies, or
as TV soap opera theme songs—which were especially popular in Taiwan. Some English
songs were remade by Taiwanese singers and became popular, even if the original version was
unfamiliar or new to listeners. Still other songs were translated into Chinese and were useful
in helping students recall the original English versions through the rhythmic familiarity.
Many English songs possess a number of traits that make music a powerful vehicle that
teachers can use to engage students with literature and English learning. They can be
effectively used in promoting language learning in listening, speaking, reading and writing.
Additionally, the variety of English songs appeals to a wide range of learning styles and
preferences (Abbott, 2002).

The Characteristics of English Songs
English songs have numerous features and advantages that can not only engage and
stimulate learners, but also make a learning activity an effective, memorable, and enjoyable
event (Maley, 1995). These characteristics or benefits can be categorized as follows:
(1) Built-in Repetition
As many researchers indicate, a great number of lyrics are highly repetitive (Abbot,
2002; Douville, 2001; Griffee, 1992; Lems, 2001). If there is much repetition of vocabulary,
phrases, or structures in a song, students will be exposed to a rhythm of language, which is
related to “forms, syntax, lexical items, segmentals, and suprasegmentals,” and which can
also help students become used to ready-made expressions in future conversation (Abbott,
2002). A very famous example is the Beatles’ “I Wanna Hold Your Hand,” which repeats
the phrases of “I wanna hold your hand” and “I can’t hide.”
Moreover, the repetitive nature of lyrics provides learners with invaluable opportunities
to form important connections between written and spoken words. Listening to a song full
of repetitive elements allows students more opportunity to use their predictive abilities as well
3
One of the examples is Louis Armstrong’s “What a Wonderful World.” To many people in Taiwan, this song
is neither a “Louis Armstrong hit song,” nor a theme song in the movie soundtrack “Good Morning Vietnam,” but
a familiar Taiwanese TV commercial song for Won Won Cookies.
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as prior knowledge to anticipate the rest of the story or the context in the song. When
students are motivated to predict or speculate about what will happen next in the song, a
meaningful purpose in reading/listening is established and strengthened. Subsequently,
repetitive lyrics can be effectively applied as an essential source for students to develop oral
language skills (Douville, 2001).4
(2) Specific Functions of Grammar or Vocabulary
A number of English songs can be used as a “target grammar point,” such as past tense
verbs and prepositions, and as “vocabulary building activities” (Lems, 2001). Abbot (2002)
further points out that songs provide meaningful contexts for teaching vocabulary for they
cover suitable topics and include forms and functions of language that are commonly seen in
everyday life. In her article, Abbott offers a table of English songs and their relevant
language practices, which includes yes/no questions, prepositions, street slang, conditionals,
imperatives, comparatives, past tense, and so on (p. 11). The table proves the variety of
English songs with regard to language learning reinforcement.
In regard to past tense usage, Celine Dion’s “Because You Loved Me,” the theme song of
the movie Up Close & Personal, is a powerful example. To correspond to the story of the
movie, most of the verbs in the song are in the past tense, emphasizing that the female voice
mourns and expresses her unbounded gratitude toward her deceased lover:
You were my strength when I was weak,
You were my voice when I couldn't speak,
You were my eyes when I couldn't see,
You saw the best there was in me,
Lifted me up when I couldn't reach,
You gave me faith cause you believed,
I'm everything I am,
Because you loved me.
This song can be used in the classroom to teach students many past tense verbs, while also
allowing students to discuss and compare the song and the movie. The use of songs is a good
4

Another example of repetitive lyrics is clearly manifest in the song “Big Big World” by Emilia: I’m a big big
girl / in a big big world / It’s not a big big thing if you leave me / But I do do feel that / I do do will miss you much
/ Miss you much. Between the repetitive refrains, the perspectives of love from this girl are presented with the
changes inside her heart or in the outside world. With every refrain part finished, students tend to guess what
will happen next. Moreover, the lyrics of the refrain consist of many repetitive words or phrases, such as do, big,
and miss you much. Interestingly, it was my students who reminded me that this song had already been remade
with Chinese lyrics by a young idol in Taiwan. The first time I was playing this song, many of my students
could readily catch up with the melody of the song and sing with it.
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way to incorporate certain grammar points or vocabulary words into the classroom.
(3) Cultural Input
The application of English songs can introduce profound cultural aspects into the
classroom. “Music,” as Griffee (1992) puts it, “is a reflection of the time and place that
produced it,” so “[e]very song is a culture capsule containing within itself a significant piece
of social information” (p. 5). Songs can be selected in view of seasonal and historical, as well
as moral or allegorical perspectives of the everyday lives of people. For instance, “Colors of
the Wind,” the theme song of Pocahontas, can launch some provocative topics, such as
colonialism, among students who can further get into the debate about civilization versus
primitiveness. Ultimately, English songs are a wonderful way to bring on the classroom
different cultures and values that students can appreciate and learn (Nichols & Honig, 1997).
(4) Personal Quality
Unspecified I- and you-referents, and the vagueness of time, place, and gender are two
key components that make listeners become part of the song, as either the narrator or the
addressee in the song. According to an analysis conducted by Tim Murphey (1992), a large
group of pop songs contain many personal pronouns; 94% of the songs had first person
referents, I, whereas 86% of the songs were addressed the second person referent, you. This
perspective accounts for the readiness of listeners to synthesize personal intense feelings with
the story narrated in the song to which they are listening. The instances are numerous and
easily identified, for example Don McLean’s “Castle in the Air”:5
And if she asks you why, you can tell her that I told you
That I’m tired of castles in the air.
I’ve got a dream I want the world to share.
And castle walls just lead me to despair.
Most listeners might identify themselves as the you in the song, a person that might be the
narrator’s friend (the friend of the I referent or the singer), and the you is asked to tell the
narrator’s lover that the narrator is going to leave. Many English songs resemble a dialogue
5

Another version of this song was performed by Chi-Yu, a well-known Taiwanese female singer. Therefore,
this song can be applied to the situation of a man or a woman. Later, when students are more familiar with this
song, we can introduce them to a song by Roberta Flack, “Killing Me Softly with His Song,” in which Roberta
Flack felt surprised the first time she heard Don McLean singing in a bar. At that time, Don McLean was not
very famous but his song touched Roberta Flack: Strumming my pain with his fingers / Killing my life with his
words / Killing me softly with his song / Killing me softly with his song / Telling my whole life with his words /
Killing me softly with his song. From my experience, some students like the connection between two songs and
evince profound interest in comparing and combining two related stories into a larger textual world.
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between the singer and the listener, or, a dialogue between the narrator and the addressee in the
song.
Another element that helps learners/listeners identify themselves with the persons
described in the song is the indefiniteness of time, place, and gender (Lems, 2001). These
vague lyrical types present a song story that seems to be happening when and where it is heard.
Along with the lack of gender referents in the lyrics, a song without clear indication of time
and place offers a listener more opportunities to become an interlocutor with the
singer/speaker in the song, and thus helps the listener have more involvement with the song.
This active participation in the song can help the listener discover the meaning in the text.
The vagueness of place, time, and gender can be found in the example of “Life Holds On”
(Chapman, 1990):
I was swinging on the swings when I was a little girl,
Trying to get a handle on the big wide world.
When I noticed all the grass in the cracks in the concrete,
I said, “Where there’s a will, there’s a way around anything.”
Obviously, the song is related to a story happening in the past, but we cannot be exactly sure
when and where it happened. There are no explicit indicators of time, place, and gender-which is an extremely helpful tool for engaging learners’ interest and resonance.
(5) Poetic Features
Many scholars note that songs are full of oral and communicative aspects. However,
Griffee (1992) has argued that songs have ingredients in common with speech and poetry, but
songs are still not equal to poetry and differ in two respects. First, songs include less
information than poetry. Second, songs are more redundant than poetry in terms of some
devices, such as “the borrowing of lines from other songs, proverbs, catchphrases and clichés
as well as alliteration” (p. 3-4). Griffee further explains that the aforementioned differences
make songs sound so simple, particularly when juxtaposed with the sophistication and subtlety
of poetry. But this is not true of all songs. The song “The Wishing Well” is an example of
how a song can be interpreted as a poem:
When I first saw you, I saw beauty.
And I blinded my eyes,
For fear that I should weep.
When first I heard you,
7

I heard sweetness.
And I turned away
For fear of my weakness.
I blinded my eyes,
My face I turned away,
I hardened my heart,
For fear of my ruin.
In my opinion, these lyrics could have been written by a poet because they share the simplicity
of poetry. They seem to tell a story of love and rejection. Sometimes beauty
entails love at first sight, but some people might turn away for fear of ending up with a
broken heart. This song also utilizes many poetic expressions, such as “My face I turned
away” and “I hardened my heart.” As a result, songs can be taught as poetry—simple,
abstract, and informational.6

Using Songs in Language Reading
This section contains a song set activity that observes the guidelines for structuring
classroom music activities: (1) prelistening,7 (2) listening, and (3) postlistening (Abbott, 2002;
Spencer, 1994). Before presenting a three-song-set activity, I need to provide the basic
structure of English song use in the classroom.
(1) Prelistening
As Abbott states, the purpose of prelistening exercises is to stimulate and supply
students with appropriate vocabulary and background knowledge (p. 15). Prelistening
exercises can be assigned as homework. For example, teachers can explain why they intend
to use the song, offer students some information on the song and the singer, or explain briefly
the historical setting and cultural influences on the song. Students can also be told the title
of the song or the name of the vocalist one week before the song will be discussed in class,
and investigate the relevant previous questions. In class, teachers can have students fill in a
cloze passage, asking them to write in what they think might go in the blanks before they

6

Leonard Cohen’s songs can further be discussed as an example of poetry-like songs. For more information,

please visit his official Website: http://www.leonardcohen.com/.
7
Bret Spencer (1994) documents two steps, preteaching and prelistening, before teachers conduct their music
activities. I think it will be better to group these two procedures into one, prelistening. To Spencer, preteaching
emphasizes the introduction to the conceptual, cultural, and social backgrounds behind the song, whereas
prelistening stresses the basic guidance of the song that will help students “pose[s] the ear to categorize and
appreciate the texture, style and rhythm of musical forms” (232).
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listen. Teachers should encourage them to guess even if they are not sure.8
(2) Listening
During listening activities, a variety of active tasks can be completed. One common
approach is to delete some parts of the song in terms of vocabulary items or phrases, and have
students fill in the blanks while they are listening to the song. In addition, many songs can be
effectively utilized as cloze exercises that can reinforce the grammar points that have been
studied in class.9 When students are doing cloze exercises, they can work in pairs. One of
the variations of cloze exercises is to give students additional help, such as the first letter of
every closed word or some choices. For instance, “You don’t bring me fl________” or “You
don’t bring me (1) flowers (2) flours”.
(3) Postlistening
Most postlistening activities are associated with communicative or creative exercises,
such as games, problem solving activities, role playing, jigsaws, discussions, story extension
from the lyrics, etc. A number of tasks can be done at this point. As Abbott (2002) advises,
students can be asked to write questions they would like to ask the performers about their
lives or beliefs. After students listen to the song, many follow-up questions can be asked.
Here are some examples (Griffee, 1992, p. 58):
1. What kind of music was this?
2. How did you feel while you listened?
3. What did you think about while you listened?
4.
5.
6.
7.

What words do you remember now?
Would you like to listen again? Why or why not?
Would you like to listen to another song by the same singer or group?
Did you notice how you moved your body when you listened?

8. How would you describe this music?
9. Have you ever heard this song before? This type of song? Where?
8
Griffee (1992) suggests that we should note that cloze exercises are the most familiar and popular song activity
currently used and thus might be over-used. However, an appropriate cloze passage can promote in students a
sense of anticipation. But we need to avoid closing two or three words in a row in case students cannot catch
them and teachers will need to stop the song and/or replay the song several times. Cloze one word per line.
Moreover, I recommend that each line of the song be numbered so that teachers can help students if they become
lost or inattentive.
9
As Abbott suggests, “Under the Boardwalk” is a good song for practicing prepositions, while Bob Dylan’s “If
Not For You” is a good example for practicing conditionals. I used to play “If” and “Because I Love You”
together in an attempt to help my students become more familiar with conditionals. For lyrics, please refer to
Appendix I.
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10. What do you think the singer/group looks like?

A Critical Thinking Activity: A Three Song-Set Invitation
The following activity is designed to engage students critically in the transformation of
female roles in the songs presented. On the one hand, this song set activity is to help
students build on their language skills. On the other hand, it is aimed to promote in students
the awareness of female stereotypes as well as the changes of female images addressed in
three songs that were written at different times. As I mentioned previously, the activity will
be laid out on the model of prelistening, listening, and postlistening. The target students will
be young adults or adults and their levels will be intermediate or advanced. Each song will be
introduced separately, but class time will be taken to compare and contrast the three
songs.10
I. Song One: “Stand by Your Man”11
Week 1 / Prelistening
1. Briefly introduce the background of the singer, Tammy Wynette,12 who was born in 1943.
2. Distribute the lyrics to students. Some parts of the lyrics have been deleted; ask students
to guess the missing lyrics as part of their homework.
3. Ask students to get information about a Chinese woman who is a contemporary of Tammy
Wynette. The person they are going to report about can be one of their family members,
or any other woman of their choosing. Suggest that they can acquire information through
many sources, such as libraries, the Internet, encyclopedia, autobiographies, or interviews.
4. The following week, they need to report orally. From these reports, students will be able to
better understand the differences between these Chinese women and Tammy Wynette.
Week 2 / Prelistening, Listening, and Postlistening
Prelistening
1. Students will meet in small discussion groups to share and compare their guesses about the
10
In Taiwan, I taught a class in Reading and Comprehension, in which students met twice a week for two hours.
I usually taught them with the textbook on one day, and other activities the other day. I found that many of my
students looked forward to the various texts or activities that I brought into the classroom every week.
Therefore, I introduced one song each week.
11
As for the lyrics of the three songs discussed below, please refer to Appendix II, III, and IV.
12
Before she became the queen of country, Tammy Wynette was a young, divorced mother pregnant with her
third child. She became famous with her first single, “Apartment #9,” followed by bigger hits, “Stand by Your
Man” and “D-I-V-O-R-C-E” in 1968. Even though she was a well-known country singer, Wynette still kept
bolls of cotton in a crystal dish to remind her of her roots. The hard times in her life are mirrored in her songs.
See People Weekly Magazine, Special Collector’s Edition, 1998 (Editor: Eric Levin).
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missing lyrics.
Listening
1. Play the song one or two times and ask students to write down correct answers.
Postlistening
1. Provide the answers and ask the students to compare their own answers to the actual
lyrics.
2. Discuss the meaning of the song with students.
3. Ask students to compare the person they found in the previous week with the role of
woman described in the song. Are there any connections between both of them? Are
there any special meanings to students? Do they have any special and valuable stories
they can share with others?
II. Song Two: I Am Woman
Week 3 / Prelistening, Listening, and Postlistening
Prelistening
1. Before playing the song, introduce students to the background of the song. Briefly
give them some information about the women’s movement.13 At the same time, show
photographs from the 1960s, such as the pictures from the book The Hulton Getty Picture
Collections: 1960s.
2. Divide students into three groups with three different parts of the lyrics, as shown in
Appendix III. Discuss the lyrics of each part in different groups—Group 1 to 3.
3. Reshuffle students into groups of three persons respectively from Group 1 to 3.
4. Ask each group to combine their lyrics into a song and discuss its meaning.
5. Give cards to each group of three; on each card there is a word or phrase as italicized in
Appendix III.
Listening
1. Ask each group of students to put a card on the table and play the song.
2. Students hit the word card when they hear the word. The first one to hit the card keeps it.
3. The student in each group with the most cards wins.14
Postlistening
1. Ask students to compare the different female images in the first and second songs.
13
For further information about the women’s movement in the 1960’s, please refer to the following Web site:
http://www.colorado.edu/AmStudies/lewis/2010/feminism.htm
14
This listening activity is inspired by Griffee (1992, p. 47).
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2. Write a reflection on this issue.
III. Song Three: “Bitch”
Week 4 / Prelistening
Prelistening
1. Ask students what the word bitch means to them.
2. Ask students to guess the artist, the theme of the song, and what kind of song it might be.
3. Briefly introduce the background of the song, such as the title of the album (Blurring the
Edges), the singer, and the responses from other women.15
4. Ask students to give antonyms for the following words: child, sinner, and hell.
Listening
1. Play the song one time.
2. Play the scene from the movie What Women Want in which Mel Gibson is in the bathroom
listening to this song while dancing. In this movie, Mel Gibson was transformed from a
chauvinist to a thoughtful man who could understand women.
Postlistening
1. Discuss the meaning of the lyrics with students and ask students to think about why a man
might be called chauvinist.
2. Divide students into groups and discuss the following questions:
a. If you had to give this song a new title, what would it be?
b. What might have happen in the composer’s life to make him/her write the song?
c. Choose one word or one sentence in the song that you like most, and explain your
reason.16
Week 5 / Conversation Invitation
1. Ask students in groups to compare the three songs in terms of different female images and
historical backgrounds.
2. Each group reports their discussion.
3. Show many pictures of women that are taken from magazines, books, the Internet,
15

The relevant information can be found on the official website of Meridith Brooks:
http://www.meredithbrooks.com/
16
Teachers can also require students to write a story about the narrator in the song and her boyfriend before the
narrator tells the story. Also, students can expand a story that happens after the song. Moreover, students can
dramatize the song and role-play it in the class with different version. Other related exercises include love
letters between the narrator and her boyfriend, or a letter to the narrator or her boyfriend.
12

postcards, newspapers, etc.
4. Ask each group to choose three of pictures that can best represent the three different
female images presented in the song set.
5. Discuss and brainstorm the reasons why they have chosen these pictures.

Conclusion
This paper has presented various uses of English songs in classroom activities. In
addition, many approaches to using English songs in classrooms have also been documented,
including a three-song-set activity. Learning English through songs can be motivating,
enjoyable, and relaxing. The richness of English songs mentioned in this paper can provide
strategies that will facilitate students’ language learning. Not only can students practice
language skills, they can also develop more knowledge and become further responsive to
different cultures, human relationships, social interactions, peer collaboration, and so forth.
Rather than a supplement to traditional grammar-based classrooms, I believe that songs
can be fully used as a motivational force in classrooms and encourage students to enrich their
thinking and creative abilities. As McParland (2000) argues, using songs as teaching aids in
an EFL/ESL classroom can motivate students’ deeper processing of information as well as
invigorate their learning process. How to use English songs in EFL/ESL classrooms deserves
more attention from more language educators and researchers in the future because
it is rewarding and can bring new and exciting perspectives into language teaching.
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Song Title: If

Song Title: Because I Love You

Performer: Bread (David Gates)

Performer: Shakin Stevens

Album: The Best of Bread

Album: Unknown

If a picture paints a thousand words

If I got down on my knees and I pleaded with you

Then why can't I paint you?

If I crossed a million oceans just to be with you

The words will never show

Would you ever let me down?

For you I've come to know.
If a face could launch a thousand ships

If I climbed the highest mountain just to hold you tight

Then where am I to go?

If I said that I would love you every single night

There's no one home but you

Would you ever let me down?

And now you've left me too.
And when my love for life is running dry

*Well I'm sorry if it sounds kind of sad

You come and pour yourself on me

It’s just that I’m worried, so worried

If a man could be two places at one time

That you’ll let me down

I'd be with you.

Because I love you--I love you--love you

Tomorrow and today

So don’t let me down

Beside you all the way
If the world should stop revolving

If I swam the longest river just to call your name

Spinning slowly down to die.

If I said the way (I feel for you) would never change

I'd spend the end with you

Would you ever fool around?

And when the world was through...

(Repeat *)

Then one by one, the stars would all go out.
Then you and I, would simply fly away.
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Song Title: Stand by Your Man
Performer: Tammy Wynette
Album: Unknown
Sometimes it's hard to be a woman,

Sometimes it's hard to be a woman,

Giving all your love to just one man.

Giving __________________ to just one man.

You'll have bad times.

You'll have ________ times.

And he'll have good times

And he'll have _________ times

Doing things you don't understand.

Doing things you don't understand.

But if you love him, you'll forgive him,

But if you ____________, you'll ___________,

Even though he's hard to understand,

Even though he's hard to understand,

And if you love him, oh be proud of him

And if you love him, oh be proud of him

'Cause after all he's just a man.

'Cause after all he's just a man.

Stand by your man, give him two arms to cling to,

Stand by your man, give him __________________,

And something warm to come to.

And something warm to come to.

On nights he’s cold and lonely,

On nights he’s _________ and __________,

Stand by your man, and tell the world you love him,

Sand by your man, and tell ________ you love him,

Keep giving all the love you can.

Keep giving ____________________.

Sand by your man

Sand by your man

Stand by your man, and tell the world you love him,

Stand by your man, and tell ________you love him,

Keep giving all the love you can

Keep giving ____________________.

Stand by your man

Stand by your man
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Performer: Helen Reddy
Album: Helen Reddy's Greatest Hits (And More)
Part I
I am woman, hear me roar
In numbers too big to ignore
And I know too much to go back an' pretend
'cause I've heard it all before

Part III
I am woman watch me grow
See me standing toe to toe
As I spread my loving arms across the land
But I'm still an embryo
With a long long way to go
Until I make my brother understand

And I've been down there on the floor
No one's ever gonna keep me down again

Oh yes I am wise
But it's wisdom born of pain
Yes, I've paid the price
But look how much I gained

CHORUS / Part II
Oh yes I am wise
But it's wisdom born of pain
Yes, I've paid the price
But look how much I gained
If I have to, I can do anything
I am strong (strong)

If I have to I can face anything
I am strong (strong)
I am invincible (invincible)
I am woman

I am invincible (invincible)
I am woman
You can bend but never break me
'cause it only serves to make me

Oh, I am woman
I am invincible
I am strong
FADE

More determined to achieve my final goal
And I come back even stronger
Not a novice any longer

I am woman
I am invincible
I am strong
'cause you've deepened the conviction in my soul I am woman
CHORUS
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Performer: Meridith Brooks
Album: Blurring the Edges
I hate the world today
You're so good to me
I know but I can't change

So take me as I am
This may mean
You'll have to be a stronger man

Tried to tell you
But you look at me like maybe
I'm an angel underneath
Innocent and sweet

Rest assured that
When I start to make you nervous
And I'm going to extremes
Tomorrow I will change

Yesterday I cried
Must have been relieved to see
The softer side
I can understand how you'd be so confused

And today won't mean a thing

I don't envy you
I'm a little bit of everything
All rolled into one

Just when you think, you got me figured out
The season's already changing
I think it's cool, you do what you do
And don't try to save me

Chorus

Chorus:
I'm a bitch, I'm a lover
I'm a child, I'm a mother
I'm a sinner, I'm a saint

Chorus
I'm a bitch, I'm a tease

I do not feel ashamed
I'm your hell, I'm your dream
I'm nothing in between
You know you wouldn't want it any other way

I'm a goddess on my knees
When you hurt, when you suffer
I'm your angel undercover
I've been numb, I'm revived
Can't say I'm not alive
You know I wouldn't want it any other way
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Potential for Collaboration in Ukraine:
Micropolitical and Cultural Perspectives
Benjamin Kutsyuruba
Educational Administration, University of Saskatchewan
Work of hundreds of thousands of teachers of schools … in direction of new approaches to
training of students, preparation them for life and activities in a democratic, legal and
European state – independent Ukraine – will promote acceleration of [progress of the
education system] … (Ministry of Education of Ukraine, 1999, p. 83)
Abstract

The purpose of this paper is to analyze the potential for collaborative relationships in
schools in Ukraine. My intent is to provide a theoretical overview of the nature of collaboration
in schools from a postmodern framework utilizing cultural and micropolitical perspectives. To
achieve this purpose, I present the main debates in postmodernism, and justify the use of a
constructive postmodernism framework for the discussion of collaboration. I begin by arguing
that this framework can provide an analytical tool that facilitates discussion of schools as
collaborative cultures. In order to view schools as cultures, I apply a lens of organizational
culture perspective to schools. To better grasp the deep meaning of collaborative interactions in
schools, I use micropolitics perspective. Following this, I present the elements of school culture,
power relationships within school cultures, and types of school culture as they pertain to teacher
collaboration in schools. After explicating the cultural and micropolitical nature of collaboration
in schools, I turn to the discussion of the potential for collaboration in Ukrainian schools,
utilizing the notion of a collective that prevailed in Soviet system. Implications for establishing
collaborative school cultures in Ukraine conclude the paper.
Introduction: The Period of Transition in Ukraine

The breakup of the Soviet Union was a critical turning point in the development of
Ukraine’s national identity. The collapse of the Soviet Union and declaration of independence in
1991 had a number of impacts on its society. The most frequently discussed are the political,
economic, and social changes. Disintegration of the USSR and the appearance of a group of
independent states caused severe political and social crises in these countries, economic decline,
and decrease of living standards (Ministry of Education of Ukraine, 1999). Before 1991, “Soviet
Ukraine was no more than part of an authoritarian, oppressive empire” (Pascual & Pifer, 2002).
After the declaration of independence, Ukraine chose a path which balanced political
democratization of the society, economic reform, and social stability (Dyczok, 2000). Ukraine’s
initial goals were to disengage from the former centralized command system, assert control over
economic processes on its territory, introduce market reforms and end its previous isolation from
the global economy. Reforms in the political arena, decline in demographics, rising cost of health
care, growing unemployment, and environmental damage were some of the issues the newly
formed country had to face. All of these issues affected education (Zhulynsky, 1997). The
collapse of the Soviet Union in 1991 provided an opportunity for researchers to study education
in depth as the country made a transition from totalitarian Marxist-Leninist ideology to
democracy and pluralism. The transition is not yet complete, as the struggle still continues
between the forces of progress and pluralism on one side and bureaucratic totalitarian forces on
the other (Kononenko & Holowinsky, 2001). The recent political and social developments,
following the President’s Elections, revealed the ongoing struggle between these forces in
Ukrainian society.
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According to Golarz and Golarz (1995), schools have historically been a reflection of the
larger society of which they are a part. The ways in which schools function have been influenced
by the values and belief systems of each school’s surrounding community, especially by the
professional educators and leaders who directly develop and maintain each system of education.
The systems of values and beliefs that influence the relationships of people within schools are
certain to change during the periods when society is in transition. Ukraine’s political and cultural
changes have resulted in a collapse of a former system of values and beliefs and created a need
for a new system (Kononenko & Holowinsky, 2001). This need prompted the post-Soviet
Ukrainian society to move from the modernist Soviet era into a new era characterized by
postmodern views.
For much of the 20th century, the dominant view of society and organizations was grounded
in the modernist perspective. This orientation was derived from Weber’s (1947) theories of
organizations, which were based on rationality. Weber’s theories and worldview have extended
far beyond organizations to become firmly entrenched in all aspects of life (Sackney & Mitchell,
2002). Turner (1990) characterized modernity as:
the consequence of a process of modernization, by which the social world comes under the
domination of asceticism, secularization, the universalistic claims of instrumental
rationality, the differentiation of the various spheres of the lifeworld, the bureaucratization
of economic, political and military practices, and the growing monetarization of values. (p.
6)
These developments aligned with a modernist age, in which reason was believed to be capable of
creating a unifying structure of thought and knowledge. Modernist thought has not only driven
general organizational and social theories, but it also has dominated the theories that have been
used to structure educational systems (Sackney & Mitchell, 2002), emphasizing order,
accountability, structure, systemization, linear development, and control in schools. Rather than
education being viewed at the forefront of social change, it was viewed as the stabilizing force
that socialized individuals and groups into an awareness and acceptance of their place in the
social and organizational orders.
The social order in the former Soviet Union was characterized by the dominance of
modernist views, which began to give way to postmodernist perspectives with the introduction of
perestroika and glasnost in the 1990s (Lahusen & Kuperman, 1993), the period of social and
cultural openness instituted by Mikhail Gorbachev to revitalize the Soviet system. The postSoviet Ukraine faced the new, unexplored terrain of postmodernism. “The vector of changes
focused on transition from the ‘Soviet school’ model to the democratic European one” (Ministry
of Education of Ukraine, 1999, p. 3). The existing educational system, characterized by uniform
requirements, centralized planning and administration, faced new challenges. Centralized
financing and management of education, authoritarian pedagogy noticeable gave way to the
elements of decentralization and pedagogy of cooperation (Ministry of Education of Ukraine,
1999). Schools, like other areas of social life, were caught on the cusp of a new era:
one between a modernist paradigm (characterized by professional values such as
responsibility, meditative role, and concern for bottom-line results) and the postmodern
pattern (with swift currents of institutional changes marked by decentralization, pluralistic
demands from multiple voices, and school system redesign). (Maxcy, 1994, p. 3)
One of the core requisites of the postmodern society became the ability to collaborate, on
both a large (society) and small (school) scale (Fullan, 1993). The push for more collaborative
relationships in postmodern society had a great impact on education, too. Collaboration became
an articulating and integrating principle of action, planning, culture, development, organization
and research. Collaborative decision-making and problem solving became “a cornerstone of
postmodern organizations” (Hargreaves, 1994, p. 17). School members needed to develop the
ability to collaborate in order for their schools to function well in the world of evolving
postmodern views.
Despite the need for collaboration in Ukrainian schools, it did not become a wide-spread
practice. The relationships between school members still reflected a top-down, centralized model
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of schooling characteristic of educational systems in the Soviet Union. I believe, an attempt to
answer the question, “Can a collaborative culture be planned or does it emerge?” which I asked
myself before commencing on this paper, may shed some light on why collaboration did not
develop in Ukrainian schools. The expanded question is, “Can a collaborative culture be
developed instrumentally or do certain conditions enable its development?” I assume
collaborative relationships between teachers in Ukrainian schools require both planning and
certain social conditions to develop. Collaboration will not just happen overnight; there need to
be certain mechanisms and a theoretical foundation in schools, as well as certain conditions in
place in Ukrainian society for collaboration to develop. It is from this point that I will discuss the
theoretical basis for postmodern and cultural perspective on collaboration.
As most of the literature on collaboration reflects a Western perspective, applying the main
concepts of collaboration to the Ukrainian context may be difficult. However, the lack of research
in this area in Ukraine and an attempt to switch to the democratic European education model
prompted the use of Western theoretical perspective to present a necessary background for the
discussion. In order to provide a better understanding of the notion under study, and for the
purposes of clarification of terms, I now turn to the discussion of the characteristics of the
postmodern perspective.
The Postmodern Perspective

One of the challenges facing postmodernists is the lack of clear definition of
postmodernism itself. Aronowitz and Giroux (1991) stated that in keeping with the multiplicity of
differences that it celebrates, postmodernism is not only subject to different ideological
appropriations, but it is also marked by a wide variety of interpretations. While it is possible to
identify a number of streams in postmodern social theory, there is little agreement in the
discourse about the meaning of key concepts, constructs, and terms (Turner, 1990). According to
Giroux (1994), postmodernism is a “shifting signifier” (p. 51); that is, its nature is dynamic rather
than static in its meaning and does not have a firm definition. As Hargreaves (1994) framed it, the
prefix “post” suggests, there is more clarity about what we are moving beyond than what we are
moving towards.
In addition to the contested definitions, a number of debates on postmodernism as construct
can be found in the literature. One of the debates centers on whether postmodernism is epoch or
epistemology (Biesta, 1995). A second debate turns on the historical location of postmodernism
and the question of whether it is reactionary or progressive (Sackney & Mitchell, 2002); that is,
whether we view postmodernism as anti-modern or beyond modernism (Turner, 1990). In order
to embrace the discussion of these two major debates and use postmodernism as an analytical
tool, postmodernism needs to be presented within a framework, at least for the purposes of the
following analysis and discussion. For this matter, I utilize the broader framework of
postmodernism (Furman, 1998), that presents it as three types of social theory: descriptive social
theory, normative or constructive social theory, and oppositional or deconstructive social theory.
Although the classification of postmodern perspectives is only a heuristic device for analysis, and
cannot be claimed to be completely precise or comprehensive (Furman, 1998), it provides
insights into the notion of postmodernism and what it can bring into personal, social, and
organizational lives.
Postmodernism – Era or Epistemology?

On the first debate, Furman (1998) argued that as descriptive social theory, postmodernism
describes and interprets the conditions of the age of postmodernism that are becoming prevalent
in our social world. These conditions are the global information revolution, the increased mobility
and travel, the international monetary and trade systems that created an interdependent global
economy, and political uncertainty with the decline of nation-state as a separate political and
economic entity. People are aware as never before that there are multiple ways of living, thinking,
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and believing in the world, all with claims to legitimacy and none with a valid claim to
superiority or hegemony. Furman (1998) asserted:
We realize that across national and cultural boundaries, we are inextricably connected to
and dependent on others who may be quite different from us. Thus, beyond describing the
tangible conditions of the postmodern era, descriptive postmodernism gives us some
inkling of the changes that are occurring in how we think as humans in society. (p. 305)
The view of postmodernism as descriptive social theory helps us make sense of the world
we live in and our reactions to this world; a world in which our viewpoint shifts from parochial to
global, and a world in which we are inescapably aware of otherness. The central feature of such a
postmodern worldview becomes “the collapse of belief”, the “growing suspicion that all belief
systems – all ideas about human reality – are social constructions” (Anderson, 1990, p. 3).
Viewing postmodernism as descriptive social theory allows understanding that postmodernist
thinking represents a general shift in how we think about the world we live in and our place in it.
This leads us to the perspective that postmodernism can be viewed both as a cultural form
or social era that follows modernism and as an epistemology or a method of cultural production
that conceptualizes how we perceive, experience, and understand the world (Sackney & Mitchell,
2002). The postmodern view is that epistemology, which is the study of how we know or what we
know to be true, always precedes ontology, which is what we see and what we believe to be real.
This perspective contrasts with positivist assumptions, where ontology is believed to precede
epistemology, where facts reflect reality, and where truth claims mirror reality (Evers &
Lakomski, 1996). As Scheurich (1994) argued, social or postmodern realism is the unabashed
recognition that all epistemology, ontology, and the ways of thinking that yield such categories as
epistemology and ontology are socially conditioned and historically relative or contextual.
Sackney and Mitchell (2002) also argued that postmodernism represents a historical movement
into a different ontological era and that it is grounded on a different epistemological orientation.
This new orientation is disenchanted with approaches that attempt to homogenize and explain
human nature, society, or the foundation of knowledge (Sackney, Walker, & Mitchell, 1999).
The usefulness of this debate for the following discussion lies in the fact that we live in
world with varying levels of postmodernist thinking. Ukraine has moved from a modern era of
foundational truth and unified perspective into a society of plurality, diversity, and
interdependence in social, political, and economic realms. This new era requires new ways of
thinking and recognition of otherness from schools as well. Descriptive postmodernism informs
our understanding of the social context of schooling and how schools confront this issue. Giroux
(1994) raised an important issue, whether schools have remained intractably modernist in the
midst of an increasingly postmodern world. Another issue is whether schools should discard all
the good that was gained in modernist era and start anew, or whether they should build up on the
previously formed foundation. The second debate in postmodernism may help to provide clarity
for this issue.
Postmodernism – Deconstructive or Constructive?

For the second debate, the reactive or progressive nature of postmodernism, Furman (1998)
differentiated between postmodernism as oppositional or deconstructive social theory and
postmodernism as normative or constructive social theory. The former interpretation of
postmodernism, as deconstructive or oppositional, is most commonly used in education literature.
As a deconstructive theory, postmodernism is oppositional to modernism, and seeks to
deconstruct the modernist paradigm through a series of negations drawing on the works of
Foucault (1980; 1982), Derrida (1973), and Lyotard (1984). These include the negation of
epistemic certainty, foundational knowledge, and objective reason. It seeks to expose the internal
contradictions of metanarratives by deconstructing modern notions of truth, language, knowledge,
and power (Slattery, 1995). Deconstructive postmodernism has also been called the cold-blooded
postmodernism (C. Henry, 1995). According to this view, there cannot be any shared values or
universally agreed facts, because no truth exists, outside ourselves, to be discovered. In this form,
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postmodernism denies the contributions of modernist theoretical frameworks and research
agendas in education without offering constructive alternatives.
Postmodernism as a normative social theory is constructive postmodernism (Furman,
1998). According to this perspective, in spite of its rather reactive label, postmodernism is not
anti-modern. Rather, postmodernism has moved beyond its origins to develop a nature that,
although tentative, tenuous, and troublesome to some extent, is stubbornly unique and clearly
distinct from modernity (Sackney & Mitchell, 2002). Unlike the deconstructive postmodern
perspective, constructive or normative postmodernism does not seek the wholesale negation of all
features of pre-modern or modern societies, but seeks to incorporate the best of these into a more
balanced entity.
Rather than negating the possibility of any worldview, constructive postmodernism seeks to
build a new worldview, a way to live in harmony with nature and with each other as the
postmodern age unfolds. This normative perspective takes on a prescriptive tone in attempting to
provide direction for the shaping of the emergent postmodern world culture (Furman, 1998). Of
value to the present discussion is the point that constructive postmodernism includes the sense of
relationships between people as cooperative rather than competitive and coercive, respecting the
wisdom of all cultures, viewing the world as an organism rather than a machine, and regarding
persons as interdependent rather than isolated (Center for a Postmodern World, 1990).
Researchers described constructive postmodernism as the warm-hearted (C. Henry, 1995)
or friendly postmodernism (Nielsen, 1993). This view indicated that while the sensate self exists
without any transcendent, scientific, or subjective authority, resulting in denial of shared truths
and values, a shared “content or common sense” (C. Henry, 1995, p. 39) is practiced to provide
some escape from unrelieved relativism. Nielsen (1993) also claimed that, despite fundamental
differences, temporary progress can be made by reconstructing emotional and cognitive bridges
for mutual problem solving. Locating postmodernism as after-modernism rather than as antimodernism clears the way for new political and social strategies that can embrace difference,
diversity, pluralism, and incommensurability (Turner, 1990). It also expands our ability to
appreciate otherness in a pluralistic and increasingly global society (Sackney & Mitchell, 2002).
The second debate may be extremely useful for the practice of collaboration among
teachers in schools. A modernist view called for a type of collaboration in schools that focused on
sameness, unified school culture, articulation of common visions and values, unity of views,
common platform for educators and other members of schools, to name a few (Fullan, 1993;
Furman, 1998). Deconstructive postmodernism, at its extreme, seems to negate the possibility of
any unity altogether. However, its perspective cannot be discarded as irrelevant for the discussion
of collaborative relationships in school. As Furman (1998) suggested, deconstructive
postmodernism can serve as a critical tool for examining efforts to build collaborative cultures or
communities in schools by providing cautions in regard to the unwitting use of modernist
perspectives and point out the mismatch between the modernist school and postmodernist society.
Unlike deconstructive postmodernism, that negates the possibility of any collaboration, and
modernism, that emphasizes collaboration through sameness, constructive postmodernism
adopted the view that collaboration is based on the “feeling of responsibility to cooperate with
others who may be different. The center [of collaboration] has shifted from sameness to two new
ideas: acceptance of otherness and cooperation within difference” (Furman, 1998, p. 307).
Constructive postmodernism seems to adopt the achievements of the modernist perspective in the
area of collaboration and apply a new lens, defining it as a network of persons who may differ but
who are interdependent. It is from this constructive postmodern perspective that I try to analyze
the characteristics and potential for collaboration in Ukrainian schools.
The preceding review provides an important backdrop to the use of a postmodern
epistemology as a framework for discussing collaboration in school. Taken together, the insights
from postmodern debates challenged the way the concept of collaboration was applied in
education and suggested new directions and metaphors for schools within a postmodern context.
One of the metaphors that employed the postmodern perspective was the notion of schools as
cultures. A postmodern conceptualization of school culture added some conceptual detail that
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was missing in an overly bounded and integrated view of culture (M. E. Henry, 1993). This view
was criticized for creating “beautiful structures” and assuming “homogeneous culture so that
individual versions are more or less identical” (Gerholm, 1988). Ideal models of social structure,
proposed by functionalism and various types of structuralism, gave way to multi-perspective
views on culture. The postmodernism viewed culture as a process, paradoxically fragmented and
characterized by a plurality of perspectives, adding a significant and new dimension to the
existing notion of culture. Respect for diversity, otherness, multiple perspectives, and
interdependence among school professionals represented the move towards collaborative cultures
in schools. In the recent decades, collaborative school cultures became a popular notion in the
literature (Deal & Peterson, 1999; Firestone & Seashore Louis, 1999; Fullan, 1993; Fullan &
Hargreaves, 1996; Hargreaves, 1994; Little, 2002; Rosenholtz, 1989). Most often, discussions
about and advocacy of collaboration and collegiality have largely taken place within a single
conceptual or disciplinary framework or lens (Hargreaves, 1994; Pounder, 1998). “However,
because collaboration may increase the complexity of organizing and managing, a single lens,
framework, or disciplinary approach is an inadequate aid to understanding such complex
organizational phenomena” (Pounder, 1998, pp. 1-2). Hence, in the following section, utilizing a
postmodern epistemology, I will present the major characteristics of collaboration through two
lenses: organizational culture perspective and micropolitical perspective.
Dual Lenses on Collaboration

Schools are no longer simply institutions, but viable living organisms, human creations
with unlimited possibilities (M. E. Henry, 1993). What can be seen in schools is how people
behave. In an attempt to understand how schools functions, it is necessary to describe the
characteristics of the school as an organization, knowing that although there are similarities
among schools, they also differ in how they cope with some of these factors (Dalin, Kleekamp, &
Rolff, 1993). Thus, it is pivotal to describe and understand the nature of human relationships in
schools. For these purposes, I will proceed with the description of an organizational culture
perspective that emphasizes what is shared and held in common in human relationships: values,
beliefs, norms, and habits. I will also present the micropolitical perspective on human
relationships that deals with the use of power, control, conflict, and cooperation to achieve
preferred outcomes and highlights differences over similarities among people in educational
settings.
Organizational Culture Perspective

Organizational theory has attempted to demonstrate the usefulness of multiple views of
how and why organizations function the way they do. Within these multiple approaches to
organizational analysis, one of the most controversial of the organizational theory perspectives is
that of organizational culture (Deal & Kennedy, 1982; Ott, 1989). According to Ott (1989), the
organizational culture perspective is a way of looking at and thinking about behavior of and in
organizations. The cultural perspective “means the use of organizational culture as a frame of
reference for the way one looks at, attempts to understand, and works with organizations” (Ott,
1989, p. 1).
Pragmatically, culture is an informal understanding of the “way we do things around here”
or the “force that keeps the herd moving roughly in the western direction” (Deal & Kennedy,
1983, p. 14). According to Stolp and Smith (1995), school culture can be defined as “historically
transmitted patterns of meaning that include the norms, values, beliefs, traditions and myths,
understood, maybe in varying degrees, by members of the school community” (p. 13). These
patterns of meaning are expressed explicitly, through symbols, and implicitly, in our taken-forgranted beliefs (Geertz, 1973). Explicit expression of culture lies in the school’s own unwritten
rules and traditions, norms, and expectations: “the way people act, how they dress, what they talk
about and avoid talking about, whether they seek out colleagues for help or don’t, and how
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teachers feel about their work and their students” (Deal & Peterson, 1999). Beneath the conscious
awareness of everyday life on schools, there is a stream of implicit thought and activity. Deal and
Peterson (1990) noted that this invisible flow of taken-for-granted beliefs and assumptions gives
meaning to people’s actions and shapes their interpretations of the world. They added, “this
deeper structure of life in organizations is reflected and transmitted through symbolic language
and expressive action. Culture consists of the stable, underlying social meanings that shape
beliefs and behavior over time” (p. 7).
Deal and Peterson (1990) referred to culture as deep patterns of values, beliefs, and
traditions that have been formed over the course of the school’s history. Heckman (1993) stated
that culture in schools lies in the commonly held beliefs of teachers, students, and principals. Deal
and Kennedy (1983) also added that other elements, such as heroes and heroines, rituals and
ceremonies, and an informal network of priests and priestesses, storytellers, spies and gossips, are
equally important. Shared values and beliefs are the soul of culture, but rituals and ceremonies
provide tangible opportunities for values to be reinforced, heroes to be celebrated, and symbols to
be displayed and exchanged. School cultures are reinforced and transformed by the network
priests and priestesses, who worry about the values; storytellers whose stories carry the values
and reinforce the heroes and heroines; and spies and gossips, who remind everyone that schools
are human organizations.
Schein (1992) provided one of the most widely recognized definitions of school culture,
defining it as:
A pattern of shared basic assumptions that the group learned as it solved its problems of
external adaptation and internal integration, that has worked well enough to be considered
valid and, therefore to be taught to new members as the correct way to perceive, think, and
feel in relation to those problems. (p. 12)
In order to avoid conceptual confusion of the notions, Schein (1985; 1992) distinguished three
basic levels of the organizational culture: artifacts, espoused values, and basic assumptions.
Figure 1 presents a synthesis of the previous discussion and Schein’s levels of culture.

Figure 1. Levels of school culture.

According to Schein (1985), artifacts are an organization’s physical and social
environment, observable manifestations, its language, products, and artistic creations. In order to
understand the meanings of artifacts, it is necessary to live in the cultural environment long
enough. Artifacts are easy to apprehend, but difficult to interpret without knowledge of the deeper
levels. Espoused values are statements and beliefs about the way things are done in an
organization and how people are supposed to behave. The espoused values are still subject to
rational analysis, so that what is said may contradict what is believed. Basic underlying
assumptions are difficult to express. They can be so deeply rooted in an organization that they can
become taken for granted, setting strong communal guidelines for the actions that provide
continuity and stability in rapidly changing situations. Thus, school cultures are complex
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networks of shared norms, values, beliefs, assumptions, traditions and rituals that have been
constructed over time by students, teachers, parents, and administrators, and shape how people
think, feel, and act, as they work together and deal with problems and accomplishments (Deal &
Peterson, 1990; Schein, 1985).
Discussing a culture of the school, one generally refers to the system of meaning-making in
the organization and the process by which problems are solved (Sackney et al., 1999). The culture
metaphor is important for the postmodern organization, because the development of a unitary, but
inclusive culture can bring order to the behavior of people inside the organization. Order or
consensus in a postmodern organization is created through institutional dialogue which is defined
by the use of influence rather than power (Clegg, 1990). Meaning is achieved through
collaborative effort when the dialogue operates from trust and respect. Consequently,
organizational sense-making relies more upon building the relationships, meanings, and
connections than on structures and rules (Sackney et al., 1999). Structures, rules, and top-down
authority are the characteristics of modernist organizations. Power, in the postmodern view, is
manifested through language, metaphors, symbols, norms, values, and underlying assumptions,
that is, through the elements of school culture. Power resides with individuals: “It is not vested in
the top of the organization, but rather evolves from the dynamic collaborative activities of the
group as they confront the problems in their work” (Sackney et al., 1999, p. 47).
By decentering and breaking top-down power structures within schools, postmodernism
stresses otherness, difference, and diversity. Sackney et al. (1999) argued that diversity is held
together by a combination of strong cultures and information networks. The world of flexibility
with no clear center or location of power requires a collaborative culture to hold together the
decentralized parts. As problems are resolved, solutions are supported by the continual process of
cultural construction, deconstruction, and reconstruction. “These behaviors become inculcated
into the norms, values and assumptions as the ‘correct’ way to behave” (p. 45). Through the
process of social interaction the new behaviors become articulated as the culture of the school.
Micropolitical Perspective on Collaboration

A second perspective on human relationships is the micropolitical perspective. One needs
to utilize this framework to gain a better understanding of the school culture that shapes how
people think, feel, and act. Iannaccone (1975) described micropolitics of education as politics that
takes place in and around schools, and defined micropolitics as being concerned with the
interactions and political ideologies of social systems of administrators, teachers, and students
within school buildings. A key concern of this perspective is how some individuals and groups
can realize their values at the expense of others, or have the power and influence to shape other’s
values in the image of their own (Hargreaves, 1994; Mawhinney, 1999).
Bacharach and Lawler (1980) and Bacharach and Mitchell (1987) stated that school
members often form shared objectives and micropolitical strategies with other school members,
i.e., coalitions, in order to achieve successful and preferred decision outcomes. Extending this
perspective into their analysis of organizational politics of school life, Bacharach and Mundell
(1993) sought to explain the conditions which provoke interest groups to mobilize, to act
separately, or to form coalitions in order to achieve a desired organizational outcome. They stated
that power, from this perspective is manifest through the overt actions of coalitions seeking to
influence decisions. Political action in schools involves the acquisition and exercise of influence,
authority, control, and power.
Other educational researchers also applied the developing micropolitical perspective to
educational contexts. Hoyle (1988) emphasized the strategies adopted by individuals and groups
to use authority and influence to fulfill their interests. The work of Hoyle (1986) and Gronn
(1986) revealed that school personnel use both sanctioned and nonsanctioned, overt and covert
micropolitical strategies within school organizations. In addition, research showed that a group’s
use of micropolitical influence can be more powerful than that of an individual (Ball, 1987). Ball
(1987) also emphasized the prevalent existence of micropolitical strategies of conflict as opposed
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to micropolitical strategies of cooperation. He viewed schools as arenas for struggle, rife with
conflicts because they are poorly coordinated and ideologically diverse.
Unlike Ball (1987), Blase (1991), in his work on educational micropolitics,
acknowledged that micropolitical strategies of conflict coexist with the micropolitical strategies
of cooperation within schools. This view was supported by Townsend (1990), who called for a
new micropolitical research agenda that recognizes that cooperation is as important as conflict. In
order to put together the various perspectives in the field of micropolitics, Blase (1991) developed
a broad-based, working definition of micropolitics:
Micropolitics is the use of formal and informal power by individuals and groups to
achieve their goals in organizations. In large part, political actions result from perceived
differences between individuals and groups, coupled with the motivation to use power to
influence and to protect. Although such actions are consciously motivated, any action,
consciously or unconsciously motivated, may have political significance in a given
situation. Furthermore, both cooperative and conflictive actions and processes are part of
the realm of micropolitics. (p. 11)
Blase and Blase (2002) observed that this definition of micropolitics has driven much of
the research produced during the past decade and, among other things, includes both legitimate
and illegitimate forms of power. Explaining the essence of this definition, they stated that goals
are interests, preferences, or purposes, and differences may be related to needs, values, and
ideologies. Consciously motivated actions are intended, calculated, or strategic; unconsciously
motivated actions usually include routine, non-decision-making, habitual actions that result from
socialization and actions that limit or prevent others’ influence. “Political significance includes
both conflictive and cooperative-consensual behaviors and is reflected in individual and group
behavior as well as organizational structure” (Blase & Blase, 2002, p. 10). Hierarchical authority,
policy, and cultural norms, for instance, can be political factors consciously used by
administrators to control or influence others. On the other side, they can also be factors that may
control or influence others regardless of their use or lack of use by organizational participants.
The micropolitical perspective has important implications for the discussion of
collaboration and collegiality. Hargreaves (1994) argued that it casts doubt on the widely
advocated virtues of collegiality at the classroom level where there are substantial differences in
values and beliefs among the teachers involved. It also raises questions about treating norms of
collegiality as if they were administrative laws of collegiality. Micropolitical perspective inquires
into the circumstances there collaboration becomes cooptation, “as in collaboration with the
enemy” (p. 191). Finally, this perspective allows us to discriminate between the different forms of
collaboration and collegiality and to examine the nature of those forms and whose interests they
serve.
Collaboration: Culture and Micropolitics

Viewing collaboration through two lenses, cultural and micropolitical, allows us to draw a
distinction between different types of school cultures according to the nature of collaboration in
them. As Hargreaves (1994) observed, collaboration can be a device to help teachers work
together to pursue and review their own purposes as a professional community, or it can be a
means to re-inscribe administrative control within persuasive and pervasive discourses of
collaboration and partnership. Collaborative culture sometimes takes a form of a safe simulation,
which is “more perfect, more harmonious, (and [thus] more controlled) than the reality of
collaboration itself” (p. 17).
The Types of School Cultures

Cultures vary considerably from school to school because of different sets of external and
internal issues that shape school environments and define behaviors within schools. Many schools
exist as isolated workplaces where teachers work largely alone in their rooms, seldom interacting
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with their colleagues and keeping problems of practice to themselves (Peterson & Brietzke,
1994). However, in other schools teachers regularly engage in professional discourse with
colleagues; share ideas, knowledge, and techniques; and practice collaborative problem solving of
school and classroom issues (Little, 1982, 1990; Rosenholtz, 1989). There are also school
cultures that possess characteristic features of both of these polarities. They may seem
collaborative from the outside, but remain isolative, tense, and cliqued from the inside. The
characteristics of non-collaborative, pseudo-collaborative, and collaborative cultures (see Figure
2) are discussed in the following section.

Figure 2. Types of school culture.
Non-collaborative cultures. Lortie (1975) described non-collaborative cultures as being
oriented toward individualism (working alone in isolation), conservatism (employing educational
approaches that have long traditions), and presentism (focusing on immediate issues, not the
long-term development of the schools). As a result, little interaction, collegiality, or collaboration
takes place in this type of school culture. Little (1982; 1990) observed, that in these schools
teachers feel separated from each other, seldom engaging in conversations, professional sharing,
and problem-solving with their peers. Schools may intensify isolation by the way they organize
time, space, responsibilities, or resources and by permitting a culture of protective individualism
community (Little, 2002).
Pseudo-collaborative cultures. Non-collaborative and collaborative schools represent
two extremes of the continuum (see Figure 2). However, most of school cultures usually lie
somewhere in between these two opposites, possessing characteristic features of both of them.
These can be referred to as pseudo-collaborative cultures. Fullan and Hargreaves (1996)
described three types of school culture that seem collaborative in context, but lack collaborative
substance. “The mere existence of collaboration should not be mistaken for a thoroughgoing
culture [emphasis in original] of it” (p. 52). In such cultures, while teachers associate more
closely with some of their colleagues than they do in a culture of individualism, their work lacks
deeper collaboration and togetherness. These cultures are described as balkanization, comfortable
collaboration, and contrived collegiality (Fullan & Hargreaves, 1996). When established in
schools, they discourage a higher level of professional interaction, collegiality, and pressure to
improve.
Balkanization is a culture made up of separate and sometimes competing groups, jockeying
for position and supremacy like loosely connected, interdependent city states (Fullan &
Hargreaves, 1996). Teachers attach their loyalties and identities to particular groups within the
school. They usually group with colleagues with whom they work more closely, spend the most
time, and socialize with more often in the staff room. Competition, poor communication, poor
integration of groups, and indifference are some of the characteristics of such cultures. This
isolation of competing groups discourages the interplay of ideas, solutions and networking of
practical knowledge that is characteristic of more collaborative environments.
Collaboration within schools can take a bounded, rather than extended form. This type of
culture is called comfortable collaboration (Fullan & Hargreaves, 1996). It carefully limits
collaboration; teachers stay out of deeper, more extended relationships that could foster problemsolving, exchange of craft knowledge, and professional support. Comfortable collaboration
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restricts the extent to which teachers can inquire into and advise one another on their practice.
This type of collaboration can be thin, superficial, and congenial, with teachers sharing some
materials, instructional techniques, and experience, but avoiding deeper discussions of teaching,
long-range planning, and the shared purpose of schooling (Peterson & Brietzke, 1994). Huberman
(1993) termed such culture as independent artisanry. In a school that fosters such a culture,
teachers respond readily to requests for help, share materials on occasion, and have access to
resources for professional development. However, as Little (2002) stated, in such cultures, it is
unlikely to observe deep or sustained collaboration or evidence that teachers are closely familiar
with one another’s teaching practices. Fullan and Hargreaves (1996) stated that it is a culture that
focuses on the immediate, the short-term and the practical to the exclusion of longer-term
planning concerns. This type of collaboration is too cozy, but it does not help teachers discover
and share deeper knowledge and solve more vexing problems in schools.
Cultures of contrived collegiality are characterized by a set of formal, specific, bureaucratic
procedures to increase the attention being given to joint teacher planning, consultation and other
forms of working together (Fullan & Hargreaves, 1996). This process is double-edged with
positive and negative characteristics. At its worst, contrived collegiality can be reduced to a
“quick, slick administrative surrogate for collaborative teacher cultures” (p. 58). Formal
structures, such as site-based management councils, peer coaching arrangements, and school
improvement teams may bring teachers together and foster innovations in organizations.
Nevertheless, relying solely on formal structures in organizations, contrived collegiality will not
necessarily foster deeper, more substantial, and more productive informal linkages, norms, and
shared commitments found in collaborative settings (Peterson & Brietzke, 1994). Contrived
collegiality, however, is useful as a preliminary phase in setting up more enduring collaborative
relationships among teachers.
Collaborative cultures. Collaborative cultures are the ones which schools should strive
for. Collaborative cultures are not characterized as balkanized groups, congenial interaction, or
only as structures of shared work. In contrast to these less potent cultures, collaborative cultures
are more potent and support a shared sense of purpose, focus on long-term improvement, and
support networks of professionals who share problems, ideas, materials, and solutions (Peterson
& Brietzke, 1994). They are cultures that support deeper, richer professional interchange among
administrators, teachers, students, and parents. In collaborative school cultures, the underlying
norms, values, beliefs, and assumptions reinforce and support high levels of collegiality,
teamwork, and dialogue about problems of practice. The following section describes
collaborative culture in a more detailed manner.
The Essence of Collaborative School Cultures

In collaborative cultures, teachers share ideas, materials, problems, and solutions in order to
foster student learning and growth (Peterson & Brietzke, 1994). While each school is different
and unique, there are several common features of collaborative school cultures (Peterson, 1997).
The following analysis is a summary of these key characteristics outlined by the researchers
(Fullan & Hargreaves, 1996; Hargreaves, 1994; Lortie, 1975; Rosenholtz, 1989):
• Time to work together on significant projects or instructional issues;
• Opportunities for career-long learning and improvement;
• Staff who trust and value sharing expertise, advice, and help from others;
• A sense of caring focused on staff as well as students;
• Decreased sense of powerlessness, uncertainty, and increased sense of efficacy;
• Strong norms of collegiality, cooperation, team teaching, professional development,
and shared decision-making;
• Spontaneous, voluntary, pervasive across time and space, and unpredictable nature;
• A commitment to solving problems of practice and improving instruction; and
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•

Connections and professional networking with professional associations and other
teachers.
As social organizations, schools are characterized by the type of relationships between the
people that inhabit them. Schools where teachers remain isolated and uncertain in their
classrooms lack professional relationships, discussion, and interaction (Fullan & Hargreaves,
1996). Collaborative schools, on the contrary, are exciting and professionally rewarding places
for teachers. They are places where instruction and curriculum are regularly being refined,
changed, and developed (Peterson & Brietzke, 1994). Collegial relationships among staff
members are an important feature of these schools. School norms and structures in collaborative
schools provide the purpose and the opportunity for deeper involvement and interaction on
professional issues of importance to teachers.
Little (1990) identified four types of collegial relationships among teachers in schools:
scanning and storytelling, help and assistance, sharing, and joint work. The first three are the
most common and relatively weak forms of collaboration. Joint work is the strongest form of
collaboration that implies and creates stronger independence, shared responsibility, collective
commitment and improvement, and greater readiness to participate in the difficult business of
review and critique (Fullan & Hargreaves, 1996).
Little (1990) defined joint work as “encounters among teachers that rest on shared
responsibility for the work of teaching (interdependence), collective conceptions of autonomy,
support for teachers’ initiative and leadership with regard to professional practice, and group
affiliations grounded in professional work” (p. 517). Joint work provides teachers with
opportunities to meet and talk about significant problems of practice. It increases the trust,
knowledge, and commitment of staff to each other and to the school. Working together can also
establish the foundation for ongoing, in-depth professional growth within the school. Fullan
(1993) argued that building a culture that supports teacher development can foster collaboration.
Joint work fosters collaboration and mutual interdependence within schools and builds a
strong professional culture. Joint work is the main characteristic that other types, such as non- and
pseudo-collaborative school cultures lack. In order to develop a strong collaborative culture, joint
work is the most important constituent of a deep and meaningful interaction within the school.
Researchers (Deal & Kennedy, 1982; Firestone & Seashore Louis, 1999; Levine & Lezotte, 1990;
Little, 1982; Lortie, 1975; Peterson & Brietzke, 1994; Schein, 1992) delineated several basic
functions of the strong, positive, collaborative culture and its effects on schools. These include
fostering school effectiveness and productivity; improving collegial activities, that foster
communication and problem-solving practices; fostering successful change and improvement
efforts; building commitment and identification of staff, students, and administrators; amplifying
the energy, motivation, and vitality of a school staff, students, and community; and, increasing
the focus of daily behavior and attention on what is important and valued. Collaborative culture
affects every aspect of the school life from the casual interactions in the halls, to the type of
instruction that is valued, to the importance of professional development, to the effectiveness of
the learning and teaching processes in school.
The Potential for Collaboration in Ukrainian Schools

A strong collaborative culture, as outlined before, seems to be a necessity for every school.
This pertains also to schools in Ukraine. However, before starting to build collaborative cultures,
education in Ukraine must win a struggle against vestiges of old thinking embedded in MarxistLeninist ideology. Possessing specific characteristics, being built on a different ideological
foundation, and being situated in the period of transition, the nature of Ukrainian schools will
necessarily differ from their counterparts in North America and Western Europe. In the following
sections, I provide a brief historical and ideological background of education in Ukraine to
analyze the potential for collaboration in schools.
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Historical and Ideological Background

Reforms in Ukrainian education during the transitional period have been characterized by
the struggle between forces of progress towards innovation and forces of a reactionary past
(Kononenko & Holowinsky, 2001). The main purpose of education in the former USSR was
indoctrination in the communist philosophy and way of life. One of the main dogmas in education
was the importance of the collective in schools, introduced into the Soviet education and
elaborated on by Anton Makarenko, who was considered to be a leading Soviet educator
(Kononenko & Holowinsky, 2001). Makarenko (1967), similar to Feldstein (1977), understood
the collective as a link within society, and an individual’s collective as an integral part of a
society in which the collective had evolved as a socio-historical phenomenon. Kononenko and
Holowinsky (2001) stated that Soviet educators considered a school collective an integral part of
Soviet society, bound organically to other collectives. Makarenko (1967) asserted that the
individual’s interests should always be secondary to the interests of the collective and the society.
Negating the primacy of the individual, Makarenko maintained that an individual’s personality
changes under the influence of the collective. For more than 70 years, teachers in the former
Soviet Ukraine were indoctrinated in this totalitarian ideology and applied it to school life and
relationships among school members.
During the period of transition, where in some areas of education the views of Soviet
educational nomenclatura still prevailed, some reformers began to question the ideological
foundations of the Soviet education and its significance for Ukraine. Krasovetsky (1995)
provided a critical overview of Makarenko’s theory of education in a collective. He argued that
education cannot accept a principle of unconditional surrender of individual interests to the
interests of a collective; the notion that the decision of a collective must always supersede that of
an individual should be rejected; and, the concept of collective responsibility for individual
actions should be discarded. As Krasovetsky (1995) pointed out, the concept of collective as a
tool of education should be rejected, but the idea of a collective as a condition should be retained.
Collaboration and the Notion of a Collective

The concept of the collective can be very useful in the discussion of collaboration. From
the constructive postmodernism view, this concept can be used to provide a basis for establishing
collaborative school cultures in Ukraine. Building or constructing on past achievements, instead
of discarding them (which is typical of deconstructive postmodernism), can provide a foundation
for “cooperation within difference” (Furman, 1998, p. 307) and “acknowledgement and
celebration of otherness” (Slattery, 1995, p. 15). I believe that the collective (not as a tool, but as
a condition) can be used to provide the necessary foundation for the implementation of
collaborative culture in Ukrainian schools for a number of reasons.
First of all, the concept of the collective may become a balancing force between
individualism and collectivism. Krasovetsky’s (1995) critique of a collective as a tool for
education raised the issue regarding the relationships of these notions. Fullan (1993) described the
tension between individualism and collectivism, arguing that they must have equal power in
schools. On one hand, driven to the extreme, collectivism can cause groupthink – “uncritical
conformity to the group, unthinking acceptance of the latest solution, [and] suppression of
individual dissent” (CRM Films, as cited in Fullan, 1993). As a reflection of Makarenko’s (1967)
teachings, collectivism suppressed individualism in Ukrainian schools, creating groupthink
among teachers. The prevalence of collective interests left people powerless. A sense of
powerlessness lead people to externalize problems, deny personal responsibility (Senge, 1990).
On the other hand, the emphasis on individualism can lead to the isolation and privatism of
school members and establishing non-collaborative schools cultures (Fullan, 1993; Fullan &
Hargreaves, 1996; Hargreaves, 1994; Little, 1982). The democratic movement and emerging
individualism in Ukrainian society, with its emphasis on individual liberty, rights, and interests,
may eventually force teachers to work in isolation, resulting in conservatism and resistance to
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innovation (Lortie, 1975). Thus, in order to build a strong collaborative culture and create “a
feeling of responsibility to cooperate with others who may be different” (Furman, 1998, p. 307),
it is necessary to carefully balance individual and collective values, beliefs, and norms of school
members.
Secondly, a collective may be viewed as the implicit nature of the school culture (Deal &
Peterson, 1999). The implicit nature consists of deep patterns of values and beliefs that are
formed over the course of history and become “the underlying social meanings that shape beliefs
and behavior over time” (Deal & Peterson, 1990, p. 7). For more than 70 years, the assumptions
of a collective became so ingrained in the Soviet education, that they came to be taken for granted
and continued to shape how teachers thought about their work, related to their colleagues, and
behaved in schools (Schein, 1992; Stolp & Smith, 1995). The use of the collective with its
emphasis on working together can help serve as a platform for establishing strong collaborative
cultures in Ukrainian schools. In collaborative schools, the hidden and taken for granted,
underlying assumptions reinforce and support high levels of collegiality, team work, and dialogue
about problems of practice.
And finally, the notion of a collective can provide Ukrainian teachers with the
micropolitical skills for collaboration. The ability to collaborate is based on the skills for team
work, which is a necessary component of postmodern organization (Sackney et al., 1999). The
majority of teachers in Ukrainian schools, indoctrinated in the collective, possess the necessary
predispositions to elaborate on their skills to work together with others in true collaboration.
Teachers, as they work together as the collective, can develop skills necessary for cooperation,
team teaching, shared decision-making, joint problem solving, conflict resolution, improving
instruction, and establishing connections and professional networking with other teachers (Lortie,
1975; Rosenholtz, 1989). Thus, the collective can provide teachers with a framework to start
practicing joint work (Little, 1990), through sharing responsibility, interdependence and
collective autonomy, which are pivotal for building a strong collaborative culture in Ukrainian
schools. In my opinion, a collective perspective may become an important, but not exclusive
concept that will be helpful in establishing collaborative relationships in schools in Ukraine.
Conclusions: Establishing Collaborative School Cultures in Ukraine

In order to conclude the various discussions in this paper, I will turn back to the question I
posed at the beginning: “Can a collaborative culture be developed instrumentally or do certain
conditions enable its development?” As I stated earlier, Ukrainian schools require both
instrumental shaping and necessary conditions to establish collaborative cultures within them.
The conclusions of this paper are presented according to two aspects of the problem.
Shaping Collaborative Cultures

Looking at the positive characteristics and outcomes of collaborative cultures, one could
assume that it does not take much to establish them in schools. However, collaborative cultures
are not easy to develop (Fullan & Hargreaves, 1996; Little, 2002). Rosenholtz (1989) remarked
that “Norms of collaboration don’t simply just happen. They do not spring spontaneously out of
teachers’ mutual respect and concern for each other” (p. 44). They are shaped by the ways
principals, teachers, and key people reinforce and support underlying norms, values, beliefs, and
assumptions over a period of time.
The process of shaping a collaborative school culture involves reading the existing culture
and identifying aspects of the underlying norms and assumptions that serve the core mission and
meets the needs of the school. Depending on the type of existing culture in the school (see Figure
2), the starting points and duration of this process for individual schools in Ukraine in their
attempt to build a strong collaborative culture will vary. Schools may start forming strong
collaborative cultures by improving team work, teaching norms of collegiality and collective
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problem-solving to students, fostering communication, and building commitment and
identification of all school members.
Shaping a collaborative culture also requires reinforcing and celebrating those aspects that
support development of a collaborative culture and changing the folkways and norms that destroy
collegiality and collaboration (Deal & Kennedy, 1982; Deal & Peterson, 1999; Schein, 1992).
Peterson and Brietzke (1994) added that structures, actions, and relationships that support
collaboration and the establishment of a professional community need to be developed to
reinforce collaborative cultures. Fostering the existing concept of a collective, that dominated the
Soviet education, may provide a necessary balance between emerging individualism and
prevailing collectivism, foster the implicit underlying assumptions of school cultures, and
develop necessary micropolitical skills for collaboration.
Conditions for Establishing Collaborative Cultures

After the collapse of the former Soviet Union, Ukrainian society chose a path of political
democratization, reforms, and social stability. However, the struggle between the bureaucratic
and democratic forces has not finished yet. The recent developments in Ukraine proved the
society’s struggle for real democracy in all aspects of life, including education. Education in
Ukraine is still in the transition from modernist to postmodernist views. As schools are the
reflection of the larger society, education in Ukraine faces the new and unexplored terrain of
postmodernism, marked with decentralization, pluralistic demands for multiple voices, and school
system redesign (Maxcy, 1994). Postmodernism requires from society members the ability to
collaborate (Fullan, 1993). If Ukrainian society learns to accept otherness and cooperate within
difference, as Furman (1998) stated, then every stakeholder in the school will become aware of
the need for collaboration and try their best to work together with others for the school to become
a successful organization and meet the educational needs of Ukrainian society.
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Objectives
The main purpose of this study was to examine whether children's
emotionality and mother's reactions to children's negative emotions would
predict to children's social behaviors. In addition, the sex differences in the
relationship were to investigate.
Method
Subjects
The participants in this study were 177 5-to 6-year-old children(84 girls, 93
boys) in seven kindergartens and their mothers. The mean age of children
was 68 months old (range: 67-81 months) and mother's mean age was 35.2
years. The children were from upper-middle class families in Korea.
Measures
Children's social behaviors, i.e., prosocial, withdrawn, and aggressive, were
rated by a teacher with the Social Competence and Behavior Evaluation
questionnaire (LaFreniere & Dumas, 1996). This scale was a 6-point rating
system with 30 items. The

alphas of subscales were prosocial .88,

withdrawn .86, aggressive .88.
Children's emotionality was evaluated using a revised questionnaire.
Mother completed items adapted from Rothbart's (1996) temperament
questionnaire. This questionnaire was a 7-point scale with 18 items and the
alpha was .79.
Mother's reported reactions to their children's negative emotion. There were
assessed with the Coping with Children's Negative Emotions Scale (CCNES;
Fabes, Eisenberg, & Bernzweig, 1990). Mother were presented with 9
situations in which children are likely to experience distress and negative
affect. For each situation, mothers were asked to indicate how likely (on a 7-

point scale) they would be to react in each of six alternative fashions. The six
types of responses included (alpha coefficients are in parentheses): maternal
distress reactions(.70), punitive reponses(.62), expressive encourage(.79),
emotion-focused responses(.75), problem-focused responses(.76), minimization
responses(.70). Items in the scales were averaged.
Analyses
Descriptive statistics, t-tests, pearson correlations, partial correlation were
performed.
Results
The means and standard deviations of all variables for boys and girls are
obtained. Boys were rated as more aggressive and less prosocial by teachers
(each t=4.48, p<.001; t=-3.95, p<.001), however, they did not differ on the
withdrawn behaviors. Boys' mothers reported more distress reactions and
minimization responses than girls' one (each t=2.12, p<.05; t=3.24, p<.05).
Girls' emotionality was positively related to maternal punitive responses
(r=.27, p<.05).

Girls' emotionality was correlated with their withdrawn

behaviors(r=.29, p<.05). Maternal emotion-focused responses were associated
with boys' relatively high prosocial behaviors and relatively low withdrawn and
aggressive behaviors (each r=.19, p<.10; r=-.21, p<.05, r=-.22, p<.05). Maternal
distress reactions to the child's negative emotions and maternal punitive
responses were negatively related to girls' prosocial behaviors (each r=-.23,
p<.05; r=-.21, p<.10). Maternal punitive responses to the child's negative
emotions were positively correlated with girls' withdrawn behaviors(r=.22,
p<.05).

Maternal emotion-focused responses were associated with girls'

relatively low aggressive behaviors(r=-.21. p<.10).
There were some significant association among children's emotionality,
social behaviors and mother's reactions to child's negative emotions. Therefore,
the possibility that mother's reactions to child's negative emotions mediated
the association between children's emotionality and their social behaviors was
explored using the steps outlined in Baron and Kenny(1986).

Partial

correlation analysis indicated that girls' emotionality was not related to their
withdrawn behaviors any more when maternal punitive responses were taken
into account. Thus, maternal punitive responses mediated the association

between girls' emotionality and withdrawn behaviors.
Results are discussed in terms of the possible reasons for sex differences in
relations among variables and their implications for children's social behaviors.
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SPEED MATHEMATICS
By
Paz A. Lacsamana-Jensen
We read from left-to-right. Why not calculate from left-to-right?
It makes for speedier calculation! It reinforces number sense!
Learning the steps in SPEED MATHEMATICS is as easy as learning the rules of
a new game. You will be amazed at how well you can do subtraction without
“borrowing” and long division in seconds and with 100% accuracy. You can extend
multiplication and addition of numbers greater than 100 without trepidation. You can
calculate squares and square roots of numbers with two or more digits applying the
algebraic approach. And in all these calculations there is a sure-fire way of proofing
answers!
From this workshop you will discover that calculating can be done with
efficiency, fun, and 100% accuracy. You do not need to be good in arithmetic and you
can be a magician with numbers using SPEED MATHEMATICS as introduced in this
workshop.
The speaker has extended the approach to quick and easy calculations by using
the “complement sum” in subtraction and in long division. Each shortcut method
employs sound mathematical procedures based on algebraic principles. Her research for
her book has created a blend of the Hindu and the Chinese methods of calculating, the
application of the Japanese Soroban Theory and the Trachtenberg System of mental
mathematics. The boring and sometimes tedious algorithms of “borrowing” and
“guessing for trial quotients” which are involved in subtraction and in long division are
eliminated! The underlying principle in the methods of calculating introduced here
support the idea of the sufficiency of the addition facts 10 in all calculations!
After each example, a method of proofing answers using “casting out nines” is a
requirement for the listener and is a good habit to develop. Developing the habit of quick
and easy calculations can become entertainment and recreation!
The premise in my discussion is that calculating can be speedy, efficient, and fun
for every one – adults and children alike. SPEED MATHEMATICS discussion involves
methods popularly practiced in Eastern Europe called the Trachtenberg System; the
Nikhilam method as depicted in Vedic Mathematics, the extension of the Japanese
Soroban Theory and the application of the shortcut to multiplying by 10, 100, 1000, etc.
that is promoted in most of the North American classrooms.
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The method of calculating that I am strongly advocating, and in fact use in everyday
calculations follows the basic simple rules:
(a) Work from left-to-right. It is only natural that we inherited from the Romans the
reading protocol from left-to-right, why not calculate from left-to-right.
(b) Addition involves “no carrying”.
(c) Subtraction involves “no borrowing”.
(d) Multiplication involves “the complement sums”.
(e) Division involves only “single digit” divisors.
A NOTE ABOUT ADDITION
There are five stepping stones to NUMBER SENSE in addition.
1. Practice seeing relationships.
How does 3 relate to 6? Twice 3 is 6.
How does 7 relate to 10? Seven is 3 less than 10.
2. See only answers.
When adding 5 + 3, we do not see the digits 5 and 3
but see only the answer “5 + 3 = 8”.
3. Convert numbers to simpler forms.
24 is seen as 20 + 4.
12 is seen as 10 + 2.
4. Work from left to right.
When adding 24
+ 12
think
30 + 6 or 36.
When adding 29
+ 12
think:
30
+(10 + 1)
41
5. Practice complement addition.
To add “over 10”, think of the complement of 10 of the greater digit and subtract
from the smaller digit; then record a ten.
For example: 6 + 8
Think: The 10’s complement of 8 is 2
Subtract 2 from 6, then record a 10.
Answer: 6 + 8 = (4 + 2 ) + 8 = 4 + 10 = 14.

Using the same method of adding by 10s, a column of numbers can be added with speed
and accuracy. Each column is added separately.
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SUBTRACTION - METHOD A:
Subtraction by the method of matching terms will allow you to subtract:
a) without borrowing
b) use the left-to-right way of determining answers.
Let’s look at the first example:

51
- 34

51
Change to: - 31 (“3” less)

The preliminary answer is 20,
but since you subtracted a lesser number than 34, you have to subtract another “3”
which is part of the subtrahend. The correct answer is (20 – 3) OR 17.
Let’s look at the second example: 73
- 38

73
Change to: - 33 (“5” less)

The preliminary answer is 40.
The correct answer is (40 – 5) OR

35.

Now, let’s look at larger numbers and use the “marked” numbers for our rethinking
approach. After marking the digits and reducing the marked digits by 1, determine the
answer from left-to-right.
73
8457
- 5894
2563
Wherever a digit in the MINUEND is less than the digit in the SUBTRAHEND in the
same column, add the complement of 10 of the SUBTRAHEND number to the number in
the MINUEND.
Look at the digits 9 and 8 in the SUBTRAHEND. Each is greater than the digit above it.
Determine our answer from left-to-right after marking and reducing our digits:
SUBTRACT (7 – 5 );
ADD “2”, the complement of 8, to 3.
ADD “1”, the complement of 9, to 5.
SUBTRACT (7 – 4).
ANSWER from left-to-right is 2 5 6 3.
Yes, you have done subtraction without “borrowing.”
REMEMBER to slash digits in the MINUEND whenever it is less than the number in the
SUBTRAHEND or the lower term. Also remember to mark the digit immediately to the
left of the last slashed number.
Reduce each marked digit by one.
Then complete your subtraction from left-to-right.
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Checking answers by “casting out 9’s”.
8457
- 5894
2563

The digit-sum is (8 + 1 + 4 + 5 + 6)
The digit-sum is (4 + 1 + 8 + 9 + 4)
The digit-sum is (2 +5 + 2 + 4 + 3)

=
=
=

6
8
7

Since the digit-sum of 6 is less than 8; instead of subtracting, add the digit-sums 7 and 8,
which gives 15. The digit-sum of 15 is 6, and this matches the digit-sum of the
MINUEND. Hence, our answer for the subtraction problem is correct.

MULTIPLICATION:
578624 x 11
5 7 8 6 2 4 x 11
6131614 8 6 4

a) SPEED RULES:

ANSWER:

6,364,864.

b) If you cannot seem to remove yourself from the multiplication tables, use this
knowledge as a way to verify your answers in the SPEED MATHEMATICS
multiplication. This is the MIDDLE SUM method.
Now, try multiplying each digit of the multiplicand by 11,
Write each product from left to right.
Then add each pair of numbers as shown.
578624 x 11
Multiplying each digit by 11. Put down right-hand digit.
Do the MIDDLE SUM of the indicated product pairs.
55 77 88 66 22 44
5
6

1

2

1

5

3 6

1

4

4

8
8

6 4
6 4

ANSWER: 6,364,864
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Try this multiplication again.
486375 x 9
a) By the SPEED MATHEMATICS rules:
4 8 6 3 7 5 x 9
413 7 713 7 5
ANSWER: 4,377,375
b) MIDDLE SUM method:

486375 x 9

Multiply each digit in the multiplicand by 9 from right to left and write each product in
the same order.
36 72 54 27 63 45
SUMS:
3 13 7
6 13
7 5
ANSWER:

4,377,375

MULTIPLICATION BEYOND 5 X 5
According to Vedic Mathematics*, the multiplication tables are not really required
beyond 5 X 5. Any school child or adult who knows simple addition and subtraction of
single digit numbers and the multiplication table up to five times five can improvise all
the necessary multiplication tables for himself at any time and can do all the requisite
multiplications involving larger multiplicands and multipliers with the aid of the simple
Vedic formulae derived from the works of the late Sankaracarya, which enables him or
her to get the required product speedily and accurately.
Think of a very simple multiplication of 9 by 7.
Step 1: Write 9 and 7 one above each other on the left-hand side and their respective
complementary in base 10 on the right-hand side.
9 - 1
7 - 3
Step 2: ADD the left-hand side, then rewrite the answer as a sum of 10 and ones. Cast
out the base 10 and write down only the value in excess of 10. Write a forward slash
mark, then annex to this the product of their respective complementary pairs.

7
9 - 1
7 - 3
16 becomes 6/ 3

(3 x 1 = 3)

Step 3: The product of 9 times 7 is 63.

DIVISION BY 9.
So let us begin with a method of dividing when the divisor is 9.
Note that for each of the division problem, the quotient is the same as the first digit of the
dividend and the remainder is the sum of the ones in the number and the first digit of the
dividend.
So, why not apply a new technique for this division?
9) 1/5
/1
1/6

9) 2/4
/2
2/6

Answers: 1 R 6;
9) 10/3
1/1
11/4

9) 3/3
/3
3/6

2 R 6;

3 R 6;

9) 23/7
2/5
25/12

9) 4/0
/4
4/4
4R4
9) 13/6
1/4
14/10

9) 23/5
2/5
25/10

Answers: 11 R 4; 26 R 3, note 9 is contained in 12 once with a remainder of 3.
15 R 1, note again that 10 contains 9 once with a remainder of 1;
26 R 1
9) 123/7
13/6
136/13

9) 1420/1
157/7
1577/8

9) 101164/9
11239/13
1123913/22

Answers: 137 R 4, note 9 is contained in 13 once with a remainder of 4
1,577 R 8
112,405 R 4, note again that 22 contains 9 twice with a remainder of 4
Division Example With a Four-digit Divisor:
Basic Rule: 1) Divide only by the first digit of the divisor, raised
by one. Do not divide by the entire divider.
2) Multiply the approximate quotient by the
entire divider.
3) Subtract the product from the dividend.
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4) Continue with Steps 1, 2, & 3 until a remainder,
a number less than the divisor, is declared.
3744
6289 23546539 Divide: 23 ÷ 7. Write 3 above
the digit 6 since the divisor 6289
is greater than “2354”.
Multiply: 3 x 6289 = 18000 + 600
+ 240 + 27 = 18867
4679

Subtract: 23546 – 18867 = 4679
Divide: 46 ÷ 7 = 6
Multiplying: 6 x 6289 = 36000 + 1200
+ 480 + 54 = 37734
Subtracting: 46795 – 37734 = 9061
Since 9061 is greater than 6289, we can
then change the second digit trial quotient
from “6” to “7” and subtract one more unit of
the divisor, 6289.

2772

2567

9061 – 6289 = 2772
Divide: 27 ÷ 7 = 3
Multiply: 3 x 6289 = 18000 + 600
+ 240 + 27 = 18867
Subtract: 27723 – 18867 = 8856.
Since 8856 is greater than 6289, we can then
change the third digit trial
quotient from “3” to “4” and subtract
one more unit of the divisor, 6289.
8856 – 6289 = 2567
Divide: 25 ÷ 7 = 3
Multiplying: 3 x 6289 = 18000 + 600
+ 240 + 27 = 18867.

Subtracting: 25679 – 18867 = 6812.
Since 6812 is greater than 6289, we can then change
the last digit quotient from “3” to “4” and subtract
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6812 – 6289 = 523
523 is less than 6289.
523 is the remainder.
ANSWER:
3744 R 523
6289 23546539

CHECKING OUR ANSWER:
The digit-sum of 23,546,539 is 1.
The digit-sum of 6289 is 7.
The whole number answer, 3744, has a digit-sum of 0.
The remainder, 523, has a digit-sum of 1.
Multiply: 0 x 7 = 0; 0 + 1 = 1.
The dividend has the same digit-sum; the answer is correct!
CONCLUSION:
All the calculations in SPEED MATHEMATICS are based in algebraic principles.
It is hoped that this workshop will inspire the audience to practice, practice, practice and
then teach the new techniques of doing the algorithms in a different way. It is fun,
efficient, and 100% accurate!

4th Annual Hawaii International Conference on Education
Adult Service Learning Principles as a Foundation for Civic Engagement
Donald P. Lacy, Associate Professor, The Ohio State University Extension, USA
Paul D. Golden, Associate Professor, The Ohio State University Extension, USA
Tammi Rogers, Program Assistant, The Ohio State University Extension, USA
Abstract: The focus of this paper is on a model of civic engagement that uses the basic
principles of service learning to involve community residents in a process to develop a
Comprehensive Land Use Plan for the county. Applying the principles of service
learning to civic education in a non-credit environment opens a new avenue to enhance
and strengthen civic engagement. The paper is based upon the processes used in
Coshocton County, Ohio. The model was designed to educate and engage community
residents in the development of a plan that would define future land uses in the county.
Low participation in local government elections and in the policy formulation process is a
widespread problem throughout the United States. Often turnout in local elections will
barely exceed ten percent of the eligible voters. Attendance at public meetings usually is
dismal with only one or two residents other than staff, media representatives, and special
interest representatives in attendance. On occasion, public meetings can explode with
chambers packed by noisy, rancorous and often hostile residents. One area of public
policy that can evoke such reactions includes those that surround land use decisions. In
many cases, those who turnout for the meetings are only vaguely aware of the policies,
and seldom were involved in the development of the policies. A closely related problem
is that community residents generally have a very limited knowledge of the specifics that
surround local polices. Too often public officials hire consultants to produce policies
and leave residents sidelined or marginalized with limited opportunities to participate.
The consultants generally are very competent, but disconnected from the community
without a fundamental understanding of the aspirations of the values and visions that
residents have for their community.
Creating the circumstances and the environment that will bring community residents into
the policy development process is a constant challenge for those who promote greater
civic engagement. One important challenge is to effectively involve and engage citizens
more directly in the processes of governing. Lando recognizes that the process of
engaging citizens is a complex and challenging undertaking.
He notes, “for it to
succeed, benefits to the public must be perceived, incentives established, and barriers to
participation removed” (1999, 3). The fundamental paradigm of governing must change,
and that means a fundamental change in the traditional means and methods of
communication and the underlying theories of participation and leadership. Multiple
strategies must be used to overcome the obstacles to effective and meaningful
participation in the processes of developing community agendas, and framing the public
debate around issues before those critical actions are left to the “experts” and the normal
cast of community activists. The “expert professional model” has become the dominant
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model for public policy development in the United States. (Gibson, Lacy, Dougherty,
2005) Changing the processes of governance to one of citizen engagement will require a
new paradigm that provides community residents an opportunity to participate in policy
formulation.
Box proposes a new role for citizens in citizen-based governments in which “citizens
become governors of the community instead of its customers” (Box, 1998, 4). Using the
local government framework, he wants to establish citizen self-governance in which
citizens become the “heart of the process of setting policy and administering community
programs and services” (Box, 1998, 96). Citizen committees or commissions would act
more like governing bodies than advisory committees, and traditional elected
representatives would act more like a “coordinating council” to monitor decision-making
processes for fairness and consistency (Box, 1998, 121). The movement from the “expert/
professional” domain to the role of facilitative leader or advisor is often critical to the
success of citizen involvement. Box foresees the new role of public administrators as
aides in providing technical information and facilitators in “the process of dialogue and
deliberation” (1998, p.140). Expanding the role of citizens and changing the role of the
expert/official to collaborative and facilitative leadership will require a shift in the current
governance paradigm. Utilizing models of engagement predicated upon sound principles
of “service learning” and widespread use of electronic communication will be essential if
the new paradigm is to be effective.
Service Learning
“Service learning” has emerged over the past decade as an integral part of the curriculum
in many colleges, high schools and elementary schools. The intellectual roots and
foundations for service learning, arguably, can be traced to John Dewey, educator and
philosopher, who advanced the concept that active student involvement in learning is an
essential element in effective education (Champion, 1999). Dewey viewed the
community as an integral component of educational experiences for both enhancing a
student's education and for developing future societies (Waterman, 1997). Many college
curricula include service learning in the list of electives or requirements for graduation.
Diverse disciplines such as Accounting, Education, Public Administration, Psychology,
Public Policy, Sociology, Food and Nutrition, Urban Planning, as well as many others,
include service learning programs for their students. The American Political Science
Association posted on its web site, a “Toolkit for Service Learning in Political Science”
that is designed to encourage more political scientists to include service learning in their
curricula.
Service learning encompasses a number of the following components:
a) it is premised on experiential education and is thus an engaged
pedagogy;
b) at its best, it serves as the foundation for civic, intellectual,
and moral growth among students;
c) it links course assignments, readings, and discussions to
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students' experiences;
d) it gives students the opportunity to reflect thoughtfully and
critically upon those community experiences;
e) it requires students to use interdisciplinary, integrative
thinking in unstructured problem solving circumstances;
whenever possible, students are encouraged to link their service
learning experiences to concrete public policy problems and
solutions;
f) it affords students the opportunity to reflect upon difference in
all of its forms--class, race, gender, age, and sexual
orientation--as they encounter that difference in the community;
g) it encourages students to connect their community participation
to various normative models of democratic citizenship and
engagement;
h) whenever possible, it draws upon community members/partners to
help plan, advise, and ultimately implement the service learning
component of courses;
i) by its very nature, it requires that dialogue among students,
community members, faculty, and administrators is an integral
component of the course pedagogical process.
The description on the web site captures the basic features of Service Learning. The
APSA web site contains the following notation: “The above includes some material
liberally adapted from Margarita Maria Lenk, "Service Learning in Accounting: A
Guidebook," 1999 and Campus Compact, "Introduction to Service-Learning Toolkit:
Readings and Resources for Faculty," 2000.”
Service-learning is a teaching method that enriches learning by engaging students in
meaningful service to their schools and communities through a process that is carefully
integrated with established learning objectives. The emphasis is on critical thinking and
problem solving to address real issues. (NYLC, http://www.nylc.org/inaction.cfm)
Service learning is a flexible tool that can be easily adapted to different community issues
and processes. (NYLC) Billington (1991) reinforces the Dewey experiential learning
position when she notes that: “We learn best when the subject is personally meaningful,
when we have input into what and how we learn, and when we have some measure of
control over our life as a learner. McPherson (1991) describes service learning as a “...
hands-on, collaborative approach to learning. It also engages students in real problemsolving and in exercising their own initiative.”
The Wingspread Report (2004) describes service learning as “…learning how to
collaborate, to synthesize, to respect and celebrate diversity in the context of reflective
scholarship, research and experience that not only prepares them for citizenship and the
workplace, but also allows them to learn they can make a difference in their communities.
Students realize that their contributions have consequences for their learning and
community development. They are discovering local communities and the strong sense of
place and values that will shape the futures they choose.” One aspect of service learning
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as described on the ASPA web site is that, “by its very nature, it requires that dialogue
among students, community members, faculty, and administrators is an integral
component of the course pedagogical process.” An added benefit of service learning is
that, “at its best, it serves as the foundation for civic, intellectual, and moral growth
among students.” These are the two dimensions of service learning that make it very
appropriate to a community engagement process.
The Community Engagement Model
Many models of community engagement can be found in communities across the country
and in the literature on governance. Most that are successful share three very important
characteristics: 1) they are based upon a narrow concept of community participation; 2)
they have an identified organizational structure and identified leaders; and, 3) most
community participation occurs at community forums or dialogue sessions. Typically in
these models most of the work is done by a small committee and the final products
represent a “consensus that has emerged from the community conversations.” These
models go beyond the policy by experts, professionals, and elected leaders. These models
are frequently called “Limited Engagement Models or Blue Ribbon Panels” because the
appointed process leaders tend to reflect the leadership structure of the community. The
leaders are typically selected from successful, high profile, and respected community
leaders who do not hold a formal office or official position in the public sector. They,
however, do develop and manage the process and prepare the final reports.
One of the deficiencies in the “Blue Ribbon” approach is that citizens who participate in
the forums or dialogue sessions receive little if any information that can better inform
their understanding of the issues. When such information is provided, it typically is
presented as part of a “canned” presentation or lecture at the beginning of a forum or
dialogue session. Those who attend must be quick learners in order effectively utilize the
information so that they can make informed contributions to the discussions during the
break out sessions that frequently occur with this type of forum. Leaders who manage
the Blue Ribbon models use the listening sessions to gather information and to help
legitimize the reports they will make. Genuine community input is somewhat limited.
(Lacy, Gibson, Dougherty, (2002).
The “community empowerment model” provides a good alternative to the Blue Ribbon
Commission model. A version of the community empowerment model was used as the
foundation for the project presented in this study. The model, used in Coshocton County,
Ohio, was designed to involve local residents in a process to develop a County
Comprehensive Land Use Plan. The model has been developed over a twenty–five year
period and refined over time. It utilizes a highly structured service learning process to
educate and train the adult volunteers and participants who were involved in the process.
The model as used in Coshocton County was a community empowerment process
model. The county governing body, Coshocton Board of County Commissioners, agreed
to establish a Land Use Planning Steering Committee to guide the development of a
planning process for the county. The committee was charged with fully engaging the
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community by following a model presented by the process facilitators who were
educators with The Ohio State University Extension Program. Two County Extension
Educators and one State Extension Education Specialist provided instruction and
guidance during the eighteen month process. The model used a Commission on Future
Land Uses that had twenty-four members who were appointed by the county governing
body (County Commissioners). The membership was comprised of residents who
reflected demographic, gender, and geographic diversity in the county, but it did include
public officials.
Public officials, both elected and appointed, were asked to assist the Commission and its
Task Forces with the project. Commission members were asked to recruit and appoint
members for twelve Task Forces that examined different aspects of future land uses. The
members were to reflect the same diversity and balance of geographic, gender, and
demographic characteristics as the Commission. Each Task Force was comprised of nine
to twenty one members who also reflected the same set of diverse representation as the
Commission. The total number of individuals directly participating in the Commission
and the Task Forces was approximately one hundred fifty.
Service Learning Principles Applied to the Model
The principles of service learning provided the framework for a broad based community
civic engagement process designed to provide community residents an opportunity to
develop a county land use plan. The program was designed to educate, inform, train, and
empower community residents who have limited knowledge and information about the
broad structure and content of a land use plan. For such an engagement process to be
successful, participants must be provided the information about the content that should be
included in a final plan. The participants also need to receive basic instruction relating to
the jobs and tasks they need to perform. The basic principles of service learning that
provide the foundation for an instructional model which support a broad based
community planning process are based upon carefully designed training for the particular
activities of the program.
In order for the project to be successfully completed participants needed to receive
information and instruction that would enable them complete the Land Use Plan. To
provide the necessary information for success, each participant was involved in twelve
contact hours of instruction and evaluation during the process. The process lasted for
twenty months. One hundred fifty individuals were engaged and trained during the
process in order to complete the Land Use Plan for the county.
The information phase of the project began with a community forum to describe the
structure, functions and basic content of a Comprehensive Land Use Plan. Over one
hundred twenty community residents attended the meeting to learn about land use
planning. Participants were invited to sign up to participate in the process to prepare a
plan and engage the rest of the community in the development of the plan. Many of those
who attended the meeting volunteered during the next month to serve on the Commission
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or the Task Forces.
preparing the plan.

They in turn recruited others to participate in the process of

The education and training phase of the project began with a two and half hour training
session for members of the Commission on Future Land Uses. After the Task Forces
were appointed each Task Force received an additional two hours of training. During the
process additional review and training sessions were provided for the Commission and
Task Force members including one video conferencing session.
In addition the training for participants at each level, Commission or Task Force, every
participant was provided a guide book for their individual task and work areas prepared
specifically for the Coshocton County process. At the initial public forum on Land Use
Planning, each participant was provided an eight page guide and description relating to
land use plans. Each member of the Commission on Future Land Use was provided a
nine page guide to the process and content of Land Use Planning. Each Task Force
member received a two to four page Guidebook prepared and designed specifically to
help keep the Task Forces on track.
Coshocton County
Coshocton County is located in Eastern Ohio in the Appalachia Region of the US and
encompasses 564 square miles. The population is relatively stable showing small
increases during the past century, increasing from 29,337 in 1900 to 36,665 in 2000.
Educational attainment ranks below the state average--78.8% with high school
educations, but only 9.8% with a Bachelor’s degree or higher. The county ranks 68
among 88 counties in the state in income levels with an average of $34,935, below the
state average of $42,246.
Like many other rural counties, communication and a timely and efficient method for the
dissemination of information are problems. There are two primary media outlets
including a local FM radio station and one local newspaper. The circulation numbers are
6,896 Monday—Saturday and 7,229 for Sunday. The Coshocton County Government
has a Web Site, http://www.co.coshocton.oh.us/, but this site has not been updated since
January 29, 05. The last update on the county site was when the 2003 Plat Books were
placed online. A television station in an adjacent county provides some coverage of
county events. Three newspapers in adjacent counties also provide some coverage for
local events. One large regional newspaper provides some coverage of local events, as
do four television stations located 70 miles away in the largest city in the region
Coshocton is not a hot bed of internet activity. Unfortunately, in Coshocton County not
all residents are able to “connect” and receive cable services. This is due largely to
geographic reasons because of the wide spread rural population in the county. Satellite
and antennae broadcast is a very large portion of the television services provided in the
area. This too is due to the rural population base. Even though it may seem as if there are
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several forms of telecommunication in place in Coshocton County, it is still very much
behind in providing access to all county businesses and residents.
There are no cyber cafes and no wi-fi sites in public places. Two public places,
Coshocton Public Library and West Lafayette Branch Library, are wired for internet and
provide terminals that create access for the public. Three cable companies serve the
county, but not all areas of the county have good access. Three telephone companies
provide some internet service. According to one report, in 2001, only 25% of the
residents had home Internet service. This has probably grown to 30-35%, by now. The
percentage might actually be closer to 50%.
(http://www.occcn.org/legislation/Sue%20proponent%20testimony2.doc)
All three of the county school districts are wired for Internet. Two post secondary
education sites, also, are wired for internet access. One of the seven parochial schools is
wired with full access and a web site.
Half of the county is serviced by one cellular company, the other half of the county is
serviced by another. There are numerous “dead” spots and many areas that do not
receive any service. Some of this is due to geography but most is due to lack of towers
and relay stations. The internet category consists of dial up services, cellular, wireless,
cable, satellite, DSL and T1 lines. These are primarily provided by local computer
companies or cable services. There are two cable companies which serve Coshocton and
offer internet access through their cable system. At this time one cable provider does not
offer internet access in the Coshocton area, but it does offer access in the larger cities
outside the county. Several local computer companies offer internet service through dial
up or wireless abilities. The largest internet access is still dial up. Larger national chains
offer satellite hook up, one phone company offers DSL and T1 line capabilities for more
access to the internet. DSL is a recent addition to the Coshocton area. It provides
service for a three mile radius from the provider’s central office building. T1 lines have
been available for some time in Coshocton but are used primarily by businesses and large
industry. They involve laying conduit and costly excavating of earth. Wireless and
cellular are the two fastest growing forms of telecommunications nationwide and the
county is lacking in both.
Community Engagement
From the outset, the process organizers and facilitators realized that finding creative ways
to engage community residents that went beyond regular meetings would be essential.
One method was to depend upon community leaders to reach others through an informal
engagement process. Recognizing that opinion leaders would be critical to the process
the decision was made to make extensive use of electronic communication through email,
list serves and web postings relating to the work of the Committee and Task Forces.
Further, the assumption was made that the geographic distance and work schedules for
many residents would make it difficult form them to actively participate in meetings.
The best alternative for many of those individual would be to have access to the work of
the Committee and the Task Forces through the County Extension Web Site where the
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material could be updated regularly. The data suggest that the web communications
yielded modest success.
Two hundred sixty postings were made to the web site including revisions of reports as
the discussions evolved over a period from February, 2004 to March, 2005. Email
messages were used to convey material or answer questions. Eight thousand three
hundred eighty-five (8,385) email messages were exchanged during the process. The
County Extension Office maintained an email distribution list of nineteen individuals
who had chair responsibilities for the twelve Task Forces and the Steering Committee.
During the twenty month process, the Steering Committee met ten times and each Task
Force met an average of six times. Seventy-four individuals served on the Task Forces,
but involved many other residents over the period of the fourteen months that the Task
Forces were active.
The web site postings proved to be a valuable aid in disseminating information to the
community. The data for web site visits and downloads of reports during the period of
February, 2004 through March, 2005 are encouraging. The data are summarized below.
2004
Coshocton Co. Community Development Home Page
(http://coshocton.osu.edu/cd/cd.htm): 1001 page views
Land Use Reports (http://coshocton.osu.edu/cd/Land_Use_Reports.html):
1934 page views
Land Use Presentation
(http://coshocton.osu.edu/cd/Land%20Use%20Presentation_files/frame.ht
m): 1362 page views
2005 (As of 05.26.05)
Coshocton Co. Community Development Home Page: 477 page views
Land Use Reports: 708 page views
Land Use Presentation: 388 page views
The work of the Committee and Task Forces concluded in April, 2005, and no records
have been kept on the number of page views since the process ended.
The data from the page views revealed two important facts. First, over seventeen
hundred (1750) individuals accessed the site to view the presentation made at the first
community meeting. That fact is important because it shows that many residents who did
not attend the first public forum accessed the site to view the presentation where a land
use plan and the planning process were explained. The information helped residents
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better understand the purposes of a land use plan and the objectives of the planning
process. The second important fact is that the site was accessed over twenty-six hundred
times (2642) to read the various committee reports that were posted and revised during
the planning process. Utilizing web postings to disseminate provides a significant benefit
to community residents who are better prepared to engage in the dialogue about the land
use recommendations contained in the reports. Access to information is important
because it helps to stimulate dialogue that can produce better informed community
decisions. Such dialogue is necessary to build a community consensus. The assumption is
that input at the beginning of a land use planning process will reduce the number of
contentious meetings that occur as the land drama continues to unfold in the community.
Retrospective Reflections
Why do community residents set on the sidelines and let others make important
community decisions? There are many explanations of course. We did not set out to
answer the question. We, however, explored two possible causes for the lack of
participation in important community land use policy decisions. One was the structure of
the process. We assumed that potential participants wanted a defined and structured
process with an end and outcomes clearly established. Further, we assumed that many
potential participants in community decision making choose to sit on the sidelines
because they feel uncomfortable with their personal knowledge and information relating
to the policy activity.
The primary objective of the program was to actively engage community residents in a
land use planning process. Our engagement model was similar to those in other
communities in that residents were provided an opportunity to participate in a planning
process. Two features made the Coshocton process somewhat different from planning
programs in other communities. In many communities residents are invited to participate
either in forums led by “experts/professionals” or invited to dialogue and listening
sessions led by “Blue Ribbon” panels of community leaders. In Coshocton community
residents were invited to a public meeting on land use to listen to a presentation on land
use planning and to learn about the process that would allow volunteers to take the
leadership role for developing a county land use plan. The process described to
participants provided evidence that there would be a structured process which had an end
date and clearly defined potential outcomes. The participants were assured that those
who volunteered would receive adequate training, appropriate information, and continued
support throughout the process. The key features that distinguished the program from
many others is that volunteers would manage the program, the process was clearly
defined in a step-by-step manner, and appropriate instruction/information would be
provided from the beginning and sustained throughout the process.
Was the program successful?
•

One measure of success of the program is that more than one hundred fifty
individuals participated in the process during a twenty month period.
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•

The twenty-four members of the Commission stayed with the program the entire
period.
• The program started with twelve Task Forces. Eleven Task Forces completed
their chapters for the final report. One Task Force was discontinued and the
activities were combined with another Task Force with a similar focus.
• The final reports are in the hands of a consultant who will complete the technical
details that are beyond the scope of a citizen led committee.
In retrospect, the program was very successful because the process was sustained and the
defined objectives were accomplished.
What did we learn? How is service learning an integral part of a successful community
engagement program? We worked from the assumption that information will reduce
uncertainty and lead to better performance. The steps listed below are based solidly on
service learning concept of instruction/preparation, consultation, and regular
communication.
• Community residents will participate in a community planning process if the
process is fully understood, the procedures for the work clearly defined, and
adequate training is provided to the participants.
• The application of a service learning model is essential to the success of the
program. Participants need information to increase their knowledge base. The
provision of information allowed potential participants to develop a comfort zone
for their participation.
• The essential steps in building the knowledge and improving the comfort zone
are:
o participation in information forums to explain the process and technical
details;
o written guide books for each task focus and for each of the formal
commissions and committees;
o specific and focused training for the Commission and each Task Force,
o written manuals of instruction for activity;
o accessible facilitators who can help with questions as they arise;
o regular posting on a web site of all activities, schedules of each committee
or Task Force meeting, and weekly posting of progress and interim
reports;
o full coverage of all activities through local newspapers and radio stations;
and,
o regular and frequent use of email for participants who had access.
Our experience confirms that community engagement processes will work effectively if
participants are provided the necessary information to succeed and if the program is
based on a strong model of service learning.

10

Bibliography
Box, Richard C., 1998, Citizen Governance: Leading American Communities into the
21st Century. Thousand Oaks, CA: Sage Publications
Gibson, Pamela D., Donald P. Lacy, and Michael J. Dougherty, 2005, “Improving
Performance and Accountability in Local Government with Citizen Participation” The
Innovation Journal: The Public Sector Innovation Journal, http://www.innovation.cc
Lacy, Donald P., Michael J. Dougherty, and Pamela D. Gibson, 2002, “Models of
Community Planning,” Paper presented at the National Community Resources and
Economic Development (CRED) Conference, Orlando, Florida, February 25, 2002
Lando, Tom, 1999, Public Participation in Local Government: Points of View. National
Civic Review. 88(2):109-129
Champion, Fran, 1999, Service learning. _Educational Psychology
Interactive_. Valdosta, GA: Valdosta State University
Billington, Dorothy, “Adults And Learning,” IN CONTEXT # Context Institute 27,
Winter 1991, Pages 50-52. URL: http://www.context.org/ICLIB/IC27/McPhersn.htm
McPherson, Kate, 1991, Learning Through Service: By caring for others, students learn
how to care for themselves - and their world,” in The Learning Revolution (IC#27)
Winter, 1991, Page 50
National Youth Leadership Council, “Discover Service Learning”
http://www.nylc.org/inaction.cfm
“Toolkit for Service Learning in Political Science,” American Political Science
Association, http://www.apsanet.org/content_7590.cfm
Waterman, A.S., 1997, Service Learning: Applications from Research, New Jersey:
Lawrence Erlbaum Associates

11

4th Annual Hawaii International Conference on Education
“Leadership Education for Public Officials: Assessing the Impact Over Four Years”
Donald P. Lacy, Associate Professor, The Ohio State University Extension
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Gregory Davis, Extension Specialist, The Ohio State University Extension
Public Officials, both elected and appointed, are adult learners who attend numerous
seminars, workshops, and training programs provided through professional associations,
membership in advocacy associations, state agencies, and post secondary institutions of
higher education. In the majority of the cases, the participants attend and return to their
routines without any follow up to assess the impact the training had on their behavior.
The study presented in this paper involves a follow up of adult learners after participation
in a leadership training and development program. The training program was designed to
help local government officials improve their performance while in public office. The
ten week curriculum focused upon eleven basic dimensions of public sector leadership
and decision-making.
Evaluations of the effectiveness of such programs generally are based on some form of
knowledge gained assessment instrument that is administered during the program either
after each session or at the end of the last class. Both types of assessment were
administered during the ten sessions of the academy. These data have been reported in
other presentations and articles. However, the methodology used to assess the Toledo
Area Academy took the impact assessment concept a step further. Assessment data were
collected from the participants several months after they had received their certificates.
The primary purpose of the data collection was to begin to understand what impact the
program might have on attitudes and conduct after graduation from the academy.
The Toledo Area Local Government Leadership Academy
The data are drawn from participants in four annual Ohio Local Government Leadership
Academy programs offered in Toledo, Ohio between January, 2002 and April, 2005.
Data from the participants were collected one or more years after they had graduated
from the Academy. The objectives of the study were to develop preliminary answers to
two questions:
1. What has changed in the way participants perform their roles?
2. What broader impact has the training had on the attitudes of graduates?
The results are presented and some basic evaluations are offered relating to the impact.
The paper, also, introduces one new concept as a control variable that focuses upon the
level of knowledge that participants had on the various subjects before they graduated. A
pre and post assessment of their knowledge level is presented as a framework for the
analysis.
The Ohio Local Government Leadership Academy is designed for elected officials from
county, municipal, and township governments, and for appointed individuals who serve

on local school boards, government committees, commissions, boards or task forces. The
purpose of the academy is to provide useful programs that will enhance the leadership
and decision making skills of public officials.
The academy curriculum consists of eleven workshops. In order to earn the Leadership
Certificate each candidate must complete one required workshop, Public Officials and
Public Service. The content of the first workshop is focused upon the legal requirements
and the leadership challenges relating to service in public office in Ohio. The program is
designed to provide participants with an overview of the basic issues, expectations and
practices associated with serving in any public office in the state. Participants in the
workshop are provided information about the legal and social principles and practices
that provide a framework for improving their tenure and service in public office. Topics
include:
•
•
•
•
•
•

Understanding the Duties and Responsibilities of Public Officials
Codes of Ethics
Standards of Conduct
Conflict of Interest
Open Meetings Laws
Honesty, Ethics, Integrity and Civility in public office

In addition to the basic course each participant must complete seven additional
workshops from those listed below. Most workshops are designed to be completed in
either two, or two and half hours.
•
•
•
•
•
•
•
•
•
•

Conducting Effective Meetings
Communicating and Working With the Media
Communicating and Working With Citizens
Building Sustainable Communities
Team Building
Conflict Management and Dispute Resolution
Leadership Skills and Styles
Effective Decision-Making
Intergovernmental Relations: Opportunities and Challenges for Cooperation
Technology in Local Government

Assessing the Impact of the Leadership Program
As with any adult education program, and especially with public sector leaders, the
biggest challenge is to assess the immediate relevance of the material covered in the
curriculum. The method employed in the Academy was to administer a retrospective pre
test / post test to each participant that would, among other things, assess the knowledge
gained during the course of a two-hour session. Each participant completed a self
assessment instrument that was designed for the particular curriculum material covered in
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each session. The participants completed the form in terms of prior knowledge and new
knowledge developed as a result of participation in the program.
Documenting changes in knowledge and behavior can be done simply and efficiently
using the retrospective pretest evaluation (Rockwell & Kohn, 1989; Stevens & Lodl,
1999). The retrospective pretest design, unlike the typical pre-test / post-test, is
administered only once. Because of time limitations, this characteristic made using this
method more appealing to the audience and the educators as administrators of the
instrument. Only a few minutes were required to complete the short questionnaires.
With the retrospective pretest, participants are asked to share the knowledge or attitude
they had toward a particular subject before some experience, program, or treatment and
after after the experience. When participants are asked to respond to a question about
how much they know about a particular subject after they have some basic knowledge of
the subject itself, they are more able to accurately reflect on the degree of change in
knowledge or attitude (Rockwell & Kohn, 1989). Furthermore, respondents often times
over estimate their level of knowledge on a particular subject when using the traditional
pre-test / post-test (Pratt et al, 2000). With the retrospective pretest methodology,
respondents are given an opportunity to learn how much they know about a subject prior
to responding to a questionnaire.
What impact does leadership skill development programs have upon public officials?
The Toledo Local Leadership Academy was used to assess the impact of leadership
training on public officials. Participants in the academy completed ten sessions over a
ten-week period with each session lasting two hours. The participants included elected
officials from county, municipal, and township governments, and appointed individuals
who serve on local government committees, commissions, boards or task forces. They
were evaluated on pre and post-test knowledge of specific skills and concepts associated
with community leadership. The evaluation occurred in leadership training programs
occurring over a period of four years.
The instrument developed to evaluate program was designed to measure prior knowledge,
and estimate knowledge gained. It was administered at the end of each session during the
ten week period. A second instrument administered after graduation was used to assess
how perspectives changed as a result of the program, and to ascertain participant
perspectives on the value of different learning opportunities associated with the academy.
The retrospective pretest was designed with instructions at the top and included numerous
statements relating to the learning objectives for each program session. Participants were
asked to indicate their level of agreement with each statement before and after the
workshop using a four-point, Likert-type scale; (1 - strongly disagree and 4 - strongly
agree). An example of the instrument for the session on “Conducting Effective meetings”
follows.
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Ohio Local Government Leadership Academy Program Survey
Please rank your level of understanding by circling one of the following using a scale of 1-4, with
1 being poor and 4 being good.
Leadership Topic: Conducting Effective meetings
Before today’s
presentation

My level of understanding of the following topics

After today’s
presentation

1

2

3

4

1. Meeting types: regular meetings, work sessions,
public forums and public hearings.

1

2

3

4

1

2

3

4

2. Legal requirements, notices, Sunshine Law, open
meeting requirements, executive sessions.

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

3. Pre-meeting activities, agenda
preparation/distribution/”Five Day Rule”, supporting
documents, press briefings, etc.

1

2

3

4

1

2

3

4

4. The meeting environment, accessibility, physical
details, etc.

1

2

3

4

1

2

3

4

5. Process, rules and procedures, code of ethics, etc.

1

2

3

4

1

2

3

4

6. Conducting the meeting, roles, public address,
agendas, etc.

1

2

3

4

If necessary, what could have been done better or included to enhance your
understanding of this session? (Use back if necessary).
Please turn in the evaluation at end of session. Thank you for your cooperation.

A summary of the evaluation data collected for each session is presented in a table
format. The data for each module from within each session are not reported in this paper.
However, the over all statistics incorporate the information from each module to produce
a session statistic. The numbers (N) for each session varies since participants were
required to attend only seven sessions to earn their Certificate.
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Assessment of Knowledge Gained
Prior Knowledge

Session Topic

Knowledge Gained

24%

Public Officials and Public Service

76%

14%

Ethics/Conducting Public Meetings

86%

10%

Communicating and Working with the Media

90%

23%

Working and Communicating With Citizens

77%

Building Sustainable Communities

93%

20%

Team Building

80%

20%

Leadership Skills and Styles

80%

Conflict Management and Dispute Resolution

98%

10%

Intergovernmental Relations

90%

11%

Technology in Local Government

89%

7%

2%

The biggest gains were in areas where public officials were more likely to have had the
least training, least amount of information, or least amount of regular contact. Those
areas where the gains were the greatest occurred within areas where public officials had
the least training or least amount of regular contact.
Technology In Local Government
Building Sustainable Communities
Communicating and Working with the Media
Conflict Management and Dispute Resolution
Intergovernmental Relations

89%
93%
90%
98%
90%

While technology is a familiar area to many community residents, there are many
individuals who are elected who have very limited knowledge of issues related to
technology deployment in local government. For most public officials the concepts of
sustainable communities has not even been on their radar screen. Conflict management
and dispute resolution, likewise, is not a topic familiar to most public officials—
whenever conflict arises on a widespread scale, they seek to avoid the problem or make
quick decisions in the hope the conflict will dissipate. Knowledge gains and skill

5

development occur in those areas where the base or starting point is the lowest for most
public officials.
One of the interesting observations that emerges from an examination of the data is that
there is a reverse relationship between prior knowledge and knowledge gained. The logic
is obvious, but too often we fail to assess the impact between starting point and ending
point when we report results. Where knowledge is already high or assumed to be high,
there is less chance that gains will be high. As an example, the four sessions where prior
knowledge is low the gains were in excess of 90%. The reverse is true, where prior
knowledge is the highest, knowledge gains were the lowest. For example, in the area
where prior knowledge is rated the highest, “Conducting Effective Meetings,” knowledge
gain was the lowest. The data do not, however, support an argument that we should
focus on those areas where knowledge gained can be the greatest. Important learning
occurs for “experts” at the margin where new insights or skills can improve an already
effective leader.
The Regional Context of the Academy
One unique feature of the Toledo Academy is that it is a regional Academy that provides
a neutral ground outside the formal decision making process for public officials from
many area local governments to engage in dialogue with others. The academy design
was based on the premise that a regional academy would provide an environment for
participants to broaden their perspectives on community issues within the context of a
regional framework. Ohio has the fifth largest number of local governments in the
country (3,597), but ranks thirty fourth in land area. The governments are somewhat like
small feudal fiefdoms that require special efforts to build bridges across the moats.
The Toledo Area is served by a successful regional Planning Commission; the Toledo
Metropolitan Area Council of Governments (TMACOG). The regional council has as an
extensive membership list that includes over sixty local governments and many of the
major private sector businesses and industries. The focus of TMACOG is upon
Transportation Planning, Environmental Planning, Pubic Transit Planning, and
Sustainable Development. Meetings are numerous, and wide array of committees are at
work that include the area’s local government representatives. Despite the best efforts of
TMACOG, many local officials do not interact with one another nor do they develop a
broad understanding of the concerns of officials and residents of other communities.
The typical framework for local government leadership and decision making occurs
within the context of geo-political boundaries. The rules that frame local decision
making are prescribed by state codes which set parameters around formal governmental
structures, rules of procedures, laws defining the terms and conditions of public meetings,
ethics, personal conduct, and intergovernmental relations
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Collaboration and Leadership
One challenge facing local officials is to get to know and better understand their
colleagues, staff and citizen volunteers outside the potentially heated battles of decision
making. A second challenge is to build bridges across the moats that often surround local
jurisdictions in the fragmented landscape of local governance.
By state law, decisions are made in “public view” either in regular meetings or in public
hearings or forums. The opportunities for interpersonal interactions outside the formal
decision making framework are carefully prescribed by law and watched by the media
and community residents.
The regional academy was designed with the context of one important assumption about
regional cooperation. The assumption was that leadership training in a regional context
would provide a facilitative and collaborative framework that might improve regional
cooperation. To test the assumption a questionnaire was sent to each graduate several
months after graduation from the academy. We used the survey to collect additional data
about the features of the academy sessions that participants felt were most valuable to
them in terms of their own knowledge and skill development. The survey with a
summary of the results is printed below
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Post Academy Survey
(Distributed to participants after graduation from 2002 through 2005)
TOLEDO LOCAL GOVERNMENT LEADERSHIP ACADEMY SURVEY
I. In what ways has your perception or understanding of other individuals
changed as a result of the Leadership Academy program?
Very little 20% Overall, a moderate amount 62% Quite a bit 18%
II. In what ways has your perception or understanding of other
communities changed as a result of the Leadership Academy
program?
Very little 10% Overall, a moderate amount 56% Quite a bit 33%
III. How valuable do you feel that the following Academy experiences have been in
helping you shape some of your perceptions of other people in the Toledo Metro
area?
A. Lectures
Very little 1%

Overall, a moderate amount 62%

Quite a bit 36%

B. Sitting next to and interacting with different people each week
Very little 1% Overall, a moderate amount 34%
Quite a bit 65%
C. Small group exercises
Very little 08% Overall, a moderate amount 51%

Quite a bit 38%

D. Time to reflect on the things that I heard and experienced
Very little 1% Overall, a moderate amount 64%
Quite a bit 31%
E. Listening to others present their views during reports
Very little 1%
Overall, a moderate amount 39%

Quite a bit 56%

F. Social interactions before class sessions and during breaks
Very little 12% Overall, a moderate amount 39%
Quite a bit 49%
IV. Did you gain a better appreciation of the perspective of others as
a result of the Leadership Academy program?
Yes 92%
No 08%
V. Since participating in the Academy:
a. Are you more interested and engaged in local government?
Yes 90%
No 1%
b. Do you read the newspaper differently as a result of the course?
Yes 56%
No 44%
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The informal environment (non-decision making environment) appears to significantly
alter the perceptions of individuals from one community toward those of other
communities. On the first two questions the changes in perception of other individuals is
high and the perception of other communities is even higher. Three features of the
educational program that were rated very high were those that provided the greatest
opportunities to interact with or learn from other academy participants—sitting next to
others each week, listening to others present their reports in the sessions, and social
interaction during class and during breaks. These findings reinforce an old axiom of the
state associations of local governments as they try to influence participation in annual
meetings—“one benefit of attendance is what one learns in the hall or at breaks and
social functions.” For many this is a chance to learn about “best practices” that work in
other communities. The changes in perception that occur during a ten week leadership
program show promise for bridging the moats that surround the fragmented local
governance structure in urban areas. Further, the value of lectures and small group
exercises as learning experiences, while valuable, are somewhat less significant than
social interaction—per education.
Conclusions and Future Implications
The program evaluation tools used to assess the Toledo Local Government Leadership
Academy provide a rich and valuable source of data with a modest investment of time,
relative to more traditional pretest – post test evaluative measures. Program participants
had little difficulty understanding and completing the questionnaire. Furthermore,
participants were able to complete the instrument in a timely fashion, yielding very useful
data compared to other evaluation tools requiring a similar investment of time. The data
gathered were relatively easy to analyze and communicate a change in knowledge,
awareness, confidence, and attitudes as ably as other more complex and involved
evaluative measures.
From our initial experience with the issues surrounding knowledge gained during the
course of the ten week program, we concluded that we need to assess prior knowledge
and knowledge gained differently. There are two levels of measurement for each
category. One is the self reported estimate of prior knowledge and knowledge gained.
Another way to assess prior knowledge and knowledge gained is through an assessment
of specific sets of information that will be provided during the sessions of the academy.
One of the very difficult problems to overcome with adult learners, and especially elected
officials, is to collect the information in a discrete manner. Most public officials are very
aware of their own image and would be reluctant to provide information if there were any
chance the assessment information could be attributed to them in any manner that could
be embarrassing. The important questions needing attention include:
1. What are the best surrogate measures of knowledge that we can use? Is self
reporting an adequate measure of prior knowledge and knowledge gained?
2. Is there a way to collect accurate information about the level of prior knowledge
and knowledge gained that elicits accurate responses from adult learners,
especially elected officials? Can information be collected in an environment
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where there is a sufficient comfort level to allow public officials to provide very
accurate information that is not tainted by posturing or spin?
3. Are measures of knowledge gained the only true measures of the value of a
program? Or, does valuable learning occur outside the parameters of specific
topics and sub-topics within the sessions? Do we need to focus equally as much
on the value of an experience as we do on knowledge gained?
In teaching and learning situations involving public officials, interactions that occur
within a program may provide the beginnings for a change in behavior. There is likely an
important “time lag” between program content and the application of ideas within the
operating environment of a public official. This time lag and impact issue will continue
to plague educators and trainers as public sector leadership programs are developed and
presented.
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Introduction
The recent violence found in public schools has alerted the general public that a need
exists for conflict resolution practices to be instituted in our public schools, with the goal
of making schools safe and productive places for today’s students (Jones & Kmitta,
2000). Workshops in the area of conflict resolution have dramatically increased in public
schools looking for alternative dispute resolution methods to match the rising public
school concern for conflict resolution in the school system (CDCP, 2002; Sandy, Bailey
& Sloane-Akwara, 2000). In spite of this, only 5% of School Counselor Education
Graduate Programs offer an entire course in conflict resolution (GSD: ESC, 2005). Furthermore, in the American Counseling Association’s Guidelines for Graduate Programs
in School Counseling and CACREP guidelines for school counselors, there is only brief
mention of conflict resolution training as a part of the curriculum (ACA, 2005: CACREP,
2005). This is in stark contrast to the attitudes held by established school counselors. In a
survey of over 100 school counselors the following question was asked, “On average,
what percentage of your school day do you devote to counseling and what percent to conflict resolution?” The results were revealing. Eighty seven percent (87%) of those surveyed said they devoted as much time to conflict resolution as they did to counseling
(Blanchfield & Ladd, 2005).
Obviously, being employed as a school counselor can mean many things, depending
on the school district and the unique circumstances found in each school, and these circumstances may include; guidance, testing, academic advising, scheduling and other activities. However, there are courses in school counseling graduate programs that satisfy
these needs. It is the authors’ contention that, “Conflict resolution has become the elephant in the living room of school counselor education and training.” It is time to consider conflict resolution courses as a part of the core curriculum. Ironically, teacher edu1

cation programs and graduate educational leadership programs have seen the need for
such a course. They have incorporated conflict resolution into classroom management
and educational leadership training, and have made an effort to keep current with trends
in school violence and bullying (NASBE, 2003). However, many teachers and administrators tend to ask the counselors in schools to devise a school conflict resolution program
or ask school counselors to seek consultants to train in some form of conflict resolution
training. A core course in the counselor education curriculum could educate school counselors in basic mediation, conciliation and other conflict resolution skills and would give
these counselors an opportunity to know and understand the resources available to them.
Comparison
Making a comparison between the basic assumptions of conflict resolution and
school counseling may be the first step in reforming our School Counseling Education
Programs. Let us first compare the differences between school counseling and school
conflict resolution, and specifically focus on two conflict resolution roles commonly performed by school counselors, namely, mediation and conciliation. The following is a
brief comparison of specific differences between counseling and conflict resolution:
•

•

•

School counselors look for chronic dysfunction that disrupts their student’s lives.
Many chronic problems emanating from; child abuse, parental divorce, mental
health issues and other traumas are chronic problems, many times, brought into
the school environment where counselors are the designated professionals who
deal with these chronic problems. However, school counselors, acting as mediators and conciliators, look for specific disputes that disrupt the lives of students in
conflict with each other. The school counselor as mediator or conciliator is concerned with peacemaking and has a more interpersonal rather than intrapersonal
relationship with students in dispute.
School counselors focus on specific emotions of their students. They are concerned that a student’s emotional inner health remains intact. It becomes the responsibility of the school counselor to recognize when any given student is suffering emotionally and when some form of counseling is appropriate. On the other
hand, school counselors in the role of mediators or conciliators are more concerned with the emotional climate surrounding school disputes. The term “emotional climate” can be used to define how counselors react to emotions in conflict
resolution (Ladd, 2005). For example, two students could be suffering from
chronic anxiety but be in a dispute causing high levels of anger. This may require
the counselor to deal with anxiety and anger differently with one being a counseling problem and the other a dispute resolution problem. Here we see that counselors may need to understand emotions that relate to counseling problems by understanding students emotional inner health but also may need a different understanding of emotions, when it comes to the emotional climate of students in dispute.
School counseling is mostly “a-situational.” It focuses on the student’s dysfunction, regardless of the situation or circumstances that may arise. Students with
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•

•

counseling problems seldom leave them at the door when they exit the school.
Their problems are usually a-situational and follow them home, affecting their
relatives, peers and other social interactions that they may experience during their
day. However, conflict resolution is “situational.” In schools, it focuses on conflict found in specific situations that are in dispute. Effective mediators and conciliators, in schools, know the importance of isolating these disputes so they do
not become chronic problems and begin to mimic a life style rather than a dispute.
When conflict spreads beyond any given dispute, counselors, many times, are
called on to mediate and conciliate disputes affecting the emotional climate of the
school.
School counselors are responsible for the well being of students. School counselors can be a student’s greatest advocate and are responsible for their well being
whether counseling or consultations with teachers or administrators. However,
counselors practicing conflict resolution do not act as advocates. They are responsible for something different. They are responsible for the emotional differences
in students when these differences create a dispute. They, also, are responsible for
rebuilding emotional relationships whether they are; student/student, student/teacher, teacher/teacher, teacher/administrator, parent/administrator, student/parent or teacher/parent and others. Rebuilding relationships between participants in a school can become the primary focus of counselors acting as school
mediators and conciliators.
The primary criteria for success in school counseling, is when students make positive changes in their lives. Counselors in schools act as “change agents” for students. They see success when these students make positive changes and they may
devote a significant amount of time to individual or group counseling to make
these changes. On the other hand, mediators and conciliators in schools are successful when the emotional climate surrounding a specific dispute makes a positive change. On occasions, a counselor may use both conflict resolution and counseling for the same student problem. For example, a troubled bully may be terrorizing the seventh graders in his class. Under these circumstances, the counselor
may use conflict resolution skills to neutralize the bullying and counseling skills
to help the bully with his chronic problems.

Conclusions
Looking at the differences between school counseling and school conflict resolution
brings out an interesting phenomenon, namely, “School counselors may have considerable experience as mediators and conciliators.” This may have developed for these reasons. Many problems in schools can utilize conflict resolution skills more often than
counseling skills. Also, counselors may tell you that, unfortunately, they do not have the
necessary time to do counseling and settle for doing conflict resolution as a substitute for
their lack of time. If either of these conclusions holds true, it brings to light the need for a
conflict resolution core course in Graduate Counselor Education Programs.
It is the conclusion of the authors that school counselors need a thorough understanding of the differences between conflict resolution and school counseling and there is
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a need to know when one is appropriate over the other or when they can be used concurrently with each other.
The first step in this process may be to identify and separate counseling problems
in schools from school related conflict resolution problems — giving school counselors a
perspective on when to use counseling or conflict resolution skills with students. Secondly, it may be important to understand how to use counseling and conflict resolution
skills with the same student problem. Finally, it may be professionally desirable for counselors to establish themselves as conflict resolution specialists before they enter employment in a school district. These first steps to helping school counselors with conflict resolution skills must begin in their graduate school training. The time has come to address
conflict resolution and to dispel it as, “the elephant in the living room of school counselor
education.”
American School Counselor Association (2005) Guidelines for school counselors. Alexandria, VA: ASCA.
Blanchfield, K. & Ladd P. (2005) School counselor survey. Northern New York Centers
for Conflict Resolution: Clayton, NY.
Centers for Disease Control and Prevention. (2002). Youth risk behavior surveillance
United States, 2001. Atlanta: CDC Surveillance Summaries, pp. 5-6.
Council for Accreditation of Counseling and Related Educational Programs.(2005)
Guidelines for school counselor education programs. Washington DC: CACREP.
Graduate School Directories: Education
New York: Graduate Schools.Com.

and

School

Counseling

(2005)

Jones, T. & Kmitta D. Eds. (2000) Does it work?:The case for conflict resolution education in our nation's schools. New York: ACR.
Ladd, P. (2005) Mediation, conciliation and emotions: A practitioner’s guide for understanding emotions in dispute resolution. Lanham, MD: UPA Press.
National Institute of State Boards of Education (2003) Bullying in schools. Washington
DC: NASBE.
Sandy, S., Bailey, S., & Sloane-Akwara, V. (2000). Impact on students: Conflict resolution education’s proven benefits for students. In Jones, T.S. & Kmitta, D. (Eds.),
Does It Work? “The case for conflict resolution education in our nation’s
schools”, Washington DC: Conflict Resolution Education Network, pp. 17-18.

4

When Universities Drive Markets vs. Market-Driven Universities:
Entrepreneurialism, Employment Economics & EUEREK
Bruce Henry Lambert
Royal Institute of Technology (KTH-INDEK), and
Institute for International Education, Stockholm University
Author's address:
Prof. Bruce Henry Lambert, D.Phil. (Oxon.)
Stockholm School of Entrepreneurship
P.O. Box 6501
S-113 83 Stockholm, Sweden
tel: (46-8) 736-1580
fax: (46-8) 736-1590
bruce@reorient.com

When Universities Drive Markets vs. Market-Driven Universities:
Entrepreneurialism, Employment Economics & EUEREK
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explain the progress of EUEREK to date.
Next discussed is a developing economic rationale for higher education institutions. Higher education in Europe has
recently become an increasingly open market, in which local universities have lost monopoly powers. While the role of
state funding is still important, arguments from academia about the importance of scholarly endeavors are often ineffectual
in the wider society. Not recognizing their arguments as self-serving, academics lecture the citizenry with harangues on the
advancement of knowledge and the importance of basic research. At the same time, good economic rationale exists for
many university activities. The existence of arcane intellectual departments can be economically important to a locality
even while the scholarly output may be locally irrelevant. The university is an economic as well as a knowledge agent.
While both the educational and economic dimensions are intertwined, the economic rationale and depiction of a
university's local impact is often poorly developed. Universities must convey to policy makers their economic importance
in the language of the market, or face undermining themselves. This paper thus discusses countermeasures to funding
cutbacks and displays benchmarking examples of good practice.
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The harsh reality of the bully/victim dyad is experienced by thousands of children
every day (Espelage & Holt, 2001; Hoover, Oliver, & Hazler, 1992). Schoolyard bullying
has probably been with us for as long as there have been schools, and for just as long has
mostly been dismissed by adults and educators as “kids being kids” (Astor, 1995;
Cullingford & Morrison, 1995; Dawkins, 1996; P.K. Smith & Brain, 2000). But the
destructive consequences of this behavior, fueled by a series of tragic events in American
schools, most famously the 1999 killing of 13 students and one teacher at Columbine
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High School in Littleton, Colorado, have sparked public concern for students’ safety
(Nansel et al., 2001; Spivak and Prothrow-Stith, 2001).
What is bullying? According to Dan Olweus, a student is being bullied when he
or she is exposed, repeatedly over time, to negative actions on the part of one or more
students. In bullying incidents, there is an imbalance in strength or power a victim of
bullying has a difficult time defending him or herself. Bullying may be carried out
through physical, verbal, or indirect means (e.g., excluding students, threatening emails,
or manipulation) (Hanish & Guerra, 2000; Olweus and Sharp, 2001; Pepler, Craig,
Ziegler, & Charach, 1994).
Researchers consider bullying to be a “gateway” behavior that often leads to
greater and more prolonged violence. Not only does bullying harm its intended victims,
but it also negatively affects the climate of schools and the opportunities for all students
to learn and achieve (Olweus, 1978; Nansel et al., 2003; Smith, 1994).
As one expert explains:
There are several critical reasons for examining and attempting to
counteract bullying problems in school. Bullying may cause short-term
problems for the victims (e.g., depression, anxiety, problems with school
work [i.e., failing grades and high absence rate]) and persistent bullying
can leave long-term scars (e.g., low self esteem, depression, even suicide).
Students who bully others are especially likely to engage in other
antisocial/delinquent behaviors such as vandalism, shoplifting, truancy,
gang warfare, and frequent drug use. This antisocial behavior pattern often
will continue into young adulthood. Also, bullying may contribute to a
negative school social climate that is not conducive to good social
relationships or learning (Limber & Nation, 1998, p. 4-5).
Bullying appears to be a greater problem in the United States than in most
countries (Duncan, 1999; Hoover, Oliver, and Hazler, 1992; Melton et al., 1998; Seals
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and Young, 2003). According to Harris and Isernahagen (2003, p. 45), “Schools in the
United States report that between nine and nineteen percent of students are frequently
bullied, and in one study, nearly three out of four students say they have witnessed some
type of bullying.” In other countries, prevalence of bullying varied from a low of 4.1% in
Finland of a sample of 510 students to a nationwide study in Ireland who recorded the
highest amount at 49.7% (Dake et al., 2003).
In 1994, Batsche and Knoff stated that bullying was a pervasive problem and
there has been encouragement in the literature of both school personnel and researchers
to examine the relationship between school climate, academic performance, and bullying.
In 1999, Leff et al. found that elementary school teachers more accurately identified
bullies and victims due to multiple and more accurate teacher reports, than middle or high
school teachers. Unfortunately, fewer studies have focused exclusively on bullying, so
scholars and clinicians have used findings from international studies to guide prevention
and intervention efforts in the United States (Espelage and Swearer, 2003). The problem
is starting to be addressed by school systems and the U.S. government. More and more
states have developed programs to help schools take steps toward the prevention of
bullying (Limber, 2002). According to a study of 6,500 4th to 6th grade students in rural
South Carolina, 23% reported being bullied “several times” or more in a three-month
time period, and 9% reported being the victim of very frequent bullying, once a week or
more often. One in five of the students reported bullying other students “several times” or
more during a same period (U.S. Dept. of Education, 2000; Melton et al., 1998). Due to
some of these findings there has been an increasing strategic focus by the U.S.
government on the need to provide schools with guidelines on bullying prevention.
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Further support for the need to address bullying was presented in a report
conducted by the U.S. Secret Service (Vossekuil, Fein, Reddy, Borum, & Modzelseski,
2002). In this investigation of friends, families, and neighbors of 41 school shooters
(1974-2000), the Secret Service discovered one commonality among the shooters: 71%
had been targets of a bully.
In response to these high rates of bullying, the federal government has developed
a $3.4 million campaign to combat bullying. The effort, with support from law
enforcement, civic, and religious groups, has framed bullying as a public health concern,
targeting children and the adults, including teachers, parents, and religious leaders who
influence them (Feller, 2003).
As recently as April 2005, the General Assembly of Virginia enacted House Bills
2266 & 2267, which require all public schools to develop a character education program
that “will address inappropriateness of bullying, as defined in the Student Conduct Policy
Guidelines adopted by the Board of Education.” This bill follows several others across
the nation in providing guidelines for schools on required character education programs.
Although it is unlikely that childhood bullying will be eliminated, there is reason
to believe that with the cooperation of communities, agencies, schools, counselors,
teachers, and students the problems can be significantly reduced according to NewmanCarlson and Horne (2004). To prevent or reduce bullying what appears to work best is a
comprehensive “whole school approach” that uses strategies and interventions at both the
classroom level and school level to decrease bullying (Grossman, 1997; Olweus, 1977).
Many of these programs are derived from the premier anti-bullying program, launched by
Olweus in Norway in the early 1980s. This model involves interventions on three levels:
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school, classroom, and individual (Grossman, 1997). Core components of the program
include creating parent awareness of the bullying, administering a student bullying
questionnaire, holding an anti-bullying conference day, providing effective supervision
during peak transition times (arrival, dismissal, lunch, recess), creating a bullying
prevention committee, creating classroom and school rules against bullying, holding
regular classroom meetings with students to discuss bullying, holding serious talks with
bullies and victims, and holding talks with parents of students involved in bullying
episodes (Dake, Price, Telljohann, & Funk, 2003).
In 1996, the Center for the Study and Prevention of Violence (CSPV), at the
University of Colorado at Boulder, with funding from the Colorado Division of Criminal
Justice, the Centers for Disease Control and Prevention, and the Pennsylvania
Commission on Crime and Delinquency, designed and launched a national violence
prevention initiative to identify effective violence prevention programs. The project has
identified 11 prevention and intervention programs that met strict criteria including
strong research design, replication of findings in different settings, and continued
significant effects at a minimum one-year follow-up after intervention. According to the
Blueprints for Violence Prevention from the Center for the Study and Prevention of
Violence multiple evaluations in various settings have found that the Olweus Bullying
Prevention Program has reduced bullying by as much as 50%.

The Olweus Bullying Prevention Program has shown to result in:

6
•

Substantial reductions of up to 50% or more in the frequency with which
students report being bullied and bullying others; similar results have been
obtained with peer and teacher ratings of bully/victim problems

•

Significant reductions in students’ reports of general antisocial behavior
such as vandalism, fighting, theft, and truancy,

•

Significant improvements in the social climate of the class, as reflected in
students’ reports of improved order and discipline, more positive social
relationships

•

A more positive attitude toward school work and school (Limber, 2004)

Most research to date has focused on middle and high schools, but recently,
researchers and practitioners have become interested in how to prevent aggression and
violent behavior among younger children. Signs of troubled behavior are manifested at an
earlier age than in earlier generations due to changing home environments (Bowman,
2001; Limber, 2003; Pelligrini, Bartini, & Brooks, 1999; Rigby, 1997). Researchers are
also realizing that bullying behaviors may be more measurable and preventable in
elementary schools, due to the naïveté and honesty of younger children. According to one
study, 19% of children at the elementary level in the U.S. have been bullied (Pellegrini,
Bartini, & Brooks, 1999).
With the new attention on bullying at the federal and state levels, bullying
prevention is currently at the forefront of character education programs in U.S. schools.
But while there has been significant research on the prevalence of bullying and the harm
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it causes, there is little in the literature on the effectiveness of bullying prevention
programs in an elementary school setting (Dake et al., 2003).
Statement of the Problem
Studies have identified individual characteristics associated with bullying that are
important targets of intervention. However, studies have also clearly documented that the
actions of peers, teachers, and other adults at school; physical characteristics of the
school grounds; family factors; cultural characteristics (e.g. race, ethnicity); and even
community factors play a role in the emergence and perpetuation of bullying. According
to Espelage and Swearer (2003), “It is imperative that researchers and school personnel
understand the complex ecological systems in which bullying and victimization occur.
This ecology needs to be a foundation of prevention and intervention programs” (p. 372).
The literature asserts that due to the amount of teacher contact with students,
recognition of teachers’ perceptions regarding student bullying is an important beginning
step in minimizing school bullying. Research has found that teachers consider bullying
the second most serious student behavior after drug use (Borg, 1998). Direct bullying,
such as hitting, kicking, or name-calling appears to be the worst type of school bullying,
followed by indirect bullying, which is spreading rumors, getting a friend to assault
another person, or excluding others from a group (Boulton, 1996; Hazler, Miller, Carney,
& Green, 2001). Nearly all teachers (98.6%) in a 2001 study by Hazler et al. assumed
“responsibility to prevent bullying in the classroom, but lacked confidence in their ability
to deal with bullying” (p. 224).
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Bullying in schools is a challenge that can not be solved quickly or easily.
Schools need to maintain constant readiness to confront and counteract any tendencies
toward bullying in the school environment. According to the United States Department of
Health and Human Services (2004), this can best be achieved by having an effective
bullying prevention program integrated in the school environment.
It is possible for school administrators to intervene effectively to reduce bullying
by developing a safe and supportive school climate. A well-implemented program with
parent, teacher, and community support holds the potential to reduce bullying markedly.
Olweus, in his comprehensive and large-scale school-based program evaluation in
Norway, found a reduction of 50% in direct bullying two years after the start of the
implementation of his program. In addition, both teachers and students reported positive
changes in school climate including improved order and discipline, more positive social
relationships, greater satisfaction on the part of the students, and reduced vandalism
(Olweus, 1991, 1992).
Many kinds of interventions have been developed to deal with the problem of
bullying; however, little research has assessed the effectiveness of bullying prevention
programs. According to Olweus (1995), teachers’ behaviors, routines, and attitudes play a
major role in determining the extent to which problems will be manifested in a classroom
or school. Interventions need to be part of comprehensive, school-wide initiative that seek
to reduce bullying through involvement with individual students who have been bullied
or who bully others, as well as with parents of involved students. Teachers may foster
bullying by failure to “promote respectful interactions among students or speak out
against teasing and other behaviors consistent with bullying” (Espelage & Swearer, 2003,
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p. 378). To reduce the prevalence of bullying within our schools we need a change in
school climate (Mulvey & Cauffman, 2001). Peterson and Skiba (2001) define school
climate as “the feelings that students and staff have about the school environment over a
period of time. These feelings may include whether an individual feels that a school
environment is supportive of learning (or teaching), is appropriately organized, and is
safe (p. 167).”
There is a need for a shift in research focus from studying bully/victim attitudes to
identifying and refining bullying prevention programs that are effective at the K-6 grade
level. While there has been a significant amount of research on bullying, there is little
research on the effectiveness of bullying intervention programs in elementary school
settings.

Purpose
The purpose of this study is to determine the effects of a bullying prevention
program on an elementary school. A survey will be used to determine the perceptions of
parents, teachers, and support staff concerning the effects of:
•

Improved supervision of students

•

Change in Classroom/School-wide behavior

•

Communication among parents, teachers and support staff

Research Questions
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In order to achieve the purpose of the study, the following research questions will be
asked:
1. What are the perceptions of parents, teachers, and support staff regarding the
effects of increased supervision for elementary school students as part of a
bullying prevention program?
2. What are the perceptions of parents, teachers, and support staff regarding the
implementation of a classroom/school-wide behavior plan for elementary school
students as part of a bullying prevention program?
3. What are the perceptions of parents, teachers, and support staff regarding
comprehensive school-community communication in relation to a bullying
prevention program?
Rationale
Blueprints for Violence Prevention (1999) notes that aggressive student behavior
can be insidious, making prevention and change of such behavior generally difficult, but
comprehensive bullying prevention presented in a systematic restructuring of the social
environment is effective in checking and redirecting such aggressive behavior (Olweus et
al., 1999). A bullying prevention program would aim to effect systematic changes in the
“opportunity” and “reward” structures for bullying and similar behavior in school.
In the school setting, the teacher is the leader of all instruction and learning.
Therefore an understanding by the teacher of the complexities and ramifications of
bullying behavior and possession of strategies for bullying prevention are essential
components of an effective program. As with all curricular implementations, teacher and

11
parent (when appropriate) training and development enrich teacher knowledge and
delivery of instruction.
Parent involvement promotes a healthy and consistent learning environment by
establishing mutual goals for parents and educators and by developing activities that are
exchanged between home and school (Christenson, 1995; Weiss & Edwards, 1992).
Family-school collaboration is a cooperative process of planning that brings together
school staff, parents, students, and community members to maximize resources for child
achievement and development. According to Peterson and Skiba (2001), connections
between parent involvement and school violence have rarely been studied, but increased
parent involvement can result in home environments that are more conducive to learning,
that improve communication and consistency between home and school. This input can
lead to safer, more responsive schools (Peterson & Skiba, 2001). Studies have proved that
parents’ involvement will improve school climate.
Many schools have looked for ways to provide proactive guidance to help
students to learn positive behaviors and values. Many experts have called for schools to
be more active in teaching the moral and civic values that are an essential part of our
social fabric and sense of community. There is an extensive knowledge base at the
secondary level(Peterson & Skiba, 2001) showing that well-designed bullying prevention
programs can reduce, eliminate, and prevent bully-victim problems as well as improve
overall school climate.
The present study could suggest to educational leaders some new and essential
ideas in the areas of bullying identification and prevention. Further, the results could lead
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to a recommendation for comprehensive development and implementation of enhanced
professional and instructional norms focusing on school bullying prevention.

Proposed Literature Review Areas
Literature will be reviewed in two areas that pertain to bullying:
(1) The state of the art in bullying research: This section will review what we
currently know about bullying, definitions of bullying, bullying acts, the role of the
victim, and the role of bystanders.
(2) The current status of bullying prevention programs: This section will give an
overview of the research concerning prevention programs, how they have affected school
climate, and the responsibilities of parents, teachers, administrators, and community.

Research Design and Methods
Design
This action research study will determine the perceptions of teachers, parents, and
support staff of a bullying prevention program for elementary students in grades 3-6. The
research instrument will be an assessment survey linked to the Olweus Bullying
Prevention Program as outlined by Joseph Dake, James Price, Susan Telijohan, and
Jeanne Funk in their article, “Teacher Perceptions and Practices Regarding School
Bullying Prevention” (2003) and the book Set Straight on Bullies by Stuart Greenbaum
(1989).
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Subjects
The subjects are elementary teachers, parents, and support staff in grades three
through six who took part in the bullying prevention staff development program.
Professional Development Program
In response to the county’s goal setting, a bullying prevention program was
conceived and implemented in one elementary school. The professional development is a
staff training given to support a multilevel, multifaceted program designed to reduce and
prevent bullying problems among students at school. Teacher responsibility focuses on
introduction and implementation of the program, with efforts directed towards improving
peer relations, making the school a safe environment, and working towards a positive
school culture (Olweus et al., 1999). The Olweus Bullying Prevention program was
identified by the Center for the Study and Prevention of Violence, University of
Colorado, Boulder, as one of its 11 Blueprint Programs for Violence Prevention. The
Center for Substance Abuse Prevention in the United States Department of Health and
Human Services has also identified the approach as an exemplary program.
The steps of implementation of the treatment are outlined and details for
staff and student development treatment are presented below. Olweus (1993)
suggests eight steps towards a bullying prevention program. Several steps were
added due to the needs of students, parents, and staff members. The additional
steps were added for this study. Details of the program are found in chapter three.
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The staff development, class meetings, and student lessons follow the model
presented by Dan Olweus in his book Bullying at School (1993). The model is as follows:

BPI

Staff, Student, & Parent
Development

Date

Rate of
Participation

(Bullying
Prevention
Intervention)

1

5

Bullying/Victim Questionnaire developed and
administered(grades 3-6)
Formation of Bullying Prevention
Coordinating Committee
Training with certified Olweus Bullying
Prevention Consultant and Coordinating
Committee
Assessment of Bullying/Victim Questionnaire
by the Bullying Prevention Coordinating
Committee
Book Discussion Groups among entire staff

6

Staff Assessment of the Questionnaire

7

Student Kick-off Assembly(K-6)

8

Regular class meetings for group
discussions/pro-social training/empathy
development (Grades 3-6)
Use of video and teacher guidebook in grades
3-6 classroom

2
3
4

9
10
11
12
13
14

Incorporation of bullying themes across the
curriculum (Grades K-6)
Consistent intervention by teachers, sanctions
set by school, and application of
reinforcement for pro-social behavior
Community Night
Bullying/Victim Questionnaire given to
students in grades 4-6.
Survey Development to evaluate program

February
2004
March 2004

98%

March 2004

20%

Summer 2004

20%

June-August
2004
August 2004

100%

September
2004
September
2004-present

100%

November
2004-March
2005
September
2004-present
September
2004-present

100%

January 2005

35%

April 2005

85%

Summer 2005

20%

100%

100%

85%
85%
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15

Survey Administration to teachers, parents,
administration

November
2005

Limitations

There are several limitations to this research study that need to be recognized and
addressed. First, the population in this study, teachers in grades 3-6, is a small sample of
elementary school staff. It can not be assumed that the staff used in this study are
representative of all elementary school teachers. Also, the close involvement of the
researcher as a member of the staff and strong advocate of bullying prevention presents a
limitation to the study. Respondents to the teacher survey may not respond as candidly if
the researcher were not directly involved in the implementation and activities of the
treatment. The researcher plans to minimize this effect by using Survey Monkey to
administer all surveys on-line. Further, it is difficult to study others’ perceptions of
bullying, as their knowledge might reflect certain biases and the literature shows that
literature perception studies in general reflect biases (Seidman, 1991).
Organization

This study will be divided into five chapters. Chapter one will consist of the
introduction, the statement of the problem, the purpose of the study, the rationale for the
study, the research procedures, the limitations of the study, definition of key terms, and
the organization of the study. Chapter two will be a complete review of the literature
pertaining to bullying and bullying prevention programs. The third chapter will explain
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the methodology used in the study. Chapter four will present data collected and provide
data analysis. The last chapter intends to draw conclusions from the study.
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Hello Debra,
You are more than welcome to use any or all of the pieces of that instrument. I faxed it shortly
after we talked last time. Did you receive it?
-Joe Dake
_________________________________________
Joseph A. Dake, PhD, MPH
Assistant Professor of Health Education
Department of Kinesiology, Health, and Sport Studies
Wayne State University
262 Matthaei Bldg.
Detroit, MI 48202
(313) 577-0023
jdake@wayne.edu
----- Original Message ----From: Lane, Debra E.
To: jdake@wayne.edu
Sent: Sunday, August 28, 2005 11:50 AM
Subject: permission
Dr. Dake,
I had emailed you several months ago explaining I am a doctoral student at UVA in their Ed
Leadership program. My school has been involved in the Olweus Bullying Prevention Program for
two years and I would like to do a post assessment using your survey. We talked on the phone in
May and you said it was fine but if I did decide to follow through on this to let you know. My staff
will be coming back this week and we have a staff meeting in early September to discuss and
assess what has worked and what has not with the Olweus program.
May I get your approval via email to move forward using your survey with the preface that we
have been through training and this is to see how things have been moving along? I can not find
any other measure to accurately assess the program. Thank you for your consideration.
Debra Lane
Principal
Oak View Elementary School
703.764.7100
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Debra E.Lane
Oak View Elementary School
5004 Sideburn Road
Fairfax, VA 22032
Oak View Staff Members:
As you know I am hoping to complete my studies at University of Virginia as a doctoral
student. My dissertation focuses on elementary school teachers’, administrators’, and
parents’ perceptions of the bullying prevention plan the school has had in place for the
past two years.
Bullying is a form of aggression in which there is an imbalance of power between the
aggressor and the victim that occurs largely in the context of a peer group. Forms of
aggression may be direct (e.g., name calling) or indirect (gossip), and cover a wide range
of behaviors, from social exclusion to physical assault.
Most bullying occurs in school, and this behavior can create an environment that has
educational impact. Since April 2005 when Governor Warner enacted House Bill 2266 &
2267 stating, “All public schools will be required to have a character education program
with a bullying prevention component to the program,” there has been greater interest in
finding out what programs are effective.
In the past two years Oak View has participated in the following staff development:
BPI
(Bullying
Prevention
Intervention)

1
2

3
4
5

Staff, Student, & Parent Development
Bullying/Victim Questionnaire Developed and
Administered to Grades 3-6.
Formation of Bullying Prevention
Coordinating Committee (staff member from
each grade level, café worker, bus driver,
administration, instructional assistant, parent,
office support staff member, custodian)
Training with certified Olweus Bullying
Prevention Consultant and Coordinating
Committee
Assessment of Bullying/Victim Questionnaire
by Bullying Prevention Coordination
Committee
Book Discussion Groups among entire staff
Simmons, R (2002). Odd Girl Out. New York:
Harcourt, Inc.

Date

Rate of Staff
Participation

February
2004
March 2004

98%

March 2004

20%

Summer 2004

20%

June-August
2004

100%

20%

25
Denton, Pauline & Roxann Kriete (2000). The
First Six Weeks. Northeast Foundation for
Children.
6

Staff Assessment of the Questionnaire

August 2004

100%

7

Student Kick-off Assembly (grades K-6)

100%

8

Regular class meetings for group
discussions/pro-social training/empathy
development
Use of video and teacher guidebook in grades
3-6 classroom

September
2004
September
2004-present
November
2004-March
2005
September
2004-present
September
2004-present

100%

January 2005

35%

April 2005

85%

9
10
11
12
13

Incorporation of bullying prevention themes
across the curriculum
Consistent intervention by teachers, sanctions
set by school, and application of reinforcement
for pro-social behavior
Community Night
Bullying/Victim Questionnaire given to
students in grades 4-6.

100%

85%
85%

Please take 5-10 minutes to respond to this questionnaire. Your participation will help
evaluate a bullying prevention and intervention program for other colleagues. All
information will remain anonymous and confidential. By submitting the questionnaire,
you are giving consent to have your responses included in the study. Please hit the submit
button once you have completed your survey.
I appreciate you taking the time to participate. If you request, I will share the results of
this study with you. Thank you.
Sincerely,
Debra E. Lane
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Teachers’ Perceptions of Bullying Prevention Activities
Adapted from:

Dake, J., Price, J., Telljohann, S., & Funk, J. (2003). Teacher perceptions and practices regarding school
bullying prevention. Journal of School Health, 73, 347-355.

Directions:
You are asked to complete the following brief questionnaire about your perceptions about
the Olweus Bullying Prevention Program that has been implemented at your school. Your
participation is entirely voluntary and your responses are confidential. However, it is
hoped that you will take 10 minutes to complete the questionnaire, data collected will be
very important in assessing the school’s bullying prevention program and in evaluating
the program over time. Your answers will be completely anonymous. No identifying
information is recorded. Please be candid in your responses. Thank you in advance for
your assistance with this effort.
For the purposes of this questionnaire, “bullying” is defined below.
We say a student is being bullied when another student, or several other students:
•

say mean and hurtful things or make fun of him or her or call him or her mean and hurtful names;

•

completely ignore or exclude him or her from their group of friends or leave him or her out of
activities on purpose;

•

hit, kick, push, shove, or lock him or her inside a room;

•

tell lies or spread false rumors about him or her or send mean notes and try to make other students
dislike him or her and other hurtful things.

These behaviors occur repeatedly, and it is difficult for the student being bullied to defend him or herself. It
is also called bullying when a student is teased repeatedly in a mean and hurtful way.

(Olweus, 1996)
1. In your opinion, to what extent is bullying a problem in your school? (choose one)
No problem
c
d

e

f

Major problem
g

Based on Bullying Prevention Training:
2. Which of the following best describes your classroom with regards to the creation
of specific classroom rules regarding bullying. (check one) (BPI 3,8)
______ I involve students in the development of classroom rules regarding bullying.
______ I have classroom rules regarding bullying but do not involve students in their
creation.
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______ I involve students in the creation of classroom rules but they do not specifically
address bullying.
______ I have classroom rules but they do not specifically address bullying and I do not
involve students in their creation.
______ Not applicable.

3. Which of the following best describes your classroom regarding serious talks with
BOTH the bullies and the victims when a bullying situation arises. (This would
include aspects such as documentation of the incident, warning the bully
regarding the consequences, persuading the victim to report further incidents,
etc.) (check one) (BPI 8, 9, 10, 11)
______ I have serious talks with the bullies but not the victims.
______ I have serious talks with the victims but not the bullies.
______ I have serious talks with both the bullies and the victims.
______ I do not conduct serious talks with either the bullies or the victims, but refer
them to the appropriate school personnel.

5. Which of the following best reflects your thoughts about having serious talks with
BOTH the bullies and victims. (check one) (BPI3,8, 10, 11)
______ I have not seriously thought about talking to both the bullies and victims when a
situation arises.
______ I have thought about talking to both the bullies and victims when a situation
arises but do not currently do this.
______ I am currently making plans to talk to both the bullies and the victims when a
situation arises.
______ Last year was the first year I talked to both the bullies and victims when a
situation arose.
______ I have been talking to both the bullies and victims two or more school years
when bullying situations arise.
______ I used to talk to both the bullies and victims when bullying situations would arise
but no longer do this.

6. In your opinion, what is the level of violence in the neighborhood immediately
surrounding your school in the last two years? (choose one) (BPI 7, 11, 12)
Very low
c
d

e

f

Very high
g
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7. Are there any barriers for you regarding setting aside time each week for
classroom discussions about bullying and bullying prevention? (Check all that
apply) (BPI 8)
______ Classroom discussions would not help the problem.
______ This would be too time consuming.
______ I would not feel comfortable talking about these issues.
______ This is a low priority relative to other problems.
______ Students would not take the responsibility seriously.
______ Education about bullying is the parents’ responsibility, not the school’s.
______ I would not know what to discuss or what to include in these meetings.
______ Bullying is not a problem in our school.
______ Bullying is not a problem in my classroom.
______ Other (please specify):________________________________________
______ There are no barriers.

8. How confident are you in your ability to effectively deal with student bullying
situations when they arise since the bullying prevention training? (BPI 2,3)
Not Confident
Very confident
c

d

e

f

g

What effect have the following elements of the bullying prevention program had on bullying in
your school? (BPI 1-13)
Low Effect
High Effect
9.

The “bullying prevention committee” coordination of
anti-bullying efforts.

c

d

e

f

g

10.

Holding a conference day at the school for students,
parents, and community members in order to raise
awareness of bullying prevention efforts at the
school.

c

d

e

f

g

11.

Improving supervision of the outdoor school
environment

c

d

e

f

g

12.

Improving supervision of the hallways

c

d

e

f

g

What effect on bullying do you think each of the following has had?
Low Effect
13.
Improving supervision during lunch time or break
c d e

High Effect
f g
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time
14.

Having parent-teacher meetings in order to make
them aware of bullying prevention efforts at the
school.

c

d

e

f

g

15.

Establishing classroom rules specifically against
bullying.

c

d

e

f

g

16.

Establishing positive consequences for students who
help prevent bullying problems (e.g., intervening,
reporting, etc.)

c

d

e

f

g

17.

Establishing negative consequences for students who
bully others (e.g., intervening, reporting, etc.)

c

d

e

f

g

18.

When a bullying situation arises, having serious talks
with the bully about stopping the behavior.

c

d

e

f

g

19.

When a bullying situation arises, having serious talks
with the victim about ways to prevent further
episodes.

c

d

e

f

g

20.

Contacting the parents of the bullies to make them
aware of the situation.

c

d

e

f

g

21.

Contacting the parents of the victims to make them
aware of the situation.

c

d

e

f

g

22.

Holding a meeting with the bully, the victim, and
their parents to discuss the situation and potential
solutions.

c

d

e

f

g

23. From your perspective how could we make the bullying prevention
program better?

Please submit the completed survey by hitting the submit button. Thank you for your time
and professional courtesy.
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Debra E.Lane
Oak View Elementary School
5004 Sideburn Road
Fairfax, VA 22032
Oak View Parents and Guardians:
As some of you may know I am hoping to complete my studies at University of Virginia
as a doctoral student. My dissertation focuses on elementary school teachers’,
administrators’, and parents’ perceptions of the bullying prevention plan the school has
had in place for the past two years.
Bullying is a form of aggression in which there is an imbalance of power between the
aggressor and the victim that occurs largely in the context of a peer group. Forms of
aggression may be direct (e.g., name calling) or indirect (gossip), and cover a wide range
of behaviors, from social exclusion to physical assault.
Most bullying occurs in school, and this behavior can create an environment that has
educational impact. Since April 2005 when Governor Warner enacted House Bill 2266 &
2267 stating, “All public schools will be required to have a character education program
with a bullying prevention component as part of the program,” there has been greater
interest in finding out what programs are effective.
In the past two years Oak View has participated in the following staff development:
BPI

Staff, Student, & Parent Development

Date

Bullying/Victim Questionnaire Developed and
Administered to Grades3-6
Formation of Bullying Prevention Coordinating
Committee (staff member from each grade level,
café worker, bus driver, administration,
instructional assistant, parent, office support staff
member, custodian)
Training with certified Olweus Bullying
Prevention Consultant and Coordinating
Committee
Assessment of Bullying/Victim Questionnaire by
Bullying Prevention Coordination Committee

February
2004
March 2004

98%

March 2004

20%

Summer 2004

20%

(Bullying
Prevention
Instervention)

1
2

3
4

Rate of Staff
Participation

20%

31
5

June-August
2004

100%

6

Book Discussion Groups among entire staff
-Simmons, R (2002). Odd Girl Out. New York:
Harcourt, Inc.
-Denton, Pauline & Roxann Kriete (2000). The
First Six Weeks. Northeast Foundation for
Children.
Staff Assessment of the Questionnaire

August 2004

100%

7

Student Kick-off Assembly (grades K-6)

100%

8

Regular class meetings for group discussions/prosocial training/empathy development

September
2004
September
2004-present

9

Use of video and teacher guidebook in grades 3-6
classroom

100%

10

Incorporation of bullying prevention themes
across the curriculum
Consistent intervention by teachers, sanctions set
by school, and application of reinforcement for
pro-social behavior
Community Night

November
2004-March
2005
September
2004-present
September
2004-present
January 2005

35%

11
12
13

Bullying/Victim Questionnaire given to students in April 2005
grades 4-6.

100%

85%
85%

85%

Please take 5-10 minutes to respond to this questionnaire. Your participation will help
evaluate a bullying prevention and intervention program for other administrators and
researchers. All information will remain anonymous and confidential. By submitting the
questionnaire, you are giving consent to have your responses included in the study. Once
you are completed hit submit.
I appreciate you taking the time to participate. If you request, I will share the results of
this study with you. Thank you.
Sincerely,
Debra E. Lane
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Parents’ Perceptions of Bullying Prevention Activities
Adapted from:
Dake, J., Price, J., Telljohann, S., & Funk, J. (2003). Teacher perceptions and practices regarding school
bullying prevention. Journal of School Health, 73, 347-355.
Limber, Susan P. & Sampson, R. (2003). Adapted, in part, from Olweus (1996).

Directions:
You are asked to complete the following brief questionnaire about your perceptions of
the Olweus Bullying Prevention Program that has been implemented at your school. Your
participation is entirely voluntary and your responses are confidential. However, it is
hoped that you will take 10 minutes to complete the questionnaire. The data collected
will be very important in assessing the school’s bullying prevention program and in
evaluating the program over time. Your answers will be completely anonymous. No
identifying information is recorded. Please be candid in your responses. Thank you in
advance for your assistance with this effort.
For the purposes of this questionnaire, “bullying” is defined below.
We say a student is being bullied when another student, or several other students:
•

say mean and hurtful things or make fun of him or her or call him or her mean and
hurtful names
• completely ignore or exclude him or her from their group of friends or leave him or
her out of activities on purpose
• hit, kick, push, shove, or lock him or her inside a room
• tell lies or spread false rumors about him or her or send mean notes and try to make
other students dislike him or her and other hurtful things.
These behaviors occur repeatedly, and it is difficult for the student being bullied to
defend him or herself. It is also called bullying when a student is teased repeatedly in a
mean and hurtful way.
(Olweus, 1996)

What effect have the following elements of the bullying prevention program has on bullying
in your child’s school? (BPI 1-13)
Low Effect
High Effect
1.

Holding a conference day at the school for students,
parents, and community members in order to raise
awareness of bullying prevention efforts at the

c

d

e

f

g
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2.

school.
Improving supervision of the outdoor school
environment

c

d

e

f

g

3.
Improving supervision of the hallways
c d e f g
What effect on parent, teacher, and support staff training on bullying prevention do you think
each of the following has had?
Low Effect
High Effect
4.

Improving supervision during lunch time or break
time

c

d

e

f

g

5.

Having parent-teacher meetings in order to make
parents aware of bullying prevention efforts at the
school.

c

d

e

f

g

6.

Establishing classroom rules specifically against
bullying.

c

d

e

f

g

7.

Establishing positive consequences for students who
help prevent bullying problems (e.g., intervening,
reporting, etc.)

c

d

e

f

g

8.

Establishing negative consequences for students who
bully others (e.g., intervening, reporting, etc.)

c

d

e

f

g

9.

When a bullying situation arises, having serious talks
with the bully about stopping the behavior.

c

d

e

f

g

10.

When a bullying situation arises, having serious talks
with the victim about ways to prevent further
episodes.

c

d

e

f

g

11.

Contacting the parents of the bullies to make them
aware of the situation.

c

d

e

f

g

12.

Contacting the parents of the victims to make them
aware of the situation.

c

d

e

f

g

13.

Holding a meeting with the bully, the victim, and
their parents to discuss the situation and potential
solutions.

c

d

e

f

g

14. From your perspective, how could we make the bullying prevention
program more effective?
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Thank you for your time and patience. Please hit the submit button once you have completed the survey.

Debra E.Lane
Oak View Elementary School
5004 Sideburn Road
Fairfax, VA 22032
Oak View Support Staff:
As you know I am hoping to complete my studies at University of Virginia as a doctoral
student. My dissertation focuses on elementary school teachers’, administrators’, and
parents’ perceptions of the bullying prevention plan the school has had in place for the
past two years.
Bullying is a form of aggression in which there is an imbalance of power between the
aggressor and the victim that occurs largely in the context of a peer group. Forms of
aggression may be direct (e.g., name calling) or indirect (gossip), and cover a wide range
of behaviors, from social exclusion to physical assault.
Most bullying occurs in school, and this behavior can create an environment that has
educational impact. Since April 2005 when Governor Warner enacted House Bill 2266 &
2267 stating, “All public schools will be required to have a character education program
with a bullying prevention component to the program,” there has been greater interest in
finding out what programs are effective.
In the past two years Oak View has participated in the following staff development:
BPI

Staff, Student, & Parent Development

Date

Bullying/Victim Questionnaire Developed and
Administered for Grades3-6
Formation of Bullying Prevention Coordinating
Committee(staff member from each grade level,
café worker, bus driver, administration,
instructional assistant, parent, office support staff
member, custodian)
Training with certified Olweus Bullying
Prevention Consultant and Coordinating
Committee
Assessment of Bullying/Victim Questionnaire by
the Bullying Prevention Coordinating Committee

February
2004
March 2004

98%

March 2004

20%

Summer 2004

20%

(Bullying
Prevention
Intervention)

1
2

3
4

Rate of Staff
Participation

20%

35
5

June-August
2004

100%

6

Book Discussion Groups among entire staff
Simmons, R (2002). Odd Girl Out. New York:
Harcourt, Inc.
Denton, Pauline & Roxann Kriete (2000). The
First Six Weeks. Northeast Foundation for
Children.
Staff Assessment of the Questionnaire

August 2004

100%

7

Student Kick-off Assembly (grades K-6)

100%

8

Regular class meetings for group discussions/prosocial training/empathy development
Use of video and teacher guidebook in grades 3-6
classroom

September
2004
September
2004-present
November
2004-March
2005
September
2004-present
September
2004-present
January 2005

35%

9
10
11
12
13

Incorporation of bullying prevention themes
across the curriculum
Consistent intervention by teachers, sanctions set
by school, and application of reinforcement for
pro-social behavior
Community Night

Bullying/Victim Questionnaire given to students in April 2005
grades 4-6.

100%
100%
85%
85%

85%

Please take 5-10 minutes to respond to this questionnaire. Your participation will help
evaluate a bullying prevention and intervention program for other colleagues. All
information will remain anonymous and confidential. By replying to the questionnaire,
you are giving consent to have your responses included in the study. Once you are
finished please hit the submit button.
I appreciate you taking the time to participate. If you request, I will be glad to share the
results of this study with you. Thank you.
Sincerely,
Debra E. Lane
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Support Staff’s Perceptions of Bullying Prevention Activities
Adapted from:
Dake, J., Price, J., Telljohann, S., & Funk, J. (2003). Teacher perceptions and practices regarding school
bullying prevention. Journal of School Health, 73, 347-355.

Directions:
You are asked to complete the following brief questionnaire about your perceptions about
the Olweus Bullying Prevention Program that has been implemented at your school. Your
participation is entirely voluntary and your responses are confidential. However, it is
hoped that you will take 10 minutes to complete the questionnaire, data collected will be
very important in assessing the school’s bullying prevention program and in evaluating
the program over time. Your answers will be completely anonymous. No identifying
information is recorded. Please be candid in your responses. Thank you in advance for
your assistance with this effort.
For the purposes of this questionnaire, “Bullying” is defined below.
We say a student is being bullied when another student, or several other students:
•

say mean and hurtful things or make fun of him or her or call him or her mean and hurtful names;

•

completely ignore or exclude him or her from their group of friends or leave him or her out of
activities on purpose;

•

hit, kick, push, shove, or lock him or her inside a room;

•

tell lies or spread false rumors about him or her or send mean notes and try to make other students
dislike him or her;

• and other hurtful things.
These behaviors occur repeatedly, and it is difficult for the student being bullied to defend him or herself. It
is also called bullying when a student is teased repeatedly in a mean and hurtful way.
(Olweus, 1996)

Based on Bullying Prevention Training:
1. Which of the following best describes the school with regards to the creation of
specific classroom rules regarding bullying. (check one) (BPI 2,3)
______ The school involves students in the development of school rules regarding
bullying.
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______ The school has school rules regarding bullying but they do not involve students
in their creation.
______ The school involves students in the creation of classroom rules but they do not
specifically address bullying.
______ The school has school rules that do not specifically address bullying and the
school does not involve students in their creation.
______ Not applicable.

2. Which of the following best describes your philosophy regarding serious talks
with BOTH the bullies and the victims when a bullying situation arises. (This
would include aspects such as documentation of the incident, warning to the bully
regarding the consequences, persuading the victim to report further incidents,
etc.) (check one) (BPI 11)
______ I have serious talks with the bullies but not the victims.
______ I have serious talks with the victims but not the bullies.
______ I have serious talks with both the bullies and the victims.
______ I do not conduct serious talks with either the bullies or the victims, but refer
them to the appropriate school personnel.

3. Which of the following best reflects your thoughts about having serious talks with
BOTH the bullies and victims. (check one) (BPI 2, 3, 11)
______ I have not seriously thought about talking to both the bullies and victims when a
situation arises.
______ I have thought about talking to both the bullies and victims when a situation
arises but do not currently do this.
______ I am currently making plans to talk to both the bullies and the victims when a
situation arises.
______ Last year was the first year I talked to both the bullies and victims when a
situation arose.
______ I have been talking to both the bullies and victims two or more school years
when bullying situations arise.
______ I used to talk to both the bullies and victims when bullying situations would arise
but no longer do this.

4. In your opinion, what is the level of violence in the cafeteria, hallways or buses
immediately surrounding the school in the last two years? (choose one)
Very low
c
d

e

Very high
f
g
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5.Are there any barriers for you regarding setting aside time for student discussions
about bullying and bullying prevention? (Check all that apply) (BPI 2,3)
______ Discussions would not help the problem.
______ This would be too time consuming.
______ I would not feel comfortable talking about these issues.
______ This is a low priority relative to other problems.
______ Students would not take the responsibility seriously.
______ Education about bullying is the parents’ responsibility, not the school’s.
______ I would not know what to discuss or what to include in these meetings.
______ Bullying is not a problem in our school.
______ Bullying is not a problem in my classroom.
______ Other (please specify):________________________________________
______ There are no barriers.

6. How confident are you in your ability to effectively deal with student bullying
situations when they arise since the bullying prevention training?
Not Confident
Very confident
c
d
e
f
g
What effect has the staff training on bullying prevention had on the following? (BPI 1-11)
Low Effect
High Effect
7.

The “bullying prevention committee” coordination of
anti-bullying efforts.

8.

Improving supervision of the outdoor school
environment (bus stops, buses, playground area)

c

d

e

f

g

c

d

e

f

g

c

d

e

f

g

c

d

e

f

g

9.
10.

Improving supervision of the hallways and café.
Improving supervision during lunch time or break
time

11.

Establishing positive consequences for students who
help prevent bullying problems (e.g., intervening,
reporting, etc.)

c

d

e

f

g

12.

Establishing negative consequences for students who
bully others (e.g., intervening, reporting, etc.)

c

d

e

f

g

13.

When a bullying situation arises, having serious talks

c

d

e

f

g
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with the bully about stopping the behavior.

14. From your perspective how could we make the Bullying Prevention Program
more effective?

Please turn this survey into Bonnie Glazewski as soon as you have completed it. Thank you
for your time and professional courtesy.

Title Page
Title
Identifying and Intervening with Elementary Age Students At-Risk for Learning and
Behavior Problems: Preliminary Findings of A Two-Tiered Model of Support
Topic Area
Special Education
Presentation Format
Paper Sessions
Authors
Kathleen Lynne Lane
Assistant Professor
Vanderbilt University
Peabody College, #328
Nashville, TN 37203
Work Phone: 615 322 8179
Home Phone: 615 309 7606
FAX: 615 343 1570
Kathleen.Lane@vanderbilt.edu
Holly M. Menzies
Assistant Professor, Division of Special Education
California State University, Los Angeles
Charter College of Education
Division of Special Education; KH C1031
5151 State University Drive
Los Angeles, CA 90032-8144
Phone Number: 323 343 4402
FAX 323 343 5605
Email: hmenzie@calstatela.edu

Abstract
Students with emotional disturbances (ED) are some of the most difficult to teach
students. These youngsters are characterized by aggressive, coercive behaviors, deficient
social skills, and academic deficiencies - particularly in the area of reading. These
behavior patterns become increasingly stable making these students less receptive to
intervention efforts over time. Without intervention, these students go on to experience a
host of negative outcomes within and beyond the school setting (e.g., school failure,
impaired relationships, dropout, unemployment, and mental health services; Walker &
Severson, 2002). If the goal is to prevent children with emotional and behavioral
problems from developing emotional disturbances that require the provision of special
education and related services as specified in the Individuals with Disabilities Education
Act (IDEA, 2004), it is essential that children at risk for emotional disturbances be
identified as early as possible so that proper interventions – inclusive of primary,
secondary, and tertiary levels of support (Lewis & Sugai, 1999)- can be designed,
implemented, and evaluated when these youngsters are more responsive to intervention
efforts (Kazdin, 1993).
The proposed presentation will explore the efficacy of a two-tiered model of
support implemented in a Southern California elementary with a high percentage of atrisk students. The presentation will address the following objectives: (a) describe one
universal screening tool, the Student Risk Screening Scale (SRSS, Drummond, 1993)
used to identify students at risk for antisocial behavior patterns; (b) examine the
academic, social, and behavioral characteristics of students identified by the SRSS; (c)
determine how students with varying degrees of risk responded to the primary
intervention efforts; (d) examine the effectiveness of secondary interventions (academic,
behavioral, or regular school practices) for students who were nonresponsive to the
primary intervention efforts using multivariate procedures; (e) identify the characteristics
of students who were, and were not, responsive to secondary interventions.
A total of 375 students participated in this study. Outcomes of the primary and
secondary interventions will be analyzed using multivariate procedures to determine the
extent to which the two tiers of support influenced student performance in terms of
academic (standardized scores and curriculum-based measures), behavioral (student
record data, office referrals, and behavior rating scales), and social performance (student
record data, behavior rating scales). Based on previous investigations, we expect that
students at high risk for antisocial behavior will be less responsive to the primary
intervention plan than students at low or moderate risk for antisocial behavior. We also
expect that secondary interventions (n=72) focused on enhancing academic and social
skills will results in greater changes in student performance relative to regular school
practices. In addition, we expect that students in the academic intervention (Peer Assisted
Learning Strategies, Fuchs & Fuchs) will experience not only improved academic
outcomes, but see collateral effects on behavior as well.
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Abstract
With the reauthorization of IDEA in 1997, positive behavior support (PBS) has
become a required support that schools must address. As such, the research and teaching
communities have shifted their efforts to understanding the necessary components of
PBS, identifying more efficient methods of implementing PBS with primary, secondary,
and tertiary interventions based on systematic evaluations of students’ responsiveness to
intervention, and evaluating changes in students’ behavioral, social, and academic
performance as a result of this three-tier prevention model (Colvin, Sugai, & Kameenui,
1993; Gresham, Sugai, Horner, Quinn, & McInerney, 1998; Lane & Menzies, 2002;
Metzler, Biglan, Rusby, & Sprague, 2001; Walker, Horner, et al., 1996; Walker &
Severson, 2002) . To date, the majority of the research has been successfully conducted
with elementary and middle schools (Scott, 2001; Taylor-Greene & Kartub, 2000).
However, PBS at the high school levels has proven to be a formidable task.
This proposed presentation will document the results of Project PBS. Project PBS
focused on designing, implementing, and evaluating models of positive behavior support
in four high schools in Middle Tennessee over a three year period. This presentation will
address the following objectives: (a) examine the challenges of implementing a three-tier
model of PBS at the high school level in a rural community; (b) identify the types and
patterns of behavioral problems manifested at the high school level; (c) evaluate how
students with varying types of behavior problems respond to primary and secondary
levels of support.
Data will be analyzed using multivariate and single case methodologies. One
unique feature of this project was the involvement of an at-risk subsample of students
which was identified in Year 2. This subsample included a randomly selected group of
students with high incidence disabilities as well as teacher nominated students with
externalizing, internalizing, comorbid, and average behavior profiles. Multivariate
procedures will be used to examine (a) the extent to which these different types of
students responded to the primary level and (b) the degree to which secondary
interventions were effective for nonresponsive interventions. Challenges of conducting
PBS at the high school level will be discussed and recommendations for future research
will be offered.

HICE 11/22/2005

NICU Experiences, Synchronicity, and the Infant with Blindness
Grace Lappin, Ph.D.
Bank Street Graduate School of Education
110 East End Avenue #1C
New York, New York 10028
glrags@aol.com
International Conference on Research in Education, Honolulu, Hawaii
January 2006

1

HICE 11/22/2005
Introduction
The last twenty years have seen significant advances in medical
technology in neonatal care. As a result, reports indicate 80 – 90% of Very Low
Birth Weight (VLBW) infants now survive (Bennett & Hedlund, 1995). While
VLBW infant mortality rates continue to decline, there is an increase in the
incidence of serious disabilities such as cerebral palsy, mental retardation,
hearing loss, and visual impairment (Bennett & Hedlund). The life saving
technology of the neonatal intensive care unit (NICU) often necessitates the
immediate separation and isolation of infant from mother resulting in less
opportunity for caregiver-infant interaction. Incubation of the infant may
adversely affect the caregiver-infant relationship, the caregiver’s ability to care for
the infant, and ultimately, may lead to deficits in infant development (Ohgi,
Fukuda, Moriuchi, Kusumoto, Akiyama, Nugent, Brazelton, Arisawa, Takahasi &
Saitoh, 2002).
NICU Experiences
Research (Feldman, Eidelman, Sirota, & Weller, 2002) indicates less
responsive communication between caregivers and infants who are preterm
and/or VLBW. Caregivers of premature infants often misread infant cues, and
touch, talk to, and gaze at their infants less than mothers of typically developing
full-term infants gaze at their own infants. For the infant with blindness or visual
impairment (BVI) optimal communication with the caregiver is crucial.
Increasing awareness of the adverse effects of environmental interference
has prompted many hospital NICUs around the world to implement programs to
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help reduce the unwanted effects of medical intervention while supporting
caregivers in their interactions with the VLBW/disabled infant by encouraging
breastfeeding, kangaroo care (KC) skin-to-skin contact, and coordinated home
care and early intervention follow-through (Bennett & Hedlund, 1995). In
addition, infant massage (IM) is an increasingly utilized and valuable intervention
for caregivers and VLBW infants with and without disabilities.
Caregiver sensitivity
Research (DeWolff & Ijzencoorn, 1997; Egelund & Farber, 1984) indicates
a direct relationship between caregiver sensitivity and secure attachment. The
developmental significance of poor parental attunement and sensitivity and the
disruption of human bonds in infancy have been reported for decades (Fraiberg,
1994). In addition, Barnard and Kelly (1991) cited over twenty studies
demonstrating a strong relationship between dyadic interactions and infant
development. Brazelton (1990) a leader in measuring caregiver-infant interaction
behaviors, stated the importance of viewing these dyadic interactions as
reciprocal processes where both members sympathetically observe and adjust
their own behavior to the other. In dyads where the caregiver and infant have
established sensitive synchronicity, mutual communication and interplay occurs
between the infant and caregiver and trust and intimacy are developed; this is
critical for the infant’s physical survival as well as emotional and psychosocial
health (Ainsworth & Bell, 1967; Bowlby, 1969, 1973,1980, 1982, 1996, 1980,
1982, 1996; Harlow, 1958, 1959; Harlow, Harlow, Dodsworth, & Arling, 1966;
Harlow, Harlow, & Hansen, 1963; Kennell & Klaus, 1982; Klaus & Kennell, 1983;
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Main, 1981; Restak, 1986). According to Crittenden (2002) “attachment theory is
also a developmental theory” (p. 72).
The interaction patterns of caregivers and infants with atypical
development due to premature birth, disability, or both, have been documented
to be different from the interactions of caregivers with typically developing infants
(Clark & Seifer, 1983). Infants with atypical development are often less active,
less responsive to the caregiver, initiate fewer interactions, and provide fewer
communicative and affective cues. These differences may make it more difficult
for the dyads to establish sensitive synchronicity (Rosenberg & Robinson, 1988).
Tannock (1989) states infants with atypical development may benefit from
caregiver interactions that are distinctly different from interactions used by
caregivers of typically developing infants while Field (1993) reports the
importance of exploring techniques to enhance caregiver sensitivity to the infant.
Caregiver communication
According to Crittenden (1983, 1985, 1999) the infant and caregiver’s
behaviors both seem to be significant in their mutual communicative interactions.
Children look to their caregivers for cues and then respond as a function of these
cues (Bruner, 1974/75; Recchia, 1993). However, the quality of care giving and
caregiver sensitivity seems to produce different caregiver patterns of behavior,
which in turn, affect the infant’s interactive patterns (Crittenden, 1983). For
example, Crittenden (1985) maintains that, although mistreated infants are not
responsible for the onset of their mistreatment, their behaviors may be partially
responsible for the continuation of the treatment. Whether or not an infant relies
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on input from the caregiver to appraise a situation depends on the quality of
communication in the dyad (Recchia, 1993). Touch, gaze, and voice are deeply
embedded in the patterns of interactions between caregivers and infants
(Schirmer, 2001). Initially, these interactions involve extensive handling of the
child, which is tactual, during which time the infant is particularly responsive and
attentive to the caregiver’s voice, which is auditory, and the face, which is visual
in nature (Owens, 1996). As the infant matures, however, the physical handling
of the infant typically decreases while the visual, vocal, and structural
components of the dialogic interchange of caregiver and child continues and
increases. While these dialogic interactions are mutual in nature, it is the infant
that sets the level of exchange because of her limited abilities (and it is) the
mother (who) controls the exchange by providing the framework and adjusting
her behaviors (Owens, 1996, p. 176). The mother not only controls the amount
and nature of the stimulation but its timing as well. This early dialogic
interactional framework is said to consist of four clusters of behavior that serve
as the basis of the face-to-face mother-infant dialogue, according to Owens
(1996, citing Tronick & Adamson, 1979). These four clusters of behavior are: 1)
preparatory activities that serve to free the child from various potentially
interfering physiological states such as hunger or fatigue; 2) state-setting
activities that serve to manipulate the physical environment for optimal
interaction, such as moving into the child’s line of view, and gaining attention by
touch or sound; 3) maintenance of the communication framework by focusing the
infant’s attention visually or by means of audition, sustaining attention through
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mutual gazing, modulating one’s speech, engaging in exaggerated facial
expressions, using of rhythmic body movements considering the child’s intent or
interest as expressed through the deictic gaze; and, 4) the use of infant like
modifications of adult actions, such as the use of baby talk that is slowed and
exaggerated, and the imitation of movements within various parts of the infant’s
visual plane. Within this framework of dialogic interaction, the caregiver develops
various routines that assist the child in developing joint actions, lines of regard,
and jointly shared references (Bruner, 1974/1975) as starting points in
developing communicative competence and the bonding process. These and
other forms of language communication, scaffolding, and routines between
caregiver and infant (and older children) are uniquely supportive of language
acquisition and collectively are referred to as motherese. The verbal component
of this process generally reflects simpler, clearer, and better-formed language. It
is generally uttered at a higher pitch with exaggerated stress and intonation. As
such, it is particularly attuned to the developmental level of the child (McLaughlin,
White, McDevitt, & Raskin, 1983). These routines are highly structured, selective,
and rich in use of sensorial information, visual, tactual, kinesthetic, as well as
auditory. They reflect, and are part of, the bonding process. The role of
motherese, attachment processes and their subsequent effect on development,
however, seem to be, in part, culturally specific. It has been noted by Hyvarinen
(1988), for example, that in villages in Africa where infants with blindness are
constantly carried, infants do not develop blindisms, monotonous self-stimulation
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behaviors. She interprets this to mean that we [industrialized nations] do not
engage in enough appropriate touching or holding of our infants.
Dyadic synchronicity and infants with blindness
Infants with blindness or visual impairment (BVI) cannot read facial
expressions and cues. Chen (1999) states it is logical to assume infants with BVI
have a very different early experience than their typically developing peers.
Infants with blindness learn differently than infants who are typically developing
simply because they cannot rely on their vision to obtain information and the
information from other senses is often inconsistent (Ferrell, 1997).
Consequently, they are more dependent on caregivers to interpret situations but
are less able to read the caregivers cues (Recchia, 1993). When an infant cannot
make eye contact, communication may break down and bonding can be at-risk
(Ferrell, 1985; Recchia, 1993). Similarly, taction plays a very important role in
dyadic communication and synchronicity for these infants. Recchia (1993), in her
work with infants with BVI, stated that the quality, as well as the quantity, of
caregiver input affects the degree to which these infants rely on the caregiver for
help in interpreting ambiguous stimuli. Infants with BVI who receive positive,
encouraging input were more likely to risk approaching unknown, ambiguous, or
threatening stimuli. In general, however, attachment is at risk in caregiver-child
dyads where the infant has BVI since visual cueing on the part of the infant and
response by the caregiver are lacking. In turn, the infant is not in a position to
make use of the caregiver’s visual cues and thus, their attachment behaviors and
subsequent development are not similar to those of typical infants (Corn, 2002;
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Fazzi, Lanners, Signorini, & Luparia, 2002; Lang, 2002; Warren, 1984). Infants
with BVI who are not accustomed to receiving consistent, reliable input from the
caregiver may learn not to seek it from the caregiver (Recchia, 1993).
Case Study
In the case study discussed here, a less than optimal NICU experience
had a profound effect not only on the caregiver and infant with BVI, but on the
entire family unit (Lappin, 2003; Lappin & Kretschmer, 2005; Lappin, 2005 in
press). In this study, a caregiver who had an unfavorable NICU experience was
taught IM six months after her infant arrived home. During the course of the
study, the mother retold the birth and NICU experience of her child many times.
She recounted that she was kept away from the baby for the almost two weeks,
first in a separate ward, and then at home due to illness resulting from the birth.
Conversely, the father was present in NICU each day and was encouraged by
the NICU staff to be involved in the infant’s development. When finally
encouraged by her ob/gyn to visit the NICU the mother stated that the NICU staff
was unable to communicate with her in her native language or in a manner that
she could understand. She was not offered support or help in understanding her
son’s condition. She was unfamiliar with medical terminology, procedures, and
consequences with regard to her infant son and felt that the medical staff treated
her abruptly. She felt pressured by some of the NICU staff to take her child off life
support and when she refused, she was told that failure to do so would result in
dire life-long consequences for the child.
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The mother told us that, although she did not speak English, hospital care,
health care, and home workers did not explain medical issues and situations to
her in her native language. The hospital did not provide a translator for her at the
time of her infant’s stay in NICU. As a result, she did not understand the causes
of her baby’s illness, the severity, or the medical issues he still faced; she also
did not understand what the home workers providing Early Intervention (EI)
services were doing. The agency providing home services did not have a full time
translator and the therapists did not speak the family’s language. Consequently,
the mother relied on her seven-year-old daughter to translate medical information
to her about the baby.
During the course of the study, the researcher noted natural differences in
the way the mother and father interacted with the infant. Throughout the study,
the father was attentive to his baby’s cues, for example, noting the baby’s
distress over an eye irritation; he addressed the baby directly in face-to-face
position often nose to nose; he spoke softly to him in “caregiver-ese;” held him
close to his body and engaged him in scaffolding activities by helping the infant
reach for his pacifier.
It appeared that the mother was unaware of her infant’s developmental
age, which was 6 months due to his premature birth. She confused his
chronological age and compared him to his full-term cousin by saying they were
the same age. In addition, the mother had not been told, or had not understood,
that infants with BVI are frequently behind their same age peers. The mother
called her baby son lazy and said that he slept too much. The mother stated that
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all her infant wanted to do was sleep and eat. She called him a sleepy head and
used an idiom meaning tricky to describe him and interpreted his actions as child
vs. mother.
In the case of the present study, the mother demonstrated a lack of
awareness with regard to her infant’s overall health and visual problems. The
mother “misinterpreted” some of her infant’s behaviors as willful, tricky, or
negative expressions of laziness, rather than being hypo-stimulated. It also
meant that in her search for causal explanations for her son’s current state of
affairs, she resorted to superstitious type explanations. Alternatively, the father,
who had been present during the infant’s stay in NICU did not reject the infant,
but seemed to enjoy and interact with the infant.
Infant Massage Protocol and Intervention
The infant massage (IM) protocol used in this study was that sanctioned
by the International Association of Infant Massage (IAIM). Created by McClure
(1998), this protocol is taught to caregivers by a certified instructor and
incorporates Swedish and Indian massage strokes as well as other strokes
created by McClure specifically for infants.
Prior to learning IM, the mother seemed unaware of the baby’s cues,
whether feeding cues such as pushing the bottle out of his mouth; distress cues
like eye poking; or play cues, for example, startling him with squeaky toy. She
repeated constantly that her Infant slept too much, but the researcher observed
very little actual sleep. Prior to learning IM, the mother put her infant down
whenever she was not attending to his physical needs. He would then become
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very still and she interpreted this as sleep. Infants with BVI “still” in an effort to
interpret stimuli, and many caregivers frequently misinterpret “stilling” in their
babies.
Pre-intervention Data
Pre-intervention data analyses showed the dynamic relationship between
caregiver and infant to be one of missed cues, miscommunication, and
intrusiveness. The mother spoke to and held her infant son as little as possible.
When she did hold him, she was rigid and tense, keeping him at arm’s length
facing away from her, or as far from her physical body as she could. She did not
engage him face-to-face, did not use motherese with him, and did not vocalize
with him except to reprimand him. She neither smiled at him nor addressed him
with affection. She appeared unable or unwilling to read his cues for hunger,
discomfort, or pleasure. Her affect with him was flat as his was with her. The
mother only touched her child to take care of his physical needs.
In response, the child did not engage his mother except when he was
distressed, and his body alternated between rigidity and limpness. Left alone by
his mother and lying on his back, he stayed motionless sucking and blinking and
sometimes slept. Their interactions were reciprocal, continuous, and cyclical, but
did not reflect secure attachment. These behaviors appear to be consistent with
data from existing studies on maternal depression (Lundy, Field, Cuadra &
Nearing, 1996; Malphurs, Raag, Field, Pickens, & Pelaez-Nogueras, 1996);
NICU (McClure, 1998; Montague, 1986) babies with disabilities, including BVI
(Fraiberg, 1968; 1977; Ferrell, 1985; Gerra, 1992; Inamora, 1965; Recchia, 1993;
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Stone & Chesney, 1978), and parental grief (Corn, 2002; Kennell, Slyter & Klaus,
1970; Klaus & Kennell, 1976).
Post-intervention data
Post-intervention data analyses indicate that significant changes in
behaviors occurred. Over the course of the study, the mother’s interactions and
communication began to change and she did engage in behaviors more closely
ascribed to secure attachment. Like the reduction in negative comparisons of the
infant to his cousin, over time the mother called him lazy less and less, and the
mother’s telling of the NICU story diminished. In deed, toward the end of the
study, she called him my heart and my baby. Negative talk may have resulted
from a lack of understanding as to how to interact positively with her child with
BVI. For instance, the mother changed the way she held her baby, bringing him
against her chest, and holding him over her heart. As her affect changed, she
talked sweetly to him, smiled at him, and engaged him in play. She also
attempted to help him developmentally by encouraging him in increased motor
activity. She was more aware of his cues and responded according to the baby’s
needs. In response, the baby smiled back at his mother, gurgled to her, and
laughed when she played with him. Significantly, he melded his body to hers
instead of arching away from her or going limp. In addition, during and after IM,
the infant began to explore his own body and those of others, particularly his
mother and siblings, which helped him to begin developing spatial awareness.
Discussion
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Infant massage is a social phenomenon taught in a social context. It is
impossible, and was not the intent of the study, to establish a “cause and effect.”
It is possible that modeling appropriate behaviors and attention to cues, taught
within the context of IM, played a part in helping the mother establish better
communication – bonding – with her infant. After learning IM, she was able to
read feeding cues more accurately and did not force the bottle, she engaged him
face-to-face, spoke directly to him using motherese, and actively played with him
by introducing a toy.
As a social phenomenon, IM affects not only the dyad but the other family
members as well. In examining touch interactions and family dynamics, one can
see marked differences in pre-and post illustrations. Comparing Observation 1
(Pre-intervention) to Observation 8 (Post-intervention), we see that the mother
increased the number times she touched the infant from six to 15.
A comparison of occurrences in Observation 2 (Pre-intervention) and 7
(Post-intervention), reveal not only an increase in the mother’s interactions with
her infant from 8 times to 14, but also the infant initiating interactions with his
mother. Interestingly, during Observation 7 (Post-intervention) the mother also
interacted with the other two boys and them with the infant.
In the mother’s own words, she was pleased to have learned IM so that
now she had something to do with her baby besides just take care of his physical
needs; they now had a reciprocally pleasurable activity to share. As a result, the
mother stated, she felt that their relationship was better. Again, these data
appear to be consistent with the existing research (Cigales, Field, Lundy,
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Cuadra, & Hart, 1997; Brown, Barnard, & Brazelton, 1984; Field, 1995; Goergen,
1997; McClure, 1998; Recchia, 1993; Sears, 1998).
Conclusion
As this study confirms, IM can be an important tool for facilitating
attachment in infants born premature and with a disability if provided in an
appropriate context of facilitated communication and a shared belief system.
While the researcher anticipated there might be changes in the dynamics of the
mother-infant relationship pre- and post-intervention, there were other
unexpected developments. It was not anticipated that the negative NICU
experience would have such a profound affect on the mother’s relationship with
the father and the family unit as a whole. Family Systems Theory, however, tells
us whatever affects the child also affects the family. Research (Gunther-Molloy,
2000) and anecdotal reports focus primarily on the mother-infant relationship and
not on the larger, family group. This may be an area of study worth exploring in
depth. Second, it was unforeseen that post-intervention the mother would begin
to cue her infant with BVI verbally as to what was to come in situations other than
massage. For example, verbally cueing the baby that it was feeding time, as in
Observation 6. This was in stark contrast to pre-intervention when she presented
the bottle or spoon without any warning and an important step in the
development of their communication. There was an important difference in how
the mother talked to her infant post-intervention. Her use of motherese
increased, her tone was tempered, and the quality of the talk was different and
positive. Third, while it is known that IM can facilitate body awareness in infants,
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it was not expected that the researcher would see, in such a short amount of
time, the baby begin an exploration of his own and other’s bodies, and his place
in space. In Observation 8 (Post-Intervention), the infant reached for his toes
and reached for his mother. This was the first time that it was observed that the
infant initiated touch with his mother. An infant’s exploration of self and space is
an important aspect of growth and the development of person/object
permanence.
It is clear, based on the caregiver’s reports that poor or absent NICU
experiences adversely affected the attachment process between her and her
baby. In addition, supportive NICU encounters, as experienced by the father, led
to strong attachment between him and his infant son. This study verifies the
following conclusions. NICUs need to facilitate and encourage attachment
formation and caregiver participation. Teaching IM in the NICU may be a useful
and relatively simple way to facilitate attachment and is gaining greater
acceptance in NICUs across the country. Moreover, NICUs need to make special
accommodations for families who are non-English speaking. Finally, services
should be provided so that all information, especially health related information,
is offered in a timely manner in a way that caregivers can understand.
Although it was not the intent of this research to generalize results to a
larger population, this study appears to have found valuable. These results
suggest the value of the ongoing study of IM as an intervention for promoting
sensitive dyadic synchronicity in infants with BVI and other handicapping
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conditions, and as a way of reducing the effects of unfavorable NICU
experiences.
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Abstract
The purpose of this research study was to describe the characteristics and instructional
practices of teachers in the United States certified by the National Board for Professional
Teaching Standards (NBPTS) in the Early Childhood/Generalist category (N = 9). Data were
collected through a series of in-depth and structured telephone interviews and artifact analysis.
The research indicated that National Board Certified Teachers (NBCTs) promote early literacy
through the creation of supportive classroom environments, instruction designed to meet the
needs of their students, the use of developmentally appropriate practices, engagement of children
in authentic literacy tasks, modeling of strategies, multiple assessment techniques, and reflection
to enhance their practice. Additionally, characteristics of expertise are shown by the NBCTs in
their instructional decision-making processes and through being flexible, metacognitive, and
motivated to excel. The study concludes that the characteristics and instructional practices of
NBCTs have the potential to promote the development of expertise in early literacy educators.
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The purpose of this qualitative research study was to describe the characteristics and
instructional practices of teachers certified by the National Board for Professional Teaching
Standards (NBPTS) in the Early Childhood/Generalist category. The study was based upon
theories of expertise and best practices in early literacy instruction. It also adds to what Roskos,
Christie, and Richgels (2003) call a cumulative and growing research base. The findings may be
used to support teachers of young children in reflection and professional growth by sharing how
teachers who have demonstrated achievement of a prestigious teaching credential promote
literacy learning in their students. The problem of this study was to examine if there are
common characteristics that exemplary teachers use. This problem rests upon the following
considerations: 1) literacy learning is important and the early childhood period is prime time for
language learning; 2) young children need effective and appropriate instruction which does not
occur consistently; and 3) if we can describe how exemplary early literacy educators operate, it
can shed light on ways to make early literacy instruction more effective.
Background
The International Reading Association (IRA) and National Association for the Education
of Young Children (NAEYC) developed a position statement to address issues surrounding
literacy instruction for young children and provide recommendations for practice and policy
(Neuman, Copple, & Bredekamp, 2000). Included in that position paper were the following key
points: the most important period for literacy development occurs in the early childhood years,
birth through age eight; teaching is considered to be important because literacy does not emerge
naturally; developmentally appropriate goals for literacy exist on a continuum which accounts
for individual variation; and by helping children learn to read well by the end of third grade, they
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will be able to read to learn in all areas of the curriculum. Most importantly, the position
statement emphasizes that no one teaching method is effective for all children.
One of the challenges confronting teachers responsible for young children’s literacy
learning is reconciling diverse and sometimes conflicting goals, expectations, and instructional
approaches (NCES, 2002; NCES, 2003). Understanding the characteristics and instructional
practices of expert teachers of early literacy is a step toward achieving this goal. Teachers are
likely to agree that implementing best practices is important; however, they may not be aware of
their own level of effectiveness for literacy instruction (Cunningham, Perry, Stanovich, &
Stanovich, 2004).
Wharton-McDonald, Pressley, and Hampston (1998) advise that it is time to listen to
expert teachers of literacy to learn how they came to teach in the ways that they do. Studies have
shown teachers with National Board Certification (NBC) exhibit features of expertise and are
more effective at increasing student achievement than their non-certified peers (Bond, Smith,
Baker, & Hattie, 2000; Goldhaber & Anthony, 2004; Vandevoort, 2004; Vandevoort, AmreinBeardsley, & Berliner, 2004). Block, Oakar, and Hurt (2002) describe indicators of grade-level
expertise in literacy teaching and advise that future research should determine where and how
highly effective literacy teachers learn to be highly effective. By building upon the theories of
expertise (Figure 1), this study seeks to fill a disturbing gap, which is the lack of systematic
study of effective teachers and their practices (Wharton-McDonald et al., 1998).
The instructional practices of outstanding early childhood teachers have been studied
through qualitative research methods (Abdulkarim, 2003; Ayers, 1989; Morrow, Gambrell, &
Pressley, 2003; Richgels, 2003) and effective practices for providing literacy instruction have
been studied at both the organizational and individual levels. Schools that have been successful

Early Literacy

5

in obtaining reading achievement have teachers who are knowledgeable, articulate about their
work, and are characterized by their expertise (Mosenthal, Lipson, Torncello, Russ, &
Mekkelsen, 2004). Common characteristics in the practices of effective teachers of literacy have
been discerned and do not appear to be present in the general population of literacy teachers
(Wray, Medwell, Fox, & Poulson, 2000). Preliminary findings of the National Early Literacy
Panel found certain skills and abilities in teachers that influence eventual success in their
students’ literacy development (Strickland & Shanahan, 2004).
Method
Initial contact was made with 94 National Board Certified Teachers (NBCTs) via their email link on the NBPTS Web site (http://www.nbpts.org). The NBCTs who expressed interest in
participating in the study were sent informed consent forms. Once informed consent was
obtained, a series of telephone interviews commenced. The study’s participants (N = 9) reside in
California, Florida, Georgia, and North Carolina.
The series of three interviews were conducted using Seidman’s (1998) in-depth approach.
The interviews examined the participants’ career histories, contemporary experiences, and
reflections on the meaning of these experiences. A fourth interview was conducted to administer
the Assessment of Practices in Early Elementary Classrooms (APEEC) (Hemmeter, Maxwell,
Ault, & Schuster, 2001). This instrument provides a measure of developmentally appropriate
practice, which is shown to be an indicator of teaching expertise in early literacy (Block et al.,
2002).
The on-line teaching exhibits of NBCTs (N = 10) were used as artifacts as an additional
data collection technique. Four of the exhibits on the Digital Edge Learning Interchange [DELI]
(http://ali.apple.com/ali_sites/deli/nav1.shtml) were posted by two of the NBCTs interviewed.
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The exhibits include video clips, student work, lesson and assessment information, reflections,
and biographical information for the teachers. The data were analyzed using typological and
interpretive content analysis (Hatch, 2002). The typological categories were based upon the
Continuum of Indices for Teaching Effectiveness (Block et al., 2002).
Results
This paper shares the results of the data collected through the interview process. The
findings from the artifact analysis of on-line teaching exhibits supported the descriptions shared
through the interviews. The results are presented according to each of the study’s research
questions.
Research Question 1
How do expert early childhood teachers describe becoming exemplary (Morrow et al., 2003, p.
62)?
The majority of the participants began their teaching careers at a time later in life
compared to the age of a typical college graduate. Several participants shared that they either
changed careers or worked with children as a volunteer or assistant before becoming certified to
teach. All but one participant shared that their level of education was furthered by completing
additional coursework, adding additional certifications, or earning a master’s degree. In their
descriptions of the NBC process, almost every participant shared that the experience was
difficult or challenging. Several reasons for pursuing NBC were shared and include the desire to
improve teaching performance and for the challenge provided by this process. The participants
also described how they had the support of mentors or other NBC candidates.
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Research Question 2
What practices do exemplary early literacy teachers employ and how are these practices
implemented?
The NBCTs base their practices on core beliefs and goals for early literacy education.
Their beliefs and goals place an emphasis on helping all children become literate by meeting
their individual needs. Several NBCTs mentioned the importance of developmentally
appropriate practice, use of modeling, a love of reading, and the creation of an environment that
supports literacy learning as their core beliefs and goals. Every NBCT practices being reflective
but may approach being reflective in different ways. Generally, reflection is ongoing and occurs
constantly.
Classroom Environments that Promote Literacy
The NBCTs shared the importance of creating a print-rich environment that supports
children’s literacy learning. This environment is created through the positive interactions
between the NBCTs and their students and in the physical organization of the classroom. The
participants support their students through encouragement, having high expectations, and
showing the children that they care for and respect them.
The classroom environments described by the participants are filled with a multitude of
books, computers, manipulatives, and a variety of materials for both reading and writing. All but
one NBCT described learning center areas as being integral sources of literacy experiences.
Classroom management is also important to sustaining a positive environment that is risk-free,
safe, and rich with learning opportunities.
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Approaches to Planning for Literacy Instruction
The NBCTs in this research study most frequently plan their literacy instruction to target
the individual needs of their students. They use assessment information to determine teaching
points. Some of the participants mentioned that they also consider the goals of their reading
program and state standards when planning. Other considerations for planning include
integration of creative activities that involve the use of all modalities or learning style
preferences; the amount of time available; and the best approach to building connections to
students’ existing knowledge base. Sometimes lesson plans are created after reflecting on
previous lessons and collaborating with colleagues. The NBCTs tend to be flexible when
planning lessons, noting that lesson implementation may change from what was planned based
upon the needs of the students.
Strategies and Techniques for Promoting Literacy
The participants in this research study reported the use of a variety of strategies for
promoting literacy in their classrooms. Almost every NBCT described the importance of
integrating writing instruction with teaching reading. The NBCTs use flexible grouping to meet
the needs of their students. Instruction is provided in whole group situations, such as shared
reading experiences; in small groups, during guided reading instruction and learning centers; and
individually, during conferences or while giving extra assistance.
Some NBCTs reported the use of direct instruction for teaching phonics. They also
develop vocabulary and sight words, fluency, and concepts about print. The NBCTs reported the
use of visuals, manipulatives, and books as being important for teaching literacy. Specific
teaching strategies that were mentioned include the use of think alouds and modeling,
scaffolding instruction, working with words, and the use of peer tutoring and student
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collaboration. Some NBCTs described the importance of including experiences that involve
multiple modalities and providing creative activities that accommodate their students’ learning
styles.
Methods for Meeting Individual Needs
The NBCTs often use assessment as the basis for determining what instruction would
best meet the needs of their students. Most of the participants indicated that it is important to
provide appropriately leveled books and materials to meet the students’ needs. Guided reading is
used to provide instruction on the students’ instructional reading levels. Additionally, instruction
is based on the students’ strengths in order to give them opportunities for success. Some of the
participants explained that it is important to provide purposeful and meaningful activities that are
geared toward the students’ interests. When children are struggling they receive assistance
through Reading Recovery, tutoring by parents or volunteers, and one-on-one assistance
provided by the teacher or assistant.
Technology Integration
Generally, the NBCTs report that technology is used as a tool and integrated into
instruction. The NBCTs believe that technology supports literacy development; however,
concern was also expressed about computer programs replacing authentic book reading
experiences. In some instances, the amount of time that children are required to complete
individualized computer-based programs is taking away from their participation in special
classes and other activities.
Assessment Practices
The participants described using a variety of techniques to monitor and assess student
progress in formal and informal ways. The participants explained that assessment is ongoing,
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conducted on a daily basis, and is most often in the form of observation. The information
collected from assessment is used to inform instruction and guide students’ learning.
Conferences are held with children to discuss their reading and writing progress. The
conferences almost always occur individually and may be used to give children extra help.
Use of Developmentally Appropriate Practices
The results of the Assessment of Practices in Early Elementary Classrooms (APEEC)
(Hemmeter et al., 2000) revealed that the practices of the NBCTs interviewed are almost
exclusively developmentally appropriate.
Research Question 3
How are teachers who promote beginning literacy achievement supported (Morrow et al.,
2003, p. 83)?
The participants described ways in which they were supported at various times in their
lives. Some participants described childhood experiences that became influential later on in their
teaching careers. The participants also described the forms of support they received while
candidates for earning NBC. The NBCTs found support in their schools, through administrators
and colleagues; through their families and friends; and in some cases, from their state
governments. Depending on their state, NBCTs shared that they received assistance in the form
of financial incentives and/or support groups throughout and after the NBC process. In addition
to receiving support from others, the NBCTs also provide support to other teachers. Several of
the NBCTs act as mentors for NBC candidates and new teachers in their schools.
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Research Question 4
To what do exemplary early childhood teachers attribute their professional growth?
Generally, NBCTs described that their professional growth stems from the NBC process;
attending and presenting at conferences and workshops; collaborating with colleagues; and
mentoring NBC candidates and new teachers. In some situations, schools provide professional
development opportunities for the NBCTs. One NBCT elaborated on the importance of reading
professional literature that is practical for classroom teachers.
Research Question 5
How do the findings relate to the theories of expertise?
The NBCTs emphasized the importance of decision-making and being flexible to be able
to make changes that best meet their students’ needs. Several NBCTs mentioned how their
experiences have contributed to their expertise in teaching. These experiences have made an
impact because they have a repertoire of teaching strategies from which to draw. They stressed
that there is no cookie-cutter approach in education. To develop expertise in teaching, according
to the NBCTs, you must reflect upon and analyze your practices to refine your skills. The
NBCTs that were interviewed are motivated to work hard, go beyond what is expected, are
determined, have an intrinsic desire to help others, and feel a natural calling to teach.
Research Question 6
How might this information support teacher education in preparing excellent early childhood
teacher candidates?
In general, the NBCTs believe that more authentic learning experiences that involve
working with children in actual elementary classrooms are needed. An emphasis was placed on
instilling a love of reading and children’s literature in preservice teachers. It is important that
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early childhood teacher candidates have a variety of teaching strategies from which they may
make instructional decisions based on the needs of their students. One quality that is essential
for teachers at all levels to have is a caring personality.
Discussion
Allington (2002) emphasizes that “expertise matters” (p. 742). The majority of the
participants expressed their desire to voluntarily earn National Board Certification (NBC) and
demonstrate their ability to meet high standards for teaching excellence (NBPTS, 2004). Their
motivation and desire to excel support the theories of expertise (Berliner, 2004; Chi et al., 1988;
Sternberg, 2001).
NBCTs make important instructional decisions when they use assessment information to
design lessons that meet the needs of their students. This type of daily practice relates to theories
of expertise, particularly for describing how experts solve problems (Chase & Simon, 1973; Chi
et al., 1988). Theories of expertise describe how experts organize knowledge in a manner that
facilitates efficient retrieval and how new knowledge is assimilated into the existing knowledge
base (Berliner, 2004; Ericsson & Hoffman, 2003; Ericsson & Smith, 1991; Holyoak, 1991). The
NBCTs in this study described having a repertoire of teaching strategies from which they make
pedagogical decisions that promote literacy. The NBCTs described their flexibility during
instruction, continuous reflection on their practice, and ability to take alternate courses of action
when needed. These characteristics are exhibited by experts who “are capable of doing the right
thing at the right time” (Dörner & Schölkopf, 1991); execute fluid and effortless performance
(Berliner, 1994, 2004); demonstrate metacognitive skills (Sternberg, 2001); and are opportunistic
and flexible (Berliner, 1994, 2004).
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The NBCTs in this study believe that children become literate when teachers design
developmentally appropriate instruction based on their students’ needs. This finding is
consistent with the literature that describes early literacy and the importance of developmentally
appropriate and effective literacy instruction (Abdulkarim, 2003; Block et al., 2002; Bredekamp
& Copple, 1997; IRA/NAEYC, 1998; Neuman, 1998; Neuman & Bredekamp, 2000; Neuman et
al., 2000; New, 2001).
The participants shared that children should be engaged in the real work of purposeful
reading and writing. They accomplished this goal through the use of appropriately leveled
books, materials, and guided reading instruction. These findings are consistent with the
principles of best practice in which instruction is student-centered, experiential, cognitive,
developmental, constructivist, and challenging (Zemelman, Daniels, & Hyde, 1998). Also, their
theoretical beliefs and instructional practices are similar to what previous studies describe as
being constructivist and aligning with the tenets of the whole language approach (Poulson,
Avramidis, Fox, Medwell, & Wray, 2001; Wray et al., 2001).
The NBCTs in this study recognize that no one approach works for all students and use
their expertise to design instruction to meet the needs of their students. Expert teachers are
opportunistic and flexible (Berliner, 2004), which was evident in the instructional techniques
used by this study’s participants. By capitalizing on teachable moments, NBCTs meet the
individual needs of their students. Teaching points emerge from daily instruction, conferences,
and assessment of the learners’ progress.
The NBCTs describe using teaching methods that include direct instruction for teaching
phonics; instruction that promotes fluency, phonemic awareness, vocabulary, sight words, and
concepts about print; and integrate reading and writing experiences. Several NBCTs described
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how they modeled the use of strategies and scaffolded reading and writing instruction. The study
also supports Allington’s (2002) description of expert teaching, which involves knowing how to
explicitly teach strategies and encourage transfer of the strategies to application during
independent reading. These findings are consistent with previous studies that describe the
practices of outstanding teachers and effective literacy practices (Abdulkarim, 2003; Allington,
2002; Morrow et al., 2003; Mosenthal et al., 2004; NRP, 2000; Pressley, Allington, WhartonMcDonald, Block, & Morrow, 2001; Pressley, Wharton-McDonald, Allington, Block, Morrow,
& Tracey, 2001; Strickland & Shanahan, 2004; Taylor, Pearson, Clark, & Walpole, 2000;
Taylor, Peterson, Pearson, & Rodriguez, 2002; Wharton-McDonald et al., 1998). The
participants also use authentic literature and whole texts, an approach that aligns with a principle
of best practice, holistic instruction (Zemelman, et al. 1998).
Conclusion
Smith (2005) cautions, “The differences between an expert’s understanding and that of an
amateur can be small and relatively inconsequential in some areas but large and potentially
serious in others” (p. 482). This statement underscores the importance of best practices for
literacy instruction and the potential for tapping into the expertise of NBCTs as a means for
promoting success in literacy learning.
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Concurrent Enrollment versus College-based Instruction:
A Comparative Study
Jonathan Lawes, BA, Steven H. Shaha, PhD, DBA, & Valerie K. Lewis, MPA

I. Introduction
Background
Concurrent Enrollment (CE) is a high school-based program whereby
motivated high school students can complete college-level courses and obtain both
high school and college credit (Boswell, 2000, 2001; Bryant, 2001; Hebert, 2001;
Koelling, 1997; Robertson, Chapman & Gaskin, 2001; Smith, 1997, 1999). It is
designed to accelerate high school students’ progress through the higher education
system while providing them a more exacting, rigorous and career-readying high
school experience, which many students in public high schools seek (Clark, 1990).
CE, also known as Dual Enrollment, allows high school juniors and seniors
to enroll in college-level courses taught at their local high schools by high schoolbased teachers. CE offerings may include courses in mathematics, science,
English, humanities, art, and applied technology. Students may use these courses
to fill general education requirements in high school, as well as specific college
degree requirements. Additionally, some students are able to earn an associate's
degree through CE even before graduating from high school.
Beyond the purported learning-focused benefits, CE programs also result in
considerable financial incentives for students, the state, and the participating
educational institutions (Koelling, 1997). Students save by shortening the years of
college for which they will pay tuition. The state saves by providing college-level
educational options within a less expensive setting, and by spending less on statesupported college-based educational options, thereafter. Both high schools and
colleges receive funds based on the number of CE credit hours completed by
students, amounts that can range from a few thousand to tens of thousands of
dollars.
The quality of CE delivery is dependent upon the caliber of the high school
teachers engaged. In many states and educational systems, CE courses are taught
by high school teachers who meet the requirements for adjunct faculty at the
sponsoring college or university (McGuire, 1993; Reed, 1985; Reisberg, 1998;
Rifkin, 1998; Smith, 1997). The high school CE instructors typically meet
minimum requirements to teach, such as a masters degree and several years of
teaching experience. Some of the high school instructors also teach night and
summer courses on college campuses, often the same CE courses offered and
taught by them at their respective high schools.
The Debate
Proponents of CE assert that it is an effective method for accelerating the
rate at which students progress through the higher education system, and for
providing high school students with a fuller and richer educational experience
(Hebert, 2001; Kiger & Johnson, 1997; Windham, 1998; Wilbur & LaFay, 1978).
Many are advocates of a "seamless" K-16 education (K-12 plus 4 years of college),
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as enabled through the inclusion of CE programs (Boswell, 2000). Other benefits
touted by supporters include increased enrollment in college preparatory classes in
high school and lower drop rates, which can be attributed to better use of time by
juniors and seniors in their final years of high school. Proponents also maintain
that well-administered CE programs are staffed by high school instructors that have
credentials as good as those of adjunct faculty at the college level, as well as more
real-world training in the field of Education than their college-based counterparts.
Proponents also claim that CE represents more efficient use of the taxpayer dollars
that fund all levels of education (Windham & Perkins, 2001). Altogether,
supporters claim that CE programs provide students with better instruction,
increased opportunities for learning, and a fuller, more challenging and richer high
school experience (Banchowski, 1996; Hebert, 2001; Rifkin, 1998; Sworder,
1987).
Those opposed to CE argue that the lack of system-wide controls and
effective administration undermines any claims of success (McGuire, 1993;
Reisberg, 1998; Smith, 1999; Wilbur & LaFay, 1978). They claim that high school
instructors may not maintain the same rigorous standards nor provide the
demanding experience that should prevail in a college level course, and therefore
the learning and mastery of the high school students is sub-standard (McGuire,
1993; Reed, 1985; Reisberg, 1998; Rifkin, 1998; Smith, 1997). Some detractors
suggest that money is the real ulterior motive to offering CE, implying the funds
involved may entice some program directors, administrators, and teachers to inflate
grades or alter requirements for enrollment to make the programs appear more
successful and productive (Reisberg, 1998; Smith, 1999).
The Challenge
Despite debate, the number of CE programs nationwide has increased
dramatically in the last decade (Andrews, 2003; Bryant, 2001; Robertson, et. al.,
2001). Regardless, the key performance-based fundamental questions remain:
1. Does the CE approach achieve an equal level of learning and mastery of the
subject matter as the college-based alternatives – do CE students learn as
much of more?
2. Does the CE approach result in grade inflation – are CE students held to the
same standards of excellence and proficiency in grading?
3. Do CE students experience a lower drop rate than college-based students –
do CE students enjoy or stay engaged at the same level as their collegebased comparatives?
Answering these questions is at the root of ongoing controversy in the
secondary and higher education communities, and until satisfactory answers are
established the concerns over rigor and viability will remain (Harkins, 1998;
Reisberg, 1998; Robertson, et. al., 2001, Shaha & Lewis, 2003).
The most important factor to determining the credibility and viability of any
educational program remains the learning impact and performance outcomes
(Lewis & Shaha, 2003; Shaha, Lewis, O’Donnell & Brown, 2003). The bottom
line, therefore, is that CE either produces equally effective results as college-based
programs, or it does not. This study was designed to ascertain whether high
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school-based CE provides an equally impactful, un-inflated experience to a
college-based equivalent. It was conducted to determine whether there is a
statistically significant difference in objective measures of mastery and in grades
between students taught by CE instructors versus those taught by college-based
adjunct or full-time faculty.

II. Method
A total of 1,730 students participated in three Instruction Groups, all during
the fall semester of 2003, all affiliated with a single Utah-based community college
program:
o Concurrent Enrollment (CE) included 649 high school students taught in 14
high schools in the Salt Lake City area by high school teachers meeting CE
requirements as set by the same community college represented in the
Adjunct and Full-time Faculty Instruction Groups described below.
o Adjunct Faculty (AF) included 541 college-based students taught by
adjunct faculty.
o Full-time Faculty (FTF) included 540 college-based students taught by fulltime faculty.
Intermediate Algebra (Math 1010) was selected for several reasons as the
course for evaluating the comparative efficacy of the three instructional
approaches. First, Math 1010 has one of the largest student populations of all CE
course offerings among the high schools included in the study, ensuring ample
sample sizes for rigorous statistical analysis. Second, mathematics represents a
content area for which objective measurement and comparison can be readily
accomplished and mastery can be objectively measured and scored using familiar
test formats. Finally, all Math 1010 students have similar prerequisite capabilities
as determined by completion of either the prerequisite course (Math 970) or by
qualifying scores for either ACT (ACT, 2005) or the college-employed CPT
(College Board, 2005).
The leader of the math department at the community college developed the
objective measure of mastery – final exam – with input from the college-based
colleagues within the math department. This process ensured maximum objectivity
in the eventual contrast of results achieved by the three Instruction Groups. The
department-wide final exam consisted of thirty multiple-choice questions. All
students enrolled in either the college or high school-based Math 1010 course took
the same final exam immediately upon completion of their respective sections or
courses. Questions were graded only for correctness and no partial credit was
given for work nor any adjustment made for guessing.
Each section of Math 1010 was taught solely by a single CE, AF or FTF
instructor. All instructors used the same text and the same syllabus for guiding
instructional content, sequencing instruction and assigning homework problems.
Students were unaware of the study (all appropriate approvals were obtained from
respective Institutional Review Boards), and no interaction or influence was
observed between instructors or students in contrasting Instruction Groups.
Instructors were allowed to use any other assessments or exams during the progress
of their respective courses. All grades were converted to 4.0-point scale
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equivalents for analysis purposes (e.g. A=4.0, A-=3.7, etc). All data were excluded
for any student that failed to complete the entire final exam or any other graderelated course requirements.

III. Results
Mastery
To evaluate comparative levels of learning and mastery achieved, analyses
were conducted to determine whether differences existed between Instruction
Groups for mastery of the subject matter, measured by percentage scores on the
uniform final exam (see Table 1). One-way analysis of variance (ANOVA)
revealed that students in the CE Group outperformed students in the AF Group, and
performed equally well as those in the FTF Group (F = 15.06; df = 2, 1615; p <
0.000; CE, FTF > AF, verified by both Tukey and Scheffe post hoc multiple
comparison procedures).
Table 1
Mean Final Exam Scores by Instruction Group
Final Exam
Scores
n
St Dev

Collective

Adjunct

Concurrent

Full-time

69.764
1618
15.893

66.815
495
16.218

71.980
646
13.603

69.824
477
17.850

Course Grades
To evaluate the possibility of grade inflation, analyses were conducted to
determine whether differences existed for grading between Instruction Groups,
measured by grades on the traditional 4.0 scale (see Table 2). One-way analysis of
variance (ANOVA) revealed no significant differences (advantages) in grades
awarded for students in the CE Group versus those in either other group.
Table 2
Mean Grade Points
Mean Grade
Points
N
St Dev

Collective

Adjunct

Concurrent

Full-time

2.675
1618
1.074

2.706
495
1.076

2.722
646
.949

2.579
477
1.218

Drop Rate and Course Completion
Analyses were conducted to determine whether differences existed between
the Instruction Group for drop rate, or the likelihood of any student not completing
the course once enrolled (see Table 3). The CE group experienced a significantly
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lower percentage of students dropping the course then either AF or FTF (t=28.895,
p<.001).
Table 3
Drop Rates by Instruction Group
Collective
Enrolled
1730
Completed 1618
Drop rate
6.5%

Adjunct Concurrent Full-time
541
649
540
495
646
477
8.5%
0.5%
11.7%

IV. Discussion and Conclusion
Results clearly indicate that Concurrent Enrollment represents a valid and
defensible alternative to college-based offerings. Despite what critics may argue,
this study provides clear evidence that Concurrent Enrollment students perform as
well as, if not better than, students taught on the college campus by college faculty,
showing that rigor and results are equivalent. The data also demonstrate that
grades earned in CE are not inflated, dispelling claims that high school-based
programs are “more generous graders” than is defensible. Furthermore, a much
lower percentage of students dropped the CE course than those taught on-campus,
indicating that CE arguably represents a highly motivating and engaging model.
Bottom line, a well-administered CE program, like the one used in this
study, represents a viable and legitimate program that produces learning outcomes
and levels of mastery that are equal to or better than on-campus programs at the
introductory level in mathematics. Future research should mimic the design
illustrated in this study for examining comparative efficacy of CE for English,
science and other subject matter areas.
Concurrent Enrollment is not just an easy way to get college credit.
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Abstract
This study employed the resource dependence theory to explore the dependency
of five operating income resources (tuition and fees, cooperative education revenue,
extended education income, governmental subsidies, and others) to the University Fund
at Taiwan’s national colleges and universities. Under the assumption that organizations
are not self-sustaining and need to rely on external sources, each individual institution
must play an active role in acquiring resources. In order to investigate if different types
of schools have a different degree of dependency on the five operating income resources,
the data includes a four-year percentage (2001-2004) of the five operating income
resources from the annual Statements of Revenues, Expenditures, and Changes of the
University Fund.

National higher education institutions are grouped into general

universities and colleges; technological, physical education, open, junior institutions; and
normal institutions.
Regarding research question, this study will test the null hypothesis that there is
no difference in dependencies on the five operating income categories among the three
types of higher education institutions (HEIs).

This research will apply the causal-

comparative method to test the extent to which the resources are different among the
three types of national HEIs.

The type of these national HEIs is presumed to be a

causative factor and the institution’s four-year average percentage of operating income is
the phenomenon (effect) the researcher is concerned about.
The research participants are 53 national HEIs in Taiwan, which include 22
general HEIs; 22 technological, physical education, and open HEIs; and 9 normal
colleges and universities. The data utilized are the dollar amount and percentage from

the Annual Statements of Revenues, Expenditures, and Changes of the University Fund
and the Annual Status Reports from 53 public HEIs in Taiwan.
The results will provide important information for higher education funding
strategy. Understanding if the type of HEI affects the dependency of various operating
income resource of each institution helps the top administrators to make effective
decision to generate funds.

Keywords: The University Fund, Resource Dependence Theory, Operating Income
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Abstract
Relationships between parents and professionals form the foundation of all early
intervention services provided to infants and toddlers with disabilities and their families.
The importance of this relationship is reflected in the Part C requirements of the
Individuals with Disabilities Education Act (IDEA), which provides early intervention
services for children from birth to age three. This law requires service providers to
include families as active participants in their child’s early intervention program (Council
for Exceptional Children 2004). Collaboration has been identified in the literature as
being critical to providing family-centered services (Dunst, 2000). To collaborate
effectively, each team member needs to possess certain skills. These include the ability
to participate on teams, communicate effectively, problem-solve, resolve conflict, and
understand the impact that differences in beliefs and values can have on the process of
collaboration (Friend & Cook, 2003).
The research indicates that building collaborative relationships between service
providers and persons from marginalized groups is often difficult (Harry, Rueda, &
Kalyanpur1999). Service providers have identified adolescent parents as a group with
whom they have particular challenges with respect to collaboration (Lea, 2006). Before
efforts can be made to improve collaboration between adolescent mothers and service
providers, an understanding of the adolescent mother’s perspectives about collaboration
is needed. When this perspective is obtained, further efforts can be made to identify
factors that influence collaboration between adolescent mothers and service providers.
This paper describes on-going action research within courses designed to prepare
preservice teachers to work effectively with diverse families. Although the research
supports the need for improved collaboration between service providers and families
from marginalized groups, the literature also describes the challenges of preparing
inservice teachers to meet these needs (Ford, 2004). Using data from an ethnographic
study that examined the relationships between adolescent mothers of children with
disabilities and services providers (Lea, 2006) as well as data currently being gathered
through action research within courses designed to prepare preservice teachers to work
with diverse families; this paper will describe methodologies and specific strategies for
assisting inservice teachers develop and implement critical cultural competencies.

Ford, Bridgie, A., (2004). Preparing special educators for culturally responsive
school-community partnerships. Teacher Education and Special Education, v 27 n3
(Summer), p. 224-30.
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patterns of disconnect between adolescent mothers of children with disabilities and their
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Those Who Dare Teach (Freire, 1998):
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This workshop proposes to implement Freirean Critical Pedagogy through story
telling/dramatization and teacher narratives to engage the pre/in-service teachers in
dialogues in a cultural circle. Teachers’ identities in teacher preparation will be the
central theme of discussion. To shape the teacher’s identity is by confronting the
master’s tool (Lorde, 1986) of hegemony, not by conforming to it. That “education as
practice of freedom” (Freire, 1997) is to provoke teachers in search of freedom by
“discovering the water in which they swim” (Bruner, 1983, Bahruth, 2000).
This workshop will utilize the children’s literature books on women’s lives as the
point of departure to invite the teacher participants on their way to tell and retell their
own stories. Decoding the embedded metaphors in these three narratives in connection
with teachers’ own stories is a pedagogical move for decolonization to reshape
teachers’ profession identities inseparable with their classroom practice and praxis.
The very critiqued banking education that submerges consciousness of students (Freire,
1970) and the dis-empowering bureaucratization of teaching profession as securing an
“iron rice bowl” (Lea, 2003; 2004) will be confronted together to problematize teacher
identities.Dialogues in this workshop intend to demonstrate critical examinations/
reflections for teachers to commence liberation from the meta-narratives that govern
teachers’ private and public lives.
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Abstract
The California experience may state usefully on adopting distance learning. On
contrary, Taiwan’s related educational bureaus are suffering from inefficiency in this
delivery system. The phenomena arouse the arguments even in Taiwan’s scholars. Thus, on
the distance learning, the study argues that several studies view the computer ability,
learning equipment, and supporting environment as the considerable obstacles. By
Applying Confirmation factor analysis (CFA) by LISERL software and Manova statistics
methods. The result revealed that the above factors were not significant, that means there
may have other latent variables to inference distant learning attitude, rather than the factors
as previous motioned. In practice, educational institutes or enterprises may pay more
attention to learner’s inside traits when training, since which may be more important than
his or her ability or hardware equipment. Several factors such as personal trait,
self-directed etc. may account for the reasoning, those new factors bound to the examine
direction on future studies.

Introduction
Two distance education delivery systems are available in synchronous and
asynchronous categories, asynchronous means all students and instructors do not need to
be required in the simultaneous location or the same time. Rather, asynchronous learning
is more flexible than synchronous learning, which can provide learners choose their own
instructional time frame as well as decide learning materials according to their schedules.
The California experience has proved usefully when adopting distance learning (Porter,
2004). On contrary, this delivery system applying in Taiwan’s related educational institutes
seems inefficiency. The phenomena arouse the arguments even in Taiwan’s scholars.
Several studies showed that the learners are the most critical factor on distant learning
success, but attitude, experience, cognition, and learning styles affect to distant learning
process, and attitude is the important index to measure learner study result (Simonson,
Smaldino, Albright, & Zvacek, 1999). On the same viewpoint, Clark (1984) suggested that
the positive learner attitude is helpful to learning. Therefore, distance learning attitude
could be a factor to distant learning success, but, there are many factors on obstacles to
inference distance learning attitude, such as the lack of computer ability Kenny, 2000
Tilson, Strickland, DeMarco, & Gibson, 2000 Yellen, 1998 Leasure, Davis, & Thievon,
2000 Billings, 2001 ; the lack of learning equipment Garland, 1993 Cragg, 1994 ; and
supporting environment on learning (Pym, 1992 Garland, 1993 . In fact, there exits a

separation between the leaner and instructors for the majority of the distance leaning
process, as Porter (2004) said, the learners are expected to be self-directed in their own
learning if they intend to complete the course successfully. Following the previous theories,
the study argues that the computer ability, learning equipment, and supporting environment
are not such a considerable factor to the distance learning attitude, therefore, the
researchers we proposed that the three variables above are not different on affecting to the
distance learning attitude. Thus, the hypotheses to be tested are:
H1: There is significant different between the lack of computer ability and distance
learning attitude
H2: There is significant different between the lack of learning equipment and distance
learning attitude
H3: There is significant different between the lack of supporting environment on
learning and distance learning attitude
Besides, the demography is included as dependent variables to test the relationship,
since it is also a key factor. Thus,
H4: There is significant different between demography and distance learning attitude

Method
Based on the theories, the study will examine if there exist some differences between
the learning obstacles and distance learning attitude. And the operational definition of
distance learning attitude is on asynchronous environment. A sample of 225 was drawn by
random sampling with survey by mailing, 225, the effective responses was 119 with its rate
52.9 percent.
The study uses the independent variables according previous studies, which are: (1) the
lack of computer ability, (2) the lack of learning equipment, and (3) the lack of supporting
environment on learning, besides, the demography is included as dependent variables,
since it is also a key factor. Also, the distance learning attitude is used as dependent
variables to test by Manova statistics methods. The measure of items was a five-point
scales by Likert-scale on questionnaires, 18 items of loading over 0.3 were remained from
original 23 items after items analysis. Since KMO value of these items’ variables is 0.965,
the two factors of distance learning attitude were extracted by exploration factor analysis
(EFA), which named internalization and recognition respectively according to the
identification by Webster’s College Dictionary. (1996). Since the contents of all items
were reviewed by five experts, it consisted with content validity, In addition, through
confirmation factor analysis (CFA) by LISERL software, the parameters revealed
significant (λx11=0.74 andλx21=0.56), thus, all items were corresponded to construct
validity on its convergent and discriminate validity as well, And Cronbach’αof distance
learning attitude is in 0.9919 of high reliability.

Result
The result shows on table 1 that all the hypotheses are not significant by Manova, this
means the computer ability, learning equipment, and supporting environment all are not
different to affect the distance learning attitudes, and demography (sex, age, education) are

not significant either. Thus, all of the hypothecs (H1, H2, H3, H4) are not accepted, which
support the same viewpoint as the study proposed that the computer ability, learning
equipment, and supporting environment are not such a critical factors to the distance
learning attitude, since the learners should be self-directed in their own learning if they
expect to complete the distance course successfully.
Table 1 The results of hypotheses by Manova
Dimensions
Factors
Wilks' Lambda
F-value
Computer ability
Self-learning time
0.683
Training time
1.801
On-line time
0.457
Operation time
1.160
Learning equipment
0.655
Supporting
Personal
0.371
environment
consultation
Magazine
0.501
information
Network
3.501
information
Basic data
sex
0.557
Age
0.947
Education
2.318

P-value
0.706
0.134
0.884
0.333
0.686
0.829
0.807
0.054
0.764
0.492
0.022

Conclusion
Asynchronous instruction is more flexible in any location and time, and learner may
choose their learning materials as well as instructional time frame according to their
schedules. Although the California prove a successful experience on adopting distance
learning (Porter, 2004), but the Taiwan’s seems to suffer from inefficiency in this delivery
system. The study argues that the computer ability, learning equipment, and supporting
environment are not such a critical factor as the previous discussed. Clark (1984) pointed
out that the positive attitude of learner is helpful on learning. Therefore, distance learning
attitude could be a factor to distant learning success. The result revealed that all the
hypotheses were not significant, that means there may have other latent variables to
inference distant learning attitude, rather than the computer ability, learning equipment,
and supporting environment in their learning. In practice, educational institutes and
enterprises may pay more attention to learner’s internal traits when training, since which
may be more important than his or her ability or hardware equipment. Several factors such
as personal trait, experience, cognition, and learning styles, of course, including
self-directed may account for the effect factors, the reconsidering bound to the examine
direction on future studies.
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Abstract

The purpose of this study is to enhance young children’s caring thinking through the
Community of Philosophical Inquiry Activities, a method of Philosophy for Children. In
this study, young children's caring thinking is examined as following categories by
Lipman (2003): 1) Appreciative thinking: to appreciate things that one values 2)
Affective thinking: to acknowledge that emotions are a type of judgment and thinking
3) Active thinking: to passionately care about something and be involved 4) Normative
thinking: to link what actually exists to what ought to be 5) Empathic thinking: to look
at things from others’ emotional stand point, and perspectives.

The subjects of this study are 16 young children (seven 4 year-olds and nine 5 yearolds) of a kindergarten class affiliated to Dongduk Women's University in Seoul, Korea.
In the process of the study, The Community of Philosophical Inquiry Activities is
practiced for 30 minutes per session, twice a week, for 12 weeks from September, 2005.
To observe how children’s caring thinking evolves through discussions, Sharp’s
philosophical story “the Doll Hospital” is selected as an educational material. The
changes of young children's caring thinking in the protocols of pre- and post-activity
sessions are analyzed by Lipman’s 5 patterns of caring thinking (2003).

In 1984, DeVries and Zan emphasized that young children created a sense of
community and learned self-regulation and democracy in a socio-moral classroom.
According to Vincent (2002), a pedagogical strategy to create a caring classroom
promoted children's relationship with others. Through Community classroom meetings,
conversations, and character education, children behaved with independence,
cooperation, respect, confidence, and kindness. Caring, empathy, help, and friendship
were observed in regards to linguistic expressions, while warmth, closeness, and caring
were noted in terms of physical expressions. Sharp (2004) also emphasized that the

community of inquiry could give chances to nurture, encompass, appreciate, preserve,
be concerned, commit, consider, and participate to children.

Therefore, this study will show enhancement of young children’s caring thinking
through the activities of the community of philosophical inquiry in the following
aspects:

cherishing,

valuing,

celebrating,

admiring,

respecting,

and

praising

(appreciative thinking); liking, loving, honoring, reconciling, and being friendly
(affective thinking); participating, executing, building, performing, and saving (active
thinking); requiring, obliging, enforcing, demanding, being appropriate, and being
expectant (normative thinking); and being considerate, compassionate, sympathetic,
serious, and imaginative (empathic thinking). The Philosophical Inquiry Activities will
be transformed into a caring learning environment.
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Abstract
The purpose of this study is to identify the feasibility of picture books working as
educational materials for child economic education. The contents of 100 picture books
published between 1998 and 2004 are analyzed in the 3 categories of economic
subjectivity, economic concepts and economic decision making. From 1998, Korea was
controlled by IMF because of severe economic problems, and all the interests and
endeavor of Korean people were focused on economic recovery.
This study looks into genres of 100 subjects such as traditional fairy tales, creative
fairy tales, and knowledge information books, and the types of characters as economic
subjectivity are analyzed in case of 1) humans (such as adult male, adult female, boy
and girl), and 2) animals and objects (such as masculine, the feminine and the neuter).
The subjects are investigated in the 7 types of economic concepts (scarcity,
consumption, job and work, product purchase/market concept, currencies, production,
and advertisement) , and those are examined in 3 aspects such as understanding and
value awareness of economy, rational decision making about economic affairs, and
practice of economic behavior.
The expected results of this study are followings.
Firstly, 100 pictures books will contain creative fairy tales, traditional fairy tales,
and knowledge and information books. The rate of creative picture books is the highest
in 100 picture books that comprise economic concepts.
Secondly, in case of characters of subjects, the rate of male children as economic
subjectivities is the highest followed by female children, male adults and female adults.
In case of animals and objects, the rate of masculine is the highest followed by the
feminine and the neuter. Male characters as heroes who play roles of economic
subjectivities have the highest rate.
Thirdly, economic concepts appeared in 100 picture books, the rates of
consumption and job/work are to be highest followed by money, scarcity, product
purchase/market concept, and production, where there will be little concepts of
advertisement. According to H. Kim (2000), the concept of consumption was followed
by job and work, product purchase/market concept, and production. There were also
only two concepts of advertisement. Therefore, it is expected that this study will show
rarely the cases of advertisement.

Fourthly, in three economic aspects of subjects, practice of economic behavior is
followed by understanding and value awareness of economy, and rational decision
making about economic affairs. The aspect of understanding economy in picture books
is apparently focused on practicing economic behavior, because economic education for
children at kindergartens and/or homes largely used to focus on the aspect of behavioral
practices which can be accomplished through actual experiences such as play activities
of buying and selling goods, savings activities, and work activities utilizing recycled
goods.
In conclusion, this study will suggest that economic education through picture
books may help children to obtain self consciousness as economic subjectivity through
identifying themselves as characters in the picture books, and unaffectedly apprehend
economic concepts through the contexts and situations of the books. Therefore, this
study will show that picture books can be utilized for educating economy at
kindergartens and homes.
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Abstract
This paper reports on the measured changes in three variables in student
teachers between the time of their entry into a teacher-preparation program and
the time they exit from the program. The three variables are attitudes towards
teaching, students’ perceptions of their knowledge about teaching, and their
perceptions of their own teaching skills. The investigation is part of a
longitudinal study of Teacher Preparation and Professional Development
(TPPD) programs of the National Institute of Education (NIE), Singapore, whose
aims include the determination of program efficacy and how it has changed
student teachers’ attitudes towards teaching.
This study involves three
categories of student teacher at NIE. They are the Diploma in Education,
Postgraduate Diploma in Education (Primary), Postgraduate Diploma in
Education (Secondary) and the B.A./B.Sc. Degree programmes. This paper
discusses the scaling procedures whereby the student teachers’ measures on each
of the three variables are made on a common scale for that variable in question,
for the pre- and post-measures. This is achieved through the use of Rasch
procedure where the analyses of the post measures are done by anchoring the
item calibrations on the values of their respective pre-measures analyses.

Background
Three very important variables that should be examined in trying to determine changes
that student teachers experience when they undergo a teacher preparatory program are
their attitude towards teaching, their perceptions of their knowledge about teaching, and
their perceptions of their skills in teaching. These variables are also direct indicators of
programme efficacy. All these three variables are examined in a longitudinal study of
teacher preparation and professional development from the time student teachers enrolled
for a program at the National Institute of Education, to the time they had been two years
into their teaching careers. For all these three variables, both the pre- and post-measures
were obtained. The set of objectives of this study include the understanding and
determination of:
(a) the participants’ reasons for joining teaching, their attitudes towards teaching, and
their expectations of the Initial Teacher Training (ITT) programmes at the National
Institute of Education (NIE);
(b) the participants’ perceptions of their teaching skills and knowledge at the end of
their ITT;
(c) the participants’ views, as beginning teachers, of the ITT programme in terms of
equipping them for beginning teaching;
(d) school administrators’ views of NIE’s ITT programmes, based on the beginning
teachers’ performance in the schools;

(e) the support in schools for the professional development of beginning teachers, and
their needs in this area the reasons for the participants’ remaining in/opting out of
the teaching service.
The full study examines three of NIE’s programs, namely, the Postgraduate Diploma in
Education (PGDE) for both the Primary and Secondary school student teachers’
programs, the Bachelor of Art and Bachelor of Science (B.A./B.Sc.) with Education
program, and the Diploma in Education (Dip.Ed.) program. For this paper however, we
use only the PGDE Primary and Secondary July 2004 Cohorts to demonstrate how
attitudes towards teaching and perceptions of knowledge about teaching and skills in
teaching can be measured and hence the pre-post measures compared. The PGDE is a
one-year program while the Dip. Ed. and B.A./B.Sc. are two-year and three-year
programs respectively. Exit data are therefore available for only the PGDE student
teacher.
Teacher Education and Attitudinal Change
It is a known fact that teacher education programs will affect some changes in the
attitudes of student teachers towards teaching, and this is often expected to be a change in
the positive direction. But how these attitudes change will depend greatly on the kinds of
experiences that the student teachers go through during the course of their training
program. Barros, S. & Elia, M. F. (1998) for example pointed out several factors that
was observed to have affected teachers’ attitude towards teaching. These include the
teachers’ lack of confidence due to their own weak foundations in the concepts they are
to teach, their tendency to act as information providers, their resistance to apply
innovative methodology, and the conditions under which they work. Clearly, if teacher
education programs support the development of positive attitudes towards teaching, the
candidate’s own lack of conceptual understanding of their subject matter, their lack of
desire to try new approaches and the school conditions can negate the effects of the
training program. In this study we will be able to determine how these attitudes change,
alongside possible changes in the student teachers’ perceptions of their change in level of
knowledge about teaching and perceptions of changes in their teaching skills.
In line with the above observations, Fang and Ashley (2004) also showed that when
student teachers gain confidence in their subject matter through their own construction of
professional knowledge, skills and insights using nine-hour, field-based intradisciplinary
reading block, the student teachers gained a more positive attitude towards, and respect
for the teaching profession.
It is also important to consider the attitudes (resulting from beliefs, opinions and
perspectives) of pre-service teachers because these beliefs serve as filters to what they
learn in preservice programs, and eventually will influence their teaching practices in the
classroom (Borko & Putnam, 1996; Lawrence, 1992; Pajares, 1992; Richardson, 1996;
Richardson et al., 1991; Zeichner & Gore, 1990).
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Design of Study
The full study involves two intakes of participants, cohorts 2004 and 2005 for all the
three programs mentioned above. The study uses a survey design where data collection
is through the use of (i) survey questionnaires (Part A), (ii) rating scales (Parts B and C)
and (iii) interview schedules. Part A requests for the student teachers’ demographics and
background information on teaching experiences and reasons for choosing teaching as a
career. Part B of the rating scale is for the measurement of attitude towards teaching and
Part C is for perception of knowledge about teaching and perception of teaching skills.
The interviews are mainly for the purpose of triangulating data collected through the
quantitative instruments. The three variables examined are attitude towards teaching,
perceptions of knowledge about teaching, and perceptions of teaching skills.
Validation of the interview schedule was done in two ways. First, the questions were
examined by members of the research team for possible ambiguities and for the
“completeness” or “adequacy” of the variables to be examined. Second, after the
interviews were done, questions were reexamined if there were unexpected responses
from participants to see if the questions were unclear or could be misinterpreted.
Interviewers were, however, ready to clarify any uncertainties, during the interview itself.
In the case of the rating scales, validation was done by examining the infit and outfit
mean squares obtained through Rasch analysis. This is described in greater detail in the
section on Rasch analysis below.
The Respondents
Each year, new intakes of student teachers will be given briefings on the respective
programs they will be following at NIE, on the first day. For the current study, the
respondents were the July 2004 cohort. The research team took some time at the end of
the briefing, for all the participants to respond to all the three parts of the instrument. In
all, 198 PGDE Primary participants and 611 PGDE Secondary participants, responded.
In addition, there were respondents from the Dip. Ed. and B.A./B.Sc. programs
The Rating Scales
Attitudes can be measured (see Thurstone, 1959). The rating scale consists of statements
about teaching to which respondents indicate their levels of agreement from “strongly
agree” (score of 5) to “strongly disagree” (score of 1). The analysis, however will not be
using the scores as the final measures because the non-linearity of the raw scores can give
rise to misleading locations of the means, and errors will arise when comparisons of
means are made between entry point scores and exit point scores. The raw scores are
used only as sufficient statistics for the construction of measures through the use of the
Rasch Model.
There are two types of statements made on the attitudinal rating scale. One set of
statements is that which reflects extrinsic motivation to he a teacher, such as liking
teaching because of the attractive salary, having long school breaks for vacations, and so
on. Examples of these statements are:
“The teaching job pays well”;
“There are long vacations I can enjoy”;
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“As a teacher, I enjoy recognition by the public”.
The second type of statements show the intrinsic motivation for liking teaching as a
career. These include statements like:
“Being a teacher is meaningful as I am contributing to students’ development”;
“It pleases me to be able to help children learn”;
“Watching students develop is most gratifying”.
There are forty four statements in all. In order to ensure that students are paying attention
to the statements they are responding to, every fifth item (items 5, 10, 15, etc.) are made
negative items. The scoring for these items are of course reversed when the analysis is
done.
Rasch Analysis of Data
All responses from all respondents from all programs (Postgraduate Diploma in
Education Primary and Secondary, Diploma in Education, and the Degree Programs of
B.A./B.Sc. were put into a single matrix as shown in Figure 1, and Rasch analysis was
done on this single matrix for the entry point data. In Figure 1, the codes to identify the
programs are “DG” for degree programs, “DE” for diploma in education, “PP” for PGDE
primary, and “PS” for PGDE secondary.
_________________________________________________________________________
DG Respondent001 001S 44342344424344233451444414444144441555514544
DG Respondent002 002S 33341222434333342333232223444243442544421334
DG Respondent003 003S 45341333435344133441444415445154551545513545
.. ……………. ….. …………………………………………………………..….
.. ……………. ….. ……………………………………………………………..
DE Respondent068 016S 33332333434334343343443324443244442444424444
DE Respondent069 017S 45554455545545145551555515555155551555511555
DE Respondent070 018S 23343322344334243452444424444244443444423444
.. ……………. ….. ……………………………………………………….…….
.. ……………. ….. ……………………………………………………………..
PP Respondent092 027S 43241434444434243442442424444354452454513545
PP Respondent093 028S 44342333434333333333333334343343342544523445
PP Respondent094 029S 34333433434344333332433434344243443444423444
.. ……………. ….. ……………………………………………………………...
.. ……………. ….. ………………………………………………………………
PS Respondent196 032S 34232233434333333443344424444244442344432444
PS Respondent197 033S 45342233545444243442445425444244442344522445
PS Respondent198 034S 44441343534444243342442424344444441444423444
________________________________________________________________________

Figure 1. Single Data Matrix for Responses of All Respondents

Using a single run is akin to having the instrument “equated” in a single step (Lee, 2003)
for all the different groups of respondents from the different programs. There is a great
advantage in using the large single matrix. The standard errors for each of the item
calibrations and person measures are very much smaller compared to equating the
instrument for the different program groups through anchoring group by group on the
calibrations obtained from analysis of one of the groups as a first group. In this single
run of Rasch analysis, the attitude towards teaching for all the respondents from all the
programs are simultaneously measured. These measures can then be isolated or
partitioned by program groups, and the mean measures for the different groups can be
4

compared. We note also that each individual has a measure, and hence investigations on
individual measures of attitude towards teaching can also be made should the need arise.
The process is repeated for calibration of items on the “perception of knowledge of
teaching” and the “perception of skills in teaching” scales. The Rasch analysis was done
using the computer program Winsteps (Linacre and Wright, 2000) which simultaneously
calibrates all items on the rating scale while measuring each person on the respective
variables. These item calibrations and person measures are in logits (log odds units) and
are linear measures, unlike raw scores.
Results
To calibrate items on the attitudinal scale, all 1068 persons from all the four programs
(PGDE Primary, PGDE Secondary, B.A./B.Sc. and Dip. Ed.) were used in the one-step
run. From the output of the analysis, three persons were found to be misfitting with both
infit and outfit mean squares of greater than 3.0. These three persons were removed from
the data set and the analysis run again on the remaining 165 persons. The item
calibrations were then used to create the anchor file to be used in subsequent analyses for
responses to the attitudinal rating scale.
(a) Attitudinal Change
For PGDE Primary, 198 student teachers responded to the attitudinal rating scale at their
entry point into the program. At the exit point, 258 of them responded. Running the
analyses anchored on item calibrations obtained earlier in the single step analysis,
resulted in the person and item distributions shown in Figure 2. Figure 3 shows the
corresponding person and item distributions for the PGDE Secondary student teachers, in
which 605 of them responded at entry point into the program and 425 responded at the
exit point from the program. Notice that the item distributions are the same since they
are anchored on to the same scale. In the post measures, however, notice that Item 28 is
missing due to an error made in the rating scale during printing. This however, does not
affect the person measures obtained in the analysis of the exit data.
It was observed that an appreciable number of student teachers who responded to the
reating scale at entry point, did not respond to the rating scale at exit point after one year.
Likewise, there were those who did not respond at the entry point but responded to the
rating scale at their exit point. For the purpose of comparing the change in the mean
measures between entry and exit points, it will have to be for the same group of persons.
Hence respondents who appear in only one of the two time points were dropped from the
determination of the mean measures. The same was done for the other two variables,
namely “perception of knowledge about teaching” and “perception of teaching skills”.
The number of respondents left within each analysis is shown in the respective result
tables below.
TIME 1 ATTITUDE TOWARDS TEACHING (PGDE PRI COHORT 2004)
MEASURED: 198 PERSONS, 44 ITEMS
---------------------------------------------------------
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TIME 2 ATTITUDE TOWARDS TEACHING (PGDE PRI COHORT 2004)
MEASURED: 258 PERSONS, 43 ITEMS
---------------------------------------------------------
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Figure 2. Distribution Of Attitude Towards Teaching at Times 1 and 2 for PGDE Primary Cohort 2004
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Figure 3. Distribution Of Attitude Towards Teaching at Times 1 and 2 for PGDE Secondary Cohort 2004

We notice that for both primary and secondary student teachers, the means of the postmeasures are below their respective means of the pre-measures of attitude towards
teaching. This means that after their respective programs, the attitude of the student
teachers towards teaching have dropped. The mean attitudes, however, remained in the
positive territory as can be seen by the fact that they remain above the mean item
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calibration of zero (item calibrations are centered at zero by Winsteps). Hence while the
attitudes remain positive, they have diminished.
Table 1. Mean Measures of Attitude for Time 1 and Time 2 For PGDE Cohort 2004
Time

Programme

N

PGDE Primary

139

PGDE Secondary

197

Time 1
Time 2
Time 1
Time 2

Attitude Measures
Mean
S.D.
1.84
0.88
1.37
0.88
1.77
0.76
1.32
0.71

Standard Errors
Mean
S.D.
0.25
0.02
0.24
0.02
0.25
0.02
0.24
0.01

To check if this drop is significant, the dependent sample t-test was used, and Table 2
shows that the change is significant at the level of significance of 0.05.
Table 2. Dependent t-test for T1-T2 Measures of Attitude towards teaching for PGDE Primary
Paired Samples Statistics
Pair

Mean

N

Std. Deviation

Std. Error
Mean

TIME 1

1.8371

139

.87797

.07447

TIME 2

1.3691

139

.87662

.07435

N

Correlation

Sig.

139

.656

.000

Paired Samples Correlations
Pair
TIME 1 & TIME 2
Paired Samples Test

Paired Differences
Pair

TIME 1 - TIME 2

Mean

Std.
Deviation

Std. Error
Mean

.4680

.72723

.06168

95% Confidence Interval
of the Difference
Lower
Upper
.3460

.5900

t

df

Sig.
(2-tailed)

7.587

138

.000

Similarly, the dependent sample t-test was used to check for the significance of the drop
in mean attitude for the PGDE Secondary student teachers. Again this drop was found to
be significant at the 0.05 level of significance.
Table 3. Dependent t-test for T1-T2 Mean Measures of Attitude towards teaching for
PGDE Secondary
Paired Samples Statistics
Pair

Mean

N

Std. Deviation

Std. Error Mean

TIME 1

1.7662

197

.75561

.05384

TIME 2

1.323

197

.70500

.05020

N
197

Correlation
.542

Sig.
.000

Paired Samples Correlations
Pair
TIME 1 & TIME 2
Paired Samples Test
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Paired Differences
Pair

TIME 1 - TIME 2

Mean

Std.
Deviation

Std. Error
Mean

.4429

.70054

.04991

t

df

Sig.
(2-tailed)

8.874

196

.000

95% Confidence Interval of
the Difference
Lower
Upper
.3445

.5413

(b) Change in Perception of Knowledge About Teaching
The analysis for attitude measure was repeated in exactly the same way for the other two
variables, “perception of knowledge about teaching” and “perception of skills in
teaching”.
Table 4 summarises the change in mean perceptions of their knowledge about teaching
which increases from 0.49 logits at entry point for PGDE Primary to 1.25 logits at exit
point from the program a year later, and an increase from 0.57 logits to 1.04 logits in the
case of PGDE Secondary.
Table 4. Mean Measures of Perceptions of Knowledge for Time 1 and Time 2
For PGDE Cohort 2004
Programme

N

Knowledge Perception
Measures
Mean
S.D.
0.49
1.06
1.25
1.14
0.57
1.20
1.04
1.30

Time

PGDE Primary

139

PGDE Secondary

326

Time 1
Time 2
Time 1
Time 2

Standard Errors
Mean
0.22
0.25
0.23
0.25

S.D.
0.02
0.03
0.03
0.05

Tables 5 and 6 show that both these increases in the perception of knowledge about
teaching for Primary and Secondary student teachers, were significant.
Table 5. Dependent t-test for T1-T2 Mean Measures of Perceptions of Knowledge
of Teaching for PGDE Primary
Paired Samples Statistics
Pair

Mean

N

Std. Deviation

Std. Error
Mean

TIME 1
TIME 2

.4866
1.2527

139
139

1.05690
1.14013

.08964
.09670

Paired Samples Correlations
Pair
TIME 1 & TIME 2

N

Correlation

Sig.

139

.140

.101

Paired Samples Test
Paired Differences
Pair
Mean

Std.
Deviation

95% Confidence Interval of
the Difference
Lower
Upper

Std. Error
Mean

8

t

df

Sig.
(2-tailed)

TIME 1 - TIME 2

-.7660

1.44223

.12233

-1.0079

-.5242

-6.262

138

.000

Table 6. Dependent t-test for T1-T2 Mean Measures of Perceptions of Knowledge
of Teaching for PGDE Secondary
Paired Samples Statistics
Pair

Mean

N

Std. Deviation

Std. Error
Mean

TIME 1

.5749

329

1.24626

.06871

TIME 2

1.0469

329

1.34884

.07436

Paired Samples Correlations
Pair
TIME 1 & TIME 2

N

Correlation

Sig.

329

.028

.609

Paired Samples Test
Paired Differences
Pair

TIME 1 - TIME 2

Mean

Std.
Deviation

Std. Error
Mean

1.81033

.09981

-.4720

95% Confidence Interval of
the Difference
Lower

Upper

-.6683

-.2756

t

df

Sig.
(2-tailed)

-4.729

328

.000

(c) Change in Perception of Skills in Teaching.
For the student teachers’ change in perceptions of their teaching skills, the same analysis
as for perceptions of knowledge about teaching was carried out and the outcome of the
mean measures at entry and exit points are shown in Table 7.
Table 7. Mean Measures of Perceptions of Teaching Skills for Time 1 and Time 2
For PGDE Cohort 2004
Programme

N

PGDE Primary

137

PGDE Secondary

314

Time

Skills Perception Measures
Mean
S.D.

Standard Errors
Mean
S.D.

Time 1

0.83

1.12

0.23

0.02

Time 2

1.05

1.22

0.24

0.04

Time 1

0.62

1.30

0.23

0.05

Time 2

0.86

1.33

0.24

0.10

For PGDE Primary, the measure of perception of skills increased from 0.83 logits at entry
point to 1.05 logits when they exit the program after one year. The corresponding values
for PGDE Secondary are 0.62 logits and 0.86 logits.
The significance of these increases were tested using the dependent t-test at α = 0.05 and
both were found to be significant. The t-values are shown in Tables 8 and 9 for the
Primary and Secondary groups respectively.
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Table 8. Dependent t-test for T1-T2 Mean Measures of Perceptions of Skills
for PGDE Primary
Paired Samples Statistics
Pair

Mean

N

Std. Deviation

Std. Error Mean

TIME 1

.8274

137

1.11615

.09536

TIME 2

1.0536

137

1.21735

.10400

Paired Samples Correlations
Pair
TIME 1 & TIME 2

N

Correlation

Sig.

137

.414

.000

Paired Samples Test
Paired Differences
Pair

TIME 1 - TIME 2

Mean

Std.
Deviation

Std. Error
Mean

-.2262

1.26612

.10817

t

df

Sig.
(2-tailed)

-2.091

136

.038

95% Confidence Interval of
the Difference
Lower

Upper

-.4401

-.0123

Table 9. Dependent t-test for T1-T2 Mean Measures of Perceptions of Skills
for PGDE Secondary
Paired Samples Statistics
Pair

Mean

N

Std. Error
Mean

Std. Deviation

TIME 1

.6170

314

1.29984

.07335

TIME 2

.8622

314

1.32998

.07506

Paired Samples Correlations
Pair
TIME 1 & TIME 2

N

Correlation

Sig.

314

.110

.052

Paired Samples Test
Paired Differences
Pair

TIME 1 - TIME 2

Mean

-.2452

Std.
Deviation
1.75450

Std. Error
Mean
.09901

95% Confidence Interval of
the Difference
Lower

Upper

-.4400

-.0504

t

df

Sig.
(2-tailed)

-2.476

313

.014

Conclusion
Research findings related to the impact of teacher preparation upon teachers’ attitudes
toward teaching are conflicting (Callahan, 1980, Hoy & Woolfolk, 1990). For example,
Marso and Pigge (1989) found no overall change in a high positive attitude toward
teaching occurs during preservice education. On the other hand, McGinnis, Kramer, &
Roth-McDuffie (1998) found that teachers’ attitudes towards and beliefs about
mathematics and science improved after attending a reformed-based Mathematics and
Science Teacher Preparation Program using the Maryland Collaborative for Teacher
Preparation (MCTP) instrument, ‘Attitudes and Beliefs about the Nature of and the
Teaching of Mathematics and Science. Yet another finding by Marso and Pigge (1989)
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was that during pre-service education, there was no overall change in a high positive
attitude toward teaching. In this current study however, we found that while the attitude
of student teachers remains positive towards teaching, the measure of this attitude
dropped significantly after one year being in the teacher education program. It is very
likely that these student teachers were very highly motivated when they first joined the
program at NIE, very much looking forward to being a teacher at the end of the one-year
program. However, during the program they began to realize what the teaching job
entails and what the demands are and these must have been beyond their expectations.
Part of the training program was the practicum where the student teachers try to put into
practice, what they learn within the course. This is an experience with very high
potential of bringing about stress. Student teachers are suddenly put into a scenario of the
realities of the school conditions and student behaviour. Prior to that these student
teachers’ perceptions of student behaviour could well be that of well-behaved students
the way they had themselves behaved when they were school students. In addition, these
student teachers, facing actual teaching in a classroom for the first time, could have
discovered that their teaching methodologies and pedagogies learnt during the course are
not necessarily so easily put into practice. These would certainly alter the student
teachers’ perceptions of and beliefs in teaching and hence their attitude towards teaching.
However, we can still take heart, the fact that while the positive attitude measure dropped
significantly after their one-year program, the measure remains positive.
We can expect the beginning teachtes’ attitude towards teaching to be inceasingly
positive again as they gain more experience on the job. With increasing competence
comes increasing confidence which should logically lead to increasingly positive attitude
towards teaching. So, Cheng, and Tsang (1996) pointed out that classroom teachers
generally find training courses to be too theoretical and what influences them to be good
teachers are their their own experiences in the classroom. So, Cheng, and Tsang (1996)
also, found that after teaching practice, student teachers had a reduced perception of their
teaching competence. This is the reverse of what our current study finds, and that is,
perceptions of knowledge about teaching and teaching skills are significantly higher than
before the teacher education program which includes teaching practice. The finding that
attitude measures decrease simultaneously with an increase in perception measures of
knowledge and skills in teaching, are certainly not conflicting because they are entirely
possible.
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Abstract:
The IDEA legislation has had a strong impact on service delivery in early childhood
special education, resulting in many more possibilities for integrating young children
with disabilities into programs designed for their typically developing peers. While
recognizing the benefits of inclusive environments, it is also critical to rethink the true
notion of inclusion within the context of the day to day social experiences of children
with and without disabilities. To gain a richer and more contextualized understanding of
the social experiences of preschoolers with special needs within inclusive classrooms,
this paper will draw on data from three case studies, which we have conducted
individually and in collaboration with others (Recchia &Lee, 2003; Recchia & Soucacou,
2002; 2004; Mullarkey, Recchia, Lee, Lee, & Shin, 2005; Shin, Recchia, Lee, Lee &
Mullarkey, 2004) within three different early childhood inclusion classrooms. The
purpose of this paper is to construct an overarching, qualitative synthesis of themes
related to issues of inclusion that emerge across these individual case studies, using a
meta-analytical methodology. Through this careful review of interactive classroom
processes, we hope to enhance theoretical understandings regarding the nature and the
possibilities of early social experience for young children with disabilities in inclusive
settings.

Paper Session (research/evaluation)

297

Attitude and Achievement Using Two Approaches for
Elementary Mathematics Instruction
Sallie L. Leewer, Ph.D.
William G. Leewer, Jr., Ph.D.
Laura Bryan, Ed.D.
Linda Walker, Ph.D.
Mississippi State University
The study investigated the differences in attitude and achievement of first-grade
students in constructivist and direct instruction classrooms to find out: (a) if there was a
difference in attitude of first-grade students from the two classes, (b) if there was a
difference in the achievement of first-grade students from the two classes, and (c) what
the relationship was between attitude and achievement of first-grade students. To gather
more in-depth information on attitudes of students toward mathematics, the researchers
collected additional data through student observations, student interviews, and student
journals.
Of the 44 students composing the study, 13 were African American and 31 were
Caucasian. Twenty-two students were represented from each class and were randomly
selected for placement by the elementary principal. Only six students were randomly
selected from each classroom to participate in the qualitative part of the study.
There were several data sources for the study: The MAT6, The Roland Attitude
Scale, student observations, student interviews, and student journals. The statistical
procedure used in achievement and attitude was repeated measures ANOVA. A Pearson
Product Moment Correlation r correlation compared the relationship. The researchers
visited the first-grade classrooms 18 times during the study to observe. Individual semistructured interviews were conducted with six students from the constructivist classroom
and six students from the direct instruction classroom. Additional data were collected
from an average of 50 journal entries per student.
Achievement was analyzed by the researcher from scores on the mathematics
section of the MAT6 tests. The student responses from the Roland Attitude Scale were
scored using computational formulas. Qualitative data were triangulated through student
observations, student interviews, and student journals. Each set of data from each
classroom was coded for emerging themes. The findings of this study suggest
implications for classroom practice and teacher educators.

Is This Really About Me?-Self Advocacy and the IEP Meeting Process
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Abstract
Each year students with disabilities review their Individual Education Plans (IEPs)
with both their teachers and parents/guardians. When identified special education
students reach the secondary level, the added component of transitional goals is included
in their IEP plans. This added component addresses how best to facilitate the student’s
movement from his current placement to post secondary life. It is important that students
at this level become self advocates within this process so that their “vision” of who they
want to become is realized and not determined solely by teachers or parents. Using an
action research design which applied methods that tapped multiple data types, the authors
explored the following question in an urban Kansas City metropolitan charter high
school: What happens in the IEP meeting process after students engage in self-advocacy
training?
The results of this study indicated that all students were able to articulate some aspect
of the IEP meeting process. Three key areas emerged to support this finding: engagement
in self inquiry promoted student autonomy; direct instruction increased student
knowledge base, and applied problem solving strategies impacted student participation.
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ABSTRACT
A growing epidemic of bullying is taking on a new form: "High Tech" Harassment.
Students' use of cell phone voice messaging and text messaging and internet IM-ing and
websites as methods to harass other students has surpassed other forms of bullying and is
quickly becoming students’ primary source of bullying and harassment. “Bullying and
Harassment in Secondary Schools” presents current research on bullying and harassment
in secondary schools including the challenges and legal issues of handling and preventing
“High Tech” bullying. The link between bullying and violence, focusing specifically on
school shootings and suicides is examined, as is the link between bullying and
depression. The emotional ramifications of bullying, such as depression, low self esteem,
potential patterns for future workplace bullying, and legal problems, including criminal
behavior, are discussed. "Bullying and Harassment in Secondary Schools" presents
strategies counselors can employ to aid in the fight against bullying, such as demanding
Zero-Tolerance Policies for bullying, offering Anti-Bullying Workshops, providing
individual counseling, and of course, supplying information and education. The following
three approaches currently used to combat bullying are evaluated: Zero Tolerance
Policies; bullying and harassment education for staff, parents, and students; and strict
computer and cell phone use policies. The Bullying and Harassment in Secondary School
Survey, which will be distributed to Greater Philadelphia Area Secondary Schools in
October and November, will examine similarities and differences between school
responses, discrepancies between Research and Survey Results, and suggestions for
addressing the growing bullying and harassment problem in secondary schools today.
Based on research and survey findings, "Bullying and Harassment in Secondary Schools"
will recommend schools start Prevention Training in grade schools, and that they
collaborate with parents to combat in-school and at-home bullying and harassment via the
Internet and Cell Phone.
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Abstract
The ESL Classroom Discourse: A Cultural Mirror

This presentation will illustrate how teachers' discourse and the resulting interactional
patterns and teaching styles are affected by the cultural background of the teachers
and the learners. The research focuses on Teaching English as a Foreign Language in
Israel as a learning situation of dynamic cultural encounters.
The presentation is based on an ethnographic study of three different cultural settings
presented as case studies of three classes, with the researcher as participant observer.
The research adopted an inductive approach, whereby grounded theory was developed
through the process of collecting and analyzing data. Data were collected over a
period of two years and were then subjected to critical discourse analysis. The
methodology included triangulation by means of formal and informal interviews,
conversation, video film, as well as observation of the school cultural setting.
Reflective diary entries by the researcher added a further dimension upon the process
under review.
The research findings constituted theoretical formulations concerning the
interrelationship of culture, language and learning in the realities under investigation.
The analysis revealed three distinctive micro-cultures which were found to reflect
elements of each specific macro –culture. It exposed beliefs, expectations, paradoxes,
tensions and covert ambitions and provided an in depth insight into the three different
cultural contexts contributing to the thick description of events and environments.
Conclusions were drawn as to the effect of these elements on the language teaching
and learning process, and also on the distance between the cultural background of the
teacher and students and the culture of the target language, and its implications.
The study has been able to confirm the theoretical principle that cultural backgrounds
of those involved in teaching and studying a foreign language affect classroom
discourse, and to illuminate the socio-cultural factors that influence the quality of
teacher talk and patterns of classroom interaction. The study makes a contribution to
the understanding of the complexity of any classroom situation and particularly to the
foreign language teaching situation, highlighting its socio-cultural aspect. The
conceptualization arrived at can assist subsequent research to connect the micro and
the macro cultural spheres. It can also benefit both foreign language teachers and
teacher education programmes in making them aware of the role of the socio cultural
dimension and thereby enrich their reflection on teaching styles.
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Abstract:
Students with learning disabilities often experience difficulties in writing fluently
and using a diversity of words. For these students, specific and effective writing
strategies must be incorporated into instruction and demonstrated to them through
modeling. The purpose of this study was to examine the effectiveness of an instructional
strategy that used the story map technique and story map questions. The two study
questions were: (a) What was the effect of story maps and story map questions on the
fluency of story writing by students with learning disabilities? (b) What was the effect of
this strategy on the diversity of word usage by these students?
Four students with learning disabilities in the 4th and 5th grades participated in
the study. A multiple probe design was used to examine the changes in the students’
writing behaviors through the phases of baseline, intervention, and maintenance. The
measurement of fluency was based on counting the number of T-units contained in each
story. Diversity of word usage was determined by calculating the type/token ratio. To
minimize the potential biases in rating, an independent rater was used to conduct checks
for inter-rater agreement.
The result of the study showed that three of the four students improved writing
fluency while the fourth student, who was more fluent than the others prior to the start of
the study, did not demonstrate improvement in fluency. Regarding the diversity of word
usage, this study did not show significant changes in the students’ writing performance.
While two students demonstrated a small overall increase during intervention over the
baseline condition, the diversity of word usage in the other two students’ stories remained
relatively unchanged. In addition to these findings, incidental observations revealed that

the stories written by all four students contained more story elements during the
intervention and maintenance phases than during baseline phases.
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Introduction
Teacher preparation programs are constantly faced with challenges to improve
both the quality and quantity of teachers. The following article highlights the work of
educators at a United States and Mexico border university in addressing the calls for
improved test scores, better preparation and retention of teachers, and graduation of more
students. Faculty from the departments of Teacher Education and Educational
Psychology and Special Services collaborated to develop an integrated teacher
preparation program based on shared activities, readings, technology, electronic journals,
and shared epistemological values. This program distributes the workload among course
instructors and provides for increased understanding and meaningful experiences for
students and faculty. This paper presents the transformative process of teacher
preparation from the perspective of two participant professors.
The student population of this southwestern United States university is
approximately 19,000, of whom nearly 80% are of Mexican or Mexican-American origin.
This statistic reflects the ethnic makeup of the urban university and its surroundings, on
the United States side of the border. Directly across the international boundary is a
Mexican city with a population of about 1.8 million.
The Secondary Teacher Education Program (STEP) was a traditional teacher
preparation program that was implemented in 1976 was deemed superfluous around
1980. It called for professor collaboration and involvement in local public schools using
traditional student teaching as the final semester in the course of study (COE, 1976a,
1976b). This program was reviewed for restructuring in 1996 and it has undergone major
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transformations since 2000. Several observations and issues emerged with regard to
secondary teacher education in an urban border community. Among the salient questions
that have surfaced since the inception of STEP are the following:
•

Why has this approach been accepted, disregarded, reconsidered, and
restructured?

•

What lessons have been learned from the various incarnations of STEP?

•

How can new approaches be continually refined and enhanced so that teachers are
better prepared for teaching in urban schools on the United States and Mexico
border?

History and Overview of STEP
Reform efforts are cyclical and many of the aspects of the current teacher
program at the university can be seen in the reform effort of the 70s. The 1976 reform
focus was directed toward a field-based initiative known as the Secondary Teacher
Education Program (STEP). The traditional student-teaching approach was replaced with
cohorts, where secondary pre-service teachers moved through a field-based program that
called for professor collaboration and involvement in the public schools (COE, 1976a,
1976b). The theoretical foundation of this era of education was behaviorism which
supported a teacher-centered focus in curriculum and pedagogy, and academic freedom
for professors to teach autonomously.
The context for the reform efforts of 2000 included a change toward learning
theory, an effort that did not exist during the previous thrust for change. A constructivist
foundation replaced the behaviorist theories that framed teaching and learning of the past
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era. A new focus was placed on learner-centered praxis rather than on teacher-centered
performance (National Research Council, 2000).
Historically, secondary teacher preparation courses at the university were
independent with no overlap or interconnection. Low passing scores on the teacher
certification tests, student complaints of irrelevance of course work, and a re-examination
of both faculty and student workloads precipitated dialogue among a group of professors
referred to as secondary block faculty. Students’ attitudes and assumptions mirrored their
respective disciplines and it was evident that years of lived experience had naturalized the
traditional approach of schooling. This long-lasting imprint on the pre-service teachers
became evident as students were asked to embrace a new view of teaching and learning
in the secondary schools.
The dialogue of restructuring focused on altering the transmission model of
teaching. Moreover, a new model provided learning contexts where students could
understand big concepts. The principles of constructivism and curriculum backward
design guided the efforts of colleagues to bridge theory and practice (Wiggins, G., &
McTighe, J., 1999; Beane, 1997). Secondary block faculty sought to model
collaborative, reflective practice (Henderson, 2001; Wilkin-Canter, 1996; Moore, 1994;
Heywood, 1994; and Zeichner, 1994). University educators shared secondary block
content and assignments. Each faculty member had to omit some assignments. Amongst
the challenges that faced College of Education secondary block faculty were the
following: uncertainty; intensification and limited time; subject loyalty versus team
allegiance; craft pride, caring, and moral purpose. These charges concur with those faced
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by secondary faculty in colleges of education who engage in change initiatives nationally
(Nolan, J., & Meister, D. G., 2000).
Consultants visiting the campus noted that the College of Education started a
number of programs that could serve as models for other institutions. The missing
component to restructured and newly created programs is a follow through on what has
been started. Key players also need to reflect on programs that are already in place,
report out to larger audiences, and receive feedback from outside entities.
Secondary teacher education faculty sought to practice collaboration, reflective
practice, constructivism, and promote transformative classrooms. Ideally, the notion of
the isolated, autonomous teacher was to be replaced by an “interactive professionalism”
with “teachers and others working in small groups interacting frequently in the course of
planning, testing new ideas, attempting to solve different problems, (and) assessing
effectiveness” (Fullan, 1992, p. 120).
A Novel Approach
Dialogue ensued among a group of professors focusing on altering the
transmission model of teaching. A new approach to teacher preparation would provide
learning contexts for their students to understand larger concepts rather than simply
commit to memory and recall facts. This journey would cause students to interrogate
their understanding of curriculum, pedagogy and assessment. The principles of
constructivism and curriculum backward design guided the efforts of colleagues to bridge
theory and practice (Beane, 1997; Wiggins & McTighe, 1999). Secondary block faculty
sought to model collaborative, reflexive practice (Gross, 1997; Heywood, 1994; Moore,
1994; Wilkin-Canter, 1996; Zeichner, 1994).
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The integrated, field-based approach is based on best practices (DarlingHammond, 2003; Zemelman, Daniels, & Hyde, 1998). According to Darling-Hammond
(2003), pre-service teachers should be placed in learning communities that provide
rigorous study and dialogue with master teacher educators providing in-depth interactions
with children, families, and colleagues. Cannella and Reiff (1994) argue that a
constructivist approach toward teacher education better prepares pre-service teachers to
question the concept of learning constructs and understand the capacity of humans to
develop their own realities.
Reflexivity is related to effective dialogue during teaching experiences
(Heywood, 1994; Moore, 1994; Wilkin-Canter, 1996; Zeichner, 1994). According to
Moore (1994), reflexivity, the process of critical, systematic reflection upon practices
while questioning how practices work, provides the basis for a deeper understanding of
underlying principles and causal processes. University faculty must strive to understand
the processes involved in developing expertise during their experiences.

Data Collection
The secondary education program is part of an action-research learning
community that is constantly seeking feedback and new insights that continually shape
the program. Pre-service educator surveys, exit interviews, feedback from area
administrators, teachers, and school districts, as well as personal observations and records
have provided secondary education faculty with insight and data with regard to the
efficacy of teacher preparation.
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The methods and procedures in this study were recorded according to
considerations appropriate for naturalistic inquiry. The considerations include
determining the following: a focus, the fit of the paradigm, when and from whom data
will be collected, successive phases, instrumentation, data collection, recording modes,
data analysis procedures, logistics, and trustworthiness (Lincoln & Guba, 1985).
The data were gathered from three major sources--off site via lessons learned
from other secondary field-based educational programs, on site via participants in the
field based program, and on site via colleagues in other colleges who share in the
preparation of these teachers.
The Call for Change
By the year 2000, research on the brain and learning emerged from the
neurosciences, psychology, anthropology, and sociology, informing new initiatives in a
constructivist realm (National Research Council, 2000). Informed by new knowledge and
a shift in paradigms from behaviorism to constructivism, the stage was set to revitalize
the teacher preparation program. Professors began meeting regularly to share ideas and
develop a vision of what the secondary program would look like. Some resisted the
changes due to unfamiliarity with the paradigm within which this initiative was taking
place. Others opted out of participating, and others refused to take part. Certain
individuals participated tentatively while the group worked toward sharing ideas and
strategies that would support a common vision. The group of professors began attending
conferences and presenting the new roles. The structure began to take a less amorphous
form.
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In the fall of 2001, the State Board for Educator Certification placed the teacher
preparation program into “accredited under review” status due to low Exam for
Certification of Educators in Texas (ExCET) scores. This meant that the university
teacher preparation program could be “taken over” and managed from an outside entity
within three years if scores did not improve. There was a mad scramble to push test
scores up so that the state would not assign an external control agent to oversee the
program.
From 2000 to 2003, much maneuvering took place. The group sought to include
more professors that would support this integrated approach to teacher preparation.
Students participating in the teacher preparation program were now called interns. Interns
met with faculty prior to registration for education courses at a teacher education
orientation day designed to welcome them into the secondary education program.
During the spring 2003 semester, the secondary education program was
reevaluated and divided into two blocks. Students now take two courses in each of the
two semesters rather than taking all four at once as in the previous semesters. This
alleviated some of the time constraining issues for professors insofar as being available
for the cohort meetings. Now students are engaged with the four professors over two
semesters, and contact hours per course have increased by approximately 30% when
compared to the prior program structure.
The college was determined to help teachers pass the teacher examinations by
calling for improvement in the quality of teachers, moving to support new teachers, and
increasing the number and quality of their mentors. With a more rigorous test preparation
program in place and more attention finally being directed toward secondary teacher
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education, block faculty began a collaborative move to improve the quality of student
experiences in their courses while supporting the competencies for the state teacher
examinations.
College administrators moved to put a rigorous test preparation program into
place while asking all professors teaching in the program to modify syllabi and course
content to reflect the exit test competencies. Teacher educators were faced with the
challenge of altering courses, but the faculty thought alterations could be done in ways
that would not specifically “teach to the test.” Professors felt strongly about this issue
and decided to develop a program based on current research and best practice.
Implementation and Assessment
Professors and students met during the first class sessions as a cohort. Blocks
were created on Mondays and Tuesdays where all four professors became facilitators
rather than simply interpreters of texts and lecturers. On the first day, professors
introduced themselves, shared constructivist approaches, and set the foundation for
shared content, activities, journaling, and assessment. Student input was elicited, photos
were taken, and students learned how to log on to web-based interactive courseware.
Common readings were assigned for the second week of classes.
A key component of the integrated blocks was a “shared common experience.” A
modified version of a learning cycle was used to structure a common experience for
students early in the semester (Atkin & Karplus, 1962). This lesson served as a reference
for the remainder of the semester.
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Discussion and brainstorming of ideas occurred often. Best practice literacy
strategies and suggested modifications were embedded throughout the lesson as students
applied the concepts in new settings (Zemelman, Daniels, & Hyde, 1998). Professors
acted as facilitators was to establish Socratic dialogues with groups.
These discussions led to identifying the essence of courses. Content was
embraced from a “depth vs. breadth” perspective and this would eventually liberate
professors to become even more open to other progressive ideas. The group of professors
continued meeting and sharing syllabi, negotiating content and finding ways to overlap
assignments.
The midterm and final assessments were collaboratively developed and worked to
serve all four classes. For the midterm students were paired, given a choices of topics and
then asked to go into the schools and develop a collaborative midterm presentation based
on action research (Adams, Shea, Liston, & Deever, 1998). For the group final, students
were required to write and submit a proposal delineating precisely how they were going
to address their topics and were asked to be explicit about each participant’s
responsibility. They were to acknowledge all parameters of the assignment, including
appropriate use of technology, data gathering, and assessment.
All professors evaluated the presentations based on rubrics, and then convened
with students to dialogue and negotiate the credit earned by the presenters. Students
learned that positive interdependence plays a key role in collaborative efforts.
Implications for Policy and Practice
Some of the challenges that faced College of Education secondary block faculty
included: uncertainty; intensification and limited time; subject loyalty versus team
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allegiance; craft pride, caring, and moral purpose. These charges mirror those faced by
secondary faculty in colleges of education who engage in change initiatives nationally
(Nolan & Meister, 2000).
To better accomplish team goals new team members should participate in the
development of new initiatives in the existing secondary teacher education approach.
Research indicates that when educators lack representation in planning stages those
individuals lack of clear understanding of the purposes, goals, technical knowledge, and
skills to facilitate an interdisciplinary curriculum. These shortcomings exacerbate
uncertainties (Meister & Nolan, 2001).
Time must be allotted for meaningful dialogue amongst team members. Proactive
approaches best address potential conflict among professors within team structures.
Invariably, teaching teams are confronted with individual versus group concerns.
However, the benefits of team and interdisciplinary learning for both teachers and
students present a strong rationale for modeling teams and preparing teams for secondary
education and secondary classrooms.
A willingness to collaborate, contribute, and innovate are prerequisites for new
faculty members within the new program. Individuals in successful team teaching
structures are among the most competent educators themselves (Friedman, 1997).
Interdisciplinary, team, and transformative educational experiences should remain at the
heart of the secondary education program. The field experience component has also come
under review. Recommendations call for interdisciplinary collaboration as well as greater
communication among mentor teachers in the field and university professors (Teitel,
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2003). Key stakeholders must reflect on programs that are already in place, report out to
larger audiences, and receive feedback from outside entities.
Pressures to graduate more teachers, generate income through credit hours,
compete with other teacher preparation programs, and gain administrative understanding
have all impacted the potential for transformation. Despite the incredible time and effort
put forth by so many professors, the collaborative, constructivist program was derailed.
Although there was hesitancy from new participant professors and some student
resistance, this initiative proved that the new secondary education program could
succeed; however, its sustainability is now in question.
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Abstract
The implementation of the “highly qualified” requirement for teachers as outlined in No
Child Left Behind has left many school districts in a quandary. This is particularly
evident in schools that serve a large population of students deemed “at-risk.” One
strategy for addressing this issue is by creating partnership professional development
opportunities for teachers that are based on recognized strategies for exemplary teaching.
Faculty at Northern Illinois University designed a Certificate of Graduate Study (CGS)
in Advanced Teaching Practices that is aligned with the National Board for Professional
Teaching Standards five core propositions. The certificate is currently being delivered to
40 teachers from a school district with a high “at-risk” population through a Teacher
Quality Enhancement Grant. This paper delineates the CGS and presents preliminary
data from a pre- and post-test given to the teachers upon beginning the program.
Preliminary data show that the standards-based professional development is having a
positive impact on the ways in which teachers are reflecting on their practice.

NBPTS 2
Overview
Historically, teachers have been expected to be agents of change or teacher
leaders. They are expected to advance students’ academic, social, and emotional well
being, and they are expected to promote the values and beliefs that students must hold to
contribute to and advance a democratic society. Recently, as part of the profession’s
educational reform efforts, teachers are increasingly expected to be change agents beyond
the classroom walls; to promote student learning by leading school-level reform efforts
and by contributing to the advancement of their profession. As Darling-Hammond
(1987) stated nearly 20 years ago, “the responsibility for shaping schooling must
permeate the teaching force, or schools will not change in substantial ways” (p. 356).
Teacher leadership takes many forms: designing curricular and instructional
programs, working effectively with colleagues and parents, developing and implementing
school-level policies and procedures, and sharing expertise and wisdom of practice with
novices. The problem, however, is that the typical classroom teacher has not been
prepared for this diversity of leadership roles. To function effectively in this new and
evolving role, the teacher must possess not only the qualities associated with outstanding
classroom teaching, but also those associated with effective collaboration and the ability
to promote school-level change. How can teacher educators provide teacher leaders with
opportunities to acquire the knowledge and skills required to be agents of change and to
take on increasing types of leadership roles? One strategy is to provide teachers with
professional development that addresses these issues. This, however, has become
increasingly challenging since we are teaching and learning in an era of standards,
assessment, and accountability.
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Policy Context
In January 2002, No Child Left Behind (NCLB), the current reauthorization of the
1965 Elementary and Secondary Education Act, was signed into law by President Bush.
One of the major requirements of this law is to have a “highly qualified teacher” in every
classroom by the 2005-2006 school year. This criterion has created a flurry of activity in
state boards of education, higher education, and school districts to provide pre- and inservice teaching experiences for new and practicing teachers. One strategy is to align
teacher preparation and professional development with national teaching standards. For
practicing teachers, NCLB includes identifying and recognizing teachers who effectively
enhance student learning and demonstrate high levels of knowledge, skills, abilities, and
commitments. These federal goals are aligned with and reflected in the National Board
for Professional Teaching Standards’ (NBPTS, 2003) five core propositions:
1. Teachers are committed to students and their learning.
2. Teachers know the subjects they teach and how to teach those subjects to
students.
3. Teachers are responsible for managing and monitoring student learning.
4. Teachers think systematically about their practice and learn from experience.
5. Teachers are members of learning communities.
At the state level in Illinois, professional development programs leading to National
Board certification are prominent. The Illinois State Board of Education has issued
regulations (Title 23, Part 25 of the Illinois Administrative Code, 2003) that incorporate
NBPTS into requirements for movement through the three levels of teacher certification
(i.e., initial, standard, and master). Among the options for movement from initial to
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standard certification, is the completion of an approved graduate education course based
on NBPTS. Paths to renewal of the standard certificate include completion of the
National Board certification process and/or completion of a series of portfolio entries
whose components reflect the previously-noted five core propositions. Master
certification is solely awarded to teachers who achieve National Board certification.
Illinois has provided incentives for teachers to engage in the National Board certification
process through application funding and stipends to National Board Certified Teachers
(NBCT) who act as mentors to other teachers.
At the local level, Northern Illinois University (NIU), in collaboration with Rock
Valley College and Rockford, Illinois Public School (RPS) District 205, has been
awarded a Teacher Quality Enhancement Grant (TQE) from the U.S. Department of
Education. From this grant, emerged Project REAL (Rockford Education Alliance),
which is a comprehensive and mutually beneficial partnership between NIU and RPS
205, with a focus on improving student performance and enhancing the quality of
educators. Shared decision making, teacher recruitment, teacher education reform,
extending pre-service clinical experiences, professional development, and enabling
effective instructional leadership are key Project objectives to ensure a successful
collaboration among the partners involved in this TQE grant. The overall goal for Project
REAL is to raise student achievement, so that 75% of Rockford Public School students in
the four partnership schools are meeting or exceeding standards on Illinois assessments in
five years, particularly in the academic areas of reading and mathematics.
One way in which some of the Project objectives and overall goal are being addressed
is through professional development; specifically, professional development aligned with
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the NBPTS five core propositions. That is, a major objective of the Project is to provide
professional development to initiate a sustained mentoring and professional development
program focused on retaining teachers and enabling them to become nationally certified
(i.e., NBPTS). Thus, a measurable outcome is that at least 25 RPS 205 teachers will
become nationally certified by the end of the grant.
To meet this outcome, the NIU Curriculum and Instruction faculty, in
collaboration with National Board Certified Teachers, are prepared to meet these
challenges and those put forth by national, state, and district leaders through the creation
and implementation of a Certificate of Graduate Study (CGS) in Advanced Teaching
Practices. The CGS requires 15 semester hours that includes the following components: a
course on Connecting Curriculum and Instruction to National Teaching Standards, a course
pertaining to Creating Learning Communities, an Internship, a Field Study in Curriculum

and Instruction, and one course related to area of certification.
National Board certified teachers are seen as leaders in the development and
implementation of curriculum and instructional programs in their classrooms, schools,
districts, and beyond. Furthermore, completing the National Board certification process
satisfies the requirements for teachers’ five year recertification plan (i.e., standard
certificate), and achieving National Board certification is the only way in which Illinois
teachers can be awarded a master teaching certificate. The CGS is currently being
delivered to 40 teachers in RPS 205. It is anticipated that this group will complete the
National Board certification process during the 2005-2006 school year. Teachers
admitted to pursue the CGS were given a pre-test survey prior to beginning their first
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class; Connecting Curriculum and Instruction to National Teaching Standards. Upon
completion of the course, a post-test was given.
Methodology and Findings
Data were derived from a pre-post measure of a NBPTS course offered to
teachers within the RPS 205 system, but targeting teachers currently employed at the
Project’s four experimental schools. The intent of this course during spring of 2005 was
to provide K-12 teachers in District 205 with knowledge of the NBPTS standards, so that
they may assist pre-service and early-career K-12 teachers in areas such as teaching,
learning, and classroom management. The following tables illustrate the NBPTS course
teacher participants’ demographic information.
Table 1A. Total Years Teaching

Count

3-5
14

6-8
4

9-11
20

Table 1B. Position in RPS 205

Count

P-12
35

Counselor
2

Other
1

Table 1C. Highest Education Level
B.A. or B.S.
7

Count
Table 1D. Gender

Count

Female
31

Male
7

M.A., M.S., M.Ed.
29

Ph.D. or Ed.D.
2
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Table 1E. Ethnicity

Count

White
35

African Am.
1

Native Am.
2

As previously noted, pre- and post-test instruments were used to collect initial
data. Thus, for every instrument implemented, either a new creation or an existing one,
the Project REAL Evaluation Team examined its score reliability to review matters of
internal consistency and/or inter-rater reliability. The concept of reliability refers to
scores and not a test or instrument and provides an account of the data under study.
Reliability is sensitive in terms of changing with sample composition and score
variability. Thus, the reliability of scores is coupled directly to a specific instrument and
is related to particular person(s) within a certain time and context. For the Cronbach’s
alpha score, a range of .70 to 1.00 is considered sufficient for measuring internal
consistency. For example, an alpha of .884 on the domain “Knowledge of Designing
Various Lessons” is very high and indicates that the items on the instrument for this
particular domain shared 78% of the variance (i.e., .8842), which is desirable because
having more variance to predict tends to increase correlational results. Tables 2A to 2C
indicate that the score reliability for the NBPTS pre- and post-tests were both
exceptionally high and, indeed, measured what they were intended to measure with very
small parameters of error (i.e., the CI or confidence intervals).
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Table 2A. Score Reliability for NBPTS Lessons: Pre-Test
Domain
Knowledge of
Designing Various
Lessons
Practice of
Implementing Said
Lessons
Overall Alpha for the
Pre-Test

Number of Questions
Comprising the Subtest
10

Cronbach’s Alpha
95% CI
.884
(.820, .932)

10

.807
(.701, .887)

20

.869
(.801, .923)

Table 2B. Score Reliability for NBPTS Lessons: Post-Test
Domain
Knowledge of
Designing Various
Lessons
Practice of
Implementing Said
Lessons
Overall Alpha for the
Post-Test

Number of Questions
Comprising the Subtest
10

Cronbach’s Alpha
95% CI
.885
(.775, .915)

10

.878
(.810, .928)

20

.900
(.847, .941)

Table 2C. Score Reliability for NBPTS Process: Pre & Post-Test
Domain
Knowledge of NBPTS
Process: Pre
Knowledge of NBPTS
Process: Post
Overall Alpha for the
Pre- and Post-Test

Number of Questions
Comprising the Subtest
2
2
4

Cronbach’s Alpha
95% CI
.859
(.728, .927)
.947
(.898, .972)
.759
(.604, .863)

Table 3 focuses on two questions from the NBPTS survey pertaining to student
knowledge of the NBPTS process overall and in their certification area regardless of any
groups they may have been categorized into such as years of teaching experience.
Dependent sample t-tests show the difference in students’ overall responses to questions
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before a treatment, which in this instance the actual course pertaining to the NBPTS was
delivered by Project REAL, and their responses after the intervention. As would be
expected, Table 3, the results indicate that the scores on the post-test were greater than
the scores on the pre-test (i.e., negative values such as negative t values, pre-post mean
difference, or Cohen’s d are indicative of this). This is seen with Q11, for example, where
the mean score increased from 1.76 on the pre-test to 2.68 on the post-test, using a 1 to 4
Likert-type scale.
Table 3. Dependent Sample t-Tests: NBPTS Course, n = 38
Domain

Pre/Post M

t value

Q11:
Pre = 1.76
-7.239
Knowledge of
Post = 2.68
the NBPTS
Difference =
Certification
-.921
Process
Q12:
Pre = 1.63
-6.726
Knowledge of
Post = 2.58
the NBPTS in
Difference =
Certification
-.947
Area
* statistically significant at the .001 level.

Significance
.000*

.000*

Effect Size (d)
and Power
-1.38
1.00

-1.36
.99

Effect sizes show the extent, strength, or effect of a relationship and/or mean
difference. An examination of effect sizes allows researchers to evaluate the importance
of the result and not just the probability of the result (i.e., statistical significance). Effect
sizes (d) of .20, .50. and .80 have been suggested to represent small, medium, and large
effects, respectively. Thus, for Q11, this gain in scores was statistically significant at the
.001 level and had the practical significance of increasing from pre to post by nearly 1.5
standard deviations (i.e., Cohen’s d effect size). That is, 1.5 standard deviations separated
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these two means, which is a very substantial difference on a scale that ranges only from 1
to 4 points.
Lastly, the power of a test is the probability of correctly rejecting the null
hypothesis when it is false. The acceptable level of power is often considered to be at .80
or higher, which means that there is an 80% probability of achieving statistically
significant results. For example, Q12 had power = .99. This meant that if there really was
a statistically significant mean difference on this item between the pre- and the post-test,
the chance of detecting this difference was 99% or an effect would have been discovered
99 out of 100 times. Conversely, there was only a 1% chance of making a type II error or
a failure to reject the null hypothesis when it is false.
When we look within the NBPTS example at the mean difference of more than
two groups, which in this case is highest degree obtained by the participant (i.e.,
Bachelor’s, Master’s, or Doctoral); Table 4 presents the results from an ANCOVA
(Analysis of Covariance) based again on questions 11 and 12.
Table 4. ANCOVA: NBPTS Course, n = 38
Domain
F
Significance
Q11: Post
3.171
.055
Knowledge of
the NBPTS
Certification
Process
Q12: Post
7.416
.002*
Knowledge of
the NBPTS in
Certification
Area
* statistically significant at the .01 level

Eta2 and Power
.157
.569

.304
.920
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To account for any pre-existing differences between the groups on the pre-test,
ANCOVA models were run on the adjusted post-test means, where the pre-test scores
were treated as covariates, there were no statistically significant differences for Q11
among the three groups, but there were statistically significant differences on Q12
pertaining to these internal measures (Dimitrov & Rumrill, 2003; Tracz, Newman,
Nelson, & Beltran, 2004). For Q12, the statistically significant difference signified that
for this question there was an established dissimilarity in students’ scores based on their
highest level of education completed. Further, the effect size eta-square (η2) indicates,
percentage-wise, the amount of real difference present in the sample between the null
hypothesis and the alternative hypothesis. In general, effect sizes derived from analysis of
variance methods with values of .01, .09, and .25 are suggested to represent small,
medium, and large effects. Thus, question 12’s large effect size accounted for 30% of the
variance with very high power at .920.
Looking at Figure 1, we see that the three education levels had statistically
significant mean differences based on their responses to Q12. For example, it is apparent
from Figure 1 that the Bachelor’s degree respondents as a group on the pre-test were
substantially lower than the groups representing Master’s and Doctoral. This finding was
also corroborated via Tukey’s Honestly Significant Difference post-hoc tests. These
performance data indicate promising results from the NBPTS initiative that should help
Project REAL place at least 25 RPS 205 K-12 teachers in the four partnership schools
with knowledge of and practice in the NBPTS core propositions.
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Figure 1: Mean Differences Based on Educational Level

PreQuestion12
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PostQuestion12

95% CI
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Future Research
Forty participating teachers are enrolled in the fourth of five courses in the CGS.
They will complete the CGS as they engage in the National Board certification process.
In fall 2005, the teachers are working under the guidance of a NBCT as they complete
their portfolio requirements. The classroom based portfolio entries include an analysis of
student work, videotaping lessons, and documented accomplishments outside the
classroom. In spring 2006, the teachers will continue to work with their mentor to prepare
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for the assessment center activities. These activities are designed to show expertise in
content.
A myriad of research projects are underway to determine the effectiveness of
NBCTs on student learning. Research to date shows that it is making a difference (see:
http://www.nbpts.org/research/index.cfm). We will continue to collect data from the
teachers after each stage of the National Board assessment process (e.g., surveys will be
distributed to the teachers upon completing their portfolio entries and again after they
have completed the assessment center activities). We know that the first course in the
CGS was effective in guiding the teachers to think differently about teaching and
learning, or connecting curriculum and instruction to national teaching standards. Our
next step is to determine the effectiveness of the entire CGS by collecting data on the
relationship it had on the teachers’ confidence levels in going through both the portfolio
and assessment center processes. And, more importantly, to determine the number of
teachers who become NBCT and are placed back into RPS 205 in the four partnership
schools.
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Teaching the Internet Generation: Their Expectations - Your Options, Decisions
and Evaluations
Harriett Light, Ph.D. Professor, College of Human Development & Education
North Dakota State University, Fargo, ND 58105
e-mail: harriett.light@ndsu.edu
Research has determined that the “net gen” is digitally literate (intuitively able to use a
variety of IT devices), always connected even while highly mobile (always able to get a
hold of someone), fast and multitasking (both receiving and giving information),
experiential and prolific communicators, want structure, and crave interactivity (D.
Oblinger & J.Oblinger, “Educating the Net Generation.” EDUCAUSE, 2005). Other
researchers have found that “net gen” students expect technology to be used to achieve a
clear and practical course objective, not simply to test out the latest innovations. They
also expect the freedom to learn by discovery within clearly set course parameters, not
simply watching a PowerPoint or video-streamed presentation (B. McNeely “Using
Technology as a Learning Tool, Not Just the Cool New Thing” EDUCAUSE, 2005).
They expect concise course content information. Moreover, the net generation expects
instant, concise responses to their messages. They are “sound byte people”.
How can an online distance education instructor meet these expectation of the “net gen”
students? Here are a few suggestions: 1.Become digitally literate. Invest the time and
money to be a lifelong technology/internet learner. Attend conferences, seminars,
training sessions and join professional education technology societies. Seek out programs
that lead to e-certification and become certified. 2. Develop your online course with
“one-click- away” ease of operation and allow for students who are capable of
accelerated learning to multi-task assignments. 3. Develop clear channels of cyber
communication that will have quick turnaround time for responding to students, such as
e-mails or IMing. Use visual messages, such as e-cartoons, instead of extensive text.
Personalize with visuals wherever possible to allow students to get to know you, their
cyber instructor, as a “real” human being. 4. Establish clear ground rules, such as
evaluation criteria, directions and deadlines for completing the course assignments; then
give the students freedom to discover knowledge within those parameters. 5. Utilize
internet resources instead of relying on traditional methods of lecture, videos, and
PowerPoints. 6. Resist the temptation to try out “whistles and bells”; instead choose
only those techniques and strategies that will accomplish the course objectives. This
presentation will include additional expectations and techniques to meet them.
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Abstract
The authors conducted and previously reported a study of the perceptions of
faculty members of a university in the Northwestern United States with respect to
the potential of their university as a learning organization. The instrument used
in the study was a modification of one used previously in an elementary school in
Taiwan. The current study is a follow-up analysis of the data collected in the
previous study. The objective of this study is to identify the factors that exist
within the Learning Organization inventory, especially as it relate to Senge’s five
disciplines of a Learning Organization: Systems Thinking, Shared Vision, Mental
Models, Personal Mastery, and Team Learning. The authors have conducted a
factor analysis of the items on the questionnaire to determine the factors
measured by the instrument and the extent to which they actually reflect Senge’s
five disciplines. The presentation will include an explication of Senge’s five
disciplines, a description of their relevance and potential application to institutions
of higher education, the results of the factor analysis of an inventory of faculty
member’s perceptions, and an interpretation of the importance of the factors in
analyzing and understanding the five disciplines in an institution of higher
education.

Learning Effectiveness of picture book in English conversation class
Huey-Ju Lin
National Changhua University of Education, Doctoral student

Abstract
The characteristic of picture books is that it can convey author’s though both in
pictures and articles (Narahara, 1998). According to the definition of Taiwan’s
Council for Cultural Affairs (1990), picture book is a children’s book with
story-telling pictures. These books emphasize the layout and modeling design, colors
manipulation, and source material variation. Moreover, most university students
are too busy to read. Picture books won’t put much pressure on students, but it is
fun to read. Through reading, it can inspire students’ thinking.
The purposes of this study are two-fold. First, this research aims to introduce
picture book as a good way to help students to brainstorm and develop their
creativity. Further, this research aims to explore the learning effect of using picture
book in English Conversation class.
The researcher adopts picture books as teaching materials in her English
conversation class. Sample of this research is 25 university students. At the middle of
semester, each student was interviewed by the researcher regarding their learning
effectiveness of picture books.
Major findings were as follows: (1) students agree that it is effective to learn
English conversation through picture books. (2) students’ English conversation
ability progressed through their portfolios. (3) less proficient students’ English
conversation ability progressed better than proficient students’ English conversation
ability. Most Taiwanese students are afraid of making English mistakes in front of
the class, so they always avoid speaking English in the classroom. However, picture
books can inspire their creativity to have English conversation with their classmates.
In conclusion, picture book is a helpful material to use in English conversation class.
Keyword: EFL students, picture book, learning effectiveness
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Research motivation
The characteristic of picture books is that it can convey author’s though both in
pictures and articles (Narahara, 1998). Recently, picture book is often used as a
teaching material in life-and-death education, and it shows a significant teaching
effectiveness. Consequently, the researcher was inspired to explore the learning
effectiveness of picture book in English conversation class.

Purpose
The purposes of this study are two-fold. First, this research aims to introduce
picture book as a good way to help students to brainstorm and develop their
creativity. Further, this research aims to explore the learning effectiveness of using
picture book in English conversation class.

Literature
Picture book
According to the definition of Taiwan’s Council for Cultural Affairs (1990),
picture book is a children’s book with story-telling pictures. These books emphasize
the layout and modeling design, colors manipulation, and source material variation.
Moreover, most university students are too busy to read. Picture books won’t put
much pressure on students, and it is fun to read. Through reading, it can inspire
students’ thinking.
Likewise, the definition of picture book is mainly the picture and character
seconds or some picture book is completely without characters, only with pictures
(Chiang, F. Y. 2003). William Moebius suggested the best picture-book can really
describe the concept and ideas of abstract and invisibility. For example: love,
responsibility and exceed the truth of individual, then flee to thinking which between
picture and character. (translated by Ma, H. L. 2000)
Language Educator Ken Goodman (1986) suggested language symbol does not
have an exact meaning for children. Picture-book is the combination of language
(character) and picture which are abundant. Sometimes, the picture is even more
important than characters. And the most attractive part is that they did not mention
that point. The painter is always through the picture and skill to apply materials to
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creative the content of the whole picture book, to extend the feeling which characters
gave readers, let readers to translate picture-book through their feeling.
The reasons why picture books became so popular are the following (Goforth,
1998): (1) many talented artists were urged in the late 1860s to experiment with
artistic styles, media and to illustrate books for children. (2) adults gradually
realized pictures in books are advantageous to children’s aesthetic, social, literary,
and cognitive development. (3) technological progress in publishing methods and
refined graphic processes led to innovative design techniques of picture books or
wordless books. Therefore, picture books became more popular.
Huang (1999) asserted that picture book is an art style which combined
with language of picture and literature. It has a special position in child literature.
The picture and character will mutually coordinate to express the same topic, and
create a world. Since the characteristics of picture can convey interest for children, it
is a gift for children from modern technology and art.
Yang (2000) tried to bring English picture-books into classroom, and combined
with textbooks as teaching materials. Furthermore, there are more researches
regarding English picture-books and children literature. Therefore, English
picture-books is more and more popular in Taiwan.

Learning effectiveness
McVatta (1981) suggested that the factors which influence learning effectiveness
as follow: content, teaching method, teaching materials, interaction between
teachers and students, and students’ characteristics.
Wu, W. T. (1971) pointed out that the factors which influence students’ learning or
the factors which influence learning efficiency can be analyzed from the following
aspects: (1) learning material, (2) learning method, (3) learner’s personal
characteristics, (4) learning environment and (5) teaching.
Huang, K, S. (1991) asserted that the factors to influence students’ learning
effectiveness are as follow: (1) Students: ability, developing level and motivation, (2)
Surrounding environment: family, classroom and peers. (3) Teaching: teaching time
and teaching quality, etc.
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Kuo, S, Y. (1980) found that self-prediction of teachers’ expectation will come true
and through teachers’ self behavior, then influence students’ self-concept directly.
Moreover, it will influence students’ achievement motivation.
Although each researcher has different definition regarding learning effectiveness,
the researcher in this study will adopt four aspects to identify learning effectiveness:
(1) students: ability, motivation, and attitude; (2) teachers: expectation and attitude
to students; (3) surrounding environment: family member, peers and classrooms
atmosphere; and (4) teaching: teaching method and material.

Conversation
Since the early twentieth century, children’s literature has experienced
tremendous adjustment. Its original text which intended to convey morals and
traditional value has changed to multicultural literature which focuses on exposing
readers to the variety of cultures and ideas throughout the world (Harris, 1992).
Many studies were conducted to examine the significance of second language
(L2) conversation. Wilkinson (2002) investigated conversational interactions
between study-abroad students and their host families. Furthermore, a study which
conducted by Liddicoat (1997) examined the role of culture in daily conversation. In
Alalou‘s (2001) study, he found that many learners formally study an L2 to
accomplish communicative objects. Likewise, Astorga (1999) explored the learning
effectiveness of picture-books for a group of elementary school students who choose
English as their second language. He found out that students are very interested in
reading picture-books and they have more opportunity to practice their speaking
English.

Framework
This study seeks to identify effective and collect opinions regarding these behaviors
from university students. This study focuses on university students for three reasons.
First, the researcher wants to apply picture book from life-and-death education into
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English conversation class. Second, the characteristic of picture book changed to
multicultural literature and is appropriate for EFL (English as a Foreign Language)
students to practice their conversation. Third, students’ consensus will be
investigated by means of an interview. Meanwhile, students’ portfolios in picture
books will be reviewed and asked to react their experience in computer
self-efficiency, learning atmosphere, and learning satisfaction.

Research method
The researcher adopts picture books as teaching materials in her English
conversation class. Sample of this research is 25 university students. At the middle of
semester, each student was interviewed by the researcher regarding their learning
effectiveness of picture books.

Results
The researcher adopt four aspects to identify learning effectiveness: (1)
Students: ability, motivation, and attitude; (2) Teachers: expectation and attitude to
students; (3) Surrounding environment: family member, peers and classrooms
atmosphere; and (4) Teaching: teaching method and material.
1. Regarding students’ aspect:
(1) Ability: Since the researcher asks students to choose their favorite
picture-books to read, most students pick the appropriate picture-books which are
more difficult for them, some students chose picture-book which is easier for them at
the first, then they with choose picture-books with more difficult level . Some
students will choose picture books with 70% vocabulary which they are familiar,
30% beyond their level.
(2) Motivation: Most students have higher motivation toward picture-books,
because it is more interesting. However, few students still like the traditional
conversation textbook, since they are worry about they can not learn correct
grammar.
(3) Attitude: Most students have a positive attitude toward picture-books. It is
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interesting, colorful for them. Only a few students can not used to learn conversation
through picture-books.
2. Teachers’ expectation and attitude to students: Most students think teachers
expect them to understand the content of picture-books, use critical thinking to
present their own ideas and understand the content of classmates’ presentations. In
addition, teacher’s attitude toward students is flexible.
3. Surrounding environment: family members, peers and classroom atmosphere
(1) Family members and peers: Some students’ family members and peers have
the habit of reading English supplemental materials, and their English proficiency is
increasing. Those students are more alert the importance of reading English
supplemental materials.
(2) Classroom atmosphere: Most students are positively response to the
picture-books and they like to share their ideas with their classmates.
4. Teaching: teaching method and material.
Most students like the teaching method- students use critical thinking to present
their ideas through picture-books and practice their English conversation. Since
students can choose their favorite picture-books, most of them like the materials.
However, few students still like the traditional conversation textbooks.
In conclusion, major findings were as follows: (1) students agree that it is
effective to learn English conversation through picture books. (2) students’ English
conversation ability progressed through their portfolios. (3) less proficient students’
English conversation ability progressed better than proficient students’ English
conversation ability. Most Taiwanese students are afraid of making English mistakes
in front of the class, so they always avoid speaking English in the classroom.
However, picture books can inspire their creativity to have English conversation
with their classmates. In summary, picture book is a helpful material to use in
English conversation class.
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Suggestions
1.

Few students don’t like the picture-book as teaching materials because
they are afraid of they can not learn English grammar, or vocabulary
from the picture-books. According to the researcher’s opinion, she
thinks students should be more positive and able to extend the content of
picture-books, not limit the grammar and vocabulary in the
picture-books.

2.

The researcher intends to inspire students’ creativity through
picture-books. Nevertheless, most students like to follow the content of
picture books instead using their creativity to express their own ideas.
Students should use their critical thinking to judge the picture-books and
not limit their presentation as a story-telling.
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The Learning Attitude on American holidays in Teaching EFL
Students
Huey-Ju Lin
National Changhua University of Education
Abstract
America is a melting pot and cultural diversity country. Although English is a
foreign language in Taiwan, it is the most important foreign language. Students who
have a integrate motivation in American societies, it is easier for students to
understand the local culture through learning American holidays. There are many
meaningful holidays in America as follows: New Year’s Eve, The New Year,
Valentine’s Day, April Fool’s Day, Easter, Mother’s Day , Father’s Day,
Independence Day, Halloween, Thanksgiving, and Christmas, etc.
Some researchers noted that authentic material is an essential access to enhance
comprehensible input, and develop language learning (Krashen, 1982). Foreign
language learners experience holidays not only give them an opportunity to learn the
target language through authentic material, but also to understand the culture
difference between their own country and target language culture.
The purposes of this study are two-fold. First, this study aims to introduce
American holidays to Taiwanese students. Besides, this study aims to identify the
learning attitude after introducing American holidays to Taiwanese students.
The researcher teaches American holidays in her English class. Sample of this
research is 86 university students. At the end of semester, each student was
distributed a questionnaire of learning attitude of American holiday instruction.
Some students are choose to be interviewed.
Major findings were as follows: (1) Students’ learning attitude changed from
passive learners to active learners based on the results of questionnaires. (2) Students’
English skills progressed through their portfolios. (3) Students have more sense about
American culture. The researchers integrate four language skills into American
holidays. English has became a global language, thus every world citizen is supposed
to learn about the global language through learning the culture. American holiday is
a natural way to learn the culture. There are many Taiwanese students study abroad
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each year. Most of them prefer to study in the United States, so it is better to let them
experience American culture through learning American holidays beforehand.
Keyword: English teaching, EFL students, American holidays, learning attitude
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The Learning Attitude on American holidays in Teaching EFL
Students
Huey-Ju Lin
National Changhua University of Education

Research motivation
Although English is a foreign language in Taiwan, it is the most important
foreign language. Recently, Ministry of Education in Taiwan urges university
students to pass the examination of General English Proficiency Test (GEPT). The
best way to learn a language is to have a high motivation. For those students who
have a integrate motivation in American societies, it is easier for students to
understand the local culture through learning American holidays. Especially,
America is a melting pot and cultural diversity country, there are many meaningful
holidays in America as follows: New Year’s Eve, The New Year, Valentine’s Day,
April Fool’s Day, Easter, Mother’s Day, Father’s Day, Independence Day, Halloween,
Thanksgiving, and Christmas, etc.
Some researchers noted that authentic material is an essential access to enhance
comprehensible input, and develop language learning (Krashen, 1982). Foreign
language learners experience holidays not only give them an opportunity to learn the
target language through authentic material, but also to understand the culture
difference between their own country and target language culture.

Purpose
The purposes of this study are two-fold. First, this study aims to introduce
American holidays to Taiwanese students. Besides, this study aims to identify the
learning attitude after introducing American holidays to Taiwanese students.

Literature Review
The purpose of this chapter is to review the literature pertinent to this study. The
following two categories of research will be examined: Teaching festival and attitude.
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Teaching Festival
1. Language and culture
More than thousand million of people use English to communicate in 21 century,
so English has become a very important communication tool of international politics,
economic and cultural. The connection between language and culture is very close, it
is necessary to learn and understand the characteristics of the culture (Yang, 2005).
Brown (1994) also pointed out that the consensus from the foreign language learning
and social science fields seem to have an agreement on the inseparation between
language and culture
Robinson (1981) emphasized the importance for students to involve with foreign
cultures. The researcher asserted that since culture cannot be imitated, students
should not learn to imitate or role-play cultural behaviors, or just do their own things.
Rather students must be personally subjectively involved with target cultural
messages. Furthermore, Shih(1996) asserted that the appropriate teaching material
for children learning English had to correspond with children’s cognitive and
learning development and their daily life.

2. Cultural Instruction
Regarding culture instruction, Chen, C.L. (2002) suggested to apply holidays and
festivals in English teaching, for examples: New Year, Martin Luther King,
Valentine’s Day, April Fool’s Day, Easter, Mother’s Day, Independence Day,
Halloween, Thanksgiving and Christmas.
Teaching Festival focuses on content direction. Students can through meaningful
and authentic purpose to learn and experience English in their daily life. Also,
teaching festival can integrate Gardner’s Multiple Intelligences to English teaching
(Chen & Huang, 2004).
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3. Relative studies on culture Instruction
Krasmch (1983) encouraged teachers to do culture instruction from the students’
native culture. The researcher proposed a lesson plan which showed how to
incorporate Chinese culture in an English listening/conversation class. The results
demonstrated that students not only gained the knowledge and skills from
assignment but also gain the knowledge about Chinese culture.
Likewise, Stempleski (2000) conducted a study to explore what, why, when, where,
and how to incorporate culture with language teaching. The result demonstrated that
becoming cultural awareness has through a two-sided process: intellectual activity
and a whole set of feelings about what is involved. Besides, teachers should be more
perceptive to the cultural attitudes of the students as coping with cultural issues in
their classrooms.
In Chuang’s (2002) study of investigating Taiwanese primary school English as a
Foreign Language (EFL) teachers’ attitudes regarding the importance of
Anglo-American culture teaching, she pointed out that the teaching strategies EFL
teachers adopted contained participation in holiday celebrations, teaching English
chants and rhymes, and storytelling.
Chau (2001) suggested EFL teachers can easily integrate the culture lessons in
their classrooms and do not spend extra time for the culture teaching. In order to
develop student’s language proficiency, it is needed to contain target culture teaching
in EFL classroom.
In Lin’s (2002) study, he investigated the effects of communicative language
teaching on English learning and culture learning for children. Although the result
demonstrated that students’ likes and dislikes of cultural festivals are not much
influenced by different teaching methods, communicative language teaching has a
significant effects on the children’s conceptions of Chinese and American festivals.
The festival of each country is very diverse, students can learn the language and
culture through learning the festival. For example, students can learn Jack-o’Lantern, know Chinese’s lantern festival, understand the story of the Yen-Shui
festival of Taiwan. Students can try to write a Thanksgiving cards, Valentine’s cards,
and make acrostic (Chen & Huang, 2004a; Chen & Huang, 2004b; )(see index 1).
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Attitude
1. Definition
Attitude has an extremely great influence on culture and language learning (Shih,
1996). Anastasi and Urbina (1997) suggest that attitudes are affinities to react
positively or negatively toward a designated class of stimuli, such as a convention.
Attitudes cannot be directly observed but must be deduced from obvious behavior,
both verbal and nonverbal. In more objective terms, attitudes imply responses
consistency with certain types of stimuli. In real practice, attitudes are often
associated with social stimuli and with emotionally toned responses. They frequently
include value judgments.
Moreover, Brown (2000) notes that attitude develops in childhood and it was
usually influenced by parents’ and peers’ attitudes, people whose attitude are
different from them or affective factor which was interacting in their experience.
These attitudes which generates from childhood can change a person’s view of
himself, of others, and of the culture in which one is living.
In general, attitudes refer to a tendency to respond positively or negatively to
things, objects, people, places, groups, events, or any other identifiable abstract idea
and social policies. Attitudes belong to affective aspect, which cannot be directly
observed but must be inferred from obvious behavior.
2. Factors related to learning attitude
Learning attitude is inferred from observations or frequently from overt
behavior; an attitude is a tendency to behavior, but not the behavior itself. Many
examples of behavior need to be observed in many diverse situations to make
inferences about that person’s attitude. The inference is that some internal affinities
influence a whole class of particular examples when the individual is making an
option (Gagne, Wager, Golas & Keller, 2005).
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Moon, Kim, and McLean’s (1993) study focus on the comparisons of American
students and Korean students in different aspects as follows: the attitudes towards
school, their perceived responsibility for learning, and their perceived relationships
with their teachers. The Korean subjects were 305 girls and 301 boys selected from
12 classrooms in 6 middle schools and 6 high schools. The American subjects were
7th graders through 12th graders selected from Bills’ (1978) data. For the American
participants, the result demonstrated that they have more positive attitudes toward
school, a more positively perceived responsibility for learning, and more favorable
relationships with their teachers than the Korean participants. Regarding gender
difference, the Korean male students and American female student both have more
positive attitude toward school, compared to opposite gender in their country.
Likewise, in a study of 140 students from the 4th grade through 8th grade classes
in one Roman Catholic school in an East central Wisconsin city, Leung (1993)
investigated the relationship between children’s attitudes toward schoolwork and
perception of parental behaviors that support schoolwork. He found that the single
most useful variable for predicting children’s attitudes toward schoolwork and their
perception of parental behaviors was school attainment value. In addition,
children’s attitudes toward schoolwork have a positive correlation with parental
valuing and concern for schoolwork and positive feelings about good school
performance.
Silverstein (2002) conducted a study using a 114-question survey regarding
student learning attitude/self-efficacy. It was administered in the spring of 2001 to
336 students. Randomly selected students at each type of school participated, he
examined the learning attitudes and related self-efficacy of secondary urban
students across schools of choice. The subject group was all students in one urban
New Jersey district. Silverstein found that self-efficacy can influence highly on
student academic attitudes. Also, self-efficacy can be influenced by an individual's
perceptions, observations, and interpretations.
To sum up, there are several factors related to learning attitudes as follows: the
degree of parents’ involvement, achievement motivation, school attainment value,
self-efficacy, and parental valuing and concern for schoolwork and positive feelings
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about good school performance. Further, gender and ethnicity may influence
learning attitude.
3. Learning attitude
Brown (2000) notes that second language learners benefit from positive
attitudes, but they will decrease motivation and result in unsuccessful attainment of
proficiency due to negative attitudes. Hence, it is important for teachers to be aware
that everyone has both positive and negative attitudes. The resulting negative
attitudes are due to their indirect exposure to television, movies, or news media.
However, we can change negative attitudes through exposure to reality.
Salim (1996) investigated two groups. One group is 74 8th grade Arab students
from Israel. Another group is fifty-two 8th grade Arab students from Canada. He
found the Israeli Arab students showed their attitudes toward learning Hebrew were
instrumentally oriented. For male Canadian Arab students showed their attitudes
toward learning English was instrumentally orientated, too. However, female
Canadian Arab students showed their attitudes toward learning English was
integratively oriented (emotional support).
Salim (1997) conducted a study of 52 8th grade Canadian-Arab immigrant
students to investigate their attitudes toward learning English. The result showed
that they have become more likely to adopt the English language and Canadian
culture because of the multicultural policy of Canada.
Lin (1995) asserted that learning attitude was confined by learning motivation.
Learners acquire learning attitude through some experience in learning activities.
The most important aspects of attitude as follows: attitude toward teachers,
attitudes towards class, attitude toward assignment and attitude towards assessment
criteria.
Chin (1992) pointed out that learning attitude was defined as students have a
positive or negative evaluation toward the learning content under the influence of
environment. In general, learning attitude can divided into attitude toward
coursework and learning environment.
Wang (1990) suggested that learning attitude is a psychological preparation,
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maybe it is only a direction of learning behavior, but it is concert and sustained. The
formation and change of learning attitude related to personal learning environment
which includes teacher, classmates, material, family background, cultural
background and school environment.
In Pan’s (2002) study, she investigated twelve elementary schools, three
hundred ninety three students’ English learning attitude. She examined students’
attitude toward (1) course (2) teachers (3) assignment, (4) concentration (5) actively
learning. The results are the following: (1) female’s English learning attitude is
better than male. (2) private elementary school students’ English learning attitude is
better than public one. (3) students with higher social status, their English learning
attitude is better than low social status.(4) students’ concentration and actively
learning can predict students’ attitude toward course, teacher assignment. The
prediction can reach 44.2%~52.1%. (5) students’ personal information (school, sex,
social-status) can predict students’ English learning attitude, which can reach 14%.
In conclusion, this study will combine the above researchers’ idea and develop a
questionnaire, which are the following: (1) students’ personal characteristics: ability,
motivation and attitude; (2) teachers’ expectation and attitude toward students; (3)
students’ surrounding environment: family, peers and classroom atmosphere; and (4)
teaching method and materials.

Research Method
The researcher teaches American holidays in her English class. Sample of this
research is 86 university students. At the end of semester, each student was
distributed a questionnaire of learning attitude of American holiday instruction.
After deducted some ineffective questionnaires, the total effective questionnaires are
sixty. The classes with holiday teaching has thirty effective questionnaires, other class
without holiday teaching has thirty ineffective questionnaires.
Framework
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Personal background

Attitude

Sex

1. Coursework

Age

2. Teacher

School system

3.Assignment

Grade

4.Concentration

Department

5. Actively learning

If they take the course

Results
In t-test, sex and if they have the course is significant.
In one-way ANOVA, age has a significant correlation with positive learn
“holiday teaching”, (p=.025), school system has a significant correlation with attitude
toward course, (p .050), department has a significant correlation with attitude
toward course,
(p .007). Twelve student are also interviewed.
Major findings were as follows: (1) students’ learning attitude changed from
passive learners to active learners based on the results of questionnaires. (2) students’
English skills progressed through their portfolios. (3) students have more sense about
American culture. The researchers integrate four language skills into American
holidays. English has became a global language, thus every world citizen is supposed
to learn about the global language through learning the culture. American holiday is
a natural way to learn the culture. There are many Taiwanese students study abroad
each year. Most of them prefer to study in the United States, so it is better to let them
experience American culture through learning American holidays beforehand.

Conclusion
Holiday teaching can stimulate students to do creative thinking, because most
students are very creative regarding their report. Some of my students tell the origin
of the festival, some students will sing the songs, and dance, teaching the vocabulary,
teach classmates to make cards, etc. Most of my students think the best way to know
10

culture of the country is know their festivals, which also increase their recognition of
the country. Besides the learning of the culture, it is fun to know festivals of the
country. In addition, students also want to know difference of characteristics of
festivals, culture and customs.
Indeed, it is helpful for students to know the culture since they live in the global
village. Holiday teaching can enhance students’ understanding towards the country,
which is also a good way to learn language of the country. Therefore, the researcher
employ different holidays to increase students’ motivation to learn English and help
them improve their English proficiency, which proved in this study is effective.

Reference
Anastasi, A. & Urbina, S. (1997). Psychological testing. New York: Prentice Hall.
Bills, R. E. (1978). Summary data and interpretations: A system for assessing affectivity
(ERIC Document Reproduction Service no. ED166264).
Brown, H. D. (2000). Principles of language learning and teaching (4th ed.). White
Plains, NY: Longman.
Chau, W. L. (2001). The relation between culture teaching and language learning.
Proceedings of The Eighteenth Conference on English Teaching and Learning in the
Republic of China (pp.59-72). Taipei, Taiwan: Crane.
Chen Y. L. & Huang, Y, J.(2004a). Great Ideas for Teaching Festivals. Taipei: East &
West Book Co., Ltd.
Chen Y. L. & Huang, Y, J.(2004b). Great Ideas for Teaching Festivals Book II. Taipei:
East & West Book Co., Ltd.
Chen, C.L. (2002). American cultural and English teaching. Proceedings of the 2002
cultural research and English teaching conference. Taipei, Taiwan: Taiwan Normal
University.
Chen, C.L. (2003). Teaching Holidays in English Classrooms. Taipei, Taiwan:

11

Bookman Pub.
Chin, M. C. (1992). The study of management attitude of high school teachers, inside
and outside control of students, students learning behaviors and attitude. The
Journal of Educational psychological research (NCCU), 15, 172-229.
Chuang, C. C. (2002). The teaching of Anglo-American culture in English classroom:
A survey of elementary school English teachers’ attitudes and practices.
Unpublished Doctoral dissertation, National Taipei Teachers College.
Fasold, P. (1984). The Sociolinguistics of society: Introduction to Sociolinguistics.
Oxford: Basil Blackwell.
Gagne, R.M., Wager, W. W., Golas, K.C., Keller, J. M. (2005). Principles of
instructional design. Belmont, CA: Wadsworth/Thomson Learning.
Krashen, S. (1982). Principles and Practice in SECOND Language Acquisition.
Oxford: Pergamon Press.
Krasmch, C. (1983). Cultural and constructs: Communicating attitudes and values in
the foreign language classroom. Foreign Language Annuals, 16, 437-448.
Leung, J. J. (1993). Children’s attitudes toward schoolwork and perception of parental
behaviors that support schoolwork. (ERIC Document Reproduction Service no.
ED357859).
Lin, C. T. (1995). Psychology of elementary students. Taiwan, Taipei: Wu-Nan culture
enterprise.
Lin, H. R. (2002). Effects of communicative language teaching on English learning and
cultural learning for children. Unpublished Doctoral dissertation, National
Kaohsiung Normal University.
Moon, S.B., Kim, J., and McLean, J. E. (1993). A comparison of Korean and
American students’ attitudes about school. (ERIC Document Reproduction Service
no. ED377268).
Pan, S. T. (2002). A study of English learning attitude of primary school students - based
on Taipei metropolitan area. Unpublished thesis of Politics graduate school of
National Taipei Normal University.
Robinson, G. L. (1985). Crosscultural understanding. NY: Prentice Hall.
Salim A. R. (1996). Attitudes of Arab minority students in Israel and Canada toward

12

learning a second language. The Journal of Social Psychology, 136(4), 541-544.
Salim A. R. (1997). Gender differences in Arab students’ attitudes toward Canadian
society and second language learning. The Journal of Social Psychology, 137(1),
125-128.
Shih, S. J. (1996). Interaction among language, society and culture. Language
Journal of National Taipei University of Education, No. 1, p. 1-58.
Silverstein, Mark J. (2002). A comparison of learning attitudes among secondary
urban students in schools of choice: A case study. Dissertation Abstracts
International Section A: Humanities & Social Sciences, Vol. 62(12-A), 2002. p.
4060.
Stempleski, S. (2000). Integrating culture into English teaching. Ninth International
Symposium on English Teaching (pp.63-70). Taipei, Taiwan: Crane.
Swift, J. S., Smith, A., & Jonathan W. (1992). Attitudes to language learning. Journal
of European Industrial Training, 16(7), 7-16.
Tsou, W. L. (2001). Creative Storytelling and Children’s English Learning Chinese
Stories. Taipei, Taiwan: East and West Book.
Wang, F. L (1990). The investigation and analysis of students’ family position,
learning behavior and learning achievement of students who study at new-system
teacher’s college and five-year institution. Unpublished thesis of Education
graduate school of National Taipei Normal University.
Yang, S. M, (2005). http://www.cavesbooks.com.tw .Magazine of caves book, 32.

13

Index I
1. The story of the Yen-Shui Festival (Chen & Huang, 2004b, p.121)
Three hundred years ago, there was a lot of soil and mud silting up the Yen-Shui
harbor. The environment and hygiene were so poor that people suffered from plagues.
It is said that walking a god sedan around the city is a way to comfort and protect
people from the plague. The god sedan is always accompanied by lots of firecrackers.
The activity was held on January 15th of the lunar calendar.
Surprisingly, people recovered from plagues the next day. From then on people
set off millions of fireworks every year to express their gratitude to the gods in
Yen-Shui. Don’t forget to wear long trousers and jackets when you visit there. A pair
of goggles, gloves, a helmet, and a mask are required as well. If you go there, you will
see everyone jumping up and down. Be careful of the fireworks. Good Luck!
2. Writing Thanksgiving Cards

(Chen & Huang, 2004a, p.121)

Direction:
(1) Make a Thanksgiving card for your parents with Picture A.
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(2) Make a Thanksgiving card for your parents with Picture B.
Mom:
Thank you!
3. Lantern Festival (Tsou, 2001, p.31):
A long time ago, a snake was caught in the forest and sold I the market. “Help!
Help!” I’m thirsty and hungry. I need some water,” said the poor snake. An old man
bought the crying snake and brought him home. The old man and his neighbors were
all farmers. They grew lots of crops. But there wasn’t enough water for plants that
year. “Help! Help!” I’m thirsty and hungry. I need some water,” said the poor crops.
All the farmers were worried and prayed for rain.
One night, the old man saw the snake in his dream. He was no longer a snake but
a dragon, and he was the god of rice. He said to the farmer, “In return for saving my
life, I’ll tell you a secret. Put your snake in the river. Then you will get enough rain
water for the crops.” The old man did what the dragon said. And it started to rain the
very next day.
The old man and his neighbors were very happy. They poured a lot of rice into
the river to thank the god of the rice. However, when the almighty God learned about
people pouring rice into the river, he was furious. He said to the farmers, “There is no
reason to waste so much precious food. I have to punish you for this behavior.
There’ll be no rain for the crops.” In addition, the almighty God also gave an order to
cut the dragon into pieces for revealing the secret to the farmers. People felt sad and
sorry.
On the 15th of the 1st lunar month, they carried a long line of lanterns to make a
dragon, and hope by doing so they can put the dragon’s pieces back together. This is
why we carry lanterns on the day of the Lantern Festival.
4. Valentine’s Day (Chen, 2003, P.146 &149)
(1) A Valentine Card
A. Cut her shapes out of pink or red construction paper.
B. Write Valentine poems or some love messages.

15

C. Decorate the card
a. with lace on the edges
b. with glitter paints, foil, or stickers
c. sprinkling salt on hearts while glue is still wet.
(2)Tim,
Together forever,
In good or bad weather,
My lovely valentine.
William,
Will you be my valentine?
I’ll be yours and you’ll be mine.
Let’s be friends and let’s not part.
Love is what comes from the heart.

Lisa,
Let me say,
In this nice day.
St. Valentine’s is fun,
And you’re my special one.
My acrostic poem:
________________________________________________________________________
________________________________________________________________________
_____________________________________________________________________
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Index 2
Questionnaire of the Learning Attitude on American holidays

in Teaching EFL Students
Dear students:
The purpose of this questionnaire is to explore the Learning Attitude on
American holidays in Teaching EFL Students for students to develop their
English teaching activity. Your ideas are valuable, and the result of your
questionnaire can for this study’s reference. Your questionnaire is only for
research, please answer it based on your real situation. I really appreciate your
help!
National Changhua University of Education
Graduate student: Huey-Ju Lin

17

I . Personal information
Instruction: Your personal information is only for research purpose, please
mark in front of the appropriate box.
1. Sex □1.male □2. female
2. Age □1.18~20 y □2. 21~23y □3. 24~26 y □4. 27y. (or above)
3. School system □1.Four-year (Day) □4.Two-year (Day) □3.Four-year (Night)
□4.Two-year (Night)
4. Grade □1. First grader □2. Second grader □3. Three grader □4.Others
5. Department □1.College of Engineering □2.College of Management
□3.College of Design □4. College of Humanities and Applied Sciences
6. If attend holiday teaching course □1.Yes □2.No

Instruction: The following scale is to explore the Learning Attitude on American
holidays in Teaching EFL Students. Please according to your situation to choose the
appropriate answer. Note:
“S”:strong agree, “A”: agree, “N”: no idea, “D”: disagree, “SD”: “strong disagree”.
S

I. Attitude toward “American holiday teaching”course:
1. I think it is very interesting
2. I think it will enhance my English proficiency
3. I think it bothers me

A

N D SD

□ □ □ □ □
□ □ □ □ □
□ □ □ □ □

4. I think it will increase my understanding toward American culture

□ □ □ □

□
II. Attitude toward “American holiday teaching”teacher:
5. I like the course is because teacher’s care
6. I like the course is because teacher’s encouragement
7. I like the course is because teacher’s teaching method

□ □ □ □ □
□ □ □ □ □
□ □ □ □ □

8. I like the course is because teacher has high expectation toward us □ □ □ □
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□
III. Attitude toward “American holiday teaching”assignment:
9. Because “American holiday teaching”is very interesting,

□ □ □ □ □

I like to do assignment:
10. Because I can learn English from“American holiday teaching” □ □ □ □ □
I like to do assignment:
11. Because I can learn American culture from

□ □ □ □ □

“American holiday teaching”, I like to do assignment:
12. Because “American holiday teaching”is very practical,

□ □ □ □ □

(eg. Valentine’s card), I like to do assignment:
IV. Concentration toward “American holiday teaching”
13. When I have a “American holiday course”, I am very concentrated □ □ □ □
□
14. When I have a “American holiday course”, I am distracted

□ □ □ □ □

15. When I have a “American holiday course”, I will participate

□ □ □ □ □

students’ design activity
16. When I have a “American holiday course”, I will think about

□ □ □ □ □

other people.
V. Attitude toward positively learn “American holiday course and assignment”
17. After the “American holiday course”, I will actively review it.

□ □ □ □ □

18. I will conscientiously do “American holiday assignment”

□ □ □ □ □

19. Besides teachers’ assignment, I will find other information

□ □ □ □ □

regarding “American holidays”
20. I will employ “American holidays teaching” course to

□ □ □ □ □

enhance my motivation to learn English
21. I will employ “American holidays teaching” course to
enhance my English vocabulary
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□ □ □ □ □

Thank you very much for your cooperation!
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Abstract
It is very challenging for individuals with psychiatric disabilities to obtain a job, to
receive vocational training. Most employers tend to hire individual with psychiatric
disabilities as part-time work and they don’t have the indemnification of Health
Insurance. Their welfare and allowance do not meet the requirement of the Labor Laws
in Taiwan. Individuals with psychiatric disabilities confront many difficult situations in
their career. An ecological model is adapted from Hershenson and Szymanski. This
model examined a vast array of variables across several career development theories to
support that the teamwork is effective to assist people with disabilities. In this paper we
will use survey research to explore the factors that affect career development with
psychiatric disabilities. First, factors that influence career development are worthwhile
exploration as the means of helping individuals with disabilities in searching for
strategies, methods and resources to solve problems. Second, we would like to reveal
how to help individuals with disabilities to live independently, and acquire appropriate
work placement based on ecological model. Third, we would like to provide our study
results to the authority that may be concerned as reference to set position changed up to
individuals with psychiatric disabilities equal employment opportunities and be
supported by many public services, such as career counseling. Lastly, in our country,
vocational career theory model about psychiatric disabilities have not been well
developed. Therefore, we hope to collect and integrate related career theories, and
implement them into practice, and explore career development circumstances of
individuals with psychiatric disabilities in Taiwan.
Keywords: career development model, psychiatric disabilities
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Introduction
To view the career development of individuals with psychiatric disabilities in
Taiwan, the public does not understand the competence of them after the rehabilitation.
Therefore, psychiatric disabilities will get obstruction when looking for a job, joining
vocation training or getting the opportunity of work. Most employers hire psychiatric
disabilities in part-time and they don’t have the indemnification of Health Insurance.
Their wages also do not meet he regulation of the Labor Laws in Taiwan. Psychiatric
disabilities confront many difficult situations in their life. Through this paper we hope
to collect and integrate related career theories, and apply their concepts, structures and
models into practice, and explore career development circumstances of psychiatric
disabilities.
An ecological model is adapted from Hershenson and Szymanski. This model
examined a vast array of variables across several career development theories to
support the teamwork to assist people with disabilities. The professors will provide life
needs or decision for people with disabilities. It is also to recognize the factors of
vocational development effect in their life. Their model proposes five constructs used
with the ecological model of development and six interrelated career development
processes. The five groups of constructs are individual, contextual, mediating, work
environment, and outcome. The six interrelated career development processes are
congruence, decision making, developmental processes, socialization, allocation, and
chance (Flexer, Simmons, Luft,

Baer, 2004).

There are lots of issues in career development stages; through ecological model,
we can analysis the factors that influence career development and then help
xdisabilities in search of strategies, methods and resources to solve problems. The final
purpose, through this model, we hope to help disabilities to live independently, and gain
appropriate work placement (Szymanski

Hanley-Maxwell, 1996).
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Literature Review
The Definition of Psychiatric Disabilities
The definition of individuals with psychiatric disabilities are diagnosed according
to the standard tools such as DSM-

Diagnostic and Statistical Manual of Mental

Disorders by American Psychiatric Association(APA) or ICD-10 by World Health
Organization.
In Taiwan, individuals with psychiatric disabilities are diagnosed by psychiatrists.
In the Individuals with Disabilities Act, the instruction of article 3 divides is defined
individuals with psychiatric disabilities into the fourteenth category of individuals with
disabilities a chronic disease with psychiatric disabilities . The definition is that
individuals with psychiatric disabilities need treatment, but they don’t fully recover
from an illness and then become a chronic disease. The disease cases of individuals
with psychiatric disabilities to have obstacles in their occupation, interpersonal
relationship, and daily life. They need others support such as family, social and so on.
The individual with disabilities is includes schizophrenia, neurosis, phobia, paranoia,
psychosis in the olds or children, no-organic psychosis, and organic psychosis. The
standard and degree of identification are as follows

,

2003

Table 1 The standard and degree of identification
The order of

The standard of identification

identification
Slight in degree The disease cases psychiatric disabilities to have slight obstacles in
their occupation, interpersonal relationship, and daily life. The
individual maintains ability to work in general workplace and does
not need others to guard. He has the ability to take care of daily life
5

himself.
Middle in degree The disease cases psychiatric disabilities to have some obstacles in
their occupation, interpersonal relationship, and daily life. After
long-term treatment, the individual maintains ability to work in the
sheltering workplace and need others to guard. He still has the
ability to take care of daily life himself.
Severe in degree The disease cases psychiatric disabilities to have obstacles in their
occupation, interpersonal relationship, and daily life. The individual
needs long-term treatment and supervision in order to the basic
ability to take care of daily life himself.
Extremely Severe The disease case psychiatric disabilities to have obstacles in their
in degree

occupation, interpersonal relationship, and daily life. The individual
totally dependent on others.

Generally, according to middle degree individuals with psychiatric are
recommended to work. This is a matter of principle, but also it has an exception. It
depends on the evaluation of vocational assistances, the assessment of the ecological
system of supports, positive outcomes of the individual in rehabilitation, and system of
every welfare service, and service of professional supervise(
, 2003)
The Present Situation of the Individual with Psychiatric Disabilities in Taiwan
According to the monthly report of the ministry of the interior in Table 1, the grand
total of individuals with psychiatric disabilities has been constantly soared since 1995.
It shows that the problems of psychosis have affected our life. It can not be ignored. The
need of livelihood surveyed in the individuals with disabilities in 2000, it indicates that
the average age of individuals with psychiatric disabilities was 41.1. The time of 41.1
6

ages is just working age. To base on the long-term plan of promoting to work for the
individuals with disabilities of the Disability Alliance of the Republic of China in
September 2002, the percentage of working age with psychiatric disabilities between
15 to 64 except human vegetable and mental disorder is 12.85 (60409 people). The
number of the individuals with psychiatric disabilities is next to the individuals with
physical disabilities(207243 people).Individuals with psychiatric disabilities who have
the education degree above junior high school is 66.66 . To deduct the capacity for
no-physical labor, 43.55

of individuals with psychiatric disabilities work as

no-technical and physical labors. 24.76 of individuals with psychiatric disabilities
work as technical labors and operators. 18.62

of individuals with psychiatric

disabilities work in service occupations or as sales workers. The rate of individuals with
psychiatric disabilities who employed is only higher than Autism 8.29

. The rate of

the other with disabilities is between 47.6 to13.79 . With the above dates, It is
obvious to see that it is difficult for the individuals with psychiatric disabilities to be
employed.

Table 2 The grand total of individuals with psychiatric disabilities in Taiwan
nearly ten years
Year

, 2005 .
Grand Total

Year

Grand Total

1995

12,023

2001

60,453

1996

24,324

2002

68,763

1997

32,120

2003

75,832

1998

40,658

2004

83,175

1999

48,464

2005.6

85,425

2000

54,350
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The Meaning and the Importance of Career Development
The meaning of career
There are many different definitions of career from different experts or
professionals who have their own point of view and research. Super(1976) considered
that career is all kinds developing events and processes in life. The career involves all
kinds of occupations and roles from young to old . The occupation or role may have
paid or not. It performs the uniqueness and self-development of the individual.
Hall(1976) contended that career is all experiences and activities which go along with
one’s work or occupation throughout one’s life.

(1987)considered that the career

is include people who work and serve as one kind of role or position all his life. It also
involved with the activities and experiences in all aspects like eating, clothing, living,
education and entertainments.

(1988) also identified the career that is a series of

roles and positions from the cradle to the grave cited from

, 1997

To sum up, career referred to all processes throughout one’s life (from the cradle to
the grave). In every stage, the individual will play different role in various kinds of
work. The range is extensive and includes family, community, school and society.
Everyone has his own career. The career is continued, diversification, and experience.
The individual with disability is no exception.
The meaning of career development
(1988 considered that career development is the individual to prepare or
choose one work and then to decide on getting into the work. The individual needs to
adapt himself to the regulation and demand of the work. He also plays many different
roles at work and learns many experiences from work. He develops gradually from
basic level to high level. Career development has its own special property that is
relative, continued, progressive, and unique. cited from

, 2002 .

To sum up, career development is the process of phased ,entire , continuation, and
8

uniqueness in all one's life. In these processes, the individual plays different roles and
completes different tasks. Working is a role of career development. It is just the
process or stage of the individual who plays a role step by step

Ecological Model for Career Development

, 2002 .

Framework for Linking Career

Theory and Practice
The theory or model of career development provided people how to make decision
and having common interpretation in their career. What the theory or model that people
choose will affect their career.
Ecological model for career development
An ecological model is adapted from Hershenson and Szymanski. This model
examined a vast array of variables across several career development theories to
support the teamwork to assist people with disabilities. Professors will provide the life
needs or decision of people with disabilities. It also recognizes the factors of vocation
development effect in their life. Their model proposes five constructs used in the
ecological model of development and seven interrelated career development processes.
The five groups of constructs are individual, contextual, mediating, work environment,
and outcome. Individual constructs include physical and psychological attributes of the
person. Context constructs include those aspects of an individual’s current or past
situation that external to the parson. Mediating constructs are individual, cultural, and
social beliefs that affect the interaction of individuals with their environments.
Environment constructs describe various characteristics or conditions of work
environment. Outcome constructs are the behaviors or status as a result of interaction of
groups of the other factors. The six interrelated career development processes are
congruence, decision making, developmental processes, socialization, allocation, and
chance. Congruence is the process of relative match or mismatch of individual with
9

their environment. Decision making is the process by which individuals consider
career-related alternatives and formulate decisions. The development process involves
systematic changes over time which are interwoven with characteristics and
perceptions of the individual and reciprocally influenced by the environment.
Socialization is the process by which people learn work and life roles. It is influenced
by parental occupation, gender, social class, race, and ethnicity. Allocation is the
process by which societal gatekeepers(i.e., parents, teachers, vocational counselors,
school administrators, and personnel directors) use external criteria to channel
individuals into or exclude from specific directions. Change is the occurrence of
unforeseen events or encounters. Labor market forces are the economic and business
forces that affect individual and organizational opportunities, including globalization,
changing technologies, changing economics of business, downsizing, changing
corporate structures and practices, and the general health of the economy (Flexer,
Simmons, Luft,

Baer, 2004). There are lots of issues in career development stages

through ecological model, we can analysis the factors that influence career
development , and then help disabilities in search of strategies, methods and resources
to solve problems. The final purpose, through this model, we hope to help disabilities
independent, the least limitations, and gain appropriate work placement (Szymanski
Hanley-Maxwell, 1996).
Framework for linking career theory and practice
The career development framework was developed by Savicka. The framework
contained four important views. There are individual differences, development, the ego,
and the context of environment. The goal is to fulfill the individuals with disabilities’
needs of the work. In the process of getting to work, it is a very important element to
learn and make decision constantly in order to adapting to the work. People may
commit some problems at work, and they continuously propose some question
10

themselves. They try to discover some ways to solve. It based on the framework to use
problem-solving model to determine which of the theories and interventions to the
individuals with the disabilities. Savicks posses six types of career questions based on
the individual’s need that correspond to some interventions and career service. These
are shown in Table 3. Savickas, 1997 Flexer, Simmons, Luft,
Question
Who am I?

Career Intervention Problem
Career self

Baer, 2004

Career service

Career counseling

How can work help me to
grow as a person?

Drives(fulfilling needs)

How can shape my career?

Career therapy

Career attitudes, beliefs,
and competencies

Career education

What shall I choose?

Vocational self

How can I do better?

Occupational stimuli and
Vocational responses

How do I get a position?

Life roles: work, friends,

Vocational guidance

Position coaching
Occupational placement

love

Table 3

Source: The table is based on the work of Savick, 1996. A framework for linking career theory and practice, In

W.B.Walsh and M.L. Savicks Ed., Handbook of career counseling theory and practice, Palo Alto, CA:Davies-Black Publishing

The steps of making decisions in the career as follows: (1) identify question. (2) set
the goal. (3) find out the way. (4) collect the information. (5) check the result. (6)
evaluate the goal and result again. (7) make a decision or choose a plan. (8) organize the
step to the other question. (9) set up a schedule to complete the goal.
These processes of making decision keep on recurring. It will stop until the
individual to make the final decision. It is also assistant to have a clear indication in
order to help the individual deicing his goal (Harrington, 2004
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Conclusion
At present, the theories of career development used in the individual with
disabilities are eclectic. It selects the work best, different systems, theories and
resources. When we choose the theory or way, we must to consider the individual’s
needs at any time or circumstances. It should change by the individual’s goal and then
to choose the best way. The assistant needs to communicate with the individuals.
Now, there are no appropriate theories or model to support the individuals with
disabilities in Taiwan. Therefore, the researchers hope for researching the literatures of
the ecological model for career development and framework for linking career theory
and practice and then compile a survey. We hope to collect and integrate related career
theories, and apply them into practice, and explore career development circumstances
about individuals with psychiatric disabilities in Taiwan.
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The Research Goals and The Questions

Based on the above research motive, goals of minute this research state as follows:
1. Discuss the difficulty in the career development stages of individuals with
psychiatric disabilities face.
2. Through career development model to inquire into factors that influences career
development for individuals with psychiatric disabilities.
3. Attempt to seek for employment strategy, methods and the resources to solve
questions in the career development stages for individuals with psychiatric
disabilities.
4. To bring up the correlation proposal and improvement methods of investigation
findings in the career development stages for individuals with psychiatric
disabilities.

In view of this research goals proposed following questions:
1. Through the designed questionnaire to investigate what is the difficulty in the
career stages for individuals with psychiatric disabilities to face?
2. By career development models to analyze what is the factors that influence
vocational career development of individuals with psychiatric disabilities
3. What is the strategy, methods and resources to solve employment problems for
individuals with psychiatric disabilities in career development stages
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The research designs and implements

Research framework
According to the research motives and the goals, and result of the literature review,
we will use questionnaire to know what is the difficulty that individuals with
psychiatric disabilities to face in career development stages.
Through career development models to understand the correlation factors that
influence individuals with psychiatric disabilities, research composition for details sees
the appendix

.

Research hypotheses
Based on this research goals, literature review and concept of the research
framework, this researcher proposed this research hypotheses that wait for
confirmation as follows:
Hypotheses

: In the career development phase processes for the individuals with
psychiatric disabilities are affected by individual constructs (e.g., race,
gender, interests) and achieve the level of significance.

Hypotheses

: In the career development phase processes for the individuals with
psychiatric disabilities are affected by contextual constructs e.g., family,
education, legislation. and achieve the level of significance.

Hypotheses

: In the career development phase processes for the individuals with
psychiatric disabilities are affected by mediating constructs e.g.,
self-efficacy, work personality, cultural belief. and achieve the level of
significance.

Hypotheses

: In the career development phase processes for the individuals with
psychiatric disabilities are affected by environmental constructs e.g., task
requirements and achieve the level of significance.
14

Hypotheses

: In the career development phase processes for the individuals with
psychiatric disabilities are affected by outcome constructs e.g., job
satisfaction, occupation attainment and achieve the level of
significance.

Research methods
Survey research uses of technology like questionnaire, interview or observation,
gathers the needed samples data from the population, decides the situation in either
many sociology variables or the psychology items of the `population on present, or
relations between various variables

, 2001 . This research will refer to the

correlative theories to design " Career development questionnaire survey table for the
individuals with psychiatric disabilities " and to proceed questionnaire survey, we will
sample the appropriate samples from the population to gather needed data, and analysis
present situation and the relations between factors that influence, therefore here will
suit to use survey research.

Research objects
The questionnaire survey population are the individuals with psychiatric
disabilities who live in central Taiwan . This research objects are excepted to take from
Taichung City, Taizhong County, Zhanghua County, Nantou County, Yunlin County
and so on, who are individuals with psychiatric disabilities above 18 years old and
below 65 years old. At first, we have to request the name list from various county
governments or the correlation welfare institutions, statistic the number of individuals
with psychiatric disabilities. Second, depend on various counties assignment situation
to take stratified proportion random sampling to decide sampling the sample number
percentage. Third, carry the questionnaire survey out, and then basis on the effective
15

samples to take chi square χ2 test.

Research tool
This research uses questionnaire to be the research tool, in the questionnaire
established process, we referral correlation theoretical analysis and discuss individual
constructs, contextual constructs, mediating constructs, environmental constructs and
outcome constructs to make a Career development questionnaire for the individuals
with psychiatric disabilities to gather data. In the established process, we use experts
to check of questionnaire and tryout then through analysis of the validity and reliability
to revise into a formal questionnaire. Afterward implement the formal questionnaire
survey, collect research data, analyze and investigate the result.

Data analysis
We use SPSS 13.0 for the Windows to analysis questionnaire and then test all
hypotheses. According to research hypotheses, the statistical methods state as follows:
1.

Item analysis: Use item analysis to analyze the tryout result of

Career

development questionnaire for the individuals with psychiatric disabilities , to
make a formal questionnaire.
2.

Factor analysis: Use factor analysis to analyze the tryout result of

Career

development questionnaire for the individuals with psychiatric disabilities , to
test the construct validity of the questionnaire.
3.

Reliability analysis Use Cronbach alpha coefficient test to analyze the tryout
result of

Career development questionnaire for the individuals with psychiatric

disabilities , to examines its internal consistency of the questionnaire.
4.

MANOVA: Use factorial ANOVA to test the relation between variables.

5.
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Research procedure and time table
Research procedure and time schedule research program flow diagram and
schedule of the research plan time see Appendix

. At first, make sure the research

object and goals and collect related literature (estimated three months), next are
drawing up the research plan, make a questionnaire and test the first draft (estimated
two months) , after examine and test the questionnaire(estimated two months), and
analyze the validity and reliability of the questionnaire and revise(estimated two
months), after finish the formal questionnaire(to estimate two months), retrieve
questionnaire, data arrange and analyze(estimated three months), the inductive
research discovered and suggested (estimated two months), finally compose the
memoir (to estimate for a month).

Expected Outcomes
There are lots of issues in career development stages, through survey the scope of
ecological model to find out factors that influence include: construct factors, mediating
factors and outcome factors whom have significant relation or difference to affect
employment of individuals with psychiatric disabilities. Further we can discover the
strategies, methods and resources to solve problems in vocational career development.
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Appendix

Research composition

An ecological model of career development

Contextual constructs
e.g., family, education, legislation.

Mediating constructs
e.g., self-efficacy, work personality,
cultural belief.
Environmental constructs
e.g., task requirements

Outcome constructs
e.g., job satisfaction, occupation
attainment
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career development phase for individuals with psychiatric disabilities

Individual constructs
e.g., gender, race, interests.

Congruence processes

Decision-making
processes

Developmental
processes

Socialization
processes

Allocation processes

Chance processes

Appendix
Research program flow diagram

To make sure research subject and purposes
search related documents and papers

frame research plans

make a questionnaire/test the first draft

examine and test the questionnaire

bring the questionnaire into practice and tryout

analyze the validity and reliability
of the questionnaire and revise

carry out the formal questionnaire

data arrange and analyze

inductive research discovered and suggested

write research reports
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Appendix

Schedule of the research plan time

date

First month
August

Second month
September

Third month
October

Fourth month
November

Fifth
month
December

items
1.preparation
2.make a
questionnaire/tes
t the first draft
3.examine and
test the
questionnaire
4.analyze the
validity and
reliability of the
questionnaire
and revise
5.carry out the
formal
questionnaire
6.data arrange and
analyze
7.inductive the
discoveries and
suggestions of
this research
8. write research
reports
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ABSTRACT
ANGEL (A New Global Environment for Learning) is a Web-based tool that enables
faculty, instructors, and teaching assistants who have no knowledge of HTML to use the Web
to enhance their courses. In fall 2001, ANGEL 2001 replaced CourseWeb, the previous course
management system at the Pennsylvania State University (Penn State). Since then, the number
of ANGEL users has increased significantly each semester. However, despite the many users
involved in ANGEL, there have been few studies or evaluations of ANGEL’s use in support of
faculty members’ teaching.
To explore how Penn State faculty implement ANGEL in instruction, this study sought
to ascertain whether there were relationships between the use of ANGEL features and each of
the following three factors: (a) The rate of ANGEL course adoption in an academic unit, (b)
the average number of ANGEL course sections implemented by a faculty member in an
academic unit, and (c) the average ANGEL class size in an academic unit.
The material in this thesis is derived mainly from the ANGEL course database, which is
maintained by Information Technology Services (ITS) at Penn State. The database contains
statistics from spring 2002 to spring 2004. As the purpose of the study was to examine the
latest instructional use of ANGEL, the data from spring 2004 was chosen as the main analysis
resource. Since certain instructional features, such as Syllabus, Calendar, Lessons, Quiz,
Question, Folder, Drop box, Page, File, Message board, Message, Email, and Chat room
provide the most insightful information on how faculty use ANGEL, this study’s analytical
focus was on the use of those features.
The findings from the analysis of ANGEL feature use at Penn State indicate that the
average university-wide ANGEL adoption rate in spring 2004 was 29%. The adoption rates
for some campuses and colleges were lower than 10%; however, other campuses or colleges
had an adoption rate higher than 40%. In terms of the rate of use of ANGEL features, the
study results reveal that some features such as Syllabus, Lessons, Folder, and File had a use
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rate higher than 44%, while some features, such as Calendar, Message board, Message, Quiz,
and Question, had a use rate lower than 15%. Also, Chat room was utilized at a lower rate by
users. These results reveal that some important ANGEL features, such as Calendar, Quiz,
Message board, and Chat room, were not often employed by users.
To sum up, according to the study’s findings (as organized here according to the
research questions), instructional use of ANGEL at Penn State can be characterized as
follows:
1. The use rate for some ANGEL features, such as Calendar, Quiz, Message board, and
Chat room, was much lower than for other ANGEL features. The results indicate that
some important ANGEL features were not adopted by faculty members.
2. The ANGEL adoption rate did not have much impact on a unit’s ANGEL use. Only
the use of Email increased and the use of Syllabus declined.
3. The greater the number of ANGEL course sections implemented by a faculty member,
the greater that member’s use of the essential ANGEL features; however, because of
the faculty member’s limited time for feature exploration, the use of most ANGEL
features declined.
4. Larger ANGEL classes increased their use of essential ANGEL features that
contributed more pedagogical benefits to a class. However, some little-used features were not
adopted by most faculty members and so their use declined.
Based on the results of this study, the researcher suggests that Penn State make an effort
to increase the use of the following aspects of ANGEL: ANGEL program improvement,
ANGEL learning/help documentations, ANGEL training, and administrative leadership
encouragement. Finally, the thesis contains recommendations for future research directions.

Keywords: ANGEL, course management system, CMS, virtual learning environment,
e-learning, information and communication technologies, online learning
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ABSTRACT
ANGEL (A New Global Environment for Learning) is a Web-based tool that
enables faculty, instructors, and teaching assistants who have no knowledge of HTML to
use the Web to enhance their courses. In fall 2001, ANGEL 2001 replaced CourseWeb,
the previous course management system at the Pennsylvania State University (Penn
State). Since then, the number of ANGEL users has increased significantly each semester.
However, despite the many users involved in ANGEL, there have been few studies or
evaluations of ANGEL’s use in support of faculty members’ teaching.
To explore how Penn State faculty implement ANGEL in instruction, this study
sought to ascertain whether there were relationships between the use of ANGEL features
and each of the following three factors: (a) The rate of ANGEL course adoption in an
academic unit, (b) the average number of ANGEL course sections implemented by a
faculty member in an academic unit, and (c) the average ANGEL class size in an
academic unit.
The material in this thesis is derived mainly from the ANGEL course database,
which is maintained by Information Technology Services (ITS) at Penn State. The
database contains statistics from spring 2002 to spring 2004. As the purpose of the study
was to examine the latest instructional use of ANGEL, the data from spring 2004 was
chosen as the main analysis resource. Since certain instructional features, such as
Syllabus, Calendar, Lessons, Quiz, Question, Folder, Drop box, Page, File, Message
board, Message, Email, and Chat room provide the most insightful information on how
faculty use ANGEL, this study’s analytical focus was on the use of those features.
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The findings from the analysis of ANGEL feature use at Penn State indicate that
the average university-wide ANGEL adoption rate in spring 2004 was 29%. The adoption
rates for some campuses and colleges were lower than 10%; however, other campuses or
colleges had an adoption rate higher than 40%. In terms of the rate of use of ANGEL
features, the study results reveal that some features such as Syllabus, Lessons, Folder,
and File had a use rate higher than 44%, while some features, such as Calendar, Message
board, Message, Quiz, and Question, had a use rate lower than 15%. Also, Chat room
was utilized at a lower rate by users. These results reveal that some important ANGEL
features, such as Calendar, Quiz, Message board, and Chat room, were not often
employed by users.
To sum up, according to the study’s findings (as organized here according to the
research questions), instructional use of ANGEL at Penn State can be characterized as
follows:
1. The use rate for some ANGEL features, such as Calendar, Quiz, Message board,
and Chat room, was much lower than for other ANGEL features. The results
indicate that some important ANGEL features were not adopted by faculty
members.
2. The ANGEL adoption rate did not have much impact on a unit’s ANGEL use.
Only the use of Email increased and the use of Syllabus declined.
3. The greater the number of ANGEL course sections implemented by a faculty
member, the greater that member’s use of the essential ANGEL features;
however, because of the faculty member’s limited time for feature exploration,
the use of most ANGEL features declined.
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4. Larger ANGEL classes increased their use of essential ANGEL features that
contributed more pedagogical benefits to a class. However, some little-used
features were not adopted by most faculty members and so their use declined.
Based on the results of this study, the researcher suggests that Penn State make an
effort to increase the use of the following aspects of ANGEL: ANGEL program
improvement, ANGEL learning/help documentations, ANGEL training, and
administrative leadership encouragement. Finally, the thesis contains recommendations
for future research directions.
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Chapter 1
Background
The Web has many advantages for teaching. Currently, there are tools that make it
easier for faculty and students to make use of the Web in the teaching and learning
process. These tools are called course management systems (CMS). Most course
management systems date from the mid- to late-1990s. They evolved from efforts to meet
the increasing need among faculty, especially those with few technology skills, to
manage their courses online (Morgan, 2003, p. 15). In the past decade, course
management systems have played an increasingly critical role in fulfilling the strategic
academic goals of higher education. Nowadays, these systems are the major vehicle for
offering online courses to students in universities and colleges throughout North America
and, increasingly, throughout the world (Morgan, 2003, p. 9).

ANGEL at the Pennsylvania State University
ANGEL (A New Global Environment for Learning) is the course management
system that is currently in place at the Pennsylvania State University. ANGEL was
developed by CyberLearning Labs, Inc., which is a software company created to develop
and market ANGEL and other e-Learning technologies and solutions. CyberLearning
Labs and ANGEL evolved from research conducted by the CyberLab at the Purdue
University School of Engineering and Technology on the Indiana University-Purdue
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University Indianapolis campus. The initial research system deployed in 1996 and is still
in use today. The system supports nearly 100,000 students on six Indiana University
campuses. ANGEL was created using the early system concepts and was made more
generally applicable and maintainable with a tailorable user interface, flexible backend
database integration, and a high performance, reliable component architecture. It provides
educators with access to all of the educational advantages of the Web from a single place,
run within a single interface (CyberLearning Labs, Inc., 2004a).
After comparing all of the course management software systems on the market,
Penn State selected ANGEL as its course management system. ANGEL stood out
because it is both easy to use and powerful. Faculty members can use the features that are
most important to them. Because it is so easy to use, Penn State reduced its costs in both
training and support (“Penn State to Put Course Online,” n.d.).
In fall 2001, ANGEL 2001 replaced CourseWeb, Penn State’s previous course
management system. Spring 2002 was the first semester during which ANGEL was used
on a large scale. During that semester 52,793 students were enrolled in ANGELenhanced courses; also, more than 1,000 faculty members activated ANGEL for their
courses (Penn State Information Technology Services, 2002). As of September 1, 2003,
the CourseWeb system had been deactivated (CourseWeb Team, n.d.). CourseWeb users
were encouraged to apply for ANGEL accounts for their courses. Seminars and
documentation were also developed to help instructors transition from CourseWeb to
ANGEL (Pennsylvania State University, 2001).
As of August 12, 2002, ANGEL version 5.0 was introduced by CyberLearning
Labs, Inc. The new features of this version included Syllabus Tab, Anonymous Surveys,
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Announcements Manager, Course News, Quick-poll Editor, Attendance Manager, and
Administrative Tools. It also came with some faculty-requested changes, such as Hide
Courses, Rearrange Courses, and Groups. Some other features such as File Handling,
Photo Insertion, and Quiz Tools were improved as well (Electronic and Computer
Services, 2002).
ANGEL was upgraded to version 5.6 on August 16, 2003 (“ANGEL Is
Upgraded,” 2003). The upgrade included approximately thirty enhancements designed to
improve the course management experience for all users. Some of the additions made in
this version include enhancements to existing tools, such as the ability to place students
into multiple work teams, while others are entirely new to ANGEL, such as the My Notes
tool that allows students and instructors to keep class notes online within an ANGEL
course (Janzen, n.d.).
On May 15, 2004, Penn State upgraded ANGEL from version 5.6 to version 6.0
(Pennsylvania State University, 2004d). ANGEL 6.0 is full of new features, such as a
Course Site Map to make navigation even easier than it was before. Also, it comes with a
number of enhancements, such as greater flexibility when using Message boards and
Chat rooms. Everything was designed with the intention of making ANGEL, Penn State’s
course management system, a more helpful tool for faculty members (Penn State
Information Technology Services, 2004).
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Features of ANGEL 6.0
ANGEL is a Web-based tool that enables faculty, instructors, and teaching
assistants who have no knowledge of HTML to use the Web to enhance their courses.
The course’s class roster is automatically linked to the Penn State registrar’s database and
is updated regularly. The ANGEL interface has six functional tabs, such as Syllabus,
Calendar, Lessons, Class, In Touch, and Tools (see Appendix A). By selecting the
functions under the tabs, instructors can implement ANGEL’s features for a course
(Pennsylvania State University, 2004a, 2004c). In general, the features within the
functional tabs can be placed into three main categories:
1. Make course materials such as syllabi, schedules, announcements, lecture notes,
quizzes, and multimedia resources available on the Web from one location (see
Figure 1).
2. Introduce exciting new learning opportunities to students using its
communication features (see Figure 2).
3. Manage the administrative aspects of courses more efficiently by automating
repetitive tasks (see Figure 3).
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Figure 1. Course contents in an ANGEL course (Pennsylvania
StateUniversity, 2004b).
ANGEL can provide students an integrated system in which they will find course
bulletin boards, email, and calendars, as well as a way to take their course exams online.
ANGEL offers a number of features that benefit any academic unit at Penn State that
offers online instruction. Instructors also have much to gain from this implementation.
They can avoid the significant expense and effort of creating and overseeing their own
course management systems, and may also eliminate the need for registering and
distributing student user names and passwords because ANGEL is integrated with eLion,
Penn State’s interactive academic information system. The bottom line is that ANGEL
can make it easier for faculty members to concentrate on teaching (School of Information
Sciences and Technology, 2001).
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Figure 2. ANGEL’s communication features (Pennsylvania State
University, 2004b).

Figure 3. ANGEL’s administrative tools (Pennsylvania State
University, 2004b).
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Statement of the Problem
Penn State has abundant Internet resources and has adopted ANGEL as its course
management system for three years. Penn State students, faculty, and staff members can
access Penn State’s Internet resources with their own University-assigned access
accounts. Penn State is currently equipped with an exceptional information technology
environment for instructors who wish to use some level of online technologies.
Beginning in fall 2001, the number of ANGEL users increased dramatically each
semester. However, despite the many users involved in ANGEL, there are few studies or
evaluations of how helpful ANGEL is in supporting faculty members’ teaching. Also, we
do not understand how faculty members use ANGEL in their instruction. For example, do
they make use of the technology to teach distance courses online or use it to supplement
their regularly scheduled face-to-face classes? To what extent do they use it? What CMS
features do they routinely use? How effective is ANGEL in their courses? To explore the
instructional use of ANGEL at the Pennsylvania State University, there is a need to
examine how faculty use ANGEL in order to ascertain which features contribute to the
faculty’s ability to instruct students and which ANGEL features faculty find most
advantageous in instructional uses.

Purpose of the Study
The purpose of the study was to examine how faculty members use ANGEL’s
features in instruction at the Pennsylvania State University. The findings and suggestions
from this study will be provided to Penn State and those faculty members who are
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interested in using ANGEL in their instruction. To achieve the research purpose, the
following research questions were asked and answered:
1. Is there a relationship between the rate of ANGEL adoption in an academic unit
and the indexes of ANGEL feature use?
2. Is there a relationship between the number of ANGEL course sections per
faculty member implemented in an academic unit and the indexes of ANGEL
feature use?
3. Is there a relationship between the average ANGEL class size in an academic
unit and the indexes of ANGEL feature use?

Organization of the Thesis
The remainder of this thesis consists of four chapters. Chapter 2 presents a review
of related literature. Chapter 3 describes the methodology of the study: profile of the
study population, ANGEL database, dependent variables, independent variables, and data
analysis. Chapter 4 reports the statistical results and findings of the study. The last
chapter, chapter 5, presents the conclusions and recommendations from the study.

Chapter 2
Literature Review
The purpose of the literature review was to examine previous research on the use
and evaluation of course management systems (CMS) in order to establish a theoretical
framework for this research. This literature review consists of a review of previous
studies on the implementation of CMS in higher education, course management system
use by faculty, and evaluation of course management systems.

Implementation of CMS in Higher Education
As information technology (IT) has become more robust and easier to use, it has
increasingly permeated academic activities in higher education. The use of technology in
education, commonly defined as e-learning, has become a standard component in many
courses. In an e-learning class, online communication and information access expand a
course’s range to wherever and whenever an instructor or student logs on. Higher
network bandwidth provides a quick and efficient conduit to accomplish these activities.
One of the greatest facilitators of Internet use on college campuses has been the
growing use of course management systems. Course management systems help
instructors integrate technology into their instruction. These products allow automated or
semi-automated creation of course Web pages, enabling faculty to easily post syllabi,
class announcements, resources, and reading material, and to communicate with enrolled
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students in the class (“Technology infusion in higher education,” 2002). In only a few
short years, course management systems have become an essential feature of instructional
technology at institutions of higher education (Warger, 2003).
In October 2002, the EDUCAUSE Center for Applied Research (ECAR)
surveyed 274 institutions that use e-learning (Arabasz, Pirani, & Fawcett, 2003). Eightysix of the respondents said they had implemented courses that used technology outside
the classroom, and all of them had integrated technology into face-to-face courses. Eighty
percent of the respondents said they offered hybrid courses that complement classroom
sessions with virtual sessions, and 71% said they offered fully online courses.
According to the 2002 Campus Computing Project survey, almost one-half
(47.5%) of the respondents indicated that their institution had a strategic plan for
deploying course management tools. More than four fifths (82.1%) of institutions of
higher education had already adopted a standard course management system for the
campus, up from roughly three fourths (73.2%) in the 2001 survey, and 57.8% in 2000;
also, more than one fourth (26.5%) of all college courses now use a course management
system, up from 20.6% in 2001 and almost double the level in 2000 (14.7%) (Green, n.d.;
“Technology infusion in higher education,” 2002; Warger, 2003). The survey data
confirm that course management software is becoming more important in the Information
Technology infrastructure across all sectors of American higher education (Figure 4)
(Morrison & Green, 2002).
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Figure 4. Percentage of courses using course management tools by type of
institution, 2000–2002 (Morrison & Green, 2002).
In the report of a survey conducted by WebCT (2004), 37% of the 416
respondents said they had implemented e-learning institution-wide, up from 25% in 2002.
Student participation in e-learning is growing at a 31% clip, and faculty members are
catching up to the demand with a 44% aggregate growth rate in e-learning participation.
The survey results indicate that e-learning is no longer a peripheral part of education at
colleges and universities around the world.
Currently, Blackboard and WebCT are the main CMS providers in the market. As
of April 2000, WebCT had more than 6 million student accounts in 147,000 courses at
more than 1,350 colleges and universities in 55 countries (Howell, 2000). As of February
2003, more than 2,700 colleges and universities in 140 countries used the Blackboard
course management system (Michigan Virtual University, 2003).
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Course Management System Use by Faculty
The use of course management systems by faculty in higher education is
increasing dramatically. Much of the use is concentrated on the content presentation tools
within the CMS. Faculty members are much slower to adopt the more complex or
interactive parts of the CMS, such as the discussion tools, quiz tools, or grade book.
However, once these tools are adopted, they are used quite heavily (Morgan, 2003).
In general, course management systems include tools for course content
organization and presentation, student-to-student and student-to-instructor
communications, collaborative group work, student assessment, grading, and class
management (Parisotto, 2004). By using course management systems faculty can utilize
online drop boxes for collecting assignments, create online quizzes and tests, post course
content, lead moderated online discussions, isolate course mail from other email, track
attendance and student progress, maintain a grade book and a course calendar, and even
import course materials from competing course management systems (Plattsburgh State,
2004). More and more, CMS developers are looking to tie together the academic and
administrative enterprise with modules and extensions for such features as data analysis,
enrollment, and targeted messaging (Course Management Systems, 2003).
The following sections describe faculty members’ initial adoption of CMS, the
reasons why faculty increase or decrease their use of CMS, how faculty use CMS, and
CMS use in teaching.
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Initial Adoption of CMS
According to research findings in recent studies on course management tools,
most faculty members start using a CMS as a response to one or more of the following
factors:
Pedagogical and time-saving functions. The results of Morgan’s (2003) study
revealed that the pedagogical and time-saving functions of a CMS have driven some
faculty to adopt a CMS. Some faculty and instructional staff adopted a CMS because they
needed an online quizzing or assessment tool. Also, the need for an online and secure
grade book has been a significant driving factor in CMS adoption throughout the
University of Wisconsin System (UWS). In interviews, faculty stressed efficiency and
time-management challenges as the major reasons for starting to use a CMS.
Peer pressure. Peer recommendations are a powerful factor in persuading faculty
to start using a CMS. Morgan (2003) indicated that more than 15% of the online survey
sample in his study cited this as the primary reason for use of the technology.
From the results of interviews, Morgan (2003) found that many faculty ascribed
their initial CMS adoption to a department chair’s or dean’s influence. Department
administrators can also have a strong positive effect on faculty CMS use. In all, campus
leadership had a significant impact on faculty members’ adoption of the technology.
Digital information. Warger (2003) indicated that the growing amount of digital
information being used in the curriculum is a factor pushing faculty to use the course
management tools to store, retrieve, and deliver those materials.
Training. Morgan (2003) believed that training of faculty and instructional staff
plays a key role in successful CMS adoption and use. In Morgan’s study, 29% of the
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faculty and instructional staff surveyed cited training in CMS use as an important factor
in their initial adoption or expanded use of a CMS.
Student requests. In Morgan’s (2003) study at UWS, the results revealed that
students’ requests to use a CMS was a minor factor in forcing faculty members to adopt a
CMS in their instruction.
From the results of Morgan’s (2003) study, the other minor reasons for faculty
members’ use of a CMS were:
1. The need to provide distance education.
2. Faculty initiative and faculty desire to teach with technology as well as to
advance their careers.
3. Grants from the Information Technology Center or other sources.
According to the results of a study conducted at Penn State (Harwood, 2004), the
reasons for faculty use of technology in classes were: (a) Content can be explained more
easily (45.3%); (b) lecture materials can be updated more rapidly (40.3%); (c) technology
allowed them to communicate easily with students out of class (37.3%); (d) more
complex materials and descriptions can be accessed (34.8%); (e) technology allowed
them to cover more course material (25.4%); (f) students are interact more in class
(24.3%); (g) students expect to use technology in class (23.8%); and (h) technology
facilitates group work in and outside of class (21.7%). In brief, Penn State faculty
members employed technology in classes because technology can help them deliver
course content and increase communication between them and their students. Also, some
faculty may use technology due to student requests.
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Why Faculty Increase Their Use of CMS
According to results found in some studies on the use of course management tools,
the motivating factors for professors’ increased use of CMS were as follows:
CMS as a good organizational tool. As Carnevale (2003) pointed out, faculty
members generally find CMS to be good organizational tools for their teaching, research,
and administration and would like to increase their use of a CMS. Morgan (2003) also
found that two thirds of UWS faculty members increase their use of online course
management systems once they began using it in their teaching, rather than decreasing or
keeping it at a consistent level.
A need to reduce the costs of photocopying. Another reason for faculty members
to use CMS is its ability to reduce the costs and save time in photocopying teaching
materials (Morgan, 2003; Olsen, 2001).
In brief, the research findings reveal that faculty members would increase their
use of CMS once they can benefit by using the course management tools.

Why Faculty Reduce Use of CMS
Instead of increasing use of CMS, some faculty members may decrease their use
of CMS for the following reasons:
Inflexibility of the CMS. According to the study by Carnevale (2003), faculty
members found course management systems time-consuming and inflexible; also,
students found them difficult to use. Some faculty members at UWS reported that their
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students actively discouraged the use of course management systems because they were
not user-friendly (Morgan, 2003).
Immaturity of the CMS tools. Another problem with the CMS is that the systems
are still immature. Even faculty members who are good with technology find it easier to
put a course into a course management system than to export the course content for
backup or other purposes (Olsen, 2001).
Lack of faculty training. Generally speaking, a CMS usually comes with many
functions and features. The process through which faculty members become familiar with
its functions and work to get what they want done can be a bit awkward (Olsen, 2001).
Students’ lack of technology skills. As shown in Morgan’s (2003) study, students’
lack of technology skills is a factor in faculty’s decreased use of a CMS. The study found
that many students are not proficient with technology and the technical difficulties limit
the software's full benefits. Carnevale (2003) also indicated that faculty members are
reluctant to use some of the bells and whistles of the software because they see some
students as a little techno-phobic.
Use of other sophisticated Web tools. Olsen (2001) indicated that many professors
use sophisticated Web tools, such as Dreamweaver and others, to build their course Web
sites, keeping them outside of the course management systems. For those professors, the
CMS is useful, at best, for making assignments and announcements or for setting up a
discussion forum online. They do not do much instruction through a CMS.
Problems with CMS access. Morgan (2003) indicated that some faculty members
at UWS cannot rely on good student access to a CMS, so they were reluctant to build
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CMS use into a course. Since users cannot work with CMS without access to it, Internet
access seems to be a crucial problem in CMS use.
Constant system changes. Systems updates or changes are important to a
successful CMS. However, constant system changes are also a main reason for faculty
reluctance to use a CMS (Morgan, 2003). It is important to identify who is responsible
for migrating course data from one product to another, or from one product version to
another (Morgan, 2003).
As indicated in the above literature review, the factors that reduced faculty
members’ use of a CMS can be grouped into two categories: the problems with a CMS
and the technology skills needed to use a CMS for students and faculty members. To
increase the adoption of a CMS, it is crucial to provide a stable CMS and good support;
also, institutions should invest more time and money in training faculty and students on
how to use the technology in their courses.

How Faculty Use Course Management Systems
Course management systems provide a variety of functions to meet educators’
teaching needs. Also, CMS can function both as a complement to traditional classroombased courses and as a site for learning completely online. The following sections
describe how faculty members use CMS in their instruction.
CMS in traditional and online courses. Course management systems are used
primarily in face-to-face courses. In a recent study, Morgan (2003) found that 80% of
faculty and staff at UWS used a CMS to augment face-to-face instruction, either to
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enhance regularly scheduled classes or to create hybrid courses. In contrast, fewer than
27% of faculty and instructional staff used a CMS for fully online courses.
Management functions of CMS. Most faculty members seemed to use a CMS
because it offered practical time and content management solutions (Carnevale, 2003;
Morgan, 2003). The results of Morgan’s (2003) study showed that faculty members
consistently appreciated how course management systems facilitated communication,
grade keeping, assessment and evaluation, and class management. Morgan also found
content management and presentation were by far the most compelling reasons for
faculty’s CMS use.
Pedagogical use of CMS. Regardless of the type of courses, faculty tended to use
a CMS to supplement lecture materials, provide options for different learning styles,
increase communication with students, and increase feedback and access to grades
(Carnevale, 2003; Parisotto, 2004). Morgan (2003) pointed out that 59% of faculty
members believed that their CMS use contributed to greater contact between them and
their students. Many faculty members described this as an important pedagogical benefit
of course management systems.

Course Management System Use in Teaching
As indicated earlier, faculty members use CMS for a variety of pedagogical
purposes. The decision to use a CMS is driven primarily by an instructor’s interest in
solving a particular pedagogical problem and due to experience gained from product
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training sessions (Warger, 2003). Below are some CMS features that are frequently used
by faculty in their teaching:
Content presentation tools. Warger (2003) reported that content presentation tools
are the most favored features of the CMS. A recent study (Morgan, 2003) of the CMS
usage at UWS found that faculty liked the ability to pass class materials to students
electronically, communicate with them, and return grades to students online. More than
60% of the faculty and academic staff surveyed ranked announcement, syllabus, and
course document functionality as very important in a CMS, and approximately 80% of
respondents used these tools.
Communication tools. Faculty members were especially interested in how they
could use the CMS discussion tool to incorporate online discussions into their classes.
Such a tool was not easily available to them outside of a CMS, so the desire for access to
a discussion board became a factor in driving faculty to use a CMS (Morgan, 2003).
Supplement to classroom teaching. Morgan (2003) believed that one benefit of a
CMS is its ability to prompt faculty members to rethink their approach to teaching. For
example, many professors use electronic bulletin boards to supplement their classroom
discussions. Some faculty members are putting their lecture notes in a CMS and making
the notes available in advance of their lectures (Olsen, 2001).
Grade book. Morgan (2003) found that most faculty members found the grade
book feature to be an important CMS tool. The use of grade book allowed students to
track their progress through a course and to have a better sense of how they are doing and
of their strengths and weaknesses. Warger (2003) indicated that some CMS features, such
as grade book, discussion board, and quiz, are less widely used, perhaps because they
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appear more complex to master. But these tools are used intensively by faculty who do
adopt them.
Course management systems offer a wide range of features, but faculty primarily
use the “static” tools for storing syllabi and class materials, making announcements, and
handling administrative tasks (Morgan, 2003). Although some advanced CMS features
were not widely used, nor deemed important by faculty, faculty may eventually use these
features as they become more familiar with the software and pedagogy. Once the faculty
members incorporate the technology into their curricula, there is a higher probability that
the students will then find it useful (Halloran, 2001).

Evaluation of Course Management Systems
The CMS has become widely available in the past decade, and its popularity and
use have increased rapidly since that time. This section provides a summary of previous
studies on the implementation of CMS at several institutions in order to outline CMS use
in higher education.

Course Management Systems at University of Wisconsin System
As noted earlier, Morgan, in his study, Faculty Use of Course Management
Systems (2003), examined the use of course management systems by faculty in the
University of Wisconsin System (UWS). He conducted a survey of 730 faculty and
instructional staff, interviewed 140 faculty members and staff, and examined the CMS
usage logs at UWS. The study specifically focused on the following issues:
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1. What factors drive faculty to start using course management systems?
2. What factors motivate faculty to increase or decrease their use?
3. To what extent do faculty members use course management systems?
4. For what purposes are faculty members using course management systems?
5. What are faculty members’ concerns about CMS use?
The main findings of the study included the following:
1. The use of course management systems at UWS was concentrated on the
content presentation tools. For some advanced features, they were used heavily
once they were adopted by faculty.
2. The major reason for faculty to use CMS was the need to address a pedagogical
challenge. The other factors included peers’ recommendation, the pressure or
persuasion of campus administrators, and the availability of training.
3. The main reason for faculty to increase their CMS use was the opportunity to
learn about new uses and applications of a CMS from practical examples. The
faculty reported that they reduced their CMS usage because the technology was
time-consuming, inflexible, and difficult to use.
4. Eighty percent of faculty and staff used a CMS to augment face-to-face
instruction. Fewer than 27% of faculty and instructional staff used a CMS for
fully online courses.
5. Faculty used CMS in teaching and learning to supplement lecture materials,
increase transparency and feedback, and increase contact with and among
students.
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ANGEL Implementation at Penn State
In the study, Evaluation of the ANGEL Course Management System at Penn State:
A Case Study in the Workforce Education and Development Program, Lin and Passmore
conducted an online survey in the Workforce Education and Development (WF ED)
program at Penn State in the spring 2004 semester. The target population of the study was
168 WF ED graduate students listed on the WF ED listserv. The response rate was 25%
(42 out of 168). The independent variables in the study were gender, age, emphasis in the
WF ED program, and student status; the dependent variables were participants’ computer
skills and satisfaction scores with regard to ANGEL. The key findings of the study were
(Lin & Passmore, 2004):
1. Most WF ED graduate students agreed that ANGEL enables them to better
manage their work.
2. The majority of WF ED graduate students believed they had at least
intermediate computer skills and had no difficulties with using ANGEL.
3. By and large, the WF ED graduate students were satisfied with ANGEL.
4. When encountering difficulties in using ANGEL, most WF ED graduate
students turned to teachers, friends, or ANGEL tutorials for help.
5. Some ANGEL features need to be enhanced.
6. Good management by the instructor is a key factor in a successful ANGEL
course.
Some conclusions/educational implications were made in light of the findings:
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1. It is the instructional strategy, not the technology, which influences the quality
of learning.
2. Some ANGEL features that appear more complex to master could be made
“friendlier” by improving the ANGEL program or providing assistance to users.
3. To help students use ANGEL, Penn State should provide more training to
teachers who implement ANGEL in classes; also, it is necessary to develop
suitable use examples or tutorials for both instructors and students.

MyGateway System at the University of Missouri-St. Louis
MyGateway (i.e., Blackboard) was introduced to the University of Missouri-St.
Louis (UMSL) campus during the fall 2000 semester. Approximately 150 instructors
used the Web course management tools for 270 courses. At the end of the fall 2000
semester, the University of Missouri-St. Louis implemented an online survey to evaluate
the implementation of its course management system. The survey was sent to
participating instructors and students. The following results were obtained (University of
Missouri-St. Louis, 2001):
1. The percentage amount of time faculty members devoted to using or teaching
with MyGateway each week ranged from a high of 85% to a low of 2%. The
mean percentage was 15%.
2. The features most implemented by faculty members were electronic
discussions, posted announcements and class materials, and the use of quizzes.
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3. Faculty members needed the following help to do more online teaching and
learning: (a) Faculty training and development, (b) faculty support, (c)
software/hardware improvements, and (d) student help.
4. The following learning differences between traditional courses and the Webassisted courses that utilized MyGateway were identified by respondents: (a)
Referring to a syllabus (83.9% agreed; 16.1% disagreed), (b) receiving quick
feedback on quizzes and exams (79.2% agreed; 20.9% disagreed), (c) accessing
online materials (72.4% agreed; 27.6% disagreed), (d) communicating with
instructor (70.5% agreed; 28.5% disagreed), (e) helpfulness of quizzes (68.2%
agreed; 31.8% disagreed), and (f) receiving instructor comments quickly
(67.9% agreed; 32.0% disagreed).
5. Areas in which there was less difference between face-to-face courses and
Web-assisted courses appeared in: (a) work with fellow students (27% agreed,
73% disagreed), (b) greater study time devoted (54% agreed, 46% disagreed),
and (c) discussions about concepts improved learning (45% agreed, 55%
disagreed).

Evaluation of TeleTOP at the University of Twente, the Netherlands
The Faculty of Educational Science and Technology (TO) of the University of
Twente developed a Web-based course management system called the TeleTOP system.
Since 1988 almost all instructors in the TO faculty have been using the system in classes.
A study was conducted to understand instructors’ time and workload with respect to the
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system in the TO faculty. In Using a Web-based Course Management System: An
Evaluation of Management Tasks and Time Implications for the Instructor, Nijhuis and
Collis (2003) analyzed the instructors’ management tasks and time expenditures as they
related to system use. The study’s specific research questions included the following:
1. How do planning, implementation, and management issues change for
instructors when using a Web-based course management system?
2. What are the time costs?
3. Do actual time costs match instructor perceptions of these costs?
Some conclusions about how to efficiently use CMS were obtained:
1. It is important for instructors to explore or learn better strategies for using CMS
tools so the management tasks can become as efficient as possible while still
providing high-quality support for students.
2. Well-designed tools can boost higher management efficiency. For instance, a
better feedback tool provides instructors with their own database of feedback
comments. With the database, instructors can easily select, adapt, and add
feedback, and then give them to students.
3. The information training group should provide information about what to
expect in terms of time and management tasks, so instructors can make use of
CMS and will not waste time while doing so.
4. Good management of a course has a direct impact on students’ appreciation of
the course as well as their learning results. If instructors do not provide a
clearly and consistently organized environment, students will not only waste
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time and become frustrated, but they also may fail to achieve the course
objectives.

Summary
This literature review consists of a review of previous studies on the
implementation of CMS in higher education, course management system use by faculty,
and evaluation of course management systems.
As information technology (IT) has become more robust and easier to use, it has
increasingly permeated academic activities in higher education. One of the greatest
facilitators of Internet use on college campuses has been the growing use of course
management systems. According to the results of many surveys, course management
systems have became an essential feature of instructional technology at institutions of
higher education.
The review of literature indicated much of the use of course management systems
by faculty in higher education is concentrated on content presentation tools. Many of the
studies cited in this chapter have found that faculty members were much slower to adopt
the advanced CMS tools. However, once these tools were adopted, they were used quite
heavily.
According to some research findings, the reasons that most faculty members start
using a CMS were its pedagogical and time-saving functions, campus leadership or peer
pressure, immense amount of digital information, training in CMS use, and student
requests. At Penn State, faculty members employed technology in classes because
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technology helped them to deliver course content and increase communication between
them and their students.
The reasons for faculty members’ increased use of CMS were that professors
generally found course management systems to be good organizational tools for teaching,
research, and administration. A need to contain the costs of photocopying exams was also
a frequent motivating factor.
Instead of increasing CMS use, some faculty members may decrease their use.
The reasons include inflexibility of the system, immature CMS tools, lack of training,
students’ lack of technology skills, use of other sophisticated Web tools, problems with
CMS access, and constant system changes.
How do faculty use CMS? According to the literature review, course management
systems are used primarily in face-to-face courses. Faculty members often use a CMS for
communication, assessment and evaluation, class management, content management, and
presentation. CMS really provides options for different learning styles.
The comprehensive review of literature found that faculty members used CMS for
a variety of pedagogical purposes. The decision to use a CMS was driven mostly by an
instructor’s interest in solving a particular pedagogical problem and due to experience
gained from product training sessions. Although a CMS offers a wide range of features,
faculty primarily use the “static” tools. However, faculty may eventually use other
features as they become more familiar with the software and pedagogy.
With regard to an evaluation of the CMS in higher education, the literature review
included information on the implementation of a CMS at four different institutions.

28
Morgan (2003) found that the use of CMS in the University of Wisconsin System
concentrated on the content presentation tools. Most faculty members used CMS to
augment face-to-face instruction. The reasons that drove faculty use of CMS included the
need to solve a pedagogical problem, leadership or peer pressure, and training in CMS.
Faculty may increase CMS use by learning experiences from others. However, the
inflexibility of CMS may lead them to reduce their CMS use.
In the study by Lin and Passmore (2004), the results indicated that the graduate
students in Penn State’s Workforce Education and Development program agreed that
ANGEL makes managing work easier for them; also, most were satisfied with ANGEL.
The majority of WF ED students had at least intermediate computer skills to use in
mastering ANGEL. When they encountered difficulties, they sought help from teachers,
friends, or ANGEL tutorials. ANGEL improvements include enhancement to the program
and suitable assistance/training to users.
With regard to the implementation of MyGateway at the University of MissouriSt. Louis, the results of an online survey indicated that faculty members needed the
following help to perform more online teaching and learning: (a) Faculty training and
development, (b) faculty support, (c) software/hardware improvements, and (d) student
help. The learning differences and areas in which there was less difference between faceto-face courses and Web-assisted courses were also identified.
The purpose of the study by Nijhuis and Collis was to understand instructors’
time and workload with respect to the TeleTOP system in the Faculty of Educational
Science and Technology (TO) at the University of Twente. Some conclusions on the
efficient use of CMS were obtained: (a) Better strategies for using CMS tools can make
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its use more efficient and effective, (b) well designed tools can boost greater management
efficiency, (c) information about what to expect in terms of time and management tasks
can help save time, and (d) good management of a course has a direct impact on students’
learning.

Chapter 3
Methodology
The purpose of this study was to find out whether there were relationships
between the use of ANGEL features and each of the following three factors: (a) The rate
of ANGEL course adoption in an academic unit, (b) the average number of ANGEL
course sections implemented by a faculty member in an academic unit, and (c) the
average ANGEL class size of an academic unit. In this chapter the methodologies used in
the study are described. The chapter provides details on the data used in the data analysis,
including the profile of the study population, ANGEL database, variables, and data
analysis methods.

Profile of the Study Population
According to the Penn State Fact Book (2004), during the spring 2004 semester,
the student enrollment was 83,177, while the number of full-time faculty was 5,043 at the
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University Park campus and other campus locations. The Pennsylvania State University
consists of a large campus setting (the University Park campus, enrollment = 41,795) and
some other smaller campus settings (student enrollments vary from 700 to 6,000).
Figure 5 shows the locations of all Penn State campuses. Table 1 lists the campus
locations and their enrollments.

Figure 5. Pennsylvania State University campus locations, adapted from
Penn State Fact Book (University Budget Office, 2004).
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Table 1
Student Enrollment at the Pennsylvania State University, 2003–2004
Campus Location

N

Campus Location

N

Abington

3,202

Hazleton

Altoona

3,774

Lehigh Valley

764

McKeesport

826

Beaver

740

Berks

2,428

College of Medicine
Delaware County

738
1,734

1,225

Mont Alto

1,102

New Kensington

1,089

PA College of Technology

6,255

Dickinson School of Law

646

Schuylkill

1,028

DuBois

922

Shenango

905

Erie

3,683

University Park

Fayette

1,156

Wilkes-Barre

Great Valley

1,464

Worthington Scranton

1,401

Harrisburg

3,441

York

1,996

Total

41,795
863

83,177

Source: Penn State Fact Book (University Budget Office, 2004)

Data for the Study
The material in this paper is derived mainly from the ANGEL course database,
which is maintained by Information Technology Services (ITS) at the Pennsylvania State
University. The researcher accessed the ANGEL database on November 10, 2004, which
is the reporting date for the study. The database contains statistics on ANGEL course
sections, numbers of student and faculty users, and feature use information for all
academic units dated from spring 2002 to spring 2004 at the Pennsylvania State
University. As the purpose of the study was to examine the latest instructional use of
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ANGEL, the researcher chose the most recent data, that is, data from spring 2004, as the
main analysis resource.
Since certain instructional features, such as Syllabus, Calendar, Lessons, Quiz,
Question, Folder, Drop box, Page, File, Message board, Message, Email, and Chat room
provide the most insightful information on how faculty use ANGEL, the researcher
focused his analysis on the use of those features.

Definitions of the Variables in the ANGEL Database
The ANGEL database contains 22 columns that include code, date, semester, and
19 other variables. Below are the definitions of the 19 variables used in the data analysis.
These variables include the features mentioned in the previous section.
1. Courses - The number of activated ANGEL course sections within a course
prefix. An ANGEL course is activated when the instructor or those who have
editing rights make the course available for students. The course prefix is the
abbreviation of an academic program, department, or school at the
Pennsylvania State University. For examples, WF ED represents a program;
ENGL represents a department; and IST represents a school.
2. Distinct_faculty - The number of faculty members or teaching assistants who
have course editing rights in any activated ANGEL courses within a course
prefix. For example, Faculty Adams and his teaching assistant both have course
editing rights for course WF ED 501. Faculty Adams is also teaching WF ED
502, but we do not double-count him/her in this variable. Thus, no matter how
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many course sections Adams is teaching, he/she is only counted once. The
distinct faculty number in this example would be 2––Adams and his teaching
assistant. Users with “Course Editor” rights in an ANGEL course have full
authorization to edit content, alter the roster of students, and access all other
ANGEL functions.
3. Faculty - The total number of faculty members or teaching assistants who have
course editing rights in all activated ANGEL course sections within a course
prefix. Using the above example, the number in the Faculty variable would be 3
because we would double-count Adams because he is teaching two course
sections.
4. Distinct_students - The number of students who have enrolled in any activated
ANGEL course section within a course prefix. Just as with the Distinct_faculty
variable, we do not double-count students enrolled in multiple course sections
within a course prefix.
5. Students - The total number of students enrolled in all activated ANGEL course
sections within a course prefix. Just as with the Faculty variable, we doublecount students enrolled in multiple course sections within a course prefix.
6. Offered - The total number of course sections offered within a course prefix,
whether the course sections use ANGEL or not.
7. Syllabus - The number of activated or disabled ANGEL course sections that
created Syllabi within a course prefix. By default, the ANGEL course is
disabled. An instructor or those who have editing rights in the course may
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activate a course and then disable it at a later time. Students cannot enter and
use a disabled course.
8. Calendar - The number of activated or disabled ANGEL course sections that
created Calendars within a course prefix.
9. Lessons - The number of activated or disabled ANGEL course sections that the
instructors added to any course content on the Lessons tab within a course
prefix. Course content in an ANGEL course includes a variety of course items,
such as Folders, Pages, Links, Quizzes, Surveys, Files, Message boards, Drop
boxes, and Manually scored assignments. The Lessons tab is the portion of the
course where course content is stored.
10. Quiz - The number of activated or disabled ANGEL course sections that created
Quizzes within a course prefix.
11. Question - The number of activated or disabled ANGEL course sections that
created Questions in Quizzes within a course prefix.
12. Folder - The number of activated or disabled ANGEL course sections that
created Folders within a course prefix. A Folder can be used to store related
course content, such as Files, Quizzes, and Surveys. For instance, some courses
may establish individual Folders for each week’s lessons.
13. Drop_box - The number of activated or disabled ANGEL course sections that
created Drop boxes within a course prefix. A Drop box is a folder for students
to place homework files in, such as a research paper, a graphic created for an
assignment, a computer program, or an “off-line” quiz item.
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14. Page - The number of activated or disabled ANGEL course sections that created
Pages within a course prefix. A Page may be added to the Lessons tab by
course editors to quickly post announcements, lesson objectives, study guides,
or reminders.
15. File - The number of activated or disabled ANGEL course sections that created
Files within a course prefix. A wide variety of file types can be uploaded into
ANGEL by course editors for students to download. The file format can be
Web pages, text documents, spreadsheets, slide presentations, audio files, etc.
16. Message_board - The number of activated or disabled ANGEL course sections
that created Message boards within a course prefix. A Message board is a
course tool that lets instructors set up an unlimited number of threaded
discussions.
17. Message - The number of activated or disabled ANGEL course sections that
posted or replied to Messages on Message boards within a course prefix. A
Message is the information that is posted on a Message board.
18. Email - The cumulative number of Emails sent and received for course sections
within a course prefix through the reporting date, November 10, 2004.
19. Chat_room - The cumulative number of lines of Chat room logs for course
sections within a course prefix through the reporting date. A line is the number
of messages sent in the Chat room by hitting the return key.
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Dependent Variables
The dependent variables for this study are the rates of ANGEL’s instructional use
in an academic unit. Academic unit refers to a program (i.e., Workforce Education and
Development Program), department (i.e., English Department), or school (i.e., School of
Information Sciences and Technology). The instructional ANGEL features discussed in
this study include Syllabus, Calendar, Lessons, Quiz, Question, Folder, Drop box, Page,
File, Message board, Message, Email, and Chat room. The following five dependent
variables were built to measure the use rates of the above instructional features for each
academic unit at the Pennsylvania State University.
1. Frequency of ANGEL feature use / number of ANGEL course sections in a unit
2. Frequency of ANGEL feature use / number of ANGEL course students in a
unit
3. Frequency of ANGEL feature use / number of distinct ANGEL course students
in a unit
4. Frequency of ANGEL feature use / number of ANGEL course faculty members
in a unit
5. Frequency of ANGEL feature use / number of distinct ANGEL course faculty
members in a unit

Transformations of the Dependent Variables
In the theoretical development of statistical methods the most commonly assumed
distribution for continuous observations is the normal distribution. Some check of the
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normality of the distribution of the variables being analyzed is advisable in the early
stages of analysis (Afifi, Clark, & May, 2004, p. 53)
One way to test the normality is to check the skewness of the data. Skewness is a
measure of the asymmetry of a distribution (Salkind, 2000, p. 66). Morgan, Griego, and
Gloeckner (2001, p. 28) indicated that if the skewness value is more than +1.0 or less
than -1.0 the distribution is markedly skewed.
After the researcher examined the distribution of the dependent variables defined
in the previous section, most of their skewness values were greater than +1.0, which
resulted in a skewed distribution to the right. For the data that are skewed to the right, the
logarithm transformation can be applied to obtain a distribution that is approximately
normal (Simon, 2005). Hence, the researcher selected the logarithm transformation and
redefined the dependent variables as follows:
1. Index of feature use per course section (IPC): The base-10 logarithm of the
ratio of the frequency of certain ANGEL feature use to the number of ANGEL
course sections offered in an academic unit. The greater the IPC value, the
greater the unit’s use of the particular feature.
IPC = log10 (Frequency of ANGEL feature use / number of ANGEL
course sections in a unit)
2. Index of feature use per student (IPS): The base-10 logarithm of the ratio of the
frequency of certain ANGEL feature use to the number of ANGEL course
students in an academic unit. The IPS represents the average feature use for a
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student. The greater the IPS value, the greater the likelihood that students used
the particular feature in their ANGEL courses in a unit.
IPS = log10 (Frequency of ANGEL feature use / number of ANGEL
course students in a unit)
3. Index of feature use per distinct student (IPDS): The base-10 logarithm of the
ratio of the frequency of certain ANGEL feature use to the number of distinct
ANGEL course students in an academic unit. The definition of IPDS is similar
to that of IPS. The greater the IPDS value, the greater the likelihood that
students used the particular feature in their ANGEL courses in a unit. The only
difference is that, compared with the IPS value, the IPDS value better describes
how an individual student used the feature in a unit.
IPDS = log10 (Frequency of ANGEL feature use / number of distinct
ANGEL course students in a unit)
4. Index of feature use per faculty (IPF): The base-10 logarithm of the ratio of the
frequency of certain ANGEL feature use to the number of ANGEL course
faculty members in an academic unit. The IPF represents the average feature
use for a faculty member. The greater the IPF value, the greater the likelihood
that faculty members used the particular feature in their ANGEL courses in a
unit.
IPF = log10 (Frequency of ANGEL feature use / number of ANGEL
course faculty members in a unit)
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5. Index of feature use per distinct faculty (IPDF): The base-10 logarithm of the
ratio of the frequency of certain ANGEL feature use to the number of distinct
ANGEL course faculty members in an academic unit. The definition of IPDF is
similar to that of IPF. The greater the IPDF value, the greater the likelihood
that faculty members used the particular feature in their ANGEL courses in a
unit. The only difference is that, compared with the IPF value, the IPDF value
better describes how an individual faculty member used the feature in a unit.
IPDF = log10 (Frequency of ANGEL feature use / number of distinct
ANGEL course faculty members in a unit)

Independent Variables
The three independent variables related to ANGEL’s instructional use in the study
are (a) Ratio of ANGEL course sections to all course sections offered in a unit, (b)
ANGEL course sections per faculty member, and (c) ANGEL class size. These variables
are measured by academic unit. The researcher defined the independent variables as the
following:
1. Ratio of ANGEL course sections to all course sections (ROA): The number of
ANGEL course sections divided by the number of all course sections offered in
an academic unit. The value of ROA is between 0 and 1. The greater the ROA
value, the more the unit adopted ANGEL in its courses.
ROA = Number of ANGEL course sections / number of course sections
offered in a unit
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2. ANGEL course sections per faculty member (APF): The number of ANGEL
course sections divided by the number of distinct faculty members in an
academic unit. The value of APF is greater than 0. The greater the APF value,
the more ANGEL course sections a faculty member implemented in an
academic unit.
APF = Number of ANGEL course sections / number of distinct faculty
members in a unit
3. ANGEL class size (ACS): The number of ANGEL course students divided by
the number of ANGEL course sections in an academic unit. The value of ACS
is greater than 0. The greater the ACS value, the more students enrolled in an
ANGEL course section in an academic unit.
ACS = Number of ANGEL course students / number of ANGEL course
sections in a unit

Dummy Variables and Reference Category
To include ordinal or nominal variables in a regression model, they can be entered
as dummy variables. By doing so, the data from ordinal or nominal variables could be
analyzed by using the numerical coding for them and treating them as though they were
continuous (Afifi et al., 2004, p. 205).
To identify the relationships between levels of the independent variables and the
indexes of ANGEL use, the researcher divided the independent variables, e.g., ROA, into
four groups of equal size by their quartiles and treated them as ordinal variables of four
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categories. Then the researcher recoded the four categories as three dummy variables and
included them in the regression model. For example, Table 2 shows how quartiles of the
ROA variable, i.e., Q1 to Q4, were recoded as three dummy variables: roaq2, roaq3, and
roaq4 (these acronyms are used in Appendix A, SPSS Output of the Ordinary Least
Squares Regression Analysis). In effect, Q1 is considered the reference category; the use
of ANGEL features of Q2, Q3, and Q4 are measured by how much they differ from that
of Q1 category (Afifi et al., 2004, p. 205).
Table 2
Dummy Variable Coding Used for ROA Variable
Quartile of
ROA

Recoded as
roaq4

roaq3

roaq2

Q4

1

0

0

Q3

0

1

0

Q2

0

0

1

Q1

0

0

0

Data Analysis
The ANGEL database contains statistics data dated from spring 2002 to spring
2004. The materials treated herein are mainly derived from the data from spring 2004.
This section describes the methods to analyze the data to answer the following research
questions:
1. Is there a relationship between the rate of ANGEL adoption in an academic unit
and the indexes of ANGEL feature use?
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2. Is there a relationship between the number of ANGEL course sections per
faculty member implemented in an academic unit and the indexes of ANGEL
feature use?
3. Is there a relationship between the average ANGEL class size in an academic
unit and the indexes of ANGEL feature use?

Examine ANGEL Use at the Campus and College Levels
According to the login information provided by ITS, Mondays seemed to be the
days on which there was the most frequent ANGEL use, which means the dates for the
analysis of ANGEL use should be picked from Mondays for the spring 2004 semester.
Furthermore, the number of ANGEL course students became stabilized about one month
after January 12, 2004, the day when the classes began in the spring 2004 semester (see
Figure 6). In the meantime, the increase in the number of distinct ANGEL course faculty
members and ANGEL course sections became slow and steady (see Figure 7). Hence, the
researcher assumed that the ANGEL’s routine was well established after February 12,
2004 in the spring 2004 semester. Based on these facts, the researcher chose the records
for Monday, March 22, 2004 to analyze the use of ANGEL at the campus and college
levels.
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Figure 6. One month after the beginning of classes, January 12, 2004, the
number of ANGEL course students became stabilized.

Figure7. One month after the beginning of classes, January 12, 2004, the
numbers of the distinct faculty and ANGEL course sections increased
slowly and steadily.
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Regression of ROA, APF, and ACS on Indexes of Feature Use
The researcher conducted Ordinary Least Squares Regression analysis to find out
whether there are relationships between the independent variables (i.e., ROA, APF, and
ACS) and the indexes of ANGEL feature use in an academic unit.
The method of Least Squares is used to obtain estimates of the parameters. These
estimates are denoted by a, b1, b2, … , bp. The estimate a is usually labeled “intercept”,
and b1, b2, …, bp are usually labeled “coefficient” or “regression coefficient” by variable
name. The predicted value Ŷ for a given set of values X1, X2, … , Xp is then calculated as
Ŷ = a + b1X1 + b2X2 + · · · + bpXp
From the regression output, the researcher first examined the Analysis of
Variance (ANOVA) table. This table provides information on the sums of squares,
degrees of freedom, mean squares, F-value, and the model significance level (p-value).
The p-value is used to decide whether there is a relationship between the independent
variables (ROA, APF, and ACS) and the dependent variable (one of the five indexes of
ANGEL feature use). If the model F-value is not statistically significant at the .05
significance level, the researcher chose to terminate the analysis and conclude that the
explanatory model being assessed was not useful. For those models for which the F-value
is significant at the .05 significance level, the researcher provided the significance levels,
b-values, and the 95% confidence intervals (CI) of the b-values for the significant
independent variables in the model.

Chapter 4
Findings
This chapter reports findings and interprets the study results from the analyses
described in chapter 3. In order to obtain a clearer picture of how faculty members
implemented the ANGEL course management system at the Pennsylvania State
University, descriptive analyses of ANGEL use at the campus and college levels were
demonstrated first, followed by detailed Ordinary Least Squares Regression results for
the three research questions presented in chapter 1.

ANGEL Use at the Pennsylvania State University
As of March 22, 2004, ANGEL use at the campus level is shown in Table 3.
Overall, the ANGEL adoption rate was about 29%. For the Harrisburg, Great Valley, and
McKeesport campuses, the ANGEL adoption rate was over 40%. The ANGEL adoption
rates at Shenango and Fayette campuses, and Dickinson School of Law were 9%, 8%,
and 6%, respectively.
With regard to the average number of ANGEL course sections implemented by
faculty members at the campus level, the average course section number, University-wide,
was 1.24. The average numbers of course sections at Abington, New Kensington, and
McKeesport were greater than 2.37. At University Park, each faculty member
implemented an average of 0.99 course sections. The average course section numbers for
the College of Medicine and World Campus were less than 0.5.
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With regard to ANGEL class size at the campus level, the average size was 27.98
students. The College of Medicine and University Park had larger class sizes, with 59.79
and 34.98 students, respectively. Great Valley, Worthington Scranton, and Lehigh Valley
had fewer than 17 students per ANGEL course section.
In terms of ANGEL use at the college level, Table 4 presents ANGEL use by
college as of March 22, 2004. ANGEL adoption rates for the School of Information
Sciences and Technology, Berks-Lehigh Valley College, and Capital College were 68%,
45%, and 43%, respectively, while the rates for the College of Medicine, Dickinson
School of Law, and ROTC were no more than 11%.
With regard to the average number of ANGEL course sections implemented by
each faculty member in the colleges, the faculty members in ROTC implemented the
most ANGEL course sections (3 course sections per faculty member). Capital College
came in second, incorporating 1.86 course sections per faculty member. In third place
were the Behrend College and College of Communications, which incorporated 1.52 and
1.51 course sections per faculty member, respectively. In contrast, the College of
Agricultural Sciences and Interdisciplinary Graduate College incorporated 0.78 and 0.56
ANGEL course sections per faculty member, respectively. The faculty members in the
College of Medicine implemented the fewest ANGEL course sections (0.16 course
sections per faculty member).
The average ANGEL class size in the College of Medicine was 67.75 students,
which was the largest average ANGEL class size among Penn State colleges. The class
size in the Eberly College of Business and College of Communications was 38.48 and
36.21 students, respectively. In contrast, the class size for the Commonwealth College,
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Abington College, and Berks-Lehigh Valley College were 16.81, 15.15, and 10.60
students, respectively.
In terms of the usage rate for each ANGEL feature as reported on November 10,
2004, the study found that some features had a much higher use rate. For example, the
Lessons, File, Syllabus, and Folder features had a use rate of 72.4%, 59.7%, 44.0%, and
43.8% respectively. Nevertheless, some features were not often employed by users. For
instance, the use rate for the Calendar, Message board, Message, Quiz, and Question
features was 13.7%, 13.2%, 10.7%, 10.5%, and 10.4%, respectively. Also, Chat room
was used at a lower rate. The chat logs per course section were 4.98 lines (see Table 5).
Results of the relationships between the independent variables and dependent
variables are summarized in Table 6. The independent variables included in the study are
(a) The rate of ANGEL course adoption in an academic unit, (b) the average number of
ANGEL course sections implemented by a faculty member in an academic unit, and (c)
the average ANGEL class size in an academic unit. The dependent variables are the
indexes of ANGEL feature use. For those regression models whose p-value was less
than .05, Table 6 indicates a relationship between the independent and dependent
variables. Details of the regression models, including model summary, model
significance value, b-values, and the 95% confidence intervals for b-values, can be found
in Appendix B.

48
Table3
The Use of ANGEL, by Campus, at the Pennsylvania State University, 2003–2004
Ratio of ANGEL course
sections to all course
sections offered

ANGEL course sections
per faculty member
who used ANGEL

Average ANGEL class size
at a given campus

Abington

0.27

2.42

25.26

Altoona

0.18

1.75

27.12

Beaver

0.37

2.32

18.79

Berks

0.35

2.01

26.15

College of Medicine

0.12

0.18

59.79

Delaware County

0.40

2.21

23.50

Campus

Dickinson School of Law

0.06

1.17

23.71

DuBois

0.22

2.35

18.40

Erie

0.30

1.86

25.91

Fayette

0.08

1.23

19.50

Great Valley

0.42

1.26

16.73

Harrisburg

0.45

2.06

17.36

Hazleton

0.39

2.27

20.26

Lehigh Valley

0.37

1.53

15.40

McKeesport

0.42

2.38

18.26

Mont Alto

0.24

1.46

21.45

New Kensington

0.34

2.41

19.28

PA College of Technology

0.23

1.02

21.60

Schuylkill

0.34

1.94

19.16

Shenango

0.09

1.70

21.35

University Park

0.30

0.99

34.98

Wilkes-Barre

0.37

2.07

17.85

World Campus

0.25

0.48

22.30

Worthington Scranton

0.31

2.07

16.48

York

0.25

2.28

19.14

Total

0.29

1.24

27.98
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Table4
The Use of ANGEL, by College, at the Pennsylvania State University, 2003–2004
Ratio of ANGEL course
sections to all course
sections offered

ANGEL course sections
per faculty member
who used ANGEL

Average ANGEL class size
at a given college

Abington College

0.39

1.17

15.15

Agricultural Sciences

0.31

0.78

22.86

Altoona College

0.31

1.35

18.70

Arts and Architecture

0.22

1.32

34.98

Behrend College

0.36

1.52

22.22

Berks-Lehigh Valley College

0.45

1.25

10.60

College

Business Administration

0.41

1.28

38.48

Capital College

0.43

1.86

17.52

College of Medicine

0.11

0.16

67.75

Commonwealth College

0.35

1.48

16.81

Communications

0.39

1.51

36.21

Dickinson School of Law

0.06

1.17

23.71

Earth and Mineral Sciences

0.33

0.82

32.12

Education

0.32

1.10

20.61

Engineering

0.30

0.95

24.53

Health and Human
Development

0.31

1.06

35.70

Interdisciplinary Graduate
Programs

0.24

0.56

18.72

ROTC

0.06

3.00

17.33

School of Graduate
Professional Studies

0.38

0.95

18.25

School of Information
Sciences and Technology

0.68

1.35

17.82

Science

0.16

1.42

32.10

The Liberal Arts

0.29

1.42

27.95

Total

0.29

1.19

28.09
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Table 5
Use of ANGEL Features at the Pennsylvania State University on
November 10, 2004
ANGEL feature

Rate of ANGEL feature use

Syllabus

44.0%

Calendar

13.7%

Lessons

72.4%

Quiz

10.5%

Question

10.4%

Folder

43.8%

Drop box

19.5%

Page

16.2%

File

59.7%

Message board

13.2%

Message

10.7%

Email
Chat room

15.04 emails per course section
4.98 lines of Chat room logs per course section
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Table 6
Ordinary Least Squares Regression of ROA, APF, and ACS on Indexes of Feature Use
(n = 143)
Index of Feature Use
Syllabus
per course section
per student
per distinct student
per faculty member
per distinct faculty member
Calendar
per course section
per student
per distinct student
per faculty member
per distinct faculty member
Lessons
per course section
per student
per distinct student
per faculty member
per distinct faculty member
Quiz
per course section
per student
per distinct student
per faculty member
per distinct faculty member
Question
per course section
per student
per distinct student
per faculty member
per distinct faculty member
Folder
per course section
per student
per distinct student
per faculty member
per distinct faculty member
Drop Box
per course section
per student
per distinct student
per faculty member
per distinct faculty member

R2

F

.142
.514
.494
.155
.269

2.017
12.931
11.941
2.233
4.508

.044
<.001
<.001
.025
<.001

Yes
Yes
Yes
Yes
Yes

.258
.465
.481
.201
.208

2.440
6.080
6.500
1.762
1.839

.019
<.001
<.001
.094
.078

Yes
Yes
Yes
No
No

.293
.581
.520
.160
.399

5.854
19.587
15.288
2.688
9.355

<.001
<.001
<.001
.007
<.001

Yes
Yes
Yes
Yes
Yes

.222
.334
.371
.155
.180

1.462
2.567
3.021
.941
1.123

.191
.018
.006
.500
.366

No
Yes
Yes
No
No

.230
.336
.375
.156
.176

1.490
2.533
3.003
.923
1.068

.181
.019
.007
.515
.405

No
Yes
Yes
No
No

.189
.498
.467
.122
.200

2.804
11.888
10.504
1.666
3.008

.005
<.001
<.001
.106
.003

Yes
Yes
Yes
No
Yes

.174
.460
.471
.189
.189

1.593
6.441
6.725
1.756
1.755

.135
<.001
<.001
.093
.093

No
Yes
Yes
No
No

p

Relationship? a
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Table 6 (continued)
Index of Feature Use
Page
per course section
per student
per distinct student
per faculty member
per distinct faculty member
Message
per course section
per student
per distinct student
per faculty member
per distinct faculty member
File
per course section
per student
per distinct student
per faculty member
per distinct faculty member
Message Board
per course section
per student
per distinct student
per faculty member
per distinct faculty member
Email
per course section
per student
per distinct student
per faculty member
per distinct faculty member
Chat Room
per course section
per student
per distinct student
per faculty member
per distinct faculty member
a

"Yes" if p < .05; otherwise, "No."

R2

F

.226
.438
.440
.122
.100

2.276
6.056
6.100
1.086
.860

.027
<.001
<.001
.384
.565

Yes
Yes
Yes
No
No

.349
.574
.581
.236
.194

3.151
7.939
8.171
1.823
1.415

.004
<.001
<.001
.086
.206

Yes
Yes
Yes
No
No

.228
.470
.434
.099
.277

4.080
12.232
10.561
1.515
5.282

<.001
<.001
<.001
.150
<.001

Yes
Yes
Yes
No
Yes

.363
.584
.583
.273
.195

3.868
9.506
9.466
2.543
1.645

.001
<.001
<.001
.015
.123

Yes
Yes
Yes
Yes
No

.195
.118
.139
.111
.178

3.366
1.854
2.235
1.738
3.009

.001
.065
.024
.087
.003

Yes
No
Yes
No
Yes

.500
.522
.543
.454
.427

2.226
2.426
2.642
1.851
1.659

.065
.047
.034
.121
.165

No
Yes
Yes
No
No

p

Relationship?
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Research Question One
RQ 1: Is there a relationship between the rate of ANGEL adoption in an academic
unit and the indexes of ANGEL feature use?
This study found significant relationships between the rates of ANGEL adoption
in academic units and their use of the Syllabus, Drop box, Message board, Message, and
Email features (see Tables 7, 13, 16, 17, and 18). Tables 8, 9, 10, 11, 12, 14, 15, and 19
indicate that there was no relationship between the rate of ANGEL adoption and the use
of the Calendar, Lessons, Quiz, Question, Folder, Page, File, and Chat room features.
The relationships that were significant are described in the following sections.

Syllabus
Table 7 shows that although there were no significant relationships between the
rate of ANGEL adoption (ROA in Table 7) and the use of Syllabus per course section,
per student, and per distinct student, there were significant relationships between ROA
and the use of Syllabus per faculty member and per distinct faculty member. The data
show that the relationships were negative. The use of Syllabus per faculty member in the
second and third quartiles of ROA was over 19.3% lower than that in the reference
category, or the lowest quartile. There is a similar relationship between the use of the
Syllabus per distinct faculty member and ROA.
This finding reveals a negative relationship between the rate of ANGEL adoption
and the faculty’s use of the Syllabus tool, which means the academic units that used
ANGEL more used the Syllabus tool less.
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Drop box
Table 13 demonstrates significant positive relationships between the rate of
ANGEL adoption (ROA in Table 13) and the use of the Drop box per student and per
distinct student. The use of the Drop box per student in the fourth quartile of ROA was
about 36.4% higher than the lowest quartile, or the reference category. There is a similar
relationship between ROA and the use of Drop box per distinct student.
This relationship reveals that the students in the academic units that employed
ANGEL the most used the Drop box tool more than the students in the other units.

Message board
Table 16 presents a negative relationship between the rate of ANGEL adoption
(ROA in Table 16) and the use of Message board per course section. However, there was
no significant relationship between ROA and the other use indexes for the Message board
feature. The use of Message board per course section was 32.4% lower in the fourth
quartile of ROA, when compared to that in the reference category.
This finding reveals that the courses in the academic units that used ANGEL the
most used Message board feature less.

Message
According to Table 17, there were significant negative relationships between the
rate of ANGEL adoption (ROA in Table 17) and the use of Message per course section,
per student, and per distinct student. The use of Message per course section in the second
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quartile of ROA was about 38.6% lower than that in the reference category. In the second
quartile of ROA, the use of Message per student and per distinct student was about 35.2%
and 35.1% lower than that in their reference categories, respectively.
This finding shows that courses and students in the academic units that used
ANGEL more used the Message tool less.

Email
Significant positive relationships between the rate of ANGEL adoption (ROA in
Table 18) and the use of Email per course section, per distinct student, and per distinct
faculty member were observed in Table 18. The use of Email per course section, per
distinct student, and per distinct faculty member in the third or fourth quartile of ROA
was about 31.1% to 41.5% higher than that in the reference category, respectively. There
is a similar relationship between the use of Email per distinct student and distinct faculty
member and their ANGEL adoption rates.
The findings reveal that courses, distinct students, and distinct faculty members in
the academic units that utilized more ANGEL used the Email feature more.
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Table 7
Ordinary Least Squares Regression for the Relationships of ROA, APF, and ACS to
Indexes of Syllabus Use (n = 120)
Quartile of
independent
variable

M
(SD )

Percentage change in use of Syllabus per
(95% CI )
Course section

Student

Distinct student Faculty member

Distinct faculty
member

ROA - Ratio of ANGEL course sections to all course sections offered in an academic unit
Q4

.225
(.419)

nsa

ns

ns

ns

ns

Q3

.317
(.467)

ns

ns

ns

-19.35*
(-36.04, -2.67)

-17.57*
(-33.12, -2.01)

Q2

.233
(.425)

ns

ns

ns

-19.67*
(-38.07, -1.27)

-19.82*
(-36.97, -2.67)

Q1

.225
(.419)

rc b

rc

rc

rc

rc

APF - ANGEL course sections per faculty member in an academic unit
Q4

.217
(.414)

-16.44**
(-28.72, -4.15)

ns

ns

19.48*
(3.65, 35.32)

38.09***
(23.33, 52.85)

Q3

.267
(.444)

-12.98*
(-24.50, -1.46)

ns

ns

ns

19.65**
(5.81, 33.49)

Q2

.075
(.264)

-19.67*
(-38.05, -1.28)

-19.60*
(-39.12, -0.08)

ns

ns

ns

Q1

.442
(.499)

rc

rc

rc

rc

rc

ACS - Average ANGEL class size in an academic unit
Q4

.275
(.448)

ns

-71.15***
-74.48***
(-85.30, -57.01) (-89.59, -59.37)

ns

ns

Q3

.267
(.444)

ns

-36.85***
-39.12***
(-51.73, -21.96) (-55.02, -23.23)

ns

ns

Q2

.250
(.435)

ns

-28.81***
-32.01***
(-43.67, -13.94) (-47.88, -16.13)

ns

ns

Q1

.208
(.408)

rc

rc

rc

a

rc

ns = p ≧ .05.
Q1 is the reference category (rc) for the other 3 quartiles.
*p <.05. **p <.01. ***p <.001.

b

rc
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Table 8
Ordinary Least Squares Regression for the Relationships of ROA, APF, and ACS to
Indexes of Calendar Use (n = 73)
Quartile of
independent
variable

M
(SD )

Percentage change in use of Calendar per
(95% CI )
Course section

Student

Distinct student

ROA - Ratio of ANGEL course sections to all course sections offered in an academic unit
Q4

.219
(.417)

nsa

ns

ns

Q3

.356
(.482)

ns

ns

ns

Q2

.260
(.442)

ns

ns

ns

Q1

.164
(.373)

rc b

rc

rc

APF - ANGEL course sections per faculty member in an academic unit
Q4

.164
(.373)

-30.54*
(-54.00, -7.09)

ns

-27.62*
(-53.45, -1.80)

Q3

.342
(.478)

-30.27**
(-49.10, -11.44)

-27.88**
(-48.24, -7.53)

-31.92**
(-52.65, -11.20)

Q2

.110
(.315)

ns

ns

ns

Q1

.384
(.490)

rc

rc

rc

ACS - Average ANGEL class size in an academic unit
Q4

.288
(.456)

ns

-76.95***
(-101.03, -52.87)

-81.87***
(-106.39, -57.35)

Q3

.219
(.417)

ns

-52.16***
(-77.98, -26.33)

-51.64***
(-77.94, -25.35)

Q2

.288
(.456)

-24.58*
(-47.67, -1.49)

-50.84***
(-75.80, -25.88)

-54.27***
(-79.68, -28.86)

Q1

.205
(.407)

rc

rc

rc

a

ns = p ≧ .05.
Q1 is the reference category (rc) for the other 3 quartiles.
*p <.05. **p <.01. ***p <.001.

b
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Table 9
Ordinary Least Squares Regression for the Relationships of ROA, APF, and ACS to
Indexes of Lessons Use (n = 137)
Quartile of
independent
variable

M
(SD )

Percentage change in use of Lessons per
(95% CI )
Course section

Student

Distinct student Faculty member

Distinct faculty
member

ROA - Ratio of ANGEL course sections to all course sections offered in an academic unit
Q4

.212
(.410)

nsa

ns

ns

ns

ns

Q3

.299
(.460)

ns

ns

ns

ns

ns

Q2

.255
(.438)

ns

ns

ns

ns

ns

Q1

.234
(.425)

rc b

rc

rc

rc

rc

APF - ANGEL course sections per faculty member in an academic unit
Q4

.248
(.434)

-18.43***
-12.50**
(-25.53, -11.33) (-20.28, -4.73)

-13.23**
(-22.31, -4.15)

20.40***
(10.81, 29.99)

37.54***
(28.53, 46.56)

Q3

.241
(.429)

-7.71*
(-14.92, -0.50)

ns

ns

12.17*
(2.44, 21.91)

23.14***
(13.99, 32.29)

Q2

.066
(.249)

-12.41*
(-24.34, -0.48)

ns

ns

ns

ns

Q1

.445
(.499)

rc

rc

rc

rc

rc

ACS - Average ANGEL class size in an academic unit
Q4

.248
(.434)

18.19***
-54.43***
-56.73***
(10.27, 26.11) (-63.10, -45.76) (-66.85, -46.61)

ns

ns

Q3

.255
(.438)

13.19**
(5.21, 21.17)

-34.13***
-34.64***
(-42.86, -25.39) (-44.83, -24.44)

ns

ns

Q2

.241
(.429)

ns

-21.86***
-23.50***
(-30.65, -13.07) (-33.76, -13.25)

ns

ns

Q1

.255
(.438)

rc

rc

rc

a

rc

ns = p ≧ .05.
Q1 is the reference category (rc) for the other 3 quartiles.
*p <.05. **p <.01. ***p <.001.

b

rc
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Table 10
Ordinary Least Squares Regression for the Relationships of ROA, APF, and ACS to
Indexes of Quiz Use (n = 56)
Quartile of
independent
variable

Percentage change in use of Quiz per
(95% CI )

M
(SD )

Student

Distinct student

ROA - Ratio of ANGEL course sections to all course sections offered in an academic unit
Q4

.250
(.437)

nsa

ns

Q3

.321
(.471)

ns

ns

Q2

.268
(.447)

ns

ns

Q1

.161
(.371)

rc b

rc

APF - ANGEL course sections per faculty member in an academic unit
Q4

.214
(.414)

ns

ns

Q3

.268
(.447)

ns

ns

Q2

.107
(.312)

ns

-39.73*
(-78.46, -1.01)

Q1

.411
(.496)

rc

rc

ACS - Average ANGEL class size in an academic unit
Q4

.429
(.499)

-63.09***
(-94.54, -31.64)

-63.69***
(-94.75, -32.64)

Q3

.196
(.401)

-42.71*
(-78.91, -6.51)

-39.54*
(-75.29, -3.79)

Q2

.214
(.414)

-50.27**
(-87.21, -13.33)

-54.78**
(-91.25, -18.31)

Q1

.161
(.371)

rc

rc

a

ns = p ≧ .05.
Q1 is the reference category (rc) for the other 3 quartiles.
*p <.05. **p <.01. ***p <.001.

b
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Table 11
Ordinary Least Squares Regression for the Relationships of ROA, APF, and ACS to
Indexes of Question Use (n = 55)
Quartile of
independent
variable

Percentage change in use of Question per
(95% CI )

M
(SD )

Student

Distinct student

ROA - Ratio of ANGEL course sections to all course sections offered in an academic unit
Q4

.255
(.440)

nsa

ns

Q3

.309
(.466)

ns

ns

Q2

.273
(.449)

ns

ns

Q1

.164
(.373)

rc b

rc

APF - ANGEL course sections per faculty member in an academic unit
Q4

.218
(.417)

ns

ns

Q3

.273
(.449)

ns

ns

Q2

.091
(.290)

ns

ns

Q1

.418
(.498)

rc

rc

ACS - Average ANGEL class size in an academic unit
Q4

.436
(.501)

-63.56***
(-94.78, -32.35)

-64.11***
(-95.06, -33.15)

Q3

.182
(.389)

ns

ns

Q2

.218
(.417)

-48.96*
(-85.66, -12.26)

-53.63**
(-90.02, -17.24)

Q1

.164
(.373)

rc

rc

a

ns = p ≧ .05.
Q1 is the reference category (rc) for the other 3 quartiles.
*p <.05. **p <.01. ***p <.001.

b
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Table 12
Ordinary Least Squares Regression for the Relationships of ROA, APF, and ACS to
Indexes of Folder Use (n = 118)
Quartile of
independent
variable

M
(SD )

Percentage change in use of Folder per
(95% CI )
Course section

Student

Distinct student

Distinct faculty
member

ROA - Ratio of ANGEL course sections to all course sections offered in an academic unit
Q4

.203
(.404)

nsa

ns

ns

ns

Q3

.331
(.472)

ns

ns

ns

ns

Q2

.246
(.432)

ns

ns

ns

ns

Q1

.220
(.416)

rc b

rc

rc

rc

APF - ANGEL course sections per faculty member in an academic unit
Q4

.229
(.422)

-27.09***
(-39.78, -14.39)

-22.47**
(-35.91, -9.02)

-23.47**
(-38.29, -8.66)

28.43***
(14.24, 42.61)

Q3

.263
(.442)

ns

ns

ns

21.53**
(7.89, 35.16)

Q2

.076
(.267)

ns

ns

ns

ns

Q1

.432
(.497)

rc

rc

rc

rc

ACS - Average ANGEL class size in an academic unit
Q4

.254
(.437)

ns

-69.27***
(-83.85, -54.68)

-72.61***
(-88.68, -56.53)

ns

Q3

.246
(.432)

ns

-41.24***
(-56.36, -26.13)

-43.00***
(-59.66, -26.34)

ns

Q2

.263
(.442)

ns

-36.13***
(-50.85, -21.40)

-39.20***
(-55.43, -22.98)

-15.99*
(-31.52, -0.45)

Q1

.237
(.427)

rc

rc

rc

rc

a

ns = p ≧ .05.
Q1 is the reference category (rc) for the other 3 quartiles.
*p <.05. **p <.01. ***p <.001.

b
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Table 13
Ordinary Least Squares Regression for the Relationships of ROA, APF, and ACS to
Indexes of Drop Box Use (n = 78)
Quartile of
independent
variable

Percentage change in use of Drop box per
(95% CI )

M
(SD )

Student

Distinct student

ROA - Ratio of ANGEL course sections to all course sections offered in an academic unit
Q4

.256
(.439)

36.42*
(5.38, 67.46)

40.70*
(8.91, 72.48)

Q3

.359
(.483)

nsa

ns

Q2

.269
(.446)

ns

ns

Q1

.115
(.322)

rc b

rc

APF - ANGEL course sections per faculty member in an academic unit
Q4

.218
(.416)

-25.21*
(-48.40, -2.01)

-29.63*
(-53.38, -5.88)

Q3

.321
(.470)

-29.33**
(-50.10, -8.57)

-32.14**
(-53.40, -10.89)

Q2

.090
(.288)

ns

ns

Q1

.372
(.486)

rc

rc

ACS - Average ANGEL class size in an academic unit
Q4

.269
(.446)

-79.44***
(-105.63, -53.25)

-81.68***
(-108.50, -54.87)

Q3

.321
(.470)

-41.75**
(-67.40, -16.09)

-43.65**
(-69.92, -17.38)

Q2

.244
(.432)

-27.40*
(-54.62, -0.18)

-29.33*
(-57.20, -1.46)

Q1

.167
(.375)

rc

rc

a

ns = p ≧ .05.
Q1 is the reference category (rc) for the other 3 quartiles.
*p <.05. **p <.01. ***p <.001.

b
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Table 14
Ordinary Least Squares Regression for the Relationships of ROA, APF, and ACS to
Indexes of Page Use (n = 80)
Quartile of
independent
variable

M
(SD )

Percentage change in use of Page per
(95% CI )
Course section

Student

Distinct student

ROA - Ratio of ANGEL course sections to all course sections offered in an academic unit
Q4

.225
(.420)

nsa

ns

ns

Q3

.338
(.476)

ns

ns

ns

Q2

.250
(.436)

ns

ns

ns

Q1

.188
(.393)

rc b

rc

rc

APF - ANGEL course sections per faculty member in an academic unit
Q4

.225
(.420)

-33.67**
(-54.00, -13.33)

-30.35**
(-51.53, -9.18)

-30.59**
(-51.84, -9.34)

Q3

.300
(.461)

-22.16*
(-41.24, -3.08)

-22.72*
(-42.58, -2.85)

-27.65**
(-47.59, -7.71)

Q2

.088
(.284)

-30.65*
(-59.53, -1.76)

-31.49*
(-61.56, -1.42)

-32.67*
(-62.86, -2.49)

Q1

.388
(.490)

rc

rc

rc

ACS - Average ANGEL class size in an academic unit
Q4

.325
(.471)

ns

-72.50***
(-99.53, -45.47)

-74.11***
(-101.24, -46.98)

Q3

.288
(.455)

ns

-33.03*
(-60.96, -5.10)

-36.32*
(-64.35, -8.28)

Q2

.263
(.443)

ns

ns

ns

Q1

.125
(.333)

rc

rc

rc

a

ns = p ≧ .05.
Q1 is the reference category (rc) for the other 3 quartiles.
*p <.05. **p <.01. ***p <.001.

b
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Table 15
Ordinary Least Squares Regression for the Relationships of ROA, APF, and ACS to
Indexes of File Use (n = 134)
Quartile of
independent
variable

M
(SD )

Percentage change in use of File per
(95% CI )
Course section

Student

Distinct student

Distinct faculty
member

ROA - Ratio of ANGEL course sections to all course sections offered in an academic unit
Q4

.209
(.408)

nsa

ns

ns

ns

Q3

.306
(.463)

ns

ns

ns

ns

Q2

.254
(.437)

ns

ns

ns

ns

Q1

.231
(.423)

rc b

rc

rc

rc

APF - ANGEL course sections per faculty member in an academic unit
Q4

.254
(.437)

-23.06***
(-32.75, -13.38)

-17.06**
(-27.49, -6.63)

-18.08**
(-29.74, -6.41)

33.24***
(22.13, 44.35)

Q3

.239
(.428)

-10.57*
(-20.49, -0.65)

ns

ns

20.70***
(9.33, 32.08)

Q2

.067
(.251)

ns

ns

ns

ns

Q1

.440
(.498)

rc

rc

rc

rc

ACS - Average ANGEL class size in an academic unit
Q4

.254
(.437)

15.16**
(4.30, 26.03)

-57.62***
(-69.31, -45.92)

-60.30***
(-73.38, -47.22)

ns

Q3

.254
(.437)

16.06**
(5.05, 27.08)

-31.52***
(-43.38, -19.66)

-32.19***
(-45.45, -18.93)

ns

Q2

.246
(.432)

ns

-24.12***
(-35.98, -12.27)

-26.20***
(-39.45, -12.94)

ns

Q1

.246
(.432)

rc

rc

rc

rc

a

ns = p ≧ .05.
Q1 is the reference category (rc) for the other 3 quartiles.
*p <.05. **p <.01. ***p <.001.

b
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Table 16
Ordinary Least Squares Regression for the Relationships of ROA, APF, and ACS to
Indexes of Message Board Use (n = 71)
Quartile of
independent
variable

M
(SD )

Percentage change in use of Message board per
(95% CI )
Course section

Student

Distinct student

Faculty member

ROA - Ratio of ANGEL course sections to all course sections offered in an academic unit
Q4

.239
(.430)

-32.37*
(-61.25, -3.48)

nsa

ns

ns

Q3

.324
(.471)

ns

ns

ns

ns

Q2

.254
(.438)

ns

ns

ns

ns

Q1

.183
(.390)

rc b

rc

rc

rc

APF - ANGEL course sections per faculty member in an academic unit
Q4

.225
(.421)

-41.28***
(-64.32, -18.24)

-36.87**
(-60.52, -13.21)

-37.23**
(-61.68, -12.79)

ns

Q3

.338
(.476)

-27.83**
(-47.97, -7.69)

-26.16*
(-46.83, -5.49)

-28.67**
(-50.04, -7.31)

ns

Q2

.085
(.280)

ns

ns

ns

ns

Q1

.352
(.481)

rc

rc

rc

rc

ACS - Average ANGEL class size in an academic unit
Q4

.282
(.453)

-30.25*
(-55.96, -4.55)

-103.97***
(-130.36, -77.59)

-108.02***
(-135.29, -80.75)

-46.60***
(-73.15, -20.05)

Q3

.296
(.460)

ns

-37.45*
(-65.91, -8.99)

-39.10*
(-68.52, -9.69)

ns

Q2

.254
(.438)

ns

-35.93*
(-65.40, -6.46)

-40.70**
(-71.16, -10.24)

ns

Q1

.169
(.377)

rc

rc

rc

rc

a

ns = p ≧ .05.
Q1 is the reference category (rc) for the other 3 quartiles.
*p <.05. **p <.01. ***p <.001.

b
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Table 17
Ordinary Least Squares Regression for the Relationships of ROA, APF, and ACS to
Indexes of Message Use (n = 63)
Quartile of
independent
variable

M
(SD )

Percentage change in use of Message per
(95% CI )
Course section

Student

Distinct student

ROA - Ratio of ANGEL course sections to all course sections offered in an academic unit
Q4

.222
(.419)

nsa

ns

ns

Q3

.317
(.469)

ns

ns

ns

Q2

.254
(.439)

-38.61*
(-70.25, -6.98)

-35.23*
(-68.22, -2.24)

-35.09*
(-68.83, -1.35)

Q1

.206
(.408)

rc b

rc

rc

APF - ANGEL course sections per faculty member in an academic unit
Q4

.222
(.419)

-38.82**
(-64.03, -13.62)

-34.74*
(-61.02, -8.45)

-34.00*
(-60.88, -7.11)

Q3

.317
(.469)

-37.34**
(-59.77, -14.90)

-36.37**
(-59.77, -12.98)

-39.09**
(-63.02, -15.16)

Q2

.095
(.296)

ns

ns

ns

Q1

.365
(.485)

rc

rc

rc

ACS - Average ANGEL class size in an academic unit
Q4

.270
(.447)

ns

-101.68***
(-131.38, -71.98)

-106.02***
(-136.40, -75.65)

Q3

.317
(.469)

ns

-36.88*
(-68.16, -5.61)

-37.74*
(-69.73, -5.75)

Q2

.238
(.429)

ns

ns

ns

Q1

.175
(.383)

rc

rc

rc

a

ns = p ≧ .05.
Q1 is the reference category (rc) for the other 3 quartiles.
*p <.05. **p <.01. ***p <.001.

b
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Table 18
Ordinary Least Squares Regression for the Relationships of ROA, APF, and ACS to
Indexes of Email Use (n = 135)
Quartile of
independent
variable

M
(SD )

Percentage change in use of Email per
(95% CI )
Course section

Distinct student

Distinct faculty member

ROA - Ratio of ANGEL course sections to all course sections offered in an academic unit
Q4

.207
(.407)

31.11*
(2.15, 60.07)

39.20**
(10.53, 67.87)

41.54**
(11.49, 71.60)

Q3

.296
(.458)

nsa

33.11*
(7.50, 58.73)

ns

Q2

.259
(.440)

ns

ns

ns

Q1

.237
(.427)

rc b

rc

rc

APF - ANGEL course sections per faculty member in an academic unit
Q4

.244
(.431)

-36.30**
(-59.80, -12.80)

-32.55**
(-55.82, -9.28)

ns

Q3

.252
(.436)

ns

ns

ns

Q2

.067
(.250)

ns

ns

ns

Q1

.437
(.498)

rc

rc

rc

ACS - Average ANGEL class size in an academic unit
Q4

.244
(.431)

43.06**
(16.95, 69.18)

-29.99*
(-55.84, -4.14)

37.07**
(9.96, 64.17)

Q3

.267
(.444)

40.95**
(15.17, 66.73)

ns

33.20*
(6.45, 59.96)

Q2

.237
(.427)

ns

ns

ns

Q1

.252
(.436)

rc

rc

rc

a

ns = p ≧ .05.
Q1 is the reference category (rc) for the other 3 quartiles.
*p <.05. **p <.01. ***p <.001.

b
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Table 19
Ordinary Least Squares Regression for the Relationships of ROA, APF, and ACS to
Indexes of Chat Room Use (n = 30)
Quartile of
independent
variable

M
(SD )

Percentage change in use of Chat room per
(95% CI )
Student

Distinct student

ROA - Ratio of ANGEL course sections to all course sections offered in an academic unit
Q4

.200
(.407)

nsa

ns

Q3

.433
(.504)

ns

ns

Q2

.200
(.407)

ns

ns

Q1

.167
(.379)

rc b

rc

APF - ANGEL course sections per faculty member in an academic unit
Q4

.167
(.379)

-116.25*
(-217.67, -14.83)

-114.81*
(-213.16, -16.46)

Q3

.367
(.490)

-104.05*
(-185.52, -22.58)

-108.14**
(-187.14, -29.13)

Q2

.200
(.407)

-111.04*
(-217.30, -4.79)

-112.70*
(-215.74, -9.65)

Q1

.267
(.450)

rc

rc

ACS - Average ANGEL class size in an academic unit
Q4

.433
(.504)

ns

ns

Q3

.167
(.379)

ns

ns

Q2

.233
(.430)

ns

ns

Q1

.167
(.379)

rc

rc

a

ns = p ≧ .05.
Q1 is the reference category (rc) for the other 3 quartiles.
*p <.05. **p <.01. ***p <.001.

b
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Research Question Two
RQ 2: Is there a relationship between the number of ANGEL course sections per
faculty member implemented in an academic unit and the indexes of
ANGEL feature use?
In terms of research question two, this study found significant relationships
between the number of ANGEL course sections per faculty member implemented in
academic units and their use of the Syllabus, Calendar, Lessons, Quiz, Folder, Drop box,
Page, Message, File, Message board, Email, and Chat room features at the Pennsylvania
State University. However, Table 11 shows no relationship between the number of
ANGEL course sections per faculty member implemented and the use of the Question
feature.
The relationships that were significant are reported in the following sections.

Syllabus
As shown in Table 7, the relationships between the number of ANGEL course
sections per faculty member implemented in academic units (APF in Table 7) and the use
of Syllabus per course section and per student were significant and negative. The use of
the Syllabus tool in the significant categories was more than 12.9% lower than the use in
the reference category. Nevertheless, the relationships between APF and the use of
Syllabus per faculty member and per distinct faculty member were significant and
positive. The use of the Syllabus tool in the significant categories was more than 19.5%
higher than the use in the reference category.
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This result indicates that the more ANGEL course sections implemented per
faculty member in a unit, the fewer the number of courses and students using the Syllabus
feature; however, the greater the number of faculty members using the Syllabus feature.

Calendar
Table 8 shows that the relationships between the number of ANGEL course
sections per faculty member implemented in academic units (APF in Table 8) and the use
of Calendar per course section, per student, and per distinct student. These relationships
were found to be statistically significant and negative. The use of Calendar per course
section, per student, and per distinct student in the significant categories was about 27.6%
to 31.9% lower than that in their respective reference categories.
The results indicate that the more ANGEL course sections per faculty member
implemented in a unit, the fewer the number of courses and students used the Calendar
tool.

Lessons
Table 9 demonstrates that the number of ANGEL course sections per faculty
member implemented in academic units (APF in Table 9) had a significant impact on all
indexes of Lessons use. The relationships between APF and the use of Lessons per course
section, per student, and per distinct student were negative. When compared with the
reference category, the use of Lessons per course section in the other quartiles was about
7.7% to 18.4% lower. The Lessons use per student and per distinct student in the fourth

71
quartile was 12.5% and 13.2% lower than their reference respective categories. In
contrast, the relationships between APF and the use of Lessons per faculty member and
per distinct faculty member were positive. The use of Lessons per faculty member and
per distinct faculty member in the third and fourth quartiles of APF was about 12.2% to
37.5% higher than that in their respective lowest quartiles.
The results show that the greater the number of ANGEL course sections per
faculty member implemented in a unit, the more faculty members used the Lessons tool
in their ANGEL courses, while the rate of Lessons use was reduced for courses and
students.

Quiz
Table 10 presents the number of ANGEL course sections per faculty member
implemented in academic units (APF in Table 10). Findings revealed a weak-moderate
impact on the use of Quiz per distinct student. The relationship was negative. The use of
Quiz per distinct student in the second quartile of APF was about 39.7% lower than that
in the reference category.
The relationship reveals that the greater the number of ANGEL course sections
per faculty member implemented in a unit, the lower the number of students likely to use
the Quiz feature.
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Folder
For the use of Folder feature, Table 12 shows significant relationships between
the number of ANGEL course sections per faculty member implemented in academic
units (APF in Table 12) and the use of Folder per course section, per student, and per
distinct student. The relationships were negative. The use of the Folder feature per course
section, per student, and per distinct student in the fourth quartile of APF was about
22.5% to 27.1% lower than that in their respective reference categories. Table 12 also
indicates a positive relationship between APF and the use of the Folder feature per
distinct faculty member. The use of the Folder feature per distinct faculty member in the
third and fourth quartiles of APF was over 21.5%, which was higher than that in the
reference category.
The results from the use analysis for the Folder tool indicate that the greater the
number of ANGEL course sections per faculty member implemented in a unit, the greater
the number of faculty members using the Folder tool, while the use rates for the Folder
feature decreased for ANGEL courses and students.

Drop box
The findings for the use of the Drop box (see Table 13) indicates significant
negative relationships between the number of ANGEL course sections per faculty
member implemented in academic units (APF in Table 13) and the use of the Drop box
per student and per distinct student. The use of the Drop box per student and per distinct
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student was approximately 25.2% to 32.1% lower than that in their respective reference
categories.
The results of the Drop box use analysis show that the greater the number of
ANGEL course sections per faculty member implemented in a unit, the lower the
probability of students using the Folder feature.

Page
Results demonstrated in Table 14 indicate significant negative relationships
between the number of ANGEL course sections per faculty member implemented in
academic units (APF in Table 14) and the use of Page per course section, per student, and
per distinct student. The use of the Page tool in the second, third, and fourth categories of
APF were roughly 22.2% to 33.7% lower than that in their respective reference
categories.
This finding discloses that the greater the number of ANGEL course sections per
faculty member implemented in a unit, the less likely courses and students were to use
the Page feature.

File
Results for the regression analysis in Table 15 indicate that the relationships
between the number of ANGEL course sections per faculty member implemented in
academic units (APF in Table 15) and the use of File per course section, per student, and
per distinct student were significantly negative. The use of the File tool in the categories
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with significant relationships was about 10.6% to 23.1% lower than their respective
reference categories. Table 15 also shows a positive relationship between APF and the
use of File per distinct faculty member. The use of the File feature per distinct faculty
member in the third and fourth quartiles of APF was 20.7% and 33.2% higher than that in
the reference category.
The results from the use analysis for the File tool show that the greater the
number of ANGEL course sections per faculty member implemented in a unit, the greater
the number of faculty members using the File tool, while the rates of File feature use
decreased for ANGEL courses and students.

Message board
As shown in Table 16, the relationships between the number of ANGEL course
sections per faculty member implemented in academic units (APF in Table 16) and the
use of the Message board per course section, per student, and per distinct student were
significantly negative. The use of the Message board feature in the third and fourth
categories of APF was nearly 26.2% to 41.3% lower than their respective reference
categories.
This finding reveals that the greater the number of ANGEL course sections per
faculty member implemented in a unit, the less likely courses and students were to use
the Message board feature.

75
Message
The use of the Message feature is similar to the use of the Message board feature.
Data in Table 17 show significant negative relationships between the number of ANGEL
course sections per faculty member implemented in academic units (APF in Table 17)
and the use of Message per course section, per student, and per distinct student. The use
of the Message feature in the third and fourth categories of APF was approximately
34.0% to 39.1% lower than their respective reference categories.
This finding reveals that the greater the number of ANGEL course sections per
faculty member implemented in a unit, the fewer the number of courses and students
using the Message feature.

Email
With regard to use of the Email feature, Table 18 demonstrates the number of
ANGEL course sections per faculty member implemented in academic units (APF in
Table 18). Findings reveal a moderate impact on the use of Email per course section and
per distinct student. The data point out that the relationships were negative. The use of
Email per course section and per distinct student in the highest quartile of APF was
36.3% and 32.6% lower than that in their reference categories, respectively.
The relationships disclose that the greater the number of ANGEL course sections
per faculty member implemented in a unit, the lower the number of courses and students
likely to use the Email feature.
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Chat room
The findings for the use of the Chat room (see Table 19) indicates significant
negative relationships between the number of ANGEL course sections per faculty
member implemented in academic units (APF in Table 19) and the use of the Chat room
per student and per distinct student. The use of the Chat room tool per student and per
distinct student were roughly 104.1% to 116.3% lower than that in their respective
reference categories.
The results of the Chat room use analysis show that the greater the number of
ANGEL course sections per faculty member implemented in a unit, the smaller the
probability of students using the Chat room feature.

Research Question Three
RQ 3: Is there a relationship between the average ANGEL class size in an
academic unit and the indexes of ANGEL feature use?
For research question three, this study found significant relationships between the
average ANGEL class size in academic units and their use of the Syllabus, Calendar,
Lessons, Quiz, Question, Folder, Drop box, Page, Message, File, Message board, and
Email features at the Pennsylvania State University. Nevertheless, the results also show
that there was no relationship between ANGEL class size and the use of the Chat room
feature (see Table 19).
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The relationships that were significant between the average ANGEL class size
and the indexes of ANGEL feature use are reported in the following sections.

Syllabus
The findings for the use of Syllabus (see Table 7) show significant negative
relationships between the average ANGEL class size (ACS in Table 7) and the use of
Syllabus per student and per distinct student. The use of Syllabus per student and per
distinct student in the second, third, and fourth quartiles of ACS was roughly 28.8% to
74.5% lower than that in their respective reference categories.
The results of the Syllabus use analysis demonstrate that the larger the average
ANGEL class size in a unit, the lower the average use of the Syllabus feature among
students.

Calendar
Results demonstrated in Table 8 indicate significant negative relationships
between the average ANGEL class size (ACS in Table 8) and the use of Calendar per
course section, per student, and per distinct student. The use of Calendar per course
section in the second quartile of ACS was 24.6% lower than the reference category. In
the second, third, and fourth quartiles of ACS, the use of Calendar per student and per
distinct student was approximately 50.8% to 81.9% lower than that in their respective
reference categories.
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The results reveal that the larger the average ANGEL class size in a unit, the
lower the average use of the Calendar feature among students. Meanwhile, the average
use of the Calendar feature in a class declined.

Lessons
The results demonstrated in Table 9 indicate significant positive relationships
between the average ANGEL class size (ACS in Table 9) and the use of Lessons per
course section. It was found that the use of Lessons per course section in the third and
fourth quartiles of ACS was 13.2% and 18.2% higher than the reference category.
However, the relationships between ACS and the use of Lessons per student and per
distinct student were significantly negative. The use of Lessons per student and per
distinct student in the second, third, and fourth quartiles of ACS was 21.9% to 56.7%
lower than their respective reference categories.
From the findings for Lessons use, it could be found that the larger the average
ANGEL class size in a unit, the lower the students’ average use of the Lessons feature.
However, the use of the Lessons feature in a class increased.

Quiz
Significant negative relationships were found between the average ANGEL class
size (ACS in Table 10) and the use of Quiz per student and per distinct student in
Table 10. The use of Quiz per student and per distinct student in the second, third, and
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fourth quartiles of ACS was approximately 39.5% to 63.7% lower than that in the lowest
quartile, respectively.
This finding shows that the larger the average ANGEL class size in a unit, the
lower the average use of the Quiz feature among students.

Question
Results shown in Table 11 reveal significant negative relationships between the
average ANGEL class size (ACS in Table 11) and the use of Question per student and per
distinct student. The use of Question per student and per distinct student in the second
and fourth quartiles of ACS was 49.0% to 64.1% lower when compared with their
respective reference categories.
This finding indicates that the larger the average ANGEL class size in a unit, the
lower the average use of the Question tool among students.

Folder
Significant negative relationships between the average ANGEL class size (ACS in
Table 12) and the use of Folder per student, per distinct student, and per distinct faculty
member were observed in Table 12. The use of Folder per student and per distinct student
in the second, third, and fourth quartiles of ACS was 36.1% to 72.6% lower than their
respective reference categories. The use of Folder per distinct faculty member in the
second quartile of ACS was observed to be 16.0% lower than the lowest quartile.
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The findings showed that the larger the average ANGEL class size in a unit, the
lower the average students’ use of the Folder feature. Also, the more likely faculty
members were to reduce their use of the Folder feature.

Drop box
The results shown in Table 13 showed significant negative relationships between
the average ANGEL class size (ACS in Table 13) and the use of Drop box per student
and per distinct student. The use of Drop box per student and per distinct student in the
second, third, and fourth quartiles of ACS were 27.4% to 81.7% lower when compared
with their respective reference categories.
The above finding indicates that the larger the average ANGEL class size in a unit,
the lower the average use of the Drop box tool among students.

Page
Table 14 shows significant negative relationships between the average ANGEL
class size (ACS in Table 14) and the use of the Drop box per student and per distinct
student. The use of the Drop box per student and per distinct student in the third and
fourth quartiles of ACS was 33.0% to 74.1% lower than their respective reference
categories.
This finding points out that the larger the number of students in an ANGEL class,
the lower the average use of the Page tool among students.
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File
According to Table 15, the relationships between average ANGEL class size
(ACS in Table 15) and the use of File per course section were significantly positive. The
use of File per course section in the third and fourth quartiles of ACS was 16.1% and
15.2% higher than the reference category. Meanwhile, the relationships between ACS
and the use of File per student and per distinct student were significant and negative. The
use of File per student and per distinct student in the significant categories was 24.1% to
60.3% lower than that in the reference categories, respectively.
The results indicate that the larger the average ANGEL class size in a unit, the
lower the average use of the File feature among students; in addition, the more likely a
course was to use the File feature.

Message board
Results demonstrated in Table 16 indicate significant negative relationships
between the average ANGEL class size (ACS in Table 16) and the use of Message board
per course section, per student, per distinct student, and per faculty member. The use of
Message board per course section in the fourth quartile of ACS was 30.3% lower than the
reference category. In the second, third, and fourth quartiles of ACS, it was also found
that the use of Message board per student and per distinct student were 35.9% to 108.0%
lower than that in their respective reference categories. Message board use per faculty
member in the fourth quartile of ACS was found to be 46.6% lower than the lowest
quartile.
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The above analysis shows that the greater the average ANGEL class size in a unit,
the lower the average use of the Message board feature among students and faculty
members, which reduced the use of the feature in a class.

Message
According to Table 17, significant negative relationships were observed between
the average ANGEL class size (ACS in Table 17) and the use of Message per student and
per distinct student. In the third and fourth quartiles of ACS, the use of Message per
student and per distinct student was 36.9% to 106.0% lower when compared to their
respective reference categories.
This finding shows that the larger the average ANGEL class size in a unit, the
lower the average use of the Message tool among students.

Email
As shown in Table 18, the relationships between the average ANGEL class size
(ACS in Table 18) and the use of Email per course section and per distinct faculty
member were significantly positive. In the third and fourth quartiles of ACS, the use of
Email per course section was 41.0% and 43.1% higher than the reference quartile, while
the use of Email per distinct faculty member was 33.2% and 37.1% higher than the
reference category. However, the relationship between ACS and the use of Email per
distinct student was significantly negative. The use of Email per distinct student in the
fourth quartile was 30.0% lower than the reference category.
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The findings show that the larger the average ANGEL class size in a unit, the
lower the average use of the Email tool among students, but the more likely faculty
members were to use the Email feature, which increased the average use of Email in a
class.

Summary
In this chapter the researcher presented findings on ANGEL use at the
Pennsylvania State University by looking into the following aspects at the campus and
college levels: (a) Ratio of ANGEL course sections to all course sections offered, (b)
ANGEL course sections per faculty member, and (c) average ANGEL class size. In
addition, the results of the relationships between the independent variables and dependent
variables were summarized and reported. The three independent variables discussed in
the study were (a) Ratio of ANGEL course sections to all course sections offered in a unit,
(b) ANGEL course sections per faculty member, and (c) ANGEL class size. The five
dependent variables were the indexes of ANGEL feature use per course section, per
student, per distinct student, per faculty member, and per distinct faculty member.
To answer the three research questions for this study, the significant relationships
between the independent and dependent variables were presented and organized by the
research questions. The results for the research questions are summarized below.
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Research Question One
Research question one involved the ascertaining the relationships between the rate
of ANGEL adoption in an academic unit (ROA) and the indexes of ANGEL feature use.
For courses, study findings indicate a significant positive relationship between
ROA and the use of Email per course section. However, negative relationships were
found between ROA and the use of the Message board and Message features per course
section. The findings reveal that the courses in the academic units that adopted ANGEL
were more likely to use the Email feature but used the Message board and Message
features less.
For students, the study found significant positive relationships between ROA and
their average use of the Drop box and Email features, while the relationship between
ROA and their average use of the Message feature was significantly negative. The
findings indicate that the students in the academic units that adopted ANGEL used the
Drop box and Email features more often and used the Message features less.
With regard to faculty members, significant negative relationships were found
between ROA and their average Syllabus use, while the relationship between ROA and
their average use of the Email feature was significant positive. The result means the
faculty members in the academic units that utilized ANGEL more used the Syllabus less
but used the Email features more.
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Research Question Two
Research question two sought to identify the relationships between the number of
ANGEL course sections per faculty member implemented in an academic unit (APF) and
the indexes of ANGEL feature use.
For courses, the researcher found significant negative relationships between APF
and the use of the Syllabus, Calendar, Lessons, Folder, Page, File, Message board,
Message, and Email features per course section. The results indicate that the greater the
number of ANGEL course sections per faculty member implemented in a unit, the fewer
the number of courses in the unit using the Syllabus, Calendar, Lessons, Folder, Page,
File, Message board, Message, and Email features.
For students, the study findings indicate significant negative relationships
between APF and their average use of the Syllabus, Calendar, Lessons, Quiz, Folder,
Drop box, Page, File, Message board, Message, Email, and Chat room features. The
findings show that the greater the number of ANGEL course sections per faculty member
implemented in a unit, the fewer the number of students in the unit using the Syllabus,
Calendar, Lessons, Quiz, Folder, Drop box, Page, File, Message board, Message, Email,
and Chat room features.
For faculty members, the study found significant positive relationships between
APF and average use of the Syllabus, Lessons, Folder, and File features. The results
reveal that the greater the number of ANGEL course sections per faculty member
implemented in a unit, the the greater the number of faculty members in the unit using the
Syllabus, Lessons, Folder, and File features.
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Research Question Three
Research question three was developed to learn more about the relationships
between the average ANGEL class size in an academic unit (ACS) and the indexes of
ANGEL feature use.
For courses, study results reveal significant positive relationships between ACS
and the use of the Lessons, File, and Email features per course section; also, significant
negative relationships were found between ACS and the use of the Calendar and Message
board features per course section. The findings show that the larger the average ANGEL
class size in a unit, the greater the number of courses using the Lessons, File, and Email
features; however, the fewer the number of courses using the Calendar and Message
board features.
For students, study results reveal significant negative relationships between ACS
and average use of the Syllabus, Calendar, Lessons, Quiz, Question, Folder, Drop box,
Page, File, Message board, Message, and Email features. The findings reveal that the
greater the average ANGEL class size in a unit, the lower the average use of the Syllabus,
Calendar, Lessons, Quiz, Question, Folder, Drop box, Page, File, Message board,
Message, and Email features among students.
For faculty members, significant positive relationships were found between ACS
and their average use of the Email feature. However, significant negative relationships
were also found between ACS and their average use of the Folder and Message board
features. The facts reveal that the larger the average ANGEL class size in a unit, the
greater the number of faculty members using the Email feature; however, the lower the
use of the Folder and Message board features.

Chapter 5
Discussion
The purpose of this study was to analyze the relationships between the use of
ANGEL and the study’s dependent variables (e.g., ANGEL adoption rate, number of
ANGEL course sections per faculty member, and ANGEL class size) at the Pennsylvania
State University (Penn State). This chapter is divided into two sections. In the first
section, the study’s conclusions are presented, focusing on discussion of the research
questions and a comparison between the research findings and the literature review. In
the second section, recommendations are proposed for Penn State relating to ANGEL use
and to scholars overall regarding future research.

Conclusions
The description of ANGEL use at Penn State and this study’s research questions
as stated and explained in chapter 1 provide an outline for discussions in this session.

Instructional Use of ANGEL at Penn State
As the results show in chapter 4, the average university-wide ANGEL adoption
rate at Penn State in the spring 2004 semester was 29%. The adoption rates in some Penn
State campuses and colleges were lower than 10%; however, some campuses or colleges
had an adoption rate higher than 40% (see Tables 3 and 4). The reasons for extensive
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ANGEL use by some academic units is not clear yet. This issue needs further study to
answer the questions fully.
With regard to the rate of use of ANGEL features during the spring 2004 semester,
study results indicated that some features such as Syllabus, Lessons, Folder, and File had
a use rate higher than 43%, while some features, such as Calendar, Message board,
Message, Quiz, and Question, had a use rate lower than 14%. Also, Chat room was used
at a lower rate by users.
Results of the 2005 Penn State FACAC student technology usage survey
(Information Technology Services, 2005) showed that the respondents did not have
experiences using the following ANGEL features: Chat function (54.1%), ANGEL
groups (37.2%), Class teams (32.8%), Discussion/Message board (27.9%), and Lowstakes quizzing (27.7%).
The above results revealed that some important ANGEL features, such as
Calendar, Quiz, Message board, and Chat room, were not employed a lot by users. The
reasons for the low feature use rate could be difficulty in using the features or in applying
these features to class activities (the features were not required for classes). Penn State
should identify the reasons and increase the use of these features.

Analysis of ANGEL Feature Use
As discussed in chapter 4, the study discovered some significant relationships
between ANGEL use and three independent variables: (a) Ratio of ANGEL course
sections to all course sections offered in a unit, (b) ANGEL course sections per faculty
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member, and (c) ANGEL class size. The notable relationships and their implication are
discussed in this section.
1. In the academic units that adopted greater ANGEL, the courses, students, and
faculty members were more likely to use the Email feature, but faculty members were
less likely to use the Syllabus feature.
The Email feature is a popular tool within the course management system. It
enables communication between faculty members and class students. In a unit with a
higher ANGEL adoption rate, the users would be familiar with the tool and increase
usage of the Email function.
Overall, the Syllabus feature is one of the essential features in ANGEL. The use
rate of other most-commonly-used ANGEL features, such as Lessons, Folder, File, and
Email, did not decline as the unit ANGEL adoption rate increased. The lower use of the
Syllabus feature in a higher ANGEL adoption rate unit indicated that faculty activated
their ANGEL courses but did not use the Syllabus feature. This finding reveals that some
faculty members had problems with using Syllabus.
2. The greater the number of ANGEL course sections implemented per faculty
member per unit, the more likely the faculty members were to use the Syllabus, Lessons,
Folder, and File features; but the less likely the students and courses were to use the
Syllabus, Calendar, Lessons, Quiz, Folder, Drop box, Page, File, Message board,
Message, Email, and Chat room features.
An increased number of ANGEL course sections per faculty member indicated
greater experience by those faculty members with essential ANGEL tools. This is why
the use of the Syllabus, Lessons, Folder, and File features was much higher than for other
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features. The findings also indicated that except for the low-used question feature, the use
rate of all other ANGEL features decreased for courses and for students. The results
indicated that faculty did not have time to use ANGEL features when they had many
ANGEL courses at one time. Time is a barrier to technology use.
3. The larger the average ANGEL class size in a unit, the more likely it is that the
courses and faculty members used the Lessons, File, and Email features; but the less
likely it is that the courses used the Calendar and Message board features.
The Lessons and the File features were the most-commonly used features in the
study. Because of their pedagogical benefits, faculty members would like to make use of
them in a larger class. Also, the Email feature is a good communication tool within an
ANGEL course, especially for a large class setting. It is not surprising that faculty
increased the use of the Email feature in a larger class setting. As to the decreased use of
the Calendar and Message board features, Table 5 shows the rate of the Calendar and
Message board features were 13.7% and 13.2%, which means most faculty were not
familiar with the functions. When the number of students went up in a class, the faculty
members were reluctant to use the Calendar and Message board features.
4. The larger the average ANGEL class size in a unit, the lower the average use of
the Syllabus, Calendar, Lessons, Quiz, Question, Folder, Drop box, Page, File, Message
board, and Message features among students. When examining the outputs in chapter 4
carefully, the use of the above features per student was highly related to ANGEL class
size. The larger the class size, the more students in a class, resulting in a smaller average
use of the above features for students. Thus, there was a significant relationship between
the use of the above features per student and ANGEL class size. The results do not

91
contribute much meaning in an examination of the use of ANGEL features per student
and ANGEL class size.
To sum up, according to the findings of this study, the instructional use of
ANGEL at Penn State can be concluded as follows:
1. The use rate of some ANGEL features, such as Calendar, Quiz, Message board,
and Chat room, were much lower than other ANGEL features. The results
indicate some ANGEL features were not adopted by faculty members. Penn
State should manage to clarify the reasons and increase the use of these features.
2. The ANGEL adoption rate did not have much impact on a unit’s ANGEL use.
Only the use of Email increased and the use of the Syllabus declined.
3. The greater the number of ANGEL course sections implemented by a faculty
member, the greater their use of the essential ANGEL features; however,
because of the faculty’s limited time, the use of most ANGEL features would
decline.
4. Larger ANGEL classes increased their use of essential ANGEL features that
contribute more pedagogical benefits to a class, such as the Lessons, File, and
Email features. However, some little-used features were not adopted by most
faculty members and so their use would decline.

Recommendations
Based on a review of the literature, research findings, and conclusions, the
following recommendations are made for Penn State and for potential future research.
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Recommendations for Penn State
Based on the results of this study, the researcher recommends that Penn State
increase implementation of four aspects of ANGEL: ANGEL program improvement,
ANGEL learning/help documentations, ANGEL training, and administrative leadership
encouragement.
Improve the ANGEL program
1. Assess and identify low-use ANGEL features, and remove them from the
system.
ANGEL provides a wide range of features. However, the literature review and
surveys revealed that some features, such as My notes, My bookmarks, and My tasks
(Information Technology Services, 2002; Lin & Passmore, 2004), were not used often by
faculty or students. Very few users knew about and/or used these features. Low-use
features actually increase the costs and efforts in system maintenance. Hence, Penn State
should examine or assess all features and remove the low-used tools. Doing so will
enable Penn State to make greater efforts to keep and enhance the most commonly used
features or improve the system.
2. Enhance ANGEL features and interface.
The inflexibility of the software is one of the factors that faculty consistently
identified as inhibiting their CMS adoption (Morgan, 2003). This study found some
features such as Calendar, Quiz and Message board, which are essential tools to a CMS
but are not used a lot by faculty members. Faculty use technology only where it fits their
curricula and where it is convenient (Morgan, 2003). Penn State should attempt to
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understand how users utilize the essential but low-adopted features and make those
features more flexible and easier to use.
3. Increase the stability and accessibility of ANGEL.
One of the most common responses to questions about barriers to teaching with
technology had to do with technology crashes or fails (19.0%) (Harwood, 2004). The
literature review indicated that it was sometimes difficult to access ANGEL from home,
or that the access speed was slow. Therefore, Penn State should be aware of system
maturity/stability of any updates and reduce the frequency of system maintenance.
ANGEL learning/help documentation
1. Clearly indicate to the users of the ANGEL Help and Information Guide page
the home page of all ANGEL learning/help documentation.
Currently Penn State has put all ANGEL documentation on the ANGEL Help and
Information Guide page. However, users do not know that they can find all ANGELrelated documentation on the Help and Information Guide page, so that users often waste
their time searching other places to find the documents they need. Consequently, Penn
State should continue to put all ANGEL information in the Help and Information Guide
page and better organize the documentation. Also, ANGEL coordinators should clearly
let users know that they can obtain all ANGEL information from that page.
2. Build Just-in-time embedded help documentation.
There is plenty of documentation about ANGEL. When a user is using a tool and
is experiencing difficulties, however, they need to leave the tool or open a new browser
to browse the ANGEL Help page. The better solution would be a context-specific Help
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button that is available to open a new window with just the information sought by the
user, so that the user may quickly solve the problems and then proceed with the task.
ANGEL training
1. Provide best practices for faculty.
The training of faculty and instructional staff plays a key role in successful CMS
adoption and use (Morgan, 2003). In the report on the 2004 FACAC faculty and TA
technology survey, Harwood (2004) indicated that 19.2% of the respondents expressed
their frustration in not having the time to incorporate technology into their teaching. Time
is a barrier to faculty use of technology in classes. Also, faculty members usually do not
have much time to attend training sessions (Nijhuis & Collis, 2003). Hence, Penn State
should provide faculty with practical ANGEL samples or use experiences from which
faculty members can learn to use specific ANGEL features on their own. For those
demonstrations, there should be a focus on essential ANGEL features that are little used,
such as the Calendar, Quiz, Message board, and Chat room features.
2. Encourage students to attend ANGEL seminars.
Morgan’s study showed that 16% of faculty felt that student difficulties with or
dislike of the technology caused them to use a CMS less often or less extensively
(Morgan, 2003). For example, WF ED students have difficulties with the ANGEL Webbased training, My bookmarks, and Chat rooms features (Lin & Passmore, 2004). Lin and
Passmore also found that the Calendar, Quiz, Message board, and Chat room features
were little used by users. Therefore, Penn State should provide seminars related to these
basic but low-use ANGEL features and encourage students to attend seminars by offering
them some rewards, such as recognition or credit.
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Administrative leadership encouragement
Penn State should continue to encourage faculty to use ANGEL at each
administrative level.
Administrative leadership plays a strong role in shaping and encouraging faculty
CMS use (Morgan, 2003, p. 74). According to Chu’s study (2002), most faculty members
were encouraged to use Internet resources in their teaching by the leadership at different
administrative levels. However, Chu also indicated that the administrators did not
encourage them frequently. A review of the literature indicated that improving student
learning is one of the primary motivations in technology use (Wilson, 2003). The results
of the 2005 Penn State FACAC student technology usage survey (Information
Technology Services, 2005) showed that 42.5% of the students agreed that the use of
technology in classes had increased their interest in the subject matter, 47.3% students
agreed technology helped them better understand complex or abstract concepts; also,
64.2% of the students believed that the use of information technology provided more
opportunities for practice and reinforcement. Hence, Penn State should persuade faculty
to use ANGEL or online courses by showing them how technology benefits students in
enhancing research and communication skills, independent learning, and access to
worldwide resources. Also, Penn State should develop incentive programs to recognize
and reward faculty for their successful use of technology in classes.
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Recommendations for Further Study
1. A study focusing on other variables that may affect the use of ANGEL would
provide an interesting comparison to this study. Several factors, such as technology skills,
technology support, etc., explain variation in the use of the course management system.
In this study, the ANGEL adoption rate, number of ANGEL course sections per faculty
member implemented, and ANGEL class size were considered as the factors affecting the
use of ANGEL. It might be interesting to discover the other factors that might have an
impact on ANGEL use.
2. Penn State might be interested in an analysis of the use of other ANGEL
features (e.g., the Penn State Grade Book, etc.).
3. Conduct a case study or interview with those academic units that use ANGEL
extensively. For example, analyze the units, campuses, and colleges that have low and
high ANGEL adoption rates to understand why and how they use ANGEL differently.
4. Study the interactions among the independent variables. This study focused on
the base information (main effects of variables). The future study can focus on the
interactions between the main factors.
5. Conduct a needs assessment study to identify what supports the faculty needs to
adopt ANGEL in their instruction activities. The recognition of a problem or need is
usually the beginning of the adoption process (Roger, 1995). Also, Penn State should
gain a better understanding of faculty members’ desires for ANGEL features.
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Appendix A
ANGEL 6.0 Features Overview
ANGEL tab
Syllabus

Function
•
•
•

Provides contact information such as instructor,
teaching assistants, and support resources
Provides course description, objectives, schedule,
policies, and requirements
Provides the opportunity for customization

Benefit to instructor
•
•
•
•
•
•
•

Calendar

•
•

Lessons

Allows you to post single and recurring course
events including appointments, assignments,
exams, labs, field trips, and reminders
Allows you to list events by day, week, month, or
year

Allows you to add:
• Course content files and folders
• Links to course- and Web-based resources
• Quizzes and surveys
• Chat rooms and message boards for real-time or
threaded discussion
• Drop boxes for projects for peer review and
assignments
• Copied or imported content items

•
•
•

Allows quick syllabus creation and instant updates
for current and future courses
Allows you to link to a syllabus at an external Web
site
Allows you to upload a custom syllabus
Shifts responsibility for accessing the syllabus to
students
Highlights required syllabus elements
Suffices as a “written syllabus” as required by the
Faculty Senate
Can contain links to resources such as University
policies
Provides a timeline of key course milestones and
class activities
Allows you to make updates quickly
Allows you to post events for the entire class, a
team, or an individual

Management:
Keeps information dynamic and reduces copying of
course materials
• Allows you to collect student papers electronically
• Allows you to create a resource page or Web link
quickly and easily
Teaching:
• Assists with giving quick feedback on quiz and
homework submissions
• Allows you to get a “pulse” on student work via
surveys or grades
• Helps you oversee discussion, peer review, and
teamwork
• Enhances student-instructor and student-student
communication via sharing of projects and papers

•

Benefit to students
•
•
•
•

•
•
•

Provides a syllabus that cannot be lost
Always available
Contains essential contact information
Provides an up-to-date course overview and
important details

Assists with time management for assignments
Provides convenient reminders
Allows students to view events for a particular
course; when outside a course they may also view a
master calendar showing events from all courses at
once
Management:
• Makes course resources and materials easy to find
• Allows students to use the organization of lessons
to guide their course tasks
Learning:
• Allows students to interact with course materials,
instructors, classmates, and teams
• Makes it easy to submit assignments and receive
feedback
• Allows keeping pace and working ahead
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Appendix A. ANGEL 6.0 Features Overview (continued)
ANGEL tab
Class

In Touch

Tools

Function
Allows you to:
• View user and learner profiles
• Assign teams
• View the class roster by all members or by teams
• Designate member access rights
• Apply for guest accounts
• Search for members
Allows you to add or view:
• Course mail
• Team files
• Chat rooms (synchronous)
• Message boards for discussion (asynchronous)
• Course announcements, news, and polls
• Web links

Allows you to access:
• Student view of a course
• Learner profiles, Library tools
• Web-Based Training modules specific to a course
• Import and export, drop/add list
• Reports on mail and discussion activity, grades,
and logins; tools showing unvisited items,
milestones, and who completed tasks

Benefit to instructor
•
•

Allows you to quickly learn students’ names
Allows you to view course activity and outcomes
from each learner via learner profiles
• Allows you to create and manage collaborative
learning teams
• Allows students to be on several teams at once
• Allows you to add guests for discussion or other
course activities
• Provides a centralized place for course
communication and interaction
• Allows you to organize and structure course
discussions
• Allows you to edit or delete student postings
• Allows you to archive course communication
• Allows you to use real-time chat for virtual office
hours or short-term discussion
• Enhances student-instructor and student-student
communication via chat, discussion, and focused email
Allows you to:
• Link to course-specific reserve readings and library
subject guides
• Check on who did or did not complete assignments
and notify them accordingly (WhoDunIt)
• View a list of ungraded items
• Review grade summaries and login, forum, and
mail activity (Reports)
• Check student drop/add list
• Perform course import and export to archive,
duplicate, or share a course
• Remove class-specific data upon exporting of a
course
• Link to Web-Based Training specific to a course
• Take course-related notes

Benefit to students
•
•
•
•
•
•
•
•

Allows classmates to view each other’s user
profiles
Allows students to view user profiles of faculty and
teaching assistants
Shows who is assigned to each team
Shows all the teams to which a student is assigned

Provides a nonthreatening forum for
questions/ideas
Allows everyone to be “heard” by giving them time
to formulate responses
Allows everyone to benefit from discussion,
questions, and answers
Provides quick, easy access to instructors, teaching
assistants, classmates, team members, and team
files

Allows students to:
• Manage their own progress by checks on
participation and grades
• Compare their scores for online items to the class
average
• List unvisited lesson items
• Review milestone progress
• Take course-related notes
• View any online notes they have taken within their
own learner profile
• Access Web-Based Training specific to a course

Source: Penn State’s course management system, A New Global Environment for Learning (ANGEL) 6.0: Overview. (The Pennsylvania State University, 2004e).

Appendix B
SPSS Output of the Ordinary Least Squares Regression Analysis
Appendix B contains information on 65 regression outputs. The outputs include
regressions of ROA, APF, and ACS on 5 use indexes (i.e., feature use per course section,
per student, per distinct student, per faculty member, per distinct faculty member) for 13
features. The acronyms used in the output are defined in Appendix Table B1. Subsequent
tables provide the regressions for the analysis conducted for this thesis.
Table B1
Definitions of Acronyms Used in the Regression Output in Appendix B
Acronym

Definition
a

roaq4

The 4th quartile ( 75.1% - 100.0% ) of ROA

roaq3

The 3rd quartile ( 50.1% - 75.0% ) of ROA

roaq2

The 2nd quartile ( 25.1% - 50.0% ) of ROA

roaq1

The 1st quartile ( 0.0% - 25.0% ) of ROA

apfq4

The 4th quartile ( 75.1% - 100.0% ) of APF

apfq3

The 3rd quartile ( 50.1% - 75.0% ) of APF

apfq2

The 2nd quartile ( 25.1% - 50.0% ) of APF

apfq1

The 1st quartile ( 0.0% - 25.0% ) of APF

acsq4

The 4th quartile ( 75.1% - 100.0% ) of ACS

acsq3

The 3rd quartile ( 50.1% - 75.0% ) of ACS

acsq2

The 2nd quartile ( 25.1% - 50.0% ) of ACS

acsq1

The 1st quartile ( 0.0% - 25.0% ) of ACS

b

c

a

Ratio of ANGEL course sections to all course sections offered in an academic unit

b

ANGEL course sections per faculty member implemented in an academic unit

c

Average ANGEL class size in an academic unit
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Table B2
Regression of ROA, APF, and ACS on Index of Syllabus Use per Course Section (IPC)
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Table B3
Regression of ROA, APF, and ACS on Index of Syllabus Use per Student (IPS)

107
Table B4
Regression of ROA, APF, and ACS on Index of Syllabus Use per Distinct Student (IPDS)

108
Table B5
Regression of ROA, APF, and ACS on Index of Syllabus Use per Faculty Member (IPF)

109
Table B6
Regression of ROA, APF, and ACS on Index of Syllabus Use per Distinct Faculty Member (IPDF)
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Table B7
Regression of ROA, APF, and ACS on Index of Calendar Use per Course Section (IPC)
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Table B8
Regression of ROA, APF, and ACS on Index of Calendar Use per Student (IPS)
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Table B9
Regression of ROA, APF, and ACS on Index of Calendar Use per Distinct Student (IPDS)
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Table B10
Regression of ROA, APF, and ACS on Index of Calendar Use per Faculty Member (IPF)
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Table B11
Regression of ROA, APF, and ACS on Index of Calendar Use per Distinct Faculty Member (IPDF)
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Table B12
Regression of ROA, APF, and ACS on Index of Lessons Use per Course Section (IPC)

116
Table B13
Regression of ROA, APF, and ACS on Index of Lessons Use per Student (IPS)

117
Table B14
Regression of ROA, APF, and ACS on Index of Lessons Use per Distinct Student (IPDS)

118
Table B15
Regression of ROA, APF, and ACS on Index of Lessons Use per Faculty Member (IPF)

119
Table B16
Regression of ROA, APF, and ACS on Index of Lessons Use per Distinct Faculty Member (IPDF)
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Table B17
Regression of ROA, APF, and ACS on Index of Quiz Use per Course Section (IPC)

121
Table B18
Regression of ROA, APF, and ACS on Index of Quiz Use per Student (IPS)

122
Table B19
Regression of ROA, APF, and ACS on Index of Quiz Use per Distinct Student (IPDS)

123
Table B20
Regression of ROA, APF, and ACS on Index of Quiz Use per Faculty Member (IPF)

124
Table B21
Regression of ROA, APF, and ACS on Index of Quiz Use per Distinct Faculty Member (IPDF)

125
Table B22
Regression of ROA, APF, and ACS on Index of Question Use per Course Section (IPC)

126
Table B23
Regression of ROA, APF, and ACS on Index of Question Use per Student (IPS)

127
Table B24
Regression of ROA, APF, and ACS on Index of Question Use per Distinct Student (IPDS)

128
Table B25
Regression of ROA, APF, and ACS on Index of Question Use per Faculty Member (IPF)

129
Table B26
Regression of ROA, APF, and ACS on Index of Question Use per Distinct Faculty Member (IPDF)

130
Table B27
Regression of ROA, APF, and ACS on Index of Folder Use per Course Section (IPC)

131
Table B28
Regression of ROA, APF, and ACS on Index of Folder Use per Student (IPS)

132
Table B29
Regression of ROA, APF, and ACS on Index of Folder Use per Distinct Student (IPDS)

133
Table B30
Regression of ROA, APF, and ACS on Index of Folder Use per Faculty Member (IPF)

134
Table B31
Regression of ROA, APF, and ACS on Index of Folder Use per Distinct Faculty Member (IPDF)

135
Table B32
Regression of ROA, APF, and ACS on Index of Drop Box Use per Course Section (IPC)

136
Table B33
Regression of ROA, APF, and ACS on Index of Drop Box Use per Student (IPS)

137
Table B34
Regression of ROA, APF, and ACS on Index of Drop Box Use per Distinct Student (IPDS)

138
Table B35
Regression of ROA, APF, and ACS on Index of Drop Box Use per Faculty Member (IPF)

139
Table B36
Regression of ROA, APF, and ACS on Index of Drop Box Use per Distinct Faculty Member (IPDF)

140
Table B37
Regression of ROA, APF, and ACS on Index of Page Use per Course Section (IPC)

141
Table B38
Regression of ROA, APF, and ACS on Index of Page Use per Student (IPS)

142
Table B39
Regression of ROA, APF, and ACS on Index of Page Use per Distinct Student (IPDS)

143
Table B40
Regression of ROA, APF, and ACS on Index of Page Use per Faculty Member (IPF)

144
Table B41
Regression of ROA, APF, and ACS on Index of Page Use per Distinct Faculty Member (IPDF)

145
Table B42
Regression of ROA, APF, and ACS on Index of File Use per Course Section (IPC)

146
Table B43
Regression of ROA, APF, and ACS on Index of File Use per Student (IPS)

147
Table B44
Regression of ROA, APF, and ACS on Index of File Use per Distinct Student (IPDS)

148
Table B45
Regression of ROA, APF, and ACS on Index of File Use per Faculty Member (IPF)

149
Table B46
Regression of ROA, APF, and ACS on Index of File Use per Distinct Faculty Member (IPDF)

150
Table B47
Regression of ROA, APF, and ACS on Index of Message Board Use per Course Section (IPC)

151
Table B48
Regression of ROA, APF, and ACS on Index of Message Board Use per Student (IPS)

152
Table B49
Regression of ROA, APF, and ACS on Index of Message Board Use per Distinct Student (IPDS)

153
Table B50
Regression of ROA, APF, and ACS on Index of Message Board Use per Faculty Member (IPF)

154
Table B51
Regression of ROA, APF, and ACS on Index of Message Board Use per Distinct Faculty Member (IPDF)
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Table B52
Regression of ROA, APF, and ACS on Index of Message Use per Course Section (IPC)

156
Table B53
Regression of ROA, APF, and ACS on Index of Message Use per Student (IPS)

157
Table B54
Regression of ROA, APF, and ACS on Index of Message Use per Distinct Student (IPDS)

158
Table B55
Regression of ROA, APF, and ACS on Index of Message Use per Faculty Member (IPF)

159
Table B56
Regression of ROA, APF, and ACS on Index of Message Use per Distinct Faculty Member (IPDF)

160
Table B57
Regression of ROA, APF, and ACS on Index of Email Use per Course Section (IPC)

161
Table B58
Regression of ROA, APF, and ACS on Index of Email Use per Student (IPS)

162
Table B59
Regression of ROA, APF, and ACS on Index of Email Use per Distinct Student (IPDS)

163
Table B60
Regression of ROA, APF, and ACS on Index of Email Use per Faculty Member (IPF)

164
Table B61
Regression of ROA, APF, and ACS on Index of Email Use per Distinct Faculty Member (IPDF)

165
Table B62
Regression of ROA, APF, and ACS on Index of Chat Room Use per Course Section (IPC)

166
Table B63
Regression of ROA, APF, and ACS on Index of Chat Room Use per Student (IPS)

167
Table B64
Regression of ROA, APF, and ACS on Index of Chat Room Use per Distinct Student (IPDS)

168
Table B65
Regression of ROA, APF, and ACS on Index of Chat Room Use per Faculty Member (IPF)

169
Table B66
Regression of ROA, APF, and ACS on Index of Chat Room Use per Distinct Faculty Member (IPDF)
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6. Abstract
The purpose of this study was to explore students' conceptions of animal's
reproduction during teaching. Thirty-five fifth grade students were selected as
research subjects. Data from an 'Animal Reproduction' instrument, filed-notes of
students' interviews and teaching observation, and related documents were
collected. Concept map was used as a tool to represent students' conceptions of
animal's reproduction. The findings indicated that students' major
misunderstandings on animal reproduction were clustered around internal and
external fertilization. These misunderstandings could divide into three types, (1)
birthing type: regarding birthing modes as fertilization types, (2) mating type:
regarding mating behavior as fertilization types, (3) habitat type: regarding habitats
species lived to determine fertilization type (ex. the aquatic species have external
fertilization). Students' misunderstandings would change within the same type (ex.
within birthing or mating type) or between types (ex. from birthing type to mating type
or to habitat type) throughout teaching. The pictures and their captions of the
textbook and examples explained by the teacher on animal reproduction were the
major factors that influenced the construction of concepts or relationship between
concepts included in the map on animal reproductions.
Key word: animal reproduction, student conceptions
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Abstract
Historically to the present day, Illinois State University has been recognized as a significant
influence on teacher education without having much in the way of data to support this self-image
or means of understanding itself in comparison to its peer institutions. This study identified peer
institutions in terms of numbers of in-service teacher graduates and then used responses to the
Schools and Staffing Survey: 1) to develop a snapshot of ISU in its peer group, 2) to characterize
ISU as a distinctive institution with its own profile and contributions to forming and developing
the teacher workforce; and 3) to begin to use benchmarking data for accountability and
improvement. ISU leadership and faculty can begin to understand their institution as a national
as well as a state influence and use this new found understanding to achieve ISU’s mission and
goals and to spur dialogue with peer institutions and other teacher education units about how to
contribute to the overall quality of the teacher work force in the United States. This study was a
first step in an ongoing process that includes benchmarking as one of its tools for accountability
and improvement.

1

This research is partially funded by Illinois Professional Learners' Partnership (IPLP), College of Education,
Illinois State University.

1

I. Introduction
The reputation of Illinois State University (ISU) has been associated with teacher education since
its inception in 1857 (Cook & McHugh, 1882; Champagne, 1989). Over its one-hundred-fortyeight year history, historians have considered the influence of Illinois State (Normal) University
a significant force in the development of teacher education in the United States (Harper, 1935).
ISU has influenced teacher quality and continues to do so (AACTE, 2005). Yet without
benchmarking using external, national level data sources, the picture of ISU’s contribution is
incomplete. The Schools and Staffing Survey (SASS) 2 is just such a tool that makes possible a
systematic exploration of the status of ISU teacher education by surveying its graduates who
serve in the nation’s schools.
This paper investigates the contributions of teacher education at ISU, the nation’s top
producer of teachers, through its impacts in the nation’s teaching workforce. In the context of a
broader accountability movement, this investigation empirically establishes a set of benchmarks
to compare ISU with other top ten in-service teacher producers as well as the rest of the nation.
The broad purposes of the project are both accountability-oriented (summative) and
improvement-oriented (formative). With the SASS as a tool and both summative and formative
uses of data, ISU is poised to evaluate its efforts short and long term on teacher education
nationwide. The comparative assessment of teacher education through using external surveys is
potentially significant to the decision-makers at the university, unit, and department levels at ISU
and policy-makers beyond. This SASS data on potential teacher quality indicators will provide a
close proxy of the status of ISU teacher education nationally as a first step.
II. Literature Review
2

SASS is one of the key projects conducted by National Center for Education Statistics (NCES). It has been
conducted four times in school years 1987–88, 1990–91, 1993–94, and 1999–2000. It should be noted that the
restricted data set of SASS, we are licensed by NCES, are used in this research project.
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As mentioned previously, ISU teacher education has played an important role in Illinois
as well as in the country. The central theme of this assessment is teacher quality, which is one of
the most important factors in influencing student learning (Rice, 2003; Wenglinsky, 2002). As
teacher quality draws increasing attention from policy makers and the general public under the
requirements of federal No Child Left Behind legislation, the benefits of expert teaching become
more clearly characterized in research. For example, scholars of value-added assessment
approaches found that the effects of expert teaching stay with a child for years and can account
for increases in standardized test scores of over 50 points in a 3 year period. The reverse also
appears to be true: a less-than-expert teacher will also have lasting effects on student
achievement, but in the direction of lowered performance (Sanders & Rivers, 1996; Wright,
Horn, & Sanders, 1997). Student achievement on national/state standardized examinations is
also closely associated with the quality of teachers (Rivkin, Hanushed, and Kain, 2002). Teacher
professional learning has also been linked to better serving students in at-risk situations, those
most likely to be caught in the so-called achievement gap (Carey, 2004).
While in-service teacher learning that can contribute to developing more quality teachers
occurs in more than one context, certainly the university setting is a major contributor for both
new and veteran teachers. ISU, through its pre-service and graduate programs for teachers, is in
a position to contribute to further developing a common understanding of what high quality
teaching is and how it can be extended as learning opportunities for both groups in the university
setting. Alterative means of certifying teachers that show the most promise of producing high
quality teachers among their candidates tend to have the same features as university-based preservice programs. These features include a firm grounding in subjects and their distinctive
pedagogies, practical field experience with highly qualified mentors, and extended student
teaching (Darling-Hammond, 2002). As a top producer of teachers for the nation, ISU has much
to learn about itself through research into teaching that produces lasting learning gains in
3

students.
As part of the national teacher quality discussion (Cochran-Smith, 2004a), this research
tries to systematically position ISU teacher education in the nation in terms of quality of inservice teachers. It is well known that quality of teachers can be measured by many different
variables (Cochran-Smith, 2004a, b and c). To synthesize the major indicators from the literature
and to consider the data availability from the survey, we define the quality of teachers3 as three
major components: 1) rank of quantity of in-service teachers, teacher retention rate, and
geographical distribution of teachers across the country as indicators of ISU’s national influence;
2) professional qualifications (educational attainment and teacher certification) as common
proxies for teacher quality; 3) professional development (peer observation, school visits, teacher
network participation, attending conferences/training, conducting research) as proxies for inservice teacher professional learning seen as key to educational reform. Assessment of in-service
teachers who graduated from ISU will be in the context of a national comparison, particularly
among the top ten producers.

III. Data Source and Research Methods
The current research uses the restricted data from 1999-2000 Schools and Staffing Survey to
examine the status of ISU teacher education. These surveys investigate a broad range of
educational issues, such as school safety, class size, district budgets, teachers’ salaries, as well as
proxies for the quality of instructional programs and school libraries (Gruber, at al., 2002; Lin,
Gardner & Vogt, 2005). This study mainly focuses on the public school teacher survey. The total
weighted sample size of SASS is 2,984,781, which represents the entire population of teachers
who work in nation’s public schools. There are 18,572 weighted ISU graduates who participated
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The crucial test of teacher quality is, of course, student achievement that is evidenced by standardized tests,
graduation rate, percentage of attending college, and other value-added achievement. Unfortunately, that
information is not available in SASS.
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in the in-service teacher survey.
To identify top ten in-service teacher producers in the country, we selected a variable4
which represents the college or university wherein teachers earned their bachelor’s degrees. By
using the “Integrated Postsecondary Education Data System” (IPEDS), we then ranked the top
ten teacher producers through their in-service teacher frequency distributions. Each of the ten top
teacher producers is recoded as one attribute, and all other universities are classified as the last
attribute. All cross-tabulations and chi squares are calculated based on the comparison among the
top ten teacher producers and the rest of the nation.
Based on the accountability and improvement orientations developed earlier, we
formulated the following six research questions:
1. What indicators qualify ISU as a national leader in teacher education?
2. Who are the ISU in-service teachers?
3. How do professional qualifications and income of ISU in-service teachers compare?
4. How do the professional development experiences of ISU teachers compare?
5. How do ISU in-service teachers prioritize their future professional development needs?
6. How can national surveys help ISU improve its teacher preparation, professional
development outreach, and graduate programs for teachers?
The first five questions are accountability oriented while the last question is improvement
oriented. All questions are related to assessments of quality in-service teachers. This in turn
becomes a central assessment of teacher education at ISU as well as other top teacher
producers and the rest of the nation.

4

The variable “unitid” is based on the question of “what is the name of the college or university you earned your
bachelor’s degree?”
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IV. Results
1. Illinois State University: A National Leader
A. Ranking
Teacher education programs can be evaluated using a variety of measurements, indicators, and
benchmarks. Traditional pre-service teacher education, for example, is one of the most
frequently used teacher quality indicators (AACTE, 2005). Since the ultimate goal of teacher
education programs is to place quality teachers in the classroom and to retain them in the
profession, using the sample directly drawn from in-service teachers is more useful for
accountability about the effects on the teaching profession than some other sources because it
provides us with a long range view that begins in pre-service programs.
The initial data analysis of SASS (see Figure 1) reveals that roughly 18,600 ISU
graduates are currently teaching in the nation’s public schools, making ISU the number one
ranked college in providing in-service teachers in the country. In terms of enrollment of preservice teachers, ISU is the second largest institution in the country, and its top rank for
providing in-service teachers reflects the richness of its history and its influence on the nation’s
classrooms.
Figure 1 is about here.
B. Teacher Retention Rate
Table 15 demonstrates that ISU alumni are less likely to leave the teaching profession than any
other of the nation’s top teacher producers. This is a significant quality indicator for ISU teacher
education, especially when considering that they are among the lowest ranked in terms of income
(see Table 1). This finding suggests that ISU is successful in preparing teachers who have what
5

The retention rate table (Table 2) contains three categories: stayers, movers, and leavers. From a single school
point of view, retention rate could only count stayers. However, from a system point of view, movers are still in the
teaching profession, but they just left for another school for many reasons, such as perceived unfair salary or
personal conflict. Therefore, the system retention rate should count both stayers and movers. ISU deals with the
whole system, not just a single school. So when counting ISU retention rate, we included both stayers and movers.
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it takes to remain in a professional with a high rate of retention. It also suggests that ISU’s
reputation serves as a selectivity factor. Students enroll because they identify ISU with the
teaching profession.

Table 1 is about here.
C. Geographical Distribution
Figure 2 reveals that slightly over 83% of ISU graduates are employed in Illinois; the rest (17%,
roughly) are employed in other 17 states6 (see Figure 3). 15,435 ISU graduates are employed as
public school teachers in Illinois, which represents 11.6% of all public school teachers in the
state. In other words, every one in eight public school classroom teachers in Illinois graduated
from ISU. It is not surprising that ISU graduates are concentrated in Illinois. What is perhaps
more intriguing is the geographic distribution of ISU teacher alumni in several regions of the
country with the exception of the Mid-Atlantic, South and Northwest where few alumni are
found. ISU graduates serve around the nation, further suggesting a broad influence. Outside
Illinois, Ohio is the number one state hiring ISU graduates (3.8%), followed by Colorado (2.5%)
and Texas (2.3%).

Figure 2 is about here.
Figure 3 is about here
D. School Types ISU Graduates Serve
ISU contributes teachers to every school setting. As number one in-service teacher provider for
public schools, ISU graduates also have served other sectors of schooling (see the pie graph).
Figure 4 is about here.
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Those states are Arizona, Arkansas, California, Colorado, Illinois, Indiana, Iowa, Kansas, Maine, Maryland,
Missouri, Nevada, North Dakota, Ohio, Oklahoma, Tennessee, Texas, Utah, Vermont, Virginia, Wisconsin,
Wyoming
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It is estimated that 92.9% (18,527) of the ISU in-service teachers are employed by public
schools, 7% (1,390) of them are working in private schools, and a few of them (0.1%, 19) work
in charter schools (Lin, Gardner, & Vogt, 2005).
In brief, ISU is qualified as a national leader in teacher education because it is ranked as
number one in providing in-service teachers, has the lowest attrition rate, covers 17 states cross
the country, and serves all types of schools.
2. Demographic Profiles: Who are the ISU In-Service Teachers?
Tables 2 to 6 characterize ISU in-service teachers demographically by gender, race, school level
and location, and their main teaching assignments.
A. Gender
Table 2 suggests that ISU is barely above the national average in terms of percentage of male
teachers it produces. One explanation is that ISU is one of the highest producers of prekindergarten, kindergarten, elementary, and special education teachers. These are traditionally
female-dominated educational fields. This is not surprising as males traditionally choose upper
grade certifications in subject areas.
Table 2 is about here.
B. Race
Most top teacher producers are behind the national average in terms of diversity. Of the top ten
teacher producers, all but Northern Illinois University and California State lag substantially
behind the national average (Table 3). One possible explanation for this phenomenon
nationwide and at ISU is because the traditional normal schools are typically not found in urban
settings. The 19th ideal for teacher education was a rural setting that used government
appropriated lands in more remote areas in which to build. But what was practical in the 19th
century is a structural problem for teacher education nationwide today. The nation’s schools need
8

teacher diversity more than ever as student diversity increases. Communities like BloomingtonNormal, Illinois do not have very diverse populations, and this fact may have a chilling effect on
minority admission and retention. Minority students may also find teaching a less-than-desirable
alternative to an array of professions, many of which are more lucrative than education. In any
case, the problem remains for ISU to attract and retain diverse teacher candidates. The SASS
shows that while ISU is far from alone, there is work to be done.
Table 3 is about here.
C. Education Levels
Table 4 illustrates the education levels in which SASS respondents teach. ISU is slightly below
the 50%-mark of public school teachers who teach in elementary schools in the nation. Eastern
Michigan University has the highest and Ohio State University has the lowest rate of elementary
teachers. As mentioned earlier, ISU ranked as a top elementary teacher producer (AACTE,
2005), but it has the highest rate of middle school teachers among top 10 teacher producers. A
specialist certificate in middle school education contributes to ISU’s strength in that category.
Table 4 is about here.
D. School Location
Table 5 demonstrates that ISU in-service teachers work in all different school locations. But
unlike San Diego State, ISU in-service teachers are more likely to work in areas surrounding
large cities (29.8%) or in midsized cities (20.4%) than in small towns (15.5%) and rural areas
(16.9%).
Table 5 is about here.
E. Main Teaching Assignment
According to the American Association of Colleges of Teacher Education (AACTE), ISU ranks
second in history education, third in social science education, fourth in mathematics education,
and fifth in English teacher education nationwide (AACTE, 2005). Table 6 provides further
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empirical evidence to support the AACTE’s ranking that ISU has produced subject-area certified
teachers in key areas. Content knowledge linked to teaching expertise is an issue in the national
debate over teacher quality, and content-pedagogy approaches are favored in the No Child Left
Behind legislation under Title II.A. This area deserves further exploration of ISU’s contribution
to producing teachers that then stay in their areas of certification, those for which they are most
highly qualified. This is, perhaps, another way to explain why ISU has the highest teacher
retention rate among nation’s top producers.
Table 6 is about here
3. Professional Qualifications and Income
Given the early finding that ISU graduates stayed in the profession at higher rates than others,
the role of professional qualifications and income emerged as potential explanations. This
section compares ISU alumni to others in three areas: graduate education, state teaching
certification, and income.
Master’s Degree
Table 7 presents that result from the question: “Do you have a master’s degree?” Michigan State
has the highest (67.1%) and University South Florida (26.8%) has the lowest rate of in-service
teacher graduates that now hold master’s degrees. The percentage of ISU, on the other hand, is
marginally higher than the national average. ISU is a top producer of pre-service teachers, but its
alumni attain master’s degrees at lower levels than the alumni of peer institutions. ISU is almost
7% lower than Northern Illinois University, a teacher education program in the same university
system. Some advocate teacher education that requires a master’s degree at entry-level as a
means to improve teacher quality. Given that most ISU teaching alumni are working near large
or in midsized cities, access to graduate education is not likely the issue here. Formatively, the
question of why the lower levels of master’s completion for ISU teachers bears further
investigation.
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Table 7 is about here.
State Teaching Certification
Taken as a quality indicator, ISU (97.8%) ranks among the top producers in maintaining a match
between certifications and main teaching assignments (Table 8). If content and pedagogical
expertise both matter in improving student learning outcomes in schools, then this finding
indicates that ISU contributes to the overall quality of the teaching workforce. It should be noted
that all top-ten producers have high percentages of their alumni teaching that hold certificates
and teach in their area of expertise.
Table 8 is about here.
Income
Among 10 top teacher producers in the nation, ISU graduates have a mean salary below the
national average. Contrasted with its lowest attrition rate among these universities, ISU seems to
produce dedicated teachers who enter the profession for the love of teaching and stay there.
Given Illinois’ status as a relatively wealthy state that might be usefully compared with
California or Michigan as well as ISU’s in-state retention rate, this suggests some structural
income issues that may serve to draw teachers away in the future (table 9).
Table 9 is about here.
4. How Do the Professional Development Experiences of ISU In-Service Teachers Compare?
Taking Courses and Attending Workshops/Conferences
ISU alumni are not the highest ranked in terms of pursuing master’s degrees, but they are far
more likely than peers from high producing institutions to seek courses for recertification in their
main teaching assignment area. They are more likely to attend conferences than to present at
them (table 10). It should be noted that all the top-ten producers are ahead of the national
average on the professional development measures used in the SASS, including those expressed
in tables 11 through 13.
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Table 10 is about here.
Collaboration and Research
ISU graduates rely more on formal collaborations than other forms of collaborative or inquiryoriented forms of professional development (table 11).
Table 11 is about here.
Perceived value of Professional Development
ISU-educated teachers find professional development more useful than do their peers at top
producing teacher prep universities. This is not surprising given their reliance on these forms of
professional development used in the SASS over master’s degrees (table 12). Compared to
graduates of peer institutions, however, ISU in-service teachers are less to use observational
school visits, mentoring, and networking for their professional development. These are newer
approaches to professional learning, and lack of alumni interest in them suggests conservative
views in this area or placement in schools that are behind the times. Teacher isolation is a
longstanding concern in an environment of school renewal that will increasingly rely on teacher
collaboration and leadership (School Leadership for the 21st Century Initiative, 2001).
Table 12 is about here.
5. How Do ISU In-Service Teachers Prioritize Their Future Professional Development Needs?
Table 13 depicts the first priority for future professional development for in-service teachers. The
highest percentage (27.2%) of ISU alumni choose their main subject areas and the lowest
percentage (6.1%) of them select student assessment. When comparing to other nine top teacher
producers, ISU alumni are more concerned about student discipline and behavior than others
(21.1%). Overall, student assessment is ranked low (ISU is the highest in this category, 6.1%).
This is surprising as many teachers are not sufficiently assessment literate to meet new
accountability demands (Stiggins, 2002). The surveys were conducted in 2000 when NCLB was
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not in place which may explain why student assessment is ranked low. The 2004-2005 SASS
may reveal raising interest in this area of professional development.
Table 13 is about here.
6. How Can National Surveys Help ISU Improve?
The previous sections have provided the evidence that ISU teacher education has played a
leading role nationally. At the same time, the national surveys also helped us to identify some of
the areas ISU teacher education can improve in the years to come. First of all (see the graphs in
the next page), ISU has lower percentage of minority teachers than many other top teacher
producers as well as the national average. In a state with a large minority population, this
suggests an area to target for inquiry and improvement. Second, ISU in-service teachers are less
likely than teachers from others top producers to use collaborative professional development
strategies that end teacher isolation to support school renewal. It would be impossible to reform
education classroom-by-classroom. The school is now the unit of analysis for renewal, and
teacher work will likely continue to be restructured in the direction of more, not less
collaboration, peer observation, mentoring, and networking. Third, ISU alumni do not pursue
master’s degrees at the same rates as those of peer institutions. The master’s degree is an
integrated source that presents the possibility of making professional development more coherent
and less a matter of unrelated workshops and conferences. Like increasing teacher collaboration,
the master’s degree is a growing necessity for teachers. These areas are well worth further
exploration in both pre-service and in-service teachers’ professional development in the future.
Figure 5-8 are about here.
V. Conclusion and Discussion
Overall, ISU benefits from understanding it status among the ranks of teacher producers that
contribute so many to the teacher workforce. This study takes an atypical approach to
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accountability and improvement in teacher education programs by using a large, nationally
representative survey to describe in-service teachers that graduated from Illinois State
University, the nation’s number one producer of teachers. The SASS provides broad descriptors
of the ISU alumni teachers and can help illuminate ISU’s particular contributions as well as
suggests areas that could benefit from further attention. The ability to benchmark against other
large-scale producers of the nation’s teachers is not, therefore, just for accountability. The data
suggest a profile of the ISU in-service teacher that is distinctive, connecting in-service teachers’
perceptions of their work and their pre-service origins. While distinguishing pre and in-service
influences on teacher quality is very difficult, the SASS data are provocative. Not only do these
data produce a snapshot of Illinois State as a national leader in teacher education, they generate
improvement-oriented questions about how ISU produces teachers. Some of the major findings
of this descriptive study that show ISU favourably when benchmarked against other top
producers are summarized below.

Number one in-service teacher provider in the nation: Not only is ISU the biggest
producer of teachers nationwide, ISU’s influence extends to most regions of the
country. It is an open question as to how ISU influences teacher quality
nationwide.
Majority of ISU graduates teach in their home state (Illinois) where they serve
predominantly rural areas and fringe or mid-sized cities. ISU’s statewide
influence is seen in demographic data: one in eight Illinois teachers are ISU preservice alumni. Questions about ISU’s distinctive contribution to teacher quality
could be formed from further investigation of ISU’s influence on teacher quality
state-wide.
ISU has the lowest attrition rate among top 10 teacher producers. Paradoxically,
14

ISU alumni have lower income levels than graduates of other programs, yet they
are the least likely to leave the teaching profession. This presents provocative
questions about the preparation of these teachers and factors that may contribute
to their level of commitment and ability to stay the course in a demanding
profession.
The graduates also had a distinctive profile of professional learning preferences. ISU
teachers take the most positive view of ongoing education through more traditional professional
development arrangements. Paradoxically, these alumni are less likely to pursue the master’s
degree than graduates of other institutions against which these data are benchmarked. This raises
intriguing questions about demographics that may influence the relative significance of in-house
professional development over graduate education as a way of pursuing professional learning.
Perhaps ISU alumni in small towns and rural areas lack ready access to graduate work. The ISU
graduates were also the most collaborative of the major programs in their pursuit of professional
development. These data raise questions about how ISU might instil an ethic of ongoing
professional learning in its pre-service teacher candidates that encourages a range of options and
ongoing development.
Room for Improvement Revealed Using SASS Data as Benchmarks:
ISU, as a major producer of teachers for the state and nation, can use these
benchmark data to target areas for research, program evaluation, and
improvement.
Low percentage of minority teachers: ISU does not contribute many minority
teachers to the teaching force. In a state with a large minority populations, this
suggests an area to target for inquiry and improvement.
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Fewer opportunities than others for professional learning: ISU ranked last in
three forms of professional learning that are emerging as exemplary practices
(Hawley & Valli, 1999). ISU teachers are less likely than others to use
observational school visits, mentoring, and networking for their professional
learning. Coupled with the preference of ISU alumni for professional
development over master’s degrees, this is an area to explore.
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Tables and Figures
Table 1
Teacher Retention Rate Comparison among the Top 10 Largest Public School In Service Teacher Producers in the United States (attrit)
University Name
Stayer
Mover
Leaver
n
Illinois State University
89.3
6.8
3.9
18,572
Central Michigan University
89.9
5.7
4.3
16,597
University Of South Florida
77.9
16.4
5.7
15,409
California State University-Long Beach
90.4
3.1
6.4
16,261
All Other Universities
85
7.3
7.7
2,825,752
San Diego State University
91.1
0.9
8
16,137
Eastern Michigan University
82.5
9.1
8.4
14,268
Ohio State University-Main Campus
85.1
5.5
9.3
14,458
Northern Illinois University
79
11.6
9.4
14,335
Michigan State University
83.3
6.5
10.2
15,051
Western Michigan University
81.2
8
10.8
14,571
Notes:
X2(20, N= 2,984,783) = 5,090, p=.00

Table 2
Gender of Public School Teachers (t0356)
Male
Female
Western Michigan University
31.4
68.6
Ohio State University-Main Campus
30.2
69.8
Central Michigan University
30.0
70.0
California State University-Long Beach
27.6
72.4
Northern Illinois University
25.4
74.6
Illinois State University
25.3
74.7
All Other Universities
25.1
74.9
San Diego State University
24.7
75.3
Eastern Michigan University
21.2
78.8
Michigan State University
19.0
81.0
University Of South Florida
17.5
82.5
Notes:
X2(10 N= 2,984,784) = 1,662, p=.00
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Total n
14,571
14,458
16,597
16,262
14,335
18,572
2,829,123
16,137
14,269
15,051
15,409

Table 3
Race of In-Service Teachers (t0357)
American
Indian
Asian
Black
Central Michigan University
0.8
0.1
0.0
Ohio State University-Main Campus
0.8
0.1
1.3
Western Michigan University
0.3
1.0
1.3
Eastern Michigan University
0.1
0.0
3.3
San Diego State University
1.2
1.3
1.2
Illinois State University
0.0
0.2
4.2
University Of South Florida
0.0
4.0
0.6
Michigan State University
1.0
0.0
7.9
All Other Universities
1.0
1.8
8.2
Northern Illinois University
5.8
1.2
5.9
California State University-Long Beach
2.1
14.2
2.7
Notes:
X2(10 N= 2,984,779) = 2,6889, p=.00

White
99.1
97.8
97.4
96.6
96.3
95.6
95.3
91.1
89.0
87.1
80.9

Total
16,597
14,458
14,571
14,268
16,136
18,572
15,409
15,050
2,829,123
14,334
16,261

Table 4
School Levels Public School Teachers Teach (schleve2)
Middle
Elementary
Secondary Combined
University
school
Eastern Michigan University
11.1
25.2
2.0
61.7
California State University-Long
Beach
57.3
13.1
28.7
0.9
University Of South Florida
56.0
19.3
22.9
1.8
San Diego State University
54.9
12.6
32.0
0.6
Michigan State University
54.5
14.5
29.9
1.0
All Other Universities
50.4
17.2
29.9
2.5
Northern Illinois University
49.7
18.6
30.9
0.7
Western Michigan University
49.1
20.3
29.1
1.4
Illinois State University
48.8
22.2
1.1
27.9
Central Michigan University
42.0
18.8
37.0
2.1
Ohio State University-Main Campus
30.6
27.2
1.6
40.6
Notes:
X2(30, N= 2,984,784) = 7,680, p=.00
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Total n
14,269
16,262
15,409
16,137
15,051
2,829,124
14,336
14,570
18,572
16,597
14,457

Table 5

University
San Diego State University
Ohio State University – Main
Campus
California State UniversityLong Beach
Michigan State University
University Of South Florida
All Other Universities
Northern Illinois University
Illinois State University
Eastern Michigan University
Western Michigan
University
Central Michigan University

Rural

Small
town

Large
central
city
Mid-size
central
city
fringe of
large
city
Urban
fringe of
mid-size
city
Large
town

School Locations Where Public School Teachers Serve (slocmail)

35.6

6.9

47

0.3

0.3

4.8

5.1

Total N
16,125

28

14.4

21.2

7.7

0.6

10.5

17.6

14,458

25.4
21.2
15.5
15.2
11.8
8.9
6.5

6.4
16
29.2
16.2
13.1
20.4
27

63
28.4
33.3
28.8
57.1
29.8
57.6

1.3
9.2
12.8
10.1
9
6.2
0

0.5
0.1
0
1.6
0.7
2.2
0

2.8
5.2
2.8
11.6
3.9
15.5
3.5

0.6
20.1
6.4
16.6
4.4
16.9
5.4

16,088
15,050
15,410
2,819,752

4.9
2.2

16.6
20.1

34.5
20.5

21.5
6

1.6
0

6.1
16.8

14.9
34.3

14,570
16,596

Notes:
X2(60, N= 2,975,223) = 57,801, p=.00
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14,336
18,571
14,267

Table 6

All others

Vocational/technica
l education

Bilingual/ESL
education

Special education

Social science

English/language
arts

Foreign languages

University
California State UniversityLong Beach
University Of South Florida
San Diego State University
Eastern Michigan
University
Michigan State University
All Other Universities
Western Michigan
University
Illinois State University
Ohio State University-Main
Campus
Northern Illinois University
Central Michigan
University

Math and science

Pre/ kindergarten,
& general
elementary

General Field of Main Assignment (assign)

Total N

50.4
43.6
41.1

8.1
10.4
7

4.4
9
7.3

4
5.4
7.2

12.6
20.5
8

1.3
1.1
5.6

0.5
1.1
2.9

5.4
4.6
1.7

13.3
4.3
19.2

16260
15409
16137

39.2
37.6
34.6

14.7
17.2
12.9

7.5
4.2
10.5

3.2
10.1
5.5

19.1
9.6
10.9

0.9
6
2.6

1
1.3
1.5

1.5
3.3
4.5

12.9
10.8
17

14269
15051
2829123

33.3
31.6

7
11.5

10.2
12.2

6.6
4.6

11.9
20.4

4.6
4.3

1.2
0.7

8.1
3.9

17
10.8

14571
18570

28.9
27.7

13.7
8.9

10.4
10.3

4.8
2.8

12
15.6

4.1
1.3

0
0.7

9.5
4.7

16.6
28.2

14458
14332

26.9

16.9

11.5

5.4

8.5

1.6

0.6

6

22.7

16598

Notes:
X2(80, N= 2,984,778) = 20,290, p=.00
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Table 7
Has Master’s Degree (t0080)?
University
Yes
Michigan State University
67.1
Eastern Michigan University
59.1
Ohio State University-Main Campus
56.7
Northern Illinois University
53.5
Western Michigan University
50.5
Illinois State University
46.7
All Other Universities
46.5
California State University-Long Beach
44.0
Central Michigan University
42.9
San Diego State University
37.2
University Of South Florida
26.8
Notes:
X2(10, N= 2,964,480) = 7,548, p=.00

No
32.9
40.9
43.3
46.5
49.5
53.3
53.5
56.0
57.1
62.8
73.2

Total N
15,051
14,268
14,458
14,335
14,571
18,571
2,808,822
16,261
16,597
16,137
15,409

Table 8
Do You Have A Teaching Certificate in This State In Your Main Teaching Assignment
Filed? (t0103)
University Name
Yes
No
Total N
Western Michigan University
98.8
1.2
14571
San Diego State University
98.0
2.0
16137
Illinois State University
97.8
2.2
18572
Michigan State University
96.9
3.1
15051
Northern Illinois University
96.3
3.7
14335
California State University-Long Beach
96.0
4.0
16261
Central Michigan University
95.7
4.3
16597
Ohio State University-Main Campus
95.0
5.0
14458
All Other Universities
94.3
5.7
2829123
Eastern Michigan University
94.1
5.9
14268
University Of South Florida
91.9
8.1
15409
Notes:
X2(10, N= 2,984,782) = 2,018, p=.00
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Table 9
Public School Teacher’s Salaries (earnall and earnsch)
School-related
earnings
Total yearly earnings
Mean
Std.
Mean
Std.
Michigan State University
50823.2
14649.2 49302.9 14043
Eastern Michigan University
50732.6
19754.7 49755.4 19276.5
San Diego State University
49708.4
16231
48217.3 13927.6
California State University-Long Beach
48841.6
12358.4 48151.7 12083.6
Western Michigan University
48681.2
15239.9 47130.2 13753.9
Central Michigan University
48200
12814.3 47090.3 12499.7
Northern Illinois University
47134.2
14639.8 45774.2 14776.3
Ohio State University-Main Campus
42300.6
12092.8
40749 10465.4
All Other Universities
42230.6
14564.4 40793.3 13546.6
Illinois State University
40268.8
14491.8 39261.1 13475.9
University Of South Florida
36024.3
11327.1 34894.7 10312.3
Total
42435.3
14627.8 41009.0 13624.6
Notes:
For total yearly income, F(10, 2,984,782) = 2754, p=.00
For school related income, F(10, 2,984,782) = 3293, p=.00

Total N
15,051
14,268
16,137
16,261
14,571
16,597
14,335
14,458
2,829,123
18,572
15,409
2,984,782

Table 10
Professional Development Trough Taking Courses and Attending Workshops/Conferences
Taking University Course(s) for
ReMain teaching
certification
Assignment

Illinois State University
Central Michigan University
California State University-Long Beach
San Diego State University
University Of South Florida
Michigan State University
Western Michigan University
Ohio State University-Main Campus
Northern Illinois University
Eastern Michigan University
All Other Universities

43.0
29.1
39.5
31.1
19.2
21.9
22.8
54.4
18.8
31.7
31.6

25

38.0
15.7
28.0
25.7
12.5
13.5
20.3
33.9
27.5
16.5
23.4

Attending
Workshop/Conference as
Attendee

Presenter

97.4
95.4
96.7
93.0
99.8
97.5
92.7
93.5
95.0
94.3
94.7

16.8
13.9
17.5
21.8
17.3
32.9
18.8
31.1
24.2
21.8
22.4

Table 11
Professional Development Trough Collaboration and Research

Illinois State University
Central Michigan University
California State University-Long
Beach
San Diego State University
University Of South Florida
Michigan State University
Western Michigan University
Ohio State University-Main
Campus
Northern Illinois University
Eastern Michigan University
All Other Universities

Sch
visits

Research

Formal
collaborati
on

Mentor

Teacher
network

Prof dev-indepth
study

23.1
34.4

48.8
48.6

77.4
74.2

29.7
48.9

18.2
32.8

58.4
62.2

35.9
46.7
37.6
26.6
27.8

49.7
48.5
39.1
41.9
39.1

78.5
79.2
74.2
83.4
72.6

34.7
37.9
32.5
49.8
43.7

25.3
30.8
15.2
32.8
29.1

63.6
65.7
65.7
61.6
58.4

37.0
47.5
33.6
34.4

50.4
61.3
54.1
46.6

72.8
79.0
73.4
74.3

40.1
45.3
34.9
42.2

29.7
24.4
20.8
25.0

49.9
52.2
59.6
59.1

Table 12
Self- assessment of Professional Development
Not useful
at all (1)
2
3
Illinois State University
0.9
8.9
9.9
Central Michigan University
0.0
4.2
25.6
California State University-Long
Beach
0.2
2.7
25.6
San Diego State University
5.8
26.3
1.9
University Of South Florida
0.2
4.8
29.1
Michigan State University
0.0
5.0
27.6
Western Michigan University
0.9
3.3
22.3
Ohio State University-Main Campus
0.9
1.2
22.8
Northern Illinois University
0.0
2.8
13.5
Eastern Michigan University
0.6
0.9
19.9
All Other Universities
0.9
4.6
23.3
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4
54.6
43.3

Very useful
(5)
25.8
27.0

43.2
33.9
42.3
38.2
47.6
38.7
42.9
35.6
39.1

28.3
32.1
23.7
29.2
26.0
36.5
40.7
42.9
32.1

Table 13

Student
discipline &
behavior
problems

Teaching
students with
special needs

Use of
technology in
instruction

Methods of
teaching

Student
assessment

Illinois State University
Central Michigan University
California State University-Long
Beach
San Diego State University
University Of South Florida
Michigan State University
Western Michigan University
Ohio State University-Main
Campus
Northern Illinois University
Eastern Michigan University
All Other Universities

My main subject
field
Content &
performance
standards in my
subject area

Teacher’s First Priority for Professional Development

21.1
16.0

14.4
7.8

16.3
23.2

27.2
23.2

6.4
16.9

8.6
8.5

6.1
4.4

11.5
13.3
17.1
16.7
14.4

20.8
23.6
14.6
17.9
12.9

24.5
17.9
20.9
25.8
31.9

16.0
17.9
21.3
20.8
16.4

19.1
13.9
13.9
6.2
10.1

4.9
10.6
9.1
9.4
9.9

3.2
2.9
3.2
3.3
4.3

9.9
11.8
13.2
16.8

11.6
5.3
15.2
13.7

26.1
22.5
30.2
21.0

20.1
32.7
13.9
23.1

16.5
11.4
16.2
12.8

15.7
14.6
8.1
8.4

0.0
1.6
3.2
4.2
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Figure 1

Figure 1

Top Ten Largest In-Service Teacher
Producers in the Country
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Figure 2

Figure 2

Percentage of ISU In-Service Teachers Working
In/Out of Illinois

Outside Illinois, 3173,
17%

Illinois, 15435, 83%

29

Figure 3

Figure 3

Geographic Distribution of ISUGraduates in the Nation's Public Schools
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Figure 4

Figure 4

In-Service Teachers from ISU Teach in Different
Types of Schools

Private Schools,
1390, 7.0%

Public Schools,
18572, 92.9%
Charter Schools, 19,
0.1%

Public Schools

Private Schools
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Charter Schools

Figure 5

Figure 5

Improving the Diversity of Teacher Education
(Percentage of Minority of In-Service Teachers)
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Figure 6

Enhancing Professional Development Experiences
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Figure 7

Enhancing Professional Development Experiences
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Figure 8

Enhancing Professional Development Experiences
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Abstract
Through analyzing the data from National Study of Postsecondary Faculty, we argue that
American higher education needs imported talents, especially in the areas of pure and applied
sciences. The empirical evidences show that the percentage of foreign-born faculty is
significantly higher than that of the foreign-born population in the United States. High personal
achievement among foreign-born faculty suggests a high quality of immigrant intellect,
especially in pure and applied science research. Their relatively higher salary suggests a
recognition within higher education of the value of foreign-born faculty. Still, retention of
foreign-born faculty remains a problem for institutions. They are less likely than native faculty to
be satisfied with their salaries and their decision-making role and are more likely to change
positions than are native faculty.
Public opinion concerning immigration has experienced a marked shift in the wake of the
September 11, 2001 terrorist attacks. Increased restrictions have been placed on faculty coming
to work at American universities. America’s openness to immigrant labor has long been the
underpinning of the country’s economic success. The shift away from openness seriously
threatens access to immigrant talent, particularly in such high-demand fields of math and
science, where foreign-born faculty occupy a clear niche. In the time of undocumented
immigrants over number the legal ones, any policy that threatens such access to talent in turn
threatens the economic wellbeing of the nation.
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Introduction
Whether viewed through the lens of a melting pot or a mosaic, American strength and
vitality has long been recognized as rooted in that place where the eager immigrant meets the
challenges of the frontier. Large-scale international migration is not only a prominent feature of
the American social and cultural landscape, but also a necessity in a modern industrial society
(Richmond, 1988). During the past century of American ascendancy, immigration has played a
pivotal role (Zinn, 2003). However, the nature and character of those approaching the American
shores have, over the same period, experienced dramatic change. The earlier waves of 20th
century immigrants were predominantly European and by-and-large poorly-educated at the time
of their arrival. In recent decades, Richmond (1988) has observed a growing demand for highly
qualified immigrant talent, which has resulted in the phenomenon known as “brain drain” –
intellectual talent flowing from the less developed to the more technologically advanced
societies, including the United States (p. 35).
Although the United States has long cherished its reputation as a welcoming port (Vecoli,
1996), the history of American immigration has witnessed several periods of restricted access.
Among the most notable were the extension of the Oriental Exclusion Acts into the 20th century
(Jillson, 2004), the exclusionary racial criteria restricting Filipino immigrants from citizenship
and land ownership (Baldoz, 2004), the debate over the “caucasianness” of South Asians by the
Supreme Court in the 1920s (Puar & Rai, 2004), and the era of nativism demonstrated in
California’s propositions 187 and 203 (Barkan, 2003; Armbruster, Geron, & Bonacich, 1995).
The terrorist attacks of September 11, 2001 ushered in a new era defined in part by a significant
change in public views on immigration (Llorente, 2003). But many of the arguments in favor of
restricting immigration are anything but new and revolve around the fear of jobs lost to
immigrant labor (Briggs, 2003; Hagan, 2004; NPR, 2005; Wright & Dwyer, 2003). Coupled with
this economic protectionism, the increased perception of a foreign threat to American national
security and the glaring failures of the Immigration and Naturalization Services to weed out the
9-11 attackers have put a spotlight on immigration loopholes and has invited some lawmakers to
call for immigration reforms: in other words, stricter controls and greater limits (FAIR, 2005).
American strength has traditionally been bolstered by the importation of labor. However,
public opinion is moving against immigration, and immigration policies are becoming
increasingly restrictive. A spike in immigration was reached around the turn of the 20th century.
By 2004, the annual influx of foreigners who remained in the U.S. was down 24 percent from its
all time high in 2000 (Passel and Suro, 2005). During the same period, Passel et al. (2005) also
found that the proportion of immigrants entering or remaining in the country illegally increased.
Since tightened immigration controls, by definition, can only have an impact on those applying
for legal immigration, this disproportion cannot be addressed through such means. The
consequences of these shifts on American social, cultural, and economic strength merit
exploration. This research looks to one particular and rather special segment of the American
labor force, faculty in four-year American colleges and universities. The initial data analysis
suggests that foreign-born faculty members at four-year institutions in the United States
constitute a significant part of the ivory tower. According to the 1999 National Study of
Postsecondary Faculty (NSOPF99), 15.4 percent (n = 108,694) of faculty at four-year institutions
were born outside of the United States (Lin & Nur-Awaleh, 2005). The proportion of foreignborn to native faculty is even more striking when compared with the fact that the 33.5 million
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foreign-born among the population of the United States in 2003 constituted only 11.7 percent of
the total U.S. population (U.S. Census Bureau, 2004).
With such a large proportion of foreign-born faculty members at four-year American
colleges and universities, we are curious about the extent to which imported talent plays an
important niche role in American higher education. The American economic structure is
continuing to move away from manual labor and towards intellectual labor (Hagan, 2004; van
Tuberqen, Flap & Maas, 2004). Therefore, the role of imported workers should be shifting in
turn from immigrant labor to immigrant intellect (Buchen, 2003). If this is the case, we would
argue that American academic excellence requires continued import of immigrant intellectual
talent.
Background
The Changing Nature of Immigrants in the U.S.
Claims of the United States as a nation of immigrants could be overstated (Dinnerstein &
Reimer, 1999). The waves of immigration have ebbed and flowed over the centuries, and
subsequent generations have come to view themselves as native, and have from time to time
even moved to stem the flow of new immigrants (Baldoz, 2004; Bean & Stevens, 2003; Alba &
Nee, 2003). Still, there can be no doubt as to the central role of immigration to American history.
The earliest human residents of North America crossed the Bering Sea land bridge from Asia
some 65,000 years ago. Europeans seeking the riches of Asia waded ashore some 500 years ago,
and the stream of immigrant settlers has been fairly steady ever since (Dinnerstein & Reimer,
1999).
Migration seems to follow two basic patterns in that migrants are voluntarily or
involuntarily moving towards or away from something (Alba, 2003). Although no one can be
sure of the motivations in the hearts and minds of those first migrants from Asia into North
America, it seems likely they traveled in search of new opportunities – an age-old migration
pattern that holds true today among migrants to America (Daniels, 2004; Ngai, 2004; Magana,
2003). Much of the history of immigration to the United States unfolds around opportunities
within the labor market (Duleep & Regets, 1999; Linton, 2002; Williams, 1994). Many
immigrants, even those who did so involuntarily, left their native lands in response to labor
demands in the United States (Camarota, 2001; Gabaccia, 1999; Borjas, 2003).
As the United States expanded from coastal colonies to its present bi-coastal state,
immigrants helped to settle the land as farmers, ranchers, and both skilled and unskilled labor on
the frontier. European labor helped to build the cities of the East Coast and the prairie states.
Slaves, as forced immigrants, built the agricultural foundation of the Old South. Asian
immigrants built the railroads that linked the two coasts. At each stage of American expansion
and development, immigrants answered the call for labor (Dinnerstein & Reimer, 1999; Hagan,
2004; Chew & Liu, 2004).
In the period of rapid industrialization, fresh waves of immigrants found jobs in factories
and steel mills, and in the period of expansion as a world power in the wake of World War II,
new immigrants joined with old to bolster the burgeoning U.S. economic might (Hendricks,
2001; Vecoli, 1996). Throughout the stages of exploration, expansion, agricultural growth,
urbanization, and industrialization, immigrant labor helped to fill the growing demand for strong
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backs. Immigrants were ideally suited to fill this role. Advanced English literacy was not
required to work the fields or to operate the machines in an industrial nation. In other words, the
mainstream of immigrants during these periods was made up of unskilled or semi-skilled labors.
Over the past few decades, the U.S. economy has taken a new turn, moving away from
manufacturing and towards service industries (Ip, 2005). This shift to a service economy presents
different challenges and different labor demands (Industry Employment, 2002). Although a
vibrant U.S. economy continues to offer opportunities for advancement, demands on the
workforce have increased dramatically. Not only are workers required to demonstrate basic
literacy, those wishing to advance are often required to possess advanced skills in a variety of
areas spanning from business theory to advanced technology, from fluency in multiple languages
to an understanding of psychology and sociology (Ip, 2005). Increased demands for intellectual
capital possession among the workforce have resulted in a far greater role for formal education in
preparing individuals and groups to take part in the American economy.
Institutions of higher education have taken a leading role in fostering a thriving service
sector by preparing individuals to participate in that sector (Hunter, 2001; Pang & Appleton,
2004). Therefore, it can be asserted that higher education in the United States has played a key
role in fostering and maintaining American economic strength and vitality. American colleges
and universities fulfill this role in a number of ways. At the most basic level, colleges and
universities become the training ground for the American workforce. At a more profound level,
colleges and universities have played vital roles in creating and disseminating knowledge and
skills and in fostering the American economic landscape through research and development in
cooperation with corporate America (Benjamin, 2003).
Recognizing the central role of immigrant labor in the past of American economic
development and the key role of education in the present, this study examines the current
situation among foreign-born faculty in American four-year colleges and universities to reveal
the role immigrant intellect plays in higher education, and by proxy in the American economy atlarge.
Gender, Ethnicity and Foreign Born Faculty
The question of foreign born faculty is naturally related to the issues of gender and
ethnicity. As a significant proportion of foreign born faculty are male and many would be
classified as members of specific ethnic minorities, the impact of foreign born faculty on gender
and ethnic diversity is evident. Although the ranks of faculty have long been dominated by men,
efforts have been made to correct the imbalance on American campuses (Lin, et al., 2005). Still,
the majority of faculty are men (Nettles, 2000: p.39). In exploring gender differences, Nettles et
al. (2000) found that female full-time faculty are more likely to be primarily responsible for
teaching, have lower salaries than male faculty, and are less likely to be tenured or to be full
professors.
In an examination of the "quality of life" in the academic workplace for White and Black
faculty in predominantly White schools of social work, Davis (1985) found that Black faculty
perceived barriers in the academic workplace that prevented them from receiving respect. In a
study of Latino faculty members' attitudes about workplace, Martinez, et al., (1993) found that
Latino faculty perceive few opportunities in the academic workplace for assuming leadership

5

roles or positions with the potential for leadership. In contrast, White faculty perceive the
academic workplace as open to anyone interested in pursuing leadership roles or positions.
The findings overwhelmingly suggest that female and minority faculty have a long way
to go before reaching equity. The inflow of foreign born faculty has further complicated the
landscape of gender and racial equity on campuses. Our initial data analysis found that
approximately 68 percent of foreign born faculty are male and almost half of foreign-born
faculty would be classified as ethnic minorities (non-White) in four year colleges and
universities. The impact of foreign born faculty on diversities of gender and ethnicity are worth
exploring.
Achievement, Career Commitment, and Job Satisfaction
In addition to simple numbers of faculty and demographic breakdowns, it is important to
examine the state of the individual’s relationship with their institution and chosen field. In order
for foreign-born faculty to have a lasting impact on education and on the economy, they must
demonstrate both persistence and productivity. Due to the delimitation of the survey, we have
selected the chosen field in teaching and research, personal achievement, career commitment,
and job satisfaction as indicators.
In a study of foreign doctorate recipients in America looking into the rates of those who
stay after graduation, Finn (2000) finds that more than half (53%) of the foreign born doctorate
recipients had stayed in the United States by four years after graduation. The percentage of those
staying varies by field, with 62 percent for physical science, 54 percent for life sciences, and 54
percent for engineering. Social sciences have the lowest percentage with 32 percent. Johnson and
Regets (1998) suggest that a large proportion of foreign born Ph.D recipients staying more than
four years went on to post doctorate programs (22%) or employment in research and
development positions (11%), with only three percent finding teaching positions. These two
studies agree that most foreign born PhD recipients who stayed in the United States were
employed in sciences and research.
Since few foreign born PhDs are employed in teaching positions (Johnson &Regets,
1998), the highly selective nature of those foreign born faculty in four year American colleges
and universities implies higher quality and higher achievement. Faculty achievement can be
measured in number of ways, such as publication record, grants awarded, and teaching record
(Lee, 2004). This data is, however, very difficult to gather. Since teaching, service and research
are commonly used by institutions in making tenure, merit, and promotion decisions; this paper
uses tenure, rank and salaries as measures of faculty achievement.
Tenure in academia means academic freedom guarded by job security. Once tenure is
granted by the employing institution, a faculty member can only be fired for cause. In a study of
foreign born scientists, Lee (2004) observes that foreign born scientists receive closer scrutiny
and are less likely to be tenured than are native born faculty. Johnson and Reget (1998) note that
the ranks of scientists are more diverse in terms of both faculty and research associates/assistants
than are faculties in four year colleges and universities. The exploration of tenure status among
foreign born faculty has obvious merit. Following similar logic, Lee (2004) also concludes that a
greater proportion of native born faculty hold full professorships than is true among foreign born
faculty.
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Rank is another milestone of academic achievement. Nettles et al (2000) found that
women are less likely to be full professors than are their male peers. Native born scientists are
more likely to be full professors than are foreign born scientists (Lee, 2004). Foreign born Ph.D.
recipients are more likely to be employed as corporate researchers and are less likely to take
teaching positions (Johnson & Regets, 1998). Foreign born faculty in four year institutions may
offer a different perspective on these findings.
Closely tied to tenure and rank, salaries reflect many aspects of faculty achievement. In
general, female and minority faculty make lower salaries than do male and white faculty.
However, Asian faculty are the exception. Asian faculty have higher average salaries than do
Hispanic and Black faculty. In fact, Asian faculty even outstrip their White counterparts (Nettles,
et al., 2000). Since Asians create an anomaly among minorities, some explanation may be found
in exploring the role of foreign born faculty on campus.
Job satisfaction is an emotional state that reflects an affective response to the job situation
(Kalleberg, 1977; Locke, 1976). All factors mentioned above (e.g., field of teaching, tenure,
rank, salaries) are more or less related to an individual faculty member’s job satisfaction. Hill
(1983), for example, reveals that faculty who taught in social and behavioral sciences, education,
mathematics and physical sciences are generally less satisfied with their work than are those in
other disciplines (such as law, medicine, engineering, architecture). Winkler (1982) reports that
tenured faculty expressed the highest mean job satisfaction as measured by the Minnesota
Satisfaction Questionnaire. Lin and Nur-Awaleh (2005) find that job autonomy is the most
satisfied requirement of job satisfaction, while salary requirements are the least satisfied item.
The job satisfaction of minority and immigrant faculty members especially deserves attention.
The character of job satisfaction is necessary in order to facilitate matching the right person to
the right job. Inherent in identifying the character of job satisfaction is maximizing job
satisfaction and ultimately improving our understanding of organizational effectiveness.
Immigrant and minority faculty members are becoming an important asset in serving the needs
of multicultural students and parents, as well as society as a whole. Identifying the specific
character of job satisfaction for these groups is doubly important.
Research Methods
Data Sources
Data used in this research are from the 1999 National Study of Postsecondary Faculty
(NSOPF99), which was designed to provide nationally representative data on faculty and staff at
two and four-year degree-granting institutions in the United States. The survey included
questions on the activities and instructional duties of postsecondary faculty and instructional staff
during the 1998 Fall term. Faculty and instructional staff participating in the survey were asked a
series of questions regarding their life and job situations, including salary, benefits, workload,
job security, decision making, and job satisfaction. In order for this study to explore the position
and role of foreign-born faculty, native-born faculty are used as a benchmark. Therefore, only
those related variables are selected for use in the study (see Table 1).
Research Questions
This research explores the following questions:
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1.
2.
3.
4.
5.

Do foreign-born faculty occupy special niches in teaching and research?
What are their demographic characteristics?
Do they have outstanding personal achievements?
Do they have a strong career commitment?
How are they satisfied with their jobs?

Statistical Analysis
Quantitative methods are used to provide both descriptive and inferential statistics in
relation to immigration status among faculty members at four-year colleges and universities in
the United States. The variable X38_0 “institution classification” is used to identify four-year
institutions, while the variable Q4 “faculty status” is used to select faculty members only. The
selected sample includes 706,913 weighted cases.
Table 1 displays the variables used in this research. It should be noted that some of the
variables were recoded for the purposes of the data analyses. The data analysis compares
foreign-born faculty to the benchmark crosses five dimensions: 1) principal field of teaching and
research; 2) demographics; 3) personal achievement; 4) career commitment; and 5) job
satisfaction.
Table 1
Selected Variables in the 1999 National Study of Postsecondary Faculty
Dimension
Variable
Variable Label
1. Variable for comparison
Q90
Citizenship (immigration) status
Q14
Principal teaching field
2. Teaching and Research
Q15
Principal research field
Q81
Gender
3. Demographics
X03_84
Race/Ethnicity
X01_82
Age in 1999
Q10
Tenure status
X01_8
Academic rank
4. Personal Achievement
X04_76
Total income from institution
X09-76
Total Income not from institution
X38_0
Institution Strata
5. Career Commitment
Q67B
Likely to move to another full time job in 3 years
Q92H
Choosing the same field again
Q66A
Work load
Q66B
Job security
Q66E
Faculty leadership
Q66F
Freedom to do consulting
6. Job Satisfaction
Q66G
Salary
Q66I
Spouse employment opportunity
Q66J
Job overall
The first part of the data analysis describes the five dimensions compared between native
and foreign-born faculty. To systematically examine the model, logistic regression is introduced.
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The dichotomous dependent variable is “citizenship/immigration status” and the independent
variables are the five dimensions of the comparison listed in Table 1.
Results
Teaching and Research
Foreign-born faculty members occupy special niches in American higher education.
Table 21 reveals that foreign-born faculty members (26.7%) are more likely than native faculty
(15.6%) to teach in the areas of liberal sciences. This is also true in applied sciences (32.0% vs.
24.6%). On the other hand, native faculty are more likely than foreign-born faculty to teach in
the areas of liberal arts, social sciences, education, and applied arts and social sciences. A similar
pattern is repeated in the principal field of research. Some 28.4 percent of the foreign-born
faculty members conduct research in liberal sciences, while only 17.2 percent of the native
faculty members do research in these areas. A similar pattern can be seen in the areas of applied
sciences. On the other hand, 38.6 percent of the native faculty members conduct research in the
areas of liberal arts and social sciences, while only 29.6 percent of the foreign-born faculty do
research in these same areas. Again, a similar pattern can be found is education as is seen in arts
and social sciences. The differences in the fields of principal teaching and research between
foreign-born and native are statistically significant according to Chi Square testing. These
significant differences support the argument that the contribution made by foreign-born faculty
American four-year college and university education is unique.
Table 2
Principal Fields of Teaching and Research
Variable

Teaching

Research

Field

Liberal Arts/Soc Sciences
Liberal Sciences
Education
Applied Arts/Soc Sciences
Applied Sciences
Total n
Liberal Arts/Soc Sciences
Liberal Sciences
Education
Applied Arts/Soc Sciences
Applied Sciences
Total n

Native

Foreign-born

Total n

36.7
15.6
10.3
12.9
24.6
582,932
38.6
17.2
9.0
12.4
22.9
431,534

31.2
26.7
3.5
6.7
32.0
104,907
29.6
28.4
4.0
5.7
32.4
93,984

246,566
118,686
63,467
82,242
176,878
687,839
194,174
100,957
42,374
58,805
129,208
525,518

Notes:
For principal teaching field, X2(4, N=687,839) = 16,237 p<.01
For principal research field, X2(4, N=525,518) = 15,071 p<.01

1

Principal teaching and research fields are recoded as five categories: 1. liberal arts/social sciences; 2. liberal
sciences; 3. education; 4. applied arts/social sciences; and 5. applied sciences. For details of the coding refer to
Table 9 in Appendix B. For theoretical considerations of the recoded fields refer to Lin, 1999.
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Demographics
Table 3 suggests that foreign-born faculty are more likely than native faculty to be men,
which reinforces the commonly-held belief that faculty positions remain male-dominated.
Among foreign-born faculty, over 50 percent are White, followed by Asian (33.8 %), Hispanic
(9.5 %), and Black (5.9 %). Foreign-born faculty constitute roughly 50 percent of those in the
minority category. Considering the low numbers of native Black and Hispanic faculty, it appears
to be the case that American four-year institutions depend upon imported talent to diversity their
campuses. When age is brought into the faculty snapshot, we observe that foreign-born faculty
are, on average, slightly over two years younger than native faculty.

Table 3
Demographics
Variable
Gender

Race

Age

Attribute

Male
Female
Total n
American Indian or Alaska Native
Asian and/or Pacific Islander
Black/African American nonHispanic
Hispanic
White, non-Hispanic
Total n
Mean
Std. Deviation
Total n

Native

Foreign-born

Total n

62.3
37.7
598,219
.8
1.2

67.5
32.5
108,694
.1
33.8

446,160
260,753
706,913
4964
44,125

4.5

5.9

33,021

1.8
91.7
598,218
49.5
10.5
598,219

9.5
50.6
108,694
47.3
10.7
108,695

21,035
603,767
706,912
49.2
10.6
706,913

Notes:
For gender, X2(1, N=706,913) = 1,052 p<.01
For race, X2(4, N=706,912) = 194,173 p<.01
For age, F(1, N=706,913) = 4,073, p<.01

Personal Achievement
Do foreign-born faculty do well at American four-year institutions? This section outlines the
personal achievements of the faculty. Table 4 informs us that foreign-born faculty demonstrate
more job security than do native faculty. Some 40.9 percent of foreign-born faculty are tenured,
in contrast to 38.5 percent of the native faculty. This pattern holds true for faculty holding
tenure-track positions.
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In terms of status in the profession, 76 percent of the foreign-born faculty hold academic
rank , while only 65.4 percent of the native faculty can be classified as such. Earnings, to a large
degree, reflect the value of the related skills (Jasso et. al., 2002). Interestingly, we found that
foreign-born faculty on average make more than $8,000.00 more than their native counterparts at
the same institution; although as an aggregate, native faculty average $4,000.00 more than
foreign-born faculty across their discipline. Since market forces will normally function at the
institutional level, the higher salaries for foreign-born faculty when compared with colleagues in
the same institution suggest they reflect a greater value placed on skills possessed. On the other
hand, the fact that native faculty earn more on average when compared within the discipline, but
across the nation, suggests advantages based on location and social networks. When compared
across all disciplines, foreign-born faculty still earn an average of nearly $4,000.00 more than
their native counterparts. This may reflect concentrations of foreign-born faculty in higher-paid
disciplines or in regions of high income concentration3.
2

Table 4
Personal Achievement
Variable

Native

Attribute

Tenured
38.5
On Tenure Track But Not Tenured
12.9
Not On Tenured Track, Although The
Tenure Status
41.2
Institution Has A Tenure System
No Tenure System At This Institution
7.4
Total N
598,219
Professor
25.9
Associate Prof
20.2
Rank
Assistant Prof
19.5
Other (Administrators, or lecturers)
34.5
Total N
598,220
Mean
48218.3
Total Income
from
Std. Deviation
39317.8
Institution
Total n
598,219
Mean
18149.0
Total Income
not from
Std. Deviation
32330.4
Institution
Total n
598,219
Notes:
For tenure status, X2(3, N=706,914) = 2,550, p<.01
For rank, X2(3, N=706,915) = 5,816, p<.01
For total income from institution, F(1, N=706,913) = 4,144, p<.01
For total income not from institution F(1, N=706,913) = 1,826, p<.01
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Foreign-born

Total n

40.9
17.5

274,806
95,924

35.9

285,503

5.7
108,695
26.8
22.0
27.1
24.0
108,695
56587.2
40029.6
108,695
13678.6
28183.7
108,695

50,681
706,914
183,861
144,576
146,265
232,213
706,915
49505.1
39543.4
706,913
17461.6
31769.0
706,913

Academic rank includes Assistant Professor, Associate Professor and (full) Professor.
Large urban areas generally experience a higher cost of living and therefore offer higher remuneration. That
foreign-born faculty would naturally attracted to such areas and their inherent concentrations of foreign-born and
ethnic populations can be expected.
3
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Career Commitment
We define career commitment in this study as three major components: institutional
selection, job retention, and lifelong career commitment.
Table 5 reveals that foreign-born faculty (66.2%) are more like to select four-year
doctorial institutions than are native faculty (51.5%). However, choosing an institution is only
part of the issue. Retention4 is a major issue for institutions. When asked how likely an
individual would be to change to another full-time job in three years. Some 15.3 percent of the
foreign-born faculty reported “very likely”, while only 10.7 percent of the native faculty agreed.
Some 32.6 percent of the foreign-born faculty stated “somewhat likely to leave for another job”,
and only 25.9 percent of the native faculty reported the same.
Table 5
Career Commitment
Variable

Institutional
Strata
Changing
job in three
years?
Choosing
the same
field again

Attribute

4-year doctoral institution
4-year non-doctoral Institution
Total n
Not at all likely
Somewhat likely
Very likely
Total n
Strongly disagree
Disagree
Agree
Strongly agree
Total n

Native

Foreign-born

Total n

51.5
48.5
598,218
63.4
25.9
10.7
598,219
3.0
8.8
41.4
46.9
598,218

66.2
33.8
108,695
52.2
32.6
15.3
108,695
3.2
8.2
43.2
45.4
108,695

380,278
326,635
706,913
436,091
190,462
80,361
706,914
21,154
61,337
294,825
329,597
706,913

Notes:
For institutional strata, X2(2, N=706,913) = 7,913, p<.01
For rank, X2(3, N=706,915) = 5,816, p<.01
For changing job in three years X2(2, N=706,914) = 5,115, p<.01
For Choosing the same field again X2(3, N=706,913) = 166, p<.01
Both native and foreign-born faculty claim similar levels of lifelong career commitment.
When asked if they would choose the same career again if they were given the chance, 8.8
percent of native faculty disagreed, while 8.2 percent of foreign-born faculty disagreed. This
suggests that over 90 percent of faculty have a lifelong commitment to their careers.
Job satisfaction5
4

From an individual perspective, changing jobs is a personal choice. But from an institutional
perspective, faculty choosing to leave becomes an issue of retention.
5

All job satisfaction questions are measured on a four-point Likert Scale: 1. very dissatisfied, 2. somewhat
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Job satisfaction, which is closely related to career commitment, has been one of the most
frequently researched phenomena in industrial psychology and other areas (Locke, 1983;
Blackburn, 1995). One previous study (Lin & Nur-Awaleh, 2005) suggests that faculty are either
generally satisfied or are very satisfied with their jobs. Specifically, autonomy6 is the most
satisfied aspect of their jobs; salary and decision making are the least satisfied aspects in this
regard.
Table 6 displays the mean scores comparing native and foreign-born faculty for job
satisfaction related to workload, job security, effectiveness of faculty leadership, freedom to do
consulting, salary, spouse employment opportunity, and overall job satisfaction.
Table 6
Job Satisfaction
Native
Foreign-born
Total
Mean
N
Std Mean
N
Std Mean
N
Std
3.01 598,219 .93 2.93 108,695 .93 3.00 706,913 .93
3.13 598,219 1.01 3.08 108,695 1.02 3.13 706,913 1.01

Satisfied with
Workload
Job Security
Effectiveness Of
2.62 598,219 .93 2.51 108,695 .92
Faculty Leadership
Freedom To Do
3.30 598,219 .77 3.19 108,695 .80
Consulting
Salary
2.55 598,219 .98 2.42 108,695 .96
Spouse Employment
3.11 451,135 .96 2.88 88,913 1.01
Opportunity
Job Overall
3.21 598,219 .78 3.08 108695 .80
Notes:
For workload, F(1, N=706,913) = 740, p<.01
For job security, F(1, N=706,913) = 280, p<.01
For effectiveness of faculty leadership, F(1, N=706,913) = 1,267, p<.01
For freedom to do consulting, F(1, N=706,913) = 1,066, p<.01
For salary, F(1, N=706,913) = 1,803, p<.01
For spouse employment opportunity, F(1, N=706,913) = 3,985, p<.01
For job overall, F(1, N=706,913) = 2,377, p<.01

2.60

706,913 .93

3.29

706,913 .78

2.53

706,913 .98

3.07

540,048 .97

3.19

706,913 .79

Statistical analysis shows that all of the differences between the job satisfaction items for
native and foreign-born faculty are significant. However, spouse employment opportunity shows
the greatest difference (mean score difference = 0.23), followed by salary (mean score difference
= 0.13) and overall job satisfaction (mean score difference = 0.13). On the other hand, job
security shows the least difference (mean score difference = 0.05), followed by workload (mean
score difference = 0.08).
Logistic Regression
dissatisfied, 3. somewhat satisfied, and 4. very satisfied.
6
Autonomy here includes 1. Freedom to do consulting; 2. Authority to decide course taught; and 3. Authority to
decide course content.
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Logistic regression7 was conducted with the dichotomous variable
citizenship/immigration status serving as the dependent variable, and principal field of teaching
and research; demographics; personal achievement; career commitment; and job satisfaction
serving as predictors8 in Table 7.
In general, the logistic regression model, correctly predicting 84.9 percent of the cases, is
strongly significant (p < .001). Most of the variables are statistically significant in predicting
whether the faculty member was native or foreign-born, with the exceptions of principal teaching
field and job security.
Table 7
Logistic Regression for Faculty Citizenship/Immigration Status
Variable
B
S.E.
Wald
Df Sig.
Exp(B)
Principal teaching field
-.001 .020
.003
1
.96
.99
Principal research field
.797 .020
1637.99
1
.00
2.22
Gender
.201 .011
350.72
1
.00
1.223
Race/Ethnicity
2.389 .010 53521.12
1
.00
10.90
Age in 1999
.316 .011
890.89
1
.00
1.371
Tenure status
-.141 .012
129.37
1
.00
.868
Academic rank
.168 .012
187.74
1
.00
1.18
Total income from institution
.162 .012
184.52
1
.00
1.175
Total Income not from institution
-.289 .012
536.62
1
.00
.749
Institution Strata
.313 .010
903.68
1
.00
1.367
Likely to move to another F/T job in 3
380.70
2
.00
years
Somewhat Likely
.111 .011
105.37
1
.00
1.118
Very Likely
.288 .015
365.57
1
.00
1.334
Choosing the same field again
-.330 .016
437.33
1
.00
.719
Workload
-.208 .011
338.84
1
.00
.812
Job security
.003 .013
.06
1
.80
1.003
Faculty leadership
.074 .010
52.35
1
.00
1.077
Freedom to do consulting
.034 .014
6.43
1
.01
1.035
Salary
.026 .010
6.30
1
.01
1.026
Spouse employment opportunity
.254 .011
553.49
1
.00
1.289
Job overall
.145 .015
95.515
1
.00
1.156
Constant
-3.153 .017 33232.45
1
.00
.043
Notes:
Logistic Regression Model for faculty citizen status, -2 log likelihood=310,473, X2=76,260,
d.f.=20, p<.01
In terms of principal fields of teaching and research, the variable principal field of
research is strongly significant in predicting whether the faculty member was native or foreignborn. Those surveyed who conduct research in the sciences are 2.2 times more likely to be
7

Binary logistic regression is most useful when you want to model the event probability for a categorical response
variable with two outcomes (SPSS).
8
Recoded variables and their definitions are included in Table 8 in Appendix A.
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foreign-born than native faculty. This is perhaps the strongest niche occupied by imported talent
in higher education. It also suggests where American higher education most needs imported
talents. Unlike in the descriptive analysis in Table 2, the variable principal field of teaching is,
nevertheless, not a significant predictor of faculty citizenship/immigration status.
Results related to demographic variables raise some interesting questions. Male faculty
are 1.2 times more likely to be foreign-born than native. Among all variables, race is the
strongest predictor. Minority faculty are almost 11 times more likely to be foreign-born than
native. This finding suggests that American four year colleges and universities are highly
dependent upon foreign-born faculty to diversify their campuses. Additionally, faculty below the
average age are 1.37 times more likely to be foreign-born.
However, faculty who are tenured or tenure-track are more likely to be native than
foreign-born. This result contradicts the descriptive analysis found in Table 4. This may be the
result of recoding the variable as dichotomous, which placed a majority of native faculty in the
tenured or tenure-track category. Still, those faculty holding rank of associate professor or above
are slightly more likely to be foreign-born (1.18 times). Also, those faculty earning a higherthan-average income across a discipline but within an institution are more likely to be foreignborn. On the other hand, in the aggregate, those earning higher-than-average across a discipline
and across institutions are more likely to be native.
All career commitment variables are significant, but foreign-born faculty are more likely
than native faculty to work in a four-year doctoral institution. They are also more likely to
change to another full time job within three years. This indicates that foreign-born faculty
retention is a tough task for four-year universities. Native faculty are more likely than foreignborn faculty to claim a strong lifelong career commitment.
Seven variables are related to different aspects of job satisfaction. Contrary to the
descriptive analysis found in Table 6, in the regression, native faculty are more likely than
foreign-born faculty to be dissatisfied with their current workload. Satisfaction with job security
is not a significant predictor of faculty immigration status. Foreign-born faculty expressed
greater levels of dissatisfaction in terms of faculty leadership, freedom to do consulting, salary,
spouse employment opportunity, and overall job satisfaction.
Conclusion and Discussion
This paper argues that American higher education needs imported talents, especially in the areas
of pure and applied sciences. Since higher education is one of the core foundations of American
economic strength, imported talent at four-year American colleges and university has systemwide significance, especially in the era of global competition for talent.
The empirical evidence explored in this study supports the above argument. First, the
percentage of foreign-born faculty is significantly higher than that of the foreign-born population
in the United States. Second, foreign-born faculty occupy a special niche in pure and applied
science research. High personal achievement among foreign-born faculty suggests a high quality
of immigrant intellect, and a relatively higher salary suggests a recognition within higher
education of the value of foreign-born faculty. Still, retention of foreign-born faculty remains a
problem for institutions. They are less likely than native faculty to be satisfied with their salaries
and their decision-making role and are more likely to change positions than are native faculty.
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Several critical questions are raised by this data. There is a clear disconnect between the
demand for professionals trained in math and the sciences and the native supply. This suggests
efforts should be made to bolster science and math education in the United States. Imported
talent appears to mask the true level of diversity within faculties. A large percentage of faculty
classified as minorities are in fact foreign-born, meaning the ranks of Asian Americans, African
Americans, Hispanics and Native Americans are not only underrepresented, but are more so than
the data suggests.
Public opinion concerning immigration has experienced a marked shift in the wake of the
September 11, 2001 terrorist attacks (Llorente, 2003; Barkan, 2003). Increased restrictions have
been placed on faculty coming to work at American universities. America’s openness to
immigrant labor has long been the underpinning of the country’s economic success. “Just as
many U.S. corporations have gone global in recent years to great success, so too have American
universities, drawing on the talents of the best and brightest from around the world” (Paden &
Singer, 2003, p. 8). The shift away from openness seriously threatens access to immigrant talent,
particularly in such high-demand fields of math and science, where foreign-born faculty occupy
a clear niche. Any policy that threatens such access to talent in turn threatens the economic
wellbeing of the nation. Immigration policies must recognize the vital role that imported talent
plays in American higher education, economy, and sustainable growth.
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Appendix A: Definition of Variables For The Logistic Regression
Table 8
Definition Of Variables For The Logistic Regression for Citizenship/Immigration Status
Parameter Coding
Freq
Variable
Attribute
(1)
(2)
Arts/Social Science/Education
3838
.000
Principal teaching field
Sciences & Its Application
3165
1.000
Arts/Social Science/Education
3903
.000
Principal research field
Sciences and Its Application
3100
1.000
Male
4515
1.000
Gender
Female
2488
.000
Minority
1537
1.000
Race/Ethnicity
White
5466
.000
Above Average
3139
.000
Age in 1999
Below Average
3864
1.000
Tenured Or On Tenure Track
5064
1.000
Tenure Status
Not Tenured/No Tenure System
1939
.000
Assistant Prof Or Below
2859
.000
Academic rank
Associate Prof & Above
4144
1.000
Total Income not from Above Average
1093
1.000
institution
Below Average
5910
.000
Total income from
Above Average
4138
1.000
institution
Below Average
2865
.000
4-Year Doctoral
4122
1.000
Institution Strata
4-Year Non-Doctoral
2881
.000
Likely to move to
Not At All Likely
3943
.000
.000
another F/T job in 3
Somewhat Likely
2243
1.000
.000
Very Likely
817
.000 1.000
years
Opinion of Choosing
Disagreed
837
1.000
the same field again
Agreed
6166
.000
Dissatisfied
2419
1.000
Work load
Satisfied
4584
.000
Dissatisfied
1375
1.000
Job security
Satisfied
5628
.000
Dissatisfied
3368
1.000
Faculty leadership
Satisfied
3635
.000
Freedom to do
Dissatisfied
1115
1.000
consulting
Satisfied
5888
.000
Dissatisfied
3218
1.000
Salary
Satisfied
3785
.000
Spouse employment
Dissatisfied
1883
1.000
opportunity
Satisfied
5120
.000
Dissatisfied
1225
1.000
Job overall
Satisfied
5778
.000
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Appendix B: Classification of Field of Teaching and Research
Table 9
Classification of Field of Teaching and Research
Liberal
I. Liberal Arts /Social Sciences
141
143
145
146
147
148
149
150
223
291
292
293
294
295
296
297
300
311
312
313
314
315
316
317
318
319
320
350
440
441
442
510
520
541
542
544
546
548
549
550
551
560
900

Art History and Appreciation
Dance
Dramatic Arts
Film Arts
Fine Arts
Music
Music History and Appreciation
Other Visual and Performing Arts
Bilingual/Cross-cultural Education
English, General
Composition and Creative Writing
American Literature
English Literature
Linguistics
Speech, Debate and Forensics
English as a Second Language
English, Other
Chinese
French
German
Italian
Latin
Japanese
Other Asian
Russian or Other Slavic
Spanish
Other Foreign Languages
Home Economics
Philosophy
Religion
Theology
Psychology
Public Affairs (e.g., Comm Services)
Social Sciences, General
Anthropology
Area and Ethnic Studies
Economics
History
International Relations
Political Science and Government
Sociology
Other Social Sciences
Other

Vocational
II. Liberal Sciences
201 Computer and Information Sciences
222 Basic Skills
390 Mathematics/Statistics
391 Biochemistry
392 Biology
393 Botany
394 Genetics
395 Immunology
396 Microbiology
397 Physiology
398 Zoology
400 Biological Sciences, Other
411 Astronomy
412 Chemistry
413 Physics
414 Earth, Atmosphere, and Oceanographic
(Geological Sciences)
420 Physical Sciences, Other
547 Geography

III. Education
221 Education, General
224 Curriculum and Instruction
225 Education Administration
226 Education Evaluation and Research
227 Educational Psychology
228 Higher Education
229 Special Education
230 Student Counseling and Personnel Services
231 Other Education
241 Pre-Elementary
242 Elementary
243 Secondary
244 Adult and Continuing
245 Other General Teacher Education
Programs
250 Teacher Education in Specific Subjects
470 Physical Education

IV. Applied Arts /Social Sciences
161 Accounting
162 Banking and Finance
163 Business Administration and Management
164 Business Administrative Support (e.g.,
Bookkeeping, Office M
165 Human Resources Development
166 Organizational Behavior
167 Marketing and Distribution
170 Other Business
181 Advertising
182 Broadcasting and Journalism
183 Communications Research
190 Other Communications
370 Law
380 Library and Archival Sciences
500 Protective Services (e.g., Criminal Justice,
Fire Protection
545 Demography
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V. Applied Sciences
101 Agribusiness and Agricultural Production
102 Agricultural, Animal, Food and Plant Sciences
103 Renewable Natural Resources, including
Conservation, Fishing
110 Other Agriculture
121 Architecture and Environmental Design
122 City, Community, and Regional Planning
123 Interior Design
130 Other Arch. and Environmental Design
142 Crafts
144 Design (other than Architecture or Interior)
184 Communication Technologies
202 Computer Programming
203 Data Processing
204 Systems Analysis
210 Other Computer Science
261 Engineering, General
262 Civil Engineering
263 Electrical, Electronics, & Communication
Engineering
264 Mechanical Engineering
265 Chemical Engineering
270 Other Engineering
280 Engineering-Related Technologies
331 Allied Health Technologies & Services
332 Dentistry
333 Health Services Administration
334 Medicine, including Psychiatry
335 Nursing
336 Pharmacy
337 Public Health
338 Veterinary Medicine
340 Other Health Sciences
360 Industrial Arts
430 Parks and Recreation
530 Science Technologies
543 Archeology
601 Carpentry
602 Electrician
610 Other Construction Trades
621 Personal Services (e.g., Barbering,
Cosmetology)
630 Other Consumer Services
641 Electrical & Electronics Equipment Repair
643 Vehicle and Mobile Equipment Mechanics
and Repairers
644 Other Mechanics and Repairers
661 Drafting
662 Graphic and Print Communications
663 Leatherworking and Upholstering
670 Other Precision Production Work
681 Air Transportation (e.g., Piloting, Traffic
Control, Flight
682 Land Vehicle and Equipment Operation
683 Water Transportation (e.g., Boat & Fishing
Operations, Deep
690 Other Transportation and Material Moving
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Research Summary
English as an international language (EIL) has been a major topic of language research
and Teaching English to Speakers of Other Language (TESOL) education in the last
decade. The concept of EIL emphasizes the function of English for cross cultural and
international communication, rather than for communicating with the native speakers
of English. It challenges the traditional ownership of English, and therefore redefines
the professional competence of non-native teachers in the TESOL profession.
Educational researchers have found that teachers’ professional identity strongly
determine they way they teach, their commitment to their teaching role, and their
attitude toward education change. Important in the construction of teachers’
professional identity is subject competence. This development of English as an
International Language poses a challenge and potential realignment of teachers’ sense
of competence and expertise. Hence, a focus on teachers’ professional identity
provides a powerful way of exploring responses and potential issues with the
introduction of EIL, and conversely EIL provides an opportunity to study more closely
the way teacher professional identity is linked with language teachers’ perceptions of
subject knowledge and expertise. Eighty percent of TESOL professionals are
non-native teachers. Among the existing literature, little empirical work has been
done to understand the non-native teachers’ perception of the spread of English as an
international English. How an understanding of the concept of EIL will affect the
teachers’ professional identity requires further investigation.
In this study, I will use the case of Taiwan to examine the answers to the questions.
Taiwan, like many other countries where English is a foreign language, has rarely been
the focus of EIL study. Yet it is a perfect case to verify the EIL thesis. Taiwan is a
country that has great need in specific commercial and political domains for English
because of its dependency on the United States in trade, international affairs, and
cultural exchange. If the concept of EIL is relevant to Taiwan, we should find the
introduction of this concept changing the English teachers in Taiwan: that they will

position themselves as a member of the large group of non-native speakers and the
non-native teachers will not believe that ‘standard’ English should be based on the
American English norm. My study will focus on the English teachers of the tertiary
vocational institutes. They are exempted from the pressure to teach the students
‘correct’ English for passing national examinations. Rather, they should emphasize
the practical dimension of English.
Research questions
Scholars have noticed the spread of English and the new varieties of English emerging
in postcolonial countries (Canagarajah, 1999; Crystal, 1997; Higgins, 2003; Jenkins,
2000; Kachru, 1985, 1991, 1996, 1992; Kachru & Nelson, 2001; Mckay, 2002; Norrish,
1997)1. However, the literature shows a tendency to generalize the experiences of
institutionalised varieties of English in the former British colonies and then project it to
other non-colonial countries, and this may run the risk of producing another kind of
imperialism, which was strongly criticized as modern imperialism of ‘speaking for
others’ (Harvey, 1989:47). The purposes and motivations of learning English,
people’s exposure to English, and the way they use English are different (Andreasson,
1994; Jenkins, 2000; Norrish, 1997). Consider Taiwan as an example. English was
not imposed as an official language (such as India, a former British colony), nor is it
the medium of daily communication (such as Jamaica, another former colony). There
is not a new variety called Taiwanese English among the world Englishes (such as
Singaporean English, another former colony). Despite the minority status of the
native English speaking population, native-like fluency in standard American English
nevertheless is regarded as the ultimate goal for English language teaching and
learning in Taiwan (Chou, 2004; Liao, 2004). Native speakers, with their knowledge
of the English language, are regarded as the experts in grammar, pronunciation,
speaking skills and writing style (Burns, 2004). How to make the students' English
proficiency native-like is among the highest research interests in Taiwan (Liou, 2004).
In response to the fast spread of English as an international language (EIL), new
pedagogies have been proposed. With the growing varieties of Englishes, the
advantage of being a native speaking teacher is under question. Non-native teachers
used to suffer from the status of a second class teacher due to their non-native language
proficiency (Ellis, 2002), yet with the wide spread of English as a global language,
attention has been paid to the non-native teachers’ contribution and their position in the

1

A program called ‘New Englishes paradigm’ has paid special attention focusing on examining the
‘institutionalized varieties of English’ among the multi-lingual post-colonial countries. (Higgins, 2003)

TESOL education. The traditional view of an effective teacher of English requires
new definition (Mckay, 2002).
The trend described above is one of the key factors that shape teachers’ view of their
profession. If the EIL argument is accepted, the non-native English teacher should no
longer see themselves as the agent of native speakers; rather, they should identify
themselves as the contributors of new Englishes. However, little empirical research
has been done to understand the non-native teachers’ perception of the spread and
change of English as a global language. Few of the non-native teachers participated
in the formation of EIL (Seidlhofer, 2001). Thus, the non-native teachers’
perspectives are lacking in the studies of their possible repositioning in the TESOL
profession. Their attitude toward the newly emerged pedagogy of teaching English as
an international language is yet to be understood. Do they see themselves as part of
an international community composed of non-native English language teachers? In the
non-native teachers’ view, how many of the suggested EIL pedagogies fit the local
contexts of the individual educational setting? How will it affect the teaching practice
in the classroom? The big gap between theory and practice is yet to be filled with
empirical studies aiming at understanding the NNS teachers' teaching reality.
The answer to the above queries will shed a significant light on the professional
identity of the NNS English teachers, which is strongly conditioned by how they look
at themselves (as a teacher and as a person). This sense of professional identity will
then influence their motivation, job fulfillment, the quality of teaching, and their
innovations in the face of change, which will in turn affect their attitudes toward their
job, the way they interact with their students, their intentions to cope with educational
change, and whether to innovate their teaching practice (Beijaard, Verloop, & Vermunt,
2000; Cooper & Olson, 1996; Day, 2002:68; Mitchell, 1997:4; Moore & Hofman,
1988:77; Siraj-Blatchford, 1993). Understanding teachers’ professional identity, as
Goodson argued, will bring us ‘a valuable range of insights’ (Goodson, 2000:13) and
will help to construct a more suitable curriculum for teacher education (Beijaard,
2004).
Focusing on the professional identity of the non-native English teachers will therefore
provide a window to demonstrate the impact of EIL. If the EIL concept is indeed
influential, we should see it balancing other factors that shape the NNS English
teachers' professional identity, such as traditional value of the teacher, social
expectations, and in particular the practical need to communicate in standard English.
This research attempts to answer this question by examining how the Taiwanese

English teachers perceive the development of English as a global English and how the
concept of EIL interacts with their professional identity. If their professional
competence were indeed redefined by the concept of English as a global language, how
much would it affect their professional confidence and professional identity? How
does their professional identity affect their response to EIL? The findings will then
have a strong impact on the design of pedagogy of English teaching in the countries
where English is an international language.
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Lesson Study: The Case of an Osaka School
Victor Liria, Utsumi Seiji, Yasuhide Nakamura
Abstract
This study inquires from the field on lesson study (jyugyokenkyu) helps in Japanese school
through horizontal, collaborative and inside-out perspectives as a means of teacher
professional development.
Objective: The object of this study is to explore In-school based teacher training through
Lesson Study practice answering the following questions: (1) what views do teachers hold on
lesson study practice and its successive stages? (2) Practicing lesson study: how do teachers
form insights into children, approach the interpretation of the teaching materials, and do
teachers construct the lesson?
Methodology: The main methods of this research were interview and direct observation of
teachers’ interaction in the school setting. The interviews were conducted with 11 primary
school teachers in two collective sessions and the interactions were recorded. Teachers’ talks
during the planning session and the evaluation-discussion meeting were recorded too. In
addition, extensive field notes were taken and artifacts produced by teachers and samples of
students work were gathered in real pieces or photographed. Recorded data were transcribed
and then translated with help of bilingual assistants. In turn, the participants’ responses and
the translated files from meetings were read and put them together as complete quotations
and filed them according to the topic or issued addressed. Artifacts produced by teachers and
students’ work samples were also translated, analyzed and used as supportive resources as
well as took field notes.
Research outcomes:
1. The interviewed teachers stated that an important issue they work during lesson study
practice is the study of teaching materials content (adequacy, relevance, and difficulty).
Teachers suggest that students’ reaction is different when the lesson is carried out on the base
of teaching material study.
They also rely on lesson study as an effective tool to improve students’ learning and teaching
techniques, allowing them to visualize students’ achievement. In the process of planning,
teachers said they think about new ways to perform a lesson and while consulting the
textbooks they insert the evaluation criteria that will allow them to achieve the lesson and
unit goals. During lesson observation teachers reported that they give attention to unfitting
things between the lesson plan and children actual condition. From the teacher side, they look
for correspondence between children’s responses and teacher’s anticipation; while from the
children side they look upon children understanding of the lesson. In the evaluation meeting,
among other items, teachers discuss children appearance and responses.
2. During the lesson study process practiced, teachers carried out the insight into children
considering the whole class circumstances, individual child cases and, discussing ways to
deal with the children actual condition by thinking ahead and sharing strategies. To take
advantage of children reaction teachers recall students’ thoughts, ponder student attitude,
identify weak points to deal with and see through the external knowledgeable lens.

Constructing the lesson they explain the study coming up, develop a guidance plan and,
detail the way to achieve the goal of the research lesson. Through the analysis of teaching
materials they seek to organize the lesson nerai. Developed teaching materials can be
classified as teaching manipulatives and learning manipulatives. Some characteristics of
teaching manipulatives are: they link teacher anticipation and children responses, illustrate
learning concepts, meet children learning stages, and reflect children actual condition. The
learning manipulatives illustrate children’s thinking and the changes they experience; they
also play the role of evaluation tool.
Discussion
This paper discussion centers on teachers’ teaching ability analyzed from the following
perspectives: the ability to form an insight into children, the ability to interpret teaching
materials, and the ability to construct a lesson as framed by the All- Japan Federation of
Educational research Institutes.
1. The data analysis supports our statement that the insight into children is built on a general
overview of the whole class circumstances and simultaneous consideration of specific,
individual or problematic cases. In addition the discussion of ways to deal with the children
actual condition helps teachers to gain the insight not only of a specific child or class but of
the target grade.
2. When asked about lesson study teachers referred that the study of teaching materials is one
of the most important activities of the process, as it has already been documented by
Hashimoto et al., 2003. From the lesson study practice observation, we realized that the study
of teaching materials is a far more complex process than the usage of existent or the
development of new material that illustrates the curricular contents. Teachers would work
hard to meet the students’ actual condition from a problem-solving perspective. Appropriate,
easy to understand and relevant material is discussed over the planning stage.
3. From our understanding, the lesson construction is an add-up of elements to achieve the
unit goals which involves the reasons to set-up the unit, the insight into children, the analysis
of the teaching materials, and the curricular unit guidance plan including the evaluation of
the related research lesson.
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Psychiatric Disabilities: Compare the Sheltered Employment Model in Taiwan
and the United States.
Abstract
Employment can not only maintain our life but also increase the value of
self-existence and self-esteem. Meaningful work is regarded as an important
component to help individuals with psychiatric disabilities to recover. Employment
can also contribute to the development of self-identity, self-esteem and self-valuation
(Moll Huff & Detwiler 2003). Employment may also be important in filling much of
an individual’s time, as a source of income, providing a source of identity, and
contributing to one’s physiological and psychological well-beings (Tsang, 2003). In
Taiwan, most people do not agree to place the individuals with psychiatric disabilities
in the communities because they are regarded as dangerous bombs. In addition, most
people focus on the diagnosis of the individuals with psychiatric disabilities and fail to
consider their value of existence in the society. Furthermore, some employers indicate
that the most important part of all is that what the individuals with psychiatric
disabilities need is to stay at home because work is the source of pressure and will
activate their psychiatric syndrome. According to these reasons, employers refuse to
hire the individuals with psychiatric disabilities. The status quo of vocational
rehabilitation in Taiwan, most individuals with psychiatric disabilities are in sheltered
workshop and rehabilitation in the hospital, only a few institutions provide for
individuals with psychiatric disabilities with supported employment.
According to the definition of employment transition, the goal of sheltered
employment is to help individuals with disabilities to stabilize in the sheltered
workshop, and then transfer them to the common or competitive employment. In this
paper, first, the definition and legislation of sheltered employment of Taiwan and the
U.S. were compared. Second, we discuss the differences of qualification of disabilities,
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the service plans of employment, salary, server and well-beings of sheltered workshop
in the U.S. and Taiwan. In addition, introduce the voice, opportunity, and choice
employment club (VOCEC) of America and the YO-LI Veterans Hospital, Taipei
Mental Rehabilitation Association, Bali Mental Hospital, Department of Health,
Taiwan and Tzu-Fang Sheltered Workshop of Taiwan to understand the situation of the
United States and Taiwan.
The Definition and the Legislation of the Sheltered Employment
For the United States, for a person to be protected by the Americans with Disabilities
Act (ADA, 1990), the law defines that the individuals with disabilities are who have a
physical or mental impairment that will limit one or more of their major life activities;
have a record of these impairments; or they are regarded as having such as these
disabilities. According to the Rehabilitation Act of 1973 (P.L. 93-112), it emphasizes
that the government should provide appropriate service for the individuals with severe
disabilities, and calls for each federal department and agency of vocational
rehabilitation should give an affirmative action program of vocational rehabilitation
for them. At the mean time, these agencies should promote the quality of each
vocational rehabilitation services, in addition, they should bring up the specific
program to help the individuals with disabilities to overcome the difficulties of their
life, such as the problem of transportation, living, employment and so on. For the
sheltered workshop, it can provide some opportunities of employment and
rehabilitation for the individuals with disabilities. But this kind of rehabilitation
agencies were changed from the traditional institution to the community rehabilitation
programs according to the Rehabilitation Act Amendments of 1992s (Brolin, 1995;
1999). According to the National sheltered workshop and Homebound
Programs of 1986s, the definition of the sheltered workshop is that it is a
non-profitable agency, the main purpose of it is to help the individuals with disabilities

4

to overtake or maintain the maximum potential of work by individual training goal,
salary, supported service, adjusted environment and so on. Therefore, the sheltered
workshop of United States is not only place for them in the working place but also give
them many opportunities of training and the supported activities. The main purpose of
the sheltered workshop is to help the individuals with physical or mental impairment to
be back into the social mainstream (Wolinsky & Breakstone, 1975). Before 1970s of
United States, only the individuals with insignificant disabilities can work in the
competitive employment, but the most of the individuals with severe disabilities just
can work in the sheltered workshop, and their colleagues are also the individuals with
disabilities

2002 . Therefore, about 1980s of the United States, this kind model

of sheltered workshop was criticized by the public because it violated the principles of
de-institution, and deprived opportunities of the individuals with disabilities to contact
the public

1998 . Besides, Physically and Mentally Disabled Citizens

Protection Act of Taiwan (Article 60) also emphasizes that the size of a welfare
institution for the disabled should be in conformity with the principle of
miniaturization and should belong to the community. The establishment standards
ought to be prescribed by the municipal or county (city) competent authority
1999 . That is the reason why the United States started to be opposite to the sheltered
workshop model and changed their mind to be for of the supported employment. For
example, some professionals of the United States claimed to eliminate the numbers of
sheltered workshops gradually in the yesteryear (for example: Mank, 1990)
1998 . Furthermore, the purpose of the sheltered workshop of the United States is to
give some opportunities of employment and the comfortable environment to those
individuals with disabilities who can not work in the competitive employment and to
help the individuals with physical or mental impairment to be placed in the sheltered
workshop and can learn some vocational skills and the rules of working

2004 .
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The conclusion is that sheltered workshop is a transitional employment for the
individuals with severe disabilities, when they have learned the vocational skills and
been adjusted in the working place, then they will be arranged to the normal or
competitive employment to work. But for the individuals with severe disabilities,
sheltered employment is a long-tern employment place.
In Taiwan, the Physically and Mentally Disabled Citizens Protection Act of Taiwan
(Article 30), it defines that the competent authorities in charge of labor should provide
supportive and individualized employment services for the disabled who have
capability to work but are still not able to enter the competitive employment market,
and provide sheltering employment services for the disabled who are willing to work
but have no sufficient capability to do their jobs. The competent authorities and the
competent authorities in charge of specific business may establish or encourage the
private sector to establish sheltering plants or stores. The same Act of Taiwan (Article
58) also defines that the governments of individual levels should, according to the
actual requirements, establish by themselves or consolidate the resources of the private
sector to establish the following welfare institutions for the disabled. In addition, it also
observes that each government should combine every kind of social resources to build
the social welfare institutions about disabilities.

1998 indicates that the

sheltered workshop should be directed by the government and the private institutions
at the mean time because if it is only supervised by the government, the efficiency of
services should be considered, but if it is only directed by the private institutions, we
should consider that these maybe become the profitable institutions. Therefore, the
best way is to combine the governments and the private institutions to proceed the
programs, it will lower the risk of this kind of defect and higher the efficiency of
management. The most important of all is that the government will not give funding
and subsidies to the sheltered workshop continually and the sheltered workshop can
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operate their business by themselves, thus, it will be prevented from wasting too much
social costs.

2002 also indicates that the sheltered workshop is a high-cost and

the low-efficiency program. For the situation of United States, the workshop model is
changed to the community model of sheltered employment. But the sheltered
employment is still necessary to be existed because it is a transition for the individuals
with disabilities to be back into community. In addition, in order to assisting each
government with advancing the affairs of the sheltered employment in 2003s, Bureau
of Employment and Vocational Training of Taiwan provides opportunities of
placement services for the individuals with disabilities who have no sufficient
capability, and assists the sheltered workshop in advancing their level and quality of
management. The purpose is to improve the working ability of the individuals with
disabilities, help them to adjust the working environment and provide the opportunities
of working placement, assist them in acquiring the supported and competitive
employment, in addition, integrate the government and social resources to build a
completed network of service proceeding is also very important. In conclusion, the
sheltered workshop emphasized the impermanent placement of vocational training,
when the individuals of disabilities can be much more functional, then transfer them to
the normal or competitive employment. The successful vocational placement is to help
them be back to the normal or competitive employment from the sheltered
employment

2004 .
Overview of sheltered employment

The person and qualification of work in sheltered employment
In the United States, the individuals with disabilities are who have a physical or
mental impairment which affect their opportunities of employment, but if they improve
their working abilities by the rehabilitation service, they can acquire the service of
sheltered workshop

1999 . But Council of Labor Affairs in Taiwan, according
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to Rules of Establishment of Shelter Factories and Rewards for the Handicapped, it
defines that the qualification of sheltered employment is that the age of disabilities
should be exceed 15 years old, and should have the aptitude of working but have no
sufficient vocational abilities, therefore, they can improve their vocational abilities in
sheltered workshop.
The plan of employment service in sheltered workshop
2003 regards that the massage agency for the blinds and the bakery of mental
retardation disabilities are not the formal sheltered workshops. He thinks that the
vision of sheltered workshop of Taiwan is too narrow, on the contrary, the sheltered
workshops of the United States provide much more opportunities of employment and
the completed rehabilitation program for the individuals with disabilities. Rubin and
Roessler (2001) indicate that the individuals with disabilities should jointly participate
with the counselor in the service planning process by completing an Individualized
Written Rehabilitation Program (IWRP). In addition to the vocational objective, key
sub-objectives in the areas of physical restoration, counseling, educational preparation,
work adjustment, and vocational training must be identified. For the individuals with
disabilities of sheltered employment, federal government and rehabilitation institutions
should complete the IWRP with the counselors, the items of IWRP includes of the goal
of rehabilitation, services, the activities of counseling, responsibilities and duties,
middle-term rehabilitation goal, economic services, replacement and so on
1999 . For the sheltered employment of Taiwan, Rules of Establishment of Shelter
Factories and Rewards for the Handicapped indicates that the sheltered workshop
should fill out the individual strengthen plan about vocational abilities completely,
including of vocational skills and others social skills, in addition, it should help them to
adjust to the society, for example, Bali Mental Hospital implements the program of
vocational training and employment placement for the individuals with psychiatric
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disabilities.
Wages in sheltered workshop
Rusalem (1972) indicates that the earned income is fixed according to the amounts of
the products in the United States

2003 . Whitehead (1979) indicates that the

Fair Labor Standards Act exempts the disabled workers from the minimum wage but
requires payment of wages commensurate with their productivity. Krupa, Lagarde and
Carmichael (2003) indicate that individuals employed within the traditional sheltered
workshops were paid a wage of approximately 15 U.S. dollars per week, and according
to their tolerance and abilities, the highest rate of pay approximated 1 U.S. dollar per
hour. Within the Voices, Opportunities, Choices Employment Club (VOCEC), the
mean hourly rate of pay was 6.84 U.S. dollars. The business of VOCEC is a
profit-share system and the payment rate is from 2.66 to 9.89 U.S. dollars per hour.
Within the traditional sheltered workshop, the payment rate will varied with the
activity of each business, but the full time workers could earn maximum of 750 U.S.
dollars per year. In contrast, full-time workers in VOCEC could earn from 1235.48 to
7552.95 U.S. dollars per year. There are big differences of wages between the
traditional sheltered workshop and the VOCEC. In Taiwan, according to Physically
and Mentally Disabled Citizens Protection Act of Taiwan (Article 33), it defines that
the departments (institutions) that employ the disabled should abide by the principle of
“same pay for same work” and treat them without any discrimination. The wages for
the disabled working in normal work time may not be less than the basic wage. The
wages of the disabled should be calculated according to the calculation methods of the
normal wages. If the productivity is not sufficient, the wages may be reasonably
reduced, but the reduced wages may not be less than 70 percent of the original wages.
It can be said that the basic wages in Taiwan is 15840 New Taiwan Dollars, the wage
of full-time disabled workers should acquire 15840 New Taiwan Dollars or more. But
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if the productivity is not sufficient, they also can earn 70 percentage of basic wage of
Taiwan, the wage is appropriately 11088 New Taiwan Dollars.
The server in sheltered workshop
When speaking of the servers in Taiwan,

1999 explains to the business, the

character and the size of the community rehabilitation program of the United States,
there are many professionals from different professional field, including of the
professionals of assessment, teachers, headmen, vocational trainers, counselors, case
managers, the professionals of job placement and so on. In Taiwan, according to the
Rules for the Arrangement of Infrastructure and Personnel of the Shelter Factory for
the Handicapped, Council of Labor Affairs stipulates that the sheltered workshop
should define the qualification of every kind of professionals, including of
administrators, case managers, employment counselors and the skill trainers.
The welfare and benefit in sheltered workshop
Rusalem (1972) indicates that the employees in sheltered workshop have rights to
get the welfare and social assurance as well as the others

2003 . For the

situation of the United States, Whitehead (1979) indicates that the 1976 Department of
Labor (DOL) Study of Workshop Clients also found that many of the workshop clients
were eligible for medical assistance because they received Supplemental Security
Income (SSI) or Social Security Disability Insurance (SSDI). It can be said that they
have the same welfares and benefits as well as others. But the disabled person is in a
unique dual relationship of client (receiving services) and employee (producing a
commodity or service), and the employer in sheltered workshop is also in a unique
dual relationship of employee (manage the sheltered workshop) and server (help
disabled workers to adjust the working place, to acquire the vocational skills and so
on). It is worth discussing and thinking about the role of them in the sheltered
workshop. In Taiwan, Physically and Mentally Disabled Citizens Protection Act of
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Taiwan (Article 30) indicates that the purpose of this act is to provide sheltering
employment services for the disabled who are willing to work but have no sufficient
capability to do their jobs, the focus is on the employment, thus, the disabled workers
in the sheltered workshop should be defined as a worker, and should be protected by
the Labor Standards Act of Taiwan

2002 . In this act, however, there is no

completed description about the relationship between employer and employees of the
sheltered workshop, the health assurance, labor assurance, retirement pension,
severance pay, and so no. In conclusion, the working rights may be violated by the
incomplete act for the individuals with disabilities.
The situation of the individuals with psychiatric disabilities in sheltered
workshop
The first sheltered workshop in the United States was started in the first half of the
nineteenth century to serve the blind. It utilizes inputs of capital and labor and it
produces goods and services for sale (Wolinsky & Breakstone, 1975). In the following
years, the sheltered workshop was gradually served for other kind of disabilities.
According to the model of psychiatric sheltered employment of the United States, this
kind of sheltered workshop is the traditional sheltered employment model. Traditional
models typically involve lengthy periods of assessment and prevocational training
followed by a series of work placements prior to finding competitive work. Every
individual with disabilities can apply for the sheltered employment, it includes of
sheltered workshop, transitional employment, working with others, skill trainings,
other kind of activities and so on (Moll, Huff and Detwiler, 2003). For the United
Stated, traditional sheltered employment is replaced by the community model
gradually. In 1993s, Voice, Opportunities and Choices Employment Club (VOCEC)
was established to create employment opportunities for persons with severe psychiatric
disabilities. It used the resources of the sheltered workshop of the provincial
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psychiatric hospital to provide the opportunities of employment for the individuals
with the psychiatric disabilities. The community mental health center develops
partnerships between consumers of mental health services, business people,
community members and mental health practitioners to create job opportunities. There
are seven independent business fall within the VOCEC organizational structure. Three
businesses developed from the existing sheltered workshop resources, including an
industrial contract factory, a carwash, and a sewing venture. A greenhouse formerly is
operated by the hospital, but now it is used to establish the new business. Associations
of these four businesses interact as owners/operators and payment accords to the
profit-share model. Three new businesses have been created from the corporation fees,
such as the cafés have been developed in a partnership with the local public libraries
and coffee shops are operated at hospital and community based sites (Krupa et al.,
2003).
In Taiwan, whether they are the individuals with psychiatric disabilities or not, the
purpose of the sheltered employment is to promote the ability of the vocational skills,
working attitudes, social accommodation, and provide the perfect working
environment of sheltered workshop for them. At the present, there are three types of
sheltered workshop, including of the medical, rehabilitation, and caring sheltered
workshops. For the psychiatric sheltered workshop, it includes sheltered factory,
sheltered store, sheltered workshop, sheltered farm and so on (
2005). Originally, there are seven sheltered workshops in Taipei County, but it is not
enough to meet the needs of individuals with psychiatric disabilities. Therefore, the
government plans to establish another three sheltered workshops in Jhuong-He,
Shu-Lin, and Lu-Jhou. In addition, these three sheltered workshops, including of the
sheltered workshop of retardation children, Da-An sheltered farm, and Ji-Sian
sheltered workshop, will be managed by the institution of retardation children,

12

association for the visually impaired of Taipei County, and the Yu-Cheng social
welfare institution and total 180 individuals with disabilities can be placed in these
three sheltered workshops. The government establishes the forth sheltered workshop in
San-Sian at present, and expects to establish another two sheltered workshop per year.
The government hopes that the sheltered workshop will be placed in every town of
Taiwan, the individuals with disabilities also can be placed in their own community
and it will be much more convenient for the to acquire the serves. According to the
status of employment rate, there are 9075 individuals with psychiatric disabilities
working in Taipei County , and it is about 14.1 percentage of all. According to the
ranking of employment rate, the employment rate of psychiatric disabilities is ranked
second high. According to the classification of employment, most of the psychiatric
disabilities do the security. It is obvious that the employees and the public still have
stigma on the individuals with disabilities

2003 . According to the

investigation, we can understand the employment situation of the YO-LI Veterans
Hospital, Taipei Mental Rehabilitation Association, Bali Mental Hospital, Department
of Health, Taiwan and Tzu-Fang Sheltered Workshop of Taiwan. In YO-LI Veterans
Hospital, there are 22 different working places in it, including of the places of working
skill training, sheltered workshops, and supported employment service and so on. The
sheltered workshop is provided to the patients who are difficult to find the job, have no
sufficient capability of employment, or to those who can work independently but can
not adjust the working environment. Under these situation, the hospital will arrange
them to the sheltered workshop and the services including of skill training,
management and counseling of living, and so on. If the individuals with disabilities can
make sufficient productivity, they will be awarded with for some premium wages (
1999). For the Taipei Mental Rehabilitation Association, there is a
sheltered store called Sin-ciao-yai-sin sheltered workshop, the services includes of the
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training of life management, working skill, and some activities, such as English
courses, computer courses and so on. The purpose of these services is to help the
individuals with psychiatric disabilities can be back into the community. For the Bali
Mental Hospital, the first sheltered workshop was established in 1991s and there were
average 80 people joining the working training course per month, besides, they did the
vocational assessment of the individuals with psychiatric disabilities regularly. In the
1996s, the angle bakery workshop was established and the main business is to make
every kind of meal box, dessert, and bread. In 2001s, they are authorized by the Bureau
of Employment and Vocational Training to implement the training plan of bakery for
the individuals with severe psychiatric disabilities. Absolutely, the sheltered workshop
is a protected environment for them. For the Tzu-Fang Sheltered Workshop, the
purpose is to promote the ability of working skill of the individuals with psychiatric
disabilities prior to entering the normal or competitive employment.
Conclusion
In order to helping the individuals with psychiatric disabilities to be stabilized in the
normal, supported and competitive work place, they should be arranged to the
sheltered workshop before having significant ability. However, when they are transited
to the normal, supported or competitive work, they might confront some problems,
such as maintaining employment. The strongest evidence pertains to the influence of
education, it indicates that higher educated individuals with disabilities have a much
higher probability of maintaining employment. The reason for the hypothesis is that
the individuals with disabilities with higher education are able to cope with the
problems, and atypical antipsychotic medications may increase employment retention,
in addition, community cure is also a good way to improve them to be stabilized in the
employment (Salkever, Slade and Karakus, 2003). By the way, worker job satisfaction
is highly attentive. Many studies indicate that there is a strong relationship between the
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worker job satisfaction and work performance, but worker job satisfaction of the
individuals with disabilities are less attentive because the rehabilitation counselor or
placement specialists often see job satisfaction as a secondary or even tertiary concern.
In addition, many people feel that the individuals with disabilities are lucky to have a
job and worker job satisfaction is a luxury. Lam and Chan (1988) indicated that the
individuals with disabilities were satisfied with their work in the sheltered workshop,
and there is a relationship between job satisfaction and IQ. The individuals with lower
IQ scores may express satisfaction with all aspects of their jobs because they tend to
have preferences that are not well defined, while high IQ individuals with disabilities
might have more definite likes and dislikes regarding their jobs.
In conclusion, in order to helping the individuals with disabilities to be back to the
society, there are still many aspects of employment we should try our best to improve.
Integrating all social resources and searching benefits for them are our important goals.
The most important of all is that we should focus on these aspects of physical, mental,
social and employment of the individuals with disabilities and make a whole life of
them as well as that of others.
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Abstract
The popularity of the Internet and the World Wide Web has provided a whole new virtual
platform to conduct business called E-Business, and created both opportunities and
threats for travel agencies in the tourism industry. For travel agencies, understanding the
perceptions of travel agents regarding computer usage and the important elements of
functional websites is necessary to ensure success when adopting E-Business. A webbased survey was administrated anonymously to travel agents who worked for 16
randomly selected travel agencies across 82 consolidated travel agencies in Taiwan. The
survey received 200 usable responses. The major findings indicated that first, the
perceived usefulness (PU) of computers of participating travel agents can be affected by
job relevance, education level and work experience; the perceived ease of use (EOU) can
be predicted by computer self-efficacy. Second, behavioral intention to use computer
technology can be predicted by attitude towards use and its determinants—PU and EOU.
Third, there were no significant differences between genders and education levels
regarding PU and EOU. Fourth, it is necessary to provide training programs for travel
agents to use computer technology more efficiently. Fifth, the commerce function and the
content feature were considered the two most important elements for a functional
website, with emphasis on online security issues, in both cases. Finally, the study results
recommend that due to rapid technological developments and the emergence of the
Internet, travel agencies will need to innovate and reengineer their operations if they are
to survive in the future hypercompetitive tourism industry.
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Abstract
A rich literature documents the benefit of using recall strategies to enhance learning in
cognitive domain with tasks such as word recall (Graner, 1990; Paris & Winograd, 1988). The
literature is less robust with respect to the usefulness of the same strategies when learning a
movement (Thomas, Thomas, Lee, Testerman & Ashy, 1983). The results of these studies reveal
mixed findings in the learning of motor tasks due to the use of recall strategy as compared to a
non-strategy condition (Duffie, Montague, Laabs, & Hillix, 1975; Thomas, et al., 1983). Recall
strategies are “cognitive or behavioral activities that are under the deliberate control of the subject
and are employed so as to enhance memory performance” (Naus & Ornstein, 1983, p.12). No
current information exists in the motor development area with regard to a child’s developmental
ability to use such strategies to aid in the recall of timing tasks. To cope effectively with
environmental demands, people must often learn timing tasks such as playing the piano, riding a
bicycle or executing gymnastic routines. Therefore, two experiments was designed to determine
(1) whether the recall performance and the type of recall strategy used for a timing task changes
developmentally (Experiment 1), and (2) if presentation of a mature strategy (i.e., a strategy
which provides the most efficient form of recall) improves children’s recall ability (Experiment
2).
Seven younger children (M = 5.7 years, SD = .76 years) and five older children (M = 8.4
years, SD = .55 years) participated in Experiment 1. The task was to recall selected pedaling
cadences (60, 80 and 100 rpm). The participants were allowed to practice 2 trials at 60, 80, and
100 rpm with verbal confirmations. Then, each child was required to reproduce 3 trials for each
cadence practiced. In the recall test, the children notified the investigator to start data collection
when they believed they were on the target cadence. Recall strategy was assessed from
questioning the children following the recall performance. All children were asked to describe
how they remembered the target cadence and their responses were recorded. The seven children
who used nonstrategic strategies (e.g., “I don’t know“, “I used my brain”, “just remember”, etc.)
in Experiment 1 participated in Experiment 2. These 7 children were instructed to use a mature
strategy (e.g., “watch how fast the leg moves during practice and try to keep the same
movement”). The procedures were identical to Experiment 1.
The primary purpose of Experiment 1 was to determine age-related differences in recall
performance and strategy use. The majority of younger children used nonstrategic strategies
(86%), e.g., don’t know (50%), just remembered (36%), etc. However, 80% of the older children
used mature strategies such as I looked at my legs and I moved them the same way over and over.
Further, results indicated that the age-related differences exist in performance. The older children
showed superior performance on all recall cadences when compared to younger children. These
findings are expected, and agree with previous research indicating that younger children do not
automatically employ a strategy to remember, and thus have difficulty recalling speed pedaled.
As children age, they are more likely to develop a plan to remember, and thus perform better in
estimating timing. In Experiment 2, we expected advising children to use a mature strategy would
result in superior performance when compared to their nonstratgic performance (Gallagher &
Thomas, 1984). The results provide minimal support for this notion. Children’s performance
worsened when a mature strategy was used. A possible explanation may be that when recalling a
timing task, children rehearsed an estimation of the movement. Interference may have occurred
between references of correct movement and recall, leading to a fading of the memory trace with
the use of strategy (Petersen & Petersen, 1959). Further, six out of the seven children in
Experiment 2 were younger children. Therefore, younger children cognitively may not be ready
for the use of mature strategies. In conclusion, younger children respond to the task quite
differently from older children and usually complete the task with less efficiency than older
children when placed in a learning environment. A mature strategy hindered younger children’s
performance indicating the importance of developmental readiness for active strategies for the
younger children.
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Abstract
One variable that modifies skill acquisition is contextual interference (Guadagnoli & Lee,
2004; Magill & Hall, 1990). Contextual interference refers to the information processing load
created when multiple tasks must be practiced and learned together. Very few studies have
examined the effect of contextual interference with children. The results of these studies imply
that the effect of contextual interference may be associated with the age of the individual. Yet, the
details of the age by contextual interference interaction remain undefined (Magill & Hall, 1990;
Mazzardo, Gallagher, Fontana & Mokgothu, 2005). Further, a review of the developmental
literature reveals conflicting results regarding the effect of manipulating contextual interference
for promoting skill acquisition in children (e.g., Del Rey, Whitehurst, & Wood, 1983; Vera &
Montilla, 2003). One of the gaps in our knowledge, then, is the information necessary to design
effective probes of developing neuromotor control in skill acquisition for children. Therefore, the
purpose of this study was to investigate the optimal practice condition which facilitates skill
acquisition for children in different age groups. The key to maximizing the learning effect is to
manipulate levels of contextual interference to create an optimal practice environment. High
levels of interference occur when variations of tasks are randomly practiced in a practice situation
(i.e., random practice), while low levels of interference occur when the task is practiced in a
blocked fashion (i.e., blocked practice). Thus, it was hypothesized that the blocked practice
condition (low contextual interference) would produce the largest learning effect in terms of
accuracy and variability for younger children (5-7 years), whereas random practice (high
contextual interference) would lead to the largest learning effect for older children (8-10 years).
Five younger (M = 5.6 years, SD = .54 years) and five older children (M = 8.4 years, SD
= .54 years) participated in the study. Participants were randomly assigned to either a blocked or
random practice condition. The task was to learn to pedal accurately and consistently at three
target speeds (60, 80 and 100 rpm). The baseline test consisted of 3 trials of pedaling at each
target speed. Participants were asked to keep the pedaling speed on target as long as possible
during each 15 s trial. In the acquisition phase, participants on a blocked practice schedule
practiced 20 trials on one target speed (60 or 100 rpm) before moving to practice on the next
target speed. Participants on a random practice schedule, practiced 40 trials in a random order (60
and 100 rpm) so there were 20 trials for each target speed. The retention test included 3 trials at
60-and 100- rpm, and the participants were required to pedal 3 trials at 80 rpm for the transfer test
For older children, blocked practice resulted in better acquisition performance than
random practice, but tests of learning – as assessed by retention and transfer tests – were
performed better after practice had been conducted in a random order. This outcome is consistent
with findings presented in the literature for adults (Magill & Hall, 1990; Mazzardo, et al., 2005).
This pattern of results was, however, only partially true for the younger children. The younger
group assigned to random practice performed better than those given blocked practice on both
retention and transfer tests. For acquisition however, the children in random practice group
performed better than those in blocked practice group. The results of this study suggest that
young children are able to gain permanent, learning benefits through random practice without the
temporary decrements in performance. The present results on children differ from developmental
literature for context effects (e.g., Jarus & Goverover 1999; Pigott & Shapiro, 1984).
Consideration of the tasks used in contextual interference research does provide possible
explanations for this pattern of results. Whereas previous investigations of the effect of contextual
interference on children have typical used discrete tasks, the task used in the present study was
continuous. In conclusion, the pattern of contextual interference effects found often for adult
subjects was replicated in the present experiment on older children, but was partially supported
on younger children. A potential explanation for this effect may be the nature of the task –
continuous (in this case) versus discrete. Further, the advantages of random practice for learning
make the applicability of research for contextual interference on children truly attractive.
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Pursuing excellence from the fundamentals of teaching:
Exploring teaching beliefs of excellent teachers in higher education
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Abstract
Under the high competitive context of higher education, teaching at the tertiary
level gains much attention recently in Taiwan. According to previous research,
teachers’ beliefs are fundamentals of teaching and crucial points of improvement of
teaching. The purposes of this study are to explore teachers’ beliefs from the
award-winners of teaching excellence, examine the correlation between beliefs and
practice, and improve the development of university staff and the evaluation system of
teaching excellence. A qualitative multi-method approach is employed to understand
the complexity of teachers’ beliefs. Research methods include document analysis,
follow-up in-depth interviews, and focus group discussion. The results were shown and
discussed to articulate teachers’ beliefs. Implications were drawn to gain more insights
for teaching in higher education.

Purposes
Since the world is rapidly transforming, the traditional notion of teaching is also
changing. Many teachers found literally that it became more and more difficult to teach
than before. Not only the world is changing, so do the students. If teachers could not
have more awareness about their own teaching, they would fail to meet the challenges
posed by the complexities of classroom life. In addition, while much finance and
policy emphasis from the government in Taiwan has been placed on teaching in higher
education recently, it is significant to continuingly concern and research on this topic.
One way to improve teaching is to learn from those who have successful
experiences in teaching and are claimed to be excellent teachers. However, excellence
in teaching is complex, hard to achieve (Andrews, Garrison, & Magnusson, 1996), and
also difficult to evaluate. Previous study conducted by researcher (Lo, 2005) was to
examine teaching excellence through teaching methods and teaching styles, and found
that the invisible teachers’ beliefs and teacher-student relationships were more
important than teaching methods adapted in classroom.
The assumption of this study is that teachers’ beliefs influence perceptions and
judgments, and then affect behaviors in classroom. Since teachers’ beliefs are
fundamentals of teaching, therefore, in order to enhance the effectiveness of teaching
in higher education, it is necessary to examine and explore beliefs of university
teachers. Under the circumstances, the purposes of the study are:
1. To articulate the content of teachers’ beliefs from award-winners of teaching
excellence
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2. To examine the correlation between teachers’ beliefs and their teaching practice
3. To improve the development of university staff and the evaluation system of
teaching excellence.

Theoretical framework
In the two decades, the topic of teaching beliefs at the tertiary level has been
studied (Burroughs-Lange, 1996; Dall’ Alba, 1991; Dunkin & Precians, 1992; Kane,
Sandretto, & Heath, 2002; Menges & Rando, 1989; Pratt, 1992; Samuelowicz & Bain,
1992; Trigwell, Prosser, & Taylor, 1994) to examine the concepts of teaching held by
academic teachers. From the previous literature, several critical issues have been
studied and are reviewed as follows.
The importance of teachers’ beliefs. Why is it so important about teachers’
beliefs? Much of current research on teachers’ beliefs at the tertiary level makes an
attempt to encourage excellence by emphasizing the critical role which teachers’
beliefs play in the practice of teaching (Kane, Sandretto, & Heath, 2002). According to
McAlpine & Weston (2000), “Fundamental changes to the quality of university
teaching… are unlikely to happen without changes to professions’ conceptions of
teaching” (p. 377). Indeed, understanding teachers’ beliefs is truly important for being
a teacher.
The definition of teachers’ beliefs. Another important issue is the definition of
teachers’ beliefs. From those previous studies, beliefs are defined as propositions
(Rokeach, 1972), understanding of oneself (Fishbein & Ajzen, 1975), premises
(Richardson, 1996) and suppositions, commitments and ideologies (Calderhead, 1996).
In short, teachers’ beliefs could be “the highly personal ways in which a teacher
understands classrooms, students, the nature of learning, the teacher’s role in the
classroom, and the goals of education” (Kagan, 1990, p.423).
The possibilities of changes of teachers’ beliefs. Are teachers’ beliefs possible
or easy to change? And yet, this question remained arguable. Some researchers thought
that beliefs systems are grounded in personal experiences and highly resistant to
change (Block & Hazelip, 1995; Kegan, 1992; Pajares, 1992). However, Thompson
(1992) suggested that belief systems are “dynamic, permeable mental structures,
susceptible to change in light of experience” (p.149). The premise of this study is that
“beliefs, just like personality, are not easy to change in a short time; however, it will be
possible to change by some effective ways, such as stimulating by discussion, sharing
and reflection”. And it will be worth of trying to make these efforts.
The difficulties of studying teachers’ beliefs. Are there difficulties of studying
teachers’ beliefs? One difficulty of studying teachers’ beliefs is due to confusing
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terminology (Kagan, 1992; Pajares, 1992) because lack of agreement in terminology
causes confusion when discussing issues about teachers’ beliefs. Another difficulty is
that beliefs are implicit and difficult to articulate and this is also one of the reasons to
adapt qualitative research methods.
Research about teachers’ beliefs at the primary and secondary levels has been
well studied, but few studies were conducted at the tertiary level (Kember, 1997), and
no comprehensive critical analysis was made on university teachers’ beliefs and their
practices (Kane, Sandretto, & Heath, 2002). Thus, it is significant to understand
teachers’ beliefs and the links between beliefs and practice in order to facilitate the
improvement of teaching.

Methods
Since beliefs are tacit and complex, a qualitative research approach, which could
gain more rich data and in-depth meanings, will be proper to this study. According to
Richardson (1996), the methods of surveys, questionnaires, or other
multiple-choice-type inventories are “too constraining and often do not validly
represent teachers’ beliefs” (p.107). The problem of using quantitative methods is to
fall prey to a self-fulfilling prophecy (Wineburg, 1987). On the contrary,
implementation of multi-method approaches seems to be “superior, not simply because
they allow triangulation of data but because they are more likely to capture the
complex, multifaceted aspects of teaching and learning” (Kagan, 1990, p. 459).
Therefore, a qualitative multi-method approach is employed to understand the
complexity of teachers’ beliefs, and to gather rich data and multiple dimensions of
teaching. Three methods in three phases are used, including document analysis,
follow-up in-depth interviews, and focus group discussion.
Totally 12 participants are selected from the teaching excellence award-winning
teachers in one national university in the last three years. Followed with the purposes
of this study, in the first phase, the documents of these excellent teachers’ statements
about teaching beliefs are collected and analyzed to articulate the content of teachers’
beliefs. In the second phase, based on the result of the document analysis, in-depth
interviews with 3 excellent teachers and their students are conducted to examine the
correlation between teachers’ beliefs and their teaching practice. And in the third phase,
a focus group is held to create an open discussion about teaching beliefs and to
improve the development of university staff and the evaluation system of teaching
excellence.
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Results
The preliminary results from the document analysis were described as follows. A
model (see Figure 1) with four dimensions of teaching beliefs was drafted to represent
the major categories of coding which emerged from the on-going analysis of research
data. Two dimensions related to teachers and learners; the other two dimensions related
to teaching and learning.

A.
teachers

B.
students

Teacher’s
beliefs

C.
teaching

D.
learning

Figure 1: Model of dimensions of teacher’s beliefs
A. Who we are as teachers
Although these selected excellent teachers came from different universities and
various fields, they identified themselves as teachers in some common ways.
1. The roles a teacher plays have new meanings nowadays.
A teacher is no longer a knowledge-giver, but a guide, a facilitator, a mentor, and
also a learner. It is more important for teachers to “teach students” than to “teach
subjects”. And sometimes, applying those time-tested teacher virtues, such as patience
and love, is still valuable in the process of education.
2. Understandings toward students are influential to teaching.
Students have diverse needs as learners. Understanding students’ various
background and needs is helpful for a teacher to utilize multiple methods for
5

instruction. At least teachers could do is not to give up any student in the class. View
every student as a special individual and each student deserves respect, just as teachers
do.
3. Teacher is the medium for students to understand the knowledge and the
world.
Although these excellent teachers came from diverse fields, they identified
themselves as the medium for students to learn and to think. How students learn to
know the world and the professional knowledge is related to who the teacher is and
what the teacher does in the classroom.
B. Who students are as learners
In those statements of teachers’ beliefs, the “student” part is sometimes missing.
The reason of this phenomenon maybe be because some teachers interpret teaching is
related to teachers themselves mostly. However, teaching should be the process full of
inter-subjectivity. The expectations of students usually implicitly influence the
teaching process.
1. Students nowadays should be active learners.
Students could take more control about learning. It is important for students to ask
questions, claim their needs, participate in the class, and involve more informal
learning outside the classroom.
2. Students should increase their capabilities for exploring and participation.
Good teaching happens when students possess the capacities for exploring and
participation. Those who are good listeners are not good students, but those who ask
questions and participate in the class are good learners. Teachers should encourage
students to probe and think. Moreover, if students are passive and inactive, teachers
should intentionally organize the class to facilitate and inspire students to increase their
capabilities for exploring and participation.
C. What teachers do as teaching
a. Teaching strategies:
1. Depending on subject matter, status of students and the nature of the class to
decide the focus of teaching.
2. Using multiple methods to encourage students’ participation and thinking.
6

3. Providing chances to facilitate students’ learning after class or outside the
classroom.
4. Knowing how to increase students’ motivation about learning.
5. Being good in utilizing various teaching resources.
b. Curriculum:
1. The design of curriculum needs not only textbooks, but also relative
information and unique interpretations from teachers.
2. The arrangement of curriculum should depend on the situations of the
students.
3. Multiple media are necessary to help students to learn.
c. Evaluation:
1. Evaluation should be fair, open and justice.
2. Multiple evaluations are needed.
3. Value the importance of process more than outcomes.
D. What students do as learning
1. Learning is a dynamic process, involving observation, discovery, data
collection, and thinking of problems, practice, and conclusion.
2. Learning could happen mostly by doing, and participating, and informally
outside of class.
3. Some strategies could encourage students’ learning, including fundamental
readings, writing journals, and studying after classes.
More in-depth results in the interviews will be described and analyzed later to
provide more insights on the relations between beliefs and practice.

Discussion and conclusions
Many teachers come into teaching with high ideals, however, few are prepared for
the challenges confounded by the complexities and difficulties of teaching (Lieberman,
2003), especially for teachers in academics. In the context of academic fields which
might be described as distant, competitive, and uncaring, scholars as teachers rarely
discuss with each other about teaching beliefs at any depth, regarding to who we are as
teachers, who students are as learners, what teachers do as teaching and what students
do as learning. Yet, if we are not willing to explore these fundamental issues of
teaching, how could we make any improvement in practice? Without changing our
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internal beliefs, nothing will really change in external behaviors or actions.
Thus, it is important for teachers not only to aware clearly what their beliefs are,
but also to explore deeply how these beliefs become. External forces might be one of
the reasons, especially the influence of culture to understand teachers’ actions and
choices in the classroom (Hamilton, 1993). By examining one’s own teaching beliefs,
a teacher could possibly have a clear, consistent, and cohesive philosophy of teaching.
When teachers better know their own abilities and limitations, they are positioned to
improve their teaching performance (Myers & Myers, 1980). Only when teachers
understand their own teaching beliefs, as a result, they could find the coherence
between their teaching methods and themselves.

Educational significance of the study
Hopefully, the results of this study could contribute to the literature and the
practice of teaching in higher education. When teachers are encouraged to understand
their own teaching beliefs, it is a suitable way of empowering them to meet the diverse
needs of learners and to help teachers to adapt methods to their belief system that will
satisfy divergent learning strategies. In addition, the results of this study could help
teachers to free themselves from the restrictions of methods if they understand their
beliefs about teaching. Instead of defining teaching by methods, we can define
outcomes based on our individual belief systems and adapt methods for teaching to
accomplish these outcomes. (Heimlich & Norland, 1994).
In sum, in order to teach well, we must know ourselves first, and understand what
we believe in good teaching. These reflections help us not only to teach better for
students, but become better teachers for ourselves.
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Introduction
No Child Left Behind legislation requires that all children reach proficiency in reading,
math, and science by 2014. While this requirement applies to all categories of students
including general education, special education, English language learners, specific ethnic
groups, and children of poverty, the legislation does not direct educators on how to
achieve this expectation. Actually, other federal legislation (IDEIA, 2004) seems to
contradict this expectation by also requiring schools to customize and individualize
learning expectations for students receiving Special Education services. This paper will
describe how one Colorado school district uses action research to address both mandates
by writing special education goals and objectives to match state academic standards and
by requiring teachers to assess and report on achievement of those goals.

Background
Historically, the effectiveness of Special Education services has been judged by the
amount (i.e., minutes allotted) of service rather than by the results of those services. In
general, school districts do not ask teachers to report on whether or not students meet the
goals and objectives outlined in their Individualized Educational Plans (IEPs). In the
Douglas County School District, special education teachers collaborate with general
education teachers to evaluate students’ progress toward their personal goals and
objectives, using a scale similar to that used for reporting achievement for general
education students. In addition, teachers are also asked to analyze results and use the
data to adjust goals and objectives at each student’s annual review. This process is
designed to raise expectations for academic achievement of special education students
1

and may, in the future, enhance the possibility of having these students meet NCLB
requirements.

The District
Douglas County School District is located 20 miles south of Denver, covers more than
800 square miles, and with over 43,000 students ranks as the fourth largest school district
in Colorado. A rapidly growing district, Douglas County has enrolled over 1,500 new
students each year since 1990. Currently, the district has 8 high schools, 8 middle
schools, 41 elementary schools, 4 alternative education sites, and 7 charter schools. In
this suburban and semi-rural district, minority students, English language learners, and
low income students comprise a relatively small (less than 15%), but growing, portion of
the population. Since 2001, the number of students receiving Special Education service
has exceeded 3,000.

Action Research Process
The hypotheses of this project was that public reporting of progress on IEP goals and
objectives would cause more specialized instruction and thus have a positive effect on
children’s performance on statewide large-scale assessment. (See Appendix A for
results.) The intent of the project was to have IEP goals and objectives support district
academic standards and base special education service on the general education
curriculum. The first step in this process was to align each student’s IEP goals and
objectives with district standards and to address the individual needs of the student
through a process of prioritization based on assessment data. By analyzing CurriculumBased Measurement (CBM) and eligibility data, teachers were taught to scaffold broad
2

district standards and checkpoints into more discrete skills in order to better support
student learning.

The next step in the process was to develop a collaborative evaluation system to be used
by both special education and general education teachers. Special Education students
received proficiency ratings after a joint review of academic achievement by their special
education and regular education teachers. At the elementary level, teachers reported
progress toward individual goals three times a year. The reporting system had five
possible ratings: 0 - Skill not yet addressed, 1 - Skill not evident, 2 – Skill development
in progress, 3 – Proficient on skill, and 4 – Advanced on skill. Middle and high school
students received “grades” four times a year, but the content of the reports in regard to
skill development was far less specific.

Once the IEPs had been aligned to district standards and teachers had begun to report
regularly on achievement of each student’s personal academic goals, the next step was
collect and aggregate this information on a districtwide basis. Each May, special
education teachers report on achievement related to the reading, writing, number sense,
and computation standards as well as access skills related to academic standards.1 This
reporting reflected the student’s status at his/her most recent annual review and used the
rating system described above.

Many Special Education students are able to meet grade level expectations when given
1

Access Skills include a variety of skills such as Communication and Basic Language, Decision-Making and ProblemSolving, and Self-Advocacy and Self-Determination.
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accommodations2 in instruction and/or assessment methods. When data collection began
in 2001, teachers reported only on students who were not meeting grade level
expectations (approximately 1,500 students). However, beginning in 2005, teachers
reported on every student with an IEP (increasing the number reported to over 3,000
students).

The next challenge was to devise a method for aggregating the data in a meaningful way.
This was particularly difficult because each student’s goals and objectives, while related
to district academic standards, are unique. Over the last 5 years, a variety of aggregation
methods has been devised by the Office of Research and Assessment. Each has led to
small but useful data points that have sparked great discussions and led to further
research. For example, it was determined that the number of goals written to a particular
standard had no significant impact on whether or not a student achieved the goal(s). (See
Appendix B.) We also found no significant differences in achievement related to
individual schools, feeder areas, or number of subgroups within the school. Longitudinal
studies comparing student performance on the Colorado Student Assessment Program
(CSAP) to achievement of individual goals and objectives did show that students who
were rated Proficient or Advanced on their personal goals were likely to score Partially
Proficient3 or Proficient on the state tests between 36% and 72% of the time (depending
on the test). An alarming statistic noted in 2005 was that the same percentage (between
36% and 72% of the time depending on the content area) of students marked as not
having achieved their personal goals scored Partially Proficient or Proficient on the
2

Accommodations level the playing field for students without reducing expectations. Accommodations should not be
confused with modifications that do change expectations.
3
Partially proficient on the CSAP meets the federal requirement for Adequate Yearly Progress (AYP).
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CSAP. Several possible explanations for this mismatch can be generated: Perhaps
special education teachers are unable to interpret curriculum-based measurement
effectively; perhaps the IEP goals and objectives are not properly aligned with the
standards; perhaps the rubric for determining achievement has not been properly applied.
Only additional investigation will resolve the issue.

We all know that Special Education students often will have to make great increases in
achievement in order to “catch up” with their age mates. Therefore, we also looked at
academic growth for these students as measured by the CSAP. Because students come
and go and the full range of state tests4 has not yet been implemented, we do not have
growth data for all students over multiple years. Still, the scores indicate that in 2005,
over 80% of elementary students tested showed a year or more of growth in reading,
writing, and math. The percentage of students showing a year or more growth in these
content areas decreased at middle level and high school, but the percentage was still over
70%. (See Appendix C.) Certainly these results bear careful monitoring as growth is key
to meeting academic standards.

Results
Asking special education and general education teachers to collaborate in determining
achievement ratings for individual goals and objectives caused teachers to talk more
about the specific skill deficits presented by each child and about how to design
instruction to address these needs. In some cases, time was built into the weekly
4

In Douglas County, less than 1% of Special Education students do not participate in the CSAP or the CSAPAlternate.

5

schedule to discuss student progress on goals and objectives within the general education
classroom. Special Education service became more inclusive and children were pulled
out of the regular classroom less frequently.

Central Administration also became more collaborative. The partnership between the
Office of Research and Assessment and the Office of Special Education allowed annual
reporting to the Board of Education regarding the progress of students with
Individualized Education Programs. For the first time, general education and the
community at large had access to information regarding the progress of students with
special needs in the academic curriculum. This activity fostered more conversation
among Learning Services administrators, particularly curriculum, assessment, and special
services, moving the goals and task activities of both departments in a similar direction.

Finally, communication with the parent community was improved. Data techniques were
developed so that parents could see the progress their children were making each grading
period, rather than waiting for an annual review to learn if the child was increasing in
skill development. Potentially contentious situations with parents were often defused by
more frequent communication and use of hard data .

6

Implications for Instruction and Research
•

Further investigation into the relationship of the service delivery model to progress
in general education curriculum is needed.

•

Teachers of Special Education need to increase their understanding of effective
measurement techniques in the classroom.

•

The role of the special education teacher and the general education teacher in helping
students access the curriculum must be more clearly defined.

•

The effect of response to intervention models with regard to improved results for
students on large-scale assessment bears further investigation.

•

More complete and specific data collection methods must be developed.

•

What effect has data-based reporting had on the number of legal encounters with
parents?

•

What causes the discrepancies between special educators’ assessment of progress
and performance on large-scale assessment?
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Appendix A
Performance Results for Special Education Students on State Tests
Gr

CSAP Reading Performance by Grade for Students with Expanded Standards 2001-2005

3
4
5
6
7
8
9
10

Partially Proficient

Unsatisfactory

Proficient and Advanced

2001 2002 2003 2004 2005 2001 2002 2003 2004 2005 2001 2002 2003 2004 2005
44
29%
61
37%
55
29%
48
27%
46
27%
42
25%
45
36%
29
30%

34
32%
56
40%
53
31%
31
21%
52
36%
32
22%
25
25%
38
37%

47
35%
53
37%
49
29%
32
19%
50
34%
39
25%
31
21%
21
23%

37
28%
59
40%
60
38%
34
21%
51
36%
56
37%
28
21%
18
25%

70
25%
82
31%
90
33%
71
24%
92
33%
82
30%
35
15%
51
24%

47
31%
69
42%
62
33%
60
33%
59
35%
71
43%
40
32%
37
38%

27
25%
47
33%
55
32%
55
38%
50
35%
62
43%
38
38%
38
37%

34
25%
51
36%
52
31%
68
40%
53
36%
61
39%
52
35%
36
40%

51
38%
45
31%
46
29%
65
40%
60
42%
57
38%
57
43%
21
29%

99
36%
83
31%
78
29%
90
31%
88
32%
97
36%
108
47%
86
40%

46
30%
19
11%
53
29%
59
33%
40
24%
41
25%
26
21%
9
9%

27
26%
28
20%
44
26%
39
27%
29
20%
30
21%
19
19%
17
17%

35
26%
19
13%
51
31%
51
31%
28
19%
40
26%
36
24%
7
8%

34
26%
23
16%
41
26%
52
32%
24
17%
25
16%
34
26%
8
11%

77
28%
77
28%
78
29%
109
37%
75
27%
68
25%
58
25%
60
27%

Total Number of Students*
2001

2002

2003

2004 2005?

151

107

135

132

276

166

141

142

146

268

187

171

167

159

270

180

145

169

162

295

168

144

148

143

278

167

145

156

151

271

125

100

148

133

228

97

103

91

73

216

Gr

CSAP Writing Performance by Grade for Students with Expanded Standards 2001-2005
Unsatisfactory

3
4

64
39%

5
6
7

7
4%

8
9
10

Partially Proficient

Proficient and Advanced

2001 2002 2003 2004 2005 2001 2002 2003 2004 2005 2001 2002 2003 2004 2005

16
16%

26
24%
36
26%
30
18%
24
17%
12
8%
15
10%
11
11%
24
23%

33
25%
38
27%
30
18%
21
12%
23
16%
15
10%
21
14%
20
22%

27
20%
31
21%
29
18%
15
9%
26
18%
24
16%
8
6%
13
18%

55
10
25
76
82 164
9%
51% 57% 62% 59%
9%
78
85
3
10
40
76
87 161
7%
15% 47% 60% 54% 60% 60% 2%
102 106 102 170
20
27
60% 63% 64% 63%
12%
10%
86 106 118 178
16
15
11%
59% 63% 73% 60%
5%
4
15
50 134 104
94
99 168
18% 80% 72% 64% 69% 60% 2% 10%
95 118 104 189
13
31
66% 76% 69% 70%
9%
11%
63
8
25
84 100 151
64% 57% 75% 66%
8%
11%
56
65
1
4
46
40
32 133
4%
21% 58% 63% 44% 44% 62% 1%

Total Number of Students*
2001

9
15
61
7% 12% 22%
11
12
48
166
8%
8% 18%
17
16
48
10% 10% 17%
24
17
78
14% 10% 27%
14
10
37
168
10% 7% 13%
7
10
27
4%
7% 10%
14
10
24
9%
8% 10%
4
3
18
97
8%
4%
4%

2002

2003

2004 2005?

107

134

133

277

141

142

146

268

171

167

159

270

145

169

162

295

144

148

143

278

145

156

151

271

99

148

133

228

104

91

73

216

Gr

CSAP Math Performance by Grade for Students with Expanded Standards 2001-2005
Unsatisfactory

4

6
7
8
9
10

Proficient and Advanced

2001 2002 2003 2004 2005 2001 2002 2003 2004 2005 2001 2002 2003 2004 2005

3

5

Partially Proficient

50
47
27% 28%
47
31%
63
43%
94
70
56% 49%
63
63%
70
69
72% 66%

50
31%
63
38%
52
36%
81
52%
90
61%
52
57%

54
34%
53
33%
71
50%
87
58%
84
63%
43
59%

Total Number of Students*
2001

29
105
116
10%
38%
42%
49
91
106
18%
34%
39%
66
85
65
62
59 114
36
35
37
33
65
185
24% 46% 39% 38% 37% 42% 19% 21% 23% 21% 24%
84
58
52
62 109
29
35
36
81
38% 31% 38% 37%
19% 21% 22% 28%
28%
89
52
58
53 122
17
19
11
43
36% 40% 37% 44%
12% 13% 8% 16%
32%
127
40
39
42
38
83
20
13
13
13
37
168
47% 24% 27% 27% 25% 31% 12% 9%
9%
9% 13%
131
11
26
29
51
8
3
5
17
58%
7%
11% 18% 22% 22%
8%
2%
4%
138
7
22
9
6
49
3
1
8
97
64% 7% 21% 10% 8% 23%
3%
3%
1%

Total* includes students who took the CSAP-Alternate as well as those who did not test.

Actual percentage of special education students not participating in either testing is less than 1%.
2005? numbers include all special education students.
2001-2004 includes only those who did not meet grade level expectations for district standards.

2002

2003

2004 2005?
277
268

166

162

159

271

151

168

162

295

145

146

143

278

144

156

151

271

99

148

133

228

104

91

73

216
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Appendix B
Achievement of IEP Goals and Objectives by Number of Goals
Proficient or Advanced
on all Reading Goals
2003-04
2004-05

District

Elementary

1 reading
goal
2 reading
goals
3 reading
goals
Total

Middle

1 reading
goal
2 reading
goals
3 reading
goals
Total

High

1 reading
goal
2 reading
goals
3 reading
goals
Total

K - 12

1 reading
goal
2 reading
goals
3 reading
goals
Total

46

79

71%
145
60%
153
50%
344
56%

60%
112
62%
143
64%
334
62%

39

32

49%

68%
40

40%

20
39%

13
24%

10
32%

92
39%

62
48%

37
45%

49
51%

36
35%

37
44%

5

16

78
36%

36%
102
45%

122
54%
221
50%
171
44%
514
48%

160
58%
169
53%
169
57%
498
56%

16%

Total
2003-04

2004-05

65

131

242

181

304

223

611

535

79

47

100

51

55

31

234

129

82

97

104

84

32

45

218

226

226

275

446

316

391

299

1,063

890
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Appendix B, cont’d
Proficient or Advanced
on all Writing Goals
2003-04
2004-05

District

Elementary

1 writing
goal
2 writing
goals
3 writing
goals
Total

Middle

1 writing
goal
2 writing
goals
3 writing
goals

High

Total

62%
109
43%
118
33%
278
40%

103
69%
249
58%
331
56%
683
59%

35

25

51%
27%

29%

3 writing
goals

22%

2 reading
goals
3 writing
goals
Total

23

54

92

38%
158
47%

29%

2 writing
goals

79
51%

20%

47%

1 writing
goal

61%
34

1 writing
goal

Total

K - 12

51

29

31%

69
56%
122
47%
47
36%
238
46%

115
54%
194
35%
155
28%
464
36%

197
63%
450
53%
432
50%
1079
53%

51
14
94

Total
2003-04

2004-05

82

149

251

432

358

586

691

1167

68

41

128

156

117

141

313

338

62

123

175

259

65

130

302

512

212

313

554

847

540

857

1,306

2017
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Appendix C
Growth as Measured by State Test
CSAP Reading Growth* 2004 to 2005
Less than 1
year's growth

Elementary
Middle
High

More than 1 year's
growth

1 year's growth

18
10.1%

106
59.2%

30.7%

49
30.2%

68
42.0%

45
27.8%

19
14.5%

55

64
48.9%

48
36.6%

Total
179
162
131

CSAP Writing Growth 2004 to 2005
Less than 1
year's growth

Elementary
Middle
High

More than 1 year's
growth

1 year's growth

37
12.1%

163
53.3%

58
27.2%

34.6%
107

50.2%
52

28.3%

106
48
22.5%

98
53.3%

34
18.5%

Total
306
213
184

CSAP Math Growth 2004 to 2005

Less than 1
year's growth

Elementary
Middle
High

1 year's growth

6
14.0%

28
65.1%

14
21.5%

9
20.9%

35
53.8%

11
17.7%

More than 1 year's
growth

16
24.6%

41
66.1%

10
16.1%

Total
43
65
62

*Growth scores are available only for students who took CSAP two consecutive years.
Growth is based on district-developed methodology. Details available upon request.

11

References
Case, Lisa P., Speece, Deborah L., & Molloy, Dawn E. (2003). The validity of a
response-to-intervention paradigm to identify disabilities: A longitudinal analysis of
individual differences and contextual factors. School Psychology Review, 32(4), 557582.
Figlio, David N. and Getzler, Lawrence S., (2002, October). Accountability, ability and
disability: Gaming the system. NBER Working Paper No. 9307.
Hettleman, Kalman R. (2005, March 9). The illusion and broken promises of special
education. Education Week, 45, 32.
Hanushek, Eric A., Kain, John F., & Rivkin, Steven G. (1998, August 1). Does special
education raise academic achievement for students with disabilities? NBER Working
Paper No. W6690.
National Association of State Directors of Special Education. (1993). Leading and
managing for performance: An examination of challenges confronting special education.
(ED 389 116 and EC 304 402). Alexandria, VA: National Association of State Directors
of Special Education.
Schnorr, Roberta F. & Davern, Linda. (2005). Creating exemplary literacy classrooms
through the power of teaming. The Reading Teacher, 58(6), 494-506.
Douglas County School District Student Achievement Monitoring Report (2004,
December) from http://www1.dcsdk12.org/ResourceLibrary/MonRep_StudentAch.pdf
Colorado Department of Education. Standards for students with disabilities from
http://www.cde.state.co.us/cdesped/StuDis-Sub1.asp

12

Title of Submission:
Early Childhood Professional Development: Utilizing Research-Based Practices in Service Delivery

Name(s) of the Author(s):
Dr. Nancy Lovett, Director
Early Childhood Regional Training Center
Ms. Cheryl Dunn, Consultant
Early Childhood Regional Training Center
Dr. Jo Robertson, Early Childhood Professor
Murray State University

Department(s) and Affiliations(s):
The Early Childhood Regional Training Center is funded by the Kentucky Department of Education to provide
training, technical assistance and resources to all school districts and agencies providing preschool education
throughout Kentucky. The Regional Training Center is an affiliation of the Calloway County School District
and a liaison for the Kentucky Department of Education. The Regional Training Center is housed at Murray
State University in Murray, Kentucky and collaborates on many aspects of the service delivery model. Dr.
Lovett and Ms. Dunn work with the Regional Training Center and Dr. Robertson works with the College of
Education, Murray State University.

Mailing Address
Calloway County Early Childhood Regional Training Center
P.O. Box 1018
Murray, KY. 42071

E-Mail Address(es)
Nancy.Lovett@coe.murraystate.edu

Phone Number:
270-762-5316

Fax Number:
270-762-3084

Abstract
The Regional Training Centers were established in l987 as a unique service delivery for training,
technical assistance, consultation and lending of materials. They were established to provide
services to local school districts for early childhood programs for special needs and at-risk
children, ages three to five. The Center provides peer-to-peer services which research shows are
the most effective approach for working with local school district and agency personnel. The
staff from the Regional Training Center (RTC) provides assistance to the local school districts
and other service providers in the implementation of the preschool component of the Kentucky
Education Reform Act of 1990 and the National Philosophy of No Child Left Behind. The RTC
emphasizes the importance of early childhood as the foundation for future success throughout the
school years. We nurture the philosophy of federal legislation, which states, “We must make
sure that every child enters school ready to learn, every child—not just one, not just a few, but
every single child.”
This presentation will highlight the Services Provided by the RTC, which includes:
Training Services
Teacher and administrative workshops and follow-up training in the areas of development,
implementation and evaluation of developmentally appropriate research-based effective
programs for young children. The success of the RTC teaming with Murray State University in
providing Teacher Academies will be highlighted.
Consultation and Technical Assistance
School district have access to consultation for effective program planning, management,
organization and evaluation; as well as, specific intervention strategies for individual children
and programs; effective staffing patterns; developmentally appropriate programs; classroom
environments conducive to learning and best practices and instructional techniques as well as
utilization of technology.
Materials Lending Library
School districts and other service providers have access to quality early childhood materials and
program resources through the lending library. Materials are available for loan, preview,
comparison and utilization by all early childhood programs.
Model Demonstration Classrooms
The model classrooms provide school districts and other service providers the opportunity to
visit integrated, blended programs. The classrooms focus on components that promote positive
child valued outcomes. Teachers and administrators can view and examine the philosophical and
management framework, environmental organization, staff patterns, instructional techniques and
program evaluation.
This presentation will highlight some of the aspects of the Model
classrooms and the research behind these classrooms.
The presentation will provide a look at this research-based service delivery model for early
childhood professional development across the state of Kentucky. The model emphasizes the
strategies effective for the rural population supported by the Regional Training Centers. The

Regional Training Center in collaboration with Murray State University developed a design for
providing an Early Childhood Teacher Academy during the summer months with intensive year
round follow-up.

Model Teacher Academy
Utilizing current brain research and scientifically based research programs, the Early Childhood
Teacher Academy ensured that learning domains are interconnected. Language, early reading,
and mathematics interconnect to form a powerful trio that pulls children’s learning forward to
higher levels of achievement.
The Academy focused on content that is significant, necessary, research-based and motivational
in children’s early learning. Preschool curriculum is too often a “potpourri of activities that
make a rather flabbier curriculum than one might want for challenging children between the ages
of three and five.” What circulates is a mix of conventional wisdom and bits of research
conclusions. The academy provided the framework for content rich research based early
childhood instruction.
The Academy provided: a description of what children should know, understand, and be able to
do; guide what teachers will do; inform assessment approaches; and provide foundations for
professional development.
As the key concepts for content were determined, participants focused on language, reading, and
mathematics by asking the following questions:
•
•
•
•

Is the content significant to children’s learning? (meaningfulness)
Is it necessary in their acquisition of knowledge and skills? (importance)
Is there research evidence of its potential? (evidentiary base)
Is it motivational for learning, inclusive of cultural variations of children’s life
experiences? (relevance)

The Academy’s overall objectives included the content and strategies needed by preschool
teachers to ensure students are proficient in reading and math by the end of third grade. Current
brain research regarding teaching and learning enhanced all content presentations. Specific areas
to be addressed include: quality, continuous assessments, exemplary practices, Standards-based
Units of Study, literacy and numeracy development and family involvement.

Academy Design
Specific activities for the Academy included five intensive days for training and reflection that
incorporates language, reading, and mathematics interconnections to form a powerful trio that
advances children’s learning and promotes positive achievement gains.

Appropriate pedagogy as well as embedded technology supported diverse learning styles. The
Teacher Resource Kits and materials were provided for utilization in the classrooms. Ongoing
communication and follow-up sessions highlight project implementation.
Specific instructional approaches combined to provide the most optimal method for helping
children learn. These methods modeled throughout the Academy. Methods include: direct
instruction, indirect instruction, purposeful play, small and large groups.
Examples of active learning methods included, but were not limited to, collaborative learning,
problem-based learning, case methods, simulations, course unit of study, and technology.
Activities were intended to encourage greater student engagement with critical thinking and
“higher levels” of learning-analysis, synthesis and evaluation of information in contrast to
absorption of knowledge. Daily individual participant reflections were incorporated into
Academy activities.
Another critical goal in the Early Childhood Academy included the individual progress and
assessment of children. Specific assessment techniques modeled for children include:
identification of levels in the key areas related to reading, language, and math; and tracking of
children’s progress in developing key content skills.
The final focus of the Early Childhood Academy was on “effective” professional development
strategies. Training and facilitation that supports teachers using instructional approaches to
promote greater learning for children were utilized. Specific techniques included:
•
•
•
•
•
•
•
•
•
•

Adult is actively involved in learning process.
Adult receives information allowing the construction of a base of knowledge.
Adult integrates knowledge into “real-life” contexts.
Adult actively involved in problem solving.
Approach has identified sets of brain research that link instruction to learning
concepts.
Approach used will be flexible.
Reinforcement and strengthening the role of parents and other community members
to become mentors, teachers and learners themselves.
Learning will be enhanced and fostered through strategic uses of technology.
Equity and enhanced opportunities for diverse learners must be promoted to foster
high achievement of all learners.
Adult actively participating in the Unit of Study.

The five-day Academy provided interactive teacher training on specific ways to teach early
reading skills and mathematic skills. Practice in developing and integrating literacy activities
were extended. The sessions were interactive with activities and strategies based on content and
brain research. Each participant developed a unit of study for his/her classroom that extends the
Academy’s unit of study and will be shared with all Academy participants. During the Academy
participants:

♦
♦
♦
♦
♦
♦
♦

Learned new information,
Participated in the training, sharing ideas and engaging in activities,
Analyzed current program practices utilizing the KDE Quality Self-study document,
Reflected on their “Bright Ideas”,
Created a Next Steps Action Plan to take back to their program,
Created a Standards-based Unit of Study to be utilized in their program and
Interacted and networked with other participants.

Academy Follow-Up Activities
Additionally professional development will be provided as ongoing support. These include:
group follow-up trainings, small group discussions via technology; one-on-one classroom
coaching and mentoring by RTC staff; on-line mentoring; classroom (peer) observations;
observations with the ELLCO and assessment of children.
The specific reasons for follow-up professional development included:
•
•
•
•
•
•
•
•

Introduction of new strategies
Effective ways to help teachers understand concepts
Building a sense of community
Ensuring sustainability of initial training
Allowing teachers to share effective strategies
Opportunity to bring in experts
Opportunity to review ongoing assessment information and plan next steps
Opportunity to share units of study

After the training, participants will:
♦ Work with other program team members to share information, strategies, and action
plan ideas with other program staff and parents,
♦ Implement action plans and
♦ Participate in follow-up training sessions.

Academy Objectives
1. Increasing participants’ knowledge of current brain research as it applies to the teaching
and learning of young children.
2. Impacting children’s learning experiences in the preschool programs by utilizing
scientifically-based reading research in the planning of intentional instructional strategies
and practices for children.

3. Utilizing an assessment-to-instruction process to intentionally plan instructional practices
that impact children’s language and literacy development through the Kentucky
Assessment manual.
4. Focusing on research and/or standards statements that support elements of high-quality
practice (The Quality Self-study guide will be utilized).
5. Exploring and identifying personal theories, research and standards that support the best
practices for preschool children learning to read and write.
6. Utilizing knowledge of best practices and research, participants demonstrate language
and literacy instructional strategies for all children connected to the Learning to Read and
Write Overview.
7. Demonstrating the importance of intentional planning for instructional practices in
language, literacy and numeracy development to meet the goals of all children.
8. Increasing participants’ knowledge of the process of designing a Unit of Study based
upon participation in the Academy’s Standards-based Unit of Study.
9. Experiencing the opportunity to pull together much of their learning from all previous
sections of the Academy by developing a Standards-based Unit of Study that includes
lesson plans around the children’s daily routine with a particular language and literacy
and numeracy focus. This Unit will include the individual needs of children in the
classroom.
10. Exploring effective and intensive ways of including family involvement and family
literacy in preschool programs.
11. Encouraging networking among participants through Academy activities, technology and
follow-up.
12. Reducing novice level learners in the elementary school through inclusion of
scientifically based research programs and practices in the preschool classrooms in the
content areas of reading and mathematics and reduce achievement gaps of our students
from lower socioeconomic backgrounds and African-American students.

Academy Professional Development
Daily instruction and experiential learning activities met or exceeded each of the Kentucky
Department of Education’s Professional Development Standards. Each day, both the Academy
and the Follow-up were designed to:

1. Be in line with KDE/KBE goals and priorities; KY’s Standards and Indicators for School
Improvement; and KY Experienced Teacher professional standards;
2. Be job embedded, and encourage and utilize peer interaction, online/collegial support
networks, personal reflection, collaborative problem-solving, mentoring, demonstration,
and collegial feedback;
3. Focus on what learners are to know, and is based on region, state, and national standards,
learning goals, and curricula;
4. Actively engage learners in the use of effective, varied, and research-based practices to
improve student and staff performance, and to reduce barriers to learning by utilizing
such techniques as: inquiry based learning, investigation, formulating a model, data
collection tools, questioning, checklists, community based instruction, safe physical
management, manipulatives, structured note taking, and picture clues;
5. Develop leadership capacity of educators through collaborative decision making,
analysis, and use of data, and creating a positive learning culture;
6. Be data and results driven through the use of daily reflection and discussion activities;
7. Foster an effective learning community, which supports a culture and climate conducive
to performance excellence by understanding and meeting the educational needs of all
learners;
8. Facilitate the removal of barriers to learning in an effort to meet each student’s needs by
examining the intellectual, social, cultural and developmental educational needs of all
students within the context of literacy education;
9. Plan collaboratively by utilizing the expertise of general and special educators, as well as
administrators and parents in area/region schools and communities for input on student
educational needs, as well as considering state-wide testing data for all students;
10. Foster a comprehensive, long range change process that communicates a clear purpose,
direction, and action plan to support teaching and learning that is effective and
meaningful for all students and educators in our region;
11. Be grounded in the critical attributes of adult pedagogy by utilizing such techniques as
multiple intelligences, learning styles, connections to work, guided practice, feedback,
peer interaction/observation/review, personal inquiry, self reflection, and support
system/collegial networks.
The Academy provided graduate credit for each participant or a monetary stipend.
following goals were achieved through this unique collaborative service delivery model:

The

1. Participants explored and identified personal theories, scientifically based research and
state and national standards that support best practices for preschool children in language,
literacy and numeracy.
2. Participants demonstrated intentional planning for instructional practices in language,
literacy and numeracy development to meet the individual goals of all children.
3. Participants demonstrated knowledge of Standards-Based Units of Study by engaging in
the process and successfully completing an integrated Standards-Based Unit.
4. Participants demonstrated knowledge and practice in embedding family involvement,
family literacy, current brain research, and the use of assessment to instruction,
individualization and practice.
5. Participants implemented evidence-based research programs and practices in the
preschool classroom in language, literacy and numeracy thus reducing achievement gaps
of “at risk” students.
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Improving Principal Performance: Using the Teachers' Perception of
Principal (TPOP) Instrument
The Teachers’ Perception of Principal (TPOP) Instrument has been developed
over the last six years to be used as a device to measure congruency between the
perceptions of a principal and his or her staff relative to 60 items, 10 of which are
negatively stated. The first major pilot was in the Morehouse Parish Schools three years
ago. Since that time it has been used in Union Parish, Monroe City, and Caldwell Parish.
The tabulated data of the principal and staff are analyzed to show areas of strengths and
weakness as perceived by the teachers. Improvement or growth plans can be developed
using the results and principals can also receive positive reinforcement relative to areas
jointly perceived as strong. Validity and reliability measures are strong.
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REALITY TV – A MULTIDISCIPLINARY APPROACH USING GROUP
ACCOUNTABILITY TO PROMOTE ACTIVITY
Instructors OF Fitness/Wellness courses continue seeking innovative methods of
challenging students to become more physically active and make healthy lifestyle
choices. This presentation shows how we adapted the “Survivor” television show, using
tribal “challenges”, to involve students physically and mentally across disciplines.
During this presentation we will share our experiences and give examples of how to
coordinate the aspects of the Survivor Challenge. We will discuss:
1. development of tribes
2. multi-disciplinary assimilation
3. challenges: both physical and mental
4. ways to accumulate points
5. grading
6. multi-class challenges/interaction
7. super challenge day – field day to compete with other Fitness for Living classes
8. suggestions to use this approach in all areas of health education
Brief Description of Program
Fitness for Living is a university wellness course. It is part of the general education
requirement for all students. Objectives of the course include educating students about
chronic disease risk factors and healthy lifestyle choices. In an effort to combat the risk
factors of a sedentary lifestyle, we have developed a program to encourage our students
to participate in regular activity. In keeping with the current trends and interests of our
university students, we have adapted the format of the television show “Survivor” to
create a game-like entertaining learning experience. It is our goal to rekindle the child
like enjoyment of movement and encourage a lifetime of physical activity. We begin by
dividing each class up into small tribes. The tribes then choose their own tribe name and
colors. These tribes will then “challenge” other tribes based on weekly activity out of
class, in class physical challenges, and in class “quiz bowl” type challenges. We also use
exam averages to earn challenge points. Activity points are accumulated based on
organized exercise sessions and pedometer based activity. Pints are accumulated
throughout the semester and each tribe encourages its team members to be active and to
come to class for challenges. At the end of the semester we have a “Super Challenge”
day. On this day, the tribes from each class band together to challenge the tribes from
other participating classes. This is a fun filled field day type experience culminating in
the presentation of the trophy to the winning class. Most of our students are involved in a
freshman experience and share 2-4 classes with each other. We work collaboratively with
instructors in mathmatics and English, extending this approach across the disciplines.
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Abstract:
The purpose of study is aimed at investigating how the background variables
(interviewer characteristics, applicant characteristics, the educational background and
past experience of the applicants), the interviewer’s psychological factors (the
appearance and behavior of the applicants, the likability of applicants, teacher
specialty of the applicants, and the perceived similarity of the interviewer), influence
the interview assessment of the teacher selection in junior high school. And how the
relations of cause-effect modeling between those mentioned-above factors and the
result of interview assessment are formed.
The survey is used, and the instrument is the Interviewee Assessment Form. The
objects of data-gathering are those who are the interviewers of junior high school
teacher selection in Taipei County, Taipei City, or in Taoyuan County, in 2004. A total
of 78 interviewers participate in my research, and each interviewer has 3 to 23
interviewees. Thus, a total of 883 Interviewee Assessment Forms are collected, 844 of
which are effective forms. The average ten Assessment Forms answered by each
interviewer are chosen as the standard of the choice of original data, and a total of 570
effective Assessment Forms are selected for data analysis.
According to the result of data analysis, the conclusions of my research are as
follows: (1) Such background variables as the interviewer’s interview experience, level

of education, job position, the educational background of the applicants, and teaching
fields have significant influences upon the result of interview assessment. (2) The
decision model of the interview of junior high school teacher selection well developed
in my study verified by well-examined data. From the analysis of Structural Equation
Modeling, the strongest influence of the psychological factors upon the total effect of
interview assessment is the interviewer’s perceived similarity, followed by the
likability of applicants, teacher specialty of the applicants, and the appearance and
behavior of the applicants.
Key words: teacher selection; interview; perceived similarity; structural equation
modeling

1

Cover Page

Title: Luganda Proverbs Versus Movement Values and Implications for Democracy in Uganda
Topic area: Human Resource Development
Format: Research Papers
Author: Khalid Lubega
Department & Affiliation: PhD Candidate, University of Minnesota, Dept. of Work, Community, &
Family Education
Address: 50914 Rothbury Dr, Granger , IN 46530, USA.
Email: Klubega@yahoo.com
Tel/Fax: 574 2731262

© Khalid Lubega 2005

2
Luganda Proverbs Versus Movement Values and Implications for Democracy in Uganda
Abstract
This study used the phenomenographic approach and proverbs to answer the question of what
Ganda (most populous tribe in Uganda) democratic values were. An advertisement in the Bukedde
newspaper requested readers to mail in five different proverbs they thought said something about
democracy. Twenty-three self-selected participants responded contributing 139 proverbs that
constituted the text. Analysis was carried out and identified 8 qualitatively different conceptions
accounting for democracy in terms of: justice (29/139), principled leadership (25/139),
neighborliness (26/139), collective action (20/139), freedoms (15/139), sharing (13/139), servility
(6/139), and cronyism (5/139). These findings may be useful to the governed by providing criteria
against which to assess leaders and thereby providing a means of holding them democratically
accountable. The conceptions could also be seen as possible terms in which to engage the
discourse on the phenomena.
Key terms: Democracy, Phenomenography, Proverbs, Human Resource Development
As Marquardt and Berger (2003) pertinently observed, while human resource development (HRD)
professionals rarely get involved in creating clean and transparent governments, yet “there is no dimension
that more critically affects human development on a local, national, or global scale” (p.286). Thus one
might be tempted to dismiss it as misuse of terms when the National Resistance Movement (NRM)
government in Uganda declared that it was pursuing HRD whereas it has for almost 20 years implemented
a policy that systematically undermined the development of democratic organizations by proscribing
organizational development activities. However, even if it were a case of misuse of terms, it is important
for HRD professionals to take it seriously and as Swanson (2003) suggested in such cases, respond in the
first instance by bringing it to the attention of the person or organization, and to publicly challenge their
thinking if they persist in the abuse.
The findings of this study addressed these tasks. The identified conceptions such as justice,
principled leadership, collective action, freedoms, and sharing point to notions of democracy that resonate
in the democratic and humanistic values underlying the HRD discipline. Specifically, organization
development (OD) democratic values historically “prompted a critic of authoritarian, autocratic, and
arbitrary management practices as well as dysfunctions of bureaucracies” (French & Bell, 1999, p.67).
Thus the findings of this study represent a critique of the claim by the NRM to pursue HRD without
adherence to democratic values.
The findings also bring the governed a step closer to arriving at an informed opinion and judgment
about the democratic credentials of their leaders. All they now need is to weigh purported leaders against
the sentiments in the proverbs as to whether they are just and principled, whether they promote collective
action, freedoms, sharing of public goods, or they perpetuate servility and cronyism. The immediate case
for assessing the leadership’s adherence to democratic values in Uganda is the ongoing campaign of
justifying lifting the constitutional restriction on how long a president can serve on the rationale of the
exigencies of transforming peasants using HRD.
The Issue of Lifting Term Limits and the Research Question
In part the proposition was that HRD for peasant transformation in Uganda was so important that
the constitutional five year two-term limits be lifted to enable the Ugandan president (almost clocking 20
years as such) serve as long as it takes to get the job done. The mechanics would require parliament to
approve amendments to the constitution, and a national referendum on the question. For the latter to
succeed, the support of the most populous tribe in the country – Ganda, can be seen as critical. The issue
was whether the scheme could withstand the test of Ganda democratic values. The question was what those
values were. Combining phenemonography and proverbs promised to provide an answer. The research
question for the study was: What are the qualitatively different ways in which Baganda experience
democracy? It translated into the survey instrument item: Please provide five Luganda proverbs that you
think say something about democracy (demokolasi).
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Methodology
The methodology for the study was interpretive using phenomenography and quantitative methods
to describe the qualitative data. The aim of the study was to capture and define the qualitatively different
ways in which Baganda (members of the Ganda tribe) experience democracy. Phenomenography was
adopted as a research approach because it espouses the aim of describing qualitatively different conceptions
or ways of experiencing various phenomena. According to Sandberg (2000), the focus of
phenomenography within the interpretive research tradition is “the meaning an aspect of reality takes on for
the people studied” (p.12).
The phenomenographic approach emerged in the seventies in Sweden within educational research.
Marton (1981), the chief proponent of phenomenography, described the approach as addressing questions
that elicit answers that make a statement about people’s conceptions about the world or their experience of
it. Ways of experiencing or conceptions are “abstracted aspects of people’s experience of something”
(Marton, 1996, p.180). A primary assumption of phenomenography is that conceptions can be disclosed in
a person’s actions, thinking, or recollections, and language is key in providing the access (Svensson, 1997).
Thus the data for describing ways of experiencing or conceptions of something is not restricted
only to the words or deeds of particular persons. As an example, Marton (1996) explained that
phenomenography might study political power in any way it is reflected. It could be “in political action, in
a line of reasoning about the political system in a foreign country or in the remembering of a textbook in
political science that has been read” (Marton, 1996, p.181). In the current study I made an adaptation to the
phenomenographic approach by using proverbs in data collection instead of the individual in-depth
interview – the most common method. I found accommodation for that in naturalistic phenomenography.
Use of proverbs in data collection. According to Hasselgren and Beach (1996), naturalistic
phenomenography entails collecting empirical data from authentic situations as opposed to analysing data
compiled from speech events or from designed experiments. Proverbs fit the billing of authentic data that is
possible to observe naturally in routine interactions in Buganda. Proverbs are brief, memorable, and
intuitively convincing formulations of socially sanctioned advice. They are mainly used as rhetorically
effective means of transmitting accumulated experience (Hernadi & Steen, 1999).
Method. Other than the adaptation of the phenomenographic approach to proverbs, I followed the
usual process which entailed the following:
Compilation of Statements

Analysis

Conceptions

Population and sample. The participants who provided the statements were self-selected from (a)
those of at least 18 years of age (b) who saw and read the survey instrument and invitation to participate
carried as an advertisement in the Bukedde newspaper of May 2nd, 2004 (c) had knowledge of proverbs, and
(d) responded in writing. The target population was the Baganda, the largest ethnic and most influential
group in Uganda. The Uganda Bureau of Statistics gave the 2002 population of the Central region that
constitute Buganda as 6.6 million, 27 per cent of the 24 million total population of Uganda.
The accessible population were the Luganda (native language spoken by Baganda) literate public
with access to Bukedde newspaper, the only Luganda daily in the country and published by the
government. Bukedde’s Senior-Advertising Executive gave the daily circulation figure as 20,000. When I
decided to use written communication between researcher and participants as the method of collecting data,
I excluded those who cannot read and write and who are the majority as can be construed from the
circulation figure when compared to the population in the region. However, since proverbs have been
traditionally transmitted orally, I envisaged that dialogue could occur, and was indeed desirable, between
participants and non-participants that had knowledge of proverbs.
Survey instrument. The survey instrument was carried as an advertisement in Bukedde newspaper
of May 2, 2004. It was administered as a follow on question to an on-going survey instrument investigating
social capital that was first carried again as an advertisement on April 11, 2004. The latter instrument
constituted of a section on informed consent, a section on demographics, a section inviting potential
participants to mail-in entries of proverbs approaching the domains of wealth, reputation, and power, and a
final section requiring the participants to indicate how they knew each proverb they submitted. A complete
copy of the survey instrument can be obtained from the author.
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The survey instrument was first reviewed and moderated by an expert both of Luganda language
and of mass communication, and a second time by the Bukedde newspaper design team. The two reviews
expressed confidence in the clarity of the instrument that pilot testing was considered unnecessary.
Telephone, and email contact information of the research team was provided on the survey instrument and
participants were encouraged to raise questions before responding in case further guidance was needed.
The only query that was raised concerned whether it was possible to provide an alternative to
mailing in, such as hand delivery at designated points. No alternative was offered and it was explained that
as it was planned to select and award prizes to winners among the participants, it was necessary to have a
standardized process for delivery of incoming mail. Ordinary mail delivery had been selected as the most
objective means in the circumstances and to allow other channels would be difficult to administer and
might provide unfair advantage to some participants over others. Thus in the context of the study, mail-in
survey appeared to have presented some challenges and may have discouraged potential participants.
Possession of a mailing address is a privilege of the lucky few (again about 20,000) and was reflected in
many of the return addresses provided being “care of”.
Data collection. Mail started arriving in the designated research mailbox about a week after the
survey instrument first appeared in the Bukedde newspaper on April 11, 2004. A research assistant
collected the mail from the mailbox and assigned each piece a number in consecutive order of receipt.
Another research assistant carried the mail to the Luganda expert who opened them and assessed whether
the response abided by the advertised guidelines. The first ten entries that he certified as satisfactory were
selected as winners and each received the advertised prize – the equivalent of about $25 US dollars in
Uganda shillings. The next 25 entries each received about $10, and the rest after that each received about
$5.
By the third week into the one-month research, 37 participants had responded, and it appeared that
no more were forthcoming. At that stage the follow on advertisement was placed in the Bukedde issue of
May 2, 2004 that in addition to notifying the latest winners also invited more submissions of entries but this
time included in addition a request for proverbs about the domain of democracy. Those who had
participated so far and potential participants were requested to provide in writing five Luganda proverbs
that they thought had something to say about democracy.
This additional text collection can be seen as opportunistic because adequate text, from the
phenomenographic research approach, had already been collected. However, it occurred to me that during
the course of the research the environment was characterized by unusually vigorous public discussion of
the transition from the prevailing no-party democracy to multiparty democracy. At the time, the
Constitutional Review Commission chaired by Professor Fredrick Ssempebwa was collecting views from
the public about the way forward in changing the political system. Government had proposed holding a
referendum to approve the change and to amend Article 105(2) of the 1995 Constitution to lift the
presidential two five-year term limits. Those for and against were arguing their position through every
available media.
It was conceivable that the preoccupation with democracy could have affected not only the level
of response but the participants’ interpretation and response as well. The request for proverbs on
democracy was designed to strengthen the authenticity of findings by surfacing and capturing conceptions
in that domain that may have had an effect on how the participants responded. The task was an ambitious
one for as Marcus, Mease, and Ottemoeller’s (2001) study found, in a sample of 421 Ugandans of whom
210 were from Buganda, 48% (201) could not define democracy.
In the request the word democracy was not translated because it as yet has no known equivalent in
Luganda. It was however given as it is pronounced and written in Luganda “demokolasi” with the English
spelling placed in brackets after it. Twenty-three participants responded to the additional request for
proverbs about democracy. Sixteen of them had also participated in the earlier survey on wealth, reputation,
and power, while seven were new participants. The findings reported here are those in response to the
question on democracy.
Proverb. As the unit of analysis, to be included as a proverb whatever a participant submitted as a
proverb had to meet one of two criteria: (1) One other participant must have submitted it in the exact form,
or (2) It had to be documented in print as a proverb. While native speakers of a language can readily
recognize certain utterances as proverbs, there are other formulations that they may find problematic.
Hernadi and Steen’s (1999) definition of proverb, that I adopted, includes things like clichés, maxims, and
slogans. It is impossible to determine when and how a proverb attains distinction from these others, but the
passage of time plays a role.
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As observed by Hernadi and Steen (1999), the listener or reader of a proverb decides whether or
not it is applicable in the current circumstances. Indeed it is this very discretionary use of proverbs that this
study intended to exploit to further its aims.
Form and translation. Participants sometimes wrote down the proverb the way they say it as
opposed to the correct grammatical form, or they recalled just a portion of the proverb. I chose to retain as
much as possible the rendition of a proverb given by a participant because it is testimony to its authenticity.
However, in all cases there is no doubt as to what proverb was intended. When it came to translation I
strived to achieve an intelligible rendering of the proverb in English. Where that objective could be attained
by a literal translation, I did that. Where it was not possible I departed from a literal translation to what may
appear as an abbreviated explanation. I was justified in adopting this approach to translation in order to
abide by Hernadi and Steen’s (1999) observation that in the study of proverbs, “we must heed the often
intranslatable linguistic features of their memorability along with their rhetorical power that can achieve
imaginative reasoning across linguistic and cultural boundaries” (p.3).
Analysis
In the phenomenographic approach, analysis involves a search for qualitatively different ways of
experiencing or conceptions of the phenomenon regardless of whether the differences are between or
within individuals. In analyzing the text, I applied two guidelines recommended for the process:
abandoning the borders between individuals and throwing the protocols into a common “pool of
meanings”, and iterating between two contexts by interpreting something both against what a participant
has said about other things, and against what other participants have said (Marton, 1996, p.182).
First I pooled together all proverbs the participants had submitted as saying something about
democracy. Second, I tallied the number of times a proverb appeared in exact form. I copied those proverbs
that appeared at least twice onto a separate list. I considered the repeated proverbs as reflecting shared
agreement, between at least two participants, over relevance at the level of form.
Third, I examined further the list of proverbs that reflected shared agreement but this time looked
for similarities and differences between different forms of the proverbs in terms of meanings. That gave
rise to yet another list with groupings of proverbs of different forms but similar meanings. Fourth, I went
back to the original list and examined the proverbs that I had ignored so far for lack of shared agreement,
and looked for those with meanings similar to those of any grouping in the final list. I transferred such
proverbs and added them to the grouping with which they were compatible.
I then examined the remaining proverbs looking for similar meanings among them and in some
instances that was the case. Such instances resulted in a grouping of proverbs of similar meaning but none
of them having shared agreement. Finally I scrutinized each grouping of proverbs and determined the
conception the meanings represented.
Meaning. In interpreting a proverb, I considered it as the essential part of an explanation offered in
response to a query. I would ask myself what a plausible explanation would mean to the questioner, and the
phrase that came to mind is what appears as its meaning. For example, if someone were to ask: “How can I
acquire wealth?” A Muganda can authentically answer with the proverb: “One stick at a time makes a
bundle”. That response would mean to the questioner that one should collect wealth bit by bit. In the
phenomenographic approach, “the meaning is simply what something is seen as” (Marton, 1996, p.180). In
this example, acquiring wealth is seen as collecting bit by bit.
Conception. The qualitatively different conceptions are the results of the study. Each conception is
an abstraction – a description that ties together the various meanings – in this case of a group of proverbs,
through mental separation from the particular instances. I worked towards a conception by first focusing
on the most frequently submitted proverb before moving to the next frequent, and finally the single
proverb. The conceptions constitute the results of this study and are detailed below.
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Results
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Figure 1: Conceptions on Democracy as Percentages
In response to the instruction to write down and mail in five Luganda proverbs they thought said
something about democracy, 23 self-selected participants wrote down and mailed in proverbs that I
analyzed using the phenomenographic approach. I identified qualitatively different ways of conceiving
democracy accounting for it in terms of: justice (29/139), principled leadership (25/139), good
neighborliness (26/139), collective action (20/139), freedoms (15/139), sharing (13/139), servility (6/139)
and cronyism (5/139). The percentage representation of each conception is depicted in Figure 1 above
while following conceptions 1 – 8 detail the most frequent proverbs in each conception.
Conception 1: Sharing
The meaning intended in the word sharing was described by the Webster’s New World College
Dictionary (WNWCD) as “to distribute in shares; give out a portion of; apportion…to receive, use,
experience, etc., in common with another or others”. The group of five different proverbs that disclosed the
conception had a total of 13 proverbs out of the 139 in the pool about democracy. Proverb: “A meal is
appreciated when everybody partakes of it” was the most frequent in the group and in the pool, and had
shared agreement at the level of seven participants out of the 23 in the sample. It highlighted both
participation and partaking by all in something.
Proverbs: “To be made chief is like renting a costume: you return it when asked” and “Those who
attain office ignore those who helped elevate them” were the next most frequent with shared agreement of
two participants each. They highlighted instances of an office as subject of sharing and the negligence of
officeholders in that respect. The remaining two proverbs in the group did not enjoy shared agreement but
uniquely contributed instances that stressed sharing.
Conception 2: Justice
The WNWCD defined the word justice, whose meaning is intended in the conception as the
“quality of being righteous; rectitude…impartiality; fairness…the quality of being right or correct…sound
reason; rightfulness; validity…reward or penalty as deserved; just deserts…the use of authority and power
to uphold what is right, just, or lawful”. The group of 21 different proverbs that disclosed the justice
conception had a total of 29 proverbs out of the 139 in the pool about democracy. Proverb: “Don’t judge on
the basis of one of a couple’s story before hearing the other side” was the most frequent in the group and
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had shared agreed of five participants out of the 23 in the sample. It counseled hearing both sides to a
dispute before passing judgment.
Proverb: “Logs of equal size cannot sustain a fire” was the next most frequent with shared
agreement of three participants. It highlighted the need to accept diversity. Proverbs: “You have to rule
even against a friend and then go ahead to help him/her pay the fine” and “The one individual, in the
gathering, that you refused to serve fried coffee beans, you meet him later as the only boatman ferrying
people across the lake” followed in frequency with shared agreement of two participants each. The two
proverbs highlighted equal treatment. The remaining 17 proverbs in the group did not enjoy shared
agreement but each contributed an instance highlighting an aspect of justice.
Conception 3: Collective Action
Collective is the key word in the conception and was defined by the WNWCD as “formed by
collecting; gathered into a whole…of as or characteristic of a group; of or by all or many of the individuals
in a group acting together”. The group of 11 proverbs that disclosed the collective action conception had a
total of 20 proverbs out of the 139 about democracy. Proverb: “It’s teeth that are in close formations that
devour meat” was the most frequent in the group and had shared agreement at the level of five participants
out of the 23 in the sample. It highlighted greater efficacy in working as a group. Proverbs: “Unity is
strength” and “The boil bursts at the spot fingered by the majority” were the next most frequent with shared
agreement of three participants each. They highlighted instances of effectiveness resulting from bringing
numbers to bear.
Proverb: “We exhale in unison like ants” followed in frequency with shared agreement of two
participants. It highlighted consensus in decision-making. The remaining seven proverbs did not enjoy
shared agreement but each contributed an instance highlighting collective action.
Conception 4: Neighborliness
The WNWCD defined the word neighborly, whose meaning is intended in this conception, as
“like, characteristic of, or appropriate to neighbors, kind, friendly, sociable, etc.” The group of 18 proverbs
that disclosed the conception of neighborliness had a total of 26 out of the 139 in the pool about
democracy. Proverbs: “Landowners who are friendly weed their common borders” and “A calabash that
never departs the brewery becomes a patchwork of sorts” were the most frequent in the group and enjoyed
shared agreement of four participants each out of the 23 in the sample. The latter Proverb highlighted
knowing when it is appropriate to take leave, while the former highlighted avoiding conflict among
neighbors.
Proverbs: “When you entrap pedestrians with thorns, it is a trap for you as well” and “You are
wont to return to a place which you departed on good terms” were the next most frequent with shared
agreement of two participants each. They both highlighted civility. The remaining 14 proverbs did not
enjoy shared agreement but each highlighted an instance of kindness, friendliness, sociability or lack
thereof.
Conception 5: Freedoms
The WNWCD defined the meaning intended here in the word freedoms as:
The state or quality of being free; esp.; a) exemption or liberation from the control of some other
person or some arbitrary power, liberty; independence b) exemption from arbitrary restrictions on
a specified civil right; civil or political liberty [freedom of speech] c) exemption or immunity from
a specified obligation discomfort, etc [freedom from want] d) exemption or release from
imprisonment e) a being able to act, move, use, etc, without hindrance or restraint [to have the
freedom of the house] f) a being able of itself to choose or determine action freely [freedom of the
well] g) ease of movement or performance; faculty h) a being free form the usual rules; patterns,
etc; …right or privilege
The group of 11 different proverbs that disclosed the freedoms conception had a total of 15
proverbs out of the 139 in the pool about democracy. Proverb: “The mind is like a market place: what it
fancies, it buys” was the most frequent in the group with shared agreement of three participants out of the
23 in the sample. It highlighted an instance of freedom of choice. Proverb: “The commentator should not
dissuade you from eating a grasshopper” and “In a good marriage no dress code is enforced on the wife,
even at meals” followed in frequency with two participants each. They both highlighted instances of lack of
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restrictions. The remaining eight proverbs did not enjoy shared agreement but each highlighted an instance
of freedom.
Conception 6: Principled Leadership
The word principled qualifies leadership in the conception and the WNWCD defined it as “having
principles, as of conduct” while principle was defined as “a rule of conduct, esp. of right conduct”. A leader
was also defined as “a person or thing that leads; directing, commanding, or guiding head; as of a group or
activity”. The group of 20 different proverbs that disclosed the principled leadership conception had a total
of 25 proverbs out of the 139 in the pool about democracy. Proverb: “Expect more of the same from a
stable that bred a champion” was the most frequent in the group and enjoyed shared agreement at the level
of four participants out of the 23 in the sample. It highlighted the grooming aspect of leadership.
Proverb: “The chief does not tell lies” was the next most frequent with shared agreement of two
participants. It highlighted the principle that leaders are true to their word. The remaining 23 proverbs did
not enjoy shared agreement but each enunciated something a leader is expected to observe.
Conception 7: Cronyism
The WNWCD defined the meaning intended here in the word cronyism as “favoritism shown to
close friends; esp. in political appointments to office”. The group of five different proverbs that disclosed
the conception did not have any shared agreement in the pool of 139 about democracy. Proverb: “If you are
a friend of the chief, you can build anywhere you like; even on the barren rock” is representative of the
sentiments in this group that highlighted instances of benefiting from being well connected.
Conception 8: Servility
The WNWCD defined the meaning intended here in the word servility as “like or characteristic of
a slave; humbly yielding or submissiveness; cringing; abject”. The group of six different proverbs that
disclosed the cronyism conception did not have any shared agreement. Proverb: “A person that has
triumphed over you can make you do anything: head lice will make you carry its eggs” is representative of
the sentiments in this group that highlighted instances of submissiveness to a master of some sort.
Outcome Space
Unlike the justice, principled leadership, good neighborliness, collective action, freedoms, and
sharing conceptions identified in the proverbs on democracy, servility and cronyism may be seen as of
negative import, suggesting that not all that is associated with democracy in the context is positive. Based
on a review of more than 50 doctoral theses and almost 1000 published articles that used the
phenomenographic approach, Sandberg (2000, 1996) observed that the variation of a phenomenon reached
saturation at around 20 research participants. Thereafter, no new conceptions emerged and the variation
repeated itself. It can therefore be concluded that if 20 or more Baganda were to contribute proverbs in a
manner similar to the one I have used in this study, the variation in conceptions that I found would exist in
those proverbs.
Reliability of Findings
It is legitimate to ask whether other researchers would be able to achieve results similar to mine
were they to study the same data. It is possible that they may arrive at different conceptions from the ones
that I have described. However, it is unlikely that they would arrive at totally different conceptions. The
more likely scenario is that other researchers would recognize some of the conceptions and be doubtful
about others.
Implications for the Transition to Multi-Party Democracy
Politicians and civics educators could use the identified conceptions as items to guide discussions
in campaign speeches or workshops leading to the referendum and the subsequent multiparty elections.
Researchers could also use the conceptions and the proverbs that underpin them in a Thurstone scaling
project to develop an instrument that measures attitudes toward democracy. As observed by Ottemoeller
(1998) researchers lack good measures of what Africans think about democracy.
However, of greater value would be the development of a measure of democracy that the governed
could use to assess their leaders. Identifying and disseminating the variation in conceptions as has been
done in this study is a first step in that direction. As long as a substantial section of the governed in Uganda
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cannot define democracy in their own terms (Marcus, Mease, & Ottemoeller, 2001), it will remain difficult
for them to hold leaders accountable for democratic governance. Table 1 in Appendix A shows the rest of
the submitted proverbs (translated) that did not enjoy shared agreement.
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Appendix A
Table 1: Different Conceptions About Democracy as Expressed in Proverbs
Proverb
Even the small caterpillar gives of what it has: when it is touched it sheds
some hair.
However small it is, eat it with a friend.
He/she assigns a heavier load to those he/she does not father/mother.
A rude person carries his/her own bag.
Before the cow’s head is disposed of, don’t complain that you never got any
meat.
The person who lances other people’s boils howls loudest when it is his/her
boil that needs lancing.
A walking stick does not belong to the finder but to the one who cut it.
When you take care of a friend’s goat, he/she should in return take care of
your cow.
If you’re punched in the eye, in return you can box the ear.
When one has decided to punish children, none should be exempted.
If a person drew attention to the ceremonial drum, that person’s bones were
used to beat the drum.
No interest is due if that is what was agreed.
The responsible party pays: gonorrhea does not attack the belly button.
You are entitled to sabotage the saboteur.
The aggressor is the one who gets killed.
You are entitled to short change at night the person that shortchanged you
during the day.
It is a losing case where the criminal is the one who got killed.
A monkey cannot sit in judgment in a case where the forest is a party.
Paying for something is better than stealing it.
The more baby rattles there are, the more sound they produce.
Men are like cut grass: some is used to bind the rest.
It is an open space and nobody is forbidden.
When the majority sentiment is that you have done a day’s work, then it is a
day’s work.
Mice, when in big numbers, do not make burrows in the absence of a
predator.
Companions look out for each other just like your hair alerts you to the
presence of a leopard.
An ant that departs the column transforms into a marauding loner.
A person that stays with you in difficult times is a real friend.
There can’t be a thoroughfare in a residence.

Conception
Sharing
Sharing
Justice
Justice
Justice
Justice
Justice
Justice
Justice
Justice
Justice
Justice
Justice
Justice
Justice
Justice
Justice
Justice
Justice
Collective
action
Collective
action
Collective
action
Collective
action
Collective
action
Collective
action
Collective
action
Neighborliness
Neighborliness
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Continued. Table 1: Different Conceptions About Democracy as Expressed in Proverbs
Proverb
A landowner does not convert another landowner’s property: soil does not
absorb a piece of earthenware.
It is with friendship as it is with a banana stem fiber: if it does not thread
through the eye of the needle, it does not weave.
Responding courteously does not mean servitude.
Deliberate steps take one far: the chameleon gets to the city.
A visitor visits where there is peace.
Do not mess up your current residence even if you intend to leave.
He counsels to wait until morning; for sure it is not his mother who’s been
seized by the wild animal.
Eat sparingly if you are to keep going back to where you forage food.
A child’s affection for its mother cannot be bought with big servings of
food.
When summoned in a calm voice one should answer similarly.
A long running unresolved dispute alienates neighbors.
When you help a toddler learn to walk, it grows to help you walk along in
your old age.
A cunning person can make you buy a useless forest.
Not all ten people will hate equally: there is always someone among them
that will break ranks and tell.
A person is left to decide how much his/her mouth can take.
The commentator is like a traveler: when he/she tires of it, he/she takes a
break.
If your bedmate is a hunchback and you do not claim your share of the
blanket, you go without.
What tastes good to one person does not taste the same to another.
Wisdom is never the monopoly of a single person.
Use of a single route got the edible rat killed.
It is good that it rains for we get to know how well the thatched huts hold
out.
Forgetfulness makes you entreat someone whose appeals you denied.
Brute strength is not everything: the hornbill cannot eat chicken.
Don’t claim to be a great farmer and yet all are witness to your uncultivated
lands.
He thinks his costume is sufficient to indicate his interest, and he is not
appointed chief.
The fact that Magala wears a skin should not mislead anyone into
underestimating his wealth.

Conception
Neighborliness
Neighborliness
Neighborliness
Neighborliness
Neighborliness
Neighborliness
Neighborliness
Neighborliness
Neighborliness
Neighborliness
Neighborliness
Neighborliness
Freedoms
Freedoms
Freedoms
Freedoms
Freedoms
Freedoms
Freedoms
Freedoms
Principled
leadership
Principled
leadership
Principled
leadership
Principled
leadership
Principled
leadership
Principled
leadership
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Continued. Table 1: Different Conceptions About Democracy as Expressed in Proverbs
Proverb
Positions are often reversed: the kid that you plodded along by the back of
the head grows up to do the same to you.
At some stage the game will be entertaining when left to the young.
He has covered up for me like King Mutesa Walugembe did when he
ordered that all, including those with skinny legs, should wear long pants.
The outgoing person is entitled to appoint a successor: even a fire will leave
some ash.
Force does not sand the pliable bamboo cane.
Misappropriation is only fit for a dog.
Even good things can be abandoned: on transfer, Chief Nsingiisira
abandoned his millet fields.
The quality that confers a sweet taste to a drink is the same quality that
causes it to turn sour.
A visitor that overstays gets involved in brewing beer.
Eating a lot, by itself, does not stop the craving.
The ingrate will lack for donors.
To insist on brewing beer in one’s seldom used hollowed out tree trunk is to
brew in mildew.
Bombastic talk does not make one a chief: the hornbill is not the master of a
red finch.
If you are a friend of the chief, you can build anywhere you like; even on the
barren rock.
If there is plenty from the source, then you can say that you will never go
without breakfast.
Dependency in the calf is engendered by the mother’s udder.
A sheep derives strength from its fat tail.
To be a confidant of the chief is better than setting traps.
Those who do not listen to what they are told get smacked.
If it is said that he does not punish, then those in his charge are obedient.
The ears that are cast in the plantation come from a disobedient servant.
You have lost in the court of one who is chief as well as a spiritual medium.
The servant who carries his master’s shield into battle gets recognition for
obedience.
A person that has triumphed over you can make you do anything: head lice
will make you carry its eggs.

Conception
Principled
leadership
Principled
leadership
Principled
leadership
Principled
leadership
Principled
leadership
Principled
leadership
Principled
leadership
Principled
leadership
Principled
leadership
Principled
leadership
Principled
leadership
Principled
leadership
Principled
leadership
Cronyism
Cronyism
Cronyism
Cronyism
Cronyism
Servility
Servility
Servility
Servility
Servility
Servility
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Social Justice Projects in Canadian Prairie Schools:
Teachers and Students Challenging Racism

Abstract
This paper offers insights into the value of engaging young people in the struggle
against racism and other discrimination in schools and communities. The authors draw on
several years of experience of facilitating youth activism, and findings from their recent
collaborative research project. Funded by the national Metropolis Project, their research
documents and analyzes best practices from across the Canadian prairies, focused on
school-based antiracism initiatives designed specifically to enhance the social acceptance
of immigrant and refugee students’ cultural and linguistic diversity. The research
examines how voluntary coalitions can overcome sources of resistance and best integrate
the use of technologies to promote inclusion and respect. The authors draw insights from
working with the long-running Students and Teachers Opposing Prejudice (STOP)
program that Lund helped form at a high school in Red Deer, as well as Nabavi’s
ongoing work with the National Youth Antiracism Network (NYAN) and her past
leadership of the Youth Reach Out Against Racism (ROAR) program.
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Social Justice Projects in Canadian Prairie Schools:
Teachers and Students Challenging Racism
Current educational research literature on antiracism and multicultural education
includes relatively few formal analyses of the experiences of activists in school settings.
This research1 was undertaken as a means of gathering a survey of some existing
programs and resources for teachers and students in the prairie region of western Canada.
We seek to understand the experiences of those students and teachers who form voluntary
coalitions or undertake specific school projects to address issues of racism and
discrimination. Antiracism activism is defined for this research as direct action by a
voluntary coalition of students and teachers to raise awareness or bring about social
change toward eliminating forms of racism. Antiracism activism can include organizing
educational programs, displays, group activities, awareness events, media campaigns, and
political engagement on issues of “race,” difference and ethnicity.
Public schools can be sites of conflict based on ethnic and cultural differences,
their growing diversity mirroring Canada’s recent demographic changes (Li, 1999).
Rather than simply waiting to respond to violence or discord in school settings, the
researchers wish to study the development of proactive educational approaches to the
cultural diversity brought about by immigrant and refugee students. A growing body of
academic literature in both Canada and the U.S. shows efforts to reflect cultural
sensitivity in teaching materials and practices (Dei & Calliste, 2000; Nieto, 2004; Sleeter,
1996; Solomon & Rezai-Rashti, 2001). Recent educational research examining
administrative and policy changes necessary to address the growing ethnocultural
diversity in schools has offered insights into school reform (Apple, 1999; Corson, 2000;

4
Ghosh & Abdi, 2004); turning our attention to schools as sites for transformative
activism, the researchers have designed this project to examine collaborative “grassroots”
approaches to challenging racism.
Objectives/Purpose
This study builds on the researchers’ combined expertise and experiences in
antiracism research and activism. Nabavi has extensive experience working in the social
justice field, has lived and worked overseas, has spoken and written on youth activism,
and is the former Youth Coordinator of the Youth Reach Out Against Racism (ROAR)
program in Calgary, Alberta. When he was a high school teacher Lund formed an awardwinning student activist program, Students and Teachers Opposing Prejudice (STOP)
that has remained a model of collaborative antiracism activism for two decades now
(Alberta Human Rights Commission, 2000). For the past several years Lund has sought a
clearer understanding of the practical realities of antiracism work among activist teachers
and students (Lund, 1998, 2003a, 2003b). There is a need for educational research in this
field that includes the views and experiences of actual students and practitioners.
Rationale/Theoretical Framework
As researchers and activists our overarching goal is to understand and analyze the
complex nature of how students and teachers form and sustain coalitions, and actually
make use of technology and web-based materials to establish and sustain projects in
schools. Our approach emerges from a critical theoretical stance that seeks interaction
with political struggles across issues of “race,” ethnicity, class, gender, sexual orientation,
and other elements of social identity (e.g., Dei & Calliste, 2000; Sleeter & Bernal, 2004;
Solomon & Levine-Rasky, 2003). Following Hall’s (1992) theories on culture and

5
identity, this perspective recognizes “race” as a social construction while acknowledging
the racialized context of schooling and the pervasiveness of racism. A large body of
literature on multicultural education in Canada also informs this work (e.g., Ghosh, 1996;
James, 2005; Moodley, 1995), but the traditional multicultural approach to school
research remains problematic in part because of its conceptual overlap with federal
multicultural policies and programs. In addition, much public debate surrounds
multiculturalism in general, and the academic literature reflects numerous critiques of
multicultural theorists’ failure to address systemic forms of racism (James, 2005).
Directing specific attention to antiracism education includes a critical and dynamic
understanding of racism, refined and revised in light of emerging insights from our
collaboration with research participants.
Many teachers and students have chosen to organize initiatives to foster
acceptance in schools across Canada, but relatively few sources exist for meaningful
guidance in forming, sustaining, and studying school-based coalitions. An earlier pilot
project for this research (Lund, 2003a) sought to answer this need by developing an
interactive, web-based resource for school activists based on in-depth interviews with
selected student and teacher activists working in coalitions in Alberta schools. The
researchers made use of this resource as a key data-gathering tool and directed the focus
of the investigation to actual uses and understandings of school projects. Research
participants’ engagement with the Diversity Toolkit (Lund, 2005) resource offered a focal
point for understanding how students and teachers implement antiracism initiatives.
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Procedures: Data Gathering and Analysis
Four longtime social justice activist colleagues collaboratively generated initial
research questions for the pilot study following Carspecken (1996). The researchers
formulated guiding but flexible research questions generated from experiences and
research in this field. Seeking a respectful engagement with the everyday activism of the
participants, the researchers adopted features of a critical ethnographic approach
(Carspecken, 1996) adapted based on prior research (Lund, 2001). While paying
deliberate attention to the researchers’ own values and assumptions, the study sought to
understand participants’ perspectives in their own terms, through a collaborative
interview process of discovery and analysis (Fine & Weis, 1996).
Lund positioned the pilot study itself (2003a) as a vehicle both for facilitating and
evaluating antiracism activism, and an instrument of community building among
committed teachers and students. Rather than deny or downplay their past experiences in
the field, the researchers in this study utilized their roles as “insiders” to obtain more
relevant and sound data, and hope to benefit additionally by disseminating research
results to a wide audience. Refining the methodology for larger national studies of school
activists using the web-based resource materials is another goal for the study.
Guiding research questions include:
1. How do teachers and students conceptualize and articulate their antiracism activism?
2. How might a web-based resource for antiracism activists aid in fostering collaborative
research relationships for studying the understandings of school-based practitioners?
3. How might these understandings, based on the lived experiences of school antiracism
activists, inform research, policies and programming for immigrant students?
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During the initial phases of the project, the researchers took a survey of existing
programs and resources, including recent research on the prairie region (e.g., Lund,
2004). Interviews were held with 13 school-based activists who have undertaken projects
to foster the acceptance of immigrant students. Field visits entailed meeting with activists
in major cities in each of the provinces of Alberta, Saskatchewan and Manitoba. Each
activist was selected using a variety of convenience sampling using community,
professional and expert contacts, and each works with or within schools on collaborative
projects. The researchers conducted field observations and in-depth collaborative
interviews with seven student and six adult participants following protocols of critical
ethnography (Carspecken, 1996). Efforts were made to sample a diverse mix of students
and teachers from schools representing a range of cultural and socioeconomic
demographics and a balance of gender, age and other characteristics.
Interviews: Student Participants
Interviews of approximately one hour in length were held in familiar and private
places where interviewees felt comfortable sharing their thoughts away from other
students or teachers. There were ample opportunities provided to share thoughts and
reflections from their experiences within a non-threatening environment where the
guiding questions could be answered organically through informal discussion. The
interviewers’ past experiences with youth antiracism work created an opportunity to
share experiences reciprocally and to discuss at length some of the aspects of this work
that are usually only shared within insular activist communities.
The interviewees ranged in age from 15-20 years old and came from two distinct
camps; the first group can be broadly characterized as privileged middle to upper class

8
youth, a majority of whom are white and who were introduced to this work through
supportive activist parents. For example, this was the case with Amanda2, who
commented that her family’s activism background and antiracism debates as dinner table
conversation had been instrumental to her current social consciousness. Both Amada and
Jason, whose father has been leading students in antiracism initiatives for the past 30
years in his role as a teacher, both reflected that their engagement in this work felt like a
natural progression in their learning and development and neither could identify an “ahha” moment that led them to this work. As Maya expresses it: “My personal belief is that
people are shaped by their circumstance. So my family is heavily involved in all aspects
of our community… everyone in my family is really upfront about things like that, so
they influenced me in taking initiative.” Likewise, Stephanie says: “My mom has always
had a real interest in this type of stuff and she made me read the newspaper… we always
knew what was going on in the world.” This group of four students felt empowered and
supported in all their pursuits and in all cases they expressed that they felt a duty to the
work because of their heightened social consciousness.
The other three student interviewees came from much different backgrounds.
These students were either first generation Canadians or had immigrated to Canada and
in most cases expressed that either they or their parents had personally experienced
racism. These students often weave stories of their families and immigration into the mix
of reasons that they were committed to antiracism work. Michael, who came to Canada as
a refugee, says that exposure to poverty in his home country has made him realize that in
Canada people suffer differently, and that being Black is a major impediment in Canadian
society. He breaks down while recalling a conversation: “We also talked about what it’s
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like for new immigrants when they come to the country. How others make fun of them,
how they pronounce the words…[crying]” Jasmine, like Michael, immigrated to Canada
with her family and comments that, because she had lived in poverty in her home
country, her commitment to antiracism work was simply “a way to give back.”
The participants’ level of analysis varied greatly, ranging from a grounded
understanding of the multiple and complex dimensions of racism and its social and
political implications, to students who were engaged because of very personal, raw
experiences. Although all students understood that there was a need to challenge the
status quo, where the concept of “race” was concerned, the approaches ranged from more
traditional multicultural efforts, to creating awareness in safe, already inclusive
environments, to confrontational, street-level action.
Interviews: Teacher Participants
The teachers were interviewed for approximately one hour at either their
workplaces or in environments suggested by them. Because of the researchers’
experiences leading youth in antiracism work, it was relatively easy to share “insider”
experience and engage in dialogue around antiracism work where the interviewees did
not have to explain banal details of the work but could move easily to more subtle and
significant elements, expressing their experiences more in more specific terms. A
common thread among all six of the teachers was in their desire to share the informal
learning that had taken place for them outside of the classroom to the students. Their
varied experiences, including exposure teaching in other cultures, interest in world
affairs, and analyses of the integrative and necessary components of formal and nonformal learning were all reported to inform their activism in the classroom.
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Emerging Findings
The researchers transcribed interview data and are currently conducting data
coding and analysis. Follow-up communication, including personal and on-line
interviews, is being conducted on an ongoing basis as necessary. Emerging themes from
student and adult participants’ insights have reflected the original guiding ideas about
how school practitioners experience and resist backlash, negotiate administrative support,
and foster acceptance and commitment among students. Additional challenges to the
activists’ work in schools have included the isolation felt by individual activists and the
internal struggles associated with undertaking projects that address racism and other
discrimination. One teacher, Rebecca, notes the benefits of allowing opportunities for
students to work with others: “One of the things I think is really important in doing
retreats with kids is that they usually feel so isolated. They are working on really difficult
social issues and are often really passionate about it, and they can feel really isolated.”
Student participants also brought up the challenge of dealing with family influences, and
the desire for acceptance by peers while doing this work. As Amanda says:
I took a lot of harsh words from friends because they would make a joke and I’d
be the one saying, “You know this isn’t funny. Do you realize what you just
said?” And so I think it was too much work for them; they didn’t like that they
couldn’t just go out and have a good time because they knew that someone was
listening to them. One friend in particular in high school would say “Everyone
stop talking, ‘love everyone’ is here” when I would walk into the room.
The data analysis is also revealing both the student and teacher participants’ accounts
addressing the apathy they see toward issues of diversity. Michael says he struggles with
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“the students who don’t really see the benefits of what we’re doing. They think that it’s
just a waste of time and they just want to get out of school and relax and it’s hard for us.”
Amanda remarks, “I would say the biggest challenge with dealing with antiracism is
dealing with the people who are quiet about it, so you don’t get inside their head and you
don’t really know what they’re thinking.” There is also shared concern between both
adult and student participants that youth are not being taken seriously by the adult
community. Stephanie says, “People don’t take you seriously. You’re a student, you
don’t care—they just don’t take you seriously. It’s actually really frustrating… I tried to
do something with [an international aid agency] and they were like ‘sorry, you’re not
qualified’ and I would think, I want to volunteer, what does it matter?”
Additional teacher themes about challenges have included struggles with student
recruitment and active involvement, and with finding effective ways to use technology in
their activism. Martin, for example, says that his biggest challenge “was to keep the kids
connected… it’s got to be meaningful in their lives. It have to have some sort of
connection to whatever is running through their heads… just racism is not enough; there
has to be a lived experience of it.” Rory finds frustration with events that do not have the
desired impact: “That’s another challenge; how much more do you do? What do you do?
We plan these events and some of them are flops. I tell the kids that this is life and you
have to roll with the punches and you can’t be all things to all people.”
From our initial analysis of the interview data we have found that both teachers
and student activists are excited to talk about the work that they are doing and have
informally expressed the importance of taking their activism work outside of their
communities. The strengths, weaknesses, opportunities and challenges expressed by
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interviewees are beginning to reveal potential areas to explore more deeply as we further
analyze the intersections of attitudes and practices. The researchers look forward to
sharing further findings and analysis as the study unfolds in the coming months.

Notes
1. This research was supported by the Social Sciences and Humanities Research Council,
through a research grant from the Metropolis Project, Prairie Centre of Excellence for
Research on Immigration and Integration. This paper is based on findings presented at a
conference last fall (Lund & Nabavi, 2005).
2. All names used are pseudonyms.
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Abstract
INTRODUCTION: The sport of golf requires athletes to perform rapid movements
through an extended range of motion. The golf swing places significant stress on the
shoulders, trunk, and legs. It is expected that a golfers’ ability to perform movements
without impairments would be inversely related to successful golf performance.
METHODS: To evaluate this expectation, Division I collegiate male golfers (n=8)
performed the Functional Movement Screen (FMS) which consists of seven movement
tests designed to examine total body flexibility and muscle coordination. FMS test
results were then compared to performance in 4 collegiate tournaments was recorded.
Each tournament consisted of 54 holes (3 rounds). Two of those rounds were completed
back to back on the first day. Pearson correlational analysis was performed to examine
the relationship between FMS score and scoring in each golf tournament as well as
scoring in the two rounds of each tournament completed in the same day. This approach
allowed for examination of both a general relationship to golf performance as well as the
relationship between functional movement and performance as fatigue is builds up.
RESULTS: The average score on the FMS was found to be high (18.50±2.20 out of 21
total points) but ranged from 15 to 20. A significant correlation was identified between
the FMS and overall scoring average among the golfers (r = .71, p = .05). When FMS
scores were compared to scoring in the second round on the same day, the correlation
increased slightly (r = .76, p = .03). CONCLUSION: It appears that functional
movement is related to performance among elite golfers and that the technique involved
in the golf swing may be hampered by limited movement patterns and result in decreased
performance especially in later rounds when fatigue may begin to set in. PRACTICAL
APPLICATIONS: The results of this study suggest that functional movement
impairments among golfers can have a negative impact on performance. Thus, strength
and conditioning professionals should assess functional movement and address any
impairment that may exist in a well-rounded, golf-specific training program.
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Abstract:
Coaches have long suspected that their occupation was a very stressful one. They often
jokingly state that their job is going to kill them. While meant for humor, this statement carries
an unfortunate truth: coaches may very well be at increased risk of heart attacks compared to
many other occupations due to the stressful working conditions that coaches face. Unfortunately,
most of our knowledge about the stressful nature of the coaching profession has come solely from
anecdotal information from coaches. Little research has examined the issue.
Heart rate, especially heart rate variability or the amount of change in heart rate during
stressful situations can be a useful measure, especially with the non-invasive and fairly
inexpensive technology available, to monitor a coaches physiological response to game
situations. To examine this issue, we recruited 20 high school and college coaches to wear heart
rate monitors during games. Nine coaches were high school varsity basketball coaches (men=8,
women=1), 4 were college basketball (JC and Division I, all men), and 7 were high school varsity
football coaches (all men). Each wore a Polar Vantage XL heart rate monitor and researchers
monitored heart rate changes with the Michelangelo wireless heart rate monitoring system. The
Michelangelo allowed researchers to monitor heart rate in real time. This provided immediate
feedback when situations arose during the game (i.e. a coach becoming aggravated with an
official or the play of his/her team). Researchers recorded events that occurred throughout the
game and the change in heart rate that was observed. Following each game, heart rate data were
downloaded from the monitors for examination. Average heart rate was calculated from one hour
before the game until the end of the game.
The average heart rate for the 20 coaches was 130 beats per minute (bpm) or
approximately 65% of the coach’s age-predicted maximal heart rate. Twelve coaches were
measured with periodic heart rates exceeding 90% of their predicted maximal heart rate. The
average number of variations in heart rate of more than 30 bpm was 16 for one entire game and,
on average, it took coaches nearly 5 minutes to return their heart rate to baseline. Both the
number of variations and the time it took coaches to return to baseline are high when compared to
other research and occupations. None of the personal characteristics of the coaches [i.e. age,
experience, gender] examined appeared to be related to increased or decreased heart rate
responses; however, there were noticeable differences between coaches in all three measures. The
football coaches did experience greater increases in heart rate but had slightly lower average heart
rates for the entire game when compared to basketball coaches.
These heart rate data demonstrate that, as expected, coaching is a very stressful job and
measured heart rates are equivalent to moderate to vigorous exercise. The rapid change in heart
rate, especially in situation where elevations remain for some time, also signal severe
psychological stress that is sufficient to have significant health effects if experienced repeatedly
throughout a lengthy coaching career. Coaches should be made aware of the stresses that they
can experience as a result of their choice in profession. Additionally, previous research has
demonstrated that physical activity can be helpful at reducing the response to stressful situations.
We have begun to examine this connection and expect that coaches who are most active and
physically fit will experience fewer negative health consequences than less active coaches.
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Quantitative Ambiguity in Scholarly Research
Farzin Madjidi, Ed.D. and Laura Hyatt, Ed.D.
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Abstract
This research examines the areas of quantitative ambiguity in
scholarly and applied research. An instrument originally
designed by Hoyt (1972) was validated for the purposes of
this study and given to a group of 48 doctoral students. The
purposes of the study were to explore the consistency of
values assigned to the quantitative descriptors used in
reporting findings in scholarly and applied research by
various respondents and whether there are differences in
values assigned to quantitative descriptors based on
respondents’ age and gender. The findings indicated
Coefficient of Variation for the values assigned to the 20
quantitative descriptors used in the study varied from 14% to
183%, suggesting the high degree of inconsistency in either
interpreting or assigning values to quantitative descriptors.
In addition, differences in assigned values were observed
based on gender and age of the respondents. The findings
suggest that great caution needs to be used when applying
quantitative descriptors in reporting findings or in the
construction of Likert and similar scales. Recommendations
for future research included developing a new instrument
with a focus on terms more commonly used in research and
construction of scales, as well as investigating the impact of
variables such as field of study and primary language.
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Background
There has been much discussion around the design and analysis of scholarly
research. Academic shelves are lined with thousands of publications that address
quantitative and or qualitative methods. Many of which, advise the researcher to
be meticulous in instrument design and data collection and analysis (Cooper &
Schindler, 1998; Creswell, 1994; Huck, 2000). This poses less of a problem when
data is dichotomous i.e. agree or disagree; one or two; black or white. Frequently
however, respondents are given a range of selections to choose from typically in
the form of adjectives commonly used as quantitative descriptors e.g. most, many,
a few, several, etc. Assumptions underlying the meaning of these descriptors may
be as varied as the number of responders. The lack of shared interpretations create
inherent difficulties and produce ambiguous results (Payne, 1951; Scipione,
1995).
Purpose
Here we examine the areas of quantitative ambiguity in scholarly research.
Hoyt (1972) surveyed 1180 respondents regarding their understanding of 22
adjectives and phrases used in quantitative reports. In 1998 McCall and Walters
repeated the study with nine different respondent groups. Subsequently in 2003,
Madjidi, in examining differences in interpretation of quantitative adjectives
between coders of qualitative data, surveyed a group of respondents using a
modified version of the Hoyt instrument. All three studies showed a variety of
interpretations of the words and phrases in the survey (Hoyt, 1972; Madjidi, 2003;
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McCall & Walters, 1998). The findings of the aforementioned studies led to this
study seeking to explore the consistency of values assigned to quantitative
descriptors used in reporting findings in scholarly and applied research by various
respondents and whether there are differences in values assigned to quantitative
descriptors based on respondents’ age and gender.
Research Questions
Accordingly, two research questions were posed and examined for this study:
1. How consistent are the values assigned to quantitative descriptors
commonly used in scholarly and applied research?
2. Are values assigned to quantitative descriptors by consumers of scholarly
and applied research different based on their gender and ages?
Methods
Data collection began by examining the validity of the instrument
originally designed by Hoyt (1972) and subsequently used by McCall & Walters
(1998). To establish validity of the instrument, a sample of 25 dissertation
abstracts was reviewed to determine the extent of use and context of the 22
quantitative adjectives identified in the Hoyt instrument. All of the dissertation
abstracts contained at least one of the survey instrument’s words or phrases. The
following words or phrases were not found among the sample: “Damn few” and
“Lots.” These two phrases were eliminated from the Hoyt instrument. In
addition, other quantifying adjectives were also noted: “less, high, low, often,
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some, greater, more and frequently”, but were not added to the instrument to
allow a meaningful comparison of the results with previous research.
A group of 48 doctorate students in an Ed.D. program who were
completing various sections of a research methods course participated in the
study. Each participant was asked to complete the modified Hoyt instrument, as
well as to include his/her age and gender. Participation in the study was voluntary
and anonymity was maintained. Participants were advised they could withdraw
from completing the instrument at any time, or chose to not answer any of the
questions on the instrument. All participants spoke English as their first language.
The instrument was distributed on the first session of class, prior to any
instruction on the topic that might have influenced responses. Overall, 42
completed instruments were received.
Analysis
To determine the variability in values assigned to quantitative descriptors,
Mean, Mode, Median, Standard Deviation, Coefficient of Variation and Range
were calculated and reported. For each descriptor, t-tests were run to determine
gender differences and a correlation analysis was performed to assess the impact
of gender.
It should be noted that since the participants were not randomly selected,
use of t-tests are problematic. This statistic was reported however, not to
encourage generalizing the findings beyond the scope of the study, but to inform
those interested in further investigation of the topic.
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Findings and Conclusions
The first research question asked, how consistent are the values assigned
to quantitative descriptors commonly used in scholarly and applied? Findings are
reported in Figure 1 below.
The first observation from the data is that despite conventional wisdom,
there are no universally agreed upon values that are assigned even to the most
obvious of these descriptors. For example the phrase “a couple of”, generally
interpreted as two of something, had a mean interpretation of 4.14 of 7.61 for a
Coefficient of 183%. Other similar counter-intuitive results can also be observed
suggesting researchers should not take for granted a uniform interpretation of
these descriptors even in what may appear to be the most obvious cases.
In terms of variability, the largest Range, the difference between the
highest and the lowest responses, was observed with the phrase “a consensus of”
(98) while the lowest Range was associated with the phrase “almost none” (19).
It is also noted that the highest Coefficient of Variability (CV), a measure of
relative variability or a ratio of standard deviation over the mean, was observed
with the phrase “a couple” (183%) while the phrase “almost all” had the lowest
CV (14%), indicating a range of 169% in CVs across the 20 descriptors studied.
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1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.

Quantitative
Descriptors
A few
A couple
A majority
Several
Many
Most
Almost all
Hardly any
A substantial majority
A significant number of
Virtually all
Almost none
A small number of
Numerous
Nearly all
A minority of
A consensus of
Not very many of
A large proportion of
A clear mandate

Mean
7.60
4.14
60.54
15.71
45.56
79.31
91.18
5.38
73.81
54.89
93.96
3.08
9.48
45.89
90.92
29.92
77.89
13.67
68.16
77.39

Median Mode
6.5
2
55
10
40
82.5
95
5
75
60
98
2
8.5
42.5
93.5
28.5
72.5
10
73.5
80

3
2
51
7
40
90
90
5
75
75
99
1
10
40
90
49
99
10
100
80

Std.
Dev.
7.92
7.61
18.56
17.67
22.89
16.30
13.09
4.21
14.93
24.75
13.78
3.44
6.93
25.31
13.61
14.53
23.81
8.21
18.45
16.88

Coeff. of
Range
Variation
104%
2-50 (48)
2-40 (38)
183%
31%
5-100 (95)
112%
0-85 (85)
50%
5-90 (85)
20%
15-100 (85)
19-99 (80)
14%
78%
0-20 (20)
20%
5-99 (94)
45%
8-98 (90)
15%
7-100 (93)
115%
1-20 (19)
73%
2-35 (33)
55%
6-88 (82)
15%
7-99 (92)
48%
1-49 (48)
33%
1-99 (98)
60%
3-32 (30)
27%
30-100 (70)
22%
10-100 (90)

Figure 1. Variability with the values assigned to quantitative descriptors.
Also, four phrases, “a couple of” (183%), “a few” (104%), “several”
(112%), and “almost none” (115%) had CVs of over 100% while five phrases,
“almost all” (14%), “a substantial majority of” (20%), “most” (20%), “nearly all”
(15%), and “a clear mandate” had CVs below 25%. Obviously, a factor
contributing to these differences is the mathematical calculation of CV such that a
1 point change in the standard deviation of a low mean, say 5, has a larger
percentage implication on CV than a similar change associated with a high mean,
say 75. Nevertheless, the implication remains strong that values assigned to
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quantitative adjectives describing a lower quantity such as “a few” are more
vulnerable to a larger percentage “error” than those adjectives describing larger
number such as “nearly all.”
The second research question inquired if values assigned to quantitative
descriptors by consumers of scholarly and applied research differed based on
gender and age? For each descriptor on the instrument, t-tests were run to
compare average responses based on gender. The results are reported in Figure 2.

Quantitative
Descriptors
1. A few
2. A couple
3. A majority
4. Several
5. Many
6. Most
7. Almost all
8. Hardly any
9. A substantial majority
10. A significant number of
11. Virtually all
12. Almost none
13. A small number of
14. Numerous
15. Nearly all
16. A minority of
17. A consensus of
18. Not very many of
19. A large proportion of
20. A clear mandate

Mean
Mean
(Males) (Females) Differences
(Female – Male)
n=19
N=23
9.84
6.69
-3.15
4.31
4.56
0.25
53.2
64.4
11.2
15.4
17.7
2.3
42.7
46.1
3.4
77.1
81.5
4.4
94.0
89.1
-4.9
5.42
5.39
-0.03
70.2
77.2
7
47
57
10
93.6
93.5
-0.1
3.10
3.17
0.07
6.6
12.6
6
38.8
50.7
11.9
92.1
88.5
-3.6
29.9
31.1
1.2
72.3
72.4
0.1
11.2
15.2
4
59.4
72.8
13.4
82.4
74.6
-7.8

Figure 2. Differences in values assigned based on gender.
*significant at the 0.1 level, **significant at the 0.05 level

Percent
Differences
(Female – Male)

-32.0%
5.8%
21.1%
14.9%
8.0%
5.7%
-5.2%
-0.6%
10.0%
21.3%
-0.1%
2.3%
90.9%
30.7%
-3.9%
4.0%
0.1%
35.7%
22.6%
-9.5%

pvalues
0.11
0.47
0.02**
0.34
0.31
0.19
0.13
0.49
0.07*
0.08*
0.49
0.52
0.00**
0.06
0.21
0.39
0.49
0.05**
0.00**
0.07*
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In 4 out of 20 descriptors, males assigned larger values than females while
the reverse was true for 13 out of 20 descriptors. The differences reported were
below 0.6% for 3 descriptors. The differences in values assigned ranged from
0.1% (“virtually all” and “a consensus of”) to 32% for “a few” and 90.9% for “a
small number of.”
It appears that, as opposed to males, females in general had a tendency to
assign higher values to quantitative descriptors. There was no general pattern
favoring descriptors reporting larger or smaller quantities. For example, among
the four cases where males reported larger values for descriptors, three reported
larger numbers, for the phrases “almost all”, “nearly all” and “a clear mandate”
and one reported a lower values for namely “a few.”
To investigate the differences in values assigned to quantitative
descriptors that can be attributed to age, a correlation analysis was performed and
the results are reported in Figure 3.
Negative correlations between age and values assigned were observed for
11 of the 20 descriptors in the study while positive correlations were observed for
6 descriptors. The correlations were deemed negligible (at or below 2%) for 3
descriptors. The largest negative correlations were associated with “a couple” (r=0.24), “a majority of” (r=-0.28), “Numerous” (r=-0.41), and “Many” (r=-0.47),
indicating older respondents tended to assign smaller values to these descriptors
than younger respondents. The largest positive correlations were associated with
phrases “virtually all” and “not very many of” (r=0.12), “nearly all” (r=0.13) and
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“hardly any” (r=0.19) indicating older respondents tended to assign larger values
to these descriptors than younger respondents.
No general pattern could be discerned, suggesting that respondents had a
unique approach toward assigning values to each of the descriptors. Even
synonyms such as “nearly all” and “almost all” had different correlation
coefficients of -0.00 and +0.13 respectively, further emphasizing the point of the
need for caution when using quantifying descriptors.
Quantitative
Adjectives
1. A few
2. A couple
3. A majority
4. Several
5. Many
6. Most
7. Almost all
8. Hardly any
9. A substantial majority
10. A significant number of
11. Virtually all
12. Almost none
13. A small number of
14. Numerous
15. Nearly all
16. A minority of
17. A consensus of
18. Not very many of
19. A large proportion of
20. A clear mandate

Correlation
Coefficient (r)/(p-value)
-0.21/(0.22)
-0.24/(0.17)
-0.28/(0.10)
-0.16/(0.37)
-0.47/(0.00)**
-0.13/(0.46)
-0.00/(0.99)
0.19/(0.26)
0.02/(0.89)
0.04/(0.81)
0.12/(0.51)
-0.19/(0.26)
-0.29/(0.09)
-0.41/(0.01)
0.13/(0.44)
0.02/(0.89)
-0.11/(0.53)
0.12/(0.51)
-0.24/(0.17)
0.06/(0.72)

Coefficient of
Determination (R2)
0.04
0.06
0.08
0.03
0.22
0.02
0.00
0.04
0.00
0.00
0.01
0.04
0.08
0.17
0.02
0.00
0.01
0.01
0.06
0.00

Figure 3. The relationship between values assigned and age.
*significant at the 0.05 level, **significant at below the 0.05 level
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Conclusions and Recommendations
The data illustrates the variability associated in assigning values to
quantitative descriptors commonly used in scholarly and applied research. The
findings also suggest that the variability reported earlier can also be a function of
the phrases used, when examined based on gender and age. That is, quantitative
descriptors are likely to be interpreted differently depending on the gender and
age of the respondent. In this light, the findings point to avoiding the use of
quantitative adjectives, without clearly identifying the intended value. For
example, in lieu of stating that, “a majority of respondents reported ….”, one
should state that, “a majority of respondents (64%) reported…” This and similar
techniques can minimize the quantitative ambiguity in reading research as is
demonstrated in this paper. This ambiguity may further be exacerbated for users
of research whose primary language may not be English.
The second area of concern becomes the use of quantitative descriptors in
the design and application of Uni- and multi-dimensional scales. As reported in
the findings, the variability (as measured by CV) in assigning values to these
descriptors can be as large as 183%, thus rendering useless any results obtained
by the use of the descriptor in a scale. Likert, Thurston, Guttman and Semantic
Differential scales are particularly vulnerable to this source of error.
Recommendation for Future Research
Although the Hoyt instrument has been demonstrated valid and has served
as a solid foundation for investigating ambiguity in the use of quantitative
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adjectives, a new instrument that focuses on scholarly and applied research may
prove fruitful. Such an instrument should concentrate on contemporary terms
used in research and in the construction of surveys and questionnaires. As such,
an investigation of the ambiguity in terms used in scales, particularly Likert scales
would be quite valuable.
Inquiry related to improving research methods should continue to be of
primary interest to scholars. In addition to gender and age, other respondent
demographic characteristics such as level of education, field of study and primary
language spoken may be able to account for the variation in values assigned as
observed in this study and should be pursued in future investigation of the topic.
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Abstract
There is an increasing need for schools to be managed in accordance with corporate
governance. The role of the principal in a school is therefore like that of the chief
accounting officer. S(he) should have strategic and visionary leadership. The success
of schools depends largely on the sharing of responsibilities and duties by all who are
in managerial positions, and authority should thus be properly devolved from the top
to the bottom. In managing the school, those in authority do not operate within a
vacuum, but use policy frameworks as the basis for good governance. The South
African Schools Act serves as the most important legislation in mapping out the
governance of schools, and most especially in the decentralisation of decisionmaking. In the provision of leadership and management at schools, there are a
number of issues and misconceptions which need critical analysis. This paper intends
to delve deeper in dealing with issues such as change management, decision-making,
devolution of authority and consensus seeking. Recommendations will also be made
about the salient issues which are to guide good governance and leadership in
schools.
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INTRODUCTION AND ASSUMPTIONS

The recent flood of celebrations that marked South Africa’s ten years of democracy,
welcome as they were, served as a harsh reminder, to the discerning mind, of how much
remained to be done towards the improvement of education provision in this country.
This occurs against the backdrop of major paradigm shifts in the re-conceptualisation of
education as a whole. One of the most pertinent issues that still stick out like a sore
thumb in this regard is the lack of decisive leadership and an astute management of the
changes that inundate the education system and schools in particular. In recent years,
principals found themselves faced with the unenviable task of providing leadership in the
management of the agency of change, and making their schools to be effective centres of
learning and catalysts for change. They have had to be competent and confident
visionaries who led their schools towards the attainment and maintenance of high
standards of education required by the human resource market and other stakeholders in
education.
Coleman (1994:68) defines an effective school as one which responds to… the changing
face of the community in which it is placed, over and above responding to the needs of
learners and educators, which highlights the importance of the nature of the leadership of
that school, and places the school firmly in the position of catalyst and centre for change
within the community). For schools to be effective educational organisations, capable of
managing change and providing quality education, principals who head these schools,
need to change. The quality of the principals’ leadership is crucial to the success of
schools in the changing South African education landscape. In schools that are effective,
one can almost always point to the principals’ leadership as the key to success ” (Fink &
Stoll, 1998:300.
In analysing the role of the principal in the 1990s, Hallinger et al. (1990) conclude that
the leadership of the principal is an intricate, context-dependent set of behaviours and
processes, the larger prevailing context being change. Change in the role of the principal
is essential to any transformation process that is to be both quick and lasting (Carlin,
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1992). It takes a unique person to help give a school an image of what it can be and to
provide the drive, support and skills required to make that image approximate reality.
2

BACKGROUND

According to Thomson and Mabey (1994:12), organisations, and institutions, are systems
of action for managing our environment and fulfilling our needs. They structure effort
and allocate functions to create order out of uncertainty and stability out of turbulence. At
the same time, from their internal and external environments, they are confronted with
pressure to change, which, if ignored, might lead to their downfall. Change is therefore a
foremost concern of organisations and is always problematic. Because of the problematic
nature of change in the South African education system and schools in particular, the
intervention by Government, nationally and provincially, in the form of legislative and
policy changes, has been a welcome move. This intervention by government, through
education departments, was needed as a matter of exigency following decades of
apartheid education, so as to address the need for systemic change and to render new
thinking in education a reality. Thus, the introduction and adoption of legislative and
policy initiatives were some of the means to this end, and of all these legislative and
policy guidelines the South African Schools Act (No. 84 of 1996) is by far the most
central.
2.1

The South African Schools Act vis-à-vis Leadership, Management and

Governance
According to the Report of the Task Team on Education Management Development
(1996), the South African Schools Act (No. 84 of 1996) places the country firmly on the
road to a school-based system of management. Schools are increasingly coming to
manage themselves, which implies a profound change in the culture and practice of
schools. The extent to which schools are able to make and manage the necessary changes
depends largely on the nature and quality of their internal leadership and management. At
the heart of this piece of legislation is a process of decentralising decision-making to the
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level of the school. This process is closely related to trends toward institutional
autonomy, which process is also in progress in other parts of the world. In other countries
the move to school self-management is based on the assumption and understanding that
decisions should be made by those who best understand the needs of educators, students
and the local community.
Be that as it may, however, the move towards self-management in itself offers no
guarantee of positive change. Real transformation depends upon the nature and quality of
internal leadership, management and governance within the school. Self-management
must be accompanied by transformational leadership and internal devolution of power
(Educational Management Development, 1996) in the mode of corporate governance. In
findings reported by Wohlstetter and Briggs (1994:16), from a study conducted of 25
elementary and middle schools in 11 school districts in the United States, Canada and
Australia, the status of the role of the principal changing from being the primary
decision-maker to one of empowering others is underscored. Principals have moved from
the role of middle managers for the district to that of leaders at the school site (Tanner &
Stone, 1998:2-3). The role of the principal has become that of supporting people, talking
to and coaching others, while looking for opportunities to interact has become the
everyday expectation of the principal’s job
The Task Team on Education Management Development (Department of Education,
1996) identifies three approaches to educational leadership and management currently at
work in South African education. These are:
I.

The approach that focuses on technical administrative functions such as
planning, organizing, guiding and controlling, where managers are seen as
those practitioners who implement policy formulated by politicians. This
approach dominated the public service during the apartheid years and infuses
current thinking on educational management, and is concerned with order and
control. In their attempts to deal with the chaos of transition, many leaders and
managers in the education system, including those in schools, are focusing
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strongly on issues such as the professionalism of educators, the development
of regulatory frameworks and the clarification of roles and functions. This
way of thinking focuses on generating an approach to leadership and
management development which emphasizes structure. It is largely concerned
with defining job descriptions, powers, functions and leadership and
management relationships.
II

The second approach attempts to reduce the emphasis on administrative
process. It emphasises the management and leadership functions of
managers in the system as a whole, including those managers who are schoolbased. It is concerned with people development and with the establishment of
leadership and management systems which support education delivery. The
notion of a management team which facilitates change is central to this
approach. It depends on management practices which emphasise the
devolution of power, mission-building, human resource development and
school effectiveness. Leadership and management development which
supports this approach would highlight quality assurance and performance. It
would develop leadership and technical management skills so as to ensure
effective and efficient delivery within education institutions.

III.

The third approach is concerned with governance and with the relationship
between policy-making processes and implementation. It dissolves the
divide between politics and administration and implies an emphasis on
relationship building, stakeholder participation, the management of diversity
and development. Here leadership and management development would focus
on the skills required to build and support the relationship needed to
reconstruct ruptured education and schooling systems.

In view of the need for a transformational principal, whose exploits are observed and
reported from other parts of the globe, one realises a need for South African school
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principals to be prepared to lead the agency of change in schools, and against the
backdrop of corporate governance.
2.2

Corporate Governance and School Management

More than ever before, much attention is currently paid to corporate governance. In South
Africa this has become more important as a result of the outcomes of the King Report II
on corporate governance. Corporate governance essentially seeks to establish processes,
structures and information used for directing and overseeing the management of an
institution. While corporate governance may differ from one institution to another, its
overarching aim of achieving excellence includes an active concern for, an understanding
of and a diligent discharge of responsibilities in a prudent manner. In line with the
objectives of generic corporate governance, issues such as an institution’s productivity,
the duties and responsibilities of those in governance, a review of compensation, business
conduct and ethical behaviour, strategic management, risk management and human
resource management are all fully outlined in the strategic plan of any enterprise.

In view of the increasing demand for value for money and fitness of purpose, there is
more pressure placed on the school to re-model its management structures and make
them more amenable to change, more flexible, more effective and more focused. In this
sense the role of the principal in a school has become increasingly important since the
principal becomes manager of an institution in a corporate sense and plays a vital
leadership role in the overall management of the school. School management structures
are, therefore, very important instruments in the effective transformation of schools into
open environments that cultivate critical thinking. The principal, as leader, should
encompass four fundamental skills, namely, strategic thinking, innovative thinking,
rational decision-making and human resource management.
Strategic thinking is a process used by the leader to formulate, articulate and
communicate coherent teaching and learning strategies and vision for the school (Van der
Westhuizen, 2003:23), while innovative thinking requires the ability to find new
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opportunities for development, learning and growth in every member of the school.
Rational decision-making is the ability to deal with operational problems and decisions.
The rational decision-making model is grounded on goals, alternatives, consequences and
optimality. The human resources model takes account of such aspects as the beliefs,
attitudes and motivations of educators in schools, and of the influence and interaction
between organizational environment and educators (Moloi, 2003:89).
It needs to be pointed out, however, that the principal is not the only role player in the
management and governance of the school. There are other management structures which
include the deputy principals, the school management team, the learner representative
council and the school governing body. Furthermore, there could be other management
structures created at the school to serve a particular need. The school development team
could serve as a good example of a support structure in this instance.

That principals cannot, and should not, run schools as despots, cannot be
overemphasised. During the past decade and a half (Blasé and Blasé, 2002:671-2)
researchers have produced a strong stream of “bright side” empirical studies in the field
of educational management, focusing on the considerable contribution of exemplary
school principals to schools in general, and educator development and student learning in
particular. Notably, this knowledge base provides ample theoretical and empirical
evidence that effective principal leadership can have important effects on student learning
and educator development. In stark contrast, however, little or no empirical inquiry has
systematically examined the ‘dark side’ of school leadership, in particular principal
mistreatment/abuse of educators, or the extremely harmful consequences such forms of
leadership have on schools. Undoubtedly, the failure of both academic and professional
educators to study principal mistreatment of educators in their charge, applying the same
rigorous research protocols used to investigate other educational problems, has resulted in
incomplete, naïve, and even false understandings of how some, perhaps a noteworthy
percentage of, school leaders and educators experience their work.
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To say that principals would be advised to act as a chief accounting officers who consult,
collaborate and seek advice from different role players in the management of schools,
sounds like an overused cliché that is often found dispersed in most leadership and
management literature. However, the spirit of democracy, which is underpinned by
freedom of expression, dialogue, consensus-seeking and respect, must permeate
processes that are geared towards decision-making. Furthermore, principals should take
responsibility for the leadership and visionary roles of the school while, at the same time,
ensuring that effective management and management support structures, such as the
School Management Team (SMT), School Development Team (SDT) and School Based
Support Team (SBST), are in place and fully functional.
3

SAMPLE

Purposive sampling was employed in the identification of schools. These are the schools
which fell within the sphere of the researcher’s duties during the time of research.
Limited resources and time at the researcher’s disposal could not allow a broad choice of
schools. 57 filled questionnaires were randomly selected a sample of 120 collected
(filled) questionnaires from thirteen schools in five districts. This indicated a fair
representation of districts from a total of twelve. Furthermore, ten teachers from
dysfunctional and functional schools were interviewed.
4.

RESEARCH METHODOLOGY

Both qualitative and quantitative research methods were used for achieving the research
aims. Qualitative research is characterised as a methodology that enables in-depth and
detailed analyses within the context of a limited number of persons, although it does
reduce the generalisability of findings (Gay, 1992:240-241). On the other hand,
quantitative method makes use of measures (statistics) and analysis as the bases for date
interpretation. (cf. Sarantakos, 1998:53-54).
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4.1

Interviews

Interviews were employed to establish the leadership and visionary role of principals in
schools. The schools whereat five principals were interviewed are generally viewed as
good in terms of their consistent high scholastic achievement and their seeming good
governance which is reflected by active and effective school governing body. They also
have a good rapport for a high motivation and teamwork by teachers, and the apparent
good behaviour of learners. Furthermore, interviews were aimed at establishing whether
there is any difference in the leadership and governance approaches of principals of
functional and dysfunctional schools. Interviews were also conducted with five principals
of dysfunctional schools. The purpose of the interviews in this regard was to establish
whether principals of dysfunctional schools employ the same fundamental skills to
improve teaching and learning as those of functional schools.
4.2

Questionnaires

Questionnaires were also administered to teachers (see Appendix 1), regardless of their
positions in schools. The majority of schools in which questionnaires were administered
were dysfunctional schools, that is those whose scholastic performance for matriculation
results is below fifty percent. The purpose of the questionnaires was to establish teachers’
views regarding change management and good governance.
4.3

Observations

Observations of the schools’ terrains where interviews of principals were conducted were
employed. Observations focused on the general impression that one gets from schools.
The researchers paid attention to the general order in the management of the school,
teachers and learners commitment to teaching and learning which could be seen on the
basis of punctuality, lesson preparations and quality of written work.
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5.

FINDINGS AND DISCUSSION

The discussion is based on the analyses of interviews and questionnaires which were
administered, both of which reveal that principals and teachers see schools as catalysts
for change and that they have a general understanding of what good governance of
schools is all about.
Ten principals were interviewed across the twelve districts. The interview was based on
their abilities for turning schools around. The researcher observed the records of the
schools to look for signs of success and observed the school setting to find corresponding
evidence of success. Listening to how principals turned their schools around for the
better, the researcher was able to confirm that principals of high performing (successful)
schools embody the four fundamental skills which have been outlined in the literature
review, namely strategic thinking, innovative thinking, rational decision-making and the
human resources model. The interview was focused on the following:
Vision: The principals showed that they were results-driven and goal-directed. They
believe in dynamism of teachers to re-invent themselves.
Strategic thinking: Planning is central to the way they do things. They also communicate
their ideas/strategies in order to make sure that implementation is set within a sound
theoretical framework. They continually assess their operations with a view to
improvement.
Innovative thinking: These principals like to try new approaches and weigh up options
before bringing forth any changes.
Rational decision-making: The principals see consensus-seeking as key to achieving
success. They remain focused on the goals or targets they have set. They tend to test their
ideas by sharing their views with others and keep modifying their beliefs and ideas in
order to suit changing times and contexts.
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Human resources model: They believe in the human potential to do well. They
encourage teamwork. Motivating others is the hallmark of their operations.
All the five principals of the high-performing (successful) schools interviewed possessed
four fundamental skills of a principal. Furthermore, their schools showed exceptional
management and leadership qualities, which are exemplified by the apparent good
governance, high scholastic achievement, high morale and team work by the teaching
corps and enthusiastic learners.
In contrast, interviews with principals of dysfunctional schools showed (in the majority)
that they were not visionaries. They were not passionate about programmes intended to
bring about positive changes in their schools and they did not seem to be in control of
their school situations. In many instances, these principals depended on their heads of
departments to carry out instructions and to manage schools.
One principal of this type of school indicated: “ In this school we do not manipulate
results. Learners’ and teachers’ work reflects their true potential and they work at their
own paces. When learners fail, we tell them that failure in scholastic achievement does
not necessarily imply failure in life.”
This is the type of principal who does not intend to make an extra effort to improve
scholastic performance or bring about any noteworthy changes in his/her school. These
types of principals are happy when learners just achieve an aggregate of 720 for the
matriculation pass, even though in many instances this does not give them endorsement
for university entrance.
In the quantitative survey the majority of educators concurred with the following
statements on change management (see Appendix 2):
•

Change is key to the management of schools (90%);
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•

The school is ever-evolving (75%);

•

Change in a school must come from within (86)%;

•

Flexibility in management approaches is necessary (76%);

•

One must stick to what always works in a school (74); and

•

Variety of management approaches is confusing (63%)

In addition, the majority of educators concurred with the following statements on school
governance:

•

The principal is a key decision-maker in a school (60%);

•

Buy-in approach is crucial to school governance (46% with a relatively high
percentage 38% for being not sure);

•

Learners’ interests in a school need to be catered for (93%);

•

Consultation with key stakeholders is a must in a school (93%;

•

Teachers play critical roles in the success of the school (95%);

•

The SMT shapes the success of the school (75%); and

•

The principal’s philosophy shapes the success of the school (63%).

Interestingly, the majority of teachers did not agree with the statements that the authority
of the principal is final (42%) and that learners’ needs are not necessarily important
(15%).
The research further established that mere understanding of change management,
leadership and good governance do not necessarily lead to accompanying change for the
better in schools. Positive change is brought by taking proactive action to put in place
programmes intended to yield success. This requires great sacrifices on the part of
stakeholders in education, especially the school management team (SMT), the educators
and the learners.
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6

RECOMMENDATIONS

The following recommendations are made with regard to the study undertaken:
•

There is a greater need for systematic and thoroughly prepared ongoing training for
school leadership. This should include all in management structures, including
SMTs, SDTs, SGBs and LRSs.

•

Opportunities need to be created wherein experienced and high performing
principals could serve as role models to inexperienced and low achieving principals.
Emphasis should be on exemplification of good practice.

•

School leaders and stakeholders need to be encouraged to embark on strategic
planning. This will help the school leadership to be more focused, more resultsoriented, more amenable and more hands-on.

•

School leaders should be capacitated to develop and use appropriate evaluation
tools to identify their weaknesses and find strategies to overcome them. They need
to seek solutions from within rather than from without. Outside intervention must
reinforce and harness personal (internal) initiative.

•

Conditions need to be created in schools which will enable schools’ stakeholders to
be ‘dreamers’, ‘prophets’, ‘fortune tellers’, philosophers and implementers. This
will result in schools leadership taking ownership processes that are aimed at
turning schools around.

•

There is a need to accentuate collectivism as against individualism, democracy as
against dictatorship, collaboration as against domineering, magnanimity as against
notoriety, and assertiveness as against timidity in an educational setting.

7.

LIMITATIONS OF THE STUDY

The sample of the schools was not big enough to make generalisations over a larger area.
Researchers did not have enough time to observe over a longer period and establish
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corresponding evidence of good practice or change of attitudes of educators with regard
to change management, leadership and good governance.
8.

CONCLUSION

The research shares some useful hints to education management practitioners about the
current thinking of teachers and school principals about change management and good
governance of schools. It also sheds light on the visionary role of a principal in turning
around for the better. Furthermore, there is general agreement that the principal alone
cannot succeed in managing a school but needs support of all important role-players in a
school.
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Dear participant
This is a study to establish the effectiveness of school governance vis a` vis the
authority of the school principal.
The results of the study will be used to advise on school governance
Please answer each question and give your opinion of the Gauteng Department of
Education as an institution.
Please indicate your level of agreement with statement made below by placing a tick
in the relevant box.
1- Strongly disagree 2 - Disagree 3 -Not sure

4 –Agree

5 -Strongly agree

Please respond to each of the statement below by marking the relevant box with
a tick.
Change management
A1
Change is key to the management
of schools
A2
The school is ever evolving
A3
Change in a school must come
from within
A4
Flexibility in management
approaches is necessary
A5
One must stick to what always
works in a school
A6
Variety of management
approaches is confusing in a school
School Governance
A7
Authority of the principal is final
A8
The principal is a key decisionmaker in a school
A9
Buy-in approach is crucial in
school governance
A10
Consultation with key
stakeholders is a must in school
governance
A11
Learners’ interests need to be
catered for
A12
Learners’ needs are not
necessarily important
A13
Teachers play critical role in the
success of the school
A14
The SMT shapes the success of
the school
A15
The principal’s philosophy shapes
the success of the school

1

2

3

4

5

APPENDIX 2
Percentage scores of the respondents

A1
1.8%
1.8%
5.3%
40.4%
50.9%
100.0%

A2
7.0%
5.3%
12.3%
59.6%
15.8%
100.0%

A3
1.8%
5.3%
7.0%
28.1%
57.9%
100.0%

A4
1.8%
0.0%
1.8%
26.3%
70.2%
100.0%

A5
3.5%
14.0%
8.8%
28.1%
45.6%
100.0%

A6
A7
A8
3.5%
15.8% 12.3%
22.8% 40.4% 29.8%
10.5%
1.8%
0.0%
31.6% 26.3% 28.1%
31.6% 15.8% 29.8%
100.0% 100.0% 100.0%

A9
A10
A11
1.8%
1.8%
3.5%
14.0% 5.3%
1.8%
38.6% 0.0%
1.8%
36.8% 28.1% 38.6%
8.8% 64.9% 54.4%
100.0% 100.0% 100.0%

A12
56.1%
28.1%
5.3%
3.5%
7.0%
100.0%

A13
0.0%
3.5%
1.8%
12.3%
82.5%
100.0%

A14
10.5%
7.0%
7.0%
26.3%
49.1%
100.0%

A15
14.0%
14.0%
8.8%
35.1%
28.1%
100.0%
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Abstract
This paper presents the attitude and performance of the faculty-researchers of the
University of the Philippines in the Visayas (UPV) in publishing research outputs in
refereed journals and other publications. Specifically, this paper ascertains background
and institutional characteristics of the respondents as correlated with their attitude and
performance in publishing research results. The study is guided by the hypothesis: There
is no significant relationship between the respondents’ background characteristics and
institutional factors and their attitude towards research publishing.
Likewise,
respondents’ publishing performance is not affected by their background characteristics
and institutional factors.
Faculty-researchers of the three campuses, namely: UP Iloilo/Miagao, Cebu, and
Tacloban were sampled purposively to compose the respondents of the study. Data were
collected through interview schedule and document analysis. Descriptive statistics such
as percentages, frequency counts, ranges, ranks were used to describe the respondents’
background and institutional characteristics. Cronbach alpha statistic is applied to the
attitudinal measures to test the reliability of the responses. Pearson Product Moment
Correlation and Spearman Rho were used to determine the relationship among variables.
Out of the 71 faculty-respondents, 50.70% were from UPV Iloilo/Miagao, 25.23%
from UPV Tacloban, and 23.94% from UPV Cebu. More than a majority (60.56%) were
above 45 years. Their average age was 46 years old. More than majority (57.70%) of the
respondents finished a master’s degree while (38%) were Ph.D holders. Only two (2.80%)
and 1 (1.40%) attained post-doctoral and baccalaureate degrees, respectively. Notably,
57.70% of them were assistant professors while 31% were associate professors. Only
9.90% were full-fledged professor while 1 (1.40%) was instructor. They had been teaching
in UP for 17 years. Likewise, they were involved in research in the same university for 17
years also. It was found out that 59.2 % of them were teaching more than 12 units. Only
25. 4% were teaching a regular load of 12 units while 15.5% taught less than 12 units.
Vis-à-vis institutional variables, the University of the Philippines in the Visayas
has two existing refereed journals: Danyag, a journal of Humanities and Social Sciences
as well as UPV Journal of Natural Sciences. UPV extends merit/promotion system for
research publications and follows a stringent publishing process.
Findings of the study revealed that the respondents had favorable attitude
(moderate, 57.70% and high, 38%) toward research publishing. This implies that Office
of the Vice Chancellor for Research and Extension (OVCRE) of UPV may not find it
difficult to enforce policies on research publishing within the UPV campuses. As
Fishbein stressed in his expectancy-value theory, individual’ intent to behave in certain
ways could be derived from their attitudes about personal rewards and from how their
significant others will feel about their actions. Thus, UPV faculty-researchers may
readily accept or favor policies in line with research publishing enhancement since they
had a positive attitude toward journal publication. Advocacy for publication in refereed

journals and other academic publications among the faculty-researchers would likely go
smoothly within the UPV campuses;
Results further indicated that (70%) of the faculty-researchers were not satisfied with
their current publishing performance. This implies that the respondents wish to publish
more articles in reputable journals, including the International Serial Index journals.
Hence, the UPV administration should affirm intrinsic motivations to the constituents so
that more journals will emanate from UPV campuses
As far as their publication performance is concerned, faculty- respondents had
relatively low publication performance. They only published articles in scientific
journals very minimally (with an average of .59 and .99 points in international and
national journals, respectively). More than three-fourths (76.06%) of them had no
published outputs in international journals while (43.66%) had not published in national
journals while (90.14%) got no publication in non-refereed journals. As revealed by the
respondents, some problems besetting them in publishing are the slow/stringent
publication process. This suggests that some means still need to be carried out by the
administration to improve the publication performance of the researchers.
Among the respondents’ background and institutional variables correlated with
their publishing performance, it was found out that educational attainment, faculty rank,
and number of years of conducting research in UP affect their publishing performance.
In addition, awareness to research and publication incentives given by the UPV
administration also found to be correlated with their publishing performance. Results
implied that critical areas to consider in increasing the researchers’ publishing
performance are their educational attainment, faculty rank, length of time of conducting
research in UP, as well awareness of research and publication incentives. Thus, efforts to
improve their publication performance must be related to these variables.
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Improving Transition Services: A Statewide Service Delivery Model
Introduction
Transition Services for Individuals with Disabilities continues to be a targeted area of concern for elementary
and secondary education schools as well as special education teacher training programs. At the close of the 2004
school year, 76% of states were in non-compliance in their implementation of transition services for students with
disabilities as regulated and prescribed in the Individuals with Disabilities Education Act of 1997. New Hampshire was
one of the 38 states cited for non-compliance. In response, the New Hampshire Department of Education received a
Statewide Improvement Grant that targeted its resources to improving transition services to students with disabilities,
statewide. Being both innovative and resourceful, the NH DOE petitioned its Institutions for Higher Education (IHE),
asking them to submit proposals that would design a service delivery system focused on improving transition services
to students with disabilities across the state. Four of the IHEs responded: Rivier College, Keene State College,
Plymouth State University and College for Lifelong Learning. The four colleges in partnership with the Department of
Education and Vocational Rehabilitation Department formed a consortium in which they deliberated, researched and
designed a statewide service delivery system that focused on both the pre-service and in-service needs of elementary
and secondary schools as well as institutions of higher education.
The four colleges were different along several dimensions, the demographics of students they served, the
variety of programs and courses of study they offered, their administrative and institutional structures and the specific
tasks they proposed and were assigned as part of the statewide improvement grant. These differences were further
exacerbated by two of the four colleges having difficulty locating college personnel who could assume responsibility for
the project, thus delaying its start. Eventually, these two colleges were forced to hire from outside its faculty to
coordinate and implement their assigned tasks of the project.
Any project that involves people, agencies, organizations, and institutions of varied backgrounds, missions,
expectations and perspectives are initially beset, with organizational and operational difficulties. The success of the
project was contingent upon collaboration and communication of the consortium members, their willingness to share
resources and products, and their commitment to the overarching purpose of the project. Continually clarifying the task
and outcomes of each institution of higher education and the willingness of individuals to work collaboratively facilitated
and enhanced the outcomes of the project.

Project Design
Each college was assigned specific tasks that in several instances were similar in some ways to each other.
Three of the four colleges were responsible for providing in-service education in transition services to a cohort of
secondary education schools across a region of New Hampshire. The secondary education schools that were selected
developed proposals and sent letters of commitment to become involved in the project to the state Department of
Education. The Department of Education selected and created a cohort of the schools and assigned each cohort to
one of the three IHEs using a geographic distance ratio between the districts and the IHE.
As each of the IHEs was located in a different region of the state, the cohort of schools within that region was
assigned to the IHE in the region. Keene State College had the largest number of districts in their cohort whereas
Rivier College and Plymouth State University had significantly fewer districts. Plymouth State University was however,
assigned responsibility for planning, funding and conducting a summer institute or conference that would culminate the
activities of the project as well as possibly initiate the next phase of grant initiatives to support transition. The College
for Lifelong Learning had responsibility for developing a transition curriculum that would train in-service and pre-service
professionals in the knowledge, concepts and skills they would need to successfully provide transition services to
students with disabilities. This curriculum would be shared among the consortium members and possibly be used in
each of the IHE’s in-service training and pre-service courses. Each of the IHEs was also responsible for improving and
strengthening their programs of study for elementary and secondary special education pre-service teachers in the
knowledge and skills involved in transition planning for students with disabilities.
Project Results
The four IHE’s implemented different approaches to pre-service and in-service training maintaining a respect of each
IHE mission and culture while remaining steadfast and deliberate the project’s overall mission. The Consortium of
Institutions of Higher Education investigated transition literature and identified the work being done by Dr. Ed O’Leary
in his Transition Outcomes Project as the service delivery model for improving statewide transition services to students
with disabilities. In addition to this statewide model, the IHEs used and adapted the curricula developed by the College
for Lifelong Learning in its in-service training sessions with the various cohorts of schools. Pre-service training was
formalized with Rivier College’s development of a program of study that would result in a Transition Specialist
Certificate with a concentration in either teaching or counseling. This certificate would be issued by Rivier College and
made available to pre-service graduate school students who are seeking either their Masters in Special Education
degree or their Masters in Counseling degree. Changes in specific higher education courses were adopted by all four

colleges thus enhancing the knowledge and skills of pre-service secondary education teachers and counselors in postsecondary transition planning for students with disabilities. The culmination of the project was realized when over 150
individuals representing private and public schools, agencies and organizations serving individuals with disabilities
attended a statewide summer institute at Plymouth State University in August of 2004. Dr. Ed. O’Leary was one of the
featured speakers and led the group of attendees toward developing district-wide action plans committed to improving
the district’s transition services to students with disabilities. As of this writing, the New Hampshire Department of
Education was awarded a second Statewide Improvement Grant and intends to invite Dr. Ed. O’Leary and the
Transitions Outcome Project to the state to work with districts committed to the project’s goals. The effort of improving
pre-service course work continues at the Institutions of Higher Education.
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Introduction
Many Colleges of Education today are struggling with the arduous task of meeting the National
Council for the Accreditation of Teacher Education (NCATE) mandate to assess teacher candidates’
“professional knowledge, skills, and dispositions necessary to help all students learn” (NCATE, 2002).
Educators have been measuring knowledge and skills for a long time. However, the assessment of
dispositions is a new and awesome responsibility.
Setting aside university mandates, the argument for measuring teaching candidate dispositions is
a provocative one. Educators struggle with remediation of student teachers who do not exhibit the
dispositions necessary to be successful educators. Much time and commitment is required of university
supervisors and field directors when a student is failing. Unfortunately for the student, the outcome of
remediation when the problem is disposition-related is often negative. Furthermore, most remedial
situations are as a result of problems with dispositions. “Research at the University of New Hampshire
confirmed that personal qualities were most important in predicting success in internship” (Usher,
2002).
Allowing students to continue in teacher education when it is obvious they lack the necessary
dispositions to become quality teachers is doing them and their future students a disservice. The quality
of education in the United States is often questioned. Accountability for student achievement falls upon
classroom teachers. “Recently it has become clear that the quality of the education our children receive
depends directly upon the quality of the teachers in our schools. Parents, teachers, educators and
researchers agree that effective teaching happens when the teachers thoroughly know their subjects,
have significant teaching skills and possess dispositions that foster growth and learning in students”
(Wasicsko, 2002).
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Assessment Process at MSUM
In response to an apparent need and NCATE’s mandate, the College of Education at Minnesota
State University Moorhead recently made strides towards implementing a process and instruments for
measuring student dispositions. A pilot of the process was conducted during spring semester, 2005. Full
implementation began the following fall semester.
The process for measuring dispositions begins at the introductory level, just before admittance to
the teacher education program. Students are made aware of the dispositions requirement and are given a
self-assessment. At this point, the purpose of measurement is for student awareness. An opportunity to
counsel with an advisor is also offered at this point.
The second point of assessment takes place at the junior level practicum, after students are
admitted into teacher education. Students again take the self-assessment. Cooperating teachers involved
in the students’ field experience will also fill out an assessment for the student. A progress report is then
given to each student’s advisor. Students meet with their advisors and set goals for improvement based
upon their dispositions self-assessment and the cooperating teacher’s assessment.
The third point of assessment involves each student as they prepare for student teaching.
As part of the student teaching application, an essay must be written about a significant teaching
role in which the student was involved. A rubric is used to assess the essay. If concerns arise as a
result of the essay, the student in question meets with a faculty member of the Field Experiences
Office.
The final assessments of dispositions take place during student teaching. At midterm,
students are given the self-assessment. The cooperating teacher and university supervisor fill out
an assessment about the student as well. The three meet together for discussion and goal-setting.
At the end of student teaching the cooperating teacher and supervisor again fill out a dispositions
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assessment about the student. All three parties meet to discuss how goals were met and how the
student may want to pursue further improvement, if needed. Finally, students have the
opportunity to reassess their dispositions at the end of student teaching, during ED443,
Classroom Management. As a class, students reflect upon the outcome of their student teaching
experience and how dispositions were a factor.
Development of Dispositions Scales
The development of the student self-assessment questionnaire as well as the supervisor
evaluation instruments were patterned after the self-reflective instruments used in psychological
assessments of personality. The education unit had representatives on the subcommittee charged
with creating both of the measurement tools.
The first task handled by the committee was to deeply research the existing literature for
common dispositions that many of the researchers found to be important to success, essential to
adequate performance according to the MSUM conceptual framework, and noticeable for lacking
in unsuccessful students. The faculty at MSUM decided on the following set of 6 essential
dispositions for our teaching candidates; Professional Commitment and Responsibility,
Reflection and Self Assessment, Interpersonal Relationships, Effective Communication, Attitude
Towards Learners, and Respect for Diversity. We then developed 23 different indicators of
those dispositions with approximately 4 items per disposition.
One of the most challenging, vexing, and confounding aspects of measuring teacher
candidate dispositions, especially concerning the self-assessment questionnaire, is whether or not
the candidates are honest in their evaluations of themselves. Taken from the perspective of the
candidate, who knows that there are “right” and “wrong” answers to each of the items in the
questionnaire, and that their continuation in the teacher education program hinges on their
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demonstrating proper dispositions, where is their incentive to rate themselves low in any of the
given areas. The committee decided to include, in the tradition of the Minnesota Multiphasic
Personality Inventory (MMPI), in the self-assessment questionnaire an additional “lie scale” to
each of the dispositional subscales. The teacher candidates are made aware of the lie scales
before they are administered to encourage them to be as honest as possible.
The structures of the two measurement tools are parallel but fundamentally different in
that one is a self-assessment and the other is an objective rating tool filled out by MSUM
university supervisors of practicum courses. The self-assessment is worded in “I” statements
while the Supervisor questionnaire is worded in the third person. For each of the indicators, the
committee took great care in making the items as parallel in the content as possible so that each
questionnaire item measures the same disposition. In this way, candidates and supervisors could
have informative and productive comparative/contrasting discussions concerning candidate
dispositions.
Lastly, the committee was very interested in the consistency of rating the candidate
dispositions across many different raters employed by MSUM. How could a teacher candidate
trust that s/he was being consistently evaluated when the raters from one experience to the next
were different people who could have vastly different interpretations of the stated dispositions on
the Supervisor questionnaire? This issue should be very familiar to measurement specialists:
inter-rater reliability. To address this concern the committee took great pains to develop a
scoring rubric for each of the 23 indicators of the dispositions. The scoring rubric is a common 3
step rating scale ranging from column 1, “Poor” to column 2, “Developing” to column 3”
Outstanding.” In this way, the magnitude and frequency of misinterpretations is minimized by
each of the raters.
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A research study took place during the pilot of the dispositions process. The focus was on
education students as they considered the implications of having their dispositions assessed
during a field experience. Participants kept an audio journal to describe their viewpoint of
working towards their dispositions goals. They were each interviewed and observed in the
classroom three times.
The patterns that emerged from this qualitative study were surprising and intriguing.
1. Students believe it is important to assess dispositions.
2. Students reflect upon their dispositions during a practicum experience.
3. Reflecting upon dispositions makes students nervous.
4. Reflecting upon dispositions makes students doubt their ability to be teachers.
5. Students do not meet their dispositions goals during a practicum experience.
Certainly, further research is needed to confirm the findings of this one set of data.
Ongoing research is being conducted through the 2005/2006 academic year. The participants are
five student teachers who will have their dispositions assessed for the first time by their
cooperating teachers and university supervisors. These students will also take the self-assessment
and set goals for improvement. They will keep a daily audio journal, reflecting upon their
experiences in the classroom and their efforts towards their dispositions goals. Interviews will
take place at the beginning, middle and end of student teaching. Three observations of each
student teacher will also be conducted.
The Supervisor’s Perspective
As a university supervisor responsible for observing teacher candidates as they take full
control of special education instruction in their cooperating teacher’s classroom, the focus on
dispositions is one of interest, curiosity, and a measure of disquiet. In responding to the NCATE
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expectation that all teacher candidates will graduate from approved higher education programs
with substantial knowledge, a skill based framework, and an attitude toward professionalism to
serve students with special education needs and their families, dispositions seems to be more of a
novelty than that of an intentional learning outcome. For example, in a recent debriefing of a
teacher candidate I had just observed teaching three students about decimals. I asked the
candidate what her thoughts were about “my evaluating her teaching dispositions.” Her response
was somewhat unexpected, and for this university supervisor, it was telling. The candidate
responded by saying, “What’s the big deal? Most of the items on the checklist are common
sense anyway. Why do I have to be evaluated about this stuff?” When I responded with “you’re
right, they are common sense and some cooperating teachers report that student teacher
candidates demonstrate a lack of basic teaching knowledge, fail to assess students learning,
report to the classroom late, inappropriately dressed, and ill prepared for teaching.” The teacher
candidate further responded with a non-verbal shrug indicating to me “What’s the big deal?”
Likewise, I observed another student teacher candidate who was absolutely delightful to
watch in the general areas of teaching, one-to-one instruction to address a specific IEP need, and
genuinely demonstrated respect for the student based on what and how the candidate talked with
the student. This strong student teacher candidate was energetic, active, engaging with the
students, and checked in with the cooperating teacher to ensure all was in order and moving
forward in an appropriate manner. Clearly, this observation was what I was wanting, and frankly
needing to see.
Why the distinction between the two? Personality? Time of day? Blood sugar levels?
Was there something in this final student teaching circumstance that I could have predicted based
upon my teaching experiences with these two candidates? What could be the link tying the two
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experiences of student teaching to student candidates receiving university instruction? I recall
having these two special education teacher candidates in many classes and on occasion, they
were in the very same class. When I reflected back upon my teaching experience with these
candidates, I wasn’t surprised to recall that the energetic and engaging candidate was somewhat
energetic in class very much like how the other teacher candidate was frequently quiet,
disengaged, and less than focused. To engage this second candidate in a teaching-learning
dynamic in class was a challenge. It is my gut guess a strong enough measure to begin the
process of “observing” the soon to be student teacher while they are still taking classes? What is
the best way to begin observing a student teacher and begin planning interventions for this
candidate even before they step foot into a cooperating teacher’s classroom?
A possibility could exist in this brief remark made by a colleague in a recent faculty
meeting. My colleague was describing how she reviewed the dispositions observation form in
her class in order to prepare the candidates for what was expected of them in their student
teaching and how they would be evaluated. The candidates were encouraged to ask questions
and express views on the different disposition areas to be observed. One student remarked that
they weren’t very excited to see it was expected of a teacher candidate to “solicit suggestions and
feedback from others and is [expected to be] receptive to that feedback.” This student was
convinced that it wouldn’t be necessary to ask for constructive feedback. It wasn’t clear to my
colleague as to what the student meant by that view. Fear? Anxiety? Not seeing the big
picture?
Curiously, I had an immediate response to this anecdote. The teacher candidate I
described above who wasn’t very interested in the dispositions observations had demonstrated in
my classes little or no interest in receiving constructive feedback or when it was provided, failed
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often to respond to it. The energetic and genuinely engaging student was grateful for feedback,
liked to visit after class to further discuss learning, and responded to the requested feedback I
provided. As a result, this candidate’s teaching knowledge and skills became more substantial,
and when observed in student teaching, more effective. Is it possible that the manner in which a
teacher candidate views the value of constructive feedback, responds to it, and eagerly seeks it
out could be a marker for a more positive dispositional teacher for the profession of education? I
don’t know the answer to this inquiry, but I think this idea needs further interest and study.
Conclusion
Educators are mostly in agreement that there is a great need for the measurement of
education student dispositions. Those who are opposed will be motivated by the NCATE
mandate to comply. Minnesota State University Moorhead’s impetus was some of both. The
need was apparent and NCATE’s mandate provided the incentive to move forward. In retrospect,
the process to create and implement dispositions assessment has been a learning experience
which has proven to be thought provoking and valuable for both faculty and students at MSUM.
The process for measuring dispositions at MSUM is multifaceted, which provides a
system for triangulation of data. When students are required to have their most personal
professional qualities assessed, it is imperative that the process be as fair and objective as
possible. This comprehensive system can be somewhat cumbersome for those of us who
administer it, so the need for more faculty to become familiar and involved with the process will
be vital to its success.
The tools for measuring dispositions continue to be a work in progress. As more data is
collected and feedback received from the field, the measurement tools become still more valid
and reliable. It is our intent that dispositions assessment be as painless for our students as
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possible. The instruments for assessment must be sound, logical, and consistent to fulfill the
requirements of the dispositions mandate and need, while considering concerns of students.
While the process and instruments for measuring dispositions are vitally important and
must be carefully and thoughtfully considered, most thought provoking is the way students
respond. Research conducted so far indicates that students begin the process with enthusiasm and
high expectations. As time progresses, however, a transformation occurs that allows students to
fall back into their old habits. From a university supervisor’s perspective, differences the way
students perceive dispositions measurement may occur because of the unique qualities of each
individual. Many questions remain and many avenues need to be explored. Of one thing we are
certain; dispositions measurement is continually a work in progress that must be thoughtfully
carried out and carefully administered.
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Abstract
Why Children Cut: What Every Teacher Should Know About Cutting
According to Strong (1998), cutting or self-mutilation is “The deliberate, direct,
nonsuicidal destruction or alteration of one’s body tissue” (p. xx). This manuscript
addresses the following: (a) three reasons students engage in cutting behavior, (b) what
cutting is and is not, and (c) action points for teachers who have students who cut
themselves.
Although reliable statistics for the occurrence of cutting are not available, a review of
the psychiatric literature addressing self-mutilation that has been produced in the last ten
years testifies to how widespread this problem is, especially among adolescents. Among
adolescent psychiatric inpatients the frequency of self-injurious behavior (SIB) has been
reported as high as 61.2 percent (Nixon, et al, 2002). This article is for teachers who
want to learn more about teaching and supporting students who self-injure.

2

3
In Dostoevsky’s The Brothers Karamazov is the following description of a young
woman named Lise:
(She) unlocked the door, opened it a little, put her finger in the crack,
and slammed the door as hard as she could. Ten seconds later she
released her hand, went slowly to her chair, sat down, and looked
intently at her blackened, swollen finger and the blood that was oozing
out from under the nail. Her lips quivered, “I am a vile, vile, despicable
creature, “ she whispered (Dostoevsky, 1970, p. 697).
Masochism, the irrational self-infliction of pain, is more easily defined than understood.
There was a time when a teacher used the word cutting only in reference to a student
skipping class. In recent years this word has taken on additional meaning. Cutting, or
self-injury, is “deliberate self-harming behavior but without conscious suicidal ideation”
(Patel, 2003, p.2). To define cutting is neither to explain nor understand it. By mere
definition, tattooing, body piercing, and cosmetic dermabrasion are acts of selfmutilation. Although painful, such alterations of the body are purposeful in a way many
people consider positive. Cigarette burns, carving letters in the skin, head banging,
sandpapering the face, lacerating forearms, wrists, or thighs, inserting needles and
applying acid to one’s skin are undisputedly painful but not purposeful in an obvious
way. In the summer of 2003 mountain climber Aron Ralston, hopelessly trapped for five
days by an 800 pound boulder pinning his arm, amputated his arm with a dull pocket
knife. Because the purpose of this remarkable act was survival, the word courageous,
rather than pathological, is use to describe Aron Ralston. This is in contrast to the
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seemingly purposeless self-infliction of pain for the sake of pain itself.
Who would do any behavior solely for the experience of pain? The answer to this
question is nobody! The challenge in considering cutting is to make sense of what
appears to be senseless behavior. Psychiatrist Favazza has studied cutting for over
twenty years. His research began when he became “intrigued by the possibility that some
forms of self-mutilation represent an attempt at self-healing” (Favazza, 1996, p. xi).
His investigations have brought him to the conclusion that self-mutilation is a positive act
performed to promote relief from greater pain or recovery from mental illness: “(Cutters)
deliberately harm themselves to feel better, to get rapid respite from distressing thoughts
and emotions, and to regain a sense of control” (Favazza, 1996, p. 243).
Dr. Favazza shows conceptual agreement with theologian C.S. Lewis, who
characterized undesirable behaviors as attempts to accomplish good things in bad ways.
An intelligent and productive consideration of cutting includes making sense of it by
understanding the positive effect it has on the cutter.
Teachers are significant people in the life of a student who cuts. Teachers have
ongoing contact with children who self-injure and maintain academic and behavioral
expectations for them. The interactions that teachers have with these students is
consequential. Self-injury is an impulsive act done to regulate mood (Favazza, 1996,
p. 253). School is one setting in which frustration, anxiety, tension, and other emotions
vary throughout the day. “In the midst of emotional turmoil, physical pain helps people
disconnect from the turmoil” (Marano, 2004).
This article explains why cutters engage in self-mutilation and provides descriptions
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of therapeutic interventions. This information is introductory to the action points for
teachers. Knowing why students self-injure and the strategies for treating them will
emphasize the logic and value of the action points.
Three Reasons Why Cutters Cut
Although it is estimated that 2,000,000 individuals in the United States engage in cutting behavior,
“Favazza’s own research indicates that even the two million number may be too low” (Strong, 1998, p.
25). Similar to people with eating disorders, those who cut are determined to hide their self-abusive
behavior and adept at doing so. Their fear of being discovered and considered crazy, combined with
parental denial in the cases of children, makes it believable that 2,000,000 is a minimal figure. Favazza’s
survey of 500 college students in an introductory psychology class produced the finding that 12 percent had
at least once in their lives deliberately cut, burned, or in some other way harmed themselves (Favazza &
Contiero, 1988).
Why do cutters cut? A three-word response to this question is: distraction, dissociation, and symbolism
(Contiero & Lader, 1999). Distraction: Some cutters are terrified by what they feel. Overwhelmed by
developing emotions, such as rage or despair, self-injury interrupts the development of these feelings. The
exchange of emotional terror for physical pain is an unconscious bargain for the cutter. A clinical example
is one of my own patients who explained that burning herself arrested the accretion of her anger: “I get so
angry that I’m afraid of what I’m going to do.” Perhaps Dostoevsky’s Lise is a literary example of a selfinjurer who became overwhelmed by the intense hatred she felt for herself. Lest her self-loathing impel her
to suicide, the excruciating pain of a mangled finger distracted her from the unfolding of a self-hatred that
could have ended her life (Patel, 2003).
Dissociation: In Guest’s (1976) Ordinary People a suicidal teenager, Conrad, tells his psychiatrist that
whenever he feels, all he feels is bad. Human beings feel, both physically and emotionally. However, if the
only emotion experienced is a continuously deepening sadness, the emotional life eventually shuts down.
Emotional numbness is a disorienting state. An analogous experience is an injection of Novocain as part of
a dental procedure and the subsequent absence of feeling that is strikingly odd. Until feeling returns there is
a recurring probing of the numbed area with the tongue. Relief is experienced with the return of sensation.
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Cutting serves the same purpose as probing. The experience of pain is a return to normalcy for cutters,
providing relief. They are no longer eerily disconnected from their bodies and/or emotional lives.
Numbness provides a temporary relief from the terror of feelings that are becoming uncontrollable.
However, then the numbness becomes even more terrifying because it is unnatural and, hence, unfamiliar
to the extent of being weird. With cutting comes the reintegration of the self; the experience of pain
provides reassurance to cutters that they are alive and human.
Thanatologists, specialists in grief and bereavement, report that emotional numbness is the first stage
experienced when learning of a loved one’s death. Mourning begins with numbness in anticipation of the
overwhelming sadness that is imminent (Worden, 2002). The loss of a loved one is a psychological trauma
that can result in the bereaved experiencing a type of dissociation known as depersonalization, in which
one feels detachment from oneself. However, this would not be clinically diagnosable as a dissociative
disorder unless the disturbance of self-awareness and functioning is profound and lasting (Seligman,
Walker, & Rosenhan, 2001, p. 233). For cutters, being emotionally overwhelmed often is accompanied by
detachment from themselves . This experience of depersonalization can be discontinued by self-injury.
Symbolism: In the Christian tradition a sacrament is understood as an outward expression of an inward
grace received. A sacrament, like the partaking of wine and bread in communion, is a ritual of symbolism.
For some cutters, blood flowing is an outward expression of an inner release of undesirable emotion. In an
interview (Strong, 1998) a sixteen-year old girl offered this description: “It’s like when you see the blood
flowing out, the pain and fear are flowing with it”
A reference to the aforementioned Aron Ralston might help demystify the symbolic nature of cutting.
When asked what it was like to begin the amputation of his arm, he replied that he experienced relief.
After six days of helplessness and frustration beyond description, finally he was taking action. Similarly,
some cutters report, as did one of my patients, “It feels good just to do something.”

What Cutting Is and Is Not
Appearance to the contrary, cutting is not a suicidal act. Ironically, it is an unconscious effort at suicide
prevention (Favazza, 1996). The emotions that provoke suicide are rage, aloneness, and despair. Self-
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injury halts the development of these lethal sentiments. Left unchecked, these feelings eventually would
manifest as authentic suicide attempts. Like alcoholism or compulsive overeating, cutting is a maladaptive
coping mechanism that can become an addiction. Interesting is that Naltrexone, a drug used in the
treatment of alcoholism and drug addiction, has been successful in some trials in controlling cutting.
Naltrexone takes away the euphoria experienced by some cutters by blocking the body’s natural opiates
(Gardner & Cowdry, 1986). The word euphoria is not an overstatement. The cutter who reports that selfinjury is better than any drug induced high or even an orgasm is not unique.

Action Points for Teachers
As previously stated, a teacher can be a valuable adjunct to the therapeutic team of a self-injuring
student. Such participation requires an understanding of cutting and its treatment. Reading this article
implies a willingness to be helpful. Treatment for those who cut include some or all of three interventions:
behavioral therapy, cognitive therapy, and medication.
The father of behaviorism, B.F. Skinner, emphasized the effectiveness of positively reinforcing
desirable behaviors and negatively reinforcing those that are undesirable. Some students who self-injure
are plagued with social anxiety. Being perceived by teachers and peers as weird keeps these students
isolated and away from a source of uneasiness. Teachers who believe that social anxiety is motivating
cutting behavior should consider ways to gradually desensitize the student to social situations. At the other
extreme, cutting can be an attention getting behavior. Teachers who believe that to be the case should give
attention to other-than-cutting behaviors that are positive. A teacher can unwittingly positively reinforce
cutting by being an amateur psychotherapist and building a relationship with a student that is based on
talking about cutting.
Students who cut are driven to do so by feelings. When they cut, one feeling stops and another begins. If
it is known that certain activities, like small group work or oral reports, generate anxiety and provoke
cutting, there should be no insistence on participation. Instead, alternative assignments that will be
minimally anxiety provoking should be provided. It is important to be mindful that self-injuring students do
not like surprises. If an activity is planned that might generate anxiety for a cutting student, the student
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should be provided with notice well in advance. Further, it would be helpful to discuss with the student a
strategy for accomplishing the assignment, including the support to be provided
Cognitive restructuring is the therapeutic technique of teaching someone to think differently by
entertaining new thoughts and reframing situations. Many self-injuring students view the world as an
unfriendly place. It would be helpful to interact with these students in such a way that evidence is created
for the belief that the world can be a friendly place. Hopefully, a teacher’s style of relating will encourage
cutters to resort to people, rather than self-injury, in managing anxiety.
It is imperative that teachers be patient with these students. An impatient teacher exacerbates anxiety for
most students and especially cutters. When cutting students are resistant to assignments a reaction of
insistence on compliance serves no good purpose. Instead, a conversation in which the student is given an
opportunity to explain the resistance is more likely to be helpful. The teacher who listens without
interruption and considers the possibility of an alternative assignment is collaborating with the student and
serving as a mentor. An exemption from assigned work should be given only as a last resort.
Self-injuring students are helped by those who are empathic with them. It is not necessary to have had a
personal experience with cutting to be familiar with anger, anxiety, guilt, rage, and sadness. A sense of the
emotional turmoil of cutters can be acquired by those who recall times when they have experienced these
emotions.
It is important to be extremely deliberate in judging students who cut. The impulse to consider these
students as apathetic, lazy or manipulative must be resisted. Also to be resisted is the urge to label them as
crazy. Teachers who are educated about self-mutilation are not likely to reinforce the fear these students
have about themselves that they are crazy. The more a teacher understands this problem the less will be the
inclination to even think of the word crazy.
Cutting students are encouraged by those who are optimistic about recovery. When people who are
significant in the lives of cutters give up on them, it sends the message that they ought to resign themselves
to a lifetime of self-abuse. Just as alcoholics receive effective support from AA, so also those who cut are
helped by SAFE (Stop Abusing For Ever) and 1-800-DONT-CUT. The legendary football coach Vince
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Lombardi expressed not giving up by telling his players that they never lost a game, they just ran out of
time.
Maintaining patience, empathy, and optimism will require determination and self-discipline. Students who
cut present a challenge to a teacher’s professionalism. Nevertheless, if interactions with these students are
to be productive, this challenge must be met.
It is probable that a cutting student is taking a psychiatric medication. A student on such a prescription
provides sufficient evidence that a serious psychological problem is being addressed. The effectiveness of a
medication depends on not missing a dosage. .Also, medications often have side effects. It is not unusual
for anti-anxiety and anti-depressant medications to cause fatigue and/or a compromised attention span.
These students should be thought of no differently than those who are being medicated for an allergy or
diabetes.
Conclusion
Cutters are not psychotic, but they are neurotic and like all people with neurosis they are trying to
manage unpleasant emotions. They are misguided in their effort at coping because they are trading one
emotion for another without therapeutic effect. If you can show patience and understanding with these
students they can devote their attention to the forces that are driving them to cut. That is where their
attention needs to be directed rather than toward interpersonal conflicts with teachers.

9

10

References
Contiero, K. & Lader, W. (1999). Bodily harm. New York: Hyperion.
Dostoevsky, F. (1970) The brothers Karamazov. (p. 697). New York: Bantam Books.
Favazza, A. & Contiero, K. (1988). The plight of chronic self-mutilators. Community
Mental Health Journal, 24, 22-30.
Favazza, A. (1996). Bodies under siege: self-mutilation and bodily modification in
culture and psychiatry. (second edition) Baltimore, MD: The Johns Hopkins
University Press.
Gardner, D. & Cowdry, R. (1986). Positive effects of carbamazepine on behavioral
dyscontrol in borderline personality disorder. American Journal of Psychiatry,
143, 319-322.
Guest, J. (1976). Ordinary people. New York: Viking Press.
Marano, H. (2004, November/December). Psychology Today Magazine, Article 3656,
Retrieved April 4, 2005, from http://cms.psychologytoday.com
Nixon, M., Clotier, P. & Aggarwal, S. (2002). Affect regulation and addictive aspects of
Repetitive self-injury in hospitalized patients. Journal of American Academy of
Child and Adolescent Psychiatry, 41(11), 1333-1341.

10

11

Patel, S.(2003, March). Self-injurious behavior (SIB) in adolescents: an important
consideration as a risk factor for suicide. Retrieved April 4, 2005, from
Pennsylvania State University College of Medicine Website:
http://www.childafvocate.net/Self-Injurious Behavior Risk.html.
Seligman, M., Walker, E. & Rosenhan, D. (2001). Abnormal psychology. (p. 233).
New York: W.W. Norton and Company.
Strong, M. (1998). A bright red scream. New York: Penguin Group.
Worden, J. (2002) Grief counseling and grief therapy: a handbook for the mental health
practitioner.(p. 25). New York: Springer.

11

Motivation: Theory and Application to Teaching
Topic: Educational Psychology
Presentation Format: Workshop

Max Malikow, Th.D.
Assistant Professor of Education
Le Moyne College

Contact Information:
Education Department
Le Moyne College
1419 Salt Springs Road
Syracuse, NY 13214-1399
(315) 474-4357
malikowm@lemoyne.edu
Abstract
Motivation is one of many words people regularly employ without having an appreciation for the
complexity and deeper meaning implied by the word. It is Carl Rogers’ opinion that children have an innate
motivation to learn that is often dampened by teachers. The reader is invited to consider that no
professional needs to understand the theory and application of motivation more than teachers. This tripartite
essay addresses motivational theory and its applications to teacher burnout and lesson planning

Motivation: Theory and Application to Teaching
Motivation is what gets you started. Habit is what keeps you going. (Unknown Author)
The movie, The Cinderella Man, is the true story of James Braddock, who went from an unemployed
relief recipient to heavyweight champion of the world in 1935. Braddock’s story is a story of motivation,
“the need or desire that energizes and directs behavior” (Myers, 2004, p. 455).
Motivation is more easily defined than understood. That, “inner drive … that causes a person to do
something or act in a certain way” (Webster’s, 1984, p. 929) is always a matter of conjecture. Rare are the
instances in which an assignment of motivation can be made with certainty. Two years ago a mountain
climber, whose arm had been pinned by an 800 pound boulder, amputated his arm with a pocket knife
(Reilly, 2003). Trapped for six days and dying, what else could have been the motivation for this unique
surgery except survival? Less obvious, but still impressive, is the motivation of Ben Comen. He is a high
school cross-country runner with cerebral palsy who alternately runs and falls every meet for almost an
hour; the time it takes him to cover three miles. His extraordinary drive does not lend itself to a simple
explanation (Reilly, 2003).
Psychology is the science of mind and behavior (Myers, 2004, p. 8). Most people are at least
occasionally curious about why they think, act, and feel as they do. Even in the Bible this mystery of the
self to the self is described in a lament of the Apostle Paul: “I do not understand what I do. For what I want
to do I do not do, but what I hate I do” (Romans 7:15). Abraham Maslow’s triangular diagram of the
hierarchy of needs represents his explanation of motivation and is ubiquitous in the social sciences
(Maslow, 1970). Another psychologist has attempted to quantify motivation by constructing a list of the
human needs that drive behavior (Murray, 1938). In his riveting memoir, F.B.I. Agent Robert Ressler
describes his career as a profiler of serial murderers. An assumption of his work was that the motivation of
their horrific behavior was discoverable and explainable (Ressler, 1992, pp. 131, 137). It is not an
overstatement to say that ultimately all of psychology is the study of motivation.
This article consists of three components. First, the complexity of motivation is considered. Second,
the concept of motivation is applied to teachers motivating themselves. Third, application is made to the
motivation of students.

The Complexity of Motivation
As previously stated, to define a word is not to understand it. In the movie, The Shawshank Redemption
(1994), a prisoner is asked at his parole hearing, “Are you rehabilitated?” At first, he responds by saying
that he does not know what the word, “rehabilitated,” means. Condescendingly, one of the parole board
members begins to provide a definition. The prisoner, a man in his sixties who has spent almost all of his
adult life in prison, interrupts with an eloquent and moving description of what “rehabilitated” means to
him. His understanding of the word is that it means to be profoundly regretful at having acted foolishly and
missed out on the life he might have as a free man.
Like rehabilitated, motivation is one of many words people regularly employ without having an
appreciation for the complexity and deeper meaning implied by the word. Consider the question, What
motivates people to eat? Even the obvious and simple answer, “hunger” has an implied complexity. Hunger
is explained by the physiological interaction between blood glucose and the part of the brain that brings on
the experience of hunger (lateral hypothalamus). However, a complete understanding of the behavior of
eating requires other considerations. In this country, eating occurs at culturally determined intervals:
breakfast, lunch, and dinner. Hence the phrase, “It’s time to eat.” Another cultural influence on eating is
occasion. Eating popcorn while watching a movie or eating a hotdog (or peanuts and Cracker Jacks) at a
baseball game are examples of activities associated with certain foods. Also, some cultures are
stereotypically characterized as lovers of food (Italian) more than others (Asian). Further, eating disorders
are not explained physiologically, but psychologically. The anorectic’s hypothalamus is in good working
order and many overweight people use food as an antidepressant.
An indication of the complexity of an issue is great minds disagreeing. B.F. Skinner believed the study
of human behavior should be restricted to that which is observable. In contrast to Skinner is Sigmund
Freud, whose psychoanalytic explanation of behavior relies heavily on things unseeable: id, ego, superego,
conscious, subconscious, unconscious, etc. One can imagine Skinner and Freud discussing a case of an
adolescent girl with anorexia nervosa. Positive and negative reinforcement would be integral to Skinner’s
treatment program while Freud’s would use psychotherapy to address the inner-conflict driving the
behavior. Another way of expressing this difference is that Skinner would focus on the observable
(behavior) and Freud’s attention would be given to the unobservable (motivation).

Yet another means for considering the complexity of motivation is language. It is interesting, but not
coincidental, that in both Hebrew and Greek the word used for wind is also the word for spirit. To be
persnickety, actually no one ever has seen the wind blowing. Anyone who claims to have done so has
made an inference from the effects associated with wind activity. The Hebrew word ruach and the Greek
pneuma can mean either wind or spirit depending on the context of usage. Like the wind, motivation is
invisible and subject to inference from that which is seen: behavior.
Application to Teaching
The remainder of this article is intended to, “give to airy nothing a local habitation and a name”
(Shakespeare, circa 1595). Knowing the definition of motivation and appreciating its complexity are
necessary but insufficient for the work of teaching. For educators, the end of studying motivation is the
application of what is learned for the motivation of teachers and students.
A. Bartlett Giamatti, former President of Yale University and Commissioner of Baseball, wrote:
“Teachers believe they have a gift for giving; it drives them with the same irrepressible drive that drives
others to create a work of art or a market or a building” (Kelly-Gangi and Patterson, p. 12). Rereading
Giamatti’s quotation with the word drives replaced by motivates clarifies the necessity of a teacher’s
conviction of being in the right work. A teaching of Buddhism is that the right path in life includes the right
livelihood. The Buddha taught that, “each one must take up work which will give scope to his abilities and
make him useful to his fellow-man” (Starkes, 1986, p. 60).
The importance of identifying and maintaining a sense of calling in one’s work cannot be overstated
and is the subject of psychologist Marsha Sinetar’s book, Do What You Love, the Money Will Follow
(1987). Her thesis is that being engaged in the right livelihood is a win-win situation. People who love their
work will do it well and are likely to prosper financially. People who love work that does not lend itself to
affluence will experience such contentment that money will not matter.
Giamatti, the Buddha, and Sinetar speak of work that makes it seem that some people are immune to
burnout. However, even for those who love their work and are energized by it, burnout is a possibility. No
one should take for granted an exemption from the loss of energy, enthusiasm, and sense of purpose for
work. Those who believe burnout could never happen to them would do well to consider that an unguarded
strength is a double weakness.

For Teachers: Nine Principles for Maintaining Motivation and Responding to Burnout
The principles that maintain physical health also effectively treat illness. In this section nine principles
are given for sustaining motivation and preempting burnout. These principles also provide effective
responses to a developing burnout.
To ensure that burnout is understood in the context of this article, the following criteria are provided:
(1) emotional exhaustion, characterized by starting the day tired;
(2) depersonalization, characterized by strained relationships; (3) reduced satisfaction, characterized by the
perception that work is meaningless (Maslach, 1999).
(Note: These principles are presented in the third person with the intention of making them more
effective in serving as a checklist.)
1. Respond to the symptoms. If the criteria for burnout given above seem to describe you then consider
yourself on the road to R.O.A.D. (retired on active duty). A saying among mental health professionals is,
“Denial is not just a river that flows through Egypt.” The mere suspicion that you are burning out ought to
be taken seriously.

2. Know the critical distinction. It is imperative for life in general and work in particular that you
separate the things you can control from those you cannot. A key to success for recovering alcoholics is the
ongoing prayer for wisdom to make this distinction as well as strength to change some things and courage
to accept others.
3. Do not treat your car better than yourself. Hopefully you take some care in maintaining your car.
(If you do not then both you and your car are in trouble.) If you doubt that attention to diet, exercise, and
sleep would make a positive difference in your life then perform a two-week experiment. See if fourteen
consecutive days of one improvement in each of these three areas makes a difference. If you refuse to try
this experiment then explain your resistance to yourself.
4. Have a spiritual dimension to your life. Albert Einstein wrote, “Strange is our situation here upon
the earth. Each of us is here for a short time, sometimes seeming to divine a purpose” (1990, p. 202). It
seems that occasionally Einstein sensed that his work was part of something larger than itself. What is your
philosophy of life and what part does your work have in that philosophy? Holocaust and P.O.W. survivor
stories include, if not emphasize, a spiritual perspective for coping with the demands of life.
5. Try to have a sense of humor. In a recently completed study of the characteristics of exceptionally
effective teachers, 59 percent of the students who provided the data selected a sense of humor as a
characteristic of effective teachers. In the study, sense of humor ranked second among the 36 traits cited
(Malikow, 2005).
6. Have a life outside of work. Do you have recreational activities that physically and intellectually
provide a respite from work? Consider that the word recreation comes form the combination of the prefix
re (again) and create (to make).
7. Be prepared for the punch that is likely to knock you down. An adage among professional boxers
is, “It’s the punch you don’t see coming that knocks you down.” Be aware of the punch to which you are
most vulnerable. Does it discourage you when your diligence is not appreciated? (Especially discouraging
is when someone else receives recognition for your hard work. When that happens, you will know how
Paul Revere’s horse felt.) Are you especially sensitive to criticism? Often people will disregard something
you have done well and focus on a deficiency. There are people who could see you walk on water and
would criticize you for not being able to swim. Are you a perfectionist? Perfectionists perform with

excellence but are vulnerable to discouragement and depression. Perfectionists are self-critics who can
always imagine how they could have done something better.
8. Know your limitations. Knowing your limitations means at least three things. One: you will not
sabotage the things you do well by taking on tasks for which you are marginally capable. Two: you will not
neglect your responsibilities by taking on someone else’s obligations. Three: you will admit to being a
limited resource and needing encouragement and advice in order to do your work optimally. Friends and
colleagues provide such support.
9. Know the difference between success and obedience. A reporter once asked Mother Teresa if she
was disappointed that her forty years of work in Calcutta had not appreciably improved living conditions in
the city. She responded, “God did not call me to be successful but to be faithful” (Gonzalez-Balado, 1996,
p. 103). While success is given to variability depending who is making the evaluation, like Mother Teresa,
you can always know whether or not you have been faithful in putting forth your best effort.
Motivating Students
Unlike the mountain climber who amputated his arm, academic learning is not a matter of life-anddeath. Also, a remarkable young person like Ben Comen, the cross-country runner with cerebral palsy, is
self-motivated and requires no help in staying on task. These two exceptions noted, motivating students for
approximately 180 school days is a continual challenge. Concerning this challenge, the humanistic
psychologist Carl Rogers offers encouragement:
I become very irritated with the notion that students must be “motivated.”
The young human being is intrinsically motivated to a high degree. Many
elements of his environment constitute a challenge for him. He is curious,
eager to discover, eager to know, eager to solve problems. A sad part of
most of education is that by the time the child has spent a number of
years in school this intrinsic motivation is pretty well dampened (Rogers,
1969, p. 131).
The implicit good news in Rogers’ estimation is that children, by nature, are motivated to learn. It
should be an encouragement to teachers that children are naturally curious and eager to discover, learn, and

solve problems. This innate condition means that motivating students is a matter of tapping into an existing
drive rather than creating it.
Lesson planning should include teachers asking the following four questions:
(1) Would I have wanted to participate in this activity when I was a student? (2) Why will my students find
this activity interesting and worth their effort? (3) Will I be able to conduct this lesson with enthusiasm? (4)
Are my students capable of accomplishing what I will be requiring of them? (Concerning the fourth
question, students cannot be motivated to perform above their capability. Theoretically, a person could be
offered a million dollars to run a mile in less than four minutes. The million dollars might provide an
incentive to try, but the world has very few people with the speed and stamina to accomplish such a feat.)
No consideration of motivation would be complete without considering intrinsic and extrinsic
motivation. The former is the drive from within to accomplish something. Intrinsically motivated students
are moved by the satisfaction experienced from an accomplishment or the sheer pleasure from involvement
in an activity. Extrinsically motivated students are motivated by reward or avoidance of punishment.
Lesson planning also should include a fifth question: Will these students be intrinsically or extrinsically
motivated to participate in this lesson? If motivation will be extrinsic, reward is likely to be more effective
than punishment. Even so, there are critics of motivation by reward. Alfie Kohn, the author of Punished by
Rewards, opined that rewards are, “likely to turn learning from an end to a means (and that) learning
becomes something that must be gotten through in order to receive the reward” (1993, p. 783). Rafi Esquith
agrees with Kohn. In his memoir, There Are No Shortcuts (2003), he emphasizes that the pleasure
experienced when reading is sufficient motivation for doing it.
A stunning example of an intrinsically motivated reader is the late Eric Hoffer. One of America’s
noteworthy philosophers, Hoffer lost his eyesight in an accident at age seven. Eight years later, suddenly
and inexplicably, his eyesight returned. Fearing that eventually he would again lose his eyesight, he
determined that he would read as much as he could for as long as he could. He retained his vision for the
remainder of his life. Decades of reading eight or more hours a day resulted in a professorship at Stanford
University without the benefit of a college degree or even a high school diploma. Like Mark Twain, Hoffer
could say, “I never allowed my schooling to interfere with my education” (2005).

Of course, one could teach for fifty years without encountering a student as motivated as Hoffer. For
teachers who believe that students benefit from lesson plans that include a consideration of motivation, the
following are four principles that have implications for motivation.
1.

Self-esteem comes from accomplishment. There will be times when a pep-talk will motivate
students. However, words will never do as much for students’ self-esteem as their good
performance. Pride and self-confidence are consequences of accomplishment.

2.

Explanatory style is important. Francis Bacon wrote, “Words turn and twist the understanding”
(2005). How one accounts for successes and failures significantly contributes to selfunderstanding. Psychologists speak of external and internal loci of control (Findlay and
Cooper, 1983). An example of an external locus of control are students who believe that
passing and failing depend on the teacher and hope that easy tests will be given. Students with
an internal locus of control take credit for passing and responsibility for failing. These students
enjoy success and learn from failure. Students with an external locus of control tend to attribute
both success and failure to circumstances beyond their control or other people.

3.

Relevancy is an effective motivator. It is almost impossible for a 15 year-old to appreciate
knowing the math fact: the square of the hypotenuse of a right triangle is equal to the sum of
the square of the other two sides. In teaching and learning few things are as effective as
relevancy. Students are intrinsically motivated by the recognition of the personal usefulness of
what they are being asked to learn. While it is not always possible to provide students with an
immediate and personal application of material, an effort should be made to see if it can be
made relevant. An excellent example of a teacher incorporating relevancy in instruction is Mr.
Keating, the English teacher played by Robin Williams in Dead Poets Society (1989).

4.

It is better to give up on a student too late rather than too soon. In a criminal proceeding the
accused is presumed innocent until proven guilty beyond a reasonable doubt. Similarly, it is
wise to assume that a student can be motivated until it is demonstrated otherwise beyond a
reasonable doubt. This principle implies that teachers should have an internal locus of control
in their work; believing that if they conscientiously plan good things will follow.
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Abstract

The purpose of this examination was to obtain information on pre-service teachers’
pedagogical reflective practices while participating in an action research project,
specifically if pre-service teachers who took part in an action research project during their
student teaching experience gained an awareness of one’s practice through reflection.
This study examined pre-service teachers primarily by a phenomenological perspective as
well as an ethnographic approach. The interaction between the culture and the meanings
the participants attributed to the events in their reflections while participating in an action
research project were cause to examine this study from an ethnographic and
phenomenological perspective. The instrumentations used in this study were weekly
reflective journals, interview questions, questionnaires, e-mails, audio tape recordings,
and the action research project. Purposive sampling was used to select the participants
who were undergraduate elementary education students at Shippensburg University of
Pennsylvania. The study consisted of seven elementary education students in student
teaching placements in urban, suburban and rural placements for 16 weeks. The study
was implemented through the use of qualitative research methods of inquiry, including
interviews, opinionnaires, weekly reflective journal and e-mail communication. This
research presents the perspectives of seven student teachers who participated in an action
research project while they student taught. The data collected illuminated the extent to
which their mentoring experiences helped them reflect and conceptualize theory into the
art of teaching.

Teaching in today’s classroom demands a great range of expertise well beyond the knowledge of the subject
matter. Indeed, many teachers are frustrated with the daily challenges, and they become disheartened within their own
practice. The No Child Left Behind Act of 2001 (Public Law 107-110, 2002) (NCLB) requires school districts to
document that adequate yearly progress is being made by students in the classroom. Equally important to NCLB is the
reform efforts to change teacher preparation. NCLB established measures to hold teachers more accountable as a
measure of their professionalism yet, according to Stigler and Hiebert (1999), the profession still does not
systematically collect data and evaluate the effects of different teaching methods within the teacher preparation system.
Stigler and Hiebert conclude that the United States still has no reliable knowledge base for teaching methodologies that
can be taught and used to develop a foundation for professional development in the field of teacher education. Reform
efforts hope to provide a connection between professional development and student achievement; thus it is no surprise
to Stigler and Hiebert that the United States has historically tried various reform initiatives that dissolve years later with
little change.
School administrators, school districts, and other groups have attempted an array of initiatives to retain
teachers in the profession. Many states have tried teacher induction programs to establish support at the schools where
newly hired teachers begin their careers. The premise is that induction programs benefit not only new teachers, but all
teachers in schools who take an active role and strive to improve instructional practice for students. While states and
districts assume the responsibility for teacher salaries, many school districts have tried to lure new teachers with signon bonuses. Such initiatives will ultimately make little difference if a teacher is dissatisfied with teaching.
Teacher dissatisfaction is evident in statistics that show half of all new teachers leave the field within the first
three years (Hirsch 2002). Feeling nonsupport from colleagues and administrators, isolated, and disempowered to
change their situations, many new teachers are left with the choice to “lump it or leave it.” Evidently, half choose to
leave it (Cowdery, p.128, 2004).
Learning to teach well is difficult work and takes time to master. Managing a classroom, choosing or creating
curriculum, developing sound instructional strategies, accurately assessing student understanding and comprehension,
and adjusting to student needs are complex tasks that student teachers begin to practice only during the final semester at
the university. Equally important, students are asked to reflect about their teaching as they begin to practice the
profession.
Freidus (1996a) states that the disparity between the perception and reality of classroom practice has not been
studied much and that it may be possible that the problem may lie not with what teachers know but how to implement
the knowledge (p. 1). According to Freidus, “Professional knowledge learned but never fully integrated with personal
knowledge may constitute an overlay of theory and skills, readily elicited within the context of the university but likely
to fade away within the more complicated environment of the classroom” (p. 2).
The resurgence of self-reflection and action research emerged after the 1983 work of Donald Schön, who
sought to validate the knowledge base of teachers’ research as worth examining. Schön in 1987 introduced the concept
of reflective practices in the 1980s as a process to critically refine one’s own practice. According to Schön (1983,
1987), reflective practice helps discipline the students to thoughtfully consider their own practices and experiences
while being coached by a supervisor. Action research, as well as the reflection movement, was influenced according to
Anderson et al. (1994) by the acceptance of qualitative research, the writings of teachers in the field, the emphasis of
action research in teacher education programs, and the work of Schön.
Many researchers (Price 2001; Ross, Rolheiser & Hogaboam-Gray 1999; Bevevino & Snodgrass 2000;
Hutchinson& Whitehouse 1999) have examined post-graduates’ reflective practices, and these studies have
contributed significantly to the field of education and research; however, little research has examined
undergraduates’ reflective practices while doing action research. With the growing concern that many novice
teachers leave the profession within the first few years, it may be worth examining the reflective practices of
undergraduates while they take part in an action research project during their student teaching.
According to Freidus (1996a), “Pedagogical methods and assessment tools used by programs of teacher
education may have significant impact on both the process of learning and that of unlearning” (p. 2). Her study
examined the possibility that portfolios in education may help teachers become more cognizant of professional
development and the students’ beliefs supported by the reflective practices. The study was grounded in the area of
cognitive psychology and contemporary educational research. The study examined how the connections between
theoretical and personal perspectives transformed the students’ pedagogical framework by instituting a relationship
between the outcomes and vision of the student teacher through a collection of artifacts. The six artifacts collected
through this study were audio-tapes, video tapes, picture collages, charts, graphs, and a variety of writing genres (p. 8).
The conclusion of this study did “support the assumption that portfolios have the potential to be a pedagogical tool that
is generative and transformative, involving students participating in programs of teacher education in the process of
setting and meeting goals that bridge personal and professional funds of knowledge” (p. 17).
Perceptions of Pre-service and Student Teachers
DelGesso and Smith (1993) studied the perceptions of student teachers at Temple University in 1992. The
results were then considered and used to justify the need of further studies. The concerns that emerged from the study
were “classroom management and discipline, field experiences, practical classroom skills, school bureaucracy,

orientation to and administration of the student teaching process” (p. 5). Students reported that the work required was
excessive and not relevant to their student teaching experience.
Similarly, Oja and Pine (1989) stated that teachers who engaged in the process of research became more
critical and reflective about their own practices. Teachers’ capability of being more critical is grounded in their
research, and the actions taken are a direct result from what they understand and not what is perceived.
“Teachers engaging in action research attend more carefully to their own methods, their perceptions and
understandings, and their whole approach to the teaching process” (Johnson, 1993, What are the effects of action
research section, ¶ 1).
Danielson and McGreal (2000) also affirm that “few activities are more powerful for professional learning
than reflection on practice” (p.24). Reflective practices are intertwined within the process of action research; thus it
enables educators to collect data, and discuss issues with colleagues during the school day. “It is a form of selfreflective inquiry that is now being used in school-based curriculum development, professional development, school
improvement schemes, and so on, and, as such, it actively involves teachers as participants in their own educational
process” (McNiff, 2000, p. 1).
“The word research often conjures up images of a scientist conducting experiments in a distant, secluded
laboratory. Mention educational research, and reactions may include recollection of one’s master’s thesis or
uncomplimentary thoughts of an eccentric professor engaging in some abstract study unrelated to practice” (Glanz,
1999, p. 301).
Similarly, Schön (1983) researched professionals in various work environments and theorized from his study
that to possess the ability to develop an understanding of their work, professionals had to have the ability of reflectionin-action, which means that instead of applying general conclusions of other research, the professionals would reflect
continuously about their practice while working, thus adjusting and fine-tuning the craft to meet their own professional
goals.
According to Altrichter (1993), action research is appropriate in other fields if two conditions are met:
There is an interest in development and change, a social field where professionals want to collaborate with
“clients” in a mutually beneficial development of practice. And there is some readiness to have this
development guided by a close, interlinked relationship of reflected practice and practice-oriented reflection.
Consequently, action research is not indicated when mandated change has to be “sold” to practitioners and
clients, when reflection and change are only allowed within very narrow margins, or generally whenever
reflected professionalism is inhibited. (p. 53)
Much of the empirical research on mentoring has come from the business world. O’Dell (1990) stressed that
most studies have documented that mentoring is important for career advancement of both males and females in
business. Roche (1979) reported in the Harvard Business Review that mentoring was responsible for growth in the
business world. In that study, approximately, 4000 top business executives reported their involvement in a mentoring
relationship, thus contributing to the repertoire of their professional growth.
As Price (2001) stated, “I have tried to show that conceptualizing what teacher candidates might learn in an
action-research course has implications for whom they become as teachers and how they see the work of teaching. This
does not mean imposing a research agenda, but it does mean providing a framework that can assist pre-service teachers
to understand teaching practices in relation to the lives of children” ( p.71).
Freidus (1996b) said, “Portfolios do not by themselves necessarily promote reflective practice; probably no
single model or pedagogical tool does. They appear to…. when they are supported by an institutional vision that values
reflective practice and… are one among many educational experiences designed to foster reflection” (p. 2).
When examining student teachers in an action research project, Price (2001) articulated best what many of
the researchers have stated in some form or another: “Their student-teaching experience becomes a central component
of the action-research curriculum—not in an arbitrary or haphazard way, but through purposeful, systematic, and
intentional exploration of practice” (p. 71).
At the heart of qualitative research is discovering themes. For this study, the researcher examined the
characteristics of the phenomena studied as well as a through review of literature. Six themes emerged from the data.
The following were the results from the combination of the analyses:
•
•
•
•
•

Mentoring
Critical Reflection
Professional Development
Research Impacts Teaching
Change in Teaching Practices

This investigation utilized both the phenomenological and ethnographic perspective to examine the reflective
practices of student teachers in various elementary settings while each student teacher participated in an action research
project. The inquiry emphasized an approach that investigated the construction of pedagogy in his/her reflections while
the students participated in an action research project during his/her student teaching experience. The focus of this
study was to examine if student teachers gained a greater awareness of their teaching practices because of the action

research project. Because the action research project is designed to study certain teaching practices within the
classroom, the researcher wanted to explore the potential that it would influence and contribute to how students think
and act when teaching within the classroom . The data revealed that the stages of action research provided the
participants with a methodical structure for implementing and analyzing the teaching and learning process with support
from a mentor. In most cases, student teachers identified the mentor as his or her cooperating teacher. The data
revealed that the student teachers’ perceptions about their knowledge about teaching, teaching practices, and reflective
practices are influenced with the support of a mentor. The mentor contributed to the learning curve that had occurred
during the participants’ student teaching experience. Because of the nature of this study, participants usually worked
very closely with their cooperating teacher, who was identified as the mentor, to develop a topic to research and design
a timeframe to collect the data. The data collected demonstrated that together with the action research project and
mentoring experiences, participants possessed a better sense of clarity about their student teaching experiences. Along
with a sense of clarity, the student teachers developed an understanding that data drives instructional practice.
Conversely, camaraderie was reinforced within the classroom between the cooperating teacher and student teacher. The
participants reported that mentoring helped increase their understanding, and the reflective journals often recognized
the importance of learning and growing from their mentor. What was particularly interesting about the mentoring
process during this study was reinforced by Goodwin et al. (1998). Their research found that voluntary and informal
mentoring was far more effective than involuntary and formal mentoring. The nature of this study used mixed
methodologies of the both ethnographic and phenomenology as the framework to better understand the socio-cultural
phenomena of student teachers conducting action research and reflecting weekly about their insights, and thoughts
about the week. Typically, the researcher focused on student teachers as one group. In this study, the researcher also
relied on the university supervisor and cooperating teacher as a part of the data collection. It was important to obtain a
saturation of all of empirical areas for this investigation by interviewing and discussing with both the supervisor and
cooperative teachers their insights and thoughts about the participants’ action research project and the participants’
weekly reflections. The data were used to elicit clarification and deeper responses when the researcher interviewed the
participants. This process was also intended to reveal any common cultural understandings related to the phenomena
under study. The data collected from the supervisors, cooperating teachers and participants all had one cultural related
underpinning. Mentoring was the one element that was common in all the data collected. Although the actual words
varied, all the data revealed that growth occurred best with support from someone in the education field. Themes that
emerged from the data were tightly interwoven; however, mentoring prevailed as the framework for student teachers to
grow and learn the complexities of the profession. The data revealed that as change occurred during student teaching,
the following areas were influenced:
(a) reflective practices about pedagogy became more detailed
(b) both a practical and theoretical framework developed within the teaching practice
(c) scholarship emerged from the action research process
Summary
Johnson (1993) and Freeman (1998) agreed that teachers should be researchers in their own classrooms. This
study helped teachers understand how action research influenced their processes of teaching and learning. Ultimately,
what is most important is that future studies are conducted to measure how teachers who have engaged in their own
classrooms transfer the data collection to their own instructional practices. Lacking from the literature are studies that
contain information about how the data collection has helped inform policy makers to design initiatives that support
better teaching practices and student performance.
A primary implication of this study is the potential of action research to promote professionalism. Price
(2001, 2005) examined graduates in similar studies and reported many similar findings. Both Price’s studies and this
particular study merit continued exploration of both graduate and undergraduate programs. Tapping into both
undergraduates and graduate programs may further explain how action research, reflective practices, and mentoring
may have a significant impact on teacher retention and improved teacher preparatory programs. In a recent study,
Smith & Ingersoll (2004) reported that programs that offer support and guidance for the beginning teacher had a
positive effect on the retention of beginning teachers.
Teacher preparatory colleges and universities can begin to shift the paradigm of routine instructional customs
to more innovative instructional practices, grounded in practitioner research, along with a greater support of mentoring
student teachers. Thus, action research, combined with quality reflection and strong mentoring, can provide a vehicle
that broadens the student teaching experience and ultimately improves teaching and learning in classrooms.
The session will discuss to the lessons learned as the researcher examined the student teachers during the
entire student teaching experience. The information from this session will be used as a format to discuss what
universities can do to increase the mentoring and student research process, thus improving the teaching standards and
outcomes.
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The Multiple Roles of Women Pursuing Doctoral Studies
Abstract
Increases in the employment of women in administrative and managerial careers have drawn
attention to a need for research that examines the interdependency of work and family roles, a need
that is particularly crucial in the area of academic administration. This was a qualitative study of the
strategies and support systems women educational administrators use to deal with the multiple roles
they perform in life and work while pursuing doctoral studies.
Forty-four women educational administrators enrolled in Virginia Tech’s 1996 dissertation
seminar were selected to participate in a telephone interview. Each participant’s responses were
recorded and transcribed. Data were sorted using a variable-oriented format. Matrices were used to
categorize and analyze data, note emerging patterns of strategies and support systems, and compare
and contrast roles across personal and situational variables.
The women in this study cited time as the common factor in most role conflicts occurring
during their years of doctoral study. Strategies that focused on time management (prioritize, delegate,
compartmentalize) were used to deal with their multiple roles. Feelings of guilt, stress, exhaustion,
and isolation were common. The women depended on positive and affective support systems that
included family, friends, co-workers, and cohort members to deal with responsibilities of home, work,
and doctoral study. A strong sense of commitment, determination, and spiritual faith was credited
most often as the one thing that kept these women going as they responded to the problems, issues,
concerns, and challenges of performing multiple roles in life and work.
I proposed to repeat the study this year with 20 women currently enrolled in the internship
seminar at North Carolina Central University - Master of School Administration Degree Program. The
selected participants are assistant principal interns in elementary, middle, and high schools throughout
central North Carolina. The results of the study will be compared to the original study and a paper will
be written for publication, outlining the strategies and support systems women school administrators
use to successfully complete an advanced degree program and balance family and work.
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Interactive Teaching and Learning at the College Level
College professors and instructors have taught traditionally using a lecture
approach. This workshop offers an interactive approach to changing how we teach
at the college level. Participants will participate in a variety of short instructional
activities that incorporate Marzano’s research-based instructional strategies,
movement, Bloom’s Taxonomy, Gardner’s Multiple Intelligences research,
learning styles, and cooperative learning, to meet the diverse learning needs of our
undergraduate and graduate level students. College professors and instructors who
could benefit from sharing ideas and strategies that will engage students, foster
higher order and critical thinking skills, and increase cognition, will enjoy this
dynamic and high energy workshop.
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Dual Relationships Embedded in Course Design: An
Ethical
Dilemma for Counselor Education Programs
(Workshop Abstract)

Most counselor education programs emphasize the development
of counseling skills among students pursuing the graduate degree.
As courses are designed for this purpose, components often include
the practice of counseling skills among students in the class. This
may take the form of dyads, triads, demonstrations with a student
as client and the instructor as counselor, and so forth. Skills
training in group counseling often includes student participation as
members of a group. In these and other course formats, the
sharing of students’ real life issues seems essential to the
authenticity of the process. On the other hand, these students
meet one another in other classes, thus creating dual relationships
due to the intimate knowledge they come to have of one another
during the skills development exercises.
The proposed workshop will explore this ethical dilemma for
those engaged in the education and training of counselors. Survey
data regarding student concerns about this issue, from the author’s
current student population at CSU Sacramento, will be presented
and discussed. Workshop participants will be invited to share (in
break-out groups if the number of attendees is large) ideas for
managing this ethical dilemma, as well as suggestions for possible
alternative course designs that will minimize the creation of dual
relationships among counselor education students.
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Abstract
This paper describes a collaborative project between faculty from a School of Education
and a School of Engineering from two different universities in development, presentation
and classroom implementation of Adventure Engineering a series of science inquiry
modules designed for middle school use.
Need
Advances in science, engineering and technology (SET) has generated tremendous
momentum; the new age of information technology, the emerging fields of biotechnology
and nanotechnology, and innovative applications of robotics, smart materials and
intelligent systems are examples of the economic force and technological potential
engineering and technology has nurtured. The future of SET lies in the creative initiatives
and innovations within the minds of our nation’s youth. A closer look at the baptism of
students into engineering, however, illustrates major concerns. Many bright students,
particularly women and minorities, are not pursuing engineering careers. The U.S. trails
all industrialized nations in the percentage of Bachelor’s degrees in engineering (NSF
2002) and the percentages of women and underrepresented minorities pursuing
engineering continue to woefully lag their representation in society at large, i.e., 20% of
engineering students are female, 25% are minority (NSF 2002). While the number of
engineering graduates has increased during the past three years, the U.S. continues to
produce fewer engineering graduates than in the mid 1980s. At the same time, the U.S.
demand for a SET workforce is growing. The Department of Labor projects the creation
of 6 million new technology jobs by 2008. The demand for engineering jobs is expected
to increase by approximately 9.4% annually over the next 10 years (NSF 2002).
The most significant barrier to growing the pipeline of learners pursuing SET higher
education is the lack of students qualified to pursue SET majors in college. For example,
the National Action Council for Minorities in Engineering found that only 3.9 percent of
ethnic and racial minority high school graduates (in 1999) nationwide were qualified for
admission to pursue engineering in college (NACME 1999). Further, there is compelling
evidence that a substantial percentage of all learners are not qualified for high school
math and science classes. According to the 2000 National Assessment of Educational
Progress, only 32% of 8th graders scored at or above proficient in science (NAEP 2003).

The Colorado Student Assessment Program (CSAP) test measures student performance
against established state standards. In 2004, only 20% of Denver Public School’s 8th
graders scored proficient or better in science on the Colorado Student Assessment
Program (CSAP) test [DPS 2004]. CSAP testing also reveals an alarming downward
trend in student achievement as they advance through the middle grade years. By the time
DPS students reach the 8th grade 85% of all students scored below proficiency in
mathematics (DPS 2004). CSAP scores in math show a 10% proficient in 2004 9th grade
scores mathematics (DPS 2004). Research shows that students begin to lose enthusiasm
for science in grade school or middle school (Mooney & Laubach 2002, Johnson &
Johnson 1998). Our research has shown that middle school students respond unfavorably
when asked if they want to pursue a career in engineering (Mooney & Laubach 2002).
Waning enthusiasm is more pronounced for girls as they exhibit lower science
achievement scores than boys at the middle school level (Stake & Mares 2001).
To meet the SET workforce demand and to improve science achievement in K-12, we
must engage all learners, but specifically those who are traditionally underrepresented in
SET, namely female students and ethnic/racial minority students. Ethnic and racial
minority students are rapidly becoming the majority population in K-12, and already are
in most metropolitan areas. The under-18 Hispanic population in the United States grew
from 12.2% in 1990 to 17.1% in 2000, an increase of 40% (KidsCount 2003). The
percentage of under-18 Hispanic and non-Hispanic minorities (including African
American, Asian American, Native American) in the U.S. reached 39% in 2000. A closer
look at under-18 subgroups reveals continued growth, e.g., 19.4% of the U.S. population
age 3-8 (ages 0-5 from 2000 census) is Hispanic and 22.2% are non-Hispanic minorities
(Kids Count 2003). Hence, almost 42% of 3-8 year olds in the U.S. are Hispanic or nonHispanic minority learners. In urban areas, these numbers are much higher. For example,
70% of age 3-8 learners in the City of Denver are Hispanic or non-Hispanic minority.
The Denver Public Schools (where we conduct much of our research) consist of 79.8%
Hispanic or non-Hispanic minorities and 20.2% white students.
To this end, there is a critical need for effective SET interventions for all learners at the
middle school level, a significant percentage whom are female and minority students. To
steer young students towards SET futures, we must impress upon them the creativity,
influence, and impact of SET and the motivation to learn science and mathematics during
the critical middle school years, as the mythical pipeline that leads to SET careers
emerges. The proposed research aims to help meet this need by developing, for all
learners, middle school science curricula rooted in effective pedagogy and bolstered by
prior evidence demonstrating its efficacy.
Historically Under-Represented and Under-Served Student Population
The two primary districts we worked with have significant populations of students who
have historically been under-represented and under-served. Middle School State
Assessment Test scores in both mathematics and science indicate the need for program
support. For example Denver Public Schools have a total population of 72,489 students.

Hispanics compose 57%, African Americans 18%, Asian 3.1 % and Native Americans
1.2%. Free and reduced lunches are provided to 45,691 of these students. DPS has
twenty middle schools. State Assessment Test scores in math and science have fallen
below statewide average. In 2003 Statewide 8th grade average math score was 38%
proficient, in 2004 44% proficient, DPS scored 14% proficient in 2003 and 15%
proficient in 2004. Middle school 2003 statewide science scores in 2003 were 49%
proficient and 51% in 2004. DPS 2003 science scores were 19% proficient in 2003 and
20% proficient in 2004. Statewide 9th grade math scores in 2003 and 2004 were both
27% proficient. DPS math scores in 2003 were 11% proficient and in 2004 10 %
proficient. District ACT scores over the past three years have averaged between 17-18.
Statewide the average score has been between 20 and 21.
Adams12 School district serves 33,000 students and has 7 middle schools. The required
State Assessment Test scores in math and science have also fallen below the state
averages. 8th grade math scores in 2003 were 28.5 % proficient compared to the state
average of 38%. Within the 2003 Adams12 math scores Hispanics and African
Americans each scored 14% proficient and Native Americans 16.7% proficient. 8th grade
science scores in 2003 were 42% compared to 49% statewide. Within the 2003 Adams12
science scores Hispanics- 21.5% and African Americans- 32.8% scored proficient.
Goals and Objectives
This project has targeted the following measurable goals and objectives
•
•
•
•

Enhance teacher quality by providing content-based science inquiry
knowledge for teachers utilizing ‘Adventure Engineering’
Emphasize the development of critical thinking skills to support student’s
success on a State Assessment Test and other assessment tests
Emphasize problem solving skills to support student’s success on a State
Assessment Test and other assessment tests
Emphasize data analysis skills to support student’s success on a State
Assessment Test and other assessment tests

Partnership Selection Rational
The State of Colorado has adopted content standards in science and has expanded its
aligned system of assessments to meet the requirements of the Elementary and Secondary
Education Act as amended by No Child Left Behind (NCLB).
Colorado currently has no middle school licensure, and teachers who qualify at the
elementary level are licensed to teach middle school, invoking the possibility that a
middle school science teacher may only have had a few college-level courses in science.
Consequently, the two partner districts- Denver Public Schools and Adams12 have a
significant number of teachers at the middle school level who, while meeting definition
of qualified as defined by Colorado statute, do not meet the definition of highly qualified
as described in the NCLB legislation.

The Colorado School of Mines and University of Colorado at Denver each bring specific
expertise to the project. The School of Mines developed Adventure Engineering as a
content-based, problem solving experience for middle school students. The University of
Colorado at Denver brings experience in science content and pedagogy assessment.
UCD also has an ongoing relationship with the Front Range districts that allows
comfortable access to the classrooms participating in the project.
Literature Review
Many middle school science teachers do not have a strong connection with scientific
culture and lack required science coursework. In many of the courses they have had, the
instruction has centered on what may be called bench science- structured lab activities
with pre-determined results, reading about how others conduct scientific inquiry, and
watching demonstrations of science phenomena. Rarely have these science teachers
experienced real science, the designing of a solution to a problem, observation and data
collection, analyzing data and drawing conclusions, and then proposing a hypothesis,
testing and re-testing (repeatability) the hypothesis, identifying impacts of different
variables. It follows that science teachers are not taught the relationships between design,
measurement, data handling and evaluation; nor do they possess a typology of
investigation. Yet most accepted theories of science education call for their student's
involvement in doing inquiry science and it is also the centerpiece of the National and
most State Science Standards.
Today’s reform rhetoric has labeled the use of inquiry as representing the essence of
science education (Keys & Bryan, 2001). Documents such as the National Science
Education Standards are promoting inquiry as the “central strategy for teaching science.”
Science teachers are being asked to develop and lead inquiry-based programs without
ever experiencing doing inquiry (science) themselves. It's no wonder we are not seeing it
happen in classrooms.
The above cannot be done with a textbook series or within the usual structure of a content
course. It requires experience with authentic lab investigations that create dissidence and
lead to critical thinking and higher level problem solving. In addition while the teachers
are going through these experiences there needs to be close, ongoing contact not only
with the content scientist but with a science educator to assist these teachers in carrying
this approach into their classrooms. Knowing how to do science inquiry (research) is not
enough. Knowing how to teach science inquiry is a second necessary step for science
teachers. The challenge to incorporate meaningful inquiry into science courses is
especially difficult when dealing with experienced science teachers that view their
present methodology of lecture and labs with pre-determined results as successful. Many
teachers’ believe that the nature of science is an objective body of knowledge created by
a rigid scientific method (Brickhouse, 1990; Duschl & Wright, 1989; Gallagher, 1991)
impedes the teaching of an accurate view of inquiry. The difficulty in changing these
perceptions result from overcoming embedded prior practice (Chinn & Brewer, 1993)
that has resulted from the teacher’s practical knowledge (Van Driel, Beijaard, &

Verloop. 2001) derived from ‘in action’ (Schon, 1983) within environments that
supported traditional teaching. This ‘practical knowledge’ guides teachers’ actions in
practice (Brickhouse, 1990; Verloop, 1992). One important feature of practical
knowledge is the teachers’ beliefs that act as a filter through which new knowledge about
teaching is interpreted and then allow integration into practice (Pajares, 1992). Changing
practice beliefs requires sufficient time, resources and ongoing professional support
(Appleton & Asoko, 1996; Tobin, 1993). In addition to these requirements, we have
determined that professional development designed to support teachers in the
incorporation of inquiry within their practical knowledge requires that a specific topic is
included in the professional development activities and that it becomes the first inquiry
implemented in their classroom. Therefore our professional development plan requires
that additional growth in content knowledge and research experience with the specific
inquiry topic included. Secondly, we believe that professional development of the most
meaningful sort takes place in the context of a learning community or network, not only
during the content and pedagogical skill development stage but also during the classroom
inquiry implementation stage. Our plan, designed as a comprehensive program to
promote this systemic change, is to provide an experience to include a stage of content
and skill development, research experience and then support in classroom application, all
within the context of a cohort. In addition to learning new scientific information teachers
need to learn how to use the information in inquiry-based activities that stress critical
thinking by students (National Research Council, 1996) and then to experience the
application while supported by teacher colleagues, science educators and content
scientists.
Description of the Institute
The institute lasted two weeks, eight, eight-hour days. Daily activities ranged from
content lectures and discussions with audiovisual supports, campus field trips to
engineering labs, a rock and mineral museum and a full day field problem. The instructor
team was composed of a university science educator, an engineer and a classroom teacher
that had implemented the modules. Content guest speakers presented each day during the
lunch period.
Project Evaluation Plan
Introduction
The evaluation plan outlined in this document can be labeled as a responsive evaluation.
A responsive evaluation provided the project team with the flexibility to adjust the plan
as the project evolves and as needs and constraints change and ensured a continued focus
on communication with project stakeholders. Within this plan are a variety of quantitative
and qualitative tools and methods. This mixed-method approach provides for increased
validity of measurement through triangulation, as well as insight into the intricacies of the
project (Lincoln & Guba, 1985).

Evaluation Team
A team of University of Colorado at Denver faculty members and doctoral students
manage the evaluation of the project. Additional assistance is provided by a full-time
evaluator, a graduate student (science education), An Evaluation Sub-Team was also
organized at the University of Colorado at Denver composed of members of a Doctoral
Lab on Inquiry Science. This team is primarily responsible for observations and
interviews.
Data Collection
The UCD team through oversight of the Evaluation Sub-Team and collaboration manages
data collection for this project with participant teachers, partner schools, and partner
universities. The data management plan includes each party’s role and the data they
collected and submitted to the Evaluation Team. Relationship building with the
participating districts and universities had already been established in other projects.
Description of Data Collection Methods
Instruments
Teacher Interviews
Interviews were conducted during the summer coursework and the follow up
implementation phase of the project and include both structured and unstructured
procedures (Fontana & Frey, 1994). Interview data was analyzed using a modified
constant comparative method (Lincoln & Guba, 1985). Most interviews were
unstructured (i.e. clinical or exploratory) and were used to evaluate teachers’ content
knowledge and pedagogical content knowledge. Questions were developed by the
Evaluation Team and implemented by the Evaluation Sub-Team. Interviews were
recorded on audiotapes and transcribed. The data collected was used to assist in
determining the impact of the project on teacher effectiveness by providing insight
into their learning and development.
Observations
The UCD team conducted observations of participant teachers during the implementation
phase. Evaluators developed the recording instruments that is helpful to their assessment
of the participants as well as inform the Evaluation Team of participant performance and
progress. Baseline observation forms were created to capture data about participant
teachers’ classroom practice. The baseline observations were conducted soon after
teachers become part of the project. Additional observations were collected over the
course of the teacher’s participation in the project to provide longitudinal data of
classroom practice.
Field observations were conducted at the district sites the semesters following the
participant’s completion of the summer workshop. The participating teachers were
observed and interviewed once per semester with a focus on the content knowledge that

they developed. Initial observations inform the formative assessment, providing
information to the Management Team regarding the successes and shortcomings related
to Goal 1 of the project.
CSAP
The Colorado Student Assessment Program (CSAP) scores was used to track changes in
middle school students’ progress in science. The scores have been collected for the 20032004 school year and were used as the baseline data for this project. Specific attention
was placed on critical thinking and data analysis components of the assessment to
determine if there were any measurable student gains
Analysis of Student Records of Practice
Records of practice are examples of student work resulting from participation in a
particular class. Ball and Cohen (1999) suggest that analyzing such records provide
insight into student thinking as well as classroom practices. It is suggested that this data
provided traditional and innovative records of practice from both teachers and students
and through analysis enriched the information available to the evaluator. Records of
practice available to the evaluator include both teacher and student items such as lesson
plans, lab reports, graphs, and assessments. Some of the records of practice were
evaluated using rubrics and therefore can be statistically analyzed to determine
differences in teacher and student content understanding. Other items were analyzed
using qualitative methods. This analysis followed a constant comparative method where
trends in thinking and understanding were expressed
Standards Checklist
Checklists based on Colorado science content standards; as well as national standards
were used to determine alignment of pedagogy, curriculum, and content utilized within
the project. The checklist was applied to the data from classroom observations, document
review, and interviews. This checklist provides a means to determine the strengths and
weaknesses of both the university workshop and the newly implemented Adventure
Engineering Project
Data Analysis
Since the evaluation plan is utilizing a mixed-method design, both quantitative and
qualitative methods were used to complete the evaluation of the project. Quantitative data
included numerical data related to student learning (e.g. CSAP results), and teacher
learning utilizing a content inventory pre and post assessment. Analysis of quantitative
data involved the use of standard statistical tests such as t-tests and ANOVA. Qualitative
methods included interviews, field observations, surveys, and document analysis.
Analysis methods followed a modified constant comparative method as outlined in
Lincoln and Guba (1985). This procedure required transcribing and sorting the qualitative
data collected until each separate thought was individually recorded (unitized). The items
are categorized and the categories are compared to ensure that each represents a unique
theme. Relationships among the themes are established once categories are completely
sorted. The resulting relationships provided the Evaluation Team with information about
the initial investigation question.

Initial Findings
Findings described here are related to the Phase I summer workshop. Findings for Phase
II will be compiled following the fall 2005 classroom implementation. Phase I
assessment consisted of: 1.) Determination of the institute participant’s geology content
gain; 2.) Determination of the impacts of the institute activities on the participant’s
confidence toward facilitating inquiry science in their classrooms: 3.) Determination of
the participant’s understandings of an engineering approach to solving a problem and; 4.)
The analysis of the value of the assessment plan.
1.) The evaluation of the participant’s geology content involved a pre and post content
test and analysis of a series of product developed by the participants during the institute.
Forty-three teachers participated. The average post-test gain was 29.94 %, with the
highest being 70% and lowest being 4% among the lowest 25% pre-assessment scores.
The analysis of institute products match the content gains.
2.) The participant’s confidence in their ability to facilitate a student inquiry increased by
completion of the institute. Of the 43 teachers 38 expressed on a pre-attitude survey
concern about their ability to properly facilitate the Adventure Engineering modules. A
post survey demonstrated that 34 of the 38’s confidence increased. The remaining four
retained their earlier concerns.
3.) The participants completed a pre and post description of how an engineer would
resolve a problem. In the pre description 42 of the 43 described either an inquiry
approach or a textbook approach to the scientific method. At the end of the institute 42
of the teachers could successful describe an engineering approach. The one who also had
the lowest content gain but a higher confidence level was unable to describe the
engineering approach.
4.) Use of checklists based on Colorado science content standards and national standards
helped to promote consistency between summer institutes and among program elements.
Consideration of common objectives, appeal to the standards checklists and careful
content selection allowed the design team to develop a geology content inventory suitable
for assessing numerous individual and group content attainment related outcomes.
Similarly, design of CSAP-like pre and post curriculum assessment instruments coupled
with disaggregated CSAP results broadened the range of complex analysis for evaluation
of learning outcomes. Mutual goals for the summer institutes provided a framework for
the development of a set of multipurpose assessment tools. Use of these tools allowed
researchers to broaden the scope of what could be assessed, support comparisons between
studies, and improve efficiency of data collection.

References
Appleton, K. & Asoko, H., (1996). A case study of a teacher’s progress toward using a
constructivist view of learning to inform teaching in elementary science. Science
Education, 80, 165-180.
Brickhouse, N. W. (1990). Teachers’ beliefs about the nature of science and their

relationships to classroom practice. Journal of Teacher Education, 41, 53-62.
Chinn, C.A., & Brewer, W.F. (Spring, 1993). The role of anomalous data knowledge
acquisition: A theoretical framework and implications for science instruction.
Review of Educational Research 63 (1) 1-49.
Denver Public Schools. (2004) www.dpsk12.org.
Duschl, R. A., & Wright, E. (1989). A case study of high school teachers’ decision
making models for planning and teaching science. Journal of Research in Science
Teaching, 26, 467-501.
Fontana, A., & Frey, J.H. (1994). Interviewing: The art of science. In N.K. Denzin and
Y.S. Lincoln (Eds.) Handbook of qualitative research (pp. 361-376). Thousand
Oaks, CA: Sage.
Gallagher, J.J. (1991). Prospective and practicing secondary school science teachers’
knowledge and beliefs about the philosophy of science. Science Education, 75,
121-133.
Keys, C.W., & Bryan, L.A. (2001). Co-constructing inquiry-based science with teachers:
essential research for lasting reform. Journal of Research in Science Teaching,
38, (6) 631-645.
KidsCount (2003), www.aecf.org/kidscount.
Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic Inquiry. Thousand Oaks, CA: Sage.
Mooney, M.A. and Laubach, T., "Adventure Engineering: A Design Centered, Inquiry
Based Approach to Middle Grade Science and Mathematics Education."
J. Engineering Education, ASEE, 2002, 91(3), 309-318.
Mooney, M.A. and Laubach, T.A. "A Template for Engineering Based K-12 Math
and Science Units." Proc. 2002 Frontiers in Education Conference, November
6-9, 2002, Boston, MA.
National Action Council for Minorities in Engineering (1999). “Minority Talent Pool,” in
Forum ’99 Charts: Twenty-Five Years of Progress…And Counting (New York:
NACME, Inc., available at www.nacme.org/Forum99P/indexp8.htm.
National Assessment of Educational Progress. (2003) www.naep.org.
National Science Foundation (2002). Science and Engineering Indicators. Washington,
D.C.
Pajares, M.F. (1992). Teachers’ beliefs and educational research: Cleaning up a messy
construct. Review of Educational Research, 62, 307-332.
Schon, D. (1983). The reflective practitioner. How professionals think in action. New
York:Basic Books.
Tobin, K. (1993). Referents for making sense of science teaching. International Journal of
Science Education, 15, 241-254.
Van Driel, J.H., Beijaard, D., & Verloop, N. (2001). Professional Development and
reform in science education: the role of teachers’ practical knowledge. Journal of
Research in Science Teaching, 38, (2) 137-158.
Verloop, N. (1992). Craft knowledge of teachers: A blind spot in educational research.
Pedagogical Studies, 69, 410-423.

Title
Optimizing new teacher retention and professional development:
Breaking new grounds in a large urban district

Topic area
Teacher Education

Format of presentation
Paper session

Authors
Teresa Marquez-Lopez
Graduate School of Education
University of California, Riverside
1212-B Sproul Hall, Riverside, CA 92521
(951) 827-3731, fax (951) 827-3491
teresa.marquez-lopez@ucr.edu
Deborah M. Oh
Charter College of Education
California State University, Los Angeles
5151 State University Drive
Los Angeles, CA 90032
(323) 343-6155, fax (323) 343-5336
doh2@calstatela.edu

Corresponding Author
Deborah M. Oh

Optimizing new teacher retention and professional development:
Breaking new grounds in a large urban district
Abstract
California has put in place a series of reform initiatives to resolve its teacher shortage and
to improve teacher retention. In this study, the effects of inducting teachers into the
teaching profession through the Beginning Teacher Support and Assessment Program
based on the California Standards for the Teaching Profession was examined. The study
was conducted in one of the largest urban school districts in California with a highly
diverse student population. More specifically, the effects of providing professional
development, mentoring and collaborative planning time to help first year and second
year teachers in their classroom practices was observed. The study involved 858
beginning teachers, first year and second year teachers, in the program at three time
points over one academic year. One third of the teachers were of diverse ethnic and racial
backgrounds. The purpose of the observations was to track improvements in their
professional classroom practices and retention. Teachers showed significant increases in
meeting the standards outlined in the California Standards for the Teaching Profession
over time in response to the various components of teacher training and mentoring. The
first year teachers showed a greater improvement in the area of teacher competency than
that of the second year teachers. The teachers showed higher retention rate than that of
the state which increased for second year teachers.
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Abstract
Experienced teachers (ETs) were compared to Presidential Awardees (PAs) in an attempt
to develop a foundational framework that explains the process by which high-quality secondary
science practice (HQP) develops. The mixed methodology approach compared ETs and PAs (N
= 1283) by using a data set collected by Horizon Research, Inc. (Weiss, Banilower, McMahon, &
Smith, 2001). A collective case study involving 5 PAs formed tier two. Findings indicate that
PAs typically: (a) possessed stronger content knowledge including chemistry and physics
fundamentals, (b) engaged in more sustained, personalized professional development
experiences (c) provided more emphasis on embedding content in inquiry/constructivist learning
approaches, (d) better incorporated science process skills, (e) provided more collaborative handson laboratory experiences, (f) focused more on standards as the foundational component of the
curriculum, and (g) emphasized more authentic forms of assessment.
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Building individual best practice: A process approach for
secondary science practitioners
Best practice research in secondary science education begins with a noble goal: learn
from the excellence of past instruction as a way to help mold future instructional practice. On the
surface it seems that all we need to do is find excellent science teachers, find out what they do in
the classroom, and recreate this in other classes around the globe. Such a simplistic view of
educational practice will most certainly fall short if for no other reason than the individual
differences among teachers have been neglected. Seeking to recreate the product that someone
else has succeed with is in many ways analogous to someone who just teaches to the test—you
know the product now just get students to recreate the same product. Such a myopic vision will
fail until a greater understanding of the conditions by which the best practice succeeds are
understood. If transformations in teaching practice were as easy as just mimicking best practice
performances, every participant who attends a National Science Teachers Association
conference, or any other major conference, would be dramatically transformed each time they
saw a new presentation by an exemplary practitioner—the research tells us otherwise.
Specifically, professional training experiences need to be personalized and sustained to create
significant classroom improvements (NBPTS, 2000; Supovitz & Turner, 2000). Listening to
someone share their own success may be motivating in the short term, but focusing on their best
practice ultimately misses addressing the personal needs that each practitioner has regarding their
current or future classroom.
What makes one classroom dynamic, engaging, and alive will not necessarily be the same
for another class. So, what does best practice research tell us, or, more specifically, how can best
practice research be formulated so that it is meaningful to secondary science practitioners as well
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as those who guide the development of these high-quality practices? First, professional
development programs must be facilitated in way that effectively impact instructional practice
for the participants.
Of the tens of billions of dollars spent each year on improving teacher quality (American
Institute of Physics, 2004; National Commission on Teaching and America's Future, 1996), it is
clear that the goal of providing a high-quality instructor in each and every classroom is far from
being reached. In fact, test scores are not gaining at a rate that will satisfy either the goal of
Science for All Americans—Project 2061 (AAAS, 1993) or the tenets of No Child Left Behind
(U.S.DOE, 2002). So what is working? What is not working? What can be shared globally? Is
success typically a local phenomenon?
The goal, which we are far from attaining, is to make sure that ALL students in America are
provided with high-quality instructors to lead their classes. In 2000, the U.S. Department of
Education (Program and Policy Studies Service, 2003) reported that highly qualified teachers
staff only 55% of the science classes in the U.S. To be considered highly qualified according to
NCLB legislation, the teacher must meet all three of the following criteria: have completed a
bachelor’s degree, possess a state teacher certification, and have majored in the field taught.
Thus, it is not surprising that approximately 30% of our students in America are being left
behind (Schmidt, 2005). Left behind means that students are not competent in all or the majority
of the basic skills and concepts as they matriculate through the grades. One can attempt to debate
the merits of each essential skill or concept being assessed, but assessments such as TIMSS
clearly illustrate again and again that a large portion of our students are not performing at a
satisfactory level of proficiency in mathematics and science education (Schmidt, McNight, &
Raizen, 2002). Some may go further to argue that the test itself is responsible for this huge
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achievement gap seen between those who are succeeding and those who are not. Just changing to
alternative forms of assessment does not erase the fact that basic competencies are being missed
by far too many. The Nation’s Report Card (NAEP, 2002) states that only 53% of 12th grade
students have attained partial or better mastery in science, and only 18% of 12 grade students can
be considered proficient or better. The challenge is clear. Students will not just miraculously start
succeeding without the proper leadership and guidance from teachers, so training, attaining, and
then maintaining high-quality teachers is a critical link if all students are truly going to achieve.
When shortages exist in medicine or law, vacancies are filled by qualified professionals. Anyone
desiring to practice law or medicine is not automatically licensed for practice—the same should
be true in teaching.
The National Science Education Standards (NRC, 1996) outline professional
development training for science practitioners. These recommendations provide a mix of preservice experiences and in-service training experiences that teachers should be exposed to.
Recommendations include the need for sustained and contextual professional development
experiences that require participation and reflection. Support for these ideas is also found in
research by the National Board for Professional Teaching Standards (NBPTS) and work by
Supovitz and Turner (2000). Further, NSES report the need for science teachers to be engaged in
experiences using process skills such as actively investigating phenomena and interpreting
results.
As best practices are united with professional development training for secondary science
teaching, two possible avenues can be pursued: systemic recommendations and assisting the
development of individual best practices. America’s Choice School Design represents an
example of a systemic change initiative (NCEE, 2002), but programs such as NBPTS look at
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how to improve individual practice based on the contextual experience that a practitioner is
already involved in (NBPTS, 1994). The later issue of developing individual best practices is the
focus of this study. Once we understand the foundational aspects associated with how highquality practice evolves for individual teachers, then a more global and systemic integration of
these foundational ideas can be incorporated.
Kennedy (1998) found that focusing training on subject matter knowledge and student
learning had more impact than focusing on teaching behaviors. The National Research Council
(2000) suggests that professional development should be structured in ways that allow teachers
to experience success by creating learning environments that are solid in four areas: learnercentered, knowledge-centered, assessment-centered, and community-centered. Just as our
students need learner-centered environments, professional development experiences for teachers
also need to engage participants in learning experiences that are personally connected to their
own teaching setting (Zigarmi, Betz, & Jennings, 1977). Further, professional training
experiences should be intensive and sustained (Hawley & Valli, 1999; Smylie, Bilcer,
Greenberg, & Harris, 1998; Supovitz & Turner, 2000) and should be based on concrete tasks
related to student learning (Darling-Hammond & McLaughlin, 1995). Beyond just a strong
content knowledge base, high-quality secondary science teachers must be able to engage their
students in the process of inquiry, not just giving instruction (NCMST, 2000; NRC, 1996). The
process associated with how high-quality instructional practice develops will be the focus of this
study. By understanding how individual practice develops in effective and ineffective ways, we
can better lead individual teachers in the improvement of their own teaching practices.
Specifically, what are the foundational aspects associated with professional teacher training (pre-
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service and in-service) that help to guide in the development of high-quality secondary science
instructional practice?
Methodology
This study used a mixed methodology approach in hopes of developing a foundational
structure detailing the process and product associated with high-quality secondary science
instruction. Two distinct tiers were used to study this problem—a quantitative comparative
analysis of pre-existing national survey data and a qualitative collective case study comprised of
interviews and classroom observations.
Tier One Overview
The tier one comparison involved 943 experienced secondary science teachers (ETs) and
340 exemplary secondary science teachers. The group selected to represent the exemplary group
were recipients of the Presidential Award for Excellence in Mathematics and Science Teaching1
(PAs). The data come from pre-existing survey results collected in 2000 by Horizon Research,
Inc. (Weiss et al., 2001). This comparative analysis focused solely on secondary science teachers
with ten or more years of experience. The ET data come from a stratified random sampling of
secondary science teachers from across the US—response rate 74%. The PA data come from a
similar survey (same but a few questions regarding the Presidential Award were also asked) that
was sent to the entire population of secondary science PAs who are still teaching—response rate
of 83%. The response rates for both ET and PA groups were based on the overall response rates
for the entire sample that included K-12 teachers not just secondary teachers. However, there is
no reason to suspect that the response rates for the secondary science teachers would be more or
less than the larger group studied by Horizon Research, Inc. (HRI). Tier one provides the

1

PAEMST program began in 1983 during Ronald Regan’s presidency.
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quantitative foundation that served to guide the subsequent semi-structured interviews and
classroom observations gathered in tier two of the study.
Tier one data detail the professional issues related to pre-service and in-service teacher
development. The HRI 2000 survey questioned both PAs and ETs about their background
preparation, current instructional practices, and professional development experiences. This
study extends beyond the findings generated by the HRI study to also include how the classroom
practices of PAs developed differently from their ET colleagues. Thus, tier one helped identify
where significant differences occurred while tier two expanded upon several of the identified key
issues.
Tier Two Overview
A collective case study of five PAs detailing classroom observations and semi-structured
interviews comprised tier two, the qualitative aspect. The following criteria were used to make
selections for the purposeful sampling of PAs used in tier two: (a) they must have earned the
award between 1996 and 2001, (b) they must teach or have taught within the Midwest region,
and (c) they should be part of a representative group that balances life and physical science
teachers. Since the great majority of secondary science PAs teach at the high school level,
middle school PAs were not included in this portion of the study.
Creating a coherent descriptive framework of the training process involved in developing
high-quality practitioners was a central goal of tier two. The collective case study, tier two,
builds upon the tier one survey data that identifies clear differences between the development
and subsequent teaching practices of PAs and ETs.
The classroom observations where conducted on 2-3 different days. All observations and
interviews were audio taped and then transcribed for analysis. The classroom observations were
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primarily used to support or refute claims made by teachers during subsequent interviews.
Observations detailed the product or current state of skills and abilities, but the interviews sought
a deeper understanding into the process of how the current practice developed. Waiting until
observations had been made before conducting interviews, prevented the questions from guiding
what might happen in the classroom. The qualitative findings in many cases furthered the
understandings gained from the tier one analysis.
The validity of responses made by the teacher during interviews was compared to his/her
actions shown during the classroom observations. Any deviations seen were addressed in future
interviews. Teachers were not provided with enough details prior to the observations to allow
them to consciously or unconsciously adjust classroom performance in a way that would bias
results.
Data Analysis Techniques
Because this study is comprised of two distinct tiers, one primarily qualitative and the
other primarily quantitative, reliability and validity are addressed separately. Further, the way in
which the data was analyzed after collection was quite different in both cases. Nonetheless,
regardless of the form of the collected data, the results allowed a unified set of findings to be
properly developed by integrating the broader quantitative findings with the more explanatory
yet related qualitative findings. The sample size, the quality of analysis, and the connections to
existing research all help to improve the generalizability (external validity) of the study.
Tier One.
In tier one where pre-existing survey data was used, reliability was determined using
Cronbach’s reliability alpha score. Those who conducted the survey, HRI and their data
consultants, grouped the survey into sections called composites. A Cronbach alpha score, used to
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test the consistency or reliability of the instrument, was calculated for each composite using
factor analysis. For the composites used as part of this study, the Cronbach reliability scores
ranged from .60-.88 with an average of .81.
The large sample size, N=1283, (n = 943 for ETs and n = 340 for PAs) and the random
stratified selection process both help create a strong validity for tier one. Because the general
format of the survey included questions about degree and frequency, non-parametric tests were
primarily used for analysis. Using chi-square (contingency tables), the surveys were compared to
see if and where statistically significant differences exist (Conover, 1999). Since significance can
be misleading in studies with large N, Cramer’s V Coefficient (V) was calculated to provide the
strength of association for any noted significance.
Tier Two.
A collective case study provides a unique opportunity to assist with internal validity
issues by integrating otherwise omitted subject details into the analysis. The greatest threats to
internal validity are not likely to be subject or situational issues, but rather my own biases. These
biases are addressed several ways. First, member checks as well as repetitive evidence were used
to develop support for claims made. Claims were verified with the tier two PAs, and/or interview
responses were compared with observation results. Because I was a 2000 secondary science PA
recipient, I responded to the anticipated interview questions beforehand; thus, I acknowledged
my personal perspective ahead of time. Being aware of this helped me to not lead others in their
responses during interviews. My personal experiences and insights into high-quality secondary
science instruction were not more or less important than any other perspective, but these insights
provide an additional viewpoint to be considered—that of participant-researcher.
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The qualitative data for the class observations and interviews with the teachers were
audio taped and transcribed. Transcriptions along with field notes, class handouts, and any other
acquired data were used during the analysis of the PAs. This final set of comprehensive,
collective data was coded. Numerous patterns emerged from the data, but the six categories
detailed in the results section were used to focus this study.
Expected Outcomes
Distinctly different from typical best practice studies, this study focused on the process
issues that led to the featured high-quality instructional practice. Best practice studies typically
describe the product that someone else has achieved while neglecting the process and
background that allowed successful practice to be achieved. Using solely a product approach to
understanding teaching is counter to all constructivist approaches that permeate science
education literature (AAAS, 1990; 1993; 1998; Gardner, 1983; Kahle & Boone, 2000; Kohn,
1999; NBPTS, 1997; NCMST, 2000; NRC, 1996; 2000). By clarifying the new process related
connections to the existing instructional product, clear recommendations can be developed for
how pre-service and in-service teachers are trained. .
Results and Analysis
Since the tier one’s sample size of 340 PAs differs greatly from the 943 ETs and so easier
visual comparison can be made, the percentage of PAs and percentage of ETs that responded
affirmatively to each statement or question are shown for all comparative contingency tables.
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The tier one and tier two results are presented in six distinct categories: (a) Where the
Desire to Teach Began (tier 2 data), (b) Training, Degree(s), and Experience (both tiers), (c)
Content Knowledge Training and Preparedness (tier 1 data), (d) Transitions in Teaching Practice
(tier 2 data), (e) Professional Development Needs and Experiences (both tiers), and (f) Current
Instructional Practices (both tiers). The last of the six results sections, current instructional
practices, provides details regarding methodological issues (including instructional activities and
objectives), importance of state and National Standards, and assessments used.
Where the Desire to Teach Began
When the five PA participants from tier two were asked why they choose a career in
teaching, no clear pattern was seen. Quotes from three of the tier two PAs make this point:
Amy: While in college, I decided to follow a path of education. I liked science, so I
decided to study biology.
Barbara: If you asked mother, she would say that school got out in the second week of
June, and by one o’clock in the afternoon of that same day I was playing school…
My Response: Originally, I had intended to go to medical school, but through numerous
experiences working with high school youth groups, I determined that working
with youth was something I wanted to turn into a career. Coupling my interest in
youth work with a great passion in science was where I was likely to be happiest
and find the deepest meaning for me….
Training, Degree(s) and Experience
Clearly the paths that tier two PAs took to become teachers was unique for each. The
degrees, majors, years of experience, and primary subjects taught during the last five years for
each tier two participant is included in Table 1.
The teaching experience of the five tier two PAs summarized in Table 1 closely align
with the tier one results. Four or 80% of the tier two PAs have 20+ years of experience. This
closely agrees with the 84% of the tier one PAs who have 20+ years of teaching experience (see
Table 2).
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Having 10 or more years of teaching experience was a criterion used for PA and ET
selection, so the 48% of the original HRI sample of national secondary science teachers not
fitting this criterion were not included as part of the study data. For PAs, only 3% fell below 10
years of experience and likewise were not included in this study. The sample sizes of 340 PAs
and 943 ETs used for this study include only the teachers with ten or more years of experience.
A significant difference (p < .001, V = .23) was noted when looking at years of teaching
experience—PAs typically have more teaching experience. Although this significance has been
noted, it is hoped that experience will not be the predominant factor in determining the success
of high-quality instructional practice.
In addition to having more years of teaching experience, PAs also held degrees more
closely aligned with content being taught than ETs (see Table 3). Additionally, PAs more often
have higher degrees than ETs (p < .001, V = .229). An assumption that PAs have attained more
education simply because they, as a whole, have more years of experience may not be correct.
Although a greater percentage of PAs have twenty plus years of experience, 84% of PAs versus
60% of ETs, most of these teachers possess a life license, so there is not a mandate to continue
taking classes. It is uncertain from this data when most PAs and ETs completed their higher
degrees. If higher degrees are typically pursued in the earlier phases of a teaching career, then
experience is not what determines whether or not an advanced degree will be earned.
All five PAs in tier two have master’s degrees or higher, and all degrees are in specific
science content areas or science education. All five tier two PAs possess degrees that align well
to their current teaching assignments. For instance, Amy almost exclusively taught courses in
biology and genetics during the last five years, and her degrees are in biology education and
science education.
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The tier two PAs align closely with the general tendencies seen in the larger tier one, HRI
national study of PAs, in terms of level of experience, degrees earned, and area of undergraduate
majors. Although there is no way that the voices of these 5 individuals can speak for the PA
group in its entirety, these five voices seem to at least provide a fair representation of the group
in many ways. Advanced degrees, majors in content area taught, and greater number of years of
teaching experience are characteristics that are more prevalent among PAs than ETs.
Content Knowledge Training and Preparedness
Looking at composite scores of coursework taken in each discipline, significant
differences (p < .001) are seen in both physics (V = .12) and chemistry (V = .09). Specifically,
PAs take more chemistry and physics classes regardless of the discipline they teach (see Table
4). No significant differences (p > .01) are evident when studying the composite scores for
coursework in earth science, life science, or science courses when collectively viewed as one
entity. Having taken a course in general methods of teaching is the only statically significant
difference (p < .001, V = .11) where ETs showed greater training than PAs.
Since a stratified random sampling procedure was used, all disciplines are equally
represented for both PAs and ETs, so all findings represent differences in the content training
received. Thus, the data is not skewed by the discipline taught, so the depth of training (see Table
3) and the breadth of training (see Table 4) are greater for PAs when compared to ETs.
Table 5 extends beyond the content training received and compares PAs and ETs feeling
of preparedness as a current teacher. Table 5 shows that PAs feel significantly (p < .001, V
ranging from .12-19) better prepared to teach all five key sub-topics in physics. When all content
sub-topics are combined for all disciplines to create a single composite called “content average,”
no significant difference is seen. Both the PA and ET groups averaged below 50% for the
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composite content average. These low scores suggest a low breadth of knowledge in the sciences
as a whole for both ETs and PAs. Low breadth of science knowledge further suggests that
teachers will have difficulty in integrating content from the various science disciplines into the
course or courses that they teach.
PAs feel significantly (p < .001, V = .22) better prepared to teach science process skills
(see Table 5). PAs scored significantly higher on all three questions asking about preparedness to
teach science process and inquiry skills. As a composite average, 87% of PAs felt very wellqualified vs. 64% of ETs. If PAs generally are well-qualified to teach various content and skills
because of positive self-efficacy, then a consistently higher score should have been seen
throughout. However, the content average shown in Table 5 that compares PAs and ETs shows
no significant difference, but the process average shows significance (p < .001, V = .22) as do all
physics sub-topics (p < .001). Thus, prior training and experience seem to be more likely reasons
for this feeling of being well-qualified that PAs show more often then ETs.
Table 6 shows how PAs content preparedness compares to ETs only in disciplines taught
and in disciplines not taught. When considering the preparedness only in the disciplines taught,
PAs feel better prepared than ETs in all disciplines, significantly so in 5 out of 7 (p < .001). By
looking at teachers’ feeling of preparedness for the only in the disciplines taught category, the
depth of teacher knowledge becomes evident for both PAs and ETs. The category, in disciplines
not taught, reveals the breadth of knowledge that a teacher possesses in science as a whole. The
in disciplines not taught category of Table 6 shows a significant difference (p < .01) between
PAs and ETs for chemistry and earth science, though V is small in both cases (V = .07).
Statistical significance (p < .01, V = .09) is seen when comparing the composite category
only in disciplines taught found in Table 6. When investigating the preparedness of a teacher to
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teach outside of the trained content area (e.g., person trained in chemistry teaches biology), no
significant difference is noted between groups, and only two areas, chemistry and earth science,
show a significantly higher (p < .001) preparedness for PAs when comparisons are made for in
disciplines not taught category (see Table 6).
When Tables 5 and 6 are viewed simultaneously, several things become clear: PAs as a
group feel better qualified to teach physics, chemistry, and science process skills; both groups
seem ill-prepared to teach the key content skills for all secondary science disciplines—thus
suggesting a limited breadth of knowledge in science for both groups; PAs feel better prepared
(85% vs. 77%) to teach the discipline that they are currently assigned to teach; neither group
feels extremely well prepared (65% for PAs vs. 61% for ETs) to teach science content beyond
the discipline(s) of their current teaching assignment.
Transitions in Teaching Practice
Since their initial pedagogical and content training, all five tier two PAs retrospectively
saw an evolution in their teaching practice. Professional development experiences were central to
significant changes in classroom instruction. Long-term change producing professional
development opportunities included sustained events that often spanned several years. The
resulting changes in teaching practice were immediate for some while more gradual for others.
Amy begins by discussing the transitions that occurred in her teaching practice.
It [transition in teaching] was a gradual thing. I got pretty active in our state
science teacher’s group in listening to other science teachers to see what they did. When
the opportunity came about to go to a workshop, I didn’t hesitate–I went. Maybe two
things in my life made the biggest impact. One was a program that was at S. Illinois in
Carbondale. There were two professors that got a huge NSF grant, and the focus was
biology teachers doing research. It was a three-year program. One summer you were
there for eight weeks and then the other times you went back once a month on
weekends….
The other experience was at Princeton University–through the Woodrow Wilson
Foundation…. It was probably early 90’s which was about halfway through my career
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when a real major ah ha moment struck me. You don’t have to teach to tests. You do
projects and students have different kinds of learning styles. And, that is something that I
wasn’t taught when I first started.
Clara’s transition is best understood as a journey along a continuum.
…As soon as I got my Bachelor’s I started my master’s. I did a master’s in physics not
physics education because I thought I needed to understand this better if I was going to
teach it. Well, all that did was take me up to higher levels of physics….
[Initially], I am going to say that I was pretty much a chalk and talk kind of
person. I would do derivations of formulas and feel really good when I was finished. I
thought I was doing such a wonderful job. One of my students came in one day, and I will
never forget what he said. “You going to throw spaghetti all over the board again
today?” And, I said, “What” [very puzzled look]?... He said, “Well, that is just what it
looks like to me. It just looks like you are throwing cooked spaghetti on the board.” I
thought something is really wrong here, because he was not a dumb kid. So, it just made
me start looking at what I was doing a little differently.
Transition in Dorothy’s teaching practice was spurred on by an unresolved frustration.
I was perfectly happy teaching, but I was very frustrated. I was very frustrated
because I had students who would really, really try very hard and just couldn’t do it…. I
changed entirely from being a more teacher-centered teacher—sage on the stage—to
being a student-centered teacher…. So that is what brought me around?... What I needed
to learn was how to be much less rigid, much more adaptable, much more tuned into
what the students are saying, listening to the students, making them talk to you so that
you can get some feedback as to how they are viewing what you are saying, and making
them do work.
Recently, I realized that this is kind of a thirty-year evolution. When I started
teaching as a first-year teacher, I think I did what many first year teachers do…. Then, it
began to dawn on me that sometimes these students, who are many times brighter than
me, don’t exactly see the world the same way that I see it. That is when I began to
suspect that something was wrong—that something was missing. I was here for nine
years before it really dawned on me, so it was a slow process…. The thing that worked
better for me was to step back and give the essentials of the information and make the
students talk to me. Then, make the students do the work.
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The comments on the transitions experienced during the teaching career reveal
unique turning points for each PA, but all five PAs share the fact that key professional
development opportunities dramatically impact how they currently teach.
Professional Development Needs and Experiences
ETs express a greater need than PAs for professional development in the areas of how to
use technology and inquiry/investigation teaching strategies (see Table 7). The need for training
in technology is the largest professional development need for both PAs and ETs, but ETs show
a greater need 74% vs. 63% (p < .001, V = .11). Further, 44% of ETs and 30% of PAs see the
need for assistance in meeting a primary inquiry teaching objective of the National Science
Education Standards.
A long-term or sustained professional development experience strongly impacted the
teaching practice of all 5 tier two PAs. Details of these professional experiences extend the
findings from tier one data. The following descriptions provide detailed accounts of the top 2
most influential professional development experiences for each tier two PA. Further, the impact
that each program had on their teaching practice is discussed as well.
The Woodrow Wilson Program in Human Ecology (4 weeks) and Research Experience
for Master Biology Teachers (2 year span) were the two experiences that had the greatest impact
on Amy’s teaching practice. The Woodrow Wilson program had a significant impact on
assessment issues in the classroom while the Research Experience helped to develop handson/inquiry type skills.
A 6 week instructional program at Woods Hole Marine Biological Laboratory and a two
month NSF funded program in marine biology were pivotal programs that impacted Barbara’s
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instruction. The quality of the mentors helped encourage and motivate as skills/content in
biology and chemistry were greatly improved.
For Clara, modeling workshops (two summers) and Project Insight (two weeks), a
program offered by Harvard, provided learning that changed the way that skill/content
development was taught in the classroom. Both programs focused on innovative, engaging ways
to help students learn physics, but teachers such as Clara became active participants in the
learning experiences as they were trained.
A 4½ year PhD program focusing on constructivist learning theory and a 23 year
involvement in CHEMED, a collaborative network of teachers, were foundational in providing
the most significant impact during Dorothy’s teaching career.
Finally, a NSF National Mathematics/Science Fellows program and a 4 year involvement
in learning about solar technologies impacted the way that I infused integrated math/science
inquiry learning into the daily curriculum used to guide student learning.
Current Instructional Practice
This study does not seek to define what should be taught in each discipline within
science, but by investigating and then comparing the broader primary instructional objectives
that received heavy emphasis, developing a foundational framework for high-quality teaching
might be possible. Table 8 displays the comparison of instructional objectives that received
heavy emphasis within the classroom for PAs and ETs. Composite scores were determined based
on whether the objective promoted basic content/skills or inquiry/constructivist skills/content.
Items that could be either higher or lower order in nature depending on the instruction were left
out of both composites. The two composite results show that PAs tended to emphasize inquiry
techniques and higher order processing skills more than ETs (p < .001 and V = .142). Providing
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further support, ETs tended to emphasis lower order processing skills such as preparing for the
test more than PAs (p < .001 and V = .124).
Methodological Issues.
The depth and meaning of learning is guided by the methodology that the teacher selects
for a given lesson or unit. The methodology selected and the time appropriated for each of the
activities/investigations can dramatically impact a student’s level of achievement. Tier one
results differentiate between what the PAs do differently in terms of instructional activities used
and how time is spent in class (Tables 9 and 10, respectively). The discussion with tier two PAs
was broader regarding the methods of instruction used and included the role of inquiry in the
classroom and specific details of other methodological approaches that receive significant
emphasis.
Table 9 shows individual instructional activities that are used at least once a week.
Additionally, Table 9 shows in a composite overview of constructivist/inquiry activities that PAs
scored significantly higher (p < .001, V = .10). Although this data may not provide a detailed
indication of the quality of the constructivist or inquiry teaching approaches used, it does provide
a clear indication of the overall instructional environment created. Table 10 provides a
breakdown of the time spent on various forms of activities (categories). Clearly, students in PAs
classrooms typically spend more time on hands-on laboratory investigations (p < .001, V = .21)
and less time completing individual seatwork such as worksheets (p < .001, V = .24) than their
ET peers. Additionally, ETs had students do the following more often than PAs: follow specific
instructions, read non-text in class, listen/take notes from teacher, read textbook in class, and
answer text/worksheet questions. These things further emphasize that PAs demonstrate a greater
tendency to use constructivist and inquiry learning approaches in their classes.
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Tier two PAs provide further elaboration regarding their views and methodological
approaches to teaching inquiry. Effective questioning techniques became central to this
discussion. For Amy, inquiry and successful methodologies include the use of guided inquiry
and the use of effective questioning techniques. This was evident both during the classroom
observations and the interviews. The observations showed a mix of guided inquiry investigations
(e.g., science fair projects and a long term environmental study of a nearby park). In addition,
during observations it was noted that considerable time was used during the class debriefing
portion of the lesson to build the framework for the next unit. Both the introductory framework
and the debriefing were conducted in a KWL type format that looks at what is known, what still
needs to be learned/discovered, and what has been learned.
…inquiry boils down to this thing that I call problem solving. If you have a question,
what steps do you take to solve the question?... I guess through teaching my students, I
have come up with techniques to help them recognize pieces of information or an activity
that can give them the data that will help them solve their problem. One way to get them
to do that is to get them to recognize what their questions are. They don’t know how to
ask the questions. You give them scenarios and you work in groups or as a class and you
practice, practice, practice.
Barbara reports that she teaches at a very inquiry focused school. Interestingly, she sees a
clear difference in how science is done as she compares her biology students science fair projects
(her area of content expertise) with her approach in chemistry (area of much less expertise).
I would say that our science fair epitomizes inquiry where we take a problem to
which we don’t know the answer; we investigate—write the background paper on it; we
look at methodology; we review the methodology; we try it—if it doesn’t work, then we
adapt it; we come back and finish the scientific method; we do statistical analysis on the
results; we present what we are doing to our peers at the fair; we present to judges; I
would have to say that the research project epitomizes it, because we, the kids, never
know the answer to what they are doing. Once in a while I do. There are some freshman
projects that I know what is going to happen. Most of them are unique individualized
projects that are open-ended with constant review and assessment.
In chemistry, we write up everything. Being the kind of chemistry students that
they are [indicating that they are not as good as honor’s biology students], they don’t
know what they are going to find. I will tell you that when we did nuclear studies we did
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not exactly run labs in nuclear. So they are anxious to get back into some more labs. The
chapter that we are in now is on waves, orbitals,… and we don’t have enough equipment
to experiment with that. Then we will get back into the written labs again because they
are missing them.
Much like Amy, Clara relies heavily on the use of effective questioning as one of the
primary techniques used to help facilitate student learning. Socratic Dialogue is an important
questioning technique employed by Clara. The goal is to get students to begin thinking for
themselves about the key questions that must be answered when solving problems.
I use what I call guided inquiry. Even when I do modeling labs with them, they
have some freedom to do some explanation, but I guide them through figuring out what
we are going to explore. Sometimes I will say, “What happens when you do this or that?”
I am not real big into verification labs, although I do some of them. I think I try to
question in a Socratic kind of way even when I am lecturing. I am trying to get better at
doing it. I think you can use inquiry in that way in a lecture.
…The first Socratic Dialogue labs that we did were on Newton’s first and third
laws. They are kind of time consuming, but you can really question kids thoroughly…So
you have a student who can’t figure out how to draw the force body or free-body
diagram. Rather than draw the free-body diagram for them, you put the pen in their hand
and say things like…“Okay so tell me the forces acting on this thing.” If they name a
force that isn’t a force, or if they can’t think of any, then you break it down. I break it
down into two forces: action at a distance and contact….
Dorothy believes strongly in a constructivist teaching approach. Although this does not
exclude other questioning techniques such as Socratic Dialogue, it seems that her approach
places a heavier responsibility on the student to wrestle through learning, questioning, and
discovering. The constructivist approach used by Dorothy is heavily based on helping students
formulate good questions in the quest of becoming better communicators and problem solvers.
I want them [the students] to have the basic question that they want to answer but
not necessarily have the answer to it. Inquiry the way that I understand it, not just a
buzzword, is fundamental to being a life-long learner. Students should be encouraged to
develop the skills of inquiry. Learn to formulate good questions. Learn to reformulate
questions once you have the answer. Be self-motivated and self-initiated in terms of if you
want to know the answer to a question—go find it. I frustrate the daylights out of kids
because I answer a question with a question until finally they go find it for themselves. If
you answer the questions for the students, then it is not going to become the student’s
property. It is just going to go in one ear and out the other…I tell my students that when I
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read a solution to a problem in a book that is not your solution, it belongs to the author.
If you have another solution that fits all the criteria and generates the correct answer,
then that is your solution—don’t change it. I have had students come up with some really
unique ways to do percent yield problems. They get the correct answer, but they go about
it a very different way. I don’t want to make them change to my way just because it makes
sense to them.
My response to the role of inquiry and effective questioning in the classroom follows.
When I went through my pre-service training, the term inquiry was not in vogue
as it is today. With the prevalence of inquiry in almost all science education discussions,
it has become clear to me that inquiry has come to mean many different things to
teachers. For me, inquiry is more than just an active involvement of students—though
that is a good start. It seems easiest to view inquiry along a continuum. At the not inquiry
end of the continuum is direct instruction where science is talked about by the instructor
but not experienced by the students. On the other end of the continuum is open inquiry
where students take nearly total ownership of their learning and the teacher becomes a
mentor to assist students as they seek answers to their questions. A great majority of
science classes fall in the less inquiry end of the continuum. For these classes, inquiry
often takes the form of a verification or “cookbook” labs.
Most of my teaching quickly evolved into a guided form of inquiry where with the
help of the students a question was developed to study, but they were encouraged to seek
their own approach to solving the problem. The goal is to get students thinking more
actively about the process involved in problem solving. When algorithms are provided for
students, all they learn is to follow the steps and memorize the definitions for the test….
Inquiry is achieved in different ways for each of the tier two PAs, but inquiry becomes
successful in the view of PAs when the teacher uses effective questioning techniques to guide the
students in their learning/investigations.
The classrooms of both the tier one and tier two PAs are typically inquiry focused with
frequent use of questioning techniques directed at helping develop critical thinking and problem
solving skills. Specifically, PAs more often had students: recording, representing, and analyzing
their data; preparing written science reports; and designing/implementing their own
investigations.
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Importance of National and State Standards.
Tables 11 and 12 respectively consider the agreement and implementation level of the
National Science Standards for teachers who are at least familiar with the Standards. As a group,
the PAs are more familiar with the National Science Standards (p << .001, V = .47). Of those
who are familiar with the standards, PAs showed greater agreement with the Standards (p <<
.001, V = .33) and tended to implement the Standards (p << .001, V = .27) more than ETs.
The degree that the Standards are responsible for shaping the current curriculum of either
group is not known simply from studying the tier one data, but tier two PAs all discussed the
importance and impact that the National Standards have on their own teaching practice. As will
be seen in the comments that follow, everyone does not value the state or National Science
Standards in the same way, but all 5 tier two PAs indicated the foundational importance of the
Standards for their current and evolving curriculums.
For Amy, standards and proficiencies have been in place for years at her school. Amy
infers that the National Standards are just one part in a larger feedback loop that includes:
National Standards, state standards, departmental standards, and individual instructor practices.
You have to look at what the standards are, and then you compare that to what
you have in terms of lessons; and if your lessons cover those standards, then you just
keep doing what you are supposed to be doing. If there is a standard that you haven’t
included in your curriculum, then you need to do that.
For Barbara, the individual, departmental, state and national influences on the curriculum
taught are similar to those expressed by Amy, but the process of how the curriculum developed
was exactly in reverse order. For Barbara, her curriculum followed the following steps of
development: she wrote it, she taught it, she submitted it to the state as a department, and then
she helped write the current state biology science standards.
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I would say that it [the curriculum] has been an evolution based upon activities,
needs, interest, ways to approach—it has probably been gradual; I cannot pinpoint one
year when I turned and did things differently… Standards don’t bother me at all…. I can
live with it because there is not one thing in there that I don’t teach. So it is not a
problem for me.
Clara definitely sees the importance of having some sort of National Standards in the area
of physics, but as the state standards currently read, she feels that there is an unreasonable
demand for both great depth and great breadth in all areas of physics. Too her, this is a task that
would take more than one year to successfully achieve. So while she agrees generally with the
state standards, she feels that some kind of compromise needs to be reached so a general breadth
is included for all areas while a depth is realized in a select number of areas.
…Universities and maybe businesses wanted physics on your transcript to mean the same
thing no matter what type of physics it was. So we were not able to make any provisos, so
we ended up with this bloated, elephant list of standards. And, I don’t know how you
would accomplish that in a year….
Oh, I think there needs to be standards. It seems to me that the standards, at least
the way the core 40 test [state proficency test in core disciplines] has been written, the
way that they are evaluating your achievement of the standards is that they have
combined depth and breadth. I don’t mean that they have combined some depth in this
area and some breadth in other areas which I guess is the approach that I am doing.
They want depth and breadth in all the topics—that is what it is looking like to me.
Dorothy is clearly aware and supports the Standards but sees most all of the National
Standards have been met before students enter her class. The state standards in chemistry are
addressed fully in the first year of chemistry will one or two exceptions.
To be honest, I have looked over the National Standards at least a dozen times.
Most of our students come to us already having satisfied the basic National Standards.
We have looked at the state standards very carefully with regard to our curriculum and
we are in good shape. There are a few areas where we would like to strengthen a little
bit, but we are also really concerned about the students’ understanding. We ascribe a
little bit to “less is more.” If the students really understand what they are doing, then it
might be better if we just make it through some things and not everything. So, we have
looked at the standards and we meet or exceed the standards in all but one or two areas.
My response:
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The National Standards from the National Research Council came to the forefront
a few years after I began teaching. Initially they didn’t seem to play a pivotal role in my
classroom development, but they did help to reaffirm my teaching practices. For
instance, inquiry teaching methodologies are emphasized in the National Standards, but I
taught using an inquiry approach before I knew the label to put on it. So, the National
Standards helped me to focus my curriculum better, and they helped to attach a name or
approach to the method that I was using within my classes. Further, they were helpful
encouraging me to be more explicit about teaching Nature of Science concepts. In the
past, I addressed Nature of Science more implicitly as I guided student learning.
Assessments used.
Effective teaching practice needs to tie instructional objectives with sound assessment
strategies that measure student growth. Tier two PAs detailed considerable variation in the
assessment techniques used to assess their students.
Amy uses a mixture of projects, essays, concept maps, quizzes, etc. She indicates that
assessment techniques used should be well matched to the goals and content being studied
instead of just relying on previous, traditional methods. Amy discussed that for years she swung
to the other side of the continuum by avoiding traditional forms of testing. Now, Amy seeks to
better match the assessment used to individual learners and/or the needs of the class.
For Barbara, tests, homework, labs, quizzes, and projects are the predominant assessment
tools used and are listed in order from greatest to least points awarded in class. However,
Barbara also indicated that certain assessments are used more than others depending on the
content and time of year [time of year refers to whether students are involved in science fair
projects or not]. Barbara went on to discuss what happens when students do not perform to the
level expected.
I try to look for the reason why. Did I try to teach too much in too short of time?
Was the student absent? How did the student do in classwork leading up to the exam? If
they didn’t turn in any of the homework, then I feel that I have a clue. In here [zoology
class], I tried to see if study partners made a difference—it appeared that it did not. The
determining factor was when 8 out of 9 of the bottom kids didn’t come in for extra help,
and 8 out of 9 of the top kids did. So, I think the clue was when they put it aside. If it is
something that I feel is my fault, then I can go back and re-teach. I can eliminate a
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question that may have not been clear; I can scale it; I can do an item analysis; I can
look at possible areas of interpretation; but if I think that I really did cover the material
in multiple ways where I feel they could succeed if they put forth the effort, then
adjustments to grades will not be as likely.
Table 13 provides a comparative overview of the assessments that tier one PAs and ETs
typically use in their classes. Notice that for both groups the most common assessment
techniques are formative types that monitor progress of student understanding and knowledge.
The largest difference is seen in the types of questions predominantly provided on tests—ETs
provide much larger percentage of short answer questions (p < .001, V = .36). Areas where PAs
scored significantly higher (p < .001) include: questioning students as they work individually,
using defined criteria to grade student work on open-ended and/or laboratory tasks, having
students present their work to the class, having students assess each other, and assessing student
work on long term projects.
The investigation into the current instructional practices of ETs and PAs included three
predominant issues: methodological issues, importance of state and National Standards, and
assessments used. By looking at the current instructional practices and comparing them to prior
professional development experiences, a stronger understanding of how to train our current and
pre-service teachers to become high-quality practitioners can be understood and explained.
Conclusions and Implications
The training received and instructional practices of high-quality secondary science
practitioners (HQPs) are significantly different from experienced teaching peers (ETs) in many
respects. The comparative analysis between ETs and PAs comprised the basis of this study.
However, to allow for a more global discussion on how high-quality teaching practice develops,
HQP will be used in place of PA subset for the concluding discussion.
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Specifically related to training, HQPs: (a) have attained a stronger foundation in their
content knowledge area, (b) possess more background in chemistry and physics regardless of the
science content area taught, (c) have experienced sustained, engaging, and personalized
professional development experiences that dramatically transformed their current classroom
instructional practices, and (d) have been trained in ways that allow them to effectively lead
students in developing science process and inquiry skills.
The professional training and experiences of these HQPs have led to the following
manifestations in the classes led by HQPs: (a) less focus devoted to basic content and more
emphasis on embedding content in inquiry/constructivist learning approaches, (b) greater
emphasis on incorporating science process skills into the learning, (c) less individual seatwork
exercises/activities and more collaborative hands-on laboratory experiences, (d) greater focus on
standards as the foundational component of the curriculum, and (e) less emphasis on shortanswer testing while emphasizing more on authentic types of assessment such as lab practicals,
class presentations, and long-term projects that incorporate self-assessment as part of the
evaluation process.
With regards to training, it seems that the specificity of the degree is more important than
the number of degrees. Of importance is the need to have the degree in the content area that one
teaches. HQPs feel no better prepared to teach outside their content area. Even though HQPs
may possess greater abilities to lead students from a methodological perspective, they see that
content knowledge must precede methodological issues when looking at the success in the
classroom. Effective methodological implementation is vital when considering student success,
but poor content knowledge will ultimately be expressed in poor student achievement (DarlingHammond, 1999). Thus, it is a necessity for at least one of the degrees to be in a specific science
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or science education. A second degree is desirable to strengthen content knowledge and/or
pedagogical abilities.
Depth of training in one’s field is vital but this study also points out the need for HQPs to
attain a solid foundation in chemistry and physics. Chemistry and physics are foundational
sciences that are necessary for developing a more comprehensive understanding in other sciences
such as biology and earth/space. For instance, any discussion in genetics necessitates an
understanding of the chemical processes if more than a surface level understanding is to be
achieved. The presence of chemistry and physics content knowledge is vital for building
meaningful student achievement that extends beyond rote learning.
There is a large difference between HQPs and ETs reporting being well-qualified to teach
science process skills—87.3% vs. 64.3% respectively (p < .001, V = .22). The training in science
process skills that a teacher has received directly impacts his/her subsequent implementation or
avoidance of these topics in the curriculum. Without proper training in science process skills,
more prescriptive forms of inquiry will be encouraged in place of a more constructivist, guided
inquiry approach that engages the minds of students to deeper levels of understanding.
To achieve classrooms where guided inquiry, higher-order skills, and science process
skills are foundational to the structure of the class, HQPs must experience professional
development opportunities where learning is engaging, personalized, contextualized, and inquiry
centered. This learning for pre-service and in-service teachers must be sustained to promote
long-term changes in practice. Part of the sustained experience encourages the modeling of lifelong learning.
HQPs admit to the importance of the standards in the overall curriculum structure, but
they typically go well beyond the minimum expectations set forth by the standards. This further
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suggests that the HQPs are not ones who teach to the test but nonetheless still have great
academic success with their students.
Providing excellent instruction in each and every secondary science classroom across the
U.S. is a goal that must be pursued with unrelenting vigor. To accept anything less than highquality instruction in every classroom ensures that all students will not learn, grow, and achieve
to their capability. There are two fundamentally distinct approaches to achieving high-quality
instruction: (a) a systemic program that trains all teachers using the same global and possibly
myopic set of objectives or (b) training that focuses on ways to allow teachers to individually
achieve mastery of the identified foundational, essential components for high-quality
instructional practice. This second view celebrates the uniqueness that each individual teacher
possesses while guiding their development based on identified fundamental components found in
HQPs. Thus, best practice becomes not something to be duplicated; rather, it becomes a directed
journey of intentional training suited to the needs of each person.
In a world where time demands and accountability expectations continue to rise for
teachers, it becomes imperative that educational leadership provide a more coherent focus for
teachers while still allowing individual uniqueness to be celebrated. This study provides a
mechanism for how high-quality secondary science can be attained in the classroom by looking
first at the foundational structure of skills, content, and training. This structure does not seek to
propose an exclusive approach, but the conclusions hopefully serve to facilitate a meaningful
foundational structure that can serve to guide pre-service as well as experienced teachers toward
improving their own teaching effectiveness. The outcomes of this study provide a fundamental
approach for how teacher-training programs can be structured, and how professional
development programs can be developed and implemented. The ultimate instructional product
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that develops from the process focused development of effective practice is likely to be one that
includes: an inquiry/constructivist focused classroom, deep questioning and exploration from
students and teacher, respect for student differences, high expectations for all, standards-based
curriculum structure, and authentic assessments that match the clear objectives.
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Table 1: General characteristics and background information for tier two participants
Name

Highest degree (majors)

Yrs. Exper.

Subjects taught

Amy

MS + 30 (Bio. Ed. & Sci. Ed.)

29

Biology/ Genetics

Barbara

MS + 30 (Bio. & Eco.)

36

Biology/ Chemistry

Clara

MS (Sci. Ed. & Phys.)

29

Physics/ Math

Dorothy

PhD (Enviro. Ed., Chem., & Sci. Ed.)

34

Chemistry

Me

PhD (Chem. & Sci. Ed.)

12

Physics/ Chemistry

Note. F=Female, M=Male, and Subjects Taught = the primary classes that have been or are currently being taught
by the participant during the last five years.
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Table 2: Number of years of teaching experience compared for PAs and ETs*
Secondary science teachers surveyed
Years Experience
PA%

ET%

10-14

7

25

15-19

10

15

20+

84

60

Note. χ2 (2, N = 1283) = 65.23. V (strength of association) = .23.
*p < .001.
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Table 3: Undergraduate major and education beyond bachelor’s comparisons for PAs and ETs
Undergrad Major

PA%

ET%

χ2

V

Sci./Sci. Education

87

72

5.55*

0.155

Educ.

8

20

-5.07*

0.142

Other

6

8

-1.20

0.034

Highest Degree

PA%

ET%

χ2

V

Post BS

90

67

8.20*

.229

*p < .001.
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Table 4: Comparison of education and science content courses taken for PAs and ETs
PA%

ET%

χ2

V

General methods of teaching

90

96

-4.13**

0.11

Methods of teaching science

91

79

4.96**

0.14

Supervised student teaching

72

63

2.99*

0.08

Composite for each discipline

PA%

ET%

χ2

V

Chemistry

47

36.7

3.33**

0.09

Earth Science

32.5

28.9

1.24

0.03

Life Science

53.2

51.4

0.57

0.02

Physics

33.3

21.8

4.21**

0.12

Total Science

41.5

34.7

2.23

0.06

Courses Taken
Education Courses

Note. Composite scores for each discipline are calculated by determining the average percentage of all topical
responses within that discipline. The Total Science Composite is the average of all four science discipline
composites not including the education courses.
*p < .01. **p < .001.
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Table 5: Comparison of PAs and ETs reporting well-qualified to teach specific science topics
Topic
Sub-topic

PA%

ET%

χ2

V

51

59

-2.55*

0.07

Area
Ear/Sci

NS

Biology

Struct./function of human sys.

Chemistry

NS

Physics

Forces/motion

48

34

4.57**

0.13

Physics

Energy

50

33

5.55**

0.15

Physics

Light and sound

42

29

4.39**

0.12

Physics

Electricity and magnetism

37

24

4.61**

0.13

Physics

Modern physics

26

11

6.64**

0.19

Envir.

NS

Process

Formulating hypotheses, drawing

89

69

7.24**

0.20

conclusions, making generalizations
Process

Experimental design

83

57

8.56**

0.24

Process

Describing, graphing, and interpreting data

90

67

8.20**

0.23

Content Average

45.1

41.4

1.18

0.03

Process Average

87.3

64.3

7.97**

0.22

NS = No significance noted for any of key topics in discipline. Note. significant topics are shown.
*p < .01. **p < .001.
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Table 6: Comparison of content preparedness of PAs and ETs
Category of Responses
Only in disciplines taught

PA%

ET%

χ2

V

Chemistry

96

89

3.84**

0.11

Earth Science

85

83

0.85

0.02

Bio./Life Science

90

84

2.70*

0.07

Enviro. Sci.

85

75

3.79**

0.11

Physics

94

78

6.62**

0.18

Physical Science

81

68

4.55**

0.13

Integr./Gen. Sci.

67

64

0.99

0.03

85.4

77.3

3.17**

0.09

Chemistry

75

68

2.41*

0.07

Earth Science

69

61

2.62*

0.07

Bio./Life Science

57

59

-0.64

0.02

Enviro. Sci.

69

67

0.68

0.02

Physics

56

53

0.95

0.02

Physical Science

65

59

1.94

0.05

Integr./Gen. Sci.

63

61

0.65

0.02

64.9

61.1

1.24

0.03

Discipline Area

Composite Only in disciplines taught
In disciplines not taught

Composite In disciplines not taught

*p < .01. **p < .001.
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Table 7: Professional development needs compared for PAs and ETs
PA%

ET%

χ2

V

Learning how to use tech. in science instruction

63

74

-3.84*

0.11

Deepening my own science content knowledge

33

37

-1.32

0.04

Learning how to assess student learning in science

39

34

1.65

0.05

55

56

-0.32

0.01

36

37

-0.33

0.01

30

44

-4.51*

0.13

Perceived professional development need(s):

Learning how to teach science in a class that
includes students with special needs
Understanding student thinking in science
Learning how to use inquiry/investigation-oriented
teaching strategies

*p < .001.
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Table 8: Comparison of Instructional Objectives that Receive Heavy Emphasis
PA%

ET%

χ2

V

Learn science process/inquiry skills2

82

69

4.60*

0.13

Increase students’ interest in science2

63

50

4.12*

0.12

Learn basic science concepts1

83

81

0.81

0.02

Learn how to communicate ideas in sci. effectively2

55

40

4.78*

0.13

Prepare for further study in science

48

50

-0.63

0.02

Evaluate arguments based on scientific evidence2

43

28

5.08*

0.14

Learn important terms and facts of science1

34

49

-4.77*

0.13

Learn relationships between sci., tech., and society

35

29

2.06

0.06

Learn applications of sci. in business and industry

20

17

1.24

0.03

Learn about the history and nature of science

16

12

1.88

0.05

Prepare for standardized tests1

12

21

-3.66*

0.10

PA%

ET%

χ2

V

Basic content and/or lower order skills1

43

57

-4.44*

.124

Inquiry/Constructivism and higher order skills2

58

42

5.07*

.142

Instructional objectives

Composite of instructional objectives

Note. Basic content and/or lower order skills composite include instructional practices that develop knowledge using
lower cognitive skill levels such as define, comprehend, and memorize. Inquiry/constructivism and higher order
skills composite includes active learning processes that require students to think at higher order cognitive process
levels such as analyze, synthesize, and evaluate. NPA = 340 and NET = 943.

*p < .001.
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Table 9: Instructional Activities Done at Least Weekly
PA%

ET%

χ2

V

Work in groups†

89

81

3.38**

0.09

Hands-on science investigation†

89

73

6.03**

0.17

Record, represent, and/or analyze data†

81

62

6.39**

0.18

Follow specific instructions in an activity or investigation‡

71

77

-2.20

0.06

Write Reflections†

26

20

2.31

0.06

Use mathematics as a tool in problem-solving

64

49

4.75**

0.13

Design or implement their own investigation†

25

13

5.15**

0.14

Read (non-textbook) science-related material in class

19

23

-1.53

0.04

Watch a science demonstration

49

45

1.27

0.03

Work on extended science investigations or projects†

16

9

3.56**

0.10

Participate in field work†

9

4

3.52**

0.10

Listen and take notes during presentation by teacher‡

68

77

3.27**

0.09

Make formal presentations to the rest of the class†

10

6

2.47*

0.07

Use computers as a tool

28

15

5.30**

0.15

Read from a science textbook in class‡

13

32

6.77**

0.19

Prepare written science reports†

40

26

4.84**

0.13

Watch audiovisual presentations

22

25

-1.10

0.03

Answer textbook or worksheet questions‡

50

66

5.20**

0.14

Take field trips

1

3

-2.04

0.06

Composite of Constructivist/Inquiry Activities

45

34

3.60**

0.10

Instructional Activities
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Note. †Indicate constructivist/inquiry activity. ‡Indicate an activity that is counter to constructivist/inquiry learning
approaches. No symbol indicates an item that may or may not be considered a constructivist/inquiry activity
depending on its context. Both † and ‡ are used to find the composite. Affirmative responses used for the † items, and
the negative responses used for the ‡ items. [Constructivist/inquiry activities mean that the students are actively
engaged in investigating science beyond just verification activities and/or are actively involved in the process of
constructing their own learning.] NPA = 340 and NET = 943.
*p < .01. **p < .001.
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Table 10: Average Percentage of Time Spent on Different Types of Activities*
PAs

ETs

χ2

V

Hands-on laboratory

38

26

7.67*

0.21

Whole class lecture/discussion

28

33

-3.24*

0.09

Non-laboratory small group work

11

10

0.97

0.03

Non-instructional activities

10

11

-0.97

0.03

6

15

-8.76*

0.24

7

2

2.51

0.07

General categories of activities

Individual seatwork—reading, completing
worksheets, etc.
Other activities

2

Note. Composite χ (5, N = 1283) = 33.07 and V = 0.16. NPA = 340 and NET = 943.
*p << .001.
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Table 11: Comparison of Extent of Agreement with National Science Standards for Those Who
Are at Least Somewhat Familiar with Standards*2
Agreement

PA%

ET%

Strongly disagree

2

0

Disagree

4

6

No opinion

8

22

Agree

59

65

Strongly Agree

28

7

2

Note. χ (4, N = 964) = 104.98 and V = 0.33. NPA = 323 and NET = 641.
*p << .001.

2

Ninety-five percent of PAs and 67% of ETs are at least somewhat familiar with NSES (p << .001, V = .47).
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Table 12: Comparison of Extent to which Recommendations from Standards have been
Implemented for Those Who Were at Least Familiar with the Standards*
Extent

PA%

ET%

Not at all

2

3

Minimal

12

22

Moderate

51

62

Great

35

13

2

Note. χ (3, N = 964) = 67.94 and V = 0.27. NPA = 323 and NET = 641.
*p << .001.
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Table 13: Comparison of Assessment Methods Used at Least Monthly
PA%

ET%

χ2

V

97

98

-1.91

0.05

97

96

1.62

0.05

94

93

1.21

0.03

Observe students and question as they work individually

96

93

3.92*

0.11

Review student notebooks/journals

57

56

0.60

0.02

85

78

5.38*

0.15

Have students present their work to the class

55

44

6.56*

0.18

Give test requiring open-ended responses

87

85

1.72

0.05

Pre-assess to determine what students already know

47

48

-0.60

0.02

Review student homework

91

96

-6.05*

0.17

Review student portfolios

31

28

1.96

0.05

Have students assess each other

38

30

5.04*

0.14

Have students do long-term projects

34

25

5.89*

0.16

Give predominantly short-answer test

59

79

12.90*

0.36

Assessments
Ask student questions during large group discussions
Observe students and question as they work in small
groups
Use assessments embedded in class activities to see if
students are “getting it”

Grade student work on open-ended and/or laboratory tasks
using defined criteria

Note: Although both groups provided open-ended tests during the month prior to filling out the survey (no
significant difference noted [p > .01]), ETs gave a much larger percentage of predominantly short-answer tests (p <
.001). NPA = 340 and NET = 943.
*p < .001.
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ABSTRACT

The primary purpose of this study was to determine if there were significant
differences in the academic achievement (as measured by Fall 2003 GPA) of GED
recipients and traditional high school graduates enrolled in a postsecondary institution. In
that locus of control (internal versus external) has been shown to be related to academic
achievement such that higher internality is associated with higher academic achievement,
the researcher also sought to determine the extent to which locus of control played a role
in the academic achievement of these students. Moreover, additional factors, including
gender, age, race, and number of previous semesters students spent in college were
examined as well.
The sample for the study included 180 GED recipients and traditional high school
graduates enrolled in three postsecondary institutions in Northern Louisiana. Descriptive
statistics showed that the GPA for the sample was slightly above average (m = 3.03, SD =
.762). In addition, the mean LOC score was (10.81) which indicated an internal
orientation for participants in the sample.
A 2 x 2 x 2 (Type of diploma x gender x locus of control) factorial ANCOVA was
conducted to test each of four null hypotheses. Results of the ANCOVA revealed that
there was no significant difference in the academic achievement of GED recipients and
traditional high school graduates as it related to type of diploma, locus of control, age, or
time in college. It was found however, that in regards to locus of control, participants
exhibiting higher internality also had higher academic achievement than participants
exhibiting higher externality. Moreover, gender and the interaction of type of diploma
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and gender was shown to be significant in that females (m = 3.12, SD = .714) in the
sample had a significantly higher GPA than males (m = 2.87, SD = .822). In addition, the
GPA for male GED recipients was significantly higher than that of male traditional high
school graduates. The covariate of race was shown to significantly adjust the academic
achievement of the sample participants such that Caucasians (m = 3.14, SD = .773) had
significantly higher GPAs than African Americans (m = 2.79, SD = .718).
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Abstract
This paper discusses the insights gained by Pepperdine University’s Organizational
Leadership doctoral students who traveled to China to meet with business and educational
leaders for part of the degree requirement. The paper briefly describes the purpose and rationale
for the trip supported by the value of experiential learning. It focuses on insights and
observations made by the authors and understandings experienced by doctoral students while in
China. Conclusions made by the authors relate to China as a country of contrasts, the importance
and impact of China’s political system, the culture of China and why it is in transition, and
personal growth of the students who participated in the trip. As educators, the authors used
examples largely from China’s educational system to illustrate their observations.
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Introduction
In 1972, Richard Nixon became the first United States President to visit Communist
China and initiated the opening of China to the world. The People's Republic of China is situated
in the eastern part of the Asian Continent on the western coast of the Pacific. With a total land
area of 9.6 million square kilometers, China is the largest country in Asia and the third largest in
the world, next to Russia and Canada. In the years since Nixon’s visit, China has been
transformed from a closed communist country to the fastest growing economy in the world;
many experts feel that within the next 25 years, the Chinese economy will be the largest in the
world (Miller, Benjamin, & North, 2005). For example, China's trade volume increased 23
percent in the first six months of 2005 to $645 billion in United States dollars (USD). Exports
grew to $342.3 billion USD, a 32.7 percent rise over 2004; imports to China reached $302.7
billion USD in this period, a year-on-year increase of 14 percent (China Today, 2005). This
growth is supported by China’s educational system. In 2003, China overtook the United States
as having the largest system of higher education in the world. Confirmed by UNESCO, China
has 19 million students compared to the United States with14 million, Russia 6.5 million, India
five million, and Japan three million (Cheng, 2004, p. 82).
The rapid growth of China as a global superpower is changing the world. It is difficult to
read a business magazine or newspaper without seeing stories about China as an economic
powerhouse financing American debt, competing for resources such as oil and steel, and taking
American jobs. But as extensive as the information on China is, it doesn’t answer questions such
as what has been the impact on the Chinese people with all the rapid growth and development?
What do they think and feel about all the changes they have experienced in the past thirty years?
Has the capitalist spirit replaced communism? George W. Bush says: “It is important for us to
trade with China to encourage the growth of the entrepreneurial class [because when we do this]
you’ll be amazed at how soon democracy will come” (cited in Bhagwati, 2004). But is he right?
Purpose of the China Trip
To find answers to these questions and gain a deeper understanding of globalization,
Pepperdine University’s Organizational Leadership doctoral students traveled to China to meet
with business and educational leaders. The stated purposes of the trip included: (a) compare and
contrast the major institutions of China with those in the United States such as universities,
educational systems and industry; (b) identify and understand historical origins of the major
ethnic groups: (c) understand how the political systems operate; (d) understand what type of
economic infrastructures are in place and how they support the fiscal goals of the country; and
(e) identify the major cultural patterns and trends in China and how they impact global relations
with the United States and other countries.
Planning the trip began in late 2004 before the doctoral students enrolled in the
International Policy course. Throughout the course, possible cultural, social, economic, legal
and political differences between the United States and China were discussed. Early in the
planning process, Pepperdine contacted faculty at Universities in Beijing and Shanghai and high-
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ranking businessmen to determine if there would be opportunities to establish dialogue and share
experiences with universities and businesses in China; arrangements were made for these
individuals to lecture and share their expertise with the group. The trip was a ten-day program
that involved two days of travel and eight days in the location. The first three days were spent
in Beijing, two days in Xian and three days in Shanghai. In addition to touring many historical
sites and local businesses, we had the opportunity to meet with several influential leaders. Dr.
Fengqiao Yan of Peking University gave a PowerPoint presentation on “The Chinese
Educational System” and conducted a tour of the University. Another highlight of the trip was
meeting Mr. Michael Kuan, a successful entrepreneur and Managing Director of the Strategic
Impact Group, who fled Communist China, lived in the United States and returned to China to
build a successful internet company.
Value of Experiential Learning
An international trip is a required component to earn an advance degree at Pepperdine.
With globalization and the worldwide interdependence that characterizes our new economy,
Pepperdine University feels that creating understanding of other countries’ business practices is
an essential element of an organizational leadership doctoral program because the experiential
learning that occurs when traveling to another country cannot be matched in the classroom. The
benefits of an international experience have been well documented.
Research of two Executive Masters of Business Administration (EMBA) cohorts found
that an international trip positively influenced participants’ cognitive, affective and behavioral
learning. The research methodology used was administering a questionnaire designed to
measure changes in knowledge, perceptions, attitudes and future behavior before and after two
international trips; one cohort traveled to China and the other Vietnam. An analysis of the results
showed that there was a significant increase in cognitive and affective learning. The students’
knowledge about the country visited was far more extensive after the trip than before. In
addition, their perceptions and attitudes had significantly changed. After the trip, they recognized
the importance of differences in culture, management and business practices, and relating to
others appropriately. Although participants better understood the challenges, their behavioral
learning, measured by comfort in developing strategies and doing business in that country,
increased only slightly (Paul & Mukhopadhyay, Fall 2003).
Students and faculty who participated in the Pepperdine trip agreed that it was a
beneficial experience providing knowledge and insights into China that far exceeded their
expectations. As we reflected on the China trip, the value of experiential learning became
evident. The Greenwood Dictionary of Education (Collins & O'Brien, 2003) describes
experiential education as creating knowledge based on life experiences. Although we had read
and extensively discussed the history, political climate, economic growth and culture of China
before the trip, the insights gained during our ten days in China substantially deepened and
broadened our knowledge.
In reviewing the theories of experiential learning developed by John Dewey, Kurt Lewin,
Jean Piaget, William James, Carl Rogers, David Kolb and others as summarized by Kolb (Kolb
& Kolb, 2005), learning is an ongoing process that forces the learner to examine, test and
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integrate new ideas with old beliefs. Learning is not just a cognitive activity but one that includes
emotional involvement to change behavior. When the whole person is involved in the learning,
differences in ways of thinking, feeling, perceiving and behaving are identified, resolved and
integrated into new ideas and beliefs. Learning is maximized when the experience is supported
by critical reflection and interaction with others. The China experience included all aspects of
David Kolb’s experiential learning theory. First the concrete experience of visiting China
occurred during which structured time was provided for students to discuss and reflect on their
observations. Once we returned from China, the students were asked to write reflective papers
that analyzed and conceptualized what they had experienced. This process should encourage
students to use this learning in situations they face in the future (Kolb & Kolb, 2005).
Our China trip exceeded our expectations in being a valuable experiential learning
experience. Chinese history came alive as we visited places such as the Great Wall and
Forbidden Palace. Watching silk threads being woven from the cocoons of silk worms, pearls
being extracted from fresh water oysters, jade being carved and artwork created from embroidery
are only a few examples of the entrepreneurial businesses we saw. But talking with the Chinese
people, looking beyond what the tour guides told us, discussing about our experiences and
reflecting on them gave us insights into China far beyond what we had read or heard before we
went. In considering what the most important things we learned were, four areas that had a
profound impact on us were identified: (a) China is a country of contrasts with vast differences
between purported and true reality; (b) the political system which is firmly based in communism
influences all aspects of Chinese life; (c) the Chinese culture, although centuries old, is in
transition and very different than a Western one; and (d) the personal growth we experienced
resulted in significant changes in our attitudes and beliefs.
Insights Gained About China
Country of Contrasts
China is a country of contrasts. It is a communist nation that is encouraging rapid
business growth and entrepreneurs. We saw tremendous building and development in Beijing
and Shanghai and yet were accosted by beggars wherever we went. We read about the growth of
industry and outsourcing of American jobs to China but saw great poverty. In fact, according to
the World Resource Institute, China’s national poverty rate is 4.6 percent and more than 47
percent of the population lives on less than $2 a day (Fishman, 2005).
China’s educational system illustrates contrasts within the country. During our visit, we
were fortunate to meet Dr. Fengqiao Yan of Peking University and tour the beautiful campus.
Educated in the United States, Dr. Yan talked openly about China’s goal to create a world-class
university that would compete with premier institutions worldwide. He spoke of educational
reforms including increased cooperation among universities, greater decentralization and
autonomy, and emphasis on quality of education. Yet, he was very clear that the president of
each university reported to the Communist Party which had the ultimate say in university policy.
For example, it is policy that entrance examination results (not student interest) determines an
individual’s major at the university.
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With 19 million students, China has the largest system of higher education in the world.
Yet a university education is not available to everyone and the chances of those who complete
secondary school to attend college are slim. When compared to the 18 – 22 year old population,
China’s enrollment rate in higher education is 17 percent. This doesn’t compare favorably to the
United States’ enrollment rate of 55-60 percent or most European countries with enrollment rates
that exceed 30 percent. In large cities, such as Beijing and Shanghai, enrollment approaches 50
percent but in poor areas, it is minimal. (Cheng, 2004, p. 83)
The education and business leaders, tour guides and others we met in China were very
proud of the growth and revitalization of their cities. They were enthusiastic about the
possibilities better relations and increased trade with other countries offered but minimized the
role of the Communist Party and many of the issues that face China today.
Political System
China’s rise is no longer a prediction. It is already the world’s fastest-growing large
economy, and the second largest holder of foreign-exchange reserves, mainly dollars. It has the
world’s largest army (2.5 million men) and the fourth largest defense budget, which is rising
more than 10 percent annually (Fishman, 2005).
Although frequently ignored or minimized, our trip helped us realized that to understand
China, we must understand its political system. We saw very little of the Red Guard but pictures
of Mao were everywhere. In fact, a very popular tourist attraction that required a long wait was
Mao’s Mausoleum in Tiananmen Square where inside the preserved remains of Mao are
permanently on display in an open coffin behind a glass chamber. “Western attitudes and
American policy toward China are based on the belief that China is a nation … ready to burst out
of totalitarianism into democracy…In fact, the opposite is true. Mao Zedong remains the central,
dominant figure in Chinese political culture.” (Heilbrunn, 1997, April 21, p. 21)
Unlike Western nations, China does not have a tradition of laws and a legal system.
According to Ted Fishman (2005, p. 242-3), “Nearly the whole of China’s 20th Century was
spent overturning one set of rules or another. The Communist rise to power was a reaction
against the rules of old China and of foreign powers. Mao’s belief in continuous revolution
punished Chinese whose understanding of government and societal expectations was
static…..China is a country where the public has repeatedly learned that rules spell disaster and
that finding ways around them offers hope and dignity.”
Some members of the cohort drove around the streets of Tiananmen Square on June 4,
the night of the anniversary and found the square roped off with high security to prevent any
kind of problems. Since the massacre in Tiananmen Square in 1989, many have seen China’s
government as nothing but repressive. But environmental groups have become drivers of social
and political change. They don’t directly challenge the Communist Party’s power but instead
focus on issues like AIDS education, legal reform and above all, environmental protection,
which are endeavors the government professes to support (Forney, 2005).
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An example of the influence of communism in China is seen in the National College
Entrance Examination (NCEE) process. Admittance into a university is controlled by the
Communist Party; universities have no say in who is or isn’t admitted. Students who are
selected for higher education must be politically trustworthy, academically well-prepared and
physically healthy so they can be trained as “red experts for the socialist construction and
modernization of China” (Feng, 1999, p. 43). Students whose academic scores are high but fail
in other areas do not qualify for higher education.
As Americans, it is difficult to envision communist entrepreneurs and a capitalist
business environment under a totalitarian government. We learned that China’s political system
which governs most aspects of Chinese life is very powerful and very different than democracy.
China is built upon the legend of Mao as founding father and follows a philosophy that mixes
nationalism and communism. Mao is portrayed as a great leader and efforts to tell the truth are
squelched. For example, when the Shanghai University journal stated in 1993 that 40 million
died in Mao’s famine, the magazine was instantly recalled. (Heilbrunn, 1997, April 21).
China’s Culture
The need for effective interactions with people from different cultures is no longer
limited to expatriates or jet-setting corporate troubleshooters; cultural intelligence (CQ) is a
fundamental management skill. Thomas & Inkson (2005) define cultural intelligence as being
skilled and flexible about understanding a culture, learning increasingly more about it, gradually
shaping one’s thinking to be more sympathetic to the culture and one’s behavior to be more finetuned when interacting with others from the culture.
When people talk about China today, they inevitably mention its unique culture.
Confucianism is said to be at the heart of the nation’s psyche, and it is this tradition of discipline,
learning and devotion to elders that explains China’s extraordinary success (Zakaria, 2005). .
Many of the things we observed during the trip presented a new cultural reality. For example, the
veneer of modern, beautiful new cities hid the poverty of the population and the often
significance of an 8,000 year old culture. The Chinese people are entrepreneurial, friendly and
accommodating yet we sensed the culture grounded in communism is based on different values
and beliefs than we as Westerns have.
One observation we made was that there was an acceptance of inequality. Although
many of the poor and beggars in Beijing and Shanghai were handicapped, we learned there was
no assistance or accommodations offered to the disabled. Education is another example of
inequality. In 1998, when the National People’s Congress cut the Ministry of Education in half,
the issue of rural education was ignored. In 35 poor rural areas recently surveyed by World
Bank, four out of ten children (ages 7–15) had no schooling with girls more underserved than
boys (Fishman, 2005).
Although Chinese families continue to be marked by respect for parents and a substantial
degree of subordination, parents have weighty obligations toward their children as well. While
children are expected to support parents in their old age, parents are obliged to give their children
as favorable a place in the world as they can. In the past, this meant leaving them property and
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providing the best education or training possible. For most rural parents today the choice of a
career for their children is not a major issue. Most children of peasants will be peasants like their
parents, and the highest realistic ambition is a position as a low level cadre, teacher or technician.
(Zakaria, 2005).
Seeing and talking with the Chinese people reinforced how different their culture is.
Michael Kuan, a successful businessman who was educated in the United States, emphasized
that China is a nation of relationships not laws. As a communist country with a growing
entrepreneurial class and a rich cultural heritage that is centuries old, it is a country and culture in
transition. The complexity of the Chinese culture was illustrated when on a rickshaw tour in old
Beijing, we visited a residence and enjoyed a home-cooked meal. Prominently displayed in the
entrance way of the home were pictures of grandparents in traditional Chinese dress, parents in
Red Guard uniforms and their children in western clothes.
Personal growth
Learning is more than the acquisition of knowledge; it includes developing new attitudes
and beliefs that translate into behavioral changes (Smith, 2001). Students often struggle with
what they learn about international business in the classroom and how to bridge the gap between
theory and real world practice (Allen, 1997). But students who participate in international travel
see new worlds, visiting places strikingly similar and yet very different than their home
countries. International experiences have been shown to be effective in helping students gain
global perspectives, and such experiences aid in the intellectual and personal development of
students.
Everyone, faculty and students alike, who participated in the China trip agreed that they
gained substantive knowledge, deeper understanding, and grew personally as a result of this
experience. For many of us, touring China was a once in a lifetime opportunity. But beyond
seeing China’s historical treasures, we saw the need for interdependence and synergy between
China and America. Living in a country that considers itself the World’s leader, we recognized
that the United States is one of many players and we can’t live in a global vacuum. Our future is
directly linked with China and the rest of the world.
The opportunity to see, meet and talk with people of a very different culture increased our
awareness of similarities and differences in values and beliefs. As Americans, it is difficult to
imagine choosing to live in a communist country that has no legal system and ignores
inequalities. Before visiting China, we took for granted brushing our teeth with clean tap water
and being able to eat three meals a day. In China, we saw impressive buildings and great wealth;
but we also saw many poor and handicapped people who did without basic necessities. Although
we feel fortunate to live in the United States, the trip increased our awareness of how people in
many other parts of the world live and think.
An international experience such as our trip to China will impact our attitudes and
perceptions for the rest our lives. Not only did we learn about another culture and way of life,
we learned about ourselves as individuals and as a group.
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Summary and Conclusions
In this paper, we have presented the insights gained by Pepperdine University’s
Organizational Leadership doctoral students who traveled to China to meet with business and
educational leaders. The purpose of the trip and the value of experiential learning were briefly
discussed before focusing on insights made by the authors while in China. Using both personal
observations and current research and analysis of China, we discussed why China is a country of
contrasts, the importance and impact of China’s political system, the culture of China and why it
is in transition, and personal growth that occurred in those who participated in the trip.
Overall, we feel very fortunate to have had the opportunity to visit China. As we have
highlighted throughout this paper, the trip gave us insights into the strengths and differences of a
great nation and major force in the future.
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Abstract
Can you teach intercultural sensitivity to adult students?
What the research shows.
Elizabeth Martin,
Pepperdine University
Dr. June Schmieder-Ramirez
Pepperdine University
There have been few studies which review the impact of intercultural training in
American corporate institutions, yet training programs have grown exponentially in the
past 15 years. The purpose of this study is threefold: to obtain an overview of what types
of intercultural sensitivity training has occurred from 1990 to 2004; to ascertain the
outcomes of any research based studies; and to identify the most important criteria in
successful training programs found in these training programs.
In 1993, more than half of all U.S. businesses with more than 100 employees provided
diversity training, (Allen, 1995). This training has increased with an estimated
expenditure of over $200 million a year in sensitivity training, (Arai,M., Wanca-Thibault,
M., & Stockly-Zalabak,P. (2001). The assumption behind this training is that culturally
sensitive employees and leaders will become more effective in today’s global
marketplace.
There are theoretical perspectives which relate to this study—those theories which
explain the development of intercultural sensitivity and competence. People understand
cultural differences through these theories, (Bhawuk & Brislin, 1992). Of further
importance is the Developmental Model of Intercultural Sensitivity (DMIS) which
provides a framework with which to view the developmental differences of an
individual’s cultural perspective. (J. Bennett & M. Bennett, 2003).
The methodology used in this study is to review the findings of evaluations conducted on
company training programs from 1990 to 2004. Dissertation abstracts and journal articles
will be the main source of the review plus the documentation of company reviews. After
reviewing these studies, the evaluation outcomes will be assessed to determine: what
types of intercultural training has occurred, the outcomes of research based studies and
the most important criteria for success found in these outcomes. Success will be defined
as training which moves an individual from point A to point B on an intercultural
developmental scale.
This study is significant on several levels. First it allows us to view what research
findings have already been done on this subject so that the literature gap can be filled.
Second, the research helps to more accurately identify activities that can be utilized to
advance intercultural sensitivity in adults at the organizational level.
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Introduction
The rapid growth of globalization, the communication technology revolution and
increased diversity within many countries has increased the need for intercultural
sensitivity worldwide. An awareness of cultural differences and the skill to respond to
them appropriately is critical for leaders who hope to be effective in a global
environment.
There have been few studies which review the impact the intercultural training in
American corporate institutions, yet training programs have grown exponentially in the
past 15 years. The purpose of this study is threefold: to obtain an overview of what
types of intercultural sensitivity training has occurred from 1990 to 2004; to ascertain the
outcomes of any research based studies; and to identify the most important criteria in
successful training programs found in these training programs.
In 1993, more than half of all U.S. businesses with more than 100 employees
provided diversity training (Allen, 1995). This training has increased with an estimated
expenditure of over $200 million a year in sensitivity training. (Arai,M., WancaThibault, M.,& Stockly-Zalabak,P.(2001). The assumption behind this training is that
culturally sensitive employees and leaders will become more effective in today’s global
marketplace.
There are theoretical perspectives which relate to this study-those theories which
explain the development of intercultural sensitivity and competence. People understand
cultural differences through these theories. (Bhawuk & Brislin, 1992). Of further
importance is the Development Model of Intercultural Sensitivity (DMIS) which provides
a framework with which to view the developmental differences of an individual’s cultural
perspective (J. Bennett & M. Bennett, 2003).
The methodology used in this study is to review the findings of evaluations
conducted on company training programs from 1990 to 2004. Dissertation abstracts and
journal articles will be main source of the review plus the documentation of company
reviews. After reviewing these studies, the evaluation outcomes will be assessed to
determine: what types of intercultural training has occurred, the outcomes of research
based studies and the most important criteria for success found in these outcomes.
Success will be defined as training which moves an individual from point A to point B on
an intercultural developmental scale.
This study is significant on several levels. First it allows us to view what research
findings have already been done on this subject so that the literature gap can be filled.
Second the research helps to more accurately identify activities that can be utilized to
advance intercultural sensitivity in adults at the organizational level.
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Definition
The definition of being “sensitive interculturally” is to be aware of the points of
view of others and to recognize differences in cultures. Brislin et al. (1983) views
intercultural behavior as an action that can produce significant change in the judgement
of the actor’s social or skill competence. Such changes might become positively or
negatively reinforced by the process of interacting with people from different cultural
backgrounds.
Theories that support this study are grounded in the research and study of the
development of intercultural competence (IC) and intercultural sensitivity (IS).
Intercultural competence is defined as the ability to think and to act in interculturally
appropriate ways through empathy, flexibility, patience, persistence, open-mindedness,
respect and knowledge of other cultures, host country communication skills, and
cognitive complexity. Intercultural competence includes the ability to establish
meaningful relationships and deal with psychological stress associated with living outside
one’s native culture (Hammer et al., 2003). Intercultural sensitivity (IS) describes how
individuals comprehend culturally based difference (Bhawuk & Brislin 1992).
Overview of types of training
In 1993, more than half of all U.S. businesses with more than 100 employees
provided diversity training (Allen, 1995). This training has increased with an estimated
expenditure of over $200 million a year in sensitivity training. (Arai,M., WancaThibault, M.,& Stockly-Zalabak,P.(2001). The assumption behind this training is that
culturally sensitive employees and leaders will become more effective in today’s global
marketplace.
There are theoretical perspectives which relate to this study - those theories which
explain the development of intercultural sensitivity and competence. People understand
cultural differences through these theories. (Bhawuk & Brislin, 1992).
Previous studies have looked at high school students (Straffon, 2003) and physical
trainiees (Alshuler et. Al., 2003). However, no studies to date have studied in depth the
intercultural sensitivity in organizational leadership doctoral students. This research
expands the use of the IDI instrument to a new population, organizational leadership
doctoral students.
Many of the current doctoral students are familiar with the literature regarding
Hofstede’s framework for assessing cultures (Hofstede, 1980), (Fernandez, Carlson and
Stepina, 1977). Hofstede surveyed 116,000 IBM employees from 40 different countries
to assess their orientations to culture.
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The Developmental Model of Intercultural Senstivity
Studies using the Developmental Model of Intercultural Sensitivity (DMIS)
showmodel provides a framework that shows, on a developmental scale, how an
individual’s understanding and experience of cultural differences moves from simplistic
to complicated. The individual is then able to use their cultural perspectives and respond
to these differences from a wider cultural perspective. Milton Bennett who founded the
IDI presents a complex model of intercultural progression on a developmental scale, seen
in terms of the phenomenology of an individual’s behavioral, affective and cognitive
construct as a response to cultural differences.
The IDI, first published in 1998, was designed to measure the lines of the
developmental model embedded in the DMIS. It was created to quantify or measure the
DMIS theory and developed as a valid, accessible, self-assessment instrument that would
provide feedback based on the Developmental Model of Intercultural Sensitivity. The
inventory is divided into six stages which reflect how the DMIS, demonstrating how the
intercultural sensitivity develops from an ethnocentric to an ethnorelative worldview
(Bennett,M.J., 1986, 1999, 1998).
There are many ways that the IDI can be used. Previously a study of physician
trainees was completed Altshuler. (Alshuler, Sussmann & Kachur, 2003). Another study
looked closely at the sensitivity along with moral and ethnic reasoning Endicott.
(Endicott, Bock & Narvaez, 2003). And finally, another study Straffon looked at high
school students in an international school setting (Straffon, 2003). Hammer has
concluded that the IDI may be used to assess the effectiveness of educational and training
interventions for groups as well as for individuals (Hammer, 1999).
The Study
In this study, the participants are two groups of mid-career professionals
interested in becoming scholar-practitioners who are pursuing the doctorate in
Organizational Leadership at a University defined as Research Intensive within the
WASC category. One group of students spent a minimum of ten days in Beijing, China,
the other group of students spent an equal amount of time in Monterrey, Mexico.
A major goal of this study is to assess the data that emerges from the
administration of the IDI to the students and the one-on-one interviews that will take
place, to give the research team a baseline understanding of the complexity of
worldviews and the intercultural sensitivity that these potential leaders possess as they
complete their doctoral work. Equally important, is the knowledge that will be gained
from the data collected revealing how the international experience in the university
Organizational Leadership Doctoral Program has affected the students’ perceptions and
understanding of diverse cultures.
This research will provide the researchers with data regarding the students’
perceptions of other cultures. It will also provide the team the opportunity to assess how
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well this particular course with an international component functions in providing
opportunities for students to experience another culture first hand. Also, the study will
advance the research and help provide answers as to how we might lead students gain
sensitivity through providing the first-hand study of differences while using a wellgrounded body of intercultural research.
Analyzing the Results
After the post-test a group profile will be presented to the cohort. In addition, the
researcher will meet with each of the participants on a one-to-one basis to explain how
the group scored on the IDI survey, and provide activities for the group to move forward
on the development scale, if necessary.
Conclusion
There are many studies which review the impact of intercultural training in
American corporate institutions, yet training programs have grown exponentially in the
past 15 years. Current literature indicates higher intercultural sensitivity levels increase
the propensity for intercultural competence, both are essential skills that enable people to
work and live among people from different cultural backgrounds in meaningful, effective
ways.
The IDI has many uses, some of which are to provide cross cultural training for an
organization that addresses global issues. To be effective in another culture, a leader
must know his or her sensitivity first in order to know of any possible barriers that may
arise along the way. The IDI information will allow these students an opportunity to
adjust their perspectives and interactive relationships.
This study is significant on several levels. First it allows us to view what research
findings have already been done on this subject so that the literature gap can be filled.
Second, the research helps to more accurately identify activities that can be utilized to
advance intercultural sensitivity in adults at the organizational level.
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ABSTRACT:
Closing the Achievement Gap…. All Students Learning and Achieving at Grade Level

Essential Questions:
• What is your district’s (your school’s) percent of students proficient, as measured on state tests?
• If your state has a high school exit exam, what percentage of students met the proficiency targets and
how many would graduate on time, if the new graduation mandate was NOW in effect and a graduation
requirement of the class of 2006?
• What are your district’s (your school’s) plans to assure that more students are proficient (working at
grade level) at all levels?

What about diversity?
What is the percentage of students who show grade level proficiency, from each subgroup?
As you implement your improvement growth plans, is progress sufficient?

This workshop will provide answers which target these issues!
Participants will learn how to show academic progress (growth) for every student by using the award winning
Achievement Profile.
Techniques will be shared which focus on:
Monitoring academic progress every sixty days
Aligning mandated STANDARDS with “key” assessment and benchmarks
Documenting (easily) progress as related to the No Child Left Behind legislation and meeting
A.Y.P. targets
Also included:
Methods to promote TRIO LEARNING = parents, teachers and students working together for student success.
Can we meet the accountability mandates without quality parental involvement?
This workshop WILL MAKE A DIFFERENCE to student achievement!!!!
Sonja Martin
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HICE Proposal 2
Abstract
The Women, Anger, and Self-Esteem (WASE) group is based on an innovative feministgrounded, experiential learning model and provides a forum for women to explore the origins of
their anger and/or violence and associated belief systems and behaviors. To date, over 100
women have participated in this innovative group program. However, there has been no
systematic evaluation of the impact and efficacy of this program on key variables targeted for
change. The purpose of this research study is to provide a preliminary systematic and
quantitative evaluation of the impact and efficacy of the WASE program on self-esteem, selfefficacy, emotional intelligence, and experience and expression of anger. Descriptive statistics
including tabulation, frequencies, measures of central tendency and variability will be completed
for both the demographic and target variables. [Word Count: 126]

HICE Proposal 3
A Preliminary Evaluation of a Group Counseling Intervention:
Women, Anger, and Self-Esteem

Research Context
This research project represents community-university collaboration between academic
researchers and mental health service providers. The Women, Anger, and Self-Esteem (WASE)
group, designed by mental health service providers with a “grass roots’ understanding of
women’s mental health needs, has been delivered through Adult & Community Mental Health,
Saskatoon Health Region, Canada, for several years. This group program is based on an
innovative feminist-grounded, experiential learning model and provides a forum for women to
explore the origins of their anger and/or violence and associated belief systems and behaviors.
To date, over 100 women have participated in this innovative group program. Group
facilitators have consistently received positive anecdotal feedback on the impact and efficacy of
the group; the group also appears to be in demand as evidenced by a consistent and significant
waiting list for group services. However, there has been no systematic evaluation of the impact
and efficacy of this program on key variables targeted for change. Furthermore, as determined by
a comprehensive literature review, there is limited empirical literature on the efficacy and impact
of feminist-grounded, experiential group interventions aimed at assisting women to understand
their anger and find constructive modes of emotional and behavioral expression for this powerful
emotion.
Purpose of the Study
Thus, the purpose of this research study is to provide a preliminary systematic and
quantitative evaluation of the impact and efficacy of the WASE program on self-esteem, selfefficacy, emotional intelligence, and experience and expression of anger.
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Methodology
Description of Intervention Program
Through the group process, including targeted interventions (e.g., body-focused
emotional awareness, meditation, examination of the social/cultural context of women’s anger
and identity), women are encouraged to: (1) explore and identify the origins of their anger; (2)
identify belief systems and behaviors associated with their experience and expression of anger;
(3) broaden their emotional repertoire by increasing body awareness/experience of anger without
shame; and, (4) incorporate alternative ways to express anger in a variety of situations without
harming themselves or others. The group is structured as a series of 10 weekly 2-hour group
sessions and typically runs three times per year, with a participant intake of approximately 15 to
20 women per group.
Research Design
Due to the structure of the WASE group, this study will employ a test-retest design, using
three standardized survey measures of key variables that have been identified as being associated
with the goals of the WASE group intervention. These measures include the Rosenberg SelfEsteem Inventory, General Self-Efficacy Scale, the 33-Item Emotional Intelligence Scale, and a
questionnaire examining women’s experience and expression of anger (developed specifically
for this study).
Participants
For the purposes of this preliminary evaluation, a sample size of approximately 10 to 15
women will be recruited to complete these measures. Research participants will be recruited
through the September WASE group participant pool and thus data collection for this
preliminary evaluation will begin in September of 2005 and will be completed by mid-November
2005.
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Entry into the group requires an extensive pre-screening process conducted by group
facilitators with women who identify anger, self-esteem, and/or violent or abusive behaviors as a
concern in their lives, and who may report limited access to community resources. Inclusion
criteria require that women are literate and able to commit to, and participate in, the group
process. Exclusion criteria include: women who are currently abusive to self, children and/or
pets; women who are court-ordered or mandated by another source as a condition of treatment;
and, women with mental health issues that are not well managed (i.e., addictions, psychosis,
etc.). Research participation criteria will be consistent with the above identified group
participation criteria with the additional requirement that women understand issues of informed
consent and agree to participate in the two data gathering sessions (beginning of group and end
of group).
In order to protect against the possibility of coercion and any interference in the
therapeutic facilitator-group participant relationships, group facilitators will not take part in any
direct data gathering functions beyond introducing the researcher to the group at the first of 10
weekly group sessions. However, in order to facilitate analysis, group facilitators will aggregate
descriptive data on group composition (i.e., age, sexual orientation, ethnicity, employment status,
relationship status, number of dependents, income level, and ability level), collected from
individual group participants during the initial intake session, and forward this information to the
researchers for the sole purpose of data analysis.
Data Analysis
Descriptive statistics including tabulation, frequencies, measures of central tendency
and variability will be completed for both the demographic and target variables. Paired t-tests
will be conducted to determine whether there were any significant changes in self-esteem,
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general self-efficacy, emotional intelligence, or experiences and expressions of anger following
the ten week intervention.
Expected Results
If anecdotal evidence is supported, it is expected that the preliminary quantitative
evaluation will be positive. Participants’ scores on target variables should improve over time. A
large-scale evaluation of the WASE program, with recruitment of participants from multiple
WASE groups and the addition of 2-month follow-up surveys and in-depth interviews are
planned. Empirical results emerging from this and future WASE evaluation studies are expected
to have potential local, provincial, and national theoretical and practical implications for
enhanced understanding of women’s mental health and group programming needs. Furthermore,
a positive evaluation will have implications for training counselors in group processes,
specifically with respect to women, anger, and violence issues (i.e., from a feminist-grounded,
experiential learning model).
Significance of Research
Consistent with the intergenerational transmission theory of violence/abuse, and given
that women often function as the primary caregivers of young children, their emotional/mental
well-being has significant implications for that of their children. As a collaborative research
initiative aimed at documenting the impact of health/social services programming on key mental
health variables, this research study has the potential to represent a significant contribution
towards a violence-free society.

Problematic Plagiarism
Linda Masselink and Anne Merkle
Grand Valley State University Libraries
Linda Masselink
Steelcase Library
Grand Valley State University
401 W. Fulton
Grand Rapids, MI 49504
616 331-7337
Fax: 616 331-7340
masselil@gvsu.edu
Anne Merkle
Zumberge Library
Grand Valley State University
1 Campus Drive
Allendale, MI 49401
616 331-2751
merklea@gvsu.edu
Problematic Plagiarism
Plagiarism has become more of a temptation with the advent of the computer age. Our
focus is student attitudes toward plagiarism. A poster session was presented at the
Michigan Library Association in October 2004 where we pulled together resources on
plagiarism from the student and faculty perspectives. Following this presentation, we
decided to survey attitudes of freshmen students at Grand Valley State University in late
fall, 2004. Our first anonymous survey was distributed in individual classes. A total of
141 surveys were analyzed. Continuing our survey of student plagiarism attitudes for an
initial period of 4 years, additional surveys will be conducted in an online environment
beginning in fall 2005. While surveying student attitudes we discovered the library plays
a significant role in plagiarized resources and also in plagiarism deterrence and detection.
The poster session would include handouts of plagiarism websites and software
information, examples of famous people who plagiarized, and a selected bibliography of
pertinent literature of plagiarism challenges and issues.
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Abstract
The Individuals with Disabilities Act requires that all children with special needs be
educated in the least restrictive environment. This means these students are not to be removed
no farther than necessary from the regular public school program. The law does not require
placement of all children with special needs in regular classes. Children with disabilities who
remain in the regular classroom must have support services so they will be successful. The law
does not suggest that general education teachers should educate students with disabilities without
the help from special educators and other specialists. Although not all children with disabilities
attend regular classes, there is an increasing movement towards including more students with
disabilities in the general education classroom. Statistics gathered from the U.S. Department of
Education, National Center for Educational Statistics (2002), indicate that the number of students
with disabilities educated in a regular education classroom eighty percent of the day or more
increased from 30.5 percent (1988-89) to 47.4 (1998-99) over a ten-year span. This same study
also indicated that in 1998-99, the ratio of special education students to the total K-12 population
was 130 per 1,000 students.
The Council for Exceptional Children, the major professional organization in special
education, supports inclusion as a “meaningful goal” to be pursued by the school but believes
that the continuum of services and program options must be maintained and that Individualized
Education Plan teams must make placement decisions based on the student’s individual
educational needs.
Inclusion, for the purposes of this research study, was defined as educating students with
disabilities in regular classrooms using the least restrictive environment (LRE) principle which
requires that students with disabilities be educated in settings as close to the regular class as

possible in which an appropriate program can be provided and the child can make satisfactory
educational progress. Accordingly, “removal from general education environments should occur
only when a student has failed to achieve satisfactorily despite documented use of supplemental
supports, aids, and services” (Villa & Thousand, 2003).
As a result of the movement towards inclusion, teachers are now expected to deal with
a much wider variety of learning, behavioral, sensory, and physical differences among their
students than was the case a decade ago. Many general educators are understandably wary of
having children with disabilities placed in their classes if little or limited training is provided.
The role of the regular classroom teacher is already demanding and many teachers may not want
their classes to become any larger, especially if they have had limited training in working with
children who are disabled. Even though special education services are provided in the general
classroom, the general educators are “unprepared to handle special children” and special
educators are often “unfamiliar with general education structure and curricula” (Hewitt, 1999).
The purpose of this research was to determine the preparedness of general education
teachers in fulfilling the academic and social needs of students with special needs in an inclusive
setting. Currently, most states only require that general education teachers complete one
collegiate level special education course for certification.
All teachers need to be prepared to some extent to deal with exceptional students because
many of these students are placed for part of the day in a regular classroom. Furthermore, many
students not identified as exceptional learners share some of the characteristics of disability or
giftedness. The regular classroom teacher, sometimes in consultation with other professionals,
such as a psychologist or teachers with more experience or training, is expected to serve many
exceptional students in his or her regular classroom. Therefore, it is extremely important that

regular education teachers receive proper training to aid in the understanding of special
education and students with disabilities.
A survey was administered to 156 general education teachers who had taught 5 or fewer
years and were attending Tennessee Education Conferences in Nashville, TN in the spring of
2005. The teachers taught in a variety of socio-economic settings, e.g., wealthy, poor, urban,
rural, etc. Preliminary results indicate that 87.7% of these teachers expect to have students with
special needs in their classrooms. Regarding the inclusive classroom, 73.7% of the teachers did
not feel qualified to meet the academic needs of their special education students; 55.1% did not
feel qualified to refer a student for special education services; and 66% did not feel qualified to
meet the disciplinary needs of their students. A large majority of the teachers (92.3%) indicated
they would like to pursue additional training, either through in-service training or collegiate
course, to be better prepared to meet the needs of their special education students.
The results of this study indicate there is a significant need for additional special
education training of general education teachers to better prepare them for the inclusive
classroom.
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Abstract:
E. O. Wilson first published his “biophilia” hypothesis in 1984. He described this
as “the innately emotional affiliation of human beings to other living organisms…not [as]
a single instinct but a complex of learning rules” which, he proposes, gradually
developed through biocultural evolution. According to this line of thinking, human
identity and personal fulfillment somehow depend on our relationship to nature. From
this, several questions arise: what exactly is this ecological identity, how do some people
come to have it and others seemingly not, and to what extent might (re)awakening our
affinity to the natural world create a greater willingness to alleviate the myriad
environmental stresses that human beings have placed upon the Earth, in large part
through socially engineered overconsumption?
This paper constitutes an inquiry into the roots of consumer culture and its effects
on ecological sensibilities. It will also explore the potential role that the education
system has to play in enhancing deeper understandings of the relationship between
democratic participation and ecological justice – in other words, the potential that
fostering an ecological worldview (i.e., biophilia) in the classroom may have in
deepening, strengthening, and rebuilding our relationship to nature.
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Establishing an Internet-Based Collaborative Model for Preservice Teachers
in Special and General Education
Abstract
In an era of increasing emphasis on inclusion in the classroom, there is evidence of
inadequate preparation for preservice teachers in both special and general education to
collaborate about issues emerging from the practice of inclusion. A model is presented in this
paper that promotes collaboration among preservice teachers. One aspect of the Special
Collaborative Model is that collaborative skills are taught and rehearsed. A description of this
internet-based model being utilized is provided. Using Blackboard’s© discussion board as the
medium for engaging preservice teachers during their first field practicum, these preservice
teachers communicate about specific matters that are posted by the courses’ instructors, one
from each of two state universities in Michigan. A theoretical base upon which the Special
Collaborative Model is developed is discussed in detail.
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Establishing an Internet-Based Collaborative Model for Preservice Teachers
in Special and General Education
Introduction
The sequence is a familiar one for student teachers. Following a semester of part-time
placement in a school setting (generally referred to as the practicum semester), education
students work with student populations for which they are planning to receive state teacher
certification. This semester leads to a full-time placement as a student teacher (for
preservice special education teachers, generally, this is the first of 3 student-teaching
semesters). The student teachers are sent off to work full-time at their assigned school
placements (usually a split assignment consisting of 2 eight-week placements in contrasting
settings).
Statement of the Problem
During the practicum semester and throughout the students’ entire professional program,
it is not unusual for university teacher-education programs to have coursework for special
education preservice teachers and for general education preservice teachers completely
separate from each other (Wood, 1998, p.181). As a result, general and special education
preservice teachers seldom have an opportunity to interact, much less collaborate during
their undergraduate professional programs. The expectation, however, for a beginning
student teacher in either general or special education, is that he or she will be prepared to
collaborate with both special education teachers and other general education teachers to
plan instructional strategies for students with special needs. An entry from a university
student-teacher supervisor’s journal reads:
Devon [not his actual name] was in his third week of student-teaching in the general
education program of Grand Valley State University. His placement was in a small
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school district in northeast Michigan, about 40 miles from his family home and over
160 miles from the university. I received this e-mail soon after the semester started.
“I knew that inclusion would be a part of my student-teaching experience but I have
no idea of how to accommodate the learning needs of 3 students in my fourth-grade
class; they have exceptionalities—vision-impairment, autism, and mild cerebral
palsy—that I’ve never been taught about. My classroom teacher and the only
special education teacher at the school have not had time to work out adaptations,
except in Reading, and no one around seems to have any suggestions for me.”
In his e-mail to me, Devon expressed his lack of preparation for working with the
special education teacher; he felt that he was “alone in the world” and he wished for
the days of Practicum Seminar. In that forum all sorts of issues would arise from
students’ practicum placements. Devon had just completed his practicum semester;
he moved back home and began his student-teaching semester right after the
holidays. He was an elementary general-education student with a major in
Language Arts. (J. S., personal communication, February 2, 2005)
An internet-based collaborative model, designed to be embedded into 2 existing
courses that are required for special education and general education preservice teachers,
respectively, is presented in this paper. It is meant to establish an internet-supported
medium through which preservice special educators and preservice general educators can
communicate with each other ideas and suggestions specifically related to the practice of
teaching. In addition to practical suggestions, this model is intended to promote through
technology intellectual guidance for all preservice participants. The term preservice will
be used in this paper to refer to the professional program of both special education and
general education teachers that occurs prior to the student-teaching experience.
The Historical Setting of the Problem
Schools are required by federal and state legislation to become more inclusive. The
need for special educators and general educators to work cooperatively in order to
maximize the possibility for all students to be successful in school requires a plan.
Simply stated, preservice teachers in special education and in general education programs
will be required to deal collaboratively about inclusion-related issues as they move into
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both their practicum semester and their student-teaching assignments. For the most part,
there have been no intentionally-planned opportunities for either group of preservice
teachers to develop and practice the skills needed for effective interdisciplinary
collaboration in planning for students with exceptionalities to be successful (Wood, 1998,
p. 182).
Examples of the Problem
Geer and Hamill (2003), having heard frequently of the effects of separate programs
for special education and general education preservice teachers, found that this issue was
“prevalent at [their institutions] between [the] special education and regular education
undergraduates.” They observed how students in both programs were learning “many
similar concepts and strategies related to teaching but they infrequently had the opportunity
to collaborate and learn from one another” (p. 27). They were especially troubled by
seeing the impact of this void between programs when they observed students in their
practicum placements. Geer and Hamill (2003) note:
The regular education majors were not sure how best to approach a student
with special needs and the special education majors felt out of touch with the
regular education teachers. We wanted to reduce the gap in communication and
increase opportunities for our students to work together. (p. 27)
Recognizing the effects of the problem, however, uncovered more constraints for
Geer and Hamill (2003, p. 27). Just as in the school setting where professionals find it
difficult to meet together, the same difficulty existed for college students in planning
face-to-face discussions. Not only did classes meet at different times, but Geer and
Hamill (2003) found that special and general education preservice teachers were usually
not placed at the same schools for their practicum semester. This was often the result of
most cooperating teachers of practicum students not being in the same subject areas in
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which both special and general education preservice teachers needed to be assigned. The
logistical problems of requiring practicum students to meet at other times during the
week seemed impossible to overcome because of students’ busy lives outside of their
practicum-semester schedule.
Additional Obstacles and the Primary Question of Interest
Hamill, Jantzen, and Bargerhuff (1999) acknowledge that general educators teaming
up with special educators to plan learning approaches that will be most effective with their
students, followed by weekly evaluation meetings, is the ideal way in which to ensure
regular planning. It is, however, unrealistic; scheduling concurrent blocks of time to plan is
difficult. But Geer and Hamill (2003) assert that with the “tremendous knowledge and
resources to contribute,” teachers—both special and general—are in prime positions. They
have first-hand knowledge of students that helps to facilitate the consideration of relevant
and varied strategies from which to plan effective instruction, especially appropriate
adaptations for students with disabilities (p. 26).
A key question that surfaces from this state of affairs, then, is this: In this astounding
technological age, what structure could be put in place to facilitate peer collaboration and
peer instruction for special educators and general educators, beginning during the time of
preservice undergraduate status through the time of starting a paid teaching position?
A Brief Review of the Literature
The gap between the two groups of preservice teachers has been an issue in teacher
education programs since the movement toward mainstreaming, and now inclusion,
started in the early 1970s (Wood, 1998, p.182). With the advent of interactive
technology, a variety of methods to promote collaboration between special education and
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general education preservice teachers began to surface. McAlpin (1993) proposed an
online journal-writing method to assist preservice teachers in connecting university-based
courses to “field-based practicums” (p. 79). Online journaling provided an “opportunity
for preservice teachers to consider their peers’ reflections on similar experiences” while
concurrently helping them examine their own philosophical frameworks (Black &
Davem, 1998, p. 52).
Online communication was shown to increase the amount of contact between
preservice teachers during their practicum semester and their campus-based faculty
(Thomas, Clift, & Sugimoto, 1996, p. 167). Wood’s (1998) research showed strong
evidence that “teacher training must facilitate shared philosophies and language regarding
inclusion between special education and regular education teachers if [they] are going to
work together to effectively teach all children” (p. 192). In addition, Hamill, Jantzen and
Bargerhuff (1999) determined that “collaboration is the most highly-rated competency
needed by teachers who work in inclusive settings” (p. 37).
Given the results of these and other studies, Geer and Hamill (2003) came to believe
more than ever that by creating a connection between special education and general
education preservice teachers, they were promoting a vital skill-set “for [these students’]
own future teaching careers…[and] if we could use the online discussion board to get the
two groups to communicate and collaborate during the [practicum semester], it might
provide a model to guide their practice when they enter their own classrooms” (p. 29).
Geer and Hamill (2003) conducted their own study using a threaded discussion format
available through the course-management system, Blackboard. Two courses, both of
which were required during the practicum semester, made use of the discussion board. One
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of the courses, Early Childhood Mathematics, was required for all preservice general
education teachers; the other course, Moderate to Intensive Methods and Accommodations,
was required for all preservice special education teachers. Having established a way of
maintaining confidentiality in order to protect the privacy of both the cooperating
classroom teachers and the practicum students, the experiment began with the start of the
practicum semester. The conclusions at the semester’s end were summarized by Geer and
Hamill (2003):
Our students benefited from the online journaling experience in many ways. The
collaboration and exchange of ideas and thoughts provided an excellent model. Based
on their responses, the preservice teachers discovered strength in sharing their experiences and getting advice from their peers. First of all, understanding the “culture” of a
school is a powerful experience. As a result of their journaling, students gained a broader perspective on how different schools teach mathematics and science and address the
needs of students with disabilities. In addition, the preservice teachers began to realize
that schools interpret inclusion differently. They also gained perspectives on professional
roles in the school that are different from their own….the undergraduates realized the
benefits to their students when collaboration occurs. (p. 29)
In this limited study, Geer and Hamill (2003, p. 29) identified some problems that could
be avoided if a larger-scale research project might be undertaken. Those weaknesses existed in
the areas of quality of responses (a need to set the minimal criteria for acceptable responses)
and the tendency for the participating preservice teachers to respond only to other classmates in
the same program—special education or general education (a need to state much clearer
criteria regarding to whom a certain percentage of postings are to be sent). Wade,
Niederhauser, Cannon, et al. (2001, p. 6) have formulated criteria for evaluating the content of
preservice teachers’responses—“well-reasoned, reflective arguments and responsiveness to
contributions.”

Developing a Practical Internet-Based Collaborative Model
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Teacher educators are rethinking the practice of teaching collaboration—facilitating a place
where preservice teachers in both fields can come together to practice effective collaboration
with the support of a competent mentor—to fill a void in countless teacher education programs.
Establishing the Setting
To effectively collaborate in education, there must be a plan of action to establish such an
environment. Dukewins and Gowin (1996) describe collaborate environments with five major
components. The first commonality is establishing trust among the participants. Trust levels
begin low and need to be fostered to grow. Team-building activities contribute to developing a
common vision within the culture, and, in addition, aid in creating opportunities for open
communication. The second component in a collaborative environment is the existence of
common beliefs and attitudes. Initially, team members do not come together with common
beliefs. Thus, when learning collaborative skills, it is helpful as sub-groups within larger
groups to develop commonalities.
The third component that Kukewins and Gowin (1996) identify is group empowerment of
special education preservice teachers. Teams should have the ability and be given the ability to
make their own decisions.
The next component is effectively managing group meetings. Meetings should be
organized and follow established standards. Team members’ roles should be clearly defined
and honored. Agendas and meeting minutes should be developed and freely available to all
participants.
The last commonality is to provide feedback. All group members need reassurance that
they are being successful. Dukewins and Gowin (1996) suggest an ongoing evaluation process

Collaboration 10
to provide both critical and positive feedback. Participants should readjust strategies as needed
(p. 83).
Unique Aspects of Collaboration in Special Education
Novice special education teachers experience many legitimate obstacles in the inclusion
process. Three major areas of frustration identified by Kilgore and Griffin (2003) are, first of
all, too many teachers with whom to interact; secondly, not enough time to complete tasks, and
thirdly, establishing effective organization methods. Many new teachers expressed
disappointment that the inclusionary theory that they had studied in college was not the reality
in their new positions. General educators and administrators supported a more segregated
theory of educating students with special needs (p. 22). It is this piece of research that lead to
the proposal in this paper—the proposal to create a forum using current technology for
collaboration between special and general education preservice and student teachers. An
environment created and fostered during the preservice years could positively contribute to the
collaboration process in the future.
A Description of the Internet-Based Special Collaborative Model
The State of Michigan’s Entry-Level Standards for Michigan Teachers and Related
Proficiencies have seven levels of standards, with competencies listed in each of these
standards. These standards are required of all beginning teachers, including special
educators. The Special Collaboration Model (SCM) focuses on three specific standards,
found in Table A. Additionally, the National Council for Accreditation of Teacher
Education (NCATE) and the Council for Exceptional Children (CEC) provide specific
standards, referred to as communication and collaborative partnerships, in special
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education teacher preparation programs. The SCM focuses on four competencies within
this standard, which may be found in Table B.
Table A
State of Michigan’s Entry-Level Standards for Michigan Teachers and Related Proficiencies
Standard
Competency
II.
IV.

VI.

A commitment to student learning and
achievement, including the understanding
and ability to…
The ability to manage and monitor student
learning, based on best practice, including
the understanding and ability to…

(h) create inclusionary environments for students
with exceptional needs and abilities

Commitment and willingness to participate
in learning communities, including the
understanding and ability to…

(d) involve professional educators, support
personnel, and other stakeholders in collaborative
and cooperative planning, decision-making and
implementation to improve education systems at all
levels.

(c) involve and work effectively with all support
personnel to maximize opportunities for student
achievement and success

Table B
NCATE/CEC Standards for Special Education Entry-Level Teachers
Standard
Competency
K

Communication and Collaborative
Partnerships

(1) Factors that promote effective communication
and collaboration with individuals, parents, and
school and community personnel in a culturally
responsive environment

K

Communication and Collaborative
Partnerships

(3) Development of individual student programs
working in collaboration with team members

K

Communication and Collaborative
Partnerships

(4) Roles of individuals with exceptionalities,
parents, teachers, and other school and community
personnel in planning an individualized program

K

Communication and Collaborative
Partnerships

(5) Ethical practices for confidential communication
to others about individuals with exceptional learning
needs.

Providing an opportunity for the special education and general education areas to
collaborate is essential in meeting NCATE requirements. The special education
component indicates that the university’s program needs to teach the concept of team
delivery and inclusion within the general education program. Currently no specific
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opportunities are “set up” for this purpose. The program relies heavily on the practicum
sites to provide such a setting.
Based on IDEA (2004), a least restrictive environment is required of all students with
disabilities. A concern often cited by general education classroom teachers is that they do
not feel prepared to be effective teachers for students with disabilities. This technologybased model that is intended to promote communication specifically constructs a virtual
environment between the general education and special education preservice teachers. The
university teaches inclusion, but does not model it effectively. Collaborative practices
currently do not exist and the culture is one of “us vs. them.” With today’s technology,
there is nothing to prevent a new culture of communication from emerging.
Methodology Used in Designing a Pilot of SCM
Two existing courses within our teacher education programs have been identified as
having communication outcomes. Consultation and Communication in Special Education
and Teacher Assisting: Practicum and Seminar are required courses for special education
and general education preservice teachers, respectively. During the semester that
preservice teachers enroll in these courses, they are also placed in a practicum within the
public-school setting. It is our intent to create an online environment where preservice
teachers enrolled in these courses will correspond with each other and begin to build the
important bridge between general and special education.
Description of Participants
Special Education Participants
Students enrolled in the undergraduate special education program are of junior status
and are considered dually-enrolled in the general education elementary curriculum.
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Majors are required to take one course, Consultation and Communication in Special
Education, during their first semester in the special education preparation program (junior
status). This course is taken concurrently with two other special education courses,
Introduction to Special Education and Classroom Management, as well as enrollment in
the first practicum during this semester. The practicum is two days a week, four hours per
day. Practicum sites range greatly, from an inclusionary setting where young students are
educated in the general education classroom, to a self-contained setting, where preservice
teachers spend the entire day in a special education classroom.
General Education Participants
Students enrolled in the undergraduate general education program are required to
complete one semester of a practicum, held daily, fours hours per day. This practicum is
the only required field experience prior to the student-teaching semester. There may or
may not be exposure to students with exceptional needs within this practicum. One
special education course is also required for these general education preservice teachers,
to be taken prior to the student-teaching semester. No other course is designed to expose
preservice teachers to consultation, collaboration, or communication with other
educational professionals at this time.
Introduction of the Project
Creating the SCM virtual environment shall begin by the instructors together
introducing the concept on the first day of class. Both classes will be combined during this
ninety-minute orientation. Details on how to access the medium (Blackboard),
introductions to the technical support personnel, including telephone numbers and email
addresses of these individuals, and the course requirements will be given within an
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orientation packet. The syllabus of each course shall contain the collaboration requirements
expected of the preservice teachers. The instructors will provide visual demonstrations of
how the technology works. Examples shall be given visually of each of the requirements.
Preservice teachers will be able to access these examples on Blackboard©.
After presenting the syllabus and the demonstration, an ice-breaker activity shall be
organized to encourage preservice teacher and faculty interaction. The intent of this
activity is to provide an opportunity for all participants to introduce themselves and to
connect with at least five other members of the group. Email addresses of the participating
undergraduate preservice teachers are available as one of the Blackboard functions and will
be useful in providing a concrete support network for these preservice teachers. Small
group pictures taken with a digital camera will be posted within three days of the
orientation to promote the learning community.
The last activity of the orientation will be a question and answer session. It is
expected that there will be many questions during this time. Both instructors and the
technical support personnel shall be available to answer the questions and concerns of the
preservice teachers.
Requirement Overview
During the fifteen-week semester, there will be six discussions threads, six assigned
articles, and a reflection paper assigned to all of the enrolled students. Instructors of each
class will be responsible for monitoring and grading the assignments. There will also be a
pre-test and a post-test survey, developed and presented with the software “SurveySuite”.
Contents of the survey will include the awareness of collaboration by the preservice
teachers, co-teaching, special education expectations, and inclusion theories.
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Introductory Thread
The preservice teachers will post an introduction of themselves to the class. Name,
major, minor, professional interests and hobbies the individual may have should be
included in the post. After posting an introduction, that person will need to connect with
two other people with whom an email exchange is required. These contacts will be
considered professional colleagues whom they may contact in case of an emergency or if
one of the preservice teachers misses a class, the colleague may help with the missed
material. It also helps create a beginning network of professionals for the preservice
teacher.
Discussion Threads
The preservice teachers must participate in five of the six discussion threads
presented throughout the semester. Each thread will run for a two-week period, Friday to
Friday. The participants will need to post a minimum of three responses per thread.
Careful thought should be given to written responses, and common courtesy and etiquette
shall be explained at the beginning of the course and expected from each preservice
teacher. An example of an appropriate posting will be created and presented by the
instructors. Participants should also be encouraged and instructed to interact with more
than their own circle of professionals.
Part of each discussion thread will include a case study in which each preservice
teacher will respond to the unique situation. Case studies are available online from the
University of South Florida (http://cases.coedu.usf.edu/). The studies align with the
Council for Exceptional Children’s Competencies for Special Educators.
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Suggested Topics
Week 1

Educational settings

Week 2

Pre-referral Assistance Team/Teacher Assistance Team

Week 3

Cooperative-teaching (a.k.a. co-teaching)

Week 4

Problem-solving situations

Week 5

Classroom management

Week 6

Special education process

Articles
Six articles will be assigned at the beginning of the semester. Articles will correlate
with the discussion thread subject matter, according to the week. Topics will include
classroom management, co-teaching, and inclusion. A link to each article will be
provided on Blackboard, with prior permission from the publishers. Hard copies of the
articles will also be available at the university libraries.
Reflection Essay
The preservice teachers will be required to form a professional relationship with
another participant from the corresponding class-- i.e., a special education preservice
teacher shall team with a general education preservice teacher. The team shall compose a
minimum of a two-page essay on the collaboration experienced throughout the course.
Because the essay should focus on personal experience, explanation of the paper shall be
vague to promote creativity. Instructors will create a rubric prior to due date to share
with the preservice teachers. An example shall also be posted for participants to peruse.
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Instructor Support
In addition to the required face-to-face office hours, instructors shall be “virtually”
available through online hours. This time should be scheduled together for a two-hour
period weekly. Modeling collaboration is essential to this project, and instructors have an
opportunity to model what should essentially occur in the professional setting.
Conclusion
It is hoped that the pre- and post-test results will reveal growth of the preservice teachers
and provide important feedback to the instructors. Both quantitative and qualitative
analyses shall be performed by the instructors and results will be posted on the website. A
written report will also be presented to the chairpersons of the respective departments,
along with a presentation to any interested faculty member. We anticipate favorable
results to support the technology-based collaboration initiative.
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Building Capacity for Formative Evaluation of Education Technology Projects
Background:
For the past decade, the Technology in Learning Program at the SERVE Center
at UNCG has provided technical assistance, professional development, and resources
to educators serving resource-poor schools. While most of our work has been in the
Southeast, we have worked with State Education Agencies (SEAs) in Maine, California,
Pennsylvania, and Virginia. Since the No Child Left Behind (NCLB) legislation was
signed, most of our effort has focused on helping SEAs plan, implement, and evaluate
statewide technology initiatives. In North Carolina, for example, a program we
developed has helped 11 Title I (low-wealth) schools develop and implement evaluation
plans for their technology projects supported by NCLB’s Enhancing Education Through
Technology (EETT) grant program. The 11 schools were each awarded $450,000 per
year for three years to implement a comprehensive model for technology integration.
Additionally, we have been providing professional development and ongoing assistance
to help 19 Mississippi schools develop evaluation plans for their one-year EETT grants.
Problem:
Across most states, project evaluation is either relegated to an external evaluator,
who periodically provides summative evaluation reports to project staff and funding
agencies, or left out altogether. All too often, evaluation is treated in much the same
way as technology has been treated—i.e., as an add-on and as “something else we
have to do” rather than as an integral part of a program, helping educators make
informed decisions about what works and what doesn’t work. The root of the problem is
that, until now, educators have not been required to conduct formative evaluation—i.e.,
planning, collecting, analyzing, and using data while an activity is fluid and necessary
changes can be made. Consequently, project leaders often make uninformed decisions
about important elements of their technology projects, such as professional
development, infrastructure acquisition, and resource allocation. Our experience
working with schools in North Carolina and Mississippi tells us that, in general,
educators do not know how to evaluate projects, and they are uneasy about evaluation
because the results may reveal less-than-successful projects. And no wonder! Think of
the millions of dollars that have been spent on educational technology and professional
development. Then, consider the NCES data showing that at present only about 40% of
America’s teachers use technology fluently and frequently for instruction. Then, imagine
what can happen when educators have data showing the linkages among professional
development, classroom practices, and student achievement—data they can use to
improve current strategies or design new ones and data to identify and remedy
inequities in access and resources. Think about what that would mean to our nation’s
students, parents, teachers, administrators, and policymakers.
Addressing the Problem:
The Technology in Learning Program (TiL) at the SERVE Center at UNCG
addresses each of these issues by providing professional development and technical
assistance on an evaluation framework consisting of three components: logic maps,
detailed charts showing how each project strategy and objective will be evaluated, and
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an evaluation management plan. Throughout the professional development and followup technical assistance, participants clarify project goals, objectives, and strategies;
develop logic maps showing the connections among their goals, objectives, and
strategies; ask evaluation questions about the implementation and impact of their work;
develop indicators of success; identify methods, measures and data sources; specify
benchmarks; and describe how they will use the findings. To facilitate data collection
and analysis, we have developed and validated a web-based needs assessment survey
and a PDA-based classroom observation tool, and we have identified extant tools that
can also be used, such as the ISTE rubrics for reviewing lesson plans.
TiL’s general approach is that we work closely with the Directors of Instructional
Technology and the EETT Coordinators in our region to plan professional development
and technical assistance tailored to the needs and contexts of their instructional
technology programs. Because evaluation is such a complex subject, and since most
educators initially have only fundamental knowledge about it, our work in each state
begins with an intensive face-to-face professional development event where teams of
educators work with TiL staff in developing evaluation plans for their projects. The faceto-face event is followed by a variety of technical assistance services, according to the
teams’ progress and the nature of obstacles they may encounter. Some of the more
sophisticated teams need only an occasional meeting via web-based collaborative
meeting environment, such as Macromedia’s Breeze, while struggling teams often need
additional face-to-face meetings and work sessions.
The conceptual framework that underpins the professional development program
and technical assistance derives from the professional literature on effective
professional development, such as that promoted by the National Staff Development
Council, as well as our experience helping educators build their capacity to plan,
implement, and evaluate instructional technology programs. The framework captures
the dynamic forces that effect changes in educational practices. In this case, TiL strives
to improve practices for using formative evaluation data to make informed decisions
about technology projects.

The content includes, but is not limited to, instructional technology, academic
standards, and research-based teaching practices. The processes are effective
professional development, technical assistance, and resource development and
dissemination. The relationships are the personal and professional dynamics that the
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individual participants bring to the project—e.g., their energy, experience, expertise,
passions, dispositions, and attitudes. These elements are set within a context, which in
this case is the Enhancing Education Through Technology component of the No Child
Left Behind legislation. In order for the proposed project to be successful, all three
elements must be focal points of project activities, and the context in which changes are
to occur have to be foremost in planning, implementing, and evaluating the project.
The basis for the TiL Evaluation Framework is a project evaluation model
developed by the National Evaluation Center at Western Michigan University
(Brinkerhoff, 1983). The framework has evolved over time to address the requirements
of federally funded technology grant programs, including Enhancing Education Through
Technology, and to meet national program evaluation standards (Joint Committee on
Standards for Educational Evaluation, 1994). The TiL framework and instruments have
been favorably reviewed by external evaluation experts.
Through this work, both needs assessment and classroom observation
information have been identified as two crucial components of data collection for
effectively evaluating the implementation and impact of projects in schools. Therefore,
we have developed two instruments to assist schools in gathering data for planning and
decision-making; the School Technology Needs Assessment (STNA), and Looking For
Technology Integration (LoFTI), and we have identified extant tools that can also be
used, such as the ISTE rubrics for reviewing lesson plans.
The School Technology Needs Assessment (STNA) is based on national technology
standards and best practices as recommended by research and various leaders in the
field of educational technology. The STNA collects perceptive data about a variety of
broad areas of technology implementation in schools:
• Conditions influencing technology use
• Professional development opportunities offered and taken advantage of
• Patterns of teacher practice, with respect to technology in teaching and learning
• The nature of student activities with classroom technology
• The impact of technology on teaching practice and student outcomes.
The STNA is specifically intended to assess the collective needs of a school staff, in
realms related to the use of technology in education settings. It is intended to provide
information to help school-level planners - administrators, technology and media
specialists, and school or technology planning team members - make purchasing,
resource allocation, or other decisions relating to technology. Its most important use
however, is guiding building- and district-level decisions about professional
development for educators, including those about content, timing, and type of
opportunities provided.
Developed as a component of LANCET (Looking at North Carolina’s Educational
Technology), the Looking For Technology Integration (LoFTI) is a an observation
instrument for formatively evaluating technology integration in the classroom. LoFTI
assesses classroom-level teacher and student uses of technology by examining short
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classroom observations of the implementation of technology into classroom instruction.
The observer would make note of the current status of content area, learning
environment, classroom design, hardware, software, and applications, student
engagement, instructional strategies, and assessment instruments. Like STNA, LoFTI is
intended to guide technology planning by providing information, in the form of
percentages and frequencies, regarding the various uses of technology examined at the
school level.
Conclusions:
In implementing the TiL Evaluation Framework over the past two years, we have
already learned a great deal about how to help SEAs and LEAs develop the capacity to
conduct formative evaluation. We have spent a good deal of time reflecting on our work
with these SEA, district, and school teams and have compiled a number of observations
and lessons learned that we know would be advantageous to share with others planning
on doing or currently doing similar work. Some general conclusions include the
following:
• When grantees take a team approach to developing their evaluation plans, they
usually are able to develop a more thorough, cohesive plan more quickly.The
team approach facilitates whole-school buy-in, which is vital to successful
implementation of the evaluation plan.
• Evaluation teams should prioritize data collection strategies based on feasibility –
what is the team capable of collecting and analyzing?
• Collecting the appropriate data to answer an evaluation question is one thing,
knowing how to make sense of the data is another.
• Everyone should understand that learning to plan and implement a good
evaluation is an iterative process.
• Don’t underestimate the amount of resistance you’ll get from schools. Evaluation
is something they’ve never had to do before; they don’t know how to do it; they
don’t necessarily want to do it; and they know it takes a lot of time to do it well.
• Some people have a hard time asking for help, especially principals with topdown management styles.
• Communication is key – expectations should be articulated early and often.
• Some educators quickly understand that knowing how to evaluate their projects
will help them in the long run.
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Re-defining the Roles of Reading Specialists and Literacy Coaches
for the Classroom of the 21st Century
Abstract
This participative skill-based workshop is designed to provide time and opportunity to
interact with the latest research and practical tools that focus learning organizations in the
development of literacy leaders to guide practice and increase student achievement in
Reading. No Child Left Behind legislation has created new accountability for educators.
For many, especially those who face the challenge of urban education, the law, shortfall
of resources and the lack of leaders, compound the struggle to meet those challenges.
Intervention models have attempted to restructure school organizations and change
practice for both teaching and learning. Reflection on this decade of activity however
unveils a very sporadic record of success. The objectives of this workshop include: (1)
confirm the continuing challenge of teaching literacy skills in urban environments, (2)
Recognize the shifts in the roles of Reading Specialists and Literacy Coaches over the
past ten years, and (3) Acknowledge a growing relationship between the principles of
leadership and coaching. We will address these objectives through a process that models
the work of Reading Specialists and Literacy Coaches in a new paradigm. Attendees will
work in learning groups and participate in a variety of learning experiences. Participants
will leave the session with functional strategies for building literacy leaders in their
organizations and tools to guide their thinking and practice with respect to the roles and
responsibilities of Reading Specialists and Literacy Coaches.
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Project Narrative
Project Summary:
This project involved the establishment of a mini learning community
between two freshman-level, general education Psychology courses. This
community served as the pedagogical approach for reaching the following goals.
First, we created a set of learning materials to complement student learning
across the two courses. Second, we developed and implemented a pre-test /
post-test measure to assess critical thinking skill acquisition within these
general education courses. Third, comparative data from independent sections
of the critical thinking course (not part of the learning community) were
collected to assess the impact of the learning community on students’
acquisition of critical thinking skills.
Project Rationale:

The California State University system requires that freshman students
successfully complete a set of core courses in foundation skills that include
writing, speech communication, quantitative reasoning, and critical thinking.
These four courses are the basis of the general education program, and firstyear undergraduate students take them along with other general education
elective courses before they are allowed to enroll in upper-division courses in
their majors.
Two general education courses offered by the Psychology department at
California State University, Long Beach are of primary relevance for the project
described here. These freshman-level courses include PSY 100 (Introduction to
Psychology) and PSY 130 (Critical Thinking). This project modified the
pedagogical approach of teaching these two general education Psychology
courses. Typically, these two courses are independent of one another. This
project, conducted during the Spring 2004 semester, linked sections of Critical
Thinking with Introduction to Psychology. Students were required to enroll in
both courses concurrently, thus creating a mini learning community of students
who shared the common experience of both courses. These students were also
fully aware that the instructors of the two courses were working together to
develop complementary curricula and assignments across the two courses.
The primary goal of the field of Psychology is to understand human behavior by
exploring and defining how people’s minds work, and it is through understanding
the process of how the mind works that is a major factor in teaching critical
thinking. Thus, the Introduction to Psychology (PSY 100) and Critical Thinking
(PSY 130) courses form a natural and valuable link.
PSY 100 is a survey course that exposes students to the different subdisciplines of the field (e.g., clinical, social, cognitive). Because of the vastness
of the subject, students typically do not have the opportunity to explore the
areas in depth. For the PSY 100 course, critical thinking skills are fostered
through assignments and the types of exam questions (analytical / application
rather than rote memory). Nevertheless, the focus of the course is primarily on
content. In contrast, PSY 130 is largely a skill-based course as critical thinking
skills are practiced across a variety of applications. One instructional challenge
of PSY 130 is to effectively teach both skills (in-depth methods of critical
analysis) and content (issues about which students are sufficiently informed) in
one course.
Through concurrent enrollment and the link between these two courses for the
learning community developed for this project, PSY 100 content was used as a

springboard for critical analysis of the content area in PSY 130. It was expected
that student learning would be enhanced in both courses, because an increased
emphasis can be placed on exploring the content of PSY 100 in greater depth
and the acquisition of critical thinking skills taught in PSY 130. Additionally,
larger learning community models have been found previously to enhance
student learning and achievement. Students in our mini learning community
should similarly benefit. We worked to ensure that the learning materials were
complementary, not redundant, and also reinforced learning and thinking habits
that will benefit students throughout their college education. Further, the
learning community was structured to provide an important, supplemental
resource for students as they learned to rely on their peers for feedback on
their ideas and assignments.
Student Assessment:
The primary goal for creating this learning community was to investigate
whether such a community would enhance the acquisition of general education
skills, particularly critical thinking skills. To address this question, the instructor
of the critical thinking course created a pre-test/post-test measure to assess
the extent of attainment of critical thinking skills. This measure was a
compilation of 14 ‘classic’ problems that frequently appear in a variety of
critical thinking textbooks and assess such traditional critical thinking skills as
probabilistic reasoning. To evaluate the effectiveness of the learning
community, the pre-test/post-test measure was administered to all students in
the learning community and to a comparable number of students enrolled in
other sections of the critical thinking course that were not part of the learning
community. To avoid the potentially confounding variable of self-selection bias,
we enrolled only freshmen in the learning community, and the control /
comparative classes were solely freshmen as well. SAT scores (self-reported)
were examined as a possible covariate, and it was found that SAT scores were
not statistically different across students within versus outside the learning
community.
The logic of using a pre-test/post-test measure was twofold. First, we
hoped to show that the two groups of students included in this project (those
within the learning community and the ‘control group’ of students who were not
in the learning community) were similar in their critical thinking abilities at the
beginning of the semester (prior to taking their critical thinking course). Thus,
any differences in critical thinking ability observed at the conclusion of the
semester might be attributed to the presence of the learning community.
Second, we hoped to obtain evidence for improvement in critical thinking ability

over the semester. Thus, post-test scores on the critical thinking measure
should be higher than pre-test scores.
All students completed the critical thinking measure twice. The measure was
administered during Week 1 of the semester (the pre-test) and during Week 15
of the semester (the post-test). (Note: Week 15 is the last week of regular
classes prior to finals week.)
Results supported our expectations. F-tests were performed on the data; for
all tests, significance was considered for p values < .05. Scores will be given in
terms of percent correct on the critical thinking measure. Pre-test scores
across students within and outside our learning community did not differ (32 %
correct for learning community students, 30 % correct for control students).
Although both groups showed significant trends toward improvement, the
students in the learning community improved significantly more than the control
students (post-test averages: 44 % correct for learning community students,
36% correct for control students).
These results are quite promising. We have provided a quantitative measure
of usefulness of a simple learning community. These results suggest that
learning communities offer some ability to enhance the goals of a skill-based
general education program, including acquisition of very complex skills like
critical thinking.
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Abstract
The expectations of today’s public school administrators move far and above the traditional
leadership functions. Recent policies and practices promoting the market competition ideology
represent a shift in thinking from the manner in which we have previously viewed public
schools. Traditionally, the foundation of our public schools was perceived as a “public good,”
a system for the betterment of the “common good.” Petersen and Young (2004) suggest that
preparation programs are charged with training leaders to “change their practices…..as well as
socializing [future leaders] with positive beliefs and attitudes concerning the potential of all
students regardless of status issues” (p. 358). Yet, administrators who fail to proactively market
their schools and buy in to the students-as-commodities game stand to lose the only product for
which they are charged to serve (Starratt, 2005). The purpose of this study was threefold. First
it examines the historical context of schools that exist for social justice and the common good.
Secondly, it discusses the impact of the competitive market ideology. And lastly the paper
examines the role of social justice on the part of selected practicing administrators and aspiring
administrators. The author asserts that challenging the competitive market ideology can only be
achieved through the effective use of social justice pedagogy by school personnel leading to
culturally sensitive dialogue that underscores the value that must be placed on satisfied
customers.
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Introduction
The American system of public schools has traditionally been predicated on educational
equality; a promise that the common school should provide an educated citizenry promoting
democratic values in a capitalistic society. Generally, this promise is predicated on two
assurances. These assurances according to Brighouse (2000) are that a child’s increased
accessibility to education should not be simply because they reside in a more affluent
community; nor because they are perceived as being more intellectually capable than other
children. Educational reform efforts focusing on increased standards and accountability has
witnessed a strong political push toward the open market ideology. The philosophy behind the
introduction of the open market ideology is that competition will force public schools to
improve (Finn, Manno, & Vanourek, 2000). The competitive market ideology deviates from
the traditional notion of education for the common good, promoting instead education as a
private good. Brown et. al (1997) writes “…mass education and industrial efficiency is now
considered outmoded and inefficient; while the notion of a common culture as the basis for
social solidarity is be being challenged by various groups asserting the right to educate their
children according to their specific religious and cultural values” ( p.1).
Historically legislation has served to mitigate forces that threaten democratic ideologies
promoting the good of all through concepts of equality and justice. Gale and Densmore (2003)
write that “the field of leadership, including more specific areas of educational leadership, is
replete with numerous and often contradictory views regarding its nature and merits” (p. 119).
Thus educational leaders now face opposing pressures, at one level, to privilege some groups
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over others and, on another to ensure that disadvantaged groups have a voice in educational
decision making. This paper asks if the promotion of a market based competition ideology
threatens the social justice and equity concepts upon which our system of common schools is
based. Further explored are the implications on administrative preparation institutions charged
with training leaders to meet the expectations of competing in a competitive market while
promoting the social equality of all students.
The purpose of this monograph is threefold. First it examines the historical context of
schools that exist for social justice and the common good. Secondly, it discusses the
proliferation and impact of the competitive market ideology on the system, and lastly the paper
examines the perceptions of social justice on the part of selected practicing administrators and
aspiring administrators. The author supposes that the dichotomous nature of public good v.
private good is an emerging leadership challenge in the preparation of new leaders. This paper
draws much insight from the work of Cambron-McCabe and McCarthy (2005), whose recent
article “Educating Leaders for Social Justice” studies the need for increased social justice
discourse in administrative preparation programs.
The Case for the Public Good v. Private Good
Recent practices promoting the market competition ideology represents a shift in thinking
from the manner in which we have previously viewed public schools. Traditionally, the
foundation of our public schools was perceived as a “public good,” a system for the betterment
of the “common good.” Since the era of Horace Mann “schooling was to be public in the sense
that it was administered by local public officials, funded by public coffers; espoused a common
ideology; and included all children regardless of class, ethnicity, or sect.” (Cohen-Vogel, 2003,
p. 6). The market ideology however, assumes that schooling is a “self-interest” endeavor, and
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therefore for the private good (Labaree, 2000). Writers such as Nobel prize winning economist
Milton Friedman (1962) assert that the privatization of schools through a competitive model
increases parental autonomy by freeing the system of bureaucratic control that stifles student
achievement. In its simplest form competition assures accountability, allowing parents to
choose the most advantageous educational environment for their children, free of the public
school bureaucracy, where considerable attention is paid to their needs as a valued commodity
(Garn, 2001). Freedom of bureaucratic control write Chubb and Moe (1990) will fix the lack of
achievement that ails the failing public schools.
The market ideology is based on the notion that the “best social arrangements emerge
spontaneously when people, institutions, and firms are required to compete against each other
in an open marketplace” (Fowler, 2003, p. 5). In an article titled Human Life, Human
Organization and Education, Andrew Coulson (1994) writes that competitive markets are the
natural outgrowth of free association and division of labor, noting that when desired goods are
present, competition will ensue to gain possession of the available goods. This perspective
encourages an educational system motivated by individual benefit in lieu of motivation for the
common good. Coulson’s viewpoint posits that all parties benefit, at least to the extent to which
they are well informed about the goods, and only a fraction of the consumers need be informed
for the market to be well structured. Critics of Coulson’s view claim that a fraction of informed
consumers leaves a majority of uninformed consumers, who in the distribution of a capitalistic
social structure are most likely to be underrepresented and underserved. Those who are
underrepresented and underserved are most susceptible to the very educational inequalities we
seek to eradicate.
The Case for Leadership Preparation Programs
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Increased political and legislative attention drawn to the factors that are perceived to affect
the success or failure of our public schools has turned the spotlight to our leadership
preparation programs. The manner in which we prepare our administrative leaders has been a
source of considerable trepidation in recent times. Research suggests that leadership
preparation programs are not adequately meeting the needs of the 21st century leader (Hale &
Moorman, 2003). Studies over time consistently conclude that educational leadership
preparatory institutions are reluctant to engage in substantial programmatic modifications in
terms of curriculum or pedagogy. McCarthy (1999) claims that despite the continuous
evolution and the tremendous demands on the role of the school leader, patterns in the training
of educational leaders have remained essentially unchanged for decades. Hess and Kelly (as
cited in Cambron & McCarthy 2005) point out that although leadership expectations for
conditions relative to social justice and equality have increased significantly in recent years,
leadership preparation programs persist in training for traditional educational environments.
Drawing further attention to the leadership preparation dilemma was a recently released study
by Arthur Levine (2005) titled, “Educating School Leaders.” Levine’s expose lambasted
educational administration programs asserting that the programs were poor, ranging from
“inadequate to appalling” (p. 23). Levine posits that the field of educational administration is
deeply troubled, citing that in sum, the majority of administrative preparation programs are not
effectively training future leaders. But while Levine describes the increasingly diverse student
population and greater income and race disparity as factors serving to dramatically reshape and
transform the educational landscape, his recommendations appear perilously shortsighted in
addressing these issues. Conspicuously absent from his final recommendations is the role and
promotion of social justice in preparation programs. Cambron-McCabe and McCarthy (2005)
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point out the necessity for collaboration between practitioners and preparation programs to
promote conversations that “reconceptualize leadership for social justice” (p.216). This link,
they surmise is vital as administrators typically perceive a disconnect between the practicality
of their work and the teachings of their preparatory institutions (Cambron-McCabe &
Cunningham, 2002; Hess & Kelly, 2005 as cited in Cambron-McCabe & McCarthy 2005).
Concern surrounding the effectiveness of the nation’s administrative training programs has
led to calls for curricular reform. In an article titled The Changing Face of Leadership
Preparation, Murphy (2001) describes the reshaping of educational leadership as one that
necessitates the promotion “an understanding of caring and humanistic concerns as a key to
effective leadership” (p. 15). Leaders within a social justice context are expected to serve as
change agents that analyze the cultural aspects that has permitted long-standing social
inequalities to, not only proliferate but, become institutional ideological belief systems (Foster,
2004). Cambron-McCabe and McCarthy (2005) also queried the extent to which new training
approaches and standards for leadership are incorporating social justice issues as part of the
preparation process. Reporting on prior research, the authors further posit that school leaders
are expected to engage in critical analysis of conditions that have perpetuated historical
inequities in school and work to change institutional structures and culture. These reports come
at a critical juncture as the nation struggles with reform efforts aimed at reconciling the nexus
between school leadership and effective schools.
The Case for Social Justice Discourse in School Leadership
Social justice writes Walzer (1983) is one of the most significant values that educators
should desire to advance in critical review of educational reform. Waters (1998) further affirms
that purposeful reform in American public education will not evolve in the absence of critical
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discourse that values a moral imperative and a political commitment to equality and social
justice. Equality, explains Brighouse (2000), “attempts to ensure that different people have
roughly equal resources available to them over the course of their full lives, with inequalities
permissible only when they reflect the greater effort of the beneficiaries” (p. 115). Hiding
behind educational accountability policies that narrowly define social justice in market terms,
policy makers and advocates conveniently marginalize the social inequalities of
underrepresented populations (Marshall and Parker in press as cited in Cameron-McCabe &
McCarthy, 2005), that avoids addressing more complex issues relative systemic inequities
(Cambron-McCabe in press as cited in Cameron-McCabe & McCarthy, 2005). Educational
leaders should be able to address “contextually-specific” struggles through by promoting
schools that are social and culturally responsive to its needs (Gale & Densmore, 2003). The
authors further suggest that we acquire significant ways to understand and address social
differences that supply positive changes leading to improved conditions for disadvantages
students. (Gale & Densmore, 2003).
The Case for the Role of Social Justice in Practicing Administrators
The thrust for market competition has compounded and modified the role of school
leadership, especially in larger more diverse districts. Because of the financial stake in the
competitive market trend, leaders have focused efforts on gaining the skills necessary to meet
the needs of their constituencies. For the purpose of this paper six practicing urban
superintendents participated in semi-structured interviews that queried issues relative to the role
of social justice in their current leadership roles. All study participants lead districts of 25,000
or more students and are facing competition emanating from issues relative to school choice.
All the superintendents interviewed noted that their “new” role as district leader encompasses
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creating strategies aimed at regaining students lost to charter schools. To that end they have
expended much time and resources examining what have propelled students to exit their
districts and what will lure them back. The common themes that emerged from the triangulated
interview responses are reported in the following paragraphs.
The significant theme that permeated the responses of all the leaders interviewed was the
need to re-examine the relationships between service delivery personnel and the consumers.
Superintendent’s note that a total disconnect existed between parents and students as consumers
and teachers and administrators as delivery personnel. Leaders indicate that teachers and
administrators were not able to a.) engage with parents and students on a culturally relevant
level; b) engage in culturally responsive conflict resolution practices with parents and students,
c) accommodate the cultural shifts by recognizing the need to critically examine their own
values and norms; d) move from a punitive response mode to a listening model when conflicts
emerge; e) engage in a more service oriented model of teaching by considering the needs and
desires of the customer; and f) recognize and internalize the fact that their schools are no longer
a “monopoly” and would need to actively engage community constituents in meaningful ways.
Additionally, leaders report relationship and communicative disconnects between classified
staff such as secretaries, transportation and custodial staff, and cafeteria personnel. When the
majority of the staff is Caucasian and student minority enrollments are approaching or past the
fifty percent mark, the ability of the classified staff to be culturally responsive becomes
significant. One leader notes that “in many instances the attitude of the office secretary
provides the first, last, and only impression of the entire school district and if they think
someone will treat them better someplace else who can blame them for leaving?” Social justice
necessitates consciousness relative to respect, care, equity, and moral values (Cambron-
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McCabe & McCarthy, 2005, p. 210). Fairholm (2004) coins this process as “whole-soul
leadership where leaders see others as whole persons with a variety of emotions, skills,
knowledge, and abilities that go beyond the narrow confines job needs and fosters continuous
growth improvement, and self-awareness” (p. 581). Consideration for these constructs appear
to be absent in the operational venue of the schools included in this study.
The challenge for school leaders who seek to compete for students in the open market is to
create organizations that value the face of diversity and are capable of effectively engaging in
culturally sensitive dialogue with customers at all levels. This link or nexus between
competition and social justice is what superintendents in this study indicated will be the only
approach to meet and compete with market forces. As one leader in the study lamented,
“Students who succumb to market pressure and leave us are those who feel socially devalued.
We have the tools, the power, and more importantly the moral obligation to assure that they are
valued as customers. This is our only tool to compete on the open market.” This process entails
the ability of leaders to examine their values as well as institutionalized beliefs to be influential
conduits in challenging social justice concerns through discourse relative to equity of race,
gender, and sexual orientation. To this end the districts of several superintendents in this study
have embarked on training programs aimed at creating organizations that can engage in
culturally sensitive dialogue with student, parents, and staff.
The Case for the Role of Social Justice in Administrative Preparation
The social conditions of schools continue to evolve at a rapid pace. As discussed by the
practicing administrators, it is essential that leaders cultivate skills that allow for effective
social justice discourse. The interviews with the superintendents indicate that the necessity for
competent discourse in social justice is two-fold. The ability to effectively build socially
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relevant relationships with valued constituents may serve to mitigate the reasons why parents
are participating in choice programs. And the “new” culture of dialogue may serve to publicly
illustrate substantial “change” in an organization that has been accused of bureaucratically
reproducing the social order. How then are issues related to social justice perceived in
leadership preparation programs?
This study examined a convenience sample of 60 students in a Midwestern Ohio university
leadership preparation program. Students were asked to respond to a quantitative survey that
requested information relative to their perceptions regarding the purpose of education and their
training thus far in issues of social justice. The students in this study were at varying levels of
their preparation and the responses were drawn from four difference courses.
Of the aspiring administrators surveyed 86% believe that schools are more effective as a
public good and 81% believe that market competition will not increase student achievement in
public school. Seventy-nine percent perceive that the trend toward privatization threatened the
promise of a common education, yet 76% indicate that it will be possible to promote both the
public good and common good simultaneously. While 82% of the aspiring administrators felt it
necessary to engage in dialogue relative to oppression, discrimination, and equity, only thirtynine percent indicated that they felt a leadership role would lead to a shift in their personal
values or belief systems. Fifty two percent indicated they had been afforded opportunities to
engage in critical discussions concerning social justice in their coursework and 88% believe
that social justice discussion should be a necessary component of leadership training programs.
It is significant to point out that of the 52% who indicate they had an opportunity to engage
in social justice discussions, 35% of those indicate that the discussions number 2 or less and
25% note that discussions had taken place under the context of school law. In addition, no
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course offered, save school law, in this administrative training program had among its goals
specific references to increasing social justice awareness. Further, while the aspiring
administrators did feel that social justice discourse should be a part of their program, twentytwo percent did not feel it should be a mandatory component of the internship experience.
The results of the qualitative data from the superintendents and the quantitative data from
the students in the administrative training program demonstrate a critical disconnect between
what the superintendents describe as necessities to be effective and what students are receiving
from their training. These findings strongly support the research of Campbell, Gold and Lunt
(2003) who indicated that school leaders surveyed in their study believe that combating market
forces and shifts in educational policy stems from the ability to “relate to the social and
personal development of students, staff, and communities.” Additionally, the leaders in their
study stress the need to develop empowering and learning relationships combined with a
commitment to social justice outcomes, i.e. valuing diversity and equity” (p. 218).
Discussion and Conclusions
The study conducted by Campbell, Gold and Lunt (2003) illustrates the need to examine
the social values of administrators. Their researcher qualitatively queried six practicing
administrators as to the values that underpin their work, specifically the links between the
leaders’ articulated values, the philosophy of schools, and classroom interactions. The findings
of their research imply that it is imperative that school leaders have the capacity to engage in
active and influential discussions of social justice relative to social policy shifts and market
forces (p. 203). The school leaders in their study also articulated that the key to school success
is directly related to the importance placed on valuing and developing relationships with
students, parents, and community (Campbell, Gold & Lunt, 2003). The small sample of leaders
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in the studies presented here provide a persuasive case for leadership preparation programs to
provide an instructional framework from which issues of equity and social justice can be
explored to meet the needs of the changing face of educational administration.
Building on the admirable research of Cambron-McCabe and McCarthey (2005) and
Campbell, Gold and Lunt (2003), this author supposes to extend their assumptions. CameronMcCabe and McCarthy (2005) purport that scholars of leadership preparation programs must
engage in emerging social justice discourse through “on-going critical dialogue drawing on
diverse theoretical perspectives.” While these researchers present a strong case, results of the
present study combined with the culminating research literature lead this researcher to assert
that challenging the competitive market ideology can only be achieved through the effective
use of social justice pedagogy by school personnel leading to culturally sensitive dialogue that
underscores the value that must be placed on satisfied customers.
This author supposes that the expectation that the organizational culture of a school can be
altered in the absence of pedagogy relative to social justice is idealistic, unrealistic, and
undermines the need for change. And while Soler (1991) writes that the school district leader is
the individual who has the primary influence on the shaping of public education, this researcher
sides with Marzano (2003), who cautions such broad and singular responsibility. Contending
that “although leadership can be a powerful force toward school reform, the notion that an
individual can effect change by sheer will and personality is simply not supported by research”
(p.174). The school leader, however, as a role model can set the example of culturally
responsive pedagogy to be hopefully emulated by existing subordinates in the system. But the
challenges raised by the small sample of responding superintendents in this study, illustrate the
critical need for leadership preparation institutions to train aspiring administrators to come to
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the table with the ability “critically inquire into the taken for grated structures and norms that
often pose insurmountable barriers” (Cambron-McCabe & Mc Carthy, 2005, p. 204).
Interviews conducted with the superintendents in this study clearly indicate the belief that
their most powerful weapon in finding the nexus between considering the common good of
students and waging an effective war on the influx of competitive markets is through effective
dialogue relative to social justice. And the responses of the aspiring administrators indicate
that, although they perceive pedagogy relative to social justice important, there is no
established and implemented vehicle for such in their preparation program.
Considering the evolving nature of current educational policies and practices, administrative
preparation institutions are obliged to seek avenues by which the preparation of aspiring leaders
fosters the rhetoric of ideological concepts of social justice for the common good while
effectively preparing administrators to face the realties of a political market competition.
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Full Abstract
National demographics indicate that the students who are English
language Learners comprise the most rapidly growing population in
our nation's schools. As this population steadily increases, so does the

percentage of culturally and linguistically diverse students who
evidence special education needs. School systems are not prepared to
address both the second language and second language needs of these
students. As a result, this double labeled population of students often
spends little time in inclusive settings, being pulled out for both ESL
and special education services. This approach to teaching bilingual
special education students tends to fragment their opportunities to
learn and often places the onus for integrating the academic content
and language constructs on the student rather than the teacher. An
integrated arts approach to instruction allows the general educator to
work collaboratively with the ESL, special educator and support
personnel in order to teach both language and academic content to
students across the curriculum in an manner so that students are not
precluded from access to the curricula due to their limited receptive
and/or expressive language skills. It allows teachers who often rely on
language as their primary mode of instruction and assessment to
utilize additional strategies to teach both academic and language
literacy. This workshop is appropriate for general educators, special
educators and support personnel (k-12) as well as teacher trainers
who are working with culturally and linguistically diverse students who
have special education needs. After presenting the theoretical
constructs and underlying philosophy of an integrated curriculum, the
presenters will utilize a power point presentation in order to share
video clips from actual classrooms that have utilized this model of
instruction. Then participants will be provided with case studies and
asked to work in groups to design/propose an integrated curriculum
for a specific population (k-12). Issues of diversity will be addressed as
groups share their proposed integrated arts program. The presenters
will distribute a bibliography or resources to all attending.
Learner Outcomes
Participants will describe the philosophy behind and strategies for
implementing an integrative arts program to support the inclusion of
culturally and linguistically diverse special needs students in the
general education classroom.
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Where Can I Get My Hair Done? Tools for Reaching, Recruiting and Retaining Diverse
Faculty
Abstract
The purpose of this presentation will be to share reflective thoughts and wisdom
gained, as well as practical ideas, effective strategies, behaviors and practices that have
led to successful recruiting and retention of diverse faculty in a teacher education
department at a regional university.

While many individuals in higher education will

state that they cannot find any qualified diverse faculty of color, this presentation will
serve as a refutation of that notion and provide possible solutions to perceived and actual
difficulties that are sometimes faced when attempting to recruit diverse faculty.
The presentation will consist of three segments, each dealing with a different
aspect of the process of creating a diverse faculty. Using anecdotal records in a historical
context, I reflect on what took place during the process in which I was identified as a
viable candidate for a position in higher education. I examine the events that took place
and I recount the actions of the chair of the search committee as well as of others who
were involved in the hiring process. Second, I share practices that have helped change
the face of the faculty in our department and in our college. Finally, practices used to
retain diverse faculty are explored. A specific focus on how to assist diverse faculty in
developing as scholars and professors will be explored, as well as how to negotiate
classroom and other professional experiences that can affect retention. A sampling of
recommendations will include 1) developing a plan or initiative for diversifying the
faculty; 2) identifying specific goals and objectives that will move your efforts from
Affirmative Action to managing diversity; 3) implementing practices that will assist in
meeting the identified goals and objectives for managing diversity; 4) deciding how to
manage the change within the department and beyond; and 5) learning how to meet the

specific needs of diverse faculty. Additional details about these recommendations in
addition to others will be provided for participants. Individuals have shared with me
through interviews information that influenced their decisions about accepting a position
here and the decisions about remaining at this institution.
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Abstract:

As a little league baseball coach, I understand how tempting it is to
'shrink the bench’ for important games. “Johnny, could you just
miss the game against the league-leading Athletics?” Schools and
districts that are measured and ranked by student performance on
standardized assessments alone face a similar dilemma. As part of
its district review process, the British Columbia Ministry of
Education recently began looking at measures that incorporate
aspects of performance and participation to help identify schools of
interest for review teams to visit. Identifying schools with improved
performance and higher levels of participation could highlight
effective practices that can be adopted by other schools. School
improvement is about achievement but it’s not ALL about
performance!
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Comparing Standardized Assessment Results of School Districts:
It’s not ALL about Performance
School improvement is a process and often dialogue is the most important aspect
of this process. As part of its district review process (see
http://www.bced.gov.bc.ca/review/), the Province of British Columbia needed a
method to inform and frame the dialogue about the practices in place at schools
and the subsequent effect these practices are having on performance and
participation over time. Unlike the American ‘No Child Left Behind’ legislation,
the Ministry set no absolute guidelines regarding performance or participation but
did recognize the relationship between the two. The Ministry is cautious about
dictating absolute expectations of achievement because both the literature1 2 and
our own data have illustrated that schools can improve their results simply by
picking and choosing which students write the assessments. Instead, school
assessment information is now used to identify improving schools and to
stimulate discussion about improving results of all students within schools.
The purpose of this paper is to describe the development of a composite
measure of school- and/or district-level improvement. The measure is a ‘sum of
slopes’ which attempts to integrate both student performance and participation.
The purpose in creating the measure was to reduce the volume of data which
the Ministry staff needed to review to help identify which schools are candidates
for further discussions. In addition to student performance and participation,
factors such as the elapsed time since their last visit by a review team and input
from the school district were incorporated. These factors frame part of the
discussion that will take place with the school.
The paper also describes the use of simplified aggregate information as
compared to student-level data which is more difficult and time-consuming for
schools to collect and analyze. Such simplified methods increase the likelihood
of use especially by the schools that may not have the time or expertise to utilize
more complicated techniques.
Lastly, the paper describes how the development of this composite measure may
provide a new performance measure for system accountability based on the
expected assessment scores for the upcoming school years. For example, a
school could be deemed successful if, within two years, 95% of its students will
participate in the assessment and 90% of these students will be meeting or
exceeding expectations. These expectations could then be tracked over time.
This work emerged from the perspective that effective schools and districts have
a focus on school improvement. Decisions on interventions are based on a
range of information involving performance and participation of all students
1

Rustique-Forrester, E. (2005, April 8). Accountability and the pressures to
exclude: A cautionary tale from England. Education Policy Analysis Archives, 13(26). Retrieved
July 20, 2005 from http://epaa.asu.edu/epaa/v13n26/.

2

Nichols, Sharon L. and Berliner, David C. (2005, March). The Inevitable Corruption of Indicators
and Educators Through High-Stakes Testing. Education Policy Studies Laboratory. Retrieved
July 20, 2005 from http://www.susanohanian.org/show_research.html?id=74.
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including special needs students, English-as-a-Second-Language (ESL)
students, and Aboriginal students3.
Methods
The paper uses student performance and participation data collected at the
individual-level and then aggregated at the school- and district-level. The data
source is the British Columbia Ministry of Education Foundation Skills
Assessment (FSA) database. FSA is an annual province-wide assessment of
British Columbia students' academic skills, and provides a snapshot of how well
BC students are learning foundation skills in Reading Comprehension, Writing,
and Numeracy. FSA is administered each spring to all students in Grades 4 and
7 in the province. The main purpose of the assessment is to help the province,
school districts, schools and school planning councils evaluate how well students
are achieving basic skills, and to make plans to improve student achievement.
FSA is designed and developed by British Columbia educators. The skills tested
are linked to the provincial curriculum and provincial performance standards, a
resource to support ongoing instruction and assessment (see
http://www.bced.gov.bc.ca/perf_stands/ ). The assessment takes a total of four
hours over three sessions. The Reading Comprehension and Numeracy
components consist of both multiple-choice and written-response questions
whereas the Writing component is based on first draft writing. The program has
been in place since the 1999/2000 school year. FSA is one measure that is
used by schools and districts to evaluate how well students are progressing and
to make plans to improve student achievement.
The assessment process works as follows:
A) From the student’s point of view, FSA is like any other assessment:
• Student takes an FSA test by ‘bubbling’ in his responses (A, B, C, or D)
to multiple choice (MC) items and writes down his answers to written
response (WR) items.
• His answers to WR items are scored by markers at the marking
session. Scores assigned to WR items are bubbled by markers into
the answer sheet that also contains the student’s responses to MC
items.
• Answer sheet is then scanned and the student’s responses to MC
items and marks to WR items are picked up and saved as electronic
data files.
• MC items are then scored against the Answer key. A, B, C, or D a
student bubbled in is then converted into ‘0’ if it is a wrong answer or
‘1’ if it is a correct one.
• The sum of these 1’s and the marks of WR items are combined to form
the raw total score of the student.
Conventionally, this will be the final score for a student.

3

Aboriginal students include all students who self-identify as having Status Indian, Inuit or Metis
ancestry.
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B) For the FSA, the skill level of each student is calculated from his/her pattern of
responses using Item Response Theory (IRT), not from the number of correct
answers. The skill level is a decimal number from a continuous distribution of
scores with a mean of 0 and a standard deviation of 1. The process includes:
• To facilitate test score equating, a process to ensure that FSA scores from
year to year can be compared, student’s scores to MC items and marks to
WR items are rescaled using IRT. The scaled score also has finer
increments that allows for finer classification of student score into three
point scale.
• Cut scores (A and B) that classify student score on FSA into ‘Not yet
meeting Expectations’, ‘Meets Expectations’, and ‘Exceeds Expectations’
are set at the standard setting session attended by panels of experienced
teachers and Ministry specialists. The cut scores are also converted into
scaled scores once they are set. This is the ‘Three point scale’.
• The student scaled score on an FSA subject is then compared with the cut
scores on that subject:
o If a student score is equal to or greater than cut score B, this
student is classified as ‘Exceeds Expectations’.
o If a student score is equal to or greater than cut score A, this
student is classified as ‘Meets Expectations’.
o If a student score is less than cut score A, this student is classified
as ‘Not yet meeting Expectations’.
C) Performance for schools and districts is measured by the proportion of
students who meet or exceed provincial expectations. The assessment provides
valuable information on student performance, but is only one measure of what
students know and are able to do. FSA results should not be regarded as the
only method used for measuring individual student, school or district
performance. Rather, FSA results are important measures for a discussion of
school improvement.
Discussion
Schools are used to reporting on this proportion of students who meet or exceed
expectations. Schools often use year over year comparisons to identify change.
This paper resulted from the work of testing a change of methodology from
comparison of year over year results to the use of a slope line based on all years
of available data. Although year-over-year comparison was the standard way of
reviewing results with the public, it has been found that using the slope created
from all available data points (annual results) summarizes the information more
effectively. Measures based on a year-over-year change for the most recent two
years can mask historical results and measures based on the change over five
years can mask interim changes. Measures based on the slope of a line
eliminate these distortions. For example, the school in the following data table is
neither doing well nor poorly but year-over-year changes could suggest it is doing
well or poorly depending on your choice of time period:
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Observations based on year over year comparisons
Year
2000
2001
2002
2003
2004
2005
% of students
meeting/exceeding
81
69
N/A
70
71
76
expectations
Observation 1: This school is doing so well: the result in 2005 in 5% higher than
that in 2004!
Observation 2: This school needs improvement: the result in 2005 is 5% lower
than that in 2000!
With an ever- increasing history of FSA results at our fingertips, it became harder
for schools to use year-over-year change to represent overall progress. We had
discussed a variety of presentations or improvements (such as averaging yearover-year changes) but nothing seemed appropriate until we examined the slope
of the results. For the exemplar school above, the slope shows the reality as
being neither black or white:
Graphical display of the same school’s data including the slope line
Results over Time
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The following table shows how the use of a slope-type measure reduces the
number of schools that have large fluctuations in Grade 4 Reading results:
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Comparison of Year-over-Year Change to Slope-based Change
Count of schools
Count of schools
Count of schools
showing large
showing large
showing moderate
increase (> 5%
change (between
increase (> 5%
5% increase and
decrease)
increase)
5% decrease)
One-year change
(2003/2004 to
345
270
406
2004/2005)
Six-year change
(1999/2000 to
364
262
395
2004/2005)
Six-year slope
(1999/2000 to
40
958
23
2004/2005)
Once we have a slope for performance and a slope for participation, we can
create a composite description of the school’s performance on these two
dimensions. Performance and participation are each classified as positive,
neutral, or negative. Using these values as dimensions of a table, the resulting 3
x 3 table categorizes each district or school into one of nine possible groups.
The discussion that could take place in the review phase would be informed by
the results. The following matrix provides a flavour for the possible focus of the
discussion:

Participation

Results
Negative
Neutral
Positive
interventions to
ways to
improve
increase
ways to include
Negative
situation
participation
all students

Neutral

ways to
ways to
improve
opportunities to
maintain
performance
improve
momentum

results for all
Positive students and
subpopulations

ways to
development of
best practices
maintain
paper
momentum

Staff are currently working on how to categorize students into positive, neutral, or
negative groupings. Last year, arbitrary cutpoints were created to classify
schools into positive, neutral, or negative. This year, the schools were divided
into quartiles of performance and quartiles of participation. A positive result was
assigned to schools with a rate of over 90% of students meeting expectations
and to schools with a rate of participation of over 95%. The two middle quartiles
were deemed to be ‘neutral’ results. The count of schools for the 1999/2000 to
2004/2005 period on Grade 4 Reading by quadrant was:
6

Participation

Count of Schools by Category for Grade 4 Reading
Results
Negative
Neutral

Positive

Negative

74

111

108

Neutral

81

181

112

Positive

138

224

147

Simplicity and ease of use are really important characteristics of useful
information. At the same time, the concern was raised that the simplification
totally jeopardized accuracy. This composite measure is based on six annual
percentages of the percent of students meeting expectations and six annual
percentages of the participation rate on the assessments. To address this
concern, the slopes based on this simple view was compared to the slopes
based on student-level scores (how good is the use of the average?).
The figure below shows the slope based on the six points (where each point
represented the percentage of students who met or exceeded expectations) to
the slope based on the scaled score of each student on the Grade 4 Reading
component of the FSA. We found that these two measures were generally
correlated.
Comparison of Student-Level Slope versus School-Level Slope
Slope Calculated at the Student Level compared to Slope based
on Six Annual Highly Aggregated Measures
15.0
10.0
R2 = 0.6194
5.0
0.0
-0.6

-0.4

-0.2

0

0.2

0.4

0.6

-5.0
-10.0
-15.0
-20.0
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As the development of this measure proceeded, it was noted that there is a
possibility of using it to predict how schools will perform two years in the future,
and the potential to feed into a new performance measure for system
accountability. Although many schools are not achieving to the level which are
commonly used to measure success, the expected assessment scores for the
upcoming school years might provide credence to the results of a school which is
improving. Perhaps a school could be deemed successful if, within two years,
95% of its students will participate in the assessment and 90% of these students
will be meeting or exceeding expectations. Based on these expectations, in
2007/2008 the proportion of schools based on Grade 4 Reading should be:
Number of Schools by Extrapolated Achievement/Participation in 2007/2008
Participation - % of students taking
assessment
95% or less
Over 95%
Achievement - %
29% (285)
15% (142)
of students
90% or less
meeting or
exceeding
38% (370)
19% (182)
Over 90%
expectations
Were the expected results achieved? Stay tuned for the results!
The future direction is to determine if this methodology can be used with other
data sources -- to test whether these same techniques could be used in
conjunction with Grade 12 Provincial exam results in British Columbia.
The importance of this study is that evidence-based inquiry can be used to
increase and inform dialogue as part of the process of school improvement. The
results of this process have been well-received by staff in the Ministry of
Education. Ministry staff have used this tool to help identify specific schools to
visit as part of the District Review process. Further consultation with schools and
parents about this way of presenting results will take place over the next year.
Perhaps it will become a standard for schools when meeting and discussing
achievement with its parent community.
Acknowledgements:
Mistakes are ours and everything else is a collaborative effort of many persons in
the Ministry of Education.
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Adolescent Suicide Risk: Predictive Factors and Assessment
Abstract
This presentation will discuss research on the predictive factors of adolescent suicide.
With this framework in place, the presentation will then focus on how thorough suicide
risk assessments may be conducted. This session will be of interest to counselors and
counselor educators interested in adolescent suicide risk assessments.
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A Workshop on the Framework for Implementation of Elementary School
Mathematics
Abstract
This workshop is designed to assist elementary school principals, consultants and
superintendents in providing support for a strong mathematics program in their schools.
The major thrust is to provide a vision for improving school performance in mathematics
and to outline the role of the administrator in achieving the goals of this vision. Principals
and administrators learn about the changes in mathematics education and tools for
assessing teaching practices, structured according to the Ten Dimensions of Mathematics
Education.
Objectives
Principals and administrators learn about the changes in mathematics education and tools
for assessing teaching practices, structured according to the Ten Dimensions of
Mathematics Education. Principals and administrators will:
- Examine the significance of the changing focus in:
Mathematics, role of the teacher, and the role of the administrator
- Learn about the ten dimensions of mathematics education as a framework for the
improvement of mathematics instruction
- Investigate the role of the administrator in observing and gathering evidence about
teacher practice in mathematics education
- Use the Attitudes and Practices to Teaching Math Survey to determine the school’s
alignment to the ten dimensions of mathematics education
- Identify key success factors for effective collaboration with school and district needs
- Integrate the tools to enhance classroom practice
Workshop Overview

Learn new tools to understand and assess good teaching practices in mathematics.
1. Examine the significance of the changing focus in mathematics.
2. Understand the elements of a successful mathematics program working with the Ten
Dimensions of Mathematics Education
3. Establish an assessment and planning process for change working with the Ten
Dimensions of Mathematics Education
4. Identify key success factors in teaching and learning mathematics in elementary
schools
5. Integrate the professional tools to enhance classroom practice

Dr. Douglas McDougall, Associate Professor, Department of Curriculum, Teaching and
Learning, OISE/University of Toronto.
He has been a secondary school teacher for 9 years, mathematics consultant at a large
school board, elementary school teacher and administrator for 7 years and a professor of
mathematics education for 7 years. He has given workshops in Canada, USA, Greece,
Spain and Germany.
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Haylock, D. & McDougall, D.E. (1999). Mathematics every elementary teacher should
know. Toronto: Trifolium Books Inc. (pp. 220).
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Ross, J.A., Hogaboam-Gray, A., & McDougall, D. (2003). A survey measuring
implementation of mathematics education reform by elementary teachers. The Journal of
Educational Research, 34(4). 344-363.
McDougall, D.E. (2002). Teacher Training in New Technologies: The case in Greece and
Canada. Diavazo, 123-128. Translated into Greek.
Ross, J.A., McDougall, D., & Hogaboam-Gray, A. (2002). Research on reform in
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Ross, J.A., Hogaboam-Gray, A., McDougall, D., & Bruce, C. (2001). The contribution of
technology to the implementation of mathematics education reform: Case studies of
grade 1-3 teachers. Journal of Educational Computing Research, 26(1), 123-140.
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Developmental understanding of key concepts and skills in elementary mathematics
Abstract
This research describes the process and findings for the creation of developmental
continua in elementary school mathematics. A major goal was to provide a framework for
identifying the phases at which students are operating in each of the five strands of
elementary mathematics. This framework is based on key concepts and skills matched
with phases of development that students pass through to understand mathematics. Three
stages of data collection were undertaken to validate the maps and create diagnostic tools
that would place a student in one of the phases of development for a strand. Findings
indicate that deep understanding of some concepts occur later than we think. It also
indicates that many students remain at lower phases longer than the curriculum for their
grade levels would suggest they might.

Conclusion
While each child’s learning is a unique experience, there are observable patterns of
development when large numbers of children are examined over a significant period of
time. In other words, when students encounter similar learning challenges, they may be
seen to progress towards mature understanding in similar ways. Although research on
phases of development for mathematics has been limited until now, educational
researchers have attempted to describe a few regular patterns, convinced that a shared
understanding of these patterns by teachers can lead to optimizing learning for all
students.
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Readability: Pre-Participation Forms
Determining the Readability Level of Liability Release and Assumption of Risk Forms:
Do Your Patrons Really Understand What They Are Signing?
ABSTRACT

When a participant signs a pre-participation agreement they verify that they have
been informed of potential risks, understand the demands this activity will require, and
comprehend the types of injuries that may occur as a result of participation. With an
average reading level of 8th grade, however, most American adults are no match for the
vocabulary included in most risk management forms. As a result, it is imperative that
health, physical education and recreation professionals assess the readability level of such
documents before utilization. Once the readability level of a document has been
determined, this level can be compared with the estimated literacy rate of participants,
and pre-participation instruction regarding the inherent risks associate with the activity
can be enhanced.
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Readability: Pre-Participation Forms
Determining the Readability Level of Liability Release and Assumption of Risk Forms:
Do Your Patrons Really Understand What They Are Signing?

From involvement in fund raising activities to participation on athletic teams, the
consideration and signing of an assumption of risk form has become part of the preparticipation routine. Most health, physical education and recreation professionals
understand the liability associated with activity programs, and have taken steps to
minimize these risks. Included in these steps is the use of assumption of risk forms,
exculpatory agreements and pre-participation medical releases. Fully aware of the
hazards associated with recreational activities, program directors have taken appropriate
steps to ensure that risks are properly identified prior to participation (Cotton & Wolohan,
2003).
Given the nature of recreational and sport activity, it is appropriate that
documents designed to identify risks and invite others to assume these risks be drafted in
such as way as to increase their legal strength. In our attempt to toughen these
documents, we often forget that the average American adult is functionally literate at the
8th grade level (U.S. Department of Education, 2000). This raises an interesting question:
Should assumption of risk forms be drafted for the average reader? Consider the
following selections from an expertly crafted assumption of risk form (Venture Outdoors,
2005):
Although Venture Outdoors has taken reasonable steps to provide me with
appropriate equipment and skilled staff for the outing for which I have registered,
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Readability: Pre-Participation Forms
I acknowledge that the activities of this outing have risks, including certain risks
which cannot be eliminated without destroying the unique character of the
activities. The same elements that contribute to the unique character of these
activities can cause loss or damage to my equipment, accidental injury, illness, or
in extreme cases, permanent trauma, disability or death ….
I am aware that Venture Outdoors activities include risks of my injury or death. I
understand the description above of these risks is not complete and that other
unknown or unanticipated risks may result in property loss, injury or death. I
agree to assume responsibility for the inherent risks identified herein and those
inherent risks not specifically identified. My participation in this activity is
purely voluntary, no one is forcing me to participate, and I elect to participate in
spite of and in full knowledge of the inherent risks.
These passages, and the document as a whole meet the criteria endorsed by the legal
community to minimize legal risk. In its entirety, this assumption of risk form is
exhaustive, meticulous, precise, and complete. It specifically identifies the potential risks
associated with the recreational courses and outings, and painstakingly outlines the
parameters within which these activities will occur. Key phrases are repeated for
emphasis, and assumption of risk statements are combined with a comprehensive
exculpatory agreement section. Its major limitation is that a reader must possess a postsecondary reading level to fully realize what s/he is signing.
What should managers and providers of physical activity programs know about
the concepts of readability and text comprehension? More importantly, what additional
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steps should be taken to ensure that participants fully understand the risks to which they
consent?
The Concept of Readability
Simply defined, readability is the study of matching reader and text (Gililand,
1972). In its broadest sense, readability is the sum total of all those elements within a
given document that affect the extent to which individuals understand, read at optimum
speed, and find text interesting (Gililand, 1972; Chall, 1958; Klare, 1963; Fry, 1989).
The primary goal of readability assessment tools is to estimate the reader’s understanding
of the material as a function of the reader’s language competence, the subject matter of
the text, and the syntactic complexity of the passage (Hittleman, 1978; Stahl, 2003;
Gunning, 2003). Although both quantitative and qualitative methods of assessment may
be utilized to determine the readability level of a written document, readability research
generally centers on the use of formulae that estimate the relative difficulty of a passage
by assessing word length/difficulty and sentence length.
Originally developed for use by educators, readability formulas and text
comprehension assessments have been used to evaluate a myriad of other documents.
Recent uses of readability instruments included the assessment of informed consent
forms used by exercise and sport professionals (Cardinal et al., 1996, 2000), business
communications (Courtis, 1987), Miranda warnings and waiver forms (Stone, 2000),
patient education materials in Mental Health (Adkins & Singh, 2001), patient medication
leaflets (Kirkpatrick & Mohler, 1999; Slaten, et al.,1999; Wilson, 1996), advertisements
used in consumer publications (Shuptrine et.al, 1981), product warranties (Shuptrine et
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al., 1980), and collegiate textbooks (Gallagher & Thompson, 1981; Clark & Kaminski,
1986; Flory et al, 1992).
Since the initial introduction of reading level assessment in the 1950s, numerous
sources have been suggested as causes of reading difficulty. Among these causes, two
factors consistently predicted the difficulty of a text: vocabulary and sentence length
(Kearl, 1948; Stolurow & Newman, 1959). More recent reviews of readability factors
(Chall and Dale, 1995, Meyer, 2003) supported and reinforced the use of word
length/difficulty and sentence length formulas for making predictions about readability.
Although unable to adjust for word derivations; slang, style and syntax; previously
existing contextual knowledge; and personal interest in the subject matter, readability
formulas have become a widely accepted method of estimating the average
comprehension of a text by an average reader (Stahl, 2003; Meyer, 2003). It important to
note that other factors such as document legibility, length, print size, use of graphics and
cultural relevance are also critical factors influencing reader comprehension (Hartley,
1990; Doak, et al., 1985; Cardinal, et al., 1996).
Readability Formulas
The most frequently used tool for determining readability is a readability formula.
Readability formulas measure certain features of text which can be subjected to
mathematical calculations and can provide predictive information regarding how easily a
text will be understood by the average reader (Chall & Dale, 1995; Fry, 1989).
Previously calculated by hand, computer programs now dissect passages in less time and
with a higher degree of precision (Mailloux et al, 1995). Readability levels are achieved
by typing multiple passages from the document (most formulas require a minimum of
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100 words per passage) into a software program designed for this purpose. Depending on
the formula selected, passages of text will be identified by the computer program by
grade or reading level. Word processing programs such as Microsoft Word also include
the capability of assessing the readability level of any highlighted text (see Table 1).
Included among popular formulas for estimating readability levels are the New
Dale-Chall Readability Formula (Chall & Dale, 1995), the Spache Readability Formula
(Spache, 1974), the Fry Readability Graph (Fry, 1977), the Flesch Reading Ease Formula
(Flesch, 1949), and the Gunning Fog Index (Gunning, 1968). Readability measures are
primarily based on factors such as the number of words in the sentences and the number
of letters or syllables per word (i.e., as a reflection of word frequency). From these
counts sentence length and word length are combined within each formula to compute the
estimated readability level.
The Gunning Fog Index (Gunning, 1968) along with the Flesch Reading Ease
Formula (Flesch, 1949) are often most often used to measure the readability of businessrelated communications and adult level documents (Clark, et al, 1990). Flesch Reading
Ease scores can range from zero, for extremely difficult reading, to 100, for very easy
reading. A score of 60 is considered plain English: about 20 words per sentence and 1.5
syllables per word. Today most US states require insurance documents to score between
40 and 50.
The Gunning-Fog Index (1968) is a rough measure of how many years of
schooling it would take someone to understand the content of the document in question.
Scores are reported in equivalent grades, from 0-12. The lower the number, the more
understandable the content. Negative results are reported as zero, and numbers over
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twelve are reported as twelve. A score of seven would indicate that the reader must
demonstrate a 7th grade reading level for adequate comprehension. Although computer
programs require less time, hand-calculation formulas may also be used (See Table 2).
Literacy Rates in the United States
Literacy is defined by the U.S. Department of Education as using printed and
written information to function in society, to achieve one’s goals, and to develop one’s
knowledge and potential (Lippman, 2001). Consequently, literacy is a measure of
everyday functioning, rather than simply academic achievement. The U.S. Department
of Education (1986) noted that an average person must have an 8th grade reading level to
meet the literacy demands of American society. Given these parameters, recent estimates
suggest that over 30 million Americans may be functionally illiterate (Digest of
Education Statistics, 2000).
Additional data compiled by the National Adult Literacy Survey (1996) suggested
that literacy proficiency is strongly related to levels of formal schooling. In general,
proficiency on all dimensions of literacy is lowest for individuals who have not graduated
from high school, higher for high school graduates and GED holders, and highest for
individuals who have attended postsecondary schooling. This pattern is found for
African-American, Hispanic, and White populations; for males and females; and for
adults in all age ranges. Additional findings of the National Adult Literacy Survey
(1996) suggested that older adults demonstrate lower literacy rates than their younger
counterparts.
Central to the application of these statistics is the following inquiry: Did the
individual who just signed your Assumption of Risk form possess sufficient reading skills
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that would allow him/her to read the page and to comprehend what s/he was reading? If
a patron’s individual reading skills are significantly below that of the determined
readability level of the document, it can be reasonably assumed that the individual was
not likely to comprehend what they had just read (Stone, 2000).
Conclusion and Recommendations
The first line of defense in programs of physical activity is a well crafted
assumption of risk form that delineates the risks associated with each activity, and is
written at a level that is easily understood by the average American adult. A recent
review of 45 activity-based assumption of risk forms representing various recreational
venues, however, yielded an post-secondary reading level (grade 12+) (McFarland,
2005). This level far surpasses the literacy level of the average adult in the United States.
From a strategic point of view it would appear most effective to adapt the readability of
assumption of risk forms to the lowest level of literacy of the population in which your
organization operates. However, given the specifics and content requirements of such
documents, this strategy may not always be feasible. There are, nevertheless, practical
steps managers of recreational programs can take to increase the comprehension and
retention of the substance contained in their assumption of risk forms.
Is it possible to retain the necessary components and terminology, yet still be
assured that patrons understand what they are signing? Before distributing assumption of
risk documents for participant signature, recreation managers should evaluate their
document for legal content, text clarity, and reading difficulty. Both quantitative and
qualitative approaches can be used for this type of investigation. A readability analysis
should be performed with aid of a computer program or word processing tool. Equipped
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with this information, the difficulty of the text should then be judged in terms of your
participant’s background, educational level, capabilities and interests (Gunning, 2003).
Data regarding educational level for geographic regions is readily available from the U.S.
Census website [www.census.gov], and a few minutes spent with patrons whose
signature is requested will provide valuable insight into their document comprehension.
The higher the readability level of your document, the more time your employees must
spend ensuring that participants fully understand the risks associated with the activity in
question.
When designing assumption of risk forms, several strategic changes can be made
to enhance the comprehension of the reader/signer. These include (1) increasing the size
of font, (2) avoiding or simplifying technical language, (3) including anecdotes to
illustrate important concepts, (4) utilization of headings, subheadings, and short
paragraphs, and (5) and inclusion of graphics (Gunning, 2003; Cardinal et al., 1996).
Special consideration should be given to the age of the reader, and the amount of time
allocated for reading the document. It is reasonable to conclude that regardless of their
literacy level the more rushed a patron is to sign the document, the less content they will
comprehend.
The primary objective of readability assessments has been to identify the level of
skill needed for readers to comprehend printed documents. Examining assumption of risk
forms for readability level and text coherence is an appropriate and necessary use of this
educational tool. Moving beyond simply a legal examination of risk documents to an
approach that considers the literacy level of the readers should prove beneficial to all
parties involved.
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Table 1
Steps for Determining Readability Level Using Microsoft Word

Step 1: Open Microsoft Word document you wish to analyze
Step 2: Click on the Tools bar from the menu
Step 3: Choose “Options”
Step 4: Click on “Spelling and Grammar”
Step 5: Under the Grammar section, check the “Show Readability Statistics” box
Step 6: Click the “Okay” box
Step 7: Highlight a section of the document that includes at least 100 words.
Avoid the introductory and concluding paragraphs.
Step 8: Initiate the spelling and grammar check (under Tools in the top menu).
Step 9: At the completion of the spell check, Microsoft Word will present a box
that includes a word count for your selection, as well as Flesch Reading Ease
and Flesch-Kinkaid grade level readability statistics.

With the readability statistics box checked, Microsoft Word will provide an estimated
readability level for your document or highlighted section every time you initiate a spell
check.
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Table 2
Hand Calculation Formulas for Estimating Readability Levels Using the Flesch Reading
Ease and Gunning Fog Index

A. To manually calculate the Flesch Reading Ease Readability Estimate
1. Count the number of words in the document.
2. Count the number of syllables in the document.
3. Count the number of sentences in the document.
4. Calculate the average sentence length (ASL) value. To do this, divide the
number of words in the document by the number of sentences in the
document.
5. Calculate the average number of syllables per word (ASW) value. To do this,
divide the number of syllables in the document by the number of words in the
document.
6. Use the following formula to calculate the Flesch Reading Ease value of your
document: 206.835 - (1.015 X ASL) – (84.6 X ASW)
B. To manually calculate the Gunning Fog Index Readability Estimate
1. Select a short passage and count the number of words.
2. Count the number of sentences within the passage
3. Count the number of big words (words with three or more syllables). Exclude
words in which “es” or “ed” form the third or final syllable; hyphenated words
like “state-of-the-art”; and compound words like “dishwasher”.
Using technical terms or jargon tends to increase Fog Index scores. If these are
words with which the audience is familiar, don’t count them as big words.
4. Calculate the average sentence length by dividing the number of words by the
number of sentences.
5. Calculate the percentage of big word by dividing the number of big words by
the number of words, and multiplying by 100.
6. Add the average sentence length to the percentage of big words and multiply
that result by 0.4.
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Choreographers like all artists create artworks (dances) from an inspiration (idea). Put
simply, the choreographer transforms an inspiration into a series of “moving images” for
the audience. Writers also create images for the reader. As readers read text, they see
“pictures or images in their mind”. These pictures/images can be brought to life through
dance. Text can be effectively used as a source of inspiration for the creation of original
movements and choreography. Here is a simple way to approach this methodology.
1. Select text. The National Geographic magazine provides an excellent source for
short excerpts of ” juicy” text; a paragraph or two usually works best.
2. Identify vocabulary within the selected text. Look up the definition for each of the
identified vocabulary words. Create a word card for each word; put the word on
the front of the card and the definition on the back.
3. Students work in small groups using movement and gesture to create “moving
definitions” for each of the words.
4. Groups share words and “moving definitions” with peers and post the word on the
Word Wall.
5. Students read entire text and circle the identified vocabulary words.
6. Reading the text a second time, students isolate individual images from the
reading and do quick sketches of the various images that they are “seeing in their
mind’s eye”. Under each drawing students record the words that made them
visualize that particular image.
7. Students share drawings and words and discuss how the ideas might be
transformed into a “moving image”.
8. Students are now ready to create original movements and movement phrases for
each of the images. The movement generated is arranged into a dance that
conveys the group’s understanding of the full text.
Once students get familiar with this method they will be able to deal with larger bodies of
text and more sophisticated aspects of the dance-making process. Consider the following
example. A group of students decide to create a dance(s) based on one of the Harry Potter
books. Students:
1. Select and read a Harry Potter book. (Ex. Harry Potter and the Sorcerer’s Stone)
2. Decide what their dance(s) will express about the book (Ex. A dance about
playing a Quidditch match, a team sport which involves flying broomsticks; a
transformation dance; a dance about mystical creatures, etc,)

3. Find specific text in the book, which provide ideas to help them create the dance.
(Ex. "Keep your brooms straight, rise a few feet, then come straight down by
leaning forward slightly"; "hovering"; "as though in slow motion"; "weave in and
out"; "dodge".
4. Create movements and movement phrases specific to ideas that were taken from
text. (Ex. Students create a 32-count movement phrase that shows weaving,
dodging and hovering. This same sequence of movements will later be repeated in
slow motion.
5. Arrange movement phrases into a dance by incorporating the elements and
principles of choreography and a choreographic structure. For example, students
experiment with the weaving, dodging, hovering sequences, using various floor
patterns, focus and level changes, and formations. Using ABA choreographic
structure, students perform the revised weaving, dodging, and hovering movement
sequence (A),then perform the sequence in slow motion movement (B), finally
students repeat the first section (A).
When using the creative process to generate original movements and choreography, there
is a tendency for students who are new to this process to use pantomime-like or literal
movements. Although there may be times when you want your students to use literal
movement, it is really worthwhile to take the time to teach them how to add interest to
their choreography by inventing movements that are more abstract. This also helps make
the movement and resulting choreography more “dance-like”.
The concept of literal vs. abstract movement can be conveyed by showing students two
paintings using the same theme or idea. One of the paintings should be photo-like, while
the other more abstract. Ask the students to identify which is abstract and which is literal.
You can also compare the concept of abstraction to a tall-tale, a story that has been
exaggerated in some way. Model how this transfers to movement, by interpreting one
movement phrase in a literal way and one in an abstract way. For example using the idea
of a person writing in a diary, the literal interpretation might show a person sitting on a
chair appearing to write on their hand. A more abstract interpretation might have to
dancer doing a chasse from left to right while their arm is tracing looping strokes as if
writing in the air.
The following strategies can be used to assist in making movement more abstract.
•
•
•
•

Repeat a section of movement over and over (like a stutter) then complete the phase.
Exaggerate (make larger) the various aspects/elements of the movement phrase.
Slow the sequence down or speed the sequence up.
Emphasize one aspect of the movement phrase. For example using the idea of rain
falling, the dancer can run across the stage alternately pointing and looking up (where
the rain drop is coming from and then pointing down (to where the rain drop fell)

•
•
•
•
•
•

Change the point of interest such as instead of letting your body represent the wind
blowing, become an object that the wind is blowing such as a leave.
Change levels, focus, and quality (sharp, smooth, light, strong) of movements.
Read into the problem and exam an offshoot of the idea.
Do an opposite or contrasting movement to the one that has been created.
Use multiple students to create the aspect to be danced, for example five students can
form a boat.
Interpret phrase with another movement added to the literal movement such as adding
a turn or focus change.

When students use text as the source of inspiration for their choreography, it reinforces
reading comprehension and can motivate the students to read. Often readers can read the
words, but do not derive meaning from these words. This process allows students to
explore the words, demonstrate their understanding and substantiate it with evidence
from the text; essentially the dance becomes an assessment for reading comprehension.
Because text is common to all disciplines this can be a natural way to integrate learning
across the curriculum.
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Abstract:
The use of constructivism and its various manifestations in education has been a topic of
much interest in recent years. Inquiry into this theoretic framework has resulted in teacher
educators’ attempts to help teacher candidates apply constructivist pedagogy in university
classrooms, field experiences, student teaching, and eventually, in professional practice. Two
professors of education recently studied the effects of a particular constructivist methodology on
the self-efficacy beliefs of teacher candidates as they evolved into practicing teachers. Joan
Fulton’s (1989) Cognitive Process of Instruction (CPOI) represents the application of
constructivist teaching principles. Follow up data was compiled from two candidate populations
as they moved through student teaching and into professional practice.
The study utilizes populations of teacher candidates at two separate institutions, one
institution employing CPOI as the selected representation of constructivist pedagogy, and the
other institution as a control, utilizing no specific pedagogical methods. For the purposes of this
paper, these institutions will be referred to as Alpha College and Beta University, respectively.
The populations under consideration include: current teacher candidates enrolled in methods
classes in science and language arts, student teachers, and practicing teachers.
This paper focuses on the following questions: Does the method of instruction provided
by teacher educators affect the methodology of instruction used by teacher candidates in field
placements as well as in student teaching? Does the method of instruction provided by teacher
educators affect the methodology of instruction used by these same teachers when they actually
design and implement learning opportunities for students in their charge once they enter the
world of practice? Additional questions embedded in this research arise. Can teaching
methodology be distinguished from the persona of the teacher? Are the self-efficacy findings of
current teacher candidates, student teachers, and practicing teachers comparable?
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Purpose of the Study
“Each generation gives new form to the aspirations that shape education in its time”
( Bruner, 1960, p.1). Attempting to give new form to teacher education programs based upon the
best available research, one researcher and her colleagues at Alpha College began a program of
co-curricular education in language arts and science methods called the Schoolyard Lab (SL).
The SL program followed a pedagogical application of constructivism called the Cognitive
Process of Instruction (CPOI). In this study, the researchers compared responses from students
who took part in the CPOI method of instruction at Alpha College with students at a
demographically similar institution.
Alpha College is a small, Catholic college in a suburban Philadelphia community with an
population of 2,300 students (1,600 undergraduates) majoring in predominantly professional
areas such as business, nursing, and education. Seventeen percent of the student population is
minorities with more than 90% of students living within a 90-mile radius of the College. 30%
live on campus. The Division of Education is the largest division in the College.
Beta University, has a total enrollment of 7,000 students and an undergraduate population
of 2,200 students. Strong undergraduate programs in professional studies (education,
engineering, nursing, and hospitality management) complement the graduate programs of the
University. The University has a 17% minority population. Approximately 60% of the student
population is comprised of white Catholics, many of whom are parochial school educated.
Beta University, whose program of preservice education was more traditional in approach
and for whom their was no predetermined theoretical approach agreed upon by the faculty. In
attempting to examine the results of this program of instruction, the researchers used a survey
and follow-up interviews to measure teacher candidates’ perceived self-efficacy (Bandura,
1997).
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Theoretical Underpinnings
Many different theories about teaching and learning are presented in teacher education
programs to ensure that beginning teachers have the necessary understanding and skills that
allow for consistent and systematic decision-making in the classroom. Teacher candidates and
inservice teachers need to translate these theories into classroom practice so that optimal
decisions are made using “conditional knowledge about when to use [a particular] strategy and
how to adapt it to situational contexts” (Brophy, 2002, p. xiii).
Although there is a burgeoning interest in utilizing constructivism in classrooms today,
its implementation is difficult because “Constructivism is an epistemology, a philosophical
explanation about the nature of knowledge…[a]t present the model is descriptive, not
prescriptive. It describes in the broadest of strokes the human activity of knowing and nowhere
specifies the detailed craft of teaching” (Airasian & Walsh, 1997, p. 444). Another problem with
its implementation and use as “conditional knowledge” is that constructivism is manifest in
evolving iterations ranging from Piaget’s cognitive constructivism to Vygotsky’s social
constructivism to von Glaserfeld’s radical constructivism. As a result, constructivist teaching
proponents can vary widely in their application of specific constructivist tenets.
However, Applefield, Huber, and Moallem suggest that within this range of constructivist
propositions, there are four characteristics that are “central to all learning: (1) learners construct
their own learning; (2) new learning depends on students’ existing understandings; (3) social
interaction/dialogue plays a critical role; and (4) authentic learning tasks are needed to ensure
meaningful learning” (as cited in Brophy, 2002, p. xi). These common characteristics are
illustrated in literature-based approaches to reading and process approaches to writing, current
school textbooks, and some of the most recent science education reform efforts like Insights
(Education Development Center, 2004), Full Option Science System (Lawrence Hall of Science,
2004), and Science, Technology, and Children (National Science Resource Center, 2004). In
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addition, Joan Fulton (1989) has developed the Cognitive Process of Instruction (CPOI) as a
means of applying constructivist ideas in teaching any of these disciplines.
CPOI is based on the prominence of facilitating conceptual development in every learner
as the basis for knowledge construction. According to Jerome Bruner, concepts or “equivalence
categories” provide a coding system which allows for “learning the defining properties of a class
of functionally equivalent objects and using the presence of these defining properties as a basis
of inferring that a new object encountered is or is not an exemplar of the class” (1973, p. 219).
According to Fulton, the teacher must help the child develop a coding match between prior
knowledge (the learner’s existing equivalence categories) and the structure of the subject matter
at hand. Therefore, CPOI focuses on the development of a coding match by facilitating
description of the attributes and examples of the concept under study.
Thus, constructivist curriculum and instructional methods focus on helping children form
and develop conceptual models that will function as their own coding systems for the to-beknown world. Because a concept’s attributes provide the framework for the concept, teachers
begin teaching the concept’s attributes as a model for the concept (Fulton & John, 2000, p. 10).
CPOI is based on how students select and organize information into category networks or
coding systems that are the basis upon which the brain stores and retrieves knowledge. A
category network is a cluster of information stored by the brain on the same kinds of things.
Teaching always begins with a precise student-developed, teacher-facilitated description of the
concept. This precise description of the concept is the bedrock of the category network. In
every step of the CPOI, examples of the concept are used to enlarge the category network.
“Cognitive scientists now believe that the size of the category network determines learning – that
a large network results in retention” (Fulton, 1989, p. 1).
In the first four steps of the CPOI, the teacher guides student selection and organization
of information into a precise and accurate description of the concept under study. In step one,
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students sort examples of the concept. In step two, students construct a learning visual of the
concept according to its definition and attributes. This learning visual represents a diagram or a
graphic organizer of the concept. In step three, the teacher guides the students in describing an
example of the concept according to the learning visual. In step four, the teacher provides
another example of the concept according to the learning visual, and students then compare this
new example to the one investigated in step three.
Steps five through seven are student-directed tasks. It is here that students apply their
knowledge. They use their precise description of the concept as their strategy to recognize,
identify, construct, or solve problems. Each of these behaviors is a different way to perform the
concept as a strategy. A strategy is a sequence of actions performed by the student to accomplish
the task. Students perform the strategy from conceptual knowledge learned in steps one through
four of the CPOI (Fulton, 1989).
Description of the Schoolyard Lab Program
Once teacher candidates have experienced the CPOI from lead instructors in their college
classrooms, they are then required to emulate this process by creating a unit plan that is
consistent with this pedagogical approach. In an effort to introduce this new interdisciplinary
form of teaching and learning into Alpha College’s and partner elementary schools’ curricula,
several small grants were written and received by Alpha for the establishment of outdoor
investigation sites at four elementary schools, three of which were in a low socioeconomic status
(SES), disadvantaged school district. The participating elementary schools designated outdoor
spaces as their schoolyard labs. Teacher candidates and instructors participating in Alpha
College’s Schoolyard Lab program helped to design and transform these spaces into outdoor
classrooms by adding picnic tables and tree stump chairs, digging ponds, planting gardens,
hanging bird feeders, constructing weather stations, and providing other accommodations that
would provide the basis for concept selection. The Schoolyard Labs provided the backdrop for
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investigating the natural environment and concomitantly using processes inherent in the
language arts (building science vocabulary, reading, writing and telling stories, and using higher
order thinking skills).
Students (teacher candidates) registered for a course block composed of language arts
methods, science methods, and the schoolyard lab field experience. Two instructors at Alpha
College taught these methods classes independently of one another, but wrote syllabi, agreed on
common assessment products, and assigned field placements cooperatively. The instructors
modeled and reflected on the CPOI methodology in their own teaching to give the teacher
candidates both hands-on and minds-on experiences in this approach, tapping candidates’ prior
knowledge of subject matter and building upon their question. The instructors taught their
classes according to the seven steps of the CPOI so that the teacher candidates could experience
the development of a concept firsthand.
Once sufficient time was spent investigating the CPOI, teams of two teacher candidates
constructed and taught a unit from the science and the language arts curriculum at one of the
participating elementary schools. Students were assigned to classrooms in these elementary
schools where cooperating teachers helped them to choose a concept in language arts and a
concept in science. These collaborative selections helped to maintain each school district’s
demand for standards-driven curricula. State departments of education and professional
organizations are promulgating performance-oriented standards in each subject area. “Because
students always make their own meaning from instruction, the important curricular and
instructional choice is…a choice among the ideas, concepts, and issues that we want our student
to learn” (Airasian & Walsh, 1997, p. 447). The conceptual selection was honed with the
guidance of the university professors, as many classroom teachers were not well acquainted with
the distinction of concepts from themes and facts. Tapping into the prior knowledge of the
teacher candidates, the university instructors used concepts that were readily available to the
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candidates to help them to recognize concepts in their own lesson and unit development. The
guidance of the Alpha College professors provided both help for the teacher candidates and
ongoing development for practicing teachers in the form of modeling of best practices, review of
processes of instruction, and conferencing.
What at first glance may seem to be a limiting action of information processing instead
allows students to find meaning and develop a culture of learning through their activities. It is
important to note that in the United States there are prescribed curricula. These curricula, which
are reinforced by high stakes testing legislated by the 2002 No Child Left Behind Act, require the
mastery of particular skills and concepts in a particular sequence and at a particular grade level.
One of the goals of the CPOI process is to allow candidates and students to develop a culture of
learning through the development of activities that are meaningful and purposeful. The use of an
actual schema and instructional set is in line with Bruner (1986). “Thus, while culture must
contain a set of norms, it must also contain a set of interpretive procedures for rendering
departures from those norms meaningful in terms of established patterns of belief” (Bruner,
1990, p. 47).
Teacher candidates then developed units based on the two concepts following the CPOI
methodology. They developed two learning visuals (one for the science concept and one for the
language arts concepts), two sets of examples and non-examples, etc. Each of these teacher
candidates developed a full unit based upon these concepts. The lessons were taught as separate
concepts until step five. Thus, in a classroom where a student used the concepts of ecosystem
and haiku, the first lesson might introduce the concept of ecosystem and the next lesson, that of
haiku.
Once the teacher candidate’s class had a ready grasp of the two concepts, having
progressed through the first four CPOI steps, they were then ready to begin integrating the two
concepts in interdisciplinary lessons.
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To create hypothetical entities and fictions, whether in science or in narrative, requires
yet another power of language that, again, is early within reach of the language user. This
is the capacity of language to create and stipulate realities of its own, its constitutiveness.
We create realities by warning, by encouraging, by dubbing with titles, by naming, and
by the manner in which words invite us to create “realities” in the world to correspond
with them. (Bruner, 1986, p. 64)
Modeling CPOI
The CPOI can be demonstrated to teacher candidates in their own coursework as
professors address concepts important to their profession. One such concept in science education
is inquiry. This pedagogy has been a significant component of reform efforts in science
education over the past 50 years and, as such, must be part of any examination of science
teaching methods. As teacher candidates learn the attributes of inquiry-based teaching by
examining both examples and non-examples of this approach, they can see the power of CPOI in
facilitating a category network named “inquiry.
Step One - Introduction: The professor divides the class into two groups and distributes
materials and instructions to each group. One group follows an inquiry lesson plan and the other
group follows a directed lab. Both of these lessons involve a hands-on investigation of owl
pellets as a representation of a forest food web. One lesson plan, The Mystery Object, is derived
from Insights (Education Development Center, 2004) and is based on the concept of inquiry. In
this lesson children are challenged to figure out what the owl pellet is and in doing so, they see
evidence of a variety of food chains within the forest food web. The other lesson plan from Owl
Pellets Teacher’s Guide (Slesnick, 1990) is a directed lab where children follow a specific set of
steps in investigating the owl pellet. Once the hands-on investigation is completed, the professor
asks teacher candidates to list what they have learned followed by a cross-group discussion of
their findings.
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Step Two – Learning Visual: Based on the students’experience of these two different
approaches, the professor facilitates the development of a learning visual that represents the
attributes of the concept based on the categories discovered in step one (see Figure One).
Step Three – Examples: The professor provides a curriculum document to each small group of
students. These curricular resources include samples from the most current national reform
efforts in science education: Full Option Science System (FOSS), Insights, and Science,
Technology, and Children (STC). The professor asks the teacher candidates to examine the
assigned curriculum document and compare the lessons in it to the learning visual that was just
developed in Step Two. The central question is: Does this lesson meet the conditions for
inquiry?
Figure One
Learning Visual: Inquiry
Inquiry – a teaching approach in which the teacher becomes facilitator/guide for the learner’s
own process of discovery and creating understanding of the world.

Inquirer notices
something that
intrigues or
surprises.

Action is taken
through
continued
observing,
raising questions,
making
predictions,
testing
hypotheses, and
creating theories
and conceptual
models

As process
unfolds, more
observations and
questions
emerge, giving
occasion for
deeper
interaction and
relationship with
the phenomena

Inquirer
continues
collecting and
recording data,
making
representations
of results and
explanations, and
drawing upon
other resources

Inquirer makes
meaning from
the experience
through
intermittent
reflection,
conversations,
and comparison
of findings with
others.

(Description derived from Llewellyn, 2002)

Step Four – Comparison of Examples: The professor now completes a jigsaw activity in which
members of each student team are matched with members of other teams to compare their
findings. It is here that teacher candidates are able to compare and contrast their findings in an
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effort to discern the attributes that makes all of these resources fit into the category network,
inquiry.
Step Five – Practice: The professor provides a series of websites that are noted sources for
inquiry-based instruction in science. This list may include sites like The Science Learning
Network (www.sln.org), The Exploratorium (www.exploratorium.org), and the Eisenhower
National Clearinghouse (www.enc.org). The professor asks learners to complete an Internet
search for sample lessons that fit into the category of inquiry. Once each student has found a
lesson that fits the required criteria, the student must download the lesson and mark the parts of
the lesson that indicate its consistency with inquiry. Teacher candidates are continuously
referred back to the learning visual as a means of strengthening the category network and its
label – inquiry.
Step Six – Application: The professor asks teams of learners to design a lesson plan that is
representative of inquiry-based instruction. Once again, it is imperative that the teacher
candidates refer to the learning visual as they apply their conceptualization of inquiry into
reality.
Step Seven – Assessment: The professor provides a summative assessment activity that allows
teacher candidates to name the concept (inquiry), label the attributes of the concept, describe an
example of the concept, and finally, apply what they’ve learned in an authentic context.
Once teacher candidates have experienced the CPOI from the learner’s perspective, they
are required to create a unit plan that is consistent with this pedagogical approach. This sevenstep process represents a pedagogical method to help learners build cognitive categories. As
such, the CPOI provides the basis for conceptual development, a framework upon which new
learning can occur because “we understand and remember best when facts and skills are
embedded in natural, spatial memory" (Caine & Caine, 1991, p. 86).
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Description of Institutions
Both Alpha College and Beta Universities are institutions of comparable undergraduate
education student populations. The institutions are both located in suburban Philadelphia and
draw from a similar student demographic in terms of GPA, socioeconomic status, first generation
college attendees, and percentage of ethnic diversity (13-17%). Both researchers were instructors
at the two institutions concurrently and have utilized populations both with and without CPOI
instruction as indicated.
Instruction for science and language arts methods at Beta University are taught
separately. At Beta University, science and language arts methods were taught by numerous
faculty following traditional methodologies, which may have included aspects of cognitive or
social constructivism. No mention of CPOI was in any syllabus or in any oral statements made
by faculty members interviewed. Further, neither syllabi nor faculty reported the use of a
particular strategy or methodology that could be identified. The approach at this university will
be described as eclectic.
Although constructivist methodologies may have been applied through the 1996/972001/02 academic years, there was no overt indication of this in any syllabus. All syllabi
reflected a more traditional or eclectic approach rather than any specific program (E.g. CPOI),
with the exception of inquiry-based approaches in science methods. Researchers interviewed
faculty at Beta University to determine the methods and approaches used in classroom
instruction. They found that the methods employed consisted of a variety of pedagogical
techniques, not necessarily based on a common theoretical framework as seen in the seven-steps
of CPOI, including such things as memory-based tests and quizzes, teacher-centered instruction,
and lessons that were not constructed according to a unified principle.
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Quantitative Study
Methodology
The practical question involved in this study was whether or not the use of CPOI, an
identified constructivist method of instruction, was perceived by students as more efficacious in
forming them as effective teachers than traditional strategies that were more eclectic in approach.
To study this question two approaches were used: the administration of a ten-item Likert style
scale and individual interviews with students who had received instruction in each methodology.
The scale survey and the semi-structured interviews both focused on self-efficacy issues as
described earlier.
Instrument Design
In 1986 Bandura (as cited in Pajares, 1996) cautioned researchers about the use of selfefficacy in assessing learner outcomes. The caution was issued because of the use of selfconfidence as a measure by which broad generalizations were made. To this end both Pajares and
Bandura suggested that any use of confidence measures need to be specific to particular criteria
thus making sure that there is a context for the particular measurement. Heeding this caution, the
authors of this study designed a ten-item scale using specific criteria related to language arts and
science instruction for elementary educators.
The instrument utilizes five choices in the scale using numeric correspondence to terms.
Numerals from one through five corresponded to the choices of strongly disagree, disagree,
neither agree nor disagree, agree, and strongly agree, respectively. The item choices and
grammar did not reflect any need to reinterpret items because of negative usages.
To insure that the construct of this instrument measured appropriate criterion as defined
by the CPOI program, the researchers enlisted the aid of a colleague of Joan Fulton to analyze
the instrument’s questions according to the major components of the CPOI . All of the teacher
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education faculty involved with the teaching of the program were also asked to review the
content of the survey for face and construct validity.
The instrument was administered in May 2002, after initial preparation and piloting to
three cohorts of individuals at Alpha College: teacher candidates in a preservice elementary
education program, student teachers, and practicing teachers. The total number of possible
candidates from these three cohorts at Alpha College was 126 (n=126). Of these, the total
number of response was 83 (n=83). This accounted for a response rate of 65.87%. The highest
rate of response was from current undergraduates and the lowest was from inservice teachers.
These differences can be accounted for by the means of collection of these data.
The instrument was administered in Beta University in fall 2003. The administration
reflected the same cohorts of students: teacher candidates in preservice elementary education,
student teachers, and practicing teachers. The administration was done under similar conditions
of class administration, seminar administration and mail correspondence with the various sub
groups. The total number of possible respondents in this institution was 81 (n=81). The actual
number of response was 40, establishing a response rate of 49.3% overall.
Reliability
The instrument was analyzed for reliability using the Cronbach Alpha for item
consistency. The Cronbach Alpha for reliability of the measure was calculated as .9204 in the
first administration of the test and .8258 in the second administration. Test-retest reliability was
difficult to measure due to the physical locations of the students after various months. A small
sample n=12 was measured at Beta University with a three-month interval between
administrations. The Pearson Correlation for this test-retest measured .74 but is questioned due
to the small sample size.
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Results
A Pearson Chi Square was performed to test the difference of student score distributions
for each item between the institutions. As these variables were non continuous, this
nonparametric test was deemed appropriate (Gravetter &Wallnau, 1996; N. Wang, personal
communication, November 2003). These results are reported in Table One.
Table One
Analysis of Items
Item #

Chi Square Value

df

Cramer’s V

p value

1

21.429

4

.419

p< .001

2

3.878

4

.177

p> .05

3

22.999

3

.440

p< .001

4

19.784

3

.401

p< .001

5

16.754

3

.368

p< .05

6

20.852

4

.410

p< .001

7

14.885

3

.346

p< .05

8

27.066

4

.475

p< .001

9

10.087

4

.286

p< .05

10

9.077

5

.272

p> .05

Significant difference between institutions was revealed in items one and three through nine.
Weaker p values were indicated in items five, seven, and nine. Items two and ten showed no
significance in responses between institutions.
The researchers then decided to check mean and median scores of each item. Using
Means and Median Tests for Chi square, the results indicated that the mean scores (Table Two)
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showed significant differences for all items except items two and ten, consistent with the results
of the individual distributions. The median scores (Table Three) could only be measured for
items one through five as items six through ten had values less then or equal to the median. Item
two was the only one of these five scores that was not significant.
Table Two
Mean Test
_____
Item #

Chi Square Value

df

p value

1

16.541

1

p < .001

2

1.463

1

p > .05

3

20.783

1

p < .001

4

17.797

1

p < .001

5

14.986

1

p < .001

6

17.542

1

p < .001

7

14.347

1

p < .001

8

26.165

1

p < .001

9

2.7

1

p > .05

10

5.127

1

p < .05

Chi Square Value

df

p value

Median Test
Item #
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1

9.154

1

p < .05

2

1.816

1

p > .05

3

15.064

1

p < .001

4

13.286

1

p < .001

5

14.762

1

p < .001

6

*

7

*

8

*

9

*

10

*

* In items six through ten all values are less than or equal to the median. A Median Test cannot
be performed.
Qualitative Methods: Semi-Structured Interviews
Methodology
In order to further validate the data received through the surveys, the researchers chose to
interview candidates from the two institutions. Six one-half hour interviews were conducted
three each, by the two researchers. In the selection from the first institution the candidates were
randomly selected without replacement from each of three possible demographics groups at the
time of the survey: preservice teachers, student teachers and practicing teachers. This method
insured category saturation. Two alternates were chosen for each category in case the first
candidate selected was unavailable or unwilling to participate. At the time of the interviews all
candidates were practicing teachers. Because of the familiarity of the researchers with candidates
from Alpha College, the randomization of selection was chosen above other methods to allow for
a more neutral response.
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It was the original intention of the researchers to use one subject from each teacher
candidate group to fulfill a saturation-of-category standard. While this was easily realized in the
Alpha, the candidates from the practicing teacher constituency proved difficult Beta. Because the
data in this section for the study was thought to be corroborative, the rigor of saturation was
considered less significant, leading to a convenience sample from multiple categires.
In the second institution, the number of available candidates forced the interview pool to
be limited to student teachers and preservice students. Three students were randomly selected
without replacement from the pool respondents to the questionnaire. It should be noted that the
questionnaire was anonymous.
Each of the candidates was interviewed by one of the two researchers using a semistructured interview guide. During the instruction period the candidates were told the purpose of
the research and that any responses that they made would be helpful to the research; that they
should not be limited in their answers and were welcome to reinterpret, broaden or limit the
questions in any way that felt appropriate. They were also welcome to ask for further
explanations if necessary.
Once the interviews were concluded, each interviewer separately categorized the
transcribed notes of his or her subjects into the categories of positive, negative and neutral, based
upon the interpretation of that researcher. The two researchers then traded the transcribed notes
and categorized the new sets into the same three categories. There were no differences found in
the initial categorization of the notes between the two researchers.
Once each statement was attributed to one of the three categories (positive, negative or
neutral), each researcher independently looked for other categories that developed naturally.
This strategy helped us to reach the goal of coordinating comments to align with the data from
the quantitative portion of the study (Shank, 2002). To add greater validity to the results, each
researcher coded their own subject’s comments and then, independently of each other, coded the
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comments of the subjects interviewed by the other researcher. The categories that became
apparent from the field notes and transcriptions were: Hands-on Activities, Theory, Field Work,
Teacher, Areas Covered, Areas Not Covered, and Connections.
Using a graphic organizer (Krathwohl, 1998) the comments were then attributed to each
of the agreed upon categories and reviewed Conclusions are drawn from these final results.
Results of the Qualitative Analysis
During the interviews the researchers indicated the desire of interviewees to talk about
other courses or experiences that were not being studied. These items were included in the field
notes in case a pattern that was seen as significant emerged.
From these interviews the perception of the researchers was that respondents from both
institutions wanted more hands-on activities and more time for practice. In both institutions the
particular teacher was a significant issue for respondents. However, the timing constraints of a
fourteen-week semester impinge upon fulfilling these needs. Students value hands-on activities
as long as they are linked to course content, standards or some other organizational principle. In
neither institution, theory alone, without practice, was not highly valued.
Limitations of the Study
Change of Instructors at Both Institutions
Both institutions had a significant number of teachers for the methodology courses
selected. The qualitative data indicates that the persona of the teacher was a significant factor in
determining student perceived self-efficacy in language arts and science. The lack of specific
data according to the teacher involved in the particular preparation of a cohort of students is a
weakness.
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Lack of Clarity as to the Exactness of the Eclectic Approaches
The definition of the CPOI approach as described by Joan Fulton and ascribed to by the
authors of the Schoolyard Lab afforded a clear picture of what was meant as “constructivist”
methods for this study. However, the lack of a functional definition that could be determined for
eclectic approaches was a significant weakness. While this study contented itself with the use of
CPOI specifically and it can be assumed with a high degree of certainly that none of the
instructors at Beta University used this method, the popularity of constructivist approaches in
recent years may weaken the measurable differences in approaches.
Teacher-Pleasing and Affiliation with Students
The two researchers in this study were affiliated with both institutions studied during the
last five-year period. One could also suggest that the relationship with the interviewer would
help to improve the positive responses due to a level of confidence that had already been
achieved. This later explanation would also assume a mutual understanding of terms (such as
learning visual), which would have to be translated with unknown candidates.
Conclusions
Using the CPOI method shows promise in teacher education. Students from Alpha
College believed that they were learning and were confident that they could use the methods to
effectively teach science and language arts content. They also believed that they would be able to
reproduce lessons and visuals that support learning. In both quantitative and qualitative analyses,
students had a positive experience of the CPOI model.
The survey data from the two institutions indicated significant differences between Alpha
and Beta institutionsin the responses in all but two categories: learning visual, the graphic
representation of the concept (item #2) and the application of constructivist (CPOI) theory (item
#10). In the first analysis this would seem to indicate that there were differences that one could
attribute to the instructional approaches taken at the different institutions. However, the
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particular items that showed no significant difference in the responses caused concern. Item #2,
learning visual is a term specific to the CPOI agenda. While this term was seen as flexible and
used after trials in constructing the questionnaire, the fact that there were no significant
differences in this item is problematic. Related to this is the item #10 response, which asks
candidates about the use of constructivist methods in teaching. It would be logical to assume that
if there were a significant difference due to instructional methods primarily based upon a
constructivist methodology and if that methodology proved to have a more positive effect on
teacher self-efficacy, then a candidate would be more likely to use this approach in his or her
class. This was not realized.
The analysis of the scores in items one (conceptual focus), three (inquiry-based), four
(student-centeredness), five (assessment techniques), six (facilitation), and seven (authentic
learning) show significant differences between institutions. These items, based upon clear tenets
of constructivist thought add credence to the belief that the CPOI method of instruction leads to
better efficacy by candidates to provide these hallmark techniques as a result of their particular
involvement in methods instruction. Conceptual focus, inquiry-based instruction, studentcenteredness, multiple assessment strategies, and authentic learning are all clearly linked to a
constructivist methodology.
Given these data, the following conclusions are drawn:
•

There is a significant difference between institutions in the self-efficacy of students enrolled
in science and language arts methods classes.

The survey results showed a significant difference in most of the areas of investigation. Students
from Alpha College had a stronger self-efficacy belief in their ability to use components of
instruction in the science and language arts areas because of the methodologies used in their
instruction. Although the results were tempered by the qualitative data, the significant areas, in
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all but use of learning visuals and use of Constructivism in their own classrooms, is important as
a primary step in evaluating instructional methodologies.
•

There is a significant difference in subsections, some of which reflect a constructivist view,
of self-efficacy between these institutions.

The use of CPOI is a clearly defined use of the broader term Constructivism. Using Fulton as the
means of applying cognitive and social constructivist principles in the classroom for the
instruction of preservice teachers, this study was able to apply self-efficacy beliefs to specific
areas of instruction. The quantitative data indicated that these constructs, which reflect the
precepts of constructivism according to Fulton, may be better transmitted through the CPOI
model than through other methods. Further, the survey indicated a higher degree of self-efficacy
because of the use of CPOI in most areas.
•

There is a significant difference between institutions in both the mean scores and, where
measured, the median scores of responses.

Because the individual item means and medians were all examined, it is clear that students who
have been educated using the CPOI method of instruction have higher degrees of self-efficacy in
teaching science and language arts than those who were educated in traditional or eclectic
approaches. While this is a broad generalization and is constrained by the limits of the study and
the qualitative data, the data reflect that there is a positive influence in self-efficacy using this
approach. Thus, we believe, further research using these methods and the pre-service teacher
population is indicated.
Although the quantitative data support the identification of differences between candidate
groups in the two institutions based on the use of a particular methodology, the qualitative data
does not. It would not be appropriate to discount alternative hypotheses based on our qualitative
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data. These data point toward several other issues that impact the self-efficacy beliefs of
preservice and inservice teachers.
It appears that the professor’s persona has an effect on the self-efficacy of preservice and
inservice teachers. When satisfied with the professor’s organization, style, and coverage of the
content, students seem to feel more comfortable in the selection and application of appropriate
teaching techniques in classroom settings. However, when not satisfied, students voiced
concerns about their preparedness for addressing items like emergent literacy, grammar, content
standards, and inquiry-based learning.
The qualitative data also point towards the lack of value preservice and inservice teachers
place on theory. Students at both institutions highlight the importance of fieldwork and the need
for more time in these situations. However, these individuals downplay the relationship of
theory to practice in several instances. For example, one interviewee attributed her difficulties
with learning to teach grammar to the fact that the descriptions of grammar were in theoretical
terms. The fact that the categorization of interviewee comments fell easily into two heading
entitled “Hand-on Activity” and “Field Work” points toward the needs of preservice and
inservice teachers to use what they learn, rather than understanding the basis from which these
activities arise.
Further research into constructivist based models of instruction needs to be done in order
to better help instructors of preservice candidates become more skilled at choosing prescriptive
models for teacher training. This study helps add to a body of evidence that constructivism plays
an important part connecting theory to practice.
The results of the study can be interpreted to support CPOI training as a means of
translating Constructivism into classroom teaching, since there were significant differences
between responses from Alpha and Beta institutions. The qualitative data is not conclusive; this
may be due to the small sample size. Only six interviewees (three from each institution) were
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contacted, and these results may be skewed based on the personal experiences of these particular
students. The quantitative data represents responses from a much larger population (n = 209)
and, as such could provide strong support for training preservice and inservice teachers in CPOI.
The use of a step-by-step process that translates the theoretic postulates of Constructivism into
classroom practice appears to be appropriate for helping neophyte teachers develop their own
category network upon which to build more and more complex understandings of constructivist
pedagogy.
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Medical Emergency: What is your plan?
In today’s society leisure activity, exercise, sport and sporting events are a part of every
countries culture. As a school/facility administrator it is your responsibility to ensure the
safety of the participants. This goes beyond safe playing surfaces and equipment. It also
includes being proactive, not reactive. As a proactive administrator one of the
responsibilities is to have a written emergency action plan for foreseeable situations,
specifically, a medical emergency. When a medical emergency occurs (e.g. compound
femur fracture or a spinal injury) what is your standard operating procedure? Having a
predetermined plan of action is imperative for your school/facility. Some of the aspects
for an EAP (Emergency Action Plan) should include all personnel that will be part of the
plan, scheduled mock practice sessions, equipment available, current certifications, etc.
It is crucial to have a predetermined plan of action in place, not to react to a situation and
then try to activate a plan that may not exist or a plan that has not been practiced.
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Title: Literacy Education and the Classroom Teacher: Investigating Teacher Training
Requirements in Canada [Word Count: 12]
Abstract
A national survey of the reading and/or language arts course requirements of English
speaking Universities offering undergraduate teacher education degrees in Canada was
conducted. Undergraduate teacher education programs were surveyed to determine the: (a) total
number of reading and/or language arts courses being offered and required; (b) level(s) of
coursework being offered and required (Beginner, Intermediate/Advanced); and (c) coursework
being offered and required by program type (Early Childhood/ Elementary/ Secondary).
Preliminary results indicated that although 100 % of the universities that were reviewed offered
at least one reading and/or language arts course as part of their teacher education programs, the
majority (48.72 %) did not require a reading and/or language arts course to be completed.
Further analyses are currently being conducted, and will be reported on during the presentation.
[Word Count: 129]
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Literacy Education and the Classroom Teacher: Investigating Teacher Training
Requirements in Canada

Purpose of the Study
General education teachers are predominantly responsible for providing appropriate
educational programming to all students. The trend toward including students with diverse
educational needs in the classroom leads one to ask, are teachers being trained to teach and
support the reading skills of diverse learners in their classrooms? Therefore, the purpose of this
study was to investigate the course requirements in the area of reading and/or language arts of
English speaking Universities offering undergraduate teacher education degrees in Canada.
Context of the Study
The ability of teachers to effect academic gain in their students has long been an area
of interest in the educational field. Recent research in this area has turned to considering
multiple aspects or characteristics of teachers as they relate to improved student learning.
Shulman (1986) differentiated between the terms content knowledge, pedagogical knowledge,
and pedagogical content knowledge. Content knowledge was defined as “the amount and
organization of knowledge per se in the mind of the teacher” (p. 9). Shulman (1986) defined
pedagogical knowledge as “the knowledge of generic principles of classroom organization and
management and the like” (p. 14). Whereas pedagogical content knowledge is “a second kind of
content knowledge which goes beyond knowledge of subject matter per se to the dimension of
subject matter knowledge for teaching. I still speak of content knowledge here, but of the
particular form of content knowledge that embodies the aspects of content most germane to its
teachability” (p. 9). Shulman (1986, 1987, 1988) believed expertise or proficiency in teaching
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should be described and evaluated in terms of pedagogical content knowledge (PCK). Cochran,
DeRuiter, and King (1993) stated, “both subject matter knowledge and pedagogical knowledge
are crucial to good teaching and student understanding” (p. 263). However, they saw a need to
take other aspects of understanding into consideration and expand on the idea of pedagogical
content knowledge. Teachers’ pedagogical knowledge, subject matter knowledge, their
understanding of the environmental context of learning, and their understanding of their
students’ needs have been termed pedagogical content knowing (Cochran et al., 1993). Cochran
et al.’s (1993) interpretation of teacher knowledge indicated the need for teachers to know how
to meet the individual learning needs of their students, and to have knowledge of pedagogy and
the subject matter they are teaching to improve student learning.
Today, general education classrooms are made up of students of all ability levels,
with and without identified exceptionalities. A teacher should be prepared to design and
implement programs to meet the individual learning needs of students. Teachers must be
prepared to supplement programming for average students, high achieving students, and children
with language and/or learning difficulties and disabilities. However, are teachers prepared to
address the reading skills of all of the children in their classrooms? Teacher education or
training studies have considered teachers’ preparation to teach specific content areas such as
reading and writing. Teachers should be prepared to teach reading and writing, as these skills are
necessary in every subject area. Nolen, McCutchen, and Berninger (1990) conducted a survey of
48 state departments of education looking at existing certification requirements for teaching
reading and writing from the elementary level to adult education programs. They found
certification requirements to be minimal: “the diverse certification requirements, as they now
exist, are not ensuring that all teachers have the knowledge and experience they need to become
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effective teachers of reading and writing” (Nolen et al., 1990, p. 68). Nolen et al. (1990) stated,
“now is the time for professional educators and policy makers to strengthen teacher preparation
requirements in reading and writing and thus enable the teacher to become the agent rather than
the object of educational reform” (p. 70).
Moats and Lyon (1996), interpreting the findings of Nolen et al.’s (1990) study, stated
that there were “minimal requirements in literacy education, which range from no course work in
reading to an average of three to six credit hours” (p. 76). They believed these limited
requirements meant teachers were not prepared to teach reading and writing to their typically
achieving students. Moats and Lyon (1996) questioned how teachers could be expected to
address the needs of typically achieving students with these minimal requirements, let alone
children at risk. Fifteen years after Nolen et al.’s (1990) study similar course requirements still
exist in Canadian teacher training programs. For example, at the University of Alberta
preservice elementary teachers are only required to take three credits in the area of reading
and/or language arts to graduate (University of Alberta, 2002). Preservice secondary teachers
who are not specializing in English Language Arts are not required to take any courses in the
area of reading or language arts (University of Alberta, 2002). Teacher training programs at the
University of Saskatchewan only require preservice elementary teachers to take six credits in the
area of reading and/or language arts to graduate (University of Saskatchewan, 2003). Preservice
secondary teachers are only required to take three credits (University of Saskatchewan, 2003).
Are reading and/or language arts course requirements adequately preparing teachers to meet the
needs of diverse learners? A starting point for discussions is a survey of Canadian universities to
determine the reading and/or language arts course requirements of their teacher training
programs.
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Method
Review
The reading and/or language arts course requirements of 39 Canadian Universities
offering English speaking teacher education programs resulting in the completion of an
undergraduate degree in Education (after degree and consecutive programs) were examined.
Course calendar and program information made available on the internet was analyzed, and the
information was compiled in this review.
Research Questions
The trend toward including students with diverse educational needs in the classroom
leads one to ask, are teachers being trained to address the reading skills of diverse learners they
will encounter in their classrooms? Specifically, when considering the reading and/or language
arts coursework for preservice general education teachers:
1.

What is the total number of reading and/or language arts courses being offered and
required by each university?

2.

What level(s) of coursework are being offered and required (Beginner,
Intermediate/Advanced) by each university?

3.

What coursework is being offered and required by program type (Early Childhood/
Elementary/ Secondary)?

Definitions
Reading and/or Language Arts coursework was defined as coursework that relates to
listening, speaking, reading, and writing.
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Beginner coursework was defined as coursework that introduces and provides an overview of
the areas of listening, speaking, reading, and writing.

Advanced coursework was defined as coursework that further explores concepts introduced in
beginner courses (goes beyond that which is covered in beginner course) and holds a
prerequisite.

Analyses
Descriptive statistics including tabulation, frequencies, measures of central tendency
and variability will be completed.
Preliminary Results
Preliminary results indicated that although 100 % of the universities that were
reviewed offered at least one reading and/or language arts course as part of their teacher
education programs (see Table 1), the majority (48.72 %) did not require a reading and/or
language arts course to be completed (see Table 2). Further analyses are currently being
conducted in order to respond to the remaining research questions. Results will be reported
during the presentation.
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Table 1. Number of Offered Reading and Language Arts Courses
Total Number of English and Language Arts Courses Offered
0

1-2

3-4

5-6

7-8

9-10

11+

#
Universities

0

13

9

6

3

3

5

%
Universities

0

33.33

23.08

15.39

7.70

7.70

12.82

Reviewed

Table 2. Number of Reading and Language Arts Courses Required
Total Number of English and Language Arts Courses Required
0

1-2

3-4

5-6

7-8

9-10

11+

#
Universities

19

16

4

0

0

0

0

%
Universities

48.72

41.03

10.26

0

0

0

0

Reviewed

Discussion
Research investigating the number of courses or credits teachers are required to
complete during their preparation gives interested parties an idea of the areas that are being
emphasized during teacher training. Today’s classrooms are made up of students of all ability
levels, with and without identified exceptionalities. Limited course requirements in the area of
reading and/or language arts may indicate teachers are not being prepared to address the reading
skills of all of the children in their classrooms. However, it may not be sufficient to only rely on
a review of the number of courses offered and required by teacher education programs in the area
of reading and/or language arts to determine teacher preparation. The content of courses and the
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practical experiences teachers are being required to complete as part of their training are also
important to consider. “Every teacher must receive quality preparation on all aspects of researchbased reading pedagogy. Teacher education programs must get preservice teachers off to a
running start on acquiring the knowledge, skill and will it takes to be an effective teacher” (IRA,
2003). The standards established by the International Reading Association (IRA) for preparing
classroom reading teachers include ensuring teachers have an understanding of: foundational
knowledge and dispositions; instructional strategies and curriculum materials; assessment,
diagnosis, and evaluation; creating a literate environment; and professional development (IRA,
2003). In the area of foundational knowledge and dispositions, teachers should specifically
“know how reading develops, [and] know how oral language helps students acquire written
language…” (IRA, 2003). The knowledge base teachers bring to teaching reading and/or
language arts will need to be investigated more directly. These issues, and further analyses of
the data to respond to all of the posed research questions, will be further explored during the
presentation.
Educational Importance of the Study
Classroom teachers are primarily responsible for the education of students in their
classrooms. In order to address the reading skills of diverse learners, teachers need to understand
the area of reading and/or language arts (i.e., language development, the reading process and
instruction). Information on course requirements in the area of reading and/or language arts
would inform contributors and coordinators of teacher education programs of the current state of
affairs, and open dialogue regarding potential areas for reform. Enhancing the knowledge base
of preservice teachers in the area of reading and/or language arts could only benefit students with
diverse learning needs in our classrooms. [Word Count:1 674]
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The Resurrection of Adult Learning to its place in Emancipatory Education
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The 1964 Mississippi Freedom Schools were apart of the Freedom Summer Project, a
social action endeavor led by the Students Non-Violent Coordinating Committee to bring
national attention to the violation of human rights of African American citizens in
Mississippi.
The curriculum of the Freedom Schools encouraged emancipation from oppressive
institutional constraints (e.g. unfair housing, unjust legislation, unequal education). This
emancipation occurred via a critical consciousness of these constraints, and the
affirmation of individuals and their available communal resources. This in turn
encouraged the collective articulation of needs, problems and grievances, and the
political action to solve them. For this effort, the Freedom School curriculum promoted
three major principles: 1) Affirmation of African American identity, 2) Problem posing
education, and 3) Teaching for social justice (Perlstein, 1990; Aaronsohn, et al. 1991;
Chilcoat and Ligon, 1999; Rothschild, 1982). These same principles are reflected in a
current day example of a Freedom School: the Senior Leadership Course.
The Senior Leadership Course provides an avenue for older adults to participate in an
emancipatory environment that emphasizes the study of African American history. I will
assist the facilitator in encouraging participants to problematize current situations, using
their own life experiences and knowledge gained from the Course. Affirmed in their
African American identity, these older adults actively confront social injustices within
their community.
I will utilize the research method of portraiture, which encompasses facets of
ethnography, oral history and action-oriented research. Portraiture will allow me to
explore how one’s own lens (African American identity formation/ re-formation) refracts
the light of Popular Education (Freedom School curriculum), converting it to a portrait of
social activism. Implications for this study pertain to curricular affirmation of identity,
teaching for social justice, and older adult education.
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Abstract
According to the 2003 National Assessment of Educational Progress (NAEP), 37% of the
fourth grade children assessed had reading skills below basic proficiency levels (http:
nces.ed/gov.nationreportcard). Since reading skills are vital, after-school community-based
volunteer reading tutorial programs are ‘popping up’ with the goal of assisting children who need
additional help with their reading development. I hypothesize that many volunteer reading tutors
without teaching experience are often ill-prepared to tutor older struggling readers whose reading
skills and/or behavioral conditions are often mis- or under-diagnosed and treated, and that in
order for reading gains in older struggling readers to occur, volunteer reading tutors need to be
trained with not only reading strategy instruction, but trained to handle behavioral conditions that
may negatively affect their learning, as well as trained and supported to correctly implement the
strategies taught to them in their training workshops.
The purpose of my naturalistic research study, which draws on Bandura’s self-efficacy
theory (1986), is four-fold: (1) to ascertain volunteer reading tutors’ beliefs and expectations of
the tutoring process prior to tutoring older struggling readers, (2) to examine volunteer reading
tutors’ perceptions of the training they received, (3) to ascertain how the volunteer reading tutors
made use of the training they received in their tutoring sessions; and (4) to ascertain volunteer
reading tutors’ perceptions of the tutoring process following an academic year of tutoring older
struggling readers. My sample consisted of volunteer reading tutors in an after-school
community-based reading tutorial program in a large Mid-western city. I utilized surveys,
interviews, observations, and document analyses in order to create six (6) rich case studies. The
data was analyzed with the Constant Comparative Method (CCM) of analysis (Glaser & Strauss,
1967; Strauss & Corbin, 1990).
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The current literature suggests that experiential learning is an essential
component of instruction for the increasing numbers of adult learners seeking a doctoral
degree. Many theorists have stated that adults prefer active learning where their
educational experiences are related to their real life situations, (Mezirow, 1981). Mezirow
further postulated that some type of disorienting experience—perhaps out of classroom-should be part of the adult learning experience, (ibid). In the annual Survey of Earned
Doctorates (SED), it is reported that 423 universities in the United States conferred
40,710 research doctorates during the 2002-2003 academic year, an increase of 1.9
percent over 2002, (NORC statistics, 2004). It is undoubtedly true that many of these
graduates have been engaged in some form of experiential education in their coursework.
Examples of experiential learning includes practicum service, laboratory
activities, anthropologically oriented fieldwork and international and domestic
destination experiences.
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Experiential learning faces challenges from the academy for at least two reasons.
The first is the fact that professors appear to lack an adequate array of evaluation tools
and methods to assure that these activities are meeting specific objectives. The authors
have reviewed syllabi in organizational leadership programs and have found that many
evaluation tools consist of attitude surveys taken by the student. A second problem is
that the accrediting agencies do not have established frameworks to contextualize the
experiential educational strategy. Despite these challenges, accrediting agencies are
requesting that universities document evidence of achievement in experiential programs.
In addition, the January 2001 Handbook of Accreditation published by the
Western Association of Schools and Colleges (WASC), encourages adoption of policies
regarding experiential education by the university as well as guidelines for awarding units
for prior experiential learning (p. 69 WASC January 2001 Handbook). Four standards are
advanced from WASC that encourage the use of indicators and evidence in determining
whether educational objectives are met and the use of effective approaches to assessing
learning and teaching within the institution.
This study addresses the challenges of the WASC handbook and has four major
objectives: 1) To provide a meta-analysis of six theorists who have reflected and written
rigorous frameworks on the conditions of experiential learning—each in their own way;
2) To provide a reflection upon the commonalities of these researchers and an
extrapolation to the adult learner—especially in the evaluation area; 3) To describe two
doctoral level experiential classes that involve class trips to China and to Washington,
D.C. and 4) To introduce the PEARAE (pretest, experiential activity, reflection,
adjustment, and evaluation) model which incorporates the major frameworks of the
selected theorists yet provides a practical model to evaluate these experiential learning
outcomes.
This meta-analysis is an extremely significant topic and provides a context for
the PEARAE model. It is important not only to the educator’s class evaluation strategy,
but to major accrediting bodies. As noted above, WASC is intertwined with the
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assessment issue as it is a major accrediting body for the particular university referenced
in this study. WASC is also included in our brief history of experiential learning.
History of Experiential Learning
The earliest theorists who considered experiential learning in their thinking and
writing included: Lev Vygotsky, Jean Piaget, and John Dewey. The experience starts
with the “raw” experience as Dewey has postulated (Dewey, 1936), and is transformed
into workable knowledge.
Later theorists who built upon Dewey’s work include: Jerome Bruner, David Kolb
and Malcolm Knowles. The matrix included here contains the year the theorist was born,
the major influences upon the work, the publications, the major theories and the
assumptions regarding the types of assessments each theorist is proposing. The
experiential movement, influenced by Dewey’s thinking was intertwined in the
progressive movement. Dewey wrote in his text Experience and Education that the
learner’s participation was significant in the formation of purposes that direct his or her
activities in the learning process, (Dewey, 1938). He also emphasized that learning is a
communal task.
Vygotsky in Mind and Society emphasized the progressive development of the
student and the importance of creating a challenging “next step” or more complex state of
being, (Vygotsky, 1978). He also brought forward the concept of the “zone of proximal
development” which was the optimal state of the learner for moving forward to
accomplish educational outcomes.
Jean Piaget, who focused on the child, emphasized in Construction of Reality of
the Child a four state level of development for learning, (Piaget, 1954). Piaget’s
development focused mainly on moving through biological stages that enabled the
individual to advance to the next step after reaching a plateau.
All three theorists centered their writing around the importance of concrete
activities, reflection, assessment of the learner and communal learning. The three later
theorists, Bruner, Kolb and Knowles, built upon Dewey’s writings along with their own

3

body of thought. Jerome Bruner, in Toward a Theory of Instruction, championed the
concept that there should be a “spiral organization” of instruction so that the student was
able to grasp concepts at his or her readiness level.
The emphasis upon experiential learning in American education has survived
through the years after the movement in the 1950’s emphasized math and science
education after Russia and Sputnik. The 1980’s and 90’s saw a resurgence of experiential
education as company leaders felt that taking managers out of company’s for experiences
such as “ropes courses” was beneficial to adult leaders. Leadership courses may offer
international and domestic out of classroom experiences to enable students to become
more interculturally sensitive and understand how policy is made and implemented.
A good example of this is the growth of International MBA programs and
Master’s degree programs in International Business, developed by school such as
Thunderbird, the University of South Carolina and Pepperdine University.
Along with the growth of experiential learning and attention to adult learning
theory in the 1990’s was the rise in the importance of accrediting agencies like WASC
which sought to give credit for prior experiential learning, (WASC p. 69).
Commonalities and the resulting totality of six learning theories
It is important to review the commonalities of the six instructional frameworks
presented in order to determine if there are also in place commonalities of assessment. If
one reviews the major theories of these six thinkers a totality of thinking emerges which
forms the basis of the PEARAE assessment model. These commonalities include:
•

An individual’s learning should progress from a simpler to a complex
state, (Vygotsky,).

•

The most rigorous problems are those which cannot be solved except
through the formation of new concepts, (Piaget,)

•

Conversation is essential to learning (Piaget).

•

Instruction must be structured so that it can be easily grasped, (Bruner,)
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•

Problems grow out of experience, (Dewey)

•

The mind and its formation should be a communal task, (Dewey).

•

Reflection should be part of the learning process, (Dewey).

•

You must know where your learner begins, (Vygotsky).

Commonalities of Assessment
If we review the commonalities among the six theorists of learning theories, there
are also themes we can tease to assess learning. It is clear that all of the theorists know
the precise level of the learner before the activity of education begins. This relates to the
discussions of Lee Shulman (October, 2005) when he notes the term formation. Every
major theorist insists that the instructor (professor) knows where the learner begins, how
the learner is progressing, and what the learning objective is.
Another way to assess the experience is to ensure that there are the following
activities inherent to the learning: activity, observation, and then reflection. This
requirement appears to be common to all the theorists selected for this paper.
One commonality is to ensure that every learner is assessed as to their level
before the learning begins. This activity will add to the formation of the individual in the
learning process, (Further discussed by Dr. Lee Shulman, October 6, 2005). The preassessment is important to all theorists because it established a baseline point to the
learning.
Another assessment commonality is to assess where the learner is based upon
where they are in the communal continuum. For example, not every learner will learn at
the same rate or begin at the same point.
Do students take part in determining their own instructional objectives? Do
they take part in formulating the process by which they meet these learning objectives?
These are questions which have been posed by the adult learning thinkers in the group.
The majority of the six theorists note that conversation and reflection of the
learner is essential for learning to take place. How often and to what degree do learners
talk about what they have learned? How often do they reflect after a learning activity?
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Since the life experience of the adult learner is typically rich and full, how has the
instructor formulated the learning activities so that they are meaningful and
motivational? The evaluation of the task should include an assessment of its nature. For
example in this paper we review two experience-based classes that are assessed partly on
the interest and appreciation of the adult learner.
How has the instructor planned for learning to be an object of discovery? In the
out of classroom experiences to Washington, D.C. and China, students have remembered
what they themselves have discovered rather than what they are told. This has been
verified by surveys taken after the trip.
We have summarized the assessment points made by the six theorists. The next
section will detail the organizational leadership doctoral program of a Research II
University.
Doctor of Education in Organizational Leadership:
The description of organizational leadership doctoral program is as follows:
The Organizational Leadership concentration is designed to develop individuals
who have the knowledge and capability to take on leadership roles in a variety of
settings. It was created to provide an environment where educators can advance
their leadership skills while sharing ideas and experiences with business and
academic professionals. The program has applications to community colleges,
liberal arts colleges, and comprehensive universities, as well as business
and other organizations engaged in training and development, life-span learning,
health care, and adult occupational education. (p.119-Graduate School of
Education and Psychology 2005 Academic Catalog).
The two out of classroom courses are described below:
EDOL 753B National Policy Experience (2 units)
This course offers students practical experience in policy development at the
national level. Students will travel to Washington, D.C; will experience policy
development at the federal level; and will meet with policy makers, lobbyists, and leaders
in government and national associations. Students are required to participate in a trip to
Washington, D.C. or a similar location.
EDOL 754B International Policy Experience (2 units)
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To gain an international perspective on policy development, students will visit an
international location, meet local and national leaders, and observe and examine
industries and organizations such as healthcare, schools, universities, and manufacturing
and contrast them with those of the United States. Students are required to participate in
a trip to an international location.
There are some commonalities in how these classes are conducted. Both classes
are based upon activities, reflections, and conversations on out of classroom experiences.
Both the professor and the student are evaluating the experience daily. At the end of the
day in Washington, D.C. for example, students meet with faculty to debrief their day.
Two questions are addressed. First, what are your impressions of the Nation’s Capitol?
What did you learn about your policy statement today? From whom? Who agrees with
you? Who disagrees with you? How do you feel now?
In both cases students meet with policymakers and leaders from government,
business and education. It is not uncommon for meetings to occur with a U.S. senator or
the President of Peking University. Students may sit in on Supreme Court argument or
they may visit the Jade Temple in China to learn more about the Buddhist religion. Both
experiences have received outstanding evaluation results from students.
While professors and students may marvel at the experiences that take place, one
must ask, “Is there a model or structure that might help the professor evaluate these
experiential activities? How does anyone know whether learning objectives have been
met? To the authors, this is one of the major challenges to experiential education at the
doctoral level: How does one demonstrate the value of something that seems so
intuitively obvious?
The authors propose specific ways these experiences can be assessed. The next
section provides examples of how these experiences can be measured as well as a model
for the instructor to use in evaluation of most experiential activities based upon the six
theorists presented in this paper.
An evaluative model for experiential education—the PEAREA approach
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In most out of classroom experience evaluations, a paper is required from the
student that compares and contrasts a system or discusses a particular topic in depth.
Topics might include:
a) Compare the China banking system with that of the
United States. What types of controls are present in both
systems? What forms of account insurance are available in both systems?
b) You have met with lobbyists on a bill of your choice. What was the
reaction of the lobbyists to your ideas? What are the steps during the
process of bill approval and at what points can you intervene to have an
influence on its passage.
The PEARAE Model:
The PEARAE (pretest, experiential activity, reflection, adjustment, and
evaluation) model was developed by Dr. Jack McManus and Dr. June SchmiederRamirez to evaluate experiential learning activities. It is used in the Organizational
Leadership program and can be employed to demonstrate to accrediting agencies such as
WASC that learning objectives are being met. The evaluation model uses “indicators and
sources of evidence” to determine whether its educational objectives have been achieved.
(p.17, WASC 2001).
Pretesting: The pretest for all students is given in the two day orientation at the
beginning of two years of doctoral coursework. The IDI (Intercultural Development
Inventory) developed by Bennett and Mitchell, 1995, is used to determine intercultural
sensitivity of all students. In addition to the IDI, the DISC is given noting the conflict
style and the Myers Briggs determining leadership style. In addition to these tests,
discussion is part of the national and international class to determine the level of content
knowledge of American economic, legal and political knowledge. Knowledge about
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China is also discussed to determine the level of knowledge of this country. The banking,
political and legal systems are reviewed.
Experiential Activity: The Washington D.C. trip is at the end of the first year of doctoral
study. The China trip is at the end of the second year of doctoral study. Both experiences
make good use of communal learning as the students divide up into pairs or groups of
three to four to accomplish many of the interviews and tasks. Students keep a journal so
that their experiences can be written down after the trips.
Reflection: At the end of each day of activity, students meet with the lead professor to
“debrief” about the day. The advantage of this exercise is that each student can listen to
the experiences of the other students and learn from them. Students who might feel
uncomfortable about some aspects of being in a different culture can share their
experiences.
Adjustment: After every experiential learning activity, there is a discussion among the
students and professor about adjustment to the next learning activity. The students’
opinions are crucial to formation of the next activity.
Evaluation: At the end of the two year period of study there is a summative evaluation.
The IDI (Intercultural Development Inventory) is taken again by each student. Their
scores are compared to their first scores taken two years earlier. After each class
there is an evaluation of the class and the instructor.
Summary: This paper has reviewed the six major theorists of experiential learning,
noted their commonalities regarding learning theories and assessments, described a
Research II University and proposed a model for experiential learning. Experiential
learning and assessment is a rigorous, demanding process. You must know each student
well. But when done well, this type of education employs critical thinking, dialogue,
communities of learning, and careful assessment of progress. The process works well
with the ideas of integration, application and teaching, contingent with the Boyer model
of rigorous pedagogy. (Boyer, 1990).
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Abstract
The paper discussed the establishment of a special unit called the Student Learning Enhancement
Unit (SLEU) at the International Islamic University Malaysia (IIUM). A description of the unit’s
goals, functions, the type of programmes, and how they benefit students are provided. The aim of
the paper is to share and disseminate information about one of the methods used by IIUM to
improve the academic performance of its students. The university is very much concerned over
the quality of its graduates. Initially, a special committee was formed to examine the issue.
Eventually, February 2004 saw the establishment of SLEU under the Office of the Deputy Rector
(Academic and Internationalization) IIUM. It is hoped that by sharing information about the unit
will enable other institutions of higher learning to generate ideas on how to help their students to
achieve.

Introduction
Tertiary education has gained a central position in the Malaysian educational scenario. At
present there are 17 government-funded higher institutions in the country, comprising 11
public universities and 6 college universities. In addition, there are 539 private
institutions of higher learning. In the academic year 2002-2003, there were 306,575
students enrolled in all 17 public institutions of higher learning (Ministry of Education
Malaysia). When this number is combined with enrolments in the private institutions, the
statistics indicate that in the year 2003, 29% of the population between the age of 17 and
23 years old was enrolled in public and private institutions of higher learning.
The September 11 bombing of the New York Empire State building in 2001, saw some
changes in the pattern of students seeking education in Malaysia. In particular, there was
an increase in the registration of international students from the Middle East and Asian
countries at higher institutions of learning in Malaysia. There are 39,577 foreign students
in Malaysia (Ministry of Foreign Affairs Malaysia). The administrative requirements of
this increased number of student enrolments required the formation of a new portfolio in
the Ministry of Education, and the Ministry for Higher Learning was established in
March 2004.
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As an integral part of its educational policy, the Malaysian government aspires to
transform the country into an ‘educational hub,’ one that is widely known and recognized
by the international community.
Background of the International Islamic University Malaysia (IIUM)
In conjunction with the refocus of interest in higher education outside the United States
and Britain by the Middle Eastern and Asian communities and the consequent increase in
the enrolment of international students in the public and private institutions of higher
learning in Malaysia, the International Islamic University Malaysia (IIUM) achieved a
higher profile, especially because the medium of instruction is both in English and
Arabic.
Established in 1983, IIUM was established to provide higher education specifically
designed to cater to the needs of the Muslim community, locally and internationally.
Unlike other public universities in Malaysia, IIUM’s curriculum is based on an
integration of Islamic Revealed Knowledge, one that uses the Muslim holy books, AlQuran and Hadith as sources of knowledge, and that of Acquired Knowledge, i.e. social
sciences and applied sciences. The university aspires to produce students who have high
ethical values based on their spiritual knowledge, while at the same time they are experts
in their field of specialization.
Based on this curriculum, various faculties or Kulliyah, as they are known at IIUM, were
established. These Kulliyah include the Kulliyah of Science, Architecture and
Environmental Design, Medicine, Health and Allied Sciences, Engineering, Islamic
Revealed Knowledge and Human Sciences, Economics and Management Sciences, Law,
Information and Communications Technology and the Institute of Education.
The establishment of the Student Learning Enhancement Unit (SLEU)
In the year 2002, there was a growing concern among local educationists and politicians
about the quality of academic performance of university graduates in the local public
universities. The main concern was the low number of graduates who obtained a standard
of ‘excellence’ upon graduation. In the midst of the national discussion surrounding the
issue, the Dean of Admission and Records Division (A & R) of IIUM, initiated a
proposal to the Malaysian Ministry of Education to undertake the task of addressing the
issue with a specific plan of action. The proposal was accepted and a special fund was
approved to implement the plan. A small committee was formed to implement the
proposal and the first motivation programme, a 4-day camp, was conducted in December
2002, followed by a series of other successful programmes.
Based on the approval of the executive management of IIUM, SLEU was established in
February 2004, as the official university unit to undertake the task of enhancing student
learning and improving their academic achievement.
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A review of literature on motivation, characteristics of learners and academic
achievements
Academic achievement is learning outcome as measured by a certain scale of
measurement. At IIUM, the scale of measurement used is the CGPA or the Cumulative
Grade Point Average. Student academic achievement depends on many factors. Research
on the topic has been rigorous and the literature on this is extensive. In general, these
factors can be grouped into three categories as follows:
1.

Background of the learner
The background of the learner consists of several variables including learners’
sex, family socio-economic background, family expectancies and interaction
pattern, cultural influences, past academic achievements and learning experiences.

2.

Motivation and characteristics of the learner
The specific characteristics of the learner refer to learners’ personality, learning
styles, beliefs about learning, types and level of motivation, intellectual ability,
acquired study skills and socialization orientation, specifically peer influence.

3.

Institutional environment
The institutional environment in which the learner is studying includes variables
such as the educational curriculum, i.e. subject discipline, evaluation system,
instructors’ variables, teaching-learning facilities, educational administration, and
institution policies and regulations.

Of the three factors listed above, SLEU’s goals and functions are closely related to the
second factor, i.e. the specific characteristics of the learner. Being a new and small unit it
is really beyond the scope of SLEU to deal with the other two factors. Hence, the
discussion in this paper will focus on issues related to the second factor only.
Theories on motivation and academic achievement
Motivating students to achieve is of great practical concern to lecturers and parents.
Many institutions of higher learning in the United States are now providing assistance to
newly admitted students to prepare them with the appropriate mind-setting and necessary
study skills so that they will be successful learners at the respective institutions.
Likewise, the Student Learning Enhancement Unit at IIUM is also focusing on the new
intake students by providing them with assistance through its programmes. The transition
of new students from high school to university is not always smooth and many first year
students find it difficult to adjust to the greater independence required of them when they
begin their studies at the university.
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Studying at the university means students have to be responsible for their own learning.
They need to plan, monitor and evaluate their own learning, manage their time, become
critical thinkers, use effective study skills, take initiative, act quickly and make greater
effort to succeed. Researches indicate that student who show certain personality traits,
adopt specific beliefs about learning, and who develop appropriate motivation and
learning styles are more likely to succeed than those who do not.
Current perspectives on student motivation point to constructs such as high self-efficacy,
attribution of success and failure, perceived learning outcomes or incentives, goals
orientation, and self-determination as those that are closely linked to academic
achievements. In addition, personal constructs such as learner personalities, metacognitive thinking and self-regulated learning, and acquired learning styles are also
related to academic success. Both the motivation or affective component and personal
constructs of the learner comprise the ‘will and ‘skill’ to succeed in college (VanderStoep
& Pintrich, 2003).
Self-efficacy is a belief that one could attain a goal as in completing a learning task.
According to Bandura, 1997, students who have high sense of self-efficacy believe that
they could succeed in doing a task. Self-efficacy is associated with task engagement and
contributes towards persistency in learning task engagement. In addition, research
revealed that students who were high on the self-efficacy scale were also inclined
towards using effective learning strategies in completing learning tasks. Hence, high selfefficacy is related to high academic achievement.
In addition, student perception of learning outcomes is also related to academic
achievement. When students perceived the learning outcome as valuable or important, it
became an incentive for them to succeed. Hence, it is important for instructors to make
the learning outcomes clear or to establish the relevance of the study materials to the
learning outcomes so that students will perceive the learning outcomes as an incentive.
This perception tends to increase student motivational levels and academic achievement
(Tuckman & Abry, 1998).
Another dimension of student belief about learning is attribution. Attribution Theory
postulates that students tend to attribute their success or failure to either an internal or an
external source. This theory was first introduced by Weiner in the 1970s and 1980s
(Weiner, 1974, 1986). Students with an internal attribution perceived their success or
failure to personal attributes such as self-confidence, level of intelligence, acquired study
skills, time management, study organization, thinking skills, use of learning strategies,
etc. On the other hand, students who had an external attribution belief tended to perceive
their success or failure to an external source such as the instructor, the institution system,
teaching-learning facilities, their parents, etc.
A closely related construct to learning incentives and attribution is goal orientation which
refers to the way students orient their thinking towards learning and achieving. Two types
of goal orientation were identified: mastery goal orientation and performance goal
orientation (Ames & Archer, 1988). Mastery orientation is when students are concerned
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with the process of learning, i.e. use of appropriate strategies, development of skills, and
monitoring of progress and evaluating results. On the other hand, performance orientation
is when the concern is more on competing for higher grades than other students, securing
the top position in class, and maintaining the image of superiority in performance, i.e.
above and over other students (Jagacinski & Nicholl, 1987). Research indicates that
mastery goal orientation is related to the academic achievement of college students (Elliot
& Dweck, 1988).
Another dimension of motivation is self-determination or the perceived level of control
individuals have in making choices over their life’s activities. A student with a high sense
of self-determination also acquires and maintains a high motivational level and therefore
is more likely to succeed than a student with low self-determination. Self-determined
students show high responsibility towards their learning and are persistent in attaining
their goals (Ryan & Deci, 2000). Choice behaviour is indicative of the self-determined
learner. In such behaviour, learners perceive that they are in control of their behavior and
thus are accountable for any outcomes of the behaviour.
Perspectives on learners’ characteristics and academic achievement
Each learner has a different way of approaching learning. Learner characteristics such as
personality, the way of thinking and processing information, and the ability to be an
independent self-directed learner by regulating behaviour, have a lot to do with academic
achievement. Individual differences in learning are attributed to personality traits that
influence the way individuals process information, i.e. the so called learning styles which
in turn determine the learning strategies used by learners and their academic achievement
(Blickle, 1996 cited in Heinstrom, 2000).
Learning style is an individual’s preferred way of learning. Learning styles are sometimes
termed approaches, preferences, or modalities in learning, but as far as academic
achievement is concerned, there is no one type of learning style that is better than others.
Learners will thrive academically if the education system in which they are enrolled
rewards their respective learning styles.
There are as many types of learning styles identified as there are researchers. Learning
styles research started as early as in the 1970s. Pask (1976) for example, identified
Wholistic and Analytical learners. The Wholistic learner tends to perceive phenomena in
a global manner, being able to see more of the ‘jungle instead of the trees.’ On the other
hand, the analytical learner prefers a structured and methodological learning
environment.
British researchers, Entwistle (1988) and Entwistle and Tait (1996) described three
learning approaches used by university students in their studies namely the Surface
approach, Deep approach, and Strategic approach. Students using the surface approach
tend to rely heavily on surface comprehension and memorization in studying for a course.
On the other hand, students using the deep approach are inclined towards finding
meaning, making relationships between different concepts and understanding the
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materials they are learning. Students who use the strategic approach are sensitive to the
requirements of the learning situation and adopt appropriate strategies that would
enhance their academic achievement.
In the United States, Dunn and Dunn (1978) identified five learning style elements:
environmental, emotional, sociological, physical and psychological. An individual’s
preferences are identified in each category. The Perceptual Modality Preference or VAK
learning styles (Gardner & Chapman, 1995) categorize learners into Visual, Auditory,
and Kinesthetic. Myers and Briggs identified learners into four categories: ExtroversionIntroversion, Thinking-Feeling, Judging-Perceptive, Sensing-Intuition based on Carl
Jung’s assertion of personality types (Gardner & Chapman, 1995). Sternberg (1997) in
his book entitled ‘Thinking Styles’, described four different thinking styles: Monarchic,
Hierarchic, Oligarchic, and Anarchic.
Some researchers have developed teaching methods that suit respective learning styles.
For example, McCarthy (1990) developed the 4Mat system of teaching where the
recommended method is based on four types of learners: Imaginative, Analytical,
Common sense, and Dynamic. David Kolb (1984) described the Experiential Learning
method to fulfil the needs of learners categorized under four types of learning styles:
Divergers, Assimilators, Convergers, and Accommodators. Honey and Mumford (1992)
extended Kolb’s idea and came up with four categories of learners: Activists, Reflectors,
Theorists, and Pragmatists.
Another element that has an effect on academic achievement is meta-cognition. It is the
ability to be aware of one’s thinking processes and use appropriate processes required in
specific situations. The term meta-cognition was introduced by John Flavell (1979) and is
related to the higher thinking processes that Sternberg (1986) refers to as metacomponents in his Triachic Theory of Intelligence. Meta-cognition involves mental
processes such as planning, monitoring and evaluating. Researchers have developed a
learning strategy approach, known as the Cognitive Strategy Instruction (CSI) (Scheid,
1993 cited in Livingston, 1997) that would enable students to develop meta-cognitive
thinking skills. These learning strategies could make students become self-reliant in their
learning, a characteristic related to high achievers (Garner, 1990, Halpern, 1996,
Borkowski, Carr, & Pressley, 1987, cited in Livingston, 1997). Existing research
indicates that motivational constructs such as self-efficacy, self-esteem, attributional
beliefs, and intrinsic motivation are all interrelated constructs underlying meta-cognition
and supporting academic achievement (Seeratan, 2001).
An extension of meta-cognition is the concept of self-regulation. Once there is awareness
of how one thinks, then one will have control over thoughts and behaviour that are useful
in some situations and not so useful in others. Self-regulation is having the ability to think
and regulate one’s behaviour, and self-regulated strategies include planning, monitoring,
implementing, and evaluating any activities in one’s life (Zimmerman, 1998). Seven
habits of a self-regulated learner are identified. They are strategic, monitoring, adaptable,
responsive, thematically organized, effortful, and relevant (VanderStoep & Pintrich,
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2003). High levels of self regulation in behaviour are associated with high academic
achievement.
Motivation from the Islamic perspective
In the earlier section it was mentioned that IIUM curriculum is based on the integration
of acquired, secular knowledge and revealed, Islamic knowledge. Thus it is pertinent that
the content of this paper includes a brief insight into the subject of motivation from the
Islamic perspective.
The Islamic faith is based on the total submission to the will of Allah, the Most
Benevolent and Merciful, the Creator of the Universe. Prophet Muhammad (peace be
upon him) is the messenger of Allah. The Muslims are people who attest to this belief in
their five daily prayers and subscribe to the content of the Al-Quran as the holy book and
Hadiths (narrations of Prophet Muhammad’s life by his companions) as sources of
knowledge and guidance to them.
The Islamic worldview holds that life consists of the physical body and a spiritual entity.
Life exists in two worlds, the Unseen World that has no boundaries of time, space, and
place, and the Visible, physical world in which we live. Life does not end with one’s
death but continues in the spiritual form in the Unseen World, i.e. the Hereafter. The
spiritual self is from the divine source and therefore is closer to Allah than the physical
self. Muslims are recommended to ‘purify’ themselves spirituality by doing good deeds
and prayers so that they will be in constant remembrance of Allah.
Motivation, from the Islamic perspective is understood from a comprehensive point of
view. The main aspiration of Muslims is to hope that Allah will reward them for the good
deeds they do in the present world so that He will deliver them into His heaven. The
achievements Muslims attain in the present world contribute towards their well-being in
the Hereafter. Hence, they are encouraged to become achievers, provided the intention
underlying the goals for an achievement is for the good of themselves and other human
beings. Any intention that is aimed towards the destruction of human kind is not only
unacceptable but also forbidden. The biggest achievement for a Muslim is being able to
go against the extreme of his or her desire for worldly pleasures. Any activities that
contribute towards an individual’s well-being and the well-being of others are considered
an act of worship to Allah. Hence, in this context, Muslim students are encouraged to
seek knowledge through learning activities and achievements because such behaviour is
an act of worship to Allah which deserves His reward in the Hereafter.
Intrinsic motivation is achieved when students place a high value on learning. Intrinsic
motivation is encouraged when learning is seen as an important act of seeking
knowledge, of reaping high enjoyment and self-satisfaction, as fulfilling a personal need
for understanding, and becoming competent in one’s field. It is intrinsic motivation that
inspired earlier Muslims to make great achievements in the fields of art and science, as
well as in political, social and economic thought. Ancient Muslim scholars such as
Abdallah Ibn Sina (Avicenna) (980-1037 C.E), Ibn Khaldun (1332-1395 C.E.), Ibn Rushd
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(Averroes) (520-595 C.E), Abu Hamid al-Ghazali (Algazel) (505-1111 C.E.),
Muhammad Zakariya al-Radzi (Rhazes) (864-930 C. E.) , Abu Raihan al-Biruni (9731048 C.E), Abu al-Nasr al-Farabi (870-950 C.E.), Ibn Ishaq al-Kindi (801-873 C.E.),
Abdallah Ibn Idrisi (1099-1154 C.E.), Ibn Musa al-Khwarizmi (780-850 C.E), were
among many versatile Muslim scholars who contributed to human civilization, through
knowledge in medicine, philosophy, arithmetic, geometry, astronomy, law, geography,
physic, sociology, pharmacy, chemistry, psychology and so on. They lifted the Islamic
civilization to great heights of achievement, inspired by Prophet Muhammad’s example
of treating the act of seeking knowledge as an act of worshipping Allah.
From another point of view, motivation is taken as a measure of how fully Muslims are
able to play the role of a ‘Khalifa’ or vice-regent of Allah in this world. The task of a
vice-regent of Allah is to be responsible in preserving and ensuring the well-being of
mankind and all other creations so that peace and harmony exists in this world. This task
has been ordained by Allah for Man since his creation was the best among all other
creations. Man is given the capacity of intelligence that supersedes any other creatures.
Hence, a Muslim’s motivation is to fulfil the responsibility of taking care of himself, of
other human beings and living things, and of the physical environment. When this
concept is applied to learning and achievement, a Muslim student’s motivation is to
realize his or her potential as a student so that he or she will be best prepared to take on
the role of a vice-regent of Allah later in his or her life.
Just as the secular perspective offers theories of motivation, the Islamic perspective also
explains some of the mechanics of motivation and recommends techniques on how to
enhance motivation. Based on the Islamic perspective, motivation requires individuals to
pay attention to four integrated aspects of themselves, i.e. physical, mental, and
emotional-spiritual. To become excellent Muslims, individuals have to work towards
realizing the maximum possible potential of all four aspects of themselves. An
individual’s advancement or progression towards reaching the maximum possible
potential is known as the process of purification of the soul, tazkiyatul nafs which
comprise of tazkiyatul al-Nafs, tazkiyatul al-Aql, and tazkiyatul nafs al-Jism. Each of
them is briefly explained below:
1.

Tazkiyah al-Nafs or purification of the soul
This includes processes such as prayer, zikir or repeatedly saying attributes of
Allah, fasting, tafakkur or contemplating on the creatures of Allah, remembering
death, jihad, and khidmah and tawadu’ or observing service and modesty to Allah.

2.

Tazkiyah al-Aql or purification of the intellect:
a.

Tazkiyah al-Aqaid (purification of faith)
It is required of a person to cleanse his/her intellect from all sorts of
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superstitious thinking, suspicions, and imaginings such as believing in
multiple Gods.
b.

Tazkiyah Asalib al-Tafkir (purification of thinking styles)
These include training individuals to have certain thinking styles. This
includes practicing self-criticism, making innovations, thinking in a
scientific manner and thinking collectively as opposed to individually.

3.

Tazkiyah al- Jism or purification of the physical self
This includes fulfilling bodily needs for healthy development.
(source: Hassan Langgulung, unpublished texts)

Techniques in Islamic counseling such as Muraqabah (self-control), Muhasabah (selfaccountability), Mujahadah (self-contention), and Mu’atabah (self-reproach) are
recommended for self improvement. There are also approaches recommended to motivate
individuals. These are:
1.

Qisah - using story telling so that learners can reflect on the lessons learnt from
the story and relate the lessons to their lives.

2.

Bashirah - giving good indications to learners on the rewards they would gain if
they achieve excellence in their lives.

3.

Nazira - reminding learners to adopt the attitude of gratitude by reflecting on the
many blessings they have received from Allah that enables them to function
effectively and enjoy their lives.

4.

Qudwah Hasanah - model good behaviour to learners.

The goals and objectives of the Student Learning Enhancement Unit (SLEU)
In view of the current literature on motivation and achievement from both the secular and
Islamic perspectives, SLEU has embarked on developing a curriculum that integrates
them both and has implemented its programmes through careful and detailed planning.
The goals of SLEU, together with the objectives which have been developed to translate
the goals into action, are as follows:
Goal 1: To motivate students to strive for comprehensive excellence in learning.
1.1

To reassert Islamic values towards learning based on the Islamic world9

view of motivation and aspirations.
1.2

To expose students to an integrated approach towards learning, taking into
account the Islamic and secular approaches to learning.

1.3

To inculcate values of personal and social responsibility towards learning.

1.4

To increase self-esteem and self-efficacy in approaching learning.

1.5

To become aware of and able to overcome self-defeating thoughts that
hamper learning.

Goal 2: To promote academic excellence among students.
Two strategies are used to achieve this goal. The first is to provide academic
support to students and the second strategy is to provide academic enrichment.
The objectives for each of the strategy are:
2.1

2.2

Providing academic support:
2.1.1

To provide academic assistance through the provision of academic
support services.

2.1.2

To diagnose, analyze and report students’ problems in their
learning.

2.1.3

To monitor and evaluate students’ academic performance before
and after participation in SLEU programmes.

2.1.4

To encourage positive peer influence as support and a model of
good behaviour.

2.1.5

To expose parents to communication approaches that could
provide support to their children to enhance their academic
achievements.

Providing academic enrichment:
2.2.1 To expose students to specific study skills to enhance their
learning.
2.2.2 To enhance students’ knowledge about themselves through
identification of their personality types and learning styles.
2.2.3

To foster self-directed learning by exposing students to self-
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regulated learning skills.
2.2.4 To organize interactive forums to enhance students’ academic
achievement.
2.2.5 To provide role models for students by inviting successful
individuals and/or alumni to share their experiences with students.
Goal 3: To develop a learning culture among students.
3.1

To create opportunities for students to become facilitators at camps and in
study-skills workshops.

3.2

To create interest in and provide training for students to become
facilitators.

3.3

To create opportunities for students to offer academic support services for
other students.

3.4

To encourage healthy interaction among students based on respect and
mutual cooperation, sharing and support in all activities.

3.5

To inform and promote SLEU activities through newsletters, a website,
and other means of communication.

3.6

To inculcate the value of love of learning through various programmes.

3.7

To create group affiliation through the creation of an exclusive elite club
for academic excellence.

A description of SLEU programmes
Based on the current literature and the Islamic perspectives on motivation, programmes
are created and organized to achieve the above goals and objectives. The following are
brief descriptions of the programmes as they are categorized under each goal.
Goal 1: To motivate students to strive for comprehensive excellence in learning
The programmes created under this goal are designed so that they are a
continuum. The same students are expected to experience all three programmes:
Take Charge! Charge Up!, and In Charge!. All of them are designed to motivate
students towards self-regulation in their learning. The following are descriptions
of each programme.
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1.1

Take Charge!

The Take Charge Programme is meant for newly enrolled students. The objective
of the programme is to uplift the student self-esteem and self-efficacy as IIUM
students. It is a one-day programme consisting of several two-hour sessions, and
exposes students to setting goals, stressing on personal choice, decision-making
and being responsible for one’s behaviour, developing learning strategies,
building good relationships with their peers and lecturers, and working in a team.
The programme prepares students to encounter the new experience of studying at
IIUM.
1.2

Charge Up!

SLEU has been conducting several motivation camps known as the Iflah Camp.
The word ‘Iflah’ is an Arabic word which means ‘moving towards success.’
There are two Iflah camps. The first camp, Iflah Camp 1, is based on the theme
Charge up! The camp consists of motivational sessions with the goal of preparing
students to face the challenges of academic life. The duration of the camp is 2 ½
days, 2 nights and is organized during weekends. SLEU has appointed several
post-graduate students and experienced trainers to deliver various exciting
sessions to students. The content of the camp include topics on problem solving,
overcoming fear and anxiety in learning, time management, identification of
personality type and learning styles, reflecting on the meaning of success from the
Islamic perspective, plagiarism at the university, and developing an action plan.
The approach used in delivering the topics is activity-based, and includes group
discussions, playing fun games, watching video clips, singing songs, answering
and self-scoring personality/learning style questionnaires, finding a ‘buddy,’ and
creating an individualized action plan.
1.3

In Charge!

The second camp, Iflah Camp 2, has yet to be implemented. However, its content
has been planned. The content will mainly focus on learning about self-regulation
techniques, though the approach used would not make the underlying objectives
of the camp obvious to the participants. SLEU plans the delivery of content to be
an exciting outdoor camping experience for students, with a special focus on a
cooking competition. The activity will simultaneously expose students to some
self-regulated concepts. Besides the cooking competition, the content of the camp
also includes a self-reflection session and a session on creative thinking based on
a project management topic. The duration of the camp is also 2 ½ days and 2
nights.
Goal 2: To promote academic excellence among students.
2.1

Academic support programmes:
2.1.1 Peer Tutoring Programme
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The Peer Tutoring programme was started in July 2004. This programme
provides academic guidance and personal support services to students. For
Semester 1, 2005/2006, SLEU appointed 50 tutors who conducted tuition
for more than 300 students from various faculties. The tutors were selected
from senior (3rd and 4th year) and Post-graduate students who excel in the
studies. Tuition was conducted at SLEU office and the tutors were paid by
the hour. Students can request any subjects for tuition for a maximum of
three subjects and are charged a minimal fee for using the service. This
programme is specifically designed to help students to excel in their
studies.
2.1.2

Language enhancement programme

Obtaining language proficiency in both the English and Arabic Language
is imperative for IIUM students, since the languages are used as the
medium of instruction in all academic activities at the University. Student
language proficiency directly contributes to their academic achievement.
Hence, SLEU in collaboration with a language centre at IIUM, provides a
Language Enhancement Programme for students who need assistance in
enhancing their English and Arabic Language proficiency. SLEU has
appointed Language Coaches from selected senior and post-graduate
students who are capable of coaching students and the coaches are paid by
the hour.
2.1.3

Writing assistance programme

The Writing Assistance Programme is meant to help students produce
good academic writing in their assignments, research projects and theses.
This programme shows students how to present their writing in a better
and more attractive format. The programme also provides an editing
service for students who want their writing assignments to be proof-read
to produce better, clearer and correct language.
2.2

Academic enrichment programmes:
2.2.1

Study skills workshops

Besides providing academic support, SLEU also offers students learning
enrichment programmes such as the study skills workshops. The main aim
of these workshops is to provide students with specific study skills in areas
where they are weak. They include writing, reading, note taking, using
mnemonics as memorization techniques, presentation skills, taking tests
and exam strategies, and stress management skills. Each topic is delivered
in a one-day workshop which is usually conducted on a weekend.
Refreshments are provided to the participants and participation in the
workshop is free and open to all IIUM students. The workshop allocates
13

space for 40 participants and participants of the Iflah camps are strongly
encouraged to attend the workshops.
2.2.2

Forums

This is a programme that invites a panel of experts/experienced
individuals and/or successful alumni to talk and interact with students
based on certain topics. The programme is a two or three hour-session
conducted at night during weekdays. SLEU invites alumni and
academicians to be on a panel consisting of three members and appoints a
moderator to initiate the discussion. The topics are relevant to students’
life on campus and relate to academic achievement.
Goal 3: To develop a learning culture among students
A culture is developed in a population based on the members’ interaction, sharing
of information and values, and support of one another. All of the abovementioned programmes are geared towards developing a dynamic learning culture
among students. However, specific steps are also taken to facilitate the process.
Some of these include programmes that have yet to be created, designed and
implemented. SLEU plans to organize ‘a love for books’ activity and to form an
achievement-oriented elite club.
SLEU has also taken the following steps to encourage the development of a
learning culture in students. They are:
3.1

Newsletter

A newsletter containing information about SLEU programmes, students’
subjective feedback and picture presentation of their participation in the
programmes is created to encourage students to come to SLEU. The newsletter is
to be produced twice a year and will be distributed to every faculty, department,
and unit at IIUM.
3.2

Website

SLEU has also established its own website containing pages of information on its
goals and objectives, programmes, a gallery of pictures of students’ participation
in various programmes, announcements of upcoming events, and job vacancies at
SLEU.
3.2

Training of Trainers (TOT)

As many of SLEU programmes are using students as resource persons, special
TOT programmes are created to train selected students in the specific tasks they
agree to undertake for SLEU. For example, SLEU has organized a programme for
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student coordinators who help to coordinate the Iflah camps. In the training,
students are trained to become group leaders who manage the time, discipline, and
the various activities of the groups at the camp. They are also required to make
brief speeches and give instructions to participants of the camps. In the near
future, SLEU will also organize a programme to train students in becoming camp
facilitators/speakers who conduct some of the sessions at the camp. Some postgraduate students have already been appointed as facilitators for some sessions at
the Iflah camp and in the study skills workshops. SLEU has also provided training
for students to become coaches for the language enhancement programme. In
giving students training, SLEU is providing the opportunity for them to have a
first hand, practical experience of becoming a leader in the various programmes.
Curriculum organization
Based on the above goals and objectives, SLEU’s curriculum is organized in concentric
rings that represent all its activities (see diagrams 1 and 2 below). Diagram 1 shows the
goals of SLEU arranged in concentric rings. Goal 1 is Motivation and is at the core of the
rings, stressing the most important aspect of SLEU activities. Motivating students to
strive for excellence in their learning creates the drive in students to seek academic
assistance.
Consequently, when Goal 1 is successfully achieved, it will lead to Goal 2, the middle
ring which is to attain high academic excellence. Programmes are created to promote
group cooperation and academic support among students. When the programmes become
popular and expand through increased participation by students, it is hoped that they will
create a wave that ripples through the general student population and consequence in a
learning culture, thus achieving Goal 3. Specific programmes are also planned to
maintain the learning culture.
Diagram 2 shows the curriculum content organized according to the three goals. The
content and organization of programmes are represented by concentric rings A, B, C, and
D. The contents are as follows:
A:

Motivational programmes such as the motivation camps (Iflah camps 1
and 2) and the ‘Take Charge’ programme.

B:

Academic support programmes such as the peer tutoring, language
enhancement, writing assistance programme, statistical & mathematical
assistance programme (yet to be developed).

C:

Academic enrichment programmes such as study skills workshops and
forums

D:

Developing a learning culture programmes such as newsletter, training of
trainers programme, an elite achievement club (yet to be organized), book
review and sharing sessions (yet to be organized).
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Diagram 1: Goal orientation

GOAL 1

GOAL 2

GOAL 3

The benefits students’ gain from SLEU programmes.
Students have gained many benefits from their participation in SLEU programmes. The
motivation programmes have changed their attitude, especially in taking responsibility
for their own learning. This could be observed from the positive feedback SLEU
personnel have received from interacting with the students.
A
B
C
D

Diagram 2: Curriculum
content and organization

There has also been an increase in the number of students seeking academic support at
SLEU. For example, in the first semester of implementing the peer tutoring programme,
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i.e. July-November 2004-2005 session, 101 students registered and received tuition at
SLEU. In the following semester 2, April-July 2004-2005 session, this number increased
to 303 tutees. There was a further increase to 375, in the semester 1 2005-2006 JulyNovember session and the number is expected to increase further in the next long
semester which will commence in December 2006. The increased student participation
shows that the programme has succeeded in convincing many students that seeking
tuition at SLEU is beneficial to their academic progress.
SLEU has also collected and analyzed data on student academic achievement, i.e. their
CGPA. The data on the peer tutoring programme conducted in semester 2, 2004-2005,
indicated that 161 tutees out of the total 303 tutees, had an increase in their CGPA. The
remainder who did show an improvement in their CGPA were found to be those who
registered for tuition late in the semester or had personal problems that interfered with
their performance in the final examination. The result is promising for SLEU, considering
that the peer tutoring programme has just started and therefore could be improved in the
future to help more students to improve their academic performance.
Students’ feedback on the evaluations conducted after each Iflah camp has also been
encouragingly positive with most of the participants rating the various sessions highly
(80%-90%). The evaluation included the content and method of delivery of the
facilitators for each session. More importantly, SLEU personnel who attended the camps
reported students’ subjective comments such as how the camp has changed their general
perspective on life and specifically, their motivation for success. Though it is difficult to
capture these subjective evaluations, SLEU will in the future work towards conducting a
qualitative evaluation to show the emotional impact of its programmes on students. At the
moment, it is sufficient to record students’ increased participation in the academic
support and enrichment programmes as an indication of SLEU’s success.
Another benefit of SLEU programmes to students is that the students who acted as
SLEU’s facilitators, group coordinators, tutors and language coaches, reported that they
were motivated by the improved results of the students under their care and
responsibility. Apparently, the students who are appointed as SLEU’s ‘agents,’ also stand
to gain by participating in its programmes. The student camp facilitators requested SLEU
to expose them to more training so that they could become professional facilitators of
motivation camps like the ones organized by SLEU. In addition, the student tutors
reported that they too have improved their understanding of certain topics in their subject
discipline as a result of having to teach other students on the topics. Last but not least, the
appointed students were also paid for giving their service by participation in SLEU
programme. Some of them were paid by the hour while others by task completion. The
payment, though not substantial, has helped the students to pay for their tuition and other
living expenses.
Conclusion
In conclusion, SLEU has benefited students in many ways by implementing various
programmes. By careful planning of its curriculum based on current theoretical
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perspectives on motivation and achievement, both from the Islamic and secular
approaches, SLEU may one day achieve all of its goals and objectives. In doing so SLEU
will live up to its motto of ‘We care’ to all students and it may also realized the vision
and mission of IIUM, i.e. to achieve comprehensive excellence in education.
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Introduction
Markowitz laid the groundwork for Modern Portfolio Theory (MPT) in the 1950s.
His paper, Portfolio Selections (as cited in Armstrong 2002), demonstrated that risk could
be measured not only at the individual security level, but also at the level of the portfolio
(Armstrong 2002). According to Armstrong, by measuring risk at the portfolio level,
analysts can understand the relationship of various ‘asset classes’ of securities, how these
‘asset classes’ interact with each other, and thus make informed choices about how to
diversify a portfolio to optimize a realistic and level rate of return over time. That is,
MPT indicated it was more important to diversify securities in ‘asset classes’ that
provided a measurable rate of return over time than it was to predict how an individual
security might specifically add value within a portfolio. These classes tended to have
inverse relationships with each other, such as stocks vs. bonds, so that, over time, when
one class was losing another class was gaining return. In this fashion, a steady rate of
return could be predicted without having to ‘guess’ which particular ‘asset class’ would
provide the greatest rate of return at any one time.
Modern Portfolio Theory revolutionized investing for the typical investor
(Armstrong 2002). No longer did individual investors have to rely on esoteric predictions
by commissioned stockbrokers. Individual investors could make money simply by
diversifying a portfolio and spreading risk. As long as investors maintained a steady flow
of capital into identified ‘asset classes’ in specific percentages, these investors could
more or less be guaranteed a measurable rate of return over time. Investors could spread
their own risk within MPT by customizing the percentage allocated to each asset class.
For risk-adverse investors, higher percentages of investment would be allocated into

classes with less risk. Over time, this might mean less return but less risk would be
involved. Similarly, investors willing to take on more risk could allocate investments
with a higher percentage of capital in classes with more risk but perhaps gaining a greater
overall return.
The purpose of this white paper is to posit how lessons learned from Markowitz
and MPT can provide a theoretic basis for designing delivery models for distributed
learning. By allocating tools by percentage based on an understanding of what classes of
tools work best with what strategies and learners, delivery models can be designed that
optimize the learning environment for all learners and not simply the most self-motivated
ones. This paper will connect the asset class approach of Modern Portfolio Theory to
logical classes of distributed learning delivery and online teaching strategies.
Multiple Intelligences and Online Teaching Strategies
Howard Gardner provided an unique and useful way for looking at how students
learn, and, more importantly, for designing classrooms that take into account the multiple
ways in which students learn (Gardner 1993). Originally conceived in 1983, Gardner
currently has nine identified intelligences:
1. Linguistic Intelligence: the capacity to use language to express what’s
[sic] on your mind and to understand other people.
2. Logical/Mathematical Intelligence: the capacity to understand the
underlying principles of some kind of causal system, the way a
scientist or a logician does; or to manipulate numbers, quantities, and
operations, the way a mathematician does.
3. Musical Rhythmic Intelligence: the capacity to think in music; to be
able to hear patterns, recognize them, and perhaps manipulate them.
4. Bodily/Kinesthetic Intelligence: the capacity to use your whole body
or parts of your body (your hands, your fingers, your arms) to solve a
problem, make something, or put on some kind of production.
5. Spatial Intelligence: the ability to represent the spatial world internally
in your mind.
6.

Naturalist Intelligence: the ability to discriminate among living things (plants,
animals) and sensitivity to other features of the natural world (clouds, rock
configurations).

7. Intrapersonal Intelligence: having an understanding of yourself;
knowing who you are, what you can do, what you want to do, how you
react to things, which things to avoid, and which things to gravitate
toward.
8. Interpersonal Intelligence: the ability to understand other people.
9. Existential Intelligence: the ability and proclivity to pose (and ponder)
questions about life, death, and ultimate realities. (Adapted from PBS
2004 para 3 - 11)
Gardner’s Theory of Multiple Intelligences is generally accepted to be a sound method by which instructors
can design curriculum customized for the learning capacities of many students. For example, an instructor
might modify a traditional lecture-based approach to teaching a skill by including opportunities for learning
through collaboration, deepening learning through reflection, and/or using graphics and multimedia. In this
fashion, a broad range of student intelligences can be addressed assuring more students would be able to

learn the material than just those with a high degree of Linguistic or Logical Intelligence as typified in
traditional educational settings.
Similar to Multiple Intelligences, Menchaca (2002), by conducting an evaluation of an online
Master’s degree in Educational Technology, discovered that students were most successful learning online
when exposed to a broad range of technologies and teaching strategies. Menchaca related that students
were not skilled in all tools, but by operating within a system utilizing multiple tools, students would have a
greater degree of success finding those tools with which they were most comfortable learning. The
evaluation identified four major categories of tool usage: face-to-face interaction (traditional class,
community-building retreats, advising); synchronous interaction (chat rooms, phone conferences);
asynchronous interaction (discussion forum, electronic mail, collaborative software); and interaction with
web-based content (web sites, PDFs, multimedia). In many ways, the tools with which students learned best
addressed their multiple intelligences. The study noted that students’ who liked using the chat software
(synchronous) did not always like the discussion forum (asynchronous) and vice versa. Relating to the
Theory of Multiple Intelligence, this would make sense given that predominantly synchronous learners
likely possess a high degree of Interpersonal Intelligence while predominantly asynchronous learners likely
possess a high degree of Intrapersonal Intelligence. Using an Empowerment Evaluation methodology
(Fetterman et al. 1996), Menchaca’s evaluation triangulated data from multiple stakeholders (students,
faculty, and administrators) and related the following major findings:

•

•

•
•

Technology tools in distributed environments should appeal to
multiple learning styles of students. Critical tools included:
synchronous environments, asynchronous environments, and webbased content. Technology tools enhanced learning, creating an
environment often superior to traditional formats.
Appropriate strategies in distributed environments included:
processing content, discussing content, problem-solving through
collaboration, reflecting, and building a community of learning.
Learning in a social context was critical to the success of online
learning.
Face-to-face interaction was crucial for establishing a community of
learning.
Tools and strategies complement each other, including using web-based media for
processing content, using synchronous tools for discussing content, using
synchronous tools for problem-solving through collaboration, using asynchronous
tools for reflection, and using synchronous tools and face-to-face interaction for
building community. The utilization of specific tools with appropriate strategies
deepened student understanding and strengthened their ability to solve complex
problems. (2002 p. xvii – xviii)

In order to better identify optimal delivery models, Menchaca posited that certain
strategies worked best with certain tools and provided a graphic representation of how
these tools and strategies interacted (Fig. 1). The following is an excerpt explaining the
figure (Fig. 1):
Figure [1] displays the most effective tools and strategies and their interaction. The tools
that students consistently determined to be most critical were: (a) face-to-face interaction,
(b) synchronous communication, (c) asynchronous communication, and (d) web-based
content. The strategies students consistently determined to be most effective were: (a)
discussion, collaboration, and community-building, (b) reflection, and (c) assessment.
The diagram displays how these tools and strategies typically interacted in the program.
Recorded information, in the form of synchronous chat logs, asynchronous discussions,
web-based content, email communications, multimedia presentations, and even face-toface meetings, could be processed in many ways using the tools available. Certain tools
worked best with certain strategies. For example, discussions, collaboration, and
community-building were best conducted using synchronous tools or face-to-face

interaction, while deep reflection was best accomplished using asynchronous tools. (p.
200)

Web-based
Content

Asynchronous
Tools

Synchronous
Tools

Face-to-Face

Recorded
Information

Strategies
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Collaboration &
Community

Tools

Reflection

Assessment

Figure 1: A model for understanding the interaction of tools and strategies. (from
Menchaca 2002 p. 201)
Although the matching of particular strategies to specific tools is useful when designing an online
delivery model, one might take the study even one step further and match Gardner’s Multiple Intelligences
with the four identified major categories of tools. In short, knowing that the Theory of Multiple Intelligence
provides a powerful way in which to design curriculum, it might equally provide a comprehensive method
for designing distributed learning environments that appeal to students’ wide range of learning abilities.
The following table (Tab. 1) links the categories identified by Menchaca with the Multiple Intelligences
most likely addressed within those categories.
Delivery Method

Multiple Intelligences Addressed

Face-to-face interaction
Synchronous interaction
Asynchronous interaction

Linguistic, Kinesthetic, Interpersonal
Linguistic, Kinesthetic, Interpersonal
Linguistic,
Logical,
Intrapersonal,
Interpersonal
web-based Logical, Musical, Spatial, Intrapersonal

Interaction with
content
Table 1: Matching Teaching Delivery Methods to Multiple Intelligences

Gardner (1993) notes that not all students possess all intelligences. However,
most students have strengths and proclivities toward at least one, if not many, of the
intelligences. Therefore, designing curriculum that integrates a broad spectrum of
intelligences provides the greatest possibility for student success. Similarly, designing
distributed learning environments that integrate multiple tools addressing multiple
intelligences would necessarily provide the greatest possibility for students to achieve
within the system because students with strengths in certain intelligences will thrive when
engaging in those tools and strategies that directly address their intelligences. In short,
using a theoretic approach based on multiple tools and intelligences could help design
optimal distributed learning environments.
Below are two possible cases that illustrate the point.
Case 1: Miguel possesses strong abilities in the Kinesthetic and Interpersonal
Intelligences. Relating this to the table (Tab. 1), Miguel most likely thrives in face-to-face
and synchronous environments. He is motivated when he is able to move around and
interact with others. In an environment where he is restricted to interacting only with
content and engaging mostly in reflection, Miguel most likely would not fare well.
However, in an environment in which he is offered multiple tools that engage multiple
intelligences, Miguel can show an instructor he can do well in certain situations even if
he might be challenged in others. Miguel does not have to be skilled and successful with
every tool to achieve success in a multiple tool environment.
Case 2: May possesses a high degree of Logical and Intrapersonal Intelligence.
She prefers to read and reflect on her own. She is shy and quiet in group settings. In the
past, instructors have mistaken May’s shyness for a reluctance to participate in class and
assumed she did not prepare adequately for discussions. In an online environment using
multiple tools, May is able to reflect and participate without having to directly interact
with her peers in a face-to-face setting. Instructors using asynchronous tools discover that
May has a strong ability to synthesize multiple conversations and reflect deeply on course
content.
While the two cases above are fictionally presented to merely illustrate a point,
students possessing such intelligences certainly exist. A multiple tool, multiple
intelligence approach to online delivery certainly would help such students succeed.
Conclusion
The ability to critically analyze tools and strategies and how these address
multiple intelligences provides a firm basis for a theoretic approach to designing optimal
delivery models for distributed learning. One might call such a theoretic approach: PostModern Distributed Learning Theory. Just as in Modern Portfolio Theory, students can
have strengths (higher rate of return) in one tool while perhaps not faring well (negative
rate of return) in another. However, by diversifying tool usage (spreading the risk),
students can become successful overall (a positive, measurable rate of return over time).
Post-Modern Distributed Learning Theory (PMDLT) provides an interesting
possibility for looking at the design and success of distributed learning environments.
However, the Theory is only identified in this white paper and extensive further research

must be conducted to determine specifics and its actual merit in practice. For example,
the question of the optimal percentage of tool usage was left unanswered in the study
conducted by Menchaca (2002). The study roughly allocated the identified tools in the
following fashion:
Face-to-Face Interaction
25%
Synchronous Interaction
20%
Asynchronous Interaction
33%
Interaction with Content
22%
However, the study did not attempt to determine whether this was or was not an optimal
configuration. That will be left for future research.
Finally, relating Post-Modern Distributed Learning Theory (PMDLT) to existing
delivery models, one might predict that the most successful programs utilize a variety of
tools and strategies. Conversely, one might also predict that the highest dropout or noncompletion rates occur where delivery models rely heavily on too few tools (e.g., using
web-based content and asynchronous interaction only). Further study should be
conducted to see if PMDLT indeed is an accurate predictor of course or program success.
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Five Essential Components Necessary for Preparing
Career-Changers for Effective Teaching
Dr. Gordon Mendenhall
Dr. Angelia Ridgway

Abstract: If an unexamined life is not worth living, an unexamined educational program is not worth
implementing. The five essential components necessary for preparing career-changers for effective
teachers is our framework for that self-examination. We believe our Master of Arts in Teaching
(MAT) program should be candidate-centered in its decision-making, focused on character building,
integrity, and authenticity and embrace diversity. Furthermore, we believe our candidates and we
should be reflective in our practice and should focus our outcomes on the potential for service to
others.

Five Essential Components Necessary for
Preparing Career-Changers for Effective Teaching
Dr. Gordon Mendenhall
Dr. Angelia Ridgway

The Master of Arts in Teaching (MAT) Program at the University of Indianapolis,
directed by Dr. Gloria Ameny-Dixon, was initially the vision of Dr. Lynne Weisenbach, Dean of
Education, who studied MAT programs during her sabbatical study leave. Drs. Mendenhall and
Ridgway are assistant professors on the MAT faculty. Each of these lifetime educators moved
from their successful positions in secondary teaching to the challenges of higher education and
the specific goal of preparing career-changers for effective secondary/middle school teaching.
We are sharing our passion for teaching adolescents with adults who bring commensurate
passion as candidates in our program. The purpose of this paper is not to review a compilation
of program data, curriculum sequences, or candidate demographics, but rather, to share the
essential principles that have guided our program, now in our fifth year, to produce effective and
highly qualified teachers.
We will explore the five key principles that we believe are essential in preparing
effective teachers, how these components relate to our department’s conceptual framework, and
some of the logistical aspects of establishing an MAT program for career-changing adults. A
DVD that documents admission criteria, program overview and candidate testimonials is
available at the poster session associated with this publication.

Candidate-centered
The first essential component is the practice of putting our candidates at the center of
each and every administrative and programmatic decision. These decisions can exist at several
levels of organization with competing considerations for individual candidates, cohort well being
and collaboration, and program integrity. Creating a continually improving program for our
candidates is our goal both in a short and long-range timeline. Madeline Hunter used the
analogy of “leaving on the bus without the kids” to communicate the irony of a teacher’s
preoccupation with their own agenda without full consideration of his/her students. Teaching
without learning is like selling when nothing has been bought.

Since our candidates are adults who range in age from 23 to 59 years, our program is
designed to serve adult learners who are resourceful and purposeful learners whose transitional
learning is often in response to significant change. The age range of our candidates means that
the kinds of “significant change” involved can vary across nearly two generations. A program
can be effective only if it understands the nature of its learners. Since our candidates’
motivations center on their future work, their learning experience needs to be consistently related
to their new occupation. Although basic psychological needs may not change throughout a
lifetime, experiences vary with age. It is critical to integrate our candidates’ life experiences into
our instruction and embrace viewpoints from candidates in different life stages. Although our
candidates are often very self-directed and capable of learning from others in a group, the faceto-face access to an expert has no substitute. In contrast to the traditional educational program
concerns with the underdeveloped maturity of undergraduate students, we encounter adult

challenges such as the birth of twins, financial hardship, care and death of parents, or a family in
transition with life roles.
We accept candidates who we believe can become exceptional teachers, even if
they have some minor weaknesses such as poor preparation in writing or in content mastery. We
provide our students with a support system where they can grow from entrance level skills, to a
skill consistent with successful teaching. We provide them with computer programs to support
their entry-level skills, an on-campus writing lab, and program organization that allow their
colleagues to become their local support community from entrance to graduation.
In addition, our Beginning Teacher Support Program (BTSP) brings previous cohort
members, who are now teaching, to campus to celebrate their successes and mentor the next
group of aspiring teachers.
We try to keep the skills and knowledge that we want our students to achieve in focus.
Drs. Mendenhall and Ridgway have collectively taught successfully in public and private
secondary and middle schools for over 40 years. We have chosen to prepare teachers not
because we were unsuccessful with our own secondary students but because we were successful,
award-winning teachers. Our curriculum is designed to share those experiences in preparing
well-rounded and skilled teachers. This goal is achieved through systematic planning by our
faculty members and by sharing materials, pedagogy and concerns through benchmark
conferences, meetings and e-mail. Because our students remain mostly “in-house”, nearly all
course content and curriculum sequence is tightly monitored. That is, the faculty members and
our administrative assistant monitor the progress of the students from their initial entrance
interview through the first year of teaching.

In response to the question, “What do you teach? Most teachers will answer with their
disciplinary content. We often suggest the more accurate answer is that you teach children or
students first. The underlying idea is actually appropriate in that we do think of candidates first
as our primary investment. When our candidates experience a program that is centered on their
learning, they soon recognize their mission, as a teacher is to provide that support in the same
way for the students they will teach.

Focus on character building, integrity and authenticity
We want our instruction to be authentic, real to the life of the classroom and always
transferable to the 7-12 grade setting. We strive to serve as pedagogical models for our students.
We attempt to make our “thinking like a teacher” transparent as we design each lesson and teach
it. Our goal is to “walk the talk” as we instruct our students in lesson design, instructional
strategies and appropriate formative and summative assessment. Our persistent request is for
students to always ask, “what impact does this have in a classroom?” Decisions related to course
delivery, grades and assessments are made using our secondary experience as a guide. We teach
our students how their future learners will react to their classroom actions. Our candidates
experience learning in a way that positively influences the way they will teach. We design our
instruction to teach academic content and pedagogy simultaneously with a transparency that
becomes integral to our instruction.
We support Hersch’s (1998) notion that “teachers must know how to connect with
today’s students-many of whom face a wide range of challenges.” We believe our adult students
will increase their understanding of adolescents as they get more involved with a variety of
students in classroom, social, and cultural settings. From their first semester, our MAT

candidates are involved in observation and participation in both schools and social settings where
adolescents learn and play. Our students engage in an analysis of teaching and learning in
classroom settings and they apply our course theories to their experiences with adolescent popculture, social life and work world scenarios.

Embracing diversity
In the MAT Program, we see diversity as strength, not a weakness. We embrace
diversity in our faculty members, our candidate population, our guest speakers, our student
teaching placements, and in our formal coursework. We include a variety of theoretical
perspectives from “A Framework for Understanding Poverty” (Payne,) to multiple intelligences.
We work with local and campus leaders who are particularly effective in communicating aspects
of cultural competency. We are responsible for preparing our dominant culture candidates to
serve in schools where the majority of students are from minority culture. We also recognize that
diversity is not just ethnicity, but a multitude of characteristics including gender, socioeconomic
status, athletic, academic, and linguistic backgrounds, learning styles, age and skill sets. Clear
emphasis is also place on serving students with special needs. Key elements of our instruction
and portfolio preparation involve accommodations for students with special needs.

Reflective practice that includes the whole person
The first paper written in the MAT program is assigned the title” Who are you, and why
should you be my teacher?” Each candidate writes this paper as an answer to the 16-year-old
who will greet his/her teacher on the first day of school. The question lingers as our candidates
explore what it means to be a teacher.

This reflective theme permeates our program. We ask students to reflect on themselves;
their personal and professional development. We ask candidates to create a video that
summarizes their growth as a teacher through the experiences of their first year in the program.
We ask our candidates to write a letter to themselves at the end of the first year before they begin
their student teaching experience. We return those letters when they begin their last course of
the program. The faculty members of the MAT Program try to model this by being very
reflective through the use of considerable feedback from our candidates. A continuous review of
our courses, and our interaction with and our compliance with the standards of NCATE is our
constant concern.
Our cooperating teachers are prepared through a workshop format to understand the
unique needs of guiding an adult student teacher. In addition, with the support of a local grant,
we are able to invite first-year teacher mentors who are graduates of our program, to campus.
The feedback of these first year teachers provides data on MAT Program effectiveness as well as
instruction and inspiration to our present candidates.
A Service Model
As our conceptual framework logo illustrates, leadership is accomplished through
Service. The University of Indianapolis has the motto. “Education for Service”. M. Gandhi
said, “Be the change you want to see.” The essential dispositions of life-long learning, caring
for others, perseverance, teamwork, and responsibility are seldom learned without a visible,
model for them. Our staff members must be the model for the teaching we expect. There is
no room for three-hour lectures on “hands-on” constructivist
learning in an effective teacher preparation program. Another critical way instructors serve
their students is to model cooperation and collaboration. There is a sign ”The most important

thing a dad can do for his children is to love their mother”. As an MAT faculty group, we
believe one of the best lessons for our candidates is to care deeply about and visibly support
our colleagues.
The degree to which we meet these essential components determines our success in our MAT
program.
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Abstract:
This paper explores the potential of increasing staffing diversity by transitioning
student assistants into full-time positions. The analysis is based on literature, first-hand
experience as a hiring manager, as well as an interview with the USF Tampa Library
Human Resources Manager. This report will explore the way in which the USF Tampa
Library addresses or overlooks student employees as a resource for diversity.
Recent literature indicates that in general, library staff is an aging group, and
limited gains have been made to diversify in terms of racial and ethnic representation.
Student employment brings a significant number of temporary employees through
University libraries, of which many are unaware of permanent employment opportunities.
The discussion also indicates that student employment brings a higher percentage of
protected class applicants to the library, yet this data is not included in current
measurements that focus on full-time employees.
A number of steps are proposed, including outreach, training, advancement
through internal hiring and recruitment, and raising awareness of library careers for new
students. University Libraries are uniquely positioned to maximize the benefit of
employing Federal Work Study Program participants, whose low-income participants are
often persons of color. The impact of such measures could be tracked using statistical
measures such as those used for calculating protected class participation among full-time
employees. The findings and proposed strategies have positive implications to other areas
of university employment that are seeking to enhance their pool of applicants for
advanced positions. Finally, it is emphasized that management must be pro-active in
establishing these career paths and learning opportunities for students.
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Abstract
This study investigated three-year-olds’ understanding of the distinction between appearance and
reality. Previous research suggests four- and five-year-olds have a stable understanding of
appearance-reality. However, the research on three-year-olds’ competence in appearance-reality
is less clear. Two developmentally appropriate tasks were compared against a standard
appearance-reality task. Results indicated three-year-olds have a more sophisticated
understanding of appearance-reality than previously reported.
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Abstract
In the 2003-04 school year, more than 6 million students with disabilities--approximately 13
percent of all students--attended U.S. public schools. In an effort to improve the academic
achievement of all students, including those with disabilities, the No Child Left Behind Act
(NCLBA) of 2001 requires that states, districts, and schools are held accountable for their
students' academic performance. Like all students, those with disabilities must be included in
statewide assessments of achievement under the NCLBA. Assessments for students with
disabilities are also required under the Individuals with Disabilities Education Act (IDEA). States
must provide options to ensure that students with disabilities are included in annual assessments.
States need to offer accommodations to meet these students' needs, for example, by giving them
more time to take the same assessment as other students. States are also required to offer alternate
assessments that measure students' performance at the same grade-level standards or at below
grade-level standards.1 For example, students with the most significant cognitive disabilities could
1

The term below grade-level standards refers to alternate achievement standards.

be assessed on their knowledge of academic content, such as fractions, by having to split groups of
objects into two, three, or equal parts. Questions have been raised, however, about the extent to
which students with disabilities have been included in statewide assessments.
To obtain information on the extent to which students with disabilities were included in statewide
assessments and the implications of how these students were included for federal and state
education policy, we used multiple data collection methods. To provide a national perspective, we
reviewed and verified data on statewide reading assessments for the most recent school year
available, 2003- 04, from the State Consolidated Performance Reports provided by state officials
to the U.S. Department of Education. This included data from 48 states and the District of
Columbia on the participation rate of students with disabilities in assessments and data from 50
states and the District of Columbia on the types of assessments in which students with disabilities
were included. We also interviewed national education organization representatives and
assessment experts. Second, we made site visits to four states--Florida, Iowa, Massachusetts, and
Oregon--to collect in-depth information from state, district, and local officials. We selected these
states to obtain variance in the participation rate of students with disabilities in statewide
assessments, the type of alternate assessment data available in each state, innovative state
approaches to assessment, and the availability of state assessment data for students with
disabilities. We also analyzed documentation and legislation related to the assessment
requirements for students with disabilities.
According to data collected by the U.S. Department of Education, most students with disabilities
participated in statewide reading assessments in the 2003-04 school year. Of the 48 reporting
states and the District of Columbia, 41 states reported that at least 95 percent of students with
disabilities participated in the statewide reading assessment. The remaining states and the District
of Columbia reported lower participation rates. Two states did not provide participation rate data
for students with disabilities in a usable format. State participation rates for students with
disabilities were generally similar to participation rates for all students. Most students with
disabilities took regular reading assessments, and relatively few students with disabilities took
alternate assessments. However, officials in two site-visit states reported that they were not using
alternate assessments based on grade-level standards. Finally, two of the four states that we
visited, Massachusetts and Oregon, used innovative approaches to measure the performance of
students with disabilities, according to special education experts. For example, Massachusetts used
an alternate assessment that lets students with widely varying abilities demonstrate their
understanding of the same content standards.
In conclusion, NCLBA seeks to make fundamental changes in public education by challenging
federal, state, and local education officials to improve student performance. Specifically, NCLBA
focused attention on the academic performance of all students, requiring that the performance of
groups, such as students with disabilities, be considered in determining whether schools meet state
goals. IDEA has also emphasized the importance of assessing the academic achievement of
students with disabilities. According to data collected by the U.S. Department of Education, most
students with disabilities participated in statewide reading assessments in the 2003-04 school year.
However, officials in two site-visit states reported that they were not using alternate assessments
based on grade-level standards. As a result, some students with disabilities may not have been
provided the most appropriate type of assessment to measure their achievement.
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Mihans II, Richard J. & Thornburg, Amy. The Relationship between Elementary Teacher
Education Graduates’ Satisfaction with their Teaching Preparation, Initial Teaching
Positions and Retention. (2005)
This study examined for relationships that existed among elementary teacher
education graduates’ satisfaction with their teacher preparation, initial teaching positions,
and retention in the field. This study examined 91 elementary teacher education
graduates from a large southeastern university. Students received a Bachelor’s degree in
Elementary Education (K-6) and graduated between the years of 1993-2000.
729 graduates received an introductory letter explaining the study with a web link
in which to access the online survey. The online survey consisted of both Likert-scaled
and open-ended items. The online survey was designed to analyze both teacher
preparation (pedagogical knowledge, content knowledge, and clinical experiences) and
teacher job satisfaction (supervision, colleagues, working conditions, pay, responsibility,
work itself, and recognition) components. The sample who participated in the online
survey was split into two groups: stayers and leavers. Both quantitative and qualitative
data were analyzed between and within subject factors.
Previous research has suggested that there are two major reasons for high attrition
rates among classroom teachers: 1) teachers who lack quality preparation (DarlingHammond & Sclan, 1996; Stempien & Loeb, 2002; Wrobel, 1993); and 2) teachers who
are dissatisfied one in the teaching profession (Bentancourt-Smith, Inman, & Marlow,
1994; Gritz & Theobald, 1996; Williams, 2003). This study further examined these
aspects and set out to discover if other factors contributed to teacher retention and
attrition.

This research will be completed in November 2005, but preliminary findings
suggest that teachers who leave early within their career, report not feeling fully prepared
to handle the responsibilities of the teaching profession. Teachers who leave later in their
career, report feeling prepared for their initial teaching position; however they have
become dissatisfied with the teaching profession. The teachers who remained in the
teaching profession report feeling both prepared for and satisfied with the teaching
profession. Each participant was able to identify main reasons for remaining in or
leaving the teaching profession. This research will offer much insight into other factors,
not cited by previous research, which can attribute to teacher retention and attrition.
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“…children hunger for meaning, and get turned off by education when it
ceases to be meaningful to them.”1
Education is in a crisis. The media reminds us of this every day with
stories documenting recent test scores, annual yearly reports and teacher
layoffs. However, the problem is much larger than these reported or any that
lie in problems of funding, standards implementation or literacy scores.
Classrooms around the country are filled with bored, apathetic and
unmotivated students who see little meaning or usefulness in school. The
purpose of school has become solely an extrinsic one; “I have to go to school
so I can get a good job.” Schools must move from being institutions that give
students extrinsic meanings to institutions that provide students with the
necessary circumstances and tools that will allow each to personally construct
meaning in their own learning and lives.
The continued irrelevance and disregard of the students’ experiences,
questions and ideas by schools has too often left them with the inability to
think responsibly for themselves; the school has told them what to think and
why to think it. The meanings students strive to attain have been prepackaged
by the textbook curriculum, and when they attempt to reason for themselves,
they are given no time or tools to do so. In short, the school, teachers and
curriculum do not trust the student or view their questions and insights as
having educational significance.
“What the school does succeed in introducing into the child is… a
distrust of any intellectual powers of his own other than what it takes
to cope with problems formulated and assigned to him by
others…The child distrusts not only his own intellectual capacities,
but those of his classmates as well.”2
Schools encourage students to be uncritical consumers of
information rather than people who can think for themselves. This causes
students to develop an identity that encourages them to rely on outside
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influences to create who they are. They are told what to do in order to be
“successful,” while being robbed of an opportunity to create and/or find their
identity within the structure of academics. In the traditional idea of the school,
the student’s personhood is completely ignored; their interests, questions,
comments, experiences, beliefs, and curiosity, all of which are aspects of the
person, are disregarded. The institution does not rely on or even use these
elements of the person in their own “education.” It simply provides the student
with the “meaningful” things that will make them a successful person. How
can you make a successful person if you do not even know what that person
needs to be successful, or do not explore what is meant by “success”?
To determine if these attitudes characterized my students, I
administered a survey on the first day of class to examine their reasoning
skills, attitudes towards school and how significant they think school is to
other areas of their life. On these initial surveys, in addition to providing little
or no reasoning to explain their answers, an overwhelming majority of my
students thought school, as well as my class, had no meaningful connection to
their lives outside of school. They believed school was boring, but necessary
to go to college and “make a lot of money.” Sounds familiar doesn’t it?
Although it is important for the curriculum to prepare students for life after
high school, it does not necessarily mean school has to be boring and
disconnected.
By no means am I suggesting that the curriculum be thrown in the
trash and the students be given free reign in the classroom! However, what I
sensed was needed to make school personally meaningful for students was to
provide them with tools that help them develop their ability to construct
meaning for themselves, in addition to a nurturing environment in which it is
safe to do so. Until these necessary conditions are established, it seems to me,
schools will fail to provide what the student really needs, and these
consequences will be far reaching; a nation full of people who rely on
medicine, alcohol, drugs, constant career changes and broken families in order
to search for a instrument that will provide them with the meaning they never
learned to create on their own.
“Something must be done to enable children to acquire meaning for
themselves. They will not acquire such meaning merely by learning
the contents of adult knowledge. They must be taught to think and, in
particular, to think for themselves. Thinking is the skill par
excellence that enables us to acquire meanings.”3
How do we get there?
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The solution does not involve teaching students about good thinking
or reasoning skills through prepackaged programs with workbooks and
worksheets, nor does it mean structuring the curriculum only around students’
interests. To address problems in engagement and reasoning, the curriculum
must encourage students to personally construct meaning through the practice
and improvement of their thinking and reasoning; enter Philosophy for
Children.
It is virtually impossible to categorize Philosophy for Children (P4C)
simply as a curriculum or program. It has grown well beyond its founder,
Matthew Lipman’s original approach, into a limitless and extensive worldwide
movement that has been adapted and expanded to serve the various
populations across the globe. In particular, P4C has been evolving to meet the
needs of Hawaii’s students since 1984 and is currently developing an identity
of its own. However, P4C remains a disciplined effort to teach children to
think more deeply by engaging them in thoughtful discussions with each other.
“It is based around the notion that they must construct meanings for
themselves, rather than simply accept those which are handed down to them.”4
The use of philosophical dialogue in an intellectually safe community of
inquiry sharpens students’ abilities to think for themselves, allowing them to
create personal meaning in the world around them.
The Community of Inquiry
“At the heart of philosophy is…dialogue… This is why education
cannot be divorced from philosophy and philosophy cannot be
divorced from education.”5
In doing P4C, reasoning skills are not taught out of context, but
through dialogue in a community of inquiry. For this to occur the community
must be intellectually safe. “In an intellectually safe place there are no putdowns and no comments intended to belittle, undermine, negate, devalue or
ridicule. Within this place, the group accepts virtually any question or
comment, so long as it is respectful of other members.”6 This understanding
gives way to a respect for opposing viewpoints and claims that often arise out
of an inquiry. Rather than having differences divert the direction of the
inquiry into an argument or popularity contest, an intellectually safe class will
recognize, examine and celebrate them. This awareness is necessary to create
a less intimidating classroom environment, allowing for all students to be
active contributors to the learning process.
To foster an intellectually safe classroom, I began to lay the
groundwork by arranging the desks in a large circle, allowing each student to
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better see and hear one another during the course of the inquiry. Additionally,
this allowed them to see each other’s nonverbal mannerisms, which often
increased their understanding of one another because they could see how they
were saying it.
Furthermore, on the first day I introduced the idea of
intellectual safety and emphasized that any act that infringed upon the
community’s safety would not be tolerated because this class would rely on
students feeling comfortable taking risks, showing emotion, asking questions
and giving personal insight.
On our first day together we created a “community ball,” which
would be used as a tool to facilitate discussion.7
The ball gradually
empowered the students to feel comfortable calling on each other, which gave
them increasing ownership of their inquiry. The rules of the ball were to be
understood and followed by all; the person with the ball could pass it to whom
ever he or she wished, however, no student was obligated to speak and had the
absolute right to pass. The ball enabled each student to have a voice and
assured they were heard by all members of the community.
Another important feature of the P4C community is its self-corrective
nature. In order to gauge the community’s growth towards being intellectually
safe for all students, the community conducted routine reflections and
evaluations. These reflections assessed the direction and depth of each inquiry,
individual thinking and personal participation, as well as the overall “safeness”
of the community. Rather than relying on the teacher to be the sole source of
assessment, the students’ own evaluations contributed to directing and
maintaining the community.
From the beginning, students’ interests, questions, concerns and
experiences were the directing force behind the inquiry. Their ideas were to
be considered, heard and tested by all members of this community. The
direction of knowledge on a topic would not be controlled by the teacher,
school or textbook, but developed sensitive to the progression of the students’
reasoning and thinking, expressed in the form of their questions, comments
and shared experiences presented in the dialogue of the community. I hoped
dialogue conducted in this way would encourage deeper thought and expose
students to experiences and ideas, which were often different from their own.
The exchange of ideas would give birth to a forum where students would be
able to practice using and honing their ability to reason.
Good Reasoning through the use of the Good Thinker’s Toolkit
It is necessary to understand that in P4C, improved reasoning and
thinking occur in conjunction with dialogue in the community, not
independently of it. In a successful P4C community, good thinking and
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dialogue develop together. In this context, students become willing to take
risks, honing their ability to reason, thereby contributing to the learning
community as a whole. In this setting, students learn more from each other
than they would from a textbook, novel or the teacher.
To learn in concrete ways what improved reasoning involves, the
students were introduced to and were provided multiple opportunities to
practice Thomas Jackson’s Good Thinker’s Toolkit (GTTK).8 Students learn
to be prepared to back up any claim or insight, such as an inference, with
relevant evidence or reasons to identify hidden assumptions and so on. These
are dispositions necessary to construct personal meaning, as well as essential
elements in inquiry.
What Happened?
Shortly after introducing the ideas of a community of inquiry and the
GTTK, the students read their first short story. From here, the students were
to participate in an activity called “Plain Vanilla.”9 Essentially, every student
was to pose a question about the story using the Good Thinker’s Toolkit and
the students were to vote on the question they most wanted to community to
focus their inquiry on.
The results were at once revealing and discouraging. No question
used any aspect of the GTTK and some students chose not to participate. The
majority of the class voted on the general comprehension question of “What is
the story about?” The ensuing “inquiry” consisted of one student’s
interpretation, for which she offered no evidence to support it. This student
gave her interpretation and the rest of the students were ready for me to tell
them what it was about. The students assumed the teacher had the single
“right” answer and felt they were wrong if they did not provide the exact
answer the teacher was looking for, regardless of the supporting evidence. At
this point, the students relied on one student to test her idea and were then
ready for me to do the reasoning for them, as they had seen it done so many
times before. “Ok already! Tell us what it is about.”
This indicated the students still held the assumption that the teacher
was the provider all of the answers. It was now clear that these students
needed much more practice using these new reasoning abilities to break long
established habits and conditioning before they could use them as a way to
interpret the world around them.
In an effort to accomplish this, I introduced a series of challenging
texts10 to help the students internalize some of the reasoning skills found in the
Good Thinker’s Toolkit. Activities such as journaling, discussion and essay
writing encouraged the students to internally draw upon their thoughts and
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ideas to interpret the text. Instead of learning simply about the content of a
text, the text became a medium through which thinking and exploration would
occur. Through these activities, the students learned not only to form their
interpretation of the story by using aspects of good thinking, but they assessed
their own interpretation as to how their evidence compared to their peers’; they
were thinking about their thinking. This was a clear indication that the
community of inquiry was developing. Each student began to demonstrate
their ability to use the GTTK to create personal meaning and to actively listen
to how their peers interpreted the same text, adjusting their own interpretation
as they saw fit. The next step was to apply these skills for a prolonged period
of time in order to “scratch beneath the surface” of a single text.
The class began reading Laurie Anderson’s Speak, a young adult novel
which depicts a fourteen-year-old girl who has stopped speaking. The author
does not clearly state the reasons for the girl’s disposition and angst, leaving
the majority of the book free for multiple interpretations and questioning. It
was evident that the reasoning skills learned in the previous activities had
carried over as the students welcomed the ambiguity of the story. Less time
was formally spent on using and practicing the GTTK, however, good
reasoning continued to be the means students used in order to be successful in
the class; they would not be tested on facts from the book or write a book
report. Instead, they were responsible for generating questions and comments
that would help the community personally interpret this novel.
To help accomplish this, students were to complete a bookmark11 with
each of their assigned readings as a way to individually apply the skills used in
the community. The questions, comments and thoughts raised on their
individual bookmarks became the source of our inquiries about the text.
Student examples include:
•
•
•
•
•

“What does she mean by truth?” -Cassy
“If Heather was Melinda’s friend then what are the reasons
for her to not stick up for Melinda in the bleacher scene?” Jodie
“I inferred that Melinda’s parents are kind of rich because
she said the closest they came to worship is the trinity of
Visa, MasterCard and American Express.” -Trevor
“Where is the line between friends and just popularity
drawn? Does she really want friends for companionship or
for popularity? -Darcie
“Melinda doesn’t get the message to go to the library, so she
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ends up being very late. This reminds me of how scared I
was my Freshman year about being late to classes.” -Emi

Note that in these questions and responses, nowhere will you find “what is this
book about?” as was the case in the beginning of the study. This indicated the
students had internalized good reasoning skills and were learning to think for
themselves.12
Discussion
Becoming Good thinkers
Over time, after being exposed to this approach to literature, the
students began to break the routine that had been established by their prior
teachers and classes. The class moved from the notion that their thoughts,
ideas and questions were only “right” if they aligned with those of the teacher
or textbook, and that some authority figure had all of the answers and would
explain “what the story is about” once they had finished reading. As the
students were able to overcome these assumptions and realize that their
personal experiences and views, properly supported by reasons and evidence
were being listened to and taken seriously by their peers they began to
seriously engage with the literature.
The intellectually safe environment provided students the comfort to
challenge others’ interpretations of texts by questioning or providing alternate
evidence, reasons and examples. Additionally, the students were using the
same evidence to support far different claims which shows they not only were
growing comfortable with ambiguity, but also more confident in the their
ability to think for themselves. Their interpretations were grounded in
personal connections supported by reasons indicating they were no longer
passively subservient to authority, but willing to challenge from their own
reasoned point of view.
Doing philosophy
“philosophy offers children a chance to discuss those concepts, such
as truth, that cut across all other disciplines but are openly examined
by none. It provides a forum in which children can discover for
themselves the relevance to their lives of the ideas that have shaped
the lives of everyone.”13
The combination discussed above of both tools and context to allow
students to think for themselves resulted in the students doing philosophy.
The students’ thoughts and questions often pushed the community’s inquiries
and discussions to that of the “philosophical.” The students examined issues
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and paralleled arguments professional philosophers have been writing about
for over 2,000 years. In response to the texts probed, the students raised and
discussed issues regarding happiness, freedom, religion, trust, friendship, love,
courage, reality and existence. In the beginning, I never imagined the
community would be moved to examining existence or artificial intelligence
by means of a young adult novel. The students’ improved reasoning within an
intellectually safe community of inquiry set the stage for class inquiries that
became both extremely personal and rigorous. The students examined their
own values, beliefs and experiences enabling them to meaningfully connect
with the text and the philosophical concepts that had been presented. Hearing
other students’ examples, reasons and interpretations allowed the community
to explore these difficult topics openly with each other and, as many students
indicated, they developed and expanded their own beliefs.
Conclusion
At the beginning of this study, these students had no interest in
exploring anything more than the summary of a story. The questions they
posed, as well as their lack of interest in participating in an inquiry, were clear
indicators of their unwillingness to engage complex issues that lack single
correct answers. The end of the study reveals a very different community than
this. Not only were the students discussing and weighing ideas about these
philosophical issues, but they came about after examining a young adult novel
not known for its deep philosophical content. The students were able to use
the tools practiced in the community as a way to examine their own lives,
values, beliefs and experiences, which allowed them to create personal
significance to the academic content. More significantly, the students not
only recognized their intellectual growth, but also expressed a relevancy of my
class that they had previously denied.
It is very clear that depriving students of the classroom structure and
tools to personally construct meaning disconnects them from the academic
content and alienates them from their own learning. The addition of a thinking
skills program and the injection of the idea of “community” into a curriculum
will not, by itself, improve the students’ ability to reason and create meaning.
These components need to be utilized in conjunction with dialogue, which will
allow the students to explore, practice and internalize these aspects of
reasoning through the activity of philosophy, thus making them self-creators
and good thinkers who can construct meaning on their own. Once students
take ownership of these skills, personally constructing meaning will become a
natural part of the learning process, in conjunction with, or in spite, of the
schools.
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Notes
1

Matthew Lipman, “Philosophy for Children,” in Thinking Children and
Education, ed. by Matthew Lipman (Dubuque, IA: Kendall/Hunt Publishing
Company, 1993, 384.
2
Lipman, 1993, 376-377.
3
Lipman, Matthew et al., Philosophy in the Classroom (Philadelphia, PA:
Temple University Press, 1980), 13.
4
Laurance Splitter and Ann Margaret Sharp, Teaching for Better Thinking.
(Melbourne, Australia: The Australian Council for Educational Research Ltd,
1995), 99.
5
Matthew Lipman and Ann Margaret Sharp, “The Philosophical Education of
the Child,” in Growing Up With Philosophy, ed. by Matthew Lipman and Ann
Margaret Sharp (Philadelphia, PA: Temple University Press, 1978), 259.
6
Thomas Jackson, “The Art and Craft of ‘Gently Socratic’ Inquiry,” in
Developing Minds: A Resource Book for Teaching Thinking (3rd Ed), ed. by
Arthur Costa. Alexandria, VA: Association for Supervision and Curriculum
Development, 2001. 460.
7
Jackson, 462.
8
Reasoning behaviors defined by Sharp, 1993; DeBono, 1976; Dewey, 1910;
Jastrow, 1931; Paul, 1989; Toulmin, Rieke & Janik, 1979, shed light on
Jackson’s (2001) Good Thinker’s Toolkit: “Giving and asking for reasons,
detecting assumptions, anticipating consequences, reflecting on and the use of
inferences, asking for clarification, and seeking evidence and examples as well
as counterexamples” (p. 463).
9
Jackson, 462.
10
Various photographs, artwork, music and short stories, including Calvino’s
“Happy Man’s Shirt,” Hemingway’s “Hills Like White Elephants” and
Kincaid’s “Girl” were used as the medium to practice and become comfortable
using the Good Thinker’s Toolkit as a way to interpret literature.
11
Bookmarks allow students to record thoughts, questions and interpretations
as they read. Students are to use the Good Thinker’s Toolkit as a means to
look for clarity and reasons, make inferences, provide evidence, question
assumptions and make personal connections to the text.
12
These responses from the bookmarks are not only typical of a large majority
of the class, but the deep comments and questions occurred on a more
consistent basis for each student throughout the seven assigned bookmarks.
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13

Matthew Lipman. Philosophy Goes to School (Philadelphia, PA: Temple
University Press, 1988), vii.
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Abstract
To increase the preparedness for and interest in engineering, as well as math-science
skills in our youth, a new course has been developed with cooperation between the
Colleges of Education and Engineering at Boise State University. This course is
presently titled “Engineering for Educators” and its goal is to reach more K-12 students
for longer periods of time and at earlier ages than most engineering/math/science
outreach activities allow. The pre-service teachers in elementary education are mixed
with engineering students in an existing “Introduction to Engineering” course. The
education students get an extra hour a week with an education professor to discuss
how the engineering projects in the course could be used in the elementary classroom
to meet state teaching standards for math and science as well as reading, writing and
other non-technical subjects.
Combining the educators in with the engineers has three main benefits. First, the
education students work along side the engineering students and get to see what the
engineering entails. Second, the elementary education students learn that they have the
skills and ability to understand and teach engineering activities. Third, by interacting
with the engineering students, the educators can break down some of their stereotypical
views of engineers and they may be more likely to recommend this field to their future
K-8 students when they see a student with the appropriate interests.
Although this reports on the first two semesters that the course was offered, those
involved have seen several improvements in student attitude, both engineering and
education students. However, the most telling improvement is the confidence level of
the education students. They have found that they can play a valuable part in any team
project. Although they may not feel they have the necessary math skills they are able to
organize, analyze and synthesize the ideas. Also, once the math is explained to them
they realize that they do understand the concepts. The education students are also
seeing numerous ways that the course projects could be used in the schools.
Plans are to continue to offer this course in the following semesters with expectations
for higher enrollment including some practicing teachers. This course has also been
accepted as a substitute for the elementary science methods course offered by the
Education College and will be offered as such in the Spring 2006.
Introduction
The desire to increase the preparedness for and interest in engineering, as well as
general math-science skills in our youth has been prevalent for many years. Many
methods have been used towards this goal. In the past 10 years a greater focus has
been placed on the National Science Standards and the National Mathematics
Standards. The basic goals of these standards have been adopted by most states over
the course of these 10 years. Among those goals is a new approach to teaching both
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mathematics and science. Traditional methods of instruction focused on the
memorization of facts with little connection to the real world. The standards set goals to
focus more on the process skills necessary to learn the subjects. This originally meant
a “hand’s-on” approach to teaching. However, it is not enough to do hand’s-on
activities. There has to be a process of meaning making that is developed from those
concrete experiences. It is from this that students are now asked to not only do hand’son but also mind’s-on activities. This goal is often met by engineering projects.
The most common approach taken to reach younger students and expose them to
engineering is for engineering faculty to go into the public schools or to invite the
students to the university for contests or intensive camps. While these activities are
usually very beneficial to the receiving students, this has the drawback that it only
reaches a small percentage of the K-12 students, and is very time consuming for the
engineering faculty. These activities also usually have a relatively short duration
compared to the other educational activities, and are often viewed by the receiving
students as a break from the “reality” of school rather than an integral part of it. The
other weakness is that all too often these outreach activities reach the students in high
school when the students have generally decided that they have an interest in
math/science/engineering, or as all too commonly occurs, that they do not have such an
interest.
The goal of those involved in this melding of Engineering and Education is to reach
more K-12 students for longer periods of time and at earlier ages than most outreach
activities allow. Massachusetts decided that part of the solution was to require that
engineering be taught in the K-12 classroom along side reading, math and science.
“The Massachusetts Science and Technology/Engineering Curriculum Framework is
one of seven curriculum frameworks that advance Massachusetts’s educational reform
in learning, teaching, and assessment... Its purpose is to guide teachers and curriculum
coordinators about what content should be taught from PreK through high school” [1].
In Idaho similar legislation has not been proposed, but a desire to increase engineering
education in the K-12 level exists. An issue that always arises when legislating that
some additional material be taught in the classroom is that the teachers need to be
prepared to properly and confidently deliver this material. A new course has been
developed called “Engineering for Educators” that will enroll education majors in the
existing “Introduction to Engineering” course supplemented by a seminar lead by an
education faculty member to discuss how the engineering projects could be used in the
K-12 classroom to meet state teaching standards for math and science as well as
reading, writing and other non-technical subjects.
Combining the educators in with the engineers has three main benefits. First, the
educators get to see what the engineering students actually learn without the material
being watered down. Second, the teaching load is distributed by including more bodies
in existing sections requiring the education professor to only prepare the discussion
lecture and not the engineering projects. Third, by interacting with the engineering
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students, the educators can break down some of their stereotypical views of engineers
and they may be more likely to recommend this field to their future K-12 students when
they see a student with the appropriate interests.
The remainder of this paper describes how this program developed and logistics
involved in actually running the course. Examples of some of the units used in this
course and how they apply to the K-12 classroom will be introduced. The paper will
conclude with observations gleaned from the preliminary run of this course and an
outline of plans for continuing this into the future.
History and Logistics
Collaboration between the Colleges of Engineering and Education at Boise State was
started in 2001 after the respective college Deans attended an IEEE sponsored
workshop. An ad-hoc committee was formed which introduced the faculty of the
respective colleges to each other providing a chance to develop a sense of trust. This
led to a collaboration that produced the “Engineering for Educators” course.
Several options were considered for how more engineering could get infused into the
curricula in Idaho schools. These options included summer workshops and
development of lesson plans packets for in-service teachers. After discussing how we
would reach these teachers and convince them to devote time to our agenda it was
realized that 100 pre-service education majors graduated from Boise State University
each year and that reaching them might be easier since several of their faculty were on
this committee and were in a position to change their curricula.
Next the engineering faculty had to be convinced that the presence of education majors
in the engineering classroom would not adversely affect the engineering students’
education. Engineering majors are expected to be concurrently enrolled in Calculus I
when taking “Introduction to Engineering” whereas most education majors do not take
calculus. It was decided that education students would be required to have the
“Geometry and Probability” mathematics course as a prerequisite for entering the
Engineering for Educators course. This would assure the education majors were in their
third or fourth year of the program so their maturity could compensate partially for a less
rigorous math background. Although Geometry and Probability may not cover the same
concepts as the Calculus course, it does focus on some of the same content that
students in a Calculus course might have but at a more basic level. For the Engineering
for Educator’s course to count towards the education curriculum, it needed to be an
upper division course and we wanted to make sure that the engineering students
wouldn’t take this course and try to count it as an upper division engineering elective.
The math prerequisite, in addition to assuring the education majors were in the proper
point in their program, helped to solve this problem. The education students get an extra
hour a week with an education professor to discuss how the engineering projects could
be used in the K-12 classroom to meet state teaching standards for math and science
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as well as reading, writing and other non-technical subjects. This also helped justify the
upper division status of the course.
We anticipated that neither the engineering professors nor the education professors
would be adequately versed in both the engineering and the pedagogy to develop and
teach the whole course alone. Also as the course was developed it would initially have
an enrollment too low to justify two full faculty members’ time. Putting the education
students into the existing “Introduction to Engineering” class became the logical
solution. The education professor assisted in the engineering portion of the class
collecting ideas on how the material applies to K-12 education and then led the
discussion in the weekly education seminar. This resulted in only a slight increase in
labor for engineering professors during the start-up phase. There may be an increase in
load as new sections are needed. However, this collaboration will allow the engineering
college to do more ‘service’ courses for the university.
The dynamics in the classroom were found to be considerably changed with the
presence of the education majors. This was partially due to the percentage of female
students increasing from 5% to 10%. This was a benefit to the engineering students.
The engineering students were sometimes placed in the position of being the teacher
which helped them to better formulate their own ideas as well as learn the content.
Many of the lessons taught in the Introduction to Engineering courses are in close
alignment with the standard’s based kits developed by the National Science Resource
Center (Science and Technology for Children – STC) and those developed by Lawrence
Hall of Science at the University of California, Berkeley (Full Option Science System –
FOSS). The methodology used in the teaching of science focuses on a handson/minds-on approach. Teachers must have the content background to help their
students develop meaning from their experiences. In order to do this at the elementary
level teachers must get past their own fears about their lack of ability and/or knowledge
in the areas of math and science. Through the Engineering for Educators class it was
expected that the preservice teachers in elementary education would realize that they
have the knowledge and the ability to understand the processes that are taught in the
engineering course. It was determined that the Introduction to Engineering course
would work well and would only need minor modifications. One reason that it was ideal
was that it would introduce educators to the various engineering fields. Many of the
activities used by engineering faculty to teach college freshmen about engineering could
be easily modified to teach K-12 students about engineering as the activities were
mostly hands-on/minds-on activities. If the teachers were prepared to introduce
engineering material in their K-12 classroom, the students would see that engineering
was an integral part of their education and not just a ‘field trip’. It could also show how
the theoretical science and mathematics is applied to making many of the things
common in the students’ lives. If the future teachers were to become acquainted with
the engineering field and how it involves everyday concepts and how it could be
integrated into their classroom, then they could use it in their classroom on a regular
basis for many years to come. This has the advantage of reaching more K-12 students
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for longer periods of time and at earlier ages than most engineering faculty could based
on outreach activities alone.
Activities in the Classroom
The principle goals of an introductory engineering course are to (1) introduce the
students to the many fields of engineering available to study, (2) learn how to work in
teams, (3) learn how math and science are applied to engineering (4) develop oral and
written communication skills as applied in the engineering profession and (5) start
actively developing their engineering skills. Many of these goals are equivalent to goals
in the K-12 classroom. The biggest differences are in the age and educational
preparedness of the student, but since the Introduction to Engineering course is taught
to first semester students (just entering Calculus I) and doesn’t use very in depth
concepts in the math and science courses, this gap has not proved to be that wide.
Projects that are routinely done in Boise State’s Introduction to Engineering course
include topics in manufacturing, materials, robotics, and electronics. In the
manufacturing unit the students develop a process to manufacture peanut butter
cracker sandwiches and assess the profitability of their design [2]. The materials unit
focuses on building and strength testing composites built from natural materials and
glue and comparing the students’ designs with wood and particle board. The robotics
unit also bridges into biomedical engineering by exploring existing designs of
commercially available mechanical arm prostheses. For electronics the students build
some small kits where they are asked to verify, among other things, Ohms laws, and
learn about resistor codes and bread boards.
Several smaller units are also used in the class to cover small topics or as a start-up or
bridge into a larger unit. One such unit was consumer products testing where the
students had to choose a product and the metrics on which to evaluate it. Students also
dissected a disposable camera, cataloged the parts, and gave a presentation on how it
worked and with suggestions on how the design could be improved in regards to some
aspect such as manufacturability or environmental responsibility. The final small unit,
which will be elaborated on later in this paper is a unit called “Twisters.” Here students
explored design variables and operator issues, and used Excel to graph some of the
quantitative results.
Consumer Product Testing
Students were told to find a common household product and do a comparative
evaluation of some aspect of its quality among different brands. The students were
responsible for deciding on the metric they would use. The products chosen by the
students in the course cover a wide range of products such as batteries, glue, hair
dryers, automotive head lights and staple guns. The Education students chose to
evaluate pencil erasers. They investigated how many strokes it took of several brands
to completely erase a line from paper, how well each subjectively erased the line.
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This activity could be used in the elementary school by having students select a product
from their environment and test it. The tests would be much more basic but still useful.
Students would not only collect data, which is a standard in both science and
mathematics at the elementary level, but they could also write up their findings. This is
not only a language skill but also a skill in the area of science. The National Science
Standards emphasize the need to write up reports on science experiments.
This is the first unit that the students complete in the Introduction to Engineering class.
Although it does not focus on a particular field of engineering it does help the students
begin the process of team building. It also helps them focus on the proper method of
collecting and presenting data.
Peanut Butter Cracker Manufacturing Unit
Teams of students develop a method to assemble peanut butter and Ritz style crackers
into baggies of 10 cracker sandwiches. The student teams design the assembly
process, build (or buy) any equipment needed for this procedure, develop a training
routine for the soon to be ‘hired’
unskilled operators (usually volunteers from the faculty and staff in the College of
Engineering). They also need to decide how fast they can make these crackers, and the
economics of hiring 1, 2 or more ‘unskilled’ workers to do the operation of the assembly
equipment during their trial run. The students then get 10 minutes to ‘train’ the unskilled
operators in how to use the equipment and the process they are expected to complete.
Then the unskilled operators are given ten minutes to assemble the crackers. The
teams measure the cracker sandwiches are made within the specified thickness
constraints and weight constraints divided by the cost of their operators. They also need
to calculate the cost of the skilled or unskilled workers involved in the 10 minute trial.
(The students doing the design are considered ‘skilled’ operators and may assist if they
feel it is economical to hire themselves at a higher ‘pay rate’). The teams earn points
based on the average cost per package of 10 cracker sandwiches made during the
trials. They analyze costs and how to make the process profitable. Teams were also
expected to predict their profit and then had to compare their results with their actual
profit and then comment on how they should modify their process for the future.
This same unit relates to the K-12 education by introducing students to weights and
measures. It also introduces the subject of economics. In this project students must do
a significant amount of simple calculations showing where the calculations could be
used in a ‘real world’ environment. The teams were required to describe the steps that
the untrained operators would need to complete to successfully manufacture the
cracker sandwiches. Here the necessity of writing assignments with very clear and
detailed steps is something that is needed when giving assignments to elementary
students. Those involved in this class found
that this was a very significant lesson to be
learned.
wing
cut
Twisters
fold
The ‘Twisters’ unit was a bridge unit that
body
helped build the teams for the next phase of
stem
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Figure 1: Diagram for ‘twister helicopter’.

the course. It had the students teams take a piece of 8 ½ x 11” paper and cut it to make
a ‘twister helicopter,’ see Figure 1. The goal was to be able to drop the twister so that it
would land as close to a target as possible. Students were given the ability to choose
the length of the stem, the body and the ‘wings’ and the number of paperclips to attach
at the bottom of the stem to make the best design. Three trials were conducted. First,
from the second floor balcony one team member was blindfolded and the others had to
use verbal instructions to tell the ‘dropper’ where to place his or her hand so the twister
would be in the best position when dropped. The second trial was also from the second
floor balcony, but this time the instructions were to be without verbal communication and
only with touch. The third experiment was from the third floor balcony and the dropper
could look and make the decision him/herself or through the help of the team mates.
The team judged their success by how close to the designated target the twister landed.
A second phase of tests were then done to choose one variable of the design such as
weight or wing length and vary this quantity in steps, while holding all other variables
constant. The team would drop the twister 10 times and then chart the time to fall
versus the changing parameter. This charting was done in Excel as an introduction to
that tool and its capabilities.
This when brought to the Engineering for Educators seminar was likened to another
activity in one of the FOSS kits that is used to teach elementary students about the
concept of variables. In using the FOSS kit Variables, students are asked to design
various devices and then gather data on their ability to do what is needed. Like the
Twisters, the elementary students must control for the variables that might affect their
device.
Composite Materials
The students used an assortment of fibers to build a composite material. They had their
choice of straw, corn husks and recycled shredded paper. They used white glue to bind
the fibers together. All these materials were put into a form to guarantee similar
resulting sizes and to keep the materials together. Students got to choose what
combination of these three fibers they would use and how to lay it in the mold. Some
students just placed them in the mold in neat rows and some spent considerable time
braiding the fibers before placing them in the mold. After they built their composites,
they evaluate the composites with a tensile tester with a three point loading scheme to
measure the stress-strain behavior and flexural strength. They compared their
composite to a block of wood, particle board and wafer board. They evaluated the
strength to weight ratio, they estimated the cost of producing their composite material
with respect to wood, the ease of fabrication and ease of use as well as the
environmental impact of their composite.
In the elementary classroom students could replicate this experiment because it uses
materials readily available (except the strain gauge). This composite material is a small
scale man made version of large scale earth and soil formations. A part of the earth
science standard [3] students are introduced to how the products of the earth form from
layers of materials like pebbles, sand and silt which determine whether they are strong
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or weak. Some natural formations are weak and collapse, while some remain along time
until they are eroded away. The difference is the kinds of materials used, how they bind
together, the size of the structure, and that these composite materials are man made.
Showing students that many engineering concepts are inspired by nature could lead to
discussion of other common things designed by engineers that students use regularly
that were inspired by nature.
Circuits
The “Circuits” unit had the students build several circuits and become familiar with the
functions of common elements such as resistors, diodes, transistors, and capacitors.
The students had to work with schematics, circuit boards, soldering irons and multimeters to build their project. They began the unit with simple circuits on a solderless
circuit board and progressed to building more complex circuitry on a printed circuit
board. This was followed by assembling a project kit to build a device that involved
motors, sensors and/or LEDs. The students did an analysis of the design and described
it to the class. The requirements for this description took into account the fact that none
of these students had taken a circuits’ course previously.
In the elementary school students are first introduced to the basic properties of
electricity as they learn about electric circuits and the parts of a light bulb. Students then
begin to learn about conductors and insulators and about the symbols used to represent
the parts of a circuit in circuit diagrams exploring different kinds of circuits and switches.
Finally students will construct various items and investigate the properties of diodes.
This ties in closely with the national standards of light, heat, electricity, and magnetism
as well as science as inquiry and science as technology. The study of electric circuits is
closely associated with problem solving which is a major standard in mathematics [4].
Having the elementary education students work with the engineering students in the
study of circuits helped alleviate the fear that many education students have of anything
electrical. They were able to see that it follows a pattern and is easily understood. This
should help them as they begin to teach the concepts in the elementary school.
Observations
The initial run of this course was tremendously successful. All of the intended outcomes
manifested themselves and some unexpected other perks also appeared. To this date
no major shortcomings have been identified. Some of the benefits observed will now be
summarized.
It was felt that it was very important that the education majors meet with the Introduction
to Engineering class and not be separated into a separate engineering class just for
education majors. We did not want the engineering components to be watered down for
the education majors. As the semester progressed, we saw a significant increase the
confidence the education majors had in their individual math and science skills. They
realized that if they could do the same math and science based projects that
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engineering students do, they must have some ability. If the students had been
separated, there would be a lingering feeling that it reflected on their ability.
The education majors enrolling in this course are juniors and seniors based on the
prerequisites we have set for this course. We have found that this gives them a greater
maturity level than the freshman engineering students. This maturity advantage has
allowed them to lead better and more than makes up for their weaker math skills and
the lack of confidence that comes with that.
We have also found that while we don’t announce to the engineering students that
these certain students are education majors, through conversation they do become
aware of that fact and we have observed a ‘big brother’ type of protective care being
exerted by the engineering students to make sure that they take care of the education
majors and don’t let them get left behind if a mathematical concept comes that is
beyond their skill base.
The dynamics in the classroom were found to be considerably changed with the
presence of the education majors. This was partially due to the percentage of female
students increasing from 5 to 10%. This is a benefit to the engineering students as well.
The education majors were observed to have different ways of looking at the projects
and concepts presented to the students. For example, the engineering students for the
product testing unit evaluated things like batteries and nail guns while the education
majors chose erasers, a common material in the classroom.
With the education majors working along side the engineering students, it is
hypothesized that several stereotypes of what engineers are like have likely been
reduced by the education majors actually having met some. The reverse could also be
said in that the engineering students have changed their opinion about elementary
education majors. Several of the students were surprised to find that the elementary
education student’s contributions to the group were valuable and in many instances
what the group needed in order to build their project correctly.
Future plans
This experimental course could not have been more successful in our opinion for the
first run-through. Still there are things we hope to modify. There are plans for extending
not just the course but the analysis of the effectiveness of this course.
With one run-through complete, the other education professors can see the success of
this course. We are considering plans to make this a permanent course offering
(probably once a year) and to allow this as an approved alternative to the Science
Curriculum and Instruction course currently required for elementary education majors.
We are looking into having education students from a sophomore education class be
the operators for the Peanut Butter project. This will expose more elementary education
students to this course and possibly influence their course election choices.
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We would like to see some secondary math/science education majors also participate in
this course. At Boise State, the secondary education programs are administered by the
field specific department with limited involvement from the College of Education. With
successful completion of this course with elementary education majors, we now have
some concrete examples of the course to use in advertising it to these departments.
The benefits of this course to date have only been measured by anecdotal evidence.
Starting in Spring 2005 we will start to collect some quantitative data about its effect on
the students. We look to collect evidence of how it changes their perception of math and
science, since generally elementary education majors have a tendency towards math
and science phobia which they unwittingly pass on to their young and impressionable
students. Also we plan to follow the students who have completed this course as they
go into the field for their practicum and as they become full time practicing teachers. We
are interested in how they integrate specific activities from the course into their
teaching, what new ideas they develop or seek out on their own and whether they
integrate the science and engineering more often into their daily classroom activities
than teachers who have not had such a course.
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For the past six years, Grand Valley State University has provided pre-service teachers an
opportunity to complete a 6-week comparative education study abroad program in
Stellenbosch, S. Africa. During this time, students work in three different educational
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experience on the traditional pre-service teachers who have taken advantage of this
opportunity.
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The Design of a Mathematics Content Course to Integrate the Assessment
Principle: Recent Results
Richard Millman and Xin Ma
University of Kentucky
Abstract: We first describe briefly in this article our project to integrate the
Assessment Principle in the content math course for future teachers. We then
report on recent results on the integration of assessment through an
assignment of student presentations, the use of video clips of elementary
school children doing mathematics, and on a work in progress (goal setting
concerning procedural knowledge.)
Article: The specific long term goal of this project is a collaboration of two
faculty members at the University of Kentucky (UK), one in the Department
of Mathematics of the College of Arts and Sciences (Richard Millman) and
the other in the Department of Curriculum and Instruction in the College of
Education (Xin Ma) to introduce and integrate one of the principles,
Assessment, of the NCTM into the content based mathematics courses for
future elementary and middle school teachers. Because we teach as we were
taught, to integrate truly the Principles and Standards of the NCTM into the
practice of teaching, the Principles and Standards need to be continuing
strands in the content and methods courses at universities and then run
through the in-service professional development for new teachers. We
discuss some of our on-going joint work on the structure of the year long
mathematics content sequence, the kinds of formative assessments and the
lessons to be learned from those assessment exercises.
The preservice student population of our project is a large one since there are
a total of 15 sections (375 students) of these courses each year. They are
taught from a common syllabus by graduate students in mathematics, part
time instructors and, usually, one of us (Millman) who is also the course
coordinator. Exams are given and graded by the individual instructors who
meet as a group every other week to keep the course content uniform and to

insure that a conceptual approach is taken. The present text for the course is
the book by Long and DeTemple, Mathematical Reasoning for Elementary
Teachers. As is customary in the United States, there is a one semester
methods course taught by the Department of Curriculum and Instruction
which builds on this content math sequence.
What is formative assessment? A fine working definition and overview is
given in the article by Black and Wiliam [1998]. We will follow their view
of formative assessment as “….interpreted as encompassing all those
activities undertaken by teachers, and/or by their students, which provide
information to be used as feedback to modify the teaching and learning
activities in which they are engaged.” (Page 9). What is crucial here is
reflective feedback which changes the approach to achieving the goals of the
learning (and may even, in the long term, modify the goals.)
We are guided in our project by the Assessment Standards, NCTM (1995)
which, in the words of Stenmark and Bush (2001), says:
“The Assessment Standards tells us that classroom assessment should
–
•
•
•
•
•

Provide a rich variety of mathematical topics and problem situations;
Give students opportunities to investigate problems in many ways;
Question and listen to students;
Look for evidence of learning from many sources;
Expect students to use concepts and procedures effectively in solving
problems.”

The key of this project, and the principle behind our philosophy, is that the
presence of formative assessment in the content based mathematics courses
is exciting to the future teachers, shows a synergistic relationship between
this principle and the mathematics that these future teachers will use,
emphasizes the process of mathematical thinking, and will lead to more
assessment (and more useful assessment) in their classrooms. The required
two semester content sequence at UK is based on the NCTM standards and
is taught with a conceptual learning approach. It is in this conceptual
framework that formative assessment is quite helpful as it can be used to
detect valid from invalid approaches to mathematical concepts and build a
conceptual understanding of mathematical thinking in our students and,
ultimately, in their students. Our focus on formative assessment is meant to

give students a valuable and effective tool to digest the process of
mathematical thinking so that they are equipped to see where the difficulties
in students’ learning lie for certain concepts or procedures. The ability to
recognize good or bad intermediate processes will help our students become
better prepared teachers. The conceptual learning of content and formative
assessment of learning need to be embedded in each other. That is our
ultimate goal for the Assessment project.
In the past and current academic year, included in each of these two courses
is a group assignment to make a presentation which emphasizes
mathematical content on a topic from the mathematics of elementary school.
We have used this exercise both as an opportunity for self-assessment and
peer assessment. A brief description of this part of the project is contained
in Millman and Ma (2005). The responses to two different questions (4 and
5) struck us as worthy of more attention in future semesters:
“4. Do you feel more confident of your ability to teach yourself
mathematics? More precisely, comparing yourself to before the
presentations, do you have more confidence in being able to read
mathematics which is at the level of our class. (You will need to do
this when you teach.) Please circle one:
Not really

1

2

3

4

5

very much so

5. Do you believe that presentations should be required in:
Neither course

one of MA 201 or 202 (which?)

Both”

Of the 94 students from the second semester of the course in the spring and
summer of 2005, 49 (52.1%) circled the numbers 4 or 5 in question 4. On
the other hand, the sentiment was nearly unanimous that presentations
should be kept as a part of the course. (There were only 9 of 90 students
who preferred no presentation component, “neither course”.) One point
which we will continue to consider is the relationship between enthusiasm
for making the presentations and gains in the confidence level the students
have surrounding mathematics. Design which increases significantly the
mathematical confidence and attitude of future teachers would add to the
research efforts surrounding the preparation of future teachers.

Video clips (the IMAP of San Diego State University Center for Research in
Mathematics and Science Education, see Phillip and Cabral (2005)) were
also used for assessment purposes. By showing selected clips of elementary
school children and following up with a conversation in class about the
mathematical content of the clip, the preservice teachers came to the
realization that they needed to assess their own knowledge of mathematics.
The end product of this effort is, for many of the 25 video clips, a
description of the mathematical content needed to help the student
interviewed and where that content fits into the Kentucky Core Content Test.
A further goal is to show the preservice teachers how necessary a Profound
Understanding of Fundamental Mathematics is (to use the words of Liping
Ma, 1999.) The “Assessment through Video Clips” from this effort can be
viewed in Millman, Svec, and Williams (2005) or by emailing the first
author.
Assessment in all of its forms can be used for goal setting, of course. An on
going project in which we are involved is the collection and analysis of data
from a procedurally based pre-test in each of the one semester content
courses. As there is also a procedurally based portion of the final exam,
there is an opportunity for goal setting by the students around the notion of
procedural understanding. Some preliminary thoughts will be presented at
the conference on the goal setting exercise.
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ABSTRACT
In Singapore secondary education, the necessity of exam-centred rote-learning practices in the
nation’s premier institutions has been effectively relegated to the margins with the introduction of
the Integrated Programme or IP. The flexibility of this Ministry of Education initiative signals a
departure from the long-established four-year (GEO ‘O’ Level), two-year (GEO ‘A’ Level)
secondary school and junior college system in favour of a more decentralised and flexible schoolbased GCE ‘A’ Level system where individual institutions take charge of their own curriculum
design, content and instruction for the course of four to six years.
In late 2004, Dunman High School, Singapore, was accorded IP status and subsequently
launched the Dunman High Programme (DHP) to a select number of its cohort beginning in
January 2005.
Capitalising on the school’s strong traditions in bilingual - English and Chinese - education, the
very concept of language learning was realigned and reinvented within an interdisciplinary
framework under the banner of the Bilingual Programme. In the Bilingual Programme, language
competency is taught according to a Bilingual Parallel Curriculum Model, which ensures that
complementary themes, topics and genres are explored concurrently in both Language Arts
(English Language) as well as Chinese Language. The Bilingual Parallel Curriculum Model is
informed by the principles of Gifted Education (Ministry of Education, Singapore) and
Understanding by Design (Jay McTighe and Grant Wiggins), and seamlessly integrates the study
of film, theatre, politics, literature, language and philosophy within a tertiary-modelled lecture and
tutorial system.
Despite the guided nature of the curriculum however, the focus is clearly on a student’s creative
and critical engagement with language and testing for understanding. Hence, there is a
pedagogical shift away from rubrics-based assessment in favour of checklist-based performance
tasks allowing for greater scope and purpose in formulating and assessing reading and writing
tasks. What is more, students have the opportunity to create their own short films as well as study
film and stage their own plays as well as study plays to name but two examples of dynamic and
authentic assessment.
In order to challenge the students’ rather superficial and surface level understanding of language
(compounded in part by the methods and motivations of the current English Language
curriculum), language in the context of DHP is understood as competing and overlapping systems
of signs and signification and discourse as the meeting point between these linguistic systems.
From this guiding theoretical premise has emerged the ‘Identify, Contextualise and Evaluate’
Model for Interdisciplinary Language Learning or ICE for short. ICE describes a systematic
process by which a student may come to develop an instinctive awareness of a text or text type
as discourse and is currently employed in guiding curriculum content development for full (whole
school) DHP in 2006.
In this paper, the presenter, as the principal teacher, lecturer and curriculum designer of DHP
Language Arts, will explain how his personal vision for an enriched and scaffolded curriculum has
provided the foundations for a truly unique and unparalleled bilingual programme at Dunman High
School. He will also showcase examples of the curriculum, student work and the development
and monitoring process that have ensured overwhelming student support for this new innovation
in language learning.

50 WORD SUMMARY:
In this paper, the presenter, as the curriculum designer of DHP Language Arts (English), will
explain how his personal vision for an enriched curriculum has provided the foundations for a truly
unique bilingual programme at Dunman High School, Singapore, which seamlessly integrates the
study of film, theatre, politics, literature, language and philosophy.
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Abstract of Paper
Periodic assessment of goals is critical to maintaining an academic program. One of
the goals set by the Faculty of Office Management and Technology, University
Technology MARA (UiTM) is to produce employable graduates.
In order to obtain information concerning current workforce requirements of Executive
Secretarial program graduates several surveys and an experiment were conducted in
1997 which included: Comparative Study of Secretarial Training Programs in Malaysia
and Greater Manchester, United Kingdom; Secretarial Employment Advertisement
Survey; Follow-up Study of Graduates; Survey of Employers; and An Experiment on
Two Shorthand Systems and Survey of Teaching Staff and Students.
Based on the findings and issues raised from this 1997 study it was concluded that
UiTM should review its secretarial training curriculum in order to meet the needs of
graduates and employers in Malaysia.
A review of curriculum was then made between 1998 and 2000 that proposed a new
model of secretarial training for UiTM, one in which English language, Information and
Communications Technology, Office Administrative/Managerial skills and on-the-job
training is the focal skill areas in the curriculum. The revised curriculum moved UiTM
away from the technical, narrow and passive curriculum towards a curriculum that is
broader, more open, and empowering and is focused on sending out graduates with the
capability and motivation to achieve administrative and managerial level positions. With
this new curriculum the name of the program was therefore changed from a ‘Diploma in
Executive Secretary’ (SS14) to a ‘Diploma in Office Management and Technology’
(OM114).
This change was thought necessary if the needs of the target group of students are to
continue to be met during their training and if they are successfully to compete with
graduates from other institutions for local employment. This new program is responsive
to the labor market but at the same time rooted in the needs of students and principles
which underpin good education and training.
Since the curriculum revision in the year 2000 there has not been a formal survey
conducted therefore no indicator has been used to assess the effectiveness of this
revised program. The Faculty is committed to keeping its curricula up-to-date. It is the
objective of the Faculty to find out what skills are needed in the workplace so that
students are equipped with the tools to go out and apply their skills to the job they enter.
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Some of the current issues that need to be addressed by the Faculty are:
•
•

•
•
•

Unemployment rate amongst higher learning institutions graduates is quite
worrying.
A survey carried out by the Research and Development Office, UiTM showed
that only 45.4% of OM114 graduates secured employment immediately after
graduation. It is assumed that the other 54.6% of graduates would either be in a
degree program or still seeking employment.
There is a national need to increase the number of student enrolment in UiTM in
the next 10 years.
Alternate route programs that provide financial assistance for university students.
Higher-order thinking skills become more important as we move from a
production economy to an information economy.

The above issues would definitely have an impact on the training provided by the
Faculty and this study would therefore be conducted to ascertain the revised program’s
effectiveness.
Among others, this study will look into:
•
•
•
•
•
•
•

Have the career paths of the revised program alumni changed since the 1997
survey?
To compare salaries with salaries from the 1997 survey to determine if current
graduates are financially better than their peers who graduated with the
Executive Secretarial diploma program.
To see if the change in the program name attract more students, particularly the
male students.
Are the graduates satisfied with the training they had received and how they view
the adequacy and appropriateness of the program?
Are the graduating students satisfied with the training they receive in preparing
them for a career or advanced study?
Are the employers of the OM114 graduates satisfied with the caliber of work
performed by the graduates?
To ask employers if, given a choice, would they prefer to hire a graduate with a
diploma in Executive Secretaryship (SS14) or a diploma in Office Management
and Technology (OM114)?
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Currently the enrolment of students undergoing the Diploma in Office Management and
Technology (OM114) program is 2,644 located at five of the University’s fourteen
branch campuses. The growing number of OM114 diploma awarded has been
encouraging. During 2003 - 2005, 2,409 OM114 diplomas were awarded. But not much
is known about what happens to these graduates after they receive their diplomas. Do
these graduates find employment in fields for which they are trained? Do OM114
recipients experience more successful career lives than those with SS14 diploma (old
program) revealed in the 1997 survey?
Globalization and advances in technology today have forced educators to reassess
curricula to prepare students for today’s information intensive society. Office
Management and Technology diploma program must therefore ensure that the
curriculum reflects current and future needs of graduates and employers.
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Title: “Enhancing communication patters through the use of personality type data”
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Abstract:
The goal of this workshop will be to explore the credibility of understanding personality
type in order to effect better communication. The use of the Myers/ Briggs Personality
Inventory as a prerequisite to participant’s involvement and understanding of
communication patterns will be presented. Participants will have an opportunity to
discuss their own personality types and patters of communication.
After use of the Myers/ Briggs Inventory, participants will be able to use their own
behavioral communication patterns to evaluate their effectiveness as educators and
counselors.
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PUFM 2004-2006: Empowering elementary teachers in Windward Hawaii schools with a profound understanding of
mathematics

Abstract:
In the Windward School district in Hawaii, five of six target schools, identified for this project,
had not met minimum requirements under the No Child Left Behind Act and were substantially
below state averages in the 2002 HCPS-II testing. Furthermore, the participant schools had
among them as number of teachers who had not met the full licensing requirements for the State
of Hawaii and therefore did not meet the definition of “highly qualified teacher.”
The project was planned to involve teachers in these six elementary schools over a 3-year
period to help them develop a profound understanding of fundamental mathematics (PUFM)
(Ma, 1999), with content and pedagogy to be aligned with the HCPS II, the Hawaii Teacher
Performance and Licensing Standards, and the standards proposed by the National Council of
Teachers of Mathematics (1991, 2000). The expected outcomes included:
a. Changed teacher beliefs in the direction of standards-based mathematics education
(NCTM, 1991, 2000)
b. Increased teacher competence in the content of the Hawaii State
K-6 mathematics curriculum
c. Pedagogical practices that focus on student development of mathematical reasoning
and problem solving via discourse-based instruction
d. Evidence of measurable/observable student gains in mathematical reasoning and
problem solving on multiple measures of achievement
Results of the first year of the project are reviewed and described.
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Introduction
The Windward School District gratefully received final and detailed support for the proposed
project “Developing a Profound Understanding of Fundamental Mathematics (PUFM) A Staff
Development Program for Windward District Elementary Teachers”, in March of 2004, submitted
under the RFP for Math and Science grants. This project is a partnership between the Windward
School District and a team of faculty members from Brigham Young University Hawaii (BYUH)
to improve the Mathematics understanding and teaching abilities of elementary teachers in
Windward School District elementary schools. The contact person for the grant recipient is the
Complex Area Superintendent (CAS) for the Windward School District, whose role involves
oversight of the project, assuring that it meets the needs of Windward School District. She also
oversees the reporting to the grantor, and her office handles all accounting and disbursement of
project funds. The contact person for the university team administers and coordinates the project
on behalf of the school district. He is also responsible for the timely submission of reports and
management of resources to the CAS .

What was Planned
The Windward School district has more than 10,000 students, with at least 50% entitled
to Title I benefits (schools are impacted from a low of 20% to a high of 75.6%). Five of six target
schools, identified for this project, had not met minimum requirements under the No Child Left
Behind Act and were substantially below state averages in the 2002 HCPS-II testing.
Furthermore, the participant schools have among them 19 teachers who had not met the full
licensing requirements for the State of Hawaii and therefore do not meet the definition of “highly
qualified teacher.”
The project was planned to involve approximately 50 teachers in these six elementary
schools (with at least one teacher per grade level per school) over a 3-year period to help them
develop a profound understanding of fundamental mathematics (PUFM) (Ma, 1999), with
content and pedagogy to be aligned with the HCPS II, the Hawaii Teacher Performance and
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Licensing Standards, and the standards proposed by the National Council of Teachers of
Mathematics (1991, 2000). The expected outcomes were to include:
e. Changed teacher beliefs in the direction of standards-based mathematics education
(NCTM, 1991, 2000)
f. Increased teacher competence in the content of the Hawaii State
K-6 mathematics curriculum
g. Pedagogical practices that focus on student development of mathematical reasoning
and problem solving via discourse-based instruction
h. Evidence of measurable/observable student gains in mathematical reasoning and
problem solving on multiple measures of achievement
This project was initially designed according to the following considerations:
a. Involve 50 teachers in six elementary schools (at least one teacher per grade level and
one special educator in each school) in a 3-year project to help them develop a
profound understanding of fundamental mathematics (PUFM). Content will be
aligned with the HCPS II and the standards proposed by the National Council of
Teachers of Mathematics (2000). The content standards are scheduled as follows:
Year 1: Number and Operations; Algebra
Year 2: Geometry and Measurement
Year 3: Data Analysis and Probability
b. Guide teachers in refining and applying their content knowledge and pedagogical
content knowledge in their mathematics lessons through the Lesson Study approach.
c. Foster the development of a school culture that promotes regular and frequent
collaboration among colleagues regarding teaching and learning mathematics.
d. At the end of the 3-year period, see evidence of measurable or observable gains in
student achievement in reasoning and problem solving on multiple measures:
results of the state-mandated achievement tests
student answers to open-response items
qualitative analysis of selected videotaped lessons
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The Program Activities were to include:
Year 1, K-3: Summer staff development workshop (10 days, 6 hours daily)
Topics: Number and Operations; Conceptual Underpinnings of Algebra
Content: To be derived from:
Children's Mathematics: Cognitively Guided Instruction (Carpenter, Fennema,
Franke, Levi, & Empson, 1999)
Navigating Through Algebra in Prekindergarten—Grade 2 (Greenes, Cavanaugh,
Dacey, Findell, & Small, 2001)
Navigating Through Algebra in Grades 3-5 (Cuevas & Yeatts, 2001)
Year 1, 4-6:

Summer staff development workshop (10 days, 6 hours per day)

Topics: Number and Operations; Conceptual Underpinnings of Algebra; Algebra
Content: To be derived from:
Developing Mathematical Ideas (Schifter, Bastable, & Russell, 1999)
Navigating Through Algebra in Grades 3-5 (Cuevas & Yeatts, 2001)
Navigating Through Algebra in Grades 6-8 (Friel, Rachlin, & Doyle, 2001)
Year 1, K-6: Follow-up lesson study (abridged) activities with elementary students for
both grade bands for 3 days during Academic Year 04-05
Year 2, K-3: Summer staff development workshop (10 days, 6 hours per day)
Topics: Geometry and Measurement
Content: Content resources to be determined
Year 2, 4-6:

See Year 2, K-3

Year 2, K-6: Follow-up lesson study (abridged) activities with elementary students for
both grade bands for 3 days during Academic Year 05-06
Year 3, K-3: Summer staff development workshop (10 days, 6 hours per day)
Topics: Data Analysis and Probability
Year 3, 4-6:

See Year 3, K-3

Year 3, K-6: Follow-up lesson study (abridged) activities with elementary students for
both grade bands for 3 days during Academic Year 06-07
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For each academic year of involvement in the project, participants have the option to
enroll simultaneously in a 3-semester hour Continuing Education course (Edu 590R)
offered through the university. Tuition was fully funded by the grant, and the course
credits applied toward license renewal.
What has happened so far
The project team began with the plan as drafted but quickly had to make adjustments as
budget details and evaluation plans were finalized, and more painfully, participants from the
targeted schools did not eventuate. The project was advertised by email and personal visits to
these Principals in March and April of the year. In the six schools targeted, only one principal
supported the project strongly resulting in a larger number of teachers enrolling from that school,
two Principals passed the information on to their teachers resulting in four participants each from
these schools, and the last two Principals offered little support at all resulting in no enrollments
from their schools.
By this time, the end of the academic year was approaching, teachers generally had made
plans for summer, and frantic efforts had to be made by the team to advertise the project by
email and personal visit to the rest of the elementary school Principals in the district area, in the
hopes of recruiting participants and resulting in twelve interested responses.
The workshops were to focus on the development of both content and pedagogical
knowledge and be directed by the principal investigators. Content selection discussions were
held by them with the CAS and the District Resource Specialist regarding the mathematical
topics of least success in the School District. Consequently the Measurement and Geometry
topics were selected rather than Algebra. Materials were ordered including the DMI text entitled
“Geometry: Measuring Space in One, Two and Three Dimensions” and NCTM’s text
“Navigations”. An assessment instrument was designed to be used pre and post drawn from
HCPS performance indicators in Geometry and Measurement contexts. A set of more focused
outcomes for the workshop participants was established as follows:
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1.

The teacher can correctly explain what each Performance Indicator means at your grade

level and eventually for K – 6.
2.

The teacher can correctly explain the mathematics behind each Performance Indicator at

your grade level and eventually K – 6.
3.

The teacher can correctly explain how each Performance Indicator builds on the child’s

previous knowledge and where the Performance Indicator leads to.
4.

The teacher can design multiple strategies to teach selected Performance Indicators at

your grade level.
5.

The teacher can demonstrate (during the semester) an effective inquiry/discovery

mathematics lesson.
Tax clearances were obtained for the contract staff, contracts were drawn up and facilities
were arranged and materials were ordered. The scope and sequence for the workshop was
outlined and support materials were purchased or otherwise obtained, with thanks to the
university School of Education. The two 10-day workshops eventually were ready to
commence, the first at the School of Education (June 21 – July 2), with a proposed list of 19
participants, the second at the District Office Conference Room, (July 6 – July 16) with 12
prospective participants. While it was initially envisioned to have two workshop groups of K-3
and 4-6 grades, the reality of participant availability resulted in a division by geographical area –
north and south. These teachers, 14 actual participants in the first workshop and 7 in the second,
participated in the workshops and enrolled for the 3 semester hours of BYU-H course credit also
offered.
During these workshop days, the participants demonstrated positive changes in attitude,
knowledge and skills. They departed from the workshop with plans to implement their newfound skills and even with determination to restructure their teaching plans in Mathematics.
They were not happy about the assignment to videotape their lessons, but set out with tentative
confidence in other assigned tasks. Following the workshops, the participants were in contact by
email, visits were made by the project leader to their schools where questions were raised and
answered as the implementation period began.
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Results – the pre and post test
The pre-post test (details available from authors) which was administered showed that
initially participants did not know nor understand deeply the mathematics they were teaching.
The post-test demonstrated a great increase in participant’s mathematical understanding, and also
in their ability to explain their mathematical processes and reasoning.
Twenty participants took a test at the beginning of the workshops, containing 22 valid
questions. Of the 440 possible answers, participants gave 243 correct answers on the pretest
administration. At the conclusion of the workshop, 114 more correct answers were given on the
post test administration. As a percentage, 55.2% of answers were given correctly on the pretest
with an increase of 25.9% correct answers being added on the post-test. 77 (17.5%) answers
were missed by candidates across both test administrations, in some cases due to ambiguity of
the wording of the questions, but mostly because of incomplete knowledge which the workshops
did not have time to address. These figures indicate that there was a substantial and significant
increase in the ability of the participants to correctly complete the problems after the instruction.
Ability to explain the mathematics employed was the point of greatest concern on the last
round of HCPS II testing administered in the State of Hawaii. Elementary teachers indicate that
students have problems in both calculation and explanation outside of memorized rules. This
project sought to not only increase participant’s mathematical abilities but also to increase their
ability to explain the mathematics used.
The differences in correct explanations between the two tests were analyzed. Correct
mathematical explanations added to the post-test which made use of formulas (with
explanations), counter examples, and diagrams or other explanations were considered. The
analysis showed that on the post-test, participants were able to add 252 additional relevant
mathematical explanations to their answers. On many questions, participants who had made
arithmetic errors on the pretest were able to now correctly explain the mathematics used. This
demonstrated a 57.2 % increase over pretest. In 90% of the problems further explanations were
given on the post-test. Given that the test used problems with a range of difficulty, and that the
workshop had a range of teachers from K - 6th grade, a variety of mathematical abilities and
achievement would be expected. The discourse approach has however, significantly improved
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not only mathematical abilities of the participants, but also the ability to explain their
mathematics.
Follow up sessions throughout the year will recover key areas needing reinforcement, and
begin the further data collection on the actual application of the principles taught in the
classroom environment. These areas include calculation of area/volume of irregular shapes,
rotation/reflection concepts in practical contexts, angles formed by parallel lines crossed by a
transversal, circle definitions, and the ordering of rectangular objects by size
Results – interview data
Teachers’ comments at the end of the workshops evidenced that they enjoyed the
workshop, and became empowered mathematically and also pedagogically. A sample of their
comments includes:
Best things about the workshop –
Collaboration and discourse among the participants
Connections among concepts and processes
Meaning-based tasks ie case studies, manipulatives, questioning strategies,
Content learned
Understanding of children’s thinking
Knowledge about the inquiry based instruction approach and how to implement it
Increased confidence
Comments about the presenters:
Created a positive warm safe environment
Good team
Good models for inquiry teaching
“Never felt intimidated or inferior to them, non-threatening, very comfortable, approachable,
non-judgmental”
Attending in 2005? 11 yes 1 unsure
Other selected comments:
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Can’t wait to share experiences and learn more next summer. I want to get with my team from
the workshop and do teacher training in my school – share big ideas. Thank you for such an eyeopening experience”
I’m very happy teachers for our whole grade level were present. This way we are on the same
wave length and will be able to understand what we are talking about when we refer to things
that will help our students …. The whole school should be present …
We need all the teachers in the complex to participate. We need to talk the same language.
We would love to have the presenters in-service our whole school if that was ever possible. The
school will be very strong if we do that.
Discussion:
These PUFM workshops were planned to raise teacher knowledge, skills and attitudes in
Measurement and Geometry, pedagogy and understanding of children’s thinking. Lesson Study
was introduced as a vehicle to help teachers collaborate and increase their effectiveness.
We had some actual idea of the method and the practice of delivering the workshops but
only a theoretical idea of the impact of the workshops in the future lives of the participants.
Mathematics is not one of the most highly favored of subjects by elementary teachers. This we
knew but did not grasp entirely until we asked the participants to work through the pre test.
Even though they knew the pretest was only informational, they felt nervous and afraid that it
would reveal how little they actually knew. One teacher became so emotionally upset in the
pretest to the point that they attempted to withdraw and leave the workshop. A lot of reassurance
and supportive discussion were needed to get her past that activity and into the workshop content
proper. Even two months after the workshop that emotional reaction is strong enough to keep
her from continuing with the workshop after the follow up days in November.
On the positive side, one participant who referred to herself as “Special Ed” when it came
to mathematics, gained confidence and became empowered in her teaching practice. At a follow
up visit, she commented, “I taught my class the geometrical shapes and 70 percent of them
passed the test, with 4 students having special needs scoring just under the 80 percent pass
mark,” and on another occasion, “Now I know that kids are smart!”
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Participants comments received by interviews after school had recommenced for a
month, addressed common themes such as increased use of manipulatives, greater awareness of
children’s thinking, greater use of the inquiry teaching method, involvement in the basic lesson
study practice and increases in children’s attitudes towards mathematics. Only two of the
participants have the confidence to video tape themselves. This still is an issue that causes great
fear among the participants, and one that we will have to approach carefully as we move to the
follow up days and beyond. The benefits of watching oneself on video and more particularly
watching one’s students on video revolve around becoming more aware of the events and
behaviors of the participants in the lesson.
Our efforts so far confirm the positive value of the workshops in the lives of these
participants. They are empowered in the HCPS areas of Geometry, and Measurement, Inquiry
pedagogy.
A foremost concern for teachers of elementary students is that they “must know and
understand deeply the mathematics they are teaching and be able to draw on that knowledge with
flexibility in their teaching tasks” (NCTM, 2000, p. 17). Mewborn (2003) reported:
An abundance of research tells us that many teachers do not possess this deep and rich
knowledge of mathematics .This body of research overwhelmingly paints a dismal
picture of teachers’ conceptual knowledge of the mathematics they are expected to teach.
(p. 47)
In a seminal study of elementary classrooms in the United States and in China, Ma (1999)
found that this kind of deep knowledge was virtually absent in elementary classrooms in the
United States. She found that the critical difference between teachers in the two countries was
that Chinese teachers were much more likely to have what she termed “a profound understanding
of school mathematics” (p. 124). This profound understanding of school mathematics, or PUFM,
is defined as follows:
Profound understanding of school mathematics (PUFM) is more than a sound conceptual
understanding of elementary mathematics—it is the awareness of the conceptual structure
and basic attitudes of mathematics inherent in elementary mathematics and the ability to
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provide a foundation for that conceptual structure and instill those basic attitudes in
students. (p. 124)
Teachers who have PUFM “know how, and also know why” (p. 108) are enabled to
promote multiple approaches to problem solving and connections among mathematical concepts
and procedures. He or she has an understanding of the entire elementary mathematics curriculum
as a unified body of knowledge, knowing the basic ideas that must be revisited and reinforced
and those that lay the groundwork for concepts to be studied later.
Although there are numerous variables that affect student achievement in the elementary
mathematics classroom, having a highly qualified teacher is essential to student success (United
States Department of Education, 2001). However, teachers typically do not have access to a
support system to help them gain the knowledge they need and desire to improve their
instruction. This project proposed a systematic 3-year process to help teachers gain this
knowledge and translate it into appropriate practice for their classrooms. The results from Year
1 have given quantitative support to this claim.
The body of research evidence from a number of professional development projects
suggests that enhancing teachers’ mathematical knowledge is a crucial part of learning to teach
students effectively (Mewborn, 2003). According to Schifter (as cited in Mewborn, 2003):
Teachers need to have opportunities to learn mathematics in the ways in which they are
expected to teach it to students. They need to struggle with important mathematical ideas,
justify their thinking to peers, investigate alternative solutions proposed by others, and
reconsider their conceptions of what it means to do mathematics. In short, teachers’
thinking needs to be at the center of professional development sessions just as children’s
thinking needs to be at the center of mathematics instruction .Teachers need to revisit the
mathematics they are teaching to gain insights into the conceptual underpinnings of the
topic and the interconnections among topics. (p. 39)
To help these participating teachers develop the mathematics content initially in geometry and
measurement, our workshops have utilized research-based curricula that have emerged from
successful professional development projects (e.g., Cognitively Guided Instruction [Carpenter,
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Fennema, Franke, Levi, & Empson, 1999] and Developing Mathematical Ideas - DMI [Schifter,
Bastable, & Russell, 1999]). These workshops were taught using this approach.
In order to take ownership of the mathematics presented in the workshops and to see how
students engage in mathematics in the classroom, teachers need to assimilate the information in
light of their own experience. Thus teachers need to prepare and implement lessons and hear
their own students’ mathematical reasoning (Schifter, 1998). Participants have reported a greater
awareness of student’s comments and thinking as a result of the workshops. However,
individual teacher change occurs best in a supportive school environment. A number of scholars
have reported on successful models for improving mathematics teaching that have been used in
Japan and China. These models emphasize the support of colleagues, and most include
components of lesson study to examine teaching practices (e.g., Stigler & Hiebert, 1999). For
this reason we introduced lesson study at a basic level, discussing its value and procedures.
According to Wang-Iverson (2002):
Lesson study offers a means of helping teachers and administrators learn how to leave no
child behind. This form of professional development can help teachers reach a common
understanding of student thinking, determine a common set of expectations for student
work and achievement, and collaboratively develop a powerful array of strategies to
move students to higher levels of understanding and accomplishment. (Lesson Study and
Systemic Reform, para. 1)
Lesson study takes various forms but typically involves teachers working together as they
plan, teach, observe, and critique lessons in the supportive atmosphere of a lesson study group.
Because of differing cultural expectations for teachers—e.g., teachers in the U. S. typically do
not have time designated for such activities—the Asian models were abridged to accommodate
the teachers involved in this project. Comments received indicate that where teachers from the
same grade level attended the workshop, collaboration of the type outlined in lesson study has
already commenced.
These workshops are only a beginning in a three year program, however the progress has
been substantial, and the effects evidenced not only in the brief time they teach measurement and
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geometry, but also during the whole academic year so far, and across subjects as they question
students and listen to their responses, use manipulatives and collaborate with their colleagues.
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Abstract
All across America play is in danger of extinction in our schools. In San Antonio
in particular, many local school districts frown on the word recess and favor more time
on task for test preparation. In addition to this, the need to raise literacy standards often
causes educators to choose inappropriate practices for young children in grades prekindergarten to grade three. Central to our concerns here are the deliberate and skillful
infusion of play into literacy teaching, using such staples as songs, chants, raps, dramatic
play, games, and physical activity. In contrast to one-dimensional techniques such as
worksheets, these approaches are more likely to engage the “head, hand, and heart” of the
young learner, as Pestalozzi urged so long ago. (Wolfe, 2000, p.62).
Play is certainly age-appropriate, and because of its universality it can be
used as part of an instructional program to invite all children into literacy, especially
those whose language and culture differ from those of the school. Play’s power within the
literacy program is exemplified in common childhood phenomenon of “playing school.”
We now know that “playing school” includes very important literacy learning. As
children play, they retell the events of the day but with a personal twist: they become the
ones in charge. Play allows children to take charge of the event reliving that point in
time. In a life where children are seldom in charge, play allows the child to take a
significant role. Play gives the learner dignity. In this simple pretend play, the child takes
the role of teacher. Often the child uses the teacher’s pointer and pretends to be teaching.
The child is acting out the literate behaviors of the teacher.

2

In a play-based literacy environment, everywhere the children look they see
examples of literacy and literate behaviors. Every center is filled with materials
supporting playful and age-appropriate acquisition of literacy. Teachers and other adults
model literate practices that the children will want to mimic. The room is print rich and
language rich so that every child sees and hears every form of literate behavior. In this
playful classroom, literate behaviors are encouraged by dramatic play in a variety of
centers and activities. A print-rich, play-based environment invites the children to
incorporate literacy into their dramatic play and encourages children to see themselves as
readers. A play-based literacy curriculum is based on the belief that literacy is a
continuous process and allows children to build on their prior knowledge from early
literacy experiences in the home and other contexts. Literacy literally emerges over time
and develops along a continuum (Strickland and Morrow, 1989).
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The Play Link to Literacy: Promoting Literate Behaviors in Young Children
We’d like to start this paper with a few vignettes from our hometown, a Texas
city with a culturally diverse population of over one million people. We share these
scenes because they illustrate mixed messages about children that are common in
American culture. Let’s look first at a few positive pictures. The Kronkosky Charitable
Foundation, in its mission to “do profound good” for the community, has made children’s
development a major thrust, investing millions of dollars each year in projects targeting
parent training inspired by the latest research in brain development. The city government
chose to use federal economic development funds to fund quality child-care initiatives,
recognizing that every dollar spent on child-care would return to the community
multiplied. Other projects such as First Book and Little Read Wagon provide literacy
events for children. Another private community agency sponsors Smart Start, which
gives early childhood teachers both professional development and funds for quality
materials to use in their classrooms.
But the picture isn’t all rosy. Early childhood teachers are typically poorly paid,
especially so in our city, and the region has very few nationally accredited child-care
centers. This situation is unlikely to improve given the tightening of governmental
budgets at all levels from the local to the national. In addition, several of the initiatives
previously mentioned face budget cuts and even closure. Many school-age programs for
young children place tremendous emphasis on preparation for a state-mandated test. A
child who cannot pass this high-stakes exam in reading is retained at grade three. Adult
educators face serious professional consequences when children do not make desired
scores on the exam. As a result, too many schools use work sheets and hours of seat work
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for children as young as pre-kindergarten. Often school recess is being cut in favor of
more time spent on test preparation. Joe Frost in an invited editorial in the Archives of
Pediatrics and Adolescent Medicine suggests that these problems go far beyond our city:
Traditional children’s play is declining rapidly in the United States. Recess at
schools, along with physical education and the arts, is being eliminated or reduced
to make way for the growing and misguided state and national policies of high
stakes testing. Such testing, originating from and enforced by politicians is
widely opposed by national professional organizations and teachers themselves.
The loss of free recess play, physical education, and the arts contributes to the
rapidly growing epidemic of obese kids and detracts from broad developmental,
cognitive, social, physical, and emotional goals for children (January, 2004, p. 3).
Many of these problematic practices arise from a real misunderstanding of how young
children learn. This paper will explore the link between play and literacy, because that
link highlights some important aspects of children’s growth and development. This
understanding should inform school practice, not just in terms of recess or music lessons,
but also in how important literacy education for young children is implemented. Play is
no panacea. However, educators who “infuse playful qualities into work while holding
high expectations for achievement” (Frost, 20004, p. 3) will more likely tap into
children’s real abilities as learners.

Today, there is also a growing need for children to meet higher minimum
standards of literacy. In the United States, The National Literacy Act defines literacy as
5

"an individual's ability to read, write, and speak in English, compute and solve problems
at levels of proficiency necessary to function on the job and in society, to achieve one's
goals, and develop one's knowledge and potential." Approximately forty million people
over the age of 16 in the United States have significant literacy needs according to
statistics from the United States Department of Education. (NAEP, 1998, U.S.
Department of Education). The Alliance for Childhood, a group of professionals from
education, health care, and research, note the ever-increasing emphasis on academic
pursuits rather than imaginative play in early childhood programs (Alliance for
Childhood, 2004) In 1998 two major professional organizations, the International
Reading Association (I. R. A.) and the National Association for the Education of Young
Children (N. A. E. Y. C.) joined forces to produce a common position statement on early
literacy, expressing many points of consensus:
•

learning to read and write are crucial skills for all

•

learning to read and write begins long before a child enters school

•

the early years (birth through age eight) are the most important years for
literacy development

•

childcare teachers as well as all teachers of young children must be
provided with professional development and training in the teaching of
literacy acquisition

•

there is no one right way to teach reading

•

explicit teaching is needed for literacy acquisition

•

a variety of instructional approaches are needed to teach reading

•

achievement goals for young children must be developmentally
appropriate

•

positive early childhood experiences are necessary for literacy acquisition
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Most importantly, these two very powerful organizations also agree that teaching young
children to read must be approached in ways significantly different from the teaching of
older children, “recognizing [that] the early beginnings of literacy acquisition too often
has resulted in use of inappropriate teaching practices suited to older children or adults
perhaps but ineffective with children in preschool, kindergarten, and the early grades”
(Neuman, Copple & Bredekamp, 2000, p. 5).
The incorporation of play in the early childhood classroom is one response to the
dilemma many educators face: the need to raise standards of literacy among all children,
including those whose home languages and cultures differ from those of the school while
adopting developmentally appropriate teaching methods that will be effective with young
learners. In this paper, we will refer to play in two ways. First, there is free play—the
self-selected activities in which children engage solely for the joy they bring. This kind of
play is essential to children and should comprise part of every young child’s school day.
However, play in this sense is a background issue for this paper. Play in a second sense
is at the foreground of this paper. Central to our concerns here are the deliberate and
skillful infusion of play into literacy teaching, using such staples as songs, chants, raps,
dramatic play, games, and physical activity. In contrast to one-dimensional techniques
such as worksheets, these approaches are more likely to engage the “head, hand, and
heart” of the young learner, as Pestalozzi urged so long ago (Wolfe, 2000, p.62).
More and more researchers link literacy development and the play of young
children (Christie, 1998). Play is not only age-appropriate, but also it involves both
cognitive and social aspects of children’s lives. Piaget, an early thinker on this subject,
linked the development of play, language, and cognition. As Piaget (1962) observed
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children playing, he developed a hierarchy of play stages to describe what he saw, basing
the hierarchy on the premise that children’s play progressed with their cognitive
development. Piaget’s stages of play included functional play, dramatic play, and
games with rules. For Piaget, language was also an outgrowth of the child’s cognitive
development. Since Piaget linked play to cognition, it makes sense that language and
play are also linked. As Frost points out:
Language has an important role during play but, conversely, play has an
important role in the development of language. As the child explores or plays
with objects, discovering meanings and relationships, language is attached and
intelligent behavior is enhanced (1992, p. 39).
Because of its social nature, play influences children’s literacy in significant
ways. Isenberg and Jalongo (200, p. 65) state that “play is vital to children’s social
development.”

Vygotsky (1934/1962) also emphasized the social nature of play and the

role of dramatic play in young children’s learning. In play, language has numerous
functions as outlined by Smilansky (1968): the children imitate adult speech; they use
language to build pretend scenarios; and they employ a wider range of discourses
including clarifying, commanding, negotiating than might otherwise be available to them.
Numerous other researchers have found play and language positively linked (Levy,
1984).
Play is certainly age-appropriate, and because of its universality it can be used as
part of an instructional program to invite all children into literacy, especially those whose
language and culture differ from those of the school. Play’s power within the literacy
program is exemplified in common childhood phenomenon of “playing school.” We now
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know that “playing school” includes very important literacy learning. As children play,
they retell the events of the day but with a personal twist: they become the ones in
charge. Play allows children to take charge of the event reliving that point in time. In a
life where children are seldom in charge, play allows the child to take a significant role.
Play gives the learner dignity. In this simple pretend play, the child takes the role of
teacher. Often the child uses the teacher’s pointer and pretends to be teaching. The child
is acting out the literate behaviors of the teacher.
From the scenario of playing school, best practices in play-based literacy can be
framed. In a play-based literacy environment, everywhere the children look they see
examples of literacy and literate behaviors. Every center is filled with materials
supporting playful and age-appropriate acquisition of literacy. Teachers and other adults
model literate practices that the children will want to mimic. The room is print rich and
language rich so that every child sees and hears every form of literate behavior. In this
playful classroom, literate behaviors are encouraged by dramatic play in a variety of
centers and activities. A print-rich, play-based environment invites the children to
incorporate literacy into their dramatic play and encourages children to see themselves as
readers. A play-based literacy curriculum is based on the belief that literacy is a
continuous process and allows children to build on their prior knowledge from early
literacy experiences in the home and other contexts. Literacy literally emerges over time
and develops along a continuum (Strickland and Morrow, 1989). The term “emergent
literacy,” coined by Marie Clay, describes the pre-reading, pre-writing activities of the
child, activities upon which the teacher can build.
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Brian Cambourne’s work on the conditions of natural learning unites affective
and cognitive issues. Because of this dual dimension, the conditions of natural learning
are a useful framework for discussing how literacy learning can be infused with play. In
Cambourne’s codification, these learning conditions include immersion, demonstration,
expectation, responsibility, approximation, response and engagement. (Cambourne,
1988). To varying degrees, each condition listed involves not only the lesson presented
by the teacher, but also the wholehearted response of the child. Moreover, as a result of
his ecological approach, Cambourne sees these conditions working synergistically. He
notes that “the context—the ecology—in which behavior occurred influences those
behaviors in predictable and lawful ways” (Taylor, 2001, p. 183). Obviously many
things can engage children, but just as obviously, play is one of the easiest roads to
engagement.

What do the conditions of learning described by Cambourne mean in a

play and literacy linked classroom?
In a play-based, best practices classroom, Cambourne’s term immersion
describes an entire classroom environment that invites children into literacy through the
best of children’s literature as well as print-rich walls and centers for active learning. The
ways in which this condition serves cognitive ends are evident; children see letters and
they learn their significance and form. Teaching about letter-sound relationships or sight
words emerges from meaningful contexts. The children’s names are displayed
everywhere. A wall of important words serves as a point of constant reference.
Classroom talk involves rich and elaborate language, and every attempt is made to extend
vocabulary in engaging and exciting ways. Books provide the immersion in background
knowledge, print knowledge, and language knowledge. These classrooms have more
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than sentence strips and word walls. The ready availability of literature engages children
at the emotional level in a way that no other print can. Ideally, children are introduced to
literature long before they come to school. According to the U.S. Dept. of Education
(1985), “the single most significant factor influencing a child’s early educational
achievement (first and second grade) is an introduction to books and being read to at
home prior to beginning school.” While teachers have only limited influence on the
preschool experiences of their students, they can incorporate into their classrooms warm
experiences with stories. From this wealth of literary experiences children have much to
talk about and to write about.
Cambourne uses the term demonstration to refer to the active modeling provided
by the teacher and other adults. Demonstrations of expressive and pleasurable reading
from read alouds, shared reading and writing, and guided reading are the staples of the
reading curriculum. In discussions of teaching, the need for clear and effective modeling
of skills is often cited. However, it is also worth mentioning that the artful teacher also
models the pleasures to be found in literacy. In a commentary on Cambourne’s work,
Denny Taylor notes that learning refers not only to “changed knowledge [and]
understandings” but also to “feelings, values, and skills about literacy” (2001, p. 183). In
bonding with the teacher who reads to them, the children also bond with books. It’s a
three-way bond among child, book and adult (Fox, 2001; Trealease, 2001). In addition,
demonstrations in the building and decoding of words allow the children to see how
words work. Children are read to a minimum of three times a day (Fox, 2001). What is
read? Teachers choose the best of children’s literature including classic fairy tales and
folk tales, nursery rhymes, poetry, fiction and non-fiction. Shared reading experiences
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use repeated readings of enlarged print to mimic the lap method of print so that children
can become engrossed with print in close and personal ways (Pinnell and Fountas, 1998).
The enthusiasm the teacher shows for the text can make the repetition inherent in this
method pleasurable rather than boring. Shared readings should include a teaching
objective for each rereading. The children learn not only how the print works but are
engaged in actually being able to read the content of the shared reading because of the
familiarity with the text. Follow-up lessons in phonics, comprehension activities, as well
as concepts of print skills are taught through the teachable moments that arise during
shared reading. In fact, texts can be selected so that necessary issues will arise at just the
right time.
Cambourne’s third dimension of natural learning is expectation, a concept that
refers to both the expectations of teachers and students. High expectations arise from
educators’ belief that every home has some literate behaviors available to children, and so
children can be seen as knowledgeable readers, writers, and learners. Contemporary
societies offer rich arrays of environmental print that foster language development and
connect to children’s prior knowledge. Here’s an example, overheard as two
grandmothers chatted in the beauty shop, with one saying to the other:
“My grandson, now 15 months, is so smart. The other day as we went down the
street, Trevor started yelling in the car seat. He got louder and louder, and I finally
turned around and looked in the backseat to see what he was up to. He was going,
‘m…m…m…’ and pointing at the floor with his fingers. When I pulled into McDonalds
he began smiling and nodding ‘m-m-m-m’ and shaking his three fingers. I realized he
was mimicking the golden arches of McDonalds.”
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This example emphasizes the role of print in our world. Even this toddler could make an
“m” with his fingers because he had so frequently seen the McDonald’s logo. Obviously,
teachers can and should build upon children’s knowledge of environmental print.
However, the example also illustrates the second aspect of expectation as a
condition of learning. The child’s expectation of successful learning is as important as
that of the adults. The child in the beauty shop incident expected to be able to
communicate with his grandmother and used all the tools available for this task. He
brought confidence and ingenuity to this little encounter. Children want to do the same
thing when they come to school. When we are effective as teachers, we harness their
desire to learn and their confidence that they will learn. This process involves activities
that develop language abilities yet avoid tension, and infusing play into the teaching
activities helps make the classroom non-threatening. From our confidence in students
and the quality of the experiences we provide, children learn to behave with confidence
rather than doubt.
What does Cambourne mean by responsibility and how can this condition of
learning be inserted into the classroom? In a play-based literacy classroom children must
be given many opportunities to share in the responsibility for their own literacy
acquisition. Responsibility best arises from the child’s decision-making. Here the role of
play is apparent; activities with a playful feel will attract children and make children’s
choices a feasible management tool. A room filled with centers certainly motivates
responsibility in young children. Opportunities for independent learning activities, selfcorrection, practice, free play, exploration, and discovery help children take the reins of
literacy learning into their own hands. Choices of books, choices of activities, choices in
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centers are certainly balanced with teacher-directed experiences. Yet we do not move
children toward responsibility if the teacher-directed experiences emphasize work while
the self-selected experiences emphasize play. In both of these venues, children need
worthwhile activities that promote solid intellectual growth but in a playful spirit.
Approximation, another condition of natural learning described by Cambourne,
lends itself to a play-based curriculum. As children play in centers, their first attempts at
literate behaviors are far from adult models, but over time they come to closely resemble
adult literacy. The prime example of approximation’s power occurs in normal language
acquisition. A toddler named Janet sits on the kitchen floor and says, “Jana ba-ba.” Most
parents are thrilled, and hand the child the requested bottle, while saying something like
this: “Janet, you want your bottle.” Parents can teach educators a lot about
approximation, especially regarding the interaction between the cognitive and the
affective. In this little vignette, the parent affirms the child’s language and hence the
child as well. Few parents have called a speech therapist at moment like this; in fact,
they often clap with delight. Also, parents respond to the content of the conversation,
rather than its form, but in modeling correct adult language, they ensure that the child
will confidently continue down the path of closer and closer approximations. Parents
show us that in language acquisition modeling is often more powerful than specific
corrections and reading is, of course, language.
There are many opportunities for approximation in the classroom. A child plays
with alphabet blocks to build word patterns in the “make words” or alphabet center. In
the library corner, they play at reading until they are able to read fluently, and that playful
practice strengthens the effective reading instruction. Each time children retell stories
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with puppets or flannel boards or in the dramatic play center, they approximate
comprehension of stories they have heard or read for themselves. In the sand area, they
may find hidden blocks and toys, matching those that begin with the same sound.

As

children wearing toy reading glasses “read around the room” with a pointer, they become
more and more correct. In these activities, the children playfully try out literacy roles,
and often engage in the activities more enthusiastically because of their playful nature.
Then, through interaction with adults, students more closely approximate mature
examples of literacy.
Cambourne’s concept of employment emphasizes the role of practice in learning.
In language especially, children learn by doing. Speaking of the conditions of learning in
their entirety, Cambourne opines that “they simulate…the way the brain has been
designed to learn complex thing” (Taylor, 2001, p. 180). Day-to-day experiences with
reading provide children with the opportunity to make individual skills automatic and
more importantly to orchestrate those skills into the complex performance we call
reading. Playful activities are more motivational. They allow teachers to provide
necessary practice without boredom. Equally importantly, many of the playful literacy
activities mentioned in this paper involve reading as a whole and meaningful process,
rather than limiting it to practice with discrete skills. Without opportunities for
employment, for the practice of actual reading, children rarely become readers.
Finally, the learner must engage in what Cambourne terms active response to the
literature they hear, see, and participate in daily. The teacher seeks authentic ways for the
child to respond to the literature such as puppet shows, transformations of a pattern of
literature, writing, drawing, building, producing a play, or any number of other ways the
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learner can respond to what they have seen and heard. The child’s responses are
displayed in the classroom. The classroom walls become the documentation of theses
authentic responses to literature. As the children hear stories, they are asked to respond as
any reader or writer does when they hear a story. Active book talk is encouraged.
Cambourne places engagement at the core of the conditions of learning and sees
it as a result of the synergistic relationship among the other conditions (Taylor, 2001, p.
180). In order to achieve engagement of all children the teacher uses three important
facets of engagement:
1. Prior knowledge activation
2. Active learning
3. Meaning-based activities
First, the teacher begins by helping the child connect the learning at hand with points of
prior knowledge. Second, active learning is incorporated in every way possible including
centers, activities following upon read alouds and shared readings, and teacher-directed
lessons. Third, the teacher uses meaningful literature to connect teaching points. Since
children understand stories, they readily become engaged as they are ready to participate
in interactive read alouds. Rather than worksheets, which tend to be passive and abstract,
the teacher enlists their participation in songs, games, and other meaningful activities to
teach specific skills and literate behavior as a whole.
Cambourne’s issue of engagement provides a suitable place to discuss teacher
directed lessons. His view of engagement calls to mind an old Texas adage: “Just
because you pumped out the water doesn’t mean you filled the pitcher.” Even if we
reject the notion of learners as pitchers to be filled—as we should—the adage reminds us
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of important truths about engagement. Ultimately what the child does is more important
than what the teacher does. Teacher-directed lessons are an emotionally charged subject.
Some in the educational community find them distasteful while others see them as a
panacea for all known ills. Vygotsky reminds us that adults know more than children
about both language and culture; thus they have a leadership role in education. However,
too often teacher-directed lessons are evaluated in a one-dimensional way, focusing only
on the content to be learned. Cambourne comments that “fragmented, mindless direct
instruction can be shown to ‘work’ [but] it also complicates and distorts the learning
process and this in turn alienates many non-mainstream kids from literacy” (Taylor,
2001, p. 180). Effective direction by teachers involves much more than talking about an
essential point of content; it must include establishing learning environments that will be
sure to engage children physically and emotionally as well as mentally. In fact, we are
likely to see little mental engagement without the physical and emotional involvement of
children. This suggests that direct instruction should be used sparingly, planned
imaginatively, and linked quickly to meaningful language use.
We would like to end this paper where we began—with the claim that play is not
panacea for educational ills, but that it is an effective reminder of important facets of
young children’s learning, especially their need for concrete experiences and active
engagement in meaningful activities. But Friedrich Froebel over 200 years ago issued
this reminder more eloquently than we can: “Knowledge acquired in our active
experience is more living and fruitful than that conveyed only by words” (1826/1887, p.
54).

17

Anderson, R. C., Hiebert E., Scott, J, and Wilkinson, I. (1985). Becoming a nation of
readers. Washington, DC: US Department of Education, The National
Institute of Education.
Alliance for Childhood (2003, November 19). Retrieved February 1, 2004 from
www.allianceforchildhood.net
Cambourne, B. (1988). The whole story: Natural learning and the acquisition of literacy.
Auckland, NZ: Ashton-Scholastic.
Christie, J. F. (1998). Play as a medium for literacy development. In D. P. Fromberg
and D. M. Bergen (Eds.), Play from birth to twelve and beyond: Contexts,
perspectives, and meanings (pp. 50-55). New York: Garland.
Fox, Mem. (2001). Reading magic: Why reading aloud to our children will change their
lives forever. San Diego: Harvest/Harcourt Brace.
Froebel, F. (1887). The education of man. (W. N. Hailmann, Trans.). London:
Appleton. (Original work published 1826).
Frost, J. (2004). How adults mess up or enhance children’s play. Archives of Pediatrics
and Adolescent Medicine, January, page 3.
Frost, J. (1992). Play and Playscapes. Delmar: Albany, New York.
Isenberg, J. & Jalongo, M. (2001). Creative expression and play in early childhood.
New Jersey: Merrill Prentice-Hall.
Levy, A. K. (1984). The language of play: The role of play in language development.
Early Child Development and Care 17:49-62.
Morrow, L. (1993). Literacy development in the early years. Boston: Allyn and Bacon.
National Assessment of Educational Progress. (1998). Early Childhood Longitudinal
Study. National Center for Education Statistics.
Neuman, S., Copple, C., & Bredekamp, S. (2000) Learning to read and write:
Developmentally appropriate practices in young children. Washington, D.C.:
N. A. E. Y. C.
Piaget, J. (1962). Play, dreams and imitation in childhood. New York: W. W. Norton.
Pinnell, G. & Fountas, I. (1998). Word matters. Portsmouth, New Hampshire:
Heinemann.
Smilansky, S. (1968). The effects of sociodramatic play on disadvantaged preschool
children. New York: John Wiley.
18

Strickland, D. & Morrow, L. (1989). Emerging literacy: Young children learn to read
and write. Newark, Delaware: International Reading Association.
Taylor, D. (2001). A day in the life of Brian Cambourne: Teacher, activist, and scholar.
Language Arts, 79 (2) 178-187.
Trealease, Jim. (2001). The read aloud handbook. New York: Penguin Putnam.
Vygotsky, K. (1962). Thought and language, trans. E. Hanfman and G. Valar.
Cambridge: M.I. T. Press (Original work published in 1934).
Wolfe, J. (2000). Learning from the Past. Alberta, Canada: Piney Branch Press.

19

PANEL SESSION: MAKING THE CASE FOR THE INTEGRATED CURRICULUM
THROUGH THE LENS OF ENVIRONMENTAL HEALTH SCIENCE
USING INTEGRATED CURRICULA TO PROMOTE SCIENCE AND LANGUAGE
LEARNING BY DIVERSE STUDENT GROUPS IN URBAN ELEMENTARY SCHOOLS
Nancy P. Moreno (nmoreno@bcm.tmc.edu)
Barbara Z. Tharp (btharp@bcm.tmc.edu)
J. Kyle Roberts (jkrobert@bcm.tmc.edu)
James P. Denk (jdenk@bcm.tmc.edu)
Baylor College of Medicine
Center for Educational Outreach
One Baylor Plaza, MS 411
Houston, Texas 77030
INTRODUCTION AND BACKGROUND
A recent report published by the National Research Council notes that, “learners of all ages are
more motivated when they can see the usefulness of what they are learning and when they can
use that information to do something that has an impact on others—especially their local
community” (Bransford, et al.). This approach is reflected in the Environment as an Integrating
Context (EIC) instructional model developed by the State Education and Environment
Roundtable (SEER) (http://www.seer.org/). EIC-based learning employs the local environment
as a comprehensive focus and framework for learning in all areas, including general disciplinary
knowledge, thinking and problem solving skills, and basic life skills. EIC is activity- and
inquiry-based, and helps students and teachers cross traditional boundaries between disciplines.
Results of EIC-based instruction were documented in 40 schools across the US by SEER. The
study team found that environmental settings encompassed by EIC programs spanned across
classrooms, laboratories, developed areas of school campuses, undeveloped school properties,
and even off-site study areas. Researchers found that students in 36 of the study schools
outperformed traditional students in reading, writing, mathematics, science and social studies
(Liberman and Hoody, 1999).
At Baylor College of Medicine (BCM), we are collaborating with urban elementary schools to
apply a variation of the EIC model with support from the National Institute of Environmental
Health Sciences. Our project, The Environment as a Context for Opportunties in Schools
(ECOS), uses the BCM-developed My Health My World® and My World and Me® curriculum
materials as the backbone of a classroom- and school campus-oriented implementation of
integrated instructional approaches. Both curriculum series connect environmental science with
health, reading/language arts, mathematics and social studies. Each My Health My World unit
consists of an adventure story, an activities guide for teachers (with student pages in English and
Spanish), mini-magazine for students to share at home, a Reading Link language arts supplement
and a Math Link mathematics supplement. Four units have been developed and are being used in
ECOS partner schools: My World Indoors (“air) (air quality and respiratory health); Water and
My World (“water”) (community water quality concerns), My Home Planet Earth (“global”)
(global atmospheric change), and Food and My World (“food”) (food safety and nutrition).
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The My Health My World units are used in grades 2–5. Grades K–1 at each school are using the
My World and Me series, which has two units: Needs of Living Things (“living things”) and
Resources and Environments (“resources”).
Results from two-years of implementation of the ECOS integrated elementary curriculum point
toward improved learning of science content by students and development of related science
vocabulary and writing skills in two cohorts of inner city elementary schools (three schools per
cohort). In addition, we are documenting important gains in teacher science content knowledge.
PROJECT DESIGN AND EVALUATION METHODS
We are using a staggered cohort design to implement and investigate the effects of using
integrated models for environmental health science instruction in elementary schools. Three
schools participate in each cohort. The first cohort of three schools began using the ECOSrecommended curriculum in fall, 2003. The second cohort waited to implement the ECOS
curriculum until fall, 2004, but did participate in student knowledge assessments during the
2003-2004 school year to provide baseline information. All six schools are in urban locations
within five miles of one another. Demographics of the schools are given in Table 1.
Table 1. Student demographics of schools participating in the ECOS project.
Cohort
One:

Two:

School

Percentage Enrollment of
Underrepresent Minority Students

Percentage Enrollment of Economically
Disadvantaged Students

A

95%

85%

B

84%

82%

C

28%

11%

A

52%

37%

B

98%

7%

C

23%

15%

The model was planned to involve teachers and students in grades 2–4 during the fall semester
only at each of the schools. At the request of teachers, however, the implementation was
expanded to include all grade levels at each school and to also encompass the spring semester.
As noted, the project curriculum consists of four My Health My World units (air, water, global
and food) and two My World and Me units (living things and resources). Each unit consists of ten
sequenced inquiry science lessons integrated with health, reading, mathematics and social
studies. In addition to environmental health science topics, the units cover science topics, such as
the water cycle, required by the school district curriculum for each grade level.
Project related teacher professional development is ongoing. All teachers new to the program
participate in two days of professional development in August before the start of the school year.
The inservice sessions consist of a general introduction to the project and hands-on training on
each of the activities in the units they will be using that semester in their classrooms.
Professional development also is provided for teachers already participating in ECOS and
consists of two days of enrichment activities designed to further support their efforts to integrate
reading/language arts and mathematics with environmental health science themes. A second fullday inservice is offered to all teachers each January. In addition, teachers meet at least twice per
semester with project faculty and staff. Teachers receive complete instructional and materials
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kits for each unit, stipends to attend workshops ($75 per day) and a stipend of $250 to assist with
evaluation data collection per semester of participation.
Each of the schools now is beginning to customize its implementation of project-related units.
Thus, units are being used at different grade levels than originally was proposed. In addition,
even though we anticipated that each school would participate in the project for 6–9 weeks and
involve grades 2, 3 and 4—now, all grades at all schools are participating and ECOS units are
being used year-round as the primary hands-on elements of the science curriculum.
Project evaluation is focused on student science content learning, development of student
language skills, teacher content knowledge development, teachers’ science teaching efficacy
beliefs and teacher classroom behaviors.
Student science content knowledge is being assessed through short pre/post assessments of key
concepts taught by each unit. The assessments consist of 6–8 multiple-choice questions and 1–2
open-ended questions (which are scored according to a rubric created by project faculty). All
student pre/post tests are graded by teachers and are reported as matched sets of item-by-item
pre/post scores. Spanish versions of the tests are available for use in bilingual classrooms. The
assessments were developed and evaluated for field tests of each unit. A sample student
assessment is appended. In addition, student standardized tests scores on the Texas Assessment
of Knowledge and Skills (TAKS) fifth grade science assessment also are examined.
Development of language skills by students is being documented through student writing
samples. Three times per semester, all students write free-form essays in response to the
questions, “What did you learn in science this week?” The writing samples are examined and the
following categories of language usage are identified: statements of cause and effect; if/then
statements; descriptions of processes (how something was done); explanation of science
concepts; statements of facts; descriptions of observations; use of science-related words in an
appropriate context.
Teacher content knowledge is measured before and after participation in a unit training. The
teacher assessments consist of open-ended questions, which are scored by project staff.
Teachers’ science teaching efficacy beliefs are being examined using the Self-Efficacy Teaching
and Knowledge Instrument for Science Teachers (SETAKIST) (Roberts, 2000). A subset of 20
teachers is being observed four times per year using the electronic version of the Stallings
Observation Systems (SOS) (Stallings, et al., 1979). The SOS allows a trained observer to log
detailed information about classroom interactions and instructional behaviors, such as types of
questions asked. These observations, which are in their third year, are expected to provide
information about longer-term changes in teacher behaviors. The results of this ongoing
component of the project evaluation are not reported here.
RESULTS AND DISCUSSION
Teacher Content Knowledge
In 2003, content knowledge of Cohort One teachers was measured pre/post during the summer
professional development sessions using a different open-ended instrument for each unit.
Overall, teachers’ mean scores increased from 15.8 (53% correct answers) to 24.1 (80.3%) from
pre- to post-test (p < .001, df = 22, t = 11.219, d = 2.018). In January 2004, teachers also
completed pre/post content knowledge assessments on the individual units in which they were

Moreno, et al., 2005

trained. Mean scores increased statistically significantly from 11.24 (37%) to 16.46 (55%) after
the one-day workshop (p < .001, df = 24, t = 9.074, d = 1.252).
In 2004, Cohort Two teachers achieved similar gains in content knowledge. Overall, teachers’
mean scores increased from 13.8 (46% correct answers) to 21.1 (70.3%) from pre- to post-test (p
< .001, df = 26, t = 9.609, d = 1.471).
Student Content Knowledge and Achievement in Science
Student content knowledge is examined pre/post for each unit implemented in classrooms
throughout all years of the program. As noted earlier, during 2003–2003, only the first cohort of
three schools participated. Students in the second cohort of schools served as comparison groups.
Students in both cohorts, however, completed pre- and post-assessments of content knowledge
using instruments validated during the field tests of each unit. It is important to note that there
were no statistical differences among Cohort One and Cohort Two schools on any of the pretests
during 2003-2004. In addition, there was no statistically significant increase in student content
knowledge scores among any Cohort Two schools during the baseline year of implementation.
Among Cohort One schools, however, there were statistically significant gains in content
knowledge at each grade level.
Of particular interest to the program was observed passing rates on the fifth grade statewide
science assessment, particularly among Hispanic students, in the Cohort One schools as
compared to Cohort Two schools, which were not yet participating in ECOS in the 2003-2004
school year. This can be seen in Table 2.
Table 2. Fifth grade state science assessment scores (TAKS) for ECOS partner schools during 20032004. Only Cohort One schools participated the ECOS program in 2003-2004.
Cohort and
Schools

One A
One B
One C
Cohort 1 Mean

% Students Met
Standard in
Science
2003
2004
61
99
52
71
89
91
67.33
87.00

Two A
Two B
Two C
Cohort 2 Mean

68
65
86
73.00

72
65
93
76.67

47
58

62
70

District
State

% African
American Students
Met Standard
2003
2004

% Hispanic Students
Met Standard

50
92
71.00

75
79
77.00

2003
60
48
74
60.67

46
74
70
63.33

68
72
89
76.33

71
47
67
61.67

2004
99
64
71
78.00
32
47
88
55.67

During the 2004-2005 school year, student performance on unit-specific content examinations
improved consistently in both Cohorts. The table below outlines specific gains by unit and grade
level for the fall semester (similar patterns were observed in the spring semester) and provides an
overall summary of student performance over all grades for the 2004-2005 school year. Units
used and grade levels are reported because of variability in how different schools implemented
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the program.
Table 3. Student Content Knowledge Gains on Unit Specific Tests during fall, 2004-2005 (all
schools).
Grade Level and Unit Taught (vary because of ongoing
program customization by schools)
Fall Implementation
Grades PreK-1 (Needs of Living Things) English
Grades PreK-1 (Needs of Living Things) Spanish
Grade 2 (Water) English
Grade 2 (Water) Spanish
Grade 3 (Air) English
Grade 3 (Air) Spanish
Grade 4 (Water) English only
Grade 4 (Global) English
Grade 4 (Global) Spanish
Grade 5 (Global) Spanish
Grade 5 (Water) Spanish
Summary of Student Performance (all units, all grades)
All Grades, Fall and Spring semesters combined
All Grades, English, combined semesters
All Grades, Spanish, combined semesters

Note:

PreTest
% Correct

PostTest
% Correct

Gain

N

d

79.1
75.4
40.4
32.7
49.7
34.7
55.6
34.2
34.0
36.7
45.2

90.9
87.7
62.7
69.3
73.2
46.2
77.8
47.5
46.0
64.7
92.3

11.8 **
12.3 **
22.3 **
36.6 **
23.5 **
11.5 *
22.2 **
13.3
12 *
28 **
47.1 **

363
65
204
63
299
23
115
12
15
15
13

0.49
0.44
1.25
2.34
1.08
1.01
1.27
0.77
0.89
2.68
3.36

55.5
56.9
50.0

74.8
75.5
71.8

19.3 **
18.6 **
21.8 **

2,349
1,876
473

0.77
0.74
0.89

* - statistically significant at the .05 level
** - statistically significant at the .01 level

As can be seen, overall, the Spanish-speaking students achieved slightly larger gains from the
pre- to the post-tests than did the students in English-speaking classrooms. This outcome is
consistent with results obtained from the unit-specific content tests and school-wide standardized
tests in 2003-2004. Complete data for the statewide tests administered in spring, 2005, is not yet
available.
These preliminary results suggest that the ECOS instructional approach, which emphasizes the
application of reading and writing skills to real world environmental science topics, may have
particular value for English-as-a-second language learners in elementary schools.
Student Language Skills Development
We are examining student writing samples to document the development of reading/language
arts skills and to evaluate the science activities. Three times per semester, students write freeform essays in response to the questions, “What did you learn in science this week?” The writing
samples are scored and the following categories are identified: statements of cause and effect;
if/then statements; descriptions of processes (how something was done); explanation of science
concepts; statements of facts; descriptions of observations; use of science-related words in an
appropriate context. Writing samples from Fall, 2004, have been coded. These results show
increases in the numbers of science vocabulary words used in context and the numbers of if/then
(casue and effect) statements, and a decrease in simple explanations of procedures followed. We
are continuing to evaluate the student writing samples.
CONCLUSION
Preliminary results from the ongoing ECOS curriculum implementation in two cohorts of urban
elementary schools suggest that an integrated approach to science instruction promotes student
learning of science concepts, particularly among Hispanic and Spanish-speaking students, and
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also may have an impact on student uses of language, particularly in terms of the appropriate use
of science vocabularly words and the expression of scientific thinking through if/then statements.
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INTRODUCTION AND BACKGROUND
A National Heart, Lung and Blood Institute (NHLBI) report from a conference focusing on
human resources for research in the 21st century cited “. . . the critical need to interest young
people of racial/ethnic minorities in biomedical research as early in their educations as possible”
(NHLBI, 1999). The report identified the importance of scholarship support, bridging programs
from secondary school, close involvement of parents, and small group and tutoring programs
throughout the college years (NHLBI, 1999).
The need for cultural and ethnic representation within the biomedical research workforce is not
based solely on social goals of equity and fairness—laudable as those goals may be. Rather, the
need is driven by a growing awareness concerning health disparities associated with gender, race
or ethnicity, education, income, disability, geographic location, or sexual orientation (USDHHS,
2000). Some indicators of health status disparities related to heart, blood, and lung diseases
among various ethnic/cultural groups are suggested in data reported by the NHLBI in its 2002
Chartbook.
The changing face of America poses new challenges for American healthcare services, as well as
for the research enterprise that represents the underpinning of the incredible strides that have
been realized in American medicine and healthcare over the last 50+ years. In one of the most
extensive examinations of disparities in healthcare that has been assembled to date, experts with
the Institute of Medicine concluded, “Racial and ethnic minorities tend to receive a lower quality
of healthcare than non-minorities, even when access-related factors, such as patients’ insurance
status and income, are controlled” (IOM, 2003).
A 2002 report from the Commonwealth Fund summarized factors that contribute to lagging
healthcare quality among minority groups (TCM, 2002), such as lower rates of health insurance
coverage and less access to care; language barriers; general provider-patient communication
failures; perceived disrespect by service providers; and health status and chronic conditions. The
survey results led the president of the Commonwealth Fund to conclude “For almost every
measure of quality there is sharp division between the health care experiences of white and
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minority Americans. As our population grows more diverse, these findings send a clear message
that the health quality divide is in danger of turning into a gulf. . . . To ensure a healthy future
for all, we must work to improve every quality care measure.” (TCM, 2002).
As the Institute of Medicine Report (2003) emphasized, “A comprehensive multi-level strategy
is needed to eliminate these disparities.” This report specifically cited a number of methods that
should be pursued in enhancing cross-cultural education of health professionals, culminating in a
recommendation to “integrate cross-cultural education into the training of current and future
health professionals.” Clearly, it is becoming increasingly important to increase the numbers of
well-prepared minority students who are in the academic “pipeline,” and who can compete
successfully for positions in undergraduate science education programs. Efforts to achieve this
goal will involve public schools working with other community partners who bring educational
resources to bear in fostering opportunities for minority and otherwise disadvantaged students.
Fortunately, there is a growing awareness of which strategies are effective. George and
colleagues (2001) with the American Association for the Advancement of Science have
articulated a number of features of effective programs for fostering science, technology,
engineering, and mathematics (STEM) achievement by minority and disadvantaged students,
including the following.
•
•
•
•
•
•
•
•
•
•
•

Align assessment processes with content standards, with sensitivity to cultural and related
issues.
Integrate issues on student diversity and implications for teaching into teacher professional
development.
Monitor student progress—particularly students with limited English proficiency—through
various levels of academic advancement to reduce risks for drop-out or other problems.
Expand parent programs to help parents understand standards, progress assessments, and the
importance of efforts to improve.
Include informal STEM activities in before- and after-school programs for school-age
children.
Involve high school students in academic improvement efforts.
Link school-to-work experience or career exploration to the standards-based curriculum.
Use technology to enhance science and mathematics learning.
Converge resources around instructional improvement efforts to maximize results.
Develop accountability systems that facilitate documentation of student progress and school
improvement.
Encourage and provide support for careful experimentation with appropriate evaluation at the
school level.

The National Science Foundation (1996) reports that schools, particularly secondary schools, in
urban areas with a high proportion of economically disadvantaged or a high proportion of
minority students offer less access to science and mathematics education. In addition, students in
these schools have less access to qualified teachers. Opportunities for challenging studies
through special courses, like Advanced Placement (AP) and International Baccalaureate (IB)
offerings, are not equally available to all students, with the availability of such offerings
decreasing as the percentage of minority and low-income students increases across school
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settings (Gollub et al., 2002). To ensure that all students receive high quality science education,
the following elements need to be in place: high expectations in science for all students;
opportunities for students in engage in problem-solving, inquiry-based activities; opportunities
for students to learn how science applies to daily living; involvement of appropriate role models
for students; and encouragement of parental interest in promoting science (NRC, 1996). In
addition, the National Science Education Standards note that students should have opportunities
to conduct scientific inquiry—in other words, explore the diverse ways in which scientists
explore the natural world and propose explanations based on evidence derived from their work.
AFTER SCHOOL SCIENCE CLUBS
The Bioscience Inspiration and Opportunities for Students (BIOS) project at Baylor College of
Medicine (BCM) is designed to provide these types of opportunities to students. BIOS is a
community partnership designed to provide students with skills and knowledge that will promote
success in advanced studies in the life sciences. BIOS project activities include summer research
placements for high school students, middle school science clubs and the creation of a high
school research course to be delivered online. This paper focuses on outcomes obtained from the
after-school science clubs, which are yielding positive results with regards to students’ science
content knowledge and attitudes toward science. In addition, training provided to Club leaders is
providing opportunities to compare the effectiveness of face-to-face versus web-based teacher
professional development as it relates to student learning.
The BIOS project engages students in middle schools through after-school science clubs focused
on current bioscience research topics. Specifically, BIOS Club offers hands-on learning
experiences that engage students and pique their curiosity about human functioning and health,
while facilitating student understanding of bioscience, particularly with regard to cardiovascular
and respiratory function and health. Students also are introduced to research reports on health
and fitness, as well as to some survey research methods involving questions of other students
regarding their understanding of health and fitness. All BIOS Club activities developed or
adapted for each grade level are matched to the focus for the grade as described in the Texas
Essential Knowledge and Skills (TEKS) for middle schools.
Inquiry-based teaching materials developed by scientists and educators at BCM with funding
from the National Institutes of Health (NIH) and the National Aeronautics and Space
Administration (NASA) are used as the core curriculum for the BIOS Clubs. In particular, the
NSBRI-funded units, Food and Fitness and Sleep and Daily Rhythms, the cardiovascular and
respiratory system activities in the NIH-funded My World Indoors, and the chemistry and riskassessment activities in the draft version of a new unit, The Science of Alcohol, have been
incorporated into the after school BIOS Club.
Piloted in three schools in 2003–2004, the full program was implemented in seven urban middle
schools (grades 5–8) in 2004–2005. It will be offered at ten schools in 2005-2006. Schools are
selected, in part, based upon having a significant population of students from underrepresented
and/or disadvantaged groups. BIOS Club activities are coordinated at each school by two
teachers, who receive professional development, support and resources from faculty and staff in
the Center for Educational Outreach at BCM, and from collaborating school district personnel.
Teachers receive professional development on each unit to be used in the BIOS Clubs. In 2004-
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2005, teachers received face-to-face training on three units, and completed a virtual workshop
available on BCM’s BioEd Online website (www.bioedonline.org) for training in the fourth unit,
Food and Fitness. BioEd Online is a free, peer-reviewed website with streaming video content
presentations, downloadable PowerPoint slides for classroom use, downloadable lesson
resources, biology news updates, and discussion forums.
Up to 50 students participate at each BIOS Club school per year (total of 400 students per year).
All middle school students at partner schools are encouraged to participate, including those who
are scholastically high achievers and those who express interests in science studies and careers,
but who have attained only passing science grades. This rather broad approach to recruitment is
designed to provide ample opportunities for students who may have, prior to the advent of the
BIOS program, not been enthusiastic about science. By “opening the door” widely to welcome
students from across the academic achievement spectrum, the program seeks to engage students
with potential who might otherwise not have been stimulated to pursue science.
BIOS Clubs meet once weekly, through May, for up to two hours, beginning with the activity
period at the end of the school day (if part of the school schedule) and extending after school.
This allows the BIOS Club to conduct more in-depth investigations than usually are possible
within the normal 50-minute class period. After school transportation for students is coordinated
by each school.
As noted, BIOS Clubs were first offered in the 2004-2005 school year. A total of 371 students
(14% African American, 81% Hispanic, 4% White, 1% Asian and other) in seven Houston,
Texas-area middle schools participated. Four science and health themes were covered by the
clubs over the course of the year, using BCM’s NSBRI- and NIH-funded curricular materials
noted above. Each school received all necessary supplies to conduct each unit with participating
students. The 2004-2005 BIOS Club units and topics are detailed below.
Table One: 2004-2005 BIOS Club Source Units and Topics
Science and Health Topics

Curriculum Unit Used During BIOS Clubs

Fall

Gases and air, respiratory system,
indoor air pollutants, allergies

My World Indoors, curriculum unit developed at BCM
and funded by NIEHS (NIH)

Winter

Exercise, energy balance and
nutrition

Food and Fitness, curriculum unit developed at BCM
and funded by the National Space Biomedical Research
Institute [NSBRI], available at www.nsbri.org

Early
Spring

Circadian rhythms and sleep

Sleep and Daily Rhythms, curriculum unit developed at
BCM and funded by NSBRI, available at www.nsbri.org

Late
Spring

Chemistry of alcohol, genetics of
alcoholism and decision-making

Draft of the Science of Alcohol unit being developed at
BCM with funding from NIAAA and NIEHS (NIH)

BCM outreach staff work directly with administrators and teachers in participating BIOS Club
schools to implement and maintain the Clubs, and to provide instructional support and resources.
Teachers administer previously pilot-tested pre/post content knowledge assessments to students
for each unit. In addition, teachers provide feedback regarding student recruitment and retention,
and student satisfaction with the overall program experience. BCM faculty and staff use the data
collected to assess the quality of the learning experiences provided through BIOS Club activities,
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and to gauge the program’s impact in terms of student attainment of learning objectives, stated
interests in science studies and careers, course selections and achievement.
RESULTS AND DISCUSSION
During the 2004–2005 school year, 371 students participated in BIOS Club activities. Student
science content knowledge was assessed pre/post using previously validated instruments for the
My World Indoors, Food and Fitness and Science of Alcohol units. As can be seen in Table Two,
students’ knowledge increased statistically significantly for each unit (paired t-Tests).
Table Two: Student Pre/Post Content Knowledge Assessments
Unit

N (students taking
pre and post-tests)

% Correct
Pre-Test

% Correct
Post-Test

Significance
(paired T-test)

Cohen’s d
(effect size)

My World Indoors

139

42.5%

63.5%

p ≤0.01

0.83

Food and Fitness

143

40%

53.3%

p ≤0.01

0.76

Science of Alcohol

149

53.6%

70.1%

p ≤0.01

1.29

Assessments for the My World Indoors and Food and Fitness units were developed as part of the
field-test process for these units and consisted of multiple-choice questions. The Science of
Alcohol assessment consisted of true/false questions that are included in the unit’s teacher guide
to help teachers identify student misconceptions about alcohol before beginning the unit
activities. The reliability estimates for each of the instruments are 0.65 for My World Indoors,
0.68 for Food and Fitness, and 0.68 for Science of Alcohol. Although these reliability estimates
might be considered low, they are in line with the findings of Rock, Pollack, and Quinn (1995)
who noted that the reliability of science ability estimates for younger populations are notoriously
low, even among instruments as powerful as the National Educational Longitudinal Study
(NELS:88). A copy of each set of questions is appended here.
As can be seen in Table Two, statistically significant knowledge gains by students were observed
for each of the three units for which pre/post tests were administered. In the case of the Food and
Fitness module, content knowledge gains for students in the informal BIOS Club science
program (N=125 students, 13-point gain, pre-test mean = 40% correct, posttest mean = 53%)
were equivalent to the content knowledge gains of students who participated in classroom fieldtests of the same Food and Fitness unit (N = 447, 14 point gain, pre-test mean = 44% correct,
posttest mean = 58%) (Moreno et al., 2004, 2005). These outcomes suggest that informal
learning settings can be effective in promoting student science content knowledge gains, and also
provide insight into the effectiveness of online teacher professional development. (The BIOS
Club teachers received only online training on the Food and Fitness modules, yet their students
achieved similar pre/post knowledge gains to the students of field test teachers.)
Overall, project partners are gratified by the preliminary outcomes generated by the BIOS Clubs.
This program appears to be effective in supplementing students’ science knowledge. Hopefully,
it also is encouraging students’ scientific curiosity. Given the already overfull school day, after
school clubs like this one may offer a viable strategy through which to attract more students of
all backgrounds to—and retain them on—pathways leading toward higher education and careers
in the sciences.
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APPENDICES: Student Content Knowledge Assessment Questions

My World Indoors: Questions for Student Content Test
1.

Which one of these statements is not true about the air we breathe?
a.
b.
c.
d.

2.

What happens to air when it is warmed?
a.
b.
c.
d.

3.

Dust in the air.
Not getting enough sleep.
Not eating breakfast.
Having a bad cold.

When you exercise . . .
a.
b.
c.
d.

7.

Make a dust catcher.
Keep the building closed up.
Change air conditioning filters.
Keep bathrooms damp.

What might cause someone to have an allergy attack?
a.
b.
c.
d.

6.

Run in place.
Make a lungometer.
Hold your breath.
Weigh your lungs.

What is one way to improve our indoor air?
a.
b.
c.
d.

5.

It rises.
It sinks.
It turns into rain.
It slows down.

What is a good way to measure your lung capacity?
a.
b.
c.
d.

4.

Air has pressure.
Air is a mixture of several gases.
Air is made mostly of nitrogen.
The air we take into our lungs is made only of oxygen.

your heart beats faster and your breathing slows down.
your heart beats slower and your breathing speeds up.
your heart beats faster and your breathing speeds up.
your heart beats slower and your breathing slows down.

What is mold?
a.
b.
c.
d.

Fungus
Plant
Animal
Bacteria
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8.

Which of these is not in dust?
a.
b.
c.
d.

Dead insect parts
Gases
Flakes of skin
Food crumbs

Food and Fitness: Questions for Student Content Test
1.

Energy in food is measured in:
a.
b.
c.
d.

2.

Which activity uses more energy?
a.
b.
c.
d.

3.

carbon dioxide gas and heat
water vapor and heat
oxygen and carbon dioxide gas
heat and oxygen gas

Which provides the most energy? (assume equal portions of each item)
a.
b.
c.
d.

8.

your hand.
a large hamburger patty.
a plastic CD case.
a deck of cards.

What does yeast give off when it uses sugar as food?
a.
b.
c.
d.

7.

beans
cottage cheese
spinach
chicken

A portion representing one recommended serving size of meat should be about the size of:
a.
b.
c.
d.

6.

minerals and vitamins.
proteins.
carbohydrates and fats.
all of the above.

If you are lactose intolerant, which food should you avoid?
a.
b.
c.
d.

5.

playing tennis
sleeping
reading a difficult book
playing video games

Essential nutrients are:
a.
b.
c.
d.

4.

total fat units.
calories.
kilowatts.
grams.

bread
nuts
rice
tofu

A person’s basal metabolic rate is figured based on:
a.

physical activity.

8
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b.
c.
d.

9.

The amount of food a person eats should match:
a.
b.
c.
d.

10.

meats and other proteins.
fats and oils.
milk products.
breads and cereals.

Someone with Type 2 diabetes should:
a.
b.
c.
d.

13.

yogurt, sliced apple, whole wheat toast
scrambled eggs, orange juice, whole wheat bagel
waffles, reduced fat bacon, half grapefruit
sausage biscuit, orange juice

According to the food pyramid, most of a person’s food should come from:
a.
b.
c.
d.

12.

the amount of energy he or she uses.
his or her age.
stored fat.
each food label.

Which of the following is a nutritious breakfast for a vegetarian who eats dairy products?
a.
b.
c.
d.

11.

amount of daily rest.
foods eaten.
height and weight.

eat fewer sweet or greasy foods.
get insulin shots.
eat more protein.
avoid exercise.

Astronauts need a different diet in space because:
a.
b.
c.
d.

it is hard to work.
there is almost no gravity.
they have to wear a space suit.
they have trouble sleeping.

14. A person’s diet is:
a.
b.
c.
d.

a way to lose weight.
the same as the food pyramid.
shown on food labels.
everything someone eats.

15. Which of the following does not carry out photosynthesis?
a.
b.
c.
d.

yeast
green plants
seaweed
ferns

The Science of Alcohol: Questions for Student Content Test
1.

Excess consumption of alcohol acts as a stimulant.

9
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True or False.

2.

Alcoholic beverages contain only alcohol.
True or False.

3.

Alcohol, once consumed, goes directly to your kidneys for filtering.
True or False.

4.

All alcohol is safe for consumption.
True or False.

5.

Small amounts of alcohol normally do not affect neurons in the brain.
True or False.

6.

Alcohol has calories, and does provide some nutrients.
True or False.

7.

Alcohol makes an individual more outgoing and articulate.
True or False.

8.

When large amounts of alcohol are consumed, the liver processes less efficiently, but more
quickly.
True or False.

9.

Besides beverages, there are not a lot of uses for alcohol.
True or False.

10.

The presence of food in the stomach increases the rate of absorption of alcohol into the
bloodstream.
True or False.

11.

Drinking beer is safer than drinking liquor.
True or False.

12.

Alcohol rarely can affect parts of the brain that deal with learning and memory.
True or False.

13.

Any effects from drinking alcohol occur in the short-term.
True or False.

14. Everyone eliminates alcohol at the same rate.
True or False.

15.

Alcohol is not a drug.
True or False.
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Effective Intervention for a Young Child with High-Functioning Autism:
A Multi-Practice Approach
Autism is a pervasive developmental disorder characterized by impaired social
interaction, communication deficits, and repetitive/stereotypical behaviors. Impairments
in these three areas of functioning are considered core features of autism. The social
deficits of autism are manifested by a lack of or reduced use of gestures, nonverbal
communication, imitation, joint social attention, and social responsiveness. Qualitative
impairments in communication may include expressive language delays, comprehension
difficulties, inability to sustain a conversation, and repetitious use of language Repetitive
behaviors may include a restricted range of interest, intense preoccupation, repetitive
motor movements, preoccupation with parts, limited play skills, and inflexible adherence
to routines (Freeman & Cronin, 2002). According to Mash and Wolfe (2002), autism
“affects every aspect of the child’s interaction with his or her world, involves many parts
of the brain, and undermines the very traits that make us human--our social
responsiveness, ability to communicate, and feelings for other people” (p. 257).
Autism is classified as a spectrum disorder, which means the symptoms are varied
and range in severity. Although all children with autism display the core features of the
diagnosis, they may be quite different. According to Mash and Wolfe (2002), three
critical factors contribute to these differences. First, children with autism have varying
intellectual abilities, ranging from profound mental retardation to above average
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intelligence. Seventy to eighty percent of children with autism have mental retardation
and the remaining twenty to thirty percent have average or above average intelligence
Second, the severity of language deficits varies greatly in children with autism Some
children with autism never learn to speak, while others speak but experience more subtle
difficulties with pragmatics and conversation skills. Third, some children with autism
make relatively little progress over time, while others may develop speech and become
more social and interactive as they mature. The two strongest predictors of positive adult
outcomes for children with autism are higher intelligence quotients and language abilities
(Mash & Wolfe, 2002).
The term high-functioning autism is often used to describe a child with autism
who has average or above average intelligence. The terms, autism and asperger’s
disorder (AD), are often used inter-changeably. According to Mash & Wolfe (2002),
“There is on-going debate about whether or not AD is a variant of autism or simple
describes higher-functioning individuals with autism” (p. 284). Asperger’s disorder (AD)
is a relatively new diagnosis, which was first defined in the DSM-IV in 1994. AD is used
to identify the highest functioning children within the autism spectrum or pervasive
developmental disorders. These children exhibit relatively intact intellectual and
communication skills. Bauer (2003) states that, “…when evaluating any young child
with autism and apparently normal intelligence, the possibility should be entertained that
he/she may eventually have a picture more compatible with an Asperger diagnosis.”
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Autism has been said to affect four to five children per ten thousand. However, estimates
that are more recent state that autism is on the rise and that the prevalence is at least three
times higher. These higher estimates may be related to a greater recognition of the milder
forms of autism present in higher-functioning individuals (Mash & Wolfe, 2002). The
U.S. Department of Education (2001) reported that the number of children with autism
who are receiving special education services has increased 500%, from 10,135 children in
1991-1992 to 53,675 children in 1998-1999.
The increase in the number of children identified with autism and the increased
need for early intervention and special education services have resulted in a need to
identify educational practices that are most effective for this population. Dawson and
Osterling (as cited in Mash & Wolfe, 2002) identify key elements of early intervention
for children with autism. A focus on core skills is identified as critical. Core skills
necessary to promote learning are identified as compliance with requests, imitating
others, functional and symbolic play, and attending to people and cues. Watson,
Baranek, and DiLavore also conclude that, “orienting and responsiveness to stimuli in the
environment, imitation, and joint attention are likely pivotal skills for more self-regulated
and efficient learning of play, language, and other social behaviors, and should be areas
of intensive early intervention” (2003, p.211). According to Dawson and Osterling (as
cited in Mash & Wolfe, 2002), core skills should be taught directly through one-to-one
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instruction in a highly structured environment. Interventions should be intense, involving
many treatment hours. Systematic fading of prompts and cues should be implemented to
prompt generalization. Visual and verbal cues should be in place to promote
predictability and routine, while assisting with transitions. A functional analysis of
problem behaviors and teaching appropriate coping strategies is also important. Parental
involvement is considered a critical element of treatment for children with autism.
In 2001, the National Academy of Sciences organized a committee to identify
educational practices for children with autism that have scientific evidence of
effectiveness. The committee identified several common components of effective
program models utilized for children with autism. Effective programs were
comprehensive and provided intensive intervention as early as possible, as well as
individualized intervention. These program models trained staff, assessed child progress,
and utilized a systematic curriculum. Many of these programs involved the families and
provided supportive environments (National Research Council, 2001).
Odom et al. (2003) conducted a review of literature from 1990 to 2002 to examine
the scientific evidence supporting effective intervention and educational practices for
preschool children with autism. Thirty-seven studies met the inclusion criteria for this
research. All studies reviewed were published in a peer-reviewed journal and employed
single-subject designs with at least one functional relationship between independent and
dependent variables. At least 50% of the subjects participating in each study was
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identified with an autism spectrum disorder and 50% of the participants were younger
than six years of age. This review of research classified effective intervention and
educational practices for young children with autism into three categories. Practices
were identified as well-established, emerging and effective, and probably efficacious.
Well-established practices were interventions that had more than nine studies that
supported their effectiveness. According to Odom et al. (2003), the well-established
practices that have scientific evidence for effectiveness for young children with autism
are adult-directed teaching and differential reinforcement. Adult-directed teaching was
defined as practices in which adults prompted, modeled, or provided a scaffold for a
child’s behavior. Differential reinforcement practices were defined as adult-planned
rewards provided after a child exhibited a target behavior. Adult-directed teaching and
differential reinforcement are fundamental elements of discrete trial training and are
considered tried-and-true practices in the field. These well-established practices are
traditional behavioral approaches and were derived from the work of Lovaas and other
applied behavior analysis researchers. Behavioral theory is based upon the assumption
that all behavior can be modified by manipulation of the stimulus and the reinforcer
(Owens, 2001). Hancock and Kaiser (2002) agree that research has demonstrated the
benefit of behavioral procedures to teach specific language targets to children with
autism. According to Frith, children with autism should be directly taught “virtually
everything” (as cited in Bowe, 2000, p.408).
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Odom et al. (2003) also concluded that the well-established practices of adultdirected teaching and differential reinforcement are being implemented in more
naturalistic contexts to promote increased engagement and generalization. These
approaches are being systematically withdrawn as a child with autism acquires a desired
skill. Hancock and Kaiser (2002) conducted a study utilizing Enhanced Milieu Teaching
(EMT) with preschool children diagnosed with autism. EMT involves a naturalistic
approach to language intervention that incorporates direct teaching and social interaction
approaches. The children who participated in this study were verbally imitative and had
a spontaneous vocabulary of at least ten words before intervention. EMT resulted in
increases in specific target language use, as well as positive changes in the complexity
and diversity of language for preschool children with autism. Some evidence of
generalization of language effects to interactions in the home was also noted.
According to Odom et al. (2003), emerging and effective practices for preschool
children with autism were those interventions that were supported by at least six studies.
Emerging and effective practices were identified as peer-mediated intervention, visual
supports, self-monitoring, and family involvement.
Peer-mediated intervention involves teaching typically developing children to
interact with children with autism to encourage appropriate communication and social
behaviors. Research by Peterson, Peterson, and Scriven (as cited by McGee & Paradis,
1993) has demonstrated that children with disabilities are more likely to imitate a non-
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disabled peer. Peer imitation is a basic developmental process that facilitates the learning
of social, communication, and cognitive skills. The ability to imitate is a necessary
cognitive precursor of language. Watson, Baranek, and DiLavore (2003) confirm that,
“…the development of skills in other areas, such as play and language, is closely tied to
the child’s ability to imitate” (p.203). The ability to imitate is often absent or decreased
in children with autism. According to McGree & Paradis (1993), highly systematic peer
training programs are the most effective way to promote social interaction in children
with autism. Although peers implement these interventions, teachers play an active role.
Initial peer training and verbal prompts by teachers are required to ensure that peer
mediated training is effective.
A study conducted by Garfinkle and Schwartz (2002) investigated the
effectiveness of peer imitation training (PIT) for preschool children with autism. The
results of this study concluded that children with autism demonstrated increased peer
imitation during small-group activities and generalized these increases to a free-play
session. Pivotal Response Training (PRT) is a naturalistic peer training strategy that is
conducted in loosely controlled environments (e.g., playground), utilizes many toys and
materials, and involves turn taking. Pierce and Schreibman (1997) studied the
effectiveness of PRT implemented by multiple peers in increasing social and language
skills of children with autism. Peers were taught PRT strategies through didactic
instruction, modeling, role-play, and feedback. Peers implemented PRT during recess
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and PRT resulted in increased interactions; initiations, varied toy play, and increased
language use. Generalization of these results was also found across settings, stimuli, and
peers.
Visual supports were considered an emerging and effective practice for use with
preschool children with autism (Odom et al., 2003). Visual supports prompt or remind a
child with autism to engage in a targeted behavior or prepare him/her for a particular
activity. Picture schedules and picture exchange systems are considered visual supports.
Charlop-Christy, Carpenter, Le, LeBlanc, and Kellet (2002) taught children with autism
to use the Picture Exchange Communication System (PECS). This visual support
strategy resulted in increases in social communication and decreases in problem
behaviors. Some studies reviewed by Odom et al. (2003) successfully used picture cues
with children with autism to promote self-initiated verbalizations. Ganz (as cited in
Odom et al., 2003) used social stories to reduce problem behaviors in children with
autism.
According to Odom et al. (2003), self monitoring strategies are also considered an
emerging and effective practice for young children with autism. Self-monitoring
involves children assessing their own behavior in order to support a newly learning skill.
A study conducted by Strain and Kohler (1994) examined the use of self-monitoring
intervention on the social interactions of preschool children with autism in
school and home settings. Children with autism were trained in a self-monitoring

Effective Intervention for a Young Child 10
program in which they placed a foam disc in a container after each positive social
interaction and then received edible rewards and praise. It was concluded that the selfmonitoring package increased social interactions with both peers and siblings and the
need for adult prompts and reinforcement were successfully reduced at home and school.
Family involvement was the final emerging and effective practice for young
children with autism cited by Odom et al. (2003). Directly involving families in planning
and implementing intervention, as well as problem-solving are important components of
family involvement models. Williams and Wishart (2003) state that involvement of
parents in interventions has increased greatly over the past thirty years, due to the
understanding that parental involvement helps a child with autism maintain and
generalize gains made through more traditional interventions. Parental involvement also
increases the intensity and availability of interventions for these children. Kaiser and
Hester (1994) demonstrated that parental use of enhanced milieu teaching (EMT) resulted
in children’s gains in target language skills, intentional communication, and number of
words used. Iacono, Chan, and Waring (1998) studied the efficacy of parentimplemented early language intervention based on a collaborative consultation model.
This study concluded that family involvement in a collaborative consultation model did
result in gains in the frequency of developmentally delayed children’s productive
language. These two studies also utilized individualized direct teaching strategies, which
are considered a well-established practice for children with autism. Baker (as cited in
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Odom et al., 2003) utilized siblings in intervention activities to increase play in children
with autism.
Based upon Odom et al. (2003) probably efficacious practices were categorized as
having at least three studies to support their effectiveness. Videotaped modeling,
moderating characteristics of tasks, and positive behavioral support were characterized as
probably efficacious. Videotaped modeling is often used with older children with autism,
but it has recently been implemented with preschool children. Video priming involves
the child watching videotapes of positive examples of targeted behaviors. The subject(s)
of these videos may be the child with autism or his/her peers.
The modification of task characteristics involves intervention activities based
upon the preferences of the child with autism. Several studies researched by Odom et al.
(2003) demonstrated greater performance in choice activities for children with autism.
The Son-Rise Program (SRP) is a highly intensive home-based approach that is
implemented by the family and is child-led (Williams & Wishart, 2003). In this
approach, the parent imitates the child’s activity, even if it is not socially acceptable.
When the child becomes attentive and interactive, the parent expands the shared activity
to promote communication and social interaction.
Dunlap and Fox developed the positive behavior support model in 1999 (Odom et
al., 2003). “Positive behavioral support is a comprehensive approach used to address
challenging behavior and improve broad lifestyle outcomes that serve to increase the
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overall quality of an individual’s life” (Becker-Cottrill, McFarland, & Anderson, 2003,
p.110). Becker-Cottrill, McFarland, and Anderson (2003) describe a service-delivery
model that incorporates the critical elements of positive behavioral support in
combination with intense family-focused planning for children with autism. This study
concluded that the family focus process in combination with positive behavior support
strategies is a comprehensive practice that is highly individualized and effective with
children with autism and their families. The family focus process addresses the most
common concerns of parents of children with autism. A knowledgeable community
partner reduces the family’s difficulty with accessing needed services. Families are
active members of the collaborative intervention team, have many opportunities to state
their needs and concerns, and participate in intervention at their level of choice.
The research reviewed for this paper demonstrates that there are many different
effective intervention practices and approaches for young children with autism. Some
practices, such as adult-directed teaching and differential reinforcement, are well
established and have been utilized for many years. These practices are based upon
behavioral theory and have accumulated much research to support their effectiveness.
More recent intervention practices, such as peer training and family involvement
strategies stress the importance of social influences and the community on shaping a
child’s behavior and learning. Vtgotsky, a sociolinguist, emphasizes the role of the

Effective Intervention for a Young Child 13
family and social interaction on behavior and communication development. The family
is the first environment a child experiences and therefore, involvement of families in
intervention is of central importance. Vtgotsky’s “zone of proximal development” is the
difference between what a child can accomplish independently and what he/she can
accomplish in the presence of others. The zone of proximal development provides the
theoretical basis for peer mediated intervention.
Relatively new practices for young children with autism may not yet have a high
number of studies to prove their effectiveness. Many of these practices continue to
incorporate the use of direct teaching (prompts and reinforcement). However, they are
more individualized, based upon specific child characteristics and preferences, involve
the family, takes place in natural settings, and utilizes technology to promote learning.
Comprehensive practices that incorporate multiple strategies seem to be increasingly
utilized with young children with autism. As stated earlier, autism is considered a
spectrum disorder and the need for individualized interventions is critical due to the
variability of expression.
Case Study
The purpose of this case study is to provide an example of an individualized
multi-practice intervention approach for a young child with high functioning autism. A
high functioning young child with autism who has average intelligence already possesses
one of the most important predictors of positive adult outcomes. The other critical

Effective Intervention for a Young Child 14
component needed for a positive adult outcome is communication skills. Therefore,
communication skills were a critical intervention goal for this child with high functioning
autism. Although, the approach used with this child and family is highly individualized,
the specific practices utilized have been found to be effective practices for young
children with autism. This case study illustrates the cohesive integration of a variety of
approaches and practices, as well as team collaboration, in the provision of an effective
treatment for a preschool child with high functioning autism.
Child and Family Description
Phillip was 2 years and 4 months old at the time early intervention began. He
lives in an upper socioeconomic single-parent household, but has much support and
involvement from his maternal grandparents. Phillip was referred to First Steps,
Kentucky’s Early Intervention System, due to language delays and behavioral concerns.
Phillip was diagnosed with Pervasive Developmental Disorder Not Otherwise Specified
upon his eligibility evaluation for First Steps. Significant developmental delays were
noted in the areas of communication, cognitive, adaptive, and social-emotional skills. No
score on the mental scale of the Bayley Scales of Infant Development-II was obtained,
due to Phillip’s uncooperative behavior. At 2 years and 10 months of age, Phillip was reevaluated prior to exiting First Steps. At that time he demonstrated average cognitive
abilities receiving an overall cognitive score of 95 and a nonverbal score of 103 (M=100;
SD=15).
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Phillip is currently 4 years and 5 months old and a recent interview with Phillip’s
psychologist (C. Myers, personal communication, October 29, 2003) suggests that “high
functioning autism” may best describe Phillip, although his diagnosis has not changed at
this time. For the purposes of this paper, Phillip will be referred to as a child with high
functioning autism.
Phillip’s Early Intervention Goals
Key goals of Phillip’s early treatment focused on compliance with adult-directed
activities, adaptability to new situations, and enhancement of communication skills.
Compliance with adult requests was deemed important so that Phillip could benefit from
therapies and to ensure his own safety. Prior to intervention, Phillip did not attend or
respond appropriately to verbal speech or gestures. It was critical that he learn to attend
to cues and follow directions in order to learn new skills. Phillip did not understand that
some things are dangerous (examples: a hot stove and the street) and did not respond to
commands to “stop” or “come”. Adaptability to different settings and situations was
targeted so that Phillip could successfully participate in family and community events
without behavioral outbursts. Phillip’s tantrums involved throwing toys, knocking items
off tables, and banging his head. Phillip’s tantrums interfered with his participation in
important family events such as, church and dinner time. Behavioral outbursts also
interfered with necessary activities, especially haircuts and daily trips within the
community. Communication skills were identified as crucial in order to allow Phillip to
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express his needs/wants, decrease frustration, and to increase the probability of success in
school. Prior to treatment, Phillip was essentially nonverbal with no language abilities to
express his wants or needs. Basic signs and gestures were used as an early form of
communication. The use of these signs has been faded as Phillip has become more
verbal.
Phillip’s Intervention Team
Phillip’s initial early intervention team was composed of a primary service
coordinator who facilitated team meetings, as well as an occupational therapist, speech
therapist, psychologist, and developmental interventionists. Phillip’s maternal
grandparents, physician, babysitters, and family friends are also integral members of
Phillip’s team. The parents of a teenage daughter with autism have been especially
supportive and involved with Phillip’s family. Phillip has received interventions in a
variety of settings. Interventions have been provided individually in his home,
grandparents’ home, within the community, and in center-based settings. A group
program with other children has also been an integral part of Phillip‘s treatment. Phillip
attended an integrated First Steps toddler group program, which included delayed and
non-delayed children. At the age of three year old, Phillip began to attend the public
preschool program within the community. When Phillip entered preschool at age three,
his preschool teacher, principal, school psychologist, and school therapists were added to
Phillip’s team. Various graduate students in the areas of speech, psychology, and early
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childhood have worked with Phillip during the past two years.
Intervention Practices utilized with Phillip
Well-established Practices (Odom et al., 2003)--Adult directed teaching and differential
reinforcement were key intervention practices implemented with Phillip. Compliance
with adult requests and early communication was addressed through direct teaching
practices, such as hand-over-hand assistance, visual and verbal prompts, and modeling of
appropriate behavior. Phillip’s team have consistently identified key terms and phrases
to prompt targeted behaviors. Some examples of important repetitive phrases used to
help Phillip stay in control, stay on task, and follow directions would include the
following; “All done, Are you ready?, First this, Second that, Are you making a good
choice?, One more time, Did you stay in control?” Early communication skills were
taught through imitation and repetition. Gestures, signs, and words were encouraged and
reinforced to promote communication. Early in treatment, Phillip was taught important
words/signs he could use to convey his wants/needs, such as “more, no, help, please,
done, etc“. Phillip was able to use these words to request what he wanted and frustration
was decreased. The social use of language has always been an integral part of Phillip’s
intervention
Differential reinforcement has been extremely effective with Phillip according to
Phillip‘s mother who stated that, “Even before he was verbal I feel he wanted to please
us, but did not know how to do so. Clapping, hugging him, and verbally saying ‘good
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job Phillip‘ always made him smile” (M. Proctor, personal communication, 11-17-03).
In addition to positive reinforcement, a modified time-out procedure was implemented to
address Phillip’s unacceptable behaviors. Phillip was removed from the situation, seated
in a small chair, while the adult and sometimes Phillip himself counted to 5 or 10 while
holding up fingers. Phillip was very interested in numbers and this type of activity was
calming and comforting to him and allowed him to regain control.
Effective and Emerging Practices (Odom et al., 2003)--Early behavioral concerns and
social skills were addressed with the assistance of visual supports and self-monitoring.
Phillip’s mother feels that social stories have been an extremely effective way to teach
Phillip appropriate behaviors in a variety of settings because he is a visual learner (M.
Proctor, personal communication, November 17, 2003). Social stories for a variety of
situations have been developed as needed for Phillip. Social stories were developed for
visits to the barber, going to church, birthday parties, dentist visits, restaurant dining, air
travel, etc. These social stories were repeated many times by a variety of people in order
to embed target behaviors and reinforce the sequence of events. Phillip has always been
encouraged to tell the story himself with words or gestures. These stories have resulted
in Phillip’s ability to participate in most community events without behavioral outbursts
or undue stress for Phillip or his family.
Phillip’s family specifically identified attending church as a very important step
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toward Phillip taking his place in the community and family. The specific church
service was pre-selected to ensure acceptance and tolerance from the priest who was
informed of the goals for Phillip and his difficulty with such activities. A social story
was developed to identify specific events within the church service, such as greeting the
priest, making the sign of the cross with holy water, sitting, singing, taking up the
collection, shaking hands during the sign of peace, and eating donuts after church. Signs
were used during the service to communicate expected behaviors; such as, sitting,
listening quietly, saying prayers, and singing songs. Phillip’s social story about church
was reviewed repeatedly by a variety of people on an ongoing basis. Phillip carried his
social story to church as a reminder of appropriate behaviors. His behavior at church was
reviewed with him and compared to his social story to develop Phillip’s ability to selfmonitor his behavior. According to Phillip’s grandmother, church participation has
allowed Phillip to be a part of a community ritual that his family shares. He has learned
to conform to requirements of the service, be social after the service, recognizes other
families who attend, and participate by taking up the collection plate.
A specific visual prop used with Phillip to address appropriate proximity to others
has been a space ruler. This ruler is approximately ten inches long and denotes how far
Phillip should sit from others. Phillip accepts use of this ruler, demonstrates more
appropriate social behavior, and is able to monitor his behavior with this tool. A talking
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stick has also been developed to facilitate appropriate conversational turn-taking. When
Phillip holds the stick he must talk and the person without the stick should listen. When
Phillip is not holding the stick, he should listen.
Intensive family involvement has been consistently utilized since the beginning of
Phillip’s intervention. Phillip’s family has requested team meetings at a minimum of
every three to six months since Phillip began receiving treatment. Team meetings were
held to review progress, problem-solve, and plan ahead. Phillip’s treatment has always
been planned with the intent of meeting specific family-oriented future goals. Phillip’s
family has received intensive instruction and training from each of Phillip’s therapists to
provide a continuity of intervention between therapy sessions. Phillip’s family has also
informed and trained all the people that have regular contact with Phillip so that his
intervention has been consistent and intensive across settings and people.
Peer mediated learning has become a critical practice utilized with Phillip as he
has become a preschooler. Phillip has been involved in group programs with his peers
since the age of two years old to promote socialization and to provide appropriate peer
models. However, peer-mediated learning began in earnest during the summer Phillip
turned four years old. Phillip’s grandmother organized and supervised small groups and
a variety of outings with slightly older typically developing children to encourage
Phillip’s social and communication interactions. One of the children engaged in these
small group sessions was taught to be an effective peer trainer through modeling and
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verbal prompts. This child was taught to ensure that Phillip was paying attention before
speaking (by touching him or repeating her statement), ask Phillip questions, and to wait
until Phillip answered before moving to a new toy or topic. This peer model was
instructed to get Phillip to play with her, praise Phillip’s interaction, take turns, and to
narrate their play. At the end of the summer, Phillip was interacting socially with a
variety of children, responding verbally to peers, and had developed a circle of friends.
Probably Efficacious Practices (Odom et al., 2003)--Modification of task characteristics
and video taping have also been utilized within Phillip’s intervention program. The
individualization of time-out with counting would be considered a modification of task
characteristics. This modification of time-out assisted Phillip in regaining control
through the use of a repetitive activity that he enjoyed.

Phillip’s cues for regaining

control were identified and all therapists and family knew that when Phillip began to
wipe or rub his eyes he was almost finished and ready to be in control. Another example
of modification of task characteristics would include the use of music and finger plays to
encourage imitation of gestures as a first step toward signed communication. Phillip
loves music and responded more readily to this type of stimulation early in his treatment.
Phillip has consistently been given choices during therapies and intervention goals have
been embedded in preferred activities. Phillip has specific interest in numbers, colors,
shapes, and letters and these interests have been a focus of intervention sessions to
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maximize Phillip’s interest and involvement.
Video taped therapy sessions have been used to reinforce concepts taught in
therapy and to review Phillip’s behavior. Phillip has watched these tapes repeatedly and
his recall of therapy concepts has improved. Video taped sessions have also been used as
a training tool for Phillip’s family. Phillip’s family is able to watch the therapist’s
approach with Phillip and model those techniques in the home.
Important Approaches/Elements to Phillip’s Treatment
Intensity of intervention, generalization and diversity, and a focus on social
communication have been key elements of Phillip’s treatment from the onset. Intensity
of intervention, in terms of the number of hours per week, has been a fundamental
element of Phillip’s intervention. Phillip began with 9 hours of formal therapy per week
(4 individual and 5 group) through the First Steps system. His family quickly began to
add individual therapy hours through a private pay approach to increase the total number
of intervention hours to 20 hours or more. Phillip’s family has also informed and
instructed all the people around Phillip to increase the overall intensity of intervention.
Diversity and generalization have also been pervasive elements of Phillip‘s early
intervention. Phillip’s therapists and family have been diligent in presenting stimuli in
diverse ways to promote generalization of skills. Questions are asked in different ways
and in different contexts. Stimuli is presented through a multi-modality approach.
Visual, tactile, and kinesthetic approaches have been utilized to present the same concept.
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Prompts and cues have been systematically faded as skills became more established. All
of Phillips goals have been addressed individually by a variety of therapists as well as the
family. Frequent community outings to the mall, Zap Zone, McDonalds, the park,
swimming, movies, restaurants, as well as family trips to Florida and St. Louis have
allowed Phillip to practice newly acquired skills in a variety of settings. Music class,
tumbling lessons, horseback riding lessons, and Bible study groups have been utilized to
promote a transfer of skills. According to Phillip’s family, his continual progress has
been a result of intensive therapy provided by a variety of therapists and family members.
Phillip’s family believes that the different styles and techniques of each individual
working with Phillip have helped him to learn in more than one “fixed” way (S. Vitale &
M. Proctor, personal communication, November 16, 2003).
A central focus on the social use of language has also been a key element of
Phillip’s treatment from the onset of intervention. Early signs and words were not taught
in isolation, but were used to help Phillip obtain what he wanted. Signs and words were
tools to facilitate the expression of needs and desires and were eventually used to
exchange information and ideas. Phillip’s recent treatment has focused on the
importance of conversation and narration skills. A high functioning child with autism
often has difficulty with pragmatics. Phillip’s treatment has focused on directly teaching
him the rules of conversation, such as topic initiation, topic maintenance, turn-taking,
topic repair, and topic termination. The talking stick has facilitated this process, while
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the space ruler has helped reinforce the nonlinguistic rules of communication.
The ability to tell and comprehend stories through extended discourse is
considered a critical predictor of future reading success (F. Kersting, personal
communication, September 20, 2003). Phillip’s narration abilities have been enhanced
through the use of personal and expository narratives. Phillip is asked to describe items,
recount events, and answer questions about sequences of events. Picture cues, books, and
social stories provide visual supports for these narrative events. Phillip’s ability to
narrate and tell stories is encouraged and rewarded throughout therapy and his daily
activities to promote expressive skills and improved comprehension.
Phillip has progressed from a non-verbal two-year old with significant behavioral
issues to a fun-loving four-year old who interacts with others, talks, and behaves typically
in most situations. Phillip communicates his needs effectively with simple sentences,
answers questions, and relates simple experiences to others. He enjoys social interaction
with peers and adults and is able to participate fully in all family events and outings.
Phillip’s family believes that his continual progress has been the result of intensive
therapy by a variety of professionals, family members, and friends. According to
Phillip’s grandmother, “Speech therapy alone would not have enabled him to correct his
behavioral problems, as private therapy alone would not have enabled him to learn to
interact with other children” (S. Vitale, personal communication, 11-16-2003).
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Conclusion
Many practices have been found to be effective in treating young children with
autism and many over-riding themes are obvious in the literature. Direct teaching,
systematic fading of prompts, differential reinforcement, intense intervention, peer
mediated learning, behavior management, and family involvement seem to be consistent
techniques employed in most treatment practices. Neurophysiology and neurolinguistics
have taught us the importance of multi-modality teaching in order to stimulate all areas of
the brain and maximize learning potential. Intervention practices for young children with
autism are consistently being provided in more natural and diverse settings to facilitate
generalization of skills.
Phillip’s intervention has incorporated the key elements introduced in this review
of literature. The core skills of compliance, imitation, functional and symbolic play, and
attending to people and cues have been addressed through a variety of practices.
Intervention has been individualized, intensive, and focused on problem behaviors, as
well as appropriate coping skills. Verbal and visual prompts have been implemented and
faded systematically as skills have become established and self-monitoring has become
established. Family involvement has been intense and highly effective. Phillip’s
treatment team has employed elements of all the practices that have scientific evidence of
being effective with young children with autism. The incorporation of all of these
elements and practices has resulted in significant progress for Phillip. This case study
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and the research support an integrated and cohesive treatment approach for a young child
with autism. Treatment should include many different scientifically-based effective
practices, focus on individualized needs, and maximize family involvement in order to
promote success for a young child with high functioning autism.
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6. Abstract:
BeachBoard, CSULB's (California State University, Long Beach) blackboard e-learning
environment, provides students with the opportunity to stay connected with their
instructors and classmates over the internet. BeachBoard may be a component of some
or all of a student's courses as either a supplement to the course, as an element of a
hybrid course or as structure for a completely online course. As a Supplement to the
course, BeachBoard may provide a method of receiving class material, and checking
grades, as well as other features. In a Hybrid Course, a combination of a traditional faceto-face class and online class, BeachBoard may also provide online quizzes, a virtual
chat room and discussion boards. In a completely Online Course, BeachBoard serves as
the method for all of the course's faculty-student interactions. Students, faculty and staff
also have the ability to manage their organizations on BeachBoard. These organizations
provide the same collaborative features that a course on BeachBoard has and may
include email lists, posting of announcements, a virtual chat room, and discussion
boards. The BeachBoard system has also proven to be popular among students.
According to a survey of 4,000 students recently taken by the university, 90 percent of
those interviewed preferred classes offered in the BeachBoard system to their more
traditional counterparts. Although the advantages and student popularity of this elearning environment are clear, it remains highly under used by faculty. Surprisingly,
Fall 2005 surveys have shown that even among Science/Mathematics faculty who rely a
great deal on computers and the internet for their day to day work, participation in using
the Beachboard system was only 29%. Liberal Arts faculty, for example, use
Beachboard 41% of the time. To increase faculty participation in this e-learning
environment, a new program was instituted in the Fall of 2005 that gave release time to
University faculty to serve as Faculty e-learning Consultants. These select faculty
demonstrated advanced use of blackboard in their courses and organizations. Best
practices will be identified by this group to increase the quality and use of the
Blackboard e-learning environment by all faculty users.
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Systemic Educational Reform:
Empowering Teaching Scholars with a Voice of Action
Statement of the Issue: As a community of teaching scholars affected by and contributing to
the education of today, tomorrow, and the future of our student body the question is clear:
How do we seize new opportunities at the intersections of reformed education and practice?
Imbedded in this question of educating our student body is – What does this mean as we
prepare and support students to not only enter into the new millennium but to have the
knowledge and understanding of concepts and processes required for personal decision
making, participation in civic and cultural affairs, and economic productivity? Clearly, there
are many more questions than answers, but there are fundamental issues that underline these
questions:
•
•
•

There is a need to create a nexus to insure reformed education becomes
reformed practice.
There is a need to insure that the understanding of enhanced content and
reformed pedagogy is reflected in our instructional practice.
There is a need to longitudinally sustain teaching scholars’ efforts in achieving
reformed practice.

Literature Review: The landscape at the intersection of reformed education and practice has
been dramatically transformed by powerful trends: (a) Escalating pressures for improved
achievement; (b) Demands for evidence of improved outcomes; and (c) Profound changes in
instructional practices.
Contribution: This work relates to the conference strand five in that it is framed around four
emergent topics: (1) achievement and accountability, (2) improved education, (3) increasing
our capacity to learn, and (4) identifying best solutions and priorities. These lessons shape the
discussion around providing teaching scholars with a voice of action.
Relevance: This work relates to the following perspectives: implications for policy and
practice in that it looks at how lessons from educational reform transform practice.
Implication for Action: The presentation and dialogue will be shaped by the four emergent
topics described below.
Achievement and Accountability
No matter what reform measure we choose to adopt we must be willing to be held accountable
for the results. This means that we must be thinking more rigorously about why we do what
we do, what ends we hope to accomplish, and how we can document our successes in
achieving those ends. In addition it is time to squelch the notion that all academic
interventions should be judged by their impact on student achievement. What we could ask is
what other socially valued purposes are being pursued and achieved? While we struggle in our
attempts to move beyond what was done before, we must be cognizant in our academic
initiatives and commit only to promises we know we can keep rather than trying to tie our

accomplishments to academic achievement solely. We must focus on the availability of the
opportunities for our students to learn and achieve.
Improved Education
In the process of reform we cannot forget the “change agents” of this reform we continually
discuss. We cannot constantly discuss reformed education, reformed assessment, and reformed
results without taking explicit account of the evidence that improved academic achievement
depends primarily on improved instructional practices. Pathways to improved achievement
include significant improvements in the instructional practices we, as teaching scholars, profess
to, reflecting profound changes in instructional practices. So the question we should ask is why
do we place so much emphasis on the role of instruction in promoting increased academic
achievement if we constantly take the role of instruction out of the solution? As we commit
ourselves to bettering the academic achievement of our students it must be recognized that
sustainable reform in education will never be realized unless we embrace the true “change
agents” –teaching scholars.
Increasing Our Learning Capacity
All too often, we continue as a higher education community to reinvent efforts. We must
strengthen our capacity to learn from current and past efforts. If we really learn from past
efforts we would realize that the knowledge base that under girds work at the intersection of
reformed curriculum and practice is not very sturdy. The lines connecting interventions and
outcomes are still shrouded in mystery. The mystery is sustained in part because it serves our
purposes – if everything connects to everything else in unspecified and unknown ways we get
support for our diverse activities by simply promising that whatever we do will help raise
academic achievement.
Identifying the Best Solutions and Priorities
With all this being said it becomes obvious that we must identify what we need to do together,
what we can do separately, what the trade-offs are, and what our priorities should be. We know
that the most important results cannot be achieved by single, narrowly circumscribed
interventions, yet we still fund and conduct evaluations in circumscribed pieces. We must
realize that true change is time consuming and energy draining. We need to come to
understand that the fundamental conclusion to be drawn is that we need to become more
precise about what we are trying to achieve. And realize that reformed education and higher
academic achievement will not be reached unless we empower teaching scholars with a voice
of action – for they are the true “agents of change”.
Leaner/participant Outcomes: The participants will help focus the discussion around how
we seize new opportunities at the intersections of reformed education and practice.
Methods: The session is meant to be guided by questions posed by the presenters and
informed through dialogue with the participants. The format to be used and the allocated time
for the session include: a brief 10 minute introductory comments to set the context for the
dialogue; 30 minute dialogue amongst participants with one person at each table keeping notes
and reporting back to the large group in a facilitated discussion for 15 minutes; remaining time

devoted for large group questions and further discussion or comments by the session organizer.
The smaller group dialogue will be focused on four topics that will inform the larger
discussion: Achievement and accountability, improved education, increasing our learning
capacity, and identifying the best solutions and priorities.
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Introduction
This presentation is about helping parents learn to let go and stay connected with their children
when they go to college. It is introducing parents to the notion that they are doing the right thing; it is
about learning new ways of communicating with their children as they transition into adulthood. Letting
go can be easy or challenging. Letting go is one way that parents can tell their children that they trust
them to take care of themselves, and that the parents are forever going to have a different role in the life
of their children.
The Project and Research
The University of Nevada Las Vegas has developed a parent orientation program that includes a
presentation on letting go and staying connected. This two hour long presentation is unique in that it
uses clips from popular movies to present the different stages of letting go and staying connected. This
program was developed by me, Louis Nadelson, and includes clips from twelve different movies to
introduce six different stages of the letting go staying connected process. Used in the orientation
program, these clips are followed by discussion and comments, with the participating parents being
asked to reflect on their individual situations and how they are similar to what they see in the movie
clips, and to share their perspective as to their role in the transitioning life of their student..
This program was presented for the first time on August 25, 2005 at the parent orientation
program at UNLV. The participants will be asked to complete surveys to determine the effectiveness of
the program. This data provides insight into how useful the program is to parents working through the
process of letting go and staying connected. It will also provide insight into parent impression of the use
of video and related media for presenting this information.
The poster will outline the final letting go/staying connected product and format of the
orientation presentation. It will include the list of films that are used and why they were selected, the
steps of letting go and staying connected that the presentation focuses on and the data collected from the
parents that participated in the orientation session. In particular there will be a focus on how the
program embraces the current research on family structures and student retention and the importance of
engaging parents in thinking about the importance of being able to let go and stay connected with their
college student.

Teacher Practices, Beliefs, and Conceptual Change
in the Reform Effort of Block Scheduling
Title: Teacher Practices, Beliefs, and Conceptual Change in the Reform Effort of Block
Scheduling

Subject Area: Secondary Education
Presenter: Louis Nadelson
• Part Time Instructor, UNLV, Las Vegas NV,
• Doctoral Student, Department of Educational Psychology, UNLV, Las Vegas, NV
Contact Information:
Louis Nadelson
1964 Catalpa Trail
Las Vegas, NV 89108
nadelson@unlv.nevada.edu
Home – 702-646-9777
Cel – 702 – 234-9989

Proposal Background
In the Fall of 2005, the Clark County School District in Las Vegas, Nevada, will have nine high
schools implementing their first year of block scheduling. There are already two high schools within the
school district that have instituted block scheduling, one with an administration change and the other
when the school opened. These two schools serve as school district models for successful block schedule
implementation, and are frequently used as examples of how a block schedule school should function.
The process of converting nine high schools in the nation’s fifth largest school district at the same time
to block scheduling provides a unique opportunity to examine how teachers adapt to reform efforts.
As the CCSD moves nine high schools into block scheduling there is a need to determine the
impact of the change on student learning. This is an endeavor that involves examining both student and
teacher variables. The data collection of some of the student variables already takes place as part of
ongoing district assessment of student learning. However, additional information regarding student
response to block scheduling will also be collected to provide a more complete analysis of the impact on
student learning. In addition to student learning, the school distinct is also interested in assessing teacher
attitudes and practices as they transition to and adapt to block scheduling. The school district is
interested in knowing how and what teachers are doing that is different from what was previous done.
Essentially the school district wants to know if teachers are changing their instructional approaches,
which is a desired result of block scheduling.
Methodology
I have been selected to be part of the research team to examine teacher changes and attitudes as
part of the implementation and institutionalization of block scheduling. The two areas of primary focus
for this study will be on changes in teachers’ attitudes toward learning, and the factors that contribute to
their openness and propensity for change.
In an effort to determine how teachers respond to educational reform efforts and in particular the
process of transitioning to block scheduling we plan to examine how teacher practices and attitudes
change over a one year period during the implementation of block scheduling. This study will focus on
the nine CCSD high schools implementing block scheduling for the first time during the 2005/2006
school year. All teachers in the nine schools will be asked to complete pre-implementation surveys that
measure 1) openness to change, 2) attitude toward block scheduling, 3) instructional strategies, 4) stages
of concern and, 5) demographic information. For post – implementation surveys teachers will be again
asked to complete 1) attitude toward block scheduling, 2) instructional strategies, and 3) stages of
concern. The teachers will be surveyed at the beginning of the school year before implementation and
then again at the end of the school year after one year of experience The general hypothesis is that as
teachers adapt to the reform effort of block scheduling they will alter their instructional strategies, shift
their stages of concern, and have an increasingly positive attitude toward block scheduling. To gain a
deeper perspective of the process selected teachers from a convenient sample will be observed and
interviewed a maximum of three times throughout the school year. The combination of the quantitative
and qualitative data will provide us with an accurate perspective of how well the teachers are adjusting
to change and its impact on classroom practices.
The poster will present this work in progress focusing on study design and pre-implementation
data. This will include an explanation of research design, the selected instruments, instrument
relationship and justification for selection, and the data collected in August 2005 prior to
implementation of block scheduling. In addition, any supporting qualitative data will also be included.
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Abstract:
Evaluation of School Students’ Attitudes towards Mathematics to Assess the Effects of
Computer-assisted Teaching of Mathematics
The objective of this study is a comprehensive evaluation of junior-high school students’
attitudes towards mathematics to assess the effects of teaching computer-assisted mathematics in
some Western Canadian schools. The project involved testing of a multidimensional instrument
capturing students’ attitudes towards mathematics in general and school mathematics in
particular. The instrument incorporated supplementary questions targeting students’ opinions
regarding using computers, perceived supports from parents and friends for learning
mathematics, and preferred learning styles. Although originally intended for assessing the
effects of using computers for teaching mathematics curriculum, the instrument can be applied in
a variety of educational settings and school assessments.
The Learning Equation mathematics teaching software was introduced to some schools in
Western Canada. It is a flexible teaching tool that may be implemented in a variety of ways (as
the main delivery method, a supplementary resource, or a remedial resource). Computer-assisted
mathematics may appeal to students’ interest in computers as well as encourage creative
instruction incorporating various learning styles and putting students in control of their learning.
While it may be unrealistic to expect substantial differences in attitudes after one year, it was
anticipated that students who used the program would more likely maintain a stable disposition
towards mathematics and be less likely to lose their positive attitudes compared to their
counterparts attending regular mathematics classes.
A 28-item five point Likert-type instrument was piloted with a group of junior and senior
high school students and revised based on their feedback. In order to investigate the effect of
teaching computer-assisted mathematics on students’ attitudes towards this subject, grade 7, 8
and 9 students using the software for the first time in experimental schools and students in
control schools who were not using the program were identified. The pre-test survey was
administered in September 2000 and then students’ attitudes were measured again during the
post-test in May 2001. There were 491 matched pre-test/post-test cases for the experimental
group and 473 cases for the control group. The instrument was tested using factor analysis
(SPSS factor analysis, principal components with promax rotation). Factor structure reflected
the original conceptual dimensions incorporated in the questionnaire: (1) Confidence in
Mathematics Ability; (2) Appreciation of Mathematics; (3) Perceived Importance of
Mathematics; and (4) Motivation to Study Mathematics. The first two factors demonstrated
remarkable stability and high reliability (Cronbach’s Alpha reaching 0.92 and 0.88); the last two
were logically consistent, with Cronbach’s Alpha at 0.67 and 0.59 respectively.
Pre-test – post-test comparisons of mean scores computed for each of the four factorbased sub-scales (SPSS paired-samples t-test) revealed that computer-assisted mathematics
might had some “buffering” effects on experimental students, preventing them from feeling
increasingly negative towards mathematics at the end of the school year. While appreciation of
mathematics was sustained at the same level in both experimental males and females, control
males and females scored significantly lower at the post-test compared to pre-test. Confidence in
mathematics ability remained at the same level within both experimental and control groups,
whereas scores on perceived importance of mathematics and motivation were significantly lower
at the post-test stage compared to pre-test for both males and females within each of the
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treatment groups. (There is a possibility of “year-end fatigue” having some effect on the posttest results).
The authors encourage others to adopt the four-factor questionnaire for use in studies of
students’ attitudes towards mathematics and to report analyses of the questionnaire construct
validity. A refined and reliable instrument would have merit as a diagnostic tool teachers could
use in monitoring their students’ attitudes towards mathematics and assessing the effects of new
teaching methods.
The views expressed in this publication are those of the authors and not necessarily Alberta
Education’s.
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It is a truism that the introduction of information and communication technologies into
education has significantly changed the structure and operation of education world wide.
Educators as facilitators of learning are being challenged to be innovative and to
incorporate technology in the instruction processes. This paper seeks to accomplish five
main objectives. The first is to examine the role of the teacher in an online course. The
second is to identify the standard features of online courses. The third is to demonstrate
the relevance of constructivism philosophy in online learning environments. The fourth is
to discuss the principles of effective teaching online that exist and have proved beneficial
to the online instructors and their students, while the fifth objective examines the
advantages and disadvantages of online teaching and learning.
Advances in technology have led to a paradigm shift in the instructional processes
especially in the United States (Nafukho & Park, 2004). As noted, “Online learning is
attracting increased attention from individuals, school districts, higher education
providers and for-profit companies” (Donley, 2003, p.117). In general, distance learning
is increasingly becoming an alternative in education, industry, large corporations, and
various government departments (O’Lawrence, 2005). The use of online instruction,
especially, has made educational opportunities accessible to students who in the past
lacked opportunities due to factors such as work, geography, time, family responsibilities
and lack of money (Chun & Hinton, 2001; Nafukho, Thompson & Brooks, 2004).
Computer-related course instruction has made a significant impact on the provision of
instruction and student learning in higher education (Piotrowski & Vodanovich, 2000).
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Existing evidence shows that the use of information technology in the instruction process
is spreading faster than any other form of curricula change (Gilbert, 1997).
This paper examines pertinent issues related to design and successful delivery of
online courses. Based on the authors experiences with online instruction and on the
relevant literature reviewed, the paper discusses the role of the teacher in an online
course, identifies the standard features of online courses, examines the relevance of
constructivism philosophy in online learning environments, discusses the principles of
effective online teaching that exist and have proved beneficial to the online instructors
and their students, and examines the advantages and disadvantages of online teaching and
learning.
The Role of the Teacher in an Online Course
Research has shown that the role of the teacher in an online learning environment is
critical since the teacher has to assume more responsibility for planning the online course
(O’Lawrence, 2005). Heinich, et. al., (2002) supported this idea by pointing out that the
students in an online course need course content material that has been prepared well in
advance before the course commences. A review of literature revealed that online
learning environments can be of three types, a). Using online instruction as a supplement
to face-to face instruction, b).Using the Internet in a mixed mode with face-to-face
instruction and, c).Using the online-based instruction instead of face-to-face instruction
(Berge, Collins & Dougherty, 2000).“The online environments of the third type are
referred to in the literature as web-based instruction, virtual learning, online learning and
e-learning” (Mishra, 2002, p.493). Based on our own experience with online instruction,
we wish to note that online learning is student centered and structured in nature. Thus, the
course content material should be presented in a learner friendly format, with group
activities, collaboration projects, clearly stated learning tasks, assignments, quizzes,
learning and evaluation contracts, syllabi, course schedule, and examination format well
stated in advance.
It is been pointed out in the literature that before providing online learning, teachers
must prepare the learner regarding the expected learner roles in the online course. Time
management and careful planning has been identified as being not only required but
sufficient conditions for students enrolled in online courses. Students in online courses
also require knowledge of the expected communication protocol, background knowledge
of other learners, course interaction strategies, course navigation skills, the feedback
process, online communication etiquette, knowledge of use of technology, and the
student support services available (Nafukho & Park, 2004; Melara, 1999). Failure to pay
attention to the factors mentioned above may interfere with the efficient and effective
delivery of online courses. Like traditional instruction, a conducive learning environment
must be provided prior to launching online instruction. Mishra (2002) and Harris (1999)
point out that using the Internet to deliver instruction requires more than creating good
content. Instructors must make an effort to provide a complete learning environment.
The importance of a conducive learning environment and availability of resources for
successful on-line instruction has been emphasized. Khan (1997) observed that online
learning environment requires many resources, technical support, a clear
instructional/learning framework, and support for both novices and experts. While using
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online instruction, teachers as facilitators of learning should endeavor to develop rich
classroom environments that encourage active learning and higher level thinking skills,
especially reflection, problem solving, evaluation, application of information learned,
flexible thinking and creativity (Hopson, Simms & Knezek, 2001). On the effectiveness
of online courses, much of the research conducted from the 1980s and 1990s provided
evidence which showed that distance education was effective especially with regard to
student achievement. As noted, “…when effectiveness is measured by the achievement of
learning, by the attitudes of students and teachers, and by return on investment” (Moore
& Thompson, 1990, p. 59).
Standard Features of Online Courses
We know that a traditional instructional class will in most cases have a course text book,
references, and additional study material provided by the teacher. The traditional classes
also involve the use of power points, summary notes and handouts for instruction
purposes. The teacher may rely on lecture method or hands-on approaches that fully
engage the learners in the teaching/learning processes.
In the case of online courses, there exist a lot of controversies as to what should
be the main features of such courses. While our discussion here is not conclusive, we
challenge the reader to reflect and think of key features that every online course should
have. Khan (1997, p. 7) identifies the following important components that every online
course will require: “Content development, multimedia component, Internet tools,
computers and storage devices, service providers, authoring programs, servers, browsers
and other applications.” While the components above are important, we find the six
instruction design tips for online learning developed by Duzer (2002) very critical. The
tips include:
• Learner support resources
• Online organization and design features
• Instructional design and delivery
• Assessment and evaluation of student learning
• Appropriate and effective use of technology
• Faculty use of student feedback
The content and development component of online courses require the instructor to be
aware of the important learning and instructional theories (Mishra, 2002). In addition, the
instructors require a sound knowledge of instructional design and curriculum
development theories. This component is a must for all professional teachers. Thus,
professional teachers should be equipped with a specific body of knowledge related to
effective teaching strategies. This means that teachers trained to teach in purely
traditional settings require retraining in order to be able to teach efficiently and
effectively online.
For online learning to accommodate learners’ differences such as learning styles
of the learners, online course designers need to use text and graphics, audio streaming,
video streaming and graphical user interface (GUI) while designing online material for
the learners (Nafukho & Park, 2004). In addition, teachers should make use of
asynchronous communication tools such as discussion groups, e-mail, listervs,
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newsgroups and online chats. Synchronous communication tools such as video
conferencing, audio, Internet phone, and conferencing tools cam also be incorporated in
online instruction. Our experience with teaching online courses has shown that learners
face a number of problems such as not being able to download the class material, having
very slow computers, not understanding instructions, being logged off before completing
quizzes and or tests, and not being able to download graphics. To overcome such
problems, instructors should make use of several computers and storage devices such as
computer platforms for running Unix, DOS, Windows and Macintosh operating systems,
servers, hardrives, and CD ROMs. Course material should be saved on CD ROMs and be
made available to students who may be having problems with accessing online material.
Using online instruction software such as WebCT and Blackboard, the instructors do not
require learning the HTML.
According to Nafukho and Park (2004), WebCT and Blackboard are the two main
online learning management support systems commonly used in online instruction.
WebCT is a course development software package that utilizes the Internet to deliver
online courses. The software creates a user-friendly environment and is quite convenient
for online instruction. WebCT has become an important component of online course
delivery and is now used by over 2000 universities worldwide. It has several advantages
such as communication, assessment, tracking, and presentation tools. These tools allow
for the development of online courses suited to several learning/teaching styles.
Blackboard software was developed by a Washington D.C.-based organization known, as
Blackboard, Inc. in June 1997. Like the WebCT, Blackboard has become the leading
provider of Internet infrastructure software for e-learning. “The software offers a
complete suite of enterprise software products and services that power a total e-Education
Infrastructure for schools, colleges, universities, and other education providers”
(Blackboard Inc. 2003, p.1). Since its initial development in 1997, the software has
grown to “serve many of the largest, innovative, and best known institutions in the world,
including: Georgetown University; Arizona State University; Temple University; Dallas
County Community College District; Singapore Polytechnic; Cherry Creek School
District (CO); Mortgage Bankers Association of America; Motorola University; FT
Knowledge; and Kaplan” (ibid, p.1). Blackboard is web-based server software that
provides industry leading course management, an open architecture for customization and
interoperability, and a scalable design that allows for integration with student information
systems and authentication protocols (Yaskin & Gilfus, 2002).
In a nutshell successful design and delivery of online courses requires a variety of
features. As noted, a well-designed web course should have the following key features:
Interactive, multimedia facilities, open system, online search, device
distance-time independent, globally accessible, electronic publishing,
uniformity world wide, online resources, distributed, cross cultural
interaction, multiple expertise, industry supported, learner controlled,
convenience, be self contained, ease of use, online support, authentic,
course security, environmentally friendly, non-discriminatory, cost
effective, ease of coursework development and maintenance, collaborative
learning, formal and informal environments, online evaluation, and virtual
cultures (Khan, 1997, p. 8).

4

The statement above summarizes those key features that online courses should have.
While it may not be possible to incorporate all these features the first time that an online
course is taught, it is suggested strongly that teachers should build their courses
systematically and gradually incorporate as many features as possible. Online instruction
is an educational innovation that requires creativity on the part on teachers to optimize
learning. It also challenges some teachers and touches on their comfort zones.
The Relevance of Constructivism Philosophy in Online Learning Environments
Mishra (2002) and (Villalba & Romiszowski, 2001) note that three schools of thought
have been widely used and explored to provide guidance for instructional practice using
multimedia features in online courses These include: behaviorism, cognitive psychology
and constructivism. Of the three, constructivism has been identified as the most suitable
one for online learning (Mishra, 2002; Hung 2001). The constructivism school of thought
argues that teaching is more efficient when students engage in activities within a
supportive learning environment and when they get proper guidance mediated by
learning tools. Constructivism is a philosophy of learning founded on the premise that by
learners reflecting on their experiences, they are able to construct their own
understanding of the world and their environments. Learning therefore involves
adjustment of mental models in order for one to make sense of his or her new experiences
(Senge, 1990).
Knowledge, its nature and how we come to know, are essential considerations for
constructivists. According to the constructivist school of thought, learners have the
capacity to invent or construct general theories about their learning experience. Following
this philosophy, knowledge is seen as constructed through intellectual actions based on
experience. Thus, from a constructivist perspective learners, through their interactions
with the environment, construct knowledge (Sutton, 2003). According to Desforges
(2000), the difference between an expert in this case the teacher and a novice is in the
depth and quality. The expert knows the refined differences besides a vast amount of
knowledge and has more powerful ways of restructuring experience with these having
more general application. The complex nature of learning whether in a traditional setting
or online is that the acquisition of a more advanced schema is not straightforward. It is a
complex process with learning consisting of restructuring the schemas. Teaching
according to this view involves identifying the learners’ existing schemas, arranging
experiences that challenge these schemas and hence provoking the construction of more
advanced intellectual structures. It is a learner centered approach which requires the
learner to be more intellectually active in the knowledge acquisition process. Learners in
online courses just like those in traditional courses tend to show resistance to challenging
of existing schema. The resistance is as a result of the disequilibrium caused by new
learning and new mode of instruction especially if the online learning support system is
not working in a perfect sense.
According to Epstein (2002) and Huitt (2003), the constructivism school of
thought has four guiding principles which we find important for online learning and
instruction. First, learning is a search for meaning hence must begin from known to
unknown knowledge and focuses on issues which students are actively trying to construct
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meaning. Secondly, meaning requires understanding wholes as well as parts, and parts
must be understood in the context of wholes. This is because parts make up the whole but
the sum of the parts does not necessarily equal the whole. Therefore, the learning process
in online courses should focus on primary concepts, not isolated facts that have not been
proved correct. The third principle addresses the issue of mental models. Thus, for us to
teach well, we must seek to understand the mental models that the learners use to
perceive the world and the assumptions they make to support those models (Senge,
1990). It is the mental schemas that facilitate the understanding of new learning. The
fourth principle emphasizes the notion that the purpose of learning is for the learners to
be able to construct their own meaning and not just memorize the correct answers and
replicate blindly without questioning. Therefore, constructivism as argued by Epstein
(2002) and Huitt (2003) has the following important features that online educators and
learners must be aware of:
1. nurtures the learner’s natural curiosity
2. encourages learner inquiry
3. emphasizes learning and not teaching
4. encourages and accepts learner autonomy and initiative
5. sees learners as creatures of will and purpose
6. considers learning as a process and not an event
7. recognizes the critical role of experience in the learning process
8. takes the learner’s mental model in the design and delivery of the courses whether
online or traditional
9. focuses on performance and understanding when assessing learners and the
importance of the holistic view of learning
10. based on the cognitive theory of learning and the role of the environment
11. focuses on how learning takes place
12. emphasizes the need to involve learners in the real world
13. emphasizes the context in which learning takes place
14. considers the beliefs and attitudes of the learner
15. provides the learner with the opportunity to construct new knowledge and
understanding from their own experiences
For online courses to fully engage students, the teachers as content experts and designers
should seek to create active learning environments as argued by the constructivism school
of thought. While teachers may be content experts, not many of them are instructional
designers, hence the need to work collaboratively with instructional designers employed
by many colleges and departments offering online courses. A major strategy to make
online courses more interactive is to build multimedia capabilities into the courses.
Multimedia refers to “applications that add sound, animation, and support for both analog
and digital video” (Wallace, 1996, p. 110). Gillani and Relan (1997, p.236) provide the
following useful multimedia design guidelines aimed at making online courses more
interactive:
• Simplicity and consistency in the design of the web pages which eliminates cognitive
overload.
• Not to distract the attention of the learners by providing unnecessary elements in a
multimedia presentation.
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•
•
•
•
•

Use multimedia components to reinforce rather than distract from learning.
Combine colors attractively to appeal to students. (For example, the color orange
attracts attention, whereas the color blue creates a non-threatening environment.)
Multimedia should convey information rather than be an art piece.
Always keep the size of animation as small as possible.
Use dual coding as an effective means of instruction.

Principles of Effective Teaching Online
It is generally agreed that teaching is an art that can be learned. For online courses to
promote the teaching and learning processes there is need to develop some guiding
principles that should be followed in the design and successful delivery of online courses.
This is necessitated by the fact that teaching online has been found to be very
challenging, time consuming, and demands immediate feedback from the teachers to the
students. Graham, Cagiltay, Lim, Craner, and Duffy (2001) developed seven principles of
teaching online that we found useful and use in our own online instruction. O’Lawrence
(2005, p. 133), cites Graham, Cagiltay, Lim, Craner, and Duffy (2001) and notes the
following as the seven principles of effective teaching online:
1. Good practice encourages student-faculty contact. Lesson online instruction:
Instructors should provide clear guidelines for interaction with students.
2. Good practice encourages cooperation among students. Lesson for online
instruction: Well-designed discussion assignments facilitate meaningful
cooperation among students.
3. Good practice encourages active learning. Lesson for online instruction: Students
should present course projects.
4. Good practice gives prompt feedback. Lesson for online instruction: Instructors
need to provide two types of feedback: information feedback and
acknowledgement feedback.
5. Good practice emphasizes time on task. Lesson for online instruction: Online
courses need deadlines.
6. Good practice communicates high expectations. Lesson for online instruction:
Challenging tasks, sample cases, and praise for quality work communicate high
expectations.
7. Good practice respects diverse talents and ways of learning. Lesson for online
instruction: Allowing students to choose project topics incorporates diverse views
into online courses.
Advantages of Online Learning
Students world over enroll in online courses because of some perceived or real benefits.
Educators like wise offer online courses because of varied expected benefits. Exiting
evidence supports the argument that there are some advantages associated with online
instruction. According to computer technology research, online instruction is able to
cater to the learners’ learning styles by incorporating all the five senses. “Comprehension
is raised to 80 percent when one sees, hears, and interacts with instructional material.
This comprehension rate is very high compared to 20 to 30 percent for just sight and
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sound respectively” (Multimedia source guide cited in Wallace, 1996, p.110). For
specific advantages of online courses the empirical studies reviewed provide the
following advantages:
Flexibility for the learner
Harasim (1994) noted that students in online courses learn on their own schedule,
while O’Lawrence (2005, p. 132) observed, “the greatest rationale for the existence of
most forms of distance learning is that students can do much of the work at times and
places of their choosing.” Tull (2001, p.1) noted, “students have better control over their
time since they can arrange weekly class hours around their own schedules--even if the
only time to join the discussion is after midnight or on Sunday morning.” She noted
further that because online discussions are asynchronous in nature, students are not
pressured for immediate, off-the-cuff answers. Thus, learners have time to think about
questions before responding.
Promotes Cooperative Learning
Online courses encourage cooperative learning since most of the class work is
posted; students have plenty of opportunity to learn from anyone in the class and can
compare their work to those of others in the class. In our own teaching, we post the
material online for the entire semester. This takes care of the learners’ needs and our
students have found this method very useful. While in the traditional method of
instruction, instructors have to find ways of dealing with absentees; this is not a problem
with online instruction. The fact that all discussions, answers to student questions, and
lessons are in print solves the problem of missing classes. Therefore, students have the
opportunity to print all the information and read it at their own pace. It is also easier to
study the course material or to review sections that may have presented a student with
difficulty.
Increased Learner Centeredness
Since course material and tutorials are provide online this caters to the needs of
learners who suffer from not being able to follow lectures in large common core courses.
It allows the students to be self-directed learners since they can print the course content
provided online and study at their own pace. Thus, distance learning opportunities
through online instruction have brought the classroom from the educational setting to the
home. This has provided many students the opportunity to learn and earn degrees without
the inconvenience of having to travel to campus for classes (Beard & Harper, 2002).
Online instruction has been found to offer students greatest chance to discover their
strengths and weaknesses and the best opportunities to discover their paths to achieving
success. In addition, students enrolled online classes have been found to spend less time
in the college classroom but with the ability to complete course work at their convenience
in their homes (Chamberlin, 2001).
Addresses Psychological and Social Barriers Experience by Some Learners
Chamberlin (2001) further observed that online communication assists in
diminishing student inhibitions related to communication by removing psychological and
social barriers to student-teacher and student-student interactions.
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Encourages Active rather than Passive Learning
Online learning provides students with plenty of time to reflect on answers before
submitting them this increases participation. Knowles (2001) analyzed a face-to-face
course with online components and established that most students believed that the online
communication increased participation.
Combination of online and traditional Approach Promotes Learning
A number of teachers have been able to rely on a blended approach of instruction
where traditional methods of instruction are combined with online modules. As noted by
O’Lawrence (2205, p. 132), this allows “the instructors to devote more time if required to
covering concepts in class, while letting students learn the hands-on portion of the course
on their own.”
Makes Self-Tailored Learning Possible
Since students can access their courses and print or save the information for use
later own, online learning enables the learners to learn at their own pace, in their
preferred medium, or in a comfortable home environment away from the workplace or in
a school setting.
Low Course and Institutional Costs
While the initial costs of developing online courses may be high, but once the
courses have been developed this considerably lowers to cost of operation for educational
institutions. Belanger and Jordan (2004) noted that by institutions centralizing the
development of some of learning tools, they may free up time for instructors to focus on
aspects of their work such as service, grant writing, and research.
Course Standardization with Quality Objectives
As discussed earlier in this paper, every online course must have some common
features that should promote learning and assessment of the learning process. The aim is
to ensure efficiency in the instruction process and effectiveness in achieving course
objectives. O’Lawrence (2005) observed that computer aided learning tools help achieve
a certain level of standardization in the quality and quantity of material made available to
learners.
Accessibility and more Choice
The use of online instruction has made educational opportunities accessible to
students who in the past lacked opportunities due to factors such as work, geography,
time, family responsibilities and lack of money (Chun & Hinton, 2001; Nafukho,
Thompson & Brooks, 2004). In addition, online courses allow students more choices in
course offerings and times without fear of class conflicts a common occurrence with
many traditional mode of course offerings (O’Lawrence, 2005; Wahlstrom, Williams, &
Shea, 2003).
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Disadvantages of Online Teaching and Learning
While online instruction has many advantages, Tull (2001) observed that online courses
do not work for everyone. The “arguments against online learning often focus on what is
viewed as negative impacts from not having face-to-face contact and anxiety caused by
the nature and quantity of information transmitted through technology” (Miller, Walker,
& Aayla, 2003). The following are some of the disadvantages of online instruction
identified in the literature:
Ineffective Communication which hinders the Learning Process
Online instruction has been found to have a communication problem since it has
no body language, facial expression, nor tone of voice to guide the interactions with the
students and their instructor. Most times, the instructor is at the mercy of the student with
regard to feedback. In our own experience with online teaching, we have experienced a
few cases of students who decide to respond to questions, take quizzes and tests without
following the course schedule. Some instructors and students find online instruction
isolating and frustrating. The lack of actual contact, like in a traditional class setting is a
major limitation with the asynchronous method of instruction.
Problem for Students who not Self-Disciplined and Lack Time Management Skills
Just like in traditional classes, students who are not self-disciplined in terms of
organization and time management face a major disadvantage in online classes
(O’Lawrence, 2005). While in the traditional classes the teacher will meet and remind the
learners the situation is difference in online classes where students can choose to ignore
all the reminders send by the instructor.
Socialization as Part of the Learning Process is missing in Online Courses
Beard and Harper (2002) observed that many students learn best through direct
interaction provided by their instructors and other students, which lacks in online learning
environments. Piotrowski & Vadanovich (2000) noted socialization as a common feature
of traditional campus classes is a major hindrance to learning for some students in online
classes.
Connectivity and Navigation Problems
Technological problems experienced by students who lack technological skills,
problems related to privacy issues, and learners’ focus on the technology instead of the
content being taught are the other problems associate with online instruction. Depending
on the financial status of the students, some students do not have the latest computers
hence accessing and downloading course material is a problem. Navigation through the
course is the other problem that we have experienced among some of our learners.
Technical problems interfere with the learning process and often course problems for
both the learners and instructors.
In summary, online instruction faces the following disadvantages: lack of direct
student interaction, lack of interest in the subject by the students, limited group
participation, low team learning, lack of non-verbal communication, lack of immediate
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feedback, no eye contact, lack of ability to know the individual responding, focus on
technology instead of content, and no direct classroom student engagement.
Conclusion
In this paper we show the role of the teacher in an online course. We also identify the

standard features of online courses; and examine the relevance of constructivism
philosophy in online learning environments. In addition, we discuss the principles of
effective online teaching that exist and have proved beneficial to the online instructors
and their students and examine the advantages and disadvantages of online teaching and
learning. As shown in this paper, online teaching as an innovation in education needs to
studied and nurtured. There is an urgent need for educators to continuously share their
experiences on what works and what does not work and why. Good principles of online
teaching are evolving in nature and will continue to be refined. It is a challenge that faces
all educators and their students. It is a lifelong and lifewide mission that every educator
and learner should seek to promote. As noted earlier in this paper, teaching online is a
new innovation that requires creativity from both the learners and their teachers. We
would like to challenge all educators to be enterprising in their teaching and learning
processes and to learn to do new things, without fear. Technology is a tool that should be
harnessed to improve the way we teach and learn and it can never replace the teacher. It
should therefore never be feared.
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A Bridge Over Troubled Waters:
Decreasing the College Transition Gap for Inner City High School Seniors
It is not enough to simply say, “I want to attend college.” You must physically
make it there. For many minority students living in the inner city, the prospect of actually
attending an institution of higher learning is more likely to be a dream than a reality.
Several factors contribute to preventing these students from extending their education
beyond twelfth grade. These factors include: but are not limited to; financial difficulties,
lack of knowledge on behalf of parents or older siblings, and misguided direction from
counselors. These elements often hinder some students from attending colleges and
universities, and those who do make it often do not succeed during their first two years. It
is the responsibility of educators and mentors to help these students realize the true
magnitude of their potential.
Through the format of a paper session I will share with educators and attendees
how to successfully initiate and maintain a healthy mentoring relationship with students
who are pursuing a college education. Students need more than just encouraging words;
they need tangible examples of success. Teachers, counselors, and mentors must serve as
role models for these students to follow. By working with students beginning no later
than their junior year in high school, then following them though their first year of
college, mentors increase the chances that their mentees will remain in school and
possibly do considerably well academically and socially.
Information for this presentation was collected from interviews and observations
of seven professional minority men and women in New York, Georgia, Philadelphia, and
Illinois who all successfully began mentoring relationships with students who were still
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in high school. The professionals “adopted” these mentees as their “little brothers and
sisters” and worked closely with them in areas such as etiquette, study skills, and socially
appropriate behavior. By serving as positive role models and exemplifying what it means
to be “young, gifted, and Black,” these mentors were able to realize the positive rewards
of their time and dedication. Their mentees have all either graduated from colleges and
universities or have recently begun their course of study.
During the paper session, I will showcase the fine examples of successful
mentor/mentee relationships that display what can potentially take place if inner city
students are given chances and understand the opportunities that await them in the future.
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Abstract
Understanding Evolution and Natural Selection: The Case for Hawaii
The topic of Evolution, along with its mechanism, the theory of natural selection, serves
as the underlying principle in fully understanding biology. Given the recent state and
local school-wide “debates” in the United States on whether or not evolution should be
taught alongside the non-scientific topic of intelligent design, the critical role of
understanding the nature of science in the science classroom, must be addressed. The
strategies discussed in this paper will focus on how to effectively blend discussions of
science content with process. As the common thread in biology, the topic of evolution
and its related historical development can help students make sense of diverse biological
concepts (Narguizian, 2004). The discussion of evolution provides educators with
something else—a significant opportunity to teach important lessons involving island
biogeography. The Hawaiian Islands are a prime example of evolution and natural
selection at work. By studying these evolutionary pathways, students of science and
teachers alike, can draw scientific conclusions about evolution’s occurrence,
mechanisms, and courses (Olson, 2004).
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Three case studies form the basis of an investigation of the sustainability of
innovative programs in educational institutions. One is a case study of a university
sponsored Fifth Dimension program dispersed in five regional elementary schools. The
second is a case study of a bluegrass after school music program in an Appalachian
region elementary school, and the third is a case study of the role of student cohorts on
the survival of a university doctoral program after its state mandated cancellation. The
overriding question that guided each study and formed the basis for data collection was
what factors contributed to the sustainability of each program.
While the term sustainability has been most often associated with environmental
studies, during the past few decades members of the academic community have examined
sustainability in educational settings. Hargreaves and Fink state “sustainability is more
than a matter of persistence over time” (2003, p. 694). They say that in order for a
program or initiative to be sustained, it must be designed in such a way that it does not
“compromise” the purpose of other initiatives on either a short or long term basis. As
such, they frame sustainable improvement as:
• enduring or long term commitment that supports the good of all, not a select few;
• capitalizing on resources and support at a pace that matches the change process;
and
• cultivating ongoing improvement and promoting individual growth (p. 694).
Sustainable leadership, according to Hargreaves and Fink, is seen more as a
complex system rather than an individual process. Instead of relying on the skill of a few,
sustainability is assured when a holistic approach is taken to maintaining the
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organization. This systematic view allows for the “leader” to be less of the “head” and
more of the facilitator (Hargreaves and Fink, 2003, p. 700). Wheatley (1999), on the
other hand, believes that system activities cannot be reduced to cause and effect but are
the result of internal connections and realignments
The sustainability of valuable educational innovations is an ongoing concern of
researchers and program developers. All too often programs that enhance students’
learning and development terminate when faced with adverse circumstances such as
reduced funding, departure of leaders, or declining enrollment. However, in these three
studies, we learned that common characteristics do exist in organizations where
innovations survive.
The Fifth Dimension
The intention of the founders of the Fifth Dimension was the development of a
voluntary after school activity supported by a community organization and a university.
Michael Cole defines Fifth Dimension as “a cultural system containing rules, artifacts,
divisions of labor, and outcomes stemming from local Fifth Dimension cultures” (2001,
p. 1). The Fifth Dimension was developed at the University of California, San Diego
Laboratory of Comparative Human Cognition in the 1980s within a cultural-historical
activity theory framework (Blanton, Moorman, Hayes, & Warner, 1997). Computer
games, board games, and telecommunications are combined in an environment in which
children can play while learning reading, writing, mathematics, and problem solving. The
role of university faculty and students is to mentor each individual child and to conduct
research. Fifth Dimension sites are in several states and other countries; often children are
able to e-mail each other between sites.
One Fifth Dimension program based at a university and serving several regional
elementary schools was the setting for this study. The program began its activities in
1993 and continues to be a functioning system in spite of having meandered down a
bumpy road. The site served particularly well for this study because the project’s
leadership had changed several times and leadership was one of the factors under
investigation.
This qualitative study was grounded in several theories of organizational
sustainability. We found that factors identified by key theorists included commonality of
purpose, cooperation among workers, and a formal system of communication (Barnard,
1938). Other factors were maintaining the initial purpose of the organization and staying
within the bounds of that purpose. (Boeker, 1988; Lyons, Smuts, & Stephens, 2001;
Kaufman, 1991). Together these factors helped to frame the interviews and observations
in the university and after school programs hosting Fifth Dimension programs in the
regional community.
The results of 70 plus interviews with people associated with Fifth Dimension
provided opinions, judgments, (informal) assessments and evaluations, and accounts.
These conversations led to an appreciation of the fluidity of organization in both Fifth
Dimension and the after school programs that hosted them, although Fifth Dimension is
probably more fluid than the other after school programs.
Upon completion of the initial stages of the study, we went beyond theories about
organizations to include concepts from leadership theory that suggest how leaders may
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contribute to the sustainability of Fifth Dimension. This proved to be particularly relevant
because the study was begun after the university lost the initiator and prime leader of the
Fifth Dimension program. Leaders on various levels were an essential ingredient for the
sustainability of this program. Both doctoral and undergraduate students were
emotionally and intellectually committed to the program. Even so, some predicted that
the program would fade away (Cole, 2001), a surprising assessment since those
interviewed invariably said that children involved loved Fifth Dimension. However, other
factors challenged its sustainability. The program fought for resources each year and
some aspects of the program challenged the mores of local communities. For example,
the unidentified “magical” Golem, a computer source who provided help when needed,
challenged local customs and was not used at several locations.
During site visits, the investigators noticed immediately that Fifth Dimension,
with a formalized structure and egalitarian process, was being superimposed on an
informal, but institutionalized, hierarchical after school program. Nevertheless, the two
organizations had much in common. Neither Fifth Dimension nor the after school
program was directly associated with the school instructional structure. Both
organizations gave students a great amount of freedom in choice of activity, and were
characterized by having adult staff, college student mentors, and substantial turnover
among both throughout the year.
The Wise Village Pickers
The second case study identified leadership, organization, and community factors
that contributed to the sustainability of an innovative, voluntary after school music
program. The challenge of retaining music in America’s schools remains an ongoing
concern for music educators in 2005. Even in schools with a strong musical tradition,
teachers have difficulty developing programs that not only succeed but also endure.
The Wise Village Pickers of Stanton, Kentucky, founded in 1993, served as the
focus of this study. “Wise,” the surname of the great fiddler Chubby Wise, was a
reminder of the bluegrass that the group performed; “Village” referred to the adage “It
takes a village to raise a child.” The Wise Village was established as Stanton Elementary
School’s response to community concern about losing traditional Appalachian music and
culture. In the process, it overcame lethargic parental and community involvement at the
school.
Children, ages 5 through 13, rehearsed after school an average of once per week
with instruction provided by school staff members and community volunteers. At its
peak, approximately 70 children participated in this innovative program. Parents stated
that children always looked forward to making music and never complained about the
time involved. Today the Wise Village continues to perform traditional Appalachian and
bluegrass music; students sing and accompany themselves on traditional instruments such
as guitar, banjo, mandolin, fiddle, and upright bass.
Another “village” – a network of intellectuals, musicians, and interested
community members – consciously nurtured the Wise Village Pickers. Many individuals
shared a commitment to social justice; all felt a deep emotional attachment and
involvement with their Appalachian culture. This network of leaders existed at two
operational levels. The first level, comprised of a small number of individuals, provided
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visionary leadership to establish and guide the program. Leaders at this level also pursued
funding to purchase and maintain instruments and to support trips and performances. The
second level was comprised of dedicated individuals who shared the program’s vision
and worked on the front line handling the day-to-day operations of the program. They
also worked with the children in face-to-face instruction. A number of faculty and staff at
Stanton Elementary have been involved at this level, as have musicians in the local
community.
Data sources for this study included onsite visits, video and audiotapes, and
printed publications. In addition, interviews were conducted with adults who were closely
associated with the Wise Village throughout its history. These individuals identified a
number of challenges to the program’s sustainability. The principal who founded the
Wise Village, a dynamic leader and visionary who grounded the program on Putnam’s
theories of social capital and Dewey’s pedagogical principles, retired. Several years later,
the teaching assistant who served as program director also left the school. Additional
challenges included methodological disagreements, student discipline and motivation,
rehearsal time, clear communication between program staff and parents, and fluctuations
in funding. Theories of social capital (Putnam and Feldstein, 2003), diffusion of
innovation (Rogers and Shoemaker, 1971), new science of leadership and organizations
(Wheatley, 1999), and sustainability (Hargreaves and Fink, 2003) served as lenses for
examination of the Wise Village program.
Doctoral Student Cohorts
The third case study investigated the effect of student cohort groups on the
organizational sustainability of a small doctoral program in educational leadership at a
medium sized university. The organizational and management structure of the program,
unlike the structure for the university’s College of Education, was deliberately nontraditional and non-hierarchical, lending itself to a more informal functional system. The
program operated independently of academic programs and departments within the
College of Education and was managed by a policy team comprised of faculty from
across the college. The program’s director reported directly to the dean.
The management and positioning of the program within the college inevitably
affected the character and culture of the cohorts. The students were enveloped in an
environment where freedom of action was valued and felt empowered to influence
decisions related to the program. Generally, students supported the curriculum design,
faculty instruction, and program administration when their views were given
consideration. Cohort members were aggressive in assuring that faculty and the director
addressed both group and individual needs. For example, students were proactive in
addressing convenient scheduling of classes, selection of teaching faculty, and the
selection of courses being taught. There were striking examples of the influence of
students on the tenure of more than one director. Instead of working independently to
make their preferences or concerns known, they approached offices in the college and
across campus that would be responsive to their complaints.
To better understand the historical foundation of the program, a review of the
program’s archives, minutes from the program’s advisory committee, correspondence
among faculty and administrators within College of Education, summary reports, and

4

other documentation outlining program development and delivery was conducted. Eleven
students from ten cohort groups, four faculty, and five administrators associated with the
development and continuation of the program were interviewed. Information provided
by these individuals further highlighted the extraordinary challenges facing the program.
The doctoral program’s history portrays a system that was on a cataclysmic
course, especially if one compares events with the above indicators of organizational
sustainability. The program had been administered by three different deans and managed
by five consecutive directors. The doctoral program faced other challenges. The most
severe blow came when the state university’s General Administration actually cancelled
the program. The program’s sustainability, when compared to the descriptors for
effective organizational development and design, seemed totally unlikely. One could
easily assume that a program under so much duress could not sustain itself.
Throughout the two-year period when efforts were being made to reinstate the
program, students were still enrolled in classes and were often enlisted to participate in
the reinstatement efforts. The efforts of faculty and administrators to retrieve the
legitimacy of the program set an example for the doctoral students that it was possible to
keep an organization on track, in this case to sustain the program if they (students, faculty
and administrators) cared enough about it to take action.
The theoretical foundation of the study was based on Margaret Wheatley’s view
of organizations as living systems, “a network of processes in which every process
contributes to all other processes” (1999, p. 20). As each individual (person) in the
process evolves independently, they do so in support of the whole system. When the
system is disturbed by outside influences (others, actions or information), Wheatley
believes that “self organization” occurs that forces the system into a change process,
addressing the new information. While some systems may die at this stage the majority
do not, as they evolve into a “higher level of complexity” (p. 21).
Wheatley’s work embodies the importance of individuals in organizational
advancement and suggests that the organizational design of the doctoral program allowed
for individual students within cohorts to provide the power and influence to assure the
program’s sustainability. While the cohort structure provides the framework for
collective groupings, this study considered the possibility that it is the dynamics among
individuals in the cohort structure that were directing and redirecting the movement of
the program.
Discussion
During our individual investigations, we expected and were convinced that the
catalytic influence of leaders would be the most important influence on the sustainability
of their programs. We also knew that the leaders in each of these cases created and
developed an innovation on the basis of strong educational and leadership theories. It
could be argued that each program was sustained because it met the basic needs of key
constituent groups. Fifth Dimension parents needed a place to take their children after
school; a place children wanted to go to was better than one they shunned. In the case of
the Wise Village, there was an expressed need to involve the community in the school
and to save the local culture. The single most important need for the doctoral program
was for enrolled students to be able to engage in and complete their degree program.
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In comparing the three studies, several unexpected phenomena emerged. The
most surprising was the role individuals played in each organization’s sustainability. As
Wheatley notes, we live in a world that is intertwined and supported by relationships
developed through shared interests. The power of these relationships is evident “because
system members engage in continual exchanges among themselves and with their
environment, the system develops greater freedom from its environment” (1999, p. 85).
Wheatley also believes “the system will choose a path into the future that it believes is
congruent with itself” (1999, p. 85). Innovations, however, do come and go and
Wheatley’s explanation holds in these three cases, we believe, because the theoretical
foundation of each innovation contributes to its sustainability. The changes in these cases
helped the organizations be congruent within themselves because they were founded on
fine theory.
Organizational systems develop and expand only when individuals choose to
connect to one another in meeting each individual’s need. For each to get what is
important to them they must extend and involve others. It is this similarity in self-interest
that maintains or sustains an organization. In all three case studies it was the interest of
individuals connecting with others that supported the initiatives of the system itself and
ultimately determined the sustainability of the program. While much of the emphasis of
each study’s analysis considered the systems involved, it was the individual role in
building relationships toward a common goal that supported sustainability. This was
particularly true of the individuals on the front line.
The second surprising phenomenon was the similarity of each system’s
reaction to the chaotic states they were forced into. Changes in leadership of the Fifth
Dimension led to instability, and friction existed because of the unusual format in
contrast to that of the traditional structure of the public school system. The Wise Village
faced difficulties including loss of key leaders, uncertain financial support, and
methodological differences among staff members. The Doctoral Program, similar to the
other two systems, faced numerous challenges ranging from changing leadership, limited
funding and ultimate cancellation.
In each case, both internal and external forces initiated the imposition of change.
Wheatley believes that organizations in such chaotic states are forcing change to occur
because individuals, impacted by the “disturbance”, are releasing their currently held
beliefs and are forced to reconfigure their view of the system. It is through this
independent redefinition of the organization that the organization’s “meaning” is
changed.
The collective action of individuals, facing a shift in purpose and direction, causes
them to reposition themselves, thus leading to change and organizational stability.
Wheatley says, “If a living system can maintain its identity, it can self-organize to a
higher level of complexity, a new form of itself that can deal better with the present”
(1999, p. 21). Each of these innovative organizations reconfigured themselves to a more
stable existence. The Fifth Dimension was marginalized by the university and modified
to suit individual school systems’ standards. Leadership was sustained by the dedicated
students on the frontline. After repositioning itself through new leadership at the top
level, the program’s purpose broadened and expanded, and survival was no longer an
issue.
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The Wise Village lost its musical integrity when bluegrass music was combined
with piano and chorus. It also suffered personality conflicts that led to a decline in student
and community involvement. However, the second level leadership “regrouped” and the
program is now thriving with traditional bluegrass at its core. The doctoral program
clearly avoided demise through the collective action of students and faculty and now has
more applicants than it can handle.
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Incorporating Civic Learning into a Physical Education
Teacher Education Methods Course
ABSTRACT:
Civic-learning and service-learning are terms which are often used
interchangeably and misunderstood. However, a difference does exist. Service-learning
is a teaching methodology where the learner may acquire career, social, and personal
skills through community service projects. Literature regarding service-learning has
become widespread in the areas of language arts, math, science and social studies, yet
few examples exist on its incorporation into the field of physical education (Wade, 1997).
Civic-learning differs in that it embeds such learning as a course requirement and is a part
of the participant’s evaluation. Both civic and service-learning incorporate John Dewey’s
concept of experiential learning with first hand experiences. Civic-learning programs
which are well designed have proved to have a strong impact on student learning.
The South Carolina Commission on Higher Education recently designated Coastal
Carolina University (CCU) as the site for a three-year (2005-8) pilot study involving
civic-learning. The goals of this campus-wide program are to improve high school
attendance and the subsequent graduation rates, increase the university students’
awareness of the community in which they are living, and to provide an opportunity for
CCU students to give back to the surrounding community. In order to be effective, it
was determined that the program should be implemented within the county at the
elementary school level. Course proposals with a civic-learning component were
accepted from twelve professors for the fall 2005 semester. Approximately three
hundred university students from a variety of disciplines participated in this innovative
program.
Wellness Activities & Lifestyle Knowledge (WALK) was the civiclearning/mentoring component incorporated into the Elementary Physical Education
Methods course. It was intended to supplement and enhance the instructional and
behavioral objectives inherent within the course. By incorporating knowledge of
physical activity and dietary practices, the teacher education candidates were to assist and
motivate an assigned 4th, 5th, or 6th grade ‘at risk’ student with overall fitness and
wellness. In conjunction with this focus, each candidate was to determine what, if any,
sports were of particular interest to their student. If the student desired, the candidate
would also provide assistance for skill improvement in a particular sport.
For accountability within the physical education methods course, specific learning
experiences were expected. In addition, the candidates were expected to provide weekly
reports, via e-mail, to their professor and the overall program director regarding their
mentoring experiences. This civic-learning/mentoring program has a strong alignment
with candidate preparation according to the guidelines set forth by the National
Association of Sport and Physical Education (NASPE) and the National Council for the
Accreditation of Teacher Education (NCATE).
Within this presentation, the author will share the process of implementing,
conducting, and evaluating the ‘WALK’ civic-learning program which was incorporated
into a physical education methods course, and provide some general observations of other
CCU faculty who incorporated civic-learning into their courses.
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Abstract
Ensuring academic achievement for every student is dependent upon school
counseling programs being an integral component of the educational system. This
session highlights how school counselors can and do impact student achievement
through career planning, personal/social counseling, academic advising and
appraisal, and consultation with students, parents and school staff.
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Abstract
Students learn in different ways and are smart in different ways. Since
Howard Gardner defined his theory of multiple intelligences in 1983, people
throughout the world have changed the way they define and understand
intelligence. His theory of multiple intelligences states that there are eight, or
more, ways that students learn and are smart.
This study sought to identify and compare Native American students’ selfperceptions regarding Gardner’s multiple intelligences and was supported by a
grant from the Institute for Rural Education and Community Development,
chaired by Dr. Connie Geier, at Northern State University. Students in grades
three through eight were surveyed at a public school located on the Standing
Rock Indian reservation in South Dakota. The student population at the school
reflects 99% Native American enrollment. The unemployment rate for this area
is at 70% according to Bureau of Indian Affairs statistics and 100% of the
students receive free or reduced meals.
Survey instruments were adapted by Harms (1998) from a model
developed by the New City School faculty in St. Louis. Data were collected from
85 third through eighth-grade students. A five-point Likert scale was used to
measure respondents’ perceptions of the predominance of each of the multiple
intelligences. Computation of item means and rankings indicated that the
respondents perceived naturalist and logical-mathematical intelligence to be their

Using Gardner’s Multiple Intelligences

3

most predominant intelligences and musical-rhythmic intelligence to be their least
predominant intelligence.
Northern State University teacher education students enrolled in both
Human Relations (EDFN 475/575) and South Dakota Indian Studies (INED 411)
classes assisted with data collection, compilation of data, and follow-up. The
teacher education students have also created lesson plans in Microsoft
FrontPage linking the multiple intelligences with the South Dakota state content
standards. These lesson plans have been edited and posted to a website of
teacher resources. The educator resources website is available at:
http://www.northern.edu/neville/multiple_intelligences.htm .
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Red Flags is a mental health program designed to help middle school students recognize
signs of depression, symptoms related to suicide, and resources that will help children in
grades 6-8 seek assistance for themselves, peers, or siblings who may be in trouble.
Red Flags, developed by the Mental Health Association of Summit County, Ohio, was
created in response to the wave of school violence and shootings that had taken place
across the country. The Ohio Department of Mental Health asked that the program focus
on adolescent depression, an often-unrecognized crisis facing many young people.
Suicide, resulting from untreated depression is the leading cause of death among young
people ages 15-24. An education sub committee of the Mental Health Association of
Summit County went to work to develop a school-based program to address this critical
issue.
A central piece of the Red Flags program is the video called “Claire’s Story.” In an
attempt to help her adolescent daughter tell the story of her struggle with depression and
thoughts of suicide, Claire’s mother, Penny Frese, co-wrote with Claire, and produced the
video to educate others about this mental health threat. That video, along with other
program materials for students, teachers and parents, provides Red Flags participants
with an understanding of the symptoms, the illness, and the available resources for
recognizing and treating depression in adolescents
To help combat depression and reduce the risk of suicide among middle school age
students, the Ohio Department of Mental Health currently distributes the Red Flags
program material, free of charge, to middle schools across the state that are looking for a
prevention program to educate their school community. To date, over 300,000 students
in the state of Ohio have participated in Red Flags training. The program has also been
used in a number of other states and it is being piloted in others.
This presentation will describe the components of the Red Flags program. We will also
discuss the methodological issues involved in evaluating the efficacy of Red Flags,
problems that arose while conducting the evaluation in natural settings (schools) and we
will make suggestions for ameliorating some of these issues. It is expected that this
presentation will be helpful to others involved in doing large-scale program evaluations
in school settings.
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Abstract:
This doctoral study examined the role of funding, accreditation, curriculum guidelines,
resources, professional development, and parental/community involvement in the
implementation of multicultural education in rural programs. A survey to a random
sample of 200 programs (birth to 5 yrs.) generated data. Five in-depth interviews offered
space for data triangulation. Federal funding and accreditation did not seem to influence
teaching requirements. Additionally, 67% of the programs did not have multicultural
curriculum guidelines. A significant positive correlation existed between written
curriculum goals and teaching to diversity r (70) =.323, p<.01. While 60% of the
programs reported lacking skills and teaching materials, educators (63%) were not
required teaching to diversity. In-active forms of parental and community involvement
were prevalent (70%).
a. Objectives:
This presentation will:

1. Explore the unique nature of multicultural education in rural programs and the
ways in which federal funding and program accreditation affect curriculum
implementation.

2. Discuss lack of written multicultural guidelines, teaching resources, and
professional development opportunities as potential hindrances to teaching to
diversity.
3. Explore the importance of providing professional development opportunities and
multicultural learning materials.
4. Examine the role of active parental and community involvement.
5. Discuss educational implications and directions for future studies.
b. Perspective & Theoretical Framework
When designed carefully, multicultural education is capable of equipping all
learners with skills and knowledge necessary to allow them to transcend existing
ethnocentric notions. According to Banks & Banks (1993), “Multicultural education is
an idea stating that all students, regardless of groups to which they belong, such as those
related to gender, ethnicity, race, culture, social class, religion, or exceptionality, should
experience educational equality in the schools” (p. 25). Multicultural education is
particularly essential in our current society that is increasingly pluralistic (Banks, 1997a).
Unfortunately, the pluralistic nature of the American society is not adequately reflected in
public school curriculum (Wyman, 1993). The dominant culture continues to be the norm
through which most schooling experiences are encountered. Non-dominant cultures are,
therefore, generally overlooked in the curriculum. Thus, Smith (1998) challenged
educators to provide inclusive educational experiences. Gay (1992) identified inclusive
education as one that is geared towards learning about, preparing for, and celebrating
cultural diversity. Such an educational approach deconstructs the existing exclusionary
school programs, policies, and practices and replaces them with culturally responsive
curricula.

A culturally responsive curriculum is child-centered, practical and useful to all
learners (Smith, 1998). To provide a culturally inclusive curriculum, solid grounding in
principles of curriculum design is required. This includes understanding principles of
child development, exploring situational contexts that may change as cultural values
change over time, and being sensitive to the cultural, economic, emotional, social
political and family backgrounds. Educators must equally understand how their belief
systems influence construction of reality, educational practice, and subsequent actions
(Behar-Horestein, Ametea, & Sherrard in Ornstein & Behar-Horenstein, 1999). Erickson
(2003) added that these realities stem from culture. Formal and cultural education
influences cultural transmission. Erickson considered culture as personal but also
relating to family. Culture is communal, institutional, societal, and global. Multicultural
education, then, helps learners to develop an understanding of the similarities and
differences in human diversity (Banks and Banks, 1989).
This study was designed to investigate the nature of multicultural education in
rural early childhood programs (birth to five). In previous related studies, little effort was
directed toward rural programs yet, rural programs have many unique characteristics. For
example, they tend to be isolated and predominantly mono-cultural and mono-racial.
Educators tend to be heavily mono-racial and female. These teachers bring to the early
childhood programs their personal cultural constructions that affect instructional
strategies, choice of curriculum materials, and interaction with children. Klein & Chen,
(2001) viewed this as a potentially destructive situation especially when educators are
unable to acknowledge the significance of their identity. Meanwhile, children growing up
in homogenous rural communities are likely to develop false impressions that everyone is

the same. These children may grow up without valuing diversity. They therefore, need to
be exposed to a culturally responsive curriculum implemented by culturally competent
educators. This study, therefore, examined the nature of multicultural education in rural
America. Three theories: a) cultural development theory, b) Social learning theory, and
c) Ecological theory guided the study.

Socio-cultural theory
Socio-cultural theory considers social interactions important to child development
(Vygotsky, 1978). This is an ongoing process that involves mutual exchanges between an
intellectually and socially active child and more mature members of his or her
community. Social cultural contexts influence development of attitudes, beliefs, and the
thinking process. It is, therefore important for early childhood programs to provide social
cultural contexts ideal to helping children to understand diversity and to accept and
respect others (Ramsey & Derman-Sparks, 1992).
Social learning theory
The social learning theory emphasizes behavior, environment, and cognition as
key factors in development. Bandura (1977) theorized that learning would be painstaking
if people relied solely on their own actions to inform them what to do. “Fortunately, most
human behavior is learned observationally through modeling: from observing others, one
forms an idea of how new behaviors are performed, and on later occasions this coded
information serves as a guide for action” (p. 22). The social learning theory is well
suited for cross-cultural teaching. Helping children from diverse cultures learn coping
methods, which will facilitate their success in the dominant culture is important.

Ecological theory
Ecological theory focuses on interactions with social agents and culture.
Interdependent interaction between the environment and the individual as well as
between elements of the environment is significant. The stronger the interaction between
the individual, and the environment, the more an individual is influenced
(Bronfenbrenner, 1979). Bronfenbrenner’s theory is useful to multicultural education
because it explains how culture affects human development. A child growing up in a
homogenous culture may have a difficult time comprehending cultural differences.
Education that is multicultural must then prepare children to function within different
cultural systems.
c. Methods
This study was grounded on both interpretive and post-positivist research
theoretical approaches (Cohen & Manion, 1989). A mixed method approach was used to
collect quantitative and qualitative data. The post-positivist approach allowed the use of
multiple measures and observations. Data triangulation provided a clear picture of
multicultural curriculum issues in early childhood. The interpretive research strategy was
adopted because of the need to use non-numeric data derived from open-ended questions
and interviews. This allowed the researcher to take advantage of both quantitative and
qualitative data.
d. Data Sources
Data was collected through mailed survey and oral face-to-face interviews to a
random sample (n= 200). A total of 100 surveys were returned for an overall return rate
of 50 percent. However, only 37 percent (72/200) of the surveys were usable. Of the 72

respondents, five purposefully selected programs were orally interviewed for in-depth
qualitative information. Quantitative data were coded and entered into SPSS (statistical
package for the social sciences) for descriptive analysis and relationships between
variables. A correlation coefficient and a One Way Analysis of Variance (ANOVA) was
performed. Qualitative data were coded, analyzed, and interpreted (Bogdan & Biklen,
1998).
e. Results
Federal funding and accreditation did not translate into requiring educators to
teach to diversity. A comparison of means for federal funding and teachers required to
teach to diversity revealed a mean score, M = 1.29, SD = .464 for those required to teach
to diversity and M = 1.58, SD = .498 for those who reported not required to teach a
multicultural curriculum. Likewise, a mean score of M= 1.45, SD =.508 was obtained for
nationally accredited programs that were required to teach to diversity and M = 1.87,
SD=.334 for those not required to teach to diversity. Non-credited programs had a
slightly higher mean (M = 1.76, SD = .431) on availability of written guidelines than the
nationally accredited programs, M = 1.70, SD=.466. However, national accreditation was
positively correlated with federal funding r (70) = .456, p< .05. Other findings showed
that more than half (59%) of the programs did not have written multicultural guidelines,
two thirds (67%) of these programs were not required to teach to diversity. Having
written multicultural guidelines is essential. Such guidelines should contain program
values, expectations, and information specific to the teaching process (Klein & Chen,
2001). For a successful multicultural curriculum, written guidelines must establish goals
or purposes and ways to accomplish those goals. Having written guidelines could provide

direction and assure that curriculum content is inclusive. Meanwhile, data indicated a
positive correlation, r (70= .239, p<.05) existed between having written guidelines and
requiring educators to implement multicultural curriculum. The availability of
multicultural professional development opportunities and resources was also crucial to
the success of curriculum.
Data indicated that only 41.1 % of the programs had professional development
and materials to prepare teachers in culturally appropriate approaches. Another 37.5 %
reported inadequate professional development. Meanwhile, 20.8 % did not have any
training available. An interviewee said the following regarding lack of professional
development, “At various times one of us attended at least one session on multicultural or
anti-bias training over the past year” (Interviewee 1, p.1). Lack of professional
development activities was an apparent persistent problem in the programs studied.
Available literature considers providing professional development opportunities and
materials crucial to successful culturally pluralistic curriculum (Banks & Banks, 1993).
Active forms of parental and community involvement are equally warranted.
The findings of this study are consistent with previous studies that showed that
parents are most frequently involved passively. Slightly more than 70% of the
participants were involved in open houses, picnics, and luncheons. Only 25 % of the
programs involved parents actively in areas such as policy making, board membership
and curriculum development. A study by Henderson and Berla (1994) found that active
parental and community involvement was key to successful learning.
f. Importance
Based on data from this study the following are considered areas of educational
importance.

•

Federal funding and national accreditation does not translate into requiring
educators to teach to diversity. Nonetheless, national accreditation is positively
correlated with federal funding.

•

There is a positive correlation between having written multicultural guidelines
and requiring teachers to teach diversity. Thus, providing written multicultural
philosophies and goals is essential to the implementation of successful
multicultural education. Additionally, it is crucial to support and encourage
educators. A significant positive correlation exist between having written
guidelines and availability of multicultural materials and professional
development opportunities, r (70) = .323, p < .01.

•

Providing for diverse and frequent opportunities for professional development is
necessary. Professional development helps educators to gain a better
understanding of the meaning, planning, and implementation of multicultural
curriculum.

•

Providing multicultural learning materials facilitates in curriculum
implementation. Learning materials used should represent images of people in the
community. All human differences and background should also be considered.

•

Providing opportunities for active forms of parental and community involvement
improves learning. Such forms of active involvement include policy making and
curriculum development. However, programs must be aware of possible barriers
that could prevent active parental involvement such as lack of transport, work
schedules, and even conflict in child rearing practices.

•

Because federal funding and national accreditation does not translate into
requiring educators to teach to diversity, there is a need to further investigate this
apparent paradox.
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ABSTRACT
The increase in student enrolments with the decrease in the graduation rate is costing
South African taxpayers and the Department of Education a lot of money. The
Department of Education’s decisions to: reduce Higher Education Institutions from 36 to
21, insists on capping on the admission of new students, change the formula of
calculating subsidy based on student enrolment to the one based on student throughput
are attempts to overcome this problem. The argument is that there are many students who
get into the system but few of them graduate. A similar research has been conducted in
the two historically white universities in South Africa (Fraser & Killen, 2003 (a); Killen,
Marais & Loedolff, 2003). There are major social, economic and cultural differences
between historically white and black universities in South Africa, therefore, the results
from these universities may not be the same. This paper attempts to unravel the problem
of some factors that might influence student academic success or failure at a historically
black university. More specifically, the present paper is aimed at achieving the following
objectives:
1.

To determine whether there is any correlation between lecturers’ and students’
ratings of factors that contribute to student success.

2.

To determine whether there is any correlation between lecturers’ and students’
ratings of factors that contribute to student failure.
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3.

To determine whether there is any correlation between the ratings given by the
first-year students and senior students with regard to factors contributing to
success.

4.

To determine whether there is any correlation between the ratings given by the
first-year students and senior students with regard to factors contributing to
failure.

The proposed research methodology is as follows: Participants will be randomly selected
from full-time undergraduate students and lecturers of the University of Zululand in the
Faculty of Education. Data will be gathered by means of a questionnaire. For the purpose
of comparison, the common items on a “success” scale and “failure” scale similar to
those of Fraser and Killen, (2003 (a) and Killen, Marais and Loedolff, (2003), reported in
Fraser and Killen (2005) will be adopted.
In order to achieve the objectives of this research, the Pearson product moment
correlation coefficient (r) will be calculated. In order to understand and compare the
ratings of each item by each group (lecturers and students), descriptive analysis of data
will be done by averaging group scores.
With regard to the expected outcomes, the research will provide the following
information:
1. It will establish whether there is any correlation between lecturers’ and students’
ratings of factors that contribute to student success.
2. It will establish whether there is any correlation between lecturers’ and students’
ratings of factors that contribute to student failure.
3. It will establish whether there is any correlation between the ratings given by the
first-year students and senior students with regard to factors contributing to
success.
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4. It will establish whether there is any correlation between the ratings given by the
first-year students and senior students with regard to factors contributing to
failure.
It will further establish whether there are any similarities/differences between lecturers’
and students’ rating of each item. The findings of this research will be compared with
those of other similar studies conducted in the historically white universities of South
Africa so that more light can be shared.
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Leadership Education versus Educational Leadership
Joanne E. Nottingham, Ph.D.
Abstract
This session broadly defines and explains the difference between educational leadership
and leadership education as they relate to one’s performance as an effective and efficient
leader. A number of theoretical perspectives of leadership, that support cultural and
communication aspects of leadership will be explored in this paper. All of these can be
used by faculty and administrators at the public school, higher education, and adult
education levels to better understand how to build skills and utilize strategies for goal
attainment. The session focus may include the discussion of leading staff in creating a
collective vision; effective management of human resources for the most effective
implementation of the vision; building effective student, parent, community, or collegial
relationships; and insights on avoiding management pitfalls, faculty or staff burnout, and
other management-related issues. The discussion points support the engagement of the
leader with others so that the motivational level and morality of the leadership team
(leaders and followers) is high and the end goal of learning is accomplished.
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Introductory Points In Common
Leadership education is not quite the same thing as educational leadership.
Leadership education, as researched by Northouse (2001, 2004) and Kouzes & Posner
(1999) recognizes process, interaction, influence, context, and goals as central focal
points. Educational leadership tends to recognize a focus on administration, analysis,
information systems, design and management, policies, and procedures. Both fields
utilize communication skills and techniques to “make” the other points work more
effectively and efficiently. This focus on communication especially emphasizes the
necessity of managing the language of leadership by “framing,” (Fairhurst & Sarr, 1996)
while incorporating other components as well. An example to be noted for improved
discernment between the two fields, and not as judgments, is that “vision” is more likely
a focus of leadership education while “standards” are more likely a focus of educational
leadership. For faculty and educational administrators, much is known about educational
leadership since it is a primary emphasis of study in masters and doctoral programs. It is
also a secondary or tertiary one in undergraduate education programs. The exploration of
leadership education as a methodological practice for teachers, faculty and administrators
is an opportunity that is as helpful to them as it is to business and organizational leaders
in private, corporate, and non-profit sectors.
Educational Leadership Perspective in Brief
In the study of educational leadership the leader is often “assigned” by virtue of
seniority or appointment. Assigned leadership is usually characterized by an
acknowledgement of the characteristics, qualities, or traits of the leader. To understand
the emphasis and impact of traits in any leadership situation, one must acknowledge its
origins and preeminence in the field of leadership. Stogdill’s research studies of trait
leadership in 1948 and 1974 provided some of the earliest studies of this theoretical type.
The studies are also the overview against which most others are measured or compared.
Many others have continued to research trait leadership and one of the more recent
overview lists includes the five traits of intelligence, self-confidence, determination,
integrity, and sociability (Northouse, 2001, p. 18-20). In educational leadership there is
often an additional consideration of team leadership to accomplish goals. The theoretical
team approach to leadership is defined by shared common goals and coordinated
activities. The goals and activities are then combined with the effective utilization of
resources and productivity for end goals.
Leadership Education Perspective in Brief
In the study of leadership education, there is recognition that a person utilizes
numerous kinds of theoretical leadership approaches, several at the same time. Five
theories that are considered here are emergent, style, situational, contingency,
transformational, and ethical or servant. Emergent leadership is acquired from peers or
others within the organization. It fosters understanding of the alternative ways to
acknowledge and grant leadership roles and responsibilities. Style leadership is fairly
straightforward and emphasizes the task and relationship behaviors of the leader.
Situational leadership demands that the leader match his or her style to the competence
and commitment of the followers because different situations require different types of
leadership. Contingency theory emphasizes the role that styles and situations play in the
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leadership environment and provides a framework to effectively match the leader and the
situation. Transformational leadership focuses on values, ethics, standards, and long-term
goals so that followers are changed and transformed. Ethical leadership is a perspective
advanced by Robert Greenleaf (1977) and is also known as servant leadership. It focuses
on the needs and concerns of followers and the demonstration of empathy by caring and
nurturing them. Social responsibility is the hallmark of the servant leader.
A Universally Applicable Model
The social change model of leadership theory is extremely helpful to almost
anyone, in almost any situation, and can be considered a universally applicable model of
leadership. It is less well-known outside of higher education in general and outside of
student development in particular but could be easily applied in virtually all business
situations and many military settings even though it could not be used as the only
leadership theory for a person or situation. Along with any number of other leadership
theories however, it can be most advantageously applied to a specific situation.
The social change model of leadership (SCML) is an inclusive theory focused on
self-knowledge and leadership competence that is based in and on the student affairs
environment of higher education. The SCML has three components: the individual, the
group, and the community or society, at the center of which is change. The individual
component includes three critical values called consciousness of self, congruence, and
commitment. The group component includes three critical values called collaboration,
common purpose, and controversy with civility. The community or society component
includes the critical value called citizenship. These seven values are known as the seven
“C’s” of leadership in the model. A visual representation of the model (Higher Education
Research Institute, 1996, p. 20-26) allows for a basic understanding of the
interrelatedness of the model’s concepts.
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Theoretical Summary
The theoretical approaches to leadership can be summarized by understanding
that leadership is transformational; it is a behavioral process to be learned and managed,
and it’s also transformative; it gets people to commit to action and converts leaders into
agents of change. This transformational and transformative process is accomplished
through the wise use of power and that makes a more direct understanding of leadership
education, in research and practice, significant in the professional and personal
development of educators at all levels in the same way that it is in the development of
business and military leaders.
Examination of the role of a school principal provides an example of the
transformational leadership. The principal becomes more skilled in basic leadership
through management and supervision coursework at the masters and doctoral levels that
is combined with his or her professional teaching expertise. When those multiple
attributes are combined with the personal desire to impact the lives of the students and
faculty in the school by motivating them and getting them to act in ways that advance
learning, that school is transformed because the principal is transformative. It is also
important to remember that one of the key aspects of a transformative leader is the wise
use of power. Some principals have everything they need to lead except for the fact that
they do not use their power wisely and, therefore, become less effective or less efficient
in their leadership role.
The Role of Communication in Leadership
The ability to help create and communicate a collective vision for leadership is a
critical skill for a teacher or administrator at any level, including higher education. Doing
so allows for an improved ability to manage resources in support of that vision and it
supports the building of good student, parent, community, and collegial relationships. In
addition, effective communication of a vision for leadership allows the leader to avoid
management pitfalls, faculty or staff burnout, and other management-related issues.
If communication is understood to be the central function of leadership, the leader
must first decide whether or not there is message and if there is a message, then an
appropriate environment to get the message across must be constructed (Fairhurst & Sarr,
1996). The people must be ready (or get ready) to communicate and the language that is
used must be appropriate, with meaningful reflections or thoughts created. Last, the
foundation for effective communication is the use of mental models and its components:
vision, mission, and values. The picture of that which the leader wants to create is the
vision, while mission helps focus energies and promote the use of resources, and values
define what really matters in the organization.
Considering the school principal as an example once again, he or she may have
teaching expertise as well as excellent management and supervisory abilities but without
effective communication resources and skills, those abilities will not be as effective as
possible. In addition, his or her vision will remain cloudy, his or her mission will remain
unfocused and resources won’t be used. The biggest loss may be that what really matters
in the school won’t be known because the values of the school weren’t communicated by
the principal to the students, parents, faculty, or staff.
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The Role of Cultural Awareness in Leadership
The addition of cultural awareness to the understanding of theoretical information
by the leader and the ability to communicate accentuates the leader’s expertise in the best
possible way. Viewing culture solely as an ethnic or gender defined concept is
detrimental to one’s role as a leader because culture can be defined as any value,
institution, or behavior pattern. Some primary cultural components include values,
languages and dialects, nonverbal communication, world views or frames of reference,
and identification. Identification is the way by which we choose to characterize ourselves
so it is different in different situations (the first female superintendent, the only Catholic
teacher, my mother’s oldest child, a professional who speaks three languages, and so on).
In short, culture not only includes ethnicity, gender, and age, but also regional
affiliation, religious or non-religious affiliation, socio-economic status, and more. If one
is to be effective as a leader, he or she must demonstrate cultural sensitivity or an
awareness of, and willingness to investigate, the reasons why people of another culture
act as they do. In order to be effective, consideration must be given to five problematical
areas of cultural awareness: language, religion, work habits, women's roles, and personal
appearance and behavior. Differences in any one or more of these areas usually result in
a greater need for the offering of discussion, education, or mediation by the leader to the
follower or followers. Without cultural awareness and its advance in the working and
learning environment, the best of leaders will find obstacles strewn in the path of their
goals and objectives.
Summary
Effectiveness and efficiency as a leader is heightened by the understanding of leadership
from the contexts of leadership education and educational leadership, as well as the
acknowledgement of communication as the central function of leadership and the
importance of cultural awareness. Educators at all levels are offered the opportunity to
improve their leadership strengths and reduce their weaknesses. With a focus on these
perspectives educators can be sure to construct the appropriate environment with
students, parents, faculty, staff, and colleagues to get their meaning across. Leadership
education is not quite the same thing as educational leadership but with time, focus, and
effort educators can maximize their effectiveness wherever they are along the leadership
continuum.
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Abstract
Every individual who belongs to the human family depends on natural resources that are
provided by the global environment. These resources will not be available for future
generations unless a path of sustainable living is realized by educating children with
regard to the environment. This project analyzed the extent to which the state of Utah’s
Core Curriculum addressed components of environmental education as compared to the
Wisconsin Model of Academic Standards for Environmental Education. As a result of
the curricular comparison, it has been determined that the Core Curriculum in the state of
Utah does not significantly address environmental issues. Therefore, the Utah curriculum
is not educating children sufficiently with regard to the environment, and the curriculum
may be producing environmentally-illiterate students.
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Summary of Presentation:
GUIDING CLASSROOM INSTRUCTION THROUGH
ALTERNATIVE PERFORMANCE ASSESSMENT
by Carol Oberg, Ph.D
The purpose of this presentation is to promote dialogue among educators about
the use of alternative performance assessments in guiding instruction. “Front loading”
curriculum and instruction with results from alternative performance assessments offers
the teacher, as well as the student, a way of examining current skills, knowledge, and
interests, and can provide a direct link to meaningful classroom instruction. Teachers
making important instructional decisions by relying solely on traditional, paper-pencil
measures may find themselves “data-deprived” regarding their students’ abilities.
This presentation is based on the following premises: a)research indicates that
students need authentic, meaningful curriculum to remain involved with the learning
process, b)meaningful and relevant learning has positive results on high stakes exams, c)
teachers require prior knowledge of students’ skills and interests to develop high quality
instruction and curriculum, d) determining current student knowledge using traditional
paper pencil tasks may not give teachers enough information, e) teachers can learn a
great deal about their students’ knowledge, skills and interests by using alternative
performance assessments as pre-tests, and f) best practices support linking assessment to
instruction and curriculum.
During this session participants will dialogue about and create different types of
performance assessments as pre-tests in guiding instruction. Participants will also create
rubrics as evaluation and assessment tools to build classroom instruction.
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ABSTRACT

A survey instrument to determine school policy and practice regarding cell phone use by
teachers and students was developed using a literature review, a panel of experts, and then a pilot
study with typical respondents. The survey was mailed out randomly to 200 high school
principals representing all 50 states. The return rate was 56% with responses coming from all
regions of the country. The findings include: (1) The majority of high schools or districts had
policies in place, (2) Parents were generally supportive of the school’s cell phone use policy, (3)
Classroom teachers used cell phones at school for nonschool-related business, (4) Disciplinary
action for inappropriate cell phone use ranged from a mild reprimand to confiscation of the cell
phone, and (5) The potential misuses of camera phones in high schools has not been fully
addressed by many schools. Because cell phone use has become a part of the American culture
and the technology is constantly being upgraded, school or district policies will have to be
periodically revamped to stay abreast of this phenomenon. Specific recommendations are put
forward.
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Cell Phones in American High Schools:
A National Survey
The expansion of cell phones over the last decade has made it commonplace for students
and teachers to have cell phones in the school setting. 2004 data indicated that 58% of 6th-12th
graders have a cell phone and 68% of these students regularly bring their cell phone to school
(“NetDay’s 2004", 2005). The number of cell phones in the United States rose from 1.2 million
in 1987 to145 million in 2002 (Danforth, 2003). No reliable estimate has been found for
teachers, but anecdotal data indicates that the vast majority of classroom teachers also have
access to a cell phone.
Educators, administrators, and school boards are concerned about a number of issues
related to the use of cell phones at school: distracting to the learning environment (Gilroy, 2003),
cheating on tests and quizzes through text messaging (Meer, 2004), cyber bullying students by
sending nasty messages (“Bullying shoots”, 2005), phoning in bomb threats (Danforth, 2003),
using calculator functions to cheat on math tests (Hurst, 2004), and jamming phone lines in the
event of an actual emergency (“Calling cell”, 2002). Many parents believe that cell phones
would be especially useful in an emergency situation. However, 68% of police officers assigned
to schools believe that cell phone use would actually hamper school safety in a crisis (“National
School”, 2005).
In addition, 21% of students who bring cell phones to school have video/photo
capabilities on their phones. The video/photo capabilities found on many cell phones present
additional concerns. One issue is that camera phones can be used to take photographs of quizzes
or exams and transmit them to classmates (Hurst, 2004). An especially egregious problem is the
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use of camera phones to take embarrassing photographs of classmates in the restroom or locker
room and share them electronically. The technology raises legal issues of privacy, sexual
harassment, and theft of proprietary information (Carroll, 2004). This rapidly evolving problem
has lead the Montana High School Association to strongly recommend that schools develop
policies to prohibit the use of camera phones, especially in locker rooms (Carroll, 2004).
Cell phones offer some advantages as well. Parents want their children to have cell
phones if their child is involved in athletics or if there are safety concerns (Dianis, 2004), school
supervisors who are at crossings or playgrounds may call for help quickly in case of an
emergency (Galley, 2000), the cell phone may facilitate planning after school work and other
activities (“The right”, 2004). The camera phone has a number of educational benefits. The
camera capability can be used to record field trips or school events, enhance reports with visuals,
and to develop photo essays (Dyrli, 2004).
The purpose of this study was to measure, through a national survey, administrator
perceptions of cell phone issues and related policies for students and teachers. Many
administrators and school board members are familiar with the cell phone policies of their own
districts as well as surrounding districts. This study allows them to compare their policies with
national trends.
Methodology
A literature review was conducted to determine the issues and controversies associated
with the use of cell phones in school settings, resulting in a large number of potential items
identified for possible inclusion. The investigators then developed a draft of the survey. A panel
of experts (building principals) was assembled to review the draft survey. The panel of experts
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provided feedback on the clarity, purpose, and comprehensiveness of the survey. Using their
feedback, the survey was modified and a pilot study was conducted using typical professional
respondents. The pilot study revealed no problems with the survey instrument. The survey was
then finalized with 19 items, divided into three types of responses: yes/no, agree/disagree, and
short answer.
The survey was then mailed to high school administrators in all 50 states. Schools and
administrators were randomly selected from Patterson’s American Education which lists every
U.S. school with its current address, grouped by state. Using a random number generator, four
high schools from each state were chosen and a survey mailed to the principal of the school. A
follow-up survey was mailed to schools that didn’t respond to the first mailing.
The statistic used for this study was a chi-square with a .01 level of significance. For
questions 1-8, the chi-square tested goodness of fit using the yes/no responses. For questions 915, two items strongly agree/agree were grouped together and the other two items strongly
disagree/disagree were also grouped together. Here the chi-square tested goodness of fit using
the agree/disagree responses. For questions 16-19, the open-ended responses were tallied to
determine any common themes or patterns.
Results
The first mailing yielded 77 responses. The follow-up mailing yielded 35 additional
responses for a total of 112 responses. This represents a response rate of 56%. The returned
surveys represented 46 states (12 southern states, 11 northern states, 11 midwestern states, 10
western states, and 2 noncontiguous states).
Questions 1-8
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Of the eight yes/no questions, the following four questions met the .01 level of statistical
significance and are examined below:
•

Question 1: Does your school/district have a written policy regarding cell phones?

Almost all schools/districts have a written policy regarding cell phones. These policies primarily
address student use of the cell phone. As cell phone features increase, the policy will likely need
to be revisited.
•

Question 2: Does your school permit cell phone use by teachers?

Almost all schools permit cell phone use by teachers. This is problematic issue as many
companies (e.g. Microsoft) are either banning or putting significant restrictions on employees
use of a cell phone during working hours.
•

Question 3: Does your school permit cell phone use by students?

Most schools do not permit cell phone use by students. This is perhaps the most common feature
of cell phone policies. Generally, policies either prohibit students from using cell phones at
school, or in some cases, possessing cell phones at school.
•

Question 6: Do you believe that teachers who utilize cell phones use them only for
school-related business?

Teachers used cell phones for purposes other than school-related business. This would be
acceptable provided the calls are made during the planning/free period, at lunch, or after the
school day ended. Optimally, however, personal business should be performed after official
school hours.
Questions 9-15
Of the seven agree/disagree questions, all met the .01 level of statistical significance and
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are examined below:
•

Question 9: Direct instructional time is lost due to cell phone use by teachers.

Instructional time is not lost due to teacher’s use of cell phones. This conflicts somewhat with a
previous item which indicated principals almost uniformly believed that teachers are using their
cell phones for purposes other than school business. In addition, anecdotal evidence suggests
that a number of teachers take and receive phone calls during class time.
•

Question 10: Teachers having cell phones improves school safety.

Teachers possessing cell phones improves school safety. This issue would be especially true
when teachers perform outside-of-the-classroom duties: field trips, bus duty, playground duty, or
carpool. They could rapidly contact school and public safety officials in the event of an accident
or emergency.
•

Question 11: Teachers having cell phones facilitates prompt teacher-parent
communication.

Teachers having cell phones does not facilitate parent-teacher communication. This is not
surprising since teachers have had regular access to telephones for many years when it became
necessary to contact a parent. The addition of cell phones probably does not change this
dynamic.
•

Question 12: Major incidents of violence (e.g. Columbine High School) influenced my
school’s/district’s policy on cell phones.

Major incidents of violence (e.g. Columbine High School) did not influence school district’s
policies on cell phones. It is likely that many school districts developed cell phone policies as
the use of cell phones proliferated in the culture and began to impact student time on task.
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School safety was probably only one factor, among many, that led to the development of cell
phone policies.
•

Question 13: Parents are supportive of the school’s overall cell phone policy.

Parents are generally supportive of the school’s cell phone policy. Most district policies restrict
cell phone use by students during the school day and parents seem to believe this is appropriate.
Parents seem to agree that cell phone use could be a significant distraction during instructional
time.
•

Question 14: Cell phone use by teachers adversely affects the sustained focus of teachers
on the classroom/students.

Sustained focus of teachers on students is not impacted by the teachers own use of cell phones.
This correlates with the findings on the previous question (Question 9) concerning the potential
impact of teachers cell phone use on instructional time.
•

Question 15: Text-messaging features are a problem/potential problem during tests and
examinations. Text messaging features are problematic during tests. Text messaging can
take place without teachers being aware of it as phones are getting smaller and more
easily obscured. In addition, many students are extremely rapid and proficient with text
messaging and could share answers on both multiple choice and essay type items.

Questions 16-19
Of the four open-ended questions, the patterns and themes are discussed below:
•

Questions 16: When principals were asked, “What is the exact policy if a students cell
phone rings during class?” By far, the most common response was immediate
confiscation of the cell phone. The penalties were quite broad ranging from confiscation
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for the remainder of the class period to confiscation for the entire semester. Other
reported consequences included: Saturday detention, 3 day suspension, and cell phones
only returned to parents.
•

Question 17: When principals were asked, “What is the exact policy if a teacher’s cell
phone rings during class?” For most respondents, the school’s cell phone policy did not
address the issue of a teacher’s cell phone ringing during class. The second most frequent
response was some type of administrative warning.

•

Question 18: When principals were asked, “Approximately what percent of your school’s
teachers, if any, misuse cell phones for personal business?” The percentages of teacher
misusing cell phones during instructional time ranged from 0% to 100%. However, the
vast majority of principals rated the problem at 5% of teachers or less.

•

Question 19: When principals were asked, “How has your school addressed the issue of
camera phones impacting student privacy (e.g. in school locker room, nurses office,
uploading videos to the web, etc...) or students taking photos of a test for friends?” The
most common response was that students should not have a phone out during school
hours. The second most common response is that many schools have not addressed the
potential misuse of camera phones.
Discussion
Cell phones have become an integral part of our society, and like most technologies, have

both positive and negative aspects. With technology expanding so rapidly, it can outpace
American schools’ ability to make appropriate policies.
Although not statistically significant, it was somewhat surprising that the number of
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districts that do supply cell phones to bus drivers (n=48) was smaller than the number of districts
that do not supply cell phones to bus drivers (n=55). Riding the school bus is clearly a time
when the students are less supervised and away from established methods of communication. If
a school district were extremely conscious of safety issues, bus transportation would likely be
the area that cell phones could potentially impact student safety.
Cell phones are now an accepted part of the school culture for teachers and students.
Most schools or districts do have policies in place and principals believe that parents are
generally supportive of the approved policies. The findings in this study run contrary to a
number of national incidents in which parents opposed the school’s restrictive policy on cell
phone use (e.g. Broward County, FL; Salinas, CA; Crosby, TX). Parents seem to believe that
cell phones improve the safety of their children, but it may be more an issue of culture and
convenience.
The dichotomy between principal’s perceptions that cell phones are used by teachers for
issues other than school related business and the perception that this has no impact on
instructional time is difficult to reconcile. It seems unlikely that teacher’s use of cell phones for
personal business would not to some extent compromise a sustained focus on instruction.
The fact that almost all principals listed a specific consequence to the problem of a
student’s cell phone ringing during class indicates that this is an ongoing problem. A student’s
cell phone ringing during class time would almost certainly have a negative impact on
instruction.
Industry trends indicate that within the next year the majority of cell phones will have
photo capability as a standard feature. The survey revealed that a number of schools have not

Cell Phone9
addressed the issue of camera phones in their current policy; this is an area that will have to be
dealt with in the near future.
Cell phones have been evolving in their capabilities. In the past few years, cell phones
have gone from a simple communication tool to include: a calculator, clock with alarm, games,
video function, calendar, FM radio, music player, picture ID, streaming multimedia, speaker
phone, hard drive, and camera with flash. If cell phones mimic other technologies, these features
will only grow. Schools will be pressed to stay ahead of this fast moving technology. A policy
made only a few years ago may be outdated by today’s technology. As technology emerges,
policy must grow and change as well. This presents an ongoing challenge for school leaders.
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Appendix 1
For questions 1-8 circle Yes or No:
Yes
No
1.
Does your school/district have a written policy regarding cell phones?
Yes
No
2.
Does your school permit cell phone use by teachers?
Yes
No
3.
Does your school permit cell phone use by students?
Yes
No
4.
Does your school allow students to leave cell phones on silent mode?
Yes
No
5.
Do teachers have access to a hard-wired phone in their classrooms?
Yes
No
6.
Do you believe that teachers who utilize cell phones use them only for
school-related business?
Yes
No
7.
Does your school district supply cell phones for administrators?
Yes
No
8.
Do bus drivers have cell phones supplied by the school/district for safety?
For questions 9-15 circle SA for strongly agree, A for agree, D for disagree and SD for strongly
disagree:
SA A D SD 9.
Direct instructional time is lost due to cell phone use by teachers.
SA A D SD 10.
Teachers having cell phones improves school safety.
SA A D SD 11.
Teachers having cell phones facilitates prompt teacher-parent
communication.
SA A D SD 12.
Major incidents of violence (e.g. Columbine High School) influenced my
school’s/district’s policy on cell phones.
SA A D SD 13.
Parents are supportive of the school’s overall cell phone policy.
SA A D SD 14.
Cell phone use by teachers adversely affects the sustained focus of
teachers on the classroom/students.
SA A D SD 15.
Text-messaging features are a problem/potential problem during tests and
examinations.
For questions 16-19 please answer briefly:
16.
What is the exact policy if a student’s cell phone rings during class?
17.

What is the exact policy if a teacher’s cell phone rings during class?

18.

Approximately what percentage of your school’s teachers, if any, misuse cell phones for
personal business?

19.

How has your school addressed the issue of camera phones impacting student privacy
(e.g. in school locker room, nurse’s office, uploading videos to the web, etc..) or students
taking photos of a test for friends?
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Abstract
It is well documented that in order to develop and improve teaching, teachers
need to reflect on what they do on a regular basis. Also that classroom research is one
way of improving reflectivity which in turn helps improve various aspects of learning in
the classroom (Falk & Blumenreich, 2005; Alber & Nelson, 2002; Mills, 2003).
Cruickshank, Jenkins, Metcalf, (2006) suggests five ways to developing one’s reflective
abilities i.e. the use of dialogue journals, discussions, portfolios, action research and oncampus laboratory experiences. It is not common that teacher preparation programs
involve pre-service teacher in any form of classroom research. In order for teachers to
conduct classroom research it is critical that they are involved in some form of classroom
research during their pre-service years. Thus classroom research was included in one
lower level undergraduate class for the purpose of involving pre-service teachers in the
research process i.e. identifying a problem, gathering evidence, reflecting/analyzing the
evidence and drawing conclusions or applying it to teaching (Falk & Blumenreich, 2005)
as a means of developing their reflective abilities.
The purpose of this study was to a) analyze the effectiveness of using field
experience research to teach pre-service teachers the process of conducting classroom
research as a means of developing their reflective abilities b) analyze how this experience
impacts students’ view about classroom research as a tool for improving reflectivity and
classroom decision making. Subjects in this study were undergraduate pre-service
teachers mostly sophomore and juniors in a teacher preparation program.
Data was collected from the pre-service students through a survey of their
experience during a two day urban classroom observation and teaching experience. The

survey required participants to reflect on various aspects of the research activity i.e. the
field experience, their views about: their learning and classroom research as compared to
traditionally written research paper, possibility of conducting classroom research later in
their classrooms. Before going to the field a chapter on being a reflective practitioner was
thoroughly discussed. Information on the kinds of topics and processes used for
conducting research were also collected and analyzed.
The researcher expects to find that students support research based on real class
experience as compared to a regular research paper. The researcher expects to find that
classroom research experience will impact students’ view of action research and their
interest in conducting action research in the future.
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Abstract
Assessment is a process of gathering information for the purpose of making
judgments about current standing of student performance. Therefore, assessment should
be an integral part of instruction, which enlightens students about the quality of their
work and how to improve upon it (Pellegrino, 2002). Through assessment, teachers are
informed of not only how much the students know and how well they know it, but also
how successful they, as teachers, are at conveying necessary facts and information to
their students. The more meaningful the assessments, the better informed the teacher
would be about what students have learned. The effect of assessment format on
performance has been widely investigated (Bennett 1993; Birenbaum and Tatsuoka 1987,
Birenbaum, Tatsuoka, and Gutvirtz 1992, Shohamy 1984; Traub 1993). However, there
has been paucity when it comes to researching students’ assessment attitudes and
preferences.
The purpose of this study was to assess a) the most preferred assessment format
for both students and teachers, b) reasons for these preferences or lack thereof and c) the
relationship between student preferred assessment formats and teacher used assessment
formats. Preferences concerning multiple choices, matching, true/false, fill-in-the-blank,
open-ended, and essays assessment formats used in math, language arts, social studies
and science were investigated. A sample of 150 3rd-5th grade students and 9 teachers
participated.
Permission to conduct research was granted from the Human Subjects Committee
and from the superintendent of the school district involved in this study. Consent forms
were signed by both teachers and parents of students.

Subjects’ responses were gathered using a questionnaire. The survey consisted of
statements about favorite and least favorite class, like or dislike for short answers,
multiple choice, true and false, fill in the blanks, explanation (essay) and projects;
preferred test formats in math, language arts (reading), social studies, and science classes.
Open ended questions were used to gather information on reasons for preference or
dislike for an assessment type. Teachers’ survey was grouped by subject (math, language
arts, social studies and science). They were required to indicate the type of assessment
format they used, how often they used the format and reason/s for using the format. Data
was analyzed using SPSS to come up with descriptive statistics. Statements written by
students and teachers were organized and put into relevant categories. Emerging themes
were then analyzed.
The researchers expect to find that students’ preferences vary by subject and that
teachers tend to use assessment methods that are least involving. The researchers expect
that student preference for a given assessment format will be impacted by experiences
provided by the teacher both in the subject and in the use of the assessment format.
Furthermore, it is expected that most students will express a dislike for assessment format
that require explanation of concepts.
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Abstract
The SEEK (Search to Enrich Education in Koreatown) project, funded by Community-Developed
Initiatives of First5 developed service training for child care center directors to improve the quality of
day care in Koreatown of Los Angeles. Targeting Korean-owned/operated childcare centers, the charge
given by First 5 required training two cohorts of privately owned local day care directors over a twoyear period. Hence, the project began with its first cohort of ten directors in 2003. The training model
was developed based on facilitating day care providers an awareness of a range of topics and issues
through workshops and visitations to other day care centers. The workshop topics were selected from a
needs assessment which included program, recreation, and room arrangement; total learning activities;
language development and reasoning; importance of play and hands-on experience; staff recruitment
and training; and prevention and early intervention, developmental disorders. The improvement of the
quality of day care centers through training and implementation was documented through the use of
the Early Childhood Environmental Rating Scale (ECERS-R) and Family Day Care Rating Scale
(FDCRS) for family daycare centers. Pre and Post ECERS-R/FDCRS scores were recorded through
observations of participating centers by two trained independent raters with high reliability (inter-rater
reliability of r =.991). Childcare centers generally showed lower percent ratings on ECERS-R than
family daycare centers on FDCRS in the initial baseline data. All 23 participating child care centers
made significant improvements in their post total scores. A paired sampled t-test showed that the
childcare centers in general showed a statistically significant improvement over time (p<.01). For all
centers, the baseline adjusted mean percents increased significantly at the end of the year (p<.001). Pre
and Post scores of each subscale of ECERS-R/FDCRS were also compared to show specific areas of
increase. These positive results are attributed to the success of the intervention activities such as
directors’ workshops, site visits, and one-on-one consultations. Incorporating their newly gained
knowledge and applying it to their centers was most visible in the area of Space and Furnishing.
However, the observers reported that room arrangements, different interest areas and soft-furnishings
are areas that were slow to change due to parents’ cultural expectations that were not aligned with the
providers’ vision of what a “school environment” should be. The directors’ workshops gave them new
and specific ideas for immediate and gradual implementations as reflected in their progress reports.
Participant reports of immediate and planned implementation are summarized. Also there was a
tendency for centers with low staff to child ratio to have higher measure of quality. The age of the
establishment and tuition were found to be unrelated to the measure of quality. The study discusses the
selection process of the participants, and methods of training which includes lecture, open- discussions
and workshops, site visits and participants’ self-evaluation through a progress report and parent
workshops. The effectiveness of these interventions is discussed as well. Although immediate changes
for major improvements are a challenge due to the financial constraints at the facilities, gradual but
significant changes are expected over time.
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Improvement in the Quality of Child Care Facilities Through
In-service Training over Two Years
Research and evaluation reports have established direct links between family factors such as family
structure, SES and parental values to child development (Clarke-Stewart, 1987), and sometimes this is
a stronger relationship than the link between child care variables such as the quality of child care
centers and child development (Kontos & Fiene, 1987). However, a global assessment of quality care
has been associated with positive influence on children (Doherty, 1991, Howes, 1987; National
Institute of Child Health and Human Development, Early Child Care Research Network [NICHD
ECCRN], 1996; Peisner-Feinberg & Burchinal, 1997; Ripple, Gilliam, Chanana, & Zigler, 1999).
More specifically, higher levels of cognitive and language development (McCartney, 1984; Melhuish,
Lloyd, Martin & Mooney1990; Meyers et al., 1993; Morrison, 1999), play (Holloway & ReichartErickson, 1988), greater social competency (Howes, Phillips, & Whitebrook, 1992; Howes, Phillipsen,
& Peisner-Feinberg, 2000; Phillips, McCartney & Scarr, 1987) and compliance with adults (Doherty,
1991), have been shown to be factors of readiness for kindergarten (Phillips & Stipek, 1993). Also
documented are long term effects of quality child care on child’s development (Barnett, Young, &
Schweinhart, 1998; Vandell, Henderson & Wilson, 1998). These and other research studies have
established the importance of quality child care.
Other factors such as group size, adult to child ratio, care givers’ training, education, and experience in
child care centers are also linked to positive outcomes for children (Fiene, 1992; Hanushek, 1999,
Phillips, 1987, Roupp, Travers, Glantz & Coelen, 1979). According to National Association for the
Education of Young Children (NAEYC, 1991), smaller group size, lower child to adult ratio and the
quality of the staff are positively related to children’s outcomes. Contrary to these findings, Sticksel
(1998) found no relationship to exist between high quality centers and smaller group size or higher
teacher-to-child ratio. In terms of teacher qualifications, Burr, Hayward, Fuller & Kirst, (2000) and
Helburn & Howes (1996) claimed that with an influx of children to the child care centers due to greater
numbers of women engaging in employment away from home in the past decades and changes in
family structures (U. S. Census Bureau, 2003), a shortage of well-qualified workers has created a
serious issue that compromises the quality of education. Still others argue that indicators such as
teacher qualifications or class size are somewhat removed from interactions among children and
teachers, therefore are not good indicators of quality child care (La Paro, Pianta, & Stuhlman, 2004).
What is quality child care and how does one assess the quality of care? High quality of child care
involves being accountable for children’s readiness for school. It also includes the nature and dynamic
of the interaction between adults and children. Consequently, quality child care is not based on a single
dimension but on multidimensional characteristics of the center that facilitate developmental, social,
cognitive, physical, and emotional well-being of children (Epstein, 1993, Farquhar, 1990). Therefore,
an appropriate assessment of quality care entails performance-based research through direct
observation on multiple measures.
The Early Childhood Environment Rating Scale (ECERS-R) (Harms, Clifford & Cryer, 1998) is a
widely used comprehensive observational measure to assess the global quality of child care centers or
programs (Tietze et al., 1996) including the characteristics of the environments: pedagogical resources,
strategies and social interactions among children and teachers, and adult supervision (Sylvia, et al.,
1999). There is evidence that demonstrates strong relationships between ECERS-R scores and child
outcome measures, teacher characteristics and behaviors (Andersson, 1999; Benham, Miller, &
Kontos, 1988; Clifford, Harms, Pepper& Start, 1992, Fiene & Melnick, 1989, 1991; Haskell, 1994;
Howes & Whitebook, 1991; Lutcovich, Fiene, Johnson, Koppel & Langan, 1997; Maxwell, Bryant &
2
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Bernier, 1997). The ECERS-R was used in culturally diverse settings and populations in Europe as a
program improvement tool as well (Doherty, Lero, Goelman, Tougas, LaGrange, 2000; Lera, Owen,
Moss, 1996; Karrby & Giota, 1994, 1995; Sheridan, 1995; Statham, Dillon, & Moss, 2001).
Munton, Rowland, Mooney and Lera (1997) showed inter-rater reliability of ECERS-R to be adequate,
establishing internal consistency of the subscales based on their study of 113 childcare centers.
Epstein’s (1993) study and Tietze et al. (1996) in Europe also support the validity and reliability of the
instrument. Others have validated this instrument (Ferrar, 1996; Howes et al., 1992; Love, Meckstroth,
& Sprachman, 1997).
Family day care centers in this study were assessed using The Family Day Care Rating Scale (FDCRS,
Harms, Clifford, 1989) (Smith & Droege, 1995, Taylor, 1995). Both ECERS-R and FDCRS are
observation tools designed to assess multiple aspects of the facility using multiple subscales of the
environment. Environment is defined by Harms and Clifford as use of space, materials and
experiences to assist a child’s development, a daily schedule and supervision, facilities, and
interpersonal interactions between staff and children. The ECERS-R and FDCRS were used in the
current study to assess improvement over one academic year.
Background
Koreatown in Los Angeles is a social epicenter for Koreans in the greater Los Angeles area, and has
both commercial and residential areas, with a strong presence of both Korean and Hispanic residents.
The ethnic make-up of the residents in Koreatown is predominantly Latino (69%), followed by Asians
(19%), African Americans (7%), and Whites (5%).The project targeted both the residents and those
that work in Koreatown. In Los Angeles County, over 80% of Koreans are foreign born with 63.4%
who reported as being limited English speakers. Among Latinos, 54% were foreign born and of them,
half exhibit limited English proficiency. Being that Koreatown has the convenience of easy access to
ethnic businesses, there is a high concentration of foreign born and limited English speakers in the
community. Both residents and commuters to Koreatown for work rely on childcare centers located in
Koreatown, with a high number of child care centers that are owned and operated by Koreans, serving
predominantly children of Korean and Hispanic descent. Nevertheless, there is a significant shortage
of quality child care centers and limited accessibility by low income families. Additionally, accessing
information about mainstream childcare standards and resources such as up-to-date training and
information on nutrition, safety, child development and health education is difficult for limited English
speaking immigrant parents as well as child care providers that operate these centers.
Within this context, the study was based on an evaluation of the S.E.E.K. (Search to Enrich Education
in Koreatown), project conducted by Koreatown Youth and Community Center (KYCC). The project
was funded by Community-Developed Initiatives of First5 LA, a local government organization. A
goal of the 3-year project was to increase the availability of quality childcare for infants, toddlers and
preschool age children in Koreatown by improving the quality and capacity of existing child care
centers in the area. Two cohorts of local childcare providers were selected to participate,
The research herein had dual purposes. One was to identify training needs in order to develop a
training model, and the second was to measure the impact of the training on the overall quality of child
care centers of the first cohort of 10 child care providers.
Research question regarding training needs and quality of care were:
1. What were the perceived training needs as indicated in the needs assessment and site
observations?
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2. How do distal measures such as teacher to child ratio, school size, tuition rate and age of
establishment correlate with quality measure as measured by Pre-ECERS-R/FDCRS scores?
3. How has the quality of care improved over the year as measured by Pre- Post ECERSR/FDCRS scores?
4. How did participating childcare providers evaluate the training workshops and site visits?
Specifically, what are their perceptions of the usefulness of the training and did the workshops
meet their expectations?
5. Finally, how has the information been applied to their centers for improvement, and what
changes will be made as evidenced through progress reports (self-evaluations)?
Methods
Sample and Procedure
There were a total of 23 family childcare and daycare centers selected through a selection process
based on facilities and programs in greatest need of support and training as expressed in their
applications accepted in August of 2003 (10 participants) and 2004 (13 participants). The 23 facilities
chosen for the project were 7 family daycare centers and 16 childcare centers serving pre Kindergarten
age children. These facilities have been in existence for at least 4 years and at most 16 years. None of
them were accredited. They serve predominantly Korean children living in the area along with a small
number of Hispanic, Black and White children. The various facilities’ capacities ranged from 12 to 50
children. The providers of the chosen sites were all Korean and female, operating private child care
centers in Koreatown on a full time basis. Most of the providers received higher education, and have
taken early childhood education courses in the last 10 years in the United States.
Child care centers were observed using the ECERS-R Ratings (Early Childhood Environment Ratings
Scale-Revised), and family daycare centers were observed using the FDCRS Ratings (Family Day
Care Rating Scale). The initial observations were made at the beginning of each year, September and
October of 2003 and September of 2004. The first year’s observations were performed by two trained
observers. Based on a high inter-rater reliability of the two observers, all subsequent observations
made in 2004 were carried out by one observer. These ratings provided a baseline data for comparison
to the final observation data collected in June 2004 and July and August of 2005. For confidentiality
the centers’ names were replaced with numbers.
Instruments
Instrumentation included a Needs Assessment Survey which was conducted at the participating
directors’ project orientation meeting, and a Pre-Workshop Survey. Additionally, the main
instruments used in this study to measure improvements were the ECERS-R and the FDCRS. They are
subdivided into six and seven comparable sections respectively (with slightly different sectional
names). Both FDCRS and ECERS-R define quality of family day care comprehensively through
subscales. FDCRS has 32 items covering the following six subscale categories: Space and Furnishings
for Care and Learning, Basic Care, Language and Reasoning, Learning Activities, Social
Development, and Adult Needs. Each item is described on a 7 point scale over four levels of qualityinadequate (1), minimal, good, and excellent (7). ECERS-R has 43 items that are organized into 7
subscales: Space and Furnishing for Care and Learning, Learning Activities, Basic Care, Language and
Reasoning, Social Development, Adult Needs, and Program Structure. (Description of each
subsections are described in the Appendix).
The decision to use FDCRS and ECERS-R, instead of other instruments such as the Early Childhood
Classroom Observation Measure (ECCOM, Stipeck, 1996), Observational Record of the Caregiving
Environment (ORCE developed by National Institute of Child Health and Human Development Study
4
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of Early Child Care - CHD ECCRN, 1996), the Caregiver Interaction Scale (Arnett, 1989), or the
Profile (Abbot-Shim & Sibley, 1992) was based on several factors. Research studies have
demonstrated associations between the instruments’ scales and indicators of child development and
learning, thereby providing construct validity of the instruments. The internal reliability of the FDCRS
and ECERS-R have been established by previous studies, as mentioned earlier, which typically showed
coefficient alpha in the .90 to .98 range. Another consideration was that the format of the instruments
is such that they both provide detailed alternative descriptions rather than just a scale to indicate to
what extent a setting conformed to a certain standard or practice. This minimizes observer effect or any
social desirability in the outcomes. Additionally the instruments are classroom-based instruments
allowing for direct observations of the classrooms, both physical aspects of the classroom as well as
the classroom processes such as teacher-child interactions. The instruments are comprehensive but
relatively short.
Table 1 lists the different wording of the subscales and maximum points possible in each section, and
total points possible in each instrument. When reporting results by section, the language used in
ECERS-R was used (these are indicated by parentheses in the table). In terms of scoring, in both of
these instruments, descriptions are provided for the odd-numbered points on the scale, leaving the even
numbers to be recorded in the case when a center is observed to have all the elements listed in the low
description and only part of those in the next higher description. The total possible points for FDCRS
is 245 points and for ECERS-R, 301 points. The results are reported in percents (out of a possible
maximum of 100%) where indicated for comparison purposes.
In the beginning of the first year of data collection, inter-rater reliability was obtained by two raters
following an on-site training. Inter-rater reliability was calculated for all sites being observed between
the observers and with the trainer. Inter-rater reliability was 0.991 with 98% agreement between the
observers throughout the observations which was much higher than agreements found elsewhere
(McCartney, 1984).
When the baseline observations were completed, the centers were informed informally of their baseline
scores through a one-on-one review session. Based on the baseline scores, the Needs Assessment
Survey conducted at the directors’ project orientation meeting, and a Pre-Workshop Survey, two field
visits and a workshop series with topics consistent with their expressed needs were organized and
scheduled.
The participating sites were evaluated using the ECERS-R/FDCRS at the beginning of the study in all
areas. A module for workshop training and field visits were created using topics consistent with their
expressed needs as indicated in the Needs Assessment Survey conducted at the project orientation
meeting. The workshop series consisted of six 3-hour workshops, a total of 18 hours of training. In the
literature, this was the threshold number of training hours per year to have shown some impact of the
training (Howe, Smith & Galinsky, 1995). Thus, it was expected that their self-reported progress
reports would show an impact of the training. The first of two field visits was scheduled at the
beginning of the workshop series, and the second visit scheduled during the workshop series
strategically. All workshops and site visits were evaluated through a written survey in Korean and
translated at a later time (See Appendix). Finally, a post ECERS-R/FDCRS was conducted as
summative assessment to show the effect of intervention.
Descriptive measures of the centers
Family day care centers had 8 to 14 children in each center. The child care centers had 18 to 100
students (average: 43 children). In the family day care centers, the staff to children ratio was 1 to 5 on
average (range from 1:3 to 1:8 staff to children ratio). In the child care centers, the ratio was 1 to 11 on
5

Improvement in the quality of child care-Oh

average (ranging from 1:8 to 1:12 staff to children ratio). Centers with larger numbers of students
showed a significantly higher staff to child ratios, and lower measures of quality as measured by
ECERS-R/FDCRS scores. The correlation showed that there was a significant relationship between
ratio and ECERS total score. Centers with low staff to child ratio showed higher measures of quality.
The centers have been in existence for 1 years to 20 years for some (average 10 years) with tuition
ranging from $375 to $480 (average: $420) per month. The years of establishment did not mean a
higher number of students enrolled or higher tuition rate. Years of establishment and tuition were
found to be unrelated to the measure of quality (See Table 2). However, a significant correlation of
adult to child ratio and total number of students with the quality measures show that these distal
measures are capsulated by ECERS-R/FDCRS measures, possibly under aspects of the social and
instructional climates as reflected in teacher-child interaction and instructional quality. Therefore,
interpretations of the ECERS-R/FDCRS scores are more reliable indicators of quality care.
Results
The baseline and final FDCRS & ECERS-R total score means (median) comparison showed that
overall there was an improvement in their total score (see Table 3). A paired sampled t-test showed
that the family day care centers in general showed a statistically significant improvement over time
(p<.05). Childcare centers showed a greater improvement (p<.001). For all centers, the baseline
adjusted mean percents increased significantly from 43% to 58 % (p<.0001). Adjusted mean percents
refer to the average scores in percent, adjusting for the total number of family day care and childcare
centers. There was a slightly greater increase among childcare centers than among family day care
centers. These improvements in FDCRS & ECERS-R total scores were similar in each cohort
separately.
Family daycare centers
Figures 1 and 2 compare the baseline percents (and averages) collected at the beginning of each
academic year of the project and final scores collected at the end in June, 2004 and in July and August,
2005. The two trained observers of the first cohort showed exceptionally high reliability in their ratings
(inter-rater reliability r =.991) on the initial baseline scores in all sections except “Language and
Reasoning.” This was probably due to the language barrier of one of the two observers. Therefore,
“Language and Reasoning” represents only one observer’s data and not the average for the first set of
data the average scores of the two observers’ ratings were calculated for the first cohort. In the second
cohort, only one observer performed all evaluations.
The results indicate that family daycare centers improved in all sections except in Social Development
where the initially high points remained the same at the end. The percents in each section ranged from
45% to 70% in the baseline data which improved to 57% to 81% in the final assessment data. Initially,
the family day care centers’ lowest performance area was “Total Learning Activities (45%).” This was
an improvement by 11%, but the area still remained as the lowest performance area. The two areas that
showed the greatest improvements are: “Language and Reasoning” (24% increase) and “Basic Care”
(23% increase) (see Figure 1).
Childcare centers
Childcare centers generally showed lower percent ratings than family daycare centers, ranging from
23% to 61% in the baseline data, as reported in Figure 2. This range improved to 39% to 75% (an
improvement by 14%. Childcare centers also showed a low rating in “Activities” (23%) in the baseline
data, similar to that of the family daycare centers. Other low performance areas in the baseline data
were: “Program Structure” (25%) and “Language and Reasoning” (35%). All three areas were
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addressed successfully and their percents improved significantly. “Language and Reasoning” showed
the most improvement (an increase by 18%). Overall, all family daycare centers and childcare centers
showed an improvement in their total scores at the end of the year. Family daycare centers improved
their overall score by 13%, and childcare centers improved by 16% (see Figure 3).
Field Visits
KYCC hosted a field visit for the participating directors to a child care center in Los Angeles on
November 20, 2003, and a second visit to a child care center in Long Beach on February 23, 2004 for
the first cohort of directors. And three visits in April and June of 2005 for the second cohort. Each of
their site visits were evaluated through a written survey administered at the end of each visit. The
survey was available in Korean. Korean responses were then translated into English. The participants’
overall impression of the visits (compiled) was that it was “extremely useful” (Mean = 4.7, SD =.60,
on a Likert scale of 1~5, “not useful” to “extremely useful”). All participants indicated that each visit
met or exceeded their expectations. Also responses to open-ended questions showed that the field visits
provided a unique opportunity for them to visually observe centers other than their own as an example
for comparison and adaptation purposes.
The field visits were useful for the following reasons as indicated by the providers in their open-ended
evaluation questions at the end of the visits:
The field visits provided a rare opportunity to visit centers other than their own, more
specifically, a non-Korean childcare center.
The field visits reinforced what they were learning in the workshops making application easier.
The participants observed visually specific items such as student to teacher ratio, age-specific
rooms and room usage, room and outdoor arrangements, and operations and management.
Pedagogically, they were also able to observe teacher and student interactions, teaching
methods, atmosphere in general.
It was interesting to note that for each cohorts, the responses for the second visit (and third visit for
cohort 2) were more in the tone of a critique, as specific comparisons were made to the first visit and
their own facility in their comments, and references made to the workshops. It was clear that they
were developing skills of an informed decision-maker as they applied their knowledge gained in the
workshops. Their comments included the use of descriptive words such as “efficient,” “excellent” and
“better,” to describe educational equipments, outdoor play area, and curriculum.
Workshop Series
KYCC began its first workshop series for the 10 directors from November, 2003 to June, 2004 for the
first cohort. The second cohort of 13 directors commenced in January 2005 to July, 2005. Both series
consisted of 6 workshops with various topics. Workshop topics were selected based on participants’
requests and/or low knowledge areas as identified in the Needs Assessment Survey and the PreWorkshop Series Survey conducted at the beginning of the series. The topics were then readjusted to
meet the needs of the 2nd cohort by re-determining necessary changes based on their initial ECERS
scores through on-site evaluations (see Table 4). In addition, a new strategy was implemented. After
every workshop the directors were given work to implement the ideas at their sites that were presented
through training at their site. For example, they took before and after pictures of room arrangements.
They brought in before and after written schedules of the programs at their respective centers. The
directors with the best results were then given a small prize, something that could be added to their
center. Incentives of small prizes were used as a motivating factor for the directors and staff in
improving their centers.
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Both first year and second year cohorts of directors were welcome to attend any of the seminars. The
first cohort of directors were informed of the workshops and were encouraged to attend at least once
every three months to share information with the second cohort.
At the beginning and end of the series, the directors were asked to rate their knowledge in these topics.
The workshops drew upon speakers of expertise respectively from the local community. At least 70%
of the directors in the program attended the workshops at a given time. A survey was constructed based
on topics on areas specified in the ECERS-R/FDCRS instruments and was available in Korean
translation. Overall the participants responded positively to the workshops. At the beginning of the two
workshop series the participants’ overall knowledge ranged from 2.76 to 3.40 on a scale of 1 =Not
Knowledgeable to 5 =Very Knowledgeable (See Figure 4). Upon completion of the series, the
participants were asked to rate their knowledge in the same areas. Their self-evaluation of knowledge
gain increased to the range of 3.75 to 4.17 The overall rating in each workshop showed that
participants felt that the workshops were extremely useful (averages ranged from 4.4 to 5.0 (See Figure
5.). In addition, the participating directors were asked to rate the workshops against their expectations
on a scale of 1~3 (1= [the workshop] “did not meet my expectation,” 2= “…met my expectation,” and
3 = “…exceeded my expectation” (see Figure 6).
Progress reports: self-evaluation
A progress report was completed during the workshop series. In the progress report they were asked to
report any implementations they have made, as well as any implementations they planned in the future.
They were asked the following questions:
1. How did you implement what you have learned the first four workshops?
2. Based on the first four workshops, what will you implement in the near future?
3. What other technical assistance do you need at this time?
4. Among topics addressed in the first four workshops, what specific additional information do
you need?
Implementations:
In terms of implementations already made, most changes have been made in the area of curriculum,
more specifically a change to emphasize Play, a more relaxed atmosphere for the children. The
following is a summary of remarks made by the participants (in English translation).
More emphasis has been made on Play rather and paper pencil activities
Rather than rigid curriculum, I have been providing children with a more relaxed atmosphere
that includes Play.
I have been changing curriculum emphasis to play rather than collecting evidences of paper
and pencil activities to show the parents.
I have provided different stations of activities, allowing children to choose activities of their
choice.
I divided the classrooms by age level. And with the help of parents, various play activities are
prepared in these classrooms.
I have switched from paper and pencil activities and videos to play activities and toys.
In terms of implementations planned, directors plan to continue to change their curriculum emphasis.
If I receive children with autism or ADHD, I will be able to provide parents with information
on ways of helping the child.
I will carry over a relaxed atmosphere with curriculum to areas of outdoor activities, allowing
children to choose the activities they want to do.
I will emphasize Play.
Beginning in September of this year or at the beginning of next year, I will be raising tuition
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Rather than punishment, I will help children to understand through communication
The directors showed a general consensus that on-going training and additional workshops are
necessary with a request of additional information.
Specific technical assistance requested by the directors was the following:
Parent education is very important. Would KYCC provide a speaker for such events when
requested by the centers? Or provide workshops through mass media (3)
Regular workshops and additional site visits for directors and teachers will be helpful (4)
Would KYCC assist us with hiring new teachers
Request of additional information:
Provide another workshop on Developmental Disorders that would provide us with more
concise in-depth information.
I would like more information on seasonal and holiday crafts and decoration ideas.
I would like more information on ideas about outings (e.g., museum) and on information on
renting a school bus.
In summary
• The directors have made various specific changes to their center during the program. Based on
their report, most changes have been made in the environmental aspect of the center such as room
arrangement and redecoration, etc. and some changes were made to their program structure.
• Additional changes were planned in the immediate future in the area of program and some
environmental changes such as displays.
• They requested additional and on-going technical assistance in terms of KYCC to provide more
training/seminars for themselves as well as teachers and parents.
Parent Education Workshop Series: Evaluation and Summary
There were a total of 13 participants in the Parent Education Workshop Series consisting of 8 separate
workshops, held twice in two different languages. The first series held in Korean was offered in
February and March, 2005 with an average attendance of 8 parents. The second series held in Spanish
took place in June, 2005. The purpose of the workshops was to address specific childrearing issues
such as gain knowledge about parenting styles, discuss children’s cognitive, emotional, and social
development, explore reinforcement and reward strategies, learn disciplinary skills that promote
responsibility, self-esteem, and self-control, enhance communication strategies for better parent-child
relationship, and child’s nutrition. The pre and post workshop evaluations from both series were
combined and analyzed to show overall effectiveness of the workshops.
Parents’ self ratings of knowledge in various areas were measured on a Likert scale: 1=Not
Knowledgeable, 5=Very Knowledgeable (see Figure 7). Their knowledge increased significantly in all
areas of the topics covered in the workshops, but most visibly in the areas of positive disciplinary skills
and sibling relations. Other areas that showed significant gain in knowledge are: the importance of
play, communication strategies, setting boundaries, and children’s nutrition. Parents’ comments are
reported below for specific areas of expectations and expectations met through the workshops.
Parents’ expectations (verbatim)

•
•
•
•

I would like to become a parent who understand and lead my child in a better way.
I would like to learn skills on open dialogue with my child and discipline.
I didn’t know whether my knowledge and experiences were right, how much help the child needs
and whether I am a helpful mom. I believe my questions can be answered through these sessions.
Proper ways of child rearing in the U.S. and various methods of becoming a good parent.
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•

I believe I will improve myself as a mother by listening and understanding what is discussed at
each workshop.

•

I believe I will learn new methods of child rearing or different ways of disciplining my child.

•

I want to learn ways to effectively teaching my child to get interested in reading especially since he
doesn’t seem to show any interest at this time.

Expectations met through the workshops (verbatim)
• I learned various methods of handling different situations.
•

•

I was well informed of many methods that are useful in everyday situations.

Workshops helped me to realize that I made mistakes due to lack of knowledge in child rearing in
the U.S. and in the American education system. So it was interesting and helpful to learn about
disciplining and laws regarding children in the U.S.

Conclusion and Discussion
The 23 childcare facilities that participated in the KYCC program over the two years showed
significant improvements overall. This is attributed to the success of the intervention activities such as
workshops, site visits, and one-on-one consultations. There were a few challenges, however. The
participating directors’ and facilities’ cultural, financial and resource limitations, stymied even greater
improvements. Also, the cultural boundaries and expectations set forth by the parents of the children
at these facilities further limited the scope of changes that could be made. The areas affected the most
from these limitations were Program Structures (for daycare centers only) and Learning Activities
subscales of the ECERS-R/FDCRS. For example, a number of the Korean child care directors did not
initially see value in structured play activities – they felt the children needed to focus on worksheets in
order to foster cognitive development.
Childcare centers generally showed lower percent ratings on ECERS-R than family daycare centers on
FDCRS in the initial baseline data: childcare centers’ percent ratings ranged from 23%-73% and
family daycare centers’ percent ratings ranged from 31% to 70%. The final assessment data showed
that all centers significantly increased their scores: childcare centers’ percent ratings in the final
assessment ranged from 42% to 84%, and family daycare centers’ ratings ranged from 50% to 83%.
Incorporating their newly gained knowledge and applying it to their centers was most visible in Space
and Furnishing. Through observers’ center visits and workshops, the directors of these centers gained a
better understanding and were encouraged to optimize their current use of space by adding and
rearranging furniture pieces to enhance child development. However, the observers reported that room
arrangements, different interest areas and soft-furnishings are areas that were slow to change due to
parents’ cultural expectations that were not aligned with the providers’ vision of what a “school
environment” should be.
All Child Care Centers were uniformly low in “Total Learning Activities” and “Space and Furnishing”
in the baseline data but showed significant improvements at the end of the academic year. However,
the area of “Language and Reasoning” was a difficult area to observe. In the first year, one of the two
observers had a language barrier. This was further limited by lack of tangible items in this category.
Concerning the intervention program, a total of six workshops addressing topics requested by the
participants in the Pre-workshop Series Survey and through one-on-one consultations were extremely
useful to the participants. The participants’ average ratings ranged from 3.62 ~ 4 (on a 5 point scale) as
to the usefulness of the information provided at the workshops. For the majority of the participants the
workshops exceeded their expectations. The workshops gave them new and specific ideas for
immediate and gradual implementations as reflected in their progress reports. The two field visits
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conducted during intervention and training was useful for the participants. What they have learned
from the visits served as a reference point for their own changes. They uniformly requested more site
visits to other “model” centers in the future.
In terms of implementation, the progress reports revealed that most changes had been made in the area
of curriculum change to emphasize play and provide a more relaxed atmosphere for the children. In
terms of planned implementations, providers plan to continue to change their curriculum emphasis.
The directors shared a general consensus that on-going training and additional workshops are
necessary and requested KYCC provide them.
Although family daycare centers and childcare centers both showed significant improvement, childcare
centers are subject to market competition among the various centers in Koreatown. Lower tuition rates
and strong culturally bound parent expectations hold sway, more so than is the case with family
daycare centers. Also in the childcare centers, directors themselves are often not teaching, whereas in
the family daycare centers, the directors are also teachers. This made implementation of improvements
easier and in some cases, immediate. These reasons help to explain the lower range of total baseline
percentages attained by the childcare centers at the end of the year. In order to further improve the
centers, a culture of on-going collaboration might be developed by the center directors. This need for
collaboration was also expressed by a number of participants. At the completion of the S.E.E.K.
project, two years worth of data was available to test, confirm, and cross validate the findings reported
in the first year study (Oh, et. al., 2004, 2005) before combining results for this research paper. Clearly,
the S.E.E.K. project consistently demonstrated improvement among all 23 family and childcare centers
over the two years.
Acknowledgement
This study was based on an evaluation of S.E.E.K. (Search to Enrich Education in Koreatown) project,
conducted by Korean Youth and Community Center (KYCC) in 2003-2005, with funding provided by
Community-Developed Initiatives of First 5, a government organization. Detailed information of each
childcare center may be available upon request to the KYCC and resides in their project evaluation
reports.

11

Improvement in the quality of child care-Oh

Table 1. FDCRS & ECERS instruments with total possible scores by sections
FDCRS
ECERS-R
(used for family daycare centers)
(used for childcare centers)
†
#
of
#
of
Scales
Total
Possible
#
of
# of Scales
Total Possible
Subscale
Space & Furnishings
for Care and Learning
(Space & Furnishings)
Basic Care (Personal
Care Routines)
Language and
Reasoning
(Language-Reasoning
Learning Activities
(Activities)
Social Development
(Interaction)
Adult Needs
(Parents & Staff)
Program Structure
(ECERS-R only)

TOTAL††

Items
6

(7 pt. scale)
7

Score
49

Items
8

(7 pt. scale)
8

Score
56

7

7

49

6

6

42

4

6

42

4

4

28

9

9

63

10

10

70

3

3

21

5

5

35

3

3

21

6

6

42

N/A
32

N/A
35

N/A
245

4
43

4
43

28
301

†

Subscale names in parentheses are the wording used in ECERS-R.††FDCRS has items with more than one scale allowing
for a higher number of scales than the number of items. The subscale: Supplementary Items: Provisions for Exceptional
Children” was not applicable to the centers selected for the study, therefore it was omitted from the description. (See
Appendix for details of each subscale.)

Table 2. A correlation matrix
Adult to child
ratio
1.00

Total number
of students

Total number of
students

.569*

1.00

Age of
Establishment

.324

.566*

1.00

Tuition

.186

-.098

-.258

1.00

-.492*

-.317

-.021

-.199

Adult to child
Ratio

Total ECERSR/FDCRS

*p<.10, N=23
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Year of
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Tuition
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Table 3. A summary table of comparison of mean (and median) scores and adjusted percents of
baseline and final total scores of ECERS-R/FDCRS across observers
Baseline
Final
Improvement
Mean
133
165
+32 points**
Family daycare
(54%)
(67%)
(+13%)
centers (7)
Median
133
179
+46 points
(54%)
(73%)
(+19%)
Mean

113
(38%)

164
(54%)

+51 points***
(+16%)

Median

114
(38%)

156
(52%)

+42 points
(+14%)

Childcare
Centers (16)

43%
58%
+15%****
Adjusted
Mean Percent†
†
Adjusted Mean Percents refer to the average scores in percent, adjusting for total number of family
daycare centers & childcare centers.
**p<.05, ***p<.01, **** p<.001
All Centers

Table 4. Workshop topics and descriptions
Workshop Topic
Workshop #1
Program, Recreation,
and Room Arrangement

Description
Ideas for classroom and furniture arrangement,
displays of children activities

Workshop #2

Total Learning
Activities

The importance of play and hands-on experience
in developing social skills, independence,
intelligence, cooperation skills.
Natural approaches to learning

Workshop #3

Language Development
and Reasoning

Factors that discourage language development
Elements important to language development

Workshop #4

Importance of Play and
Hands-on Experience

Ways to approach parents
The importance of activities such as art, music to
develop social skills
Various educational approach
The art of communication

Workshop #5

Staff Recruitment and
Training

Information on teacher benefits, vacation
Hiring staff/teachers
Payroll
Teacher training

Workshop #6

Prevention and Early
Intervention,
Developmental
Disorders

Developmental disorders by age
Information on autism and ADHD and medical
treatment
Emotional disorders
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Figure 1 .
Family Day Care Centers' Percentage Ratings based on FDCRS.
57% (M=27.9)

Space & Furnishing

47% (M=22.8)
70% (M=34.1)

Basic Care

57% (M=27.9)
81% (M=33.9)

Language & Reasoning

57% (M=24.1)
56% (M=35.1)

Learning Activities

Final
Baseline

45% (M=28.5)
68% (M=14.3)

Social Development

68% (M=14.3)
81% (M=17.9)

Adult Needs

70% (M=15.4)

0

10

20

30

40

50

Percent (%)

60

70

80

90

100

Note: M in parentheses indicate means (or average) raw scores of seven (7) family day
care centers. Percents indicate average raw scores relative to total possible scores in
each section. Refer to Table 1 for total possible points in each subscale.
Figure 2 .
Child Care Centers' Percentage Ratings based on ECERS-R.
57% (M=32)
40% (M=22.3)

Space & Furnishing

64% (M=26.9)

Personal Care Routines

40% (M=16.9)
53% (M=14.9)
35% (M=9.7)

Language-Reasoning

40% (M=27.7)
23% (M=16.0)

Activities

Final

75% (M=26.2)
61% (M=21.5)

Interaction

Baseline

58% (M=24.4)
47% (M=19.8)

Parents and Staff

39% (M=10.9)
25% (M=7.1)

Program Structure
0

20

40

60
Percent (%)

80

100

Note: M in parentheses indicate means (or average) raw scores of seven child care centers.
Percents indicate average raw scores relative to total possible scores in each section. Refer
to Table 1 for total possible points in each subscale.
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Figure 3
Comparison of Family Day Care Centers & Child Care Centers Baseline
& Final Total Scores.
100
90
67%
80
Baseline
(165)
54%
Final
70
54%
(164)
(133)
60
38%
50
(113)
40
30
20
10
0
Family Daycare Centers

Daycare Centers

Note: Total possible raw scores for Family Day Care Centers, 245. The scores in parentheses
represent raw scores based on these totals. Total possible raw scores for Child Care Centers

is 301. The scores in parentheses represent raw scores based on these totals.
Figure 4 . Summary of participants' overall rating of
the usefulness of workshops.

5

5.0
5.0
4.9
4.6
4.5
(SD=.00)
(SD=.00)
4.4 (SD=.33)
(SD=.84) (SD=.79)(SD=.98)

4
3
2
1

1

2

3

4

Workshop #

15

5

6
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Figure 5 .
Pre-Post workshop series survey Results: Evaluation of participanting
directors' knowledge before and after six workshops.
How would you rate your level of knowledge of Prevention
and Early Intervention of M ental Health?

3.83

2.76

Pre

How would you rate your level of knowledge of Importance
of Play and Early Hands on Experience?

3.75

2.76

How would you rate your level of knowledge of Total
Learning Activities?

4.15

3.26

How would you rate your level of knowledge of Room
Arrangement?

4.04

3.15
1

16

4.17

3.4

How would you rate your level of knowledge of Language
and Reasoning?

2

Post

3
Average

4

5
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Figure 6.
A compiled summary of results for the question: “Did the workshop meet your
expectation?”
30

29

Frequency

25
20
12

15
10

2

5
0

Exceeded
Expectation

Met
Expectation)

Did not Meet
Expectation)

Figure 7.
Parent Workshop Series:
How would you rate your level of knowledge of...

…children's developmental stages

3.18

...the importance of play*

3.67
4.08

3.18

positive disciplinary skills**

4.17

2.55

communication strategies*

4.08

2.82

…sibling relations**

Pre

4.08

2.82

…setting boundaries*

Post

4.17

3

3.82
3.36
4.25
3.18
4
3.36
4.33
4

…children's nutrition*
…child safety
…early literacy
..breastfeeding vs. bottle feeding

1

2

3

NOTE: *&** Denote statistically significant gains (*p<.10, ** p <.05)
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Appendices

Korean Youth and Community Center (KYCC)
Workshop Evaluation Form
Please answer each question honestly so we can improve future sessions.
A. Please rate your overall impression of this workshop by circling the appropriate response.
Not Useful

1

2

3

4

5

Extremely Useful

B. Did the workshop meet your expectations? (circle the appropriate response)
1. The workshop exceeded my expectations
2. The workshop met my expectations
3. The workshop did not meet my expectations. Why? __________________________________
_______________________________________________________________________________
C. What did you like best about the workshop?

D. What did you like least about the workshop (what would you change if anything about the
workshop)?

E. Did this workshop help you feel more confident as a childcare provider? Why?

F. Any additional comments?
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Overview of the Subscales and Items of the FDCRS
40 Items organized into 7 Subscales
Space and Furnishings for Care and
Learning
1. Furniture for routine care and learning
2. Furnishings for relaxation and comfort
3. Child-related display
4. Indoor space arrangement
5. Active physical play
6. a) Space to be alone (infants and toddlers)
6. b) Space to be alone (2 years and older)
Basic Care
7. Arriving/leaving
8. Meals/snacks
9. Nap/rest
10. Diapering/toileting
11. Personal grooming
12. Health
13. Safety
Language and Reasoning
14. a) Informal use of language
(infants/toddlers)
14. b) Informal use of language (2 yrs and
older)
15. a) Helping children understand language
(infants/toddlers)
15. b) Helping children understand language (2
years and older)
16. Helping children use language
17. Helping children reason (using concepts)

Learning Activities
18. Eye-hand coordination
19. Art
20. Music and movement
21. Sand and water play
22. Dramatic play
23. Blocks
24. Use of TV
25. Schedule of daily activities
26. Supervision of play indoors and outdoors
Social Development
27. Tone
28. Discipline
29. Cultural awareness
Adult Needs
30. Relationship with parents
31. Balancing personal and caregiving
responsibilities
32. Opportunities for professional growth
Supplementary Items: Provisions for
Exceptional Children
33. Adaptations for basic care (physically
handicapped)
34. Adaptations for activities (physically
handicapped)
35. Adaptations for other special needs
36. Communication (exceptional)
37. Language/reasoning (exceptional)
38. Learning and play activities (exceptional)
39. Social development (exceptional)
40. Caregiver preparation

Overview of the Subscales and Items of the ECERS-R
43 Items organized into 7 Subscales
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Space and Furnishings
1. Indoor space
2. Furniture for routine care, play and
learning
3. Furnishings for relaxation and comfort
4. Room arrangement for play
5. Space for privacy
6. Child-related display
7. Space for gross motor play
8. Gross motor equipment
Personal Care Routines
9. Greeting/departing
10. Meals/snacks
11. Nap/rest
12. Toileting/diapering
13. Health practices
14. Safety practices
Language-Reasoning
15. Books and pictures
16. Encouraging children to communicate
17. Using language to develop reasoning
skills
18. Informal use of language

Interaction
29. Supervision of gross motor activities
30. General supervision of children (other than gross
motor)
31. Discipline
32. Staff-child interactions
33. Interactions among children
Program Structure
34. Schedule
35. Free play
36. Group time
37. Provisions for children with disabilities
Parents and Staff
38. Provisions for parents
39. Provisions for personal needs of staff
40. Provisions for professional needs of staff
41. Staff interaction and cooperation
42. Supervision and evaluation of staff
43. Opportunities for professional growth

Activities
19. Fine motor
20. Art
21. Music/movement
22. Blocks
23. Sand/water
24. Dramatic play
25. Nature/science
26. Math/number
27. Use of TV, video, and/or computers
28. Promoting acceptance of diversity

25

Title of the submission - A Longitudinal Study Predicting Reading Success for English
Learners from Kindergarten to First Grade
Topic area of the submission – Reading Education
Presentation format – Paper Session
Name(s) of the author(s) – Deborah M. Oh, Michelle P. Windmueller, Diane Haager
Department(s) and affiliation(s) –
Deborah M. Oh
Applied and Advanced Studies in Education
California State University, Los Angeles
5151 State University Drive
Los Angeles, CA 90032
doh2@calstatela.edu
(323) 343-6155
(323) 343-5336
Michelle P. Windmueller
Division of Special Education
California State University, Los Angeles
5151 State University Drive
Los Angeles, CA 90032
mwindmu@calstatela.edu
(323) 343-4449
(323) 343-5449
Diane Haager
Division of Special Education
California State University, Los Angeles
5151 State University Drive
Los Angeles, CA 90032
dhaager@calstatela.edu
(323) 343-6158
(323) 343-5449

Abstract
This study examines the predictability of factors considered to be essential foundational
reading skills. Using the Dynamic Indicators of Basic Early Literacy Skills (DIBELS)
assessment with English learners (EL), concurrent and predictive validity of phonological
awareness, letter knowledge, and language skills are reported. Data have been collected
for 389 participants in the study over two years at six time points, three time points each
year for kindergarten and first grade. Path analyses were used to examine the predictive
relationship between beginning kindergarten reading skills and end of first grade reading
outcome measures. Results of the study revealed that kindergarten EL students developed
letter naming, phoneme segmentation, and nonsense word decoding skills independently
of oral language development. In other words, oral language developed independently of
early reading skills. In the two-year predictive path model, nonsense word decoding in
kindergarten was the strongest predictor of end of first grade reading outcome measures.
Additionally, phonological awareness was not a strong predictor of end of first grade
reading achievement. Word Use Fluency in kindergarten, which measures oral language
production, did not directly affect reading achievement at the end of first grade. This in
part was due to the measure itself because it is specifically tested oral language and not
reading. But this measure significantly affected oral reading fluency, a mid-first grade
measure, which predicted end of first grade reading achievement. Further results of this
study suggest that English language development, as the target language, is of critical
importance for the development of EL students’ reading achievement by the end of first
grade. With respect to the instruction of EL students throughout first grade, a strong
general focus should be placed on English language development, oral language
proficiency, and oral reading fluency, which supports the theory of the cognitive-

constructivist view of reading (Graves, Juel, & Graves, 1998). Instruction should also be
directed at a deeper level of processing. Numerous encounters with opportunities to speak
and use the language in many different contexts should be provided for in the classroom
and school setting (Droop & Verhoeven, 2003). Future implications of this research are
also discussed in the paper.
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Abstract
Children during their preschool years acquire a range of mathematical competence
that prepares them for their first formal learning of mathematics in first grade. This
includes their understanding of principles that underlie counting. Research has
documented that most children by their fourth birthday acquire a set of counting principles
that enable them to count objects in a reliable fashion. Although we know what
preschoolers know about counting, we know very little about “how” they come to have
these understandings. This study aimed at gathering information about children’s
exposure to and experiences with numerical and quantitative concepts in the context of
peer interactions during free play at preschool.
Fifteen 3-year-olds in the U.S. and 18 3-year-olds in Japan participated in the
study. Children were videotaped approximately 10 times a year for two and half years.
Each taping lasted 40 to 60 minutes. Over 300 hours of videotaped data resulted in each
nation.
Preliminary analyses found large differences in the frequency of numerical and quantity
expressions in favor of Japanese children. On the average, Japanese children at age 3. 5 used
nearly two numerical terms per observation. This increased gradually to 7 by age 5.5. In contrast,
US children at age 3.5 used less than 1 numerical term per observation and their usage peaked at
age 4.5 with approximately 2 terms. A similar trend was found for quantity expressions.
Japanese children at age 3.5 used 8 quantity terms per observation. Their usage dropped to 6 at
age 4 but gradually increased to 12 at age 5.5. US children, on the other hand, used about 1
quantity term per observation at age 3.5. This peaked at age 4.5 with approximately 2 terms.
In addition to frequencies, we compared numerical and quantity expressions appeared in

similar play activities. We found, for example, that US children at a sensory tub showing off to
each other by saying, “I got more tortillas!” [pretend tortillas]; whereas in Japan, children at a
sand box were completing for the number of scoops of sand they put in their buckets (e.g., “I
already put 8 scoops of sand in my bucket!”). This example highlights more advanced
mathematical competence by Japanese children (precise judgment of numerical information)
than by American children (global judgment of quantities). This is also a good example of how
children use quantitative and numerical terms to make their play more enjoyable. Implications
for early childhood education will be discussed.
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Teaching and Learning in Nigerian Secondary Education in
the Twenty-first Century: The Way Forward
1.

Introduction

Over three decades the upsurge of teacher’s competency activities in secondary
education has sparked much interest among practitioners, policy makers, and researchers
in gaining a better understanding of the nature of teachers teaching competencies of
professionally qualified teachers and academically qualified teachers and its effects on
students, teachers, institutions and the educational system on a whole. For the most part,
the findings that have emerged from studies of teacher’s competencies have shown
promising results regarding teacher’s competencies impact on improving students
learning, enhanced school effectiveness and school improvement. However, despite a
growing number of research studies in this domain, research on teachers instructional
competencies remain scant especially in Sub-Saharan African. Indeed, much of the
existing research has only begun to scratches the surface regarding the important issues
that surround teachers’ professional and academic competencies. For example, while we
know what the effect of teachers’ instructional competencies might be on students, we
know very little about how these competencies affects students learning abilities in
Nigeria because there is a dead of research as regards this domain.
The quality of teachers and schools are central resources to the development of
education when considering the solutions to be developed for the continually changing
demands of society and working life. However, even the school is not the only place
where learning occurs; certainly, a great responsibility falls on the teachers to enhance
quality learning in schools and education in the society. The wave of socioeconomic and
political activities and its far-reaching impact in Africa, including Nigeria has brought
about drop in the educational development and lives of teachers and the people in general
in the region (The World Bank Annual Report 1998, 1999; World Bank 2002).
Apparently, the dictatorship of several regimes in the region is responsible for this
unhealthy situation.
Surprisingly, very little knowledge exists in educational literature with regards to
studies on comparing teachers’ instructional process competencies in Africa, including
Nigeria, by means of the sort of threat associated with developing and implementing
school effectiveness and improvement in the region. As a result, this paper sets out to
identify and suggest factors encouraging quality instruction and learning. The main
questions that this paper aims to answer are: What type of instructional processes do
teachers use to improve their job effectiveness? What factors makes teachers to apply
effective instructional methods to achieve instructional objectives?
A review of pedagogy literature on the issue of instructional process
competencies in secondary schooling indicates that a majority of the research tends to
come from the industrialised world, with extremely little information emanating from
Africa and Nigeria in particular. Therefore, it is hoped that the contribution of this study
will widen our knowledge with respect to the academically qualified teachers and their
counterpart who are professional qualified teachers in respect to their contribution to
student’s academic development. By academically qualified teachers, I mean teachers
who have academic training as a result of enrolment into an educational institution, and
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as a result obtain qualifications such as HND, B.Sc., B.A, M.A, M.Sc., and so on. While
professionally qualified teachers, are teachers who get professional training that gives
them professional knowledge, skills, techniques, aptitude as different from the general
education. They hold professional teaching qualifications, for example, B.Sc. Ed, B.A
Ed, B. Ed, M. Ed, and so on. These two categories of teachers are employed to carry out
teaching and learning in the region’s secondary schools, consequently, their competencies
instigates information search and attribution formulation.
In any case, I propose this paper for anyone seriously interested in changing
schools in developing countries in general and Nigeria in particular to improve the lives
of all its citizens. Precisely, it is written to encourage educational planners, education
policy makers, curriculum developers, principals, teachers and education students
interested in empirical information methods to conceptualise the issue raised in this study
and provide them with useful suggestions that might help them improve secondary
schooling in Nigeria. Though, multiple audiences exist for any academic text.
2.

REVIEW OF RELATED LITERATURE

2.1.

Instructional Process Competencies

To begin with, instructional process competencies or what factors makes teachers
to apply the acceptable instructional method to achieve instructional objectives is said to
denote a critical aspect or property of a development move towards secondary school
reform, which, if mistreated will increase the likelihood of failure of school effectiveness
and improvement (Ololube 1997). Additionally, I make no distinction between
instructional process competencies factors and what factors make teachers to apply
effective instructional methods to achieve instructional objectives—they are said to
signify the same notion and will be used if possible interchangeably in this paper.
Teaching is viewed sociologically as a social action because the teachers in the
classroom interact with their pupils in such a way as to attain specific pre-determined
goals. The performance of this action by the teacher is affected by the quality of the
teachers’ role socialization. The role socialization of the teacher involves the training,
which the teacher received before engaging in the act of teaching (Ezewu 1983, p. 125).
Teaching as a result can be seen as a diverse and complex activity because the goal of
any teaching task is achievement. Therefore, all the interrelated actions of the teacher at
any given moment in the classroom must lead to student’s academic achievement
(Ololube 2004). Education serves a number of social functions but its core and
distinctive purpose is concerned with learning and the generation of knowledge. In this
regard its product is a developed learner. This entails a sharp divide between education
and other sectors such as medicine or engineering so far as relationship to knowledge
base is concerned. While successful practitioners in any sector have access to relevant
knowledge bases and draw on them appropriately when addressing practical situations,
education stands apart in the overlap between the underpinning knowledge base and the
domain of professional practice. Where civil/construction engineers for example, draw
on physics and materials science to build bridges, teachers draw on theories of learning
and bodies of knowledge to generate student learning in those bodies of knowledge
through effective instruction (Hegarty 2000, pp. 451-465). The application of
contemporary knowledge and ideas, effective use of appropriate questioning, time
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management and arrangement of classroom, proper curricular development, statement of
instructional objective and mastering of subject matter are seen as effective instructional
methods (Creemers 1994b).
We hear and talk about gifted teachers and gifted classrooms. What makes a
teacher gifted? And what makes their classrooms special? Do they have certain inherent
abilities, qualities that make their classrooms more successful than others do? Or do they
use techniques that make learning more interesting and permanent for their students. It
leaves us asking, Can teachers be trained to provide an enriched environment and teach a
curriculum in such a way that every child is challenged to perform far above grade level?
—Surely training will introduce teachers to some of these instructional methods
(Miranda & Landmann 2001, pp. 230-235). Getting qualified personnel to provide
instructional services necessary for the achievement of the goal of the school system is
imperative because the goals of any school are to provide the society with the right kind
of manpower for development and to enhance the quality of the condition of living of
their products. Pedagogy experts like Banjo (1960); Fafunwa (1991) and Hegarty (2000)
belief that instructional competence is needed to do well in the teaching profession. For
example, the need to have quality teachers in schools to handle instructional processes,
Wilson, Floden and Ferrini-Mundy (2001) acknowledged that knowing how schools,
districts, states, professional groups, and institutions enable high-quality teaching and
learning is critical to the welfare of the nation’s education system and the young people it
serves and young people’s learning opportunities in the United State’s elementary and
secondary schools. Hegarty (2000) also makes it clear that if we want to focus on
knowledge bases, which are intrinsic to teaching, we have to turn to pedagogy. However,
Hegarty cautioned that instructional competencies or skills are of course important but an
excessive focus on them leads to an impoverished notion of teaching, which reduces it to
the unreflective application of rules devoid of insight and creativity.
The habit of devotion to duty, love of children and the desire to always improve
on the past effectiveness as well as proper presentation and the creation of successful
learning environment are all part of instructional competence. Thus, a trained teacher is
supposed to be fair, friendly, polite, firm and upright to his or her pupils while
performing his or her instructional duty (Gbamanja 1989; Highet 1963; Stones 1966).
Lloyd (1980) for example, writing on how to become a good teacher of agriculture said:
considering the imperative of being an effective teacher the following requirements are
stated, “persons considering the profession of teaching have certain decision to make.
They should decide whether they have the following: instructional competence,
methodological competence, motivation competence and qualifications and if they do not
have them they should decide whether they have the ability to attain them.” These
requirements he said are necessary for the successful teaching of Agriculture. He further
argued that these characteristics or qualification will equip the teacher to be committed to
the teaching profession and be able to do the following:
•
•

The teachers will believe in their programs and have the initiative to carry them
out.
They will be willing to dedicate themselves to their jobs and render services
efficiently.
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•
•

They will become persons of perseverance since success cannot be attained
overnight.
They will have faith in their work and possess the enthusiasm and courage to
continue even though at times things do not appear the brightest (Lloyd 1980)

To Whitty (1996), instructional competencies involve “professional
characteristics” and “professional competences”. Professional characteristics is what he
considers to be the underlying qualities of the teacher that enables teachers pull the
individual instructional competences together and apply them in the professional context.
In describing the characteristics in this way, he was not, of course, suggesting that they
are innate, and that “good teachers are born and not made”. But these qualities too can be
fostered and developed. His suggested lists related to the following aspects of
professional activity are:
Professional characteristics of a successful teacher:
• Professional values
• Professional development
• Personal development
• Communication and relationships
• Synthesis and application
Whitty recommended that this list had then to be read along with other list of
specific competences, which were divided into professional knowledge and
understanding and professional skills, as follows:
Professional competences of the successful teacher:
1 Knowledge and understanding:
1.1 Knowledge of children and their learning
1.2 Subject knowledge
1.3 Knowledge of the curriculum
1.4 Knowledge of the education system
1.5 Knowledge of the teacher’s role
2

Skills:
2.1 Subject application
2.2 Classroom methodology
2.3 Class management
2.4 Assessment and recording
2.5 Understanding the wider role

Whitty also envisaged the two statements as interlocking with each other. These
could either be seen as a matrix with professional characteristics permeating the
performance of professional competences, or it might be represented graphically as in
Figure 1. Either ways, he tried to indicate that the professional characteristics of the
teacher ought to permeate the application of the specific competences identified under the
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heading of professional knowledge and professional skills, and further insisted that a
professional teacher requires both in order to have enough instructional competence.

Professional
characteristic

Figure 1: Professional characteristics, knowledge and skills.
Source: Whitty (1996, p. 90).
In this circumstance therefore, there is every reason for good professional training
to be given to teachers, despite that some persons claim in Nigeria that they are intuitive
teachers. Teachers must have a broad and deep knowledge base of the subject matter,
extensive facility with diverse instructional strategies in variable teaching contexts. As
such new teachers should learn to give up the security of certainty and step gingerly into
risky world of meaning making, where they are on their own, applying what they know
in interpreting the hundreds of events that make up their teaching day (Wassermann,
1999, p. 468).
Given these evidences, it is clear that most of the studies reviewed have made a
strong case for academic training in addition to professional training and development
having a hand in teachers’ instructional effectiveness. It is also established that academic
qualification alone has its own limitations. For example, discussion on standards, quality
and teacher preparation, with regard to the latter, there is a growing realization of the
central role of professional development of teachers in bringing about the desired
educational reform (Olugbemiro 2000, pp. 287-309). Achieving such reform, according
to Dass (1998), is a complicated task, which cannot be achieved by simply introducing
new curriculum materials or supplying new communications technology gadgetry into
the school system. It goes far beyond that, the core of the successful transformation of
society to achieve the standards of education now being suggested is that teachers are
charged with the ultimate implementation for such programs. Thus, the best conceived
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educational reform program in the world, in the most ideal environmental setting and
using excellent instructional materials can easily come to naught if those who are to
implement the program at classroom level are not confident to carry out their tasks
efficiently and effectively. Sparks (1993, pp. 65-72) equally noted that teachers training
and development offers one of the most promising roads to the improvement of
instruction. As Ahamibe (1979) also indicates, teacher training means an exercise that
fits one for instructional competence in the classroom. Training implies exercising or
reputation, and it is for a particular purpose. A study of (Shalveson 1976) shows that the
instructional goals, the use of effective teaching methods, the understanding of
instructional outcome, the evaluation of the utility of instructional outcome and the
understanding of environmental conditions which influences the effectiveness of a
particular method require teachers to be trained.
Teachers training results to development of pedagogical content knowledge
(PCK) which usefully captures a combination of content knowledge and pedagogic skills
that are necessary for the organization of classroom activities for learners. Teachers who
need help, through teacher training programs will develop their content knowledge, their
pedagogic skills and the realization of certain educational practices that are very useful to
students’ academic success. Pedagogical content knowledge has a component that has to
do with the teacher’s ideas on what it is to be a good teacher and how one goes about that
(Shulman, 1987). However, we recognize that teachers comment on how the physical
environment of the classroom has a strong bearing on what they can attempt to do—
numbers of students, seating, desk spaces, space to move around the classroom,
availability of audio visual aid (AVA), computers and even blackboards. This is
obviously the physical component to their environment, and classroom settings have both
a physical and social components in which the teacher has to work (Monk, 1998).
2.1.

Effective Instruction

“Instructional strategies” or “effective instruction” are the various methodologies
used to involve the learners in the training program (Bloom, Mesia & Krathwohl, 1964).
Effective instruction means the ways we can breathe new life into effective teaching. For
instructional process to be result-oriented in the way of improving students’ academic
achievement, teaching requires more effective instructional skills that will improve
students’ ability to learn effectively. Conversely, Perry (1994) see effective instruction as
the necessary condition which includes the performance of the teachers; the construction
of the subject (proper development of curricula); furniture and equipment for teaching as
well as the backup of good library and learning resource facilities. He points to the fact
that this list however provides only the necessary, not the sufficient condition for a
judgment of effective teaching. He further argues that quality in teaching in school is first
and foremost the quality of students’ achievement at the end of their term. It is what a
student knows, understands and is able to do, that is the main and legitimate purpose of
the measurement of instructional effectiveness (Alexander, 1992)
Recent research has revealed that mastering learning as an effective learning
programs are an important element of high student performance. These researches points
out that those educational institutions that develop such programs not only have more
effective student academic achievement capabilities, but also effective schooling. The
concept of mastery learning, in several forms (and in combination with other grouping
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procedures and educational strategies) has been shown to be essentially effective at all
levels of education. In general, adaptive instruction is instruction geared at the learning
characteristics and needs of individual students which is more effective than class
instruction with respect to cognitive as well as to affective measures (Creemers 1994b, p.
193; 1994c) However, grouping procedures as a means for ensuring mastering learning,
are directed to increase the effectiveness of instruction aimed at organizing instruction at
the classroom level in such a way that instruction can be adapted to the individual
characteristics of students. The effects of grouping are strongly determined by the quality
of the effective characteristics of the instruction within a grouping procedure (Beare,
Caldwell & Millikan 1989, pp. 50-53).
During instructional processes, questioning is seen as a useful tool in assisting
students learning process, which leads them further in their Zone of Proximal
Development (ZPD) (Tharp & Gallimore, 1998). Vygotsky (1978) developed the concept
of the ZPD that has had a great effect on how we regard teacher’s instruction and
assessment in assisting students’ level of development. This is reinforced by appropriate
use of instructional resources. This concept is defined as:
The distance between the actual developmental level as determined by
independent problem solving and the level of potential development as
determined through problem solving under adult guidance or in
collaboration with more capable peers (Vygotsky 1978, p. 86).
In a classroom situation, students often have to answer questions. Questions are
posed to find out if students have understood what they are expected to learn. Such
questions capture student’s actual developmental level (Austin, Dwyer & Freebody 2003;
Freiberg & Freebody 1995). Though, only few teachers ask their students questions to
make them think further to gain a better understanding (Postholm et al. 2002)
Research has also demonstrated that teachers’ behavior in the classroom is
positively related to students’ achievement. Especially important in this respect is the
allocation and use of teaching time and classroom management which is aimed at an
orderly atmosphere that promotes learning. It as well involves teachers’ activities in
several education components such as structuring the content, questioning, evaluation,
feedback and corrective instruction (Motimore et al. 1988; Scheerens 1992, 1994;
Stringfield 1994). These teachers behavior they claim have positive effects on student’s
academic achievement. To ensure an effective instruction process in school that will
create effective schooling, the following characteristics of teacher behavior are important:
Management of the classroom in order to create a situation where learning can
take place.
Expectations teachers (and schools) have of their possibilities to influence student
outcomes, probably also influence what teachers do.
Clear goal setting (learning Objectives) this includes a restricted set of goals,
emphasis on basic skills and emphasis on cognitive learning and transfer.
Structuring the content. This includes the ordering of the content according to the
hierarchically ordered goals. The use of advanced organizers can also structure
the content for students.
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Clarity of presentation, which implies that above-mentioned element, but also
refers to the transfer process itself (avoiding vagueness and incomplete
sentences).
Questioning by means of low and higher order questions keeps students at work
and can be used to check their understanding.
Immediate exercise after presentation. Like questioning: it provides a check for
understanding and can be used to clarify problems.
Evaluation whether the goals are obtained by testing, providing feedback, and
corrective instruction (Creemers 1994b, pp. 194)
The above characteristics are based on research on teaching and school
effectiveness research. It is not an enumeration of all (possible) correlations, but a choice
of characteristics based on empirical evidences on the one hand and on the other hand on
theoretical nations (Creemers 1994b, p. 195).
On the whole, instructional effectiveness and research on teaching show that the
important conditions of effective teaching include direct instruction (i.e., a conglomerate
of factors such as reinforcement, highly structured learning task and frequent monitoring
of students progress), time and class management. That is, the amount of instruction,
enhanced by using the schools days more effectively and successful method of instruction
which lead to greater students’ academic achievement through mastery learning with an
emphasis on reinforcement and feedback, co-operatives learning, personalized and
adaptive instruction, use of advance organizers, high teacher expectation, longer wait
time and good questioning techniques that determines teachers job effectiveness
(Creemers 1994a, p 18).
3.

Research Methodology

Basically, the phenomenon under investigation concerns the identification of
possible instructional process competencies and spots how trained and untrained teachers
use them to enhance student’s academic achievement. This study is a survey research,
which involved the gathering of limited data from relatively large number of sample at a
particular time. I employed this research method to indicate the prevailing condition in
the twenty-first century Nigerian educational system. Accordingly, to reach this goal,
questionnaire was the main instrument used in this study to collect data. Nworgu’s (1991,
pp. 93-94) characteristics of a good questionnaire were applied in designing the
questionnaire. The characteristics are: relevance, consistency, usability, clarity,
quantifiability and legibility. The questionnaire was also designed with the help of my
faculty members to elicit information from the respondents that will help the researcher
gather information on teacher’s instructional process competencies towards students’
educational achievements. It equally has face validity because the feedback from my
faculty members and a sample outside the sampled population helped in assessing that
the measure apparently reflects the content of the concept in question (see, Bryman &
Cramer 1990, p. 72). A suitable design was structured along a four-point likert-type scale
(summated) of strongly agree (4), agree (3), disagree (2) and strongly disagree (1). A
summated rating scale, one type which is called likert-type scale is a set of attitude items,
all of which are considered of approximately equal “attitude value” and to each of which
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subjects respond with degree of agreement or disagreement (intensity) (Kerlinger 1973,
p. 496). Section “A” of the research questionnaire describes respondents’ background
information, they include: gender, age, status, subject’s taught, academic qualification,
professional qualification and length of service. While section “B” comprises of possible
instructional process competencies. The simplicity of the questionnaire was based on the
fact that since different category of people were chosen as my respondents, the need to
make the questionnaire as simple as possible was inevitable.
The research population for this study was drawn from Rivers State (accessible)
of Nigeria (target). It is one of the States in the south-south geo-political zone of Nigeria.
The population comprises of principals, subject heads and teachers from ten (10)
randomly selected secondary schools. The reasons for choosing subject heads is that they
directly supervise teachers activities as regards teaching and therefore stands a better
chances of measuring their teachers’ input and output. The services of the supervisors of
education were not left out. Of the total number of respondents, 76 (25.3%) were
academically qualified, while 224 (74.7%) were professionally qualified. Whereas, the
gender differentiation were 126 (42%) for female and 174 (58%) were male. See table 1
below for the rest of the respondents’ background information.
Table 1: Frequency table for respondent’ background information
Respondents background information
Female
Male
Age
20-29
30-39
40-49
50-above
Status
Principals
Teachers
Supervisors
Subject taught
Social sciences
Sciences
Humanities
Qualification
Academic qualification.
Professional qualification.
Length of service
1-5
6.10
11-15
16-above
Gender

Frequency
126
174
49
110
120
21
20
270
10
91
136
73
76
224
50
100
68
82

%
42.0
58.0
16.3
36.7
40.0
7.0
6.7
90.0
3.3
30.3
45.3
24.3
25.3
74.7
16.7
33.3
22.7
27.3

To arrive at the intended comparative analyses, the participants’ responses were
keyed into SPSS version 11.5 software of a computer programme and several sets of
statistical analyses were performed: Mean point value, Standard deviation, Variance, Ttest of significance and Cross tabulation (N-300). One-way-analysis of variance
(ANOVA) was employed to test the relationship between variables and respondents’
background information. The t-test of significance was computed to test for statistical
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significant differences in the variables. It is a statistical significant set at p < 0.05 to
assess if the researcher’s level of confidence observed in the sample also exists in the
population. For a more simplistic and easy comprehension of the data analysis in this
study, Cross Tabulation was employed because it is one of the simplest and the most
frequently used ways of demonstrating the presence or absence of a relationship (Bryman
& Cramer 1990, p. 151; 2001, p. 159).
A reliability measurement was seen as suitable in this investigation since the
respondents more especially teachers had answered the questions because they were
directly affected in that the study focused on their instructional process competencies
which is part of a determinant for their professional competencies. In the analysis, the
sum variables were used because the reliability is very high compared to a single
variable. The reliability estimates for the sum variables were computed by the following:
(Mean square variance between subjects – residual variance) / (mean square variance
between subjects) (Koponen 1977, p.104; Kautto-Koivula 1993, p.161). Thus, the result
reveals differences in the paired reliability estimates, which is normal. However,
Cronbach alpha reliability of (0.90) shows a strong reliability of the research instrument
(Bryman & Cramer 1990, p. 71; 2001, p. 63; Reynaldo & Santos 1999; Saunders, Lewis
& Thornhill 2000, p. 361).
4.

Data Analysis and Results

The idea behind the first set of statistical analysis is to examine the connection
between teachers’ instructional process and their input towards their teaching
effectiveness as well as determine teachers’ expectation as to what constitutes effective
instructional process. To this end, responses on the competency statement items of the
research instrument (questionnaire) such as the application of the use of contemporary
knowledge and idea, use of appropriate questioning skill, development of course
curricular properly, ensuring effective time management, showing of sufficient mastering
of subject matter, effective management and arrangement of classroom, and clearly
statement of objectives, were tallied along “agree and disagree.” To answer the questions
using mean, standard deviation and variance, the cumulative analysis stands at M = 3.70,
SD = 0.47 and Variance = 0.23 for professionally trained teachers, against M = 2.19, SD
= 0.88 and Variance = 0.80 for non-professionally trained teachers (see tables 2). It
appears to be compellingly evidence from the result that the respondents have positive
attitude towards teachers’ professional development with particular reference to how
teachers apply various instructional techniques to achieve instructional objectives.

11

Table 2: Response on Instructional Processes Competencies and Teachers’ Job
Effectiveness.
Competencies
(Variables)
Items

AUCKI
UAQS
DCCP
EETM
SSMSM
EMAC
CSO
Total

Trained Teachers
(Professionally Qualified)
Mean
SD
Variance
3,66
,50
,25
3,70
,46
,22
3,68
,47
,22
3,74
,46
,21
3,72
,46
,21
3,73
,44
,20
3,67
,53
,28
3.70
,47
,23

Untrained Teachers
(Academically Qualified)
Mean
SD
Variance
2,35
,85
,73
2,01
,83
,70
2,01
,88
,78
2,17
,91
,82
2,43
,93
,87
2,25
,90
,82
2,11
,92
,85
2,19
,88
,80

Key:
AUCKI = Apply the use of contemporary knowledge and idea
UAQS = Use appropriate questioning skill
DCCP = Develop course curricular properly
EETM = Ensure effective time management
SSMSM = Show sufficient mastering of subject matter
EMAC = Effective management and arrangement of classroom (environmental
conditions)
CSO
= Clear statement of objectives
The next set of statistical analysis is a t-test analysis of paired sample statistics of
respondents’ perception of teachers’ instructional processes competencies. The purpose
of this is to further verify my analytical information; the t-test analysis is aimed at
determining if there are significant differences between respondents’ means. The result
shows that there are significant differences between academically qualified teachers and
professionally qualified teachers in all the variables. SPSS version 11.5 displays it as p <
0.000 significant levels. This does not mean that the probability is 0. It is less than p <
0.0005. Table 3 shows the highest t-value as –22.53 and the lowest t-value as –30.65, Df
= 299, p < 0.000 (see Nworgu 1991, p.155; Marija 1997, p. 230; Bryman & Cramer
2001, p. 108).
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Table 3: Two-tailed test of difference between paired means
Paired
Variables
UAQS
DCCP
EETM
CSO
SSMSM
EMAC
AUCKI
Df= N - 1
N=300

Paired Mean

SD.

-1.69
-1-67
-1.57
-1.56
-1.48
-1.29
-1.31

.96
1.060
1.059
1.066
1.036
.99
1.005

Std. Error
mean
.055
.061
.061
.062
.060
.057
.058

T

Df

-30.65
-27.34
-25.67
-25.34
-24.80
-22.54
-22.53

299
299
299
299
299
299
299

Significance
(2-tailed)
.000
.000
.000
.000
.000
.000
.000

One-Way-Analysis of Variance (ANOVA) was the third statistical analysis that
was performed to test the relationship between variables and respondents’ background
information. They were computed and the result shows that no significant difference
exists in the respondents’ opinion based on their background information such as gender,
age, subject taught, status, qualification and length of service (f = 1.98, Df = 299, p >
0.50).
Finally, Cross Tabulation was employed to test the degree of agreement and
disagreement. I used it because of its simplistic nature and it is most frequently used form
of statistical analysis to determine the presence or absence of a relationship in educational
research (Cohen & Manion, 1994). The data were tallied along agree and disagree. The
set of questions that compared the two categories of teachers on the respondents’
perceptions in the entire variable tested showed large differences. The empirical results
revealed that 66.6 % compared to 33.4 %, agree that teachers with professional teaching
qualification (trained) apply effective use of contemporary knowledge and ideas during
instruction in contrast to their counterparts who hold academic qualifications (untrained).
72.6 % agrees that professionally qualified teachers show greater effort in the use of
questioning skills effectively, this is in disagreement to 27.4 % for academically qualified
teachers. On the development of course curricular properly, the information gathered
reveals that 71.1 % agree that trained teachers are more competent in the development of
course curricular properly during instructional process against 28.9 % for untrained
teachers. Asked whether academically qualified teacher or professionally qualified
teachers ensure effective time management, respondents’ answers demonstrated that
professionally qualified teachers show greater effectiveness in classroom time
management than their counterpart who are academically qualified. This is shown in their
percentage values of 72.2 % compared to 27.8 % respectively. Regarding teachers
showing sufficient mastering of the subject matter, the result revealed likewise that as
high as 61.7 % against 38.3 % agree to the fact that trained teachers tend to effectively
show sufficient mastering of subject matter than their fellow teachers who are
academically qualified. The respondents’ argued that professional teachers know when,
where and how to use concepts during a particular instruction. With reference to effective
classroom management and arrangement, the result revealed that 30.0% of untrained
teachers (academically qualified teachers) tend to be weaker than 70.0% trained teachers
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(professionally qualified teacher); this is so because of the lack of exposure of the
academically qualified teachers to pedagogical content knowledge (PCK) and
pedagogical skills (PS) that are necessary for organization and management of classroom
activities of students. Finally, to find out if trained teachers clearly state their
instructional objectives more effectively than the untrained teachers, the result revealed
68.2 % of trained teachers, against 31.8 % of untrained teachers state their instructional
objectives clearly. It was also argued that professional teacher curriculum development
and method course teaching stands as the reason for greater proficiency in this regards.
The overall Cross Tabulation result showed to advantage that professionally trained
teachers are more result-oriented than their counterparts who are academically trained.
5.

Discussion

This paper has investigated the uncertainty that has been looming secondary
school educational effectiveness from the perspective of a comparative study of
academically qualified teachers and professionally qualified teacher in Nigeria. In
general, the sorts of items elicited from respondents do not seem to show dissimilarities
with the other findings from the West (Creemers 1994b, 1994c). Instructional efficacy
and several researches on teaching have demonstrated that the significance of effective
education stems from diverse factors. However, the most important, researchers argue
(e.g. Austin, Dwyer & Freebody 2003; Perry 1994), is that of teachers being able to
instruct students to the extent that they attain academic excellence. For example, Fraser
et al. (1987) argued that quantity of instruction improves by effectively applying the
pedagogical principles which in turn leads to improvement in students’ outcomes.
Additionally, research (e.g., Volkwein 1997) has argued that students consider the
classroom experiences to be extremely important in their study process and their
academic achievements.
The case is made that a systematic focus on teachers’ instructional competencies
in the classroom contexts is an indispensable opening point for pedagogical innovation
and changes which emanates from effective teachers training programs that develops
teachers pedagogical content knowledge which gainfully captures a combination of
content knowledge and pedagogic skills that are necessary for the organization of
classroom activities for learners. Teachers who need help, through teacher training
programs will develop their content knowledge, their pedagogic skills and the realization
of certain educational practices that are very useful to students’ academic success.
Pedagogical content knowledge has a component that is to do with the teacher's ideas on
what it is to be a good teacher and how one goes about that (cf. Shulman, 1987).
Also, changes brought about in science and technologies have influenced the
context of education. Therefore, instructional processes have to equally witness the same
turn around in order to meet these compact challenges. Ruohotie and Grimmett (1996)
states that the environmental changes, rapidly developing technology, the restructuring of
education and the demographic flux in the work force has called for the need for
professional competence to meet these needs. The lack of the use for professional
teachers in teaching and learning processes in Nigeria has undermined the developmental
processes of the child and their academic achievement. In fact, the unbalanced system of
education in Nigeria has resulted to low moral among teachers, and the difficulty in
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recruiting qualified teaching staffs to carry out instruction in schools, and the mass
movement of professional teachers out of the educational system calls for need to be
worried.
However, the expectations of teachers are high. They need to be experts in one or
more specific subjects, and this demands an increasing level of professional
qualifications. To be able to move ahead with these inherent challenges they must
continually update their expertise and knowledge base of the subject matter. In order to
provide tomorrow’s world with the knowledge and skills on which economic and social
progress so critically depends, educational institutions and teachers need to respond by
developing and delivering appropriate educational content. Moreover, teachers’ subjectmatter expertise must be complemented by pedagogical competence with a focus on the
transmission of a range of high-level skills, including the motivation to learn, creativity
and co-operation. Finally, professionalism in teaching can no longer be seen as an
individual competence, but must include the ability to function as part of a “learning
organization” and the capacity to move in and out of other careers and experiences that
can enrich teaching ability (OECD 1992, 1998).
Miranda and Landmann (cf., 2001, pp. 230-235), Banjo (cf., 1960) made an
outstanding argument in their work; they put forward clearly the need for professionally
competent teachers to handle instructional processes, which is significant in an attempt to
improve the quality of education. Although, we should not undermine the input of gifted
teachers in the educational development as their inputs are limited. However, it is
worthwhile to clearly point out that the findings of this particular study might, in fact,
have a strong bearing on the way teachers are recruited into the teaching profession in
developing countries; rather than propose a generic conclusion on the issues observed in
this study. This study recognizes that the physical environment of the classroom in
secondary schools pose tough challenge on what teachers can attempt to do. The physical
environmental factors are the numbers of students and their seating positions, desk
spaces, space to move around the classroom, availability of audio visual aid (AVA),
computers and even blackboards hamper educational development in developing
countries (Monk, 1998).
The implication of this study lies in the fact that the instructional processes of
academically qualified teachers and professionally qualified teachers were benchmarked
from the viewpoint of a developing nation. The uncovered issues presented in this work
may serve as a tool in focusing the attention of education planners and policy makers to
see the critical issues in similar setting and endeavor to implement the ‘best practices’
learned. This perhaps will also make the job of the stakeholders and practitioners easier
by adopting or adapting strategic education development in the West. Broadly, the
findings of this study adds to the body of knowledge in pedagogical theory in the sense
that the factor that create uncertainty in teachers instructional processes effectiveness that
has little or no academic publication in the region has been studied and presented.
Nevertheless, there are some limitations in this study. First are the number of
schools that could be included in the study, and the generalizability of the findings.
Although I attempted to improve the generalizability of the results by inferring from a
multiple case study, it was difficult to conclude from only ten schools, the Ministry of
Education and the Post Primary Schools Board in Rivers State out of the thousands in
Nigeria, because this may not represent the opinions of other teachers in other parts of
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the country. As this is the case, it will be inappropriate for one to assume that their
opinions represent those of other teachers in Nigeria and outside. However,
notwithstanding these limitations the current study follows the principles of
interpretation research; it is not a certainty to seek generalization from the setting of a
population, but rather supplies an understanding of the deeper structure of a
phenomenon. Interpretation research according to Kerlinger (1973), takes the results of
analysis, makes an inference pertinent to the research relations studied, and draws
conclusion about these relations. The researcher, who interprets research results, searches
them for their meaning and implications. As a result, I did this in two ways. First, the
relations within this research study and the way its data are interpreted. Second, the
broader meaning of this research data was sought (see Kerlinger 1973, pp. 234-235).
However, additional investigation in this direction will be in order. A new perspective on
teachers instructional process competencies, which do not only take into consideration of
the unique characteristics of the variables used in this study, but their environmental and
cultural derivation is thus recommended. As well, further studies could investigate what
specific measures are taken by developing countries to hasten the spread of quality in
their educational system and further research will be needed in expanding the scope of
the study.
6.

Concluding Remarks

The implementation of educational reforms in Africa including Nigeria in the new
millennium should focus toward learning from else where how it is done especially from
the industrialized world. However, a step towards this has been presented in this article as
it relates to a developing country. The findings of this study are useful in enhancing our
knowledge of teacher instructional process competencies in general and concerning the
effort of successful implementation of secondary school reform in the region. Identifying
the deficiencies of the academically qualified teachers is the initial positive step in the
eventual monitoring and controlling of teachers job effectiveness because effectiveness in
teaching is influenced by teacher education programs. Therefore, these categories of
teachers should be encouraged to acquire teaching skills through enrollment into teacher
education programs.
Correspondingly, Davies (in May & Flack 2001, pp. 5-8) acknowledged that
educational and training components are included in professional teacher education
programs. Training targets the development of specific professional skills, whereas
education provides or nurtures the ability to apply ideas to the solution of problems. For
instance, training in a specific professional skill may refer to learning to use specific
computer software, whereas education refers to the thoughtful application of instructional
strategies such as using that software to teach problem-solving approaches. Teacher
education must not be a matter of mindless obedience, but the conscious development
and the watchful application of instructional skills in varied contexts (Campbell et al.
2004; Niemi 1996). In addition, May and Flack (2001) argued that since educational
reform movement tends towards standards-based education, as teachers become skilled at
using student-driven instructional strategies, as teachers help students form a meaningful
understanding of the curriculum, their cultural heritage, and changing society, educators
must move beyond training of students-teachers alone but should also incorporate other
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facets that will enable teachers meet up with the standard demanded. Those within and
beyond the teaching profession can identify competent instructors as individuals with
solid content foundations and pedagogical skills. Successful teachers should be
competent instructors who provide inspiration and show wisdom as they adapt their evergrowing knowledge and skill base to ever-changing students and their surrounding
world.
According to Meri and Maatanen (2002, pp 41-48) the educations of competent
instructors is interesting especially for those who are able to see and compare different
education systems and perhaps have the ability to view them also from the point of view
of one’s own experience. Probably every educational system can be developed further,
aiming for even better teacher education and as a consequence, better teachers. However,
the education of teachers belongs to the Faculty or Institutes of Education of a
University. The faculty of education as well as the department of teacher education
strongly defends the right to educate subject teachers. The department has the strong
visions on how the subject-teacher and the classroom teacher should be developed and
the tools and the scientific proficiency for carrying it out, because they view the future
subject/class teacher as a reflective, autonomous professional who is capable of viewing
his/her work from the scientific point of view.
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Abstract
The Master of Art in Teaching (M.A.T.) degree program at the University of
Arkansas consists of 33 hours of coursework that begins during the summer semester and
concludes the following spring semester. The vocational education area of emphasis
includes business education and family and consumer sciences education. Students are
assigned to a mentor teacher in August and complete field experience during the fall and
an internship during the spring. A professional teaching portfolio and action research
project are included in the required courses. Students are assessed using the Pathwise
Classroom Observation System at least once per month and are evaluated using a mock
Praxis III assessment at the end of their internship. A personal reflection from this
graduate of the M.A.T. degree program is included.

The Master of Art in Teaching (M.A.T.) degree program at the University of
Arkansas was developed based upon recommendations of the National Commission on
Teaching and America’s Future and the Holmes Group (McGee, 2001, p. 48). The
program consists of 33 semester hours of coursework that begin during the summer and
progress through the following fall and spring semesters. The M.A.T. degree is the
University of Arkansas’ initial teacher certification program. Vocational education,
which includes business education and family and consumer sciences education, is one of
six areas of emphasis within the degree program that also includes agricultural,
childhood, middle level, physical, and secondary education. The University of Arkansas

Graduate School Catalog for 2004-2005 (2004, pp. 36-37) states the following guidelines
for admission into the M.A.T. degree program: completion of an appropriate
undergraduate degree program; cumulative grade point average of 2.7 in all previous
courses (some programs require a higher grade point average); admission to the Graduate
School; admission to Teacher Education program; completion of the pre-education core
with a minimum of a “C” grade in all courses; completion of all prerequisite courses in
the teaching field; successful completion of all required Praxis I and II exams; and
payment of an internship fee. To receive the M.A.T. degree, students must complete all
course work with a 3.0 minimum grade point average on all courses required for the
degree and have participated in a comprehensive examination and either a project,
internship, directed research, and/or student portfolio.
During the summer semester, students complete three courses, each worth two
credit hours. Measurement/Research/Statistical Concepts for Teachers is “an
introduction to constructing, analyzing, and interpreting tests, types of research and the
research process, qualitative and quantitative techniques for assessment, and descriptive
and inferential statistics” (University of Arkansas Graduate School Handbook 2004-2005,
2004, p. 77). Seminar: Multicultural Issues “provides an introduction to the major
concepts and issues related to multicultural education” (University of Arkansas Graduate
School Handbook 2004-2005, 2004, p.77). Teaching and Learning with Computer-Based
Technologies “provides students … with the information and experience needed to use
computer-based teaching technologies to meet instructional objectives in content area
classrooms” (University of Arkansas Graduate School Handbook 2004-2005, 2004, p.
84).

During the fall semester, students complete 14 credit hours. Students participate
in the Cohort Directed Field Experience course (four credit hours) throughout the
semester and are assigned a mentor teacher at an off-campus school within Washington
or Benton counties. Students begin at their school the Monday following the end of
summer classes. Competencies that the student will master are team teaching with their
mentor teacher, building a professional relationship with colleagues, planning and
coordinating learning activities for students, consulting with colleagues about learning
and instructional matters, collaborating with colleagues addressing teaching concerns,
recognizing the importance of communicating with parents and demonstrating ways of
communicating with parents, and working with their mentor teacher to advise a student
organization (Cohort Directed Field Experience syllabus).
Beginning the second week of University classes, students return to the University
for four weeks to complete ten credit hours of courses. Teaching Strategies in Vocational
Education (four credit hours) instructs students in the “methods and techniques in
teaching vocational business” and family and consumer science education (University of
Arkansas Graduate School Handbook 2004-2005, 2004, p. 158). Laboratory
Management in Vocational Education (four credit hours) teaches students how to select,
design, and evaluate laboratory experiences. In Classroom Management Concepts (two
credit hours), students learn a number of different classroom management techniques.
Reading and Writing across the Curriculum (two credit hours) teaches students how to
integrate reading and writing into their content area. Once students return to their
assigned mentor teacher’s classroom, they abide by the school calendar of their assigned

school district and remain in the classroom until that school’s holiday break officially
begins.
Students return to their mentor teacher’s classroom when holiday break is over
according to the school district’s calendar to begin their Cohort Teaching Internship (six
credit hours). Competencies that the student will master include becoming familiar with
students’ background knowledge and experience, planning and implementing learning
goals for students, effectively presenting content to students, selecting appropriate
teaching methods, learning activities, and instructional materials, selecting appropriate
evaluation strategies, creating a positive environment for student learning, making
content comprehensible, encouraging students to extend their thinking, providing
appropriate feedback to students, using instructional time effectively, demonstrating the
use of appropriate classroom management techniques, and working effectively with
colleagues (Cohort Teaching Internship syllabus).
Throughout this semester, the student will plan and teach lessons by themselves
using the Arkansas Department of Workforce Education frameworks. The student will
take over one class per week from their mentor teacher until they are teaching all classes
for two to three weeks. Then the student will return the classes, one per week, to the
mentor teacher until they are teaching only the class they began with. During the last
week of January and the first week of February, students are enrolled in classes at the
University and are to have provided their mentor teacher with lesson plans for the classes
they are responsible for.
During the two weeks the students are on the University campus, they are
completing seven credit hours of courses. In the course Current Design and Evaluation in

Vocational Education (three credit hours), the students learn “methods and techniques in
developing, organizing, implementing, and evaluating programs in vocational education”
(University of Arkansas Graduate School Handbook 2004-2005, 2004, p. 158). During
the course Seminar: Program Management (three credit hours), students discuss
characteristics of teachers that facilitate the learning process, identify and discuss needs
of a multicultural society, analyze and solve discipline problems, and share and discuss
internship experiences ( Seminar: Program Management syllabus). Students also develop
a teaching portfolio during this course that is completed by the end of the semester. The
course Applied Research involves students in an action research project within their own
mentor teacher’s classroom. Students select their topic, develop assessments, carry out
research procedures, analyze data, and compose a research paper that is completed by the
end of the semester. The spring semester concludes the day before University
commencement.
Students are evaluated at least once per month using the Pathwise Classroom
Observation system. During the fall semester, evaluations focus on Domain B: Creating
an Environment for Student Learning and Domain C: Teaching for Student Learning.
During the spring semester, Domain A: Organizing Content Knowledge for Student
Learning and Domain D: Teacher Professionalism are added. At the end of the spring
semester, a complete Praxis III assessment is completed for each student. Throughout the
fall and spring semesters, professionalism is stressed and students are required to attend
teacher inservice days, parent-teacher conferences, open-house, and co-advise the
vocational student organization in their content area.

As a graduate of the University of Arkansas’ M.A.T. degree program in
vocational education, I feel it fully prepared me to enter my own classroom as a first year
teacher. Being assigned to a mentor teacher from August until May allowed me to
experience the preparations for school to start, state-wide standardized testing, semester
tests, snow days and making up for the time lost, preparing for a substitute, and the basic
changes that occur day to day throughout the school year. During my internship I was
able to work with colleagues in the math department and borrow resources which enabled
students to learn fractions. This was essential when they were measuring ingredients and
doubling recipes during a Food and Nutrition lab. I was also able to work with
colleagues in the special education department to modify assignments, projects, and tests
for special needs students.
During my internship, I attended all teacher inservice days during the fall and
spring semesters, attended parent-teacher conferences during both semesters, and
attended the open house held during the first week of school. I felt my experiences with
parent-teacher conferences and open house during my M.A.T. program prepared me to
communicate better with parents during visits or telephone conversations.
During the M.A.T. degree program, I served as co-advisor of Family, Career, and
Community Leaders of America (FCCLA), the vocational student organization for
Family and Consumer Sciences. I assisted students in their preparations for district and
state Students Taking Action for Recognition (STAR) events, acted as an evaluator for
district STAR events, assisted with student meetings, community service events, and fund
raisers, made arrangements for trips, and attended a cluster meeting in St. Louis,
Missouri. My experiences with FCCLA were very valuable and enabled me as a first

year teacher to build up a stagnant program at the junior high level by increasing
membership, holding monthly meetings, and coordinating a community service project
each semester. I was also prepared to act as lead coordinator for a STAR event at the
district level.
As a first year teacher preparing for the Praxis III assessment to exchange my
Arkansas initial three-year license for a five-year license, the experience of having
completed a mock Praxis III was extremely helpful. I was knowledgeable about how to
answer interview questions, which documentation was needed, and how to conduct a
successful lesson containing necessary components from each Pathwise domain. I
believe the practice evaluation during my internship also helped me to be more relaxed
and confident during my Praxis III evaluation.
Reflecting on the M.A.T. program, I feel the vocational education program is
strong in its coursework, field experience/internship, and student teaching assessment
strategy. Coursework is practical and applicable, able to immediately be implemented
into the classroom the intern is assigned. By completing a nine month field
experience/internship, students have the opportunity to experience the changes that occur
throughout the school year and implement practices learned in university courses.
Assessment of interns using the Pathwise Classroom Observation System on a monthly
basis allows for identification of intern strengths and weaknesses and allows them time to
improve those weaknesses. I feel strongly that the University of Arkansas’ M.A.T.
degree program is an excellent teacher preparation program.
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Exploring the Work of an Exemplary Physical Education Teacher/Coach: A Comparison
of Accountability Tasks in Physical Education and Sport.
Karen B. Pagnano, Ed. D.
Bridgewater State College, Bridgewater, MA
A robust learning environment, one with engaged “learning” students or athletes, is a
prerequisite for both successful teaching and coaching. Researchers, however, have
documented that physical education teacher/coaches often operate with different
pedagogical behaviors in the physical education and sport context (Jones et al., 1999;
Pagnano, 2002; Rupert & Buschner, 1989). The purpose of this qualitative case study was
to examine the accountability practices of an exemplary physical education teacher/coach
teaching a unit of soccer and coaching a varsity soccer team. Specifically, to examine
how accountability contributes to the robustness of the program of action (PoA) in each
setting. The accountability task system includes sets of practices (i.e., tasks) teachers and
coaches use to hold students responsible and answerable for specific results and outcomes
of an activity. Essential to a robust learning ecology is the accountability that serves to
regulate and balance the task systems (e.g., instructional, management, and studentsocial). Participants consisted of Tom, a veteran teacher/coach, his physical education
class (N=14), and varsity soccer team (N=23). Data were collected throughout a soccer
season (11 weeks) at 31 practices/games and during a soccer unit of instruction in
physical education (7 classes). Data were gathered from four sources: (a) descriptive field
notes from live and videotaped class and practice observations, (b) three formal 90
minute in-depth interviews with Tom, (c) two formal 30-45 minute semi-structured
interviews with 7 students and 10 athletes, and (d) informal interviews with all
participants. Data were analyzed using a constant comparison method (Strauss & Corbin,
1998). Data were open-coded (Ethnograph V5.0), and categories were developed and
organized into general themes. Results support four thematic findings. First, one
significant difference in accountability tasks in physical education and in sport was the
use of competition in sport, and cooperation in physical education to promote
engagement in the learning environment. Second, the accountability system in sport was
tied to playing time (e.g., starting), whereas in physical education teacher praise served as
a powerful form of accountability. Third, in both sport and physical education, embedded
accountability existed which supported the robustness of the learning environment.
Embedded accountability played a central role in the development of student and athlete
self-monitoring behaviors which contributed to their task engagement. Fourth, in physical
education and sport, peer support and peer pressure to gain compliance with Tom’s
expectations was evident. Therefore, students and athletes played a prominent role in the
development and maintenance of the robustness of the learning environment. This study
provided an important step in the examination of the accountability practices of an
exemplary dual role professional in relationship to the robustness of the program of
action.
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Abstract of Paper
In this paper I set out to use Vygotsky’s socio-cultural-historical framework for human development to
explore an interpretation of identity development, and specifically academic identity development. One
major focus is an examination of the cultural nature of development, the development of identity and
academic identity development with specific focus on variations and regularities that emerge when human
diversity is considered. Beyond this, I discuss what this means for early adolescents in their cultural
communities and examine the implications for this interpretation for both formal and informal learning.
This work is presented in five sections. In the first, I examine interpretations of culture over time in the
research literature and explore their meaning for conceptualizations of identity, academic identity, and
academic identity development within the social/historical/cultural context of development. Included in
this discussion, is the related gender identity. In the second sections, I outline the potential processes
that relate to early adolescents in the specific contexts of family and school as cultural institutions, which
contribute sometimes positively and/or negatively to adolescent identity development and their learning.
In the third section, I identify both the challenges and the implications of this work for
family/community/school roles in contributing to early adolescents’ academic identity development. In the
final section, I lay out a tentative agenda for research, some recommendations for practice, and explore
implications for policy. In this way the diversity of human condition and of developmental patterns can
again become the focus of empirical and theoretical and practical work.
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Abstract

This study is to explore the meaning of caring thinking in 50 Korean traditional nursery
tales. For this purpose, the viewpoints and meanings of ‘caring’, in aspects of
Confucianism, Taoism and Buddhism are investigated, and 4 elements and 6 properties
of caring thinking, which are suggested by M. Lipman, are analyzed.
Caring in Confucianism means care for the others and harmony of ‘I’ with others in
the perspective of the human way, caring in Taoism is related to human naturalness,
being oneself, and the sense of unity, and Buddhism shows caring with mercy which
entails care with love and pity.
Caring thinking, as well as critical thinking, is a type of philosophical thinking that
constructs thinking on higher levels, and emphasizes understanding and love of others.
It is consisted of valuable, affective and normative components, and concerns the
properties of curatorial, preservative, nurturing, empathic, appreciative, and ethical part.
Educating caring thinking in the context of thinking education helps children make
them participate more actively and construct thinking by themselves.
The results of this study will show as follows.
Firstly, the meaning of caring in 50 Korean traditional nursery tales is described in
many scenes. In the Woodsman and Fairy, caring means mercy in Buddhism for
elimination of others’ troubles and difficulties from the scene in which the woodsman
hides a deer followed by a hunter. In Kongjwi and Patjwi, caring has a Confucian
meaning to consider others’ hearts, in the scene which a toad by himself closes the hole
of the pot which Kongjwi has much trouble with. According to Choi and Kim (1998),
Korean traditional nursery tales reflect customs, conventions, living patters, and faith of
Koreans as well as Korean traditional thoughts and forms of cogitation. They also
suggest that ancestors’ firm energy and intelligence, brilliant wisdom, and naive dreams
which can effect on caring behaviors are melted in Korean traditional nursery tales.

Secondly, the subjects will show up more prominently the behavior-related and
criterion-introspective elements in M. Lipman’s analytic criteria than the reflective and
emotion-triggering elements. The reason is that the emotion-triggering elements are
empathetic thinking, and in Korean traditional nursery tales reflect on various thoughts
and emotions in the life that Korean ancestors had undergone. On the other hand, ethical
instructions through Korean traditional nursery tales has been based on ethical thoughts
in the criterion-introspective elements, which consider people’s wishes and desirable
things to be carried out.
Finally, this study tries to investigate how the meaning of caring is appeared in
Korean traditional nursery tales, and to explicate the patterns of caring thinking. Korean
traditional nursery tales has contents to enhance subjective thinking and moral maturity,
and presents caring thinking to explore its meaning applicable to the field of child
education. In this regard, this study can help children to grow up as morally mature
persons who know how to take care of other people.
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Abstract
In this study, in order to give direction to research on early childhood, we analyzed
the trend in the domains, the themes, the methods and the subjects of 271 papers
published in domestic journals of early childhood up to year 2004 and examined the
research tendency of journals in Korea.
The examination on the trend revealed that the most frequently studied areas were
'reading', the theme to be 'development‘, the method to be 'experiment’ and the subject
to be early children between 3 and 6 years old.
The examination of research tendency of type of journal showed meaningful
difference in the area, the theme, the method, and the subject of the studies.
'Vocabulary', 'reading', and 'writing' were the most frequently found areas in early
childhood education journals, whereas 'phonology' and 'syntax' were in the other
journals. 'Development’ and 'teaching method' were the most frequently found themes
in early childhood education journals, whereas 'development’ was in the other journals.
'Experiment study‘ was the most frequently found methods in early childhood
education journals, whereas 'investigation study’ was in the other journals and
'literature study’ in the university collections of papers. Finally, the subject of the
studies found in early childhood education journals tend to be early children between 3
and 6 years old, whereas, in the other journals, the subject were early children between
0 and 1.5 years old, or between 1.5 and 3 years old. Based on these analysis results, we
discuss on the direction of early childhood research.
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ABSTRACT
There is no one best way to teach all adolescents (Brodhagen, 2001). Once again,
we re-visit information and research on learning styles in education. It seems as though
an old saying that “education is on a pendulum” is correct and that many areas –
successful areas – of education have come full circle and are back once again. As
examples, in the 1960’s “teaching across the curriculum” was extremely popular. It has
now returned as the “integrated curriculum.” At one point, Phonics was thought to have
been passé and that Whole Language should be used instead. We have now discovered
that many children cannot learn solely by one of these methods and that both are
necessary. We also know that the Learning Style of a student is as important in how we
teach as what we teach. As teachers, we must be aware of patterns of how students learn
and what learning stimuli or strategies we can use to help students to become more
effective learners.
According to Kellough & Kellough (1999), while structuring and helping to guide
the exploration of 10-15 year-olds, teachers must have the skills and resources to build on
students interests, while simultaneously providing appropriate and workable learning
activities.
This paper presentation will include information and research – both old and
current – on Learning Styles and why they are important for teachers to know. During
this presentation, those in attendance will also take part in an activity to help them realize
their own learning and teaching styles. As Walter Barbe discovered in his Learning
Styles research, if we teach to one and only one style, we automatically lose fifty percent
of the students in our classroom.
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Abstract:
“Bridging Education has the purpose of establishing workable pathways for students who
have a desire to enter tertiary study but who lack the required qualifications” (Anderson
2003:16). The need to develop such pathways into tertiary education, particularly for Maori
and Pacific peoples, has been identified by the Ministry of Education both as a critical
objective in its own right, and also as a key step towards meeting other objectives (Ministry
of Education 2002).
The Faculty of Education at the University of Auckland has been offering a one-year
programme of bridging education since 2002, the Certificate in Introductory Tertiary Studies
(CITS). The CITS programme is designed primarily to bridge students into degree
programmes for teaching, social work and other human service work arenas. Anecdotal
evidence from the learners, as well as the teachers, suggests the foundational knowledge and
skills gained from participation in such a programme, and the satisfaction gained from the
successful completion of the course of study, may produce other outcomes, not directly
related to education or employment (McKegg 2003). As a result of their success in CITS and
the high levels of support generated from the whakawhanaungatanga inherent in the
programme, graduates of the programme may be motivated to pursue other life goals, or to
take on new roles and responsibilities within their families, whänau and communities.
This raises a key issue in the field of bridging education: the need to identify and achieve a
balance between the remedial teaching of academic skills, and the development of personal
and social skills, self-esteem and levels of cultural capital (Boylan, Bonham and White
1999:88). It is generally acknowledged in the current literature that such a balance is
necessary to effectively integrate ‘non-traditional’ students into academic learning
programmes (Bamber and Tett 2000:73). However, it remains far from established precisely
what works, in terms of either student retention in bridging courses, or equipping students
with both the “nuts and bolts” (Bailey and Passells 2002) and the noncognitive resources to
enable them effectively to achieve their academic goals.
In addition to the strong dynamic of whakawhanaungatanga already mentioned, the CITS
programme has tended to draw on notions of ‘life change potential’ (transformative),
fakaalofa (reciprocity) and fakaapa (respect), as well as experience-based learning (Foley
2000:25). People bring their experiences, learnings, traditions and narratives from their
collective lifestyles to form the basis of how to work and learn with others. This is
sometimes referred to as ‘social knowledge’, to which may be added other learnings to
inform the many possible ways that we can learn (Autagavaia & Passells 2002). This process
is called transformative knowledge – the ability to create and re-create the world we live in.

The programme capitalises on the dynamic that there are personal and collective fonts of
cultural, spiritual, emotional, physical and intellectual experiences from which learners may
draw and upon which they build (Baumgarter, 2000:17). This integration of the processes of
learning and the cultural contexts in which they take place is a critical measure in ensuring
transformative learning experiences of students for whom bridging education is a necessary
step (Bamber and Tett 2000).

Proceedings Submission for 4th Annual Hawaii International Conference on Education

Title:

Interventions for Children with FASD: Three Case Studies

Authors:

Dr. Algene Pearson and Dr. Mary Ellen Pearson
Dr. Algene Pearson
Department of Education
Gustavus Adolphus College
St. Peter, MN 56082
Email: apearson@gac.edu

Dr. Mary Ellen Pearson
Armstrong Hall 328
Department of Elementary & Early Childhood Education
Minnesota State University, Mankato
Mankato, Minnesota 56001
Email: mary-ellen.pearson@mnsu.edu

Abstract
Interventions for Children with FASD: Three Case Studies
Fetal Alcohol Spectrum Disorder (FASD), which includes the range of disabilities caused by
prenatal exposure to alcohol, is now the leading known cause of Developmental and Cognitive
Delays (Mental Retardation). Yet researchers have only begun to provide information regarding
effective intervention strategies that could be used to teach children diagnosed with FASD.
The purpose of this poster is to define FASD and to comment about the dearth of documented
strategies available to teach young children with FASD. O’Malley and Streissguth (2003) stated,
“The support studies for children (zero to five) with FASD and their parents or caregivers have
been more of an anecdotal than scientific nature.” The literature has suggested a need to teach
these children with strategies that differ from many of the usual approaches to teaching and
learning. The presenters will provide the data from their own case studies regarding particular
language intervention strategies with three young children with FASD. The strategies used by the
authors corroborate the "suggested interventions" proposed by professionals and families with
children with FASD (Fantastic Antone Succeeds (1993) and Fantastic Antone Grows Up:
Adolescents & Adults with FAS, 2000). Therefore, there is a need to share the case study
information with professionals in the broader education field.
In addition to the poster, a handout will be provided that explains the 3 case studies and the
strategies that were successfully used. The methods can easily be taught to teachers and care
providers to facilitate learning for children with FASD. Teachers in general education
(continued)

classrooms also need to be aware of the strategies. The poster and handout will also include
current information regarding FASD and the neurological damage caused by exposure to alcohol
in utero. The handout will conclude with a suggested reading list for FASD and interventions
with young children.
Kleinfeld, J. & Wescott, S., (1993). Fantastic Antone Succeeds. Fairbanks, AK: University of Alaska Press.
Kleinfeld, J., Morse, B, & Wescott, S, (2000). Fantastic Antone Grows Up: Adolescents & Adults with FAS.
Fairbanks, AK: University of Alaska Press.
O’Malley, K. & Streissguth, A, (2003). Clinical intervention and support of children aged zero to five years with
Fetal alcohol Spectrum Disorder and their parents/caregivers. In: Encyclopedia on Early Childhood
Development. Centre of Excellence for Early Childhood Development web site.
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Abstract
This study aims to develop the training modules: the essence of financial
and asset management for public basic school administrators under the jurisdiction of
Office of Basic Education Commission. The research process includes 1) reviewing
related literatures to define conceptual framework 2) studying the needs of school
administrators for developing knowledge and skill about financial and asset
management, and studying conditions and problems of financial and asset management
in schools 3) developing the modules. 4) Trying out the modules by 30 purposive and
volunteer school administrators.5) Improving and proposing the modules.
The findings are 1) school administrators have high knowledge and skills in
financial and asset management, and they still needs to develop themselves much more.
2) the main problems in schools are the lack of personnel to handle finance, accounting
and store; no authority decentralization from the Ministry of Education to schools; no
medium-term or long-term budget plans in advance; spending incorrectly through
proper budgets. 3) the essence of the modules is divided into seven sub-modules for
financial management as followed: overview; planning; structure organizing; operating;
accounting and reporting; auditing and controlling; operational evaluating. Each
module consists of objectives, pretest, concept mapping, content, conclusion, activities,
posttest, and bibliography. They are presented as printing media and CD-ROM
multimedia.
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The Development of Training Modules: The Essence of
Financial and Asset Management for Public Basic School
Administrators
Research Background:
The school-based management concept is decentralizing authorities in
educational administration regarding academic matters, budget, personnel and general
affairs directly to the educational institutions (Cheng, Yin Cheong 1996; Uthai
Boonprasert, 2002). The impacts of the National Education Act B.E.2542 (1999) and
Amendments (Second National Educational Act B.E.2545 (2002)) Chapter 1 Section 8
(2): …all segments of society participating in the provision of education… Section 9
(2): …decentralization of authority to educational service areas, educational
institutions, and local administration organizations… and (5): …mobilization of
resources from different sources… In Chapter 8 Section 58: …there shall be
mobilization of resources and investment in terms of budgetary allocations, financial
support and properties from many segments… Section 59: …public educational
institutions which are legal entities shall be empowered to take charge of oversee,
maintain, utilize and earn interest from their properties and services... In section 60 (4):
…distribution of budgetary allocations for operating and costs of educational
institutions in according with the policies, plan and missions of institutions, which shall
be allowed freedom in utilization of the allocations and educational resources and shall
be given to quality and equality of educational opportunity… In section 62: …there
shall be a system for auditing, following-up and evaluating, by internal units and state
agencies responsible for external budgetary allocations in line with principles,
guidelines, quality and standards required...
According to the government policy in reforming public administration,
Results-Based Management was designed and used to support such policy (Office of
National Primary Education Commission, 2001). Moreover it led to performancebased budgeting system. The reforming made a big change in financial laws and
regulations that directly affected school financial administration.
School administrators have to develop themselves about knowledge and skill of
financial, accounting and assets management. Since no modules for training school
administrators about financial and assets management have been created before, that is
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why the Training Modules: The Essence of Financial and Asset Management for Public
Basic School Administrators should develop. The modules have to be suitable for all
school principals throughout Thailand for developing themselves for more efficiency
and productivity.
Research Purpose
To develop the training modules: the essence of financial and asset
management for public basic school administrators.
Research Questions;
1. How do the school administrators know and understand their jobs and
duties about financial and asset management?
2. Do the school administrators need to train themselves about financial
and asset management?
3. What are the essences and contents of training modules that appropriate
for developing school administrators about financial and asset management?
4. What is the model and essence of the training modules?
Research Scope
This research aims to study in public basic school under the jurisdiction of
Office of Basic Education Commission, the Ministry of Education in Thailand. The
propose modules will under the contexts and according laws and regulations within
2005.The way to evaluate the training modules will do by the judgments of scholars
and school administrators.
Conceptual Framework
The conceptual framework of this research had been made on relevant
concepts, theories and researches based on 2 main concepts as followed:
1. The training modules development
The training module is one kind of training that one can study by himself. It
is based on B. F. Skinner’s theory on Programmed Learning that the trainees can
gradually learn by themselves and it is an active learning (Chaiyong Brahmawong,
1995:151-153). They can learn step by step and instantly get feed back that is the
positive motivation for success (Sukhothai Thamathirat Open University, 1980 cited in
Khampan Kammutcho, 1993: 30) and Harisberger(1974) said that learners can check
their knowledge and basic skill , not waste the time, can learn anywhere and anytime,

4
can test themselves right away as they finish lesson and they can learn as much as they
can.
The process of developing training module (Houston and other,1972 ; Peter
Sheal,1994 ; Taba Hilda, 1962 ;Jaithip Chueratanapong,1996; Chaiyong Brahmawong,
1995 and Sukhothai Thamatirat Open University, 1994) consists of 3 steps :
1) Planning and designing – setting objectives and scope, analyzing contents
and exercises in all chapters, building conceptual diagrams, setting general and
behavioral objectives, setting guidelines to measure and evaluate learning outcome.
After planning, the content validity, and the quality of the modules should be approved
by the committee which consist of 3 scholars for content, 1 scholar for evaluation and
measuring, and 1 scholar for audio-visual educational media. (Chaiyong Brahmawong,
July 6th,2005, interviewed).
2) Producing the modules – selecting types of media
3) Efficiency evaluating – trying out and evaluating the efficiency
2. Concepts, theories and principles of school financial and asset
management.
To identify concepts theories and principles of school financial and asset
management, studying and analyzing was needed to focus in 5 categories :
1) General principles of financial, accounting and asset management
(Brigham, E. F. and Houston, J. F.,2001; Schall, L D., Haley C.W.,1991; Block,
S.B.,Hirt, G.A.,1997; Van Horne,1995; Kotchakorn Chalermkanjana, 2001; Keon,
Arthur J. and others, 2002; Wilai Wirapriya and Chongchit Leekpai, 2001; Charoen
Jesdawan, 2002; Sungworn Panyadilok and others, 1987; Sumalee Jiwamitr 2001,etc.)
2) Concepts and theories of financial, accounting and asset management in
educational institutions (Candoli ,I.C., Hack,W.G.,and Ray, J.R.,1992; Chaianant
Samuthawanit, 2001; Department of General Education, 2001; Drake, T.L.,and
Roe,W.H., 1994, Green, Howard, 1994; Roe, W.H., 1961; Kitima Preedeedilok, 1980;
Office of the National Primary Education Commission, 2001 etc.).
3)Related literature (Monrudee Paenklad,1990 and Warintra Watcharasingh,
1979.etc.)
4) Studying conditions and problems of financial management in
outstanding non-profit school.
5) Related laws and regulations.
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The conclusion of school administrators’ tasks about financial, accounting
and asset management include financial planning; structure organizing; financial
operating; accounting and financial reporting; financial controlling and internal
auditing; and financial operation evaluating.
Research methodology:
The research procedure was comprised of 5 steps:
1. Reviewing related literatures and documents, analyzing and synthesizing
to define research conceptual framework.
2 Studying needs of school administrators, and studying conditions and
problems of financial and asset management in public basic schools
This step was divided into 2 minor steps:
2.1 Studying needs of school administrators for developing knowledge and
skill about financial and asset management. The population is comprised of all schools
under the jurisdiction of Office of Basic Education Commission. 31 outstanding lab
school’s administrators were purposively selected to be samples. The key informants in
each school are school director, head of financial section, accounting section and store
section. The total numbers of informants are 124. The questionnaires are used to
measure the present levels of school directors’ knowledge and skill about financial and
asset management included with their needs for better improvement. The
questionnaires are approved by 9 scholars and analyzed by percentage, mean, standard
deviation and content analysis.
2.2 Studying conditions and problems of financial and asset management in
public basic schools. Four schools were purposively selected to be samples for case
studies. The criteria for selecting regarded to sizes (extra large, large, medium and
small), levels (2 primary schools and 2 secondary schools) up to different locations
(Bangkok, Phathumtani, Nakornpathom and Samutprakarn). Data was collected by
interviewing and document analysis. Then it was analyzed by content analysis.
3. Developing the training modules by using the research result from step 1
and 2 that bring about 7 modules to be approved by 5 scholars and 6 experts.
4. Trying out the modules by 30 purposive and volunteer school
administrators.
5. Improving and proposing the training modules
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Research finding
1. After quantitative analysis on current knowledge and skills, and needs of
school administrators to develop themselves, it was found that school administrators
had high knowledge and skill for financial and asset management in all six
areas(mean=3.79, max=5, S.D.=0.44 ) and their needs for developing themselves were
high as well (mean=4.18, max=5, S.D.=0.64).
2. After qualitative studying on current situation and problems in four
schools, it was found that school administrators had managed their jobs of finance and
asset in six areas. Each area had its own aspects and problems which could be
concluded as followed:
1) Financial planning
A budget plan was created in advance before the end of the second
semester. All four schools had the same procedure. First of all, a committee to make
the budget plan was formed. The criteria for considering the budget plan were the
regular jobs, the important project according to the school strategic plan and the urgent
needs. After the committee approving the budget plan, a report would be sent to the
educational institute committee and any concerns. There was no any medium-term or
long-term budget plans in advance except yearly budget plans. Anyhow, the schools
hadn’t made projected financial statement and projected cash flow. Therefore they
sometimes ran out of cash due to the delay of sending supporting budget form the
Education Service Area. There were no specific criteria to identify costs, so it is unable
to evaluate clearly the operation efficiency. The analysis for pricing was not based on
the actual cost.
2) Structure organizing
The structure of organization divided into four departments. And the
supporting department of administration would be responsible for finance, accounting
and store. The two main problems found in all school. The first one was there was no
school staff wanted to handle the work of finance, accounting and store. Because those
jobs were risky, the staffs were not experienced enough and they had to work hard and
always overtime. The last ones was the lack of position rotation in the financial staff
due to the School Directors’ attitude that they didn’t want such on–the-job experienced
staff to rotate.
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3) Financial operating
Ninety percent of income came from block grant budget and salary budget
provided by the government. The rest came from the contribution of parent’s
associations or school's foundations, the donation for specific purposes of the students’
parents, the charity activities, and from the local municipal administration organization.
After considering the expense structure excluding the salary, 60-70% was for academic
management, 20-30% for facility and administration expense, and 10% for generally
reserved budget. As well, cash and asset management, procurement management, store
management, maintenance, and material and hardware dispensation of all schools were
operated strictly to the governmental laws and regulations. But the analysis reported
some of them still lacked of the integration of regulation completely and systematically.
4) Accounting recording and financial reporting
It consisted of the recording of budget control accounts correctly for each
account, the preparing of school’s revenue and expense report, salary budget report,
the residual cash and bank account report. Those had to be sent to the concerning
offices. The problem was there was no the same standard in each document form such
as budget control account, the various kinds of reports, and the title of each account.
So, it was very difficult to compare the efficiency.
5) Financial controlling and internal auditing
The planning section and the purchasing section would be authorized to
control the budget follow the plans. The inspecting within each school started from the
forming of the committee to examine the daily cash remainder, the committee to
examine the store receiving strictly to the rules, and the committee to examine
accounting recording. The analysis showed that some committee signed without actual
action of examination. Moreover, the internal auditor of the Office of Basic Education
Commission (OBEC) would take examination about once for two years. Then the
Office of Auditor General would random to inspect once for 4-5 years.

After

interviewing the internal auditor no corruption was found but spending incorrectly
through proper budgets due to the lack of knowledge or understanding.
6) Financial operation evaluating
All schools in the study didn’t evaluate financial operation. There was no
financial statement prepared. The executive didn’t analyze the financial report and the
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efficiency of financial operation. Some schools pointed that it should be the duty of the
Education Service Area.
The proposed training modules
According to the research questions, the detail of training modules should
be expressed the essence of financial and asset management for the administrators of
the public schools of Basic Education as shown in the figure 1.
Module 2: Financial Planning – policy and
objective formulating; income and expense
forecasting; budget planning; cost
analyzing; projected financial
statement and cash-flow preparing;
Module7:
and measuring the possibility
Financial
operation evaluating – of investment or project
Module 3:
both financially
evaluation and analysis
Structure
Organizing –
and functionally

of financial operation,
interpreting the matters in
financial reports then using all
Module 1:
the information from the analysis Financial Overview
for making decisions in order to
Concept – meaning and
run school in the next year.
significance of financial

forming the structure
of organization, putting
positions and making job
description of financial
accounting and store position

management, duties, tasks,
Module 6: Financial Controlling& and the financial decision
Module 4: Financial Operating –
Internal Auditing – efficient
seeking fund and resources from
of the school
financial and asset controlling,
various sources, efficient fund and
administrators
managing with risks to achieve
resource management, cash and asset
objectives, understanding the
management , debtor dealing,
Module 5:
concept of auditing in
efficient remaining store
Accounting and
overall sections – finance,
and purchasing or hiring
Financial Reporting –
compliance, and fraud
management, tax /
fundamental knowledge
salary & insurance
for accounting job, accounting
management
policies, accounting system,
accounting recording, making
budget & asset controlling account,
making financial report

Figure 1: The content of each training modules – the integrated matter of financial and asset
management for public basic education institution.

Each module consists of 8 parts: Objectives, pretest, the concept diagram of
the content, main content, conclusion, activities, posttest, and bibliography. 8 parts are
altogether presented in the forms of printing media and multimedia recorded in CDROM’s.
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Recommendation
Recommendation for implementation :
1. After studying the conditions of financial and asset management, there should
be financial staff and accountants really competent in this field. It also reduces the
unsuitable task from teachers who should focus mainly in teaching job. For the case of
small schools located near by, the staff pool system – using the same staff and each
school will pay them according to how many hours they work for - may be a resolution.
2. There should be up-to-date regulations collected by the Bureau of Finance
where the administrators could view orders and regulation via the internet or website.
3. The school administrators should be trained to run the software of financial
and accounting management for improving such management to be more comfortable,
systematic, precise, easier to be audited, and to save time.
4. Every school administrators should have this training module to apply to the
actual operation.
5. The training modules should be evaluated after use to notice the change of its
efficiency and productivity for school financial management.
Recommendation for next research
1. The training set should be developed to cover school business management
for public basic education institutions and for private schools.
2. There should be a research to find out the cost of teaching management for
every level. That would be the benchmark for comparing the efficiency and
productivity of financial and asset management.
The benefits of this research
1. The administrators of public basic educational institutes who got the training
modules would gain the knowledge and understanding the efficient and productive
management of finance and asset.
2. The origin training modules developed from the research could be generally
used to develop public basic educational institutes.
3. It is the way to increase knowledge about financial and asset management in
educational institutes for university students, the executives of educational institutes,
and also anyone who is interested in.
4. This research will be the guideline for anyone who may want to use for any
other concerning researches.
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Title Page
Title of the submission: “Pre-Service Teachers’ Notions about Mathematics and the
Teaching of Mathematics”
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Presentation format (choose from above list): Workshop presentations will be given a full
90 minute session.
Name of the author(s): Dr. Diana S. Perdue
Department and affiliation(s): Mathematics Department, Virginia State University
Mailing address(es): 831 Liverpool Circle #304, Chester VA 23836
E-mail address: hypatia-phd@yahoo.com
Phone number: 804.415.1429
Fax number: 804.524.5746
Corresponding author if different than lead author: N/A
Abstract: This workshop presentation will address results of two affective surveys
administered to candidates in a teacher education program. The participants are enrolled
in an HBCU (Historically Black College or University) and have expressed desires to
become certified K-8 teachers. Topics for discussion include pre-service teachers’ notions
of responsibility, accountability, expectations, preparedness, metacognition, and learning
styles. Sample student responses will be presented and the workshop participants will be
encouraged to contribute their experiences with pre-service teachers.
Emailed to education@hiceducation.org on 5 September 2005.
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higher education. I am open to format recommendations.
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Abstract

In spring 2005 I taught a graduate seminar for advanced masters and doctoral students at
the University of San Diego, which focused exclusively on the college presidency and
aimed to achieve two objectives: one, to introduce students to the role and
responsibilities of the college president; and two, to prepare these students to assume a
CEO position later in their administrative careers. Few similar courses exist; in fact, I
was only able to find one course, taught by George Vaughan at North Carolina State
University. For this presentation, I would like to discuss my approach to teaching this
course on the presidency, which focused on the inclusion of authentic voices, so that
similar courses can be taught elsewhere to prepare the next generation of presidents.

According to available data and recent research, we are experiencing a leadership
crisis within our colleges and universities in the United States; fewer presidential
candidates are available each year to fill CEO vacancies, and the pool of qualified
candidates is anything but diverse (Perrakis, Campbell & Antonaros, 2005; Piland &
Giles, 1998; Vaughan, 1996, 2004). Graduate programs in higher education
administration are really the final frontier for presidential leadership training; and by
tapping the experience of sitting presidents in local colleges and universities via guest
lectures and panel discussions, other courses can follow the format I prescribe for
teaching a seminar that provides an excellent introduction to the presidency and its
requisite leadership skills.
Innovative Methods for Training Future Presidents
The focus of this presentation will be on the structure of my graduate seminar,
which included one guest speaker per class session who was either a president,
chancellor, provost, or senior vice president at a local college or university. I invited
these individuals two months before the class began and provided them with the syllabus
and session outline so they could select their preferred session and topic. I asked that
each speaker address the proposed topic for the session, and then share some remarks
about their paths to the presidency, as well as their presidential leadership philosophy. I
will distribute to session attendees copies of my course syllabus and other course
materials, including case studies I developed to emphasize the importance of leadership
and management skills. I developed these case studies while working in the Office of
the President at the University of Southern California under Dr. Steven B. Sample from
2001-2004. I co-taught his leadership seminar and worked on various special projects;

in those capacities I was exposed to a variety of situations and circumstances that were
the basis for my case studies in this seminar. I believe that through guest speaker
presentations and case study reflections, this class provided students with an innovative
and unique perspective on the college presidency. Many said it was the best, most useful
seminar of their graduate careers.
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Note: This study has already been funded by the home institution as part of a faculty research grant; the
survey will be constructed this fall (to be distributed and discussed at HICE in January if the proposal is
accepted) and the research will be gathered and analyzed in spring 2006 – perhaps to be presented during a
follow-up session at HICE 2007.

The lack of diverse executive leadership in American two- and four-year colleges has
never been more apparent. Current demographic research indicates that the population of
African American college and university presidents in the United States has decreased (or
failed to increase) in many geographical areas, despite increased enrollment of African
American students in community colleges and universities. The American Council on
Education (ACE, 2005) recently reported that college enrollment among African
Americans grew to nearly 1.8 million students between 1991 and 2001, a record-setting
37 percent increase. In many regions around the country, Latino college attendance rates
are growing at a comparable if not more dramatic rate (NCES, 2004). As colleges and
universities prepare to educate an increasingly diverse student population, it is imperative
that candidates for top administrative positions reflect the racial, ethnic, and cultural
identities of their students. While some researchers (Vaughan, 1996; Evelyn, 1998) have
highlighted the clear lack of minority leadership in higher education, this topic has yet to
draw widespread research attention. Therefore, this research project and its resulting
analyses are intended to shed light on what we argue is a leadership crisis in higher
education: the widespread lack of minority executive college and university
administrators.
Statement of the Problem
Few quantitative studies exist that compare and contrast the experiences, training,
and backgrounds of sitting academic presidents. Almost no literature explores in detail
the lack of racial and ethnic diversity among executive academic administrators.
Presidents, in particular, are thought to embody the missions, values, and goals of their
institutions (Sample, 2001). Thus, minority presidents – by virtue of their racial and

ethnic heritage – have the potential to articulate the full meaning of diversity and provide
bridges to align college missions with the unique reality of multicultural and multiracial
America (Cortada, 1996). While all administrators in higher education play valuable
roles in shaping the future of our profession, the president has ultimate power over his or
her institution. There is more to a presidency than fundraising; attention must be paid to
the balance of racial and ethnic power within our colleges and universities. Initiatives
calling for minority recruitment can make a critical difference – and presidents have the
ability to create initiatives for programs central to these goals and objectives for their
institutions. In short, they hold the mission statement in their hands.
But this crisis is a more complex puzzle than any one president can solve. Part of
the problem is the poor pipeline of potential candidates for senior executive and CEO
positions. Though not addressed specifically in this proposal, a long-term goal of this
research project is to explore ways to improve retention rates among high school and
college students of color – particularly in urban environments; obviously, without an
educated populace, dreams for a diverse pool of academic administrators will remain
deferred.
From the literature, we know that diversity is achieved through a commitment to
change; diversity is often a result of deliberate, sustained, incremental efforts to create a
culture of appreciation for difference (Muller, 1994). Several graduate programs have
emerged around the country with the unique goal of training, mentoring, and grooming
talented individuals of color who are interested in academic administration. At NYU, a
doctoral program trains minority administrators for positions in urban community
colleges; while at the University of Kentucky, minority staff and faculty who currently

work in the community college system enroll in a one-year, intensive leadership training
program in pursuit of top-level management positions (Pierce, et al., 1996). However,
quantitative and qualitative research is needed to examine more closely the current
leaders of our academic institutions. We know very little about current academic
administrators; and we know almost nothing about the leaders of color who serve as
CEOs of two- and four-year institutions.
For the purposes of this research project, we are interested in four aspects of the
identities and experiences of sitting academic CEOs: who they are (demographic,
descriptive information); how they got where they are (leadership development,
executive training, mentoring experiences, and administrative pipelines); what they think
about the work they do (leadership philosophies); and how they do their work as
presidents (management styles, the exercise of executive leadership in an academic
setting, interaction among senior executives, the role of boards and fundraising). Our
goal is to survey both white and non-white presidents, across three states, to compare and
contrast the experiences of CEOs by race, gender, institution type, academic preparation,
leadership style, and mentoring/role modeling experiences with the objective of
developing a presidential blueprint that can be used to groom future generations of
academic leaders in urban, diverse environments.
Purpose of the Project and Research Questions
If you search the existing literature on academic presidents, you will find a large
body of work done on community college presidents, and far fewer articles written about
their four-year counterparts. This imbalance in research is due in part to the relatively
recent rise of the two-year college and increased opportunities for diverse access to

positions of power in community colleges. In short, there is more to talk about in the
context of community college administration; after all, most four-year presidents are
male, most are white, and most are over the age of 50. Comparative research between the
two systems is also lacking. Hence, the proposed study seeks to bridge these systems and
underscore the similarities and differences between leading a community college and
leading a four-year institution in the twenty-first century. Our objective is to lend
researchers and practitioners a new perspective on the role of the CEO. In discovering
how leaders ascend the ranks, how mentoring increases the chances of success in
executive management, how race and gender impact leadership in higher education, and
how individual philosophies result in success and career development, we hope to render
somewhat transparent the mysterious, complex world of the college and university
president – particularly for people of color. Many aspire to the role of the academic
CEO, but few truly understand it. And unless and until we, as researchers in higher
education, can create a conversation that results in increased minority access to
leadership positions in higher education, we cannot expect to dramatically improve
minority access to faculty positions, either. Change rarely trickles up.
Following, then, are some proposed research questions:
1. What characteristics or experiences do white and non-white CEOs share in
common?
2. What similarities and differences can be noted in academic preparation and
training between CEOs of color and white CEOs?
3. What relationship exists, if any, between leadership pipeline, gender, and race
among CEOs?
4. Do leadership philosophies and academic preparation differ by institution type
(two-year vs. four-year), proximity to urban environments, or region within the
state?
5. Is mentoring more important to CEOs of color than white CEOs?

And for the qualitative telephone follow-up conversations, we seek to determine:
How might colleges and universities work to promote leadership training,
recruitment, and development to ensure that future generations of academic CEOs
more accurately reflect the racial and ethnic populations of students and faculty
members on campuses in the United States?
Procedures and Proposed Methodology
To complete this project we will create, administer, and collect a survey that will
be distributed to all college and university (two-year and four-year, public and private)
presidents in California, Florida, and New York2. We seek to understand what effect (if
any) region has on the responses we receive; and we are interested in focusing on states
with large urban populations. CEOs will receive the survey by mail, with return postage
paid. We will code the surveys and distribute them; upon their return to our office, we
will enter the data into SPSS and begin initial analysis of the data. Additionally, we plan
to conduct telephone interviews with CEOs from these three states to gather some
qualitative data to enhance the overall analysis and fill in some of the ‘blanks’ left by the
quantitative findings.
Expected Outcomes
This project is planned as a pilot project for a national survey. Ideally, the data
gathered from this project will reveal some significant relationships between race,
ethnicity, region, leadership style, institutional type, and presidential pathways that can
be further elucidated through follow-up telephone conversations and focus groups (which
will be organized and conducted after the initial round of surveys and follow-up
conversations). Due to the present leadership crisis and the lack of qualified candidates

2

One limitation of the study will be that results cannot be generalized to states without large urban student
populations. Moreover, given the number of community colleges in these three states compared to most
others in the country, results also cannot be generalized to states without a substantial number of
community college campuses or districts.

for vacant presidencies in many of our nation’s colleges and universities, researchers are
compelled to discover what factors predict success in the CEO role, and how best to
mentor future presidents as they begin to chart their paths to the presidency. When we
speak with graduate students who are aspiring CEOs, their main concern is how to get
from point A to point B in their careers; in other words, they do not fully understand how
to ascend the administrative ladder in pursuit of a presidency. Our goal with this research
project is to better understand the roles, philosophies, pathways, and experiences of
sitting presidents at both the community college and four-year levels in order to elucidate
the presidential trajectory and assist the next generation of leaders in plotting their own
courses to that end.
By presenting this project at HICE next January, we hope to gather feedback from
colleagues and establish a conversation about the importance of this topic. By January 1st
we will have constructed the survey tool, which will be distributed as part of the
presentation to HICE attendees; because the survey will not be distributed until after
HICE, we can use the feedback from colleagues at the conference to modify the survey
before distribution. Our goal is to present the survey and proposed methodology at HICE
this January, and then present the data and conclusions from this research project at the
2007 meeting. Following is an estimated schedule of goals and deliverables for the
research project:
Fall 2005
• Get IRB approval for study
• Seek grant funding to cover the costs of postage and hire an additional research
assistant for spring 2006
• Develop quantitative survey based on research questions and issues raised on the
literature review (to be completed fall 2005); code the survey for ease in data
entry

•
•

Develop qualitative telephone interview questionnaire for follow-up
conversations in May
Prepare survey for presentation at HICE in January

January 2006
• Present survey at HICE
• Use feedback from HICE to modify survey and then print, copy, and prepare for
mail distribution
• Mail survey to all college and university presidents in NY, CA, FL by Feb. 10
• Enclose a cover letter stating the goals of the project and the potential usefulness
of the final research project in developing a better pipeline of trained, diverse
academic CEOs
February/March 2006
• Begin receiving return surveys
• Follow up by e-mail with CEOs to remind them of early March deadline to
complete the survey
• Begin entering data into SPSS
April 2006
• Continue data entry
• Send follow-up thank you letter to participants, encouraging them to schedule
telephone interviews for the purposes of gathering qualitative data
May 2006
• Run initial analyses of the data to create a report on findings
• Continue data entry
• Begin conducting telephone interviews with willing CEOs
August 2006
• Prepare conference proposal for HICE 2007 to follow up on project
outcomes and present findings
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Abstract:
This paper documents a journey in the Otago District in New Zealand
where strategic planning occurred between schools, Ministry of Education
and parents to facilitate greater inclusion in the area. Prior to this
planning, Principals had released to the media a statement saying: they
wished children with special needs be educated in special schools. In a
country aiming for a “world class system of inclusive education” (Ministry
of Education, 1996, p. 4) mainstreaming is failing children with special
needs. As a response to this the Parent Reference Group of the Otago
District set up and ran a planning day to get everyone involved together
to discuss and problem solve around the issues of why inclusion is not
working. This paper, written by the facilitator of that day and chair of the
local parent reference group documents the day and progress since then
in making Otago a more inclusive place for children with special needs.

Background of Special Education Provision in New Zealand:
The Education Act of 1989 changed the provision of education for
students with special needs to allow their enrolment and attendance in
local schools. This was the first time since 1877 that this had occurred.
Under Section 8, the Act stated that:
People who have special education needs (whether because of
disability or otherwise) have the same right to enrol and receive
education at state primary schools as people who do not.
(1989, Ministry of Education)

As a consequence of these changes, in January 1990 two systems now
co-existed. On the one hand there were special schools for students with
challenging behaviour, residential schools for those with sensory
impairment as well as day schools and satellite classes for students with
intellectual disabilities. There were also special units for students with
physical disabilities, and some schools had special classes (1985, Mitchell
& Mitchell). With the emergence of “mainstreaming” as an approach to
teaching learners with special needs, two systems began to develop.
Over the next three years, after three rounds of national consultation
around issues of funding and resource management, the Special Education
Policy Guidelines (1995, Ministry of Education) were published. This was
a forerunner to Special Education 2000, which was introduced in 1996.
The overall goal of the Special Education 2000 policy released by the
Ministry of Education was stated as:
The Government’s aim is to achieve, over the next decade, a world
class system of inclusive education that provides learning
opportunities of equal quality to all students.
(1996, Ministry of Education, p. 4)
The document also indicated greater parental choice in the Family and
Child section stating that there would be “guaranteed resources to
students with high needs, family involvement would be promoted through
the IEP process and access to specialist support and advice would be
assured no matter where the family lives” (p. 10). This document should
be read in the context of the 1994 UNESCO Salamanca Statement, which
discussed the fundamental rights of children to education and for those
with special education needs access to regular schools which
accommodate them with a child-centred pedagogy (1994, UNESCO, pp.
vii-ix).
Whilst many in New Zealand were ready to move to an inclusive model of
special education as described by UNESCO, it never occurred as the
agenda in special education was overtaken by the direction of neo-liberal
reforms in education and the decentralization of education management.
The Otago District:
Meanwhile in the Otago District (population 181, 500), situated in the
South Island of New Zealand and home to the fifth largest city in New
Zealand, Dunedin, the policy and consultation around special education

was being taken most seriously. A number of special units and classes
closed down at this time, as parents sought for greater inclusion for their
children. In recognition of this extra funding was granted by the Ministry
of Education to support the transition of children with special needs from
special schools and units to regular classes and inclusion in the
mainstream. Only one special school remained and the numbers of
children at this school dwindled considerably. For a time Otago was used
by the rest of the country as a model of inclusive education and how the
transition could successfully occur for children with special needs into
regular classes.
However over time, with schools beginning to feel the effects of Special
Education 2000, and realizing only 3% of children with special needs were
being funded for extra teaching support, many Principals and teachers
became disillusioned. The reality of having children who needed extra
support in their classes, without access to it, began to take its toll, both
personally and professionally in many cases. In December 2003, in the
local Otago paper, an article headed “Principal furious at teacher-aid hours
cuts” occurred. Five children with Downs syndrome were photographed
with the caption “Special needs children in need”. This article occurred
as a response to dissatisfaction around reductions in teacher aide support
time for these children. This was at the point where the Ministry of
Education cut the Otago funding back, into line with the rest of the
country. The President of the local Principals Association said:
Otago schools faced a moral dilemma of having to choose to
support the special needs child or support the majority of children.
While there is the suggestion that Otago has more hours than the
rest of the country, it could be argued that those hours are barely
adequate”
(5 December, 2003,Otago Daily Times, p. 3).
In March, 2004, this same Principals association went one step further,
saying they wanted children with special needs educated in special
schools. These responses lead one to ask the question “what is inclusion
and does it require the teacher to choose who to support in a classroom
situation?”
Inclusion defined:
Inclusion is defined as “the action or state of including, allow someone to

share an activity, not exclude any section or party, deliberately avoiding
exclusive behaviour” (1998, Oxford Dictionary, p. 403). Personally, I
prefer the notion of a sense of belonging as it is part of being human to
desire to belong and to feel included as part of a group. In a school
context this means being part of a class or group of learners. It is also
important to examine the notion of exclusion in order to highlight the
concept. Exclusion means “to deny access, keep out, rule out, prevent
the occurrence of, to shut out” (ibid, p. 268). There are many other
definitions of inclusion (CSIE, 2002, McCollow, 2002, Index for Inclusion,
2003, Law et. al), however both Ballard (2003) and Mitchell (1996)
highlight the need for the culture of the school to change in order for
inclusion to effectively occur. A recent meta-analysis of over thirteen
hundred articles discussing how to build capability in including children
with , conducted for the Ministry of Education in New Zealand, states
that:
The term “special education”, therefore does not refer to a place,
but to a deficit oriented thinking about teaching and children which
limits opportunities for learning and social development. These
limitations are borne out by the research literature on children’s
learning and social experiences. Special education is a belief
system that separates some children from others in theory and in
practice, and is therefore a basis for exclusion (McArthur, et al.,
2005).
In examining inclusion more closely in Otago, ten years on from when
Special Education 2000 Policy began, the Principal’s Association
comments indicate the struggle and stress in schools to include students
with special needs. This was confirmed by staff at the Ministry of
Education office, who commented they were finding it increasingly
difficult to work with schools and felt that a “them and us” situation was
developing. The Manager of this office decided something needed to
change. He began by appointing five parent representatives with children
with a range of different disabilities, to a Parent Reference Group. This
group would meet monthly over the next year with the Management of
Group Special Education to discuss issues in Otago around inclusion of
children with special needs in schools. These parents had children in both
primary and high schools.
Towards the end of 2004, a nationwide consultation occurred in New
Zealand as a result of a group of 16 Auckland parents taking the Ministry

of Education to the High Court with regards to the duty under Section
9(a) of the Education Act 1989 to maintain special education provision
for students where it had been ascertained those students had special
educational needs. This group of parents were successful and so the
Ministry of Education was required to conduct a national exercise at
various levels and to gather and analyse information around special
education provision.
Thirty-six meetings were held in the Otago area with various groups.
Members of the Parent Reference Group along with Ministry staff
attended these meetings to hear what some of the seventeen hundred
parents of children with special needs had to say. Local issues raised
reflected what parents nationally were saying. Parents and teachers
wanted improved funding, resourcing and services, better transition,
higher staffing levels, an increase in early intervention, higher levels of cooperation and more access to information and communication.
They also wanted better relationships between families and staff and
schools and staff, parents voice heard and valued more, and more
services available for Maori and Pasifika people (Ministry of Education,
2005).
As a result of a discussion between the Chairperson of the newly
established Otago Parent Reference Group (the author) and the District
Manager, and as a follow on from this consultation, a local strategic
planning day was organized. The Chairperson suggested using the PATH
process (1991, Falvey et. al) in conjunction with a graphic facilitator to
map the process (Appendix 1). It was felt that a local response to local
need would work most effectively in trying to address barriers to inclusion
in the Otago District. The National Manager and South Island Regional
Manager also attended this day to participate in the process.
Seven school staff from a range of schools and early childhood centres
including the five Principals, one of these being the Special school
Principal, one teacher aide and one kindergarten teacher, seven parents
and seven Ministry of Education staff participated in the day. The day
was facilitated by the author (verbal facilitator) and a graphic facilitator
from the Auckland College of Education. One of the benefits of the
process is that when people share, one facilitator responds verbally while
the other responds visually. What has been said is graphed for all to see.
The end product of the day becomes a future plan for where the group

wishes to go and how to get there.
The Path Process:
The Path begins with a collective dream, it then moves on to develop a
three year plan then examining where the group is at currently and who
they need to enrol to make the dream happen? Barriers are then
examined and ways to overcome these and build strength are discussed.
Future Actions are then plotted and first steps needed in the next three
months delegated out to participants.
Key issues from the Otago path related to teacher training and
professional development as to how to include children with special
needs, the need for a welcome for these students in schools with greater
information provision and parent satisfaction being measured. It was felt
that successful models of practice need to be publicized and promoted,
early intervention forums run for teachers as well as greater co-ordination
occurring from school to tertiary education or work and a family advocate
needed to be appointed.
Those who attended the day were very positive in their evaluation of it
and found it most useful because these three groups do not normally
meet together formally to discuss issues around inclusion.
After three months, the Parent Reference group and Ministry of
Education, Group Special Education management came together to reflect
on the progress which had occurred as a result of the Path. Staff had
developed a brochure for newly funded children with special needs and
their families outlining services that were available. Training packages for
teachers were being developed in conjunction with the Ministry of
Education school support service and a school Advisor for Maori children
had been appointed. A transition booklet was being produced and a Life
Needs Co-Ordinator for transition was being trialed. Increasing coordination and networking was occurring with local supported employment
providers and tertiary education providers.
The District Manager felt staff morale had lifted and that relationships had
been established through the day that were continuing and staff were
now more proactive. A client satisfaction survey based on the provision
of Group Special Education services was being conducted and good

models were being celebrated in the local media. A plan was also being
developed to work more with the local Principals Association and research
was to be conducted re the family advocate role and what parents really
wanted.
Where to from here?
Inclusion is a process and any process takes time. There is no quick fix in
this area and merely providing extra resources and support will not
necessarily change teacher and Principal attitudes to including children
with special needs in schools. Slee (1996a) notes that barriers to
inclusion will exist when inclusion is seen as merely a technical problem of
people and resource management. Getting together and listening to new
voices and other peoples’ experiences can help to change teaching
practice but it is vital to view inclusion through a positive lens (2005,
Purdue). The strength in the Path process is that it allows equal power to
all participants’ voices. For parents of children with special needs this can
be a most refreshing change. Future planning and problem solving occurs
in a collaborative way to enable children with special needs to succeed
and have equal opportunity with their peers in schools.
This case study has shown through the Otago example, the necessity of
collaboration, in order to build a positive future for children with special
needs. Staff from the Ministry of Education are now beginning to
confront negative attitudes towards including children with special needs
in schools, and they are also keen to be involved in professional
development. A corner has been turned in the journey and those involved
are now working together and listening to one another. When problems
occur in the future, these can be discussed openly and solved
collaboratively and this is the strength of what has occurred and will make
for a more inclusive Otago.
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Appendix 1: The Path: (1991, Falvey, M., Forest, M., Pearpoint, J. &
Rosengerg, R.L.)

DREAM

1.
2.
3.
4.
5.
6.
7.
8.

Now

Dream
Goals
Now
People to enrol
Ways to build strength
Charting Actions
Next months work
Committing to 1st step

Peopl
e to
enrol

Ways
to
build
stren
gth

Commi
tting
1st
step

Next
Month
’s
work

Chartin
g
A ti

GOAL

Situate yourself in a very positive future – picture it
clearly, then think backwards
1.
2.
3.
4.
5.
6.
7.
8.

Touching the Dream
Sensing the Goal: Focus for the next year
Grouping In the Now: Where am I/are we?
Identifying people to enrol on the journey
Recognising Ways to Build Strength
Charting actions for the next few months
Planning the next months work
Committing to the next step

I don’t work with just the child, I work with families…
Special Education
Report on Issues related to Teaching
Barbara Perry
Faculty of Education,
University of Otago
PO Box 56
Dunedin.
Ph. 00 61 3 479 5754
Fax 00 61 3 479 8349

Abstract:
This paper reviews models of partnership in inclusive education as well as
examining some disabled researchers views around partnership in health
services. It examines the vital importance of working not just with the child but
the family too, to encourage success for all children, especially those with special
needs. The author then goes on to develop her own model of home-school
partnership based on her experiences as a parent of a child with special needs in
New Zealand schools.

Introduction:
As a primary school teacher for many years the concept of partnership
with parents was not something I thought of often, if at all. Certainly I
tried to include and involve parents in what their children were doing and
in the life of my classroom but as for “partnership” this was not a term I
would have used to describe the relationship. It was not until a few years
ago when the concept was mentioned to me while studying about
inclusion that I began to contemplate partnership more deeply and to
wonder what does it really mean and how can it occur?
In this paper there will be a particular focus on inclusive education
because I believe partnership is even more essential in this area, due in
part to the increased stress families undergo when they have a member
with a disability. Often they also struggle with limited physical access to
schools, if the child has mobility issues, as they may be transported
independently, making it less often that these parents visit the school.
From the perspective of being a parent myself, of a child with a severe
disability, I believe parents have considerable expertise about their own
children that is often ignored or goes unrecognised by educational
professionals. It is with this view in mind, that I begin this review of
models of partnership between home and school and discuss the impact
of partnership on children’s learning.
Partnership Defined:
Partnership can mean different things to different people. The Concise
Oxford dictionary defines partnership as:
a person who takes part in an undertaking with another or others,
especially in a business or a firm with shared risks and profits
(1998, p. 586).
Paget and Chapman in examining partnerships in an early intervention
context found partnerships with parents constituted an “ongoing process
of problem-solving”. Crucial to their definition of partnership as a process
are the following elements:
1) Partners learn to communicate and relate effectively
2) The structure and procedures of the programme overtly promotes
partnership
(1992, p.267).

Davis (1993) and Dale (1996) believed partnership should be
characterised by common aims, mutual respect, negotiation and
flexibility.Rosin (1995, p.69) felt that when examining partnership it was
important to examine common misconceptions about parent-professional
relationships.
Pletcher and Deal (1993) described four main misconceptions in this area:
1) Partnership is synonymous with friendship
2) Partnership entails equal division of responsibility
3) Only the goals and concerns of the parent are addressed
4) Building partnerships takes too much time.
Rosin believes that partnership is similar to friendship but not the same,
there is an agreement of purpose and desired outcomes in partnership
but this may not occur in friendship. As partnerships are dynamic, they
change over time and therefore there may be equal sharing while at other
times, one partner may contribute more than the other. This depends on
the tasks, circumstances and resources.
Sharing of information needs to be bi-directional, with teachers providing
parents with relevant, accurate and up to date information so they can
make informed decisions and parents in turn offering their knowledge
about their children and family situation, so that this information base can
be used in decision making. As to the time factor in building partnerships,
because partnership is a process as opposed to an event, the time taken
will vary and depend on the characteristics of those involved. Rosin
believed that attitude and self-awareness were key factors in the
development of partnership. (Rosin, p. 70)
In this paper I will refer to parents and/or caregivers and teachers as the
two parties involved in the partnership. However within a school context,
there could be a number of professionals involved with any one child, for
example Principal, Syndicate/Team Leader, Psychologist, Resource
Teacher of Learning and Behaviour. This notion of partnership could also
apply to any of these other professionals when working with
parents/caregivers of a child. In general education, the community has
also featured strongly in research on partnership, particularly in the
American context.

General Education:
Over the past twenty years extensive research has been carried out by
the John Hopkins University Centre on School, Family and Community
Partnerships (Epstein, 2001). The research has emphasised the potential
of parental involvement to have a positive or negative impact on
children’s learning and the role educators play in the success of home
school partnerships. From the research and findings a model of
“Overlapping Spheres of Influence” (2001, p.404) was developed in the
early 1980s. This evolved out of a number of studies attempting to
identify what schools need to know and do, to develop and implement full
or comprehensive programmes of partnership (2001, p.42). The model is
drawn as a Venn diagram with three overlapping spheres, which includes
internal and external structures which can either be pushed together or
pulled apart by three main forces:
• background and practices of families
• background and practices of schools and classrooms
• time
The theory builds on a long line of ecological, educational, psychological
and sociological perspectives regarding social organisation and
relationships. In particular, the work of Bronfenbrenner (1979) which
examines the ecological context of a child and the fact that children’s
lives are influenced by a number of systems: microsystem (immediate
family – child, parent(s), siblings); mesosystem (extended family, peers,
neighbours, friends, work colleagues); exosystem (education, health,
welfare systems, voluntary agencies) and macrosystem (ethnic, cultural,
religious, economic, political, legal systems).
From this theory Epstein, (2001, p. 43) outlined a framework of six
major types of involvement that fall within the areas of overlap in the
spheres of influence model. These six types describe how schools can
work with families and communities to assist them to become or remain
informed and involved in children’s education at home and at school
(Appendix 1).
Students are located at the centre of the model and partnership activities
are designed to engage, guide, energize and motivate students to
produce their own success. The assumption is that if children are cared

for and encouraged to work hard in the role of student they are more
likely to do their best in learning and remain at school.
New Zealand models of partnership in General Education:
In New Zealand, a considerable amount of research particularly in relation
to the positive links between achievement levels of children at school and
partnership between home and school, with particular emphasis on
reading has occurred (Wylie, Thompson, & Lythe, 1999; Glynn, Berryman
& Glynn, 2000; Bishop, Berryman, Tiakiwai & Richardson, 2003).
Particular mention has been made and considerable funding provided by
the Ministry of Education, when examining children from diverse
backgrounds (cultural and/or ethnic, class or cultural heritage) compared
to the apparent practices in the school which they attend. Wylie (1999)
concluded that “parental contact with primary schools has decreased
over the past decade, for example parent help has decreased in the
classroom by 10% in the 1990-1999 period, found when parents were
surveyed about Epstein’s six models of involvement”.
Shivnan (1999) considered the level of empowerment for Maori families in
an Early Childhood Centre in the Waikato area for her Masters Thesis and
found that several factors contributed to the families’ sense of
empowerment:
1. staff valuing the whanau (family) concept
2. a trusting relationship with staff
3. a centre climate where families could feel good about who they
were
4. respectful and appropriate incorporation of te reo me ona tikanga
in the programme
5. the presence of Maori professionals on the staff
6. the involvement of Maori as influential decision-makers at all levels
of the centre.
Shivnan defined empowerment as far more complex than merely enabling
parents to have a “voice”. It involved an effective and sustaining
partnership that was culturally and contextually specific (p. 104, 1999).

There have been a number of other initiatives within New Zealand
designed to strengthen family involvement in order to improve children’s
achievement. These include:
Parents as First Teachers (Livingstone, 1998)
Strengthening Education in Mangere and Otara (Timperley,
Robinson, & Bullard, 1999)
Wellington Project (McKinley, 2000)
The Whaia Te Iti Kahurangi (Strive for the Ultimate) – Strengthening
Education (Ministry of Education, 2001)
The Hei Awhina Matua Project (Glynn, 1997)
AIMHI Project (Coxon, Anae, Mara, Wendt-Samu & Finau, 2002)
Two significant literature reviews in general education highlighting the
positive impact of family and community involvement in raising the level
of children’s achievement in New Zealand schools have been
commissioned as part of a strategic research initiative published by the
Ministry of Education (Biddulph, 2003; Nechyba, 1999).

International Models of Partnership in Inclusive Education:
In linking models of home school partnership from general education to
special education Joyce Epstein noted that “schools that serve children
with special needs still have to organize a comprehensive program for all
students and their families ...most organizational structures and
processes will be the same”. (2003, p.1) She did however believe that
there was a common challenge for teachers and schools to solve in order
to conduct effective meetings with parents. This sits in type 2
(Communication) of Epstein’s framework where she noted “the type 2
challenges that apply to parent-teacher conferences and communications
also apply to IEPs, in addition to the specific and technical information
about students’ special programmes” (2003, p.1).
A case study of Susan Rocco and her son Jason who moved from a selfcontained elementary school to a general education programme prompted
a model of parent professional partnership for Special Education. This
model entitled Reliable Alliance was developed by Ann & Rud Turnbull,
themselves parents of a child with a disability. (Turnbull & Turnbull,
2001, p. 56). It is based on the premise that: “individual and collective
empowerment occurs when families and professionals share equally the

factors that constitute their resources in order to make joint decisions.”
(ibid, p. 58)
Oliver & Barnes (1998, p.228) emphasise the need for parents to be
placed in a position of empowerment when dealing with professionals.
Often they believe parental issues and needs are prescribed by
professionals which leads to marginalisation and disempowerment. They
believe that although professionals tend to dominate service delivery and
neglect to offer vital elements such as counselling and advice, evidence
of disabled involvement in service planning and delivery is increasing
(1998, p. 234). Whilst the findings of this research pertain mainly to the
provision of health services, I believe there is a strong overlap into
education with regard to empowerment, and professionals tending to
make decisions in a prescribed way when working with families who have
children with disabilities. This theme of empowering parents and families
continues to emerge strongly.

New Zealand:
Hornby (2001, p. 130) “developed a model which illustrates various
aspects of collaborating with parents in order to help children
experiencing difficulties at school” (Appendix 2). The model consists of
two pyramids, one representing a hierarchy or parents needs, the other a
hierarchy of parents contributions.
Two parents who are themselves professionals, have written considerably
about this concept of parent professional partnership. Colleen Brown and
Rod Wills both have children with intellectual disability and have been key
players in advocating for partnership to occur in New Zealand schools.
Wills, challenged professionals to begin to share the power they had in
educational settings with parents:
It is time to demand that the professionals, who are the
gatekeepers to the resources, attend to and act on the voices of
parents and of disabled people.
He went on to say with regard to teachers:
No one should be expected to strive to keep abreast of
developments for all children with special needs, but in the disability
field the gap between parents knowledge and professional lack of
knowledge is real. Parents soon realise that they are the experts

on their own child and many through sheer frustration and often
necessity, become experts on their own child’s disability. These
situations lead to parents becoming education decision makers for
their child and then realising that they know more about policy and
practice than many of the professionals making decisions that
affect many children
(1993, p. 247).
Perry, (2005) a parent of a child with a significant physical disability and
lecturer in inclusive education, has developed a model of partnership from
a family perspective . She discusses the importance of an initial welcome
for families when first investigating which school to send a child to, and
the need for a problem solving attitude which looks for solutions rather
than focusing on problems by school staff, if partnership is going to truly
occur. She believes teachers need to use an empowerment model when
dealing with children rather than a deficit model, and notes the
importance of teachers’ valuing parents’ expertise about their own
children in order for partnership to succeed.
Fraser (2000, p. 113) outlined a number of obstacles to genuine
partnership occurring:
lip service
school as a hostile environment
teacher assumes the role as expert
the student is not respected
parents are directed as to what to do
parents are treated as having a disability
teachers are not valued
parents are put in an overload situation
family are not included
feelings of parents are not understood
She then went on to highlight what she believes are the qualities evident
in an effective teacher:
values people
regards others as well intentioned
regards others as a source of satisfaction
listens well
sincerity
honesty
knowledgeable

Maori Models of Partnership in Inclusive Education:
Meagre research has occurred in this area in New Zealand. Bevan-Brown
(1993, 2002, 2003) has been a major contributor and noted that power
sharing was an important theme which emerged when interviewing Maori
about partnership:
It’s a matter of partnership – the people who do the choosing need
to be the professionals, the parents, the person who is concerned,
the community. I think there has to be partnership between all
those groups of people and eventually it is decided whether the
person should receive those special services
(1994, p. 223).
Parahi (1997, p.6) noted the “value of story telling with other Maori
parents. By sharing stories and speaking out, we not only empower
ourselves but each other and create opportunities for effective change.”
She went on to remark about the importance of having other Maori
parents around when bringing up her son who had a disability.
Conclusion:
The importance of empowerment for parents, power sharing in order to
allow this to occur, honest and open channels of communication, trusting
and respecting one another as well as the importance of listening have all
emerged in a variety of contexts and from a number of different points of
view in this review of models. Sadly though, some parents of children
with special needs are becoming tired of the notion of home school
partnership as they do not believe professionals (in this context
educators) are open or willing to change.
There are a variety of reasons why this may be the case when examining
the New Zealand situation. It may be due to the increasing administrative
duties of the classroom teacher in a growing audit culture and
consequently an increase in workload.
Strong evidence in both New Zealand and internationally points to the
impact of this critical relationship between home and school and
increasingly community. I believe Fraser (2000, p. 29) understands the
importance of partnership and its impact when she wrote:
Teachers who value partnership work to make it happen. They
realise that there is nothing to lose and much to gain by sharing
and collaborating. They learn to listen carefully and attend courses

that enable them to become more effective communicators. They
value the input of parents, whanau and other professionals and
seek to keep the focus on the students and their needs and
strengths.
Those who are committed to and recognise the need for home school
partnerships work not just with the child but with the family.
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Appendix 1 ; Six major types of involvement:

(Epstein, p.43, 1992)
Type 1: Parenting: Assist families with parenting and childrearing skills, family support, understanding child and
adolescent development and setting home conditions to
support learning at each age and grade level.
Type 2: Communicating: Communicate with families about
school programmes and student progress through effective
school-to-home and home-to-school communications.
Type 3: Volunteering: Improve recruitment, training, work, and
schedules to involve families as volunteers and audiences at
the school or in other locations to support students and school
programmes.
Type 4: Learning at Home: Involve families with their children in
earning activities at home, including homework and other
curriculum-linked activities and decisions.
Type 5: Decision making: Include families as participants in
school decisions, governance, and advocacy through PTA/PTO,
school councils, committees, and other parent organisations.
Type 6: Collaborating with the Community: Coordinate resources and
services for families, students, and the school with businesses, agencies
and other groups, and provide services to the community.

Appendix 2: A model for working with parents
G. Hornby (2001) p.131.
Proportion or parents
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Many
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6. Paper
Rural Need. The national shortage of special education teachers and general
education teachers with training in special education is especially critical in rural areas
(Westling & Whitten, 1996). Two major factors exacerbate this problem. First, most of
the teachers who re-locate to teach in these areas are unfamiliar/uncomfortable with the
challenges of the rural multicultural classroom and rarely stay long. Second, many of
the individuals familiar with these types of classrooms (individuals from the community)
lack the resources and accessibility to courses needed to obtain their special education
teaching certificate. The recruitment and retention of rural educators, especially special
educators prepared to serve CLD students, is particularly difficult. Indeed, Izzo (1999)
reported that 1/5 of all rural special education teachers will leave their jobs annually to
pursue employment in larger districts and communities.
Contributing to the problem is the fact that few teacher education programs focus on
the preparation of teachers for rural and remote areas (Eigenberger, Sealander,
Peterson, Shellady, & Prater, 2001; Helge, 1984; Helge, 1991; Heimbecker, Medina,
Peterson, Redsteer, & Prater, 2002; Peterson, Medina, Gilmer, Prater, & Stemmler,
2002). According to Solop and Hagen (1999), while 42% of special education
administrators felt recruitment/retention of special education teachers was a significant
problem, rural school district administrators were more likely to cite this as the primary
problem than were urban administrators. Over 60% of special education administrators
indicated universities were not producing enough certified teachers to meet the demand
for existing and new special education teaching positions. With predictions of even more
serious teacher shortages in the next several years, there is critical need for additional
special education teachers for CLDE students in rural areas (Medina, Peterson,
Showalter, & Gilmore, 2003; USDE, 2002). In order to meet this need, more special
education faculty must be trained in doctoral programs, so that they in turn can increase
the supply of highly qualified rural special education teachers who can serve CLDE
students in rural and remote areas.

Special Education Faculty National Need. Studies over the past decade show an
insufficient supply of special education leadership personnel available to meet the
demands of preparing special education teachers, implementing research which leads
to improved practice, and developing 21st century policymakers and administrators (Dil,
Geiger, Hoover, & Sindelar, 1993; Pierce, Smith, & Clark, 1992; Sindelar, Buck,
Carpenter, & Watanabe, 1993; Smith, Pion, Tyler, Sindelar, & Rosenberg, 2001; Smith
& Salzberg, 1994). The demand for faculty in special education in the United States is
greater than the current supply of doctoral level persons available, and 30% of the
university faculty position vacancies in special education go unfilled (Smith et al., 2001).
In addition, Smith et al. (2001) report that since 1992, although the number of faculty
vacancies has not changed, the pool of applicants to fill these vacancies is much
smaller today. In special education, 255 doctorates are conferred annually, but over
50% (130) of these doctoral graduates do not become employed as faculty members or
are only in faculty positions for a short time (Smith et al., 2001). While special
education faculty vacancies are increasing due to enlarging programs and faculty
retirements, the annual number of new special education doctorates is decreasing. This
causes an insufficient number of doctoral level persons available to fill the faculty
positions. Smith et al. (2001) conclude that the severe lack of special education faculty
has a direct impact on the ability of teachers to provide high quality services to students
with disabilities.
Culturally and Linguistically Diverse (CLD) Faculty Need. By the end of this
decade, the number of culturally diverse children ages 6 – 16 will have increased to
20% Hispanic, 17% African American, 5% Asian, and 2% Native American (Futrell,
Gomez, & Bedden, 2003). In contrast, Futrell et al. cite the percentage of culturally
diverse university faculty as only 5%. Focusing on the need for more Hispanic and
Native American faculty, the National Center for Education Statistics (NCES) reports in
2001 that there were only 3.3% Hispanic and .7% Native American full-time instructional
faculty and staff at U.S. colleges and universities. The Digest of Education Statistics
(NCES, 2000) also reports a lack of doctorates conferred for CLD persons with only
3.2% of all doctoral degrees in 1998 for Hispanics and .5% for Native Americans.
Clearly more CLD doctoral students and faculty are needed to increase the diversity in
higher education compared with the growing numbers of diverse students in the schoolage population. Related to the field of special education, comparatively few Hispanic
and Native American students are receiving doctoral degrees. For example, in Spring
1998 Smith and Tyler (1998) report only 8 Hispanics received a doctorate in special
education. Out of 1,015 students enrolled in special education doctoral programs, only
46 were of Hispanic background (Smith & Tyler, 1998). As of 2003, less than 20 Native
Americans hold doctorates in special education (R. Gilmore, personal communication,
January 20, 2003). It is important to increase the numbers of Hispanic and Native
American faculty in special education so that they can effectively address diversity
issues as well as provide mentorship to Hispanic and Native American future teachers
who will in turn teach students with disabilities from Hispanic and Native American
backgrounds (Dieker, Voltz & Epanchin, 2002; McSwain, 2002; Obiakor, 2001).
Faculty for Inclusive Rural/multicultural Special-educator Training Program
Description. The U.S. Office of Special Education and Rehabilitation Services (OSERS)
has well documented the need for preparing more faculty in the area of Special

Education, particularly to prepare teachers to serve rural students from Hispanic and
Native American backgrounds. The Faculty for Inclusive Rural/multicultural Specialeducator Training (FIRST) program is designed to assist doctoral students, especially
those from Hispanic and Native American backgrounds, in overcoming some of the well
documented barriers students face in obtaining the doctoral degree. Currently there are
very few doctoral students and faculty in special education who are from these two
culturally diverse groups. Many potential Culturally and Linguistically Diverse (CLD)
doctoral students in the Southwest live in rural and remote areas where there is no
university doctoral program available. NAU has a decade of history of providing rural
multicultural special education degree programs to Native American and Hispanic
students. Many of these programs have utilized distance education to deliver the
coursework. One of the primary barriers to doctoral study is the difficulty in giving up
jobs and relocating into a full-time doctoral program at a reduced student stipend. Most
students have family responsibilities which preclude their participation because of the
relocation necessary to attend full-time programs combined with their ongoing financial
obligations. The FIRST program provides a unique combination of distance education
courses during the academic year and on-site courses during the summer to overcome
these traditional doctoral program barriers.
Description of the FIRST doctoral program:
1. Increase capacity to conduct and integrate Research to Practice skills to
improve academic, linguistic, and social outcomes for Culturally and
Linguistically Diverse Exceptional (CLDE) students.
2. Prepare faculty to offer strategies to future teachers of CLDE students
focusing on collaborative methods in inclusive settings.
3. Prepare highly qualified culturally diverse Special Education faculty.
4. Prepare faculty who will be able to effectively utilize technology,
distance education, and web-based instruction.
The FIRST program, funded by the U.S. Department of Education – Office of Special
Education Programs, provides funding for tuition, books, travel to Flagstaff, Arizona, and
family campus housing in the summer, and nominal research stipends. FIRST also
funds faculty research mentors, doctoral student mentors, and enrichment seminars
with nationally known researchers in bilingual special education. This innovative
program allows the ten Native American and Hispanic doctoral students to keep their
positions in local school districts or universities during the school year while taking
courses through distance education. During the summers the students come to the
Flagstaff NAU campus for intensive doctoral studies.
Recruitment and Retention. One of the main difficulties for recruitment is the
extremely rural nature of the Southwest area of the United States. Simply identifying
regions and schools to target recruitment efforts is difficult. Many of the schools do not
have secretaries, so it is difficult to establish an ongoing contact person.
Nine recruitment meetings were held throughout the Four Corners area states.
The cities for these meetings were: Flagstaff, Tuba City, Kykostmovi, Yuma, Phoenix,
and Nogales in Arizona, Monument Valley in Utah, Albuquerque in New Mexico, and
Durango in Colorado. There were over one hundred individual calls of inquiry regarding
the FIRST program. Inquiries were from as far as the East Coast, and a great deal of
information dissemination was done by the Advisory Committees and Special Education

Directors throughout many of the states involved. Twenty eight persons submitted
complete application portfolios which were reviewed by the Curriculum and Instruction
Doctoral Committee, and twelve were selected for admission into the FIRST program.
One student decided not to participate in the program, and another student left the
program for family reasons after the first two semesters. Of the ten students in the
program, four are of Native American background and six are of Hispanic background.
Many supports are provided for the students to facilitate retention in the doctoral
program. Program staff do all the registration, schedule the courses, and mail the
textbooks to the students. In some semesters, it is possible to schedule one course at a
time for eight weeks so that students can focus on just one content area. Program staff
are always available to answer student questions, brainstorm solutions to problems, and
provide encouragement throughout the program. In the Summer Session on campus in
Flagstaff, program staff arrange all the housing, secure study carrels at the university
library, and arrange for computer use in the College of Education. In addition, the
FIRST program holds several group functions to help students develop community and
networking such as an opening picnic, dinners, orientation breakfast, and farewell
social. Initially, the FIRST program brought the students together in Yuma, Arizona for
a three day orientation and CLDE conference. This enabled students from diverse
communities and states to meet each other and faculty members as they embarked on
their doctoral program studies.
Technology and Distance Education. Many potential doctoral students cannot
afford to give up their full time jobs and relocate to a university in a different area. In
addition, many students are not comfortable and proficient in taking Web-based courses
even if they were made available to them.
FIRST students can continue in their full time jobs while taking Web-based courses
during the academic year. FIRST students take two Web-based courses each
academic year semester and then come to the Flagstaff campus for four on-site courses
in the summer. A WebCT tutorial was developed for the students and delivered the
first day of web classes during the orientation meeting. During this orientation, all
students also had the opportunity to meet with the head of distance learning for the
Cline Library to discuss web-based research procedures, interlibrary loans, electronic
data, and other subjects pertinent to their coursework and research topics. In addition,
all students received the Endnotes computer software program as well as training on its
use to facilitate their scholarship and research.
The FIRST program coursework began in Spring of 2004 on the web. Two Doctoral
level web-based CLDE courses ESE 520 and ESE 650 were developed, designed, and
taught during Spring 2004. All the students received a Technology Handbook as well
as the in person tutorial training for the WebCT. In this way, the students could ask any
questions to be sure they were comfortable working within the electronic medium and
also have a guidebook to refer to as other questions came up. In addition, the
Technology Facilitator is available 24/7 to assist students with any distance education
and technology issues. During the summers, the Technology Facilitator delivers inperson seminars on topics such as Constructivism and Technology, Utilizing Webbased Resources, and Teaching Web-based Courses.
Scholarship and Research Components. It is often difficult to provide on-going
opportunities for professional development, scholarship, and research throughout the

doctoral program. The focus in many doctoral programs is simply on completion of
coursework until the students reach the dissertation stage when they are expected to
conduct and write about their original research. In many cases, students do not have
the advantage of participating in research projects, grant writing, proposals for
professional conferences, and developing manuscripts for publication during their
doctoral program coursework. These are all scholarly activities which they will be
expected to successfully undertake once they are hired as special education faculty
members at the university level upon completion of the doctoral degree.
The FIRST program was designed to include all of these scholarly activities within
the courses and enhanced professional development components of the doctoral
program. In this way, the FIRST students will have support and practice in these areas
before they even reach the dissertation stage of their doctoral program.
Seven of the students attended the International Council for Exceptional Children –
CEC conference in New Orleans in April 2004. The FIRST doctoral students presented
a Poster Session on Rural Field-based Multicultural Special Education Teacher Training
Programs. In addition to presenting the poster session, the students attended
numerous workshops/break out sessions. During the second course in the program,
the students had an assignment to develop a proposal to submit to the International
Council for Exceptional Children conference in 2005. Three of these proposals were
accepted for presentation. In addition, the students wrote proposals for the 2005 HICE
conference, and four of these proposals were accepted. In future courses in the
program, there will be assignments to submit a conference proposal on their research
projects to the American Educational Research Association Conference, develop a
grant proposal for external funding, and write a manuscript to submit to a peer-refereed
journal. In this way, scholarly activities which will be required of new faculty members
are already integrated into the FIRST program coursework to provide the doctoral
students with experience in these types of products before they become faculty
members. In addition, during the on-site program in Flagstaff in the summers, FIRST
provides the doctoral students with enrichment seminars conducted by internationally
known scholars in the CLDE field such as Patricia Medeiros Landurand, Jozi De Leon,
and Maria Amelia Almeida.
As part of the Single Subject Design Research with CLDE Students Seminar in the
Summer of 2005, the FIRST students developed proposals for research utilizing singlesubject design with Native American and Hispanic populations of students with
disabilities. The following examples illustrate the research skills which will be used in
the design and implementation of these student-directed research studies. In Study 1
the proposal objective will be increasing verbal response and interaction of
undergraduate pre-service special education teachers within a foundation class for
teaching CLDE students. This study will be conducted in a college classroom during
the Fall semester. The intervention treatment will use the Open Ended Discussion
Method. The experimental design will be the A-B design. Study 2 will determine how to
increase interactions between general education students and Native American children
with severe disabilities in an inclusive setting. The dependent variable will be the
amount of classroom teacher’s cueing to children without disabilities and their
spontaneous interactions with children with disabilities. The independent variable will
be lecture/workshops; direct modeling and cueing; daily feedback & data analysis; and

weekly data analyses with classroom teacher. The study will utilize an experimental
design with multiple baselines across teachers and classrooms. Finally, Study 3 will
have the objective to investigate transfer of simple culturally responsive instructional
behavior training with pre-service special educators to field setting placements.
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6. Abstract
The Rural Inclusive Special Educators (RISE) program is funded by the U.S.
Department of Education, Office of English Lanuage Acquisition. The RISE program
prepares teachers to serve English Language Learners with disabilities in many Yuma
and LaPaz county school districts in southwestern Arizona. The majority of the children
served by teachers prepared in this program are from Mexican-American and Native
American cultural and linguistic backgrounds. Therefore, an integral component of the
RISE teacher preparation program is the development of culturally and linguistically
appropriate instructional materials.
Need for Culturally Relevant Instruction. Fradd and.Bermudez (1991) stress the
need for improving instruction for Culturally Linguistically Diverse Exceptional (CLDE)
students. They note the challenge of matching instructional approaches with the
process of second-language learning to facilitate instruction for English Language
Learner (ELL) students with disabilities. Baca and Cervantes (1998) reviewed the
research and found one of the key factors that determines the degree to which the
needs of CLDE children are met is the preparation or lack of preparation of teachers to
be responsive to the unique needs of these students and to be more sensitive to their
cultural heritage. Besides student learning, the area of curriculum and instruction
materials is directly affected by culture. Thus, the contents of instructional materials as
well as the instructional strategies must be presented in culturally appropriate ways
(Bruns & Fowler, 1999; Patterson, 1996). In the past, instructional materials have not
drawn from the cultural and linguistic experiences relevant to multicultural exceptional
children; instead the categories of exceptionality have been regarded as the basic
variable for curriculum differentiation (Gollnick & Chinn, 2001).
Strategies to Integrate Culture and Language from Rural Teachers of CLDE
Students. In asking RISE students who work as Instructional Assistants with CLDE
students what makes their classrooms “culturally dynamic”, the responses provide many
useful ideas for other teachers of CLDE students. “It’s the students that spend time

here that make my classroom culturally dynamic” states one student. In this regard, the
following activities have been effective in teaching CLDE students and creating a
culturally responsive instructional environment.
1. Arrange the room and curricula to accommodate the academic needs,
personalities, and learning styles of the students,
2. Provide a print- and picture-rich classroom including a variety of colorful and
descriptive maps, Navajo and English alphabet trains, the Four Sacred Mountains of the
Navajo, Hopi and Navajo Clan charts, cooperative learning standards (both pictures and
words), and Native American artwork,
3. Discuss Native American clans and determine clan relationships within this
classroom,
4. Use Navajo conversational language to the greatest extent possible and
encourage students to speak their native languages,
5. Observe cultural do’s and don’t’s to the maximum extent possible (don’t bring
snakes into a classroom with Navajo children, practice appropriate cultural behavior
during a solar eclipse, etc.),
6. Create a thematic unit on traditional Navajo dwellings (themes: Adaptation,
Community, Culture, Diversity), and
7. Include modifications to promote success such as sometimes having a student
complete an assessment orally rather than through writing to honor the oral traditions of
the culture.
Another project participant, shares the following insights about teaching Native
American students with special education needs: 1. Capitalize on Hopi and Navajo
children’s ability to see things artistically and visually, 2. Focus on their abilities not
their disabilites, 3. Integrate their abilities and cultural experiences into reading, math,
social studies, and science, and 4. Use manipulatives and pair academics with visualkinesthetic-tactile activities such as reading-drawing about a story or content lesson.
Creating CLDE Teacher-made Materials. Students in the Northern Arizona
University RISE program learn to develop effective strategies and culturally/linguistically
appropriate teacher-made curriculum materials to utilize with Hispanic and Native
American students with disabilities. Directions for making a variety of culturally
appropriate teacher-made materials for culturally and linguistically diverse students with
disabilities are provided in this paper to allow other teachers the opportunity to construct
these materials or to develop their own materials for the students they teach. The goal of
this paper is for teachers to:
1. Understand a rationale for the development of classroom strategies and
curriculum materials which utilize culturally/linguistically diverse approaches for
CLDE Students and for English Language Learners;
2. Understand critical aspects of working with bicultural exceptional students and
their families.

3. Utilize collaborative inclusive approaches for working with culturally/linguistically
diverse exceptional students and their families.
4. Replicate culturally appropriate teacher-made curriculum materials and teaching
strategies with culturally diverse exceptional students and English Language
Learners in their own local communities.
Developing CLDE Strategies and Curriculum Materials. In many cases, effective
strategies which have been used successfully with the general population of students
with disabilities can easily be adapted to fit the needs of CLDE students. For example,
the following strategies suggested by Sealander, Bell, Akin-Little, Shade, Peterson, and
Prater (2000) can be enhanced by including a cultural and/or linguistic component to the
strategy or curriculum material.
1. Word Bank procedure involves putting words on index cards and when the
student correctly identifies the word on three consecutive days, then the word
can be put into the student’s personal word bank. Cultural/Linguistic Adaptation:
Simply use words from the CLDE student’s cultural background and community
environment in both English and the native language, depending on which
language or languages the child is learning. Example: A Navajo child might
have the words hogan, Dine, sheep, mutton, clan, and Mother Earth in his/her
bank of word cards. These words would then be used in content lessons,
creative writing, spelling, and math activities to bring them into the child’s frame
of reference and reinforce decoding and comprehension
2. Matching Pictures to Descriptive Phrases is a good technique for assisting
students in reading comprehension and involves cutting pictures from magazines
or catalogues and pasting them on individual file cards. Next a descriptive
phrase related to each picture is pasted on separate file cards, and the student
matches the pictures with the descriptions. Cultural/Linguistic Adaptation: The
pictures would relate directly to the student’s culture and language background.
Example: A Mexican-American child might have pictures of a pinata, outdoor
market, mother making tortillas, or the Three Kings accompanied by descriptive
sentences for each picture in English and Spanish.
3. Creating Scrapbooks and Using the Language Experience Approach are
excellent ways to involve the child actively in the learning process. Using
Language Experience involves having the child dictate stories about real life
experiences such as field trips, family celebrations, shopping at the grocery
store, and traveling to visit relatives. Then the teacher writes the child’s story on
chart paper and the teacher and child read back the story together. Scrapbooks
can be easily made by the child to illustrate significant parts of the story. Cultural
Adaptation: The stories and experiences would relate to the CLDE student’s
native language and cultural background. For example, a Mexican-American
child might tell a story about making a pinata for her sister’s upcoming birthday

party. The story could be told and written in Spanish, and then perhaps retold
and written in English.
4. Using Cultural Heritage Books (Sealander, Blasi, Bell, Shellady, Carey, &
Applequist, 2000) is another effective way to directly involve students with
disabilities in their school activities. Cultural Adaptation: This approach builds in
a natural way for CLDE students to find books that represent their own cultural
heritage, customs, beliefs, and language through the books which the teacher
chooses to use with the students. Many books are now available in two
languages such as Navajo/English, Hopi/English, or Spanish/ English with
beautiful illustrations to accompany the narrative depicting cultural history,
customs, and events familiar to the CLDE child.
5. Sealander et al. (2000) also suggest Having Students Create a Picture
Autobiography/Timeline which would include the child’s birthdate, family, friends,
important events, favorite books, goals, and special activities. Cultural
Adaptation: Have the CLDE student create this timeline/autobiographical picture
of himself/herself in the native language or using important words in the native
language with a special focus on events significant in his/her culture. Example:
A Navajo child might include spending the summer at a sheep camp with his
grandmother herding sheep, going to a puberty ceremony for his sister, and
building a hogan for family or clan members.
6. Peterson and Medina (2002) suggest the following teacher-made materials (# 6 –
11). Vowel or Consonant Wheel: Students say the vowel, final or initial
consonant and move the wheel down to check their answers (or cover answer
opening with flap and then they lift flap to check answer). Adapt the wheel to use
with functional words in either culturally appropriate native language content
areas, social studies/science, or ESL curriculum.
7. Egg carton Math, Colors, Letters: Use an egg carton to have children count
beans into the appropriate numbers in the egg compartments, or put colored
objects in to match the colors on compartment, or match beginning letter to
objects on bottom of carton. Adapt by using culturally relevant picture words,
counting in native language, content area words. This can be adapted to almost
any content, but the idea is using a novel item (egg carton) to use at centers or
have individual cartons for each child. It is especially useful in math, counting by
2’s, 5’s, etc in each egg compartment. For many children this will keep their
attention better than a worksheet!
8. Shoebox Math: Put colored strips of tape (red and blue) on a shoebox and
number 1 –24 under each strip. Children count and clip a clothespin with the
number that matches or a problem that matches the answer on the correct strip.
Partner can check answers on answer sheet. Child can time themselves on how
fast they can count, do odd’s and even’s, count by 2’s, 5’s to lead into

multiplication, etc. Another novel alternative to worksheets. Good for children
with ADHD, LD, MR or just those who like to use manipulatives! Adapt with
counting in native language, story problems related to cultural activities, etc.
9. Cut up Comics: Paste a comic strip on a piece of cardboard and have students
read the story together. Then cut apart all the squares of the comic strip and
have students put the correct sequence back together. Students can work
together and discuss why the pictures go in a certain order. Then for more
critical thinking, they can be asked to put it together in a “silly “ sequence and
explain or write out why it doesn’t make sense to put it in that order! Adapt by
using comics in native language, using very basic stories such as Peanuts with
only a few English words in each frame, using pictures of culturally relevant
activities and having them sequence and write or explain the story that would go
with the pictures.
10. Creative Uses for Checkers: Use a basic checkers board and cover with clear
Contac papter or plastic sleeve. Paste or use velcro dots to put words on the
squares and when a student land their checker on the square he/she must
correctly read the word in order to stay on the square. This could be used with
math problems, synonyms, opposites etc. and the student would say the word
required ( same or opposite as word on square). Adapt by using words in native
language, saying word in English to match a picture on the square, saying a
sentence about the picture, etc.
11. Matching with lacing yarn: Punch holes on both sides of construction paper
covered with white paper. On the left side of white paper put upper case letters
and on right side put lower case. Tie yarn pieces about 18 inches long in
different colors to holes on one side and have child lace the yarn into the
matching hole (letter) on opposite side. Variations include matching letters with
initial consonant sound of a picture, ending sound of picture, math problems, etc.
Adapt with use of culturally appropriate pictures, sound in native language and
pictures, sequence of steps in science experiment (numbers and pictures), math
problems and answers, etc.
Summary. There is a great need for all teachers to create culturally dynamic
classrooms to provide an active, stimulating environment in which students with and
without disabilities can learn. Even more, when looking at students with disabilities from
culturally and linguistically diverse backgrounds, it is crucial for teachers to develop
strategies and curriculum materials which focus on the strengths of CLDE students’ rich
language and cultural heritage. From the examples which have been provided, it is
easy to see that an effective teaching strategy or material can easily be adapted to fit
the culture, language, and community experience of the CLDE child. This will not only
enrich and enhance the child’s learning and self concept, but along the way, it will also
enrich the teacher!
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Promoting Health Behavior Change Among Older Adults
The United States is faced with a profound demographic change and challenge – the
astounding growth of the 65 and older population. The U.S. Census Bureau (2004)
estimates that the number of Americans over the age of 65 will comprise nearly 20% of
the U.S. population by the year 2030. Thus, health promotion efforts to improve health
and fitness status and quality of life among older adults are paramount to the overall well
being of our nation. The task of changing and ultimately maintaining behaviors among
any given population, particularly older adults, is often complex and multidimensional.
Health behaviors are significantly influenced by a multitude of factors and as result, a
thorough understanding of the primary influences on human behavior is a first and
critical step in creating an effective health behavior intervention program. The strategies
applied in a behavior intervention program for older adults are dependent upon a number
of factors including, but not limited to, the behavior to be changed, health and fitness
status, specific physical limitations and abilities, emotional health, personal health
knowledge, financial status, social support, and self-efficacy. The objectives of this
program include: 1) a review of the current health issues specific to older adults; 2) an
examination of the attitudinal and behavior theories related to behavior change among
older adults; 3) strategies in designing an effective behavior intervention program that
promote healthy living and improve health and fitness status among older adults; 4)
assessing and maintaining program success; 5) a review of a university-based service
learning program designed to bridge the intergenerational gap between university
students and the senior population.
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According to results from the 2003 Youth Risk Behavior Survey (YRBS), 47% of
American adolescents report having had sexual intercourse, 34% report having had
sexual intercourse in the past three months, and 37% report not using a condom during
their last sexual intercourse (CDC, 2005). Yet despite the most recent statistics on
adolescent sexual practices, federal funding of abstinence-only sexuality education has
increased significantly since 2000. Over $170 million in federal dollars will support
abstinence-only sex education programs in fiscal year 2005 and the recipients of federal
funds must adhere to a strict eight-point definition and curriculum guidelines. As a
result, an increased number of public school districts in the United States have adopted
abstinence-only sex education curricula which require that abstinence be taught as the
only method of contraceptive used by unmarried couples and either limits or prohibits
instruction of any other forms of contraception. Recent results on the effectiveness of
abstinence-only sex education indicate no significant decrease in sexually transmitted
diseases or teen pregnancy (Brody, 2004; Pierre, 2004; Kirby, 2002). According to the
Guttmacher Institute (2002), the recent decline in teenage pregnancy rates among U.S.
teenagers is predominantly the result of increases and improvements in contraceptive use
whereas only one-third of the decline is the result of abstinence. Furthermore, studies on
age-appropriate, comprehensive sex education which focuses on both abstinence as well
as effective contraceptive use indicate a delay in sexual activity, a reduction in the
frequency of sex, and an increase in condom use among American teenagers (Kirby,
2002). Additional studies report high percentages of parental support for comprehensive,
age-appropriate and medically-accurate sex education. The objectives of this program
include: 1) an examination of the trends and statistics relative to teenage sexuality and
practices; 2) an identification of the criteria and curriculum supporting abstinence-only
versus comprehensive sexuality education; 3) a review of the prevalence and
effectiveness of abstinence-only programs versus comprehensive sexuality education 4) a
discussion of strategies to promote comprehensive sexuality education as a proven and
effective health promotion strategy in reducing the many risks associated with sexual
activity among adolescents.
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Abstract
This presentation of work in progress demonstrates online learning communities as change agents for
creative graduate student products through the exchange of images, data, experience, and guided practice.
The on-line learning environment is transformed, allowing the course facilitator to focus on how learning
communities open the classroom, providing an authentic audience for student work. The outcomes include:
building student Web writing experience, confidence levels in online interactions, and faculty preparation.
Whenever an on-line course is developed, the instructor tries to imagine the audience. How can
they be shaped into a learning community rather than simply a collection of single students dispersed
across the Internet? Are they place-based? Discipline disciples or a cyber society? What is the timeline for
the course? Without face-to-face interaction, how does community building occur so that positive outcomes
are achieved?

Change Agent Development
What makes on-line communities of learners into change agents? First the on-line facilitator must
identify the interest and expertise of the community. Student-centered guided practice helps to focus the
community on issues which require change. This happens through project-based inquiry lessons (PBL).
These projects require that research and group collaboration occurs outside the time when the whole class
may be addressing course content. Each collaborator must be assigned a role so that work flows smoothly
and it is easier to grade the contributions of each member of the group.

The collaborative experience helps the project take shape as new perspectives come to the
forefront so instructors have to leave the project loose enough to allow student input. The goal is to identify
characteristics of single topics that fit a multidisciplinary framework. An example would be when studying
the ecology of an area to allow students to look into the land use policy that is implemented by
municipalities as well as the ecological impact of municipal development. PBL requires that a variety of
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media be made available, therefore students must be encouraged to find and learn appropriate citation for
quantitative data and images as well as text.

Change Agent development occurs as members of the community gain confidence. Everyone
benefits from “lessons learned” both inside and outside of class. This author has grown as a facilitator
having participated in activities of the Classroom of the Future, site of the Virtual Design Labi; Thinkquest,
a PT3 project which is no longer in operationii; and SENCER, an NSF funded program to encourage
science classes to develop civic engagement projectsiii. Two of these projects were totally on-line
pedagogies and one is a blended format. All of them had one guiding principle – communication had to be
constant and honest.

Issues For Students:
Students, no matter what their age or experience are not used to having shared responsibility for
on-line outcomes. They may not have previously had experience developing client relationships. They feel
vulnerable since in most on-line communities everyone can read and comment on group work as it
develops. The on-line community presents ethics issues that students may previously avoided as peers will
want to know what evidence supports claims and where can it be found. However, once students get over
these hurdles they find that PBL provides them with professional artifacts for their exit portfolios.

Community Concerns
Both facilitators and learners find that the amount of time required to develop change agents is
more than they previously had planned. Experience indicates that there is no optimal number of
participants. For the learning communities of the projects mentioned on page 1, one facilitator was needed
for every thirty students. However, this author has facilitated as many as 95 in a single community. The
most important concern should be the organization of the community. If facilitators spend 80% of their
instructional time providing structure, the learners will take more control of the content and outcomes. It is
important not to overload learners with information, but to let them explore the on-line environment in a
step-wise manner. In that way the learners take more time to present their work in creative formats, they
will want to publish e-journals, and develop listservs and other cyberpromotional tools!
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Transformational Communities
Once they become comfortable identifying areas of change that they can make, the on-line
community becomes much more reflective. They begin to interpret their experiences and look for more
opportunities to control the learning process. In creating the change agent environment, facilitators open
institutional resources to more interaction with local communities and this can provide some challenges.
However, in working and consulting with on-line experts, the participants at all levels develop a high level
of confidence or self-efficacy.

Endnotes

i

Classroom of the Future, Virtual Design Lab, Wheeling, West Virginia: Wheeling Jesuit College, 2005,
http://www.cet.edu/research/vdc.html.
ii

Thinkquest, New York, NY: Advanced Network & Services,2003, http://www.thinkquest.org/.

iii

SENCER, Riverscape, Harrisburg, PA: Harrisburg University of Science and Technology, 2005,
http://www.sencer.net.
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A Close Look at the Teaching Strategies for Teaching English as a
Second Language in Two High Achieving Elementary Schools
in Belize Central America
This study investigated the teacher behaviors, the lesson delivery and the
sequence of content and learning expectations used by Kindergarten through
Level Six teachers at two schools in Belize, Central America. The focus of this
work was to build a broader understanding of strategies for teaching English
reading and writing to students whose first language is not English. The rationale
for the study stemmed from the need to gain an international perspective of the
teaching of English learners. Collected over a two week period, data included
field notes from classroom observations, face-to-face interviews with teachers
and administrators, digital photo journaling and collection of artifacts. Two
elementary schools were used for the study, the first in Placentia and the second
in the industrial center, Belize City. The theoretical framework adopted for this
study draws from Collier’s Conceptual Model for Acquiring a Second Language
that helps to explain the complex interacting factors that students experience
when acquiring a second language and the work of Dorothy Strickland that
outlines effective literacy instruction. Several effective English learner teaching
strategies emerged from the data analysis. The strategies are presented in such
a way that teachers of English learners can add to their teaching repertoire.
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BeWEHL Interactive workshop.
Aims:
•

To set in context the aims and objectives of the project.

•

Through real case scenarios give participants and opportunity to
engage with the challenges embedded in real action research and
discuss the implications (ethically and morally) of addressing these
challenges.

•

Through the case study and workshop format to discuss the wider
implications of the action research approach in reaching excluded and
hard to reach individuals and providing a suitable experience and
pathways to assure retention and success to degree level.

The following aims to outline the content of a workshop where the process
and findings of the hugely successful Bettws Womens Education Health and
Lifestyle project (BeWEHL), funded under the Welsh Assembly Governments
Sustainable Health Action Research Programme between November 2000
and March 31st 2005 will be presented through an interactive approach.
BeWEHL targets educationally deprived learners, and underachievers with
the aim of using education as a process which will improve confidence,
aspirations and efficacy among women, who have had a poor educational
experience in the past and feel that ‘becoming educated’ has nothing to offer
them.
The workshop will outline process of the action research approach taken by
the project together with identifying its findings and the importance of these
findings to both health and education policy makers working in the education,
citizenship and social health arenas.
The aims of the project were to investigate the impact of learning on the
health and confidence of women; initially those who were associated, or had
taken courses through WEA provision, in addition to accounting for the views
Janet Pinder
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of individuals living on the estate who have not taken part in post compulsory
learning.

The views of these different groups have been taken into account

using a combination of quantitative and qualitative methods.
As with all Action Research based work, particularly projects that work from
within the community, as the work develops it is very likely that as
understanding grows and the project develops in a way which reflects the
community it attempts to investigate, the core aims have changed if not
directly, a fine distinction and changes of direction have occurred.

BeWEHL

has been no exception to this and the aims of the project have needed to
adapt through the learning and development cycle, in addition to the changing
needs of the projects participants. The workshop will offer the opportunity for
participants to engage with the challenges of ‘turning’ delivery’ within the
projects development cycle and provide examples whereby participants can
discuss the different approaches offered and potential for success in the
action research, community education based setting
This adaptive and reflexive approach has also posed some interesting
questions that have needed to be carefully be reflected upon and addressed
to ensure the project has remained truly to be participant driven, inclusive and
successful. Amongst the early reflections it was essential to establish what
mechanisms should be put in place to ensure that as a community based
action research project the researcher ensures that she is responsive and
reflexive to the stated, justifiable needs of the participants? The answer to this
was simple and the basis of action research – their comments would be
listened to and responded to so they could see a positive outcome quickly
and BeWEHL would need to honest, open, reliable and flexible in its approach
and provision. Within the workshop and interactive session, participants will
be given a reflexive exercise and asked to judge the ethics of personal
reflection to provide for better practice and delivery asking the strategic
questions –
Whose reflextions?
Whose needs? (participant or institution and partners)
Whose honesty?
Janet Pinder
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Whose ethic?
In this way the participants will be able to critique the methodology used and
the innovative approach taken.
It is anticipated that at least one of the project participants will also attend and
play an active part in the presentation of the workshop, so that in discussion,
interested parties can gain a flavour of the project and its success from the
participants view in addition to the academic process.
For example: The project participants often commented that their life
experience demonstrated to

them that ‘clever’ people treated them

‘differently’ and they had problems communicating effectively with people they
considered clever or in positions of power. They felt they had often been
‘spoken down to’ and patronised by teachers, local authority representatives
and so on. This made it clear that whatever else the project did, it should
neither patronise nor overly sympathise in any way, staff would need to learn
the participants language, while, at the same time participants began to learn
the researcher language.

Most importantly, it was shown to be vitally

important for project staff to work with the participants as colloquies or
facilitators, certainly not in the role of teachers or researchers.

Most

importantly it was necessary to understand that while the participants needed
time to learn from the project participants for it to work, the research had far
more to learn from them. The core question here will be, how does this
inclusive approach allow participants to draw different understandings of
society, themselves and their own ‘world’.
The individuals personal value system, aspirations, level of confidence and so
on are investigated using a ‘life world’ approach, (see Fiske, 95), where
questions are posed to participants to the project and they are asked to
identify the key situations, authorities, institutions and actors who have
influence within their life world. They are encouraged positively to critique the
extent to which, as individuals, they can overcome whatever barriers and
internalised limits they impose upon themselves. During early conversations
Friday, 18 November 2005
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with the first group of BeWEHLs a wide range of issues was discussed from
debts, to partners, to educational experience, visits to the doctors, health and
fitness, food and affording ‘good’ food. Through this series of discussions and
negotiations with these first five women, the key factors which they thought
impacted on their quality of life and general health and well-being were
identified, and importantly, the development of a strategy where from, they felt
other women would wish to engage. From these discussions the foundations
for what has become the Making a Difference (MAD1) course has been
developed.

The workshop will discuss this process in the social action

context outlining the drawbacks in addition to its benefits

Overview
The discussion based examination the project participants learn to question
the underlying assumptions made by grand theories and meta – narratives
which frame their lives and moves away from reliance on ‘privileged accounts’
and ‘expert knowledge’ that allows them to accept a situation of disadvantage
or marginalisation. BeWEHL takes a post-modern stance in recognising the
significance of individuality and difference and ‘lay’ contributions in the
examination and instigation of community or individual change, giving the
individual the right to individuals “to represent themselves and tell their own
authentic stories, [and] to be heard outside the master narrative of the author”,
(see Blaikie, 96).

This discursive strategy together with the inclusive

approach allows participants to value their local knowledge and their own
views which are often overlooked in traditional research and practice. Indeed
as Blaikie argues top down, mechanistic, approaches lead to individuals
feeling “devalued and discredited” (p83) leading to further disassociation, lack
of social cohesion and disengagement.
The workshop, as it will be presented, will discuss in depth the methodology
used, the nature of the research approach taken including the twists and turns
1

MAD is a very informal ‘experience’ provided in the community and underpins the work for

later engagement in the BeWEHL year.
Janet Pinder
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involved in the action research setting and outline the outcomes (to date) of
the project, where it has successfully removed barriers to learning and
inclusion and supported 75 women to achieve up to and including degree
level.

Janet Pinder (Research Co-ordinator)
26th July 2005.
Postal address:
BeWEHL Project
Centre for Community and Lifelong Learning
Caerleon Campus
P.O. Box 179
Caerleon
Newport
South Wales

Janet Pinder
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ABSTRACT
“BEATING THE ODDS”: HOW BI-LINGUAL HISPANIC YOUTH WORK
THROUGH ADVERSITY TO BECOME HIGH ACHIEVING STUDENTS
by
Lee A. Plourde, Ph.D. & Mark Hassinger, MEd.
The purpose of this qualitative study was to examine characteristics of academically
successful Hispanic students. Despite repeated failures and early academic difficulties,
some Hispanic students continue to fight through their adversity. Some children have a
positive attitude toward school although there are monumental barriers for these at-risk
children. This study takes an “asset oriented” rather than a “deficit assessment” approach.
The purpose was to explore and examine personal character traits of high achieving
Hispanic students. It also investigated external factors, such as support systems, as well
as intrinsic motivators.
The participants were selected by matching certain criteria. Each of the chosen
participants was academically below grade level at some point in his/her educational
career. However, at the time the study was conducted, the participants were academically
at or above grade level expectations.
Information was gathered through interviews, classroom observations, and various
documents. The interviews were semi-structured in nature and developed as the study
evolved. Interviews were audio recorded and transcribed for the most accurate
information. After all data were collected, they were coded and sorted for common
themes.
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DO STUDENTS WHO OWN PETS PERFORM BETTER IN SCHOOL?
WHY IS THIS QUESTION IMPORTANT?
It is frequently reported that owning a pet can be beneficial to the lives of humans. I
wondered how those benefits related to children. How are students affected? Do they
become more responsible or perform better when it comes to their school work?
There are quite a few studies that show pet ownership is beneficial but none of the
studies I came across link the benefits to a student’s grades. I wanted to know, do
students who own pets perform better in school?
WHAT IS ALREADY KNOWN?
The positive benefits of pet ownership have been reported. The American Academy
of Child and Adolescent Psychiatry says that “Pet ownership can help children
develop responsible behavior and increase verbal and nonverbal communication
skills” (www.aacap.org/publications/factsfam/75.htm). The American Pet
Association lets us know that “There are 139,654,267 pets are owned by families
today. Of those, 82% of dog owners and 78% of cat owners say that they bought
their family pet to help teach their children responsibility” (www.apapets.com). “A
child's emotional development and personal responsibility can be encouraged by
caring for a pet” according to the American Pet Products Manufactures Association.
Also, “In children, studies have shown that contact with pets can reduce the
symptoms of attention deficit disorder.”
(www.appma.org/press/fact_sheets/fact_sheet_o2.asp) All of this information is
important in helping families to realize the benefits of pet ownership. Now, we
2
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should take this information one step further and determine how owning a pet can
affect student performance.

DATA COLLETION:
90 students in grades 11 and 12 have filled out a short questionnaire that I
developed. The questionnaire asked students to self-report information regarding
the following subjects:
-pet ownership
-involvement in their care
-types of pets owned
-current grades in all subjects
-extra curricular involvement
-feeling regarding pet care and ownership
I have also be interviewed students to further explore their relationship with their
pets and the effects that pet ownership has on their study habits at home.
PROCEDURE FOR CONDUCTING THE STUDY:
After conducting initial research, I began to create a survey that addressed several
items related to both pet ownership and student performance. The survey was
revised and approved by my mentor teacher. My mentor teacher distributed the
survey to all of his classes and the students self-reported their information. I then
took the completed information and input the results into a spreadsheet. Once the
results were combined I was able to sort and shuffle them in an effort to find a
connection between pet ownership and student’s grades.
3
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THE TIMELINE FOR THIS PROJECT WAS AS FOLLOWS:
10/13/04:

Begin researching facts related to the benefits of pet ownership.

10/25/04:

Create survey for students.

11/05/04:

Submit survey for approval of mentor teacher.

11/10/04:

Administer survey and begin interviews.

11/15/04:

Complete interviews.

11/17/04:
11/22/04:

Being analyzing data from survey and interviews and interpret results.
Start poster display.
RESULTS OF DATA COLLECTED:

After sorting through the data, a pattern emerged. The results were:
Pet ownership:
80% of students own pets
20% of students do not own pets
Of those students who own a pet:
41% own both a cat and dog
25% own a cat only
27% own a dog only
7% own another type of pet
RELATIONSHIP BETWEEN PET OWNERSHIP AND GRADES:
Of the 41% who own both a cat and a dog:
83% average a B or higher
Of the 25% who own only a cat:
4

Kari Porter

Secondary Education – Poster Submission

2006

72% average a B or higher
Of the 27% who own only a dog:
75% average a B or higher

Grades:
89% of students who received an A in Math are pet owners.
86% of students who received an A in English are pet owners.
89% of students who own pets have a grade average of B or higher.
69% of students who do not own pets have a grade average of B or higher.
11% of students who own pets have a grade average of C or lower.
31% of students who do not own pets have a grade average of C or lower.
Caring for pets:
82% of students who spent 5 or more hours a week caring for their pet averaged a
grade of a B or higher overall.
INTERPRETING THE DATA – WHAT DOES IT MEAN?:
I think that the higher grades received by a majority of pet owners is an important
factor that can help support student learning. Often, there are a variety of factors
that affect student learning and performance, becoming aware of as many of those
factors as possible is the key to helping all students do well in school. Past studies
have shown that owning a pet can help people live longer, healthier lives. Knowing
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that pet ownership can have an effect on school performance tells us that our lives
can be enriched by owning a pet even more so than previously thought.
IMPLICATIONS FOR PRACTICE:
The results of this study can be helpful for those students who do not current own a
pet and are performing poorly in school. Owning a pet can help students achieve
better grades. Parents may want to consider taking on a family pet in an effort to
help a low performing student improve. The responsibility of caring for a pet can
lead to an increase in responsibility and maturity that will result in better grades for
students who are not
currently doing well. Educators and parents are always looking for tools to help
enhance student performance. Knowing the positive impact that pets can have on
student’s grades gives parents another tool to use in helping their child perform
better in school. Also, maybe these results can lead to an increase in pet adoption
and help get abandoned and abused pets into the homes of caring families. Before
completing this study, I was not sure that there was a connection between pet
ownership and student’s grades. Now I am aware that pet ownership is an important
factor in student learning.
QUESTIONS FOR FURTHER STUDY:
Is the type of pet owned a factor in student’s grades?
Does the length of time a pet has been in the family relate to student’s grades?
Is there a correlation between the number of hours spent interacting with a pet and
student’s grades?
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Is there an optimal age at which a child should get a pet in order to maximize the
benefits of pet ownership?
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Abstract:
Yoga and pilates, for years, have been utilized to enhance flexibility and
muscular strength. Over the past few decades these mind/body arts have
achieved popularity in yielding healthy results for those who practice. This
workshop is a look into the growing trend of pilates and yoga and how the
disciplines have evolved over the years. Popular pilates and yoga
practices include relaxing one-hour fitness center sessions and activities
that are used to strengthen our youth via school physical education
curricula and athletic conditioning programs.
Workshop participants will learn about myths and realities surrounding
these arts and have the opportunity to practice and familiarize themselves
with basic poses, movements, and simple modifications to fit most
populations
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DeLaine Priest and Rebekah McCloud
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Vice President
Student Success Services
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Phillips Hall 113
P.O. Box163115
Orlando, Florida 32816-3115
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4. Paper Content:
We have embarked on a mission to create a learning community where students are comfortable,
connected, and complete their degree programs. To this end, we have institutionalized several
programs and services and initiated several new programs and services to meet the needs of our
diverse student population. For us, two of the most important components of our initiatives are
support services and diversity programs. A few of the programs and services are highlighted here.
Support Services
Learning Communities. UCF offers a variety of learning communities for incoming freshmen
such as the Pegasus Success Program, Graduate on Track, and Seizing Opportunities for
Achievement and Retention. The Office of Transfer and Transition Services provides services to
transfer students. About 29% of students who graduate from community colleges in Florida
transfer into UCF to finish their four-year degree.
First Year Academic Advising. Last year over 6300 students received advisement and the
retention rate of FTIC was 83%. UCF offers a host of services to its students.
o Academic Advising is provided by five First Year advising offices.
o After the first year, students are transitioned to the college of their major.
o Undecided sophomores are advised by Transfer and Transition Services.
o Students are advised after the first year by faculty advisors or advisors in the
Office of Student Support within the colleges.
Academic Advising Council. To ensure consistency and quality of academic advising at UCF,
the Academic Advising Council provides leadership and guidance for academic advising campuswide through cooperation, collaboration, and communication of its members. The membership

consists of the college advising center/support office directors or coordinators, freshman advising
program directors, and directors or coordinators of specialized advising programs.
Faculty-Student Connections. The university provides a number of programs designed at
linking faculty and students in curricular, co-curricular, and extra-curricular programs.
o Learn and Interact with new Knights (LINK) program—a program designed to
get new UCF students (Knights) out of their rooms to experience and interact
with the UCF community.
o Leadership Enrichment and Academic Development (LEAD) Scholars
Program—a selective leadership development program for freshmen (FTIC) and
sophomore students at UCF.
o Undergraduate Research—is designed as a vehicle that not only invites students
to become active participants in the research process, but breaks down the
divisions between students and teachers, and between academic disciplines. It
allows students to take advantage of UCF's strength as a major research
institution.
Diversity Programs
Office of Diversity Initiatives. The primary mission of the unit is to advance and coordinate
UCF's efforts to promote diversity and inclusiveness by facilitating domestic diversity processes
and programs that dismantle barriers and enhance cultural and leadership competencies. The
office offers diversity workshops, training, consultations, retreat facilitation, leadership
development, a bi-annual national conference, and an annual Diversity Week presentation. The
office works closely with other units throughout the campus to provide quality services to the
UCF and metropolitan Orlando communities.
Counseling Center. The Counseling Center offers a variety of diversity programs for students
including: Cross-Cultural Dating, Gender Talk, Allies Training, Being Culturally Competent
Counselors, Celebrating Individual Differences, Racial Identity Development, and Social Justice
Issues. They also offer programs for international students.
McNair Scholars Program. A federally funded TRIO program (U.S. Department of Education),
the McNair Scholars Program is designed to prepare undergraduate students for doctoral studies
through involvement in research and other scholarly activities. McNair participants are either
first-generation college students with financial need, or members of a group that is traditionally
underrepresented in graduate education and have demonstrated strong academic potential. The
goal of the McNair Scholars Program is to increase graduate degree awards for students from
underrepresented segments of society.
Connecting the UCF Community. In 2003, we initiated a project that would strengthen our
UCF community by establishing a common theme for conversations among UCF students,
faculty, and staff members across disciplines and colleges. The program’s goals include raising
students' awareness about social and cultural change and fostering a sense of community at UCF.
Over the past two years, the program brought a number of nationally-know figures to campus to
speak and facilitate discussions. Among those speakers were Dr. Cornel West, Dr. Gary Orfield,
Cornelius Eady, Rebecca Walker, Spike Lee, and Charlayne Hunter-Gault.
Tunnel of Oppression. This interactive, multimedia, student-produced program allows
participants to feel the oppression suffered by others with the use of skits, props, lights, music,
and sound. After taking a 15 minute tour through the tunnel, participants have an immediate

opportunity to debrief and discuss the issues with a team of counselors. The goal of the annual
program is to enhance awareness and encourage acceptance beyond just tolerance of diversity. It
is a campus-wide collaborative effort.
About the University of Central Florida
The University of Central Florida (UCF), established in 1963, is a major metropolitan research
institution whose mission is to deliver a comprehensive program of teaching, research, and
service. Student enrollment for 2004-2005 was 42,837, which represents an undergraduate fall
enrollment of 35,159. As the second largest university in the state and the eighth largest in the
nation, it is projected within the next 5 years that UCF will exceed 50,000 students.
As with most metropolitan universities, our student population is very diverse. Currently, the
demographic breakdown is as follows: Asian-Pacific Islander—5.05%, Black, non-Hispanic—
8.53%, Hispanic—12.20%, Indian-Alaskan Native—.47%, and White, Non-Hispanic—70.49%.
The average SAT score is 1186, the average ACT score is 26 and the average high school GPA is
a 3.84.
The University has 9 colleges (Arts and Sciences, Business Administration, Burnett College of
Biomedical Sciences, Education, Honors, Engineering and Computer Science, Health and Public
Affairs, College of Optics and Photonics, and the Rosen College of Hospitality Management.
The University grants degrees at the baccalaureate, master, specialist, and doctoral levels.
Degrees are awarded in 155 majors and 86 Baccalaureate programs, 68 master’s programs, 3
Specialist programs, and 24 Doctoral programs. In addition to the main campus, located in
Orlando, UCF has several regional campuses and one virtual campus. UCF is one of 11 Florida
public state universities.
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Imagination Station: ALL ABOARD!!!
"Allllll Abooaarrd!!!" Take the Brain-based Teaching and Learning Express
to the Imagination Station. At each stop on the Express receive activity and
class material ideas for Brain-based Teaching and Learning that will invigorate
your teaching and your students' learning. Next stop.....SUCCESS!!!
Setting up a successful classroom is one of the most important tasks
educators undertake. The goal is to create an environment where all students
can learn and thrive. The education community is beginning to recognize the
importance of applying cognitive and neuroscience research and theory in the
learning process helped by research that is identifying brain regions and the
processes that are involved in learning. This information has direct implication
for classroom practice. As we gain a better understanding of the learning
process, we can make more informed decisions about how to structure teaching
and learning. To get you started, here are some suggestions based on what is
currently known about the brain.
First Stop: Preparing the Learner
Teach students about their brains. When students understand the basic
structure of their brains, they can better regulate their own behaviors. Stress that
their brains all have the same basic physiology; it's what they do with their brains
that will help make a difference.
Set goals. Stress to students that setting personal goals helps them to
"think smart." Teach your students goal-setting skills and integrate goal setting
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into class assignments (e.g., "How many references/resources can you find by
Friday for your project?").
Help students learn what proper sleep does for their brains. With this
knowledge your students can “sleep smart.” Inadequate sleep can affect how
students learn and their ability to concentrate, retain information, and turn shortterm memory into long-term memory.
Teach your students about foods and nutrition and their relationship to
behavior and achievement. This helps your students "eat smart." The most
direct and easily available way for your students to positively affect their
brainpower is through their diets. Students can boost their ability to learn and
remember by reducing fats and certain proteins, maintaining a moderate intake
of sugars and carbohydrates, increasing vitamin B12, and increasing intake of
antioxidant fruits and vegetables.
Encourage students to drink water throughout the day. Water plays a
major role in the effective functioning of all body systems, especially the brain.
Help your students understand the connection between dehydration and poor
learning - help your students to "drink smart."
Teach students about learning preferences. Help them understand the
different ways in which their brains receive, process, and express information.
Help your students capitalize on their preferred styles and teach them how to add
other ways of learning to their learning repertoires.

Imagination Station . . .
Second Stop: Managing the Environment
Establish a positive atmosphere. Pay attention to the physical and visual
aspects of the classroom as well as the auditory and emotional atmosphere in
the room. Keep the environment positive, remembering that students learn not
only content, but also context.
Use music. Music can affect pulse, blood pressure, muscle tension and
brain waves. Use upbeat music for transition times, and use classical or
instrumental music for group work, testing, and other "quiet time" work.
Research on music and learning has shown that music that plays at or near 60
beats per minute improves learning and memory, actually slowing down brain
waves and increasing optimum functioning.
Use positive visual reminders. Make classroom visuals constant
reminders of student potential and achievements. Posters, positive "I"
messages, I Know-I Want to Know-I’ve Learned (KWL) charts, the question of
the day, quotable quotes, and graphs of student progress are all ways to remind
your students of their success.
Create an interactive environment. The brain learns best with active
rather than passive learning (doing vs. absorbing). Transform your classroom
into the learning environment by bringing the content to life. For example, if you
are studying tropical rain forests, the classroom becomes a tropical rain forest
where students become a community of learners, learning key concepts and
principles through total interaction with the "rain forest." Get your students
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involved in creating the environment, instead of having the classroom consist of
just teacher displays.
Third Stop: Gaining and Keeping Learner Attention
Integrate novel or strong emotional connections to learning. Emotions are
a critical source of learning and can be engaged through music, games, stories
and analogies, role modeling, classroom rituals and customs, celebrations,
debates, and student reflections. Have a weekly student-selected “start-up song”
that is played at the beginning of each day/class that signals that it’s time to
begin learning or have students create a special “class clap” to transition to the
next part of a lesson.
Use laughter. The body reacts biochemically to laughter. Appropriate
humor and jokes can help lower stress and create a fun and relaxed atmosphere.
Try a "joke of the day" related to your subject matter (e.g., “What do you get
when you divide the circumference of your jack-o'-lantern by its diameter?”
“Pumpkin pi.”).
Allow movement. Integrating movement into learning activities increases
circulation and oxygen flow to the brain, which in turn can increase student
attention. Plan your class activities so that movement is built-in (e.g., use
manipulatives; have students change their location in the classroom; encourage
clapping, dancing, stretching; help students monitor and manage their own
movement in the classroom).
Be aware of external and internal attention. Remember that it is important
to stimulate a student's external attention to learning, but also that learners need
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time to process what they are learning. So remember to integrate “downtime”
into your lessons where students can process information. Students may
engage in small-group discussions, write in journals, or complete personal
"KWLs."
Fourth Stop: Increasing Memory And Recall
Recognize the importance of emotion. Simply put, our emotions are our
response to the world around us. Emotions can motivate and reward as well as
punish. Emotions may be the deciding factor in what students will remember.
Therefore, the challenge lies in engaging emotions appropriately as a part of
teaching and learning. Analogies, models, metaphors, music, games, drama and
storytelling, celebrations, debates, classroom rituals, visualizations, and selfreflection are all ways to engage emotions in learning.
Create sensory associations. The only way we can get information into
the brain is through our senses. Students remember best what they “experience”
by seeing, feeling, smelling, touching, hearing, and tasting. Integrating sensory
associations into teaching and learning will greatly facilitate memory and recall.
For example, to remember states and their capitols students can use create
sensory visualizations. “Imagine a washing machine, open the lid and you see
that it is full of agitating, aromatic lemons.” The washing machine represents the
state of Washington; the lemons represent the capital, Olympia.
Make learning personally relevant to students. When learning is
personally meaningful, related to our own life, it has a greater effect and, thus, is
better remembered. Help your students find the personal relevance in what they
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are learning by providing “connections” through personal stories, analogies, and
“serendipities.” Through guided sharing of their own experiences, students can
find personal meaning in their learning.
Use creative repetition. The old adage of “use it or lose it” applies to
memory and recall. Students need drill and practice to retain information. Brainfriendly drill and practice involves “creative repetition” so that students are not
drilling and practicing in the same way every day. Using games, computer drills,
music, rap songs, cooperative learning, and other activity-based drills and
practices can all help students remember knowledge and skills.
Remember the importance of first and last. The brain remembers best
what is presented at the beginning and the end of a lesson. Therefore, it is
important to create powerful beginnings and endings in teaching and learning.
Present new material early in a lesson, and make sure your lesson closures
include a brief review of what was accomplished as well as preview of what is
next.
Teach specific recall techniques. We can teach students to use a variety
of specific techniques to help recall information. Mnemonics, associations,
linking information, and creating personal recall techniques can all help improve
memory and recall.
Last Stop: SUCCESS!!!
Last, but not LEAST. Chances are, you are already using many or all of
these techniques and strategies. Reading all you can about the brain and the
latest information and research (as it relates to teaching and learning) is
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invaluable in your quest to tailor these and other brain friendly strategies to fit
both your students’ and your particular needs. Following is a list of resources
and readings that can help you on this quest.
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Resources for Brain-Based Teaching and Learning
Armstrong, T. (2000). Multiple intelligences in the classroom (2nd ed.).
Alexandria, VA: Association for Supervision and Curriculum
Development.
Barrett, S. L. (1992). It’s all in your head: A guide to understanding your brain
and boosting your brain power. Minneapolis, MN: Free Spirit.
Bransford, J. D., Brown, A. L., & Cocking, R. R. (Eds.). How people learn: Brain,
mind, experience, and school. Washington, DC: National Academy
Press.
Brennan, H. (1997). Memory. New York: Scholastic.
Butler, K. (1987). Learning and teaching styles: In theory and practice.
Columbia, CT: The Learner's Dimension.
Buzan, T. (1985). Use both sides of your brain. New York: Dutton.
Byrnes, J. P. (2001). Minds, brains, and learning: Understanding the
psychological and educational relevance of neuroscientific research. New
York: The Guilford Press.
Caine, R., & Caine, G. (1994). Making connections: Teaching and the human
brain. Reading, MA: Addison-Wesley.
Caine, R., & Caine, G. (1995). Reinventing schools through brain-based learning.
Educational Leadership, 52(7), 43-48.
Campbell, D. (1997). The Mozart effect: Tapping the power of music to heal the
body, strengthen the mind, and unlock the creative spirit. New York: Avon
Books.
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Damasio, A. (1999). The feeling of what happens: Body and emotion in the
making of consciousness. New York: Hartcourt Brace.
Dement, W., & Vaughan, C. (1999). The promise of sleep: A pioneer in sleep
medicine explains the vital connection between health, happiness, and a
good night’s sleep. Westminster, MD: Delacorte Press (Bantom, Double
Day, Dell).
DePorter, B., & Bernacki, M. (1992). Quantum learning: Unleashing the genius in
you. New York: Dell.
Diamond, M., & Hopson, J. (1998). Magic tress of the mind: How to nurture
your child’s intelligence, creativity, and healthy emotions from birth
through adolescence. New York: Penguin Putnam.
Dunn, R. (1996). How to implement and supervise a learning style program.
Alexandria, VA: Association for Supervision and Curriculum
Development.
Elias, M. J., Zins, J. E., Weissberg, R. P., Frey, K. S., Greenberg, M. T., Haynes,
N. M., Kessler, R., Schwab-Stone, M. E., & Shriver, T. P. (1997).
Promoting social and emotional learning: Guidelines for educators.
Alexandria, VA: Association for Supervision and Curriculum
Development.
Ellsworth, P., & Sindt, V. (1992). What every teacher should know about how
students think: A survival guide for adults. Eau Claire, WI: Thinking
Publications.
Gardner, H. (1981). Art, mind, & brain: A cognitive approach to creativity. New
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York: Basic Books.
Gardner, H. (1991). The unschooled mind: How children think and how schools
should teach. New York: Basic Books.
Gardner, H. (1993). Frames of mind: The theory of multiple intelligences (10th
anniversary ed.). New York: Basic Books.
Gelb, M. J. (1988). Present yourself! Rolling Hills Estates, CA: Jalmar Press.
Giuffre, K., & DiGeronimo, T. F. (1999). The care and feeding of your brain:
How diet and environment affect what you think and feel. Franklin Lakes,
NJ: Career Press.
Gurian, M. (2001). Boys and girls learn differently! San Francisco, CA: JosseyBass.
Goleman, D. (1995). Emotional intelligence: Why it can matter more than IQ.
New York: Bantam Books.
Greenfield, S. A. (1997). The human brain: A guided tour. New York: Basic
Books.
Greenfield, S. (1999). Brain power: Working out the human mind. Shaftesbury,
Dorset: Element Books.
Grinder, M. (1991). Righting the education conveyor belt. Portland, OR:
Metamorphous Press.
Harmin, M. (1994). Inspiring active learning: A handbook for teachers.
Alexandria, VA: Association for Supervision and Curriculum Development.
Harris, K. R., & Graham, S. (Eds.). (1996). Constructivism and students with
special needs: Issues in the classroom [Special issue]. Learning

Imagination Station . . .

12

Disabilities Research & Practice, 11(3).
Hart, L. A. (1983). Human brain and human learning. Village of Oak Creek, AZ:
Books for Educators.
Howard, P. J. (2000). The owner’s manual for the brain: Everyday applications
from mind-brain research. Austin, TX: Bard Press.
Jensen, E. (1998). Super teaching (3rd. Ed.). San Diego, CA: The Brain Store.
Jensen, E. (1998). Teaching with the brain in mind. Alexandria, VA: The
Association for Supervision and Curriculum Development.
Jensen, E. (1995). Brain-based learning & teaching. Del Mar, CA: Turning
Point.
Johnson, D. W., Johnson, R. T., Holubec E. J. (1994). Cooperative learning in
the classroom. Alexandria, VA: Association for Supervision and
Curriculum Development.
Johnson, D. W, Johnson, R. T., & Holubec, E. J. (1994). The new circles of
learning: Cooperation in the classroom and school. Alexandria, VA:
Association for Supervision and Curriculum Development.
Kaufeldt, M. (1999). Begin with the brain: Orchestrating the learner-centered
classroom. Tucson, AZ: Zephyr Press.
Kosslyn, S. M., & Koenig, O. (1992). Wet mind: The new cognitive neuroscience.
New York: The Free Press.
Kotulak, R. (1997). Inside the brain: Revoluntinary discoveries of how the mind
works. Kansas City, MO: Andrews McMeel.
LeDoux, J. (1996). The emotional brain: The mysterious underpinnings of
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in their work with children. Cambridge, MA: Educators Publishing
Service.
Marker, C. J., Nielson, A. B., & Rogers, J. A. (1994). Multiple intelligences:
Giftedness, diversity, and problem-solving. Teaching Exceptional
Children, 27(1), 4-19.
Marzano, R. J. (2003).

What works in schools: Translating research into

action. Alexandria, VA: Association for Supervision and Curriculum
Development.
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ABBA to Zappa: A 50 year look at what popular
music has said about education.
Alvin C. Proffit
Western Carolina University

Abstract
This paper is a study on what popular music has said about the institutions
that educate our youth over the past fifty plus years. This includes songs
about the people who make up our schools in their various forms. Fifty-two
songs have been identified and will be listed in chronological order
beginning with the earliest song and proceeding forward in time from that
point. This allows an evolutionary examination of what musicians of the
day have said, and are saying about our schools.
Dedication
This paper is dedicated to my brother and fellow “rock researcher” Mr.
Gerald D. Hess. He embodied the rock and roll spirit as a high school
student, and later used this spirit to identify and relate with the children he
served as a teacher, guidance counselor, and Director of Guidance in West
Virginia and Virginia schools. He is personified in several of the songs
making this list even though he would never admit it.

ABBA to Zappa: A 50 year look at what popular
music has said about education.
Alvin C. Proffit
Western Carolina University
“Why’s everybody always picking on me?” From Charlie Brown by The
Coasters (1959).
“All your children are poor unfortunate victims of systems beyond their
control.” From Lonely Little Girl by Frank Zappa and the Mothers of
Invention (1967).
Introduction
There can be little debate that popular music, primarily rock and roll, has
had significant impact upon some cultures of the world. This may range
from helping to establish the length of a generation’s hair to impacting some
of the most serious social issues facing that particular society. It can be
argued that at specific points this impact was significant enough to serve as a
major player in bringing about change in some cultures’ socioeconomic and
political structure. But don’t be mislead into believing that the sociopolitical
influence of music began with rock and roll. It is clear that some classical
composers became involved in sociopolitical matters and some of them had
significant impact on society during their times.
What some call entertainment others call corruption. However, it is widely
accepted that aspects of popular culture influences the youth of the day.
This is likely true of every generation, but ours is exaggerated because of the
ways to mass produce the sounds and images that are meant to influence us.
Additionally, popular music has been used in the selling of products,
assisting in rituals of courtships, marking of rites of passage, and at times
openly calling for youth to take a rebellious stand in the world in which they
live.
This call to awaken the rebel’s spirit has resulted in music being used in
various causes and protests. Examples include the United States’
involvement in Vietnam and Iraq, worldwide nuclear armament, equal rights

for woman and minority groups, and environmental movements.
Additionally, specific societal institutions have been the target of rock
commentary. Examples include politics, religion, and schools. It is the
commentary on schools that will be the focal point of this work.
This study involved reviewing hundreds of songs that deal in some way with
schools and education. From this listing 50 were determined to become a
part of this work. Actually 52 songs are listed, but just like today’s CDs we
I am including bonus tracks. The reason for this is that two of the songs may
be considered to be inappropriate for this list. For example, one of the songs
(Kids with Killin’ Guns) listed is a song written and performed by the author
of this paper. It is a legitimate song, and meets the criteria for the paper, yet
it is clear that is was released by an amateur. The second song is Bill Haley
and the Comets’ song, Rock around the Clock. It does not have lyrics that
justify it being on this list, but the connection it has to popular music and
education will be explained.
Rationale for the study
The institution of education has had critics from a variety of sources from its
inception. Politicians, clergy, sociologists, journalists, and parents are
among the various groups offering scathing criticism and over simplified
quick fix solutions to the ills of education. However, there seems to be one
group whose voice has not been heard, or at least taken seriously, and that is
the youth that attend our schools.
Cooper (1991) wrote that “despite the cacophony of criticism from many
pressure groups, observations from one key group---students, the subjects of
the whole educational enterprise, continue to be ignored. But youth has not
remained mute. Scholars simply have not applied their critical skills to a
wide enough variety of resources on this issue. Popular music, a principle
artifact of youth culture, gives a voice to a broad range of concerns, values,
and priorities of young people” (p. 48). Hendler (1983) agrees and states
that one of rock music’s most significant contributions was to give American
youth a unified voice for the first time in American history.
Cooper (1982) wrote that many may question the value of listening to
popular songs, let alone studying them. Cooper goes on to state that these
criticisms are often based on surface observations about modern music.
Mitchell and Reid-Walsh (2002) agree with Cooper (1982, 1991) that the

research community holds the study of popular culture in low status.
Furthermore, Kotarba (1994) suggests that rock music is at times considered
a social problem itself, and therefore may be unworthy, or unreliable.
The author of this paper argues that much may be learned from the study of
what the lyricists and musicians of contemporary music have to say about
schools, and the people that utilize them. Cooper (1991) calls these lyricists
and musicians “troubadours of contemporary young people” (p.48). In a
study considering more than fifty years of recorded music we will actually
see generation gaps develop within the music. As a result, the term
contemporary becomes relative.
Only one song will be considered prior to the early 1950’s. The rationale for
this is that the early 1950’s marks the birth of rock and roll. Cooper (1991)
wrote that “Despite nearly ninety years in which popular music had fostered
education themes, only during the rock era-has a sustained, persistent image
of public schools emerged (p.53)”. The one song accepted before the 1950s
is one that has been covered by some of the most influential rock acts of our
time. It is Good Morning Little School Girl by Sonny Boy Williamson.
It is the belief of the author that it is important to study contemporary music
as a way to better understand what our youth have been saying over the past
five decades. Even though “rock music is the key communication for young
Americans” (Orman, 1984, p. 176) this voice is one that has been rarely
heard, and more rarely taken with a high degree of seriousness.
This paper agrees with Cooper and Haney (1995) who wrote that
“contemporary recordings warrant student investigation and serious
scholarly study. They are wonderful barometers of social and personal
concerns.” (p. 317).
Methodology.
Songs for the study were identified from personal knowledge; input from
students at the middle school, high school, and college levels; conversations
with educators; undergraduate and graduate classes I have taught; reviewing
appropriate literature; internet searches; and reviewing other popular cultural
media such as MTV, VHI, and various movies with that highlight the
education/music connection.

The songs chosen for inclusion in this work will not necessarily be “hits”.
The criteria for inclusion in this work will be that the songs are published
and released commercially. While some are without doubt hit singles that
even casual listeners can hum or sing along with, many are album tracks that
did not receive the air play that a hit single would enjoy.
Limitations of the Study: The first limitation is that the process of
selecting songs for this paper was subject to researcher bias. While
attempting to use a variety of sources to identify songs for the study, there
was no effort to quantify the data in a way as to make the songs’ inclusion
into this work purely scientific.
The second limitation is that rock and roll music may be over represented. I
have tried to include other forms of music such as rap, country, pop, and
blues, but my working knowledge of rock music is greater than the other
forms of music. This can also be seen as a form of researcher bias.
The Songs
1930s
Good Morning Little School Girl by Sonny Boy Williamson (1937). This
song was actually written before the rock era and is the outlier in this paper.
Yet the song is important because it has been performed and recorded
repeatedly over the span of time this paper represents. It will establish a
theme that is repeated by many artists in many ways, the school girl. I
personally like Ten Years After’s rendition of this song. The Grateful Dead
and so many others also had fun with it.
The 1950s
Rock around the Clock by Bill Haley and the Crickets (1953). It is odd
that this song finds its way into this paper. It offers nothing lyrically that
would quality it for this list. However, this Bill Haley and the Crickets song
is listed because of its importance in the rock/school connection. It is the
theme music for the first movie that linked this new music, rock and roll,
with school. Blackboard Jungle opened in 1955 and painted a dim view of
American urban youth and the high schools that educate them. While dated,
and someone comical by today’s standards, it is the parent, if not
grandparent of movies connecting rock music and American high schools.

School Days by Chuck Berry (1957). If ever there was a time that rock
was innocent, this is it. Guitar innovator and rock pioneer, Chuck Berry,
delivers this view of high school that seems so simple, innocent and almost
sugar sweet. It was the time of juke joints after school and teachers still
teaching the Golden Rule. It was a time that would soon change.
High School Confidential by Jerry Lee Lewis (1958). The fact that this
song was released in rock’s infancy ensured that the lyrics would be tame,
yet the inference of the song is not. Jerry Lee was the boy you didn’t want
to your daughter to be “bopin” with at the “high school hop” (or anywhere
else for that matter). Yet, when “the Killer” looked at her and begin to play
his piano in a way few ever have, or ever will, what chance did the poor girl
have? None, Darlin`. The song died an almost instant death as it was
climbing up the chart when it was learned that Jerry had married his very
young teen cousin. And you thought rockers of today are wild. He would
later resurrect is career and become a rock icon.
Charlie Brown by The Coasters (1959). Charlie Brown appears to be a
good old boy always in the wrong place at the wrong time doing the wrong
thing, yet he wonders why everyone is always picking on him. You get the
feel that Charlie was the figment of the song’s imagination and not a real
person at all. However, I bet we have all known him, and some of us have
been him. “Why’s everybody always picking on me?” would capture our
fancy in as the 1950s gave way to the turbulent 60s.
The 1960s
What A Wonderful World It Would Be by Sam Cooke (1960). There are
many versions of this song that captures the love in school connection with
charm and sentimental wit. I am listing the original version to better capture
the time feel for this record. It is unlikely that the hero of the song is
destined to be the student of the month, but there is an undeniable charm in
his proclamation to the girl of his dreams.
Be True To Your School by The Beach Boys (1963). Early in their career,
the still wholesome Beach Boys captured a feel of that late 50’s, very early
60’s mentality where teenagers often seemed to have a deep sense of loyalty
to their high schools. This sense of school loyalty would begin to disappear
as American youth lost its virginity and innocence to the Vietnam War,
drugs, and shifting value structures within the youth sub culture. Not long
after this song played on every AM radio in the country FM radio would

move underground and would become the medium of serious rock music.
Few school songs that were to come after this one would hang onto this
sense of teenage loyalty to the institutions that educate them.
Harper Valley, P.T.A. by Jeanie C. Riley (1965). At the time of its release
this song was seen as somewhat of a novelty song. Yet, this song is actually
one of the most significant songs on this list. As the conservative social
mores of the 1950’s and early 1960s were painfully giving way to a more
liberal view of society, Riley defiantly delivers this very socially conscience
Tom T. Hall song. It is one of the earliest crossover songs to make the
bridge between county music and rock. The song itself indirectly addresses
the women’s liberation movement while the movement was still in its
infancy. Specifically it brings attention to a woman’s right to dress as she
pleases. In the song the PTA has written Ms. Riley a letter stating that she is
raising her daughter in an inappropriate way by wearing her dresses shorter
than they should be. The implication here is that she is an attractive, single
mother, and that society has the right to dictate to her how she dresses, and
furthermore retains the right to judge her if she does not submit to their
imposed moral code. As one listens to the song you have to mentally
applaud when the best legs in the PTA turns the tables on the hypocrites that
are her critics and distracters.
To Sir With Love by Lulu (1966). In 1966 Lulu released this song that
seemingly portrayed a school girl’s crush on her teacher. However, in the
end the song this school girl crush has blossomed into earnest love and
appreciation for her teacher and is in no way romantic or sexual. The song
became an intricate part of the movie of the same name. The movie was
bold for its time in that it had overtones of not only intergenerational, but
also interracial romance. Yet, just like in the song, in the end the affection
shown the teacher by his student is proper and heartwarming. It is just the
kind of affection teachers dream of.
Don’t Be A Drop Out by James Brown (1966). The self-proclaimed
“hardest working man in show business” offers his advice to the younger
generation. JB’s entry here is important in that it comes from one of the
most influential black voices in the United States at the time. The Godfather
of Soul’s message in this song seems appropriate to all those in school, but it
was seen as an especially important message to young black males. It is
interesting to note that this song seems to run contrary to Timothy Leary’s
advice to turn on, tune in, and drop out.

Getting Better by the Beatles (1967). What listing of rock and roll music
could be complete without John, Paul, George and Ringo? This
Lennon/McCartney (surprising more McCartney) composition offers intense
criticism about teachers not being cool and a strong dislike for school rules.
However this song is ultimately about a young man that is coming of age
and realizing that he may have been partly him to blame. This song
brilliantly represents growing up and the changes in perspective this can
bring. This is one of the songs from Sgt Pepper’s Lonely Hearts Club Band,
considered by many to be the best rock album ever made.
Status Back Baby by Frank Zappa and the Mother’s of Invention (1967).
Frank Zappa is perhaps one of the most important American composes of
the twentieth century, and certainly one of the brilliant intellects of the rock
community. Zappa offered many comments on the “status” of American
education. One may expect Zappa to be ultra critical of teachers and
administrators (and elsewhere in his vast repertoire he is) but this song is a
brilliant satirical look at adolescent children in school and the school
traditions they honor. Pom pom girls, handsome football stars, painting
posters and school spirit all fall victim to Zappa’s biting social satire. At the
time of this recording handsome Frank was loosing status at his high school,
and his school spirit was at an all time low.
Feel Like I’m Fixin` to Die Rag by Country Joe and the Fish (1967). As
the Vietnam War grew in scope and intensity various rock groups begain
protesting the war with their music. C.J. and the Fish were among the first.
Their music seemed to feed off of the spirit and energy of the free speech
movement in Berkley, California during the mid 1960s. In this song they
penned one of the first overtly anti-Vietnam War protest songs. For the
purposes of this study they capture the reality of a military draft that fed the
war with our nation’s graduating seniors who didn’t have some sort of
deferment, most usually a student deferment. This song is a satirical “rag”
to those that are being forced to put down their books and pick up a gun.
Whoopee, we’re going to have a whole lot of fun.
Carrie Anne by the Hollies (1967). This surely is one of the sweetest
school moments in popular music’s history. British rock/pop group The
Hollies had this hit about first love. In the song the boy suggests that his
girlfriend be the teacher, and he will be the monitor. Even though I have
visited and researched several English schools, I do not know what a
monitor is. It is possible that the definition monitor could nullify the first

line of this paragraph. However, this song seemingly captures youthful
optimism as to how wonderful love is. This love is the kind of love so
innocent and pure that you wish you could hold onto it forever.
Cousin Kevin by The Who (1969). This Who song from 1969 captures two
major concerns of current school systems. Those are children with
disabilities and children who bully. This song is about a very mean boy that
torments a deaf, dumb and blind child. It is from The Who’s Tommy, an
innovative pioneer rock opera that spawned a movie and a sound track that is
different from the original album. Over his career Pete Townsend, the
composer of nearly all the Who’s music, had a lot of pertinent things to say
about modern society.
Runaway Child, Running Wild by The Temptations (1969). Motown
supergroup, The Temptations, gave us many songs such as My Girl that
remain popular today. As their career moved them to superstardom they at
times used their popularity to highlight social concerns. While the epitome
of that may be their song Ball of Confusion where “the only one concerned
about learning is the teacher”, Runaway Child, Running Wild makes us stop
and think about children that are the ultimate examples of children left
behind, and too often forgotten, runaways.
Maxwell’s Silver Hammer by The Beatles (1969). Not many could write
and perform a whimsical song about the killings of a mass murderer and
have us all singing along after one listening. But the Beatles did with this
Paul McCartney song that comes off of the Beatle’s last recorded album,
Abby Road. One of the verses in this song recounts Maxwell bludgeoning
his teacher to death with a hammer because she made him stay after class to
write sentences on the blackboard. Wouldn’t you love to hear Korn do this
song? Something tells me that image would alter perspective with these
lyrics.
The 1970s
Teach Your Children by Crosby, Stills, Nash and Young (1970). This
song does not specifically talk about formal education, but it does talk about
one of the most important aspects of education. This is the too often
overlooked connection between parents and their children and the
correlation this relationship has with how well the child does in school. All
research that I have ever seen on this subject supports songwriter Graham

Nash’s belief that a parent’s help goes a way toward educating their
children. It is a message worth repeating generation after generation.
Coat of Many Colors by Dolly Parton (1971). Educators often deal with
socioeconomic issues of their students. This song poignantly addresses this
important social problem and the impact it can have in our schools. It is a
brilliant work by this singer-songwriter mega star. The song is preformed
with such honesty and conviction it is difficult to believe that is was written
with anything other than personal experience.
Schools Out by Alice Cooper (1972). I have read that Alice Cooper’s
work, both his songs and his performances, are tame compared to some of
today’s shock rockers. Yet, give credit where credit is due. Cooper, aka
Vincent Damon Furnier, paved the way for the likes of Marilyn Manson and
Rod Zombee. At this time Cooper’s body of work seems to have stood the
test of time. One of the standouts of Cooper’s repertoire is this anthem to
school going out for the summer, and in the end, forever.
Piss Aaron by Todd Rundregren (1972). Rock performer/writer/producer
Todd Rundregren wades right into (pun intended) the stories of some of the
more eccentric students that make up our public schools. Aaron in one such
student, but there are other colorful characters in this song as well. Given
that the term “piss” has different meanings in different cultures, let me be
clear that in this song Rundregren is not concerned about Aaron being drunk
or angry. This song takes on rather aberrant and serious student misbehavior
in a comical way.
Teacher I Need You by Elton John (1973). Rock icon Elton John offers a
flattering look at teachers. His songwriting partner, Bernie Taupin, wrote
these lyrics that are reminiscent to Lulu’s struggle to keep her love and
admiration for her teacher at the socially acceptable level.
Smoking in the Boy’s Room by Brownsville Station (1973). This is a song
that could have different meanings at different times in the rock era. This
version seemingly captures the 1950s definition of smoking where the boys
were all smoking cigarettes purchased illegally, but easily, at a local gas
station. Educators of the past 30 years could argue that smoking also takes
place in the girl’s room, and often involves substances that are not tobacco.

Forever Young by Bob Dylan (1974). While a lot of people attribute this
Bob Dylan song to Rod Stewart, and this in no doubt Stewart did a superb
job with it. I am using Bob Dylan’s version of this song for this paper. It is
fitting that we have such a beautiful song from perhaps the most prolific
American songwriter of the rock era. Yet there is no debating the beauty
that Dylan’s captures in the lyrics of Forever Young. I hope that our
profession always maintains Dylan’s sentiment that by the time our children
fly away from us we will have served them well.
Children of the Night by Steppenwolf (1974). Steppenwolf was one of the
more political groups to surface during the late 1960s. They took on the
Vietnam War, the war on drugs (promoting soft drugs such as marijuana
while condemning hard drugs that were addictive), power politicians,
organized religion, etc. So, it is with no surprise that they would address
schooling. While this may be expected, it is curious how John Kay makes
note that he no longer represents the “younger” generation. This song
laments that the fact that the dream of the Woodstock nation was being lost
in the violence of the youth culture. Kay sang “Their barely 13, they’re hard
and they’re mean, hunting in packs like jackals. They prey on the meek, the
old and the week, like a scourge on the Earth.” This is an interesting is that
this statement came from the band that was born to be wild.
At Seventeen by Janis Ian (1975). In the early 1970s singer/songwriter
Janis Ian captured teenage angst created by peer and societal expectations in
a very poignant way. This is made more important because this work was
written by Ian as a teen, not years later with retrospective advantage. It is a
song of beauty and sadness that captures the social and personal rejection of
being less than perfect. This is one of the most important songs on the list.
Its basic message will surface in several of the songs that follow.
Walk This Way by Aerosmith (1975). The importance of peer conformity,
cheerleaders, high schools dances and teenage lust are showcased here by
this American band that has certainly stood the test of time. It was almost
ironic in a way as we watched Stephen Tyler’s (the group’s lead singer)
daughter, Liv Tyler, become the object of school boys’ dreams as she and
Alicia Silverspoon ‘walked that way’ in several Areosmith videos.
Education by The Kinks (1975). Ray Davies, leader and chief songwriter
of the British Invasion group, The Kinks, delivered an entire album devoted
to education. This is fitting because Davies was never at a loss to comment

on society from the topic of transvestites to alleged spousal abuse. Oddly
enough, he delivers one of the most supporting lyrics education has known.
In the Kink’s song Education, Davies proclaims “education saved the day.
Black skin, red skin, yellow or white. Everybody need to read and write.
Everybody needs an education.”
Welcome Back by John Sebastian (1976). Former Lovin’ Spoonful leader,
John Sebastian, penned this song that became the theme song to the popular
1970s show, Welcome Back Kotter. Not only does the song, and the show,
paint teachers in a favorable light, it highlights in a bubblegum sort of way
the need kids have for excellent teachers in their lives. As an aside the show
itself is noteworthy for focusing on the school’s exceptional students. This
group was referred to as the “the sweat hogs” and were seen as worthy of
our best educational efforts. Let me be on record as saying I personally
agree they are worth of such effort, but it is a very ill conceived idea to refer
to them as “sweat hogs” on their IEPs. Ah, the magic of Hollywood.
When I Kissed The Teacher by ABBA (1976). This song talks about the
stir that was caused when the heroine of the story tells how she kissed one of
her teachers. This song seems to carry on the theme in popular rock folklore
that when there is a romantic, or sexual, situation existing between student
and teacher, it is often initiated by the student. This does not make it right,
but does highlight the fact that this can be an occupational hazard of being a
young teacher. In many places teachers are often considered “good catches”
in multiple ways. Yet, let us not diminish the fact that after a good catch is
caught it is often left to flop around on the deck until it is dead. This is
symbolic of course, but should serve to remind all further “catches” that if
they give into the temptation of allowing the kiss they are actually kissing
their career, and possibly their freedom goodbye.
Logical Song by Supertramp (1979). British progressive rockers,
Supertramp, offer the idea that getting a formal education can dull your
senses to how wonderful life can be. They sing that when they were small
children all the birds were singing gleefully and that life was so happy.
Then they were sent away and taught him how to be logical, respectable, and
sensible. Furthermore, they sing that they were warned to be careful about
what they may say because they may end up by being called a liberal, or
worse, a radical. Seems logical to me.

Happiest Days Of Our Lives by Pink Floyd (1979). As you are listening
to Pink Floyd’s The Wall it is easy to assume that this song is actually a part
of Another Brink in the Wall, Part 2. Yet it is a stand alone song that does
serve as an appropriate introduction to the Another Brick in the Wall, Part 2.
In this shorter diatribe on education Roger Waters paints a chilling picture of
“certain teachers that would hurt the children any way they could”. Let’s
hope there are not many of them.
Another Brick in the Wall, Part 2 by Pink Floyd (1979). This song may be
the most important song in the list. It offers the famous chorus, which is
sang on the album by British school children, “We don’t need no education,
we don’t need no thought control, no dark sarcasm n the classroom.” While
the stinging criticism of schools in this song is clear, it is important to
understand that the song is but a snippet of a psychological profile of an
individual that is slowly closing out everyone and everything in their life.
Parents, the government, the military, the judicial system, the medical
profession, and “nasty” woman also contribute bricks to the wall.
The 1980s
Don’t Stand So Close To Me by the Police (1980). Former teacher
Gordon Sumner, aka Sting, wrote this song for The Police. It is an
intelligent offering that transports Vladimir Nabokov’s classic work, Lolita,
into the modern school setting. Lost is Lulu’s innocent crush, and found is
the disastrous results of the teacher/student relationship taken too far. From
“talk in the staff” room to the deteriorating health of the young teacher who
was the “subject of young girl fantasy” this song captures the reality of an
inappropriate student/teacher relationship. The moral of this story is that if
you let either of the girls from Abba kiss you or you end up like Gordon.
Rock and Roll High School by (1981) The Ramones were rock and roll
innovators who helped usher in the punk movement as a protest to the disco
craze of the late 1970s. One of their significant songs was this ode to the
modern high school. It represents the opposite end of the continuum from
the Beach Boy’s Be True To Your School. This song leaves little doubt that
students have their own ideas regarding the education that they are being
offered.

Johnny Can’t Read by Don Henley (1982). Don Henley released this song
early in his post Eagle days. It centers on the fact that “Johnny” is
completing high school and can’t read. Henley asks the musical question,
who is to blame? It seems as if Henley believes that it is a group failure, but
importantly he includes Johnny as a major contributor to his own illiteracy.
Oh, no.
Hot For Teacher by Van Halen (1984). During the David Lee Roth
incarnation of Van Halen, the group recorded this anthem of school boy lust
for the older woman/teacher. It also offers that an inappropriate student
teacher relationship does not have to center around the stereotypical notion
of the older man teacher lusting after the school girls placed in his charge.
David and the Van Halen’s suggest that at times this misplaced lust
emanates from hormonally charged young men sitting in the back of the
room. This is not an uncommon theme found and is represented by both
genders on this list.
The Future’s So Bright I Gotta Wear Shades by Timbuk III (1986).
Husband and wife team, Pat and Barbara K. MacDonald who comprised
Timbuk III espouse the monetary value of getting a good education.
Furthermore, songwriter Pat MacDonald promotes the idea that nerds are
cool. He proudly claims to be a “peeping tom techie with X-ray eyes” who
likes his teacher. He sings “I study nuclear science, I love my classes. I got
a crazy teacher he wears dark glasses. Things are goin' great and they're
only gettin' better. I'm doin' alright, gettin' good grades, the future's so
bright I gotta wear shades”. I hope that this is based on a real teacher.
The Principal’s Office by Young M.C. (1989). Young M.C. offers a
somewhat comical look at going to school. The hero/victim of this song
could easily be the reincarnation of Charlie Brown. No matter what he does
he always ends up in trouble and gets sent to the principal’s office.
Somewhere down the line rappers stopped worrying so much about being
sent to the principal’s office.
The 1990s
Grade Nine by The Barenaked Ladies (1992). Canadian rockers
Barenaked Ladies capture a spot in the paper with this humorous look at
school through the eyes of a freshman entering into high school. Clearly this
is a societal rite of passage and the Ladies’ capture it with honesty and

humor. It is a funny when they sing it’s “the first day of class and I’m
already failing”, yet this is a statement with serious undertones to many
students.
Jeremy by Pearl Jam (1992). Based on a real incident, the central character
of this song commits suicide in class in front of his classmates. It is a
sobering look at what some teens feel may to be the final solution to the
pressures of school, home and society. It begs the questions of teen
alienation, bullying, extreme dysfunctional family situations, addictions of
many kinds, and mental illnesses. This list could go on, and too often
schools are inadequately equipped to deal with these serious concerns.
Lunchbox by Marilyn Manson (1994). Continuing the shock rock legacy
of the mother of mayhem, Alice Cooper, Manson recorded this song about
a boy that had been bullied to the point that he cannot take it anymore and
brings a gun to school in his lunchbox. He has every intention that the next
person who messes with him is going to “get his metal”. What makes this
true shock rock is the fact that there are times this is reality, not just a rock
and roll song. Fortunately, it is rare. Statistics tell us that schools are still
relatively safe places to be.
Bethlehem by Paula Cole (1995). Cole picks up where Janis Ian’s At
Seventeen leaves off. This song takes teenage angst to the next level. While
Ian identified the causes of teenage alienation, Cole sings about some of the
consequences. Both are hauntingly powerful songs. Cole paints a chilling
snapshot of a girl struggling to be perfect, but like us all she never can be.
You can feel the pain of desperately needing to obtain the impossible in this
song.
Kids with Killin’ Guns (1995) by Alvin Proffit. Yes it is me shamelessly
listing one of my songs in the top 50 (52) songs about schools. Yet, I stand
on the fact that this song meets the criteria for this paper and it is written and
performed by someone that has been a teacher, guidance counselor,
principal, superintendent of schools and drummer for the Vibrations. The
song’s title makes clear the nature of the song. It was written and released
before the tragedies of Columbine, Colorado and Jonesboro, Arkansas.
Given it will be harder to find then rest of the list let it be noted that it was
released by Spree Productions in Nashville, TN.

Underachiever by Jill Sabule (1997). This song is very serious and deep.
It is intricate and painfully beautiful. Like Paula Cole, Sabule also continues
the angst of Janis Ian’s At Seventeen. She sings about peer pressure and the
expectations put on kids. The song pays tribute to the fine art of
underachieving that so many children in our schools master. Sabule, often
seen as a two hit wonder who wrote the cute novelty song about kissing
another girl, is in reality a serious social commentator worth our attention on
many topics.
The 2000s
Little Things by Good Charlotte (2000). These young men carry the
combined torches of Janis Ian and Dolly Parton. The pain caused by
receiving free lunch, being picked last in gym, no dates for school dances,
and dads leaving on Christmas Eve are all addressed in this song. What
makes this so serious is that this song too often accurately represents a
child’s life.
They Schools by Dead Prez (2000). Dead Prez leaves nothing to read
between the lines how they feel about school. They make it clear that they
feel that teachers are racists and obstacles in the way of hope rather than
providing it. In the song the claim they students are exploited and turned
into slaves rather than being taught how to solve their problems. Once such
problem they list is the problem of crack in the ghetto.
Mary Kay by Jill Sobule (2000). Sobule makes this list twice because she
makes important observations on our schools in two very important areas.
This song is written straight from the headlines regarding the “rape” of Vili
Fualaau by his teacher, Mary K. Letourneau. Letourneau was a 35-year-old
married mother of four at the time. Letourneau served over seven years for
her crime. After her release from prison the couple married and have two
children. In 2004 it was reported by the Associated Press that as much as 10
percent of children between kindergarten and 12th grade are sexually
mistreated by employees in our nation’s schools.
No Such Thing by John Meyer (2001). Meyer captures the difference
between the real world and school that many of us have felt upon returning
to the high school that for four years held us physically, if not otherwise,
captive. Meyer captures the idea that when we are walking the halls as a
student they seem so big, but upon returning we find that is not the case.

Whether this is physical, or symbolic, it nonetheless is true for many things
in our lives as we grow.
She’s Given Up Talking by Paul McCartney (2001). The “cute Beatle”
penned this disturbing look at a young girl that suddenly stops talking in
school. Then reference is made to the fact that she never shuts up at home.
Deep down you know this not a true statement regarding the girl’s home life
and something is very seriously wrong. Most teachers have experienced this
feeling, and they are often correct in their intuition. Could it be that this
little girl was Eleanor Rigby as a child?
School by Apathy (2003). School violence from the perspective of the
perpetrator is the central them of this violent rap song. In the end the song
the student pulls out a gun and begins to shoot other students until “this girl
who I've known who's always nice and talks to me crawls to me, coughin' up
blood and awkwardly whispers two words right before her head drops. She
opened her mouth and said. ‘please stop’”.
Graduation Day by Kanye West (2004). The majority of West’s
commentary on education regards higher education. On his CD College
Dropout we are provided several songs for consideration. This offering was
chosen somewhat do to the fact that at the beginning of this song Pomp and
Circumstances is played behind one of the CD’s skits where a school official
informs Kanye that he will not be graduating. It is not clear if this is college
or high school. Regardless, Kanye does not care, and proclaims that he is no
longer confused and is about to break the rules and has found something
better than school, but don’t tell anybody, his momma (a professor in real
life) would kill him. It could be suggested that West, one of the new
powerful black voices in our culture is expressing the philosophical
sentiment of Dr. Timothy Leary rather than James Brown. The pendulum
continues to swing.
Conclusion
It can be surmised that I am making the point that over the span of years
represented by this paper popular music has taken a more negative and
militant stand toward schooling. In general this may be true, but after doing
this research I feel confident that trends in this music tend to ebb and flow as
well as evolve. To take Bob Dylan to another level, it is true that the times
did change, but with the United States moving toward a more conservative

stand, as based on the last two presidential elections, it may be true to say
that the times are a changing back. Clearly the wars in Iraq and Afghanistan
have yet to fully capture the eye of the “revolutionary” rock star the way that
Vietnam did in the last years of the war. It will be interesting to see if this
changes if these wars continue to drag on. Maybe this is the equivalent of
1964-65.
Recommendations from the research
Listen intently on what is being said to you, for you, and about you each
time you listen to music. Try to understand the children that you interact
with better by understanding the music they listen to. I am not suggesting
you crank the volume up to ear bleeding decibel levels and jump in the mosh
pit just to be “cool”. But you can use this music to develop a better dialog
with those that you teach as well as those that live with you n your home.
You know which ones I am talking about. Those that stay up all night, eat
up all the food and want the car keys as soon as they reach that magic age.
The other recommendation that the author has is enjoy listening. Sometimes
you may want just to move your feet rather than psychoanalyze the
musicians and the generations they represent. Remember the words of John
Sebastian: “The magic’s in the music, and the music’s in me.” You still
believe in magic, don’t you?
Disclaimer: Permission to use song lyrics quoted in this work was not
sought. It is assumed that the educational use of these lyrics do not infringe
upon copyright laws much in the same way that using snippets of movies in
a classroom setting is not an infringement of copyright.
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Abstract
The aim of this study is to determine the effect of using computer simulation on students
based on their ability in problem solving. In this study, it compares the students who
used computer simulation in learning process with students who learned by using
traditional method in learning activities, to determine the effect. The study identifies the
present state of the use of computer simulation in Electrical Technology 1 subject, in
particular, it identifies the needs on computer simulation as a cognitive tool to develop
problem solving skills. The sample was 72 engineering students in Electrical and
Electronic Course session 2004/2005 in Polytechnic of Ungku Omar, Perak Malaysia.
The sample is divided into two groups, control group who used traditional method in
learning process and experimental group who used computer simulation in learning
activities. The finding showed that: (1) there was a significant difference between the
experimental group and the control group in skill level, (2) there was a significant
difference between the experimental group and the control group in achievement level in
test score and (3) there was no significant difference between the experimental group and
the control group in problem solving skill. As conclusion, computer simulation improves
students’ performance in learning Electrical Technology 1 subject.
Introduction
Computer application in Malaysia has been rapidly increased for the past few years in
education sector particularly in teaching and learning process. This situation happens due
to government’s policy that encourages Malaysia to become advanced country equally as
same standard as other advanced countries. Computer technology has a great impact on
education’s effectiveness and productivity. The application of computer technology also,
can be a usage tool to improve Higher Order Thinking Skill. From Criswell (1989),
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Computer Aided Learning is defined as using computer in teaching and learning activities
involves students’ proactive in class participation and gives good respond in learning
process. Based on Shaharom ((1991), Computer Aided Learning consists of few
categories and computer simulation is one of them. A Statement from Gokhale (1996),
the use of computer simulation in learning process could improve advanced level of
thinking. Persatuan Pendidikan Nasional Bahaian Penyelidikan (1994) says, the skill of
advanced thinking level is important to students to apply it at workplace in the future. In
real workplace situations, simulations have been used to train pilots before they fly the
aircrafts. The computer simulation also has been broadly used in engineering sectors, for
instance, it helps engineers to design and build engine parts.
Research Background
Problem solving is part of human’s daily life that people cannot avoid of. In education,
problem solving is unexceptional. A lecturer must have broad knowledges in problem
solving skill in order to encourage his/her students to excel in that particular skill.
Furthermore, students need to develop strategies on problem solving. Polytechnics in
Malaysia, lecturers basically deliver their teaching by lecturing method. Lecturer’s main
role is giving lecture verbally (Zol Azlan Hamidin, 2000) and students take note or
simply memorize and understand concepts of what they have been taught to pass their
examinations. Sometimes, the students failed to take notes in class and they will barely
listen and not fully concentrate to the lecture sessions.
In Electrical Engineering course, to strengthen the understanding on what students learn
in class and to get real pictures on how electrical circuits work, a lab experiment will be
implemented. In the lab experiment, all theoretical and concepts of subjects will be
applied again and this will help students to practise and drill their problem solving skill.
However, not every lab experiments turned out to be successful.
Nijjar says (1995), students need time to do wiring and sometimes electrical components
can contribute failure. As a result, it gives bad impact in learning process. To generate
problem solving skill, students need to be exposed to problems occurred in what they
learn (Forcier and Descy, 2002). The traditional of teaching and learning process,
problem solving skill happens through topic discussions or in other word, the lecturer
encourage students to problem solving by giving them questions related to subjects in
class. However, students do not generate problem solving skill but depend on their
lecturer’s answers.
One of suitable methods to transfer lecturer’s responsibility to student centred activities is
by finding method or penerokaan terarah. Penerokaan terarah needs students to use
sources from outside of the class to generate problem solving. Therefore, there is a
mechanism that can solve and sharpen the problem solving skill among students. The
specific mechanism is called computer simulation. Computer simulation is a program
that simulates the real situation in a certain form. From Maddux, et al. (1996) computer
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simulation is a model or a picture to a condition or situations which appear in distinct
daily life.
Based on Vockel and Van Deusen (1989) in Maddux, et al. (1996), computer simulation
is a device used to improve Higher Order Thinking Skill. This statement supported by
Gokhale (1996), where in his research proved computer simulation design can boost up
high-order thinking skill. There are few characteristics that can be defined as Higher
Order Thinking Skill. Refer to Miller (1990), Higher Order Thinking Skill is based on
critical thinking and the criteria includes the ability on creative thinking, decision
making, problem solving and analyzing and assuming in any kind of problems occurred.
Based on Pogrow (1994) in Gokhale (1996), there are three principles involved in
learning strategies refer to Higher Order Thinking Skills:
i. form an inquiry learning environment
ii. combines visual and interactive learning experience that contribute cognitive
development
iii. constructs cognitive design which combines learning experience
Computer simulation interactive helps students to form or make conclusions on
something that they can relate with and make an argument on the validity of any
statements by using multiple ideas and technical concept in simulation. Therefore, it
proves that computer simulation in Electrical Technology subject can improve students’
ability in problem solving. Quinn says (1993) in Gokhale (1996) by giving opportunities
to students to computer simulation application, it accelerates problem solving skill. This
statement is also approved by Thomas and Hopper (1989) in Maddux, et al (1996) where
computer simulation in education can improve the ability of students in problem solving.
It shows that computer simulation is the effective mechanism to assist students in
problem solving.
Learning process by lecturing method or simply we can say as talk and chalk method or
teacher centred method, the delivery of knowledge is not fully received by students.
Refer to Menn research (1993) in Gokhale (1996), students only accept 30% of what their
lecturer teach them in class. While by doing experiments in laboratory, only 90% of the
knowledge gained by students. Based on Choi and Gennaro (1987) in Joolingen (1999),
students only gained 50% of the knowledge in lab experiment. Therefore, not more than
80% of knowledge students received in class and lab experiment.
According to Polya (1957) in Maddux et. Al. (1996), problem solving process consists of
hypothesis design, strategy framework, data accumulation, data analysis and conclusion.
By Forcier and Descy (2002), problem solving skill includes skills of analysis, synthesis
and evaluation. These skill levels are part of cognitive domain in Bloom’s Taxonomy.
One of learning tools to develop cognitive process is computer simulation (Thomas and
Hopper, 1989 in Maddux et. al. 1996). It proves the application of computer simulation
gives a good contribution in problem solving skill. The students can obtain the skill by
computer simulation in order to explore finding method in learning process.
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In finding method of learning process, the students need to utilize few skills like
hypothesis, experiment design, assumption and data analysis (Joolingen, 1999).
This research tries to find whether the Computer Aided Learning could give a good
impact towards problem solving for Electrical Technology 1 subject referring to the
research background and explanation given or vice versa.
Research Purposes
This research is to determine the effectiveness of computer simulation by students
towards the ability in solving problems related to electrical circuit analysis in Electrical
Technology 1 subject. The questions of research are:
i.
ii.
iii.

What are the skill levels mastered by students who use Electronic Workbench
Computer Simulation compares to those who do not use it?
How far is the effectiveness of Electronic Workbench computer simulation usage
for group of students who used it compare to those who did not use it in Electrical
Technology 1 learning process?
Is the application of Electronic Workbench computer simulation can gives effect
on the students’ ability in problem solving?

Research Hypothesis
In this research, there are eight hypothesises have been formed based on research
problem which include:
i.

Nul hypothesis, Ho: There is no significant difference on the accession level of
knowledge skill between experimental group and control
group.
Alt hypothesis, Ha:

ii.

iii.

There is a significant difference on the accession level of
knowledge skill between experimental group and control
group.

Nul hypothesis, Ho: There is no significant difference on the accession level of
understanding skill between experimental group and
control group.
Alt hypothesis, Ha:

There is a significant difference on the accession level of
understanding skill between experimental group and
control group.

Nul hypothesis, Ho

There is no significant difference on the accession level of
application skill between experimental group and control
group.
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Alt hypothesis, Ha:

iv.

Nul hypothesis, Ho: There is no significant difference on the accession level of
analysis skill between experimental group and control
group.
Alt hypothesis, Ha:

v.

There is a significant difference on the accession level of
evaluation skill between experimental group and control
group.

Nul Hypothesis, Ho: There is no significant difference on the achievement on
significant level of test score between experimental group
and control group.
Alt hypothesis, Ha:

viii.

There is a significant difference on the accession level of
synthesis skill between experimental group and control
group.

Nul hypothesis, Ho: There is no significant difference on the accession level of
evaluation skill between experimental group and control
group.
Alt hypothesis, Ha:

vii.

There is a significant difference on the accession level of
analysis skill between experimental group and control
group.

Nul hypothesis, Ho: There is no significant difference on the accession level of
synthesis skill between experimental group and control
group.
Alt hypothesis, Ha:

vi.

There is a significant difference on the accession level of
application skill between experimental group and control
group.

There is a significant difference on the achievement on
significant level of test score between experimental group
and control group.

Nul Hypothesis, Ho: There is no significant difference between experimental
group and control group in terms of the ability to problem
solving.
Alt hypothesis, Ha:

There is a significant difference between experimental
group and control group in terms of the ability to problem
solving.
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Methodology
This research used an experimental design which known as Static-Group Comparison
Design. The selected sample divided into two groups. A control group represents a group
of students who apply traditional learning method. While an experimental group
represents a group of students use computer simulation in their learning process. To
analyze the learning effectiveness for both groups, a post test has been design in this
research.
Population and Research Sample
This research has been carried out in one of higher institutions in Malaysia. The
population is from 72 first semester engineering students of Diploma in Electrical
Engineering course majoring in Electrical and Electronic, 2004/2005 session. The
sample involves two classes, DKE 1A and DKE 1B in that particular higher institution.
Instrument
In order to collect the data of the computer simulation effectiveness in Electrical
Technology 1 subject, two research instrument have been applied which include:
i.

A set of question for Electrical Technology 1 (Post Test)
This is the main instruments to answer three research problems. The
question distribution is done after applying computer simulation in
learning process for group control and after using traditional method in
learning process for group control. Items classification has been
developed in questionnaires form. The items refer to Bloom’s Taxonomy
which includes six levels in Taxonomy skills because the students’ ability
in problem solving is based on Bloom’s Taxonomy.

ii.

An Interview form
The interview form is the second research instrument in this study. It is
used to support the first research instrument findings. This instrument is
only costumed to experimental group. It is designed to observe the
students’ perception on the effectiveness of computer simulation usage in
Electrical Technology 1 subject and it refers to ARCS model which
involves motivation.
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Research Findings
In this research, the data is analysed using two tests, score min test and t-test. T-test is
used to the hypothesis experiment which is based on research problem.
Research Problem No 1
For research problem 1, six hypothesises has been formed. From Table 1, the result of ttest shows only the accession level of synthesis skill has a significant difference between
the group of students who applied computer simulation and to those who did not use it,
while for the skill level of knowledge, understanding, application, analysis and evaluation
there is no difference on accession level between group of students who applied computer
simulation and group of students who did not use it.
In min score analysis, it shows that there is a difference accession skill level for all levels
between group of students who applied computer simulation and group of students who
did not use it. The group of not using computer simulation gathered min score of 2.64,
they exercise authority in knowledge skill level compared to the group of students who
did not applied computer simulation in their learning process. They only obtained the
min score total of 2.56. For the level of understanding skill, the accession level for the
group of students who used computer simulation accumulated 2.15 in min score, which is
higher than the group of student who did not applied computer simulation. There is only
2.04 min score accumulated for this group. This result is almost similar to the level of
application skill where the accession level for the group of using computer simulation
obtained the min score of 2.44, higher than 2.24 min score obtained by the group of not
using computer simulation in their learning process.
For the level of analysis skill, the accession level for the group of using computer
simulation is 1.96 min score which is higher compared to the min score of 1.87 for the
group of not using computer simulation. Next, the level of synthesis skill for the group of
using computer simulation is higher that the group of not using the computer simulation
which is min score of 0.96 compared to 0.82 min score. With the min score of 0.33
compared to 0.13, it shows the experimental group is better in mastering the level of
evaluation skill compared to control group. The analysis min score in test score
achievement, the group of using computer simulation with the min score of 13.70 is
higher than the min score in test mark achievement for the group of not using computer
simulation (min score of 12.40).
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Research Problem No 2
In research problem 2, the effectiveness of the usage of computer simulation refers to the
level test mark achievement and students’ perception on the application of computer
simulation in Electrical Technology 1 subject. A hypothesis has been developed from this
research problem 2. From Table 1, based on result of t-test has shown the differences in
significant students’ achievement test between the group of using computer simulation
and the group of not using the computer simulation.
The score min analysis output showed the min score of test mark achievement for the
group of using computer simulation (min score = 13.70) is higher than the min score of
12.40 for the group of not using the technology. For the students’ perception on
computer simulation application in Table 2, by observation, relevant and satisfaction in
the usage of computer simulation, it is in the higher score 3.84, 3.62 and 3.89. While for
the students’ perception on the effect of computer simulation application, in term of
confidence, is in the moderate level (score min=3.31)
Research Problem No 3
For the research problem 3, the students’ ability in problem solving is referring to three
skill level in Bloom’s Taxonomy which included analysis, synthesis and evaluation.
From Table 1, the research finding by using t test proved the computer simulation
application in Electrical Technology 1 did not give impact to students’ ability in problem
solving. The reason is the group of using computer simulation only mastering the level
of synthesis skill. In problem solving it needs the skill levels in analysis, synthesis and
evaluation. Form the min score, it proved the statement of the group of using computer
simulation mastered all three skill levels in problem solving method.
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Table 1 : The analysis of the level of students’ ability in problem solving
Item
Knowledge
Understanding
Application
Analysis
Synthesis
Evaluation
Test

Group

N

Min

Standard
Deviation

1
2
1
2
1
2
1
2
1
2
1
2
1
2

45
27
45
27
45
27
45
27
45
27
45
27
45
27

2.64
2.56
2.04
2.15
2.24
2.44
1.87
1.96
0.82
0.96
0.13
0.33
12.40
13.70

0.679
0.641
0.706
0.602
0.743
0.641
0.869
0.706
0.387
0.192
0.457
0.555
2.973
1.996

t

t-Test
df

Sig.

0.549

70

0.585

-0.637

70

0.526

-1.162

70

0.249

-0.513

63.646

0.610

-2.054

68.169

0.044

-1.579

46.915

0.121

-2.223

69.015

0.030

* 1 = Control Group
2 = Experimental Group

Table 2 : Students’ perception on the usage of computer simulation
Students’ Perception
Observation
Relevant
Confidence
Satisfaction

Min
3.84
3.62
3.31
3.89

Standard
1.229
1.294
1.409
1.174

Perception Level
High
High
Moderate
High

Conclusion
The result of this research obtained there is a significant difference in the accession level
of skill between the group of using computer simulation and the group of not using the
technology. There is also a significant difference test score achievement between these
two groups and there is no significant difference in the ability of problem solving for both
groups.
To summarize it, computer simulation can be used as a great tool in towering the domain
cognitive level in students’ skill level. From the result, the hypothesis test showed the
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group of using computer simulation only mastered in one skill level. However, from the
min score result, determined the group of using computer simulation can develop five out
of six skill level of Bloom’s Taxonomy. The students’ should be exposed more time on
computer simulation in order to boost up the skill level. In the other words, no limitation
on students to use the technology.
Because of there is a limit on the computer simulation application on this research, it
can’t give a full picture the effectiveness of the usage. Even though the group of using
computer simulation did not success in mastering all skill level but they excelled in test
score due to the characteristic in computer simulation where the students can have clear
pictures on how the circuit functions. Plus, the motivation element is also generates
students’ improvement. Literally, computer simulation motivates students to do
exploration in their learning process.
In this research, computer simulation does not improves students’ ability in problem
solving because they only developed one skill level compare to three skill level. Limited
time given is also one of the major factors in finding the effectiveness of computer
simulation application.
For conclusion, the application of computer simulation on Electrical Technology 1
subject showed a positive effect on students.
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ABSTRACT
College and Middle School Reading Buddies: How to Create a Successful Program
Successful reading teachers provide unique and varied opportunities for their
students to read and write, and successful teacher-educators provide unique and varied
opportunities for pre-service teachers to connect with children. Implementing reading
partners and journaling to support the teaching of literacy can motivate reluctant
adolescent readers and can encourage the formation of positive literacy attitudes (Burns,
Roe, Smith, 2002; Butler, 1999; Cooper, 2000; Trelease, 2002). Before they can
empower students to form reading partnerships, teachers at all levels of experience, from

pre-service to veteran, need to understand the techniques and strategies for developing
successful reading buddy partnerships (Burns, Roe, Smith, 2002; Butler, 1999).
However, authentic partnership projects can be either a delight or a disaster. This
paper reports on successful field-tested methods for developing a reading buddy project
with pre-service teachers and students in grades five to eight. Sample student journal
entries, assessment rubrics, and resource lists are included along with a step-by-step
guide and tips for establishing a successful reading buddy program.
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Abstract
A Modest Experiment Comparing Graduate
Social Work Classes, on-Campus and at a Distance
Literature on distance education in higher education, particularly that education
provided at a distance via technology, suggests that such means can provide learning as
well as the traditional face-to-face classroom. The issue of evaluation of such delivery
remains an important empirical issue for professional social work education, especially
for the "human behavior in the social environment," area described in this paper. This
paper will describe a quasi-experimental comparison of two classes that delivered content
of masters’ level social work curriculum. The classes were nearly identical in curricular
content, but differed substantially in pedagogy, particularly the means of delivery. One
class (N=17) was delivered in an on-campus setting with computer technology assisting
that delivery. The other (N=22) was delivered in off-campus settings of varying degrees
of distance, and was substantially more dependent on computer technology as well as
interactive television. Given the earlier findings of research on such means of delivery,
we hypothesized that students would learn equally well in both classes. To aid in the test
of the hypothesis, several variables were identified as predictors of learning. These
variables include student age, time since graduation, undergraduate grade-point average,
a pretest and a measure of achievement during the course. Two statistical methods were
used to compare the classes. First, bivariate analysis was used to investigate differences
between groups on the predictor variables. Second, regression models were developed for
both the on-campus group and the distance group. The variance explained and the
magnitude of the influence of the predictor variables were compared. Overall, it appeared
that the results were consistent with the hypothesis that distance learning can produce
similar results to the in-class experience. The explanation of these findings appears to lie
in the differing achievement of students prior to their entry into the academic program,
with undergraduate grade point average being an important strength for on-campus
students, and experience since achieving their undergraduate degree an important
strength for distance students.

A Modest Experiment Comparing Graduate Social Work Classes, on-Campus and at A
Distance
Distance education became an important issue for social work education in the
U.S.A in the 1990s. By the mid-nineties, a survey reported by Siegel, Jennings, Conklin,
and Napoletano Flynn (1998) indicated that growth in distance education in social work
was evident, and out of the 259 institutions surveyed 41 (16%) programs had distance
offerings. These programs indicated that Human Behavior in the Social Environment
(HBSE) courses were the most frequently offered curricular area, being offered at 51% of
the institutions. Interestingly, the high number of offering of HBSE through distance
education continued through 2005 (Moore, 2005). Moore surveyed 56 social work faculty
and discovered that within the 56 faculty surveyed, HBSE had been taught at a distance a
total of 75 times which was more that any other social work content area (Moore, 2005).
Despite the high number of HBSE courses being offered through distance education
technology (interactive television or ITV, web-based, electronic communication,
listservs, discussion groups), few evaluative studies exist that question whether or not
HBSE curriculum lends itself to delivery through distance education technologies. In
fact, Rooney, Hollister, Freddolino, and Macy (2001) suggest that further research is
needed to examine the effectiveness of distance education within different content areas
such as HBSE.
HBSE is a core curriculum course required to be taught by the Council on Social
Work Education, which accredits social work education in the U.S.A. Social work
educators would probably see HBSE as a knowledge course, in a curriculum that they

commonly divide into knowledge, values and skills. As a knowledge course, they would
probably see it as more amenable to distance education than the more culturally intense
values or the more practice intense skills, which social work educators would see as more
amenable to face-to-face instruction.
Literature Review
Despite the call for evaluative studies of core curriculum offerings in social work
education, few studies exist that examine the delivery of human behavior in the social
environment (HBSE) at a distance (Barnett-Queen and Zhu, 1999; Johnson and Huff,
2000; Frey, Yankelov, and Faul, 2003). Unfortunately, when the delivery of HBSE at a
distance has been evaluated, the evaluation tends to center on the students’ perceptions of
the delivery method, rather than whether students learn the necessary content within
HBSE. For example, Barnett-Queen and Zhu (1999) and Frey, Yankelov, and Faul
examined attitudes about the methods of delivery of HBSE through distant technologies
rather than focusing on student learning. Barnett-Queen and Zhu found that students in
the distance delivery had more favorable attitudes towards the use of distance delivery
techniques (posting of syllabus, class notes, class assignments, and discussion questions)
than on campus students. In addition, Frey, Yankelov, and Faul focused on comparing the
perceptions of distant students taking HBSE and research methods courses on their use of
features found in WebCT, a course delivery package. The features included email
communication, posting of the course syllabus, on-line quizzes, and on-line discussion
groups. Rather than focus on student perceptions of the delivery methods, Johnson and
Huff (2000) focused on the use of computer-mediated communication (email and
listservs) among HBSE students. The authors, however, did not use email to disseminate

HBSE curriculum content. Instead, they found that email and listservs tended to be used
for course business with requests for grades being the most addressed item. As the
literature clearly demonstrates the evaluation of student learning when HBSE is delivered
via distance is sorely needed. To date, there appears to be no such studies on HBSE
where the outcome measure is student learning.
Despite the lack of examination of student learning in distance offerings of
HBSE, one common method of evaluating distance offerings is to focus on student
learning outcomes. For example, Coe and Elliot (1999) found no significant differences
in course grades. In a meta analysis of 19 studies covering some 40 years of study in
distance education other than social work, Matchmes and Asher (2000) concluded that
there is no overall difference in learning between distance and traditional learners, but
that two-way interaction improved learning over old one-way television, that workplacebased courses had higher achievement than non-workplace courses, and that the type of
remote site did have an impact. Haga and Heitkamp (2000) reported similar grade-point
averages between on campus and distance students. Faux and Black-Hughes (2000)
reported an improvement from pre- to post-multiple choice scores when content was
delivered on-line. Wolfson, Marsom and Magnuson (2005), though they relied on student
perceptions and had an N of just 21, reported greater perceived achievement of learning
objectives among on-line students than in-class students in a field education (internship)
seminar.
Few studies have considered the possibility that predicting student learning
outcomes variables can be dependent on several variables. For instance, Stocks and
Freddolino (1998) compared grades of a research methods course in social work on

campus to an Internet based course. The authors found that for the Internet section,
attitudes about computers was the best predictor of course grades (24.6% of the variance
explained), while for the on campus section, having an existing email account was the
best predictor (16.6% variance explained). The study also considered technology use,
access to a home computer with a modem, emails to the instructor, and emails to a list as
predictors of final grade. In another example, Harrington (1999) compared an in class
statistics course to one delivered via computer programmed instruction. The author found
that ethnicity, gender, age, grade point average, and course type (on campus vs.
programmed instruction) account for 37% of the variance explained in course grades. In
addition, the best predictor of course grades was the course type.
In conclusion, the review of the above literature indicates a need to further
examine the delivery of HBSE at a distance. In addition, exploration of course outcomes,
such as grades and predictors of such outcomes are needed. Thus, the research question to
be examined here twofold. First, can HBSE be successfully delivered via distance and
produce equivalent student outcomes when compared to on campus delivery? Second,
what are predictors of successful learning when delivering HBSE by differing methods?
Methods
This section will describe the variables, the differences of the two classes, and the
statistical analysis of our study.
The variables. The researchers had access to a variety of data describing the
students. This included measures representing achievement prior to the class consisting of
average grades for the students in their baccalaureate program (GPA) and the time since
the students had achieved that degree as well as age (proxies for experience). A pretest of

the basic theoretical knowledge students should have achieved prior to the course as well
as of knowledge the student should gain in the course was administered. Unreliable items
were eliminated from this pretest to achieve a reliability of alpha=.70. Student
achievement in the class was measured by a total of scores for the various assignments of
the class. These assignments consisted of weekly presentations by students, as well as
weekly multiple choice quizzes, exams and a paper. Most important for this study was the
kind of class, or the treatment that students received via the differing course offerings.
The classes as treatment groups. Two class offerings will be compared here, and
the two classes shared many characteristics. The classes were offered from eastern North
Dakota, U.S.A., beginning in January and ending in May 2005. Small populations are
scattered over long distances in this prairie landscape. Both classes were part of a
Master’s of Social Work program. The subject of both classes was HBSE and both
classes emphasized theoretical learning about macro social systems. Generally,
theoretical concepts which were compatible with an approach to systems theory called
complexity theory were emphasized in the course. All students would have a prerequisite
HBSE course which included some content about systems theory. The classes used the
same student assignments, though students were in control of the content of class
activities via their weekly assignments. Both classes used student participation in the
form of working in groups to develop examples of concepts assigned for each week.
Student interaction outside of class centered on working in these groups, and in class it
centered on individual student presentations emerging from their work in the groups.The
classes were similar in size and had the same instructor. Both classes used a computer
program called Blackboard to supplement instruction, and all standard information from

the instructor was posted on Blackboard for both classes. Students who missed classes
were required to post their work on Blackboard. Both classes had at least some students
who commuted substantial distances to attend classes. While the classes had much in
common, they also differed substantially.
The on-campus class was offered in a traditional format. These students were
considered full time. It utilized live class interaction in the physical presence of the
instructor. This class met in this person-to-person mode for a total of about 30 hours, two
hours weekly over the 16-week semester, and students sat in small desks aligned in rows
with the instructor in the front of the room. Student workgroups were able to meet each
other in person weekly if they chose. The blackboard program was used for sharing
established information for the most part, not for student interaction. The majority of this
group had received their baccalaureate degree form the institution offering the graduate
HBSE course, and some of those students had taken several classes from the instructor of
the graduate HBSE course. In an end-of class student survey which rates the student's
own initiative, the quality of the learning process and the ability of the instructor, students
indicated above average ratings.
The distance class consisted of students considered part time students. They met
over interactive television for about 15 hours over the course of the semester, meeting
alternate weeks. The students had all met one another in on-campus classes during the
previous summer. Some of the students in that class attended in the room where the
instructor was located, and the remainder were scattered in other interactive television
rooms in clusters from one student to half a dozen, over hundreds of miles of territory.
Blackboard was utilized extensively, presumably substituting on-line interaction for work

equivalent to the reduced student meeting time. Students would both organize their group
work via Blackboard, and then present it on Blackboard in weeks when there was no
interactive television meeting. The Blackboard discussion was carried on in a computer
program function called “discussion board,” where students typed in their assignments
and others, including the instructor, typed in responses for all to see, over some extended
period of time. The end-of class student survey which rates the student's own initiative,
the quality of the learning process and the ability of the instructor rated the class lower
than usual ratings.
Analysis. The research design was quasi experimental, comparing the two forms
of class offerings, but also utilizing other available variables which might predict change.
While the on-campus class was slightly smaller with 21 students, not all students
completed the pretest resulting in just 17 students available for the study. In the distance
class, 22 of 23 students completed the pretest. Bivariate analysis—differences of means
in the two class groups—was utilized to describe the differences of the two classes. In
addition, three separate regression models were developed to predict achievement in the
two groups. Given the earlier findings of research on such means of delivery, we
hypothesized that students would learn equally well in both classes, and that was
supported. However, a logistic regression was utilized to examine possible selection bias,
and did indeed find such bias.
Results
The two classes described above were compared, a total sample of 39 students.
The statistics are, for the most part, very similar. Their age, undergraduate GPA, pretest
score and total points for the course did not differ much, and the differences were not

statistically significant. As can be seen in these statistics, and as an independent t-test
found, the only sizable difference in the two groups was the time since receiving their
undergraduate degree, significant at the .05 level.
Table 1: Comparative statistics of the on-campus and distance classes
Variable
Age
Undergraduate GPA
Pretest score
Total points for course
Time since undergraduate degree

On-campus Mean, (SD)

Distance Mean, (SD)

37.23 (12.22)

36.63 (9.05)

3.22 (.40)

3.17 (.44)

16.47 (4.69)

15.00 (3.84)

153.70 (18.85)

156.14 (10.10)

5.00 (7.71)

7.50 (7.85)

In addition to the above discussed variables, the groups were compared on
whether their undergraduate degree was completed at the same institution from which the
two HBSE classes were delivered, or at another place. Within the on -campus group, ten
of the 17 students had received their undergraduate degree at the HBSE-offering
institution, but the distance students were much more likely to have received it elsewhere,
with just five of the 22 having received their degree at the HBSE offering institution.
The spread of total points for all 39 students was 125 to 189, with a mean of
155.08. As Table 1 shows, the mean total score for the on-campus group was 153.71
(SD=18.85), while the distance group had a mean score of 156.14 (SD=10.10). An
independent t test was conducted to see if there was a statistically significant difference
between the two groups, and despite the slightly higher level of achievement of the
distance students and the more limited variation for that group, there was no statistically

significant difference between the groups (t=-.52, df=37, p=.61). The lack of statistical
significance seems to indicate that students’ achievements were equal for both HBSE
classes, supporting our original hypothesis.
To investigate the influence of age, undergraduate GPA, time since undergraduate
degree, location of undergraduate degree, pretest, and delivery method had on total
points, linear regression models were developed and presented in Table 2. For all 39
students, the predictor variables were able to explain 44% of the variance in total scores.
Table 2 column 2 provides the beta weights for each predictor for all 39 students. The
larger the beta weight, the stronger the prediction, limited of course by the total variance
explained. For example, in the total 39 student group undergraduate GPA had a beta
weight of .57 therefore, the conclusion can be drawn that undergraduate GPA was the
strongest predictor of total achievement, with higher undergraduate GPAs indicating
higher achievement, as might be expected. Time since graduation, at .54, is almost as
important an explanation of achievement, and the greater the time, the greater the
achievement. Interestingly, the delivery method, whether on-campus or at a distance, had
little influence (beta= -.16) on total achievement, again indicating support for our central
hypothesis.
Table 2: Regression models of student achievement
Total Sample Beta

On-campus Beta

Distance Beta

Weight (r2=44%)

Weight (r2=60%)

Weight (r2=7%)

Undergraduate GPA

.57

.39

.65

Time since graduation

.54

.33

.68

Undergraduate location

-.28

-.38

.03

Variable

Pretest score

.24

.31

-.00

Age

-.18

-.06

-.32

Class (Distance =1)

-.16

-----

-----

Next, the two delivery methods were divided and the predictor variables were
regressed against total score for each group, as indicated in the last two columns of Table
2. The predictor variables considered were undergraduate GPA, time since
undergraduation, location of undergraduate degree, pretest, and age. Interestingly, the
variance explained for the on campus group was 60% while the off campus group had
only 7% of the variance explained by the predictors. Thus, we can reach a general
conclusion that being in one program as opposed to the other is very important for the
students, because the effects of the other variables in the model are changed by the
program. On-campus the effects are strong, but at a distance they all but disappear.
Due to the difference in the models, a post hoc hypothesis that different types of
students were selected into the distance delivery and the on-campus was examined. A
logistic regression model was run using the predictor variables of undergraduate GPA,
time since graduation, location of undergraduate degree, age, pretest, and total points.
The logistic model was designed to examine whether these variables were predictors in
whether a student was likely to enroll in the distance delivery or on-campus. Overall, the
model was able to predict enrollment accurately 80% of the time. More specifically, for
the on campus students (N=17) the logistic model was able to classify 77% of the
students (n=13) accurately. For the distance delivery, the logistic model was able to
classify 82% of the students (n=18) accurately. Given that the only significant difference

in the means of the two groups was the time since graduation, it appears to be the most
logical explanation of the fact that effects are very different in the two groups. This is a
very important design issue which we will discuss below.
Discussion
What then can we say about the teaching of this knowledge course in the
differing formats? Clearly, our hypothesis that there would be no difference in the
outcome was supported. In terms of learning outcomes, and consistent with what
previous work had suggested, our study suggests that the knowledge content of HBSE in
social work education will lend itself to varying delivery methods, at least so far as
students' learning is concerned. However, other issues may lie behind this conclusion,
and those issues may need attention in both the study of, and the delivery of social work
education. Differences noted between the two classes in two areas are suggestive, and
those areas are the ratings of the courses by students, and the differences in experience of
the students, particularly those which suggest a selection bias.
While the detailed data from student ratings of the courses was not presented here,
distance students were not as comfortable with their own class process, the organization
of the course, or the instructor as were the on-campus students. While we do not have
data which describes the reasons for these differences, we suspect from what we know
anecdotally that there are both contextual and course delivery issues at play here. The
contextual issues which detract from students' appreciation of the course delivery are
probably couched in the non-educational responsibilities which come with the course
delivery. Distance students, more than on-campus students perhaps, maintain a high level
of responsibility to job and family while getting their degrees. Thus, contextual stress

may be compounded by the distance student's participation in the degree program, and
makes the experience a less positive one for the student. This contextual stress can be
contrasted with the on-campus students' greater experience with the campus and
instructor, which when compounded with the in-person delivery probably leads to a more
comfortable course delivery.
However, the selection of distant students into the program at a time more distant
from their undergraduate degrees than the on-campus group may have also changed their
experience, and in a positive way. Given that they probably had more professional
experience and the opportunity to develop learning skills since graduation, they were
probably less dependent on their prior academic experience for their achievement than
on-campus students. Another way of thinking about this is the language of strengths often
used in social work. The on-campus students had strengths gained from their on-campus
experience, and were able to utilize them to achieve in the course. The distance students
had strengths gained from their professional experience, and were able to use them to
achieve. Thus, both groups achieved, and at about the same level.
However, the presence of differing backgrounds suggests another issue for
comparisons of delivery with quasi-experimental designs, namely that researchers need to
be aware of the possibility of selection bias. They need to examine that issue by
collecting data on background variables which describe those differences.
Finally, we recognize that our small study, in a unique region of the U.S.A., is not
generalizable to other areas. However, the support of the no difference hypothesis, as
well as the notation of differences in the groups, suggests issues which other educators in
other settings might well consider as they study educational delivery.
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Abstract
“Contextual Supervision” (CS) is a mentorship model designed for the assisting of the
professional development of educational personnel, especially those practitioners beginning their
careers. CS has been created and refined both in practicum settings for beginning K-12 teachers
and in post-secondary settings for novice instructors in Western Canada during the past 15 years.
Here is a description of the CS approach and its rationale, together with a synthesis of
accumulating research evidence demonstrating its strengths, limitations, and potential
effectiveness in helping individuals in supervisory and mentorship roles to coach novices in
developing and/or improving their professional skills.
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Contextual Supervision: Its Foundation and Background
Although usage of the term supervision in educational circles has been less fashionable
than applying such labels as mentoring, coaching, induction or professional development, the
fundamental aim undergirding all of these processes is the same (Lasley, 1996; Shanker, 1996,
Scherer, 1999). This essential aim is for experienced professionals (who already possess a certain
degree of knowledge and skills) to assist their novice colleagues to develop and/or improve
professionally (Glatthorn, 1990). In fact, a review of the related body of literature spanning the
last several decades reveals that the key objective of all instructional supervision (regardless of
its unique label) was and is -- and in all likelihood will continue to be -- to enhance the
teaching/learning process (Wasley, 1999), for all age-levels, subject areas, and contexts. Thus, in
this paper, supervision and mentorship are used interchangeably.
Description of Contextual Supervision
Contextual Supervision (CS) is a mentorship model that may be used by supervisors (i.e.,
experienced individuals in either permanent or temporary mentoring roles) to promote the
professional development (i.e., the acquisition or the improvement of job-related skills, tasks, or
knowledge) of supervisees (i.e., individuals in this relationship whose goal is to learn or improve
these specific skills or tasks, Ralph, 1993, 1996a, 1998, 2000, 2005). I designed and refined the
CS model, which was originally based on the Situational Leadership approach created by Hersey
and Blanchard (1977, 1988). Over time, I modified and adjusted CS to form the present model
described in this paper (Ralph, 1998, 2004, 2005).
Within the perspective of the CS approach, this learning experience occurs within a
particular context that is unique in terms of the participants involved in the mentorship
relationship, the task being pursued, and the physical and psychological environment in which it
occurs. Thus, the whole process is situational or contextual, as indicated by the border in Figure
1.
_______________________
Insert Figure 1 about here
_______________________

Mentoring Educational

4

The CS model is rooted in the original Clinical Supervision approach developed by
Cogan (1973) and Goldhammer (1969). Clinical Supervision provides a mentoring framework in
which a protégé receives constructive criticism from a supervisor, who observes and coaches the
former in his/her practice of professional skills.
As shown in Figure 1, the heart of the CS model is first that the person in the mentorship
role varies his/her supervisory style according to the supervisee’s particular developmental or
readiness level to perform the specific task being learned. Then, as the latter advances in his/her
level of development in that particular knowledge component or task, the mentor purposefully
adjusts his/her supervisory style to reflect this protégé’s growth. Thus, with CS, supervisors do
not employ a single best leadership style, but modify it to match the contextual variables unique
to the learner with whom they are working in the mentoring relationship. (Ralph, 1993, 1996b,
2004)
The context. As portrayed by the border surrounding the practice component in Figure 1, there
are situational factors that affect the mentorship process just as is the case in any human social
activity. During the day-to-day routines of work-life these elements become intertwined. These
variables may be: psychological, social, organizational, political, cultural and economic.
Although supervisors will recognize the presence and the effect of these factors upon the
supervisory process, they often may not be able to alter many of these contextual influences.
However, they are able to modify their own task and support responses (e.g., see Ralph, 1993;
Stones, 1984), and this, in fact, becomes the critical step in implementing CS.
The practice. The actual mentorship process, which is the central core of Contextual
Supervision, is represented in the central portion of Figure 1.
At the core of CS is that the individuals filling the supervisory or mentorship role will
vary their supervisory styles in order to meet the professional needs of the novices with whom
they are working. This leadership style consists of two dimensions: (a) task (i.e., the mentor’s
concern for the substantive content or subject-matter, the accomplishment of the pre-established
objectives, or the quality of the supervisee’s performance of the specified skill); and (b) support
(i.e., the supervisor’s concern for providing the human elements of encouragement, positive
reinforcement, affiliation, consideration, acceptance, and psycho/emotional warmth). Both of
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these supervisory elements may vary in the intensity with which they are administered by the
mentor -- ranging from low to high levels, as represented along the axes of the S-grid.
Styles and levels. The mentor’s style adjustment occurs in direct relation to the supervisee’s
existing level of development in being able to perform a particular skill being practiced or to
internalize the specific material being learned. The supervisee’s development level similarly
consists of two aspects: his/her confidence (i.e., their assurance, poise, security, or comfort level)
and his/her competence (i.e., current ability, skill, capability, and expertise) in actually
performing the particular task or procedure in question. As with the case of supervisory style,
both of these developmental components can also range along a continuum from high to low
levels.
In the center portion of Figure 1, a pair of grids is shown, each with two axes and four
quadrants, which indicate the four typical supervisory styles (in the S-grid) and the four
characteristic development levels (in the D-grid). Each of these grids represents a range of
possible combinations, but the four quadrants in each grid provide typical categories for the
purpose of focusing the pair’s analysis and action in the supervisory process.
Summary of Research Findings on the Contextual Supervision Model
I synthesize the results of the 14 years of research on CS in the following two stages: the
1991 to 1999 findings and the 2000-2005 results. I only summarize the research, here, but refer
readers interested in the details of the methodology and analysis to the reference section for
additional sources.
The 1991-1999 Findings
In a series of early studies, I reported how I used CS, personally, to inform my own
mentorship and supervisory practice, first as a faculty advisor with several cohorts of pairs in the
extended-practicum program at my university (Ralph, 1991, 1992, 1992-1993, 1993, 1994;
Ralph & Yang, 1993); and also as a peer-consultant and workshop leader in instructional
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development for new post-secondary instructors (Ralph, 1995, 1996b, 1996-1997, 1998; Ralph
& Konchak, 1996).
Later, I reported results from several studies that investigated the application of CS by
whole cohorts of instructional supervisors (who I trained to apply CS in their mentorship of their
teacher-interns). In these latter studies, I did not merely apply CS privately in my own
supervision, as was the case in the first series of studies, but I presented the model to six different
cohorts of classroom cooperating teachers, who in turn learned it and applied it in their own
supervisory practice with their interns during the six extended- practicum sessions (Ralph,
1996a, 1998, 1999, 2000, 2002). Some of these studies examined the supervision of teacherinterns’ as they learned to apply classroom-management and discipline skills in their practicumteaching , while other studies investigated the supervisors’ use of the CS model as they assisted
the interns to develop their oral-questioning skills in their teaching.
A synthesis of the key findings of all of the above studies of CS reveals that: (a) a
protégé progresses through different developmental levels for each instructional skill; (b) a
mentor who adjusts her/his leadership style to match these developmental levels appears to
enhance the protégé’s professional growth in these skills; (c) interpersonal problems typically
arise when mismatching of mentor style and protégé development level occurs; (d) these
conflicts tend to subside if this misalignment is corrected when the supervisor synchronizes
his/her leadership style with the corresponding development level of the supervisee; and (e)
classroom cooperating teachers, on the whole, seem to prefer using a high supportive/low
directive style (i.e., S3 or S4), and in some such cases may actually limit the professional
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development of supervisees who may in fact be at a D1 or D2 level in their performance of a
specific skill.
These findings suggest that when mentors/supervisors are familiar with CS and its
principles, they are more consistent in their matching of mentorship/leadership styles
appropriately with the development levels of the supervisees. The studies not only confirmed
that supervisors seem to prefer using supervisory styles with higher support and lower task
responses when working with other adults, but also that the supervisees, as a whole, tend to rate
themselves lower in skill development than their mentors do. One further problem that was
identified by the previous CS research was that even when cohorts have been exposed to CS
preparation and training during supervisory workshops, there still exists among a certain
percentage of cooperating teachers an ambiguity about, or a misinterpretation of some of the CS
principles and /or their implementation of the CS model. Yet, it has also been shown that the CS
concepts and principles, once understood and accepted by personnel in supervisory roles, are
relatively easy for them to apply (Ralph, 1998, 1999, 2000, Watt, 1998)
The 2000-2005 Findings
In order to attempt to reduce this mismatching gap that appears to arise among some
internship pairs, I recently instituted two distinct changes in the extended-practicum program
with my last two assigned cohorts of practicum pairs of classroom cooperating teachers and their
interns. I added two additional half-day inservices: an orientation to CS for cooperating teachers
at the beginning of the practicum, and a debriefing seminar for them at the conclusion. I also
made a deliberate attempt to make more specific references to the CS model and its process, both
during the regular three inservices and during my five in-school visits with each pair.
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The major purpose of my addition of these three new components was to increase the
supervising teachers’ exposure to the CS model, compared to the degree of exposure to it that
previous classroom cooperating teachers had experienced.
I introduced these changes in direct response to the negative finding described earlier that
repeatedly emerged in all of the CS studies: namely, the constant presence of 25% to 30% of
cooperating teachers in each cohort, who appeared to mismatch their mentorship style with the
task-specific developmental level of their interns.
Although various reasons have been advanced for this recurring mismatching
phenomenon (e.g., participant disinterest in the model, misunderstanding of it, inability to apply
it, devaluation of it, satisfaction with past and present practice, or the college
supervisor/researcher’s ineffectiveness at describing/promoting it, Ralph, 1993, 1996a, 1998,
2000, 2002, 2004) my quest was to reduce this mismatching phenomenon. Ultimately, I wished
to improve the overall effectiveness of the mentorship process for future cooperating teachers
and their interns. Thus, I sought to analyze the results of these program changes with my two
most recent cohorts. I now present these findings in the following sub-section, and I also
compare them to the results of the earlier studies.
The current findings. The difference between this most recent study of the implementation of CS
and the earlier ones was the addition of the changes described above. In all other respects, the
program format, the procedures, and the related components were similar to those of the earlier
CS studies reported previously (Ralph, 1993, 1996a, 1996b 1998, 2000, 2005). Both in the
previous and the current studies, data were collected by having participants indicate on copies of
the two respective grids of the CS model, where each one of them and their partner would be
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located within the quadrants. Each individual privately identified where he/she thought his/her
location and that of his/her partner were in terms of the D and S quadrants. This self- and
partner-plotting was done both at Week 6 and at Week 11 of the 4-month practicum, in order to
give a “pre-” and a “post-” reading of participants’ perceptions of their self- and their partnerperformances with respect to the supervision of protégés’ classroom management skills. I then
collated all of these data with respect to the total number of individuals whose plottings of their
own performance and that of their partners matched similar quadrants (i.e., S1 with D1, or S2
with D2, and so on).
Developmental Level. I conducted a comparison of the degree of the supervisors’ matching of
their mentor style with protégé development between the previous programs and the “new” one.
An examination of these findings showed that for the partners’ agreement for the supervisors’
styles there was more consistent matching for the cohorts in the latter study. For the partners’
agreement about the interns’ developmental level, however, the findings between the earlier and
recent studies were more similar, both at 87% agreement.
If one assumes that the closer the match between leader style and learner development,
the more effective is the mentoring process, then it also seems reasonable to presume that the
changes implemented with the cohorts in the recent study accounted for the improvement of
successful matching for supervisory style. A “new” 83% agreement compared to the previous
71% for the mentors’ supervisory style demonstrates a substantial increase in the degree of
appropriate matching by the participants. The two 87% values for the developmental level show
that the participants in both the early and recent cohorts apparently had less difficulty in
determining the interns’ levels of development than they did on reaching consistent agreement
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on the cooperating teachers’ supervisory styles.
However, despite the improvement noted in the most recent internship program, there
still persists a degree of inconsistency of matching in both areas. For instance, 5% of the interns
from the recent cohorts still ranked themselves higher on the D-scale than did their cooperating
teachers (or, alternatively, their teachers rated them lower in development than the interns ranked
themselves). Also, 8% of the interns ranked themselves lower in development than did their
cooperating teachers. An explanation for this aspect of mismatching may relate to the
differences between expert and novice practitioners, whereby the former, because of their
accumulated experiences, focus more on a sophisticated and holistic picture of the process, while
the latter tend to be more narrow and idealistic in their perspective (Shulman, 1987; Veenman,
1984). Thus, in the 5% case, the teacher-interns may have overestimated their skill level in
classroom management. On the other hand, for the 8% sub-group, the interns may have
“outwardly” appeared capable, but “inwardly” may have lacked the confidence that their
supervisors thought they had in performing the tasks.
I would invite interested educators/supervisors/managers in other fields to conduct
similar research with the CS model to determine if similar results would occur in their respective
contexts.
Supervisory-style. With respect to agreement on positioning both by the interns and by the
cooperating teachers, themselves, of the cooperating teachers’ locations on the S-grid, 17% of
the pairs mismatched their plottings. In this sub-group, the supervising teachers placed
themselves numerically higher on the S-grid than their interns placed them.
The key in resolving this particular style difference is for the pair, together, to re-assess
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or verify the existing developmental level of the protégé in performing the skill in question. If
they determine, for instance, that the protégé’s level is D3 (high competence and low
confidence), then according to the CS model the mentor is obliged to respond with an S3 style
(in which a high degree of supervisory support appropriately meets the protégé’s low confidence
need).
Style/development mismatch. Ideally, if the CS model functioned perfectly there would be a
100% agreement in matchings between the pairs’ self- and partner-plottings in the respective D
and S grids. However, there was a greater consistency of match between partner’s plottings of
interns’ developmental levels than there was for partners’ rankings of cooperating teachers’
supervisory styles
Yet, there still exists a 4% discrepancy in the current study’s results (i.e., between the 87%
D-grid agreement and the 83% S-style matchings), which necessitates that further analysis be
conducted to seek reasons for this discrepancy, and to generate strategies to help reduce the gap
even further. Nevertheless, in overall terms, comparing the findings from the most recent study
with those of the earlier CS research suggests that, unsurprisingly, introducing more time and
exposure for pairs to understand the model and its workings, especially for the supervisors, had a
positive effect in reducing the extent of mismatching that had existed previously. Would similar
findings emerge if the CS model was implemented with adequate time and practice in other
management fields?
My Reflections on Some Lingering Questions
!. What Have I Learned About CS Over the Past 15 Years?
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I have found that the original SL approach provided me with a sound foundation upon
which to build and refine the CS model; and that CS has been shown to have distinct advantages,
namely: (a) it serves to clarify mentors’ overall conceptualization of the entire supervisory
process; (b) it helps to determine if so-called “interpersonal conflicts” or “personality clashes”
are actually due to supervisory error in mismatching leadership style with a protégé’s skillspecific developmental level; and (c) it provides a logical framework to guide mentors,
holistically, in their supervisory responses.
I have also learned that CS is not a panacea; that it --like any model in the social sciences
-- can be misused, abused, not used, or used sensibly and sensitively. The recent research on CS
has shown that a sensible way to teach the CS model is to provide supervisors with adequate
time and exposure to learn and to apply the model, and to provide ongoing support and guidance
as they apply it in their mentoring practice. Thus, the more comfortable they are with it, then the
more skilled they become in synchronizing their task and support responses in inverse
proportions to the respective levels of their protégés’ levels of competence and confidence in
performing a designated skill.
Furthermore, I have found that the CS model functions best when it is used by
supervisory pairs, rather than trying to use it with large groups of learners. Individuals,
themselves, may vary in their several skill- developmental levels, thus requiring their leaders to
vary their supervisory styles accordingly. To attempt to force the model to function en masse
defeats its purpose. The CS model simplifies the pair process and furnishes the mentor with a
strategy to help his/her protégé attain maximum professional development.
A persistent finding that has been identified in the implementation of CS is the small
number of supervisory pairs who mismatch their respective placements on the two CS grids,
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These mismatched pairings are often those of partners who experience interpersonal difficulties
during the practicum. Yet, as the most recent CS research has shown, when additional time is
provided for the supervisors to become more acquainted with the CS process , then the number
of mismatchings are reduced—but they have not been totally eliminated. More research is
required to further explore the questions surrounding this issue, such as: Is more training
required? Is more time and leader support needed for pairs as they use the model? or Do some
pairs feel they are being forced to apply an approach they dislike (as illustrated a few years ago
by one classroom cooperating teacher who stated to the whole cohort at the end of one of our CS
inservice seminars: “I resent that we have to follow some foreign, university jargon just so some
prof can publish his research!”).
2. Why Is the CS Model Not More Widely Used?
Three other applications of CS of which I am aware are outside of my own research field,
and two of these others have been graduate student theses. One thesis was completed in 1998 at
Simon Fraser University in Burnaby, British Columbia on the use of contextual supervision in a
preschool practicum setting (Watt, 1998); and another thesis was done in 2002 at Iowa State
University on improving supervisory practice at the university (Fritz, 2002). A third application
of the model (Posner, 2004) has recently been introduced at the Leavey School of Business in
two settings: a peer educators program and in another program that matches talented
undergraduate students with corporate executives serving as their coaches. This implementation
of CS in the field of business management is a relatively new phenomenon (Ralph, 2004, 2005).
I invite interested individuals to investigate the application of the CS model in their
respective fields of endeavour. This present article together with the references cited in the
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bibliography can furnish researchers and scholars with the information needed to engage in such
research.
3. How Can Interested Individuals Apply CS In Their Situations?
Readers who do not typically have student-teacher relationships as have been described
in this paper, may be able to apply the CS model or some of its ideas in a variety of ways. For
instance, even though CS is designed for one-on-one use by a mentor with a protege, teachers
could build on the basic premise of the model to structure the general tone of their teaching in
each of their courses. That is, if they were teaching a beginning class (comprised of novices new
to the subject matter), these students would be typically at the D1 or D2 developmental levels in
their pertinent knowledge/skill levels. Thus, with respect to the CS diagram they would be low in
competence (i.e., both D1 and D2 quadrants have low competence levels), but would have
varying confidence levels about handling the material.
Accordingly, the teacher would then reciprocate with an S1 teaching style for those
students at the D1 level (i.e., by providing them with both a high task/directive response that
would tell them exactly “what to do, and when, how, and where to do it”; and a lower supportive
response, since a person at the D1 level is quite confident and thus does not require much socioemotional support and encouragement). For the students in the class who are at the D2 level
(i.e., low on both competence and confidence in their familiarity with the content), the effective
instructor would be expected to pattern his/her teaching according to the S2 leadership style.
This S2 response would, like the S1 style, be high on the task/direction dimension (in order to
meet the learners’ low competence needs), but—unlike the S1 response—would provide more
support, praise, encouragement and reinforcement to the D2 students than for those at D1,
because the D2s are typically low in confidence, and need it to be boosted.
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For teachers with classes of senior students, the CS model would suggest that the
students’ competence and confidence levels would be typically higher (at the D3 and D4 levels),
thereby requiring the teacher to reciprocate with S3 and S4 behaviours (both being low on task
and directiveness, because students at D3 and D4 are already high on competence and thus do
not require as much “telling” by the mentor). However, the D3 students are still low on
confidence and will need the teacher to be genuinely supportive as they undertake their
individual and group projects and assignments. The S4s, on the other hand, will work well
independently, requiring little direction and support from the instructor, because of their elevated
levels of competence and confidence.
In conclusion, I would again invite educators and researchers from a variety of disciplines
to accept the opportunity to apply the CS model in their particular fields of interest and to report
the results. By means of such inter-disciplinary research we could begin to accumulate a body of
knowledge that could help inform and refine supervisory practices, with the ultimate goal of
improving mentors’ work in promoting their protégés’ professional growth.
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Figure Caption
Figure 1. Contextual Supervision. (The mentor matches his/her supervisory style to
coincide with the skill-specific developmental level of his/her protégé: S1 with D1, S2
with D2, and so forth.)
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Abstract
This educational research study was designed to examine various factors related
to involvement in The Arts that have encouraged students, in grades 7-12, who
are not otherwise academically inclined to stay in school. This project used
photo journaling to document and gather evidence from selected
students/subjects as to the influences (teachers, peers, self-expression, etc.) that
enabled them to stay in school, namely Schools of the Creative/Performing Arts.
Another tangential aspect of this research was related to the possible link
between involvement in an Arts curriculum and self-confidence, self-esteem and
related psychological factors in these students. Site visits to three Schools of the
Creative/Performing Arts were conducted in order to interview students and
gather data. Students were selected based on criteria such as identification by
teachers and administrators as potential dropouts had it not been for their
involvement in The Arts.

Initial Examination of the Impact of Involvement in the Arts on Student’s
Decisions to Stay in School
Introduction
Description of the Project
This educational research study was designed to examine various factors
related to involvement in The Arts that have encouraged students, in grades 712, who are not otherwise academically inclined to stay in school. This project
used photo journaling to document and gather evidence from selected
students/subjects as to the influences (teachers, peers, self-expression, etc.) that
enabled them to stay in school, namely Schools of the Creative/Performing Arts.
Another tangential aspect of this research was related to the possible link
between involvement in an Arts curriculum and self-confidence, self-esteem and
related psychological factors in these students. Site visits to three Schools of the
Creative/Performing Arts were conducted in order to interview students and
gather data. Students were selected based on criteria such as identification by
teachers and administrators as potential dropouts had it not been for their
involvement in The Arts.
This study was potentially significant in that any and all light that can be
shed on means to keep students, particularly students who are not mainstream
academics, in school and achieving success is crucial to students’ futures.
Goals/Objectives of the Study
The goals of this study were to investigate:
The influence of an Arts curriculum in aiding students, who are not academically
inclined, to remain in school; and possible connections between developing a
talent in the arts in relation to building self-efficacy, self-confidence and/or
related images of self.
Project Background
2

Over the last few years several things happened which started me
thinking about this project. As I taught ED 770 “Integrating Art, Music, and
Movement into Elementary Classroom Instruction”, I started to think differently
about the role of the Arts in education in the very broadest sense. How does the
Arts affected students’ development? I could not help but notice a distinct
difference in the ways students at Stivers School for the Performing Arts (Dayton
Ohio) conducted themselves when compared to students from similar
backgrounds in other schools. In conversations with the secretary, the principal,
and the assistant principal, each revealed that they had had many visitors to the
school remark similarly. My observation to date was that students looked you in
the eye, were very friendly and said “Hello”, initiated conversation, appeared to
be self assured and confident.
After these questions began to form in my mind I started reflecting on
what I learned from my doctorial research on Bandura’s work on the
psychological construct of self-efficacy (1977-present). Self-efficacy encompasses
deeply held beliefs as to one’s abilities to perform a task in order to attain a goal.
Similar to self-confidence, the psychological construct of self-efficacy is
developed over time and from interactions, both positive and negative, with
other people and life events. My recent thinking about the components of selfefficacy, self-confidence, self-concept and how these traits are fostered was
triggered by the previously mentioned observations of students in local middle
and high schools.
My doctoral research examined how to increase teaching self-efficacy so
teachers gained confidence and taught science effectively. While my dissertation
examined development of self-efficacy in relation to teaching, particularly in the
area of science (Ramey-Gassert 1993, 1996), the psychological construct is a very
broad concept.. Several possible parallels crossed my mind, and I began to
wonder if self-efficacy and related levels of self-confidence, self-esteem, and so
on was also associated with accomplishments in the Arts.
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Relevant, Related Research
During this same time, the National Network for Educational Renewal
News (2002) reported on their “Arts in Teaching and Teacher Education
Initiative” provided information about their research project concerning the
importance of the Arts in education. In May 2002, USA Today reported findings
of a two year study by James Catrell that examined 62 research reports stating
that the role of the Arts is pivotal in providing all students with a well-rounded
education. Then The National Arts Education Consortium published their final
report for the five year study entitled, “Transforming Education Through the
Arts” Challenge Project (2002). These three pieces added to my collection of
possible evidence as to the importance of the Arts in education and piqued my
curiosity as to the role of the Arts in development of self –- be it self-efficacy, selfesteem, and/or self-confidence. Were these the self-images that students held
internally, which then translated to the external as they interact with the outside
world?
Being an educator, I wondered -- is there a method for aiding more
students to gain self-confidence, self-assurance to meet the demands of life by
involvement in a substantial Arts program? We hear of and see too many
middle and high school students with low self-esteem who withdraw from their
young lives. The focus of this project was to learn more about the role of the Arts
in building a positive self-image –- something that would help countless students
who are not academically inclined. I was particularly interested in young
adolescent students who could otherwise “fall through the cracks” as a followup related to my doctoral research but potentially examining self-efficacy and
related factors in a broader sense.

Research Questions, Methodologies, and Modes of Analysis
The following questions guided this study:
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1. What involvement in The Arts build self-esteem, etc. to enable otherwise
at-risk students to better handle academic problems in order to stay in
school? Do teachers at these schools have different/more successful ways
to reaching and working with students to aid them in academic success?
2. What impact does a proficiency in music, performance, or the visual arts,
or related area (given the amount of focused practice and self discipline it
takes to gain such proficiency) have on a student’s sense of self and build
self-efficacy that translates into positive self-esteem, a self-confident
manner?
3. And if this is the case, what is it about involvement and success in the arts
that fosters self-confidence, self-esteem and self-efficacy?
My sabbatical leave focused on collecting and analyzing data related to
these questions. I visited three Schools of the Creative/Performing Arts in
Dayton, Cincinnati, and Sarasota. Video journaling, interviews, shadowing and
other data collection techniques will be employed to triangulate data on several
selected students at each school. Other background information was collected
from teachers, student’s peers, school administrators and others.
Students were selected by teachers, school counselors and/or
administrators based on the criteria that he/she had been a potential dropout
prior to or while attending that school but now is in good academic standing.
Release forms to participate in the study will be signed by all participating
students and their parents/guardians.
A questioning protocol was developed and followed as closely as possible
in interviewing students related to the research questions stated above. Other
background information and verification data was obtained as needed, keeping
in mind issues of student confidentiality.
Videotaped interviews and other collected data were analyzed utilizing
qualitative research methodology to identify common themes. Patterns in the
data were verified using triangulation of data and other qualitative research

5

methodologies (Guba and Lincoln, 1990; Marshall and Rossman, 1998; Seidman,
1998).
In this study the role of the researcher was primarily photojournalist as
well as qualitative researcher. In this role, I had the greatest flexibility to pursue
the necessary data and to capture the nuances of the student's thinking and
feelings as the interviews progressed. I also analyzed the information collected
and triangulated the data to uncover patterns and trends.

Findings
The socio-economic backgrounds of the students were extremely diverse:
they ranged from a hand-to-mouth, nearly Welfare home life in a mobile home,
to several from low to middle income backgrounds blue collar families, to
several who were from quite affluent homes where their parents were
professionals, an M.D., a judge, a psychologist, a lawyer. About half were from
single family homes or their birth parents were remarried. It was interesting to
note as well that several of the students had mild to moderate learning
disabilities, and this finding too, cut across the socio-economic backgrounds of
the group.
With the degree of diversity stated above, it was surprising that several
commonalities surfaced in the interview and other data collected on the student
subjects. The common patterns revealed from the data collected included:
First, each student had at least one adult mentor or “cheerleader” who was
instrumental in persuading these students to stay in school. For some it was a
parent or grandparent, for others it was a teacher. The adult(s) were there to talk
to the students about the “bigger picture” and to listen as they discussed grades
or other factors that were causing them to question if they should remain in
school. Secondly, all thirteen students were positioned to graduate from high
school. The ten seniors all had a solid post high school plan. Nine were going to
continue on in the Arts in college, most with scholarships. One was joining the
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Navy with the recruiting promise of continuing to perform vocally. So, these
insights appear to indicate that for these 13 students, successful involvement in
the Arts contributed to their decision to remain in school, to graduate, and to
make post secondary plans.
One short fall of the project was that no direct data was collected on the
measures of self, be it self-confidence, -image, self-efficacy or other related
aspects of the students. Perhaps because the data collection was not as aimed at
gathering information about development of self-image in relation to
involvement in the Arts as it was focused on retention factors, inferences about
efficacy and related factors are more indirect in nature, but it is arguable that
success is a likely outcome of self confidence.
Results and Potential Contribution of New Knowledge
The focus of my sabbatical leave has relevance for educators in general. in
that my findings may bring to light connections as to students’ successful
involvement in the Arts and success in completing school. Any understanding
that furthers our ability to help students remain in school and to continue on
with their education has the potential to better equip them to face the demands
of life. Hopefully, insights gained from this study can potentially help educators
enable less academically inclined students to stay in school and tap their
potential via the Arts or similar "hook". In other words, keep them in school by
what ever means necessary!
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Test Preparation: A Team Effort
By Silvia Ramirez, Organization and Leadership Doctoral Student, University of San
Francisco
An Introduction:
As teachers continuously prepare students to take standardized tests, the question
arises, “Should we teach to the test?” This question continues to prevail, as high-stakes
testing takes center stage under the No Child Left Behind legislation. So many
administrators, teachers and parents are concerned about standardized test taking
practices. The amount of time, effort and budgetary resources are many to improve test
results. The answers remain unclear as to how to assist English language learners
improve when both learning the English language and academic content learning takes
more time than is required to prepare for state standardized testing. Teaching strategies,
test taking strategies, opportunities for students to engage in interventions, and
opportunities for parents to assist in the deconstruction of test items are viable options for
test preparation.
The research issue to be investigated:
In 1991, the National Research Council Institute of Medicine published a Research
Agenda for Improving Schooling for Language-Minority Children. The primary focus of
their report is on programs for English-language learners who are in the process of
becoming proficient in English. (p. 16, National Research Council) Under California’s
recent legislation, Proposition 227, Sheltered English is the current program proposed to
speed up the development of English listening, speaking, reading and writing. The use of
the California English Language Development Test, CELDT is one measure to indicate
English language proficiency in California.
The underlying theoretical framework discussing how the research fits with
previous research
Research into the literacy learning of ELLs has revealed that the process of reading is
highly dependent on student’s prior knowledge and language proficiency in the home
language (Chamot & O’Malley, 1196: droop & Verhoeven, 1998) These findings,
among other suggest the use of instructional practices that encourage meaning
construction through building background knowledge (Coel, 195; Droo & Verheoven,
198: Tuscott & Watss-Taffe, 1998) introducing key vocabulary (Jullian, 200), activating
prior knowledge (Chamot & O’Mally, 196; Fitzgerald, 1995; Watts-Taffe & Truscot,
2000), peer interaction (Anstrom & DiCerbo, 1998; Vacca, et al., & Gove, 200)

metacognitive and strategies instruction (Chamot & O’Malley, 1996; Cole, 1995) and
monitoring for understanding (Au, 1998, Truscott & Watts-Taffe, 1998).1
A description of the methodological tradition in which the study was conducted for
qualitative research
1. The population of English language learners (ELLs) in U.S. public schools has grown
in the past decade. (Bello, 2003)
2. Most teachers are not adequately prepared to teach ELL students. (P. Gandara, 2005)
3. External pressure to improve student achievement creates the need for instructional
strategies that improve existing practices. (Diaz-Rico, 2002)
4. Extensive research has been conducted on appropriate instructional practices
pertaining to ELL students, but little information in the literature addresses whether or
not these teaching suggestions are being effectively communicated to classroom teachers.
( Bello, et. al., p. 2, 2003)
5. A challenge that now faces states and districts is how educators can determine best
practices for helping English-language learners (ELL) in state tests. (Albus, et.al, 2005)
A description of the methodological tradition in which the study was conducted for
qualitative research
My focus is on four primary research questions:
1. Do Spanish-speaking Native-born or U.S. born ELLs perform better academically
on standardized test results, CELDT or CST with or without targeted instruction?
2. Does it matter whether ELL students receive instruction in a Two-Way
Immersion or in an English Only program?
3. Will literacy skills increase with specially trained teachers who teach English
learners in either program?
4. Do students (ELL native born and U.S. born) have literacy skills which will
Increase test results with a targeted instruction accommodation?
5. Will the education of ELL students improve with interventions?
The Reading Section of the tests results will vary according the number of students in
each English proficiency area: listening, speaking, reading and writing. The CELDT
measures conversational language and the California Standards Test measures academic
language.
1
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The variables
Overall reading scores increase as a result of targeting instruction. In the Reading
Section of the CELDT there will be a point scaled range to determine the reading and
language proficiency of selected students. As a result of the treated targeted instruction
group, there will be a statistically significant variation in reading scores, as compared to
the CELDT and the California Standards Test.
The research hypothesis
If targeting instruction is implemented school-wide, then there will be a dramatic increase
in the reading achievement of English Language Learners in both Two-Way Immersion
Programs and English-Only Programs, using both the California English Language
Development Test and the California Standards Test.
Dennis Parker, (Parker, 2004) suggests that a complex model for determining targets for
instruction that attempts to address all factors in organizational change can reduce its
viability and usefulness. He proposes a model that is systematic and consistent in order
to address the achievement gap among English Language Learners in both Two- Way
Immersion Programs and English Only programs. The task of creating targets for
instruction for these two groups may significantly affect the implementation of
standardized-based reading programs and language proficiency levels.
There are three major areas that must be considered in using this model. First, the targets
must be set by grade-level teachers to determine the expectation of the reading levels
their students should achieve. Once the grade level reading scores have been set, then
there is a better focus directed for each student’s reading ability to meet the demands of
standardized testing. Doug Reeves alludes to this in his report on 90/90/90 schools.
(Reeves, 2001). Second the model also refers to setting interventions for the lowest
performing students who have not met standardized testing targets. Thirdly, there must
be an overall organizational effort to use strategies effectively and reward results.
The proposed model includes the following: (1) a systematic approach; (2) an emphasis
on the product and the process; (3) utilizing the strategies in the areas of planning,
reflection and possible next steps; (4) built-in time for “sacred talk”; (5) completion of a
needs assessment; (6) school-wide implementation of a consistent set of checklists; (6) a
process to self-evaluate and monitor progress on students, by every staff member.
Patricia Cunningham proposes a four part-reading program which allows students to
work on developing each skill for targeted periods of time. This includes oral decoding
skills, vocabulary development skills, writing skills and recitation skills.
A Method Section:
Describing the participants or subjects and research site

The results of two classes in two different school districts will be used to determine the
effectiveness of the Targeted Instruction method for the past three years. Test results
from Healdsburg Unified Schools and Cali Calmeca Charter School will be used to in
mixed methods to produce findings for ELL students in fourth grade, both U.S. born and
natives from Mexico.
When the goals of the change effort are achieved in the implementation phase, the greater
the likelihood that the school district will maintain and institutionalize the alternative
instructional strategies.
Group
Spanish English-language learners
Test 1
Test 2

Form used
CELDT form D
California Standards Test-ELA

A detailed description of data collection and analysis procedures
The apparatus or materials used
Test results will be used to determine reading levels for ELL students in both Two-Way
Immersion Programs and English Only Programs from the California English Language
Development Program and the California Standards Test for fourth grade. Research
articles, presentations and journals were used to develop these ideas.

The procedures and summarizing the steps employed in the research
A Results Section
Table that helps to explain the results
Figure 1
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-the reliability of the instruments used:
Spanish-speaking language background students were selected because they are one of
the larger language groups in Sonoma County and because they share the same
background characteristics such as limited English literacy skills with other groups who
are recent immigrants. All students in the study were in the fourth grade in either an
English only program or in a Two Way Immersion Program in one of the two rural
elementary schools in a large migrant area in Sonoma County. The two elementary
schools share similar characteristics: both have large Socioeconomic ally Disadvantaged
Groups, large migrant populations and 35% of the students were Ells, 70% were eligible
for free and reduced-price lunches. Both schools have two-way immersion programs,
predominantly Latino, and include smaller groups of Asian and American Indian
students.
Test results were used from the Reading Section of the California English Language
Development Test and the California Standards Test for fourth grade from Two-Way
Immersion program participation and English Only program participation.
-the statistic used
Test Results for Accommodated versus Non-accommodated Performance
N = Number of Students tested
Statistical significance and effect size indicators of the results obtained
In conducting an initial analyses to determine whether there were possible effects for
increased scores, there was an interesting finding in the accommodated targeted
instructional strategy for ELL students was found in the Two-Way Immersion Program
for fourth grade. Most of the targeted instruction included teachers who were either
CLAD, BCLAD, SDAIE or had specialized authorizations to teach ELL students.How all-statistical assumptions were met
In examining any possible effects for increased reading scores, a comparison of test
scores for student who received the accommodation during the first year of

implementation using the accommodation and the students who did not receive the
accommodation of targeted instruction.
The main research question in the study was whether the use of targeted instruction
would improve test performance and whether improvement would be greater for the ELL
group in the Two-Way Immersion Program or in the English only program. The within
group variable had two levels: (1) test score results without accommodation and (b) test
score results with accommodation. The between-group variable was ELL status (U.S.
born vs. on-US born). The difference between the two groups was significant,
A Discussion Section:
Discussion
Few studies have been able to examine individual student-level data over multiple years
on state-wide CELDT and California Standards Tests, although many studies have
examined the affects of teacher certification on student achievement controlling the
teaching certification status variable. The ability to look at these issues using data from
both school sites, programs and assessments provides another lens to examine how
significantly teacher preparation impacts the overall student performance levels of 4th
grade English language learners in 4th grade Immersion and English only programs using
targeted instruction.
Teacher preparation to work with English language learners appears to make a difference
in teacher effectiveness. (L. Darling-Hammond, et. al, 2005) An approved teacher
education program which includes specified courses in the content area(s) to be taught as
well as coursework in: teaching and learning; instructional methods and strategies;
classroom management; curriculum; measurement and evaluation of student learning;
human growth and development; multicultural education; the education of special needs
students; legal and ethical aspects of teaching; organization of schools; technology; and
the teaching of reading (Texas Administrative Code, Title 19, Part 7, Rule 230.191,
2004). 2
The teachers who have completed the training that leads to certification are more
effective than those who have not. (p. 23) All of the teachers of the 4th grade students in
both of the programs were either CLAD, BCLAD or SDAIE certified. The student
achievement data reflects the professional expertise of this type of certification.

An evaluation and interpretation of the results:
Alternative explanation
2
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Overall, there is significant difference in the literacy levels of U.S. born and native born
English language learners who come from Spanish speaking homes.
There is a difference in the student achievement of students with teachers who have been
trained with specialized authorizations and certification.
Results of the study:
One of the goals of this study is to assist in the improvement of the education of English
language learners. There have been many attempts to tackle this issue from different
perspectives.
Further information will be needed to address the needs of English learners and assist in
closing the academic achievement gap in student performance on standardized state-wide
tests.
According to a recent 2005 State Superintendent address by presenters including: Laura
Wagner, Veronica Aguila, Susana Dutro, Lauri Burnham and Lidia Renteria, there are
specific classroom strategies for English learners to access content or “academic”
language.
These strategies include:
1. analyzing linguistic demands of upcoming reading or other content lesson;
2. determining what oral and written response students will will be asked to produce to
express their understanding;
3. teaching and practicing vocabulary and sentence structure that may appear in the
lesson;
4. providing frequent, immediate, clear and supportive feedback;
5. providing ample opportunities for oral and written practice;
6. teaching key content vocabulary explicitly (e.g. labeling and explaining of pertinent
diagrams, charts, photographs, etc.)3
The key factor is the appropriate EL authorization by a teacher and targeting the
instruction to the student’s specific second language acquisition need. (L. Wagner, et. al,
p. 21)3
If the appropriate instruction is not targeted to the student’s specific second language
acquisition need, then the academic results will not increase the student’s academic
performance in either reading or language proficiency. Many assumptions have been
made that “one-size” fits all or that a teacher can spray and pray that learning will occur.
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The fact is that if the instruction is not specifically targeted to the various language
proficiency levels that exist in a classroom, then the overall results will not be effective.

Linking the results obtained in the study to original hypothesis
After reviewing the many strategies used to assist English language learners, it is
important that ELL are provided with explicit instruction in English Language
Development (ELD) necessary to develop the academic proficiency required to master
the English Language Arts content standards. If the instruction is targeted to the
student’s English Language proficiency level, there will be a higher success rate in
CELDT and California Standards Test. Academic language will also be a result of this
targeted intervention strategy.
Presenting the implications and any limitations of the study
The implications of this study includes visible consequences of low levels of literacy
practice for English language learners. As teachers continue to increase their skills to
teach the English language at the same time content is presented, there must be an
emphasis on the language mechanics, such as a sequence of language skills including
listening, speaking , reading and writing. There must also be specific instruction
emphasizing grammar and syntax. On-going assessments are necessary to demonstrate
progress in English proficiency and the appropriate authorization for teachers must be
required through the following specialized training options to teach ELL students:
CLAD (Cross-Cultural Academic Language Development) BCLAD (Bilingual CrossCultural Academic Language Development), SDAIE (Specially Designed Academic
Instruction in English) and /or CTEL (California Teachers of English Learners)
A Conclusion:
Including a summary and general implications of the study
Since there is a need for improving the existing test scores of English Language Learners,
specialized training which includes knowledge of second language acquisition is
important. However, there is a need to improve the specialized areas within this training
to include specifics on how to address both language and content. There is a need to
increase the amount of time given to developing English. State presenters propose a
minimum of 1 hour of Core Language Arts and 30 minutes of English Language
Development. Under the current law, only 30 minutes of ELD is required. Elementary
schools should increase ELD time to 2.5 hours.4
4
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In Middle schools and high schools there should be 2 periods of language arts with 1
period of core and 45 minutes of strategic interventions, specifically for sixth grade
students who need to master the curriculum.5
Dennis Parker (2004) suggests a five-step test preparation plan. Step 1, show up,
physically and mentally, 2) look at the graphics, ask questions about the graphics, 3)
look for features in the text, 4) skim the passages-reading the first line of every
paragraph and the last line of every paragraph, 5) read with the teacher.

Proposing suggestions for further research
As research based instructional strategies continue to be used to teach grade level content,
we must use subject matter frameworks and standards, as well as state and/or district
adopted instructional programs.
The interventions which can continue to be research include tutoring and instruction in
English Language Development, increasing the literacy skills using standards based
materials using both small and large groups.
Research on these interventions can be done using pre and post tests in tutorial programs
before and after school and during summer school.
When teachers are working as a team, there will be a greater impact of both overall
expertise and attention to state blueprints, CELDT blueprints and CST data. By
implementing strategic intensive interventions, student achievement will increase in both
CELDT and CST results.
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Abstract:
Most American universities require students to complete a writing requirement
satisfactorily before these students can graduate. Adult English as a Second Language (ESL)
students entering mainstream courses are expected to be proficient enough to perform effectively
in the university classroom, and this includes being proficient in written expression. One sizeable
challenge that some ESL students encounter is writing anxiety or apprehension, which is a high
degree of anxiety that interferes with the writer’s ability to write effectively. It is crucial that
causes of writing anxiety be identified and effectively reduced or eliminated so that ESL students
can succeed. In this paper, several causes of writing anxiety are examined. The results of ten L2
students who completed the English as Second Language Writing Apprehension Test, as well as
strategies for addressing and reducing anxiety and increasing writing proficiency of students, are
addressed.
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Strategies for Identifying and Reducing Self-Reported Writing Apprehension in
Adult English Language Learners Preparing to Enter a U.S. University
By Dr. Maria S. Rankin-Brown and Dr. Morris Brown Jr.
In the American university classroom, writing is emphasized as an important skill. It is
also often the main form—through research papers, essay questions, and written
communication—that students use to display their knowledge to their professors, and by which
their final grades are determined. Most universities require students to complete a writing
requirement satisfactorily before they are allowed to enroll in upper-level classes or to graduate.
As L2 (learners for whom English is not a first language) student enrollment in
universities increases, L2 students at the university level are expected to be proficient enough to
perform effectively in the L1 (learners for whom English is their native language) classroom, and
this includes being proficient in written expression. Thus, it is important that writing be
addressed as part of English as a Second or Other Language (ESOL) curricula so students will be
prepared for the writing courses they encounter in the American university.
There are, however, various difficulties and challenges that L2 students may encounter
with the writing experience. Many students believe they cannot write English, and this leads to
anxiety, which “inhibits progress in achieving writing proficiency” (Kasper and Petrello 5).
Other problems include prior experience with writing. “Their ESL writing experiences are
typically too easy, with too great an emphasis on success and security. Practice in writing often
does not match up well with the writing demands that students must address in courses across the
university curriculum” (Grabe 44). Loretta Kasper and Barbara Petrello also point out:
Many ESL students recall past difficulties with writing for evaluation, and their
perceptions of themselves as writers have been shaped by their writing
experiences in school. They often continue to have difficulty writing because they
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have been conditioned to expect failure. These students also tend to evaluate
themselves as they write, a habit that compounds the anxiety and inhibits the
generation of ideas. (5)
Often, because of prior experiences—being unprepared, being advanced before they are ready,
having experienced negative evaluation or feedback, or only engaging in “easy” writing practice
prior to regular university-level writing classes—some ESOL students may be shocked by the
demands of a university writing class.
Regardless of whether L2 students are in an ESOL setting, one sizeable challenge they
may encounter is writing anxiety or apprehension1, which sometimes manifests itself as “writer’s
block.” It is important to note that writing anxiety is not a trait limited to the English Language
Learner. It is also a challenge faced by first-language learners. Much research has been
conducted on L1 writing apprehension, such as that by John Daly; Daly and Michael Miller;
Daly and Deborah Wilson; Daly, Lester Faigley, and Stephen P. Witte; Mike Rose, Robert
Boice, and Sondra Perl, but not as much research, beyond the overall scope of “language
anxiety,” has been conducted that directly addresses adult L2 writing anxiety.
Writing anxiety is generally understood to mean negative, anxious feelings (about oneself
as a writer, one’s writing situation, or one’s writing task) that disrupt some part of the writing
process. The term is used to describe writers who are intellectually capable of the task at hand,
but who nevertheless have difficulty with it (McLeod). Unskilled writers are not the only ones
who experience anxiety. “[…] [U]nskilled writers may experience anxiety or frustration because
they are undertaking a task at which they feel inept. But, it is also true that skilled writers may

1
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experience apprehension or frustration because they have high standards for themselves” (Brand
100). Moreover, anxiety may affect people in different ways. Smith writes:
Anyone particularly apprehensive about the subsequent evaluation of what is
being written will pay the most attention to those aspects of writing that are most
likely to be evaluated. […] This of course is one reason why many people find
themselves thinking and writing ineffectually at examinations; the very desire to
be legible and to give the impression of a tidy and organized mind distracts even
further a reserve of attention already dispersed by general anxiety about the
situation. (23)
For whatever reason, students who encounter writing anxiety have an added challenge to
overcome when they learn a new language.
Daly and Miller were among the first researchers to study L1 writing anxiety (they refer
to writing anxiety as writing apprehension) and to develop a test of writing apprehension (the
Daly-Miller Writing Apprehension Test [DM-WAT], a 26-item self-report instrument). They
differentiate between those with a high degree of writing apprehension (HWA) and those with a
low degree of writing apprehension (LWA). They write, “HWAs avoid writing when possible,
and when forced to write, do so with great anxiety” (Gungle and Taylor 236).
For some researchers, writing anxiety falls under the larger category of language anxiety.
Thomas Scovel provides an overview of research conducted on language anxiety. He concludes,
“The research into the relationship of anxiety to foreign language learning has provided mixed
and confusing results, immediately suggesting that anxiety itself is neither a simple nor wellunderstood psychological construct […]” (17). For researchers and students seeking definitive
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advice or guidance, this is not encouraging. However, it does indicate the need for further study
in the area.
Elaine Horwitz and Dolly Young conducted research on language anxiety for L2 learners.
They cite that the most common method used in measuring communication anxiety is through
the use of self-reports, of which there are at least fifty. Again, writing anxiety is categorized
under general language anxiety and is not necessarily differentiated from other kinds of anxiety
by Horwitz and Young. Conclusions on language anxiety have thus resulted from observations of
behaviors, self-reports, and physiological measures. However, contradictory evidence has
resulted between self-reported anxiety and physiological measures conducted (Scovel 20).
Robert Madigan, Patricia Linton, and Susan Johnson pose an intriguing paradox of
writing anxiety with L1 writers. “On the one hand, apprehensive writers report distress over their
writing abilities and, on the other, objective ratings of their writing fail to find serious, consistent
shortcomings” (295). Interestingly, this indicates that students who exhibit or report writing
anxiety may not necessarily produce a final product that is worse than those who do not report
having anxiety, but they perceive that their product is worse.
Young provides six potential sources of language anxiety: (1) personal and interpersonal
anxieties; (2) learner beliefs about language learning; (3) instructor beliefs about language
teaching; (4) instructor-learner interactions; (5) classroom procedures; and (6) language testing.
Each of these potential sources may show itself in the form of writing anxiety.
In looking specifically at L2 research and psychological influences, Stephen Krashen’s
(1994) Affective Filter hypothesis claims that when affective conditions are not optimal, such as
when a student is afraid or resistant to learning a certain concept, the Affective Filter will
“prevent the input from reaching those parts of the brain responsible for language acquisition”
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(22). Conditions that influence the Affective Filter are students’ motivation level, levels of
anxiety of students, and the degree to which students identify with speakers of the target
language. “Those whose attitudes are not optimal for second language acquisition will not only
tend to seek less input, but they will also have a high or strong affective filter—even if they
understood the message, the input will not reach the part of the brain responsible for language
acquisition” (Gass 83). “[…] [A]cquirers with a low affective filter seek and receive more input,
interact with confidence, and are more receptive to the input they receive. Anxious acquirers
have a high affective filter, which prevents acquisition from taking place” (Richards and Rodgers
183). If writing is assigned as part of the language acquisition process, students who have high
Affective Filters during the language learning process may experience anxiety about any form of
writing, as well.
While writing anxiety may or may not also stem from a lack of learner motivation to
write in the target language, negative experiences from previous writing assignments may also
influence students to view writing as a negative endeavor. According to Laureen Fregeau, it is
important to note, too, that writing anxiety is not fixed. It may change over time and anxiety may
even change over the course of the writing process. Anxiety may also take on different
psychological forms.
Even further, Spielberger, Gorsuch, and Lushene distinguished between trait and state
anxiety, which appeared to solve some of the earlier discrepancies of studies in that they
identified two categories of anxiety which showed that some learners are simply highly anxious,
regardless of the task (qtd. in Scovel 21). Peter MacIntyre and Robert Gardner identify a person
with high trait anxiety as being highly likely to become apprehensive in a number of different
situations. They also identify situation specific anxieties, which can be seen as trait anxiety in a
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specific context. Writing anxiety may be either a trait anxiety or situation specific anxiety.
Depending on which it is, different methods of dealing with the anxiety will need to be adopted.
Yuh-show Chen, Elaine K. Horwitz and Diane L. Schallert’s research suggests that while
“second language classroom anxiety is a more general type of anxiety about learning a second
language with a strong speaking anxiety element,” L2 student writing apprehension “is a
language-skill-specific anxiety” (417). They also suggest that “low self-confidence seems to be
an important component of both anxiety constructs.”
Krashen also notes that levels of general anxiety will influence the Affective Filter. When
students are anxious about life in general, they will not perform at their optimum level. They first
have to overcome their general anxiety before being able to perform effectively in a specific
skill. General anxiety is similar to trait anxiety.
Schumann’s Acculturation/Pidginization Hypothesis supports the idea that students who
identify with speakers of the target language will have lower Affective Filters. “Acquisition
depends on the degree of acculturation or adaptation to the target culture; this in turn depends on
the degree of the learner’s social and psychological distance from the target culture” (qtd. in Leki
19). We further find that this model illustrates how writing students need to be initiated into
various academic discourse communities. “When the academy appears too distant, too cold, and
too unwelcoming, both ESL and native writing students may resist the kind of acculturation or
initiation into the academic discourse community which is expected of them in their writing
classes” (21). Students who identify with speakers of the target language and whose Affective
Filters are lowered may not necessarily be more fluent writers than those who do not identify
with speakers of the target language. However, identifying with the target language/culture may
increase fluency in the writing process as students feel less resistant to writing in the target
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language. This may lead to decreased anxiety. Acculturation, however, isn’t the only factor to
consider when identifying anxiety. Other literacy skills need to be considered.
According to Krashen, writing competence can be developed by addressing other skills.
“Writing competence […] comes from large amounts of self-motivated reading for interest
and/or pleasure” (20). Readers are hypothesized to acquire competence while they are reading
and are not always aware they are improving writing skills. “Moreover,” Krashen continues,
“when enough reading is done, all the necessary grammatical structures and discourse rules for
writing will automatically be presented to the writer in sufficient quantity. These rules and
structures will be acquired if the reader is “open” to the input, if his Affective Filter is low” (23).
Krashen further suggests that students who are interested in the subject matter will forget their
anxieties and engage in the task because they are interested in it. If students already feel
positively about a topic, they will be more likely to want to express themselves on the topic, and
be more confident about how much they knows when they writes about the topic. Writing on
topics that are of little interest to students may thus lead to increased anxiety. This interest level
can help to alleviate anxiety when students sit down to write about the topic.
Scovel further introduces the relationship between affective variables and language
learning. “[…] [A]ffective factors are those that deal with the emotional reactions and
motivations of the learner; they signal the arousal of the limbic system and its direct intervention
in the task of learning” (16). He then addresses research on anxiety as an affective variable that
can affect foreign language learning, claiming that research on the role of anxiety in foreign
language learning has provided mixed results. He writes that physiological tests combined with
self-reports can provide a somewhat accurate depiction of the effect of anxiety on language
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learning. Furthermore, he addressed how the levels of IQ and levels of students (i.e. beginner,
advanced learner) have also been studied as pertains to anxiety.
It has been discovered […] that higher states of anxiety facilitate learning at upper
levels of intelligence whereas they are associated with poorer performance at
lower IQ levels, ceteris paribus; furthermore, increased anxiety is likely to
improve performance at later stages in a learning activity, but conversely hinders
academic performance at earlier stages of the same activity. (Scovel 20)
This would indicate that advanced students of higher intelligence should be given tasks that
induce higher levels of anxiety in order for learning to take place more effectively. This may be
because advanced students have mastered coping strategies and are at a level where they need to
be challenged for learning to take place. Further research by Spielberger indicates that high
anxiety facilitates learning when the task is relatively easy but leads to decrements in
performance when the task is more difficult (qtd. in Scovel 20). This means students with a high
IQ will excel regardless of anxiety and that low IQ students will be debilitated by anxiety in
more difficult tasks and learning will not take place for them. Foss and Reitzel argue that “if
students can recognize their irrational fears, they will be able to interpret anxiety-provoking
situations in more realistic ways and eventually opt to approach rather than avoid an anxietyevoking situation” (qtd. in Young 430).
Citing Swain’s research on comprehensive output, Susan Gass indicates that input alone
is not sufficient for acquisition: “Comprehensive output thus refers to the need for a learner to be
‘pushed toward the delivery of a message that is not only conveyed, but that is conveyed
precisely, coherently, and appropriately” (139). Student apprehension may further be increased
when comprehensible output is required in written form, especially if the written form is going to
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be evaluated. “Students, already conditioned to the idea that there is something wrong with their
English, come to believe that writing is designed to magnify and expose this deficiency. As a
result, they refuse to take risks in writing” (Kasper and Petrello 5).
To identify causes of writing apprehension in a specific group of adult L2 students, the
following quantitative and qualitative research was conducted.

Methodology
In this study, both quantitative and qualitative methodologies were employed. The
English as a Second Language Writing Apprehension Test (Adapted from the DM-WAT) used
by Gungle and Taylor, was administered to English language learner student participants. It was
further used as a guide in selecting ten participants (five males and five females) who expressed
having a high degree of writing anxiety (Gungle and Taylor 238). Participants were from
various countries and had studied English in an Intensive English Program at a University in the
western part of the U.S. for varying amounts of time. Participants of this study were selected by
the Academic Coordinator of the Intensive English Program (IEP) as having exhibited writing
anxiety. Students were required to have spent at least six months in an IEP before participating in
this study. Ages of students ranged from 18 to 28 years. All students reported a desire to attend a
university in the United States after graduating from the IEP. None of the participants reported
being overly anxious in activities other than writing.
Participants completed The English as a Second Language Writing Apprehension Test
and were found to have similar results to the answers. These results indicated the participants all
experienced a high degree of writing apprehension. Almost all questions that indicated a high
level of apprehension were answered “strongly agree with this statement” by participants. All
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questions that indicated a low level of apprehension were answered “strongly disagree with this
statement.” Further analysis of the answers was needed to understand why they chose the
answers they did. In follow-up one-on-one interviews, participants were then asked to identify
specific reasons behind their initial answering of the questions. The following answers represent
a composite of results from all ten students.

Composite Results of Follow-Up Interview Questions2
I. I avoid writing in English because:
a. Apprehension stems from self evaluation and expectation of L1 writing ability to
reflect L2 writing ability:
I hate my English writing. I do not sound fluent and I cannot think of the correct words to
use. It takes me a long time to write anything and I have to use my dictionary to find correct
words. I know I can do better. Sometimes I don’t know anything about the topics the teacher
gives us and I have to spend a lot of time just finding out what the topic is. I am a good writer
in [my home country] but I cannot express this in English and I am so angry with myself for
this. Why can’t I be a good write here, as well?
I am so frustrated because I know I can write a letter or anything simple at home, but
here, it is so different and difficult for me. Why can’t I do this? Sometimes I sound like a
child when I read my writing in English. I cannot bear to read my own writing because it
sounds so immature.

2

Grammatical errors have been fixed.
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I am frustrated when I don’t have the vocabulary to express difficult and abstract
concepts in English; I give up trying sometimes. Why waste energy when I’m just going to
be upset because I can’t write what I’m thinking?
b. Apprehension stems from teacher evaluation of writing:
I feel nervous when I know the teacher will grade my writing. I know that my English is
bad and that I will not get a good grade even if I try my hardest. Then I will just have to write
it all over again. The teacher shows me how to do it in class. When the teacher is there, I can
ask for help. I feel more confident because the teacher is there. When the teacher leaves or
when I am at home trying to write, I know I will get things wrong. Then the next day the
teacher will say, “Didn’t I show you this already? Why didn’t you tell me you didn’t
understand this?” Then I feel very foolish. I was listening in class, and I understood it in
class, but when I had to do it alone, it was more difficult.
I don’t want to disappoint my teacher. This person is a good teacher, but sometimes I
know I will get a bad grade before I even begin writing because what the teacher expects is
not something I can produce. I am just a bad writer.
c. Apprehension stems from peer evaluation of writing:
When we have to read our papers in class I feel nervous because the other students will
also see how bad my English is. Sometimes the teacher makes us exchange papers. We have
to help each other grade and find problems and mistakes. I do not want some people looking
at my mistakes. I know we all have problems, but some people laugh or they call me a bad
writer. They compare themselves to me and they are always better. I feel so bad when we do
this in class.

Rankin-Brown and Brown 13
I also feel like we are wasting time when we have to exchange papers and edit each
other’s work. The teacher knows what is correct. Sometimes we correct something that was
fine, but make it wrong instead. This is a waste of my time. I don’t like to read something
that I do not understand. Then I get confused and I know it’s just me because others seem to
be doing fine.
d. Anxiety stemming from losing one’s identity:
My teacher does not understand the [foreign country] way of thinking. The teacher says
we must learn the American way because we will go to university here, but I do not want to
forget my way from home. Why must I give up my identity? This is me. This is how I write.
If I change my writing in English, this is another person. I don’t want to be another person.
Even in my personal writing, I have noticed that when I write, it is a different kind of writing
(i.e. tone). I feel differently when I write in English. I am not the same person. Sometimes
this is fearful for me. Who am I when I write like an American? Does this mean I am no
longer who I was before? This is very scary.

II. I have fear of my English writing being evaluated because:
a. Anxiety stemming from lack of progress being made:
When I see my mistakes I think, “You have been here for a year. You should not be
making the same mistakes.” I have to pass the TOEFL. I don’t know if I can do that because
my writing is not good and the TWE section is very difficult. If I do not pass the TOEFL, I
will return to my country a failure. My parents or my employers will be very disappointed.
This is not acceptable.
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I am paying so much money to learn English. If you count the amount of money paid, I
should be getting A grades all the time and not making stupid mistakes. I don’t want to waste
my money and my time. I have to improve before I lose all my money. I’m so slow. Others
have graduated already but I’m still here because I can’t write.
If I do not learn to write now, when I get to university, I will fail there, too. I do not want
to be here for too long before I go back to [my home country]. I need to hurry up, but if I
cannot write in an ESL class, how am I going to write in a regular university class?
b. Anxiety stemming from error analysis:
The teacher will make changes to my paper. Sometimes the teacher makes changes that I
do not agree with. Sometimes my ideas are fine and the teachers will completely change the
whole idea around because they do not understand what I am trying to say. This is
frustrating. My opinion is not important. The teachers only want to write what they believe
and if I write something, they will change it to their opinion because my point of view is
stupid.
My paper has so many marks on it. Look [laughs and shows paper]! I can’t even see what
I wrote in the beginning. See how bad my Grammar is? I am terrible. When I have to edit my
own paper I realize there are so many mistakes I could have avoided if I had paid more
attention at the time. I’m just a bad writer. See [holds up paper for researchers to see].

III. Expressing ideas in English seems to be a waste of time:
a. Lack of interest in writing in English:
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We are given stupid assignments to write in class [indicates list of topics the teacher has
supplied for essays]. I am not interested in writing about my happiest moment, or the best
vacation I have ever had. I am not interested in reading other students’ happiest moments.
When I go back to [my country] I will only write in English when I contact my English
teachers. I do not have to write in English for my work. Why must I write here? I can speak
English and my level of listening is very good, so if I don’t need writing, why must I write? I
do not want to write. I can’t write. I’m not good at it, so why should I?
Even in [my own language], I do not write much. I am not going to be a writer when I
return to [my country]. Most of my time will be doing mathematical calculations. Even here
in the U.S. when I enter university, my major will be Engineering. I do not have to write
much for that.
b. Lack of confidence in accuracy of written English:
If I cannot express myself correctly in English, others will not understand me, so it is a
waste of both our time. I will not ask someone to read what I have written if I know they will
not understand it. Why should they read rubbish? I do not want to read something my
classmates write if it makes no sense. My grammar is so bad. No one understands me. My
words don’t make sense. Even when I get a good grade, I know it’s a pity grade.

IV. I have a terrible time organizing my ideas in an English composition course:
a. Anxiety stemming from unfamiliarity of academic discourse:
Sometimes I do not understand what is a thesis sentence or what is a topic sentence. We
do not write like this in [my home country]. We are taught not to be so blunt. I do not
understand the point of a persuasive essay or argumentative essay. Why do we have to be so

Rankin-Brown and Brown 16
straight? I want to make my point more softly. If I write like this at home, my teachers will
tell me I am too confident, too bold.
I don’t always understand why I have to cite everything. My teacher said I was cheating
(i.e. plagiarizing) because I did not say who wrote it. Why isn’t my idea important? I can
have the same thoughts as a great philosopher, but if I write my thoughts and do not write
about the ten people who wrote about this before me, then I am cheating. It is not fair.
The teacher tells me that I must not use, “I” or “me” (i.e. first person). This is easier for
me to write with “me” or “I” because it is my opinion. If I have to change it, then I have to go
to the Writing Center and ask them to help me. This takes too much time. What is wrong
with using “I”?
Also, the format for writing papers is very confusing. We are learning APA and MLA
and they are similar. Why does this matter how we write? I am very proficient on the
computer, so I feel comfortable typing my papers, but not in English. I know many of my
classmates are upset when they have to learn to use Word. For me, it is easier to type on the
computer than to write with my terrible handwriting that I cannot even read. It is a foreign
language for anyone to read my handwriting [laughs]. The computer is my friend. But
English is not.
b. Anxiety stemming from perceived lack of sensitivity/knowledge of U.S. teachers:
The teacher tells me my writing is not organized. I am a very good writer in [my
country]. Often, the teacher used to say, “Look at Hiro’s writing. He is very organized.”
Now, when I come here, the teacher says, “You are not organized.” This teacher does not
understand my way of thinking. This person’s logic is very different. This teacher has no
logic [laughs].
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I don’t think my teacher is a very good teacher. This teacher sometimes says things
backwards from the textbook or what I learned in [another IEP]. I will ask another teacher
and he will say, “This is fine,” but when I go back to my teacher, they tell me it is wrong. I
don’t think this teacher knows how to teach or about English. How can I learn to write if my
teacher is bad?

V. Is there any other time when you experience anxiety similar to writing anxiety?
a. Anxiety from speaking:
I feel very anxious when I have to give a speech in English. Any time I have to get up
and say something and I know other people are looking at me, I feel very nervous. Also, if an
American stranger comes to me and begins to talk, I will immediately start to feel nervous. My
heart beats very fast and my mind often goes blank. I do not know what to say to this person, so I
pretend I don’t understand, or I just smile and look stupid. Then they go away or they ask me
questions that I don’t understand. Sometimes I relax after a few minutes when I understand what
is happening, but at first, I am nervous.
b. Anxiety from inability to rapidly read or process English information:
I feel nervous when I am driving and I realize that I can’t read the signs on the highway
fast enough and that I might get lost and if I get lost, then I will have to ask for directions, which
I will not understand. I carry my cellular phone with me everywhere so I can phone my friends.
They can look on the internet for directions for me in case I get lost.
c. Anxiety when attempting to make a good impression to a potential mate:
Writing probably causes me most anxiety, but the other times I feel like this are when I
am on a date for the first time. My hands are wet (i.e. sweaty) and I feel my heart is beating very
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fast—especially if it is a date where I don’t know the other person (i.e. blind date). But this is an
enjoyable kind of nervousness. When I am writing, I am not enjoying it at all. I know that the
date will probably end very well because I am a good date person [laughs]. But my writing will
not end well. It will never be good.

Summary of Interview Results
Participants reported avoiding writing because of four main reasons: (1) Frustrations
stemming from self evaluation and self expectations of how well one should write; (2) Fear of
how the teacher will evaluate the writing; (3) Fear of how their peers will evaluate their writing;
and (4) Fear of losing one’s identity when using new rhetorical styles and patterns to write.
Three of these four reasons focused around the fear of evaluation from various sources.
Participants expressed fear of evaluation for the following reasons: (1) Anxiety when
believing little to no progress is being made in learning English; (2) Anxiety stemming from
error analysis, which, in turn, leads to feelings of inadequacy as a writer.
Several participants believed that writing in English simply appears to be a waste of time
for them. They were either not interested in writing in English because of the classroom content
and assignments, or because they would be required to do little writing once they graduated from
university. They also expressed a lack of interest in writing in English because of their writing
not being sophisticated enough for others to understand.
Participants also expressed a difficulty in organizing their writing because of
unfamiliarity with U.S. academic rhetorical expectations and guidelines. Alarmingly, they also
expressed that their inability to organize or advance their writing was because of teacher
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feedback or disinterest. Participants reported that some teachers were either unsupportive or did
not have enough knowledge/training to teach their classes.
When asked to compare their writing anxiety to any other times they feel anxious,
participants reported feeling anxious when speaking in public, when driving and being unable to
read directions or signs quickly enough, and when going on a blind date—all of which indicate
they are, indeed, feeling high levels of anxiety when attempting to write.

Limitations
Learner anxiety stems from various sources and is not easy to pinpoint from self-reported
data. While this study originally set out to examine emotions of writers with self-reported writing
anxiety, behaviors were not observed by researchers over a prolonged length of time. All results
were taken from interviews with participants who identified themselves as being highly anxious.
Furthermore, different kinds of anxiety and different levels were not addressed. All
reported anxiety appeared to be exhibited only when writing. Differences between trait and
situational anxiety were beyond the scope of this research study. Further research on
psychological aspects of anxiety would be necessary for trait anxiety to be ruled out of the
equation. While participants reported feeling anxious in other settings (such as during occasions
where public speaking was required) none reported being a highly anxious person in general.
Psychology personality tests may have been helpful in determining whether participants
exhibited high trait anxiety.

Further Research, Recommendations, and Implications for the ESL Classroom
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Knowing what to do when confronted by a student who exhibits high levels of writing
anxiety is enough to cause anxiety for any committed, concerned teacher. Popovich and Masse
recommend using the “writing process method of instruction,” as opposed to only emphasizing
the finished writing product.
The writing process is defined as a series of steps—pre-writing, drafting, and
revising/editing—used in a recursive (non-linear) fashion. When employing the
writing process in the classroom, the instructor utilizes pedagogical strategies for
creating a supportive environment (e.g., positive feedback, revision opportunities,
selective marking of errors). (341)
It is evident that teaching writing as a process provides students with an organized step-by-step
format for learning to write, which can help students “tackle” one step at a time. Furthermore, by
allowing students to view writing as a process, rather than as a one-time skill that must be
mastered, writing teachers and coaches can guide students at each step of the process, thereby
allowing for more time to provide positive feedback to students. Writing teachers who emphasize
that writing is a process, and not something that can be mastered by writing only one masterful
draft, will most likely be more successful in helping students who exhibit writing apprehension.
Students who expect their writing to evolve and develop with practice will be less anxious than
those who expect themselves to be perfect the first time they write. Emphasizing writing as a
process, or using a portfolio system of grading may help some students decrease their levels of
writing apprehension.
Another consideration in this study is that writing has traditionally been taught as a
separate skill from other elements of language acquisition. Viewing it as an isolated skill can
sometimes lead to students believing that their other strengths in reading, speaking, or listening,

Rankin-Brown and Brown 21
cannot be used to inform their writing practices. When they begin to view all of their language
acquisition skills as integrated, students may be less intimidated to confront a writing task
because they will already have other skills and knowledge that they can draw from to benefit and
inform their writing practices.
Moreover, when L2 students are confronted with learning new concepts, they are often
already feeling anxious about learning in a new culture and negotiating the process of
acculturation. As students encounter a “language barrier” when communicating, they may need
time to transition to their new culture. “The remedy is a degree of acculturation, a reduction of
the psychological and social distance between immigrant and indigenous groups, involving the
negotiation of more than one barrier “(Mettler 98). This may be accomplished by having students
learn conventions of communicating (in all forms, not just writing) in a new culture before
expecting L2 students to master academic writing. Teachers can also create assignments that ease
students into the conventions of writing in English, starting with forms of writing with which
students are familiar (such as writing letters or creating comics), and moving on to teaching more
unfamiliar rhetoric such as U.S. academic prose.
Because of anxiety caused by “language barriers,” when they are expected to display
fluency in a skill that requires them to write about something they do not necessarily know much
about, L2 students may become more apprehensive. By having students master writing by
addressing topics they are already familiar with, such as with autobiographical writing, or
writing about topics they are already familiar with, students can focus on learning to write from
what they know. In a manner that takes advantage of scaffolding, they can use the skills they
already have in their first language and can then learn to master the basics of writing before
tackling writing on subjects about which they need to research.
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The issue of error analysis arose in the interviews with all participants in this study. The
participants were concerned with how their writing would be graded, and thus, be a reflection of
their values and abilities. Conflicting views in the literature can leave a teacher confused about
whether or not to attend to errors in student papers. Ellis writes:
Where the purpose of the error analysis is to help learners learn an L2, there is a
need to evaluate errors. Some errors can be considered more serious than others
because they are more likely to interfere with the intelligibility of what someone
says. Teachers will want to focus their attention on these. (19)
Ellis does not advocate the carte blanche pointing out of errors, but recommends that teachers
focus their grading on those errors that lead to a lack of comprehension taking place. Further
research is needed in this area to determine what kinds of errors are most likely to lead to lack of
comprehension on the reader’s part.
Kasper and Petrello write that “when writing teachers focus attention on the errors that
the ESL students makes, what gets lost in the process is what the student has to say in the
writing, the free-flowing expression of ideas” (179). As a result of focusing only on errors,
“students lose the possibility for discovery,” and they may “come to believe that what counts is
not the thought they give to a topic, but how correctly that thought is conveyed.” (179). This can
lead to students being overly “preoccupied with correctness of form that they are unable to
derive satisfaction from the writing process, and their progress as writers is severely inhibited,”
and can, in some cases, lead to anxiety (179).
Keeping this in mind, Kasper and Petrello conclude that their ESL students might become
less anxious and more proficient writers of English if instructors “emphasized fluency and clarity
of expression over correctness of form, and at the same time, provided nonjudgmental instructor
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feedback” (181). They further write that “comments that encouraged ESL students to take
control over their composing would promote both improved writing and increased confidence in
their ability to write English” (181).
They thus recommend that instructors ask task-oriented questions of students. Kasper and
Petrello write that task-oriented questions are “designed to focus students’ attention on
improving and expanding the content of their essays and on increasing the clarity of their ideas”
(181). Questions such as: “Could you be more specific, provide more details, about this point?
Could you open up the essay with a more general statement? How does this example relate to the
main point of your essay” (181) instead of only correcting grammatical structures of a student
paper can be helpful in changing the focus of evaluation to be more task-oriented.
Students who write on a regular basis are also less likely to feel high levels of
apprehension because it is a skill they are regularly mastering. Krashen found: “Encouraging
writers to write regularly, with the modest reinforcer of their recording their output and reporting
it to someone else, was the most effective level of management” for writers trying to achieve
optimal levels of writing management (“Optimal Levels” 608).
The effect of computer use on writing apprehension is a fairly recent avenue of research.
For some students, using a computer for the writing process may invoke anxiety. However, for
others who are accomplished and seasoned veterans of using a computer, this may actually help
to alleviate anxiety. If students have used a computer to compose in the past, or who feel that the
computer is their friend and a comfort zone, using computers in the classroom may be helpful in
lowering anxiety. Marianne Phinney (1991) cites studies that have suggested computer use has a
positive effect on second language writers and that “…students felt the computer improved their
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attitudes toward writing in English. They also seemed to spend more time writing than students
who did not use a computer and produced longer papers.”
Mark Mabrito conducted a study of writers in internet newsgroups. He states that students
who are highly apprehensive about writing actually contributed more, initiated more topics of
discussion and felt more comfortable participating in electronic discussions with unknown
audiences than they did when communicating with familiar audiences. He suggest that the
“comparatively safe and non-threatening environment of the global newsgroup—achieved
through the anonymity of the participants—may have provided more of a low-risk environment
for these writers” (49). Incorporating non-threatening writing environments for students is key to
lowering anxiety for many writing apprehensive students.
Another important consideration when evaluating writing anxiety is the role of student
identity in writing. Self-identity was a subject that almost every participant spoke about during
the interviews. Fan Shen emphasizes the social aspect of writing: “Starting with the first English
paper I wrote, I found that learning to compose in English is not an isolated classroom activity,
but a social and cultural experience” (124). As students learn to navigate the social and cultural
aspects of living in a new culture, they will also need to find a way to reconcile their personal
identities in this new world. Often, by having teachers assign and therefore “validate” the
students’ experience of negotiating and navigating a new world, students can learn to make
senses of their experience by writing about it. For other students, this may be a threatening
assignment if they are not able to address such a personal issue.
John Vázquez writes that some students seem to resist integrating into U.S. American
culture for fear of losing their basic identity. One’s identity can be tied closely with the language
one uses. Some students may feel that they need to adopt a new identity in order to learn another
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language and thus lose the identity they have in their first language. Vázquez further states, “To
engage in learning a second language is to step into a new world. This act of extending the self
so as to take on a new identity is, we believe, an important factor in second language learning.
The willingness to modify ones culturally-ingrained identity is a process of demanding positive
attitudes toward the target language as well as toward the people that speak that language.”
As teachers of writing encounter students who exhibit or report writing anxiety, they need
to keep in mind that the causes may be multiple and complicated. Having greater awareness and
sensitivity to students’ anxieties may go a long way in helping students face their challenges.
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Abstract
The Mechanical Engineering program at the Platteville campus oversees the mechanical
engineering program at the Fox valley campus. Both campuses are part of the University
of Wisconsin system. As part of the arrangement, faculty from the Platteville campus can
help in teaching courses (as well as with other educational activities) at the Fox Valley
campus. The author taught the Automatic Controls course to senior level mechanical
engineering students at the Fox Valley campus in the spring of 2005 using distance video
resources from the Platteville campus and traditional classroom instruction at the Fox
Valley campus. This was a new format which required careful planning and
implementation. This paper discusses the course content, technology for instructional
material and delivery, and format and details of how the course was conducted.
Background
The University of Wisconsin System consists of thirteen 4-year / 4-year plus and thirteen
2-year campuses across the state of Wisconsin. The Platteville and Fox Valley campuses
are part of the University of Wisconsin system. The Mechanical Engineering program
unit of the Mechanical and Industrial Engineering Department at the Platteville campus
oversees the mechanical engineering program at the Fox Valley campus. As part of the
arrangement, faculty from Platteville campus offer courses at the Fox Valley campus.
This is beneficial and timely given the rapid growth of the Fox Valley program. The
author taught the Automatic Controls course to senior level mechanical engineering
students at the Fox Valley campus in the spring of 2005 using distance video resources
from the Platteville campus and traditional classroom instruction at the Fox Valley
campus. This was a new format which required careful planning and implementation.
Course content, technology for instructional material and delivery, and format and details
of how the course was conducted for this situation are discussed in the following
sections.
Course Content
Automatic Controls is more commonly learnt in electrical engineering related programs
but is increasingly required and taught in mechanical engineering. In the realm of
mechanical engineering, the mathematical and application aspects are often more
important than the control hardware and software aspects. In spite of the varying degree
of importance of these aspects, the future practicing interests of mechanical engineering
students are best served by addressing all of these aspects. Course content chosen as
given below reflects these needs and is based on the textbook used for the course [1].
1.
Introduction to Control Systems
2.
Mathematical Modeling of Dynamic Systems
3.
Transient and Steady-State Response Analyses

4.
5.
6.
7.
8.
9.

Root-Locus Analysis
Control System Design by the Root-Locus Method
Frequency Response Analysis
Control System Design by Frequency Response
Use of Matlab [2], Simulink [3], and Mathcad [4] as needed throughout.
Use of controls equipment for laboratory exercises.

Using Distance-Video Resources
The “Introduction to Control Systems” section stresses the importance of automatic
controls in several mechanical engineering applications. The section also identifies the
need to recognize and understand the topic as being one of many other major inter-related
areas that mechanical engineering students must learn. A brief review of Laplace
Transforms follows next and could be considered as part of the introduction. As the
format of instruction is one day a week of distance video and one day a week of
traditional on-site classroom instruction, it is best to prepare handouts (such as Power
Point) for every section including the introductory section. Such handouts have been
found to be productive and convenient both to the teacher and the students. If the first
day of class is distance video, the handouts for the introduction section must be made
available electronically and students informed ahead of time so that they can print the
handouts and bring them to the distance video receiving classroom. The instructor needs
to familiarize (again ahead of the first day of class) with both the transmitting and
receiving classroom environment, different media equipment that are available, and
technical support staff who may assist during classroom instruction. This helps the
instructor in planning the format of instruction and preparing accordingly. For example,
as seen by the photograph in Figure 1 of the distance education room at the Platteville
campus, a high-end computer, overhead camera, and writing board are all available. So
the instructor can place the power point slides as a file on the computer and also have
hard copies as a backup to use via overhead camera in case of computer difficulties.
Incidentally, it is a good idea to have the text size on the slides (either electronic or hard
copy form) around 28 so as to be big enough to be clearly seen on the television monitors
by students in either the receiving and/or transmitting classrooms.

Figure 1

During the lecture, supporting writing by the instructor on paper needs to be of similarly
large text size so that the overhead camera’s transmittal to the monitors can be easily and
clearly seen by the students. An example of such writing is shown in Figure 2. If the
write-up board is to be used, large text will have to be written similarly on it. Even with
good lighting in the room, the clarity using write-up board may not be as good as writing
on a paper and transmitting via a overhead camera. . As a side note, the distance video is
transmitted from Platteville campus to the Fox Valley campus via a video bridge at
Madison using an IP-Video protocol.

Figure 2
Using On-Site Resources
The section on the Mathematical Modeling of Dynamic Systems is primarily learnt
through Laplace Transforms and Transfer Functions methods and to a lesser extent
through State Space. An early introduction to individual and combined proportional,
integral, and derivative control action is also given in this section and applied further in
later sections. Given the rapid developments in hardware and software as they relate to
automatic controls, it is important to integrate those into the course. This has to be
accomplished through lab exercises with controls equipment and software such as
Matlab, Simulink, and Mathcad. Computation and simulation using software are
introduced early in the course through this section on mathematical modeling of dynamic
systems. An example Matlab program and output are given in Figures 3 and 4.
%Filename: Page052_PR_B_2_15 (Reverse of the given problem of PFE)
%Find the Polynomial Ratio B(s)/A(s) given
%that the residues are -2.1875,3.75,1.25,0.9375; poles are -5,-5, -3, -1;
%and direct term k is 0.
%Note that the residues, poles, and direct term given above are original PFE
%answers. MAKE SURE THE DATA IS GIVEN RELATIONALLY CORRECT.
r=[-2.1875 3.75 1.25 0.9375]
p=[-5 -5 -3 -1]
k=[0]
[num,den]=residue(r,p,k)
printsys(num,den,'s')
% Note that k is the direct term and NOT Gain K. We are using r,p,k which
% is very different from z,p,K command.
Figure 3

>> Page052_PR_B_2_15
r = -2.1875 3.7500 1.2500
p = -5 -5 -3 -1
k= 0
num = 0 10 60 80
den = 1 14 68 130 75
num/den =

0.9375

10 s^2 + 60 s + 80
---------------------------------s^4 + 14 s^3 + 68 s^2 + 130 s + 75
Figure 4
Figures 5 and 6 show a Simulink simulation setup and response output respectively.
Besides using controls specific capabilities such as Matlab and Simulink, students must
be encouraged to use programming tools either to do other tasks or to do alternative
evaluations to double check certain results. Figure 7 shows one such example using
Mathcad to find transient response of a standard second-order system.

Figure 5
The on-site laboratory computers best enable teaching students the ability to program
tasks as just outlined and to gain more insight about automatic controls through the
ensuing results. On the contrary, distance video methods of teaching and learning such
tasks are not a relatively better option. Incidentally, the on-site facilities at Fox Valley
campus include a laboratory equipped with computers and controls equipment and a
separate distance-video receiving room. Although computers, controls equipment, and
distance-video reception in one room would be ideal, it is not practical because the

distance-video reception room needs to be separate for other uses. But at least having
both computers and control equipment in one laboratory room as at Fox Valley is
excellent for controls instruction.

Figure 6
PAGE 235 EXAMPLE 5-1
ζ := 0.6

ω n := 5

ω d := ω n⋅ 1 − ζ

2

ωd = 4

σ := ζ ⋅ω n

σ =3

 ωd 

β := atan

 σ 

β = 0.927
tr :=

β deg := β

π −β

β deg = 53.13 deg
tr = 0.554

ωd

π
tp :=
ωd

tp = 0.785

 σ  ⋅π
ωd

Mp := e 
−

ts2 :=

Mp = 0.095

4

ts2 = 1.333

σ

3
ts5 :=
σ

ts5 = 1

Figure 7

Figure 8 shows a system of spring-mass-dampers with control capabilities to understand
control system concepts. The laboratory at Fox Valley is being upgraded with similar
and additional control equipment to offer students exposure to such hardware.

Figure 8
Conclusions
Automatic Controls course is demanding in its requirements of theory, mathematics,
simulation, and equipment utilization. To teach such a course in the dual format of
distance video and traditional classroom is even more demanding. This paper addressed
the content and format of the course as well as the utilization of distance-video and onsite resources under such a situation. It can be concluded that it is possible to effectively
teach the course in such a dual format without compromising any aspect of a traditional
one-site form of teaching the course.
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Abstract
Many people believe that the Fine Arts are a superfluous subject and are not important as
part of a child’s education. However, this paper disproves this belief and focuses on the
benefits of Fine Art education, its function as a language, the neurological connections
between Visual Arts and Language Arts, and ways literacy can be taught through the Fine
Arts. A literature review is conducted that outlines current philosophical theories,
successful art-literacy education programs, and scientific studies. A practical approach to
curriculum design is also explored and various lesson plans are outlined that encourage
the development of literacy skills through the Fine Arts.
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Fine Arts and Literacy:
A Focus on Drawing and its Relationship to Literacy and
Language Development

Introduction
Maxine Greene states education is crucial for “the growth of persons, with the education
of persons to become different, to find their voices, and to play participatory and
articulate parts in a community in the making.”1 Education is comprised of specific
curriculums, which according to Eisner, is an array of activities that give direction to and
develop the cognitive capacities of individuals.2 Although everyone agrees that
education is extremely important, the building blocks that make up each curriculum
varies and is often the subject of debate. As Greene says, we cannot assume that there is
a consensus about what is valuable and useful and what ought to be taught, despite all the
official definitions of necessary outcomes and desired goals.3 The Fine Arts is one such
subject that often initiates a debate.

Many people believe that Fine Art is a superfluous subject in schools today and do not
add any “real” value, unlike core subjects such as math or science. This belief is echoed
in the decisions of administrators as when faced with cutbacks and decreased budgets, the
1

Maxine Greene, Releasing the Imagination: Essays on Education, the Arts, and Social Change,
(San Francisco: Jossey-Bass Publishers, 1995), p. 132.
2
Elliot Eisner, The Arts and the Creation of Mind, (Harrisonberg, Virginia: Yale University
Press/New Haven & London, 2002), p. 148.
3
Greene, Releasing the Imagination: Essays on Education, the Arts, and Social Change, p. 3.
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arts are always among the first programs to be eliminated. Educators such as Bob Steele
complain that the Fine Arts are “seriously neglected” in our homes and school
curriculums.4 This could be a great disadvantage to some students, especially those who
are visual learners and communicators. Studies such as Walter Grey’s modes of
communication show that varied forms of communication are important to increase
understandings. He has shown that 15% of the population thinks exclusively in the visual
modes, 15% exclusively in verbal modes, and 70% uses a combination of the two
approaches.5 Given that at least 85% of the population thinks in some form of visual
mode, the visual arts should be better embraced by the education system.

This paper will examine how the Fine Arts can act as a contributor to the development of
children’s language skills. In particular, philosophical theories regarding how Fine Art
skills influence the acquisition of literacy skills will be explored. Scientific neurological
connections between the use of the hand in drawing and the use of the mouth in speech
and literacy will also be examined, as well as specific examples of art-literacy programs.
Finally, this paper will conclude with a plan for curriculum design using the arts to teach
literacy skills.

The Many Benefits of Fine Art Education
A great deal of research has been conducted that show the advantages of learning Fine
Art skills. According to Steele, many mental capacities are used during the creation of
4

Bob Steele, The Drawing Path for Children Handout, The Drawing Network.
Joyce Armstrong Carroll, “Drawing into Meaning: A Powerful Writing Tool”, English Journal,
October 1991, p. 35.
5

6

Fine Arts including perception, cognition, memory, imagination, empathy, a wide range
of feelings and emotions, and even advanced thinking skills.6 Exhibit 1 shows one
example of an image created by a five-year-old boy that demonstrates a range of skills,
including perceptual, intellectual, affective, and imaginative abilities7.

There are many reasons for including visual arts in schools. For example, it can show
intellectual ability in children with learning disabilities, help articulate feelings and
emotions, be cathartic, serve as communication across language boundaries, recapture
events, and facilitate social bonding.8 In addition, drawing can help students sharpen
perception and knowledge, increase understanding of the world, solve problems and
invent things.

The Fine Arts also help to develop the imagination of students, reorganize our perception
of the world, and give students a new way of looking at things.9 This is important, as
schools tend to underestimate imagination and focus on facts, correctness, linearity, and
concreteness.10 Imagination also makes empathy possible and it encourages divergent
thinking. According to Greene, it also helps to develop social imagination, which she
defines as the “capacity to invent visions of what should be and what might be in our
deficient society”.11

6

Bob Steele, Draw Me A Story, (Winnipeg, Manitoba: Penguin Publishers, 1998), p. 101.
Steele, Draw Me A Story, p. 5.
8
Steele, Draw Me A Story, p. 18.
9
Eisner, The Arts and the Creation of Mind, p. 197.
10
Eisner, The Arts and the Creation of Mind, p. 198.
11
Greene, Releasing the Imagination: Essays on Education, the Arts, and Social Change, p. 5.
7
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Many of the Fine Arts also aid in the development of creativity. Creativity helps to
develop high-level cognitive skills including problem finding and the ability to define the
problem. It also emphasizes several modes of reasoning, including alternating between
divergent and convergent thinking. It also develops one’s insight processes and abilities
to evaluate competing ideas, and general knowledge of understanding new ideas. 12

Imagination and creativity lead to make-believe play. Vygotsky emphasized the
importance of make-believe play in the development of language in children. He
believed that make-believe play creates a zone of proximal development, which
represents what the child can do with adult help. This enables children to learn to act in
accordance with their internal ideas as well as external stimuli, and it strengthens
children’s ability to think before they act.13

Eisner also advocates the importance of the arts and claims that they “contribute to the
development of complex and subtle forms of thinking”14. He explains that through
“noticing subtleties, conceiving of imaginative possibilities, interpreting metaphorical
meanings, exploiting unanticipated opportunities” as necessary in creating artwork, all
require complex thinking skills.15

In addition, all arts require attention to new relationships and this requires a new type of
vision, which Eisner calls “perceptual activities”. He also refers to an improvisational
12

Laura Berk, Child Development, Fourth Edition, (Needham Heights, Massachusetts: Allyn and
Bacon, 1998), p. 333.
13
Berk, Child Development, p. 249.
14
Eisner, The Arts and the Creation of Mind, p. 35.
15
Eisner, The Arts and the Creation of Mind, p. 35.
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side of one’s intelligence that is needed in the arts. This is the ability to change directions
and redefine one’s goals, as defined by Dewey as “flexible purposing”. This may
develop forms of thinking and attitudes toward problems that emerge in other fields.16 I
believe that this may also be true with the relationship between the arts and literacy.
Skills learned in the arts, especially the visual arts, may transfer to other visually oriented
subjects such as Language Arts.

The Fine Arts also teach students that there can be multiple answers to a question and
multiple solutions to a problem.17 The arts also show that how something is portrayed is
as important as what is portrayed. For example, the way in which something is said
shapes its meaning, like for an actor reciting his lines, a poet forming a sonnet, or a
painter creating a new image. These forms of divergent thinking are enhanced through
the arts, and become a part of a student’s general skill sets available for use in other
subject areas. Learning and practicing problem-solving skills such as these are always
valuable. There are so many benefits of learning Fine Art skills, yet many are reluctant to
fully embrace it as a legitimate, valuable subject in schools today.

Fine Art, Symbols and Literacy
Children scribble and draw before they speak, and there is an important link between the
two actions. Drawn images and written symbols are connected. According to Olsen,
“the picture is the child’s beginning of written language” and “children develop a mastery

16
17

Eisner, The Arts and the Creation of Mind, p. 35.
Eisner, The Arts and the Creation of Mind, p. 196.
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of written language by integrating their pictures and words.”18 Overall, art skills, such as
drawing, are thought to stimulate the use of words and thus the acquisition of literacy.19

Fine Arts also form the basis for the notational system. As shown through combined
research in anthropology, primatology, art history, neurology, child development
(including research with deaf and blind children), gender studies and literacy suggest that
notational systems are extremely important to human language.20 In addition, these
diverse symbol systems, including pictures, maps, and algebraic expressions, play an
important role in the development of higher cognitive processes, with language being the
highest importance.21

Examining today’s English language system does not readily show the relationship
between the language, its symbols, and visual pictorial cues. However, examining the
initial stages of our system illustrates the relationship more easily. The beginning of our
phonetic system five thousand years ago began with the great oriental systems such as the
Sumerian, Egyptian, Hittite, and Chinese word-syllabic systems.22 Many of the prewriting systems included the picture and the logogram as well as picture illustrations.
One of the most well known examples is the Egyptian language that used pictographic
writing that helped in setting the course toward today’s phonetic writing. For example, a
picture of a hawk came to stand for the sound that started the word "hawk." A picture of a
18

Janet Olsen, Envisioning Writing Toward an Integration of Drawing and Writing, (Portsmouth,
NH: Heinemann Educational Books, 1992), p. 127.
19
Bob Steele, Question: But is Drawing Really a Language?, The Drawing Network Handout.
20
Susan Rich Sheridan, A Theory of Marks and Mind: the effect of notational systems on hominid
brain evolution and child development with an emphasis on exchanges between mothers and children,
http://drawingwriting.com/MMNota.html, accessed June 2005.
21
Berk, Child Development, p. 254.
22
Olsen, Envisioning Writing Toward an Integration of Drawing and Writing, p. 128.
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thing became a picture of a sound.23 An example of such a system is shown in Exhibit
224. Another example is the Greek alphabet, which was the first complete phonetic
system where each sound had its own symbol. This provided a direct link between the
pictures and sounds. Chinese and Japanese language systems also show an actual visual
correspondence between what is written and reality.25 From Eastern point of view,
separating the visual from the verbal, such as in our phonetic system, is unnatural because
they believe that words and pictures should be closely combined together.

A Neurological Link Between Fine Arts and Literacy
In addition to a historical symbolic link, there is also a neurological link between symbols
used in Fine Arts and literacy. Susan Sheridan explores a marks-based theory of the
human brain, which is centered on the notational system. She explains that by
recognizing the importance of children's scribbles and drawings in developmental terms
as well as in evolutionary terms, this marks-based theory of the human brain enables
language and consciousness to emerge.26

Recent research on the development of the human brain suggests that there is a close
connection between the function of one’s hands and mouth. In fact, according to
researcher Susan Sheridan, “the contiguity of the hand and the mouth on the sensory23

Sheridan, A Theory of Marks and Mind: the effect of notational systems on hominid brain
evolution and child development with an emphasis on exchanges between mothers and children,
http://drawingwriting.com/MMNota.html
24
Olsen, Envisioning Writing, p. 129.
25
Olsen, Envisioning Writing, p. 128.
26
Sheridan, A Theory of Marks and Mind: the effect of notational systems on hominid brain
evolution and child development with an emphasis on exchanges between mothers and children,
http://drawingwriting.com/MMNota.html
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motor human cortex supports a synergistic relationship between the action of the hands
and speech.”27 She shows that this unique relationship between the hands and mouth is
apparent in children, including those that are sighted, blind, hearing, or deaf, and
concludes that “gestures, signing, scribbling, babbling, speech and literacy are
neurologically connected in the brain.”28

Sheridan explains that in a marks-based theory of language, scribbling and drawing act
like thermostats, heating/speeding up brain frequencies for easy word-retrieval in speech,
as well as for reading and writing, then cooling/slowing down brain frequencies to
achieve efficient resting states via marks-based resolution/understanding.29
She also states that sustained visual attention is needed for speaking, as well as for
drawing, reading, writing, and other marks-based expression. She concludes that the
work of the hands creating marks extends the attentional capabilities of the visual cortex
for language.30

The Scribble Hypothesis is a theory based on the idea that scribbling prepares the brain to
become literate. It reveals that the marks people make, also known as scribbles, affect
symbolic thought, which includes reading and writing. Basically, as children scribble,
27

Sheridan, A Theory of Marks and Mind: the effect of notational systems on hominid brain
evolution and child development with an emphasis on exchanges between mothers and children,
http://drawingwriting.com/MMNota.html
28
Sheridan, A Theory of Marks and Mind: the effect of notational systems on hominid brain
evolution and child development with an emphasis on exchanges between mothers and children,
http://drawingwriting.com/MMNota.html
29
Sheridan, A Theory of Marks and Mind: the effect of notational systems on hominid brain
evolution and child development with an emphasis on exchanges between mothers and children,
http://drawingwriting.com/MMNota.html
30
Sheridan, A Theory of Marks and Mind: the effect of notational systems on hominid brain
evolution and child development with an emphasis on exchanges between mothers and children,
http://drawingwriting.com/MMNota.html
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their physical and mental gestures become visible and they teach the brain to be
responsive to its own symbolic needs through self-reflection.31 Rhoda Kellogg agrees
with Sheridan and believes that a child’s early scribble pictures are important and
meaningful because they “hold the key to the development of an extensive graphic
vocabulary”.32 She analyzed children’s drawings and developed a series of twenty
scribbles that are the building blocks that underlie all graphic development, as shown in
Exhibit 933. The first four tenets of the scribble hypothesis supports Sheridan and
Kellogg’s theories:

One: Very young children’s scribbling trains the brain to pay attention and to
sustain attention, setting up self-organizing feedback loops between the
eye/hand/ear/mouth and the inter hemispheric brain.
Two: Very young children’s scribbling stimulates individual cells and clusters of
cells in the visual cortex for line and shape.
Three: Very young children’s scribbles help them practice and organize the
shapes or patterns of verbal and visual symbolic thought.
Four: Very young children’s scribbling encourages an affinity, or love for marks,
preparing the mind for its determining behavior: literacy.

31

Susan Rich Sheridan, The Scribble Hypothesis: Invisible Brain Building,
http://www.lifelearningmagazine.com/0208/JulyAug02.pdf, accessed June 2005.
32
Claire Golomb, The Child’s Creation of a Pictorial World, (California: University of California
Press, 1992), p. 12.
33
Golomb, The Child’s Creation of a Pictorial World, p. 13.
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In this context, literacy is multiple. It affects visual and verbal, artistic and scientific,
mathematical, musical, and literary capabilities.34 These steps show that by preparing
and training the brain to create, use, and understand marks, scribbling and creating marks,
including those created in Fine Arts, can help prepare the human brain become literate.

The Fine Arts as a Language
According to Vygotsky, drawing is a kind of speech in itself.35 He states “only one thing
is certain – that written language of children develops in this fashion, shifting from
drawings of things to drawings of words. The entire secret of teaching written language is
to prepare and organize this natural transition appropriately...Make believe play, drawing
and writing can be viewed as different moments in an essentially unified program of
development of written language.”36

Researcher Ann Dyson also agrees with Vygotsky and also believes that drawing and
literacy are closely related. She states that drawing and literacy both graphically
symbolize an object, create one graphic object for another, and represent a symbolic
narrative form. In addition, print and picture often form a complementary whole.37

34

Susan Rich Sheridan, Very Young Children’s Drawings and Human Consciousness: The
Scribble Hypothesis, http://drawingwriting.com/scribReQ.html, accessed June 2005.
35
Olsen, Envisioning Writing, p. 128.
36
Sheridan, The Scribble Hypothesis: Invisible Brain Building,
http://www.lifelearningmagazine.com/0208/JulyAug02.pdf
37
Catherine Bates, The Resource-Teacher Project Background,
http://www.nald.ca/canorg/cclow/doc/Drawing/4.htm, accessed June 2005.
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The Drawing Network of British Columbia defines language as “any symbol system,
coded or uncoded, which makes possible articulation, expression, and communication of
perceptions, thoughts, and feelings.”38 Steele uses this definition to show that children
often use Fine Arts as a language medium. His research shows that from the age of about
two years, children draw as though using language. This is illustrated in artwork created
by children that show: events organized in sequence (story telling); poetic and
metaphoric imagery; diagrams that analyze and explain, graphic images that compare,
categorize, evaluate, express feelings and emotions, describe from observation and
memory, demonstrate fantastic invention. Some examples can be seen in Exhibits 3 and
439. According to Steele, all of these show the hallmarks of language as children can
articulate, express and communicate their thoughts, perceptions, feelings and creative
imaginations through this medium.

People do not need to be professional artists in order to create artwork that is considered
to be language. In fact, any type of drawing can be considered to be a form of language,
including simple doodling. Researchers Fulwiler and Petersen identified three different
types of doodles and referred to doodling as “analogous to journal writing, free writing,
and rough drafting.”40 They also explained that “doodles help develop concrete records
of otherwise incompletely synthesized intellection.”41 This means that they believe

38

Steele, Question: But is Drawing Really a Language?, The Drawing Network Handout.
Steele, What We Can Learn From Studying Children’s Drawings, The Drawing Network
Handout, Figures 3 and 5.
40
Joyce Armstrong Carroll, “Drawing into Meaning: A Powerful Writing Tool”, English Journal,
October 1991, p. 34.
41
Carroll, “Drawing into Meaning: A Powerful Writing Tool”, p. 34.
39
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doodles and other drawings help make visible that which is ineffable. As Eisner says,
meaning is not limited to what words can express.42

Eisner has also found that children “use words mainly to convey practical messages, but
draw to articulate and express complex and subtle perceptions, thoughts, and feelings.”43
He suggests that children could not achieve a similar level of language articulation and
expression using words alone. I agree with Eisner, because while teaching early
elementary children, I have found many young children do not have the vocabulary or
ability to fully articulate their experiences or emotions, but can more easily draw or paint
a picture illustrating their experiences.

Many people consider the Fine Arts to be solely an affective subject. However, the Arts
are actually a combination of affective and cognitive/intellectual activities. Steele states
that “drawing takes the young mind into new areas of language expression and the
literacy code is never far behind if parents and teachers take advantage of this
connection.”44 For example, adults can easily link drawings to conversation and translate
them into verbal language including word fragments and sentences by discussing the
drawings with the children. Examining drawings created by preschool through primary
aged children, Steele has shown a positive relationship between drawing and intellectual
development, learning, and mental health.45
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Researchers Neu and Stewig have also shown that drawing and language development
skills are linked. They state, "besides using drawing for artistic expression and emotional
enjoyment, many children draw to explore and understand language."46 These
researchers also hypothesize that children use drawing as a rehearsal and scaffolding
technique while learning to write, read, and comprehend language, to decode words and
understand story-language patterns, and to generate and organize ideas for reading and
writing.47

The Process Approach to Language Arts and Fine Arts
Many Language Arts teachers advocate the “process approach” to written language
instruction. As suggested by the title, this method focuses on the process of writing and
how to manage prewriting, writing, and rewriting rather than the product of writing. It
has been a dominant idea in written language instruction for over a decade.48 The
processes taught to students involve five steps:
1. Prewriting: Thinking about the topic before writing
2. Drafting: Initially writing the words down on paper
3. Revising or Editing: Improving the product
4. Proofreading: Checking the product for errors

46
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5. Presenting/Publishing: Sharing the final product with others

Eisner states that the arts can serve as a model for teaching the subjects that are usually
thought of as academic.49 I believe that one such example can be seen with the process
that some art teachers advocate that is similar to the Language Arts process. As
illustrated in Exhibit 5, the steps involved in the Language Arts and Fine Arts processes
directly correspond to one another50. The Fine Arts process involve five similar steps:

1. Pre-Arting: Thinking about the project and getting started
2. Sketching: Initial drawing ideas on paper
3. Designing: Revising the sketch and making it better
4. Refining: Improving the drawing by examining mechanics and composition
5. Exhibiting: Sharing the final product with others

Both processes are very similar in that they both include brainstorming, creating an initial
product, revising it, and sharing it with others. Each of the five steps in each subject area
lead the student through specific steps designed to create a well thought out, successful
product. It is hypothesized that learning one process in one subject area will allow the
student to transfer the knowledge into another subject area, namely, that students learning
the Fine Arts process will be able to apply it to other subject areas including Language
Arts. However, this hypothesis has not been thoroughly studied, and thus requires further
research.

49
50

Eisner, The Arts and the Creation of Mind, p. 196.
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Arts and Literacy Based Programs – Three Examples
The following are three examples of successful programs that were created on the
presumption that the Fine Arts can influence a student’s literacy skills and performance
in Language Arts. Each program uses the Fine Arts as a mode of communication and
form of language.

The Drawing Network – An Arts and Literacy Based Program
The Drawing Network is a 15-year-old grassroots organization in British Columbia based
on the premise of art as literacy. It is primarily compromised of a large group of
teachers, parents, administrators, and academics in British Columbia who believe that
children use drawing as a language. According to Bob Steele, founder of the Drawing
Network, the program was founded on a double premise. Namely, that drawing as a
natural uncoded language has a double role to play: 1) mental development and 2)
literacy.51

In this program teachers are asked to inaugurate a daily drawing program at school and
are supported with ways to organize and motivate students. Drawing is used as an aid to
literacy and is developed through strategies such as encouraging conversations about
drawings, creating printed labels and captions, creating stories told in a series of pictures,
adding illustrations to stories, and adding “balloons” to convey spoken words or secret

51

Bob Steele, Personal letter written to Catherine Read, Feb 19, 2005.
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thoughts of characters. This is done through motivation, providing adult models,
visualization and guided imagery, game drawing, picture studies and encouraging
attitudes that embrace the fine arts.

The program has three requirements. First, students must draw spontaneously for 15 to
20 minutes each day. Second, drawing should be incorporated into the home/school
curriculum in a variety of subjects including social studies, science, language arts, and
visual arts when possible. Third, a parent or teacher must be present to help motivate
students and respond to the finished projects. According to Steele, it is those
conversations that enhance literacy skills.52

The Visual-Narrative Program
Janet Olsen founded the Visual-Narrative program in Brookline, Massachusetts on the
idea that children have a natural inclination to tell stories through drawing. The program
was designed to provide a basis for both visual and verbal literacy and develop visual
thinking skills, which are complex and nonverbal. Olsen believes that “visual thinking
tends to be overlooked or misunderstood entirely” as it is usually associated with
television, computer terminals, photographic reproductions, book illustrations or films.53
This program was designed on the hypothesis that children could use their visual thinking
skills to improve their writing skills. The first step in Olson’s program is teaching the
students the artistic drawing tools needed to succeed in the program. This includes
52

Bob Steele, “Drawing is the First Language”, http://www.bctf.ca/newsmag/Archive/20042005/2005-05/support/22Drawnet.html, accessed July 2005.
53
Olsen, Envisioning Writing, p 45.

20

teaching the students about using various characters, movement, emotions, fantasy,
relationships, settings, and plots in their drawings. She uses literature, music, and other
works of art as resources and inspiration. Students then create images that illustrate
various narratives.

Through this program, Olsen proved her hypothesis and found that visually oriented
children definitely could improve their writing skills through their visual inclinations.
She also discovered that the visual vocabulary of the students also improved along with
their drawing skills. One example can be seen in Exhibit 6, which shows visual thinking
and verbal dialogue54. Olsen also came to the conclusion that “art is actually a kind of
language and a form of communication” because art can “give form to personal ideas,
feelings, and experiences that can be shared with others.”55

The Resource-Teacher Project: Linking Art and Literacy
The Resource-Teacher project was a project conducted primarily by Catherine Bates at
Dawson College in Montreal. It was also directed at showing both how art might
enhance the teaching of literacy and vice versa. This project posited literacy as the root
of learning across the disciplines and integrated literacy - reading, writing, speaking,
listening, critical thinking - into content-area courses.

Bates assigned adult students with a project that involved drawing or painting along with
writing. Students were allowed to choose which to complete first, the artwork or the
54
55
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written work. Bates found that the students insisted that they did the drawing/painting
first because that was their primary mode of expression, as shown by their exclamations
that they made pictures "long before (they) learned how to write."56 She also found that
more time was devoted to the visual aspect of the assignment, and that there was a
predominance of a narrative mode of writing and painting.

This project successfully showed students’ ability to integrate art and writing. Creating
the artwork inspired the students with their writing. It proved to be a great motivating
factor to write and complete the assignment, which was important, as the students were
not graded for this assignment. The drawings also helped the students develop and
organize their ideas before beginning the written component, and inspired some students
to create more imaginative written works such as poems. Some examples can be seen in
Exhibits 7 and 857.

These three programs are typical of art-literacy programs that are available to children
and adults. All three are based on the assumption that Fine Art skills aid in the
development of literacy skills, are well developed and organized, and employ trained
professional teachers. However, the founders of these programs, like many others, have
not specifically and scientifically tested their hypotheses. They claim that it is the Fine
Arts taught in the programs that are helping students with their Language Arts skills.
However, other factors could be at work. Perhaps the students enrolled in these programs
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already have an aptitude for Language Arts. Or, perhaps the teachers, already knowing
about and believing the hypothesis are unintentionally influencing the students (also
known as the Hawthorne Effect). Or maybe some of the students are enrolled in other
Language Arts programs that affect their skills in these classes. These scenarios are
possible and could easily affect the results of these programs. Therefore, although these
programs seem to be beneficial, more studies are necessary before any valid claims can
be made.

Incorporating Literacy into Visual Art Lesson Plans – A
Practical Approach to Curriculum Design

Encouraging Children to Draw – Getting Started and Planning a
Program
In order to encourage students to create any visual art that is natural and authentic, a
trusting atmosphere that is free of criticism must be developed. Students that say that
they can’t draw often do so out of self-consciousness, peer pressure, and an idea that
visual art must be realistic to be considered as successful. Creating the right atmosphere
that is conducive to natural drawing will tremendously help students overcome nerves
about drawing abilities. In order to accomplish this and foster creativity in the classroom
teachers should encourage “a lack of self-consciousness, a knowledge that taking risks is
actively encouraged, and an atmosphere of freedom to enable children to create without
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undue anxiety about how the other children – or the teacher – might perceive their
product.”58

Bob Steele suggests planning for 15-20 minutes of drawing during a high-energy part of
each day. This art making must be supervised with one or more adults available to
discuss topics and participate in the creative process. A regular place to draw with nontoxic materials readily available is encouraged. Ballpoint pens are excellent tools
because they cannot be erased. This is encouraged because students should not be
concerned with correctness or perfectionism during these sessions. A drawing journal or
sketchbook is useful so that each student can see development of ideas and drawings over
time.

Each day should begin with a discussion of a particular theme. When faced with difficult
students who say that they cannot draw, teachers should look for a “breakthrough”
drawing and praise it, then encourage variations. Other tactics include motivating
students with their own experiences, turning the drawing into a game using a double L
viewfinder to “find” drawings, use guided imagery, memory, observation techniques.

Practical Programs and Lesson Plans
The first lesson that should be taught in a literacy based Fine Arts program should be
designed to help students feel relaxed and designed to reduce any self-conscious feelings
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among students. Lessons that focus on concrete drawing skills instead of creative skills
are suggested. For example, students can learn drawing techniques such as hatching,
cross-hatching, contour drawing, and shading techniques. This will allow students to
explore the media and create drawings without focusing on the image outcome.

Another lesson that can be introduced at the beginning of the program is one called
“Mistake Paper”. In this lesson, students receive a paper with a random line already on
it. Students must use this line and somehow incorporate it into a drawing or painting.
This exercise helps students realize that the lines they consider to be mistakes are not
necessarily negative. Any mark on a page can be incorporated into a masterpiece. This
lesson also helps encourage students to use their imaginations, solve problems creatively,
and aids in changing already established attitudes about what makes a “good” piece of
art.

A third example of a beginning lesson is “Direction Drawing”. In this lesson, students
receive a piece of paper and are told not to look at what other students are creating. Then
the teacher gives the students a series of directions, such as “draw a blue circle on the top
right corner of the page” or “draw a squiggly line on the bottom of the page”. After
completing a series of about twenty directions, students put their work on display at the
front of the classroom and the results are discussed. The teacher must explain that
although every student followed the same directions, every piece of artwork is different
and they are all “correct”. This exercise helps students to realize that it is acceptable to
create an image that is different from their peers and that no particular piece of artwork is
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“more” correct than another. These initial exercises are designed to help students
overcome self-conscious feelings and become more at ease with creating artwork. This
will help students relax and enjoy creating artwork that is authentic.

Throughout the course there are many different lessons that may be taught other than the
typical “write a story and draw a picture to go with it” type of lesson. Teachers should
use different and varied motivators throughout the program, such as reading stories,
discussing books, songs, or television programs, showing how mechanical things work
and then drawing them, exploring topics such as family life, school, and social problems,
creating still life projects, using models, recalling and drawing memories, or creating on
location drawings during field trips.

Guided imagery is another motivator where students close their eyes and the teacher
describes an object, scene, or a story. For example, the teacher can narrate a journey to a
magical land, describe a mythical beast, or explain how a whimsical machine works. The
students imagine the image in their heads in detail, and then proceed to create the image
on paper. This technique is especially beneficial in establishing a certain point of view,
organizing pictorial elements, or developing a perspective in a scene.

Applying the Guidelines to Other Subject Areas
It is important to develop cross-curricular lesson plans that incorporate different subject
areas. Teachers within a school need to collaborate so that lessons based on what the
students are learning in other areas can be created. Some ideas of new lessons may
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include drawing nature, technical objects, seasons, outer space, problem solving,
inventions, celebrating the community, heroes, or city planning. Art teachers should
explore the prescribed learning outcomes from other subject areas in order to find new
ideas to incorporate into their lessons. Incorporating ideas from other subjects will add
interest and help solidify new knowledge that a student is learning.

Conclusion
Although there is no research that directly proves the transfer of skills between the Fine
Arts and Language Arts, we can definitely state that students do benefit from studying the
Fine Arts. The Fine Arts are an important aspect of a child’s education and should not be
overlooked or taken for granted. It provides children a means to develop dexterity in
perception, cognition, memory, imagination, empathy, emotions, problem finding and
solving, and advanced thinking skills.

Each type of art education has its own implications for curriculum development, and
different programs are more appropriate for different groups of students. As Bates
explains, for poor readers and slow learners, the arts provide a way of "seeing" words,
helping them get to the meaning in a way that traditional teaching has not; for strong
readers and able learners, it provides a way of extending their thinking.59 Fine Art is a
language in itself, and language acquisition supports the development of literacy, learning
and development.
59
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Exhibit 1: Birthday Drawing For Grandpa

As Steele explains in the paragraph above, this drawing shows perceptual, intellectual
and affective mental activities. It also shows the use of memory, imagination, and
thought that was put into the image.
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Exhibit 2: Words and Symbols

This chart shows the pictorial versions of the listed words. The images in the second
column show a direct correspondence to the words. The images become more abstract as
they move toward the right.
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Exhibit 3: Visual Vocabulary

This is a picture called “Eighteen Birds” that shows a graphic vocabulary that is
developing. The word “bird” and its picture are linked. The images are “loosely
equivalent to a noun” and the variations in the images “suggest modifiers such as
adjectives and adverbs”.
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Exhibit 4: Tennis Match

This is a picture created by James, a 5-year-old student, of his parents playing tennis.
Steele explains that the audience might not have known what the picture was about
without James explaining it, and this process shows a link between oral and artistic
expression. According to Steele, children love to talk about what they have created, and
this gives the codes of literacy much needed practice.
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Exhibit 5: Stages in the Writing and Art Processes
Stages in the Writing Process
Prewriting: what we do before we write
Thinking about the topic or what the writer wants to say. Prewriting activities, such as:
viewing a film or a picture, talking with a friend or in a group, reading an article or a
book, listening to a speaker or to music, help students generate ideas
Drafting: Writing the words down on paper
Initial attempts at putting ideas into written words
Revising or Editing: Making it better
Revising earlier drafts by rewording, altering, adding, eliminating, and rearranging words
and ideas
Proofreading: Checking it
Examining the revised draft for errors in capitalization, punctuation, spelling, usage, and
form.
Presenting/Publishing: Sharing it
Sharing the work with others in oral or written form
Stages in the Art Process
Pre-Arting: getting started
Thinking about the topic of what the artist wants to express. Pre-arting activities such as:
brainstorming ideas on a theme, or looking at slides, films, or other artists’ work, help
students generate ideas
Sketching: Drawing ideas on paper
Initial attempts at composing ideas in pictures
Designing: Making it better
Revising the first sketch by subtracting, adding, rearranging, or substituting material to
achieve the results the artist intended
Refining: Improving it
Examining the technique and composition to determine if the result is mechanically
correct
Exhibiting: Sharing it
Sharing the work with others.
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Exhibit 6: Visual Thinking and Verbal Dialogue

A verbal dialogue was conducted with this student as he drew the picture. According to
Olsen, because the dialogue and translation took place simultaneously with the act of
drawing, the student was able to easily proceed to the task of writing the corresponding
story.
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Exhibit 7: Is Something Wrong?

Q: See something wrong with this picture?
A: Person A is the jumper who made a
mistake and forget about one thing.
Which means he's putting one very important thing one the line.
Now person B is you if you consider
taking crack; or any other narcotic for
that matter. Which means your putting
that same important thing on the line
because of one careless mistake.
Q: What do you and person A have in common?
A: Height. It's all downhill from then
on. Just remember, the "higher" one gets
the harder the fall.
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Exhibit 8: A Question of Perspective
A Question of Perspective
Here I sit, with my eyes on the universe around me
I create my own world,
in my own mind space.
My chair is tilted forwards,
peering onto the objective world beyond.
Past my subjectivity is another world
with another person inquisitavely glancing at me
We are from different planets
seeing foreign galaxies.
He from his blue, lensed binoculars,
me from by chair.
The bug on the window is looking back and forth
seeing the two separate worlds;
side by side.
Who's perspective is real?
Is the world simply composed of
millions of subjective scope?
Is it all just an illusion?
We shall never know
We'll just continue observing
everything around us
million of eyes
from millions of places
and mind space.
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Exhibit 9: Twenty Scribbles
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Abstract

Information literacy is essential for students to be successful at the master’s level as it
forms the basis of lifelong learning and allows students to become independent, strategic
thinkers. The purpose of this study is to ascertain the change in twelve students’ critical
thinking and information literacy skills over a fifteen-week course. Using a selfassessment survey drawn from the Information Literacy Competency Standards for
Higher Education (ACRL, 2000), students rated their knowledge, skills, and abilities on
the first and last day of class. Six of the twelve students indicated growth in each of the
five standards and five students showed increases in four of the five standards.
Particularly notable was the collaboration between the course instructor and the librarian.

Learning to be Information Literate:
Collaborating for Graduate Student Success
As part of a required core master’s level course, students are required to complete
a literature review. Writing a good literature review is not easy; however, not having the
skills and critical thinking abilities necessary to complete the task makes the process even
more difficult. In our graduate program, the students’ abilities range widely from those
who have recently completed their degree and credential work and are often familiar with
some items such as research skills (especially electronic methods) and critical analysis of
sources to those who are returning to college after several years away from the university
or research environment with little background knowledge.
Information literacy is essential for students to be successful in the master’s
program as it forms the basis of lifelong learning and allows students to become
independent, strategic thinkers. In the current age of rapid technological change and
abundant information resources, students are faced with the challenge of “recognizing
when information is needed and [must] have the ability to locate, evaluate, and use
effectively the needed information” (Association for College and Research Libraries
[ACRL] Standards, 2000). An effective strategy for graduate students builds upon
previous knowledge and combines coursework with library instruction throughout the
entire master’s program. Students enter the program with basic information literacy
skills learned as undergraduates; however, students at the graduate level need to further
develop and refine their critical thinking skills as they locate, evaluate, and knowledgably
use theoretical studies and original research.

The purpose of this study is to ascertain the change in students’ critical thinking
and information literacy skills over a fifteen-week course. What do graduate students
know prior to beginning a required core course? What particular abilities and skills do
they learn? What are their reflections on their learning?
Theoretical Framework
Interestingly, much of the research literature on information literacy is limited
mostly to studies reported in library research literature, as information literacy is
critically important to the library profession (Davis & McGill, 2004). Of the literature
available, there is particular emphasis on the benefit of faculty-librarian partnerships to
help create information literate students (Libutti & Gratch, 1995). However, very little
research exists that explicates how graduate students, especially in education, learn basic
skills such as accessing library resources or how to use the information to write a
comprehensive literature review. The focus of available literature tends to discuss how to
improve pre-service teachers’ library research skills and describe successful programs
(Johnson & O’English, 2003). It is evident that practical library instruction sessions are
generally found to provide valuable information that enhances student ability to access
research sources (Murry, McKee, & Hammons, 1997). However, research that
specifically identifies what in-service graduate students learn and how learning can be
assessed is almost absent. In addition, the literature may express concerns about the
broader issue of the need for teacher education programs to include information literacy
standards as part of pre-service curriculum, but do not explore these issues in graduate
education programs. Finally, the literature does not commonly address how facultylibrarian partnerships might best address this need, even though national information

literacy initiatives stress the need to “[develop] a plan for working with teacher education
programs and the National Council for Accreditation of Teacher Education to infuse
information literacy requirements into undergraduate and graduate programs of teacher
education” (Davis, 2002, p. 11).
Methods and Data Sources
The descriptive research presented is based on the responses from twelve students
who were enrolled in a graduate course on learning theory in Spring 2005. All students
were credentialed elementary teachers. The emphasis of the course is using learning
theories to explore how elementary students learn in classrooms. The graduate students
conducted a case study, complete with a literature review explicating their chosen area
(e.g., problem solving in math, working in small groups, etc.).
In efforts to support the graduate students’ learning, basic skills and abilities are
identified so instructors are able to adapt their instruction to focus on the needs of the
students. Using a self-assessment survey drawn from the Information Literacy
Competency Standards for Higher Education (ACRL, 2000), students rated their
knowledge, skills, and abilities the first day of class. The survey instrument included five
standards and a total of twenty-seven sub-items. Students rated these items using a
Likert-type scale of 1 to 4. On the scale, 1 represented don’t know, 2 represented did it
or worked with it before, 3 represented can do on own, and 4 represented able to teach
others.
During the course, students attended a two and a half hour information session in
the library, conducted by one of the authors. While the session included basic library
information such as how to get reference assistance and make interlibrary loan requests, it

primarily focused upon teaching students to use the various subscription article databases
(such as ERIC and Education Abstracts) in order to find research for a literature review.
The librarian also reinforced previous in-class discussions about locating peer-reviewed
research, determining the difference between qualitative and quantitative research, and
how to locate articles written by key authors.
Additionally, as part of the course, the other author preceded and extended the
library presentation by reviewing areas such as how to identify a research question, read
abstracts critically, formulate a literature review, and use APA (American Psychological
Association, 2001) style in writing. At the end of the course, students again rated their
knowledge, skills, and abilities using the same survey. Once the second survey was
complete, the students compared their first and second survey responses then wrote
reflective statements about their learning. For this study, descriptive statistics and
participants’ reflective responses provide the data presented.
Results
Ratings indicate that three of the twelve students had substantial knowledge about
accessing needed information effectively and efficiently, and three others were relative
novices (Standard 2). Ten had no or very limited knowledge about determining the
nature and extent of the information needed (Standard 1). Three indicated reasonable
confidence in evaluating information and its sources critically (Standard 3). Under
Standard 4 (Uses information effectively to accomplish a specific purpose), three students
rated their ability to write a literature review as a three on a four-point scale.
Interestingly, although most of the students had not written a comprehensive literature
review before, eight students responded with a two and only one student responded with

a one. Similarly, very few students had used APA formatting previously, yet seven
indicated some familiarity (rated as a two) with it (Standard 5: Uses information
ethically and legally).
Six of the twelve students indicated growth in each of the five standards and five
students showed increases in four of the five standards. When comparing the means for
each standard on the pre-survey and the post-survey, the results indicate that the learning
for all five standards was highly significant (p < .01). However, a caveat is that with a
small sample (n = 12), the findings are not generalizable but do provide some indications
of trends. Of the 27 sub-items within the survey, the top one-third included items from
Standards 1-4. In pragmatic areas such as Standards 1 and 2, students demonstrated the
greatest magnitude of change in identifying key research areas, determining the
appropriate number of resources required for the literature review, locating articles in the
library, and how to access databases from home. In terms of evaluating and effectively
using the information (Standards 3 and 4), students showed the greatest improvement in
identifying the differences between ERIC documents and journals, and in identifying
empirical studies. Also, students indicated new-found abilities to use a literature review
to assist in designing a research project and how to integrate a literature review into a
final paper about their research projects.
Conversely, some areas showed little increased knowledge from the pre- to the
post-survey responses. For example, the survey data also indicate that students still need
to learn how to recognize the elements of citations for paper and electronic resources.
Not surprisingly, learning how to make copies from microfiche was also rated quite low.

Student comments illustrate their increased confidence in their newly acquired
knowledge, skills, and abilities:
The library orientation in the beginning of the semester was quite helpful.
After that, I conducted a lot of research from home and visited the library on
several occasions. Conversing with colleagues about some of these areas was
also very helpful. (AH)

The differences between my first survey and this one are night and day. At
the beginning of this semester, I had never walked into CSUF’s library. I
didn’t know a lot about research, research studies, locating articles or APA.
In the beginning, there wasn’t much I could do on my own. Because of this
course, I am able to do a lot on my own. I know a lot about research, and am
confident that I can read different studies and do a literature review in APA
format. (TB)
Discussion
The course appears to have achieved one of its main objectives—to increase
students’ abilities to successfully complete a literature review as part of a case study
based on substantial knowledge of information literacy components. Students reported,
both through the survey ratings and their reflective statements, that their confidence
increased pertaining to the five standards.
The collaboration between the librarian and professor served the students’ needs.
The initial session in the library offered the opportunity for students to learn a range of
information. Students learned about basic library services, but also learned to critically

think about the nuances of quantitative and qualitative research. Students were able to
apply their knowledge immediately while using article databases to complete research for
their literature review during the library session. The follow up in-class sessions served
to clarify and solidify the students’ knowledge. As several students noted, it was in
actually using the information provided that was later integrated into a final course
project that their information literacy skills increased—a notable goal for today’s
elementary teachers.
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Making Sense of the Curriculum:
Comparing Master’s and Credential Candidates
in Mathematics Education Courses
Math continues to be a difficult subject to teach in elementary schools. Quality
preparation of preservice and inservice teachers in terms of both curricular and
pedagogical knowledge is critical to enhance the math education of K-12 students.
The purpose of this study is to explore the impact of curriculum for college
students who aspire to be or are teachers, primarily in grades K-6. What similarities and
differences arise when credential candidates and master’s candidates make sense of the
curriculum in mathematics education? What are their self-assessments of personal
knowledge in math and math teaching? Are the impacts of the curriculum on these two
groups distinctive? What aspects of their knowledge and attitudes change?
Specifically, the study examines similarities and differences between credential
candidates and master’s candidates in their self-assessment of curriculum of their math
content knowledge and their confidence in teaching math, as well as the changes that
occur during semester-long courses. This analysis provides insights related to strand
content, computation, assessment, and distinctions between candidates’ personal and
teaching knowledge. As a result, the implications for teacher educators are considered.
Perspective or Theoretical Framework
How teachers teach has basically remained constant for more than one hundred
years due to deeply held cultural beliefs about teaching, learning, and schooling (Cuban,
1993). However, some inroads to change have developed at the elementary level through
the inclusion of more student-centered practices (Cuban). Additionally, a more current

shift in emphasis from “do what the researchers say” to a strong focus on close
examination of personal beliefs, knowledge, and practices has created impetus for teacher
change (Richardson & Placier, 2001). Professional development models now include
more opportunities for teachers to explore their own contexts, conduct research, and work
collaboratively (e.g., Lieberman & Miller, 2001). However, moving preservice and
inservice teachers beyond simple notions of what math is and how to teach it remains a
constant challenge. The classic example of how Mrs. O incorporated the use of
manipulatives in her classroom without fundamentally changing her conception of
curriculum (Cohen, 1990) illustrates the difficulty of implementing substantive change in
teachers’ deep understanding of both content knowledge and pedagogical practices.
In addition to providing curricular standards for K-12 mathematics (NCTM,
1989), the National Council of Teachers of Mathematics (NCTM) also published the
Professional Standards for Teaching Mathematics (1991). Even with clearly delineated
curricular and professional standards, preparing teachers remains difficult. Preservice
teachers bring thousands of hours of experiencing math in elementary and high school
settings as the background knowledge for their own future teaching (Ball, Lubienski, &
Mewborn, 2001). The limited number of hours in methods courses offered as part of a
credential program pales when compared to the previous years. Preservice teachers also
lack extended experience in their own classrooms (Grouws & Schultz, 1996). Further
compounding professional development is the often short-term, superficial nature of inservice training offered for current teachers (Ball et al., 2001). To make matters worse,
while needing specific curricular knowledge is usually taken as self-evident, little
research exists that actually tests this assumption (Ball et al., 2001).

Among our contemporary commonplaces in education is a consensus that prior
knowledge is a tremendous influence on learning outcomes (Dochy, Segers, & Buehl,
1999; NCTM, 1989; Shapiro, 2004). Teachers’ knowledge includes knowledge of
traditional mathematics content and their views of mathematics as influential in
determining implementation of reforms such as those recommended by NCTM (Ball et
al., 2001). Teachers’ lack of knowledge in a given strand of the curriculum, however,
does not necessarily imply that the teacher lacks confidence in teaching that content.
Teachers who self-reported lack of statistics knowledge in some cases reported high
teaching confidence for statistics (Begg & Edwards, 1999). This seems to be related to
teachers’ sense that having appropriate activities and ideas is of central importance. Thus
the interface between mathematical knowledge and teaching knowledge is complex, and
teachers’ attitudes towards mathematics content are intriguing.
Methods and Data Sources
The descriptive research presented is based on survey responses from 107 college
students. Candidates enrolled in a required preservice math methods course (two
sections, n=47) or in an elective math course at the master’s level (four sections, n=60)
served as subjects. While the two courses are different, both emphasize the development
of conceptual understanding of math curriculum and pedagogical practices.
The survey instrument was designed to tap the candidates’ curricular knowledge
base for teaching through self-assessment of their personal knowledge of strand content
(seven sub-items), of computation (seven sub-items), and of assessment (three sub-items)
for a total of 17 sub-items. In addition, it asked candidates to identify, on the same items,
their teaching knowledge. Candidates rated these items using a Likert-type scale of 1 to

5. Two final items provided information concerning the candidates’ comfort level using
math in their daily lives and comfort level teaching math on a scale of 1 to 5. The
candidates completed this self-assessment survey the first day of class and the last day.
Only candidates who responded to both surveys were included in the analysis (i.e., those
absent at the last class were eliminated).
For this study, statistical analyses included identifying the highest and lowest
ranked items pertaining to personal and teaching knowledge of math for credential and
master’s candidates, comparing the two groups in the two knowledge areas, and noting
changes that were significant. Discussion extends to the evidence that the curriculum
may operate differently for the credential and master’s candidates.
High and Low Rankings of Personal and Teaching Knowledge for Credential and
Master’s Candidates
When examining the highest and lowest three sub-items ranked by means for each
group on the pre and post surveys, many similarities between credential and master’s
candidates occur. For example, for credential candidates the three highest pretest items
for personal and teaching knowledge were addition and subtraction, multiplication, and
division. At the post-test their three highest were addition and subtraction, multiplication
and beginning number concepts. Among master’s candidates, addition and subtraction
and multiplication are among the top three items for pre and post personal and teaching
knowledge. The third item in pre-course personal knowledge was division, and for post
course personal knowledge, and both pre and post-course teaching knowledge was
beginning number concepts. Both groups rated addition and subtraction, multiplication,
division, and beginning number concepts high, both before and after the course.

On both surveys and in both knowledge areas, credential candidates ranked
probability and statistics and geometry the lowest. The third low item for teaching
knowledge was logical reasoning, but for personal knowledge was assessing strand
concepts both in pre-course and post-course assessment. For master’s candidates, four
survey prompts shared the bottom three positions on for pre and post measures in both
personal and teaching knowledge: probability and statistics, logical reasoning, using
writing to communicate mathematically, and assessing written mathematical
communication. However, for both groups in both knowledge areas, the means increased
for all the lowest ranked sub-items by the end of the semester.
The summary results in Table 1 indicate that while credential candidates feel
reasonably confident with their personal knowledge regarding the various strands of
mathematics and the individual areas for computation from the outset of the course, they
are not confident about their teaching ability.
Table 1
Summary Comparisons of Pre and Post Self-Assessment by Area and Group
Personal Knowledge
Strands
Pre

Teaching Knowledge

Computation Assessment

Strands

Computation Assessment

Post

Pre

Post

Pre*

Post Pre* Post

Pre*

Post

Pre*

Post

Mean

3.70 4.14

4.58

4.63

2.99

4.20

2.70 3.96

3.54

4.31

2.23

3.96

SD

.58

.52

.50

.42

.86

.58

.66

.56

.76

.60

.87

.67

3.91 4.18

4.53

4.50

3.40

3.99

3.49 3.95

3.85

4.24

2.86

3.87

Credential

Master’s
Mean

SD

.58

.55

.59

.56

.83

.71

.66

.55

.67

.64

.88

*t-tests show significant (p< .05) differences between credential and graduate
students on these items

Comparisons and Significant Changes of Credential and Graduate Candidates
Personal and Teaching Knowledge
At the beginning of the course, one area of personal knowledge (assessment) and
all of the teaching knowledge areas for master’s candidates are significantly different
than the credential candidates (see Table 1). Credential candidates rated themselves
lower in all four areas. At the completion of the course, no significant differences appear
between credential and master’s candidates.
The magnitude of the mean responses suggests another observation: at pretest,
only computation was rated above 4.0 by either group. At the end of the course,
credential candidates rated themselves above 4.0 in all three areas of personal knowledge
and in one area of teaching knowledge (computation). Master’s candidates rated personal
knowledge of strands and computation above 4.0 and for teaching knowledge only
computation reached that level.
Both credential and master’s candidates generally show significant changes in
their personal and teaching knowledge in strands and assessment (see Table 2).
However, no significance was found for personal knowledge of computation for the
credential candidates and for only one sub-item (division) for the master’s candidates.
The credential candidates noted substantial gains in all 17 areas in teaching knowledge

.68

while the master’s candidates indicated gains in 14 areas (but not probability and
statistics, multiplication, or division).
Table 2
Number of Sub-Items that Show Significant Change*
Credential Candidates

Master’s Candidates

Personal

Teaching

Personal

Teaching

Knowledge

Knowledge

Knowledge

Knowledge

Sub-Items

Sub-Items

Sub-Items

Sub-Items

Strands

6 of 7

7 of 7

5 of 7

6 of 7

Computation

0 of 7

7 of 7

1 of 7

5 of 7

Assessment

3 of 3

3 of 3

3 of 3

3 of 3

*p < .05

The results indicate that assessment (of computation, strand concepts, and
mathematical writing) is an area that both groups gained significant confidence in terms
of personal and teaching knowledge. The credential candidates did not significantly learn
much in the way of computation; they felt comfortable with their own understanding of
arithmetic practices. However, the master’s candidates’ ranking of their personal
knowledge of division significantly decreased.
Educational Importance of the Study
At first glance, the data indicate that the courses are making a difference in better
preparing our candidates through improving their content knowledge and their
pedagogical abilities. Notably, credential candidates are generally confident in more

areas than master’s candidates which may be indicative of their lack of extended
classroom experience.
The rankings of personal knowledge about computational items raise the question
of candidates’ understanding about essential concepts that underlie mathematics.
Building on the background knowledge that candidates bring to the courses, it may be
that they generally further solidify their procedural knowledge (Romberg, 1992) rather
than confront their strongly held beliefs about curricular content. In the case of
arithmetic processes, it may be that the application of algorithms remains as the construct
for understanding mathematical operations. Interestingly, the master’s candidates
indicated a significant decrease in their personal knowledge pertaining to division. As a
result, it may be that very little, if any, change actually occurred for the credential
students while for the master’s candidates, their conceptual understanding of division was
challenged.
It becomes imperative that math educators find ways to first access, and second,
challenge the curricular understanding that candidates bring to courses, especially
concerning basic mathematical operations so as to offer opportunities for candidates to
deepen their understanding of the curriculum.
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Abstract:
The identification of a quantifiable dose-response relationship for strength
training is important to the prescription of proper training programs. While much
research has been performed examining strength increases with training, taken
individually each study provides little insight into the magnitude of strength gains along
the continuum of training intensities, frequencies and volumes. However, when this body
of research is combined in a scientific, objective, and statistical fashion, clear doseresponse trends are identified. Three meta-analyses have recently been completed which
have identified these dose-response relationships for strength development. The doseresponse trends identified in these analyses support the theory of progression in resistance
program design, demonstrate that higher volume training is needed in order to elicit
maximal strength gains, reject the notion that single set programs are as effective as
multiple set programs, and can be useful in the development of training programs
designed to optimize the effort to benefit ratio. This presentation will address the past
controversy regarding the dose-response, explain the manner in which this controversy
has been resolved, and discuss practical applications of such findings to coaches and PE
teachers in their attempts to design optimal training programs for their athletes and
students.
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Abstract:
INTRODUCTION: Golfers have demonstrated an increased interest in physical
conditioning in recent years. Speculations regarding performance benefits of physical
fitness have primarily been based on anecdotal statements and limited research. The
purpose of this study was to examine fitness correlates to golf performance in elite
collegiate golfers. METHODS: Division I male collegiate golfers (n = 12) were recruited
to perform a battery of fitness tests including strength, power, muscular endurance, and
cardiovascular endurance. Their performance in four collegiate tournaments was
monitored by scoring average with correlation analysis performed to examine the
relationship between performance and each fitness component. Additionally, in the
collegiate setup, golfers play two rounds (36 holes) back-to-back. Therefore,
comparisons were also made between the first round and second round of each day. We
hypothesized that the relationship between fitness and performance would be greater in
the second round due to the onset of fatigue and that higher fit golfers would demonstrate
less of a performance drop-off in the second round. RESULTS: Significant, moderate
correlations were identified between overall performance and muscular endurance (r = .75), anaerobic threshold (r = -.87), and recovery heart rate (r =.74). No relationship was
found between strength, power, or maximal oxygen uptake. As hypothesized, these
relationships became slightly more apparent during the second round of the day
suggesting that fitness becomes even more important in subsequent rounds.
CONCLUSIONS: These data demonstrate a definite relationship between certain fitness
components and performance in elite golfers. This connection becomes extremely
important as golfers attempt to prevent technique alterations brought about by fatigue in
later rounds. PRACTICAL APPLICATIONS: Based on the findings of this study,
golfers are expected to benefit from increased physical condition and golf-specific
conditioning programs should focus on developing muscular endurance, and submaximal aerobic fitness.
From this research, heart rate recovery has been identified as an important factor
in successful golf performance. A follow-up study was performed to examine the heart
rate patterns of collegiate golfers during competitive situations. Seven collegiate golfers
(men) wore heart rate monitors during tournaments while I observed events that took
place during the round. These events, including each shot, were then compared to the
golfers’ heart rate at that point. The average heart rate of the golfers was found to be
about 100 bpm and ranged from 60-175 bpm depending on the situation. Golfers who
were able to slow their heart rate, especially before putting, appeared to find greater
success with each shot than those who were unable to control their heart rate.
Additionally, trends were found for successful shot completion that differed by the type
of shot. For instance, certain golfers were consistently found to putt well if their heart
rate was below 100 bpm; however, these same golfers seemed to drive better if their heart
rate was between 110-130 bpm. This research suggests that heart rate patterns may
provide valuable information for preparation and training for competitive golf situations.
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Abstract:
Proposed Methodology:
Twenty parents of three and four years-old who attended different child care centers in
the Washington, D.C. metropolitan area, completed the Parent As A Teacher Inventory
by Robert D. Strom, Ph.D. The content of the Inventory reveals what parents want or
expect of their child, how they interact with their child and what actions are taken in
response to specific child behavior. The responses are grouped into five areas: creativity,
frustration, control, play and teaching/learning. Each inventory will be categorized and
analyzed into the five areas. The results will demonstrate the favorable qualities of
parents and will identify what attitudes and behaviors can be modified for a more
enriching parent-child interaction.
Discussion of Outcomes:
The results can be discussed and ideas and suggestions can be made on how to empower
parents so they can become a part of their child’s educational experience. Parent
involvement is critical in the education of children, since the parent is the child’s first
teacher. Ideas can be generated on how to develop a parent program that will be an
important component of the child’s school experience.
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Assessing Tutor Expertise in an Online Mathematics Service
The emerging field of e-learning has produced a wide range of studies
that have addressed web-based services for collaborative learning
environments, networked learning, distance learning, and online interactive
tools which supplement classroom instruction. The outcome measures of these
studies have often come in the form of student or teacher feedback regarding
the web-based resource in question. The ongoing research described here
looks at a unique online environment, using both qualitative and quantitative
aspects derived from an online question and answer forum for mathematics
known as “Ask Dr. Math” (www.mathforum.org/dr.math), which receives and
answers thousands of questions each month. The service is composed of
volunteer “Math Doctors” who donate their time and expertise to answering
questions from students, teachers, and others from the general public in all
fields and at all levels of mathematics education.
Despite inherent limitations of this informal tutorial service, “Ask Dr.
Math” presents a unique opportunity to analyze internet tutoring. The
challenges we are currently attempting to address include: What are the most
common types of problems submitted? What is the best way to gauge the level
of students’ prior knowledge? What can be done to increase the number of
questions answered by Math Doctors? Why do some Math Doctors respond
more frequently than others? Is it possible to predict which volunteers will be
more active and/or effective prior to investing time in training and supervision?
A scoring system based on content analysis research models is currently
being explored to investigate these questions. We have also adapted two
theoretical models from the fields of cognitive and educational psychology as a
means to structure our analysis. To characterize Math Patient problem
submissions, we will use the generic error modeling system (GEMS) (Reason,
1990). Sternberg and Horvath’s (1995) expert teaching prototype will serve as
the basis for our assessment of Math Doctor’s expertise.
It is expected that Math Doctors with higher levels of expertise will
answer questions more efficiently and thoroughly than novices and with greater
frequency. Those with greater expertise are expected to key to the specific
error type and level of the question. Existing procedures for training Math
Doctors will be evaluated in light of these findings in an attempt to streamline
the training process and explore methods to support these online interactions.
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In the United States, many experts believe that a teacher’s achievement of
National Board Certification (NBC) is one of the most difficult yet highly valued
professional accomplishments for which a teacher can strive. Teachers who completed
the rigorous NBC process contend it was a powerful professional development
experience that required them to examine their pedagogical content knowledge and to
reflect on the effect of their teaching methodologies on student learning. A survey of
teachers who recently completed the National Board process found that ninety-six
percent of teachers who responded categorized the process as a favorable professional
development experience in which the majority believed they had become better teachers
(National Board for Professional Teaching Standards, NBPTS, 2001).
The authors of this paper, both NBC teachers, participated in an international
curriculum project in 2005 via a collaborative network of educators from the United
States. Tremendous opportunities for growth resulted from this alliance and will provide
the authors data for their NBC re-certification process. In this paper, the authors discuss
networking as a professional development activity for teachers, with special emphasis on
teachers who have achieved a pinnacle of teacher accomplishment---National Board
Certification.
Informal Collaborative Networks
Networking, both formal and informal, has become increasingly important in
helping educators have control over and self-direct their own learning. The formation of
networks and participation in network-based activities encourages NBC teachers to
collaborate with other professionals within and beyond their own school setting
(Lieberman & Grolnick, 1999). NBC teachers “have a sense of being part of a special
group or movement” (Parker (as cited in Lieberman & Grolnick, 1977, p. 7) which is a
critical component of forming a network that is organized outside of the typical school
setting.
From China to Jordan
The network featured in this commentary was formed on a journey to the People’s
Republic of China in 1999. Eight teachers (including the authors) were selected to study
the Chinese educational system during a three-week period. The team of teachers spent
eight to ten hours daily in meetings and social gatherings with Chinese counterparts.
During one of the cultural excursions, the group had the opportunity to climb the Great
Wall of China. Given two choices, an easy route and one more difficult, six teachers
chose to journey the more challenging path. Eventually, two Teachers retreated while
the other four colleagues persevered to the top of the Great Wall. Those teachers were
the four Nationally Board Certified teachers on the team; it was then that their bond was
cemented. They recognized, through this experience and the professional discussions and
meetings with the Chinese counterparts, that there was great value in “creating and
sustaining a group in which their professional identity and interests are valued”
(Lieberman & Grolnick, 1999, p 297). The four teachers recognized that they were
“different” from the other group members in their tenacity, their willingness to take the
more challenging route, their attention to detail and professionalism during work sessions
and meetings, and their willingness to complete the task at hand.

The collaboration between the authors remained through commitments of larger
issues in education and beyond individual classrooms. Although teaching different grade
levels and subject areas (secondary mathematics and kindergarten), the authors have been
enriched by the diverse perspectives of professionals who were part of an informal
network that was formed throughout the years. Membership of this network consisted of
teachers, school administrators, computer programmers, college professors, and business
partners. The authors have negotiated complex views on education and grappled with
understanding different ways of how children learn.
Recently, in a spirit of fostering international collaboration, the authors had the
opportunity to expand their network of connections into the international education arena
for a second time. The authors, along with several other NBC teachers from the United
States, worked closely together and partnered with teachers from Jordan to refine a
mathematics curriculum for third world nations.
The curriculum project allowed the involved teachers in a central facet to reform
education practices: “to work interdependently, reflect on their practice, value their own
expertise, play leadership roles, and respond flexibly to unanticipated problems and
opportunities” (Lieberman & Grolnick, 1999, p. 300). This process was similar to the
standards for accomplished teaching as described in the NBC process (NBPTS, 2005).
The opportunity for the selected teachers to interact with educators internationally in an
effort to enhance mathematics education across the globe was a direct consequence of
networking. Thus, the original network that began in China between two NBC teachers
evolved into a subject matter collaborative network in mathematics education, and the
relationship expanded from educational issues in third world nations to actual curriculum
development for enhancing the teaching of mathematics in those nations. Although the
subject matter had changed, the consistency of the network leadership and the goals
remained the same.
Networking as a Professional Development Activity
The network described in this article is an informal one created by accomplished
teachers who completed the NBC process along with other professionals and is fused
together through the leadership of the authors. It exemplifies a critical component of the
professional development requirements of accomplished teachers: the need for
challenging, intellectually stimulating, and higher-level thinking activities. In a recent
study of NBC teachers, the most commonly cited professional need was professional
development opportunities (O’Conner, 2003). Teachers who are inundated with one-day,
agenda-based workshops throughout the year, at a level in which teachers are subject to
participation but have no real input regarding their own ideas and expertise, gave this
response. The clamor among teachers is for authentic, compelling activities that give
“voice to those who have usually been the recipient of the agendas of others” (Lieberman
& Grolnick, 1999, p. 307). This entails accepting teachers as professionals and fostering
a spirit of collaboration among all education stakeholders.
One critical aspect of networking is the idea of collaboration. The National Board
for Professional Teaching Standards (NBPTS, 2005) renewal certification emphasizes
that teachers must demonstrate continued professional development and leadership
activities. Coyle (1997) suggests that a first step to teacher leadership is collaboration.
Teachers must take risks and move from isolated classroom environments to the scrutiny

of their peers beyond their classroom walls. The purposeful design of professional
development activities, where teachers believe they are part of a collaborative group with
all risk factors equal, fosters the security for teachers to take this step.
Implications for Future Research
The narrative described by the authors is based on prior research and on
observations from an informal, collaborative network of accomplished teachers. Further
research needs to be conducted on the professional development activities of NBC
teachers including the types of activities NBC teachers emphasize in re-certification
portfolios as quality professional development components, and the effectiveness of
informal, professional networks of educators as a professional development activity.
These issues have been touched upon in this paper, but formal research on teacher
renewal and professional development in these areas would contribute significantly to the
field of educational research.
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ABSTRACT
Interdisciplinary team teaching is an instructional practice in which two or more teachers
combine their abilities, energies, interests, enthusiasm and knowledge of pupils to teach
the core academic disciplines to a group of students with a constant, unvarying
membership. While virtually every collegiate instructional methods course includes
teaching the values and skills of interdisciplinary teaching in the classroom, those
methods instructors often do not practice what they teach their students to do. The
B.L.A.S.S.T. Project brings together methods instructors of the core disciplines in a
collaborative effort to model the strategies and concepts used in effective
interdisciplinary teaching. Since the model employs a high level of technology, an
important outcome of the unit is that students will know how to use online
communication to facilitate planning, share ideas, and submit completed assignments.
Interdisciplinary instruction is at the heart of teaching for middle level. Interdisciplinary
teaming provides for collegial support and assistance, while at the same time expanding the
instructional and classroom options. Belongingness and distinctiveness for students and teachers
are engendered by interdisciplinary teaming.
Literature Review
The concepts of middle level education and interdisciplinary teaching have been firmly
intertwined since the Carnegie Council on Adolescent Development came out in 1989. That
report called for more integrated approaches to curriculum and greater student-centered learning.
An integrated approach to instruction calls for learning connected to the student’s own
understanding and interests rather than to discrete chunks of information learned within the
content boxes of specific subjects. The topic to be studied is the center of the instruction, not the

subject itself. Because middle schools are seen as a sort of laboratory for adolescents, they are
the “natural home of integrated curriculum.” (Oliva, 275)
While there are many approaches to integrated instruction, this project focuses on what is
sometimes known as the multi-disciplinary approach involving two or more different disciplines
processing learning through a shared instructional unit. The first step to integrating a unit of
study is to select a unit theme that can be studied from a variety of academic perspectives. The
theme serves as an umbrella under which each discipline weaves its concepts and practices into a
sort of cognition web, and each teacher serves as a facilitator whose job is to guide the students
in bringing discrete bits of knowledge into one integrated conceptual package. That package is
the body of connected learning accomplished by the students. (Kauchak & Eggen, 103)
The next step is to establish a model of integrated instruction. The shared model used in
this project brings the distinct disciplines together in one coherent unit. The teachers share
planning and common instructional goals, but each discipline has its own separate objectives
based on the body of knowledge and skills pertinent to that discipline. For instance, technology
class might be used to create online projects using skills practiced in technology class and
content learned in history or geography class. In language arts class the students will apply
skills about language to the project. The culminating activity of the unit involves learning
outcomes of every discipline involved. (Fogarty, 62-63)
Not all educators are convinced of the value of integrated instruction, and its popularity
“waxes and wanes,” according to Gordon Vars. The attention paid to the idea changes as
educational philosophies shift their focus from subject matter acquisition to social issues and
back again. Educators who are proponents of content-based curriculum often object to
interdisciplinary methods for fear they will not give sufficient emphasis to important concepts of

the core disciplines. Others simply object to the extensive time necessary to plan and implement
complex integrated units of study. (Kauchek & Eggen)
Researchers Combs and White list four criteria for effective interdisciplinary units:
•

Well planned units that interest the students

•

The theme must have connections to the curriculum of all participating disciplines

•

Themes must be broad enough to encompass all disciplines without forcing any
one discipline to depart from its concepts or standards

•

The unit should allow for a variety of learning styles and levels (Combs &
White)

Those who support the concept say that integrating curriculum makes sense because it
connects relevant content and ideas, and it improves achievement. Interdisciplinary instruction
also requires that teachers collaborate with each other, encouraging them to communicate more
frequently about teaching skills and issues. (Kauchak & Eggen) Integrated projects usually
involve open-ended learning tasks that require complex problem solving on both the
students’and the teachers’ levels. Students consider real-life problems and work toward real-life
solutions. They employ skills learned in the separate disciplines to achieve solutions to their
common problems. Teachers must collaborate over the problems and challenges faced in trying
to bring together schedules and course objectives that may seem quite disparate. (Lotan)
Because interdisciplinary instruction often requires a major change in school culture,
many proponents of the cause find either resistance among their fellow teachers or substantive
differences in issues of pedagogy and assessment. These differences in educational orientation
can hinder collaboration and pedagogic innovation. Political conflict among faculty members

who have control and status issues also have a negative impact on efforts to work collaboratively
in developing integrated instructional units. (Gunn & King)
Using Technology for Collaboration
In their research on technology-supported learning, Vogel and Klassen advocate
providing students with creative problem-solving skills and technology aimed at student-directed
learning. Technology used for collaboration with other teachers and/or students allows the
teacher to assume the role of mentor or facilitator rather than simply the information deliverer.
By giving students problem-solving skills and the online resources for communicating their
learning with each other and their mentor, the teacher encourages students to use a wide range of
cognitive skills instead of only the skills needed to remember teacher-delivered content. Beside,
the authors point out students are impressed with technology, and rate their teachers who use
technology as better teachers than those who do not use technology. (Vogel & Klassen,)
Need
Upon discussion with students in secondary and middle level methods classes, there was
concern about what really an interdisciplinary unit was and how to work with those in other
areas. The instructors involved in this project began discussions on how to work with preservice teachers to help them become more involved in instruction with a variety of content
areas. This involvement follows the philosophy of middle level teaming or collaboration of
teachers in a variety of content subjects. The consensus was that pre-service teachers needed to
work together to plan interdisciplinary units. This would be done as a part of each methods class
during one semester before the pre-service teachers began their student teaching or Internship.
The instructors also decided to use technology as a strong component of this project. The
technology would be used to enrich the learning by providing the opportunity to work

collaboratively using e-mail, or in this project working together through WebCT. WebCT is the
online instructional software that is used by the university.
Purpose
The purpose of this approach to teaching in methods classes was to demonstrate
interdisciplinary teaming of content areas. This project was a collaborative project of three preservice methods classes representing language arts, social studies, and business technology.
The goals for the project were: 1.) demonstrate collaboration among middle level
methods classes at the collegial level, 2.) demonstrate how to model teaming for middle level
instruction, and 3.) provide examples of interdisciplinary units. The rationales for the project
were: 1.) encourage implementation of interdisciplinary units through collaboration among
middle level methods classes, and 2.) encourage implementation of interdisciplinary units
through collaboration among middle level educators.
Methodology
Collaboration
To accomplish the goals and rationales, professors from three content areas worked
together to plan the project for the methods students in these classes. The project was named
B.L.A.S.S.T. Project. The name came from the combination of Business, Language Arts, Social
Studies, and Technology. These were the content areas who worked together to develop the
innovative instructional method to teach pre-service teachers to work in teams for the
development of an interdisciplinary unit.
Content Meeting
Students from all three methods classes were brought together on during a class period
that would work for all students who would be involved in the B.L.A.S.S.T. Project. At this

meeting, students participated in an activity to help divide them into the groups they would be
working. As instructors, we decided this would be the easiest method for forming teams because
it would be objective. Each team ended up with a representative from Business Education,
Language Arts, and two from Social Studies. The two from Social Studies were divided into
geography and Arkansas History.
Students were given background information concerning what was required of this
project, dates for completion, understanding of working with WebCT, and a review of how an
interdisciplinary unit would work.
Once the teams were assigned, they were given the task of creating an interdisciplinary
unit for eighth grade that reflects standards from their content areas. Each student team would
create a unit with a culminating activity designed to be the unit assessment of student
achievement. Students then worked in their team on what the overall theme of their
interdisciplinary unit would be and how they could all work together to make this work. The
groups were given the option of how long their unit would last. They were asked that no unit
was over two weeks in length. All meetings after the first day were held within the group chat
room on WebCT, e-mail, or team face-to-face meetings.
The three instructors acted as facilitators for the team(s) they were assigned. As
facilitators, the instructors were there to help when specific questions were asked or as guidance
when the group got off target. At no time were the instructors a part of the actual writing of the
interdisciplinary units.
Response
The response from the pre-service teachers involved in this project was excellent. Many
responded that it helped them to understand what other areas were responsible for teaching,

while at the same time helping them to understand that theirs was not the only important subject
out there. Pre-service teachers felt working with other content area “teachers” helped them to
see how their content fits into other content areas and the importance of working together to
enhance student learning.
Conclusion
This activity took a great deal of time for planning on the part of the instructors but the
overall results provided some fabulous “teachable moments.” The pre-service teachers gained an
understanding that they could not have received from planning a unit on their own without
interaction with other content area pre-service teachers.
The advantages of doing such a project were that pre-service teachers gained broader
knowledge of a variety of content areas and an increased understanding of the value of each
discipline within the overall picture of student learning. Working with other instructors to plan
such a project was also an advantage. Planning together with others made the planning stages of
such a project less overwhelming. It also allowed the pre-service teachers to see instructional
design being modeled and interdisciplinary instruction being modeled by their own instructors.
One of the disadvantages of such a project was the time that was needed for planning. In
any interdisciplinary instruction, planning is a vital part of the success. Planning for any
interdisciplinary unit requires the instructors to have the same planning period. At the university
level, this is not always something that is easy to do. With that in mind, the instructors were also
able to discuss their shared experience of planning using technology with the pre-service
teachers.
Another disadvantage was the anxiety of the pre-service teachers who might be working
with an instructor-facilitator they did not know. Since each of the instructors was assigned a

group(s) to facilitate, there would be at least two students in the group(s) who were unfamiliar.
There was also the fact that some of the pre-service teachers did not know each other. They may
never have had a class or worked with the others of their group. To try to work with this, at the
initial meeting for the project an introductory activity was done to let the students meet each
other and the instructors.
Overall, this project was successful. Problems that occurred were dealt with and the
“teachable moments” lead to discussions in each methods class. Some of these were how to
work with another discipline; someone who was focused on another subject.
Recommendations
Although, this project was a success and has been repeated, there are recommendations
that can be made. Some of those would be:
Be sure that all the instructors have the time needed to work together to plan
Be sure to include as many content areas as possible to get a complete middle level team
experience for the pre-service teachers.
Allot enough time for the pre-service teachers to not only meet and work together but
also allow them to meet with their facilitator. This may be during a class period or two, or
may just be in their facilitator’s office.
Be sure you include as much technology as possible in the project. Remind the students
that interdisciplinary units are not just limited to the face-to-face classrooms but can
include those students who are in virtual classrooms.
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Abstract
Positive behavior supports programs have been gaining momentum across the
country in an effort to preventing school violence, improving school climate, and
increases academic outcomes. As such, the research and teaching communities have
shifted their efforts to (a) understanding the necessary components of PBS, (b)
identifying more efficient methods of implementing PBS with primary, secondary, and
tertiary interventions, (c) determining validated, practical methods of assessing student
performance at the schoolwide level, and (d) and evaluating changes in students’
behavioral, social, and academic performance as a result of this three-tier prevention
model (Colvin, Sugai, & Kameenui, 1993; Gresham, Sugai, Horner, Quinn, &
McInerney, 1998; Lane & Menzies, 2002; Metzler, Biglan, Rusby, & Sprague, 2001;
Walker, Horner, et al., 1996). To date, the majority of the research has been successfully
conducted in elementary schools with some movement into the middle schools (Scott,
2001; Taylor-Greene & Kartub, 2000). However, PBS at the middle and high school
levels has proven to be a formidable task.
This proposed poster will document effects of implementing a two tiered positive
behavior support program in a rural middle school in Middle Tennessee. We seek to
address the following objectives: (a) present the PBS model designed by the school, (b)
delineate the wide rage of outcome used to monitor the primary level of support, (c)
explain the procedures used to identify students for secondary interventions, (d) present
findings of the primary level intervention, and (d) present findings of the secondary
intervention which employed randomized trials to determine intervention effectiveness.
Data are analyzed using multivariate techniques and outcome measures include student
outcomes as well as treatment fidelity and social validity. Recommendations for future
interventions at the middle school will be offered.
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Abstract for Submission
4th Annual Hawaii International Conference on Education
Dr. E. Robinson & Dr. L. Graham: Bridgewater State College
Teaching in the 21st century has become more virtual and technologically based.
The use of technology to enhance students learning in a variety of settings has become an
integral part of higher education. The purpose of this workshop is to expose the audience
to various mediums that can be used to enhance learning in the classroom. Such mediums
will include; blackboard and electronic classrooms, windows media maker for movement
based learning, digital photography, Dartfish technology, technology use for research,
electronic management of programs, and digital feedback direct in the classroom.
The purpose of this presentation is to expose the faculty member to the various
technology mediums that one can utilize in the classroom to bring learning to a new level.
Specific examples will be used and demonstrated. Questions pertaining to applications
and delivery will be both explored and answered. A full demonstration of each medium
will be shown.
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Abstract
This workshop provides a counseling option for the Student Affairs Professional in
Higher Education and the Professional School Counselor in secondary school settings to utilize
with their student population. The Holmes Model of Brief Counseling is an integrated model of
Intrusive Counseling utilizing various cognitive-behavioral interventions subsumed within the
framework of Brief Therapy. The model addresses the need for quick intervention due to the
increased amount of administrative work that saturates these professional’s time, in addition to
their student contact and counseling responsibilities.
The model is particularly useful with minority students who generally are averse to
“long-term” counseling and prefer brief direct intervention and to the “at-risk” student who
needs immediate attention. Holmes (2004 and 1999) suggests an integrative model of brief
therapy that incorporates four phases: (a) contact, (b) challenge, (c) conversion, and (d)
empowerment. The Holmes Model of Brief Counseling can assist the school counselor and the
college student professional in providing students with symptom relief in a pragmatic format that
is beneficial to the student [counselee] and easily applicable for use by the professional.
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ABSTRACT

Helping students to achieve academic success while ensuring that their personal and professional
needs are realized is one of the greatest challenges of graduate education. The surging demand for
graduate education, the development of new curricula, and the explosion of new technology have resulted
in a sharp increase in the number of students pursuing graduate education. Distance education has
become routine with students enrolling in graduate degree programs offered through a myriad of
educational delivery systems including online courses, those offered through WebCT, GAMS, Horizon
Live, video conferencing, compress videos, and so forth. Many students enrolled in the courses are
professionals who are computer literate, and are seeking graduate education in a non-traditional manner –
without a physical presence on a university campus. Advisement and retention of these students may
become a problem unless orientation and academic advisement can also be provided through web-based
offerings.
CyberOrientation and CyberAdvising were developed to assist faculty advisors to provide general and
specific program information to students. Accurate and updated information on a website regarding
policies and procedures, forms that must be completed by specified deadlines, and other pertinent
information was made available and accessible to students at their convenience. The website provided
general program information starting from admission into the program through graduation. The integration
of such technologically-based advisement promotes student growth, and facilitates the development of
mature, self-directed scholars, who are capable of engaging in academic planning. This approach to
academic advisement allows students to be advised at any time of day or night that is most suitable for
their individual schedules. The use of web cams for advising adds another dimension, and bridges the
gap for those students who need person to person contact without physically being on a campus. These
approaches to communicating, dispersing information, and mentoring CyberStudents is vital for retention
and for facilitating successful outcomes. In the long run, use of technology and such approaches makes
academic advisement conveniently and expediently available, cost effective, flexible and individualized.
Thus, it can impact the adult learner’s decision to enrol and complete the curriculum for a degree program
in an institution of higher learning.
This paper will provide an opportunity for the authors to describe our experiences with CyberAdvising,
share problems that were encountered, and provide an opportunity to discuss our next steps in assessing
the outcomes.
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Making Curriculum Sense out of the Standards Movement or Driving School
Improvement with Curriculum Designed Specifically for Continuous Improvement
Lloyd O. Roettger, Ph.D. and Caroline J. Roettger, Ed.D.
Overview
Beginning and staying the course toward continuous improvement within a school
district takes vision, salesmanship, time, sustained clarity of focus and consistent
leadership. For one high poverty, rural district it was improve or become a reclamation
project of the state department of education, not that the state department had exhibited
success at improving schools – the state was ranked 50th in performance nationally. The
district in question was in the bottom decile of the state. Hence the need for
improvement, one of the lowest rated districts in one of the lowest rated states. After the
bad news was delivered to the local school board and the former superintendent retired
the board selected a new school district leader and issued the charge to improve the
system. The new leader had always believed that a district could be turned around with
the right processes and people, but was now faced with need to make that turn around
happen. His resolve was to make the improvement both continuous and permanent.
The following is the story of how the district is applying the principles of
educational innovators such as Jenkins (2005), Marzano (2004), Jenkins (2003),
Wiggins & McTigue (2000), Cheng (1994) and others to their improvement efforts.
First a look at the leader, he is self-effacing, quiet, reserved, even shy man with a
paradoxical blend of personal humility and professional will. Even though he is a proud
veteran of the Marine Corps and a former Division I lineman at his alma matter, he is

more like Lincoln and Socrates than Sherman and Patton. Collins (2004) calls this
Level 5 leadership.
Getting Started
While there have been many comprehensive school improvement models available
to choose from, two elements that have not always been included are a measurement
system and an aligned curriculum focused on and driven by continuous improvement.
This shortcoming led the superintendent of this seriously at-risk district to learn more
about the principles of continuous quality improvement. The Superintendent sees
school improvement with a wide lens. This allowed him to realize three critical factors:
the importance of teacher developed, aligned curriculum; the importance of using data
to make good decisions; and the role that assessment plays in motivation of learners for
continuous improvement. With the realization of limited resources the process began
with an attempt to rewrite the curriculum from a K-12 view, the initial efforts failed
because the process was labor intensive, not teacher friendly and didn’t provide an
easily monitored data gathering process for student assessment. The superintendent
knew they needed a system which focused efforts on improving learning for the students
while growing and developing the staff. He also quickly realized that to lead and sustain
the improvement effort he needed someone who could relate with the teachers, conduct
the training effectively and commit to sustained follow up over the course of the journey
to excellence. During this time he sought out the assistance of these authors.
Once we were employed an action plan was developed and implementation began.
First, a basic philosophy was reflected by agreeing on eight elements that would be

essential to the success of the project. The eight essential elements of making it a
successful continuous improvement journey include:
•

Improvement must focus on creating more success and less failure in learning for
students.

•

For improvement to happen you must grow and develop adults.

•

For improvement to happen you must remove the fear of failure.

•

To improve test scores you must improve the instructional process.

•

To improve the instructional process you must improve the curriculum.

•

Test scores are not the end, helping students learn to think using the skills they
develop is.

•

Developing aligned curriculum and assessments are essential for achieving
improvement.

•

Committed administrative support in the form of instructional leadership is
necessary.

Jenkins (2003) provided the principles for improving the instructional process through
assessment and these authors provided the process for improving the curriculum through
aligning teacher developed curriculum to state standards and high stakes tests,
customized to local district needs.
The project was planned for a three year process. Our goals for the school
improvement project were to implement the L to J Process, develop quality curriculum,
create classroom assessments, use quality tools and TESA to improve instruction, use
effective schools research to improve administration and operations, increase student
success, and decrease student failure. The planning resulted in an aggressive schedule.

School Improvement Project Schedule
High School

Middle/Junior High
School

Elementary

Year One

TESA
Administrator
Training
Effective Schools
Research

Curriculum
w/assessments
All Core Subjects
50% complete
Software Training
L to J Process
Administrator
Training

Curriculum w/
assessments
Math & Reading
90% complete
Software Training
L to J Process
Administrator
Training

Year Two

Curriculum
w/assessments
All Subjects 50%
complete
Software Training
L to J Process
Administrator F/U

Curriculum
w/assessments
All Core Subjects
complete
Specials 50%
complete
L to J Process
TESA
Administrator F/U

Curriculum
w/assessments
All Core Subjects
90% complete
Specials 50%
complete
L to J Process
TESA
Administrator F/U

Year Three

Curriculum
w/assessments
All Subjects
complete
L to J Process F/U
Administrator F/U

Curriculum
w/assessments
All Subjects
complete
L to J Process F/U
Administrator F/U

Curriculum
w/assessments
All Subjects
complete
L to J Process F/U
Administrator F/U

Performance Against Schedule for year one
• Actual: A summary of what really happened in relationship to the schedule
− Year one:
• Over 90% of Junior High core curriculum w/initial assessments
Completed 40% Ahead of Schedule
• Math and Reading K-6 curriculum w/initial assessments
Completed as Scheduled
• K-5 Science Curriculum w/ initial assessments Completed Ahead
of Schedule
• A team of teacher leaders trained Completed as Scheduled
• Administrators trained in L to J process and Effective Schools
Completed as Scheduled
• High School faculty TESA trained Completed as Scheduled

•
•
•

•

L to J software was purchased and 75% of K-8 teachers trained
Completed Ahead of Schedule
Strategies for successful test taking implemented Completed as
Scheduled

Quality goal: To increase success and decrease failure.
− Key Metrics
• AIMS test
• Terra Nova test
• Classroom Assessments
− Run Charts
− Histograms
• AYP Indicators
Actual: A summary of what really happened in relationship to the quality goal
− Progress against metrics
• Testing results show very significant gains
− All schools moved from at-risk list to Performs, Performs +
or Excellent
• Number of entering freshman taking advanced math rose from 7
students to 70 % of all students
• 7th grade now offers one section of pre-algebra
• All 8th grade students taking either pre-algebra or algebra, year
before students were taking general math
• Classroom Assessments
− Example below

First, was the implementation of curriculum development K-8 which resulted in
unit designs and lesson assessment of essential learning’s for Math, Reading, Writing,

and Language Arts. The High School improvement efforts began with TESA training
and Effective Schools Research dissemination, both are actively being implemented.
As a result, the school district began a journey of continuous improvement with our
processes and Jenkins’s principles as a guide. The first step was to start training the
district's administrative staff. The initial training started in the summer of 2004 with a
four day workshop with the aim of training the administrators to lead the process.
Following the administrator preparation, initial training started with a pilot group of
interested teachers participating in a four day summer workshop with the aim of
spreading the word to other staff. Once the pilot group had been trained they spent an
additional week developing curriculum for use in the upcoming school year. Wiggins
(2004) refers to this as designing for understanding. Over the ensuing three month
period nearly 95% of the district's staff had attended one of the initial workshops during
the monthly staff development day.
The curriculum development process included determining the graduation goals for
successful learners, reviewing the state curriculum standards to decide which goals the
standards best support, selecting the most important concepts to be taught, developing
comprehensive teaching units for each concept, identifying the essential facts learners
need to know, creating assessments of those facts and designing lessons that deliver
aligned instruction. All the K - 8 teachers almost immediately saw the merits of
continuous improvement and began implementation coached by their trained peers and
led and supported by their administrators. The simplicity of the system used in this
continuous improvement effort made sense to the teachers and provided a new hope for
success. For several years prior to this effort the district had been identified as one of

the lowest performing districts in the state and discouragement had become a temporary
border in the district. At first there was some concern about whether or not this was ‘this
year’s new thing’; but these thoughts were rapidly eliminated when the teachers saw the
consultants in their classrooms on a monthly basis, were given their email addresses and
cell phone numbers, and were promised consistent help and leadership to accomplish
continuous improvement. The administrators for the district were actively involved in all
of the training and were on site coaches.
Application to their District
Applying Jenkins’s (2003) continuous improvement principles within the classroom
began as a K-8 effort. Following the initial and follow up training the teachers began to
see practical ways to measure learning in the classroom and use data to adjust their
teaching. The students were involved as well as they were taught how to track their own
data and understand its meaning. Students charted their personal progress and teachers
charted class progress. In deed, the improvement became continuous. Poster board
sized charts proudly depicted the continuous improvement in student learning on nearly
every teacher’s classroom walls. These charts not only appeared in the trained teacher’s
rooms but also in the rooms of teacher’s who didn’t take the initial training but were
coached by their grade level peers.
In order to assist the teachers in recordkeeping a commercial software package,
From LtoJ™, was purchased by the district. The teachers were trained to use the
software to track student achievement and to use it as a motivation tool for learners.
The consultants continue work to connect teachers with the curriculum both
horizontally and vertically. Other work includes assisting with teacher mentoring, the

process of redesigning lessons to ratchet up the cognitive levels, and help for teachers in
acquiring or developing appropriate curriculum materials aligned to the standards. The
district's superintendent views this role as an important part of the whole improvement
effort.
The effort is involving more than just training. An essential component is
recognizing what motivates and de-motivates adults and students and then applying
effective management techniques with both the staff and students to remove the fear of
failure. The effort is addressing more than just classroom instruction. A variety of
forms have been developed to standardize the process. A teacher guide page for unit
development is used for curriculum documentation. A lesson design template is
provided to teachers to assist in teaching the essential information. A student profile
sheet is used to track student progress on each state standard. A life journal for student
use has been introduced. A parent information packet contains the essential learning
from each subject area, along with other important information needed by parents to
help their child succeed. In the end, every subject area at every grade level now has
written curriculum, aligned assessment, developed teacher friendly instructional
designs, and culminating unit activities to create curricular connections that lead to
what Marzano (2005) calls deeper understanding, all focused on and driven by the
principles of continuous improvement.
Involving the School Board
It is important to involve the school board in the continuous improvement effort.
Education is an important element in fostering their involvement. The superintendent is
beginning to teach the board some of the same concepts that being taught to teachers

and administrators. Since the improvement effort is continuous, board involvement will
continue to be fostered. A goal is that each meeting will have time set aside to discuss
continuous improvement and the progress being made. An additional goal is that every
quarter the board members will individually meet with the district's superintendent and
building principals to just talk about school improvement.
Parent Involvement
A new web site is being designed to serve as an important connectivity tool for
parents in the district. They will be able to access information about the district as well
as their child's performance. Communication with teachers will be facilitated via voice
mail and e-mail. At the K-8 level the student were included in the traditional parentteacher conference. In fact, it was the students who drove their conference through
showing and explaining their own performance data from their charts! The student led
parent-teacher conferences resulted in a 3 to 4 times greater turnout of parents than ever
before. A district administrator stated that she had never witnessed a turnout like this in
her 24 years in the district.
Institutionalizing the Improvement Effort
Teachers are key to nurturing and sustaining the improvement effort. Short term
success has been helped by the strong support of the incumbent superintendent. In this
regard he has recognized the need to identify and develop potential leaders within the
district to evolve into key leadership roles so that the continuous improvement effort is
sustained and thrives over the coming years. The culture of the district has already
changed to reflect expectations of excellence through continuous improvement.

The Impact of the Process on the District.
1. The focus is on continuous improvement.
2. The teachers use the district's monthly staff development days to discuss school
improvement issues and plan future improvements
3. The staff has gained a common language to describe and discuss their improvement
efforts.
4. There has been significant growth in achievement scores on the state assessment
tests.
5. At the elementary level the students are very involved and interested and readily
show their measurement charts.
Findings
The results are amazing and real. Before the project began all four buildings in the
district were “falling far below standards” and were considered low performing. None
had ever made adequate yearly progress (AYP). The most recent round of standardized
testing resulted in all four buildings meeting AYP and all four being rated as performing,
performing plus or excellent! The Junior High reported 94% of its students are now
making A’s, B’s or C’s, a dramatic improvement that was also accompanied by high
standards and more difficult curriculum. Absenteeism has reduced for both students and
teachers district-wide.
In summary, the project was a total systems approach based on one philosophy, two
purposes, three premises, four principles and five practices.

1 Philosophy

2 Purposes

3 Premises

4 Principles

5 Practices

1

Philosophy –
1. Continuous improvement through systems thinking

2

Purposes –
1. Increase success
2. Decrease failure

3

Premises –
1. Teachers are professionals and as such they are key to nurturing and
sustaining the improvement effort
2. Test scores are not the end, helping students learn to think using the skills
they develop is.
3. Committed administrative support in the form of instructional leadership
is necessary.

4

Principles-

1. For improvement to happen you must grow and develop adults.
2. For improvement to happen you must remove the fear of failure.
3. To improve test scores you must improve the instructional process.
4. To improve the instructional process you must work with teachers to
improve the curriculum.
5

Practices
1. Implementing the L to J Process including use of quality tools
2. Developing aligned curriculum
3. Implementation of Effective Schools Processes
4. Improving Classroom Instruction via Implementation of Continuous
Improvement
5. Creating classroom assessments.
The journey continues for this district. Continuous improvement is now a way of

doing business on a daily basis. To be certain there are still a few laggards among the
staff but as the positive results continue to pour in and other teachers bubble over with
enthusiasm they will soon need to evaluate their options: make a difference for their
students or chose a less important occupation.
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Abstract
This paper identifies the eighteen Best Practices of reading identified by Zemelman
(2005). Knowing that teachers strive for strategies and methodologies, the paper then
states one or two suggestions on how each Best Practice can be implemented in the
classroom. Teachers will be amazed at how many Best Practices are already utilized in
their classrooms. After identifying these, instructors can then begin collecting additional
practices for their own repertoire of effective teaching strategies. By doing so, students
will become more engaged in the reading process.
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Implementing Best Practices of Reading
INTRODUCTION
It seems as though every field has its own list of Best Practices, and reading is no
exception. Zemelman et al. (2005) even has a definition and a list. Although their book
covers many different academic areas, the definition that is used is generic enough for
schools to adopt as a mission. “Virtually all the authoritative voices and documents in
every teaching field are calling for schools that are are student-centered, active,
experiential, authentic, democratic, collaborative, rigorous, and challenging (Zemelman,
2005, p. vii). The list of Best Practices for teaching reading is as follows:
1.
2.
3.
4.
5.

Reading means getting meaning from print.
Reading is thinking.
Hearing books read aloud is a key to learning to read.
Reading is the best practice for learning to read.
Beginning reading instruction should provide children with many
opportunities to interact with print.
6. Children learn to read best in a low-risk environment.
7. Young children should have well-structured instruction in phonics.
8. Basal readers are not enough.
9. Choice is an integral part of literate behavior.
10. Kids need easy books.
11. Teachers should model reading.
12. Effective teachers help children use reading as a tool for learning.
13. Teachers should name and teach reading strategies directly.
14. Teachers should support readers before, during, and after reading.
15. Kids should have daily opportunities to talk about their reading.
16. Students should spend less time completing reading workbooks and skill
sheets.
17. Writing experiences are provided at all grade levels.
18. Reading assessment should match classroom practice. (Zemelman et al., 2005,
pp. 44 – 50)
This list is usually well-received and embraced by teachers. In an earlier study I
did, it was discovered that first-year teachers readily agree that teaching reading should
utilize the Best Practices, but they fail in the implementation (Rosengarten, The Use of
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Best Practices for Teaching Reading by First-Year Teachers, 2001). The bottom line is
that teachers admittedly just don’t know how to carry out the tasks described in the Best
Practices. What teacher would argue that teachers should not support readers before,
during, and after reading? I can’t think of one teacher who disagrees with the statement
that writing experiences should be provided at all grade levels. So now, it is up to the
colleges, universities, educational service agencies, and veteran teachers and
administrators to impart their knowledge and expertise on how these Best Practices are to
be implemented.
IMPLMENTING BEST PRACTICES
For most of the Best Practices for teaching reading, I will give one or two
suggestions on how to integrate in the classroom. Some of the ideas will be based on
research; others are just successful classroom practices that align with the Best Practices
of teaching reading. Many teachers who read this paper will be surprised at the number
of Best Practices they already implement in their classroom. For others, implementation
will be achieved in small increments. The secret is to start out easy with something you
are very familiar.
If reading means getting meaning from print, teachers are then dealing with the
subject of comprehension. “Reading comprehension is the very heart and soul of
reading” (Collins-Block, Gambrell, and Pressley, 2002). During the 1970’s, reading
comprehension was mainly taught by asking students questions, assigning questions after
a reading, or providing the students with skill sheets and workbooks. In addition to this,
there is the next Best Practice, which is reading is thinking. When questioning, it is easy
to incorporate higher order thinking skills as suggested by Benjamin Bloom, who in 1956
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headed a group of psychologists and developed a taxonomy of educational objectives.
Most educators are familiar with Bloom’s taxonomy, but what about the creativity? If
questioning is a fine art, creative questioning is a finer art. Many teachers find this
extremely difficult to do. One way to incorporate the comprehension, thinking and
writing Best practice is to implement the ABC approach to writing. Because many
teachers use it to summarize a story or book, it enhances comprehension. It is also an
excellent approach to creative writing. This is how it works. After reading any selection,
a teacher tells the students they are going to summarize it. If it’s the first time the
students are using the ABC approach, the teacher should have a model based on another
story, or perhaps they could do a whole class writing activity to learn the process. The
students then write a twenty-six sentence summary, the first sentence beginning with an
“A” and the last sentence beginning with a “Z.” There is only one caution and caveat.
When the students get to the letter “M,” they should be at the middle of the story they are
summarizing. Many times students get so engrossed in what they are doing that they get
to the end of the alphabet, and they’re only in the middle of their summary. Watch the
students check out dictionaries and thesauruses looking for the right word. Following is a
summary of Little Red Writing Hood written by four fourth grade students. It should also
be added that this activity is excellent for collaborative learning groups.
Little Red Riding Hood
Fourth Grade Students
A little girl walking through the woods on her way to grandma’s house saw a wolf.
Backing away in fright, she dropped the basketful of goodies for Grandma.
Catching her breath, she asked the wolf what he wanted.
“Dear Riding Hood,” he said, “where are you going with that basket?”
“Everyone knows,” she said, “I’m going to Grandma’s.”
Forgetting his manners, the wolf lunged at the basket.
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Getting away finally, Red Riding Hood went the rest of the way to Grandma’s house.
“How are you doing, Grandma?” she asked after she walked in.
“I’m very fine, Red Riding Hood,” said the wolf, dressed up as Grandma as well as he
could.”
“Jams and other goodies are in the basket for you.”
Kissing the wolf lightly on the head, Little Red Riding Hood noticed that Grandma had
bigger ears than she usually had.
Lovingly, Little Red Riding Hood said, “Have you enlarged your ears, Grandma?”
“My dear child,” said the wolf, “what has got into you?”
Never have I heard such rudeness from you.”
“Oh, I’m so sorry,” said Little Red Riding Hood.
“Personally,” said the wolf, “I have noticed a little change in myself lately.”
Quite flabbergasted, Little Red Riding Hood said, “You’re not my Grandma.”
“Right you are dearie,” said the wolf.
Suddenly the wolf jumped out of bed and ran after Little Red Riding Hood.
“Terrific – you’ll make a better dinner than the goodies.”
Utterly exhausted because of the chase, Little Red Riding Hood screamed, “I want my
grandma.”
Very loudly Little Red Riding Hood yelled for help.
“What do you want?” asked a woodchopper coming by and hearing the noise.
“Xmas, a bundle of toys, and for you to kill the wolf,” said Little Red Riding Hood.
“Yes, my dear lady,” replied the woodchopper.
Zap and the wolf was dead.
Another collaborative comprehension strategy that focuses on comprehension and
communication involves four or five students. Depending on the number of students,
divide the book up as evenly as possible. Because I am mathematically challenged, let’s
say there are four students and a 100 page book. One student would be assigned to read
the first twenty-five pages, the next would read pages twenty-six to fifty, and so on. Each
reader communicates to the next reader what happened in the book before he/she begins
their section. When the last reader finishes the book, that reader takes a quiz over the
selection. Real communication goes on before the test is taken. The students may even
try to negotiate the order of readers, which is perfectly acceptable. Sometimes, I even let
all of the students take the quiz.
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One of the Best Practices that cannot be stressed enough deals with independent
reading because reading is the best practice of learning to read. The problem arises when
a teacher uses independent reading as a classroom management technique. For
independent reading to be successful books need to be matched to the reader and the
independent reading time must be teacher directed. Because many students do not like
reading, if a teacher gives his/her class the opportunity to read, some of the students have
no book, others need to use the restroom, and some stay on the same page the entire
reading time.
Regie Routman (2000) in her book Conversations gives a very specific list for
organizing the independent reading period.
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Nightly reading
Keeping a reading record
Interviews on completed books
Book talks and sharing
One-on-one student-teacher conferences
Communicating with parents
Find out your students’ reading preferences
Organize the classroom library, with your students’ help, so reading
materials are interesting, varied, attractively displayed, and easily
accessible
Make sure the students are matched with books they can read
Provide time each day for students to select books on their own
Establish a procedure for carrying books between home and school
Negotiate record keeping and carefully model this process
Monitor students’ understanding of what they are reading
Help students set goals
Let students of any age read or browse through anything ( p. 49)

The whole secret is to get the students engaged with their reading. In an ideal
situation, all of the students would read during free reading time. Unfortunately, this
doesn’t happen. Using the bulleted list described gives the students the directionality
they need to have a fulfilling free reading session.
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Because one of the Best Practices of reading states that basals are not enough,
teachers need to develop literature focus units. The whole purpose of literature focus
units is to teach reading through literature. Basically, the students are involved in three
different activities: 1) students read and respond to a trade book; 2) students participate in
a mini-lesson; and 3) the class creates projects to extend the interpretation of the book.
The benefits of literature focus units are immeasurable. To begin with, teachers can
select award-winning books with rich vocabulary. An example would be Encounter by
Jane Yolen (1992) when the main character, a Taino boy, sees the crew of Christopher
Columbus for the first time.
The baby canoes spat out many strange creatures, but not men. We did not know
them as human beings, for they hid their bodies in colors, like parrots. Their feet
were hidden, also. And many of them had hair growing like bushes on their
chins. Three of them knelt before their chief and pushed sticks in the sand. Then
I was even more afraid. (pages 5-6)
Language such as this is not usually found in language-controlled basal readers.
The books must be chosen very carefully, but because they are hand-selected, the
comprehension can be supported, the vocabulary is very authentic, and as an end result,
the self-esteem of the students can improve.
As stated in the opening of this paper, beginning reading instruction should
provide children with many opportunities to read. The opportunity to read, along with
listening, writing and drawing that often accompanies reading, will give the student the
much needed practice in the skills and strategies that are guaranteed to be on the state’s
high stakes achievement or diagnostic test. Because a teacher has so much content to
teach, he/she can get into a pattern of pre-testing, teaching the material, and then posttesting. Automatically, the teachers then proceed to teach the next planned item in their
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curriculum. When it comes time for the high stakes tests, the students find that even
though they recall studying the information, they cannot recall enough of the facts to
answer the question. According to Zemelman et al., the common recommendations of
National Curriculum reports that there should be “less attempts by teachers to thinly
“cover” large amounts of material in every subject area (2005, p. 8). By not attempting
to teach so much material, the teacher and students are given time to practice the skill in
order to recall the information on standardized or state tests. Coaches and music teachers
have used this method for a long time. For this reason, try to take a practice away from a
coach, and a school board may have a mutiny on their hands. Music students practice a
piece of music until they can play it well enough to meet approval of their music teacher.
All of the knowledge gained from prior practice is then applied to the new piece of
music. Unless teachers operate under a spiral curriculum, this is seldom done. Learning
is void of practice, unless one counts homework.
Choice is an overall best practice of teaching and a best practice in the teaching of
reading. According to Harvey and Goudvis in their book Strategies That Work (2000),
Researcher Donald Graves recommends that readers self select about 80 percent
of the texts they read. We know that readers get better at reading when they
choose books they can and want to read. We need to fill our rooms with terrific
books at every level, on every conceivable topic, to ensure that kids get their
hands on books they want to read. (p. 29)
Giving a choice to students seems relatively easy; a teacher has an unlimited
number of resources to choose assignments, extensions and projects. The problem arises
when the teacher limits him/herself to one particular worksheet, workbook page, or
extension activity and all students must do that particular assignment.
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One of the easiest ways to add variation and differentiation to any assignment or
activity is to use the Tic-Tac-Toe approach. This method involves the simple grid of TicTac-Toe, one which all students seem to be accustomed to. The process is as follows:
1. All teachers should think in terms of thirds when teaching their class. This
implements differentiation yet avoids individualization. All classrooms have
high, medium, and low students.
2. In preparing to give the assignment, the teacher should take a paper and make a
Tic-Tac-Toe grid. The grid will be filled with assignments the students can
choose.
3. In setting up the grid, the most challenging assignment goes in the middle box.
This grid should contain an assignment that will challenge the brightest student in
the class. Then, three easy assignments should be aligned to do so a Tic-Tac-Toe
can be achieved by the low level students. The remainder of the grid should be
filled with medium and difficult assignments. As always, teachers need to keep
their students and class in mind as they are setting up the assignments and grid.
4. In applying this to the classroom, the top students must complete the middle grid
and two other grids of their choice, thus achieving a Tic-Tac-Toe. Low achieving
students can complete the three easy assignments to get their three in a row, or
they can mix and match some easy and medium-level assignments. The average
student can choose any three assignments, which should reflect their ability.
During all of this, the teacher helps facilitate student choices. As a challenge,
teachers can have one of the grids be a parent/student assignment.
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The Best Practices incorporated by using the Tic-Tac-Toe system are numerous.
It is very evident that by using this method, students are given choice and control,
which leads to student ownerships. The teachers are in control, yet are given the
opportunity to scaffold the students. The assignments can be very authentic since
they are chosen by the teacher. Finally, since the assignments are divided into easy,
medium, and hard, an appropriate curriculum is assigned to all of the students.
Examples can be found in Appendixes A and B
Teachers need to model reading. This allows students to learn decoding and
comprehension strategies that work. In Teaching Reading to Struggling Readers
(2005), Esther Minskoff defines modeling by asking teachers to “demonstrate how to
perform the skill using strategies, provide prompts and cues to focus students’
attention on important aspects of performing the skill using think-alouds and use
multisensory teaching to provide students multiple avenues for mastering the skill”
(p. 22). Assigning reading assignments is not teaching students to read. In addition,
teachers cannot use reading for classroom management. For example, teachers may
know that by reading a story orally will take twenty minutes, just the amount of time
needed to end the reading class. Thus, students cannot be told what to do. Instead,
they must be shown what to do. Teachers must utilize think-alouds so students learn
multiple strategies to apply to texts. Lenski and Nierstheimer (2004) in Becoming a
Teacher of Reading give this example:
Let’s say you want your students to read and understand this passage from
Science Voyages (2000):
The Global Positioning System, or GPS, is a satellite-based radio-navigation
system that allows users to determine their exact position anywhere on Earth.
Twenty-four satellites orbit 200km above the planet. Each satellite sends an
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accurate position and time signal. The satellites are arranged in their orbits so that
signals from at least six can be picked up at any given moment by someone using
a GPS receiver. By processing the signals coming from multiple satellites, the
receiver calculates the user’s exact location. GPS technology is a valuable
navigation tool. It is also used to create detailed maps and to track wildlife.
You notice that the passage is organized by the main idea—detail organizational
structure. To help students understand the passage, you might say, “In reading
this paragraph, I notice that the first thing the author does is to define a Global
Positioning System. I know what a GPS is, but I don’t know the formal
definition, so I’d better write it down. Then the author explains other features of
the GPS through the rest of the paragraph. (400)
Harvey and Goudvis (2000) provide an extensive list that states suggestions for
maximizing comprehension strategies. Several are listed below that reinforce the fact
that teachers should model their own reading strategies:
•
•
•
•
•
•
•
•

Model their own use of the strategy over time
Show students their thinking when reading, and articulate how that
thinking helps them better understand what they read
Discuss how the strategy helps readers make meaning
Make connections between the new strategy and what the reader already
knows
Gradually release responsibility for the use of the strategy to the students
Provide opportunities for guided practice in strategy application
Show students how the strategy applies to other texts, genres, formats,
disciplines, and contexts
Help students notice how these strategies intersect and work in
conjunction with one another. (pp. 28-29)
Recommendations
It is impossible to go through the entire list of Best Practices and offer

effective teaching strategies for each; the list would go on indefinitely. Thus, my
first recommendation is that either through pre-service or in-service, teachers
need to be instructed on what the Best Practices in teaching reading are, and more
importantly, how to implement those practices in their own classroom. By being
taught how to effectively teach reading, the self-esteem and self-confidence of the
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teacher will rise so that they not only believe that Best Practices of teaching
reading is the best methodology to use, they will also be able to put the
methodologies into practice.
In addition, it cannot be stressed enough that administrators need to be
aware of the continued need to provide professional development activities for
their teachers. Teachers need practice on identifying methodologies that align to
the definition of Best Practice teaching. Teachers can then begin collecting their
own repertoire of effective teaching strategies.
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Appendix B

Example – Fantasy Unit
Read Flat Stanly
and complete
reading packet.

Write a one page
story using 1
element of fantasy
(characters,
setting, events.

Create a comic
strip using
at least 1
element of
fantasy.

Write and
perform
a fantasy skit.

Create a book
incorporating 3
elements of
fantasy
(characters,
setting, events).

Read Wizard of
Oz and complete
reading packet.

Write and
illustrate
a story
incorporating
2 or more
elements of
fantasy
(characters,
events, and
setting).

Create a game
using all of the
elements of
fantasy. Be sure
to include clear
directions on how
to play the game.

Read the
Wizard of Oz.
Keep a journal
as you read
recording
cause/effect and
elements of
fantasy.
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DEVELOPING A UNIVERSITY-PUBLIC SCHOOL ACTION RESEARCH
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Enabling students to use real-life problems as a source of learning is a central role
of adult educators. Too often, however, using these experiences for a short-term class
project poses several problems. Aside from the time constraints for designing,
conducting, and presenting an experience-based learning project, adult students in my
qualitative research classes also encounter limitations within their own organizations.
Lack of supervisory support is a frequent barrier. Students may also encounter “political”
issues that managers may wish to remain out of the public spotlight. In addition, students
frequently lack the “clout” to change conditions in their organizations even when they
have their managers’ support. Integrating the learning from their own experiences with
doctoral-level research would facilitate deeper understanding among the K-12 teachers
and administrators in my classes, but the constraints seemed to limit this potential. How
could I address this situation?
Shortly before the close of the 2005 spring semester, I discussed the problems
with two colleagues from North Dakota State University’s School of Education. We
agreed that a program of action research would foster applied research that also allowed
teachers to change conditions through a “bottom up” approach. Action research
introduces changes in human organizations collaboratively. Largely based on Lewin’s
(1946) concepts of change, action research is a collaborative research process that
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produces solutions to particular problems people face. By involving people in changing
their circumstances, action research fosters empowerment. The generation of research
and production of usable, valid information occur cyclically, moreover. For instance, as
individuals collect and analyze information, they discover properties or relationships that
help them understand more about the nature of a problem they face. Additional rounds of
data collection and analysis suggest alternative hypotheses for how and why the problem
exists and also some ideas for solving the problem. Each alternative hypothesis is
potentially a trial solution. Deciding the best “fit” often entails consensus decision
making. Action research views the research context and the researcher as continually
changing as additional data are abstracted and as the research process evolves. Action
research also builds theory rather than confirms or disconfirms existing hypotheses. As a
methodology for change, action research permits on-going adjustment of theoretical
knowledge and implementation strategies to attain valid and useable information.
Applied to the program I was thinking of, the university would provide teachers training
in action research and would assist them in developing change management strategies.
I envisioned developing a program between six and nine months long that
consisted of training workshops in action research and consultation during the data
collection and analysis phases in participant’s workshops. Mentally, I designed the
program for not only students in my classes but also for public school teachers who
desired to analyze classroom and local school issues and develop innovative change
strategies. I also wished to involve local school leaders in the action research program to
solicit their ideas for program administration, funding and project support, opportunities
for creating informal teacher networks, and innovative practices with which they were
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familiar. The program, to be located within the School of Education at NDSU, would
consist of two or three, day-long workshops in defining action research, developing skills
in data collection and analysis, developing collaborative change management
partnerships, diagnostic skills and organization interventions, developing consultative
relationships with stakeholders, implementing change strategies, developing formative
and summative evaluations, and communicating outcomes. Interspersed with the
workshops would be individual and small group consultations to guide participants in
designing, developing, and conducting action research projects. Because I believed a
pilot program would provide minimal risks, but high payoffs, I believed a group of five to
seven teachers would be selected from a diverse range of public schools in North Dakota.
As I envisioned the program, I also became aware of several questions that
needed to be resolved. Some of the important questions were: (1) Who would staff it? (2)
How would funding be obtained, particularly when many funding agencies favored
quantitative research designs with “hard” data? (3) Would teachers who were not
enrolled in research classes at NDSU be interested or able to attend? (4) Would
supervisors allow release time or support the training financially? (7) What would be the
benefits for NDSU? (8) What would be my role, given the other responsibilities I had in
teaching, research, and service?
Preliminary Research Steps
To answer these questions, I searched organizations that might have developed
similar partnerships of higher education and public schools. A colleague suggested I
contact the Teachers Network Leadership Institute (TNLI), which provided action
research training and consultation to public school teachers. The TNLI is a nonprofit
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organization founded in 1989 after a national education summit was held, but not a single
teacher was invited to participate (www.teachersnetwork.org). Since then, the TNLI has
focused on improving teachers’ voices in education policymaking and enabling teachers
to improve their own classroom conditions. In five years, from 1998-2003, TNLI
teachers completed 177 action research studies. Examples of the top research topics
teachers pursued were student achievement, literacy, professional development and
collaboration. Almost half took place in elementary schools, almost a fifth took place in
middle schools, and over a quarter took place in high schools; two studies spanned K-12.
The TNLI and affiliates invite teachers to apply for MetLife Fellowships to join. The
affiliate provides an initial $5000 membership fee and $500 per year thereafter. The fees
cover online instruction in action research, technical assistance in conducting action
research projects, access to a database of research projects, participation in an annual
conference, and informal opportunities to network with other teacher researchers in the
TNLI.
In perusing the information about the group from their website, I found
information about how Fairfax County public schools had been involved. Because I had
lived in that county for several years before moving to North Dakota and had planned on
being there that summer, I contacted the Director of Staff Development and Training, Dr.
Sylvia Auton, for an interview (personal interview, Dr. Sylvia Auton, June 15, 2005). Dr.
Auton explained that a first step her organization had taken regarding membership in the
TNLI was forming a group of interested sponsors from the district principals and
superintendents. The sponsors were able to not only promote the program and support
teacher training but were also able to provide answers to critical questions that arose
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during program planning and implementation. Funding as well as time commitments
were two of the major issues the sponsor group faced initially. The sponsors eventually
formed partnerships between schools and local businesses to assist with programming
costs. Some of the funds were used to pay for substitute teachers while the teachers
attended the online training sessions. Only two universities so far had enrolled as
sponsors, however. I contacted the University of Wyoming as a follow up to learn what
that institution had done regarding its role in the program.
Answering Funding and Staffing Questions
Although the Holmes Foundation, according to Dr. Auton, had provided grants to
schools in the past, it was discontinuing that role. With the help of a graduate student, I
searched for grants opportunities that NDSU might use for the teachers action research.
After finding few grants for funding qualitative research, I discovered that state funding
might be a more promising pursuit. The North Dakota legislature had provided generous
“seed money” funds to colleges and universities for institutional research. About $10,000
was available for the NDSU School of Education. To obtain the funding, I wrote a
proposal outlining the TNLI program costs and benefits to the Dean and explained the
role of my office in coordinating the program and assisting schools with local
implementation issues and problems. In developing coordination from the School of
Education, I found that our office had funding for a graduate assistant who could
facilitate the program’s advertisement, ongoing administration, and coordination between
schools, TNLI, and the university. Funding for this position could be used during the first
year of NDSU’s participation in the program and would likely be contingent on program
success. The Dean responded positively to the proposal, perceiving an eventual benefit
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for other programs, such as educational leadership, counselor education, and health and
wellness, in which the School of Education was involved. Funding would be available in
January, 2005.
Developing Sponsorship
With the positive feedback from the Dean regarding financial support for the first
year of the action research program, I started collecting information regarding possible
sponsorship. Some initial sources of possible support included businesses, school
districts that had a proactive, teacher-centered approach to school improvement,
individual principals and superintendents, and community organizations and leadership.
Between October and December, 2005, my goal was to survey faculty and staff in the
School of Education who had a long-term knowledge of North Dakota businesses,
professional associations, and administrative leadership. I hope to compile a list of
potential sponsors by the end of January, 2006 and begin an informational and marketing
campaign. This will consist of initial telephone calls and office visits, a general meeting
at NDSU of interested individuals, and follow up meetings to obtain a list of sponsors for
the pilot program.
Role of the University
Although teachers will receive action research training and consultation through
the TNLI, the North Dakota State University can play an important facilitative role in
what teachers learn. Because unique circumstances require particular applications of
action research, NDSU may offer teachers assistance in developing unique research
strategies. One example may be the socio-cultural differences in classrooms involving
various Native American tribal members and non-Native American students. Language
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differences among students may challenge teachers to find creative ways to foster
learning. The North Dakota State University may provide ideas by linking teachers with
experts in tribal languages and cultures to craft a teaching methodology that encourages
mutual conceptual and interpersonal understanding. The NDSU may also assist the
action research networking by holding local forums that engage participants with other
teachers and administrators. Discussions are valuable in exchanging information about
innovative programs as well as encouraging grass-roots change efforts at local school
district levels. NDSU can maintain a database of “best practices” as well for teachers and
administrators to create learning communities and stimulate future innovation and
inquiry.
Summary and Implications for Other Educational Institutions
Adult students can extend their cache of knowledge by applying skills and ideas
from formal as well as non-formal learning experiences to difficult or problematic
conditions they face outside the classroom. As an adult educator, I wanted to find a way
that graduate education students, as well as public school teachers, could apply
qualitative research skills to solve problems they faced in practice. I believed that a
program that taught action research would enable students and practitioners to
collaboratively resolve challenging situations with creativity and empowerment Before
bringing such a program into being, however, I encountered difficult questions, such as
the role of the university, staffing issues, financing and budgeting the operation, and the
extent of support for the program by local school districts. To find answers to the
questions, I contacted the Teachers Network Learning Institute and conducted in-depth
interviews of the executive director and a staff development officer of a large,
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metropolitan school district in Virginia. In addition, I found ways to develop financial as
well as social support for the program. Although major grant funding opportunities
appeared dim, I found that financial help from the state might be possible. I have begun
to outline the next steps in planning for the program, beginning with seeking state “seed”
money for start-up research in January.
Universities have an important role in promoting learning not only among
students but among community members, organizations, and professionals in various
fields of practice. The integrating of academically-based research with experience-based
learning allows universities to expand their leadership in creating valid and usable
knowledge. Faculty involvement in changing community conditions is especially crucial
in developing this. The challenges which adult learners present from their worklife
experiences can provide the grist for this collaborative engagement.
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Social constructivism and the language of play formed the theoretical framework for practicum
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presentation. This combination of instructional techniques proved effective in providing a focused
experience for students interested in learning to use play therapy techniques in child counseling.
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Third World Deaf Education Rust 2
Abstract
The World Federation for the Deaf (WFD) and UNESCO have been involved with
international issues dealing with deaf education. Despite these international efforts, 80%
of deaf children in the world remain illiterate. This reflects the lack of an appropriate
education for deaf children in third world countries and negatively impacts the
opportunity for deaf individuals to secure gainful employment. Furthermore, a lack of
utilizing the native signed language deprives Deaf individuals from attaining an
education that will make each individual competitive and marketable in today’s Global
economy. A shift in educational philosophy for those working in the area of Deaf
education is needed.
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DEAF EDUCATION IN THIRD WORLD COUNTIRIES
Introduction
The high correlation between an individual's years of schooling and a nation's
economic growth performance implies the need for quality education in producing
graduates from upper secondary and tertiary schools in order to improve the human
capital that translates into a nation's steady economic growth (UNESCO-UIS/OECD,
2003). However, the current trend of globalization has many governments wondering if
their graduates have the skills and the experience needed to compete in the international
marketplace for many pupils are leaving primary school without mastering a minimum
set of cognitive skills (UNESCO, 2004b).
Education spurs a nation's economic growth and human capital as well as
develops a well-rounded and engaged citizenry creating participatory societies
(UNESCO-UIS/OECD, 2003). Though education has been deemed important for the
success of the individual, globalization has now made education paramount for the
continuation of a nation's survival. Education can occur in many different forms (e.g.,
formal, non-formal, and informal modes of instruction) and it is viewed as a necessary
tool for "promoting greater consciousness and awareness; bringing about desired changes
in behaviors and lifestyles; and for developing the knowledge and skills needed for a
sustainable future" (UNESCO, n.d., p. 1). As the world’s economy becomes more
interdependent, the educated individual will assist in the economic survival of the nation
for he/she can deal with the profound social, economical, and cultural change impacting
the nation’s growth which occurs with international trade (OECD/UNESCO-UIS, 2001).
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A well educated individual will fare better in the marketplace and is more likely
to remain employed throughout his/her career (UNESCO/OECD, 2002). Receiving a
quality education will allow an individual to address social and economic barriers within
society while enjoying the greater freedoms that economic social status offers
(UNESCOa, 2004). The need for economic survival in developing countries is hampered,
though, when the populace is not well educated.
The adult illiteracy rate in developing nations hovers around 18.3%. Severe
illiteracy is concentrated in sub-Saharan Africa, the Arab States, and South and West
Asia with 70% of the world's illiterates living in just nice countries As educational
quality becomes the focal point of the nations, there are groups of people not meeting
current educational expectations – ethnic and linguistic minorities, girls, children with
severe social stigma, working children, street children, domestic helpers, children who
are physically and intellectually challenged, and marginalized individuals (UNESCO,
2004a). These subgroups of the population are not finding social and financial success
and are excluded from the economic, political, and cultural benefits of their communities.
Marginalized groups are denied the benefits of education based on being different
from the general population. Estimates suggest only 2% of the worlds' disabled children
are enrolled in schools. Those students who are enrolled face understaffed and/or
underpaid faculty. Some disabled students even face unqualified personnel working in the
educational setting (UNESCO, 2004b). Deaf children are members of this marginalized
group and are not being well-equipped to face the current economic benefit from
globalization. The World Federation of the Deaf (WFD) is working to change these
conditions.

Third World Deaf Education Rust 5
International Deaf Education
International statistics estimate approximately 2.5% of the world's population has
some degree of deafness (UNESCO, 2000). This figure is skewed somewhat for the
general consensus is that 0.5 – 1% of total population in developed nations is deaf. The
percentage rises when examining developing nations. The estimated percentage of the
deaf population in developing nations is 10 – 15% of the populace due to a perceived
lower standard of living and current health care systems within these countries (Sawuka,
1994).
The First Language
UNESCO (2004b) reports 20% of the world's population has a local language
known as the mother tongue; yet, this first language is often ignored when children enter
the school system. Strong evidence exists demonstrating the use of a learner's first
language improves learning outcomes while reducing grade repetition and dropout rates;
however, utilizing the first language often becomes a political decision rather than an
educational one especially in the field of deaf education. Most educators of deaf children
use the native spoken language as the language of instruction with deaf children rather
than the native signed language that is readily available (Lane, 1999). This ethnocentric
approach to educating deaf children has led to a philosophy of "fixing" deaf children by
instilling the local spoken language rather than utilizing a natural visual language for
educating the deaf. Thus, the human right of accessing information in a mother tongue is
denied deaf children in an educational setting causing the World Federation of the Deaf
(WFD) to report the majority of the deaf populace in the world is 80% illiterate (WFD,
n.d.a).

Third World Deaf Education Rust 6
Historical Aspect
Sign language is a visual language that has no spoken component to the
communication process. Linguistic meaning is conveyed through the production of hand
moments and positions utilizing facial and body language. A signed language has its own
properties of a language including syntactical information. Every nation has its own
signed language used by its deaf community (UNESCO, 2000).
The education of deaf children is hampered by communication barriers for the
dominant mode of communication is a spoken language (Barry, 1994). This factor alone
demonstrates the dominance of a majority in the education of the minority; and,
consequently, an explanation for the use of a particular language over another in an
educational setting.
This does not bode well with deaf children who need to see the language and not
hear the language in use. Depending only on the auditory form of the language hinders
and/or prevents learning altogether (UNESCO, 2000). Recognizing the language of the
deaf community and approaching the education of deaf children from the perspective of a
language minority group can alter the barriers that have been preventing the educational
success of deaf children internationally (Lane, 1999).
France is considered to be the cradle of Western deaf education and more signed
languages in the Western world can trace their roots to the French signed language (LSF)
than any other signed language (Lane, et al., 1996). However, the contribution the French
made to deaf education became lost when the Milan Conference made its historic imprint
on the deaf education profession. The significance of the decision made at the Milan
Conference of 1880 banned all signed languages from the classroom with hopes of
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restoring deaf individuals to society by educating deaf children through a speech-only
approach, an aural/oral education. This single act became the most profound action with
negative lasting ramifications to last a century in regards to educating deaf children. The
Milan Conference banned any form of a signed language from being used with deaf
children as well as forced the removal of deaf adults from the classroom and the lives of
deaf children (Lane, 1999; Lane, et al., 1996).
This historic event allowed special schools for the deaf to severely punish any
deaf child using a signed language as well as any deaf adult who attempted to teach deaf
children the language of signs. Within forty years after the Milan Conference of 1880
where 73% of the teachers in deaf education were deaf, a mere 7% of the profession were
deaf. Deaf individuals were sidelined to menial tasks within the school system or
regulated to vocational educational instruction rather than academic instruction. Despite
the outcry from the deaf community, which was ignored by the dominant hearing
professionals, sign language was banned and the instruction for the deaf became oral
based. In fact, the very first special school for deaf children that institutionalized a signed
language system in France converted to an oral approach and banned sign language from
its school (Lane, 1999; Lane, et al., 1996).
The ill-effects of the Milan Conference of 1880 are still felt throughout the
profession as the predominant method of teaching deaf children in developing countries
is still an oral approach. This equates to a dominance of hearing individuals working
within the profession in developing nations and the results have been one of a
dependency syndrome where the deaf are dependent upon the hearing professionals as the
vital link to the hearing community. In countries where the government provides an

Third World Deaf Education Rust 8
education for deaf children, the predominant service is a basic education with very few
deaf individuals attending secondary programs (Sawuka, 1994).
The Birth of Deaf Rights
Some gains are beginning to be made as the UN continues to address the needs
and concerns of deaf children. Deafness is an invisible handicap and due to the
communication barriers that result from deafness, the general public has no
understanding of a deaf person's potential (Malzkuhn, 1994).The intellectual capacities of
deaf persons are equal to those of hearing counterparts but this fact is often overlooked in
the Third World (UNESCO, 1984).
When faced with deciding policies that directly affect the deaf community and
deaf education, the majority in power rarely seek the deaf community for consultation or
administration (Malzkuhn, 1994) even though the deaf community is the best advocate
for social change and public awareness (Barry, 1994). A subtle form of human rights
violation is the benevolent paternalism of hearing individuals who work for the good of
the deaf community (Malzkuhn, 1994). "A hearing persons' benevolence tends to prevent
deaf people from developing their linguistic capabilities, their educational potential, their
cultural identities, and their attainment of fulfilling roles in society" (Erting, Johnson,
Smith and Snider, 1994, p. 774). An awakening to this type of benevolent violation,
known as audism which is preventing deaf individuals from developing their full
potential (Lane, 1999), came into full focus in March of 1988 with the Deaf President
Now (DPN) protest at Gallaudet University and Deaf Way in Washington, D.C., the same
summer (Erting, et al., 1994).
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In March of 1988, Gallaudet University became the focus of worldwide attention
as deaf students shut down the operations of Gallaudet University in opposition to the
selection of yet another hearing individual as the next University's president. This historic
moment in Deaf history is lauded for its nonviolent, organized, and effective actions that
brought about a timely justice in the re-selection of a new president who was deaf
(Malzkuhn, Covell, Hlibok, Bourne-Firl, 1994). DPN was the catalyst that sparked many
changes in the deaf community around the world causing deaf people to take pride in
their identity and to seek control over their own lives as they demanded full access to the
benefits of society (Karchmer, 1994). After this historic turn of events, several months
later, Gallaudet University hosted Deaf Way, a week long festival that celebrated Deaf
identity throughout the world. Because of Deaf Way, the international deaf community
began developing a sense of self-worth recognizing the internal "potential that exists to
attain levels of education, employment, and artistic expression equal to that attained by
hearing people" (McConnell, 1994, p. 866).
The chains of oppression were being revealed during Deaf Way and the
international deaf community is demanding that the chains be removed. Human rights,
including the right to a quality education, are now the desire of a linguistic minority that
seeks personal fulfillment as well as a role in a nation's economic survival.
World Federation of the Deaf and Human Rights
The World Federation of the Deaf is a law-making body comprised of two Deaf
delegates from every national Deaf association and convenes every four years to elect
members to the WFD Board as well as to adopt policies and programs that impact the
lives of deaf individuals around the globe. The federation began as a direct result of
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protesting against the decisions made at Milan Conference of 1880 and merged into its
official federation in 1951. WFD addresses many issues facing international deaf
communities with standing commissions in the following areas: audiology, education,
psychology, signed language, interpreting, and Deaf culture (Lane, et al., 1996). The
WFD is recognized by UNESCO as the official body representing deaf people (Aquiline,
2004).
In recent years, the WFD has emphasized outreach to developing nations where
80% of the deaf population resides and are illiterate (Malzkuhn, 1994; WFD, n.d.a).
Regional secretariats were created to help maintain operations in the various regions of
the world. One of the major thrusts of the organization is to advocate for the use of the
native signed language as the language of instruction in classrooms educating deaf
students. In a 1993 WFD report almost half of the 42 members reported little or no
instruction using sign language for deaf children in their nations. In countries that did
offer some type of instruction in a signed language instructors were not fluent in the
language (Lane, et al., 1996). To ameliorate the situation the WFD is calling for home
offices to strongly lobby their nation's delegation to the UN to support fluency of a signed
language within the classrooms while the WFD lobbies the general assembly (Aquiline,
2004).
A major document of the UN is the Universal Declaration of Human Rights
which states "all human beings are born equal in dignity and rights" (Article I as cited in
Lane, et al., 1996). A survey conducted by the WFD in 1991 produced some interesting
results demonstrating how this ordinance is being violated and how the dignity of the
international deaf community is not well respected. A synopsis of the survey follows.
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Unemployment among deaf people is three times higher than the national average
in the developing world.
Nearly half of the nations reported major discrimination against deaf people in
employment.
There is a widespread lack of vocational training.
Often legal discrimination against deaf people exists.
Deaf people commonly live in poverty without contact with other deaf
individuals.
Interpreters and interpreting services are rare or unavailable.
There are widespread violations of the Universal Declaration of Human Rights
against deaf individuals.
Many deaf individuals are denied the right to vote.
Seventeen nations included in the survey do not have a formal deaf association.
Home signs are utilized in several countries or foreign visitors bring nonindigenous signed languages into use.
Most schools for the deaf were begun by church-affiliated groups and not
governments.
Many nations still prefer the oral approach to educating deaf children.
(Lane, et al., 1996, pps. 202-203)
In 1994, these results lead the Assistant Secretary General for Human Rights of the UN to
denounce the blatant violations and to affirm the federation's position that deaf people
should be accorded equal dignity (Lane, et al., 1996).
Communication, Human Rights and the Right to an Education
Lane (1999) and Lane et al. (1996) explore the concept of colonization and its
application to the conquering of a minority group, particular the deaf population. Both
works address how the dominant majority (hearing individuals) make decisive policies
that impact the minority (deaf individuals). Such decisions as to which schools deaf
children will attend, where deaf adults will work, what information the deaf community
will receive, and, in some instances, where and how deaf individuals will live are made
by hearing people without seeking input from the local deaf community. This
benevolence prevents deaf people from developing "their linguistic capabilities, their
educational potential, their cultural identities, and their attainment of fulfilling roles in
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society" (Erting, et. al, 1994, p. 774). This is a very common feature within the plight of
the international deaf community. Many professionals within the field of deaf education
operate under a "deficit", or "fix it", model which hinders the learning of deaf children
and creates a disability (Carver & Doe, 1994).
The World Health Organization (as cited in Spiker, 2000) defines the following
terms of impairment, disability, and handicapped.
Impairment: an anatomical, physiological or psychological abnormality or loss.
Disability: a functional limitation in ordinary activity – how impairments, or
chronic physical conditions, affect behavior.
Handicap: social issues surrounding disability – the production of the social status
of a ‘disabled person’. The term ‘handicap’ is now considered unacceptable by
many people with disabilities.
These precise definitions cause parents of deaf children to assume that their deaf child is
fundamentally stupid and incapable of attaining a proper education. However, as Lane, et
al. (1996) argue, a disability "arises when a society fails to accommodate its physical and
social environment to the range of human variation that it contains" (p. 339). It is the
attitude perceived by parents and the professional world toward deaf children and the
deaf community which is the disabling hindrance and not the hearing loss of the
individual.
The intellectual capabilities of deaf individuals are equal to those of hearing
individuals. In the past deaf individuals were viewed as 'concrete' thinkers due to the
language interventions utilized in the educational approach. A UNESCO report cites
information on linguistics which allows a re-evaluation in the understanding of language,
how children acquire it, and how this information plays a role within the field of deaf
education (UNESCO, 1984). Fifteen years later, another UNESCO report declares "if
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deaf children receive a good and suitable education then they are every bit as capable as
hearing people. There is the same range of ability" (UNESCO, 2000, p. 5). However, this
rationale has not been realized within the international deaf education profession.
Problems and needs within the international field of deaf education have been
identified as far back as 1984 and still the profession is facing limited success (UNESCO,
1984). In the 1984 report, the following concerns were raised:
low status accorded to special education, its value being questioned;
lack of co-ordination and sharing of resources between existing services and
facilities;
lack of information flow on new trends and approaches;
lack of technical equipment for deaf persons – problems of maintenance, spare
parts and ear-moulding [sic];
need for ongoing education for teachers, up-dating knowledge;
multilingualism which creates in a given country problems in educational
programmes [sic];
sign language imported at the expense of national sign language; and,
promotion of awareness of the needs of deaf children leads to an increase demand,
with which the existing services are unable to cope due to limitations in human
and financial resources. (p. 4)
Many of these same issues exist today, particularly the lack of supporting the native
signed language in the learning environment.
The world recognizes the need and the right for every child to have an education.
Such belief has been put into writing with the UNESCO passing of the Salamanca
Framework for Action in 1994 (UNESCO, 2000). This document states
education policies should take full account of individual difference and situations.
The importance of sign language as a medium of communication among the deaf,
for example, should be recognized and provision made to ensure that all deaf
persons have access to education in their signed language. Owing to the particular
communication needs of deaf and deaf-blind persons, their education may be
more suitably provided in special schools or special classes and units in
mainstream schools. (p. 8)
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Though the general belief is that deaf children develop better interpersonal language in
integrated settings, deaf children develop better cognitive language in special schools
(UNESCO, 1984). Regardless of which environment a deaf child is placed, the native
signed language should be recognized as the legitimate linguistic system and should be
afforded the same status as other linguistic systems (UNESCO, 1984).
The World Federation of the Deaf (WFD) supports this effort proposed by
UNESCO and advocates for strong learning environments supporting deaf children's
language development in an environment using the native signed language. The
importance of acquiring a language within the first three years is critical and the WFD
reminds all member nations of the United Nations that the Universal Declaration of
Human Rights and the UN Convention of the Rights of Children applies to deaf children
(WFD, 1991). UNESCO concurs and advocates for the rights of deaf children believing
that the earlier a deaf child learns to sign the more likely that child is to be successful in
school and later life (UNESCO, 2000).
Perpetuating the notion that sign language is wrong is unwarranted and
inappropriate (UNESCO, 1984). Communication is necessary for psychologically healthy
individuals. Nurturing a child through a signed language is an opportunity to share a
culture and to develop a linguistic base (UNESCO, 2000). A deaf child will become selfreliant and exercise personal choice when allowed to access his/her environment
linguistically (WFD, 1991).
Schools play an important role in developing the linguistic abilities of all students
which is a human right that needs to be available for all individuals (Hutzler, 1994). This
requires the incorporation of sign language into the learning environment for all deaf
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children with teachers who are well versed in the language to provide linguistic role
models (Malzkuhn, 1994; WFD, 1991). Without the exposure to a signed language, or the
local deaf culture, deaf children are dominated by the spoken language of the dominant
hearing culture and this represents a basic form of oppression (Carver & Doe, 1994).
Placing teachers of the deaf who are not well versed in the deaf children's language is
harmful to the quality education that all children are entitled to receive (UNESCO,
2004b). This current practice of oppression in the present state of deaf education
throughout the world is not producing the human capital necessary for Third World
nations to survive in this current globalization era nor is it an appropriate response in
guaranteeing the human rights of deaf children.
Human Rights and WFD
Education is a right that needs to be addressed in developing nations particularly
within the field of deaf education. Educational practices with deaf children are leading to
devastating results leaving deaf people impoverished and isolated from their communities
(Lane, 1999). "Deaf people are entitled to an education that will enable them 'to
participate effectively' in society as are hearing people; quality education for deaf people
is a right, not a privilege" (Hannum, 1994, p. 778). This includes the right to an
accessible language that will nurture learning rather than create a learning void.
Without assurances of linguistic rights, the struggle to attain human rights becomes
difficult (Aquiline, 2004). With the suppression of signed languages deaf people have not
been able to succeed in upward mobility and have been marginalized within their own
nations (Lane, et al., 1996).
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Human rights legislation reflects a belief that all children can develop basic
cognitive skills if the learning environment is ripe for learning and the education received
is accessible and equitable (UNESCO, 2004b). Deaf organizations need to petition their
governments for legislation to fully recognize and accept the native signed language
(Aquiline, 2004). In addition, if the minority signed language becomes the language of
instruction in classrooms for deaf children, than governments should be demanding
teachers to be fluent in the signed language. This is not the current situation since 89.95%
of teachers for the deaf in special schools for the deaf are hearing while 95.6% of the
teachers in a mainstreamed environment are hearing and do not possess the necessary
linguistic skills to be competent in the signed language (Carver & Doe, 1994).
Most educators of deaf pupils believe sign language is a negative influence and an
inferior language to use with deaf children (Lane, 1999). Professionals in the field of deaf
education inadvertently oppress the language of preference of the deaf community due to
their negative beliefs about sign language and deaf children become victims of intentional
oppression. It is the power of the small number of hearing people who are in positions of
power making educational decisions about the vast numbers of deaf children (Carver &
Doe, 1994).
Until the deaf community awakes and exercises its rights to a quality education
via the native signed language, the deaf community will never come to appreciate the full
benefits of its rights to a greater society (Hannum, 1994; WFD, n.d.b).
Future Directions of Current Issues Facing Third World Deaf Education
Though the UN and UNESCO have been busy in carrying out various initiatives
to promote human rights and deaf education as is evident from the presented information,
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there have been a number of projects in which the WFD has collaborated with these
organizations to increase the awareness of deaf needs and to improve deaf education
(Barry, 1994; Lane, 1999; Lane, et al., 1996; UNESCO, 1984). Efforts of these joint
ventures have aided in strengthening the position of deaf human rights but there is still
much to be done.
Education is seen as the key to enhancing an individual's life while making life
more meaningful and worthwhile (UNESCO, 2004a). Knowledge empowers the
individual to conquer subject material through literacy skills which is the driving force
behind the Education for All (EFA) policy the UN has endorsed with hopes of reaching
set goals by the year 2015 (UNESCO, 2004b). The six goals of the EFA are:
Goal 1: Early childhood care and education.
Goal 2: Universal primary education.
Goal 3: Youth and adult learning.
Goal 4: Literacy.
Goal 5: Gender.
Goal 6: Quality. (UNESCO, 2004b, p. 1)
The current status of all nations in attaining the EFA goals are not where they should be
as of yet, but this is only compounded when reviewing the area of deaf education.
The deaf community in developing countries is not receiving the education
deserved due to limited access of a visual communication system that enhances
educational opportunities. Underlining this issue is the lack of governing nations in
accepting the existence of a deaf culture. "Identity is understood as a common property
that differentiates a group" (Frow & Morris, 2000, p. 321). The deaf community,
regardless of which country you exam, has a network of mores which distinguishes the
deaf community from the hearing community. As Frow & Morris maintain, a culture is a
way of life for a social group. Deafness becomes a common denominator that binds a
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group of people into a community; however, the deaf community in developing countries
has been under-educated and oppressed by a system that purports to assist the deaf.
The Centre [sic] for Social Development and Humanitarian Affairs is a particular
agency under the UN that seeks social policy options and pursues strategies for social
change through equal opportunity. One recommendation from this agency is to grant
special attention to the deaf community beginning with the need to recognize the deaf
community as a linguistic minority (Barry, 1994). Accepting the use of the native signed
language in classrooms with deaf children becomes a way to prevent academic failure
and there are three issues to examine in an attempt to ameliorate the current situation in
developing countries.
Address Self-Esteem
The first issue of concern is the area of developing a positive self-esteem. This
inner perception directly affects the educational and economic future of any individual
where the prevailing attitude in Third World countries is one of little regard for deaf
individuals and where the deaf community is marginalized (Kiyaga & Moores, 2003).
Human beings have similarities and differences that shape preferences, interests,
abilities, ambitions, wishes, and dreams. All patterns of similarities and differences have
their origins in ethnicity, religion, gender orientation, race, or belief systems.
Understanding these similarities and differences is important to the learning process
(UNESCO, 2004a). In many developing nations, the first step to awakening the
consciousness of these similarities and differences is a formal study of the native
language, in this case, a formal study of the native signed language. Preparing a signed
dictionary of the native signed language, coupled with the formal instruction of the native
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signed language ensures the transmission of knowledge about the language across the
generations (Lane, et al., 1996). This has not been the case in many developing nations.
Establishing a native signed language dictionary begins the process of forming a strong
bond among the local deaf community as well as adds credence to the existence of a
minority language to the greater community (Malzkuhn, 1994).
The UN, UNESCO, and the European Parliament have recognized the native
signed language as a minority language and have stated the importance of cultural
learning through Deaf Studies programs for deaf children in developing nations (Lane, et
al., 1996). Learning more about deaf history and the lives of deaf people can become a
positive influence in the lives of deaf children for this allows the individuals to better
equip themselves with knowledge and empowerment as they begin to interact in the
greater community (Lane, 1994). Empowerment becomes a means for gaining a positive
self-identity which leads to a positive self-esteem.
Provide Positive Role Models
A second concern for improving the educational situation is the need for
providing positive role models. Since there is basically no mechanism to help deaf
students continue their studies preparing themselves as teachers in a teacher training
program, there is no opportunity to provide positive role models in the form of deaf
adults employed as teachers of the deaf.
If deaf adults were . . . substantially involved in the education of deaf children,
there would be role models for those children, manual language would be
reintroduced, spoken language skills would take their appropriate priority, literacy
would improve, schools would no longer be speech clinics but be educational
institutions. (Lane, 1999, p. 166)
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Deaf adults have an important role to play in the development and education of
deaf children and the socialization process (UNESCO, 1984). Only deaf adults can
provide the best language model for sign language is the first language of the adults
compared to it being a second language for a hearing adult (Lane, 1999). Deaf adults are
fluent in the primary targeted language, can share common experiences, and can readily
teach deaf history and culture (Lane, 1999). Having a deaf adult in the classroom as the
primary teacher is known as indigenous teaching.
According to Almeida (1998) the term indigenous, which is commonly accepted
by the United Nations, is used to "describe the people whose ancestors were the original
inhabitants of their lands, and who have survived despite the oppression inflicted on them
by colonial systems" (p. 6). (The term indigenous is applied to each developing deaf
community by the author.)
Several parallels can be drawn from the literature of indigenous education to that
of deaf education. Almeida (1998) discusses the need for the curriculum of the
indigenous people to be based on the perspective of the indigenous community and not
that of the dominant culture. The mainstream culture excludes the indigenous community
and attempts to avoid any contribution the indigenous people have made to society, as
well as ignores the natural language of the people. The loss of identity and language
severs a vital link that transmits cultural information from generation to generation.
Another important parallel that can be drawn from indigenous education literature
is the similarity of oppression amongst the population (Almeida, 1998). Just as the
dominant group imposes their perceptions upon the indigenous people, so, too, do the
hearing educators attempt to educate the deaf with hearing culture ignoring the need to
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recognize deaf culture and its indigenous signed language. Consequently, a void in a
positive role-model occurs.
Several authors (Almeida, 1998; Hamley, 2001; Marker, 2000; Valadian, 1999)
advocate the right of indigenous people to self-determination. This allows indigenous
people to select the education that is necessary to meet the needs of the community. This
same right is what is beginning to be heard throughout international deaf communities
(Lane, 1999). In developing countries, deaf communities should have the right to selfdetermination and self-control, free from the mandates of the dominant culture and
allowed to foster a positive role model to younger deaf children.
This spirit of self-determination, then, can follow the advice of Valadian (1999)
who advocates for responsible personnel (i.e., deaf adults) to confront and ameliorate the
problems of the greater society while maintaining the cultural identity of the indigenous
people. Self-determination requires "highly trained, well-educated, and well-rounded" (p.
236) individuals who are able to share and transfer information between the indigenous
and mainstreamed communities. The goal, then, is to
restore a sense of place, a sense of positiveness, and a sense of purpose and
direction to indigenous peoples (and) must surely be the most compelling
assignment of this generation. To evade this historical assignment today is to
condemn future generations of indigenous children and their peers in other parts
of society to a life of complete alienation and aimlessness. (Valadian, 1999, p.
237)
The idea of having deaf adults responsible for teaching deaf children in
developing countries provides a vision of a self-worth and allows deaf children to dream
they can make a difference in their world and their society, at large. Involving deaf adults
promises a new era in deaf education in developing countries.
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Eliminate Naivety and Ignorance in Teacher Training Programs
The last major concern that needs addressing is the naivety and ignorance
occurring with professionals in the field of deaf education. Castells (1998) reports that the
quality of education for all children is essential but most public schools are not up to the
task of providing the needed education to fuel the informational labor force that is
occurring globally.
Teachers play a central role in improving the educational delivery service and
raising learner outcomes (OECD/UNESCO-UIS, 2003; UNESO, 2004b). With deaf
children, direct communication and interaction becomes a necessity to learning which
allows children to interact with the teacher and with peers (UNESCO, 2004). Many
teachers are limited in their training and do not posses the manual skills to communicate
with their deaf pupils thus denying the children the right to an education (Sawuka, 1994;
UNESCO, 2000; UNESCO, 2004b). As a result, many children attend school at the
primary level but soon drop out due to being labeled as poor achievers and leading to a
sense of learned helplessness (UNESCO, 2004b). Teachers need to become proficient in
the natural signed language and stop blaming the lack of educational progress on the deaf
children (Sawuka, 1994; UNESCO, 2000). The ramifications of the oral approach and the
Milan Conference of 1880 still impact the education of deaf children and produce deaf
adults unable to compete in the marketplace (Lane, 1999).
By improving the instructional pedagogy for deaf children in developing nations
and by providing positive deaf role models, deaf children will begin to mature into selfreliant individuals, proud of their deaf culture and ready to be gainfully employed with
confidence. The pedagogy of active learning in a student-centered environment will

Third World Deaf Education Rust 23
foster critical thinking and problem solving skills which are so necessary in today's
marketplace (UNESCO, 2004b). The teacher in the classroom needs to be able to move
quickly from a concrete to a cognitively and syntactically complex abstract level
(UNESCO, 1984). This means the language used in instruction has to be quick, clear, and
accessible. Fluency in the signed language of instruction will facilitate such complex and
abstract thoughts quickly. Thus, when recruiting candidates into the profession, one must
be able to recruit those who demonstrate efficiency in the language and not lower the
standards (UNESCO, 2004b).
Improving the education of deaf children in developing nations requires the
examination of the above issues and the means to ameliorate the situation; however, this
requires a transformation from how the system has been maintained to a new delivery
system. Bridges (1980) informs us that change involves three stages: an ending, a period
of confusion, and, a new beginning (p. 9). Any change from the present situation should
anticipate a period of confusion that will follow knowing that a new beginning, a nearutopian state, will emerge from this chaos. This new beginning needs to be based upon
effective educational principles in order to maintain a lasting change and leadership that
causes positive changes to occur.
Every four years a World Congress for the Deaf convenes where hundreds of deaf
individuals from all over the world congregate. Each Congress conducts meetings,
lectures, workshops, business meetings, and social events. WFD participates in these
quadrennial Congresses and has the potential to become a powerful advocate for all deaf
people in the arena of deaf education (UNESCO, 2000). The deaf education profession
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needs to recognize the WFD, with endorsement from the UN, as the finite jurisdiction in
benefiting all deaf children in every nation.
The WFD has been involved with international issues in education for some time
beginning with the special commission on deaf education (1984) and particularly in the
last two major conferences on education, the World Declaration on Education for All
(1990) and the Dakar Framework for Action (2000). Both conferences emphasize the
need for quality and recognize that education for all can not be achieved without
improving the quality of instruction in the classroom (UNESCO, 1984; UNESCO,
2004b). Mandating the use of the native signed language in classrooms for deaf children
will impact the quality of instruction deaf children receive and this is what the WFD is
advocating. The major goal of the Education for All declaration is for all children to
complete and master a full course of primary schooling by 2015. This, then, becomes the
basis for providing economic survival for the individual and for the nation.
Conclusion
Realizing it is the workers who create and use knowledge to add new value to
products and services and that human capital plays a strong role in the economic growth
of a nation for all the citizenry then a priority needs to be made, globally, for all the
world’s citizens (UNESCOb, 2004; UNESCO/OECD, 2002; & UNESCO-UIS/OECD,
2003). This means the disabled population of developing countries will need to have their
educational needs met if countries are to prosper and become a major player in the ever
expanding global market (Barry, 1994).
Deaf people share the same desires as hearing people in wanting to prosper while
attaining economic security and becoming less marginalized (Carver & Doe, 1994). Deaf
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children will be able to fully develop their learning abilities allowing opportunities to
further their schooling by attending secondary and tertiary programs (WFD, 1991). The
hearing community has long acted out of benevolence towards the deaf community and it
is this action that has been more of a hindrance in preventing deaf individuals from
reaching their economic potential. The hearing community has inadvertently barred
linguistic capabilities, educational potential, and cultural identification in a world that is
changing rapidly (Erting, et al., 1994). Each deaf community needs to be self-sufficient in
maintaining control over its own lives in order to exercise self-determination (Santillan &
Toro, 1994).
Empowering the deaf community to self-determination will foster efforts of
regaining dignity as a linguistic minority encouraging the preservation of the native
signed language (Carver & Doe, 1994). Learning through the use of the native signed
language will enrich the lives of deaf children and a quality education which has been
lacking through the years causing the deaf community to be enslaved to poverty
throughout the Third World. Education needs to be accessible in order for literacy skills
to improve, permitting the deaf community to be equal players participating in a global
market (OECE/UNESCO, 2003).
If the Education for All initiative is to be successful, all students must improve
their cognitive skills while becoming informed citizens, and this includes deaf children.
The WFD and UNESCO have been, and will continue, exerting efforts to improve the
current trends in the education of deaf children in developing nations by enforcing
Human Rights issues in education. A quality education will translate into personal, social,
and developmental benefits for the individual, and his/her nation in the long run
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(UNESCOb, 2004). Securing a better education for a traditionally marginalized group of
people will enable a feeling a self-worth for the deaf community as it becomes more
involved in the global marketplace securing economic benefits for each individual as well
as the each nation.
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Abstract
Educational technology in the form of distance learning is creating a new trend in educational
delivery services. This new pedagogy incorporates the theory of constructivism as the learning
environment transforms from a teacher-centered to a learner-centered, learner-directed
environment. Yet, the communication utilized in the distance learning environment is one of
text-rich learning. A learner who depends on the visual form of a signed language may have
innate roadblocks to this type of learning vehicle. An examination of self-directed learning
theory and its application to the deaf learner are explored.

DISTANCE LEARNING, SELF-DIRECTED LEARNING, AND THE DEAF LEARNER
Beliefs, attitudes, expectations, and desires influence how students perceive
themselves which ultimately influences their behavior (Areglado, Bradley, & Lane, 1996).
If students are not engaged in the learning environment, disinterest sets in and motivation
is lost. Areglado, et al. believe 40 -50 % of students are not stimulated enough to be
engaged in their learning activities causing the educational profession to adapt the learning
environment to one that is based on self-directed pedagogy rather than the traditional
stimulus-response methodology. Learning will acquire new attributes when students are
given the role of choosing "what to learn, how to learn it, and to act responsibly" by
creating a plan of action that will accomplish the objectives necessary to master a goal (p.
18).
Learning, as explained by Wells (2000), is simply a way for individuals to
constantly transform knowledge by engaging others. Such transformation becomes the
bases for lifelong learning which is different than the formal education students experience
when younger (OECD, 2004). Current technological trends have become the catalyst for
the transformation in education focusing on self-directed learning and allowing learning to
occur at any given time from any given place to meet any given need (Lewin, Mavers, &
Somekh, 2003).
Computers and technological advances are essential elements in re-structuring
social interaction and knowledge-building activities in today's society (Hakkinen, 2003).
New opportunities for curriculum and instruction are utilized as real-world problems are
brought into the classroom for students to explore and solve (Bransford, Brown, &
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Cocking, 2000). Technology becomes the basis for transforming education in order to meet
societal needs (Elias & Merriam, 1995; Lewin, et al., 2003).
The digitization of the learning process is providing access to a breath of
intellectual and cultural resources than ever imagined possible. New and sophisticated
tools for inquiry and investigation are continually introduced to the populace as interaction,
communication, and collaboration rapidly become the norm (Reibel & Wood, 1994).
Three aspects of technology in education are now recognized. First, there is the
general technology education in schools aimed at giving pupils basic technological
knowledge and skills known as technological literacy. Second, there is vocational
education, training in vocational schools, colleges, and universities that require a standard
of knowledge in using technology in the marketplace. Third, is lifelong retraining and inservicing required to keep abreast of technological changes (Kotsik, 2003).
The increased pace of globalization and technological changes, as well as the
changing work force, emphasize the need for continual upgrading of work and life skills
(OECD, 2004). Many institutions have invested in distance education programs to meet the
demand of such lifelong learning with estimates of 85% of the two- and four-year colleges
now offer some type of distance education programs in the United States alone (Dennis,
2003). This approach to learning is very different from a traditional classroom where
students generally memorize facts and listen to lectures (Bransford, et al., 2000). The
advent of educational technology requires a certain level of sophisticated interaction within
the digital environment allowing students to revisit and explore concepts more fully as they
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become more responsible for the learning that occurs. This phenomenon is known as selfdirected learning.
Self-Directed Learning
Since the late 1980s, cognitive scientists, educators, and technologists suggest
learners develop deeper understanding of their physical and social worlds where they can
manipulate and construct their own meaning of their world (Bransford, et al., 2000). The
brain responds far more effectively and efficiently when a deeper and personal meaning is
attached to the learning (Tomlinson, 1999). Because individuals are always in the process
of learning, they possess the ability "to gather, analyze, synthesize, evaluate, and apply
information" (Areglado, et al., 1996, p. 26). Self-directed learning can be defined as the
ability to acquire information (or skills) alone (or in a group) while becoming aware of the
need to learn more. Once learners grasp the idea of self-directed learning, they take the
initiative in assessing their learning needs and formulating goals while implementing
appropriate strategies to attain and evaluate their learning outcomes (Areglado, et al.,
1996).
This approach to learning is different from the formal learning process that most
learners experience during their childhood. Self-directed learning applies to a lifelong
process of learning emphasizing creativity, initiative, and responsiveness (OECD, 2004).
Activities involved with the learning process arouse personal interest and engage learners
with feelings and values that are essential to the learners' goals and cognitive abilities
(Wells, 2000). Learners highly motivated learn to develop a deeper understanding of the
issues involved as they learn to depend upon themselves for their own learning (Bolhuis,
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2003). This alteration in the learning process causes a transformation in the decision
making process as learners begin to question and investigate alternatives supporting
personal goals rather than taking directions from an instructor (Adrian & Apps, 1993).
Technology plays a role in this transformational learning process as the
construction of knowledge becomes more pronounced by the learner rather than reciting
specific facts (Lewin, et al., 2003). The use of technology in the classroom, and at home,
allows the role of the teacher to switch from a disseminator of information to a facilitator
of learning enabling the learner to construct new meaning as the teacher focuses on how
the learner is learning (Areglado, et al., 1996; Bransford, et al., 2000). Life-long learning is
the goal of education calling for a change in curriculum design allowing more flexibility
and uncertainty in the learning process (Bolhuis, 2003; Lewin, et al., 2003).
Student-directed learning is not something that is done in isolation. It involves
various helpers – mentors, resource people, peers, and teachers – for each person is a
teacher offering unique experiences and knowledge that can benefit another person (Adrian
& Apps, 1993; Areglado, et al., 1996).
Len Vygotsky, a Russian psychologist, believes self-directed learning skills must
be taught by teachers at a very early age (Green & Gredler, 2002). This requires a shift
from traditional competencies such as listening attentively, taking careful notes, reading
fast with good comprehension, and predicting exam questions that is normally expected in
a teacher-directed learning environment to a student-directed classroom where creativity
and risk taking is encouraged (Areglado, et al., 1996). Learners with a shallow view of
learning will rely more on memorization rather than problem-solving skills (Bolhuis,
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2003). The teacher needs to model learning by activating prior knowledge, considering
what to do next, checking results, questioning the results, restating the goals, searching for
more information, reading the text, asking others, and continuing the learning process until
the goals are attained (Bolhuis, 2003). A learning environment that fosters self-directed
learning is a classroom that generates surprise and cognitive conflict while raising
particular questions that need to be answered (Green & Gredler, 2002).
Self-directed learners need time to allow ideas to incubate before the thoughts are
queried and revised (Areglado, et al., 1996). Such incubation time allows a learner to
ponder the important questions associated with an idea and to receive feedback during the
learning process reinforcing a deeper understanding of the problem. This particular trait of
a self-directed learner requires the learner to take responsibility for the learning. The
learner is actively involved in preparing, planning, organizing and rechecking tasks that are
set by the learner and not the teacher (Areglado, et al., 1996; Bolhuis, 2003; Greif, 1996).
The teacher assists the learner in various strategies and skills to accomplish the goal, but
the learning that occurs is the responsibility of the learner (Areglado, et al., 1996; Bolhuis,
2003). The learner's motivation becomes the impetus for self-direction and ownership as
the learner gains responsibility and self-confidence (Bolhuis, 2003).
A highly self-directed learner exhibits initiative, independence, persistence, and
curiosity while being goal-oriented (Aregaldo, et al., 1996). Traits such as these can be
defined as self-efficacy which is "developing and maintaining positive beliefs about
learning capabilities and having the power to bring about the desired result" (Areglado, et
al., 199, p. 145). Caine & Caine (1997) define self-efficacy as the empowering belief a
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learner has in developing a more solid sense of identity and believing that effective change
can occur through one's own power and decisions. Such attributes in a student can be
developed if the learner is involved in a supportive, nurturing environment. The
importance of the learner to be able to develop and assess inner perceptions is encouraged
for this adds to the sense of a positive self-esteem which is essential to learning (Areglado,
et al., 1996; Bolhuis, 2003).
A negative self-esteem is detrimental to the development of self-motivation and
defeats the purpose of a self-directed learning (Areglado et al., 1996). The inner drive
necessary for self-directed learners is extinguished and a feeling of insecurity dominates
the learning environment (Bolhuis, 2003). Bandura (as cited in Areglado et al., 1996)
reports of how "people who doubt their capabilities shy away from difficult tasks" (p. 5).
Feelings of ineptitude stir negative emotions associated with feelings of powerlessness and
failure which manifests itself as aggression, indifference, failure, withdrawal, tension,
hostility, fear, guilt, or submissiveness while maintaining a low self-esteem (Areglado et
al., 1996; Bolhuis, 2003).
Conversely, if the perceptions a learner has about self, school, and personal
learning change then the learner becomes empowered (Areglado et al., 1996; Caine &
Caine, 1997). When a learner receives positive cues in the classroom (e.g., acceptance,
love, concern, encouragement, security, empathy, sensitivity, and understanding)
demonstration of success, creativity, achievement, interest, identification, cooperation,
curiosity, and enthusiasm will be exhibited (p. 54).
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Learning may not always be successful due to many obstacles along the path;
however, a learner needs to know that the worse enemy lies within (Areglado et al., 1996;
Bolhuis, 2003). Gradual independence can provide a framework for intervention for
learners to develop control of the thinking process while building upon positive
experiences in the learning process (Green & Gredler, 2002).
"To find one's hidden talents and to believe in one's ability enhances self-directed
ventures" (Areglado, et al., 1996, p. 5). This active engagement allows the learner to
develop independence while controlling the cognitive processes involved in learning which
reinforces the theories put forth by Vygotsky that support learning through collaboration
(Green & Gredler, 2002; Wells, 2000).
Vygotsky: Constructivism
Knowledge is a social construction process determined by the ability of a learner to
construct meaning from learning experiences (Bolhuis, 2003; Merriam & Caffarella,
1999). This process, known as constructivism, is a theory that forms the bedrock of a new
paradigm based on constructing meaning from experience while interpreting the world
through a social environment (Lock, 2002). American educator, Dewey, initiated the
notion of learning being a continuous process based upon an individual's experience
allowing the ideas of Vygotsky's social constructivism theory to influence modern
American education (Guyton, Rainir, & Wright, 1997; Rieber & Carton, 1987).
The works of Vygotsky, according to Lee & Smagorinsky (2000), "has been
appropriated in the last two decades by scholars in diverse fields to account for the
processes of thinking, problem solving, interaction, and meaning construction that
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contribute to the development of human society" (p. 1). Lee & Smagorinsky note that a
paradigm shift has occurred from learning as an individual to learning within the context of
a socio-cultural process of constructing meaning. Lewin, Mavers, & Somekh (2003)
believe that this new perception is incompatible with how traditional education has been
conducted. A constructivist approach to learning is more conducive to the information-rich
technological environment than to a traditional classroom. "To succeed in a constructivist
virtual environment, the learner must be self-directed and must acquire the skills to become
independent of the instructor, who is no longer the main source of information" (Wellburn,
1999, p. 58).
According to Vygotsky’s concept of learning, cultural and cognitive development
is inseparable -- culture shapes the child’s development and the progression in
development shapes the culture (Rieber & Carton, 1987). Lee & Smagorinsky (2000)
summarize Vygotsky's four core principles.
1. Learning is mediated first on the interpsychological plane between a person and
other people and their cultural artifacts, and then appropriated by individuals on the
intrapsychological plane.
2. Learning on the interpsychological plane often involves mentoring provided by
more culturally knowledgeable persons, usually elders, who engage in activity with
less experienced or knowledgeable persons in a process known as scaffolding . . . .
meaning is thus constructed through joint activity rather than being transmitted
from teacher to learner.
3. Language becomes the primary medium for learning, meaning construction, and
cultural transmission and transformation.
4. The potential for learning is an ever-shifting range of possibilities that are
dependent on what the cultural novice already knows, the nature of the problem to
be solved or the task to be learned, the activity structures in which learning takes
place, and the quality of this person's interaction with others . . . . learning takes
place in this zone of proximal development (ZPD), teaching should extend the
student beyond what he or she can do without assistance, but not beyond the links
to what the student already knows. (p. 2)
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Much has been written on Vygotsky's concept of the ZPD (Lee & Smagorinsky,
2000; Moll, 2000; Rieber & Carton, 1987; van Oers, 1996; and, Wells, 2000). Van Oers
(1996) clarifies the concept of the ZPD stating the zone of proximal development "refers to
the actual educative interactions between teacher and learner" (p. 216). Imitation and
modeling are critical to learning. Thus, any new instructions given to a learner should
occur within the learner's ZPD and the more knowledgeable facilitator "must understand
and attend to the novice's conceptions of the target task and the cognitive resources that the
novice brings to it" (Lee & Smagorinsky, 2000, p. 6). This awareness during instruction
allows the learner to activate prior knowledge and to build upon prior concepts.
Jensen (2000) indicates that the brain is shaped by seven learning influences and
prior learning is one of the seven. In a learning situation, the brain is constantly seeking
new pathways in order to link new stimuli to former experiences (Tomlinson, 1999). From
a constructivist perspective, "learning is an active, goal-oriented, cumulative and
constructive activity in which prior knowledge plays in important role as it may hinder or
facilitate further learning" (Shuell as cited in Bolhuis, 2003, p. 331).
Tomlinson (1999) advocates a teacher has to engage the learner with new
information to activate prior ideas using a variety of instructional strategies and degrees of
complexity which activates brain activity. The teacher must know the subject well enough
to provide a variety of experiences that will allow the learner to develop a deeper
understanding of the material through analysis and synthesis of the information (Stoney &
Oliver, 1999). If prior knowledge is not activated, learning will be superficial and lack the
necessary means to transfer new knowledge to past and future experiences (Bolhuis, 2003).
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Deep learning depends upon critical and reflective thinking (Leung & Kember,
2003). Developing higher thinking skills requires the learner to "reflect on the learning
experience and incorporate new knowledge with pre-existing knowledge (Stoney & Oliver,
1999). Prior knowledge can hinder or facilitate further learning for prior knowledge is
resistant to change (Bolhuis, 2003); however, by actively engaging a learner's prior
knowledge, the learner is able to construct new concepts and internalize new meaning
(Goodyear, 1996).
Vygotsky's concepts of the ZPD and prior knowledge have paved the way for new
thoughts in education. One such new thought is the transformative learning theory.
Transformative leaning is the psychological and cognitive development of a learner by
validating prior learning through the process of examining, questioning, revising, and
reflecting upon new insights and perceptions (Cranton, 1994). Therefore, "it is the teacher's
job to know what constitutes essential learning, to diagnose, to prescribe, to vary the
instructional approach based on a variety of purposes, to ensure" the activation of a
learner's prior knowledge which develops deep and lasting concepts (Tomlinson, 1999, p.
12).
Technology affords this type of learning to occur for it functions as a vehicle
enabling learners to solve problems while constructing deeper understanding (Bransford, et
al., 2000). Through face-to-face learning in the classroom and collaborating in an online
environment with peers around the world, technology becomes a constructivist tool
enabling deep learning while enhancing self-esteem, self-regulation, and self-efficacy
(Areglado, et al., 1996; Bolhuis, 2003; Caine & Caine, 1997; Wells, 2000).
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Educational Technology in Post-Secondary Education
Technology requires a new kind of learner who can invent, create, and do abstract
thinking without being pushed or prodded (Areglado, et al., 1996). This calls for a studentcentered learning environment where a learner is able to perform critical analysis in any
given situation. Universities are being forced to change its teaching practices to reflect a
student-centered learning environment incorporating information and communication
technologies (Apps, 1989; Armatas, Holt, & Rice, 2003; Kotsik, 2003). This studentcentered learning has transformed adult education focusing on a deepened awareness of
consciousness and intrinsic learning on the part of the learner (Elias & Merriam, 1995).
Most individuals continue their education beyond secondary education programs to
acquire skills that will be helpful in attaining lifelong goals (Bolhuis, 2003). Strategies
employed during this stage of the learning process have been defined by Knowles as
andragogy due to the emphasis of transitioning from a teacher-directed learning
environment to that of a student-directed environment (as cited in Merriam, 2001).
Andragogy is a philosophy and a method in adult education "in which the learner is
perceived to be a mature, motivated, voluntary, and equal participant in a learning
relationship with a facilitator whose role is to aid the learner in the achievement of his or
her primarily self-determined learning objectives" (Rachal, 2002, p. 219). However,
undergraduate education is not considered a subset of adult education due to the
similarities the undergraduate education program has to that of secondary education – but
this is changing with the focus moving to a student-centered learning approach (Rachal,
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2002). One area of learning that has seen growth and change is in the delivery of education
via technology and the Internet known as distance learning.
Curriculum that engages students' minds is a notable feature of distance learning
(Lewin, et al., 2003). This medium allows programs to be designed that can help meet
individual needs as well as fill an educational void in certain geographic areas (Dede, n.d.).
Distance learning, also known as e-learning, is considered a critical component of current
educational practices as more individuals turn to e-learning. This means technological
literacy is an imperative need in order to benefit from technology-based learning (Sehrt,
2003).
Howell, Williams, & Lindsay (2003) published a report on current trends affecting
distance learning. They have found many governments and universities are pushing an
agenda supporting an education 'anytime, anyplace' mentality. College enrollment is
predicted to grow by sixteen percent over the next ten years and many of the new students
will be non-traditional students. This represents a student pool that will be older,
autonomous, self-directed, and goal-oriented. As far as faculty is concerned, eighty-five
per cent are not philosophical opposed to e-learning though faculty find they spend more
time involved in their distance learning class than they do in their face-to-face class. Due to
an increase in distance education via the Internet faculty need help in integrating
technology into their courses over the next two to three years. Faculty need to plan ahead
and remain highly organized to keep up with the demands of distance learning.
With the embracing of e-learning new partnerships with other institutions will
increase in providing instruction to meet the demands. There will be some decline in the
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traditional campus environment but for the most part, there will be no major change in the
traditional learning environment. A growing sense of accountability will increase with
emphasis on accreditation and educational outcomes while courses become more learnercentered and self-directed. Courses may become more standardized as course models
become marketable for digital consumption. This increase in connectivity will continue to
dominate the economy and change business models of higher education. Technology skills
are a necessity and are indicated as outcomes at many universities already. Infrastructures
are growing stronger and more affordable as predications of 1 billion people will be able to
network by 2005. This fairs well, economically, for those who tend to change jobs and
need retraining. Howell, et al. estimate forty per cent of the workforce is predicted to
change jobs yearly. Fortunately, businesses are assisting employees by paying for courses
which becomes an excellent niche in the distance learning environment. Given today's
current trends, lifelong-learning is a competitive necessity.
Howell, et al. conclude their report by focusing on the Internet and its use for
distance learning. The annual market of $4.5 billion in distance learning is expected to
grow to $11 billion by 2005 due to healthy increases of at least forty per cent annually in
distance learning opportunities.
Distance learning and the Internet are viable and cost effective means for providing
a rich education in a student-centered learning environment. This delivery system allows
the individual to be self-directed while incorporating the best of Vygotsky's principles (see
above). There is more thought time provided in an e-learning environment as critical,
reflective thinking is demonstrated with learners networking and sharing ideas in a
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nurturing learning environment facilitated by an instructor (Areglado, et al., 1996;
Hakkinen, 2003; Lewin, et al., 2003; Wells, 2000).
Dennis (2003) voices some concerns in the loss of interplay between the professor
and the learner in this new learning situation, but the benefit of learning from each member
in the electronic classroom can be just as rewarding as a face-to-encounter (Hakkinen,
2003). The ability to participate in self-directed learning activities while collaborating with
peers and an instructor enables the learner to maintain economic status in the technological
future (Caine & Caine, 1997). Educational technology embodies the means for each
individual to achieve self-efficacy through self-directed learning.
Educational Technology and the Deaf Learner
Lifelong learning is an educational approach that assists learners in the transition
process from one stage in life to the next (Bolhuis, 2003). Educational technology and the
trend towards distance learning appear critical in assisting self-directed learners in
acquiring new information. There is, however, a segment of the population that may be
hindered by this trend. The deaf population is reliant on visual information conveyed
through a signed language rather than printed text. In fact, deaf learners prefer a face-toface encounter for learning rather than being dependent on digital text (Richardson &
Woodley, 2001).
The components of a signed language involve body language and facial expressions
to convey the nuisances of the language and this feature is lost when the main mode of
learning is through text only (Dennis, 2003). Though body language is an essential
component of communication for hearing individuals as well as deaf individuals the visual
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cues of a face-to-face encounter conveys meaningful information to a language that is
dependent of visual cues. Deaf learners find it somewhat difficult to relate to ideas of
different topics for their language experience in strictly printed text is somewhat limited.
Therefore, deaf learners become frustrated when often confused by the pragmatics of the
printed text (Richardson & Woodley, 2001). Language usage shapes our behavior and our
cultural norms and deaf learners' limited experience within the digital text language mode
becomes a hurdle (Moll, 2000).
Constructivists share a basic belief in that language holds the key to the
construction of knowledge (Green & Gredler, 2002). Language, with all its words,
language, and idioms, plays a crucial role in the transformation of knowledge and the
development of interdependence (John-Steiner & Meehan, 2000; Elias & Merriam, 1995).
Piaget describes how a learner reconstructs personal knowledge when a conflict with the
input stimulus is not congruent to the learner's prior knowledge (Green & Gredler, 2002).
When learners face situations in which the primary language in use is not understood or
unfamiliar, frustration occurs and language becomes an oppressive tool (Florence, 1998;
Garrido, Medina, & Santigosa, 1996).
Vygotsky's work delves into this issue and acknowledges the importance of
language and communication for deaf individuals. A signed language and written/spoken
language need to co-exist, side by side, in order for cognitive growth to occur (Zaitseva,
Pursglove, & Gregory, 1999). When incoming information transpires in a deaf learner's
thinking, the deaf learner needs to manipulate the language in a way that creates new
understanding. Operating in an environment that is solely dependent on printed text
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without the use of the first language of the user, a signed language, the learning situation
becomes frustrating and oppressive (Florence, 1998; Zaitseva, et al., 1999).
Vygotsky concludes that a signed language is a complex language with its own
syntax fully capable of expressing abstract concepts, ideas, thoughts, and facts. Dialogue,
using a signed language, allows for an increase in information which expands the learner's
prior knowledge. In fact, when a signed language is use during the learning process,
information is communicated substantially better than through an oral or printed language
causing better retention. Vygotsky believes a signed language should be the dominant
language of instruction for deaf learners with the written form of the language utilized as a
supplemental second language (Zaitseva, et al., 1999).
In a digital environment, where self-directed learning is emphasized, the lack in use
of the dominant language of deaf learners, sign language, is void. Richardson, et al. (2001)
discuss how deaf learners, who acquire sign language as their first language, experience
difficulty in reading and writing in the second language. Removing the dominant language
from the learning environment restricts the ability of the deaf learner from capitalizing on a
distance learning experience; and, consequently, creating an incomplete learning
experience (Zaitseva, et al., 1999).
With today's technology in videoconferencing and the standardized use of high
speed internet easily accessible (Ko & Rossen, 2001; Simonson, Smaldino, Albright, &
Zvacek, 2003), distance learning pedagogy needs to meet the needs of the deaf learner and
the deaf learner's first language. A biliteracy approach in a distance learning environment
provides access to the learning environment and creates a new venue to learn for the deaf
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community (Moll, 2000). Moving distance learning in this direction would assist in
establishing the primary language mode for deaf learners affirming deaf learners' identity
and cultural heritage (Florence, 1998). Thus, attitudes in self-efficacy are readily available
for deaf learners as they are for hearing learners within in the digital classroom.
An individual's feelings come from internal thoughts. If thoughts are controlled,
then feelings, likewise, will be controlled (Areglado, et al., 1996). Bolhuis (2003)
discusses an individual's learning potential as dependent on three factors influencing a
learner's attitude towards learning. First, the learner needs to be knowledgeable of problem
statements and procedures of knowledge acquisition. Second, learners need to have access
to relevant a knowledge base in which to build upon. Third, learners need to be motivated
in order to learn (see p. 330). For deaf learners, often the educational experience in a
traditional setting has been frustrating due to a lack of direct communication with the
instructor which has a negative lasting effect on lifelong learner. This negative attitude
may spillover into the distance learning environment if the lack of direct communication in
the primary mode of communication is recapitulated in the distance learning environment
(Lane, 1999).
Krashen & Terrell (1988) believe a learner who commands a positive self-esteem
will do better in acquiring new knowledge in a second language. This allows a learner to
be more open (less defensive) to learning new concepts and allows the learner to explore
new concepts on a deeper level. A classroom that is conducive to the use of ASL, whether
it is face-to-face or digital, will begin to demonstrate the importance and the respect the
deaf community demands.
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Bandura (as cited in Areglado, et al., 1996) indicates that people who doubt their
own learning capabilities tend to shy away from difficult tasks. Deaf learners are more
likely to manifest a fear of failure due to communication frustrations because of previous
experiences in the educational setting and may feel ill-prepared to function in a class that is
dependent on text-only (Areglado, et al., 1996; Bolhuis, 2003; Richardson & Woodley,
2001). Motivation is lost as deaf learners become defensive about their e-learning
environment and feel a need to protect themselves (Bolhuis, 2003). A strong sense of
positive self-identity and self-assurance in deaf learners is necessary in order to garnish a
successful experience in the distance learning venue (Areglado, et al., 1996).
To create the most favorable distance learning experience that meets the needs of
deaf learners well-trained staff/faculty need to build an environment that is conducive to
the deaf learner incorporating the respect and use of the first language (Richardson &
Woodley, 2001; Zaitseva, et al., 1999). The learning environment needs to be flexible,
language appropriate and language rich enticing the learners' interest and feelings of selfworth (Wells, 2000). A positive learning experience incorporating the primary language of
the deaf learner will create a positive change for the learner. Calculated approaches in
utilizing educational technology for the post-secondary deaf learner will allow for an
internalization of not only the knowledge needed to be learned, but feelings and attitudes
of self-efficacy encouraging the learner to become more self-directed (Bolhuis, 2003;
Lane, 1999).
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Conclusion
Cooperative learning experiences and the educational use of the internet have aided
in the technological transformation of educational delivery services allowing learners an
opportunity to learn any place at any time (John-Steiner, et al., 2000; OECD, 2004).
Educational technology promotes the values of lifelong learning allowing learners to be
self-directed and to assume more responsibility for the motivation to learn. When utilized
by minority segments of the population equity in education occurs as long as the primary
language of the learner is respected. This, in turn, can lead to a sustained social and
economic gain in the marketplace (OECD, 2004).
Current educational policies must focus on developing skills for inquiry, reasoning,
memory, creativity, interpersonal relations, metacognition, and perceptual control in order
to better equip the learner of the future. Such traits acquired early in the learning process
will produce self-directed learners who will be empowered and motivated to direct their
own learning (Areglado, et al., 1996; OECD, 2004).
Self-directed learning does not depend on the whims of the instructors but on how
well each instructor understands how to facilitate learning (Areglado, et al., 1996).
Instructors working in an e-learning environment need to provide resources for learners
while challenging and stretching the learner without exasperating the learners. Such
attention given to the learning environment allows the learners to gain a sense of selfefficacy while gaining a sense of empowerment (Foley, 2001). Areglado, et al. emphasize
the acceptance of change by the learner causes modifications in behavior, personality, and
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emotions. The self-directed learner becomes empowered and motivated as an ever
changing society continues to evolve.
A constructivist learning approach melds well with an information-rich
technological environment as the learner acquires skills independent of the instructor
(Wellburn, 1999). The pedagogy is no longer "merely a process of teacher-student
interaction, but a complex process of interaction between teacher, student, peers, family
and technology" Lewin, et al., 2003, p. 28).
Current research does not advocate one learning environment over the other (online
vs. traditional face-to-face) as far as effectiveness is concerned (Dennis, 2003). However,
if the curriculum is in line with the process of engaging learners' minds, then the use of
technology can be beneficial (Lewin, et al., 2003). Bransford, et al. (2000) report learners
acquire a deeper understanding of learning when the activities are "hands-on" and "mindson" while interacting with technology. Learning needs to be poignant as learners plan,
write, and revise ideas rather than spending their time on choosing fonts and colors with
multimedia reports. Creating a learning environment that fosters independent thought as
well as personal reflection to the learning process will enable learners to develop selfconfidence (Brown, 1998).
As educational technology continues to expand opportunities for all learners on all
levels in all geographic areas, caution still needs to be exercised in ensuring that the
technology is not closing doors to all people. Language becomes the main vehicle in which
thoughts are understood and new concepts are formed (Wells, 2000). The advancement of
educational technology needs to remain rooted in the constructivist theory while being
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accessible to all learners, including the deaf. A learner, deaf or hearing, who is able to
interact with a global community in a global e-learning environment, needs to have this
environment accessible via the primary language of the learner (Krashen & Terrell, 1988;
Lane, 1999). Such efforts nurture the feeling of self-worth which fosters an attitude of selfefficacy.
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Abstract
This article describes one university’s approach to increasing
reading fluency in school-age learners. One hundred thirty students
in both general and special education took part in an intensive six
week reading intervention program. The intervention incorporated
intensity and fidelity of treatment using a core intervention system
and a developmental skill sequence, the Orton Gillingham reading
approach, and guided oral reading. Aggregated data and the case of
one student are reported.
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Skills in decoding and reading comprehension are often citied
as key elements in the development of reading proficiency. Once
decoding and comprehension skills are emergent, however, other
factors surface as being important in reading development. These
factors are relative to the topic of reading fluency and include
functions such as speed and accuracy (Chard, Vaughn, & Tyler,
2002).

Reading Fluency
Reading fluency is described by Meyer and Felton (1999, p.
284) as “the ability to read connected text rapidly, smoothly,
effortlessly and automatically with little conscious attention to the
mechanics of reading such as decoding.” According to Ehri (1998)
automaticity includes the ability of a student to read words rapidly
with little apparent attention given to the word’s appearance. The
Council for Learning Disabilities further notes that fluent readers
chunk words into phrases and demonstrate skills used in chunking
to read more quickly (Bryant, 2001).
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Though teaching the skills of reading fluency is addressed
most often in grades K-6 (Kame’enui & Simmons, 2001), reading
fluency is important for students of all ages. In 2000, the National
Reading Panel noted 44% of students as being dysfluent readers.
Dysfluent readers tend to word call, omit reading words in phrases,
ignore punctuation marks, and read with less expression. Unlike
readers who are more fluent, dysfluent readers also are less likely to
adjust their reading rate based on the purpose for reading. The
ability to make adjustments in rate is particularly important for
students who need to read for studying or completing assignments
(Mather, 2001). When fluency issues such as these are ameliorated,
the student is then free to focus on refining the skills associated
with course related reading comprehension.
In examining programs that increased reading fluency Chard,
Vaughn, and Tyler (2002) found that programs resulting in
increased in significant gains featured corrective feedback in
combination with repeated reading and frequent/appropriate
adjustment of reading rate based on text difficulty and content.
The National Panel on Reading (2000) also examined two
approaches for increasing reading fluency: guided repeated oral
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reading practice and formal efforts to increase the amounts of
independent or recreational reading. This panel found that guided
oral reading procedures yielded a weighted effect size average of
0.41 (moderate impact on reading achievement). These data
suggest that “classroom practices that encourage repeated oral
reading with feedback and guidance leads to meaningful
improvements in reading expertise for students, for good readers as
well as those who are experiences difficulties (National Reading
Panel, 20000, p.3). After examining increased amounts of time in
reading such as with sustained silent reading (SSR), the National
Reading Panel did not find adequate evidence to claim growth in
reading fluency.

Research-Based Interventions for Increasing Reading Fluency:
Guided Oral Reading
A number of research-based interventions are noteworthy for
teaching guided oral reading procedures. Their aim is to increase
fluency in students who are not demonstrating adequate progress in
reading text effortlessly, with accuracy, and speed and expression.
Sample approaches are listed in Table 1.
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Table 1. Research-Based Interventions in Guided Oral Reading
Repeated Reading

This method is derived from Samuels (1997,
1979) theory of automaticity in reading.
Intended as a supplement to other
developmental reading programs, repeated
reading reports 3 goals: increase reading speed,
transfer the improvement in speed to
subsequent material, and enhance
comprehension with each successive rereading.
In Repeated Reading, reading must be
observable, measurable and based on fluency
goals. Here, increasing speed is more important
than increasing accuracy. According to Samuels
(1997), overemphasizing accuracy can produce
the adverse reaction of decreasing speed
(fluency).
In Repeated Reading, the reads and rereads
identified sections of text until the fluency goal
is achieved. Fluency measures can be taken
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through Curriculum-Based Measures (CBM) or
through products that measure fluency such as
Read Naturally (see below). Data on Repeated
Readings can be recorded by either the student
or the teacher.
Read Naturally

Candyce Ihnot, the founder of Read Naturally
found that students made significant gains in
reading fluency when the following 3
techniques are employed: reading from a model,
repeated reading, and progress monitoring.
Using self-directed materials, fluency measures
are assessed and students are appropriately
placed in reading materials. Fluency goals are
set, and CBM measures are taken that can be
reported as single-subject or aggregated data.

Paired/Partner

In Paired Reading, one student reads aloud

Reading

while their partner reads along the same
passage silently. Each student takes a turn
reading and error correction procedures are
used as needed. Paired Reading reduces the
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number of students in a group and increases
the amount of reading time per student.
Neurological

Reported by Heckelman (1969), Neurological

Impress Method

Impress is a choral reading (co-reading) process

or Choral Reading

that helps students practice pace, phrasing and
intonation. Here, a high interest book or section
from a content-based text is selected and read
aloud by teacher and partner for 10-15 minutes
daily. In Neurological Impress, the proficient
reader points to the text with an index finger
and maintains a slightly faster reading pace
than the student. Sustained time in reading time
is emphasized here.

Taped

Taped Books are yet another way to help

Books/Tape

students practice reading and increase fluency.

Assisted Reading

Following either a self made or commercially
available tape, the student reads aloud in sync
with a tape, repeat reading with the tape or
follow along as taped passages are read. Pre and
post measures can be taken on the student’s
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reading using procedures outlined in CBM.
Chunking

In Chunking, the teacher divides a text within
readability range into phrase groups of words,
called chunks and uses slash marks to divide
the phrases. The student then reads and re
reads the passage several times. When reading
fluency is achieved, slash marks are removed.

If oral reading skills are observable, they are also measurable.
Documenting a student’s entering status in oral reading and
measuring their gains requires calculating the oral reading rate.
According to Carver (1990), the reading rate of a student can be
calculated by dividing the number of words read correctly by the
total amount of reading time. Table 2 lists projected reading rates
for students based on 100 word passages within a 1 minute
timeframe.
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Table 2. Average rates for reading with understanding for students
in Grades 2-12
Grade Equivalent

Standard words per minute

2.5

121

3.5

135

4.5

149

5.5

163

6.7

177

7.5

191

8.5

205

9.5

219

10.5

233

11.5

247

12.5

261

Source: Carver (1990)
A standard word is six letter spaces including punctuation and spacing

Big Ideas in Reading
According to Carnine (1994), big ideas are “fundamental
concepts and principles that facilitate the most efficient and
broadest acquisition of knowledge within an academic area (p.64).”
In reading, Coyne, Kame’enui and Simmons (2001) report 3 such
priorities or foundational concepts common to all theoretical
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models of reading acquisition. They are: phonological awareness,
alphabetic understanding, and automaticity with the code. It should
be concluded, then, that work on automaticity/fluency can not
proceed alone without specific teaching aimed at other
developmental processes in reading.
In elaborating on the process of teaching reading, Coyne,
Kame’enui and Simmons (2001) further state that, for most
students, it is not enough to focus on the big ideas mentioned
above. Rather, “students who are at risk of reading disability and
reading failure need effective strategies so as to be able to use the
skills associated with these 3 big ideas (p.66).” Among the
“conspicuous strategies” they highlight are:
•

simple strategies (knowing to say the sound that
corresponds with a letter, and

•

complex strategies (sequentially decoding a difficult
word)

Liberman and Liberman (1990) add that in effective teaching we
make all strategies conspicuous by directly teaching them through
systematic and sequential instruction.
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Combining Fluency, Big Ideas and Conspicuous Strategies
In 2000, the National Panel on Reading reported on evidencebased assessments of reading practices including an analysis of the
effectiveness of approaches to teaching children to read. As a result,
they identified 5 key elements critical to early reading success
including: phonemic awareness, phonics, fluency, vocabulary and
comprehension. In addition, Swanson, Hoskyn and Lee (1999),
conducted a meta-analysis of interventions for students with
learning disabilities and noted that effective procedures for
remediating learning disabilities (e.g. reading disorders) included

combined direct instruction and strategy instruction. With factors
listed previously in this article the following, then, are
recommended as some key research-based/promising practices in
teaching reading:
•

developmental reading scope and sequence

•

scaffolding skills

•

focusing on observable/measurable skills

•

providing direct instruction

•

incorporating corrective feedback

•

incorporating “big ideas”
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•

-

phonological awareness

-

alphabetic understanding

-

automaticity (fluency)

teaching “conspicuous” strategies
-

simple strategies (see pg. 7)

-

complex strategies (see pg. 7)

•

measuring and documenting student progress

•

basing instructional decisions on student data

The Reading Program at the University of St. Thomas

One reading program that combines the elements needed for both
reading skill development and research-based strategic teaching has
been offered by the University of St. Thomas in Minneapolis, MN.
The program includes a 6-week intensive program for learners ages
5-to-adult, with school-age learners in either general or special
education. It also includes a mentored clinical experience for
graduate-level students seeking state credentials in special
education (e.g. Learning Disabilities) and a university-based
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certificate in “Orton Gillingham Reading Mastery.” The reading
program for reading learners is called, “Jump Start Reading.”
Jump Start Reading has been offered to the community for
more than 20 years, most recently through the university’s Institute
on Academic and Social Achievement. Learners enrolled in Jump
Start Reading are taught intensive reading and generalization skills
one -hour per day for six weeks. Teaching sessions move from
decoding and encoding skills- in-isolation to skills-in-context with
segments designed for both review and new learning. Each one-hour
session also includes 15 minutes of sustained oral reading with
comprehension, emphasizing either Repeated Reading, Paired
Reading, Chunking, or Neurological Impress (see pg. 3). Pre/post
measures of reading fluency are charted through Read Naturally.
Aggregated data on reading fluency for 130 students K-8 with and
without disabilities are listed in Table 3.
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Table 3. Aggregated Data on All Students Reading Fluency

QuickTime™ and a
TIFF (Uncompressed) decompressor
are needed to see this picture.

Case of SN
SN is a female student in general education who recently
completed 2nd grade. She was referred to Jump Start reading by her
parents with the goal of developing decoding skills, increasing
reading fluency, and nurturing her love for reading.
On the first day of the program, SN’s decoding skills were
assessed and a baseline reading fluency measure was taken using
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Read Naturally. Table 4 indicates the scope and sequence followed
throughout the program. It documents through a checklist the
letters and letter combinations SN correctly identified and reviewed
as the program developed. The letters and letter combinations with
checkmarks became part of a card pack used as stimulus for
decoding and encoding each day
Table 5 depicts a daily lesson plan developed for SN. The
lesson was designed and implemented for fidelity with the Orton
Gillingham reading approach. In this approach a card pack was
made for SN from the sounds/combinations SN correctly identified
through the scope and sequence/developmental skill sheet (see
above). Using Part I of the daily lesson plan (15 min.) these
letters/combinations were reviewed through visual drills
(see/say the card pack) and auditory drills (hear/write as dictated
from the card pack). Each day corrective feedback was provided and
errors were noted and recorded on the checklist for further review
and, potentially, re-teaching.
Following warm-up visual and auditory drills, SN’s card pack
was again used as the basis for a “Blending Drill.” Here, the pack was
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Table 4. SN’s Checklist of Reading Skills

QuickTime™ and a
TIFF (LZW) decompressor
are needed to see this picture.

divided into vowel and consonant combinations
in initial, medial and final position-stacks so that real or nonsense
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words could be formed and reformed for rapid recall. Again,
corrective feedback was emphasized and errors were isolated for
review and, potentially, re-teaching.
In Part II of the plan (15 min.) SN’s lesson moved from
practicing skills-in-isolation to learning new material. In the plan
shown here, SN’s learning objectives that day was. “…read/spell 1
syllable closed syllable words with 90% accuracy or better focusing
on the /–tch/ ending at the end of 1 syllable, closed syllable words.”
Following multisensory instruction on new material, SN was
asked to demonstrate skill learning by reading a word list, spelling
key words dictated from a list, and ultimately writing the key words
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Table 5. SN’s Daily Lesson Plan
Name: S. N.
GOAL:
SN will move from being inconsistent with closed syllable inc. tch to a more
independent level of appreciation in words and simple sentences.
PART I – PHONOGRAMS (SOUND PACK)
Visual Drill (SEE/SAY) :
Deck through / oa / except / tch /
Auditory Drill (HEAR/WRITE)
Same as above

Blending Drill
Same as above

PART II – NEW MATERIAL
OBJECTIVE FOR NEW
MATERIAL: S.N. will read/spell syllable words with closed syllables inc. tch with
90%accuracy better.
Words to read:
catch
latch
match
plug
Bag
patch
stretch
tap
fetch
Rag
bank
kitchen
tug
retch
Rug
bunk
hugs
tag
lug
Hatch
Words to spell:
latch
stretch
fetch
mug
Watch
match
kitchen
retch
cat
Sag
sank
hug
hatch
cut
Gag
sunk
hag
magic
batch
Lug
Dictated sentences:
1)I made a batch of bars. 2) The mug is in the plug. 3) The watch is in the hatch.
PART III – REVIEW
Words to read:
honk
rack
rake
Troy
Tank
honked
chime
plan
wish
Bank
dunk
sing
planning
sank
Link
dunked
sang
planned
sunk
Thanks
Words to spell:
plan
Troy
song
brink
Crank
planning
rake
dunk
chin
try
planned
chime
dunked
thank
why
rack
sing
quiz
drank
Mary
Dictated Sentences:
1) I am planning to sing. 2) She went to the bank. 3) He is planning to sing.
PART IV – Neurological Impress for fluency; comprehension:
Title: No Tooth, No Quarter
Pre-reading questions and/or other comprehension (recall, sequence, inference)
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in dictated sentences. In yet another skill shift for Part III of the plan
(15 min.) SN read from a prepared list intended to review sounds
she previously learned. This decoding review was, by design,
followed by an encoding review and a review of words spelled in
sentences. Finally, with 15 minutes left in the one-hour session, SN
engaged in guided oral reading with her teacher using Neurological
Impress.

Table 6 provides a graph of SN’s improvement in reading
fluency after 6 weeks of intensive reading intervention charted as a
child in 3rd grade. It provides one example of the progress a student
in general education can make when provided effective and efficient
instruction based on scientifically-based methodology.
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Table 6. SN’s Reading Fluency as Measured by Read Naturally

QuickTime™ and a
TIFF (LZW) decompressor
are needed to see this picture.

Conclusion
Research-based strategic instruction is effective in increasing
reading skills including skills in reading fluency. Learners benefit
from instruction that has been designed for intensity and fidelity of
treatment. In addition, factors such as providing corrective
feedback, incorporating the “big ideas” of phonological awareness,
alphabetic understanding, simple strategies and complex strategies
can contribute to advancements in learning. Combined with databased decision making and documented student progress, it is
possible to observe and measure both individual and aggregated
data.
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Abstract
With an aim to make Bruneians competent in Malay and English, the
Ministry of Education (MOE), in 1985 introduced a policy that required
pupils at primary schools to learn in both languages. Recent analysis of
results of national examination conducted at the end of primary school has
indicated underachievement of pupils in science. It is a real concern for
researchers and MOE. Is it the impact of bilingual instruction? The aim of
this study was to document the impact of bilingual instruction on children’s
conceptual development of science concepts. This paper reports the results of
a case study involving 4 pupils whose verbal explanations of evaporation and
condensation in Malay and English were compared. Data were analysed
qualitatively. From an epistemological perspective, the children’s verbal
responses illustrated differences in status when they provided explanations in
the two languages. This study presents an interesting contradiction that
highlights the conundrum of the choice of language for Brunei science
education. English can, at times, enable higher status explanations to be
generated, but on the other hand, the disruption of the English language when
used for classroom communication can impede conceptual understanding.
Introduction
Language use in Brunei, as in all other countries and contexts, is not static. While many
indigenous languages are in danger of being lost, the English language has slowly
become a popular choice of communication in preference to the standard Malay, the
official language of Brunei. The standard Malay is attuned to Islamic and traditional
values, while the English language keeps students of Brunei in touch with technological
change. Based on this belief, Brunei independence on January 1, 1984, saw the
introduction of the new National Education System. The new system replaced the dual
system of separate English and Malay language medium schools with a system popularly
known as the dwi-bahasa or the bilingual education system.
Background to the study
Following the implementation of the bilingual education system in 1985, two school
languages, English and Malay, were used as the medium of instruction. At the lower
primary level, the pre-school level to Primary 3, or until children are approximately 8
years old, teaching is in Malay with English language being taught only as a subject.
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From upper primary onwards, that is starting in Primary 4, the majority of school subjects
are taught in English. This is the crucial period whereby children begin to follow a
bilingual system where two media of instruction are used. The Malay language is used
for teaching Malay, Islamic religious knowledge, physical education, arts and crafts,
history, civics and MIB (Melayu Islam Beraja), the national ideology which means Malay
Islamic Monarchy. The English language is used for teaching science, mathematics,
geography and the English language (Ministry of Education, 1998; The Government of
Brunei Darussalam Official Website, 2001).
Given only three years grace period, Brunei children often do not master the standard
Malay before the medium of instruction is changed to English in Primary 4. In fact, this
new policy has been criticised by Davies (2000) who stated that despite good educational
facilities, the calibre of education in Brunei remains low. According to Davies (2000),
language is seen as the main root for this underachievement because many local teachers
do not have a sufficient command of English to offer effective instruction. Consequently,
most school children never fully grasp English and, because insufficient time is given for
the Malay language as a subject, students’ grammatical Malay also remains poor. James
(1996) also expressed similar concerns regarding the unsatisfactory outcome of pupils
having to learn a second dialect of Malay and then English as a second language to be
able to participate in school.
In order to secure better prospects for both higher education and career, students in
Brunei need to acquire English language proficiency at a high level. In addition to
English language proficiency, the opportunities for students widen as they do well in the
science subjects. The high status of both these aspects of students’ education creates
tension because the focus on achievement of English language proficiency seems to have
the undesirable effect of lowering science achievement. This issue has been recognized
and conveyed through key-note speeches by key ministerial members.
In an address at the International Conference of Science and Mathematics, a former
Permanent Secretary of the Ministry of Education of Brunei (MOE), Dato Paduka Hj Ali
Hashim (Ali Hashim, 2001), disclosed that MOE had identified three major points of
weakness in science education in Brunei. First, the overall performance in science
subjects for the Brunei Junior Certificate of Education (BJCE) (now Penilaian Menengah
Bawah or PMB) appeared to be consistently low. Second, students have poor attitudes
towards classroom activities and practices despite expressing an interest in learning
science. And finally, the practice of teaching in Brunei was primarily to serve
examination purposes and thus limited the real intention of teaching and learning science.
Another former Permanent Secretary of the Ministry of Education, Pehin Dato Hj Abu
Bakar, speaking at the closing of the Science and Technology week 2001, disclosed that
the percentage of local students interested in pure science subjects at secondary and
advanced level was alarmingly low (Diolata, 2001). In addition, he suggested that poor
English language proficiency, especially at government schools, might be one of the
factors related to the lack of understanding among primary students in science subjects.
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The purpose of this study, therefore, is to document the patterns of Brunei pupils’
developing understanding of science concepts as a result of the intervention of the second
language as the medium of instruction.
In order to investigate the relationship between language use and the learning of science
in Brunei primary schools, a cluster of science concepts centred around the concepts of
evaporation and condensation was selected. Even though, evaporation and condensation
are not explicitly taught in the school curriculum, evaporation and condensation are a
natural daily phenomena in Brunei. To Brunei children, having water and then to ‘lose’ it
is not a foreign experience. Brunei children are exposed to the processes of evaporation
and condensation on a daily basis because rain is a common, natural phenomenon for
people in this country.
Evaporation and condensation
There is a considerable literature base that explores children’s understanding of
evaporation and condensation (eg. Bar, 1989; Chang, 1999; Johnson, 1998; Taiwo,
Motswiri & Masene, 1999; Tytler, 1997; Tytler, 2000; Tytler & Peterson, 2000a, 2000b).
None of this research specifically investigates Brunei children’s understandings of these
concepts, however, there is a great deal of information presented in the literature that
provides insight into young children’s understandings that are relevant to this study.
The topic of the evaporation phenomenon is significant from a developmental perspective
because it involves the change of water from a state in which it can be perceived through
vision and touch to a state in which neither is possible (Bar & Galili, 1994). Bar and
Galili (1994) described children’s understanding of evaporation and condensation with
age in terms of a sequence of views. Bar and Galili (1994) demonstrated that over the age
span of 5 to 14, children’s understanding progresses through the sequence of views
‘water disappears’ to ‘water is absorbed by the floor or ground’ to ‘water evaporates’,
and to ‘water changes into vapour’. By about age 12 to 13, Bar and Galili also claimed
that children were able to use ideas about conservation of matter.
More recently, however, Tytler (2000) and Tytler and Peterson (2000b) have challenged
Bar and Galili’s (1994) so-called strictly developmentalist sequence. While agreeing that
the most complex explanation in the series of Bar and Galili’s chain of children’s
responses represents an age-related advance for the children, Tytler (2000) and Tytler and
Peterson (2000b) believe that the earlier ‘stages’ were all substantially drawn upon by
each child, of whatever age. Tytler (2000) identifies a mix of conceptions on evaporation
and condensation by Year 1 (5 and 6 years old) and Year 6 (10 and 11 years old)
children. According to Tytler, the mix is hard to entangle because of the ambiguity of
language. There seemed to be a substantial overlap between the conceptions used by Year
1 and Year 6 children.
Tytler (2000) gives an account of how children describe their thinking based on a range
of perceptual and anecdotal associations. When scientific phenomena are less familiar to
children, Tytler claims the use of associative thinking becomes more prevalent.
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Associative thinking refers to explanations which do not involve a clear statement about
the physical change that is occurring. For example, when children observe water boiling
they often state, ‘air is in the bubbles’. This statement does not give a clear indication of
how the child is thinking about the physical change from liquid to gas. Younger children
may have experience of these phenomena, but it does not mean that they are able to make
sense out of them. This is because they have either attended to these phenomena in
different ways or they are unable to make links between them. In other words, the ability
of children to explain may largely be attributed to context and accessibility in choosing
words. Thus, Tytler (2000) argues that Bar and Travis (1991) seem to underestimate the
subtlety of the ways in which language can be used.
Tytler and Peterson (2000b) have also shown that narratives are part of children’s
understandings of phenomena and a fundamental aspect of knowing. As a result, when
asked to explain a phenomenon in a second language, a child who has limited second
language acquisition will tend to simply provide explanations using familiar words which
may not necessarily be appropriate, or may not convey the intended meaning. Hence, a
change in the language of instruction would seem an additional complication when
children’s understanding of scientific concepts is already uncertain.
Evidence presented in the literature suggests that the element of language is a
fundamental medium through which all aspects of conceptual development are mediated
(Tytler, 2000; Tytler & Peterson, 2000b). It is then very interesting to investigate the
impact of language transition and the associated social and cultural context created in a
bilingual environment on Brunei children’s understanding of evaporation and
condensation. This paper will therefore, analyse, in detail, evidence for conceptual
change in children’s conceptions from the epistemological perspective.
Aim and research question
The research question formulated to guide this investigation is: ‘Is there a change of
status of conceptions when interviews were initially in Malay and later in English?’
In an attempt to answer the research question and in particular to ascertain if there was
any evidence for conceptual change, a comprehensive framework for the purpose of
interpreting the data was developed. This framework is explained in detail in the
following section.
A theoretical background: Perspectives of conceptual change
The dynamic processes of conceptual change are seen in the research literature from
different perspectives. First, an epistemological perspective, second, a social/affective
perspective and third, an ontological perspective of conceptual change are considered
before an argument for the use of multiple theoretical perspectives in research is
presented. However, for the purpose of this paper, conceptual change will only be
discussed from the epistemological perspective.
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The most well-known conceptual change theory in science education that focused from
an epistemological perspective was proposed by Posner, Strike, Hewson and Gertzog
(1982) who believed that learning is best viewed as a process of conceptual change.
According to Cohen, Manion and Morrison (2000), epistemology concerns the ‘very
bases of knowledge – its nature and forms, how it can be acquired, and communicated to
other human beings” (p. 6).
This model outlined four conditions to be met for conceptual change to occur. First,
Posner et al. (1982) suggested that there must be dissatisfaction with existing
conceptions. The authors claimed that the more students seriously consider
inconsistencies, the more dissatisfied they become with their current concepts, and
ultimately, the more likely they will become receptive to the accommodation of new
ideas.
Second, Posner et al. explained that a new conception must be intelligible. This means
that the learner should be able to find a way of representing the new scientific
conceptions. Third, a new conception must appear plausible, so the learner consistently
believes the conception to be true. Finally, a new concept should be fruitful. The learner
should be able to make connections with other conceptions and transfer the idea to a new
situation (Hewson, 1981, 1982, 1996; Hewson & Hewson, 1992; Posner et al., 1982). The
extent to which the conception meets the three conditions is described by Hewson and
Hewson as being the “status” of a person’s conception (p. 60).
The method for interpreting the status of children’s conceptions about evaporation and
condensation is explained in detail in the next section.
Methodology
Participants
Participants for this study consisted of 12 children, 9 males and 3 females, aged between
10 and 12 years, were chosen from one primary school in Brunei. It is an urban school
and situated in the Brunei Muara district. Six children from each level, Primary 5 and 6
were selected at random and interviewed. Interviews were conducted in Malay. Six
months later, these children were revisited and reinterviewed. During the second
interview these children were interviewed in English. All interviews were transcribed and
interview transcripts were scrutinized for elements that indicated the status of their
conceptions. Children were asked to give explanations to one of two situations:
•
•

What would happen to wet clothes a few hours after they are hung in the hot sun?
What would happen to the road a few hours after the rain?

Method of analysis
The analysis of this data was based on the conceptual change model developed by Posner
et al. (1982) and researched extensively by Hewson and Hewson (1992) and Hewson and

5

Thorley (1989). This model identifies the status of the children’s conceptions as being.
In this regard, the concepts of evaporation and condensation are intelligible to the pupil if
the pupil is able to find a way of representing the scientific concepts. When the pupil
consistently believes that their conception about the concepts is true, it is said to be
plausible. Finally, the concept is said to be fruitful to the pupil if the conceptions are
intelligible, plausible and the pupil is able to make connections with other conceptions
and transfer the idea to a new situation.
In an attempt to identify the status of the children’s conceptions about evaporation and
condensation a search for indicators in the form of ‘key words’ was performed. A
systematic method of classification of the children’s interview responses was, therefore,
developed. Figure 1 shows how the status of the conceptions was identified as either
intelligible, plausible and/or fruitful.
Children’s conceptions about evaporation and condensation

Intelligible, if …
The pupil was able to say,
• The water flows to the river and into the air
• Water goes into the air
• Water goes up to the sky
• The sun dries up the water

Plausible, if …
The pupil believed it is true by saying,
• ‘just like that’ (confident)
• [water] ‘must’ go up
• it becomes rain
• ‘Yes’ (emphasizing)

Fruitful, if …
The pupil was able to make connections with, or transfer the idea to
a different context such as:
• The presence of dew
• Water in a bowl left in a room

Figure 1 Evidence used to classify the status of conceptions as intelligible, plausible and
fruitful.
An important aspect of identifying the status of children’s conceptions is whether or not
the pupil is able to explain the phenomena. This indicates the pupil’s conception is
intelligible, for example, if he or she is able to explain that water goes into the air. If the
pupil is then able to assimilate (Posner et al., 1982) the new knowledge (water in the air)
with their existing knowledge (rain), then this makes the new knowledge (water in the
air) plausible to that pupil. In other words, the pupil can link the idea that water is in the
6

air with the idea of rain. Making this connection helps to demonstrate that the pupil
believes that water really goes into the air. However, it is difficult to decide whether or
not the new conception is plausible especially when the pupil does not make any direct
statement about whether he or she ‘believes’ that water goes into air or not. In this regard,
the researcher identified a few keywords as indications that the pupil believes that his or
her new knowledge was acceptable. For example, even though the phrase “just like that”
does not explicitly indicate the pupil believes the conception, the researcher identified
this phrase as indicating a certain level of confidence that means the explanation is quite
satisfying for that particular pupil. Whereas if the pupil said, “I don’t know how it goes
up”, this phrase clearly indicates that the pupil does not believe that the phenomenon is
true. Similarly, the use of the word ‘must’ indicates that the pupil firmly believes that
water does go into air. The central idea becomes fruitful to the pupil if he or she is able
to apply (Posner et al., 1982) the idea that “water goes into the air” to a new and different
phenomenon. For example, a pupil makes a connection between water in the air and dew.
Here, the pupil relies on his or her current concept that “water goes into the air” to
organize his investigation of a new phenomenon, the dew.
The status of a conception is increasingly cognitively demanding as it moves from being
intelligible to plausible and then to fruitful. Thus, the more conditions that can be met, the
higher the status of the pupil’s conception (Hewson & Hewson, 1992).
Results and discussion
The status of the children’s conceptions about evaporation and condensation both when
they responded in Malay and English is summarized in Table 1. The overall patterns in
the data that are evident in Table 1 are outlined in the discussion below. Subsequently, a
series of cases are presented that illuminate the qualitative aspects of the status of the
children’s conceptions. In particular, cases where the status changed are the focus of this
qualitative data.
Table 1 The status of children’s conceptions of evaporation and condensation.
Cases and
names *

Primary
level

1. Sam
2. Ali
3. Amir
4. Nur
5. Dino
6. Iwan
7. Afif
8. Ajib
9. Ayu
10. Udin
11. Wan
12. Rina

5
5
5
5
5
5
6
6
6
6
6
6

I = Intelligible

Status of conceptions
when interviewed in
Malay (A)
I
I and P
I and P
I
I, P and F
I and P
I and P
I and P
I
I and P
I and P
I and P

P = Plausible

Status of conceptions
when interviewed in
English (B)
I
I and P
I and P
I
I, P and F
Not I
I and P
I and P
I
I, P and F
Imprecise status
I

Any changes in status
from A to B?
No
No
No
No
No
Yes
No
No
No
Yes
Yes
Yes

F = Fruitful

* All names are pseudonyms.
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When questioned in Malay, the status of all of the 12 children’s conceptions of
evaporation and condensation were intelligible (Table 1). Eight of these children also had
conceptions that were plausible and only one child spontaneously produced intelligible,
plausible and fruitful explanations (Table 1). Surprisingly, none of the Primary 6 children
interviewed had a fruitful conception. When the children were interviewed in English, all
children, except one, gave intelligible conceptions, four had intelligible and plausible
conceptions and two had intelligible, plausible and fruitful conception (Table 1). All
Primary 6 children provided intelligible conceptions in English except one who had an
imprecise status.
When interviewed in English, there were four cases where the status was different from
the status in their Malay interview (Case #6, 10, 11 and 12). These students are
highlighted in Table 1. Case #10 had a higher status explanation when asked to respond
in English (fruitful rather than plausible). Case #6 and #12, in contrast, gave explanations
with a lower status. For Case #11, the status of the conception in Malay was intelligible
and plausible but not fruitful. The status of the child’s conception in English was,
however, imprecise because it varied at different points during the interview. At one
point, it seemed that the status was intelligible and plausible and hence there was no
change in status of the conception from Malay to English. At another point of the
interview, the status of the child’s conception seemed to be intelligible but not plausible.
For the purpose of presenting the qualitative evidence of the claim that the status of
conceptions in the Malay interview changed when interviewed later in English, relevant
interview excerpts are included in the following section. All interviews conducted in
Malay are translated into English.
Change of status of conceptions when interviews were initially in Malay and later in
English
Conceptions were plausible when interviewed in Malay but not intelligible when
interviewed in English
Case 6: Iwan
In Malay, the status of Iwan’s conception was intelligible and plausible because he
understood that water goes into the air and said he is sure this happens. This indicates that
his conception was plausible. However, he believed that water in the air becomes ice [or
cold?] and then expressed confusion when the interviewer asked if the clouds are ice.
Iwan seemed to have a good understanding of the phenomena when asked if it (water in
the clouds) becomes rain. However, when he responded he tended to say “yes” softly,
suggesting that he was not sure. Later in the interview, Iwan said the water becomes
steam in the air. His conception seemed to be fruitful in some regards, as he said that
water which is not exposed to the sun directly will also disappear so he was able to apply
the conception to a different context. However, he suddenly associated the disappearing
of water with the fan inside the room. This indicates that Iwan believed that there needs
to be an external mechanism, such as fan, to enable the water to go into the air. Although
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his abstract conception was intelligible and plausible, it was not fruitful because it did not
allow Iwan to explain evaporation in a different context.
Iwan’s Malay interview (translated to English):
Iwan:
Interviewer:
Iwan:
Interviewer:
Iwan:
Interviewer:
Iwan:
Interviewer:
Iwan:
Interviewer:
Iwan:
Interviewer:
Iwan:
Interviewer:
Iwan:
Interviewer:
Iwan:
Interviewer:
Iwan:
Interviewer:
Iwan:
Interviewer:
Iwan:

The water will go into the air. Some will drop to the ground and soak in.
So there is water in the air.
Yes.
How do you know? Are you sure about this?
Yes… We’ve learnt this.
What happens to the water in the air?
After some time the water becomes ice.
Is there any ice there? (pointing to the clouds)
Yes.
Are you saying that the clouds are made up of ice?
Oh… No! (Shock)
Then…what happens to the water in the air?
I don’t know.
Will it become rain later?
Yes… (softly)
What about water in a bowl left in a room? Will the water decrease?
Yes… some of the water will go into the air.
Even though the water is not exposed to the sun directly?
Yes…. There is a fan here (pointing to the fan).
So…there is water in the air!
Yes, there is water in the air.
Can you see the water?
No…because it becomes steam…and we cannot see steam!

When Iwan was interviewed in English, the only word that he managed to utter was
“wet”. His ability to explain was extremely limited when he was asked to respond in
English to the point that the status of his conception was not intelligible, not plausible and
not fruitful because he could not articulate any explanation for the evaporation
phenomena. This interview is in stark contrast with the previous interview in Malay
where Iwan was able to discuss and express his ideas that water from wet clothes and
water from a dish in a room goes into the air. The previous interview also could be used
to diagnose more specific misconceptions, for example, that Iwan believed that an
external mechanism, such as a fan, is required to enable evaporation. None of these ideas
were evident in Iwan’s interview in English. It can therefore be assumed that his potential
to discuss scientific phenomena and engage in scientific discourse at school is severely
limited when classes are conducted in English.
Iwan’s English interview:
Iwan:
Interviewer:
Iwan:
Interviewer:
Iwan:
Interviewer:
Iwan:
Interviewer:
Iwan:

(Silent)
Will the clothes become dry?
(Silent)
Still wet? Or Dry?
Wet!
Yes… but what would happen after a few hours?
(Silent)
Will the clothes become dry?
(Shaking his head)
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Conceptions were plausible when interviewed in Malay but not plausible when
interviewed in English
Case 12: Rina
When Rina was interviewed in Malay, the status of her conception was intelligible and
plausible because she understood and believed that water must go into the air to make
rain. However, Rina seemed to fluctuate between plausible and not plausible at different
points of the interview. It may be that for the drying of clothes scenario, the conception
was intelligible and plausible to Rina, but in the context of the bowl of water in a room,
this conception was only intelligible and not plausible. Her conception seemed plausible
when she responded, “…because if there is no water in the air, how can we have rain”.
Later, Rina said that she did not believe that there is water in the air in a room. This is an
example of a conception that changed status in different contexts. Rina’s conception was,
therefore, not fruitful because she could not satisfactorily transfer her science conception
to a different context.
Rina’s Malay interview (translated into English):
Rina:
Interviewer:
Rina:
Interviewer:
Rina:
Interviewer:
Rina:
Interviewer:
Rina:
Interviewer:
Rina:
Interviewer:
Rina:
Interviewer:
Rina:
Interviewer:
Rina:

The road will become dry. The sun is shining and the water [on the road]
becomes hot. Water will go into the air, to the drains, rivers….
Hm…. Are you saying that there is water in the air?
I think so!
What makes you think that there is water in the air?
Because….. because….. if there is no water in the air, how can we have rain!
Will water left in a room disappear too?
No.
If that is the case, then you’re saying that there will be no water in the air in this
room, right?
Yes, there is no water in……(thinking)……eh…. I think there is.
What happens to the water in the air?
Hm….. is there any water in the air [in this room]?
Yes!
Hm…. (looking around)….(still thinking).
Don’t you believe that?
I don’t believe it.
So, you know that there is water in the air, someone told you, but you don’t
believe it!
Yes, I don’t believe it.

Almost all of Rina’s responses to the interview questions in English were simply
answered with “yes”. It is very difficult to determine status from such a dialogue because
it is not clear whether she actually agrees with the interview when she says “yes”, or
whether she is simply responding without understanding.
Rina’s English interview:
Rina:
Interviewer:
Rina:
Interviewer:
Rina:
Interviewer:

Apakan? (What is it?)
One hour after the rain, what would happen to the road?
(No response)
Will the road become dry?
Yes.
Where would the water go?
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Rina:
Interviewer:
Rina:
Interviewer:
Rina:
Interviewer:
Rina:
Interviewer:
Rina:
Interviewer:
Rina:
Interviewer:
Rina:

Go… tempat longkang (to the drain)
Will it also go into the air?
Yes.
What makes you think that there is water in the air?
(Smiling)…. I don’t….
Is there any water in the air?
Yes.
Will drops of water on the floor in this room disappear after a few hours?
Yes.
Is there any water in the air in this room?
Yes (but still looking around!)
Are you sure?
Yes.

Conceptions plausible when interviewed in Malay but fruitful when interviewed in
English
Case 10: Udin
Analysis of Udin’s Malay and English verbal responses indicated that the status of his
conception progressed to a higher level from plausible, when he was communicating in
Malay, to fruitful when he was communicating in English. This is an exceptional case
where the conception raised in status when the response was given in English. When
asked about the scenarios of a puddle of water, wet clothes, water in a dish and the
picture of a water cycle, Udin responded that water goes to the sun. He also mentioned
that rain comes from the clouds but did not elaborate further.
During the interview, Udin was asked “what would happen to the [wet] clothes a few
hours after they are hung under the hot sun?” Udin’s response in Malay indicated that the
status of his conception was intelligible and plausible because he could articulate a
scientific explanation to the evaporation phenomena and he also believed this scientific
explanation to be true, because it explained for him that “water vapour falls down as
rain”. The scientific conception connected well with his existing knowledge about rain.
His conception was, however, not fruitful because he could not transfer his knowledge to
a new context of water in a bowl. There is one indication that his conception was fruitful
because at one point in the interview he agreed with the statement that water in a dark
room will escape into the air. But he did not seem very convinced. When he was asked
the same question earlier, he gave a quick answer “no” indicating that he was confident
that water in a room does not go into the air. He changed his mind in the interview
because of the interviewer’s probing questions.
The status of Udin’s conception, when interviewed in English was intelligible, plausible
and fruitful. Not only did he understand that water goes into the air and was convinced
that the ‘evaporated’ water will make rain, he also was able to make connections with
new situations of water in a bowl and the process of evaporation at night.
Udin’s Malay interview (translated to English):
Udin:
Interviewer:
Udin:

The water drips to the ground and some goes into the air.
Is there any water in the air?
Oh…not water but water vapour. It’s water but we cannot see it.
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Interviewer:
Udin:
Interviewer:
Udin:
Interviewer:
Udin:
Interviewer:
Udin:
Interviewer:
Udin:
Interviewer:
Udin:

How do you know?
We’ve learnt that in a geography lesson.
What happens next?
Water vapour falls down as rain. Water then goes up again to the clouds.
What about water in a bowl which is left in a room? Will the water decrease?
No. This time the water will not escape or go into the air. Only when there is
sunlight would the water decrease.
Em…I see. But what happens to the water on the road during nighttime?
Oh…er…. It will disappear. The road will become dry.
Even if there is no sunlight?
Yes….
So, water will still become water vapour and escape into the air regardless of
whether there is a sun or not! Even in a dark room!
Hm…… Er….yes (hesitate).

Udin’s English interview:
Udin:

After a few hours, the clothes that I put outside, that has germs, the germs
will gone.

(At this point, it was not clear if he was referring to bacteria or fungi that are killed by the
sun’s radiation. It might be possible that he was influenced by the science topic he was
learning at the time of interview).
Interviewer:
Udin:
Interviewer:
Udin:
Interviewer:
Udin:
Interviewer:
Udin:
Interviewer:
Udin:
Interviewer:
Udin:
Interviewer:
Udin:
Interviewer:
Udin:
Interviewer:
Udin:
Interviewer:
Udin:
Interviewer:
Udin:
Interviewer:
Udin:

Will the clothes become dry after a few hours?
The clothes will dry.
Where would the water go?
Water go …. in the air.
Where else will it go?
er…. (pointing to the ground)
Ground?
Yes.
Is there any water in the air?
No. Hm… yes…yes… there is water in the air.
Can you see it?
Yes, when it is raining…Hm… the water will become water vapour.
What makes you think that?
Geography.
Oh…you’ve learnt this in a geography lesson?
Yes. Water falls as rains…when the clouds is heavy.
That’s interesting. But will water in a bowl left in this room also disappear after
some time?
Yes.
But last time, you said the water will not disappear!
It was wrong before.
Where would the water go?
Water go into the air. If there is open window, water go into the air outside. This
is evaporation. Water go to the clouds and becomes rains.
Will evaporation occur at night?
Yes.
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Conclusions
There is one important feature of these findings that are worthy of comment. This
assertion is that for some children, verbal responses illustrated differences in status when
they provided explanations in the two different languages. There were four cases
presented in this paper that demonstrated, to some extent, that a change in language
changed the status of the child’s conception. Three cases, Iwan (Case #6), Wan (Case
#11) and Rina (Case #12) provided explanations with a lower status in English. Another
case, Udin (case #10) had a conception with a higher status in English. There is evidence
in the transcript from Iwan’s interview that the status of his conception was intelligible
and plausible, but not fruitful, when he tried to explain in Malay. The status was no
longer intelligible, however, when he was asked to respond in English. Close inspection
of the interview reveals that, for Iwan, English language had a substantial effect on his
ability to explain. When asked in English, the only word that Iwan uttered was “wet” and
most of the time he just kept silent. The change of the tone of the interview, from friendly
and expressive to cold and reticent communication, supports the idea that he had limited
access to and confidence with English words. As a result, and at face value, he was
shown to have ‘difficulty’ in understanding scientific concepts. Rina’s conception was
intelligible and plausible but not fruitful when she first responded in Malay. When asked
to explain in English, her conception was intelligible, but no longer plausible. Again,
when Rina’s interview transcript was analysed, it was noticed that she found it difficult to
understand the English questions. She tried, at least, to reply to most of the questions.
However, in most cases, she could not convey clear responses.
Like Rina, Wan’s conception was also intelligible and plausible but not fruitful when he
responded in Malay. When he responded in English, however, the status of his
conception was imprecise. There is evidence in the transcript that the status of his
conception fluctuated between plausible and not plausible. For Wan, the use of English
language probably caused him to express his ideas diffidently. Thus, for Iwan, Rina and
Wan, English language was the main cause for their inability to provide explanations of
high status. Interestingly, Udin (case #10) had a conception with higher status when he
responded in English. In Malay, his conception was intelligible and plausible but not
fruitful. In English, the status of his conception was intelligible, plausible and fruitful.
One thing worth mentioning is that Udin used the words ‘water vapour’ (in English) to
help him explain the phenomena in Malay. Obviously, he ‘borrowed’ the English words
to make his explanations clearer. This finding broadly supports the dimensions of
learning science in languages other than English identified by Buck, Dent and Umpleby
(2000). Buck et al. report that English language is the key to explaining scientific
concepts more clearly. Udin had learnt this idea in a geography lesson. As he had
attended to this phenomenon, he must have understood the incident using the appropriate
English words. With greater accessibility in choosing words (Tytler, 2000), Udin was
shown to be able to provide an explanation with a higher status.
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General Conclusions and Discussions
In general, it seems that these results present an interesting contradiction that highlights
the conundrum of the choice of language for Brunei science education. On one hand,
English can, at times, enable higher status explanations to be generated, but on the other
hand, the disruption of the English language when used for classroom communication
can ‘impede conceptual understanding’. The children might have acquired the science
concepts. However, in this study, for the upper primary levels, children’s responses were
only accepted and analysed when they provided explanations in English. Responses in
Malay, whether they were correct or not, were regarded as ‘no response’. Coupled with
the fact that they had to communicate science ideas that they themselves were not sure of,
the children’s reticence to respond was potentially exacerbated because they were
required to produce explanations in English sentences in which they were not well
educated, or experienced in using.
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Enhancing children’s literacy development through music: Cognitive connections
Abstract
This paper is a work-in-progress report of a study on preschool, kindergarten and first grade children
engaged in the exploration of music as a tool for self expression, cultural exchange, imagery activation and
literacy development. The project focuses on children’s and teacher’s responses to musical and
audio explorations. In this setting, children are exposed to different musical activities and invited to
discover music in their world (soundscapes).
Teachers are engaged in continuous documentation of children’s activities. Documentation helps

teachers observe children and use those observations to make children’s learning visible.
Observation and documentation, in a sense, is a way of listening. As teachers review the
documentation, they become aware of the students’ needs. Listening to children is a critical issue
in order to provide them with a provocative environment that awakens inquiry, critical thinking
and learning. Children are immersed in music and print rich environments that support their
construction of imaginary and real worlds.
Paper
This research focuses on children’s musical explorations, the environment and how it is
surrounded by “soundscapes.” For Branzi & Zini (2003), soundscapes are sounds that characterize
the environment. Music and Soundscapes promote thinking and understanding as they are
provocative ways to activate children’s prior knowledge which is a critical element in children’s
creative drawing/writing activities. Musical experiences connect children’s world with reality.
Exploring reality is an ongoing condition in early childhood because children are continuously
constructing real and imaginary places and music is part of it (Branzi & Zini, 2000).
According to the dictionary, music is the art of arranging sounds in time so as to produce a
continuous, unified, and evocative composition, as through melody, harmony, rhythm, and timbre.
As a matter of fact, children naturally categorize music and sounds according to their
characteristics or functions. Music is inherent in human beings. The musical intelligence starts
early in life, and it interacts with other human intellectual competencies (Gardner, 1983).

Background
The participating school was chosen for this study because it is inspired by the Reggio Emilia
Philosophy. This approach engages teachers in continuous documentation and professional
development as part of the routine and it is the children’s curiosity that drives the curriculum.
Consequently, teachers become teacher-researchers which is an important component in the
exploration of children’s responses to literacy within a music rich environment. Documentation is
a tool that teachers use to visit and revisit children’s experiences and explorations. Documentation
shows evidence of children’s inquiries and it makes children’s learning visible (Project Zero &
Reggio Children, 2001).
In this setting, teachers are continuously creating environments in which to engage children in
musical explorations in interaction with other modes of expression (literacy, art, drama,
construction). Like language, music is a symbol system associated with mood, feelings and
memory. The study analyzes how children make use of music and sounds to express their feelings,
thoughts and theories about the world and understand how things work. Additionally, due to the
fact that children are born with a natural capacity that enables them to explore the world through
their senses, the participating teachers and children are engaged in conscious listening using the
surrounding sounds as a multi-sensorial space in order to raise sensorial awareness.
The study is focusing on the way children take advantage of musical experiences to construct
meaning by using various ways of expression. A particular emphasis is given to the development
of children’s creative drawing/writing and the use of music to understand texts and enact stories.
Consequently, children are exposed to a variety of music while involved in different activities
throughout the day. Children’s literature, with musical connections is continuously offered to
children along with discussions. Teachers also use music to teach children vocabulary, math

concepts, and rules. As a matter-of-fact the project is exploring how children use music as a tool
for thought and the teaching methodologies in early childhood that cause impact of music study on
human development and learning.
Music is a universal language that can become a powerful aid to enhance children’s learning.
Early Childhood educators should value the potential of music as an integral part of the
curriculum. Gardner (1983) states that the musical intelligence does not develop independently of
other intellectual processes. Music is connected with other forms of expression as well. Because of
this, this study addresses developmental learning theories in connection with music in early
childhood education. Furthermore, music brings brain research to classroom practices. Teachers
should be aware of music’s impact on children’s memory, emotions, imagery, abstraction,
listening, perceptual motor skills, and concentration to name a few. All of these are elements that
improve children’s learning in all disciplines.
There is a body of research that suggests the value of music in the curriculum. The theoretical
foundations of this encounter are Howard Gardner’s (1983) theory of the multiple intelligences;
Gardner’s (1991) entry points approach; Piaget’s (Wadsworth, 2004) schema theory; Vygotky’s
(1978) social theory and the zone of proximal development; and Bruner’s (1968) theory of
instruction.
Gardner (1983) has identified eight intelligences suggesting that human beings learn and
communicate about the world in different ways. This means that literacy should be seen from a
wider perspective. Christine, Leland and Harste (1994) state that the inclusion of multiple ways of
knowing into language arts programs necessitates a new definition of what it means to be literate.
A truly literate person is own who can mediate his or her world through multiple sign systems, not
just language p. 344.

This study is an interpretation of Harvard, Project Zero idea of Teaching for Understanding (TfU).
The TfU framework is an approach to teaching that requires students to think, analyze, problem
solve, and make meaning of what they’ve learned (Tina Blythe and Associates, 1998). TfU is
helping us frame provocations to support children in developing understanding of stories using
music as an experiential entry point. Gardner (1991) talks about the entry points approach as a way
in which individuals conceptualize understanding. The entry points are like different doors to enter
a room (topic). Gardner suggests that it is important to recognize and utilize multiple entry points
in the process of understanding a concept or creating theories. Gardner (1991) states that, people
possess a number of ways of representing knowledge of a concept or skill and can move readily
back and forth among these forms of knowing. The use of different entry points reaches more
students’ understanding. Within the experiential entry point, the participants are able to see the
sights of music and sounds to understand difficult texts. From a socio-cognitive perspective, this
practice will be interpreted from Vygotsky’s (1978) Zone of proximal development theory.
Participants will be invited to reflect on the adult’s role in using music and sounds as they scaffold
student’s understanding of a concept.
On the other hand, Piaget (Wadsworth, 2004), in his effort to explain the intellectual organization
and adaptation processes, proposes four basic concepts: schema, assimilation, accommodation and
equilibrium. The participants will discover how music and sounds help them activate schemata
that will nurture their imagination as they create stories. When children are exposed to music and
soundscapes, they generate imagery, mostly connected with their prior experiences, which is an
important element of creative writing.
Bruner (1968) proposes three ways in which children process information: the enactive, iconic and
symbolic representation. A major implication of Bruner’s theory has to do with motivation. The

study focuses on environments that enhance children’s learning through play. Music should be fun
for children; this means that children learn through play. Music enhances the development of
cognitive systems which include reasoning, creativity, thinking, decision-making, and problem
solving using various symbol systems. It is also related to spatial reasoning, creativity and
mathematical skills (Jensen, 2000).
The study is analyzing the cultural impact of musical experiences. Teachers are using a variety of
types of music and have each child’s culture represented. Culture influences children’s attribution
of meanings to music and sounds. When confronted with a particular tune or sound, the person
fits the stimulus into previous schemata and ascribes a meaning. Higher mental functions have
social origins. Music responses are related to cultural schemes.
Finally, literacy, like any other sign system is the result of a social construction of meanings.
Music also has a social component. According to Gardner (1982), the development of musical
competence in youngsters reflects the predominant melodic, harmonic and rhythmic practice of
their culture. In the writing process, music could generate different effects depending on
children’s cultural background. Consequently, the use of music and sounds could be a jump start
to activating an individual’s imagery and prior knowledge as they create a story.
Conclusion
The TfU, proposed by Harvard Project Zero researchers emphasizes the difference between
knowing and understanding. An authentic learning relies on the person’s flexibility to transfer
concepts from one context to another. This study is investigating how music helps children build
concepts or stories and the way they express their thinking (art, literacy, drama, and dance) and the
adult’s role in creating zones of proximal development. It also highlights how children are able to
ascribe meaning to a complex text or story by using music and sound effects to convey a message.

Project Zero researchers are concentrating on performances that promote understanding.
This study is also an invitation to explore how music help children bring into their minds concepts
about the world which are connected to past experiences and/or objects in which culture plays an
important role.
References
Bruner, J. (1968). Toward a theory of instruction. New York: W.W. Norton & Co., Inc.
Ceppi, G. & Zini, M. Eds. (1998). Children, Spaces, Relations: Metaproject for an Environment
for Young Children. Milan, Italy: Domus Academy Research Center.
Chen, J.Q. (Ed.). (1998). Project Spectrum: Early learning activities. Project Zero Frameworks for
Early Childhood Education, Vol. 2. New York: Teachers College Press.
Chen, J.Q. (Ed.). (1998). Building on Children’s Strengths: The Experience of Project Spectrum.
Project Zero Frameworks for Early Childhood Education. Vol. 1. New York: Teachers College
Press.
Christine, H., Leland & Harste, J. (1994). Multiple ways of knowing: Curriculum in a new key.
Language Arts, 71, 337-344.
Forman, G. and Fyfe, B. (1998). Negotiated Learning through Design, Discourse, and
Documentation, in Edwards, C. Gandini, L., and Forma, G. The Hundred Languages of Children,
2nd Edition. Ablex Publishing: Greenwich, Connecticut.
Gardner, H. (1982). Art, Mind and Brain: A Cognitive Approach to Creativity. New York: Basic
Books, Inc.
Gardner, H. (1983). Frames of Mind: The theory of Multiple Intelligences. New York: Basic
Books Inc.
Gardner, H. (1991). The Unschooled Mind: How Children Think and How Schools Should Teach.
New York: Basic Books Inc.
Godeli, M., Santana, P., Souza, V & Marquetti, B. (1996). Influence of background music on
preschooler’s behavior: A naturalistic approach. Perceptual and Motor Skills, 82: 1123-1129.
Gusberg, A. (1991). Play as improvisation: The benefits of music for developmentally-delayed
young children’s social play. Early Childhood Development and Care. 66: 85-91.
Jensen, E. (2000). Music with the Brain in Mind. San Diego, CA: The Brain Store Inc.

Project Zero & Reggio Children (2001). Making Learning visible: children as individual and
group learners. Boston, MA: Reggio Children.
Tyna Blythe and Associates, (1998). The Teaching for Understanding Guide. San Francisco;
Jossey-Bass Publishers.
Vygotsky, L. (1978). Mind in Society: The development of psychological processes. Cambridge,
MA: Harvard University Press.

1.
Title Page
a. Title: “A child with autism: Establishing Communication Through Reading, Drawing and
Writing activities”
b. Topic: Early Childhood / Special Education / Reading Education
c.

Presentation Format: Paper (Research Paper)

d. Author’s Name: Angela Salmon, Ed.D.
e.

Department & Affiliation: Curriculum & Instruction, Florida
International University.

f. Mailing Address: 10981 NW 59 St, Miami, Fl 33178
g. Email: salmona@fiu.edu
h. Phone #: 305 348 3211
i. Fax #: 305 348 2086

1

A child with autism: Establishing Communication
Through Reading, Drawing and Writing activities
Abstract
This qualitative case study investigated a young child with autism in his attempt to communicate
using various symbol systems. As teachers provided a nurturing environment and engaged the
child in play experiences, he began to explore different ways of communicating. Read aloud,
shared reading and journal writing activities were an open door for the child to discover that he
could convey messages with his drawings. This was the beginning of a journey that engaged the
child in the creation of stories which smoothed him the process of becoming literate. When the
child uncovered the idea that his stories were celebrated by his classmates, he became insightful
that literacy was a feasible pathway to communication. The continuous documentation and peer
reviews provided evidence that a nurturing environment stimulated the child’s need to
communicate using sign systems of his preference. Constructivist theories about reading and
writing support the notion that this child was challenged to construct knowledge and find ways to
learn and talk about the world.
Paper
NBC recently broadcasted the case of Sue Rubin, a lady with autism considered severely mentally
retarded, who was able to succeed in life when she discover how to communicate. This was the
beginning of a remarkable transformation from “being locked in autism” to become an honors
student and lately getting a Ph.D. Like Sue Rubin, the focus child of this study, give light to
researchers, teachers and parents of children with autism to hunt for multiple pathways of
communication and to reflect on their interaction with these children. Adults’ expectations or what
Reggio educators call the “image of the child” is a critical element in the quality of feedback and
interaction that takes place at home and school. Furthermore, the pedagogy of listening (Rinaldi,
2001) is a critical component in the process of understanding how children communicate.
Documentation is a way of listening and it is the birth of scientific thought (Kuhn, 1970).This
research is an evidence of the power of social interaction between the child and adults, and a
nurturing risk-free environment.
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Rationale and background
A qualitative research study was designed to study how a child with autism communicated and
became literate in a classroom environment that promoted holistic approaches to literacy learning
through meaningful uses of print. Furthermore, the classroom setting honored the use of the
multiple intelligences reflected in a variety of learning centers where children had the opportunity
to learn through play. During the data collection process, the Reggio Emilia approach for Early
Childhood, served as an inspiration to document and interpret the child’s behavior involving
teachers, the child’s parents, the other children and the child. The study was an excellent example
of the connection between theory and practice.
In order to understand how this child became literate, constructivist approaches to early literacy
were the theoretical foundation of the study along with a big body of research on emergent literacy
and brain research. As the child explored the environment, it was evident his desire to use various
languages or symbol systems to communicate. As a matter-of-fact, research demonstrates that
children are expert symbol makers and users (Gardner, 1980; Dyson, 1983, 1986, 1988, 1990;
Harste, Woodward and Burke 1984; Hubbard 1989). Another important element that facilitated
this child’s literacy development, was the daily read aloud, shared reading and journal writing
experiences at home and school. Studies (Clay, 1967; Dyson, 1986, 1988, 1990; Heath, 1982;
Taylor and Dorsey-Gaines 1988) suggest that home and school literacy practices benefit children’s
literacy behaviors. In this study, the adults’ language and literacy scaffolding was notorious
because the child was continuously read to, and invited to read and write his own stories.
The classroom designed honored the multiple intelligences in the different learning centers where
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the child had the opportunity to learn at his own pace and with intelligence of his preference.
Furthermore, the child had freedom to “mess around” with language and literacy in a risk-free
environment that valued play. For example, after reading Ms. Wishy Washy, in the sand and water
center the teacher put dirt instead of sand and some toy animals. This provocation attracted
children’s curiosity to touch mud and manipulate the toy animals. As an “onlooker”(Parten, 1932)
the focus child began to retell and re-invent the story using Ms. Wishy Washy’s scripts while other
children covered the toy animals with mud. Studies conducted by Gavey, 1977; Vygotsky, 1978,
Christie, 1991, 1995; among others, suggest that when language is used for make-believe, children
make innovations in language, expand their vocabulary, develop meta-linguistic awareness and
develop verbal thinking. The learning centers in the classroom were related to children’s favorite
books. This was a remarkable attraction for the child who frequently tried to approach other
children at play. Moreover, in play situations, when the child drew his classmates’ attention, to talk
about his stories, it was clear that he understood that his drawings were a tool for communication.
Method
The study took place in a private Latin American bilingual laboratory school for a period of
thirteen months. During the first nine months the focus child was in kindergarten, after a summer
break the child was observed for a period of four months when he was in first grade. Both settings
were characterized for having a print-rich environment and learning centers that provided for
creative, constructive, dramatic and manipulative play. This was a brand new school interested in
applying constructivist approaches for early childhood which entailed active learning, multiple
ways of expressing, and an emergent curriculum guided by children’s curiosity and a whole
language philosophy for literacy development. Children were immersed in a print rich environment
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and had many opportunities to share their stories throughout the day. The “author’s chair” was one
of the most appealing activity for sharing their artifacts and stories.
The focus was a 5 year premature twin male born in Florida from Hispanic parents. At the age of
three, the child was tested and diagnosed as being developmentally delayed with mild autism.
Qualitative research methodologies were selected as the most appropriate approach to learn about
this child’s learning. Data collection and analysis procedures took place in four illustrated below:

Data Collection and Analysis Procedures
Phase I
9 months

Phase II
2

months

Phase III
1 month

Phase IV
1 month

Daily
Observations

Three times/week
1 hour each session

Daily analysis

Confirm categories

Participant
Observer

Reading Specialist
Consultant

Theoretical sampling

Theoretical
Triangulation

Refine categories

Results
Significant changes were observed in this child when he began to open his mind to the world
thanks to his passion for children’s stories and his desire to create his own stories.
During the first days of school, the child was constantly walking around the room with a piece of
paper in his hand. He seemed to be immersed in his own world and had tendencies of selfisolation, egocentric thought, no social contact with children and adults, and no participation in any
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classroom activity.
The classroom environment fitted his needs because he had freedom to walk around the room and
explore different ways of communication (art, construction, movement, drama, music, and nature
explorations) that his peers used to create learn and communicate. Within this setting, children had
the chance work individually and interact in small and large groups. The book “From Faraway” by
Robert Munsch was substantial provocation. Due to the fact that the author invited a little girl to
co-author a story about her, the child discovered the power of literacy. This is how he began to
share his stories with the whole class using drawings, movements and print. During circle time,
read aloud experiences became the occasion when the child tried to join the group. Being read
aloud to and engaging in shared reading became his favorite activity. In one-on-one reading, the
child had interactive dialogues with the adults. Research findings showed that as the child became
interested in stories, he began to change his play behavior. Initially, during play, the child was
walking around the room immersed in his own world, little by little; captivated by the connection
of the environment with his favorite stories he adopted an “onlooker” behavior. Given that the
classroom environment was connected with the child’s favorite stories, he became interested in
extending his favorite stories through play. As adults listened carefully to the child’s individual
strengths and relationships with others, they began to understand the child’s intentions to
communicate which was the beginning point to give him feedback.
The high expectations that adults had, gave the child the message that he had the potential to enter
into the larger community of the school. As a result, the child continued to create more stories and
his drawings reflected an accelerated development of graphic symbols with a story behind each
drawing. It was also notorious the representation of movement, mood, action, feelings compatible
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with Hubbard’s (1989) research. The child differentiated drawings from print from the beginning
of the study and always connected to real life situations. In his stories, the child reflected his
experiences out of school, specially related with his relationship with his twin brother and his
fears.
Conclusion
This case study is contributes to an understanding of a child with autism and his responses to his
social environment. Among the elements that favored his literacy and social development, are: the
image of the child and high expectations from adults; print rich environment where children had
the opportunity to read and write for real purposes; and a classroom setting where children had the
opportunity to use their multiple intelligences.
The focus child used his intrapersonal, linguistic and kinesthetic intelligences to make sense of
stories. Additionally, he combined his intrapersonal and spatial intelligence to create stories. It was
evident that the sharing routine helped the child develop his interpersonal intelligence in order to
share his stories with the class. He usually added movement to his retellings. Drawings, words or
print were the result of the child’s desire to talk about the world. Drawings and words were a
representation of the child’s thinking. When the focus child discovered that he could communicate
with the other children and adults through his drawings, he began to bring more topics about his
life into the classroom and his drawings became more sophisticated. Little by little he began to use
print to convey meaning with the purpose of communicating with others.
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The Effect of Using An Instructional Model
Emphasizing Critical Thinking Processes
and Flexible Learning
on Developing Critical Reading Ability in English
Tidarat Samanpan*, Suladda Loipha,**
Kingfa Sintoovongse,** Orapin Potjananont**
I. Background and Content
According to the National Educational Act of 1999, it is mandated that all schools in
Thailand have to follow the guidelines in organizing learning experiences for students' to
fulfill their potentiality with a focus on critical thinking skillsdevelopment. The learner is the
most important person in the learning process. The results from many pieces of research
confirmed that all learners need to be facilitated for their growth in learning and
development. The content to be learned must be presented to them through the use of various
approaches, appropriate resources and technology. The teachers have to find out as many
alternatives as possible to fit in with the condition available to serve student’s needs and
abilities (Limyingcharoen, Sintoovongse, and Kangpeng, 2004).
Critical thinking skills are acquired for problem solving and decision
making.(Babara, 2000) GJ.Kurfiss (1988) and Hudgins B.Brice (1997) points out that critical
thinking skills are significantly acquired for learning in information age. Critical thinking
skills are utilized in learning.It helps students solving problems and making good decision.
(Peter A. Facione, 1998) According to a survey of learning and teaching it has been found
that most teachers and students thought that critical reading skills are essential to improve
critical reading ability and required to provide various activities in learning.
However, most teaching is still performed in the form of translation, ask and answer
rather than encouraging the students to think and asking questions. The teacher controlls
learning activities, students tend to follow what the teacher have taught. They don't have any
opportunities to share ideas and discusses with their friends. It is almost impossible for the
students to suggest or give any comments on learning. As a result, teachers are assumed to
help the students in any regard for the development of their learning.
This study was aimed to develop an instructional model Emphasizing Critical
Thinking Processes and Flexible Learning to develop critical reading ability and to study the
effect of the model, how successfully achieved an ability of critical reading.
II. Research Methodology
2.1 General guidelines
This study used the research and development framework to carry out the
investigation in a particular school namely ‘Bun Lua Wittayanusorn’ in the district of
Nakhon Ratchasima. An instructional model was developed through critical thinking
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processes and flexible learning to develop the students’ critical reading ability. The success
of this development was verified by the indicators determined by the learning achievement.
2.2 Research Instruments
The data were collected by using the tools as follows :
3.2.1 Teachers Instruments
- The learning unit plans
- The action research plans
- The critical reading skills performance test
- The learning achievement test
- The anecdotal record form
- The learning log form
3.2.2 The principal’s instruments
- The questionnaires
- The anecdotal record form
- The observation form
- The interview record form
- The observation form for classroom visit and meeting.
2.3 Research Procedure
There were three steps in the research procedure which could be briefly presented as
follows :
(1) The contextual study to find out the problems and needs to define the conceptual
frame work of an instructional model and to devise the prototype of an instructional model
based on the critical thinking processes and flexible learning. Forty Grade 12 students and 15
English teachers were interviewed their opinions on learning and teaching. The survey
research was used to get data. The research data were gathered by using specially-devised
questionnaires in combination with direct interviews by the researcher. Then the proposed
instructional model and critical reading test were performed and validated by a panel of
experts in Curriculum and Instruction, as well as Educational measurement.
(2) Action Research paradigm and technique to develop an instructional model.
twenty Grade 12 students enrolled in the second semester of the 2004 Academic year. were
used as the sample. There were six lesson plans developed to be used in the three cycles of
the action research study. Comparison of learning achievement were assessed before and
after the teaching. In addition, qualitative analysis was also made from the information
gathered by observation and direct interview of the students participating in the activities
specially planned in the research program. The data collected were analyzed of both
qualitatively and quantitatively. The critical reading scores between pre and post teaching
were compared by using t-test. The records of observed behavior and the result of the
interview were also analyzed
(2) Evaluating the efficiency of the instructional model by replication study with
sixty-five grade 12 students enrolled in their first semester of the 2005 academic year . The
one group pretest posttest design was designed for this phase. The instructional model for
this research project was used to construct and apply as the lesson plans of the second phase.
The critical reading scores between pre and post teaching were compared by using t-test.
These phases are interrelated and can be presented in the first diagram on the next page.
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Problem and need
identification for the
developing of critical
thinking skills were
explored by the
contextual study

Review of the related
literature in critical
thinking processes and
flexible learning was
documented

Design and Development
of an instructional model

Research and development

Quantitative

Qualitative

Analysis and Synthesis

Research findings
and report

Figure 1. The diagram shows the research framework

III. Results and Discussion
I. IAn instructional model
I
I An instructional model Emphasizing Critical Thinking Processes and Flexible
Learning, developed by the researcher was categorized in to three steps as follows.
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Step 1 : Pre-reading
This step aims to prepare the students to take a new lessons. There are two-sub steps
as follow :
1. Reviewing prior knowledge :
The students are encouraged to prepare themselves by reviewing their prior
knowledge. There are many ways to motivate students to recall their experienced by asking
questions or presenting a short paragraph relate to a new lesson through a video, television
or computer.
2. Identified the purpose :
The students should be know the purpose of the lessons, in order to prepare
themselves how to learn.
Step 2 : Reading
This step provides the learning experiences that students expect to learn to develop
their critical reading skills. There are three categories as follow :
1. Analyzing the main idea :
This is an activity of individual judgement, students are required to analyze
the questions by themselves to find main idea of a passage.
2. Developing critical reading :
This is an activity of subgroup work. The students are encouraged to exchange
ideas and information about what they have read ,what is the main idea and details, (six
essential skills that defined for the purpose ) They will be trained and practiced to participate
in discussion and listen to others' opinions.
3. Considering the reasons :
The students will be challenged to compare by thinking about similarities and
differences . They are also encouraged to describe and think about creditability using their
experiences to comprehend the whole passage. Eventually, they should come up with a group
decision-making and then report the results and exchange ideas to the whole class.
Step 3 : Post-reading
This is a step to conclude what the students have learned and how they can apply
their knowledge to read another passage. There are two-sub steps as follow :
1. Conclusion and feedback :
This is a step to conclude the content (passage they have read and critical reading
skills) and thinking process. The teacher will conclude the content and clarify if there is any
uncertainties. The students are encouraged to give feedback on what they have learned.
2. Application :
The students will be encouraged to apply their learning experiences and
Knowledge in a new passage. This is a supplement made available outside the classroom.
The students can learn anytime or anywhere by themselves through the internet or
programmed lessons.
3. Evaluation :
This is a step to self-evaluate learning and thinking process that students
have provided all the instruction. The learning achievement from the activities emphasizing
critical thinking processes and flexible learning will be evaluated.
These three steps of learning activities provided under the "Flexible Learning" that
consisted of the factors as follows :
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•

Providing various learning activities.
One of the most important factor that supported flexible learning is to provide the
variety of learning activities. In order to be an alternative learning for students. For example;
peer learning, group process learning and collaborative learning that encourage the students
to share ideas and make a reasonable decision.
• Learning from resources.
Learning flexibility is based on resource -based learning. It is said that the
importance to access flexible learning is using various information in learning. It helps
students to access and utilize so many learning resources and helps improving their thinking
ability efficiency.
• Learning anytime/anywhere.
Flexible learning is beneficial for teaching and learning. It helps the learners to
learn more widely all the time and everywhere they want to learn by using technology in
learning.
II. Learning achievement
The effect of the instructional model indicated that the students gained significantly
higher scores than the pretest at the 0.01 level. In addition, students' learning achievement
were higher than 70% of the total.
The observation of learning and instruction, interviewing, behavioral observation and
the students' feedback , it has been found that :
• The results of practicing in cycle 1 indicated that students have so many
problems in learning ; they dare not ask and answer the questions or give any comments.
This caused that they couldn't get any idea from the passage. The teacher had to ask and
encourage them to share ideas with the others and supported them to take their experiences
for reading all the time. Therefore, they have taken longer time in this activities.
• The results of practicing in cycle 2
From the problems faced in cycle 1, the researcher modified and adjusted
the lesson plan and learning activities to make more applicable. The more complete plan was
repeated again in cycle 2 . The researcher has adjusted learning activities, let each student
presented their thinking and knowledge they've got from the passage, provide more time for
discussing with a group and asked them to share their thinking processes. Therefore, they
have courage to express their thoughts and opinions.
• The results of practicing in cycle 3
In this cycle the students were more used to the learning activities, they took
more participating : they asked and answered the questions , they had fewer difficulties in
participating in the activities and enjoyed the discussion. Their prior knowledge had been
taken for reading comprehension. In addition , they could explain what they thought and how
they understand the whole passage to the class.
Their opinions towards these activities were as follows :
• Most of the activities help the students to take participating in learning
activities, encouraging them to make a discussion . These were on helping them to practice
their thinking ability and reading systematically.
• Self-directed learning activities from programmed learning and learning resources
through the internet provided more knowledge and it was convenient to learn. Collaborative
learning was also helped them to improve their thoughts and reading , it helped them to
summarize and adjust reasonable. Therefore, they could read critically and comprehensively.
• The six skills of critical reading provided were utilized in developing their ability
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to read critically and some of the skills helped improve their adjustment and increase the
ability to make decisions.
• The mind-mapping used in each lesson plans for finding main idea helped
understanding the passage and take them to continue their reading easily.
IV. Conclusion
Since critical thinking is one of the aims of National Education Act 1999, it was
required to utilize in learning activities for developing students' thinking process. An
Instructional Model Emphasizing Critical Thinking Processes and Flexible Learning was
developed to increase critical reading for grade 12 students. The six lesson plans of teaching
critical reading skills and the programmed lessons of learning critical reading skills were
used . The instructional model developed by the researcher consisted of 1) problems and
needs for the instructional model development 2) principle and goal 3) the content scope/
essential skills for critical reading 4) activities for learning experience 5) evaluation.
Not only the instructional model helped students develop critical reading ability it
also helped improved analyzing, thinking, encouraged them to discuss with other students
reasonable, and helped them increase in the ability to use technology for learning by
themselves from the learning resources. In addition, the condition enhanced students' critical
reading ability were as follows :
• Identifying the passage that suit for the students or the stories that they have
Experienced, therefore they can link their experience to new passages and it 's not difficult
for them to understand the passage.
• Supporting the students to learn from learning resources. This enable them to
search for new and modern knowledge that help improve their learning process.
• Providing the students to learn by themselves(self-directed learning).
This approach of learning encourage relatively independent access to knowledge, whereby
to a large extent, students can plan their work, adjust the pace of it, monitor their process and
evaluate their performance.
• Increase discussion by challenging the students with creative questions to
encourage Them to respond in learning activities, share their opinions on discussion in
order to help them make reasonable decision making.
• Let the students evaluate their ability of content knowledge and thinking ability to
adjust what they have known and thought. How they can meet the objectives of reading.
They can discuss their content and their thinking with friends and the teacher that also help
them improve their critical reading .
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The Development of the Teacher’s Evaluative Culture:
A School–Based Training employing Networking
and Meta Reflection
Wisanu Sapsombat1
Suwimon Wongwanich2

Abstract
The purposes of this field experiment were to validate the measurement model
of the evaluative culture and to compare the results of the school-based training to
develop evaluative culture, using school networking and meta reflection. Two groups
of sampled teachers from 5 schools were purposively drawn. The experimental group,
trained by the researcher for 2 months, each of which trained 5 teachers in his/her
school for another 2 months, under the researcher’s supervision. Factors effecting
evaluative culture collected through evaluative form, dialogue and discussion and
journal, would be analyzed by ancova and SEM. The empirical field experiment
reviewed that both the trained trainers and trainees developed significantly the
evaluative culture as planned.

Introduction
The United States General Accounting Office: GAO (2003) developed
evaluation capacity in the five agencies and suggested that the four elements of
evaluation capacity were an evaluative culture, data quality, analytic expertise and
collaborative partnership. The element of the evaluative culture was considered
important as culture was a pattern of shared beliefs and expectations; over time, these
produced norms which influenced attitude and activities of group and individuals. In
an evaluative culture, these norms supported and were supported by the process of
striving to do things better (Sedgwick, 1994).
From the review of related literatures conducted by Murphy (1999), IUCN
Council (2001), Sanders (2002), Duignan and Lecturer (2002), GAO (2003), Ferguson
(2003), and Owen (1994 cited in Ferguson, 2003), it was found that the pattern in forming
an evaluative potency of institutional or personnel were both a provision of evaluative
skill development and training to personnel. Moreover, there were 2 conclusive
factors/conditions relating to evaluative culture which concerned both personnel and
institution. For personnel, the 2 factors /conditions were 1) behavior of personnel and 2)
knowledge and ability to perform an evaluation. For institution, the 2 factors/conditions
were 1) structure of organization and 2) institutional operating activities.
The development of a personnel’s evaluative performance to create the
evaluative culture by training deemed an interested aspect because training was a
process of systematic studying with an aim to develop knowledge, skills, and attitudes
(Buckley and Caple, 1990; Agochica, 2002; Willis, 2003). It also provided a learning
opportunity to personnel (Blanchard and Thacker, 2003) which would result in higher
self-working performance, interpersonal skills, and eventually, institutional
productivity, especially the school-based training provided to teachers for their
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learning development (Unesco, 1986; Tripa and Chagas, 2000; El-Baz and others,
2003; Tercanlioglu, 2004).
In addition, there was another learning process; the meta reflection; which was an
individual’s analytical thinking process (Leitch and Day, 2001) that scrutinized
advantages and drawbacks of the process and outcome of the reflection. This process was
conducted to determine the effectiveness of the process and to suggest further reflective
action (Privett, 2002).
Given the mentioned points, the researcher was interested in using schoolbased training with an application of school networking by developing teachers to be
trainers, then, used the training results by applying further to other trainees. This
method was considered an exchange of learning process amongst school personnel
whose duties were to support and facilitate learning process. Additionally, the meta
reflection was utilized as a procedure in evaluative culture development.

Literature Review
The evaluative culture was a commitment to roles for evaluation in decisionmaking within an organization. This meant systematic enquiry, initiated and carried out
by members of an organization, to add its working knowledge for use in strategic
decision-making (Owen, 1994 cited in Ferguson, 2003). It referred to the process of
making evaluation an integral part of organization’s everyday operations. Instead of
being put aside in the margins of work, evaluation became routines part of the
organization’s work ethic, and was a part of the culture and job responsibilities at all
levels (Sanders, 2002). Scheerens (2004) proposed that the terms of the evaluative
culture might be addressed in terms of the norms and values that were inherent in a type
of system level policy making, in which evaluation played a more or less central role.
Moreover, the evaluative culture was a beliefs and advantages of the evaluation for
task and organization development. They were as follows: importance awareness of
the evaluation, self-evaluation and collaborative working, operation of continuing
evaluation, and utilization of the evaluation for personnel, task and organization
development (Wongwanich, 2005).
The school-based training was a process of knowledge, skill, and impression
development. This pattern of training had three important characteristics. First, it was a
developmental process that took place in school. Second, it was a purposive
development to improve the quality of school. Lastly, it promoted an exchange of
learning amongst teachers. The school based training was considered a method of
development for trainees by furnishing them knowledge and skills related to training
materials via the process of knowledge sharing amongst them. This process also made
them feel good upon a process of school-based training. While the training was in
progress, trainees had an opportunity to present and design the method of learning to
other individuals in order to learn from experience sharing and real practice, so as to be
able to present pathways to cope with problems occurred. This method of training eased
saved time and saved expenditure, created enjoyment, and fastened relationship
between trainers and trainees (Unesco, 1986; Tripa and Chagas, 2000; El-Baz and
others, 2003; Tercanlioglu, 2004). The principles and procedures of the training were
similar to general training, which was composed of 3 main steps; First, pre-training
planning; second, training operation; and finally, training evaluation.
The meta reflection was an individual’s analytical thinking process to
scrutinize advantages and drawbacks of the process and outcome of learning whereby
individuals attempted to identify, reflect upon, record, share and evaluate their personal
learning processes, preferences, styles and difficulties throughout the learning
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experiences. Consciously, it was ultimately made for a person to learn and understand
how differences between individuals contributed to the total learning environment (Leitch
and Day, 2001). It was conducted to determine the effectiveness of the process and
suggest further reflective action (Privett, 2002). Lotz (2003) also indicated that the meta
reflection was the gateway for investigators to acquire an experience and ability to
develop theories within other spheres of knowledge.

Objectives
The objectives of this study were to validate the measurement model of
evaluative culture and to compare the results of the school-based training so as to
develop evaluative culture, by using school networking and meta reflection.

Conceptual Framework
In this study, the researcher aimed to compare the results of evaluative culture
development by using school-based training employing networking and meta reflection.
Based on the literature review, seven factors/conditions related to evaluative culture
development used in this the study included 1) the staffs’ evaluative competency 2)
organization’s structure/an operational philosophy based on advocacy 3) resources 4)
communication to all staffs 5) ownership/collaborative/a joint commitment in evaluation
6) the use of team and committees to develop evaluation protocols and 7) the use of
evaluation findings. The details were depicted in figure 1.
The School–
Based Training
employing
Networking

Objective
Outcomes

- Result of
works/productivity
- Evaluative activities
and behaviors

Subjective
Outcomes

Evaluation aspects,
norms, and Belief

The Evaluative
Culture

The Meta
Reflection

1. The evaluation’s competencies of the staffs
2. Organization’s structure/an operational philosophy based on advocacy
3. Resources
4. Communication to all staffs
5. Ownership/Collaborative/A joint commitment in evaluation
6. The use of team and committees to develop evaluation protocols
7. The use of evaluation findings
Figure 1. Conceptual framework of this study

Method
The design of this study could be divided into 2 phases according to the
progress of research as follows;
Phase 1 : To validate the measurement model of the evaluative culture. This
phase was a survey research of which the data gathered from related documents,
existing research and experts’ opinion. Then, such factors of schools’ evaluative
culture would be validated with SEM.
Phase 2 : To develop the evaluative culture by using the school based-training
employing networking and meta reflection. This phase was a quasi-experimental
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research which was designed to obtain twice of result measurement, pretest-posttest
nonrandomized design. Also, the sample of personnel drawn would be segregated
according to experimental group as 1) groups of trainer; subjects were measured three
times, before and after being trained to be trainers by the researcher and after
providing training to trainees and 2) groups of trainee; subjects were measured two
times, before and after being trained by the trainers.

Experimental condition
The school-based training employing school networking and meta reflection
were served as independent variables. The content of training was “school selfevaluation” which had two stages as; first, a provision of training to teachers who
would be served as trainers in the future; second, a provision of training to teachers
(trainees) by the trainers who were previously trained by the researcher. Both stages
consumed equal period of time, two months each.
The evaluative culture was served as a dependent variable. In this study, seven
factors/conditions related to the development of the evaluative culture were used. The
researcher would then study the evaluative culture considering reaction from staffs in
both objective and subjective manners such as result of works/productivity, activities,
staffs’ evaluative behavior, and evaluative aspects of norms and beliefs.

Research Instrument and Data Collection
Three research instruments used in phase 1 included the forms of the factors of
evaluative culture obtained from related documents and existing research, the forms
of evaluative culture expert’s opinion survey, and evaluative culture questionnaires.
Research instruments used in phase 2 included handbooks, training media, and
related documents, the contents of which concerned school self-evaluation, and data
collecting instruments consisting of evaluative form, record of training process, record
of training evaluation, guidelines of discourse and group discussion and survey of
opinions during the process of training and meta reflection in evaluative culture. In
addition, journal, dialogue and discussion, and self-report were also used as
supplementary research instruments.

Data Analysis
Quantitative data were analyzed using descriptive statistics, ancova and SEM
in order to validate the measurement model of the evaluative culture, and to compare
the results of the school-based training employing networking and meta reflection.

Significance of the Study and Discussion
This proposal was expected to finish by next year. Expectedly, the research results
would yield meaningful outcomes; first, an educational benefits from the development of
evaluative culture using school-based training employing school networking and the
meta reflection; second, practical benefits during the period of research when a
sample group would undergo some experiences related to training using school as a
base. The results from this study also could be applied to other areas of human
resource development. Realization of the problems and impediments arisen from
using school-based training were also an additional advantage for interested persons
to learn how to improve the process of training in the future. Once all processes
completed, schools would receive a direct benefit from evaluative culture, which
would lead to more systematic and efficient improvement
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As a time being, the researcher was conducting a pilot study within 2 schools in
Bangkok by using school-based training employing school networking and meta
reflection to develop the evaluative culture. The empirical field experiment reviewed
whether both the trained trainers and trainees developed significantly the evaluative
culture as planned.
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I. INTRODUCTION
Basic and universal education is fundamental in order to sustain and
increase economic and social development. There is a predominant notion
that school and education are important means towards achieving social
mobility and economic advancement. The knowledge and skills learned both
inside and outside a classroom are crucial in helping people attain better
employment, self-confidence, and a more concrete understanding of their
environment. In theory, as women represent half the potential for society to
develop, they should be entitled to half of the access and equal opportunity to educational resources.
However, in reality, females are one of the most vulnerable sectors of society where the lack of
education is predominant. As women have a direct impact on economic well-being, it is paramount
that discrimination is eliminated against them in terms of access and quality to education.
The United Nations (UN) is committed to fighting the battle against gender inequality and
providing universal primary education. Through many conferences, forums, and projects, the UN
desires to create a world for human improvement and clearly illustrates this notion through the
Millennium Development Goals (MDG). As these goals are ambitious, it will be extremely difficult
to achieve all eight by 2015. In addition, the United Nations Children’s Fund (UNICEF) is at the
forefront of this battle as its mission is to promote the rights and interests of both females and
children. The purpose of this paper is to illustrate that the emphasis and priority in the next decades
must be placed on girls’ education in order to reduce poverty, increase economic growth and the
standard of living, and promote a healthier family life. The first part of this paper offers an
overview of the role of the UN and UNICEF in regards to education and economic and social
development. The second and third sections analyze the current education situation and the
benefits for society for girls receiving an education. The fourth part examines the obstacles that girls
in particular face in attempting to attain an education while the fifth section explores a case study in
Bangladesh. Finally, the sixth part critically investigates the feasibility of achieving the MDGs, the
role of national and international actors, and their responsibilities.
II. EDUCATION AND ECONOMIC AND SOCIAL DEVELOPMENT IN THE
UNITED NATIONS SYSTEM
The United Nations Charter
The UN was created with the original principles of maintaining peace and security after
Word War II. Franklin D. Roosevelt envisioned a greater plan and realized that it was necessary to
address one of the root causes that could lead to the degeneration of peace and security. One root
cause was economic in nature and consequently the Economic and Social Council (ECOSOC) was
established as a principal organ in the UN charter under article 7. Its goal under article 55 is to
promote “…higher standards of living, full employment, and conditions of economic and social
progress and development.”1 ECOSOC’s role is to provide reports and recommendations to the
General Assembly and the Member States based on coordination from its 14 UN specialized
agencies, 10 functional commissions, and five regional commissions.2

1

Lawrence Ziring, Robert Riggs, and Jack Plano. The United Nations: International Organization and World Politics,
546.
2 http://www.un.org/esa/coordination/ecosoc/about.htm
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Universal Declaration of Human Rights
In addition to the creation of ECOSOC in the UN charter, the UN recognizes that human
dignity and rights are essential in the path towards achieving social progress. In 1948, the UN
adopted the Universal Declaration of Human Rights where “peoples of the United Nations…have
reaffirmed their faith in fundamental human rights, in the dignity and worth of the human person
and in the equal rights of men and women and have determined to promote social progress and
better standards of life in larger freedom.”3 In conjunction with the rights of both men and women
to promote social progress and better standards of life, article 26 states the right to an education:
•
•

Everyone has the right to education. Education shall be free, at least in the
elementary and fundamental stages. Elementary education shall be compulsory.
Education shall be directed to the full development of the human personality and to
the strengthening of respect for human rights and fundamental freedoms.4

It is important to emphasize that the UN recognizes that girls as well as boys deserve an education
as a basic human right, which is an essential element of sustainable and increased development.
World Conference on Education For All in Jomtien, Thailand 1990
Although there has been progress towards gender equality in education since 1970, the gains
have been slow and unevenly distributed among the poorest countries. Delegates from 155
countries and representatives from 150 organizations met in Jomtien, Thailand in 1990 for the
World Conference on Education for All in order to address the concerns of the unbalanced
achievement in education. The Conference identified improving access to universal quality
education by 2000 and girls’ education as urgent priorities. There was an international precedent to
acknowledge that investment in girls’ education not only would lead to a reduction in poverty, but
also would empower women to gain the necessary life skills of literacy and health preventive
measures.
World Education Forum in Dakar, Senegal 2000
Countries unfortunately did not achieve universal education by 2000 and policy makers
needed to assess the reasons behind this failure and enact a new action plan for the future. Table 1
reveals the gradual success of net enrollments in primary education where each region produced a
positive increase except for South-Eastern and Western Asia. However, the striking statistic is that
although Sub-Saharan Africa saw a positive net increase, it only raised its net enrollment to 57%. It
is clear that much more effort needs to be focused in that region.

3
4

http://www.un.org/Overview/rights.html
http://www.un.org/Overview/rights.html
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However, it is clear that
Table 1: Net enrollment ratio in primary education5
100% enrollment was not met and
Primary-level enrollees per 100 children of enrolment age
the UN realized that it had to
1990/91
1998/99
examine the quality of education Northern Africa
81.7
88.1
53.9
57.1
instead of quantitative output and Sub-Saharan Africa
Latin America and the Caribbean
86.4
94.4
how it related to development. Eastern Asia
97.7
100.4
Gender inequality and discrimination Southern Asia
72.7
79.4
92.4
90.1
came again to the forefront as one of South-Eastern Asia
Western Asia
81.0
80.2
the
explanations
of
failed Oceania
74.2
77.0
achievement at the World Education
Forum. In Dakar, 164 countries agreed to “eliminating gender disparities in primary and secondary
education by 2005 and achieving gender equality in education by 2015, with a focus on ensuring
girls’ full and equal access to and achievement in basic education of good quality.”6 The Forum was
a declaration of the international community’s recommitment to achieving universal education for all
with an emphatic focus on girls’ access.
Millennium Development Goals

Box 1: The
Millennium
Development Goals

Box 1 describes the eight goals set by the UN7 that commits the
international community to establishing the most pressing issues that face 1. Eradicate extreme
human, social, and economic development by 2015. For the first time, poverty and hunger
the MDGs have placed a quantifiable target (e.g. halve the proportion of 2. Achieve universal
people whose income is less than $1/day or reduce by 2/3 the under 5 primary education
mortality rate) within a specific time frame. Goals 2 and 3 are familiar as
they were established during the Education For All Conference in 3. Promote gender
Thailand and the World Education Forum in Dakar. Achieving universal equality and empower
primary education can only be achieved if both boys and girls have women
complete access to primary education. It can be concluded that girls’ 4. Reduce child
education is the key to achieving the MDG as each goal affects one mortality
another. If girls do not receive universal primary education, poverty and
hunger cannot be eradicated, HIV/AIDS and other disease cannot be 5. Improve maternal
combated, and child mortality cannot decrease as a girl’s education level is health
passed on to future generations.
6. Combat
The first seven goals cannot be achieved if goal 8 is taken lightly. HIV/AIDS, malaria,
There has to be a strong and determined commitment on behalf of and other diseases
governments and international organizations to develop a global
Ensure environpartnership. The global community must establish various means such as 7.
mental sustainability
increased Official Development Assistance (ODA) or debt relief to
increase countries ability to implement projects and receive loans targeted 8. Develop a global
to developing a healthy and prosperous society. Without a serious partnership
financial and moral commitment from developed and developing
countries, multinational institutions, and civil society, there is no possibility for the MDGs to be
achieved by 2015.
5

http://unstats.un.org/unsd/mi/mi_worldregn.asp
http://www.unicef.org/girlseducation/index_access.html
7 http://siteresources.worldbank.org/INTGENDER/Publications/20169280/gendermdg.pdf
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Who is UNICEF and What is its Role?
UNICEF is located within the Economic and Social Council in the UN.
It is mandated by the General Assembly “to advocate for the protection of
children’s rights, to help meet their basic needs, and to expand their opportunities
to reach their full potential.”8 As UNICEF is guided by the Convention on the
Rights of the Child, its mission is to assure that all children, including both boys
and girls realize their human right to receive a Box 2: “25 by 2005”
quality education in order to secure progress
towards economic and human development. In Focus on 25 countries that pose the greatest challenge
accordance with the principles established in to not achieving goals 2 and 3 by having:
Jomtien, Dakar, and currently the MDGs, 1. net enrollment ratio for girls of less than 70%
UNICEF is at the vanguard by making girls’ 2. a gender gap of 10% or more in primary enrollment
education a top priority by eliminating gender 3. more than 1 million girls out of school
disparity in the education system. In addition at
Dakar, UN Secretary General, Kofi Annan, initiated the UN Girls Education Initiative (UNGEI).
UNGEI brings together 13 UN units, led by UNICEF on a 10 year program to advocate to
governments the significance of girls’ education. UNICEF aspires to get more girls into school,
improve the quality of education to ensure they remain in school, and learn the necessary skills and
knowledge to empower their lives.9 This empowerment will lead to economic and social
development to fight against HIV/AIDS and the alleviation of poverty. UNICEF has identified the
reality that the MDGs of achieving universal primary education and eliminating the gender disparity
in primary and secondary education will not occur by 2015. Therefore, it has devised a strategy
known as “25 by 2005” (see box 2)10 to help vulnerable countries stay on the path towards achieving
the goals in 2015. In addition to “25 by 2005”, UNICEF takes an approach that develops strong
partnerships with local, national, and international governments, civil society, and the private sector.
The communal goal is to advocate that girls’ education remains a top concern on the agenda. Girls’
education must be addressed first before any other MDG will be successful.
III. THE BENEFITS FOR GIRLS TO RECEIVE AN EDUCATION
Current State of Girls’ Education in the World
As noted, it is easy to set an agenda that boasts high achievement expectations like the
MDGs. However, it is much more difficult to implement such strategies. The current state of girls’
education reveals these astounding statistics:
•
•

65 out of the 121 million children in the world who are not in school are girls.11
according to the World Bank, just over 100 million children are out of primary school
and 60% of them are girls.12

8

http://www.unicef.org/about/who/index_mission.html
http://www.unicef.org/girlseducation/index_3981.html
10 http://www.unicef.org/girlseducation/index_accerleration.html
11 http://www.unicef.org/girlseducation/index_bigpicture.html
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regionally 83% of all girls who do not attend school live in Sub-Saharan Africa, South
Asia, East Asia, and the Pacific.13
24 million girls in Sub-Saharan Africa were out of school in 200214
in South Asia, only 47% of secondary school aged girls are enrolled in school15
2/3 of the world’s 875 million illiterate adults are women16

It is evident that the world is facing a crisis where girls are not receiving the same
opportunity as boys to attend school. UNICEF, governments, civil society, and other institutions
must help communicate to people that girls need to attend school in order for their communities to
grow and thrive in a more prosperous manner. If gender disparity does not improve both inside and
outside the classroom, economic and social repercussions will increase and the MDGs will not be
fulfilled.
Benefits of Girls’ Education
According to UNGEI, investing in girls’ education is one of the most intelligent steps a society
can make on its way towards progress and human betterment. Investing in girls’ education
supports17:
•
•
•
•
•
•
•

real and significant reductions in national levels of poverty
increased ability of girls to protect themselves from HIV/AIDS and other diseases, sexual
violence, economic exploitation, poverty, and hunger
protection of their human rights and improved quality of life
greater participation of girls and women in leadership and decision-making roles
later marriages, smaller family size, reduced maternal mortality and healthier and better
nourished children
increased household income and resources spent on children
lasting benefits to future generations and all of society

This paper analyzes in greater depth the first two benefits of girls’ education: reduction of poverty
and its relation to economic growth and the promotion of a healthier life.
Girls’ Education and the Reduction of Poverty and Increased Economic Growth
Goal 1 of the MDGs desires to halve between 1990 and
2015 the proportion of people whose income is less than $1 a day.
This dream can only be accomplished if girls and women are
empowered and educated, which will allow them to participate in
income generating productivity and lead them towards human
progress and economic development.
http://www.1.worldbank.org/education/girlseducation/overview.asp
http://www.unicef.org/girlseducation/index_bigpicture.html
14 Ibid
15 http://www.worldbank.org/education/girlseducation/overview.asp
16 http://www.unicef.org/girlseducation/index_bigpicture.html
17 http://www.un.org/esa/coordination/ecosoc/docs/ungei/pdf
12
13
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According to the World Bank Gender and Development Group, poverty traditionally has
been defined and based on per capita income, but now is expanding to encompass issues of
empowerment, lack of opportunity, capacity, and security. Poverty cannot be viewed as economic
statistics alone and how it relates to income level. It demands to be addressed as an overall lifestyle
that can lead to tremendous suffering and hopelessness. The poor does not enjoy the same access
to education, health services, or daily basic human needs such as clean water and food as rich
people. It is known that ¼ of the world lives on less that $1/day, 1/3 lives on less than $2/day, and
½ have of the world does not have access to clean and safe drinking water.
How does poverty, education, and gender relate to one another? Education is the
mechanism by which people gain skills to become more productive in the labor market, which leads
to an increase in income and economic growth that eventually reduces a person’s poverty level.
However, women face unjust inequalities in receiving a proper education, which contributes to a
reduced income, lower productivity, and slower economic growth. Poor infrastructure in
developing societies contributes to the loss of productivity where the women have to endure the
harsh consequences of traveling unnecessary distances to find water and food instead of devoting
time to education. This unequal distribution of wealth and resources limits women’s capability to
develop and provide for their families.
Poor children are marginalized even more from access to education. In 2000, one in every
three children in developing countries did not complete five years of primary education, which is the
minimum to establish basic literacy skills.18 This lack of education and inability to read only fuels the
cycle of continued poverty and deepening inequalities in society. Figure 519 illustrates the discrepancy
of school attendance between poor and non-poor children.
One should note that approximately 18% of poor girls
between the ages of 7-18 have not attended school of any
kind in comparison to about 12% of poor boys.
Research conducted mainly by the World Bank
demonstrates the clear link of girls’ education, gender
equality, and economic growth. Girls that obtain equitable
access to education yield positive returns in greater
productivity, reduced family size, and improved health and
educational prospects for the next generation. A woman’s
status in society can determine the level of opportunity for
education, which will have a direct impact on the family’s
well-being. UNICEF has found that an educated girl is the
best way to ensure that her children will attend school, which will help put an end to the vicious
cycle of poverty. The following statistics exemplifies the urgency the international community must
take for girls to receive a quality education.
•
•
•

90 out of 150 million children ages 6-11 who are not in school are girls20
girls primary completion rate is 76% compared to boys at 85%21
women in South Asia receive on average half as many years of schooling as men22

18

http://www.unicef-icdc.org/cgi-bin/unicef/Lunga.sql?ProductID=304
http://www.unicef.org/publications/files/Eng_text.pdf
20
http://siteresources.worldbank.org/INTGENDER/Publications/20169280/gendermdg.pdf
21
http://www.unicef.org/publications/files/Eng_text.pdf
22
http://siteresources.worldbank.org/INTGENDER/Publications/20169280/gendermdg.pdf
19
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the number of girls in Sub-Saharan Africa out of school rose from 20 million in 1990 to 24
million in 200223

Therefore, it is indicative that the problems of gender inequality and access to education are
paramount in fighting the battle against poverty.
Girls Education, Health Improvements, and HIV/AIDS
According to the World Bank Gender and Development Group, there are strong statistical
links that associate female education with health. The number of grades in school that a female
completes will affect outcomes such as age of marriage, number of births, the health of her children,
and her children’s educational attainment.24 For example in Brazil, illiterate mothers have an average
of 6.5 children where as women with at least secondary schooling only have an average 2.5
children.25
Girls’ education directly impacts health where an educated mother will be better equipped to
protect her household and children
Map 1: Global Estimates of HIV and AIDS
from preventable diseases such as
as of end 2003
measles and diarrhea. In addition, a
mother who is better educated will
take her children to the doctor for
immunization shots. She will also
have the correct knowledge to
provide a healthier diet for her
children, which will decrease the
child mortality rate. In comparison
to males, investment in female
education has a greater impact on
reducing child mortality as 1-3 years
of maternal schooling will reduce
child mortality by 15% whereas
paternal schooling yields only a 6%
reduction.26 Babies born to mothers
who do not have formal education
are at least twice as likely to suffer
from malnutrition or die before age
5 than those born to mothers who
have at least completed primary school.27 An illiterate or uneducated female will not have the proper
tools to combat health risks, which only continues the cycle of poverty and decreased economic
growth.
Today over 38 million people live with the HIV/AIDS disease as of 2003 (see map 1) and
over 95% of them are in developing countries.28 Women represent almost half of the population
23

http://www.unicef.org/publications/files/Eng_text.pdf
http://siteresources.worldbank.org/INTGENDER/Publications/20169280/gendermdg.pdf
25 ibid
26 ibid
27 http://www.undp.org/mdg/mdgreportinafrica.pdf
28 http://siteresources.worldbank.org/INTGENDER/Publications/20169280/gendermdg.pdf
24
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who is infected. Girls in Sub-Saharan Africa are six times more likely to be infected with
HIV/AIDS than males with more than 2 out of 3 newly infected girls are between the ages of 1524.29 Girls that do not receive adequate education have little power to defend against the disease and
are at the greatest risk of infection. Girls are not only more vulnerable of being infected by
HIV/AIDS, but they are as vulnerable to dropping out of school. HIV/AIDS not only affects girls
directly through infection, but indirectly as they have to care for their family members who are sick
with the disease. The time spent at home as caregivers does not allow for them to go to school,
which stifles their ability to gain relevant skills for the labor force, increased productivity, or
economic development. It is evident that the relationship between HIV/AIDS and education is
significant in achieving the MDGs.
IV. OBSTACLES GIRLS FACE IN RECEIVING AN EDUCATION
As mentioned, investing in girls’ education is one of the
most important steps a country can do to bring about social and
economic development. Not only will it lead to increased GNP
and GDP and higher yields of productivity, but also women will
become empowered and gain the knowledge and skills needed
for survival in their environment. Educated girls have a higher
tendency to send their own children to school, which will help to
stop the vicious cycle of poverty and exclusion. However, when
90 million girls out of 150 million children are still not in school,
a much deeper analysis must occur to find out potential reasons for their inability to obtain what is a
fundamental human right. According to Dina Abu-Ghaida of the World Bank and Stephan Klase of
the University of Göttingen, the gender gap and the low level of girls’ performance in education are
a result of supply and demand factors and the way in which these factors interact within the social,
economic, and cultural environments. These factors are illustrated in Table 2 below.30
Table 2: Demand and Supply Side Factors in Education
Demand Side Factors

Supply Side Factors

How girls and their families respond to the kinds of schooling Availability of schools
available
Direct costs (fees, uniforms, transportation, books)
Quality of school services
Perception of value of education
How services are adapted to
the needs of the girls
Opportunity costs of education to the family
School distance
Parental education and degree of wealth
School infrastructure
Parental aspirations for their children
Curriculum content
Cultural norms regarding women’s roles
Teacher characteristics

29

http://www.1.worldbank.org/education/girlseducation/overview.asp
Nelly P. Stromquist. “Determinants of Educational Participation and Achievement of Women in the Third World: A
Review of the Evidence and a Theoretical Critique.” Review of Educational Research 59 (1989): 145.
30
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For the purpose of this paper, three significant obstacles will be discussed: family poverty, gender
discrimination in terms of cultural and societal norms, and safety concerns in terms of health and at
school.
Obstacle of Family Poverty
Family poverty is a demand side factor where the family does not have enough money to pay
for direct costs such as school books or uniforms. The consequence is clear: children do not enroll
in school. This is especially true for girls. Coupled with cultural biases, if parents only have the
choice to send one child to school, it will most likely be the boy. For example, in a study in Kenya
where school fees were implemented, parents who could not pay for all of their children chose to
have their sons instead of their daughters educated.31
In addition, parents’ aspirations remain an important factor in sending their daughters to
school. Studies have shown that the higher the income level of the family, the greater the desire and
concern for their daughters’ education. However, as money and everyday survival are at the heart of
parents’ decision making, girls’ education becomes a catch 22 situation. On one hand, girls’
education is the key to economic and social mobility, but parents who do not have the proper
income to support direct costs will not send their daughters to school. Many families view their
children as additional sources of labor and hence income. For example, a study found that girls out
of school aged 10-18 in Botswana spend between 67-71% more time involved in activities that
produced an income.32
This study demonstrates the
opportunity cost of education where girls can generate more
income for the family rather than invest their time in
educational endeavors. When people are in dire situations on
the pure basis of survival, education is not the priority.
Therefore, parents often times cannot economically justify
sending their daughters to school in the short term. This is
magnified in developing countries where unemployment is
rampant and jobs for educated women are scarce.
Obstacle of Gender Discrimination
Not only is girls’ education affected by socio-economic status and poverty, but also their lack
of attendance is exacerbated by cultural and social beliefs that perpetuate gender discriminatory
behavior. The three cultural norms to be examined are derived from both the demand and supply
side factors. They are traditional domestic roles, marriage and dowry, and gender discrimination in
the classroom.
Girls in developing countries often have to adhere to traditional beliefs that education is
depicted as irrelevant as it conflicts with accepted roles in society. Hence instead of in the
classroom, girls find themselves in domestic roles of child rearing, housekeeping, or in agricultural
work. In relation to the obstacle of family poverty, boys are regarded as a better investment for
education and girls need to take care of the household chores instead of going to school. In a study
of 1,700 parents in Pakistan, the majority felt that there were no financial gains for educating their
daughters because they feel that there are limited employment opportunities for women.33
31

Stromquist,156
Stromquist,151-152
33 Stromquist,151
32
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Therefore if family members are sick or need to be tended to, girls sacrifice their future and
educational opportunity to fulfill their role at home. In Egypt a study was conducted of 1,808
dropouts and concluded that 13% of the girls stated that illness was their reasons for dropping out
of school in comparison to only 7% of boys.34
The idea of marriage in relation to local cultural practices can determine a girl’s fate in
pursuing educational opportunities. In patriarchal societies, early marriage and a lower status of
women affect the priority of educating girls. For example in Kenya, a study conducted found that
more girls are made to repeat grades so that they are less educated than their future husbands and
parents in India wanted their daughters to withdraw from school when they observed that education
was interfering with prospects of marriage.35 In traditional societies, a bride’s dowry can affect the
level of girls’ educational attainment. Some parents feel that the less educated their daughters are,
the less educated their husbands will be and subsequently will not have to pay a high dowry amount.
Girls as young as primary school age are dropping out of school. In Karnataka, India, a study was
conducted in 62 villages and 80 schools that discovered that 2/3 of girls
left school due to dowry reasons.36
Gender discrimination can also occur within the classroom in
terms of content of curriculum and teachers’ attitudes towards male and
female students. Often times, textbooks are outdated and contain images
and stereotypes of women seen only in traditional and domestic roles.
This biased learning only propagates discriminatory attitudes and beliefs
throughout society. In addition, female representation in curriculum is
missing to which girls cannot relate and find that the education is not as
beneficial. Teachers also compound the problem where they continue to
create an insensitive school environment by favoring boys over girls. For example, a study
illustrated that when teachers believed that educating girls had less value than boys, they asked girls
fewer questions, gave them fewer responsibilities, and maintained less eye contact.37
Obstacle of Safety (School and Health)
Unfortunately as shown, many girls face unwarranted obstacles in their pursuit of education.
Another such obstacle is safety. Parents have expressed concerns over their daughters’ safety when
traveling to and from school. They are afraid of sexual violence and rape as girls are prone to be
more of a victim. If they believe that the distance is too far, the parents’ concern will cause the
withdrawal of their daughters from school. In addition to the travel concern, poor school
infrastructure as it relates to health, triggers non-attendance. The lack of separate sanitation facilities
and poor quality of water produce girls’ low attendance rates and poor achievement.
The HIV/AIDS crisis also affects the quality of the school environment because teachers
who are infected can no longer teach. This causes a lack of qualified female teachers who can serve
as role models for their students. The rapid spread of the disease can affect girls directly through
infection, which not only prevents them from completing school, but also requires the girls’
attention to care for their family members at home.

34

Ibid
Stromquist,153
36 Ibid
37 Stromquist,159
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V. CASE STUDY OF BANGLADESH
One of UNICEF’s “25 by 2005” countries is Bangladesh, located
in the northeast part of South Asia. The country suffers from
environmental pollution, overpopulation, and a weakened agriculturalbased economy. It is the world’s most densely populated country with a
little over half of the country under 15 years old and considered a least
developed country with only a per capita Gross National product of
US$370.38 Hence, Bangladesh’s education system is confronted by a severe
challenge of a youthful population and a weakened economy. The poverty
level is extremely high (44% live on less that $1 per day)39 where women
are marginalized and have little access to basic education, health services,
or clean drinking water.
Primary education is free and compulsory, but not all children have access to this education.
Only 67% (2001)40 of Bangladeshi children completed the five year primary education that
establishes basic literacy skills and approximately 1.5 million girls still are not attending school.41
This statistic needs to be remedied quickly as UNICEF and the Bangladeshi government know the
inherent benefits of girls’ education for society.
Although there have been great strides in Box 3: Bangladeshi Girls’ Education
increasing girls’ enrollments, Bangladeshi Performance
children are exposed to poor quality, which leads
to high drop out and repetition rates and low -10% never enroll
-34% drop out
attendance. (see box 3)42
UNICEF has partnered with civil society -28% complete but do not achieve the minimum
and the Bangladeshi Government to promote expected learning outcome
programs that highlight the importance of girls’ -28% complete with satisfactory achievement
education. The Bangladeshi Government has
committed itself in achieving the MDGs with particular focus of gender equality and universal
primary education. UNICEF’s main strategy is to encourage the value of a girl’s education in
relationship to economic and social advancement. The two key issues UNICEF has identified in
promoting gender equality are gender discrimination and the quality of basic education. UNICEF
attempts to break down the barrier of the cultural perception that women are perceived as less
valuable than men and girls are forced to remain in the traditional roles of society. This will be
achieved through partnerships, the promotion of women empowerment in the community, and
various projects.
The Intensive District Approach to Education (IDEAL) has been the program UNICEF has
sponsored since 1995 in order to improve the quality of girls’ primary education. It will focus on the
appropriate training of gender sensitivity of teachers and community empowerment. Its goal is to
focus on various qualitative aspects that will make the learning environment more conducive and
friendly. Up until this point, IDEAL has made great strides in making the classroom a better
38
39

http://www.unicef.org/bangladesh/overview_363.html
http://www.unicef.org/bangladesh/overview_364.html

40

http://www.unicef.org/bangladesh/overview_355.html

41

http://www.unicef.org/bangladesh/education.html
http://www.unicef.org/bangladesh/education.html
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learning environment by increasing women’s participation role in the community, which encourages
their daughters to receive an education. Teachers also have been trained to facilitate the
participation of both boys and girls in the classroom, which encourages more girls to attend and stay
in school.
VI. FEASIBILITY OF ACHIEVING THE MILLENNIUM GOALS
Economic Concerns
There has been a valiant effort on behalf of the UN to propose such
ambitious goals for the new millennium by furthering human progress and a
better tomorrow. However, it has been shown throughout this paper the
enormous challenges that lie ahead for governments and the international
community. There has been data to show that the net primary enrollment
ratios in developing countries have increased only 5 percentage points from 78
in 1990 to 83 in 2000.43 This increase signifies a real slow progress towards the
projected 2015 goal of universal access. Unless funding is available and
demand and supply factors are critically examined and reevaluated, achieving the goals of gender
parity and universal education seem slim. In order to meet the expectations of the MDGs in 2015,
expenditure on primary education will have to increase by approximately $6.9 billion per year.44 An
extra $9.1 billion per year (expressed in 1998 dollars) will be needed by developing countries to
achieve education for all by 2015.45 Sub-Saharan Africa and South Asia, who require the most need,
account for 1/5 of primary education spending while constituting for almost 60% of the global
underperformance in achieving quality universal education.46
Although each country is case specific and requires different methods and strategies of
implementation, it is clear that all countries require adequate funding in order to continue progress
towards gender equality and universal primary education. The problem for many developing nations
like those in Sub-Saharan Africa is their great need for extra education funding while simultaneously
battling a huge international debt. It was agreed by both developed and developing countries that
richer nations should provide Official Development Assistance (ODA) to poorer nations. The 0.7%
compact was created where 0.7% of GNP should be available for disbursement. Countries agreed
that poverty and inequality need to be eradicated and be replaced with sound economic
development. The problem with the 0.7% compact is that countries do not fulfill their promise as
less than 0.25% has been donated.47 In fact total aid flow to developing countries has significantly
declined from $60.6 billion in 1991 to only $49.6 billion in 2000.48
Political Concerns
As economic concerns are the main factors in establishing programs and encouraging
education for girls and their families, governments have their responsibilities as well. Even if the
http://www.unicef-icdc.org/cgi-bin/unicef/Lunga.sql?ProductID=304
Ibid
45 Ibid
46 Ibid
47 Ibid
48 http://www.unicef.org/publications/files/Eng_text.pdf
43
44
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0.7% compact were to be maintained, governments must translate that funding into tangible
education programs within their national agenda. It has been shown that most of the ODA
allocated to education has not changed despite the international declarations for universal education
at the Education For All Conference, the World Education Forum, and the Millennium
Development Goals. Spending more on external debt than on basic social services where millions
of people lack access to education, health services, and safe drinking water does not make economic
or political sense. There must be a committed political will on behalf of developing countries to
make primary education and especially primary education for girls a priority. Not only must they
agree upon the monumental importance of girls’ education, but they also must realize the reality that
girls’ education is the underlying factor that will either achieve or thwart progress towards fulfilling
the MDGs.
VII. RECOMMENDATIONS
UNICEF’s Partnerships and Civil Society
One recommendation in achieving the MDGs by 2015 is for global partnerships to be
established. It is impossible for governments, international institutions, or community members to
achieve the MDGs on separate agendas. UNICEF has recognized this sentiment along with the
social and economic benefits that education brings to girls and society. It is also instrumental in
fighting against the current social, cultural, and political barriers that thwart girls’ entrance into the
world of primary education. In conjunction with the 12 other UN agencies in the UNGEI,
UNICEF is building upon established relationships in civil society to raise awareness of the
importance of girls’ education and developing effective educational policies in order to change the
current situation for the better. It seeks to strengthen its diverse partnerships at the local, national,
regional, and international level by applying the principles of equal rights of women and children.
Civil society organizations are significant players in helping to achieve the MDGs because they are
truly aware of the local concerns and have better access to that community. UNICEF and civil
society can advocate and push governments to adopt a strong and committed national policy agenda
putting girls’ education as a top priority.
Improved Quality and Access
In order for governments and societies to achieve the desired goal of not only attaining
universal primary education, but also gender parity, they must critically examine the particular
reasons or obstacles that are preventing girls from obtaining an education. Ensuring access to
education is not enough where in the case of Bangladeshi girls, drop out and repetition rates were
high. Policy makers must look at the various qualitative aspects and social indicators rather than
pure numbers and statistics, especially as it relates to girls. UNICEF’s framework for defining
quality in education stems from external factors such as nutrition and health, the quality and safety
of the learning environment, and the quality of content in the curriculum.
Many factors such as good governance, political will, financial assistance, partnership
building, advocacy in the community, and other factors will affect the achievement level of girls’
education. Some recommendations to alleviate poverty and help defray costs for parents would be
the elimination of school fees and the persistent awareness of the benefits of girls’ education in
relation to economic and social development. More schools could be built closer to villages so that
girls and their parents feel safer when traveling to and from school. A curriculum based on the
awareness of HIV/AIDS and other diseases would help prevent the spread of the disease. In
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addition, more training for teachers is necessary to stop the gender insensitivity in teaching methods
and attitudes towards girls. Textbooks and other curricula need to be updated to not exclude
females or perpetuate traditional stereotypes.
VIII. CONCLUSION
The United Nations and UNICEF have made it abundantly clear that girls’ education is a
human right and each girl should have not only access to basic primary education, but also one of
quality. After the Education For All Conference and the World Education Forum, the UN decided
to attempt to achieve eight quantifiable goals within a certain time frame. This makes it extremely
difficult for developing countries to achieve because there are many obstacles that stand in the way
from both a local and international perspective. Girls face extreme hurdles in achieving a quality
education due to gender discrimination through cultural values, family poverty through the
economic inability to pay for school supplies, and safety concerns. The lack of financial assistance is
one of the most important if not key aspects of determining success or failure in promoting girls’
education. The lack of money to fund projects and the lack of political will, ensures the failure of all
MDGs and hence the goals of gender equality and universal primary education.
Many developing nations are struggling just to get net enrollments of girls to increase. It is
paramount that people are aware of the direct relationship between girls’ education and social and
economic development. As in the case of Bangladesh, UNICEF identified quality education as a key
issue in girls’ education. Policy makers must examine the social indicators of quality education such
as gender bias, teacher training, and community attitudes in implementing collaborative projects. It
is positive to see that some strides have been made towards the goals of universal primary education
and gender equality, but without funding, the government’s will to place girls’ education as a priority,
and the commitment and empowerment of community and family members, this idealistic dream of
human betterment will not be achieved by 2015.
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Abstract
This article illustrates how one educational leadership preparation program uses
the NASSP Assessment and Development programs to blend together the knowledge
base in educational administration with professional skill development. The aim of this
approach is to assess baseline comprehension for students, to help them acquire
professional skill, to assess their growth, to establish competent demonstration of their
knowledge and skill, and to develop a plan for future growth and success.
The Tri-College University Educational Leadership program has been active in
the assessment center project for more than 14 years. Over that period of time three
NASSP developed assessment activities have been fully integrated into the program to
provide specific checkpoints for students in their career development. We believe that
these programs set us apart from other programs by offering our students authentic
assessment with high quality feedback. Further, the data generated as a result of these
programs acts as means to assess program effectiveness against a nationally recognize
set of standards. The results of these efforts lead to Special Program Approval and
Recognition through the Educational Leadership Constituent Council which was
submitted in 2004 and approved in February of 2005.

Introduction
This article illustrates how one educational leadership preparation program uses
the NASSP Assessment and Development programs to blend together the knowledge
base in educational administration with professional skill development. The aim of this
approach is to assess baseline comprehension for students, to help them acquire
professional skills, to assess their growth, to establish competent demonstration of their
knowledge and skills, and to develop a plan for future growth and success.
The Tri-College University Educational Leadership program has been active in
the assessment center project for more than 14 years. Over that period of time three
NASSP developed assessment activities have been fully integrated into the program to

provide specific checkpoints for students in their career development. We believe that
these programs set us apart from other programs by offering our students authentic
assessment with high quality feedback. Further, the data generated as a result of these
programs acts as means to assess program effectiveness against a nationally recognized
set of standards. The results of these efforts lead to Special Program Approval and
Recognition through the Educational Leadership Constituent Council which was
submitted in 2004 and approved in February of 2005 .
The Purpose
The preparation of school principals, has long been a topic of discussion by many
groups (Achilles and Hoyle, 1991; Shipman & Murphy, 1996; Council of Chief State
School Officers, 1996). Common to all of these discussions are the questions: What
should principals know and be able to do? How should this knowledge base be
assessed? Can performance-based assessment be integrated into learning for preprofessionals and professionals and how does their preparation programs encourage ongoing professional development?
We offer that NASSP's Developmental Assessment Center program address this
need and provides a unique opportunity to integrate the skills with theory resulting in
expanded opportunities for students to learn, to demonstrate skills, to assess the skills,
and to plan for future growth. The purpose of this article is to illustrate how an
educational leadership preparation program has integrated NASSP assessment and
development programs into a comprehensive package used for student assessment and
development. The aim of this approach is to assess baseline comprehension of students
who enter the program, to help them acquire professional skills, to assess their growth,
and to require them to develop plans for future success.
NASSP’s Developmental Assessment Centers
NASSP’s Developmental Assessment Centers are based on skill sets developed
from successful practices for identifying and developing leadership potential. These skill
sets reflect the challenges of today’s principalship. In assembling the skills set, NASSP
called upon the knowledge and experience of successful practitioners in every region of

the country, including secondary school principals, assessment and development center
directors, professors of secondary school administration, and psychologists.
NASSP’s Selecting and Developing the 21st Century Principal Assessment Center is
based on a set of skill dimensions derived from the practice of successful principals by
means of an extensive job analysis. The skills that form NASSP’s Selecting and Developing
the 21st Century Principal Assessment Center reflect the original NASSP 12 skill
dimensions, the 21 domains developed by the National Professional Board for
Educational Administration (NPBEA), the Interstate School Leaders Licensure
Consortium (ISLLC) Standards for School Leaders, and the guidelines for school
administration developed by the National Council for the Accreditation of Teacher
Education (NCATE).
Background of the Program
King (1988) developed a model that set the stage for future program
development. This model, called the Reasoned Action Model of Development, is based
upon the research on and knowledge of the activities and principles of teaching that
surrounded the components of the school leadership process. The model recognizes
appropriate adult learning theory and follows a basic process. Student's basic
comprehension of knowledge and skill are identified first. Transformation of this basic
knowledge and skill is accomplished in classes or seminars were performance is
assessed and evaluated. Reflection of performance and evaluation of that performance
is used to determine new comprehension and a plan for future development is initiated.
Within this process a curriculum functions. Incorporated into the curriculum
were Skills for Successful School Administrators (Hoyle, English, & Steffy, 1985) and the
skills offered through the National Association of Secondary School Principal
Assessment Center Program (Hersey, 1977). Classes were designed to deliver the
knowledge base and develop specific skills by offering immediate application in a safe
setting, providing opportunities to practice, and reflecting upon skills learned with
suggestions for future growth. Instruction was planned to affect students and to be
affected by students. In-class experiences were planned to assist students in becoming
more aware of their own knowledge and skills by allowing for a professor-to-student
and student-to-student developmental influence of personal, value-oriented

characteristics. These two areas were combined to create acceptable academic
performance and positive participation in the planned activities. This curriculum was
revised in 1994 to reflect the NCATE requirements (Van Berkum, 1998).
Courses were developed with specific knowledge base components. Specific
personal skills were to be emphasized. Students viewed this approach positively.
Additional in-class experiences were developed to increase opportunities for students.
The Reasoned Action Model appeared to be complete. However, as course development
continued, we began to notice that the activities designed for a particular course were
impacted by learning and skills acquired from other courses. An interrelationship
among courses became evident. Therefore, we began to seek additional experiences that
would integrate learning in a setting that would increase the likelihood of the
demonstration of knowledge, apply personal skill, offer reflection, and focus on new
skill and knowledge gained. A number of questions were discussed:
•

Where does assessment fit best into the program for student learning?

•

How can we provide multiple opportunities in the program for students to
demonstrate knowledge and skill?

•

How can we improve teaching of knowledge and skills to ensure student
learning?

•

How can the Reasoned Action Model be used more effectively?

•

How can we get students to assess their own abilities and plan for future
growth?

•

How can we involve principals in this process to ensure the courses and
assessments are current and students receive practitioner feedback?

•

How can we develop a plan for on-going development once a student has
been placed in the role of a principal?

Subsequently, we began to look for integrated activities that would offer
students the opportunity to demonstrate knowledge and skills in an interdisciplinary
manner. NASSP's developmental programs offered a potential solution to address this
investigation. Several factors made the NASSP programs attractive. Each of the
programs had a pre-assessment, an application of knowledge and skills based
component, assessment, reflection, use of principals for mentoring, and a plan for

development. Table 1 presents the six NASSP developmental programs aligned to the
assessment needs of the leadership program.

Table 1: NASSP DEVELOPMENTAL PROGRAMS ALIGNED TO ASSESSMENT NEEDS OF LEADERSHIP PROGRAM
Components
DAC
Springfield
Leader 1-2-3
Let’s Talk
21st Century
Pre-Assessment

Biographic
Questionnaire
Personal Interview

Developmental
Needs of Six Skill
Dimensions

Phase One
Time Diary

Pre-seminar
assignments

Biographic
Questionnaire

Application of
Knowledge &
Skills

One-Day Center
Scholarship
In-Basket
Maxwell
Supervision
Report to the
Superintendent
Maxwell
In-Basket
Supervision Exercise

Two-Day Simulation
Role plays
In-Basket
Reports

Two-Day Workshop
Priorities
Jackson Planning
First Impression
Jackson Developing
Delegating

Three-Day Workshop
One-on-One
Small-Group
Large-Group
Conflict Resolution

Reflections
Questionnaire
Journal

Coaching of Phase
two activities

Debriefing

One-Day Center
In-Basket
Discussion
Interaction
Performance
Evaluation System
Report to the Director
Debriefing

Assessment and
Evaluation

Report based on
Integration

Bonji Foundation
Staff Meeting

Development Guide

Personal, peer and
trainer feedback and
debriefing
Developmental Plan

Report based on
Integration

Developmental
Plan
Principal
Involvement

Assessors

Peer and Mentor
Lead Simulation
Feedback
Developmental
Needs
Follow-up Session
Journal
Mentor
Role Play
Participants

Trainers

Assessors
Participants

Reflection

Staff Meeting
Phase 3
Coaches

Developmental Plan

Selected faculty trained in specific programs. Springfield was the first selected for the
program. Overall, student response was positive. They indicated that the program was
realistic. The program offered them the opportunity to apply knowledge and skills. The use of
practitioners was listed as a strength of the program. One student wrote: "I am convinced that
the constant use of the assessment skills throughout the week have heightened my awareness of
the importance of each skill. Although they may not always be exercised as fully as possible,
simple awareness of these skill has already begun to have an influence on behavior and
decisions." Due to the success of Springfield, Leader 1,2,3 was the next program implemented.
This was followed by implementation of From the Desk Of and Let's Talk.
About the time we completed this process, the national groups discussed earlier and
new licensure requirements at the state level, began to impact further development of the
program. All of the licensure boards required some form of demonstration of competence. In
addition, assessments, both pre and post, were required. Therefore, the faculty decided to
move to a portfolio- based program. The purpose of the portfolio was to monitor the growth of
the student's knowledge, skills, and attitudes and to provide a picture of the student's
development as an administrator. To ensure multiple opportunities for demonstration of
knowledge and skills, NASSP's Developmental Assessment Center (DAC) would be used to
assess basic knowledge and skills. Springfield, Leader 1,2,3, Let's Talk, and From the Desk Of
would be used to offer additional opportunities to demonstrate knowledge and skills. A final
assessment would be conducted using the 21st Century Assessment combined with the portfolio
and a reflective essay.
Pre and Post Assessments
The Developmental Assessment Center (DAC) is conduct early in the program to
measure current knowledge, skills and dispositions. DAC consist of four activities where
candidates have opportunities to demonstrate the identified skills. In the Maxwell Assistance
Team [MAT], students are directed to serve on a school assistance team to analyze a situation at
Maxwell High School and to make recommendations for improving the school. Each team
member is required to present this information to his or her school in the staff communication
exercise at the end of the program. Information about the community is provided. This
includes an overview of the community, school district and administration, high school

demographics, school staff, curriculum and instruction, student achievement, technology, cocurricular activities, and parent groups. The in-basket exercise flows from the MAT. This
exercise asks students to respond to 14 items that relate to school climate, organization and
management issues. The teacher observation exercise places students in the role of principal as
instructional leader. Each participant plans and conducts a feedback conference with a teacher.
The conference is based upon a review of a video of a teacher’s classroom instruction and
previous evaluations included in the background information. In the fourth activity, students
participate in a staff communications exercise. Here student are directed to write a letter to the
Maxwell staff communicating short-range and long-range plans to improve teaching and
learning and what is expected of the staff. This exercise requires the students to base their
communication upon the knowledge gained from the previous activities. Each of the activities
provides opportunities for participants to address the standards and indicators of the
Educational Leadership Constituency Council [ELCC]. The relationship of the assessment
center skills to the ELCC standards are in prentices. The skill dimensions are:
INTERPERSONAL SKILLS
Leadership (Standard 1, Standard 2, & Standard 3)
Sensitivity (Standard 5, Standard 6)
Motivation of Self and Others (Standard 1, Standard 2, Standard 4 & Standard 6)
ADMINISTRATIVE SKILLS
Problem Analysis (Standard 3 & Standard 6)
Judgment (Standard 5 & Standard 6)
Organizational Ability (Standard 3 & Standard 6)
COMMUNICATION SKILLS (Standards 1, Standard 2, & Standard 6)
Oral Communication
Written Communication
KNOWLEDGE OF SELF (Standard 5)
The 21st Century Assessment Center is conducted at the end of the program in lieu of a
written comprehensive examination. The one-day assessment center consists of challenging
simulations that provide a realistic preview of the principalship. The skills in this center are
linked to the ISLLC Standards. There are elementary, middle and secondary school versions of

the simulations. The assessment center participant’s experience consists of five inter-related
simulations. Participants engage in an in-basket exercise that provides context for each of the
subsequent exercises. Participants hold a conference with a teacher to discuss instructional
issues, meet with a parent to resolve parental complaints, participate in a group meeting to
discuss new design features for a district-wide teacher performance appraisal system, and write
a report to the Director of Instruction. In addition, participants supply biographical information
that is used in making developmental plans. The skill dimensions are:

Educational Leadership
Setting Instructional Direction (Standard 1 & Standard 2
Teamwork (Standard 1, Standard 3 & Standard 4
Sensitivity (Standard 1, Standard 4, Standard 5, and Standard 6)
Resolving Complex Problems
Judgment (Standard 5)
Results Orientation (Standard 3, Standard 5, & Standard 6)
Organizational Ability (Standard 3)
Communication Skills (Standards 1, Standard 2, & Standard 6)
Oral Communication
Written Communication
Development of Others (Standard 2)
Understanding Own Strengths and Weaknesses (Standard 5)

Conclusion
The purpose of this article was to illustrate how an educational leadership preparation
program has integrated NASSP's developmental and assessment programs into a
comprehensive package used for student assessment and development. The NASSP programs
address this need and offer a unique opportunity to integrate the skills with theory resulting in
expanded opportunities for students to learn, to demonstrate skills, to assess the skill, and to
plan for future growth. We hope that this presentation and paper have caused you to think

about your professional development programs. We believe that the NASSP Developmental
and Assessment programs, when offered in a comprehensive manner with other developmental
programs can increase individual assessment and development creating an on-going
recognition and desire for professional growth. The pre- and post assessments are important to
the understanding of self and development of development plans. The integrated activities are
complex and create a myriad of opportunities to engage in demonstration of knowledge and
skill. The interaction of practicing principals with aspiring principals offers unlimited
opportunities for mentoring and coaching, setting the stage for on-going professional
development.
Further, we offer that this model can be used with practicing principals. Practicing
principals should establish a basic comprehension of their knowledge and skill, design a plan
for future development, implement the plan, and then assess their professional growth so this
growth becomes continuous. NASSP developmental and assessment programs offer several
opportunities to accomplish this by being a participant, mentor, or assessor.
Finally, we have only begun to realize the potential integrated activities can have on
student growth and development. We will continue to use the Reasoned Action Model of
development for individual growth and as a process for continued program development.
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6. Abstract:
There is growing concern that our youngest children are not going off to school with the
language and early literacy skills that they need to be successful readers by grade three.
In an effort to better prepare children, many early childhood programs and teachers are
spending increased amounts of time on things like phonological and phonemic awareness
and teaching the letter-sound codes. While these are necessary pre-requisites for early
literacy, other teachers are asking, “What about the play?” Dramatic play seems to be
disappearing from our classrooms altogether, being replaced by more academic activities
that rob our children of the opportunity to initiate activities and symbolically represent
their ideas and experiences.
This paper presents a framework for understanding the strong linkages between
representational play and children’s abilities to use the printed word. Based on the work
of Piaget and Smilansky, I have outlined five stages of representational play that can be
used to assess children’s levels of symbolic thinking. Teachers who use these stages to
assess children’s play will have a better sense of when their children are “ready” for
formal reading instruction. Additionally, this paper presents ideas and suggestions for
integrating language and early literacy activities into all aspects of children’s play.

Pretend Play as a Foundation for Later Literacy Learning
Pretend Play As A Foundation for Later Literacy Learning
Roberta L. Schomburg, Ph.D.

Once the hallmark of good early childhood practice, pretend play has been
gradually disappearing from early childhood settings across the United States (Elkind,
1990, Levin, 1995; Bergen, 2000, Zigler, 2004). Possible reasons for this occurrence
include: 1) less time for play in classrooms where teachers are pressured to assure that
children are “ready for school”; 2) wide variability in the qualifications of teachers in
early childhood settings; 3) less emphasis on play in teacher preparation programs; 4)
philosophical disagreements about the importance of children’s play; and 5) the current
push toward more “intentional” early literacy instruction in the early years, with the
associated high-stakes accountability and testing requirements.
Smilansky’s pioneering work on the connections between sociodramatic play and
later academic success (Smilansky, 1968; Smilansky & Shefatya, 1990) called attention
to the important connections between symbolic play and the representation skills needed
for early literacy learning. Piaget (1962) and Vygotsky (1978) have clearly described the
theoretical connections between language, thought, and pretense. Piaget defined true
play as having the “as if” quality that we see in pretense: using a symbol (another object,
drawing, or gesture) to represent something that is not visible to the eye. Vygotsky
described pretend or representational play as being the basis of all abstract and creative
thinking. Both theorists make a case for pretense as significantly contributing to the
development of children’s thought processes. It seems odd then, that early childhood
educators would set aside play and opportunities for pretending at a time when children
seem to need more time for high-level symbolic play, rather than less time.
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Numerous researchers have cited the connections between play and early
language and literacy development (Smilansky, 1968; Smilansky & Shefatya, 1990;
Curry, 1972; Singer & Singer, 1990; Singer (1973); Bergen (2002). Because the
representational skills associated with play and literacy emerge at roughly the same age
and stage of development, it is unclear whether the connections are causative or merely
coincidental. Still, there seems to be sufficient evidence to suggest that children who
have poor symbolic play skills also have difficulties in early literacy activities (Bedrova
& Leong, 1996) and that play-based interventions are successful in improving the skills
associated with early literacy and other school readiness indicators (Singer & Singer,
2004; Smilansky, 1986, 1990).
The purpose of this paper is to describe the development of pretense (or symbolic
play) from infancy to the early school years, and to suggest that by assessing
representational play, teachers can have a better sense of whether children are ready for
formal reading programs. Without negating the role of intentional oral language and
early literacy instruction, it seems worth while to examine children's play abilities as an
indication of their ability to use symbol systems that include letters and numbers.
Children whose play skills are not yet well developed may benefit from a kindergarten or
primary program that is willing to foster development in these areas before moving the
child on to formal academic work. When a choice has to be made about moving a child
into a formal academic program or keeping the child in a play-oriented setting, an
assessment of symbolic play abilities can provide information that may help parents and
teachers to make that decision.
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Piaget (1962) describes the process of representational thinking as moving
through the following stages:
•

Actual experiences. Piaget and others cite the importance of providing an
experiential base consisting of real experiences where children can touch,
taste, see, hear, and smell the people and materials in their environment.
Children who have a rich experiential base build on those experiences as
language emerges and they try to represent them in thought and
communication.

•

Index Level. Children can recall the images, people, or experiences they
have had when the memory is triggered by an index of that event (an
indicator of existence, such as a footprint, sound, or smell).

•

Idiosyncratic Symbols. At the toddler and early preschool levels, children
begin to represent objects, people and experiences using idiosyncratic
symbols (pretend play, role-playing, and drawings) that represent people,
objects and experiences.

•

Sign Level. Preschool children gradually begin to adopt the sociallyagreed upon vocabulary, letters, and numbers that we use to signify
people, things, places, events, and ideas in our world.

This representational progression can be seen clearly in children’s pretend play.
The following stages provide a framework for observing and assessing children’s levels
of symbolic representation through play activities.
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Stage I: Sensory Exploration of Materials
In art and in writing, this is often referred to as the scribbling stage. Children
engage in the activity purely for the sensory experience. In sand or water play, children
are often caught up in the sensory “feel” of the materials with no goal or purpose in doing
anything more than feeling it. Even with manipulatives or dramatic play props, children
at this stage tend to stay at a sensory level, running pegs through their fingers, wrapping
themselves in silky dress-up clothes or banging plastic toys for the sheer joy of it.
Stage II: Sensory-motor Manipulation
During this stage, children's play is much more intentional. It is clear that children
are setting about to do something with the material: making an impression in the wet
sand, poking holes in the playdough, stacking blocks in a tower or lining them up on the
floor. While this type of play often looks like sensory play, the intentional control of the
materials to serve the child's purposes differentiates it from sensory play.
Stage III: Emerging Representational Play
During this stage, children begin to use their own private symbols to represent
objects and experiences. Sometimes, the representation is acknowledged only after the
fact, as when a child who has been rolling out the playdough suddenly exclaims, "I made
a snake." Later during this period, children state their intentions as they construct
buildings and roads with blocks, put on a hat and call themselves "mommy" or "daddy,"
or offer playdough pancakes and cookies to another child. This transitional stage is
common in three-year-old children and marks the beginning of representational thinking.
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According to Piaget, this is when true play begins. The "as-if' quality of play emerges and
children pretend the materials are something which they are not. These personal symbols
may be recognizable to observers, but often must be named or explained by the creator.
Stage IV: Thematic Representation
At this stage, representational thinking has been achieved and play materials are
used in a very intentional way, as is the adoption of a role. What is unique about this
stage is the development of a theme or storyline. Sometimes called dramatic play, this use
of materials to support pretend play takes on a variety of developmental themes:
superhero play, hospital play, restaurant play, or housekeeping play. Sometimes children
act out the roles; other times they assign roles to miniature life figures. The organization
of the story line (narrative) with a beginning, middle, and end; the ability to bring closure
to the activity; and the length of time a child can persist with a theme all give us
indications of the child's mental organization and pre-literacy skills.
Stage V: Language-Mediated Play
Once children have developed sophisticated abilities to represent roles, objects,
ideas, and feelings, they begin to substitute words for actions and materials. The spoken
word can represent one event or a chain of events such as "let's pretend we went to the
store to buy groceries and now we are back." The children did not act out any of these
events, but represented them through a commonly agreed upon symbol system: the
spoken word. As children grow in their pre-literacy skills, they begin to see that the
spoken word can be written. These seemingly arbitrary squiggles come to have symbolic
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meaning for children and can be used to represent the play experiences. Children who
have reached this level of representational play usually can make the transition to
academic activities that rely on letters and numbers to indicate experiences and actions.
One has to be cautious in making judgments about the level of a child’s
representational ability though just one or two observations. Both children and adults
enjoy sensory play from time to time and most can be observed engaging in these types
of play when bored, stressed, or exploring new materials. What is important is for the
teacher to assess whether the ability to play at a more advanced level exists. When a child
only engages in sensory play or never moves beyond the stereotypical, unconnected
Stage III role play, it should lead a teacher to question whether the child is ready to use
arbitrary symbol systems of letters and numbers to represent concepts and experiences.
(Appendices A and B contain observation and tracking forms that can be used for
recording individual child observations as well as whole-class or small group patterns
within a classroom.)
The danger in pushing children into formally structured reading activities too
early is that their play development is often cut off before language-mediated play
emerges. There is a limited amount of time in most early childhood classrooms; when
teachers feel pressured to emphasize literacy, the part of the curriculum that is often
dropped is the time that is focused on child-initiated representational play. In most
academic settings, there is very little opportunity for outward dramatic play. Even
classrooms that "allow" play often limit the play to the use of puzzles or math
manipulatives (Stage II), rather than encouraging children to select symbols that have
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personal meaning to them and to use those symbols to create their own story lines.
Creative dramatics and "acting out" stories are teacher-directed substitutions for childinitiated play that impose other people's symbols on children before encouraging them to
create their own. Piaget (1962) describes this as imitation, not play. Perhaps one of the
reasons that children with good representational skills do so well in school is that they
have progressed through all of the stages of symbolic play during the preschool years and
are ready to make the transition to the use of printed symbols. In language-mediated
play, the fantasies that children create may continue as inner dialogues and daydreams;
adults might not even be aware that the children are indeed still playing. On the other
hand, children whose symbolic play skills are still emerging may find themselves at a
disadvantage when pushed forward into adopting conventional symbols that may have
little meaning for them. This is not to say that young children do not recognize socially
agreed upon conventional signs early in development. One only has to observe how
easily a two-year old recognizes the McDonald’s sign to know that children can read
conventional symbols at a young age. And yet, we are sometimes surprised at how young
children impose their own meaning onto those conventional symbols….or see something
else altogether. For instance, many toddlers focus on the arrow imbedded in the FED EX
sign rather than seeing the letters that we adults perceive.
What can early childhood educators do to bring play back into their classrooms?
The first step is for preschool teachers to evaluate their play curriculum to determine
whether children are being encouraged to move into symbolic play. One teacher of fouryear-olds complained that her children were using the water toys to spray each other and
splash around. When she looked at where four-year-olds should be in representational
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play, she decided to remove the spray bottles, tubes, and funnels for a time, and to replace
them with boats, sharks, and miniature life toys. The children very quickly channeled
their aggressive play into story plots that had to do with sharks and danger, rescue and
fantasy. The sensory play was enjoyable but out-of-bounds. The symbolic play emerged
as an age-appropriate way to represent aggressive urges. . . and it stayed within bounds.
What this teacher may not have realized is that her play facilitation was also helping her
children become more "ready" for school and for later academic activities. By making
this connection, early childhood specialists can help parents and teachers begin to value
pretend play as an essential part of the curriculum.
Appendices A and B provide observation and tracking forms for teachers to use as
they observe the play in their classrooms. Appendix A is best used for observation of the
pretend play abilities of an individual child. Appendix B can be used to document play
skills across the early childhood curriculum areas for one particular child, or to assess the
level of play in a classroom. Sometimes examination of the whole group’s play skills
will surface environmental or curriculum changes that need to take place.
Some early childhood professionals ask, “What if my children are not playing at
all?” With time for pretend play being limited, many children may not have the play
skills necessary to sustain pretend play without facilitation from the adults in their
environments. Here are some things that teachers and parents can do to encourage the
development of pretense in the early years:
•

Set aside time and space for children’s play.
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•

Observe children at play without interrupting or imposing an adult perspective on
their play.

•

Facilitate conflicts or “stalled” play by quickly intervening and then moving back
out of the play.

•

Avoid interrupting children’s play by asking them to stop and complete routine
activities (toothbrushing) or teacher-directed activities (making a Mother’s Day
card). To show respect for the play, adults should wait until the play comes to an
end.

•

Show children that you value the play by asking them to talk about their
pretending or recalling what they did when you summarize the day’s events or
talk with parents.

•

Continually assess the play environment and the play abilities of the children to
assure that children are moving forward in their pretense abilities, rather than
simply engaging in low-levels of chaotic “free” play, or a series of play activities
that are purely sensory and exploratory.

From a policy perspective, advocates must be more outspoken and lobby for inclusion
of play in early childhood classrooms. Educators and policy makers should encourage
schools to incorporate play activities into the curriculum, making it clear that there is an
academic pay-off for doing so. Increasingly, educators report that children are entering
schools without having had rich play experiences at the sensory, manipulative, and early
symbolic levels. These children are at a distinct disadvantage when being asked to move
into academic activities that rely on manipulation of symbol systems. Bergen (2002) and
others have called for more research on the connections between high quality children’s
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play and later academic success. To accomplish this, there must be a place for pretence
in programs and classrooms for young children, where teachers and researchers can study
the connections.
Additionally, early childhood teacher educators must make a commitment to
incorporating the theory and practice of using pretend play as a curricular tool into their
teacher preparation programs. Far too many early childhood teachers are entering the
field without an understanding of the role of children’s play in development in general,
and in cognitive and literacy development specifically. Additionally, many teachers do
not have the facilitative skills needed to support children’s growing ability to makebelieve. There need to be model early childhood classrooms where students and
practicing teachers can observe children at play and where they can observe skilled and
professional teachers who value and facilitate pretense in their classrooms.

(See attached files for Appendix A and Appendix B.)
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Appendix A
Observational Description
Stage
Exploratory Play

Description of what the child is doing

Manipulative Play

Level 1
Representational
Play

Level 2
Representational
Play

Level 3 LanguageMediated Play
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Play Material
Art Materials
Graphic

Collage

Sculpture

Sensory
Sand
Water

Playdough

STAGES OF SYMBOLIC REPRESENTATION IN PLAY
Exploration

Manipulation

Representation I

Thematic Play

Language-Mediated

Pretend Play as a Foundation for Later Literacy Learning

Blocks
Large Hollow
Unit Blocks
Constructive
Woodworking
Table Blocks

Dramatic Play

Role Play

Miniature Life
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Abstract
Dr. Claudia V. Schrader
Department of Education
Medgar Evers College of the City University of New York
Pedagogy and Prose: Lesson Planning for the 21st Century
Despite emphasis on the development, implementation, and assessment of lessons in
teacher education programs, once in service and under the demands of the first year of teaching,
teachers rarely engage in lesson planning in their practice. It is within this context, that the
Education Department at Medgar Evers College revisited the role of lesson planning in its
curriculum and in the process, developed a new approach (characterized by the use of writing to
promote critical thinking (Bean, 2001) and active learning for teacher-candidates)to an ancient
practice that promises to promote the scholarship of teacher-candidates as they prepare to
become successful and teachers. The workshop will consist of a brief overview of the lesson
planning framework used at Medgar Evers College (MEC) and its outcomes as demonstrated by
exemplars of candidate work. The majority of the session will be dedicated to actively engaging
participants in developing lessons using the MEC framework. The workshop will conclude with
discussion about the participants’ experiences developing lessons using the framework and the
implications for the field.
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c. Abstract:
This poster session provides information for higher education faculty and
faculty development professionals about a free on-line resource entitled
Facultyware®. As a result of funding from two federal grants, this web site
has been developed to support faculty at two-year and four-year colleges
in providing instruction that is more inclusive of students with disabilities
and other diverse learners. The poster session will highlight major features
of the web site including resources, examples of the site's instructional
freeware, the on-line juried review process for selection of instructional
products for the web site, and the underlying conceptual framework,
Universal Design for Instruction.
http://www.facultyware.uconn.edu
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This research project centered on the vital role of self-reflection in the art and
profession of teaching. One of the most documented criticisms of those in the teaching
profession is the lack of awareness of the underlying presuppositions which govern our
teaching profession and performance. In this study, we examined the student’s selfawareness in their role as an educator. By a considerable survey instrument, we sought to
discover how the student understands their role vis-à-vis the stated expectations of the
educational system within which they function. By examining their own self-reflection
and observing their actions and interactions via video performances in the classroom, we
were able to measure in a fairly quantifiable manner the degree to which they were
consciously instructing their students in concert with the presuppositions on which they
claimed to be relying.
A reading of relevant literature seemed to indicate a correlation between the
popular and appropriate notion of critical thinking and that of self-evaluation. It is but a
step from reflecting on why one believes a particular set of assumptions to discerning
whether or not those assumptions are being lived out in practice. Rather than assume that
such a bridge is automatic between belief and behavior, this study sought to determine
ways for achieving a closer alliance between the two. In order to teach with purpose, one
should be able to draw associations between the assumptions on which they build their
teaching career and the specific demonstrable activities which relate back to the assumed
beliefs. Otherwise the teaching might at best veer off into random educational activities
with no coherent sense of purpose or at worst fall into a pattern of rote with no effort
being made to affect the core values of the learner.

It was my hope to move the ball a bit with regard to the application of the notion
of critical thinking and analysis to the profession of teaching. Per se, there needs to be a
flurry of studies in this area in order to move students toward a sense of intentionality in
their teaching experience. Rather than pursue a teaching career based on an assumed or
real model, the student was called to discover his or her own path and the most effective
means by which to apply gifts and talents in the art of teaching.
The focus on the dispositions of the teachers seemed to suggest that truly
successful teaching happens by intentionality. This study sought to discover whether
reflective analysis is a significant vector in the classroom. This study has potential
implications not only for teacher education students but also for a broader based
application for training across multiple disciplines.
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ABSTRACT:
This work in progress sets out to research three conceptual dimensions[and their
relationship] suitable for the core mission and role of Centres for Higher Education in
Universities in three countries during a period of turbulent times. The research project
will be done in five stages and focus on three major factors, mission, structure and
activities of Centres
1. Stage 1 – Test Dimensions
Interview directors of Higher Education Centres in three countries for face validity of
the conceptual dimensions, to establish face validity and comprehensiveness.
2. Stage Two - Pilot Interviews
Two directors of Centres in three countries will be interviewed on the suitability of
the models for their university. Part of the discussion at the conference will focus on
the results of this and the preceding stage.
3. Stage Three – Discussion at 4th Annual Hawaii International Conference on
Education
This discussion will take place during a Work in Progress Session, we will discuss
with interested parties on the suitability of the dimensions and their suggestions for
improvements.

4.Stage Four
The final stage, conduct a survey and interview a larger sample, will be conducted in
2006. This will include the gathering of information about the mission, structure and
activities of the centres and the effect these have had on the university.
5.Stage Five
Final report made at the 5th Annual Hawaii International Conference on Education.
This report will include the results of the survey and interviews and a comparison of
the results of an earlier research project conducted in 1992.
The impetus for this study arose out of a request to the authors, as consultants, to
work with Institutions of Higher Education in Northern China to consider the
establishment of Centres for the Study of Higher Education and their possible future
development. An International Conference was held in China in early 2005 on the
topic of role and function of Centres for the Study of Higher Education. Presentations
about centres were made from the perspective of institutions in China, Australia, the
US and Russia. Feedback from the participants and follow up discussions indicated
that there were indeed three dimensions for such centres. From this experience and in
discussion the current study was designed.
The three dimensions were entitled:
1. The service dimension
2. The academic dimension
3. The consultant dimension
These are consistent with Professor Craig McInnis at Melbourne University [CV
McInnis] identification of three models for centres.
In summary:
The centre with a ‘service dimensions’, involves tasks such as, staff development,
mentoring, supervision, committee work, planning work, and writing policy. Some
centres are limited to teaching and learning services while other added administrative
policy to their services portfolio.
The centre with an ‘academic dimension’ involves, formal degrees including masters
and doctoral programs, research programs, and research conferences and seminars.
The centre with a ‘consultant dimension’ involves a clear congruent centre mission,
providing individual consultation, a research agenda, a national and international
reputation, and conducting studies for the host institution and in the tradition of the
western public service providing ‘fearless’ advice to the institution based on evidence.
This advice function is also applied to national and international bodies such as
universities and governments.

A total of four staff was interviewed for purposes of adding face validity to the three
dimensions and for phase 1 and 2 of the study.
Some questions explored with each director/staff member:
Which dimension best describes your centre?

Are these three dimensions realistic?
Do centres exhibit all or some characteristics of the three dimensions but one is
emphasised?
In you opinion, Is there a preferred dimension for such Centres? Why?
Can Centres change from one dimension to another?
Is there a development cycle that centres go through and what is the sequence?
What is the mission of your centre? Has the mission changed over time?
Describe how your centre is structured and how it is embedded in the total university
organization.
Give some examples of the activities you have conducted over the past several years.
What are the major issues facing your university?
Has your centre been involved in researching these issues?
When was your centre established?
How is your centre staffed?
How is your centre funded?
Does your centre have published materials, annual reports, research reports that you
could share?
NOTE.
1. As each centre is embedded in a total university organisation with various
degrees of formal autonomy as well as informal autonomy, it was necessary to
develop a contextual map for each university centre in the pilot study.
2. Questions to be explored were based on, the physical structure of the centre,
their place in the university structure, reporting protocol to the administration,
faculties, departments, and the president’s/vice-chancellor’s office.
3. The presentation will include a summary of the response to the questions from
the pilot interviews
From the initial interviews several issues were commonly raised amongst the
interviewees.
1. Higher Education centres are susceptible to re-establishment, restructuring or
elimination in turbulent times.
2. The mission or the dimensions of a centre may or may not always be aligned
with the mission of the institution.
3. The dimensions of some centre are stand-alone while others require other
dimension to be present or to be integrated with other dimensions
4. Across the three dimensions issues such as international focus, leadership,
funding arrangements, and administrative control assist in shaping the overall
function and character of each centre.
5. The reputation of the centre, locally, nationally and internationally maybe a
key characteristic of successful centres?

6. Additional dimensions such as organizational change, resource development,
evaluation and assessment may need to be added to one or more of the
dimensions given the current transformation that institutions are experiencing.
7. The use of advisory boards or councils maybe an important factor for centre
operations and sustainability.
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Abstract: AN INTRODUCTION TO A DIFFERENTIATED PROCESS OF CHOOOSING APPROPRIATE
BEHAVIORAL INTERVENTIONS
Historically schools have responded to student disruption and /or anti social behavior by imposing sanctions or
punishments as a means of suppressing behavior. This has not proven effective. There has been little study given to
how to determine what individualized intervention strategies would tend to be most effective in stopping and
improving behavior as part of a process based on individual differences.
This paper proposes a systematic process for determining the causes of misbehavior, the purpose of certain
behaviors and a conceptual framework for determining intervention strategies that have the most potential for
success. And provides a graduated methodology for improving long term behavior.
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AN INTRODUCTION TO A DIFFERENTIATED PROCESS
OF CHOOSING APPROPRIATE BEHAVIORAL INTERVENTION STRATEGIES

Inappropriate behavior is one of the most pressing issues facing today's schools (Nelson, 1996), and
teachers at all grade levels are experiencing escalating levels of disruptive behavior in their classrooms (Gable, et al.
1998).
Ensuring a classroom environment conducive to learning has been a persistent challenge especially given
the current social climate in the United States (Maag, 1998). There is increased concern with the incidences of
school violence such as occurred at Columbine High School. (Gable & Van Acher, 2000). Historically, classroom
teachers and school administrators have not felt equipped to handle students whose behavior problems disrupts the
educational environment (Heflin Boreson, Grossman, Hurtter, & Ilgen 1993)
Traditionally schools have responded to student disruption or anti-social behavior by imposing sanctions as
a means of suppressing problem behavior. The practice of using sanctions and punishment as the only intervention
approaches to maintaining safe and orderly environments have not proven effective. (Gable, Quinn, Rutherford,
Howll, & Hoffman, 1998) This paper acknowledges discipline as a continuing problem and utilizes the mandates of
the federal law Individuals with Disabilities Educational Act (IDEA) in proposing a theoretical and practical model
for assessing behavioral problems and providing a systemic model for intervention.
The 1997 Amendments to IDEA, the federal law mandating educational opportunity for student with
disabilities, recognizes that it is necessary to provide an environment conducive to the education of all students
including those with disabilities. IDEA has mandated that the relationship between behavior and learning be
determined with corresponding strategies implemented in an effort to increase appropriate behavior and/or academic
success. In addition, school personnel have a responsibility to balance the special education needs of children and to
provide a safe learning environment for all students.
The IDEA amendments are very explicit in addressing the behavioral problems of students with disabilities.
Section 1414 of IDEA requires that a team should explore the need for strategies and support systems to address any
behavior that may impede the learning of the child with a disability or the learning of his or her peers.
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Students with unusually challenging behaviors account for about 7-9% of the school population, (Gable, et
al. 1998). In the past Special Educators provided classroom instruction to students with behavioral difficulties. With
the advent of the Special Education law over 25 years ago (eg. PL94-142), the responsibility to educate students
with challenging behavior has been broadened to include a variety of learning environments due to the interpretation
of the least restrictive placement requirement. Inclusionary approaches are increasingly used by school personnel
with the goal of maintaining all children with disabilities within regular classrooms. This change has meant an
increased emphasis not only on teaching the student with disabilities but in how we assess their needs. (Quinn,
Gable, Rutherford, Nelson, & Howell 1998) The multi disciplinary team approach mandated in the law establishes a
process to develop more complex and intrusive kinds of interventions (Conroy, Clark, Fox, & Gable 2000). These
interventions occur as part of functional assessments to determine the degree of severity of the behavior, the cause
of the difficulty, and the corresponding appropriate strategies to resolve the difficulties as mandated by the IDEA
amendments of 1997.
Functional assessment incorporates a variety of techniques to diagnose the causes of behavior and
academic difficulties and to identify interventions that professionals on the multi-disciplinary team believe have a
high propensity for success. (Arroyo, Gable, & Selig, 2000) The functions of behavior are not usually considered
appropriate or inappropriate, it is the behavior itself which is determined to be appropriate or inappropriate and
which becomes the target of the intervention. Getting high grades or acting out may serve the same function in
order for a child to get adult attention. One method of getting attention is considered appropriate and one is not. If
an IEP team determines through a functional assessment analysis that acting out interferes with the students
opportunity to be successful they can develop a plan that will teach the student more appropriate behaviors and will
fulfill the student's desire for attention.
A functional assessment is to identify the underlying causes of behavior and will take many forms. While
IDEA advises a functional behavioral assessment approach to identify specific contributors to behavior it does not
require or suggest specific techniques or strategies to use when assessing behavior. (Quinn, Gable, Rutherford, &
Howell, 1998) Generally a functional assessment will include, based on our review of the various assessments,
some form of the following:
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1.

Operationally define the behavior. This requires the team to pinpoint the behavior causing learning or
behavior problems. This requires that the behavior be defined in concrete terms.

2.

Try to determine the purpose of the behavior. People engage in behaviors for a variety of reasons and
it is entirely possible that one student's inappropriate behavior while exactly the same as another
student has an entirely different motive for engaging in the behavior and will need a different
intervention strategy.

3.

Determine if the problem is the result of skill deficits or performance deficits. Many students lack the
prerequisite skill to be successful in a classroom situation and cover that inability by engaging in other
behaviors that are inappropriate, but take the focus off the student’s inability to handle the classroom
work.

The need exists for a conceptual framework for that leads to a systematic process for determining intervention
strategies to increase the behavioral and academic success of the students with disabilities.
The purpose of this paper is to provide a conceptual framework to perform functional assessment and to
generate appropriate strategies to replace the current system of best guesses when choosing strategies. The Theory
of Reasoned Action (Fishbein &Ajzen, 1980) and the Levels of Motivation developed by Selig and Arroyo (in
1996) offer a significant step in the right direction and should lend further sophistication to what is now a relatively
primitive way of determining a course of action. We will combine the Theory of Reasoned Action with the Levels
of Motivation to provide a systematic process to determine the reasons for behavior and to establish strategies that
have a high potential for success.
The Theory of Reasoned Action (Ajzen & Fishbein, 1975) predicts behavior based on the assumption that
human beings are quite rational and make systematic use of the information available to them. Ajzen and Fishbein
argue that people consider the implications of their actions before they engage in them. A person’s intention is a
function of two factors: one is personal in nature and is the person’s attitude toward the behavior. The attitude
toward behavior simply refers to the person’s judgment that performing the behavior is good or bad for that person.
The other factor related to a person’s intent is the person’s perception of the social pressure (normative) put on the
individual to perform or not to perform the behavior. Generally speaking an individual will intend to perform a
behavior when they evaluate it positively and when they believe that others important to them think they should
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perform the behavior. The key in predicting what they ensuing behavior will be is the relative importance of the
attitudinal and the normative factors as determinants of behavior.
The Theory of Reasoned Action does not include many determinates of behavior such as personality, sex,
social class, etc. in predicting behavioral intention. Ajzen and Fishbein (1975) acknowledge that other factors are
related to behavioral intention but they do not consider those factors integral to the theory and consider them
external variables. External variables will have an effect on behavior only to the extent that it influences the
determinates (or functions) of that behavior. Certainly knowledge of external variables can enhance understanding
of a given behavioral phenomenon. The theory deals mainly with those factors that intervene between external
variables and behavior. The validity of the theory depends not on support for hypotheses concerning the effects of
external variables but on empirical support for the relationships of the two determinates of attitude and social
pressure.
The Theory of Reasoned Action has not been researched with a school aged population. It has been
researched extensively with adults and has been validated regularly over a period of fifty years. While an extensive
review of the literature did not yield any studies conducted on a school age population it is reasonable to assume,
given the extensiveness of the research and the nature of the theory that the same constructs would hold true with
students as well as adults
Students who have behavior problems are likely to make judgements based on the two determinates of
Attitude toward a behavior and social pressure just as does the rest of society. The issue faced by students with
behavior problems is that many of their attitudes regarding whether a behavior would result in a positive outcome is
based on:
1.

A lack of knowledge of appropriate behavior

2.

Lack of Pro-social skills

3.

Inability to think and respond beyond an initial emotional reaction.

These deficiencies result in behaviorally disordered students having defective attitudes toward a behavior and
deficient understandings of social acceptability. (Cox & Gunn, 1980) The combination of the two result in
behaviorally disordered students often being described as self absorbed.
An example of the Theory of Reasoned Action in a school setting with a behaviorally disordered
student would be how the student arrives at a decision to steal an object from the classroom. If the student

5

determines that stealing the object would achieve his or her goal of obtaining the object then the student
must determine if that strategy will be acceptable to those who are influential in the student's life. The
student weighs the impact of the action, stealing the object based on two factors: 1. Will it meet my needs
and result in a positive outcome, and 2. Will it be acceptable to other people of significance. If the
attitudinal perception that stealing is an appropriate path is stronger than the social pressure to avoid
stealing the student may choose to steal the object. If the influence of the social pressure is stronger, the
student may decide to find another way to obtain the object or may decide that the social factors are so
strong that they preclude the student from continuing to consider the theft. Behavioral intention according
to the Theory of Reasoned Action is determined by the relative importance of the two determinates and the
assessment the student makes in determining whether to engage in a behavior (Ajzen & Fishbein, 1980).
Behavioral problems are a result of students not following the accepted norms of a school or
community setting. Application of the Theory of Reasoned Action in a school setting assumes that the
social pressure determinates are the prevailing norms of the school. Students choose to engage in behavior
based upon their own personal attitudes toward that behavior and the degree of influence they feel from the
social norm of the school. Sometimes the two are complimentary. Behaviorally disordered students are
influenced more by errant personal attitudes toward a behavior and less by the social norms of a school or
institution.
Teachers are able to determine if behavior is primarily influenced by personal attitude toward a
behavior or by the social pressure of a particular normative group (e.g., peers, teachers). They understand
that the two determinates represent a continuum of intention. Additionally there is mounting evidence to
conclude that students engage in certain inappropriate behaviors to serve one of five functions. It is helpful
for professionals to understand the following functions that are useful in determining the purpose behind a
behavior (Gable, Sugai, Lewis, Nelson, Cheney, Safran, & Safran [1998]):
1. Access attention from adults, peers, or both (Lewis, Sugai, 1996b).
2.

Access internal or external stimulation ( O'neil, Horner, Albin, Storey,& Sprague,1990).

3.

Avoid interaction with adults, peers, or both (Shores, Gunter, Denny, & Jack, 1993).

4.

Avoid tasks or responsibilities (Dunlap et al., 1993; Hendrickson, Gable, Novak, & Peck, 1996).

5.

Access tangible objects or preferred activities (Lewis, Sugui, 1966b).
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Knowing the functions students use to achieve their aims, allows for more precise understanding of why behaviors
occur and begins to provide some understanding as to why certain strategies might be effective.
The Theory of Reasoned action and the evidence of why inappropriate behavior occurs is too general to use
in determining specific strategies for intervention, but if combined with the Levels of Motivation construct (Selig,
Arroyo 1996) it can be used to determine intention, resulting behavior, and effective strategies for behavioral
improvement.
Selig and Arroyo (1996) developed a levels of motivation system for understanding behavior similar to the
Theory of Reasoned Action. Levels of Motivation outlines four stages that a person passes through on the way to
more productive and socially appropriate decisions. The four stages are:
1.

The self absorbed stage This stage is primarily an egocentric stage where the individual
engages in those behaviors that they believe meet their needs and desires with little thought
and/or understanding given to how that will impact others.

2.

The approval stage: This stage is still very egocentric but includes a need to be approved by
those in authority resulting in a greater consideration of others in choosing behavior and
greater adherence to following accepted school norms.

3.

The interpersonal stage: This stage is reflected by an adherence to established norms and
standards and a desire to be seen as a participating member of the group.

4.

The others oriented stage: This stage reflects an individual who is able to step outside their
own needs and desires and chooses to behave in a manner that will create an ideal and just
environment

This theory of behavior is adapted from Maslows hierarchy of needs (Maslow1968) and has been utilized
extensively by Selig and Arroyo in field testing their Discipline strategies. The results, although primarily narrative
in nature, are highly supportive of their theory. They have trained hundreds of teachers in the method and the
reports indicate that by using the assessment instruments to determine motivational levels and by implementing the
accompanying strategies they have been on average 80% successful on the first intervention and an additional 10%
more on the second intervention they report that about 5% of students do not respond to their system.
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The Theory of Reasoned Action and the Levels of Motivation can be blended together since both balance
personal attitudes with those attitudes influenced or dependent upon social norms as a means of determining
behavioral intention. Levels of Motivation provides a method to determine where a student is along a continuum
and suggests appropriate discipline strategies to accompany the stage of the continuum. (Figure 1)

Personal - self absorbed - approval stage - interpersonal loyalty stage - others oriented stage - Normative
There is a presumption in Selig and Arroyo's theory (1996) that behavior progresses in terms of
appropriateness along the continuum. In reality there may be instances when it is appropriate for students to behave
in a way that is not consistent with the norm of the school. For example a student who is being bullied by a student
may have the need to act in a non-normative way to avoid being beaten. In general students engage in more
appropriate behavior the further they are along the continuum.
The characteristics of the four levels enable one to determine from behavior exhibited the motivational
level of functioning. Motivational levels may vary depending on the situation and the student’s ability to feel
competent in the setting. Selig and Arroyo (1996) identify the following characteristics: (Figure 2)

SELF ABSORBED
1.often responds from and
an egocentric perspective
2. Attempts to operate
autonomously
3. Requires immediate
gratification
4. Has difficulty with
perseverance

APPROVAL ORIENTED
1. Desires frequent approval
particularly from authority
figures
2. Show sign of practicing
behavioral constraint

INTERPERSONAL LOYALTY
1. Accepting of rules and
responsibilities

OTHERS ORIENTED
1. Encourages and serves concern
for others

2. Judges others on the basis of
what is right and wrong

3. Demonstrates some ability
to balance personal needs
with group needs
4. Interest often maintained
by social rewards

3. Strives for competence within a
social context

2. Has a strong sense of self
control, patience, perseverance,
initiative and resilience
3. Demonstrates an obligation to
his group or class without
expectations of reciprocity

4. Seeks approval by earning
respect for accomplishments and
good behavior from peers and
significant adults

Teaching strategies have been developed for each of the four stages to assist in determining helpful strategies when
a skill issue is involved: (Figure 4)

SELF ABSORBED

APPROVAL ORIENTED

INTERPERSONAL LOYALTY
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OTHERS ORIENTED

1. Supervise closely and
provide continual guidance

1. Provide opportunities for
recognition

1. Emphasize student's goals and
aspirations

1. Supervise minimally

2. Define expectations
clearly and precisely :
limit alternatives
3. Provide tangible
rewards for achievement
4. Clarify and explain
goals frequently

2. Praise and encourage
achievement promptly

2. Encourage cooperative problem
solving activities and group
activities
3. Provide less correction and more
information
4. Communicate personal respect,
validate student ideas and thoughts

2. Set goals cooperatively

3. Provide moderate
supervision
4. Communicate need for
improvement not perfection

5. Teach the skills needed
to master new materials in
small steps or units with
specific deadlines

5. Allow input about rules and
expectations

3. Present problems and
elicit solutions
4. Engage in discussions
regarding validity of values
and standards
5. When correction is
necessary allow student to
devise a solution and a
means of remedy

Teachers need to be able to choose from a variety of intervention strategies. (Charles1981; Curwin
&Mendler1988; Jones & Jones 1986; Wolfgang and Glickman 1986) Authorities recommend a variety of
approaches from a counseling approach to a behavior modification approach, whereas others require a more logical
problem-solving orientation. Still others use approaches involving rules reward and punishments. (Charles, 1981;
Harris & Associates, 1993) Selig and Arroyo (1996) included over forty intervention strategies in their system. The
current practice of a best guess strategy in choosing intervention calls out for a more systematic approach in
determining intervention strategies. The Selig, Arroyo system provides such a methodology. The strategies
recommended have been categorized according to their degree of intrusiveness in the classroom setting. The more
intrusive strategies are utilized for students who exhibit the lowest levels of motivation and the least intrusive are
recommended for the higher levels of motivation. For the purpose of this paper only five strategies have been
selected for each level of intervention. The least intrusive strategies are usually found as standard operating
procedure in successful classrooms.

PREVENTIVE
STRATEGIES
1. Ignoring behavior
2. Asking adult questions
3. Probing for valued

LIMIT SETTING

REINFORCEMENT OF LIMITS

CONTROLLING
STRATEGIES
1. Isolation within the
classroom

1. Disguising directives

1. Stopping and redirecting

2. Describing misbehavior as
it occurs
3. Reflecting verbal
responses

2. Asking what questions

2. Time out

3. Token rewards

3. Requiring a plan for
improvement
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4. Introducing role models

4. Student self monitoring

4. Charting progress

5. Nonverbal
communication

5. Probing for motives

5. Using written contracts

4. Deducting points for
misbehavior

Implementation of The Theory of Reasoned action and the Levels of Motivation theory begins with the functional
assessment Utilization of the blended theories enables the multi-disciplinary team to make a judgement as to the
reason for the behavior of the student and the level on which a student is operating. The team is then able to select a
number of appropriate strategies from the list provided and to establish a plan of implementation.
The choice of strategies is narrowed substantially by matching strategies proven to be successful with
certain levels of motivation. The selection success of strategies within a level is increased further if careful attention
has been given the function that the inappropriate behavior serves.
CASE STUDY
Tony is a very large sixth grader who has been referred for evaluation to the multidisciplinary team for
oppositional behavior toward the teacher. He refuses to do work and when directed to do so will often have a
temper tantrum and will at times become physical with the teacher.
The team conducted a functional assessment of Tony and concluded that Tony's behavioral intention in
being defiant was to avoid work that he was unable to do and his behavior itself was in the lower end of the
subjective continuum. Based on completion of a level of motivation checklist it seemed that Tony was functioning
at level one in the classroom (self absorbed). It was also noted that Tony performed at level two when he was in
other settings such as physical education.
The team recommended strategies that they thought would be effective for what they termed as defiant
behavior at the self absorbed level. They recommended that the teacher use the strategy of deducting points for
misbehavior and that Tony be given additional assistance in the area of reading particularly in comprehension skills
which were identified as being very weak. The strategy of deducting points was structured to give Tony four tickets
at the beginning of the class. If he demonstrated respectful behavior during class and the tutoring sessions he would
keep his tickets but he would lose tickets for each incident of misbehavior during the class. Tony was able to use his
tickets to purchase things at the class store on a daily basis or at the end of the week if he chose. The team decided
upon the deducting points strategy since it started Tony off with what he needed to gear his attitude toward the
behavior of cooperating with academic instruction as having a positive outcome.
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The team recommended that if after a two week trial period the strategy did not appear to be working the
teacher supplies a time out for Tony to complete a plan. The team suggested to the teacher that if the strategy was
successful she consider combining charting of progress along with the ticket system and then if the combination of
the two continued to have success to consider establishing a system of self-monitoring which is less intrusive and is
representative of behavior at the interpersonal loyalty stage. Using the Theory of Reasoned Action parlance, the
team would be moving Tony to a more balanced intention or function between seeing the cooperative behavior as
having personal benefit as well as social rewards.
The case study represents one example of how the system can be used as part of the multi-disciplinary team
approach. As part of the functional assessment it is important to determine at what level a student is functioning and
to determine strategies that will have a high probability of success (Selig, and Arroyo1996). It is likely that more
than one strategy will work for any given problem (Cohen and Lynch 1991). Generating a number of strategies
assists in identifying instructional, organizational, and environmental modifications because a frame work for
thought and action has been established (Arllen, Gable and Hendrickson 1996).
CONCLUSION
Differentialing procedures for intervention is an important aspect in the effective functioning of Multidisciplinary teams. Teachers will continue to be frustrated if the recommendations from multi-disciplinary teams
are simply drawn from a one size fits all "grab bag" of strategies to confront behavior problems (Gable, Sugai,
Lewis, Nelson, Cheney, Safran, & Safran). This article has attempted to present a Theory of Reasoned action
combined with levels of motivation that leads to effective behavioral programming based on a differentiated process
of choosing intervention strategies.
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Abstract
Surrogates: Coping Strategies and Innovative Teaching Techniques in
a Poverty-stricken Community. A Case Study of Camp Lapu-lapu
Elementary School, Cebu City, Philippines
Teaching, aside from its intellectual demands, is an emotional practice. In a public
elementary school in the Philippines, interacting with many children each working day,
teachers use their emotion all the time. Children are always a special and delicate group
to handle. However in a poverty-stricken environment, other negative factors might
overwhelm the well-trained teacher.
This paper investigates the coping approaches and innovative teaching techniques
that public school teachers employ in Camp Lapu-lapu Elementary School, Cebu City,
Philippines. The teachers were asked to rate the intensity of problems that possibly affect
their community in relation to their pupils’ academic performance and the extent to
which they are implementing identified strategies for quality education in relation to the
problems they have identified.
Drawing on from the responses of teachers of Camp Lapu-lapu Elementary
School in survey questionnaires and personal interviews, the paper then describes how
public school teachers in the said school are redefining their roles as teachers and, more
aptly, surrogates of pupils who are beset by poverty and other social problems. The
results show that there is a direct correlation between the coping strategies and innovative
teaching strategies the teachers are employing and the problems that their pupils, their
pupils’ families and community face. Child health and inadequate nutrition are the chief
problems that the teachers deal with in terms of teaching effectively their students. To
cope with this poverty-related problems, teachers are resorting to unconventional
techniques in keeping their pupils interested in getting education and in educating them
by focusing on values formation and personal relationships. Many teachers are going out
of their way to reach out to students’ difficult situation like restructuring the school
schedule to reach out to those who are constantly tardy or absent due to their poverty.
Public school teaching in the Philippines has become more than a professional struggle.
At the personal level, teachers have gotten involved with their pupils’ daily struggles to
succeed in their education.
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Introduction
Background of the Philippine Public School System
The Philippine public education system is placed under the administration of the
Department of Education. Believing that the most important resource of the country is its
people, the government has committed to provide quality basic education that is equitably
accessible to all and lay the foundation for life-long learning and service for the common
good. (DepEd, 2005) The Department of Education aims to assist the Filipino child to
“discover his/her full potential in a child-centered and value-driven teaching-learning
environment and thereby, enable him/her to create his/her own destiny in global
community.” It envisions to provide a school system:
•

Where teachers and principals achieve the desired learning outcome not
only because they are empowered, competent and accountable, but
because they care;

•

Where administrator exercise visionary leadership responsive to
emerging learning needs of the nation; ensure adequate resources;
promote appropriate technology; create and sustain a conducive climate
to enhance learning; and

•

Where the family, the community and other institutions actively support
the department’s efforts.

Following the American system of public education, the public school system in
the Philippines is secularized and free. During the American period, free primary
instruction that trained the people for the duties of citizenship and avocation was
enforced. A highly centralized public school system was installed in 1901. In August
2001, Congress passed a law redefining the role of field offices (regional offices, division
offices, district offices and schools) of the Department of Education. The Governance of
Basic Education Act (RA 9155) provides the overall framework for (i) school head
empowerment by strengthening their leadership roles and (ii) school-based management
within the context of transparency and local accountability. The goal of basic education is
to provide the school age population and young adults with skills, knowledge, and values
to become caring, self-reliant, productive and patriotic citizens. (DepEd, 2005).
The Department of Education has 16 Regional Offices, each headed by a
Regional Director and 157 Provincial and City Schools Divisions, each headed by a
Schools Division Superintendent. Assisting the Schools Division Offices are 2,227
School Districts, each headed by a District Supervisor. Under the supervision of the
Schools Division Offices are forty-eight thousand, four hundred forty-six (48, 446)
schools, broken down as follows:
o
o

40,763 elementary schools (36,234 public and 4,529 private)
7,683 secondary schools (4,422 public and 3,261 private)

Challenges to Philippine Education
The latest figures on the public elementary education in the Philippines show
disturbing results. With Cohort Survival Rate of 69.84 %, Completion Rate of only 66.85
percent and Dropout Rate at 7.34 percent, authorities are finding ways to correct the
situation. Recently, the Philippine Center for Investigative Journalism (2005) published a
two-part investigation on why more boys than girls are dropping out of school. The report
states that boys have to work, as more families find it increasingly harder to scrape a
living. (PCIJ, 2005) Moreover, the boys tend to be diverted from school by all sorts of
distractions, including computer gaming. Large classroom sizes and in general, the
deteriorating quality of education is also adding to the male dropout rate, as these make it
harder to keep the boys’ attention on schoolwork. Meanwhile, at home, parents are busier
and are less able to supervise teenage children and encourage them to remain in school,
PCIJ reports.
Alarmed by the low performance of students and even teachers, the Education
Secretary has implemented measures to ensure that teachers and students spend quality
time on teaching and learning. The department issued an order “instituting measures to
increase engaged time-on-task.” The objective of this order is to meet the required

number of school days in every school year and the time allotment for the different
subjects in every school day by lessening activities that take teachers and students away
from the classroom. Department officials have been quoted as saying that the
performance of public school pupils in national exams are getting are not just disturbing –
they are unacceptable. With only 10 years for basic education, at six hours a day, with
more or less 200 days per school year devoted to teaching and learning, Education
officials have acknowledged that there is not enough time for students to develop basic
competencies in Math, Science and English.
With dismal performance of many schools in the NEAT (National Elementary
Assessment Test) and low achievement rate of students, the Department of Education is
putting together what it calls the “Schools First Initiative.” This new thrust aims to
redirect priorities to helping schools, students and teachers to perform better by primarily
empowering communities – parents and local government officials more importantly, to
be involved in the management of their schools, among other steps.
In 2002, out-of-school Filipino children and youth were 14.7 percent or 4.84
million out of 32.96 million population aged 6 to 24 years. (NSO, 2005) Among the 16
regions, the percentage was highest in the Autonomous Region in Muslim Mindanao
(ARMM) (23.1 percent), followed by Central Visayas (18.3 percent) where the locale of
this study is located, and National Capital Region or NCR (17.2 percent). Out-of-school
children are household members 6 to 14 years old who are not attending formal education
during the school year, while out-of-school youth are household members 15 to 24 years
old who are out of formal school and are not gainfully employed. Poverty is the most
common culprit followed by deteriorating family values due to the exodus of parents who
have to work abroad. The United Nations Educational, Scientific and Cultural
Organization cites various reports linking high dropout and repeater rates to the problem
of child labor due to poverty. Also because of child labor, children suffer from
malnutrition, hampered growth and improper biological development which directly
affect their learning potentials.
From the foregoing facts, the researcher examines the problem affecting the
public elementary school system in the Philippines from the teachers’ perspective. This
study describes how public school teachers are redefining their roles as teachers and,
more aptly, surrogates of pupils who are beset by poverty and other social problems. The
researcher focuses her study on the school where she teaches, the Camp Lapu-lapu
Elementary School, Cebu City in the Central Visayas Region that incidentally has the
second highest dropout rate in the country in the 2002 census.
Definition of Terms
BASIC EDUCATION refers to education intended to meet basic learning needs,
instruction at the first foundation level, in which subsequent learning can be based. It
encompasses early childhood and primary (or elementary) education for children, as well

as education in literacy, general knowledge and life skills for youth and adults, and it
extends into secondary education.
CLASS SIZE refers to the average size of a class in terms of enrolment, i.e., enrolment
divided by the number of monograde classes.
COHORT SURVIVAL RATE is the proportion of enrolees at the beginning grade or year
level who reach the final grade or year level at the end of the required number of years of
study.
COMPLETION RATE is the percentage of first year entrants in a level of education who
complete/finish the level in accordance with the required number of years of study.
CURRICULUM refers to a systematic group of experiences or sequences of courses or
subjects required for graduation or certification in the elementary and secondary levels of
education.
DROPOUT RATE is the proportion of pupils/students who leave school during the year
as well as those who do not return to school the following school year to the total number
of pupils/students enrolled during the previous school year.
ELEMENTARY EDUCATION refers to the stage of formal education primarily
concerned with providing basic education and usually corresponding to six grades.
FORMAL EDUCATION is he institutionalized, hierarchically structured,
chronologically graded educational system running from the elementary to tertiary levels.
INNOVATION refers to the use of new ideas, or the novel use of an established teaching
practice, to promote a change in learning outcomes for students.
NEAT (National Elementary Assessment Test) is the national examination which aims to
measure learning outcomes in the elementary level in response to the need of enhancing
quality education as recommended by the Congressional Commission in Education. It is
designed to assess abilities and skills of Grade VI pupils in all public and private
elementary
schools.
GOVERNMENT (PUBLIC) SCHOOLS are the schools controlled, managed, supervised
and operated by the Department of Education (DepEd); the Technical Education and
Skills Development Authority (TESDA); and the Commission on Higher Education
(CHED).
REPEATERS are pupils/students who falied or left a particular grade/year levels during
a given year, or pupils/students who are enrolled in the same grade/year for a second 9or
further)
year.
REPETITION RATE is the proportion of pupils who enroll in the same grade/year more

than once to the number of pupils/students enrolled in that grade/year during the previous
year.
RETENTION RATE is the proportion of the enrolment in any school year that continues
to be in school the following year.
TEACHER is a person employed in an official capacity for the purpose of guiding and
directing the learning experiences of pupils/students in an educational institution, whether
public or private. In the public schools system, a teacher is one who holds the position tile
of Teacher I, II or III or Master Teacher I or II.
TEACHING LOAD refers to the number of subjects or courses assigned to a particular
teacher.
Conceptual Framework
Teachers are reminded that the experience they provide for their students will
make a difference in their lives. Yet they should also remember that such experiences can
facilitate changes in students only when their maturation levels allow such changes to
occur. (Ormrod, 1998) Jane Piaget in her Theory of Cognitive Development made a
number of assumptions about the cognitive development of children. Among the most
central ones are these:
•
•
•
•
•

Children are active and motivated learners.
Children construct knowledge from their experiences.
Children learn through the two complementary processes of assimilation
and accommodation.
Interaction with one’s physical and social environments is essential for
cognitive development
The process of equilibrium promotes progression toward increasingly
more complex levels of thought.

Teaching is primarily an emotional task. Emotions are an important part of
educating children. Educators at various times feel a range of emotions like concern,
hope, skepticism, anxiousness, frustration, elation and so on. The teacher is trained to
handle not just the intellectual demands of teaching but also its emotional aspect.
However, when other factors beyond the school’s concerns play a major part in the
child’s education, a well-trained teacher may be overwhelmed. That major part is the
school’s immediate community, the environment where it is situated and where its
students grow up.
The poverty of the family of their pupils for example has become a distraction in
the way they are educating them. Such a problem requires flexibility and innovation from
the teacher. Innovation requires the use of new ideas, or the novel use of an established
teaching practice, to promote a change in learning outcomes for students. The innovation

may be informed by educational theory, or it may be the result of 'teacher intuition' about
what might work better in a particular situation. A necessary characteristic of innovative
teaching practice is that it holds an element of risk; the innovator has tried something new
to improve student learning. (LEAP, 2005)
Classroom management is another main concern for public school teachers
especially in overcrowded rooms of 50 to 60 students. Good management entails the
selection management practices that aid highest participation and generate interest in
students. Good educators know numerous instructional and management methods and are
able to apply them as needed. Aside from the traditional methods like lectures and
reports, they use team-based activities, field activities, storytelling, drama, games,
computers and more. (Ormrod, 1998) Storytelling is a powerful teaching and learning
tool. By listening to their students, teachers can learn what is real to them, and thus know
what questions to ask and comments to make to enhance their learning. Students should
be encouraged to use stories to “make sense,” to enhance their learning. As students share
their concerns, desires, fears, accomplishments, and dreams through their stories, they
become members of what Bruner calls a “culture creating community.” (Collins, 1997)
Creating a positive learning environment is a not a simple task. It requires careful
analysis of student behavior and motivation. Good teachers care about students and their
achievement. (Hergenhahn, 1997) They provide students with understandable directions
in proper classroom behavior, recognize good deeds, and use constructive approaches to
teach and encourage civic consciousness. Successful teachers choose applicable programs
and engage in peer-supported teaching and parents in the education of students. They
design lessons that relate ideas with the learner’s experiences. They motivate students to
be active learners and encourage feedback. (Piechowiak, 1980) The learning-centered
room is a place where teacher and pupil make decisions together. The teacher provides
the framework of instruction. Under her directions and consultation the child may pursue
his own interests and perform his required tasks in the order which most pleases him. The
student must make decisions and bear the responsibility for them. Thus, the childcentered classroom is a training ground for the realities of life. (Piechowiak, 1980)
Throughout history, media and technologies for learning have influenced
education. Most recently, the computer has invaded instructional settings. Such tools
offer powerful possibilities for improving the learning process. The teacher, however,
will make the difference in the integration of media into this process. The roles of the
instructor and the learner are clearly changing because of the influence of media and
technology in the classroom. No longer are the teachers and the textbook the sources of
all knowledge. The teacher becomes the director of the knowledge-access process.
(Heinrich, 1996) Interactive multimedia is a complex mix of audiovisual technologies
which allows us to present information in much more dynamic ways. Educators and
trainers are yet ill-prepared for such an innovation. They have failed to perceive its
significance, other than expressing the usual vague fear that it will somehow put them out
of a job. (Barker, 1996)

Effective teachers factor in the students’ diversity and unique experiences in
planning and delivering the lessons. Competent teachers know how to foresee what
concepts and activities certain students will find difficult. They try to understand in
depth their students and the communities from which the students grow up. Such
understanding is effectively used in making instructions relevant to students’ attitudes
and values towards education. (Bear, 1996)
Methodology
The data on which this study is based mainly draw from interviews with and
survey questions distributed to the public school teachers of Camp Lapu-lapu Elementary
School, Cebu City, Philippines. The interviews lasted for 15 to 30 minutes, mainly to
elicit further inputs from the teachers aside from their answers in the survey
questionnaire.
Purpose of the Study
The researcher is interested in examining the coping strategies and innovative teaching
techniques that teachers employ in a poverty-stricken community. One of the objectives
of this study therefore is to find out the demographic profile of teacher-respondents and
the situation of their students vis-à-vis the condition of their community. The main
purpose of this study is to determine how much of the problem given which the teachers
must deal with in the community with regard to preparing the pupils to succeed
academically. Another goal of this study is to determine the rate to which the teachers are
implementing given teaching techniques in supporting quality education and education
reforms in relation to the problems identified. It also aims to know how helpful have
certain sources of information been in helping teachers in coping with the challenges of
teaching and implementing innovative teaching techniques.
Locale of the Study
Camp Lapu-lapu Elementary School is a public elementary school located in
barangay Apas, Cebu City, Philippines. The school is situated at the periphery of a
sprawling military camp in where the residence of soldiers and their families are located.
It was established in 1956 upon request of military men for the benefit of their children.
The school was named Lahug Elementary School Extension from 1956 to 1961. The
grade level was Grade I-IV with only four classrooms and four teachers who were wives
of military men. The pupils were mostly sons and daughters of military men who were
assigned in the 3rd Military Area, Camp Lapu-lapu, Cebu City. By June 1962, the
school’s name was changed to Camp Lapu-lapu Elementary School. In the same year, the
school opened Grades V and VI classes with two additional teachers. From that year
enrolment was increasing and more classes were organized. (CLES School Improvement
Plan, 2005)

At present (SY 2005-2006), the school population is already 1,715 with 41
teachers. Still a number of these pupils are sons and daughters of military personnel
assigned in or outside the camp. Many of the pupils are also children of informal settlers
(squatters) in neighboring areas of the camp. Since the camp is situated in the uptown
part of the city just below the hills, the school is also catering to pupils from nearby
mountain barangays. These pupils have to walk daily one to three kilometers a day to
reach Camp Lapu-lapu Elementary School. Cebu City in the Central Visayas Region is
the second most important city in the Philippines. Incidentally, the region has one of the
second highest dropout rate in the country pegged at 18.3 percent.
With a rising population, enrolment in public elementary education has increased
over the years. The latest projection for enrollees in elementary public schools is pegged
at over 100,000 in Cebu City alone. Most of the enrollees of public elementary schools in
the Philippines come from poor families, those who earn an average of US$2-3 a day.
Even middle-class families by Philippine standards are now sending their children to
public schools because of the high cost of private education. Some schools in the city
have resorted to feeding programs to ease the problem of malnutrition and hunger among
pupils, reports SunStar Cebu Newspaper. (SunStar, 2005) Teachers have observed that
lapses in attendance occur because a child, listless from lack of food, ends up staying
home. Aside from incurring frequent absences, underweight students are generally slow
learners.
Results
The following table shows the perception of the teachers on the degree of various
issues that they must deal with in terms of teaching their students. The scores for the
overall rating on the right-most side of the table was derived by assigning values to each
of the categories: No Problem = 0; Minor Problem = 1; Moderate Problem = 2; and
Serious Problem = 3. The value of each category is then multiplied to the frequency in
which they were ticked off by the respondents.

Table 1. TEACHERS’ PERCEPTION ON THE DEGREE OF VARIOUS
CHALLENGES THAT THEY MUST DEAL WITH IN TERMS OF TEACHING
THEIR PUPILS
ROBLEMS

Not a
Problem

Minor
Problem

Moderate
Problem

Serious
Problem

OVERALL
RATING

1. An unsafe or violent neighborhood (e.g. fighting, violence,
gangs)
2. A neighborhood affected by illegal drugs
3. Inadequate housing
4. Access to health/social services
5. Lack of employment opportunities
6. Lack of financial support/Funding/Money
7. Difficulty getting good teachers
8. Lack of proper facilities and supplies and equipment
9. Low curriculum standards
10. Transportation
11. DepEd politics
12. Large school/Too many classes
13. Crime/Vandalism
14. Drinking/Alcoholism
15 Problems with administration
16 Political interference
17 Overcrowded classrooms

11

17

6

0

29

8

6

16

4

50

10

18

6

0

30

8

15

9

2

39

6

2

1

25

79

7

2

3

22

74

12

18

3

1

27

0

8

17

9

69

14

3

7

10

47

10

14

7

3

37

6

17

9

2

41

0

7

2

25

86

0

8

16

10

70

9

12

6

7

45

17

8

9

0

26

16

9

2

7

34

7

0

8

19

73

6

2

26

0

54

8

6

12

8

54

0

0

7

27

95

8

15

7

4

41

0

11

11

12

69

0

6

9

19

81

0

0

6

28

96

0

0

7

27

95

0

9

7

18

77

0

0

19

15

83

0

10

9

15

73

1

9

8

16

73

0

6

9

19

81

0

9

7

18

77

0

8

6

20

80

17

79

18 Lack of respect (kids do not respect others; students and
parents do not respect teachers)
19 Deteriorating Moral standards
20 Low pay for teachers
21 Home/family life crisis (errant husbands, broken family,
child abuse, etc)
22 Lack of community support
23 Parent's lack of support/Lack of interest
24 Child health
25 Inadequate nutrition
26 Low intelligence
27 Behavioral problems
28 Students not ready socially
29 Students not ready academically
30 Students do not pay attention / Pupils lack of interest
31 Student tardiness/ absenteeism
32 Student/teacher ratio (Lack of teachers)
33 Outdated textbooks

0
TOTAL

164

6
261

11
288

409

In the graph below, of the various problems presented during the research, the No
Problem category got the lowest frequency with 164, followed by Minor Problem with
261 and Moderate Problem with 288. The teachers ticked off the Serious Problem
category 409 times. This means that the teachers find most of the problems that they must
deal with in teaching their pupils as serious.
Figure 1. SUM TOTAL OF THE DEGREE OF VARIOUS CHALLENGES THAT
TEACHERS MUST DEAL WITH IN TERMS OF TEACHING THEIR PUPILS
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Figure 2 below shows the top 10 problems that the teachers must deal with in
terms of teaching their pupils. Topping the list of problems is “Child Health” then
followed by its related problem, “Inadequate Nutrition.” In the oral interviews, teachers
revealed that they are deeply disturbed by the state of health of the children, a number of
whom are malnourished. Many students go to school without breakfast. Some resort to
eating their lunch food once they arrive in school in the morning. Some teachers who take
pity on the hungry pupils contribute their own money to buy food for them. Other
children, says one teacher, even have ice cold water to go with their staple food of corn.
Others simply hide behind a corner, not wanting to be seen without food to eat during
lunchtime. Such situation, the teachers said, has severely affected the children’s potential
to learn.

Figure 2. TOP 10 PROBLEMS THAT TEACHERS MUST DEAL WITH IN
TERMS OF TEACHING THEIR PUPILS
1. Child health
2. Inadequate nutrition
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4. Large school/Too many classes
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9. Lack of employment opportunities
10. Outdated textbooks
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Despite the salary increases that the government has implemented over the years,
teachers still find their compensation as measly with “Low Pay” ranking third in the list
of problems. This is understandable as the next ranking of problems shows that the
teachers are burdened with “Too Many Classes” and “Too Many Students / StudentTeacher Ratio.”
Many teachers also complained of the lack of effort by parents in the learning of
their child. While parents want to send their children to school, they are not taking an
active part in helping their children perform better in school. This lack of interest is
sometimes manifested when parents encourage their children to incur absences in order to
tend to household chores or help them in their work at the farm or in the domestic
services they provide for middle-class families in the community. One teacher said that
some of her pupils were asked by their parents to be absent to watch the younger siblings.
Teachers also see the lack of employment opportunities as the major cause of
poverty in the community. In investigating the profile of some of their poorest pupils, the
teachers found out that these pupils also have family problems. The most common
domestic problem that is related to the poverty is when there is only one breadwinner – as
shown by wives doing laundry work while their husbands are hooked into vices like
gambling and drug abuse.

Among the other problems specifically cited by the respondents with regard to their
pupils are:
•
•
•
•
•
•
•
•
•
•

Lack of study habits
Lack discipline from the parents
Absenteeism
Immaturity
Lack of support and motivation to learn
Many distractions that hinder their subject concentration
Not serious in their duties as pupils
No “high-tech” classroom equipment (eg. projector)
Laziness in completing projects and home works.
Deteriorating behavior (“Some pupils are stubborn”)

Figure 3. TOP 10 ISSUES RATED BY THE TEACHERS AS SERIOUS
PROBLEMS
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Figure 4. TOP 5 ISSUES RATED BY THE TEACHERS AS MODERATE
PROBLEMS

1. Lack of respect (kids do not respect others; students and
parents do not respect teachers)

2. Behavioral problems

3. Lack of proper facilities, supplies and equipment
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Figure 5. TOP 5 ISSUES RATED BY THE TEACHERS AS MINOR PROBLEMS

1. Difficulty getting good teachers/Quality teachers

2. Inadequate housing
3. An unsafe or violent neighborhood (e.g. fighting,
violence, gangs)
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Table 2. EXTENT TO WHICH TEACHERS ARE EMPLOYING VARIOUS
STRATEGIES IN PROVIDING QUALITY EDUCATION FOR THEIR PUPILS
STRATEGY / TECHNIQUES

Not at all

1. Adjusting the school hours or
schedule to reach out to students who
could not participate regularly in class
2. Restructuring the school schedule to
teach the subjects in more depth
3. Develop clear learning objectives
4. Updating parents with the progress
and performance of their children
5. Involving the parents through
activities that encourage them to work
with their children to perform well in
class
6. Incorporate team-learning tasks to
engage students
7. Encouraging peer support among
students (assigning students to look
after classmates who have academic
problems such as tardiness or chronic
absenteeism)
8. An overall strategic plan for enabling
students to achieve high level of
performance
9. Professional development to enable
teachers to teach the course contents
pupils are expected to learn
10. Assessment of one’s own teaching
techniques for continuous improvement
11. Storytelling
12. Providing parents with an overview
of the school curriculum, standards and
performance
13. Instruction materials such as
textbooks and handouts that expose the
pupils to the content they are expected
to learn
14. Innovative technologies such as the
Internet & IT-supported instruction
TOTAL

Small
Extent

0

0

Moderate
Extent
4

0

0

7

27

95

0
0

0
0

8
9

26
25

94
93

0

0

9

25

93

0

0

9

25

93

0

0

11

23

91

0

0

13

21

89

0

0

15

19

87

0

0

18

16

84

0
0

0
0

20
23

14
11

82
79

9

24

1

60

8

6

0

20

20
20

17

176

Great
Extent
30

OVERALL
RATING
98

263

The preceding table shows the extent to which teachers are employing various
strategies in providing quality education to their pupils in relation to the problems they
have rated earlier. The scores for the overall rating on the right-most side of the table was
derived by assigning values to each of the extent categories: Not at All = 0; Small Extent
= 1; Moderate Extent = 2; and Great Extent = 3. The value of each category is then
multiplied to the frequency in which they were ticked off by the respondents.

Figure 6. TOP 6 COPING STATEGIES OR INNOVATIVE TEACHING
TECHNIQUES THAT TEACHERS ARE EMPLOYING IN PROVIDING
QUALITY EDUCATION TO THEIR PUPILS
1. Adjusting the school hours or schedule to reach out to
students w ho could not participate regularly in class
2. Restructuring the school schedule to teach the subjects in
more depth
3. Develop clear learning objectives
4. Involving the parents through activities that encourage them
to w ork w ith their children to perform w ell in class
5. Updating parents w ith the progress and performance of
their children
6. Incorporate team-learning tasks to engage students

90

91

92

93

94

95

96

97

98

The coping strategies or innovative teaching techniques which have rated well
among the teachers as shown in Figure 6 implies a correlation between the problems
earlier rated by the teachers in this study and their reactions in dealing with these
problems in terms of strategies used. Interestingly, oral interviews conducted among the
respondents reveal that the main reason why there are students who cannot participate
regularly in class is that they have to help their parents earn a living especially on days
when there is meager income coming in. Most of these pupils are children of parents who
are employed on a per-project basis. On days for example when the father is not
employed in a construction project, the pupil has to help him tend to the farm or look for
staple food for that day. Most of these pupils who incur several tardiness or absences are
also members of large families. Many of them tend to their younger siblings when both
parents are out to earn income to buy the basics for that day. Fully aware of such
situation, teachers adjust the school hours or schedule to reach out to students who could
not participate regularly in class.
Faced with a large class size and lack of time for in-depth instruction due to the
numerous tasks they have to do aside from classroom instruction, teachers resort to
restructuring the school schedule to teach the subjects in-depth. There are a number of
pupils who are present in the morning but are absent in the afternoon. To compensate for
the days when the students were absent, teachers oftentimes go out of their way to
administer exams or exercises off-schedule. For example, while administering exercises
in another section, the teacher allows a student from another section to take the exercise
or exam he or she missed the previous day or week. Some conscientious teachers say
they also get out of their way to visit delinquent pupils at their homes to hand their
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assignments, or ask a pupil who happens to be the delinquent student’s neighbor to check
on his or her classmate and relay their assignment to the latter. One respondents says: “I
tried talking to pupils and learn what is their family background that I can deal with them
in a different manner from the rest of the class.” Another teacher imparts: “Know the
problem of the child and give attention to it.”
Another innovative teaching technique commonly used by public school teachers
in this study is involving the parents through activities that encourage them to work with
their children to perform well in class and updating them with regard to the progress of
their children. Another method, perhaps unique to public schools in the Philippines is
encouraging peer support among students like assigning students to look after classmates
who have academic problems such as tardiness or chronic absenteeism.
Notably ranking lowest among the strategies cited was the use of innovative
technologies such as Internet and IT-supported instruction. This is not possible in public
schools particularly Camp Lapu-lapu Elementary School since the school is not
connected online and has no computers for each class. Teachers who ticked off this
strategy in the questionnaire said they sometimes go online through the nearby Internet
café to download instructional materials from the net.
Other teaching methods focused on values formation, among them:
•

Teach the pupils good values like mutual understanding, kindness and
respect;

•

Encourage pupils to be industrious to reduce poverty;

•

Guide them to the right direction and let them understand the effects of
good and bad works;

•

Teach pupils to love God above all.

After asking the teachers to rate the extent to which they are implementing
identified techniques or strategies in supporting quality education, they were asked the
following question: What is it in your daily life as a Filipino elementary public school
teacher that you want to share and present to the other teachers in terms of the
educational system and the teaching approaches that you are employing to make yourself
effective?
The responses are summarized as follows:
•

Employ exploratory method of teaching the subject matter and providing
lesson guide wherein the students can easily understand the topic; Use
visual aid to motivate;

•

Provide necessary materials leading to pupils learning such as television
educational shows and books;

•

A teacher must be dedicated to her job and sensitive to the needs of the
pupils;

•

Extend time to teach;

•

An effective teacher is happy doing her job and “remembers that
whatever difficulties he/she encounters, the reward is in heaven;”

•

Go down to the level of your pupils. Teach them the easier way they can
understand; Remedial instruction is very important especially to the
slow;

•

Teachers should let the pupils express what they feel and understand
about the lesson so that if something is wrong you can easily correct it;

•

Know your pupils’ status or situation in life;

•

Think always that your pupils are like your sons and daughters;

•

The educational system must reduce the number of pupils in the
classroom;

•

Be a model teacher to young pupils; exercise self-discipline;

•

Always attend trainings and seminars;

•

The educational system must go back to the basics and follow the "No
read, no pass" rule.

Conclusion
Teaching demands a great deal of intellectual and emotional flexibility, more so
when the teacher is dealing with students with peculiar needs. In the Philippines where
poverty is prevalent, pupils are struggling hard to get formal education despite the odds.
As a result of the stark difficulties the community is experiencing, public elementary
school teachers are redefining their roles, going beyond their traditional tasks and aptly
acting as surrogates to their pupils who despite suffering the vicious pangs of poverty,
still continue to go to school. With an empty stomach or problematic family and
community environment, the pupil struggles to learn and the teacher struggles to
understand and reach out.

This study reveals that there is a direct correlation between the coping strategies
and innovative teaching strategies the teachers are employing and the problems that their
pupils, their pupils’ families and community face. Public elementary education has gone
beyond the four walls of the classroom as teachers reach out to their pupils in the latter’s
difficult and sometimes harsh situation. Teachers are trying to focus on good values,
demanding it from themselves and trying to instill it to their students.
Some innovative teaching methods revealed in the study may be a long way from
the Western textbook examples of innovative ways of teaching as discussed in the
conceptual framework. With lack of resources themselves, public schools have relied on
the intellectual and emotional resources of their teachers to cope with the pressures of
providing free education to the Filipino child. For how long can the system hold up to the
pressure is anybody’s guess.
The researchers hope that this study gives insights to administrators and other
sectors concerned about the need to reform the public school system in relation to the
vicious wrench of poverty engulfing it. If we are committed to high quality education, we
must be serious about addressing the physical and emotional toll poverty is imposing
upon our public schools. Let the voices of the teachers in this study resonate and serve as
a window of awareness of what is happening in the public schools around the country.
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ABSTRACT
E-Learning has gained popularity in universities
worldwide. It is a method that is known as advantageous for
both the teachers and students. The purpose of the study
was to use the Technology Acceptance Model or TAM to
determine the factors that influence the students’ intention to
use and continuous usage of e-learning . Bangkok
University undergraduate students from across the
disciplines were randomly selected. By using Path Analysis ,
it was found that the variables influencing on the student’s
intention to use e-learning were as follow ; the students’
computer experience, computer skills, Internet skills, the
number of hours of computer use per week, perceived
usefulness , perceived ease of use, and attitude towards elearning . The result of the study supported the TAM. The
perceived ease of use had an influence on the students’
intention to use and continuous usage of e-learning.
However the perceived usefulness there were no influence
on continuous usage of e-learning .
INTRODUCTION
E-Learning has gained popularity in universities
worldwide. It is a method that is known an adventage for
both the teachers and students. With e-learning, they can
communicate with each other easily and the teaching and
learning does not necessarily take place in a classroom. Yet,
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students’ e-learning depends largely on the use of
technology, namely computers. This study utilized the
“Technology Acceptance Model” or TAM which was
developed by Davis,F.D., in 1989[2] to explain Information
System usage behavior. The goal of TAM is to provide an
explaination of the determinants of Information System
acceptance. The purpose of this study was to use the TAM
model to determine the determinants or the factors that
influence the students’ intention to use and continuous
usage of e-learning. The factors taken into account were
both the external and psychological variables. The external
variables were the students’ computer experience, the
number of computer usage hours per week, computer skills
and the internet skills. The psychological variables were the
students’ perceive usefulness, perceive ease of use and
attitude towards the e-learning.
METHODS
In the study, a set of an online questionnaire was
used as a tool. Bangkok University’s students, first to fourth
year students from across the disciplines, were randomly
selected and used as the respondents. The data were
collected for three periods, the first collecting began before
launching e-learning system in Bangkok University, the
second started one month after launching
e-learning and
the third started one month after the second collecting. The
researcher uploaded online questionnaire on BU webpage
and invited students in the sampling group to administrate
the questionnaire, there were 935, 570 and 224 students
participate in our three periods data collecting respectively.
The question in the questionnaire were about
gender, age, academic year, GPA, computer experience
(number of years for computer using), number of computer
usage (hours per week), computer skills , internet skills,
attitude towards the e-learning, perceive
usefulness,
perceive ease of use and intention to use e-learning.
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Results
The descriptive statistics and intercorrelation matrix
for research variables are shown in Table 1. By Pearson’s
Correlation Coefficients we found that the variables in
research conceptual framework had no multicollinearity ( r ≤
0.75).
Mean of variables indicates that students had
experienced on using computers for 6 years with an average
of 13 hours a week. Their computer and Internet skills were
also ranged from fair to good. The score of perceived
usefulness, perceived ease of use, and attitude towards elearning were pretty high.
A path analytic approach using ordinary least
squares method [1] was employed to test the hypothesized
model as shown in Figure 1. The result of the study
supported the TAM and results were shown as follow:
- The number of computer usage (hours per week)
and computer experienced had positive influence on
perceived ease of use.
- Computer skill and internet skill had positive
influence on perceived usefulness.
- Perceived ease of use had positive influence on
perceived usefulness.
- Perceived ease of use and perceived usefulness
had positive influence on students’ attitude toward elearning.
- Perceived ease of use and perceived usefulness
had positive influence on students’ intention to use elearning.
- Perceived ease of use had positive influence on
students’ intention to use and continuous usage of elearning however the perceived usefulness had no
influence on students’ continuous usage of e-learning .
Discussion
3

From the result, the perceived ease of use had
positive influence on students’ intention to use and
continuous usage of e-learning however the perceived
usefulness had no influence on students’ continuous
usage of e-learning . Therefore the recommendation for the
e-learning producer to make the continuous usage of elearning is the ease of use and should avoid to produce the
complicated e-learning media.
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Abstract
A model of childhood bullying and school achievement using several family and school
characteristics was developed. The sample consisted of children age 10-11 years (n =
2,084) drawn from the Canadian National Survey of Children and Youth, which is a
stratified random sample of 22,831 households in Canada. From scale and factor
analyses, several factors were created and included in a latent variable path model.
The model fit the data well (Comparative Fit Index = .96), and the model converged in
six iterations, X2(32) = 300.00, p < .001 with a standardized residual error of .05. These
results indicate that children who are bullied at school are likely to obtain low levels of
achievement, particularly if they show little conscientiousness and enjoyment of school,
and whose parents provide little support to their teachers. These results are discussed
according to Eccles’ Expectancy-Value theory (Eccles, et al., 1983).
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Abstract
The relationship between school achievement and peer harassment was examined using
individual and peer characteristics as mediating factors. The sample consisted of
adolescents age 12-15 years (n = 4,111) drawn from the Canadian National Longitudinal
Survey of Children and Youth, which is a stratified random sample of 22,831 households
in Canada. When factors related to achievement and harassment were considered
simultaneously, disruptive behavior problems and peer interactions were found to
mediate the link between achievement and harassment, X2(32) = 300.00, p < .001. These
results suggest that adolescents who are harassed by their peers are at risk of experiencing
poor school achievement if they exhibit disruptive behavior problems and poor peer
interactions. Conceptual extensions to theory are addressed.
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Abstract

Technology allows Gardner’s theories of multiple intelligences to become a reality.
Today it is commonplace for the K-12 curricula to include presentation programs, graphic arts,
digital photography and web design classes. On the surface teachers applaud these innovations
as education for the new millennium but the necessity of assessment for this new interactive style
of learning falls outside of the traditional pen and paper examination. A clear and credible
rationale for assessment of such classes has not yet been developed. One complication in the
creation of such an assessment is the design of the larger school structure that expects the pen
and paper standard. Another is the administrative feeling that permitting alternative assessments
is ‘letting them off easy.’ Them may refer to either the students enrolled in such classes or the
instructors because the legitimacy of pen and paper examinations is so entrenched in their
thinking.
While assessment is the challenge, criteria are the dilemma. The multimedia based curricula
teach the use of the computer as a tool. However, this is not unlike teaching the use of a hammer
or a circular saw. Although a person may be able to manipulate a tool, pounding in a nail
without whacking a thumb or simply producing a straight cut on a piece of wood does not
determine that person to be a successful carpenter, just as following a set of mechanical
instructions does not automatically make one proficient in the use of a computer program.
The multimedia curricula cannot ignore the creative process that necessitates the use of
the technological tool. Authentic assessment using multimedia projects requires a new
application of Gardner’s multiple intelligences theory. In evaluation of such projects, it is
important to recognize that the multimedia curricula manipulate both the creative process and the
computer tools. The proposed methodology will be a search of the literature in addition to action
research. The expected outcomes will be a sharing of rubrics and guidelines to assist educators
in fairly and objectively coping with authentic assessment development utilizing the realm of
technology and multimedia, implementation and evaluation.
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In the last two decades, the educational community has embraced Gardner’s theory of
multiple intelligences (MI) negating the former concept of “intelligence as a single capacity.”
Howard Gardner, the acclaimed Harvard cognitive psychologist, emphasizes that the MI theory
recognizes the significance of human differences and elevates the dignity and giftedness of every
individual (Diaz-Lefebvre, 2004). Over the same period of time federal legislation, such as the
Individuals with Disabilities Education Act (IDEA), has mandated that all students need to be
educated in the least restrictive environment and, more recently, No Child Left Behind (NCLB)
has mandated accountability for every student’s education.
Because of this mandate, all students must take part in accountability testing, even those
with severe cognitive disabilities (SCD). This creates special challenges for many schools in
rural areas. Performance criteria must reflect mastery of skills. Researchers Hager and Slocum
(2005) define mastery as that which “gets the job done.” The challenge is designing alternative
assessments to promote monitoring of ongoing progress and support effective classroom
practices. In rural areas the SCD students are small in number and represent a diverse
population. School budgets make it hard to obtain teachers qualified to administer alternative
assessments, because of the training that is required. Designing and implementing such
assessments requires more money than is available to the majority of rural districts.
These laws have impacted each and every classroom in the country. While teachers and
administrators attempt to balance federal law with sound curriculum, technology has invaded the
classroom and everything that touches it. Initially, computers in the classroom were used for
drill and practice types of exercises. As the pressure mounted on school boards to prepare the
students for the future, teaching students about computers and the necessary skills to use this new
age tool, the computer itself, became the subject or emphasis of instruction. Skills in
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manipulating telecommunications and multimedia are taught, to be eventually used in other
school subjects and in the outside world (Becker, 1993). However, the incorporation of
computer manipulation skills in other school subjects has been spotty at best. NCLB Title IID
continues to build the pressure since a primary goal is to
encourage the effective integration of technology resources and systems with
teacher training and curriculum development to establish research based
instructional methods that can be widely implemented as best practices by state
and local educational agencies (Jancich).
The interpretation of the NLCB mandate goes beyond the notion of providing website
resources with the subject matter text. It requires that 25% of the millions of dollars
available for technology be spent on the professional development of the teachers. This
need is approaching a crisis stage.
In addition, there is a shortage of technology education teachers in the United
States, particularly on the middle school level (Ritz & Manning, 2004). During
adolescence youngsters develop in their cognitive abilities, and are able to learn about
technology and its varied applications. Many students enjoy instruction and projects
dealing with multimedia. However, more teachers are predisposed to focus their training
on the high school level than the middle school, leading to this shortage.
Researchers Ross, Hogaboam-Grey and Hannay (2001) found a significant
relationship between teacher efficacy and student achievement. In-service training is not
enough to produce teachers who feel confident about their ability to teach technology to
students. In-service programs for teachers will be more effective when the programs are
adapted to meet the individual needs of the teachers, and when ongoing teacher support is
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provided for instructional, rather than software, issues. This reinforcement is vital in
promoting teacher efficacy. Student achievement and teacher self-efficacy increase when
students are taught by teachers “with greater confidence in their ability to accomplish
goals requiring computer skills, or in their ability to teach students how to use
computers” (Ross, Hogaboam-Grey & Hannay, 2001).
Teaching in the post Sesame Street world which assumes that all learning will be
‘fun’ has allowed the technology of the new millennium to morph into the K-12
curriculum that includes presentation programs, graphic arts, digital photography and
web design. On the surface teachers applaud these ‘fun’ innovations as future necessities
with great potential for interactive learning. These new age programs open a Pandora’s
Box of assessment problems. The interactive style falls well outside the traditional pen
and paper exam. Although understanding the theory of any subject matter is important, a
multiple choice exam on web design is clearly a less valid measurement of skill than the
ability to create a working website. One complication in the creation of such an
assessment is the design of the larger school structure that expects the pen and paper
standard. Another is the attitude of many administrators that permitting alternative
assessments is ‘letting them off easy.’ Them may refer to either the students enrolled in
such classes or the instructors because the legitimacy of pen and paper examination is so
entrenched in the educational construct.
A clear and credible rationale for assessment for such classes has not yet been
established. While assessment is the challenge, criteria are the dilemma. The multimedia
based curricula teach the use of the computer as a tool. While this emphasis presents the
correct definition for computer usage it creates a teaching vacuum. This tool must be
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learned in the context of a necessary task. Simply following a number of outlined steps
to the completion of a particular task does not necessarily increase the problem solving
ability of the users or their knowledge of the computer as a tool.
A major finding of cognitive scientists, during the last thirty or forty years, is that
it is difficult to get students to understand (Diaz-Lefebvre, 2004). Understanding means
that they will be able to use something learned, such as knowledge, concepts, or theories,
and apply it to new situations. In school, many students appear bored. Perhaps they need
varied methods of stimulation, as well as different learning options. Not all students
learn the same way. They should have choices, or creative options for utilizing their
different intelligences. Then they should be rewarded based on their creativity and
comprehension of the subject matter. Students must be challenged to be accountable for
their performance and learning (Diaz-Lebefvre, 2004).
A major concern of educators is the effective assessment of student learner
outcomes. The intersection of the teacher’s knowledge of computer applications and
subject matter and the final product impact the choice of criteria. The master schedule of
most schools does not have the flexibility to have the student’s PowerPoint presentation
assessed by both the English teacher for content and the Business teacher for
manipulation of the computer software; therefore, every teacher in every subject area
needs to assume dual roles. Two major areas warrant consideration: Content and
Presentation.
While content has always been a requirement, technology offers alternatives that
certainly are not the content originally available in the one room schoolhouse era. A
PowerPoint presentation requires a unique strategy for sequencing information. Teachers
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and students alike believe that such a presentation is more free-flowing and creative than
an essay, while in reality, a PowerPoint presentation needs to be even more concise and
structured. The typical essay explores a particular idea. This same idea cloaked as a
presentation, by the nature of the tool involved (PowerPoint), needs to show a result.
Honing this skill is wonderful preparation for the world outside of school but complicates
the criteria challenge. The idea and the computer tool must mesh, and both, separately
and together, are criteria to be assessed. A few schools are successfully addressing this
challenge. The Beacon School, a rigorous college-preparatory public high school in New
York City, is one such school. The school’s mission infuses technology and the arts into
the curriculum. The school website (http://www.beaconschool.org/) includes the
Multimedia projects and assignments, which are often accepted in the form of movie
trailers. Beacon students are required to prepare course-related portfolios for
performance based assessment (Beacon School). This assessment challenge has caused
confusion and as a result, many teachers will accept the presentation only after the
completion of the paper. Students love effects and many teachers have been left feeling
that they have been machined gunned by the rapid-fire sound effects of flying text. The
end result is that the potentially useful business tool is used as if it were a toy.
To avoid this situation, teachers may require storyboards. A storyboard defines
the parameters of the project, not only in content but also with the artistic elements of
graphics and audio (Valenza). An important teachable moment is the constraint imposed
by the delivery of the project. The students must learn to use the tools and time at their
disposal to create the desired result.
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Brad Astin, a mentor teacher with Options For Youth in Sacramento (2005),
provides an example of such a project:
While working in southern California I had a tremendously talented student
who often struggled mightily with written assignments. The reason I say this
student was tremendously talented was because of his art work. He competed in
graffiti competitions as far as Paris, France and was an unbelievable artist. I gave
him a basic drawing class and instead of receiving rote drawings of shapes and
lines I received imaginative murals of all sorts. He was thrilled to be in an art
class and to be rewarded for his talents. Recognizing this I began changing many
of the assessments in classes such as history and science where many assessments
were based on writing but where I felt a student’s ability to write was not
necessary to reflect his grasp of the curriculum. Instead of having this particular
student write essays that were completely meaningless to him I asked him to draw
pictures and use his creativity to reflect his knowledge of the subject matter. The
one example that comes to mind was the alternative assessment of “The Battle of
the Bulge.” I had the student draw a story board reflecting his understanding and
interpretation of the “Battle of the Bulge” and orally describe what was occurring
in each frame. It was an eye opening experience. The student showed a deep
understanding of the subject matter and drew interesting conclusions. It became
clear that appealing to a student’s interest and creative strengths promotes a
greater understanding of the subject matter and a more positive learning
experience for all involved.
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Others educators suggest making original art part of the requirement. Students
often waste countless hours searching for the just right clipart; sometimes the sheer
suggestion that the art must be student generated acts as reality therapy. Another
suggestion is to limit the number of instances of animation or sound. Again this forces
the student to choose the time and place of ‘frills’ in their presentation.
Checklists are useful to focus the student on the elements of the assignment:
spelling and grammar, design, color, number of slides, and number of animations. When
this list is available to the students as they complete the assignment they can spotlight
their own progress. Students may also use a checklist as a time management tool and
gauge their strengths and weaknesses. During the action research of this writer students
are encouraged to complete the assignment in the most basic form and then double back
to animate and beautify. Stressing completion aids the notion of meeting deadlines and it
keeps the class working on the same elements in greater depth. The slower students stay
on task longer because they are not distracted by others who are moving onto ‘fun’
things. At the same time brighter students are not sidetracked by the ‘fun’ which often
causes them to miss the deadline and lose points on the project.
Rubrics are useful assessment tools. A checklist requires a yes/no response but
the rubric questions quality. In the ideal classroom students would be given the rubric at
the project’s inception and evaluate their work as it progressed. From the teacher’s point
of view the rubric requires thought and practice. Rubric templates and generators abound
on the web but from this researcher’s experience, a rubric needs individual fine tuning.
Students need to develop a self-critical eye for their own work. The utopian rubric would
be developed by the teacher and the students in the class together.
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A major dilemma of educators is that once instruction is done, and the assessment
of learning begins, many students still need help to focus on the assigned task. This
situation is true from the elementary level all the way through college. In a study done on
assessments on the college level, Lewis, Berghoff and Pheeney (1999) found that some
professors stress certain instructional areas more than others. They desire creativity on
the part of the students, and hope that learning will go beyond the moment of assessment.
In order to convey the goals of the university courses, the researchers found three means
of communicating what the teacher wants to do to what the students know and can do.
One is the negotiated rubric, prepared jointly by students and teacher. Another is the
rubric provided by the teacher and prepared by the teacher, indicating scales and levels of
performance. A third is test specifications, where the teacher provides the basic concepts
to be included on a test, and notes important course content.
The researchers refer to Wiggins’ (1993) Postulate 3 which states that an
alternative assessment process must be based on clear, known, non-arbitrary standards
and criteria (Lewis, Berghoff & Pheeney, 1999). An assessment must serve learning, not
only monitor learning. The greatest value of a rubric is when it is offered early in the
course. It can affect the teaching, studying, and thinking involved in an assignment, and
lead to the finishing of that task.
As of 1999, there was virtually no research information on the use of rubrics
negotiated by both teachers and students (Lewis, Berghoff & Pheeney, 1999). In a model
negotiated rubric, students first define the highest expectations for the criteria of each
segment. Then they write criteria for an average performance, a mediocre, and a poor
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performance. This is then edited by the class members. The teacher serves as the final
editor and the typist of the rubric.
When both teachers and students create a rubric, students are learning both the
content and the process. The rubric becomes a focusing tool. Students will have a better
understanding of the task, and a tendency to aim for a high level of achievement. The
rubric stimulates self-evaluation on the part of the students (Lewis, Berghoff & Pheeney,
1999).
Following is an example of such a multimedia rubric being used and adapted in
the assessment of a project. The assignment was to give the students an opportunity to
work with the basic function of DreamWeaver. As a class, a table was developed to be
used on all the pages of the website. All students had the opportunity to choose a
creature for their website and show variations on the subsequent three pages. For the
purpose of this site the students were told that their text could be a copy and paste from a
group of selected sites as long as no page contained more that 100 words and made sense.
Pictures and links had to be added. The introduction of students to this lesson included
the admonition that this teacher was most interested in the on-time delivery of any and all
assignments.
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Following is the index of a web design class assignment:

The rubric for this assignment was available to the students at the inception of the
project. The students were also advised to gather all materials and edit their content
before they attempted to incorporate data into DreamWeaver, the web authoring tool.
The following rubric has been significantly adapted by this teacher from another
high school’s generic rubric.
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A= 14

B=13

13

C=11

D=10

F=9

Basic
Structure

Site contains appropriate title and
structure and all necessary
components.

Site has minor structure errors or is
missing one of the required pages or
components.

Site has structure errors or is
missing two of the required
pages or components.

Site has structure errors
and is missing many
pages or components.

Site contains only the index
or home page.

Page
Layout

Pages demonstrate careful thought
about the order in which information
is presented.

Pages demonstrate thought about the
order in which information is
presented, but are not always
consistent.

Page layout appears to waste
space or appears too
crowded.

Pages are difficult to
read; text and
background colors are
not appropriate.

Pages are difficult to read;
text and background colors
are not appropriate and
layout is confusing or
crowded.

Graphics

Graphics draw your attention to the
site, and reinforce content effectively.

Pages contain appropriate graphics,
including an appropriate background
and simple layout.

Too many graphics on pages
make page annoying and/or
some graphics do not work.

Graphics inappropriate
for page and are simply
used to take up space.

Many graphics do not work
or graphics are not present
on one or more web pages.

Navigation

Major section headings are clear and
easy to understand. Links are logical
and easily followed. Index page links
to all pages on site and all other links
work properly.

Major section headings are clear and
easy to understand. Links are logical
and easily followed. Index page links
to all pages on site. Some links do not
work properly.

Major section headings are
not clear and easy to
understand. Some links do not
work properly or are not
recognizable.

Many links do not work
properly or are not
recognizable.

Not all original web pages
are accessible to user and
links are not recognizable.

Design
Color
Background

The pages are well organized,
attractive; colors and design are
appropriate to site purpose.

The pages are organized and
attractive. A few minor errors are
present.

Inappropriate text colors,
elements or design are used
in some areas.

Pages appear "busy" or
boring. Page design
needs work.

Page looks like it was
created "last minute" and
does not show much thought
or planning.

Information

Information is creative with none or a
few minor errors.

Information is appropriate and
interesting to read and is presented in
short sections. A few errors may be
present.

Information could be better
written and too much
information is given in each
section. Several errors are
present.

Information is poorly
written, inaccurate, or
incomplete and/or
contains too many errors.

Information is inappropriate
for the assignment.

File Mgmt

All files are in the correct subfolders
within the site folder.

All files are in the site folder but some
are not in the correct subfolder.

All files are in the site folder
but many are not in the correct
subfolder.

Site folder does not
contain any subfolders.
Files are scattered within
the site folder.

Files are missing from the
site folder and scattered in
other directories.

GRADE:

0

COMMENTS:

MULLANE & SHEPHERD

Several of the 40 students had problems on their sites that were not reflected in
the rubric but the dinosaur site was the most confusing. The student had made excellent
choices as far as color and style but had not completed the assignment. The site was so
far off task that it was redundant to grade this site on the rubric from the teacher’s
perspective. Although the student’s good decisions were rewarded through the rubric it is
questionable at this writing whether that student will engage in the self evaluation
necessary to make performance judgments in future assignments. In the ideal school
students choose classes based on their interests and abilities. In most high schools in the
USA, students take classes based on a choice to not take another class. Unfortunately,
many students taking the web design class are not particularly interested in the subject
matter, but are less interested in taking Microbiology or AP History.
To make the rubric experience a worthwhile learning tool it must be used
consistently. Perhaps with constant use the students will become more engaged in the
process and will attempt to adjust the rubric to gain an advantage. As the websites
become more complicated students may realize that they have certain strengths and enjoy
some aspects of the site building more than others. When this occurs the teacher needs to
encourage the class to seek this advantage. Requiring the students to self evaluate using
the rubric might help them to become more aware of their skills. This process might be
even more effective when the assignment is based on group work since the evaluation of
the site could be done individually.
This action research project will continue during the 2005-06 school year. This
educator will continue to modify the rubric and monitor the results. Authentic
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assessment requires creative grading, which necessitates a diagnostic rubric. A reflective
educator plus student evaluations provide insight into the teaching and learning process.
Diaz-Lefebvre (2004), in an ongoing nine-year study at the Glendale Community
College, finds rubrics “an effective, interdisciplinary approach to learning, teaching and
creative assessment” (p. 49). Comments made by faculty in their reflections indicate that
students must take an active part in their learning, be exposed to different ways of
learning, and must be accountable for their own learning. This empowers students, and
they develop enthusiasm about their work. With the evolution of change, and the
transformation of education, it is vital to have a forum for the exchange of ideas and
pedagogies. There is a great need for further research in the area of rubrics for fairly and
objectively coping with authentic assessment development utilizing the realm of
technology and multimedia, implementation and evaluation.
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Abstract

Life involves a myriad of skills. Most of the basic skills are undeniably ‘classics’
such as communication and problem solving. The interpretation and delivery of these
skills has morphed into a complicated science, with the changing social environment and
the growing prevalence of technology in our everyday existences. Commonplace
technology as evidenced through word processing, spreadsheets and presentation
programs support Gardner’s 1980’s proposition of multiple intelligences. Furthermore,
the inclusion in many K-12 curricula of courses such as web design, and the acceptance
of PowerPoint as a presentation enhancement forces the classroom teacher not only to
accept Gardner’s concepts but also creates a worrisome quandary of authentic assessment
development, implementation and evaluation.
Teachers are confronted with the theme of man versus machine anew. Refined
methods of evaluation are needed to assess not only the learning of the student in the
traditional sense but also the manipulation of technology as a presentation vehicle. Much
of the existing technology has developed so quickly that certain ‘project enhancers’ while
pleasant and fun are not evidence of a deeper understanding of the subject matter but
simply a distraction.
Performance based assessments, while enabling students to express their mastery
of content according to their learning styles and skill strengths, are difficult to score
objectively. A rubric is a common scoring guide frequently used in the attempt to fairly
assess creative work. It is necessary to have a taxonomy of the levels of talent, or
creativity, in the grading process. Unfortunately, teachers are more willing than they are
able to accurately and dispassionately assess the projects that they want their students to
explore such as posters, skits or plays, PowerPoint presentations, websites and videos.
This study will address the necessity to balance students’ creative efforts with the
reality of deadlines, the conventions of their chosen medium and the ability to self-assess
their own efforts without the benefit of traditional proofreading. The proposed
methodology will be a search of the literature in addition to action research. The
expected outcomes will be a sharing of rubrics and guidelines to assist educators in fairly
and objectively coping with authentic assessment development, implementation and
evaluation.

2

SHEPHERD & MULLANE

Life involves a myriad of skills. Most of the basic skills are undeniably classics
such as communication and problem solving. The interpretation and delivery of these
skills has morphed into a complicated science, with the changing social environment and
the growing prevalence of technology in our every day existences. Pre-school children
have a changed sensibility of their environment and learning strategies even though
kindergarten at age five is regarded as the traditional beginning of formal education. It is
not uncommon for pre-school children to competently operate a VCR or DVD player and
recognize by the picture on the container the movie of their choice. In the progressive
day care center the traditional “circle time” discusses not only the weather but also the
rudimentary characteristics of a painting by Monet.
As the theory of multiple intelligences (MI) comes of age Gardener remains
intrigued by the interest and the interpretation of his work. The educational community
accepted Gardner’s position negating “intelligence as a single capacity” (November,
1995, p.2). However, successfully incorporating MI theory into the curriculum and the
classroom has been uneven, cumbersome and sometimes downright ludicrous. Many
educators want all curricula to fulfill all aspects of MI theory. However, the essence of
MI theory is the antithesis of a ‘one size fits all’ education.
MI theory is only one of the many concepts that have impacted education in the
last two decades. While federal legislation for inclusive education for all students
through Individuals with Disabilities Education Act (IDEA) and more recently the
accountability mandated by No Child Left Behind (NCLB) confounds school
administrators, technology has become commonplace in the classroom. Basic computing
tools such as word processing, spreadsheets and presentation programs have become part
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of the daily diet of teachers and students alike. Web Design classes and the acceptance of
PowerPoint as a presentation enhancement force the classroom teacher not only to
embrace Gardner’s MI theory that intelligence is evident in various capacities but also
creates a worrisome quandary of authentic assessment development, implementation and
evaluation (December, 1995).
Teachers are confronted with the theme of man versus machine anew. Although
there has been technology funding on all levels of government and special interest
groups, Susan Patrick, Director of Educational Technology, US Department of Education
states that, “despite a decade of significant technology investment, most achievement
indicators are flat” (Jancich). Successful schools are measured by student achievement,
especially in this reign of NCLB. As school funding shrinks both administrators and
community question the value of an educational component that requires a constant drain
of funds. Technological competence for teachers, which is measured by a growing
number of K-12 districts, needs to go beyond the drill and practice exercises and the
electronic gradebook. Reich notes that true expertise will build 21st Century Work Skills
of abstraction, systematic thinking, experimentation and collaboration (Jancich). The high
school curriculum has grown in response to the needs and desires of the community but it
is both the lesson delivery system and the assessment mechanism that are weak. The
various advanced placement classes that are routinely part of the millennium high school
curriculum, as well as technology based classes such as web design, strain the
traditionally rigid assessment process.
In American schools, the emphasis has been on teaching students about computers
and teaching the skills necessary to use them. As a result, computers are the subjects of
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instruction. This instruction and usage are in isolation, in preparation for future utility.
Skills in manipulating telecommunications and multimedia are taught, to be eventually
used in other school subjects and in the outside world (Becker, 1993). There is a lack of
using computers in non-computer classes. Secondary schools are behind in curriculum
development for implementing computer-based tools in classes teaching subject matter.
The problem is that most subject matter teachers do not know how to implement
technology in their classes. They do not know how to relate multimedia to history, fine
arts, English, and other subjects. There is a need for curriculum upgrading in the
academic disciplines, in order to make computer education meaningful in schools
(Becker, 1993). Although Becker’s article was written over ten years ago, it is still true
today. Changes have been made to curricula, but these changes have been superficial
compared to the possibilities.
NCLB legislation has increased the emphasis on high stakes testing as a means of
improving instruction. The accountability standards of NCLB have caused some states to
review their assessment measures. Maryland eliminated the long standing Maryland
School Performance Assessment Program (MSPAP). Maryland students in grades 3, 5,
and 8 would respond to interdisciplinary tasks that required the application of skills and
knowledge to real-life problems in favor of an off-the-shelf multiple-choice test. The
adjustment was made solely for the purpose of adhering to the current federal regulations.
Performance based assessments, while enabling students to express their mastery of
content according to their learning styles and skill strengths, are difficult to score
objectively and have only a vague relationship to MI theory. Some teachers are
concerned about the objectivity of alternative assessment methods while others question
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the authenticity and reliability. Those in school administration prefer the simplicity of
the rigid pen and paper final exam tradition.
It is a daunting task to objectively evaluate artistic and multimedia projects. The
assessment tool needs to balance the creativity and artistic ability of the student with the
standards and theory of the demonstrated medium. It is difficult to assess what a student
has learned in making a video or creating a website, for example. In the book,
Evaluating Creativity, by Julian Sefton-Green and Rebecca Sinker (2000), the authors
have collected essays from teachers and researchers in England which deal with the
issues of evaluating artistic and media projects. The authors suggest that through these
evaluations, there will be an improvement in the growth and insight of both students and
their parents.
A common method of performance assessment is the rubric. “A rubric describes
levels of quality, usually on a point scale” (Berry, 1997). Defining quality for both the
teacher and the student is a primary goal of using a rubric for assessment. While the
rubric reflects both the nature of the project and the grade level of the pupil, it helps
students develop a sense of responsibility for their own work because the rubric focuses
the students’ attention to the elements of the assessment process. In varying degrees
many teachers mentally engage in a rubric-like process especially when grading essays or
PowerPoint presentations. The difference between the teacher’s mental process and a
rubric is fundamental. A good rubric is normed with the content standards for the class.
The accomplishment is graded against the lesson standards. However, there exists the
effort-based grade, where a child moves on because emotionally the teacher senses an
effort but not necessarily a tangible achievement. This clear divide between
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accomplishment and effort provides clarity for the teacher in justifying to the student
and/or parent as to why the grade is what it is. In a society that is becoming more and
more litigation-minded, the time consuming process of developing an authentic rubric
with a clear goal and purpose for student assignments is worth the energy.
An authentic assessment scale is consistent, fair and clear. It references the
appropriate standards. Such an assessment vehicle helps to avoid misunderstandings
between teachers, students and parents (Tripp, 2005)).
A major hesitation in teaching media in subject-matter classes is the lack of
ability to objectively assess student work in a media format. Many teachers do not have
expertise in the film, video, and audio formats. In his book, Assessing Media Work, Chris
Worsnop (1997) provides rubrics for assessing multimedia projects. The rubrics break
down the five major areas of assessment of such projects, using scales ranging from
“Consistently exceeds expectations,” to “Consistently meets and may exceed
expectations, Usually meets expectations, Inconsistently meets expectations,
Inconsistently meets expectations, Does not meet expectations,” and “Not present”
(p.25).
In preparing a project, it is important for students to have a clear target. This
enables a student to know what is expected by the teacher, and knowing the expectations,
may even provide an impetus for a student to work toward a higher grade. It is
advantageous for teachers to have a rubric, so they do not fear assigning and assessing
student work done in a non-traditional, non-written format. Worsnop selected five areas
for assessment of multimedia projects, focusing on specific traits. First, the work is
evaluated on the ideas and/or content of the piece. Then it is judged according to its
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organization and structure. Third, the work is viewed in relation to the student’s effective
use of language and rhetoric of the project medium. The next level is the use of the
student’s voice in the piece, and the relationship to the target audience. Finally, the piece
is assessed according to the student’s competence in the handling of technology of the
genre selected (Tripp, 2005).
The goal of most students is merely to complete a set of instructions to reach the
assignment’s end. When the assignment starts with a well-planned rubric the teaching
plan flows from the rubric’s objective and the students are reminded of the points,
repeatedly. Since the same rubric may be employed to evaluate existing work or teacher
models, theoretically the students will learn to recognize quality in their own work. This
method separates academic accomplishment from the individual notion of sufficient
effort to complete the task. As students become more adept using the rubric they will
realize their own strengths and be aware of the skills that need more development and
emphasis. This process will also create and develop a greater sense of personal maturity
and ownership of their academic products and responsibility for their work habits.
However, technology is branding another definition for comprehension flexing
the thoughts of both sides of the teacher’s desk. Alternative assessment models may have
many faces. Teachers need the structure that a rubric provides to avoid a grade that
reflects the ‘distraction quotient’ of the student product. Without a rubric for a
PowerPoint presentation that technological distraction of a few colors and flying text
might boost a student’s grade by a whole letter. With a rubric the choice of colors and
animated content become elements of design and presentation to be evaluated. The
teacher needs to be well-versed in the proper construction of the PowerPoint presentation
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before it is considered as a student product. With continued use and practice the students
who choose a flashy design without considering the nature of the content and the target
audience will realize that they chose in error.
The value of a rubric may be determined by its commutative property. Full
understanding of the rubric is essential for each student. The rubric needs to become an
evaluative tool for the student as well as the teacher. The underlining objective of the
rubric is to demonstrate a measurement of quality in a variety of elements contained in a
work or project. Pickett, in creating Rubrics for Web Lessons, notes that this involvement
empowers the students, and as a result, their learning becomes more focused and selfdirected (McAteer, 2005). While grading is usually the purvey of the teacher the rubric
concept is a life skill aiding the individuals to discern elements of quality not only in their
own work but also to qualify ideas, products and suggestions of other evaluators. This
life strategy demands maturity, self-reflection and constant practice.
Multimedia Mania is a contest sponsored by ISTE HyperSig to promote the
collaboration of K-12 teachers and students in creating multimedia projects. The judging
rubric rates sixteen elements in five different areas: mechanical, multimedia elements,
information structure, documentation and quality of content. While this may be workable
for a national competition with a staff of judges it is not a realistic tool for everyday
classroom use. In fact, Multimedia Mania provides the student participants with a yes/no
checklist version of the rubric. This primer may be a good start but it does not provide
the student with the same evaluative practice afforded by a well-developed rubric
(http://ced.ncsu.edu/mania/mm_docs/2004_judge_rubric.html).

While the student

checklist contains the same elements as the judges’ rubric, the yes/no format does not
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provide the students with the opportunity to examine the quality of their work. Most
students work a project to the completion of the teacher’s instructions. Most students do
not interpret “Check your work,” as an actual instruction but simply as the teacher
expelling yet another breath.
Consider the element of Screen Design as described by Multimedia Mania. The
student checklist simply states, “The combination of multimedia elements (buttons, link,
and graphic) and content communicate the intended ideas clearly” (Vasu et. al.). The
judges’ rubric spells out the definition of screen design in four clear steps. The students
with the checklist would respond “yes” because buttons links and graphics are present
while the students with the rubric would be forced to measure their work again four
distinct standards. However, as with many generic rubrics some requirements seem
vague or overlapping. The four items listed as mechanical, technical, navigation, spelling
and grammar, and finally completion have a hair splitting quality that may only apply to a
national competition.
The following rubric has been used with high school students in Nutley, NJ.
Although its origin is from a generic rubric both the elements and the evaluative
information have morphed as the teacher’s experience has grown with the tool. The six
elements are distinctly different and the rating continuum is clear. In the category of
Graphical Design a student will quickly discern the difference between “exaggerated
emphases upon graphics” and “multimedia elements add a high level to the content.”
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The rubric is an authentic assessment tool used for evaluating criteria that are subjective and complex. It allows the assessment to be
consistent, objective and fair, and clearly shows the students what is expected of their work and how it will be evaluated. It also
provides benchmarks which can be used to measure and document student progress. It is very time consuming for a teacher to
calibrate a rubric but its value as learning tool as well as a life skill may be invaluable.

Multimedia Project Rubric

Assignment:

Communicate complete information on ___________________________________
With a minimum of ______________ slides, ________ graphics, ____________ animation.

Points
Topic/Content
Organization of
Content
Graphical Design

Mechanics

Technical
Requirements
Presentation Skills

Scale:

2

1
Most information is
confusing, incorrect or
incomplete
No logical sequence

Some essential
information is confusing,
incorrect or incomplete
Some logical sequence
but path is confusing

Exaggerated emphasis
upon graphics and
special effects; screens
are confusing and
cluttered
Includes 4 or more
spelling errors and/or
grammatical errors

Graphical elements do not
reinforce content; some
tendency toward random
use of graphics and
special effects.
Includes 2-3 spelling
errors and/or grammatical
errors

Includes too few or too
many slides, no
graphics or animation

Contains appropriate
number of slides, limited
graphics and other
enhancements
Some difficulty
communicating ideas due
to lack of preparation or
incomplete work.

Great difficulty
communicating ideas
due to lack of
preparation or
incomplete work.
20-24 Expert (A) 15-19 Above Average (B)

3
Information is clear,
appropriate and correct.
Logical sequencing; paths
to more information are
clear
Design elements and
content combine
effectively and reinforce
each other.

4
Covers topic completely and in
depth. Information is clear,
appropriate, and correct.
Logical sequencing, path to all
information is clear and concise
Multimedia elements add a high
level to the content

Includes 1-2 spelling
errors and/or grammatical
errors

Has no spelling errors or
grammatical errors

Contains appropriate
number of slides, some
advanced features

Contains several advanced
features such as animation, video,
audio which are effectively used

Communicates ideas
clearly, shows adequate
preparation.

Communicates ideas with
enthusiasm, excellent preparation
and clear delivery.

10-14 Average (C) 6-9 Below Average (D)

Total Points

Self
Evaluation

Teacher
Evaluation
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Abstract
The research examined how peer-assisted learning strategies (PALS) contributed to
the initiation of extensive reading and affected the reading achievement and motivation
of EFL high school students. Subjects consisted of four 11th grade classes, two as
experimental groups and the other two as control groups. All four classes employed the
same classroom instructions and requirements with the exception that PALS were
implemented only in the experimental groups. Analyses included effective measures of
reading proficiency exams as well as students’ self-evaluation. After a year of
implementation, results indicated that PALS bridged the gap for reluctant readers and
provided better access to extensive reading, leading to significant improvements and
substantial growth in both language achievement and learning attitudes toward
reading.

Background
Extensive reading is acknowledged as one of the most efficient ways of language
acquisition. However, language itself poses as the main barrier and threat to many
learners of EFL. In Taiwan, most students feel overwhelmed when exposed to a
massive amount of English in reading materials. Low English proficiency, poor
reading skills as well as lack of proper access and guidance add to the frustration and
reluctance in foreign language reading. With little reading accomplished, insufficient
language is acquired, and more problems of reading incompetence emerge as the
vicious cycle continues, leading to poor English proficiency in general. In fact,
Taiwan’s average TOEFL score ranked sixth to last among all the countries in Asia
according to the current data from ETS (Educational Testing Service).
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With the aim of enhancing English ability, the education authority pursues to make
reforms in the English curriculum of secondary education in the hope of bettering the
present situation. Much has been discussed concerning the modification of reading
instructions in the senior high education, with special regard to the development of
extensive reading; nonetheless, courses remain based on board-adopted materials with
very few cases of successful extensive reading programs. Aside from time constraints
and lack of confidence, incapability of completing a book independently accounts for
the main cause. Most high school students in Taiwan find outside reading too
challenging and beyond independent management. In response to the urgent needs of
facilitating students’ reading achievement to boost English proficiency, a research was
administered employing peer-assisted learning strategies (PALS) in reading for the
senior high curriculum. Although cooperative learning and peer tutoring have proved
to be educationally significant in countries such as the United States and Australia,
peer learning does not take the place it deserves in Taiwan, especially in senior high
English education. Whole-class instruction and individual learning dominate the
course style with little or no interaction between students. Thus, no studies of PALS
have been conducted to promote extensive reading among students at the senior high
level in Taiwan. Much research was required to modify and develop better strategies,
and the effects of this research are examined with two questions as the primary focus:
1. Do peer-mediated instructions and strategies enhance reading proficiency for
extensive reading at the senior high level?
2. Do peer-assisted learning strategies help motivate high school students to read?

Literature Review

Cooperative learning, a strategy in which small heterogeneous teams of students
2
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work together to facilitate their own and each others’ learning, has been widely used in
various pedagogical areas and proved to produce higher achievements, better
interpersonal relationships, and develop positive attitudes toward learning (Vaughan,
2002; Cohen, 1986; Johnson & Johnson, 1989; Slavin, 1990). Such learning strategies
are especially helpful to students who find learning fairly frustrating and possess low
self-esteem. In situations where students with low language proficiency insist on
clinging to their core textbooks, lack of confidence and motivation to read extensively
can be anticipated. Classroom instructions consisting of mostly traditional lecturing
and individual competition would inflict more stress and intimidation on students,
while cooperative learning strategies emphasizing peer support prove to help bring
about greater positive feelings in learning with higher self-esteem and empathy (Slavin,
1990). Cooperative learning can be defined as “students working together to
accomplish shared goals” in broad terms (Johnson & Johnson, 1989); thus, with a view
to enhancing this positive interdependence to boost reading achievement, conventional
lecturing is reduced while peer assisted learning (PAL) is employed as the main
learning model, with students helping one another’s learning and providing mutual
support. PAL serves to represent a certain manifestation of cooperative learning,
placing emphasis on peer tutoring and the value of learning for both the tutors as well
as the tutees. A peer is an equal in standing or rank, a matched companion (Onions,
1978), and PAL occurs when people from similar social groupings, not professional
teachers, help each other to learn and by doing so, help themselves (Topping, K., Ehly,
S., 1998). The key factor of successful peer learning lies in the fact that interchange of
information occurs among students speaking the same “peer language,” and thus
knowledge is passed on effectively. As Lundeberg & Moch (1995) pointed out, the
personal, cooperative approach of PAL imposes positive impacts on students’
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cognition, including the ability to process abstract ideas.
The Learning Pyramid (fig. 1), formulated by the National Training Laboratory of
Bethel, Maine, clearly illustrates PAL’s significant role in language acquisition.
Starting at the base of the pyramid, the three most effective learning models are
teaching others/ immediate use of knowledge, practice by doing, and discussion group,
with the average retention rate of 90%, 75%, and 50% respectively. Retention rate
accounts for no more than 30% in the more teacher-dominant formats, among which
the most widely used lecturing method in high schools of Taiwan yields merely 5%.
This calls for attention to reflect on the types of techniques employed in classrooms.
Although teacher-dominant instructions, such as lecturing, are easier to organize and
control, it is evident that inclusion of a variety of instructional techniques, especially
student-centered, peer-assisted learning activities, is actually more beneficial in
reaching out to the utmost number of students’ learning. Consolidation of knowledge
through peer learning can greatly enhance the depth of learning, retention of
knowledge, interpersonal relationships, and the confidence and motivation to learn
(Felder & Brent, 1996).
fig. 1

National Training Laboratory of Bethel, Maine
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Method
This research was conducted in the senior high English course for one academic
year (40 weeks) by a research team consisting of an instructional expert from a local
university, an English teacher, and an assistant teacher. The research team held
meetings throughout the year to collect qualitative data on an irregular basis. Teacher’s
journals were kept and problems were constantly discussed. Students’ notes and
responses were presented in English teachers' professional growth meetings and shared
with other English teachers. At the end of the school year, a questionnaire was
administered to all students for further analysis.

Subjects are composed of four 11th grade classes, two as experimental groups
(PALS: n=2 classes) and two as control groups (contrast: n=2 classes). Both groups
received equivalent amount of reading instruction and class periods (4 class periods
per week); however, PALS classes were supplemented with peer-mediated learning
activities while contrast classes received conventional instructions without any type of
peer tutoring or other peer learning strategies. Both groups employed an identical
assigned book as outside reading material. With concern of the complexity and length
of each chapter, a book consisting of short passages was adopted for a start-off. The
contrast classes received conventional lecture instruction for guidance to complete the
reading on their own.

Students of PALS classes were assigned into heterogeneous teams of 4 in accordance
with their English test scores. Both PALS classes comprised of 10 teams respectively,
with a total of 20 teams. The peer-assisted learning strategies included class-wide peer
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tutoring and peer-constructed guided reading notes that were shared among all students
from both PALS classes.

Peer Tutoring
Students within the same team helped one another in understanding the reading.
Each team is broken down to 2 dyads or sub-teams with the higher-performing
students (tutors) coaching the lower-performing students (tutees) in grasping the main
idea. The pairs sit down and after silent reading, tutors ask the when, where, why, what,
who, and how questions for comprehension check. Tutors are trained beforehand to
provide help and avoid giving direct answers unless necessary. After the
comprehension check, the whole team (of 4) work together to draw a summary for the
reading. Then students take out their PAL guided reading notes (see following
paragraph) to compare and contrast the two sets of contents with their own in group
discussion. During the entire course, the teacher circulates among the small groups to
ensure that everyone understands the learning process and provide help whenever
necessary. The small group discussions are then followed by a whole-class panel
discussion. The two teams that constructed the PAL guided reading notes hold the
12-minute panel session, serving as “experts” for this unit of reading; all members
from both teams are responsible for the presentation and need to be at the front of the
class. Students from other teams are encouraged to express different opinions and even
challenge the panel of experts with probing questions; likewise, the panel may raise
issues that require deep thinking for the audience. The teacher does not interfere or
dominate the panel discussion but takes the role of a facilitator in accelerating an
interactive learning atmosphere. As students become familiarized with the peer
learning strategies, most of the peer-assisted learning process can be assigned to be
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accomplished during out-of-class time, with only the final whole-class panel
discussion to be done in class. Active participation is highly valued and credited during
the whole PAL process.

PAL Guided Reading Notes
All PALS students are responsible for constructing their share of guided reading
notes. Work is divided among the 20 teams of both PALS classes, and students are
notified that the notes would be shared among everyone to facilitate peer learning. One
unit (chapter) was assigned to two teams of different classes, and all the units of the
book were mapped out to the 20 teams along with the due dates before the semester
began. For instance, Team 1 of Class A and Team 1 of Class B were both assigned to
construct guided reading notes for Unit 1 respectively. Thus, the assignment schedule
took the form of “Unit 1: A1 & B1 Æ Sep. 6; Unit 2: A2 & B2 Æ Sep. 8…” Notes
included anticipated vocabulary, short summary of reading, and other supplementary
information and thoughts. Use of peer language and creativity were encouraged to help
enhance better understanding of reading. Guided reading notes are then turned in,
revised (for correction of syntax errors) and added with teacher’s comments,
suggestions and/ or further discussion questions. The revised versions of reading notes
were printed and handed out to all students in both classes.

Results
Measures evaluating reading proficiency before and after treatment were taken,
and students’ attitude toward reading was indexed after treatment. Outcomes of
reading proficiency tests, English achievement tests, and student’s self evaluation
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affirmed the value of implementing peer-mediated learning activities. Analyses show
that students reading with PALS, in contrast to the counterparts, showed higher levels
of motivation and confidence in reading extensively and excelled in reading
comprehension tests as well as English proficiency tests.
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Abstract
This study investigates which highschool-factors affect on a percentage of university
entrance (POUE) at the highschool level in Korea. In light of hierarchical structures
among years (third level), regions (second level), and highschools (first level), two or
three random effect/intercept multilevel models are used not only to verify the fixed
effects at each level more accurately, but also to show upper-level effects on the lowerlevel, that is, educational differences of the POUE among 232 counties and/or 6 years
(1998-2003). ‘Educational Statistics’ are prepared for the highschool-level data and then
combined with regional data obtained from ‘Major Statistics by County’ for 6 years. This
study shows that various school properties at the first level affect the POUE. Among
them, coeducational schools require more committed guidance for the students, because
they have much lower POUE than non-mixed schools. Also, because abilities of teachers
play important roles to raise the POUE of each highschool, it is necessary to develop their
abilities at the school level. Especially, roles of teacher’s career in the rural-area-schools
are played importantly more than urban-area-schools. Furthermore, this study shows that
educational policy should be implemented, considering the regional peculiarities rather
than applying the policy uniformly across the country. Finally, increases of the POUE
after 2001 are affected positively by decrease of number of students and Korean
educational policy newly launched. The new educational reform contributes to expansion
of higher educational opportunities to regions with poor educational systems, since the
gaps of the POUE between urban and rural areas have been decreased from 2001. Based
on the finest model, hypothetical simulation to evaluate the educational policy of
highschool equalization suggests that the policy still has positive effects on the POUE of
the unequalized areas, estranged from higher educational opportunities.
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Abstract
This study evaluated a psychological fitness intervention for 94 ethnically diverse
college students, ages 17 to 22. Half (n=47) of the students were randomly assigned to an
immediate-treatment experimental group and half to a delayed-treatment control group.
The experimental group received three hours (one hour per week) of theoretically and
empirically-derived cognitive, behavioral, emotional, and interpersonal skills training in
small groups that they could practice in the form of daily exercises. The experimental
group participants reported significant increases in optimistic thinking, academic
competence, positive body image, global self-esteem, and life satisfaction, and significant
decreases in anxiety, depression, and anger symptoms compared to the control group.
The results suggest the utility of a theoretically integrative set of empirically supported
psychological exercises to enhance mental health and reduce psychological distress of
college students that could prove useful for other populations.

Development and Evaluation of a Psychological Fitness Intervention for College Students
Support, learning, and action are common factors in effective psychotherapy
(Lambert & Ogles, 2004) and conceptually similar to interpersonal, emotion-focused, and
cognitive-behavioral interventions shown to alleviate a variety of psychological problems
(Chambless & Ollendick, 2001). Researchers have not examined the potential benefit of
translating cognitive-behavioral, emotion-focused, and interpersonal therapy and coping
techniques into the form of daily psychological exercises to enhance mental health. The
following study tested the hypothesis that training in, and practicing of, daily
psychological exercises will enhance mental health and reduce psychological distress
among college students.
Method
Participants
The participants were 74 females and 20 males enrolled in introductory
psychology courses at a large public university in the Washington, DC metropolitan area.
The sample was 51% European American, 22% Asian American, 9% African American,
9% Latino, and 9% Middle Eastern international students. More than half (61%) were
first-year college students. Reports of father’s educational level indicated that 27% were
high school graduates or less, 11% had some college level education, 33% were college
graduates, 26% had graduate school degrees, and 4% were missing. Reports of mother’s
educational level indicated that 32% were high school graduates or less, 19% had some
college level education, 39% were college graduates, and 9% had graduate school
degrees.
Intervention
The intervention consisted of three hours (one hour per week) of training in
behavioral, emotional, social, and thoughtful (BEST) exercises derived from evidencebased therapies (Short, 2004) and presented by a licensed clinical psychologist. The first
hour included an overview of the conceptual approach that defines and provides
dimensions for psychological fitness, a distribution of exercise descriptions, and an
identification of individual goals for improvement, and the encouragement of group
support. The second session reviewed individual progress towards personal goals, the
adherence and preference of exercises, and group feedback and support. The third
session again reviewed progress towards personal goals, adherence to the exercises,
future goals, and group feedback and support. See Table 1 for definitions and dimensions
of psychological fitness, Table 2 for a description of the exercises, and Table 3 for an
example of how to implement daily psychological exercises.
_______________________
Insert Tables 1, 2 and 3 about here
_______________________

Procedures and Measures
All of the 94 participants completed pretest questionnaires at the same time. Half
(n=47) were randomly assigned to receive the first hour of the psychological fitness
intervention after the questionnaire and returned for one hour of additional training in
each of the next two weeks. All of the participants, except for six who withdrew (2
experimental and 4 control group participants), completed posttest questionnaires three
weeks after the pretest.
The questionnaire included ten items from the Life-Orientation Test - Revised
version (Scheier, Carver, & Bridges, 1994) to measure optimism. Also, ten items from
the Rosenberg Self-Esteem Scale (Rosenberg, 1965) were used to measure global selfesteem and twenty items from the Current Thoughts scale (Heatherton & Polivy, 1991)
were used to measure performance, social, and physical self-esteem. Twenty-five items
from the Extended Satisfaction with Life Scale (Allison, Alfonso, & Dunn, 1991)
measured life satisfaction. In addition, 11 items measured anxiety and 11 items measured
depression from the Symptom Checklist-90 (Derogatis, Lipman, & Covi, 1973). Finally,
15 items from the Spielberger Trait Anger Scale (Spielberger, 1995) measured anger.
Results
In preliminary analyses, the six participants who withdrew were compared to the
88 participants who completed the study on pretest scores and no differences were found.
The primary analyses were analyses of covariance on posttest scores by group controlling
for pretest scores on each variable. The results presented in Table 4 indicate that the
experimental group participants reported significant increases in optimistic thinking,
academic competence, positive body image, global self-esteem, and life satisfaction, and
significant decreases in anxiety, depression, and anger symptoms compared to the control
group.
________________
Insert Table 4 about here
________________
Discussion
The results of the study indicated that the three hour intervention (over three
weeks) contributed to improvement in mental health and reduction in negative emotions.
Future research could examine which exercises contribute most to which mental health
outcomes and also examine whether mental health gains are maintained over longer
periods of time. Also, one might evaluate this intervention with other populations to
determine its effectiveness with people of different ages and life circumstances.
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Table 1
Definitions and Dimensions of Psychological Fitness
Psychological Health refers to having a healthy identity, and experiencing
generally positive emotions, rational thinking, adaptive behaviors, and healthy
relationships that foster one's physical health and help one meet psychological needs.
Like physical health, in psychological health there should be evidence of high levels of
Behavioral performance and endurance, Emotional awareness and expression, Social
strengths and teamwork, and Thoughtful processes that are agile and flexible and these
are all enhanced with exercise (acronym BEST).
You can use the acronym TIMBERS to remember the seven major areas. Timbers are
large wooden pieces that provide the framework and hold up a wooden house.
TIMBERS suggests a framework to organize and support yourself psychologically.
TIMBERS corresponds to Thinking, Identity, Morality, Behaviors, Emotions,
Relationships, and Sexuality.
I. Healthy Thinking. One engages in logical thinking (understanding cause and effect),
engages in inductive and deductive reasoning, demonstrates adequate short-term and
long-term memory, shows evidence of learning, and demonstrates creativity
(convergent and divergent) and cognitive adaptability to change a majority of the time.
II. Healthy Identity. A healthy identity consists of positively labeling oneself in
multiple ways and engaging in social roles that elicit pride, caring, accomplishment,
and high self-esteem.
III. Moral Health. One engages in ethical behavior in personal relationships, at work,
and in one's community a majority of the time and one ponders the meaning of life on a
regular basis.
IV. Healthy Behaviors. Behaviors that contribute to physical health, meet
psychological needs, and help one accomplish personal goals.
V. Emotional Health. One experiences positive feelings a majority of the time and in a
majority of situations and can use negative feelings to cue changes in thoughts,
behaviors, and relationships.
VI. Healthy Relationships. Satisfying connections to family, friends, and associates
which include clear and respectful interpersonal communications (verbal and nonverbal)
and meet needs for intimacy, passion, and commitment.
VII. Sexual Health. Ongoing physical and emotional comfort with one's sexuality,
sexual desire, and sexual expressiveness by oneself and/or with partners.

Table 2
Types of Psychological Exercises
I. Behavioral exercises
In order to maintain or change a behavior it helps to measure it, change the environment
to make the behavior more likely with cues and associations, and provide significant,
valuable rewards for doing the behavior. Below are some exercises and goal behaviors.
1. Assessment. Define the target behavior, measure the quantity and quality of behavior,
and find patterns. You can use a log that includes:
Date/Day Time Activity Duration Location Before and After Satisfaction
(Thoughts and Feelings) (0 to 10)
You are trying to understand when the behavior is most likely to occur and use that
information to develop your intervention plans. The behaviors that we will focus on for
improvement are study behaviors, physical exercise, eating, and sleeping. Two common
behaviors to reduce or eliminate are smoking and drinking alcohol.
2. Change behavior with (STEER):
A. Social support (tell others who can encourage you to succeed)
B. Thoughtful monitoring (continue to monitor the occurrence of the behavior)
C. Environmental cues (use signs, pictures, clothes, or other reminders)
D. Emotional signals (use positive or negative emotions to motivate you)
E. Rewards (work best when they are immediate, powerful, and valued)
Other Behavioral Exercises.
A. Behavioral contracts. Spell out the target behavior, the time frame, and the
consequences for doing or not doing the behavior.
B. Identify role models to imitate. Look for similar others who are successful.
C. Make gradual changes through shaping. You can move forward by starting with
small changes in behavior and raising your standards for accomplishment over time.
D. Change smaller behaviors associated with the larger behaviors. There may be
easier behaviors that you can do before, during, or after the target behavior.
E. Repeat behaviors to help make them automatic.
F. Develop chains of healthy behavior. For example, you can change eating, exercise,
and sleep behaviors in a more healthy direction all at the same time.

Table 2 continued
Types of Psychological Exercises
II. Emotional exercises
FLAME Technique
1. Feel the sensations
2. Label the emotion
3. Analyze the pattern
4. Manage your emotion
5. Express the emotion in a constructive and respectful way
Think of your emotions as a traffic signal. Happy (green), Anxious (yellow), Angry (red),
and Sad (blue). Negative emotions signal that you should change thoughts, behaviors,
and interpersonal interactions.
Relaxation
A. Slow, deep breathing
B. Deep muscle relaxation – tense muscles and release from toes up to the head
C. Visualization (imagine relaxing place and involve your five senses to make it vivid)
D. Meditation or prayer (use memorized words or clear your mind of words)
Emotional Expression
A. Share your feelings with a close friend, family member, or therapist
B. Write your feelings down or write an emotional letter without sending it
C. Use Painting, Music, Drama, or other arts or crafts to express yourself
Physical Exercise
A. Stretching and deep breathing
B. Aerobic exercise to raise your heart rate, such as running
C. Cool down with more stretching, and a shower, bath, or massage
Pleasurable Activities
You can use your five senses of sight, sound, smell, taste, and touch to help you focus on
activities that can enhance your mood.
A. See beautiful pictures, places, plants, pets, and people.
B. Listen to melodious sounds and music.
C. Smell food, flowers, and favorite fragrances.
D. Taste delicious food and drinks.
E. Touch and hug others (or pets) with their consent.
Reading or Thinking
A. Read for pleasure
B. Think about what you are thankful for
C. Look forward to future enjoyable activities

Table 2 continued
Types of Psychological Exercises
III. Social exercises
Positive Nonverbal Behaviors. Think of the acronym SOFTEN: Smile, Open posture
(arms and legs unfolded), Forward body lean, Touch (handshake, hand on arm), Eye
contact, and Nod head affirmatively.
Positive Verbal Behaviors. Think of the acronym CSALAD: Compliments,
Summarizing what the speaker is saying, Agreeing with the speaker, Limit interruptions,
Ask questions, and Disclose similarity.
Ways to Increase Support and Intimacy.
1. Accept yourself and friends or a partner for who you are.
2. Communicate your thoughts and emotions sensitively.
3. Increase self-disclosure over the course of the relationship.
4. Spend more time together and demonstrate caring behaviors.
Ways to Increase Passion.
1. Engage in work and leisure activities that make you happy.
2. Communicate your desire for your partner.
3. Share responsibility for sexual satisfaction and have variety in lovemaking.
4. Improve physical appearance and sexual performance.
Ways to Increase Commitment and Trust.
1. Make public declarations and announcements of your relationship.
2. Be dependable and make yourself available to meet the needs of your partner.
3. Combine resources together and make plans for the future together.
Coping with Conflicts in Close Relationships.
1. Use "I" statements to express your thoughts and feelings.
2. Clearly state what behaviors you do not like and the situations in which they occur.
3. Avoid blame and negative thinking and use problem solving (ICOPE).
4. State what specific behavioral changes you want to see.
5. Indicate the reasons and consequences for the requested changes.
6. Share responsibility for change and say how you will help support the new behavior.
7. Make some positive behavior changes of your own.
8. Listen to your partner, summarize your partner's views, and negotiate a compromise.
9. Show appreciation for your partner’s changes in behavior.
Community Connections
1. Volunteer service to benefit others in an organized way.
2. Random acts of kindness.

Table 2 continued
Types of Psychological Exercises
IV. Thoughtful exercises
Deduction refers to inferring conclusions from a general principle. Theories organize
information about people and the world and allow you to test your hypotheses. Look for
patterns in the world to help you anticipate future events.
Evidence refers to observable signs. Avoid jumping to conclusions before you look for
evidence.
Wonderment refers to curiosity. You will observe more details and piece them together
if you are curious about why and how people act as they do. Curiosity helps you to better
empathize and take the perspective of others and gives you interest and zest for life.
Disputing is a technique to challenge your negative thoughts where you point out
counterexamples to specific negative thoughts. Words like "never", "always",
"everyone", and "every time" are often tip-offs to jumping to conclusions.
Reframing refers to focusing on the positive aspects of a negative behavior. You might
perceive someone as "irresponsible" for showing up late to meet you. However, you
could view the same person as "spontaneous" and find that quality attractive.
Optimism refers to anticipating positive outcomes. If you believe that you are likely to
succeed with your goals, then you are more likely to put forth the effort and persist when
you have momentary failures. Optimistic thinking helps to prevent depression.
Problem Solving is a set of steps to help you cope with problems or conflicts with others.
Negative feelings are cues that you have a problem. You can use the acronym of ICOPE
to help you remember and use the steps of problem solving: 1) Identify the problem
when you have negative feelings; 2) Think of Choices of what to do; 3) Consider the
Outcomes of your choices; 4) Pick the best choice and do it; and 5) Evaluate the
outcome. Reward yourself for success, continue the steps of problem solving if you fail
by trying other choices or redefining the problem and working back through the steps.
Other Thoughtful Exercises.
1.Thought stopping. Imagine facing a big, red stop sign to distract yourself from a
negative thought and help you move to positive thoughts.
2. Visualization. Imagine successfully completing a specific goal by thinking about
yourself in the situations that lead to success.
3. Cost-Benefit Analysis. Compare the advantages versus disadvantages in making a
decision.
4. Gratitude. Think about what you are grateful for and happy to have.

Table 3
A Daily Psychological Exercise Program
To identify areas to work on, think of the acronym TIMBERS (Thinking, Identity,
Morality, Behaviors, Emotions, Relationships, and Sexuality) and you can remind
yourself of the exercises by thinking of four “H’s”: Head (think), Heart (emote), Hips
(behave), and Hands (socialize).
Early in the Day
Improving Identity. When you wake up, think of what you want to accomplish that day
that will help you develop more pride in an area of identity. If you wanted to improve
yourself as a student, you could think about study behaviors you want to do at different
times during the day and have goals for what you plan to accomplish. Also, think of
rewards that you can give yourself for accomplishing your goals, such as dinner with
friends, recreational exercise, or activities that give you pleasure in your senses of sight,
sound, smell, taste, or touch. You need pleasurable activities to look forward to each day.
Throughout the Day
Improving Relationships. Greet the people that you live with or have contact with.
Express interest in their activities, thoughts, and feelings. Plan ways during the day to
show the people in your life that you care about them. Call someone, spend time
together, or send someone a note or email. Develop your sexual health and express your
sexuality when it is consistent with your ethical principles.
Improving Thinking. Check whether you are thinking in a logical way. Avoid jumping
to conclusions, catastrophizing, or mind reading and look for evidence for your beliefs.
Use your problem solving skills and try to express your creativity.
Increase Healthy Behaviors. Pay attention to your body for what increases your
physical health. Try to get physical exercise, eat nutritional food, drink plenty of water,
and get restful sleep. Create environments that cue and reward healthy behaviors.
Maintain or Increase Emotional Health. Monitor your emotions and use them as cues.
If you are experiencing positive emotions, continue your activities and goals. If you have
negative emotions, use them to cue changes in thoughts, behaviors, or relationships
depending on whether you experience anxiety, anger, or depression. You can get
pleasure from enjoyable sensory activities involving sight, sound, smell, taste, and touch.
End of Day
Review your Progress and Moral Health. Examine your thoughts and feelings about
how you spent your day. Use your values and ethical principles to set goals for yourself
and to improve the quality of your behavior and communication with others. Over time,
you can use these exercises more automatically at any time during your day.

Table 4
Observed Means and Adjusted Means for Comparisons Between
Experimental and Control Groups of College Students
_____________________________________________________________
Experimental Group
Control Group
(n = 45)
(n = 43)
Adjusted
Adjusted
Variable Pretest Posttest Posttest Pretest Posttest Posttest
F
_____________________________________________________________
Optimism 3.28
3.56
3.69
3.59
3.42
3.30
7.59**
(SD)
(.74)
(.76)
(.68)
(.91)
Academic
Competence 3.58
3.91
3.94
3.71
3.69
3.67
4.46*
(SD)
(.79)
(.75)
(.84)
(.85)
Positive
Body Image 2.92
3.34
3.53
3.42
3.42
3.25
4.83*
(SD)
(.98)
(.87)
(.92)
(1.03)
Self-Esteem
(SD)
Life
Satisfaction
(SD)

3.78
(.87)

3.96
(.79)

4.02

3.94
(.87)

3.85
(.85)

3.79

4.07*

3.04
(.82)

3.49
(.80)

3.64

3.49
(.78)

3.47
(.89)

3.33

4.56*

Anxiety
(SD)

1.83
(.50)

1.55
(.56)

1.60

2.03
(.79)

1.96
(.82)

1.89

4.78*

Depression
(SD)

2.11
(.76)

1.72
(.76)

1.72

2.15
(.72)

2.02
(.75)

1.98

4.77*

Anger
1.89
1.59
1.58
1.83
1.80
1.79
6.05*
(SD)
(.52)
(.43)
(.69)
(.57)
____________________________________________________________
*p < .05. **p < .01.
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Introduction
For at least the past decade, Alberta schools have been urged to address the
real and/or perceived increases in bullying. This paper: (a) examines possible methods of
monitoring and evaluation, (b)examines how frequency and incidence of bullying in schools
have been assessed in various jurisdictions (c) examines the issues related to evaluating antibullying interventions, and (d) begins to build a framework for approaching a province wide
monitoring and evaluation program.

Monitoring, Evaluation and Impact Assessment
It seems hackneyed to suggest the process of policy development to address the issue of
school bullying is best attached to solid research on and evaluations of effective programs. Yet,
the field of anti-bullying policy and intervention reveals significant gaps, even universal gaps, in
the methods of evaluation used, the frequency of evaluation, and the use of evaluative data to
inform strategic planning. To date, there are no studies based on consistent monitoring and
evaluation that can conclusively identify effective, longterm school strategies for addressing
bullying. Therefore, the possibility of making informed policy decisions is severely limited. An
obvious first place to begin our study is to explore the issues and methods of evaluation.

The terms monitoring, evaluation and assessment are often interchanged without
understanding of the different process that they imply. Evaluation is a periodic analysis of a
process or procedure related to a project or program. In the case of anti-bullying, evaluation of a
specific intervention might take place at the end of a specified period of time of program
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implementation. Monitoring refers to a frequently carried out process of describing and
recording short-term results of activities. Monitoring involves more than just data collection but
involves a very close inspection and analysis of the activities in order to identify trends as well as
causes. Impact assessment is carried out less frequently and is designed to identify positive,
negative and unintended longer term outcomes of a project or program. These assessments often
require a consideration of external factors in the process of assigning attribution, the
understanding and linking of a particular program activity with an identified impact.
An important starting point for monitoring, evaluation and impact assessment is to
understand the purpose. Is this to prove results or to improve practice? Very often different
stakeholders in the monitoring, evaluation and assessment processes will have different
understandings of the purpose and will approach the process accordingly. A study designed to
prove results tends to be of more interest to policymakers and program managers and often a
“top-down” process model is used where those most closely involved in the program are least
involved in the design or implementation of the evaluation or assessment. In contrast,
monitoring, evaluation and assessment that is focused on improving practice is most often
designed in ways that are more participatory and include those stakeholders most closely
impacted by the program activities, including the intended beneficiaries.
A particularly effective way of linking the monitoring, evaluation and impact assessment
processes to the impact of program interventions, has been developed by international
development organizations, but can easily be used by the formal school sector. It is a
participatory approach that involves the following stages:
•

Decide who the assessment if for and for what purpose it will be carried out (prove
results or improve practice)
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•

Identify stakeholders, in this case, include children and teachers

•

Clarify participants’ expectations of the process and what way each person or group will
contribute.

•

Identify indicators that will provide the information needed

•

Agree on the methods, responsibilities and timing of information collection

•

Collect the information

•

Analyze the information

•

Decide on what action or changes will take place as a result of the new information.

Embarking on a participatory evaluation process might seem daunting to those who are
making a first attempt. However, as Wheatly (1999) points out:

Management is addicted to numbers, taking frequent pulses of the organization in
surveys, monthly progress checks, quarterly reports, yearly evaluations. It is important to
stay aware to the realization that no form of measurement is neutral. Every act of
measurement loses more information than it gains. So how can we ensure that we obtain
sound information to make intelligent decisions? How can we know what is the right
information to look for? How can we remain open to the information we lost when we
went looking for the information we got? (p. 65)
A participatory process helps to mitigate issues of reliability and validity.

There are many choices of data collection, including surveys, interviews, case studies and
participatory processes. Considerations for selecting a method of collection include:
•

The depth and breadth of coverage required

5

•

Ease of standardization

•

The ability of the method to isolate and distinguish attribution

•

Ability to capture causal processes

•

Ability to capture complex processes such as organizational change

•

Ability to capture a diversity of perceptions

•

Ability to elicit views of marginalized groups and individuals

•

Ability to capture unexpected or negative impacts

•

Degree of participation required

•

Probability of enhancing capacity building and learning

•

Probability of enhancing accountability to beneficiaries

•

Human resources required

•

Cost

•

Time

Problems with evaluative processes are often linked to lack of attention to such criteria.
The Government of UK (2004) identified a set of data that should be considered when
monitoring children’s bullying behavior. Quantitative data would include data on the number of
suspensions and reported cases of bullying. Overtime, these figures can be compared. Qualitative
data that might provide helpful insights into the effectiveness of a program intervention are,
teachers’ interpretations of an event; teachers’ tolerance of behavior; consistency of responses by
teachers over time; the collation of incidence reports; records of positive and negative behaviors;
records of opinions of parents, students, and teachers; student self and peer assessments.
Often at the outset of the evaluation process there are barriers that must be addressed if
the evaluation process is to be effective. Schools are currently places where teachers hold the
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opinion that such activities take too much time in their already overbooked days. This also
reflects a sense that the evaluations will not reveal any helpful information (Gov’t of UK, 2004).
There are competing staff development needs and if evaluations are to be effectively carried out,
there certainly needs to be increased skills and time to collaborate and learn individually and as a
staff. Studies also indicate that practices related to bullying tend to be reactive rather than
proactive; therefore, data collection is inadequate and unreliable. In current school climates,
there is often suspicion about the real intentions of external evaluations (and evaluators) and
teachers, perhaps unwittingly or perhaps as acts of resistance, participate in ways that sabotage
the evaluation process and skew results. These barriers while significant, are surmountable if a
long term, participatory process is used. Participatory processes make space for relationships to
develop, for problems and successes to be shared and for those people with the most personal
investment in the problem, to feel included in authentic ways. The UK Government (2004)
suggests the process take four stages: focusing, where leaders of the process are selected;
Developing, where the focus becomes wider and all staff are informed of the process;
Establishing, when agreed on processes of monitoring take place and intervention modifications
begin to take place based on this monitoring; Enhancing, when monitoring becomes and
embedded practice and part of an overall improvement cycle. While this approach seems general
enough to be applied across large jurisdictions, it is another example of the kind of evaluative
processes that have left the field with significant gaps, which will be addressed in the next
section.

Problems of Definitions
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When undertaking a study of bullying, much depends on what terms are used, for
example the terms violence, harassment or oppression are all currently used to describe acts of
bullying. An additional complication is the array of definitions of bullying that are currently
used. While this in itself may not be problematic, difficulties exist when evaluations and
comparative research are being undertaken. Measures of the frequency of bullying occurrences
and the level of success of interventions will depend on what is considered to be bullying. To
establish “best practice” guidelines it is necessary to build common definitions as a foundation.
The work of Olweus in the early 1990s was seminal in defining and identifying
frequency of bullying. Olweus (1991) suggests bullying involves the repeated, negative acts
committed by one or more children against another. These negative acts may be direct physical
or verbal actions, and /or indirect actions such as the manipulation of friendship, gossip and the
exclusion of others from activities. The National Education Association (n.d.) identifies bullying
as “systemically and chronically inflicting physical hurt and/or psychological distress on one or
more students” (NEA, www.nea.org Accessed 05/10/05). Doll, Song and Siemers (2004) suggest
that bullying is a “special type of aggressive peer interaction in which a powerful classmate
repeatedly intimidates, exploits and victimizes a weaker classmate (p. 161). “Bullybeware” is an
information website established by three school principals in British Columbia to provide
information for parents and community members as well as teachers and school administrators.
They recognize the role of the victim in their definition of bullying: “repeated intentionally cruel
incidents involving the same children in the same bully and victim roles”
(www.bullybeware.com Accessed 05/04/16). “Stop Bullying Me,” an Alberta based non-profit,
anti-bullying organization providing information to parents and community members, offers
information regarding bullying and defines bullying as: “when a young person is the target of
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negative actions” (www.stopbullyingme.ab.ca Accessed 05/04/16) . In contrast to this very
general approach to bullying, the Government of Alberta’s Bullying Research Backgrounder
(2005) defines bullying as “a conscious, willful, deliberate and repeated hostile activity marked
by an imbalance of power, intent to harm, and/or threat of aggression” (p. 1). Other definitions
focus on the intentionality and the aggressive misuse of power and control over others as a way
of identifying bullying. Over time, understandings of bullying have expanded and some literature
has substituted terms such as peer harassment, social alienation, intimidation, physical
aggression and violence/anti-violence.
Ken Rigby, a key, internationally recognized, researcher in the area of bullying,
summarizes the current understanding of bullying:

Bullying is now generally seen as having these elements: a desire to hurt; the perpetrator
of hurtful behaviour (physical, verbal or relational) is in a situation in which there is an
imbalance of power favouring the perpetrator; the action is regarded as unjustified, [and]
typically repeated and experienced by the target of aggression as oppressive, and by the
perpetrator as enjoyable. (2002, p. 4)

The importance of distinguishing between aggressive behaviour and bullying behaviour, which is
based on power imbalances, is a key finding in Rigby’s meta-evaluation. How power relations
are understood to be part of the bullying act is often ignored in definitions and subsequent
interventions.
Definitions of bullying play a significant role in how interventions are planned and
evaluated. Many examples exist of overly narrow or overly broad definitions that make it
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difficult to formulate targeted intervention strategies or to evaluate the effectiveness of
interventions. Definitions should include: a distinction between aggressive behaviour and
bullying behaviour, the deliberate intention to hurt, and the actions are regarded as unjustified
and as oppressive by the victim. It is not clear what range of definitions Alberta schools use. It is
also not clear whether provinces or school jurisdictions play an important role in defining
bullying. It is clear that if research and evaluations are to be carried out, there is a need to build
shared definitions.
Evaluating Frequency, Incidence and Program Interventions
An exploration of current research on anti-bullying reveals two categories of work with
one focused on presenting empirical data regarding the frequency and conditions of bullying
while a second area looks at the effectiveness of intervention and prevention programs. The work
on measuring frequency consists of efforts ranging from very localized studies on particular
students in a school to broad, multi-age and multi-national studies. As two seminal studies have
indicated, research on effectiveness of anti-bullying programs shows some success but difference
in what and how success is measured makes comparison difficult (Resolve, n.d.; Rigby, 2003).
Rigby (2003) also identifies issues with attempting comparisons over time: “the meaning that
bullying has for respondents may change over the years”(p. 2). His extensive international
research in the area of bullying has revealed “only one study that has attempted to estimate
changes over time and is not associated with a specific intervention” (p. 2). This study, carried out
by Smith and Shu (2000), looks at a decade of anti-bullying efforts in English schools.

In an evaluation of antiviolence programs, Resolve (n.d.) concluded:
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In measuring a programs’ effectiveness in reducing bullying, only two evaluations
assessed a reduction in verbal bullying and only one also focused on “excluding”
behaviours; both expressions of bullying that are utilized by more girls than boys. By
concentrating on physical acts of aggression, violence prevention programs miss more
covert expressions of bullying and, as a result, may be primarily measuring changes in
ways that boys bully. Programs rarely address gender differences in either the expression
of bullying or program results. Conducting a gender analysis on results from dating
violence and sexual harassment is fairly standard, but only one evaluation of general
violence prevention compared the behaviour of girls to boys. In this analysis, while boys
demonstrated a decrease in physical violence from pre-to post-test, girls did not. Although
increasing pro-social behaviours was a stated objective of some programs, it was
measured in only a few evaluations. (p. 5)

Other measures for evaluation ranged from number of referrals to administration, perceptions of
violence by students, teachers and/or parents, self-reporting of participating or experiencing
violence, perceptions of safety, number of school suspensions, weapons threats and fights, and
teacher reported behaviour. These measures were not necessarily identified as targets in the
programs or interventions that had been established therefore, they are not necessarily helpful in
identifying best practice guidelines.
Although the literature has indicated these general limits, it is still helpful to investigate
work that has been carried out and the methods that have been employed in the studies. In order
to measure frequency of bullying, many researchers draw on the work of Olweus (1991) that
examines student’s attitudes towards bullying including getting help from teachers or peers,
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thoughts and feelings toward the bully and the victim and inclination to intervene to assist
someone being bullied. Rigby and Slee (1991) have developed the “Pro-victim Scale” which tests
attitudes more extensively. Baldry (2004) however concludes that

these measures are important for learning about the general attitudes students have toward
bullying, but they do not tell us whether they vary under certain conditions. For instance,
judgments might differ according to those who have to express them, if the bullies act
alone or in a group or if the bully (or the victim) is a boy or girl. (p. 1)

Other nomination scales include the “Direct and Indirect Aggression Scales,” Peer Estimated
Conflict Behaviour (PECOBE), Peer Estimated Social Intelligence Scale,” “Peer Estimated
Empathy Scale,” and “Peer Estimated Shyness” (Bjorkqvist & Osterman, 1998, in O’Moore, n.d.)
all of which are available through Bjorkquist at Abo Academi University in Finland.
Memesini, Codecase, Benilli and Cowie (2003, in Baldry, 2004) developed a “children’s
attitude to bullying scale” that measures proviolence attitudes, disapproval of bullying, and provictim attitudes (e.g. empathy). Smith et al (2004) focused on victims of bullying and used
structured interviews to compare friendship, behavioral characteristics, victimization experiences
with 406 pupils. This study aimed to identify characteristics of escaped victims, new victims, and
continuing victims.
Baldry (2004) carried out research to look at conditions under which bullying occurs. One
hundred seventeen students were randomly assigned to experimental conditions: bullying along
among girls; bullying alone among boys; bullying in groups among girls; bullying in groups
among boys. Students watched videos of bullying and filled out a self-report questionnaire.
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O’Moore (n.d) in a study of research methods on bullying in the 1990s to 2001, for the European
Commission on Education and Culture, concludes that “there is little cross-cultural information
on pupils’ perceptions of the level of teacher/pupil bullying. Also lacking is information on the
duration of bullying, causes of bullying, effects of bullying and coping strategies of victims” (p.
3). This report also indicates questionnaires that involve students and teachers in identifying
bullies and victims are helpful in planning interventions. O’Moore (n.d.) suggests that “school
bullying work could benefit from more qualitative methods and case materials” (p. 7) and
identifies semi-structured interviews as effective ways to capture the reasoning which underpins
children’s questionnaire responses.
In a working group report entitled “Theory of Mind in Bullying: A Methodological
Reassessment” (Smorti, Chair, 1999), researchers at the University of Surrey Roehampton,
University of London, and University of Firenze teamed together to explore what kind of theory
of mind bullies and victims used. The study made use of self report inventories to assess the role
played in bullying of constructs such as self efficacy and moral disengagement, and hypothetical
situations described in stories, cartoons and videos. This project measured cognitive perspective
taking, empathy and narrative thought and concluded that bullies “reason on the basis of mental
states more than victims” (p. 1). This approach to bullying is unique in that rather than treating
the bully as somehow deficient, there is recognition that the bully draws on a well developed skill
in a particular way that makes him or her more likely to bully.
As indicated earlier, there are significant gaps in the literature. A study that stands out is
one that examines Steiner schools that incorporate alternative social and management school
structures as well as significant focus on interpersonal relationships, because bullying is very rare
in these schools (Rivers & Souter, 1996). There is little evidence that other studies have looked at
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how school structure and relationships affect school bullying. Siris and Osterman (2004) studied
teachers’ reflective practices as they examined their work regarding bullies and victims. There are
few studies that look at the context for bullying or the role of adults (teachers or parents). Another
related gap in the research is around the area of adult bullying. Cowie (1999) chaired a working
group on this issue and how bullying exists and manifests itself in adult working relationship. No
study has looked at how the relationships between adults, and adults and children within the
school setting affects the incidence of bullying. This is particularly interesting in terms of
definitions identifying power imbalances to be a key factor in bullying and schools being sites
where power imbalances between teachers and children create significant potential for power
conflicts to take place.
Research on intervention success is limited. Rigby (2002) carried out an evaluation on 13
intervention programs in seven countries and concluded that “in general programs produced
modest reductions in the proportions of children being bullied by peers, and these improvements
tended to be limited to kindergarten and primary schools” (p. 2). The reductions related to
bullying in this study (one report of 50% reduction, others about 15%) were more a measure of a
reduction in being victimized than in bullying.
Orpinas et al (2000) carried out an evaluation of a multi-component violence prevention
and intervention program that involved 9000 students over three years. The program involved a
variety of initiatives including peer mediation training, conflict resolution training for teachers, a
violence prevention curriculum and a newsletter for parents. They concluded:
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Cohort and cross-sectional evaluations indicated little to no intervention effect
in reducing aggressive behaviours, fights at school, injuries due to fighting, missing
classes because of feeling unsafe at school or being threatened to be hurt. For all
variables, the strongest predictors of violence in eighth grade were violence in sixth grade
and low academic performance. (p. 45)

This finding is consistent with Smith, Schneider, Smith & Ananiadou (2004) whose synthesis of
evaluation research concludes that there is no evidence that school wide approaches are effective
in decreasing or eliminating bullying. They caution however, that this indicates these programs
should be stopped, but there needs to be much more thorough and ongoing monitoring and
evaluation to more fully understand the strengths, weaknesses, success and limitations of such
initiatives.
Prevention and Intervention Strategies
Bullying is generally viewed as the most frequently identified form of violence in schools
and receives extensive focus in school and community projects although these efforts are
difficult to compare because of the varied understandings of bullying. There are vast numbers of
interventions taking place and the literature that describes programs of prevention and
intervention of bullying is extensive to say the least.1 What is clear when reading the literature is
the tendency to describe intervention strategies in rather broad, vague terms, for example, “using
a whole school approach.” Not only does this create problems with establishing evaluation
criteria, these over-generalized approaches appear to mask very different, often conflicting,

For a description of programs that have been used in Alberta schools, see
http://www.ucalgary.ca/resolve/violenceprevention/English/table.htm.
1
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understandings of what bullying is. Rigby (2003) also suggests that schools need to establish
what their theoretical perspective on bullying is before a consistent program can be established.
He suggests possible theoretical frameworks: bullying as a part of normal child development,
seen for example in programs that teach pro-social conflict resolution for children in the early
grades; bullying as individual attribution (bully and victim) seen for example in programs that
provide counseling for children who have a pattern of bullying or being victimized; sociocultural theory that addresses violence based on race, gender, class, and sexual orientation;
bullying as a social phenomenon where the school ethos as a context for bullying is addressed as
a key causal factor; and a restorative justice perspective that highlights “bully/victim problems as
a consequence of the kind of character they have developed” (p. 5). Programs from this
perspective address the fact that children who bully often feel disconnected from their peers and
the school as a whole. Success in these programs is “dependent on the support provided by those
who care about the perpetrator as a person and the readiness of the community to forgive and
provide sincere acceptance” (p. 5).
Rigby concludes his study by stating:

given that programs designed to reduce peer victimization have met with only limited
success, it is appropriate to examine the range of explanations offered to account for
bullying in schools and their implications for school policies and practices (p. 5).

With this finding in mind, the following studies can be considered to provide insight into the
types of interventions that would be effective within school settings. Skiba, Boon, Fontanini, Wu,
Strussel and Peterson (2000) propose a school-violence prevention program should include a safe
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responsive school climate, early identification and early intervention, and effective responses. A
study by Buckley, Storino and Sebastiani (2003) concludes that perceptions of safety and school
climate have significant ethnicity and gender effects. They found that boys held more negative
perceptions of personal safety in school and were more likely to report victimization experiences.
The authors also link student perceptions of school climate with grade point average (GPA).
Soutter and McKenzie (2000) suggest that schools must address the wider school social context
or school ethos if anti-bullying programs are to be successful. The Prevention Institute, a nonprofit center dedicated to improving community health and well being through prevention
(www.preventioninsitute.org Accessed 05/15/05) presents a “spectrum of prevention” for schools.
This model suggests that in order to address the complexity of the bullying/violence problem a
complex response must include strengthening individual knowledge and skills, promoting
community education, educating professionals, creating coalitions, and adopting regulations,
changing policies and laws. However, an extensive study by Orpinas et al. (2000) suggests a
holistic approach to prevention in schools is difficult to implement and has limited success.
Bullock and Gable (2003) conclude that if school wide initiatives are to be successful there is a
strong need to provide more adequate supports to teachers for work in their classrooms.
Some schools have incorporated responsible citizenship programs that focus on
developing relationships based on respect (Ahmed et al., 2001) as a way to counter bullying.
Other schools have chosen to focus on programs that address the individuals involved in bullying
incidents. Pepler and Craig (1995) state that bullying is most commonly carried out by one or two
people with the passive support of others. Prevention and intervention strategies then focus on the
key participants, the bully or bullies, the victim or victims, and the bystanders. Jeffrey, Miller and
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Linn (2002) present evidence to support schools working with bystanders if we want to avoid
teaching children to be passive observers of abuse.
Programs also focus on the victim. Research carried out by the Ontario Secondary School
Teachers’ Federation (2004) suggests that victims of bullying display the same behavior problems
as those who bully, in addition to anxiety, depression, unhappiness and emotional problems as
well as displaying extreme emotional reactions. Rigby (2003) suggests that victims are
characterized by “experiencing too much inappropriate shame” (p. 5). Therefore, strategies to
deal with the specific needs of victims are warranted. In addition, Chan (2002) engaged the
victims of bullying in identifying serial and potential bullies. This study used a “School Life
Survey” that generates a list of bullies’ names collated from the victims’ nominations. This list is
used to analyze the dynamics of student culture and create an understanding of social networks in
the school. This allows effective targeting of bullies for intervention.
It is not surprising that most interventions involve the bullies themselves and as Rigby
(2003) and Resolve (2004) indicate, interventions have limited success, although these claims are,
as indicated earlier, based on limited empirical data. Morrison (2002) studied bullies and
determined that “children who bully others typically feel little to no pride in their school and are
not well integrated into their community” (p.2) Ahmed et al. (2001, cited in Morrison, 2002)
presents research suggesting “many of the known risk factors in predicting bullying are mediated
by one central factor: how individuals manage shame over a wrong doing” (p. 2). Research by
Slee and Rigby (1993) indicated that children who bully tend to have little ability to empathize
with others. Pikas (2002) used a “method of shared concern” to work with individuals suspected
of being in groups that bullied. This approach works to lessen the influence of the group on
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individual’s actions. Research by Maines and Robinson (1992) also support working with groups
of bullies in a “no blame approach”.
The vast array of program interventions suggests that there is significant professional
knowledge about bullying but this knowledge has not been systematically collected or recorded in
any way that makes it useable across wider jurisdictions. Programs appear to be developed to
address a particular type of bullying event or a specific kind of bullying, but again, the planning,
implementation and evaluation of these programs has not been carried out in ways to create
effective learning tools.

Bullying and Special Populations

Research on bullying suggests there are specific risk factors that tend to be associated
with bullying behaviour. “Resolve,” a University of Calgary based school violence prevention
program, compiled a list of such factors including child poverty, family violence and/or
childhood traumas (physical and/or sexual abuse), racism, forms of discrimination, abuse of
alcohol, drugs and other substances, inconsistent and/or excessive discipline practices, media
violence, academic failure, and abnormal neurological functioning (Resolve,
www.ucalgary.ca/resolve/violenceprevention/English/reveiwprog/bullyintro.htm). This would
appear to indicate a need for anti-violence projects to include these factors into their approach. It
also suggests potential areas of overlap in policy and practice. It is difficult to determine to what
degree consideration of these causal factors are considered in Alberta anti-bullying school
programs, as the factors are not necessarily addressed directly in either program plans or
evaluation. It may be that other policies addressing these factors directly will include what might
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be considered anti-violence or anti-bullying strategies embedded within them. For example,
policies enabling interagency cooperation for mental health services may provide counseling
services to students with violent tendencies. In this, the program may not be considered an “antibullying” strategy but may in fact serve this purpose.
A strong body of literature suggests that bullying is a socio-cultural phenomenon that
stems from issues of access and power of different social groups. Interventions therefore, are
aimed at bringing an historical, cultural and political analysis of gender, race, class, ability and/or
sexual orientation, into the understanding of both the occurrence of bullying and the necessary
interventions. A relatively large body of research exists regarding cases of bullying and
minority sexual orientations. For example, Ray and Gregory (2001) identified a significant
amount of teasing and bullying of children thought to be of minority sexual orientations is
common from primary to secondary school. They report that many students felt unsafe at school
and lacked confidence in teachers' abilities to deal with homophobia. Garbarino and Sprigg
(2005) in their article “At Issue: Do anti-bullying programs promote homosexuality?” address
the increasingly vocal resistance to rights for people of minority sexual orientations and suggest
the need for current anti-bullying strategies to include sexual orientation is critical.

Bullying and gender is also of issue. Most research in this area presents bullying based on
gender to be a product of an essentially patriarchal society. Cornell (1995) and Gilbert and
Gilbert (1998) indicate that bullying behaviour by boys toward girls is a part of a process of
constructing a hegemonic masculine identity. This accounts for the high rate of boys bullying
girls and boys thought to be of minority sexual orientations found in studies such as Rigby
(1997). Rigby (2003) also suggests that the bullying of girls by girls “can invoke the notion of
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the construction of femininity, with girls deviating from an idealized conception of what it is to
be feminine being more readily targeted” (p. 3).
Additionally, bullying can be seen to be racially biased. Lahelma (2004) suggests that
students' individual diversities are sometimes constructed around "different-ness" in everyday
life at school. "Different-ness" might be used as a reason for bullying, racism, or sex-based
harassment. This is not effectively addressed by teachers in schools (p. 1). It is, then, of
significance how difference is treated in anti-bullying initiatives if interventions are to create a
decrease in bullying related to diversity and difference. The Northern Alberta Alliance on
Racism produced a study of racism in Edmonton area schools. This study (Hay, Khalema,
Haluza-Delay, Van Bavel, Lake & Bajwa, 2004) reported that acts of bullying related to racism
were a problem in schools, however, both parents and students in the study thought that schools
with anti-bullying programs in place were more able to deal quickly and effectively with such
acts (p. 60). Rigby (2003) suggests that bullying of students, particularly aboriginal students,
may be a result of a process of cultural transmission whereby “non-Indigenous students may feel
justified in bullying their Aboriginal peers” (p.3). Brendtro, Brokenleg and Van Brockern (1990)
suggest such racist treatment creates a context where Aboriginal students are put “at risk.” They
describe a program to reclaim “at risk environments” to precipitate changes in children’s actions.
This reclamation is based on both Native American and European philosophy and the four
elements of the Circle of Courage: belonging, mastery, independence, and generosity (p.7).

The significant connection between bullying and diversity in the literature suggests that
bullying prevention and intervention strategies should include specific reference to the issues of
race, gender, class and sexual orientation.
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Role of Leadership and Administration

Little research has been carried out to determine the role and effectiveness of
administrative interventions as anti-bullying strategies. While there is ample evidence that
schools and school districts are often mandated to adopt and implement bullying policy, there is
no evidence of how these mandates have been instrumental in creating change. The one
exception is with the concept of “zero-tolerance policy” regarding bullying. It is one area of
administrative concern that appears in the literature about bullying. Such policies are used by
school administrators to remove bullies from schools through suspension, expulsion, or transfer.
Potts, Njie, Detch and Walton (2003) carried out an evaluation of zero-tolerance policies on
bullying and their work clearly points out that such policies are ineffective. The urban systems in
the study expelled significant percentages of their zero-tolerance offenders without placement
and data revealed that offences had actually increased after zero-tolerance policies were
implemented. Sampson (2003) supports this finding drawing on research and practice in the
U.S., the U.K., Canada, Australia, New Zealand, the Netherlands, and Scandinavia.
There is a significant gap in the research regarding the impact of policies outside the
school level, for example at the district or provincial level. While many anti-bullying
intervention strategies suggest involvement by administration is a good practice, there is no
research or evaluation data to indicate how such involvement and the subsequent policies have
been implemented or their degree of success in prevention or intervention.
Conclusions
This review of the literature has indicated there is much work to be done in the area of
understanding bullying prevention and intervention. If comparative research and evaluations are

22

to be effectively carried out, common definitions need to be built across schools, jurisdictions and
stakeholder groups. It is also important for teachers, administrators, children, parents and others
working in this area to identify the theoretical understanding they have of bullying. What
explanation is given for bullying? Is it a normal part of growing up? Is it an expression of wider
social structures of inequity and exclusion? Is it a result of a particular way that bullies and
victims have of understanding how others function and a misuse of this understanding? It is also
important to more fully understand how bullying affects special populations, including those
based on race, gender, sexual orientation, class and ability.
Perhaps the most significant finding in this review is the limited empirical evidence of
successful intervention. Although some of the limitation is a result of problems of comparing
programs with different understandings of bullying, this does not account for the extent of this
gap. With a multitude of programs having been developed, the need for a closer examination of
their effectiveness is evident. The number of anti-bullying programs and curricula available to
schools indicates that the problem of bullying has been taken seriously and that there is a strong
body of practical knowledge.
We suggest effective evaluative processes include:
•

A statement of purpose that distinguishes interest in “proving results” or “improving
practice”.

•

Three processes to be incorporated include ongoing monitoring; periodic evaluation (e.g.
annual); Long term impact assessments (e.g. 3-5 year). These processes should build one
on the other with widening stakeholder involvement in the processes that strive to
understand positive, negative and unexpected impacts of interventions.
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•

Data collection strategies must be consistent with the information required and the sources
for this information. Careful consideration must be made regarding such issues as
diversity, accountability to beneficiaries, and building student and school capacity.

•

Addressing 2 key questions: Is this bullying? If so, how do we know?
Bullying involves
o A desire to hurt
o An imbalance of power
Due to race, gender, class, sexual orientation, physical appearance
o An unjustified action
o A repeated offence
o The victim feels oppressed
o The perpetrator enjoys the act

In addition, it is important to identify other special factors that need to be addressed in each
case? Consider
o Child poverty
o Family violence and childhood trauma
o Racism
o Forms of discrimination
o Abuse of alcohol, drugs or other substances
o Inconsistent and/or excessive discipline practices
o Media violence
o Academic failure
o Abnormal neurological functioning
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o The role of the community (i.e. the feeling of belonging and of being a valued
member)
•

Indicators of intervention impact must be established before the program is implemented.
Ask, how would we know this intervention has made a difference? What would we see, do,
hear etc. differently? Ongoing monitoring will help to keep the indicators current and feed
into the longer term processes of evaluation and impact assessment.

•

Collection of data: Very basic processes must be attended to in choosing how, when and
where to collect data for evaluative purposes. What qualitative data is available? Will it
provide us with the data we need for the purpose of this evaluation? Perhaps the most
important point made in this study is that this needs to begin and continue over a period of
time. Without good data, we will continue to miss opportunities to change how bullying
affects our schools and our society as a whole.
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“It is not enough that teachers’ work should be studied.
They need to study it themselves.”
(Stenhouse,1975)
Introduction
“……, there is no longer any need to choose between the primacy
of the social or that of the intellect: collective intellect is the
social equilibrium resulting from the interplay of the operations
that enter into all cooperation.” (Piaget, 1970, p. 114)
When Piaget(Piaget and Inhelder, 1958) talked about how children learned
and what they learned, people had interpreted his work mostly on the aspect about
developmental stages of cognitive development. His work, instead, had been done on
the basis of Epistemology “the science of how to get to know the knowledge.” The
interplay between the social and intellectual aspects can be viewed from the concept
of minds-on and hands-on as children construct their own knowledge by connecting
it to their own experience through inter-subjectivity by using their thinking, feeling
and acting. Constructivist refers specifically to the assumption that humans develop
by engaging in the personal and social construction of knowledge. The work of Levy
Vygotsky(1987) emphasized the social construction of knowledge. It means that
learners engage in the social construction of knowledge. They make personal meaning
when they construct their understanding for themselves. They develop shared
meaning with others and then reflect on those meanings in the public arena of the
classroom. Both Piaget and Vygotsky ( Tryphon and Voneche, 1996) shared and
accepted the intimate relationship of individual and interpersonal learning recognized
the power of reflection abstraction and shared reflection. Reflection is a deliberate,
self-conscious analysis of life experience. Reflection can be individual or collective; it
is a key to the construction of knowledge.
Based on Constructivism, teachers design their learning activities for the
learners to make personal and shared meaning out of the concepts, processes, and
attitudes the teachers expect them to learn. It is important that the teachers invite
students to operate their thinking feeling, and acting on those subjects and objects to
be learned before they can explain those phenomena for themselves. The learners
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shall be provided with opportunity to work together developing their own ideas and
thought rather than merely accepting the summary of the ideas passed on to them.
Although the constructivist approaches are recognized and accepted by most
teachers, it is difficult for them to design all course content by using constructivist
approaches. This study is aimed to apply constructivist principles for students’
learning. The principles derived from Brooks and Brooks (1993) and Gagnon and
Collay (2001) are applied for the development of the teaching and learning model to
be utilized for the course in Curriculum and Instructional Management.
The above strategies are used in the design of the course delivery for a group of
fifteen students in Educational administration program at the faculty of Education,
Khon Kaen University in the first semester of 2005 academic year.
The Related Principles and Research Findings
Since the guidelines for teaching and learning from the National Educational
Act of 1999 in Thailand has demanded teachers’ attention, teaching staff at
Khon Kaen University are aware of the need to make changes for the improvement of
instruction at the university level. Apparently many faculty members are enthusiastic
to learn how they can facilitate meaningful students’ learning.
The student-centered learning approaches guided by the National
Educational Act of 1999 have driven teachers to seek ways to improve instruction
focusing on students’ learning. It is apparently that active learning is emphasized
as it is one of the most important ideas currently accepted as one of the best teaching
practices in higher education. In recent years, it is the idea being considered as a
central argument of the student-centered learning, or learner-centered approach
movement engaging in discussion, group work, writing, and other activities which are
more powerful in terms of creating significant, lasting learning than the passive
learning. Although the concept of active learning is important, it is ultimately a
concept that is focused on how people learn, not on what they learn. The emphasis
of active learning is on thinking, feeling, and acting. These acts are all interrelated
and intertwined as our minds go on working to study an issue; phenomenon; object;
or subject; and to solve a problem. So, it is important to have students engaged in
the process of learning upon which they are actively think, interact, create, and
make sense of what they have learned.
The constructivist learning movement has brought up the notions about the
nature of knowledge and the nature of learning in relation to learners’ cognitive
function. Knowledge is abstract, dynamic, current and flexible. It can be classified
into many levels: personal; public; and expertise. Learners’ knowledge is constructed
through hands-on and minds-on experiences in a real world condition with their own
process of making sense and understanding.
The processes used for knowledge construction can be done through a variety
of approaches, such as; conceptual development; scaffolding; social negotiation and
discourse; reflection; and etc. The condition and context of learning is needed to be
arranged for the construction of the learners’ understanding so that they can actively
think, act and interact logically and reflectively.
The learners’ roles and responsibilities are to explore, experiment, and engage
in the learning activities. These activities should be in problematic situations making
them think and inquire, feel and respond, then act and interact with their peers and
others in the community of the learners with supportive and flexible environment.
The teacher’s roles are to design an inviting situation provided for the learners
to fully participate and make their own understanding. These roles are changed from
Kingfa Sintoovongse, September 2005
Student-Centered Learning through Constructivist Approaches

2

filling up the learners’ heads and minds with bits and pieces of information into a
mentoring and facilitating organizer who need to know more about the learners’
potentialities. The teachers must act as a tailor-made designer providing the learners
with authentic learning experiences and assessment by using multiple approaches to
enable the learners to construct their own knowledge based on specific standard and
criteria accordingly.
Gagnon and Collay (2001) have proposed six elements in constructivist
classroom where these are six basic parts flowing back and forth into one another in
the actual operation of classroom learning. These are situation, grouping, bridge,
questions, exhibit, and reflections.
Brooks, Jacqueline. G. and Brooks, Martin G. (1993) have proposed some
guiding principles of Constructivism. These are
• Posing problems of emerging relevance to students
• Structuring learning around primary concepts: the quest for essence;
• Seeking and valuing students’ points of view;
• Adapting curriculum to address students’ suppositions; and
• Assessing student learning in the context of teaching.
The findings from related research studies in teaching and learning at higher
education level in Thailand demonstrated that the private and public higher education
institutions have set up the policies and provided opportunities and facilities for the
teaching staff to launch the initiatives in student-centered learning practices. The new
paradigm of teaching and learning mandated by the National Educational Act of 1999
has been presented and apparently recognized by most of the university staff. There
are many approaches used for student-centered learning such as self-directed learning,
cooperative learning, problem-based learning. The use of Information and
Communication Technology in teaching and learning has been included in the
teaching and learning activities and experiences for the development of thinking,
moral and ethics. Besides, the policies and guidelines for practices have been clearly
presented. The research-based instruction paradigm and research for the development
of students’ learning are also emphasized as mandated by the National Educational
Act of 1999 (Manee Chaiteeranuwatsiri, 2004).
The Context
Fifteen students who registered for this course in Curriculum and Instruction
Management were studying at the doctoral level in Educational Administration
program. This was a twilight cohort group. They worked in public and private sectors
of educational offices at all levels of education in Thailand. They were school
administrators, supervisors, teachers and university lecturers working in the
Northeastern areas of Thailand. There were five instructors responsible for the
teaching of 12 topics in curriculum and learning including professional development
and research for the development of curriculum and learning.
They were very well provided with learning facilities in which they could
communicate to each other on the internet. All of the documents and materials for the
course were given to them on class meeting and on the website of the university
classnet link where they could log on to retrieve the information. Every student had
their own e-mail address where they could communicate with each other and with the
instructors. Besides, the easy accessible mobile connection made it possible for all of
them and the instructors to converse and discuss for the rearrangement of class
sessions and the inclusion of other special lecture and activities. Therefore, the
situation provided for the students was negotiable and flexible.
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The Process
Based on the constructivist and student-centered principles, the teaching and
learning situation was designed by incorporating the following constructivist guiding
elements for the course delivery.
• The students were given opportunity to participate in the learning
activities planning and arrangement;
• They were provided with the situation where the students can
participate in the key questions for learning;
• The students had opportunity to work on their own and in group to
explore and experiment with available resources and information to
achieve answers to the questions;
• The students were required to demonstrate their thoughts on the topics
they engage in their thinking and doing;
• The students were also required to reflect upon what they have learned;
• The reflection information was opened for discussion so that the
change and modification of the learning activities could be made;
• The students were administered to work on their individual project
which they could explore and experiment on the problem they would
like to focus for their workplace development.
The teaching and learning process was operated under the
following pattern which is called the Trip RIP model as outlined below:
Recalling
Regulating

Relating

(R)
Refining
Investigating

Inquiring
Interacting

(I)
Interpreting
Presenting

Participating

Each student uses
these elements back
and forth in the
actual operation of
learning through the
construction of
knowledge from R
to I and to P.

Processing
(P)
Producing

The Trip RIP stands for the journey of knowledge construction by using these
9 elements in the learning process. The first “R” emphasizes the ways in which the
first three elements of “R”; Recalling; Relating; and Refining of thought and feeling
would be leading to the regulation of current understanding. This is the first step in
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taking the journey of the knowledge construction. The students would then be ready
for the next step of learning.
The “I” signifies the process for investigation using Inquiring, Interacting, and
Interpreting for concept development. At this stage, the students would use the
process of investigation to find out and search for knowledge construction that they
have to ask questions, interact with their own minds and bodies as well as with their
peers in order to be able to proceed to the interpretation process.
The “P” stands for Presenting consisting Participating, Processing, and
Producing. In order to reach to the stage where knowledge is constructed through
collective intellect and social equilibrium, as Piaget had asserted that the interplay
of these operations would enter into all cooperation while the knowledge is
constructed.
It is necessary to illustrate that the above learning and teaching model aims to
promote the students’ thinking and facilitate the empowering means for learning.
These elements can be used back and forth in the actual operation of learning through
the construction of knowledge.
The Reflection
The students were required to reflect their understanding, thought, and feeling
concerned on every topic. They handed in their written personal summaries and
reflections. These assignments were given back to them before the oral session of
reflection. The oral session was done in a form of focus group discussion which
helped signify the important ideas they learned and the misconceptions the students
had. Those concepts were then clarified where needed. The students were very
pleased as they had chance to express their thought through interaction among
themselves and with their instructors. The correction, adjustment, and modification
were done to serve the students’ needs and interests and to fit with their prerequisite
concepts and understandings. The students were feeling happy when they had
opportunity to work in a collective intellectual arena of their class meetings. There
were some similarities and differences in the reflection the teachers gave to the
students. The shared reflection was done among the students and the teacher on the
students’ project presentation. All of them have applied their understandings on the
project work and they found that they had learned how curriculum and instruction
knowledge could help them in their workplace management.
The Findings and Conclusion
The students’ achievement was assessed by written form of exam besides the
written and oral personal summaries and reflections they turned in on every topic they
learned. It was found out that the students could construct their own understandings
by themselves as well as with their peers. They had expressed their thought differently
from what they expressed previously. They felt that the warm and supportive learning
climate had motivated them to learn. They preferred to learn through guided and
interactive lecture with discussion.
They enjoyed the approaches used in all of the class sessions. A few of them
needed to participate more in the discussion. It was shown that they could learn the
concepts presented through their own and shared construction of understandings.
They had presented their projects orally and shared their knowledge with their friends
before the conclusion was made.
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The evaluation of the student-centered learning assessed by the rating scale
form showing that more than 80 percent of the students agreed that the teachers’ and
students’ roles were performed in accordance with the student-centered principles.
The pattern used in this study was the “Trip RIP” which might be identified as
a teaching and learning model being used on the basis of student-centered and
constructivist assumption that humans develop by engaging in the personal and social
construction of knowledge. The results of the findings demonstrated that the students
had engaged in the learning activities through their personal understanding, developed
shared meanings with others, and then reflected upon those meanings in the public
arena of the classroom through reflection abstraction and shared reflection.
It could be concluded that the opportunity to learn and reflect should be given
in the teaching and learning condition for students at higher education level so that
they could learn through their own needs and interests in relation to their prerequisite
knowledge and experience. The Trip RIP model shall be applied in various teaching
and learning situations for validation before it can be claimed that this is the model for
the development of meaning making based on constructivist assumption. It should be
noted that the increase in students’ engagement combined with the provision of the
warm, inviting, and positive climate are striking features of the approaches used in
this course. It is therefore, in higher education course delivery, shared reflection is
a significant factor contributing to the construction of the students’ knowledge.
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Abstract
Much consideration has been given to the user-oriented or user-centered approach in design
practice in recent years. A major advantage of this approach to design is that designs with a
high degree of userfitness are more likely to result. By using a case study, this paper illustrates
how user research activities have been incorporated in industrial and product design (IPD)
programs. The discussion of this paper focuses on learning and teaching experiences, and on
design outcomes generated by students.
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Introduction
Much consideration has been given to the user-oriented approach or user-centered approach
in design practice in recent years. A major advantage of this approach to design is that designs
with a high degree of userfitness are more likely to result. However, many design education
programs nowadays still place little or no emphasis on providing user research experience for
students -- our future designers. That is, some of these programs do not require or motivate
students to carry out user research (see Kuniavsky, 2003; Meadows, 2002). Even though
some programs claim to expect students to consider the importance of user experience in
design by requiring them to conduct user research, the research activities are not well-planned
as regular and compulsory activities in the programs. Students in turn cannot be expected to
have the necessary experience as well as confidence to know how to understand users' needs
and aspirations, and to generate designs with a high degree of userfitness.
This paper illustrates how user research activities have been incorporated in industrial and
product design (IPD) programs. The discussion focuses on the performance of and feedback
from students who have applied user research in their design projects.
Enhanced learning elements in industrial and design programs
To enhance aesthetics appreciation, creativity and problem solving skills, design subjects have
been included in engineering programs at the Hong Kong Polytechnic University since 2000.
Each of these design subjects aims to provide particular knowledge and learning experience to
students. The subjects include the areas of:
Design thinking
Social and cultural analysis
Green and sustainable design
Product semantics
Design and make
Special design projects, e.g., industrial training project, client-based project, final project

Due to the different objectives, nature and contents of the subjects, the focus of work and
learning activities of these subjects also vary. Some of the subjects focus on research and
analysis. Some emphasize problem solving, while others highlight the professional application
and implementation of design ideas. Disregarding the differences in focus, each subject has
more or less incorporated research elements that require or motivate students to conduct
more exploration.
Regarding those subjects more related to social and cultural analysis and product semantics,
these programs in general require students to put more effort into understanding users.
Besides general design investigations and activities, students are required to conduct user
research. This is not optional for students. Instead, it is a compulsory or mandatory element in
these subjects.
Apart from the regular requirements, user research activities vary in terms of subject and
project requirements each year. For example, one subject may require students to conduct
user research more related to Chinese sub-cultures, while another may require students to
investigate a particular class of users using a particular product. In doing research, project
supervisors (professors or tutors) in general will allow students to have high flexibility to select
particular methods that fit their particular project objectives and needs.
Case studies
In 2004 and 2005, studies were conducted to understand the performance and comments of
students in design subjects related to social and cultural issues. These design subjects were
project-based in the sense that the students needed to go through the whole design process.
That is, each student or each group of students (in a group project) had to:
identify problems and needs
identify a project title
set up project aims and objectives
establish design considerations and specifications
conduct project research
propose design solutions/ideas
develop a final solution/idea
implement the solution/idea
evaluate and test the outcome

To suit different curricula and subject contents, the above items (that is, the nature and
contents of the design process) were not fixed and might not be in this order. Referring to
different subject objectives and project requirements, the items could be amended. For
example, the "design process" suggested to the students might be different in different
subjects.
The main objectives of the studies were to understand how students responded to and
performed in the required user research activities.
The methods of study included:
Observations on project development
Throughout the whole project development (that is, the design process), the performance
of the students was observed. The focus was on their attitudes and performance in user
research activities. The project supervisors worked as the observers. Unobtrusive
observations during the project supervisions and tutorials in studios or classrooms were
conducted (Gerson & Horowitz, 2002). These kinds of observations maintained a natural
environment for the students to perform in, while still enabling supervisors to note down
their behavior (Hopkins, 2002).
Interviews with students
Several students were selected randomly from each class for in-depth interviews.
Participation in the interviews was voluntary. To minimize the students' anxiety, the
interviews were conducted in a casual atmosphere (Mason, 2002; Wengraf, 2001). The
students were also promised that their responses would not have any association with the
results of their projects. The questions were semi-structured, prompting the students to
elaborate their comments and feelings (Burns, 2000; Wengraf, 2001). The topics for
interviews were related to the students' perceptions, attitudes and experience in user
research, for example, their practical difficulties in conducting user research, concerns and
satisfaction with regard to the research process, and comments on the curriculum
arrangement.
Reviews of project output
The project supervisors reviewed the nature and quality of the output of the students'
projects. The focus of these reviews was on the issues of users. For example, the
supervisors compared the areas and weighting of consideration given to users in these

projects with those in other subjects that did not have the requirement of user research.
However, the reviews did not compare the quality of work among students. That is, the
reviews were intended to reveal the nature and emphasis of the projects, for example, the
degree of social concern or of product aesthetics.
Results and discussion
The findings of the studies revealed several major points worthy of discussion and further
investigation.
There were deviations between students' perception and behavior with respect to the
importance of user research:
In most cases, although neither design students nor engineering design students
disagreed with the importance of user research, they had quite negative reactions to it. Put
more accurately, design students in general seldom denied the importance and value of
user research as well as other kinds of research. They also seldom refused the importance
of giving more consideration to users' needs and preferences. However, the observations
indicated that what students perceived or verbally agreed was important might not be
reflected in their actual behavior. In fact, a significant number of students did not take
research work seriously. Or they only saw it as a compulsory stage or project requirement
that they wanted to complete as quickly as possible to fulfill the "requirements", but
without careful implementation of the research work.
As some other studies conducted since 1999 reveal, many students still pay most attention
to the final outcome of their projects (Siu, 2001, 2002, 2003a). As these studies also
showed, this is not only because of the unbalanced weighting of the assessment system, in
which the final outcome was given greater value than the process used to arrive at it, but
also the result of the usual practice of the design process, in which all of the work in the
earlier stages of the process seemed to be directed solely to the final output (Siu, 2003b).
The practice in the industry was also one of the factors affecting how students saw the
importance of user research as well as other research work. In the past, design research
even in the industry has mainly focused on functional and marketing research. Although
both claimed to consider clients or users, user experience was still relatively less of a
concern. This practice in turn gave the impression to students that research on user
experience was not practical in design application. Nevertheless, fortunately there have

been some changes in this situation in recent years. More design professionals and
companies have started to place emphasis on the topic of "user experience", and in turn to
conduct more user research.
The observations and interviews in the case studies illustrated quite a significant change in
the students' perception of user research. As some students pointed out, more practice in
user research would enable them to better understand the pros and cons of this kind of
research. The pros included the possibility of revealing the real needs and expectations of
users, while the cons included the difficulty of facing and having a balanced consideration
of the real dilemmas of different and diverse needs and expectations. As one student
pointed out in an interview, a designer disregarding this kind of research in design was
merely lying to himself or herself.
The students did not know how to conduct user research:
Particular subjects focusing solely on research studies and methods are rarely seen in the
current design and engineering design curricula. Most of the time, the current practice in
design programs is that one to two particular research methods are incorporated in
particular subjects in a program. The advantage of this type of curriculum arrangement is
that students can apply particular research methods in particular subjects and cases more
practically. Some educators also maintain that such syllabus arrangement can in turn
arouse the interest of students in learning research methods. However, it also has the
negative outcome that some research activities (that is, approaches, methods, tools) may
be overlooked.
Although user research is more popular now, according to the observations, very few
students had experience in it. When asking students the meaning of user research in the
early stages of the projects, most of them could not give a clear and well-defined
explanation. Quite a large number of the students thought that user research was simply
equivalent to social research. They also did not know how to use appropriate and effective
methods or tools to understand particular groups of users' needs and preferences, for
example, older people, children, blind people.
In the evaluation sessions conducted at the end of the design subjects, the students
agreed that the methods and tools of user research introduced in the design subjects, for
example, an observation field note recording sheet, were useful. As they pointed out,

according to their previous experience, some tutors and project supervisors only reminded
or required the students to carry out some investigations into the needs/requirements of
users. However, there was a lack of plans and systematic guidelines to help the students to
enrich their knowledge and experience in user research.
More understanding of users led to a different focus of project development:
The observations and interviews showed evidence that some students' attitudes and their
project focuses changed after they began to take conducting user research seriously. As
agreed by the students in several subject evaluations, the knowledge and experience
obtained from user research made them take this kind of research more seriously.
Some students also noted that, after conducting user research, they respected users'
individual and particular needs and aspirations more.
The students further agreed that having more contact with users and knowing more about
them, they would tend to generate ideas from the users' perspectives. The reason was that
they would have a more in-depth understanding of users, not only according to their
professional judgment as designers.
Students agreed that they were willing to spent more time understanding users after
getting experience in user research. Taking a subject related to designs for people with
special needs (SPN) as an example, after spending time understanding particular groups of
SPN, for example, interviewing the SPN, some students pointed out that they would like to
spend more time on user research in their future projects.
According to the observations and reviews of the project outcome, the requirements of
user research brought some drawbacks to the students' design. For example, students
spent less time on project development and implementation. On average, the quality of the
output with respect to the product workmanship and presentation visual quality was not so
good as before. As agreed by the supervisors as well as the students themselves, there was
a trade-off in time management when students were required to spend more time on user
research. The students also mentioned frequently that they were grade-oriented. Even
though they knew the importance and advantages of conducting user research, without the
concern of project supervisors and tutors in the form of higher weighting on research

implementations, findings and analysis, they would still place less emphasis on user
research activities.
More willingness and confidence to conduct user research in other subjects/projects:
As mentioned above, the students might not do the same volume of user research in other
subjects/projects. It depended on the nature of the subjects and the weighting of the
assessment. Nevertheless, according to the evaluation feedback conducted in the last
lesson of each subject (after the final presentation), most students agreed that user
research activities had changed their thinking/perception of the importance of this kind of
research.
Most of the students agreed that the research activities provided experience and in turn
more confidence for the students to conduct more user research.
However, this kind of confidence in doing research did not necessarily imply that the
students agreed that they had gained a higher understanding of users. Instead, quite a lot
of students pointed out that doing more user research emphasized to them that the "user"
was a difficult consideration in design. It was also the reason that some of the students still
felt confused as to how to make decisions on their idea development. They indicated that
the diverse needs and aspirations of users "made them feel crazy" about fulfilling users'
needs. For example, a group of students conducted a study on older persons' needs inside
a home for the elderly. In the project presentation, the students pointed out that, even
inside a small home for the elderly with a small number of users (namely, older people and
workers), there were different expectations which were always quite contradictory. That is,
the more they knew, the more difficult they would find it to proceed with their idea
development. Nevertheless, as discussed above, the students were still more willing to
respect users' choice and look at the design issues more from their perspective.
Conclusions
As agreed by many researchers and designers, user research is very important as it is
practically the only way to produce a design that fits the needs and aspirations of users
(Kuniavsky, 2003). In other words, although designers' experience and imagination are very
important, without a careful investigation of users, all of the outputs are probably groundless
and mostly based on "guesswork".

As repeated many times above, user research is very important as part of the data collection
for design consideration. However, how to incorporate user research activities in design
programs for students is a crucial point. According to the case study above, it would be better
if user research could be organized and introduced into curricula in a more systematic way.
According to the results of the studies (subject evaluations), besides getting practical
experience and knowledge, the students' attitudes to and perception of user research were
significant changed after doing user research. They considered user research relatively more
important in design professional practice.
As the students also pointed out, it is a fact that user research did not make them feel easier
in dealing with users. Nor did user research give them the confidence to say that they knew
users better. However, this kind of situation in fact is the most valuable reason for curriculum
planners and project supervisors to incorporate user research activities in design curricula.
Once design students know more about the importance of user research and designers'
difficulty in predicting and understanding users, they will consider and respect users more and
will not "impose" their personal will and guesswork too much on designs, in turn forcing users
to follow. Only through more user research can design students, i.e., our future designers,
have more confidence and evidence to produce designs with a higher degree of userfitness.
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Using Creative Movement and Dance to Teach Children who Learn Differently
By Stacey N. Skoning, Ph.D.
Much has been written about the benefits of using Howard Gardner’s (1983)
theory of multiple intelligences, and the idea that students also have differing learning
styles (Armstrong, 1994; Armstrong, 2003; Campbell & Campbell, 1999; Tobias, 1994;
Silver, Strong, & Perini, 2000). However, many classrooms still have focused primarily
on verbal/linguistic and logical/mathematical intelligences and have catered to auditory
and visual learners. To meet the needs of kinesthetic learners, teachers often have added
quick movement activities between lessons to allow children an opportunity for
movement, but these activities generally have not connected to the curriculum in
meaningful ways.
As educators, we need to find better ways to teach students through movement. In
addition, we need to allow students to express themselves and their understanding of
concepts through movement. Opportunities such as these can be accomplished by adding
creative movement and dance to the regular education classroom. Inclusion of these
activities has the added benefit of meeting the needs of a wider variety of learners
including students with disabilities and those with gifts and talents.
When I added creative movement to the literature instruction of my fourth and
fifth grade multi-age classroom, benefits became apparent for all of my students.
Children with learning disabilities showed increased comprehension of character, plot,
and overall comprehension of the novels they read. Students who had Attention Deficit
Disorder became classroom leaders and head choreographers. They demonstrated the
ability to organize groups of other students, choreograph dances, and think about ways
that all of the other students could participate using their strengths. Children with gifts
and talents discussed how it aided their understanding of character development and their
ability to predict the future behaviors of characters in the novel.
Many benefits of using movement as a teaching tool have been identified.
Students have demonstrated increased understanding of the curriculum across many
content areas. Smith (2002) found benefits to students across many areas, but noted that
the “creation of detail and nuance of movement [was] a basis for developing written
elaboration in their own stories” (p. 92). After creating experiences and elaborating on
movement phrases, children were better able to develop their ideas in written form. Many
other concepts also have been taught through dance. I have used creative movement to
increase my students’ understanding of metamorphosis, earthquakes and volcanoes, the
water cycle, weather events, and various literary works. Griss (1994) described teaching
Dr. Suess stories, the movement of sound waves, and the Underground Railroad. Most
concepts taught in schools easily could incorporate some degree of movement.
In addition to increased student knowledge about a topic, student behaviors also
have been observed to improve when dance experiences have been added to the
curriculum. Griss (1994) discussed the ability to take disruptive energy and make it
creative. Many children who have challenged their teachers the most were simply
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kinesthetic learners. These students had difficulty staying in their seats, facing the front
of the classroom, and often needed to fidget with something during independent work
times. For these students, the ability to move while they were learning decreased
otherwise inappropriate behaviors. It made movement acceptable and a valuable part of
the day. Dance also has been used to teach students to expand their movement
repertoires. Students who moved quickly from one thing to another all of the time (as is
often seen in children with ADHD) could be asked to move in the same manner as
something that typically moved more slowly. They could explore these different
movement qualities and train their bodies to respond and move in a wider variety of
manners while they used their kinesthetic strengths in new ways.
An additional benefit to adding creative movement and dance activities to the
classroom has been the creation of alternate forms of assessment. Dance has always been
a very expressive form of communication with one’s audience. As such, it is a useful tool
to evaluate the expression of one’s understanding of class content. In 1994, Lee wrote
about her experiences allowing a student to dance her understanding of class concepts. A
dancer in her college class was able to use her strengths to demonstrate her understanding
of the differences between consultation and collaboration. This student’s performance
proved to be a very powerful experience for all of the students in her class. Some of those
watching her performance cried, others clapped and cheered at the completion of her
performance. The class gave her “an ovation unlike any … had received” (p. 83).
Everyone seemed to understand the point she was trying to make through movement.
Teachers who have included multiple intelligence theory in their classrooms easily could
add experiences such as these to allow their students new ways to demonstrate a clear
understanding of their own learning.
Griss (1994) pointed out that many teachers may feel “intimidated or
overwhelmed” (p. 80) by the idea of using creative movement and dance concepts in their
classrooms, especially if they were non-dancers themselves. The transition to using dance
in classrooms can be made more easily with the understanding that the teacher does not
necessarily have to dance. Instead, the teacher needs to set up the experience and ask
good questions to help push students to create dances that demonstrate deep
understandings of class concepts. It also is helpful to have a clear framework for thinking
about movement. Having a common movement vocabulary in the classroom is beneficial
for everyone because it makes it easier to discuss the movement phrases that are being
created. Laban’s (1974) analysis of movement provides a clear and easy to follow
framework for thinking about movement in the classroom. Laban broke down all human
movement into three basic exertions – weight, space, and time. Weight ranges from
heavy to light, use of space ranges from direct to indirect, and time ranges from fast to
slow. By combining these three exertions, Laban’s eight basic effort actions can be
described (see Table 1). Combinations of these effort actions can be used as a basis for
movement discussions and the creation of dances within the classroom.
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Table 1
Movement Qualities of Laban’s Effort Actions
Effort Action
Punch
Slash
Dab
Flick
Press
Wring
Glide
Float

Exertions
Weight
Heavy
Heavy
Light
Light
Heavy
Heavy
Light
Light

Space
Direct
Indirect
Direct
Indirect
Direct
Indirect
Direct
Indirect

Time
Fast
Fast
Fast
Fast
Slow
Slow
Slow
Slow

Teachers should begin by teaching the differences between heavy and light, fast
and slow, and direct and indirect movements. These can be used as transition activities
between other lessons in the classroom, or explored more comprehensively as part of a
physical education class. When students understand and can demonstrate these basic
qualities of movement, they can begin to combine them to create the eight effort actions
(punch, slash, dab, flick, press, wring, glide, and float). These actions can be combined in
many ways to explain and demonstrate the movement of science concepts, social studies
themes, characters from novels, etc. Then students are ready to create dances that
demonstrate their understanding of a variety of subjects.
An example of a dance activity is one that may follow a lesson on insect
metamorphosis and observation of caterpillars and butterflies. The dance can be created
as a class, or in small groups that will later perform for each other. A dance about
metamorphosis may include an entrance to the “stage” area in the manner a caterpillar
would move – slow, indirect, heavy – students can perform wringing movements with
their whole bodies or parts of them as they meander across their leaves. The next section
of the dance could include the forming of a chrysalis followed by stillness. The final
phrase of their dance may end with a way to leave the stage the way a butterfly would
move – fast, indirect, light – using flicking movements.
Davis (1995) reminds us that there is more to teaching movement using Laban’s
movement analysis than just teaching the basic vocabulary of movement. Teachers must
also ask questions that help students engage more fully in their own personal expressions
of their understanding. This is the more challenging part of teaching through movement
and dance. Encouraging children to think more deeply about how something would
move, or how a concept could be demonstrated or explained through movement, is an
important part of fully developing their kinesthetic abilities.
Additional research needs to be completed to address the benefits of teaching
content with creative movement and dance in a more comprehensive manner. Much of
the anecdotal evidence presented here demonstrates the need to further investigate ways
to use kinesthetic approaches to teaching in classrooms. As educators, we need to think
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more about the many ways that children are smart and to be more creative in our
approaches to teaching and learning. Attention must be paid to all of the intelligences our
children possess and to all of their learning styles. Dance is important to incorporate into
our classrooms if we want to meet the needs of more diverse groups of students in our
inclusive classrooms.
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Improving Teacher Quality: The Essential Work of Teacher Leaders
In Closing the Achievement Gap
With the turn of the century came the increased focus on testing and accountability
through the provisions set forth by the No Child Left Behind Act (NCLB) of 2001. The new
provisions have now become the cornerstone of school reform in America’s public schools. The
major aim of NCLB is to eliminate the achievement gap(s) as educators increase student
achievement. Centermost to this aim is the classroom teacher. The new provisions highlight the
idea that teachers are the most important educational resource and that teachers are critical to this
new school reform. To that end, NCLB requires that teachers become “highly qualified.” And
more importantly, that all public school students are only taught by teachers who are “highly
qualified” is a major thrust of the legislation.
Laying the groundwork as early as 2000, states received federal dollars in the form of
Title II grants. These grants were designed to improve teacher quality through professional
development efforts. The requirements for these professional development grant proposals
included a goal to increase the teacher’s knowledge base through the rigors of subject area
content. This framework of professional development is aligned with the ideas of Guskey and
Sparks (1998) who postulated the linkage of quality professional development to increased
student outcomes through the influence of teacher knowledge. While there has been much
professional development and many course offerings in low performing and high poverty schools
in the United States, many students are still not the beneficiaries of highly qualified teachers.
Student failure and drop out rates in these urban and rural areas continue to loom in the
achievement data (Education Trust, 2003).
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Teacher Quality and Teacher Leadership
Our proposed research will examine the concepts teachers and administrations hold
regarding teacher leadership and teacher quality. To this aim, we ask the following questions:
What conceptions do teachers and administrators have about teacher leaders?
How do teachers and administrators define teacher quality?
The proposed study will use a mixed method approach to data analysis. Data collection tools will
include a pre and post questionnaire, interviews and focus groups. Purposeful sampling of rural,
suburban and urban schools in a Midwest state will occur during the 2005-2006 school year. The
results of our study will add to emerging literature regarding teacher quality. Additionally, the
results will add to a body of knowledge about teacher leadership and how schools define the
work of teacher leaders. We will examine whether there are meaningful differences among rural,
suburban and urban schools.
Through our study, we plan to examine the potential teacher leadership holds in
supporting teacher quality. In 2004, The Teaching Commission released a report, “Teaching at
Risk: A Call to Action” which argues vehemently that “helping teachers to succeed and enabling
our children to learn is an investment in human potential” (p. 11). The Commission proposed
setting high standards for teacher performance and student achievement through ongoing,
focused professional development; yet schools and districts continue to deliver inadequate
learning opportunities for teachers (Ball & Cohen, 1999; Darling-Hammond, 1997, Laine &
Otto, 2000; Sykes, 1996). The inadequate learning opportunities for teachers are even more
detrimental in urban environments where 43% of urban teachers lack a major or minor in their
teaching field, as compared to only 27% of teachers in more affluent schools (Ingersoll, 1999).
Furthermore, The National Center for Education Statistics (2000) reported that 20% of teachers
in urban schools have three or fewer years of teaching experience.
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Teacher Quality and Teacher Leadership
To further exacerbate this concern, Ingersoll (1999) found a significant disparity in
content knowledge between teachers in high-poverty, urban schools and those in affluent
schools. His research identifies significant comparison gaps in the areas of math, science,
English, and social studies.
Ultimately, schools assign teachers with the least credentials and least experience to the
toughest teaching assignments in the nation. Consequently, those students who require the most
effective teaching get the least effective teaching. Even teachers in urban areas with the
appropriate experience and credentials are often not adequately prepared and supported to handle
the increasingly difficult instructional challenges embedded within these environments.
In fact, when legislators consider that the largest 100 urban school districts serve nearly
one-fourth (23%) of all public school students in this country and that these same students
account for 30% of all American students living in poverty as well as 40% of all nonwhite
students in the United States (Manpower Demonstration Research Corporation, 2003), it then
becomes imperative that policymakers and educators work untiringly toward closing the
achievement gap.
In order to do so effectively, it is our position that these policymakers and educators alike
look toward expanding their definition and conception of teacher quality. We agree that teacher
leaders must be highly qualified, that is knowledgeable of curriculum content, instructional
practice, knowledgeable in interpersonal skills and how children best learn. However, our
assertion is one that demands a multifaceted definition of teacher quality - a definition of teacher
quality that also includes high expectations for all students. For without high expectations, even
the best instructional methodology will not close the achievement chasm that exists in so many
of America’s public schools.
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Teacher Quality and Teacher Leadership
Over the past forty-years, there have been several studies that support the claim that when
teachers expect more of students more, teachers get more. In Green’s work (1996), he reviewed
and analyzed the following studies: Beez (1968), Brookover & Lezotte (1977); Brohpy &
Everston (1976), Caha, (1966), Crano & Mellon (1976), Dusek (1975), McDill et al (1976);
Rutter (1982), Smead (1981); and Tuckman & Bierman (1971). From his analyses, Green
concluded American scholars have well documented and supported the finding that low
expectations result in low student performance. Nonetheless, our attempts to close the
achievement gap continuously ignore the importance of teacher expectations. More recently,
Stone and Lane (2000) found that teacher expectations for student performance was a critical
factor that explained a significant amount of variability in performance among Maryland
students on state standardized exams using growth models.
The wisdom of expanding the definition of teacher quality to include teacher expectations
is quite simplistic; if teachers expect success from all students, then it is not possible to leave a
child behind. Teachers deliver instruction more effectively and enthusiastically for students for
whom they have high expectations. Additionally, teachers respond more favorably to students for
whom they have high expectations (Comer, 1996; Monroe, 1999).
As we expand the definition, it our belief that it will create a great opportunity for our
most vital resources – teacher leaders. Despite the increasing emphasis in the literature on more
informal definitions of teacher leadership, the role and work of teacher leaders continue to reflect
a more formal or traditional existence in practice (Archer, 2001; Guiney, 2001). Regardless of
whether the role of the teacher leader is formal or informal, we hypothesize that the WORK of
the teacher leader is critical to the success of the school and holds potential to assist in closing
the achievement gap.
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Teacher Quality and Teacher Leadership
Having this insight, the teacher leader must be a master of content and be able to transmit
expertise to his/her colleagues. As a master of content, the teacher leader must use his/her skills
as a professional developer to impact teacher knowledge. In order for teacher leaders to impact
teacher expectations, the teacher leaders must become familiar with what works in classrooms
and schools overall. Teachers within the building need the information, and, as collaborative
partners, the teacher leaders must agree to support the teachers as they attempt to try new
techniques and make use of the new information. Ongoing assessment of school culture and
beliefs about students and student achievement must guide this process. Teacher leaders must
take time to raise consciousness and create awareness about race, gender, social class, disability
status, communication and speech patterns, student history, limited English proficiency, physical
attractiveness, handwriting, and participation in extra-curricula activities for teachers to meet the
needs of all students. According to Green (2002; 2003), when the professional staff begins with
sincerity to believe that all students can achieve, hold high expectations for student
accomplishments, and do whatever it takes to ensure that students will learn, then the school
operates in a self-sustaining climate of effectiveness.
The objectives of our poster presentation include generating feedback regarding the
proposed study and gathering information relative to our colleagues’ conceptions of teacher
quality and teacher leadership.
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Abstract
Deaf students are withdrawing from college at alarming rates. Research has found that
approximately 70% of deaf college students will not graduate. This exploratory, qualitative study
examined how deaf students describe their academic and social experiences in mainstream
colleges, as well as what affected their adjustment.
The retention of students in higher education is a major concern for students, parents,
teachers, and college administrators. More than 40% of all college students leave without earning
a degree. Of these, 75% drop out in the first two years of college (Tinto, 1987, 1993). These
statistics are even more dire for students with hearing loss. There are approximately 468,000 deaf
and hard of hearing students currently attending college in the United States (Schroedel, Watson,
& Ashmore, 2003); however, estimates for postsecondary students who are deaf show that
between two thirds and three quarters of those who begin their studies will never graduate
(Myers & Taylor, 2000).
As colleges and colleges strive to embrace diversity and provide all students an
opportunity to succeed, important questions are raised: Why are deaf students more likely to
drop out than hearing students? What factors in the social and academic environment affect the
adjustment process for students who are deaf?
Although we have statistics on the retention and academic success of college students
who are deaf, we know very little about the perspectives that deaf college students hold
regarding their academic and social experiences in mainstream colleges with small deaf
programs. Most research in this area has been conducted at postsecondary institutions that have
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supportive academic and social environments already in place for large populations of deaf
students, such as the National Technical Institute of the Deaf, California State University,
Northridge, and Gallaudet University. Because of the larger number of students at these
institutions, they are better prepared to accommodate deaf students’ social and academic needs
than are colleges with a small number of deaf students (Foster, 1996). However, more than 2,300
postsecondary institutions in the United States serve students who are deaf or hard of hearing
(Lewis, Farris, & Greene, 1994), and most of these institutions report fewer than 10 deaf
students. Although researchers have provided some data on college students’ experiences at
larger deaf-friendly college settings, we know very little about the perception of social and
academic success and satisfaction of deaf college students who attend colleges where the number
of deaf students is substantially smaller.
Literature Review
Persistence in College
Persistence in college has been a major concern for students, parents, teachers, and
college administrators, and has been studied by researchers for several decades (Astin, 1993,
1999; Braxton, Vesper, & Hossler, 1995; Chickering, 1969; Foster, 1988; Gerdes &
Mallinckrodt, 2001; Pantages & Creedon, 1978; Tinto, 1987, 1993). Graduation rates for
students in general average 43% for two-year colleges (within three years of initial enrollment)
and 50% for four-year colleges (within five years of initial enrollment) (Tinto, 1993). Individual
students bring personal characteristics into their environments that affect their persistence in
institutions of higher education. Two areas have been identified as having an important influence
on college attrition: (a) academic adjustment and integration, which includes academic abilities,
motivational factors, and effective interactions with faculty in and outside the classroom; and, (b)
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social and emotional adjustment and integration, which includes successful interpersonal
relationships in the campus environment, feelings of self-worth, and issues pertaining to
separation from family. These two areas are considered in relation to students in institutions of
higher education in general.
Researchers have found that personal integration into the social fabric of campus life
plays a role at least as important as academic factors in student retention (Astin, 1993, 1999;
Gerdes & Mallinckrodt, 2001; Youn, 1992). For instance, Astin (1999) found that environmental
influences, such as adequate support services and the opportunity to have social interaction with
peers, affected students’ development and the amount of physical and psychological energy that
students devoted to college. His findings suggested that factors contributing to persistence also
imply increased involvement, whereas factors contributing to departure from college imply
limited involvement in the college experience. All students must deal with these factors.
However, students who are deaf have additional struggles to overcome if they are to persist in
college.
Deaf College Students
Researchers (Schroedel et al., 2003) estimated that during the year 2000, 468,000 deaf or
hard of hearing students were attending the nation’s postsecondary institutions (also see Watson
& Schroedel, 2000). More specifically, 345,000 were hard of hearing, 115,000 were deafened
after the age of 18, and 8,000 were deafened before the age of 18. Once these students arrive at
college, most do not stay. On average, only about 30% of deaf students entering colleges across
the country persisted to graduation (Rawlings, Karchmer, DeCaro, & Allen, 1991; NTID, 1997;
Walter, 1989; Walter & DeCaro, 1986). Even at institutions that are considered deaf friendly
because of the high number of deaf students in attendance, students continue to experience
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retention problems. At the National Technical Institute for the Deaf for example, 50% of all
entering students withdrew prior to graduation with 30% leaving prior to starting their second
year of study (Average rates from 1991 - 1996, NTID Annual Report, 1997).
The U.S. Census Bureau reported that 15.1 million students are attending over 5,000
colleges and colleges in the nation (2001). However, proportionally fewer deaf students pursued
higher education than their hearing peers. Walter (1992) found that merely 16% of deaf students
exiting high school enter postsecondary education, compared to 28% of their hearing peers.
There are 123,000 students who are deaf, under the age of 35, who attend colleges across the
United States. This is significantly higher than the statistics from a national survey conducted 10
years ago (U.S. Department of Education, 1993). Although students who are deaf are entering
institutions of postsecondary education in higher numbers than ever, retention rates have
continued to be a concern.
There is limited research regarding deaf students who attend mainstream postsecondary
institutions with a significantly smaller number of deaf students. What are their experiences?
And what factors relate to their persistence or withdrawal from college? Data collected in the
early 1990s (Rawlings, Karchmer, DeCaro, & Allen, 1991) examined 112 programs that serve
deaf students. This study found that two-year institutions with programs for supporting deaf
students admitted on average 12 to 14 new students each year, and graduated, on average, only 3
students each year, a withdrawal rate of about 75%. This same pattern was repeated at four-year
colleges. These institutions admitted, on average, 4 freshmen each year and graduated only 1
student.
An earlier study by Foster and Elliot (1986) found that lack of effective communication
resulted in academic difficulties and consequently student withdrawal. They concluded that even
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when interpreters were assigned to the classroom and additional support systems were in place,
deaf students complained that teachers moved through the class lecture too quickly and seemed
to treat deaf students as if they could hear. Students often left class feeling confused about the
lecture and unsure of assignments. A later study by Franklin (1988) suggested that four factors
had a significant relationship with persistence or withdrawal of deaf students. The students who
stayed in school were generally those who (a) had better oral communication skills, (b) attended
high schools that provided minimum support, (c) experienced some kind of precollege
preparation, and, (d) declared a major during the first year of college.
English (1993) reported similar findings when she evaluated a model of persistence using
deaf students who attended mainstream postsecondary institutions. She found that students who
reported greater interaction with faculty did better academically. English also found that those
students with higher grades expressed intent to remain at college until graduation.
These studies point to the importance of the immediate and intermediate environments of
the deaf college student. Relationships with classmates, faculty, and other college staff have been
shown to make a significant impact on students’ retention in postsecondary education. Although
the number of deaf students who attend postsecondary institutions across the country has
increased (Lewes et al., 1994; Ries, 1994; Schrodel et al., 2003), few follow-up studies have
examined the experience of mainstream college students who attend postsecondary institutions
with few deaf students.
A critical area of concern for deaf students in mainstream colleges is accommodations.
This generation has seen new federal laws, such as the Rehabilitation Act of 1973 (P.L. 94-142)
and the Americans with Disabilities Act (ADA) in 1990, that shape the experience of deaf
students and may account for the increase in college attendance. These federal laws brought
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postsecondary education access and accommodation rights to the forefront of the disabled
community (Thomas, 2000). Although these laws do not require the admission, retention, or
graduation of students because they are disabled, they do require nondiscrimination and
reasonable accommodation, and the opportunity for qualified students to succeed or fail in
college.
The presence of support services does not necessarily mean equal access. Foster, Long,
and Snell (1999) provided four examples of how support services may not be able to meet all the
needs of college students who are deaf. They first examined deaf students who used a sign
language interpreter experience, what is called lag time, or interpreter processing time, when
receiving information. An interpreter normally finishes signing what has been said 5 to 10
seconds after the instructor has stopped speaking. This delay subtly excluded deaf students from
full participation. By the time a student has received the full message and desires to participate,
the instructor may have already identified and called on another student or changed the topic
thereby making timely interaction difficult. In addition, deaf students who relied on
speechreading also experienced challenges. Instructors often unconsciously interfered with
students’ line of sight to their speech when they turned to write on the board, held papers too
close to their faces, focused down on a computer, or paced while lecturing.
Another example occurred in laboratory or high tech courses where instructors lectured
while manipulating equipment and performing tasks. Deaf students had to choose among
watching the interpreter, the instructor, or the demonstration. Catching all of the presentation was
impossible. Even students who depended primarily upon their residual hearing lost information
in this type of setting because of interference from noisy equipment such as air conditioning.
And finally, deaf students also often missed important casual information. They were rarely
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included in the informal exchanges that occurred between hearing peers about instructor
expectations, study tips, and unspoken rules for class behavior and organization (Foster et al.,
1999). These examples are important to keep in mind when considering accommodation issues
for students who are deaf in mainstream colleges.
Deaf students face many challenges in mainstream postsecondary institutions.
Accessibility to classroom lectures and discussions, as well as study groups and extracurricular
activities, are important factors to consider regarding academic, social, and emotional integration
for this group of college students. Although the passage of Individuals with Disabilities
Education Act and the Americans with Disabilities Act have increased the responsibility of
mainstream colleges to practice nondiscrimination and to provide reasonable accommodation to
students who are deaf, there continues to be concern regarding deaf students’ persistence in
higher education. The retention rate of these students remains alarmingly low.
Method
The intent of this study was to gain more understanding of how college students who are
deaf explain their perceptions of academic and social success and satisfaction in a mainstream
postsecondary setting. Because of the dearth of literature in this field, a qualitative design was
appropriate for this exploratory study. Qualitative methods have been used as a viable approach
to research with college students who are deaf (Foster, 1996; Mertens, 1998; Sheridan, 1996).
This methodology allows researchers to fully examine questions about the development and
adjustment of nontraditional groups (Manning, 1992). Utilizing this approach allowed the
uniqueness of each deaf participant to emerge while identifying themes common to groups of
college students who are deaf in the contexts of their mainstream college environments.
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Sample Selection Criteria
Individual deaf students enrolled in four mainstream colleges were the subjects for this
study. Students were selected to be similar in a number of areas. They were (a) between the ages
of 18 to 23, (b) single and not living with their family of origin, (c) self-identified as deaf, (d)
receiving services through their colleges’ Office of Services for Students with Disabilities, and
(e) full-time students.
Because this study focused on deaf college students, the students had to identify
themselves as deaf versus hard of hearing or hearing impaired. Individuals who identify as hard
of hearing or hearing impaired often identify first as being hearing and second as having a
hearing loss (Bat-Chava, 2000). Although deaf and hard of hearing students are often considered
together for studies, hard of hearing college students face challenges that are quite different than
those of students who are deaf. In addition, the students selected for this study received support
services from their colleges’ Office of Services for Students with Disabilities. Those services
included interpreters, notetakers, assistive listening devices, and speech to text services.
The Sample
Coordinators of each college’s Office of Services for Students with Disabilities identified
14 participants who met the selection criteria. The participants’ ages ranged from 18 to 23 with
an average of 21 years and 64% of the participants were women (n = 9). Thirty percent (n = 4) of
the students were from diverse ethnic and cultural backgrounds, including African-American,
Asian-American, East Indian-American, and Hispanic. Two students came from families where
English was not spoken in the home. Thirteen students (93%) indicated that they preferred to
communicate in sign language. However, 9 of the participants (64%) had parents who currently
only communicated in spoken language. Almost 60% (n = 8) had parents who began
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communicating in sign language with participants at the time they were diagnosed as deaf, but
only about 36% (n = 5) had family members who currently used sign language to communicate.
Of the 93% who preferred to communicate in sign language, 8 of the students (57%) noted that
they preferred to communicate in American Sign Language or Pidgin Signed English with those
who could sign and use speech and speechreading skills with those who could not. Five
participants (36%) preferred to communicate in American Sign Language or Pidgin Signed
English only, and 1 student in the study only communicated with spoken English and
speechreading.
All of the students attended mainstream high schools. One student graduated from a
residential school for the deaf, but had transferred from a mainstream school during her junior
year of high school. Participants’ high school GPAs were quite high with a range from 2.6 to
3.93, and an average of 3.58. These students continued to maintain overall strong GPAs in
college with a range from 2.32 to 3.69. The average college GPA for the participants was 2.90,
which is just slightly lower than the 2.95 GPA average for all undergraduate students at the four
colleges. Four (29%) of the 14 participants were freshmen and had only completed one term of
college. One (93%) student was a sophomore, 6 (43%) were juniors, and 3 (21%) were seniors.
Five (36%) students had transferred from other institutions of higher education and 3 (21%) of
these had been to more than two colleges prior to being interviewed. Table 1 summarizes the
important characteristics of the participants in this study.
[Place Table 1 here.]
Procedures
Three types of data were collected for this qualitative study during the early part of
winter term. First, the students were asked to complete a participant profile in order to gain
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characteristics, such as name, age, gender, communication preference, and education
background. Second, a semistructured interview protocol framed the conversations of the
students. Additional probes, which were unique to each student’s story, were used when
appropriate. Third, field notes were taken immediately after each interview. Interviews were
transcribed verbatim. All information gathered comprised the data used in this qualitative study.
Interviews took place in a private room or office at each participant’s respective college.
Interviews lasted approximately two hours. The language used for the interviews depended on
the interviewee’s communication preference. The majority of interviews were conducted in
American Sign Language, however 1 participant requested oral communication, and used speech
and speechreading skills.
All interviews were videotaped. As suggested by Lofland and Lofland (1995),
immediately after each interview, field notes were recorded, which included pertinent
observations and information regarding the tone and comfort level of the interview as well as
other insights I had. Verbatim transcriptions of each tape were made soon after the interview. I
translated the interviews conducted in American Sign Language into spoken English on an
audiotape to help with the ease of the verbatim transcription. Because American Sign Language
is not my native language, a qualified Deaf language consultant who is Deaf and an ASL native,
reviewed 20% of randomly presented passages on each transcription to ensure my interpretation
was accurate. He found no instances of inaccurate translation.
Participants were asked a number of questions that focused on their academic, social, and
emotional adjustment and integration into mainstream colleges. Other categories covered during
the interview included family of origin relationships and how participants identify themselves in
regard to their hearing loss. Participants reflected on their perceptions of academic, social, and
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emotional readiness for college and how they defined their success and satisfaction at their
current college. The intent of the interview questions was to gather data that considered how
students who are deaf describe their experience in a mainstream college and what factors in the
environment were linked to their perceptions of academic and social success and satisfaction
with life in a mainstream college.
Data Analysis
Data analysis began immediately after the completion of the interviews. Data included
the participant profile form, interview transcripts, and field notes taken after the interviews. Once
the interviews and field notes were transcribed, they were reviewed repeatedly to thoroughly
familiarize myself with the content of the data. The basic method used for the analysis was
analytic induction, using a grounded theory approach (Strauss & Corbin, 1990). A substantial
amount of transcribed data was collected. The winMAX (1998) program was utilized to help
manage the large volume of data generated by the interviews and field notes. This computerized
software program was developed specifically for qualitative analysis and allowed me to code and
retrieve more easily large amounts of data produced by the interviews.
Results
Researchers have contributed to our understanding of student’s perceptions of academic
and social success and satisfaction (Astin, 1993; Braxton et al., 1995; Pantages & Creedon, 1978;
Pascarella & Terenzini, 1991; Tinto, 1987, 1993). For example, Tinto’s research pointed to the
importance of pre-entry attributes such as students’ skills and abilities, as well as prior schooling
to understand students’ academic and social success. Once at college, interaction with faculty
and classmates also had a significant effect on students’ experiences of academic and social
success and satisfaction (Astin, 1993; English, 1993). These person-environment interactions led
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to varying levels of academic and social integration and belonging, and contributed to decisions
to persist in or depart from college (Renn & Arnold, 2003; Tinto). For the purpose of this paper,
the focus will be on the participants’ transition to college and their current social and academic
experiences at their mainstream college.
Transition to College
The transition from high school to college is not inherently different for deaf
and hearing students. Most students report that it is quite challenging. As Gerdes and
Mallinckrodt (2001) found, students overestimated their ability to adjust academically and were
often surprised by how much they struggled in the first year. Students in this study were asked if
their new college experience matched their high school prediction of what college would be like
and the majority of students said it was much different. The participants reported that they had
typically felt very competent academically in their high schools. They knew what was expected
of them and how to be academically successful with a minimum of effort. Rene, a college senior,
recalled her transition to college. “It was so easy in high school. Every class I took was an easy
‘A.’ But college is much different. Much tougher.” What felt tougher included concerns about
study skills, time management, test-taking, and getting a decent GPA. Like many new college
students, some of the students in this study said that the study skills they learned in high school
were not adequate for college. Gary, a transfer student from a large college to a small college
said,
I wasn’t prepared for how much harder the classes were. The tests were harder. You
had to prepare more than in high school. There is a huge difference between high
school and college. You know, I was warned in elementary school that middle school
was hard, but it wasn’t so bad. And in middle school I was warned about high school,
and I got really paranoid about moving up, but it was no big deal. So I thought when
people warned me about college that it would be the same thing. I was really wrong!
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Another transition was negotiating the student-teacher relationship. Like hearing
students, many deaf students in this study found that their relationship with instructors was
different in college than in high school. Students found that what was effective in high school
was not necessarily effective in college. Participants in this study said that high school
instructors were available before, during, and after class. One student remembered high school
teachers attending to her whether she requested it or not. But in college, she found she had to
assert herself to if she wanted help. Negotiating faculty office hours was also new to the students
in this study. As Clara, a freshman, declared, “I didn’t know I had to visit professors during their
office hours. There are a whole new set of rules to learn.”
While most students struggle with academic demands when they first transition to
college, some students in this study faced obstacles specific to deaf students. Six participants
(43%) stated that the reason their GPA dropped was because of the greater demand for English
writing skill. One of the major roadblocks to success in college is the difficulty some deaf
individuals face with English syntax. English is a second language for many deaf people
(Schildroth, 1994), whose first language is American Sign Language. These participants stated
that their writing skills were under par in comparison to those of their hearing classmates, and
they all commented on experiencing surprise and embarrassment when their college professors
critiqued their writing skills. One example of this is from Jorge, a freshman at a small college.
This was his response when asked how he felt his English writing skills compared with his
classmates:
Well, my first term here last fall I took a Business class and we had to keep a
journal. I read it through and I thought it sounded pretty good. I handed it in, but
the teacher said, your grammar is awful, I can’t read this! I felt so insulted. I felt
really heartbroken. I tried to explain that English is my second language, but the
instructor yelled back, “That is no excuse!” I felt lousy inside. I talked to my
[deaf] friend about it and he is really skilled in English. He offered to help me
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with my writing. I didn’t really feel comfortable going to the writing center. I
didn’t want people to look at me funny because my English isn’t very good. That
felt too awkward. So my friend helped me. I wrote down what I was supposed to
and then my friend went through and corrected it plus explained to me the
grammar mistakes I was making. So now when I need to turn in something in
writing I always convince my friend to help me.
The transition to college is a challenge for the majority of students, and most are
surprised by the academic rigor required of them (Gerdes & Mallinckrodt, 2001). This was true
also of the deaf students in mainstream colleges in this study.
Support Services
As mentioned earlier, the passage of the Americans with Disabilities Act of 1990
accelerated the growth in demand for educational support services within institutions that had
previously not enrolled deaf students. The most widely used support services by deaf college
students are interpreters and notetakers. As recent as the late 1990s, it was found that only 45%
of two-year and four-year postsecondary educational institutions nationwide provided sign
language interpreters and 69% provided classroom notetakers (National Center for Educational
Statistics, 1999). This was not the case for the participants in this study. All four institutions
involved in this study provided accommodation services when requested by students who are
deaf. Students reported using services such as speech to text equipment, wireless laptops,
extended time for test taking, and tutoring and writing centers. The most commonly used
services reported by the participants in this study were interpreters and notetakers.
Interpreters. Students who are deaf and attend a mainstream college must request
accommodations through the Office of Services for Students with Disabilities. Thirteen out of
the 14 participants (93%) in this study requested interpreters for classroom lectures and
extracurricular activities. One student who relied on speech and speechreading for
communication stated that she was very satisfied with the wireless laptop system in the
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classroom, requested through the Office of Services for Students with Disabilities. This student
said she sat wherever she chose in the classroom with her laptop. An assistant from the Office of
Services for Students with Disabilities also sat in the class with another laptop that was equipped
with a wireless connection. The assistant typed each lecture. As the assistant typed, the words
appeared on the student’s laptop so she could follow the lecture.
All other students used sign language interpreters in the classroom. Whereas the wireless
laptop system portrayed the meaning of the lecture in complete English sentences, interpreters
must often translate the spoken word from the English language into a visual and distinct sign
language. The students in this study used interpreters throughout their elementary and secondary
school experiences. But they shared that their experience with high school interpreters was
different from their experience with college interpreters, especially in regard to the way they
interacted. Clara, a freshman at a small college stated:
[In high school] we were not responsible for the interpreters. They were
responsible for us. And here we are responsible for ourselves. The interpreters
come to class and then they leave. It is different from my high school. Wow!…In
high school I was always friends with my interpreters. We would talk during class
and interact with each other. But here it is different…In some ways it is nice.
Some interpreters are friends with me and we will chat outside after class, but that
is it.
Some students felt ambivalent about having an interpreter. Four of the participants (29%)
in this study sometimes chose to voice for themselves during class. Geoff, a junior at a large
college, was one of these students. He stated he has good speech and speechreading skills, but he
sometimes preferred using an interpreter because it was easier to follow fast-paced dialogue,
especially in large classes. He shared the struggles he had using interpreters.
Sometimes I find myself watching the interpreter and then I look over and lipread
the professor and the message seems so different. The mood can be so different. It
is amazing how much the interpreter or the style of the interpreter can change the
tone of the lecture. Sometime I miss that tone when I use an interpreter.

Deaf College Students 18

Another frustration Geoff experienced at times was hearing people’s ignorance in regard
to how to use interpreters.
In the fraternity we sometimes have large meetings, but I usually don’t have an
interpreter. I like to be dependent on myself. I don’t like it when students look at
the interpreter and say “Tell him…” They look at the interpreter instead of me.
That really burns me. The interpreter is not having the idea, I am!
College students must be able to trust the interpreter’s skills in regard to the
tone and the accuracy of the interpretation. Because of this, the unique relationship between a
deaf student and interpreter can be tenuous at times. The participants in this study talked about
their reliance on interpreters and how it can sometimes be a love/hate relationship. Students said
some interpreters are very skilled but others were found to be lacking in different areas.
Participants also discussed the importance of the interpreters’ understanding that they
were unique individuals and had different communication needs. Lakisha, a senior, explained:
“I don’t think they really accept my way of signing. I hate to say this, but I often feel like
I have to fit with their way of signing versus having them fit with my way of signing
[more English or Total Communication].”
Deaf students and interpreters are involved in a unique microsystem compared
to other college students. Deaf students are dependent on interpreters to provide necessary
classroom information. At the same time, interpreters may be the only other person in the
classroom who can communicate with them. As Haley stated, “I both love and hate my
interpreters. I rely on them to give me important information from class, but at the same time, I
would prefer to be able to communicate directly with teachers and students in the class. Some are
wonderful, but some are not.”
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Notetakers. Notetaking is another support service available to the students in this study.
But, as with interpreters, this service was seen by the participants as both positive and negative.
The students exclaimed that lecture notes were imperative for their success as a college student,
but having to rely on others to take notes was sometimes unsatisfactory. Whereas 2 students
(14%) said that they were satisfied with their notetaking services, 12 students (86%) expressed
frustrations. Geoff shared his ambivalence about notetakers. It really was not a service he wanted
to have. “Occasionally I use notetakers. It really depends on the class. I really prefer to take my
own notes because I know what is important to put down.” But it can be a real challenge to take
notes when you are deaf and must rely on your eyes to take in information. Diverting your eyes
to write down notes means you may miss important information. Geoff went on to say,
The only trouble is, when I take my eyes off of the interpreter to jot down my
notes, I am always afraid that I will miss something the professor said. So I try to
write with my eyes on the interpreter, but then my head gets overloaded with
information and I end up missing one thing or another.
Other concerns that students had were related to the timeliness of obtaining
notes. Although some students received a copy of the notes the day after the lecture, others had
to wait up to one week or more, which made studying difficult. Becca recalled the previous term
and shared her concern with how long it took to get a copy of notes.
The notetaker would leave me notes saying I am sorry, but I am not able to get
your notes to you because…and she would give me many different reasons. That
was frustrating. My notes were sometimes two weeks late! So I asked another
person if I could borrow her notes and I stayed up at night copying them. Her
notes were so much better. She wrote in story form or narrative. My real notetaker
didn’t even take notes in outline form. They were hard to figure out. I realized
then how much a notetaker can influence my grades.
And as Becca stated, it was not only the timeliness, but also the way notes were
organized. Clara shared how hard it was at times to read the copied notes. Notetakers’ sloppy
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penmanship and lack of clarity dismayed her. Clara sometimes compared the notetakers notes to
her friend’s notes in class and found that they often were not the same.
Support services such as interpreters and notetakers are provided to deaf college students
who attend public colleges. Students in this study reported that they would not be successful in
college without the aid of these support personnel. But at the same time, the participants related
their frustration with the skills of some interpreters and notetakers. As Becca stated, “I can’t
expect everyone to be perfect. I just want the interpreters and notetakers to do the best they can
because I need them so I can be successful in college.”
Interaction in the Classroom
Participation in the classroom has been linked to retention for deaf students (English,
1993). Being able to ask questions, share ideas, meet with instructors, and talk with students
shapes students’ feelings of academic satisfaction in college. Students in this study were asked
about their class participation, and how they communicated with faculty and with classmates.
Class participation. Deaf students typically require the services of sign language
interpreters in order to participate in the college classroom. Whereas a few of the students in this
study felt very satisfied and comfortable with using their interpreters to participate in class,
several students spoke vehemently about their disappointment with some interpreters’ skills to
accurately voice for them. Haley, a senior at a small college, spoke of her frustration and
embarrassment when interpreters could not understand her questions well enough to voice to the
teacher and the class.
I can’t keep raising my hand to ask questions because the interpreter makes so
many mistakes. Then the students in the classroom think I am stupid instead of
seeing that the interpreter is inept. I don’t like that! So I often just sit there and
hold it all in. Keep my mouth shut . . . but if I have a deaf friend or someone who
can sign in class, then I will check in with them and ask my question and get it
clarified. That is better.
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Trusting the skills of the interpreter is not the only concern deaf students discussed. The
problem of lag time, or interpreter processing time, was also an important issue that interrupted
students’ participation in class. Lag time refers to the 5 to 10 seconds it takes an interpreter to
finish signing what has been said after the instructor has stopped speaking. This time is needed to
translate the spoken English word into sign language. Foster, Long, and Snell (1999) discussed
how lag time subtly excluded deaf students from full participation. Rene, a senior at a large
college, explained her experiences with interpreter lag time this way:
For example, if the instructor asks something like, who in this class has brown
hair? And I raise my hand, then the teacher is already on to another subject. And
I’m the last person to say anything, and it is awkward, and I don’t like being last
because of the interpreter’s lag time because it makes it awkward for me to
participate. I feel like I stand out. I just want to be like the other students.
The majority of the students in this study never had the experience of having another deaf
person in their college classroom. Students were asked how they managed communication with
their hearing classmates. Although all but one student stated that they preferred sign language for
communication, 10 students (71%) also indicated that they at times used speech and
speechreading with people who do not know sign language. The majority of students said they
were comfortable writing notes, gesturing, or voicing one or two words or short phrases if an
interpreter was not available. Another student who does not use sign language for
communication arrived for her interview with writing all over her arms. Before the interview
began I asked Hillary, age 18, about the writing. She stated that if other students could not
understand her voice, then she would use whatever was available to make sure communication
occurred. When the paper that she always carried ran out she resorted to her hands, arms, or
whatever was handy to write on.
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But this kind of communication was not always easy. Kevin, who transferred from an alldeaf institution of higher education, Gallaudet University, to a smaller mainstream college,
shared his frustration this way:
I use an interpreter or I gesture. If I want to ask a question, then I use the
interpreter. If it is only two or three words, then I will ask myself. I don’t always
like using the interpreter because people sometimes say to the interpreter, ‘tell
him…’ But that is okay…When someone wants to talk to me, they will turn their
body away from me and talk to the interpreter. You know, hearing [people] don’t
know. That is fine. I accept that. That never happened at Gallaudet, though.
Communication with faculty. Communication between teachers and students is an
important part of the academic experience. English (1993) explored persistence among deaf
college students in mainstream colleges and found that students who reported more interaction
with faculty did better academically. The students in this study were asked about their interaction
with their teachers. Hillary, who relied on speech and speechreading, spoke of one time when a
teacher did not understand her and asked her to meet him after class to ask her question. I asked
her how she handled that. She replied, “I just sat back and was quiet. But I am sick of sitting
back and being quiet. If I have something to say or to ask, I want to be able to do that. At least I
am trying!” Brad, however, responded in a different way. “I have always had a good relationship
with all my college teachers. I will always go up to them and talk with them. And I know that is
sometimes a good idea because you can get a better grade in class.” When asked how he talks
with them, he replied “With my voice. Or I use the interpreter, or I write back and forth. It really
depends on the teacher.” All the students in this study found ways to interact with faculty both
during and after class.
Students shared that most faculty had little or no exposure to deaf students in their class.
Often students had to explain how to use an interpreter or what some of their unique needs might
be. Becca laughed when she shared that one of her teachers talked extremely slowly because she

Deaf College Students 23
did not know how to use an interpreter. Rene, a senior, said over her four years at her large
college, she had found that some, but not all, of her teachers were helpful and understanding.
However, some needed to be educated as she explained:
Many of [my teachers] have no idea what it means to work with a deaf student.
The interpreters get really frustrated because they will ask the teacher if the
videotapes are close captioned and the teacher will have no idea. And also, when
there is a presentation on the overhead, it's difficult to take notes and look at the
overhead at the same time. So when I ask the teacher for the notes, it seems that
some look at me like I'm taking the easy way out . . . Sometimes teachers think
that I’m deaf and taking advantage of the system. They think I should take notes
myself and they don’t understand that a deaf person has to watch the interpreter,
and the videotape, and the teacher, and it’s impossible to take notes. Some
teachers just don’t understand that. I feel like I have to explain to them over and
over again. Also, I have to explain to teachers about using the sign language
interpreters. That I need them to communicate, but that I will also speak for
myself and use my oral skills.
As stated earlier, not all deaf use the same communication methods or have the same
communication needs. Geoff tended to use both his voice and an interpreter.
If the teacher is not used to hearing my voice, then I will use the interpreter to
voice for me. Sometimes it takes awhile for people to get used to my voice, and
then after that they are fine. Generally I like to voice for myself. If I go to my
professor’s office hours, I go by myself. I don’t bring an interpreter.
At times, students needed to communicate one-on-one with their instructors. Some said
trying to meet with a teacher after class was often impossible for two reasons: (a) the teacher did
not have time, and (b) the interpreter had another class scheduled. The majority of students found
e-mail to be the best way to communicate. Haley put it this way.
I always check with teachers to see the best way to contact them. E-mail is always
best for me, but phone or in person is okay. If something comes up in class, I
always have the interpreter. The thing that is frustrating with interpreters is that
they have to leave right after class because they have another class to interpret for.
UGH! If necessary, I will write notes with my teacher. If the interpreter needs to
go, then I will put up with writing notes. If I can hold off until I get back home
then I will e-mail.
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It is much easier to be an active participant in class when deaf students feel a sense of
acceptance and belonging. It made a difference to these students when teachers went out of their
way to recognize their unique needs and helped to bridge relationships with other students in the
class. Rene, a senior at a large college, talked about what a difference it made to her when one of
her teachers invited her to talk about being deaf to the class.
In one class that I took, we were focusing on cultures. And my teacher asked me
to talk about my experiences with the Deaf culture. She said she would give me
extra credit. So I shared with the class what it was like to be deaf in a hearing
college and it seemed like it really had an impact on the students. I feel like they
really respected me and that they now go out of their way to talk to me. I feel like
they understand me better. All the students are really friendly with me. It’s really
cool.
Interaction in the classroom is an important factor in students’ persistence in college
(Astin, 1993; English, 1993). Developing a working relationship with faculty and classmates, as
well as feeling free to raise their hand and participate in classroom discussion added to
participants’ perceptions of academic success and satisfaction. Although some participants in this
study shared their awkwardness with classroom interaction, most shared that they felt they
belonged and had a right to be there.
Communication with students. Ease in communication was an important factor in the
social experiences of the participants. Nine of the students (64%) in this study attended a small
college that enrolled approximately 30 students who are deaf. In addition, this institution
provided academic curriculums that were deaf-friendly, such as American Sign Language
classes, interpreter training, as well as teacher preparation and rehabilitation counseling for those
who are deaf. All 9 students who attended this college were satisfied with their social
interactions. The students enjoyed interacting with both deaf and hearing students who could
sign. Jorge, a freshman who attended a mainstream high school where he was the only deaf
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student explained: “I am much more social since I came to [small college]. I hang out with
hearing and deaf people. Just as long as they know some sign language. Really we are one big
group, both hearing and deaf socializing together.”
At the same institution, Daphne, a junior, had a part-time job on campus. When asked
about communication with her coworkers, she responded that she felt lucky because so many
students at this college had taken sign language classes, so a few of her coworkers could sign.
She went on to say that she was very comfortable using pen and paper to communicate with
nonsigners. In fact, using a pen and paper were the most common ways the participants
communicated with those who could not sign. But students were also creative with using current
technology to aid the communication process. Gary described one experience this way.
I was assigned to a project with a classmate who couldn’t sign so I used my voice.
And I did my best to lipread him. We ended up writing back and forth and even
on the computer. Writing is kind of a last resort, but it worked. We even used my
pager before if there was no paper or computer with us. I can type just a word or
two and get the message across.
As Gary explained, he used his voice and speechreading skills to communicate with
nonsigners. However, most students would agree that this was not always the easiest way to have
successful communication. Lakisha, a senior, worked hard to be patient with those who could not
sign. Clear communication was important to her but she was often frustrated with the
communication restraints between her and nonsigners.
I will use my voice to make sure they understand me. But my lipreading skills
are just fair so I will repeat the statement back to them. I will make sure we are
communicating successfully. Understand, with a hearing person who doesn’t
know sign language, the communication is very, very brief. It is very surface.
There is no depth to the conversation.
The 5 students (36%) who attended institutions of higher education that enrolled few deaf
students also shared their acceptance and satisfaction with the communication in their setting.
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Fran said, “There are not many deaf people here [large college]. Last year there were two, and
this year only one who signs, me.” She went on to say,
I feel comfortable in the hearing environment, even more than I feel in the deaf
environment. That is how it was when I was growing up. I was always with
hearing students in the mainstream school. Thirty students were hearing. And I
was always comfortable. I like where I am now. I communicate with them with
gestures and writing. Or I use an interpreter.
All 5 of these students felt comfortable using their voices and speechreading. One
student, Rene, a senior, became the athletic director in a large house with 50 other hearing
female students. She used her self-determination skills to educate her housemates.
Everyone knew me. I taught the president and everyone how to communicate with
me. I told them they had to look directly at me to talk to me. Like during
meetings…I would use my voice, but when we had really large meetings and I
couldn’t see across the room, I’d tend to sit with my roommate or a friend and
have them explain to me what was going on and I’d lipread them. No one there
knows sign language.
But whether the participants attended colleges where they were the only deaf
student, or colleges with larger deaf populations, many students shared that they noticed hearing
people often did not seem to work as hard as they did when it came to communication. Lakisha
spoke of going home exhausted after spending hours at school with those who did not sign. She
wanted to see more effort on the part of nonsigners.
It takes so much effort to communicate with hearing people who don’t know sign
language. What I want is reciprocal relationships. Where there is give and take on
both sides. That is more fair. But most of the time I think deaf people work harder
than hearing people at communication. I would like to see it more 50/50.
Discussion and Conclusion
The goal of this qualitative study was to better understand the experiences of deaf
students in mainstream colleges and to examine the factors that appear to contribute to students’
perceptions of success and satisfaction in their academic and social environments. This study
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focused on the perspectives of 14 undergraduate students and provided information about the
microsystem and mesosystem environments that affected these students. This study allows us to
learn more about the characteristics and trajectories of mainstream college students who are deaf.
Adequate Support Services
Another distinctive consideration for college students who are deaf is the availability of
adequate support services. Deaf students are attending public higher education institutions in
greater numbers in the past decade because support services are required under the Americans
with Disabilities Act (Lewes et al., 1994; Ries, 1994; Schrodel et al., 2003). Students in this
study requested services through their institution’s Office of Services for Students with
Disabilities. All but one participant used interpreters and notetakers in the classroom setting.
Most students were satisfied with their interpreters’ signing skill, but they shared concerns about
the interpreters’ ability to voice accurately for them. This concern made several students hesitant
to participate in class for fear of looking incompetent or dumb in front of their teachers and
hearing classmates.
In addition, many students were not satisfied with the notetakers, stating that the notes
were often sloppy and disorganized. Students shared that good notes had a significant impact on
their academic success in the classroom. Unique to students who are deaf is their dependence on
support services to succeed in college. As one participant pointed out, there is a love/hate
relationship between students and support providers such as interpreters and notetakers. Strong
and effective working relationships between students who are deaf and their service providers
are essential for students to persist in college.
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Interactions With Others
Effective interaction with faculty, both in and out of the classroom, was another factor
that affected the persistence of students in college (Tinto, 1987, 1993). English (1993) found that
deaf students who reported greater interaction with faculty did better academically and tended to
persist in mainstream colleges. The students in this study had mixed experiences with faculty.
Some described how they felt overlooked in the classroom, whereas others were pleased with
their instructors’ attention to e-mails sent after class. Effective communication was central to
students’ satisfaction with their interaction with faculty members. Students shared that often
teachers were ignorant of how to interact with deaf students. The participants stated that they
wanted to fit in. As Daphne implored, “I don’t want special attention, I just want to be treated
like any other student in the classroom”.
Studies have shown that integration into the social life of college is as important as
academic abilities in student retention (Astin, 1993, 1999; Gerdes & Mallinckrodt, 2001; Tinto,
1987, 1993; Youn, 1992). One way to integrate is to join campus-run activities. All but one of
the participants in this study was involved in one or more extracurricular activities at their
college. Participants joined hearing sororities and fraternities; participated in a number of
committees and clubs, some which were specific to those who could sign and others that were
not; several played college-level sports; and many participated in intramural activities. This
involvement added to students’ perceptions of social satisfaction and success in mainstream
college.
The intent of this research was to examine the social and academic experiences of deaf
students in mainstream colleges. Overall, the participants in this study felt successful and
satisfied with their academic and social experiences in their college; however, these students who
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are deaf had to learn tactics for overcoming a variety of obstacles they faced in their mainstream
colleges. Accessing the Office of Services for Students with Disabilities, advocating for
themselves to ensure adequate support services, interacting with others who did not share a
common language and experiencing social isolation were experiences that were common to the
participants in this study.
Recommendations for Practitioners
Most colleges are faced with a student body that is made up of diverse individuals and
groups. In the face of such diversity, the need for colleges to provide a widely differentiated
array of support resources and educational experiences is evident. Research has found that deaf
students often face navigating college life without the necessary tools or without a responsive
and supportive campus environment (Foster & Brown, 1989; Foster & DeCaro, 1991; Foster,
Long, & Snell, 1999; Foster & Walter, 1992; Scherer & Walter, 1988). The participants in this
study were unique in that many had the necessary tools upon entering college as well as
supportive campus environments. Students in this study, for the most part, came from supportive
home environments, had strong academic preparation for college, and possessed clear and
purposeful goals for their future. These tools were an important part of their sense of agency and
success. In addition, all of the participants in this study attended postsecondary institutions that
housed strong disability services offices. Students felt the coordinators of these offices were
responsive and cared about their success in mainstream college.
However, these students still struggled in their college settings. The participants in this
study were asked what recommendations they had for other students, faculty, staff, and
administrators that might make deaf students’ academic and social experiences in mainstream
college more satisfying and successful. Their responses were both ardent and articulate.
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Most students who are deaf and attend mainstream colleges experience a degree of
isolation in and out of the classroom because of communication challenges. When asked what
suggestions the participants in this study had to improve the experience of deaf students, every
student started with a desire to have more deaf students at their institution of higher education.
All participants agreed this would make their college life easier. Students envisioned feeling
more empowered if another deaf student sat next to them in the classroom. Haley stated, “If there
is another deaf student, then I feel more powerful in the classroom. It is easier to speak out and
things like that.” Other students talked about having deaf mentors on campus to assist in the
tutoring center or to help with the transition to college. The participants recognized that
recruiting more deaf students was not a priority of their colleges; however, making the deaf
students who currently attended these institutions feel welcomed and valued was an important
first step to encouraging other deaf students to apply.
The students in this study had specific recommendations that could affect deaf students
who currently attended mainstream colleges. The first was to enhance the accessibility at their
prospective colleges. For example, extracurricular activities are an important part of the college
experience. The deaf students in this study suggested that schools make events and activities
more accessible to deaf students by ensuring that interpreters are available and that videotapes
are captioned. All the participants remarked that deaf students should be able to access services
and events offered on campus in a similar fashion as hearing students. Lakisha made this
suggestion. “I think communication [with deaf students] could be improved on campus if flyers
for events and stuff included whether it was accessible. I mean, will activities be interpreted?
Will movies be captioned? Things like that are important to me.”
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Students had a variety of ideas to help improve the interaction between faculty and deaf
students. All students wanted to be seen as unique individuals. Several students shared the
importance of being seen by faculty as individuals because not all students who are deaf
communicate in the same way or have the same abilities. Several students were concerned that
faculty did not know how to use an interpreter in the classroom or how to communicate
effectively with them. Kevin said that teachers tended to overlook him in class. He explained, “I
think it is important that faculty involve deaf students more [in class]. Sometimes faculty
overlook deaf students and don’t even see that we exist.” Participants suggested in-service
training for faculty through the Office of Services for Students with Disabilities to learn how to
communicate with deaf students as well as how to use interpreters in the classroom. Denise
shared that this would be useful for faculty and others:
I think all faculty, staff, and students should have a meeting with ODS to
learn how to talk with a deaf person, because they often talk directly to
the interpreter instead of the student. And also they need to learn how to approach deaf
people. I have had people come up to me and pound me
on the shoulder to get my attention and I feel like my space has been
invaded. They need to become more aware of Deaf culture. Because, I
think there is a lot of bias about language and they often don’t understand second
language information.
Communication between faculty and students was an important concern for these
participants. The most common suggestion for improvement was the use of e-mail for more
efficient one-on-one communication. E-mail allows both the instructor and the deaf student to
have equal access to each other, especially between classes or if interpreters are not available.
Other suggestions for faculty from students included making the classroom more deaffriendly by slowing down the lecture when using visual aids so students who rely on an
interpreter can look at the visual aid and then back to the interpreter without missing important
information. Another student suggested using PowerPoint presentations that outline lectures. All
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students recommended that videotapes and films be captioned when there was a deaf or hard of
hearing student in the classroom.
Students may select a particular college for its location, tuition costs, range of majors,
reputation, as well as numerous other reasons. Students who are deaf consider the same reasons
as their hearing peers, but they are likely to give major consideration to the type and quality of
support services available to them. Skilled support service providers are very important to the
academic success of deaf students and several students in this study suggested that interpreters
and notetakers be evaluated on a regular basis to ensure the best quality of service for students
who are deaf. However, students realized that many colleges do not have experience with deaf
students and these specific support people. One student suggested that personnel from the Office
of Services for Students with Disabilities at colleges who were not accustomed to working with
deaf students visit a college that serves larger populations of deaf students to see what they had
in place. He said, “There are support programs out there that are successful. Small campuses
don’t have to reinvent the wheel!”
Commitment to help sustain the development of all individual students, including those
who are deaf, is a critical and ongoing challenge faced by colleges. But, what is the institutional
commitment? What are the attitudes and actions that demonstrate to deaf students that they are
valued? It is essential that there is an appropriate and reliable match between what the institution
provides and what the student would like to receive. There needs to be a commitment from the
administration level down that encompasses instruction, organization, and student life issues
involving all students with disabilities, including those who are deaf. It is possible for institutions
to go beyond the letter of the Americans with Disabilities Act and embrace the all-inclusive spirit
that underlies it. The participants in this study were eager to share their ideas and suggestions of
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what might make an institution of higher education more deaf-friendly. Students who feel valued
and experience a sense of belonging at their college have a stronger chance of persisting.
Conclusion
This study contributes to the literature that looks at college students who are often
marginalized, but especially students who are deaf. Students from cultural minority groups, who
have a disability, or who are deaf, and attend mainstream colleges, tend to drop out in high
numbers. The participants in this study made recommendations to improve the college
environment which can help with retention of special populations. Simple, modest changes can
be made to aid students who are deaf, as well as other, in feeling more successful both
academically and socially.
Deaf college students contend with many of the same challenges as hearing student in
regard to college readiness and academic and interpersonal skills. However, deaf students in
mainstream colleges must face obstacles that are unique to them. In addition, the individual
learning characteristics, background experiences, language, and aspirations of deaf students can
vary widely. Such diversity exists not only in comparison to hearing students as a whole, but
among deaf students themselves as seen in the lives of the 14 participants in this study. Their
stories highlight the importance of understanding how deaf students navigate both socially and
academically in the ecological context of a mainstream college.
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Table 1
Description of Participants
Parents
Name

Sign Post

Preferred

HS

College

(pseudonym)

Diagnosis

Gender

Age

Comm.

GPA

GPA

Transfer

Becca

Yesa

Female

18

PSEb/Sc

3.90

3.00

No

Clara

Yesa

Female

18

ASLd/S

3.20

2.70

No

Daphne

Yesa

Female

20

ASL

2.60

3.00

Yes

Haley

Yesa

Female

21

ASL

3.75

3.00

Yes

Jorge

Yesa

Male

18

ASL

3.70

2.74

No

Denise

Yes

Female

21

ASL/S

3.75

3.20

No

Geoff

Yes

Male

21

PSE/S

3.78

3.05

No

Lakisha

Yes

Female

22

ASL/S

3.60

2.32

No

Brad

No

Male

23

PSE/S

3.20

3.00

Yes

Fran

No

Female

19

ASL/PSE

3.93

3.69

No

Gary

No

Male

20

ASL/S

3.50

2.54

Yes

Kevin

No

Male

21

ASL/S

3.70

3.00

Yes

Rene

No

Female

22

ASL/S

3.86

3.00

No

Hillary

No

Female

18

S/SRe

3.33

2.53

No

Note. aParents continue to sign with their deaf child. bPSE = Pidgin Signed English.cS = Speech.
d

ASL = American Sign Language. eSR = Speechreading
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I. Program Description:
School District #23 – Central Okanagan, Kelowna, BC has integrated
13 preschools within their elementary school buildings. In June of 2004, 18
preschool children were determined to be at risk for literacy learning, and
invited to participate in an intensive 2 week summer literacy camp, then
monitored in their kindergarten year.

The pilot project’s research base,

model, process, and results of the project will be presented with
implications for early literacy practices.
As a result of the 2004 preschool summer program, 5 preschool teachers
were selected in August of 2005 to begin a mentorship year of learning how
to incorporate literacy-based, age-appropriate experiences into their
preschool programs. This model of incorporating preschools into the public
school system through teacher support and mentorship is currently unique
and innovative in the province of British Columbia. This preschool teacher
literacy mentorship program will also be presented with implications for
future early childhood trends.

II. Proposal Abstract:

Objectives:
1.

To present the research base, process, and results of the 2004
preschool literacy intervention summer camp.

2.

To share the research-based methodology and resources used with
the preschool children at the summer camp.

3.

To share implications for early literacy practice and long term
student achievement based on the results of the children’s
experiences in the summer literacy camp.

4.

To present School District #23’s preschool teacher early literacy
mentorship program which includes a family-focused educational
component.

II.
1.

Content
Visual presentation (Power Point with video) of the summer literacy
camp. (Used only for workshop not for poster session.)

2.

Research behind methodology and resource selection based on Snow,
et al (1998) Preventing Learning Difficulties in Young Children.

3.

Graphic presentation of pre and post testing results of summer camp
participants with additional kindergarten year end data.

4.

The model of the mentorship within the school district as it supports
the integration of early childhood educators and parents of young
children into the public education system.
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Professional Development in Technology Integration: It’s working for us!
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University of Alberta, Faculty of Education
(Fern Snart, Dean, Faculty of Education, e-mail fern.snart@ualberta.ca)
Abstract:
In 2001 the Faculty initiated an interview survey of staff, wherein over 96% of those
contacted provided input as to their current use of technology, and their perceived needs
to strengthen technology integration within their work (Goodale, Snart & Carbonaro,
2002). Faculty expressed a strong “format” preference for Professional Development
(PD) assistance on a “just-in-time, need-to-know” basis. The findings of this study
resulted in the creation of a full-time position for a Technology Professional
Development Facilitator in 2002, a second and third staff member in 2003 and 2005
respectively, and a current pool of part time teaching assistants who are both graduate
and undergraduate students. The purpose of the PD group is to facilitate the integration of
Information and Communication Technology (ICT) in teaching, research, administration,
and personal productivity in the Faculty. This paper will provide a rational for the
creation of Faculty of Education Technology Integration Professional Development unit
and describe a number of major successful initiatives.
Introduction
As technology converges with the field of education, it is apparent that university faculty members
need to be conversant with the application of technologies in their communications, teaching, and research
(Bielefeldt, 2001). The status quo in most Faculties of Education would suggest a wide range of staff
knowledge about technology and its potential benefits. To incorporate technologies, it is important that
faculty have the opportunity to learn from the experience of others, and to contribute to and draw from
research that strengthens the body of knowledge (Brush, et al, 2003). To make the transition to using
technologies in their teaching and research, faculty members need a vision, support, and opportunities to
participate in professional development. More importantly, when technologies become transparent, the
barriers to technology integration into the education process begin to recede (Jonassen, 2000).
Technology in communication, teaching and research does not exist in isolation. Moore (1993),
supporting a systems view, challenges educators to move from perceiving instruction as individual work to
seeing it as work with a team of specialists—“media specialists, knowledge specialists, instructional design
specialists, and learning specialists” (p. 4). When learning about and using technologies, educators rely on
the skills and expertise of many specialists to plan, develop and implement courses and work with the
learners. Educators rely on the expertise and support of specialists to provide student, technical, media,
instructional, audio, video, or administrative support in an inter-related and interdependent system
(Knowlton & Nelson, 2002).
Educators involved in research also need to communicate with specialists to learn to use electronic
library or data base storage and retrieval systems, and how technological advances can continually enhance
their ability to search, collect, analyze, and report their data, and communicate with professional colleagues
locally and globally (Lougee, 2001). For example, recent advances in digital video analysis software have
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resulted in specialized products capable of supporting qualitative and quantitative digital video data
(Noldus, Trienes, Hendriksen, Jansen, & Jansen, 2000).
Gehlauf, Shatz and Frye (1991) indicate a need for professional development from their survey
that reveals a discrepancy between how educators want to teach (interactive methods using the
technologies) and how they do teach (traditional lecture approaches using the technologies). Barker and
Dudt (2002) support the need for professional development based on their survey results that indicate
instructors perceive they use technology in their classes more than the students perceive the use. Gibson
and Nocente (1998) recognize the urgency for professional development for educators to narrow the gap
between students’ high expectations for educators to be role models using technologies and educators’
limited use of technologies as “personal productivity tools” (p. 327).
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to

deliver

successful

programs using the technologies.
Government
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implementation,

outcomes, adult education theory,
Figure 1. Interrelationships impacting technology integration

and ways professional development
can be implemented. If educators are

the key to successful classroom technology integration, then professional development must keep pace with
the expenditure for hardware, software and connectivity.
For faculty to successfully integrate technology in teaching, learning and research, it is important
to understand the needs of educators making the transition to a technology mediated environment. The
accelerated application of technologies to the field of education prompted Olcott and Wright (1995) to
present an institutional framework to remind us that we need to renew our commitment to our most
important resource—our faculty members. To become conversant with the technologies, Faculty members
need opportunities for professional development (Rogers, 2001). From their research, Wilson & Berne
(1998) conclude that the educators themselves drive the most successful professional development
activities.
Faculty Members’ PD in Technology Integration
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Currently the faculty has 3,380 undergraduates, 800+ graduate students, a variety of research and
professional programs one housed in the School of Library and Information Studies the others in four
departments, Elementary Education, Secondary Education, Education Policy Studies, and Educational
Psychology. There are also 121 faculty members, 113 sessionals (approximate), 66 support staff. The
Faculty of Education must also direct significant attention to numerous outside influences that continuously
impose their vision of technology integration on the field of Education (see Figure 1). To meet the PD
needs of Faculty members for such a complex set of interrelationship and organizational structures a
Faculty of Education Technology Integration Plan (TIP) was developed in 2001. The TIP is a living
document (please see: www.uofaweb.ualberta.ca/education//pdfs/TechnologyIntegrationPlan2005.pdf ).
One positive outcome of the focus on technology integration within the Faculty has been the
evolution of a vibrant Professional Development unit. In 2001 the Faculty initiated an interview survey of
staff, wherein over 96% of those contacted provided input as to their current use of technology, and their
perceived needs to strengthen
technology

integration

within

their work. Faculty expressed a
strong “format” preference for
PD assistance on a “just-in-time,
need-to-know”

basis.

The

findings of this study resulted in
the

creation

position

for

Professional
Figure 2. Spending on hardware/software by Education researchers

of
a

a

full-time

Technology
Development

Facilitator in 2002, a second and
third staff member in 2003 and

2005 respectively, and a current pool of part time teaching assistants who are both graduate and
undergraduate students. The purpose of the PD group is to facilitate the integration of Information and
Communication Technology (ICT) in teaching, research, administration, and personal productivity in the
Faculty.
Technology Integration in Research
Support for the use and integration of technology into teaching has been an extremely important
activity for the professional development unit. Over the past several years spending on technology
infrastructure (hardware and software) has been consistently high for a social science faculty. Figure 2
shows the spending trend over the last five years.
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A number of research related technology purchases that have required extensive PD support (100s
of hours). For example, researchers throughout various departments in the faculty are using Noldus
Observer software for qualitative and quantitative data analysis of video observations. Noldus is a fairly
sophisticated piece of software and requires a significant of amount of PD in order to learn to use the tool
effectively. Another highly technical piece of hardware/software that also required extensive PD support
was the Eyetracker (a system of head-mounted cameras that permit tracking participants’ eye and head
movements). Figure 2 shows examples of both
types of technology products. Members of the PD
unit have also created user groups for these
products

and

expanded

group

membership

beyond the faculty to include individuals from
other faculties/units that are also using these
technology tools research. For example, the
Video Research User Group is a campus wide
support group based in the Faculty of Education.
The group meets occasionally to discuss issues
that arise when using video over the course of a
research project. Topics covered range from
camera usage to research coding using a variety
of applications including Noldus Observer and
LessonLab vPrism. Members of the PD group
often attend workshops on (e.g., Using Video
Technology in Qualitative Research) in an effort
Figure 2. Examples of new sophisticated
technologies used by faculty researchers in the
past five years

to gain a better understanding of the application
of technology in qualitative research and assist in
various research projects involving technology.

Two examples of research projects currently being supported by the PD unit are:
1.

2.

The Learning and Technology Integration Project (LaTI) involves a number of Education Faculty
researchers and is supported by funds awarded through a provincial grant. This project brings
mentor teachers and preservice teachers together to produce a technology-based project that the
preservice teacher can implement during their student teaching. These individuals are brought
together two or three times throughout the semester to receive PD training and to allow the
preservice teacher to work on their project with the guidance of their mentor teacher. The mentor
teachers, along with project participants from our faculty, provide support for the preservice
teachers as they develop and implement the project in their classroom. This project is currently
being implemented in the areas of secondary social studies and elementary English language arts.
A videoconferencing project that allows elementary social studies classes to use
videoconferencing to connect to classrooms at a number of locations throughout the province.
These sessions allow preservice teachers to observe expert teachers in an “authentic” teaching
environment across large distances.
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Technology PD has also initiated its own research projects: a) to study the effectiveness of using
synchronous virtual classroom systems (e.g., Elluminate, www.elluminate.com); and b) a program
evaluation of the impact of various technology PD initiatives throughout the faculty.
Technology Integration in Teaching
The Technology PD group acts as a catalyst for numerous technology integration teaching
initiatives in the Faculty. The PD group discusses ideas and provides ongoing assistance to faculty
members on a “just-in-time, need-to-know” basis. The nature of the support provided depends on the needs
of the particular group; examples include: small group workshops or one-to-one sessions for instructors on
a particular tool (e.g. Inspiration, WebCT, Smart board, WebCam), development of written and/or online
resources or tutorials for staff or students, provision of a proctored mobile lab during classes, assistance in
identifying course TAs where a TA with technology skills is desired, short-term loans of hardware/software
to instructors preparing for in-class technology use, guest lectures/demonstrations in class, coordination of
certain software upgrades in the fixed and mobile labs, and the investigation, purchase, and configuration
of new hardware/software (e.g. digital art copy facility, general purpose iBook mobile lab, science
probeware mobile lab, digital media mobile lab, and Tablet PC mobile lab). The Technology PD group has
run many in-class workshops for pre-service teachers (e.g. concept mapping with Inspiration, evaluating
and designing WebQuests, science probeware, digital multimedia, managing technology in the classroom).
In conjunction with the Education Students Association, Technology PD has also started an optional
electronic portfolio program for education students, running workshops such as those held during
Education Week in January each year. Digital portfolios enable education students to further develop their
ICT expertise and they are able to reflect on the Knowledge, Skills and Attributes (KSAs) acquired
throughout their program – technology and otherwise – and demonstrate these to potential employers.
Technology PD also provides some support in student field experiences (e.g. providing off-campus science
probeware lab).
Mobile Wireless Lab Service of the Technology PD Unit
The Technology PD unit coordinates the Faculty’s mobile labs, which have been an important
enabler for many of the undergraduate technology integration initiatives, by providing access to technology
when it would have been impossible due to limited, highly booked fixed labs. Mobile wireless labs that can
be brought into all of our classrooms; total of about 70 Macintosh iBooks, 6 PowerBooks with DVD
burners, and 24 Toshiba Tablet PCs; includes printer, projectors. The mobile labs also contribute to other
aspects of the Faculty including graduate classes, off-campus use for research purposes, department
candidate presentations, Faculty Fair research expositions, Field Experience Associates workshops,
seminars, in-service teacher technology mentorship workshops, and conference presentations. A number of
undergraduate and graduate students are trained by the Technology PD group and are scheduled on a casual
basis to proctor the iBook labs.
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WebCT Support by the Technology PD Unit
WebCT, is a university wide centrally-supported course management / academic enterprise
system. The Faculty of Education is one of the heaviest users of WebCT on campus, and the University of
Alberta in turn has one of the largest WebCT student/course seat bases worldwide. The Technology PD
supports instructors and students in site usage and development and provides user feedback resulting in
product improvements. Over the course of 2003-2004 much work was accomplished by the Technology PD
group to assist instructors in migrating from the previous version of WebCT (Campus Edition) to
WebCT/Vista. Copyright in WebCT is another area in which Technology PD provides support to the
Faculty. Technology PD has assisted many instructors in understanding copyright issues and in securing
rights to legally post digital copies of copyrighted material online in WebCT/Vista. With the campus
directives to minimize photocopying of student handouts, WebCT sites will become increasingly important
to instructors, and Technology PD support in this area will continue to be critical. Faculty of Education
Technology PD staff helped found a campus users group composed of staff across campus who are in key
faculty positions in support of online courses or programs (run via WebCT Vista). The group is named the
U of A Online Program Support Group. Technology PD manages a Mailman email list and contributes to a
WebCT resource site shared by the group and hosts occasional face-to-face meetings of the group in the
Education Building. The group is currently composed of about 20 people in various faculties and
departments on campus. Their role may involve developing online courses and resources; training and
support of faculty who create online courses and resources; planning for distance delivered programs; or
supporting students who are enrolled in distance delivered courses and programs or use WebCT as a
resource in face-to-face courses. The U of A Online Program Support Group provides a communication
network where the information, knowledge and experience gained by individuals doing this type of work
can be shared.
Technology Integration in Administration and Productivity
For technology in administration and productivity, Technology PD provides a general help-desk
type of support (in-person/phone/email) on general computer or software questions. Technology PD also
offers post-deployment support, a one-on-one session for staff receiving new computers or software
upgrades, and occasionally contributes advice, along with other DTE staff, for staff purchasing equipment
for office or home. The Technology PD group is using Personal Digital Assistants (PDA; e.g. Palm
handheld computer) for their personal productivity (e.g. datebook, contacts, memo writing) and are
supporting graduate students and staff who are interested in purchasing a PDA or already own one.
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Using Literature Circles as a Venue to Foster Positive Attitudes toward Reading and to Promote
Deeper Comprehension through Student-Initiated Questions and Discussion
Abstract
This action research study was conducted during the 2004-2005 school year in a third grade
classroom in a rural school district outside a large metropolitan city in the Southeastern United
States. Due to the heavily phonics-based reading program for children in grades K-5 in the
school district, students did not have opportunities to read and discuss books in order to develop
strong comprehension skills. Reading for them consisted of phonics worksheets and workbooks
assigned after scripted phonics-based lessons and answering low level questions based on short
reading passages. As a result, they entered the intermediate grades with little appreciation for
authentic literature and generally negative attitudes about reading. As a first year teacher,
Ms. Denny was discouraged by the repetition and teacher-directed approach the reading series
demanded and wanted her students to develop a love for reading. Therefore, she initiated
literature circles to help her third grade students rise above literal comprehension to develop
deeper levels of understanding and more positive attitudes about reading. According to reader
response theory (Rosenblatt, 1994), the reader plays a central role in the construction of
meaning. Meaning is constructed through an interaction between the reader and the text. The
reader interprets the text based on life experiences and perceptions, values, abilities, and
attitudes. In the act of interpreting and responding to the text, the reader’s comprehension is
more thoroughly developed. According to Vygotsky (1978), children learn best through social
interaction, both with knowledgeable peers and adults. Using literature circles provides
opportunities for students to gather in groups to engage in dialogue, exchange ideas, ask
questions, and “learn important interpersonal skills while conversing, interpreting, and
negotiating in active and constructive ways” (Gambrell, 1996, p.35) as they co-construct
meaning. The ultimate goal of the literature circle experience is to instill an aesthetic
appreciation for literature while fostering deeper comprehension and critical thinking skills.
The purpose of this study was to determine if using literature circles is a worthwhile avenue
to promote comprehension and positive attitudes about reading. The guiding research questions
for this study were: (1.) Are the students’ attitudes towards reading improved when given
opportunities to discuss and deeply involve themselves in literature? (2.) Does student-led
discussion in a literature circle approach foster stronger comprehension skills for intermediate
aged children? (3.) How are effective questioning techniques (modeled by adults) reflected in
student-led discussion of literature? Two literature circle groups participated in a year long
experience with literature circles. We collected data throughout the school year via audio taped
group discussion sessions, student reflection journals, and student reading logs of at-home
reading. Triangulation was provided when we administered the Elementary Reading Attitude
Survey (ERAS, McKenna & Kerr, 1990) and the Stieglitz Informal Reading Inventory (2002) at
the beginning and end of the study. Researcher field notes were also kept throughout the study.
Results of the CRCT standardized test scores of reading comprehension were compared with
data of the study. This teacher-led action research will lead to greater understanding about the
nature of literature circles and how best to utilize the approach to provide the best opportunities
for children to use effective comprehension strategies and become life-long readers. Although
all children in Ms. Denny’s third grade class participated in the literature circle experience
throughout the school year, we focused on two groups with a total of seven eight to nine years
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old students. Those in one group were reading on a second grade level, and the students in the
second group were reading on an early fourth grade level, as indicated by Stieglitz IRI results.
As the effectiveness of literature circles became evident, Ms. Denny was able to increase the
time spent using literature circles in her class from once a week to everyday using a center
system consisting of guided reading, literature circles, journaling, and opportunities for strategy
practice. Initial findings indicate that the procedures and results of this action research study
align with current research. For instance, Ms. Denny stated “When I began literature circles on a
daily basis, it seemed that the change was immediate. The students began to feel more adult and
responsible. They were more engaged and excited about reading.” These literature circle
discussion sessions took her students far beyond the level that would be typical of their third
grade peers in their district. “They were gaining new skills and strategies that they talked about
even outside of the classroom.” She continued, “When the administration came into my room
and quizzed my students, they were amazed at the high level of discussion. The students were
able to tell them exactly what they were doing, why they were doing it, and how it improved
their reading ability.” As the administration became very supportive, Ms. Denny’s classroom
became a model classroom and the administration started promoting the use of more languagebased approaches, such as literature circles and reading/writing workshop throughout the district.
As Ms. Denny reflected on her experience, she noted “I know for a fact that my students’ views
of reading will forever be changed. They did very well on the reading portion of the reading
CRCT and they each improved at least one grade level in reading.” As Ms. Denny experienced
the fulfillment of her goals for her students, she concluded, “I have taught my students how to
think, how to comprehend, and help them learn how to enjoy literature.”
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Abstract
The purpose of this research was to identify the characteristics of an effective teacher and
the impact on student development. Specifically, what characteristics do the preservice teachers
and supervising teachers rank highly as being a part of an effective teacher's behavioral profile.
The research question was, "What are the characteristics of effective teachers as ranked by
student teachers and supervising teachers?"
The data for this study was gathered over three semesters from supervising teachers and
student teachers enrolled in the elementary/secondary teacher education programs at a university
in the central mid-eastern part of the United States. During the spring 2003 semester, 120
students ranked the top ten characteristics of an effective teacher. In the fall 2003 semester, the
same characteristics were ranked by 85 elementary and secondary student teachers. During the
2004 semester 34 supervising teachers were surveyed and asked to rank the characteristics of
effective teachers.
A one-page questionnaire, containing 37 characteristics, was distributed to the student
teachers during the orientation sessions at the beginning of the semester and at the end of the
spring 2003 semester. Student teachers and supervising teachers were asked to rank the top ten
characteristics of an effective teacher from a list of 37 items with a rank of “1" being assigned to
the most important characteristics. The results indicated five basic characteristics of an effective
teacher as ranked by the student teachers. These characteristics included, (1) challenges one to
think, (2) possesses good management skills, (3) is prepared for each class, (4) able to
communicate at students' level, and (5) is knowledgeable of subject matter. The supervising
teachers ranked the top five characteristics of an effective teacher as follows, (1) challenges one
to think (tie), (1) possesses good classroom management skills (tie), (2) is sensitive to the needs
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of every individual, (3) is prepared for each class, (4) communicates high expectations, and (5) is
able to communicate at the students’ level.
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The Characteristics of Effective Teachers as Ranked by Student Teachers (Preservice) and
Supervising Teachers.
Dyer (2002) examined the characteristics and behaviors of effective social education
teachers. She found that fourth-year undergraduate education students ranked nine
characteristics of an effective teacher. These characteristics included an aim for mastery rather
than coverage, communicated issues at students' level, had appropriate interpersonal skills,
exhibited a positive attitude, had a variety of teaching styles, showed enthusiasm and love of
learning, had a strong knowledge base, and encouraged students' opinions. Dyer (2002) also
compared Fraenkel's (1995) work in the area of effective teacher characteristics. Fraenkel (1995)
identified numerous characteristics of an effective teacher which included high expectations,
depth rather than coverage, explained things clearly, appropriate listening skills, patience, variety
of teaching techniques, high energy level, wanted their students to learn, and possesses a
command of the subject matter.
Check (2001) gave a 25-item questionnaire to 747 college students, 104 senior high
schools students, and 93 eighth graders. The questionnaire had check-off items and open ended
questions. It was found that the students enjoy teachers who move around and use a lecturediscussion teaching approach. More specifically, taking into account the quantitative data, the
students felt an effective teacher was organized and prepared, had a command of the subject
matter, understood that learning was occurring, provided extra instructional help, and gave
appropriate test preparation. The qualitative data revealed that the seven highest positive traits
included understanding of the student and his/her problem, knowledgeable in subject matter,
ability to relate to each student, communicates at student's level, uses humor effectively, is
enthusiastic, and well organized. Conversely, the students also described the traits of an
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ineffective teacher. These eight traits included the inability to communicate, boring, lack of
knowledge, disorganized, insensitive to students, arrogant, lack of humor, and unprepared
(Check, 2001).
Snider, Butefish, and Bagley (1976) asked 83 cooperating teachers from 145 randomly
chosen institutions that were NCATE accredited to complete a survey related to effectiveness of
competent teacher characteristics. The cooperating teachers had to rate the behaviors, in order of
importance, of effective teachers. The 16 categories of teaching competence included, flexible
teaching personality, proper perspective of teaching-learning situation, adequate health and
vitality, effective voice patterns, ability to work cooperatively, ability to profit from feedback,
ability to make realistic decisions, command of subject matter, effective preparation for lessons,
competence in classroom management, critical teaching ability, effective evaluation of students,
motivation of learners, fairness in dealing with students, competence in a clinical approach to
misbehavior, and commitment to student teaching (Snider, Butefish, and Bagley, 1976).
Demmon-Berger (1986) reviewed research observations over a 15 year period related to
the techniques and characteristics of effective teachers. The researcher discusses 15
characteristics and techniques found among effective teachers, who for the most part:
(1) tend to be good managers, (2) use systematic instruction techniques, (3) have high
expectations of students and themselves, (4) believe in their own efficacy, (5) vary
teaching strategies, (6) handle discipline through prevention, (7) are caring, (8) are
democratic in their approach, (9) are task-oriented, (10) are concerned with perceptual
meaning rather than with facts and events, (11) are comfortable interacting with others,
(12) have a strong grasp of subject matter, (13) are accessible to students outside of class,
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(14) tailor teaching to students needs, and (15) are flexible and imaginative (DemmonBerger, 1986, p.1).
Demmon-Berger (1986) further believes that teachers can influence change in the classroom and
have a major effect on a student's future.
Minor, Onwuegbuzie, Witcher, and James (2002) examined preservice teachers'
perceptions of effective teachers and investigated whether these perceptions are related to
educational beliefs. Minor, Onwuegbuzie, Witcher, & James (2002) used phenomenological
analysis to determine how preservice teachers rank the characteristics of effective teachers. They
collected data from 134 preservice teachers enrolled in several sections of an introductory-level
education class designed for education majors at a university in southern Georgia. During the
beginning of the semester, the authors gave the students a questionnaire asking them to identify,
rank, and define characteristics which they believe excellent teachers possess or demonstrate.
From this data, seven themes emerged related to an effective teacher. These themes included:
(a) student centered, (b) effective classroom and behavior manager, (c) competent instructor, (d)
ethical, (e) enthusiastic about teaching, (f) knowledgeable about subject, and (g) professional
(Minor, Onwuegbuzie, Witcher, and James, 2002). The student centered theme included
comments such as, "love of students, optimism, supportive, kind, caring, and patient" (Minor, et
al., 2002, p.119). According to Marshall Brain (1998) there are four essential qualities that
distinguish exceptional teachers. These qualities include knowledge, communication skills,
interest, and respect for students.
Minor, et al. (2002) further found that "significantly more men than women endorsed
teacher characteristics that were associated with being an effective classroom and behavior
manager" (p.1). The profile of an effective teacher is one who has strong cognitive skills; they
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are subject specialists who are able to organize and deliver content; are efficient and effective in
the use of instructional time, are able to vary their teaching strategies according to student need;
and most importantly, they are caring. "Furthermore, they are motivators who provide incentives
through recognitions and rewards, flexible in their abilities to be dominant and cooperative, and
empathetic yet in control" (Minor, et al., 2002, p. 2). Minor, et al. (2002) also discusses the
belief that effective teachers tend to have strong interpersonal skills, handle discipline through
prevention, and promote a classroom climate of respect and rapport that reflects their
commitment to students and their learning.
Effective teachers must find ways to teach students in the classroom which actively
involve and challenge the students to learn. Yager (2000) states, “Teachers have an opportunity
to cultivate and nourish their students’ innate curiosity about the world” (p. 329). This is
particularly true for effective professors and students at the college level because they have had
many years to develop a liking or disliking for learning, which ultimately affects their
achievement. Preservice teachers enrolled in methods courses tend to succeed in such courses
when they are comfortable with the type of instruction presented, which usually relates to how
students learn. Many students feel that their comfort level rises when given the opportunity to
work collaboratively with effective teachers. This, too, can ultimately affect student
achievement.
Teachers’ beliefs regarding their personal ability to motivate students and support
learning affect their classroom environment and the academic growth of their students (Bandura,
1993; Pajares, 1992). Teachers that believe strongly in their competence to teach have high
teacher efficacy. Studies show that high teacher efficacy increases student academic
achievement (Ashton & Webb, 1986; Midgley, Feldlaufer, & Eccles, 1989; Moore & Esselman,
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1994; Ross, 1992; Ross, Hogaboam-Gray and Hannay, 2001). Teachers with high teaching
efficacy are more cognizant of the needs of students with low ability, habitually work harder and
use strategies that increase a student’s ability to work independently in addition to raising student
self-efficacy (Gibson & Dembo, 1984; Ross, 1998).
The purpose of this research was to identify the characteristics of effective teachers and
the impact on student development. More specifically, what characteristics do the student
teachers and supervising teachers highly rank as being a part of an effective teacher' s behavioral
profile. The research question is, "What are the characteristics of effective teachers as ranked by
student teachers and supervising teachers?" One of the main goals of this study was to identify
the characteristics of an excellent teacher which the preservice teachers and supervising teachers
perceived to be the most important in successful teachers. The results of the present study are
compared to the literature related to the topic of effective teachers.

Methods
Participants and Instrument
The data for this study was gathered over three semesters from student teachers enrolled
in the elementary/secondary teacher education programs at a university in the central mid-eastern
part of the United States. During the spring 2003 semester, 120 students (26 percent male and 74
percent female) ranked the top ten characteristics of an effective teacher. Thirty-eight percent of
the students had a specialization in Early Childhood/Elementary Education, 12 percent had a
specialization in Elementary/Middle School Education, and 50 percent had a specialization in
Secondary Education.
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In the fall 2003 semester, the same characteristics were ranked by 85 elementary and
secondary student teachers (34 percent were male and 66 percent were female). Twenty-four
percent had a specialization of Early Childhood/Elementary Education, 11 percent had a
specialization in Elementary/Middle School Education and 66 percent had a specialization in
Secondary Education. When the two groups were combined (n = 205), 29.27 percent were male
and 70.73 percent were female, 31.71 percent had specializations in Early Childhood/Elementary
Education, 11.22 percent had specializations in Elementary/Middle Childhood Education, and
57.07 percent had specializations in Secondary Education. A total of 54 supervising teachers
were asked to complete the 37-item survey during the 2005 spring semester. Out of the 54
surveys distributed, 34 surveys were returned. The 34 supervising teachers were Elementary
Education supervising teachers. The demographic data was similar to that of the student
teachers.

Design and Procedure
A one-page questionnaire, containing 37 characteristics, was distributed by the
researchers to student teachers during the orientation session at the beginning of the semester and
at the end of the spring 2003 semester. Student teachers and supervising teachers were asked to
rank the top ten characteristics of an effective teacher from a list of 37 items with a rank of “1"
being assigned to the most important characteristics. The development of the original 37-item
questionnaire was modified from the research of Kenneth T. Henson (Armstrong, Henson, and
Savage, 2000). Several of the survey items were taken from the Henson questionnaire but many
of the questions were redesigned to reflect the present population (Henson and Eller, 1998).
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Results
Table 1 is cumulative in nature, in that, it represents the total rankings of the preservice
teachers for the entire 2003 spring semester (beginning and end of semester). Table 2 represents
data from the beginning of the 2003 fall semester. Comparing Table 1 and Table 2, the top five
characteristics are identical but the ranking order is different. The identical characteristics
between Table 1 and Table 2 are (1) Challenges one to think, (2) Possesses good management
skills, (3) Is prepared for each class, (4) Is knowledgeable of subject matter, and (5) Able to
communicate at students' level. Table 3 represents the supervising teachers' rankings of the
characteristics of effective teachers for the 2005 spring semester. The characteristics that are
common and ranked by the student teachers and supervising teachers are (1) Challenges one to
think, (2) Possesses good management skills, (3) Is prepared for each class, (4) Communicates
high expectations, and (5) Able to communicate at students' level. A tie indicates that a
characteristic received an equal number of rankings by the participants.

Table 1

Table 2

Student teachers total 2003 spring semester

Student teachers 2003 fall semester

1. Challenges one to think
2. Possesses good management skills
3. Is prepared for each class
4. Is knowledgeable of subject matter
5. Able to communicate at students' level
6. Willing to listen to students
7. Gives encouragement
8. Appreciates the cultural/diversity of students
9. Explains things clearly (tie)
9. Is flexible (tie)
10. Sensitive to students' needs

1. Challenges one to think
2. Possesses good management skills
3. Is prepared for each class
4. Able to communicate at students' level
5. Is knowledgeable of subject matter
6. Communicates high expectations
7. Explains things clearly
8. Gives encouragement
9. Respectful towards others
10. Interested in growth of students (tie)
10. Is flexible (tie)
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Table 3
Supervising teachers for 2005 spring semester
(1) Challenges one to think (tie)
(1) Possesses good classroom management skills (tie)
(2) Is sensitive to the needs of every individual
(3) Is prepared for each class
(4) Communicates high expectations
(5) Is able to communicate at the students’ level
(6) Is flexible (tie)
(6) Gives encouragement (tie)
(6) Disciplines effectively (tie)
(7) Interested in growth of students (tie)
(7) Is knowledgeable of subject matter being taught (tie)
(7) Respectful toward students (tie)
(7) Appreciates the cultural and ethnic diversity of students in the classroom (tie)
(8) Possesses enthusiasm
(9) Enjoys teaching the subject
(10) Explains things clearly (tie)
(10) Is fair (tie)
(10) Demonstrates warmth and kindness (tie)
(10) teaches and models character education (tie)
Discussion
It is particularly significant that two completely different groups of student teachers chose
not only three of the same characteristics; but also put them in the exact same order (challenges
one to think, possesses good management skills; and is prepared for each class.) This seems to
indicate that student teachers are consistently well-grounded each semester in what they truly
believe are the characteristics of an effective teacher.
Also, it shows that student teachers are developing into committed and capable
professional educators – since the supervising teachers also chose the first two items the same as
the student teachers – and in the exact same order (challenges one to think and possesses good
management skills). The generations, although somewhat different in the manner of self-
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expression and teaching styles, still come together to honor the same basic qualities and
principles which comprise outstanding teaching effectiveness.
Preservice teachers, soon to be professionals, need to be cognizant of the characteristics
which make up an effective teacher's repertoire. Since the effective teacher needs to understand
the many roles that are needed to be competent in the classroom, teacher education programs
play a vital role in this educational process. Teacher education programs need to prepare the
preservice teacher in the area of content knowledge, but also require competency training in the
skills of teaching. As this research has clearly demonstrated, such specific skills can be taught
given the fact that effective teachers are able to identify and demonstrate mastery in the field of
teaching. Effective teacher education programs also need to establish specific teaching methods
that outline the role of an effective teacher. This is only one part of the entire process. A key
component to the foundation of an effective teacher is the ability to problem solve and become
adaptive to the learning environment. Effective teachers also have the ability to establish
positive teacher-student relationships. A positive teacher-student relationship increases
motivation, for both the teacher and student, and achievement. Such a relationship leads to a
positive learning environment for both the teacher and student (Ford and Grantham, 1997).
The importance of teacher training and professional development has been a mainstay of
federal efforts to improve education for decades. In 1988 the Federal government created the
Eisenhower Professional Development Program and reauthorized it as part of Title II of the
Elementary and Secondary Act (ESEA) in 1994. This program was devoted solely to teacher
training and increasing the skills of classroom teachers. Its goal was to support professional
development and to improve student learning through these efforts (U.S. Department of
Education, 2000).
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President George W. Bush signed into law the No Child Left Behind Act of 2001
(NCLB). This law reauthorized the Elementary and Secondary Education Act of 1965 (ESEA)
but changed the way funds are allocated to schools and held schools accountable for student
achievement. In NCLB, Title II focuses on improving teacher quality as determined by subject
area content knowledge and teaching effectiveness. To accomplish this, NCLB created the
Improving Teacher Quality State Grants program to allow individual states to fund professional
development activities which are research driven, measurable, promote the higher qualifications
needed by teachers, as well as the improvement of student achievement. Programs under the
NCLB umbrella, including the Improving Teacher Quality State Grants program totaled almost
23.7 billion for the 2003 fiscal year (US Department of education, 2002).
There are numerous educationally significant conclusions one can draw from this study.
A professional teacher's ability to teach effectively can be taught and is related to their level of
training. Reform and change have become a way of life for the educational community.
Instructional reform at the college level is the leading motivator for many state lawmakers due to
the fact that such change can be measured. Given the limited budgets of most state agencies,
cost effective measures are the key to effective instructional strategies. The push by the federal
government, and the establishment of "No Child Left Behind," has renewed interest in holding
local school boards accountable for student learning and quantitative increases in test scores.
Once the characteristics of an effective teacher are well documented, such characteristics
can be taught to preservice teachers. An effective teacher is one who is able to use a variety of
teaching approaches in order to teach different learners. Howard Gardner (1993) has done
extensive work in the area of multiple intelligences learning. Gardner (1993) determined that all
students do not learn in the same manner. Preservice teachers also noted that an effective teacher
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has appropriate classroom management skills which, in turn, needs to be incorporated into any
beginning teacher's instructional strategies.
It is also important to note that the measurement of intelligence is just not quantitative in
nature. Daniel Goleman (1995) believed that emotional intelligence is prominent in measuring
the success of students. The effective teacher is one who is able to incorporate both emotional
intelligence and multiple intelligences into his/her teaching repertoire. An effective teacher is
one who is prepared for each class, is able to communicate at the students' level, provides
encouragement, and is willing to listen to students.

Conclusion
The ultimate goal of any competent teacher is to produce a student who is an independent
learner and is effective in solving problems. The educational community seeks teachers who are
knowledgeable in content and have a self-belief that they can interact well with others. Teachers
are needed who have a good sense of self-efficacy and a strong base of knowledge in the content
area in which they will teach according to Lent, Lopez, and Bieschke (1993); Bourquin (1999);
Bandura (1986 and 1977); Felsen (1984); Pajares (2000); Butta (1998); and Yager (2000).
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Colleges and universities have historically relied on classroom instruction as a
tool for creating and transmitting new knowledge (Hayes, 2002). Turbulence, a constant
element in the culture of higher education, has created a fertile terrain for innovation
(Berube & Nelson, 1995; Lucas, 1994). As students arrive on campus they are confronted
by many personal and academic issues and by the realization of their limited skill and
knowledge levels (Brookfield, 1990). A challenging aspect of the cultural element of
turbulence is the assistance needed by students to thrive in this chaotic environment. The
bridge between this chaos and knowledge creation is in the leadership of the teaching
professor. The teaching professors utilize this as an opportunity to challenge the process,
encouraging students to be innovative in their attempts to solve problems (Harland, 2002;
Rippin, Booth, Bowie, & Jordan, 2002). Challenging the process has been defined as the
pursuit taken by leaders to change the status quo and improve the organization through
innovative means (Kouzes & Posner, 2001). One of the pressing issues in higher
education is the status of undergraduate teaching (Huber, 1992). Huber noted, “While the
published research of scholars is rigorously evaluated for reliability, the undergraduate
teaching of professors is seldom evaluated” (p.3). To combat the negative attention on
poor instruction, some campuses have offered professional development opportunities
through workshops and mentorship programs (Baiocco & DeWaters, 1998). Other
research has focused on the instructional strategies of professors (Buzzelli & Falmer,
2002; Heames & Service, 2003). There is also an ample supply of leadership
documentation available for individuals to synthesize, regardless of position within an
organization (Avolio & Bass, 2002; Kouzes & Posner, 2001; Yukl, 2006). However, little
is available that shows specific application of effective leadership practices within the
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context of a higher education classroom. Thus the focus of this mix design study was to
examine the effective leadership behaviors practiced by award-winning teaching
professors regardless of campus size, culture, or philosophical underpinnings.
Additionally, this inquiry also intended to assess the difference, if any, in effective
leadership, as measured by Kouzes and Posner’s Leadership Practices Inventory (2001),
practiced by teaching professors yet to be awarded for their work in the classroom. Using
the teaching professor as the unit of analysis the following questions guided the inquiry:
1) Is there a difference between award-winning teaching professors and non-award
winning teaching professors in the five effective leadership practices (challenging the
process, inspiring a shared vision, enabling others to act, modeling the way, and
encouraging the heart) as identified by Kouzes and Posner (2002)? 2) How do the
patterns of leadership for the two groups of teachers (award-winning and non-award
winning), as measured by the five effective leadership practices (challenging the process,
inspiring a shared vision, enabling others to act, modeling the way, and encouraging the
heart) compare (Kouzes & Posner)? 3) What are the instructional strategies of awardwinning professors that enhance the knowledge creation in the classroom? 4) Are the
cultural classroom patterns and practices established by award-winning professors’
characteristic of learning organizations?
Conceptual Underpinnings
Culture of Higher Education
Ford (2002) believed that higher education played a pivotal role in equipping
individuals to live more productive lives by actively taking responsibility for the
conditions of society as well as the environment. He noted, “The University is both
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intimately tied to the dominant culture with its commitment to economic growth and, at
the same time, seeks to promote a life of reason and reflection (p. 3).” An example of this
cultural impact occurred after World War II, with a massive enrollment growth. Thus
many campuses doubled or tripled in size and American higher education was
transformed from small schools for the privileged to large democratic institutions that
met the needs of multiple classes and multiple ages (Sperber, 2000). Hayes (2002)
articulated the essential purpose of higher education is the advancement of knowledge
primarily through the processes of teaching and research. And according to Kayson
(1969) higher education functions to (a) create new knowledge and integrate it into the
present body of knowledge; (b) transmit new knowledge to the next generation of
learners; (c) apply the new knowledge to societal problems; and (d) train students to
fulfill roles that contribute to society.
In order for higher education institutions to continue at a healthy pace as a venue
for knowledge creation in the 21st century, they must embrace the identity of a learning
organization (Senge, 1990). Thus according to Senge, learning organizations are
characterized by generative as well as adaptive learning. Additionally, the success of
higher education as a learning organization rests on competent professionals who
challenge a disruptive environment in pursuit of new knowledge (Shein, 1992; Yukl,
2006). And as greater pressure is placed on college and university administrators and
faculty to meet societal demands for curricular and instructional changes, governance,
accountability, affordability, and continual innovation (Berube & Nelson, 1995) the
competencies of those professionals will continually be challenged.
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Learning and Organizational Culture
The culture of the organization is a critical factor in learning. According to Schein
(1992) organizational culture is defined as, “A pattern of shared basic assumptions that
the group learned as it solved problems that has worked and, therefore, were to be taught
to new members as the correct way to perceive, think, and feel in relation to those
problems (p. 12). The successful theories and assumptions evolved into cultural patterns
and beliefs marked by rituals, symbolism, and ceremonies (Bolman & Deal, 1997). And
those cultural patterns and beliefs become the filter by which information was processed
by the organization (Bolman & Deal, 1997; Bruffee, 1999; Morgan, 1997).
The culture is most difficult to manage due to the unstable climate of perpetual
change (Schein, 1992). As the environment shifts, organizational members grapple to
stabilize the culture by searching for solutions (Leithwood, Jantzi, & Steinbach, 1998).
The crisis brought on by the quest for solutions is a motivator for new learning. “If
people share intense emotional experiences and collectively learn how to reduce anxiety,
they are more likely to remember what they have learned” (Schein, 1992, p. 237).
However, many current organizations are not learning because they are operating in a
state of cultural dysfunction characterized by fragmentation, competition, and reaction
(Kofman & Senge, 1995). “The challenge lies in conceptualizing a culture of innovation
in which learning, adaptation, innovation, and perpetual changes are stable elements.”
(Schein,1992, p.xiv).
Leading a Culture of Organizational Learning
Leaders of learning organizations cultivate a shared vision based upon the
governing principles of core values for living and action. ‘Effective learning processes’
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(Senge, 1990, p.11) are established to insure continual improvement of the organization’s
policies, strategies, and structures. Leaders in learning organizations must cultivate
environmental change as the norm and develop the ability to anticipate changes that will
occur in the future (Morgan, 1997). The leader of a learning organization has to
encourage adaptation and learning among the members, viewing the disruptive
environment, not as a burden but as a challenge (Yukl, 2006). In addition, it is important
that the leader show that it is possible to control the environment regardless of the level
of turbulence (Shein, 1992).
Critical to the success of the learning organization is the freedom of autonomy
granted to organizational members by the leadership. Autonomy opens the door for
unexpected opportunities as well as the creation of new knowledge among organizational
members (Nonaka & Takeuchi, 1995). “Leaders as teachers help people restructure their
views of reality to see beyond the superficial conditions and events into underlying
causes of problems – and therefore to see new possibilities for shaping the future”
(Senge, p. 12). Therefore, active learning is promoted through the encouragement of
innovation and entrepreneurial activities (Yukl, 2006). The leader of the learning
organization must present active learning as a staple in the culture; emphasizing the
process of learning is more helpful than a single solution to a specific problem (Schein,
1992).
As active learning and a positive perspective on a turbulent environment become
a part of the learning organizational culture, leaders purposefully implement creative
chaos that “…increases tension within the organization and focuses the attention of
organizational members on defining the problem and resolving the crisis situation”
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(Nonaka & Takeuchi, 1995, p. 79). The creative chaos provides a setting where
experimentation and learning from failures and surprises are encouraged (Yukl, 2006).
As a result, leaders train organizational members through double-loop learning as
members are encouraged to reflect upon their routine procedures, improve the current
mental models of what is seen and thought, and consider new modes of operation
(Morgan, 1997; Nonaka & Takeuchi, 1995; Schon, 1983; Yukl, 2006).
In order to encourage creativity and innovation as well as interdependent
solutions for generative thinking and adaptation, leaders must balance focused attention
on individuals as well as groups (Schein, 1992). At the core of knowledge creation and
organizational change is an understanding of individual differences that affect learning.
Whereas, organizations focus on developing content of knowledge and the importance of
individuals transporting tacit into explicit knowledge (Nonaka & Takeuchi, 1995), it is
critical for organizations to spend equal energy on meeting the needs of the individual
learners (McCombs & Whisler, 1997). In addition, as organizational cultures are
redefined in response to a changing environment, priority is placed on developing greater
sensitivity to and understanding of the diversity of individual cultures within the
organization (Flannery & Vanterpool, 1990). However, in order to pool differences
among individuals into a common organizational culture, practical efforts of
collaboration have been developed (Bruffee, 1999).
Organizational knowledge creation is propelled when ideas for innovation and
adaptation are shared between organizational members (Nonaka & Takeuchi, 1995; Yukl,
2006). This redundancy of information helps build an unusual communication
interchange by giving everyone within the organization an opportunity for leadership
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(Nonaka & Takeuchi, 1995). “Secrecy is the enemy of learning, and easy access to
information about the organization’s operations, including problems and failures,
facilitates learning” (Yukl, 2006, p. 299).
In summary, organizational learning takes place when: (a) a problem needs to be
solved; (b) no solution from past problems is appropriate for the current one; (c) new
knowledge is acquired through the shared interaction among organizational members; (d)
the new knowledge becomes a part of the organization’s collective wisdom; (e) the
collective wisdom is transported throughout the organization by socialization and culture;
(f) the new knowledge becomes influential in organizational decision-making and
problem-solving (Hanson, 2001). Though new knowledge that prompts organizational
learning is a result of social interaction, it originates in individual leaders prepared to
share with the rest of the organization (Nonaka & Takeuchi, 1995).
Teachers as Leaders
“Leaders as teachers help people restructure their views of reality to see beyond
the superficial conditions and events into underlying causes of problems – and therefore
to see new possibilities for shaping the future” (Senge, 1990, p. 12). Active learning is
promoted through the encouragement of innovation and entrepreneurial activities (Yukl,
2006). The leader of the learning organization must present active learning as a staple in
the culture; emphasizing the process of learning is more helpful than a single solution to a
specific problem (Schein, 1992). Though new knowledge that prompts organizational
learning is a result of social interaction, it originates in individual leaders prepared to
share with the rest of the organization (Nonaka & Takeuchi, 1995), thus the importance
of the teaching professor (Bruffee, 1999).
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Trust between the students and the teaching professor is critical in “creation of
unique potentiality” (Curzon-Hobson, 2002, p. 265). Curzon-Hobson also argued that
individuals have a natural will to potentiality, or the drive to mature beyond his or her
current status. This will is further liberated and propelled in “the classroom by a teacher
who is willing to celebrate and reward the potentiality of students, and encourage them to
re-imagine how things might be different for both themselves and the other” (p. 267).
Distinguished teaching professors establish secure environments in their classrooms by
interacting and maintaining a positive and friendly, yet professional relationship with
students (Biaocco & DeWaters, 1998). Thus the teaching professor who values the
importance of the teacher-student relationship establishes an interactive learning
environment where students actively engage in collaboration and support with others
(Nemerowicz & Rosi, 1997).
Effective teaching professors demonstrate exemplary leadership by establishing a
climate where students can turn challenges into successes (Biaocco & DeWaters, 1998).
In studies conducted by Kouzes and Posner (2002) they identified five practices found to
be common in effective leadership regardless of organization: (a) challenging the
process; (b) inspiring of a shared vision; (c) enabling others to act; (d) modeling the way;
and (e) encouraging the heart.
Influence Through Modeling According to Kouzes and Posner (1987), “Being a
role model means paying attention to what you believe is important. Leaders act in ways
that are consistent with their beliefs, they are persistent in pursuit of their visions, and
they are always vigilant about the little things that make a big difference (p. 12)”. A
central component of teaching includes the act of influencing and changing behavior in
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order to achieve goals (Buzzelli & Falmer, 2002). Therefore, effective teachers must
utilize professional development opportunities and remain current, not only in their
fields, but in their pedagogy. Excellent teachers demonstrate the ability to influence
followers; their personalities compel others to learn more from them. There is little
distinction between the teacher and the subject matter taught because the teacher’s
charisma illuminates both, making them inseparable. Teachers who demonstrate a
passionate presentation of content are magnets, commanding the interest of students
(Zelm & Kottler, 1993).
Inspiring and Communicating a Shared Vision In order to inspire and empower
organizational members to achieve a shared vision, effective leaders must include the
legitimate needs and concerns of the organizational members (Kotter, 1988). Moreover,
effective teachers must address the needs and concerns of their students. The genesis of a
shared vision is found in the teaching professor’s ability to transport personal convictions
about learning into strategies that influence the students to adopt them as their own
convictions (Bass, 1998; Kouzes & Posner, 2002). The teaching professor can establish a
shared vision through actions of hope. Sergiovanni (2004) offered the concept of
“communities of hope” (p.33), characterized by set goals, pathways to goal achievement,
tools to navigate through obstacles, and the guiding support of the teaching professor.
Encouraging and Enabling Others To Act Authentic transformational leaders are
focused on developing followers into leaders (Bass & Steidlmeier, 1998). Leaders who
expand their authority through the empowerment of followers secure the relevance and
vitality of their organization (Kouzes & Posner, 1987). Though the prevailing model of
teaching and learning is embedded in images of individualism and competition, effective
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teachers understand that authentic learning occurs when the student enters into a
relationship with the teacher, with other students, and with the subject taught (Palmer,
1993). Learning is most conducive in a secure environment where students trust the
teaching professor who encourages them to experiment and risk failure (Zehm & Kottler,
1993). The teaching professor who values the importance of the teacher-student
relationship establishes an interactive learning environment where students actively
engage in collaboration and support with others (Nemerowicz, & Rosi, 1997).
Intellectual Stimulation By Challenging the Process Transformational leaders
behave in ways that increase follower awareness of problems and influences followers to
view problems from a new perspective (Bass, 1998). Followers are empowered to
determine the best strategies and provided ample resources to accomplish organizational
goals (Yukl, 2006). Creative solutions are encouraged and followers are not publicly
criticized for making mistakes, even if the solutions differ from that of the leader (Avolio
& Bass, 2002).
Students have acknowledged the most transforming experiences of their education
occurred when facing and conquering challenges to their skill level, knowledge base, or
world view (Brookfield, 1990). Professors effectively teach students to challenge the
process by presenting students with new problems and giving them the opportunity to
provide new solutions through the application of principles learned in the classroom
(Rhodes, 2001).
However, the structures of higher education institutions often prohibit the ability
to personify the characteristics of learning organizations as identified Handy (1995) and
Thompson (1995), such as big pictures, chaos is an opportunity, taking responsibility,
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thinking outside the box, and trust. Thus postulated in this inquiry is the belief that
teaching professors who influence by modeling integrity, inspire by sharing with others a
vision for the future, encourage and enable followers toward action, and stimulate
intellect by challenging the status quo create a culture that equips people to generate new
knowledge and adapt to a changing world (Senge, 1990).
Methods
Participants
The population for this study was comprised of: (a) professors honored by their
university with awards for teaching excellence; (b) professors yet to win awards for
teaching excellence; (c) undergraduate students of professors honored by their university
with awards for teaching excellence; and (d) undergraduate students of professors yet to
win awards for teaching excellence. Three universities located in the Midwest were
chosen. The sampling process for this study involved three steps. First, due to
convenience and the relative, yet diverse characteristics of the institutions, a purposeful
sampling was used to select the universities in this study (Wiersma, 2000). The
universities chosen included a state university with an enrollment of over 19,000 students
and 150 undergraduate programs, a private independent university with an enrollment of
4500 students and 50 undergraduate programs, and a private faith-based university with
an enrollment of over 1900 students and 80 undergraduate programs. Second, a
purposeful sampling was used to select the teaching professors from the universities to
participate in the study. The purposeful sampling allowed the researcher to “facilitate the
expansion of the developing theory,” (Bogdan & Biklen, 1998, p. 65). The strata
determined for selection included two subpopulations: 12 professors who had been
honored by their university for distinguished service in teaching and 12 professors yet to
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be honored by their university for distinguished service in teaching. In order to make a
more accurate comparison of the subpopulations, the chosen professors were paired
according to department, and either years of service or rank. Finally, a random sampling
was used to select undergraduate students currently enrolled in courses taught by
professors from each subpopulation. A total of 59 students from each subpopulation were
chosen for the study. A total of four representatives from the subpopulations, were
chosen for interviewing. A stratified random sample was used to select the interview
participants. The percentages of teachers interviewed were aligned to number of teachers
in the following categories of the study: (a) professors honored by their university with
awards for teaching excellence; and (b) professors yet to win awards for teaching
excellence.
Data Collection and Instrumentation
Leadership Practices Inventory
A central construct in the literature review included a synthesis of Kouzes and
Posner’s Five Practices of Effective Leadership (1987) as translated into higher education
instructional practices. As a result, the Leadership Practices Inventory (LPI) (Kouzes &
Posner, 2001) was the chosen as the primary survey instrument to examine the leadership
of teaching professors with direct attention to the practices of (a) challenging the process;
(b) inspiring a shared vision; (c) enabling others to act; (d) modeling the way; and (e)
encouraging the heart (Kouzes & Posner, 2001). Taylor (2002) used the LPI to examine
the effectiveness of leadership in public school principals identified as servant leaders.
Taylor (2001) used the LPI to assess effectiveness of student affairs leaders in higher
education. The LPI is comprised of thirty survey items, six for each leadership practice.
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Each item uses a ten-point frequency scale ranging from (1) almost never to (10) almost
always. The LPI has strong internal reliability, with correlation coefficients above .80.
The LPI also shows significant test-retest reliability with levels greater than .90
correlation (Kouzes & Posner, 2001). The validity of the LPI has been determined by
factor analysis that revealed five factors within the instrument and items within each
factor relating to one another more than to other factors (Kouzes & Posner). The LPI has
face validity because participants understand the results. The inventory also has
predictive validity because the results “are significantly correlated with various
performance measures and can be used to make predictions about leadership
effectiveness” (Kouzes & Posner, p.7). The results of the LPI served to add to the current
body of research on assessing the leadership effectiveness of each of the two identified
groups. Once the assessment was complete an analysis comparing and contrasting the
effective leadership practices of the award winning teaching professors and the teaching
professors yet to win awards for instruction was conducted.
Interview Protocol
Semi-structured interviews were conducted in order to gain deeper insight from
the participating teachers and students in the study and to triangulate the data gathered
from the LPI (Bogdan & Biklen, 1998). The interview guide followed a protocol of five
categories of questions related to the five scales measured in the LPI (Kouzes & Posner,
2001), the characteristics of a learning organization (Handy 1995; Thompson, 1995), and
the system for knowledge creation (Nonaka & Takeuchi, 1995). The first category of
questions provided insight on the professor’s practice of challenging the process (Kouzes
& Posner, 2002). Inquiry was made of the professor’s emphasis on exchanging and
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connecting explicit knowledge (Nonaka & Takeuchi, 1995). Insight was also sought of
the professor’s methods for encouraging curiosity (Handy, 1995), experimentation,
collaboration, and innovation (Thompson, 1995). The second category of questions
provided insight on the professor’s practice of inspiring a shared vision (Kouzes &
Posner, 2002). These questions inquired of the methods used to create an environment
marked by: (a) socialization or shared experiences (Nonaka & Takeuchi, 1995); (b) a
vision of direction shared by those in the classroom (Thompson, 1995); and (c) a
collaborative climate of synergy and learning (Handy, 1995). The third category of
questions inquired of the teaching professor’s practice of enabling others to act (Kouzes
& Posner, 2002). These questions provided insight on the professor’s methods of: (a)
internalization or transforming explicit knowledge into tacit (Nonaka & Takeuchi, 1995);
(b) encouraging experimentation, collaboration, and innovation (Thompson, 1995); (c)
cultivating trust in and between the members of the classroom (Handy, 1995).The fourth
category of questions pursued the professor’s practice of modeling the way (Kouzes &
Posner, 2002). Inquiry was made of the professor’s: (a) manner of conceptualizing tacit
knowledge into analogies, metaphors, or models (Nonaka & Takeuchi, 1995); (b)
commitment to learning, change, and resource allocation (Thompson, 1995); (c) sense of
urgency without sacrificing quality of instruction (Thompson, 1995); and (d) competence
(Handy, 1995). The fifth category of questions provided insight into the professor’s
practice of encouraging the heart (Kouzes & Posner, 2002). The query focused on the
professor’s: (a) identification and celebration of milestones (Thompson, 1995); (b) view
of failed experiments as lessons learned; and (c) encouragement to view chaos as a
creative opportunity (Nonaka & Takeuchi, 2002).
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In order to validate the content of the interview instrument, the interview
guide was pilot tested by teaching professors uninvolved with the study (Wiersma, 2000).
Prior to the interviews, the participants received and signed a consent form that explained
their rights as research participants as well as the option to withdraw from the study at
any time. All interviews were audio taped to facilitate accurate collection and were
transcribed by the researcher.
Observation
According to Bogdan and Biklen (1998) the major data-gathering technique of
participant observation allows the researcher to focus on the location, people, and
activities that affect the phenomena being studied. After administering the LPI and
conducting semi-structured interviews, the researcher observed courses taught by the
same professors chosen for interviews (Bogdan & Biklen, 1998). In order to frame the
professor’s interaction with the students with greater clarity, an observation guide (see
Appendix H) was developed based on the five scales measured in the LPI (Kouzes &
Posner, 2001), the characteristics of a learning organization (Handy 1995; Thompson,
1995), and the system for knowledge creation (Nonaka & Takeuchi, 1995).
Data Analysis
The data obtained from the LPI were compiled and analyzed. The Statistical
Package for the Social Sciences (SPSS) Version 13.0 was utilized to determine the
differences in the study. The following statistical methods were applied to the research
questions.
Research Question 1. In order to determine if there was a significant
difference between award-winning teaching professors and non-award winning teaching
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professors in the five effective leadership practices (challenging the process, inspiring a
shared vision, enabling others to act, modeling the way, and encouraging the heart) paired
samples t tests (Cronk, 1999; Mertler & Vannetta, 2002) were performed. Significance
was set at an alpha level of .05. The independent variables in the study were the higher
education professors who received awards from their universities for excellence in
teaching and the higher education professors yet to win awards for teaching excellence.
The dependent variables were the five practices of effective leadership: (1) challenging
the process (2) inspiring a shared vision (3) enabling others to act (4) modeling the way
(5) encouraging the heart. The independent variables were classified as dichotomous and
categorical.
Research Question 2. In order to determine if there was a difference in the
patterns of leadership for the two groups of teachers as measured by the five effective
practices of leadership (challenging the process, inspiring a shared vision, enabling others
to act, modeling the way, and encouraging the heart), descriptive statistics were used.
Descriptive statistics, including measures of central tendencies and measures of
distribution, provided a comparison of means for the two groups of teachers by showing
the rank order of the five effective practices of leadership. Through a comparison of
means, patterns of leadership behaviors were analyzed by (a) ranking the mean scores of
award winning professors and non-award winning professors from highest to lowest, (b)
comparing the mean scores of award winning and non-award winning professors, and (c)
defining and discussing the emerging patterns.
Research Question 3. In order to determine if the instructional strategies of
award-winning professors enhanced the knowledge creation in the classroom, semi-
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structured interviews were conducted with professors coupled with classroom
observations. The interview questions were developed from the concepts of knowledge
creation found in the literature review. Each interview was transcribed and coding for the
analysis of this question was based on the knowledge creation concepts found in the
review of related literature. Additionally, in order to frame the professor’s interaction
with the students with greater clarity, an observation guide was developed based on the
five scales measured in the LPI (Kouzes & Posner, 2001), the characteristics of a learning
organization (Handy 1995; Thompson, 1995), and the system for knowledge creation
(Nonaka & Takeuchi, 1995). The data retrieved from the interviews and observations
were transported as support in order to appropriately document and illustrate assertions
about award winning and non-award winning teachers and the creation of knowledge
within the classroom (Bogdan & Biklan, 1998).
Research Question 4. In order to determine if the cultural classroom patterns
and practices established by award-winning professors were characteristic of learning
organizations, semi-structured interviews were conducted with professors coupled with
classroom observations. The interview questions were developed from the concepts of
learning organizations found in the literature review. Each interview was transcribed and
coding for the analysis of this question was based on the learning organization concepts
found in the review of related literature. Additionally, in order to frame the professor’s
interaction with the students with greater clarity, an observation guide was developed
based on the five scales measured in the LPI (Kouzes & Posner, 2001), the characteristics
of a learning organization (Handy 1995; Thompson, 1995), and the system for knowledge
creation (Nonaka & Takeuchi, 1995). The data gathered from the interviews and
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observations were transported as support in order to appropriately document and illustrate
assertions about award winning and non-award winning teachers and their development
of learning organizations within the classroom (Bogdan & Biklan, 1998).
To triangulate the preceding data, semi-structured interviews were conducted
with five per cent of the study participants. The interviews were semi-structured with
questions developed from five subscales related to the literature on effective leadership
practices, knowledge creation and learning organizations. The semi-structured interviews
provided acquisition to comparable data from across the participants of the study. This
information was used in tandem with the statistical data compiled in order to gain a
greater understanding of the phenomena being studied (Bogdan & Biklen, 1998). In
order to maintain consistency of direction, the researcher was the only interviewer in this
study (Wiersma, 2000).
Each interview was transcribed and coding was based on the five categories
developed from the review of related literature on effective leadership practices,
knowledge creation, and learning organizations. The patterns of responses illuminated by
the coding categories allowed for triangulation with the results of the LPI as well as
qualitative data for Research Questions three and four (Bogdan & Biklen, 1998).
Findings
Research questions one and two were answered from the data generated from
the Leadership Practices Inventory (LPI). There were 24 teaching professors who
participated, 12 who had received awards for excellence in teaching from their current
university matched 12 from the same university who had yet to receive awards for
excellence in teaching. Each teaching professor was administered the 30 item LPI-Self
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Inventory and total of 368 students currently being taught by the participating teaching
professors were administered the 30 item LPI-Observer Inventory. A random selection of
59 students per group of teaching professors was chosen as part of the data analysis (n =
12). For research question one, the five effective leadership practices (challenging the
process, inspiring a shared vision, enabling others to act, modeling the way, and
encouraging the heart) as identified by Kouzes and Posner (2002), were chosen as the
sub-scales to determine if there was a significant difference between the leadership
demonstrated by award winning teaching professors and teaching professors yet to win
awards. The results of a paired samples t test revealed that there was no significant
difference in the leadership practices of award winning teaching professors and teaching
professors yet to win awards (see Table 1).
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Table 1
Comparison of LPI- Self Scale Scores for Award Winning Professors to Non-Award
Winning Professors

AWP

AWP

NAWP

NAWP

Sub Scale

Mean

SD

Mean

SD

t

Sig.

LPI Total

244

21.54

238

27.80

.719

.487

Challenging

47.9

5.63

47.3

6.62

.233

.820

45.3

5.24

44

9.90

.491

.633

52.8

3.37

51.7

6.51

.503

.625

50.4

4.89

47

5.67

1.88

.087

47.5

7.76

47.7

7.59

-.080

.938

the Process
Inspiring a
Shared
Vision
Enabling
Others to
Act
Modeling
the Way
Encouraging
the Heart
Note. AWP = Award Wining Professors; NAWP = Non-award Winning Professors (n=12). Significance is
determined at .05.

To address research question two, descriptive statistics, including means and
standard deviations were computed for the sub-scale responses by award winning
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teaching professors and non-award winning teaching professors. A rank order of means
determined a pattern of similarities between award winning teaching professors and nonaward winning teaching professors. Both groups ranked enabling others to act as their
highest practice and inspiring a shared vision as their lowest practice. The differences
between the groups were found in the sub-scales of modeling the way and encouraging
the heart. Whereas, the award winning teaching professors ranked modeling the way
second and encouraging the heart fourth, non-award winning teaching professors ranked
encouraging the heart second and modeling the way fourth (see Table 2).
Table 2
Comparison of Patterns of Award Winning and Non-Award Winning Professors
According to the Sub-scales Scores

NAWP

NAWP

Sub Scale

Mean

SD

4.66

Enabling Others to Act

51.7

6.51

50.4

4.89

Encouraging the Heart

47.7

7.59

Challenging the Process

47.9

5.63

Challenging the Process

47.3

6.62

Encouraging the Heart

47.5

7.76

Modeling the Way

47

5.67

Inspiring a Shared Vision

45.3

5.24

Inspiring a Shared Vision

44

9.90

AWP

AWP

Sub Scale

Mean

SD

Enabling Others to Act

52.8

Modeling the Way

Note. AWP = Award Wining Professors; NAWP = Non-award Winning Professors (n=12).

In addition, there were similarities in the LPI-Observer rankings as recorded
by the students of the teaching professors. Like the teaching professors they were
observing, the students from both groups ranked enabling others to act as their highest
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sub-scale. Challenging the process and inspiring a shared vision were ranked second and
third in the calculated responses of both groups. The differences between the groups were
found in the sub-scales of inspiring a shared vision and encouraging the heart. Whereas,
the observers of award winning teaching professors ranked inspiring a shared vision as
fourth and encouraging the heart last, observers of non-award winning teaching
professors ranked encouraging the heart fourth and inspiring a shared vision last (see
Table 3).
Table 3
Comparison of Patterns of Scores by the Observers of Award Winning and Non-Award
Winning Teaching Professors

ONAWP

ONAWP

Sub Scale

Mean

SD

4.66

Enabling Others to Act

51.6

3.55

49.3

3.72

Modeling the Way

48.9

2.23

48

4.67

Challenging the

47.9

2.42

OAWP

OAWP

Sub Scale

Mean

SD

Enabling Others to Act

51.9

Modeling the Way
Challenging the
Process
Inspiring a Shared

Process
46.4

5.90

Encouraging the Heart

46.7

4.64

46.2

7.37

Inspiring a Shared

46.7

3.28

Vision
Encouraging the Heart

Vision
Note. OAWP = Observers of Award Wining Professors; ONAWP = Observers of Non-award Winning
Professors (n=12).
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Qualitative findings not only provided descriptive responses to research questions
three and four, but provided support for quantitative findings as well. In spite of a lack of
statistically significant quantitative data, the qualitative data revealed much about the
teaching professors. Observations and interviews illuminated leadership practices as
identified by Kouzes and Posner (2003) as well as evidence of knowledge creation
(Nonaka & Takeuchi, 1995) and resulted in themes that merged the principles of both.
The four themes included: sharing expertise, speaking a new language, connecting with
others, and running with the ball. First, the teaching professors in this study set the
ground work for knowledge creation by sharing their expertise. For example, Professor C
(AWP) explained, “I practice what I preach… I tell my students…if we’re not modeling
it and actually doing it, it’s really not much of a role model.” While Professor B (NAWP)
stated, “We make enough mistakes in life trying to do good. But when we purposely
embarrass…a child, it’s almost unforgivable…you’ve been called into more than just
passing on information. You’ve been called into character development…” Second, the
teaching professors in this study assisted their students to develop a language for a new
knowledge community (Bruffee, 1999). For Professor D (NAWP) this involved a
collaborative strategy between herself and her students, “I collaborate with them
sometimes…Some of it was taking my camera and we would talk about why you are
doing this type of shot…and why don’t you do it this way…It’s kind of a give and take of
collaboration.” Third, teaching professors in this study encouraged students to connect
with one another in peer collaboration. Professor A (AWP) utilized the strategy to
prepare students for life beyond the undergraduate education, “I tell them to be dependent
upon other people and learn interdependence in the practice of law because you’re going
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to do that as a lawyer.” Finally, teaching professors prepared their students to run with
the ball and synthesize what was taught. For Professor C (AWP) this began with training
her students how to think critically, “…all the strategies I use are critical thinking
strategies…not only are they learning effective research-based strategies that they can use
in their classrooms, these…would help anybody…enhance their own personal critical
thinking skills.” Professor A (AWP) challenged his students to synthesize theory in their
writing assignments, “One of my standards for papers is that I don’t give them the
topic…that they go into a subject deeper than what happened in class or something that
they want to be creative in doing…”
The qualitative data gathered from interviewing and observing both groups of
professors also illuminated the principles of leading learning organizations (Handy, 1995;
Thompson, 1995; Yukl, 2006). Five themes that emerged from this data included: big
pictures, chaos is an opportunity, taking responsibility, thinking outside the box, and
trust. First, the professors encouraged students to see the big picture and view their
education as more than a transport toward employment. Professor A (AWP) stated, “We
challenge everybody in this department to be world changers…We tell all of our students
they’re not just supposed to go out and get a job, they’re supposed to go out and change
the world.” Second, the professors assisted students to view chaos as an opportunity to
learn. Because of a lack of equipment, collaboration was a key instructional strategy for
Professor D (NAWP). However, this strategy prevailed as a deeper meaning for her work
with her students. Professor D shared what she told her students, “If you think this is
about art, you’re fooling yourself… it’s problem solving…Whether you are going to be
in art or you’re going to be in accounting, it’s still about figuring out a creative way to
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solve problems.” Third, the professors impressed upon their students to take personal
responsibility for their development. Professor C (AWP) accomplished this with her
students by moving them to think for themselves, “…I don’t believe in coddling my
students…because I don’t think it’s productive…They have to be able to pull in…their
own good critical thinking… It’s not about what I tell them, it’s about what they figure
out on their own.” Fourth, the teaching professors challenged their students to think
outside the box and create new strategies from the theory taught. From their perspective,
the greatest obstacle was transforming the thinking skills of the undergraduate student.
Professor C (AWP) stated, “Students who are rigid in their thinking, who are not good
critical thinkers…are also not very innovative in what they do and are not very curious.”
Professor D (NAWP) found the strategy behind training students to think outside the box
meant endurance. She explained “[It takes] trial and error…and looking at work and just
re-talking about it…and getting deeper than just superficial images… and a lot of
discussion.” Finally, the professors encourage their students to trust one another through
collaborative activities. Professor C (AWP) cultivated an environment of trust by
encouraging the sharing of ideas. Professor C postulated, “So much what we do in that
class is about trust… it’s about community building…they get together in their groups…
Part of the strategy is…sharing… it really works on building trust because it works on
building that whole classroom community…”
Implications for Practice
The pursuit of this study was to examine the leadership practices of teaching
professors who had received university awards for teaching excellence and teaching
professors yet to win awards for teaching excellence. The results showed no statistical
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significant difference in the two groups. Ironically, after observing and interviewing
teaching professors from both groups, it became clearer to the researcher why there was
little significant difference between the two groups; according to the qualitative data
gathered all were practicing leadership skills within the context of creating new
knowledge and establishing learning organizations within the classroom.
The lack of statistical significance between the two groups of participants may
indicate that the criteria for receiving an award for teaching excellence has little to do
with leadership. For each university award, the primary criteria were demonstrations of
excellence in teaching. The pursuit of this study was to reveal a difference in the
leadership between those who had received teaching awards and those who had not. The
results of the five sub-scales of the LPI as well as the qualitative data gathered indicate
that leadership is evident in both groups of professors. Therefore, the results of this study
may reveal that university awards for excellence in teaching do not separate the leaders
from non-leaders. Suggestions would include greater clarity in the eligibility for
university awards for teaching excellence and potentially adding leadership criteria as
part of the awards.
There was consensus among the participants on enabling others to act in the
rankings of the leadership practices. All four groups of participants ranked enabling
others to act as the highest among their practices of leadership. When compared to the
latest norms published by Kouzes & Posner (2003) the participants of this study ranked
enabling others to act higher. The implication is that, regardless of accolades, teaching
professors in this study: (a) modeled respect for their students while teaching them to do
the same; (b) involved students in cooperative activities; (c) provided students with
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meaningful work; (d) and empowered the students to take personal responsibility for their
lives. From the professors’ stand point this data suggests that teachers are operating in
equipping students to take theory and apply it to their vocation. A suggestion would be to
encourage professors to continue implementing teaching strategies that include
empowerment, collaboration, and decision-making.
The qualitative data revealed greater insight into the lives of the participants of
this study (Bogdon & Biklin, 1998). Regardless of the reception of a university award for
teaching excellence, these professors, representing 16% of the participants, all shared
common elements of knowledge creation and learning organizations. Nonaka and
Takeuchi (1995) referred to the escalating cycle of knowledge conversion as the
knowledge spiral. As Nonaka and Takeuchi presented the levels of the knowledge spiral,
the interviews and observations of this study revealed the same principles in the actions
of the teaching professors. Four themes from knowledge creation emerged from the data:
sharing expertise, speaking a new language, connecting with others, and running with the
ball. First, teaching professors in this study began the knowledge spiral by sharing
expertise. The implication is as experts, teaching professors continue to share their
knowledge and experiences with students. Second, teaching professors in this study
developed in students the capability of speaking a new language. The implication is as
translators, teaching professors continue to communicate new concepts on a level that
could be understood. Third, teaching professors in this study encouraged students to
connect with others. The implication is as team builders, teaching professors train
students to collaborate with one another. Finally, teaching professors in this study created
the opening for students to run with the ball. The implication is as people of
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empowerment, teaching professors give students opportunity to demonstrate acquired
expertise.
The characteristics of learning organizations (Handy, 1995; Thompson, 1995)
were evident in the practices of the interviewed teaching professors. Five themes from the
characteristics of learning organizations emerged from the data: big pictures, chaos is an
opportunity, taking responsibility, thinking outside the box, and trust. First, teaching
professors in this study shared with students the importance of the big picture. The
implication is that teaching professors continue to encourage students to see a vision of
their future influence beyond vocation and upward mobility. Second, teaching professors
in this study helped students see chaos as an opportunity. The implication is that teaching
professors continue to train students to view turbulence as an opportunity for impact and
growth. Third, teaching professors in this study challenged students to take responsibility.
The implication is that teaching professors continue to hold students accountable for
action as well as inaction. Fourth, teaching professors in this study drove students to think
outside the box. The implication is that teaching professors continue to propel students
toward innovation and synthesis. Finally, teaching professors in this study were builders
of trust. The implication is that teaching professors continue to facilitate activities that
encourage students to trust others through interdependence.
The researcher suggests that research should be conducted on the practices of
teaching professors in knowledge creation. Nonaka and Takeuchi (1995) presented the
concepts of the knowledge spiral as it applied to corporate progress. Further qualitative
research should be conducted, illuminating teaching professors whose instructional
practices focus on training students to create new knowledge. It is also recommended that
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research include an investigation of teaching professors who are challenged by the ability
to transport their tacit knowledge into an explicit format.
Finally, research should expand to include a deeper view of the classroom as a
learning organization. Universities as organizations have been labeled as stagnant
(Bolman & Deal, 1997), yet the classroom is a place for discovery. Therefore it is
recommended that research extend to show how the classroom continues to be the
location where new ideas are cultivated and celebrated by the teaching professor who
empowers students through the turbulence of the 21st century.
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Executive Summary
The Outdoor Classroom Institute - a weeklong summer environmental professional
development opportunity for teachers/participants in real world inquiry science has become an annual
event at Campbellsville University's Clay Hill Memorial Forest and Joan White Howell Environmental
Education Center. The following report documents the findings of the first program evaluation.

Introduction and Background
Campbellsville is a small rural community in the midst of a geographic area that is void of
comparable resources such as Clay Hill Memorial Forest and Joan White Howell Environmental
Education Center. The Outdoor Classroom Institute offers teachers summer time opportunity to deepen
their content knowledge, become familiar with strategies and methods of presentation and network
with peers. The resources and equipment they receive facilitates their duplication of these experiences
with their students as they return to their classrooms.

Evaluation Context
The goals of the Outdoor Classroom Institute program are to increase teacher's content
knowledge, develop systemic learning opportunities and to create a bond between the university and
the community. Teachers will engage in inquiry based science and develop standards based units of
study that will be published on the website.

Evaluation Methodology
A mixed-method design was used for this formative evaluation. Both quantitative and
qualitative data were collected allowing for triangulation. Different sources of data and data collection
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techniques were used. Survey questionnaires were used with the stakeholders who included multiple
and diverse audiences that are impacted by the Outdoor Classroom Institute.

Findings
•

100% of participants agreed or strongly agreed that the Outdoor Classroom Institute teacher
academy was beneficial.

•

Comments of administrators and benefactors indicated the Outdoor Classroom Institute should
expand the opportunity for teachers and students to participate.

•

81% of students responding agreed or strongly agreed that they had learned about the
interdependencies of forest ecosystems in their class.

Summary Discussion
The results of the Outdoor Classroom Institute program evaluation were very positive but
reflected areas that need attention. A majority of teachers report that the Outdoor Classroom Institute
is beneficial and that they are using the units of study, resources and equipment. Additionally,
administrators expressed the need for information about the Outdoor Classroom Institute that could be
provided on a video or on the website in the form of a multimedia presentation. Correcting these
deficiencies could enhance the potential of the program.

Recommendations
•

There is evidence of a growing need for the Outdoor Classroom Institute experience. .

•

Training for developing a unit of study could be adapted to meet the needs of the situation.

•

Encourage increased school administrative support of participants.

•

Develop and publish (on the website) a video or multimedia presentation to market the Outdoor
Classroom Institute.
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Introduction
The Outdoor Classroom Institute is the focus of a program evaluation to be conducted by an
internal evaluator. The Outdoor Classroom Institute is a weeklong summer environmental professional
development opportunity for teachers/participants in real world, inquiry science. Participants from a
region in central Kentucky attend with an occasional outlier county having attendance. The evaluator
has identified the Outdoor Classroom Institute as an opportunity to evaluate a program that can
contribute to the university's servant leadership image. Entering its fourth year, the program seemingly
retains its attraction and value to both the university and the community. The university has just
completed a formal review and revision process with the Southern Association of Colleges and
Schools (SACS) and the School of Education is scheduled for evaluation as the National Council for
Accreditation of Teacher Education (NCATE) visits in 2006. Every aspect of the educational process
and campus scene has or is being reviewed and pruned for maximum advantage. In addition, there is
an ongoing need to seek grants that fund the Outdoor Classroom Institute. Finally, the benefactors of
Clay Hill Memorial Forest and Joan White Howell Environmental Education Center (CHMF &
JWHEEC), although informed and aware, have not to this date received an evaluation report on the
university's outreach professional development program for teachers.
The Clay Hill Memorial Forest and Joan White Howell Environmental Education Center,
provides a natural outdoor classroom environment complete with facilities to meet the needs of
students, teachers, and community groups. The facility is endowed with restrooms, a constructed
wetland and attached greenhouse. Technological equipment is available for research and presentation.
As the director of the Outdoor Classroom Institute, the evaluator has selected to conduct a formative
evaluation. Analyzing the collected data from this evaluation will contribute to an understanding of the
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merit or worth of the program. Additional ideas and suggestions will be collected to improve the
program as it continues to grow and expand.

Background
The university is growing, changing, and evaluating all aspects of its programs as it clearly
visions its path to the future. One, relatively new program, the Outdoor Classroom Institute, a
collaborative cross campus, cross-discipline program appears to hold promise for addressing needs of
teachers and students in the public schools, as well as, creating a bond between the university and the
community. The Outdoor Classroom Institute, professional development opportunity for teachers, is
held in the summer. Applications from teachers of science (in particular), and other content areas such
as social studies, math, special education, art, and music along with their school administrators, are
accepted. This is an inquiry based, environmental, weeklong immersion in real world learning held at
the environmental education center. Professors, including Dr. Gordon Weddle, Director of Clay Hill
Memorial Forest, who hold PhDs in biological science provide the in-depth science instruction. In
addition, university and visiting school instructors make literary and interdisciplinary connections.
Technology is embedded as participants use data loggers, hand held Global Positioning Satellite
instruments and various computer programs to collect data. Physical, chemical and earth science are
integrated when appropriate through collaboration of professors and non-formal educators. The
Department of Fish and Wildlife, Division of Forestry, Division of Soil Conservation, county and state
extension service personnel, Project Wild, Project Learning Tree and Department of Agriculture play a
role.
Participants not only take away in-depth content knowledge, but also go back to their
respective schools with equipment and resources that enable them to replicate their experiences with
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their students. Participants network, develop units of study that are shared on the World Wide Web and
engage in follow-up activities.

Purpose, Rationale and Aims of the Evaluation
The purpose of this evaluation is to determine whether the needs of teachers are being met,
whether the geographic community is being served, and to identify potential needs that the program
could meet through adaptations and revisions to current structure. In addition, the program evaluation
should reveal whether the developed units of study, equipment and resources that result from the
Outdoor Classroom Institute are being utilized to contribute to student learning in a systemic nature.
Finally, through participant teacher and student reporting the evaluation will identify whether the
students are coming to Clay Hill Memorial Forest and Joan White Howell Environmental Education
Center as a class.
The Outdoor Classroom Institute has not been evaluated to this time. It was begun in 2001 with
the writing of a grant for funding and is an annual event that is expanding its outreach each year.
The aim of this evaluation will be to provide needed feedback and ideas to improve and adapt
the current program to be more effective and have a more far-reaching impact. Also, it will inform the
client and stakeholders about the program and its potential.

Evaluation Context
The goals of the Outdoor Classroom Institute program are:
•

to increase teachers content knowledge

•

to develop systemic learning opportunities

•

to create a bond between the university and the community

An Evaluation Study
•

to address a need in an underserved geographic section of the state

The objectives of the Outdoor Classroom Institute program are:
•

to provide immersion in inquiry based science instruction

•

to develop standards based units of study built on the Outdoor Classroom Institute experiences

•

to publish the developed units of study on the website

•

to provide resources and equipment to classrooms and teachers to support inquiry based
learning

•

to become a regional resource center for environmental education

Program Goals and Objectives
The goals of the Outdoor Classroom Institute program are:
•

to increase teachers content knowledge

•

to develop systemic learning opportunities

•

to create a bond between the university and the community

•

to address a need in an underserved geographic section of the state

The objectives of the Outdoor Classroom Institute program are:
•

to provide immersion in inquiry based science instruction

•

to develop standards based units of study built on the Outdoor Classroom Institute experiences

•

to publish the developed units of study on the website

•

to provide resources and equipment to classrooms and teachers to support inquiry based
learning

•

to become a regional resource center for environmental education
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Guiding Evaluation Questions
1. Why do we need to enhance teachers' content knowledge and how is that achieved?
2. How does this program contribute to a systemic learning experience?
3. How will a bond between the university and the community contribute to teacher quality and
student learning?
4. How does the Outdoor Classroom Institute contribute to the creation of a regional
environmental education center?

Evaluation Methodology
A mixed-method design was used for this formative evaluation. Both quantitative and
qualitative data was collected allowing for triangulation. Different sources of data and data collection
techniques were used. The stakeholders included multiple and diverse audiences who are impacted by
the Outdoor Classroom Institute. The entire population of teachers/participants, including each
participant from the 2002, 2003 and the 2004 Outdoor Classroom Institute were sent a survey. One
hundred percent of the stakeholder groups, with the exception of the public and private school
administrators/supervisors were surveyed or interviewed. Surveys were only sent to those
administrators/supervisors in school districts that had teachers who had attended the Outdoor
Classroom Institute.
Surveys and questionnaires were disseminated to stakeholder groups according to the
management plan timeline. Email was utilized and the response rate recorded. The evaluator compiled
this information with the help of an assistant. In addition, interviews and focus groups were conducted.
These focus groups were held during the early stages of the evaluation investigated how certain
identified groups value the Outdoor Classroom Initiative. They included a brief discussion of other
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beliefs they held about the program. These identified groups were selected due to certain
characteristics they have in common but represented diverse facets of the targeted program
participants. The evaluator's assistant identified and collected patterns and trends from the focus group
process.
The program being evaluated is ongoing with a history of three years that provided historical
data used as relevant to this study. Participant program evaluations, participant-written units of study,
and other available resources were accessed. In addition, reports from a series of observation visits to
teacher/participant classrooms were included.
The eclectic approach, allowed incorporation of the objectives- and participant-oriented
approaches and inclusion of concepts from other approaches that are cogent to the evaluation. Aspects
of the Tylerian evaluation approach were incorporated to determine the extent to which the objectives
of the program are actually being attained. Selected concepts from Provus's Discrepancy evaluation
model may be employed to decide whether the Outdoor Classroom Institute program needs
improvement, especially, the concept of determining whether there is achievement of the terminal
objectives for the program (Fitzpatrick, Sanders, & Worthen, 2004, pp. 72, 75-76).
Participant oriented concepts rely on first-hand experience with the program as the evaluator
determines values and needs of the teachers through their own self-reporting. This, in turn, can create
better-informed program staff. Another benefit of utilizing participant-oriented approach concepts will
be focused on the empowerment of stakeholders. The program evaluation is responsive as it attempts
to increase understanding of the Outdoor Classroom Institute program and to increase communication
between the stakeholders and client. Finally, the evaluator included naturalistic inquiry techniques and
corroborated this data through crosschecking and triangulation to establish credibility (Fitzpatrick,
Sanders, & Worthen, pp. 131, 132, 140).
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Although not implemented, the concept from the UCLA evaluation model, program
certification to provide information about the value of the program and it's potential for use elsewhere,
is relevant to the Outdoor Classroom Institute. The flexibility of the Outdoor Classroom Institute
program, as well as its transferability to other sites, has been identified as one of its merits.
Additionally, the Outdoor Classroom Institute potentially could offer continuing education units and/or
course credit in lieu of a stipend; this aspect needs to be addressed. The management model provides
insight into utility of the information and identifies the status of needs assessment (Fitzpatrick,
Sanders, & Worthen, 2004, pp. 92, 95, 160).
Most information gathered merited a quantitative analysis in this program evaluation;
however, some qualitative data is included. A summary of narrative comments will be used in the
evaluation report to communicate findings. The results of the program evaluation will provide
feedback for program improvement and help judge the merit or worth of the program as it contributes
to improving student scores, teacher pedagogy and content knowledge. In addition, merit of the
Outdoor Classroom Institute to the university should be more evident following the evaluation report.
The evaluator has amassed narrative information about possible revisions to improve the program, thus
strengthening the potential for community use of the Clay Hill Memorial Forrest and Joan White
Howell Environmental Education Center resource. As the formative evaluation is completed, plans for
program improvement will be implemented to strengthen the cross campus, cross discipline,
university-community connection.
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Findings
SURVEY RETURN BY STAKEHOLDER GROUPS
Group
Participants
Faculty/Presenters
Administrators
Students
Benefactors

Number Sent
56
8
46
1000
2

Number Returned
8
4
6
149
2

% Returned
14%
50%
13%
15%
100%

Several stakeholder groups were surveyed. The number of survey questionnaires returned was
small but provides insight into the Outdoor Classroom Institute. It should be noted that the fivestakeholder group's responses were analyzed separately to arrive at the Key Findings listed here.

Participants:
•

100% of respondents agreed or strongly agreed that the Outdoor Classroom Institute teacher
academy was beneficial.

•

90% of respondents agreed or strongly agreed that they were integrating inquiry-based
activities similar to those they experienced in the Outdoor Classroom Institute into their
curriculum.

•

75% of respondents agreed or strongly agreed that they had taught the unit of study they
developed as a result of their participation in the Outdoor Classroom Institute.

•

100% of respondents agreed or strongly agreed that they were incorporating the equipment and
resources received at the Outdoor Classroom Institute in their classroom.

•

38% of the respondents reported that they had attended the Outdoor Classroom Institute for 2
of the 3 years it has been in existence.
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Comments by respondents indicate that unit-of-study development training has not consistently
been a productive use of time for participants.

•

75% of respondents agreed or strongly agreed that attending the Outdoor Classroom Institute
improved their teaching skills.

•

75% of respondents agreed or strongly agreed that Clay Hill Memorial Forest and the Outdoor
Classroom Institute were more closely located to their school/home than other similar sites.

Faculty/Presenters:
•

100% of respondents disagreed or strongly disagreed that they had been involved in either the
strategic planning or follow-up initiatives for the Outdoor Classroom Institute.

•

100% of respondents agreed that they planned to continue to be involved in the Outdoor
Classroom Institute.

•

100% of respondents agreed or strongly agreed that the Outdoor Classroom Institute offered a
unique opportunity for teachers to learn about the environment through inquiry based
experiences.

•

100% of respondents agreed that they were willing and available to be a resource to the
participants who attended the Outdoor Classroom Institute.

•

75% of respondents agreed or strongly agreed that they planned to continue to offer leadership
and expertise in the Outdoor Classroom Institute.

•

Comments by respondents indicate that the program should be expanded and become part of
course offerings for the environmental education endorsement.

•

Comments by respondents indicate that the program should be expanded to become a model for
other colleges and universities.
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Comments by respondents identify the emphasis of the program to be exposure of the teachers
to concrete ways to close the achievement gap and engage students in inquiry-based learning.

Administrators:
•

100% of respondents agreed or strongly agreed that they had encouraged attendance of their
teachers at the Outdoor Classroom Institute.

•

50% of respondents agreed or strongly agreed that they had paid travel or other expenses for
their teachers who had attended.

•

33% of respondents agreed or strongly agreed that they had involved teachers who had attended
the Outdoor Classroom Institute as leaders within their school/district to share and involve
others in inquiry based environmental instruction.

•

50% of respondents agreed or strongly agreed that they were aware of the resources and
equipment received by their teachers at the Outdoor Classroom Institute.

•

Comments of respondents indicated the Outdoor Classroom Institute should expand the
opportunity for teachers and students to participate.

•

Comments of respondents indicated there was a need for a video or other multimedia
presentation that explained and/or promoted the Outdoor Classroom Institute to
schools/districts and administrators.

•

67% of respondents agreed or strongly agreed that their input at the strategic planning meeting
was valued.

•

67% of respondents agreed or strongly agreed that their teachers had participated in the
Outdoor Classroom Institute.
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Students:
•

81% of students responding agreed or strongly agreed that they had learned about the
interdependencies of forest ecosystems in their class.

•

77% of students responding agreed or strongly agreed that they had worked with fast growing
plants in their class.

•

63% of students responding agreed or strongly agreed that they had tested water quality with
their class.

•

44% of students responding agreed or strongly agreed that they had worked with
Macroinvertebrate with their class.

•

32% of students responding agreed or strongly agreed that they had visited Clay Hill Memorial
Forest and Joan White Howell Environmental Education Center with their class.

•

34% of students responding agreed or strongly agreed that they plan to visit Clay Hill
Memorial Forest and Joan White Howell Environmental Education Center with their class.

•

20% of students responding agreed or strongly agreed that they had used the HOBO Data
Loggers in their class.

•

Of the responding student comments, most common were their awareness of the following
activities: These were described as "Doing Cool Stuff."
Investigating organisms (including looking at the bellies of newts)
Evaluating water quality (biological and chemical evaluation)
Solar energy investigations (solar oven projects).
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Benefactors:
•

100% of the benefactors agreed that they would like to be kept informed of the Outdoor
Classroom Institute activities and happenings.

•

100% of the benefactors agreed or strongly agreed that they were aware of the exponential
growth of the Outdoor Classroom Institute.

•

Comments of the benefactors indicated that the Outdoor Classroom Institute should be
expanded to serve more teachers, students and a wider geographic area.

•

50% of the benefactors strongly agreed that they would like to be involved in the strategic
planning for the Outdoor Classroom Institute

•

50% of the benefactors strongly agreed that they would like to be involved in the Outdoor
Classroom Institute.

•

50% of the benefactors strongly agreed that they had in some way already been involved in the
Outdoor Classroom Institute.

•

50% of the benefactors strongly agreed that they received regular communication concerning
the Outdoor Classroom Institute.

•

Comments of the benefactors indicated that they would like to see a consortium with other
colleges and universities for an expanded Outdoor Classroom Institute.

Focus Group Points:
•

Teachers gain new experiences that they can use in their classrooms.

•

They learn hands-on techniques to reach different learning styles.

•

Outdoor learning is highly engaging to children, especially those with diverse learning styles.

•

Teachers come away recharged!
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Teachers experience learning skills they would normally not acquire in education courses.

•

Teachers engage in hands-on personal experience.

•

There is a need to expand the program.

•

The program could be expanded to become part of course offerings for the environmental
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education endorsement.
•

Group members would like to visit during the Outdoor Classroom Institute.

Observation Visits:
•

Several teachers were teaching the units that they developed following the Outdoor Classroom
Institute.

•

Several teachers were directing their students as they mapped their schoolyards and identified
different trees located therein.

•

Some teachers were engaged in interdisciplinary research with their students (e.g., social
studies, science)

Testimonials from teachers:
•

This will help supplement my energy unit. Loved the things we got.

•

I learned so much, I plan to bring my students to Clay Hill.

•

I will use this testing with my students. The water table demonstration was useful.

•

I am always in need of practical classroom ideas and applications.

•

Good practical information for the classroom on orienteering.

•

This was great. Like Christmas! Unbelievable.

•

I learned a lot of information I will use with my students. I would like to do this again.
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Even better than last year.

•

Every portion of the Outdoor Classroom Institute was worthwhile, well planned and
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productive. I would highly recommend this experience.

Summary Discussion
The Outdoor Classroom Institute provides needed standards based inquiry experiences,
equipment and resources for teachers and classrooms of participants. Science faculty holding PhDs in
Biology provide leadership in collaboration with a curriculum specialist from the education faculty. In
addition, non-formal educators and additional faculty support the program.
The funding agency for the program specifies guidelines that delineate how the funds are to
be spent. Participants receive $100 per day stipends and additional stipends if they participate in the
follow-up days. A percentage of the money is set aside for equipment, resources and supplies for
participants. The goal is to train and support P-12 Kentucky teachers in using inquiry-based,
interdisciplinary instruction. A second goal is to serve as a regional resource center for rural
elementary and secondary students in Kentucky.
The Outdoor Classroom Institute has shown growth since inception in 2001. The first
academy hosted teachers from 5 counties, the second year, 2003, teachers from 6 counties participated,
and in the summer of 2004, the academy hosted teachers from 11 Kentucky counties and one teacher
from France. The goal for 2005 and 2006 is to host a minimum of 75 teachers each year. Multiple
grants will fund this endeavor with Toyota Foundation providing the larger of the grants.
Each year brings new challenges and opportunities. The Outdoor Classroom Institute will
designate participant mentors in geographically diverse schools and districts. This trained leadership
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cadre will increase the benefits to students. In addition, there is to be an OCI Newsletter for
participants and community partners.
The results of the Outdoor Classroom Institute program evaluation were very positive but
reflected areas that need attention. A majority of teachers report that the Outdoor Classroom Institute
is beneficial and that they are using the units of study, resources and equipment. It was indicated,
however that faculty and presenters would like to be involved in the annual strategic planning meeting.
Additionally, administrators expressed the need for information about the Outdoor Classroom Institute
that could be provided on a video or on the website in the form of a multimedia presentation.
Correcting these deficiencies could enhance the potential of the program.

Recommendations
The following recommendations are made based on the Outdoor Classroom Evaluation
program evaluation. Consideration should be made concerning the limited return of surveys and the
short turnaround time for conducting the evaluation.
•

There is evidence of a growing need for the Outdoor Classroom Institute experience.
Continuation and expansion are recommended to be a part of the university's long-range plans.

•

Training for developing a unit of study adapted to meet the needs of the situation. Training
needs to be specifically directed and not general information training. Perhaps local persons
could more easily target this need.

•

Provide opportunity for faculty and presenters to be involved in the strategic planning for future
Outdoor Classroom Institutes.

•

Consider the Outdoor Classroom Institute for inclusion as part of the course offerings for an
environmental education endorsement. When this endorsement is considered evaluate the
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potential of including the Outdoor Classroom Institute experience either as a participant or
leader/partner.
•

Continue to pursue becoming part of a statewide initiative to enhance professional development
opportunities for teachers and inquiry based learning opportunities for students. Reconnect with
the University of Kentucky extension program.

•

Encourage increased public school administrative support of teachers who participate in the
Outdoor Classroom Institute. This may be due to the lack of awareness of the program and
those who attend.

•

Encourage increased utilization by schools and school districts of the expertise of participants
in the Outdoor Classroom Institute. This can be done through a mentoring program whereby
mentors receive stipends to provide leadership within their schools and districts.

•

Continue outreach to benefactors and stakeholders. Increase communication and awareness of
ongoing Outdoor Classroom Institute activities and events.

•

Develop and publish (on the website) a video or multimedia presentation to market the Outdoor
Classroom Institute. This could be a project for participants as an end product of the Outdoor
Classroom Institute.
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Appendices
Appendix I: Teacher/Participant Survey Questionnaire
1 = Strongly Disagree

2 = Disagree

3 = Neutral

4 = Agree

5 = Strongly Agree

1. It was beneficial for me to attend
the Campbellsville University Outdoor
Classroom Institute summer teacher academy.

1

2

3

4
2

5
6

2. I am integrating inquiry activities into
my curriculum like those I experienced during
the Outdoor Classroom Institute summer
teacher academy.

1

2
1

3
1

4
6

5

3. I have engaged my students in outdoor
inquiry based learning experiences since
attending the Outdoor Classroom Institute.

1

2

3
1

4
1

5
6

4. I attended most follow-up sessions for the
Outdoor Classroom Institute.

1

2
1

3
1

4
4

5
2

5. Follow-up sessions were useful to me as I
developed my unit of study.

1

2
2

3
1

4
2

5
3

6. I guided my students experiences during our
outdoor classroom excursion to Clay Hill
Memorial Forest and Joan White Howell
Environmental Education Center.

1

2

3
4

4

5
2

7. While at Clay Hill my students experiences
were guided by the Director, Campbellsville
University faculty/staff or non-formal educators.

1
1

2

3
3

4
1

5
1

8. While at Clay Hill Memorial Forest my
students were engaged in learning activities
planned by myself and Campbellsville
University faculty/Clay Hill Memorial
Forest director.

1

2

3
3

4
2

5
1

9. Clay Hill is more conveniently located
than other choices for field trips where
my students could learn about
environmental science.

1
2

2

3

4
3

5
3
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10. I was able to travel to and from home
each day of the Outdoor Classroom
Institute.

1
1

2

3

4

5
7

11. I plan to return to Clay Hill Memorial
Forest for other activities.

1

2

3
3

4
5

5

12. I will bring my family and/or friends.

1

2

3
1

4
2

5
5

13. When I return to Clay Hill Memorial
Forest I will:
a. Walk trails

1

2

3
2

4
6

5

b. Use brochures/field guides to identify flora
and fauna

1

2

3

4
3

5
5

c. Share the history of Clay Hill Memorial
Forest with others.

1

2

3
2

4
3

5
3

d. Plan a different agenda for the trip

1

2
1

3
3

4
2

5
2

14. The Clay Hill Memorial Forest Outdoor
Classroom Institute summer teacher
Academy improved my teaching skills.

1

2

3
2

4
2

5
4

15. I have taught the unit of study that I
developed as a result of the Outdoor
Classroom Institute summer teacher
academy.

1
1

2

3
1

4
2

5
4

16. I have taught from/used other units of
study developed by teachers/participants
who attended the Outdoor Classroom
Institute.

1
1

2

3
3

4
2

5
1

17. I am using the resources and equipment
received at the Outdoor Classroom
Institute.

1

2

3

4
5

5
3

18. I have attended the Outdoor Classroom Institute for 1, 2,2,1,2,1,1,1_ years.
19. How can the Outdoor Classroom Institute program be improved?
Break sessions into primary, middle, high school teachers but still have whole group sharing at end
of each day.
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Try to identify more topics in science core content.
Don't require teachers to develop units of study.
The program is wonderful!
More spaces for more people to attend.
Focus more on high school or specific areas (physics, chemistry)
20. What other comments would you like to make regarding the performance of this program?
I requested help from staff members to develop my nature trail. Never received help.
Very interesting, applicable, relaxed
Create some sort of email network?
The university staff was wonderful.
Awesome! Tied all the disciplines together.
I know you can't help it, but the day of unit development on Friday was useless. The lady
from Frankfort did not really help. She made it more confusing.
21. What types of resources and equipment would you prefer to receive if you attended another
Outdoor Classroom Institute in the future?
Identification Books, Binoculars, Multiple Copies of Kid's Guides
Practical activities to use for my own outdoor classroom.
pH meter or other CBL equipment
Integrating CBLs into classroom use
22. What content would you like to explore at future Outdoor Classroom Institute?
Need help in all areas;
History/Culture of native plants, animals;
More Earth Science
Weather Stations – Data Collection
More math content.
Content related to Chemistry or more high school level topics
23. Do you have suggestions for inquiry based activities you feel would be appropriate at a future
Outdoor Classroom Institute?
24. Do you have any further ideas, comments or suggestions for the Outdoor Classroom Institute or
future professional development offered by Campbellsville University for teachers?
Follow-Ups – have speaker on a science topic of interest with some classroom instruction (if the state
and/or grant requires). Inform the academy attendees that they will receive lots (or some) of free
classroom materials and announce the speaker. Remind the attendees that they will receive $100 for
attending.
Make a follow-up visit with a teacher's class part of the institute (Pre-plan what will be taught)
Follow-Up Days?
Many people do not realize that you exist.
Create specific topics for each level (Elem., Middle, High School)
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Appendix II: Student Survey Questionnaire
1 = Strongly Disagree

2 = Disagree

3 = Neutral

On a scale of 1 to 5 please rank the following.

4 = Agree

5 = Strongly Agree

Lowest ……………………..Highest

1. I have been actively engaged in science
activities in my class?

1
2

2

3
7

4
32

5
106

2. I have evaluated water quality.

1
39

2
1

3
12

4
26

5
68

3. I have investigated Macroinvertebrate.

1
48

2
7

3
9

4
17

5
49

4. I have learned about the interdependencies
of forest ecosystems.

1
10

2
4

3
11

4
26

5
94

5. I have used the hand-held Global Positioning 1
System device as part of my science class
activities.

2
88

3
4

4
9

5
13

15

6. I have used the HOBO Data Logger to
collect and analyze data.

1
62

2
10

3
11

4
13

5
16

7. I have learned about solar energy.

1
26

2
10

3
27

4
24

5
59

8. I have participated in research and class
activities using fast growing plants.

1
9

2
2

3
15

4
38

5
77

9. I have visited Clay Hill Memorial Forest
with my class.

1
43

2
4

3
1

4
2

5
45

10. I have visited Clay Hill Memorial Forest
with my family and/or friends.

1
70

2
5

3
3

4
3

5
14

11. I plan to visit Clay Hill Memorial Forest
with my family and/or friends.

1
26

2
6

3
10

4
11

5
40

12. When I return to Clay Hill Memorial Forest
I plan to:

Do Nothing! Go to tell people about it.

a. Walk trails

1
18

2
2

3
5

4
7

5
56
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b. Use brochures/field guides to identify flora
and fauna

1
23

2
4

3
7

4
14

5
38

e. Share the history of Clay Hill Memorial
Forest with others

1
18

2
4

3
7

4
14

5
48

f. Plan my own activities for the trip

1
21

2
2

3
4

4
13

5
49

13. What do you know about activities and experiences your teacher has had at Clay Hill Memorial
Forest in the summer academies?
Yes - 9 times
I know about them.
Egg Roaster – 8 times
Made Brownies.
The Trail,
Walk in the Woods,
Baked Brownies – 3 times
Everything,
Been there more,
Knows a lot about Clay Hill
That there were 700 Slaves
Slaves
Get newts and see animals and the lake,
Looked at newts bellies, Picked up newts – 4 times
Almost fell in pond – 13 times
Studied Trees – 2 times.
Nothing – 5 times
I really don't know
None
She had fun – 2 times
They tested water. We get to use water kits.
She went with another teacher and they had fun.
They did cool stuff
14. Do you think your teacher has brought new ideas and/or learning experiences to your
classroom from his/her attendance at the Outdoor Classroom Institute?
Yes – 98 times
Maybe
No – 3 times
Nothing. – 2 times
Almost fell in the pond
I don't like school
We made another trail. We now have two to experiment with. I got new trail, I had a lot of fun on
the new trail because it had lots of hills where you go up and down. We also go look at the trees
and identify.
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Been There, Done That – 2 times
It's very cool learning about it.
Didn't go.
I guess so.
Yes, we do science with math.
15. What other comments would you like to make?
None – 20 times
No – 3 times
Nothing – 4 times
I'd like to see the dog – 3 times
It's a Great Place! I like it!
Going Back to Clay Hill,
I like Clay Hill
Hike on a longer trail
I'm not a kind of person who likes school. I mean all of that learning goes to my head and it
feels like my head is pulsing. It's like it's going to explode! I love my teacher though. She is
the best one ever!
Picked up newts and looked at their bellies
Almost fell in the pond
I would like to go there and catch a snake
Walk and see the statue
Plants
I don't know
It is fun!
Look all of different trees - 2 times
I love everything about science, especially the great outdoors.
This year has been the best. We have investigated all about plants and animals.
We went to a trail; we have two of the trail alike, the hilly one.
It is fun going up the hilly mountain.
I like the hilly trail because it is longer and funner.
I like the hilly trail better than the other one and I am going to do good on my
project to be able to join in with the science fair.
To go on our trails outside, they are fun, the one I like to go on most is the bumpy one, it
seems like every time I go there I learn more and more. I am glad I have a teacher like my
teacher to take us out there and learn more every time we go. She is a great teacher.
Thank you for giving us this study sheet to help our teacher learn.
I am glad that we had the survey.
Thank you for sending us this letter for our teacher.
I thank you for sending this survey and you need to teach more teachers.
I am really looking forward to going to the creek so that we can record the data.
Thank you for sending us that survey. We had fun doing that survey.
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If you do not know much about science, come see my teacher.
The best thing about science is doing projects and I am so happy
It is my best year of science yet. The best thing about science, I think. The science fair is my
thing about science.
I wish I can be a teacher because you sound fun. Love.
I like to love our science projects. They all are very cool.
I am a kid who likes science. I like things like technology and discovery. It is very fun to
learn about science. Remember the world is full of all sorts of things to learn about. I like
science experiments inside and outside also.
I am really waiting to go to the creek because we can calculate our data and see how healthy
our creek is.
I want to go to the creek and see how healthy it is. – 2 times
I want to go to the creek because I want to find out if it is healthy or not, because I don't like
polluted water.
I like doing science outside and I want to go to the creek to see if it is polluted.
I like the activity outside so I can find out what the trees and stuff. And that's why I like
science.
I love to go to the trail, the hilly one is more fun. I really enjoy going and do the trail.
first one we went on was awesome. It was like I was a real discoverer. I hope that we can go
back soon.
We like to go back on the trail. The one I liked the best was hilly and we want to go back that
is fun mountain climbing and learning a lot and a matter of fact, it's fun.
I really enjoy science a lot.
I would love to go to the creek. I am really looking forward to it. I think it will be a lot of fun.
I am really looking forward to going down to the creek and collect data with my teacher. I've
heard that the creek has a lot of data to collect. We have pictures of the 5th grade at the creek.
They had lots of fun collecting data with my teacher.
In science I like to do electricity experiments.
I like to do outside observing too.
I strongly agree, science has helped me in my life and I would love to visit the creek
environment.
I am really looking forward to going down to the creek.
Polluted water in jars would be good for us.
I like the one with the big hills. I love the experiments plus the trails.
I can't wait to go down to the creek and see if it's healthy.
Science is a really fun subject.
I am looking forward to going to the creek and collect data and see if our creek is healthy.
I like the hill trail.
I can't wait until we can go down to the creek, so we can see if our creek is clean.
We also have two trails and the other you have to climb a lot of hills.
I love to experiment with weather and electricity and see how things float and sink.
I like doing science experiments inside.
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I like the flat trail the most. It is more nicer.
I would like to go down to the creek.
I liked the flat trail because it is flatter. The other trail is bumpy. It has steep hills. The other
trail has only one hill.
I love the data. It is fun.
Collecting. From the creek. I like going to the creek to do projects.
The trail I like is the hilly one because I like sliding down it and I am aside.
I like to have class outside.
I hope I can go to the creek and see if it is polluted.
Thank you for bringing this letter.
I like science and my teacher.
We had a lot of fun on the new trail.
We learned different kinds of tree names and how to identify them.
I thought going on our second trail was fun because we got to climb steep hills and learn more
about the trees we didn't know about before.
The second trail we learned about trees.
We had fun on the trail. I had so much fun on the trail behind the school. I learned so much
about trees. It was so much fun.
The second trail was fun because the hills were steep and a trail is a fun place to go.
I am so excited to go down to the creek. It is a great activity to learn stuff about creeks
because you can take care of them. Hope she teaches more.
I like steep trail.
I hope you teach my teacher a lot more so we can learn from her.
We will also get to do more hands-on activities.
I really hope we get to learn more and do more activities.
I hope you teach my teacher more activities.
I like the steep trail best.
I hope our teacher can learn more and we will do more hands-on and get to go to the creek
more.
We would like to learn what she learns so we can be knowledged more with science more
than what we already do.
Teach my teacher more so I can learn more.
I like the steep trail.
I hope you teach my teacher to do more fun stuff.
Please help my teacher to learn more so she will do more experiments.
You should teach my teacher more.
We hope you teach our teacher new things so she can identify many different species.
I was taking the trip
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Appendix III: School Administrator/Supervisor Survey Questionnaire
1 = Strongly Disagree

2 = Disagree

3 = Neutral

On a scale of 1 to 5 please rank the following.

4 = Agree

5 = Strongly Agree

Lowest ……………………..Highest

1. Teachers from my district/school have
attended the Campbellsville University
Outdoor Classroom Institute summer
teacher academies

1

2

3
2

4
1

5
3

2. I have encouraged attendance at the
Outdoor Classroom Institute summer
teacher academies

1

2

3

4
2

5
4

a. Paid travel, baby sitting, lodging
or other expenses incurred

1
1

2
1

3
1

4
1

5
2

b. Matched the stipend paid by
Campbellsville University

1
3

2

3
1

4

5

c. Attended trips to Clay Hill Memorial
Forest with my teachers/students

1
5

2

3

4

5

d. Participated in the Outdoor Classroom
Institute as presenter or learner

1
5

2

3

4

5

3. I have involved my district's/school's
teachers/participants who attended the
Outdoor Classroom Institute as teacher
leaders within my district/school to
share/provide provide professional
development.

1
3

2

3
2

4
1

5
1

4. I have visited Clay Hill Memorial Forest
as a leisure activity

1
4

2

3

4

5
2

5. I am aware of the resources and equipment
that teachers/participants received for use in
their classrooms.

1
2

2

3
1

4
1

5
2

6. I have reviewed the units of study that
were created by teachers/participants.

1
2

2
2

3

4
2

5

7. I attend the annual Outdoor Classroom
Institute strategic planning meeting.

1
6

2

3

4

5
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8. When I am unable to attend the annual
Outdoor Classroom Initiative annual
strategic planning meeting I send a
representative from my district/school.

1
3

2
2

3
1

4

5

9. My input at the annual strategic planning
meeting is valued.

1

2
1

3
1

4
1

5
1

10. How can the Outdoor Classroom Institute program be improved?
I am not familiar with the institute.
Do you have a video?
Keep expanding the opportunity to participate for students and teachers.
11. What other comments would you like to make regarding the performance of this program?
I do not believe we have had teachers from Metcalfe Co. to attend.
We have only sent one teacher, but she loved it.
Keep up the good work.
My staff come back excited about teaching after attending.
12. What types of resources and equipment would you like to see provided at a Outdoor Classroom
Institute summer academy for teachers?
Incorporate non-expensive/free supplies/equipment into the classroom.
Unsure.
13. What topics would you recommend that the Outdoor Classroom Institute cover in the future?
I would like to see cross-curricular units developed.
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Appendix IV: Benefactor Survey Questionnaire
1 = Strongly Disagree

2 = Disagree

3 = Neutral

On a scale of 1 to 5 please rank the following.

4 = Agree

5 = Strongly Agree

Lowest ……………………..Highest

1. I am aware of the summer professional
development program for teachers held
annually at Clay Hill Memorial Forest
and Joan White Howell Environmental
Education Center.

1

2

2. I have been involved in some aspect of
the Outdoor Classroom Institute.

1
2
3
4
1
(5 selection – not directly with the children)

5
1

3. I would like to be involved in the annual
strategic planning meeting for the summer
professional development activities at
Clay Hill Memorial Forest and Joan White
Howell Environmental Education Center.

1

5
1

4. I would like to be involved in the annual
Outdoor Classroom Institute for teachers
Held at Clay Hill Memorial Forest and
Joan White Howell Environmental
Education Center.

1

5. I receive regular communication concerning
the Outdoor Classroom Institute professional
development summer program for teachers.

1
1

2

3

4

5
1

6. I am aware of the exponential growth in the
number of students and teachers who are
utilizing the Clay Hill Memorial Forest and
the Joan White Howell Environmental
Education Center.

1

2

3

4
1

5
1

2

3

3
1

4

4

5
2

(If I can make the trip at that time)

2

3
1

4

5
1

(If I can make the trip at that time)

7. What goals do you have for Clay Hill Memorial Forest and Joan White Howell Environmental
Education Center?
That it receives major grants from national institutions and businesses to become the premier
environmental research institute in the state.
My goals are
(a) to expand the facilities at the Joan White Howell Environmental Education Center in order to
better accommodate large elementary and secondary school groups, the OCI (Outdoor
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Classroom Institute), and the expanding number of classes in the future (hopefully) at CU
(Campbellsville University) in subjects related to Biology and the environment.
(b) to increase promotion within the CU (Campbellsville University) community by Clay Hill
Memorial Forest of Earth Stewardship, improving Little Angel Trail, and the memorial site for rest
and contemplation.
8. What goals do you have for the annual Outdoor Classroom Institute?
That it continues to grow in attendance and that the university begin significant funding for
instructors.
My goals are:
(a) Expansion of the OCI (Outdoor Classroom Institute) program in order to reach into all counties
from which CU (Campbellsville University) will draw the majority of its future students, in
order to reach the maximum number of students and to acquaint the teachers and the parents
with CU (Campbellsville University) in general.
(b) Creation of a consortium with other institutions for an expanded OCI (Outdoor Classroom
Institute) program.
9. Do you have an avenue to express these goals?
Only any possible influence I may have on the university administration.
Yes, through my contacts with you and other members of the faculty and the administration.
10. How can I facilitate your involvement in the future?
By just staying in touch with me as to what the needs are for the Outdoor Classroom Institute.
By keeping me currently informed of the developments of OCI (Outdoor Classroom Institute).
11. Do you have any further comments, suggestions or statements that you would like to make?
I sincerely appreciate your interest in the Clay Hill Memorial Forest and the Joan White Howell
Environmental Education Center.
Not at this time.
12. How do you feel the program can be improved?
By adding an educational wing onto the present center to provide more classroom space for
instruction.
I have no suggestions at this time.
13. What other comments would you like to make regarding the performance of this program?
I have not attended any of the summer professional development activities at the Clay Hill
Memorial Forest and thus cannot comment on the performance of this program. I live in Atlanta,
which is quite far from Campbellsville and only attend Clay Hill Advisory meetings once each
year.
Just my compliments to all those at the university who have had a hand in starting and conducting
the OCI (Outdoor Classroom Institute).

An Evaluation Study

35

Appendix V: Faculty, Directors, and Presenters Survey Questionnaire
1 = Strongly Disagree

2 = Disagree

3 = Neutral

4 = Agree

5 = Strongly Agree

On a scale of 1 to 5 please rank the following.

Lowest ……………………..Highest

1. I plan to continue to be involved in the Outdoor
Classroom Institute summer opportunity.

1

2

3

4

5
4

2. The Outdoor Classroom Institute professional
development offers unique opportunities for
teachers to learn about the environment
through inquiry-based activities.

1

2

3

4
1

5
3

3. I am willing to be a resource to teachers who
attend the Outdoor Classroom Institute.

1

2

3

4

5
4

4. I have been engaged in the annual strategic
planning process for the Outdoor Classroom
Institute.

1
1

2
3

3

4

5

5. I plan to continue to provided leadership and
expertise for the Outdoor Classroom Institute.

1

2
1

3

4
1

5
2

6. I would like to be a part of annual strategic
planning for future professional development
opportunities at Clay Hill Memorial Forest.

1

2

3

4
3

5
1

7. I am involved in follow-up activities for
the Outdoor Classroom Institute.

1

2
2

3
2

4

5

8. What are the main benefits as you see them for teachers who attend the Outdoor Classroom
Institute?
With all the emphasis on inquiry based teaching and closing the achievement gap, the institute offers
teachers concrete ways to do both. Mot of the institute is conducted outdoors, which both helps
teachers understand how lessons will actually proceed and makes them more comfortable in that
setting. Both of these are important since outdoor learning is highly engaging to children, especially
those with diverse learning styles.
Teachers gain new experiences that they can use in their classrooms. They learn hands-on techniques
to reach different learning styles. They come away recharged!
Learning skills they would normally not acquire in education courses.
Hands-on personal experience.
9. How can this program be improved?
I would like to see the program expanded and I would like to see it become part of course offerings for
the environmental education endorsement.

An Evaluation Study
By adding more fundamental topics like physics and chemistry
10. What other comments would you like to make regarding the performance of this program?
This is a model program that could be expanded to other colleges and universities.
I would like to see every teacher do this kind of professional development. I think it would recharge
their excitement for teaching.
The program experienced a remarkable growth in the few years since Clay Hill was donated to the
University
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ABSTRACT
The Connecticut State Department of Education [CSDE] expects its kindergarten
through grade 12 teachers to be reflective practitioners, and, in their second year as
Beginning Teachers, to demonstrate their ability to reflect on their teaching effectiveness
in the Beginning Educator Support Training Program [BEST] Portfolio. Connecticut’s 15
teacher preparation programs are expected to provide opportunities for pre-service
teaching candidates to become reflective practitioners. Consequently, these programs
need to be infused with the strategies that encourage reflection among their pre-service
student clientele. This paper focuses on the strategies to teach reflection during the
student teaching semester at Western Connecticut State University, Danbury,
Connecticut. Sources used for this paper include student teachers’ lesson plans and postobservation supervisory reports, practice BEST Program Portfolios, and Professional
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Educator Portfolios [PEP]. Questions that are posed in this paper include: “What is meant
by reflection in teacher education?” “How are pre-service students instructed to
implement reflection as practitioners?” “What benefits do student teachers accrue in
using reflection strategies to assess their teaching abilities?” The paper concludes that
the pre-service period is a critical time for developing reflective practitioners.
Section One Introduction
RATIONALE FOR CHOOSING THE TOPIC

A Case of Successful Teaching Policy: Connecticut’s Long Term Efforts to Improve
Teaching and Learning, A Research Report (Wilson, Darling-Hammond, and Berry 2001)
presents the essential components of Connecticut’s policy to implement a dynamic plan
for a high quality kindergarten through grade 12 teaching staff in the following Figure 4
graphic organizer found in the publication.

Connecticut’s teachers are required to follow the guidelines set in the State
document entitled The Connecticut Common Core of Teaching (CCCT, 1999), which
defines the State’s three parts’ foundational skills and teaching competencies common to
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pre-kindergarten through grade 12 teachers, as well as the knowledge, skills, and
competencies incorporated into the discipline-specific teaching standards for elementary
education, English language arts, history/social studies, mathematics, music, physical
education, science, special education, visual arts, and world languages. The Introduction
sets the tone for Connecticut teachers to apply the document’s standards on an ever
increasing level of expertise throughout their careers. It is particularly relevant for
Connecticut’s fifteen teacher preparation programs, since the Introduction states some
specific responsibilities for the programs to fulfill during the pre-service phase for their
student candidates.

Part III of the CCCT particularly is relevant to this study, in that it sets forth Connecticut’s
requirement that its teachers become reflective practitioners (See Appendix A, p. 37):

Connecticut educators also are subject to the regulations of the Beginning Educator
Support Training Program (BEST), conducted by the Connecticut State Department of
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Education (CSDE). BEST is a significant program, operational since the early 1980s, for
the training and maintenance of high quality kindergarten through grade twelve public
school educators, and to counteract attrition among practitioners in Connecticut,
considering the following statistics. (CSDE, Training Cooperating Teachers and University
Supervisors, summer 2005, slide number 89)

Beginning Teacher Attrition:

Annual Teacher Turnover (not just new teachers):

After 1 year = 14%

High poverty districts = 20%

After 2 years =24%
After 3 years = 33%
After 4 years = 40%

Low poverty districts = 13%
Of Those Leaving Teaching, only 14% are
retiring:

After 5 years = 46%
Source: Richard Ingersoll, Edutopia, February/March 2005

27% leave to pursue another type of
job
27% leave because of dissatisfaction

Licensure regulations in the State of Connecticut require Beginning Teachers to
submit a discipline based BEST Program Portfolio to the Connecticut Department of
Education. The portfolio must demonstrate the candidates’ effectiveness in planning for
teaching, implementation of instruction, assessment of students’ achievement, and
reflection on teaching effectiveness by impacting student learning. Student teachers at
WCSU are required to complete a practice BEST Portfolio as a reflection exercise while
completing the course “Assessment of Teaching Strategies” during their senior semester,
taken in conjunction with their student teaching clinical experiences. The portfolios’
reflection sections are valuable tools in assisting student teachers to become reflective
practitioners. Written feedback for the past ten years from more than eighty classes of
student teachers [approximately fifteen students in each class] about their experiences in
creating the practice BEST portfolio led the author to the belief that a study of reflection
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among student teachers would benefit those teacher educators seeking to implement
strategies for instruction about the skills related to reflection.

THE PROBLEM STATEMENT
According to the researchers Hatton and Smith (1995), “Reflection is claimed as a
goal in many teacher preparation programs, but its definition and how it might be
fostered in student teachers are problematic issues”. How can teacher preparation
programs, such as those at Western Connecticut State University, organize their
strategies to foster reflection for the potential benefit of preparing pre-service teacher
candidates to become thoughtful practitioners?

PRELIMINARY RESEARCH QUESTIONS:
Seven preliminary research questions have been identified as a result of the
author’s involvement with creating various opportunities at WCSU for student teachers to
engage in reflection “in action,” “on action,” “for action,” and with “critical friends.”
These preliminary research questions include:
1. Have the strategies employed at WCSU resulted in student teachers
demonstrating evidence of reflective practice?
2. If so, what types and patterns of reflection can be identified?
3. Which factors seem important in fostering their development?
4. Which strategies appear to be effective in producing reflection?
5. What are the salient characteristics of such approaches?
6. Have more effective models of reflection strategies been developed?
7. How can the conditions for encouraging reflective practice be improved?
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Section Two [Selected] Review of Literature:
Neville Hatton and David Smith (1995) have compared the major perspectives,
inspired by a variety of theorists and researchers, that have guided approaches to teacher
education over the past forty to fifty years: (1) Piaget’s Developmentalist approach
focused on educators’ understanding of students’ behavior and thought patterns as the
former and latter changed over time; (2) the Social Reconstructionist approach expected
educators to change their practices in the hope that schools would be instrumental in
changing a society based upon unjust social, economic, and political relationships; (3) the
Academic approach required educators to transform their individual disciplines in order for
students to learn the essentials of each; and (4) the Social Efficiency Approach
encouraged educators to utilize research findings in order to develop and implement best
teaching practices.
Western Connecticut State University’s conceptual framework indicates the
Education Unit’s approach to teacher education and its commitment for pre-service
candidates to become reflective practitioners. “Dewey's view of inquiry (1998) and Schön's
(1983) perspective of the reflective practitioner provide the theoretical foundation for the Unit's
thinking about reflective practice. (http://www.wcsu.edu/education/concept.htm)
John Dewey (1933) is acknowledged as a key twentieth century originator of the
concept of reflection. His basic ideas are seminal, especially about reflection as an active
and deliberative cognitive process.(Hatton and Smith, 1995) Wide agreement among a
variety of writers supports the notion that reflection is a special form of thought, (SparksLanger & Colton, 1991; McNamara, 1990; Kremer-Hayon, 1988; Waxman et al., 1988).
The views of past educators such as Plato, Aristotle, Confucius, Lao Tzu, Solomon and
Buddha provided a foundation for Dewey’s ruminations.(Houston, 1988) Practical
problems, according to Dewey, should be addressed by using reflective thinking processes
which connect ideas, beliefs, and knowledge to arrive at possible solutions. His concept is
applicable in the daily k-12 classroom, where teachers’ need to engage in the reflective
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thinking process to cope with responsibilities that predominantly are of a practical nature
involving perplexing interactions among students-students and faculty-students and
families-students and administration, instructional issues, and community concerns.
Five distinctive forms of reflection are detailed by Hatton and Smith (1995) as to
their taxonomic levels, appropriate times to use them, attributes, and processes that are
used for the types of reflection. Comparison of these distinctive forms of reflection are
organized graphically in the matrix below.
LEVELS OF REFLECTION

RESEARCHER
WRITER AND/OR
APPROACH

6.REFLECTION-INACTION
SCHON, 1983, 1987
[THE MOST DEMANDING

TYPE OF REFLECTION
ON ONE’S TEACHING]

5. REFLECTION-ONACTION
SCHON, 1983
SMITH & HATTON, 1992,
1993
4.CRITICAL REFLECTION
ON ACTION

VAN MANEN, 1977
HABERMAS, 1973
GORE & ZEICHNER, 1991
[SOCIAL RECONSTRUCTIONIST]

3.DIALOGIC REFLECTION
ON ACTION

2.DESCRIPTIVE
REFLECTION ON ACTION

[DELIBERATIVE,
COGNITIVE, NARRATIVE]

[SOCIAL EFFICIENCY,
DEVELOPMENTAL,
PERSONALISTIC]

1.TECHNICAL
RATIONALITY
SCHON, 1983
SHULMAN, 1988

WHEN USED

ATTRIBUTES

APPROPRIATE TO AN
UNFOLDING SITUATION;
CONSCIOUSLY THINK
ABOUT AN ACTION AS
IT IS TAKING PLACE,
MAKE SENSE OF WHAT
IS HAPPENING, SHAPING
SUCCESSIVE PRACTICAL
STEPS USING MULTIPLE
VIEWPOINTS

DEALS WITH ON-THESPOT PROFESSIONAL
PROBLEMS AS THEY
ARISE; ADDRESSING
IMPACT CONCERNS
AFTER SOME
EXPERIENCE IN THE
PROFESSION;

TAKES PLACE A
CONSIDERABLE TIME
AFTER THE TEACHING
DECISIONS & EVENTS
BEING REFLECTED UPON

ADDRESSING TASK &
IMPACT CONCERNS IN
THE LATER STAGES OF
A PRE-SERVICE
PROGRAM

DEMANDING; NOT A
VERY COMMON
OCCURRENCE; NEEDS
TO BE FOSTERED FROM
THE BEGINNING
BECAUSE TEACHING IS
CONCERNED WITH
MEANS & ENDS
BECOMING
INCREASINGLY AWARE
OF THE PROBLEMATIC
NATURE OF
PROFESSIONAL ACTION
EASILY MASTERED

SEEING AS
PROBLEMATIC THE
GOALS & PRACTICES OF
ONE’S PROFESSION,
ACCORDING TO ETHICAL
CRITERIA

USEFUL STARTING
POINT ADDRESSING
CONCERNS OF
STUDENTS;

WEIGHING COMPETING
CLAIMS & VIEWPOINTS,
AND THEN EXPLORING
ALTERNATIVE
SOLUTIONS
MORE ABLE TO GIVE A
RANGE OF REASONS
FOR ACTING AS THEY
DID
ADDRESSING SELF &
TASK CONCERNS EARLY
IN A PROGRAM WHICH
PREPARE INDIVIDUALS

PROCESSES USED

APPLY QUALITATIVELY
DISTINCTIVE KINDS OF
REFLECTION
[TECHNICAL,
DESCRIPTIVE, DIALOGIC,
CRITICAL] TO A GIVEN
SITUATION; THINKING
ABOUT REASONS FOR
WHAT WAS GOING ON
AS IT HAPPENED; MAKE
REASONED
JUDGEMENTS ABOUT
PREFERABLE WAYS TO
ACT
USE AFTER TECHNICAL
FORM AS 3 TYPES OF
REFLECTION ON ACTION

DEPENDS ON
DEVELOPMENT OF
METACOGNITIVE SKILLS
W/ A GRASP AND
ACCEPTANCE OF
PARTICULAR
IDEOLOGICAL
FRAMEWORKS
EXPLORATORY AND
TENTATIVE
EXAMINATION OF WHY
THINGS OCCUR THE
WAY THEY DO
SEEKING WHAT IS SEEN
AS ‘BEST POSSIBLE’
PRACTICE
A FIRST FRAMEWORK
FOR ANALYZING
PERFORMANCE IN
INCREASINGLY
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UNDERTAKEN IN
CONTROLLED OR
SIMULATED
SITUATIONS, WITH
IMMEDIATE FEEDBACK

FOR ENTRY INTO A
PROFESSION;
EFFICIENCY &
EFFECTIVENESS OF
MEANS TO ACHIEVE
ENDS

8

DEMANDING PRACTICUM
SITUATIONS

Several of the researchers’ and writers’ ideas that are compared in the above matrix are
worthy of individual note. Max Van Manen and Donald Schon.
Max Van Manen (1977) proposed three levels of reflection: (1) technical, (2)
practical, and (3) critical reflection. The first level, technical reflection, is concerned with
the efficiency and effectiveness of means to achieve certain ends, and analyzes the
effects of strategies used. The second, practical reflection, allows for open examination
of means (i.e. specific classroom practice) and goals, the assumptions upon which these
are based, and the actual outcomes and/or consequences. This level accepts the premise
that meanings are not absolute, but are negotiated through language. The third level,
critical reflection, involves moral and ethical criteria (Gore & Zeichner, 1991; Adler,
1991), and making judgments about whether or not professional activity is equitable,
just, and respectful. (Smith & Lovat, 1991; Noffke & Brennan, 1988; Zeichner & Liston,
1987). According to Van Manen, all three levels of reflection need to be employed for
educators to appropriately foster their professional development.
Donald Schon (1983; 1987) wrote about reflection as it is tied to action. He refers
to “reflection-in-action” and “reflection-on-action,” whereby educators configure and
reconfigure complex and ambiguous problems, test out various interpretations, and then
modify their actions as a consequence of the process. “Reflection-in-action” refers to
educators simultaneously consciously thinking about an issue or a problem, and
instantaneously making modifications during the teaching-learning situation. “Reflectionon-action” occurs after instruction, when the educator mentally plays back what has
transpired, questions the strengths and weaknesses of the lesson, and moves the
educator to reflection-for-action in order to formulate more effective future teaching
strategies. These “forms of reflection involve demanding rational and moral processes in
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making reasoned judgments about preferable ways to act.”(Hatton and Smith) The
Connecticut State Department of Education’s approach to reflection, as practiced by preand in-service Connecticut teachers is embedded in the Beginning Educator Support
Training Program (BEST), and represents a model of Schon’s interpretation of reflection-in
and -on action.
Hatton and Smith (1994) noted that: “The theoretical framework for reflection
adopted by a particular program will depend upon its purposes and focus, and therefore in
turn upon the assumptions about teaching and teacher education upon which these are
based.” Following up on this statement, Hatton’s and Smith’s seven principles of
reflection are worthy of mention, since they are found to be present in various secondary
teacher education programs:
a) concern with the development in student teachers of a personal style and
philosophy of teaching, including ethical dimensions;
b) use of action research or enquiry-based approaches to investigate and improve
teaching in a supportive environment;
c) recognition of the problematic nature of schooling, including classroom and
curriculum decision-making;
d) sensitivity to contexts for teaching, and in particular, to the range of school
students' backgrounds, abilities, and characteristics;
e) attempts to build in cycles involving preparation for practicum action, data
collection about what happened, reflection upon it, and possible (often `if-then')
modifications;
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f) ongoing monitoring of program implementation, with careful attempts to provide
some evidence of their outcomes and impact; and
g) use of techniques such as microteaching to build a repertoire of skills, journaling
to encourage recording, thinking and self-evaluation, and regular dialogues with
peers, staff and/or teachers to clarify issues and value positions.”
Program Goal IX of the conceptual framework for the Education Department of the
College of Saint Benedict, Minnesota, summarizes the significance of reflection and its
impact on educators’ professional development.
Reflection fosters professional growth and development, critical thinking, selfassessment, and self-directed learning. It promotes the development of new
knowledge, leads to broader understanding, and creates greater self-awareness
(Osterman & Kottkamp, 2004). It facilitates sorting through and selecting from
many ideas, helps confront and challenge one’s current conceptions of teaching and
learning, and assists in identifying how these affect classroom decision making.
Therefore, reflection is an invaluable tool in facilitating life-long learning and
professional growth.
(http://www.csbsju.edu/education/knowledgebase/knowledgebaseIX.htm)

RESEARCH QUESTIONS:
The afore mentioned preliminary research questions have been revised as a result
of the author’s review of the literature about reflection, reviewing student teachers’ work,
and thinking about the opportunities for student teachers to engage in reflection during
their senior clinical experience semester. The research questions for this study include:
1. What procedures do the WCSU Education Programs for Elementary, Health,
Music, and Secondary Education have in place that provide opportunities for
student teachers to engage in reflective practice?

L.G. Stambler, Ph.D. “…Strategies to Encourage Reflection Among Pre-service Student Teachers…”

11

2. What types of evidence are there to demonstrate the implementation of
reflective practice by WCSU’s student teachers?
3. Which factors seem most important in fostering the development of student
teachers’ reflective practice, according to WCSU’s student teachers?
4. Which strategies appear to be effective in producing reflection, according to
WCSU’s
student teachers?
5. Are there other effective models of reflection strategies that may be adopted
at WCSU?
6. How can the conditions for encouraging reflective practice be improved at
WCSU?
Section Three Analysis of Data and Findings
1. What procedures do the WCSU Education Programs for Elementary, Health, Music, and
Secondary Education have in place that provide opportunities for student teachers to
engage in reflective practice?
1.1 CSDE’S BEST PROGRAM
“The mission of the Education and Educational Psychology Department is to prepare
candidates for careers in teaching and counseling professions…..Candidates in our teacher and
counselor preparation programs must achieve the following objectives ……….(number) 7.
demonstrate a spirit of inquiry, the use of critical thinking skills, and the habits of the reflective
practitioner…..” Student teachers are paired with the appropriate University Supervisors and
kindergarten through grade twelve public school Cooperating Teachers, who have been trained
through the CSDE BEST Program, to guide student teachers for their roles as reflective
practitioners. University Supervisors and Cooperating Teachers conduct conversations with their
student teachers that are supposed to result in: [1] Reflection-in-action, during the instructional
mode; [2] Reflection-on-action, after instruction; and, [3] Reflection-for-action, during preparation

L.G. Stambler, Ph.D. “…Strategies to Encourage Reflection Among Pre-service Student Teachers…”

12

for succeeding lessons. Cooperating Teachers and University Supervisors, knowledgeable about
the Reflection Cycle, provide a variety of mentoring functions that are expected to enhance the
student teachers’ reflection capabilities, as pictured in these spring 2005 CSDE training slides
[numbers 41, 8].

REFLECTION CYCLE
Collect Data
From a
Variety
Modify
Practice

Reflection

Draw Conclusions
About Impact of
Teaching on
Student

Analyze
Data

Evaluate
Student

COOPERATING TEACHER
Provides Intensive
Short-Term Assistance
Collaborates
with
University
Supervisor
Provides
Instructional
Feedback
Through
Reflection
Cycle

Models Reflection &
Effective Teaching
COOPERATING
TEACHER

Evaluates Student
Teacher’s
Competence

Coaches to
Develop
Competence

1.2 CSDE TITLE II PILOT STUDENT TEACHING EVALUATION INSTRUMENT
Additionally, since the fall 2003 semester, WCSU student teachers have been evaluated by
a CCCT competency based instrument with a rubric that includes the attributes of an observation-
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reflection process; i.e. planning for instruction, pre-observation reflection, observation of
instruction, post-observation reflection, and reflection for action (See http://www.title2ct.org).
There are multiple opportunities for WCSU’s student teachers to become skilled in the
“habits of the reflective practitioner” during the course of their required fifteen weeks of senior
semester field placement, as well as during six of the fifteen weeks’ course, “Assessment of
Teaching Strategies,” that they concurrently take with their student teaching field work. Student
teachers engage in six levels of reflection which have been identified in the literature reviewed for
this study (i.e. Hatton and Smith, Schon, Van Manen): [1] Reflection-in-action; [2] Reflection-onaction; [3] Critical reflection-on-action; [4] Dialogic reflection-on-action; [5] Descriptive reflection-onaction; and [6] Technical rationality.
The CSDE Title II Pilot Student Teacher Evaluation Instrument’s twenty competencies serve
as guides for the student teachers in their field experience’s planning, instruction, assessment of
students’ learning, reflection on their teaching, and dispositions. Cooperating Teachers and
University Supervisors are trained in conferencing methods that will lead student teachers to skillful
reflection-on-action and reflection-for-action. (CSDE Training, summer 2005, slide number 48).

Planning a Conference/Conversation

•
•
•
•
•
•

Identify area of focus

–

Look at the rubric. What competency will you choose to focus on in this conference?
What do you know about the student teacher’s current level of performance?

Collect data

–

Potential sources: lesson observation, lesson plan, student work

Generate questions to promote reflection
Identify data/evidence to share

–

Relate to performance indicators on rubric

Support/Teach

–

How will you assist this student teacher in moving to a higher level of skill/competency?

Closure/Next Steps

–

What have you discussed? Set short term goals.

The Instrument’s pre- and post-observation questions are used by the Cooperating
Teachers and University Supervisors for reflective conversations. Sample questions from the postobservation reflection form attest to the types of formative conversations that student teachers
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participate in with their Cooperating Teachers and University Supervisors when discussing their
lesson plans and instructional performance: pre-observation reflection for action; and, postobservation descriptive, dialogic, and critical reflection on action.
Fall 2005 Pilot Study of Student Teaching Evaluation
Post-Observation Reflection on Teaching
1. As you think about your lesson today and how it progressed, what aspects of
your instruction were most effective in helping students learn? What
evidence supports your conclusions?
2. If you made changes or adjustments during your lesson, what were they and
what led you to make them?
3. If you could teach this lesson again, what would you do differently?
4. In our pre-conference we discussed students requiring differentiated
instruction. Briefly describe what you observed about each student’s
performance relative to the lesson objective.
5. What have you learned that will impact your planning for future lessons,
either in terms of your own instructional skills or in addressing students’
instructional needs?
-Overall comments:
-Goals for student teacher (determined jointly by CT/US and student teacher):

Part of the CSDE training for Cooperating Teachers and University Supervisors provides
samples of questions that may be asked of the student teachers, which will promote
reflection about student learning, since pre-service teacher candidates are expected to
analyze how their teaching effectiveness impacts on students’ learning. (CSDE, Training of
Cooperating Teachers and University Supervisors, summer 2005, slides number 52-53).
The following questions were taken from the training:
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How did you use students’ previous knowledge and curriculum standards in
determining the learning objectives for this lesson/unit?
•

How did you determine the criteria for success? How did you
communicate this to students before/after?

•

Describe how the planned learning activities were tailored to meet
individual learning needs/interests.

•

Did you anticipate that particular students might have difficulties?
How did you accommodate for that?

•

Can you talk more about that?

•

How did you monitor for understanding during the lesson?

•

What, if any, adjustments did you make?

•

What evidence do you have for student learning or
understanding/misunderstanding? Are there patterns?

•

What will you plan next for the students who demonstrated
understanding/those who did not?

•

What surprised you about the lesson and student

performance?

Why? What conclusions can you draw?
•

If you could teach the class again, would you make any changes?
What? Why?

1.3 ASSESSMENT OF TEACHING STRATEGIES COURSE (ED 340)
Four requirements for the previously mentioned one credit course, Assessment of Teaching
Strategies, offer the student teachers opportunities to apply the forms of reflection utilized in their
field placements in a classroom setting for two and one half hours each of six sessions during the
student teaching semester (See Appendices B and C, pp. 38-39). First, students prepare written
case studies based on their teaching experiences, in which they analyze problematic situations in
their placements [i.e. critical reflection on action], weigh options for actions about those situations
[i.e. dialogic reflection in action], and tell their student teacher peers how they handled the
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problems, seek advice from their “critical friends” [i.e. descriptive reflection on action]. Students
conduct conversations about their cases during the first twenty minutes of a class session. They
ask each other fact finding type questions and offer suggestions from their own experiences to
assist their peers. The conversations are woven together during the closure when students and
professor seek to find patterns of problem formation and the most likely ways to remedy the
situations and preclude future occurrences of the same issues. A sample of the questions
included in the case study format follow.

1. DESCRIBE AN ITEM OF CONCERN TO YOU OR A
SITUATION THAT IS PROBLEMATIC FOR YOU WHICH HAS ARISEN
DURING THIS STUDENT TEACHING PLACEMENT. WHY DID THIS
CONCERN ARISE?
2. WHICH EDUCATIONAL ISSUES DOMINATE THIS ITEM OF CONCERN OR
SITUATION? WHY DO YOU THINK THESE ISSUES ARE PRESENT?
3. WHO ARE THE PARTICIPANTS IN THIS SITUATION? WHAT IS THEIR
VESTED INTEREST IN THE SITUATION? WHY?
4. WHAT SUGGESTIONS HAVE BEEN PROPOSED BY THE OTHER
PARTICIPANTS TO RESOLVE THE SITUATION? RANK ORDER THE
SUGGESTIONS. WHICH ARE MORE FEASIBLE THAN THE OTHERS? WHY?
5. WHAT ARE YOUR SUGGESTIONS TO RESOLVE THE SITUATION?
WHICH SUGGESTIONS HAVE YOU NOT BEEN ABLE TO OFFER? WHAT
MAY HAVE LIMITED YOUR ABILITY TO OFFER YOUR SUGGESTIONS?
WHICH OF YOUR SUGGESTIONS HAVE BEEN IMPLEMENTED? WHAT
HAVE BEEN THE RESULTS? WHY?
6. OTHER COMMENTS THAT YOU MIGHT WANT TO ADD?
Second, students make a video tape of one of their teaching lessons early in the semester,
and another one with their practice BEST Portfolios at a later date. Student teachers analyze the
video tapes for evidence of their own teaching effectiveness, based on the CSDE Title II Pilot
Student Teacher Evaluation Instrument’s Rubric competencies four through fourteen [i.e. reflection
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on action]. In addition, the students serve as critical friends for each other when they view their
peers’ videotapes during a class session, using the language of the competencies to advise each
other about their performances. The professor also uses the CSDE Title II Pilot Student Teaching
Evaluation Instrument Rubric to review the videotaped lessons and written plans, as well as the
student teachers’ written data collection forms to validate their evidence collection about their own
effective teaching.
4. Establishing standards of behavior by:
• Communicating and reinforcing developmentally appropriate standards
of behavior and Monitoring engagement in learning tasks.
5.Creating a positive learning environment by establishing rapport and a nonthreatening classroom atmosphere.
6.Managing routines and transitions effectively in order to maximize
instructional time.

This competency refers to non-instructional routines and transitions.
7.Communicating and reinforcing high expectations for academic achievement.
8.Implementing instruction that includes effective initiation and closure.
9.Developing important content specific knowledge, skills, and conceptual
understanding by:
• Meeting district, state and national content standards,
• Helping students make connections within and across lessons, and
• Presenting the content accurately and clearly.
10.Leading students to learn by facilitating students’ opportunities for:
• Critical thinking and exploration of concepts (important ideas, essential
questions and major concepts within the discipline),
• Response to questions, and
• Discourse.
11.Supporting a range of student learning differences by differentiating
instruction.
12.Communicating clearly, using acceptable oral and written expressions.

Note: If communication issues interfere with student learning, this
competency must be rated unacceptable.
13.Monitoring during the lesson for student understanding and, when
necessary, adjusting instruction and pacing.
14.Providing performance feedback (oral or written) to students that focuses
on content or skills and assists students in improving their performance.

Third, student teachers create a practice discipline based BEST Portfolio guided by CSDE
BEST Program handbooks and a “Sample Portfolio Framework.” The practice BEST Portfolio is
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comparable to what Connecticut Beginning Teachers submit to the CSDE as a licensure
requirement during their second year of teaching. A “Teaching Portfolio,” as defined by the BEST
Program, is “the end-product of a process of data collection, personal reflection, and professional
dialogue about teaching and learning; the process can be used for professional development
and/or evaluation.” [CSDE, Portfolio Support Training, March 2005, slide number 11]. The portfolio
consists of four segments, Planning, Teaching, Assessment [of students’ learning], and Reflecting
[on Teaching], which are divided into two major parts shown below: Data Collection and Reflective
Questions [CSDE, Portfolio Support Training, March 2005. slide number 12].

SAMPLE PORTFOLIO FRAMEWORK
DATA COLLECTION
Select and describe
students/class.
Plan a series of lessons to
promote conceptual
learning.
Write a short commentary
on the rationale of your
planning based on student
needs and curriculum.

•

• Conduct the lessons.
• Document what happened
during each lesson.
• Videotape lessons/submit
segments.
• Write a daily commentary.

•

•

Planning
•

•

Teaching

REFLECTIVE QUESTIONS

•
Assessing
•

•
Reflecting
•

Collect samples of student
work.
Write a short commentary
analyzing student learning
throughout the series.
Analyze the effectiveness
of your teaching based on
student learning.
Write a short commentary

What previous knowledge and
skill do students bring?
• What do you want students
to know and/or be skilled at?
Why is this important?
• What tasks/activities will
students engage in to
develop the knowledge/skills?
• How will you assess learning?
How does this lesson build on
previous learning?
• How did the structure of the
lesson create and
environment for learning?
• What evidence of student
learning do you have?
• What did you learn about
students’ learning across the
series of lessons?
• What kind of constructive
feedback did you give to
students?
• What did the students’
performance tell you about
your teaching?
• How will you adapt your
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teaching based on this
evidence or experience?

The levels of reflection associated with the practice BEST Portfolio provide opportunities for the
student teachers to note changes in their teaching during their lessons [i.e. Reflection-in-action],
write responses to the Sample BEST Frameworks’ reflective questions [i.e. Reflection-on-action],
engage in critical friends type post-observation conversations with Cooperating Teachers,
University Supervisors, and exchange practice BEST Portfolios with peers [i.e. Descriptive
Reflection on Action].
The fourth, and last requirement in the Assessment of Teaching Strategies course until the
fall 2004 semester, when it was removed from the course, was the preparation of a Professional
Educator Portfolio [PEP] for use during interviews for teaching employment, Essays included in
the PEP required the student teachers to reflect on a variety of prompts about their student
teaching experiences: “How Has My Teaching Changed Since the Start of Student Teaching?
What I Will Do As An Educator? What I Will Never Do Again? How Has ED 340, Assessment of
Teaching Strategies, impacted my learning?” (See Appendix D, pp. 40-41). Goal setting, decisionmaking, and reflection are important parts of the PEP, which provides a foundation for student
teachers to evaluate their work in a thought provoking manner over time and through their career
years as educators. The PEP served as the focus of discussion among the student teachers as
critical friends during their class time, and at the closing triad meeting of the semester with
Cooperating Teachers and University Supervisors providing their perspectives on how the student
teachers had responded to reflective prompts.

2. What types of evidence are there to demonstrate the implementation of reflective
practice by WCSU’s student teachers?
Three visiting CSDE reaccreditation teams rated the Elementary, Health, Music, and
Secondary Education Programs at WCSU as meeting State standards for performance by
those programs, and accorded commendations in 1994, 1999, and 2004 to student
teachers’ activities, courses, and requirements of a reflective nature. This meant that the
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Assessment of Teaching Strategies and Student Teaching courses’ requirements were
recognized for having incorporated the CSDE Title II Pilot Student Teaching Evaluation
Instrument, practice BEST Portfolio, and PEP. Evidence of student teachers’ work are
included herein to demonstrate how the various levels of reflection referred to in the
previous section were implemented by student teachers:
2.1 DATA COLLECTION BASED ON COMPETENCIES 4-14 OF THE CSDE
TITLE II PILOT STUDENT TEACHING INSTRUMENT;
2.2 REFLECTIVE JOURNAL FOR A UNIVERSITY SUPERVISOR;
2.3 ANSWERS TO BEST PORTFOLIO REFLECTIVE QUESTIONS, and,
2.4 PEP REFLECTIONS.

2.1 DATA COLLECTION FROM VIDEOTAPE #2
USING THE CSDE STUDENT TEACHING EVALUATION INSTRUMENT
SERVED AS A BASIS FOR REFLECTION IN THE PRACTICE BEST PORTFOLIO
Spring 2004 Natasha Panza, Secondary English Student Teacher
Student Teaching Competency

Notes from lesson observation
(Indicate dates on which each data notation was
observed or collected)

Instructing
4. Communicating and reinforcing
developmentally appropriate
standards of behavior.
Instructing
5. Fostering a learning community
by:
Establishing rapport and a nonthreatening learning environment in
which individual differences are
respected, and
Encouraging students to take risks
in their approach to learning.

I encouraged students to raise their hands
when they wanted to contribute to the
classroom discussion.

Instructing
6. Managing routines and transitions
effectively by organizing, allocating
and managing resources of time,
space, activities and material.

To use my time wisely, I took attendance while the
students were reading the poem silently. I chose a
student who does not usually volunteer to help me
pass out papers. Unfortunately, he seemed to be
nervous about the responsibility and did not pass

I foster a safe, non-threatening environment
by calling students by their first names. I
also give positive reinforcement for all answers
given by the students. To promote a fun
environment I joke with the students, allow
students time to laugh and enjoy themselves
as long as it is appropriate and does not get
us off task. I encourage the students to take
risks during the poem interpretations.
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This competency refers to noninstructional routines and
transitions.

them out very effectively. Perhaps I should have
given him more specific instructions.

Instructing
7. Promoting shared responsibility
for learning by:
Communicating and reinforcing high
expectations for learning and
Effectively varying teachercentered and student-centered
instruction to promote
independence of learners.
Instructing
8. Implementing learning strategies
and tasks to create learning
experiences that:
Include effective initiation and
closure,
Include effective lesson
development with well organized,
sequenced and paced learning
activities,
Purposeful use of materials, and
Help students make connections
within and across learning segments,
and lead students to learn related to
learning objectives.

I communicated my high expectations during
the lesson by saying, “I know you can do this.”
Furthermore, I varied the instruction from
teacher-centered lecture and questioning, to
student-centered independent learning when
they had to read and complete their poem
interpretations and listen for differences
between the poem and the song.

Instructing
9. Building on student learning
within the content or discipline of
focus by:
Presenting the content
accurately,
Developing important content
specific knowledge and skills, and
Meeting district, state and
national curricular or content
standards.
Instructing
10. Implementing learning tasks,
activities and using materials that
support a diversity of learning
needs through differentiated
instruction, accommodations
and/or modification of learning

This lesson was scaffolded to promote active
learning. For an initiation activity I had the
students read the poem silently to get them
to settle down and focus. After various
interpretations of the poem, I transitioned into
the song. I gave the students specific
directions as to what to listen for in the song.
After we listened to the song we compared it
to the poem and drew from prior knowledge of
The Odyssey. I evaluated students’
understanding through questions and a
reflection activity. Finally, we previewed the
next lesson by reading the forward to the next
chapter of reading.

During this lesson I drew from the students
understanding of mood and tone. The
students also had to construct meaning of
the song from their understanding of the
sections of The Odyssey that we had
already read in class. The lesson was
based upon district, state, and national
curriculum standards.

I kept a student who has focusing issues on task by
periodically pointing on his paper with my finger where
he should be following along.
I gave all students a copy of the lyrics after
they listened to the song so that they could
see where the differences were if they could
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and/or modification of learning
tasks and materials.
Instructing
11. Facilitating tasks, assessments
and classroom interactions that
promote the development of
critical thinking, problem-solving
and deeper understanding of
concepts
i.e., teacher knows when to…
clarify an issue, model, lead, let
students struggle with a difficulty,
prompt, rephrase, and connect
student responses with one
another.
Instructing
12. Communicating clearly, using
precise language and acceptable
oral and written expressions.

Assessing
13. Monitoring for:
Student understanding of the
lesson
Engagement at appropriate
points and
Adjusting teaching when
necessary.
Assessing
14. Providing performance
feedback (oral or written) that
focuses on content and assists
students in improving their
performance.
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not hear them.

I allowed students to struggle to find the
differences in the song and the poem. I
gave them time to come to their own
conclusions. I encouraged them to use
context clues to define the word allusion. I
connected students’ interpretations to the
poem to one another to help unite the
ideas.

I feel my communication skills need work. My
oral expression is acceptable, but not flawless.
Sometimes I use colloquial language that is too
informal for the classroom. I find myself using
expressions that I know the students
understand (slang) when I should be a model of
formal standard English.

To monitor students’ understanding, I
continuously ask questions to clarify
meaning throughout the lesson. I used the
reflection activity at the end of the lesson
to check for understanding of the lessons
objectives. I adjusted my questioning to
lead to a more meaningful and fluid lesson.
I praised risk takers to influence students
to improve their performance. I followed
all contributions with positive feedback and
comments.

2.2 REFLECTIVE JOURNAL FOR A UNIVERSITY SUPERVISOR
Sarah Ann D'Alessandro, Elementary Education Student Teacher

January 26, 2004 – The First Day – As soon as I arrived, my coop teacher (xxxxxx) gave me a gift of 501 Tips for
Teachers and a mini chalkboard for my future classroom. She also brought me a tea from Dunkin Donuts. I had the
impression she really didn’t want a student teacher, but she made me feel welcome today. She had called me the night
before and told me several times not to worry and get a good night’s sleep but she herself didn’t sleep all night and had
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a headache all day. I was introduced to the other faculty and staff but right now they are a blur of names. I sat and took
notes because I am trying to learn the daily schedule. Mainly, they have writing block from 8:30 until 10:00 and Math in
the afternoons, and the rest of the day is routines. To my surprise, the Kindergarteners change classes for writing block.
Twelve of the 20 students leave and go to ESL or Resource Room or Fragile Writing Block (the lowest level) and other
students come into Karen’s class for her writing block. She has a higher-level group, but she broke them into three
Guided Reading Groups and it was very obvious which group was which by the questions she asked and their answers.
All day I kept matching names with faces and by the time I went home I had about 15 of the 18 students present today
memorized.
January 27, 2004 – Day 2 – Today was an early closing day because of the snowstorm,
so everything was shortened and moved around. Also, it is the only day of the week they
don’t change classes for writing block so the schedule was very different today. Karen
and I decided I should plunge in as soon as possible, so I did attendance and lunch count in
the morning and graded their homework and enclosed messages and new homework in
their folders in the afternoon. I felt self-conscious leading the children through the line-up
and marching down the hallway to bathrooms but I am sure I will quickly get used to it.
Two of the children had notes in their folders sent in by their parents; both were in
Spanish. It was frustrating to only be able to read bits and pieces of them. I knew one was
all about the mom being pregnant, and the other mentioned a doctor, so at the end of
the day we brought them to the ESL teacher to translate. It turns out the pregnant mom
was telling us all about her complications with the pregnancy and the other was that the
child had just gotten over pneumonia and was on an inhaler (the teacher didn’t know he
was asthmatic) and he can’t go outside in the cold. (XXXX) wrote a note for someone in
the office who speaks Spanish to call and tell the parents we need a note from the
doctor. This makes five students out of twenty who have asthma. One little girl had an
asthma attack today and went to the office. The nurse was out so the principal gave her
the inhaler. When she came back to class she vomited. I almost wiped her off and Karen
reminded me it was bodily fluid, so I brought her to the office and the janitor cleaned it
up. No one was home at her house and she still had vomit on her dress, so I had to bring
her back to class and she sat at a table by herself until the end of the day. She was
shaking so I brought her coat to her and helped her put it on without getting vomit on it.
All day everyone was aware of an excitement in the air because of the snow and many
teachers were saying that there have been so many snow days and holidays that the
children are off task and forgetting everything. At one point, Karen left the room and I
took over for a few minutes. There is one boy who is the most difficult to keep on task.
He is very intelligent, but impulsive. He sits alone, but he started moving around,
complaining that he couldn’t see. I told him several times to stay in his seat, but he just
kept acting out. I finally walked over to him and quietly told him that we were going home
in a few minutes and there was nothing to see, but it was not too late to take him out of
the beehive (a behavior management chart). He said he already was out of the beehive,
which was kind of sassy. I asked him if he wanted to have a time out (the next step) while
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everyone else was leaving, and he finally quieted down. It was the first time I ever had to
use a firm voice with the class. Then I thought to compliment a little girl who was sitting
quietly, which (xxxx) does a lot. It worked like magic. Everyone else started copying her,
so I kept complimenting the students and they all settled down. Both the vomit and the
positive reinforcement were taught to me in school, but seeing them both in action has
reinforced them in my mind to remember in the future.
January 28, 2004 – Day 3 – Snow Day – I spent the day reading the Teacher’s Edition of the Math book the class uses.
By coincidence, they are about to start the second book next week, so Karen let me take it home because she wants me
to start teaching it. It is a way to get used to teaching the class without having to prepare my own lesson plans. There
are so many choices to make and you have to make sure you have all of the manipulatives and materials, so it is still a
lot of work, especially the first time. I am looking forward to doing it, but I am still nervous because I’m not sure what my
professors want me to do for my own lesson plans, especially with such a dictated curriculum as my school has. I want
to spend time this weekend figuring out if I can make my own lesson by combining a variety of possibilities from the
textbook, the math guest speaker we had at WCSU and the Internet. I was thinking I might use Sharing as a theme. It is
used in math to teach to divide things equally in halves, and could be used in the other content areas, too. I will run it by
Karen tomorrow. I also had to locate the handout in the back of my Guided Reading textbook for doing phonemic
awareness drills. Karen was very upset that several children in her class who go to another block for reading failed their
testing for it. She is ultimately responsible for them. I actually suggested we use this drill and she actually agreed. She is
going to look for one too. We are going to do a pretest, drill daily for two weeks and then test again. I hope to God my
first suggestion works.
January 29, 2004 – Day 4 – Today felt more like a routine. (xxxx) and I decided she is going to make up her own color
version of the drill chart, using most of the icons from one she found that is a lot like mine. I suggested changing the e
icon from an egg to an elephant, because most people I know pronounce egg with a long a sound and it is confusing for
the kids. She agreed to change it. She rearranged the room the other day and it looks a lot better. I told her the other day
that it is hard to see what she is talking about when she reads a book aloud and now she is planning to remove a desk
and make a reading circle on the floor! I am so glad. I will be using it when I take over writing block. She is also
rearranging her walls so I can have a large area for three bulletin boards. I will stay late with her to do the moving and
prepare the backgrounds. She also found the shape blocks and many other manipulatives I need. She is being
extremely helpful. On the second day I was here, she took me to the second floor to look around and as I was introduced
to the faculty she kept asking if I could visit several other grades, ESL, and Resource Room before I get busy doing all of
the teaching. She also said if I get hired in Waterbury, she would help me set up my room for the first time. She is
bending over backwards to be helpful.
January 30, 2004 – Day 5 - Today the students didn’t have school because the teachers had a professional
development session. I showed up early, at 7:30, to attend a faculty meeting for the entire faculty. I wished I had brought
a notepad to take notes like everyone else did. I paid a lot of attention and made lots of eye contact with the principal,
though. She just talked about some new forms and upcoming events. From 8:00 until 12:00 I went to the PDS on
Reciprocal Reading. I was taught that it has been replaced by Literacy Circles, but they are just pushing it in school. It is
being pushed by the city of Waterbury, I think. I got to interact more with the other faculty, which is good. I didn’t learn
anything new, but I got some more good handouts and I signed in, so the day counts as a school day for me. I stayed
until 3:00 and Karen and I rearranged furniture that we literally begged, borrowed and traded from classrooms all over
the building, including the 1800’s basement. A few other teachers helped off and on and now we actually have room for
a small reading circle and a small floor area for some center work on the floor, like puzzles, etc., and a listening center
for books on tape. It also made me feel more like it is my classroom now, because it is different for her now, too, and we
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poked around in closets and shelves and found math manipulatives for me, and mostly because I knew she did it for me
so I could experience a more typical Kindergarten classroom while I am student teaching. I also have to be videotaped
doing stuff there. I am very, very pleased to be able to do reading circles and to let the kids stretch their legs and move
around a little. Granted, it is still a closet and there are no permanent centers anywhere around the room, but it is an
improvement from desks all day. I opened my mouth and said I had a Groundhog Day book at home and (XXXX) told
me to bring it in Monday and read it to the kids, but now that I read it for the first time (I just bought it) it is a little too old
for them, it has three chapters. Maybe I will just read the first chapter, but I hate to have their first reading circle story be
only so-so. I may go shopping for a better one this weekend; I want to start reading circle off with a bang.
_________________________________________________________________
___________

2.3 ANSWERS TO BEST PORTFOLIO REFLECTIVE QUESTIONS
By Melissa Lasky, Secondary English Student Teacher
Lasky 53
Part II – Teaching

Section B – Sample Reflective Questions

How did the structure of the lesson create an environment for learning?
The structure of the lesson created an excellent environment for student learning. The
Students were right on target for my initiation as they picked out the same important elements of the novel
that I had put together for their study guide. This also provided a great time for them to realize how much
they actually learned over the course of the unit. This review session worked well for most of the students.
They stayed on task for the majority of the lesson and seemed to make more sense of the novel as a whole
after having group discussions about important events and characters. Afterwards I felt like I made it a little
too easy for them to pass the exam, yet several students still ended up doing poorly on the exam. I found
that the majority of the exam grades were in the high eighties to mid nineties, while a handful of students
completely failed because they did not read the directions or they never turned in the take home portion of
the exam.
What evidence of student learning do you have?
Samples of student exams follow as evidence of student learning from the duration of the unit
and the video taped review session. In addition are examples of student work from the ongoing and
culminating character journal assignment.
Lasky 64
What modifications did you make to your lesson? What would you do differently? Why?
There were no modifications made throughout the lesson. Next time I would not create the study
guide for the students to use while in the review session. Their ideas at the beginning of class were right on
target and they could have used their own suggestions to lead their own review sessions. This would show
that they are in charge of figuring out what is important from the novel, what they understand, and what
they have questions about. I think that a good initiation would also be to have the students each write
down one element of the novel that they do not completely understand. This would have helped them use
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their time more wisely by focusing on what they need to work on to do well on the exam and not waste
time reviewing the more simple concepts just because they are on the study guide.
Part III – Evaluating Student Work
Section A – Samples and Analysis of Student Work
Lasky 9
Analysis of student achievement
Throughout the course of the unit the students’ writing, participation, and insight into the novel
continued to show improvement. Student A does well simply because she attends class regularly and
submits most of the class and homework. Her grammar and writing ability has continued to show
improvement as she progresses from using simple sentences to more complex sentences. Student B is
extremely bright, but is often distracted by friends and often needs to be reminded to stay on task. For the
most part she attends class regularly and submits assignments on time, but occasionally fails to follow
directions which impact her achievement in class. Student C can do well when she puts in the effort. She is
often absent from class and seems to be a quiet, shy, more introverted person. When she contributes to
class and group discussion she often has excellent ideas and input, but this contribution is seldom which
seems to stem from social and/or self esteem issues. Over the course of the unit she seemed to become
more comfortable and did quite well on the final unit exam.
Lasky 104
Part IV – Analysis of Teaching
Section A- Analysis and Improvements
Analysis of the effectiveness of my teaching based on the learning of my students
Students learned a great deal about Harper Lee, life in the 1930’s, plot and character elements in To
Kill a Mockingbird, and about themselves. I have found that I am an effective teacher, but I can become a
more effective teacher. I started off the semester with the students explaining to them why I chose English
and Secondary Education as a career path. I explained to them that I know how tough adolescence can be
and that it is difficult to make sense of all that is going on at the time and I explained to them what reading
and writing has done for me. One can learn a great deal about life through reading. One can experience joys
and pains that one would not have known other wise. In addition to developing the basic literacy skills
necessary to succeed in life, literature develops social, interpersonal, intrapersonal skills. One of the most
important and beneficial activities that the students completed was creating Coming-of-Age collages.
Through reflective responses that I have received from the students I have found that the students were
quite thankful for having the opportunity to reflect on important events or experiences in their own lives
and how it contributed to making them more responsible, understanding, and aware. What was not very
effective, however, were my rubrics for the activities that I assigned. The were not very specific and allowed
for students who performed poorly receive a rather high grade just because my rubric did not specify that
those elements were important. Throughout my teaching of this unit I experimented with various large
group, small group, and individual activities and I have
Lasky 105
found that one of the most effective ways to get students talking about the novel and important elements
of the novel is to have students put together short skits. Not only did the students enjoy the hands on
activity, but they got a great deal of information about the text out of it as well.
One aspect of my teaching that I would like to improve
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One aspect of my teaching that I would like to improve is classroom management. This has been
difficult, I think because I look so young. The students seem to take to me because I am relatively close to
their age in comparison to most of their other teachers; however they often seem to test me and not take
me very seriously. I do a lot of group work in my classes because that seems to be when the most insightful
and higher order thinking occurs, but the noise level of the classroom is often a struggle. However, once I
take out the detention booklet the students start to settle down, but besides for my ability to give the
students detentions they do not seem to see me as an authority figure.
Lasky 106
Part IV – Analysis of Teaching
Section B – What I have learned and how I will change the unit
What I have learned from this unit about my students as learners and about myself as a teacher
What I have learned from this unit about my students as learners is that they all have different styles of
learning. While some students like creative and more hands on activities, other would rather sit back and
listen to me read or lecture. This has taught me that it is a challenge to meet the needs and desires of
all of the students at one time, but by varying methods of instruction and activities we can find a happy
medium. I have begun to alternate with one day of large group discussion, one day with some kind of
hands on activity such as creating skits or aesthetic responses to literature, and then the next maybe
some small group work. I have tried to include a bit of everything in one lesson, but with a forty-five
minute time period this tends to be a bit difficult. I have also learned that I am a very caring teacher,
but I need to be careful because students might try to take advantage of me being caring and
understanding whether it is when they do not have their homework or need to use the restroom or go
to their locker. This is something that I have paying more attention to and am being more authoritative
about the way that I handle such situations.
Overall changes in planning, instruction, and/or assessment for the next time that I teach this unit
The next time that I teach this unit I will definitely include more hands on and higher order thinking
activities. One idea that I have is to put on a skit for part one of the novel
Lasky 107
and then another for part two. I could also see the students creating some kind of bulletin board or poster
in relation to the novel. The character journals were a great activity because they encouraged students to
consider the characters thoughts, emotions, and reactions in relation to several themes in the novel, but
this is not something I would do again if I were teaching more than one section of that particular subject
and unit. This is because it requires a great deal of time to evaluate the final product which could be more
constructive

2.4 PEP REFLECTIONS
2.4.1 REFLECTIONS ON WHAT WILL NEVER BE DONE AGAIN
“I think the last thing I do almost all the time is stress out about everything, even though
I know I shouldn’t. Worrying about what I didn’t do and what I had not done put a real
impact on the quality of my lessons and on my health…..”
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“…..toward the end of the year behavior became a problem and think I will not let as
much go when I am the teacher. ……..The biggest thing that I learned was teaching really
is a trial and error process and to learn you have to make mistakes.” [J. Saumell]
2.4.2 REFLECTIONS ON WHAT I WILL DO AS AN EDUCATOR
“….The one thing that I am most disappointed in being unable to do is attempting to get
my students truly excited about and interested in reading. ……I don’t feel that they were
given the opportunity to become interested and/or increase their interest in reading as an
activity,……..I would have liked to have days in which students shared and read their
favorite trade books to the class or wrote about their favorite books or favorite authors.”
[B. Parrish]
“ One of the things that I didn’t get to do…..is to write the classroom rules on a big sheet
of paper and hang it on the wall. …..Another thing that I would like to do when I become
a full time educator is to verbally question my students more ….I feel that it is important
for the students to be able to express their opinions and their thoughts about what it is
that we are learning about on any given day. I would like to have more student feedback,
not only about what we cover, but about my teaching skills as well…..” [A. Cleveland]
“…..In my future teaching, I hope to implement Daily Oral Language into my daily routines,
by way of a morning message. I would also love to create an author’s chair, and literature
circles. …..I definitely want to implement….centers…..the daily plans were just so
structured it was difficult….” [M. Pilloise]

3. Which factors seem most important in fostering the development of student teachers’
reflective practice, according to WCSU’s student teachers?
3.1 REQUIREMENTS FOR EFFECTIVE TEACHING IN THE CCCT
“….the CCCT gave me a wonderful guideline to follow while completing my student
teaching experience. It made me aware of areas I might not have been aware of prior to
student teaching.”[B. Ostrander]
“….I referred to the CCCT for direction. Each time I consulted the competencies I found
the help I needed to progress in my teaching, particularly with planning, instructing, and
assessment. …I found that while my objectives met curricular goals, they did not always
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address various learning styles or incorporate multicultural content……I found
conferencing to be an excellent way to assess my students’ learning and my
teaching……” [I. Braddock]
“….One thing that I will never do again is to jump into a class situation and put the normal
educational pressures on my students without knowing their backgrounds first….also,
what I will never do again is rush through a lesson……..I tried to rush through the
material. This turned out to be a large mess. At the end of the lesson the students were
confused and came in the next day aggravated and with lots of questions. I had to slow
down and completely re-teach the entire lesson……’ [S.Stegman]

4. Which strategies appear to be effective in producing reflection, according to WCSU’s
student teachers?
4.1 and 4.2 CASE STUDIES and PRACTICE BEST PORTFOLIO
“…..The case studies also helped to resolve some of the issues since the other student
teachers would share their thought and comments on the situation. This type of activity
gave me a chance to talk to other student teachers who are in the same situation as
myself, and can relate to my concerns…….The most challenging part of the ED 340 class
was the creation of a practice BEST portfolio unit. ……This practice portfolio helped me
to understand the importance of tracking students’ work to analyze their academic
accomplishments……I know these papers, projects, reflections, and case studies will help
me when I am a full time educator……”[no name]
4.3 CONNECTICUT COMMON CORE OF TEACHING [CCCT]
“One aspect of my teaching that has improved through application of the CCCT is my
assessment of and reflection on student learning. After all, student learning is the
ultimate outcome. ….I have also learned to consider the individual student in assessing
their learning…….Reflecting on my teaching using the CCCT has also allowed me to assess
the kind of learning environment I create in my classroom. ….I have found that I am
already implementing many effective techniques while continuing to maintain a positive
learning environment….” [B. Gettig]
4.4 CSDE TITLE II PILOT STUDENT TEACHING EVALUATION INSTRUMENT LESSON PLAN
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“… I learned that I am not only a teacher, but also a learner in the classroom. I learned
that it is okay to make mistakes in front of the students and to share with them the
mistakes I made because this shows them that every one makes mistakes and can learn
from them. I was very surprised at how many things I had little knowledge of and how
much I learned along with the students. ……I furthered my knowledge on how to
differentiate instruction for all different types of learners by actually planning and
implementing lessons in the class…..” [J. Freeman]
“……One area of my teaching that has improved and needs to continue to improve is my
lesson planning. I now know that as a teacher you need to be well prepared every day to
face your students…..Worthwhile activities are developed from good planning.”[R. Cleary]
“As a student teacher I have grown immensely! I am more comfortable in the classroom
and do not feel hesitant about my abilities as a teacher at all! The most important thing I
have learned from this experience is that, as a teacher, I will always be growing and
learnin!....I soon learned that with differentiated instruction, even the new program
needed modifications! …I learned how to express objectives to students through verbal,
visual and audio when necessary for certain students…..” [C. Menna]
4.5 REFLECTION ON ED 340 AND LEARNING HOW TO REFLECT
“My ED 340 class forced me to become a more experienced reflective practitioner. Also,
it taught me to connect all of my reflections to the Connecticut Core of Learning. It soon
became second nature for me to teach a lesson and ask myself “how could I have made
this lesson better?” I found through my reflections that I was not checking to make sure
that my students fully understood what they were being taught. Because I reflected on
so many lessons during ED 340, I began making this a regular part of my lesson without
even thinking about it. Now this is not even an issue. I just automatically check for
understanding with every lesson……..I learned that even the lessons that I thought were
the best could be made better or different depending on the class it was being taught
to.” [P. Tracey]
“One of the things that I enjoyed most about this class was being able to see my peers
and hearing about their trials and tribulations of student teaching. …..Seeing my peers
also allowed me to be able to discuss lesson plan ideas with them and to get their
suggestions on how to improve my lesson plans. I valued this feedback a lot and found it
very beneficial to my teaching…..” [A. Cleveland]
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“…..Through my work with the CSDE Framework and the Professional Educator Portfolio
(PEP), I feel that I will enter my first year of teaching with a strong idea of what will be
expected of me as a beginning educator. The CSDE Framework has improved my skills as
a reflective teacher by encouraging me to reflect on all aspects of the teaching and
learning processes, including planning, instruction, and assessment of student
learning.”……..ED 340 has helped me to refine my skills as a teacher. …..The ability to
reflect on my teaching has also guided me in refining my skills as a teacher……” [B.
Gettig]
“….The most challenging part of the ED 340 class was the creation of a practice BEST
portfolio unit. …This practice portfolio helped me to differentiate instruction and use
students’ work to analyze their academic accomplishments……I know that I will benefit
from all the ED 340 requirements when I am an educator…..It was helpful to share our
thoughts and make comments on the BEST units when we “swapped” our binders and
assessed each other with the BEST portfolio rubric. This activity helped me to learn from
my peers’ BEST portfolio and to talk about how we planned for instruction in different
ways………………”[no name]

5. Are there other effective models of reflection strategies that may be adopted at
WCSU?
There are various suggestions and approaches by noted researchers in the field of
education who have favored alternative methods of reflection from those identified by
Hatton and Smith earlier in this paper. However, both authors share the perspective that
“Not all appear to be appropriate for simulating reflection, and there is little research
evidence to show how effective they are.” The chart included below summarizes
alternative types of approaches for reflection in pre-service programs, suggested by
researchers reviewed by Hatton and Smith (“Reflection in Teacher Education: Towards

Definition and Implementation”©1995
http://alex.edfac.usyd.edu.au/LocalResource/Study1/hattonart.html
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Sparks-Langer & Colton 1991
Pugach, 1990
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professional development; empowerment;
understanding of tacit professional knowledge;
curriculum development; institutional change; and
development of democratic management and
administration. See http://www.triangle.co.uk/ear/ and
http://arj.sagepub.com/]

Carr & Kemmis, 1986
Zeichner, 1986

ETHNOGRAPHIC STUDIES OF STUDENTS,
TEACHERS, CLASSROOMS, AND SCHOOLS

Sparkes, 1991
Stoiber, 1990
Ross, 1989

[See a sample at
http://ericae.net/ericdb/ED407193.htm]

MICROTEACHING AND OTHER SUPERVISED
PRACTICUM EXPERIENCES [See explanation at
http://bokcenter.harvard.edu/docs/microteaching.html]
STRUCTURED CURRICULUM TASKS
[In a task-structured curriculum, the task not only dictates what

content must be covered, it also dictates the manner—or depth—in
which the various portions of disciplinary content must be
understood by students]
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Sparks-Langer & Colton, 1991
Zeichner, 1986
Cruikshank, 1985
Smith, 1991
Beyer, 1984
Ben Peretz, 1984

6. How can the conditions for encouraging reflective practice be improved at WCSU?
There are multiple barriers to the achievement of successful reflective approaches
in pre-service educational programs, as identified by researchers over the past twenty
plus years. Preconceived notions by student teachers about what teaching is supposed
to be as a profession of immediacy, viewing reflection as a diversion from mastering
technical skills needed in the classroom, and which excludes reflection as one of teachers’
prime activities [McNamara, 1990, Elbaz, 1988, Zeichner, 1990, Hall, 1985, Valli, 1992].
The absence of preconditions which allow student teachers to develop their
reflective capacities thwart reflection among pre-service teaching candidates. A starting
point for improvement rests with conveying a knowledge base to the student teachers
about reflective concepts [McNamara, 1990, Noffke & Brennan, 1988, Balli, 1992].
Stephen A. Brookfield, writing to foster the development of a “critically reflective
teacher,” believes that teachers need to view their profession through four lenses:
teachers’ autobiographies; students’ perspectives; colleagues’ perceptions; and, “relevant
theoretical literature.” [1995] He suggests several activities to bolster the reflective
mood among educators: (1) writing an advisory memo to one’s successor; (2)
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formulating a “Teacher Learning Audit” that describes the knowledge, skills, and insights
that the teacher has collected and experienced over the previous academic year; and (3)
asking students to complete a “Critical Incident Questionnaire” that enables the them to
report the meaningful aspects of the course of study and that impacted their learning.
Student teachers do not necessarily accept the responsibility of engaging in
reflection, but instituting reflective processes that will allow for the assistance of critical
friends softens student teachers’ acceptance of reflection [Wildman & Niles, 1987, Smith
1991, Dicker 1990, and McNamara 1990]
The structural milieu in which student teachers are prepared may have parameters
which do not foster a variety of reflective activities [Zeichner, 1990, Valli 1992]. A
critically reflective approach needs another teacher education ideology, with models of
best practices and emphasis on competencies.
Hatton and Smith’s seven principles of reflection (underlined below) that they found
to be embedded in most pre-service teacher candidate programs, and included in this
paper’s review of the literature, seem to be a plausible goal for implementation at WCSU,
worthy of repetition in this section focused on the improvement of reflective practices in
the Elementary, Health, Music, and Secondary Education Teacher Preparation programs at
WCSU.
a) concern with the development in student teachers of a personal style and
philosophy of teaching, including ethical dimensions already is present in most of
the pre-service Education courses, but requires specific and conscious teaching of
the CSDE’s Code of Professional Responsibility in those courses, and an overall
assessment system to determine the performance competencies of Elementary,
Health, Music, and Secondary Education student teachers in applying their
philosophies of teaching and ethical practices;
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b) use of action research or enquiry-based approaches to investigate and improve
teaching in a supportive environment occurs minimally in the pre-service Education
courses at WCSU, and could be bolstered with the infusion of action research
projects during the student teachers’ participation in the Elementary Education
Professional Development School connection with Danbury public schools and the
Pilot Secondary Education Professional Development connection with Bethel’s
secondary schools under the collaborative direction of WCSU professors and
practitioners;
c) recognition of the problematic nature of schooling, including classroom and
curriculum decision-making could be strengthened with the creation of a joint
University-public school advisory committee composed of Education faculty and
practitioners ready to serve as “critical friends” to pre-service teacher candidates
prior to, during, and after the student teachers’ Professional Semester and clinical
experiences in the public schools;
d) sensitivity to contexts for teaching, and in particular, to the range of school
students' backgrounds, abilities, and characteristics could be heightened for
WCSU’s student teachers through increased contact between them and “support”
personnel in the public schools (i.e. Social Workers, School Psychologists, Guidance
Counselors, ELL teachers, Special Education teachers), as well as structuring
interactions with personnel from diverse communities of local public school urban,
rural, and suburban districts;

e) attempts to build in cycles involving preparation for practicum action, data
collection about what happened, reflection upon it, and possible (often `if-then')
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modifications could be created in each of the discipline specific pre-service
Education programs (Elementary, Health, Music, and Secondary) with the purchase
of “how to” reflection resource materials for and training of faculty to work with
student teachers in the various reflective modes prior to/during/after the
students’ clinical experiences;
f) on going monitoring of program implementation, with careful attempts to provide
some evidence of their outcomes and impact is in the process of being created for
NCATE accreditation through an overall assessment system for the Elementary,
Health, Music, and Secondary programs;
g) use of techniques such as microteaching to build a repertoire of skills, journaling
to encourage recording, thinking and self-evaluation, and regular dialogues with
peers, staff and/or teachers to clarify issues and value positions does occur in all of
WCSU’s pre-service Teacher Preparation programs, and should be strengthened with
the development of an overall assessment system and preparation to meet NCATE
standards for the Unit’s accreditation.

Section Four Summary
Brief Reiteration of ResearchQuestions
The six questions that were answered in the data portion of this paper included the
following items:
1. What procedures do the WCSU Education Programs for Elementary, Health,
Music, and Secondary Education have in place that provide opportunities for
student teachers to engage in reflective practice?
2. What types of evidence are there to demonstrate the implementation of
reflective practice by WCSU’s student teachers?
3. Which factors seem most important in fostering the development of student
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teachers’ reflective practice, according to WCSU’s student teachers?

4. Which strategies appear to be effective in producing reflection, according to
WCSU’s
student teachers?
5. Are there other effective models of reflection strategies that may be adopted
at WCSU?
6. How can the conditions for encouraging reflective practice be improved at
WCSU?
These questions were developed after the literature relevant to reflection was reviewed.
Concise Description of Findings and Limitations
FINDINGS
The essential findings in this paper focused on reflective practices in the
Elementary, Health, Music, and Secondary Education Programs at WCSU, as they are found
in the student teaching field experience and in the course Assessment of Teaching
Strategies. These findings comprise informally observed and formally gathered “hard
copy” type evidence.
1. Students in the WCSU Teacher Preparation Programs have
minimal experience with reflection prior to their fifteen weeks of
the student teaching semester.

2. Use of the CSDE Title II Pilot Student Teaching Evaluation
Instrument since fall 2003 has formalized the importance of
reflection-in-action during the student teachers’ fifteen weeks of
field work.
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3. Incorporation of the requirement that students need to create a
practice discipline based BEST Portfolio during their student
teaching semester in the Assessment of Teaching Strategies
course has provided a structure for ongoing reflection-on-action
and reflection-for-action among the Elementary, Health, Music,
and Secondary teacher candidates.

4. Student teachers are inclined to oppose the thoughtful work that
is necessary for reflective activities to be successful, but become
less resistant when they are provided with time to reflect-onaction, reflect-for-action, and confer with “critical friends” in
small groups during a course that takes place concurrent with
their senior student teaching field experience.

5. Computer laboratory facilities are essential for student teachers’
to enhance their reflective accomplishments and receive guided
assistance in that process during a senior semester course on
the Assessment of Teaching Strategies.

6. Course work for student teachers at the University during their
major field experience should be minimized, and devoted to
reflective activities that provide a perspective for the teacher
candidates about their planning, instruction, assessment of
students’ learning, and how their students’ achievement informs
teachers about their knowledge, skills, dispositions, and impact
on student learning.
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7. Students want reflective practices to be incorporated in the
student teaching program earlier than during the upper senior
semester, i.e. during their professional semester Professional
Development School experience [i.e. Elementary Education
Program].

LIMITATIONS
This study was not a definitive exercise focused on reflection among student
teachers at WCSU. An assortment of limitations interfered with the completeness of this
study, which may be considered as an “opener” or “introductory” or “start up” look at
how student teachers engage in reflection at WCSU.
1. There was no “number crunching” about the quantity of
students who
have taken the Assessment of Teaching Strategies course since
spring 1991, when the course first was taught by the writer.
There have been more than eighty classes of fifteen students
each that have been conducted over the past ten or more years.
This study did not tally the number of students engaged in the
reflective activities described in the first research question.
Statistical methods searching for “significance” about the
problem statement were not used. This study focused on the
review of selected literature about reflection and description of
reflective activities in one of the courses taken by student
teachers during their clinical experience semester.
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2. Students’ work for each of the reflective requirements was
not retained on a regularized semester by semester basis for
comparison on a longitudinal basis.

3. Anecdotal student teachers’ essays, a Departmental
evaluation instrument, and students’ work samples were used to
assess the effectiveness of the Assessment of Teaching
Strategies course. In the future, a likert scale should be used to
evaluate students’ dispositions to provide data for tabulation of
students’ attitudes toward reflective exercises.

Need for Further Research
There were several aspects of this study which led the writer to see the need for
further research about reflection in pre-service Teacher Preparation programs, and to ask
these questions:
1. What other reflective techniques can be embedded in the WCSU
Teacher Preparation programs prior to the professional semester and
student teaching semesters?
2. What instrument can be used to evaluate the impact of reflective
practices on student teacher candidates during and after their clinical
experiences?
3. How do student teachers compare in their reflective prowess according to
their discipline based majors?
4. Have the strategies employed at WCSU impacted student teachers’
learning about reflection?
5. If # 4 is “yes,” what patterns of reflection can be identified?
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6. Which strategies used in the course Assessment of Teaching Strategies
were effective in producing reflective practices?
7. Which factors seem important in fostering their development?
8. What are the salient characteristics of such approaches
9. How can more effective strategies be developed?
10.

How can the conditions for encouraging reflective practice be

improved?
11.

What follow through for conferring with critical friends, reflection-in-

action, -onaction, and –for-action is there after student teachers graduate from
WCSU, and are employed as full time educators?
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APPENDIX [A]
Connecticut's Common Core of Teaching 1999

Foundational Skills and Competencies
(Executive Summary)
I. TEACHERS HAVE KNOWLEDGE OF:
A. Students
1. Teachers understand how students learn and develop.
2. Teachers understand how students differ in their approaches to learning.
B. Content
3. Teachers are proficient in reading, writing and mathematics.
4. Teachers understand the central concepts and skills, tools of inquiry and structures of the
discipline(s) they teach.
C. Pedagogy
5. Teachers know how to design and deliver instruction.
6. Teachers recognize the need to vary their instructional methods.

L.G. Stambler, Ph.D. “…Strategies to Encourage Reflection Among Pre-service Student Teachers…”
_____________________________________________________________________________

II. TEACHERS APPLY THIS KNOWLEDGE BY:

A. Planning
1. Teachers plan instruction based upon knowledge of subject matter, students, the
curriculum and the community.
2. Teachers select and/ or create learning tasks that make subject matter meaningful to
students.
B. Instructing
3. Teachers establish and maintain appropriate standards of behavior and create a positive
learning environment that shows a commitment to students and their successes.
4. Teachers create instructional opportunities that support students' academic, social and
personal development.
5. Teachers use effective verbal, nonverbal and media communications techniques which
foster individual and collaborative inquiry.
6. Teachers employ a variety of instructional strategies that enable students to think
critically, solve problems and demonstrate skills.
C. Assessing and Adjusting
7. Teachers use various assessment techniques to evaluate student learning and modify
instruction as appropriate.
__________________________________________________________________________

III. TEACHERS DEMONSTRATE PROFESSIONAL RESPONSIBILITY THROUGH:
A. Professional and Ethical Practice
1. Teachers conduct themselves as professionals in accordance with the Code of
Professional Responsibility for Teachers (Section 10-145d-400a of the Connecticut
Certification Regulations).
2. Teachers share responsibility for student achievement and well-being.
B. Reflection and Continuous Learning
3. Teachers continually engage in self-evaluation of the effects of their choices and actions
on students and the school community.
4. Teachers seek out opportunities to grow professionally.
C. Leadership and Collaboration
5. Teachers serve as leaders in the school community.
6. Teachers demonstrate a commitment to their students and a passion for improving their
profession.

APPENDIX [B]

SAMPLE OBJECTIVES INCLUDING REFLECTION & NCATE STANDARDS
OBJECTIVES FOR EACH OF THE SIX SESSIONS OF ED 340
1. COGNITIVE:
1.1 to analyze the ten indicators and twenty-two attributes of the CCI.
1.2 to apply the CCCT, CCI, CCCL, Curriculum Frameworks during the student
teaching experience.
1.3 to compare Connecticut’s Common Core of Teaching [CCCT] and the CCI.
1.4 to explain the components of the CSDE's BEST Program for BTs.
RELATED NCATE STANDARDS:
STANDARD I.D.: Professional & Pedagogical Studies for Initial Teacher Preparation.
Indicator (8) Candidates complete a well planned sequence of courses and/or
experiences in professional studies in which they acquire & learn to apply
knowledge about:
-the responsibilities, structure, and activities of the profession.
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2. AFFECTIVE:
2.1 to create an atmosphere of support from the instructor and participants
in the Ed 340 classroom.
2.2 to establish a system for networking among the participants of Ed 340 for
the exchange of ideas pertaining to the implementation of the CCCT
CSDE Portfolio Framework, and Professional Educator Portfolio [PEP].
2.3 to share information, materials, and resources which will enhance
participants' performance as effective Student Teachers, Beginning
Teachers, and as professional educators.
2.4 to engage in written, oral, and group activities which will produce
applicable reflective teaching techniques for the participants and serve as “critical
friends.”
RELATED NCATE STANDARDS:
STANDARD I.D: Professional & Pedagogical Studies for Initial Teacher Preparation.
Indicator (9) Candidates complete a well planned sequence of courses and/or
experiences in pedagogical studies that help develop understanding & use of:
-the opportunity for candidates to reflect on their teaching & its
effects on student growth and learning
STANDARD I.G: Quality of Instruction
Indicator (16) Instruction encourages the candidate’s development of reflection,
critical thinking, problem solving, and professional dispositions.
STANDARD I.H: Quality of Field Experiences
Indicator (20) Field experiences encourage reflection by candidates and include
feedback from higher education faculty, school faculty, and peers.

3. PSYCHOMOTOR/SKILL
3.1 to listen to peers' ideas during sessions of Ed 340.
3.2 to view participants' videotapes during Ed 340 class sessions and serve as “critical
friends”
3.3 to read materials pertinent to effective teaching techniques and practices.
3.4 to orally exchange ideas during Ed 340 classes that pertain to the implementation of effective teaching and reflective practices, in alignment
with the CSDE's BEST Program components.
3.5 to write reflectively about the student teaching experience.
3.6 to create materials for use in the participants’ Professional
Educator Portfolio [PEP].
RELATED NCATE STANDARDS:
STANDARD II.D: Ensuring the Competence of Candidates
Indicator (39) A candidate’s mastery of a program’s stated exit criteria or outcomes is assessed through the use of…portfolios….videotaped…performance
in schools…..

APPENDIX [C]

SAMPLE ED 340 REFLECTION REQUIREMENTS
25%

PERCENTAGE DISTRIBUTION OF REQUIREMENTS
1. Interaction during 6 class sessions
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1.1 Discussions of issues related to student teaching, effective teaching, and
educational trends in Connecticut and nationally.
1.2 Networking with peers (e.g. exchange ideas, case studies, lessons, articles,
strategies) and serving as “critical friends.”
1.3 Discussions of application of CCCT based CSDE Student Teacher Evaluation
Instrument and other readings to student teaching experiences and thereafter.
1.4 Students view each other's videotapes in class, using the CSDE RUBRIC as
the guidelines for:
• discussions of the lessons viewed, offering alternate suggestions to peers
• extending support to each other as “critical friends”
• developing a collegial network
25%

2. Completion of TWO (2) videotapes demonstrating 2 student teaching lessons
2.1 Each videotape should comprise a complete lesson of approximately 30
minutes minimum and 40-45 minutes maximum in length (note: grade
level will determine length of lessons demonstrated on the videotapes).
2.2 See schedule listing for due dates of taped lessons.
2.3 Schedule your use of videotaping equipment at your school (note: in the
event of a problem, the Education Department has available camcorders;
contact Audio-Visual at the Midtown Campus).
2.4 Record each lesson on a separate videotape.
2.5 Label each tape/jacket: videotape lesson number, lesson date, grade level
students, topic of the lesson, number of students in class, length of lesson
time, your name, ED 340 section. PACKAGE IN A LABELED ENVELOPE.

25%

3a. Completion of a CSDE Student Teacher Evaluation Instrument Rubric Evidence Collection
form for student’s videotaped lesson #1
3.1 View videotape (do not stop and go, just view). If you wish, try to script!!
3.2 Write examples on CSDE Data Collection Form for each of the competencies # 414 for:
•verbatim comments and questions
that you and your students make/ask during the lesson
•non-verbal body language that is viewed as part
of the personal interactions during the lesson
•activities engaged in by the students / teacher
3b. Completion of a CSDE “BEST PORTFOLIO FRAMEWORK” only for
videotaped lesson #2 as practice for BEST licensure.
SEE MANUAL FOR FRAMEWORK GUIDELINES and for CSDE
DISCIPLINE-BASED STANDARDS. They are at the end of the
CCCT DOCUMENT. SEE CSDE HOMEPAGE FOR BEST PROGRAM.
Try to teach using these standards…..it’s a good stretch!!!

25%. 4. Completion of Professional Educator Portfolio [PEP] in preparation for
employment interviews. This is a work in progress that you continually will
revise throughout your professional career. [SEE MANUAL FOR PEP GUIDE]
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APPENDIX [D]
REQUIREMENTS OF 4 CATEGORIES FOR THE CONTENTS OF YOUR
“COLLECTION” PROFESSIONAL EDUCATOR PORTFOLIO [PEP]**
[Set up section separators. Select your best work for each category of the “Showcase” Portfolio. Reflect
in writing at the beginning of each section about why you chose those samples for each of the categories.]
BINDER COVER [demonstrate your aesthetic abilities]***
TITLE PAGE [Include your name, date, title of your Professional Educator Portfolio [PEP]***
TABLE OF CONTENTS [List the section titles, subsection titles, pages for the contents]
SECTION I. EDUCATIONAL BACKGROUND
A. Resume
B. Transcript
C. Certificates of award, membership in honor societies, earned status on dean’s list
D. Statement of the dispositions or attributes that you possess, including those you feel
are important for helping students learn. Think of yourself, too, in terms of the
categories of attitudes, knowledge, skills. [Examples: reflective, enthusiastic,
committed, conscientious, organized, knowledgeable about your academic
discipline.]
SECTION II. PROFESSIONAL DEVELOPMENT
A. Personal mission/vision statement.***
B. Statement of your Philosophy of Education. ***
C. Statement about “Becoming a Culturally Skilled Educator.”***
D. Statement of your short-term and long-term goals in the educational profession.***
E. List of professional readings.[Be sure to include the ASCD publications.] ***
F. In-service sessions/conferences you attended, and evidence of your contribution to
the student teaching semester’s WCSU Share Fair Poster Session.
G. Newsletters/articles/essays/journals/ poems that you created and issued/published
during student teaching. Show your skills in literacy and technology.
H. Evidence of participation in school-wide and/or extra-curricula activities as well
as evidence of home/school partnerships on behalf of your students.

SECTION III. INSTRUCTIONAL SKILLS
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A. Two units of instruction conducted during 2 senior semesters to demonstrate teaching
effectiveness of the units on students’ learning. Include students’ work.
Use original samples if the students agree, or copies if they, teacher,
families want to keep the students’ artifacts. Include snapshots of you teaching,
classroom activities, learning centers, physical environment that demonstrates
effective learning, bulletin boards, and field trips. Include written statements
and/or captions (lesson topic, objectives, strategies, outcomes) for photos.
A.1
The items included in this section clearly should demonstrate your Philosophy
of Education in action.
A.2

Demonstrate your knowledge about curriculum, instruction, and assessment
by including samples of your planning, student work, and ways of assessing
student learning. Include your “REFLECTIONS-IN-ACTION” and “REFLECTIONS-ONACTION,” CSDE lesson plans with pre- and post- reflection completed with your
cooperating teacher and/or supervisor.

A.3

Five of the lesson plans included in the units should demonstrate your skills in
applying the following items during your teaching:
•
CULTURAL DIVERSITY: in the United States, globally
•
INTEGRATED LANGUAGE ARTS
•
STUDENT CENTERED TEACHING
•
VALUES/CIVIC EDUCATION/CHARACTER EDUCATION
•
PROVISION FOR STUDENTS’ INDIVIDUAL DIFFERENCES or
DIFFERENTIATED INSTRUCTION

B. Newly developed materials that you created for your student teaching experience.
[Show your skills in literacy and technology. Here’s a chance for designing
performance tasks, assessment, and rubrics!!]

C. Videotapes of your teaching, with the matching lessons, CSDE BEST Portfolio
Framework, your written analysis : CSDE forms, T-sheet analysis forms, peers’
and instructor’s assessment of your tapes, and revisions of lessons based on reflective
activities.
D. Newspaper articles and/or school publications about you and your cooperating
teacher.
SECTION IV. ASSESSMENT OF YOUR TEACHING EFFORTS TO DATE
A. Evidence of growth as a student teacher. [Self-evaluation of your experience. Use
CCCT, CSDE RUBRIC, and DISCIPLINE BASED STANDARDS as guidelines for this piece.]
B. Reflections from your students about your teaching, using a feedback form that you
create. [Base the criteria on the CCCT and/or CSDE RUBRIC]
C. Written notes/comments to you from students, parents, teachers, and
administrators. Include your responses. Letters of reference from your
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cooperating teacher and university supervisor. Jot down verbal comments,
with dates and names. Create a template for these comments.
D. Description of how what you have been teaching during your field experience
relates to the real, authentic world for your students. [Should include
curricula proof]
** YOUR “COLLECTION” PORTFOLIO IS LARGER AND MORE COMPREHENSIVE THAN YOUR “SHOWCASE”
PORTFOLIO. THE LATTER REPRESENTS YOUR BEST SELECTION OF WORK TO REPRESENT WHO
YOU ARE AS AN EDUCATOR. PREPARE A 10 PAGE PACKET TO LEAVE AT YOUR INTERVIEW.
*** ITEMS THAT YOU SHOULD BE ABLE TO COMPLETE BEFORE STUDENT TEACHING BEGINS.

REQUIRED ESSAYS TO BE PACKAGED IN AN ED 340 “REFLECTION” FOLDER
[It is your option to include these essays in the “Showcase” PEP.]
These essays provide evidence of your growth during the student teaching experience:
[note: 1 ½ to 2 pages for each essay-1" margin all around, 10-12 font, double spacing]
PACKAGE THESE ESSAYS IN A SOFT COVER FILE FOLDER WITH BRADS DOWN THE MIDDLE OF IT.
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Collaboration in Higher Education: Modeling Collaborative Teaching for Preservice
Teachers
Kristin K. Stang, Ph.D. Assistant Professor
Barbara M. Lyons, Ph.D. Assistant Professor
Department of Special Education
College of Education
California State University Fullerton
PO Box 6868
Fullerton, CA 92834
kstang@fullerton.edu, 714-278-4962
blyons@fullerton.edu, 714-278-4106

Special education teacher training programs often instruct preservice
teachers in courses that provide students with little opportunity to observe
collaborative teaching or teaming. Many k-12 schools, however, have spent
the last few years moving toward a model of inclusive education that
requires collaboration to better meet the needs of all students with
disabilities. In order that our teacher training program models innovative
techniques used in our public schools, two California State University,
Fullerton faculty members, one specializing in the education of students with
mild/moderate disabilities and the other specializing in the education of
students with moderate/severe disabilities are collaborating so that
preservice teachers from both disciplines are trained in a collaboratively
taught course. In order to appropriately deliver course content, the
curriculum from two separate and existing courses was evaluated and
similarities identified. From this analysis, the faculty designed a
collaboratively taught course that covered all course objectives, while
providing an opportunity to model an educational collaboration frequently
used in the schools (i.e. two teachers with different expertise serving all
students in the class through a co-teaching model). This collaborative course
was piloted during the fall of 2005 and will be offered again during the
spring term. Students enrolled in the courses will be surveyed to evaluate
their reactions to the co-taught course, to identify additional student needs,
and to examine between group and within group differences. The outcome
data will be shared. This data will be used to develop future collaborations
and adjust current course instruction.

Title of the submission: Athletic Training Use and Perceptions of Educational
Technology and Multimedia
Topic area of the submission: Educational Technology
Presentation format: Poster
Names of the authors: Stemmans Catherine L1, Castle R Ray2
Departments and affiliations: Athletic Training, Indiana State University1, Kinesiology,
Louisiana State University2
Mailing addresses: Indiana State University, Arena Building C-9, Terre Haute, IN
478091, 112 Long Fieldhouse, Baton Rouge, LA 708032
E-mail addresses: cat@indstate.edu1, RCASTL1@lsu.edu2
Phone numbers: 812/237-83361, 225/578-71752
Fax numbers: 812/237-43681, 225/578-36802
Corresponding author if different than lead author: Stemmans Catherine L

The purpose of this study was three-fold. We evaluated the 1) technology use in athletic
training curricula 2) personal comfort level with technology, and 3) personal awareness
of on-campus technology services. A web-based survey was used to collect data
regarding demographic information, use of technology, comfort level with technology,
and campus technology services. 703 athletic training educators responded to this webbased survey. Of these responses, 502 (204 females, 294 males, age 37 ± 8 yrs) were
usable and included in statistical analysis. Subjects represented the program director,
clinical instructor, classroom instructor, adjunct faculty, medical director, and
administrator roles. Using the National Athletic Trainers Association Membership
Database, a request was sent to organization members who permitted survey requests.
Data was collected in March and April of 2004. Results identified audio files (88.4%)
presentation software (84.5%), and video/digital capture (62.9%) were the most
commonly used technology tools. Ninety-four percent of subjects had a somewhat
positive or very positive view of instructional technology. 62.5% of subjects reported
that educational technology was used extensively or frequently in undergraduate
education, while 51.3 % of subjects reported similar use in graduate education.
Relatively few subjects had extensive (0.7%) or considerable (7.2%) formal training in
the use of educational technology. 99% of subjects indicated that their institution had an
on-campus technology center and 76.5% of subjects had contacted the center for service
at least once. 67.5% of subjects reported extensive or considerable institutional support
for technology. 91.2% of subjects expect the use of educational technology to increase in
the next 3 years. As such, maintaining institutional support appears to be an important
factor in the delivery of educational technology. Educators perceive technology as
positive even though few have had formal training in technologically-enhanced
pedagogy. There may be a disparity among technologically-enhanced instruction
between graduate and undergraduate education.
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Abstract
Enthusiasm for learning mathematics often declines in early adolescence. The Trends in
International Mathematics and Science Study (TIMSS) (2003) found that 50% of fourthgraders but only 29% of eight-graders agreed strongly with the statement, “I enjoy
learning mathematics.” The present study explored attitudes towards mathematics
through the use of adolescents’ drawings and assessed the reliability and validity of
drawings of math. One hundred twenty-nine U.S. students (mean age = 13.7 years)
responded to these instructions, “Draw a picture of math and write about math. You can
draw your feelings about math and your experiences with mathematics.” Drawings were
scored by independent raters according to sixteen criteria; interrater reliability ranged
from .67 to 1.00. One hundred and one students also expressed their levels of agreement
on a four-point scale with the TIMSS statements about learning, valuing, and enjoying
mathematics. Attitudes towards mathematics expressed in drawings significantly
correlated with attitudes expressed in the TIMSS statements about mathematics. On their
drawings many students expressed strong feelings about math ranging from “I absolutely
love math!” to “You die math.” This study demonstrated that adolescents’ drawings
provide a good means for assessing young adolescents’ thoughts and feelings about math.
The study also included comparisons of drawings of mathematics collected from 96
young adolescents from Ghana and South Africa.
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Pictures of Hearts and Daggers: Strong Emotions Are Expressed in Young Adolescents’
Drawings of their Attitudes towards Mathematics
Motivation for learning mathematics often declines in early adolescence; this agerelated phenomenon has occurred in many research contexts and is seen in the U.S.A. and
internationally. A longitudinal study of 1850 U.S. children found that self-concept of
ability for math declined over the transition from sixth grade to seventh grade (Wigfield,
Eccles, Mac Iver, Reuman & Midgley, 1991). A cohort sequential study of 514 children
found that their ratings of their interest in mathematics and their views of the importance
of mathematics gradually became lower between third and ninth grades (Fredricks and
Eccles, 2002). Similar findings have been reported in cross-sectional studies in the
U.S.A.: students’ self-confidence in learning mathematics tends to be higher in
elementary school years than secondary school years, the time period when the math
curriculum becomes more abstract and less applicable to every day problems (Brush,
1981; Geary, 1994). In a cross-sectional and three year longitudinal study of 1500
adolescents, Brush (1981) found that levels of math anxiety increased from sixth to
twelfth grades, but anxiety associated with the study of English did not increase along
with grade level. In a cross-sectional study of 45 countries, the Trends in International
Mathematics and Science Study (TIMSS) (2003) found that on average about 55% of
fourth graders, but only 40% of eighth-graders expressed high self-confidence in learning
mathematics and about 50% of fourth-graders but only 29% of eight-graders expressed
high levels of enjoyment of mathematics.
Attitudes towards mathematics are important because children’s self-confidence
in mathematics and their valuing and enjoyment of mathematics are strongly related to
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their receptiveness to learning math and their subsequent achievement in math. The
TIMSS study (2003) found a clear positive association between international students’
attitudes towards mathematics and their mathematics achievement. In 42 of the 45
countries studied, students scoring at high levels on the valuing of math index had higher
math achievement than students scoring at medium levels of valuing math. Similar
associations between attitudes and achievement were reported by Hackett and Betz
(1989) who found that math self-efficacy views predicted math-related educational and
career choices.
In all of the studies mentioned previously, attitudes towards mathematics were
assessed by children’s responses to written statements about math; the present study
explored the use of children’s drawings to understand attitudes towards math. Unlike
questionnaires with predetermined statements, drawing tasks are open-ended,
unstructured, and not constrained by language. Drawings are child-centered, fun,
imaginative, expressive, and engaging activities for most, though not all, adolescents.
Researchers have used drawings to learn about students’ general attitudes and feelings
towards school (Kutnick , 1978) and for cross-cultural comparisons of school classrooms
(Andersson, 1994 and Stiles, 2001). Another study by Stiles, Wilkinson and Sebben
(2003) looked cross-culturally at young adolescents’ attitudes toward reading as
expressed in their drawings and their written responses to a questionnaire, the Elementary
Reading Assessment Survey (ERAS).
Two studies have used drawings to evaluate specific educational practices. In
1995, Stiles used drawings of attitudes towards mathematics to assess the effectiveness of
a mathematics improvement intervention entitled “For the Love of Mathematics.” The
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post-intervention results from the drawings of mathematics were as follows: a
significantly greater percentage of participating children (66%) than comparison group
children (50%) included positive aspects in their math drawings and a significantly lower
percentage of participating teachers (19%) than a comparison group of teachers (48%)
included negative comments in their math drawings. In the Evaluation Report: For the
Love of Mathematics eleven statistically significant differences between the 116 younger
(7-9 years) and the 66 older (11-13 years) participating children’s drawings were
observed (but only one gender difference). Younger children’s views toward math were
more positive and less negative than older children’s views (Stiles, 1995). For some
students thinking about math evoked strong negative feelings; this occurred even after
their teachers had completed the “For the Love of Mathematics” program. Twenty
percent of the young adolescents described mathematics with intense emotions - as a
frightening, loathsome, and repugnant school subject (See Figure 2 for a 13-year-old
boy’s drawing showing an intense dislike of math).
In another study of children’s perceptions of their school experiences, children’s
drawings were also strongly emotional and highly personal. Drawings were used to
access children’s specific views on high-stakes testing in Massachusetts Comprehensive
Assessment System (MCAS) (Wheelock, Bebell, & Haney, 2000a, 2000b). Fourth,
eighth, and tenth grade students in Massachusetts were invited to, “Draw a picture of
yourself taking the MCAS.” According to the researchers, “Students’ drawings often
went beyond a one-dimensional response to communicate several layers of opinion and
emotion. Students coupled portraits of themselves as disheartened or bored test-takers
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with a critique of MCAS as ‘stupid’, ‘too long’, or ‘annoying’.” (Wheelock et al., 2000b,
p. 3).
The purpose of the present study was to access adolescents’ attitudes towards
mathematics through the use of their drawings and to provide evidence for the reliability
and validity of drawings of math.

Method

Participants
One hundred and twenty-nine U.S. students (11-17 years) drew pictures of math
and 101 of the same students also responded to written statements about self-confidence
in math learning and valuing math. The sample included 52 boys (mean age = 13.7) and
77 girls (mean age = 13.7) The majority of these participants (74%) were enrolled in a
suburban school district with an outstanding educational reputation and a history of high
performance on standardized tests. Twenty-eight percent of the district’s students are
non-white and twenty-one percent are eligible for free or reduced lunch. Other
participants in this study included students attending private, church-affiliated schools
(18%), low-income urban schools (4%), middle income public schools (2%), and
unknown (2%).
Materials
Three measures were used to evaluate math attitudes: most participants (n=125)
drew pictures of math, many students wrote comments about math (n = 97) and 101
students also answered selected questions about math attitudes from the TIMSS study.

Attitudes towards mathematics

7

All of the 129 participants responded to these instructions, “Draw a picture of math and
write about math. You can draw your feelings about math and your experiences with
mathematics.” One hundred one also expressed their levels of agreement on a four-point
scale with the TIMSS (2003) statements about learning, valuing, and enjoying
mathematics (4 = strongly agree, 3 = agree, 2 = disagree, 1 = strongly disagree). The
TIMSS index of self-confidence in learning mathematics was based on four statements:
“I usually do well in mathematics. Mathematics is more difficult for me than many of my
classmates. Math is not one of my strengths. I learn things quickly in mathematics.” Two
additional statements were concerned with valuing math: “I would like to take more
mathematics in school. I enjoy learning mathematics.”
Procedure
Participation was voluntary and anonymous; four students chose not to do either
drawings or comments and they were excluded from the study. The data were collected
by the first and fourth authors in U.S. school classrooms where the teachers and students
had volunteered to participate in a variety of research projects concerning education and
learning. On the questionnaires participants indicated their ages, genders, and
nationalities, but not their own names.
Math drawings were scored according to fifteen categories based on a content
analysis of drawings of reading (Stiles et al., 2003) and the math drawings previously
collected in the “For the Love of Mathematics” study (Stiles, 1995). One new scoring
category was added for this study. Drawings were scored for the teacher’s influence on
math attitudes because it was a recurring theme in several of the drawings. (See Table 1).
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A sample of 28 drawings was scored by independent raters according to the
sixteen criteria. Interrater reliability ranged from .67 to 1.00. (See Table 1). Other forms
of reliability measures were deemed not appropriate for drawings. Because attitudes
towards math can change, test-retest reliability was not evaluated.
The validity of the math drawings and scoring categories was evaluated in several
ways. In addition to drawing pictures of math, adolescents also expressed their levels of
agreement on a four-point scale with the TIMSS statements about learning, valuing, and
enjoying mathematics. To test the validity of drawings, five categories of attitudes
towards mathematics expressed in drawings were correlated with attitudes expressed in
the TIMSS statements about mathematics. Further evidence for validity was acquired
from comparisons of the drawings of groups who would be expected to differ on math
attitudes. Previously, the math drawings of 116 younger and 66 older children were
compared (Stiles, 1995). In the present study, the math drawings of 25 students enrolled
in an advanced/honors class were compared with those of 31 students in basic/low level
classes. All U.S. drawings were scored according to sixteen categories. To further
illustrate the validity of using drawings for studying math attitudes, 46 drawings from
South Africa and 50 drawings from Ghana were scored for one category - profuse praise
of mathematics.

Results and Discussion

Drawings of mathematics provided a good source of information about young
adolescents’ views towards mathematics. Most students participated eagerly and
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welcomed the opportunity to illustrate their own perspectives. On their drawings many
students expressed strong feelings about math ranging from “Math is wonderful!” to
“You die math.” (See Figure 1 for drawings showing a happy math students and Figure 2
for an example of “Math must be destroyed”).
Reliability and Coding Scheme
Table 1 shows the “coding scheme”, including the sixteen scoring categories,
examples of each category, and interrater reliability. As can be seen in Table 1, interrater
reliability is satisfactory. Other measures of reliability testing were deemed not
appropriate. Experience has shown that raters of drawings can benefit from scoring a set
of practice drawings first. The reliability for the category “Math interesting, intriguing,
engaging” could be improved if more examples were provided to raters of drawings.
The sixteen scoring categories were based on a content analysis of children’s
math drawings as well as math attitudes studied by other researchers. This process
assured good content validity, which in this case is the degree to which the scoring
categories are representative of children’s attitudes towards math.
Table 1.
Scoring criteria and interrater reliability for scoring drawings of mathematics and comments
about mathematics
Scoring category

Examples of category

Interrater
reliability

1. Positive aspects or tone in

Smiley faces, exclamation points, papers with

drawings of math

high grades

.84

2. Positive aspects or tone in

Math is cool. Math is one of my favorite

.72

comments about math

subjects.

Attitudes towards mathematics
3. Math interesting, intriguing,

Students shown/described thinking about

engaging

math, raising their hands

4. Math relevant, useful,

You can get far in life with math. I will need

worthwhile

math for my job.

5. Love, like, enjoy math

Pictures of hearts. I like math. Math is

.67

1.00

1.00

enjoyable.
6. Math is fun

We have a good time in math class. Math is

1.00

super fun.
7. Profuse praise of math

I absolutely adore math! Superlatives,

1.00

exclamation points, multiple aspects praised
8. Negative aspects or tone in

Worried faces, frowns, no math signs

drawings of math

.92

9. Negative aspects or tone in

I don’t like math. I would rather eat my pen

comments about math

than have math.

10. Math boring, tedious

Depictions of sleep, snoring, yawning. It’s a

1.00

.92

waste of time.
11. Math frightening,

Weapons directed against math. I hate math!

loathsome, repugnant

Math operations stabbed by daggers

12. Mixed or ambiguous view

I like geometry, but I don’t like algebra.

of math

Smiles, frowns, and confused expressions

1.00

.79

Math is okay, but...
13. Math is easy, not difficult.

Math is described as easy and/or simple,

.85

easy, basic arithmetic is shown
2+2=4
14. Math is hard, difficult

Math is described as a hard subject and/or
difficult, complex or advanced math is shown geometry, algebra

.83
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15. Math comments lengthy

Descriptions of more than 40 words

1.00

16. Teacher mentioned or

I like math when I have a good math teacher.

1.00

11

shown

Validity of Math Drawings
Validity, an overarching concept, is based on an accumulation of knowledge
about a measure and the extent to which a measurement procedure is capable of
measuring what it is purported to measure. In this study, validity was evaluated through
examining the content of math drawings, the correlations between math drawings and
TIMSS statements, comparisons of the math drawings of older and younger students,
comparisons of the math drawings of advanced math students with basic math students,
and through studying the math drawings from the U.S.A., Ghana, and South Africa.
Concurrent validity shows the relationship between drawings of math and the
TIMSS statements about math. Correlations between scores on TIMSS math attitudes
statements and scores on math drawings categories were used to determine concurrent
validity. Table 2 shows the correlations between five of the scoring categories for the
math drawings and the TIMSS index of self-confidence in learning mathematics and
TIMSS statements related to valuing math. Four of the strongest correlations were
negative correlations: between illustrating math as boring or tedious and not endorsing “I
enjoy learning mathematics” and between including negative aspects in drawings and not
endorsing enjoying math, wanting to take more math, and being self-confident in learning
math. The strongest positive correlation was between loving or liking math on the
drawings and having math self-confidence on the TIMSS index of self-confidence in
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learning mathematics. The meaningful and statistical significant correlations provide
evidence for the validity of math drawings.

Table 2.
Correlations between math drawings and TIMSS statements

Index of self-

Enjoy math

Take more math

confidence in learning
mathematics
positive drawings

.25*

.20

.16

negative drawings

-.29**

-.35***

-.30**

love/like math

.33***

.26**

.24*

relevant,useful

.19

.12

.22*

boring, tedious

-.04

-.30**

-.12

* = p < .05, ** = p < .01, *** = p < .001

A method of measuring convergent validity is to look at the differences in scores
between contrast groups of people who would be expected to score differently on a
measure of math attitudes. Several studies would predict more positive math attitudes for
younger children compared with older children (Brush, 1981; Fredricks & Eccles, 2002;
TIMSS, 2003; Wigfield et. al., 1991). Eleven statistically significant differences between
younger and older children’s drawings of math were reported in the Evaluation Report:
For the Love of Mathematics (Stiles, 1995); consistently, younger children were more
positive than older children were. According to TIMSS (2003), higher math achievement
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should be associated with more favorable math attitudes and lower math achievement
with less favorable attitudes. In the present study using math drawings, four statistically
significant differences were found between high achieving, advanced math students and
low achieving, basic math students. Differences in several categories only approached
statistical significance. Perhaps the two contrast groups were more similar to each other
than they would have been at another school because the teachers of both the advanced
and the basic classes seemed to foster positive attitudes in both groups. According to chisquare tests, students in the advanced class drew more positive pictures of math than
students in basic class did (X2 (1, N = 56) = 7.39; p < .01); students in the advanced
class described more loving and liking of math than students in basic class did (X2 (1, N
= 56) = 17.93, p < .001); students in the advanced class described math as more hard and
difficult than students in the basic class did (X2 (1, N = 56) = 3.99, p < .05); and
students in the advanced class drew more mixed or ambiguous pictures of math than
students in the basic class did (X2 (1, N = 56) = 15.61, p < .001). The findings in the
present study were in accordance with TIMSS (2003), a study which also found that high
achieving students compared with low achieving students had more positive math
attitudes and were more likely to view math as a hard and difficult subject.
Figure 1 and Table 3 show positive views of math by adolescents from the U.S.A.
Figure 2, “Happy About Math, Happy Time” was drawn by a 14-year-old girl in an
honors/advanced math class. This girl also strongly agreed with the statement, “I usually
do well in mathematics” and she wrote on her drawing, “When I understand and get
math, then I like and enjoy it. But, when I don’t understand it, then it is not always
enjoyable.” The smiling face below was drawn by a 15-year-old boy in an
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honors/advanced math class. This boy also strongly agreed with the statement, “I usually
do well in mathematics” and he wrote next to his drawing, “Math is fun for me because it
helps me understand things better, like going to a grocery store & understanding that 18
oz. for $1.99 is a better deal then 16 oz. for $2.49.”
Here is Figure 1.

Table 3 shows positive views of math, frequency of occurrence and evidence of
validity for seven scoring categories. As illustrated in Table 3 less than half (41.9%) of
the drawings had positive elements or a positive tone and slightly less than half (48.8%)
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of the comments had positive elements or a positive tone. The response to “I enjoy
learning mathematics” was slightly more favorable than unfavorable. On a four point
scale with four equaling strongly agree and one equaling strongly disagree, 10.5%
strongly agreed with the statement (M = 2.87, SD = .66). These results suggest that about
half of young adolescents have a somewhat favorable view towards math.
Table 3
Positive views of math, frequency of occurrence, and evidence of validity
Category

%

Evidence of validity of this scoring category

1. Positive aspects or

41.9

Positive attitudes towards math are associated with higher

tone in drawings of

math achievement (Hackett and Betz, 1989; TIMSS, 2003)

math

Younger children’s drawings more positive than those of older
children, p < .05 (Stiles, 1995). Drawings of students in
advanced math classes more positive than those of students
in basic math classes, p < .01. Positive drawings correlated
with having high self-confidence in learning math, p < .05.

2. Positive aspects or

48.8

tone in comments

Younger children’s comments more positive than those of
older children, p < .01.

about math
3. Math interesting,

14.0

intriguing, engaging

Similar to the findings of Fredricks & Eccles, 2002), younger
children’s drawings show more interest in math than those of
older children, p < .05.

4. Math relevant,

10.1

useful, worthwhile
5. Love, like, enjoy
math

Math depicted as relevant and useful correlated with the
desire to take more math, p < .05.

27.9

Similar to the findings of TIMSS (2003), the drawings of
students in advanced math classes expressed loving or liking
math more often than students in basic math classes, p <
.001. Enjoyment on math drawings correlated with positive
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math attitudes, p < .05.
6. Math is fun

12.4

7. Profuse praise of

3.9

math

When compared to the USA, adolescents from Ghana and
South Africa were more enthusiastic about math on a math
attitudes survey and also more likely to profusely praise math
on their math drawings.p <.001.

Table 4 and Figure 2 illustrate negative views in U.S. drawings of math. In Figure
2 “Math must be destroyed." In this drawing by a 13-year-old boy, math is being attacked
with a machine gun and subtraction, multiplication, and division are being stabbed.
Here is Figure 2.
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Table 4 shows negative views of math, frequency of occurrence and evidence of
validity for four scoring categories. As illustrated in Table 4 less than half (38.8%) of the
drawings had negative elements or a negative tone and less than half (42.6%) of the
comments had negative elements or a negative tone.
Table 4.
Negative views of math, frequency of occurrence, and evidence of validity.
Category

%

Evidence of validity of this scoring category

8. Negative aspects

38.8

Similar to the findings of Brush (1981), younger children’s

or tone in drawings of

drawings were less negative than those of older children, p <

math

.01. Students with more negative elements in drawings less
likely to want to take more mathematics. p < .01, be selfconfident in math, p < .05, and enjoy math, p < .001. Students
in advanced math classes’ drawings more positive than those
of students in basic math classes, p < .05.

9. Negative aspects

42.6

or tone in comments

Younger children’s comments less negative than those of
older children, p < .001.

about math
10. Math boring,

18.6

tedious

Younger children think math is less boring math than older
children, p < .01. Thinking that math is boring negatively
correlated with enjoying math p < .001.

11. Math frightening,
loathsome, repugnant

6.2

Younger children think math is less frightening, loathsome,
and repugnant math than older children, p < .01.

Table 5 and Figure 4 show mixed and neutral views of math reflected in
drawings, frequency of occurrence and evidence of validity for five scoring categories.
As illustrated in Table 5. 41% of the drawings had mixed, neutral or ambiguous views of
math. Opinions about mathematics don’t always belong on a continuum ranging from
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strongly disagree to strongly agree. In their drawings, 41% of adolescents qualified their
responses and explained when they liked math and when they didn’t. Drawings of math
are able to capture nuances and complexities of adolescents’ views.
Table 5.
Mixed, ambiguous and neutral views of math, frequency of occurrence, and evidence of
validity.
Category

%

Evidence of validity of this scoring category

12. Mixed or

41.2

Younger children’s drawings less mixed than those of older

ambiguous view of

children, p < .001 Drawings of students in advanced math

math

classes more mixed than those of students in basic math
classes, p < .05.

13. Math is easy, not

7.0

difficult.
14. Math is hard,

Younger children more likely to show math as easier than
older children p < 01

29.5

difficult

Similar to the findings of TIMSS (2003), advanced math
students described math as hard. Younger children less likely
to show math as hard than older children p < 001

15. Math comments

3.9

lengthy
16. Teacher
mentioned or shown

17.1

Teachers make a difference in math attitudes (Geary, 1994; Wigfield
et al., 1991).
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Figure 4 shows a 14-year-old girl’s drawing of math. First she describes math as
“fun and crazy”, then she scratches her head (“sometimes it’s confusing”), and finally the
light bulb (“In the end I usually understand”).

Cross-Cultural Applications
Thus far, math drawings have been collected from three countries participating in
the TIMSS studies: Ghana, South Africa and the USA. In these three countries there were
variations in math attitudes and math achievement, but a consistent positive association
between students’ attitudes and their mathematics achievement. When the achievement
scores of students having high levels of valuing math were compared with those having
medium levels of valuing math, they were consistently higher; 293 compared with 227
for Ghana, 271 compared with 243 for South Africa, and 512 compared with 498 for the
U.S.A. In fact, in 42 of the 45 of the TIMSS countries, students showing the highest
levels of valuing mathematics had higher achievement scores than those with medium
levels in their respective countries. In the TIMSS study more students from Ghana and
South Africa expressed high enthusiasm for the importance of math. Larger proportions
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of adolescents from Ghana (82%) and South Africa (79%) expressed high levels of
valuing mathematics than in the U.S.A. (58%). Similarly, on adolescents’ math drawings,
significantly larger proportions of adolescents from Ghana (22%) and South Africa
(23.9%) expressed profuse praise of math than in the U.S.A.(3.9%). Chi-square-tests
revealed that these differences were highly significant. (X2 (2, N = 225 ) = 18.98; p <
.001). These results further underscore the validity of math drawings; high enthusiasm
for valuing math on TIMSS statements is associated with profuse praise of math on
drawings.
Figure 5 shows examples of profuse praise of math from Ghana and South Africa. On
the left is a drawing by a 15-year-old boy from South Africa. He wrote, “I don’t like

maths – I love it.” On the right is a drawing by a 16-year-old girl from Ghana. She drew
Richard and wrote, “He enjoys maths very much!” These results from Ghana and South
Africa suggest that math drawings are open-ended and can provide valuable insights into
a cross-cultural study of math attitudes.
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Conclusion
Limitations
A limitation of using math drawings is that not all adolescents express themselves
fully when they are asked to do drawings and write comments about math. Four students
chose not to do any drawings or comments and several students’ drawings were not
elaborated fully. Because the students did the drawings anonymously and independently,
it was not always possible for the raters of drawings to decipher the exact intent of the
drawer.
Value of Math Drawings
The majority of participants in this study welcomed the invitation to, “Draw a
picture of math and write about math. You can draw your feelings about math and your
experiences with mathematics”. In most instances their drawings and comments were
thoughtful and detailed. This study has provided ample evidence for the reliability and
validity of using drawings of math to learn about adolescents’ attitudes towards
mathematics. In terms of accessing students’ views, math drawings were shown to be
superior to the TIMSS math statements. Math drawings allow for stronger responses and
more individual expression; for example, disagreeing with the statement “I enjoy learning
mathematics” is not as strong as drawing a picture showing math being destroyed with
weapons. Drawings allowed students to express qualified, ambiguous, and mixed
viewpoints. Drawings of math were able to capture the complexities of adolescents’
views, not easily accessed by rating scales.
Attitudes towards math are important; it has been shown that high math
achievement is strongly related to having positive attitudes towards math. Students who
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have developed an intense dislike of math may not be receptive to math teaching. In this
study 19% drew or described math as boring and only 10% depicted math as useful,
relevant, or worthwhile. Teachers can use math drawings and math attitudes surveys to
access their students’ ideas and to learn how successful they are being in instilling an
interest in math and self-confidence in learning math. One seventh and eighth grade
teacher, who is currently using math drawings to better understand her students, plans to
continue to evaluate her students’ perspectives throughout the year (Barbara Telhorst,
personal communication, October 11, 2005). Math drawings can also be used for research
purposes and they may be especially valuable for cross-cultural research.
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1

Many students attending our physical education classes and sports activities may

8

experience fear of failure and performance anxiety. In fact, students and athletes may

9

worry to such an extreme degree about their upcoming performances that their skills may

10

be severely affected. This phenomenon is especially noticeable in water-related activities

11

since the prevalence of water anxiety is heightened among the population in the United

12

States. Of the 200 million adults polled, 128 million (64%) were afraid of swimming in

13

the ocean, 92 million (46%) were fearful of deep pool water and 78 million (39%) were

14

afraid to put their faces in the water (Transpersonal Swimming Institute/TSI, Gallup Poll;

15

1998). With proper knowledge and intervention strategies physical educators and

16

coaches can help diminish these feelings. To this end, the purpose of this article is to

17

1) define fear and anxiety, 2) discuss the possible causes (etiology) of water anxiety and

18

3) communicate information collected from swimming teachers and coaches regarding

19

their most successful strategies when working with anxious students. To date, there has

20

been little research on anxiety and its impact on learning to swim and waters skills.

21

Consequently, the studies referred to in this article will date back as early as 1933. And

22

though these studies were conducted years ago, much of the information contained within
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them is still relevant and applicable to current strategies used by teachers and coaches

24

today.

25

Fear and Anxiety Defined

26

2

According to the field of psychology, there is a difference between the words fear

27

and anxiety though they are often used interchangeably throughout the literature. Both

28

terms can produce similar visual images and physical responses such as shaking, physical

29

tension, rapid breathing, accelerated heart rates, dizziness or nausea, but each has its own

30

definition. Fear is defined as an immediate response to a true alarm such as an

31

earthquake, severe fire or burglary. Many times individuals possess what psychologists

32

call irrational fear. A person is said to be experiencing irrational fear when the present

33

situation is not, in and of itself, particularly threatening. Someone who is simply

34

standing in calm shallow water may indeed be extremely fearful, but would not be

35

considered to be in a truly dangerous situation. Anxiety, on the other hand, is thought of

36

as excessive worry and apprehension of future events that appear out of one’s control

37

such as having to pass a swim test to graduate from high school. The focus of this article,

38

therefore, will be on how water-related anxiety can stem from fear of failure and

39

performance anxiety.

40

Causes (Etiology) of Water Anxiety

41

Studying the etiology of anxiety is complicated and should be investigated using

42

numerous sources. The field of psychology has suggested viewing anxiety through an

43

integrative multidimensional model which examines the developmental, social,

44

psychological and biological contributions (see Figure 1).
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Developmental contributions. Developmental contributions refers to certain

46

critical periods when individuals are more or less reactive to a given situation or

47

influence. According to the research, many individuals experience an unfortunate event

48

such as witnessing a near-drowning (Berlin; 1933). Others found that fear of the water

49

may have resulted from prolonged unpleasant water experiences over a number of years

50

or the result of a single traumatic experience (Bentler; 1962). I have established support

51

for the developmental contributions in my own research through formal and informal

52

interviews with my students as well as watching their performances. Almost every

53

student who showed signs of anxiety had experienced one or more near-drowning or

54

unpleasant situations in, on or near the water. Many of these students were so anxious

55

that their ability to execute a given skill at a particular time was completely

56

overwhelming (e.g. the front crawl stroke in deep water).

57

Social contributions. Social contributions include stressful life events that can

58

trigger a student’s vulnerability to anxiety. Most are interpersonal in nature (personal

59

relationships or difficulties at work) and can occur in the form of social pressures.

60

Studies have shown that social and cultural contributions such as the family’s attitude,

61

school pressures from various social groups, the immediate swimming group or imitating

62

those who are afraid had an influence on individuals who were fearful (Elliott; 1945,

63

Hewitt; 1947). Students in my classes have stated that they put a lot of pressure on

64

themselves to overcome their anxiety and sense a tremendous amount of pressure from

65

their peers who they feel are out-performing them.

66
67

Psychological contributions. Psychological contributions include cognitive,
emotional and behavioral influences. According to students, their cognitive processes
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68

often focused on negative thinking patterns that produced a lot of frustration and

69

disappointment for them and ultimately affected their performance. For some this meant

70

avoiding participation whenever possible during class (becoming a bystander so to speak)

71

or simply never showing up again (avoidance).

72

Biological contributions. There is increasing evidence that shows we inherit a

73

tendency to be tense or uptight (a genetic vulnerability) (Eysenck, 1967; Gray &

74

McNaughton, 1996; Lader & Wing, 1964; McGuffin & Reich, 1984). And although

75

beyond the scope of this article, anxiety has also been associated with specific brain

76

circuits and neurotransmitter systems (for further discussion see Deakin & Graeff, 1991;

77

Lesch, Bengel, Heils, Sabol, Greenberg, Petri, Benjamin, Muller, Hamer & Murphy,

78

1996; Maier; 1997). Students I have interviewed discussed their genetic vulnerabilities to

79

anxiety when referring to immediate family members. They recognized, for example,

80

that they had the same apprehensive feelings when it came to being in, on or near the

81

water as their parents or siblings. One student came to this realization during a formal

82

interview, “If I look at my family it’s like none of them like being in the water - really.”

83

In these cases, a predisposition to anxiety seemed to be something transmitted from

84

family member to family member.

85

We now know that many things can contribute to a student’s anxiety level and, in

86

turn, have a significant impact on their performance in a structured physical education

87

class or sports activity. The field of psychology offers us an academic explanation, called

88

the diathesis-stress model, to understand how anxiety can become unmanageable for

89

some students. First, the model considers an individual’s genetic vulnerability to stress

90

(known as the diathesis). This diathesis is referred to as part of the biological
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91

contributions portion of the integrative multidimensional model. Added to this genetic

92

vulnerability are one’s life events (know as stressors). Life events may include other

93

portions of the integrative multidimensional model such as any developmental, social or

94

psychological contributions. Hence, the less genetic vulnerability an individual

95

possesses, ideally, the more stress they may be able to tolerate (person A). On the other

96

hand, an individual who has a greater degree of genetic vulnerability will not be able to

97

endure as much (person B) (see Figure 2). Therefore, a student who describes themselves

98

as “naturally” uptight (especially in, on or near the water) and has family members who

99

are also afraid of the water would be considered quite vulnerable to stress. This would

100

lend support for the diathesis portion of the model. Additionally, if this student had to

101

pass a swimming course to graduate, was ending a long-term relationship and quitting a

102

job they had had throughout school would lend support for the stressors portion of the

103

model. All of these things combined might generate an uncontrollable level of anxiety

104

that could impair a student’s ability to perform, in this case, swimming and water skills.

105

Interviews with Teachers

106

A 16-question semi-structured interview was used to gather information on the

107

successful strategies used by swimming teachers and coaches (see Table 1). Depending

108

on the depth of an individual’s answers, interviews lasted between 15-60 minutes. All of

109

the interviews were face-to-face with the exception of one telephone interview.

110

Questions covered demographic information, background and personal aquatic

111

experiences, professional training, work experiences and teaching strategies they

112

employed.
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Demographic information. Demographically, a total of 14 teachers (10 females, 4

114

males) ranging in age from 20 – 51 years old volunteered to answer questions - six (3

115

females, 3 males) of the 14 teachers also served as swim coaches. All of the participants

116

were college-educated with ten seeking a Bachelor’s degree in Kinesiology, two had

117

received Master’s degrees and two completed a Ph.D. program.

118

Background and personal aquatic experiences. With the answers provided on

119

background and personal aquatic experiences, teachers had rated their swimming and

120

water skills at an advanced or competitor level. When asked about the occurrence of any

121

past personal traumatic water experiences six teachers responded yes. Fortunately, these

122

events did not have a significant impact on their motivation to pursue their swimming

123

certificates and actively teach and/or coach.

124

Professional training. Every teacher had been certified as a Water Safety

125

Instructor (WSI) through the American Red Cross (ARC). Three teachers had additional

126

certifications through the YMCA, the county lifeguard service or a specialized swim

127

school (e.g. Australian Swim School). Regardless of their professional certifications,

128

only three of the teachers felt that their training had provided the necessary information

129

and practical experience for working with anxious students.

130

Work experience. Collectively when it came to work, this particular group had

131

3-37 years of employment experiences under similar conditions. Everyone had taught in

132

diverse settings and interacted with a variety of skill levels, group sizes and ages across

133

the lifespan. Twelve of the teachers felt comfortable teaching anxious students while one

134

was uneasy about working with adults and the other felt more confident in her abilities in

135

general as time went on.
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With regard to experiencing any traumatic experiences while instructing, three

137

had mentioned having to make minor rescues (e.g. assist a student who had slipped off a

138

kickboard or the stairs) whereas three others were involved in more serious scenarios

139

(spinal injury, seizure, cardiac arrest). As with personal traumatic experiences, these

140

distressing work-related situations did not discourage them from continuing on in their

141

teaching and coaching careers.

142
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Strategies used by teachers. Before discussing the particular strategies used by

143

these teachers, each one was asked to describe what they felt these students struggled

144

with most when it came to learning swimming and water skills. Many of them divided

145

up their answers into age ranges that included adults, adolescences and children. Most

146

strategies were common to all age groups while a few were used exclusively with

147

younger populations (e.g. games, toys). The seven most common answers across age

148

groups for all teachers combined were putting their face in the water, being on their backs

149

(supine), going underwater, traveling into the deep end, trust, confidence and previous

150

traumatic incidences. As expected, many of their strategies focused on these areas.

151

Teachers responses were sorted into four major categories: 1) teaching styles,

152

2) proximity 3) communication and 4) skill selection.

153

Teaching Styles. Depending on the age of the students, teachers used a

154

variety of teaching styles when it came to the actual delivery of instruction. Two teachers

155

felt that the command style of teaching worked well with children. A few used guided

156

discovery and problem-solving with adolescences. By far the most common style was

157

individualized. This meant that the majority of the teachers believed in letting students

158

learn at their own pace. It did not include forcing or pushing students to perform but
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allowed students to make choices along the way to perform what was most comfortable

160

for them at the time. Apart from the style used, most teachers agreed that it was

161

important to break down the skills into manageable pieces that gradually introduced

162

students to the water.

163

8

Proximity. The concept of physical closeness proved to be significant

164

when it came to building a student’s trust and confidence levels. Although children were

165

easier to hold and support in the water, findings also showed that adults needed to feel the

166

presence of the teacher to help ease their anxiety. As a result of this contact these

167

teachers believed that students felt safer and more comfortable in the water as time

168

passed. One inventive technique used by two teachers was letting an anxious student

169

stand close by while they taught students who were not fearful. The instructor’s hope

170

was for the anxious student to watch someone who was not afraid successfully participate

171

in class.

172

Communication. Simply talking with students was the third most frequent

173

answer that teachers gave. It was essential that these interactions were delivered using

174

the appropriate language and tone based on the age group that was being addressed.

175

Secondly, being skillful at providing explanations (be it a more complex concept such as

176

the specific gravity of the human body which greatly affects ones floating position in the

177

water or merely blowing bubbles to experiment with breathing patterns) helped students

178

reach a level of understanding the unknown and, thus, eased their anxiety about learning

179

certain skills. Teachers also emphasized the meaningfulness of openly discussing a

180

student’s fears and worries about the water with them. On occasion these discussions led

181

to the teacher’s once owned fear of the water and served as a common ground between
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the teacher and the student. Lastly, as part of the communication loop, these teachers

183

reminded us about the value of positive reinforcement and feedback whether it was

184

verbal or nonverbal.

185

Skill selection. Teachers believed that selecting a specific set of skills to

186

learn first helped minimize a student’s anxiety level – namely buoyancy (floating),

187

exhaling in the water, gradual submersion, propulsion (arm and leg movements) and

188

safety skills. Adults’ success was enhanced by the use of aquatic equipment (e.g. fins,

189

kickboards) where children enjoyed playing with toys and participating in games. Both

190

strategies allowed students to shift their attention to a novel activity rather than being

191

preoccupied by their anxiety.

192

9

Honorable mentions. Other strategies teachers integrated into a student’s

193

water experiences were practicing outside of swim class with others and performing

194

swimming and water skills on land. Additionally, one teacher felt it was important to

195

form positive relationships with students while away from the water and another found it

196

constructive to attempt to keep students in the water even if they showed signs of anxiety.

197

Strategies Suggested by Other Agencies and Organizations

198

The American Red Cross (ARC) and Young Men’s Christian Association

199

(YMCA) conduct two of the most nationally recognized learn-to-swim programs. Each

200

organization offers some helpful hints when dealing with anxious/fearful students

201

(see Tables 2 and 3). These suggestions can easily supplement a teacher’s existing

202

repertoire as needed and where appropriate. It is interesting to note that most, if not all,

203

of the teaching tips listed could fit into one of the four categories mentioned by
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swimming teachers in this article (teaching styles, proximity, communication and skill

205

selection).

206

Conclusion

207

Students who leave our physical education and sports programs should be water-safe.

208

The water presents an environment that requires a unique set of motor skills unlike other

209

activities. Feeling safe and confident in, on and near the water could have a positive

210

affect on an individual’s choices especially when selecting activities to stay fit or for

211

specialized recreational purposes (e.g. surfing, waterskiing). By understanding the

212

underlying causes of anxiety and developing a number of plausible strategies, physical

213

educators and coaches may be able to assist students to minimize or eliminate anxiety.

214

Future research studies are needed to test specific anxiety-reducing teaching

215

strategies and compare them to those traditionally used. If results favor adding specific

216

anxiety-reducing teaching strategies to a teacher’s/coach’s skill set, these strategies

217

should be shared with schools and community organizations who instruct swimming.

218

Even though the instructors interviewed for this article considered themselves to be

219

highly successful in working with anxious students, 12 of the 14 participants said they

220

would seek additional training designed to help them increase their effectiveness.

221

Validating instruments (psychomotor, cognitive and affective) specifically to assess water

222

anxiety before and after exposure to swimming programs would also serve to assist in

223

identifying those in need of specialized attention.

224

Figure 1. The integrative multidimensional model
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Figure 2. The diathesis-stress model
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Table 1. Interview for Professional Preparation of Swimming Instructors
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1) Gender?

240

2) Age?

241

3) Years of education?

242

4) What is your current skill level in swimming (beginner, intermediate, advanced,

243

competitor)?

244

5) Have you ever had a traumatic experience or series of unpleasant experiences in,

245

on or around the water? If so, please explain.

246

6) Years of experience teaching swimming?

247

7) How did you learn how to teach swimming?

248

8) Are you a certified Water Safety Instructor (WSI)?

249

8(a) If you answered yes to question #8 who certified you?

250

_____American Red Cross (ARC)

251

_____Other (please specify)

252

9) Where have you taught swimming?

253

10) Who have you taught in the past and/or who are you currently teaching (age,

254

skill level, how many at one time, cultural background)?

255

11) Do you feel comfortable teaching anxious/fearful students?

256

12) Have you ever had a traumatic or unpleasant experience while teaching

257
258
259
260
261

anxious/fearful students? If so, please explain.
13) Do you feel you were (are) adequately prepared to teach anxious/fearful
students?
14) Briefly describe the teaching strategies you use when working with
anxious/fearful students.
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14)(a) How successful do you feel your strategies are?

263

15) What do you feel these students struggle with most?

264

16) If available, would you seek additional training designed to help you work more

265

effectively with anxious/fearful students?

266

Table 2. The American Red Cross (ARC) teaching guidelines

267

Regardless of the age group, swimming instructors/physical educators should:

268

◊

Understand the underlying causes of fear

269

◊

Know that fear is very real to the learner

270

◊

Talk to the swimmer about their fear

271

◊

Work on relaxation

272

◊

Emphasis the "why" and "how" when introducing skills

273

◊

Achieve early success in swimming (any method) a short distance

274

◊

Have warm water if possible

275

◊

Use peer demonstrations

276

◊

Encourage, but do not force, students to attempt skills

277

◊

Build confidence day by day, not in one all-out effort

278

◊

Realize success breeds confidence, and vice versa

279

◊

Use a variety of teaching techniques

280

◊

Give praise when warranted, and never ridicule

281

Specific guidelines that work well with older children are:

282

◊

Using a partner (reciprocal teaching method)

283

◊

Encourage trials when peers are not watching (if safe to do so)

284

Table 3. Young Men’s Christian Association (YMCA) teaching guidelines
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◊

Help students master buoyancy skills first

286

◊

If they are embarrassed about their inability to swim have them work in small

287
288

groups and monitor their own personal progress
◊

289

Use proper progressions and help students realize what they have already
accomplished

290

◊

Gain students’ confidence

291

◊

Tour the pool area and talk about pool rules, regulations and goals of the course

292

◊

Orient students to the water slowly, teaching proper pool entry

293

◊

Motivate them before getting into the water

294

◊

Use games and make class fun

295

◊

Be patient and careful

296

◊

Teach students how to regain vertical standing position in the pool

297

◊

Teach students personal safety skills, such as turning over and changing direction

298

◊

Adapt strokes to each individual’s abilities

299

◊

Stress treading water, floating and safety in general

300

◊

Encourage students to practice between classes during open swims

301

◊

Discuss their fears

302

◊

Get in the water with them

303

◊

Get them into the deep water ASAP and show them how hard it is to go to the

304

bottom

305

◊

Help them make progress using all types of swimming aids (fins, snorkel…)

306

◊

Teach them what they want to learn and let them set their own goals

307

◊

Use a buddy system
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◊

Use positive reinforcement
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Abstract
This paper discusses the principle of neutrality and highlights the direction of landmark cases that
are providing interpretation of the Establishment Clause for the provision of aid and services for
students in private school settings. The First Amendment to the U. S. Constitution provides that
“Congress shall make no law respecting an establishment of religion, or prohibiting the free
exercise thereof. . . “ In the three-part test as established through the Lemon Test (Lemon v.
Kurtzman), the U. S. Supreme Court set a mark for determining whether government aid to
religious schools violates the First Amendment. This paper begins with several significant cases
that preceded this landmark decision, traces the development of the Establishment Clause through
from the vantage point of the Supreme Court, and discusses the current direction of the courts,
including interpretations/precedents from Witters v. Washington Department of Services for the
Blind, Zobrest v. Catalina Foothills School District, Rosenberger v. Rector and Visitors of the
University of Virginia, and Board of Education of Kiryas Joel Village School District v. Grumet to expand the definitions as previously applied to the private/religious environment. Through
these cases, the Court established a chain of rationale leading to what probably amounts to a
negation of the effects of the Establishment Clause as it applies to public funding of parochial
schools.
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Are We Neutral?
A Historical Approach to the Question
The First Amendment has two religious clauses that protect an individual's liberty, the
Establishment Clause and the Free Exercise Clause. These two clauses prevent (or are intended
to prevent) the use of public schools for the purpose of proselytizing and, correspondingly, forbid
the expenditure of public tax funds to support religion. One of the basic tenets in creating public
schools, as envisioned by our founding fathers, was that "the power of the government to tax the
citizenry should not be employed to provide funding for religious establishments.” Jefferson
clearly admonished in his Act for Establishing Religious Freedom that it was sinful and tyrannical
to compel a man to furnish money for the propagation of opinions he disbelieves (As cited in
Alexander & Alexander, 2001, p.144).
The above statement refers to the stance that stands in principle for tax-paying citizens
and neglects to address the children, except indirectly. Horace Mann addressed them, stating that
a child should be able "To judge for himself according to the dictates of his own reason and
conscience, and what his religious obligations are and whither they lead" (As cited in Blow, 1951,
pp. 26-27). Public school education, as examined by this "ideal" precludes religious
indoctrination in the public schools, and allows the opportunity for religious training outside of
the schools (by both parents and other institutions.) Whether the U.S. Supreme Court will
continue to disallow the provision of public funds to parochial schools is a continuing saga, the
outcome of which is still uncertain. This paper traces some of the steps (and missteps) that have
occurred and are occurring towards this end, highlighting the direction of landmark cases that are
providing interpretation of the Establishment Clause for the provision of aid and services for
students in private school settings. The First Amendment to the U. S. Constitution provides that
“Congress shall make no law respecting an establishment of religion, or prohibiting the free
exercise thereof. . . “ In the three-part test as established through the Lemon Test (Lemon v.
Kurtzman), the U. S. Supreme Court set a mark for determining whether government aid to
religious schools violates the First Amendment. It came into being through challenge, and the
challenge continues in current interpretations by the Court.
Some of the history that preceded the Lemon Test included the decision by the Supreme
Court in the Allen Case (Board of Education of Central School District No. 1 v. Allen (392 U.S.
236 (1968)). This case incited much debate by public and private institutions throughout the
country. Justice White, speaking for the majority, failed to describe the First Amendment
restrictions in providing state aid to parochial schools. He stated:

A wide segment of informed opinion, legislative and otherwise, has found that
[parochial] schools do an acceptable job of providing secular education to their
students. This judgment is further evidence that parochial schools are performing,
in addition to their sectarian function, the task of secular education.
Many parochial school personnel interpreted this statement that the state would allow such things
as teacher salaries, operations, building, etc., so long as the funds were used by the parochial
school for public secular purposes. One of the major results of this case was a flood of bills in
state legislatures to provide support for private institutions (Sloan v. Lemon,(413 U.S. 825, 93
S.Ct. 2982, rehearing denied, 414 U.S. 881, 94 S.Ct. 39 (1973)); Committee for Public Education
and Religious Liberty v. Nyquist (410 U.S. 907 (1973)).
The Supreme Court walked into this arena in 1971 when it was asked to rule on the
constitutionality of two similar acts from Pennsylvania and Rhode Island. This was the now
famous Lemon v. Kurtzman case, clarified through a three-part test of constitutionality of state
acts pertaining to the establishment of religion. Both states were (as prescribed through Allen)
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attempting to give public funds to parochial schools. The Supreme Court struck down the statutes
of both states, finding the “secular purpose” standard alone to be insufficient. In an attempt at
remediation of this, it added another standard, that of “excessive entanglement.” This standard
sought to prevent the state from infringing on the separate rights of religion by becoming too
intermingled with the process of religion. The resultant three-part test for determining whether a
state statute is constitutional under the establishment clause of the First Amendment states: (1) the
statute must have a secular legislative purpose, (2) its principal or primary effect must be one that
neither advances nor inhibits religion, and (3) it must not foster excessive government
entanglement with religion. Lemon served as the precedent, but continued to come under
challenge. Several cases that follow reflect this.

Landmark Cases After Lemon
Levitt v. Committee for Public Education and Religious Liberty
(413 U.S. 472 (1973))

This case involved the appropriation of funds by the New York legislature in
1970 to reimburse nonpublic school expenses for services performed by the nonpublic
schools. These services included:
Administration, grading and the compiling and reports of the results of tests and
examinations and maintenance of records of pupils’ enrollment and reporting,
Hereon, maintenance of pupil health records, recording of personnel qualifications and
characteristics and the preparation and submission to the state of various other reports as
provided for or required by law or regulation.

Although many expenses were listed in requesting the aid, the most expensive of
the services was that of administering and reporting of tests administered. Auditing the
expenses to determine the private schools expenditures was not addressed in the New
York statute. The Supreme Court ruled that the funds impermissibly aided religion,
violating the Establishment clause.
Committee for Public Education and Religious Liberty v. Regan
(444 U.S. 646 (1980))
However, in Committee for Public Education and Religious Liberty v. Regan
(444 U.S. 646 (1980)), in a five-to-four opinion, the Court upheld a revised version of the law
that had been declared unconstitutional in Levitt. Almost immediately after the Levitt case was
rendered, the New York legislature sought to remedy the defects by enacting a revised statute that
did not include the unconstitutional aspects. The new statute allowed for the payment of the
actual cost incurred by the nonpublic schools involved with the compliance of the state reporting
mandates (which included a pupil evaluation program, basic educational data system, regent
examinations, and several reporting requirements designed to confirm school performance of the
other functions.) The state was to audit these payments, a requirement that had not been included
in the earlier law. With these adjustments, this time the legislature was successful in shaping the
edges of constitutionality/unconstitutionality of aid permitted to parochial schools.

Other Laws – New York and Pennsylvania
Committee for Public Education and Religious Liberty v. Nyquist (410 U.S. 907
1973)) represented another New York law that was invalidated. It provided for the
maintenance and repair of nonpublic school facilities, tuition reimbursement for parents
of nonpublic school students, and tax relief for those not qualifying for tuition
reimbursement. Also Sloan v. Lemon (413 U.S. 825 (1973)) invalidated a Pennsylvania
law providing for parent reimbursement for nonpublic school students. The majority
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opinion declared there was no constitutionally significant difference between
Pennsylvania’s tuition-grants and New York’s tuition-reimbursement program, which
was held to violate the Establishment Clause in Nyquist.
Pennsylvania Strikes Again and Ohio Follows
Meek v. Pittenger (421 U.S. 349 (1975))
Wolman v. Walter (433 U.S. 229 (1977))
By the mid-1970s, the Supreme Court was confronted with the issue of aid to
nonpublic schools through another Pennsylvania effort. One part of the law, Act 194,
allowed for the provision of auxiliary services to children enrolled in nonpublic schools.
These services included counseling, testing and psychological services for disadvantaged
and exceptional children. The Court ruled that the Act (and the provision of services
through the Act) had the unconstitutional primary effect of advancing religion because of
the predominantly religious character of the benefiting schools. Expanding on a theme
describing the possibility of excessive opportunities for political fragmentation and
division along religious lines, the Court declared:
The potential for political entanglement, together with the administrative entanglement
which would be necessary to ensure that auxiliary-services personnel remain strictly
neutral and nonideological when functioning in church-related schools . . . violates the
constitutional prohibition against laws “respecting an establishment of religion. (p. 372)

The Court found that the provision of millions of dollars of additional aid to sectarian
schools was too direct and substantial an aid to the total educational function of the
school to be constitutional.
The second part, Act 195, extended a direct loan of textbooks and instructional materials
and equipment to parochial schools. The Court ruled that because the textbooks were secular and
were the same as those used in the public schools, their benefits only related to the parents or
students and not to parochial school, and thus were constitutional.
In another decision, Wolman v. Walter (433 U.S. 229 (1977)), the Court addressed the
Constitutionality of an Ohio Statute that had attempted to conform to the Meek ruling. The
decision, accompanied by widespread dissention among the justices, held that the provision
providing nonpublic school students with books, standardized testing and scoring, diagnostic
services, and therapeutic services was constitutional (based on decisions in Allen and Meek.)
Concerning the therapeutic, guidance, and remedial services to be provided in public schools,
public centers, or mobile units located off the nonpublic school premises, the Supreme Court held
that because the locus of service was not on parochial school property, that there was no
excessive entanglement. Finally, provisions relating to instructional materials and equipment and
field trip services were declared unconstitutional. The loan of instructional materials to the private
schools, rather than to individual students was declared to be excessive state aid to the
advancement of religion and therefore unconstitutional. Additionally, the state support of
nonpublic school field trips was said to be a benefit to sectarian education rather than to
individual students and therefore unconstitutional state aid to sectarian education. It was also
noted that the state surveillance of field trips that would be a resultant requirement to ensure their
secular nature would result in unconstitutional church-state entanglement.
These cases emphasize the political environment and pressure that has been exerted on
state legislatures to aid parochial schools.
Grants, loans and tax credits or deductions are the most common forms of state financial
assistance to private school students. These financial assistance programs are constitutionally
permissible as long as the state purpose underlying a program is to benefit both secular and
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religious education. This premise was challenged in Witters (474 U.S. 481 (1986)) which
follows.

Witters v. State of Washington, Commission for the Blind
(474 U.S. 481 (1986))
A legally blind student pursuing a bible studies degree was denied financial vocational
assistance by the state of Washington, Commission for the Blind. The state statute [Wash. Rev.
Code RCW 74.16.181(1981)] provided for “special education . . .” The plaintiff sought vocational
rehabilitative services from the Washington Commission for the Blind pursuant this state law.
The law provided that visually handicapped persons could seek educational assistance to enable
them to “overcome vocational handicaps and to obtain the maximum degree of self-care.” The
plaintiff was a student at a Christian College intending to serve the church. The Commission for
the Blind denied him assistance.
The Washington Supreme Court applied the Lemon test, (Lemon v. Kurtzman, 403 U.S.
602, 612-613 (1971)), as follows:
1.
The statute must have a secular purpose – here, the face of the statute clearly
shows a state interest in assisting the visually handicapped,
2.
The primary effect of the state aid must neither advance nor inhibit religion –
here, in providing funds directly to a religious institution on behalf of the
appellant, the state is supporting a religious activity, and
3.
The aid must not foster an excessive entanglement with religion – here, excessive
government entanglement is not necessarily at issue here because of the limited
circumstances of the case: one student is seeking aid versus state aid to private
schools in general.

The appellant further claimed a violation of the Free Exercise Clause and the
Equal Protection Clause of the First and Fourteenth Amendments, respectively. To
violate the Free Exercise Clause, the statute must have had a “coercive effect” that
operated against the appellant in the practice of his religion. Here, the act of denying
state funds was not shown to coerce the appellant to violate his religious beliefs.
The Washington State Supreme Court deflated the appellant’s Equal Protection argument
by pointing out that the aid was not allowable under the Federal Constitution and that providing
the aid would violate the Establishment Clause. The Court, therefore, held for the defendants.
However, the case was posed to the U.S. Supreme Court (Witters v. Washington
Department of Services for the Blind (474 U.S. 481(1986)). The operation of Washington’s
program was such that the Commission for the Blind paid money directly to the students, who
could then attend the schools of their choice. The fact that the student in this case chose to attend
a religious college did not constitute state support of religion because “the decision to support
religious education is made by the individual, not by the state.” The First Amendment was
therefore not offended. The U.S. Supreme Court unanimously ruled that the First Amendment to
the U.S. Constitution did not prevent the state of Washington from providing financial assistance
directly to a disabled person attending a Christian college.

Wallace v. Jaffree
(468 U.S. 1228 (1985))
The crumbling of the wall of aid to parochial schools may be directed back to the
philosophical rationale of Chief Justice Rehnquist in his dissent in Wallace v. Jaffree, where he
stated that the true intent of the Establishment Clause was merely to prohibit a “national religion”
or the “official designation of any church as a national one,” as well as to discourage the
preference of any particular religious sect over another. According to Rehnquist, it did not intend
to create “government neutrality between religion and irreligion, nor did it prohibit the federal
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government from providing nondiscriminating aid to religion.” (Wallace v. Jaffree, 468 U.S.
1228 (1985)). This sentiment, in principle, would allow both state and federal tax funds to go to
religious schools as long as no one was preferred over any other one. Although this was a
minority opinion, its voice was significant – it stated that Lemon was not the standard that should
the guideline – a precursor for cases to come.
Wallace v. Jaffree concerned an Alabama state statute authoring oral organized prayer in
the schools. The Alabama Legislature passed a statute authorizing a daily one-minute period of
silence in public school “for meditation or voluntary prayer.” The holding was that a silent
meditation statute that did not have a clearly secular purpose violated the establishment clause of
the First Amendment. The basis of the finding: The Court ruled that the statute failed the first
prong of the tripartite test, finding it to have no secular purpose at all. This finding was based on
unrebutted evidence of legislative intent and the inclusion of the words, “or voluntary prayer” in
the legislation.

The 1980s and Other Interpretations
The 1980s found the use of the Lemon Test in all but two non-school cases, Marsh v.
Chambers (463 U.S.783 (1983)), (where a “historical analysis” was used) and Larson v. Valente
(456 U.S. 228 (1982)). From this time on, however, the Supreme Court has vacillated in the
importance of the Lemon test. In Committee for Public Education and Religious Liberty (410 U.S.
907 (1973)), it was described as only a guideline, and later in Mueller v. Allen (463 U.S. 388
(1983)), it was described as “no more than a useful guideline.” Later, in Lynch v. Donnelly (465
U.S. 668 (1984)), the Court took this a further step, stating that the Lemon test has never been
binding on the Court.

Board of Education of Kiryas Joel Village School District v. Grumet
(510 U.S. 1107 (1994))

In this case, a State statute created a union free public school district that bordered
a religious village of Hasidic Jews and educated their children almost exclusively. The
legislation also provided for the school board to be elected by the voters within the
village. Taxpayers brought this action claiming the statute was violative of the
Establishment Clause and Equal Protection guarantees.
Here, the U. S. Supreme Court utilized a standard different from the Lemon test,
applying a “neutrality” standard in its ruling, saying, “A proper respect for both the Free
Exercise and the Establishment Clauses compels the State to pursue a course of
‘neutrality’ toward religion.” The U.S. Supreme Court declared the act unconstitutional,
stating, “Because this unusual act is tantamount to an allocation of political power on a
religious criterion and neither presupposes nor requires governmental impartiality toward
religion, we hold that it violates the prohibition against establishment.” Its judgment may
have been the same if the Lemon test was used – the significance was found in the
evoking of the neutrality statement.
Rosenberger v. Rector and Visitors of University of Virginia
(515 U.S. 819 (1995))
In this case, the Supreme Court held that the University of Virginia could not
withhold authorization for payments to a printer on behalf of a Christian organization.
Because the university had opened a limited open public forum by paying other thirdparty contractors on behalf of student groups, it could not deny payment to the printer on
the grounds that the student organization’s viewpoint was religious.
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A student organization that published religious magazines and distributed them to
students free of charge sought funds from the University’s Student Activities Fund (SAF)
to help defray publication costs. The University of Virginia collected a mandatory $14
student activity fee from full-time students each semester. The issue was whether a
student activities fund, comprised of mandatory student fees, constituted a limited public
forum within the Freedom of Speech Clause of the United States Constitution.
The Rector and Board of Visitors of the University specifically excluded religious
organizations and religious activities from the Guidelines that enumerated funding eligibility for
student groups and thus prohibited the disbursement of any fund to the plaintiffs. The court ruled
that these Guidelines were reasonable and did not express viewpoint discrimination because of
the university’s need to limit funding to groups and activities that advance its educational mission
and the possible violation of the Establishment Clause.
A limited public forum exists when a state’s restrictive access to limited public fora is
narrowly tailored to advance a compelling state interest. A nonpublic forum is a forum not
designated for public communication. Here, the Student Activities Fund (SAF) was ruled a
nonpublic forum in part, because the Guidelines purposefully excluded certain groups from
receiving funds and the religious magazines and activities of the religious group were not
consistent with the educational goals of the university.
The Court distinguished the student fee from a general tax and placed emphasis on the
indirect nature of the benefit. The Court reversed the lower court decisions, ruling that access to
public school facilities on a neutral basis did not violate the Establishment Clause of the First
Amendment.
The court ruled that the SAF was a nonpublic forum and that the university imposed
reasonable Guidelines to determine disbursement of funds.

Zobrest v. Catalina Foothills School District
(509 U.S. 1018 (1993))
The petitioner was a deaf child who sought a sign-language interpreter to be provided in a
Catholic high school and paid for by respondents. Petitioners claimed that the Individuals with
Disabilities Education Act (IDEA), 20 U.S.C. 1400 et seq., and the Free Exercise Clause of the
First Amendment required the respondent to provide such a service and that the Establishment
Clause did not bar such relief.
The District Court ruled that the interpreter would likely violate the Establishment Clause
and granted respondent summary judgment on the ground that the interpreter would promote
petitioners’ religious development at government expense.
The Court of Appeals affirmed (by a divided vote), (963F.2d 2290 (CA9 299), the
decision of the District Court by applying the Lemon test, (Lemon v. Kurtzman, 403 U.S. 602): 1)
IDEA has a clear secular purpose, 2) if IDEA allowed the interpreter, the primary effect of
advancing religion would violate the Establishment Clause, and 3) excessive entanglement with
religion would ensue because it would appear that the state sponsored the religious school’s
activities. This, the Court held, would create “the symbolic union of government and religion”
found impermissible in School Dist. Of Grand Rapids v. Ball (473 U.S. 373, 392 (1985)).
The Court cited Witters v. Washington Department of Services for Blind (474 U.S. 481
(1986)), in rationalizing that parents are free to make individual private decisions in selecting a
sectarian or non-sectarian school for their children. Further, because the IDEA does not
financially entice parents to choose a sectarian school, a state-funded interpreter cannot be
attributable to state decision-making.
In contrast, the dissenting judge argued that “[g] eneral welfare programs neutrally
available to all children,” such as the IDEA pass constitutional muster, “because their benefits
diffuse over the entire population.” (963 F. 2d, at 1199 (Tang, J., dissenting.)
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The United States Supreme Court granted certiorari. At issue was the neutrality
with which the IDEA must distribute benefits. The Establishment Clause is not offended
when the government offers a neutral service in a sectarian school as part of a general
non-religious program. The rationale included that the school did not receive a direct
economic benefit as a result and the aid was directed at the student not the school. The
Court reversed the decision of the Court of Appeals. Chief Justice Rehnquist delivered
the opinion of the Court, stating that the Establishment Clause does not bar the school
district from providing the requested interpreter.
In a dissenting opinion, Justice Blackmun stated “the establishment clause rests upon the
premise that both religion and government can best work to achieve their lofty aims if each is left
free from the other within its respective sphere.” (McCollm v. Board of Education (333 U.S. 203,
212 (1948)). “To this end, our cases have strived to chart a course that preserve[s] the autonomy
of religious bodies while avoiding any semblance of established religion.” (Walz v. Tax
Commission, U.S. 664, (1970)). “ I would not stray, as the Court does today, from the course set
by nearly five decades of Establishment Clause jurisprudence. Accordingly, I dissent.”

Florence County School District v. Carter
(504 U.S. 906 (1993))
Parents of a learning disabled child brought suit for reimbursement costs for private
school tuition after they disagreed with the Individual Education Plan (IEP) offered by the
district. The parents claimed that the school failed to provide a “free appropriate public
education” (FAPE) as required by the Individuals with Disabilities Education Act (IDEA,) 20
U.S.C. 1400 et seq., and the District Court agreed. Specifically, the private school evaluated the
child more often than the annual requirement stated in IDEA; the private school provided a lower
teacher-student ratio and implemented a plan whereby the child would progress from year to year.
At issue was whether a court might order reimbursement for parents who unilaterally
withdraw their child from a public school that provides an inappropriate education under IDEA
and put the child in a private school that provides an education that is otherwise proper under
IDEA, but does not meet all of the requirements of § 1401 (a) (18). Specifically, education must
be “provided at public expense, under public supervision and direction,” § 1401 (a)(18)(A), and
schools are required to provide an IEP, which must be designed by a “representative of the local
educational agency,” § 1401 (a)(18)(D), and must be “establish(ed),” “revised,” and
“reviewed(ed)” by the agency § 1414 (a)(5).
A second issue here is whether the parents are barred from reimbursement because the
private school did not meet the IDEA definition of a free appropriate public education. The court
stated that § 1401 (a)(18) and § 1401 (a)(18)(B) do not apply to private parental placements.
The court held in favor of the parents.

New Understandings and Their Interpretations
The majority opinion in Zobrest is what currently stands and provides guidelines.
In the 1997 case of Agostini v. Felton, 1997 WL 338583 (U.S.), June 23, 1997 Cal.Daily Op.
Serve 4765, Daily Journal D.A.K. 7843, the Supreme Court, with Justice O’Connor writing for a
five-to-four majority stated that there was “ a significant change in Establishment Clause law.”
The court referred to “its current understanding” of the Establishment Clause. This “current
understanding” is based on this Supreme Court’s precedents in Witters v. Washington Department
of Services for the Blind (474 U.S. 481(1986)), Zobrest v. Catalina Foothills School District (509
U.S. 1018 (1993)), Rosenberger v. Rector and Visitors of the University of Virginia (515 U.S.
819 (1995)) and Board of Education of Kiryas Joel Village School District v. Grumet (510 U.S.
1107 (1994)). In these cases, the Court established a chain of rationale leading to what probably
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amounts to a negation of the effect of the Establishment Clause as it applies to public funding of
parochial schools. In Zobrest, the court held that the use of public funds to pay for a special
education employee in a Roman Catholic high school did not have the impermissible effect of
advancing religion. Zobrest and Witters directly repudiate the previously held assumptions in
Aguilar and Grand Rapids that a publicly funded employee in a religious school creates the nonaccepted effect of advancing religion. Therefore, Zobrest, Witters, and Agostini, together, largely
negate the effect test as a deterrent to government funding for parochial schools.
The Supreme Court judge most critical of Lemon has been Justice Scalia, a proponent of
parochial schools. In his dissent in Lamb’s Chapel, (Lambs’s Chapel v. Center Moriches Union
Free School District (508, U.S. 384 (1993)), Justice Scalia attacked the Lemon test, stating:
As to the Court’s invocation of the Lemon Test” Like some ghoul in a late-night
horror movie that repeatedly sits up in its grave and shuffles abroad, after being
repeatedly killed and buried, Lemon stalks our Establishment Clause jurisprudence once
again, frightening the little children . . .
Justice Scalia’s efforts to invalidate the Lemon test appear to be coming to fruition. The
Court did not use the Lemon test in deciding Board of Education of Kiryas Joel School District v.
Grumet, (Board of Education of Kiryas Joel Village School District v. Grumet (510 U.S. 1107
(1994)), but applied a neutrality standard.
Supporters of obtaining government financial assistance for nonpublic schools joined the
Catholic parochial school supporters. Two U.S. Supreme Court decisions, Agostini v. Felton
(1997) and Mitchell v. Helms (2000), reflected a shift in the Court’s thinking regarding financial
aid to nonpublic religious schools. Agostini v.. Felton (521 U.S. 203 (1997)), allowed payment
for public school teachers who taught in programs aimed at helping low-income, educationally
deprived students within parochial schools (using federal education funds under Chapter I,
formerly Title I of the Elementary and Secondary Education Act.) This decision overruled both
Aguilar v. Felton (521 U.S. 402 (1985)) and Grand Rapids School District v. Ball ( 473 U.S. 373
(1985)), which had not allowed the practice. In Agostini, the Court abandoned its previous
assumption that public school teachers within parochial schools would inevitably inculcate
religion to their students or that their presence constituted a symbolic union between government
and religion. The Court established the following criteria for determining whether or not schoolaid programs have an impermissible effect: 1) whether the aid results in governmental
indoctrination, 2) whether the program defines its recipients by reference to religion, and 3)
whether the aid creates an excessive entanglement between government and religion.
In Mitchell v. Helms (530 U.S. 793 (2000)), a six-to-three decision validated a federal
program involving Chapter 2 (technically Subchapter VI of Chapter 70 of 20 U.S.C.) that loaned
computers, software and library books to religious schools. Of interest, the concurring opinion
states:
The plurality announces a rule of unprecedented breadth for the evaluation of
Establishment Clause challenges to government school-aid programs. That rule is
particularly troubling because, first, its treatment of neutrality comes close to assigning
that factor singular importance. . . Second, the plurality approval of actual diversion of
government aid to religious indoctrination is in tension with this Court’s precedents.
Because Agostini represents the Court’s most recent attempt to devise a general
framework [its] criteria should control here.
Here we see a “line in the sand” on the issue of church and state that has been drawn as
the Court has overruled its previous decisions. Mitchell overruled key tenets in Meek v. Pittenger
and Wolman v. Walter that had barred the government from providing maps, charts, overhead
projectors, and other instructional materials to religious schools. This decision appears to nullify
the remaining Establishment Clause deterrence to public funding of sectarian schools. Justice
Clarence Thomas, writing for the plurality of justices, explained that the new interpretation of the
Establishment Clause hangs primarily on an “effect” test that has only two considerations:
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neutrality of governmental funding and whether the aid subsidizes a selected religious group.
The new criteria of Justice Thomas’s test of effect appear to subsume the original “purpose” test
of Lemon, indicating that there is no constitutional violation if the state aid is allocated on a
neutral and secular basis, neither favoring nor disfavoring any particular religious sect.
Therefore, in summary, the current Supreme Court in Agostini and Helms leaves little of
the Lemon test to prevent public aid to parochial schools. When the precedents are considered,
limitations to government aid to religious schools appear to be generally nullified and the
separation precedents of earlier Supreme Court decisions, in relevant parts, rescinded.
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ABSTRACT
As a requirement of the Graduate Reading Education Program, culminating in the Master
of Education degree with a concentration in reading at Bowie State University, Bowie,
Maryland, candidates are required to complete a practicum course. The practicum
involves several weeks of tutoring of a learner two has difficulties associated with
literacy development. Over the years, methods of recording and reporting candidates’
progress in the tutoring experience have undergone numerous changes. With the advent
of technology, a recent change involves replacing some of the traditional means of
reporting with the development and implementation of electronic professional portfolios.

The tutoring experience becomes only one aspect of the professional portfolio.
Candidates are helped to integrate their technological skills, knowledge of literacy
development, teaching and other experiences and creativity in development of electronic
portfolios that reflect the totality of their educational and professional experiences.

At the undergraduate level, candidates are involved in development of portfolios with
different emphases. Candidates ‘portfolios reflect the interests and experiences typical of
undergraduates soon to receive their baccalaureate degrees. The principles of
construction and uses of the portfolios at undergraduate and graduate levels share many
similarities.

The purpose of this presentation is to describe the process and share some of the products
resultant from using technology to achieve some of the important goals of field
experiences. Based on pertinent research related to the use of technology in education
and to the importance of involving students in their own learning, the strategies presented
can be replicated to both undergraduate and graduate levels of education. Also
emphasized are the ways by which quality of the portfolios is assessed.
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Abstract
From the examination of two case studies of arts-integration collaborations, a grounded
theory approach was used to begin to develop a conceptual model of arts-integrated curriculum.
The first case study examined a partnership between a Chicago based theatre company and a
Chicago elementary school who developed and implemented a curriculum for third grade. The
second case study examined a summer program for gifted students with integrated arts courses
taught by teams of arts and humanities faculty. Data were collected through field notes during
planning sessions and classes, interviews with teachers, administrators, verbal and written
student surveys, artifacts from student work, and classroom observations. Grounded theory
analysis involved constant comparative method, memoing, negative case analysis, and member
checks.
The two collaborations used approaches to collaboration and teaching that challenged the
students and inspired the teachers. Teachers expressed beliefs about the personal benefits in the
collaboration and resulting curriculum, saying that they felt they were “being pushed in new
directions.” Students were engaged emotionally and intellectually. Student products reflected
higher-order thinking, creative expression, and student-directed learning that progressed far
beyond the requirements of National and State Standards. The initial guiding questions were
“What made these programs so powerful, and what made them so unique?” Analysis resulted in
a theory about what makes such programs successful and attributes are that led to successful artsintegrated curriculum development.
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Fostering Moral Literacy…

Fostering Moral Literacy in Online Educational Leadership Courses Through Collaborative
Inquiry and Embodied Learning

“Conflict avoidance in the face of poor performance is an act of moral neglect.”
Michael Fullan

Participating genuinely in community life – be it a school, neighborhood or professional
community - is a hallmark of democracy. Case-based teaching and learning affords an opportunity
to work both individually and collaboratively in genuine problem posing and problem-solving, engaging
in distinct, yet plausible analyses that may ultimately assist us in resolving or at least responding to
moral/ethical dilemmas. More specifically case study can serve as a link between education and real
life, and hence, democracy, in the teaching and learning process.
Case study not only conveys content knowledge but also can be a means to provoke dialogue
within a classroom learning community. Cases bring readers together around a common situation and
provide opportunities for issues to surface that bear on our own professional lives. Perhaps the
most salient outcome of robust case-based teaching and learning is the inherent complexity built
into both the process of analysis and the various levels at which analysis may occur. As McNergney,
Ducharme and Ducharme note, “It invites discussion and controversy” (1999, p. 7).
With course websites typically being text-driven, seeking alternative channels for engaging
students in meaningful learning and for literally offering a space for voice becomes vital. “Within
computer communication technology, there are ways that allow us to be present to each other, with
our bodies, interacting in a holistic manner” (Argyle & Shields, 1996, p. 58). Likewise, technology
here is viewed as a medium for facilitating full engagement between mind and body.
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This paper examines the use of ethics- focused case vignettes in the teaching of select
Educational Leadership courses at the graduate level. The purpose of these vignettes is to provide
students “…an opportunity to learn the analytical perspectives (the ethics of moral leadership) that
would enable them to embrace a moral dimension of leadership that they are in fact searching for”
(Starratt, 2004, p. 134). As a pedagogical tool aimed at fostering moral literacy, the ethical cases
are also designed to help current and aspiring educational leaders to view themselves as moral
agents who “…take the responsibility to be informed before making moral judgments” (Tuana, 2003).
A theme across this writing is the notion of authentic learning, where we endeavor to go beyond the
mere analysis of cases, to unearth the looming moral issues embedded in the work of schooling.
Authentic learning would be remiss without a focus on embodied learning, one that seeks to
balance the pedagogical scales that favor mind over body. “Access is not merely a matter of more
technology or higher technology, but of getting the pedagogical rationale right in the light of more
compelling theories of the body and of technology (McWilliam & Taylor. 1998, p. 33). As my
colleagues and I assert (Freedman, Striedieck, & Shurin, 2005) “A paradigm of embodiment pushes
us to reconceptualize what we do and how we go about doing it. As curriculum workers we are
challenged to think of strategies that move away from individual accountability and toward
strategies that foster a community of practice.” Learning within these social encounters moves us
toward genuine participation, allowing for collaborative and skilled and proactive engagement
(Beyer, 1998). I bring to my current and future curriculum work a commitment to changing the
educational landscape by utilizing critical cases and technology to enhance learning for all, including
attention to inserting embodied learning moments.
Here, I begin by exploring the role of case study as an instructional tool for fostering moral
literacy among current and aspiring educational leaders – be they teachers, administrators or other
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such stakeholders. Specifically, I advocate the use of case study as a venue for unpacking moral
issues and ethical dilemmas in the context of schooling and educational leadership and, equally
important, as a means for fostering reasoned problem solving through dialogue and collaborative
inquiry. I explore, briefly, the intersection of moral literacy and educational leadership, provide an
illustrative example from my own teaching before offering some concluding thoughts about where I
am on this moral, cyber, and embodied journey.

Case Study as a Pedagogical Tool for Collaborative Inquiry
Although the use of case study is not new to teaching and learning about educational
leadership, with some notable exceptions (e.g., Zubay & Soltis, 2005; McNergney, Ducharme, &
Ducharme, 1999) there is limited research in its use to foster moral literacy and ethical reasoning.
One of the most exciting, and at times, most challenging features of our graduate degree program
is the online nature of many of our course offerings. This format presents new and diverse ways of
conceptualizing and delivering case study methodologies, as well as benefits and challenges that are
unique to online delivery models. I come back to these features at the end of this section.
The inherent value of case study as a robust pedagogical tool that permits the application of
concepts to practical experience can be readily imagined. Well-constructed cases draw a reader
into the dilemma being posed by offering sufficient description thereby inviting her/him into the
storyline, yet not providing a solution to the dilemma posed. By story’s end, the reader quickly
realizes the multiple challenges embedded in the case, but also senses the ambiguity and openendedness of pinpointing the values and beliefs associated with these challenges. Alas, the work of
educational leaders!
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For me, the powerful learning that ensues from case study results from honing skills that
allow the reader to distinguish among description, analysis and interpretation and to utilize
conceptual frameworks to deconstruct and broaden individual expressions, all within the context of
group dialogue. In providing a description or attending to details of a particular situation,
individuals are tasked with asking: What are the critical factors worth noting in this case? What
are the secondary factors, which may or may not impact the ultimate outcome of this case? How
can description be both inclusive yet concise? “Every decision about the appropriate level of detail
returns ultimately to the immediate purposes being addressed” (Wolcott, 1994, p. 14). Answers to
these questions are always a function of perception. Useful descriptive narratives are those that
use various lenses (zooming in and out) to capture detail. Wolcott (1994) yields additional advice,
“Whatever is to be included in a descriptive account needs to be assessed for its relevance and
contribution to the story being told” (p. 57).
The process of analysis pushes us to consider: What are plausible relationships among
categories or ideas represented in a descriptive narrative? How can critical elements be
distinguished from peripheral ones? “Analysis rests, ultimately, on agreed-upon knowledge, the
recognition of mutually recognized properties or standards” (Wolcott, 1994, p. 25). Wolcott
further asserts that “the essential point in making inferences from case material is in realizing
‘that the extrapolation is in fact based on the validity of the analysis rather than the
representativeness of the events’” (1994, p. 26). In this stage, new questions are raised as the
reader attempts to resolve the issues that were initially posed in the case.
Finally, through interpretative insights, “ideas are judged by their explanatory power or
their capacity to inspire the work of others” (Wolcott, 1994, p. 38). This is the point at which
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learners engage in dialogue linking the events from a given case to broader theoretical constructs
while simultaneously weaving in their personal experiences.
As utilized here, case study analysis is deliberately related to promoting a democratic
classroom, where well-reasoned answers reflect multiple perspectives rather “the right” answer.
Multiple, yet well-reasoned perspectives, in return, broaden our individual ways of seeing and
knowing the world. In particular, democratic practices permit members of the classroom community
to see alternative viewpoints, understand differences, articulate different value systems, foster
moral and ethical thought and action, and recognize the often intricate and ambiguous nature of
educational issues.
Criteria for selecting and developing cases in my courses include those that: resemble the
daily work of educational leaders; yield a moral/ethical dilemma within an administrative or
educational context; encourage students to distinguish between those issues invoking moral/ethical
dilemmas and those deemed to be administrative challenges seemingly devoid of ethical debate, and
those that present multiple perspectives on a moral/ethical dilemma.
In these graduate courses, case study serves learning in multiple ways. In some instances, a
goal is for students to apply their understandings of educational leadership concepts and theory in
problem posing and problem solving. For example, in one case study students are faced with ethical
dilemmas surrounding meaningful teacher evaluation. Guided by their beliefs about the functions
and roles of supervision, issues related to power, privilege and difference, and their own code of
ethics, they revisit the same case multiple times, through teacher and administrator eyes. An
alternative approach is for students to develop their own cases based on either real or imaginable
school events. In either format, group dialogue is essential. It demonstrates a belief that
collaborative learning, and ultimately collaborative decision-making and leadership, is a valuable and
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necessary process; one that blends personal meaning making with group input in assessing realistic
educational situations and proposing well-reasoned solutions to dilemmas. Zubay and Soltis (2005)
comment on the outcomes of ethics-based cases: “[Cases] help people see that there is no need to
be an ‘absolute relativist’ or ‘moral skeptic’ when there is ethical disagreement. Some solutions are
better and more just than others” (p. 18).
Adding another layer of complexity to the use of case study is the role that technology
plays in the content explored as well as the learning process. Instructional technology plays a
prominent role in student learning. Course websites are used to arrange and present case material
as well as to organize communication by providing venues for group dialogue. Content material
related to a given case is posted in multiple forms for convenient student access. Our course
management system allows for file uploads, including documents, power point, images, hyperlinks to
related websites, and whiteboard capabilities for brainstorming and sharing ideas. Via message
boards, groups organize themselves and engage in online threaded discussions, with the added
benefit of preserving their discussions in transcript style. In select classes, groups come together
in synchronous discussion via online conferencing software, again, with the ability to retrieve their
recorded sessions at a later time. Here, technology serves an invaluable role in archiving
discussions – be they text or verbal – for reflecting on past events in order to look forward.
As an instructor, I am challenged to foster and maintain electronic communication and
collaboration in an educative way. Kent (1999) contends “telecommunication technology in education
can help to build responsive communities of democratic discourse” (p. 30). Certainly accessing the
spectrum of information available on the Internet and readily connecting with other people is a
hallmark of a flourishing democracy. As well, “[b]y utilizing case studies in the classroom, [I
attempt to help educational leaders]…to understand the moral responsibility to be proactive about
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creating an ethical environment for the conduct of the educational system they represent” (Richtig,
2004, p. 5). Stated differently, in this context I assert that case study, is by definition, a form of
applied ethics.
Furthermore, I believe that an on-line classroom, designed to be interactive, group work
intensive, and insistent on thoughtful and authentic student participation, can be a medium that has
the possibility of facilitating full engagement between mind and body. That is, on-line course
experiences can open up spaces for embodied learning, and can, using Emig’s words, become “site[s]
where students are required to acknowledge human complexity, situational ambiguity, vexed, even
unanswerable questions about self and society” (p. 279). It would be negligent, I judge, to think
that while people convey ideas and engage in discussion in the on-line environment that their bodies
simply cease to exist. They do not.

The Intersection of Moral Literacy and Educational Leadership
Teaching and schooling are inherently moral undertakings. “The place we call school is an
environment of moral interaction and sometimes moral struggle” (Zubay & Soltis, 2005, p. 4). What
is less apparent, though, is what constitutes an ethical dilemma in the face of our moral beliefs.
Often, value judgments based on personal experience surface as students’ initial assessment of a
case and yield analyses and interpretations that reflect a continuum of complexity. While I am
comfortable with starting where students are and do not espouse a particular ethics orientation or
lens, I do expect students to offer well-reasoned arguments for determining what they believe
represents a moral issue as well as a helpful solution to the issue. I concur with Campbell (1997)
that educational leaders and ”…teachers must be able to extrapolate larger principles from the
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cases (e.g. fairness, care, truth) in ways that enable them to relate and apply the principles to
future (un)anticipated scenarios” (p. 258).
As Zubay and Soltis (2005) contend “…having serious moral conversations about real ethical
dilemmas in school settings generates a very high level of communal awareness of the pervasiveness
and need for ethical considerations in schools” (p. 1). In my view, our job as educators and as
faculty in an educational leadership program is to help students situate their value judgments and
personal preferences in the broader terrain of moral literacy and ethical decision-making. This is
essential given that students do not necessarily enter into cases with upfront theoretical baggage
neatly packed; rather, they formulate and repack their stances over time.
Campbell (1997) asserts the “teacher [is a] moral agent and exemplar” (p. 255). According
to Campbell, “Moral agency is not simply an inevitable state resulting from being a teacher but
instead a professional quality exemplifying ethically good practice. This should not be left to
chance but developed in a deliberate way” (p. 257). In a similar vein, one of Fullan’s (2003)
assumptions about schooling and school leadership is that it is implicitly characterized by a moral
purpose. John Goodlad characterizes his work further “[E]ducation of deliberate moral intent
provides apprenticeship in the understandings, dispositions, and behaviors required for democratic
citizenry. Providing this apprenticeship is a major purpose of our schools” (Goodlad, cited in Fullan,
2003, p. xi).
The familiar voice of Nel Noddings contends, “…genuine moral education requires the
construction of shared meanings, not simply the processing of information” (2002, p. 129). As an
example of deliberate moral intent, she advocates for conversation, in particular, ordinary

conversation, as a cornerstone of moral education. Such conversation, according to Noddings, can
only be carried out by caring and ‘reasonably good’ individuals and serves to facilitate:
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…a constructive approach to conflict. The description is not morally neutral, and I claim no
universality for it. It leaves open the definition of goodness and suggests a wide range of
acceptable views. Insistence on respect and loving regard leaves us open to influence; we
are pledged to learning and exploring together, not to a total transmission of moral values.
Finally, putting our partners over our arguments and principles suggests limits on what we
will do to win our points or enact our principles. This is preparation for a moral life of
openness, friendliness, trust and caring. It is preparation that takes time. It requires
constancy from adult participants (pp. 128-129).

Fostering ordinary conversations and the conditions that support them is hard work,
particularly in an online learning environment. I turn now to provide an illustrative example of how
ethics-focused case study in an online graduate course attempts to accomplish this.

Course Profile
Serving as a foundational course for our Educational Leadership program, EDLDR 597E –

Leadership Perspectives for Today’s Schools - provides an overview of the various ways leadership
can manifest itself in school settings. Toward this end we explore the alternate ways leadership
has been conceptualized in the research literature. The content of this course conceptualizes
leadership in schools in a broad and distributed form. Here, leadership is portrayed as a process
and a set of functions that are carried out through multiple means, rather than embedded in a
single role or title. Moreover, the scope of the course extends to considering the contribution of
all educational stakeholders to leadership in schools, not limited to professionals.
The course process actively blends personal practical knowledge with the broader landscape
of educational leadership research to help students explore themes, trends, and key ideas in the
field of educational leadership. Through assigned and self selected readings and shared learning
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activities students examine educational leadership in relation to teaching practices and to life in
schools, inevitably raising ethical dilemmas. Course content and learning activities are organized
by/through four themes: Educational Leader as an Individual, Context and Perspective as a Lens

for Educational Leadership, Relational Aspects of Educational Leadership, and Functions of
Educational Leadership.
Within this guiding framework, we examine social and institutional settings and practices
through the use of ethics-focused case vignettes that align with the course themes (several themebased ethical cases are still under construction). Progressively, we move from well-defined cases
that frame particular circumstances to ill-defined cases that present more ambiguous but realistic
conditions, and hence, more difficult decision-making. Ultimately, students are encouraged to
articulate their own morally challenging situations and analyze them. Perspectives such as
responsibility as a human being and a professional; responsibility to whom; and responsibility for
what (Starratt, 2004) often arise. This process also necessitates students appraising their daily
activities, yielding insights into the ways in which they are present and responsible to/with people
and notions of authentic learning. Again, authentic learning, I believe, goes beyond the mere
analysis of cases, but unearths the looming moral issues that are embedded in the work of
schooling.
One illustrative example from the Leadership Perspectives for Today’s Schools course is
students’ analyses of Zaretsky’s (2004) case, “Moral Leadership Beyond the School Yard:
[Re]distributing Moral Responsibilities in Cyberspace Among Home and School.” In this piece,
readers are confronted with three main issues:
•

What online activity is (or should be) considered bullying and what online activity is (or
should be) considered simply common adolescent activity?
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•

Who is (or should be) responsible for regulating online conduct?

•

To what extent should the school leader be morally responsible for cyber activity in the
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home? (p. 2)
To assist students in probing these issues, a five-step process for case analysis
(McNergney, Herbert and Ford, 1994), which reflects a Deweyan perspective of how we think and
learn, is used.
Identifying the issues and facts in a case. Individually and collaboratively, brainstorm all
possible issues embedded in the case and the relevant facts that support these issues.
Considering the perspectives or values of the actors in the case. Create a brief profile
of the main characters, keeping in mind that ostensibly minor characters may be important
to the analysis.
Identifying professional knowledge that might bear in crafting a plan of action. Draw
from your personal practical knowledge as well as empirical and theoretical research,
including our course readings.
Formulating a realistic action plan. Take the perspective of an outside consultant.
Considering the consequences of the action plan. Conjecture about the “best case” and
“worst case” scenarios that may result from your proposed action plan.

To reflect the influence of dialogue among peers, a meta-analysis is also required of
students when they present their written response. Here students note such information as what
didn’t get included in their analysis that was part of the group discussion or any outlier responses or
critiques.
Not only do students read and react to the case studies presented, they are challenged to
develop an action plan in proposing a solution to the moral or ethical dilemma, if any, identified in
each of the cases. These solutions are then presented to and debated with their classmates. The
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value of this is not simply in crafting solutions, but in grappling with the issues involved in the case
in a timely and efficient manner, in seeking to ensure that the rights of individual students, staff
and faculty are acknowledged and protected while not infringing upon the larger body of students,
faculty and staff. Inevitably, conversation turns to pondering what constitutes a moral or ethical
dilemma and how that can be distinguished from administrative or teaching challenges. In essence,
the educational leader is acting in the best interest of her/his constituency groups, ultimately
embodying the principles of democratic education.

The Journey Continues
Clearly, educational leaders are continuously barraged with moral and ethical dilemmas. In
her Presidential Address at the 2004 UCEA conference, Margaret Grogan spoke about ethical
imperatives for educational leadership and noted, among other salient points, “It is not enough to
teach about principles of equity and equality, we must provide students with strategies to act upon
them” (UCEA Review, 2004, p. 7). One such strategy, I believe, is engaging in ordinary
conversations, which have the power to “…reveal care, promote trust, and invite remembrance”
(Noddings, 2003, p. 144). By implementing case study as a pedagogical tool and raising controversial
issues that are representative of our day-to-day schooling experiences, I endeavor to contribute to
the preparation of leaders in a meaningful and intellectual way.
Providing these leaders with the tools they need to negotiate such dilemmas in defensible
ways is the ongoing challenge. By definition, being morally literate means ensuring one is well
informed, cultivating moral virtues and developing skills for moral reasoning (Tuana, 2005). It also
means having a capacity to engage authentically and holistically with humans and issues, alike. Doing
so necessitates the presence of our bodies and our body memories. Mairs (1990) explains, “It is
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precisely this willingness to give voice to what our cultures tells us to shroud in silence that creates
freedom, bringing the body into the plain light of shared human experience” (p. 92). Inviting body
memories has the potential to contextualize personal practical knowledge with broader social and
curricular issues: Whom do schools serve? Whom should they serve? What kinds of knowledge are
of the most worth? What values, beliefs and practices are embedded in current educational policies
and practices?
Learning of this sort contrasts with many scholars’ concerns with on-line learning
environments (Boler, 2002; Emig, 2001). Boler (2002), for example, voices apprehension about
learning in the on-line environment—“how can we measure dialogue in its transformative sense as
engaged in computer mediated communication?” (p. 338)—and wonders how transformation and risk
taking can take place in the “absence of face-to-face communication” (p. 338). Rather, encounters in
the on-line learning environment can be understood as virtual face-to-face encounters. In the online learning environment a posting can be seen or read as a person’s face, a reflection of a person’s
re-presented identity and can be read as virtual embodied representations that reveal a seeing,
feeling, touching, breathing, smelling, longing, thinking, and experiencing body.
In the context of on-line communication, Argyle and Shields (1996) wonder: “Are we really
able to eliminate physicality so easily, or does the system give us pathways that are wide enough for
us to leave parts of our physical selves to help reach each other?” (p. 62-3). In a related query into
our online teaching and learning around issues of collaborative inquiry and embodiment (Freedman,
Striedieck, & Shurin, 2005), “This question helps us to think more broadly about our on-line class
experiences, as it seems the stillness of the on-line environment allowed for students to be whole,
allowed for students to share and insert their bodies in ways that helped others become
pedagogically aware.”
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I continue to debate the use of case study in my educational leadership courses. The debate
is not one about whether to use case studies but of how they can be best used to facilitate active
student engagement and learning and to help equip educational leaders with a moral imperative.
Evidence from student feedback suggests I am on the path toward shaping the types of leaders
that Sheurich and Skrla (2003) imagine:
The most important characteristic of a leader who is creating or who is going to create an
equitable and excellent school is that this person has developed a strong ethical or moral
core focused on equity and excellence as the only right choice or schools in a democracy.
For this person this is an indomitable belief, and indomitable commitment (Sheurich and
Skrla, cited in Walker and Dimmock, 2005, p. 295).

Students continually remind me that the aim is not to instill a particular moral pathway or
perspective, but rather, to assist prospective educational leaders – teachers, administrators and
other such stakeholders – to craft and articulate a personal stance from which to operate. It is
precisely this approach that Begley and Johansson (2003) claim leads toward authentic leadership.
Once a degree of improved self-knowledge has been achieved through personal reflections,
[educational leaders] must then take the next step toward authentic leadership. That step
is to strive to develop sensitivity to the values orientations of others in order to give
meaning to the actions of the students, teachers, parents and community members with
which they interact. The payoff to this authentic form of leadership occurs when
understanding the value orientations of others, and the political culture of schools, provide
leaders with information on how they might best influence the practices of others toward
the achievement of broadly justifiable social objectives (p. xviii).

In looking forward, I continue to rethink and refine the lenses I have written about here in
my teaching of educational leadership courses. I recognize an obligation to train educational
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leaders for the way schools are now and to educate them for how schools should be. Another
balancing point is supporting the original ways that we are human with forging a common educational
discourse. Starratt (2005) characterizes this struggle well:
Membership in the worlds of culture, nature, and society is not achieved in one day, or in
one semester. It is negotiated, learned through trial and error, through negotiating a
progression of problematic situations and issues. Gradually, consistency emerges, but not a
consistency of predefined uniformity. Rather it is a consistency of practical membership
that is expressive of personal identity and individual choices about one’s responsibilities as a
member, within the accepted boundaries of membership (p. 22).

As a member of the worlds that Starratt refers to, I persist in being reflective about this
craft and will count myself, along with my students, among the learners for whom “…moral
sophistication is achieved over time” (Zubay & Soltis, 2005, p. 16).
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This expanded curriculum suitable for higher education faculty, staff and student leaders
for professional development is adapted from Dr. Susan Shaw, etal, the “Power of
Words. Dr. Claire Stubblefield culminates this exciting interactive training to address the
dominating issues of race and ethnicity in American culture today and the effects our
nomenclature has on all students. Specific topics include, “Male Bashing and Gender,”
“Ethnic Stereotypes,” “Anti-Semitism and Hate Speech,” “Words that Reinforce
Stereotypes,” “Intention and Perception,” and “Ethnic and Multiethnic Identity.”
Originally designed as an in depth curriculum for Teaching Tolerance and The Southern
Poverty Law Center, Dr. Stubblefield facilitates an environment where attendees can
become effective trainers in the areas of diversity, multiculturalism, cultural competency,
and ethnic studies. Training through this dialogue around diversity issues will result in
meaningful intellectual inquiry as well as intrinsically develop a greater awareness of the
“Power of Words.” This 90-minute workshop should particularly benefit those who
are interested in exposing and investigating these ethnically diverse issues, forward
thinking administrators, faculty and staff who desire to understand, articulate, and train
others in the overarching and lasting impressions of words.
Session Goals:
1. Participants will develop awareness about ways intention, perception, and
assumption and the use of stereotypical-laden language and how it can affect
communication.
2. Participants will develop an understanding that disparagements can be based on
comparisons of stereotypical traits.
3. Participants will develop an awareness and connection between the effects of
political correctness, religiosity, prejudice, hate speech, oppression, and violence.
4. Participants will develop an understanding that seldom do discussions of difficult
issues result in total agreement or disagreement but rather a recognition that
interests/humankind are interconnected.

"Whatever words we utter should be
chosen with care for people will hear
them and be influenced by them
for good or ill."
BUDDHA (probably from 563 to 483 B.C.)

The purpose of the presentation is to demonstrate that imprecise use of language
frequently sends messages contrary to the mission of educators. The examination of
commonly used jargon will demonstrate the necessity of being mindful of the impact of
what is said and how we say it. Our intentions, no matter how well meaning, are not
adequate to insure effective communication.
Words are powerful. Words can crown or remove rulers, nations born or
dissolved, and whole races enslaved or set free. Words can separate friends, destroy
families or launch great passion. Words give birth to ideas, which in turn create powerful
emotions. Word can do great good or great evil. Psychologists and theologians agree
that words have lasting and prevailing implications.
"Death and life are in the power of the tongue," wrote Solomon (Pro. 18:21).
Words can guide us or deceive us, make us knowledgeable or ignorant, wise or foolish.
Words control our emotions. They can make us restless or content, angry or peaceful,
anxious or trusting, sad or joyful. Words can mean the difference between feelings of
guilt and freedom, loneliness and acceptance, despair and hope. Words make us cry or
laugh. Words are the vehicles of emotion and ideas.
Every word exercises great power. "Perhaps you will forget tomorrow the kind
words you say today," wrote Dale Carnegie, "but the recipient may cherish them for a
lifetime." Emily Dickinson had much the same thought: "A word is dead when it is said.
Some say. I say it just begins to live that day." And Eric Idle set the record straight about
a common, yet false, assumption when he wrote," Sticks and stones may break my bones,
but words will make me go in a corner and cry by myself for hours."
In addition, the spoken word has profound implications for the sender and
receiver of the communication. Words can set the stage for self-fulfilling prophecies.
What we habitually say in our heads, we usually end up saying with our lips, which
ultimately direct our feet. In addition, words spoken cognitively affect the senders as well
as the receiver.
The seminal research of cultural anthropologist Philip Herbst’s groundbreaking
dictionaries, The Color of Words: An Encyclopaedic Dictionary of Ethnic Bias in the
United States and Wimmin, Wimps and Wallflowers: An Encyclopaedic Dictionary of
Gender and Sexual Orientation Bias in the United State Dr. Susan Shaw and Janet
Lockhart co-authored, Examining the Language of Ethnic, Gender and Sexual
2

Orientation Bias. This text is the basis for a curriculum developed for the Southern
Poverty Center to address the profound import of words. Our centers of Higher Learning
are enclaves of intellectual discourse and the ever increasing diversity requires a careful
and structured examination of communication styles. The original curriculum addresses
ten areas for illumination. However, this presentation will address the following.
• Intention and Perception
• Ethnic Stereotypes
• Words that Reinforce Stereotypes
• Male Bashing and Gender
• Anti-Semitism and Hate Speech
• Ethnic and Multiethnic Identity
Higher Education is charged with the production of a socially and culturally
competent and globally sensitive student. As such higher education must actively expand
its knowledge base to broaden the multicultural dialogue. Educator should recognize and
appropriately respond to emotive laden or pejorative speech.
This presentation will facilitate an environment where attendees can become
effective trainers in the areas of diversity, multiculturalism, cultural competency, and
ethnic studies. Training through this dialogue around diversity issues will result in
meaningful intellectual inquiry as well as intrinsically developing a greater awareness of
the “Power of Words.”

• Activity One
“The Red Heart”

• Activity Two
Communication I.Q. Worksheet

• Activity Three
Process Development for Difficult Discussions

REFLECTIONS
1. It is difficult to teach what you have not learned thus an in-depth, candid personal
assessment of one own bias become fundamental.
2. A formal curriculum developed for the professoriate to assist with protocols to
address emotive laden subjects is needed.
3. Discourse analysis-how a topic gets discussed, framed, and culturally internalized
is a worthwhile tool for critical analysis for the culturally competent.
4. Discuss the role of the internet and the possibility of the dissemination of
misinformation, disinformation and miscommunication.
5. Investigation of alternative sources of information on groups e.g. racial, sexual
preference, etc. that emote angst.
6. Encourage global perspectives in all discussions.
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RELEVANT SUPPORTING DOCUMENTATION
The Power of Words curriculum is based on cultural anthropologist Phil Herbst's groundbreaking dictionaries, The Color of Words: An Encyclopaedic Dictionary of Ethnic Bias
in the United States (ISBN 1-877864-97-8 ; $29.95) and Wimmin, Wimps and
Wallflowers: An Encyclopaedic Dictionary of Gender and Sexual Orientation Bias in the
United States (1-877864-80-3 ; $44.95), both available from:
Intercultural Press
P.O. Box 700
Yarmouth, ME 04096
Toll-free: 866-372-2665
www.interculturalpress.com
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University Press, 1996.
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University Park, PA: The Pennsylvania State University Press. 9 July 2004.
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Finzi, Roberto, and Maud Jackson. Antisemitism: From Its European Roots to the
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Advertiser. 7 July 2004.
Herbst, Philip. Talking Terrorism: A Dictionary of the Loaded Language of Political
Violence. Westport, Connecticut: Greenwood Publishing Group, 2003.
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Publishing Company, 2001.
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Contra Costa Times. 7 July 2004.
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6. Abstract of Paper:
The purpose of this study was to investigate preservice teachers’ images of
themselves as “teacher-as-researcher” during the implementation of their action research
projects in student teaching. The following question “What are the images that preservice
teachers use to frame themselves as action researchers?” was focus of the study.
Preservice teachers’ images of themselves as action researchers was proposed as a
construct to understand preservice teachers’ experiences in implementing their action
research projects during student teaching. It is proposed that images as representations/
reconstructions provide a lens into preservice teachers’ knowledge attributable to action
research during student teaching. Data were collected using a variety of qualitative
methods: focus group interviews journal entries, and metaphors. Findings revealed that
participants’ images of themselves as action researchers were constructed within
boundaries of space, time, and as a means to an end. In addition, participants’ images of
themselves as action researchers were self-fulfilling and incorporated very little images
of the students they were teaching. The study has three implications for teacher
education: First, it provides insights into the purpose of action research as preservice
teachers understand it. Second, it builds a knowledge base on the nature of preservice
teachers as action researchers. Finally, it provide insights into the nature of the preservice
teacher action researcher during the phases of “act”, “observe” and “reflect” stages of the
action research spiral.
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6.

Abstract of Paper:

This paper illustrates an ongoing project that is investigating the creation of reflection
templates that preservice teachers can use for their microteaching session during methods
courses. The study investigated the microteaching experiences of two cohorts of
elementary preservice teachers and one cohort of secondary preservice teachers
respectively, over two semesters. A preliminary reflection template was used by
preservice teachers and by the course instructor during the aforementioned microteaching
sessions. The reflection template consisted of three sections: teaching strengthens
exhibited

during

microteaching

and

evidence;

weaknesses

exhibited

during

microteaching and evidence; and suggestions for future microteaching/teaching. Each
preservice teacher was involved in two microteaching sessions evaluated by three peers
and the course instructor. The peer and course instructor evaluations were used by each
preservice teacher in writing a self reflective essay. Data thus consisted of peer
evaluations of microteaching sessions, course instructor evaluations of microteaching
sessions, and preservice teachers’ self reflective essays of their microteaching
experiences. Findings revealed that participants were capturing academic task structures
(seatwork, assessments, etc.) and social participation structures (group work, teacherstudent questioning, etc) in their reflection templates and self review essays. Participants
did not reflect or integrate the academic task structures and social participation structures
with content, pedagogical and professional knowledge. It is suggested that reflection
templates be reassessed/redesigned to include appropriate sections that enable and help
preservice teachers to incorporate the aforementioned elements (content, pedagogical and
professional) for reflection. Furthermore, the creation and use of reflection templates may
assist preservice teachers become lifelong reflective practitioners who continue to
develop professionally by actively reflecting and learning from reflection templates.
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Abstract Text:
The primary purpose of this study was to provide insight into the attitudes of
middle school students toward participation in a wheelchair basketball unit. Pre and
posttest quantitative data were gathered utilizing the Children's Attitudes Toward
Integrated Physical Education - Revised (CAIPE-R) questionnaire. Qualitative data were
collected utilizing focus group interviews, and observation of videotaped lessons. The
Statistical Package for the Social Sciences for Windows (SPSS) was used to run
frequencies and descriptive statistics on the CAIPE-R. The constant comparative methods
were used to analyze the qualitative data and identify themes, and four trustworthiness
strategies were used to assure accuracy and credibility of data: member checking,
identifying negative cases, peer debriefing and triangulation of data. Findings noted that
students were initially apprehensive about participating in a wheelchair basketball unit.
Additionally, middle schoolers felt that participation in this unit gave them a better
appreciation of individuals with disabilities as well as an appreciation for the high level
of skills needed to manipulate a sportchair. Specifically students suggested that the unit
would be taught again in the future to provide others with the opportunity to equalize
play for students with physical disabilities as well as for high, medium and low skilled
students. Conversely, students did not want accommodations to be made on a regular
basis in physical education to ensure the success of individuals with and without
disabilities. Some students indicated that they disliked the unit because they would rather
have played “regular” basketball. This study revealed that implementation of reverse
inclusion could be a viable option for addressing diversity within a physical education
setting.
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Maris Stella High School (Primary) - Singapore

SYNOPSIS
This paper presents the experiences and challenges on how I conducted an action research
project in Maris Stella High School (Primary), Singapore. In the project, I investigated the
effectiveness of using ICT (i.e. the Geometer’s Sketchpad) in enhancing pupils’
understanding of geometry. Finding showed that the Geometer’s Sketchpad enhances pupils
understanding of some geometrical concepts. A perception survey also showed that pupils
have a general positive attitude towards the software. They find GSP user-friendly and easy
to use. They also felt that using GSP greatly enhanced their geometric understanding and
reported greater sense of enjoyment in learning geometry.

BACKGROUND
1.

Action Research

Educational researchers have found that the action research process effectively promotes
skills of inquiry, reflection, problem solving and action. The action research process fosters a
democratic approach to decision making while, at the same time, it empowers individual
teachers through participation in a collaborative, socially responsive research activity. This is
in line with the Ministry of Education’s innovation and enterprise (I&E) initiative where
teachers are expected to embrace a mindset and outlook of creativity, initiative and selfreliance.
Commitment to action research positions teachers as learners rather than experts. Those
committed to action research will willingly undertake continued professional development
because they believe that there is a gap between the real world of their daily teaching
practices and their vision of an ideal one.
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2.

Geometer’s Sketchpad (GSP)

The GSP is an award-winning, dynamic construction and exploration tool that enables
students to explore and understand mathematics in ways that are simply not possible with
traditional tools—or with other mathematics software programs. The key advantages of the
GSP are:
•

Dynamic Visualisation – Pupils can construct an object and then explore its
mathematical properties by dragging the object with the mouse. All mathematical
relationships are preserved, allowing pupils to examine an entire set of similar cases
in a matter of seconds, leading them by natural course to generalisations.

•

Versatile and Easy to Use – GSP is designed with an intuitive interface for ease of use,
so that pupils will be focused on the activity, not the navigation.

Despite the advantages and its popularity in secondary schools here, the adoption of GSP in
the primary schools is still at its infancy. The reasons cited include:
•
•
•

Cost – The full-site licence costs over $2000.
Perceived underutilisation of software – The GSP can be used to teach mathematical
concepts from Primary to Junior College level. Hence, it would be difficult to justify
the cost of purchasing the software if the usage is limited to the primary school.
Lack of trained teachers that are able to use the GSP and lack of instructional
materials that caters to the primary school curriculum.

RESEARCH OBJECTIVES AND METHODOLOGY
In this section, I am going to elaborate on the processes involved in implementing the action
research project in my school.
Area of Focus Statement
The pupils whom I have taught face a lot of difficulties solving the more complex geometric
problems. This may be due to the lack of firm foundation on basic geometric concepts. Van
Hiele’s (1986) theory suggests that the development of geometric ideas progresses through a
hierarchy of levels – recognition, analysis, ordering, deduction and rigour. The Geometer’s
Sketchpad could be used as a tool to develop pupils’ basic geometric skills and subsequently
progress to the more complex thoughts. Therefore, the objective of the study is:
•

To investigate the effectiveness of using the Geometer’s Sketchpad (GSP) in enhancing
pupils’ geometric understanding.

•

To study pupils’ perception and attitudes towards the GSP.
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My School
Maris Stella High School is one of the three full-schools in Singapore. The Primary section
comprises just under 2000 pupils, of whom about 320 are in Primary 5. I have chosen to
conduct this study on Primary 5 pupils because firstly, I was teaching a Primary 5 class and
secondly, by the fifth year, the pupils would have already learnt many topics in geometry
ranging from shapes to area and perimeter. We are fortunate to be able to use the GSP
software for ‘free’ because the secondary section had purchased a full-site licence. The
teachers are generally positive about ICT and use it both within the classroom and for their
own administrative duties. All teachers are equipped with an eMac in the staffroom and are
entitled to the school’s notebooks. We have three full PC computer laboratories and a PC in
every classroom.
The pupils generally come from middle to high income, English speaking homes. In a recent
survey done on pupils’ access to computers, over 95% of the pupils have computers at home
and over 85% have access to Internet connections.
Research Question
1.

How effective does the use of GSP enhance pupils’ geometric understanding?

2.

What are the pupils’ perceptions towards using the GSP?

Defining the Variables
‘Use of GSP’ is defined as a series of four 2-hour lessons where pupils are taught several
geometry topics using the teacher-created GSP Instructional Package. ‘Enhance pupils’
geometric understanding’ is measured by taking the difference between the post and pre-test
diagnostic scores.
Research Procedure
I began the research project in the beginning of 2004 and completed it by November last year.
The time-line is tabled below:
No.
1
2
3
4
5
6
7

Activity
Review of literature and independent research
Development of GSP Instructional Package
Development of Diagnostic test
Pre-testing of Instructional Package and Diagnostic Test
Data Collection
Analyse and interpret data.
Writing of report and sharing of findings.
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Date (2004)
Jan – Apr
Mar – June
Apr
July
Aug - Oct
Nov – Dec
2005
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Sampling Procedure
Class
5D – mixed ability
5G – mixed ability

Pretest
Actual Test

Sample Size
40
39

Instructional Package
The Instructional Package consists of four 2-hour hands-on lessons where pupils were taught
several geometry concepts using the GSP (see Table 1 for outline of the package). The
lessons were spread over 8 weeks in the school computer lab. The diagnostic tests were
administered on the first and last lessons.
Table 1 GSP Instructional Package

Lesson #
1 (2h)
2 (2h)

3 (2h)

4 (2h)

Activity
Pre-test
Introduction to GSP, its main functions and free play
Shapes
• Squares
• Rectangles
• Triangles
• Parallelograms
• Rhombus
• trapezium
Lines exploration
• Investigating the sum of angles in a straight line
• Investigating the sum of angles at a point
• Parallel lines
• Perpendicular line
• Vertically opposite angles
Triangle exploration
• Measuring and investigating the sum of angles in a triangle
• Equilateral and isosceles triangle exploration
Area exploration
• Investigating the areas of rectangle, triangle and parallelograms
Review and Post-test
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Data Collection
Two types of data are collected. First, to test the effectiveness of GSP using the pre and post
diagnostic tests and second, a questionnaire to elicit pupils’ perception and attitudes towards
GSP.
•

Diagnostic test (pre and post test)

Data collection is carried out in the form of pre and post diagnostic tests (see Appendix A)
using the Severin adaption of Usiskin’s multiple-choice test: five for each of three levels. The
items in the fourth level (deduction) are not used as they are not relevant to the primary
school syllabus.
•

Pupils’ Questionnaires on the use of GSP (MCQ)

In addition to the diagnostic test, I designed an MCQ questionnaire (see Appendix B) to test
pupils’ attitudes towards using the GSP.
Dimensions

Items

Learning to use the GSP

Qn. 1. I find learning to use the GSP easy.
Qn. 5. I have difficulty learning to use the GSP software.
Qn. 2. The GSP software is user friendly.
Qn. 6. Using the GSP can be difficult.
Qn. 3. I enjoy learning geometry using the GSP.
Qn. 7. I look forward to all GSP lessons.

User-friendliness of
software
Enjoyment in learning
through the use of GSP
Perceived enhanced
understanding

Qn. 4. I understand better when I learn geometry using the GSP.
Qn. 8. The GSP does not enhances my understanding of geometry.

DATA ANALYSES AND FINDINGS
Diagnostic Test
The effectiveness of GSP in enhancing pupils’ geometric knowledge may be examined by
analysing the difference between post and pre-test scores. Table below summarises the pre
and post test scores of the sample.
Qn
1
2
3
4
5
6
7
8

Pre-test
Correct
Incorrect
37
2
36
3
34
5
36
3
32
7
33
6
29
10
25
14

Post-test
Correct
Incorrect
39
0
39
0
38
1
38
1
37
2
37
2
36
3
36
3
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9
10
11
12
13
14
15

32
31
32
30
22
25
26

7
8
7
9
17
14
13

37
37
36
38
37
36
36

2
2
3
1
2
3
3

Pupils generally answered the questions reasonably well in the first 5 questions, indicating
that most pupils could recognise squares, triangles and rectangles. Question 5 presented more
difficulty. About 7 pupils answered question 5 incorrectly as they do not include rhombus as
a parallelogram. This suggests that some pupils may perceive a parallelogram as having one
pair of sides longer than the other.
Post-test scores indicate overall improvement in pupils’ performance after the series of GSP
lesson using the Instructional Package.
Survey findings of Pupils’ Attitudes towards GSP
Dimension

Items (average score)

Learning to use the
GSP

Qn. 1. I find learning to use the GSP easy. (4.3)
Qn. 5. I have difficulty learning to use the GSP software.
(3.5 – scale reversed)
Qn. 2. The GSP software is user friendly. (4.5)
Qn. 6. Using the GSP can be difficult. (3.5 – scale reversed)
Qn. 3. I enjoy learning geometry using the GSP. (4.8)
Qn. 7. I look forward to all GSP lessons. (4.5)

User-friendliness of
software
Enjoyment in
learning through the
use of GSP
Perceived enhance
understanding

Qn. 4. I understand better when I learn geometry using the
GSP. (4.1)
Qn. 8. The GSP does not enhances my understanding of
geometry. (4 – scale reversed)

Average
Score
3.9
4.0
4.6

4.1

Analysis of Findings
Based on the diagnostic test results and data collected from pupils’ questionnaire, it appears
that:
•
•
•
•

The GSP enhances pupils understanding of basic geometric concepts.
Pupils have a positive attitude towards the use of GSP. Pupils felt that the GSP is
user-friendly and the tools easy to manipulate.
Pupils were engaged throughout the lessons and reported greater sense of enjoyment.
Pupils also felt that the GSP instruction greatly enhances their understanding of
geometry.
GSP enables pupils to explore the properties of geometric shapes and hence, make
their own generalisation through this exploration.
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Other Observations and Findings
•
•

•
•
•
•

•

Most pupils were able to familiarise themselves with GSP tools and functions in the
first lesson rather quickly. The pupils were of high-ability and had basic IT skills such
as MS Office (Words).
The more able pupils went on to explore other functions on their own. Classroom
management can be a challenge if pupils are of different abilities, because such handson lessons requires personalised attention. I would recommend an optimal ratio of 1
teacher to 20 pupils. Alternatively, two pupils can share a computer to promote
cooperative learning.
Pupils were able to dynamically explore the properties of geometric shapes/figures by
using the click and drag feature of the GSP.
Pupils are engaged in the activity for the first one-and-half hours but some pupils got
off-tasked easily after that.
Some of the instructions given in the pupils handouts were too little or ambiguous.
Some of the activities were too complex for pupils, especially those involved
construction of shapes. I have modified those activities by providing pupils with premade sketches. Hence, pupils would be able to concentrate on learning the properties
rather than construction.
Follow-up lessons may be required to reinforce concepts learnt in the lab.

Limitations
•
•
•
•

Limited sample size of only 1 class.
Less able pupils might take a longer time in getting familiarised with the basic
functions of the software.
High cost and limited use in the primary school.
Teachers might not be willing to spend time learning the GSP – prefer to rely on
traditional methods.

REFLECTION
Challenges in action research:
•
•
•
•
•
•

Teachers may lack skills in using data-collection tools.
Time – already overloaded schedule.
Being systematic and rigorous in data collection.
Coming out with research question.
Cooperation with the colleagues and school’s management.
Expect the unexpected.

In conclusion, this action research project has been a satisfying experience for me. There is a
need to juggle the need of pupils with the need of research. Through research, we can see
how the system change, creating new knowledge that empowers teachers as learners and
becoming lifelong practitioners of inquiry.
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Maris Stella High School (Primary)
Discovering Geometry Using the Geometer’s Sketchpad (GSP)
Name:_____________________(
Class:______

)

Date:______

Diagnostic Test
1.

Which of these are squares?

K

L

(a)
(b)
(c)
(d)
(e)

K only
L only
M only
L and M only
All are squares.

2.

Which of these are triangles?

U

M

V

(a)
(b)
(c)
(d)
(e)

None of these are triangles
V only
W only
W and X only
V and W only

3.

Which of these are rectangles?

W

10
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S

T

(a)
(b)
(c)
(d)
(e)

S only
T only
S and T only
S and U only
All are rectangles.

4.

Which of these are squares?

F

U

G

H

(a)
(b)
(c)
(d)
(e)

None of these are squares
G only
F and G only
G and I only
All are squares

5.

Which of these are parallelograms?

11
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J

M

L

(a)
(b)
(c)
(d)
(e)

J only
L only
J and M only
None of these are parallelograms.
All are parallelograms.

6.

PQRS is a square. What relationship is true in all squares?

P

R

S

(a)
(b)
(c)
(d)
(e)

PR and RS have the same length.
QS and PR are perpendicular.
PS and QR are perpendicular.
PS and QS have the same length.
Angle Q is larger than angle R.

7.

In a rectangle GHJK, GJ and HK are the diagonals.
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G

H

K

J

Which of (a) to (e) is false in every rectangle?
(a)
(b)
(c)
(d)
(e)

There are four right angles.
There are four sides.
The diagonals have the same length.
The opposite sides have the same length.
All of (a) to (d) are true in every rectangle.

8.

A rhombus is a four-sided figure with all sides of the same length. Here are
three examples.

Which of (a) to (e) is false in every rhombus?
(a)
(b)
(c)
(d)
(e)

9.

The two diagonals have the same length.
Each diagonal bisects two angles of the rhombus.
The two diagonals are perpendicular.
The opposite angles have the same measure.
All of (a) to (d) are true in every rhombus.

An isosceles triangle is a triangle with two sides of equal length. Here
are three examples.
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Which of (a) to (e) is true in every isosceles triangle?
(a)
(b)
(c)
(d)
(e)
10.

The three sides must have the same length.
One side must have twice the length of another side.
There must be at least two angles with the same measure.
The three angles must have the same measure.
None of (a) to (d) is true in every isosceles triangle.
Two circles with centres P and Q intersect at R and S to form a 4-sided
figure PQRS. Here are two examples.
S
S
P
Q

P

R
Q
R

Which of (a) to (e) is not always true?
(a) PQRS will have two pairs of sides of equal length.
(b) PQRS will have at least two angles of equal measure.
(c) The lines PQ and RS will be perpendicular.
(d) Angles P and Q will have the same measure.
(e) All of (a) to (d) are true.
11.

Here are two statements.

Statement 1: Figure F is a rectangle.
Statement 2: Figure F is a triangle.
Which is correct?
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(a) If 1 is true, then 2 is true.
(b) If 1 is false, then 2 is true.
(c) 1 and 2 cannot both be true.
(d) 1 and 2 cannot both be false.
(e) None of (a) to (d) is correct.
12.

Here are two statements.

Statement S: ∆ ABC has three sides of the same length.
Statement T: In ∆ ABC, ∠ B and ∠ C have the same measure.
Which is correct?
(a)
(b)
(c)
(d)
(e)

13.

Statements S and T cannot both be true.
If S is true, then T is true.
If T is true, then S is true.
If S is false, then T is false.
None of (a) to (d) is correct.

Which of these can be called rectangles?
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P

Q

R

(a)
(b)
(c)
(d)
(e)

All can.
Q only.
R only.
P and Q only.
Q and R only.

14.

Which is true?

(a)
(b)
(c)
(d)
(e)

All properties of rectangles are properties of all squares.
All properties of squares are properties of all rectangles.
All properties of rectangles are properties of all parallelograms.
All properties of squares are properties of all parallelograms.
None of (a) to (d) is true.

15.

What do all rectangles have that some parallelograms do not have?

(a)
(b)
(c)
(d)
(e)

Opposite sides equal
Diagonals equal opposite sides parallel
Opposite sides parallel
Opposite angles equal
None of (a) to (d)
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Maris Stella High School (Primary)
Discovering Geometry Using the Geometer’s Sketchpad (GSP)
Questionnaire
Instructions:
This questionnaire contains statements with regards to your opinion towards the
Geometer’s Sketchpad (GSP). Please indicate the extent to which you
agree/disagree with these items by circling the most appropriate response.

Strongly
Disagree

Disagree

Neutral

Agree

Strongly
Agree

1. I find learning to use the GSP easy………………...

1

2

3

4

5

2. The GSP software is user friendly………………….

1

2

3

4

5

3. I enjoy learning geometry using the GSP………….
4.
I understand better when I learn geometry
using the
GSP………………………………………………..

1

2

3

4

5

1

2

3

4

5

I have difficulty learning to use the GSP
software...

1

2

3

4

5

Using the GSP can be
difficult………………………

1

2

3

4

5

I look forward to all GSP
lessons……………………

1

2

3

4

5

1

2

3

4

5

5.

6.

7.

8. The GSP does not enhances my understanding of
geometry……………………………………………

Personal Particulars
Class: __________
Latest Mathematics examination result: _________%
Name: ___________________________ (Optional)
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IMPACT OF SCHOOL HEALTH AND NUTRITION ON EDUCATIONAL
ACHIEVEMENT-SOME POLICY PERSPECTIVES
By
S. NAYANA TARA*
Preamble:
In the early 1990s, in support of the mission to achieve education for all, Berryl Levinger
of Education Development Center, WHO, mentions about the need to concentrate on
improving a child’s “active learning capacity”(ALC) (Whitman et al, 2000). She defined
it as the “child’s ability to interact with and take optimal advantage of the full
complement of resources offered by any formal or informal learning environment”. It
stresses the fact that to maximize learning, a child must be psychologically, emotionally
and physically be well, to be able to concentrate on and participate actively in the
learning process, missing fewer days of school for illness or other reasons.
Health and Nutrition status refers to attributes such as height for age, nutrition status, and
the child’s ability to learn from the external stimuli, etc. Temporary hunger, especially if
a child is malnourished, contribute to inattentiveness to environmental stimuli, passivity,
*

Faculty, Public Systems Management Area, IIM Bangalore-560076

etc which retards progress. As per the Human Development Report-2003, the scale of the
problem is so high that 799 million people in developing countries go hungry every day,
of which, 233 million are in India alone. In fact, hunger kills 24,000 people everyday, of
which 18,000 are children. Approximately, 63% of children in India were going hungry
and over 6 million children in India develop mild mental retardation due to malnutrition.
Hunger obstructs education affecting clear thinking according to Dr. Larry Brown of
Tufts University, USA. More than 30,000 of the world’s children die from preventable
causes everyday like dehydration, hunger and disease. It is found that children in rural
areas, especially girls, are most vulnerable. As per the HDR 2003, 115 million children
are out of school in developing countries, of which 40 million are in India alone. Three
fifths of the 115 million out of school children are girls according to the Human
Development Report, 2003. The major underlying causes are limited resources; inequity
and inefficiency. Compounding these are factors such as poor monitoring, low quality of
teaching leading to low learning levels that need to be urgently addressed.
The National Programme of Nutritional Support to Primary Education commonly known
as Mid-Day Meal Scheme was launched in August, 1995 consequent to an explicit
mention made in the Finance Minister’s Budget Speech regarding expansion of this
scheme at an All India Level The programme is intended to give a boost to
universalisation of Primary Education by increasing enrolment, retention and attendance
and simultaneously impacting upon nutritional status of students in primary classes. All
students of primary classes (I-V) in the Government, Local Body and Government aided
schools in the country are covered in all States/UTs (except Lakhsdweep). From October
2002, the programme has been extended to children studying in Education Guarantee
Scheme and Alternative & Innovative Education (EGS&AIE) Centres. Initially, the
programme was started in a phased manner to cover all children studying in primary
classes (I-V) in Government, local body and government-aided schools in the country.
In 1997-98, it was extended to cover the whole country. Presently, the programme is
being implemented in all States/UTs except J&K and Lakshadweep (the latter runs its
own programme).
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The financial allocation by the Central Government on this programme for the year 199596 was Rs.612 crores and by the year 2003-04, it was Rs.1375 crores and the budget
estimates for the year 2004-05 has risen to Rs.1675 crores as the coverage is increasing.
Mid Day Meal (MDM) Program has been one of the earliest supplementary nutrition
programs in the country. The program has nutritional as well as educational objectives. It
was initiated in 1963 as a part of Applied Nutrition Program in the State of Karnataka for
school children, aged 6-11 years with the assistance of the Co-operative for American
Relief Everywhere (CARE) as an incentive program for 2 lakh beneficiaries. The
coverage gradually increased to more than a million in the State by 1980-81. Under the
program each beneficiary is expected to receive a supplement providing 330 calories and
7 to 12 grams of protein. The cost of the food was borne by the `CARE' while the
overhead charges were borne by the State Government (Lakshmaiah, et al:1999).
The school meal programme in India has undergone several iterations over the years.
Although the National Programme of Nutritional Support to Primary Education was
supposed to provide cooked meals, it was unable to do so on account of resource
constraints and other related issues. It was distributing free rice of 3 kg per month for 10
months in a year, for all those who were enrolled, subject to 80% attendance. But in
November, 2001, the Supreme Court gave direction to all state governments to introduce
cooked mid-day meals to primary schools within six months. Yet again, many states were
unable to comply with the deadline. Slowly it has picked up although there have been
many teething problems. The quality and quantum of the meals being served varies
enormously.
Akshaya Patra Foundation, a not-for-profit organization, has been providing free meals
everyday to poverty stricken school children in rural areas surrounding Bangalore city
(India’s Silicon City) in southern India. They have demonstrated and showcased an
operating model that can strategically address two of the most pressing problems for poor
children in India: hunger and education.
Their goal was to scale the program to serve 250,000 children per day by 2005. They
believe success on that scale will offer a model for replication by other developmental
3

organizations and state governments across India. The Akshaya Patra Mid-day Meal
program began serving 1500 children in July 2000 and was scaled to 12,500 children by
April 2001. In the next academic year the program was scaled to 23,000 children by April
2002 and over 40,000 children by August 2002. The current coverage of Akshaya Patra
Foundation extends to other States also. The details are presented in the following table:
Coverage of Akshaya Patra Foundation
Location
Bangalore
Mysore
Hubli
Hassan
Mangalore
Vrindavan, Mathura
Jaipur, Rajasthan

Number of
Children
59,500
1300
11,800
1000
2300
5505
5105

The Akshaya Patra Mid-day Meal Program is professionally managed in the most costeffective manner spending only Rs. 6.00 per child to provide a hygienic, nutrient and
sumptuous cooked full meal.
Another significant feature of the Akshaya Patra program is the use of technology in the
social sector to maximize efficiency and minimize cost, time and labor. Appropriate
technological consideration has governed all phases of the design and process: the choice
of the cooking medium (steam), generation of steam, construction of large cauldrons,
high speed cutting of vegetables, handling of cooked food to minimize human
intervention to maintain high standards of cleanliness and hygiene, custom design of
vehicles, logistics to move and safely deliver cooked food on time, etc.
To ensure transparency and accountability, the Foundation has involved KPMG to audit
the program for funds utilization. To ensure excellence in the governance of the program,
the Foundation is managed by a group of professionals that form the Board of Directors
of the Foundation. (Brochure on Akshaya Patra Foundation: Mid-Day Meal Program in
rural schools)
Research Literature:
4

Given the importance of nutritional status of children, researchers in the field of
education, health, pediatrics, etc., over the years have been studying the impact of
nutritional status of children on several variables like attendance, enrollment,
achievement and so on. A.Laxmaiah, et al, (1999) took up a study on the “Impact of mid
day meal programme on the educational and nutritional status of school children in
Karnataka”.

The objective was to assess the effect of the Mid Day Meal (MDM)

Program on enrolment, attendance, dropout rate and retention rate in the schools and its
impact on nutritional status as well as on school performance. The study design included
comparison by multistage random sampling method. The sample comprised of Primary
school children, who were attending the school in the MDM and non-MDM areas. A total
of 2,694 children (MDM: 1361; Non-MDM : 1333) from 60 schools were covered in the
study. Results of the study indicated better enrolment (p <0.05) and attendance (p
<0.001), higher retention rate with reduced dropout rate (p <0.001) a marginally higher
scholastic performance and marginally higher growth performance of MDM children.
The authors concluded that MDM program was associated with a better educational and
nutritional status of school children in Karnataka.
The other study by Jean Dréze and Aparajita Goyal (2003) on “The Future of Mid-day
Meals” throws up some very interesting results.The study includes three states of India
namely, Chattisgarh, Rajasthan and Karnataka. reveals that mid-day meals play a major
role in boosting school attendance, eliminating classroom hunger and fostering social
equity. However, the study reports that qualitative improvements are urgently required
along with increased financial allocations, better infrastructure, effective monitoring,
enhancing socialization value in selection of cooks etc., more varied and nutritious lunch
menus among others
The study by Farzana Afridi (2004) on the “Impact of school feeding on nutrition and
school participation: Evidence from India” uses non-experimental survey data to examine
the immediate impact of a free school meal scheme on daily calorie consumption as well
as its indirect effect on school attendance, in rural Madhya Pradesh. The results show that
school meal programmes are an effecitive tool for raising the total daily food intake of
5

programme participants and could thereby be instrumental in reducing malnourishment.
The study aslso states theat the school meal programmes is successful in drawing in the
marginal sections of the primary school gooing population, thereby raising their school
attendance rates.
The Current Study
Some of the pertinent researches mentioned above as well as a survey of other related
literature shows that there were no long term follow up studies with an experimental
design to measure the impact of school meal scheme on student achievement. The
scenario highlighted above as well as the author’s work in several states of India,
prompted the author to take up one district in Karnataka state for studying the impact of
school health and nutrition on learner achievement of students studying in Grades One
through Five.

Methodology
Sample: The universe comprised Government Schools of Bangalore Urban Educational
districts,namely, Bangalore North and Bangalore South. All students studying in First to
Fifth Grades comprised the universe. A sample of 22 schools which were getting MidDay Meal from ISKCON were selected and considered as the Experimental Group.
Another set of 22 schools in the neighbouring area and which was not receiving any mid
day meal from any agency formed the Control Group. Both the sets of schools belonged
to same geographical area with essentially similar socio-economic background. This is a
three-year follow up study of the impact of school health and nutrition on the educational
achievement of students studying in First to Fifth grades. Being exploratory in nature the
study was commenced in the year 2002.
From the year 2003-04, the State Government has also commenced giving cooked meals
to children in the schools from Grades I through V called the Akshara Dasoha
Programme. Hence, the 22 schools in the Control Group started receiving mid day meal
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of the Government or from other agencies. The sample distribution for the year 2002-03
and 2003-04 is presented in the following table.
CLASS-WISE DISTRIBUTION OF SAMPLE CHILDREN BY GROUPS

(Number of Schools in each Group is 22)
2002-03
Year
Grade
I Std.
II Std.
III Std.
IV Std.
V Std.
Total

2003-04

Experimental Control Experimental Control
Group
Group
Group
Group
Students
512
564
605
533
572
584
626
539
586
614
637
527
549
574
646
590
602
639
714
565
2834
2975
3228
2754

Data collection: At the outset, it was necessary to create a computerized database of
students studying in the first to fifth grades in the selected 44 schools. It was essential to
give unique identification numbers to each of the students, as it was necessary to follow
up each student over a three-year period. Moreover, each student’s achievement scores as
also the health check up results and nutritional status had to be put together.
For purposes of health check up, a guild of doctors belonging to AVISHKAR, the social
service wing or Divakar’s Hospital, came forward to provide free health check up and
also to supply micronutrients like Vitamin A, Iron and de-worming tablets, free of cost to
the sample students in the experimental schools. In addition, M.S. Ramaiah Medical
College was also involved in providing free health check up for students. With the help of
the doctors, a health check up format was evolved, and supplied to the doctors by IIMB.
Each student with a unique identification number was given a separate health check up
form. The nutrition status was also ascertained and recorded. In addition, a specialist in
nutrition was requisitioned to do a sample check of the meals, which was being supplied
by ISKCON, from time to time.
Parallelly, the Education Department of Karnataka State was requested to accord
necessary permission to conduct the study. Their permission was taken for conducting
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orientation training for the teachers of the experimental schools to appraise them about
the importance of such a study, as also to see that children were present on a regular
basis, to be present on the day of health check up and so on.
For purposes of testing the achievement of students, the active support of subject experts
including DIET faculty members and practicing teachers were involved in a series of
three workshops to evolve test materials for the five grades in Math, Environmental
Science (EVS) and Language. The answer keys were also prepared in the workshops. In
this fashion, pre and post-test materials in the three subjects for the said grades were
prepared and field-tested before finalizing the materials. The finalized test materials
were printed and used for testing student achievement.
It was designed to hold pre-test at the beginning of the academic year as well as a posttest at the end of the academic year. For purposes of health check up, teams of doctors
visited the schools on a pre-appointed date and took up a detailed health check up, which
was recorded in the formats. The filled formats were sent to IIMB for data processing.
Health check ups were taken up once in six months.
With regard to administration of achievement tests, the second year students of selected
Teacher Training Institutes were requisitioned. The faculty of their respective institutions
were also involved. The subject experts who had designed the tests as well as the author
and the IIMB team, trained the students in the conduct of oral and written achievement
tests as well as in the evaluation of the same. A total number of 231 test administrators
were trained to administer and evaluate the tests (both oral and written) for the conduct of
the pre-test in June 2002-03 and likewise, there were 12 Supervisors trained for the
purpose. Likewise, for the post test also a similar number was engaged. For the 2003-04
round of tests also a similar exercise was done. Test dates were decided in consultation
with the state government as well as the respective schools. A detailed logistics plan was
drawn up to show who would go to which school, who would be the supervisor for which
set of schools, at which point would the investigators have to hand in the papers at the
end of the day and ultimately, how it would reach the central point, etc. The papers were
valued at a central point where the subject experts were asked to oversee the process. The
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IIMB team was also in charge of the entire process.

The data was entered on the

computer and the required statistical analysis was carried out using SPSS (A statistical
software).
Data Analysis: The data analysis pertains to the year 2002-03 and also for 2003-04. The
data was analysed using percentages and t-tests. The data analysis included variables like
gender, grade, health status, nutrition status and performance in different subjects.

Research Findings:
The findings from Table 1 indicates that the performance of Experimental Group in the
year 2002-03 is significantly higher than that of the Control Group except in Math in the
1st Grade and EVS and Kannada in the II grade. When the academic performance of the
two groups is compared for the year 2003-04, it can be seen that the performance of
Control Group is significantly higher than that of the Experimental Group in some cases
as shown in Table 1. But the comparison of results in the two years is rather interesting.
Table 1
COMPARISION OF PERFORMANCE BY GROUPS DURING 2002-03 & 2003-04
YEAR
Grade
/Subject
Std 1
EVS
KANNADA
MATHS
Std 2
EVS
KANNADA
MATHS
Std 3
EVS

2002-03
GROUP

2003-04
t-Value p-Value

Experimental

Control

59.64
35.36
49.64

52.37
36.39
54.52

4.65
-0.87
-3.52

53.94
32.17
56.63

57.71
35.00
56.18

28.87

26.97

GROUP

t-Value p-Value

Experimental

Control

0.0000***
0.3854
0.0005***

70.74
61.23
67.27

64.08
56.82
65.17

5.38
2.70
1.63

0.0000***
0.0072***
0.1031

-2.62
-2.65
0.37

0.0089***
0.0081***
0.7128

58.06
55.95
62.85

53.85
51.90
65.48

3.38
2.86
-2.20

0.0008***
0.0044***
0.0279

1.86

0.0634

34.55

37.53

-2.69

0.0074***
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43.69
47.90

34.27
41.55

6.03
5.43

0.0000***
0.0000***

48.38
44.90

51.05
46.77

-1.77
-1.55

0.0765
0.1222

32.27
50.81
42.98

27.27
44.83
36.78

5.18
4.41
4.92

0.0000***
0.0000***
0.0000***

36.36
56.21
43.27

36.84
51.55
41.25

-0.41
3.41
1.70

0.6822
0.0007***
0.0889

22.07
17.70
4.36
41.95
37.43
4.04
40.48
36.83
4.03
Note: *** represents significance at 1 % level

0.0000***
0.0001***
0.0001***

31.87
55.02
39.88

30.60
51.06
38.95

1.28
3.56
1.07

0.2007
0.0004***
0.2829

KANNADA
MATHS
Std 4
EVS
KANNADA
MATHS
Std 5
EVS
KANNADA
MATHS

During the first year, the Experimental Group alone was getting a mid day meal, that too,
that of Akshaya Patra, which was a full meal. During the second year, the Control Group
was also getting a mid day meal from either the government or some other source.
Although the performance of the Control Group is higher than that of the Experimental, it
is in very few instances. Hence the kind of nutrition students get might have some impact
on the performance.
Table 2
COMPARISION OF PERFORMANCE OF BOYS BY GROUPS DURING 2002-03 & 2003-04
YEAR
Grade/Subject

2002-03
GROUP

2003-04

t-Value p-Value

Experimental Control
Std 1
EVS
KANNADA
MATHS
Std 2
EVS
KANNADA
MATHS
Std 3
EVS
KANNADA
MATHS
Std 4
EVS
KANNADA
MATHS
Std 5
EVS
KANNADA

GROUP

t-Value p-Value

Experimental Control

62.23
34.13
48.78

53.43
35.96
53.82

3.33
-0.94
-2.24

0.0010***
0.3465
0.0259

70.44
61.11
66.05

64.06
58.78
65.92

3.4410 0.0007***
0.9986 0.3188
0.0661 0.9473

55.44
35.72
58.03

59.22
35.11
58.42

-1.52
0.34
-0.19

0.1290
0.7357
0.8495

59.07
56.57
65.71

54.21
55.51
64.62

2.7523 0.0062***
0.5106 0.6100
0.6117 0.5411

27.37
42.25
46.06

24.03
34.20
40.85

2.23
3.33
2.72

0.0263
0.0010***
0.0069***

33.36
50.90
45.40

35.53
51.96
46.41

-1.3795
-0.4953
-0.5688

33.00
48.44
39.33

25.72
42.69
35.57

4.75
2.46
1.88

0.0000***
0.0143
0.0614

37.40
55.25
43.19

35.09
49.43
36.62

1.4276 0.1543
2.8727 0.0043***
3.8237 0.0002***

20.61
40.32

16.34
35.18

2.53
2.79

0.0120
0.0055***

30.69
53.31

29.66
47.72

0.7066 0.4802
3.2427 0.0013***
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0.1685
0.6207
0.5698

0.0002***

MATHS

39.73
34.01
3.73
Note: *** represents significance at 1 % level

39.19

39.33

-0.1003

0.9202

From Table 2 it can be inferred that in the year 2002-03, except in EVS in Grade I;
Kannada in Grade III; and Kannada & Math in Grade V, where the performance of boys
in the Experimental Group is significantly higher than that of the Control Group, in the
rest of the cases there is no significant difference. In the year 03-04, the performance of
boys in the Control Group appears to be better.

From Table 3 it can be seen that the performance of Girls in the Experimental Group in
the year 2002-03 is significantly higher than that of girls in the Control Group in

Table 3
COMPARISION OF PERFORMANCE OF GIRLS BY GROUPS DURING 2002-03 & 2003-04
YEAR
Grade/Subject

2002-03
GROUP

2003-04

t-Value p-Value

Experimental Control
Std 1
EVS
KANNADA
MATHS
Std 2
EVS
KANNADA
MATHS
Std 3
EVS
KANNADA
MATHS
Std 4
EVS
KANNADA
MATHS
Std 5
EVS
KANNADA
MATHS

GROUP

t-Value p-Value

Experimental Control

60.65
37.72
53.91

51.54
36.71
55.07

3.68
0.54
-0.53

0.0003***
0.5882
0.5943

71.01
61.34
68.39

64.09
55.10
64.51

4.16
2.73
2.25

4E-05***
0.0067***
0.0253

53.73
35.08
54.19

56.27
34.91
54.12

-0.96
0.10
0.03

0.3356
0.9222
0.9762

57.06
55.39
59.78

53.50
49.08
66.12

2.02
3.29
-3.97

0.0440
0.0011***
8.5E-05***

27.69
43.07
44.68

29.26
34.33
42.07

-0.93
3.47
1.40

0.3529
0.0006***
0.1625

35.85
45.97
44.38

39.48
50.19
47.09

-2.34
-2.02
-1.64

0.0198
0.0443
0.1010

33.57
53.71
45.00

28.53
46.66
37.77

3.23
3.65
3.73

0.0013***
0.0003***
0.0002***

35.20
57.27
43.36

38.38
53.03
44.26

-1.89
2.27
-0.55

0.0600
0.0234
0.5808

20.92
43.17
40.83

18.78
39.39
38.92

1.44
2.18
1.40

0.1494
0.0300
0.1619

33.02
56.58
40.49

31.46
53.44
38.58

1.15
2.19
1.66

0.2490
0.0289
0.0971
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Note: *** represents significance at 1 % level
EVS Grade I; Kannada in Grade III; and in all subjects in Grade IV. The results for the
year 2003-04 indicates that the girls in the Experimental Group is significantly higher
than the Control Group only in EVS & Kannada in Grade I and Kannada in Grade II.
The table 4 indicates that there is no significant difference in the performance of boys and
girls in both the years. Further no inter-class or inter-gender differences could be
discerned to statistically establish any significant relationship.

Table 4
COMPARISION OF PERFORMANCE OF STUDENTS IN EXPERIMENTAL GROUP BY
GENDER DURING 2002-03 & 2003-04
YEAR
Grade/Subject

2002-03
GENDER

t-Value

Girls

62.23
34.13
48.78

60.65
37.72
53.91

0.55
-1.66
-2.06

55.44
35.72
58.03

53.73
35.08
54.19

27.37
42.25
46.06
33.00
48.44
39.33

p-Value

GENDER

t-Value

p-Value

Boys

Girls

0.5834
0.0972
0.0403

70.44
61.11
66.05

71.01
61.34
68.39

-0.34
-0.11
-1.30

0.7340
0.9162
0.1942

0.59
0.31
1.49

0.5570
0.7602
0.1382

59.07
56.57
65.71

57.06
55.39
59.78

1.17
0.62
3.01

0.2424
0.5371
0.5385

27.69
43.07
44.68

-0.19
-0.31
0.65

0.8514
0.7573
0.5130

33.36
50.90
45.40

35.85
45.97
44.38

-1.59
2.20
0.56

0.1127
0.0286
0.5744

33.57
53.71
45.00

-0.32
-2.19
-2.53

0.7497
0.0290
0.0119

37.40
55.25
43.19

35.20
57.27
43.36

1.54
-0.96
-0.11

0.1253
0.3375
0.9102

20.61 20.92
-0.20
40.32 43.17
-1.48
39.73 40.83
-0.73
Note: *** represents significance at 1 % level

0.8427
0.1401
0.4667

30.69
53.31
39.19

33.02
56.58
40.49

-1.53
-2.10
-1.06

0.1256
0.0367
0.2897

Std 1
EVS
KANNADA
MATHS
Std 2
EVS
KANNADA
MATHS
Std 3
EVS
KANNADA
MATHS
Std 4
EVS
KANNADA
MATHS
Std 5
EVS
KANNADA
MATHS

Boys

2003-04
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The within group gender differences in performance among the Control Group as shown
in Table 5 indicates that in both the years 2002-03 and 03-04, girls appear to be faring
better than boys but the statistical significance is seen only in Math for Grade V; EVS III
in 2002-03, whereas in the year 2003-04, we find that the performance of girls is
significantly better than that of boys for Kannada in Grade V; Math in Grade IV.

Table 5
COMPARISION OF PERFORMANCE OF STUDENTS IN CONTROL GROUP BY GENDER
DURING 2002-03 & 2003-04
YEAR
Grade/Subject
Std 1
EVS
KANNADA
MATHS
Std 2
EVS
KANNADA
MATHS
Std 3
EVS
KANNADA
MATHS
Std 4
EVS
KANNADA
MATHS
Std 5
EVS
KANNADA
MATHS

2002-03
GENDER

t-Value

2003-04
GENDER

t-Value

p-Value

64.09
55.10
64.51

-0.01
1.54
0.78

0.9892
0.1233
0.4349

54.21
55.51
64.62

53.50
49.08
66.12

0.39
3.17
-1.07

0.6961
0.0017***
0.2870

0.0004***
0.9555
0.4639

35.53
51.96
46.41

39.48
50.19
47.09

-2.54
0.89
-0.42

0.0116
0.3754
0.6736

-2.09
-2.17
-1.26

0.0370
0.0302
0.2073

35.09
49.43
36.62

38.38
53.03
44.26

-1.76
-2.00
-4.08

0.0789
0.0457
0.0001***

-1.67
-2.58
-3.63

0.0953
0.0102
0.0003***

29.66
47.72
39.33

31.46
53.44
38.58

-1.51
-3.62
0.60

0.1330
0.0003***
0.5485

Boys

Girls

53.43
35.96
53.82

51.54
36.71
55.07

0.87
-0.46
-0.65

59.22
35.11
58.42

56.27
34.91
54.12

24.03
34.20
40.85

p-Value

Boys

Girls

0.3859
0.6465
0.5163

64.06
58.78
65.92

1.40
0.14
2.43

0.1628
0.8905
0.0154

29.26
34.33
42.07

-3.59
-0.06
-0.73

25.72
42.69
35.57

28.53
46.66
37.77

16.34
35.18
34.01

18.78
39.39
38.92

Note: *** represents significance at 1 % level
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From Table 6 it can be inferred that overall there was a slight decline in the number of
nutrition-related problems among students in the two years under consideration as was
Table 6
Distribution of Nutritional Problems during
2002-03 & 2003-04
2002-03
Number of
problems
Nil
One
Two
Three
Four
Five & above
Total

N
1030
357
130
75
21
12
1625

%
63.38
21.97
8.00
4.62
1.29
0.74
100.0

2003-04
N
1543
492
259
87
27
5
2413

%
63.95
20.39
10.73
3.61
1.12
0.21
100.0

found from the health check-up of students except in case of students found with two
problems. The reason for this is the reduction in the percentage of children with three or
more problems, which reduced from 6.65% to 4.94%.
In Table 7, Nutrition related problems have been classified under Types A1 to A3, by the
pediatrician. Type A1 includes symptoms related to Protein Energy Malnutrition (PEM),
anemia, skin related symptoms etc, Type A2 includes eye-related problems including dry
conjunctiva, Bitot spots etc., while Type A3 includes oral-related conditions such as
angular stomatitis, cheilosis, mottled enamel etc The study tried to classify children with
either none,

Table 7
Number of Nutrition problems 2002-03 and 2003-04
Type
Type A1

Number
None
One
Two
Three
Four

2002-03
Frequency Percent
1232
75.82
244
15.02
112
6.89
35
2.15
2
0.12

2003-04
Frequency Percent
1781
73.81
453
18.77
142
5.88
33
1.37
4
0.17
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Type A2

None
One
Two
Three

1395
224
6

85.85
13.78
0.37

2304
100
8
1

95.48
4.14
0.33
0.04

Type A3

None
One
Two
Total children with nutrition
related problems

1468
143
14
595

90.34
8.80
0.86
36.62

2033
327
53
870

84.25
13.55
2.20
36.05

Total sample

1625

100

2413

100

One, two, three or four kinds of A1- A3 kinds of nutrition related problems and the
findings are presented in this table. The comparison is made across the two years under
consideration. Our findings reveal that though there was a general decline in the number
of problems some differences could be discerned between the types of problems. For
instance, while the number of problems have declined in A1 and A2 categories of
problems, there has been a sharp increase of problems in A3 which indicates that there is
a need for addressing dental care related issues of children.
Inter-temporal comparisons
An attempt was made to make inter-temporal comparisons for all students in the
Experimental and the Control Groups between 2002-03 and 2003-2004 as also for boys
and girls separately. The findings are presented in the following tables 8, 9 and 10.
Table 8
Group-wise comparison of student performance between 2002-03 & 2003-04
(ALL)
2002-03
Grade Subject
1 EVS
KANNADA
MATHS
2 EVS
KANNADA
MATHS
3 EVS
KANNADA

2003-04

% Change

Experimental Control Experimental Control Experimental Control
59.64
35.36
49.64
53.94
32.17
56.63
28.87
43.69

52.37
36.39
54.52
57.71
35.00
56.18
26.97
34.27

70.74
61.23
67.27
58.06
55.95
62.85
34.55
48.38

64.08
56.82
65.17
53.85
51.90
65.48
37.53
51.05

18.61
73.17
35.53
7.64
73.91
10.97
19.71
10.74

22.35
56.17
19.54
-6.69
48.26
16.57
39.16
48.96

Difference
3.74
-16.99
-15.99
-14.33
-25.65
5.60
19.45
38.22
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MATHS
4 EVS
KANNADA
MATHS
5 EVS
KANNADA
MATHS

47.90
32.27
50.81
42.98
22.07
41.95
40.48

41.55
27.27
44.83
36.78
17.70
37.43
36.83

44.90
36.36
56.21
43.27
31.87
55.02
39.88

46.77
36.84
51.55
41.25
30.60
51.06
38.95

-6.26
12.69
10.64
0.69
44.43
31.13
-1.46

12.55
35.11
14.99
12.13
72.87
36.42
5.76

18.81
22.42
4.35
11.44
28.44
5.28
7.23

From the Table 8 it can be seen that within the Experimental Group as well as the Control
Groups, there has been a significant increase in the performance from year one to two.
This indicates that the introduction of the mid day meal for the first time for the
Experimental Group in the year 2002-03 and that for the Control Group in the year 200304, could have been the reason. But when inter-temporal comparisons between the two
groups are made over the two years, we see that the Control Group has caught up with the
Experimental Group in terms of performance, which is the outcome one would expect
when nutrition is provided to the children. However, effects of other variables such as
parental awareness, new initiatives under SSA etc could also have had an impact.

Table 9
Group-wise comparison of student performance between 2002-03 & 2003-04
(BOYS)
2002-03
Grade Subject
1 EVS
KANNADA
MATHS
2 EVS
KANNADA
MATHS
3 EVS
KANNADA
MATHS
4 EVS
KANNADA
MATHS
5 EVS
KANNADA
MATHS

2003-04

% Change

Experimental Control Experimental Control Experimental Control
62.23
34.13
48.78
55.44
35.72
58.03
27.37
42.25
46.06
33.00
48.44
39.33
20.61
40.32
39.73

53.43
35.96
53.82
59.22
35.11
58.42
24.03
34.20
40.85
25.72
42.69
35.57
16.34
35.18
34.01

70.44
61.11
66.05
59.07
56.57
65.71
33.36
50.90
45.40
37.40
55.25
43.19
30.69
53.31
39.19

64.06
58.78
65.92
54.21
55.51
64.62
35.53
51.96
46.41
35.09
49.43
36.62
29.66
47.72
39.33

13.20
79.05
35.39
6.55
58.38
13.24
21.87
20.46
-1.43
13.35
14.06
9.81
48.93
32.21
-1.35

19.90
63.46
22.49
-8.46
58.10
10.61
47.87
51.93
13.61
36.47
15.79
2.96
81.51
35.62
15.64

Difference
6.70
-15.59
-12.90
-15.01
-0.28
-2.63
26.00
31.47
15.04
23.12
1.73
-6.85
32.58
3.41
16.98
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From Table 9 it can be inferred that the performance of boys within the Experimental
Group as well as that of the Control Group shows a marked increase over the two years.
The difference in performance with respect to the Control Group is more marked than
that of the Experimental Group. This could be attributed to the fact that the impact of
midday meal was experienced by the experimental two years ago where as the Control
Group had experienced this during the later year.
In the following table 10, an attempt is made to make comparisons in performance of
girls in the Experimental and Control Groups over the two years.

Table 10
Group-wise comparison of student performance between 2002-03 & 2003-04
(GIRLS)
2002-03
Grade Subject
1 EVS
KANNADA
MATHS
2 EVS
KANNADA
MATHS
3 EVS
KANNADA
MATHS
4 EVS
KANNADA
MATHS
5 EVS
KANNADA
MATHS

2003-04

% Change

Experimental Control Experimental Control Experimental Control
60.65
37.72
53.91
53.73
35.08
54.19
27.69
43.07
44.68
33.57
53.71
45.00
20.92
43.17
40.83

51.54
36.71
55.07
56.27
34.91
54.12
29.26
34.33
42.07
28.53
46.66
37.77
18.78
39.39
38.92

71.01
61.34
68.39
57.06
55.39
59.78
35.85
45.97
44.38
35.20
57.27
43.36
33.02
56.58
40.49

64.09
55.10
64.51
53.50
49.08
66.12
39.48
50.19
47.09
38.38
53.03
44.26
31.46
53.44
38.58

17.08
62.61
26.86
6.20
57.88
10.33
29.47
6.73
-0.67
4.86
6.63
-3.66
57.82
31.05
-0.84

24.34
50.12
17.14
-4.92
40.61
22.18
34.93
46.20
11.93
34.53
13.64
17.19
67.52
35.68
-0.88

Difference
7.26
-12.49
-9.73
-11.12
-17.27
11.85
5.46
39.47
12.59
29.67
7.01
20.85
9.69
4.63
-0.04

The same scenario as that of boys can be observed with respect to girls also. The
percentage increase in the performance of the girls is higher in case of the Control Group
as compared to that of the Experimental Group. Here again, the introduction of midday
17

meal for the Control Group during the latter year could be one of the reasons for this
increase.
Conclusion
The study is into its third year now. The progress in terms of achievement of students in
different subjects of the five grades before and after the provision of midday meal was
hypothesized to be of significance. However, the findings do not clearly show this trend.
Moreover, it would be inappropriate to assume that just one or two years of provision of
mid -day meals and micro- nutrients will produce dramatic results. Yet, the findings do
indicate that the performance of the Experimental Group in the first year of the study
showed significantly higher performance over the Control, in most cases. By the second
year the differences appear to be negligible. A plausible reason for this trend may be that
as the second group also was provided with nutrition supplements the differences
between the two groups appear to have narrowed down during the second year. The
performance of the Experimental Group perhaps attained a kind of plateau by the second
year as no other supplemental inputs were introduced during the second year.
Again, when performances of the two groups are compared with gender as a variable, we
find no significant differences. Though by inspection, girls appear to be marginally better
off than boys, the differences are statistically insignificant.
The health check findings of the Experimental Group indicates that probably in the
children of the areas under consideration did not have any chronic diseases and hence
there is no discernible difference in the two years under reference. While considering the
nutrition-related problems, perhaps the introduction of midday meal and micronutrients
has brought down the incidence of particular problems. However, this aspect needs
further investigation. Overall, it can be concluded that the percentage of children
with/without nutrition related problems has remained unchanged. Of course, it cannot be
due to the meal provided in the school alone but could be because of other factors like
getting some supplementary feeding at home due to awareness building among parents
through interventions such as SSA, special initiatives by NGOs, Health departments etc.
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The qualitative aspects of the study show that attendance does show marked
improvement due to the provision of noon meal. Enrollment also showed marked
improvement as seen during field visits to schools during data collection. Especially at
noontime one could witness full strength of students. This probably indicates that the
provision of a wholesome midday meal as is being provided by the Akshaya Patra
Foundation, has had beneficial effects on enrollment and attendance. However, gains in
student performance cannot be statistically attributed to the meal alone. Perhaps, the time
span of two years of observation is insufficient to arrive at definite conclusions in this
regard.

Policy Implications
It would be worthwhile replicating the model of Akshaya Patra Foundation for providing
hygienic and wholesome meal. Though it is argued that the cost of the meal provided by
them is much higher than the one provided by the Government, their management
strategy is definitely worth replicating. So far as financing for this programme is
concerned, it might not be too difficult to raise resources locally to support the
programme to supplement what the Government gives. Currently, there are too many
agencies pitching in to provide noon meals. Instead of spreading themselves thin, the
persons/institutions, could come together to have centralized kitchens and to transport
them to schools. Thereby, economies of scale can also be achieved. At the same time,
building kitchens in each school, providing them men and materials and also
safeguarding of students from fire and other hazards can be easily avoided. Eventually,
the policy of MDM should ensure quality and adequacy of food supplied to children.
It is important that thorough and regular school health checks must be provided along
side MDM as learner achievement is close correlate of the child’s health. Even under
DPEP, the aspect of school health was emphasized but was not implemented effectively.
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The policy of providing a robust School Health Programme must be incorporated into the
overall policy framework of elementary education.
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ABSTRACT
TEACHING P-12 TEACHERS ABOUT WATER QUALITY AND THOSE FACTORS THAT AFFECT
WATER QUALITY. ELIZABETH K. SUTTON, CAMPBELLSVILLE UNIVERSITY, CAMPBELLSVILLE,
KENTUCKY, USA
Most elementary and middle school teachers do not feel comfortable teaching advanced science
topics in classroom or field settings. This may result in either inadequate coverage or complete
omission of more difficult content. Campbellsville University has developed a partnership
between the School of Education, the Division of Natural Science and the Joan White Howell
Environmental Science Center at Clay Hill Memorial Forest (CHMF) to provide weeklong
summer workshops for P-12 teachers. We have conducted the Outdoor Classroom Institute
(OCI) each summer for the last four years. During each OCI, some topic in water chemistry has
been taught. In 2005, OCI provided teachers with hands-on experience in environmental
chemistry. Teachers explored water quality by conducting chemical tests using a variety of
simple analytical methods and then interpreted the results they derived and compared these with
baseline data for stream chemistry from CHMF. More than 90% of participating teachers (n=85)
indicated that they were more comfortable applying the learned methods in their classroom or in
the field after participating in OCI 2005. Hopefully this will translate into better coverage of
environmental science content.
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Problem Based Learning: Strategies for On-Line Assessment and Evaluation
What was once considered to be the wave of the future has now become the reality. Online instruction is being delivered in nearly every university around the world. As a result, many
traditional pedagogical designs and instructional delivery methods have had to be either adapted
or completely redesigned to meet the challenges of on-line instruction. Problem based learning,
with its inherent constructivist focus, appears to lend itself readily for use in an on-line
environment.
The pedagogical elements of problem based learning, with their emphasis on self directed
learning, use of prior knowledge, dynamic assessment, application of skills, and cooperativegroup nature, are aligned with the instructional nature of on-line learning. Support for the use of
PBL can be inferred from Edelson, Pea, and Gomez’s (1995) discussion of virtual learning
environments; a post modern, on-line, instructional design. In accordance with Edelson, Pea and
Gomez’s (1996) position, Wilson (1995) asserts that assessment activities should be interwoven
throughout the instructional design, be based on authentic, “real world” problems, and that
multiple, process-based and integrated assessments be used to evaluate the learner’s acquisition
and application of knowledge and skill.
Through the use and monitoring of various authentic on-line activities, assessment of
such skills as knowledge construction, group collaboration, interdependence, problem solving,
and critical thinking actually becomes more quantifiable and accurate (Jonasson, Peck & Wilson,
1999). As student groups participate in problem based learning activities, the instructor is
equipped with a quantifiable record of their individual and collective contributions. In contrast
to the problem based learning activities that are delivered in a traditional classroom setting, chat
room conversations, threaded discussions, drop boxes, and webliography postings, enable the
instructor to assess and evaluate student performance for both quality and quantity.
This session will introduce participants to the on-line development and assessment of
problem based learning activities. Participants will examine the core constructivist elements that
promote the successful transition of problem based learning to the on-line environment.
Participants will examine the basic developmental steps of designing and assessing a PBL
activity via an example of an actual on-line course. Participants will also be prompted to
experience the delivery of on-line PBL, from a student’s perspective, while engaging in a mock,
on-line, group project.

Edelson, D. C., Pea, R. D., & Gomez, L. (1996). Constructivism in the collaboratory. In B. G.
Wilson (Ed.), Constructivist learning environments: Case studies in instructional design.
Englewood Cliffs NJ: Educational Technology Publications.
Jonassen, D. H., Peck, K.L, & Wilson, B.G. (1999). Learning with technology: A constructivist
perspective. Upper Saddle River, NJ: Prentice-Hall, Inc.
Wilson, B. G. (1995). Metaphors for instruction: Why we talk about learning environments.
Educational Technology, 35 (5), 25-30.
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MASANORI TAGUCHI
Department of Language & Culture Dokkyo University 1-1 Gakuen-cho Soka-city 340-0053
Japan
SEIYA HIRAI
Department of Social Work Nagasaki International University 2825-7 Huis Ten Bosch-cho
Sasebo-City 859-3298 Japan
TETSURO OHTANI
Tetsuro Ohtani

Department of Social & Clinical Psychology Hijiyama University 4-1-1 Ushita Shin Machi
Higashi-Ku Hiroshima City 732-8502, Japan
SAORI SAKURADA
Graduate school of Education Kagoshima University
MIKI MORI
Department of Psychology Shigakukan University

Summary

This study aimed to examine the characteristics of children’s human figure drawings

that could serve as indicators of their school adjustment. Participants were 102 Japanese children (49
boys and 53 girls) aged 10-12 years old. Each child was asked to complete the school environment
adjustment scale (SEAS) composed of three factors – relationship with teachers, friendship with
classmates, and learning motivation. After completing the SEAS, participants were again asked to
draw himself or herself. The drawings were analyzed based on the drawing’s whole figure size, head
size, absence of parts of the face, absence of the patterns on clothes, hidden hands, lean and symmetry
of the drawing. Results showed that children who drew a leaned, non-symmetrical or figures with no
patterns on clothes scored significantly lower in the SEAS, especially in the friendship with classmates
and learning motivation sub-scales. These results seem suggest that the features in children’s drawings
are indicative of the extent to which children are adjusted to their school environment. However,
further studies should be conducted to verify the reliability of children’s drawings as measures of
adjustment to their school.
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Flexible Teaching & Learning – The Technological Hybrid

ABSTRACT
The School of Accounting and Corporate Governance at the University of Tasmania
embarked on the development of a flexible approach to teaching and learning with the
Corporate Governance major during 2004. This study based on the Student Evaluation of
Teaching and Learning (SETL) undertaken towards the end of each semester reports on
students’ perception of this technological hybrid model of flexible teaching and learning.
The focus of this study is to assess student satisfaction with an approach to flexible
teaching and learning in which technology is the focus for staff and student interaction
and all tasks are performed within the technological environment often from a distant
location. In the first instance flexible teaching and learning is discussed, followed by
comments on learning style and the measurement of student satisfaction. The perceptions
of students undertaking these units in 2004 are then discussed, and related to desirable
characteristics flexible teaching and learning is argued to seek to develop, whether the
learning styles of students are attended to and issues identified to be important aspects of
student satisfaction within courses of study. The results of this study are based on the
analysis of the SETL survey mailed to students towards the completion of the semester.
In general, the results confirm that students by and large are satisfied with a technological
flexible approach but would like more staff contact such as face-to-face seminars, and
increased level of feedback. The limitations and criticism of such student satisfaction
surveys are also noted in this study, and then limits assessing the success or otherwise of
flexible teaching and learning.
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INTRODUCTION
In recent years increased attention has been given to flexible teaching and learning and the
role technology can play in enhancing the objectives of increased flexibility of teaching and
learning.

The University of Tasmania (hereafter UTAS) has actively promoted the

development of flexible approaches to teaching and learning, and the School of Accounting
and Corporate Governance (hereafter ‘the School’) has been a leader in these developments.
This study undertakes a general review of the implementation of a technologically focused
approach to flexible education adopted within the School’s Corporate Governance (hereafter
CG) major.

The review embraces seven units offered in this major during the 2004

academic year. The study assesses whether the underlying tenets of flexible teaching and
learning were achieved based on the responses of students to their experience in undertaking
units adopting this technological hybrid approach to flexible delivery.
Attention to different approaches to teaching and learning has received increased attention in
recent years. Flexible education has been a major area of discussion in addressing change.
Stehlik et al (2003) noted the roles of internationalisation and the growth in understanding of
the application of technology had been a driver in educational policy developments
“Globalisation and technological innovation are crucial factors driving policy developments
in education generally” (p. 15). While Ryan (2001) commented that “the drive to flexible
education has been supply driven rather than demand driven as universities hopes to
capitalise on the combined forces of lifelong learning and the outreach capacity of the new
technologies to develop new markets” (p. 29). Interest has been fostered by the efforts of
universities to become more competitive, to find ways to handle rapid and significant change
confronting the sector and to manage and implement the flow-on effect of technology. Khan
(2000) notes that the computer has become a powerful, global, interactive, dynamic,
economic and democratic medium of teaching and learning at a distance. These forces are
leading to the increasing use of online technologies in an effort to enhance delivery methods
such as traditional face-to-face concept and fulfil the demand for flexibility due to changing
patterns of work, study and lifestyle (Attwell, 1997; Curtain, 2000; Lingard, Porter, Bartlett,
& Knight, 1994; Young & Guile, 1997).
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In the next section flexible teaching and learning will be discussed, followed by comments
on learning style and the measurement of student satisfaction. The perceptions of students
undertaking these units will then be discussed in the context of achieving the underlying
goals of flexible teaching and learning

FLEXIBLE TEACHING AND LEARNING
The term flexibility in education has been defined quite broadly. In its broadest sense
flexibility is generally understood to mean “offering choices in the learning environment so
that a course of study between meets the individual needs of students. This includes class
times, course content, instructional approach, learning resources, location, technology use,
entry/completion dates and communication medium” (Bryant, Campbell & Kerr, 2003: p. 41;
see also, Collis et al 1997).
Flexible education has variously been described as flexible teaching, flexible learning, and
flexible delivery. While these terms do have different meanings and can be thought of
explanations of parts of the broader term of flexible education, they are often used
interchangeably throughout the literature. According to Dowling, Godfrey & Gyles (2003),
“A prerequisite for students to be able to learn flexibly is the provision of learning material
that enables students to do this. That is the role of flexible delivery” (p. 374). However, from
a learning outcome perspective, their objective is the same – students being able to choose
when, where and how they learn (Kember, 1995; Richardson, 2000). Consistent with
Dowling et al. (2003), Ramsay (1996) noted “Flexible delivery has been used synonymously
with independent learning, open learning, mixed mode, distance education, face to face
teaching with some independent learning and even just altering the timetable and duration of
classes” (p. 2).
The term flexible learning has various interrelated dimensions. In Van Vuren & Henning
(1998), they list three important aspect or dimensions of flexibility which are:
•

Delivery methods (traditional, open learning, distance learning)
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•

Learner-centred approach

•

The role of resource-based learning (p. 3)

This is consistent with Horwath & Shardlow (2000) who argue “Open, distance or flexible
learning are all terms used to describe alternatives to traditional taught courses” (p. 113).
Similarly, the Australian National Training Authority, ANTA (2003) developed an
Australian Flexible Learning Framework where it defines flexible learning as “A choice on
what, when, where and how people learn. It is a learner-centred approach to education and
training that covers a range of delivery modes, including distance education, mixed-mode
delivery, e-learning, online learning, self-paced and self-directed learning” (p. 4). Van den
Brande (1993) described flexible teaching and learning as “…enabling learners to learn
when they want (frequency, timing, duration), how they want (modes of learning), and what
they want (that is, learners can define what constitutes learning to them)” (p. 2).
In a nutshell, it can be argued that flexible teaching and learning is a generic term where it is
a combination of various teaching and learning strategies such as the combination of face to
face and non face to face teaching environments, various forms of available study material, a
variety of assessment methods and application of information technology. It also covers
situations where students have a say of how, when and where learning takes place. The focus
of this study is on the technological hybrid of flexible teaching and learning adopted by the
School of Accounting and Corporate Governance at the UTAS in 2004.
The Australian Approach to Flexible Teaching and Learning
The Department of Education, Training and Youth Affairs of Australia commissioned an
investigation on the effectiveness of several models of flexible provision of higher education
in Australia termed as ‘flexible delivery’. In defining flexible education, the study
(Department of Education, 2005) found that “many universities defined flexible provision of
higher education in terms of offering choices to learners in three major themes where:
1. flexibility to be directed at access
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2. flexibility as being about accommodating a range of learning needs and
preferences and
3. the use if new learning technologies to address the quality of learning (p xviii)
The motivation for increasing the flexibility provision in Australia rest upon four main
imperatives:
1. The changing client base for higher education including students with work and
domestic commitments, mature age students, prospective participants in regional
Australia and international students.
2. An expanding knowledge base and the changing conceptions of knowledge and how
it should be shared.
3. A growing understanding of alternate approaches to effective teaching and learning in
conjunction with the use of information and communication technologies
4. The identified need to cost effectively meeting growing client demand for a wide
range of educational programs.
In the next section the meaning attributed to flexible education by UTAS will be discussed.
University of Tasmania Flexible Teaching and Learning Approach
At UTAS, the major division responsible for the development and overview of flexible
teaching is the Flexible Education Unit (FEU). UTAS has defined flexible teaching and
learning as:
“An educational philosophy and a set of techniques for teaching and learning.
Flexible approaches increase the degree of student control over when, what,
where, how and at what pace student learn. These includes approaches to
teaching and learning which are less time and place dependent that more
traditional forms of teaching. The term is associated with an approach to
education that is more learner-centred and that increases the learner’s
responsibility for his or her own learning” (Johnston, 2001).
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It continues to state that flexible teaching and learning approaches ARE NOT about:
•

getting rid of face-to-face contact

•

always using technology

•

saving time or money

•

leaving students to study everything by themselves

A practical approach taken by the FEU indicates that UTAS should use a combination of
teaching methods to suit students and the subject matter.

The approach involves the

combination of traditional lectures, tutorials, workshops, group work, problem-based
learning, or practical exercises with a variety of other approaches such as:
•

online delivery using tools such WebCT/Vista – units using WebCT can be web
supported, web dependent or fully online

•

videoconferencing

•

resource-based learning (for example, using print, audio, CD ROM)

•

workplace learning or independent/group projects

•

flexible scheduling (for example, summer schools, intensive block teaching)

(FEU, 2005)
It is hoped flexible teaching and learning will provide UTAS a competitive advantages in
providing global and flexible learning opportunities. This is consistent with The EDGE
(Excellence, Distinctiveness, Growth & Engagement) agenda set forth in UTAS Plan 20042006. Goals and key priorities in the agenda include the universities goal - “To be highly
regarded nationally and internationally as an attractive study destination offering a diverse
range of high-quality programs that include global learning opportunities” and to “Develop
distinctive, flexible and innovative learning opportunities, especially programs that increase
access for students in regional areas, streamline articulation from the Technical And Further
Education (TAFE) institute, extend flexible delivery of undergraduate and postgraduate
coursework courses, strengthen interdisciplinary collaboration and provide international
experiences”. Besides that, the global and flexible opportunities should enable UTAS to
increase student enrolments thus a key priority in the agenda “Diversify and enrich the
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University by increasing enrolment of international students, both onshore and offshore,
encouraging participation of students and staff in overseas activities and by internationalising
the curriculum” (UTAS, 2004). The quality of flexible programs available is central to this
objective.
Discussion of School of Accounting & Corporate Governance flexible teaching and
learning approach
In 2003, the School received a grant to develop the CG major into flexible mode. Various
reasons were cited for the development of the flexible mode of delivery, including a desire to
maintain the quality, integrity and equity across all campuses, reduce staffs visits/travel
between campuses but maintain contact, meet the needs of differently abled students, solve
text book unavailability issues in offshore campuses, increase study options for students with
family and work commitments and providing hands on, real life resources (Hrasky, 2004;
O'Donovan & Gibson, 2003)
The approach taken by the School focuses on,
“The use of technology to provide flexibility to students. It means that
students can have greater access to learning resources and communication
tools, both inside and outside of University campuses. Students are therefore
not limited to specific places and times for learning and can have the
flexibility to learn”.
A provision of audio CDs that provide lecture resources and information is supplied to
students as the flexible learning tool is ‘a companion resource to classroom learning, but do
not totally replace the usual lectures and tutorials that student should attend’. Besides that,
the School provide online resources and 2-way communication tools such as FlexiComm and
WebCT plus various materials that include real life examples on video, interviews with
experts, narrated PowerPoint presentations, interactive tests, discussion groups, virtual
tutorials, multimedia materials from TV/radio and companies and hyperlinks. Students are
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also provided in most units with flexible assessments task completion deadlines. Students are
allowed to submit the required graded assessment tasks anytime they wish throughout the
semester but before the semester ends. While this may make it difficult for staff in that
consistency is best achieved when assessments can be made at the same time, and can be
better fitted to suit the work program of the staff member. This flexibility enables students to
work around other assessments due dates or work commitments.
In reviewing the position of the corporate governance major considered in this study, the unit
outline from various units that offered flexible mode delivery in 2004 clearly indicates that
there was no formal face to face contact. In most unit outlines, it is stated that
“This unit is offered by flexible delivery. NO formal face-to-face classes or
meetings are scheduled. The unit is planned to enable you to work at your
own pace. Extensive course materials will be provided through interactive
CD, WebCT and printed media. Although no formal face-to-face meetings
are schedule, you should maintain regular contact with the unit coordinator
through WebCT, e-mail, and telephone, and with other students through
WebCT.”

This clearly indicates that from a theoretical perspective, the use of technology is referred to
as a companion resource but in practise/reality the use of technology is the main flexible
learning tool for students. The current practice adopted by the School focus on one aspect of
the university approach rather than the broader perspective as defined by the University on
flexible teaching and learning, that is, a distance technological approach. Even when formal
face to face sessions are held, it is only “on an ad hoc basis as required but students are
strongly encouraged to maintain contact with the lecturer through WebCT, email, and
telephone” as stated in the one of the unit outline.
The School however recognise that there should be continuous improvement on student
support, educational experiences and technological developments. The next section discusses
how technology plays its role in flexible teaching and learning.
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TECHNOLOGY AS AN UNDERPINNING FRAMEWORK FOR FLEXIBLE TEACHING
AND LEARNING

Advances in and accessibility to technology provide new ways of thinking about how courses
of study can be offered to enhance the quality of teaching and learning. Deden & Herrington
(2002) commented that these changes have left universities worldwide with “enormous
challenges as they decide on how the rapid changes in technology such as the widespread
availability of the Internet will impact upon their modes of operation” (p. 184). David
Seymour, President of Qsystems commented “we are kidding ourselves if we believe that
educating people for the year 2000 is essentially the same as educating them for the year
1975. Everything has changed – technology, lifestyles, cultures” (Jones and O’Shea (2004)
cited a quote from p. 380 also see Buck, 1997: p. 19).
In Australia, Bates (2000) argues “technology has provided universities with a powerful new
tool for unit and course delivery – a tool which is likely to transform teaching and learning
practices irrevocably in the future.” Inglis, Ling & Joosten (2002) emphasise that
“technology is the key factor driving the new developments in flexible teaching and
learning” (p. 33). Recognising the potential benefits of technology, universities have sought
to accommodate technology into the teaching and learning environment. The application of
technology has been utilised in various ways for a number of years. For example, distance
educators introduced improved communication capabilities for distance students such as
email access, and the provision of CDs of material along with written documentation. Deakin
University (in Australia) uses online technologies to enrich learning experiences and add
flexibility and value for all students. Deakin Studies Online (DSO), an online teaching and
learning environment, delivers web-based course material and assessment tasks and
facilitates communication and collaboration between staff and students.
However, Rice (1997) offers a word of caution suggesting, “Implementation of technology is
a tricky business. It requires an act of faith on the part of the institution, a step into the
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unknown and has to be seen as an experimental and exploratory process informed by
continual evaluation.” (p. 4) Echoing Rice (1997), Brennan, McFadden & Law (2001) note
that “there is a need to stop, catch our breath, and take a look at where we are and then
thoughtfully use this knowledge to plan the future” (p. 9). As Jasinski (1998) noted,
“technology does not cause learning… The value of any technology for education is
proportional to the need for that technology to realise educational objectives.” More
importantly Jasinski remind us that “learning must be developed around learning needs,
meeting educational objectives and producing viable graduates” (p.1). Thompson (2000)
argued that advances in communication technologies have changed the face of traditional
university teaching - a move from talk to touchpad. The move to deliver units of study
electronically creates a virtual education experience where information is transmitted and
received in digital form (Peel, 1999).
Besides that, the use of technology in the education environment has generated an
expectation (Brennan, 2003) of an improvement in overall learning outcomes, as well as, on
the part of learners, increased independence, engagement, motivation, research skills and
improved results on standard pieces of assessment. Unless there is appropriate and adequate
student support, success in learning using technology alone will be difficult to achieve.
Brennan (2003) argues that in using technology, it is assumed that “people are self-motivated
and self regulated learners and that what they need is assistance in structuring their learning
than just taking it in” (p. 2).
Similarly, Ryan (2001) comments that “there is a growing body of evidence that students
lack the capacity and inclination for independent learning that is required of a flexible
environment” (p. 28). Guthrie (2003) points out that “to be information literate, students
need to have the ability to locate information from a variety of sources and to evaluate and
use it effectively when it is needed” (p. 11-12). Computer illiteracy still exists, especially
within the older student population (Choy, McNickle, & Clayton, 2002). Therefore, while
younger students may have the ability and skills to use the computer and other technology,
they lack the skills to be information literate and vice versa for older generation students
(Guthrie, 2003).
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The success of the flexible approach will also be determined largely by the learning
experience of the students as suggest by Mitchell and Bluer (1997) that “…learning style of
students need to be monitored with a lot more attention and precision to ensure that the new
technologies matches the capacities and inclinations if students.” The next section therefore
looks at various learning styles and its influence towards flexible teaching and learning.

LEARNING STYLES
Learning as defined by Salter (2003) is “the acquisition or the construction of knowledge,
where knowledge is often equated with having the right information” (p. 138 also see
Woolfolk, 1995). The manner and process in which knowledge is acquired, skills developed
and abilities refined distinctly vary among students thus producing a typology of learning
styles (Young, Klemz, & Murphy, 2003). According to Hallock, Satava & LeSage (2003),
learning styles typically refer to “a singular capability or preference that possibly enhances
learning” (p. 21).
Kolb (1988) suggest that students with similar learning styles prefer academic disciplines and
teachers with methods of teaching that are most congruent with their learning styles.
Consistent with Kolb (1988), research does indicate that learning styles are highly related
with various social and environmental factors such as ethnicity, age, gender, work
preferences (Lashinger & Boss, 1984), educational involvement (Young et al., 2003),
motivation and learning (Honey & Mumford, 1992) and student performance (Brokaw &
Thomas, 2000; Holley & Jenkins, 1993; Okebukola, 1986; Roach, Johnston, & Hair, 1993).
In summary, these learning styles are all said to influence students’ approach to learning.
Empirical studies have found that students vary significantly in their approaches to learning –
surface, deep and strategic. Felder & Brent (2005) describe that in a surface approach,
students tend to “rely on rote memorisation and mechanical formula substitution and making
little or no effort to understand the material being taught” and contrastingly students using
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deep approach to learning “probe questions and explore the limits of applicability of new
material” and are said to be ‘meaning oriented’ (p. 58). The strategic approach is the
combination of surface and deep approach where “students do whatever is necessary to
obtain the highest grade they can, taking a surface approach if that suffices and a deep
approach when necessary” (Felder & Brent, 2005 p. 58).
Marton & Saljo (1976) characterised the surface approach learners as “dependent on the
teacher, lack of engagement and facts memorised rather than meaning established and
relationships observed i.e. learning is externalise ” and the deep approach learners as
“involved in the learning task and seek to obtain underlying meanings i.e. learning is
internalise” (p. 1). Ramsden (1993) adds that deep approach means “students try to make
sense by relating parts of the material to the whole, using previous experience and
knowledge... and taking a vigorous and active approach to learn the content” (p. 40).
Consistent with previous studies, research have found that higher quality learning outcomes
is achieved when students engage in deep approaches to learning (Biggs, 1999; Entwistle,
1998) and therefore it is necessary to assist students to achieve ‘deep’ rather than ‘surface’
learning. Ashcroft (1995) further notes that “to be successful learners, students should be
able to utilise the deep or surface approach as appropriate” (p. 47) i.e. the strategic
approach. The question that posits is that does flexible education assist students in achieving
deep or/and strategic approach in learning?

CHANGING DELIVERY PATTERNS
With the introduction of technology, the mode of delivery has shift from cognivist-oriented,
where authoritative information is placed before students to more social-constructivist
oriented, where students actively seek knowledge and interpret information (Lim, 2001). The
social-constructivist approach is somewhat similar to the deep approach to learning where
both approaches require students to be meaning oriented. Oliver (2001) noted,
“Constructivist approach are characterised by learners assuming much of the responsibility
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for what is learned and how it is learned” (p. 204). However, not all students have similar
learning style as prior learning experiences, conceptions of learning and study approaches
influences their learning outcome (Gravoso, Pasa, & Mori, 2002). Similarly, not all students
may be suited to online study (Lin & Hsieh, 2001; Vrasidas & McIsaac, 2000). Vrasidas &
McIsaac (2000) argues that self-motivation, support interaction and learner control are
important factors in flexible learning approach.
In a flexible environment, students must take charge of one’s own learning by being either an
independent or autonomous learner (Chan, 2001) in utilising the deep approach of learning.
For students who utilises only the surface approach, they may not be suited to this flexible
teaching and learning approach, as their learning tends to be externalise. Consistent with this
argument, Hallock et al. (2003) found that “students often fail to choose the approach that is
most effective for their own learning and often do not match a particular approach to the
learning task” (p. 22 see also McKeachie, 1994).
Brennan (2003) therefore suggest that “while students need to be able to access learning
from various styles…then perhaps what we need to be looking at are ‘blended’ learning
situations incorporating all the different learning approaches that are now wonderfully
available” (p. 10). Blended learning is described as an approach to education delivery where
both face-to-face and flexible education methods are utilised (Cancannon, Flynn, &
Campbell, 2005). This approach purports to blend the best aspects of real and virtual
environments. Brennan (2003) further continues that by adopting a blended learning-type
approach, “there is no reason why certain parts of learning cannot be online. Technology can
facilitate and complement all forms of learning and all content. The issue is the mixture of
modes that are used” (p. 12).
Guthrie (2002) supports Brennan’s argument further adds “flexible learning is normally part
of a ‘hybrid’ model of delivery, where approaches are mixed and matched, often on the basis
of individual needs – just another way of providing learning and enhancing communication
options. It is rarely an end in itself. In fact, some students note that they have to study online
because no other options are available” (p. 14). Siragusa (2002) further argues that
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“technology for flexible delivery is not sufficient by itself – educators need to build
experiences and expertise as well as address learning theories and instructional design
principles in order to be successful in flexible teaching and learning” (p. 1). By adopting the
‘hybrid’ model of delivery, various learning style – surface, deep and strategic can be
accommodated. Students utilising the surface approach may rely on the traditional face to
face sessions in their learning while students utilising the deep approach can be independent
and use technology to further enhance their learning. Students with the strategic approach
would be able to choose what is necessary to accommodate their learning.
Essentially, the purpose of flexible teaching and learning is to offer students more flexibility
so that the probability of successful learning outcomes increases. If the flexible approach is
to be successful, Gaiaes (1989) states, “it is important that educators must recognise and
understand who their students are and where their experience and interests lie.” Besides
that, it is also important to determine the learning styles of students as Choy et al. (2002)
emphasise “the flexible mode to enhance learning may not be suited to all students and even
those who are suited still require some form of support in the initial stages of the transition”
(p. 12; see also Salmon, 2000; Harper, Hedberg, Bennett & Lockyer, 2000; Smith, 2000).
Student satisfaction that will be discussed in the following section therefore becomes the unit
of measurement to evaluate the success of the flexible teaching and learning approach.

STUDENT SATISFACTION
Due to competition in the market place such as the increasingly competitive and dynamic
educational environment, government financing imperatives and the change in management
principles, universities are now becoming more aware of the importance of student
satisfaction. Cheng & Tam (1997) notes that “higher education is increasingly recognising
that it is a service industry and is placing greater emphasis on meeting the expectations and
needs of students” (p. 24).
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Keller (1983) states “satisfaction relates to perceptions of being able to achieve success and
feelings about the achieved outcomes” (p. 340). Consistent with Keller (1983), student
satisfaction is referred to as “the favourability of a student’s subjective evaluation of the
various outcomes and experiences associated with education” (Oliver & DeSarbo, 1989 p.
1).
To determine the satisfaction of students, Comm & Mathaisel (1998) notes that “student
evaluations are used to provide:
1. formative feedback about the effectiveness of teaching
2. a summative measure of teaching effectiveness to be used in personnel decisions
3. information for students to use in the selection of instructors and courses
4. an outcome or a process description for research on teaching”
(p. 164: see also Marsh, 1991)
At UTAS, student satisfaction is evaluated by using the Student Evaluation of Teaching and
Learning (SETLs). The SETLs is used to
“Gather feedback from students to assist academic teaching staff
develop and formulate their unit organisation and teaching. This
program serves as the main systematic way for students to let the
University know what they think of units they study and the teaching
they receive. SETL offers academic staff customised evaluations of
their teaching and of the unit as a whole” (UTAS, 2002).
The ‘unit SETL’ evaluation gathers feedback from students about the unit as a whole rather
than any one component of the unit such as tutorials, lab sessions, and practical sessions. The
unit co-ordinator or an individual staff member responsible for the unit can order an
evaluation. Evaluations can be conducted at any time during the semester, in some cases, on
more than one occasion during a semester. The unit SETL have a set of ‘standard’ questions.
These questions are pre-printed on the questionnaires and cannot be changed or
deleted. These ‘standard’ questions allow for comparability of data across time and in the
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case of unit questionnaires across units. Besides the ‘standard’ questions, up to 10 additional
questions may be choose from the ‘Unit questionnaire item bank’ or designed specifically by
each individual to be included in the ‘unit SELT’ for evaluation. The issue is whether the
questions are actually seeking the right information to assess perceptions of the success of
flexible teaching and learning processes adopted.
Elliott & Shin (2002) indicates the traditional approach to measure student satisfaction is by
‘yes’ or ‘no’ questions or with one question assessing the degree of overall satisfaction.
Although this approach is simple to answer and analyse, it has been criticise that students
may not thoroughly reflect upon their responses. Other approach includes single-item student
satisfaction rating scale between the extreme of ‘very dissatisfied’ and ‘very satisfied’.
Further, they suggest, “one apparent weakness of this approach is that it fails to recognise
the quality attributes of an educational experience as well as the student’s varying degree of
satisfaction with each educational attribute” (p. 198).
The use of student evaluations of teaching and learning has also been argued as inappropriate
for measuring instructional effectiveness (Deming, 1986; Emery, Kramer, & Tian, 2003;
Seldin, 1993). Wang, Hinn & Kanfer (2001) further argues that such studies limited student
satisfaction to one-dimensional post-class assessments of students’ perception. Consistent
with Wang et al. (2001), Johnson, Aragon, Shaik & Palma-Rivas (1999) states, “it is
meaningful to explore the notion of satisfaction through a multidimensional analysis of a
wide variety of critical variables in order to indicate fully the effectiveness of learning
environment especially the online environment” (p. 43). Comm & Mathaisel (1998) indicates
that “students evaluation tend to be statistically reliable, valid, relatively free of bias and
probably useful. However, he also maintains that evaluation should be used with other forms
of data to evaluate teaching and that evaluations are in need of interpretation” (p. 164: see
also Cashin, 1988).
Fraser (1994) found that student satisfaction may be related to classroom environment.
Criticisms such as those that reflect the lecturer’s likeability still remain on student
evaluation forms and continue to be discussed as components of effective teaching. Delucchi
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& Pelowski (2000) conclude that while lecturer’s likeability does not predict perceived
learning, it affects the overall student evaluation of overall teaching ability. Aleamoni (1976)
found that students praised lecturers for their warm, friendly, humorous manner in the
classroom but frankly criticised them if their courses were not well organised or their
methods of stimulating students to learn were poor.
In the US context, the use of student evaluations of teaching effectiveness (SETE) has also
been argued by Seldin (1993) as inappropriate for measuring instructional effectiveness when
it is clear that SETE implicitly captures lecturer popularity (see also Deming, 1986). More
recent studies by Fledman (1989) and Tang (1997) pointed out that students were using
preparation and organisation, stimulation of interest, motivation, answering questions and
treating students courteously as the basis for their ratings. It is suggested that for greater
impact and accuracy, satisfaction should be viewed within the context of student expectations
(level of importance) (Roszkowski, 2003).
In terms of evaluating the effectiveness of the flexible provision, the Australian approach
include indicators such as learning outcomes – specific and generic, student satisfaction, staff
satisfaction and student retention / completion rates. Various studies have also identified
critical variables in online environment such as online communication, technical support and
course design (Everett, 1998; Hara & Kling, 2000; Jegede, Fraser, & Curtin, 1995).
Consistent with these findings, the evaluation of distant education and e-learning at the
University of Southern Queensland (USQ) are IS09001:2000 accreditation and is focused on:
•

the impact of lecturer’s teaching;

•

the effectiveness of course design, including its content and assessment methods;

•

adequacy of student support (academic, technical, administrative); and

•

course delivery matters (eg with respect to web delivery).

At UTAS, although standard questions in the unit SETLs do cover general area of course
design and academic student support, these questions are not directed specifically to the
flexible teaching and learning environment. Issues of flexibility such as ability to cope with
independent learning, satisfaction issues such as flexible delivery methods, assessments
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requirements, feedback on technical support and the suitability of flexible teaching and
learning to different categories of students are not evaluated.
However, taking a closer look on actual practice, it reveals that student evaluations on
teaching and learning are still the component that is regularly obtained and used (Aleamoni,
1999) when most recent literature on the evaluation effectiveness has emphasised a need for
more comprehensive systems. Hypotheses development of this study will be discuss in the
next section.

HYPOTHESES
Hypotheses to be developed in this section consider the responses to student who undertook
the flexible corporate governance units in the 2004 academic year. The hypotheses focus on
characteristics that it is argued flexible teaching and learning seek to accomplish and the
comments made by students on related questions within the SETL unit evaluations.
The characteristics that flexible teaching and learning seek to achieve are shown in Figure 1
(adapted from Wilmshurst, 2005) below. These characteristics have been identified from the
literature previously discussed. While flexible teaching and learning seeks to offer maximum
flexibility for students in terms of the what, the when, the where and the how of learning, it
also seeks to develop independence in and self-motivation for learning. This becomes
imperative as greater responsibility is shifted to the learner for the quality of learning
outcomes that might be expected since the educator can provide excellent resource material
but it is the learner who must utilise them. Adequate level of support is also needed to
facilitate flexible teaching and learning.
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Figure 1
Characteristics of Flexible Teaching & Learning
WHAT

WHEN

1. Course / Unit Content

1. Time of study

2. Learning Goals

2. Assessment

WHERE
1. Location

completion

HOW
1. Delivery Mode

1. Timing

2. Learning Styles

2. Speed

3. Access to Resources

3. Order

SUPPORT NETWORK
1. Academic feedback

PACE

LEARNER-CENTRED APPROACH

FLEXIBLE TEACHING & LEARNING

1. Self-motivation

2. Technical support

2. Self-directed / Self-pace

3. Administrative support

3. Independent learning

Requirements
TEACHING STAFF / UNIVERSITY
1. Provision of Choice
2. Reliable Support Network
3. Realistic Access to Facilities
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STUDENTS
1. Self Direction in Learning
2. Self Motivation in Embracing Learning
3. Independence in Undertaking Learning
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The first hypothesis posed is general and seeks to identify whether students were
generally satisfied with the flexible approach to teaching and learning adopted. In this
section two questions are posed.

The first is a general question about general

satisfaction with the corporate governance units. This question is whether students
were satisfied with the corporate governance units taught.
Hypothesis 1 – Students were satisfied with the conduct of the corporate
governance units in 2004.
The second question posed was “In the corporate governance units were students
satisfied with the technologically flexible approach adopted by the School?” The
questions in this group were able to provide insights into the when, where and how
characteristics of flexible education.
Hypothesis 2 – Students were satisfied with the flexible approach to teaching and
learning adopted by the School in 2004.
An essential characteristic of flexible teaching and learning is the ability of students to
become independent as learners. The literature suggests that not all students may be
suited to the flexible teaching and learning environment, as they do not have the
requisite skills for independent learning.

The question posed is “Whether students

were encouraged to become independent learners under the flexible approach adopted?”
It is hypothesised that:
Hypothesis 3 – Students were encouraged to become independent learners in the
technologically flexible teaching and learning environment.
A number of characteristics are important is assisting students to become effective
independent learners. These characteristics include the content and organisation of the
unit including the quality of assessment, and the level of feedback provided.
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The next question sought to identify whether students were satisfied with the content of
the various units offered. There is an issue in that students are not always the best
judge as to the appropriate content within a unit of study but nevertheless this does
provide an indicator of the success of the unit. It is hypothesised that:
Hypothesis 4 – Students were satisfied with the content of the flexible units
studied.
Besides having the flexibility in studying, being able to complete and submit
assessments within the flexible units at their own time is an important aspect of flexible
teaching and learning.

In addition, the flexibility of being able to choose which

question to answer would provide more satisfaction to students in a flexible teaching
and learning environment. It is hypothesised that:
Hypothesis 5 – Students were satisfied with the assessment requirements within
the flexible units
From the literature, although students have flexibility in their learning, flexible teaching
and learning is not about leaving students to study everything on their own. The
emphasis placed on students to maintain regular contact with teaching staff within the
flexible units and to obtain feedback is a key aspect in the flexible environment. To
evaluate students satisfaction on the feedback received from teaching staffs, it is
hypothesised that:
Hypothesis 6 – Students were satisfied with the feedback provided by teaching
staff in the flexible units
Even though literatures do indicate that the approaches to student evaluation using
SETL type approaches are in many ways inappropriate methods to measure
instructional effectiveness, the evaluation of distant education and e-learning adopted
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by USQ have a focus on the impact of lecturer’s teaching. Similarly, many of the
UTAS questions also focus on perceptions of the teaching environment with scant
attention to formal assessments of the students’ adoption of the characteristics of
flexible teaching and learning, in effect an assessment of the responsibility the learner
has taken for their learning. Therefore, evaluating student satisfaction on teaching in the
flexible environment is imperative. It is hypothesised that:
Hypothesis 7 – Students were satisfied with the teaching provided by staff in the
flexible units
With the enhancement of technology, the school have used online delivery tools such as
WebCT and resource-based learning (provision of audio CD) as the main flexible
teaching and learning device for students instead of having traditional face to face
classes. To evaluate the satisfaction of students on the online delivery approaches, it is
hypothesised that:
Hypothesis 8 – Students indicate a preference for online approaches to teaching
compared to the traditional approach
In the next section, the selection of the sample and approaches to data collection will be
discussed.

SAMPLE SELECTION AND DATA COLLECTION
The sample used in this study included all corporate governance units taught in the
2004 academic year. A total of 7 units within the School were conducted adopting the
technologically flexible mode of delivery. These units were:
•

Corporate Governance

•

Corporate Reporting and Disclosure

•

Globalisation and Accountability

•

Organisational Risk Management
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•

Public Sector Resource Management

•

Regulatory Compliance

•

Social & Environmental Accounting

This particular year was chosen, as it was the first year all of the units above adopted
the flexible mode of delivery either in 1st or 2nd Semesters. Unit SETLs were collected
from each unit except for 2 units. Unit co-ordinators for both these units have
misplaced the original SETLs however; data from both the units were reconstructed
using a summary sheet provided from SETL office. There are no issues with the
ranking of data however written comments were lost.
The SETLs are used to evaluate student’s satisfaction with the teaching and learning
environment. As discussed in the literature, a set of standard questions has been
adopted. These questions are utilised for all units taught across the university in order
to maintain consistency in evaluation across units. These questions are listed in
Appendix 1. An issue that does arise is whether or not these standard questions are able
to offer an insight into the characteristics identifiable with flexible education.
However, it is important to remember that traditional approaches as well as more recent
innovations are aspects of flexible education and these questions must be interpreted in
the light of the form of ‘flexible teaching’ being discussed. It may be that questions
need to be readdressed to better address the expected outcomes in a flexible teaching
and learning environment.
Additional questions designs specifically for units that offer flexible approach by the
School are also use to evaluate the overall student satisfaction.

These questions are

shown in Appendix 2. One of the problems in 2004 was the optional questions were
not standard questions across all units, nor did they necessarily relate specifically to
characteristics of technologically flexible delivery. Unit-coordinators are entitled to list
a maximum of 10 additional questions to be surveyed. A need arises to refocus the
questions based on the technologically flexible approach to assess both student
satisfaction and our expectations of changing student behaviour.
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The response from each student from 7 units was entered into SPSS. Rating scale of 0
(not applicable) and from 1 (strongly disagree) to 5 (strongly agree) is used as the unit
of measurement. Open-ended comments from the unit SETLs are also noted. The
responses are then summarised and reported in the discussion and analysis section.

DISCUSSION AND ANALYSIS
In this section the results of this study are discussed. The study sought to identify the
perceptions of students undertaking the technologically flexible corporate governance
units in the light of the characteristics that underlie flexible teaching and learning
during 2004.
In Table One a summary of the units offered, students enrolled and the response rate to
the Unit SETL is provided. Of some concern is the relatively low response rate in units
other than corporate reporting and disclosure and regulatory compliance, particularly, in
the case of Social & Environmental Accounting.

Unit Code
Unit A
Unit B
Unit C
Unit D
Unit E
Unit F
Unit G

Table 1
Descriptive Statistics
Enrolled
Respondents
63
35
76
26
18
12
33
16
31
15
24
17
32
16

Percent Response
56
34
67
48
48
71
50

This raises the issue as to what were the characteristics of non-respondents. A number
of possible reasons for not responding could be suggested including:
•

Students are totally satisfied/dissatisfied with the units undertaken;

•

Students could not be bothered/forgot about the evaluation; or
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•

Students feel that it is pointless to complete the evaluation.

Standard SETL questions and descriptive results are shown in Table Two below. These
questions are intended to offer an overall picture of the level of student satisfaction with
the unit offered, and are relatively general in nature. The questions seek to address a
broad area from content to teaching quality to feedback and assessment. The first
hypothesis posed was:
Hypothesis 1 - Students were satisfied with the conduct of the corporate governance
units in 2004
Table 2
Students Satisfaction with the Corporate Governance Units Offered in 2004
t-value
Question
1
2
3
4
5
Sig
(3)
The unit addressed the learning outcomes
0
3 17 83 34 12.034 .000
stated in the Unit Outline
The criteria for each assessment
3 11 19 72 35 10.332 .000
component were clearly identified
The workload in this unit was appropriate

5

There was reasonable opportunity for
8
interaction with teaching staff
I was given useful feedback on my
10
assessed work
Submitted work was returned to me in a
4
reasonable time frame
The unit stimulated my interest of the
3
subject matter
I gained a good understanding of the
1
subject matter
I enhanced my skills in the unit
2
The unit was well taught

5

17

29

63

24

5.523

.000

14

17

58

41

6.745

.000

11

23

46

42

4.080

.000

10

21

41

52

4.776

.000

10

27

60

40

9.939

.000

3

21

78

36

13.208

.000

5

27

74

31

10.777

.000

6

21

60

45

8.674

.000

Across all of the corporate governance units offered there appears to have been a high
level of student satisfaction. In the case of each question a significant t-statistic is
found. Students indicated that learning outcomes specified were achieved by the units
that workload was appropriate, that interest in the area of study was stimulated and
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students gained a good understanding and developed skills appropriate to the areas of
study. It was also felt that assessment requirements were clearly specified, that useful
feedback and assessable work was returned in a timely manner. All in all, students
perceived that the units were well taught. The first hypothesis found that students were
satisfied with the conduct of the corporate governance units during 2004.
However, looking at the individual units results, a number of interesting discrepancies
were found (non significant results). These concerns were primarily in the area of
workload and feedback.
With the question ‘The workload in this unit was appropriate” one unit indicate a nonsignificant result (p = .119) while another two units indicate negative t-value (t = 2.646**; t = -.187) which means that students in both those units feel that the workload
is not appropriate. Significant negative t-value result (p = .019) was found in one of the
two units.
There were concerns indicated by students in the area of feedback as two units have an
insignificant result (p = .108 ; p = .091) and one unit has a negative t-value (t = -.128)
result indicating students in the unit was not satisfied with the feedback provided.
Insignificant results (p = .164 ; p = .054) were also found in two units when students
were asked, “There was reasonable opportunity for interaction with teaching staff”.
A particular unit was of concern as only one question, “The workload in this unit was
appropriate” indicate a significant result (p = .000). Two questions “There was
reasonable opportunity for interaction with teaching staff” and “I was given useful
feedback on my assessed work” indicate negative t-value (t = -.946 ; t = -2.501**) with
the latter indicating a significant result (p = .022).
Since the units studied were the technologically flexible units the second hypothesis
sought to identify whether or not students were satisfied with this approach to teaching
and learning.
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Hypothesis 2 - Students are satisfied with the flexible approach to teaching and
learning adopted by the School in 2004.
Results are summarised in Table Three below. Once again responses were very much
in agreement with the questions asked and significant t-statistics were found. Clearly
many of the students believed the freedom to study when and where they liked was an
advantage and suited their learning style. While the ability to study on and off campus
was significant it would appear that there is less agreement among students on this
point.
Table 3
Students satisfaction with the flexible approach to teaching and learning
t-value
Question
1
2
3
4
5
(3)
Being able to study at any time was a
3
5 10 28 46
9.739
distinct advantage
Being able to study both off and on0
2
4
8 10
2.704
campus was a distinct advantage
The flexibility of study in this unit better
suited my approach(es) to or style of 3
4 10 9 12
2.953
learning
I appreciate the flexibility of choice in
0
3
5
9 14
6.036
when and where to study this unit
The flexibility of study in this unit
0
1
2
1
8
4.304
allowed me to better pace my studies
The study materials helped me pace my
0
0
3
6
6
6.000
learning

Sig
.000
.012
.005
.000
.001
.000

The views expressed in the quantitative responses were supported by comments
students made to open ended questions in the SETL response sheet. For example, one
student commented: “I found that the flexibility of the subject to be very suitable and
quite handy. It allowed me to incorporate my hectic schedule in a manner that allowed
me to complete the tasks at my own pace”. Another student commented that: “The
online method enables us to study at a time convenient rather than having to attend
classes”, and that: “The flexibility allows you to be able to pace the learning, as you
need to”.
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However, students identified a number of issues with this mode of delivery, primarily
tied to the lack of face to face contact with staff. Such comments as: ‘Each group
should have face to face meeting per week to exchange ideas,’ ‘Need some face to face
contact to discuss issues as a broad subject,’ ‘Face to face interaction was limited with
teaching staff,’ ‘One time face to face with lecturers would be an advantage,’
exemplified the feeling that technology alone was not sufficient, that there was a need
for human interaction. Another student indicated that regular meetings would facilitate
the discussion of problems and another emphasised the importance of off campus study
but suggested that it would be desirable to ‘provide classes occasionally although it is
imperative that units are conducted off campus’.
It can therefore be concluded that while students are satisfied with the flexible
approaches delivered by the School it would be preferred if some sort of face to face
classes/sessions are provided from time to time.
The third hypothesis sought to identify whether this form of flexible teaching and
learning encouraged students to become independent learners. The hypothesis posed
was:
Hypothesis 3 - Students were encouraged to become independent learners in the
technologically flexible teaching and learning environment
The results shown in Table Four below indicate significant t-statistics are found and
responses were very much in agreement with the questions asked. Students agreed that
they have been encouraged to work independently based on the study materials,
structure and flexible nature of the units. Students learned to feel responsible for their
own learning and are also encouraged to think and utilise their own related background
knowledge, skills and/or experience in their study. For example, one student
commented: “You learn much more doing an online unit. You actually need to know
your content throughout the semester in fairly good depth”.
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Table 4
Were students encouraged to become independent learners in the technologically
flexible teaching and learning environment
t-value
Question
1
2
3
4
5
Sig
(3)
I learned to feel responsible for my own
0
4 12 31 30 11.478 .000
learning
I have learned to work independently
0
1
5 13 7
6.374
.000
The online part(s) of this unit has helped
0
3
2
9
5
3.618
.002
me to develop as an independent learner
The structure of the unit has helped me to
0
1
1 19 15 11.832 .000
develop the ability to work independently
The flexible nature of this unit really
helped me develop my independent 0
8 11 27 22
6.667
.000
learning skills
In this unit, I was encouraged to think
0
0
2
9
4
6.859
.000
The study materials helped me pace my
0
0
3
6
6
6.000
.000
learning
This unit encourage me to utilise and/or
relate my background knowledge, skills 0
0
5 11 3
5.929
.000
and/or experience in my study
The flexible nature of this unit really
helped me develop my independent 0
8 11 27 22
6.667
.000
learning skills
However, not all students found the independent learning approach suitable to their
learning styles. Reinforcing the view from the literature (Brennan, 2003; Guthrie,
2002; Gravoso et. al, 2002) that students may well be at different levels of skill,
willingness, ability or readiness, as they may not have the requisite skills. Various
comments from student are such as: “The unit was especially good in forcing me to be
organised. It encouraged me to form a study plan and manage my time – unfortunately
it took me a few weeks before I started pushing it through” and “Perhaps set dates for
assignments, helps students pace themselves or rather forces student too”.
This indicate that surface learning approach students may be forced to use the deep
approach to learning in the flexible teaching and learning environment and this may be
due to a couple of reasons such as the unit is a core unit in a particular major (in this
case the CG major), the need to pass the unit – census date may have passed thus it’s
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too late to withdraw without academic or financial penalty or work commitments i.e.
students have no time to sit in for face to face lecture and this is the only way out to
gain a degree.
Therefore, while students have been encouraged to become independent learners in the
technologically flexible teaching and learning, independent learning may not suit all
students. Some students still need guidance therefore the support network becomes an
important element in the success of adopting a technologically flexible environment.
A major part of the process of encouraging independent learning is the quality of
presentation of the content and the requirements of that unit. Hypothesis 4 sought to
identify whether students were satisfied with the organisation of and presentation of the
unit.
Hypothesis 4 – Students were satisfied with the content of the flexible units studied
It was found that students were satisfied with the content and presentation of the
various CG units offered and significant t-statistics results is indicated in Table Five
below. Students agreed strongly that the units taught in 2004 addressed the learning
outcomes stated in the Unit Outline and enhanced their skills in the unit reflecting that
the learning to take place was clear and understood by the students. Students also
gained a good understanding of the subject matter and indicated that they had
developed more interest in the content of the unit.
Interestingly, although students indicate that the workload for the units was appropriate
in the quantitative responses, written comments from students suggested otherwise. A
student commented, “This is very demanding unit. The workload in this unit is not
appropriate at all”. Another student comments “I found the workload to answer the
online questions quite difficult as even though you could answer in anytime”. Others
commented on the reading materials provided was excessive therefore leading students
to spend more time on flexible units compared to traditional face to face units.
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Table 5
Students were satisfied with the content in the flexible units
Question
The unit addressed the learning outcomes
stated in the Unit Outline
The workload in this unit was appropriate
The unit stimulated my interest of the
subject matter
I gained a good understanding of the
subject matter
I enhanced my skills in the unit
I have developed more interest in this unit
than I would have predicted

1

2

3

4

5

t-value
(3)

Sig

0

3

17

83

34

12.034

.000

5

17

29

63

24

5.523

.000

3

10

27

60

40

9.939

.000

1

3

21

78

36

13.208

.000

2

5

27

74

31

10.777

.000

0

1

1

7

3

4.062

.002

These written comments may provide an indication of the lack of an ability to manage
time by some students or these students’ learning style does not suit the flexible
approach as they find it difficult to keep up with the required tasks. This is consistent
with written comments from Hypothesis 3 where surface learning approach students
may be forced to use the deep learning strategies therefore they find it difficult to adapt.
From the literature, the flexibility of assessments is an important aspect of flexible
teaching and learning. Therefore hypothesis 5 was posed:
Hypothesis 5 - Students were satisfied with the assessment requirements within the
flexible units
Table Six shows these results indicating that students were satisfied with the
information about and the actual assessment tasks set within the flexible units with
significant t-statistics. Students agree that the criteria for each assessment components
were clearly identified and tie in with unit objectives. Students also indicate that study
materials aided their understanding to assessment questions and the online component
of assessment was fair and reasonable thereby encouraging independent learning.
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In one question, “I like the assessment requirement”, there was not a significant result.
The reasons for the insignificant result may be found in the written comments by
students as they suggested that assignments need more value placed on them, as the
marks allocated do not equal the effort put in and there is high workload or too many
assessable tasks within a unit. A further comment noted “The assessment for this course
was too much especially in relation to other online courses and the expectation for the
assessable activities was extreme” might also add to this result.
Table 6
Student Perceptions of Assessment in the CG Units
Question
The criteria for each assessment
component were clearly identified
The online component of assessment was
fair and reasonable
Assignments ties in with the unit
objectives
I like the assessment requirements
Activities and self-assessment questions
in the study materials aided my
understanding

1

2

3

4

5

t-value
(3)

Sig

3

11

19

72

35

10.332

.000

1

1

4

7

6

3.281

.004

0

0

4

34

27

10.538

.000

3

16

14

24

9

1.753

.084

0

0

6

22

8

10.054

.000

Other students commented, “It is also difficult to know what was expected for each
assessment tasks especially the online activities”. This comment is in contrast with the
quantitative question “The criteria for each assessment component were clearly
identified”. However, this comment may reflect the understanding that international
students have when interpreting English language requirements. What these comments
reflect is that feedback is important to assist students in understanding their results and
the requirements of the unit. The next hypothesis investigated how students felt about
the feedback provided.
Hypothesis 6 - Students were satisfied with the feedback provided by teaching staff in
the flexible units
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The quality of feedback provide to students is important since it provides a gauge as to
how well a student is progressing in a unit. This is more complex in a non face to face
situation as the normal reactions found in a tutorial are not present. Teaching staff
would be able to detect if a student does not understand questions attempted during
tutorial sessions. Besides that, various ways to respond to students’ questions such as
providing different methods of explanation, reference to examples or drawing out mind
maps on whiteboards can be done easier in face to face tutorials. Feedback can involve
a number of dimensions though – feedback on assessed work and feedback as a student
generally progresses through a unit, the latter is often more difficult (and time
consuming) in an environment where there is no physical contact. Feedback provided
by staff in the flexible units therefore becomes a key aspect in the technologically
flexible environment where physical contact is not present and is evaluated in
Hypothesis 6. Table Seven summarised the results and indicates a significant tstatistics. Students express their satisfaction that they have reasonable opportunity for
interaction with teaching staff. Students also indicated that submitted work was
returned in a reasonable time frame with useful feedback on the assessed work.
Table 7
Students were satisfied with the feedback provided by staff in the flexible units
t-value
Question
1
2
3
4
5
Sig
(3)
There was reasonable opportunity for
8 14 17 58 41
6.745
.000
interaction with teaching staff
I was given useful feedback on my
10 11 23 46 42
4.080
.000
assessed work
Submitted work was returned to me in a
4 10 21 41 52
4.776
.000
reasonable time frame
Interestingly, the significant indications found in the quantitative responses were not
supported by all respondents.

A number of the comments made to open ended

questions in the student evaluation response sheet indicated feedback was not adequate.
A few students felt that they received negligible feedback for the unit or staff response
took longer than was believed reasonable. Generally, most students would like more
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feedback and input from teaching staff as they believe this serves as an indication as to
whether or not they are on the right track and also serves as a tool to improve learning.
In a technologically flexibility environment it is possible that there is a mismatch of
views. Students are able to access the online environment 24 hours a day and request
information, feedback and support however, staff are not, they are not employed 24
hours a day and they have a range of other teaching research and administrative
obligations. For example, one student argued, “For discussion boards to ‘replace’ face
to face discussion, the lecturer needs to respond frequently and in detail. I do not
believe this was the case”. Another student commented: “The lecturer almost never
came online to provide encouragement and feedback. It feels like a few lectures were
put on a CD and then the unit was forgotten”.
The next hypothesis sought to identify whether or not students were satisfied with the
teaching provided by staff in the flexible units.
Hypotheses 7 - Students were satisfied with the teaching provided by staff in the
technologically flexible units
The results summarised in Table Eight below indicates significant t-statistics. Students
have agreed that the flexible units were well taught by receiving a good introduction to
the field and have gained a good understanding of the subject matter. This was
supported by written comments from students demonstrating that “Understanding of
students needs by unit co-ordinator is good”, “Lectures were well designed, not too
long per session which helps the attention span. The actual content was well presented
and very interesting” and “The information provided by lecturer is helpful”.
This has stimulated students’ interest in the subject matter and they have learned more
about the unit than expected and comments such as “Attentive lecturer and small
discussion groups ensures that everyone does their work and learn much more”
indicates a high level of satisfaction. Students also denote that they receive good level
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of academic support. This notion expressed by students is also similar in their
comments such as “The lecturer was helpful and supportive”.
Table 8
Satisfaction of students with the teaching provided by staff in the
technologically flexible units
t-value
Question
1
2
3
4
5
Sig
(3)
There was reasonable opportunity for
8 14 17 58 41 6.745 .000
interaction with teaching staff
The unit stimulated my interest of the
3 10 27 60 40 9.939 .000
subject matter
I gained a good understanding of the
1
3 21 78 36 13.208 .000
subject matter
The unit was well taught
5
6 21 60 45 8.674 .000
I have learned more about this unit than
0
1
4
5
5
3.761 .002
I expected
I have received a good introduction to
0
0
1
4 10 4.032 .001
the field
The level of support for me in my online
0 1
2
6
6
2.573 .021
studies was adequate
Hypothesis 7 is supported in that students believed that the units were well taught with
adequate interaction with staff, that their interest in the unit and understanding was
enhanced, in fact, they had learned more than they expected. While still significant it
may be that there is some concern with the level of support offered for online studies.
The final hypothesis is developed based on the growth of technology and the School’s
approach of using technology as the main device for students in flexible teaching and
learning. It is hypothesised that students indicate a preference for online approaches
compared to traditional approaches.
Hypotheses 8 - Students indicate a preference for online approaches to teaching
compared to the traditional approach
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Table 9
Online approaches compared to teaching traditional approach
Question
E-mail / Discussion board / chat provided
a good alternative to attending face-toface classes
I found learning easy with WebCT
I felt isolated when studying online
The online information was easy to
access and navigate through
The online information was difficult to
access and navigate through?
I appreciate the flexibility of choice in
when and where to study this unit
The online part(s) of this unit has helped
me to develop as an independent learner
The online component of assessment was
fair and reasonable
I preferred having all the resources on the
CD rather than online.
I found studying online preferable to set
lecture and tutorial sessions
The resource-based system was more
appropriate than the conventional one for
teaching this unit
The flexibility of study in this unit better
suited my approach(es) to or style of
learning

1

2

3

4

5

t-value
(3)

Sig

7

17

17

32

31

4.505

.000

0
3

7
4

2
5

4
3

6
4

1.580
.165

.132
.871

0

0

0

7

5

9.530

.000

4

5

5

2

3

-.839

.413

0

3

5

9

14

6.036

.000

0

3

2

9

5

3.618

.002

1

1

4

7

6

3.281

.004

0

1

6

12

17

8.919

.000

1

2

3

2

4

1.254

.236

0

1

8

5

1

2.103

.054

3

4

10

9

12

2.953

.005

The results of significant t-statistics are summarised in Table Nine. Students were
generally satisfied with the online delivery approaches finding e-mail or discussion
board provided with good alternative to attending face to face classes and online
information was easy to access and navigate. However, written comments from
students suggested otherwise. Comments such as “WebCT was poorly designed for
online discussions and navigations” and “Little discussion was possible due to WebCT
disorganisation” reflects the insignificant results found in questions such as “I found
learning easy with WebCT” and “I found studying online preferable to set lecture and
tutorial sessions”.
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Students were also generally satisfied with the resource-based learning materials
provided where they indicated a preference of having all the resources on CD rather
than online. Comments such as: “The CD is brilliant, both in content and presentation”,
“The material package was good. A comprehensive resource with very clear
instructions” and “The CD was very user-friendly and was backed up well by the unit
notes” clearly supported the quantitative results. However, an insignificant result was
found in the question “The resourced-based system was more appropriate than the
conventional one for teaching this unit” but there was no unfavourable comment from
students in the open ended questions.
When asked if students felt isolated when studying online, insignificant t-statistic was
found. Written comment indicates mixed feelings among students. A student
commented, “I don’t think online unit is a good idea as it doesn’t promote or motivate
students to study independently” while another expressed “Online units only makes me
feel isolated and lack of help”.
Based on quantitative findings, students generally prefer the online approaches as it
provides flexibility of choice in when and where to study, has helped them develop as
an independent learner and this approach suited their style of learning but felt the lack
of motivation and isolation. The persistence of WebCT problems has caused hindrance
to students undertaking flexible units.

CONCLUSION
Flexible teaching and learning is a broad term. It has come to be seen as a way of
looking at alternative approaches or combination of approaches to the provision of
teaching and learning, from face to face instruction through to fully technological
approaches to better meet student needs and to enable greater numbers of students to be
reached compared to what conventional teaching and learning approaches permit. At
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the same time, flexible teaching and learning seeks to maintain program quality and
seeks to make the best use of the resources available.
In the literature, a number of features that underlie the intentions of flexible teaching
and learning have been identified, and were summarised in figure 1. The focus of this
conclusion is to discuss whether these features were identified by the students who
completed the corporate governance units in 2004 and responded to the SETL
questionnaires mailed by the School of Accounting and Corporate Governance.
Additionally, limitations are noted, suggestions for the way forward commented on and
recommendations made.
One of the main features of flexible teaching and learning is the intention for the
learning experience to become more learner-centred. It is argued (Chan, 2001),
particularly where face to face contact is reduced or removed, students have to be more
self-motivated in embracing learning and develop a sense of self-direction and
independence of what, when, where and how they learn and at what pace. This involves
time management skills and the acceptance by students that they are expected to take
greater responsibility for their own learning, and in so doing move towards becoming
independent learners.

The question of independence was explored under hypothesis

three. It was found that students perceived that the flexible approach had encouraged
them to become more independent learners although not all students were comfortable
with this. The decision to become more independent learners may not have been the
students’ preference. Analysis is tentative in the sense that student perception questions
do not specifically target the question as to whether the student believes that they need
to exhibit qualities of self-motivation, self-direction and independence as a part of the
standard questions asked of all students. Additionally, the input of the teacher would
be valuable in gaining a deeper understanding of these issues.
Another issue that arises for those students who undertook the flexible units in 2004, in
many cases, is the display of poor time management and organisational skills by
students. When a student feels the pressure to complete assessment tasks because the
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particular individual is lagging behind the group or because it is the final dateline to
submit assessments, do not reflect that the particular student is an independent, selfmotivated or self-directed learner. In fact, what it does show is that time management
skills are poorly developed for some students. This suggests that the very features of
flexible teaching and learning that is sought to develop may not be happening. Their
satisfaction in this sense may reflect more the fact that there are no formal requirements
(attendance/assessment completion) but the individual could still be able to complete
required tasks. Students see flexibility as being able to prolong everything until it is
needed to be completed (i.e. the end of semester or ‘when I can find the time to do it’)
thus flexibility is satisfied in this manner rather than flexibility of developing the skills
of learner centred approach to satisfy an individual or to achieve higher quality learning
outcomes. It is in this sense resulting in unexpected/undesirable outcomes.
Kolb (1988) suggest that students would prefer methods of teaching that are most
congruent with their learning styles. This study found that although students appear to
be encouraged to be independent learners not all students are content with this approach
to learning. As different students have different learning styles, students who are most
comfortable with a surface approach to learning may not be comfortable with the
flexible approach which is likely to focus more on deep learning skills. Surface learners
tend to externalise learning in the sense, they tend to be dependent and have a lack of
engagement in their learning. That is, they like each step mapped out and to be teacher
directed through the process without necessarily engaging in the deeper thought
processes. This might this create a problem for the operation of a technologically
flexible environment as in this flexible environment, students are required to have a
sense of self-reliance and independence to their learning. It is suggest that students in
this environment should ideally adopt the deep and/or strategic approach to achieve
higher quality learning outcomes.
Unfortunately, this issue is not addressed in the student perception questionnaire. In
fact, we probably know very little about the learning styles of our students. Yet, we
assume they will have the necessary skills to succeed within the technologically
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flexible environment. The questions in the SETL do not evaluate types of learning
styles, whether actual or preferred, adopted by students in undertaking the flexible CG
units therefore an issue arise as to whether different learning styles are actually met in
the technologically flexible environment? This is an issue with student satisfaction
questionnaires in that the focus is satisfaction rather than necessarily identifying the
level, ability or progression of the student in achieving the broader educational aims of
an institution. Consistent with Choy et al. (2002), the flexible mode may not be
suitable to all students therefore it is important for educators to understand and
recognise who their students are, especially the preferred learning styles of students.
This leads us to the various delivery modes of flexible teaching and learning rather than
a particular hybrid. Delivery modes is an important aspect in a flexible environment as
students with different learning styles would be suited to different delivery mode as
noted by Lin & Hsieh (2001) and Vrasidas & McIsaac (2000) in the literature hence
echoing the call for a hybrid model rather than a fully technological model. The hybrid
model as argued by Brennan (2003), Guthrie (2002) and Siragusa (2002) should
incorporate all the different learning approaches.
The delivery mode of the School is on resource based learning materials and CD
provision and that no formal face to face classes or meetings are scheduled. Students
are generally satisfied with the delivery method adopted by the School agreeing that
they are satisfied with the teaching provided by staff in the flexible units and they
prefer the online approaches to teaching as compared to traditional approach but did
indicate the lack of motivation and the feelings of isolation while completing the unit.
By not having any scheduled classes or meetings, students need to be independent and
set out relevant task to be completed each week for their flexible units, they must be
self-motivated to learn the subject as they will not be ‘forced’ too. This strongly
signifies the importance of self-motivation and learner control thus the learner-centred
approach when undertaking flexible education.
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As indicated by Van Vuren & Henning (1998), delivery methods are an important
aspect or dimensions of flexibility. A concern over the School’s delivery mode is raised
when students consistently commented that some sort of face to face contact should be
provided. This poses a question as to whether the School’s flexible teaching and
learning is just an alternative to face to face teaching rather than offering a combination
of delivery methods in adopting the practical approach to flexible teaching and learning
as suggested by FEU of UTAS. Another aspect of flexibility is resource accessibility. In
a flexible environment, students should have adequate resource accessibility to
facilitate the “How” characteristic but the aspect of students’ accessibility to resources
could not be evaluated in this study due to the limitation of SETL to embrace wider
issues.
Students indicate that they were satisfied with the flexible approach to teaching and
learning adopted by the School in 2004 as the flexibility characteristics such as when to
study, at what pace and where provided an extra advantage from hypothesis Two. It
suited a diversified student population such as those with children, family and work
commitments. The flexibility of assessments requirements also indicated satisfactory
result where students indicate in hypothesis Five that they were generally satisfied with
the criteria of assessment components were clearly identified and that it ties in with unit
objectives. Besides that, students agreed that assessment was fair and reasonable and
study materials aided understanding to assessment requirements. As there is no face to
face contact within the flexible units, the only means of assessing students’ progression
is through assessment. Therefore when a student indicates difficulty in determining the
expectation of each assessment task, it is worth noting, as this comment contradicts the
quantitative question where a significant result is found as students agreed that the
criteria for each assessment component were clearly identified. This signals the
importance of feedback to assist students with expectations and requirements.
An element of flexible teaching and learning is support – academic, technical &
administrative. In terms of teaching support hypothesis ‘Students were satisfied with
the feedback provided by teaching staff in the flexible units’ was posed.

This
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hypothesis sought to identify whether students were satisfied with the feedback
provided by teaching staff in the flexible units. The hypothesis indicates that students
were generally satisfied with the feedback (academic support) provided by teaching
staff (H6) although there are comments from students that indicate the inadequacy of
feedback circular. Students would like more feedback and input from teaching staff, as
they believe this serves as an indication as to whether or not they are on the right track
and also serves as a tool to improve learning.
As noted by Brennan (2003), without appropriate and adequate support, success in
learning using technology alone will be difficult to achieve. Based on the evaluation of
distant education and e-learning at USQ, there is a need to evaluate the adequacy of
student support in the technical dimension as well. Therefore even when students felt
satisfied with the online approach to teaching and learning in Hypothesis Eight, it is not
surprising that they also indicate problems with the online delivery tool, WebCT on
issues such as disorganisation and poor design of the tool. Whether relevant technical
support was provided at that time was not known. The technical element are not
evaluated in this study due to the limitations of the SETL as it does not provide direct
questions to evaluate students’ satisfaction from this perspective. This illustrates
another major deficiency in SETL type questionnaires, as it does not address the issue
of technological support to students and the difficulties with technology they encounter.
Similarly, due to limitations of SETL questions, the support from the administrative
perspective could not be evaluated.
As the School provide flexibility to the students by allowing students when to complete
and submit assessments, an issue does arise between the flexibility of assessment
completion datelines and the adequacy of feedback. For example it is not possible if a
student hands in a piece of assessment and expects immediate feedback. Besides that, if
students only handed in their assessments on the final week of the semester and
expecting feedback from teaching staff before the semester concludes, it must be noted
that teaching staff also have other commitments and adequate time should be allowed
before feedback can be provided. This leads us back to the need for students to have
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better time management skills and that they are expected to take greater responsibility
for their own learning thus becoming an independent learner.
Past literature has identified that course design and in part unit content is a critical
variable in the flexible environment. The flexibility of course design would allow
students to have flexibility on what they learnt and also provide flexibility of what their
learning goals are. The learning goals of a mature age and/or part-time student would
differ from a student who is furthering their studies after high school or college. In this
study, although the fourth hypothesis found that students were satisfied with the content
and presentation of the various flexible units offered, there are concerns as to whether
the course content is compatible / suited to students of different backgrounds. If the
course is to be a flexible unit, it is understood that students from a wide range of
background (such as different countries, culture or first language) will be able to
undertake the unit. International students were a minority when this study was
completed therefore a concern arise if students with different background have the same
ability to become accustomed to the flexible environment based on the current course
design. Furthermore, the aspects of different learning goals – needs and preferences
have not been reflected on the SETL.
Students were generally satisfied with the conduct of the Corporate Governance Units
2004 as supported by Hypothesis One even though discrepancies on issues such as
workload and feedback were found when individual units were assessed. Concern is
raised as to the relatively low student response rate. Attention must also be directed
towards students’ indication on preference of some sort of face to face contact in a
flexible teaching and learning.
Similar with other research, this study is not without its limitations. The evaluation of
students’ perception embraces only one year of study, which is the initial year fully
flexible teaching and learning mode is introduced within the School. This study focused
on the overall picture (all units), an extension focusing on each individual unit would
offer additional insights. The adequacy of the SETL as a performance measure to assess
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the achievement of quality flexible teaching and learning should be noted as SETL
offers one-sided view thus incomplete. Consistency of SETL questions evaluating
students’ satisfaction across the flexible units should also be observed.

In this

discussion the adequacy of the current instrument is brought into question, as it does
not appear to allow the evaluation of aspects of flexibility. The adequacy of resourcing
- the quality of the technology staff have available to prepare the required CDs and the
adequacy of time available for both preparation and conduct of the unit is not addressed
through SETL.
Future research could therefore focus on investigating each of the units and compare
differences, assess staff views and satisfaction with the units, addressing the quality of
the current SETL as an assessment device noting that satisfaction and quality (what it is
that should be learnt and assessed) do not always go hand in hand and timing of
completion of student assessment tasks and various other aspects of independence and
motivation such as time management.
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APPENDICES
Appendix 1
Q1

The unit addressed the learning outcomes stated in the Unit Outline

Q2

The criteria for each assessment component were clearly identified

Q3

The workload in this unit was appropriate

Q4

There was reasonable opportunity for interaction with teaching staff

Q5

I was given useful feedback on my assessed work

Q6

Submitted work was returned to me in a reasonable time frame

Q7

The unit stimulated my interest of the subject matter

Q8

I gained a good understanding of the subject matter

Q9

I enhanced my skills in the unit

Q10

The unit was well taught

Appendix 2
Q11

E-mail / Discussion board / chat provided a good alternative to attending faceto-face classes

Q12

I learned to feel responsible for my own learning

Q13

Being able to study at any time was a distinct advantage

Q14

Being able to study both off and on-campus was a distinct advantage

Q15

The flexibility of study in this unit better suited my approach(es) to or style of
learning

Q16

I have learned to work independently

Q17

I found learning easy with WebCT

Q18

This unit encourage me to utilise and/or relate my background knowledge,
skills and/or experience in my study

Q19

I felt isolated when studying online

Q20

The online information was difficult to access and navigate through

Q21

I had adequate access to appropriate computing resources

Q22

I appreciate the flexibility of choice in when and where to study this unit

Q23

I did not need to upgrade my computer equipment to complete this unit
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Q24

The online part(s) of this unit has helped me to develop as an independent
learner

Q25

The online component of assessment was fair and reasonable

Q26

Downloading times of teaching material was satisfactory

Q27

Assignments ties in with the unit objectives

Q28

It was an advantage to have several people given the unit

Q29

Where possible, interaction with other students were encourage

Q30

Activities and self-assessment questions in the study materials aided my
understanding

Q31

The structure of the unit has helped me to develop the ability to work
independently

Q32

I preferred having all the resources on the CD rather than online.

Q33

I like the assessment requirements

Q34

The flexible nature of this unit really helped me develop my independent
learning skills

Q35

The flexibility of study in this unit allowed me to better pace my studies

Q36

I would recommend a unit which involved study online to other students

Q37

The online information was easy to access and navigate through

Q38

I found studying online preferable to set lecture and tutorial sessions

Q39

I have developed more interest in this unit than I would have predicted

Q40

The resource provided were of a high quality

Q41

The resource-based system was more appropriate than the conventional one
for teaching this

Q42

In this unit, I was encouraged to think

Q43

I have learned more about this unit than I expected

Q44

The study materials helped me pace my learning

Q45

I have received a good introduction to the field

Q46

The units requires a reasonable amount of work

Q47

This unit lived up to my expectations

Q48

The level of support for me in my online studies was adequate
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Introduction
In the last recent years translation has been largely employed in classroom situations and discretely
assessed in different kinds of tests in China. Translating means decoding the information in a given text in
one language and encoding it into a different language, often reflecting a different culture. (Nida 1984) It is
not only a matter of matching lexical items or syntactic structures between the SL and the TL, but also the
communication of the functions of the SL. (Nida 1984) Discourse is the highest or most general unit in the
hierarchy of translation process, and discourse comprehension is the final aim in the decoding process of
the SL and the first and foremost phase in the encoding process of the TL.
Since Jan.1996, translation from English into Chinese has been adopted as a part in College English
Test Band 4 (CET4), the national English examination for non-English-major college students. In this part,
there are five items which the testees should translate into Chinese, each consisting of one or two sentences.
These sentences are all taken from the reading passages the students have just read in the Reading
Comprehension Part of the test paper. The testees can refer back to the passages so as to identify their
meanings in the context.
It is pertinent to note that the sentence for translating in CET4 is not isolated one, it is selected from
certain context, that is, a discourse. Attention can’t be only concentrated on the syntactic and semantic
analysis of the single sentence, but also its communicative function in the discourse. To the Chinese version,
exactness of meaning is emphasized, not the translation techniques. Therefore, full and correct
comprehension of the SL is of the first importance.
Although most college students are able to understand the formal structures and logical propositional
meanings of sentences with average degree of difficulty, within general or familiar topics, they can’t
understand the rhetorical and functional meanings of sentences, or sentences with specific topics or
involving cultural differences. The basic reason may be their lack of training in discourse analysis. They are
ignorant of even the simplest discourse analysis techniques.
Motivated by this status quo, the authors started the present preliminary study, trying to investigate the
contributions of discourse analysis competence to comprehension and translation.

Empirical Study

Subjects
This investigation involved two classes selected randomly from one university. The 30 students in each
class are second-year students of science and engineering. In general, the students involved are matched
with each other. Firstly, they all have passed the university entrance examination, a nationwide exam.
Secondly, in the university, they all have attended the same kind of English courses – intensive reading,
extensive reading and listening with the same textbook, and have received the same amount of teaching
during the passed year. Thirdly, they are all required to pass the national examination – CET4, after two
year learning in the university. Thus we may consider their English proficiency levels as approximately the
same.
Procedure (1)
The students in both classes were required to read two passages. Each passage was followed by two
exercises. In Exercise 1, there were five questions about the reading passage, for each of them there were
four choices marked A, B, C and D, the students were required to decide on the best choice to answer the
question. In Exercise 2, five items, each consisting of one or two sentences, were taken from the reading
passage for the students to translate into Chinese. The correct answer to each question in Ex.1 can be found
respectively in each item for translating in Ex.2.
Hypothesis (1)
We wanted to make sure whether students' comprehension exerted influence upon their translation. So
our hypothesis would be as follows:
H1 = There is correlation between the students' comprehension scores and their translation scores.
Data Analysis and Findings (1)
After the test being administrated, 60 effective papers were collected. The scores were processed, then
distributed in Figure 1.
Figure 1 Data for Correlational Analysis

Comprehension

Translation

Σx

1636

Σy

1264

Σx2

47040

Σy2

29040

(Σx)2

2676496

(Σy)2

1597696

Σxy = 35950
N = 60

rxy =

N (∑ xy ) − (∑ x)(∑ y )

[ N ∑ x 2 − (∑ x) 2 ][ N ∑ y 2 − (∑ y ) 2 ]

rxy stands for correlational coefficient.
-1 ≤ rxy ≤ +1
The calculation of this research is rxy = 0.61, this correlation coefficient is within the range from 0 to
+1, which means there is a positive relationship between the two variables, that is, high scores on one
variable are associated with high scores on the other variable. And the relatively high calculation shows that
there is a strong relationship between the two variables. Now we are safe in supporting the hypothesis, we
can claim that the subjects' comprehension scores and translation scores are positively correlated, students
who got high scores in comprehension might gain high scores in translation. As a result, we get the finding:
the students' comprehension do have influence upon their translation.
Procedure (2)
The student samples fell into two groups: Experiment group (G1) and Control group (G2). The
experiment was conducted in the course of five months.
We put various discourse analysis techniques into four major categories – cohesion, situational context
& cultural context, speech act and inference – and twenty-four sub-categories. Only in the experiment
group's intensive reading classroom did we teach the students these techniques systematically, along with
some passages and exercises for them to practice.
Five months later, the two classes were required to read two passages, each passage with five
underlined sentences. Each underlined sentence was followed by three parts of exercises. In the first part,
the verb or verbs in each underlined sentence was or were marked, the students should list the subject or
logical subject of each verb. In the second part, each underlined sentence was given four kinds of
explanations in English, the students needed to choose which one is nearest to the original in meaning. In
the third part, the students were required to translate each underlined sentence into Chinese.
Hypothesis (2)
A practical research was carried out to find out the answer to such question: Whether the cultivation of
the students' discourse analysis competence may contribute to the improvement of the students' competence
and performance in comprehension and translation(L2-L1). So we give the following hypothesis:
H0 = There is no relationship between the students' discourse analysis competence and their comprehension
and translation(L2-L1).

To be more specific, we give the following three hypotheses:
H01 = There is no difference between the two groups' performance in grammar part.
H02 = There is no difference between the two groups' performance in comprehension part.
H03 = There is no difference between the two groups' performance in translation part.
Data Analysis and Findings (2)
The scores were distributed in Figure 2, 4 and 6. The result of ANOVA is tabulated in Figure 3, 5 and 7.
Grammar Part
Figure 2 Data for ANOVA

G1

G2

N

30

30

N=60

Σx

394

391

785

Σx2

5336

5273

10609

(Σx)2

155236

152881

616225

X

13.13

13.03

S

2.36

2.47

Figure 3 ANOVA for Two Groups' Performance in Part One of the Test

Source of Variance

Ss

d.f

Ms

F

Between Groups

721.07

1

721.07

23.84

Within Groups

1753.86

58

30.24

Fcrit(2, 58, 0.05) = 4.01
Figure 3 shows the F-ratio which equals 0.026 is no greater than Fcrit, hence we should accept the
hypothesis: there is no significant difference between the two groups' performance in grammatical analysis.
Comprehension Part
Figure 4 Data for ANOVA

G1

G2

N

30

30

N=60

Σx

750

542

1292

Σx2

1913

11164

30296

(Σx)2

5625

293764

1669264

X

25

18.07

S

3.63

6.9

Figure 5 ANOVA for Two Groups' Performance in Part Two of the Test

Source of Variance

Ss

d.f

Ms

F

Between Groups

0.15

1

0.15

Within Groups

338.43

58

5.84

0.026

Fcrit(2, 58, 0.05) = 4.01
Translation Part
Figure 6 Data for ANOVA

G1

G2

N

30

30

N=60

Σx

682

492

1174

Σx2

16236

8590

24826

(Σx)2

465124

242064

1378276

X

22.73

16.4

S

4.02

6.24

Figure 7 ANOVA for Two Groups' Performance in Part Three of the Test

Source of Variance

Ss

d.f

Ms

F

Between Groups

601.67

1

601.67

27.86

Within Groups

1253.06

58

21.60

Fcrit(2, 58, 0.05) = 4.01
Figure 5 and 7 display the results: the F-ratio in both cases are much greater than Fcrit. Thus we can
reject the null hypotheses, and claim that the performance of experiment group and control group in
comprehension and translation is significantly different. Furthermore, from Figure 4 and 6, we find the
mean scores of experiment group in both comprehension part and translation part are much higher than
those of control group and it's standard deviations are much lower than those of control group. These
statistical results prove that the experiment group's performance in comprehension and translation is much
better than control group's.
As we have mentioned, the students in both groups are randomly selected, and their language
proficiency is supposed to be the same. Their performance in grammar part of the test also shows that they
have similar grammatical competence. Therefore, the great difference between their abilities to comprehend
and translate sentence in a text can be wholly attributed to the experiment group's training in discourse
analysis techniques.

Conclusion
This paper investigates the correlation between college students' performance in comprehension and
translation as well as the relationship between the students' discourse analysis competence and their

comprehension and translation (L2-L1). An experiment is designed to provide some empirical evidence of
the influence of discourse analysis techniques upon comprehension and translation(L2-L1), the result of
which suggests: The cultivation of college students' discourse analysis competence do contribute to the
improvement of their comprehension and translation (L2-L1). More efforts are called to develop the
students' discourse analysis competence in the course of college English teaching.
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ABSTRACT
This research aims to promote the domain creativity of mechanical-majored high school students. The objectives
of this study were to:
(1) Design the instructional activity plan to promote the creativities of the machinery-majored students in
high schools,
(2) Develop a set of creativity ability test and criteria for the machinery-majored students in high schools,
(3) Analyze the creativity abilities performed by high school students in the field of machinery,
(4) Analyze the outcomes of students’ domain creativity.
Literature review, checklist, panel discussion, and posttest-only design with nonequivalent groups
quasi-experiment were used as methodologies in this research. Four tools developed in this research, which are
Creative Teaching Strategies, Instructional Activity Plan, Unit Test, and Criteria of Domain Creativity, were tested
by 253 mechanical-majored students of 4 public and private high schools in Southern Taiwan. After statistic
analysis, the conclusions and suggestions are shown as follows:
(1) The Creative Teaching Strategies and Instructional Activity Plan do help in promoting domain creativity
of mechanical-majored high school students.
(2) Tools in measuring creativity abilities reveal students’ individual performances, and become good
references for teachers to give suitable instructional strategy.
(3) Creative Teaching Strategies improve domain creativity in overall levels; however, different strategies
have different effects in occasions.
(4) There is no sufficient evidence to show the difference students’ domain creativity performance between
public and private schools’ students.
(5) The relationship between Creative Teaching Strategies and Unit Test is possible to affect the performance
in professional creativity ability.
(6) Some suggestions are given to promote domain creativity by teaching strategies, instructional activity
plan, creativity ability test, and criteria.

Key words:
Creativity Ability, Creative Teaching Strategy, Domain Creativity, Mechanical Field
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1. INTRODUCTION
Creativity is to bring into existence, is new concept that created from two or more concepts. Creativity is a
procedure of knowledge production, knowledge use, and knowledge spread. Creative is the most important ability to
people. According to Hsir(2000), enterprises should make the business, productions, processing, and intangible
assets innovated in the Knowledge-Based-Economic (KBE) era. Jackson & Schuler(2003) found that creative ability
is the main factor to influence the product design, qualities, and marketing, while discussing human resource
accompany strategies. Tang(2001) revealed that the education key points in the era of KBE should include: learning
ability, creative ability, cooperative ability, judgmental ability, problem solving ability, and manage ability. As a high
school teacher, to teach students be more creative, judgmental, and have problem solving ability is the one of the
important tasks. In the other words, to educate creative ability is the vital content in high schools in the KBE era. The
cultivation of creativity is the main point to promote the quality of citizens and the pre-requirement to develop the
knowledge-based economy. Therefore, creative education is the vital topic to promote in future education (MOE,
2001). Ministry of Education (MOE) in Taiwan keeps promoting creativity as its main strategy to cope with the
change of global economy and to match the coming age of the knowledge-based economy (MOE, 2001). The
importance of developing creativity ability can also be seen at other institutions in Taiwan. Both the Ministry of
Economic Affairs Taiwan and the National Science Council R.O.C are active in relative researches about creativity
and innovative ability, and include them in many projects and conferences, such as Action Plan for Building a
Technologically Advanced Nation, Plan to Develop Knowledge-Based Economy in Taiwan, Project of Developing
Human Resource in Neo-Century, Grade 1-9 series Curriculum Guideline, White Paper on Liberal Art and Social
Science, the 6th National Science Conference R.O.C, and so on.
The promoting of creative education is not only for accomplishing the ideal of the education reform, but also having
the vision to build a brand new creative nation. Tang (Tang, 2001) indicates that the teachers’ job in the age of
knowledge-based economy is both to teach and to design creative courses. Especially under the education reform
strategies of “School-Based Curriculum” and “Teacher-Based Curriculum”, a creative course should contain
creative objectives, creative content, creative teaching methodology, and creative teaching procedure. Chen (Chen,
2002) reveals that creative education is cultivating creative people in every field by education to start a new horizon
for our society. According to Torrance & Torrance(1973), Feezel(1993), Sternberg & Lubart(1995), Sternberg(1998)
Idaho State Dep. of Education(1999), Chang(1993), Lin(1996), Tang(1999), Chen(1995, 2002), Lyu(2003), creative
abilities can be learned and trained, and creativity can be promote by effective creative teaching strategies.
In principle, creativity is relatively although not wholly domain-specific(Sternberg, 1998). For example, in art
domain, we can tell the different creative ability between people by the processing or productions, and in other
domains, such as: writing, advertising, machinery, etc. as well. Sternberg(1999) reveals that correlations of ratings
of the creative quality of the products across domains were lower than correlations of ratings and generally were at
about the .4 level. Creativity performance in specific domain is based on the specific knowledge (Jex, 1963; Lin,
1996; Sternberg, 1998;Tang, 1999). Jex(1963) found that the correlation of ingenuity ratings between difference
domain is negative(cited by Barron, 1969). Sternberg(1988) reveals that one performed high level creativity on the
specific domain might not wholly performed the same level outcome in another one. Lin(1996) shows that the
creativity could divided into many specific domains after analyzed the correlation between intelligent and mechanic
ability by Purdue test.
Tang(1999) shows that there is no canonical correlation factor were found in creative ability between the
performance of machinery domain and the Williams creativity test. According to Einstein concept that owning
foundation knowledge is the premise to learn domain knowledge, Lyu(2003) reveal the specific knowledge is the
basic of the domain creativity. Besides the performance of the creative ability differ from domains, there are no
significant difference between general, domain(or professional) creativity, and students academic and practice
results(Tang, 1999; Lee, 2003; Houng, 2003; Dai, 2003). According to above, there are two premises for the
experimental study in the field of domain creativity: the first one is to understand the domain creativity should use
the professional creativity test, and another one is domain creativity might base on the domain(or professional)
knowledge.
For the reason of the domain creativity based on the domain knowledge, creative teaching experimental study is
hardly to design as pretest-posttest, because it not easy to choose the covariance before students learn the new
contents or subject to the domain knowledge. The reasonable design would be the posttest only design with
nonequivalent quasi-experiment, and take the post test of the domain knowledge as covariance and the domain
creative performance as the dependence variance.
Basing on the above backgrounds, this research has the objectives to:
1) Design the instructional activity plan to promote the creativities of the machinery-majored students in
high schools,
2) Develop a set of creativity ability test and criteria for the machinery-majored students in high schools,
3) Analyze the creativity abilities performed by high school students in the field of machinery,
4) Analyze the outcomes of students’ domain creativity.
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2. RESEARCH DESIGN
Methodologies
Literature review, checklist, panel discussion, and posttest-only design with nonequivalent groups quasi-experiment
are used as the methodologies in this research.
Checklist is to gather teachers’ experiences selecting suitable and feasible creative policies in to instructional
activity plans for courses in mechanical principle.
Panel Discussion is to assign vocational school teachers to be group members in developing and examining the
tools of:
1) Instructional activity plans
2) Unit tests of domain creativity for mechanical courses
3) Criteria of unit tests
4) Design treatment of experimental teaching activities.
Posttest-only design with nonequivalent groups quasi-experiment: for the reasons to the suitable and reasonable
design of this study that explained by introduction of this paper, the posttest only design with nonequivalent
quasi-experiment is designed. In the design, the post test of the domain knowledge is taken as covariance, and the
domain creative performance is taken as the dependence variance. The concept map is shown as research framework
in figure 1.

O
X
E
Experimental
group

Treatment
(creativity teaching)

Covariance
unit test of mechanical
principle
Dependence variable
unit test of mechanical
principle

Covariance
unit test of mechanical
principle

Control group

Dependence variable
unit test of mechanical
principle

C

O
Fig 1 research framework
Scope and Limitation
Scope: The main scope contains the domain creativities which emerge from courses and teaching activities
in the principle of mechanical of the mechanical major in high schools. The domain creativity is divided into four
dimensions: mechanical fluency, mechanical practicability, mechanical originality, and mechanical flexibility.
Limitation: Because of the time limitation, this study could select the Principle of Mechanical as
represented domain course for machinery filed. It might be expended to other professional courses in the future
studies.
Research process
The research process is shown as figure 2.
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Objects
Five kinds of objects for this study are shown as following:
Checklist: Ten teachers of the Department of Machine and Motor Vehicle in National Taitung Agricultural
and Industrial High School in Taiwan are the objects for the checklist. Checklist integrated teachers’ experiences
and selected 6 suitable and feasible teaching strategies that will improve students’ creativity abilities.
Literature review

Instruments developing

Domain creativity teaching
strategies and instructional
activity plan

Domain knowledge
unit tests

Criteria of domain
creativity ability

Penal discussion I
Instrument revised & finalized
Teaching experiment

Assign teaching groups

Experimental discussion

Teaching
Experimental
Teachers
discussion

Domain knowledge
testing

Penal discussion II

Domain creativity testing

Domain creativity performance
analysis & conclusions
Fig. 2 research flow chart
First penal discussion: Four teachers major in mechanical field are the objects to complete the draft of the
instructional activity plan for 7 units in Principle of Mechanic. They also developed the creativity abilities tests for
each unit.
Unit pretest (exploration) object: Eighty-one senior students in National Taitung Agricultural and
Industrial High School were selected as the pre-test object to explore the results of the creativity test and reliability
and validity as well. And 2 teachers who major in mechanic will analyze the result to conduct the criteria for the unit
tests.
Second penal discussion: Twelve experts that included experienced vocational school teachers,
engineering, scholars in mechanical programs, examined the final instructional activity plan, the unit tests, and the
criteria of the unit tests to meet the purpose of this research.
The quasi-experiment The objects of teaching experiments were students from two private vocational
schools and two public vocational schools, including the National Taitung Agricultural-Industrial Vocational High
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School, the National Nei-Pu Senior Agricultural-Industrial Vocational High School, the private ST. Joseph
Technical Senior High School and the private Chung Shan Industrial and Commercial School. Two classes were
assigned to experimental and control group by each, and was adopted by simple random assignment.
Tools Development
To reach the purpose, four tools should be developed: checklist, instructional activity plan, unit tests, and criteria of
domain creativity ability. The develop processes are described as below:
Checklist: After explaining the creativity in mechanical fields, and 13 kinds of teaching strategies to
promote creativity abilities, 10 teachers of Department of Machine and Motor Vehicle in National Taitung
Agricultural and Industrial High School to show their experience and selected suitable policies by rating. Six of 13
strategies were selected as the feasible tools for each unit in Principle of Mechanic finally.
Instructional activity plan: For the experimental teaching program in this study, the instructional activity
plan was focused on the unit 2 to unit 8 of the Principle of Mechanic. The final teaching strategies that conducted by
checklist should be infused into each instructional activity plans.
Unit tests: The discussion held by teachers concluded a draft according to the 8 units of the course in
Principle of Mechanic. The draft has 14 questions and was modified into a formal test after reviewed by experts in
creativity and teachers majored in Mechanical programs.
Criteria of innovation ability: The draft criteria of innovation ability conducted from the outcome of 81
pre-test students’, and was analyzed the correspondence of the grading between experienced teachers.

3. RESULT
Domain Creativity Content(sub-domain creativity) for Students in Mechanical Programs
This research conducted the sub-domain creativity for students in mechanical programs by Owens (Owens, 1968),
Torrance (Torrance & Torrance, 1973)(Torrance, 1974), Williams (Willaims, 1980), Wu (Wu, 1998), and Tang
(Tang, 1999). The sub-domain creativity include: mechanical fluency, mechanical practicability, mechanical
originality, and mechanical flexibility.
Teaching Stategies to Promote the Creativity Abilities
According to penal discussion, the most effective teaching policies to promote students’ creativity are: Attribute
Listing, 6-W reviewing, Free Associate Technique, 12 Tips in Creativity, 6-6 Discussion, and Clues. Among these,
the Attribute Listing and the Free Associate Thinking are most suitable in introducing the functions of mechanic; the
6-W Reviewing and the Clues are most suitable in operation; the 12 Tips in Creativity is most suitable in application;
and the 6-6 Discussion is most suitable in introducing the type of the mechanics (shown as table 1 ).
Table 1 Summary of Teaching Policies and Suitable Using Occasions in Teaching
Suitable using occasions
Ranking from the highest
Creativity teaching
The
The
The
grades
The
type
of
policies
application of operation of (suitable using occasion)
function of
mechanic
mechanic
mechanic
mechanic

Rank

Attribute Listing

73

69

65

31

73 (Function)

1

6-W Reviewing

44

57

58

73

73 (Operation)

2

Free associate technique

72

52

56

49

72 (Function)

3

12 Tips in creativity

58

38

71

42

71 (Application)

4

6-6 Discussion

51

69

58

50

69 (Type)

5

Clues

45

35

41

67

67 (Application)

6

Brain-storming

66

56

56

57

66 (Function)

7

Morphological Analysis

44

51

41

41

51 (Type)

8

Synaptic

43

47

48

36

48 (Application)

9

Terms Association

17

38

23

40

40 (Operation)

10

Catalog technique

24

27

22

40

40 (Operation)

11

Checklist Skill

31

24

39

24

39 (Application)

12

635 Memorial Writing
Storming

32

36

26

37

37 (Operation)

13
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Instructional Activity Plan
Experienced teachers show the suitable creativity teaching strategies by using occasion, using situation, and
infusing the feasible and suitable strategies into instructional activity plan (as shown in Table 2).
Table 2 Suitable Teaching Policies in Each Unit
Unit
Creativity teaching
Unit topic
number
policies

Suitable using occasion

2

Screw

Attribute Listing

The function of screw

3

Connection parts

Free Associate Thinking

4

Key and Pin

6-W Reviewing

5

Spring

12 Tips in Creativity

6

Bearing and Connection 6-6 Discussion

The type of slide, roll, and roll bearing

7

Belt

Clues

The operation in the length-speed ratio of belts

8

Chain Wheel

Any of All

Chosen by teachers

9

Rub Wheel

Any of All

Chosen by teachers

The function of screw bolt, screw, screw nut, and
washer
The operation of pressing stress and shearing stress of
the key
The application of spring

Unit Tests
Experienced teachers create 2 or 3 questions for 8 units, and totally 23 questions are created. Each question should
be developed as non-unique answer. The examples of the unit 2 and 3 are showed in table 3.
Table 3 Example Questions of Unit 2 and Unit 3
Unit Unit Topic
Questions
2
Screw
1. What parts or phenomena are
functioned by the screw?
2. What kinds of principle can
substitute for the screw function?
3. What are the functions do you think
the screw has?
3
Connection 1. When a screw could not remove
parts
from connection parts by general
tools, what would you do? Why?
2. What could you prevent the problem
when machine vibration causes the
loose of screw bolts and nuts in
connection parts? Why?
Criteria of Innovation Ability
The content of the criteria: According to Tang (Tang, 1999), the criteria of the innovation ability were
divided into four parts. They are mechanical fluency, mechanical practicability, mechanical originality, and
mechanical flexibility. They are defined as follows:
1) Mechanical fluency: With reasonable explanation, each item earns one point, and there is no upper limitation in
total scores.
2) Mechanical practicability: With reasonable explanation, each item which matches the question requirement
and can be easily use in practice earns one point. No upper limitation in total scores.
3) Mechanical originality: Scored by the response percentage of the categories. The higher percentage the few
score it can get.
4) Mechanical flexibility: Integrate the answers that student response, and divide the answers into several
categories. Points will be earned by how many categories the answers match.
The reliability of criteria: The criteria of creativity abilities of each unit test were conducted by pre-test
answers from 81 senior students of mechanical programs in vocational high schools. The criteria are reviewed by
experienced teachers and experts. After that, 2 teachers, who majored in mechanic and 6 graduating students gave
grades to 10 random-selected sheets follow the creativity ability criteria. The results from the graders were taken
into statistic analysis for inter-judge reliability. The coefficients between judges are shown in table 4.
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Table 4 Coefficients between Judges
Mechanical
Fluency
Judges
8

Mechanical
Practicability
8

Mechanical
Originality
8

Mechanical
Flexibility
8

DF

111

111

111

111

Kendall’s

.966***

.962***

.946***

.888***

858.037

854.366

839.984

788.329

χ

2

*** P<0.001
This study reveals that public students did the better domain creative fluency performance than the private students
did. But other domain creative abilities, practicable, flexibility, and originality, were no statistic significant.
Although the most public students did the better academic outcome than the students did in private schools in Taiwan
generally, students’ performance in 3 kinds of domain creativities did no statistic significant in this study (see table 5).
Lee(2003) and Liu(2003) had the same result compare to this study, whereas Tang(1999) did the different result
while compare to the domain creativity by practice performance in technical high schools. Tang’s result showed that
the higher the practice performance students did the higher domain creativity performance student have. To verify
this difference, we should do further research in the future.
Table 5 Results of domain creativity outcomes by experimental design in this study
chapter
strategies
Statistic methods
Fluency
practicality
II
Attribute
TS(1-way )
E>C
E>C
listing
E
SC
C
2-way
covariate
PU
TE
PI
III
Free
PU>PI
PU>PI
associate
Mean for Experimental group
technique
PU>PI
IV
6W
PU>PI
Main effect for school types
reviewing
E>C
E>C
Main effect for strategies
V

12 Tips in
creativity

2-way
covariate
VI
VII
VIII

66discussion
Clues
Integrate all
kinds of
teaching
strategies

SC
TS

E
C
PU
PI

TS(1-way )
1 way for Experimental group

n.s
PI>PU
E>C
n.s
E>C
PU>PI

PU>PI
PU>PI
E>C
n.s
PU>PI

PU>PI

PU>PI

PU>PI

E>C

E>C

E>C
PU>PI
PI>PU
E>C
n.s

E>C
PU>PI

E>C
PU>PI
n.s

Main effect for school types

n.s
E>C

Main effect for strategies
SC
TS

E
C
PU
PI

E>C
n.s

Mean for E-group

2-way
covariate

originality
E>C

n.s

Main effect for school types
Main effect for strategies

flexibility

n.s
E>C

PU>PI
n.s
E>C
E>C
n.s

1 way for Experimental group
Note:
SC=schools, TE=teaching strategy E= experimental group, C=control group,
PU=pubic school, PI=private school, ns.=no statistic significant

4. Conclusion and suggestion
Conclusions:
According to the aims and the results of this study, some conclusions are conducted as follow:
1. By the teachers who have experienced and well understand of creative teaching strategies teachers to develop a
set of infused creativity teaching strategies and apply it while teaching domain knowledge, could promote
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2.

3.
4.
5.

6.

7.

8.

students’ domain creative thinking ability.
Besides Hsu (1972) and Tang (1999) based on Purdue, Flanagan, and Owen’s domain-creative-test, few
mechanical domain creativity tests are developed continually. This study shows that students’ domain creative
ability could be understand and analyze by a set of valid and reliable domain creativity test. Based on the
individual creative ability, teacher can foster students’ creativity individually. Therefore, mechanical domain
creativity test should be developed continually.
A percentile rank of mechanical domain creativity performance by the object of this study could be a basic data
and reference to the further study in relevant.
In the whole, the total mechanical domain creativity performance by the students in experiment group is better
than the control group did, whereas the sub-domain creativity in practicability performance is not as good as
the students did in others sub-domains.
Compare to creativity teaching strategies, Attribute Listing 6-W Reviewing 6-6 Discussion and 12 Tips in
creativity could promote the students’ fluency, flexibly and original creativity whereas the Free Associate
Technique and Clues teaching strategies showed no significant in promotion. There is not enough evidence and
studies to compare the outcome with different thinking and teaching strategies by latest literature, it should be
verified by further study.
Compare to the students’ domain creativity performance with school attribution, only the fluency creativity
showed better performance by the public school better than private school students performed. Other domain
creativities showed no statistic significance between school attributions. The school attribution would not
influence the performance in domain creativity ability.
Compare with 2 factors by groups and school attribution, the infusing creativity teaching strategies would not
show the differences creativity performance except the 6-6 Discussion. In the whole, the students’ domain
creativity ability by public school and experiment group showed the better performance than the students by
private and control group did.
This study showed an additional result that creativity thinking and teaching strategies are relative to the test
items’ attribution through reviewing the unit test. For example, the items which test student’s functional
domain knowledge, would show the worse creativity performance if the Attribute Listing strategy infusing into
teaching plan; the items which test student’s principle and processing domain knowledge, would show the
worse creativity performance if the Free Thinking strategy infusing into teaching plan; the items’ content
which is close to the article for daily used would not show the difference between objects.

Suggestions
1.

This study shows that by brain storming between teachers in domain creativity teaching conference could
promote a set of creative infusing instructional design. Therefore, schools should plan and hold relevant
conference for domain teachers.
2. A set of valid and reliable domain creativity test should be continue developed continuously, and should take
percentile norm developing as the goal of further study.
3. To develop a set of infusing strategy for domain creativity teaching model by the functions of thinking strategy,
would be the direction of further study in domain creativity.
4. Although students’ domain creative ability is in different performance by school attribution, this study show
the domain creative ability is definitely trainable. For this reason, schools should plan more activity in the field
of creative thinking and encourage students for creative ideas.
5. To promote students’ domain creativity ability by the result of this study, some suggestions are shown as below.
(1) There was relationship between the creative thinking strategies and the contents of professional curriculum. It
helps to promote professional creativity that discussed appropriate teaching strategies with the experienced
teachers in advance.
(2) For promotion of student’s domain creative ability, teachers should explore the creative thinking strategies and
collected creative ideas, teach thinking methods before classes, and give students more time to discuss in class.
(3) It was not good to stress the teaching schedule. The discussion time and creative thinking activity should be
planed into the teaching schedule at the beginning of the semester. If the schedule is no flexible, and limited the
teaching schedule, it will obstruct the development of the creative thinking.
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Abstract
In the 21st century, school counselors face multidimensional issues, from
school counselor’s role definition to accountability (Paisley & McMahon, 2001), from
cultural diversity of the student population (Schmidt, 1999) to an ever-changing social
environment, and from school safety (Riley, 2000) to technology utilization (Van Horn
& Myrick, 2001). Given these issues, the actual duties and tasks of counselors have
multiplied. The ideal role of the school counselors, according to the broadly defined
role statement of the American School Counselor Association (ASCA, 1999), include
providing services that enhance student growth, consulting and collaborating with
parents, teachers, and school officials to address student needs, and demonstrating
leadership in coordinating counseling related events. The New York state model
promotes a transformed school counselors’ role which includes counseling,
coordination, consultation, advocacy, teaming and collaboration, and use of data
(NYSSCA, 2005). School counselors are asked to be involved with nearly every aspect
of school.

However, administrators, teachers, and parents have very different ideas about
how counselors should spend their time (Burnham & Jackson, 2000; Kaplan, 1995;
Snyder & Daley, 1993). The priority of school counseling programs has changed
because of national and public concerns. For example, the emphasis of counseling
programs also has evolved from counseling at-risk students to preventing school
violence (Sears, 2002). The role of school counselors has changed during recent years,
Coll and Freeman (1997) suggested that one of the weaknesses of school counseling
programs is that the school counselor has not maintained a consistent role.
The purpose of this research was to investigate how school counselors
allocated their time to various work duties and to determine counselors’ levels of
preparation to perform these duties. Subjects for the study were school counselors in
the states of Mississippi and New York. A self-administered questionnaire of various
counselors’ duties was used in this study.
The researcher requested: (a) demographic information, (b) percentage of time
spent and recommended to be spent performing counseling duties, (c) level of
preparation of each counseling duties, (d) when counselors acquired their training, and
(d) examples of additional counselors’ duties. Descriptive statistics and MANOVA test
with a level of significance of .05 were used to analyze data.
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Abstract
Career counseling courses have been perceived as boring and theoretical based
learning by many counseling students. The opportunities for learning should not be
limited to lecture and textbook. The purpose of this presentation is to utilize the
experiential activities for designing and developing a curriculum that enhance learning.
Five activities were adapted into the regular curriculum for the purpose of
self-exploration for students, which are (a) unstructured autobiography (Lock, 2005),
(b) structured autobiography (Lock, 2005), (c) life line (Pope, Minor, 2000), (d)
creative art, and (e) career portfolio.

Bibliotherapy: Current Clinical Classroom Practices and the Teaching of Acceptable Student
Behavior
Primary Author: Dr. Carol B. Tanksley
University of West Florida
11000 University Parkway
Building 85/177
Pensacola, Florida 32514
ctanksle@uwf.edu
2nd Author:

Research
Assistant

Dr. Joyce Coleman Nichols
University of West Florida
11000 University Parkway
Building 77/101
Pensacola, Florida 32514
jcolemaO@uwf.edu
Ms Molly Y. Zhou
University of West Florida
11000 University Parkway
Graduate Education Department
Building 77
Pensacola, Florida 32514

BIBLIOTHERAPY: CURRENT CLINICAL CLASSROOM PRACTICES AND
THE TEACHING OF ACCEPTABLE STUDENT BEHAVIOR
Abstract
Bibliotherapy is a term coined over a half-century ago and can play an
instrumental role in the personal and social development of children. The purposes of
this qualitative study is to demonstrate that bibliotherapy in the classroom is a frequent
process approach in teaching acceptable behavior and a clinical practice by classroom
teachers to address traumatic issues in the lives of the students. Currently, teachers use
bibliotherapy as an alternative clinical technique for dealing with problems such as
divorce, death and dying, loss of a pet and violence. This study will show that
bibliotherapy is also being used to help students deal with other traumatic situations,
potential problems and making choices that are acceptable within the norms of the
community. By exposing students to fictional characters who have experienced similar
problems or situations, classroom teachers can use children’s and young adult literature
and appropriate guided reading techniques to help them grow in self-awareness and think
critically about their problems by providing practical applications through bibliotherapy.
An extended definition of bibliography will show that students are conditioned in the
elementary school to consult literature to find solutions for their problems. A pilot study
will be conducted with graduate education students at a state university other than
Florida. The results from the pilot study will aid in modifying potential problems with
the survey questionnaire, materials and procedures.
…Storybooks about everyday people, their hardships, self-sacrifice, and persistence
when they are faced by great trials are valuable to children for guidance in their own
lives.
Schultheis (1979)

Historical Development: Bibliotherapy and Children
In the 1900s, a term was coined for the use of books to change thinking or
behavior (Myracle, 1995). In 1840, the first printed treatment using bibliotherapy was
published by John Galt (Afolayan, 1992). Bibliotherapy was accepted as a part of
librarianship in 1904. Samuel Crothers, in the 1916 issue of the Atlantic Monthly,
discussed the use of prescribed books to people who need help understanding their
problems and labeled this technique “Bibliotherapy” (Crothers, 1916). According to
Afolayan, in the 1940s articles began to explore the philosophical and psychological
aspects of bibliotherapy and in the 1950 graduate students did dissertations on
Bibliotherapy and in the 1960s, and 1970s contributions were made to the field of
bibliotherapy through case study research.

Defining Bibliotherapy
Riordan and Wilson (1989) define bibliotherapy “the guided reading of written
materials in gaining understanding or solving problems relevant to a person’s therapeutic
needs” (p. 506). Personal and professional development can be greatly enhanced by
bibliotherapy (Morawski, 1997). Hunsburger (1985) suggested that books be used to
understand what children experience as they learn to read.
Bibliotherapy means to treat through books (Rubin, 1978) and according to
Burggraf (1984) the major goals of bibliotherapy include: a) providing information on
problems, b) providing insight into problems, c) stimulating discussion about problems,
d) communicating new values and attitude, d) creating an awareness that other people
have dealt with similar problems, and f) providing solutions to problems. Pardeck &
Pardeck (1993) note that teachers can achieve these goals listed above through the use of
books that are available on problems ranging from helping children deal with blended
families to dealing with fears. Similarly, Wolverton (1988) gave the following objective
perspectives of bibliotherapy: 1) guiding reading, 2) using books to assist in solving
personal problems, 3) developing life skills, and 4) improving self-concept and
personality, creating an interaction between readers’ personality and literature.

Stages of Self-Development in Bibliotherapy
Bibliotherapy can only be effective if three processes occur in a sequential and
ordered fashion (Adderholdt-Elliott and Eller, 1989; Afolayan, 1992; Cianciolo, 1965;
Hebert, 1991; Hoaglund, 1972; Lenkowsky and Lenkowsky, 1978; Manning and
Manning, 1984; Russell & Russell, 1979). These stages include identification, catharsis,
and insight. Russell (1979) noted that the identification process starts and with a
relationship between the reader, or listener, and a character in the story. Cianciolo (1965)
describes this process as “affiliating some real or fictional character with oneself or
associates. (p. 898).” Afolayan offered that:
The purpose of this relationship is to expand one’s self-concept as readers are
made aware that their situation in not a unique or isolated problem and that there
are others who have experienced like or similar situations. Through
identification, individuals are less inclined to consider themselves different in a
negative sort of way (1992, p. 140).
After the readers have established a relationship with the character, they
experience feeling and emotional ties to that character because they can relate to the
situation. Cianciolo (1965) believed that when readers become emotionally involved,
books may have an effect that may purge or purify their emotional status and when
readers release these emotions, they may be in a position to look for solutions to the
character’s problem (Nickolai-Mays, 1987). Once readers are freed from some of their
own emotional tension, they are more open to approach problems on an intellectual level
(Cianciolo, 1965). Russell (1979) noted that during this process, readers understand that
their problem is not static because the character usually solves their problems and

become positive role models for children. Baruth and Phillips (1976) asserted that insight
gives readers the opportunity to analyze the situation and as a result uses this information
to deal with their own problems.

Research Studies on Bibliotherapy
Afolayan (1992) noted that many studies have been conducted that dealt with the
effects of bibliotherapy on an individual’s self-concept. According to Queen (1976),
children are less fearful when they read stories that depict other children with similar
fears. Further, fears are further lessened as children realize that someone cared enough to
write about these situations. Afolayan maintained that using fairy tales as bibliotherapy
gives children a safe way to experience new thoughts, behaviors and emotions.
Bibliotherapy can help reduce the feeling of isolation and shame accompanied that
abused children experience. These children need to realize that they are not suffering
from physical, psychological, or sexual abuse along and some else has experienced these
same problems.
Personal growth literature can be used to help behaviorally disordered children. It
can allow them to gain insight into their own problems after reading about others who
have experience the same situation (DeFrances, 1982). Bibliotherapy has been used to
help timid children. DeFrances stated that through bibliotherapy children can learn to
understand themselves better and find interests outside of themselves. Bibliotherapy has
been found to help children with academics. For instance, Garagn (1983) found that
junior high school students improved their self-esteem when using bibliotherapy. Garagn
makes the following suggestions “If bibliotherapy is used as a classroom procedure,
supplement it with a supportive process; investigate individual cases where self-esteem
has been improved; and measure the self-esteem of the subjects when they are in senior
high school to determine if self-esteem has improved longitudinally (p. 146).”
Kindergarten students improved their reading readiness through the use of bibliotherapy

(Ray, 1983). Similarly, Peryon (1982) found that bibliotherapy yielded positive social
adjustment.

Using Bibliotherapy in the Classroom
Forgan (2002) pointed out that if you have read a self-help book you have used
bibliotherapy. Bibliotherapy is “the use of books to help people solve problems” (Aiex,
1993, p. 1). Pardeck and Pardeck (1989) eloquently stated that:
Books can provide a source of psychological relief from the various pressures and
concerns that stem from the things that happen to children…Bibliotherapy means
helping through books, use of books to influence total development, a process of
interaction between the reader and literature which is used for personality
assessment, adjustment, growth, clinical and mental hygiene purposes; a concept
that ideas inherent in selected reading material can have a therapeutic effect upon
the mental or physical ills of the reader (p. 107).
Forgan (2002) stated that teachers can use children’s literature to help students
solve problems and develop alternative strategies. Aiex identified nine potential reasons
for teachers to use bibliotherapy with students (p. 75).
•

to show an individual that he or she is not the first or only person to encounter
such a problem;

•

to show an individual that there is more than one solution to a problem;

•

to help a person discuss a problem more freely;

•

to help an individual plan a constructive course of action to solve a problem;

•

to develop an individual’s self-concept;

•

to relieve emotional or mental pressure;

•

to foster an individual’s honest self-appraisal;

•

to provide a way for a person to find interests outside of self, and

•

to increase an individual’s understanding of human behavior or motivations.

Gould & Mignone (1993) recommend the following strategies for the classroom
implementation of bibliotherapy: a) provide fictional and dramatic reading assignments
which will give students the opportunity to reject meanings that will threaten their needs,
b) create a reading environment that gives students the opportunity to examine issues
relevant to their lives through themed literature, c) share literature that will expand
students’ viewpoints on current social issues while seeking solutions to their own
problems d) stimulate students by showing illustrations or use dramatization through
puppetry, introduce and preview the study, read stories aloud in an effort to create interest
in the character, utilize role playing, painting, drawing, mobiles, quilts and collages
depicting the character, and e) utilize television, video and movies to tackle sensitive
issues.
Forgan (2002) recommended that teachers use the following four elements
including prereading, guided reading, postreading discussion and a problemsolving/reinforcement activity. Prereading involves “activating students’ background
knowledge and helping them link their past experiences to the present book content” (p.
2). In guided reading, teachers read the story aloud to students. Postreading discussion
involves having the students retell the plot and evaluate the character feeling and
situations from the story (McCarty & Chalmers, 1997). In the guided class discussion,
students can converse about the issues and come to understand other experiences and
types of problems. In problem solving, students can learn how to become independent
problem solvers. Forgan maintained that by exploring various literatures that will help
them implement problems solving strategies that will help them to develop additional

alternatives to situations. Finally, Forgan recommended that teachers include
reinforcement activities that provide practice and application of solutions. Some
reinforcement activities may include homework assignments to promote maintenance
(McGinnis & Goldstein, 1997) which may include writing a poem or journal, engaging in
a debate, or practicing a skill with parents. Similarly, Morawski (1997) recommended
the following strategies for teachers reading aloud, teacher-initiated reading, guided
independent reading, and collaborative inquiry.

Research Questions
1. Have you selected literature for children and young adults that address trauma such as
divorce, death and dying, relocation, or being a new child at school?
2. Have you selected literature for children and young adults that address potential
problems and making choices that are acceptable within the norms of the community?
3. Describe the bibliotherapy techniques that you have used such as: reading aloud,
guided independent reading, teacher initiated reading, and the use of films, art, and
music.
4. Would you recommend bibliotherapy as a process and clinical approach for
addressing issues in the lives of your students?
5. What strategies would you recommend for teachers interested in using bibliotherapy
in the classroom?

Methodology
The participants will be graduate students in the masters of reading program at a
regional university. Currently, there are only women in this graduate degree program.
All of the students are presently teachers in the public schools from several counties. A
survey instrument has been designed to collect the data, which will determine whether
teachers select books to read in their classrooms that addresses behavior, citizenship
education and personal traumatic situations. The participants will be given a definition of
bibliotherapy from the review of the literature and then asked to complete the survey. A
pilot study will precede the study. The pilot study will be conducted with graduate
education students at a neighboring state university. The results from the pilot study will
determine potential problems with the participants who will be used in the study, the need
to modify the instrument, materials and procedures. Additionally, the participants in the
pilot study will be asked to make comments directly on the survey instrument. These
comments will be excluded from the final sample of the survey.

Questionnaire
Part A
1. Please indicate your gender: male_____ female_____
2. Please write your ethnicity: ________________
3. Please indicate your age: ________________
4. Please indicate number of years teaching: ____________
5. Please indicate the grade level that you currently teach: _____
6. Please indicate the subjects that you currently teach: _________________

7. Please indicate the type of school where you are employed:
_____Public

_____Private

If private, please indicate what type of private school.
_____________________________________________________________________
_____________________________________________________________________
Part B
Please respond to the questions below. Each question is about practices in your
classroom.
1. Have you ever selected books to read to your students? Check one.
_____Yes

_____No

If yes, please continue.
2. How often do you select books to read to your students? Check one.
_____ Once a week
_____ Twice a week
_____ Monthly
_____ Once a semester

3. Have you ever selected a book that teaches a classroom rule? Check one.
_____ Yes

_____No

If yes, how often?
_____ Once a week
_____ Twice a week
_____ Monthly
_____ Once a semester
4. Have you ever selected a book that teaches citizenship education such as
responsibility, concern for the neighborhood or concern for the environment? Check
one.
_____Yes

_____No

If yes, how often?
_____ Once a week
_____ Twice a week
_____ Monthly
_____ Once a semester
5. Have you ever selected books on sharing, taking turns, and making choices? Check
one.
_____ Yes
If yes, how often?
_____ Once a week
_____ Twice a week
_____ Monthly
_____ Once a semester

_____ No

6. Have you ever selected books where the content deals with the consequences of not
telling the truth? Check one.
_____ Yes

_____ No

If yes, how often?
_____ Once a week
_____ Twice a week
_____ Monthly
_____ Once a semester
If you have answered “yes” to any of the above questions 2, 3, 4, 5, and 6, do you
believe that you have practiced bibliotherapy?
_____ Yes

_____ No

Please explain your response.

Part C
7. Have you ever selected books to read in your class that deals with death and dying?
Check one.
_____ Yes
If yes, how often?
_____ Once a week
_____ Twice a week
_____ Monthly
_____ Once a semester
_____ Whenever needed

_____ No

8. Have you ever selected books to read in your class that deals with divorce? Check
one.
____ Yes

____ No

If yes, how often?
_____ Once a week
_____ Twice a week
_____ Monthly
_____ Once a semester
_____ Whenever needed
9. Have you ever selected books to read in your class that deals with the hospitalization
of a child? Check one.
_____ Yes

____ No

If yes, how often?
_____ Once a week
_____ Twice a week
_____ Monthly
_____ Once a semester
_____ Whenever needed

10. Have you ever selected books to read in your class that deals with sexual issues?
Check one.
_____ Yes
If yes, how often?
_____ Once a week
_____ Twice a week
_____ Monthly
_____ Once a semester
_____ Whenever needed

_____ No

11. If you have answered “yes” to any of the above questions numbered 7, 8, 9, or 10 do
you believe that you have practiced bibliotherapy? Check one.
_____ Yes

_____ No

Please explain your response.

12. Should teachers practice bibliotherapy in the classroom? Check one.
_____ Yes

_____ No

Please explain your response.

13. Check the bibliotherapy techniques that you have used. Check all that apply.
_____ Reading aloud

_____ Films

_____ Guided independent reading

_____ Music

_____ Teacher initiated reading

_____ Art

14. Please list and explain any other bibliotherapy techniques/strategies that you have
used in the classroom.

THANK YOU FOR YOUR RESPONSES
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ABSTRACT
AN ASSESSMENT OF THE STATE-TRAIT LEVELS OF ANXIETY,
SOCIAL ANXIETY-SOCIAL EFFECTIVENESS AND ATTITUDE ON PUBLIC SPEAKING:
A CASE STUDY AT BANGKOK UNIVERSITY

This paper explores the impact of state-trait levels of anxiety, social
anxiety-social effectiveness and attitude on public speaking. Specifically
this study aims at getting answers to the following research questions:
1. How many of the fourth year students enrolled in English Speech
Development have high anxiety levels and low anxiety levels?
2. What items of the STAI (State Trait Anxiety Inventory) scale have
higher anxiety scores? Lower anxiety scores?
3. Is there a significant difference between the anxiety scores—
a. of male and female students?
b. of students with educated and less-educated parents?
4. Is there a significant relationship between the anxiety scores of
college students enrolled in English Speech Development and their
school achievement?
5. Is there a significant relationship between the anxiety scores of
college students and their attitude toward speaking?
6. What items of the Attitude Toward Speaking Scale have higher
anxiety scores? Lower anxiety scores?
7. Is there a significant relationship between the anxiety scores and
the students’ scores in social anxiety-social effectiveness?
8. What items of the Social Anxiety-Social Effectiveness
Questionnaire have higher anxiety scores? Lower anxiety scores?
This study is limited to a sample of two hundred thirty-nine (239)
students enrolled in English Speech Development for the first semester of
2004-2005 using five tools, namely: (1) Demographic Data Questionnaire,
(2) STAI-State Anxiety Form, (3) STAI-Trait Anxiety Form, (4) Social
Anxiety-Social Effectiveness Questionnaire, and (5) Attitude Toward
Speaking Scale.
Methods of statistical analysis used in this study are as follows: (1)
percentile ranks (to get the anxiety scores for both A-State and A-Trait);
(2) T-test statistics (to test the differences between anxiety scores of male
and female students and anxiety scores of students with educated and
less-educated parents); and (3) Pearson Product Moment Coefficient (to
discover the extent of relationships between anxiety scores of students
with their school achievement, anxiety scores of students with their
attitude toward speaking, and anxiety scores of students with their scores
in social anxiety-social effectiveness).
Data gathered from this research would assist teachers and
educators in developing a visionary program for the students enrolled in a
public speaking class.
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Abstract:
Multiple Sclerosis (MS) is a neurological disorder that is relatively rare in childhood and
adolescence, and little is known of the impact of the disorder on psychosocial
experiences. In this presentation, the results of an innovative study exploring the
psychosocial experiences of children and adolescents diagnosed with early-onset MS are
presented. A focus is placed on the role of peer relationships and social behaviours in
these experiences. Six linked parent-youth pairs participated in semi-structured
interviews to identify the issues that are pertinent to the participants’ own experiences. A
theoretical paradigm, developed through the use of grounded theory, for understanding
the psychosocial experiences of adolescents with MS will be presented. In addition,
implications for counsellors for the treatment and development of services for adolescents
with MS will also be provided.
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ABSTRACT
The National Science Education Standards emphasize the importance of using real-world topics
to engage students in science learning at all grade levels. Curriculum units developed at Baylor
College of Medicine examine how themes from human biology can be used to teach life and
physical science, in addition to developing students’ mathematics and reading/language arts
skills. The BrainLink, MicroMatters, Science of Alcohol and From Outer Space to Inner Space
curriculum series explore science questions such as: How does the body fight disease? What is
the relationship between the Earth’s rotation and biological cycles? How do chemicals and the
brain interact? and Why do astronauts lose bone mass in space? Funded by the Science
Education Partnership Award program of the National Center for Research Resources, National
Institute on Alcohol Abuse and Alcoholism or the National Space Biomedical Research Institute,
each program has been developed collaboratively by scientists and educators at Baylor College
of Medicine, and has been field tested extensively. Statistically significant knowledge gains by
students have been documented for each of the programs, which integrate guided inquiry lessons
with specially designed reading/language arts components (Moreno, et al., 2005, 2001). Each
workshop participant will receive free teacher guides and student magazines.
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ABSTRACT
The purposes of this study were to study the outcomes of a training workshop
and to develop participants’ capability in integration of teaching and learning activities
on environmental education in the subjects. This project was a training project based
on the principles of action research. The participants were 5 lecturers of Faculty of
Education and 28 primary school teachers from 8 schools in Khon Kaen. Mini-lecture,
group activities, exercises and presentation were used in this training project.
Participant

observations,

interviews,

tests,

questionnaires,

journal

writings,

photographs were employed for data collection. At the end of training sessions,
questionnaires and two 10-item tests were administered. A criterion score of passing
is 6. At least 75% of participants should pass a test. It was found that 96.43% of
participants passed two tests which indicated statistically significant higher than 75%
of participants ( χ 2 = 6.857, p < 0.05) with means scores of 8.357 and 7.536 and
standard deviation of 1.394 and 1.319 for learner centered approach and integration
of teaching and learning, respectively. In addition, the participant indicated their
opinions and satisfactions towards the program at a high level ( X =4.134,
SD=0.652). The results also indicated that through a training project, the researchers
and participants had developed team building, sharing, collaborative work and a
sense of belonging.
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INTRODUCTION
The balance of nature has been disturbed and natural resources have depleted as
well as environmental degradation has been increasing because of our unsustainable
patterns of production, uncontrolled population growth, and social and economic
inequality (UNESCO-UNEP, 1994). These problems will cause more and more strain
on the earth's natural resources and habitats (Asano, 1991).
It is an important that every person develops an informed awareness of the limits of
our natural resources. If we do not do so, we will destroy ourselves and our society
(Huckle, 1991; Fien & Trainer, 1993). At present, everyone knows and acknowledges
environmental problems but comparatively few people truly understand and are
aware of an importance of the environment. It is difficult and time consuming to
persuade other people to appreciate the value and worth of the environment. To
achieve this, new attitudes, skills, knowledge, awareness and behaviors towards the
environments are needed. Hence, environmental education may be an appropriate
way to help us face our environmental problems (UNESCO-UNEP, 1994; Fien &
Trainer, 1993).
Educational system plays an important role to solve those problems. Therefore,
teacher is a key agency of change or transformation. Education in, about, and for the
environment are three categorical approaches of environmental education. Education
in and about the environment are intended to develop knowledge, awareness,
attitude, and skills. Education for the environment is intended to enhance values,
ethics, problem-solving skills, and action (Spork, 1992). It is education for the
environment that seems to have the potential contributing most to the general well
being of environment (Sonneborn, 1994). Teaching and learning on environmental
education is necessary. It is needed to teach students to act for the environment. In
Thailand, there is no an environmental education subject at the basic education level.
Environmental education is taught only in science subject but environmental
education is related to all subjects, therefore the researchers conducted this study to
help the teachers construct the environmental activities and infuse the environmental
issues and/or local information in their own assigned subjects. Infusion is one kind of
integration of teaching strategies.
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Action research emphasizes dissatisfaction in personal practice. It seeks to improve
teaching practice by systematically trying alternative strategies in a search for more
satisfactory practice. Action research is focussed on the improvement and
involvement of its participants (Carr & Kemmis, 1986; Kemmis & McTaggart, 1992). It
attempts to involve participants in educational process through studying their own
professional work collaboratively (Kemmis, 1988; Kemmis & McTaggart, 1992; Miller,
2002). The primary emphases of action research are action as a fundamental
process or the improvement of practice, increasing understanding about practice in a
collaborative group, and improving the situation in which the practice takes place
(Zuber- Skerritt, 1992). Kemmis and McTaggart (1992) suggest four steps in a selfreflective spiral of action research: planning, acting, observing, and reflecting. These
steps provide basis on which participants can formulate new plans, new action,
observation, and reflection, and repetition of the whole process until a satisfactory
result is achieved.
PURPOSE OF THE STUDY
The purposes of this study were to study the outcomes of a training workshop and to
develop participants’ capability in integration of environmental education in the
subjects.

METHOD
In this study, the researchers employed documentary study and a literature review as
well as conducted a participatory workshop. Documentary study was employed to
study and understand literature, concepts, and related principles of classroom
research. A two day participatory workshop on learner centered approach and an
integration of teaching and learning activities on environmental education in the
subjects was conducted collaboratively at the Faculty of Education during May 18-19
of 2002. Participants were encouraged to express their opinions and work together.
They were required to perform classroom research emphasized on learner centered
approach using a content of environmental education. In addition, participants had to
meet in a group for once a month to report their progress and ask for suggestions
and advice in conducting their research.

Mini-lecture will depend on needs and

problems in conducting research of participants. The following figure depicted a cycle
of action research in conducting the project.
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Planning a workshop, need

Plan

assessment, participant meeting

Act

Implementation a workshop,
assist participant to become more
active learners, mini lecture

Observe

Collecting data, participant
observation, interviewing,
photographs

Reflect

Revise plan

Reflective writing, analysis of
data, interpretation of data

Revision a plan, change
discourse

Figure 1 A cycle of action research
The Participants
The participants were 5 lectures (3 males and 2 females) of the Faculty of Education,
Khon Kaen University and 28 elementary school teachers from 8 schools in Khon
Kaen Province. There were 4 male and 24 female teachers with an average age of
45 years. Their ages ranged from 33 to 55 years. There were 25 teachers who
completed B.Ed. and 2 teachers got M.Ed. There was only one teacher who didn’t
complete a bachelor degree. One participant observer was a graduate student in the
Department of Educational Evaluation and Research Design, who observed and
used semi-structured interviews with some participants to assist the researchers to
reflect on the activities after completion and to validate these reflections.
Techniques for collecting data and monitoring the study
In monitoring the study, the researchers employed various techniques for collecting
data such as interviews, participant observations, journal writing, reflective writing,
testing, photographs and questionnaires.
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Techniques for analyzing of data
Data were analyzed both quantitatively and qualitatively; with the emphasis was
place on quantitative approach. The triangulation technique was used to crossreference a number of participants’ perceptions of an event (Grundy & Kemmis,
1981). Data were cross-checked by interviewing participants using three different
interviewers to determine the consistency of data. To ensure trustworthiness and
confirmability, journal-writing reports were read, verified, and edited by participants
for affirmation of statements as authentic ideas or viewpoints.
In analyzing qualitative data, a process of interpretive approach was used to
understand the essences of phenomenon under investigation by focusing on
meanings of events and phenomena and the social events from every angle and
considering it thoughtfully (Jeans, 1997; Comstock, 1982; Newman, 2000).
Illuminative, formative, and summative evaluations were used to investigate the
effectiveness of the workshop. During the ongoing workshop, participants were asked
to reflect their opinions. At the end of a training session, two 10-item tests were
administered to assess participants’ knowledge about learning process of learner
centered approach and integration of teaching and learning. A criterion score of
passing is 6. At least 75% of participants should pass a test. Both open-and closedended questionnaires were used at the end of the participatory workshop to assess
the effectiveness of the workshop in terms of the participants’ satisfaction. The
participants were asked to indicate their opinions after participating in the workshop
using a five-point rating scale questionnaire. In scoring the instrument, numerical
values of one through five were also assigned to each level of opinions: lowest (1),
low (2), medium (3), high (4), and highest (5). Means and standard deviations were
computed for each item of the questionnaires.

RESULTS
Achievement outcomes
As indicated in table 1, it was found that 96.43% of participants passed two tests
which indicated statistically significant higher than 75% of participants ( χ 2 = 6.857, p
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<0.05) with means scores of 8.357 and 7.536 and standard deviation of 1.394 and
1.319 for learner centered approach and integration of teaching and learning,
respectively.
Table 1 Mean and standard deviation of test score and percentage of passing a
criterion score with t-test and chi-square

Activity
X

Learner
centered
Integration

8.3
57
7.5
36

Percent
คะแนน
SD HO: µ = age of
passing
6
1.39 t=8.96
96.43
4
0*
1.31 T=6.16 96.43
9
9*

HO: p
=0.75
χ 2 =6.85
χ

2

7*
=6.85
7*

Satisfaction outcomes
As illustrated in Table 2, the participants indicated their opinions and satisfactions
towards the program at a high level ( X =4.134, SD=0.652) with the highest levels of
opinions were capability of instructors ( X =4.643, SD=0.731), easy to participate
( X =4.643, SD=0.522) and usefulness of activities ( X =4.500, SD=0.509).
Table 2. The means and standard deviations of participants’ opinions towards
activities used in the workshop
Items

X

SD

1. Clarity of content

3.857

0.651

2. An appropriateness of using media

4.000

0.667

3. Climate in a meeting room

4.357

0.622

4. An appropriateness of materials

3.893

0.737

5. Sequence of presentation

4.143

0.705

6. Clarity of presentation

4.000

0.667

7. Interesting of presentation

4.179

0.612

8. An opportunity to ask questions

3.607

0.875

9. Easiness to understand

3.786

0.568

10. Level of satisfied expectation

3.893

0.629

11.Participation in session activities

4.036

0.637
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12. Level of gained knowledge
13. An appropriateness of activities
14. Interesting of activities
15. Usefulness of activities
16.An appropriateness of time allocation
17.Congruence of content and activities
18.An appropriateness of presentation
19. Easy to participate
20.Capability of instructor
total

3.786

0.630

4.393

0.497

4.429

0.504

4.500

0.509

4.036

0.637

4.286

0.713

4.214

0.787

4.643

0.522

4.643
4.134

0.731
0.652

Reflections
At the end of each phase of the participatory workshop, all participants were asked to
anonymously write their reflections. Every participant said that the workshop was
worthwhile and necessary. They appreciated the friendly and democratic atmosphere
of the workshop; the opportunity to develop and acquire skills in conducting
classroom research on learner centered approach; the opportunity to develop and
enhance skills in collaborative; and some of opportunity to participate in the
workshop. They claimed that they also had the opportunity to develop skills in
interpersonal relations, collaborative work, and problem-solving. They also developed
their ability to discuss, report, speak, and respond to feedback.
I have made a right decision to participate in this project. I have gained
knowledge and enjoyed practicing collaborative work. I like activities
and applied some activities to my students. (Extracted from a
participant’s journal)
I have gained fundamental knowledge in providing learning process
and I have acquired confidence in conducting classroom research for
improving my teaching because of participating in this project for 2 years”
(Extracted from a participant’s journal)
“I would like to tell this team of instructors that they have to be very
patient with participants because some have no fundamental knowledge
and don’t have much time to conduct classroom research” (Extracted
from a participant’s journal)
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“
It is very worth to participate this activity because of good instructor
and good advice” (Extracted from a participant’s journal)

“I wish that my colleagues should have this opportunity so they could
apply some principle into their teaching” (Extracted from a participant’s
journal)

“All participants enjoyed each provided activity. This could be seen and
observed from cooperation and helping in group working with
happiniess” (Extracted from a participant’s journal)

“All

activity about learner centered approach could be applied in
teaching and learning in classroom” (Extracted from a participant’s
journal)

CONCLUSIONS
The results of this research show the effectiveness of the workshop in terms of
achievement outcome and satisfaction outcome. Networking is also established
because they have to work collaboratively. The participants were very satisfied with
workshop and research activities. They gained a lot about working as a group. They
knew how to work with other people and knew themselves better. They have also
developed skills in conducting research on learning centered approach to improve
their teaching-learning activities. In addition, the benefit of this training project was
not limited to personal development of teachers but also their students as learner
centered. In particular, the participants had acquired skills in conducting classroom
research about learner centered approach. Moreover, the participants conducted
research and presented their papers at the Second Conference in Educational
Research on February 7, 2003 at the Faculty of Education.
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ABSTRACT
Participation and involvement of the learners are assumed to be important
in a learner-centered approach. The purposes of this study were to study
the students’ learning achievement and to study the students’ opinions
towards participation in learning assessment activity. A population consisted
of 125 students from day and night programs in 7 fields of study. A night
program was selected from 2 programs of graduate students (80 out of
125). There were 3 sections of a night program graduates. Educational
technology students (n=34) were in section 1, elementary education
students (n=10) and social studies (n=11) were in section 2, and science
education students (n=25) were in section 3. The data were analyzed in
terms of frequency, means and standard deviations. One way analysis of

2
variance, orthogonal contrasts, t-test and Kruskal-Wallis test were used to
examine the significant differences between means of test scores as well as
Kruskal-Wallis test was used to investigate the significant differences
between means of opinion scores.
The results showed that 1) the gain scores in all groups were significant
higher than 15 percent of pretest scores at the .05 level with 29.551 percent
of increasing scores. 2) On the average, the students indicated their
opinions at a high level for overall category ( X = 4.113, SD = 0.816) and
also for each category. They were agreements with this activity ( X = 4.275,
SD = 0.711), preferences of this activity ( X = 3.875, SD = 0.905),
usefulness of this activity ( X = 4.075, SD = 0.743) and preferences of
knowing the test results ( X = 3.875, SD = 0.905). 3) There were no
significant differences between opinions towards participation in learning
assessment activity regarding to fields of study, which indicated a
congruence of opinions.

INTRODUCTION
Learning reform is a vital part in educational reforms, which called for the
integration of learning process: curriculum, learning activity and learning
assessment. As stated in Section 22 of the National Education Act B.E.
2542 (1999), “Education shall be based on the principle that all learners are
capable of leaning and self-development, and are regarded as being most
important. The teaching-learning process shall aim at enabling the learners
to develop themselves at their own pace and to the best of their
potentiality”.

Section 26 also stated that “Educational institutions shall

assess learners’ performance through observation of their development;
personal conduct; learning behavior; participation in activities and results of
the tests accompanying the teaching-learning process. This leaning reform
has implications for the way in which we assess leaning outcomes of the
learners. Assessment must be seen as an integral part of teaching process

3
(Kanchanavasee, 2000; Huba& Freed, 2000) so it is used as a tool not only
to collect data but also to influence instruction. This requires developing and
implementing assessment tasks that measure students’ productivity.
A learner-centered approach means that teachers must help and facilitate
the learners to become participated in the teaching-learning activity.
Therefore, leaner-centered assessment is a process of establishing ways to
encourage learners to think critically so continuous feedback is an important
factor in the enhancement of learning through assessment. Continuous
assessment also helps teachers understand and diagnostic the learners’
strengths and weaknesses in order to improving the learning activities to
maximize the learning.
In addition, Section 30 stated that “Educational institutions shall develop
effective learning processes”. In so doing, they shall also encourage
instructors to carry out research for developing suitable learning for the
learners. Classroom research is a systematic and reliable process to
investigate knowledge and information in a context that needs to be
improved and developed. In addition, both learners and teachers may
benefit from research as part of the learning process and learn together
from different type of teaching-learning media and other sources of
knowledge (Office of National Education Committee, 1999).

PURPOSES OF THE STUDY
1. To study the students’ learning achievement in statistics for educational
research, and
2. To study the students’ opinions toward participation in learning
assessment activity.
HYPOTHESES
1. A mean of gain scores for each section should increase more than 15%
of pretest scores at the 0.05 level.
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2. There was no statistically significant difference between section means
of opinion at the 0.05 level.
METHODS
Subjects
Design of this study is quasi-experimental design with one group pretestposttest. A night program was selected from 2 programs of graduate
students (80 out of 125 students from 7 fields of study). These students
were night program graduates who enrolled in statistics for educational
research in the first semester of the academic year 2002. There were 3
sections of a night program graduates. Educational technology students
(n=34) were in section 1, elementary education students (n=10) and social
studies (n=11) were in section 2, and science education students (n=25)
were in section 3.
Instruments
1. Pretest and posttest
2. Situational test constructed by the students.
3. Questionnaires
4. Journal writings
Data collection
1. Pretest was administered at the first hour of teaching.
2. At the end of a teaching period (30 minutes), the students constructed a
situational test for them to answer to indicate their understanding about
contents and concepts taught in class. For example, give a set of any
scores for N=5 with a mean (or mode or median) of 4 and show how to
solve problem. Each student will have different sets of solutions depend
on their answered questions.
3. After finishing a topic of descriptive statistics (5 periods of teaching), the
students took a posttest and answered questionnaires.
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3. In each period of teaching, the students were asked to reflect their
feelings about participation in learning assessment activity.
Analyzing data
1. Frequency, percent, means and standard deviation were computed.
2. Using Komolgorov-Smirnov test to investigate the normality of
distribution for each variable.
3. Using one-way ANOVA and orthogonal contrasts to test differences
between pretest scores and posttest scores of 3 sections.
4. Using t-test to investigate the difference between means of pretest and
posttest scores.
5. Kruskal-Wallis test was used to test the congruence of opinion.
.
RESULTS

1. There

were no statistically significant differences among means of

pretest scores for 3 sections, which indicated that the students’ abilities
were not different but means of gain scores showed statistically
significant differences at the .05 level (F=3.426, p=0.038) as indicated in
Table 1.
Table 1 Using ANOVA to compare means of difference scores between
pretest and posttest according to programs of study
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Programs of
study
Technology
(Sect. 1)
Elementary &
Social study
(Sect. 2)
Science (Sect.
3)
Tota;

Pretest
score
N
X
29 18.8
* 28
20 18.2
00
24
73

Critical ratio F

Gain score
SD
4.260

SD

X

4.69
0
4.85
0

3.518

20.8 4.036
75
19.3 4.096
29
2.822

5.25
2
4.13
3

7.66 3.62
7
0
5.71 4.61
23
7
3.426*

* p < 0.05

*(* there were 5 absentees for the first day of class)
2. Table 2 illustrated that the gain scores in all groups were significant
higher than 15 percent of pretest scores at the .05 level with 29.551
percent of increasing scores.
Table 2 Using t-test to compare percentage of gain scores

Programs of
study

Techno(Sect.
1)
Elementary
& Social
study (Sect.
2)
Science
(Sect. 3)

N Pretest
score

Gain score

X

X

29
*
20

18.826

4.690

18.200

4.850

24

20.875

7.667

% of
gain
score
24.91
0
26.64
8

Ho: µ d =1
5%
t =1.997*
t =2.294*

36.72 t
=1.6.138
8
*
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รวม

73

19.329

5.712

29.55 t =5.209*
1

*p<0.05
(* there were 5 absentees for the first day of class)
3. Using an orthogonal contrast to test significance differences between
gain scores. Orthogonal contrast 1 was used to compare means of gain
scores of section 1(Educational technology) and 2 (Elementary
education and social studies) and contrast 2 was used to compare an
average mean scores of section 1 and 2 with section 3 (Science
education). It was found that a mean of gain scores (36.728 percent of
increasing scores) for science education group was the highest at the
.05 level highest (F=5.573, p=0.021). Both section 1 (29.551 percent of
increasing scores) and 2 (24.910 percent of increasing scores ) showed
that their means of gain scores were not significant different (F=1.279,
p=0.262) as illustrated in Table 3..

Table 3 A summary of analysis of variance of gain scores and orthogonal
contrast

Source of
variation
Between
H o : µ1 − µ 2 = 0
H o : µ1 + µ 2 − 2 µ 3 = 0

Withiin

df

SS

MS

Fvalue
136.86 68.434 3.42
2
25.552 6*
1 9
111.31 1.27
1
9
7
25.552
5.57
3*
111.31
7
70 1398.0 19.973
90

8

Total

72

1534.9
59

*p<0.05
4. The students were asked to indicate their opinions about participation in
learning assessment activity in terms of using 1 = lowest, 2 = low, 3 =
medium, 4 = high, and 5 = highest. The students indicated their opinions
at a high level in each category. They were agreements with this activity
( X = 4.275, SD = 0.711), preferences of this activity ( X = 3.875, SD =
0.905), usefulness of this activity ( X = 4.075, SD = 0.743) and
preferences of knowing the test results ( X = 4.225, SD = 0.886) as
illustrated in Table 4.
Table 4 Comparison of opinion using Kruskal-Wallis test

Categor
y of
opinion
Agreem
ent
Preferen
ce
usefulne
ss
Knowing
the test
result
Total
mean

4.2
65
3.8
29
4.1
18
4.3
24

0.6
66
0.8
92
0.6
40
0.7
68

4.33
3
3.90
5
4.09
5
4.23
8

0.5
77
0.8
30
0.6
25
0.8
89

4.2
40
3.8
80
4.0
00
4.0
80

0.87
9
1.01
3
0.95
7
1.03
8

Krusk
Total
al(N=80)
SD Wallis
X
test(
χ 2)
4.2 0.7 0.07
75 11
8
3.8 0.9 0.11
75 05
0
4.0 0.7 0.04
75 43
3
4.2 0.8 0.58
25 86
8

4.1
40

0.7 4.14
48
3

0.7
42

4.0
50

0.97
4

4.1
13

Sect
Sect
Sect
1(n=34) 2(n=21)
3(n=25)
SD
SD
SD
X
X
X

0.8
16

0.03
3
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5. There were no significant differences between opinions towards
participation in learning assessment activity regarding to fields of study,
which indicated a congruence of opinions as indicated in Table 4. In
addition, the students reflected by writing journals as illustrated in the
follow extraction.
It is good to assess knowledge and comprehension of
students in every period of teaching but sometimes this
assessment put too much tension because we have to read
and review all the time. This process is an authentic
assessment because it provides an opportunity for us to
demonstrate our understanding about content”
“I think that this activity should be continued because it
required participation of students in self assessment so we
could improve ourselves”
“This activity is good because of its new change that makes
students know how to think and summarize knowledge “
“This activity might be not succeeded because each student
tries to construct an easy item so some questions might not
cover the content so it is difficult to indicate whether the
learners have mastered or not”
“It is my first experience to encounter with this kind of
assessment. This activity will help an instructor know learning
style of each learner”
“It is funny if we could not answer our own questions”
“Sometimes, I enjoyed in participating this activity if I
understand the content. I would have tension if I don’t know
whether my answers are correct or not”

CONCLUSIONS
Participation and involvement in assessing learning outcomes would help
the students clarify the concepts. Assessment is an integral part of
teaching process aimed at understanding and improving students’ learning.
Learner-centered assessment is used to provide information for students
and teachers to guide for the monitoring growth over time of students
(Masters, 2002). This activity has made they pay more attention to class
activities and study hard as well as think analytically. They reported that
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they had never faced with this kind of assessment but they were happy
and felt funny when they couldn’t answer their own questions. Construction
test items by students created a lot of work for an instructor to check
answers and explained misconcepts to those students. Reporting of the
test results immediately helps the students to identify areas in which further
development is needed. The students appreciated of being a part of their
learning assessment

SIGNIFICANCE OF THE STUDY
This study was designed to help the learners investigate their progresses
and understand the concepts by answering their own constructed test. The
researcher tried to find an effective way to help the learners to increase
their academic outcomes. The students have gained benefit from this
activity both cognitive and affective aspects.
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Background to Research
As a Fulbright-Hays fellow teaching in Denmark (1966-68), I became
interested in the schooling of non-Western European children who had
immigrated with parents to Western Europe, or who had been born there after
their parents had relocated. During periods of peak immigration to Western
Europe, grave socio-political issues arose throughout Western Europe over
immigration and citizenship status. For example, schools in Great Britain
were receiving large numbers of Pakistani and Indian ex-colonials, in addition
to those of African descent. Similarly, West Germany, the Netherlands,
France, and Belgium received their share of Turkish, Indonesian, Algerian,
and Moroccan immigrants. Over time, the influx of ex-colonials and
immigrants, some arriving as guest workers, has given vent to ethnic group
suspicions and hostilities.
Reputations for their modern histories of democratic liberalism have not
spared Sweden and Denmark the consequences of past practices. Despite it
generous immigration policies, Sweden has had to come to terms with its
proliferated racist ideology and invidious ethnic stereotyping. In his book
Even in Sweden: Racisms, Racialized Spaces, and the Popular Geographical
Imagination, Allan Pred quotes from a Swedish newspaper editorial (Dagens
Nyheter) that asserted: "It is high time that Sweden reconsider its self-image as
the stronghold of tolerance."
Denmark, former colonizer of the Virgin Islands until the outbreak of
World War I, confronts similar issues. In more recent times, Danish
politicians and citizen groups have wrestled with significant socio-political,
economic, and ethical questions about their country's lingering obligations to
territorial Greenland. If its proprietary relationship continued, what should be
the place in the Danish social order of indigenous Greenlanders, and, for that
matter, any other non-Western European ethnic groups immigrating to
Denmark?
Discussions with a broad range of Danes on volatile issues of ethnicity,
race, and immigration suggested that an ethnocentric ideology, albeit
unconscious in some instances, underpinned their perceptions about
“udenlandsker” or "foreigners." In some cases, it even appeared that color,

more so than ethnic identity or culture, was gaining some prominence in
determining immigrant groups’ positions in these societies.
Ethnocentrism is a socially constructed tendency to accept one's own
culture, its standards, and norms as superior to other cultures and then to use
these norms to judge other cultures. As practiced, ethnocentrism implies
feelings and perceptions of cultural superiority by creating an "us-againstthem" relationship among social groups. In these relationships, individuals or
groups adopt a “we are better than they, and sometimes I have my doubts
about you” mode of thinking and acting.
In the production of school textbooks and the transmission of school
knowledge, ethnocentrism may have tinted the perceptions of authors,
illustrators, editors, and publishers. In turn, they may have transmitted these
perceptions to school children through the textual images their publications
portrayed.
Conceptual Framework
This study, therefore, seeks to understand some sources and the
complexities of ethnocentrism and its relationship to school texts as vehicles of
knowledge transmission. Louis A. Castenell and William F. Pinar’s
scholarship Understanding Curriculum as Racial Texts: Representations of
Identity and Difference in Education lays a relevant conceptual foundation for
this paper. It posits, and they concur, that drawings, caricatures, cartoons, and
similar seemingly innocent and naive portrayals of ethnic and minority status
groups may convey subjective, but latent messages to impressionable children.
Seemingly objective photographs can also transmit an invidious bias, thereby
influencing the worldview of others.
Marianne H. Whatley, contributing to their book, claims:
Since there is a great diversity of images of whites...in the media in the United
States, photographs of individual whites may be seen as individuals or as
representatives of a particular subgroup, such as teenagers...rather than as
representatives of whites as a group. However, since so few images of cultural
or racial minorities appear, each representation bears more weight. Unless one
consciously works against this, in any society the representations of nondominant groups in the media can be used as a way to perpetuate the myth of

inferiority of that group (both to the dominant group and to its own members),
to reinforce stereotypes, and to maintain the status quo (p.88).
That is to say, over time, ethnic and racial caricatures and stereotypic
photographic images may cause harm to minority status groups by fostering
ethnocentric beliefs both within members of the dominant Western European
and the minority status non-Western European groups.
The Research
With the assistance of Professor Gerald D. Johnson, this study
uncovered and analyzed a rich cache of Danish children's literature and
songbooks, and a collection of world history and cultural geography textbooks
produced throughout the 20th century for middle school pupils. We looked
specifically for any stereotypic images or texts that appeared to ridicule, or
tended to cast, non-Western European ethnic groups in a negative light.
Textbooks portrayed representatives of ethnic groups through
drawings, cartoons, caricatures, rhymes, and songs. These portrayals became
more sophisticated in those books used in the higher grades. In the
transmission of school knowledge, the "objective" lens of the photographer
replaced the subjective pen of the artists' renditions. These images further
validated exaggerated stereotypes found in children's primers.
Beyond the classic and popular American imported Lille Sorte Sambo,
(Little Black Sambo), these books, indeed, portrayed North and Sub-Saharan
African groups in a more stereotypic and insidious fashion than they did
Western Europeans groups. As Figures 1-6 demonstrate, books characterized
them as "sinister," "exotic," "comical," "uncivilized," “sub-human,” and even
"cannibalistic." (See William B. Thomas,"The Treatment of Ethnic Minorities
in Danish Texts," Volmer-Samfundet, 1968, pp. 18-21; and William B.
Thomas, “Ethnocentrism in Scandinavian Textbooks,” Proceedings of
Conference on European Culture, University of Navarra, Pamplona, Spain,
October 2002, in press).
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Furthermore, there is evidence that
text and images in cultural geography books
of the middle schools tended to describe
colonized
people
of
Greenland
in
a
paternalistic fashion, portraying them as
"laggards," "drunkards," and "drains" upon
the Danish economy.
The Data
Citation 1
Johannes Humlum
Kultur Geografisk Atlas 2
Tekstbind
7.udgave
Gyldendal
Picture of the African woman with child: The
Negro racial group: A Zulu woman with child in a
reservation in Natals tropical coastal zone.
The
photo by J.H., March 1963. The Negro racial group
is mainly located in Africa, south of the Sahara.
The Zulu has, as most Negro people, a large
frequency of the blood type O (52%). Blood type A
is represented with 25%; blood type B with 22%; and
AB 2%.
Blood type systems: the red blood cells'
surface is formed from a group of substances that
belong to the so-called anti-genes. This means that
substances which, when they are injected into the
organism of an animal that doesn’t have this antigene it will provoke the production of antisubstances against the anti-gene.
The red blood cells contain many blood type
antigens.
It has been proven that over ten
different inherited blood type systems all can
contribute to the characterization of different
races.
One example is the ABO system that was
invented by Karl Landsteiner in the year 1900.

According to this, the human races can be divided
into four groups: 1) has antigen A, 2) has antigen
B, 3) has both antigen A and B, 4) has none of them
(that is to say 0 type).
When one wants to describe the blood type of a
population, you often use gene frequencies instead
of the blood frequencies. There has been devised a
world map illustrating different blood types and
correlating gene frequencies.
This map shows how
great the global and racial variation can be. Page
21

Citation 2
Attrup & Friis
Grundbog: Geografi
Population
In order to know a population, one must know the
following: race, language, religion, literacy rates,
and form of government.
Racial Groups
White racial group (Caucasian)
Characteristics: light skin; soft, curly hair [oval
shape of each hair]
Geographical Location: Europe; from North Africa to
Pakistan; Polynesian Islands.
Yellow racial Group (Mongolian)
Characteristics: yellow skin; straight black hair
[each hair has a round shape]; Mongol fold
Geographical Location: Asia and America
Black racial group (Negroid)
Characteristics: dark skin color; kinky hair [flatshaped hair]
Geographical Location: Africa and Melansia
The primitive racial group
Australians-Australia
Dwarf people (pygmy and bushmen-Africa)
Page 44

Citation 3
Paul Holm Joensen
Geografi
1951
(for middle schools)
Caption:
In many ways the Africans live
differently than we do in Europe. In the picture we
see a tribe chief from the Gold Coast with some of
his sons.
Until the last century, Europeans sent
ships to these regions where they captured or
purchased Africans that was put into slave labor in
the plantations of North and South America.
Sudan and Gold Coast. The country south of
Sahara is called Sudan, the land of the blacks.
Here and in the coastal regions around the Guinea
Bay is the homeland of
the big, strong, darkskinned Sudanese people.
Citation 4
TH. Fritz
Kortfattet Fremstilling
De Vigtigste Handelsforhold
Page 14
Colonization in the times of great discoveries
could
be
characterized
as
plundering.
This
exploitation of the colonies has been substituted by
more useful procedures, where the white race takes
control of the conquered areas; brings capital; and
organizes the workforce using the resources of the
area; and imports a higher culture among the
natives. The motivation for conquering colonies can
be
for
material
gains,
civilization,
or
for
political reasons.
Agricultural Colonization

Agricultural colonization is an area where the
climate and the quality of the soil permits a white
population to settle.
Farming and grazing and
sometimes mountain farming is the most important
jobs.
Agricultural colonization is the best
illustration of immigration.
For the immigrating white population, the
property right to the best soil is the most
important question. The immigrant himself will work
and most often will not use the indigenous labor
force.
If the natives do not voluntarily give up
the land, they will be forced to do this.
A typical example of this is the conditions in
North America and Australia.
Both places were
inhabited by hunters whose land was taken away from
them, either by force or by deceit. In the United
States, this led to internal fighting between the
Indian tribes and thereby contributed to their own
extinction.

Page 19
Political Reasons for Conquering the Colonies
Even though these annexations did not from the
first moment lead to economic prosperity, they still
contributed to enhance the power of the conquering
country and its ability to export its language and
culture.
One motive with a more recent political
impact is to colonize for the purpose of educating
the native population to become soldiers and thereby
increasing the military power.
This has had an
impact during the world war, where France enlisted
soldiers from Tahiti and North Africa, and England
enlisted soldiers from India.

Page 19 & 20
The population question of the colonies
The population of the colonies is most often
heterogeneous. Between these different elements of
the population there can easily develop legal
disputes.
The population can divided into the following
categories: white inhabitants from the mother
country; white inhabitants form other states; the
native colored population; the foreign colored
population; and people of mixed race.
white inhabitants from the mother country
For
example,
England
has
colonies
with
favorable climates, and it has a population surplus
that is useful for colonization.
The English interest for development and sports
adding their willingness to travel makes them good
colonists. Adding to this is also peculiar rules of
inheritance in England.
The youngest sons of the
upper class are seeking lifelong positions in the
bureaucracy of the colonies. One example of this is
the civil service of India.
They do this because
the family title and properties is only inherited by
the oldest son or sons.
white inhabitants form other states
These people are strangers to the first white
immigrants of the ruling nation.
These two groups
of immigrants will often be competitors.
One
example is the German immigration into East Asia
that had so far been dominated by England.
the native colored population
page 21
This population group is often conquered forced
under a civilization that will weaken and diminish
the number the native people as a nation.
One

example of this is from Maorres form New Zealand
that is close to extinction. In contrast to these
developments, the Danish government in Greenland has
actively supported the native population in its
original occupation by giving them help to self
help.
the foreign colored population
The presence of this population group creates
some difficult problems. Currently, the English
government in South Africa has to deal with these
problems. The Chinese are working the mines and the
Indians working in trade.
Given the fact that
Indians and Chinese reproduce themselves very
rapidly and live very Spartanly, and the presence of
their labor force is a serious competition for the
white population.
The white population therefore
actively tries to stop their immigration." In South
Africa they control the immigration from India by
registering the immigrants' fingerprints given the
fact that they can not write.
Page 22
people of mixed race
The hope that the mixed people would become a
linkage between the white and colored population has
not been fulfilled.
The mixed people are looked
down upon form both sides and therefore they form an
isolated
and
disgruntled
proportion
of
the
population. Examples of this is mestitos, mulattos
and Eurasians (mixtures between Europeans and
Indians).
The distribution of the colonies
That the white race is now dominating can be
illustrated by the following. With the exception of
the Asians states: China, Japan and Turkey and a few
minor states the entire globe is now under the white
race's domination. Given this fact it follows that

if one of the colonizing powers wants to expand it
has to be on the behalf of one of the other white
states.

Citation 5
Bent Gynther Sven Aage Petersen
Materialehaefte (portfolio) “Greenland Today number
14”
News article “No one in Greenland will be forcefully
removed” Helsingerdagblad
Minister of Greenland A.C. Normann said: A
major problem for the industry in Greenland is the
lack
of
stability
of
the
workforce.
The
Greenlanders are a natural people that has not yet
reached our standard concerning punctuality when
ever they feel the need they simply leave the
working place of employment. Giving them stability
incentives though has helped a lot.
Another serious problem is the drinking which
has reached the level that we can hardly understand
down here in Denmark the local council has been
authorized to enact precautionary measures against
the abuse.
They have enhanced the taxation which
benefits the local communities” finances and other
measures are under consideration.
We can not take
care of these problems from down here so the
initiative
must
come
from
the
Greenlanders
themselves.
The language barrier: “I do think the fear of
the extinction of the Greenlanders’ language culture
is legitimate but at the same time I do think that
Danish and Greendlandish can thrive side by side or
coexist.
It
is
necessary
though
that
the
Greenlanders learn a language which can introduce
them to the European culture, if they are not going
to live on European welfare.
It is a fact for
example that a higher technical education in the
language of the Greenlanders takes four times as
much time as a correlating education in Danish. The
language of the Greenlanders has very few words and
it lacks expressions for the modern way of life.

The elite among the Greenlanders themselves agree
that the population must learn Danish if Greenland
is supposed to get a rising standard of living.”
This statement also in the same portfolio came
from CF Olsen, member of the local council in
Greenland.
“We Greenlanders has had too little
education and we have felt repressed for many years.
The belief in authorities has been a leading
characteristic of the Greenlanders during their
colonial time which to some extent can also be
explained by the repression.
For generations the
Greenlanders has been deprived of their dignity and
they have gained nothing instead. They have become
lazy in their spiritual sense because they don’t
have anyone to look up to within the old ranks. In
the new Greenland after the colonial time they have
become indifferent because they have been overly
protected to such an extent that they have lost the
will to show self-respect. Students are instructed
to ‘read more about Greenland in the newspaper make
up your minds about Greenland’s conditions.’

Citation 6
Bent Gynther
Mads Lidegaard
A Schwaeter
Greenland?s future
Gronlands fremtid?
For class discussion
Greenland
has
two
seats
in
the
Danish
parliament. We have asked on eof them Knud Hertling
if people in Greenland are satisfied with their
development that has happened we begin with the
question does the population of Denmark pay enough
interest to the future of Greenland. “Among the
majority of the Danish population there is today a
peculiar old fashioned attitude toward Greenland.
Many people in Denmark still believe that the
Greenlanders still live in igloos and wear skins for
clothes and that the country in general is close to
being uninhabitable because of the cold. A country
where wife swapping and other unchristian practices
still exist.
”This thinking has for a large part been
inspired by Knud Rasmussen’s and Peter Freuchen’s
books. These images are hard to kill because people
in general likes to stick to the old and usual
stereotypes.
These same people don’t think about
that by doing this they overlook the contribution
that Denmark has made to Greenland for many years.”
Q: What do you think about the newest plans for
Greenland’s future?
A: ”The Greenland committee of 1960 [G60] wants
the current development to continue.
This means
that the Danish politicians fully recognize the
necessity of placing Greenland in the constitution
as part of their confederation.
At the same time
this means that development that we all want must be

based on cooperation
groups in Greenland.”

between

the

two

Q: But is there any difference in
between Danes and native Greenlanders?

population
treatment

A: ”The overall politics toward Greenland will
hopefully lead to the extinction of discrimination
between the two groups of people. It is only
coincidental that a person is born in one or the
other part of the confederation.
The differences
should be limited to those unavoidable differences
that follows from the unique nature of Greenland and
the Greenlanders’ cultural heritage.
”What rights also follows duties. These tow
things can not be separated the typical duties a
citizen and a country has to undertake is military
service and payment of taxes. These duties should
also be introduced to Greenland as possibilities
develop.”
Gronland bliver en del af Danmark
Greenland remains a part of Denmark
How to modernize Greenland
Before a society can make modern productions
with the factories and other industrial plants there
is a lot of things that has to be done: good medical
centers and good doctors, good living accommodations
for people roads, harbors ships and cars and
effective telephone and postal system, a local
bureaucracy and access to clean drinking water
electrify and sewers.
These are all factors that
cost a lot of money and they do not give direct
income.
How much time the modernization take?

At first it was thought that the modernization
process would be very short and wouldn’t cost more
than $30 million. But now it has been realized that
the modernization process will take 50 years or more
and it will be much more expensive.
One of the reasons for this is what has been
called the population explosion in Greenland. When
the new arrangements started in 1950 there was born
40 babies per 1,000 citizens per year and their
mortality rate was 25 per 1,000 inhabitants.
In 1960 these numbers had changed there was now
born 50 babies per 1,000 inhabitants but the
mortality rate had gone down to only 10.
In 1950
there was a yearly birth surplus? Of 15 0/00 per
thousand.
In 1960 it had increased to 40 0/00 or
4%.
All these people would have to be supplied with
living accommodation food, schools, teachers, etc.
This means that the modernization will take longer
and be much more expensive to implement that it was
first
calculated.
Students
were
then
asked
questions: Why are private investors very cautious
about investing money in a country like Greenland?
What could be the explanation behind the population
boom in Greenland?
Page 37
A colony becomes a municipality
Under the picture “during his visit in 1948 prime
minister Hans Hedtoft is received in a Greenland
city.”

Page 36
Europeans discover Greenland
The colonization of Greenland started from Good Hope
and from there colonialism spread both to the north
and south.

Greenland a closed country
But Greenland became form early on a closed
society.
That means that only the royal Danish
representatives could come there.
The reason for
this was partially to keep foreign traders away and
partially to enable the Greenlanders to continue on
living
as
seal
hunters
without
any
outside
interference. It was assumed that this was the life
style that suited the Greenlanders best and they
should therefore not be disturbed. This project was
a success as long as there were plenty of seals
along the coast and as long as there was not too
many people hunting them.
But after the year 1900, the seals began to
disappear because the climate became milder. At the
same time, the number of people increased and
gradually it became very hard for the Greenlanders
to live off of seal hunting alone.
Instead of the seals cod fish came into the
seas of Greenland.
But this was not enough.
The
seals had given the family everything it needed in
order to live: fur for tents, clothing and kayaks;
blubber for light and warmth in the oil lamps; and
meat for eating. The cod fish didn’t provide all of
this. If the Greenlanders were to live off fishing,
they would have to have motor boats, harbors, oil
refineries, and repair stations.
There was no
fishing factories where the fish could be sold and

no stores where one could buy the necessary products
for the money earned from fishing.
It became more and more necessary to get the
Greenlanders all of these things in replacement of
the hunting life that previously had fed them.
A colony becomes a municipality
Page 37
In August 1948, all the members of the local
council in Greenland from all the widespread
colonies traveled to the capitol Good Hope.
There
they held an important meeting with Prime Minister
Hans Hedtoft, who had arrived from Copenhagen.
During the meeting, the prime minister, on behalf of
the government, asked the Greenlanders if they
wanted Greenland to be opened and free for
connections with the outside world and thereby
develop towards a modern society. At the same time
he
emphasized
that
this
could
endanger
the
Greenlanders’ own way of life and culture.
The
local
councils
discussed
the
prime
minister’s offer for a couple of days.
Then the
oldest member answered him that they would regret
very much if the new developments were to ruin
everything the Greenlanders from ancient times had
accomplished and loved. But in the public the wish
to reach an equal status with the other peoples of
the world had become so strong that the council
representatives did not have the courage to say
anything but “yes” to the question of the prime
minister.
After this Hans Hedtoft promised that would go
back to Denmark and constitute a commission that
were to make plans for new Greenland that was to be
built.
Already in 1950 this commission came out
with its grand report.
Hereby the overall outline

were laid down for everything that has happened in
Greenland ever since.

Politiken
Friday 2 April, 1999
Af Natasja Brostrom
The fight for the right to Thule
In May of 1953, 105 inhabitants of Thule were
removed
after
a
request
from
the
American
government.
The Americans were to enlarge the militarily
Thule air base with an early-warning system that
could detect incoming Russian missiles. At the same
time, the base area were to be enlarged in order to
get space for anti-aircraft systems.
But the native villagers were in the way and
the local population were therefore requested to
leave Thule.
Official documents that has been
published later on does tell however that their 105
inhabitants in reality was forcefully removed. Most
of them chose to settle 100 miles north of Thule.
They had their houses, land and hunting places
taken away from them.
Therefore 80 representatives of the forcefully
removed people has now raised a claim against the
Danish state for $25 million for reparation and the
loss of property.
This case can also be seen as a continuation of
another controversial Thule case where the Danish
journalist Poul Brink revealed four decades of
political duplicity in the nuclear policy of
Denmark.
Poul Brink has published secret and unknown
documents that has revealed that several Danish
politicians deliberately had overlooked the fact

that the Americans during the cold war both stored
nuclear weapons in Greenland and flew over Greenland
with nuclear weapons.
[Greenland enters Danish constitution in 1953 and
gets home rule in 1979.]
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Abstract
Teaching behaviors of experienced teachers are often subtle, as they
simultaneously handle multiple tasks such as managing classroom behavior, asking
higher-level questions, and monitoring classroom activities. It is difficult for beginning
teacher education students to understand the complexity of what is happening as they
observe these teachers. To help our students in their first teaching methods class
understand the basics of teaching, we have developed video recordings of their peer’s
simulated teaching sessions. These recordings help our students interpret their peer’s
practices and modify their own understanding of basic teaching skills. As they observe
the video recordings, the students evaluate lessons using Pathwise evaluation criteria.
This process helps student analyze certain aspects of teaching which they will practice
as they plan and present their own peer-taught lessons. This process of observing,
evaluating and peer teaching helps students begin to formulate their own
understanding of how teachers must create an environment for student learning and
what they must do to teach for student learning.

Teaching behaviors of experienced teachers are often subtle and complex as
they simultaneously handle multiple tasks such as managing classroom behavior,
asking higher-level questions, and monitoring classroom activities. It is difficult for
beginning teacher education students to understand the complexity of what is
happening as they observe these teachers. They often cannot make the connection

between observed teaching behaviors and their beginning efforts to plan and present
lessons.
Teacher educators often implement multiple methods to help beginning teachers
learn about effective teaching strategies. These methods may include analysis of
teaching case studies, observing and discussing videos of teaching, discussion of the
effectiveness and implementation of specific teaching techniques, identifying
advantages and disadvantages of different strategies, observing and assisting in actual
classrooms, and peer teaching.
Using Peer Lessons
Peer teaching is used extensively during Presentations Techniques, a senior
level undergraduate class at the University of Arkansas. During this class, students
plan and teach lessons to their peers. Students are required to use a different teaching
strategy with each of five lessons. The strategies are demonstration, cooperative
learning, inquiry, questioning and team teaching. The lessons plan for each lesson must
include State curriculum framework objectives, learner objectives, content information,
introduction, learning activities, summary, evaluation, materials and references.
The lessons are presented to classmates in a smart-classroom setting. Each
lesson includes a short interactive PowerPoint presentation that requires the use of
technology available in the classroom. As the lesson is presented, their peers
participate as if they were secondary students. They also evaluate the lesson with a
modified Pathwise evaluation. The course instructor observes and completes a
Pathwise evaluation.
This method of peer teaching has been used in the Presentation Techniques
class for several years. The students indicated that it was an extremely effective way to

learn to write lesson plans and practice teaching methods. They felt it provided a safe
environment for them to test their teaching skills. They indicated that the most
valuable part of the experience was the detailed feedback for peers and the instructor.
However, the instructors of the class felt students were initially making slow
progress toward improving their teaching skills. One possible way to assist the
students’ understanding was to provide them with models of exemplary lesson taught
by other students. The opportunity arose for professional taping of one of the team
teaching lessons. The next semester, the tape was used to focus students on
expectations for a team lesson. After viewing and discussing the tape, the students’
lessons improved dramatically. Their lessons were planned in greater detail and
students worked more cooperatively.
Based on this experience, the instructors applied for and obtained a Baum
Teaching Grant from the University of Arkansas. The grant money was used to tape
two more lessons. One was a demonstration lesson and the other an inquiry lesson.
These videos are used to introduce the students to each teaching method and the
expectations for the peer teaching experience. As students observe the video, they also
used the Pathwise evaluation form to record evidence and make a summary statement
about the lesson. They were required to give at least one suggestion for improvement
about the video.
A Vocabulary for the Experience
This peer teaching process mirrors a vocabulary for teacher educators suggested
by Grossman (2005). She suggested that the process of understanding teaching could
be described as representation, decomposition, elaboration and approximation.

Representation of teaching in the university classroom provides an opportunity
for novice teacher to see parts of practice. This may be accomplished with techniques
such as a video of classroom teaching, a case study, or role play. This representation is
much less complex than what happens in a regular classroom with real students. The
video of a peer lesson provides a representation of practice for students to analyze and
discuss. Because it is a representation with a novice teacher teaching their peers, it
only reflects a few aspects of the teaching process. It also reveals expectations for the
students’ teaching assignments during the class.
Decomposition of practice is the analysis of teaching. The evaluation of the
video lessons as well as evaluations of peer lessons by provides decomposition of
practice. The simplified Pathwise form used to evaluate lessons helps students focus on
the important factors during the lesson. It allows them to analyze what they are seeing
and pay attention to selected, important aspects of teaching. Over time, as the students
become more adept at observing and recording their observations, they begin to give
more feedback to their peers. Pathwise provides the categories for their feedback.
After observing and evaluating the video lessons, students are expected to write
very detailed lesson plans for their peer lessons. They prepare more than is expected of
teachers in a regular classroom. The detailed plan is part of learning to do the complex
work of teaching. Grossman (2005) describes this as the elaboration of practice.
Peer teaching gives student opportunities for approximation of practice. The
students enact parts of practice in each lesson they teach. They simulate aspects of
practice in a less complex situation than an actual classroom. The peer lessons target
specific skills and provide opportunities for rehearsal, replay and evaluation in a lower-

stakes situation. They can learn from their mistakes in safety of the university
classroom.
Pathwise Evaluation
Pathwise criteria are used for evaluating these lessons for two reasons. First, the
state of Arkansas has adopted the Pathwise Classroom Observation system as an
assessment tool for novice teachers. Beginning teachers are assigned a mentor to
evaluate and coach them through their first year of teaching. The universities with
teacher education programs have also adopted the Pathwise system as a tool for helping
beginning teachers recognize the important aspects of teaching. Second, the Pathwise
evaluation system provides a sound framework of knowledge and skills for beginning
teachers.
Pathwise is a professional development and assessment system for beginning
teachers that are built on a framework of essential teaching skills. The system is based
on significant research and consensus of practicing educators. The complex world of
teaching is organized into four Pathwise domains. The domains are:
•

Organizing content knowledge for student learning,

•

Creating an environment for student learning,

•

Teaching for student learning, and

•

Teacher professionalism. (ETS, 2003, p. 3)
Knowledge about the students is the key element in the first domain. The second

domain relates to the social and the emotional components of learning. The third
domain focuses on helping students understand the content. Learners should be
encouraged to move beyond the limits of their current knowledge or understanding.

The fourth domain, teacher professionalism, focuses on self-evaluation and productive
working relationship with colleagues and parents.
There are nineteen criteria in the Pathwise system. Students evaluate their peers on
the following six criterion from domains B and C.
•

Establishing and maintaining rapport with students

•

Making learning goals and instructional procedures clear to students

•

Making content comprehensible to students

•

Encouraging students to extend their thinking

•

Monitoring students’ understanding of content through a variety of means,
providing feedback to student to assist learning, and adjusting learning activities as
the situation demands

•

Using instructional time effectively

Each student records evidence under the criterion on an abbreviated Pathwise
evaluation form. After observing the complete lesson, each student writes a short
summary of evidence and makes suggestions for improvement.
Conclusion
Using the videos has improved the quality of the students’ work in the class.
This experience also helps students begin to formulate their own understanding of how
teachers must create an environment for student learning and what they must do to
teach for student learning. Students’ comments about the use of the three tapes include
the following. “It shows how the presenter interacted with the students. It places a
visual image of teaching in my mind. It showed what to expect from teaching. The
videos gave an example of how each type of lesson could be presented. It sparks ideas
of possibilities that I might not think of. I have a better understanding of lesson plan

topics. It allowed me to see an actual example of teaching. I saw how limitless my
options were for teaching. It helped me get an idea of how I would present my own
lessons. This class has really made me realize what teaching involves. Watching the
videos helped me get started with how to present. This showed me that teaching a
lesson was not as hard as it first looked. It helped me come up with examples and
activities for my own lesson. The videos answered a lot of my questions. To see an
example of a lesson before I taught my lesson was helpful.”
References
Dwyer, C. A., and Villegas, A. M. (1993). Guiding conceptions and assessment
principles for the Praxis series: professional assessment for beginning teachers.
Princeton, NJ: Educational Testing Services.
Educational Testing Services. (2003). Pathwise orientation guide. Princeton, NJ:
Educational Testing Services.
Grossman, P. (2005, July). Unpacking Practice: Developing a Language for Teacher
Educators. Paper presented at the Twelfth International Conference of the
International Study Association on Teachers and Teaching, Sydney, Australia.

Title: Students’ Preferences of Undergraduate Human Resource Development Course
Delivery Method
Names of Authors: Dr. Dale E. Thompson
Terri Owens
Dr. Cecelia Thompson
Dr. Kenda Grover
Affiliation: University of Arkansas, College of Education and Health Professions
Mailing Addresses: University of Arkansas
100 Graduate Education Building
Fayetteville, AR 72701
E-mail addresses:

thomp@uark.edu
tdo1@uark.edu
cthomps@uark.edu
kgrover@uark.edu

Students’ Preferences of Undergraduate Human
Resource Development Course Delivery Method
Dr. Dale E. Thompson
Terri Owens
Dr. Cecelia Thompson
Dr. Kenda Grover
Distance education can be generally described as “instruction delivered over a
distance to one or more individuals located in one or more venues” (Lewis et al., 1999, p.
2) or “when a teacher and student(s) are separated by physical distance, and technology
(i.e., voice, video, data, and print), often in concert with face-to-face communication, is
used to bridge the instructional gap” (Distance education at a glance - guide 1: distance
education: an overview). Distance education was introduced in the 1830’s through
correspondence courses (Lewis, Snow, Farris, Levin, & Green, 1999) and during the 20th
century technology had a major impact on the evolution of distance education (Lewis et
al., 1999; Greer-Pitt, 2001). One-way televised courses began in the 1950’s and in the
early 1980’s expanded to video format that was quickly followed by satellite transmission
of live courses to remote locations. Compressed video technology in the 1990’s made
interactive television instruction more manageable for an increasing number of colleges.
Now the world wide web, or internet, has lead to the rapid spread of distance education
(Greer-Pitt, 2001).
Interactive television (ITV) courses provide instruction for students at multiple
sites over hundreds of miles, allowing students to take courses close to where they live.
This allowed them to avoid “traveling long distances [and] leaving work and family”
(Anderson, Banks, & Leary, 2002, p. 165). There are several other advantages of ITV
courses. Most people have watched television so they are familiar with the medium.

Complex or abstract concepts can be shown through the combining of motion and
visuals. Events can be captured and relayed as they happen because time and space can
be collapsed. ITV can be effective in the introduction, summary, and review of concepts
and can also be used to motivate students (Distance education at a glance – guide 5:
instructional television). Interactive video also allows “real time” connecting of students
and instructor at different sites and allows experts to speak from different geographical
locations (Distance education at a glance – guide 10: interactive videoconferencing in
distance education).
However, there are also limitations to ITV. For starters, it is very expensive to
operate. It is also time consuming and technically demanding to produce and may
require special facilities and staff at each site. Most prepackaged ITV courses may not be
able to serve special needs students due to the mass media approach to instruction. If
interaction is not built into the course, the instructional effectiveness is limited (Distance
education at a glance – guide 5: instructional television). Some studies have listed
additional drawbacks such as limited instructor interaction, feedback delays, and the
inability on the instructor’s part to monitor verbal and nonverbal student cues (Anderson,
Banks, & Leary, 2002).
Web, or online, courses are classes that are offered through the internet. The
student needs access to a computer, web browser, and an internet connection (University
of Wisconsin-Extension Distance Education Clearinghouse, 2005). There are many
advantages to using computers in distance education. Students may use self-paced
learning and can often receive immediate feedback and reinforcement. Computers also
allow students to work with a variety of media including graphic, print, audio, and video

within a single lesson. By using computers, students have increased access wherever
they are. Because of this some programs are offering complete degrees via online
courses (Distance education at a glance – guide 6: computers in distance education).
Yet using computers can also have drawbacks. Computer network development
is expensive and technology that is used is changing rapidly. Another drawback is that
not every potential student is computer literate, and some do not have computer or
internet access readily available. Additionally, students must be motivated and
“proficient in computer operation” before they can successfully complete an online
course (Distance education at a glance – guide 6: computers in distance education).
Students must also be self-disciplined and have “well-established organizational skills…
[and] study skills” (Greer-Pitt, 2001, p. 4).
“Distance education availability, course offerings, and enrollments increased
rapidly” during the 1990’s. Two- and four-year “degree-granting institutions offering
distance education courses rose from 33 to 44 percent between 1995 and 1997” (Sikora,
2002, iii). Among undergraduate students who were enrolled in distance education
courses during 1999-2000, 37 percent were enrolled in live TV or audio courses and 60
percent were enrolled in internet courses (Sikora, 2002, v). Of these students, it was
found that females were more likely than males to participate in distance education
courses (Sikora, 2002, iv). Rovai and Baker also noted that “gender … is an area worthy
of… consideration, especially since distance education has been extensively marketed to
women ever since correspondence course days” (2005, p. 32). Gender differences were
also found in a study conducted by Temple and Lips (as cited in Huang, 2002) pertaining
to attitudes toward and involvement with computers. Males were reportedly more

comfortable and confident with computers and had more computer skill experience than
females. Although men sent more messages in the online courses studies, females were
more likely to contribute to online interactive messages.
Sikora (2002) found that distance education students are more likely to be those
who are pressed for time, such as parents or full-time workers, or those who have to
commute long distances. Age may also play a factor. “Undergraduates age 24 and over
[are] more likely than students under 24 to participate” in distance education courses (p.
5). Bulkeley (1999) agrees, stating that “most of the students taking Web courses are
what online-school administrators call ‘adult learners’, or students over 24 years old” (p.
R18). Willis (as cited in Huang, 2002, p. 408) found that “students over 30 and under 50
years old are most likely to complete a distance course successfully”.
Purpose of the Study
The purpose of this study was to examine whether gender, age, job category, work
experience, and learning style influenced an undergraduate student’s preference for
distance education, Web, or ITV courses in a specific cohort of students in the
Department of Rehabilitation, Human Resources, and Communication Disorders at the
University of Arkansas. It is hypothesized that neither gender, age, job category, work
experience, nor learning style will affect students’ preference for distance education,
Web, or ITV courses.
Method
Participants
Fifty undergraduate human resource development students who had completed 1
ITV course and 1 web course were invited to participate in this study. Thirty-nine (78%)

chose to participate. Participants were categorized according to age groups of 25-34, 3544, 45-54, and 55 or over. Job categories were classified as management, clerical,
education/health, administration, and miscellaneous which included professions in sales,
human resources, technology, public service, and trades. Participant work experience
was classified by 1-10, 11-20, 21-30, and 31-40 years of experience. Learning styles were
self-identified as auditory, visual, and tactile/kinesthetic.
Materials
A survey, designed by the researchers, was given to the students. Of 34
questions, 9 were about distance education in general, 10 were specifically about the
student’s ITV experience, 14 were specifically about their Web-based experience, and 1
asked whether they preferred Web-based or ITV courses. A Likert scale of 1 to 5 was
used with 1 representing strongly disagree and 5 representing strongly agree.
The survey included items about the benefits of distance education, such as
convenience of class location and scheduling; negative aspects, such as difficulty of
interaction with other students and instructors or anxiety created by use of technology;
presentation of class materials such as amount of material covered, organization of
content, or variety of class activities; the learning environment, such as dealing with
distractions during class; level of self-direction required by learners; expectations for
classes; and level of learning.
Procedure
The Likert survey was administered to students at the end of the fall 2004
semester. The survey was emailed to students and they could submit it by email or postal
mail. Extra credit points were assigned to those who completed the survey.

Results
Demographics
Of the 39 students who participated in the study, 11 were male and 28 were
female. This reflects the findings by Sikora (2002) that females are more likely to
participate in distance education.
During one of the classes, the topic of learning styles was introduced to the
students. Students read information about learning styles and completed a short learning
style inventory. Based on this experience, participants reported their preferred style on
the questionnaire. Only 2 students reported an auditory learning style, while 20 reported
visual and 15 reported tactile learning style.
The age of participants ranges from 25 to over 55 years of age. Eight students
were 25 to 34 years of age, 17 were 35 to 44 years of age, 11 were 45 to 54 years of age
and 3 were over 55. All of the participants were nontraditional student.
Seven participants classified their job as management. Six participants were
clerical, 8 were education/health, 7 were administration, and 11 were employed in
miscellaneous jobs such sales, human resources, technology, public service, and trades.
The majority of participants had extensive work experience. Years of work
experience ranged from 1 to 40 years. Eight has been employed from 1 to 10 years, 15
from 11 to 20 years, 12 from 21 to 30 years, and 3 from 31 to 40 years.
Gender and Distance Education Experiences
Females rated their experience slightly higher than males in all 3 areas—distance
education, ITV and Web (see Table 1).

Table 1
Gender and Distance Education Experiences
Gender
n
Male
Female

11
28

Distance
Education
Standard
Mean
Deviation
4.62
0.31
4.73
0.30

ITV
Mean
4.24
4.39

Standard
Deviation
0.36
0.48

Web
Mean
4.32
4.34

Standard
Deviation
0.37
0.46

Results were also analyzed using an independent-samples t-test. This analysis
revealed a nonsignificant difference between the two groups in all areas (distance
education, t (36) = -0.93, p = 0.3593; ITV, t (37) = 0.56, p = 0.5794; web, t (35) = -0.13,
p = 0.8947).
Learning Style and Distance Education Experiences
Most participated indicated they were visual or tactile learners. The tactile
learners rated their experiences slightly lower than the visual learners (see Table 2).
Table 2
Learning Style and Distance Education Experiences
Learning
Style
Auditory
Visual
Tactile

n

2
20
15

Distance
Education
Standard
Mean
Deviation
5.0
0.00
4.73
0.27
4.59
0.34

ITV
Mean
4.60
4.43
4.31

Standard
Deviation
0.57
0.42
0.46

Web
Mean
4.85
4.43
4.11

Standard
Deviation
0.22
0.41
0.40

Results were analyzed using a one-way ANOVA. This analysis revealed a
nonsignificant learning style effect for distance education and ITV (distance education
courses, F (2,33) = 2.02, MSE = 0.09, p =0 .1485. ITV, F (2,34) = 0.58, MSE = 0.20, p =
0.5680).

For the category Learning Style and Web Courses, the ANOVA procedure found
significant difference (Web, F (2,34) = 0.02, MSE = 0.16, p = 0.0213), however the
Tukey HSD test did not. This can be explained by the presence of a very small number
(2) of auditory learners who rated Web questions 20 through 33 high (M = 4.857) on the
Likert scale.
Age and Distance Education Experiences
Participants who were 45 to 54 years of age had slightly less positive ratings of all
areas (see Table 3).
Table 3
Age and Distance Education Experiences
Age

25 to 34
35 to 44
45 to 54
55 or over

n

8
17
11
3

Distance
Education
Standard
Mean
Deviation
4.85
0.37
4.76
0.32
4.64
0.21
4.94
0.08

ITV
Mean
4.38
4.50
4.30
4.50

Standard
Deviation
0.36
0.52
0.40
0.46

Web
Mean
4.40
4.35
4.22
4.69

Standard
Deviation
0.42
0.42
0.47
0.44

Results were analyzed using a one-way ANOVA. The analysis revealed a
nonsignificant age effect for all areas (distance education, F (3,34) = 1.27, MSE = 0.09, p
= 0.2989; ITV courses, F (3,35) = 0.49, MSE = 0.20, p = 0.6894; web courses, F (3,33) =
0.78, MSE = 0.19, p = 0.5114).
Job Category Distance Education Experience
All participants rated all areas high regardless of job category (See Table 4).

Table 4
Job Category and Distance Education Experiences
Job Category

n

Management
Clerical
Education/Health
Administrative
Miscellaneous

7
6
8
7
11

Distance
ITV
Web
Education
Standard
Standard
Standard
Mean
Mean
Mean
Deviation
Deviation
Deviation
4.67
0.33
4.43
0.49
4.46
0.46
4.63
0.23
4.10
0.49
4.37
0.47
4.86
0.19
4.44
0.44
4.56
0.44
4.64
0.38
4.44
0.42
4.32
0.44
4.67
0.34
4.55
0.39
4.14
0.37

Results were analyzed using a one-way ANOVA. This analysis revealed a
nonsignificant job category effect for all areas (distance education, F (4,33) = 0.72, MSE
= 0.09, p=0.5847; ITV, F (4,34) = 1.05, MSE = 0.20, p = 0.3961; web, F (4,32) = 1.07,
MSE = 0.19, p = 0.3859)
Work Experience and Distance Education Experiences
All participants rated all areas high regardless of years of work experience (See
Table 5).
Table 5
Work Experience and Distance Education Experiences
Work
Experience

n

1 to 10 years
11 to 20 years
21 to 30 years
31 to 40 years

8
15
12
3

Distance
ITV
Web
Education
Standard
Standard
Standard
Mean
Mean
Mean
Deviation
Deviation
Deviation
4.58
0.37
4.35
0.31
4.44
0.43
4.81
0.24
4.50
0.55
4.39
0.40
4.60
0.33
4.42
0.40
4.17
0.50
4.74
0.32
4.03
1.50
4.41
0.51

Results were analyzed using a one-way ANOVA. This analysis revealed a
nonsignificant work experience effect (distance education courses, F (3,33) = 1.61, MSE
= 0.09, p = 0.2066; ITV courses, F (3,34) = 0.98, MSE = 0.20, p = 0.4128; web, F (3,32)
= 0.73, MSE = .20, p = 0.5396).
Discussion
Results of this study are consistent with the hypothesis, showing that in this
sample of students, gender, learning style, job category, and work experience do not
significantly influence their preference of distance education, ITV, and web courses for
the participating subjects.
Overall, the participants in this study rated distance education, whether by ITV or
web, positively.

When asked to choose their preferred method of distance education, 34

indicated web (87%), 2 chose ITV (0.05%) and 3 indicated both (0.08%). It is clear that
students prefer the convenience and format of web classes.
Some comments offered by participants of the study included:
“Web works better for my schedule. Not having to drive to class is a big benefit.”
“Web class fits my extremely busy schedule because I can work from home.” “It gives
me time to work when I want and doesn’t interfere with my family.” “I can do my
assignments at my own pace and get ahead when there is a need.”
“I find it easier to post on the discussion board to express my thoughts. And I
have time to think things through before posting. I’m the type that needs to mull things
over.” “I have more time to express my answer [with web] without being put on the
spot.” “I think it very effective because you have to do research on your own.”
“Students have more work [in web classes] but it is well worth it.”

“I was not prepared for the web class. I felt lost at first. Once I became familiar
with posting assignments on Blackboard, I felt better.”
“Visual is my preferred method of learning. I like seeing the teacher [on ITV]. It
also forces my self-discipline.” “I like to look at an instructor.” “I enjoy working on
various assignments with our group and presenting to other groups [on ITV].”
To improve this research in the future, a larger random sample of students
enrolled in Human Resources distance education courses should be used. With such a
small number of participants, the study was not representative of the entire population of
distance education students with regard to gender, learning style, job category, and work
experience.
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THE TRAUMATIC BRAIN INJURED STUDENT

Abstract:
The purpose of this paper is to provide teachers, support staff, administrators and
families with an overview of traumatic brain injury. The neurophysiology of the brain in
relationship to learning difficulties that may occur in the classroom, (memory, cognition,
behavior) allows the challenges confronting these students to be more understandable. The
basic principles of neuronal damaged through first hand accounts, and explanations of
basic brain physiological, allows a cross disciplinary view of the TBI student. Thus
principles of neurophysiology and the relationship to the learning process aid in showing
the definite relationship between acquired and congenital learning difficulties.

The hardest thing to understand is why we can understand anything at all.
- Albert Einstein

I have worked in the field of brain injury as a front line teacher and researcher for
over ten years. Unlike most rehabilitation or teaching positions, I taught a group of
students a regular curriculum, if somewhat modified at different grade levels depending on
their educational level. The mandate of the program I worked at was to have these brain

injured, children and young adults achieve appropriate grade levels or functional academic
levels in math and language arts. Many of these students were able to reach this and
beyond, while others struggled. Why this occurred and my search to understand learning
and memory is at the core of my research.
It is also important to note that four million people a year in North America have
serious accidents that result in brain damage. (NINDS, 2004). Ten years ago, nearly all
of those survivors would have died. The medical technology has grown in leaps and
bounds in the past decade, and as a result the educational component for relearning is
nearly nonexistent because there was no need for that type of rehabilitation. Rehabilitation
consisted of physical therapy and special education cognitive rehabilitation. Indeed, to this
day, much of special education is aimed at elementary based teachers with training in
behavior modification. That type of intervention for brain injured survivors is in desperate
need of advancement. The study of brain injured survivors also gives us a unique glimpse
into how the brain and mind work. As well, the classroom allows a more natural
environment to observe information from rather than a purely clinical facility. The
students in the Life Skills Brain Injury program are there from six months to two years,
learning and sharing information with one another under the supervision of a teacher, not a
research scientist.
As a teacher, I was the participant observer. I was observing the academic
upgrading of the students in the classroom, which included mathematics, language arts,
and social studies. I was also observing the students to see what impact the learning
practices had on memory as well as the overall self image, motivation and “healing” of the

brain injured student. Healing refers to recovering memory together with the positive
awareness of the psychological and the social self. Qualitative researchers are
philosophers in the “universal sense in which all human beings are guided by highly
abstract principles.” (Bateson, 1992, p.320).
The walking wounded is a term often used to refer to brain injured individuals. The
following narratives are good examples of what occurs after a brain injury.
“In many ways, I feel like that ancient mariner: there is an albatross around
my neck too. When I began recovering from my accident, it would hang in
front of my legs, tripping me up when I tried to more forward. I would fall,
both metaphorically and literally. I often stumbled and hurt my self. To this
day, I still bear some emotional and physical scars. The early stages of my
recovery were the most difficult: sometimes the pain was overwhelming. I had
not asked for this punishment, nor did I deserve it. I could not understand. I
might have broken down completely - but I had forgotten how to cry. I did not
know what to do or where to go. Could this be life?” (Blanche, 1998, pg.70).
“After the accident my major deficit physically was not being
able to walk, due to the loss of the use of my left side as well as
weakness in my right side. Talking was a real chore for me, and my
short-term memory was far below normal.
As time went on I left the rehabilitation centre, I still had a lot of
frustrations and a low-tolerance level, even though I could not see this
or admit to it. But, this has greatly improved as I have had to learn how

to handle certain situations differently and to adjust and cope with them.
The key words are ‘trying to accept my new life’. This so-called “new
me.” (Ottewell, 1998, p.23).
These two stories are all too typical of what occurs to individuals’ sense of
identity after a brain injury. They are also stories that effect me as well. As a teacher
working with brain injured students, the problems facing these individuals are not just
academic by nature. Teaching these students requires that you constantly take into
account the physical, psychological and social problems they face every day.
There are no support services for teachers working in this field as of this
writing, no principals or teachers with special training to assist in dealing with the
problems facing these students or the teacher. The few teachers working in this new
field work in predominately medical facilities with nurses, aids, and physical
therapists. Even the internet only offers the medical perspective on brain injury. I
have tried many times in graduate studies to share my stories with teachers and
professors, to get feedback and ideas. Usually, I get a frightened face looking back at
me. Working with the dead brought back to life will do that. That is what the stories
starting this chapter are about, defeating death and coming back. But they’ve changed,
and it is the teacher they often look to for help. Except to help, teachers need to
understand these student’s new lives. The obstacles that affect learning and rebuilding
their lives are self-image and memory.
I think most teachers can help with self image. Knowledge is a great ego
booster. But memory, that is a whole different story. I needed to find out what it was,

and how it works. Most importantly, I needed to learn what effect a brain injury had
on memory.
Acquired Brain Injury
A brain injury occurs when the tissue of the brain is damaged or is unable to
function properly. (Higenbottam, 1998). Any traumatic injury such as vehicle accidents,
falls, sport injuries, can cause a brain injury. However, loss of blood to the brain or
‘stroke’ is also responsible for a great many brain injuries. Tumors, drug overdoses, lack
of oxygen, and infections to the brain also result in brain injury.
It is the damage to the brain tissue which can affect memory. Memory is not
isolated in only one area of the brain; so much depends on the extent and location of the
injury. Also, the ability to think and reason, the senses, and the physical and emotional
elements of the individual can also be affected. Each injury is as unique in many respects
as the individual afflicted. This creates numerous obstacles for the teacher.
Much has been said about Alzheimer’s disease in recent years. I have been asked
numerous times that if Alzheimer’s affects memory, are there similarities between it and
brain injury. The memory difficulties are similar in some brain injured students and
Alzheimer’s survivors. Alzheimer’s attacks the brain in the temporal lobe, then spreads
into the neocortex. (Martin, 1994). This causes all aspects of memory to be effected. A
brain injury is usually damage to a specific area, affecting only some elements of memory.
A global brain injury, where the brain is injured in nearly all areas is more similar.
However, the biggest difference is that Alzheimer’s is a disease. Its attack is slow and
methodical, while a traumatic brain injury is fast and immediate. The brain injured person

is often able to find ways of working around the damaged area through educational
upgrading and counseling. Alzheimer’s continues its relentless attack, making it far more
difficult to treat.
The most devastating element of an attack or damage to the brain is the loss of memory.
Having a student remember something is absolutely critical to learning. To understand
how the memory process works is important in that it can allow teachers to create and
modify curriculum to suit the students’ needs.
Firstly, it is important to get an understanding of the grey matter in our skulls in order
to better understand its role in the mysteries of the mind. The brain weighs approximately
three pounds, and is about the size of two fists put together and turned inward. The brain
is composed of a number of specific areas best explained by Paul MacLean’s triune brain
model. This is basically a three-layer hierarchical brain that has evolved. “Evolutionary
theorists believe that these structures developed because they were needed for survival as
animals faced more complex environmental demands.” (Smith, 1993).
The first and oldest part of our brain assembly is the reptilian brain or brainstem.
This area controls our lower involuntary system such as blood circulation, respiration, etc.,
our basic survival instincts, if you will. The paleomammalian brain, or limbic system,
developed around the reptilian brain and plays a strong role in our emotions and acts as the
coordinator of the central nervous system. This area is also important in that it contains
several important structures that influence learning and memory.
The thalamus integrates information from sensory organs to the cerebral cortex.
The hippocampus is critical to both short and long term memory. The amygdola is critical

to learning, it also associates events with emotions by linking sensory data to feelings (eg:
ignoring the feel of a comfortable sheet, but noticing the itch of a tag at the back of the
collar).
The neomammalian brain or neocortex is a series of folds and makes up the bulk of
the human brain. This region is divided into four lobes, each with its own properties and
functions. All four lobes are important, yet it is our frontal lobe that perhaps best explains
what makes us ‘human’. One prominent neurologist has suggested that the entire period of
human evolutionary existence can be considered the “age of the frontal lobe”. (Smith,
1993).
The frontal lobe is the source of adaptation and planning, it is the region that allows
us to express our ‘free will’, so to speak. Decisions are made based on current sensory
information. If the frontal lobe is damaged, a person may no longer be able to solve
problems or make decisions that were once second nature. For example, a client I taught
when working at the Life Skills Program for the Brain Injured could make a decision to
have a shower. However, the decision of when to get out could not be made, and he stood
in the shower for over an hour until a staff member noticed him in it. The temporal lobe is
where auditory centres are found. Language and sound production as well as language and
sound interpretation are held within this region.
Emerging thoughts are processed here as well. The parietal lobe is responsible for actions,
motions, and emotions. The occipital lobe is located at the back of the brain, and this is
where visual information is processed and stored. An example of damage to this area is a
client I taught who had suffered a blow to the back of the head and become legally blind.

His eyes were undamaged, but his ability to process visual data was destroyed.
Exactly how is information transmitted between the three main areas of the brain,
and the regions of the neocortex? The brain is made up mostly of neurons (nerve cells)
and glial support cells. The glial cells are the structures that shape the formation of the
brain; they help in forming part of the blood-brain barrier. That is to say, they stop
dangerous molecules found in the blood from entering the brain. They also aid in the
transmission of molecules released by neurons that transmit messages to other cells.
Neurons are nerve cells that constantly receive and send messages to other cells in
the body. Our brain contains tens of billions of these cells, and if damaged, many
cognitive difficulties arise, as well as extreme headaches as a result of neural tearing. The
neuron will send a message if the right chemical interaction takes place. These chemical
molecules are called neurotransmitters. Some of the most common known
neurotransmitters are adrenaline, dopamine, acetylcholine, and serotonin. Even as lay
people, we have heard about such chemical agents, basically they carry out the
communication between neurons. The small area between the neurons is called the
synapse. The neurotransmitters allow the two nerve cells to communicate. It is now
known that there are more than fifty neurotransmitters and possibly many more. How do
neurons know what messages to take in or disregard? “Though neurons are always firing
and incoming signals merely cause it to fire at a faster or slower rate, the neurotransmitters
either excite or inhibit the message to the neuron, do or don’t do. (Popper, 1995).
Interestingly, the parts of the cerebral cortex that make up the human brain look
much alike; in fact, they look the same as the brains of different animals. So why don’t

humans and animals have the same mental activity? Psychologists David Rumelhart and
James McClelland state, “The only reason that humans are smarter than rats is that our
networks have more hidden layers between stimulus and response and we live in an
environment of other humans who serve as network trainers.” (Rumelhart, 1994). Also,
they make the claim that the simple neural networks, by themselves, account for most of
human intelligence. We have more neurons to connect with. Furthermore, man, along
with most primates, has more visual areas in the brain which link up with our frontal lobe.
Our brain is quite sophisticated visually, more than many other animals in terms of our
ability to perceive depth, colour, motion and visually guided touching. Our eyesight may
not be as good as other primates, but the areas of our brain that process visual stimuli to
language and complex-form processing are larger. Also, the frontal lobe areas responsible
for planning and thought are about twice as large as an ape.
What seems to distinguish us the most from other primates is the patterns of
connections between the neurons. Little is known about the functioning micro circuitry of
the human brain, however, since the numbers of people surviving brain injuries is
increasing, we can now get a better understanding of how we learn, think, and remember.
Because different areas have been damaged, our ability to study the brain’s functioning
process, via the educational setting can indeed break new ground. What is being learned
about the way in which the brain circuitry functions, allows a clearer view of how memory
and learning take place. This intern allows us to better understand problems that students
with traumatic brain injuries face, as well as other individuals face in demographic groups
such as autism, ADHD, and other cognitive learning disabilities. It is time for educators to

become directly involved in the understanding and research of the human brain.
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Panel Session Abstract
This panel session reports on the process through which a college of education changed a
master's program in literacy education from an on-campus system to distance education.
Historically, this Masters of Arts in Literacy Education was an on-campus program that
experienced declining enrollment due to reductions in funding support for full-time students,
changes in accessibility to higher education across the state, and variables that encouraged
teachers to access professional development from within their individual districts. The change
process involved in reshaping this master’s program led to a multifaceted reorganization of
curriculum, delivery, recruitment, and instruction. The change in the curriculum design of the
literacy education program was influenced by the change in the delivery system of the program
to distance education over the Iowa Communication Network (ICN) – a fiber optics televisionbased real time system of instruction, coupled with the reorganization of the program to a cohort
system within a clearly defined curriculum. Multiple changes also occurred in instructional
planning and delivery using various technological components (such as WebCT, web page
creation for providing course-related samples and practice, and the ICN elmo, computer and
video components). Recruitment and graduation data along with student evaluation of the
program suggests the changes overall to a Distance Education approach have created a very
successful literacy education graduate program. Panel participants will provide specific
successful instructional changes used in the new delivery system for this master’s program
through Distance Education, and will also highlight issues and concerns that are inherent in such
a system.
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Investigating the Meaningfulness of Preservice Programs Across the Continuum of
Teaching in Science Education: The IMPPACT Project
John W. Tillotson & Monica J. Young
Department of Science Teaching
Syracuse University
Theoretical Framework
Over the past decade, the effectiveness of university-based preservice teacher education
programs has been the subject of an intense national debate. Even with the long history
of science teacher preparation programs in the United States, research on the specifics of
these programs is neither accessible nor diverse (Anderson & Mitchener, 1994). In fact,
Anderson and Mitchener further contend that past research has produced little
information about how individuals become science teachers, focused too narrowly on the
problems of science teacher preparation, and offered few, if any, useful solutions. The
overall lack of useful research suggests that current science teacher education programs
and practices are not based on sound evidence and that an urgent need exists to better
understand how these programs and practices ultimately influence teachers’ beliefs,
classroom performances, and K-12 student learning (Adams & Tillotson, 1995; Craven &
Penick, 2001; Goodlad, 2002; Luft, Roehrig, & Patterson, 2003; Schalock, 2004).
If the true efficacy of traditional teacher education programs in the development of
science teachers is to ever be accurately determined, researchers and practitioners must
work toward establishing a solid research base that critically examines the linkages
between teacher preparation, classroom instruction, and pupil learning. A better
understanding of the connections among teaching, learning, and the K-12 school
environment can act as a lens to guide practice and feed information back into existing
teacher education programs to improve their quality (Schalock, 2004).
The NSF funded IMPPACT Project represents a multi-university, collaborative research
study involving three doctoral-granting institutions from geographically diverse regions
of the United States. The purposes of this concurrent, mixed methods study are: 1) to
better understand secondary science teachers’ learning of content and pedagogy over time
as a result of key interventions within these preservice science teacher preparation
programs; 2) to assess the subsequent impact of this learning on their classroom teaching
and 7-12 grade student achievement gains in science; and 3) to determine what factors
significantly influence secondary science teachers’ beliefs and classroom practices
following graduation from these preservice preparation programs. An emphasis is being
placed on examining how formal and informal learning experiences in science teacher
education—in both pedagogy courses and subject matter courses—affect science
teachers’ knowledge, beliefs and classroom practices, including student learning
outcomes in middle and secondary science courses.
Methodology
Interdisciplinary research teams consisting of science teacher educators, scientists and
doctoral research associates at each of the three universities are participating in the fiveyear study. In addition, a Panel of Experts comprised of nationally renowned scholars,
researchers and 7-12 practitioners and administrators with expertise in teacher education,
professional development, large-scale qualitative and quantitative research design,
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cognitive sciences, and the natural sciences are providing ongoing technical assistance to
the project researchers. These three universities were chosen as research sites for a
number of reasons. Each of these preservice programs has an undergraduate and
graduate certification degree option, requires extensive science content coursework,
features multiple science methods courses, requires field placements at multiple grade
levels in socio-economically and culturally diverse schools, offers specialized courses in
technology, assessment or science-technology-society applications, and has a strong
nature of science component within the overall program. The rich array of program
features in common across these three institutions will allow for strategic within and
cross-site comparisons to be made related to each research question.
The IMPPACT project seeks answers to the following research questions:
1.
How do specific interventions within preservice science teacher preparation
programs (e.g. multiple science methods courses, diverse field placements, nature of
science coursework, science research experiences, advanced science content coursework,
specialized applications courses, the creation of a research-based rationale for teaching,
and the systematic and extensive use of appropriate technology to enhance learning)
impact the development of secondary science teachers’ content and pedagogical
knowledge?
2.
What impact do these specific interventions have on secondary science teachers’
beliefs about effective instruction as they progress through the stages of the teacher
professional continuum?
3.
To what extent do secondary science teachers demonstrate classroom practices
that are consistent with their beliefs about effective instruction as they advance through
the preservice preparation program and into full-time teaching?
4.
How closely do the knowledge, beliefs and practices of secondary science teacher
graduates of these preservice programs correlate with the science achievement gains of
their 7-12 grade students?
5.
What changes occur in secondary science teachers’ beliefs and practices when
they are confronted with external factors (e.g. standardized testing, state-mandated
curricula, school culture) during the early stages of their careers, and how do these factors
influence ongoing professional development needs and retention rates?
In order to empirically investigate each of the research questions posed in this study, a
longitudinal design involving a concurrent, mixed methods approach has been employed
(Creswell, 2003). The rationale for this type of design is that it allows project researchers
to better understand the overall impact of these preservice programs by triangulating both
broad numeric trends from the quantitative data with the rich, in-depth detail provided by
the qualitative component of the study. The quantitative measures in this project will
provide information concerning patterns and trends in the pools of data, while the
qualitative measures will allow for a careful and detailed analysis of individual teacher,
student and program outcomes.
The study is specifically targeted at investigating the longitudinal impact of preservice
science teacher education program learning experiences on middle and secondary science
teachers (N=120 science teachers overall) and their students (grades 7-12) across critical
stages of the teacher continuum including: 1) upon entry into science teacher education;
2) during the candidacy stage of science teacher education programs including the
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associated field experiences; 3) during the early induction years as a new science teacher
(years 1-4); and 4) during the post-induction stage of science teaching (years 5+).
Multiple, repeated surveys, in-depth interviews, classroom and field observations, artifact
collection, and samples of both teacher and student work provide the bulk of the research
data necessary to systematically and thoroughly answer each of the research questions.
The surveys and 7-12 grade student achievement data are being analyzed using both
descriptive and inferential statistical methods.
The qualitative sources of data are being subjected to a rigorous analytic induction and
comparative analysis process using a grounded theory approach by way of the constant
comparative method (Bogdan & Biklen, 1998; Glaser & Strauss, 1967; Yin, 2000). This
ethnographic case study approach to examining the qualitative data allows for a form of
non-statistical generalization to occur as each source of data is triangulated with multiple
sources of information gathered through a variety of measurement tools (NRC, 2003).
The data are being analyzed and checked against identical pools of data from the three
different research sites. All data collection and analysis protocols are being uniformly
implemented across the three university research sites.
Format of the Presentation
The presentation will focus on the IMPPACT Project as a framework for studying the
role of preservice programs in science teacher development. The preliminary results of
the pilot study conducted during the first year of the project with a sub-sample of 12
science teachers will be shared as they pertain to the differences in beliefs and practices
displayed by science teachers representing various experience levels. The remaining
portion of the presentation will be devoted to an open discussion of the issues involved in
research on preservice science teacher education programs and science teacher
development over time.
Relevance to Science Education
The IMPPACT Project research provides insight into the unique developmental process
that occurs during the preservice, induction, and post-induction years related to teacher
behaviors and beliefs, as well as how skills, beliefs, and knowledge intertwine. The
research study also examines how the enculturation process for beginning science
teachers within schools influences their beliefs and actions over time. This knowledge
will directly inform science educators with regard to building systems that address low
teacher retention (Ingersoll, 2001), and help them create successful professional
development programs that improve teaching in large numbers of classrooms (Elmore,
1996). The data gathered in this study will enable researchers to make careful within and
cross-site comparisons of science teachers’ beliefs and practices so that correlations can
be drawn between preservice program interventions, effective classroom performance in
middle and secondary science, and pupil learning gains. By gathering achievement and
classroom learning environment data from 7-12 grade students in these teachers’
classrooms, researchers will be able to profile the ways in which science teacher
education programs connect with student learning in science based on the knowledge and
skills that are developed during the preservice program and later during the induction and
post-induction periods.
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Pre-School Science and Early Literacy Development
Kay Timme, William C. Ritz & Maureen McMahon
“If a child is to keep alive his inborn sense of wonder . . . he needs the companionship of a
least one adult who can share it, rediscovering with him the joy, excitement and mystery of the
world we live in.”
Rachel Carson, 1956/1998
The Sense of Wonder
New York: Harper and Row
Those who actively engage young children in science activities soon discover that more than
science is going on. If the activities are carefully chosen and appropriately presented, one can
observe a number of remarkable changes in the young “scientists” as they explore the world
around them. Some examples of behaviors which can typically be observed include children:
$
$
$
$
$

talking enthusiastically with adults and other children about their observations;
describing objects and events both orally and through drawings;
counting and measuring things in very simple but effective ways;
displaying increasing eagerness to learn more and more, and
using newly acquired words as they share their insights with others.

Teachers everywhere who engage young children in developmentally-appropriate, inquiryoriented science activities substantiate these observations. Furthermore, it is clear that these
types of child behaviors are among those typically cited as goals of “literacy development”
programs. As a result, it appears to many of us that appropriately-presented science activities
can help children attain the kinds of language and literacy skills they need as they enter a lifetime
of learning.
This paper explores possible links between a pre-school science program which has been
developed at California State University, Long Beach and what is often termed “early literacy
development.” We will describe “A Head Start on Science,” and its various components,
provide an analysis of how its activities relate closely to elements of a child’s early literacy
development, and will in closing call for the kinds of research we believe are needed in order to
answer questions about we believe is the close relationship between age-appropriate “sense of
wonder” science and a child’s growth toward achieving early literacy and an ongoing eagerness
to learn.
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Pre-School Science and Early Literacy Development
“If a child is to keep alive his inborn sense of wonder . . . he needs the companionship of a
least one adult who can share it, rediscovering with him the joy, excitement and mystery of the
world we live in.”
Rachel Carson, 1956/1998
The Sense of Wonder
New York: HarperCollins Publisher, Inc.
Introduction
Those who actively engage young children in science activities soon discover that more than
‘just science’ is going on. If the activities are carefully chosen and appropriately presented, one
can observe a number of remarkable changes in the young “scientists” as they explore the world
around them. Some examples of behaviors which can typically be observed while watching
children engaged in science activities include children:
•
•
•
•
•
•

describing objects and events both orally and through drawings;
counting and measuring things in very simple but effective ways;
talking enthusiastically with adults and other children about their observations;
using newly acquired words as they share their insights with others;
asking questions about what they observe, and
displaying increasing eagerness to learn more and more.

Teachers who engage young children in developmentally-appropriate, inquiry-oriented science
activities substantiate these observations. Furthermore, it is clear that these types of child
behaviors are among those typically cited as goals of “literacy development” programs. As a
result, it appears to many of us that well-chosen and appropriately-presented science activities
can help children attain the kinds of language and literacy skills they need as they enter a lifetime
of learning.
This paper explores possible similarities and links between a pre-school science program – A
Head Start on Science - which has been developed at California State University, Long Beach
(CSULB) and activities and behaviors associated with what is often termed “early literacy
development.” We will describe CSULB’s A Head Start on Science, and its various
components, provide an analysis of how its activities relate closely to elements of a child’s early
literacy development, and will, in closing, call for the kinds of research studies we believe are
needed in order to answer questions about the relationship between age-appropriate “sense of
wonder” science and a child’s growth toward achieving early literacy in conjunction with an
ongoing eagerness to learn.
A Head Start on Science — Sense of Wonder Science for Young Children
A Head Start on Science (HSOS) is a professional development initiative for preschool
teachers, regardless of program setting (e.g., Head Start, pre-kindergarten), AND a science
curriculum for preschool/Head Start children. This project prepares preschool teachers to “foster

a lifelong interest and enthusiasm for science among the children with whom they work” (HSOS,
2003). HSOS was developed in 1996 by the Department of Science Education at California
State University, Long Beach (CSULB), in cooperation with the Head Start program of the Long
Beach Unified School District, funded by a grant from the Head Start Bureau (Administration on
Children, Youth, and Families, U.S. Department of Health and Human Services, # 90 CD-1119).
HSOS can be used effectively in conjunction with any early childhood framework, approach or
curriculum. The program materials consists of a teacher’s guide with a) an introductory section
to provide philosophy, background and instructional techniques, b) seven topic-based science
chapters with approximately 100 related activity plans, and c) embedded rich inquiry- and
process- based activity (lesson) plans, associated with each chapter and grounded in the needs
and interests of young children.
A Head Start on Science introduction information clearly outlines a set of beliefs about how
young children learn and grow. Belief statements include:
• Early childhood teachers build on the “sense of wonder” present in all children.
• Young children learn about science through play.
• Doing science comes naturally for young children.
For additional beliefs, see pages 8-9 of the teacher’s guide. These beliefs, the HSOS philosophy,
reflect the thinking of experts in the field of early childhood education and provide the
philosophical foundation for the activities. Activities are based on sound science content and
process skills, as well as age-appropriate pedagogy.
The HSOS introductory materials include:
•
•
•

•
•
•
•
•

Belief statements about science education for young children (p. 8-9);
Guidelines and specific examples for questioning and commenting during science activities,
with an emphasis on oral expression by the children (p. 11-13);
Overview of three dimensions of science processes: (1) types of processes - observation,
comparison, classification, communication; (2) engagement as “scientists – observing,
classifying, inferring, experimenting, communicating by doing”; and (3) “ways of processing
information” related to human intellectual development. (p. 14-16);
Documenting and communicating observations through simple graphing techniques that
work well with young children (p. 17-18);
Enhancing children’s learning with science teaching display boards (p. 19);
Basic materials list (p. 20-21);
Guidelines for using the activities (p. 22-23); and
Connecting HSOS with the Head Start Child Outcomes Framework (p. 23-31).

A Head Start on Science chapters and activity plans are categorized into seven topic areas: The
Five Senses, Weather, Physical Science, Critters, Water and Water Mixtures, Seeds, and Nature
Walks. Each of the sections includes numerous lesson plans. For example, in the topic area of
the Five Senses, some of the available activity lesson titles include: Color Walk, Sound: Shake,
Rattle & Roll, and Matching by Touch. Every activity offers opportunities for children to
explore the natural world through sensory observations. During the activities, children will: use

tools to extend their senses; ask questions and state observations related to their observations;
and begin to test observations, draw conclusions, and form generalizations. As teachers
implement the HSOS activities, children develop concepts about the natural and constructed
environment (e.g., Nature Walk, Adopt a Tree, Shape Walk), and learn to identify components of
the natural world such as rocks, soil, and water (e.g., Absorbing Water, My Favorite Rock). The
activities provide opportunities for children to observe and describe changes (e.g., My Shadow,
Bubbles Raising Raisins, Water Painting); name organisms (e.g., Roy-Poly Sow Bugs, Meal
Worms); observe cycles and structures (e.g., Growing Bean Sprouts); and describe patterns that
help predict what will happen next (e.g., Mixing Colors). As children experience the HSOS
activities, they learn the value of investigations as well as the skills to engage safely in
investigations in multiple environments. In addition to the activities, each topic area includes
correlations to the Head Start Child Outcomes, and family science extensions written in English
and Spanish.
Each of the Head Start on Science activity (lesson) plans includes the following components:
•
•
•
•

•
•
•
•

•

Investigation: A brief description of the science activity, including the main point of the
investigation
Process skill(s): A list of the science process skills to be emphasized during the
investigation: observing, comparing, classifying, and/or communicating;
Materials: A list of all materials needed to complete the investigation
Procedure: A description of four steps for facilitating the investigation
- getting started (setting the stage, introduction to activity),
- questions and comments (examples of questions and comments to elicit
comprehension and language from the children),
- what children and adults will do (anticipated behaviors, with acknowledgment that
the children’s interests may lead the activity in a unexpected direction), and
- closure (ideas of how the investigation might end, including ways to communicate
findings
Follow-up Activity: Ideas for extensions of the science activity;
Center Connection: Ideas for linking the science activity to other curriculum areas, such as
art, mathematics, etc., and/or thematic centers;
Literature Connection: A list of children’s books related to the science activity;
Child Outcomes/Assessment: A correlation of the science activity to the Head Start Child
Outcomes Framework, including a list of anticipated outcomes and indicators (such as
“Science A-1: Begins to use senses . . . .”) as well as a continuum of child behaviors for
assessing “mastery” of the activity; and
Family Science Connections/Extensions: Simple, open-ended suggestions that can be
shared with parents to extend the science activity into the home. Plans are written in English
and Spanish.

All activities (lessons) in A Head Start on Science Teacher’s Guide were designed for preschool
children in any setting and have been successfully field tested and implemented in diverse early

childhood settings. Through extensive dissemination efforts (e.g., over twenty national
leadership teams, summer workshops for early childhood teachers, conference presentations),
hundreds of preschool teachers have participated in HSOS institutes and are successfully using
these activities in Head Start, pre-kindergarten and preschool classrooms across the country. The
activities can be implemented in any geographic setting, whether urban or rural, as the goal is for
children to learn to carefully observe and appreciate their surroundings, wherever they may live.
The topic categories included in the Teacher’s Guide are universal; the specifics and nuances of
the activity are intended to be modified by the teacher according to the specific environment in
which the children live and learn.
While the activities are designed for preschoolers in general, individual children at various levels
of development may require differing levels of support through selection and modification of
materials, “scaffolding” in verbal interactions or physical actions, and/or sequencing within an
activity. By emphasizing process skills, A Head Start on Science is accessible for almost every
preschool child, including those with cognitive or physical challenges. The activity plans are
flexible enough to support the teacher’s responsiveness to the children’s emerging interests
during investigations.
The HSOS Teacher’s Guide is the main tool for understanding and implementing the HSOS
philosophy, techniques and activities. There are currently no pre-packaged materials kits
associated with HSOS. However, teacher participants in the summer science institutes
conducted at CSULB and elsewhere do receive a “starter set” of science materials (e.g., balance
scale, hand lens, prism, etc.). In general, most of the equipment and materials necessary for
implementing the activities are already present in a well-equipped early childhood learning
environment. Consumable materials are readily available from local grocery or discount stores,
nurseries, and/or in children’s homes. A basic equipment list is included in the Teacher’s Guide,
and a chapter by chapter materials list has been developed by the Harris County Department of
Education (HCDE) in Houston, TX. (Timme, 2001)
The A Head Start on Science activity plans (described above) have all been aligned to the Texas
Pre-kindergarten Curriculum Guidelines for Science - including both process skills and science
content knowledge - and the Guidelines for Language and Early Literacy (see below), as well as
the Head Start Child Outcomes (see each activity plan).

Perceived Linkages between A Head Start on Science and Early Literacy
A Head Start on Science offers a multitude of opportunities for preschool children to develop
language and literacy knowledge and skills. Acknowledging the importance of oral language
development as the foundation for literacy development, the activities encourage children to talk
with each other and with teachers and parents about what they are doing and observing. As
children participate in the high-interest, daily life-related activities, they are eager to talk about

the processes in which they are engaged, as well as the outcomes of their investigations. They
are also eager to ask questions about what they see, hear, feel, taste and touch.
The activities in the Teacher’s Guide support oral language development (both receptive and
expressive), concept and vocabulary development, and literacy development. Children develop
increased oral fluency and learn new vocabulary as they engage in conversations with teachers
and peers during activities. As teachers extend the activities into print media by recording
observations and data, and reading related books, children develop an increased awareness and
understanding of how printed language works.
The activities help young children develop keen observation skills, especially looking and
listening skills, which are critical to the ability to distinguish similarities and differences in
printed letters and sounds in words. In addition, the HSOS activities offer the children sciencerich, exciting, engaging experiences. These experiences translate into meaningful events and
contexts for children to eventually read and write about as they grow in their print-related
literacy skills.
The activities of A Head Start on Science provide children with a variety of opportunities to:
• Develop phonemic, print, and numeracy awareness: Many activities (lessons) include
print activities such as making labels for displays, charts, class books, etc. Every HSOS
activity can be used as a springboard for all types of writing (i.e., modeled, shared,
interactive, and independent) and reading (read-aloud, shared, and independent)
activities.
For example, prior to “A Sound Walk” (Teacher’s Guide, p. 54), the teacher asks the
children to predict what types of sounds they might hear outside the school. The
children’s responses are listed on chart paper. During the walk, the teacher takes digital
photos of sources of sounds whenever possible. After the walk, the teacher refers the
children back to the chart, reading each prediction. Those predictions that actually
happened on the walk are left on the chart, while those that were not experienced are
marked through with a bold line on the chart. The observations are then converted into a
class-made big book titled “Our Outdoor Sound Walk” or “Sounds We Heard Outdoors”,
using the digital photographs or children’s illustrations. Each page can have a predictable
sentence frame such as “_______ heard _______ .” or “We heard ________ outside.”
With the help of the teacher the children can also count the number of times each sound
was heard and make a class tally sheet of sounds to be included in the book. This book
can be used for shared and independent reading activities.
As teachers construct text with children, their attention is drawn to the sounds of spoken
language (e.g., pauses between spoken words, initial/ending/medial sounds of spoken
words, etc.), and then linked to corresponding aspects of printed language. The graphing
suggestions provided on pages 17-18 and in subsequent activities in the teacher’s guide

are excellent for developing concepts about written language (e.g., concepts about print,
alphabetic principle, letter/sound correspondence), as well as mathematical concepts
(e.g., classification, counting, comparison of quantity).
• Understand and use language to communicate for various purposes: Every activity
plan encourages the development of receptive and expressive language skills, including
asking questions and making comments related to the topic of discussion, retelling the
sequence of events during HSOS activities, and composing sentences of increasing
length and grammatical complexity.
For example, during “Parachutes” (p. 70), children are asked to answer questions such as
“What happened when we let go of the parachute?” or “What makes the ball go up?” As
the children think about and discuss their explanations, their language development is
supported. As they respond the teachers ask them to provide examples of their
observations and support for their opinions, often including links to counting, measuring
and critical reasoning. A link to printed language can be made as the teacher records the
children’s reflections on the experience (e.g., “Today we played with the parachute. We
moved it up and down. The ball bounced high, but the bean bag did not. We felt air
moving, too!”). The teacher can add a photo of the children using the parachute or
children’s photos or drawings, and post the chart so that children can then engage in
independent reading with a pointer.
• Understand and use an increasingly complex and varied vocabulary: Every activity
plan offers an opportunity for the teacher to introduce new vocabulary used to describe
new objects, actions, processes and concepts present in the lesson. Many of the activities
will be “new” for the children, thus providing the opportunity for the children to learn
new words. As children engage in field experiences, they will be exposed to many
phenomena in the environment that will be described and better understood through their
own hands-on activities (the teacher should describe, explain, etc.). The activities are
designed to allow new vocabulary to be unveiled initially via children’s observations and
discussions; during the investigations and in discussions following the investigations the
teacher will introduce new vocabulary words and terms in an as needed fashion.
For example, during an activity on balance (p. 98), children will be exposed to words
such as “balance”, “weight”, “more”, “less”, “heavier”, and “lighter”. Attached to each
of these words is a conceptual understanding that can only be developed through direct
interactive experiences. The teacher can take photographs of the students as they use the
balance and label each with a description of what is happening (e.g., “Jan has more cotton
balls than beans on her balance.”). After completing an activity, teachers can ask the
children to use some of the “new” words as they describe and retell their investigation
ventures.

• Develop and demonstrate an appreciation of books: All activity plans include a list of
science-rich, activity-related literature suggestions that can be incorporated into the
classroom library, literacy table or science area. Teachers can use the selections for readalouds, story dramatizations, enrichment of content, etc. In addition, as the children
engage in constructing texts with the teacher during group or individual writing time,
they are creating additional reading material – some of it science related - for the
classroom. It is especially important that written materials and books with science themes
or topics be a part of the classroom environment as this will help the students link their
HSOS activities to everyday classroom elements and daily life.
• Progress toward mastery of the English language, if the child’s primary language is
a language other than English: All activity plans offer the opportunity for children to
learn new concepts and the corresponding words in their first and second language. Each
of the examples above can be applied to children’s first and/or second language. The
principles of language development, sound/symbol correspondence, phonemic
awareness, etc., are appropriate and applicable for all young children. ELD strategies
combined with HSOS materials can support all children in acquiring oral, written,
comprehension and numeracy skills in primary and secondary language.
Example: During exploration of indoor and outdoor environments, the adults and
children in those environments use language to describe and name objects (e.g., “This is
a shiny rock” or “Tiene antennas”), processes, changes, etc. Because the Spanish
language originates from the Latin and Greek languages, as does scientific language,
Spanish-speaking children are exposed to scientific terms as part of their everyday
language. As preschool teachers support and interact with children during activities,
cultural and individual preferences of each child must be considered. In addition,
teachers must understand how the English and Spanish languages are related/similar as
well as how they are different
As noted by early childhood reading specialists at Bank Street College (2005), children who are
in the early literacy stages – especially the emergent reading and writing stages – do not all
progress at the same rate or through a series of stages in any one particular order. But, in all
cases the goals of reading and writing fluency are the following:
• to become fluent and efficient readers and writers who can make sense of and convey
meaning in written language;
• to become thinkers and communicators who are actively reviewing and analyzing
information;
• to enjoy reading and writing; and,
• to feel successful as users of literacy for a variety of purposes.
In addition, it is necessary for the emergent readers’ background knowledge to be activated if
they are to get the most out of their reading trials and have the greatest opportunity to achieve
these goals.

Interesting is the close relationship between these literacy goals and the outcomes science
educators wish for early learners. Observers of the world around them; critical thinkers;
communicators; collectors, analyzers and interpreters of information and data, users of scientific
processes; and enjoyers of the doing of science – All these are among the goals science educators
have for science learners of all ages.
Most noteworthy is the notion that not only are the literacy and science goals closely aligned, but
science teaching and learning can provide the context for activating the child’s prior knowledge
of the world around them while also providing the setting for engaging, hands-on, minds-on
active-learning experiences. Johnson (1999) argues that science and mathematics have been
absent from early childhood settings for far too long often because educators felt that science
was too abstract for the young mind. However, recent developmental and cognitive studies have
shown that children are capable of concept-based theoretical learning, especially when offered
the learning opportunities in a constructivist way through young child-relevant experiences.
Bredekamp, et al (1992) say, “To learn something new, children must become aware, explore,
inquire, use, and apply.” They propose a framework for determining age-appropriate curriculum
which parallels the cycle of human learning – movement from awareness, to exploration, to
inquiry, to utilization. This is a movement that literacy educators would also greatly support.

The Texas Example: Pre-Kindergarten Guidelines for Language and Early Literacy and
HSOS Alignment:
We will use an example from Texas to showcase how the HSOS can support and align with early
language and literacy goals in early childhood preK settings. Every activity in the HSOS
Teacher’s Guide offers opportunities for addressing numerous PreK Guidelines for language and
early literacy in the state of Texas as stated in the State of Texas PK Guidelines,
“…these language and literacy accomplishments are best achieved through
activities that are integrated across different developmental areas:
cognitive development, fine and gross motor development, and social and
emotional development. It is important to consider native language,
augmentative communication, and sensory impairments in accomplishing
these guidelines.” (Texas PreK Guidelines)
Specific Language and Early Literacy guidelines targeted by or supported within the HSOS
activities include (those in bold font are addressed in every HSOS activity):
(1) Listening Comprehension
The child:
• listens with increasing attention
• listens for different purposes (e.g., to learn what happened in a story, to receive instructions, to
converse with an adult or a peer)

•
•
•
•

understands and follows simple oral directions
enjoys listening to and responding to books
listens to and engages in several exchanges of conversations with others
listens to tapes and records, and shows understanding through gestures, actions, and/or
language
• listens purposefully to English-speaking teachers and peers to gather information and shows
some understanding of the new language being spoken by others (ESL).

(2) Speech Production and Speech Discrimination
The child:
• perceives differences between similar sounding words (e.g., “coat” and “goat,” “three” and
“free,” [Spanish] “juego” and “fuego”)
• produces speech sounds with increasing ease and accuracy
• experiments with new language sounds
• experiments with and demonstrates growing understanding of the sounds and intonation of
the English language (ESL).
(3) Vocabulary
The child:
• shows a steady increase in listening and speaking vocabulary
• uses new vocabulary in everyday communication
• refines and extends understanding of known words
• attempts to communicate more than current vocabulary will allow, borrowing and extending
words to create meaning
• links new learning experiences and vocabulary to what is already known about a topic
• increases listening vocabulary and begins to develop a vocabulary of object names and
common phrases in English (ESL).
(4) Verbal Expression
The child:
• Uses language for a variety of purposes (e.g., expressing needs and interests);
• uses sentences of increasing length (three or more words) and grammatical complexity in
everyday speech
• uses language to express common routines and familiar scripts
• tells a simple personal narrative, focusing on favorite or most memorable parts
• asks questions and makes comments related to the current topic of discussion
• begins to engage in conversation and follows conversational rules (e.g., staying on topic and
taking turns)
• begins to retell the sequence of a story
• engages in various forms of nonverbal communication with those who do not speak his/her
home language (ESL)
• uses single words and simple phrases to communicate meaning in social situations (ES
• attempts to use new vocabulary and grammar in speech (ESL).
(5) Phonological Awareness
The child:
• becomes increasingly sensitive to the sounds of spoken words

•
•

begins to identify rhymes and rhyming sounds in familiar words, participates in rhyming
games, and repeats rhyming songs and poems
begins to attend to the beginning sounds in familiar words by identifying that the
pronunciations of several words all begin the same way (e.g., “dog,” “dark,” and “dusty,”
[Spanish] “casa,” “coche,” and “cuna” )

As the teacher incorporates print activities into HSOS activities (e.g., reading related books,
recording observations, labeling collections, incorporating science books into centers, etc.)
children have opportunities to accomplish the following Texas PK expectations:
(6) Print and Book Awareness
The child:
• understands that reading and writing are ways to obtain information and knowledge, generate and
communicate thoughts and ideas, and solve problems
• understands that print carries a message by recognizing labels, signs, and other print forms in the
environment
• understands that letters are different from numbers
• understands that illustrations carry meaning but cannot be read
• understands that a book has a title and an author
• begins to understand that print runs from left to right and top to bottom
• begins to understand some basic print conventions (e.g., the concept that letters are grouped to form
words and that words are separated by spaces)
• begins to recognize the association between spoken and written words by following the print as it is
read aloud
• understands that different text forms are used for different functions (e.g., lists for shopping, recipes for
cooking, newspapers for learning about current events, letters and messages for interpersonal
communication).
(7) Letter Knowledge and Early Word Recognition
The child:
• begins to associate the names of letters with their shapes;
• identifies 10 or more printed alphabet letters
• begins to notice beginning letters in familiar words
• begins to make some letter/sound matches;
• begins to identify some high-frequency words (age 4).
(8) Motivation to Read
The child:
• demonstrates an interest in books and reading through body language and facial expressions
• enjoys listening to and discussing storybooks and information books read aloud
• frequently requests the re-reading of books
• attempts to read and write independently
• shares books and engages in pretend-reading with other children
• enjoys visiting the library.
(9) Developing Knowledge of Literary Forms
The child:
• recognizes favorite books by their cover
• Recognizes favorite books by their cover;
• selects books to read based on personal criteria;

•
•
•
•
•
•

understands that books and other print resources (e.g., magazines, computer-based texts) are handled in
specific ways;
begins to predict what will happen next in a story;
imitates the special language in storybooks and story dialogue, and uses it in retellings and dramatic
play [(such as “Once upon a time…”)];
asks questions and makes comments about the information and events from books;
connects information and events in books to real-life experiences;
begins to retell some sequences of events in stories, and
• shows appreciation of repetitive language patterns..

(10) Written Expression
The child:
• attempts to write messages as part of playful activity
• uses known letters and approximations of letters to represent written language (especially
meaningful words like his/her name and phrases such as “I love you” or [Spanish] “ Te quiero”)
• attempts to connect the sounds in a word with its letter forms
• understands that writing is used to communicate ideas and information
• attempts to use a variety of forms of writing (e.g., lists, messages, stories)
• begins to dictate words, phrases, and sentences to an adult recording on paper (e.g., “letter
writing,” “story writing”).

Our correlations and perceptions about productive connections between “science well done” and
a child’s early literacy / language development are apparently not unique. Educators involved in
other early science curriculum efforts report similar perceptions. For example, Kathleen Conezio
and Lucia French, developers of “ScienceStart!” report that teachers using this program with
children from families with low incomes “find that an emphasis on hands-on science leads to
increases in children’s level of engagement in language use and language skills and in positive
peer interactions” (2002). Karen Worth, director of the Tool Kit for Early Childhood Science
Education at the Education Development Center has said, “We believe that children’s natural;
curiosity about how the world works is the perfect place for them to develop their intellectual
abilities and skills in language, mathematics, and other things.......Our belief is that science
education can be the basis for everything that children learn in school” (2003).
To paraphrase Cervetti, et al (2005) in their paper entitled, “Reading and Writing in the Service
of Inquiry-Based Science,” state and federal policies have for better or worse, marginalized
disciplinary curriculum including science, to a massive devotion to literacy teaching and
learning. Instead, the authors (in a project called Seeds of Science – Roots of Learning) urge that
language and literacy – like other discipline-related learning – to be regarded as a means to an
end, rather than an end unto itself. On a more equally valued footing within the early childhood
curriculum, science and literacy – along with the other disciplines – could be used concurrently
to enhance and increase overall children’s learning. These views and desires are not restricted to
the United States. Recently, the Welsh Assembly Government called for a significant change in
the way children from three to seven are to be educated, expressing concern that “very young
children are being introduced to reading and writing too soon” (BBC, 2003). Reading and
writing will emerge and learners will most often become fluent between the ages of 5 and 8 if we

are able to give them a rich learning environment, opportunities to link their learning to daily
life, tools for scaffolding new learning onto prior learning and adults (teachers and parents) to
support their sense of wonder.
Future Science-Literacy Linked Project and Research Needs
According to Cervetti, et al (2005), the science-literacy linked literature of the 1980's and early
1990's consists largely of “insights”, falling far short of the kinds of empirical evidence that are
sought in this age of testing and NCLB. As examples, they cite publications by Padilla, Muth,
and Padilla (1991) and Baker (1991). Van Egeren (2003) cites studies including those of Klein,
et al (2000), French, et al, 2000), and Williams and Wang (1997), describing efforts to obtain
data as “provocative, but inadequate to demonstrate the effectiveness of early childhood science
education in changing teacher and child outcomes.” Clearly there is a great need for solid,
empirical research to provide policy makers and educators of young children with the evidence
they need in order to make proper decisions about the manner in which they will educate
children.
With this in mind, we offer a few suggestions as to useful pathways to explore to obtain
convincing data to shed light on linkages that may (or may not) exist between developmentallyappropriate early science and children’s development of literacy. In addition we uncover some
of the issues, constraints and barriers to conducting such research and offer some bright lights of
hope where some have already taken the first steps in this area. First, a working hypothesis to
consider:
Young children’s language and literacy abilities will increase as a result of direct
involvement in developmentally-appropriate, hands-on science and, regular and sustained
involvement will produce even better attainment of those abilities.
To test such a hypothesis, one must acknowledge that there are many questions and challenges
that surface from within this statement. These are some of the issues we see when considering
future studies in this area:
• How can we best measure increases in young children’s language and literacy skills in
non-invasive appropriate ways?
• At a time when the accepted developmental continuum for acquiring literacy skills is a
fairly large and spans a number of years, how do we meaningfully interpret differences in
children’s literacy skill gains?
• How do we best structure a study to look at the links between science activities and
literacy gains within the limitations of an early childhood setting where there are many
competing elements for teacher and student time and energy?
• How do we conduct a study across many varying early childhood learning settings while
attempting to control for a significant number of variables?

•
•
•
•

How best do we gather data and make meaning from what we see teachers and students
doing during and after they engage in the science activities?
How do we capture the importance of the roles teachers, parents and other care-givers play
in the cognitive changes that take place within children?
Will the effects of the proposed science activities and associated literacy activities be
measurable in the short term – or perhaps will they show up only over a longer period of
time?
Might more costly longitudinal studies better illuminate the complex values and worth of
such science-literacy links for young children?

In many cases, we will be able to learn the most if we are able to have eyes and ears ever present
to observe in the early childhood learning settings. Ideally, the least non-invasive person to play
this observer role is the early childhood teacher. But, as Chittenden and Jones (1999) suggest,
early childhood teachers have not been taught these skills in the past. Teachers will need to have
professional development and opportunities to practice these skills to increase their capacities to
observe, document, and understand learning in their classrooms. Moreover, the culture of early
childhood teaching would have to change somewhat to adapt and accept the early childhood
teacher as both teacher and researcher in the daily classroom.
In a 2002 the National Association for the Education of Young Children (NAEYC) issued a
document titled, Promoting Early Childhood Literacy: Highlights of State Efforts. The
document’s authors offer a picture of what the states are doing in out-of-the-home early childhood
settings to support early literacy in young children (NAEYC, 2002). Although the data were not
easily obtained and some may still be missing, the NAEYC reports that many states have
designed or adopted a literacy-rich curriculum and associated assessment methods, purchased
books and other literacy-related materials for early childhood classrooms, and provided varied
teacher professional development literacy-related learning opportunities. Some examples include:
•
•

•
•
•

Twenty-one states have teacher professional development programs focused specifically on literacy for
younger children
Fifteen states are providing resources to early childhood classrooms and teachers. These efforts include
distributing books for young children to programs, developing reading kits and other materials for teachers,
creating resources centers of literacy materials, including mobile centers, and providing computers and
software for preschool-age children
Three states have mobile vans that travel to early childhood programs and rural areas to supply literacy
resources to teachers and parents
Over 25 states reported that they have developed a set of program standards or guidelines, or benchmarks
and/or indicators of young children’s development that include content on literacy.
Six states that received federal Reading Excellence Grants report using the funds to partner with early
childhood programs in selected school districts:

The NAEYC hopes to continue to update this information for dissemination to make states aware
of the options and resources they have to support literacy in their early childhood learning
settings. This effort is designed to remove barriers from legislators and educators who are
struggling to meet the literacy needs of their youngest citizens.

In a similar, albeit smaller, fashion, researchers, educators, scientists, mathematicians and policy
makers concerned about science for young children have also gathered to study the issues present
in the early childhood setting. They have acknowledged that there are many strong models for
learning already present in the early childhood area that can easily support high-level science
learning, including Montessori, Highscope, Creative Curriculum, and Reggio Emilia.
For the most part, these approaches emphasize the role of the teacher as facilitator,
provider of appropriate context, provocateur. As one of the presenters said, these models
encourage children to get “stuck,” then help them to discover ways to get “unstuck.” The
models are grounded in the belief that children learn best by doing. Within this
framework, “children are encouraged to handle objects, observe and predict results, hear
and use language, and collaborate with adults and older children to develop ideas.” This
approach seems especially conducive to learning scientific “habits of mind,” even as it
calls into question more traditional conceptions about science education, which place the
teacher in the role of authority. (Johnson, 1999)

From this Forum on Early Childhood Science, Mathematics, and Technology Education,
convened by Project 2061 of the American Association for the Advancement of Science in 1998,
came several recommendations, including highlights such as:
• Increase high-quality science, mathematics and technology professional development for
early childhood educators at the preservice and inservice levels
• Provide equal access to high-quality early childhood care and schooling to families of all
SES levels
• Push to realize the goal of seeing science and mathematics as the great equalizers and not
the great dividers they have often been in the past
• Increase multi-cultural and diversity training for early childhood educators to best prepare
them for all students who they may teach
• Target students in the most disadvantaged areas to receive highest quality teachers and
resources
The opportunities to study the interface of literacy and science in the early childhood environment
are immense as the policy makers and science and literacy educators are primed to gain answers
to their similar questions and struggles. The constraints and limitations are real, but should not
stop educators and researchers joining forces to craft questions and creatively collect data to best
share the stories of what is going on during the learning of science, reading and writing in our
children’s everyday world. As the stories take form, based on rigorous data collection and
analysis, we will be able to make informed, data-based decisions to increase the quality of the
education of our young children in the pre-school learning environments.
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Abstract:
This presentation discusses the use of Information and Computing technologies as tools that
assist the teaching/learning process, and demonstrates their incorporation into the CITS
bridging education programme.
Throughout the last couple of years there has been a major shift in terms of teaching tools,
based on the influx of computers and technology that helps enhance learning. Malua will be
sharing examples of how ICT can have a major impact in terms of learning. He will
demonstrate the art of presenting by using digital video to capture presentations within class
and then edited and played back to the students, so that they can monitor and analyse their
own learning. Fa’amalua will talk about how these ICT tools have become more accessible
and user friendly and give demonstrations using Laptop Digital Camera and Video.
Using examples of students’ work, this strategy of using ICT innovations as tools in teaching
will be discussed and analysed in the specific context of bridging education.
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Abstract

This paper reports on methodologies for selecting target words, writing definitions and recording written
definitions for spoken EFL learner-based definitions, and proposes possibilities of application of the
spoken definitions to language learning.
Target words were selected from magazine articles and EFL learners then listed the specific words that
they associated with these target words in class activities. Some of these associated words were selected
for the present authors to write simple definitions of the target words. Oral readings of these sentences
were recorded by an English native speaker. An experiment was conducted to test listenability of the
recorded written definitions. Result of the experiment showed that the mean score for the written
definition was slightly higher than that of dictionary definitions. Application possibilities of recorded
definitions for improving EFL learners’ listening and speaking skills and promoting their vocabulary
acquisition were proposed.
Keywords
association, EFL learner, learner-based definition, simple definition, spoken definition
1. Introduction
Language corpora have been constructed for various purposes on a large scale. These corpora have been
utilized for the development of technological systems, medical, psychological, and language studies. In
linguistics, corpora have been constructed for the preservation of endangered languages or the collection
of materials for new dictionary editions, linguistic or stylistic analyses, or language learning studies [1].
These corpora are constructed for specific purposes and have not always accomplished the purpose of
researchers’ analyses. Furthermore, recorded speech corpora are created in small numbers, and their uses

are not always shared because they have the potential for violating privacy [2] [3]. Naturally, there have
been several attempts to construct databases by individuals or small groups [4].
This study attempts to create a database of spoken EFL learner-based definitions. A database has been
constructed on the basis of written and recorded word definitions. Applying these definitions for language
learning, especially for improving learners’ listening and speaking skills and promoting their vocabulary
acquisition, will be demonstrated as useful.
2. Research on learners’ associations
2.1 Selections of materials
Eleven articles of around 1000 words were quoted from “The Financial Page” in The New Yorker [5].
These articles were studied in class and the data of associations were collected in class activities. A survey
was conducted beforehand to examine the difficulty level of the articles. One hundred and thirteen EFL
learners in freshman English classes of Yamagata University listed the words they did not understand. Out
of 975 words, 59 words on average were listed as being not understood.
2.2 Selections of target words
Words whose difficulty level was estimated to be high were selected as target words on the basis of JACET
List of 8000 Basic Words [6]. It listed 8,000 words from level 1 to 8. The words which were above level 4
were selected from the materials as the target words. Additionally, words or phrases which were not listed
in the list or words whose difficulty levels were lower than level 4 but unfamiliar to the most learners
according to our empirical judgment were also added.
2.3 Collections of learners’ associations with target words
Learners in the classes read materials with reference to dictionaries and learned them with some help of an
English teacher. After they had learned the materials well, they listed three words that they associated with
the target words. The frequency of these associated words was calculated with use of WordSmith Tools (1).
2.4 Analyses of learners’ associations
Words associated with 20 target words were selected from the ones collected so far and divided into
syntagmatic and paradigmatic categories as shown in Table 1. The mean percentage of paradigmatic
association was 48% and that of syntagmatic association was 52%. It was observed that the learners tended
to list the syntagmatic associations almost as often as the paradigmatic associations. The mean percentage
of paradigmatic associations to nouns was 62% and that of syntagmatic association was 38%. The mean
percentage of paradigmatic associations to verbs, adjectives or adverbs was 25% and that of syntagmatic
association was 75%.
Table 1 Analyses of words associated with target words
Target word

patent

assemblyline

businessmethod

categorykiller

decentralized

efficiently

Paradigmatic(%)

67

89

70

58

6

4

Syntagmatic(%)

33

11

30

42

94

96

frequentflyer

gall

hawk

infringe

innovation

janitor

mimic

62
38

25
75

39
61

33
67

72
28

81
19

33
67

on-line

overnight

rental

reverseauction

revolutionize

subscription

tangible

19
81

8
92

69
31

64
36

25
75

67
33

64
36

Preference for the syntagmatic associations is generally observed in word association tasks by native
speakers of young ages. They tend to present more syntagmatic associations than paradigmatic
associations and as they grow up they show preference for paradigmatic associations [7] [8]. Native
speakers of adult ages show preference for paradigmatic associations especially to nouns but not to verb,
adjective and adverbs [9]. It is predicted that presenting definitions of the target words would lead learners
to pay attention to differences of paradigmatic and syntagmatic associations.
3. Writing and recording definitions
3.1 Referring dictionary definitions
Definitions were selected from dictionaries listed in references [10] to [18]. Three of the definitions
selected for patent, one of the target words of this study, are listed as follows:
The exclusive right given by a government to make, use, and sell an invention for a limited number of
years. [HNHDAE4] An official right to be the only person or company allowed to make or sell a new
product for a certain period of time. [CCALED4] A special document that gives you the right to make
or sell a new invention or product that no one else is allowed to copy. [LDCE]
Definitions of these dictionaries were written using basic words so that they could be easily understood by
learners (2). The definitions shown above, however, may be too long to be understood by EFL learners in
spoken forms. They could be rewritten into shorter ones.
3.2 Writing definitions
If associated words were found to be good cues for guessing or learning the meaning of words, then
writing definitions were utilized. The most common ten associations with the target words patent were
right, money, company, concession, good, idea, invention, official, rich, and special, among which four
words were used to write the simple definition, “An official right given to a new and good idea” as shown
in Appendix A with other samples.
3.3 Recording
Recordings were conducted in a sound attenuated recording room. Speakers’ utterances were recorded into

unidirectional cardio microphone headsets (audio-technica ATM75). They were then converted to a digital
format and made into sound files (marantz PMD670). These sound files were analyzed and edited with a
PC (Toshiba dynabook S9/210LNKW).
Definitions written on the basis of the words associated by EFL learners were orally read by an English
native speaker. They were first read carefully and slowly, to take into account that beginning or
intermediate EFL learners would listen and guess the meaning of each word. They were also read at
natural speaking rate for advanced learners and for those who wanted listening practices for advanced
natural speed speech.
4. Experiment on listenability of spoken definitions
4.1 Objectives
It was assumed that comprehensibility of written definitions would be higher than that of dictionary
definitions as they were written in short sentences with words some of which were associated by learners.
A listening test was conducted to investigate the listenability of written definitions.
4.2 Method
4.2.1 Subjects
A listening test was conducted on fifty-four learners who participated in the word association research.
They were freshmen whose pre-test mean score was 36 (full score: 100) (3).
4.2.2 Stimuli
Two types of recorded definitions were used: 20 definitions (W1-W20) written on the basis of words
associated by learners, and 20 definitions (D1-D20) quoted from a dictionary. They were recorded at a
slow speaking rate (4) and pauses of 10 seconds were inserted between them. They were arranged as
learners listened to two types of definitions for a single word in random order and not consecutively to
avert learning effect. They were arranged as follows: W10 – W8 – W19 – D16 – D13 – D6 – W14 – W12
– W3 – D12 – D17 – D11 – W1 – D15 – D2 – W20 – D7 – W5 – D9 – D4 – W7 – W15 – W9 – W13 – W4
– D20 – W11 – D1 – D5 – D14 – W18 – D10 – D18 – W16 – W6 – D3 – D19 – W17 – D8 – W2.
4.2.3 Procedures
Subjects received an answer sheet including 20 target words (Appendix B). They listened to recorded
sentences that held 20 written definitions and 20 dictionary definitions and were asked to choose the
correct words. Each target word was chosen twice.
4.3 Results
The mean scores of the subjects’ correct answers to the written definitions and the dictionary definitions
are shown in Table 1. The mean score of 10.9 for the written definitions was higher than that of 10.2 for the
dictionary definitions. There was a significant statistical difference between these two scores (t=1.88,

p<0.05).
Table 2 Listening test scores for written definitions and dictionary definitions
N

Mean

SD

Written definition

54

10.9

4.00

Dictionary definition
Full score: 20

54

10.2

3.87

4.4 Discussions
Result of the experiment with paired data of the written definitions and the dictionary definitions showed
that the mean score for the written definition was slightly higher than that for the dictionary definitions.
Word choice and sentence length were determined to raise the scores of the written definitions. The
sentence length of the written definitions was about a half that of the dictionary definitions: the dictionary
definition was 13.6 wps and the written definition was 6.5 wps (5).
5. Usefulness of spoken definitions for learning English
5.1 Learning materials for improving listening skills
Recorded simple definitions can be used for improving the listening skills of language learners on various
levels. The difficulty level of carefully read definitions would not be very high as they were read very
clearly and slowly. Their speaking rates were stable and very slow. The difficulty level of naturally spoken
or fast read definitions would be fairly high as they had many reductions and shortenings. Their speaking
rates were unstable.
5.2 Learning materials for improving speaking skills
Recorded simple definitions can be used for improving learners’ speaking skills. Learning English only in
English is not an easy task. Monolingual English dictionaries were once recommended for learning
English, but now using both monolingual English dictionaries and bilingual English dictionaries are
recommended for learning English effectively. It would take more time to comprehend English passages
using only monolingual English dictionaries. This might sometimes reduce learners’ motivation for
tackling real world English reading materials. On the other hand, this may lead them to learn how to
express themselves using proper vocabulary and syntax.
Even though simple definitions were written for purpose of making learners guess and learn new words,
they might not always work very well because learning new vocabulary in English is not very easy for
learners. In struggling with guessing the meaning of unknown words in English, however, they would
learn how to explain things in simple ways. Simple definitions would be utilized effectively for the
purpose of enhancing their oral skills.
5.3. Learning materials for building up vocabularies
Recorded simple definitions are planned to be constructed into a speech database. They could be utilized

for learning words in various kinds of language learning materials. For example, they could be used in a
similar way that learners look up unknown words in dictionaries. A word in materials that learners select is
retrieved by a word-search tool and items that match with the word are presented. Learners can choose to
read definitions or listen to spoken ones.
6. General Discussions
So far, 457 words were selected as the target words from 11 articles. To accumulate the target words, more
materials would be necessary. Even if many more articles by the same author were added, the target words
selected from these articles would not accumulate substantially because of overlapping of selected target
words, though. The number of potential target words in an additional 100 articles was estimated to be
around 1200 words. It was also apparent from the titles of the articles that they predominantly covered the
field of social studies. Additional materials covering other fields, such as engineering, science, medicine,
education or literature would be necessary.
It was foreseen, however, that the number would almost plateau even if more and more materials were
added. There would be particular tendency for word choice in the materials by some authors of specific
topics or fields. It would be necessary to investigate how many and what kinds of materials are necessary
to cover 4000 words from level 5 to 8 of the word list that are planned to be covered.
An observation of the tendencies that EFL learners presented in association tasks has the potential for
finding effective methods for increasing vocabulary [19] [20]. High frequency associated words reflected
greater tendency for learner association, but it also became apparent that there were not enough words that
could be utilized for writing definitions. In the written definitions, not only the associated words with high
frequency but also those with lower frequency which showed much variation were referred to.
Through an investigation of the overlapping of types of all the associated words with those of content
words used in dictionary definitions, it became apparent that around 60% of the associated words were not
the ones used for dictionary definitions. Some of these learner generated associative words were inevitably
the result of culture-specific background knowledge or the learner’s daily life experiences.
7. Conclusions
When language learners encounter unknown vocabulary, they are encouraged to look it up using
dictionaries. The dictionary definitions on themselves might hold unknown vocabulary and guessing the
meaning of words might not be an easy task, though. In addition, textbooks that learners need to consult
dictionaries to understand might not be suitable for specific reading materials. Good texts should be the
ones which learners are able to quickly make sense of [21]. Although this factor might not be applicable to
the selection of foreign language reading materials, it should be applied to the definitions or explanations
of words that learners refer to in learning materials.
This study suggested presenting simple definitions of the target words for learning English. The
materials and items for the target words are presented in the following ways:
Reading material

In New York, James Gordon Bennett started the Herald, mimicking the Sun’s price and sales methods.

Retrieved item

Retrieved item

Description (written):

Description (spoken)

To copy something.

To copy something.

It would be useful to present a simple definition like To copy something which is written on the basis of
collected associations. This kind of simple definition is expected to work for learners to stimulate their
imaginations. The same concept was employed by a different method, which explained the images of
words in Japanese [22].
The simple definitions are written without putting too much information in them. Of course, there are
several disadvantages to using simplified definitions. By reading it, learners may not understand the exact
meaning of the words. Furthermore, they might come to be insensitive to the delicate differences or
nuances between synonyms [23]. It is expected, however, that the simple definitions, most of which are
written with super-coordinate words, can aid learners to guess the meaning of the words effectively. For
example, it would activate learners’ knowledge that might be latent in their mental lexicon [24]. These
simple definitions are different from those in dictionaries or encyclopedias that often contain too much
information for learners to refer to in reading a long passage. Making use of these simple definitions in
reading materials would lead learners to engage in indirect vocabulary learning and reading and listening
to these simple definitions would encourage learners to engage in direct vocabulary learning. Dictionaries
are generally utilized for indirect learning but they also need to be utilized for direct learning. It would be
better to innovate the good points of workbooks and power vocabulary builders when a word database is
constructed [25].
Finally, the results of this research strongly suggest that simple definitions for phrases are meaningful to
create as some of them are not found in dictionaries. The target word, assembly line, was contained in 5
dictionaries, and frequent-flier and on-line was contained in 2 dictionaries, but category-killer,
reverse-auction, and business-method were not contained in 9 dictionaries used for this study. Furthermore,
finding the meaning of each word of a particular phrase would not lead learners to find what the phrase
itself means.
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Notes
1

WordSmith Tools was developed by Dr.Mike Scott and sold by Oxford University Press. Its demo is in

http://www.lexically.net/wordsmith/.

2

Learners’ dictionaries hold basic words for definitions: Longman Dictionary of Contemporary English

(2000 wirds), Collins COBUILD English Dictionary (2500 words).
3

TOEIC type test with 50 listening questions and 50 reading questions was conducted.

4

Articulation rate measured by number of words per minute was 161 wpm.

5

Sentence length was measured by number of words per sentence.
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Appendix
A: Samples of written definitions
1. patent: an official right given to a new and good idea.
2. subscription: order of regular newspapers or magazines in advance.
3. revolutionize: change drastically.
4. hawk: sell newspapers or flowers on the street.
5. mimic: copy something.
6. innovator: a person who begin using new ideas.
7. assembly line: production belt conveyor in a factory.
8. decentralized: built in local towns.
9. frequent-flyer: a person who often travels by planes.
10. category-killer: sellers of only one type of products.
11. reverse-auction: shopping in which people buy goods from those who offer the lowest price.
12. on-line: with services under the control of a central computer.
13. rental: paying money to use other’s things.
14. infringe: break a rule.
15. gall: rude behavior.
16. overnight: from one evening until the next morning.
17. efficiently: without waste of time or money.
18. tangible: realizable.
19. business-method: new ideas for selling products.
20. janitor: a person whose job is maintenance of a public building.
B: Answer sheet for a listening test
Name
Number
Listen to the sentences 1 - 40 and match them with the following choices (a) – (t). Each choice will be
used twice.
Answer
1. (
11. (
21. (

) 2. (
) 12. (
) 22. (

) 3. (
) 13. (
) 23. (

) 4. (
) 14. (
) 24. (

) 5. (
) 15. (
) 25. (

) 6. (
) 16. (
) 26. (

) 7. (
) 8. (
) 9. (
) 10. (
)
) 17. (
) 18. (
) 19. (
) 20. (
)
) 27. (
) 28. (
) 29. (
) 30. (
)

31. (

) 32. (

) 33. (

) 34. (

) 35. (

) 36. (

Choice
a. patent
b. subscription
d. hawk
e. mimic
g. assembly-line
h. decentralized
j. category-killer
k. reverse-auction
m. rental
n. infringe
p. overnight
q. efficiently
s. business-method t. janitor

) 37. (

) 38. (

) 39. (

c. revolutionize
f. innovator
i. frequent-flyer
l. on-line
o. gall
r. tangible

) 40. (

)
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Abstract
This study presents a linguistic analysis of sukosi, syoosyoo, and tyotto. These adverbs
roughly share the semantics of ‘a little/few’; and the similarity causes difficulty for
learners in their uses. For instance, tyotto is but sukosi/syoosyoo is not acceptable in
example 1:
(1)

* Sukosi/*Syoosyoo/Tyotto
a.little

wakarimasen.
understand.NEG.PR

‘I’m afraid I don’t understand it.’
How can a non-native speaker tell which adverb is appropriate? The typical
sources of information would be dictionaries and grammar books though their
information is not enough to guide him/her in the actual usage. For example, Morita
(1980) states that sukosi, syoosyoo, and tyotto are interchangeable except for tyotto’s
special use in ‘tyotto + sita + N.’ However, this does not account for the unacceptability
of example 1.
The objective is to clarify the rules governing the choices among these adverbs in
order to make this information transparent. The various syntactic and pragmatic
features potentially involved in constraining the use of each adverb are examined. I
hope the sharper characterizations of each adverb make it easier for Japanese learners in
their acquisition of these adverbs.
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1. Introduction.
Sukosi, syoosyoo, and tyotto roughly share the semantics of ‘a little,’ or ‘a few’; however,
different environments can limit their uses as can be seen in the following examples:
(1)

a.

Satoo o

sukosi/syoosyoo/tyotto

sugar ACC
1

a.little

The following list provides abbreviations in alphabetical order:

ACC

Accusative particle

CAUS

Causative form

CONT/CT

Continuative/gerundive form

DAT

Dative particle

NOM

Nominative particle

PASS

Passive voice

PAST/PT

Past tense

PL

Plural

PR

Present tense

Q

Question marker particle

SP

Sentence final particle

TOP

Topic particle

kuwaemasu.
add.PR1

4
‘We will add a little bit of sugar.’
b.

Pasta o

10-pun

*sukosi/syoosyoo/tyotto yudete

pasta ACC 10-minutes

a.little

boil.CT

kudasai.
give.me

‘Please boil the pasta for a little bit longer than 10 minutes.’
c.

* Sukosi/Syoosyoo/Tyotto

ukagaimasu ga...

a.little

ask.PR

but…

‘May I ask you a question?’
d.

* Sukosi/*Syoosyoo/Tyotto
a.little

wakarimasen.
understand.NEG.PR

‘I’m afraid I don’t understand it.’
e.

Sukosi/Syoosyoo/Tyotto omati
a.little

wait.CT

kudasaimasu ka.
give.me.PR Q

‘Could you please wait a moment?’
f.

Sukosi/*Syoosyoo/Tyotto matte
a.little

kureru.

wait.CONT give.me

‘Can you wait a moment?’
All three expressions are used to express small amounts, levels, or degree.
Morita (1980) states that all three expressions are interchangeable except that tyotto has
a special use as in ‘tyotto + sita + N’ to indicate ‘a rather good N’; and this use is
unacceptable with sukosi and syoosyoo. However, this observation does not account for
*

Ungrammatical sentence
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the unacceptability of the examples above. No other authors say anything about these
three adverbs.
In section 2, the various syntactic, semantic, and pragmatic features potentially
involved in constraining the use of sukosi, syoosyoo, and tyotto are examined, with the
following results:
Syntactic Constraints:
a. Verb

All three adverbs modify verbs in general.

b. Adjective/Adverb:

All three adverbs modify (nominal-)adjectives/ adverbs.

c. Count Expression:

Syoosyoo and tyotto can follow a count expression (numeral +
classifier), but sukosi cannot.

Semantic Constraint:
Polite Minimization:

Tyotto can be used for polite minimization; syoosyoo can be
used for polite minimization when the sentence is
affirmative; sukosi does not have such a use.

Pragmatic Constraint:
Formality:

Sukosi can be used both in formal or informal sentences;
syoosyoo should be used in formal sentences; tyotto is best
suited in informal sentences though can be accepted both in
formal or informal sentences.

?

Awkward sentence
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The findings for each word will be summarized by adverb in order in section 3.

2. Differences among Sukosi, Syoosyoo, and Tyotto.
2.1. Modification of Verbs.
We begin our discussion of sukosi, syoosyoo, and tyotto by asking whether these adverbs
can all modify verbs. Example 1e shows all three adverbs modifying the verb omatikudasaimasu ‘wait-for-me’, and thus suggests that all the adverbs can modify verbs of
some sort.
(1)

e.

Sukosi/Syoosyoo/Tyotto omati
a.little

wait.CT

kudasaimasu ka.
give.me.PR Q

‘Could you please wait a moment?’
Let us observe more sentences:
(2)

Sukosi/Syoosyoo/Tyotto yasumasete
a.little

rest.CAUS.CT

kudasai.
give.me.PR

‘Please let me rest a bit.’

(3)

Sukosi/Syoosyoo/Tyotto nikunde
a.little

have.hatred.CT

oraremasu.
is.PR

‘S/he hates him/her a little bit.’
(4)

Sukosi/Syoosyoo/Tyotto komatte
a.little
‘I’m in a bit of trouble.’

have.trouble.CT

imasu.
is.PR
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A careful reading of these examples suggests that all three adverbs can modify action
verbs (1e & 2), and stative/experiencer verbs (3 & 4). A review of several other example
sentences reveals the same pattern. Thus, we conclude that all three adverbs can
modify verbs in general.

2.2. Modification of Adjectives/Adverbs.
This subsection discusses the syntactic criterion of whether the three adverbs can
modify (nominal-) adjectives and adverbs.
(5)

Sukosi/Syoosyoo/Tyotto muzukasii
a.little

difficult

hon

desu.

book is.PR

‘It’s a bit difficult book.’
(6)

Sukosi/Syoosyoo/Tyotto hubenna
a.little

mati desu ne.

inconvenient town is.PR SP

‘It’s a bit inconvenient town, isn’t it?’
(7)

Sukosi/Syoosyoo/Tyotto kibisiku
a.little

strictly

sidoosite

yatte

kudasai.

teach.CT

give.CT

give.me

‘Please teach him/her a bit strictly.’
As illustrated in these examples, all three adverbs can modify an adjective (5), a
nominal-adjective (6), and an adverb (7). A review of several other example sentences
reveals the same pattern. Thus, we conclude that all three adverbs can modify
(nominal-)adjectives and adverbs.
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2.3. Count Expression.
This subsection discusses the unacceptability of sukosi following a count expression
(numeral + classifier.) Example 1b repeated here seems to indicate that sukosi cannot
follow a count expression (numeral + classifier).
(1)

b.

Pasta o

10-pun

*sukosi/syoosyoo/tyotto yudete kudasai.

pasta ACC 10-minutes

a.little

boil.CT give.me

‘Lit: Please boil the pasta for 10 minutes and a little bit.’
Consider more examples:
(8)

Kuukoo

made

50-mile

airport

as.far.as

50-mile

*sukosi/syoosyoo/tyotto aru.
a.little

exist.PR

‘It is about 50 some miles to the airport.’
(9)

Okodukai

tosite 3000-en

allowance

as

*sukosi/syoosyoo/tyotto itadaita.

3000-yen

a.little

receive.PT

‘Lit: I got 3000-yen and a little bit as my allowance.’
(10)

Ato

10-pun

remaining 10-minutes

*sukosi/syoosyoo/tyotto de
a.little

siai

kaisi desu.

is.CT game start

‘The game will start in 10 minutes or so.’
Above examples and a review of several other similar sentences demonstrate that
syoosyoo and tyotto can, but sukosi cannot follow a count expression (numeral +
classifier).

is.PR
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2.4. Polite Minimization.
This subsection discusses the semantic criterion of whether the three adverbs have the
use for polite minimization. Examine the unacceptability of the use of sukosi in 1c.
(1)

c.

* Sukosi/Syoosyoo/Tyotto

ukagaimasu ga...

a.little

ask.PR

but…

‘May I ask you a question?’
Notice that the adverb is not translated literally in the sentence. Then, what do these
syoosyoo and tyotto do for these sentences? Jorden (1987) explains that the use of tyotto
in sentence 1c politely minimizes the importance of the inquiry. Consider more
examples:
(11)

* Sukosi/Syoosyoo/Tyotto

mae

a.little

o

situree

front ACC rudeness

simasu.
do.PR

‘Excuse me for walking in front of you.’
(12)

Kono denwa, ??sukosi/syoosyoo/tyotto haisyakusite mo yorosii desu ka?
this telephone

a.little

borrow.CT also good is.PR Q

‘May I use this telephone?’
Syoosyoo and tyotto in this context are used to soften the meaning of the sentence,
intending to take any potential pressure off the interlocutor. The unacceptability of
sukosi shows that sukosi cannot be used in this context.
Now, observe the unacceptability in 1d repeated here for ease of reference:
(1)

d.

* Sukosi/*Syoosyoo/Tyotto
a.little

wakarimasen.
understand.NEG.PR
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‘I’m afraid I don’t understand it.’
This example also demonstrates the use as polite minimization discussed above.
However, the unacceptability of syoosyoo in this sentence seems to indicate that syoosyoo
cannot be used together with a negative form of a verb. Let us observe more examples
of this type:
(13)

* Sukosi/*Syoosyoo/Tyotto
a.little

mitukarimasen.
can.find.NEG.PR

‘I’m afraid we cannot find it.’
(14)

* Sukosi/*Syoosyoo/Tyotto
a.little

kangaerarenai

dekigoto

think.can.NEG.PR event

da.
is.PR

‘I’m afraid that is unlikely to occur.’
(15)

Kare no namae?
he

of name

* Sukosi/*Syoosyoo/Tyotto omoidasenai
a.little

nee.

remember.can.NEG

SP

‘His name? I’m afraid I cannot recall it.’
The unacceptability of syoosyoo in 13, 14, and 15 seems to indicate that syoosyoo cannot
be used together with a negative form of a verb. However, consider the following:
(16)

Sukosi/Syoosyoo/Tyotto oyasumini-narimasen
a.little

sleep-become.NEG.PR

ka?
Q

‘Would you like to sleep a little?’
(17)

Sukosi/Syoosyoo/Tyotto minai
a.little

aida-ni

zuibun ookiku natta.

see.NEG.PR period-for quite big become.PT

‘You have grown so much in such a short time.’
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The acceptability of 16 & 17 seems to contradict the previous observation that syoosyoo
does not take a negative form of a verb. Notice, however, that the use of syoosyoo in 16
and 17 is not for polite minimization, rather, its intended interpretation is ‘a little while.’
Therefore, we can say that syoosyoo for polite minimization cannot be used with a
negative form of a verb.

2.5. Formality.
This subsection discusses the pragmatic criterion of how formality constrains the use of
the three adverbs. Consider the differences between the formal example 1e and the
informal alternative 1f.
(1)

e.

Sukosi/Syoosyoo/Tyotto omati
a.little

wait.CT

kudasaimasu ka.
give.me.PR Q

‘Could you please wait a moment?’
f.

Sukosi/*Syoosyoo/Tyotto matte
a.little

kureru.

wait.CONT give.me

‘Can you wait a moment?’
Since the use of syoosyoo is unacceptable in 1f. We can assume that syoosyoo is not
appropriate for use in informal sentences. Let us observe more examples:
(18)

a.

Moo sukosi/syoosyoo/tyotto tumete
more

a.little

ka.

squeeze.CT receive.can.NEG.PR Q

‘Could you please squeeze in a little closer.’
b.

itadakemasen

Moo sukosi/*syoosyoo/tyotto tumete.
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more

a.little

squeeze.CONT

‘Squeeze in a little closer.’
(19)

a.

Sukosi/Syoosyoo/Tyotto ukagai-tai-n-desu
a.little

kedo...

ask-want-that-is.PR but…

‘I would like to ask you a question.’
b.

Sukosi/??Syoosyoo/Tyotto

kiki-tai-n-da

a.little

kedo...

ask-want-that-is.PR but…

‘I want to ask you a question.’

(20)

a.

Katyoosan-ni sukosi/syoosyoo/tyotto omeni-kakari-tai-n-desu ga.
section.manager-to

a.little

see-want-that-is.PR

but

‘I would like to see the section manager for a moment.’
b.

Katyoo-ni
section.manager-to

sukosi/*syoosyoo/tyotto ai-tai-n-da
a.little

kedo

see-want-that-is.PR but

‘I want to see the section manager for a moment.’
In 18-20, the ‘a’ sentences are in the formal level of speech, and ‘b’ sentences are the
informal alternative. Clearly syoosyoo fits better in the formal sentences than it does in
the informal. Sukosi works perfectly fine in both formal and informal sentences. As for
tyotto, it is acceptable in formal sentences, but it is generally best suited in casual spoken
language. Therefore, it may not be very appropriate in business or in a written context.

3. Summary.
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In this paper, the characteristics of sukosi, syoosyoo, and tyotto were examined:
All three Adverbs:
•are used to indicate small amounts, degrees, or levels.
•can modify verbs and (nominal-)adjectives/adverbs.
Sukosi:
•cannot follow a count expression.
•cannot be used to politely minimize the importance of a statement.
•can be used in both formal and informal sentences.
Syoosyoo2
•can follow a count expression.
•can be used to politely minimize the importance of a statement, though it must be
used with an affirmative form of a predicate for this use.
•is used in formal sentences.
Tyotto3
•can follow a count expression.
•can be used to politely minimize the importance of a statement.
•can be used in both formal and informal sentences, but it is best suited to an informal
spoken context.

2

Syoosyoo cannot function as a noun, whereas sukosi and tyotto can be used as a noun:
Sukosi/*Syoosyoo/Tyotto sika nokotteorimasen. ‘We have only a few left.’ Sukosi/*Syoosyoo/Tyotto wa mesiagatte
kudasai. ‘Please eat a little bit at least.’
3
Tyotto can be used as an interjection (an attention getter), as in Tyotto, asoko o gorannasai. ‘Hey, look over
there.’ Another unique use of tyotto that is discussed in Morita (1980) is an idiomatic use, tyotto sita N as
in Tyotto sita kaze da kara sinpai nai yo. ‘It’s a slight cold, so you do not have to worry,’ or Ginza ni tyotto sita
omise ga aru soo da. ‘I hear s/he has a decent store in Ginza.’ Tyotto sita literally meaning ‘trivial’ can also
mean ‘pretty good, or rather good’ as you see in the latter example.

14

4. Conclusion.
I have presented an analysis of a group of nearly synonymous adverb. I hope this study
is helpful for learners of Japanese in acquiring these adverbs as well as for Japanese
teachers in explaining the differences.
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The most effective methodologies for the education and professional development
of science teachers continue to evolve in the United States with recent focus on
the national need and governmental support for related research. This paper
provides a brief summary of (a) national assessments of student achievement and
the scientific literacy of the public, and (b) recent theories of teacher-mentoring
methodologies to update teachers’ content, - and pedagogical knowledge. We
summarize preliminary data from the early phases of our own teacher professional
development efforts, and describe our current method of teacher mentoring by
science and pedagogy experts in our laboratory. Finally, we provide a description
of the research design we developed to measure the effectiveness of our effort
over the duration of a three-year-long mentoring intervention recently funded by
the US Department of Education, Institute of Education Science.
Introduction
Twenty years after the Nation at Risk report (NCEE, 1983), the most recent international
comparisons of science and mathematics skills offer only a glimmer of progress towards the aims
set forth in the preceding decades. Research data from all related fields including (a) student
achievement and the scientific literacy of the public, (b) pre-service and in-service teacher
education, as well as (c) teacher-mentoring for combination of updated, modern science and
effective pedagogies consistently point out issues of concern. National Science Foundation
(NSF, 2000) surveys consistently document the shocking lack of public literacy. Data from the
Third International Mathematics and Science Study (TIMSS, 2000) continue to indicate that
students in almost all industrialized nations outperform US high schools students in math and
science. Achievement gaps between various racial/ethnic subgroups persist and students – even
at the high school level – do not participate in science classes that would allow them to
participate in society as a scientifically informed consumer of news media and health related
services. While most Americans are exposed to science on television and in newspapers, the
concepts of “genetic testing,” “DNA fingerprinting,” and “gene mapping” are far from being
comprehensible for the lay public. Less than 30% of those surveyed could understand the term
DNA and less than 20% could understand the term “molecule.” About three-quarters of
Americans lack a clear understanding of the nature of scientific inquiry and only one third are
familiar with how an experiment is conducted. It is not surprising then to find that belief in
paranormal phenomena is fairly widespread among the public (NSF, 2000). Measures on the
current state of teacher quality do not provide promise for significant improvement without
further intervention. The problem does not appear to be teachers’ ability level in general (Latham
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& Gitomer, 1999), but it seems to be inherent in the preparation of teachers and the specific
practical constraints of schooling relevant to in-service teaching. “Overall, the instructional
activities described by teachers suggested that direct-instruction models of teaching dominate the
teaching of mathematics and science” (TIMSS, 1999, p. 163). While in certain domain-general
skills, such as the control of variables strategy documented by PI and colleagues (Toth, Klahr, &
Chen, 2002; Chen & Klahr, 1999), expository instruction was an excellent methodology, it is the
thesis of our work that teachers should be well versed with other instructional methodologies
when teaching in complex domains, such as genetics and in bioethical decision making.
Theoretical Grounding:
A variety of efforts have been implemented in the past to coordinate the education and
professional development of science teachers with the requirement of modern science and public
literacy. However, the general practice of teacher education continues to be far removed from the
methods of training high quality professionals in other fields. Guided practice has been a
common mode of introducing novices to skilled and learned professions for centuries. From
goldsmiths to lawyers to physicians, the mentor-apprentice model is a common practice today in
many fields (Leave & Wenger, 1991). Despite research indicating the benefits of such
apprenticeships (Levin et al, 1998, Collins et al, 1989). The majority of prior attempts of teacher
mentoring provided support for learning either pedagogies or content knowledge, but efforts
combining the teaching of both content and pedagogy are few. The origins of teachers’
disconnected knowledge of content and pedagogy have been recognized to result from the
disconnected coverage of these topics during teacher training and professional development
(Hewson & Hewson, 1988; Cochran, King & DeRuiter, 1991). Rather than viewing teacher
professional development from the perspective of either content knowledge or pedagogies, we
follow Shulman (1986, 1987) to emphasize that the combination of the two is necessary. In
accord with Shulman and Grossmann (1988) we define the epistemological concept of
Pedagogical Content Knowledge (PCK) as an emergent synthesis of (a) subject matter
knowledge, (b) pedagogical knowledge, and (c) knowledge of the context of learning – including
knowledge of the prior concepts, skills and abilities of students situated in a school environment
(Smith & Neale, 1989; Driel, Veal & Janssen, 2001). Based on these prior studies and our own
preliminary data, we have developed an instructional methodology for the professional
development of high school science teachers. The methodology and the design of the associated
research on learning and teaching is the topic of this article.
Prior Research Results:
Our preliminary results show that combining content and pedagogies during summer
academies is an effective methodology to teach teachers (Toth et. al, 2004). For example in our
last three summer academies (2002, 2003 and 2004) we found that teachers systematically
increased their content knowledge, and their confidence in this content, after instruction.
Specifically in 2002, participants increased their content knowledge from 26% correct before
instruction to 67% correct after instruction (t(10) = 6.19, p < 0.01). In 2003, we had a small
number of teachers in our workshop and some of these were returning teachers. When we
examined the content knowledge scores of teachers who were beginners, we found that 63% of
-2-
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their answers were correct before instruction but after instruction they answered 78% of the
questions correctly. This change, while trending in the right direction, was not significant at the
alpha level of 0.05 (t (3) = 2.45, p = 0.92), perhaps because of the small number of teachers. In
the most recent summer academy (2004) participating teachers answered 50% of their content
questions correctly before instruction and provided correct answers on 73% of the test items after
instruction. This increase was significant at the alpha level 0.05 (t (8) = 2.57, p = 0.03).
We also documented how teachers’ confidence in their content knowledge changes after
instruction. In each of the years above we found a significant increase in teachers’ confidence
along with the increase in their content knowledge. Our preliminary data indicate that teachers
report increases in the elements of PCK, as defined by criteria in teaching standards and as
measured by our PCK development rubrics. For each criterion, we asked teachers to score their
PCK on a scale of 1-5 with one being the lowest PCK. Teachers in the past summer institute
indicated an average PCK on the first day of M1 = 3.47, which changed after instruction in both
content and pedagogies to M2 = 4.66. This change was significant at the alpha level 0.05, t (8) =
3.56, p = 0.09. These observations of employing novel content to classroom teaching also
provided background for our on-going research aimed at experimentally documenting student
learning as a result of teacher professional development and on-going mentoring by research
scientists and pedagogy experts.
The Teacher Professional Development Intervention:
This presentation details the two main aspects of this research project: the (1) nature of the
teacher professional development intervention we have developed and the (2) design of the
associated research on teacher learning, teaching practices and student learning.
Program Standards: With the extension and refinement of our existing efforts, we are in the
process of crafting a professional development program for high school teachers. The content of
this program will adhere to the Science Curriculum Framework, as recently developed by the
Allegheny Intermediate Unit (AIU), in Pittsburgh, Pennsylvania. The program is forged upon
three relevant (national and local) standards: (1) the science achievement standards as relevant to
students, (2) the standards for high quality science teaching at the high school level and (3) the
standards for the professional development of teachers. Our professional development activities
include the key elements as recommended by the national standards for science teaching (NSES,
1995) and include (1) continuous, long-term opportunity for content and pedagogical
improvement, (2) on-going support to teachers to coordinate content knowledge and skills with
abilities to teach students in diverse settings, (3) close coordination between what teachers are
taught during professional development and the materials and tools they actually can use with
their students during classroom inquiry.
Curriculum: When we coordinated our goals for covering these standards within our teacher
professional development plans, we found that there is a dearth of high quality curriculum
materials for both the teachers as well as the students. Textbooks and curricular materials
published in the last ten years generally provide a very deep coverage of ecological and
environmental concepts, but rarely provide in-depth coverage of the standards for life science in
the domains of genetics, molecular biology and biotechnology. These are the very topics that
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form the basis of scientific literacy leading to the comprehension of current news, and to the
grounding of relevant social and ethical decision-making in scientifically warranted information.
Accordingly, our approach for developing curricular materials will cover three main areas –
corresponding to three different summer academies below:
BIOETHICS IN THE GENOMIC AGE. This content area focuses on basic cellular processes
including, karyotyping and patterns of inheritance, leading to a basic understanding of the
techniques of genetic engineering, gene therapy, cloning and relevant legal restrictions. The
pedagogical implementation focuses on decision-making processes that are associated with these
topics in everyday life as well as on the ethical value systems that influence these decisions.
Teachers learn a methodology to introduce their students to decision-making in these complex
settings and receive problem solving materials and laboratory tools to conduct investigations.
BIOTECHNOLOGY TOOLS IN THE CLASSROOM. This content uses a bio-terror
problem-solving scenario to introduce participants to the basic processes of (1) isolating and
amplifying DNA, (2) DNA enzymatic digest and gel-electrophoresis as relevant to DNA
fingerprinting, and (3) implications of the human genome project. The relevant problem-solving
methodology has been tried by two master teachers in the past in their (a) inner city gifted
student classes and their (b) suburban college preparatory classrooms. Some components of this
workshop, such as the introduction of the structure of DNA and the inquiry-based laboratory of
DNA isolation to teach experimental design, are methodologically and conceptually relevant to
introductory science courses. Other topics, such as concepts of DNA amplification and
electrophoresis are usually incorporated into higher-level courses on an introductory basis.
MICROBES IN THE “COMMUNITY” Microbiology is a scientific discipline in the midst of
a paradigm shift. While we still use liquid and solid nutrient media in order to grow pure
bacterial cultures, discoveries of microorganisms tell us that “pure” cultures are virtually absent
in nature. Moreover, bacteria do not live in the environment as single floating cells (called
planktonic cells), but rather as diverse varieties of microorganisms attached to a surface, called
biofilms. These communities of microbes in biofilms develop sophisticated strategies to protect
themselves against antibiotics and inhospitable environments. The unit of instruction we have in
this topic includes three integrated topics: (1) understanding the paradigms shifts that
periodically happen in science, (2) refining understanding of microbes and especially biofilms of
microbes and (3) our body’s response to infectious agents as relevant to current news events.
Implementation Schedule: Based upon the NSES standards for the professional
development of teachers, we plan to provide longitudinal support to teachers to enhance both
their content, - and pedagogical knowledge. The intervention has the following four phases –
recurring each year of the program (1) Summer Academies, (2) Mentored Planning for
Curricular Implementation, (3) Classroom Teaching Support, (4) Peer Review of teaching
experiences. At the conclusion of these four main stages of our program we will continue
offering support for our teachers with continued mentor availability and additional seminar
series. The teachers completing our program will be invited to serve as master teachers. Our
objectives with this effort include that after completion of the program (a) teachers will have an
improved understanding of modern content and research-based pedagogies and will be able to
use these successfully in their classroom teaching. Furthermore (b) students will have a higher
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understanding of content, improved inquiry skills and a deeper appreciation and interest towards
biotechnology and molecular biology and their application to health-care and societal decisions.
The following research design is developed to study the attainment of these objectives.
Research Methodology:
The objective of the proposed research is to test the hypothesis that the combination of
scientific content mentoring with support for pedagogical skill development is an effective
strategy for the professional development of high school life science teachers as demonstrated by
(a) teachers’ knowledge of updated content and pedagogies, (b) teachers use of these for their
classroom teaching and (c) students’ achievement scores on the focal concepts and skills. Our
research methodology is a pre-post intervention, non-equivalent control group design that
includes fine-grained, micro-genetics measures. It will document how teachers in disadvantaged
urban and isolated rural communities can be taught effectively as measured by their pedagogical
content knowledge and by the learning achievement of their students. We will examine three
populations in our region that show documented similarities to the national sample: high school
life science teachers and their students in (1) urban school districts serving a mainly minority
student population, (2) suburban school districts and (3) disadvantaged rural school districts. A
total of 60 teachers will participate in professional development during the three years of the
project. We will have 30 new high school life science teachers inducted to the program in the
first and second years. Of the 60 teachers starting our program as beginners, all 60 teachers will
have the opportunity to reach advanced level and 30 teachers will also have the opportunity to
reach the mentor level of expertise (Table 1). Consequently we will have beginning PCK data
from 60 teachers, advanced level PCK data from 60 teachers and highest level (mentoring
teacher) data from 30 teachers by the end of the project. The 30 control group teachers will
provide data on their on-going (expectedly traditional and stagnant) teaching methods and will
become the beginning teachers in the last year.
Beginning
Advanced
MENTOR
Control

Year One
30 teachers

30 teachers

Year Two
30 teachers
30 teachers
30 teachers

Year Three
30 teachers
30 TEACHERS
30 teachers

Table 1. Number of participants and their level of experience over time.
For our research design, we will use pre- and post-test measures of content knowledge
(conceptual and procedural), confidence in content knowledge, pedagogical expertise including
knowledge of students’ pre-conceptions and developmental levels and orientations towards and
use of research-based instructional methods. This control-group design will account for possible
effects of history and maturation as threats to the validity of measured outcomes (Table 2.) For
measurement purposes we will further consider the ways Magnusson, Krajcik and Borko (1993)
operationalized PCK as the interplay of five components (1) orientations towards science
teaching, (2) knowledge of science curriculum & content, (3) knowledge of students”
understandings, (4) knowledge of assessment methodologies and (5) knowledge of instructional
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strategies. In addition to these large-grain measures acquired with the pre-and post-test we will
also conduct a micro-genetic analysis (Siegler & Crowley, 1991) of the finer-grained
components of PCK, as it develops over time during teachers’ actual implementation of the
curricular units as envisioned during the mentored planning activity.
TREATMENT GROUP
Participating Teachers
Content Knowledge and
Laboratory Skill
Confidence in Content
Orientation to Pedagogy
(evaluation & application)
Knowledge of Students’
conceptions & beliefs

CONTROL GROUP
Non participating Teachers

Measured with Content Tests (Pre
& Post Instruction) as well as PCK
rubrics and by scoring the
pedagogical value of sample
curriculum materials (and
implementation strategies)

Measured with content tests
(equivalent to pre-post tests) as
well as PCK rubrics and by
scoring the pedagogical value of
sample curriculum materials each
year

Table 2. Non-equivalent control group design to document teachers’ stages of PCK development.
Specifically, we will study how pedagogical content knowledge measures – as they develop
over time – are correlated with the NSES teaching standards, as indicators of high quality
teaching effectiveness (Table 3). We will document these correlations for both teachers who
received various modes of follow-up mentoring support such as in-depth classroom observation
and implementation support as compared to the distal support via “instructional-blogs” (for
review by mentors and peers) and daily, individual reflection via structured rubrics for pedagogy
implementation. As a result, we will be able to provide a research-based contribution to the
modes of effective teacher professional development using standards set forth by recent policies.
NSES Teaching Standards

REPORTED ATTRIBUTES OF PCK
Curriculum
Knowledge

Knowledge
of Students’

Teaching
Orientation

Instruct.
Strategies

Assessments

Abilities to plan inquirybased curricula
Methods to facilitate
learning
Student Assessments
relevant to sts. beliefs
Creating student friendly
learning environments
Developing “communities of
learners” using inquiry
Participation in school
science programs
Table 3. Correlation of reported elements of PCK with NSES standards of high teaching quality.

Conclusion:
The potential contribution of the project is in (a) designing, testing and refining a model of
teacher professional development and long-term mentoring via both face to face and distal
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interactions among mentors and mentees, and in (b) providing a research-based set of
pedagogies, materials and tools that are effective for mentoring teachers’ through their
pedagogical content knowledge development. Finally, we will also (c) contribute to building
regional human resources composed of experienced scientist-mentors, master-teacher coaches,
learning-scientists and faculty of education as well as school administrators who are competent
in supporting efforts to increase teacher quality and student achievement in life science.
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Abstract
Much of what we know today about Internet usage among Australian high school students has
primarily been generated by anecdotal evidence. We know that students use the Internet for education,
edutainment, social communication and entertainment, however further research is required to find out
more about students time online, from where they access the Internet and specifically, what do they do
online?
This paper describes a study that explored Australian students’ Internet use. The study involved the
collection of quantitative and qualitative data from students from two high schools; one urban, and one
non-urban in Victoria, Australia. Responses were gathered relating to the students’ Internet usage in
terms of location, frequency of use, skill level and activities.
The research showed that home Internet access is more often used for social related activities, than for
educational purposes. Not surprising, Internet access from within the school environment was
primarily to access educational resources. The results also indicated that if the school and home
Internet access were sufficient in performance, they are preferred access locations to that of public
libraries or internet cafés.
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1.

Introduction

In an ever-changing world where almost everything seems to happen at a fast-pace, the Internet is a
focal access point for many services, communities and resources: With a click of a button you can be
connected to the “Information superhighway” where many things you need or wish to know are at
your fingertips.
The people of Australia are known to be progressive in the uptake of technology, including the
Internet: Australia is amongst the leading countries in the world in terms of the ratio of Internet users
to population (ABS, 2000). In June, 2003, eighty-two percent of Australians between the ages of 14-17
years old accessed the Internet (NOIE, 2003). The Australian government through its information
technology infrastructure and education initiatives has, and continues to spend large sums of capitol on
deploying technology to support connectivity to the Internet for all Australians, in particular, those still
in school. However, there has been limited research into what students do with the online access, or
from where they access the Internet.
2.

Internet access

The infrastructure required to access the Internet and the World Wide Web is now becoming
commonplace in many societies. Internet connectivity is extending its web of intrigue to regions of
developing economies and industrialization. From Melbourne in Australia to Entebbe in Uganda, the
Internet is making an impact on students. However, not everyone has the same access, nor do they
access the technology from the same type of location. Within an Australian context, students access
the Internet from one or all of the following locations; school, home, Internet cafe or public library.
Schools provide their students with free Internet access within the school classroom and library,
though this access is often limited to educational websites and time restrictions are often imposed.
Home access to the Internet is on the incline, “The number of households with home Internet access
rose to 2.7 million or 37 per cent of all Australian households” (ABS, 2000). This growth of home
Internet connectivity is continuing to grow at disproportional rates to that of Australian population
growth. The rollout of broadband Internet connectivity has spread across the continent; however it is
still not available in all parts of the country. The most common form of broadband connection is still
through fast dial-up, though the faster cable modem connections are becoming more available and are
being adopted at a rapid rate.
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Internet cafes, also known as ‘cyber cafes’ are a concept in which the general public can access the
Internet for surfing and other activities, or to play network games. Network games are where two or
more computers are connected to each other so their users can synchronously play multi-player games.
Internet cafes are not free.
Public libraries are popular for those who do no have access to the Internet from home or work.
Accessing the Internet using public library computers is often free, though require to be booked in
advance, are available for only short periods at a time, often have restrictions as to what services can
be activated (for example, the downloading of music/video files is often not allowed), and the amount
of transfer allowed.
3.

Students’ World Wide Web activities

Thornburgh and Lin (2004) claim that “Children may well be more sophisticated than adults with
respect to technology [as they] have never known a world without personal computers, and many have
been exposed to the Internet for much of their lives”. The World Wide Web took on critical mass in
the early 1990s, the ‘digital children’ of this age no longer in the early years of schooling, they are
now in secondary school or in the workforce. Accessing the Internet is not new to Australian school
children today, it is as common and as spontaneously used as books – maybe even more so?
Within the Australian secondary school environment, students make use of the Internet and the World
Wide Web in a variety of situations, for example through the use of online notes or researching for
assessment tasks, communication, edutainment, and entertainment.
3.1

Education

Over the last few years information and communication technologies (ICTs) associated with the World
Wide Web have become useful tools for students to engage in education, “Students can access
information anywhere, anytime, in or out of the classroom” (Scarcella and Gonzales, 2001). This
opens up a whole new world for students where they can engage in their own learning at their own
pace through a medium that is interactive.
3.2

Edutainment

Edutainment is a 20th century word that is described as “Entertainment that is intended to be
educational” (Princeton University, 2004). Edutainment has become increasingly popular with
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students and educators alike. Many web sites are designed not only to be informative, but to be
entertaining as well.
3.3

Social Communication

Internet technologies used to communicate between two or more people is cheap, fast, robust and very
popular with all ages. Research conducted by Johnson and Hignite (2000) support this claim, they
suggest that “students are more likely to use the Internet for communication [than for anything else]”
(Johnson and Hignite, 2000). They further claim that the types of communication that students engage
in online are email, synchronous chat (using programs such as MSN messenger, ICQ and Yahoo chat),
file sharing, and Short Message Service (SMS). Most of these programs and services are free of
charge.
3.4

Entertainment

Anecdotal evidence suggests that online entertainment is becoming increasingly popular through the
prolific access to networked games, music and music and video file downloads.
4.

The research study

Through the Internet and its associated advanced applications, together with the opportunity for
innovative advancements in telecommunications there is a requirement that the technology is of
benefit to those that use it. To assist in this being a reality, one should be aware of the usage patterns
of those who use it. An understanding of these issues should better inform teachers, software
developers and policy makers in developing future educational initiatives related to telecommunication
services for educational purposes.
The study reported here was designed to explore the Internet usage of secondary school students. That
is, the what, when and where do students access online content. The study was conducted during the
second half of 2004, and was primarily a quantitative study in the form of a questionnaire to gather
data to address the research questions.
4.1

Participants

The participants were in year 11 (15-18 years old) at one of the two selected urban or non-urban nongovernment secondary schools in Victoria, Australia. The selected schools were socio-economically
similar and had similar Internet access and information technology infrastructure. The schools were
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hundreds of kilometres apart, both regions had dial-up broadband available, though cable access was
only available in the urban region.
4.2

Questionnaire

A questionnaire was chosen as the data collection instrument as they are quick and easy to administer,
and are not too intrusive. The questionnaire was designed so that the questions asked would relate to
the participant’s Internet usage in terms of location of connection, type of connection, activities
conducted online, and the amount of time spent online. The questionnaire was made up of thirteen
questions, including binary (yes/no) type questions, scaled responses (Likert-type scale) questions as
well as open-ended questions. The Likert-type scale questions used a set of six declarative statements,
for example lots (every day), frequently (a few times a week), maybe once a week, a few times a
week, rarely and never.
Demographic data was collected relating to age, gender, region (urban or non-urban), type of home
Internet connection (dial-up, broadband), Internet use skill (novice, intermediate, expert). The
characteristics used in to describe the participants’ skill level in using the Internet are presented in
Table 1.

Increase in skill level

Table 1: Characteristics used to describe skills at using the Internet

Statement
I get lost easily; ask others how to use web applications.
I know how to use the basic functions such as surfing the Internet, sending
and receiving email and making use of search engines.
I know how to use the basic functions of the Internet and know how to
purchase goods and services online.
I understand how the Internet works and have created my own web page,
then published them live online.
I consider myself as an “expert on the Internet” being able to complete all of
the tasks mentioned above as well as understanding terminologies such as
TCP/IP FTP, Gopher, and servers

Skill Level
Novice
Intermediate
Intermediate
Expert
Expert

The questionnaire focused on the two areas, the use of the Internet at school, and the use of the
Internet at home. Each question was related to five identified areas of Internet use, these were
education, edutainment, communicating about school work, social communication, and entertainment.
The questionnaire also requested for responses on the amount of time spent online (weekdays as
compared to weekends) and the types of online services accessed. Six Internet services were focused
on by the researcher; these were email, search engines, peer to peer networks (p2p), file transfer
protocol (ftp), ecommerce, and online banking.
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4.3

Data analysis techniques

Preliminary analysis of the data, such as mean score, was conducted to compare factors or issues
embedded in the questions. Further analysis of the data was conducted using the Statistical Package
for the Social Sciences (SPSS) to obtain descriptive and frequency data. Spearman’s rank order
correlations were also conducted to assess the strength of the relationship between two continuous
variables. A Spearman’s correlation coefficient of 0.7 or above, and a statistically significance level of
0.01 were used as the base line to select data for interpretation. These figures were used as they
indicate a very strong relationship between the variables and the data. In addition to being highly
correlated, the variables also needed to be logical or ‘make sense’ to the researcher. Any set of
variables that were highly correlated but did not seem logical to the researcher were omitted from
further analysis.
5.

Results and discussion of the findings

The questionnaire was distributed to fifty eight year eleven students at two non-government schools in
Victoria, Australia. The spread of gender, years of internet use, home Internet connectivity and type of
connectivity are presented in Table 2. It can be seen that the figures are fairly homogenous and
therefore a good basis for analysis.
Table 2: Summary of the samples at both locations

Urban
n=28
Non-urban
n=31

Male

Female

17
(61%)
14
(45%)

11
(39%)
17
(55%)

2-4yrs
Internet
experience
7
(25%)
3
(10%)

> 4 yrs
Internet
experience
21
(75%)
28
(90%)

Home
access

Dial modem

Cable or
ADSL

100%

19 (68%)

9 (32%)

100%

21 (68%)

8 (25%)

Overall, the participants perceived their skill in use of the Internet as intermediate with no-one
considering themselves as a novice user. Some students (29% and 35%: urban/non-urban respectively)
considered themselves as expert uses of the Internet services.
To determine the most common access point for students accessing the Internet, the participants were
asked to select form a given list, more than one selection was allowed. The options were home, a
friend’s lace, the school classroom, the school library, the public library, an Internet café, and ‘other’.
They were also asked to indicate they frequency of use at each of the specified location. Table 3
presents the results for the local and frequency of access.
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Table 3: Location of access (figures are presented as a percentage of the responses)

(Question 7):
Internet access location
Urban (n=28)
Lots
Frequently
Once a week
A few times a month
Rarely
Never
Non-Urban (n=31)
Lots
Frequently
Once a week
A few times a month
Rarely
Never

Home

Friend’
s place

School
classroom

School
library

Public
library

Internet
café

Other

28.6
53.6
17.8
0
0
0

0

0
28.6
7.1
14.3
28.6
3.6

0
14.3
7.1
28.6
32.1
3.6

0
0
0

0

0

7.1
21.4
35.7

3.6
3.6
39.3

3.6
0
0
0
25

0
32.3
12.9
9.7
3.2
12.9

12.9
45.1
22.6
16.1
3.2
0

0
0
0

0
0
0

0
0

6.5
6.5
45.2

3.2
6.5
41.9

3.2
0
16.1

19.4
41.9
25.8
9.7
3.2
0

3.6
28.6
35.7
7.1
0
0
0
6.5
16.1
32.3
12.9

3.6
0

3.2

The most frequent (lots + frequently) location from where the Internet was accessed was from the
home location (82% and 62% urban/non-urban respectively). This was followed by the school library
for non-urban participants (58%), and the school classroom (28% and 32% urban/non-urban
respectively). A friend’s place was used on a weekly or monthly basis (63% and 24%, urban/nonurban respectively). Public library Internet access and Internet café access were rarely used by either
cohorts.
Internet access from the school classroom and school library is significantly lower by the urban
participants, than by the non-urban participants. This indicates that the urban students use the Internet
less than their counterparts in the non-urban school.
Online activities were categorized into one of the following options; education, edutainment,
communicating about school work, social communication, and entertainment. The data collect
regarding these activities are presented Table 4 for home Internet activities , and Table 5 for school
Internet activities.
Table 4: Internet activities at home (figures represent frequency of use as a percentage)

(Question 9: )
HOME Internet/Web
activities
Urban (n=28)
Lots
Frequently
Once a week
A few times a month
Rarely
Never
Non-Urban (n=31)

Education
3.6
53.6
21.4
14.3
7.1
0

Edutainme
nt
7.1
7.1
10.7
0
7.1
21.4

School
work
comms
7.1
17.9
28.6
3.6
3.6
10.7

Social
comms

Entertain
-ment

25
35.7
21.4
10.7
0
3.6

3.8
35.7
32.1
14.3
3.6
3.6

Other

3.6
3.6
0
0
0
25
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Lots
Frequently
Once a week
A few times a month
Rarely
Never

3.2
35.5
35.5
12.9
6.5
0

3.2
6.5
9.7
3.2
16.1
6.5

0
9.7
6.5
16.1
29
6.5

6.5
22.6
9.6
25.8
16.1
9.7

6.5
45.2
6.5
16.1
12.9
0

6.5
3.2
0
3.2
0
0

The most frequent (lots + frequently) activities conducted using the Internet from home for the urban
participants was social communication activities (61%) and entertainment (49%), and for the nonurban participants was entertainment (52%). The frequency of use of the Internet for education by the
urban participants (57%) is quite significant compared to that of non-urban participants (38%). If you
add to these figures the participants’ involvement in communication relating school work, these figure
become more substantial. Nevertheless, for both cohorts, these figures are outweighed by social
related activities such as social communication and entertainment.
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Table 5: Internet activities at school (figures represent frequency of use as a percentage)

Question 11:
SCHOOL Internet/Web
activities
Urban (n=28)
Lots
Frequently
Once a week
A few times a month
Rarely
Never
Non-Urban (n=31)
Lots
Frequently
Once a week
A few times a month
Rarely
Never

Education

Edutainment

10.7
21.4
10.7
25.0
7.1
3.6

0

6.5
41.9
32.3
19.4
0
0

0
0
12.9
12.9
9.7
6.5

7.1
14.3
3.6
7.1
10.7

School
work
comms

Social
comms

Entertain
-ment

3.6
14.3
10.7
3.6
7.1
10.7

0
0
0
21.4

0
10.7
10.7
3.6
14.3
10.7

0
0
0
0
0
17.9

0

3.2
3.2
9.7
0
9.7
16.1

3.2
16.1
12.9
0
0
9.7

3.2
0
0
0
0
9.7

9.7
9.7
3.2
0
16.1

3.6
7.1

Other

The participants were asked to indicate their frequency of use of specific Internet services. These
services were email, search engines, file transfer, peer to peer, e-commerce, online banking and other.
The results are presented in Table 6.
Table 6: Internet services (figures represent frequency of use as a percentage)
Email
Search
FTP
Peer2
EQuestion 13:
Engines
Peer
Commerce
Internet services

Online
Banking

Other

7.1
3.6
10.7
10.7
21.4

0
17.9
17.9
10.7
10.7
28.6

0
0
0
0

0

0

9.7
6.5
9.7
6.5
16.1

6.5
3.2
3.2
9.7
22.6

0
0
0
0
0
12.9

Urban (n=28)
Lots
Frequently
Once a week
A few times a month
Rarely
Never
Non-Urban (n=31)
Lots
Frequently
Once a week
A few times a month
Rarely
Never

25.0
46.4
28.6
0
0
0

25.0
42.9
32.1
0
0
0

10.7
10.7
3.6
3.6
10.7
21.4

17.9
10.7
35.7
10.7
0
7.1

9.7
32.3
25.8
16.1
6.5
3.2

9.7
38.8
35.5
12.9
0
0

0
12.9
6.5
0
0
16.1

3.2
16.1
12.9
19.4
0
12.9

0

3.6
28.6

The most frequent (lots + frequently) activities conducted using the Internet from school for the urban
participants was education activities (32%) and school work communication (18%), and for the nonurban participants was education (47%) and entertainment (19%). The frequency of use of the Internet
for social communication by all participants is negligible (4% and 6% urban/non-urban respectively),
and for entertainment the figures are also low (11% and 19% urban/non-urban respectively). Though
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this is educationally pleasing to note, the low results could be due more to the barring of entertainment
web sites, and the exclusion of numerous communication technologies such as MSN.
The results indicate that there were two Internet based services that the respondents from both the
urban and non-urban locations made high use of, these were search engines (98.3% overall), and email
(96.6% overall). 100 per cent of the urban sample stated that they use email and search engines at least
once a week. This can be compared to the 67.8 per cent of the non-urban respondents who stated that
they used email once a week, and 84 per cent stating that they used search engines.
Another notable fact to arise from the data is that 17.9 per cent (lots + frequently) of urban participants
made use of online banking, compared to only 6.5 per cent of the non-urban participants. The
researcher cannot determine a reason for this finding, other than the greater opportunity for part time
work in the urban location than that of the non-urban location, and therefore being responsible for a
small budget (and associated expenses).
Peer to peer network use (p2p) is another service that yielded opposing results from both sets of
participants. 64 per cent (lots + frequently + weekly) of urban participants indicated that they use peer
to peer network services weekly, as compared to 32.2 per cent of the non-urban participants. A
possible reason for this large difference could be the fact that permanent broadband cable connection
facilitates p2p network downloads through stable, high speed connection, and dedicated modem line.
Broadband connection in the non-urban region was only available through ADSL or dial-up
connection.
Participants were asked to indicate how much time they spent accessing the Internet, from any
location, during the week and during the weekend, the results are presented in Table 7.
Table 7: Time spent online: weekdays / weekends

Question 12:
Time spend on line
Urban (n=28)

0-2 hours

3-5 hours

6-8 hours

>8 hours

Weekdays
Weekends

21.4 %
35.7 %

42.9 %
46.4 %

25.0 %
3.6 %

10.7 %
14.3 %

Weekdays
Weekends

41.9 %
61.3 %

35.5 %
32.3 %

19.4 %
6.5 %

3.2 %
0%

Non-Urban (n=31)

The data indicated that the short term (0 to 2 hours) weekday Internet access by non-urban participants
almost doubled that of the urban respondents (41. 9% and 21.4% non-urban/urban respectively). The
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figures are very different when the time online is extended to greater than 8 hours (3.2% and 10.7%
non-urban/urban respectively).
The amount of time spent online during weekends was similar to that of the weekdays in that the nonurban participants indicated that they spend more time online between 0 to 2 hours (61.3%) compared
to the urban participants (35.7%). Again as the researcher compared the respondents who stated that
they made use of the Internet for more than 8 hours on the weekends, a notable difference between the
two was discovered. It was seen that 14.3 per cent of the respondents from the urban location stated
that they made use of the Internet for more than 8 hours on the weekend; non-urban participants
indicated that they did not access the Internet over the weekend for more than 8 hours. Further
questioning is required to determine the reason for the weekend activity, and inactivity.
6.

Conclusion and future work

In 2004 there were over three million high school students in Australia, of which two hundred and
fifty seven thousand of them were in year eleven. The sample size for this study is relatively small in
comparison, however the study does indicate some of trends or occurrences that are probably
happening in Australian schools, homes, and communities.
All participants in the study had been using the Internet for no less than two years, with the majority of
the them using the Internet for more than four years, together with more than a third of them claiming
to be advanced or expert users of the Internet. These numbers are higher than those predicted by
Bailey “….by the time they’re [children] 10 years old, 60 percent of children use the Internet. That
number grows to almost 80 percent for kids who are 16” (Bailey cited in BizReport, 2003). The study
findings indicate that the growth of Internet use by year 11 Australian students is increasing more
rapidly than predicted.
Participants’ access to the Internet from home was more often used for social activities than for
educational purposes. However, the converse was indicated when they accessed the Internet from
within a school environment. The web services of search engines and email can be seen as to facilitate
not only education based activates, but social activities. Further research needs to be conducted to
explore in detail the Internet services accessed by Australian students as to differentiate more closely
the reasons behind the access. The role Internet connection speed has on the services accessed is
another areas that could be further investigated.
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Personality inventories have been used to foster informed decision-making regarding career
choice, even the choice of teacher. These inventories can provide information about
temperament, mode of human interaction, and even learning style. This study applied these
constructs to understanding working relationships among teachers in the classroom; specifically,
the relationship between student teacher and cooperating teacher. The experience of learning to
teach in student teaching is highly dependent upon the cooperating teacher. Forging a
harmonious working relationship between student teacher and cooperating teacher is paramount
to positive learning and attitudinal outcomes from this experience. A poor relationship can be
described as a personality conflict and can lead to failure in the practicum setting. The
relationship is likely to be stronger when both teachers share common attributes but also
differences that can strengthen the learning relationship. We used a simple personality inventory
that indicates strength of personality in four color-coded areas (gold, green, blue, and orange)
that represent a predominant style to temperament and human interaction in teaching. We
matched student teachers with cooperating teachers based on the results of the inventory. Four
cases were studied in depth regarding their working relationship during the internship.
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SUPERVISING TEACHERS’ PERCEPTIONS ON PRESERVICE TEACHERS’
PREPARATION TOWARD PARENTAL INVOLVEMENT
Introduction:
The term “parent involvement” means different things to different people. In a
broad sense, parent involvement includes home-based activities that relate to children’s
education in school. It can also include school-based activities where the parents actively
participate in the events that take place during the school day (Hoover-Dempsey &
Sandler, 1997). Epstein (2001) stated that when schools work together with families to
support learning, children are inclined to succeed not just in school, but throughout life.
Three decades of research have shown that parental participation in schooling improves
student learning. Such participation of parents and families is critical not only in the very
beginning of the educational process, but throughout a child’s entire academic career.
Plevyak (2003) stated that, “yet even with research showing how important role
of parents is in the education of children, it is not emphasized in many preservice teacher
education programs”. According to Lazar, Broderick, Mastrilli, & Slostad (1999) “parent
involvement in both university and professional development contexts sends the message
that it is unimportant. A gap in teacher education has left teachers in need of knowledge
and support to carry out parent involvement initiatives”. A review of the teacher
education literature reveals that very little attention is given to preparing preservice
teachers to work with parents. Epstein (1995) reports that " most educators enter school
without an understanding of family background, concepts of caring, or the framework of
partnerships ... most teachers are not prepared to understand, design, implement, and
evaluate practices of partnerships with the families of their students" (p. 706). Research
on the impact of teacher education on preservice teachers' beliefs suggests that field
experiences contribute to the shaping of students' belief systems on parental involvement
(Renzaglia, Hutchins, & Lee, 1997).
In a study of preparation of preservice teachers on parental involvement, McBride
(1991) found that preservice teachers believe they had little preparation for implementing
parent involvement strategies. According to Tichenor’s study (1998), preservice teachers
indicated that teacher education programs can better prepare preservice teachers to deal
effectively with parents by offering courses on parent involvement, providing field
experiences related to parent involvement, and working directly with parents.
Teachers generally recognize the need for increased parental involvement yet the
amount of training they receive in this area is minimal (McBride, 1991). There are some
issues to address in preservice teachers education programs:
•
Teacher preparation concerning parent involvement should be a
developmental sequence that progresses from learning about the more traditional types of
parent involvement where parents are asked to cooperate with school staff, to the types of
parent involvement in which school staff provide assistance to parents, and then toward
the types where parents and school staff work together essentially as partners in
education.

•
Parent involvement training experiences should be an integral part of their
preparation, rather than an attachment to it (Tichenor, 1998).
Florida State University Elementary Education students have progressively
greater involvement in the field through the four semester program. During the first two
semesters students are in the schools for 36 hours + 1 full week. During third semester,
they have field experiences two days a week + 3 full weeks. The final semester is 14
weeks of student teaching.
Research Question:
Do supervising teachers think elementary education preservice teachers benefit by
interning in their elementary classrooms regarding parental involvement?
Participants:
Six supervising teachers in elementary schools.
Methodology:
For this study, six supervising teachers were asked for individual interviews. All
interviewees were asked to answer same five questions. The questions are designed to
obtain the respondents’ ideas regarding a part of preparation of preservice teachers on
parental involvement in elementary schools.
Data Collection:
Qualitative method was used to collect for the study. Randomly selected
supervising teachers from the elementary schools were interviewed.
Data Analysis:
Interview questions responded by supervising teachers reviewed and categorized
in order to summarize the responses and identify common themes. The data from the
individual interviews categorized under group perceptions that can explain the
correlations between preparation of parental involvement and variables. The researcher
coded and analyzed the individual interviews transcripts.
During the first stage of analysis, the researcher conducted color coding in which
the researcher read and analyzed line by line all transcribed comments. Then, during the
second stage of coding, the researcher identified consistent themes and relationships in
each of the sources. After determining these general categories, the researcher reviewed
the data again to locate additional evidence backing up each theme. Finally, during the
third stage of coding, the researcher compared the general themes across all data sources,
creating broader, more consistent themes.
The researcher examined the parental involvement activities that preservice
teachers have in elementary schools by asking supervising teachers to respond: What
kind of activities do preservice teachers have in elementary schools about parental
involvement?
Supervising teachers think that they provide an environment with very rich
activities to preservice teachers. They encourage preservice teachers to take various
experiments with the parents.
Prominent themes that emerged from the interviews included:

a) Observation
b) Contact with parents and communicate with the families
c) Sitting in on parent conferences
d) Writing newsletters
e) Other activities such as open house, school carnival, FCAT activities, yearly
activities -muffins for moms, donuts for dads etc.-, setting up classroom activities where
parents come in
A second theme that emerged from the supervising teachers’ responses answered
the question 2: What specific difficulties do teacher education students anticipate in
working with parents?
The second theme that emerged from the supervising teachers’ responses
addressed some negative reactions coming from parents. The examples I have chosen
from the supervising teachers’ answers include:
a) Parents don’t always take student teachers seriously (parents don’t see student
teachers as their child’s teacher)
b) It is important to be able to communicate with parents
c) Sometimes it is difficult to get parents to come in the classroom and on the
phone
d) Being honest with parents (It is hard to say negative things to the parents)
Teachers usually think that a course on parental involvement is not necessary.
Their response on the question number 3 (How important do you think it is necessary to
take a parental involvement course at the college level before having internship for
preservice teachers?) as follows:
The most frequent responses related to offering lectures on parental involvement
and providing workshops and role playing models relating parental involvement.
a) I don’t think it needs to be a whole course
b) It would work with another class
c) It should be in one of the education course (must include common examples,
role playing with different kinds of parents- having a student act as a parent- workshops,
different scenarios, different situations that might come up)
Another category was that emerged from the responses was their ability to
encourage preservice teachers. The question was: How comfortable do you feel about
your ability to encourage preservice teachers to increase their skills toward parental
involvement? The majority of the supervising teachers responded positively.
a) I feel very comfortable about it.
b) I am always encouraging interns to talk the parents. So I feel pretty
comfortable.
Interview question number five as follows: Do preservice teachers develop
attitudes about parental involvement and related teaching practices as a consequence of
their observations of, and conversations with inservice teachers? According to
supervising teachers, at the beginning preservice teachers might have and hear some
negative things about parents and it might affect them. However, after having some
experiences with parents, preservice teachers develop positive attitudes about parental
involvement.
a) I am sure preservice teachers develop attitudes about parental involvement.
They get the attitudes on parental involvement because they are going to do.

b) I would have to say it’s true/ I am sure they do. If we model positively and get
them lots of encouragement, then it will help them.
Supervising teachers think that communication is the most effective way to have
parents involved in children’s education. Supervising teachers were asked following
question: what do you think are the most effective ways teachers can have parents
involved? Supervising teachers responded in similar ways to this question.
a) Communication such as written notes, phone calls, weekly progress report,
letters to parents about their children in the classroom.
b) Requiring at least one week spending at school
c) Having activities with food
d) Parenting workshops such as giving opportunity to parents to see what is going
on at school, how to help their child at home effectively.
e) Open house orientation
Finally, the last research question asks supervising teachers: What do you think
teachers need to learn related to parental involvement?
All supervising teachers put the importance on communication skills with the
parents.
a) Saying something positive first, being honest with the parents
b) Getting the parents on your side; trying not to live some negative things
c) Knowing different types of families and cultures
Conclusion:
Information on parental involvement was gathered in order to provide a better
understanding of the attitudes of supervising teachers on preparation of preservice
teachers toward parental involvement in elementary schools. This study gained insight
from supervising teachers regarding their attitudes, concerns and experiences with
preservice teachers as they move from student teaching through their inservice teaching.
Supervising teachers think that they provide a positive environment for preservice
teachers and they give opportunities to have enough experiment before they finish their
internship in elementary schools to learn how to deal with the parents.
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A national consensus exists that our schools must improve and that our youth
must learn more. In their 1986 report, the Carnegie Forum on Education and the
Economy found that our public schools contained a curriculum designed to keep
children off the streets more than prepare them for the complex skills necessary in our
present workplace. Employers complained about the lack of competency displayed by
college graduates. In an attempt to resolve this problem “ we have unwittingly chosen
to face backwards when it is essential that we face forwards” (p.20). With the rapid
changes occurring within our society, we need individuals “who have a good intuitive
grasp of the ways in which all kinds of physical and social systems work” ...
independent people “who have the need and the ability to learn all the time” (p.20).
Nineteen years after this initial report was made, many of the same instructional
practices have continued in public schools. Kneidek (2001) explains that children are
now performing at a level that is as good as if not better than the level at which their
parents were performing at that age in their educational experiences. Rather than this
being something to celebrate, Kneidek states that this is a matter for concern (p.2).
“ The problem is that too many kids are being prepared for a world that no longer
exists (p. 2) He continues by asking that we “imagine going to our job with only the
tools that we used 25 years ago. We would be on par with those who preceded us but
light years away from the technological workplace advances that have taken place in
the last quarter century” (p.2). A lot of the instructional practices and assessment
procedures have remained the same in many public schools.
Most studies measure student performance and teacher accountability to
determine the success of students, teachers, and schools through the use of
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standardized assessment instruments. This paper examined what was actually
happening in classrooms. Inasmuch as classrooms are the prime workplaces for the
adults who educate our children, we must look at the processes of teaching and
learning. When considering the influence that teachers have on the future generations,
an examination of what happens during learning and what can be done to facilitate
learning is critical. Aslanian and Brickell (1980) examined the learning processes of
adults, and also found that adults seek ways that are comfortable to them. They
describe learning as a process instigated by "transitions" caused by "triggers" in the
external lives of individuals. During this process, adults develop many protective
devices and behaviors. Most of these protective devices and behaviors developed in
childhood and shaped their learning style.
The idea of the existence of learning styles being an important part of the
educational process of individuals is not new. The extensive amount of literature and
research on the subject of learning styles indicates the interest and importance placed
upon the subject. There are numerous instruments designed to measure or label
cognitive styles or learning preferences on the part of individuals. The instruments
available to identify learning styles are similar in the information they provide. Their
differences lie in how the different styles are scored, interpreted, and labeled. This
paper discusses learning styles from the perspective of Gregorc’s (1982) Mind Styles
Delineator. It addresses the uniqueness of learners, is not a diagnostic instrument, and
is an instrument used to facilitate greater understanding of individual diversity.
By acquiring knowledge of learning styles, teachers can discover ways of
accommodating students’ different styles and integrating them into their learning
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experiences with students. Researchers such as Guild (1994) and Hilliard (1989)
acknowledge the cultural implications of learning styles and conclude that additional
knowledge surrounding styles would “value and promote diversity in all aspects of
the school” (p. 21). Because children are dependent upon the adults in their lives to
model behaviors and attitudes for them, adults have the responsibility of learning how
to adapt, change and model for other adults and children the "how to's" of life.
Many teachers lack knowledge of student’s learning styles. This creates a
distortion in the teacher’s perception of the student as well as in their classroom
practices. Although there is a great deal of research related to learning, there is a
dearth of information about the influences of teachers’ knowledge of learning styles
on their practices. The relationship that children have with adults is intensely
important. "Behaviors are copied, not always at the conscious level and
connectedness experienced in childhood tends to be lasting. Learning is enhanced
when children are around adults who help them make sense of their world "
(McCarthy & McGaw, 1990 p. 23). When educators apply the appropriate
developmental practice with a curriculum that is sensitive to learning styles, it
provides an opportunity to enhance the adult/child educational relationship.
Gregorc (1986) believes so strongly in the concept of learning styles that to
neglect styles and to force students to perform outside their limits or ranges "is the
most subtle form of torture known" (p.109). Gregorc believes the issue of
developmentally appropriate practices combined with learning styles to be a moral
issue with consequences that go beyond that of simply acquiring an education. "We
must relate to others because we have had the experience of having been there. If we
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do not experience this, then we will most likely project our hidden biases on others"
(Gergorc, 1990, p. 84). To learn and to teach outside individuals' personal styles is to
promote an imbalance. "All imbalances must be remedied and redressed" (Gregorc,
1986, p. 86). If a school system is not attempting to accommodate the different styles
of its students, then it appears to run the risk of promoting inequity or imbalance in its
system.
When considering the influence that teachers have on the future generations,
an examination of what is happening during learning and what can be done to
facilitate it to a greater degree becomes important. “Children learn by doing. A horde
of evidence confirms that the ‘effort’ to prolong interesting events comes from the
infant. No reward is required other than internal satisfaction” (McCarthy & McGaw,
1990, p. 20). This statement implies that children are natural born learners. This
changes the role of the teacher from someone who “corrects to someone who
provides opportunities for children to modify their own reasoning” (DeVries &
Kohlberg, 1990, p. 81). No known instruments can effectively measure the impact
that one adult can have on one child. Because of this, a naturalistic inquiry becomes
the research design of choice for this study.
Educational reform has many issues that demand research attention. This
study intends to examine only one area of concern. It will focus on the relationship
that teachers have with themselves and with their students while engaged in the
learning process. By examining the learning process, learning styles, and the
relationship between teachers and their students, this paper will discuss information
and questions that add to the larger body of educational research. It provides
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information on how people learn by looking for themes and patterns that emerged
from discussions, interviews, and journals produced by students while they were
actively involved in the learning process.
Research Methods
The study discussed in this paper was as phenomenological naturalistic
teacher action case study designed to examine the classroom dynamics after teachers
gained knowledge of learning styles. It was an investigation of the learning process
with the added insight provided by Gregorc's (1985) Style Delineator. A
phenomological naturalistic teacher action research design using case studies was
selected in order to allow themes and patterns involving the relationship between the
teacher and the learner to emerge. Once identified, these themes and patterns
provided the foundation for future questions and hypotheses in educational research.
The case study method was selected for two reasons: 1) it aided in “raising
understanding and maintaining continuity, and 2) ... it contained characteristics that
were advantageous to the naturalistic inquirer” (Lincoln & Guba, 1985, p. 358). It
allowed for the construction of knowledge in ways “that fostered empathy and
assessed intentionality” (p.358). Case studies allowed the inquirer to probe below the
surface of an observable event or process throughout the study. It also provided the
best means for presenting the myriad of data gathered in a naturalistic teacher action
study. Because a case study design acts as a catalyst and uncovers information and
adds insights to an already existing phenomenon, it provides an arena for future
research.
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This naturalistic teacher action study sought information through the use of
questions. These questions provided an essential feature to the study by providing
focus and propelling the study forward. Their purpose was to gather information from
and provide a re-examination of a phenomenon from a different perspective. The
research questions addressed in this study were: 1) what happens to teachers’
perceptions of their students as learners when they gain knowledge of learning styles
in general? 2) What happens to teachers’ practices when they gain knowledge of
learning styles in general? 3) What happens to teachers’ views of classroom
assessment after they gain knowledge of learning styles in general?
The Design of the Study: Teacher Action
This design was chosen to investigate whether knowledge of learning styles
influenced teachers’ perceptions and practices. Participants in the study were ten
classroom teachers enrolled in a Master of Education (M.Ed.) Field-Based Program.
All ten were engaged in class instruction and discussions concerning learning styles
in general. In addition, four of these teachers were chosen to participate in case
studies. Two taught adaptive physical education classes. The other teachers in the
study, included a kindergarten teacher, a first grade ESOL class, a third grade teacher,
a teacher of varying exceptionalities, a high school history teacher, a full-time student
who once taught varying exceptionalities, and a middle school science teacher. The
tenth teacher taught first grade in a Christian school. They ranged in age from 23
years to 46 years of age and ranged from 2 to 25 years in teaching experience.
The Naturalistic Inquiry
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To engage in a naturalistic inquiry is to accept different approaches and answers
to the same set of research questions. Rather than seeking a cause and effect, it is the
view that “all entities are in a state of mutual simultaneous shaping so that it is
impossible to distinguish cause from effects” (Lincoln & Guba, 1985, p. 38). When
employed in a naturalistic study, it is important to remember that one hypothesis is
not being observed. It is not an attempt to prove any given hypothesis. It is an inquiry
design aimed at “developing an idiographic body of knowledge as a ‘working
hypotheses’ that describes the individual case” (p.38). The main goal is to uncover
the important questions contained within the process or conditions.
Finally, an important characteristic of a naturalistic inquiry is the lack of any
real design at the initial outset of the research. “Naturalistic inquiry (whether
research, evaluation, or policy analysis) cannot be given in advance; it must emerge,
develop, unfold” (Lincoln & Guba, 1985, p.225). The research questions comprised
the focus of the research and lead the process. The design began to emerge as the
researcher gathered the data. There was also the real possibility that the particular
focus held in the mind of the researcher could change as the information gathered
altered the focus. This is a positive signal that the level of inquiry is evolving to a
different “more sophisticated and insightful level” (p 229).
Procedure
The ten teachers enrolled in class were engaged in a study of learning styles
over a period of seventeen weeks. Four of these nine teachers were chosen for case
studies. These four individuals were selected based upon their willingness to
participate in the case study. The Gregorc was selected due to the ease of
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administration, scoring, well-defined styles classifications, easy to understand
explanation of styles, and a framework that was easy to interpret. Gregorc’s Styles
Delineator addresses the uniqueness of learners. It is not a diagnostic instrument, but
rather an instrument used to facilitate greater understanding of individual diversity.
This study had two phases, the first phase was the acquisition of knowledge of
styles and the second phase focused on the application of practices in authentic
settings. During a period of five, four-hour sessions, the teachers engaged in lectures,
videos, class discussions, interpretations, and self-analysis, to develop an
understanding of learning styles. The group participated in an informative resource
session on the Gregorc Styles Delineator. During this session, the participants took
the Styles Delineator and identified their own styles. They also had the opportunity to
participate in group discussions and activities designed to help them understand the
application and communication pattern of their own styles. The teachers then
discussed the practical application of knowledge related to learning styles.
Data Management and Validity
The main area of concern in data management of a case study is the
trustworthiness of the inquiry. In qualitative studies, data management leads to
integrity associated with validity and reliability. In order to maintain internal validity,
several procedures were implemented. Data management was handled through class
discussions, interviews, personal journals, and three different sources of data. This
insured internal validity through triangulation. Member checks were accomplished
when each member checked the written analysis from their recorded interview and
had the opportunity to respond to the analysis. The case study teachers maintained
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journals over a period of twelve weeks. Professional peers in the field of education
assisted in a peer examination of the data. The case teachers were involved in every
aspect of the study and were treated as co-researchers. The case teachers involved in
this study discussed at length the bias created by their instructor having the role of
researcher and agreed to remain vigilant to any concerns centering around this bias
throughout the study.
Reliability
Because the weakness of one method of data collection becomes the strength
of another, the combination of different methods achieves the best of each method
and cancels out the weakness. This is a major strength of the case study research
design. Reliability was achieved in this study through taped class discussions, taped
interviews, and journal entries.
Data Analysis
The data analysis procedure in this naturalistic inquiry case study utilized two
methods, inductive analysis and constant comparative method. The inductive analysis
allowed the researcher to organize the data into categories and themes. Constant
comparative analysis allowed the researcher to compare the themes identified across
all sources of collected data. The purpose of this process was to look for consistency
in the themes contained within each of the different data sources.
In the beginning of the analysis, the research questions became the categories
for each of the case studies. The data from the teachers’ interviews were analyzed for
preliminary themes. As the teachers’ journals and class discussions were analyzed,
these themes were expanded or amended to accommodate new emerging themes
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Discussion of the Findings
The limitations of this study prevented making a statement about all teachers’
knowledge of learning styles and its possible facilitative effects on the learning
process. However, the results of this study suggested that the participating teachers
found knowledge of learning styles beneficial in accommodating the unique nesses
they saw in their students as learners. Knowledge of learning styles accommodated
their students’ unique nesses in the following ways: 1) by providing insights into how
students differed as learners, 2) by promoting greater consistency between teachers’
views of students as learners and their instructional practices, 3) by promoting greater
consistency between teachers’ instructional practices and their assessment
procedures, 4) by providing opportunities for teachers to reflect on their own style of
learning as well as their classroom practices, and 5) by promoting a renewed
excitement about the learning process.
Instructional Practices
By the end of this study, the teachers self-reported that they perceived
consistency between the views they had of their students as learners and their
instructional practices. All viewed their students as having unique nesses as learners
and in need of learning environments involving classroom experiences utilizing
visual, auditory, group interactions, and “hands on” opportunities for learning. Each
of the teachers in this study, believed that knowledge of learning styles aided them in
providing experiences for their students that involved more individualized instruction
and opportunities for student involvement in the learning process. Because of the
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variation in subject areas taught, grade levels and exceptionalities of the students,
there were differences in each teacher’s instructional approaches with their students.
Assessment Procedures
By the end of this study, each one of the teacher cases demonstrated greater
continuity between the views they had of their students as learners, their instructional
practices, and assessment procedures. Because the teachers in this study perceived
their students as having different receptive, interpretive, and expressive skills, they
observed the need for multiple assessment procedures. Because of the variation in
subject areas taught, grade levels and exceptionalities of the students, there were
differences in each teacher’s instructional approaches with their students therefore the
need for multiple assessment became even more apparent.
Summary of the Findings
The results of this study suggest that the teachers in this study found
knowledge of learning styles beneficial in three ways. First, learning styles provided
the teachers with insights into how their students differed as learners. Second,
knowledge of learning styles promoted consistency in their perceptions of their
students as learners and their instructional practices. Third, knowledge of learning
styles provided opportunities for teachers to reflect on their instructional practices and
aided in reinforcing changes in their practices.
All four teachers viewed their students having unique nesses as learners and
provided learning environments that accommodated their receptive, interpretive and
expressive skills. The teachers in this study utilized classroom experiences involving
visual, auditory, group/peer interactions, and “hands on” opportunities for learning.
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All teachers believed that knowledge of learning styles helped them provide
experiences for their students that promoted more individualized instruction, gave
insights to assessment alternatives and fostered greater student involvement in
learning.
Implications for Future Instructional Practices
The teachers in this study described instructional practices they believed
important in the growth and development of their students. They perceived their
students as having unique nesses as learners, and believed it was important for
teachers to provide students with multiple experiences in the learning environment.
These practices needed to include “hands on”, visual, auditory, and group/peer
interactions. By providing multiple experiences, the teachers in this study found they
were able to accommodate the different learning styles of their students.
Criteria for classroom management and assessment procedures needed to be
designed so students understood what was required for satisfactory work. Students
needed multiple assessment procedures to evaluate their progress. Teachers’
assessment approaches with students varied because of the subject areas taught, grade
levels, and exceptionalities of their students. Assessment procedures such as
observation of students’ progress, student involvement in the criteria for evaluation,
planning and monitoring progress, student self-evaluation, rubrics for assessing
outcomes, and high interest projects were all suggested by this study.
The study implied that teachers design classroom environments that contain
opportunities for multiple experiences. These practices need to include “hands on”,
visual and auditory experiences. Of equal importance, is a learning environment that
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includes group activities promoting cooperative learning experiences. These practices
allow students to develop social and problem-solving skills that have application
throughout their lives.
The concepts of students becoming responsible partners in their learning
experiences was discussed at the beginning of this paper. The Carnegie Forum on
Education and the Economy (1986), Dewey (1963), and Rogers and Freiberg (1994)
promoted the idea of students requiring learning experiences that enable them to
become independent learners. If students are to comprehend the concept of
democracy, they need opportunities and experiences that facilitate this concept. This
is not possible in a classroom environment that is teacher directed instead of studentcentered. It requires an environment that allows students to make choices, to learn
cooperation and to make connections to other experiences in life. This study implies
that knowledge of learning styles may provide educators on all levels of teaching and
administration greater understanding of human diversity. Knowledge of learning
styles allows for opportunities for people to view others from different perspectives
and to create openings for greater understanding.
Research Recommendations
Phenomenological case study research in education is seldom conducted to
test theory. In education, case study research is utilized as a method of extending a
theory already in existence (Merriam, 1988; Lincoln & Guba, 1985). Because of this
educational approach to case studies, the research recommendations implied by this
study include three areas. The first is how knowledge of learning styles facilitates
teachers in meeting the diverse needs of their students as learners. The second is how
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knowledge of learning styles affects students’ views of the learning process. The third
is how the utilization of multiple experiences facilitates the learning process.
The information gathered from the interviews, class discussions and journals
submitted by the four teacher cases has positive implications for teachers finding
ways of accommodating the diverse needs of their students as learners. This
researcher believes further case studies involving more teachers would be beneficial.
In addition, case studies involving the students’ views of themselves as learners
would offer an additional perspective to educational research.
Gregorc (1979) investigated the stress produced by a “mismatch” of learning
styles between the teacher and the student. Research designed to explore students’
perspectives of their teachers’ teaching styles as well as teachers’ perspectives of their
students as learners would add important insights to educational research. First, it
would provide a clearer picture of the learning process by including both perspectives
of the teacher-student relationship. Second, it would provide insights into possible
ways of facilitating greater understanding in the relationship between the teacher and
student.
The utilization of multiple learning and assessment practices consistently
appeared in the classrooms of the teachers participating in this study. These practices
are significant when discussed from a Constructivist Theory (DeVries & Kolhberg,
1990) view. Constructivism advocates the following practices: 1) learning is an active
experience, 2) students need opportunities to observe in order to develop interest, 3) it
is important for students to have experiences with concrete objects, 4) there needs to
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be autonomy for students in their learning experiences, and 5) that learning occurs in
stages (DeVries & Kohlberg, 1990).
The teachers in this study perceived their students as having unique nesses as
learners. After acquiring knowledge of learning styles, they became more aware of
their students’ different receptive, interpretive, and expressive skills. All of the
teachers utilized more than one approach in their instructional and assessment
practices. Additional research involving multiple learning experiences and their
facilitative effects on the learning process are indicated by this study.
Summary
The results of this study uncovered insights and questions for future research
involving learning styles. Further case study research involving teachers’ views of
their students as learners has been suggested. In addition, case studies involving
students’ views of the learning process and the effects of learners’ knowledge of
learning styles on their own learning processes were suggested. The information
from this additional research may produce perceptions that provide greater insights
into the facilitative impact that knowledge of learning styles may have on the learning
process. This study suggested that knowledge of learning styles might provide
educators on all levels of teaching and administration with a greater understanding of
the diversity among all people. Knowledge of learning styles allows opportunities for
people to view others from different perspectives and to create openings for greater
understanding.
Educators come into contact with our nation’s children on a daily basis. The
relationships developed and nurtured within these settings might very well be the
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most significant relationship many students experience. Dewey (1930) believed that
life in the classroom should be a microcosm of democracy. He went on to explain that
this applied not just to the students’ abilities to make choices and to work
collaboratively on projects, but also in the way students learn to associate with the
people around them. This microcosm begins with the student-teacher relationship.
The quality of the student-teacher relationship and the learning environment may be a
crucial factor in determining whether children choose to remain in school. It may also
be the deciding factor that influences children to continue in life with a love for
learning.
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Abstract
This research draws on recent studies of student time perception and use.
Case studies are used contrast the time use experiences of tertiary distance
education (on-line) students with tertiary students studying in traditional faceto-face classes with an online component. Previous studies and experience
highlight a mismatch between the measurable and hence ”real” amount of
time students spend at their computer and online, with the perceived” (and
resented) time spent in online learning. This study uses investigates the
recognition and application of factors affecting student perception of time
spent in studying and learning online. It also compares the effectiveness of
these factors when applied to distance education based wholly online classes,
and face-to-face classes with an online component.
Some of the factors were measurably successful in reducing students’
perceptions of time “wasted” online, while others produced considerable
insight into face-to-face students perceptions of time used in study. The
factors included much greater focus on the person who was a student and
their expectations and time/life experiences while learning; the support and
use of alternative technologies such as mobile phones as learning and
communication too; a higher level of administrative and academic technical
support for the students; convergence of delivery methods; and strategic
involvement of teaching staff in design and delivery of learner management
systems.
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Introduction and Rationale
Technology permeates all aspects of out lives and a technology literate citizenry is essential
for the United States to compete in today’s world markets. Our workforce capacity in
engineering and computer fields, however, falls short of the demand (Camp, 1997; National
Science Board [NSB], 1993, 1998, 2004; National Science Foundation [NSF], 1994, 2001,
2004). For example, in 1995 women made up 22% of the science and engineering workforce
(NSB, 1998), with a slight increase to 25% by 1999 (NSB, 2004).
In 1999, the fields with the largest percentages were the biological sciences (40%) and
mathematics/computer science (33%), with lower percentages in physical science (22% to 23%)
and engineering (9% to 10%) (NSB,1998, 2004). While the percentage of women in the sciences
and engineering gradually increased from 1993 to 1999, there was a four point decrease in the
percentage of women in mathematics and computer science fields (NSB, 2004). The National
Science Foundation (2001) warned, “The US risks losing the scientific, economic, and human
resources advantages it now enjoys without an Information Technology [IT] workforce that is
large enough to meet both the public and private demand . . . [T]he under-representation of
women and minorities in computer science and engineering is a serious national problem” (p. 2).
Traditional views about girls’ interests, capabilities and career opportunities in science,
technology, engineering and mathematics (STEM) fields still persist in our society (NSF, 2004).
Women and men respond in varied ways to the cultural and structural influences of public
policy, national and local norms, educational experiences, and family values on gender identity
and work in IT (Trauth, 2002). Stereotypic views of computer scientists as “geeks” and the
nature of work within IT professions can diminish girls’ interest in technology education,
pursuits and IT occupations. An unappealing computer culture and dull programming classes

turn girls off (Zakrewsky, 2000). Educators also turn young women away from STEM
occupations, and IT in particular, when they emphasize competition versus collaboration or
characterize such work as solitary and extremely demanding (Astin & Sax, 1996). Trauth (2002)
maintains that the government, schools, families, and employers must consider their
contributions to the “gender shaping” of individual identities and of IT work in order to address
the under-representation of women in these fields.
Young women may have limited contact with IT role models and lack knowledge of the
educational requirements and work expectations within IT occupations. Female role models
provide a scaffold for young women to take risks (Smith, 2000) and a more balanced or
normalized view of IT work. Their professional success counters stereotypes regarding what is
possible or appropriate work for women in IT. Smith (2000) noted that high challenge, low threat
tinkering or video activities motivated females to take risks and seek further challenges. These
experiences heightened young women’s interest in further STEM pursuits and contributed to
their decision to enter STEM fields. Given projected IT workforce trends we must nurture the
technology interests and achievements of all students to increase their prospects of entering these
high demand occupations.
Career Awareness Workshops to Support Girls’ IT Interests
Since 1992, Penn State Delaware County has been offering a STEM Career Day for
seventh grade girls and their teachers. The goals of the STEM Career Day are to (a) increase
girls’ awareness of and information about STEM careers, (b) provide opportunities to interact
with women in STEM occupations, (c) support girls’ interests in STEM fields, and (d) to furnish
teachers with information to guide girls toward STEM career opportunities. Career Day

components include an opening ice-breaker activity, three small-group workshops, a panel
discussion, and an open career fair at the close of the day.
The ice-breaker activity helps students from different schools become acquainted and
develop a spirit of cooperation as a group. The workshop sessions are the primary focus of the
Career Day and are attended by the students as well as teachers. Presenters usually begin with a
description of their career field, the educational requirements, and specific job responsibilities,
typical tasks, challenges, or problems they encounter at work. The presenters then engage the
girls in an interactive hands-on or role-playing experience that illustrates some aspect of their
work. This paper describes the Personal Web Page and the Palm Pilot workshops, two IT
components of the Career Day.
As for the panel discussion, it provides an alternative means of interaction between the
presenters, students, and teachers. The panel is formed to reflect the diverse perspectives of
professionals from different STEM fields. Panelists share their views and personal accounts in
response to questions posed by the students and teachers and often provide glimpses of the lives
of women that may not be revealed in the workshop sessions. The Career Day ends with an open
career fair where students may visit any presenter they choose. Girls with specific occupational
goals can then obtain information and speak with women whose careers match their own
aspirations.
Personal Web Page Workshop
The purpose of the Personal Web Page workshop session is to introduce seventh grade girls
to web page basics using HTML code. To actively engage the girls, the session is held in a stateof-the-art technology classroom outfitted with PCs, white board, overhead, and a teacher’s
projection station. The presenter is assisted by a female student from the Penn State Information,

Science, and Technology (IST) curriculum. As the workshop begins, the girls are asked to think
of a movie star or athlete they admire. (Since web sites are fluid, it is wise to prime the girls by
suggesting the names of a few celebrities whose web sites have been checked prior to the
session.) Once the name of a movie star or athlete is chosen, the girls are then instructed to
search for the Universal Resource Locator (URL) of the celebrity and are instructed how to view
the source code once the site is found. Now, the girls are introduced to HyperText Markup
Language (HTML) which is the computer language that forms the basis of web pages. For those
students who already know how to create web pages using standard pre-packaged programs, it is
unlikely that they are familiar with the code behind the software; so, chances are even they will
learn something new.
The actual hands-on session begins with each girl seated at a PC. A digital photo is taken of
each girl and saved to a disk labeled with her name. Each girl then begins the adventure of
creating her own web page using HTML code. With step-by-step guidance from the presenter, a
set procedure is used by the students to develop and design their web pages. First, they insert the
digital photo taken earlier. Then they insert their name between the HTML title tags. Next, they
choose a background color other than white. Finally, they use HTML paragraph tags to write a
brief paragraph about topics such as (a) their favorite part of the Career Day, (b) their best friend,
(c) their pet(s), or (d) their family.
Through this workshop, students gain firsthand experience using HTML code and
creating web pages. They save their web pages to their disk and the web pages are later uploaded
and incorporated into the presenter’s personal web page. This allows the students to see their
finished product, including their photo, share it with friends and family, and continue to reflect
upon their experience at the Career Day.

What is a Palm Pilot®?
Middle school aged students are generally young enough not to feel intimidated by new
technology. Therefore, a hands-on approach to learning about information technology tools in a
friendly and comfortable environment may inspire curiosity about technology in general, and
information technology as a field of study. In the Career Day workshop “What is a Palm Pilot?”
seventh grade girls explore the functions of the Palm Pilot®. Students work in pairs to learn to
use the interface and explore several applications. They follow a simple tutorial taking turns at
learning the basic skills of the interface. Following the basic skills tutorial, the girls are
instructed to open a “drawing” application and draw a simple shape such as a dog or cat. In the
next step, students “beam” their drawing to the other girls in the classroom. Each student adds a
component to the drawing and beams it back. A similar activity, sending notes instead of
drawings, is completed using Palm’s Note application. The girls then play and share the games
previously loaded onto the device. The students also discuss what games or applications they
would like to design. Near the end of the session, a few lines of programming code are presented
to introduce the girls to the study of the design of information technology.
Environment, Safety, and Health (ESH)
A third IT-related workshop is conducted by two environmental engineers and an industrial
hygienist. To begin the session, teams of students are formed to identify ergonomic issues that
relate to the stresses and strains of prolonged work at the computer. Each team discusses ways to
find comfortable solutions to the problems raised and presents their team recommendations to
the group. The girls then explore occupational safety concerns and environmentally friendly
consumer products that might be encountered in ESH occupations.

Summary
Girls indicate they enjoy these hands-on IT workshop sessions. Until the workshop
sessions, few girls used Palm Pilots or thought about ergonomics, or even understood the
meaning of the word. Girls in the web page workshop found the introduction to HTML code
added a new dimension to their knowledge of web page development, especially when learning
how to change background colors. Through such workshops, girls are introduced to relevant ITrelated material. For many girls this is also their first trip to a college campus and their first
opportunity to speak with an IT professional or engineer. These positive, concrete experiences
and exposure to female role models, the Career Day supports girls’ educational goals and
expands their vision of potential and appealing career choices.
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Using Technology to Observe and Assess Young Children in the
Early Childhood Classroom
Dr. Patricia A. Vardin
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One of the most important issues in early childhood education revolves around the topic of
assessment. With increased federal and state funding for early childhood education programs,
funders have demanded greater levels of accountability concerning children’s learning outcomes
from early childhood educators.
This paper will focus on some of the most important factors involved in assessing young children
in the early childhood classroom and some of the available methods and techniques that
educators can utilize in the assessment process.
Authentic Assessment
Mandated assessments of young children in publicly funded early childhood programs has
proliferated, including the use of standardized tests. Concerns about the use and misuse of
standardized tests with young children has been well documented. (Meisels, 1989; Powell &
Siegel, 1991; LaParo &Pianta, 2000). Professional organizations such as the National
Association for the Education of Young Children have stressed the importance of using
developmentally appropriate assessment to evaluate young children’s progress in contrast to
formal, standardized testing. ( Bredekamp & Rosegrant, 1992; Genishi, 1992.) They advocate
the use of what is referred to as “ authentic assessment “ in assessing the development and
learning of young children. Authentic assessment is an on-going, continuous process of
observing, documenting and evaluating a child’s growth and development as they go about their
daily activities in the early childhood environment. ( Mindes, 2003.) Using authentic assessment,
teachers can accurately record children’s progress in the context of their work and play, with no
pressure upon them to perform at a particular time or place.

Purposes of Assessment
Authentic assessment, or any other type of assessment, for that matter, must always be used first
and foremost, to be of benefit to the young child. Below are some of the specific purposes of
authentic assessment recommended by the National Association for the Education of Young
Children:

•
•
•
•
•

To track the growth and development of children
To identify children’s strengths, weaknesses and interests
To identify children with special needs.
To monitor the children’s progress within the program
To assess how the program is meeting the child

In addition, authentic assessment can also be used by teachers to improve their programs:
•
•
•
•

To assess how the program is meeting the needs of the children
To develop, refine and implement the program
To evaluate the success of the program in meeting its goals
To improve the teaching and learning in the program

Areas of Assessment
Teachers can use authentic assessment in all aspects of growth and learning in young children
including cognitive, language, social, emotional and physical development. Children’s progress
in curriculum areas such as literacy, science, mathematics and social studies can also be
monitored .Children’s special abilities and talents can be identified and assessed as well as
specific skills such as buttoning their coat or pouring juice from a pitcher.
Observation
A key component of good authentic assessment starts with astute observation. Observation is
more than just looking . Observation is looking at children with a plan and a purpose in mind. It
is one of the most important ways a teacher can learn about the children in his or her classroom.
In order to assess young children, teachers need to include time for ongoing observations of
children in their daily planning.
What to Observe and Assess
Before beginning to observe and assess young children, teachers need to consider a wide range
of questions. First , they need to determine why they want to observe and assess a child or a
group of children, i.e. the purpose of their observation and assessment. Next, they need to know
what specific behaviors, skills and abilities they will be observing and assessing and why they
are observing and assessing them. After determining what they will be focusing upon, teachers
need to decide where and when they will observe and assess the children’s behaviors or skills
e.g., indoors, outdoors, during activity time or at gym and at what particular times. Documenting
what they have observed is an essential part of the assessment process. Teachers also need to
make thoughtful decisions about what methods they will use to record their observations and
assessments. . Finally, it is important for teachers to determine what they will do with the

information they have gathered about children’s progress and how it can be used to benefit the
children and the program.
Portfolios
One current method of authentic assessment is the use of a child portfolio. The child portfolio is
a comprehensive, purposeful collection of artifacts from the teacher’s observations and the
children’s classroom work. Teachers create a portfolio for each child and review it periodically.
Children’s materials in the portfolio can show what the child has experienced and learned by
himself as well as what he has learned working with others. Young children’s portfolios can
include items such as the following:
Journals of daily activities, observations and impressions. Teachers can follow the
progress of young children by reviewing the daily entries children make in their journals.
Children’s entries might include sketches, letters, numbers, words and simple sentences.
Work Samples. Children’s progress can be monitored by reviewing the development of
children’s skills and concepts through their drawing, writing, painting, and cutting.
Reading Logs . Children’s experiences with books can be monitored by keeping track of
what books children have “read” and what books have been read to them.
Anecdotal Records. Brief, objective, factual notes written by the teacher regarding
children’s learning and behavior can be included in the child’s portfolio. Cumulative
anecdotal records can reveal patterns of behavior and provide the teacher with valuable
insights.
Checklists . Teachers can use a checklist to record children’s progress over the year.
Checklists can be used to monitor skills, behaviors, abilities or interests. Teachers should
use checklists that directly relate to the curriculum of the program.
Rating Scales. Rating scales can also be added to the child’s portfolio. Rating scales
enable a teacher to determine to what degree a child has the abililty to demonstrate a
skill or behavior, giving the child a ranking, for example, from “Emergent” to
“Proficient”.
Child Interviews. A teacher can also monitor a child’s progress by interviewing a child
from time to time, discovering the child’s interests or concerns.
Assessing with the Use of Technology
Using technology to execute or enhance the assessment process is a newly evolving practice in
the field of early childhood education. Digital cameras, CD and tape recorders, video cameras,

computers and wireless hand-held devices are all in various stages of use in the area of early
childhood assessment .
Digital Camera. One way to document young children’s work is through the use of the digital
camera in the early childhood classroom. Activities that are process oriented , such as a block
building project or a science experiment , can be photographed in order to keep track of the
children’s achievements and they move through the activity. Photographs can be taken at the
time of completion of a project or as it is underway. Using the block building project as an
example, teachers can document children’s cognitive progress in the design of the block
structure and social progress, such as cooperating and helping, during the building process.
Children’s expressions of feeling can also be documented using photography. Using digital
photography, the teacher can easily collect, edit and select photographs that demonstrate specific
progress in children’s skills, behaviors and abilities. If the teacher is using child portfolios for
assessment ,these photographs can be placed directly into the child’s portfolio and used along
with other items to provide evidence of the child’s achievement.
Audio Recording. An audio recording is a precise and objective way to document young
children’s development and learning in areas such as language, reading, recitation, singing and
creative drama. Patterns of speech, articulation and vocabulary can be recorded using the CD or
tape recorder in the classroom. Documenting children’s verbal expressive language, which is
often too difficult to do when taking paper and pencil dictation , can be greatly enhanced using
the audio recorder. Segments of audio recordings can be placed in the child’s portfolio and used
to document progress in areas including language development, literacy and the acquisition of
social skills.
Video Recording. Video recordings can be used to observe and record young children’s
behavior, activities and skills. Teachers can use the video recording to capture all aspects of a
child’s growth and development including physical, cognitive, social, emotional and language
development. The video recording may help a teacher accurately capture on film what might be
difficult to see with the naked eye. The video observations may be played over and again,
providing the teacher with the opportunity to carefully review the observations to obtain a greater
understanding of what occurred during the recorded episode. A method of analyzing the video
recording should be generated to enhance its effectiveness as an assessment method. Video
recordings can be shared with staff members and parents , enabling them to directly witness
some aspect of a child’s behavior or area of progress. Video segments can be placed in a child’s
portfolio to reinforce information about progress in area of growth and development. . ( Vardin,
2005 unpublished manuscript)
Computer. Within the last several years, some early childhood assessment systems such as the
The Early Childhood Assessment System ( ECAS), The Creative Curriculum Developmental
Continuum Assessment System, High/Scope’s Child Observation Record and the Work
Sampling System have added an on-line, computer assessment component to their programs.
Below are some examples of how various assessment systems are using the computer.

The Early Childhood Assessment System (ECAS)
The Early Childhood Assessment System is an extension of the Indiana Assessment System of
Educational Proficiencies and was developed by the Indiana Department of Education and
Purdue University, School of Education. ECAS is a computer-based system which is designed to
measure growth and development of young children. Teachers observe young children and rate
their performance on specific skills in five domains and enter their observations on the computer.
Skill domains are: Cognitive, Communication, Social Self-Help and Sensory-Motor. They rate
performance using a rubric that includes the terms “Achieved”, “Progressing”, ”Emerging”,
Introduced” and “No Opportunity”. Teachers can also enter audio clips, video clips, digital
images and text entries to support their ratings. There are 10 core skills in each domain. ECAS
enables teachers to update their ratings on a continuing basis and print out reports that list skill
ratings and bar graphs that show level of performance on core skills in each domain.
The Creative Curriculum Developmental Continuum Assessment System
The Creative Curriculum Developmental Continuum Assessment System, developed by
Teaching Strategies, Inc., is linked to The Creative Curriculum for Preschool. Creative
Curriculum goals and objectives form the basis for the early childhood classroom assessments.
The Assessment System defines the scope of what children are expected to learn in each of the
50 Creative Curriculum objectives in four domains: Social/Emotional, Cognitive, Physical and
Language. The Assessment System also provides the sequence in which children should
typically progress Teachers enter data assessment data on checklists and write summary sheets
regarding children’s progress using their computer on-line system. Individual child profiles and
individual and group progress and planning reports are generated.
Work Sampling On-Line
The Work Sampling System was developed by Dr. Samuel Meisels. The Work Sampling
System On-Line is an internet-based instructional assessment that is organized around seven
domains: Personal and Social Development, Language and Literacy, Mathematical Thinking,
Scientific Thinking, Social Studies, The Arts, and Physical Development and Health.
Expectations, skills and behaviors are stated in one sentence performance indicators. Teachers
assess children’s progress using checklists, portfolios and summary reports. Checklists are
completed three times a year by the teacher , corresponding to the Work Sampling collection
period. The Checklists’ mastery scale includes three rating levels
“Not yet”, “In Process” and “Proficient”.

High/Scope Preschool COR System
The High/Scope Preschool COR was originally developed by Dr. David Weikart. The
High/Scope Preschool COR System for CD-Rom is a computerized version of the printed
version of the PreSchool COR. It is an observational assessment system that tracks children’s
development over time. Teachers collect data and and enter it on the computer related to 32
dimensions of learning covering six categories: Initiative, Social Relations, Creative
Representation, Movement and Music, Language and Literacy, and Mathematics and Science.
Teachers take daily anecdotal notes on children’s behaviors. These notes are the basis for
completing the COR assessment instrument at regular intervals. Ratings can be automatically
generated for individual children and for groups in graph and narrative form.

Computer and a Palm Pilot
ChildChart, a recently developed comprehensive early childhood assessment system created by
the author, Dr. Patricia Vardin, is a computer software program used in conjunction with a
wireless device such as a Palm Pilot. The ChildChart program assesses children in ten domains:
Mathematics, Literacy and Language Arts, Science, Technology, Social Studies, Art, Music,
Creative Drama, Character Education and Physical Education and can be used with any early
childhood education program. Each domain contains a series of progress indicators in the form
of a checklist. The ChildChart software is downloaded into the computer and the data is
transferred to the teacher’s Palm Pilot. The teacher is free to move about the classroom, using the
Palm Pilot to assess children, checking off their achievements as he or she sees them occur in the
context of children’s work and play. The teacher can simultaneously register the date the
observation occurred, write a note on the Palm Pilot and use it to take a photograph of the child’s
activity. When it is convenient for the teacher, he or she downloads the data collected on the
Palm Pilot back on to the computer. Checked items, dates, notes and photographs collected by
the teacher on the Palm Pilot automatically go into each child’s electronic file on the computer.
Teachers can print reports on the progress of each child to review and share with staff members
and parents.
Summary
Given the current focus on educational accountability and the ever-increasing call for public
funding for early childhood education, assessment in the early childhood classroom is most
likely here to stay. Early assessment that is linked to standards and curriculum will ensure that all
young children will have the opportunity for success in school. In order to do assessment that is
beneficial to young children and feasible for teachers, it is important for early childhood
educators to focus on methods of assessment that are authentic, efficient and cost-effective. The
discussion above has highlighted some of the most important factors involved in assessing
young children in the early childhood classroom and some new techniques that can help teachers
in their efforts to do developmentally appropriate assessment.
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Edward Varner
Language and Music: Bridging the Gap
A School/Community Program to Advocate and Strengthen Music and Literacy Programs
In this essay and workshop activity, I seek to promote parent and community support and
advocacy for a strong music program that, in addition to being a viable and worthy academic
discipline in its own right, provides essential connections to early language acquisition as it
attempts to connect with the culture of the community. It is the intent of this parent/teacher
workshop to outline and create a better understanding of the importance of music as a technique
for providing access to literacy. Unfortunately, many educators and parents remain unaware of
the value of music beyond its natural entertainment context. For this reason, the workshop aims
to shed light on some of the growing body of research that supports the expanded use of music as
a method for achieving literacy. The workshop seeks to inform both parents and teachers of a
method that celebrates pre-existing knowledge, cultural diversity, and the pursuit of new ways to
connect to student schemata of understanding. For the purpose of this paper, I will refer to a
preexisting teacher workshop document (appendix B) that I created for the Washington Office of
the Superintendent of Public Instruction’s Promising Practices conference. My intent, though
not connected with this assignment, is to update the handout packet so that it includes parents
and community members at a future date when resources are more readily available and time is
less of a concern.
The relationship between schools and community is a complicated subject that can
incorporate a myriad of voices in an often inharmonious discourse about culture, knowledge, and
standards. While all of the primary stakeholders of education generally support the widespread
belief that school improvement and student learning should include parent and community
involvement, it is quite difficult to find consensus on the appropriate definition of community
involvement. In their paper Schools and Communities as Contexts for Student Learning: New
Directions for Research in Educational Leadership, Driscoll and Goldring ask, “How do leaders
create bridges between the professional communities in their schools and the broader community
interest in ways that improve learning” (Driscoll and Goldring, p. 9, 2003)? How can we bridge
the gap between the needs and responsibilities/values established by mainstream, academic
society (educators) with the needs and values of an often disparate community? I would suggest

that music is one way to recognize the importance of preexisting knowledge and to make
connections for understanding new learning. Driscoll and Goldring suggest a “new science of
learning” that focuses on the central belief that new knowledge is “scaffolded onto pre-existing
knowledge” (2003). Music readily connects pre-existing knowledge to new learning while
simultaneously bridging the gaps of diversity within a community.
The gaps of diversity within a community become more evident as school realities move
away from the traditional understanding of the word community. Traditional conceptions and
“understandings of community imply homogeneity, self-containment, and commonality of
interests” (McInerney, 2002). This view often denies the complexity and diversity of the people
residing in a given community. The reality is that people live in many different conceptual
ideals of community. McInerney cautions that the use of a conventional understanding of
community often infers “insiders and outsiders, inclusion and exclusion, us and them, centres
and margins” (McInerney, 2002). Music again acts as a natural bridge between isolationist
conceptions of community and a broader view of community in search of global understanding.
Music finds the common thread that connects human beings in a diverse world.
In addition to bridging gaps between cultures, “music stimulates synaptic growth and is a
fun activity that lowers the affective filter of learners as they incorporate the language patterns
and phonemes of English into their schemata” (Rennie-Varner, 2002). This principle concept of
secondary language acquisition stands as the primary rationale of support for the information
presented in this workshop for teachers and parents. The presentation will offer hands-on
activities and examples that classroom teachers and parents can take home in order to
immediately incorporate music into the lives of children. The activities are designed to help
bridge language learning gaps and increase awareness. While the educational elements
promoted by the workshop are of value to all students, they are particularly valuable for ESL or
ELL students (English as a Second Language or English Language Learners). The research
shows that vocal and instrumental music should no longer be viewed and used only for
recreation or entertainment purposes. Music is also a practical tool for second language
acquisition (Medina, 2000).

Logistics
As I begin to plan for this workshop, I must ask myself who is the workshop aimed at,
what are my reasons for offering the workshop, and why should the public attend? These
questions need answers prior to moving forward with workshop plans. As indicated above, I am
a firm believer in music as a bridge of communication with people. It reduces tension and
promotes wellbeing as it allows people to learn and incorporate language patterns into their
realms of understanding. From the perspective of a second language learner, music also has the
potential to establish important unions with the epistemologies of both the learner and the teacher
(Manuelito, 2005 and McCarty, 1989). This rationale supports the advancement of the
workshop. The workshop shall be made available to a broad spectrum of people from our
educational community (parents, teachers, administrators, business people, etc.). In order to
address the “why” element, I will purposefully connect the workshop to the successful series of
family reading nights currently being offered at my school. The family reading night series is
always well attended by the public. It is also a program that is frequently in need of new
presenters and ideas.
By connecting the workshop into the family reading night series, I set into motion a
preexisting system of advertisement, parent volunteer support, and organization that would
otherwise have to be nurtured and developed on its own. The established reading night
committee is prepared to provide refreshments, room set up, and clean up assistance for large
numbers of people. This logistical arrangement allows me to focus my attention on the elements
and goals of the workshop. I am grateful as I recognize and appreciate the leadership and
community vision that went into the establishment of the family reading night. I think
connecting this workshop to a successful pre-existing series of events is an important element
that will help to foster attendance and the potential for repeated success.

The Workshop Schedule
10 minutes – Introduction with research and support for “arts” education
10 minutes – Ahgo/Ahmi, a rhythm game from Ghana
10 minutes – Say Stravo Say Don’t, an American steady beat game
10 minutes – “Doo-Doo” Rhythm Band, the rhythm pyramid
20 minutes – Pizza Parlor w/ As I was Sitting in my Chair, classroom and homemade percussion
20 minutes – World Music Ensemble #1, world drumming exercise
10 minutes – Questions, connections, comments, extra groove time
These times are estimated. They may be expanded or reduced depending on the needs of the
group. The intent is for the facilitator to present activities and language connections in an
enjoyable environment that promotes advocacy for the music program while creating
opportunities for further exploration with language.
Why Include the Community?
I believe that parents have a power and responsibility to demand certain things from
public schools. In the current shadow of the No Child Left Behind legislation, it is imperative
that groups of parents unite to ensure that certain elements of the public schools are not placed
on the backburner. I truly believe that high stakes testing has the potential to create a “teach to
the test” philosophy of education that fosters minimum standards, simplistic thought, and an
isolationist culture (Kohn, 2000). I would like to encourage teachers and parents to become
strong supporters of the arts and the many other elements that come together to make a good
school. These elements are often referred to as “extra-curricular” and are in danger of being lost
if teachers are forced into only teaching to the minimum standards of reading, writing, and math
skills that will be tested by a state mandated exam. It is ironic that many elements of a good
school, like music and art, which are perpetually on the metaphorical chopping block, offer some
of the strongest tools for reaching students. They offer an alternative approach to education that
supports, reinforces, and expands traditional conceptions of education and improve the very
scores that traditionalists seek to improve (Jensen, 2001).
Michael Fielding, in the article Community, philosophy and education policy: against
effectiveness ideology and the immiseration of contemporary schooling, concludes that by failing
to recognize the necessity of creating community together, we as educators fail to understand

“the first priority in education” (Fielding, 2000). He explains that his understanding of the first
priority of education is to learn how to live in personal relation with other people. Fielding bases
his article on the work of Scottish philosopher John Macmurray as he focuses the school
effectiveness discourse to the concept that to be educated is to be able to enter into personal
relationships with others. Similarly, students who study music enter into a personal relationship
with others each time they endeavor to make music in an ensemble. Just as Fielding’s paper
calls for an alternative educational policy perspective to education that centers on community, I
believe that our current focus on high stakes testing is a seriously flawed intellectual endeavor
that requires drastic action by an informed and hopefully outraged group of parents. It is my
hope that by offering this workshop, parents and teachers will unite in their support for music
education as well as other alternatives to traditional conceptions of education.
Workshop Lesson Plan
Title Language and Music: Bridging the Gap
Audience Teachers and parents of elementary age students, school administrators, local
business leaders
Overview
Participants will be introduced to some of the types of activities that their children experience in
the music classroom. They will be introduced to research that supports the use of music as a
method to stimulate synaptic growth, reduce the affective filter of learners, and incorporate
language patterns and phonemes of English into student learning. The presentation will be
mostly hands-on as it also aims to bridge a communication gap between teachers and parents.
Objectives
Artistic Perception: Each participant will explore the concept of beat, listening skills,
voice, and the importance of teamwork in a combined effort to create music.
Creative Expression: Each participant will help create rhythmic and vocal variations
using some very basic elements of music (western and non-western). The manipulation
of materials is encouraged and a highly desirable outcome.
Historical and Cultural Context: The activities offer a brief sample of rhythm, rhyme,
and stories as they are used to create music in multiple geographic locations of the world.
The samples for this workshop reference music from Africa, America, and South

America. The Afro/Cuban influences on the practice of “world drumming” play an
important role in the concept of placing value on small elements that blend in order to
create amazing results. This reaffirms the importance of a minority voice in community.
Aesthetic Valuing: While not the focus of this workshop there will inevitably be some
value judgments made about the music being created in the various presentations. I am
hopeful, however, that the judgments of the participants will be in the form of
recognizing the broader role played by music; a role that transcends the realm of aesthetic
valuing.
Vocabulary Beat, syllable, drum, rhythm sticks, sing, dance, movement, call and response,
rhythm, syncopation, synaptic connections, affective filter, epistemology, schemata, Language
Experience Approach, community, team, school, etc.
Into
10 minutes – Introduction with research and support for “arts” education
Through
10 minutes – Ahgo/Ahmi, a rhythm game from Ghana
10 minutes – Say Stravo Say Don’t, an American steady beat game
10 minutes – “Doo-Doo” Rhythm Band, the rhythm pyramid
20 minutes – Pizza Parlor w/ As I was Sitting in my Chair, classroom and homemade
percussion
20 minutes – World Music Ensemble #1, world drumming exercise
Closure
10 minutes – Questions, connections, comments, extra groove time
Community Experiences and Narratives
Through the use of this workshop, I hope to promote parent and community support and
advocacy for strong music programs. I hope to share with people a wonderful tool that, in
addition to being a worthy academic discipline in its own right, provides essential connections to
language acquisition as it attempts to connect with the culture of the community. In addition, I
would like this workshop to plant a seed of sustainability as it spreads the idea of school
programs of and for the community. By its very nature, music meets people where they are as
human beings and offers limitless opportunities for intellectual, spiritual, and community growth.

Music tells the story of people. This workshop will create a common experience for the
participants and be the beginning of a new story.
Note – The attached power point presentation is at the developmental stage. It is not a
completed project. I hope to continue the development of this workshop for use with the Great
Falls Public Schools Music Department.
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GRADUATE STUDENTS VISIT COLORFUL BOLIVIA:
WHAT DID THEY LEARN AND HOW DID THEY LEARN IT?
By Dr. Linda Veltze
I’ve always believed that my work as an educator is very much like the work of a
chemist—put the right ingredients together and there will be a combustion!
Last May, 2005, a group of eight library science graduate students at Appalachian State
University visited Bolivia with a two-fold purpose: first, to study about libraries in a
developing country within its cultural context, and second to carry out a service learning
project with the only children’s library in the country, Biblioteca Th’uruchapitas.
In our suitcases we carried 1000 brand new children’s books written in Spanish, and
$3,000 that was a result of a campaign carried out in nine public schools and in four parts
of the university campus. Most of the participants had been personally involved with this
drive for books and money, and all of them helped carry these heavy books. In addition,
they were to produce documentaries, which would be another way they would contribute
to our university’s project called Sister Libraries.
Gaby Vallejo, a noted author in Bolivia, was our host along with her many volunteers
who run the children’s library on no budget, and who pay for the light, rent, water, etc.
bills of the library out of their own pockets. Having lived in Bolivia in the 1980’s and
with many visits to Cochabamba as part of my past, I felt Bolivia in all its complexity
offered so much to my students—a promise of a completely different vision of life.
Though we were housed in a beautiful hotel which offered a sumptuous breakfast and a
delicious several course lunch, we were well aware of the poverty around us, and the very
reason why we were there—to deliver books and money to the talented people running
the library. These volunteers called themselves “dangerous women,” because they dared
to dream dreams that others thought impossible. We were well aware that the library
existed on dreams and had no budget. Naturally, the impact was powerful.
Reading my students’ reflection papers helped me to realize that my expectations about
“educational combustions” were correct:
“The Bolivian trip has given me a comparison of the ‘haves’ and ‘have nots.’ For
example, we in the United States take for granted the ample clean water supply, the vast
resources of the public and school library, and the highly complex and highly
technological sound infrastructure of our country such as highways, entrepreneur
opportunities, water, sewer, electrical, and communication systems that are part of the
‘core’ foundation of the United States. We in the United States are relatively safe ….
compared to the Bolivian government where tension and political unrest is a constant

threat and injustices among the citizens of the country are obvious. The indigenous
people of Bolivia constantly struggle for balance and fair government representation.”
Speaking of the indigenous people, in Bolivia they wear a style of dress that has been
theirs since colonial times. We saw indigeneous weddings, participated in their
ceremonies, such as the Kallaway’s Q’hoa ceremony, chatted with them in the markets,
and mingled with them on the streets. One student shared, “ I was fascinated with the
dress of the indigeneous women, the hats they wore, and the vending carts that seemed to
be at every turn. Fascinated and sad at the same time. I wondered how people could sit
on the same small stool day and night, while selling very little.”
Even on our excursions outside the city of Cochabamba, nothing was missed: “The
amount of responsibility that seems to rest on a Bolivian child’s shoulders is staggering to
me. When we were coming back from Tarata, and saw two little girls watching their
family’s cows, I was completely blown away. These little girls could not have been more
than six and eight, and there they were sitting alone in a field surrounded by cows,
braiding each other’s hair. An American child would never be left alone with such a task
at that age. However, as soon as a Bolivian child is old enough to walk and talk, they
begin to be expected to contribute to the well being of the family…I have begun to think
that sometimes American children have too much of a childhood and Bolivian children
have nowhere near enough.” Though not expressed in this paragraph, the students
generalized about “a Bolivian child,” because it was obvious that those not in the
situation described were a minority within the country.
What won everyone over very quickly was how freely Bolivians expressed their
welcome, with eyes and ears that captured your every word (even if it wasn’t in their
language), and how they were so sensitive to stresses that you might be experiencing in a
new country. One student wrote: “Everywhere we went, everyone was so kind and
considerate. They didn’t mind our fumbling attempts at Spanish, or that we were
Americans who were constantly shoving cameras in their faces and asking ceaseless
questions. They were willing and eager to share their lives and educate us. I actually
think I experienced some mild culture shock when we arrived in Miami on the way home.
For nine days I had been living among all those wonderful, polite, considerate people.
Then suddenly we were dropped back into a world of loud, rude Americans, standing in
your way and talking on cell phones.”
The visit to several public schools meant much to our students and again caused them to
reflect on differences. One student said, “Although I thought my school was getting a
little run down and ragged looking in places, I now know that it is an extremely luxurious
learning facility.” Another student commented that first she observed the “cosmetic
structure.” “Some schools were bland and institutionalized without color, with broken
windows, and with concrete play areas….then I began to see the children.” Also observed
by another, “The children in the classroom were wide eyed and excited about learning; It
didn’t matter that students were wearing gloves that day because there was no heat. It
didn’t matter that the one light in the room was a dangling socket with no bulb, they were
enraptured with the story .. enraptured with the joy of learning. I saw children proud of

their place in life, not sadness. I saw teachers enveloped with the joy of teaching
students.”
Another student began her narrative with the physical state of the building, but didn’t
stop there. “While at the schools I observed the disrepair of each building and classroom.
Concrete playgrounds, no gym equipment, cracking plaster in rooms, no light bulbs in the
light sockets, few if any books, minimal equipment in each room were a few of the things
I noticed. But, even though the physical layout of these buildings was poor, the devotion
of the teachers to their students and the students to learning was so evident that it made
the facilities glow with a life I think could only be found there. All of the children were
on task, excited, working and the teachers were certainly motivated to make learning
exciting and interesting. The sacrifice the teachers must make to teach these children is
humbling.”
Stories arose naturally. One student had her “cracker story.” I’ll let her tell it. “ I was in
a fifth grade classroom, and had a wonderful time watching the students while the
teacher…read them a story. The kids all listened so intently, and were able to answer the
teacher’s questions when she was done reading. After the story, the students were
assigned to work in groups. Using my little knowledge of Spanish, I asked one of the
girls if it was ok for me to look at her textbook. She shyly looked at me and nodded her
head. I then asked her name and age. She answered me so quietly that I didn’t
understand her name, but I believe she was 10 years old. Since I had pretty much
exhausted my conversational Spanish, I smiled and said good-bye. I didn’t think
anything of our interaction until it was getting close to our time to leave. As my group
was heading for the door, the same little girl I had talked to rushed over and extended her
hand to me. In her palm were two saltine crackers. She looked up at me and smiled and
gestured for me to take her crackers. I was so taken aback. I couldn’t believe she was
willing to offer me part of her snack. I smiled, said thank-you and gave her a huge hug. I
couldn’t communicate very well with her, but her action needed no words. …I held onto
those crackers for the duration of our trip. They remained a constant reminder to me of
how love transcends all language barriers.”
We visited the public libraries. And their differences were also noted. One student
reflected: “It is sad that the books do not leave the library, but impressive that the people
are willing to come to the library to get information. I realize the reason that people
cannot check out books is because of the value of the books (in their economy).”
On the top floor of the public library were the archives. The director of the archives had
degrees from Madrid, Spain, and she was dedicated to preserving the invaluable
manuscripts from colonial times that historians throughout the world would be privileged
to see. Yet the library did not have an appropriate security system, and thieves had run
away with many priceless treasures. We saw high up on the shelves a picture of Jesus,
depicted as a judge. The students certainly took in the whole picture. “I guess I was
most amazed by the poor state of the facilities that housed some of the most priceless
treasures in Cochabamba. I was amazed that a picture of Jesus guards the archives of the
public library. But, to stand in that room and in the other colonial library that we visited

and to imagine who had written the manuscripts, what secrets they held, and the history
waiting to be told was a profound experience.”
High above Cochabamba is a large statue of Christ, El Cristo. Cochabambinos are very
proud that this statue is larger than the famous statue in Rio de Janeiro. What I as a
professor had not prepared myself for was the spiritual impact this had on my students.
“My favorite monument was El Cristo. I have tried to describe the monument to several
people. I have even shown them pictures, but without seeing it first hand, I don’t know
that anyone can appreciate the beauty and sheer majesty of it!” Another student
continued, “There is an image in Cochabamba, Bolivia that will always stand out in my
mind—the image of El Cristo de la Concordia. This huge statue of Christ on a nearby
mountaintop has an ubiquitous presence wherever a person is located in the city. The
majestic statue seems to be saying, “I will always protect, strengthen, and bless
Cochabamba.”
The devotion of the volunteers of Biblioteca Th’uruchapitas, our Sister Library, was
observed by all. Not only did they cart books to the schools, where books could be
checked out, but also to neighborhoods and to a special after school program for children
of the incarcerated. We observed them for a whole afternoon in a makeshift setting with
only a partial roof. It made an impression! “It was a joy to watch Casilda at the library’s
program for the children of the prisoners. The cards they were making for the mothers
were beautiful. As they proudly showed off the cards they had made and the sentiments
written inside, I thought of what students in the states would have done. And, I had to
conclude that the Bolivian children took greater pride in their work and were certainly
much less ashamed to admit love and admiration for their mother. …. The library’s
program so heartened me. And, the children were very well behaved and appeared
appreciative of everything there. I did not observe one student respond in a rude manner
or be reprimanded. I did observe everyone pitching in to clean up when the time arrived
and students seemed to know their responsibilities without being told.”
Their documentaries spoke of their opinion of the library’s efforts amid mounting
obstacles. Most all spoke of their future commitments and did so very eloquently. “My
goal is to help provide the educational “diamond,’ the book in their small hands of which
they need so much. The wide-eyed wonder of holding the book in those small hands will
forever stay with me. Not as a sad reminder of what these children do not have but a
hope for the future for those small hands to build the future for the next generation of
doctors, humanitarians, journalists, librarians, or whoever they choose to be.” She went
even further…I have learned that it is time to give back to the world that has faithfully
supported me for so long. Giving back to the people of the world; giving back to
Cochabamba, giving back to my community, giving back to my family. That is the
greatest lesson I learned in Cochabamba.”
All the headaches, bureaucracy, deadlines, travel arrangements and the many “nonteaching” moments became worth it when I read the last lines of their reflections. “I fell
in love with Bolivia and its people while I was there, and they will always have a place in
my heart.” Another student not knowing what the other had written stated, “The love

shown to me in friendship by the Biblioteca Th’uruchapitas, the people of Cochabamba,
and the faces, hugs and excitement of the children of Bolivia will forever be in my heart.”
Another student stated simply, “These people make Cochabamba and Bolivia a place that
draws you back in your dreams.”
After we returned, I received an email from Gaby and her volunteers. Roughly
translated, it said the following: “We would like to thank the people who came with you.
They left us so much… through their words, their attitudes, but above all through their
deep sentiments and the tears they shed at the goodbye dinner. It was truly a lesson for
all of us about “the human encounter.”
I rest my case.
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Introduction
It is well known that the development of problem solving abilities is an important part in
the growth of mathematical understanding. Recent work (Lampert & Cobb, 2003; Sfard, 2003;
2001) has also revealed that the role of communication in the learning process is essential to
construct a deeper understanding of mathematics concepts. “When students are given the
opportunity to communicate about mathematics, they engage thinking skills and processes that
are crucial in developing mathematical literacy” (Pugalee, 2001, p. 296). Thus communicating
mathematical ideas becomes an important learning and teaching task to help students make sense
of mathematics through authentic communication activities. The use of information and
communication technologies (ICT) can become an important tool to create such significant
activities. As a matter of fact, the National Council of Teachers of Mathematics (2000) believes
that technology is an essential component to the learning and teaching of mathematics. Not only
can technology guide the mathematical concepts that are being taught but it can also increase the
learning opportunities for students. In fact, the following three assumptions led us to the
development of the CAMI project: problem solving is an essential part of learning mathematics,
communication is a significant part of the learning of mathematics, and the use of ICT should be
done in a meaningful way.
What is the CAMI Project?
Developed in September 2000, the Chantier d'Apprentissages Mathématiques Interactifs
(CAMI) is a website devoted to mathematical problem solving (see Figure 1). The project began
when colleagues from the school system (District scolaire 1 in New Brunswick, Canada) and the
University level (Faculté des sciences de l’éducation, Université de Moncton) joined their efforts
to meet different challenges coming from both the school system and the university program.
The first goal of the CAMI project was to create a tool to improve the problem solving
abilities and mathematical communication abilities of francophone students facing a lack of

resources available in French on the Web. The second goal was to create a tool for pre-service
teachers’ preparation at the Faculté des sciences de l’éducation, of the Université de Moncton.
The project was intended to help those pre-service teachers develop 1) an understanding of the
role that technology can play in mathematics education; 2) a knowledge of effective assessment
strategies; and 3) an understanding of students’ reasoning when they are learning mathematics,
more precisely in the context of problem solving. The result was the creation of an expending
virtual community that shares meaningful experiences in mathematics.
The functioning of the CAMI is quite simplei. For 20 weeks of the school year, problems
are posted on the website every Monday morning. Problems are divided in the following matter:
one problem intended for students at the primary level (Kindergarten to grade 2), one problem for
students at the elementary level (grade 3 to grade 5), one problem for students at the middle
school level (grade 6 to grade 8), and, finally, one problem for students at the high school level
(grade 9 to grade 12). Students have the week to send in their solutions, which should include
sufficient explanation to meet the goal of communicating mathematical information. Their
solutions are submitted using a Web-based form or by sending an e-mail. Once the solutions are
received, the pre-service teachers’ work begins.

Figure 1: Interface of the CAMI Website (www.umoncton.ca/cami).
Working in teams and supported by project’s assistants, the pre-service teachers have to
assess the work that was done by the students. They first look at the problem itself trying to
anticipate different strategies and solutions. They then do a formative assessment writing a
personal comment to each student giving them constructive recommendations about how to
improve their problem solving abilities. The messages are personally sent to each student that
gave an e-mail address to receive feedback. They also pick, from all the solutions received, some
that can be defined as exemplary to be featured on the website. The work in the project gives the

pre-service teachers a taste of real teaching. It helps them to better understand students’
mathematical thinking and thus creates a positive dynamic between the pre-service teachers and
their future students. At the same time, pre-service teachers improve their own problem solving
and communication abilities, as well as assessment strategies.
This year, we added two new sections to the website. Students can now work on a
science question related, in some way, to the mathematics problems of the week. There is also a
section about the game of chess where problems are posted every week.
Impact of the Project
The CAMI project has been in operation for the past 5 years. We have placed 600
problems on the website according to the four categories explained above. We have received
more than 20 000 solutions from students from all over the province and some from other
francophone provinces, which is impressive considering the small size of our student population
in New Brunswick (about 40 000). More than 500 pre-service teachers have participated in the
project. They have sent more than 10 000 personalized comments to students of all grade levels
and all ages. A tool to assess the audience of the website revealed that more than 40 000 visitors
have explored it.
For the past 5 years, we have received a positive feedback from students, teachers,
principals, and parents about the project. We also gather data from students participating in the
activities of the CAMI, and from pre-service teachers. In both cases the results were very
encouraging (Freiman, Vézina & Gandaho, 2005; Vézina & Langlais, 2002). For students, the
CAMI is a great tool for learning and getting involved in mathematics activities. Exactly what we
intended the project to be.
For pre-service teachers, our findings show also that the university students find CAMI
beneficial. As survey results show, the majority of university students see the CAMI project as a
valuable tool to penetrate a student’s way of thinking. In a way, it is necessary to be objective and
be able to challenge students’ reasoning when it’s incorrect and guide a student through the
process of improvement. At the same time, university students seem to be united in the opinion
that the project helps them learn how to understand a student’s reasoning, to be open to a variety
of strategies and tools of communication that students use, and provide a student with a
meaningful formative comment. This result affirms the importance of a closer contact between
pre-service teachers and students in the school system. The project CAMI can be seen as one of
possible ways of such a practice-oriented training, although some pre-service teachers would be
more interested in getting a more direct contact with students in the real classroom. We can
conclude that there is a need for more variety in projects of mathematics education courses.
Concluding Remarks
In light of all the information that was gathered over the past five years, we believe that
the CAMI project is an enriching experience for all the people involved (students, pre-service
teachers, teachers in the school system, university professors, etc.). Every year, the project has
grown, and the interest from everyone involved in it has grown too. We have received financial
support from different organizations, justifying the importance of the project for the community.
Bringing together problem solving, mathematical communication, and ICT seems to be a winning
combination.
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Introduction
The lack of pedagogical resources is a difficult reality for the francophone community of
the province of Ontario, Canada, particularly in the case of resources designed for the teaching
and learning of mathematics. In one attempt to address this problem, the Ministry of Education
has been financing a team of educators to develop pedagogical resources intended for teaching
mathematics in the French-language schools of the province. As well as developing materials,
this initiative also involves field-testing the resources with teachers from different grade levels.
At this stage of validation, the resources that were developed have been integrated in a
professional development model that incorporates this field-testing. Thus, the team of writers is
also a team of trainers for the teachers who are field-testing the material. This process of
collaboration between writers/trainers and teachers results in an interesting dynamic. On the one
hand, the writers need to validate what they are producing and the teachers involved in the project
provide valuable feedback. On the other hand, the teachers field-testing the material have the
opportunity to receive a year of professional development with a team of trainers who are
extremely motivated and are also closely in touch with the reality of their classroom. The goal of
our research is to assess this model of professional development.
Professional Development in Mathematics
The role of the teacher is one of the most valuable components in developing students’
understanding of mathematics (Boaler, 2002) and thus sound professional development is an
important factor in improving mathematics instruction (Mewborn, 2003). However, professional
development can incorporate many different models and as Zaslavsky, Chapman & Leikin (2003)
suggest, a range of different programs from teacher involvement in action research to the use of
model lessons can serve as tools for teachers to reflect on their own practices. Suurtamm and
Dawson (2003) suggest that there are many aspects to effective professional development.

Effective professional development involves active study over time
of math content and pedagogy in ways that model effective learning
and make direct connections with teachers’ practice. Research on
change indicates the importance of attending to individual teacher
needs over time, providing leaning opportunities tailored to those
needs, and creating a climate of collegiality and experimentation and
a capacity for continuous learning and support. (Suurtamm &
Dawson, 2003, p. 49)
Field-testing pedagogical resources, in a context of collaboration, appears to be a unique
and innovative model for professional development. In the case of our project, the process of
imbedding field-testing meets most characteristics of effective professional development
described by Suurtamm and Dawson (2003). For instance, this model:
-

Lasted a full year;
Focused on teacher understanding of mathematics and pedagogy;
Centered on specific needs of teachers (for example, a grade 1 teacher works only on
topics associated with the teaching of mathematics at this level);
Was implemented in a way that teachers involved felt supported by colleagues and by
the team of writers/trainers during the entire year.

Research design
Before we address the research design in more detail, we will describe the resources and
the connection between the field-testing experience and the professional development program.
The resource consists of classroom activities on number sense and measurement for Kindergarten
to grade 3 and is based on the work of several researchers (Carpenter, Fennema, Franke, Levi et
Empson, 1999; Fosnot & Dolk, 2001a, 2001b; Hiebert, Carpenter, Fennema, Fuson, Human,
Murray, Olivier & Wearne, 1997; Kamii & Housman, 2000; Kilpatrick, Swafford & Findell,
2001). The teachers involved in field-testing these resources are working in a specific context, the
French-language school system in Ontario. In many other field-testing situations, teachers
receive materials, are asked to try them out and then provide written or verbal feedback.
However, in this particular case, the team of authors of this new resource wanted more then just
feedback. They wanted to closely follow the use of their material and to support the teachers as
they attempted to use research-based methods for teaching mathematics. The structure of the
field-testing was as follows:
-

-

An initial three days of training was given to the group of teachers by the team of
writers at the end of September 2004. The goals of those days of training were to
introduce the teachers to the project, meet the team of writers who would work with
them as trainers throughout the year, and to set the stage for the approach proposed in
the new resource.
The initial training was followed by additional training in November, December,
March, and April 2005. Those full day training sessions were centered on discussion
of what teachers had tried out in their classroom and also introduced new materials.
Two days of observation and support in the classroom by the team of trainers followed
the training sessions.

-

A final day of training in June 2005 concluded the project and provided final feedback
from the teachers.
As well as the planned sessions of training, teachers received additional support
through e-mail, phone or by contacting the school board mathematics consultant
involved in the project.

In the early stages of the project, the team of writers/trainers realized that what they were
doing with this group of teachers was more then field-testing a new resource. In fact, through
their discussions and observations, they were noticing shifts in teacher practice. They recognized
that this field-testing of resources in a context of collaboration, where teachers get actively
involved with a group of experts in a process of action/reflection about mathematics teaching,
was an interesting model of professional development.
To assess the effectiveness of this model of professional development, researchers used
several different methods to gather data. A questionnaire was administered to all of the teachers
involved in the project in March 2005. This questionnaire allowed researchers to gather some
baseline information from the teachers participating in the project (grade level, experience in
teaching mathematics, level of confidence about mathematics teaching, and reason for their
implication in the project). Some questions were also used to gain an initial glance at teachers’
levels of satisfaction with the project. For example, they were asked about their satisfaction with
the training and support, and with the aspects of the project that they were able to incorporate in
their teaching practices.
Another method of data collection was focus groups of participating teachers. At the end
of June 2005, teachers met in small groups to discuss different aspects of their experience with
the project. These focus groups were an opportunity to provide information on the various aspects
of the project that the teachers found useful and were able to implement. More data was gathered
through focus group meetings with the team of writers/trainers and the school board mathematics
consultants involved in the project. This provided information on their perspective of the project.
The following presents preliminary findings from both the questionnaire and the focus groups.
Preliminary results from questionnaires
In this section we will focus our discussion on the results of some of the March 2005
questionnaire data. In total, this case study involved 23 teachers (from Kindergarten to grade 3),
four school board consultants in mathematics education, and a team of six writers/trainers. Tables
1 and 2 give an overview of some of the characteristics of the teachers involved in the project.
Table 1: Grade level and number of years of experience of the teachers
Grade level
JK-SK
1
1 & 2 combined
2
3

n = 23
7
5
2
3
6

Years of experience
None
1 to 3 years
4 to 6 years
7 to 8 years
More than 9 years

n = 23
0
3
3
2
15

Table 2: Level of confidence for teaching mathematics
Level
Unsure
Somewhat confident
Confident
Very confident

n = 23
0
6
10
7

One of the first open-ended questions of our March questionnaire was centered on the
expectations of teachers regarding their participation in the project. We wanted to know why they
became involved in the project. Most teachers (17 out of 23) answered that they were involved in
the project because they wished to learn new strategies for teaching mathematics. More than half
of teachers also expressed that their involvement was motivated by the fact that they were also
getting a new resource for teaching mathematics.
At the time the questionnaire was completed by teachers, they had been involved in the
field-testing of the resource for five months. We asked them to identify some positive aspects of
their involvement in the project. Most of them (17 out of 23) identified the impact on their
students’ learning as one of the most positive aspects of the project. They also mentioned the
improvement in their teaching strategies and in their level of confidence in teaching mathematics.
One of our areas of focus was also the comfort level of teachers with the whole process of
field-testing. To the question “What difficulties are you experiencing in this project?” many
teachers expressed some concerns with time management. They were concerned with the amount
of time that this method of teaching takes and they felt that it was difficult to compare this year
with previous years in terms of content coverage because of the new methodology. Some school
boards had done some planning for their teachers to provide a big picture of what the year should
look like, specifying specific content to be covered for specific reporting period. However, such
timelines did not coincide with the work of the teachers involved in the field-testing of the new
resources and they found this to be a challenge.
Some teachers also suggested that new assessment tools were not as functional as those
that they were using before. Teachers of grade 3 students, in particular, were concerned because
their students take part in provincial assessments in mathematics. They were unsure how well the
new resource would prepare their students to perform on that assessment.
However, despite the difficulties mentioned above, most teachers (19) answered “yes” to
the question “Does the project meet your expectations?” with six of them adding that the project
went well beyond their expectations. For most of the teachers involved, the project was clearly
an opportunity for professional development.
Preliminary results from focus groups
One of the more important points that we can see from the data collected during the focus
group with teachers is the transformation of their teaching strategies. Most of them said that they

are using questioning more effectively and letting students respond to questions in a variety of
ways. Teachers are encouraging multiple ways of looking at a task or solving a problem. The
teachers involved are promoting a different learning environment, encouraging more student
communication and risk-taking. Teachers also mentioned that their confidence level has
improved. They feel that they know what they are doing and why they are doing it. Some
teachers report that their new way of looking at mathematics teaching has also had an impact on
their teaching of other subjects.
For the team of writers/trainers, the data collected during the focus group confirmed the
data from the teachers. They were also able to recognize the transformation in the teaching
practices of most teachers involved in the project. Their assessment of the whole project was
very positive, and further the feedback from teachers provided them with ways to substantially
improve the resource they were developing. At the same time, they were able to observe how
teachers can change their practice if they have effective resources to teach mathematics and a
support team ready to lead them and help them on an individual basis when needed.
Concluding remarks
Professional development is an important component in the improvement of students
learning mathematics. Our research suggests that the collaboration of teachers, resource
designers, trainers, and consultants within the context of developing and field-testing new
resources can be a rich professional development model.
The research is continuing this year with a new group of teachers. Although the resource
if different in that it is focused on grades 4 and 5, the team of writers/trainers is the same, and the
model of field-testing is similar to the one used last year. This second year will help us confirm
what was observed with the first group of teachers.
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Abstract: The purpose of this hands-on workshop is to introduce Quilt Quest (2005), an exciting, alternative,
reliable and current curriculum which art teachers can use to meet the Leave No Child Behind mandate through
experiential learning. Teachers will experience hands-on activities from the curriculum pointed toward school
standards.
Text for the Proceedings:
Many state departments of education and school districts value cross-disciplinary approaches whereby several
standards can be addressed through one project. Traditional textbooks are expensive and can quickly become
obsolete. Art teachers, searching for reliable and timely supplemental resources to help meet these mandates, will
find this innovative research-based instructional resource intriguing.
The workshop will highlight Quilt Quest, a new comprehensive 284 page full-color curriculum from Nebraska 4-H
which provides ideal, inexpensive and easily accessible alternatives for teachers. These materials are currently
available to teachers and schools through the University of Nebraska Cooperative Extension. Quilt Quest is the
result of a multi unit collaboration within the University system: The International Quilt Study Center; The Textiles,
Clothing & Design department; Nebraska Cooperative Extension; and the Nebraska 4-H Program.
The International Quilt Study Center is headquartered within the Textiles, Clothing & Design department. The
center is home to the world’s largest publicly-owned quilt collection which includes four of the most important quilts
of the twentieth century. The Center is dedicated to the conservation and study of the quilt-making tradition.

Recognized for excellence, the Textiles, Clothing and Design department received the University’s system-wide
Award for Excellence in Teaching and Esprit de Corps among faculty. The award recognizes dedication to student
education and teacher excellence. The Department is invested in Cutting-Edge Technology. Students and faculty
get hands-on experience with industry-standard technology.
The goal of Nebraska 4-H is to develop all youth to reach their fullest potential through: 1. Utilizing the knowledge
base of the land-grant university system, 2. Learn by doing and 3. Developing life skills. The Nebraska 4-H
program strives to develop competent, confident and connected youth and adults of good character. The combined
resources of a major land grant institution provide amazing opportunities for youth to “experience” education at the
highest level–and with the assurance of quality and accurate materials.
The authors’ combined talents provide a unique resource which creates opportunities for youth to: 1) preserve
cultural tradition of the art of the quilt through exposure to one of the world’s outstanding quilt collections and 2)
provide expanded opportunities for experiential learning about the art, design, history, creation and preservation of
quilts. The primary target population is youth between the ages of 10 - 19. The secondary audience is school
teachers, adult youth leaders, and quilters around the world.
Content areas include: equipment and fabrics; principles and elements of design; construction techniques;
preservation, conservation, storage and documentation; creativity, entrepreneurship, fabric manipulation, and design
application to other medial. Common threads throughout the project include: inter-generational activities; careers;
technology; educational standards; multi-cultural and ethnic influences of quilting and history; life skills; and the
integrated curriculum of all areas of education (Math, Science, Language Arts, Family and Consumer Science,
History, etc.).
The Experience Economy (Pine, Gilmore, 1999) describes a population who wants to “experience” life, work, and
education. Those who have taught today’s youth understand their quest for current, fast-paced, real life, real time
education. 4-H offers an ideal source of learning for these individuals. The motto of 4-H is “learning by doing.” All
curricula are developed based upon the experiential learning model.
4-H curricula are well established within the school environment. School enrichment represents that curricula which
is developed through 4-H and is offered at the local school system. Some states offer 4-H exclusively in the schools
while others such as Nebraska, utilize a multi-method delivery. Approximately 60% of Nebraska 4-H participants
are within the traditional schools. Nebraska 4-H school enrichment materials meet state and national school
standards.
Quilt Quest allows art educators to achieve school standards while taking advantage of innovative, research-based,
experiential learning in multiple, multi-disciplinary approaches. Participants of this hands-on workshop will

explore the wonderful world of quiltmaking and experience how to use quilts in their classrooms using
"Quilt Quest" curriculum. For more information on the Quilt Quest curriculum go to:
http://4h.unl.edu/programs/curriculum/preview/QuiltQuestInbetween.html
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An Audience Perspective on Contrastive Rhetoric: Schema Theory and the Mind of the Reader

Contrastive rhetoric has been a controversial topic in teaching English composition to
English as a Second and English as a Foreign Language (ESL/EFL) students since Kaplan
(1966) pioneered the field almost forty years ago. Contrastive rhetoric has been succinctly
defined as, “the study of how rhetorical expectations and conventions differ among cultures”
(Liebman, 1988). The crux of the argument for teaching contrastive rhetoric and raising
awareness of the cultural conventions of English composition to EFL students is based on the
principle that writing in ways that conform to the expectations of the target audience ultimately
determines success in academic and professional writing. Therefore, the successful writer must
be cognizant of the reader’s needs in order to be successful in written communication. Thus,
contrastive rhetoric becomes a focal point of synergy between the tenets of reading and writing
theory in both first (L1) and second (L2) language research.
The primary importance of audience in composition has substantial support both from
L1 composition (Bartholomae, 1985; Flower, 1979) and L2 composition research (Eggington,
1987; Hinds, 1983; 1987; 1990; Kaplan, 1966; Reid, 1989) as well. Even L2 composition
theorists who focus on writing processes rather than text acknowledge the importance of meeting
the reader’s expectations for successful communication (Bloch & Chi, 1995; Connor, 1997,

2002; Kubota, 1997, 1998, 1999; Raimes, 1985; Spack, 1997; Zamel, 1983, 1997).
The significance of making text conform to reader expectations in order for it to be
comprehended well, recalled effectively, and enjoyed by the reader, however, is not only an
important issue in composition studies. The interaction between reader expectations and text is
an important matter in reading research and pedagogy, also. Accordingly, the importance of
text content and organization and contrastive rhetoric are further supported by research
concerning what happens with text from a reader perspective: the reading side of the issue.
Top-down Processing, Background Knowledge, and Contrastive Rhetoric
Since the time when Kaplan (1966) launched his seminal work in contrastive rhetoric in
English composition in the 1960's, a large amount of research from both L1 and L2 reading has
illuminated the process in which readers use their background knowledge, experiences, and
cultures to interpret text. Pearson and Stephens (1994) traced the history of the paradigm shifts
in literacy, paralleling movements in other fields of study, that have challenged behaviorist
thinking. These new movements in education and other academic disciplines have started to
look inside the learner for answers to age-old questions instead of considering only what the
learner produced. Movements in linguistics initiated by Chomsky (1957, 1965) and others
shifted the field of language learning away from the prescriptive behavioristic notions of
language learning toward more descriptive, cognitivist approaches to language acquisition.
In first language (L1) reading the seminal work of Kenneth Goodman (1965, 1967)
illuminated the process readers undergo to use their knowledge and experiences in making
predictions to make sense of written text. Other L1 reading researchers have also suggested that
reading is a constructive activity where the employment of top-down processes (using
background knowledge) to make meaning of written discourse is of critical importance. These
top-down processes have recently been given equal or greater emphasis than the traditionally

3

valued bottom-up processes of recognizing sight words and decoding text. Smith (1971) was
key in advancing the idea that reading was largely a process of making informed predictions
based upon prior knowledge.

More recently, Rosenblatt (1994) carried these ideas about reading further. Rosenblatt
approached the topic of reading from a relativistic, post-modern perspective. Borrowing from
Dewey and Bentley (1949), she described what happens between reader and text as a
“transaction” instead of an “interaction.” (Rosenblatt, 1994, p. 1058). Rosenblatt (1994) stated
these three elements, the knower, the knowing, and the known may be viewed as different
aspects of the same dynamic process. She used the term “transaction” to indicate that observers
cannot be entirely objective but are an inextricable, subject part of the reality in which they are
making their observations.
Thus, according to Rosenblatt (1994) the reader’s stance toward the text, which takes on
affective as well as cognitive implications, plays a role in extracting meaning from text. This
stance involves readers selectively attending to and deemphasizing parts of a text, according to
an individual’s purpose for reading. Rosenblatt’s (1994) work suggests that reading is a
dynamic process in which the background knowledge and experience of the reader and the writer
engage in a negotiated transaction. This would further indicate, then, that a writer would need to
be a master of rhetoric in order to be able to communicate her message to the reader, and, thus,
achieve her purpose for writing.

4
Utilizing students’ background knowledge has become prominent in the teaching of reading.
This is true to the extent that K-W-L, used as a means to build vocabulary and help students
retain more of what they read and increase metacognition, has become a very popular and often
cited pedagogical technique in reading. K-W-L is a simple three step model for teaching
children vocabulary in expository texts (Ogle, 1986). K-W-L attempts to engage students in
metacognitive activity and encourages them to take active ownership over their own vocabulary
development and reading comprehension by connecting what they already Know about a topic
or vocabulary item to what they Want to learn about it before they read. This reflective,
metacognitive process comes full cycle when students record what they Learned about the topic
or vocabulary item after reading about it. Students are further encouraged to monitor their own
learning by assessing whether or not they learned enough and doing their own further research if
they are still unsatisfied with what they learned.
Furthermore, Blachowitz and Zabroske (1986) have determined that at-risk readers would
benefit from better teaching of metacognitive skills in regard to reading instruction. From their
analysis of teacher lesson plans and journals, these researchers criticized current approaches to
teaching at-risk readers strategies for suing context. Blachowitz and Zabroske (1986) concluded
that suggestions used from teachers’ guides were too simplistic: examples were artificial,
answers were given away, and that recommended readings bore little resemblance to real-world
readings. These researchers emphasized the importance of vocabulary growth for at-risk
readers, pointing out that much of that growth comes from the context of extra-curricular
reading. The authors further asserted that students need self-generated and controlled strategies
in order to capitalize on expanding their vocabularies by learning words from the contests of
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readings.
Although it may not appear obvious, the findings of Blachowitz and Zabroske (1986) and
Ogle (1986) are relevant to ths issue of contrastive rhetoric in reading and the challenges of
English as a Second Language (ESL) and English as a Foreign Language (EFL) students in
English literacy. What these two pieces of L1 reading research have in common is that both not
only emphasize the need for vocabulary development for at-risk learners, but also, they delineate
the greater need for learners’ metacognitive development and ability to understand and use
context to their advantage. Because of interference from their L1 in terms of rhetorical
conventions, ESL/ EFL learners have been known to struggle with reading comprehension due to
their lack of familiarization with certain cultural contexts (Bernhardt, 1984; Carrell, 1985, 1988;
Carrell & Eisterhold, 1988; Cheng, 2000; Dubin & Bycina, 1991; James, 1987; Johnson, 1981,
1982; Steffensen, Joag-Dev, & Anderson, 1979).
Likewise, interference from L1 rhetorical conventions is also known to play a role in
causing EFL students to write in ways that seem strange and difficult to understand to native
English readers in the audiences to which they write, especially, academic ones (Eggington,
1987; Hinds, 1983, 1987, 1990; Kaplan, 1966; Reid, 1989). Furthermore, a multitude of L2
reading researchers have reached the same conclusions as their L1 counterparts that add weight
to the importance of rhetoric. Both groups of reading researchers currently view reading
primarily as a constructive process where the reader’s employment of top-down processes and
usage of background knowledge to make meaning of text are of equal or greater importance to
the traditional bottom-up processes of deciphering text ( Anderson, Reynolds, Schallert, &
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Goetz, 1977; Bernhardt, 1984; Carrell, 1985, 1988; Carrell & Eisterhold, 1988; Dubin & Bycina,
1991; James, 1987; Johnson, 1981, 1982; Steffensen, Joag-Dev, & Anderson, 1979).
Yanling Chen (2000) cited a multitude of research from both L1 and l2 reading theory that
supports the idea that it is essential for readers to be able to connect their background knowledge
to the organizational structure and content of the passage they read in order for them to process
it effectively. Among some of the research reports in Cheng’s dissertation was the finding that
knowing the topic improves comprehension for the reader (Anderson, Reynolds, Schallert, &
Goetz, 1977; Bransford & Johnson, 1972). In Bransford & Johnson (1972), it was demonstrated
that simply giving the title to a deliberately vague passage about “washing clothes” aided readers
in their recall. What might this finding imply for the importance of a writer locating a thesis
statement, for example, in a place where the reader would expect to find it? How might
contrastive rhetoric, in terms of expanding students’ knowledge of preferred organizational
patterns of text, help both readers and writers better comprehend and produce text written in
languages and cultures that are substantially different than their own?
Furthermore, Anderson, Reynolds, Schallert, & Goetz (1977) determined that high-level
schema provided a framework for interpreting discourse. This high-level schema can be cultural
or even sub-cultural. These researchers have persuasively asserted that meaning in
communication involves knowledge of the world and analysis of context as well as
characteristics of the message. Anderson and his fellow researchers had subjects read two
ambiguous passages. The first reading could have legitimately been interpreted as either a
wrestling match or a prison break. The second passage could have been read as either a card
game or a musical recital.
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Almost all of the subjects interpreted the readings according to their own vocational
backgrounds. The group of physical education students reading the wrestling/prison break
passage almost invariably concluded it was a wrestling match. Likewise, the music education
students reading the passage about the music recital/card game were equally prone to see that
passage as a recital, consistent with their sub-cultural backgrounds. Over 80% of the subjects
reported being unaware that other possible interpretations existed for the passage matching their
backgrounds. Thus, this article suggests that both readers’ backgrounds and clear writing play
prominent roles in effectively communicating a written message even on a sub-cultural level
(Anderson, Reynolds, Schallert, & Goetz,1977).
Both Anderson et. al. (1977) and Steffensen, Joag-Dev, and Anderson (1979) have indicated
that no text is ever fully explicit. The former researchers have supported the idea that reader
background knowledge strongly influences the interpretation of text from the L1 perspective and
that the influence of academic subculture may be significant as well. The latter group of
researchers support the finding that background knowledge, culture, and sub-culture are
important from the L2 perspective as well.
Steffensen, Joag-Dev, and Anderson (1979) furthered the cross-cultural study of discourse
by producing seminal work that filled the gap in the field dating back to Sir Fredrick Bartlett
(1932). In that earlier work, Bartlett (1932) indicated that those who read a story that
presupposes schemata of a foreign culture comprehend it differently than natives of that foreign
culture and typically modify the account in ways that are more consistent with natives of their
own cultures. These modifications, moreover, are typically considered as incorrect
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comprehension of the story to the people whose culture the story belongs.
These cross-cultural findings have been replicated. However, shortcomings in research
design were fleshed out by Kintsch and Greene (1978) in their study of how American college
students differed in their comprehension of one of Grimm’s fairy tales versus their understanding
of an Apache Indian tale. The authors found evidence suggesting that American college students
produced twice as many of the important propositions from the Grimm fairytale. The problem,
however, is that ideally the reverse would be true for the Apaches: they would have little
difficulty with their own story but should struggle with the Grimm fairytale. Nevertheless,
modern Apaches are bicultural and familiar with the schemas of both cultures. The same
problem existed in 1932 with Bartlett’s study, which convoluted the results.
Thus, Steffensen, Joag-Dev, and Anderson (1979) employed the first complete design of a
cross-cultural study of this kind. Namely, the adult subjects from the United States and Asian
India in this study were asked to recall information about weddings from letters read about an
American and an Indian wedding. Weddings were chosen as content since it was reasoned that
most adults would have knowledge of wedding customs of their own cultures. The subjects of
the study consistently recalled more information, read more rapidly, produced more culturally
appropriate elaborations, and were guilty of fewer distortions from the passage from their own
native cultures.
These findings may be of importance to contrastive rhetoric research because they suggest
that contrastive rhetoric is not limited to identifying patterns of organization that are preferred
within a culture. Beyond this preference, cross-cultural studies and studies of schema theory
consistently indicate that audiences do not understand, recall information, or read easily, texts
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that violate assumptions commonly made in their cultures in terms of either content (Anderson,
Reynolds, Schallert, & Goetz, 1977; Carrell, 1985, 1988; Carrell & Eisterhold, 1988; Dubin &
Bycina, 1991; James, 1987; Johnson, 1981, 1982; Steffensen, Joag-Dev, and Anderson,1979) or
rhetorical organization (Chu, Swaffar, & Charnay, 2002; Eggington, 1987).
Top-down processes of reading and schema theory do not explain all of the problems
confronting cross-cultural communication in written discourse. Whether the ESL/EFL student
plays the role of reader or writer, part of the communication gap is a language problem. From
the perspective of L2 reading, researchers (Dubin & Bycina, 1991) have attested to the important
role that bottom-up processes (decoding words and syntax) play in the reading process in
general. Specifically, there is an on-going debate within the reading field as to whether L2
readers’ difficulties lie more in the realm of reading or language problems. The question of
whether L2 reading is a reading or a language problem was first asked by Alderson (1984).
Second language reading (L2), however, may be seen as both a reading and a language problem
(Dubin & Bycina, 1991).
Notwithstanding, two hypotheses emerged from Alderson’s (1984) original debate
concerning second language reading: the Linguistic Threshold Hypothesis (LTH) versus the
Language Interdependence Hypothesis (LIH). The Linguistic Threshold Hypothesis postulates
that there is a certain minimum level of language proficiency that must exist before the second
language learner can transfer his/her reading skills to assist him or her in learning how to read in
the second language (L2). Thus, it is also believed that language learners lacking L2 language
proficiency will have their efforts to transfer their L1 reading skills “short circuited” (Bernhardt
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& Kamil, 1995; Clarke, 1980; Lee & Schallert, 1997). Researchers tend to agree that the
evidence supports the notion that a certain level of language proficiency is necessary to facilitate
the transfer of L1 reading skills to the L2 to a significant degree. However, Lee and Schallert’s
(1997) study found weak correlations between L1 and L2 reading under the threshold as well as
above it. This finding is significant because it contradicts the stronger version of the Linguistic
Threshold Hypothesis (LTH) and supports the weaker version of it.
Clarke (1980) found that even though he agreed that a certain level of L2 proficiency was
necessary to facilitate the transfer of reading skills from the L1 to the L2, he faulted higher level
(intermediate and advanced) ESL classroom instructors for teaching vocabulary and grammar
through drill exercises. Clarke criticized them for focusing primarily on vocabulary and
grammar and teaching language through reading. According to Clarke (1980), teaching
language through reading is not a bad way to teach language but it is a poor way to teach
reading. Furthermore, some researchers have argued that existing prior knowledge or induced
content schemata (Hudson, 1982; Johnson, 1981, 1982) can override limitations in language
proficiency when it comes to comprehension.
Patricia Johnson (1981, 1982) conducted two studies of interest in relation to the issue of
culture and background knowledge influencing text comprehension. Both studies support the
finding that background and culture profoundly influence the ways in which text is
comprehended (Johnson, 1981, 1982). Furthermore, in Johnson’s (1981) study with Iranian
intermediate and advanced ESL and native English reader subjects, she found that both groups of
subjects were influenced more by the cultural origin of the prose and the rhetorical organization
than the complexity of the language used.
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Citing Bartlett (1932), Johnson (1981) noted that literal recall of a passage is rare and
observed that familiarity with the story allows readers to rely on decoding less and top-down
processes more. That observation leads to the conclusion that reading problems are not always
due to linguistic deficits but may also result from a lack of schema or metacognitive ability. In
another study, Johnson (1982) asserted that fluent native readers recovered well when their
guesses were incorrect but the same were not true for non-native readers.
In the same article, the author distinguished ESL from EFL readers by asserting that real
experience in the target culture helps with reading comprehension (Johnson, 1982). This
suggests that students who live in America or any other native English speaking country have a
distinct advantage in reading in English when it comes to employing top-down processes. This
may help to explain why most of the criticism of contrastive rhetoric comes from ESL
researchers. In addition to the diversity of their classrooms making any effort to teach
contrastive rhetoric extremely complicated, ESL teachers may not observe as strong a need for it
as EFL teachers do in their classrooms.
William Eggington’s (1987) study of South Korean adult English learners who had recently
arrived in the United States with plans to either go to college or enter the American workforce
also supported the idea that rhetorical organization significantly impacts the ability of the reader
to recall information from a text. In this study, the experimental group was given a paragraph
written in Korean and organized with a Korean preferred rhetorical style. The control group, on
the other hand, received a Korean language version of a paragraph written in an English
rhetorical style. Although short-term recall of the passage (measured within two minutes of the

12
reading) was similar, the results of the study suggested that long-term recall for Koreans (tested
by the delayed condition of more than one week from the reading) was much better when the
subjects were presented the information in a traditionally preferred Korean style of rhetoric.
Chu, Swaffar, and Charnay (2002) conducted an impressive study involving 240 Chinese
college freshmen and seniors in Taiwan. These students read an English passage that reflected
English rhetoric and one that reflected Chinese rhetorical style. Interestingly, although the
students failed to perceive the rhetorical differences, those same rhetorical differences were
found to have a substantial effect on both the immediate and delayed recall conditions (Chu,
Swaffar, & Charnay, 2002)

The findings of Chu, Swaffar, and Charnay (2002) corresponded to both Eggington (1987)
and Hinds (1984) that indicated East-Asian texts written in East-Asian rhetorical structures
facilitated much greater recall from East-Asian readers than did text written in western rhetorical
structures. According to these researchers, their findings also refuted Mohan and Lo’s (1985)
speculative conclusion that EFL students’ problems in organizing writing in both their L1 and
L2 are due more to cognitive development than interference from the L1 or culturally expected
patterns of organization of text. As Chu and her colleagues pointed out, if Mohan and Lo (1985)
had been correct, then the seniors should have gained more skill than the freshmen in
recognizing and overcoming rhetorical differences, which they had not (Chu, Swaffar, &
Charnay, 2002, p. 529).
Pedagogical Implications for Contrastive Rhetoric & Reading & Further Study
The most substantial pedagogical implications for contrastive rhetoric in reading instruction
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is that it should be taught both in terms of content and text organizational structure. This finding
is consistent with a multitude of studies both in schema theory and reading research (Anderson,
Reynolds, Schallert, & Goetz, 1977; Carrell, 1985,1988; Carrell & Eisterhold, 1988; Dubin &
Bycina, 1991; Eggington, 1987; James, 1987; Johnson, 1981, 1982; Steffensen, Joag-Dev, &
Anderson, 1979). The common thread in all of these articles is that unfamiliarity with either
content or rhetorical structure, either culturally or sub-culturally, negatively impacts reading
comprehension.
The need to more explicitly familiarize readers with the content and rhetorical structure of
readings in the target language and culture may be even greater when either topic interest or
language proficiency are low (Chu, Swaffar & Charnay, 2002). Research has demonstrated that
higher proficiency readers activate higher level processing (Devine, 1987). In a similar vein, it
has been suggested that both topic familiarity and interest may interact with the effect of text
structure (Carrell, 1987; Roller, 1990). Consequently, contrastive rhetoric instruction and raising
awareness of culturally diverse content and preferred patterns of text organization should play an
important role not only in English composition courses but also in reading and content courses
with significant amounts of reading and writing in the L2.
Finally, it would seem essential to conduct further research on this issue. Several studies
mentioned here have demonstrated significant implications for especially Asian ESL and EFL
students in regard to how their reading comprehension is negatively impacted by either
unfamiliar text structure or content (Anderson, Reynolds, Schallert, & Goetz, 1977; Carrell,
1985, 1988; Carrell & Eisterhold, 1988; Chu, Swaffar & Charnay, 2002; Dubin & Bycina, 1991;
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Eggington, 1987; James, 1987; Johnson, 1981, 1982; Steffensen, Joag-Dev, & Anderson, 1979).
However, other cultural and linguistic groups need to be studied more in relation to their
contrastive differences with American English. It may be that European cultural groups, for
example, that come from more similar linguistic and cultural backgrounds to the majority of
native speakers of American English may not be as negatively impacted by transfer issues when
learning American English as many Asian students when studying it. It might also be useful to
know how contrastive rhetoric, in terms of both organizational structure and content, impact the
comprehension of different genres of material within different languages and cultures.
Nevertheless, there is little doubt that contrastive rhetoric, both in terms of organizational
structure and content, needs more attention both in reading research and pedagogy, especially as
the world is becoming more of a global village.
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Helping Korean Writers of English with a Contrastive Rhetoric Curriculum:
Teacher Conferencing and Peer Response as a Key
Introduction
Nearly forty years ago, Kaplan (1966) pioneered the field of contrastive rhetoric in an
attempt to help students who were writing in English as a Second Language (ESL) to compose
better academic essays. After analyzing over 600 essays, Kaplan (1966) described general
rhetorical patterns for five different cultures or culture groups including, English / linear; Semitic
/ parallel; "Oriental" / indirect (spiraling outward); Romance & Russian / digressive. In addition,
it was his conclusion that these preferred patterns of first language (L1) rhetoric often led to
instructor criticism of even advanced ESL student writing. As Kaplan (1966, p.4) put it, the
academic English compositions of second language writers often “seem out of focus” when L1
rhetorical patterns are applied in their English writing.
Kaplan’s (1966) original work was soundly criticized, largely for overgeneralizing,
especially in terms of applying the controversial term “Oriental” to all of Asia. Nevertheless,
subsequent research has largely substantiated his findings that a widely used rhetorical pattern
emphasizing indirectness exists in the English writings of students who come from East-Asia
(China, Japan, and Korea). Several scholars have offered compelling evidence to suggest that
many university level students (from the aforementioned East-Asian countries) prefer reading
and writing essays that conform to the general rhetorical patterns of their first language (L1) and

-2cultures as identified by Kaplan (1966). Moreover, the rhetorical differences between the L1
and English have been found to interfere with reading comprehension and also negatively impact
how second language writing is evaluated by native readers of English. (Chu, Swaffar, &
Charnay, 2002; Eggington, 1987; Hinds, 1983, 1987, 1990; Kaplan, 1966; Liebman,1988;
Matalene, 1985; Reid, 1989). Although it is a very interesting topic, it is beyond the scope of
this article to fully delineate all of the ways in which contrastive rhetoric impacts second
language reading and writing. Rich discussions of these issues may be found in several sources
already in print (Connor, 2002; Leki, 1997; Walker, 2004).
The focus of this writing, then, is to conduct a more detailed examination of the positive
effects that contrastive rhetoric instruction through teacher conferencing and peer response can
have in a university level English composition course. In a study I conducted at Handong
Global University in South Korea, it was found that both experimental and control group
students benefitted from the incorporation of contrastive rhetoric instruction in a core curriculum
writing class, English Grammar and Composition (EGC). Moreover, lower level students who
received contrastive rhetoric instruction through teacher conferencing and peer response
(experimental group), in addition to simply receiving instruction in contrastive rhetoric through
lecture and written essay feedback (control group), made significantly higher gains in their
posttest essay scores, compared to the pretest, than did the control group (Walker, 2004, 2005).
Thus, this study on contrastive rhetoric teaching methods for EFL university students
established the following: 1) contrastive rhetoric instruction taught through the traditional
composition methods of lecture and written feedback on essays can help students write better
English academic essays (control group); 2) the use of innovative composition techniques such
as teacher conferencing and peer response activities in tandem (teaching treatment) can
significantly increase the improvement in students’ English academic essay writing, especially
for lower level English composition students (Walker, 2004, 2005). The findings of this study

-3are important because it was the first actual study of practical teaching methods aimed at
incorporating contrastive rhetoric instruction into a university level English as a Foreign
Language (EFL) writing curriculum.
Until this study, contrastive rhetoric education was still carrying the epitaphs of being
“disappointing” and “limited” (Liebman, 1988, p.7) and lacking in development in its
application to classroom instruction (Raimes, 1991; Walker, 2004). It is hoped that the findings
of the study conducted at Handong Global University will breathe new life into the contrastive
rhetoric discussion and make a contribution toward returning the field to its original purpose,
enabling ESL/EFL writers to write better English academic essays.
Method
In the spring of 2004, I conducted the aforementioned study in contrastive rhetoric teaching
methods for EFL university students at Handong Global University in Pohang, South Korea.
Sixty-five undergraduate students from all different majors who were taking the core English
writing course, English Grammar and Composition (EGC), participated in this quasiexperimental study of contrastive rhetoric teaching methods. These students were tested on their
ability to write English academic essays before (pretest) and after (posttest) receiving a
semester’s worth of English composition that included contrastive rhetoric as a focus.
The experimental group (29 subjects) received contrastive rhetoric instruction in teacher
conferencing and peer response activities, in addition to receiving it in lecture and written
feedback on essays. The control group (36 subjects) received contrastive rhetoric instruction
only in lecture and written feedback on essays. The student essays were rated on a seven-point
scale adapted from one similar to what is used to rate TOEFL essays, but modified to consider

-4primarily the rhetorical value of an essay and judged by three raters who were EFL professors.
The inter-rater reliability coefficients for the ratings of the student essays used in this study were
.72 for the pretest and .72 for the posttest. These inter-rater reliability ratings are considered
adequate for establishing the validity and reliability of the raters and the rating scale used in this
study as composition rating can be somewhat arbitrary in nature.
Table 1 below shows some of the results of the study. As demonstrated in the table, both the
aforementioned research and control groups benefitted from contrastive rhetoric instruction in
their English composition courses as measured by improved essay scores from pretest to
posttest.
Table 1 Descriptives of Overall Mean Essay Scores
Group

Pretest Mean

Pretest Std.
Deviation

Postttest
Mean

Posttest Std.
Deviation

N

Experimental

3.1831

.79908

3.8045

.95694

29

Control

3.2589

1.12713

3.5392

1.00168

36

Total

3.2251

.98771

3.6575

.98337

65

However, the gain for the experimental group, overall, was not significantly higher than that
for the control group (p = .243), meaning that the improvement of both contrastive rhetoric
groups was statistically equal. This may have been due to a “ceiling effect,” meaning that high
level students (>3.5) made no significant improvement in their essay scores, regardless of group.
This lack of improvement for high level students is likely to have held down overall scores
(Walker, 2004).
The second research question of the study was whether or not low level students (<3.5
pretest score) improved their essay writing as a result of the teaching treatment (reinforced
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contrastive rhetoric instruction through teacher conferencing and peer response). The
improvement for the low level students in the experimental group proved to be significantly
higher than it was for the control group, who received contrastive rhetoric instruction only
through lecture and written feedback on essays.
Tables 2, 3, and 4 show that these results were significantly better for those who received
contrastive rhetoric instruction through teacher conferencing and peer response (experimental
group) than those who only received it via lecture and written feedback on essays (control group)
as measured by ANCOVA and ANOVA statistical analyses.
Table 2
Descriptives for Essay Mean Scores of Low Level Students
Low Level
Students:
Group

Pretest Mean

Pretest Std.
Deviation

Postttest
Mean

Posttest Std.
Deviation

N

Experimental

2.8627

.59562

3.8936

.89909

22

Control

2.3853

.73063

3.1579

1.04550

19

Total

2.6415

.69612

3.5527

1.02676

41

Table 3
ANCOVA Summary Results for Low Level Students
Source

Type III SS

DF

MS

F

p

Cor. Model

5.701

2

2.850

2.970

.063

Intercept

24.745

1

24.745

25.784

.000

Pretest

.182

1

.182

.189

.666

Group

4.228

1

4.228

4.406

.043*

Error

36.469

38

.960
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Total

559.654

41

Cor. Total

42.170

40

As illustrated in Tables 2 and 3, the posttest mean score for low level students in the
treatment group was significantly higher (p = .043) than the lower level students’ posttest mean
score was in the control group when the pretest score differences were controlled for the
covariate. Again, both groups of lower level students receiving contrastive rhetoric instruction
(experimental and control groups) increased their mean scores on the posttest measure. The
lower level students in the experimental group gained slightly more than a full point on their
mean essay scores from 2.86 to 3.89 while the control group improved nearly three-fourths of
one point from a mean of 2.39 to 3.16. Thus, it may be said that lower level students in either
the experimental or control group enjoyed some improvement in their writing when receiving
either form of contrastive rhetoric instruction (Walker, 2004).
The results in Table 3 indicate that although both experimental and control groups
demonstrated noteworthy improvement in their essay scores from pretest to posttest, the lower
ability level students’ increase in mean essay scores was significantly larger (p = .043) in the
experimental group than in the control group. The results from this ANCOVA, then, suggest
that the low level students in the treatment group benefitted more from the contrastive rhetoric
writing instruction they received than their low level peers in the control group (Walker, 2004).
ANOVA results for low level students (See Table 4) indicated that the significance of the
difference between the group may be even greater than indicated by the ANCOVA results.
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Table 4 ANOVA Summary Results for Low Students
Source

Type III SS

DF

MS

F

p

Cor. Model

5.519

1

5.519

5.872

.020

Intercept

506.943

1

506.943

539.433

.000

Group

5.519

1

5.519

5.872

.020*

Error

36.651

39

.940

Total

559.664

40

Cor. Total

42.170

41

The significance between the mean differences in posttest essay results was even greater
(p = .020) in the ANOVA for low level students (Table 4) when the covariate, insignificant in
the ANCOVA test (p = .666, Table 3), was dropped from the model (Walker, 2004).
Discussion
These aforementioned results, then, beg the question: How are teacher conferencing and
peer response activities helpful in presenting contrastive rhetoric as a significant part of a
university ESL/EFL writing curriculum? This is the primary question I will try to address in this
paper. First, I will examine the issue of teacher conferencing and how it may be helpful in
reinforcing contrastive rhetoric, introduced through traditional methods of instruction (lecture &
written feedback), as was the case in the study I conducted at Handong Global University.
Since teacher conferencing and peer response activities were performed in tandem, it is

-8impossible to verify statistically, without further research, which of the methods had the greater
effect upon students or if the two working together produced the desired result. Nevertheless, it
is clear that the teaching treatment, using these two methods together (teacher conferencing &
peer response), was effective. However, when I consider the research, my years of experience
as a university level composition instructor, interviews of the classroom teachers who taught in
the study, my own observations of the teacher conferences in which they engaged, and feedback
obtained from students in the study, I would hypothesize (for follow-up research) that teacher
conferencing may be the more effective method for reinforcing English rhetorical principles
of academic writing with contrastive rhetoric instruction.

Teacher Conferencing
English Composition research, though mainly conducted in L1 settings, overwhelmingly
suggests that teacher conferences are great forums for making students think, giving struggling
students confidence, and reinforcing principles of English rhetoric taught in the classroom
(Carnicelli,1980; Jacobs & Karliner, 1977; Oye, 1993; Patthey-Chavez & Ferris, 1997). It has
been well documented in L1 composition research that native English speaking college freshmen
often have difficulty adjusting to the academic standards and expectations, the rhetoric, of the
university (Bartholomae, 1985). Although it is widely agreed by composition specialists that
writing an essay that meets the expectations of a target audience is essential to becoming a good
writer, many students write in egocentric fashion, leaving out many important developmental
details that make the paper difficult for the reader to comprehend.
The tendency to write in such a way is known as writer-based prose (Flower, 1979). Writerbased prose is a serious problem in English academic essay writing because it leaves major
ideas largely undeveloped and important, controversial arguments insufficiently supported. In
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-9addition, such compositions are often lacking completeness of information that leave their
audiences confused. Such essays are not reader friendly to say the least. Of course, writer-based
prose may not be problematic in some other cultures. John Hinds (1983, 1987, 1990) has
identified Japanese, for example, as being a writer-based rhetoric, which means the reader bears
the responsibility of interpreting the writer’s intention, even if it was only indirectly stated.
However, as the literacy reporter in Jacobs and Karliner (1977, p. 489) put it, “Their
problem isn’t grammar; it’s thinking.” This was a reference to American college freshmen who
were native writers of English. The researchers in this study found that, contrary to popular
intuition, American college students’ academic essay problems were more rhetorical than
grammatical. How much more difficulty, then, would non-natives of English have
discerning a foreign academic rhetoric and culture? Many ESL/EFL writing programs make the
mistake of putting too much focus on grammar and form at the expense of covering rhetorical
issues. This may be the main reason why Kaplan (1966, p. 4) and so many others have described
the writing of even advanced ESL/EFL writers as being “out of focus.”
As Eggington (1987) indicated, students in Korea at the secondary and tertiary level are
often lacking in explicit instruction in rhetoric both in Korean and in English. This causes many
Korean students great difficulties in moving back and forth between ESL/EFL composition and
writing in Korean. Succinctly stated, these students are often criticized in both directions. First,
they are told their English writing is “ illogical” when they initially start writing for American
university academic audiences as they study overseas. Then, if these Korean students study
English for a long time, especially in an ESL environment, they eventually learn English
rhetoric, often implicitly. In many cases, those Korean students who learn the mores of English
rhetoric implicitly, through the crucible of trial and error, then become so accustomed to English

- 10 rhetoric that they make the faux pas of transferring it back into their Korean writing. This often
results in many professionals and scholars, who were very well educated overseas, being told
that they do not know how to write in Korean by their own native Korean audiences (Eggington,
1987, Reid, 1989).
Teacher conferencing represents a venue where struggling students gain confidence (Oye,
1993), and experts guided novices through the writing process and assist them in making
better rhetorical choices (Patthey-Chavez & Ferris, 1997). The research here concurs with my
own observations and experiences with both first and second language writers. Both native and
non-native writers of English have thrived in practically every situation in which I have ever
employed teacher conferencing. Simply stated, it seems that each student brings very unique
talents and interests to the writing process. A great range of diversity even exists in the
approaches different composition students employ on the same writing task. Thus, it can
reasonably be concluded that classroom lecture, discussion and written feedback alone cannot
fully meet the needs of university level writing students. Despite the logistical difficulties of
meeting so many students individually or in small groups, I have personally found teacher
conferencing to be an almost indispensable part of any writing curriculum.
Notwithstanding, I would not describe teacher conferencing as a panacea. Although
teachers are the experts and students will often want to be told very simply what to do, the most
fruitful teacher conferences occur when good writing instructors resist the urge to take over the
student’s writing process and do the hard work of thinking through writing problems for the
student. Instead, a non-direct approach to instruction is highly recommended (Carnicelli, 1977;
Murray, 1985; Rogers, 1994; Walker & Elias, 1987), especially with lower level students (Oye,
1993). That means writing teachers help their students the most when they refrain from taking

- 11 the path of least resistance and simply telling students how to fix their papers. Both the research
and my own experience suggest that students benefit much more when writing teachers merely
affirm what students are telling them, suggest a number of possible rhetorical choices that can be
made, and describe different ways in which an audience may perceive the student’s work. Thus,
the role of the instructor in teacher conferencing is that of a facilitator-consultant rather than the
expert writing sage. This should cultivate the long term development of students by allowing
them to sort through their own ideas instead of merely writing the paper that their instructor
would compose. This is similar to the idea expressed in the old proverb that it is better to teach
someone how to fish than to catch fish for them.
It is what the humanist psychologist Carl Rogers (1994) formulated as the non-direct model
of instruction. I have found that the non-direct model works very well when applied to teacher
conferencing. The research has indicated that when done well teacher conferencing not only
facilitates better student essay writing through improving higher order thinking skills
(Carnicelli,1980; Jacobs & Karliner, 1977; Oye, 1993; Patthey-Chavez & Ferris, 1997), but also
helps students internalize writing principles through social interaction (Newkirk, 1995; PattheyChavez & Ferris, 1997; Vygotsky, 1978). Thus, the forum of a teacher conference is an ideal
place for students to receive sound, individualized attention and advice about their papers and
also learn to make their own rhetorical decisions regarding what would be the best way to
present their ideas to a given audience.

Peer Response
A substantial portion of existing research in contrastive rhetoric (Kaplan, 1966; Liebman,
1988; Raimes, 1991; Walker, 2004; Zamel, 1983) multi-culturalism (Dunn, 1997; LadsonBillings, 1994; Ravitch, 1990), and cooperative learning (Kagan, 1992; Ladson-Billings, 1994;
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- 12 Slavin, 1987) suggests that the types of small group discussion found in peer response activities
may increase audience awareness of and sensitivity toward cross-cultural issues. It stands to
reason, then, that such increased awareness and sensitivity toward cross-cultural issues would
enhance student understanding of audience and their proficiency in making the kinds of sound
rhetorical choices that would improve their academic writing, perhaps in both their first and
second language. Notwithstanding, while there is wide consensus in the field of composition
among researchers and practitioners concerning the merits of teacher conferencing, the issue of
peer response, especially in ESL/EFL writing seems much more complicated and controversial.
Some scholars have been quite positive about the potential advantages of peer response
(Mendonca & Johnson, 1994; Mittan, 1989); others have been more cautionary (Carson &
Nelson, 1994, 1996; Connor & Asenavage, 1994). The Mendonca & Johnson study (1994),
however, involved graduate students who are not the typical composition students. Connor &
Asenavage (1994) noted in their own study that peer response had minimal impact on the
revision of essays of the college freshmen they studied. Of even greater concern to ESL/EFL
writing instructors, especially those working with East-Asian students, is the finding that is that
student responses to peer response activities in collectivist cultures such as Chinese, Japanese,
and Korean has, in many cases, ranged from lukewarm to hostile (Carson & Nelson, 1994,
1996).
Notwithstanding, the incorporation of peer response activities into the writing curriculum
has been increasingly more common and popular in recent years. The underlying theoretical
justification for this growing trend seems to be based on the Vygotskian (1978) concept that
social interaction helps the student internalize knowledge. In composition, for instance, this
Vygotskian idea has found manifestation in Bruffee’s assertion (1986, p. 774) that “new ideas

- 13 are constructs generated by like-minded peers.” In other words, the Vygotskian (1978) idea of
social interaction helping students to internalize knowledge fits well with the composition
instructor’s goal to increase audience awareness among student-writers through the creation of
discourse communities discussing and internalizing appropriate standards of academic writing.
When peer response activities work well they offer students more opportunity to explore
ideas and exercise higher order thinking skills, take a more active role in their learning, and
become more adept at negotiation and expressing their ideas (Mendonca & Johnson, 1994). Peer
response activities may also enable students to gain a greater sense of audience through peer
feedback, hone critical skills needed to analyze and revise writing, and gain greater confidence
in their work by observing the difficulties other students are having with their own writing.
On the other hand, Carson and Nelson (1994, 1996) have found that students from
collectivist cultures may perceive peer response activities differently, seeing them as either
unhelpful or intimidating. In collectivist cultures, it has been often observed that students may
tend to give only positive feedback to keep harmony in the group and avoid embarrassing a
group member, especially one senior in status. Another limitation found in peer response
activities is that students who are unsure of what they are doing typically focus primarily on
grammar and surface corrections, offering few really helpful suggestions (Leki, 1990). This
concurs with Connor and Asenavage’s (1994) disappointing finding that little revision came
from peer response comments (5%) in their study.
In my own experience, peer response sometimes works well, and at other times it does not.
I have found in my classes that peer response works much better when a lot of time and energy is
taken to set it up. Students respond to it better when the instructor explains the expectations of
the peer response activity in detail; informs students of the benefits of doing peer response;

- 14 outlines the role of students as friendly coaches giving advice and not as overbearing teachers;
explains why both positive and negative comments are helpful to their peers; admonishes
peer reviewers to go beyond surface corrections; and helps students to be immersed into the
activity by prioritizing feedback and providing students checklists that state clear criteria for
good writing. It also helps to allow students to be introduced to peer response by initially
working on neutral papers, ones that do not come from their peers. This allows students to
adjust to the idea of critiquing more easily.
At Handong Global University, my observations of the study in action and the feedback
received from classroom teachers who participated in the study through interview, led me to be
somewhat uncertain of the impact that peer response had upon the success of reinforcing
contrastive rhetoric principles with the experimental group. Teacher and student responses more
often cited teacher conferencing as helping them to see the differences between the style of
rhetoric that would be typically used in their L1 (Korean) and the rhetoric of the target language
in which they were writing (English). I also observed many more instances of contrastive
rhetoric discussions, often student initiated, taking place with the instructor in teacher
conferencing than was the case with peer response.
This may be attributable to the nature of teacher conferencing being a typically more
focused discussion. Teachers can more efficiently keep students on-track with guided questions
such as contrastive rhetoric questions built into checklists. Moreover, students may be more
willing to discuss such delicate topics with teachers as well since the perception (a very strong
one in Korea) exists that the teacher is the expert. Many students may feel that issues of
contrastive rhetoric are too complicated to be discussed with their peers without more direct
teacher guidance. Others may be sensitive that their peers may misinterpret their questions to be
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- 15 critical of their own language and culture. They may feel more comfortable raising such
complex and delicate questions in one-to-one consultation with teachers than with peers.

It is also possible that peer response activities are just less efficient in terms of guidance and
focus since students are more “on their own.” Teachers should provide checklists and monitor
students, as they did in the Handong University study. Nevertheless, a teacher’s ability to
monitor several peer response groups at the same time is quite limited. That is not to say that
peer response activities had little to no effect in this study. As previously stated, that conclusion
can not be definitively reached within the parameters of this study. More research would be
necessary to determine which teaching method of the two (teacher conferencing or peer
response) had the greater effect.
Simply stated, it cannot really be known how much impact peer response had. Again, my
observations of the study and feedback from teachers and students lead me to believe that
teacher conferencing had the greater impact. Nevertheless, contrastive rhetoric discussions did
take place during peer response activities, though perhaps not as much. It is difficult to
determine precisely since peer response activities were more difficult to monitor. More
discussions were taking place simultaneously, and many of these discussions took place in
Korean. Speaking in Korean undoubtedly stimulated some very good discussions of contrastive
rhetoric and other complex writing issues. Nevertheless, two of the three classroom teachers in
the study and I did not speak Korean fluently.

Results & Implications
As previously stated, the study on contrastive rhetoric teaching methods for EFL university
students conducted at Handong University in South Korea has confirmed that contrastive

- 16 rhetoric instruction can lead to improved English essay writing for EFL students, as was
indicated by increased posttest scores for both experimental and control groups.
Notwithstanding, the most important finding of this study was that traditional contrastive
rhetoric instruction (lecture, written feedback on essays), when reinforced with contrastive
rhetoric instruction emphasized in teacher conferences and peer response activities (experimental
treatment), was of even greater benefit, especially to lower level composition students. As these
innovative teaching methods were introduced into the writing curriculum in tandem, it is
impossible to empirically discern which had the greater effect without doing further research.
Though further research is warranted, this study makes a contribution toward returning the field
toward its original direction, enabling ESL/EFL writers to compose better English academic
essays.
This study’s main contribution to that end is the finding that contrastive rhetoric instruction
can be an integral part of a writing curriculum, especially when traditional lecture and written
feedback are reinforced with innovative teaching techniques such as teacher conferencing and
peer response. It is important to note that this effect bears great significance since it was the low
level students, those who needed improvement the most, who received the greatest benefit from
the teaching treatment. The implication of this finding is even more noteworthy because a vast
majority of ESL/EFL university level writing students may indeed enter their undergraduate
writing courses as low level writers, as was true in this study. Succinctly stated, contrastive
rhetoric instruction, reinforced by teacher conferencing and peer response activities, could be
helpful to a majority of second language writing students in certain contexts as was the case at
Handong Global University (41 of 65 subjects were low level).
Although one cannot say with certainty, due to the aforementioned limitations in method,
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activities in reinforcing contrastive rhetoric instruction among EFL learners. The basis for
my conclusion would be founded on my experience with the teaching methods in question, the
previous research conducted on both methods, classroom teacher interviews, student comments,
and researcher observations of the Handong Global University study.
Thus, the results of the Handong Global University study seemed to confirm the findings of
L1 composition research on teacher conferencing, especially that it can help lower level students
can gain confidence (Oye, 1993). These results also seem to concur with previous L1
composition research on teacher conferencing that view it as a good forum for facilitating the
improvement of higher order thinking skills (Carnicelli,1980; Jacobs & Karliner, 1977; Oye,
1993; Patthey-Chavez & Ferris, 1997). These results may also apply to second language writers
of English as they discuss issues of contrastive rhetoric in their teacher conferences.
Notwithstanding, I would also caution that a non-direct method should be used in teacher
conferencing (Carnicelli, 1980; Jacobs & Karliner, 1977; Murray, 1985; Rogers, 1994; Walker
& Elias, 1987), especially on such culturally sensitive issues as contrastive rhetoric. It is my
experience that teacher conferencing works better when students explore writing issues for
themselves and teachers mentor them through the process by raising awareness of issues with
thought-provoking questions, offering possible outcomes, and acting as facilitators or
professional consultants.
I have always believed that the student-writer has ownership over his/her writing. Thus, it
is the writing instructor’s job to provide an audience and consult with the writer on the possible
consequences for his/her rhetorical choices instead of taking over the process. Nowhere is this
more true than in contrastive rhetoric instruction. It has been found that while many foreign

- 18 students will agree that their L1 rhetoric is different from English, and those differences
may cause them difficulty when writing in English, they often become offended if they perceive
that their first language and culture are being criticized (Liebman, 1988). It also seems to be true
that it makes students uncomfortable if someone from outside their cultural background, even a
well-intentioned writing instructor, makes strong generalizations about their language and
culture, especially without their input. On the other hand, many students enjoy exploring the
differences between their own languages and cultures if the process is tactfully facilitated by a
caring teacher who uses a student-centered approach to initiate a free, open, and intelligent
discussion of rhetoric and culture.

Limitations
There were a number of limitations to this study. First, methodologically speaking,
the methods of teacher conferencing and peer response were introduced in tandem as the
teaching treatment (experimental group) for contrastive rhetoric instruction. Therefore, it is
impossible to empirically say whether one method had a greater effect than the other at this time.
Such a determination would require further study. Another limitation was the amount of training
that the classroom teachers had. Although there was a rather intensive workshop (1 week)
before the semester and weekly meetings held through the semester, the classroom teachers who
graciously volunteered their time and efforts for this study had little prior training in contrastive
rhetoric or the finer points of writing pedagogy.
Succinctly stated, the effect of the teacher treatment, which was already significant, may
have been even greater had the instructors been better trained in contrastive rhetoric instruction
and more expert in writing pedagogy. This also suggests that a writing program that includes
contrastive rhetoric as an important part of its curriculum should make a considerable effort to
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- 19 hire professionals who are well qualified as writing instructors and provide them training on
these issues. Some writing programs are more willing and adept at making the necessary
investment than others.
Summary
In conclusion, this study has largely substantiated the conclusions of the research literature:
contrastive rhetoric instruction can help ESL / EFL composition students to write better English
academic essays (Eggington, 1987; Liebman, 1988; Hinds, 1983, 1987, 1990; Matalene, 1985;
Reid, 1989). This effect is significantly enhanced with low level students when it is reinforced
with innovative methods of writing instruction such as teacher conferencing and peer response.
Nevertheless, since this was the first study of contrastive rhetoric teaching methods for EFL
university students, it is an obvious conclusion that more research is needed. It is my hope,
however, that truly a contribution has been made toward demonstrating that at least under certain
circumstances that contrastive rhetoric instruction can be an important part of a writing
curriculum, especially at the tertiary levels in EFL settings. More research and experimentation
with in this important area of composition teaching may lead us to change the past conclusion
that contrastive rhetoric has been a disappointment in terms of developing EFL writing pedagogy
(Leki, 1991; Liebman, 1988; Matsuda, 1997; Raimes, 1991).
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Abstract
Few law students focus on medium-to-long term career strategies during the first two years of
law school. Interest grows in the last two years of Law School. Nonetheless, there is little
collective or institutional memory within law schools about onshore or offshore career options
because of limited recording. An information deficit, however, is only the first part of the
problem. Information on its own is not sufficient; it must be deployed in a meaningful
fashion. This paper uses the tools of corporate strategy to create a framework for career
strategy formulation for law students and young lawyers. Techniques of strategic analysis,
choice and implementation are deployed to demonstrate the relevance of these concepts for
individual career planning. The writer argues that the teaching of this mode of analysis is of
importance to young lawyers. It can also be used to enhance the “value proposition” in the
marketing of a law school or - by extension - any professional educational institution.
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INTRODUCTION
There are many reasons why lawyers go overseas; adventure and change are two of them. You
could say (doubtless with a straight face) that we first encounter the “Wild Wood” at law school
or in practice. The “Wild World” comes after the Wild Wood and its call - as Kenneth Grahame
writes in the childhood classic, The Wind in the Willows (1908) - is strong indeed. (To this
extent, I am writing for those who take the adventure – wayfarers all.)
In this article, it is
assumed the “call of the South” is a key factor in the decision to go overseas; the central focus is
accordingly on the strategy of overseas legal career planning. Of course, going overseas is never
for the faint-hearted and holding your nerve when things go wrong – as they inevitably do - is
critical. The New Zealand novelist, Ruth Park, had this to say about her departure to Australia in
a flying boat in the 1940s:
Thereafter I took for my banner those words Harry Tawhai had brought to mind: He toa
piki pari ma te pari. He who climbs a cliff may die on the cliff, so what? Always a risktaker by nature, now I became one by intent: R. Park, A Fence Around the Cuckoo (1992),
293.
As we shall see, the key words in the quotation from Ruth Park are “by intent” because they alert
us to the importance of strategic planning for an overseas legal career.
This article is a revised and updated version of “The Legal OE” [2000] NZLJ 436. The 2000
version of the article grew from my experience as a law teacher at Canterbury University School
of Law in New Zealand in the mid-1990s. Because of the economic climate prevailing at that
time, I found myself regularly giving advice to former law students who were leaving New
Zealand to seek legal opportunities overseas. I later formalised the advice in writing and the
2000 NZLJ article was the result.
The 2000 NZLJ article proved popular with law students and younger solicitors seeking to study
or practice law offshore. The reason is straightforward: the subject matter speaks directly to selfinterest. For this and other good reasons, I present an Australian version of this analysis to first
year law students at La Trobe University School of Law in Melbourne annually. There is a good
case for including this presentation at first year in law school because it starts law students
thinking about the trajectory of their legal careers at an early stage thereby enabling a degree of
forward planning.
It is now five years since the original NZLJ article was published so an update seems timely.
(Once again I have been greatly assisted by comments from an outstanding group of my former
Canterbury University law students whose names appear at the end of this article.) Over that
time, however, three main developments stand out. First, since 2000 we have experienced a
pronounced and compressed “boom to bust to boom” wave in the business cycle. A key
consequential learning is that, as regards offshore options, legal career planning must be even
more sensitive to the wave pattern of the business cycle. There is little to be gained moving
offshore if the market is not hiring. Hence, while a move to the USA in the buoyant economy of
the late 1990s was feasible, a move after the “tech wreck” of March 2000 and the terrorist
attacks of September 11 2001 was more difficult. A similar point applies to the U.K. legal
services market which nose-dived in 2001-2: see Lawyers Weekly, 22 July 2005, 13. Second, we
need to consider the rise of China and the resurgence of the East-Asian economies post their
1997-98 financial crises. For this reason, I have ranked two Asian jurisdictions (Singapore and
Hong Kong), slightly ahead of the U.K. as potential overseas destinations. Third, there is now a
great deal of quality intelligence on the global market for legal services. So, for example, the
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New Zealand legal services market was analysed in Australasian Legal Business, Issue 2.10
(2004). The Australian publication, Lawyers Weekly <www.lawyersweekly.com.au> and its
New Zealand counterpart, NZ Lawyer, now offer regular updates on the state of the legal services
market offshore: see, for example, “The London Report: The Capital’s Calling”, Lawyers
Weekly, 15 July 2005, 16.
The first part of this article discusses the general problem - the lack of a legal career strategy as
regards overseas options. The second part sketches a way of using the tools of corporate strategy
to create a personal strategic plan to address overseas legal career options; the third part
introduces strategic analysis for the individual. The fourth part of the article looks at the question
of strategic choice. Overseas destinations such as Australia, the United Kingdom, the USA and
Asia are examined. In part five, some issues regarding strategic implementation are assessed
with particular reference to the USA.
PART ONE: THE PROBLEM - LACK OF CAREER STRATEGY
Few New Zealand law students focus on any medium-to-long term career strategies during the
first years of law studies. Interest grows in the last two years of university study when law
students interview for summer clerkships and first year associate positions in New Zealand.
However, there is little collective student or “institutional” memory about overseas options
because there is no recording. (This article is an attempt to remedy that deficit.) Knowledge
about offshore options can arise within a given law school year but, because there is no recording
mechanism or other means of transmission, such knowledge has a limited shelf life. By contrast,
information is more readily available in the USA and Australia.
Law degrees in Commonwealth countries follow a broadly similar pattern; however, law is
always a post-graduate degree in the USA. After gaining an undergraduate degree, U.S. students
sit the Law School Admission Test (LSAT) for entry to a Juris Doctor (JD) degree program,
three years of law studies broadly equivalent to the LLB in New Zealand. From first year
onwards, U.S. law students are thinking about career paths. One compelling reason is the level
of debt assumed by U.S. law students to finance their law studies. (A “ball park” figure is
USD150000). In any event, there is abundant institutional memory amongst U.S. law students
about global career options via handbooks and in-school career services operations (most big
U.S. law schools operate in-house employment units): see R. Montauk, How to Get into the Top
Law Schools (New York: Prentice Hall, 2004).
In Australia, Dolman Legal Search and Recruitment has a website which gives basic data on the
move to Australia (for New Zealand lawyers) and career moves to London, New York, Hong
Kong and Singapore for Australians: see <www.dolman.com.au> or email
<dolman@dolman.com.au>. Similar intelligence can be found in Taylor Root, Guide to
Working Overseas (2005): see <www.taylorroot.com.au>. This information does not appear to
be widely known among New Zealand or Australian law students.
Information about offshore options, however, is not sufficient on its own. Information must be
deployed in a meaningful fashion. In short, a strategy is required.
PART TWO: STRATEGY
Strategy is a subject taught in business schools where the obvious focus is on corporate strategy:
see generally, Johnson and Scholes, Exploring Corporate Strategy, 6th ed. (2002), Chapter 1.
However, the strategy formulation process has direct relevance to individuals who seek to attain
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medium-to-long term goals: for a brief review of key concepts, see (1999) 17 C&SLJ 467. As
with corporations, individual strategy formulation has three elements:
•

•

•

Strategic analysis: Here, the individual seeks to understand his or her strategic position. A
typical tool is the so-called “SWOT” analysis (strengths, weaknesses, opportunities and
threats). This level of analysis focuses on individual capabilities. The aim is to get a clear
understanding of the individual’s present strategic position (the analysis looks inwards).
Strategic analysis then looks outwards to the “micro” operating environment (New Zealand
and the local legal services market) and the “macro” operating environment (the outside
world and the global market for legal services).
Strategic choice: Here, the individual formulates, evaluates and chooses between the
possible courses of action. The aim is to achieve some advantage for the individual through
effective positioning (e.g., do I practise in New Zealand or elsewhere?). Matching individual
capabilities with the operating environment is called achieving “strategic fit”.
Strategic implementation: The individual plans how the choice of strategy can be put into
effect and manages the changes required.

PART THREE: STRATEGIC ANALYSIS
Ask this question: what business am I in? The answer is not as simple as it might first appear.
For example, on reading this article you might say that I am in the law teaching business. I
might reply that I am in the transportation business. (Gerry Garcia is suppose to have said about
his band, the Grateful Dead, “We’re not in the music business; we’re in the transportation
business.”) Similarly, although you are studying to be a lawyer and hope to practice law, on
close examination it may appear that you are not in the law business at all. The relevance of the
question is that it forces one to think about outcomes and exit strategies. Thus, one might reason
as follows: I am in the law business for the purposes of capital accumulation and I hope to own a
vineyard in Marlborough in the South Island of New Zealand at age 40. In strategy terminology,
the answer to the question defines the mission (overriding purpose). Thus, let us suppose the
mission is capital accumulation not law (to this extent you are not in the law business). The next
question is, why? The answer might be to realise the personal vision of owning a vineyard. We
then ask: how do I realise the vision? The answer is by formulating a strategy and here the first
task is strategic analysis.
Individual SWOT analysis is relatively straightforward. Strengths include such items as superior
law grades and language abilities. Weaknesses are average law grades (which might be remedied
by a New Zealand LLM) or simple lack of knowledge about opportunities in the legal services
market. The salient opportunity is the arbitrage or pricing asymmetry between compensation
packages paid in New Zealand and those offered offshore. (An arbitrage arises when an identical
commodity is priced differently in two markets. Thus, if a second year associate can earn
$50000 in Auckland but $75000 in Sydney then – all other things being equal - an arbitrage
opportunity arises.) A threat is the length of time such an arbitrage opportunity or “window”
might remain open.
Strategic analysis then turns to the operating environment. The first step is a comparison of the
immediate and medium term status of the New Zealand economy vis-à-vis that of Australia, the
United Kingdom and the USA: see current country reports by the OECD and The Economist
Intelligence Unit. As to New Zealand, there is little reason to disagree with the earlier
conclusion of the New Zealand Porter Report - New Zealand is an anomaly in the global
economy because first-world living standards are largely supported by a third-world export
pattern: see G. Crocombe, M.Enright and M. Porter, Upgrading New Zealand’s Competitive
Advantage (1991), 55. As of 2005, it is hard to find compelling evidence that actions for the
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requisite structural adjustment have occurred. A second step is to examine the state of the market
for legal services in New Zealand and elsewhere.
The legal debate about the market for legal services has been concerned with tensions between
notions of “social trustee professionalism” and law as a commercial activity: see D. Dawson,
“The Legal Services Market” (1996) 5 J of Judicial Admin 147. From a management or
economic perspective, however, law is a services industry. A striking phenomenon of the
contemporary, “globalising” world economy is the spectacular growth of the services industries:
see P. Dicken, Global Shift: Transforming the World Economy (4th ed., 2003), 43. For example,
the global financial services industry is an industry that requires high-level legal inputs.
Financial market globalisation is also a paradigmatic example of the globalisation process since
it is a factual process based on the observable dynamics of the market. A salient aspect of
globalisation is the irrelevance of national borders in markets that can truly be described as
global. So, for example, there is evidence to suggest that some large corporations with a
presence in New Zealand are shifting their legal work out of New Zealand: see Lawyers Weekly,
10 September 2004, 1. There is hence good evidence to suggest that the market for legal
services is truly global: see P. Lee, “The global players revealed”, International Financial LR,
November 1998, 23; R. McArtney, “A Global Law Firm” [1999] NZLJ 358.
Indeed, high
status U.S. law schools (such as NYU Law School) actively promote themselves as “global” law
schools. The Legal Education and Training Committee of the International Legal Services
Advisory Council in Australia recommended in 2004 that strategies be adopted to promote the
development of an internationalised legal education that prepares Australian graduates for the
provision of legal services in a global market: see Council of Australian Law Deans Briefing
Paper (5 July 2005).
It is now notorious that legal service providers look globally to recruit personnel (here, “global’
connotes OECD countries). The first wave of this phenomenon hit New Zealand in the mid-tolate 1990s when London-based and Australian law firms stepped up recruiting from New
Zealand. The anecdotal evidence is that some major New Zealand law firms experienced a
“hollowing out” of substantial layers of fourth year associates attracted by higher pay offshore.
In 2000, a second wave of offshore recruitment occurred; for example, Sydney-based Australian
law firms recruited first year associates and summer clerks from New Zealand law schools. This
wave broke with the “tech wreck” of March 2000. Hence, after March 2000 (and even more so
post-September 11 2001) recruitment dried up. The current “window” opened when the business
cycle began to head upwards in 2004. As of 2005, New Zealand lawyers are again in demand in
Australia and London: see A. Ruffell, “Aussie firms to hunt Kiwi lawyers”, Lawyers Weekly, 22
July 2005, 1, 9.
Why are offshore law firms recruiting from New Zealand? First, because good New Zealand
trained lawyers are valued and appreciated. A second reason is international arbitrage or pricing
asymmetry between salaries paid in New Zealand and offshore. For example, a first year
associate in a top tier Sydney law firm attracts a salary of about AUD58-74000 (includes
employer contributed superannuation portable within Australia) and relocation expenses as
against about NZD40-55000 at a similar firm in Auckland. A third year associate in Sydney in a
top-tier firm could reasonably expect a package of AUD100000. In New York, a first year
associate can expect about USD125000 plus bonus: see <www.nylj.com> under the heading
“Associate PayWatch” for details. When thinking about pricing differences, factor in the drop in
the exchange rate of the NZD, the additional tax imposed on graduates by the student loan
scheme, offshore living costs, and, tax rates. A third and less obvious reason is the arguable
oversupply of lawyers in New Zealand.
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The case for oversupply is best founded on salary differentials between New Zealand and
offshore. There is also a structural reason - as the New Zealand Porter Report (at p. 103) stated
in 1991, “New Zealand graduates more lawyers each year than it graduates students in
agriculture, forestry, horticulture and veterinary science combined … This latter group of
industries makes up over 85% of New Zealand’s exports and needs skilled individuals to
improve their competitive position.” On this view, the stream of lawyers going offshore
comprises an export industry with no obvious benefit to New Zealand. Oversupply means lower
compensation packages overall (but particularly in the provincial centres) because supply
outstrips demand. Oversupply may also lead to domestic arbitrage. A first year associate doing
tax law with an accountancy firm in Auckland may well earn more than his or her counterpart in
legal practice.
When undertaking a personal strategic analysis regarding offshore options, note there is no
necessary link between post-graduate study and practice offshore. A third year associate from
New Zealand may go direct to Sydney or London and join a law firm and pursue no further
tertiary education. Indeed, if the ultimate aim is practise in the USA, a “knight’s move” to a U.S.
or U.K. firm in London and then across to New York is one way of entering the U.S. market
without incurring the tuition costs associated with a U.S. LLM program. In practice, however,
there is usually a link between study and practice in the case of the USA. A typical entry path to
the USA is an LLM from a top tier USA law school followed by the New York bar exam. This
is because an LLM from a top tier U.S. law school greatly enhances hiring prospects and gives
standing to take the New York or California state bar exam. Elsewhere, enhanced hiring
prospects are the usual reason for post-graduate study and this course is more often pursued by
new graduates seeking to acquire knowledge about “sunrise” subjects not taught in New Zealand
law schools such as IT Outsourcing.
After completing a personal strategic analysis, the next question that arises is choice. As stated,
the task here is to evaluate the various options and choose the one that best fits your personal
circumstances. For the purposes of this article, the immediate choice appears to be between
various offshore destinations offering opportunities for lawyers. As of 2005, major U.K. law
firms may hire direct law graduates from law school in New Zealand. Certainly, the Australian
evidence is that top law graduates are being directly hired by the so-called “magic circle” U.K.
law firms. Details may be found on the various firm websites. In subsequent sections, we look
at Australia, the U.K., the USA and Asia as possible choices. In practice, of course, these
choices are not mutually exclusive; indeed, the choice may involve a decision to move to three
jurisdictions in a sequence – a legal version of the 19th century “Grand Tour”. So, for example,
one might choose to go to Australia for two years in order to upgrade legal professional
experience, obtain permanent residency status and take out Australian citizenship, then to the
U.K. to access the under 28 Highly Skilled Migrant Program (and possibly U.K. citizenship),
then to Hong Kong to access favourable tax rates and save and – ultimately - back to New
Zealand or Australia.

PART FOUR: STRATEGIC CHOICE
I will not discuss opportunities in Europe. This is because a move to Europe involves special
considerations relating to citizenship status and language ability. In this section, we first consider
a number of over-arching considerations.
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A first issue is sequencing or timing. Thus, because there is reciprocal admission between
Australia and New Zealand, it is possible to be admitted in Australia immediately after New
Zealand admission. It is easier to find work in Australia if you have one or two years experience
but this is not essential, especially if an Australian LLM is contemplated. U.K. or Hong Kong
admission, on the other hand, requires 4-5 years post-qualification experience and this
experience is best achieved in New Zealand or Australia. The learning here is that you are best to
prepare yourself in New Zealand or Australia before a move elsewhere. Going direct to the
U.K., Hong Kong or the USA is harder and may well require local qualifications (eg, an LLM
from a good U.S. law school).
A second consideration is more practical: you must obtain duly notarised copies (or originals) of
your degree testamur, academic transcript and admission order. Overseas admissions bodies will
demand these documents and it is prudent to take them with you.
Third consideration: if you have language skills (eg, Mandarin or Japanese) then leverage that
ability to the utmost. The same point applies to those who have sporting ability – recently, two
Canterbury Law students defrayed the costs of their Cambridge studies by playing rugby for
Cambridge.
Fourth consideration: if you are deciding to go overseas, look at the recruiters’ websites and note
the areas in which they are hiring. These will be areas such as banking, project finance, capital
markets, private capital, IP, telecoms and so on. (You will not see many advertisements for
lawyers in public international law.) If you want to appeal to firms in these areas, then direct
your resume towards them by working in the area or choosing the relevant LLM subject.
Finally, keep a re-entry strategy in mind. Although your overseas strategy may require repeated
modification as events unfold, you may well wish to return home one day. Thus, as your
offshore career evolves, ask yourself how it will “fit” on the return home.
Destination: Australia
Australia is the most popular migration destination for New Zealanders. According to the
Melbourne newspaper, The Age (September 3 2005), there are about 415000 New Zealanders
living in Australia and that number is growing by about 630 a week (a total of 20000 moved in
2004). The average weekly wage in Australia is 30 per cent higher than New Zealand. As stated,
Australian top tier law firms are once again recruiting lawyers from New Zealand in 2005. The
usual criteria apply. In the past, bar admission could be obtained only via Victoria or qualifying
exams: see Walker [1983] NZLJ 188; [1984] NZLJ 34. Now, due to the extension of the Closer
Economic Relations Agreement, New Zealand admission is sufficient for admission in Australia
pursuant to the Trans-Tasman Mutual Recognition Act 1997: see <www.lawsocnsw.asn.au>.
Admission to the Australian federal courts via the High Court of Australia flows from admission
in an Australian state. Prudence dictates that New Zealand admission is gained prior to a move
to Australia since automatic entry to bar admission programs in Australia is not assured.
Sydney, the most “porous” (and expensive) of the Australian big cities, has a number of New
Zealand lawyers in all the large law firms. Many practise for two or more years in Sydney and
then move on to Hong Kong, Singapore or London.
New Zealand citizens cannot access Australian federal government loan schemes for LLB or
LLM programs: see <www.goingtouni.gov.au>. However, doctoral programs (SJD or PhD) in
law are fee-exempt for New Zealanders and most law schools offer competitive scholarships and
tutoring or Teaching Fellowships for doctoral students. As regards LLM programs, only
Australian citizens can access the FEE-HELP federal loan scheme. FEE-HELP is an interest free
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loan program indexed to the Consumer Price Index where repayments are made via the tax
system. International students taking LLM programs in Australia pay tuition fees ranging from
AUD16500 to 24000. One way of defraying LLM fees is to work as a solicitor in New South
Wales and take an employer-paid LLM course in order to satisfy mandatory continuing legal
education requirements (MCLE), which attach to annual renewal of practising certificate. Some
LLM or doctoral students choose to take a Residential Associate (RA) position in a hall of
residence at a university as a means of defraying costs and this course has definite attractions for
those who have few other social contacts in Australia.
Australia may be a short or long-term destination. If the U.K. or the USA is a long-term
destination, then Australia is a convenient “half way house”. This is because top tier Australian
firms typically have strong offshore connections. If the USA (or the NY Bar Exam) is the next
step after Australia, then the LLM in Global Business Law at La Trobe Law is a good option as
this program offers intensive classes in U.S. law at competitive rates: see
<www.latrobe.edu.au/law/gbl>. Another good reason for going to Australia initially is that some
persons who go onto the U.K. or USA wish to return to the Southern Hemisphere and Australia
presents as a prime return destination. New Zealanders who decide to spend some time in
Australia often seek to take Australian citizenship after two years permanent residence in
Australia before leaving for London or Hong Kong.
There are good and cogent reasons for taking out Australian citizenship. For example, as stated,
only Australian citizens can access Australian federal government loan schemes for university
education. There is no bar to holding dual citizenship in New Zealand and Australia: see further
<www.citizenship.gov.au>. As of 27 February 2001, however, Australian citizenship rules
changed. New Zealand citizens who arrive in Australia after February 2001 must now apply for
and be granted Australian permanent residence (usually under the Skilled-New Zealand Citizen
category) prior to applying for citizenship. In effect, this means that New Zealanders now rank
the same as any other immigrant and must qualify on a points system. It is advisable to apply
when
under
45:
see
further
<www.immi.gov.au/facts/17nz.htm>
and
<www.immi.gov.au/migration/skilled/nz_visa>.
Another good reason for thinking about Australian citizenship flows from the introduction of a
new visa category for Australians wishing to work in the USA. In May 2005, the USA created a
new visa category (the “E-3” visa), for Australia which allows up to 10500 Australian business
people and professionals to live and work temporarily in the USA. Before this change,
Australian were rolled up into global quotas under different visa categories and had to compete
for the 65000 H1B work visas competed for by nationals of other countries. The new “E-3”
visas have two salient advantages: first, they can be renewed indefinitely (there is no six year
limit), and, second, they allow for a spouse to work in the USA: see further
<www.austrade.gov.au>.
Destination: United Kingdom
The law degree in England takes three years. Some background data follows:
Solicitors: After the law degree, new graduates undertake a one-year legal practice course (LPC).
They then proceed to law firms for a two year on a training contract followed by admission.
Non-law graduates can do a one-year conversion course (CPE or PGDL) and then proceed to the
same one year PLC and two year training contract followed by admission.
Barristers: New graduates apply for pupillage at chambers and then do a one-year bar vocational
course (BVC). They are called to the bar after BVC and then do a one-year pupillage followed
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by tenancy. At the bar, the Cambridge LLM or Oxford BCL is an unspoken prerequisite for
foreign students from common law countries.
Visas: Generally, a work permit is required. A work permit for the bar is difficult to come by
for non-EU passport holding New Zealanders given self-employment status at the bar. Generally
speaking, special visas may be obtained if one grandparent was from the U.K. (“grandparents
visa”), for two years if you are from a Commonwealth country and between the ages of 17-30
(“working holiday visa”) or, if under the age of 28, via the Highly Skilled Migrant Program: see
S. Monks, “The Antipodean Lawyer’s Rough Guide to UK Immigration Rules” (2001) 75 (1)
ALJ 44 and <www.workpermit.com>. Restrictions on the “working holiday visa” to the U.K.
were
introduced
on
8
February
2005:
see
further
<www.workpermit.com/uk/working_holidaymaker.htm>. In practice, this means that young
lawyers on the working holiday visa who wish to stay on in the UK must shift to the Highly
Skilled Migrant Program visa.
The U.K. is a traditional destination for New Zealand trained lawyers. The main options are
study, law firms (“private practice”) private practice, industry and commerce (“in-house”).
Tuition and living expenses for an LLM in the U.K. are around NZD60000. There has always
been a trickle of New Zealand lawyers taking the Oxford BCL or the Cambridge LLM and then
going on to practice in London. Some then go across to New York. Some exceptional New
Zealand candidates go straight from the Oxbridge LLM/BCL to New York without practising in
London. This pathway has opened via U.S. law firms in London conducting interviews for New
York positions.
U.K. law firms actively recruit senior and middle ranking associates from New Zealand. If
recruitment is done while in employment in New Zealand, then the U.K. firm will normally offer
a transfer package. The London legal market is much larger, more diverse and specialised than
New Zealand (only New York is comparable). As a result, one needs to pay close attention to
the skill set one seeks to gain in London with a view to subsequent career development. New
Zealand lawyers with post-qualification experience (PQE) bargain for recognition of that
experience. Typically, New Zealand lawyers suffer a one-year discount (justified by the English
training contract period). Conversely, the BCL or LLM from Oxbridge is counted as one year
PQE. The U.K. market is more open to lawyers with two or more years’ experience.
U.S. law firms in London have pushed up pay rates at English firms beginning with first year
lawyers at about £48000-51000: see <www.rollonfriday.com> and Lawyers Weekly, 15 July
2005, 21 for salary rates. Consider also working hours and training and support available in U.K.
and U.S. firms: typically, working hours are lower and training and support is greater in U.K.
firms. This trade-off is a perennial point of discussion in the London branch of the New Zealand
legal diaspora.
Industry and commerce (“in-house”) opportunities are much broader in London. Avenues
include financial institutions, public, retail, energy, manufacturing, telecoms,
property/construction and media: for a market overview and salary details, see
<www.michaelpage.co.uk>. As in New Zealand, working hours are lower, the work less
“academic” and more closely involved with the client business.
The stream of recent graduates going to London as paralegals is less well known. Here, New
Zealand admission is critical because New Zealand bar admission enables qualification as a
solicitor in England by way of the Qualifying Lawyer Transfer Test (QLTT). This exam can be
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done in the U.K. or offshore. The New Zealand Lawyers’ Society in the U.K. provides helpful
information: see <www.nzls.co.uk>. For example, a New Zealand solicitor in Sydney can sit the
in Sydney prior to departure to the U.K.: see <www.lawsociety.org.uk>.
A New Zealand paralegal in London (whether working for a law firm or a company) is typically
a recent graduate who has been admitted in New Zealand. Temporary paralegals in London
typically earn around £15.80 per hour (less 25 per cent if an agency is involved) and time-and- ahalf to double for weekend work. Banks and other financial services firms offer similar shortterm contract work. A number of professional agencies (often staffed by New Zealanders or
Australians) in London specialise in placements (eg. Robert Walters): see
<www.robertwalters.com>. The anecdotal evidence is that a permanent paralegal can easily earn
up to £35000 plus per annum in London and up to £800-1000 a week. Some paralegals graduate
to positions as salaried solicitors with large London firms or investment banks after sitting the
QLTT. In turn, this may provide an opportunity to work in the Asian offices of the U.K. firm
and thereby attract low Asian personal tax rates (eg. Hong Kong).
Destination: USA
A brief discussion of New Zealand lawyers who went to the U.S. as graduate students can be
found in (1998) 18 VUWLR 327, 331-333. There, the author estimates a number of about 80
New Zealanders who undertook post-graduate work in the USA. They were mainly graduates
from Auckland, Wellington and Otago. Until the 1990s, few Canterbury law students went to the
USA for post-graduate study. Beginning in 1994, however, 10 of my former Canterbury law
students have gone to the U.S. to take the LLM at Duke University School of Law. Five went to
take the LLM program at Georgia University School of Law – four on Georgia Rotary
Scholarship Program (GRSP): see <www.grsp.org>. (In passing, note that one must be under 25
to take a GRSP place and there is a pronounced bias in favour of female applicants.) Others went
to Harvard, NYU and Boston. At present, two New Zealanders hold full law professorships in
New York: Benedict Kingsbury (ex-Canterbury) at NYU and Jeremy Waldron (ex-Otago) at
Columbia. There are a number of New Zealanders practising in the USA, especially New York.
As mentioned, the JD is a post-graduate degree in the USA. Generally, only foreign lawyers take
the LLM or the SJD (doctorate in law) degrees. The U.S. SJD is broadly similar to a PhD in
New Zealand (the Australian SJD is not). An LLM from a good U.S. law school is the usual
prerequisite for entry to an SJD program in the USA although waivers may be obtained. Entry to
SJD programs is limited (for example, Duke Law only takes one or two SJD students a year).
Generally speaking, foreign students enrolled in an LLM program in the USA take the same
classes as JD students with the addition of a class on an introduction to U.S. law. A foreign
student is well-advised to construct a package of LLM classes that includes corporations and
other relevant commercial subjects if practice in the USA in the ultimate aim. (An LLM
comprised of classes on public international law will not secure a position in a U.S. law firm.)
Exams are usually open book or take home. An LLM from a good school will generally give
standing to take the New York or California State Bar exams. These two bar exams are the only
two State bar exams that are readily accessible by foreigners. As of 2005, commercial providers
in Australia offer preparation programs for both these bar exams: see<www.nybar.com.au>.
Although LLM programs are typical means of entering the U.S., an interesting alternative has
arisen recently. Some U.S. law schools (such as University of Kansas School of Law) are now
offering a two year JD program for appropriately trained foreign lawyers.
Most U.S. LLM programs run from September to late April each year. Preparation programs for
bar exams are conducted by the commercial providers such as BARBRI, whose services are
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regarded as essential. BARBRI is undertaken in July-August after graduation from the LLM
program in May: see <www.barbri.com>. Most international applicants seek to take the NY bar
exam in preference to California where the pass rate is lower.
A first question is choice of school. A good guide is the annual publication, US Law School
Admission Council, The Official Guide to US Law Schools (2005). This guide provides a twopage outline of all accredited schools. As a preliminary matter, distinguish “national” law
schools (eg. Harvard), from state law schools (eg. Georgia). Most national schools are private
and have the highest tuition fees (around USD 35000) for the LLM. State schools tend to have
slightly lower tuition fees. The best quick reference is the website <www.llm-guide.com>. This
website has a bulletin board function where one may post queries regarding a particular school.
Next consider the rankings of the 180 or so American Bar Association accredited U.S. law
schools: see the US News and World Report rankings at <www.usnews.com>, which ranks all
the accredited school in four tiers. The relevance of tier ranking is that major US law firms only
recruit from the first twenty schools in the top tier. Generally, employment opportunities rise in a
direct relationship with the school ranking. One can start winnowing out schools in the top tier
fairly quickly. For example, although Yale and Harvard usually rank one and two respectively
there is little point in applying to these schools unless you satisfy special entry criteria. Yale only
takes actual or prospective law professors and Harvard operates a geographical quota. Leaving
aside Yale and Harvard, here is an indicative list of top tier (first 15 rankings) U.S. law schools
which offer the LLM: Stanford, NYU, Columbia, Chicago, Virginia, Duke, Michigan, Cornell,
UC Berkeley, UCLA and University of Texas at Austin. As a general rule, accommodation costs
are lower in the South or South-West (Virginia, Duke or Texas).
As stated, in the last decade or so, 10 ex-Canterbury Law School students have taken the LLM at
Duke. The LLM at Duke comprises 21 credit points, 6 of which can be taken at a July-August
summer school in Hong Kong or Geneva if one is going straight on to the Duke LLM that year:
see <www.law.duke.edu>. If one goes to Duke Law, the summer school option is highly
recommended because it either lowers the course load or enables additional courses, but, more
importantly, provides a prospective employer with evidence of Duke awarded grades when one
first arrives in the USA. Some Canterbury law students have used the Duke Hong Kong
summer school (results may be credited to the LLB or LLM at Canterbury) to scope the Duke
LLM program. La Trobe Law will also credit Duke summer school results to the LLM in Global
Business Law: see <www.latrobe.edu/law/gbl>.
Foreign LLM students typically interview at the New York job fair in January after first semester
results are posted. This job fair is attended not only by U.S. law firms but also U.K. firms. The
U.S. student visa for an LLM student may enable a further year working in the USA after
graduation.
Destination: Asia
A period in Asia is a consideration in any personal strategy. The key factor is the ability to save.
The reason is simple: low tax rates enable rapid capital accumulation. The big U.S. and U.K. law
firms have regional networks in Asia and tax rates are very low thereby providing a significant
“kicker” to the compensation package. The Asian networks of “magic circle” U.K. law firms
have been a traditional destination of New Zealand trained lawyers (e.g., Hong Kong).
Accessing the Asian networks of U.S. firms implies either study or practice in the USA. As to
pay, the evidence is that some U.K. law firms are paying London rates plus a loading. So, for
example, a New Zealand solicitor moving to Sydney might contemplate a subsequent period in
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Asia for capital accumulation purposes because the top marginal tax rate in Australia is 47
percent applicable at AUD95000 (AUD125000 in 2006) as opposed to 16 per cent flat in Hong
Kong and on a sliding scale of up to 22 per cent (for salaries over SD320000) in Singapore: see
<www.iras.gov.sg>.
To get admitted in Hong Kong, lawyers from common law countries must pass four Overseas
Lawyers’ Qualification Exams unless they can demonstrate five years post-qualification
experience in which case they need only pass Conveyancing. A substantial proportion of
candidates (over 50 per cent in some years) fail the exams. Hong Kong admission is not always
necessary. Many foreign firms employ foreigners as Registered Foreign Lawyers, without the
expectation that they will seek Hong Kong admission, on the basis that they are practising the
law of their home jurisdiction in Hong Kong.
Admission in Singapore as an Advocate and Solicitor of the Supreme Court of Singapore will
depend on the law school attended in New Zealand. Only some New Zealand law degrees are
recognised for admission purposes in Singapore: see <www.lawsoc.org.sg.ble/faq.htm>.
However, lack of Singapore admission does not prevent New Zealand law graduates from
working in Singapore. Foreign law firms in Singapore are typically engaged in cross-border
transactions. As such, foreign law firms in Singapore employ Registered Foreign Lawyers who
hold a practising certificate in another jurisdiction.
Making the Choice
Australia presents as a natural first choice for reasons of proximity and ease of access. Today,
Asia ranks as the second choice. Although it is harder to get in to Asia, remuneration is the same
or better than the U.K. or the USA and tax rates are lower. The recent anecdotal evidence is that
the U.S. firms in Asia are hiring Australians and New Zealanders. Hiring is strong in Hong
Kong as a result of the booming Chinese economy. Overall, Singapore and Hong Kong present
as the best Asian options. The U.K. is ranked as a third choice. Here, common law tradition and
culture appear as salient advantages. The USA is the fourth choice as it is the most difficult
destination for New Zealand trained lawyers. The consensus of those who have taken either the
U.K. or U.S. route is that two to three years in practice in New Zealand or Australia and good
grades (graduation in the top 10 per cent of the particular New Zealand law school) is normally
required. Generally, accessing the network of New Zealand trained lawyers who have already
moved offshore for current lore is advisable.
Suppose, however, that the choice is between the U.S. and the U.K. (all other things being
equal). Now, global legal practice can be viewed as a competition between the U.S. and U.K.
law firms. In this context, there are some reasons for preferring the U.S. First, a New Zealand
trained lawyer can readily adapt to U.K. law. By contrast, U.S law cannot be picked up as easily
and so one gains a “premium” by acquiring a new skill set in the USA. Second, study or practice
in the U.S. means exposure to another dominant legal system and salary levels are higher. Third,
U.K. law firms may pay a premium for a New Zealand trained lawyer who has gained U.S.
experience. Fourth, U.S. training means access to the international offices of U.S. law firms. In
this regard, U.K. firms have a stronger presence in Europe and the Middle East, are equal with
U.S. firms in Asia, and are less prominent in the Americas.
It is pertinent to discuss the option of an academic exchange year in the USA. Some New
Zealand universities offer students an exchange year in the USA whereby the New Zealand
student pays New Zealand tuition fees. This option is taken at undergraduate level. Thus, a
Canterbury University law student might undertake a year at UC Berkeley and credit results to
the LLB. The cost saving is U.S. tuition. However, living costs in the USA roughly equate with
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tuition and a New Zealand student might spend, say, NZD20000 plus living costs in an exchange
year. This sum is better spent on a U.S. LLM because the LLM formally qualifies the student
within the USA system.
Questions arising at this level involve closer consideration of the long-term strategy. For
example, the risk/reward ratio for doing an LLM in the U.S. and returning immediately to New
Zealand is not good. If higher salary or abridging the career path is the aim, a period of practice
in the USA is required since this improves the risk/reward ratio and enables positioning for a
similar level compensation package or fast track to partner on return to the Southern
Hemisphere. A question which might arise (typically, with a third or fourth year associate in
New Zealand) is whether or not to skip an LLM in favour of an MBA if, for example, investment
banking is a long-term goal. This option has relevance for students with quantitative skills (eg.
LLB, B.Com with a major in finance).
As to MBA programs, see
<www.registration.ft.com/CareerAdvisor/MBARankings/reception.htm>.
PART FIVE: STRATEGIC IMPLEMENTATION
Strategic plans are fine but implementation is critical; better a second rate strategy and first-rate
implementation than the converse.
If one is hired as a solicitor in Australia or the U.K., questions of implementation are minimal as
a relocation package will accompany the offer and salary commences upon arrival. As the path
to study in the U.K. or Australia is well known, this part of the article focuses on post-graduate
study leading to practice in the U.S. Here, a commonly expressed view amongst young lawyers
is that 60 per cent of the effort was expended on getting to the destination. Long time horizons
and careful planning are required. In addition, there is a significant level of stress involved in
planning the move.
The cost of an LLM in the USA consists of two components – tuition (university fees) and living
costs. Tuition fees vary from about USD20000 to USD39000. Living costs for a nine month
LLM are in the range USD15000 – 20000. At one end of the scale, an LLM at the University of
Texas at Austin costs USD24000 tuition plus USD15000 living costs. Current costs at Duke
Law School for the LLM are about USD35000 tuition fees plus USD17000 living costs.
However, some LLM programs offer full or partial tuition waivers. In addition, some
universities offer Residential Associate (RA) positions (comparable to tutors in New Zealand
halls of residence) which largely solve the living cost issue. In theory, it is possible to obtain a
tuition waiver and an RA position.
Applications for USA law schools and New Zealand sourced scholarships are made in December
the preceding year. Offers are made March-April and can generally be deferred for one year
without cost if necessary. (The same time frames apply to U.K. law schools.) USA law schools
offer few scholarships, but partial or full tuition waivers and RA slots fulfil the same purpose.
The richest scholarship is the Hauser Scholarship offered by NYU Law School. Apply for a
number of schools and review offers in March. At that time, cost questions will predominate. In
New Zealand dollars, a U.S. LLM may cost about NZD80000 plus at a high status school on the
East Coast. Factors such as the presence of a scholarship, tuition waiver or RA position are
usually critical in shaping the final choice of school. In the USA, one should always seek a
partial or full tuition waiver after obtaining a place. Bargaining on this point is common and
applicants should not feel inhibited.
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In practice, however, a RA position may be worth as much as a tuition waiver. Applications for
these positions should be made in or about January-February for the following September. Even
with these forms of financial assistance, cost is the critical issue and some form of intra-familial
loaning is usually required (often coupled with a term life policy assigned to the lender).
Repayments are rapid once a position with a law firm is obtained. As to the latter point, since
USA law firms favour the top tier law schools when hiring, the rule must be to aim for a “top
twenty” law school. If this choice involves a higher level of expenditure, so be it. The
likelihood of a position with a law firm and speedy repayment of loans is greatly enhanced if one
graduates from a high status USA law school.
As to hiring procedures: final year JD students interview for first year associate positions in
November for commencement the following September-November after the bar exam. Foreign
LLM students usually interview in January-February at the New York job fair after fall semester
grades are posted but may interview with the JDs in November if they have obtained marks
earlier from a summer school. A place with a law firm may carry a “sign on” fee or an advance
against salary and BARBRI fees.
It is a mistake to think that overseas options are only for those who have done particularly well at
law school. The facts are that a sizeable number of good law school graduates simply cannot
find meaningful or reasonably well-paid law work in New Zealand. Some take the view that a
salary of (say) NZD30000 as a first year associate in a provincial centre is inadequate
compensation for the effort and student loans incurred in gaining a law degree. By contrast, in
the global market for legal services, a newly admitted New Zealand lawyer with “B” average
grades can obtain a good and continuing position (or, at worst, a position as a paralegal) in
London. Finally, here is an encouragement from that other seafaring rat from The Wind in the
Willows:
And you, you will come too young brother; for the day’s pass, and never return, and the
South still waits for you. Take the adventure, heed the call, now ere the irrevocable
moment passes! ‘Tis but a banging of the door behind you, a blithesome step forward, and
you are out of the old life and into the new! Then some day, some day long hence, jog
home if you will, when the cup has been drained and the play has been played, and sit
down by your quiet river with a store of goodly memories for company. You can easily
overtake me on the road, for you are young, and I am ageing and go softly. I will linger
and look back; and at last I will surely see you coming, eager and light-hearted, with all the
South in your face!
Acknowledgements: Thanks to former Canterbury University law students Tim Dodd (TimeWarner, USA), Michael Harper (Chapman Tripp, Auckland), Rupert Harper (Clifford Chance,
London), Greg Heaton (Deacons, Hong Kong), Jane Huston (White & Case, Singapore),
Nicholas O’Brien (Freshfields Bruckhaus Deringer, London), Andrew McNee (Middletons,
Sydney), Michael Robertson (Standard Chartered, Hong Kong), Dr. Andrew Simpson
(Commerce Commission, Wellington), Dan Taylor (White & Case, London), Tim Rathbun
(Lehman Brothers, London) and Julia Wallingford (Norton Rose, London) for feedback and
comments. Keith Kendall of La Trobe Law, Melbourne, Anita Taylor (Clifford Chance, London)
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In addition to the websites mentioned in this article, here is a brief list of useful websites.
LLM programs worldwide
llm-guide.com
Taxation
uk.emb.gov.au
foreignborn.com
bankrate.com
tax.state.ny.us
lowtax.net
Cost of Living
Expatforum.com
Newyorkbusinessinfo.com
Britishcouncil.org
Amcham.org.uk
Economist.com/cities
Activeabroad.com
Visas
Chinaembassy.org.au
Techvisas.com
Workpermit.com
Law firm data
icclaw.com
recruitmentprofiles.com
legal500.com
Journals
lawyersweekly.com.au
Law Jobs and recruiters
International
Google.com
Garfieldrobbins.com
Haysworks.com
Learnedfriends.com
Search-direct.com
Taylorroot.com
Totallylegal.com
working-worldwide.com
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Zureka.com
Australia
Dolman.com.au
Asia
taylorroot.com.hk
Law-alliance.com
laurencesimons.com
United States
Abanet.org
Lawjobs.com
Law.com
United Kingdom
Legalweek.com
Rollonfriday.com
The-lpa.co.uk
Thelawyer.com
Bar Admissions
leocussen.vic.edu.au
collaw.edu.au
legalmediagroup.com
nybarbri.com
bpp.com/law
college-of-law.co.uk
lawsociety.org.uk
hklawsoc.org.hk
lawsoc.org.sg
U.S. Law Schools Ranking
usnews.com
U.S. Law Students chat
vault.com
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Utilizing Active Learning Techniques: Student Attitudes, Perceptions, and Practical
Considerations in Teaching Research Methods to College Students Employing the
“Research Project” Model
ABSTRACT
Background: Currently, the majority of social science undergraduate programs include a
research methods course. Students often find the integral concepts vague and meaningless and
understanding of their practical application elusive (see Benson & Blackman, 2003). A great deal
of research supports the use of active learning techniques, which include self-discovery of
information, processing, and applying information (Gardiner, 1998; Knowles, 1998; Fedler &
Brent, 1996; McKeachie, 1994). Research has shown students retain about 90 percent of what
they say and do, 20 percent of what they hear, and 10 percent of what they read (McMillan and
Forsyth, 1991). Active learning techniques also improve interest in the material (Taylor,
Anderson, & McConnell, 2003). Active learning, despite being promoted as a more effective
teaching method, is not something students have been trained to do and empirical research is
lacking in applying these techniques specifically to teaching students how to conduct empirical
research.
Research Objectives: This research project examines the use of the semester-long research
project to facilitate active learning of research methodology offering insights and best practices.
The semester-long research project will include: choosing a topic, reviewing the literature,
developing a survey instrument, determining an appropriate sampling technique, survey
administration, coding the and entering collected data into a statistical software program and
analyze data and drawing conclusions. Furthermore, the instructors will conduct an empirical
assessment to provide additional information from the student perspective, which will provide
educators with additional resources in further refining this valuable teaching tool.
Methods: The instructors will provide qualitative feedback of problems encountered in
facilitating the research project. Additionally, student attitudes towards research methods and
active learning techniques in four sections of undergraduate research methods classes (approx.
90 students) in criminal justice will be assessed. The post-test will include a series of questions
in a Likert response format pertaining to student attitudes, perceptions, and knowledge of
research methods. Additionally, an assessment of students’ satisfaction with the course,
satisfaction with the active learning exercises, attitudes towards active learning, amount of time
committed to this course as compared to other course, and their perceived understanding of
research concepts will be included. Additionally, follow-up qualitative feedback will be solicited
through open-ended questions.
Outcomes: The assessment will provide the instructors with information regarding the
effectiveness of employing active learning techniques (i.e., through the use of an empirical
research project) and an opportunity to improve strategies and techniques in the future. Sharing
this knowledge will allow others to employ and refine such techniques as well. The primary
purpose of this research project is to offer college and university research methods instructors
guidance on how to successfully implement active learning through the use of “the research
project” as a teaching tool.
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Abstract
This dynamic ethnographic study uses a mixed method investigation of 22 urban
Appalachian professional storytellers from Greater Cincinnati who when encountered, are
interviewed in-depth, observed in 50 performances at 18 events, and surveyed to discover: How
do professional storytellers’ life experiences influence their professional storytelling
performance content? Findings revealed that storytellers interpret the stories they tell and
construct their own realities because a vantage point of a life story provides a platform with
which to reflect on personal experiences through the lens of the story and to situate family
histories for the audience through the performance. Storytellers mediate their action to narrate
and perform their stories throughout their communities at various events to make aware and to
entertain, at festivals, in educational settings and libraries to create diverse and varied social
contexts. Their narratives serve as cultural tools for representing their past and sharing stories
with future generations. Storytellers use the oral traditions, storytelling, and narrative
performances to socially transmit behavior patterns, economic structures, community settlement
or community patterns such as family migration, and ways of life, ways of social grouping,
political organization, religious beliefs and practices. Findings further reveal that those oral
narratives are informed by life events involving family, mountain life, identity, folklore, living
means, sacred beliefs, community practices and heath. Based on these storytellers’ perspectives,
stories accomplish more than preservation of cultural values. Stories are dynamic and everchanging with each telling. Through the lens of the story, storytellers’ personal interpretations
are transmitted to audiences.

Professional Storytellers: Life History Informs Performance Content
Professional storytellers most often perform their oral storytelling at community cultural
events to make aware and entertain, at festivals, in educational settings and libraries and as
fundraisers. Narrative, a genre of discourse generated in oral or written language accounts,
connects events in an oral story. Stories are all around and provide a means to make sense of and
provide meaning to events in lives (Connelly & Clandinin, 1990). Social values, beliefs,
dilemmas, and human interactions are reflected in professional storytellers’ narrative oral stories.
To this extent, the storyteller as narrator acts as a cultural mediator to the audience via the
language, personal oral narrative, or text that is reflective of the prior dialogic history. “Story” of
personal narrative offers “translucent windows” into culture and social meanings (Patton, 2002).
This 13 month ethnographic study uses a mixed method investigation of 22 urban Appalachian
professional storytellers in the Greater Cincinnati region who, when encountered, are
interviewed in-depth, observed in performances, and surveyed to answer the central research
question: How do urban professional Appalachian storytellers from the Greater Cincinnati area
express what life experience circumstances influence their professional storytelling performance
content? The stories told from their lives belong to them. It is the storyteller who desires to share
stories with an audience. Sharing aspects of life history in an interview situation is voluntary.
Sharing life history in a public performance for which they are paid is also voluntary. These
storytellers choose to present their stories to an audience as a form of entertainment, raising the
story and storyteller to the level of entertainer and storytelling to a performing art. Life history
stories are viewed as real and credited to the storyteller and validated by the audience of one in
the interview environment or by the audience of many in a performance setting. By the very act
of attendance and listening at performances, audiences provide support and validation to the
storyteller. Life story analysis and performance content analysis takes the perspective of the
teller and promotes the story event as it made sense for the storyteller. The story itself may be
one of personal interest to the professional storyteller or to the audience.
Storytellers’ personal interviews, professional performance observations, and the
personal surveys when analyzed revealed a code list that included 99 categories and 1822 pages
of verbatim field notes from performances and interviews. This collected data established the
findings of this study and a conceptual framework regarding the factors that affect professional
storytellers’ narrative content. Findings explore the performance settings, investigate the
professional storytellers, inspect renderings of their performance routines, scrutinize
performance content themes and the underlying factors from life history. Performance content
when analyzed revealed conceptual patterns and themes that were divided into seven major
categories and subcategories. Performance content of their oral narratives is informed by life
events involving (a) family (ancestry, heritage, stories); (b) mountain life (ways of life, isolation,
values (c) identity (survival, change, adaptation, land ownership, personal rights); (d) folklore (e)
means to earn a living (employment, self employment in home, farm, business, food, hunting and
gathering, migration); (f) sacred beliefs (Bible stories and belief systems); (f) community
practices (cultural ecology, regional history); and (g) health (medical care, remedies and
practices). Professional storytellers in this study indicate their reasons for telling stories are more
than preservation of oral storytelling traditions. Preservation of stories implies maintaining and
keeping alive or intact the oral traditions. Preservation also implies static and nonmoving. Based
on these storytellers’ perspectives of story, stories are not static but are dynamic and ever-

changing with each telling, with each interpretation, and transmitted to new listeners and new
generations with each telling. Some stories reveal family anecdotes and secrets. Professional
storytellers perform their stories in a rich and diverse variety of social and environmental settings
both inside and outdoors which in itself also enhances audience interaction and the level of
formality of the performances. Every effort has been made to be sensitive to the storytellers in
revealing personal stories from performances and interviews.
This study is important because there are three limitations to previous research in the
literature review which this study addresses. First, although the studies were all audiotaped in the
social context of the interview environment and the “context interacted with the reconstructive
activities” (Barclay, 1996), none of these studies, except, Sobol (1999) and Walton (2004) had an
audience, someone besides the interviewers, for the emotional/affective structural unit of the
audience interaction. Second, existing research on narrative construction of personal histories is
primarily made up of oral narratives of adults and children who told their stories in spontaneous
response to an interview question (Labov and Waletzky, 1967/1997; Bamberg and Reilly, 1996;
Eder, 1994), whereas, with this study, the professional storytellers were all adults. Third, studies
by Labov and Waletzky (1967/1997) and by Barclay (1996), both purposefully did not include
any professional storytellers. They rejected “the products of expert storytellers that had been
retold many times” and only studied “the original productions of a representative sample of the
population” (Labov and Waletzky, 1967/1997, p. 3; Bernstein, 1997, p. 45). The Walton (2004)
pilot study and expanded study specifically used professional storytellers in life history
interviews, in performance, and in surveys. In this study, professional storytellers are males and
females, and all adults. Based on research, it is believed the gap in the literature and research of
others, is they have not studied the life experiences of professional storytellers and the influence
of life history on their performance content.
Theoretical Framework
“Narratology” (Todorov, 1969) or narrative analysis theory extends the idea of text to
include in depth interview transcripts, life history narratives, and historical memoirs. Patton
(2002, p. 115) cites Graham (1993) “Personal narratives, family stories, suicide notes, graffiti,
literary nonfiction, and life histories reveal cultural and social patterns through the lens of the
individual experiences.” In qualitative inquiry, the “narrative turn” (Bochner, 2001) honors
“people’s stories as data that can stand of their own as pure description of experience worthy as
narrative documentary of experience (Patton, 2002, p. 115-116). By telling stories, the
storytellers remember their past, invent their present, become visionaries of their future, and
create community. Bamberg (1997) posits narrative development theory from six angles: (a)
cognitive, (b) interactionist, (c) linguistic/constructivist, (d) cross-linguistic, (e) sociocultural/
interpretive and (f) life-span (p. xii). For purposes of this study, the linguistic and constructivist
theories are used in the study. Although the linguistic narrative theory was cited 63% of the time
by authors of studies in the literature review, for this study constructivist narrative analysis was
chosen because it gives voice to the professional storytellers and presents their stories accurately
in relation to the content of their public performances. For clarification purposes, the linguistic
narrative approach used in the literature review is explicated first, and second the constructivist
narrative theoretical model bridged previous studies in the literature review to this study of the
lives, lived experiences and performances of the professional storytellers. Most major narrative
research studies since Labov and Waletzky’s study cite their narrative theory of linguistic

structural analysis. Of the 16 narrative studies used in the literature review, 10 studies or 63%
(Aksu-Koc, 1996; Bamberg, 1997; Bamberg and Reilly, 1996; Barclay, 1996; 1994; Goodwin,
1997; Labov and Waletzky, 1967/1997); Nelson, 1990; Voithofer, 2004; Walton, 2004) cite
some relevant portion of Labov and Waletzky’s narrative theory. They cite either one or a
combination of the six stages of linguistic narrative analysis: (a) abstract stage, (b) orientation
stage, (c) complication of actions, (d) evaluation stage, (e) resolution stage, and (f) coda stage
(Labov and Waletzky, 1967/1997). When their study was published, of the 600 narrative
interviews, 14 narrative examples of spontaneous narratives with the stimulus question and
quotation excerpts “relevant to the functional analysis of narrative” (1967/1997, p. 12) were
provided with the question asked that elicited the response (Labov and Waletzky, 1967/1997).
They delimited their study by creating the following parameters: (a) stories and original
productions were elicited primarily from children and adults in an interview format with a
stimulus question posed; (b) “Products of expert storytellers… that have been retold many times”
were purposefully rejected in preference to “oral versions of personal experiences” from a
population representative sample (Labov and Waletzky, 1967/1997, p. 3; Linde, 1997, p. 282);
(c) they reported no other talk or other conduct in the course of storytelling, and (d) they reported
no interactions between storytellers and others (Bernstein, 1997; Labov and Waletzky,
1967/1997). This study addresses Labov and Waletzky’s four parameters by establishing five
parameters to specifically delimit the study to professional storytellers and by: (a) conducting indepth interviews, with both men and women of diverse ethnicities and ages, guided by stimulus
questions regarding the professional storytellers’ life experiences, (b) observing the professionals
in performances at 18 different events (c) observing the professionals in interactions with
audience members during performances, (d) gaining the storytellers perceptions of those
interactions and if they influence the performance; and (e) using a survey for demographic
responses. This study does not address Labov and Waletzky’s linguistic micro-analysis nor is it
intended to be a linguistic study.
Constructivist narrative analysis theory pays attention to the lives and lived experiences
of people, and in the case of this study, the lives and experiences of the professional storytellers
could be expressed. They tell their lives, or express particular experiences to which only they
have access: “stories told belong to them and are shared with an audience in a particular
situation” (Bamberg, 1997, p. 89). It is presumed that the storyteller wants to share personal and
anecdotal stories and has a personal purpose for sharing stories. Sharing of stories presupposes
there is a listener, an audience, of one or more. Storytellers’ narrative accounts become symbolic
actions that frame the events of the story and situate the storyteller and the listener in the story
(Bamberg, 1997). Storytellers reconstruct segments of their lives from the context of their
memory, reflection, and encapsulate the audience in that moment of shared experience.
Construction carries with it the sense of building, of creating, of interpretation. In this sense the
storyteller builds a story creating a moment by moment link with the audience. In the
storytellers’ repertoire of lived experiences lays the sources of their stories, but what stories are
to be shared? An evaluative process occurs for the storyteller; the storyteller is privileged to
evaluate personal experiences (Bamberg, 1997). This evaluation process permits the teller to
evaluate what is verbally shared with the listen and what is withheld until a future point in time
or never expressed. Storytellers present to the listener micro-images of themselves, a self
construction of their interpretation of who they are, or who they want to portray. Presenting
stories in this light creates an understanding and the storytellers’ spin on the event or the culture

from which the experience arose. The social matrix of the particular experience is understood
and makes sense thereby giving meaning to the story and to the experience. Explaining events or
experiences in their own words constructs a link or identification with the community. Stories
and the storytellers then bridge their past with the present for their listeners. Constructivist
narratives have an internal order that connects and unifies the narrative experience from other
ongoing dialogue, other discussions, or other stories The oral story constructs usually have a
beginning, middle and an end to convey a complete story, a complete image for the listener.
Literature Review
This comprehensive literature review encompasses research from the late 1960s to 2004,
and 10 of 16 studies refer to the Labov and Waletzky “classic” narrative study, “Narrative
Analysis: Oral Versions of Personal Experience” (Labov and Waletzky, 1967/1997 and reprinted
in an edited edition by Bamberg, 1997) which had “an enormous influence on the then emerging
field of narrative theory” (Bamberg, 1997; Hopper, 1997). Various studies (Aksu-Koc, 1996;
Bamberg and Reilly, 1996; Barclay, 1996; Brewer, 1996; Eder, 1994; Goodwin, 1997; Labov
and Waletzky, 1967/1997; Nelson, 1990; Sobol, 1999; Voithofer, 2004) over the past thirtyseven years examined storytelling issues with children and adults, but none focused exclusively
on professional storytellers’ performance content. Although these studies pay homage to Labov
and Waletzky in their literature reviews, they also focus on several factors with constructivist
narrative analysis theory: (a) Oral story construction (Aksu-Koc, 1996; Sobol, 1999); (b) self
construction in oral narratives (Bamberg, 1997; Barclay, 1996; Brewer, 1988; Nelson, 1990;
Eder, 1994); (c) personal memory in story or narrative construction (Conway, 1990; Wagenaar,
1994); (d) self presentation (Eder, 1994); and (e) personal identification and community
affiliation (Sobol, 1999). Eder (1994) and similar studies noted that children’s personal
narratives serve a similar function to adults’ narratives and that is self construction (Bamberg,
1997; Eder, 1990; Miller, 1994). Story content, what is said, and story performance, how it is
said, integrate forming an emotional/affective structural unit for the audience (Sobol, 1999) and
the narrator’s autobiographical memory serve as a means of mediating these feelings (Bamberg
and Reilly, 1996; Barclay, 1996; Nelson, 1990; Eder, 1994). These studies reveal that personal
storytelling serves four functions: self construction, self regulation, self presentation and
community identity. Each narrative reconstruction demonstrates that narratives are intellectual,
sociocultural and historical techniques constructed over time to tell a story or retell a story
(Labov and Waletzky, 1967/1997; Aksu-Koc, 1996; Barclay, 1996; Bamberg and Reilly, 1996;
Goodwin, 1997; Linde, 1997; Nelson, 1990; Sobol, 1999). Several studies investigate narrative
construction by examining the factors of reconstruction of meaningful stories. For example the
question of how Turkish adult narrators with different sociocultural conditions structure their
narrative film retellings serve both the process and product of self construction and self
presentation, both influenced by gender differences and cross-cultural difference (Aksu-Koc,
1996). Barclay questions how Holocaust survivors relate war trauma stories; stories are impacted
by emotional constraints, self construction and self presentation (Barclay, 1996). Nelson
questions how African American women code-switch in their oral life narratives in a manner to
challenge linguistic hegemony and preserve self presentation (Nelson, 1990).
In a Turkish study, Aksu-Koc (1996), interviewed 24 adults aged 18-25 after they had
viewed a film to create a narrative. Aksu-Koc posited that narrative as a discourse genre in oral
or written language focus on different approaches and “structures functional in the differentiation

of temporal perspective into foreground and background” (Aksu-Koc, 1996, p. 310; Labov,
1972). For example, Aksu-Koc (1996) used a 14-minute film piece edited from the Turkish
movie Fahriye Abla to focus on some culturally stereotyped events to elicit the narratives.
Subjects were shown the film on video in a room at the Bogazici University in Istanbul and then
asked to narrate the film as though they were telling it to someone who had not seen it before.
Bamberg and Reilly (1996, p. 330; Bamberg, 1997) used a two-phase study with children’s
narratives of personal experience, coded adult and children narratives for emotional content.
Bamberg and Reilly focused on how young narrators, children ages 3-10 and adults connect
story content with the emotional sequence of events and refer to Labov and Waletzky’s narrative
definition as “as one method to recapitulate past experience” by matching to the sequence of
events which actually occurred” (Labov and Waletzky, 1967, p. 20). Barclay (Rubin, 1999),
conducted narrative interviews with six adult Holocaust survivors regarding their experiences
during the Holocaust and selected those who were nonprofessionals in an attempt to illustrate the
incoherence of narrative structures that lacked temporal organization and evaluation because
they had not been told prior to the interview. Temporal organization and evaluation are two
important stages in Labov’s narrative structures. Barclay used three 1-1/2 hour interviews with
Holocaust survivors who had been instructed to tell their personal history in any way they chose,
but to include detail. No questions were asked by the interviewer. Personal history was defined
as autobiographical memories from their life. Nelson referred to Labov’s study in which he
compared black and white speech styles (Labov and Waletzky, 1967/1997) in her study in which
she interviewed 30 African American women to determine patterns and significance of codeswitching and other patterns of contextualization cues in their oral life narratives (Nelson, 1990,
p. 142). Voithofer (2004) referred to Labov’s 1972 six stages of narrative development and
related the stages to cultural and media theory in his study of Classroom Connect Online Quest
experience in which 100,000 K-12 students worldwide communicate via computers and Internet
with an anthropological team using culturally situated story narratives consisting of characters,
plots, settings, timelines, crises and resolutions.
Three literature review studies Eder (1994), Linton (Conway, 1990; Rubin, 1999) and
Wagenaar, 1986) did not refer to Labov and Waletzky, but were adult studies involving single
subject studies in which the researcher conducted quantitative longitudinal self-studies of
memory and narrative. Autobiographical memory was referred to in some studies as
“recollective memory” (Rubin, 1999). Eder found that children tell stories for a purpose; to make
a particular impression on listeners and the stories represent self-presentation. She continued that
stories do not create self, that to be worth being presented in a story, self has to already exist
(Eder, 1994). Linton (Conway, 1990; Rubin, 1999) used a 6 year participant self-observation
study of activity-dominance in memory. Wagenaar’s 6 year participant self-observation study
(Conway, 1990; Rubin, 1999) used autobiographical memory. Wagenaar investigated his own
memory by selecting major events at the end of each day from September 21, 1979 to September
20, 1983 and recorded 400 events yearly for a total of 1,605 events in six years (Conway, 1990;
Rubin, 1999). Wagenaar used four types of cues: who, what, where, and when either singly or in
combinations and found he recalled pleasant events more than unpleasant ones and called this the
“pleasantness effect” (Wagenaar, 1994).
Each narrative reconstruction demonstrates that narratives are intellectual, sociocultural
and historical techniques constructed over time to tell a story or retell a story (Aksu-Koc, 1996;

Bamberg & Reilly, 1996; Barclay, 1996; Goodwin, 1997; Labov & Waletzky, 1967; Nelson,
1990; Sobol, 1999). Narrative discourse is generated in oral or written language and functions
with episodic structures, occurs over time in a temporal perspective, and contains coherence
(Aksu-Koc, 1996; Barclay, 1996; Labov & Waletzky, 1967). Improvised selves are constructed
based on meaningful memories embedded in the interpersonal, sociocultural and historical
context of the narrator’s experience, as well as, the events which are merged into the
construction of the story, even as eyewitnesses to events (Bamberg & Reilly, 1996; Nelson,
1990; Eder, 1994). Embedded contexts and memory constructions of narratives may have led
Labov and Waletzky to their definition of narrative “as one method to recapitulate past
experience” by linking past experience to “events which actually occur” (Labov and Waletzky,
1967, p. 20). The studies on narrative construction yielded a variety of interesting findings.
Narrative story is considered a verbal technique for “recapitulating experience” that matches the
temporal sequence of the experience and is determined by a stimulus in the social context (Labov
and Waletzky, 1997). This was supported by Barclay who found the “context interacts with
reconstructive activities and the objectification of autobiographical memories” of the Holocaust
survivors in recounting, explaining, evaluating, and understanding their personal narrative
experiences (Barclay, 1996). Barclay argued that “emotions, attitudes, and beliefs are cultural
(cognitive) constructions or artifacts that serve certain purposes” (p. 103) and vary with “cultures
while reconstructive activities of telling family stories or personal histories justify feelings and
adapt the past to meet a current goal. However when combined with the contextual variables,
memories, perceptions and feelings provide a referential base for the objectified facts of
autobiographical recollections” (Barclay, 1996, p. 103). Barclay also found that traumatic
experiences, even eyewitness accounts, often lacked the temporal sequencing and organization
making narratives difficult to understand, though not diminishing the experience (Barclay, 1996).
Narrative content and structure are influenced by culture and gender. Sociocultural
formation of the narrator influences the narrative structure as observed by Aksu-Koc’s Turkish
narratives (1996) in which a film was interpreted at different degrees of relevance of low and
high education and low and high levels of income by the subjects of different sociocultural
backgrounds (Aksu-Koc, 1996). Further, men and women differed in what they found relevant in
the Turkish film to retell. They each displayed a difference in terms of the voice adopted while
retelling. Men told the narrative from a point outside the narrative events in an evaluative and
knowing manner while women told the narrative using the author’s and narrator’s voice (AksuKoc, 1996; Nelson, 1990). Gender influences narratives when they focus on comparing black
and white speech styles and code switching (Labov, 1997). In the Nelson study (1990) she
pursued women’s voices through life history narrative discourse and found that African
American women code switched from Standard English, their perceived power code, in order to
use their Black dialect with rich affective qualities, and spiritual meanings to describe lived
experience (Nelson, 1990). This body of literature on narrative construction yield common
conclusions: (a) each narrative reconstruction demonstrates that narratives are intellectual,
sociocultural and historical techniques constructed over time to tell a story or retell a story
(Labov and Waletzky, 1967/1997; Aksu-Koc, 1996; Barclay, 1996; Bamberg and Reilly, 1996;
Nelson, 1990; and Goodwin, 1997); (b) story content (what is said) and story performance (how
it is said) integrate forming an emotional/affective structural unit for the audience and
autobiographical memory as a means of mediating these feelings (Bamberg and Reilly, 1996;
Barclay, 1996; Nelson, 1990); and (c) narrative discourse is generated in oral or written language

and functions with episodic structures, occurs over time in a temporal perspective, and contains
coherence (Aksu-Koc, 1996; Barclay, 1996; Labov & Waletzky, 1967). Research into what
influences and informs the professional storyteller’s oral narratives has been limited; in all of the
research excluding my own (Walton, 2004), I found one study conducted from 1991 to 1992
(Sobol, 1999) which specifically involved professional storytellers and storyteller supporters as
participants. Sobol (1999) conducted approximately 80 interviews in the United States and
Canada as an exploratory historical study of the storytelling revival, National Storytelling
Festival and Conference, the National Association for the Preservation and Perpetuation of
Storytelling and the International Storytelling Center in Jonesborough, Tennessee, in the
southern Appalachian region, his study did not exclusively focus on the Appalachian
professional storytellers, nor did he conduct an examination of the content of their professional
narratives and performances.
In the pilot study (Walton, 2004) to this current study, urban professional Appalachian
storytellers’ performances and their face to face interviews were analytically coded to establish a
conceptual framework regarding the life history factors that affect professional storytellers’
narrative content. The eight professional storytellers in the pilot study indicate that storytellers
“interpret the stories they tell and construct their own realities. The life story vantage point
provides a platform to reflect on personal experiences through the lens of the story and to situate
family histories” (Walton, 2004, p. 92). Storytellers narrate and perform their stories throughout
their communities in diverse and varied social contexts. Their narratives serve as “cultural tools
to represent or construct their past” (Walton, 2004, p. 92). Stories focus on personal experiences
in relation to others because the stories are based on what the teller remembers of life experience
and is willing to share. Storytellers in addition to preserving the oral traditions and the
Appalachian stories, preserve their cultural identity including Appalachian identity, family
historical identity and self identity as the main factors for being professional storytellers. The
content of their oral narratives are informed by the major important variables of home, family,
religion, health care, professions or work, mountain way of life and identity (Walton, 2004).
Figure 1, provides a conceptual framework of professional storytellers’ narratives gained from
the pilot study, conducted from April through June 2004, with 8 professional storytellers.
Appalachian Identity, Mountain Life, Religion, and Race and Ethnicity became the main themes
in the pilot study. Appalachian identity focused on family, childhood and values. Each story was
introduced in some manner to orient the audience to the Appalachian way of life; for example,
Omope quizzed the audience on Appalachian language such as, “What is a bumpershoot? (babystroller)…What are galoshes? (Boots for wet weather),” as a condition to telling the story (O.
Daboiku, personal communication, April, 2004). Most storytellers told enough personal family
history to establish a family identity that traced back through multiple generations. Don told
about his great-grandfather who fought in the 17th Virginia Volunteers and another greatgrandfather five generations back who fought in the American Revolution (D. Drewry, personal
communication, April, 2004). They told of raising children to have their Appalachian values.
They establish family connection to the mountain way of life in Appalachia and construct their
own realities from the vantage point of family members and family gatherings creating a strong
sense of Appalachian values.

Figure 1: Conceptual Framework of Performance Themes from Pilot Study of Professional
Storytellers’ Narratives
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Stories referred to family members working in the mines for coal or forests harvesting lumber
and the dangers involved. Some storytellers told personal stories from their family history about
working in the home or out in the huge family garden plots. Hannah explained how stories were
told as families planted, hoed, carried water, harvested, broke beans and prepared produce for
canning and preserving (H. Cooper, personal communication, May 2004). More stories were told
of the men and boys going hunting to provide meat for the family in the form of deer, ground
hog, squirrel, possum, and a variety of birds and fowl. Stories were told as a way to pass time as
work was accomplished and sometimes just as a way to relax with family. Religion, mentioned
often, was a way of life of many families. One storyteller spoke of her home, “if it wasn’t a Bible
story or a family story, then it wasn’t told in my mama’s home” (O. Daboiku, personal
communication, April, 2004).
The current study continued from the pilot study (April through June 2004) for 11 more
months (July 2004 through May 2005) and grew to a population of 22 professional storytellers
over the 13 months of the study. The study incorporates the interviews and performances from
the pilot study and confirms and expands this research with professional storytellers’

performance of their stories in a diverse variety of social and environmental settings both inside
and outdoors. This expanded professional storyteller study continues with parameters: (a) retain
the original 8 storytellers interviewed and observed in performance and continue with new
interviews and performances, (b) conduct in-depth audio-taped interviews with 14 professional
storytellers new to the study in addition to the original 8; (c) continue with both men and women
of diverse ethnicities and ages, (d) observe and audio-tape professional storytellers in
performances throughout Greater Cincinnati, (e) observe professional storytellers in interactions
with audience members during performances and (f) use a survey to gain written perceptions
concerning the content of their narratives and demographics. This study of professional urban
Appalachian storytellers’ narratives examines both life history and the performance content to
determine the social, cultural, and historical factors that affect the story content.
Significance
This study fills the existing gaps in narrative knowledge by providing a mixed method
study of both female and male urban professional storytellers from the Greater Cincinnati area.
They tell Appalachian stories, work to preserve the Appalachian traditions, promote story as an
art form, keep family history, and affirm their own identity. First, this study adds to and expands
the existing body of scholarly work in professional storytellers’ narratives by investigating
whether or not hypothesized factors such as life history and audience affect storytellers. Second,
it also helps to explain and validate prior studies of storytellers’ narratives. Third, it examines
professional storytellers’ life histories and analyzes how the life histories influence the
performance content. Fourth, it examines the professional storytellers’ actions when telling their
oral narratives and the interactions with the audience. Fifth, it determines through examination of
audio and video tape recordings and photographs of performances the extent to which audience
interaction with professional storytellers determines or contributes to the narrative content.
Finally, it was discovered that the various social environments where storytelling occurs does
influence the narrative content. This new knowledge: (a) connects professional storytellers to
narrative theory, (b) focuses professional storyteller interactions in social contexts to narratives
and life history, (c) raises awareness of the importance of professional storytelling to cultural
preservation and asserts that storytelling is dynamic and fluid and (d) values storytelling as a
means of educating current and future generations of adults and children, whether from within
regions of the United States or from other cultures worldwide. As McAdams (1997) wrote in The
stories we live by: Personal myths and the making of self,
“Identity is a life story. A life story is a personal myth that an individual begins working
on in late adolescence and young adulthood in order to provide his or her life with a unity
or purpose and in order to articulate a meaningful niche in the psychosocial world”
(p. 5).
Of the 16 literature review studies, 13 were comparative studies of change and 3 were
single-subject designs with 5 being quantitative and 10 being qualitative and 1 mixed method
design. The comparative studies directly sought to compare narratives of the children or
narratives of the adults. Of the 16 studies conducted on storytelling and oral narratives 12 studies
involved adults and the remaining 4 used children as participants. Narratives are a standard
qualitative design used in the social sciences with the following minimal conditions for use: (a)
the narrator must be “willing to tell stories or tell life, career or personal histories” and (b) “an
interpretive framework based on the concepts and meanings used by the storyteller”
(LeCompte& Schensul, 1999, p. 83).

Methods
Research design
LeCompte and Schensul (1999) include narrative as a research design because it is used
so extensively in education, in anthropology, in ethnic and gender studies. Narrative inquiry
allows key informants, in this case, professional storytellers, to develop a picture of their beliefs
and storytelling practices. This study uses narrative inquiry with in-depth open-ended interviews,
performance observations, an open-ended and demographic survey and field notes to investigate
narratives. Narratives focus on knowledge, beliefs, and practices in an effort to study how people
practice their profession, storytelling. Narratives highlight experiences of those who have been
oppressed or marginalized where they live and gives voice to the storytellers’ life experience
(LeCompte and Schensul, 1999).
Using a mixed method design allows integration of qualitative and quantitative data
collection to expand the depth and understanding between the two methods at several stages in
the process of this storyteller’s narrative research: the data collection, the data analysis, and the
interpretation. For the purposes of this professional storyteller study a sequential exploratory
design works best by first allowing the qualitative data from interviews, performances and
observations to be collected. Secondly, integration of the qualitative and quantitative data occurs
by mixing the data collected on the mixed survey with qualitative open ended and quantitative
demographic questions. Finally, in this model, priority is given to the qualitative data due to the
nature of the narratives and performances. The qualitative data collection and analysis occurs
then the quantitative data collection analysis occurs, and finally interpretation of the entire
analysis at the end of the study (Creswell, 2003). By utilizing both qualitative and quantitative
data, mixed method design facilitates the study of in-depth narrative and performances issues and
produces a wealth of rich deep information to increase understanding of the narratives. This
model results in well-validated and substantial findings. Validity is enhanced by triangulating
data sources, member-checking, and collecting detailed description of data that converges in the
interpretation of findings (Creswell, 2003). In using a mixed method design, generalizability was
not reduced. Repeated patterns of responses and descriptions across cases lead to an
understanding of causal or correlation of relationships.
Setting, Population, and Sampling Method
The Appalachian Regional Commission (2005) designates Appalachia as a 406 county
area comprised of:
“200,000 square mile region that follows the spine of the Appalachian Mountains from
southern New York to northern Mississippi. It included all of West Virginia and parts of
12 other states: Alabama, Georgia, Kentucky, Maryland, Mississippi, New York, North
Carolina, Ohio, Pennsylvania, South Carolina, Tennessee, and Virginia” (ARC, 2005).
For purposes of this study, I am concerned with the Greater Cincinnati region of Ohio (see figure
3) and the professional storytellers who have a connection to the Appalachian region. According
to the Greater Cincinnati Chamber of Commerce (2005) Greater Cincinnati is comprised of 13
counties; the corners of three states, Ohio, Kentucky, and Indiana; and based on the 2000 census
is home to 1,979,202 people. The Greater Cincinnati area includes Hamilton and Clermont
Counties in southwestern Ohio and Kenton, Campbell, and Boone Counties in northern

Kentucky and a corner of Indiana. Clermont County, considered part of Metropolitan Cincinnati,
is part of Ohio’s western edge of the Appalachian Region. The city of Norwood, a 3.1 square
mile community enclave, is located 5 miles north of downtown Cincinnati.
An Appalachian, as defined for this study, is one of the following: (a) born in
Appalachian designated county, including those born in Cincinnati or Norwood (b) one or both
parents born in Appalachia, (c) one or more grandparents born in Appalachia (Appalachian
Region Commission, 2005 definition), (d) married and spouse is Appalachian and (e) inmigration and consider themselves to be Appalachian at heart and tell Appalachian related
stories.
The population of the study is 22 professional storytellers, 14 (64%) females and 8 (36%)
males; 18/22 or 82 % have Appalachian heritage (2 were born in Cincinnati/Norwood) and 4
(18%) moved into the Cincinnati area over 20 years. Fourteen females and 7 males identified
themselves on the survey as white, but in telling their stories, it was learned that a great
grandmother was Cherokee, a great grandfather was Cherokee, a maternal grandmother was
Creek, or a father was Shawnee, or some ancestors had darker skin, but were not African
American, but of mixed ancestry. Two storytellers, one female, Omope self-identified herself as
Native American and one male, Fred /Neeake, identified himself as Native American:
Shawandasse Nishnabe, a Shawnee Indian.
As professional storytellers 4 (18%) engage in storytelling full time (Russ, Omope, Rick
and Bet) and 18 (82%) engage in storytelling or “story-tell” part time as a source of livelihood.
They perform their storytelling routines in performances at events and receive pay. They often
heard storytelling from family groupings in their homes as children listening to elders tell stories
while doing some type of handwork such as quilting or mending or oiling a harness, or breaking
beans (Omope, Stephen & Hannah, personal communication, 2004). Others learned or improved
their natural skill as storytellers from theatre, drama, communication classes in high school or
college (Stephen, Lisa, Kevin, Martha, Sandy and Bet, personal communication, 2005) or from
tribal elders (Fred/Neeake, personal communication, 2005). They told about local, state and
national workshops offered by storytelling guilds, state or national organizations (Sue, Sandy,
Robert, Rick and Stephen, personal communication, 2005). Storytellers spoke of other
storytellers such as Rita (Grandma Buzz), Omope, and Sue, who perform locally and nationally
and from whom they had taken workshops. They learned and improved their craft from
observation of other storytellers at events and performances. They learn from friendly informal
critique offered by fellow storytellers; for example, at the 36th Appalachian Festival I observed
one veteran teller advising another newer teller “to pace her delivery” and “to build details of the
characters”, so the audience could create a mental image of the characters. They conform to
standards of the profession by exhibiting professional behavior such as being punctual for events,
gaining permission from an author to tell a story originating from a book, giving credit for a
story adapted from another source or teller, and performing in an ethical and professional
manner. All the professional storytellers exhibit great skill and are considered expert performing
artists. As experts, Russ, Omope, and Stephen instruct in artist-in-residence programs through
the Ohio and Kentucky Arts and Humanities Programs. Russ and Omope apprentice other tellers.
They all perform at festivals, community organizations events, and social gatherings. Bet does a
one-person theatrical routine on a stage sometimes having backdrops, musicians, dancers,
costumes, and make-up. In the performances observed each of the tellers had a story routine in

mind and adapted it based on the audience, such things as age or mostly children. Russ and Barb
perform individually and together as a duet, Bear Foot. Many use musical instruments: banjo,
fiddle, guitar, hammered dulcimer, mountain dulcimer, stick dulcimer, bowed psalter, Jew’s
harp, tambourine, and piano to name a few. Puppets are used by Hannah Sue, Rita (Grandma
Buzz) Sue, and Paul. All use other professional equipment such as sound system devices.
This study uses a snowball method or chain sampling of adult professional storytellers,
both male and female, to locate “information-rich key informants” (Patton, 2002). Since most of
these professional storytellers know of each other, I found using referral from one to another
gave me easy access and entry when initially contacting each of them in person, by phone or by
email. It was amazing the depth of the interviews and the honesty with which the professional
storytellers open themselves to my questions and respond with frankness and sincerity. The main
advantage of this purposeful sampling method is that it allows for an in-depth study by asking
those professionals who know their own storytelling community who else to speak with to
accumulate new information.
Data collection instruments
Interviews were conducted by the principal investigator, Christina Walton, at times
convenient to both the storyteller and researcher in a quiet place determined at the time of
scheduling. Interviews were scheduled for 1-1/2 hours, but many became longer as storytellers
told life history personal experiences and told me stories they had in their repertoire for
performances. Of the 45 interviews 26 (58%) were conducted at the storyteller’s home or work
place. There were 19 (42%) interviews which occurred with bands blasting in the background,
other performers on stage nearby, or in a festival setting with a cacophony of discordant festival
noises in the background. Some interviews were conducted on the move; for example, one of
Omope’s and one of Hannah’s interviews were informal and occurred while walking around at a
festival and talking while looking at festival wares. After one of Sandy’s performances we were
joined by another professional storyteller, Hannah. The three of us in the moment went to dinner
which lasted for 3 hours, much of the time while discussing storytelling, and telling stories, the
recorder was humming away in the background. Also over time and at events, some of the same
professional storytellers had multiple performances, and then we had more opportunities to have
informal interviews which yielded rich data and personal information. Interviews extended
across time, race, gender, and geographic regions within the Greater Cincinnati area. This
research combines in-depth open-ended interviews, direct and naturalistic observation and an
open-ended, multiple-choice, demographic survey.
In-depth oral interviews provide deeper information and knowledge concerning personal
matters, lived experiences, values, decisions, ideology, perspectives of cultural knowledge and
provide a way to check theories or to verify triangulation (Johnson, 2001). Topical oral history
interviews provide culturally rich and important data and “document a way of life that is fading
out or a skill that is becoming rare (Rubin & Rubin, 1995). I utilized my own interview questions
designed with semi-structured open-ended questions focusing on the qualitative nature of story
content and professional experience related issues. Although each interview used my set of
prepared questions to ensure that the same basic lines of inquiry were followed with each
professional storyteller interviewed (Patton, 2002), probing questions were asked based on
responses and provided opportunities for clarification (Frankel and Wallen, 2003). Questions

were framed, phrased carefully, and in a culturally appropriate manner to collect valid and
reliable mixed method data, both qualitative and quantitative. Interview digressions follow areas
of interests or knowledge and produce culture relevant information. Some storytellers organize
their responses to questions into long stories, creating a flow from life experience to a story
complete with sound effects. In-depth interviews commonly conclude with the interviewer
summarizing some of the main points understood and to clarify information (Johnson, 2001).
Storytellers, Stephen, Kevin, Lisa, and Hannah drew maps to illustrate home areas in the
mountains and where various family members live (personal communication, 2005). The rapport
established seemed to be there from the beginning as storytellers often told me very personal
stories of events in their lives that often fueled an on-the-spot story. This story was often then
told at a future event. Emotional incidences with which they were dealing were often shared and
then later these may appear in a story such as: death of a father and dedicating his most recent
book of poetry to him (Stephen, 2005); personally caring for a terminally ill husband (Hannah,
2005); raising children in urban Cincinnati (Omope, 2004; 2005); property purchases back in
family home areas of the mountains (Hannah, 2005; Stephen, 2005; Robert, 2005; Russ, 2005;
Lisa, 2004); desires to return to college (Hannah, 2005); shared desires to return to ministry and
then his excitement in entering a theological program (Stephen, 2005); thoughts for a new
historical enactment focusing on the polio vaccine development and research conducted in
Cincinnati by a storyteller’s friend (Martha, 2005) and the story list goes on.
Table 1 demonstrates a significant number of hours of contact with the professional
storytellers. The 45 in depth interviews yield 73 hours of recorded data and the 53 performances
yield 65 hours of data collected over a period of 13 months equaling 137 total contact hours and
1822 pages of verbatim field notes from performances and interviews.
Observation allows qualitative detail of activities and provides an accurate depiction of
sequencing of events, describe settings, participants, behaviors, conversations, and interactions
as they happen and serve as another medium to data collection (LeCompte & Schensul, 1999).

Table 1: Frequency Distribution of Number of Hours of Interviews and Performances with Professional Storytellers
Professional
Storytellers
Barb
Russ
Susie
Don
Omope
Stephen
Martha
Rita (G
Buzz)
Hannah Sue
Lisa
Angela
Kevin
Cheryl
Sandy
Fred
(Neeake)
Sue
Bet
Phyllis
Robert
Sister Esther
Rick
Paul
Totals (N)

Interview
Hours
4
4
1
2
8
6
4
3

Performance
Hours
4
6
1
2
10
6
7
2

Total
Hours
8
10
2
4
18
12
11
5

11
4
3
2
1
6
1

7
2
4
2
1
2
1

18
6
7
4
2
8
2

1
2
1
4
2
2
1
73
Hours

1
0
0
1
1
1
2
65
Hours

2
2
1
5
3
3
3
137
Hours

Observation and field notes happened as a matter of routine. The storytellers grew used to
me taking notes as we spoke as backup to the recorder that was often running; if conversations
turned to a personal nature, they simply requested I turn the recorder off. Spatial line drawings
and sketches were drawn of event layouts with corresponding memory notes and detailed textual
descriptions jotted in for a frame of reference. My sketches became invaluable in composing the
line drawings for the figure illustrations that accompany most of the events in this study. These
sketches convey a sense of a moment in history at interviews and performances, depicting
culture, modes of dress, the politics of stage placement, and the social positions of the
storytellers in relation to other performers, musicians, food tents, and traffic flows.
A survey provides the quantitative data for the mixed method design and includes openended, partially open-ended and restricted items (Bordens & Abbott, 1999). Survey open-ended
questions allow participants to provide a response in their own words, partially open-ended
questions allow “other” as a category, restricted questions offer ordered alternatives in a logical
order, and demographic questions assess the characteristics of the storyteller participants such as,
age, gender, occupation, education and income (LeCompte & Schensul, 1999). Of the 22
professional storytellers, 15 or 68 % returned their completed survey and that data furnished
information for the data displays and quantitative findings. Questions serve as predictor variables
during the analysis of the data to determine whether they correlate with or predict questions in
the survey. Using different data collection sources provides triangulation of the qualitative and

quantitative data and enhances validity. Postmodern trends in interviewing and technical issues
employed in the 21st century offer an immense variety of technical multimedia innovations that
contribute to improved research. In this study, telephone and email were used to make contact
with storytellers. An Olympus voice activated microcassette tape recorder recorded data at
performances and interviews.
Photography was a major part of the data collection process. Storytellers often had a box
of photographs laid out for our interview and would tell me a story about a photo of a mother, a
photo of a husband who had died just months earlier, a photograph of a great-grandmother after
whom she was named. Likewise I took photos, 346 of them to capture storytelling moments and
social and geographical environments of the performances. Photos were all shot by me at events
and in interviews, with the exception of some professional publicity photos given to me by
Martha McLeod. A Kodak 35 mm Cameo pocket camera was used in the pilot study. For the
extended study, a Kodak Easy Share DX7630 digital camera offers higher performance features
which yielded clear professional quality photographs. Photos document the many facial
expressions, hand gestures, and body language of the professional storytellers in both the
interview format and their performances. Photos capture the physical and social environment of
the performances and interviews adding depth to the study and aiding in retrieval of descriptive
details. Photos capture storytelling moments, storytellers socializing, social and geographical
environments of the performances, costumes, face-paint, distance shots of audiences, and
unidentifiable angle shots of attentiveness of audience members. Photographs and digital
photographs were saved to a CD for archival purposes. Duplicate photos at the completion of the
study will be given to each storyteller as a gesture of appreciation for their time and
participation. Digital video recording provides visual images of the storytelling act and allows
more in-depth mixed method analysis and serves as an archival medium.
Realia or artifacts serve to document details and provide important physical evidence of
data, both qualitatively and quantitatively (LeCompte & Schensul, 1999). Realia collected were
items such as event advertisements, event programs, flyers, publicity brochures, newspaper
articles, business cards, community organizations sponsoring a festival or event, storytelling
guild newsletters, recipes, jokes or any other items that may prove to be useful in capturing the
essence of the professional storyteller and their performances.
Table 2 illustrates in a data display the following data collection instruments: interviews,
performances, audio recordings, video recording, survey, realia, photos, published works of
storytellers, email, and storyteller’s music CD or cassettes. The many web page postings were
not counted because some storytellers had hundreds of poems, lesson plans, lists of events,
schedules, and photo displays.

Table 2: Frequency Distribution of Data Collection Instruments for Documenting Professional
Storytellers’ Narratives
Professional
Storytellers

Interview
Including
those on
phone

Performance

Audio

Video

Survey

Realia
Ads
brochure

Photos

Barb
Russ
Susie
Don
Omope
Martha
Stephen
Hannah Sue
Rita(G Buzz)
Lisa
Angela
Kevin
Cheryl
Sandy
Fred-Neeake
Sue
Bet
Robert
Phyllis
Rick
Paul
Sister Esther
Event
Context
Totals (N)

3
2
1
1
6
3
2
5
2
2
2
1
1
3
2
2
2
1
1
1
1
1

2
3
2
2
8
5
5
5
2
2
3
2
1
2
1
2
1
2
2
1

4
5
1
2
10
7
7
9
4
2
3
2
1
5
2
1
1
2
1
1
2
2

2

1
1
1
1
1
1
1
1
1
1
1
1

1
2
2
1
6
9
12
3

1
18

4
12
5
7
40
28
45
29
23
2
4
5
4
4
13
4
2
4
2
19
34
11
45

45

53

74

73

346

2
1

1
1
1
5

15

1
-

2

2
12
1

Published
Works
(not
including
web pages)

2

1
1

Web
Page
Or
email

Teller
music
CD audio

Total
(N)

1
1
1
1
1
1
1
1

1
8 CDs
1

19
34
16
14
73
56
74
54
32
9
13
12
7
18
21
10
9
21
4
25
40
17
63

1
1

1

1

5

1
1
1
1

13

12

641

Several potential limitations exist and need to be considered, such as, interviewer bias and
authentic responses while using in depth interviews. Interviewer effects may bias the responses
of participants, for example, I may have unconsciously smiled at certain answers or nodded in
agreement or disagreement. When the storyteller is telling a story, laughter sometimes just
happens, as many audience members could attest. There is also the issue of gaining authentic
honest responses to questions, for some reason, storytellers may not have told me what they
really thought, been unable to express true feelings, or responded with what they thought I
wanted to hear. However, as the study progressed and I met them repeatedly at performances and
in interviews, I do not believe this was the case. The storytellers seem to view this study as a
positive attempt to focus on the professional aspects of storytelling as a performance art, to
promote them as storytellers, to make others aware of their diverse cultural backgrounds, as a
means to dispel “Appalachian” stereotypes and as a tool to market the Greater Cincinnati
professional storytellers and their events. A final limitation is that the questions may not measure
what I intended for them to measure (Frankel & Wallen, 2003) simply because of the
interpretations the storytellers may have stemming from personal experiences.
Procedures
In this formal study, each professional storyteller signed consent forms and signed a form
allowing me to audio-tape, or video-tape, and to shoot photographs during interviews and
performances. These consent forms permit me to use these forms of data collection in
presentations, publications and to use their name, rather than a pseudonym. This study, though

not intended, has become a means of promoting the storytelling profession in this region and a
avenue to raise awareness of the value of storytelling. Throughout this study, I first introduce
each professional storyteller with their full name, but then in subsequent entries, I refer to each of
them by their first name. Due to the social nature of the performances and interviews, they called
me Chris and I called them by their first name after the initial formalities of introduction. This
study was based primarily on open-ended, semi-structured interviews, observation of
performances, observation field notes, photography and surveys to determine what influences the
storytellers’ narratives and informs the content of their oral narratives. Some of these storytellers
I met at events and if they agree, an interview is conducted prior to a performance or afterward,
or scheduled as is convenient for the storyteller. At the conclusion of all interviews, participants
are asked to complete a written survey about professional storytelling practices and demographic
issues and given a self addressed stamped envelop to return the survey to me. Second interviews
and subsequent meetings are an avenue to continuation of the in-depth interview, and provide for
probing clarification or new questions. They refer me to any other professional storytellers they
know who may qualify for the study. I gain permission to use their name as a referral. At the last
event attended, I asked if there were any professional storytellers that they could think of who
was not included in the study. As a whole, they believe I have everyone who is a professional
storyteller in Greater Cincinnati.
Data analysis procedures
Using a mixed method design allows integration of qualitative and quantitative data
collected in the process of this storyteller’s narrative research: the data collection, the data
analysis, and the interpretation. Qualitative analysis of the ethnographic data involves reading of
field notes, analytically coding to identifying themes and patterns, hypothesizing, systematically
extracting major topics (Bordens & Abbott, 1999). A review of transcribed audiotaped
interviews clarifies coding categories, and allows thought to making margins notes and observer
comments (Patton, 2002). In putting the storytellers’ words from interview and performance
down on paper, I had my tape recorded words, field notes and hundreds of photographs, but
capturing the depth of the conversations, the emotion spoken in a voice was very difficult hard
work. Each narrative response was coded with the primary patterns and may use one or more of
the coding categories and themes. This involved analyzing the core content of the interviews and
observations to determine what is significant. Transcripts were thoroughly reviewed to refine or
recode as appropriate (Schensul, Schensul & LeCompte, 1999). Trends, themes and patterns in
the coded data were aided by color coding to give a visual of developing patterns. Paragraphs, as
a group of related unified sentences were coded based on the topic sentences and supporting
details of the narration. As in the Nelson (1990) study, interpretations were clarified with the
storyteller participant. Audio-taped and transcript portions that need clarification or verified were
marked and the storyteller-participant contacted. As this process develops an index code list of
the field notes and interviews were written. I used both deductive and inductive analysis. Cross
case analysis allows comparisons between storyteller’s cases and also within each storyteller’s
case (Patton, 2002). Cross-case analysis and displays allow more sophisticated descriptions and
more powerful explanations to enhance the generalizability and provides evidence to the
relevance or applicability of the findings to other similar settings (Miles & Huberman, 1994).
The variables derived from the quantitative survey consider the individual cases of each
participant storyteller. The variable oriented approach is conceptual and theory centered (Miles
& Huberman, 1994).

Limitations
Analysis of qualitative data can be easily, even if unintentionally, affected by researcher
bias. So, for those reasons, every effort was made to examine my personal ideas and assumptions
to keep them from infiltrating the data or influencing the participant. Even though Labov and
Waletzky collected data through recorded face to face interviews with only the interviewer and
narrator, the “questions they asked were not considered part of the storytelling process”, thereby,
“ignoring the researcher’s impact on data gathering” (Goodwin, 1997; Labov, 1967/1997). In the
same vain preconceived ideas may improperly impact data interpretation, therefore, I search for
negative or data discrepancies. Credibility was essential to the reporting of a storyteller’s
narrative. Because storyteller voice is important in the interview process, care is taken to reflect
the participant’s position, perspective, and operating viewpoint. Narrators couch life events
within their own personal thoughts and memories; “I think” is subjective; remembering is
unobservable and therefore unverifiable. According to Chafe and Nichols, “A thought presented
as remembered is presented as true… remember is a factual mental verb” (Ochs & Capps, 1997,
p.83). Every effort to collect and document social situations and interactions was taken by using
a variety of data collection instruments. The social interview context and gendered identity in the
environmental context is examined as part of the study. The interview and performance locations
and environment are described and line drawings offer a graphic visual of events. This study fills
the existing gaps in narrative knowledge by providing a mixed method study of both female and
male professional storytellers from the Greater Cincinnati area. Even though, the social context
is subjective, events cannot be contradicted. Since there are no direct benefits to individual
participants, efforts are taken to gain authentic information to enhance direct examples and
quotes, and support findings and conclusions.
Findings - Settings, Participants, Routines and Performance Themes
These findings focus on the settings, participants and routines. It introduces the contexts
in which the storytelling performances occur throughout Greater Cincinnati, introduces the 22
urban professional storytellers and provides insight into some of their routines and performances.
Professional storytellers narrate and perform their stories both indoors and outsides at diverse
community organizations, social gatherings, and educational settings. These settings vary from
contemporary metal and glass structures to open-air tents. Of the 18 events where storytellers
performed, 14 occurred indoors in the various categories of place: in a contemporary arts center, a
church community room, assisted living centers, a historic home community center, a museum
center, a county park meeting room, and in libraries. Four events took place outdoors – two in a
community park, and two in a large Cincinnati community theme park, Coney Island, Cincinnati.
All of the 18 events attended have an entertainment and educational aspect to their storytelling
purpose. Of the 18 events attended: 6 (33%) were festivals; 10 (56%) were to preserve the folk art
of storytelling and create awareness of Appalachian cultural traditions for the audience at 5 library
sponsored events, 2 assisted living centers, 1 community arts center, 1 storyteller guild meeting,
and 1 garden club meeting; and 2 (11%) were fund raisers.
Festivals in the study are an annual organized celebration of cultural performances,
exhibitions, and entertainment to create awareness of Appalachian culture and Shawnee Indian
culture. Festivals ranged from 1 to 4 days in length. The Harpin N’ Pickin Festival, The Mini
Appalachian Festival (a neighborhood festival), the 36th Appalachian Festival at Coney Island

Park, and the Shawnee Indian Culture Festival are explored in this article in more depth and serve
as representative of the festivals in the study. These festivals were selected as representative of
festivals because they occurred annually, professional storytellers were given one hour each to
perform, other cultural performers were on the venue throughout the festivals, living history
demonstrations and exhibitions were plentiful to display the artisans work, and food booths
represented the cultures. By selecting these particular festivals, I was able to showcase the
performances of 14 of the 22 tellers (64%), Omope, Barb and Russ, Susie, Don, Martha, Stephen,
Hannah, Rita, Rick, Paul, Sister Esther and Fred/Neeake. Each of the remaining eight storytellers
(36%) will be introduced at the 5 library sponsored events, 2 assisted living centers’ events, 1
community arts center event, 1 storyteller guild meeting event, and 1 garden club meeting event;
and 2 fund raiser events.
The Clermont County Public Library (CCPL) Dreamweavers Storytelling Troupe and
The Cincinnati Public Library (CPL) Story Hour promote stories as a way to entice children and
their families to the library, to read, and to appreciate oral traditions. The CCPL Dreamweavers
are librarians who as part of their work responsibilities perform throughout Clermont County and
the Cincinnati region marketing the library services by performing at various events and festivals.
Three of their performances were observed in Hyde Park at a Center for Older Adults, and at the
CCPL Branch in Goshen, and the Branch in Owensville. Two of their performances in
combination spotlight the 4 storytellers, Lisa, Angela, Kevin and Cheryl, who were observed in
performances. Other performances featured combinations of the troupe storytellers from the
libraries. The Cincinnati Public Library Children’s Department was the site of Story Hour. During
two of my visits to the library to interview Barb, I was also given the opportunity to see her tell
young children stories using selected books that lend themselves well to an oral story, however, I
have chosen to present Barb’s performance as one of the festival performers. Guild meetings offer
an opportunity for the storytellers to associate, present new material in a sheltered environment
and maintain standards such as themes for performances. Four of the tellers, Sue, Sandy, Robert,
and Paul, performed at the meeting. Robert and Paul also were featured at the 36th Appalachian
festival with full programs.
The two free fundraisers, part of The 19th Fine Arts Fund Sampler Weekend sponsored by
P&G, were part of a community wide tradition and effort to promote a variety of art forms,
artisans, performers, and storytellers. This sampler fundraiser offered over 180 distinct events,
fine arts exhibits and performing arts at 55 venues across the Greater Cincinnati region.
Storytelling was one of the art forms and offered entertainment while creating cultural awareness
of the oral traditions. Two of the storytellers selected, Martha and Sandy, performed at different
venues with overlapping times and 35 miles apart so I was able to attend all of one of Martha’s
downtown performances and most of a second performance before traveling to see Sandy’s
performance in Milford.
Two storytellers, Bet and Phyllis, were not observed in performance, though they each
told me a story as part of their interviews. Bet performs at large theatrical productions usually for
business or corporate events to which I was not able to attend. Although Phyllis, due to job
responsibilities, has retired from professional storytelling, several of the storytellers referred me to
her because she was a well-known storyteller and story trainer in the community.

Table 3, A Frequency Distribution of Professional Storytellers’ Performance Events
Located within the Context, provides a listing of each event, the tellers who performed at the
event, location, and the indoor or outdoor environment. Of the 45 total interviews conducted, 19
or 42% were conducted with a performer at the event or immediately after the event. There were
53 performances audio taped at 18 events as part of the study. Professional storytellers are
introduced at each of the events where we met.

Table 3. Frequency Distribution for Professional Storytellers Performance Events Located within
the Social Context
Event & Teller

Location

Harpin’ N’ Pickin’ Festival
Susie Crate & Don Drewry, Barb and Russ
Childers
Mini Appalachian Neighborhood Festival
Omope Carter Daboiku, Russ Childers
35th Annual Appalachian Festival
Martha McLeod, Hannah Sue Cooper, Grandma
Buzz, Omope Carter Daboiku, Stephen Hollen
“Down Home Downtown”
Omope Carter Daboiku & Barb & Russ Childers
& Rabbit Hash String Band
Clermont County Public Library - Dreamweaver
Library Troupe
Lisa Breithaupt, Angela Buelsing, Kevin Isaacs
Clermont County Public Library - Dreamweaver
Library Troupe
Angela Buelsing, Kevin Isaacs, Cheryl Vason
Clermont County Public Library - Dreamweaver
Library Troupe
Angela Buelsing, Kevin Isaacs, Cheryl Vason
Clermont County Public Library - Dreamweaver
Library Troupe
(Couldn’t locate troupe)
Cincinnati Public Library Story Hour
Barb Childers
Bridgeway Point
Martha McLeod
Fine Arts Fund Sampler Weekend
Martha McLeod
Fine Arts Fund Sampler Weekend
Sandy Messerly
O’Bannon Terrace Assisted Living Center
Hannah Sue Cooper
Shawnee Indian Culture Festival
Fred Shaw (Neeake)
Appalachian Culture Festival
Russ Childers, Omope Daboiku

Oxford, OH

Greater Cincinnati Storytelling Guild Meeting
Sue Cox, Robert Terwillegar, Sandy Messerly
Lily of the Valley Garden Club Meeting
Hannah Sue Cooper
36th Annual Appalachian Festival
Hannah Sue Cooper, Grandma Buzz, Omope
Carter Daboiku, Stephen Hollen, Martha
McLeod, Sister Esther O’Hara, Rick Carson,
Paul Ingram, Sue Cox
Totals

St. Michael’s Church, Lower
Price Hill, Cincinnati, OH
Coney Island Park
Cincinnati, OH

Indoors

Outdoors

Interview
on site

Performance

Total (N)

Yes

1

5

6

1

2

3

1

5

6

1

2

3

3

3

Yes
Yes

Rosenthal Contemporary Arts
Center, Cincinnati, OH

Yes

Hyde Park Center for Older
Adults, Hyde Park, Cincinnati

Yes

Clermont County Public Library Goshen, Goshen, OH

Yes

3

3

6

Clermont County Public Library Owensville, Owensville, OH

Yes

3

3

6

0

(1)

0

1

1

2

1

1

Amelia Village Summer Concert,
Groh Park, Amelia, OH
Cincinnati Public Library
Cincinnati, OH
Drake Center Campus
Cincinnati, OH
Enjoy the Arts Office
Over-the-Rhine, Cincinnati, OH
Leming House in Community
Park, Milford, OH
Goshen, OH

Yes
Yes
Yes
Yes

1

1

2

Yes

1

1

1

1

1

Yes
New Richmond, OH
Cincinnati Museum Center at
Union Terminal
Cincinnati, OH
Farbach Werner Park
Cincinnati, OH
Observation Court, Milford, OH
Coney Island Park, Cincinnati,
OH

Yes

1

1

2

Yes

1

1

2

3
1

3
1

5

18

23

19

51

N = 70

Yes
Yes
Yes

In Table 4 Frequency Distribution for Performance Content Categories of Professional
Storytellers, the eight major themes are displayed with the frequencies identified in performances
of each storyteller. Themes identified in Figure 10 are represented in Table 4 along with the
frequency of each theme. The first theme of Family, the most represented theme with 116
occurrences, includes family stories of ancestors such as grandparents, antics of siblings, and
other relatives; generations of family members representing various ranks in southern military

history; stories of family members fleeing vigilante or the military for survival, and stories
remembered from childhood or stories told by elders and overheard. The next theme, Mountain
Life was a very close second at 113 occurrences and represents primarily ways of life and family
ties that connect people to the mountains; isolation, often mentioned in stories, also is given
credit for preserving the Appalachian way of life. Family closeness and kinship, taking in each
other’s children during hard times is reflected in stories. The third major theme with 105
incidences is Identity which includes stories of mixed ancestry crossing Appalachian, Shawnee,
Cherokee, and Creek backgrounds; stories of family survival, fleeing in the night from a
forewarned lynching, changing identity to have voting rights and landownership rights,
nondisclosure of identity and hiding identity to continue living free and not be removed to a
reservation and stories of identity attached with the Appalachian mountains. The fourth major
theme with 79 references revolved around Folklore representing the Appalachian region, Native
American cultural beliefs, European and African lore and stories from sacred beliefs. The fifth
theme of Means to Earning a Living with 52 entries focuses primarily on work, either for
someone else or for oneself and included means of survival and subsistence living although the
storytellers don’t call it subsistence. They refer to the men hunting food and families including
children putting out huge gardens, gathering fruits and nuts, and collecting herb and wild plants
for seasonings and medicines. Migration both out-migrations to locate work and get some
“Yankee Dollars” as Stephen phrased it, or in-migration and adopting the region as home, and in
recent years return-migration to own Appalachian land, the forever present piece of Appalachian
identity and connection to the soil. Theme six with 49 occurrences represents Sacred Beliefs in
traditional views of the Creation, the Bible and religion, and in sacred beliefs of the Shawnee, the
Cherokee, the Creek, and Lakota. Themes seven and eight represent Community Practices with
40 occurrences and Health with 30 occurrences were often spoken of as connected to community
support of each other and providing assistance to ones’ own family members as well as
neighbors. Community practices takes in community regional history with some stories referring
to the Underground Railroad, abolitionists, and local prominent historical figures, both men and
women. Health practices included taking in the children of other families during hard times or in
cases of medical emergency, women moving into a sibling’s home to help with chores and
childcare during pregnancy, and labor and delivery in the mountains. One story speaks of polio
and the storyteller and of her friendship with a woman who was instrumental along with the
doctors in discovering a vaccine. Storytellers told of folk remedies and being smoked as part of
their families’ medical treatment when ill. These themes and variables develop from the
performances of the professional storytellers. Bet and Phyllis are not listed in Table 4’s
frequency distribution because they were not observed in performance because Bet’s
performances primarily occur for corporate or private organizations to which I did not gain entry.
In Phyllis’s case she was not observed in performance because she has retired from professional
storytelling due to job responsibilities, although we spoke in her interview and she told me a
favorite story.

Table 4: Frequency Distribution for Performance Content Categories of Professional Storytellers
Themes
Storytellers

Family

/Performance

Mountain

Identity

Folklore

Life

Living

Sacred

Community

Means

Beliefs

Practices

Health

Theme
Totals

Number
Barb – 2

5

1

3

4

1

0

0

0

14

Russ – 3

7

5

4

4

3

0

3

1

27

Susie – 2

2

2

2

3

1

2

3

1

16

Don – 2

9

5

8

2

3

2

2

1

32

Omope – 8

38

5

29

6

10

10

4

9

126

Martha - 5

5

3

6

5

5

4

3

5

36

Stephen – 5

7

36

8

8

6

3

6

5

79

Hannah – 5

17

29

9

12

6

9

9

3

94

Rita – 2

2

2

2

5

2

4

3

0

20

Sr.Esther - 1

1

2

6

3

2

2

2

0

18

Rick – 2

3

1

5

2

1

0

0

0

12

Paul – 2

5

1

6

3

1

0

0

0

16

Lisa – 2

1

1

2

2

1

0

0

0

7

Angela – 3

1

0

1

4

1

0

0

0

7

Cheryl – 1

1

0

1

4

1

0

0

0

7

Kevin – 2

1

0

1

4

1

0

0

0

7

Sandy – 2

2

0

2

3

1

5

2

2

17

Fred – 1

4

3

8

3

4

8

2

3

35

Sue - 2

5

0

1

1

1

0

0

0

8

Robert – 1

0

2

1

1

1

0

1

0

6

Totals (N)

116

105

105

79

52

49

40

30

(N) 584

I provide a brief description of each storyteller, where we first met and an explanation of
some of the routines and themes that come through in their performances. Figure 2 displays the
professional storytellers: Barb Childers, Russ Childers, Susie Crate, Don Drewry, Omope Carter
Daboiku, Martha McLeod, Stephen Hollen, Hannah Cooper (Hannah Sue), Rita Whittington
(Grandma Buzz), Sister Esther O’Hara, Rick Carson, Paul Ingram, Sandy Messerly, Fred Shaw
(Neeake), Sue Cox, Robert Terwillegar, Bet Stewart, Phyllis Frederick, and the Clermont County
Library Dreamweaver Storytelling Troupe of Lisa Breithaupt, Angela Buelsing, Cheryl Vason,
and Kevin Isaacs.

Figure 2: Framework of Major Themes and Categories Reflected in Professional Storytellers’ Performances
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As each event is introduced, a spatial layout or map is provided to the context in which
the storytellers performed. Life history information obtained from interviews and performances
present a woven image of the storyteller in
Photo Figure 1. Harpin’n’Pickin
performance and weave to a degree how life
Festival with Barb and Russ Childers
experience informs the content of the
performance. This notion of interweaving
connects to the storytellers’ lives, for example,
Martha’s storytelling logo, a form of that
represents a Celtic knot but is actually a preColumbian Appalachian pottery slip design. The
interior of the design is an “X” with a dot at the
center and used by the Lakota as the sign for
spider. She combined those two elements in the
design and uses it on all of her brochures. It is interesting “for the Navaho, the Spider Woman

was the storyteller represents her view of storytelling and its connection to her life. More of
Martha’s stories are presented as part of her performances at festivals, community events and
fund raisers.
The first of the four festival settings representative of the festival environment are: The
Harpin’n’Pickin Festival, The Mini Appalachian Festival, The 36th Appalachian Festival, and
The Shawnee Culture Festival. The Harpin’n’Pickin Festival, held in Martin Luther King Park
on Main Street Oxford, Ohio, was the first event attended of the study. This festival is
representative of the festival environment where audience members and attendees could feast
and celebrate a day featuring a variety of bluegrass, gospel, old-time music and storytelling.
Demonstrations included wood and gourd burning, quilting, spoon carving, and storytelling.
Performances included: musicians and storytellers Russ and Barb Childers, Don Drewry, and
Susie Crate. Barb and Russ performed as Bear Foot playing banjo, fiddle, guitar, and a
homemade dulcimer with a music style that predates bluegrass by a century on the domed stage
(see Photo Figure 1) with concrete surface and steps. Periodically an audience member stepped
up to the stage and started clogging or shuffling in the spirit of the music (see Photo Figure 1).
Bales of hay were strategically placed for audience members or they could provide their own
folding chairs, or sit on the grass. At the opposite end of the park were positioned demonstration
tents and the storytellers. Figure 3 represents the layout of the park and activities. Sound systems
set up near the main stage blasted music and announcements throughout the block long park.
Storytellers’ performances, due to the sound systems, competed to be heard in their own area.

Figure 3. Layout of Harpin’n’Pickin Festival held in Martin Luther King Park on Main Street
Oxford, Ohio
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Barb and Russ Childers (see Photo Figure 2) are a husband and wife team who have been
singing and playing music together as “Bear Foot” since 1983 when they performed together in
“Close Harmonies,” an off Broadway production celebrating Appalachian poetry, music, and
dance. Individually, both are professional storytellers who
engage in a “time-honored tradition, the oral passage of
Photo Figure 2. Bear Foot
information.” Barb tells stories at the Cincinnati Public
Library as a children’s librarian and community events. Barb
started telling stories in 1982 through her duties at the library
in the children’s department. Her connection to stories started
when she was a child. She grew up with words. Her parents
would quote long passages of literature and tell family
stories. Barb believes she is carrying on that tradition
because she “likes the sounds of words, the way they fit in
my mouth… I like to experiment with words, play with
words” (B. Childers, personal communication, May 4, 2004).
Barb was the 2005 Appalachian Heritage Award Winner at the 36th Appalachian Festival. During
her interview I asked her to tell me a story and learned “When to cross the river by listening to
the frogs.” One of the stories that I heard from another storyteller, Don, who is now a retired
minister and from Barb was about her wedding day when she married Russ Childers. Don
married them in a very solemn ceremony witnessed by all their musician and storytelling friends.

Russ, who has been making music for more than 35 years, tells stories and plays a variety
of old timey music full time as an artist-in-residence through the Ohio Arts Council, the
Kentucky Arts Council, and at community events and gatherings. He teaches and shares
memories of his family’s eastern Kentucky farm life through stories and music. Through his
work, children learn the positive contributions of Appalachian culture and the trials and joys of
Appalachian living over the past two hundred years. As a Kentucky state champion banjo player
(claw-hammer style) for two consecutive years, Russ was given the Commonwealth of
Kentucky’s highest honor and commissioned a Kentucky Colonel in recognition of noteworthy
accomplishments and outstanding service to the
Photo Figure 3. Don Bowing a Psalter
community, state, or nation. Russ and Tommy
Taylor, a member of the band, formed the Rabbit
Hash String Band years ago (R. Childers, personal
communication, March 2005).
The third storyteller and dulcimer player,
Don Drewry, performs at the demonstration and
storytelling area at the Harpin’ N Pickin’ Festival.
Don hammers a dulcimer, bows a psalter (see
Photo Figure 3), and displays a mountain dulcimer.
He tells stories about family history, the music
being played, the instruments, and a Jack Tale.
Don’s family migrated to northern Kentucky when he was four years old. He speaks of himself
as a living historian, an ordained Methodist minister retired, and becoming a full time performer.
Don worked at the Appalachian Festival for several years, started getting into the music.
Storytelling actually became part of the act, “it kind of slipped in” (D. Drewry, personal
communication, April 17, 2004). In a performance, Don tells that the hammered dulcimer dates
to 1000 BC to ancient Persia, brought into Europe by the crusaders, arrived in the United States
with the Jamestown settlers in 1607, and then migrated into the mountains with the people. In the
mountains the dulcimer stayed alive when everybody else started playing newer instruments. He
believes we, need to keep some of the old instruments alive, but unfortunately, they are dying out
(D. Drewry, personal communication, April 17, 2004).
The fourth storyteller that day in
Oxford was Susie Crate (see Photo Figure 4).
She tells cultural stories, sings a medley of
English Mother Goose rhymes put to song, and
plays a variety of musical instruments including
a guitar and a Jews harp. Some songs were
written by friends feature people’s inheritance
from the earth. Susie is a cultural ecologist and
performs her own life history and folklore
Photo Figure 4. Susie in performance
research in the Sakha region of northern Siberia.
Her life experience is evident in her
performance. She speaks of the beauty of Lake
Baikal, the oldest and deepest lake in the world, where she spent a summer as a photographer,

interpreter and recorded various aspects of the environment. Human ecology and regional
folklore weave through her stories. Susie completed her Ph.D. at the University of North
Carolina in Ecology focusing on the cultural, ecological, and economic impact of diamond
mining in the Vilyuy regions of the Sakha Republic (S. Crate, personal communication, April 17,
2004).
Susie’s life history research in Siberia became evident as she introduces folk stories
originating from Russia, but she also sings a medley, known Mother Goose Rhymes, but like
fractured fairy tales, she arranged the events into a new format:
See, Simple Simon says, ‘I’m feeling kind of sad,’
Said Peter Piper’s daughter, “so am I.
I think we ought a do something that will make the kiddies glad….”
(S. Crate, personal communication, April 17, 2004).
The second festival took me to a neighborhood near downtown Cincinnati to a
community church for a neighborhood festival.
Two weeks after the Harpin’ Pickin’ Festival, I attended The Mini Appalachian Festival.
This festival is included because it represents a smaller neighborhood festival of a couple of
hundred people compared to the larger community festivals with 10,000 to 40,000 + attendees.
St Michael’s Church played host to the neighborhood Mini Appalachian Festival in the Lower
Price Hill neighborhood of Cincinnati. Rabbit Hash String Band and Russ Childers entertain
neighbors with music, square dancing, and stories. Omope Carter Daboiku tells children and
parents about the healing properties of herbs and flowers. At this particular event, a man, Dave,
had a display of various animal skins, feathers, horns and hooves. He had walking sticks, gourds,
children’s tomahawks, arrowheads, and numerous knives. I was introduced to his wife and young
daughter. Omope called all the children to come forward to hear a story, take part in a plant quiz,
and to ask an adult to come with them. Dave’s daughter asked me to help her, so I left my video
running to become an observer and participant helping the child identify plants. Omope tells
other stories, including a Jack Tale, but traffic and noise in the small church community made
hearing her difficult. Figure 4 diagrams the layout of the performance area, traffic flow at the
festival, and display tables for information on leading poisoning and childhood immunization.
Ladies demonstrating quilting assisted audience members in making quilt squares that would
eventually be sewn together to be raffled. A young women
Photo Figure 5. Chris (left)
entertained children with face painting. The event was
and Omope socializing
advertised as featuring the Rabbit Hash String Band with
Russ Childers and storyteller, Omope Daboiku.
Omope Carter Daboiku, affiliated with the Ohio
Arts Council as an Artist-in-Education, performs
throughout Greater Cincinnati in libraries, museums,
schools, and other cultural community organizations. She
has produced and performed many original works and
adaptations, such as, Jack Tales; Sojourner Truth, a
suffragette; and Bessie Coleman, a pioneer black woman
aviatrix of the 1920s. Omope’s stories are based in part on
her life; portraying childhood escapades, family identity,

survival, Appalachian ways of health care, beliefs, and the value of stories. Omope’s life laces
with the characters she selects for enactments. At one event (see Photo Figure 5) Omope and
Chris socialize prior to her performance. Omope introduces the audience to a Jack Tale by
explaining:
“Jack tales were often told in the dead of winter when there wasn’t nothing to do
but crochet, mend something or make something. That’s why there’s so many
children born in May, June and July. It’s because there’s wasn’t enough stories
being told in December and January” (O. Daboiku, personal communication,
April 16, 2004).

Figure 4. Layout of performance area and traffic flow at Mini Appalachian Festival
at St. Michael’s Church in Lower Price Hill, Cincinnati
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The third festival event of the six is representative of a large scale festival. This festival,
the largest Appalachian event held outside of the Appalachian Mountain Region, spans thirteen
states, and draws crowds of approximately 40,000 people annually to Coney Island, Cincinnati,
and the last exit from I-275 south before crossing the Ohio River. This eastern edge of Cincinnati
is in Clermont County which is the western most county of the Ohio Appalachian counties.
The theme of the 35th Annual Appalachian Festival: “Mountain Harmonies Voices of
Sweetness and Sorrow” spirited through the event as performers’ voices of sweetness and sorrow
recall a sad time in the Appalachian Mountains. The theme of 36th Annual Appalachian Festival:
Echoes of our Heritage echo through the event as performers tell stories and demonstrate their
Appalachian cultural heritage. At both festivals artisans demonstrate their musical talents,
storytelling, dancing, crafts and traditional art forms, many in danger of being forgotten. Most of
the early music, based on songs of hard times, came from living in the remote regions of

Appalachia. Songs depict the blessings and joys, as well as, the problems and grief of living in
close proximity to family and neighbors. Musicians perform on the river stage, the workshop
stage and the moonlight stage from 10:00 a.m. until 10:00 p.m. People live in period costumes as
Appalachian forefathers/mothers did 150+ years ago in the 70 living history village camps. In the
village, many craftsmen and women demonstrate art forms: gourd artist, glass bead maker,
tanner, soap maker, candle maker, blacksmith, potter, apple butter maker, puppeteer, silversmith,
and stone cutter. Living history enactments include Native American dancers, dulcimer players,
and storytellers. Demonstrations include beekeeping, white oak basket making, woodworking,
chair making, coopering buckets, log home building, braiding and felting rugs, tatting and lace
making, stain glass cutting, herbals, folk art, photography, quilting, weaving wools, wood
turning, candle dipping, and candy making.
Figure 5. Guide for the 36th Appalachian Festival Coney Island Park 2005
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Storytellers entice audiences near the food tents, to come
and listen at the “Sittin’ on the back porch” storytelling tent, (see
Figure 5) for the festival map) marked as “O” in the bottom right
corner of the festival guide. The storytelling tent was in the same
location for the 2005 festival. Story and song depicts the work,
romance, courting, marriage, and childbirth that were part of the
daily life as were the accidents, hunger, sickness, depression, and
death.
Sue Cox, President of the Greater Cincinnati Storytelling
Guild, (see Photo-figure 6) works tirelessly chairing the
storytelling committee for the Appalachian Festival (see Figure 5
layout guide) at Coney Island scheduling all of the storytellers and
maintaining the program. Although Sue did not perform and tell
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Photo Figure 6. Sue
entertaining the tellers

stories, Sue announces each teller and maintains smooth transition between performances.
Although a year apart, I attended twice. The first time it was near the beginning of the
study in May 2004. In 2004 I attended May 9 only and observed 7 performances: those of
Omope Daboiku, Martha McLeod, Stephen Hollen, Hannah Cooper, and Rita Whittington
(Grandma Buzz) who were new to the study with the exception of Omope. The 35th Appalachian
Festival in May 2004 doubled the size of the study in one weekend! Although other tellers were
there and performed, they did not officially come into the study until a year later. The second
time I met storytellers at this festival was in May 2005 at the 36th Appalachian Festival. It
concluded the study and the last three storytellers, Paul Ingram, Rick Carson, and Sister Esther
O’Hara joined the study bringing the total professional storytellers to 22. In 2005, I attended all 3
days, observed 18 performances and conducted 5 interviews. Those new to the study were Rick
Carson, Sister Esther O’Hara, and Paul Ingram. Those storytellers from 2004 and 2005 are
introduced here. Each year Friday is children’s day, so many stories and activities are geared to
the younger audience. However, there were general population adults there also.
In 2005 Omope told the audience composed of primarily children stories about her
childhood and escapades of her younger brother,
Photo Figure 7. Omope storytelling to a
Bruce. She spoke to the children earnestly about
younger audience
caring for younger siblings (see Photo Figure
7).One such escapade occurred when she was
supposed to be babysitting him and he didn’t
want her to be his boss. He started playing with
the cigarette lighter in the car and just to show he
did not have to listen, he stuck his tongue into
the glowing coil of the lighter. Children sat very
attentively listening to stories until an adult
motioned or called to them to leave and go to
some other activity (O. Daboiku, personal
communication, May 6, 2005). Since the
Appalachian Festival is held Mother’s Day weekend, Omope told
Photo Figure 8 Martha
personal stories from her family history about women in the
expresses intensity
workplace, either working for someone else or working for
writing a name in the
themselves as laundresses, forerunners to the dry cleaners of
web
today. Stories of childhood escapades, and a Jack Tale featuring
Jack’s mother were told in honor of Mother’s Day. The next teller
uses great expression to draw her audience to the story.
Martha McLeod though new to the study in 2004 (see
Photo Figure 8) was not new to the storytelling world of Greater
Cincinnati. Martha is a social worker licensed to practice
independently in Ohio and Kentucky and uses stories in her
psychotherapy and counseling practice. Her Scots/Irish/German
ancestors settled in Minnesota, though Martha was born in
Indiana. Though not Appalachian by birth, she migrated into the
region, over 20 years ago. As a psychotherapist and humorist,
Martha values stories whether they are from personal life history
or drawn from history, legends, and traditions of an entire culture.

In her work she does hypnosis and often uses a story for metaphor in healing. Martha tells a story
about the first man and woman having a quarrel. When the woman runs away, she discovers a
strawberry plant and tastes the sweet fruit that she decides to share with her man (M. McLeod,
personal communication, May 9, 2004).
In the 2005 performance at Coney Island, Martha tells a story about a spider who could
write children’s names in a web and that meant death, but then they find out the spider is
illiterate and cannot spell the child’s name (see Photo Figure 8). The next and third storyteller
from the 36th Appalachian Festival at Coney Island is Stephen Hollen who promotes himself as a
mountain humorist.
Stephen performs (see Photo Figure 9) as Dr. Ironbeard and his Traveling Medicine
Show; his repertoire involves walking around at the event, stopping someplace near people, and
just begins telling a traveling medicine show story to whoever is around. Soon he has a crowd of
listeners. Stephen also performs in the storytelling tent. He holds up a bottle of “potent potables”
and offers the “blue light special” as the light shines through the blue bottle (see Photo Figure 9).
The medicine show is a reflection of the original traveling medicine shows, but is funnier
because Stephen, as a pharmaceutical representative manager, tells the audience some of the
industry inside jokes. Stephen traces his
storytelling roots back to the Appalachian
Mountains where his family has lived since the
1750s. Though born in Dayton, he returned to
the eastern Kentucky region of the Appalachian
Mountains as a teenager and lived there nearly
20 years. Many poems and stories take place in a
mountain community of Stephen’s imagination
called Beloved, Kentucky where the characters,
take much of their personality from family,
friends, and acquaintances (S. Hollen, personal
Photo Figure 9. Stephen as Dr. Ironbeard
communication, May 9, 2004). There are
characters like Cousin Phinneus Nutt, better known as Cousin P. Nutt and all the other Nutts in
the family. There is Lucinda Nutt “whose husband got died in the great shootout of 1931…and
Hazel Nutt married a Preacher, Brother Woodrow Budder, so she became Sister Hazel Nutt
Budder” (S. Hollen, personal communication, May 6, 2005). There is Miss Hankie Pankie,
owner of the antique linens shop and Flora Jenkins who could play a knee accordion, so her legs
went back and forth in a rather unladylike manner. Audience
member’s laughter ranged from smiles to hysterical. Next is
the newest storyteller to the storyteller fellowship, Hannah
Sue.
Hannah Cooper, another performer at the 35th
Appalachian Festival became part of the study. Hannah
describes herself, “I’m from a long line of storytelling
mountain folks from the Appalachian Mountain people” (see
Photo Figure 10). Hannah’s mother was a storyteller from
Hazard, Kentucky and her grandmother Hannah is on the
Photo Figure 10. Hannah
tells childhood stories of
life deep in the mountains

Cherokee Register in North Carolina. Hannah says, “My roots run as deep as the coal mines of
Kentucky” where her grandfather worked all his life (H. Cooper, personal communication, May
9, 2004). Though she’s been telling stories most of her life, she became a professional teller in
2002 and uses the stage name of Hannah Sue. Hannah’s stories are of family, faith, mountain
folklore; ghosts and humor. At this event Hannah tells stories of her childhood working with
her family in the huge gardens on the steep mountainside of eastern Kentucky and sneaking off
to the swimming hole with the kids. Hannah describes herself as, “I’d say I’m country. I’m a
Christian and a true American…” (H. Cooper, personal communication, May 9, 2004). Another
storyteller at this event has told for nearly thirty years and taught others to story-tell.
Rita Whittington, known on stage as Grandma Buzz, told several stories using puppets as
props. A traveling puppet companion for storytelling is a little white puppy puppet, Wishbone.
Grandma Buzz cuddled the puppet as she spoke to the audience
(see Photo Figure 11). Grandma Buzz then selected a blue
Photo Figure 11. Grandma
hummingbird puppet to introduce her next story, a Cherokee
Buzz and Fluffy
Indian story about a hummingbird. Using the hummingbird
puppet she tells a story of creation and the animals not getting
along. The blanket of night was over the earth and the animals
had to cooperate with each other. The little hummingbird flew
high into the night sky to peck holes in the night blanket so the
star light could shine through. The subtle lesson woven through
this story was that people and animals have to get along to
accomplish things and be successful. Lessons of this nature,
interweave through most of Grandma Buzz’s stories. Rita has
told stories most of her life, but discovered the power of stories
when she worked at a Girl Scout camp and told a story to keep a
child entertained. Rita has provided storytelling training to
storytellers in the Cincinnati area. The last three storytellers to
the study present at the Appalachian Festival were Sister Esther
O’Hara, Paul Ingram and Rick Carson.
Sister Esther (see Photo Figure 12) was born in Covington,
Kentucky and is a nun in the Order of St. Benedictine. Sister
Esther started telling stories in the early 1980s when she was in
her mid 50s. She tells stories at the monastery for the Homily
sermon and performs for community organizations and schools.
When she worked as a teacher and librarian, the children preferred
she tell a story rather than read a story; from this she became a
professional storyteller.
She is a ventriloquist and
Photo Figure 13. Paul, “The giant
uses puppets: Witch Hazel
only saw three fingers.”
tells children to do the
wrong things and Puppet
Joy tells them not to listen
to Witch Hazel. Her other
puppets are Bernice the

Photo Figure 12. Sister
Esther telling to children

Penguin, Daisy Mouse and Aunt Nelly. The next teller was Paul Ingram, whom I first heard at a
guild meeting.
Paul Ingram (see Photo Figure 13) first started telling stories to his own children. He
says the giant only saw three fingers, but the humor is he holds up four fingers and a thumb. He
has been a professional storyteller for nine years and uses his stories in his work as a youth
counselor for teens in Cincinnati that have experienced abuse or neglect. Besides telling in the
work environment, he tells stories as a Santa Claus for the Cincinnati Rail Road and for private
organizations. Hawaiian shirts seem to be his trademark and derived from a program he
performed on Hawaiian mythology at a school. His stories have many sound effects and many
character voices woven in to create character and depth. Paul told a personal history story of a
couple meeting, romance and eventual marriage. Then he put his story to song and sang while he
played a piano. The last festival storyteller description is Rick
Photo Figure 14. Rick tells
Carson who on his business card has written, “Professional
a story
liar and Storyteller” (R. Carson, personal communication,
May 17, 2005).
Rick (see Photo Figure 14) is a full time storyteller
who started his profession years ago when he was invited to
tell stories for his wife at a Butler County Library. In the
beginning his employer gave him paid leave to go to the
schools to tell stories, but as his
business grew, he started
charging and eventually quit his
daytime job. Rick is from
Arkansas near the Ozarks and
mostly tells Southern folktales,
Jack Tales, African American
and Cajun tales. His stories are
humorous and punctuated with exaggerated theatrical gestures and
sound effects. At the festival he told a Jack Tale about Jack killing
Photo Figure 15. Rick
many giants. In one visual scene (see photo figure 15), Rick as Jack
as “Jack removing eye.” makes a production of removing his eye and then handing the giant
a grape. Of storytelling he says, “It is just people communicating
with people, one heart talking to another (R. Carson, personal communication, May 17, 2005).
As in years past and at the 35th and 36th Annual Appalachian Festival people were given
the 2004 and 2005 Heritage Award respectively. Winners were honored for their association with
the Appalachian Festival for a number of years and for contributing their artistic, musical, and
volunteered talents to promote Appalachian ways of life. Inscribed on the Heritage Award
Certificate, “The Appalachian Development Association proudly presents this award, medallion,
for outstanding dedication and support during many Appalachian Festivals.” The 2005 Heritage
Award Winner was storyteller and musician, Barb Childers. The 2004 Heritage Award winner
was storyteller, Stephen Hollen. Other award winners are 2003 Martha McLeod, 2002 Sister
Esther, and 2001 Omope Daboiku; these five professional storytellers are part of this study.
Every one of the storytellers wore the red, white and blue ribbon with a gold medallion proudly.

The fourth and last annual festival held in late January showcases Appalachian culture but from
the Shawnee Nation, United Remnant Band perspective.
The last festival in this representative sample of the festivals attended and the
storytellers’ performance themes was very similar as far as festival activities; there were people
in period dress, local and native food, and authors and artisans with exhibits and items for sale,
music and dancing, storytelling, and audience members. What made this festival unique from the
other Appalachian festivals? This festival represented a different culture that lived in the
Appalachian region for over 900 years, the Shawandasse, known in the region as the Shawnee
Indians.
The Shawnee Indian Culture Festival, in New Richmond, Ohio was the scene of Shawnee
storytelling, Shawnee drummers, Indian games, sign language, Shawnee music and dance, and
remarks and storytelling by Dark Rain Thom and Neeake. While waiting for Neeake to arrive at
the culture festival, I paid my respects to Chief Hawk Pope of Middletown, informed him about
the research and that I was meeting Neeake and gained his approval (see Figure 6. Layout of
Chief’s Chair, Performance and Exhibit Areas at Shawnee Indian Culture Festival). Then since I
arrived early and was looking at the display tables of Shawnee artifacts, jewelry, and books by an
author who was present, I took advantage of this opportunity to learn about Shawnee history (see
Photo Figure 16) and spoke with Dark Rain Thom, herself a renowned historical author and the
wife of historical fiction author, James Alexander
Thom. They created a magnificent portrait of an
Photo Figure 16. Dark Rain and
astonishing woman–one who led her people in war...in
Chris discussing her books
the book, Warrior Woman, the life story of
Nonhelema, Shawnee Woman Chief, known as the
Women’s Peace Chief of the Shawnee Nation in the
1770s just released in 2004. Dark Rain wrote
Kohkumthenas’s Grandchildren: The Shawnee. Dark
Rain was not included in the storyteller study because
she lives outside of the Greater Cincinnati area in
another state, but is included because she was a central
figure at the Shawnee Indian Culture Festival. Around
the school gymnasium where the festival was held
were educational activities including tribal information, history and language, Boy Scout merit
badge activities, genealogy, artifacts, and touchables such as hides, furs and skins. Art and Craft
activities included beadwork and finger weaving. Demonstration of skills taught primitive fire
starting, outdoor cooking, and primitive weapons. Activities for children were 4-winds beaded
necklaces, coloring pages, animal tracks, and loom beading. Food samples featured succotash,
journey cakes, maple syrup, and sassafras tea. Hot dogs and soft drinks were also available.

Figure 6. Layout of Chief’s Chair, Performance and Exhibit Areas at Shawnee Indian
Culture Festival in New Richmond, Ohio
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At this Shawnee Culture festival, I met Fred Shaw who by calling is an ordained elder
and Methodist senior pastor. At the time of the interview he was senior pastor of the Trinity
United Methodist Church in Milford, Ohio and in the midst of
moving to another church in Oxford, Ohio. He is also Neeake,
Photo Figure 17. Neeake is
a Shawandasse Nishnabe, a Shawnee Indian and an
Olammapise, Truth Teller
internationally acclaimed storyteller. Neeake (see Photo Figure
17) speaks as a traditional Olammapise, Truth Teller, of the
Shawandasse Nishnabe, Shawnee Nation United remnant
Band. Since 1971 Neeake has shared the stories of his people
and was elected as the Principal Storyteller by the Tribal
Council in 1986. These stories have been orally passed from
one generation to the next for centuries. According to Neeake,
“The stories he holds as a sacred trust are of the balance of all
life and the gift that each life is to the other. They are,
“bibadinsawawachitah,” the proper way to walk upon the
earth.” In his role as Shawnee Keeper of the Stories, Neeake’s
stories include “history, music, humor, cultural perspectives,
words as art, and ecology” (Neeake, personal communication,
January 2005).
Neeake and I spoke about the symbolic meaning of his
regalia (see Photo Figure 17 & 18) and face paint. They are symbolic and part of his storytelling.
As he explained, “Part of it has to do with the time period; from the waist up mine he has a 1780s
tuxedo and the waist down its 21st century.” He said when he is in full regalia; he wears wool
leggings and has moccasins that are very traditional. Very often he wears a hat of this style called

a gestauwe and that is just to give a little bit more of a presence on the stage. Neeake describes
the gestauwe:
“It has a very broad porcupine quill band around it. All the rest of it then is brain-tanned
deer hide and then the feathers are ostrich feathers. It was of a style that’s really been in
use for centuries, you know, but it was a way of saying a man was of some importance.
He definitely was of the village” (F. Shaw/Neeake, personal communication, May 17,
2005).
Neeake performs in schools, universities, wildlife conservation groups, churches,
museums, international groups and many other places. He works with the Cincinnati Zoo and
Wildlife Discovery Days and speaks on public radio, Thane Maynard’s “Ninety Second
Naturalist” and is in Maynard’s book, Working with Wildlife, a select who’s who of wildlife
experts. As Neeake, his name means “He-Talks-as-He-Flies” or the Canadian Goose (F.
Shaw/Neeake, personal communication, May 17, 2005). The settings turns from the four
festivals just illustrated to the librarians who formed a storytelling troupe, a story hour, and
entertainment at assisted living centers and a garden club.
Ten of the 18 events (56%) are comprised of 5 library sponsored events, 2 assisted living
centers, 1 community arts center, 1 storyteller guild meeting, and 1 garden club. Therefore the
following events are selected to give a representative view: The
Dreamweaver Storytelling tells stories to adults and children in
different settings. Martha and Hannah perform for residents in
assisted living centers depicting Cincinnati historical events and
Appalachian stories. The guild meeting is included to give an
overview of a meeting and audience interaction and to introduce Sue
Cox, guild president and storyteller, Robert Terwillegar. The Garden
Club is included because it took place in a residential neighborhood in
a member’s home to show how a storyteller will adapt program
content to accommodate an audience’s interests.
Photo Figure 19. Lisa
The Clermont County Public Library (CCPL) Dreamweaver
performs a dramatic
Storytelling Troupe is comprised of six librarians, four of whom, Lisa
Breithaupt, Angela Buelsing, Kevin Issacs and Cheryl Vason,
moment in story
participated in the study. They travel, depending on their library work
schedules, to performances throughout Clermont County
at community events such as, senior centers (see photo
Figure 19), for day camp children (see Photo Figure 20),
festivals in parks, and at libraries or groups travel to the
events to see them. I traveled to see them perform on
three occasions. These culturally situated performances
not only connect storytellers to their communities by
Photo Figure 20. Cheryl story tells
preserving and creating awareness of beliefs and
to children, and Angela and Kevin
practices but also expose children and adults to folk lore
through oral traditions.
Lisa Breithaupt (see Photo Figure 19) joined the troupe 10 years ago and is now the
leader. The Dreamweavers became an artistic statement for storytelling. “The troupe has gone
through several metamorphoses….” She explained that it used to be that everyone who was a

youth services librarian was required to be on the troupe, but, of course, “storytelling is
something you can’t force someone to do… I think that people began to realize that. Now it’s a
voluntary thing” (L. Breithaupt, personal communication, July 27, 2004). The first performance
when I saw Lisa Breithaupt, Angela Buelsing, and Kevin Issacs was at the Hyde Park Center for
Older Adults Hyde Park. Then a few weeks later, I traveled to CCPL in Owensville to see the
troupe consisting of Angela, Kevin and Cheryl perform for a group of young children from a day
camp and then a third performance at CCPL in Goshen with Lisa, Angela, Kevin, and Cheryl.
In Lisa’s interview she offered that storytelling is not something that she has to do but it
is something that she greatly enjoys doing. Lisa views storytelling as an important outreach,
another aspect of the library reaching a lot of people. Lisa noted that she talks about the library
and if the summer reading program is approaching she takes an opportunity to plug that, “Come
to the library and read over the summer” (L. Breithaupt, personal communication, July 27,
2004). Troupe members say most of their stories come from the books. Lisa, was based at CCPL
Goshen at the time of the study and is seen, (Photo Figure 19) in performance at the Hyde Park
Center for Older Adults. She was born in Pike County Kentucky up in a hollow, but later raised
in Detroit. She is the 7th generation to own the family land near Jenkins. She inherited her love
of stories from her parents and grandparents who told stories when their children were young.
Through five generations of grandparents some stories span time;
one such story told to me is about angels calling on the hill in the
family cemetery. Lisa has a Masters in Library Science and
worked in theatre in college.
Angela (see Photo Figure 21) was a co-founder of
Dreamweavers 11 years ago. She says the purpose of the troupe
was to promote the summer reading
program. She is from Nelsonville,
Ohio, part of the Ohio Appalachian
region but now works at CCPL in
Goshen. Angela has a BA in French
and education and has trained with
Photo Figure 21.
master storyteller, Anita Haller. She
Angela telling a story
says most of her stories come from
books she has read, but she invents “backgrounds”
for the characters. She makes up many stories with
dragons and with a feminist slant. Her “personal
“family” stories often contain a bit of truth that is
Photo Figure 22. Kevin
stretched to make it more interesting, but I always
tells “Jack and the Giant
stays true to the idea (A. Buelsing, personal communication, June,
Killer”
2005).
Kevin, another member of the Dreamweavers Troupe is
from the Renfro Valley area of Kentucky. He heard Bible stories from his great grandmother.
Kevin (see Photo Figure 22) tells folktales, especially Jack Tales. He was trained in classical
music as a singer at Eastern Kentucky University and has Bachelors of Arts in Music and Voice.
He puts these talents to use in telling stories and inflecting his voice to depict different characters
in the story.

The last member of the Dreamweaver Troupe to take part in
Photo Figure 23. Cheryl
the study is Cheryl. The Troupe has her establish a grand opening
ringing in a story
with a mysterious wooden trunk ceremoniously carried in and set on
the floor. Cheryl opens the mysterious trunk, takes out the magical
brass bowl, taps on the bowl and rings in the story (see Photo Figure
23). Then each storyteller performs their story. Audiences of all ages
watch and listen with rapt attention! Cheryl’s husband is from India,
so many of her stories favor Indian folklore. But her favorite story is
“The Pony Tail” and her long hair is the prop as she twists her hair
into a ponytail that is in back, then on the right side, then on the left
side, then on top of her head, then covering her face, all to tell about
a little girl who wore pony tails that everyone copied. But in the end
she tells everyone she is going to shave her head, the next day
everyone has bald heads and she has her ponytail (C. Vason,
personal communication, May, 2005).
Photo Figure 24.
The Cincinnati Public Library is the scene of daily and
Barb in performance
weekly Story Hours told by Barb Childers (see Photo Figure 24).
Barb has worked at this library since 1970, but really started telling
stories in 1982 when working in the children’s department. She
found that all the storytelling she liked to do informally, she enjoyed,
“I didn’t even know I liked telling stories until I really started
working with children, and found out that’s what I’m doing all the
time” (B. Childers, personal communication, April 2004). The
location of the storytelling changes from libraries to health care and
assisted living facilities with the stories serving as both
entertainment and a means to impart regional history.
Bridgeway Pointe, on the Drake Hospital Campus, was the
location of a performance by Martha
McLeod. Martha’s performance took
place in a carpeted community room
with patients grouped in a half circle around her. Martha told the
story about Harriet Beecher Stowe, her life in Cincinnati and of her
work prior to writing Uncle Tom’s Cabin (see Photo Figure 25).
Martha explains that she does a lot with the Creative Aging Circuit,
and stated that in the senior population, “It’s going to be 90 percent
women so, that’s appeal there too. Martha enthusiastically spoke
about her stories and their place in modeling, “Women have been
under done, so when I go into schools I have role models for girls.”
This appeals to Martha me obviously because everything I do, you
Photo Figure 25.
know, the stories. I’m always looking for a nice little undercurrent
Martha displays Stowe
of social value, character development, messages and stuff.”
Martha also tells and performs stories depicting women who have
overcome difficult circumstances to reach their potential, and draws from prominent women of
Cincinnati’s past such as Harriet Beecher Stowe, Harriet Tubman, Annie Oakley, and Sojourner

Truth. For an African American History month performance, she was looking for local interest
connections because it is more interesting for me and it’s marketable, so that’s how Harriet
Beecher Stowe got going. “I can’t remember where I first got the inspiration for that, I don’t
know.” She said, “I got more and more into it, but I mean the book wouldn’t happen without
Uncle Tom’s Cabin” and gestured right over here, in Cincinnati. You know, there’s some
connection. I was looking for cool women. Stories are used as a medium to teach and illuminate
morality and the choices between right and wrong and the fundamental truth that “we’re more
alike as humans than different.” She says, “Storytelling is one of the last vestiges of imagination”
(M. McLeod, personal communication, February 2005).
Hannah Sue Cooper performed at the O’Bannon Terrace
Assisted Living Center in Goshen (Clermont County), Ohio where
she had done her first performance 2 years before. Hannah Sue’s
dress (see Photo Figure 26) is made from an old feed sack and
represents “the way women and girls dressed in the more remote
mountain regions. They made use of everything; nothing went to
waste, not even feed sacks (H. Cooper, personal communication,
Feb. 2005).
Figure 7 illustrates the layout of the community dining
room at the O’Bannon Terrace, where Hannah was waiting for me
and where she performed. We ate dinner with the ladies and after
Photo Figure 26.
dessert, Hannah told humorous stories and jokes in the beginning.
Hannah in period dress
Then her stories took on a more serious tone as she told about
helping a battered women and her child that she met in a Waffle House near Cincinnati. Some of
these women knew Hannah and she told them of her husband’s long illness and death nearly 4
months earlier. This life experience led Hannah to write a poem late one night that she read to
these ladies. The free verse poem titled “My People” describes Hannah’s mother taking food to
neighbors, sending cards, giving flowers and helping others whom she called “my people.
Hannah had not understood her mother and her people until Travis died. Hannah’s family and
friends took her food, sent cards, gave flowers, and offered any kind of help needed; now they
have become Hannah’s people. Hannah says:
“I’m always ready to learn something new and do things that would help people, like
when I tell my stories, especially like about my mommy, you know, my Wanda May
story. That’s such a good touching story and even people that are down and out it cheers
them up and it touches their heart, you know?” (H. Cooper, personal communication, Feb
7, 2005). Hannah has a special ministry in which she tells her stories that speak to women
and shares them in women’s correctional facilities. She also performs for Christian
organizations, gardening and herbal groups, historical societies, schools, and community events.

Figure 7. Layout of dining room and performance area O’Bannon Terrace in Goshen

Rows of tables
Dessert
Table

Table

Residents seated on both sides of
tables

Rows of tables

Table

Hannah Sue
performed her
storytelling.

Food table
where
everyone
served
themselves

Table

On the third Thursday of February 2005, I attended the Greater Cincinnati Storyteller
Guild Meeting held at Farbach Werner Nature Preserve, one of the Hamilton County Parks. The
meeting was held in a lodge type log room with preserved owls
Photo Figure 27. Robert
and other various birds, squirrels, possums, and fox and many
finds story inspiration in
educational displays. In is in this environment that the storytellers
books
gather to tell tales, scary tales, fairy tales, Indian lore and legends,
and folk stories. Folding chairs were set up for the audience that
totaled near a dozen. At this meeting were Sue Cox, President;
Sandy Messerly, Vice President, Robert Terwillegar and Paul
Ingram, secretary and treasurer, respectively. Each officer told a
story that lasted about 20 minutes and had interaction with the
audience. The guild’s purpose is to preserve the ancient folk art of
storytelling. Guild meetings and members follow a theme for the
stories they tell at meetings each month. When members perform
out in the community they too attempt to follow the theme in their
performance. This meeting occurred in February so the theme was
love. Tellers are presented in the order in which they told at the
meeting. Robert became a participant in the study at this meeting and later invited me to his
home for his interview and lunch with him and his wife. Robert, a retired teacher, is also the
guild historian and shared many folders of past guild events,
newsletters, clippings, and photographs (see Photo Figure 27). At
the guild meeting he told a classic Greek love story about Philmont
and Bacchus. The next teller that evening told a Cherokee legend.
Sandy (see photo Figure 28) told a Cherokee story about the
first woman and man having a quarrel. She left and ran into the
garden, the , the Great Spirit placed various flowers in her path in
Photo Figure 28.
an effort to slow her, but it was not until the strawberry was in her
Sandy after her
path that she smelled the sweet fragrance, took a bite and was
overwhelmed with the desire to share the fruit. She returned to her
man and gave him some strawberries to show her love. The
strawberry is shaped like a heart tastes sweet representing the sweetness of love, and is red
symbolizing love.

The third teller, Paul Ingram (see Photo Figure 29), told a story from a child’s storybook
called, Thomas and the Shooting Star. He created many sound effects and included the audience
so that everyone in the small group was laughing. That evening Sue, a retired Kindergarten
teacher, produced her bag of puppets. Paul used one of her
puppets that looked like a large red mouth and improvised
Photo Figure 29. Sue and
conversation with children in the audience. Children became
puppeteer-storyteller, Paul
quite interactive with the storytellers as they were telling.
One little girl walked right up to Paul and put her hands in the
puppet’s mouth and repeatedly interrupted him. Paul Ingram
often uses puppets in his stories and makes them interact with
the audience. The last two events featured are fund raisers for
Cincinnati community fine arts and performances.
Cincinnati’s 19th Annual Fine Arts Fund Sampler
Weekend showcases local arts for two days annually in midFebruary by providing events through Greater Cincinnati free and open to the public. For over 19
years, this artistic tradition has become a community tradition. For the 2004 event, the Fine Arts
Fund Weekend offered over 180 distinct events at 55 venues across the region, including
Middletown, Ohio and Aurora, Indiana. First I attended the event in downtown Cincinnati to
observe Martha McLeod in two performances. This year, the Enjoy the Arts office was the
location hosting, Martha McLeod, who told stories drawn from history, legends, and traditions of
many cultures, including a story about Abraham Lincoln and a little girl who wrote him a letter
about growing a beard and a story about the Underground Railroad and Harriet Beecher Stowe. I
then drove out to Milford to see Sandy Messerly tell her dragon tales and Celtic lore.
Discussion
These professional storytellers introduced in this article through performance reconstruct
for the audience segments of their lives from the context of their memory but in the
environmental context of the moment shared with the audience. In the professional storyteller’s
repertoire of lived experiences and folklore lays the sources of their stories. This chapter focused
on the settings, the professional storytellers as participants and excerpts of life history that
influenced the routines. The events occurred indoors and outdoors in diverse settings throughout
Greater Cincinnati: at events to create cultural awareness of Appalachian traditions, at festivals
celebrating Appalachian and Shawnee cultures, and at community-wide fine arts awareness
which among the many artists and performers, storytellers were featured. Professional
storytellers are introduced at each representative event in which they performed. The festival
environment was representative of performance environments with a celebratory atmosphere,
traditional and cultural food and rousing music performed in a variety of modes, dulcimer,
fiddle, banjo, and guitar and artisan demonstrations of diverse mountain crafts and forms of art.
Present at all the festivals and cultural events are the professional storytellers who captivated
audiences in chairs, on bales of hay, or in the grass with stories of time-honored traditions and
life history. Interpretive conceptual maps drawn from field notes, sketches, and photographs
provide overviews of activity and the location of the professional storytellers in relation to
audience, other performers, sound systems, demonstrations, exhibitors and food purveyors at the
events. Storytellers hold their stories in trust for future generations. Neeake spoke of stories he

tells as a sacred trust and represent the balance of al life. Some stories of fairy tales and dragons
trace to cultural folklore from Europe and other tales of bears and man reflect Shawnee cultural
beliefs.
Performance content themes link the professional storytellers’ memory and family
history, as well as, folklore, both regional and cultural to their stories. Stories of these
professional tellers revolve around memories of family and other relatives, both real and
imagined. Stories told by relatives while working or in moments of leisure capture the moment.
Mountain life stories often depict a bygone time of hardship, but the sense of family and
community are closely associated with mountain identity. Folklore of the region focused on
Appalachian cultural traditions and Native American folklore. Means to earning a living, family
migration, labor and mountain community practices became vivid. Sacred beliefs and traditions
created stories of creation, cooperation, and the balance of life. Community practices and means
of offering support often played into the health issues that were portrayed in stories from
diseases of decades ago to herbal remedies and to labor and delivery.
Findings reveal that storytellers interpret the stories they tell and construct their own
realities because a vantage point of a life story provides a platform with which to reflect on
personal experiences through the lens of the story and to situate family histories for the audience
through the performance. Storytellers mediate their action to narrate and perform their stories
throughout their communities at various events to make aware and to entertain, at festivals, in
educational settings and libraries to create diverse and varied social contexts. Their narratives
serve as cultural tools for representing their past and sharing stories with future generations.
Storytellers, use the oral traditions, storytelling, and narrative performances to socially transmit
behavior patterns, economic structures, community settlement or community patterns such as
family migration, and ways of life, ways of social grouping, political organization, religious
beliefs and practices. Findings further reveal that those oral narratives are informed by life events
involving: family, mountain life, identity, folklore, living means, sacred beliefs, community
practices and heath. Based on these storytellers’ perspectives, stories accomplish more than
preservation of cultural values. Stories are dynamic and ever-changing with each telling.
Through the lens of the story, storytellers’ personal interpretations are transmitted to audiences.
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Abstract
Based on the theories of critical thinking and writing, a two-class-session teaching activity,
Comic-Strip-based Dialogue, was designed for 26 Engineering-major undergraduates (males:
23; females: 3) to promote their English conversation proficiency, excite their imagination,
stimulate their creativity, and develop their critical thinking and writing skills. Two research
questions sought to motivate the study: (1) how did the undergraduates respond to the
Comic-Strip-based Dialogue activity in terms of English conversation practices? and (2) how
did the undergraduates relate the Comic-Strip-based Dialogue activity to critical thinking and
writing? Data sources included a course evaluation questionnaire, the instructor’s journal
writing, a class blog, and students’ reflection papers. The results of the study indicate that the
use of six strips significantly enhances English conversation proficiency and develops critical
thinking and writing skills. Further, the current paper provides several students’ creative team
dialogues for evidence and sharing. In particular, the activity may stimulate other teachers to
help students gain a higher level of language acquisition by applying this activity to their own
teaching contexts. The activity may also encourage other researchers to work on further or
different research studies pertaining to this Comic-Strip-based Dialogue activity.

Key words: Comic-Strip-based Dialogue; English conversation; critical thinking; critical
writing; class blog

Introduction

The term “visual literacy,” greatly impressed the instructor when he read an article
entitled “From Analysis to Design: Visual Communication in the Teaching of Writing”
(George, 2002). He assumed that his students were visual learners. Therefore,
designing a syllabus for an English Conversation course offered in the spring of 2005,
he decided to incorporate comic strips into one of his course activities, named
Comic-Strip-based Dialogue Activity, for two class sessions.
It was the first time he tried such a teaching activity in class. He was not sure of
the degree to which the students would positively respond to the activity in terms of
English conversation practices and critical thinking-and-writing, but he felt interested
in the experimentation. The researchers also took an interest, and decided to
investigate whether the students would regard this teaching activity as a good way to
boost their English conversation ability and foster the habit of critical thinking and
writing.
Purpose of the study
The research study aimed to investigate 26 five-year undergraduates’ responses to the
Comic-Strip-based Dialogue activity in terms of English conversation practices and
self-rating the effectiveness of developing their critical thinking and writing skills.
Research questions
The following two research questions were produced to motivate the study:
1. How did the students respond to the Comic-Strip-based Dialogue activity in terms of
English conversation practices?
2. How did the students relate the Comic-Strip-based Dialogue activity to critical
thinking and writing?
Conceptual framework
In this study, the conceptual framework encompassed the theory of critical literacy.
Team thinking and writing in class is a creative group act as well as a social practice
(Beaufort, 2004). The following definition of critical thinking and critical writing by
Wang, Wang, Wu, and Kuo (2005) is employed in this study:
Critical thinking: “a learning process in which students are encouraged to brainstorm
and create works based on their prior knowledge and experiences,
respond thoughtfully to diverse perspectives, and foster cooperative

peer-relationships”
Critical writing: “a writing process in which students complete tasks as a way of
turning their thinking into writing”
To help students understand the meaning of critical thinking and writing, the
researchers listed their definitions in the final evaluation questionnaire (see Appendix
A) and explained them in English and Chinese before the students responded to the
questionnaire.
Methodology
Informants
For the sake of convenience of sampling, the instructor and his students were recruited
for participation in the study. The instructor has been trying to incorporate the
conception of critical literacy into his teaching classes since he started teaching in a
college three years ago.
The students of the five-year college were 26
Mandarin-speaking undergraduates majoring in Engineering at a prestigious rural
university in the mid-southern Taiwan. Table 1 shows that these students were 23
males and 3 females; 24 of them were third-year students and 2 of them fifth-year ones.
Table 1. Demographic data: grade and gender
Grade

Male

Female

Total

Third-year

21

3

24

Fifth-year

2

0

2

Total

23

3

26

Comic-Strip-based Dialogue activity
The Comic-Strip-based Dialogue activity was conducted in class in the 12th week of
the spring semester in 2005. During that week, the whole class was divided into six
groups. Each group filled in the word balloons in six separate Garfield strips which
had the original words blanked out. All group works (see Appendix B) were scanned
and shown on the screen for the students to practice. After that, they practiced the
original dialogues in the six Garfield strips.
Data sources and collection procedures
Data collection comprised the students’ final evaluation questionnaires, the instructor’s
journals, the students’ class weblog responses and their final reflection papers.
1. Final evaluation questionnaires

Based on an Indiana University Teaching Evaluation form of the academic year of
2004-2005, the anonymous five-point evaluation questionnaire was designed for the
study. It comprises 17 items. It was administered in the classroom during the last
week of the spring semester of 2005. Among the scaled items, only the responses to
items 5 and 6 are analyzed and are discussed in this research. The responses to the
other items are not reported inasmuch as these questionnaire items are not related to
the current study.
2. Instructor’s journal entries
The instructor’s weekly journal writing contained his reflections about the activity
and class interaction. Only the 12th weekly journal entry is considered since the
Comic-Strip-based Dialogue activity was untaken then and the students’ team
dialogues were practiced and then presented in that week.
3. Students’ class blog responses
The class blog was a website (http://blog.sina.com.tw/archive.php?blog_id=7049
&md=entry&id=75) where the instructor and his students posted their weekly
comments to the course activities and their feedbacks about some of them. In this
study, only the blog sources of the 12th week are reported, as those of the other weeks
are beyond the scope of this study.
4. Students’ final reflection papers
Students’ final reflection papers, which were required to be submitted in the 17th
week of the spring semester, were mainly concerned with how the students
responded to all the course activities in general and how they related them to critical
thinking and writing skills.
Discussion and findings
Observing these students for two class periods, the researchers found most of them to
be interested and involved in the activity. As well as the results of questionnaire items
5 and 6, the researchers discussed the data collected from the instructor’s journal
writing, the students’ class blog responses, and the students’ final reflection papers.
The following discussion and findings correspond to the research questions and are in
two categories: 1) final evaluation questionnaires and 2) excerpts from the participants’
reflections, with English translations of the students’ Chinese versions, and the
instructor’s English journal writing.
1. How did the students respond to the Comic-Strip-based Dialogue activity in terms of
English conversation practices?
1) Final evaluation questionnaires

Table 2 shows the results of questionnaire item 5 “I rate the activity, Comic-Strip-based
Dialogue, as helpful for increasing my English conversation ability.” To be specific,
Table 2 indicates that 20 out of the 26 students (77%) strongly agreed or agreed that the
Comic-Strip-based Dialogue activity was helpful in promoting their English
conversation proficiency, which is also reflected in the mean value, 4.19, of item 5.
Table 2. Results of the rating scaled item 5 “I rate the activity, Comic-Strip-based Dialogue, as
helpful for increasing my English conversation ability.”
Rating

5

4

3

2

1

Total

Responses

11

9

6

0

0

26

(Percent)

(42%)

(35%)

(23%)

(0%)

(0%)

(100%)

Total

55

36

18

0

0

109

Mean Value

4.19

*5: Strongly Agree; 4: Agree; 3: Neutral; 2: Disagree; 1: Strongly Disagree

However, there were still 6 students (23%) who were not certain whether this
activity did help them increase their English conversation competency. Based on
follow-up discussions with the instructor, the researchers inferred that these six
students might doubt whether the Comic-Strip-based dialogues were authentic or
practical enough for English conversation practices.
2) Excerpts from the participants’ reflections
(1) “Today’s course activity was named Comic-Strip-based Dialogue activity. Most
of the audience appeared attentive while their classmates practiced their team
works. Rather, everyone did their best to make it a success to practice their
dialogues.” (Instructor’s 12th journal writing)
(2) “Every classmate was very creative…. Garfield has become a medium of
creativity…. Further, Garfield is really funny…. This activity was more or less
helpful for enhancing our English conversation ability.” (Student’s class blog
response)
(3) “Garfield strips… Very funny. The team dialogues we created were very funny.
This teaching activity not only encouraged us to practice English conversation but
also promote our learning motivation.” (Student’s final reflection paper)
2. How did the students relate the Comic-Strip-based Dialogue activity to critical
thinking and writing?
1) Final evaluation questionnaires
Table 3 displays the results of questionnaire item 6 “I rate the activity,

Comic-Strip-based Dialogue, as helpful for increasing my critical thinking and writing
ability.” It indicates that 25 out of 26 respondents (96%) strongly agreed or agreed
with the effectiveness of the Comic-Strip-based Dialogue activity in boosting critical
thinking and writing, which is also reflected in the mean value, 4.38, of item 6.
Table 3. Results of the rating scaled item 6 “I rate the activity, Comic-Strip-based Dialogue,
as helpful for increasing my critical thinking and writing ability.”
Rating

5

4

3

2

1

Total

Responses

11

14

1

0

0

26

(Percent)

(42%)

(54%)

(4%)

(0%)

(0%)

(100%)

Total

55

56

3

0

0

114

Mean Value

4.38

*5: Strongly Agree; 4: Agree; 3: Neutral; 2: Disagree; 1: Strongly Disagree

Only one student (4%) was not sure that this activity helped enhance his/her
higher critical thinking and writing skills. Based on the follow-up discussion with the
instructor, the researchers guessed that the responding student’s real-life experiences
might not be rich enough for critical outputs. Or s/he might have been used to being a
passive learner, not a critical thinker. Or s/he might have been impatient with routine
critical thinking and writing after almost two-thirds of the semester, just as one student
wrote in his final reflection paper, “The troublesome thing in this class was that we
were required to create team dialogues every week.”
2) Excerpts from the participants’ reflections:
(1) “By interpreting the Garfield comic strips, each group tried their best to use their
imagination to make their team dialogues funny and meaningful.” (Student’s
final reflection paper)
(2) “For us, the image of Garfield is one of laziness and naughtiness. Thus we
produced our team dialogues relating to laziness and naughtiness.” (Student’s
final reflection paper)
(3) “The Comic-Strip-based Dialogue activity offered us the opportunity to practice
our imagination and creativity. I love this teaching method. We could connect
words to pictures and this could help us memorize them and arouse our learning
motivation.” (Student’s final reflection paper)
(4) “Garfield strip is interesting. The group dialogues created by each group on the
basis of the pictures were really funny, even though they totally differed from the
original versions. For example, the rat chases Garfield because of the rat’s
birthday; the rat wants to marry Garfield in the hope that they can have their own
baby; Garfield runs away because he is afraid of the rat.” (Student’s final

reflection paper)
(5) “It’s ‘cute’ to create the dialogues between Garfield and other characters…. Each
group used their imagination to finish the task. Each team dialogue was unique.
If Garfield read our works, he would find them funny. However, I would say,
“What a cute Garfield!” (Student’s final reflection paper)
(6) “The following scenes were created by our classmates: 1) “Garfield would help
the boy fetch a cup of tea, but he hits something and then faints. Garfield asks,
‘Are you helping me?’ 2) A big guy has a fight with the boy because Garfield stole
his garlic. The boy asks Garfield if he really did it. Of course, Garfield denies the
fact.” (Student’s final reflection paper)
(Note: ‘Garlic’ is the nickname of the writer of this reflection paper. One group
teased him by incorporating his nickname into their group dialogue.)
Conclusions
For the instructor and his students, this English conversation class was a dynamic place
of growth, interaction, development, transformation, reflection, and entertainment.
Also, it was an environment for students to cultivate their unique voices in the
Comic-Strip-based Dialogue activity. Generally speaking, the Comic-Strip-based
Dialogue activity that invited the students to open their minds to one another’s
experiences and knowledge made them enjoy learning and further understand the
importance of various voices and of mutual learning.
The results displayed in Tables 2 and 3 show that these 26 college students tended
to have a positive attitude toward the efficiency of the Comic-Strip-based Dialogue
activity in promoting English conversation proficiency, and in boosting critical
thinking and writing. In addition, passages from the informants’ reflections (i.e., the
instructor’s journal writing, the students’ class blog responses and the students’ final
reflection papers) also support the effectiveness of the instructional activity.
One possible reason has been mentioned to explain why six respondents in Table 2
did not give a high rating to questionnaire item 5: They might not have thought of the
comic-strip-based dialogues as appropriate for conversation practice. On the other
hand, several possible reasons have been discussed to explain why one respondent in
Table 3 did not have a high rating of questionnaire item 6: 1) S/he might have had less
real-life experience for critical outputs; 2) S/he might not have been used to thinking
and writing critically; and 3) S/he might have felt impatient with weekly thinking and
writing practices.
This study has taken stock of a course activity that focused on the improvement of
students’ English conversation ability and the development of critical thinking and

writing skills in a comfortable learning environment. It supports the theory of critical
literacy and that of learning-by-doing, i.e., conversing by thinking and writing in this
activity. In addition, the application of the class blog not only offered the resources of
data analysis for the current study but also created a place for the informants to
critically interact with one another.
The results of the study may encourage interested instructors to integrate critical
thinking and writing theories, and diverse multi-media within any courses.
Additionally, the findings of this study may encourage the interested researchers to
examine whether this Comic-Strip-based Dialogue activity could be successful in
classes such as English Reading and English Listening & Speaking, whether this
activity is a good strategy to help Applied Foreign Languages majors or English
majors to promote their English conversation ability and encourage them to foster
critical thinking and writing interests, and whether the activity could be successfully
applied to English classes of different levels.
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Appendixes
Appendix A

Evaluation Sheet (English Conversation 2)
Final, Spring 2005*

Department/Grade: _______________

Gender: _______________

Definitions
Critical thinking: a learning process in which students are encouraged to brainstorm
and create their works on the basis of their prior knowledge and experiences, respond
thoughtfully to diverse perspectives, and foster cooperative peer-relationships.
Critical writing: a writing process in which students complete tasks as a way of turning
their thinking into writing.
Use the following response categories. Please write down the numbers (5, 4, 3, 2 or 1)
in the boxes. Many thanks!!
5: Strongly Agree

4: Agree

3: Neutral

2: Disagree 1: Strongly Disagree

Item
01. Overall, I increased my English conversation ability through the course
activities.
02. Overall, I increased my critical thinking and writing ability through the
course activities.
03. I rate the activity, Children’s-Poem-based Dialogue, as helpful for
increasing my English conversation ability.
04. I rate the activity, Children’s-Poem-based Dialogue, as helpful for
increasing my critical thinking and writing.
05. I rate the activity, Comic-Strip-based Dialogue, as helpful for increasing
my English conversation ability.
06. I rate the activity, Comic-Strip-based Dialogue, as helpful for increasing
my critical thinking and writing.
07. I rate the activity, Sound-off-video-clip Dialogue, as helpful for
increasing my English conversation ability.
08. I rate the activity, Sound-off-video-clip Dialogue, as helpful for
increasing my critical thinking and writing.
09. I rate the activity, Printed-characters-based Dialogue, as helpful for
increasing my English conversation ability.
10. I rate the activity, Printed-characters-based Dialogue, as helpful for
increasing my critical thinking and writing.

Score

11. I rate the activity, Episode-based Dialogue, as helpful for increasing my
English conversation ability.
12. I rate the activity, Episode-based Dialogue, as helpful for increasing my
critical thinking and writing.
13. The level of difficulty of this course was appropriate for me.
14. I rate the packet (the textbook) as good.
15. I rate the class blog as helpful for increasing my critical thinking and
writing.
16. Overall, my teacher used class activities well suited to this course.
17. Overall, I rate the quality of the course as good.
Total Score (Items 01-17)
* This instrument adapted after Indiana University Teaching Evaluation form,
academic year 2004-2005.
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The Learning Attitude on Multimedia in Teaching EFL Students.
Chin-Ming Wang
Huey-Ju Lin
National Changhua University of Education
Abstract
English is a Foreign language in Taiwan, so it is not easy for Taiwanese students
to learn English very fluently. However, English becomes more and more important
in Taiwan, and Taiwan’s Ministry of Education asks 50% of students to pass basic
level of General English proficiency Test (GEPT) by 2007. Therefore, English is a
challenge for students. The researcher proposes an instruction based on multimedia
to motivate students to learn English.
Bagui (1998) states that people normally remember much more of what they see
and hear, than of what they hear or read. Meanwhile, the researcher suggests that
learning through more than one channel can enhance an individual’s utilizable
knowledge foundation. Likewise, William (1983) notes that the function of brain is
plenty. It can manage diverse channels concurrently, hence it facilitates multimedia
to develop better learning.
Multimedia integrates the following methods of demonstration: (1) audiotapes,(2)
video, (3) DVD, (4)computer, (5) graphics, (6) broadcast, and (7) text (Tsai, 2004).
The research adopts American movie, American soap opera, newspaper, television,
broadcast, story book, website, and English songs to teach EFL students to learn
English.
The purposes of this study are two-fold. First, this study aims to apply
multimedia in teaching EFL students. In addition, this study aims to investigate the
learning attitude after apply multimedia in teaching EFL students.
The researcher adopts multimedia as a way in her English class. Sample of this
research is 45 university students. At the middle and end of semester, each student
was interviewed by the researcher regarding their learning attitude of multimedia
instruction.
Major findings were as follows: (1) students agree that it is effective to use
multimedia to learn the target language. (2) students’ English proficiency progressed
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through their portfolios. (3) less proficient students’ English proficiency progressed
better than proficient students’ English proficiency. GEPT has become a criterion to
decide if students can find a good job or enter a famous graduate school. Hence,
multimedia is a good way to change students’ learning attitude toward the target
language and increase students’ English proficiency.
Keyword: English teaching, EFL students, American holidays, learning attitude
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The Learning Attitude on Multimedia in Teaching EFL Students.
Chin-Ming Wang
Huey-Ju Lin
National Changhua University of Education

Research motivation
English is a Foreign language in Taiwan, so it is not easy for Taiwanese students
to learn English very fluently. However, English becomes more and more important
in Taiwan, and Taiwan’s Ministry of Education asks 50% of students to pass basic
level of General English proficiency Test (GEPT) by 2007. Therefore, English is a
challenge for students. The researcher proposes an instruction based on multimedia
to motivate students to learn English.
Bagui (1998) states that people normally remember much more of what they see
and hear, than of what they hear or read. Meanwhile, the researcher suggests that
learning through more than one channel can enhance an individual’s utilizable
knowledge foundation. Likewise, William (1983) notes that the function of brain is
plenty. It can manage diverse channels concurrently, hence it facilitates multimedia
to develop better learning.
Multimedia integrates the following methods of demonstration: (1) audiotapes,(2)
video, (3) DVD, (4)computer, (5) graphics, (6) broadcast, and (7) text (Tsai, 2004).
The research adopts American movie, American soap opera, newspaper, television,
broadcast, story book, website, and English songs to teach EFL students to learn
English.

Purpose
The purposes of this study are two-fold. First, this study aims to apply
multimedia in teaching EFL students. In addition, this study aims to investigate the
learning attitude after apply multimedia in teaching EFL students.

Literature Review
The purpose of this chapter is to review the literature pertinent to this study. The
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following two categories of research will be examined: multimedia and attitude.

Multimedia
Multimedia is a combination of technologies. It combines methods of
demonstration, such as audiotapes, video, DVD, computer, graphics, broadcast, and
text, etc (Tsai, 2003). Willis (1983) asserted that the brain can operate different
channels simultaneously, thus enabling multimedia to produce better learning.
Likewise, Lonergan (1989) also suggested that learners can comprehend the content
of a videotape more easily than that of the audiotape. He asserted the significant
feature of video film is their ability to demonstrate complete communication
situations. The combination of sound and vision is dynamic, instant and accessible.
Many researchers also agreed the effectiveness of applying videos o teaching foreign
languages (Collins, 1987; Hutchings, 1984). Collins (1987) pointed out that children
can be encouraged to read and to read it more interestingly than before. Hutchings
(1984) also confirm the importance of videos as a teaching resource in foreign
language teaching.
Audio and visual media have the following characteristics:
(1) As a teaching assisting tool: Teachers can use audio and visual assisting tools or
other teaching tools to cooperate with teaching, which can make teaching content
become more concrete, substantial, and let students more comprehensible.
(2) Become a message spreader: When audio and visual media combine, it has more
effective. For example video media could be designed come a complete teaching
information and to present the teaching content, to spread teaching message.
Meanwhile, can learn the content through watching and listening.
(3) Become individual learning: Audio and visual medias can be designed into
individual style. Students can watch it in the class or after class, which can suit
for different level of students. Students can also control their learning speed.
(4) Enhance remedy teaching: For those students who can not adapt teachers’
teaching schedule, they can watch the videotape individually in order to catch
rate of progress.
(Chu, 1996).
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Attitude
Definition
Attitude refers to a predisposition to objects, persons, groups, situations, or any
other identifiable abstract idea and social policies. Attitudes are expressed in opinion
statements and frequently linked to cognitions, particularly to beliefs about the
attitude objects. Moreover, attitudes are sometimes linked to actions that we take
with respect to the attitude objects. Therefore, social psychologists have typically
studied attitudes as one component of a three-part system. The cognitive component
is composed of beliefs, the affective component is composed of attitudes, and the
behavioral component is composed of actions (Atkinson & Hilgard, 1987).
According to Simpson, Koballa, and Oliver (1994), the main elements to success
in education often depend on how a student feels toward home, self, and school. In
their study on the affective aspects on science learning, they found out there are
three educational aspects: cognitive, psychomotor, and affective. Attitudes, values,
belief, opinions, interests, and motivation belonged to affective aspect, which are
important issues related to second language acquisition. Attitude is usually divided
into three dimensions: feeling, cognition, and behavior. Common definition of
attitude is an inclination to respond positively or negatively to things, people, places,
events, or ideas. They also define attitudes in things, people, and places as its typical
object, which includes affect, cognition, and behavior.
Learning attitude
Goldberg (1990) conducted a study in a well established private school in a
rapidly expanding community. The majority of residents in this community are
middle class home owners. The purpose of this study is to involve parents in their
children’s mathematics learning. The researcher offers six workshops for parents to
discuss relevant information and mathematical activities. There is also a meeting for
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3rd graders through 6th graders to introduce exciting and stimulating math activities.
The results suggested that children usually demonstrated higher performance and a
healthier attitude toward their school work if their parents are actively involved in
school matters.
In Sinclair’s (1994) study of 179 high-school biology students in three public
high schools in a metropolitan area of Louisiana, he used both qualitative and
quantitative methodologies to investigate the effects on learning, motivation, attitude,
classroom participation, and critical thinking when prediction activities were used in
the teaching of genetics. The results indicated that there is a significant and positive
correlation between achievement motivation and attitude toward science.
In Littlewood’s (2001) study, he examined 2,656 students in eight East Asian
countries and three European countries. He investigated students’ attitudes towards
classroom English learning from the following four aspects:
1. students’ attitudes to working in groups;
2. students’ attitudes to speaking out in open class;
3. students’ attitudes to authority in the classroom; and
4. the nature and strength of students’ motivation
The findings were as follows:
1. Most students in the eleven countries are suspicious about the traditional
authority structure of the classroom.
2. Most students in the eleven countries wish to actively engage in their
learning.
3. Most students in the eleven countries have a positive attitude towards
co-operating in groups for the sake of achieving common goals.
4. In the eleven countries, responses of each student varied greatly.
5.

Within one county or culture, a range of differences could be expected.

However, the differences are greater between individuals within each country or
culture.
Strobelt, & Chen (2003), investigated 152 high school students’ attitude toward
learning a foreign language, most students agree that learning a foreign language
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can increase job opportunities and the foreign language should be offered in
elementary school. Also, they are interested in the culture, want to travel to the
country where the foreign language was spoken and talk to the native speaker. The
reason why they are learning the foreign language are the following: they have
friends who speak the foreign language and they want to meet the college entrance
or high school graduation requirements. However, some students complain that the
language they want to learn was not offered at their school.
Lin (1995) asserted that learning attitude was confined by learning motivation.
Learners acquire learning attitude through some experience in learning activities.
The most important aspects of attitude as follows: attitude toward teachers,
attitudes towards class, attitude toward assignment and attitude towards assessment
criteria.
Chin (1992) pointed out that learning attitude was defined as students have a
positive or negative evaluation toward the learning content under the influence of
environment. In general, learning attitude can divided into attitude toward
coursework and learning environment.
Wang (1990) suggested that learning attitude is a psychological preparation,
maybe it is only a direction of learning behavior, but it is concert and sustained. The
formation and change of learning attitude related to personal learning environment
which includes teacher, classmates, material, family background, cultural
background and school environment.
In Pan’s (2002) study, she investigated twelve elementary schools, three
hundred ninety three students’ English learning attitude. She examined students’
attitude toward (1) course (2) teachers (3) assignment, (4) concentration (5) actively
learning. The results are the following: (1) female’s English learning attitude is
better than male. (2) private elementary school students’ English learning attitude is
better than public one. (3) students with higher social status, their English learning
attitude is better than low social status.(4) students’ concentration and actively
learning can predict students’ attitude toward course, teacher assignment. The
prediction can reach 44.2%~52.1%. (5) students’ personal information (school, sex,
social-status) can predict students’ English learning attitude, which can reach 14%.
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Compeau and Higgins (1995) defined “computer self-efficiency” as individual’s
judge toward their computer ability. It does not focus on what did they do in the past,
but focus what they will complete in the future. Furthermore, it does not focus on
computer operation skill, but focus on if they can apply the skill and complete
different task. Levine (1997) pointed out that computer self-confidence will greatly
influence learners’ effort toward learning computer. If their computer self-efficiency
is low, it may result their anxiety or rejection to use computers.
In conclusion, this study will combine the above researchers’ idea and develop an
interview outline, which are the following: (1) students’ personal characteristics:
ability, motivation and attitude; (2) teachers’ expectation and attitude toward
students; (3) students’ surrounding environment: family, peers and classroom
atmosphere; (4) teaching method and materials, and (5) computer self-efficiency.

Research Method
The researcher adopts multimedia as a way in her English class. Sample of this
research is 45 university students. At the middle and end of semester, each student
was interviewed by the researcher regarding their learning attitude of multimedia
instruction.

Result
The researcher adopt five aspects to identify learning effectiveness: (1) Students:
ability, motivation, and attitude; (2) Teachers: expectation and attitude to students;
(3) Surrounding environment: family member, peers and classrooms atmosphere;
and (4) Teaching: teaching method and material. (5) Computer self-efficiency.
1. Regarding students’ aspect:
(1) Ability: Since the researcher asks students to deliver report regarding
English TV news, English broadcast, English magazine, English newspaper, English
movie, English songs, students find it very interesting to learn English through those
different media.
It is very interesting for me, so I have high motivation to learn English through
different media. At first, I think it is very difficult for me. Finally I get used to it. Among
9

those media, I like English movie most. I have a positive attitude toward this course.
I did not like it at the beginning, but I found it very useful for me. Among the
media, I like broadcast most. I like to learn English through English broadcast. I can
listen to it through a computer or a CD player.
2. Teachers’ expectation and attitude to students:
My teacher expects us to get used to the media, then chooses content which they
are interested. Furthermore, teacher’s attitude toward us is flexible.
My teacher asks us to understand the content and listen to other classmates’
report.
3. Surrounding environment: family members, peers and classroom atmosphere
(1) Family members and peers:
My sister studies abroad before, so her English proficiency is very high. However,
my English proficiency is low, and I have to study hard.
My girl friend’s major is English. She usually encourages me to study English, so
I need to study hard.
(2) Classroom atmosphere:
Most of my classmates have to work at day time, so we value the time when we
study together and we always have a good classroom atmosphere.
Our classroom atmosphere is very good. Most students like to participate in the
classroom activity.
4. Teaching: teaching method and material.
I like the teaching method and material, because I can choose the content which I
am interested.
I can learn English through different media instruction, so I won’t get boring. I
think my English improve a lot.
5. Computer self-efficiency.
Some media need to use computer, I have computer anxiety so I fear that I can not
learn it well.
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I usually use computer to log to internet and talk to somebody on line, so I do not
have difficulty in using computers.
Major findings were as follows: (1) students agree that it is effective to use
multimedia to learn the target language. (2) students’ English proficiency progressed
through their portfolios. (3) less proficient students’ English proficiency progressed
better than proficient students’ English proficiency. GEPT has become a criterion to
decide if students can find a good job or enter a famous graduate school. Hence,
multimedia is a good way to change students’ learning attitude toward the target
language and increase students’ English proficiency.

Conclusion
This class belongs to night school, so most students have jobs at day time.
Currently, they are third grade, and they will graduate next year. Therefore, the
researcher adopts many different kinds of media, and assign them to deliver report
regarding English TV news, English broadcast, English magazine, English
newspaper, English movie, English songs, and most students find it very interesting
to learn English through those different media. Since English is a foreign language in
Taiwan, most students do not have too many opportunities, especially for those
students who live in remote places. However, Taiwan’s Ministry of Education asks
50% of students to pass basic level of General English proficiency Test (GEPT) by
2007. It is an important issue to notice how to help students to increase their English
proficiency, and enhance students’ learning motivation. The researcher use different
media to increase students’ motivation to learn English and help them improve their
English proficiency, which proved in this study is effective.
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Meeting the Needs of Mississippi Delta Reading Teachers: A Report on
Mississippi Valley State University’s NCLB 2005 Summer Reading Institute
Introduction
It is widely recognized among educators and researchers that teacher quality is a
key component of students’ achievement. The teacher’s content knowledge, pedagogy,
and cognitive ability are closely correlated with effectiveness of classroom teaching and
increase in student achievement. As mandated by the No Child Left Behind Act (NCLB)
2001, every child should be taught by a highly qualified teacher in core academic areas
such as reading. Reading has become a widely discussed issue in research and schools.
The Mississippi Delta, an 18-county region in the north western part of the state
of Mississippi, ranks among the poorest regions in the nation. Mississippi Valley State
University (MVSU) is located in the heart of the Mississippi Delta, where 34 percent of
the black population of the state lives. Five school districts around MVSU (Greenwood
Public School District, Leflore County School District, Indianola School District,
Sunflower School County District, and Shaw School District) are comprised of
predominantly African American students (96%). All of these five school districts receive
Title I funds. The Mississippi Curriculum Test (MCT) (2005) shows that in the school
year of 2004 - 2005, only 35.5% of 7th grade reading scores in these districts are at or
above proficient level, while the statewide score in reading for the school year of 20042005 is 62.9%. Educators in Mississippi are facing a critical need and challenge to
improve students’ reading performance.
Project Goals and Objectives
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The project was designed to ensure the implementation of the mandates of the No
Child Left Behind (NCLB) Act of 2001 to raise student achievement in the core academic
subject area of reading. This goal would be accomplished by providing in-service
teachers in selected school districts with the necessary training to improve their skills and
quality of instruction. This project addressed the needs of the students in the Mississippi
Delta, which is historically under-represented and under-served. The goal of the project
underlined the critical need to improve the quality of teaching so that no child is left
behind, unable to read and learn effectively.
The goals of the project were to improve teacher quality and increase the number
of highly qualified teachers through a series of professional development activities using
an established knowledge base, the Mississippi Language Arts Frameworks, the
Mississippi Reading Reform Model, State and International Reading Standards best
practices and technology. These tools are expected to enhance teachers’ academic
instructional skills to teach reading and improve students’ performance in reading on
standardized tests.
Project Participants and Activities
MVSU NCLB 2005 Summer Reading Institute, a program to improve teacher
quality was funded by the Mississippi Institutions of Higher Learning (MIHL) through
the United States Department of Education (USDE) grant: NCLB Improving Teacher
Quality Title II-part A. It was a four-week intensive professional development summer
program that ran through the month of July 2005. Thirty-three elementary and middle
school reading teachers, with teaching experiences ranging from 2 years to 30 years, were
chosen from the five school districts around MVSU.
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One hundred percent of the participants are female; ninety seven percent of
participants are African American; three percent of the participants are from other ethnic
groups. Pretests and post-tests, reading and technology surveys, and program evaluation
were administered before, during, and will be administered after the program. The
preliminary results show that the participants significantly improved in the areas of
reading, classroom management, teaching skills, and assessment. Two follow-up sessions
are also scheduled in the 2005 fall semester and the 2006 spring semester.
Major Class Activities
July 1-July 29, 2005
July 1, Orientation

1. Welcome message
2. Discussion of class schedule
3. NCLB Act 2001
4. MS Reading Reform Model—Every Child a Reader
5. Pretest

July 5-8, Theme:
Using theory to
guide practice

1. Piaget’s four stages of cognitive development
2. Vygotsky’s Zone of Proximal Development
3. Creating a literacy-rich, well-organized, well-managed
classroom environment in which literacy development is
supported and motivated
4. Learning styles and materials
5. Assessment instruments

July 11-15: Theme:
Content knowledge

1. Phonemic awareness
• oral language development
• phonemic awareness-phoneme manipulation
• blending
• segmentation
2. Phonics
• graphophonemic relationships
• letter-sound associations
• letter-sound correspondences
• sound-symbol correspondences
• sound-spellings
3. Vocabulary
• morphology
• multiple meaning of words
• receptive vocabulary
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• expressive vocabulary
4. Fluency
• accuracy
• rate
• prosody
• automaticity
5. Text comprehension
• comprehension process and metacognition
• narrative text
• expository text
• comprehension skills and strategies
July 18-22: Theme:
Teaching skills

1. Effective instructional practices for building vocabulary
• Concept Wheel/Circle
• Semantic Mapping
• Concept of Definition
• Webbing
• Semantic-Features Analysis
• Teaching Relationships among Words
• Word-Association Vocabulary
• Contextual Approaches
• Different Meanings for the Same Word
• Homonyms
2. Instructional practices for building fluency
• Repeated Reading
• Choral Reading
• Readers’ Theater
• Guided Reading
• Silent Reading
3. Effective teaching practices for improving comprehension
• K-W-L
• QARs
• Metacognition and Fix-Up
• Plot Structures
• Book Clubs
• Storytelling
• Story Mapping
• LEA
• DR-TA
• Developing the Reader-Writer Relationship
4. Thematic Unit
5. Collaborating Learning

July 25-29: Theme:

1. Analytical Reading Inventory
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More assessment
instruments
and conclusion

2. Testing using Analytical Reading Inventory instrument
3. Writing a case report
4. Portfolio—progress based and product based
5. Post-test, program evaluation

Through modeling and scaffolding, we focused on four areas: theory, content
knowledge, effective teaching strategies, and assessment, each week addressing one area.
The participants developed individual lesson plans and thematic units for major activities.
They practiced to align their lesson plans and thematic units with national and state
standards such as the International Reading Association (IRA), the Interstate New
Teacher Assessment and Support Consortium (INTASC), the Mississippi Language Arts
Framework/Reading Instructional Intervention Supplement, and Mississippi Reading
Reform Model. Class activities were centered on attaining NCLB 2005 Summer Reading
Institute goals and objectives.
We also encouraged our participants to bring dilemmas encountered in their
classrooms and then offered suggestions and help to address those issues. Through the
grant, we provided stipends, instructional materials and manipulative tools for their
classroom use, and opportunities for attending state, regional, or national conferences as
presenters.
Project Evaluation
The project will be evaluated both internally and externally. The information
utilized by the external evaluator and the internal assessment faculty member is based on
data obtained from a variety of sources: standardized tests, surveys, questionnaires,
documentation, observations, and field interviews. The brief summary of the results is as
follows:
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A comparison was made between pretest and post-test. Application of the t-test
indicated a significant difference (p < .01) between the two tests.
Table 1
NCLB 2005 Summer Reading Institute-Pre/Post t-test
T-Test
Paired Samples Statistics
Mean N

Std. Deviation Std. Error Mean

Pair PRETEST 78.65 26 11.572

2.269

1

1.920

PRETEST

89.62 26 9.790

Paired Samples Correlations
N

Correlation Sig.

Pair PRETEST & 26 .621
1

.001

POST-TEST

In the survey, most of the participants expressed that they learned most by demonstrating
strategies in the areas of reading, technology, and assessment skills. Hands-on practice
was most helpful for this group of participants. They also showed interested in guest
speakers on school management and school discipline issues. Instructional materials and
manipulative tools proved to be beneficial in their own classrooms.
An evaluation portfolio was developed throughout the project containing the
collected data and ongoing analysis of the effectiveness of the project activities. The data
includes baseline data collected at the beginning of each major activity, observable data
that demonstrates project effectiveness, participants’ judgments, and outcome indicators.
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Dissemination of Results
A report of the results will be compiled and submitted to the grantor and
stakeholders. A website was developed for this program and it published the participants’
lesson plans and thematic units as a resource for teachers to use: www.mvsu.edu/nclb. In
order to help our participants develop an interest in research, we formed a research group
at the end of the program, asking any participants and faculty willing to devote extra time
and effort to participate. We seek opportunities to present at national, regional, and state
level conferences. We seek opportunities to publish our results to inform our colleagues
and friends that we strive to do a quality job of helping our children learn to read so that
they can read to learn.
Final Remarks
The potential impact of the program is phenomenal, with expectations of
improved participants’ outcomes in the area of teaching reading and a statistically
significant increase in reading scores in these school districts in the coming year. We
truly believe that every child is a reader. Quality of teaching can make learning happen.
Our classroom teachers are overwhelmed by social demands that they provide
high-quality, scientific research-based, and effective reading instructions. Especially in
this high-need area, reading teachers need to fully understand Mississippi Delta students’
needs and how to be more effective in the classroom. This program responded to the
NCLB Act with teachers being exposed to high quality of professional development and
provided resources in order to improve teachers’ quality. Our ultimate goal is to improve
Mississippi Delta students’ reading proficiency, to help our Delta students to become not
only readers, but good readers.

9
References
Mississippi Curriculum Test (2005). Retrieved October 18, 2005 from
http://orsap.mde.k12.ms.us:8080/MAARS/indexProcessor.jsp
No Child Left Behind Act of 2001. Retrieved October 15, 2005 from
http://www.ed.gov/policy/elsec/leg/esea02/index.html

A Study of the Elementary Pre-service Teachers’ Capabilities in Science
Instructional Design
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Abstract

The purpose of the study was to explore the capabilities of Taiwanese elementary
pre-service teachers in planning science activities according to the Grade 1-9
Curriculum Guidelines. Eighty prospective teachers studying at the National
Metropolitan University participated in this study. They taking the course of
“Elementary Science Methods” accomplished lesson plans with a variety of science
activities. Some points were emphasized in the methods course including several
instructional approaches, assesment approaches, and science theories. Pre-service
teachers designed the lesson plans and science activities by following the competence
indicators addressed in the Grade 1-9 Curriculum Guidelines. At the mid-term and the
end of the semester, the preservice teacher performance on science lesson design was
provided to identify their capabilities in planning the science activities.
The findings indicated that approximate 90% pre-service teachers interpreted
competence indicators well in their lesson plans. Approximate 95% participants raised
thoughtful questions to engage student learning and measure student learning outcome.
The training is needed for the pre-service teachers, including the application of
assessment approaches, and higher order thinking on question design. In the future,
pre-service teachers are expected to help the elementary pupils develop their potential
to achieve their zone of proximal area with referring to the competence indicators
addressed in the Grade 1-9 Curriculum Guidelines.

Keywords Science activity design, Pre-service teachers, Grade 1-9 Curriculum
Guidelines, Competence indicators, Zone of Proximal Area.
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Abstract
This paper reports the findings of a study that examined the utility of a conceptual
model designed for higher education decision-makers who need to assess the feasibility
of engagement with an external organization. The model was constructed on the
foundation of three corpora of literature: the scholarship of engagement, higher education
feasibility studies, and academic program development. The utility of the model—as a
decision making tool for higher education professionals, including both faculty and
administrators—was subsequently tested using mixed method research embracing both
quantitative and qualitative methodologies. These methodologies examined inputs from
multiple perspectives, including those of: faculty, institutional mission, institutional
resources, accreditation, governmental oversight, prospective students, prospective
collaborators, prospective funding partners, prospective employers, pedagogy, admission
considerations, and the political environment. The study produced findings on multiple
levels that are conveyed in the paper.
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When Are Higher Education Engagements with External Organizations
Truly Feasible? Employing a Decision-Making Model
The scholarship and practice of engagement are increasingly impacting the scope and
reach of higher education. Since the 1990 publication of Boyer’s seminal report
Scholarship Reconsidered: Priorities of the Professoriate by the Carnegie Foundation for
the Advancement of Teaching, many prominent voices within higher education have
added lofty verses to the scholarship of engagement refrain (Bok, 1990; Votruba, 1996;
Keith, 1998; Braskamp & Wergin, 1998; Walshok, 1999; Levine, 2001; Levin, 2003). In
addition, countless colleges and universities have expanded their vision of what it means
to be an institution of higher learning, as evidenced by increasing emphasis on revenue
from patents and licenses, participation in start-up ventures, university-owned or jointly
owned commercial endeavors, and academy-industry relationships (Hirsch, 1999; Cohen,
Florida, Randazzese & Walsh, 1998). The result is that the concept of engagement now
casts a wide swath that incorporates community service, learning communities,
entrepreneurial ventures, and much in between (Schneider, 2000).
Although numerous factors are certainly involved, the environment of engagement
within higher education appears to be expanding as the result of two primary influences.
First, the literature devoted to the scholarship of engagement is burgeoning at an
astonishing rate. Both faculty and administrators are contributing to this body of literature
and most are espousing the expansion of collaborative initiatives. It is interesting to note
in particular the numerous endorsements offered by former and current university
presidents. Whether this springs from recognition of the historic responsibility for higher
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education to serve the greater community, an attempt to mitigate the escalating
isolationist claims made against higher education in recent decades, or an entrepreneurial
vision of the potential economic windfalls, a cacophony of university presidents are
lending their voices and their stature to the spirit and practice of collaboration. It is not
surprising, therefore, that the number of collaborations is growing. Cohen, Florida,
Randazzese, & Walsh (1998) suggest that the total number of higher education
collaborations is significantly into the thousands.
A second reason for the growth of engagement initiatives within higher education is
the potential for economic gain. At three-quarters of a trillion dollars annually, higher
education represents one-tenth of the gross domestic product of the United States alone
(Rhodes, 2002). The Association of University Technology Managers (2003) estimates
the economic value of higher education collaborations in the United States at $2.272
billion for fiscal year 2002, not including the receipt of equity interest. Such a lofty share
of the higher education pie, which in itself is no small matter, would likely attract the
attention of many university administrators.
Multiple rationales, perspectives, and goals are exerting pressure on higher education
to develop and launch collaborative initiatives, one form of engagement. To be sure, not
all of these are or will be academic in nature. It seems appropriate, therefore, that a model
for determining the feasibility of collaboration is proposed and tested. Despite growing
interest in collaboration from both academic and practitioner perspectives, however, a
conceptual model for determining the feasibility of collaboration has yet to be offered.
Though a comprehensive model encompassing the breadth of engagement is unlikely, the
study reported in this paper proposes and tests a decision-making model that focuses on
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the collaborative aspects of engagement. The model examined in the study is constructed
on the foundation of three corpora of literature—the scholarship of engagement, higher
education feasibility studies, and academic program development—to which we briefly
and succinctly turn.
The Scholarship of Engagement
As previously noted, the literature conveys multiple rationales for engagement.
Walshok (1999), for example, argues that the three-legged stool model of higher
education (teaching, research and service), which arose out of the needs of the industrial
age, is outdated in postindustrial society. As knowledge has exploded within and beyond
the academy, the need for engaged universities has become paramount. Effective,
sustained engagement, however, cannot be achieved unless the worldview of higher
education is changed. Namely, (1) the university must see itself as only one of many
centers of knowledge, (2) the university must proactively initiate and maintain
communication channels with society, and (3) the university must see its relationship
with societal entities as that of equals. Based on this re-centered worldview, Walshok
calls for universities to partner with civic organizations to offer collaborative programs.
Braskamp and Wergin (1998) suggest that the academy has a social responsibility to
form partnerships with individuals, groups, and organizations that will enhance the
common good. Maurrasse (2001) seemingly concurs. He suggests that the argument for
contemporary engagement activities rests on the moral imperative for service and
concludes that universities should view collaborative endeavors as relationships among
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equals, take a long-term approach when addressing societal needs, and relate engagement
to scholarly activities.
Levine (2001) argues that the educational needs of society may be characterized as
the demand within an information era for more rather than less education, the necessity
for frequent continuing education, and the exigency for sustained focus on the needs of
the consumer, e.g., students. He suggests that for higher education to achieve these needs
thoroughly and effectively it is left with three choices: it can rebuff emerging external
partners and the prospects for collaboration with industry, the business community, and
government; it can attempt to preempt these prospective external partners technically,
logistically, and financially (an unlikely accomplishment he warns); or it can choose to
create prudent collaborations that maintain the historic mission of higher education while
maximizing unfolding opportunities. The former college president pleads for the latter, as
do many others within the academy who are not considered here.
Higher Education Feasibility Studies
A second and divergent corpus of literature relative to this study is what may be
deemed higher education feasibility studies. However, relatively few of these have been
published during the preceding three decades. Published studies readily fall into two
divisions that may be termed “academic” and “non-academic.” The former emphasizes a
scholarly approach that includes a full or limited description of the theoretical
foundations for the study. These feasibility studies typically appear in the academic
journals for the respective discipline. The latter emphasizes a practitioner approach that
describes how the feasibility study was conducted without reference to theoretical
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underpinnings. These typically appear in disciplinary literature other than academic
journals.
Academic Literature
The dearth of feasibility studies within higher education is particularly noticeable in
academic literature. Simply put, extremely few have been published. Those that do
appear in the literature rarely include full explication of their theoretical backgrounds.
With that said, however, an embedded case study design appears to be the norm.
Feasibility studies reflecting a theoretical approach typically examine a single case;
however, multiple levels within the case and/or the utilization of multiple assessment
instruments necessitates the use of an embedded case study design.
One of the more thoroughly explicated studies appearing in the literature is the
description of the feasibility study and pilot implementation of the Interactive Distance
Education Alliance (IDEA) program, a project whose goal is to provide high quality onsite, on-demand graduate programs (Haynes, Pouraghabagher, & Seu, 1997). The
program is a collaborative endeavor between the Colleges of Business and Engineering at
California Polytechnic State University and 17 external organizations, with initial
funding provided by Intel and TRW. The study incorporated five assessment channels
and determined that it was feasible for the university to offer distance education,
particularly if courses utilized teleconferencing. As a result of the study, the university
developed and offered a pilot graduate course in “Manufacturing Strategy” which was
funded by Intel and offered for either credit or audit to Intel employees in Arizona,
California, New Mexico, and Oregon.
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A second relevant study originates from the United Kingdom and describes the
development of two distance education courses at Robert Gordon University (Lawton and
Barnes, 1998). The authors contrast the development of the courses and call for the use of
feasibility studies, market research, business techniques and strategic planning in the
development of higher education distance education courses and programs. Additional
articles include those offered by: Collins (1990), which laments the demise of
postsecondary and secondary laboratories in America since the 1950s and 1960s and
details in response the proposed Institute for Teaching Experimental Chemistry (ITEC) at
Carnegie Mellon University; Jiang (1998), which provides a broad overview of the
feasibility studies conducted by American colleges and universities to outsource the
cataloging of their library holdings; and Kopka, Laurence, & Madjar (1999), which
describes the joint efforts of students at Towson University and Sofia University in Sofia,
Bulgaria to produce a feasibility study for starting a company in Bulgaria.
Non-Academic Literature
Ironically, most literature describing feasibility studies associated with the
development or expansion of academic programs, whether or not they are collaborative in
nature, appears in non-academic literature. As previously stated, the emphasis is
particularly practitioner. The Florida Postsecondary Education Planning Commission
(1987), for example, reports that it was enjoined by the 1986 legislature to assess the
feasibility of a statewide articulation agreement between public and private colleges,
universities, and community colleges. The commission responded to the legislative
mandate by surveying the leading higher education officials of other states, the Southern
Regional Education Board, and the Western Interstate Commission on Higher Education,
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in an effort to determine the existence of a similar agreement beyond Florida. Finding no
such agreement, the commission conducted an embedded case study consisting of two
surveys and an unspecified instrument.
Fuller & Annis (1993) describe a study conducted to determine the feasibility of
establishing a teacher education program in agricultural education via distance education
in the New England region. Employing an embedded case study design and qualitative
methods, the investigators interviewed faculty and administrators at New England land
grant universities, as well as state government administrators and staff. The researchers
concluded that the data support the creation of the prospective program and
recommended its implementation through a consortium of New England land grant
universities.
To determine the need for a statewide clearinghouse for postsecondary educational
programs, financial opportunities, and career planning, three Colorado agencies—the
Colorado Commission on Higher Education, the Colorado Student Loan Program, and
the Colorado Student Obligation Bond Authority—sponsored a feasibility study in 1988
for an Education Information Center (Israel, Cohen, & Lynn, 1991). The study employed
an embedded case study design utilizing four different research instruments: (1)
interviews, observing standardized protocols; (2) focus groups; (3) surveys; and (4)
questionnaires.
Descriptions of additional higher education feasibility studies may be found in other
non-academic literature (O’Hara & Patton, 1992; Washington State Higher Education
Coordinating Board, 1999; McDonald & Micikas, 1989; National Center for Higher
Education Management Systems, 1998; Elliott & Harriman, 1993; and Schoffstall &
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Marriner, 1982). A frequent characteristic of these studies is the use of embedded case
study methodology to query multiple perspectives or assessment channels.
Academic Program Development
A third body of literature, that of academic program development, is relevant for the
development of a conceptual model for determining the feasibility of collaboration.
Because this body resides within a much broader corpus, the literature of adult education
programming, critical decisions made during the search process should be noted. First,
attention is given here to the literature of academic program development; the larger field
of adult education programming is not considered. Second, within the academic program
development literature the focus is on the literature and models that demonstrate
relevance to higher education. Other sub-fields—such as elementary or secondary
education, community development, or adult learning groups—are not included. Third,
the review specifically focuses on the planning stage in the process of academic program
development; subsequent stages—design, implementation, and evaluation—are ignored.
With these caveats in mind, we begin with the work of a pioneer in the field, Ralph W.
Tyler.
Although Tyler (1950) does not offer what may be regarded as a contemporary
conceptual model for program planning, he argues that input from three sources must be
obtained during the planning process. These include: (1) the learners themselves; (2) the
world beyond the program or educational institution; and (3) the recommendations of
subject specialists. This input centers around determining the needs of each of these
sources, thus the primary activity of program planners during the planning stage is needs
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assessment. To accomplish this task, Tyler suggests for each source a basic litany of
methodologies and tools to obtain the desired information, including interviews, surveys,
and document analysis.
Writing two decades later, noted theorist Knowles (1970) expands the work of Tyler
and suggests that when planning programs for adult learners the needs and interests of
three stakeholders must be assessed: individuals, the organization offering the program,
and the community or larger society. To determine both interest and need within these
markets, the program planner may turn to a host of resources, including the students, the
media, professional literature, organizational representatives, employers, agencies, and
relevant documents. Knowles accordingly proffers a list of tools he deems beneficial for
assessment: interviews, focus groups, surveys, and document analysis. Once stakeholder
needs are determined, they must be filtered through the mission of the organization, the
feasibility or practicality of offering the program, and the interests of prospective
students. The result is the production of two sets of objectives to guide the resulting
program: operational (more appropriately defined as the vision for the program) and
educational (the learning outcomes).
In Understanding and Facilitating Adult Learning, Brookfield (1986) offers not so
much a distinct conceptual model for program planning as he does a critique of the belief
that programs may be planned, implemented and evaluated in sequential, textbook
fashion. He argues that programming must be seen as a fluid, dynamic enterprise that
welcomes and facilitates unplanned developments and learning moments. His main
contribution, however, is an emphasis on the full involvement of all participants in the
planning stage.
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Cervero and Wilson (1994) take a critical theory approach to program planning.
Similar to Brookfield, they emphasize the human aspects of planning, as opposed to
sequential steps to follow. Their major contribution, however, is the addition of political
considerations. They define program planning as a social action that necessitates the
negotiation of personal and organizational interests. Planners therefore must be cognizant
of institutional and social contexts and within these contexts they must be adept at
analyzing the embedded political and ethical interests. Program planning accordingly
focuses on the everyday world of human interaction. The subtitle to their work seems
aptly phrased, “A Guide to Negotiating Power and Interests.”
Also reacting to the typical linear process of classical program planning, Caffarella
(1994) offers what she calls an interactive program planning model. With eleven
components, the model is suggested as a tool for practicing planners who many choose to
utilize some or all of the components in the order most appropriate for them. These
components include: establishing a basis for the planning process; identifying program
ideas; sorting and prioritizing program ideas; developing program objectives; preparing
for the transfer of learning; formulating evaluation plans; determining formats, schedules,
and staff needs; preparing budgets and marketing plans; designing instructional plans;
coordinating facilities and on-site events; and communicating the value of the program.
Like Brookfield (1986), Cervero & Wilson (1994), and Caffarella (1994), Houle
(1996) rejects the notion that program planning is sequential in nature. He presents a
seven component model that he suggests should be seen “…as a complex of interacting
elements…” rather than a linear process (p. 60). The planner is thus free to begin the
planning process at any point deemed appropriate for the particular program. The
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emphasis is on program planning as a practical art, not a theoretical exercise. The
components of Houle’s model are: (1) identification of a possible educational activity; (2)
decision to continue; (3) development of objectives; (4) design of format (including
resources, leaders, methods, schedule, sequence, social reinforcement, individualization,
roles and relationships, criteria of evaluation, and clarity of design); (5) determination of
the compatibility of the format with participants’ lives (including guidance, life-style,
finance, and interpretation); (6) implementation of the plan; and (7) evaluation of the
plan.
Sork (2000) proffers what he avows to be a postmodern approach to program
planning. He argues that educational planning can no longer rely on increasingly detailed
models because the production of a rational series of steps does not guarantee efficacy.
Instead, educational planners must consider the nuances of the contexts within which
programs will be developed and implemented, recognizing both the ends and the means,
and acknowledging the assumptions behind (including who is served by) specific steps.
Consequently, each planning situation is deemed to be unique. The planner of educational
programs must therefore be conversant with the technical, sociopolitical, and ethical
domains.
Finally, Boone, Safrit & Jones (2002) suggest a conceptual programming model that
embraces two primary considerations in the planning phase, a thorough understanding of
the organization, and a basic understanding of the organization’s external environment.
The intent is to facilitate collaboration between the educational entity and its participating
students or stakeholders. The six key factors in the first consideration are: (1)
understanding the character of the organization (including mission, vision, values,
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philosophy, goals, and objectives); (2) understanding the structure of the organization
(including division of responsibility, interorganizational relationships, communication
lines, expertise, and resources); (3) understanding the management system of the
organization (including personnel management and supervision, staff development,
personnel appraisal, and evaluation and accountability); (4) understanding the culture of
the organization; (5) understanding and demonstrating requisite skills for program
implementation; and (6) a commitment to the on-going improvement of the organization.
The six key factors in the second consideration are: (1) studying the external
environment; (2) analyzing current and prospective participant groups; (3) ranking these
participant groups; (4) identifying leaders of the participant groups; (5) dialoguing with
these leaders; and (6) working with the leaders to assess and analyze the needs of
prospective students.
Of the program planning models examined above, it appears that the most recent
model, the Boone, Safrit & Jones (2002) conceptual programming model, incorporates
collaborative considerations to an extent greater than any of its predecessors. Like the
previously examined literature of the scholarship of engagement and higher education
feasibility studies, however, it is unfortunate that academic program development
literature has yet to offer a conceptual model to determine the feasibility of collaborative
academic programs. With the growth of collaborative endeavors in recent decades, the
need for such a model continues to mount. The following pages offer a response.
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Methodology
The purpose of this study was to test the utility of a proposed conceptual model for
determining the feasibility of collaborative academic programs. Based on the preceding
review of the literature, a model was constructed and tested at Purdue University (see
Figure 2). The study was framed as a qualitative study that embraced both qualitative and
quantitative methodologies for the purpose of providing extensive, broad based
information for institutional decision-making. The intent was to provide input from
multiple sources and perspectives to establish a complete context for the institutional
decision (Perkins, 2001; Hathaway, 1999; Fetterman, 1990; Howard, 2001; Moss, 2001;
Shotland & Mark, 1987). Consequently, quantitative methods were employed to afford
objective information based on statistical analysis, while qualitative methods were
incorporated to offer broad, contextual information (Van Maanen, 1983). Though the
study was itself qualitative in nature, both qualitative and quantitative methodologies
were accordingly used for complementary purposes (Borland, 2001; McLaughlin,
McLaughlin, & Muffo, 2001).
Within the qualitative tradition, the study specifically functioned as an embedded
case study, defined as the study of a single case that examines multiple subunits, levels,
or perspectives (Yin, 1994; McLaughlin et al., 2001). These subunits are “embedded” in
the larger, single case. They individually and collectively illumine the case. Figure 1
illustrates the embedded case study design utilized for the research.
The study incorporated such a singular case—the feasibility of expanding an existing
program (namely, the Higher Education Business and Finance Management, or BFM,
master’s degree specialization within the College of Education at Purdue University) via
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collaboration with external partners—and did so by querying multiple subunits (see
Figure 1). Thus the embedded case study design served as the platform to test the
proposed conceptual model.
The case consisted of two subunits or levels, higher education and K-12, each of
which contained twelve sub-subunits. These sub-subunits were factors or unique
perspectives that addressed the potential need or support for an expanded BFM program.
They included input from: faculty, institutional mission, institutional resources,
accreditation, governmental oversight, prospective students, prospective program
partners, prospective funding partners, current and potential employers, pedagogy,
admission projections, and the political environment. Input from each of these subsubunits was deemed necessary for the determination of feasibility. Consequently, these
sub-subunits were selected both for their critical perspectives and the comprehensive
assessment that they facilitated. It must be noted, however, that because the BFM
program already was an approved academic program when the study was conducted, two
perspectives were not queried but were included in the proposed model due to their
importance to academic programs: accreditation and governmental oversight. In studies
assessing the feasibility of launching a new collaborative academic program, these
perspectives must be addressed, thus they were included in the model.
To test the proposed model, data from each assessment channel were collected and
analyzed. Four data collection instruments were used during the data collection process:
interviews; focus groups; surveys; and document analysis. These multiple data collection
instruments were utilized to achieve data triangulation (Patton, 1990; Yin, 1994; Tierney,
1991).
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Standardized open-ended interview and focus group protocols were used to query
national or regional K-12 and higher education financial leaders. These data collection
instruments were adapted for the specific K-12 and higher education levels due to the
unique characteristics of the levels, as well as their respective and potentially divergent
perspectives on the expansion of the BFM program. Employing standardized interview
and focus group protocols reduced interviewer effects, as well as variation across the
interview and focus group data collection instruments, while facilitating both continuity
and data analysis (Patton, 1990; Tierney, 1991).
Three distinct survey instruments were utilized to query the following groups: (1) the
non-vender members of the Association of School Business Officials International
(ASBO), the leading association for K-12 business officers, (2) the chief state school
official (K-12) for all 50 states and the District of Columbia, and (3) the members of the
National Association of College and University Business Officers (NACUBO), an
association composed of the chief financial and administrative officials of 2,100
postsecondary institutions in the United States
As Tierney (1991) and Patton (1990) recommend, interview and focus group
summaries were written within 24 hours after the completion of each interview or focus
group. They were constructed from notes taken during the session as well as information
recorded after the session ended. These summaries reflect the fourth data collection
instrument, document analysis.
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CASE

Is it feasible through collaboration with external partners
to expand the existing Business and Finance Management
master’s degree program to national markets on the higher
education and K-12 levels?

SUBUNITS
(LEVELS)
K-12

Higher Education

SUB-SUBUNITS
Faculty

Faculty

Institutional Mission

Institutional Mission

Institutional Resources

Institutional Resources

Accreditation

Accreditation

Governmental Oversight

Governmental Oversight

Prospective Students

Prospective Students

Prospective Program Partners

Prospective Program Partners

Prospective Funding Partners

Prospective Funding Partners

Current & Potential Employers

Current & Potential Employers

Pedagogy

Pedagogy

Admission Projections

Admission Projections

Political Environment

Political Environment

Figure 1: The Embedded Case Study Design
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The Conceptual Model
The model proposed and tested in this study was derived primarily from the
academic program development literature previously discussed. From this body of
literature five key considerations were incorporated into the design. First, the model was
situated within the planning stage of program development, as observed by Tyler (1950)
and Boone, Safrit & Jones (2002). Subsequent stages—design, implementation and
evaluation—were not considered. Second, the model emphasized Tyler’s (1950) concept
of needs assessment of three primary stakeholders: the learners; the contemporary world;
and subject specialists. For the proposed model, therefore, the needs of the learners were
assessed through the prospective students sub-subunit, the needs of the contemporary
world were assessed through multiple sub-subunits (accreditation, governmental
oversight, prospective program partners, prospective funding partners, and the political
environment), and the needs of subject specialists were assessed through the sub-subunits
of faculty, institutional mission, institutional resources, current and potential employers,
pedagogy, and admission projections. Third, the model was constructed as a non-linear
concept, per the input of Brookfield (1986), Cervero & Wilson (1994), Caffarella (1994),
Houle (1996), and Sork (2000). It was accordingly designed to maximize flexibility
through the non-sequential querying of the twelve sub-subunits. Fourth, the model
incorporated an examination of political considerations—namely, the political
environment sub-subunit—as recommended by Cervero & Wilson (1994). Political
considerations were deemed critical due to the presence of multiple stakeholders in the
potential expansion of the master’s degree program. Fifth, to facilitate collaborative
perspectives, the conceptual model utilized assessment of two mutual contexts—the
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organization and the external environment—as proffered by Boone, Safrit & Jones
(2002). The intent was to produce comprehensive assessment.
With these factors in mind, parameters were defined for each of the twelve subsubunits (hereafter referred to as assessment channels) as they specifically related to the
potential expansion of the master’s degree program. This enabled efficient, focused
assessment activities. The parameters were:
Channel One—Faculty: The perspectives of the faculty of the Educational
Foundations and Administration program area of the Department of Educational Studies
within the College of Education at Purdue University
Channel Two—Institutional Mission: The stipulated and the practiced missions of
Purdue University, the College of Education, the Department of Educational Studies, and
the Educational Foundations and Administration program area
Channel Three—Institutional Resources: The faculty, finances, facilities, and
technologies of the Channel Two entities, particularly the relevant resources within the
College of Education
Channel Four—Accreditation: The approval of the National Council for
Accreditation of Teacher Education (NCATE), the accrediting agency for the Purdue
University College of Education
Channel Five—Governmental Oversight: The approval of the Indiana Professional
Standards Board (IPSB) and the Indiana Commission for Higher Education (ICHE),
pertinent regulatory agencies for the BFM master’s degree program at Purdue University
Channel Six—Prospective Students: Members of the Association of School Business
Officials International (ASBO) and the National Association of College and University

21
Business Officers (NACUBO), the leading K-12 and higher education professional
associations to which the majority of prospective students belong
Channel Seven—Prospective Program Partners: The ASBO and NACUBO
professional associations
Channel Eight—Prospective Funding Partners: The identified foundations whose
missions and funding histories are compatible with possible expansion of the master’s
degree program
Channel Nine—Current and Potential Employers: The chief state school official
(K-12) for all 50 states and the District of Columbia, and identified higher education
executives
Channel Ten—Pedagogy: The curricula and the delivery methods for the potentially
expanded master’s degree program
Channel Eleven—Admission Projections: An assessment of student willingness to
pay for the prospective programs, an analysis of available student financial aid, and the
projected enrollments for the potentially expanded master’s degree program
Channel Twelve—Political Environment: The general political climate of the internal
organization (composed of the Channel Two entities) and relevant external entities.
To determine the feasibility of expanding the master’s degree program as a
collaborative academic initiative, therefore, within both the K-12 and higher education
levels the twelve assessment channels were queried and a comprehensive assessment was
compiled. Within the distinct levels, feasibility was thus regarded as a reflection of the
cumulative results obtained through the individual assessment channels. Figure 2
illustrates the relationship of the assessment channels to the determination of feasibility.
It graphically depicts the proposed conceptual model.
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Figure 2: Conceptual Model for Determining
the Feasibility of Collaborative Academic Program
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Findings
The following paragraphs highlight the results of the research conducted to both
determine the feasibility of collaboration and to test the proposed conceptual model.
Faculty
The faculty of the Educational Foundations and Administration program area of the
College of Education (COE) unanimously endorsed both the collaborative expansion of
the business and finance management master’s degree program to national markets in the
higher education area and the development of a K-12 business and finance management
(BFM) program, given requisite funding for additional faculty and staff expenses.
Institutional Mission
The missions of the university, the college, the department, and the program area
were analyzed to determine both the context and the support for engagement activities.
The expansion of the BFM master’s degree program through collaboration with external
partners accordingly matched not only the stipulated missions of each of these areas, but
their practiced missions as well.
Institutional Resources
The primary institutional resources considered were faculty, finances, facilities, and
technologies. Regarding faculty, the equivalent of five full-time faculty members offered
courses in the master’s degree program. As mentioned above, the program area faculty
unanimously endorsed the expansion of the program given requisite resources to hire
additional faculty and staff. The need for two additional faculty members was
accordingly identified. In addition, the potential need was recognized for three additional
staff members: a program director, an administrative assistant, and an information
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technology coordinator or programmer. Consequently, the need for additional financial
resources to support these expenses was acknowledged and a detailed budget was
developed.
Accreditation and Governmental Oversight
As previously noted, the BFM program was an approved academic program when
the study was conducted. Consequently, the accreditation and governmental oversight
assessment channels were not queried. Recognizing the importance of their perspectives
to determining the feasibility of launching new collaborative academic programs,
however, they were included in the conceptual model.
Prospective Students
Respondents to the survey conducted in collaboration with ASBO indicated strong
support for two prospective programs included in the survey. Over 20% responded that
they would likely or very likely participate in a master’s degree program for K-12
business officers, while 24% said they would likely or very likely participate in a
certificate program. The response to the survey conducted in collaboration with
NACUBO was even stronger, with 41% of the respondents likely or very likely to pursue
a prospective certificate program and 39% likely or very likely to participate in a master’s
degree program.
Prospective Collaborators
Of the 21 K-12 and higher education leaders who were interviewed or participated in
focus groups, 100% declared that they would support the development and pursuit of the
proposed collaborative certificates and master’s degrees due to the current national need
and their projected demand for the programs.
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Prospective Funding Partners
Under Purdue University guidelines, the researcher worked with university
development experts to query the prospective funding partners assessment channel.
Seven foundations, whose mission and funding history “matched” the collaborative
academic programs, were identified and the development experts made initial contact.
Preliminary indications were extremely positive. However, after initial contact with the
foundations was made, the Interim Dean of the College of Education put all funding
exploration on hold pending the arrival of the incoming Dean.
Prospective Employers
This assessment channel was queried using surveys, interviews, and focus groups.
The chief state school officials (K-12) for all 50 states and the District of Columbia were
surveyed in collaboration with ASBO. 52% of the respondents indicated that the
prospective certificate program would be beneficial or very beneficial for the K-12
business managers in their states, while 64% replied that the master’s degree would be
beneficial or very beneficial. Support for the programs was even greater among interview
and focus group participants, with 100% of the K-12 and higher education leaders
indicating that there was both significant need and likely strong demand for the proposed
certificate and master’s degree programs, particularly if the programs would be
affordable and accessible (numerous leaders from both sectors recommended short-term
delivery sessions supplemented by distance education).
Pedagogy
Respondents to the national surveys conducted in collaboration with ASBO and
NACUBO were queried regarding their preferences for the curricular content and
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delivery methods of the proposed K-12 and higher education programs. These
respondents represented the potential pool of students in both sectors. Although space
does not permit full explication of their responses, respondents within the two sectors
indicated surprisingly uniform preferences for the curricular content of the programs for
their respective sectors. In addition, they preferred that courses be delivered either in
traditional residential formats (in contrast to their employers) or through short term
courses potentially supplemented by distance education (in agreement with their
employers).
Admission Considerations
The admission considerations assessment channel included three primary
components: an assessment of student willingness to pay for the prospective programs, an
analysis of available student financial aid, and determination of projected student
enrollments for the various prospective programs. To determine the demand for the
programs and to project student enrollments—given Purdue University and College of
Education admission requirements, student willingness to pay, and the availability of
financial aid—six sequential steps were utilized, including: pose the demand questions,
tabulate the results, estimate the range of demand, discount the demand projections,
estimate student enrollment, and project tuition revenue. Three demand projections were
calculated—low, medium, and high—and the lowest projection for each sector was
accepted. These conservative estimates, however, represented significant potential
increases to the master’s student population, indicating a minimum of a 56% increase in
total College of Education master’s degree enrollment and a 100% increase in total
Department of Educational Studies master’s degree enrollment.

27
Political Environment
Cervero and Wilson (1994) note that the planning of academic programs is
conducted within a real world that features an amalgamation of political considerations
that may either facilitate or impede program development. The reality of these political
considerations was demonstrated in the context within which the study was conducted.
The study began with the unanimous endorsement for collaborative expansion by the
Educational Foundations and Administration program area faculty, given requisite
funding. However, while the study was being conducted the Strategic Plan for the
College of Education was drafted and approved, giving emphasis to K-12 science, math,
and technology education. The intent was to parallel and build upon the existing strengths
of Purdue University and its various colleges. The internal political environment,
therefore, seemed to cast potential uncertainty on the feasibility of expanding the
business and finance management master’s degree program.
As noted above, however, this was not the case with the external political
environment. The assessment channel examining prospective program partners, as well as
those for current and potential employers and even prospective funding partners, revealed
what appeared to be external political support for program expansion. This contributed to
potentially divergent interpretations of the results.
Discussion
The purpose of this study was to test a conceptual model for determining the
feasibility of collaborative academic programs. It seems apparent, however, that the study
produced additional results regarding the feasibility of expanding the specific Purdue
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University master’s degree program. Consequently, the following paragraphs analyze the
results from this perspective as well as the stated purpose of the study.
Feasibility of Expanding the Purdue University Program
The previous summary of the results demonstrates that the twelve assessment
channels yielded varied results about the feasibility of expanding the BFM program at
Purdue University. Two assessment channels (Accreditation and Governmental
Oversight) were not queried, three (Institutional Resources, Prospective Funding
Partners, and Political Environment) produced inconclusive results, and seven (Faculty,
Institutional Mission, Prospective Students, Prospective Program Partners, Prospective
Employers, Pedagogy, and Admission Considerations) appeared to support program
expansion. When the totality of the results of these assessment channels is analyzed,
therefore, it is possible to interpret the feasibility for expansion from different, even
divergent perspectives. Although numerous possible perspectives exist, two primary
interpretations readily emerge. First, the results may be interpreted from what may be
described as a conventional perspective, one that minimizes or avoids risk. Second, the
results may be interpreted from what is described as an entrepreneurial perspective, one
that assumes and accepts risk with the expectation of eventual success.
From the conventional perspective, the feasibility of expanding the master’s degree
program seems doubtful. Existing institutional resources (including faculty, support
personnel, finances, facilities, and technologies) are insufficient to offer the prospective
programs on an expanded level. In particular, the decision to collaborate with other
universities would immediately highlight the need for additional facilities and
technologies, neither of which are inexpensive. But whether or not the college would
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collaborate with other academic institutions, the decision to expand would necessitate
significant financial resources (to say nothing of the need for human and time resources).
In addition, the query of prospective funding partners did not yield financial resources
that could be used to cover these and other expenses. The internal political environment,
furthermore, seems tenuous at best. Given limited College of Education resources, the
decision to emphasize K-12 math, science, and technology could result in the reallocation
of resources away from the BFM program toward these initiatives. Regardless of the
apparent support from seven other assessment channels, these channels underscore the
reality that expanding the program would entail major commitments and unavoidable
risks. However, there simply are no guarantees either that sufficient financial resources
could be obtained or that the political environment would support program expansion.
Observing a conventional perspective, therefore, would seemingly suggest that a decision
to expand the BFM program would not be prudent.
A different conclusion may be drawn, however, if the results are viewed from an
entrepreneurial perspective. Although the assessment channel that queried prospective
funding partners did not produce funds in hand for the program, the development
professionals involved with the search were confident that significant financial resources
would be obtained from foundation partners. Based on eight key considerations that are
not discussed here, as well as their initial conversations with multiple foundations, the
development professionals indicated that it is highly likely that one or more foundations
would decide to participate and that substantial resources would be offered.
If the amounts suggested by the development professionals were realized, the need to
supplement institutional resources would be met in its entirety. This would result in two
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additional assessment channels, prospective funding partners and institutional resources,
demonstrating apparent support for the expansion. If, in addition, the primary
consideration within the internal political environment was limited financial resources—
as could be expected as a result of the College of Education Strategic Plan—and the
resources from funding partners put the program in the black at the outset of expansion as
projected, it is reasonable to conclude that the results of the political environment
assessment channel would also likely support expansion. Coupled with the results of the
assessment channels favoring expansion—the endorsement of the faculty, the congruence
of expansion with institutional mission, demonstrated support and demand among
prospective students, the support of program partners and current and potential
employers, the receipt of pedagogy recommendations, and the consideration of admission
projections—an entrepreneurial perspective would seemingly indicate that collaborative
expansion of the BFM program is feasible.
Although the conventional and entrepreneurial perspectives seem to be the dominant
interpretations of the results, alternative perspectives are certainly possible. Some
decision-makers, for instance, would argue that the uncertainty of the internal political
environment would automatically negate the feasibility of program expansion. Others
would proffer that there would be no need to examine additional assessment channels if
either the lack of sufficient start-up resources or the receipt of funds from external
funding partners pointed to negative or inconclusive feasibility. Conversely, other
decision-makers would suggest that the endorsement of the faculty alone is an adequate
rationale to expand the program. To determine the feasibility of expanding the specific

31
program at Purdue University, therefore, the results of the study clearly may be
interpreted from multiple perspectives.
The Proposed Conceptual Model
As proposed and tested in this study, the primary foundation for the conceptual
model is the literature of academic program development. Emerging from this body of
literature are five primary characteristics that are implemented either in the model or the
manner in which it is utilized for this study. In the following paragraphs the results of the
study are examined in light of these characteristics.
First, the conceptual model is relevant only for the planning stage of program
development. The subsequent design, implementation, and evaluation stages are not
incorporated and are beyond the scope of this study. The term “feasibility,” denoting
tentative or assessed potential, should consequently be considered critical. Although
certain aspects of the design and implementation phases are included in the model—
namely, the curricular content and the delivery methods evaluated in the pedagogy
assessment channel—the model does not attempt to address how collaborative academic
programs are structured, deployed, or appraised.
Second, within the planning stage, the model employs Tyler’s (1950) concept of
needs assessment and evaluates the needs of three groups of stakeholders. The needs of
the learners are assessed through the prospective students assessment channel. The needs
of the contemporary world are queried through five assessment channels: accreditation,
governmental oversight, prospective program partners, prospective funding partners, and
the political environment. The needs of subject specialists are evaluated through the
remaining six assessment channels: faculty, institutional mission, institutional resources,
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current and potential employers, pedagogy, and admission projections. The intent,
therefore, is not only to build on the work of the scholar regarded as the father of adult
program development, but also to propose and test a model that will evaluate all needs
associated with a prospective collaborative academic program.
The third characteristic relates to both how the model is constructed and to how it is
employed; the model tested in this study is structured as a non-linear concept. This
facilitates non-sequential querying of the twelve assessment channels included in the
model. Examining these channels it becomes readily apparent that sequential assessment
is unnecessary. For example, although it is likely that initial assessment channels—such
as faculty, institutional mission, institutional resources, accreditation, and governmental
oversight—would be queried prior to later assessment channels (such as prospective
program partners, pedagogy, and admission projections), the model does not presuppose
such sequencing. Subsequent program planners utilizing the model, therefore, are free to
order and query the assessment channels in the manner most beneficial to their particular
institution or situation. In addition, they have the flexibility to employ some or all of the
assessment channels that are deemed essential to their assessment. Because the model
embodies a decision-making process, decision-makers may choose the assessment
channels that apply to their particular circumstances. This study, for example, did not
assess the accreditation and the governmental oversight channels because the program
was an approved academic degree at the time of the assessment. Consequently, the model
does not yield a simple, singular response to the question of feasibility; rather, as a tool, it
demonstrates the complexity of the decision-making process.
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Fourth, the model incorporates the assessment of political considerations. This is
particularly important when multiple stakeholders are involved, as they are by definition
when programs include collaboration. As the preceding interpretation of the results
demonstrate, evaluating the political environment is essential to determining the
feasibility of program development. The results of this study suggest that assessment of
the political environment should be an on-going, in-depth endeavor occurring throughout
the planning stage. They demonstrate the need not only to be conversant about the
political environment, but also to gauge continually the depth of political support.
Evolving academic leadership, particularly when programs are dependent on the support
of a limited number of individuals or funders, potentially impacts both the academic
culture and the level of political will and commitment. However, whether academic
leadership is stable or evolving, continually assessing the depth of commitment within
the political environment is a critical task for individuals evaluating potential
collaboration.
The fifth characteristic implemented in the model includes the ability to assess both
internal and external perspectives. Accordingly, the conceptual model tested in this study
includes assessment channels that center on the academic institution considering a
particular collaborative program and the larger community in which the program will be
promoted and offered. The goal is a balanced, thorough evaluation of all perspectives
deemed crucial for determining program feasibility.
When the results of the study are viewed in the context of the five primary
characteristics implemented either in the model or the manner in which it is utilized, they
suggest that the conceptual model proposed and tested in this study offers higher
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education decision-makers an effective instrument for determining the feasibility of
collaborative academic programs. A few suggestions for further research follow.
Additional Research
Further research seems warranted to establish an effective, broad-based conceptual
model that may be utilized by an array of higher education decision-makers in the context
of multiple, unique settings. Expanding the breadth of the faculty assessment channel, for
example, would strengthen the model proposed and tested in this study. Attention is
given to the support of the faculty for the prospective program expansion, and that
support is assessed, but the model does not assess the strength of faculty support.
Incorporating relevant, additional quantitative and/or qualitative methodologies, or a
combination of both, would enhance the proposed model.
The greatest need for additional research, however, may lie in the need to quantify all
results. As a qualitative study, this study utilizes qualitative and quantitative
methodologies that produce a blend of results. The goal is to provide context, breadth,
and depth to quantitative findings. Some academic decision-makers, however, prefer
quantified results. An alternative for determining the feasibility of collaboration could
accordingly include pre-determined methods to quantify all qualitative results, potentially
even weighting the various assessment channels in advance. The latter would allow
institutions to further adapt the conceptual model to their unique needs and institutional
reporting preferences.
In addition to pre-determined quantification methods and potential assessment
channel weighting, a further avenue for quantifying results potentially exists through the
use of logistic regression analysis. As such, the twelve assessment channels could be
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treated as independent variables. The dependent variable, the feasibility of collaborative
expansion, could be treated as dichotomous in that it is either feasible or it is not feasible
to expand. Consequently, with multiple independent or predictor variables and a
dichotomous dependent variable, it may be possible to use logistic regression to analyze
the effects of the multiple variables on feasibility, as well as the relationships between the
variables (Pampel, 2000). The dependent variable could potentially be coded 0 to indicate
“no feasibility” and 1 to indicate “high feasibility.” The recommendation to collaborate
could be based on potential coefficients such as: 0.0 – 0.29 = Do Not Collaborate; 0.30 –
0.59 = Cultivate the Need for the Program and/or Reevaluate; and 0.60 – 1.0 =
Collaborate. Other coefficients and/or action determinatives could be employed as
necessitated by the particular study. The primary consideration, however, is that methods
may exist to produce quantified findings utilizing the conceptual model proposed and
tested in this study.
A conceptual model for determining the feasibility of collaborative academic
programs has now been proposed and tested. Whether decision-makers prefer
quantitative or qualitative results, or a mixture of both, it is evident that additional
research is warranted. Considering the burgeoning practice and environment of
collaboration within higher education, it is hoped that additional research will replicate
and enhance the model, giving academic decision-makers access to an effective,
adaptable tool that integrates both theoretical and practical perspectives.
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ABSTRACT
“Young Minds, Future Leaders: Mentoring the Next Generation” is a
session designed to assist higher education faculty in introducing and
sustaining professional development in undergraduate students through
the use of clubs and organizations. Each of the presenters have had
experiences with student organizations at Sam Houston State University
(SHSU) and other higher education settings. The discussion below is
organized around these topics: (1) leadership development; (2) beginning
a new campus group; (3) doing presentations with university students;
(4) supporting student involvement at the state and national level;
(5) students advocating for children; and (6) funding organizations.
Leadership Development
University students will have a variety of skills that are essential for
leadership roles. Leadership skills are easy for some students, yet
leadership skills can be taught. On some occasions, club sponsors will
discover that they will need to develop leadership seminars/workshops for
their new officers. Or the outgoing officers will need to assist in sharing
information with incoming officers to ensure an easy leadership transition
for the organization.
Here are recommended leadership development strategies for
University faculty who want to work with student groups:
1.

Seek out students who are potential leaders.
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2.

Take time to define the roles that students have accepted.

3.

If necessary, sponsors will need to guide individual officers if
they do not possess the skills they need to perform effectively.
This is best accomplished on an individual basis, but a club
retreat or workshop that improves leadership skills for all officers
is an option. The Leadership Challenge by Kouzes & Posner
(Jossey-Bass, 1997). will assist counselors/sponsors as they plan
for a leadership workshop.

4.

Assist students in working with others. Some students have
excellent social skills, which allow them to become leaders
without antagonizing others.

5.

Help students in understanding the need to involve members in
club activities. The more members are involved, the more
productive the organization becomes.

6.

Encourage leaders to continue their involvement in the
organization by suggesting to them that they can move to roles in
a state or national organization affiliated with the local group.

Beginning a New Campus Group
The formation of a new campus organization involves visioning,
recruiting and planning, among other activities, and all with a focus on the
creation of something new and exciting. Faculty advisors and the expertise
they have are critical to the development of this process.
Some Tips for Advisors
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1.

When recruiting new leaders, consider students who have keen
interest or concern for an issue or cause, even if they do not initially
seem to be the most outgoing candidates. The most promising new
student leaders have passion but may actually appear shy or
reserved until given a vote of confidence and an opportunity to make
a difference.

2.

Provide ongoing support and recognition. Even with dedicated and
effective leadership, whether fledgling or long standing, all
organizations experience frustrations, set backs and growing pains.

3.

Allow students to actively take the lead! Once given a framework
(organizational charter, by-laws, etc.) and the appropriate resources,
students should conduct the business of the organization. The role
of the advisor should be one of supportive consultant and facilitator.

4.

Most universities have an application procedure that will allow a new
organization to receive recognition as a campus group. These
procedures vary from campus to campus, but following these
application processes and receiving recognition gives clubs benefits
from the department of student activities.

5.

Provide ongoing support and recognition. Advisors should lend
perspective, provide unwavering focus and help celebrate
successes!

Doing Presentations with University Students
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Many students have never been to a conference and can be
overwhelmed by the logistics of what exactly happens when you go to a
conference. Issues that must be addressed would include:
Travel: Discuss the various modes of transportation that your
students might take to the conference. If they are driving, get copies of
their driver’s license and insurance cards. If they are flying, then copies of
their itineraries are needed. Additional information that should be obtained
is parental permission if they are under 21 and all parental contact
information
Reservations: If an overnight (or multiple night) stay is required
discuss who is responsible for making the hotel reservation. When making
the reservation, request that the rooms are close to the instructor so that
the faculty member is available for emergencies or communication.
Conference Activities: In a pre-conference meeting, share
experiences about what the students should expect to see or do at the
conference. Explain to them the instructor’s expectations of where and
when they need to be available and when they are free to explore the
conference offerings. For additional tips on going to conferences, you
might share a copy of the article, “Ready, Set, Conference!” in Young
Children (McGuire, 2005). Upon arrival at the conference have everyone
visit the location of the group’s presentation so that any issues with the
room layout can be discussed and resolved before the presentation.
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The Presentation: As with all presentations, practice is the key.
Decide with the students who is going to be responsible for which part of
the program. To help calm the nerves, provide a script of who does what
and in what order developed and printed out for each participant.
As the mentor, it is the faculty member’s responsibility to oversee
the students’ plan and help problem solve any issues they might
encounter. During the actual presentation be available to assist if
necessary. After the presentation, discuss with the student what they felt
went well and areas that could have been improved.
Back On Campus: Have the students meet with student groups and
share their experiences. They might want to write a reflection of their
experience of presenting at a conference and those reflections could be
combined to form the basis of an article about their experiences. As a
result, when the opportunity arises for another presentation at a
conference, those seasoned conference attendees can help mentor the
new students into this marvelous experience.

Supporting Student Involvement at the State and National Levels
Changes in the demographics of student populations have led to
many non-traditional students who seek to expand their skills by becoming
involved at the national and state levels. Students seek the support of the
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local chapter and faculty advisors as they move into national and state
roles as officers or committee chairs.
Local affiliate chapters should prepare to offer financial support in
paying for registration fees, providing hotel arrangements, and reimbursing
travel related expenses such as meals and mileage reimbursement.
A second challenge often encountered by students is a sense of
“being intimidated” as they maintain positions with faculty members or
prominent community figures. Simple steps can be taken by faculty
members to ease the transition into a new organization.
Another challenge incurred by students is the possibility of missing
class time while at a conference or board meeting. Instructors of courses
can assist students by offering special web-based assignments or
providing students with assignments early on so they can begin to prepare
for missed class time. In courses where professional development
activities are required, attendance at a board meeting can often be
substituted for attending an in-service or local chapter meeting.
Regardless of what measures a local chapter takes, offering support
and encouragement is the key to helping students overcome barriers and
becoming more involved at the state and national level.
Students Advocating for Children
Students can actively play a role in public policy issues at the
national, state and local level. In order for students to successfully become
advocates for children, they need professional development and resources
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made available to them, not only in the critical issues revolving around the
field of early education and early childhood development, but also in the
processes involved in making legislative contacts and collaborating with
other organizations with similar issues. During student meetings, time can
be allocated to preparing a legislative agenda and identifying current
issues in the field of education.
Once a consensus is reached as to which issues warrant, the need to
become vocal with senators and legislatures the legislative agenda can be
drafted. A legislative agenda serves a guide as to which issues are
considered to be of high priority for action. Faculty members facilitate the
development of the legislative agenda and offer expertise in their subject
areas.
In meeting the priorities set forth in the legislative agenda, students need
tools to help them establish a voice in taking a stand towards advocacy
efforts. Communicating a unified voice often becomes a difficult task as
many students have not had the opportunity to learn the processes for
communicating with legislatures, either in person or in writing. In addition
to hosting “mock legislative visits” throughout regularly scheduled
meetings, students are directed to websites devoted to pubic policy and
advocacy efforts. Several national organizations, such as Council for
Exceptional Children (CEC) and the National Association for the Education
of Young Children (NAEYC) provide templates for affiliate groups which
model communication to representatives and legislatures.
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Becoming involved in advocacy, at the national and state level is,
with no doubt, an important step for student organizations to take.
However, it is essential for advocacy to occur at the local level.
Participating in events such as children’s advocacy day, providing
resources to the community on promoting quality care and education, as
well as visiting with local representatives provides the foundation for
further advocacy efforts at the state and national level.
How to Fund the Organization
Student organizations often involve expenses over and above
membership dues. When the organization raises funds, the funds enable
the officers to attend national and state conventions and trainings. These
activities in turn, improve the officers’ understanding of the organization
and enable them to network with other student and professional groups.
Some of the ways that student organizations can raise funds include sales,
providing opportunities for professional development, and through support
through university activity fees. Each university has its own criteria and
procedures required for access to student activity fees.
For prospective educators, book fairs enable college students to buy
books that can be used for class projects, as well as in their future
classrooms. Another avenue for raising funds is through garage sales.
Students bring their used clothing and other items to a central location to
be sold at a member’s home in the community.
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Finally, on-campus sales can raise needed funds for the
organization. Items that student groups can sell include organization tshirts, food (nachos, bake sales), and flowers on special days such as
Valentine’s Day or homecoming. Some organizations also have developed
original books to sell as teacher resources.
Many education classes require students to accrue professional
development hours. Professional development credits also are required for
teachers, counselors, and child care workers. Student organizations and
faculty members often have professional contacts who can present
workshops and seminars for a nominal fee or pro bono for student
organizations. If the student organization can use university facilities and
charge a fee for the workshop, this enables to group to accrue a sizeable
amount of money over time. It also provides a valuable service to the
community, prospective teachers, and alumni who return to attend
workshops.
Summary
Being an organizations sponsor/counselor is rewarding work.
Faculty will discover that their own professional growth is being enhanced
when they work with students. Additionally, they often rediscover the
excitement they felt when they were younger entering the profession for
the first time. Faculty also discover that students who serve as leaders in
campus organizations will keep in touch for years after they leave campus.
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Abstract
This paper first discusses the historical reasons for the slow change in improving
math education in elementary schools today. It discusses the various research findings on
the teaching of mathematics and the reform movements that have attempted to improve
mathematics education in the past.
Next the paper discusses the purpose of the study which was to assess changes in
preservice teachers’ beliefs about teaching mathematics after completing a mathematics
methods course incorporating a constructivist approach to teaching. The study also
determined the extent to which students incorporated more constructivist methods when
planning a mathematics lesson plan. The targeted population for this study was three
sections of elementary math methods classes at a small university in the northern plains.
The technique employed in researching included pretests and posttests of the
Standards Belief Instrument (SBI) to measure the beliefs that preservice teachers have
regarding the teaching of mathematics, and pretests and posttests of the creation of
mathematics lesson plans for elementary children to measure the level of constructivism
that preservice teachers include in their lessons for children.
The findings revealed that a constructivist math methods class changed beliefs
about teaching mathematics to conform more in line to the recommendations of the

National Council of Teachers of Mathematics and increased the use and quality of
constructivist approaches that students used in constructing lesson plans.
The results of this study indicate that opportunities to experience constructivist
approaches to teaching mathematics, combined with manipulative use, allows students to
become immersed in the subject. When students experience mathematics in a
constructivist environment, mathematics becomes more understandable and enjoyable.
Strategies that create a constructivist environment in the classroom become techniques
that preservice teachers embrace.

Breaking the Cycle:
A Study of a Constructivist
Elementary Mathematics Methods Course

Mathematics is often referred to as the universal language. Contrast this
statement to the following: “The study of mathematics anxiety has probably received
more attention than any other area that lies within the affective domain” (Grouws, 1992,
p. 584). Math anxiety and poor mathematical skills are common for many young people
coming out of educational systems today (and yesterday), as well as for many individuals
continuing on into education programs to become the elementary teachers to the next
generation of children. Hardly the essence of universal language! Research has shown
that much of the anxiety towards mathematics has its root in the anxiety of the teachers
who teach the subject to our nation’s children, as well as in the traditional way in which
mathematics is currently being taught in the United States (Tooke & Lindstrom, 1998).
With this in mind, therefore, it was no surprise when semester after semester,
preservice elementary teachers are taking my mathematics methods course with only the
hope of passing and moving on to more favored subjects. It took historical and
pedagogical knowledge as well as knowledge of myself and my students to help me see
that the problem was not new, but was a perpetuating problem that keeps American youth
from finding success in the mathematics classroom.
The National Council of Teachers of Mathematics, the established leader in
mathematics education and reform, is aware of the void between the traditional methods
of classroom mathematics teaching and the need for better instructional practices.

However, 15 years after introducing the Curriculum and Evaluation Standards for School
Mathematics in 1989, there is still little change in American elementary mathematics
instruction, and little or no gains in mathematical achievement of America’s children
(Marshall, 2003). The reasons for so little change in mathematics education are many
and varied. One reason is the attitudes that preservice teachers bring with them as they
embark on their own teaching careers (Williams, 1988). These attitudes are formed by
their own experiences as students within elementary and secondary classrooms. These
attitudes are further complicated by their own feelings of inadequacy or math anxiety, of
their own lack of self-confidence, and of their own aptitude in the subject of math
(Couch-Kuchey, 2002; Fisher, 1992; Sherman & Christian, 1999; Williams, 1988). It is a
common assumption that to “teach math well, one needs to have a positive attitude
toward the subject” (Nisbet, 1991, p. 35).
Another reason for change to be so slow is that teachers and preservice teachers
tend to teach as they have experienced teaching and how teaching has been modeled to
them in their adult lives (Fisher, 1992; Frye, 1991). Thus, preservice teachers come with
preconceived beliefs about teaching practices, and especially mathematics teaching, that
are based on experiencing years of traditional teacher-led drill with heavy procedural
skills emphasis (Fisher, 1992; Hiebert, 1999). The attitudes and beliefs about
mathematics are deeply rooted and deeply ingrained therefore into the emotional and
cognitive make-up of each individual (Ambrose, 2004).
While math reform in the United States has been encouraged since the 1960s,
there has not been significant improvement in student achievement in mathematics during
the last four decades (Sellers & Ahern, 2000). Today’s students will need more math

skills and need to be more mathematically literate than students of the generations before
them (Marshal, 2003). On the college and university level, increased pressure is being
put on teacher educators to conform to the National Council of Teachers of Mathematics
Standards for the professional development of preservice teachers, as well as the
continuing education of teachers in the area of mathematics (Frye, 1991). On the
elementary and secondary education levels, increased pressure is being put on teachers to
better prepare their students for the mathematical tests that they will need to take and for
the advanced math courses that they will face in the future (Grouws & Cebulla, 2000).
The cry for reform in mathematics education continues.
Traditional teaching methods tend to center on procedural learning rather than
conceptual learning. Preservice teachers who have high math anxiety tend to lack the
conceptual background needed to foster the teaching of understanding of mathematics in
their students (Brown, 1993). Heavy reliance on textbooks perpetuates the traditional
curriculum that has not provided the desired achievement on standardized tests for the
last several decades. There is a preponderance of data that indicates that the traditional
curriculum and traditional instructional methods are not working (Hiebert 1999; NCTM,
2000; Marshall, 2003; Moch, 2001; Van de Walle, 2004). Yet direct teaching and heavy
emphasis on computation as well as excessive drill and practice continue to be the most
widely used strategies for teaching mathematics.
The current trend in mathematics educational reform began to surface in 1980
when the National Council of Teachers of Mathematics (NCTM) published a document
entitled, An Agenda For Action. This document stressed the importance of problem
solving in mathematics curriculum. Then in 1989, the NCTM published its Curriculum

and Evaluation Standards for School Mathematics. This document had the express
purpose of initiating change in mathematics teaching, as well as ensuring quality of the
teaching and setting goals for math curriculums. The NCTM followed this with the
Professional Standards for Teaching Mathematics in 1991 and the Assessment Standards
for School Mathematics in 1995. Finally, in 2000, the NCTM refined and updated its
past views and published the Principles and Standards for School Mathematics. These
are all noteworthy and highly acclaimed steps towards reform of the current mathematics
curriculum of America’s schools. The NCTM, among other things, stresses a
constructivist approach to learning mathematics. It supports five goals for students in
mathematics education (Sgroi, 2001). Students should
1. Learn to value mathematics,
2. Become confident in their ability to do mathematics,
3. Become mathematical problem solvers,
4. Learn to communicate mathematically, and
5. Learn to reason mathematically.
It is noteworthy that these goals do not focus on skills or computation, but on
understanding and communicating mathematically. However, research continues to show
that a typical 8th grade United States classroom devotes 90% of mathematics class time to
practicing routine procedures (Grouws & Cebulla, 2000). This leaves little time for
problem solving, communicating, reasoning, valuing and analyzing mathematical
problems.
In spite of this emphasis on change over the past 15 years alone, mathematics
teaching is still heavily dependent on traditional mathematics textbooks and traditional

teaching strategies. Commercially produced textbooks are primarily designed to create a
teacher-directed environment where the students become the receivers of knowledge,
rules, and procedures (Battista, 1999; Van de Walle, 2004). Teachers rely heavily on
textbooks and often find that the textbooks rather than the standards drive the curriculum
(Post, 1988). This textbook driven curriculum is what most teachers and especially new
teachers find themselves immersed in when they have their own classroom of students.
It is important for preservice teachers to understand where in the math curriculum the
math textbook resides, and how to convert the textbook lesson to a constructivist
approach whenever possible, but it is equally important for preservice teachers to realize
that the textbook is only one tool in teaching mathematics.
A major area missing in traditional textbook lessons is the incorporation of
constructivist learning. The theories of Jean Piaget, Jerome Bruner, Zolton Dienes, and
Lev Vygotsky have provided the foundation for constructivist teaching (Post, 1988). All
theorists were concerned with how children learn, and made important discoveries toward
this effect. Several commonalities arise among these theorists. The following partial list
is significant to this study.
1. Concept formation is the essence of learning mathematics.
2. Learning is based on experience.
3. Sensory learning is the foundation of all experience and, thus, the heart of
learning.
4. Learning is enhanced by motivation.
5. Learning proceeds from the concrete to the abstract.
6. Learning requires active participation by the learner (Reys, 1971).

It is important that preservice teachers understand that the theories of how
children learn mathematics should impact how teachers should teach mathematics. The
traditional direct teaching practices have not addressed many of the concepts above or the
ideas of the great theorists in great depth. Consequently, many children have not been
served well in their mathematical education resulting in mathematically anxious adults
who avoid mathematics whenever possible (Zaslasky, 1994). Teaching strategies that
increase concept formation, while basing learning on experience is important to the
elementary child (Van de Walle, 2004). It is important for preservice teachers to develop
lessons that will proceed from concrete experiences to symbolic experiences and then to
the abstract. Children should be actively involved in their learning in a way that is
motivating and enriching, as well as in ways that will foster understanding and
mathematical confidence.
Piaget and Bruner addressed the need of children to move through the concrete
realm before reaching the abstract level of learning. Manipulative materials give children
the opportunity to touch and move concrete items. It is also noteworthy that the NCTM
has recommended the use of manipulatives in teaching mathematical concepts in every
decade since the 1940s (Hartshorn & Boren, 1990). Further, research has shown that
manipulatives are very useful in helping children move from a concrete level of
reasoning to an abstract level of reasoning (Burns, 2000; Educational Research Service,
1999; Gilbert & Bush, 1988). Hartshorn and Boren wrote in 1990 that a respected
journal, The Arithmetic Teacher, addressed the use of manipulatives in all of its recent
publications prior to 1990, and devoted all of its February, 1986 issue to the use of
manipulatives. However, in spite of that coverage, a meta-analysis done in 1989 showed

that few teachers used manipulatives in their classrooms (Hartshorn and Boren, 1990). In
studying my math methods classes, I began to wonder why this was so.
Te research supporting the use of manipulatives was substantive. Lessons with
planned activities including manipulatives will support the thinking, reasoning, and
constructing that children will engage in to understand mathematical concepts and
eventually help the child move from the concrete to the symbolic and then the abstract
level of understanding (Brown, 1993; Hartshorn & Boren, 1990; Post, 1988). By
discussing actions that children use to discover their own answers to mathematical
problems using manipulatives, children connect the semantic memory with the episodic
memory, enhancing memory retention as well as learning and understanding. Working
with manipulatives affords children the best opportunity for retention of memory (Moch,
2001). Manipulatives become the vehicle to allow children to actively explore and then
talk about their actions and findings in mathematics (Bullock, 1996; Mistretta & Porzio,
2000). Reflection about mathematical activities enhances student understanding and
reduces student math anxiety (Moch, 2001), while also improving attitudes towards
mathematics (Educational Research Service, 1999).
One problem with change appears to be that preservice teachers come into their
mathematics methods courses with preconceived notions about what teaching
mathematics entails as well as with their own beliefs and attitudes about mathematics
(Ambrose, 2004; Fisher, 1992). Changing beliefs and attitudes is difficult when these
attitudes are strongly ingrained (Fisher, 1992). Content-focused university mathematics
courses have not been successful in relieving mathematics anxiety (Battista, 1999; Tooke
& Lindstrom, 1998) or in changing the way that mathematics will be taught to the next

generation. In order to effectively teach mathematics and follow the recommendations of
the National Council of Teachers of Mathematics, elementary mathematics methods
courses need to stress the value of pedagogical knowledge that will lead to better
mathematics inquiry and instruction (Kelly, 2001; Trujillo & Hadfield, 1999). In other
words, math methods courses for preservice elementary teachers need to immerse their
students into the mathematical environment that we wish for these teacher candidates to
create for their future students. Within this environment, they must first think and
experience mathematics like a child before they can relate to the material as a teacher.
Use of manipulatives in math methods classes has been found to be effective in
changing the way preservice teachers view the teaching of mathematics (Larson, 1983;
Rockenbach, 1997; Young, 1983). When preservice teachers are given opportunities to
also work with children with manipulatives, an even greater change in beliefs and attitude
is experienced (Sherard, 1985; Trueblood, 1988). When preservice teachers are
encouraged to use a problem-solving approach with the use of manipulatives, they have
the chance to experience the type of classroom that fosters mathematical learning with
the least amount of anxiety. This has been shown to not only reduce the mathematical
anxiety that preservice teachers themselves experience, but also to positively alter their
beliefs about teaching mathematics, de-emphasizing traditional methods and emphasizing
reform methods of teaching (Larson, 1983). Good manipulative use often incorporates
small group work where individuals can explore and discuss the problems between
themselves (Williams, 1988). Group work needs to be incorporated into the math
methods classes to establish the importance of it in the minds of our future teachers.
Preservice teachers need experience in understanding the concepts that they will be

expected to teach as well as experience in working with manipulatives to represent the
physical and mental models of the mathematics (Trujillo & Hadfield, 1999). Concrete
materials allow preservice teachers to feel more comfortable in voicing their ideas,
exploring possibilities, and discussing with their peers (Larson, 1983) just as they help
children voice their beliefs and discoveries.
It is also important for preservice teachers to understand that manipulative
materials offer a teacher a window to observe children and assess their knowledge.
Through the use of manipulatives, teachers can see how children are attempting to solve
equations and problems (Mistretta & Porzio, 2000). Through discussions with children,
as well as watching children working with manipulatives, teachers can evaluate what
children are understanding (Mistretta & Porzio, 2000; Van de Walle, 2004). Children
often find it easier to explain their thinking and their actions while using manipulatives
(Sawada, 1997; Van de Walle, 2004).
Today’s preservice teacher will be tomorrow’s classroom teacher. Therefore, the
purpose of this study was to assess changes in preservice teachers’ beliefs about teaching
mathematics after completing a mathematics methods course incorporating a
constructivist approach as outlined in the National Council of Teachers of Mathematics’
Principles and Standards. In addition the study attempted to determine the extent to
which students incorporated more constructivist methods when planning a mathematics
lesson plan from the beginning to the end of the course. Findings from this study were
analyzed and used to answer the following research questions:

1. To what extent do preservice teachers’ beliefs about teaching mathematics
change from the beginning to the end of the methods course when incorporating a
constructivist teaching approach?
2. To what extent do students change in their utilization of a constructivist
approach to lesson planning after exposure to more constructivist approaches in the
methods course?
During a typical class period, the researcher generally gave a short lecture,
followed by a corresponding activity often incorporating manipulatives. The students
often interacted in small groups to solve problems. Following small group interaction the
class would generally come together to reflect and interpret the results of the small group
activity. Discussion followed on the significance of the experience both to future teachers
and to elementary students.
An example of a typical class period would be a short lecture on some
pedagogical practice relating to the teaching of mathematics. The researcher would
discuss the importance of developing tasks that children will become engaged in to allow
them to become immersed in the mathematics, for instance. Next, the preservice teachers
would actually do an activity that may be used in an elementary classroom. While this
would be an exercise that would be used with primary or elementary children, the
preservice teachers would do the activity to experience the constructivist environment
that would be conducive to learning for children. The students would be told the same
instructions that would be given to children. The students would take part in the activity
and attempt to think about the activity both as an elementary child and as a future teacher.
In this way, the students have a chance to begin to get a feel for what an elementary

student would be experiencing. Toward the end of the class the group would come
together as a whole and discuss such things as, What surprised you about this task? How
do you think primary aged children would address this task? What expectations did you
have for the outcome? Discussion would focus on the significance of the manipulatives
for children’s understanding of the process. Throughout the semester, students would
also continually be required to take lessons from traditional textbooks and create
constructivist lessons that would substitute for the textbook pages that would allow
elementary children to be active learners.
In addition to the class activities, students also participated in a field trip to an
elementary school. They spent a day in a school system where they worked with two
different classrooms of children on different levels in the area of mathematics. During
the field trip, the university students engaged the elementary students in a new concept or
new learning involving prior knowledge using a constructivist teaching approach.
Research question number one addressed how preservice teachers’ beliefs about
teaching mathematics changed from the beginning to the end of the course when
incorporating constructivist-teaching approaches. This was answered through analysis of
the Standards Belief Instrument (SBI) that was administered to the students during the
first and last week of the course. The Standards Belief Instrument measures specific
components that underlie the beliefs set forth in the Curriculum and Evaluation
Standards of School Mathematics (NCTM, 1989) and address particular areas of
importance to teaching mathematics in the elementary classroom (Zollman & Mason,
1992). The SBI uses a six-point Likert scale with “1” indicating that the participant
strongly agrees and “6” indicating that the participant strongly disagrees with the

Standards. The SBI consists of eight positive valence items and eight negative valence
items. When calculated together, the closer an overall score of “1” that a respondent
achieves on each item indicates a positive agreement with the NCTM for that concept.
The total numerical range possible for each student is a low of 16 indicating agreement
with the Standards to a high of 96, indicating a disagreement with the Standards. There
was significant change in the students’ beliefs about teaching mathematics, t(34) = 9.056,
p = .000. Students’ posttest scores decreased (M = 37.91) compared to their pretest score
(M = 48.66), which indicated an increased student agreement with the Standards (Table
1).

Table 1
Standards Belief Instrument
________________________________________________________________________
M
SD
t
p
________________________________________________________________________
Pretest

48.66

6.16
9.056

Posttest

37.91

.000*

8.75

________________________________________________________________________
*significant at .05
To ascertain the level of constructivist approaches towards teaching mathematics
that the university students incorporate into their mathematics teaching, a pretest lesson
plan and a posttest lesson plan was assigned to the students. During the first week of the
course, the students were assigned to write a 45-minute plan to teach the concepts of a

lesson from a traditional mathematics textbook. This was a pretest of their use of
constructivist mathematical skills that engage students in conceptual learning rather than
the traditional show-and-tell method of teaching. A nine-point researcher-designed
rubric was used to analyze the lessons for use of constructivist methods, manipulative
use, and student engagement. In scoring this rubric, no manipulative use at all or no
engaged environment scored a zero while at the top of the range use of manipulatives in a
good student engaged environment would score a “3.” The three areas of problem
solving, constructivism, and the teacher as a facilitator were evaluated using the rubric.
The ideal score was a nine while the lowest range was a zero. Ideally, there should be a
rise in the score between the pretest and the posttest. The same lesson was assigned the
last week of the term to again analyze the number and type of constructivist activities,
manipulative use, and active learning that was incorporated into the lesson.
The pretest and posttest lesson plans show the practical application of students’
beliefs about teaching mathematics. There was significant change in the students’
constructivist lesson planning t(34) = -8.754, p = .000. Their post scores were a
significant increase (M = 6.93) compared to their pretest score (M = 3.64). Rising
posttest scores indicated an increase in the use of constructivist approaches towards
teaching mathematics with elementary children (Table 2).

Table 2
Student Lesson Plans
________________________________________________________________________
M
SD
t
p
________________________________________________________________________
Pretest

3.64

2.35
-8.754

.000*

Posttest
6.93
2.01
________________________________________________________________________
*significant at .05
The results of this study indicate that opportunities to experience constructivist
approaches in teaching mathematics, combined with manipulative use, allows students to
become immersed in the subject. When students experience mathematics in a
constructivist environment, mathematics becomes more understandable and enjoyable.
Strategies that create a constructivist environment in the classroom become techniques
that preservice teachers embrace. When they experience constructivist methods and
hands-on activities, they understand that the subject can be taught in a way that is
engaging to children. The key is that they must experience the subject in a way that their
elementary students should experience it. By doing so, they are creating their own
knowledge about how mathematics should be taught. The results of this study were
encouraging as students became more comfortable with creating and teaching lessons that
replaced the teach-by-telling textbook lessons. Preservice teachers were creating lessons
that allowed children to actively explore the mathematical concepts that are incorporated

in traditional textbook lessons rather than simply being passive receivers of the learning
process.
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Abstract

Based upon the choice of college major as reported on the 2004 American College Test
(ACT), certain factors account for the variance between groups of Tennessee students who chose
education majors. The purpose of this study will be to identify these factors and, specifically,
will attempt to describe according to gender, race, and ACT composite scores of Tennessee
students who plan to major in education and who took the 2004 ACT assessment. In addition, the
study will examine ACT student profile factors, interest inventory factors, and demographic
variables which account for a statistically significant amount of variance between education
majors and those who plan to major in other fields of study.
The population for this study will include all students who took the 2004 ACT
Assessment Program test in Tennessee (N = 35,574). The ACT Assessment Program booklet is
a measurement instrument consisting of four areas: English, mathematics, reading and science
reasoning. The instrument offers multiple choice questions to assess candidates for college
entrance. Additionally, the ACT Assessment Program surveys the test takes with an interest
inventory and a student profile section. This study will use 189 of the student profile section

response items along with all responses from the interest inventory which are classified into six
major interest categories.
The specific objectives of this study are to:
1.
2.

Describe the Tennessee students who plan to major in a field of education and who took
the 2004 ACT Assessment Program test according to gender, race, and ACT composite
scores.
Determine which ACT Assessment Program student profile factors, interest inventory
factors, and demographic variables account for a statistically significant amount of
variance between students who plan to major in an educational field from students who
plan to major in other fields of study.
The predictor variables will be all responses to the student profile section, interest

inventory percentile ranks, demographic information, and high school course and grade
information supplied by test-takers as they completed the ACT Program Assessment registration
booklet and examination. The ACT Program Assessment registration asks students “Which
college major (program of study) do you plan to enter?” Choices of college majors included 284
specific majors and a choice of undecided. From these choices, 9 are listed as “education majors
“and 21 are listed as “teacher education majors.” All general and specific major areas will then
be recomputed to classify all students into two categories: (1) educational majors, and (b) other
majors. Data analyses will consist of descriptive statistics and a stepwise multiple regression
utilizing SPSS for Windows release 13.0. All significance tests will be performed at the .01
level of significance. An Alpha level of .01 was selected for this study because it was the typical
level of significance employed by previous researchers utilizing similar ACT information in
regression models with relatively large sample sizes (Heard & Ayers, 1988; Tarpley & Taylor,
1992; West & Tarpley, 1992; Sibert, 1989).
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Abstract
Few teachers are evaluated on their ability to use technology in the classroom despite conclusive
evidence that its effective use has a positive impact on student achievement and that large
amounts of resources are dedicated to placing technology in schools. Teacher evaluations in 220
school districts were reviewed for this study. Only one-fifth of the evaluations include
technology skills as a specific criterion, with the majority of these occurring in larger districts.
Reasons for this low rate of technological assessment are offered as well as sample evaluation
language that districts might consider. These findings may assist policy makers in developing
better teacher assessment tools and improve the implementation of technology in schools.
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Technology Skills as a Criterion in Teacher Evaluation
Teachers have always adopted new technologies, whether slate boards, pencil sharpeners,
movie projectors, or laptop computers, and incorporated them into their repertoire. The ability of
teachers to integrate today’s technology—defined in this study as computer-based tools,
including the Internet, software and hardware, computers, and related multi-media—into the
teaching and learning process directly impacts student achievement (see, for example, Waxman,
Connell, and Gray, 2002).
Teachers seeking to hone their technology skills have many options. University courses,
professional development, seminars and conferences, professional organizations, current
literature and research, and good old-fashioned classroom experimentation form a mosaic that
offers avenues for improvement. Conversely, technology has little impact if teachers are not
trained properly in its use (Sandholtz, 2001).
If school officials deem teachers’ technology abilities as an area of interest, evidence can
be garnered several ways, including observation, surveys of teachers, use of school technology
resources and plans, training, and student achievement levels. If a school district’s goal is to
increase adept use of technology by teachers, one powerful way is through formal evaluation.
Little, though, is known about how or even if teachers are rewarded or penalized for their
technological acuity. Scant research exists that addresses one critical part of the equation: teacher
evaluations that include technology competence. This report examines the degree to which
public school districts in one state include teacher technology skills in their evaluations.
Review of Literature
Numerous studies have attempted to measure the effect of technology on student
achievement. There is also a considerable body of research on the role and purpose of teacher
evaluations. A brief review of these two issues framed within the context of this paper follows.
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Educational Technology and Its Impact on Achievement
It is more certain than ever that the appropriate use of technology has a positive impact
on student achievement. Waxman, Connell, and Gray (2002) conducted a meta-analysis of 20
such studies with 138 effect sizes1 involving 4,400 students and found the “study-weighted effect
sizes averaging across all outcomes [cognitive, affective, and behavioral] was +.30 (p < .05),
with a 95-percent confidence interval of .004 to .598” (p. 2), which indicated that “teaching and
learning with technology has a small, positive, significant effect on student outcomes when
compared to traditional instruction” (p. 2). A report by Sivin-Kachala and Bialo commissioned
by the Software & Information Industry Association (2000) studied 311 projects chosen from an
original set of 3,500. They concluded that the proper use of technology has a “positive effect on
student attitudes toward learning, self-confidence, and self-concept” (p. 11).
A research synthesis of 31 studies, out of 195 experimental and quasi-experimental
projects considered, that met rigorous criteria found a positive impact of discrete educational
software2 technology on reading and mathematics achievement (Murphy et al., 2002). The
overall weighted effect size was +0.38 (p < .05), and “the magnitude of the effects was consistent
and slightly larger than the estimated effects reported in earlier meta-analyses of the
effectiveness of computer-based instruction” (p. 38). WestEd (2002), a nonprofit research and
development agency, found that there is a “substantial body of research that suggests technology
can have a positive effect on student achievement under certain circumstances and when used for
certain purposes” (p. 24). The State of Illinois commissioned McCabe and Skinner (2003) of
Westat to review the connection between technology and achievement and found that
“technology use had a small, but significant, impact on student achievement as measured by the
Illinois testing program” (p. 51).
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The Apple Classrooms of Tomorrow (ACOT) was a ten-year longitudinal inquiry that
investigated how the routine, embedded use of technology impacted students. In these
classrooms:
Students and teachers had immediate access to a wide range of technologies, including
computers, videodisc players, video cameras, scanners, CD-ROM drives, modems, and
on-line communications services. In addition, students could use an assortment of
software programs and tools, including word processors, databases, spreadsheets, and
graphics packages (ACOT, 1998, ¶ 2).
The results showed that students exposed to this style of teaching and learning “increased
initiative by going beyond requirements of assignments and by independently experimenting
with and exploring new applications” (Sandholtz, Ringstaff, & Dwyer, 1997, p. 90) and that
“[technology] can significantly increase the potential for learning, especially when it is used to
support collaboration, information access, and the expression and representation of students’
thoughts and ideas” (ACOT, 1998, ¶ 3).
Determining the impact on student achievement resulting from the use of technology
does present difficulties, though. One problem regards quality of research. Cuban (2001) found
methodological limitations and questionable validity in his review of such studies. The broad
continuum of how technology is pedagogically deployed complicates judgment and analysis, too.
For example, should one focus on learning with technology, i.e., its integration into the learning
and teaching process as another arrow in the teacher’s quiver? Or, should the focus be on
achievement resulting when students learn from technology, such as performing rote drills on a
computer, a “flashcard” approach? Is the role of the teacher merely to be a facilitator or is there a
more direct cause and effect relationship in the teacher, technology, and achievement milieu?
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Regardless of the framework, however, research appears to confirm that there is a direct
relationship between effective use of technology and student achievement.
Clearly, schools are ready to take advantage of technology. More than 99% of all U.S.
public schools are now wired to the Internet (National Center for Education Statistics, 2002). The
percentage of instructional rooms—defined as classrooms, computer and other labs,
library/media centers, and any other room used for instructional purposes—that are hooked up to
the Internet increased from 3% in 1994 to 87% in 2001 (National Center for Education Statistics,
2002).
The financial, as well as educational, stakes are high. By 2000, expenditures in K-12
settings for technology had tripled over the previous decade to more than $6 billion annually
(Sivin-Kachala & Bialo, 2000), not including expenditures under the federally sponsored
program School and Libraries Universal Service Support Mechanism program, better known as
the e-rate. Completing four steps—preparing a technology plan, seeking discounts on eligible
services, confirming receipt of services, and preparing invoices—has helped many districts
obtain affordable Internet services and telecommunications (Universal Service Administrative
Company, 2003). More than $10 billion in federal money has thus far been spent on the e-rate
(McCabe & Skinner, 2003).
The federal government encourages technology in the schools in other ways, too. Part D
of Title II of the “No Child Left Behind” act authorized by Congress is titled “Enhancing
Education Through Technology Act of 2001” and is another instance of federal financing of
school technology. A goal of Part D is to “encourage the effective integration of technology
resources and systems with teacher training and curriculum development to establish researchbased instructional methods that can be widely implemented as best practices by state
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educational agencies and local educational agencies” (U.S. Department of Education, 2002, Sec.
2402, Purposes and Goals, B2B).
In summary, schools are equipped to use technology and the government supports such
use. When deployed in a sound manner technology helps to bring student learners to greater
heights of academic achievement.
Teacher Evaluations
Administrators use teacher evaluations in critical ways, including improving instruction
and making decisions about continued employment. These objectives were established as far
back as 1939 when Cooke stated that the purposes of teacher evaluation are “(a) selection of
teachers, (b) determination of salaries and promotions, (c) guidance and in-service education,
and (d) dismissal, retention, and retirement decisions” (pp.185-87).
Drake and Roe (2003) note that evaluation is a “challenging and often frustrating topic
for study because it concerns not only measures of knowledge and demonstration of
proficiencies but also the anxieties and consequences of interpreting and using this information
at all levels” (p. 317). They offer the following teacher evaluation framework: (a) the evaluation
process must be consistent with the school’s philosophy, (b) the evaluation process must
encourage growth, (c) the purposes of the evaluation should be developed cooperatively, (d)
criteria should be clarified for assessing performance prior to evaluation, (e) evaluation should be
continual and from multiple sources, and (f) the results of each stage of the evaluation should be
recorded and reported (2003).
A search of the AskERIC database in June 2003 using keyword combinations “teacher
evaluation and technology skills,” “teacher evaluation and technology competency,” “teacher
assessment and technology skills,’ and “teacher evaluation and computers” generated only one
article relevant to this report. Anderson (2000) discussed the need for evaluating teachers on
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their technology abilities because such “assessment provides a measure of the return on the
investment made in hardware, software, and training, as well as a way to plan for program
improvement, and to distribute information to administrators, school boards, and the
community.”
Despite the paucity of research about how teachers are evaluated on their technology
skills, teachers today enter the classroom better prepared to use technology than their longerserving colleagues. They are raised with it and some university teacher preparation programs
include a technology course in their programs. In Michigan, for example, Standard 7 of the
“Entry-Level Standards for Michigan Teachers and Related Proficiencies” requires “an ability to
use information-age learning and technology operations and concepts to enhance learning and
personal/professional productivity” (Michigan Department of Education, 2002). The state also
recommends in a section of its technology plan that school districts “must be encouraged to
include technological competency as an aspect of teacher hiring and evaluation” (Michigan’s
State Technology Plan, 2000). Nationally, 18 states require teachers to take a course in the use of
technology or a test that measures their skills in this area prior to receiving initial licensure
(Galley, 2003).
Administrators have resources that assist with evaluating teacher technology skills.
Specific technology standards for schools administrators have been developed by the
Collaborative for Technology Standards for School Administrators (2001), a group of leading
professional school organizations in the United States. One of the 16 standards for principals
focuses on teacher evaluation. Standard 12 states that effective principals “implement evaluation
procedures for teachers that assess individual growth toward established technology standards
and guide professional development planning” (p. 12). A study by Whale (2003) found that of all
16 standards, Standard 12 had the lowest level of agreement, an indicator that principals do not
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normally evaluate teachers on how they use technology nor do they use such procedures to plan
professional development. Thus, while teacher technology evaluation is recommended for
administrators, the actual use and application of this teacher assessment tool by administrators
remains inconsistent.
Methodology
A letter requesting a blank teacher evaluation form was chosen as the most efficient
method of collecting data from school districts across the state. A follow-up request was sent to
selected non-responding districts. No existing databases of current teacher evaluations for this
population could be located. Letters were deemed as a quicker and more likely way to obtain the
needed information than, for example, phone calls or interviews with principals.
Independent observers using a content analysis model reviewed the data. Content analysis
was chosen as the most appropriate and expedient method for discovering the frequency of
technology skills in teacher evaluations. The results were tabulated by district size and by
context within the teacher evaluation document in order to draw conclusions about how teacher
technology skills are evaluated in the field.
Instrumentation
Building-level administrators in all 554 PK-12 public school districts in Michigan were
mailed requests asking for a blank copy of a district teacher evaluation form. A description of the
research project was included. Recipients were informed that (a) no school district would be
identified by name in resulting publications or reports, (b) the responses would remain in the sole
custody of the investigator, and, (c) responses would be shredded upon completion of the project.
Data Analysis
A conceptual content analysis, as outlined by Colorado State University (2003), was used
to examine the returned evaluation forms. Internet, technology, software, hardware, multi-media,
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and computers formed the key words for the level of analysis. These terms were selected after
reviewing curriculum benchmarks in the state studied. The pre-defined code set was not
expanded during the course of the review. Coding occurred for existence of the technology terms
in any section(s) of the evaluation instrument and was done by hand by two raters to increase
accuracy. Implicit terms and translation rules were not problematic, as the words in the level of
analysis were straightforward. The data were categorized in a nominal fashion because
evaluation instruments either did or did not reference technology skills. Cohen’s kappa was
calculated to determine interrater reliability.
Context ultimately led to the exclusion of the term “audio-visual” and its variants.
Several evaluation forms rated teachers on how well they protected, managed, or stored audiovisual equipment, usually in the “management” section of the document. The phrase “audiovisual” was somewhat problematic, though, as it could conceivably include multi-media or other
computer-based applications. The researcher decided that based on the overall context that it
should not be counted as a technology criterion because it did not appear to meet the definition
of technology in this paper.
The returned evaluations from some school districts included separate appraisals for
tenured and probationary teachers. A review of both evaluation forms was included in the
analysis. Several districts submitted information that was not incorporated into the results,
however. Individual professional development plans, pre- and post-observation forms, and
evaluations for non-teaching positions such as secretaries and paraprofessionals were discarded,
as were supplementary materials explaining the evaluation process, how it was determined, who
was involved with it, and particular philosophies upon which it was based. The focus of this
research was on the evaluation of regular classroom teachers and the appraisal forms used during
the evaluation.
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A list of district student enrollment was compiled for the submitted evaluations that
included a district name, which totaled 192 out of a total 220 returned. The original request
letters and enclosed envelopes were not coded, thus it was not possible to identify the school
district unless its name was on the evaluation form. Some teacher evaluation forms did not have
a school or district name on it. The list of identified districts was ordered from largest to smallest
in order to determine relationships between district size and use of technology as a teacher
evaluation criterion.
Delimitations
This study was limited to traditional Michigan public schools. Religious and other
private schools were not included because their missions and evaluation procedures reflect a
wide range of philosophies and their administrators have a greater degree of freedom in how
teachers are evaluated, especially as a basis for continued employment. Fidelity was best served
by concentrating on the large majority of students served by traditional public schools. Charter
schools are a growing public school presence in Michigan but they were not included for the
same reasons as religious and other private schools.
Limitations
It is unknown if, but possible that, one or more of the districts that submitted an
evaluation form in the follow-up request also responded in the original survey because some
evaluation forms received from the first survey did not have the name on the district on it.
It is also feasible that some administrators interpreted the phrase “audio visual” during
the evaluation process to include technology as defined in this report. As explained earlier, the
investigator discounted this interpretation.
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Findings
Out of 554 public school districts initially queried, 192 evaluation forms were returned,
representing 34.7% of the state’s school districts. A follow-up request to 50 districts was sent to
increase sample size and 28 responses (56%) were received. In total, 220 (39.7%) of the state’s
public school districts are represented in this study.
A conceptual analysis was performed on the 220 evaluations by two reviewers who
independently examined the returned forms for incidences of teacher technology use as a
criterion in evaluations. The Cohen’s kappa interobserver rating was calculated at 0.86 for the
original survey (192 responses) with a standard error of .049. The follow-up survey (28
responses) found a perfect interobserver rating of 1.00 with a standard error of 0.00. Overall, the
interobserver rating was strong.
A total of 42 out of the 220 districts (19.1%) include teacher technology skills as defined
in this study as an evaluation criterion. A 95% confidence level indicates a margin of error of ±
4.03%. Districts that include technology competence in their evaluations tend to be larger
districts (see Table 1). A total of 192 school districts submitted evaluations that included the
name of the district.
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Table 1
School Districts That Evaluate Teachers on Technology Use
Based on Size of District

Quartile District Enrollment
1
2
3
4

Over 4,196
1,986-4,195
1,331-19,85
Under 1330

Total

n

Include Technology as
Evaluation Criteria

Percentage

48
48
48
48

12
12
7
5

25.0
25.0
14.5
9.6

192

36

18.8

Samples of evaluation language that referenced technology use include:
1. Uses a variety of resources in instruction such as Internet, community members, text,
and reference materials;
2. Appropriate instructional materials, including electronic technology, are selected to
support the benchmarks;
3. Effectively integrates technology in the teaching and learning process;
4. Uses available technology appropriately to maximize student learning;
5. Utilizes technology; and
6. Demonstrates the integration of technology into his or her teaching.
Teacher evaluations generally had four sections: (a) instruction, (b) planning and
preparation, (c) classroom management and environment, and, (d) professional responsibilities
and communication. References to technology were found in the instruction section in 72.5% of
the time, 12.5% were found in planning and preparation, 7.5% of the occurrences were in the
classroom management and environment section, and 7.5% were in the professional
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responsibilities/communication section. In three school districts technology was mentioned in
more than one section.
Discussion and Conclusions
The technology juggernaut shows no signs of slacking. Synergy resulting from dollars
funneled into technology and apt delivery by teachers has a positive impact on student academic
achievement. This effectiveness results from a “match between the goals of instruction,
characteristics of the learners, the design of the software and technology implementation
decisions made by teachers” (Sivin-Kachala & Bialo, 2000, p. 10). Substantial public resources
are devoted to this effort. The government dollars pumped into technology programs may not be
a fiat but it is certainly a strong push. Teacher evaluation parameters as currently written provide
enough flexibility that a cooperative team of teachers, their representatives, administrators, and
school board members should be able to wordsmith language that would encompass teacher
technology skills in the evaluation. However, despite the considerable body of research on
teacher evaluations, little work has been done when technology use is factored into the
evaluation equation.
In earlier research about the degree to which principals use and agree with the
Technology Standards for School Administrators (Whale, 2003), several administrators said that
they would like to use teacher technology skills in teacher evaluation but were prohibited from
doing so by union contract. In other words, the absence of appraising technology abilities in
evaluation schema effectively stops administrators from considering it.
Another aspect of principals’ behavior regarding evaluating teachers and technology to
consider is that only about one-third of principals have ever taken any kind of technology course
(Whale, 2003), including graduate and undergraduate education, seminars, workshops, and
inservices. It is likely that these school leaders, in general, do not feel competent in evaluating
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teachers in this arena. In addition, only 20% of teachers report that they believe themselves to be
well prepared to use technology in their teaching (National Center for Education Statistics,
1999).
Sample Contract Language
Current language found in evaluations is generally vague. Frequently, it was no more
than “uses technology.” This open-ended phrasing probably results from uncertainty on the part
of evaluators on how to actually evaluate teachers in this area. Districts might consider, instead,
more defined wording in evaluations such as:
Teacher will show evidence of appropriate use of technology in the teaching and learning
process. This includes learning ‘with’ technology and learning ‘from’ technology. Technology
means using the Internet, computers, software and hardware, and computer-based multi-media.
Summary
1. A large majority of school districts do not use teacher technology skills as part
of the evaluation process. In the findings reported here, 81% of responding
districts do not include technology skills of teachers in their evaluations.
2. When evaluation language does appear to support technology use, it is often
vague enough that deriving meaning is difficult.
3. The closest some districts come to mentioning technology in their evaluations
is the category “audio-visual,” and more often than not, it is in the
“management” rather than “instructional” section of the evaluation and likely
meant videotape records and other non-computer media.
4. Districts that use technology in their evaluations usually place it in the
“instruction” section.
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5. Larger districts are more likely to include teacher technology skills in
evaluations than are smaller districts.
Recommendations
1. Only 18 states currently require teacher candidates to be tested or to take a
technology course as part of their university training. This number should be
expanded.
2. Some school districts have made positive steps in their effort to reward or
penalize teachers for their technology skills. All districts should strive to have
language in their teacher evaluations in this area.
3. Evaluation language should recognize both learning “with” technology and
learning “from” technology and teachers’ role in each.
4. Administrators need training to properly gauge effective use of technology by
teachers.
Implications for Future Research
1.

More work needs to be done to determine what constitutes fair and
proper evaluation of teachers and how they use technology.

2. Research needs to link teacher skills with student learning from and about
technology.
3. Studies should be done to assess principals’ own technology skills and their
comfort level in including such skills in teacher evaluations.
4. Researchers in states that do not have the pre-service requirements for
technology training should determine the extent to which technology skills
appear in teacher evaluations.
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In conclusion, school districts that evaluate teachers in their technology use will be a step
ahead of most of their peers and will have a powerful tool to help achieve quality education. The
clear impact of technology on the teaching and learning process will ultimately lead to such
inclusion in evaluations as a basic part of teacher appraisal. Given the stakes, children deserve
no less.
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Footnotes
1

Effect size is a statistical metric that allows comparison of results across studies and is

commonly used in meta-analyses. The magnitude of a relationship between an intervention and
an outcome is determined regardless of sample sizes.
2

Discrete educational software is widely available and used for instructional areas such as

reading and mathematics. It includes computer-assisted instruction, computer-based instruction
and can be found on CD-ROM’s as well as the Internet.
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Introduction
The personal power of the classroom teacher to affect the cognition of students has
always fascinated me. Throughout my thirty years in the secondary language arts
classroom, I observed that students not only acquire content knowledge but also the
world view and pattern of thinking demonstrated by the teacher in her curriculum, tone
and instructional delivery. Last spring as a new University Supervisor of student teachers
as well as a community college English Instructor, I had the opportunity to learn about,
reflect upon, and test educational thought about the ways teachers can actuate concepts of
social justice and Democratic Education in the classroom. The San Diego State
University Policy Studies Department in Education Student Teaching Handbook (2001)
provides direction for evaluating developing democratic educators which captured my
interest. As a component of the Student Teacher Evaluation, the University Supervisor
observes and assesses each teacher candidate’s understanding and demonstration of the
following themes in daily practice: Social Justice, focusing upon status equalization in
the classroom, Teacher Performance Expectation (TPE) 14; Biliteracy/Bicognition,
supporting and connecting the role of first and second language and culture as tools of
thought (TPE 15); Community and Culture, valuing and developing the student’s
bicultural identity (TPE 16). The California Standards for the Teaching Profession
Standard 1: Engaging and Supporting All Students in Learning, umbrella the Policy
Studies Department’s TPEs.
I teach English 114, Introduction to Composition, at Southwestern College, a 2 year
community college located in Chula Vista, minutes from the international border between
Mexico and the United States, as often as I can. In this rich socio-cultural environment,
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one can intuit many of the policy issues confronting education today. English 114 is a
prerequisite for English 115, which fulfills the University of California system
requirement for freshman composition. Those who did not qualify for English 115 on the
Southwestern College English Assessment or have followed the English as a Second
Language (ESL) sequence of courses, find themselves in English 114. In short, the course
is construed as either a remediation of or introduction to writing skills needed to construct
a clear, organized thoughtful essay. Because of the proximity of the border and the
international culture of the school community, this course typically attracts a high
enrollment of English Language Learners (ELL). Most instructors use a reader and a
grammar as class texts. Some honor the writing process; others emphasize drill and
practice to correct and strengthen grammatical and mechanical language skills. I choose
an anthology with the most recent, diverse, and controversial topics I can find in the
college bookstore and we read, write, speak, and listen with purpose and passion.
A Multicultural Specialist, I have always prided myself in transmitting my personal
value of cultural diversity to my students, both implicitly and explicitly. But, as I read the
Policy Studies TPEs, I reflected that after thirty years working with bilingual Spanish
students, other than sharing a poem or allowing students to write journals in their first
language, I had never incorporated a Spanish language piece as a meaningful class
assignment. I had integrated TPEs 14 and 16, ensuring equal status and valuing the
bicultural identities of my students into my daily practice, but I had not worked with the
valuable bicognitive/ biliterate characteristics of my diverse students. When teaching
methodology values and capitalizes on the education the student brings from home and
community, what educational and social benefits can be accrued? What does this
component of Democratic Education look like in a classroom setting?
Theory and Background
Early Social Reconstructionists including George Counts (1932) and Theodore Brameld
(1959) believed that “schools should become the primary agent for planning and directing
social change,” (Parkay & Stanford, 2004, 88). Progressives like John Dewey held that
“the best way to prepare students for an unknown future is to equip them with problem
solving strategies that will enable them to discover meaningful knowledge at various
stages of their lives” (Parkay & Stanford, 2004, 86). Duane Campbell in Chapter 9 of
Choosing Democracy A Practical Guide to Multicultural Education (2000) suggests
promoting critical thinking as an effective instructional strategy to cut through socioeconomic differences and level the educational playing field. He believes: "Teachers
dedicated to building a democratic classroom recognize that critical thinking plays a
central role in moving away from inequality and toward cultural pluralism" (231). All
individuals benefit from the ability to make informed life decisions, based upon higher
level thinking skills such as application, synthesis, analysis, evaluation, as identified by
Bloom (1956) in his hierarchy of intellectual behavior. The social justice question, like
so many others, lies in the key word “all”.
In the shameful history of minority education in the United States, kinds of knowledge
and, worse yet, tools for acquiring and constructing knowledge, have been delivered to
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students on a socio-economic ethno- linguistic basis. Faulty research describing the
limited ability of poor and minority children (as discerned by Banks 1998), has provided
rationale for insipid compensatory programs, featuring watered down content, low
expectations for students, and feeble methodology. The performance of poor and
minority group students on culturally biased standardized tests also determines their
placement in remedial classrooms where teachers rely upon drill and practice and whole
group instruction in socially restrictive classroom environments. Beginning teachers are
typically assigned to less desirable school sites in lower socio economic areas host to
remedial programs and classes. Poor and minority students are often subject to a double
educational sucker punch: inexperienced instructors and a doomed curriculum. At the
same time, some middle class mainstream students benefit from rigorous content, learned
through problem solving and other critical thinking strategies in an interactive,
communicative context. This dichotomy of educational practice reinforces rather that
ameliorates status inequality in society. Minority group and poor students get training;
mainstream students receive an education.
Schools in general mirror the socio-linguistic and economic culture of the surrounding
community. In the case of Southwestern the bi national school community includes not
only the South Bay area of San Diego, but also that of Tijuana, Baja California. In spring,
2004, when this study takes place, 13944 of 16762 main campus students (90%)
identified themselves as members of minority groups (Spring 2004 First Census [3-804]). Of the 13944 minority students, 9714 (70%) were Hispanic. Among Hispanics,
2893 (30%), declared Spanish as their primary language. Filipinos were the next largest
group represented on campus with 2255 (15%) of the minority population. In contrast,
2346 (14%) of total students classified themselves as White, non-Hispanic. Southwestern
students are a diverse population who bring a wealth of cognitive, cultural and linguistic
skills to the classroom.
Another component of the concept of Democratic Education is collaborative learning.
Students construct meaning with the assistance of others. Vygotsky's (1978) zone of
proximal development (ZPD) suggests that in cooperative learning groups, every student
benefits. “Vygotsky determined that the difference between what a learner can do alone
and with the appropriate guidance is this zone.”(Dunn 1995). The most able students
strengthen and stretch their skills through helping the others. Students of middle skills
are raised to the understanding of the abler students. Lower ability students reach the
skill of their middle level collaborators. And, significantly, this is accomplished through
active learning. Students bring not only their personal experiences and knowledge to the
table but also their way of knowing or world view which has a cultural basis. With the
collaboration of peers and guidance and instructional management of teachers, students
construct new meanings and knowledge.
What if I combined the democratic education imperative of explicit teaching of the
critical thinking process with the socially appealing strategy of collaborative learning?
This method would include and benefit all students, capitalize on the diverse cultural,
linguistic, and cognitive abilities of my students, and provide our learning community a
mode to perceive and actuate concepts of Democratic Education in the classroom.
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Demographics of the Study
My spring 2004 section of English 114 was composed of those who had not scored high
enough on the English placement test for the required English 115 course and students
who had taken the sequence of remedial or English as a Second Language classes to find
themselves on the threshold of writing compositions. Of the sixteen who remained by the
first week of March from the twenty-five who had originally enrolled, all were minority
group students. The class was gender balanced; 8 females; 8 males. All but one student,
a recently retired navy man from the Philippines, were age twenty-one or under. The self
identified ethnic breakdown of the class was as follows: 11 students, Hispanic; 4 Filipino;
1 Laotian. The first language spoken by 10 students was Spanish. In the case of four
students, this was their first year of schooling in the United States. (For more complete
demographic information by gender, see Table 1).
Methods
From the onset, my English 114 students were partners in this action research project. I
explained that, together, we were going to conduct a study about thinking and learning.
Spring semester was well under way by the March 5, data collection. By then, the
students recognized me as a Democratic Educator. I used a cross cultural anthology for
readings and to provide rhetorical models. We discussed and wrote about issues of race
and social justice openly and respectfully. We learned actively and collaboratively and
worked consistently in small groups or dyads. Most of all, I was transparent regarding
the social justice rationale underlying curriculum and instruction design and delivery and
sought and included their ideas in pedagogical decisions about their own education.. I let
them know that I cared not only about their learning but also about the ways in which I
could generalize and extend their modes of learning to help other English Language
Learners (ELL). Both graduates of local high schools and recent immigrants agreed that
thinking and learning in second language was difficult and a study like ours was needed
and valuable.
To provide scaffolding for critical thinking about the essays and stories we read in class ,
I developed a three column graphic organizer based upon Bloom’s (1956) levels of
cognitive domain and introduced it at the first class session (Fig. 1). The headings for
each column were taken from Turner-Bisset’s (2001) thought sequences for engendering
reflective practice in beginning teachers. In the first column, “What?”, students would
respond to the reading at the Comprehension level; that is, they would focus on creating
an accurate detailed summary of the piece. The second column, “So What?”, was
reserved for Analysis; students would determine the writer’s credibility and test his/her
ideas against their own. The final column, “Now What?”, was used for
Application/Synthesis, reflecting upon and connecting the learning acquired to construct
new ideas. Students were accustomed to getting into small groups and alternating the
roles of reporter, recorder, and active participant for each reading. Students had
informally decided that having a one student reading the piece aloud worked better than
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each student reading silently and then beginning the group tasks. After the first two
columns of the graphic organizer were completed, the reporter would present the findings
of the graphic organizer work to the class. Students then would return to their seats to
complete the reflective “Now What?” columns and produce individual three paragraph
essays or Quick Writes (QW). The QW format was as follows: column 1 became the
content basis for paragraph 1; column 2 provided information for paragraph 2; column
3’s reflections helped form the QW’s conclusion. The students were accustomed to
addressing each piece of literature in small groups with oral reading and discussion,
completing a graphic organizer, and writing an individual QW based upon the results of
the graphic organizer and personal reflection
Why not use a reading in Spanish congruent with our current topic, culturally diverse
student experience in United States’ classrooms? I chose a chapter from Ernesto
Gallarza’s Barrio Boy (1971), in which he describes his first day of school in the United
States as a monolingual Spanish speaker and a later incident which crystallizes his view
of status equalization in a democracy, experiences which would resonate with my
students. I chose a Friday for this assignment; due to the addition of an hour writing lab,
students would have a two hour block to work together. I provided copies of the piece in
Spanish and asked the class to form groups, choose roles, and use the Critical Thinking
Graphic Organizer for talking points as usual. Quick Writes, based on the selection, were
due the following Monday. To enhance scaffolding, in addition to the regular QW
guidelines, I provided the student instructions offered in Figure 2.
From the first day of the class, I had emphasized social justice issues. I reiterated the
concept of a democratic education and briefly explained the positive relationship between
first language literacy and the acquisition of academic skills in English. I explained that
today’s reading would be in Spanish and connected the content with our last reading
about a Native American’s experiences in off reservation schools and their own recent
reflective writing about their most significant school year. Today’s agenda on the board
was typical: reading, working on the graphic organizer in small groups, and reporting
back to the class. Because not everyone could read Spanish, I requested that readers stop
at the end of a paragraph or page, translate the content to English and come to a
consensus of meaning. I explained that each group needed at least 2 Spanish readers, a
recorder, and a reporter. All group members would receive the same grade.
I asked for a volunteer to read the author’s autobiographical sketch as introduction to the
lesson, but got no takers, so I began reading haltingly in my best college Spanish until a
student in the front row could stand it no longer and took over. Although bilingual, his
reading skills did not exceed mine by much. Soon class members were correcting his
pronunciation and finally Oscar, a young marine who I had never heard speaking
Spanish, raised his hand and rapidly and musically completed the paragraph garnering the
admiration of the entire class. He then translated into standard academic English. I asked
for group leaders. Response was slow, but with the exception of Oscar, those who raised
their hands had rarely or never actively participated in class before.
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Classroom Observation of Process
I gave the duplicated readings to the groups and observed avidly. As I moved from group
to group, I witnessed striking and powerful changes in classroom dynamics.
Immediately, students began seeking out Spanish speakers for group work. New groups
were formed based on the necessity of having members with Spanish competency.
Hispanic students quizzed each other on language ability levels: “Who went to school in
Mexico?”; “I can speak it but I can’t read it”; “I can read it but I don’t know what it
means”. Biliterate leaders emerged and groups which had solidified over the semester
along ethno linguistic lines, combined and recombined to form effective learning units.
The emergent leaders passed out the story, began discussion about group roles, and
directed the order of reading using both English and Spanish. In a few minutes the class
was filled with only the sounds of Spanish.
At first, all students were engaged in the activity but in a short time those who were not
bilingual Spanish began to push their chairs a bit from the group, and chat with each
other. This came as no surprise except those who were slacking were among the best
students in the class. Jodie, who had a perfect score in essays so far in the semester, got
out her compact and examined her eyebrows. Henrietta, who always volunteered with the
correct response and printed her class papers so meticulously that the letters appeared to
be machine made, retrieved her cell phone from her backpack and played video games.
Students who I had thought were shy and withdrawn were happily participating, reading
aloud, amending summaries, and joking with each other, “Don’t you know your
Spanish?” As I passed his group, Juan Carlos grinned up at me and said, “It’s been a
long time since I’ve read anything in Spanish.”
Selected Qualitative Data
The student writing produced was also remarkable. All sixteen students turned in essays
the following Monday. The three question prompt (Figure 2) which provided scaffolding
for the completed three paragraph compositions elicited students’ response at
increasingly complex levels of Bloom’s Taxonomy of cognitive domains (1956).
Question 1, “What happens at the end of the story,” asks for recall at the Knowledge
level. The sub questions, “What is the author’s purpose in the final paragraphs?”, and
“What ideal does Gallarza convey about democracy?” urges student thinking at
Application, as they use information from the story to interpret the author’s theme.
Question 2, “How does the story relate to your own experience in school?”, engenders a
response requiring Analysis; students need to compare, contrast or differentiate their
school experience with Gallarza’s. A personal connection to the content is also
established with this question. The final question, “How did you feel about reading the
story in Spanish?”, asked students for Evaluation of the instructional strategy from an
emotive perspective. The levels of cognitive hierarchal sequencing of the prompt
mirrored that of the Critical Thinking Graphic Organizer which the class had used since
the beginning of the semester.
Question 1
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The responses to Question 1, “What happens at the end of the story?”, reveal not only
plot knowledge but also the effectiveness of the collaborative group process. While only
ten of the sixteen students claimed Spanish as their first language, all sixteen were able to
respond accurately to question 1. Students were given the choice of responding in either
English or Spanish:
At the end of the story, “Barrio Boy”, two gentlemen . . . walked in with their hats
on as the children sang the national anthem. This was a very big disrespect for
Miss Hopley (the principle [sic]) she was very strong for her democracy and
respect. (Crystal, age 18; ethnicity, Cuban/Mexican; first language, English, first
year U.S. schools, Kindergarten)
In the story “Barrio Boy”, the ending was very interesting to me; I am used to this
kind of a reaction from a principal. . . Ms. Hopley was very mad because these
gentleman were walking around school with hats on when the kids were singing
the national anthem, she immediately order the children to stop singing. I think
that this is an issue of patriotism and respect to the flag. Ms. Hopley took this
action as disrespect to the flag, therefore she did what she had to do knowing that
she could have been fired. (Monica, 21; Hispanic, Spanish; first year of school in
U.S., college freshman)
En la historia “Barrio Boy” escrita por Ernesto Gallarza, muestra como los
adultos deben de ensenar a los menores los valores morelaes. Estos deben ser
con acciones y no solo con palabras. Asi como Miss Hopley, ella les demonstro
que todos los seres humanos deben mostrar respeto hacia los simbolos patrios. . .
In the story, ”Barrio Boy” written by Ernesto Gallarza, he shows that adults ought to teach young
people moral values with actions not just words. Like Miss Hopley showed them that all human
beings should show respect towards patriotic symbols.

(Alejandra, 19; Hispanic; Spanish; first year of school in U.S., grade 11)
Lo que pasa al final del la historia en “Barrio Boy” fue cuando todo el alumnado
estaba hacienda honores a la bandera, y de pronto dos sujetos pasaron por la
plaza con sus sombreros puestos. . . Ms. Hopley paro immediateamente todos dijo
que al aluminado quedara en silencio. . . fue tal ves el de demostrar . . .que
deberian presenter respeto. . .a la bandera, demostrado con esto, que todos son
iqguales ante todos.
What happens at the end of the story “Barrio Boy” was that all the students were paying proper
honors to the flag when suddenly two men wearing hats walked through where they were sitting.
Ms. Hopley stopped everything and told the students to be silent. It was so she could demonstrate
that they [the men] ought to respect the flag, that all are equal

(Melody, 19; Mexican; Spanish; first year of school in U.S., grade 12)
Question 2, “How does the story relate to your own experience in school?”, engendered
compare and contrast responses at the analysis cognitive level. The question also
afforded students the opportunity to make personal connections to the story:
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This story relates to my own experience in school because English was not my
first language. I moved to the United States when I was four. . . I have never had
a teacher like Ms. Ryan. An incident that has made a long lasting impression to
me is about my first grade teacher. I did not like her because I felt that she treated
me differently. . .because I was a minority in that school. (Jennyfer, age 18;
ethnicity, Filipino; first language, Pilipino, first year U.S. schools, Kindergarten)
Yeah!!! As I recall my recollections during my elementary school days in the
Philippines that every 7:30 a.m. all students were have to muster facing the
flagpole. .. One morning, I was assigned to hold traffic . . . to stop all vehicles and
people ignoring the morning colors. .. This was how, we have been taught to
preserved the tradition and carry on patriotism for the generations. (Aricson, 46;
Filipino; Tagalog; first year of school in U.S. , college freshman)
I studied all my life in Mexico and patriotism and respect to the flag are a big deal
over there, so this kind of behavior is not new to me. I remember one time. . .
there were about three children that weren’t saluting the flag, later I found out
they were Jehovah’s Witnesses. . .The principal couldn’t stand it and he expelled
these children from school. (Monica, 21; Hispanic; Spanish; first year of school
in U.S., college freshman)
Esta historia se parece un poco es una parte de mi vida, hace tiempo en la
preparatoria con una maestra de Fisica. Esta maestro al principio esa reganona
conmigo, pero despues que le pedi ayuda fuera de clase, fue muy diferente
conmigo. Me brindo sy ayuda en todo momento, me ayudo a que me gustaria la
Fisica.. Esto me ayudo a convercerme que me carrera esa Ingeneria.
This story was a little like part of my life for a long time in high school. I had a Physics teacher
who I didn’t get along with but after I asked him for help outside of class, treated me very
differently. He offered me help at any time and helped me to like Physics. This helped to convince
me to become an engineer.

(Dario, 18; Mexican; Spanish; first year of school in U.S, college freshman)
Question 3, “How do you feel about reading the story in Spanish?”, elicited a student
evaluation of the instructional strategy from an emotive basis:
Reading the story in Spanish made me feel a little more proud of myself to
know that I am a bilingual student. I realize that by knowing to [sic]
languages I have a little more advantages in life than those that speek [sic]
just one. (Omar, age, 19; ethnicity, Hispanic; first language, Spanish; first
year of school in U.S, grade 3)
I kind of felt helpless because I can’t read Spanish, but I did try my best to
understand the story when we were discussing it. I would like to do
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another assignment in Spanish because we get to mingle and share
experiences with our classmates. (Hazel; 20; Filipino; English; first year
of school in U.S., Kindergarten)
My feelings of reading this story in Spanish was really good because we
got to work on our comprehension. I think that my group was a really
strong group because even though we were all second language students
we learned to understand each other. . . I read in Spanish and I translated
in English. . . I think that it was a really good idea of having a different
language readings because that way we can communicate more and
explain things to each other. (Robert, 19; Hispanic; English/Spanish; first
year of school in U.S, pre-K)
Me gusta mucho esta actividad ya que particile mas. Tengo mucho miedo
del ingles. Ya que tengo alguna problemas al hablarlo, pero que puedo
superame. Me gustaria que si repitiera mas esta actividad, porque como
dije tengo muchisima mas facilidad en mi propio idioma que en el que
apenas estoy aprendiendo.
I like this activity very much and participated a lot. I am very afraid of English. I have
some problems speaking it now but I can improve. I would like to repeat the activity
because it is much easier in my own language than that which I am learning.

(Ariadna, 19; Mexican; Spanish; first year of school in U.S. ,college
freshman)
Leer esta historia en espanol fue una tarea facil, gracias a que soy
bilingue y mi primera lengue es el espanol. Creo que tal vez es injusto
para los alumnus que solo entiendan el ingles, pero esas injusticias pasan
todos las dias con los estudiantes hablan solo espanol y que tienen todas
sus clases en ingles. Creo que ellos deberian de asimilar eso, y que tomen
en cuenta como se sientan los estudiantes que pasan por eso todos los
dias.
To read this story in Spanish was easy, thanks to the fact that I am bilingual and my first
language is Spanish. I believe that perhaps it was unfair for students who speak only
English, but it is also unfair that students who speak only Spanish have to take all their
classes in English. I think they ought to understand that and understand how the other
[Spanish speaking] students feel and spend all of their days.

(Alejandra, 19; Hispanic; Spanish; first year of school in U.S., grade 11)
Findings and Implications
At the onset of this study I wondered, ”When teaching methodology values and
capitalizes on the education the student brings from home, what educational and social
9

benefits can be accrued?” With the help of my English 114 students, I discovered that
much is to be gained through the use of first language (in this case, Spanish) cognitive
and linguistic skills in the classroom in both academic and affective areas. Responses to
Question 1: “What happens at the end of the story?”, indicate that all students, bilingual
Spanish or not, were able to recall the plot with the help of peers in a collaborative
learning setting.
Question 2, “How does the story relate to your own experience in school?” elicited
thoughtful, reflective comments because it provided students an opportunity to connect
with the content personally. For this group, attending school was a common experience
with which they could all identify. From the responses to Question 2, bicognitive skills
were demonstrated on many levels. A first language Pilipino student recalls her first and
negative experience with a teacher in a school in the U.S. A Tagalog speaker connects
the incident which occurred in the story, written in Spanish about a Hispanic boy in the
United States, to his personal experience with patriotism in the Philippines. A recent
graduate of schools in Mexico writes about differences in attitudes toward patriotism
between the two countries. Because the prompt engendered a personal response, students
were able to write fluidly and integrate their life experience with that of the author to
construct new ideas.
Of greater importance are the social justice benefits ELL students realized from our
action research study. The classroom observation of my class in the process of reading
and understanding Ernesto Gallarza’s “Barrio Boy” in Spanish revealed a classroom
world turned upside down. Students who had appeared diffident and withdrawn now
were vivacious leaders because they could demonstrate the bilingual, bicognitve
knowledge they brought with them from home and community. First language skill
became prized and valued as Spanish readers were sought by groups; without quality
biliterate collaboration, monolingual English, bilingual other languages, and bilingual but
not bilterate students could not complete the assignment.
Student responses to Question 3: “How did you feel about reading the story in Spanish?”,
also point to social benefits elicited by this study. A student reports that he feels, “a little
proud of myself because I am a bilingual student”. He continues, “I realize that by
knowing to languages I have a little more advantages in life than those that speek just one
language”. The spelling and diction of his response may be a little fuzzy, but the learning
he derived from this study is sharp and clear. A student appreciates the assignment
because the content is easier to understand in her first language. One response rings with
equity issues and calls for empathy: “I believe that perhaps it [the assignment in Spanish]
was unfair for students who speak only English, but it is also unfair that students who
speak only Spanish have to take all their classes in English. I think they ought to
understand that and understand how the other [Spanish speaking] students feel and spend
all of their days.”
Conclusion and Recommendations
What does Democratic Education look like in the classroom? It looks like the actuation
of the educational research and discussion underlying socially proactive, multicultural
10

and cross cultural education accomplished by Counts, Brameld, Dewey, Vygotsky,
Banks and others over the last three quarters of a century regarding the meaning and
purpose of school in a democracy. It looks like a learning community in which all
members participate as equal partners in the process of constructing meaning. At last, it
looks like,” The Way It ‘Spozed To Be,” (Herndon 1977). Democratic teaching
methodology builds upon the knowledge and skills our students bring with them from
home and communities. Content and delivery must reflect and capitalize upon rapidly
changing demographics and consequent biliterate, bicognitive wealth of our students.
Explicit instruction in critical thinking for all students can help change society by
providing life long problem solving and rational decision making strategies for all
citizens across socio-economic ethno linguistic boundaries.
Becoming a democratic educator is a deliberate act which begins with a positive and
accepting attitude towards others and culminates in supportive and socially just behavior
in the classroom. Although the need for teachers in the United States is great, more
attention needs to be paid to prospective teacher candidates’ dispositions towards equity,
children and the profession. Teacher Education programs need to function from
democratic schooling principles, provide instruction for teacher candidates in
concomitantly aligned curriculum and methodology, and monitor student teaching
practicum for candidates’ response to social justice issues in the classroom . Professional
development programs for existing teachers should focus upon integrating social justice
and other equity issues into daily practice through cross cultural content and explicit
instruction in critical thinking for all students. Inherent in the concept of democratic
education are the values which called us to our profession in the first place. We believe
that through education individuals progress in a democracy. Fundamentally, we believe
all children can learn.
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ABSTRACT
A METACOGNITIVE APPROACH TO SOCIAL SKILLS TRAINING
OBJECTIVE: To determine the efficacy of metacognitive approaches to social skills
training in improving the behavior and academic outcomes for students with mild to
moderate disabilities.
METHODOLOGY:
Sites were selected for grades 4, 8 and 11 in schools with both homogeneous and
heterogeneous populations. Experimental sites include elementary schools, middle
school, high schools and an alternative school. Control sites include an elementary,
middle and high school. Teachers are trained by the authors prior to the beginning of the
study and retrain at intervals throughout the study.
The BASC-2 is administered pre and post to all students and their teachers both
experimental and control. Demographic information, grades, test results, and discipline
referrals for the last 18 months are collected for each student. Grades, test results, and
discipline referrals are collected again at the end of the study.
During the study observations of both teachers and students are conducted by the authors
using a standardized rubric at least three times during the study. Short tests on the
objectives of the modules are collected from students during the study. Teachers and
students maintain and submit reflection logs. Structured interviews are conducted with
teachers and students in the experimental groups at the conclusion of the study.
EXPECTED OUTCOMES:
Students will demonstrate improved behavior through a reduction in behavioral referrals
and notations on their records.
Students will exhibit improved grade performance.
Students will exhibit increased positive goal oriented behavior.
Students will report improved positive expectations for their performance.
Teachers will report improved confidence in their skill to change student behavior
positively.
CONFERENCE PRESENTATION:
The conference workshop will provide an overview of the research and training in the
techniques of the program.
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Abstract
At the 50th anniversary of Brown v. Board of Education, we question the actual progress
made toward educational equality, as well as school desegregation. Many “high-needs” schools
and “at-risk” students remain. Even though the “No Child Left Behind” Act mandates that school
districts hire and retain “high quality” teachers many culturally diverse children are being
educated in culturally-isolated schools and are not receiving a high-quality education from
“highly-qualified” teachers who are adequately trained for cultural responsiveness. The proposed
Culturally Responsive Professional Development School Project seeks to become the national
model for professional development and teacher education reform in the United States while
meeting the needs of the increasingly larger population of American students from culturally,
linguistically, and ethnically diverse backgrounds.
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The Proposed Project
The vision of the Culturally Responsive PDS Project is to enhance teacher education
programs that prepare pre-service teachers to teach in the elementary grades while addressing the
needs of culturally diverse children. Pre-service teachers will learn to implement culturally
relevant pedagogy to meet the needs of all youngsters. The professional development model will
expose pre-service teachers to a multicultural-based curriculum in culturally diverse field
placements. Support systems of trained mentors, and university faculty and classroom teachers
will aid in the development of this program. As reflective practitioners, the in-service classroom
teachers will continue professional growth and collegial dialogue through monthly professional
development opportunities.
The mission of the Culturally Responsive PDS Project is to increase culturally diverse
elementary students’ accessibility to educational excellence. The goals of the project are: 1)
preparation of pre-certification teachers as high-quality elementary teachers to teach culturally
diverse students, and collaborate with parents; 2) development of an elementary, culturally
responsive teacher education curriculum that prepares teachers to implement a culturally
responsive pedagogy, including required field experiences; 3) establishment of professional
development schools in school districts to conduct professional development opportunities for
novice and experienced in-service teachers, on such topics as cultural diversity and parent
involvement; and 4) to provide on-going mentorship for experienced teachers and new faculty
via the professional development school model.
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Rationale
Demographic data indicates that many culturally diverse students remain in culturally
isolated schools. Despite these findings research indicates that current teachers have minimal or
no multicultural training in their teacher preparation programs (AACTE, 2003). The 1998 NCES
report indicates that 17% of teachers of limited English proficient and culturally diverse students
were “not prepared at all” to meet their needs. Another 30% of NCES respondents were only
“somewhat prepared” for the challenges. Also, most teachers have not been taught how to
effectively collaborate with diverse parents. Preparing teachers for cultural pluralism is of vital
importance for educational excellence and equality.
“Professional Development Schools” have earned the reputation of effectively preparing
and inducting new teachers, especially in diverse school settings. The proposed program will
employ the professional development school (PDS) model to better prepare teachers for the
cultural diversity of our students. According to Bacharach and Hasslen (2001), professional
development schools “are functioning public schools where school and university personnel
collaborate to create exemplary learning environments capable of transforming both teacher
preparation and preK-12 schooling.”
The PDS model consists of three components that contribute to teacher success: 1.)
preparation (providing adequate teacher education curriculum and professional development
opportunities, and practice of skills to meet the needs of diverse students); 2.) support
(establishing a climate of support and consistent mentoring); and 3.) practicum experiences
(placing students in appropriate fieldwork and student teaching settings for the application of
skills with intensive supervision) (Soled, S. W., Hendricks-Lee, M., & Keiffer-Barone, S., 1999).

Culturally Responsive Professional Development School Project
White-Clark, R.

5
The Culturally Responsive PDS Project will design a teacher education curriculum that
will better prepare teachers to teach in culturally diverse school settings and increase
collaboration with parents. This project will prepare teachers to implement culturally responsive
pedagogy and parent involvement strategies. Research has confirmed a significant correlation
between parent involvement and student achievement. The National Association for the
Education of Young Children (NAEYC) asserts that the context of family, culture, and society
are integral to early childhood education and the International Reading Association (IRA) also
supports family literacy and parent involvement. Unfortunately, data indicate that many
culturally diverse students are not reaping the benefits of family literacy nor greater levels of
parent involvement. Teachers must be better prepared to assume the role of empowering parents
and perceiving them as partners and decision-makers. This project will provide parent
involvement strategies to in-service teachers, as it will elicit parental input regarding teacher
education design. A parent coordinator will collaborate with teachers to increase the level of
parent involvement in the school sites.
Additional specialized professional development and mentor modules will be designed,
in collaboration with the University’s School of Education and College of Arts and Sciences
faculty and the participating school districts to meet the needs of these school districts. A needsassessment will identify the critical topics to be addressed and professional development
modules will be developed. The professional development sessions will promote growth and
exposure to the most current research on learning and teaching. Also, mentors will be trained and
informed as to how to mentor and assist teachers, creating supportive school climates. Teachers
must be empowered and perceived as agents of change. Fullan (2002) contends that staff
development includes innovations and strengthening work culture for the long run.
Culturally Responsive Professional Development School Project
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Another essential component of the professional development model, or any effective
teacher preparation program, is the fieldwork and student teaching experience. Many teachers do
not have culturally diverse field experiences prior to teaching in diverse environments. Meier
(1995) contends that teacher candidates must have consistent presence in diverse schools to
increase their sensitivity to the educational issues of minority students. In accordance with
National Council for Accreditation of Teacher Education (NCATE) standards and the State
Education Department regulations, the proposed program will require pre-service teachers to
complete practicum opportunities in diverse school settings. Pre-service teachers will learn to
link theory and practice via the implementation of culturally responsive teaching strategies in the
classroom.
Program Design
The participating school districts, in cooperation with the higher education institution,
will institute the professional development school model to promote school climates of life-long
learners and provide professional development for all teachers. The staff developers (qualified
and experienced adjunct faculty) in each district will conduct a needs assessment, identify critical
topics, and develop monthly on-site professional development sessions for each school’s faculty.
The entire districts’ communities, PK-12 teachers, will be offered professional development
opportunities at an annual diversity forum.
The professional development modules will be designed based upon the needs of each
school district. The school districts will also contribute valuable input regarding the needs of the
students and the concerns of the parents prior to the development of the curriculum, and partner
with the University in the development of this curriculum. The topics will be addressed
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according to the district’s needs assessment and input from parents’ expectations of teacher
performance. The objective of the modules is to continually stimulate critical thinking, reflective
practice and learning of new teachers, as well as in-service teachers. The districts and the
University will plan monthly after-school meetings where district and university faculty will
exchange ideas and issues of teacher preparation to collaboratively develop curriculum and/or
materials. These professional development sessions will create a “community of learners”
climate and allow opportunities for novice and experienced teachers to dialogue and learn from
their individual experiences.
The goal of this partnership is to build the bridge between theory, practice and research to
ensure the development of high quality elementary teachers of culturally diverse students. The
School of Education will provide expertise in elementary pedagogy. The College of Arts and
Sciences will help to promote the educational foundations of African-American and Latin
American cultures, and the social and political dynamics that impact the education of culturally
diverse students. The development of a comprehensive curriculum, with extensive infusion of
multiculturalism, is essential for teacher preparation in culturally responsive pedagogy.
The districts will provide access to fieldwork and student teaching placements that are
vital and required for the program. A one- year fieldwork/student teaching placement will be
required. Each candidate will receive a semester experience in the district PDS sites. The field
supervisors will be trained to evaluate candidates, utilizing uniform criteria. The methods’ course
instructors will conduct class and supervise candidates on-site. Candidates will have the
opportunities to link the campus to the classroom, and, theory to practice.
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In collaboration with the participating school districts, the University will design and
conduct initial mentorship training for new teachers at each professional development school.
The mentorship module must be sensitive to the needs of the district and prepare mentors to be
knowledgeable of elementary pedagogy and fluent in multicultural theory. The staff developers
will be on-site several days per week. They will also have the responsibility to train qualified and
experienced teachers as mentors for new teachers and field supervisors per year. In-service
teachers will be offered a training module to prepare them for mentorship. This program is
designed to sustain and increase teacher retention and participation rates beyond the grant’s
duration while enhancing the curriculum. The trained mentors on-site will continue to mentor
novice teachers, and further prepare qualified experienced teachers to be mentors. Each PDS site
will annually identify candidates on-site for mentor assignment to new teachers. New teachers
will benefit from these mentors because of relevant issues in regard to the school setting.
Project Outcomes
The proposed project will:
1) Reform a teacher education program that infuses multiculturalism and better prepare
future and present teachers for culturally responsive pedagogy. Currently, many teacher
preparation programs have limited coverage of multicultural issues, offering limited coursework
that address diversity and differentiated instruction for culturally diverse students. The Advisory
Committee will collaboratively design new material to be integrated into the current curriculum
and for professional development. Professional development seminars will be offered monthly
for all teachers. An annual diversity forum will serve as an outreach to the entire districts’
communities, and expand professional development opportunities to all PreK-12 teachers.
2) Create a family literacy program that increases the level of parent involvement. Many
Culturally Responsive Professional Development School Project
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current curricula do not address the roles of the parents and the schools have indicated low levels
of parental involvement. Each school’s parent coordinator will collaboratively develop and
implement a module to promote parents as partners. Family literacy issues will be integrated
within course material, and professional development.
3) Establish professional development schools in each district that will: a) Develop a
systematic field placement procedure to ensure culturally diverse experiences. Student cohorts
will be required to complete a year of fieldwork/student teaching per district annually. In one
school district, one cohort will be placed in PreK-K school for fieldwork and the remaining half
in the other school (grades 1-2). The entire cohort will attend their methods course on-site,
alternating the class location between schools, to exchange experiences and ideas. The same
format will be required of another cohort in another district at the grades 1-2 and 3-5 elementary
schools. b) Devise and implement training modules for fieldwork and student teaching
supervisors. It is common practice for adjunct faculty to supervise candidates in the field.
Adjunct faculty need to receive training to supervise and evaluate students. The field supervisors
will be assigned to each school to supervise and evaluate the students, utilizing the handbook and
training module. The student teacher supervisors will use a similar handbook to evaluate each of
their student teachers and conduct a co-requisite seminar course at the schools. c) Devise and
implement training module for mentors. Experienced and trained mentors will provide on-going
support to new and current classroom teachers. New teachers will be selected to partake in the
mentorship program. Their assigned mentor will observe them in the classroom and provide
feedback, conduct individualized conferences, and arrange peer observations. Resources and
materials will be available from the new teacher resource center located in the staff developers’
offices.
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Program Evaluation
On-going evaluation will provide continuous assessment of the program effectiveness,
generating feedback for continual project enhancement. Each of the project partners will conduct
the program evaluation via the following means:
1) The University will assess the project with exiting questionnaires of the graduating
teacher candidates regarding their preparation to teach in diverse school districts and program
effectiveness. These anonymous surveys will measure the new teachers’ perceptions and efficacy
to teach their diverse elementary students. Program participants will be requested to provide
feedback about the program’s strengths and weaknesses. The project’s Advisory Committee will
annually meet and review all feedback, and make recommendations for program enhancement
for the future years.
2) The trained field supervisors will observe and evaluate the teacher candidates’
implementation of culturally responsive pedagogy and their utilization of parent involvement
strategies. The supervisor modules will include an explanation of the “quality” criteria and a
rubric to uniformly assess teacher performance. Field supervisors will aggregate the data each
semester and submit an evaluative written report to the principal investigator.
3) The professional development module will utilize pre- and post- assessments of the
teachers’ knowledge base and skills of the given topics. The staff developers will compile data
and devise a monthly summary report.
The teacher preparation, field-supervision, and professional development measures will
collectively determine the teachers’ professional growth and the effectiveness of the professional
development opportunities. These evaluative measures will be collaboratively aggregated and
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analyzed by the program partners to determine program effectiveness and identify any areas for
project enhancement.
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Abstract
Multiculturalism is an international educational and social reform
movement. On a world-wide basis many ethnic groups are overrepresented in
special education and literacy is not perceived as a socio-cultural concept.
Teachers, across the globe, need reflective exercises and quality professional
development opportunities to help sensitize them to issues of diversity, inform
practice, and help them develop the skills and understanding necessary to place
literacy and disability within the framework of multiculturalism.
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Introduction
Multiculturalism is a 20th century idea based on the historic principal of
cultural pluralism. Although the term multiculturalism is a relatively new one, the
philosophy is deeply imbedded in our history and our development into a country
and world leader. As educators we are concerned with providing instruction for
the diverse groups of children in our classrooms and need to develop curricula
that incorporate and celebrate diversity. Ignorance of the cultural habits, mores,
and traditions of our students and neighbors allows members of our society,
including teachers, to continue to promote prejudice and racism. Educators must
perceive literacy as a socio-cultural concept that encourages multiculturalism and
embraces family partnerships. As educators, successfully employing practices of
tolerance and implementing multicultural curricula will open doors to family
partnerships and help prepare literate students for their future role in society.
Multiculturalism
Multiculturalism is an umbrella term and an international educational and
social reform movement. Multiculturalism makes cultural and linguistic
differences, gender, and physical and mental disabilities a legitimate part of the
social discourse (Talbani, 2003). It is crucial that any discussion of
multiculturalism include a discussion of literacy and disability education. Children
with disabilities who are from racially, ethnically, linguistically diverse
backgrounds are often treated by the majority as if the disability is the single
defining characteristic (Miles, 2002).
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Any conversation about multiculturalism should begin with personal
reflection and the effort to define the term. This reflection is extremely important
for teachers of students from diverse backgrounds and with exceptionalities –
both for purposes of pedagogy and for purposes of collaboration with families.
Each of us has a unique set of life experiences which color our perceptions,
expectations, and interactions, and thus, our definition and use of the term. Our
country of origin also determines how we define the term. While it is not the goal
of this article to try to define the term for everyone, the writers will discuss some
issues believed to be crucial to this debate in an effort to promote rich dialogue.
Empowerment or Disenfranchisement?
Each country throughout the world has attempted and continues to
attempt, with varying degrees of success, to institute policies that guarantee
educational equity and meet the needs of individual minority groups. There is
pressing need for appropriate policy and educational equity. However, policies
are often shaped by political agendas and prejudice rather than sound research
and effective pedagogy (Miles, 2002). For example, over the past twenty years,
Spain has seen a tremendous increase in immigrant populations; this increasing
diversity has resulted in many educational inequities including students from
diverse backgrounds performing at lower academic levels than their peers
(Arnaiz & Soto, 2003). In Australia, approximately 25% of all students come from
non-English speaking backgrounds (Janiszewska, 2003). Janiszewska states
that until very recently the Australian government’s policy on diversity was one of
assimilation. Assimilation, she states “is a process by which individuals from
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minority ethnic groups adopt both the language and cultural values of another
(usually dominant) cultural group (p. 50).” We have seen this in the United
States where a “melting pot” mentality prevailed until fairly recently.
In the discussion of multiculturalism and disability education, it is evident,
on a world-wide basis, that many ethnic groups are overrepresented in special
education, especially among children assessed as having mild learning
disabilities, mental retardation, and emotional/ behavioral disorders, but underrepresented in gifted programs. Thus, disability education becomes a political
issue. In many countries, including our own, children from minority groups travel
to special schools. For the child, this may mean moving out of their home area to
be taught with children who do not share their cultural and linguistic background
by teachers who may have no knowledge and limited sensitivity to the needs of
these students. It is a sad fact that 50 years after Brown students from diverse
backgrounds remain over-represented in special education programs and have
limited access to services for learners with gifts and talents (Ford, 2004; Artiles &
Trent, 1994; Cartledge, Sentinele, Loe, Lambert, & Reed, 2001; Continho &
Owwald, 2004; Obiakor, 2004; Obiakor & Ford, 2002). In addition, these
students experience lower rates of graduation with only 50% of African American
males graduating from high school (Orfield & Lee, 2004).
While there is a tendency to point fingers at third world countries when
discussing educational inequities, we see that in many developed countries like
the United States, there are social policies in place to promote inclusion and
educational equity however, evidence indicates that in many cases there is a
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dramatic difference between policy and practice; marginalized populations are
still victimized. Recently in New York City, an assistant principal forced a group
of students of Haitian descent to sit and eat on the cafeteria floor using their
hands, calling them animals and stating “that’s how you people eat in your own
country” (Saulney, 2005). The students were American citizens.
Defining Literacy
Similar to multiculturalism, literacy has been defined in a variety of ways
over the decades. Earlier educators associated literacy with the ability to read
and write, simply decoding and encoding. For example, Kaestle (1988) defined
literacy as, “the ability to decode and comprehend written language at a
rudimentary level, that is, the ability to look at written words corresponding to
ordinary oral discourse, to say them and to understand them” (p. 96). But literacy
has been increasingly defined in relation to social and cultural practices. From
this socio-cultural perspective, literacy is considered “historically situated and
culturally recognizable” (Taylor, 2000, p.101). Reading and writing are not
isolated and decontextualized entities, but literacy is always culturally and
contextually bound.
Because literacy is a social process, children’s interaction with other
people, particularly their parents, directly impacts their literacy development.
Family members and parents are the children’s first and most important teachers.
According to Shonkoff and Phillips (2000), “A vast store of research…has
confirmed that what young children learn, how they react to the events and
people around them, and what they expect from themselves and others are
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deeply affected by their relationships with parents, the behavior of parents and
the environment of the homes in which they live. Even when young children
spend most of their waking hours in child care, parents remain the most
influential adults in their lives” (p. 226). Children learn about the world around
them and become literate from their interactions and social relationships with
their parents and family members. In turn, these positive early childhood literacy
episodes increase the likelihood that children will have better school success,
take more advanced classes, and go to college (National Center for Family
Literacy, 2005). Clearly, “family is the root of a child’s early literacy experiences”
(Darling & Lee, 2004, p. 382). The earliest experiences that parents facilitate for
their children establish the foundation for future academic success.
Literacy is currently acknowledged as the construction of meaning from
within a socio-cultural context, the social worlds and cultural identities of students
must be taken into account. Each must be accepted and respected as unique
individuals because each comes to school with unique schemata including
various background experiences and prior knowledge. Therefore teachers must
capitalize on the social, cultural and linguistic diversity of their students and
families. In contrast to the pervasive culture of U.S. schools that is based on a
Western perspective and belief system that disregard the literacy practices that
diverse students bring into the classroom, teachers must now embrace
multiculturalism by accepting the culture of each child and acknowledge the
benefits of incorporating non-mainstream cultures into literacy instruction.
According to Fitzgerald (1995), teachers must make literacy instruction congruent
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with the culture of each child’s home and what he/she brings into their lesson.
Apparently, the promotion of literacy requires the promotion of multiculturalism
and school-family partnerships.
Family Partnerships
Research has identified correlations between teacher-family collaboration,
caregiver involvement, literacy development and overall student achievement.
According to Decker and White-Clark (1999) there is overwhelming evidence
indicating that students benefit from parent involvement in schools. Eccles and
Harold (1993) state parents play a critical role in both their children's academic
achievement and their children's social-emotional development (Clark, 1983;
Comer, 1984, 1986, 1989; Wigfield, Eccles, Yoon, Suk, Harold, et al., 1997;
Parsons, 1982; Epstein, 1982, 1983, 1984, 1987, 1990; Marjoribanks, 1979).
Recently, research has begun to focus on the role schools play in encouraging
and facilitating parents' roles in children's academic achievement. Critical to this
role is the relationship that develops between parents and teachers and between
homes and schools. Increasing evidence indicates the quality of these links
influences children's and adolescents' school success (Comer, 1984; Comer &
Haynes, 1991; Epstein, 1982, 1987; 1990; Stevenson & Baker, 1987; Zigler &
Valentine, 1979). Unless there is an understanding and appreciation of
multicultural contributions of all families, these partnerships are doomed to be
ineffective. According to Taylor (1997), “it is essential that literacy programs
recognize and honor not only the diversity of literacies that exist within families,
but also the communities and cultures of which they are a part. The culture of he
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community and the experiences of the families who live in the community are an
essential part of all literacy programs” (p. 4).
When collaborating with diverse families educators must follow these
essential principles:
•

Students are part of a cultural and linguistic reality, and all knowledge that
is brought to school is valued. Educators recognize that teaching, learning,
and knowledge are enmeshed in social and historical contexts.

•

As schools help to define and take on community goals, teachers must
come to know and be active in the community in which they teach.

•

People are always learning, and thus teaching starts with students’
knowledge. Teachers are encouraged to develop new curricula with
students. Students are encouraged to ask important questions (McCaleb,
1994, p. 41-3).
Establishing enriched home/school partnerships is not only beneficial to

the academic domain and literacy of children, but the socio-emotional well-being
of youngsters as well. Research by Dryfoos (1998) states the healthiest
communities are those in which students are motivated and committed to school
work and have high aspirations and expectations. When students believe the
school environment is a positive one, and families believe their experiences,
cultures, backgrounds, and situations are valued, the community's atmosphere
appears to be healthy.
All educators must be committed to raising student and parent
expectations, fostering aspirations, promoting quality collaborations, and
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reducing negative student behaviors. They must further commit to creating
healthy community environments by involving youth, families, and outside
agencies in decision-making processes that have a direct influence on them,
their students, and the families within their school population.
Conclusion
As the worldwide discussion of multiculturalism continues, “scholars will
have to pay much greater attention to situating special education research within
the discourse on race, class, culture, and language and acknowledge that the
context within which all disability exists is always an individual’s socio-culture”
(Pugach, 2001, p. 447). Pugach further states the study of disability without a
discussion of race, class, culture and language will result in misconceptions.
According to Waite (1999) including students with disabilities is a central feature
of school reform and teacher education but it is often overlooked in multicultural
education and diversity coursework. For teachers currently in the classroom,
reflective exercises and quality professional development opportunities can help
sensitize them to issues of diversity and disability, inform practice, and help them
develop the skills and understanding necessary to place literacy and disability
within the framework of multiculturalism. As educators, policy makers,
administrators, and researchers, we must remember that multiculturalism means
educating for social justice and, therefore, we must help future teachers learn to
teach for social change (Waite, 1999).
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Introduction
The transition from elementary to junior high or high school is an important step in
students’ school careers. A number of studies have shown that during this period of time
students experience significant declines in academic achievement (Alspaugh, 2001;
Barber & Olsen, 2004), student perceptions of academic competence and self-esteem
(Cantin & Boivin, 2004; Wigfield, Eccles, MacIver, Reuman & Midgley, 1991; Wigfield
& Eccles, 1994). Eccles and her colleagues (Eccles & Midgley, 1989; Eccles, et al.,
1993) have suggested that adolescents struggle with this transition because of a mismatch
between the new learning environment and their psychological needs. They draw on
person-environment fit theory which predicts that students’ interest, motivation and
performance will decline in an environment which does not support students’ needs of
peer and adult support, as well as choice and autonomy in learning.
Purpose of the Study
The present study investigated the effect of type of transition (no transition, elementary to
junior high school and elementary to high school) on differences in student achievement
from grade six to grade seven. Based on Eccles’ theory as well as the extant literature, it
was assumed that students who moved from an elementary school to a junior high or high
school would experience a greater decline in achievement than students who changed
grades but stayed in the same school.
Method
Data for the present study was drawn from the Canadian National Longitudinal Survey of
Child and Youth (NLSCY) that was initiated in 1994. The NLSCY consists of interviews
of parents, teachers, and students, and includes information pertaining to education,
development, friends, and activities. The NLSCY is conducted every two years thus
providing researchers the opportunity to examine changes in students’ experiences
throughout their school career. Achievement measures for this study included student,
teacher and parent ratings of overall and mathematics achievement as well as scores on a
math computation test. Participants included students who were in grade five in the
second cycle of the NLSCY and in grade seven in the third cycle.
Results
Results showed that, contrary to our hypothesis, differences between students’
achievement scores from grade 5 to grade 7 did not vary depending on the type of
transition. However in the overall sample, declines were observed in teacher- and
student-rated achievement over the transition period.
Conclusions
There are several possible explanations for this surprising finding. Firstly, the majority of
existing studies have involved samples from the United States. Perhaps in the Canadian

school system, which differs greatly from the U.S., differences between elementary,
junior and high schools are not as dramatic and students are able to adjust more easily. It
is also possible that using a stratified sample from a national database such as the
NLSCY to examine the effects of transition on achievement is not an effective method..
Future research should be conducted using smaller, school-based samples in order to
investigate in more detail the transition from elementary school and to determine if, in
fact, Canadian children do not experience the same decline reported for U.S. samples.
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Examining Geometric Thinking in Kindergarteners and Second Graders: A Partnership
in a Collaborative Culture
Abstract
Standards for teacher education advocate the need for teacher preparation programs to
prepare future teachers with a strong content knowledge and a strong pedagogical knowledge,
and also participate in significant, long-term field experiences in classrooms that engage them in
actual teaching and learning situations. Teacher candidates must be able to demonstrate that they
know, understand and can successfully implement research-based teaching and learning
strategies to affect student learning.
The purpose of this session is to present a program designed by university faculty in
partnership with a professional development school that focuses on policies and practices that
influence educational practices. This program connects academic and teacher standards, learning
theory, instructional practices and teaching approaches and at the same times investigates
children’s geometric thinking to strengthen the body of research and literature in these areas.
Research noted in Adding It Up: Helping Children Learn Mathematics (National Research
Council 2001) and How People Learn (National Research Council, 1999) call for teachers to
study their own teaching practices and examine its impact on children. Researchers, such as van
Hiele (1999) and Van de Walle (2004), point to the need to study geometric thinking in young
children as a foundation for their further growth in mathematical understanding.
This session will address the examination of kindergarteners’ and second graders’
thinking through a collaborative approach involving university faculty, undergraduate teacher
candidates and classroom teachers. The presenters will discuss the research design and
mathematics focus; the impact of the study on early childhood age children; and the PDS
collaboration of the teacher education candidates, university faculty, and district classroom
teachers.
At this university, junior and senior teacher education candidates have the opportunity to
study their teaching practices and the impact on student learning as part of a field-based course
assignment. They engage in a student learner driven model of assessment and instruction that
supports their course of study using standards based instructional materials developed through
the National Council of Teachers of Mathematics Academy (2002). They are directed by
university faculty. The Mathematics Specialist on the university faculty was one of the

curriculum developers and presenters for the pre-kindergarten through grade two strand for the
NCTM Academy.
Questions to be addressed in the session:
1. What do kindergarteners and second graders know and understand about geometric
concepts?
2. How can a teacher candidate create an environment that supports and strengthens
geometric experiences?
3. What is the role of language development in geometric thinking for the kindergarten and
second grade children?
4. Can collaboration involving a university and elementary schools affect achievement in
mathematics?
5. What is the role of the kindergarten and second grade teacher, the student, the teacher
candidates, and the university faculty?
6. What instructional resources are useful?
7. What instructional practices are effective?
8. How is assessment connected to instructional planning?
This session will present a partnership model between university faculty and professional
development school in providing field experiences that allow the teacher candidate to study
teaching and learning. Methodology and instruments will be presented, and lessons
demonstrated. Results from the project will be presented. Focus will be on the influences of
instruction, standards and policies on educational practices in teaching concepts in geometry in
kindergarten and second grade, and the geometric thinking of young children. Reference and
resource materials will be cited, and printed materials will be available for participants.
Participants will:
a. focus on a partnership of university faculty and a professional development school to
provide long-term field experiences that engage teacher candidates in research-based
teaching strategies to affect student learning and influence educational practices.
b. explore strategies for faculty and teacher candidates to study teaching practices and to
examine the development of geometric thinking of children in kindergarten and
second grade.
c. receive information from the standards-based instructional materials developed
through the National Council of Teachers of Mathematics Academy (2002)
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Abstract
Goal:
Getting the grant writing process organized

Overview:
Although the steps to produce a grant application are logical and follow a definite
order, many people are overwhelmed by their perception of the work involved.
Consequently, they avoid engaging in the grant writing process.
Allen Lakein (How to Get Control of Your Time and Your Life) presents a
technique that can be used to organize the grant writing process. His "Swiss cheese"
concept suggests dividing a difficult task into smaller, less overwhelming parts. Lakein's
example of a mouse confronted by the job of carrying away a huge piece of cheese is
analogous to a grantseeker presented with the prospect of creating a grant proposal. To
avoid feeling overwhelmed, the mouse should divide the big piece of cheese into smaller
parts. By eating pieces of cheese at a time, making the cheese into "Swiss cheese," the
mouse can divide the task into manageable parts. David Bauer (The "How To" Grants
Manual) applies this concept to grant writing and creates a "Swiss cheese" strategy that
helps organize the approach, control the process, and lower the proposal developer's
anxiety level. Participants will be shown how to nibble at a proposal a piece at a time.

Full Paper
Introduction
Do you find the grantseeking process complex, tedious, and difficult to deal with?
Do you just want the grant money to do what you want? Do you get overwhelmed with
the enormity of the total task and the time and planning required? Consider
implementing the “Swiss cheese” concept of proposal development to make your grants
process more understandable and manageable.

Obstacles
Most grantseekers prepare proposals in their spare time. After working with
nonprofit organizations for 30 years to increase staff involvement in grantseeking, David
G. Bauer determined that the two major obstacles to grantseeking are finding the time to
get involved and developing a proactive approach.
Many creative and well-intentioned grantseekers develop innovative approaches
to solving problems. They often can cite the literature that documents their command of
the current state of knowledge in the field, but they have a problem putting the need and
their idea together in a proposal. When asked why, they often say they cannot find the
time.
The steps necessary to produce a grant application are logical and follow a
definite order. Many people are overwhelmed by their perception of the work involved.
Because of this, they procrastinate and avoid approaching proposal development until it
is too late to do an adequate job.

Solutions
Allen Lakein was one of the early leaders in time management. In his book how
to Get Control of Your Time and Your Life, Lakein presents a technique that you can use
to get your grant writing process under control and organized. His "Swiss cheese"
concept suggests dividing a difficult task into smaller, less overwhelming parts. Lakein's
example of a mouse confronted by the job of carrying away a huge piece of cheese is
analogous to a grantseeker presented with the prospect of creating a grant proposal. Both
the mouse and the grantseeker feel overwhelmed! To avoid this feeling, Lakein suggests
that the mouse should divide the big piece of cheese into smaller parts. By eating small
pieces of cheese at a time, making the cheese into "Swiss cheese," the mouse can divide
the task into manageable parts so that final task of carrying the cheese away is less
onerous.
David Bauer applied this concept to grantseeking and created a set of tabs making
a "Swiss cheese" book, referred to professionally as a proposal development workbook.
By addressing each step in the grantseeking process, you, the proposal developer, can
organize your approach, control the process, and lower your anxiety level. By nibbling at
your proposal a piece at a time, you will not be overwhelmed by the process and you will
ultimately save time and increase your success rate.
After reviewing his list of suggested proposal development tabs, you may want to
change, eliminate, or add some areas to tailor the concept to your organization's proposal.

Suggested Tabs
Tabs useful for all funding sources:
•

Introduction

•

Documenting Need

•

Organizing the Process

•

Developing Ideas

•

Redefining Ideas

•

Uniquenesses

•

Advisory Committees and Advocacy

•

Choosing the Marketplace

In addition, you will want tabs to organize the research and contacts in the marketplace
you choose.
For government funding sources, consider the following additional tabs:
•

Researching Government Marketplace

•

Characteristics: Government Grants

•

Contacting Government Sources

•

Planning Federal Proposals

•

Improving Federal Proposals

•

Submission: Public Sources

•

Decision: Public Sources

•

Follow-Up: Government Sources

For private funding sources, you may also include the following tabs:
•

Differences: Public versus Private Sources

•

Recording Research

•

Foundation Research Tools

•

Researching Corporate Grants

•

Contacting Private Sources

•

Letter Proposal

•

Submission: Private Sources

•

Decision: Private Sources

•

Follow-Up: Private Sources

Summary
The proposal development workbook is one step in the process of making your
grants effort more cost- and time-efficient. If you thought that proposal preparation was
a Herculean task - a last minute, 72-hour miracle-think again. You will find that the
application of the "Swiss cheese" concept and the development of proposal development
workbooks will provide you with an organized approach to proposal preparation, an
approach that makes effective use of your time. In addition, this approach will help you
improve your organization's image with funding sources (known as "positioning" in
marketing talk) by enabling you to present your organization as an honest, organized,
well-planned agency.
Those grantseekers who prepare proposals overnight run the risk of damaging
their organization's image in the eyes of funding sources. One hastily written proposal
with budget transpositions and typographical errors can affect your organization's image
for many years.
The construction of proposal development workbooks is a proactive process that
can work for you and your organization. Once this approach is initiated, you will find it
invaluable for promoting the development of project ideas, locating funding sources, and
writing proposals.
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Chapter I
INTRODUCTION

The public schools in the United States are rapidly becoming
the most diverse institutions in the country, likely to be the
first to serve a non-white majority (Orfield, 2001).

As the

nation is becoming more diverse, public schools have
increasingly become more segregated, a trend beginning in the
1980’s (Eaton & Orfield, 1996).

The courts have moved from

requiring desegregation in the 1960’s and 1970’s to eliminating
desegregation plans or even “forbidding voluntary action that
communities wish to undertake on their own” (Orfield, p. 3).
The shift to resegregated schools is a troubling phenomenon
considering that schools that have high percentages of African
American or other minority students also have high percentages
of poor students (Bachmeier, Eitle, James, & Orfield, 1997;
Frankenberg, Lee, and Orfield, 2003; Orfield and Yun, 1999).

“A

student in a segregated minority school is approximately 16.3%
times more likely to be in a concentrated poverty school than a
student in a segregated white school” (Bachmeier et al., p. 11)
Bankston and Caldas (1998) asserted that “An important issue in
the ongoing debate on educational inequality between the races
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is the importance of educational segregation in perpetuating
this inequality” (p. 535).
The legacy of a segregated and unequal public school system
in the U.S. is that there is an achievement gap between African
American and white students, and between poor and middle and
high income students (Bankston & Caldas, 1998; Heath &
Mickelson, 1999; Lee, 2002).

The research findings on the

achievement gap between sub-groups in public schools are clear,
and although the gap narrowed in the 1970’s and 1980’s, it is
widening again since the 1990’s (Lee).

A study of the effects

of segregation on student achievement found that racial
segregation in Louisiana has had a negative effect on academic
achievement (Bankston & Caldas 1998). Heath and Mickelson (1999)
also found that racial segregation within and between schools in
Charlotte-Mecklenburg, NC has had a negative effect on academic
achievement of high school seniors.
Although the tenet of ‘separate but equal’ was found
unconstitutional in the Brown v. Board of Education of Topeka
case of 1954, de facto segregation continues to persist in most
American cities, mainly by means of residential segregation
(Bachmeier, Eitle, James, & Orfield, 1997).

The fact remains

that after 50 years of attempts to integrate public schools,
approximately 35% of African American students throughout the
country attended schools that were between 90-100% minority in
the 1996-1997 school year (Orfield & Yun, 1999).

In MNPS

approximately 22% of African American students attended schools
that had enrollments of 80% or more African American students in

3

Resegregation and Achievement
the 2001-2002 school year, an increase of approximately 9% from
the last year of court-ordered desegregation in 1998 (Goldring &
Smrekar, 2002).
Statement of the Problem
The return to neighborhood schools in MNPS has created
several schools that are highly segregated, either majority
African American or White throughout the system.

The schools

within the system that are highly segregated and racially
identifiable African American often have the distinction of a
high poverty school as well.

The unitary plan crafted in 1998

attempted to address through a building program and the change
of school type, the inequalities the school board expected when
a return to neighborhood schools would occur- that is high
minority levels and high poverty levels in some schools
resulting in low achievement.

This study will examine the

effectiveness of the unitary plan on student achievement.
Purpose
The purpose of this study is to investigate the relationship
resegregation has to achievement of elementary students in nonselective magnet, enhanced option, and design center schools as
measured by the TCAP (Tennessee Comprehensive Assessment
Program) in the Metropolitan Nashville Public Schools.

Student

characteristics considered for data analysis will include:
ethnicity, economic level as measured by free/reduced lunch
status, and type of school attended.
The Unitary plan created special elementary schools that are
to address student needs in unique ways.

This study will
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examine differences in achievement between sub-groups in nonselective magnet schools, enhanced option, and design center
schools.

The study will also examine differences between

typical elementary schools and non-selective magnet schools,
enhanced option schools, and design center schools.
Significance
This study will benefit the educational community by
contributing to the dialogue about the challenges that racial
segregation and poverty concentration in urban schools create.
Understanding the differences in achievement levels between
schools in MNPS will bring attention to the needs of inner city
schools and how racial and socioeconomic isolation in schools
affects learners. The study will also lead to a frank discussion
of the policy and financial decisions that need to be made to
ensure that all students are afforded an equitable education in
MNPS.
Limitations
This study will be conducted in the MNPS.

The study will

consist of achievement data collected from the elementary
schools within the system.

The study will consider data between

1997 (one year before the unitary plan) to the 2003 data set.
Many of the schools will have even more limited data because
they were built later in the unitary plan which was set to be
completed in the 2003-2004 school year.
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Research Questions
1.

Does racial and economic segregation in the form of

neighborhood schools have a statistically significant effect on
reading and math achievement for elementary students in MNPS?
2.

Is there a statistically significant difference in reading

and math achievement among MNPS students based on the type of
school attended?
3.

Is there a statistically significant difference in racial

and socioeconomic segregation levels between typical elementary
schools and non-selective magnet, enhanced option, and design
center schools?
4.

Is there a statistically significant difference between

reading and math achievement of African American students in
typical elementary schools and African American students who
attend non-selective magnet, enhanced option, and design center
schools?
Definition of Terms
Desegregation
To free of any law or practice requiring isolation or
separation based on race.
Design Center School
A school that has a specialized (thematic) program
(Metropolitan Nashville Public Schools, 2004).
Enhanced Option School
A school that has a class size of 15:1 and twenty additional
days of school for students.

Schools also include Pre-K

programs, social services, and an Encore teacher for gifted and
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talented students, and after school care (Metropolitan Nashville
Public Schools, 2004).
High Poverty School
A school that characteristically has 80% or more of students
who receive free or reduced price lunch.
Highly Segregated School
A school where the total population of one race constitutes
81% or more of the total population.
Magnet School
A school that has a specialized program and voluntary
enrollment.

Some magnets have academic entrance requirements

that students must meet, other magnet schools are theme based,
and students are selected by lottery.

Parents must provide

their own transportation for students in magnet schools
(Metropolitan Nashville Public Schools, 2004).
MNPS
Metropolitan Nashville Public Schools
Non-selective Magnet School
A magnet school that does not have an academic entrance
requirement (Metropolitan Nashville Public Schools, 2004)
Resegregation
The return to racial segregation after a period of
desegregation in schools.
Segregation
The separating of people by races, specifically for use in
this study, the separating of students in an educational
setting.
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De Jure:

“Segregation that arises from the intentional

actions of governmental entities” (Green, 1999, p. 138).
De Facto:

“Segregation that is caused by other factors such

as private choices” (p. 138).
TCAP
Tennessee Comprehensive Assessment Program, given annually
to students throughout Tennessee.
Typical Elementary Schools
Any elementary school that does not have a specialized plan
for curriculum or instruction.
Unitary Status
A legal term that signifies that a school district has
satisfied its desegregation responsibilities.
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Chapter II
REVIEW OF LITERATURE

There has been much discussion in recent years over the
achievement gap that exists between African American and white
and other students and why the gap exists.

The Metropolitan

Nashville Public Schools (MNPS) has gone through many policy
shifts since the Brown v. Board of Education decision in 1954
that has had an effect on racial demographics in schools.

The

most recent shift has been a return to neighborhood schools that
are often segregated based on race.

This study will consider

the relationship between segregated neighborhood schools and the
achievement of African American students who have been affected
by the shift in the legal status of desegregation in the MNPS.
This literature review will examine the following areas of
study: (a) the legal basis for segregation, desegregation and
resegregation; (b) the return to resegregated neighborhood
schools; and (c) an analysis of the relationship between
resegregation and achievement.
Literature on this issue of study was gathered from a
variety of sources.

The bulk of my descriptor searches were

conducted through ERIC (Educational Resources Information
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The major descriptors used to gather information on the

topic of resegregation were; racial discrimination, school
segregation, court litigation, housing, racial segregation, de
facto segregation, urban schools, public schools, resistance to
change, school desegregation, civil rights compliance, equal
education, desegregation effects, desegregation methods, busing,
racial composition, enrollment trends, and others.

Information

on achievement and resegregation were also located using an
advanced search on ERIC database, Wilson Web, and through
searches of references of studies of the broader subject of
segregation in public schools.

The legal cases that webbed the

history of segregation, desegregation, and resegregation in the
public schools were presented in Dismantling Desegregation
(Eaton & Orfield, 1996), and an on-line search was conducted to
locate the full legal proceedings of two of the cases presented
in this research.
Segregation, Desegregation, and Resegregation
The history of legal cases that addressed and shaped U.S.
policy in the areas of segregation, desegregation, and
resegregation will serve as a background for this study of
resegregation and achievement in U.S. and Nashville, TN public
schools.

This study will focus on landmark Supreme Court

decisions that had a profound effect on segregation; Plessy v.
Ferguson, desegregation; Brown v. Board of Education and Kelley
v. Board of Education of the City of Nashville, and
resegregation; Board of Education of Oklahoma v. Dowell.
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“We conclude that in the field of public education the
doctrine of ‘separate but equal’ has no place.

Separate

educational facilities are inherently unequal” (Brown, 1954).
With these words Justice Warren set in motion a 50 year quest by
the U.S. educational system to integrate public schools, this
mandate has largely been unfulfilled in the eyes of many
(Talbert-Johnson, 2000; Green, 1999; Eaton & Orfield, 1996).

In

fact since the 1980’s public schools have increasingly become
more segregated (Eaton & Orfield). Students are segregated based
on race, socioeconomic status, and language-ability. The history
of legalized (De Jure) segregation in the U.S. began with the
Plessy v. Ferguson case of 1896.
The decision by the Warren court in Brown v. Board of
Education of Topeka, reversed the Plessy v. Ferguson case of
1896 it concluded this about the 14th amendment:
The object of the 14th amendment was undoubtedly to enforce
the absolute equality of the two races before the law, but
in the nature of things it could not have been intended to
abolish distinctions based upon color, or to enforce
social, as distinguished from political equality, or a
commingling of the two races upon terms unsatisfactory to
either” (Plessy, 1896).
The Plessy decision served as a legal confirmation for what
had already been occurring in the U.S.

De Facto segregation had

been a norm of social life since the beginning history of
Africans in the Americas.

Plessy v. Ferguson firmed and

legalized the belief that the races in America should be
separate.

Homer Plessy a man of mixed heritage was put in jail

for sitting in the “white” car of a Louisiana train.

Mr. Plessy
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sued to challenge that the Separate Car Act violated the 13th and
14th amendments to the constitution, the case was first argued in
the Louisiana state court and later decided in the Supreme
Court.

Although the Plessy case did not directly mention public

schools, it did imply that separation of the races would be
legally sanctioned by the U.S. Government.
The Brown decision of 1954 reversed the Plessy decision and
set in course a restructuring of American society.

It addressed

public education specifically, but spread the new doctrine of
desegregation throughout public life.

The Brown decision stated

that where states had undertaken the responsibility of providing
public education, it must do so in a way that ensures equal
opportunity for all of its students (Brown, 1954).

The Warren

court said this about the segregation of children in public
schools, “segregation of children in public schools solely on
the basis of race deprives children of the minority group of
equal educational opportunities, even though the physical
facilities and other ‘tangible’ factors may be equal” (p. 493).
Many

argued that the tangible factors were not equal in most

cases (Eaton & Orfield, 1996).
The Brown decision did not specify how desegregation was to
take place.

Brown II in 1955 was the implementation decision,

both however were weak in enforcement (Eaton & Orfield, 1996).
This certainly delayed desegregation in many parts of the
country and caused The NAACP, minority students, and the Justice
Department to file suits to force school districts to
desegregate (Eaton & Orfield, 1996).

A case of particular
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interest to this study is the Kelley v. Board of Education of
the City of Nashville of 1955 that sought to desegregate the
Nashville Public Schools.

The Kelley case was brought by Robert

Kelley and twenty-one other plaintiffs after his request to
enroll one of his children at East High School was refused
(Pride & Woodard, 1985).
The Kelley case resulted in the “Nashville Plan” otherwise
known as the grade-a-year plan for desegregating Nashville’s
schools.

Desegregation would begin with the first grade in 1957

and continue until 1968 when all grades were desegregated (Pride
& Woodard, 1985).

The plan was imitated throughout the south,

but showed little real progress in desegregating schools in
Nashville.

Residential segregation led to a continuation of

isolated neighborhood schools.

A study conducted in 1969 showed

that approximately 83% of white students in Davidson County
attended schools that were 90-100% white (Pride & Woodard,
1985).

Pride and Woodard asserted that “Nashville was

desegregated in name only” (p. 57).
The process of desegregation in Nashville and throughout
the country was a painfully slow process that in most states
lasted through the early 1980’s.

At that point the courts began

to change and a trend toward resegregation of schools began in
the late 1980’s that continues today (Eaton & Orfield, 1996).
In Board of Education of Oklahoma v. Dowell, the Oklahoma City
school district was ruled unitary by the federal court.

The

school board subsequently decided to return to segregated
neighborhood schools. Desegregation was essentially redefined as
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process that “need not

overcome the inequalities growing out of a segregated history”
(Bachmeier, Eitle, James, & Orfield, 1997, p. 7).
The Oklahoma v. Dowell decision set in motion a litany of
decisions that began to dismantle desegregation plans in cities
throughout the country (Eaton & Orfield, 1996).

In subsequent

Supreme Court and state court cases school districts were
released from their desegregation plans even when “integration
had not been achieved” (Eaton & Orfield, p. xxiii).

School

districts were also released from desegregation plans when they
did not “show any actual correction of the education harms of
segregation” (Eaton & Orfield, p. xxiii).
Such was the case in the Metropolitan Nashville Public
Schools in 1998, the Kelley v. Board of Education of Nashville
of 1955 was finally settled by the crafting of a new
desegregation plan that granted the system unitary status and
would require the school board to spend $206 million on new
schools, classroom additions and school renovations (Donsky,
1998). The plan also included provisions that focused on
decreasing the distance students would travel to school, an
increase in choice schools including; non-selective magnet,
enhanced option, and design center schools, and cluster plans
whereby students would attend only 3 schools during their career
in MNPS (Goldring & Smrekar, 2002).
Resegregation in American Schools
The public schools in the United States are rapidly becoming
the most diverse institutions in the country, likely to be the
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The courts

have moved from requiring desegregation in the 1960’s and 1970’s
to eliminating desegregation plans or even “forbidding voluntary
action that communities wish to undertake on their own”
(Orfield, p. 3).

Orfield asserted in the 2001 Executive Summary

of The Civil Rights Project that the reasons for a return to
resegregation are a “crisis of law, policy and demography”
(p.3).

Orfield purported that the crises in U.S. public schools

were caused by dramatic reversals in policy by the U.S. Supreme
Court and lower courts, a failure to develop policies a quarter
of a century ago that addressed desegregation fully, and large
demographic transformations are reshaping the public schools.
Although the tenet of ‘separate but equal’ was found
unconstitutional in the Brown v. Board of Education of Topeka
case of 1954, De Facto segregation continues to persist in most
American cities, mainly by means of residential segregation
(Bachmeier, Eitle, James, & Orfield, 1997).

The fact remains

that after 50 years of attempts to integrate public schools,
approximately 35% of African American students throughout the
country attended schools that were between 90-100% minority in
the 1996-1997 school year (Orfield & Yun, 1999).

In the 1994-

1995 school year in Tennessee 38% of African American students
attended schools that had a 90-100% minority population
(Bachmeier et al.).

Similarly in MNPS approximately 22% of

African American students attended schools that had enrollments
of 80% or more African American students in the 2001-2002 school
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year, an increase of approximately 9% from the last year of
court-ordered desegregation in 1998 (Goldring & Smrekar, 2002).
The added caveat of poverty multiplies the inequality in
schools that are segregated based on race.

Schools that have

high percentages of African American or other minority students
also have high percentages of poor students (Bachmeier, Eitle,
James, & Orfield, 1997; Frankenberg, Lee, and Orfield, 2003;
Orfield and Yun, 1999).

“A student in a segregated minority

school is approximately 16.3% times more likely to be in a
concentrated poverty school than a student in a segregated white
school” (Bachmeier et al., p. 11). The inequalities are
multiplied due to parental, neighborhood, and teacher factors
related to poverty.

Parental and neighborhood factors include;

low levels of educational attainment of parents, students who
are less prepared, developmental and health impairments that are
left untreated, frequent family and health crises, lack of
security,

language barriers,

and lack of educational materials

at home (Bachmeier et at.). The teacher factors in schools that
are high-poverty that affect student achievement include; less
experienced teachers, less credentialed teachers, and higher
teacher turnover (Bachmeier et al.; Frankenberg & Lee, 2002).
The legal issue at the heart of school resegregation is
equal protection under the law afforded to U.S. Citizens through
the 14th amendment.

The social issues at the heart of school

resegregation are the social implications an integrated social
setting has on students and society.

When schools are

desegregated there is no guarantee that a curriculum will be in
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place to address and recognize diversity, or that profound,
positive interactions between different racial or ethnic groups
will occur (The Civil Rights Project, 2002).

It does however

create the opportunity for interaction.
One theory on the positive social effects found for African
American students through desegregation include the idea of
“value adaptation”, that is African American students adopt the
majority population’s values. Another theory focused on
improving information networks, the “perpetuation hypothesis”,
assumes that “all other conditions being equal, students
attending the same school are likely to participate in the same
information networks and thus have similar opportunity paths and
resultant outcomes” (Trent, 1997, p. 256).

In a study of the

Cambridge, MA public high school, researchers found that
students who attended the racially and ethnically diverse
school; feel comfortable working and living with students from
other groups, feel prepared to work in a diverse workplace, have
an increased understanding of the background of groups that are
different from them, and feel well prepared to function as
adults in a diverse community (The Civil Rights Project, 2002).
Considering that the goal of desegregation in many cases is
increased interracial contact, understanding the effect of
interracial contact is essential.

In an analysis of interracial

weak ties, Carter and Feld (1998) found that “weak interracial
ties developed in school and the subsequent interracial ties
they facilitate may become useful contacts for individuals later
in life” (p. 1167).

They argued that policy makers often make
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the wrong assumption that by desegregating schools by
distributing minorities proportionally in schools they are
maximizing interracial contact.

The authors suggested that

policy makers should consider strategies that would increase the
overall number of weak ties, this includes increasing school
size.

They recognized that the physical size of schools may

limit this option, but did suggest that “the effective school
size for the present purpose can be increased by pairing schools
and treating them as a single unit for various purposes” (p.
1179).
Resegregation and Achievement
“An important issue in the ongoing debate on educational
inequality between the races is the importance of educational
segregation in perpetuating this inequality” (Bankston & Caldas,
1998, p. 535).

Resegregation in public schools is a growing

trend and has spawned a theoretical debate on the efficacy of
African American students attending schools that are integrated.
One perspective says that segregation continues to impose a
disadvantage on African American students, the second says that
segregation is not harmful and may actually serve as a benefit
for African American students (Bankston & Caldas).
The research findings on the achievement gap between subgroups in public schools are clear, and although the gap
narrowed in the 1970’s and 1980’s, it is widening again since
the 1990’s (Lee, 2002). Should the perception that segregation
has no effect or a positive effect on achievement for African
American students remain?

A study of the effects of segregation
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on student achievement found that racial segregation in
Louisiana has had a negative effect on academic achievement
(Bankston & Caldas 1998).

As an impetus for the 1998 study

Bankston and Caldas asserted that despite the long and divisive
struggle to integrate public schools, the larger educational
community has not attended to the issue of whether or not
African American students actually benefit academically from
attending integrated schools.
The Bankston and Caldas (1998) study included a sample of
42,000 students in 342 secondary schools in Louisiana public
schools.

Test data was gleaned from the 1990 administration of

the Graduation Exit Examination (GEE).

The analysis focused on

six research questions that concentrated on the relationship of
African American composition in schools and subsequent academic
achievement on the GEE.

The analyses also focused on the

relationship that SES has to African American concentration in
schools.

The authors found that African American students did

have lower test scores.

71% of African American students scored

below the median score, this is in comparison to white students
who performed at a rate of 66% above the median score (Bankston
& Caldas).
Heath and Mickelson (1999) found that racial segregation
within and between schools in Charlotte-Mecklenburg, NC has had
a negative effect on academic achievement of high school
seniors.

The Charlotte-Mecklenberg school system is of

particular interest as the system was the defendant in the Swann
v. Charlotte-Mecklenberg Supreme Court case of 1971.

The Swann
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case was pivotal in the history of desegregation in U.S. public
schools, as it paved the way for busing as a remedy to
desegregate schools (Eaton & Orfield, 1996).

The authors’

sought to examine the relationship between levels of segregation
and academic achievement of African American students.

The

authors considered both the racial segregation between schools
in the system, and within school segregation through tracking.
Data gathered included survey data from CMS (CharlotteMecklenberg Schools) students, school system reports, archival
records and interviews with teaching and administrative staff.
Heath and Mickelson (1999) found that schools within CMS
were segregated in two forms that affected achievement for
African American students; between school segregation and within
school segregation.

Controlling for individual and school level

factors, they found that attending a segregated school in
elementary school had a small negative impact on high school
grades; the greater proportion of time spent in a racially
segregated school, the lower the high school grades.

The within

school segregation analysis found that attending a “segregated
minority elementary school had a direct negative effect on high
school track placement” (p. 577).

The likelihood of being

placed on the college-bound track in high school was negatively
affected by attending a highly segregated elementary school.
The positive long term effects of desegregated schooling can
be found in the trajectory a student is propelled into by having
access to a diverse school setting.

Orfield found a positive

relationship between racial and ethnic diversity in the
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Cambridge, MA schools and educational outcomes (The Civil Rights
Project, 2002).

Trent (1997) examined the data sets from the

High School and Beyond (HS&B) study, the National Longitudinal
Survey of Youth Labor Force Participation (NLS-Y) study, and the
National Longitudinal Survey of the High School Class of 1972
(NLS-72) and found that “desegregated schooling has important
long-term benefits for minority students, especially in terms of
its ability to open up economic opportunities for them” (p.
257).
Summary
The following areas were discussed in this literature
review: the legal history of segregation, desegregation, and
resegregation in U.S. and Nashville public schools, the trend
toward resegregation in public schools, and the effects
segregation has on achievement for African American students.
Fifty years after the Brown v. Board of Education decision,
school systems are still struggling with the issue of equitable
education for all students (Talbert-Johnson, 2000).

The

illusive goal of an integrated public school system has been
hampered by lingering court cases and a recent move to dismantle
desegregation plans throughout the country (Eaton & Orfield,
1996).

The legacy of a segregated and unequal public school

system in the U.S. is that there is an achievement gap between
African American and white students, and between poor and middle
and high income students (Bankston & Caldas, 1998; Heath &
Mickelson, 1999; Lee, 2002).
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Talbert-Johnson (2000) describes three generations of failed
desegregation efforts: in the first generation the goal was to
end physical segregation, the second generation attempted to
eliminate segregation within schools, the third generation
focused on providing equal learning opportunities for students.
The Brown decision did legally end physical segregation and
subsequent school desegregation cases attempted to implement the
Brown decision fully (Eaton & Orfield, 1996).

The second

generations’ goal of providing equal opportunities within
schools sought to understand the effect that tracking and
segregated schools has on achievement (Bankston & Caldas, 1998;
Heath & Mickelson, 1999; Lee, 2002).

This generation, the third

as described by Talbert-Johnson, has the charge of ensuring
equal opportunities to learn for all students despite the
growing racial and economic resegregation of public schools.
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Chapter III
METHODOLOGY

The purpose of this chapter is to explain the methodology
that will be used to examine the differences in achievement
between sub-groups in MNPS elementary schools in reading and
math on the TCAP.

This chapter will also outline the population

and sample used to conduct the study and the method of data
analysis that will be used to examine the differences between
student achievement.
Research Design
The design of this study is guided by the type of data
available and the research questions that will guide the study.
(Borg, Gall, & Gall, 2003) asserted that “educational research
is conducted for four primary purposes: description, prediction,
improvement, and explanation” (p. 289).

This study will seek to

describe differences in student achievement and economic and
racial segregation levels between MNPS elementary schools.

As

the study will examine differences in student and school data
that cannot be manipulated, the casual-comparative research
design will be used to examine the data.
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relationship with the dependent variable of achievement, as
measured by the TCAP.

In the casual-comparative research design

the researcher seeks to “identify cause-and-effect relationships
by forming groups of individuals in whom the independent
variable is present or absent-or present at several levels- and
then determining whether the groups differ on the dependent
variable” (Borg, Gall, & Gall, 2003, p. 296).

The independent

variables of racial and economic segregation in schools and the
racial and socioeconomic status of students will be grouped in
categories and measured based on differences in achievement.
Population and Sample
The Metropolitan Nashville Public School System serves over
76,000 students in a total of 123 schools. In the 2002-2003
school year approximately 43% of the students served were white,
46% African American, 8% Hispanic, 3% Asian, and less than 1%
Native American. Approximately 49% of all MNPS students are
economically disadvantaged (Tennessee Department of Education,
2004).

The 65 elementary schools of the Metropolitan Nashville

Public schools will be included in this study.

In the 2002-2003

there were 53 typical elementary schools, 4 non-selective magnet
schools, 4 enhanced option schools, and 4 design center schools.
For purposes of this study, Median National Percentile
scores, by school,

in reading and math will be collected for 3rd
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year.
Instrumentation
The achievement of elementary students in this study will be
measured by the TCAP (Tennessee Comprehensive Assessment
Program) that is given in the spring of each year in schools
throughout Tennessee.

The TCAP, a multiple-choice test,

measures achievement in reading, language, mathematics, science,
and social studies. Results are provided to parents, teachers,
and administrators.

“The reports will provide a comparison of

Tennessee students with students from across the nation (normreferenced), information concerning performance on specific
objectives (criterion-referenced), and a description of student
performance on academic skills based on the grade span standards
(performance levels)”(Tennessee Department of Education, 2004).
For purposes of this study, Median National Percentile
scores, by school, in reading and math were collected for 3rd
grade students in elementary schools for the 2002-2003 school
year.

Racial and economic segregation, in the form of

neighborhood schools, was be measured by racial percentages in
each school and percentages of students receiving free or
reduced lunch.

This information was garnered from the State of

Tennessee Department of Education website.

Data Collection/Procedures
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This study examined reading and math achievement for 3rd
graders in MNPS in the 2002-2003 school year. Demographic data,
including racial makeup and free and reduced lunch levels on
each elementary school was collected from the State of Tennessee
Department of Education website.

Individual student achievement

scores were not available for this study, however Median
National Percentile scores were collected from the State of
Tennessee Department of Education website.

Schools were grouped

and coded by racial and poverty segregation levels and type of
school.
Hypotheses
The following null hypotheses were established and will
guide the investigation:
1.

There is no statistically significant difference in reading

achievement of elementary students in MNPS based on the racial
segregation level in schools.
2.

There is no statistically significant difference in reading

achievement of elementary students in MNPS based on the economic
segregation level in schools.
3.

There is no statistically significant difference in math

achievement of elementary students in MNPS based on the racial
segregation level in schools.
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There is no statistically significant difference in math

achievement of elementary students in MNPS based on the economic
segregation level in schools.
5.

There is no statistically significant difference in reading

achievement among MNPS students based on the type of school
attended.
6.

There is no statistically significant difference in math

achievement among MNPS students based on the type of school
attended.
7.

There is no statistically significant difference in racial

segregation based on the type of school.
8.

There is no statistically significant difference in economic

segregation based on the type of school.
9.

There is no statistically significant difference in the

reading achievement of African American students in typical
elementary schools and African American students who attend nonselective magnet, enhanced option, and design center schools.
10.

There is no statistically significant difference in the

math achievement of African American students in typical
elementary schools and African American students who attend nonselective magnet, enhanced option, and design center schools.
Data Analysis
The analysis of data gathered through the State of Tennessee
Department of Education website was accomplished through the use
of the statistical software package, SPSS, Statistical Package
for the Social Sciences.

This statistical tool was used as it

is widely recognized as capable of conducting statistical
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calculations and analysis in any type of social science research
(George & Mallery, 2003).

This study examined differences in

achievement for MNPS elementary students based on several school
and student factors.
Student achievement data was collected in the form of Median
National Percentile scores, therefore nonparametric procedures
were used to conduct analyses on hypotheses where differences in
reading and math achievement were examined.

One-way Analysis of

Variance (ANOVA) was used to test the hypotheses that examined
differences in racial and economic segregation based on the type
of school.
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Chapter IV
RESULTS

This chapter describes the results of quantitative data
analyses conducted to address the following research questions
and to test the related null hypotheses:
1.

Does racial and economic segregation in the form of

neighborhood schools have a statistically significant effect on
reading and math achievement for elementary students in MNPS?
a.

There is no statistically significant difference in

reading achievement of elementary students in MNPS based on the
racial segregation level in schools.
b.

There is no statistically significant difference in

reading achievement of elementary students in MNPS based on the
economic segregation level in schools.
c.

There is no statistically significant difference in math

achievement of elementary students in MNPS based on the racial
segregation level in schools.
d.

There is no statistically significant difference in math

achievement of elementary students in MNPS based on the economic
segregation level in schools.
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Is there a statistically significant difference in reading

and math achievement among MNPS students based on the type of
school attended?
a.

There is no statistically significant difference in

reading achievement among MNPS students based on the type of
school attended.
b.

There is no statistically significant difference in math

achievement among MNPS students based on the type of school
attended.
3.

Is there a statistically significant difference in racial

and socioeconomic segregation levels between typical elementary
schools and non-selective magnet, enhanced option, and design
center schools?
a.

There is no statistically significant difference in

racial segregation based on the type of school.
b.

There is no statistically significant difference in

economic segregation based on the type of school.
4.

Is there a statistically significant difference between

reading and math achievement of African American students in
typical elementary schools and African American students who
attend non-selective magnet, enhanced option, and design center
schools?
a.

There is no statistically significant difference in the

reading achievement of African American students in typical
elementary schools and African American students who attend nonselective magnet, enhanced option, and design center schools.
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There is no statistically significant difference in the

math achievement of African American students in typical
elementary schools and African American students who attend nonselective magnet, enhanced option, and design center schools.
Dependent Variables
The dependent variable of achievement used for the analyses
includes the 3rd grade Median National Percentile TCAP Scores in
reading and math for the 2002-2003 school year.

The achievement

scores are disaggregated into eight categories: African American
reading, African American math, White reading, White math, Low
SES reading, Low SES math, High SES reading, and High SES math.
The dependent variables (also used as independent variables) of
racial and economic segregation were compiled from the State of
Tennessee Department of Education website.

The percentages of

African American students and percentages of students receiving
free or reduced lunch were put into the following categories:
80%+, 60-79%, 40-59%, 20-39%, and 0-19%.
Independent Variables
The independent variables in this study include: type of
school and racial and economic segregation level.

Type of

school is divided into four categories, typical elementary
school, non-selective magnet school, enhanced option, and design
center school.

Racial and economic segregation categories are

described in the previous paragraph.
Results
This study examined the differences in achievement of MNPS
elementary students in reading and math as measured by the TCAP
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Data was collected for the

2002-2003 school year for 3rd grade students in 65 elementary
schools.
This study examined Median National Percentile scores in
reading and math for 3rd grade students in MNPS elementary
schools.

Of the 65 schools, 53 were identified as typical

elementary schools, 4 as non-selective magnet schools, 4 as
enhanced option schools, and 4 as design center schools.

Null hypothesis:

There is no statistically significant

difference in reading achievement of elementary students in MNPS
based on the racial segregation level in schools.

Table 1a: Reading achievement based on racial segregation
________________________________________________________________
Variables
N
Mean Rank
________________________________________________________________
80%+ African American

19

52.03

60-79% African American

16

53.84

40-59% African American

26

62.87

20-39% African American

54

70.21

0-19% African American

12

71.00

________________________________________________________________

Resegregation and Achievement
Table 1b:

33

Chi-Square, reading achievement based on racial

segregation
________________________________________________________________
p
χ2
________________________________________________________________
5.23
.264
________________________________________________________________

There is no statistically significant difference in reading
achievement based on the level of racial segregation in schools
for elementary students in MNPS (χ2=5.23, p>.05).

Elementary

students’ reading achievement is not affected by the level of
racial segregation in schools.

The null hypothesis is therefore

retained.

Null hypothesis: There is no statistically significant
difference in reading achievement of elementary students in MNPS
based on the economic segregation level in schools.

Table 2a: Reading achievement based on economic segregation
________________________________________________________________
Variables
N
Mean Rank
________________________________________________________________
80%+ Low SES

27

24.56

60-79% Low SES

12

36.58

40-59% Low SES

13

37.77

20-39% Low SES

6

25.83

0-19% Low SES

4

51.25

________________________________________________________________
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Kruskal-Wallis, reading achievement based on economic

segregation
________________________________________________________________
p
χ2
________________________________________________________________
11.93
.018
________________________________________________________________
* Significant at p<.05
There is a statistically significant difference in reading
achievement based on the level of economic segregation in
schools for elementary students in MNPS (χ2=11.93, p<.05).
Elementary student reading achievement is affected by the level
of economic segregation in schools, students who attend schools
with low percentages of Low SES students tend to score higher on
the TCAP in reading.

The null hypothesis is therefore rejected.

Null hypothesis: There is no statistically significant
difference in math achievement of elementary students in MNPS
based on the racial segregation level in schools.
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Table 3a: Math achievement based on racial segregation
________________________________________________________________
Variables
N
Mean Rank
________________________________________________________________
80%+ African American
11
26.82
60-79% African American

8

36.63

40-59% African American

13

35.42

20-39% African American

27

31.28

0-19% African American

6

42.00

________________________________________________________________
Table 3b:

Kruskal-Wallis, math achievement based on racial

segregation
________________________________________________________________
p
χ2
________________________________________________________________
3.27
.513
________________________________________________________________

There is no statistically significant difference in math
achievement based on the level of racial segregation in schools
for elementary students in MNPS (χ2=3.27, p>.05).

Elementary

students’ math achievement is not affected by the level of
racial segregation in schools.

The null hypothesis is therefore

retained.

Null hypothesis:

There is no statistically significant

difference in math achievement of elementary students in MNPS
based on the economic segregation level in schools.
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Table 4a: Math achievement based on economic segregation
________________________________________________________________
Variables
N
Mean Rank
________________________________________________________________
80%+ Low SES

27

29.61

60-79% Low SES

12

33.38

40-59% Low SES

13

32.81

20-39% Low SES

6

21.67

0-19% Low SES

4

49.13

________________________________________________________________

Table 4b:

Kruskal-Wallis, math achievement based on economic

segregation
________________________________________________________________
p
χ2
________________________________________________________________
6.10
.192
________________________________________________________________
There is no statistically significant difference in math
achievement based on the level of economic segregation in
schools for elementary students in MNPS (χ2=6.10, p>.05).
Elementary students’ math achievement is not affected by the
level of racial segregation in schools.

The null hypothesis is

therefore retained.

Null hypothesis:

There is no statistically significant

difference in reading achievement among MNPS students based on
the type of school attended.
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Table 5a: Reading achievement based on the type of school
attended
________________________________________________________________
Variables
N
Mean Rank
________________________________________________________________
Typical
53
33.37
Non-selective magnet

4

42.25

Design center

4

32.50

Enhanced option

4

19.38

________________________________________________________________

Table 5b:

Kruskal-Wallis, reading achievement based on the type

of school attended
________________________________________________________________
p
χ2
________________________________________________________________
3.06
.382
________________________________________________________________
There is no statistically significant difference in reading
achievement based on the type of school attended by elementary
students in MNPS (χ2=3.06, p>.05).

Elementary students’ reading

achievement is not affected by the type of school attended.

The

null hypothesis is therefore retained.

Null hypothesis:

There is no statistically significant

difference in math achievement among MNPS students based on the
type of school attended.
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Table 6a: Math achievement based on the type of school attended
________________________________________________________________
Variables
N
Mean Rank
________________________________________________________________
Typical
53
34.59
Non-selective magnet

4

30.88

Design center

4

25.25

Enhanced option

4

21.75

________________________________________________________________

Table 6b:

Chi-Square, math achievement based on the type of

school attended
________________________________________________________________
p
χ2
________________________________________________________________
2.52
.472
________________________________________________________________
There is no statistically significant difference in math
achievement based on the type of school attended by elementary
students in MNPS (χ2=2.52, p>.05).

Elementary students’ math

achievement is not affected by the type of school attended.

The

null hypothesis is therefore retained.

Null hypothesis:

There is no statistically significant

difference in racial segregation based on the type of school.
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Table 7a: Racial segregation level based on school type
________________________________________________________________
Variables
N
Mean
SD
________________________________________________________________
Typical
53
3.49
1.03
Non-selective magnet

4

2.00

1.41

Design center

4

1.50

1.00

Enhanced option

4

1.25

.500

________________________________________________________________
Table 7b:

ANOVA, Racial segregation level based on school type

________________________________________________________________
Sums of Squares
MS
F
p
________________________________________________________________
Between Groups
36.76
12.25
11.50
.000
Within Groups
Total

65.00

1.07

101.75

________________________________________________________________
*Significant at p<.001

There is a statistically significant difference in racial
segregation level based on the type of school (F=11.50,
p<.001,η2=.57).

Enhanced option (M=1.25, SD=.500) and Design

Center (M=1.50, SD=1.00) schools tend to have higher levels of
racial segregation than Non-Selective Magnet (M=2.00, SD=1.41)
and Typical Elementary (M=3.49, SD=1.03) schools.

The eta

squared effect size of .57 indicates a large effect on racial
segregation based on type of school.
hypothesis is rejected.

Therefore the null
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There is no statistically significant

difference in economic segregation based on the type of school.

Table 8a: Economic segregation level based on school type
________________________________________________________________
Variables
N
Mean
SD
________________________________________________________________
Typical
53
2.16
1.24
Non-selective magnet

4

4.00

1.00

Design center

4

2.00

1.15

Enhanced option

4

1.00

.000

________________________________________________________________

Table 8b:

ANOVA, Economic segregation level based on school

type
________________________________________________________________
Sums of Squares
MS
F
p
________________________________________________________________
Between Groups
15.64
5.21
3.66
.018
Within Groups

82.75

Total

98.39

1.43

________________________________________________________________
*Significant at p<.05
There is a statistically significant difference in economic
segregation level based on the type of school (F=3.66,
p<.05,η2=.19).

Enhanced option (M=1.00, SD=.000) schools tend to

have the highest levels of economic segregation, while NonSelective Magnet (M=4.00, SD=1.00) schools tend to have the
lowest levels of economic segregation. The eta squared effect
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size of .19 indicates a large effect on economic segregation
based on type of school.

Therefore the null hypothesis in

rejected.

Null hypothesis:

There is no statistically significant

difference in the reading achievement of African American
students in typical elementary schools and African American
students who attend non-selective magnet, enhanced option, and
design center schools.

Table 9a: African American reading achievement based on the type
of school attended
________________________________________________________________
Variables
N
Mean Rank
________________________________________________________________
Typical
53
33.08
Non-selective magnet

4

38.13

Design center

4

40.00

Enhanced option

4

19.75

________________________________________________________________

Table 9b:

Kruskal-Wallis, African American reading achievement

based on the type of school attended
________________________________________________________________
χ2
p
________________________________________________________________
2.81
.421
________________________________________________________________
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There is no statistically significant difference in African
American students’ reading achievement based on the type of
school attended (χ2=2.81, p>.05).

African American elementary

students’ reading achievement is not affected by the type of
school attended.

The null hypothesis is therefore retained.

Null hypothesis:

There is no statistically significant

difference in the math achievement of African American students
in typical elementary schools and African American students who
attend non-selective magnet, enhanced option, and design center
schools.

Table 10a: African American math achievement based on the type
of school attended
________________________________________________________________
Variables
N
Mean Rank
________________________________________________________________
Typical
53
33.75
Non-selective magnet

4

31.75

Design center

4

36.00

Enhanced option

4

21.38

________________________________________________________________

Table 10b:

Kruskal-Wallis, African American math achievement

based on the type of school attended
________________________________________________________________
p
χ2
________________________________________________________________
1.72
.634
________________________________________________________________
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There is no statistically significant difference in African
American students’ math achievement based on the type of school
attended (χ2=1.72, p>.05).

African American elementary students’

math achievement is not affected by the type of school attended.
The null hypothesis is therefore retained.
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Chapter V
DISCUSSION

This chapter will interpret the findings of the data
analyses conducted on each research question and corresponding
null hypothesis.

This chapter will also discuss implications

for practice in educational administration, and offer
recommendations for further research.
Interpretation of findings
The purpose of this study was to investigate the
relationship resegregation, in the form of neighborhood schools,
has to achievement of elementary students in non-selective
magnet, enhanced option, and design center schools as measured
by the TCAP in MNPS.

Student characteristics considered for

data analyses conducted included: ethnicity, economic level as
measured by free/reduced lunch status, and type of school
attended.

The study was guided by the belief that all MNPS

students should be afforded an equitable education, and that the
issue of resegregation in public schools may negatively affect
students who live in highly segregated neighborhoods, thus
attending highly segregated public neighborhood schools.
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The unitary plan, created as a remedy to ending the decades
long Kelley v. Board of Education of the City of Nashville case
required MNPS to create special elementary schools that are to
address student needs in unique ways, particularly the needs of
inner city students who would find themselves enrolled in
neighborhood schools that are characteristically poor and
minority.

This study examined differences in achievement

between sub-groups in non-selective magnet schools, enhanced
option, and design center schools to determine if those schools
were meeting the needs of students attending those schools.
As to research question:
1.

Does racial and economic segregation in the form of

neighborhood schools have a statistically significant effect on
reading and math achievement for elementary students in MNPS?
The analyses found that racial segregation does not have a
statistically significant effect on reading or math achievement
for elementary students.

There was one divergent finding that

economic segregation has a statistically significant effect on
reading achievement, however economic segregation was not found
to have an effect on math achievement for MNPS students.
Without disaggregating students it appears that the level of
racial segregation in schools does not have an effect on
achievement, economic segregation may have some effect on
student achievement in reading.

The findings in this study seem

to suggest that students tend to score about the same in reading
and math no matter what the level of racial and economic
segregation in their school.
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Is there a statistically significant difference in reading

and math achievement among MNPS students based on the type of
school attended?
The analyses found the type of school attended by students
does not have a statistically significant effect on reading and
math achievement.

Without disaggregating students within

schools it appears that there is no difference between students’
reading and math achievement throughout the MNPS system.

3.

Is there a statistically significant difference in racial

and socioeconomic segregation levels between typical elementary
schools and non-selective magnet, enhanced option, and design
center schools?
The analyses found that there is a significant difference in
racial and socioeconomic segregation levels between schools in
MNPS.

Enhanced option and design center schools appear to have

the highest levels of racial segregation indicated by having a
student population of 80% or more African American students.
Non-selective magnet and typical elementary schools have a more
ethnically diverse student body.
There is also a significant difference in economic levels in
schools.

The analyses found that Enhanced option schools have

the highest concentrations of poor students, 80% or more of the
students in these schools receive free or reduced lunch.

The

lowest concentration of poor students can be found in nonselective magnet schools with only 20-39% of students receiving
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Typical and design center schools have a

moderately high level of concentration of poor students, 60-79%
of students in these schools receiving free or reduced lunch.

4.

Is there a statistically significant difference between

reading and math achievement of African American students in
typical elementary schools and African American students who
attend non-selective magnet, enhanced option, and design center
schools?
The analyses found that there is no difference in African
American students’ reading and math achievement scores based on
the type of school attended.

Although there were slight

differences in achievement based on the type of school attended,
with African American students in enhanced option schools
performing the poorest, there were no statistically significant
findings.
Implications for practice
The MNPS mission statement states “Our purpose is to do
whatever it takes for all students to acquire the knowledge and
skills to become productive, responsible citizens” (Metropolitan
Nashville Public Schools, 2004).

The findings in this study

indicate that students that attend schools that are highly
segregated based on economic level are achieving at lower levels
than those students who attend schools with less concentrated
poverty.

These schools are often also highly segregated based

on race. With the MNPS mission in mind, how has the district
addressed the disparities within these schools?
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It is well documented that poor students come to school
lagging behind their more affluent peers in basic skills
essential for school success (Bachmeier, Eitle, James, &
Orfield, 1997).

MNPS has recognized the need for preschool for

students with a disadvantaged background.

Enhanced option

schools have embedded preschool programs that serve a limited
number of students, this is a start, but is it enough to address
the needs of poor and minority students?
MNPS has also recognized that providing parents a choice in
elementary schooling for their children is essential to retain
students whose parents would otherwise seek private schooling or
move to suburban districts.

MNPS provides choice at the

elementary level through non-selective magnet schools and design
center schools, the creation of these schools were mandated
through the unitary plan to aid in the integration of inner city
elementary schools.
These schools are far from being the model of choice-based
integration.

Of the four non-selective magnet schools included

in this study two have African American student populations of
80% or above.

Of the four design center schools included in

this study three have African American student populations of
80% or above, and two of those schools have Low SES student
populations of 80% or above.
MNPS officials, school board members, administrators,
teachers, parents, and students should consider the impact
segregated schooling has on students.

Is the school system

modeling for young people what they will find in the diverse
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This study found that for elementary

students in at least 17 schools this is not the case.

If policy

makers consider the research that asserts that segregated
schooling results in differences in achievement, particularly
for poor and minority students, they will continue to explore
ways to integrate schools to ensure an equitable education for
all of its’ students.
Recommendations
This study was limited in size, scope, and richness of
findings due to time constraints and access to data.

At the

dissertation level this study could consider additional years of
data and analyze individual student scores. The study could also
be enhanced by measuring levels of segregation over years, and
by considering if student achievement changes for African
American and low income students as segregation increases.
Consideration should also be given to examining Hispanic
students’ achievement and segregation levels in the MNPS system.
Recommendations for further study on this topic include:
A longitudinal study of student achievement to understand if
MNPS has addressed the achievement gap effectively over the
years.

Considering that resegregation will likely not be

reversed, are there disparities in the resources in public
schools?

A study of the resources in schools could give a

picture of schooling for each sub-group in MNPS.

In their study

of the Charlotte-Mecklenburg School System Heath and Mickelson
(1999) found that students are often segregated in two ways,
within schools and between schools.

Within-school segregation
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occurs for students in special education programs in the
elementary level.

Within a study of school segregation,

consideration could be given to examining how students in
special education are segregated, the level of segregation they
experience within the general school population, and differences
in achievement due to segregation.
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Schools As Agencies of Community Collaboration:
Public Schools, Social Services and the Poor

The Problem Positioned. Despite all the educational initiatives outlined in programs
similar to and in the America 2000 plan and the No child Left Behind Legislation,
conspicuously absent is any discussion regarding racial and cultural diversity and
growing poverty among youth—a poverty which has been called the progenitor of school
failure, job failure, emotional imbalance, and social rejection. All this despite the fact
that poverty-stricken parents have high expectations for their youngsters. It is a poverty
that engulfed one in seven youth in 1970, one in six in 1980, one in five in 1990 and one
in four in 2000. Today there are thirteen million kids living in the below-poverty bracket.
Likewise, 32 million Americans have no health insurance.
Neither did the proposed plans address the differences in levels of family or community
capacity to exert aggressive measures on behalf of their children. Unacknowledged were
the layers of choices, of opportunities, of abilities to move in the system, indeed to cause
the system to work in their children’s behalf. Equal opportunity means far more than
equal access.
Acknowledging the presence of the tools that drive the disenfranchisement of the poor
without asserting amenable solutions, leaves such families and communities to fend for
themselves, without the language to speak, without a map to guide their journey.
Are the political initiatives of state-mandated tests, new models of reform, new content
standards, new choices, new high qualifications wise enough to even address the needs of
the poor, the culturally-deprived, kids from neighborhoods infested with destruction,
defeatism and damaging physical and social health? Or is this a social phenomenon
unparalleled by any other comparable current industrialized country?
The United States has addressed discrimination regarding race, sex, disability and
language but has failed to offer substantive measures regarding the p9oo9r beyond
remediation and meals, beyond deficiency-oriented rather than school-discriminatory
programs. Cultural and racial diversity and the plight of the poor demand that schools
embrace a revised and enlightened view of commonality of true community. To achieve
unity, respect for differences negates conformity.
Demographics of the Disadvantaged. The ‘culture of poverty’ places the poor in a
microculture that frames it own values and dimensions. The young become the socially
disadvantage4d for they are not only imperiled materially but emotionally and
psychologically. Likewise they are the educationally disadvantaged for neither can they
take full advantage of available educational opportunities nor are resources afforded them
in an equitable fashion.

Because America has had few institutions to which social and cultural problems could be
relegated or in which they could be addressed, school has become the major institution
that brings together many cultures, languages, heritages, and faiths. Many facets of
moral training, historically assumed by family and church, are now under the auspices of
the school.
When society cannot feed its children, the schools offer breakfast programs. When
society cannot monitor its children, the schools offer after-school programs. Just as the
school is the fortress of all that should be, it becomes the forum for everything that isn’t.
It becomes the arena for potential conflict, because not only are schools expected to do
what society refuses, they are expected to espouse all the social and cultural values
society itself does not even respect much less practice.
Yet unique to us as a country and as a collective people is the persistence of the concept
of the caring community as played out in the local public school. Despite what may well
be divisive political polemics as witnessed in the larger social context, it is the school
which becomes the catalyst for binding the wounds and for propagating health for a
people driven by hope.
Pluralistic America no longer has a dominant nuclear family. People on welfare are
increasingly black, female and youthful. Parental engagement with young people has
been altered by work schedules, salary problems and family strictures. The moral
implications of such for public schools are commanding. Alone schools cannot adapt to
the aggressive change—demands in the demographic, economic, political and social
welfare arenas. Alone no single institution has the resources or the capacity to address
such.
It would seem the very social fabric of the United States as it is woven into our schools
has been unraveling since pre-industrial World War II. Alienation and its progeny—
children living in poverty, those who are homeless or inadequately housed, kids
disconnected and dispossessed born of the environmental genetics which breed and
perpetuate disenfranchisement and dissolution—charge contemporary society to forge
new connections, collaborative links within the overlapping communities of caring and
counsel. By recognizing these contextual interconnections resonant in the whole childfamily, by understanding the student from a relational standpoint, one which represents a
student-family from a holistic perspective, the structuring of linked-services begins to
alter what otherwise would have been poor outcomes on behalf of the nation’s lowincome students. They begin to reweave the tapestry of promise and of hope.
Simply, teachers recognize that poor kids carry with them and present more than
educational needs to the classroom, needs which left unmet leave little room for learning.
Similarly, health care practitioners acknowledge more than medical needs as they tend a
young, pregnant teenage mother. Employment officials see more than job concerns from
a family who walks into the welfare office. School-linked services collaboratively
address the entire family and although not a panacea for all that is flawed in our society,

they assist the student-family in developing its own strengths, skills and resources and
thereby guide the student in the successful process of school and that which follows.

The remainder of the paper examines a services integration continuum (attached). It
addresses the following questions:
•In the age of shrinking resources, how have school districts, both rural and urban, joined
forces to service the nonacademic needs that students and their families present, needs
which impede and interfere with academic and social success?
•Where do schools begin in the process of linking services?
•What kinds of funding sources have schools successfully accessed?
•What are the various models of service integration and what success has each enjoyed?
•What are some examples of successful programs from across the country?
•Who are the stakeholders involved?
•What are the impediments to linked services and how have these been mitigated?

Conclusion:
We can no longer choose to ignore those whom we have marginalized from our society,
for their distress screams across the front pages of our nation’s newspapers and crashes
pell-mell into the experiences of our everyday lives. For too long society has focused on
the family to address and explain away its responsibility for poverty. Over time, with
changing social values and mores, major economic depressions and recessions, and the
experience of trying to intervene with families, causal analyses have become less
moralistic and simplistic and more sensitive to the contextual obstacles.
If schools are the last hope in accommodating the overlapping and interwoven needs that
young people bring with them to the classroom, then we must look for new ways to
understand and assist the student-family. We must rethink our relational position within
the culture of school. We must reshape our practices and purposes to reflect a
philosophical repositioning. We must do more than involve parents, more than refer kids.
Perhaps we must become multiple service brokers for our students and for their families,
for the social, emotional, physical and academic growth and development of the nation’s
young are inextricably linked.
The praxis of collaboration and empowerment as witnessed in the full-services
community schools model is a willing yielding of power, a relinquishing of the artificial
position of silencing which schools have exercised with regard to parents and to the

general community. It is integration rather than alienation, coalition rather than
polarization, interdependence rather than dependence, emancipation rather than
submission.
As I left my first visit to a full-service school, situated in a barrio neighborhood and
encircled with barbed wire intended to keep drug dealers out, I heard the students singing
the school’s song which captured the hope of a generation, caught up in the vision and
belief born of possibility and of promise: “Come, young citizens of the world, we are
one, we are one…Peace, give us peace, prosperity and love for all mankind. I have but a
small dream to smile upon the sun, be free to dance and sing, be free to sing my song to
everyone.” I felt I had witnessed the dancesong of freedom.
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Abstract: No Child Left on Their Behind: Getting Kids Moving in After School
Programs
Rates of overweight in children have been climbing rapidly over the past two
decades, resulting in health problems previously rarely seen in children. Diabetes has
become far more common in children, and the average age of the onset of puberty is
significantly lower than the 1970’s and earlier. Overweight children tend to face social
ostracism and related emotional problems such as low self-esteem. Research indicates
that lack of physical activity and poor nutrition are the causes of overweight in children.
Overweight children watch more television on average than normal weight children, and
lead more sedentary lifestyles in general. The only state that mandates daily physical
education K-12 is Illinois and many elementary schools are cutting recess. An after
school program could be an important arena for giving children opportunities to engage
in physical activity, which is a primary deterrent to overweight. During this workshop
educators will learn about what current research indicates regarding overweight children,
and appropriate vigorous activities to get kids moving in after school programs.
In the United States there are serious health concerns related to the lack of physical
activity in youth.
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No Child Left on Their Behind: Getting Kids Moving in After School Programs
It has been well established that regular physical activity is associated with a
longer life and a lower risk of heart disease, high blood pressure, diabetes, obesity, and
some cancers (Centers for Disease Control and Prevention, 2004d). In spite of the fact
that regular physical activity is vital in terms of disease prevention, the majority of
school-aged youth are sedentary. Only approximately 25% of school-aged children
receive the 30 minutes of moderate activity or 20 minutes of vigorous activity as
recommended by the Centers for Disease Control and Prevention (CDC).
Why the need for additional physical activity? Over the past 20 years there has
been a large increase in youth obesity. The problem has become an epidemic. Childhood
obesity increases the potential for adult obesity with 70% of overweight children
becoming overweight or obese adults. The number increases to 80 percent if one or more
parents are overweight or obese (Centers for Disease Control and Prevention, 2004a). In
addition to the physiological health related risks associated with obesity there are also
mental health consequences including social discrimination, which is related to poor selfesteem and depression.
The incidence of being overweight is directly linked to lack of physical activity,
television viewing (more than two hours per day), and poor nutrition. Approximately
43 percent of adolescents watch more than two hours of television each day. Girls are
also less active than boys and become even less active as they move through adolescence
(Centers for Disease Control and Prevention, 2004b).

Along with the increase in obesity there is a proliferation in the number of youth
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with Type 2 diabetes. Type 2 diabetes in school children is a fairly new phenomenon.
Twenty years ago it was rare for an adolescent or child to be diagnosed with type 2
diabetes. True population statistical data are not yet available regarding the prevalence of
type 2 diabetes in school children. However, existing data indicates that diabetes in
children is growing at an alarming rate (Kaufman, 2002). In several clinic-based
studies, the percentage of children with newly diagnosed diabetes has risen from <5
percent before 1994 to 30 percent to 50 percent in subsequent years (Fagot-Campagna,
Pettit, & Engelgau, 2000). Pediatricians are reporting that they are now diagnosing type
2 diabetes in children as early as age 5. Overweight children are at an increased risk for
developing type 2 diabetes during both childhood and later in life. There is a reported
association between obesity and type 2 diabetes, sugared beverage consumption, long
hours of television viewing, and reduced physical activity. Speculation from health care
professionals indicates the present generation may be the first to show a reduced life span
and that parents may outlive their children. Intensive efforts to reduce obesity in children
and youth who have impaired glucose tolerance through increased physical activity and
better eating habits are likely to prevent the development of type 2 diabetes (Hanson &
Austin, 2003). The risks are more severe in Hispanic and Black children. Projections are
that 40 to 50 million United States residents could develop diabetes by 2050.
Nationwide, 39 percent of healthy 2 ½- to 3-year-old girls and 33 percent of boys are
likely to develop diabetes (Narayan, Boyle, Thompson, Sorensen, & Williamson, 2003).

Numerous health-related public and private organizations have recommended
increased physical activity during the school day in order to decrease overweight and the
associated health related consequences. Nationally, school-aged students are not getting
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sufficient physical activity. The majority of high school students are not enrolled in
physical education classes. Also, students who are enrolled in Physical Education often
do not receive sufficient activity time during their classes. The American Heart
Association, The Institute of Medicine, the United States Department of Health and
Human Services, the U. S. Surgeon General, Action for Healthy Kids, the Robert Wood
Johnson Foundation, and other health-related agencies have recommended increased
physical activity during the school day as well as improved nutritional habits. These
organizations recommend that children increase their physical activity during the school
days as well as before school and after school. The general consensus is that youth need
a minimum of 60 to 90 minutes of physical activity per day with at least 30 minutes of
vigorous physical (Action for Healthy Kids, 2003).

A potential way to increase physical activity during the day is to provide before or
after school programs. The CDC recommends this as an environmental approach to
increasing physical activity. Schools offer a unique structured environment in which they
can offer structured physical activity programs. Schools employ certified personnel who
have the knowledge necessary to implement an after school program. Schools also have
both outdoor and indoor facilities that can be utilized by the community. In addition
utilization of community resources is an excellent way to promote physical activity in the
community.

Historically there has been little documented research regarding the success of
after school physical activity programs. The CATCH program (Perry, et al., 1992), the
SPARK program (Sallis et al., 1997), and programs at the Medical College of Georgia
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(Yin, et al., 2005) tend to be model programs that have been successful in promoting
physical activity as a mechanism to improve the health of youth. These programs have
established some basic principles necessary to promote and improve the prevalence of
physical activity. The principles consist of the following: (a) the physical activity should
be intrinsically enjoyable and developmentally appropriate; (b) the climate should be
mastery-oriented to enhance skill learning; (c) successful experiences should be provided
by careful assignment of teams and selection of activities, and positive reinforcement;
and (d) the games and skills should be chosen and modified to provide continuous
moderate-vigorous physical activity (Yin, et al., 2005).

In order to alter body composition the physical activity approach should be one
where there is a prevalence of continuous moderate-vigorous physical activity. During
the school day there is a short time frame in which students can exercise or be physically
active. The activity during physical education classes is often not sufficient in order to
produce the needed energy deficit in order to alter body composition or improve health.
After school programs can provide an additional mechanism in which students can
participate in needed physical activities.

During any physical activity period, the teacher can select from numerous
activities in order to promote fitness. There are hundred’s of sports and games that the
teacher can select from. Some require significant activity and energy cost while others
are basically sedentary and consist of standing in line or taking up space on a field.
Unless the activities are sufficiently strenuous in terms of energy cost it is difficult for the
activity to produce a significant energy deficit in order to alter body composition.
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In summary, rates of overweight in children have been climbing rapidly over the
past two decades, resulting in health problems previously rarely seen in children.
Diabetes has become far more common in children, and the average age of the onset of
puberty is significantly lower than the 1970’s and earlier. Overweight children tend to
face social ostracism and related emotional problems such as low self-esteem. Research
indicates that lack of physical activity and poor nutrition are the causes of overweight in
children. Overweight children watch more television on average than normal weight
children, and lead more sedentary lifestyles in general. The only state that mandates
daily physical education K-12 is Illinois and many elementary schools are cutting recess.
An after school program could be an important arena for giving children opportunities to
engage in physical activity, which is a primary deterrent to overweight. Physical
activities should be selected that provide for sufficient moderate to vigorous activity.

Fun, Active Games for After School Programs
The following are activities in which youth can expend significant energy as well as
participate in appropriate developmental activity:
Everybody’s It:
Every child is “it” in this fast paced tag game. In tag, whoever is “it” chases
everyone else, so in this game everyone is chasing everyone else. Set the
boundaries, have everyone spread out, and on the “go” signal, each person
attempts to tag someone else. If a tag is received (before you tag the tagger), you
are eliminated. The tagger then continues trying to eliminate other players. This
continues until only one player remains. It usually only takes a few minutes to get
down to one player, so children who are eliminated do not have to remain out for
very long before the game starts over and they all get another chance to be a
tagger again.
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Crab Toe Touch
First put students in pairs, and then have them get into the crab walk position (on
all fours, backside facing down). On the “go” signal, students try to touch their
partner’s toes with their hand without getting their own toes tagged.
Continue for 30 seconds and then have them stop and ask them how many times
they tagged their partner’s toes. Go one more round and then have them switch
partners. This game is good for upper body conditioning.
Loose Caboose
Put students in pairs and them hook together by having the rear person put their
hands on the waist of the front person. Pick 2 students to move without a partner
(the loose cabooses). The paired students try to evade getting caught while the
loose cabooses try to hook on with another pair of students by grabbing the waist
of the rear student. When this happens, the rear student lets go of the front student
who is now loose and attempts to hook on with another pair of students.
Snowball Tag
Pick 2 students to be “it.” When they tag someone, they hold hands with that
student, and the two run together to try to tag others. Each person who is tagged
joins the chain, and only those at the ends of the chain are eligible to tag.
Depending on the size of the group, you may want to only have one chain going
by starting out with the 2 “it” students holding hands, or you may have them loose
to start with so that they begin to form two chains.
Let’s Make a Deal
Give the students the opportunity to do some designated exercise, such as 10 situps, 2 laps or 10 push-ups, or the opportunity to see what’s in a box. Have a box
with a variety of exercises and other activities on separate pieces of paper inside.
What is in the box could be more or less exercise than they would have done if
they hadn’t selected the box, or it could be something like “everyone get a drink
of water.” Be creative.
Wheel of Fitness
Display a word poster in front of the class similar to those shown on the Wheel of
Fortune, or use the chalk-board. Ask one of the students to guess a letter for the
word. If the person gets the letter, put it on the word poster. Give the class 5
seconds to guess the word after the letter goes in. If they don’t guess it, have them
do an activity such as 10 push-ups, 15 sit-ups, stretch for 20 seconds, run in place
for 30 seconds, etc. Ask another student for another letter. If the class wants to
buy a vowel, they can do 20 squats or some other designated activity. Once word
is guessed, teacher does exercise.
Knee Tag
Put students in pairs. On the “go” signal, students try to tag their partner’s knees
while avoiding getting their own knees tagged. Continue for 30 seconds and then
have them stop and ask them how many times they tagged their partner’s knees.
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Go one more round and then have them switch partners. For safety, make sure to
warn students to be careful not to bump their heads together.
Triangle Plus 1 Tag
Put students in groups of four. Have three students hold hands to form a triangle.
Have the students designate one person in the triangle as the leader. The fourth
person outside the triangle tries to tag the leader. The triangle moves around to
avoid getting the leader tagged. If the leader is tagged, have that person switch
places with the tagger and designate a new leader. Since it may be difficult for
some students to tag the leader, occasionally call for the groups to change taggers
and leaders.
Steal the Chicken
Equipment: One rubber chicken per pair (bean bags or other small items can
substitute)
Divide students into pairs. Students will face their partner in a push up position
with one chicken stretched out between them. On the signal from the teacher,
“cock-a-doodle right hand” (or left), the students will try to grab the rubber
chicken before their partner does. The students continue to replace the rubber
chicken and wait for the teacher’s next signal.
Variations: Students sit in straddle position with the chicken in the middle and
stretch with either hand to get chicken; Add another student to each group who
holds chicken between the pair while they are in a sit-up position and will then
have to perform a sit-up to steal the chicken.
Capture the Flag
Divide the group into two teams. Establish territory for each team. Each side has a
flag (If a flag cannot be found a scarf or ball will do). The object of the game is to
capture the opponent’s flag and bring it back to your side. Each team is allowed to
have no more than 2 guards for the flag. If a player on the opposite team is tagged
while on the enemy's side the player goes to a jail located at the corner of the
opponent's team’s territory. The only way to get out of jail is to have a player
from your team run to the jail, grab your hand and run back to your side.
If an enemy tags the 'rescuer' then he/she goes to jail also. There is no guard for
the jail. If you are playing with a ball then when you capture it you can throw it
back to your side. However, if no one on your team catches the ball then it doesn't
count.
Fitness Kickball
1. The first player on the kicking team kicks a rolled ball and runs the bases. All
players follow the kicker, running in a single file line around the bases. The ball
must be passed to all players on the fielding team, and thrown to the catcher last.
When the catcher gets the ball the fielding teams calls out “Out!” The kicking
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team gets a point for each player who crosses home plate before the out. Either
let each player on the team kick and then change sides, or set a number of kickers,
such as three, before changing sides. You may want to make a rule that once the
ball has been fielded, all players on the fielding team must stop where they are to
receive the ball as it is thrown to each player. A variation is to place a number of
hoops in the field and require that the ball is thrown to a player in each hoop
before calling “out.”
2. Set a hoop on the ground at the pitchers mound, and place 3-5 balls in the hoop.
The teacher should be the pitcher to insure fair play. The pitcher rolls a ball to the
first kicker who kicks, and then runs the bases. The job of the fielding team is to
field the ball and get it back in the hoop. Right after the first kicker kicks, the
pitcher rolls a ball to the next kicker, and so on. Balls are pitched rapidly, so the
fielding team has to hustle to keep balls in the hoop. A point is scored for the
kicking team every time the hoop is empty when the pitcher reaches for a ball.
Change sides after each child on the kicking team has had a turn. Caution: For
safety the pitcher should watch the ball until it is kicked before reaching for
another ball.
All of the above games can be taught very easily, require little or no equipment,
and can work for various sizes of groups, and children of all ages.

For team games, the

teacher should establish the teams rather than designating captains to pick teams so that
having a child be picked last can be avoided. A simple way to divide the class into two
equal teams is to have all students get a partner, have one partner sit down, and all the
children standing will go to the side and make up one team, and all of the children sitting
will make up the other team. These games are designed for maximum participation and
activity- the children spend most of their time playing rather than waiting for a turn or
being eliminated for long periods of time. Teachers can modify the games as needed to
insure fair play and the possibility of success for all children. An over-emphasis on
winning and losing should be avoided, but playing games is also a good opportunity for
teaching how to win and lose gracefully.
The tag games are quite vigorous and children may need a little rest time in
between games. However, research shows that children recover more quickly from bouts
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of exercise than adults, so keep them moving as much as possible. Games that require
running or moving quickly on their feet will have an aerobic benefit for the children and
help with weight control. Games such as “Steal the Chicken” and “Wheel of Fitness” can
be used for developing other areas of health related fitness in a fun way. These games
also provide an opportunity for the teacher to help children develop good sportsmanship,
cooperation, and teamwork.
There are many other games that are fun, simple and active, which do not require
expensive equipment or facilities. Below are suggested websites for finding games that
will get children moving and having fun in your after school program.
When looking for games use the following criterion: 1. Activities should involve
the use of large muscle groups. 2. There should be continuous movement with a moderate
to vigorous intensity level. 3. There should be no standing in line, waiting a long time for
a turn, or spending a long time being eliminated from the action. 4. Games should be age
appropriate. 5. Boys and girls should both be encouraged to participate in all activities. 6.
The games should be intrinsically fun for the children- the class will be easier to manage,
and they will play longer and harder if they enjoy the activity.
Selected Web Sites
After School Physical Activity: http://www.afterschoolpa.com/home.html
After School Fitness and Integrated Activities: http://cops.uwf.edu/copsweb/hles/after/
Human Development through Play: http://www.temple.edu/leonardgordoninstitute/
Old Fashioned Games: http://www.centerofweb.com/kids/games/default.htm
PE Central: http://pecentral.com
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Connecting Curriculum to the Community:
A Look at One School’s Award Winning Ways
ABSTRACT
School reformers recognize community engagement in school as a critical factor in the
success of public education. In a 1998 report considering school reform, the Annenberg
Foundation, a non-profit organization that funds research on school reform, stated that “Public
engagement (in public education) must grow; the future viability of public schools in many
communities hangs in the balance”(59). Increasing the incidence of public engagement efforts
will require bold new leadership of our districts and schools and widespread support among
educators.
This presentation will explore the concept of community as it applies to public education
and how shared efforts of a community can indeed influence the success of a school. To help
bridge the chasm between theory and practice, this presentation looks at the theoretical
underpinning of community building as well as how ANSER elementary, an innovative award
winning K-8 school has developed not only a community within the school’s walls but also a
community beyond its walls. Parent training modules, formative assessments and other
unique aspects of this program will be shared with participants.
It is critical that multiple stakeholders accept responsibility for educating our youth. The
current era of accountability implores educators to consider how those traditionally not involved
in influencing schooling can now participate. Such responsibility is new to many educators yet,
for successful collaboration to occur there must be a sense of community that is grounded in
shared values, responsibilities, commitment and empowerment. Sergiovanni (1994) references
the concept of family when illustrating how the theory of community can be applied to schools
and notes that community can transform teachers and students from a collection of individuals
to a group collaborating to accomplishing great things. When meaningful school reform exists
there is a fundamental shift in how educators view the parents and community’s role in helping
educate all children. Likewise, parents must recognize that they can contribute to the curriculum
in a meaningful way. In many indigenous communities there exists a traditional philosophy that
it is the responsibility of the entire community to raise the children. The shared values and
responsibility speak to a level of collaboration that is a key ingredient of strong communities and
found in many school reform models represent comprehensive school reform models that
establish the building of community as a central priority.
An integral part of ANSER (K-8) Public school’s curriculum is a Community Based
Curriculum, (CBC). The school’s CBC Director, a half time certified teacher, assists community
groups and ANSER parents develop modules, which are offered to all students. Students
participate in a module for six consecutive Wednesdays. Every six weeks students choose from
a new list of 12 to 15 module offerings. CBC modules are designed to address one of the
school’s learning principles and incorporate specific cognitive and social skills/concepts into the
lesson. CBC provides important collaboration time for teachers and empowers parents and
community members to contribute to students’ learning in a meaningful way.
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Abstract:
Sixty-three high school level, learning disabled/language impaired students were
initially identified as reading at least two years below grade level. Consequently, the
Midwest suburban high school which they attended initiated two reading programs—a
computer-based reading program called READ 180 and a content area reading program
called Reading in the Content Area of World or U. S. History. A third program, English
Support, was developed to assist students with the reading and writing demands of the
regular education classes. Students were assigned to one of these three programs based
on credit needs and scheduling demands in the spring of the year. This study was a
nonequivalent, control-group design developed to examine the efficacy of these three
different approaches for struggling adolescent readers.
All 63 students were tested in the fall of the school year on two measures. The
first was the Gates MacGinitie Reading Tests (MacGinitie, MacGinitie, Maria, & Dreyer,
2002) to test reading comprehension levels. The second was the BJP Middle/Secondary
Reading Attitude Survey (Baldwin, Johnson, & Peer, 1980) administered to assess
students’ attitudes toward reading. After participation for seven months in one of the
three programs, students were retested using the same measures. In addition to these
standardized tests, students in the two reading classes ( READ 180 and the Reading in the
Content Area Program) were asked to consider and judge their reading progress and to
rate the strategies which they had been taught. Classroom teachers and independent
observers were also asked to rate and comment on these three programs.
Findings from the comparison of pre- and post-test mean scores using a repeated
measures analysis of variance indicate that the Reading in the Content Area Program
produced significantly better gains in reading comprehension than did either READ 180
or the English Support Programs. There were no significant changes in reading attitudes
across time in any of the three groups. These results support the concept of incorporating
reading comprehension strategies into content area instruction. They also suggest that it
is difficult to improve attitudes toward reading once the student becomes an adolescent.
Application of the best practice requirements of good reading instruction needs to occur
before students get to their middle and high school years.
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Including Children on the Autism Spectrum: Fostering Peer Play and Friendships*
Pamela Wolfberg
San Francisco State University
California, U.S.A.
Heather McCracken
Friend 2 Friend Social Learning Society
Vancouver, British Columbia – Canada
*NOTE: This paper includes excerpts that will appear in the following edited volume:
Dunn Buron, K.. & Wolfberg, P.J. (Ed.) (in press). Educating learners on the autism spectrum:
Translating theory into meaningful practice. Shawnee Mission, KS: Autism Asperger Publishing
Company
“Friendships and social play are where we practice the skills we need to be successful caring adults."
(Kenneth Rubin, 2002 - The Friendship Factor)

The rapid rise in the incidence of children identified with Autism Spectrum Disorders
(ASD) has reached epidemic proportions, which presents unprecedented challenges to the
educational community. Ten years ago, one in 10,000 children was diagnosed with autism while
today estimates are as high as one in 166 (Center for Disease Control, 2005; Newschaffer &
Curran, 2003). Within the U.S., autism has increased at a disproportionate rate of more than fifty
times higher than that of other identified disability groups receiving special education services
(U.S. Department of Education, 2002; 2005). Further, the number of children with ASD who
spend a substantial portion of their school day in general education has tripled. Since not all
children with ASD are identified, it is likely that education data underestimate the actual number
of children with ASD enrolled in special as well as general education. With the ever increasing
flow of children with ASD entering the school system, the need to deliver quality educational
services and supports is now greater than ever.
ASD refers here to a broad definition of autism, which includes classic autism, Asperger
syndrome and other pervasive developmental disorders, all of which share many core
characteristics. Autism is a lifelong developmental disability that affects the most essential of
human behaviors including capacities to interact socially with others, communicate basic needs,
feelings and ideas, understand and use language effectively, develop play and imagination, and
form peer relationships (American Psychiatric Association, 2000).
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Within the spectrum of autism, the presence of behaviors and abilities vary widely and
may change over a person’s lifespan. Thus, a mosaic of educational services and supports must
be carefully configured by highly knowledgeable and skilled professionals to maximize each
individual’s capacity to learn, develop, function independently and participate in the full range of
social, cultural and quality of life experiences. A critical piece of this mosaic involves identifying
effective and meaningful practices that support children with ASD in play and friendships with
typical peers in inclusive settings.
A primary aim of this paper and presentation is to illustrate two complementary models
(Friend 2 Friend and Integrated Play Groups) that are designed to support children with ASD in
play and friendships with typical peers in inclusive educational and community settings. As way
of introduction, we will first describe the conceptual foundation for each of these models by
addressing the role of play and friendships in childhood (as it impacts on children’s learning,
development and social-cultural participation) and the challenges this presents for children with
ASD. We will next describe the key features of each model and conclude with a brief overview
of our research and practice to date.

Importance of Play and Friendships
In a comprehensive review of empirical research and evidence-based practices, the
National Research Council (2001) ranked the teaching of play with peers among the six types of
interventions that should have priority in the design and delivery of effective educational
programs for children with ASD. This recommendation is consistent with a prominent body of
literature documenting the importance of play and friendships for children’s learning,
development and cultural participation.
There is a wide assortment of research that connects play to children’s cognitive,
language, literacy, social, emotional, creative and sensory motor development (for a review, see
Wolfberg, 1999). Vygotsky (1966; 1978) ascribed a most vital role to play as a primary social
activity through which children develop symbolic capacities, interpersonal skills, and social
knowledge. In his writings he noted that play’s significance extends beyond that of representing
stages of development to that of actually leading development. He further emphasized the notion
that all learning and development are mediated through social experiences with others.
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When it comes to play, peers in particular perform a distinct role in offering opportunities
for learning and development that adults essentially cannot duplicate (Hartup, 1996). While
playing together, children acquire many interrelated skills that are necessary for attaining social
competence and ultimately, establishing mutual friendships. Through jointly constructed activity,
children refine their social communication strategies, learn to negotiate and compromise, resolve
conflicts, build trust, and develop other foundation social skills. Play further provides
opportunities to express intimacy and affection with peers, the core ingredients of friendship
(Rubin, Fein & Vandenberg, 1983).
Friendships, like play, occupy a central place in children’s social lives. Research
suggests that friendship is not only associated with children’s social, emotional and cognitive
development, but is also a determining factor for social adaptation and adjustment (Hartup, 1996;
Ladd, 1990). Studies show that children with mutual friends are more socially competent and
better adjusted than children without friends. These children tend to have higher self-esteem, are
more sociable and cooperative, and better able to cope with change and manage interpersonal
conflicts (Berndt, 2002; Gest et al., 2001). Further, children with positive and stable friendships
exhibit higher engagement, better adjustment and greater achievement in school (Berndt, 1999).
Studies also reveal that children without close friends are decidedly lonelier than children with
close friends (Parker & Asher, 1993). The presence of even one close friend has been associated
with a child’s happiness and sense of belonging.

The Challenge of Play and Friendships for Children with ASD
Children on the autism spectrum encounter significant challenges learning how to play
and socialize with peers (for recent reviews, see Boucher & Wolfberg, 2003; Wolfberg &
Schuler, in press). Hallmarks of ASD include a “lack of varied and imaginative or imitative
play” as well as a “failure to develop peer relationships appropriate to developmental level.
Problems in these areas are intricately tied to characteristic impairments in reciprocal social
interaction, communication and imagination (American Psychiatric Association, 2000).
In sharp contrast to the rich social and imaginary play lives of typically developing
children, the play of children with ASD is strikingly detached and stark. Children with ASD tend
to pursue repetitive activities in isolation. Many children get stuck on one or a few activities,
which may last hours and continue over months and even years. Some children are attracted to
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conventional activities while others develop fascinations or preoccupations focused on unusual
objects or pedantic subjects. They are less inclined to spontaneously engage in functional play
and rarely produce pretend play (Baron-Cohen, 1987; Libby et. al. 1989; Jarrold, 2003).
Socializing with peers in the context of play and other shared activities is particularly
problematic (Jordan, 2003). Overall, they direct fewer obvious social initiations to peers as well
as inconsistently respond to peers when they initiate with them. When children with ASD do
make attempts to interact with peers, their initiations have a tendency to be subtle, obscure or
poorly timed. Some children appear “aloof” as they distance themselves from peers or act as
though they are unaware of their presence. Others are “passive” as they follow along or watch
what their peers are doing, but rarely initiate interaction in obvious ways. Still others are “active
and odd” in the sense that they attempt to engage peers, but do so in an idiosyncratic or onesided manner such as by talking excessively about one topic (Wing & Gould, 1979).
Despite inherent problems, there is strong evidence to suggest that children with ASD
share many of the same desires and capacities for play, companionship and peer group
acceptance as typical children (Bauminger & Kasari, 2000; Boucher & Wolfberg, 2003; Jordan,
2003). What differs is that their intentions are expressed in ways that are uniquely their own.
Unfortunately, their subtle or awkward attempts to socialize and play are frequently
misinterpreted by peers as signs of deviance or limited social interest. Without a system of
support, they are highly vulnerable to being rejected or neglected by peers and thus deprived of
opportunities to actualize their potential to socialize and play.

Breaking the Cycle of Peer Exclusion
The peer group or “peer culture” plays a decisive role in including or excluding children
based on what is defined as acceptable or unacceptable behavior (Wolfberg et al., 1999). The
reality for many children with ASD is that their behavior does not fit into peer perceptions of
what is “normal.” For example, unconventional attempts to socialize and play are frequently
mistaken as signs of deviance or limited social interest. Consequently, children with autism may
be teased and taunted by intolerant peers or simply overlooked by well meaning peers. As a
result, these rejected and neglected children may become caught in a cycle of exclusion, which
deprives them of opportunities to learn how to socialize and play in more conventional and
socially accepted ways, and ultimately to form friendships.
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In order to break this cycle, the surrounding peer culture must adapt to include children
with diverse abilities and unique ways of relating, communicating and playing. While typically
developing children are the true experts when it comes to friendships and play, adults can
influence the peer group by altering their skill, experience and perceptions so that a new peer
culture emerges.
Friend 2 Friend Model. The Friend 2 Friend (F2F) model is designed to foster mutual
friendships for children with ASD by building awareness, empathy and understanding in their
peers, siblings and classmates (McCracken, 2004; 2005abc; in press; Wolfberg, McCracken &
Tuchel, in press). F2F offers innovative educational programs that include Puppet Presentations
targeting children (ages 3-8) and Simulation-Game Presentations targeting children (ages 9 and
up). Presented in an age-appropriate and sensitive manner, F2F demystifies autism for children
by modeling, labeling, explaining and normalizing characteristics of autism and providing the
experience of what it feels like to have autism. F2F also teaches children specific friendship
skills (7 Basic Friendship Tips) that include pro-social communication strategies to help a peer
socialize and play with a child with autism.
The F2F model is a compilation of years of study, research and practical experiences
combined with contributions and support of numerous individuals with autism, parents,
educators, therapists and students. F2F has been adopted by numerous schools/programs at the
local, national and international level, and is gaining recognition as among best practices for
children with ASD. To date, F2F has visited over 25,000 children including over 700 with
autism. Based on preliminary findings of current research in progress, there is strong evidence
demonstrating benefits for both the children with autism and typical peers. Positive outcomes
noted for the children with autism include: better communication skills, improved social success,
increased self-confidence, decreased anxiety and stress, diversity of interests and play, fun and
friendships. Positive outcomes noted for typical peers include: sense of pride in helping others,
better understanding/acceptance of differences in others, better communication skills, increased
self confidence, fun and friendships. Further, there is strong evidence to suggest that the F2F
program has had an influence on schools in a broader sense by helping to create a culture that
embraces diversity and inclusion on many levels. Please refer to the Friend 2 Friend Program
Overview below.
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Integrated Play Groups Model. The Integrated Play Groups model is designed to
support children of diverse ages and abilities on autism spectrum (novice players) in mutually
enjoyed play experiences with typical peers/siblings (expert players) within school, home and
community settings (Wolfberg, 1999; 2003; 2005). Small groups of children regularly play
together under the guidance of an adult facilitator (play guide) within specially designed
environments. Through a carefully tailored system of support, emphasis is placed on maximizing
children’s developmental potential as well as intrinsic desire to play, socialize and form
meaningful relationships with peers. Of equal importance is teaching peers to be empathetic,
responsive and accepting of children’s differing social, communication and play styles. A further
intent is for children to mediate their own play activities with minimal adult guidance.
The IPG intervention, guided participation, was inspired by the work of Vygotsky (1966;
1978). Guided participation is described as the process through which children develop while
actively participating in culturally valued activity (in this case, play) with the guidance, support
and challenge of companions who vary in skill and status (Rogoff, 1990). The intervention
involves methodically supporting novice and expert players to initiate and incorporate desired
activity into socially coordinated play while challenging novice players to practice new and
increasingly complex forms of play. Key practices include monitoring initiations, scaffolding,
guiding social-communication and play geared to each child’s unique interests, abilities and
experiences. Please refer to Features of the Integrated Play Groups Model below.
Based on award-winning research, the IPG model has been adopted by numerous
schools/programs at the local, national and international level, and is recognized as among best
practices in education for children with ASD (California Department of Education, 1997;
Darling-Hammond et al., 2005; Iovannone, 2003). Positive outcomes for both novice and expert
players have been demonstrated through a series of studies carried out by (and replicating the
work of) Wolfberg and colleagues (Antipolo & Dichoso, 2003Gonsier-Gerdin, 1993; Lantz,
Nelson & Loftin, 2004; Mahnken, Baiardo, Naess, Pechter, & Richardson, 2004; Mikaelan,
2003; O’Connor, 1999; Schaefer & Atwood, 2003; Wolfberg, 1988; 1994; 1999; Wolfberg &
Schuler, 1992; 1993; Yang, et al, 2003; Zercher et al., 2001). Advances in social interaction,
communication, language, representational play and related symbolic activity (writing/drawing)
have been noted for the children with ASD while increases in self-esteem, awareness, empathy
and acceptance of individual differences have been noted for peers. Generalization and social
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validation also have been documented as children carried over skills and formed mutual
friendships extending beyond the IPG setting.
Highlights of this Presentation
In this presentation we will introduce the conceptual foundation, principles and practices
of the Friend 2 Friend and Integrated Play Groups Models. We will specifically focus on
merging current theory, empirical research and evidence-based practices to demonstrate
strategies found to be effective in fostering mutual friendships and play in a wide range of
children with ASD with their typical peers, classmates and siblings. Slides, video, and interactive
hands-on activities will be used to illustrate these approaches with children representing diverse
ages, abilities, cultural, linguistic, ethnic and socio-economic groups.
Abbreviated CV:
Pamela Wolfberg, Ph.D. is a professor of special education at San Francisco State University
and co-founder of the AUTISM INSTITUTE ON PEER RELATIONS AND PLAY. As creator of the IPG
model, she leads international efforts to develop inclusive peer play programs. She is widely
published and the recipient of several distinguished scholarship and research awards. She coedited a special issue on play for Autism: The International Journal of Research and Practice
(2003). She is the author of Play and Imagination in Children with Autism (1999) and Peer Play
and the Autism Spectrum: The Art of Guiding Children’s Socialization and Imagination (2003).
For more information, e-mail: wolfberg@sfsu.edu or visit: www.autisminstitute.com

Heather McCracken is founder/executive director of the FRIEND 2 FRIEND SOCIAL LEARNING
SOCIETY in Vancouver, British Columbia, and a parent of three children, one with ASD. She
actively delivers programs to children in schools and community groups, as well as presents on
ASD at the University of British Columbia and other post-secondary institutions. She is a
published author and speaker at professional conferences on the topic of fostering mutual
friendship for children with ASD and the F2F model. Heather has received distinguished
recognition for her work, which has been featured on radio and television news broadcasts, and
in printed media. For more information, visit: www.friend2friendsociety.org
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Friend 2 Friend Program Overview
What is the Friend 2 Friend Program?
The F2F Program was created by Heather McCracken (a mother of a child with ASD) for the purpose of
promoting understanding, acceptance and friendships for children with autism spectrum and related
social-communicative disorders. The Program provides autism awareness training for children ages 3 and
up. We use a fun and interactive approach while teaching specific friendship skills to the typical peers.
With the help of F2F children enjoy learning about autism and how they can be an important part of the
social success of their classmates with ASD.

What is the purpose of the F2F Program?
All children want friends and to play. For children with developmental disabilities like ASD, this can be a
difficult task because they lack the social skill building blocks to achieve their goal. The key to friendships
for children with ASD is to build awareness, understanding, and empathy in their peers, siblings and
classmates in an age-appropriate and sensitive manner. The goal of the F2F Program is to help children
with ASD and related disorders develop to the best of their abilities through the play and socialization that
results from these friendships.

What are the F2F Program learning objectives?
The objectives of the F2F Program are to support and build awareness for children to:
• recognize and accept differences in themselves and others
• recognize individuals with ASD as valuable friends
• recognize that is important to ask questions and express feelings
• understand the unique challenges of individuals with ASD
• empathize with what it feels like to have ASD
• promote positive relations with all peers.

What types of program presentations are offered?
F2F Programs for children consist of two types of presentations:
The Puppet Presentation - Children ages 3-8 (preschool through grade 3) experience a puppet “show”.
Our presenters apply visual learning techniques using child-size puppets to act out specifically
tailored scripts, which focus on differences, similarities and friendships for children with ASD and their
peers. The presenters then re-emphasize the learning goals using auditory and tactile learning
techniques. Each child receives an “I’m a Good Friend” sticker for attending.
The Simulation Game – Children ages 9 and up (grades 4 and up) experience a sensory and
communication “Simon Says” game altered to make it difficult for the children to finish the game. The
game is followed by a question / answer session about “What does it feel like to have ASD?” We
identify various symptoms specific to individuals with ASD such as self-regulating behaviours and
communication styles. For each symptom we build awareness by modeling, labeling, explaining and
normalizing the behavior. This is presented as fun and entertaining as well as in an age-appropriate
and sensitive manner.

Where and when do presentations take place?
F2F Program takes place in schools, preschools and other community settings by request. The program
is completely inclusive for all children. We suggest presentations for small groups or classes of up to 4060 children. A puppet presentation is typically scheduled as a 30-minute session, and a simulation game
as a 45-minute session.

What are the potential benefits for children?
By participating in the F2F Program children may develop: increased success in social interactions with
their peers, better communication skills, increased self confidence, a sense of pride in helping others, a
better understanding of the differences of others, fun and friendship.
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Features of the Integrated Play Groups Model
Mission

Objectives

To provide a haven for children with diverse abilities to create genuine play worlds
together, where they may reach their social and imaginative potential, as well as have
fun and make friends
IPG Program Design
• Foster spontaneous, mutually enjoyed, reciprocal play with peers
• Expand/diversify social and symbolic play repertoire
• Enhance peer mediated play activities with minimal adult guidance

Service
Delivery

•
•
•

Play Group
Composition

3 to 5 children per group - higher ratio of expert to novice players
• Novice players - children of all abilities on the autism spectrum and with related
special needs
• Expert players - typically developing peers / siblings

Schedule

Preschool - elementary aged children (3 to 11 years)
Customized as part of education / therapy program
Led by trained adult facilitator (play guide)

IPG Environmental Design
Play group sessions meet 2 times per week for 30-60 minutes over 6 to 12 month
period

Play Setting

•
•

Play Session
Structure

Consistent routines, rituals, visual supports foster familiarity, predictability and a
cohesive group identity

Observation
Framework

Assessment
Tools

Guided
Participation

Natural integrated settings - school, home, therapy or community
Specially designed play spaces - wide range motivating materials, activities,
themes encourage interactive and imaginative play

IPG Assessment
Naturalistic observation of children at play:
• Social play styles
• Symbolic dimension of play
• Social dimensions of play
• Communicative functions and means
• Play preferences - diversity of play
•
•
•
•
•
•

Play Questionnaire
Play Preference Inventory
Integrated Play Groups Observation
Profile of Individual Play Development
Record of Monthly Progress in IPG (with sample goals)
IPG Summative Report

IPG Intervention
System of support to facilitate social interaction, communication, play and imagination
by skillfully applying the following practices:
• Monitoring play initiations
• Scaffolding play
• Social-communication guidance
• Play guidance

Wolfberg, P.J. (2003) Peer play and the autism spectrum: The art of guiding children’s socialization and
imagination. Shawnee Mission, KS: Autism Asperger Publishing Company.
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6. Abstract
Extra early learning in development of creativity.

Namhee Woo, Youngim Yang, Eunjung Lee, Sunha Cho

Creativity is considered as divergent intelligence, which is, contrary to
convergent intelligence (mathematical and linguistic), hardly influenced by study
and training. In this study, this assumption is critically discussed and examined.
In detail, development of children’s creativity is discussed in relation with the
type of early education they have, children’s extra activities other than
kindergarten education, and the educational style of their parents.
Torrance Test of Creative Thinking (TTCT) is conducted with 45 Korean
children aged from 4 to 6 from 3 different types of kindergarten to examine
whether the type of education affects the development of children’s creativity.
To analyse children’s extra academic activities they have other than from
kindergarten education, a special questionnaire was used. In this questionnaire,
the number, duration, contents of the activities or training as well as children’s
age of starting the activities were included. An interview with a structured
questionnaire was used to assess the educational style of the parents.
Apart from the expectation that there is a general correlation that children with
more time for free play and less extra activities or training at an earlier age are
more creative than those with extensive training, our results show a more
specific result. This indicates that children differ in two parts of creativity with a
different outcome in the figural and verbal TTCT, depending on the type of
kindergarten and the extra academic activities of the children. The results of the
parent interviews also show that there are certain characteristics of the parental
educational style facilitating the children’s creativity development.
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ABSTRACT

Early Supplementary Education and preschooler’s Behavioral Problems

Woo, Nam-Hee
Baek, Hye-Jeong
Kim, Hyun-Shin

This study investigates the relationships between the behavioral problems
of preschoolers and early childhood private education through analyzing
questionnaires

answered

by

91

parents

of

preschoolers(mean

age=58months).
The criterion variables are three: the start time, the spending time per
week and the total numbers of item of early childhood private lessons that
the preschooler have been taught. The predictor variables are the various
problematic behaviors of the preschoolers, which were assessed with KCBCL.

According to the regression analyses, the total numbers of item of early childhood
private lessons are significantly related to children's behavioral problems. In
particular, the numbers of item predicts the preschoolers' externalizing problems
better than their internalizing problems. Based on these results, the study's limitations
are discussed and suggestions made for further studies.
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The Personal and Social Responsibility Model (PSRM) is an internationally recognized
instructional model in physical education and sport pedagogy. The PSRM, developed
through Don Hellison’s work with urban youth, uses physical activity as a vehicle to
teach life skills. Numerous program evaluations and qualitative studies indicate the
PSRM promotes a positive learning environment characterized by fun/enjoyment,
interaction with a caring adult, and a sense of belonging. The purpose of this study was
to conduct a summative evaluation of a PSRM program using quantitative measures.
Specific research questions were: (1) Did this program promote a positive learning
environment; and (2) What was the relationship between student perceptions of the
learning environment and their attitudes, motivational responses, and goal orientations.
Participants were 47 African American students attending an inner-city high school in the
Southern US. A 20-lesson PSRM program was integrated into their regular physical
education class. Formative assessments indicated fidelity of PSRM implementation was
high. Summative evaluation measures included: (a) Youth Development Scale; (b)
Student Attitude Toward Physical Education; (c) Contextual Caring Climate Measure; (d)
Perceived Motivational Climate Questionnaire; (e) Intrinsic Motivation Inventory; and (f)
Sense of Belonging Scale. Relationships among all subscales were assessed using simple
Pearson correlations with the option of no missing data. Cronbach coefficient alphas
ranged from 0.62 to 0.88. The following mean scores on several subscales (rated 1-5,
with 5 being the most positive) indicated the program was effective in promoting a
positive learning environment: (a) Affective Context (M = 3.77; SD = 0.59); (b) Supports
for Youth Development (M = 3.72; SD = 0.61); (c) Opportunities for Youth as Resources
(M = 3.28; SD = 0.72); (d) Sense of Belonging (M = 3.93; SD = 0.80); and (e) Contextual
Caring Climate (M = 3.83; SD = 0.52). These subscales had significant (p < 0.05)
positive correlations (coefficients ranged from 0.29 to 0.71) with intrinsic motivation,
task-involving goal orientation, and student attitudes (enjoyment and usefulness).
Affective context and caring climate scales had significant, negative correlations with an
ego-involving goal orientation (r = -0.57 and -0.42, respectively). Results indicate the
PSRM promotes a positive learning environment for urban youth and that their
perceptions of the learning environment are positively related to their motivational
responses, attitudes, and a task involving goal orientation. These findings are consistent
with and extend upon current literature related to the PSRM and urban physical
education. Limitations and future studies will be discussed.
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Abstract
Many EFL Taiwanese students pay too much attention to “detailed reading” and
concentrate on grammar study and spelling correct. Students did not know how to develop
employment of reading strategies to help their comprehension while reading English.
Therefore, this study examined differences in the self-reported use of metacognitive
reading strategies by EFL college students in Taiwan when reading Chinese and English
texts that varied in the topic familiarity.
The participants completed data sets were examined for a background questionnaire,
the reading comprehension section of the GEPT ("General English proficiency
test-intermediate level reading comprehension test", 2001), and the SORS—Survey of
Reading Strategies, presented both in Chinese and English (Mokhtari & Reichard, 2002).
The SORS questionnaire included three categories of reading strategies: global reading
strategies, support reading strategies, and problem solving reading strategies. The data
were analyzed using a Multivariate Analysis of covariance (MANCOVA) and a five-factor
main effects Analysis of Covariance (ANCOVA).
The preliminary findings of the study were:
1) There was no significant difference in self-reported metacognitive reading
strategies among these participants when reading expository texts about familiar
versus unfamiliar topics.
2) Participants’ years of learning English had a significant correlation with their use of
metacognitive reading strategies when reading English texts.
Based upon participants’ reports to the SORS questionnaire, several pedagogical
implications are provided.
Background and Research Problems
As “globalization” and “international competitiveness” are issues in many fields
nowadays in Taiwan, improving the English proficiency of the younger generation
definitely is becoming a top priority in English education” (Education Chiefs Moving,
2002). Many high schools and post secondary institutions now require several types of
English proficiency assessments such as the Test of English Foreign Language
(TOEFL),the General English Proficiency Test (GEPT), the Test of English for
International Communication (TOEIC), the International English Language Testing
System( IELTS) as graduation requirements.
Although English language instruction has been required for secondary students for
years in Taiwan, many university professors and educators have suggested that the English
proficiency of most college students is far from satisfactory, despite the fact that the results
of the GEPT have indicated that Taiwanese students are making progress in listening and

speaking (King, 2003). However, the test results showed that their reading comprehension
has not improved over the same period. Another analysis by the GEPT Center also showed
that among those taking the high-intermediate level test, which is equivalent to a university
graduate who is not an English major, the high school student group outperformed the
college student group on all four skills of testing—listening, speaking, reading and writing.
When second language learners achieve proficiency in reading English, they are more
likely to make greater progress in other language skills. For example, reading extensively
can improve learners’ writing skills (Oxford, 2001). However, it takes time for language
learners to achieve proficiency in reading, especially for learners who learn in an English
as a Foreign Language (EFL) environment. In Taiwan a junior high school student
typically receives an average of 180 minutes (four 45-minute periods) of English language
instruction weekly.While English newspapers and magazines are available in Taiwan,
most students had little motivation to read them. The average learners’ second or foreign
reading ability in English usually lags far behind their first language competence. For EFL
students, learning to read in English is a complex process that involves developing accurate
and fluent decoding skills, a sizable reading vocabulary, reading comprehension strategies,
flexible reading rates, and self-monitoring metacognitive reading strategies (Grabe, 1991).
Teaching reading strategies has drawn considerable attention from many researchers
(Block, 1986, 1992; Carrell, 1984; Ericsson & Simon, 1993; Garner, 1987; Olshavsky,
1976-1977; Pressley & Afflerbach, 1995). The common finding has been that reading
strategies play an important role in reading comprehension as a reader interacts with the
text in both their first and second language. Furthermore, researchers have suggested that
teaching second language learners how and when to employ different strategies is a top
priority for teaching comprehension in the reading classroom (Chamot & O’Malley, 1994;
Cohen, 1990; Oxford & Crookall, 1989).
There is an increasing interest in L2 reading research that focuses on how L2 readers
transfer their reading strategies from a first language to a second language (Bell, 1995;
Block, 1986; Barnett, 1988; Schunk, 2000). Some researchers believed that reading ability
in a second language was determined largely by language learners’ proficiency in the
second language (Cziko, 1980; Clarke, 1979; Macnamara, 1970). Other researchers
asserted that language learners’ high level of strategy use in their L1 transferred to their
second language skills (Benedetto, 1984; Cody, 1979; Cummins, 1980; Goodman, 1973;
Hudson, 1982).
Topic familiarity is another factor impacting readers' background knowledge and
plays an important role in L2 reading comprehension. Many studies have indicated that
participants have better comprehension of passages that discuss topics familiar to their

native culture, and they remember more of what was read (Ammon, 1987; Carrell, 1981;
Johnson, 1981, 1982; Shimoda, 1989). Teaching L2 reading approaches have called
attention to the importance of EFL/ ESL students acquiring metacognitive strategies for
comprehending text. However, there have been relatively few studies that examine the
reading strategies of nonnative English speakers, particularly native speakers of Chinese.
Because English and Chinese writing systems have distinctly different characteristics of
alphabetic and logographic language system (Field, 1984), the transfer of some reading
strategies can be difficult from Chinese to English for native speakers of Chinese. While
there have been comparisons made of the decoding processes readers employ in Chinese
and in English, a limited number of studies have explored reading comprehension
strategies in Chinese and English (Feng & Mokhtari, 1998; Cheng; 2000).
This study examined the metacognitive reading strategies by Taiwanese college
students, who had studied English for at least six year, when they read about a familiar and
an unfamiliar topic in English and in Chinese The purposes of this study were to examine
the differences in the self-reported use of metacognitive reading strategies by EFL college
students in Taiwan when reading Chinese and English texts about familiar and unfamiliar
topics. In addition, to consider the effect of Taiwanese EFL college students’ English
learning experiences on their metacognitive reading strategy use when reading Chinese
and English.
Research Questions
The following research questions guide the current study and are formulated for the
two different reading passages in English and Chinese utilized:
1. Are there significant differences in the types of metacognitive reading strategies
used by EFL college students in Taiwan when they read expository text about
familiar versus unfamiliar topics in Chinese and English?
2. Are there significant differences in the use of overall metacognitive reading
strategies by Taiwanese EFL college students based upon their amount of English
learning experience?
Methodology
Participants
The participants were 204 college students who were in their first or second year
of school at one of four higher education institutions in Taiwan: a public four-year
university, a public four-year university of technology, a private four-year university of
technology and a two-year junior business college. One hundred and sixteen females and
88 males took part in this study. The participants were from 18 to 25 years of age; they

were native speakers of Chinese who had studied English in junior high and senior high
school for 6 years.
The criteria for subject selection included their willingness to spend a minimum of
three hours to complete all phases of the study, and evidence of sufficient proficiency in
both Chinese and English to read the two articles. For all participants, Mandarin was their
first or native language and English their foreign language.
Instruments
Reading Proficiency Test
With the Language Training and Testing Center’s (LTTC) permission (personal
communication, Feb 5, 2005), this study used the Intermediate-level reading
comprehension section to determine students’ reading proficiency in English (GEPT,
2002). The intermediate level is equivalent to a university graduate whose major is not
English. In this reading section, the test items to be measured contained vocabulary
knowledge, sentence structure, and reading comprehension. An examinee had to complete
40 items within 45 minutes. Since this present study was designed to assess participants’
reading comprehension, only the results for the reading comprehension section of the
GEPT were used to assess participants’ English reading proficiency level. The GEPT
reading comprehension test had moderate reliability (r = .61); no validity data were
available on the GEPT.
Reading Passages
One set of expository reading passages was selected from online resources and the
other set of reading passages was taken from a book (Yoder, 2003). One set of expository
articles, titled “Mid-Autumn Festival”, written in both Chinese and English, was taken
from an online educational resource (Global Chinese Language and Culture
Center) GCLCC , 2004). The other set of reading passages titled “Groundhog Day”, was
adapted from a book. The Chinese version was translated from English by three
experienced English instructors who have taught English translation in college for over
five years. At this reading level, EFL college students in Taiwan should be able to
accurately decode and comprehend the text. A copy of the passage used for each of the two
languages is included in Appendix A.
Background Questionnaire
The questionnaire (see Appendix B) was used to collect demographic information
about the participants’ background (e.g., age, gender, native language), English learning
experiences, including college attended academic major and minor, years of learning
English, years of attending English language school, hours of studying English per week,
the types of English reading materials employed outside of the classroom, English

proficiency test passed, and self-reported proficiency in other languages (e.g., Hakka,
Taiwanse).
Survey of Reading Strategies (SORS)
The Survey of Reading Strategies (SORS) (Mokhtari & Sheorey, 2002) was adapted
for use in this study. It was developed for use with post-secondary students who are
non-native speakers of English for examining the metacognitive reading strategies. The
SORS has 30 items, each of which uses a five-point Likert scale ranging from 1 (“1” never
do this) to 5( “5” always do this). The SORS measured three broad categories of reading
strategies: (1) Global Reading Strategies (GLOB; 13 items), (2) Problem Solving
Strategies (PROB; 8 items), and (3) Support Reading Strategies (SUP; 9 items) (see
Appendix C). Since the SORS was designed to measure the self-reported metacognitive
reading strategies of non-native English speakers when reading English, two items (items
29 and 30) were omitted as participants read in Chinese texts (see Appendix D).
Procedure
First, the researcher explained and discussed the procedure with the classroom
instructors. The classroom instructors and the researcher administered the survey during
their regular classes in May and June 2005. After introducing the nature of this study to the
students, the classroom instructors distributed an envelope that included a Chinese consent
form, background information questionnaire and a copy of GEPT reading comprehension
section and answer sheet. Basically, the data for this study were collected during three class
periods. In the first period, participants completed the consent form, took the GEPT
reading comprehension test, and answered the background questionnaire. Participants took
the reading comprehension section of the GEPT, which demonstrated English reading
proficiency by the scores of the reading section of GEPT, while reading proficiency in
Chinese was determined by the years of educational experience completed in Taiwan
which included at least senior high school level.
During the second and third class periods, according to Trochim’s suggestion (2001),
random assignment was used to maintain internal validity; therefore, the researcher
assigned all participants to four reading conditions (see Table 1). All participants read the
two reading passages -- one passage during each class period and answered five multiple
choice comprehension questions to check their understanding of the text material. More
specifically, a participant read topic-familiar passages in Chinese in session one, and then
he/she would read topic-unfamiliar passages in English in session two. At last, participants
responded to the 30 items on the SORS when they read English passages and the 28 items
on the SORS after they read passages in Chinese.

Table 1
Four Reading Conditions of the Study
Reading Session One

Reading Session Two

Language / Familiarity
1.
2.
3.
4.

Chinese / Familiar
Chinese/Unfamiliar
English /Familiar
English/Unfamiliar

English /Unfamiliar
English /Familiar
Chinese/Unfamiliar
Chinese/Familiar

As a result, 219 participants completed the three-session survey. A total of 278 copies
of the questionnaires and reading passages were distributed to the participants, of which
204 were valid, providing a response rate of 73.3 percent.
Results
Reliability of the SORS
The Cronbach’s alpha for the overall SORS for reading English text was .96. The
reported reliabilities for each subcategory are Global Reading Strategies, .91; Problem
Solving Strategies, .91; and Support Strategies, .84. As for the SORS in reading Chinese
text, the Cronbach’s alpha for the overall SORS was .94. The reported reliabilities for each
subcategory are Global Reading Strategies, .89; Problem Solving Strategies, .87; and
Support Strategies, .72. These data help to establish that the SORS is a reliable instrument
for assessing the metacognitive reading strategies in English and Chinese.
Answer to the First Research Question
The first research question focused on determining the effects of the four different
reading conditions (familiar text in Chinese, familiar text in English, unfamiliar text in
Chinese, and unfamiliar text in English) on Taiwanese EFL college students’
metacognitive reading strategy use. The results of a Multivariate analysis of covariance
(MANCOVA) showed that nonsignificant differences were found in these four reading
conditions on each of the subcategory metacognitive reading strategy use and overall
metacognitive reading strategy use, Wilks’s Λ= .23, F (18, 549.2) =1.23,
p =.23 (see Table 2). However, significant differences were found among the participants’
GEPT scores on each of the dependent measures, Wilks’s Λ= .18, F (6,194) =6.846, p <
.05.(see Table 2)

Table 2
Multivariate Tests
Effect

Intercept
GEPT
Condition

Wilks’
Lambda
Wilks’
Lambda
Wilks’
Lambda

Value

F

Hypothesis Error df
Df

p

Partial
Eta
Squared

.142

195.555

6.000

194.000 .000

.858

.825

6.846

6.000

194.00

.000

.175

.894

1.234

6.000

549.200 .228

.037

Answer to the Second Research Question
The second research question in this study was to identify the relationships between
Taiwanese EFL college students’ overall metacognitive reading strategy use in English and
their English learning experiences. The results of a five-factor main effects analysis of
covariance (ANCOVA) showed a significant main effect for the years of learning English,
F( 2,175)= 6.60, p< .01, partial η2 = .07, while others factors indicated no significant main
effects as follows: the years of attending cram school, F( 5,175)= 1.34, p = .25, partial η2 =
.04, the hours of studying English per week, F( 5,175)= 0.86, p = .05, partial η2 = .02, the
types of English reading materials used , F( 8,175)= 1.97, p = .05, partial η2 = .08, and
other English proficiency tests they passed, F( 7,175)= 1.51, p = .17, partial η2 = .06 (see
Table3). In addition, the relationship between the GEPT scores and the overall
metacognitive reading strategy is not significant, F (1, 174) = 3.61, p = .059, partial η2 =
.02. As a whole, the ANCOVA indicated that the years of learning English was
significantly different in the overall metacognitive reading strategy use in English.
Table3
Tests of Between-Subjects Effects
Source

Type III Sum
Squares

df

Mean
Square

F

p

Partial Eta
Squared

Model

1964.632

28

70.165

159.386

.000

.962

The years of
learning
English

4.600

2

2.300

5.302

.006

.07

The years of
attending

2.709

5

.542

1.249

.288

.035

cram school
The hours of
studying
English per
week

1.903

5

.381

.877

.497

.025

The types of
reading
materials

4.328

8

.541

1.25

.274

.054

Passing
other
language
proficiency
tests

4.137

7

.591

1.363

.224

.052

GEPT

1.565

1

1.565

3.607

.059

.02

Error

75.475

174

.434

Discussion
The results of this study provided better understanding of how reading strategies were
used by EFL readers, especially when they read texts that varied topic in familiarity in
English and Chinese. Additionally, in this study we came to understand that L2 readers’
years of learning English was correlated to their use of overall metacognitive reading
strategy in English. Taiwanese EFL college students reading passages that varied in topic
familiarity in English and Chinese did not impact their use of metacognitive reading
strategies. More specifically, their employment of metacognitive reading strategies (e.g.,
global reading strategies, problem –solving reading strategies, and support reading
strategies) whether in reading passages in terms of differences of language (Chinese/
English) and topic familiarity, did not show any significant difference. Perhaps an
interpretation of this finding is that these participants had less awareness of using these
reading strategies when they read a topic-unfamiliar passage in English. In other words,
they did not tend to use more global reading strategies, support reading strategies, and
problem-solving reading strategies when they encountered comprehension difficulties,
especially for the topic-unfamiliar article in English (e.g., Groundhog Day).
Furthermore, the results indicated that Taiwanese EFL college students’ years of
learning English had a significant main effect on their use of the overall metacognitive

reading strategies in English. Other factors such as the hours of studying English per week,
the types of reading they employed, and language proficiency tests they passed had no
significant relationship with the participants’ use of the overall metacognitive reading
strategies in English. In addition, participants’ GEPT reading comprehension scores had no
significant relationship with their use of the overall metacognitive reading strategies in
English. As was anticipated, students who spend more time learning English were more
competent at employing appropriate reading strategies in reading English texts. It was
possible to hypothesize that students who learned English for a longer time were more
inclined to use significantly more overall metacognitive strategies to comprehend their
texts than other students who learned English for a shorter time. They might have
opportunities for exposure to English for a long time and were taught to know what the
strategies were, where and when they could be used, and how these strategies were used.
Therefore, the students were able to plan for their learning, monitor their comprehension
and production, and evaluate how well they have achieved a learning objective.
Implications
The current study contributed to the body of knowledge of metacognitive reading
strategies in general and provided useful information about EFL reading education. As
Grabe (1991) cautioned, “effective strategy training is not a simple or easy matter” (p.
393). It is important for instructors and educators to realize the importance of
metacognitive awareness strategies in L2 reading. By conceptualizing metacognitive
reading strategies so that each specific strategy category can help L2 readers improve their
reading comprehension, instructors can teach students what the strategies are, where and
when they can be employed, and how they are employed and evaluated as effective.
Besides, L2 reading instructors may understand the notion that metacognitive reading
strategies that readers employ to their L2 reading texts primarily relate to individual
variables (e.g., language proficiency level, the years of learning English) and personal
characteristics (e.g., gender, major, and the type of institutions they are attending). It is
necessary for L2 reading instructors to recognize the tendency of different variables to
impact metacognitive reading strategies. Then they can provide efficient and
individualized reading strategy training to specific types of L2 readers.
There are several ways to enhance strategy training for L2 reading: providing teacher
professional development programs, improving language curricula, and increasing the
hours of teaching reading in English courses. Moreover, it is recommended that the results
of this study and other related studies should be integrated into teaching strategic reading
courses and in-service workshops in EFL college setting that will allow instructors to
incorporate this information into their pedagogy. Finally, it is recommended that by

increasing the amount of credit hours in English courses, instructors may have ample time
to explain the value of using strategies, allow students to read, think aloud and articulate
strategy use as they go. Meanwhile, students also can identify strategies that other readers
have used and then discuss why these strategies are important. In doing so, L2 readers may
realize that they can use strategies in reading their L1 and become more aware of their
reading process in their L2.
Suggestions for Further Research
Based upon the findings of this study, some recommendations for further research can
be made. First, the further research should employ multiple measurements of assessing L2
readers’ metacognitive reading strategy use to validate the discrepancies between readers’
perceptions about using the reading strategies and actual usage in reading texts. Multiple
measurements, such as self-reported reading inventory, think aloud protocol / checklist,
interview, observation, and journaling can be used in order to compensate for the limitation
of retrospective self-reported inventory.
Second, the further research should select a different variety of topic-familiar or
topic-unfamiliar subject matter such as arts, sports, and popular culture. Selecting texts on
the topics familiar or unfamiliar to EFL readers is challenging, because their social
contexts and their cultural backgrounds should also be considered. In the light of text
difficulty, the future researchers should keep in mind choosing appropriate difficulty levels
of texts for L2 readers. Using the readability formula (e.g., Flesch Reading Ease formula
and the Flesch-Kincaid Grade Level) is helpful for instructors to measure the readability of
the reading materials; however, instructors should note that some formulas convert the
reading ease score to a U.S. grade-school level, therefore, instructor should be cautious
when applying this readability formula.
Third, future research should focus on a different population. For example, the
participants addressed in this study were college freshmen and sophomores in Taiwan.
Further studies should implement more diverse groups of foreign language learners. In
other words, the study could be conducted in the same country but among different
educational levels while using the same methods to discern what differences will emerge.
The final implication for further research was to assess participants’ native language
proficiency as well. Since this current study assumed that the participants’ first language
proficiency was sophisticated, further studies are encouraged to investigate the
relationships between Taiwanese EFL college students’ first language proficiency and
their metacognitive reading strategy use.

Conclusions
Many variables affect L2 reading comprehension and the database has shown that L2
linguistics abilities, background knowledge, assessment measures, and text topics and
difficulties affect L2 reading at different levels of instruction. In this current study,
Taiwanese EFL college students employed the similar patterns of metacognitive reading
strategies when they read passages that varied in topic familiarity in English and Chinese.
Additionally, the longer the EFL college students studied English, the better they can
employ more variety of metacognitive reading strategies in English. This suggests a
continually important role for teaching metacognitive reading strategies in the EFL
classroom.
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(A)
It was cold, bitter cold, on Gobbler’s Knob at 3 A.M. on February 2, 2002. We got
out of the car at the parking lot and headed for the action at the main stage. There were
things going on; several barefoot karate experts dressed in white oriental robes were
chopping boards, shouting, and unfolding their legs into the air at striking angles. In
addition, there was loud rock music which would continue until dawn when the music
turned patriotic and sentimental.
Gobbler’s Knob is a large hill outside of Punxsutawney. The hill is pleasantly dotted
with tall trees like a public park for sports events or a summertime picnic ground. The
focus of attention, the main stage, stands at the center that forms a natural theater. The
ground all over the Knob is covered with a layer of hay to protect attendees from the
underlying mud. In the chilly weather, the mud was frozen solid, so it was not too
slippery.
The crowds were already arriving and filling the onlookers’ space. As part of the
Press and special guests, my editor and I stood directly in front of the platform where we
see everything and record the proceedings. The karate choppers left, and for the next four
hours-various groups of enthusiastic Ground-hoggers, mostly college students, danced and
cavorted on the stage and surrounding park. Everyone anxiously waited for dawn and the
appearance of Punxsutawney Phil.
Wearing his Inner Circle top hat, the announcer greeted each group and asked the
students from various colleges to tell where they were from. He also called to the
audience in folk festival fashion, “Are you happy?” “Are you cold?” and various other
amusing questions, all enthusiastically answered by shouts from all over the hill.
Amusing signs abounded, held up by enthusiastic spectators. “We love Phil-Let It
Snow” was one; “Phil Is A -1 02-02-02,” said another; and best of all, “Here 15 Years and
Can’t Get my “Phil.” An Elvis Presley imitator performed for the excited crowd, mixing
American popular culture with the folk culture of Groundhog Day.
Over to one side, the festival organizers had started a huge brush and log fire. The
fire reminded me, the historian, of the great festal fires lighted on the hills by our
pre-Christian Celtic forefathers in Europe. They lit these special bonfires to celebrate the
changing seasons: November 1, February 1, May 1, and August 1. We walked over to
warm ourselves in the bitter cold. The pyre was surrounded by numerous others with the
same idea, but the site was too smoky, so we headed back to the car to get warmed up.
While we kept warm in the car, we heard clearly everything that was going on at the stage.
Once we had warmed up, we set forth from our shelter and began exploring the Knob
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again. A snack stand was serving hot coffee and soup, but the line was too long, so we
left.
This was a festival indeed! Everyone was dressed for it; quilted coats and stocking
caps were everywhere and everyone was friendly and polite. I felt sorry for the 38,000
attendees who weren’t allowed to drive to the Knob but who had to ride school buses from
town. The buses constantly discharged their passengers. These partygoers had no shelter
from the cold, and thousands of them stood outside for over four hours.
Things sped up as the dawning of Groundhog Day approached. Just before dawn,
there was a fifteen –minute display of the fanciest fireworks I have seen in years. Glorious
stars of brilliant color burst just over head, rockets shot into the heavens, forming striking
designs. As the sky grew lighter, the music changed to announce the main event-- the
calling of Punxutawney Phil from his home in the ground for his annual
weather-forecasting prediction. I turned and looked at the now silent and hopeful
audience. The large crowd made a magnificent sight, indeed.
Now the formal Groundhog Ceremony began. Down the fenced pathway marched in
formal procession the city officials. The Inner Circle, top-hatted, frock-coated
Punxsutawney officials and business leaders climbed the stage. Each was introduced
personally, along with their mostly humorous title. Bill Anderson, Phil’s official Scribe,
was publisher of the Hometown Punxsutawney magazine and other Pennsylvania
newspapers, as well as author of Groundhog Day 1886 to 1992: A Century of Tradition in
Punxsutawney, Pennsylvania (1992). Bill Cooper was President. The genial Sam
Deeley was Phil’s Care Taker. He presented the animal to the assembled crowds each
year. In addition, there were the Cloud Builder, Fog Spinner, Storm Chaser, Big Flake
Maker, Dew Dropper, Ice-man, Stump Warden, Head Hailmaker, and Burrow Master.
The official Groundhog Handler, Sam Deeley, now
opened the ceremonial cage and held up the fat, sleepy
Phil. He looked around calmly. When he saw forty
thousand pairs of eyes staring at him, he wanted to go
back into his hole. But the ritual had begun. A paper
was
held before his nose, and the hero of the day saw his shadow.
Phil sent his message to the world in groundhog language. This message was
translated into English and formally read out by one of the top-hatted Inner Circle
members. Thus the rite was concluded.
Feeling the morning sun, now fully up, many of the attendees walked down the hills to
the town of Punxsutawney rather than wait for the buses. We headed for our car and motel
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some twenty miles north, at DuBois in Clearfield County. DuBois is the nearest town to
Groundhog town where we found a motel in which to stay. We ate a generous and
enjoyable buffet in a pleasantly warm breakfast room.
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Multiple-Choice Questions:
Please choose the best answer A, B, or C to each question and write down your answer in
the parenthesis.
( ) 1.

What would be a good title for this article?
(A) The Celebration of Spring in the United States
(B) Groundhog Day in Punxsutawney
(C) The Origins of Groundhog Day

( ) 2.

When is Groundhog Day?
(A) November 1
(B) December 25
(C) February 2

( ) 3.

According to this article, which of the following is TRUE?
(A) Everyone was dressed with quilted coats and stocking caps on
Groundhog Day.
(B) The classical music played until dawn, when the music turned
patriotic.
(C) Groundhog Day is celebrated in memory of Elvis Presley.

( ) 4.

What is the hero’s job on Groundhog Day?
(A) Predict an earthquake
(B) Play Elvis Presley’s song
(C) Predict the weather

(

What does the writer of this article imply about Groundhog Day?
(A) The hero of the day saw his shadow, which means winter will be six
weeks longer!
(B) The hero of the day saw his shadow, which means that he will make a
lot of money in the coming year.
(C) The hero of the day saw his shadow, which means that he will live
another year.

) 5.
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(B)
Of all the many festivals in China, the most romantic is the Mid Autumn Festival.
The Mid Autumn Festival is also known as the Chinese Moon Festival. It falls on the
15th day of the 8th lunar month, which is in the middle of autumn. On this day, the moon
is always brighter, clearer, and rounder than on any other day. This is why the proverb
says:“ The moon is always bright in mid autumn.”
When did this festival first begin? No exact date can be found in historical
documents, but scholars assume that it is related to two customs in China.
The first custom concerns farmers. China is an agricultural country, and farming is
closely related to the seasons. In ancient times, farmers worshipped the Earth God to pray
for a good harvest, when they sowed the seeds in spring. This was known as spring
worship. During autumn, farmers also worshipped the Earth God to thank him for giving
them a good harvest. This was known as autumn reward. Since the 15th of the 8th month
is the time when rice paddies are harvested, some people believe that the Mid Autumn
Festival came from the autumn reward ritual.
The second custom is regarding worship of the moon. According to astronomy, the
Mid Autumn Festival occurs at the autumn equinox. At this time, the sunlight shines
vertically on the equator, equally dividing the day and night in both the southern and
northern hemispheres. The moon appears in the evening with gentle winds and light
clouds. This is the best time to watch the moon. People later made this the day to
worship the moon.
Before astronaut Neil Armstrong landed on the moon, no one knew what life was like
on the moon and there were many legends and myths about the moon.
One early fairy tale in the Chu Zi concerning the moon took place during the spring
and autumn period. According to the Chu Zi, there was a
jade hare on the moon. Folk legend has it that the hare
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was there producing heavenly medicine for the fairies. This heavenly medicine was a
drug, which could make people immortal. Until recently, many people still worshipped
the jade hare.
Another story, written by Huai Nan Zi, in the Han Dynasty, contains the first mention
of Chang Er. She flew to the moon. Then there was a story in the Tang Dynasty about
the immortal Wu Gang, who was made to chop down a cassia tree on the moon as a
punishment, and a story about Emperor Ming Huang of Tang, who toured the palace on the
moon. The Emperor not only visited the moon palace, but also he even memorized the
music he heard in the palace, and later had his musicians compose a musical piece
according to what he remembered. This work was known as The Merit of the Fairy
Feathers, which adds a romantic touch to the story about the moon. Actually, the
Emperor's tour was just a dream, which he had when he missed his beloved wife, who was
hung by the Emperor's troops. These legends explain why many people have a mysterious
and romantic feeling about the moon.
Generally speaking, the reason the Mid Autumn Festival holds such great meaning
for Chinese people, is that the full moon is a symbol of reunion. As Zhou Dong Yi has
said,'The moon at mid autumn has been appreciated from ancient times to the modern age.
Yet, the Mid Autumn Festival depicts much more than people's appreciation of the full
moon, and their yearning for family reunion. With all the activities being held during this
day, the festival is both joyful and poetic.
Also because Chinese people' associate the full moon with family reunion the Mid
Autumn Festival is also known as the People's Festival. According to the custom, those
who work or study outside of their hometowns are supposed to return home to have a
family reunion. Therefore, the festival is also called the Reunion Festival. Even the food
served on this day has a round shape. For example, moon cakes are in the shape of the
moon, which reflects people's pursuit of a round and perfect life. The history of moon
cakes dates back to the end of the Sung Dynasty and the beginning of the Ming Dynasty,
700- 800 years ago. Watching the moon while eating these cakes, is a custom. It means
to encourage people to seek the brightness of the moon in their journey through life.
In general, worship of the moon is quite similar in different places. Most people
worship their ancestors at the same time, because it is the day when family members return
home. There is no special ritual for moon worship. In a sense, it's meant to show respet,
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and moon cakes and fruit are served as sacrificial items. Worth mentioning, is the moon
belongs to the Ying, or negative principle. Therefore, moon worship is performed by
women, not by men.
After the worship and the burning of paper money, the family prepares food and wine
in the courtyard, watches the moon and chants. It is a happy holiday that everyone enjoys
gathering with family.
Basically, the moon was described as Tai Ying, or supreme negative, in ancient
China. It was also called Yue Ning, or brightness of the light. Moon worship was
originally a very solemn, sacrificial ceremony. Later, watching the moon became more
important than worshipping it and the seriousness was replaced by merriment Also, since
the Mid Autumn Festival can invoke various romantic feelings in people, the festival is still
a favorite holiday for most Chinese people today.
*********************************************************************
Multiple-Choice Questions: Please choose the best answer A, B, or C to each question
and write down your answer in the parenthesis.
(

) 1. The article is mainly about_______________.
(A) The taboos of the Mid-Autumn Festival
(B) The origins and activities of the Mid-Autumn Festival
(C) The costumes worn during the Mid-Autumn Festival

(

) 2. Which of the following is NOT mentioned as one of the sources for the
Mid-Autumn Festival?
(A) food storage for coming winter
(B) Autumn reward ceremony
(C) Chu Zi

(

) 3.Chu Zi describes
(A) A jade hare was on the moon
(B) Chang Er flew to the moon
(C) Wu Gang chopped down a tree

(

) 4.The following names are also used for the Mid Autumn Festival EXCEPT:
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(A) The Reunion Festival
(B) The Chinese Moon Festival
(C) The Full Moon Festival
(

) 5. According to article, why is the moon worship performed by women, not by men?
(A) Men needed to work at the farm, so they don’t have time.
(B) The moon and women both belong to “Ying”.
(C) Women have to take care of everything including worshipping.
~

~

(C)

-

!

—
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Background Questionnaire
The questions are about your personal background. Please answer the following questions or mark
(√ ) the proper answers.
1.
2.
3.
4.
5.
6.
7.

Name:______________
Class: ______________
Major:______________ Minor:_____________
Year:________
Gender: Male_____ Female ______
Age: ___________
(a). How many years of formal English coursework have you taken in school setting?
6 years or fewer
_____
7-10 years
_____
10 years or more _____
(b). Did you attend English language school?
0 years _____
1-2 years _____
3-4 years _____
5-6 years _____
7 years and more _____
8. How many hours do you read English per week?
less than 5 hours ________
5 to 10 hours _______
10-15 hours _______
more than 15 hours ________
9. Besides school texts and assignments, do you read English reading materials outside of the
classroom?
No, I don’t read any reading materials _______
Yes, I usually read the following materials.
English magazines (e.g., Studio Classroom or Time) ________
English newspapers (e.g., China Post) _______
Short Stories or Novels ______
Other _______
10. Have you passed any English proficiency test?
Yes _________
No _________
If yes, which of following did you take in the past?
GEPT:
Elementary level
________
Intermediate level _________
High-Intermediate level ________
Advanced level
_________
TOEFL:
Paper-based
______ Score
______
Computer-based ______ Score
______
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TOEIC:
IELTS:
Others:

Score ______
Score ______
Score ______

11. Your Mother Tongue or First Language is :
Mandarin _______
Taiwanese _______
Hakka
_______
Other
_______
12. Please estimate your overall proficiency in the following languages:
Good (3)
Fair (2)
Poor (1)
None (0)
Mandarin
______
______
______
_______
Taiwanese
______
_______
______
_______
Hakka
______
_______
______
_______
Other
______
_______
______
_______
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16

SURVEY OF READING STRATEGIES
Kouider Mokhtari and Ravi Sheorey (2002)
Category
Statement
Never
Always
GLOB 1. I have a purpose in mind when I read.
1 2
SUP
2. I take notes while reading to help me understand what I read.
1
GLOB 3. I think about what I know to help me understand what I read.
1
GLOB 4. I take an overall view of the text to see what it is about before reading it.
1
SUP
5. When text becomes difficult, I read aloud to help me understand what I read.
GLOB 6. I think about whether the content of the text fits my reading purpose.
1 2
4
5
PROB 7. I read slowly and carefully to make sure I understand what I am reading.
1
GLOB 8. I review the text first by noting its characteristics like length and organization.
1
2
3
4
5
PROB 9. I try to get back on track when I lose concentration.
1 2 3
SUP 10. I underline or circle information in the text to help me remember it.
1 2
PROB 11. I adjust my reading speed according to what I am reading.
1 2
GLOB 12. When reading, I decide what to read closely and what to ignore.
1 2
SUP 13. I use reference materials (e.g. a dictionary) to help me understand what I read.
2
3
4
5
PROB 14. When text becomes difficult, I pay closer attention to what I am reading.
1
GLOB 15. I use tables, figures, and pictures in text to increase my understanding.
1 2
PROB 16. I stop from time to time and think about what I am reading.
1 2 3
5
GLOB 17. I use context clues to help me better understand what I am reading.
1 2
SUP 18. I paraphrase (restate ideas in my own words) to better understand what I read.
2
3
4
5
PROB 19. I try to picture or visualize information to help remember what I read.
1 2
GLOB 20. I use typographical features like bold face and italics to identify key information.
GLOB 21. I critically analyze and evaluate the information presented in the text.
1
3
4
5
SUP 22. I go back and forth in the text to find relationships among ideas in it.
1
3
4
5
GLOB 23. I check my understanding when I come across new information.
1 2
GLOB 24. I try to guess what the content of the text is about when I read.
1 2 3
PROB 25. When text becomes difficult, I re-read it to increase my understanding.
1 2
SUP 26. I ask myself questions I like to have answered in the text.
1 2
GLOB 27. I check to see if my guesses about the text are right or wrong.
1 2 3
PROB 28. When I read, I guess the meaning of unknown words or phrases.
1 2
SUP7 29. When reading, I translate from English into my native language.
1 2
SUP 30. When reading, I think about information in both English and my mother tongue
Mokhtari, K., & Sheorey, R. (2002). Measuring ESL students’ reading strategies. Journal of
Developmental Education, 25 (3), pp. 2-10
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16

SURVEY OF READING STRATEGIES
Kouider Mokhtari and Ravi Sheorey (2002)
Category
Statement
Always
GLOB 1. I have a purpose in mind when I read.
1 2
SUP
2. I take notes while reading to help me understand what I read.
1
GLOB 3. I think about what I know to help me understand what I read.
1
GLOB 4. I take an overall view of the text to see what it is about before reading it.
1
SUP
5. When text becomes difficult, I read aloud to help me understand what I read.
GLOB 6. I think about whether the content of the text fits my reading purpose.
1 2
4
5
PROB 7. I read slowly and carefully to make sure I understand what I am reading.
1
GLOB 8. I review the text first by noting its characteristics like length and organization.
1
2
3
4
5
PROB 9. I try to get back on track when I lose concentration.
1 2 3
SUP 10. I underline or circle information in the text to help me remember it.
1 2
PROB 11. I adjust my reading speed according to what I am reading.
1 2
GLOB 12. When reading, I decide what to read closely and what to ignore.
1 2
SUP 13. I use reference materials (e.g. a dictionary) to help me understand what I read.
2
3
4
5
PROB 14. When text becomes difficult, I pay closer attention to what I am reading.
1
GLOB 15. I use tables, figures, and pictures in text to increase my understanding.
1 2
PROB 16. I stop from time to time and think about what I am reading.
1 2 3
5
GLOB 17. I use context clues to help me better understand what I am reading.
1 2
SUP 18. I paraphrase (restate ideas in my own words) to better understand what I read.
2
3
4
5
PROB 19. I try to picture or visualize information to help remember what I read.
1 2
GLOB 20. I use typographical features like bold face and italics to identify key information.
GLOB 21. I critically analyze and evaluate the information presented in the text.
1
3
4
5
SUP 22. I go back and forth in the text to find relationships among ideas in it.
1
3
4
5
GLOB 23. I check my understanding when I come across new information.
1 2
GLOB 24. I try to guess what the content of the text is about when I read.
1 2 3
PROB 25. When text becomes difficult, I re-read it to increase my understanding.
1 2
SUP 26. I ask myself questions I like to have answered in the text.
1 2
GLOB 27. I check to see if my guesses about the text are right or wrong.
1 2 3
PROB 28. When I read, I guess the meaning of unknown words or phrases.
1 2
Mokhtari, K., & Sheorey, R. (2002). Measuring ESL students’ reading strategies. Journal of
Developmental Education, 25 (3), pp. 2-1
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General English proficiency test-intermediate level reading comprehension test. (2001,
Feb 3 2005). from http://server1.gept.org.tw/download-3.htm
Mokhtari, K., & Reichard, C. A. (2002). Assessing students' metacognitive awareness of
reading strategies. Journal of Educational Psychology, 94(2), 249-259.
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Abstract
This study aimed to explore the effect of self-regulated learning strategy training on
Taiwanese junior high school students’ English performance. Two classes participated in this
study, one with self-regulated learning strategy treatment and the other without. 72 out of 147
eighth graders were in the experimental group and 75 students in the control group.
Self-Regulated Learning Strategy Inventory consisting of 32 questions developed by the
researchers of this study was the primary instrument. English Achievement Tests developed by
the researchers was administered as the pre-test and post-test to evaluate students’ English
performance. One-way MANCOVA was used to analyze the data. The result of this study did
show significant differences between the progresses of English performance among groups.

Introduction
English is a required course for students in Taiwan. It is also tested on all major entrance
examinations. In the past, students started learning English from junior high school and
continued to do so in senior high school and the first year of college or university. With rapid
economic and social changes, English is no longer simply regarded as a required course in schools.
To better prepare the next generation for the challenges of the new century and to boost the
2
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English proficiency of nations, teaching English as a foreign language has officially implemented
from the 3tn grade on, starting with the year 2005.
Usually, junior high school students take four to six hours of English classes per week in
school. EFL junior high school teachers in Taiwan are cast as authoritarians. EFL junior high
school students in Taiwan are cast as passive roles. Students spend most of their time on learning
the strategies of copying, memorizing, and reproducing sentence structures written by others.
Because of these factors, students have low motivation to learn English. After a long run, even
though they have been learning English for many years, they still do not know how to use it in the
real world.
To remedy the situation, many researchers have focused their attention on curriculum,
instructional materials, innovative technology, cognition, motivation, and language proficiency.
Little attention is focused on self-regulated learning strategies in Taiwan (Pintrich, 2000;
Zimmerman, 2000). Therefore, the researchers started to do this study. Mainly, this study was
focused on exploring the influences of self-regulated learning strategy training courses on junior
high school English learners and getting a better understanding of students’ thoughts after they
went through the training courses.

Literature Review
There are three hypothesizes under the self-regulated learning theory. (1) Learners can
select through useful cognitive and motivation strategies to enhance their learning abilities. (2)
Learners can participate in the selection, the construction, and the formation of beneficial learning
environment. (3) Learners play important roles in selecting their educational models and
contents. Based on the three hypothesizes, the purpose of doing research related to
self-regulated learning is to find out factors influencing each learner’s success/failure through
3
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gradual adjustment of learning strategies.
Until now, “self-regulated learning” does not have a sole definition, but is rather
implemented in various researchers’ theories with different explanations. Zimmerman’s (1989)
self-regulated theory is composed of six different self-regulated learning theories, including
Behaviorism, Social Cognitive, Action Control, Cognitive Constructivism, Phenomenalism, and
Vygotskyism. The six perspectives all share the same emphasis—through active manipulation of
cognition, motivation, and action, learners can achieve better results.
Kuhl (1985) believes that motivation promotes individuals to set action objectives, but
accomplishments rely on the control of each individual. Based on general learning psychology,
the study of cognition and motivation is a mere pre-decisional analysis; the study of willness is a
matter of post-decisional analysis.
In recent years, the influences of learners’ action control to learning are gradually valued.
Kuhl’s (1984) action control theory claims that action control helps people adjust cognition,
motivation, emotion, and objectives, especially when facing challenges. Nevertheless, Corno
(1986) hypothesizes that students may not know how to maintain their learning interests,
complete their works, and find out reasons for their studying failure. According to Kuhl’s study,
action control development begins from the stage of late childhood. The development of
self-regulated learning action control strategies is decreasing through ages, therefore, this study
will be solely targeting at the 8th graders.
Kuhl (1984, 1985) defines action control as learners’ protective intentions. Under which the
learning process is a medium variable between objective and goal, and its related strategies are the
key for will efficacy emergence. Kuhl addresses six self-regulated learning action control
strategies, including active-attention selectivity, encoding control, emotional control, motivational
control, environmental control, and parsimony of information control.
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Later on, Corno (1989, 1993) extends action control to learning context, where he believes
that self-regulated learning strategies can be divided into internal control and external control; the
former includes cognition, motivation, and emotion control; the later includes working context
control and power others control. Chen (1995, 2001) suggests that control in attention, emotion,
motivation, working context, and passive learning attitude can be adjusted for better improvement
in self-regulated learning. Overall, from the perspective of action control, the strategies of action
control in self-regulated learning can assist individuals to confront external inferences and
seductions, enable them to focus on learning objectives, and improve their learning performances.
This study has induced Chen’s (1995, 2001), Kuhl’s (1985) and Corno’s (1993, 1994) points of
view. The self-regulated learning strategies in this study include cognitive control, affective
control, situational control, and passive control.
The main purpose of language learning is to master the language skills, which includes
listening, speaking, reading, writing, and integration of these four skills. Listening and reading
are the recipient skills. Speaking and writing are expressive skills. Communication skills are
developed through the processing of a great quantity of information and self-intentions. Thus,
learning how to listen, speak, read, and write is not only the purpose, but also a means. Tseng
(1984) points out that developing positive and healthy learning motivation is helpful to improve
junior high school students’ English performance. She also points out that when students suffer
from academic failure, it is hard to have their interests in learning a second language. Phakiti
(2003) discovers that using learning strategies is helpful for English reading performances.
Through positive self-discussion, self-evaluation, and self-recognition, students enable to produce
higher self-efficiency and believe that hard working leads to success.
In short, English teachers working with adolescents should base on the principal of
educational psychology to motivate students’ learning, promote their action control in English
5

Ching-Jung Wu & Yu-Ping Chang (2005)

learning, and encourage them to participate in activities and fulfill their accomplishments (Huang,
1990).

Research Methodology
The study was divided into two parts: first was to exam the effectiveness of junior high
students’ learning in regards to self-regulated learning strategy training; second was to explore in
depth the understanding for the recipients in the experimental group.
Subjects
One hundred and forty-seven eighth graders participated in this study. Visually impaired,
hearing impaired, illiterates, and mentally retarded students were excluded. 72 out of 147 eighth
graders were in the experimental group and 75 students in the control group. Students in the
control group adopted ordinary English courses; students in the experiment group adopted
self-regulated learning strategy courses.
Methods
Instruments
Instruments used in this study included Self-regulated Learning Inventory and English
Achievement Test (pre/post tests). To further explore the influences of students’ learning in the
experimental group, several methods were also applied to this study, such as the students’ general
class lesson plans, learning files, in-class observation records, and interviews.
Self-Regulated Learning Inventory developed by the researchers of this study was revised
based on Chen’s (1995), Kuhl’s (1985), and Corno’s (1989) studies, which included four sections:
cognitive control, affective control, context control, and others’ control. Each section was
composed of eight questions. 292 junior highs school students took the preliminary test. The
Cronbach’α of this study was between .75~.82 and the Cronbach’sα was between .78~.86.
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English Achievement Test was also developed by the researchers of this study, which included
listening, reading, writing and speaking. The listening comprehension was in the forms of
vocabulary listening, true and false, selecting pictures, and listening to short paragraphs. The
reading was in the forms of vocabulary testing, grammar selection, cloze test, and reading. The
writing composition was in the forms of describing pictures and hinted answering. After
corrections by five junior high school English teachers and students, 194 eighth graders took the
test. The Cronbach’α coefficient was between 0.89~0.95 and the Cronbach’sα was between
0.91~0.95.
The oral exam consisted of sentences reading, describing pictures, and answering questions
(Healton, 1990; Pierce & O’Malley, 1992). Grading standard for the oral exam had a maximum
score of 5 points, which was graded based on correctness, comprehension, and fluency. The
Likert Scale for this study on correctness, comprehensiveness, and smoothness were 0.81~1.00,
0.79~1.00, and 0.91~1.00 respectively.
Experimental Training Courses
This study lasted for one semester, and the experimental training courses involved direct
teaching, demonstration, interactive teaching, and group discussion. The characteristics of the
training courses were listed as follow:
1. Create a relaxing and positive English learning environment to stimulate students’
learning motivation and encourage students to respond in English. In addition, this
training stressed active participation, which gave students more opportunities to
design their own course work and homework, and the chances to elaborate their
creativities and intelligences.
2. This training courses adapted Trawick’s (1991) and Trawick and Corno’s (1995)
action control course design to maintain student’ English learning motivation. It
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started with accommodating negative learning attitude followed by teaching
students to differentiate the elements of distraction at home and school. Through
group discussions and actual practices, students could overcome distraction utilizing
strategic action control and group discussion to further develop effective action
control strategies as to maximize their English learning experiences.
3. This training design mainly used team discussion. Ongoing improvement was
based on the observation of students’ interaction and performance. The ultimate
goal of doing this was helping students become more self-motivated and
autonomous learners.
Chart 1 Self-regulated Learning Strategy Training Courses
Lessons

Theme/Topics

Strategies

1.I took a trip to Kenting.

Past events

Finding out each students’
English proficiency

2. Did you call our teacher?

Past activities & transportation

Stimulating motivation

3. She learned some
Chinese.

Recalling

Identifying reasons &
controlling emotions

4.Three hamburgers and two Money, prices, & numbers
fries, please.

Recovering lost learning
motivation

5. Excuse me, how do I get
to the train station?

Places & directions

Application of self-regulated
learning strategies

6. What did you do last
Saturday?

Different circumstances

Self-talking

7. How’s the weather in
Taiwan?

Seasons & weather

Recognizing & setting up
steps to accomplish plans

8. Christmas and New Year

Holidays (Christmas & New
Year)

Self-control & plan
implementation

9. My friends like sports, but Sports & hobbies
I don’t.

Self-evaluation, correction,
& adjustment

10. Chinese New Year is
coming.

Review and outlook

Holiday (Chinese New Year)
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Design
To match up with the original instruction, this research used “class” as a unit, with its control
group performed the ordinary English instruction and experimental group performed
self-regulated learning strategy training. This research adopted nonequivalent experimental
instruction with adjustable variables that differentiate the experimental group from the control
group. The dependent variables in this study were self-regulated learning strategy inventory and
English achievement test. The design of such was shown in Chart 2.
Chart 2 Design of Experimental Instruction
Group

Pretest

Experimental Group
Control Group

Y1
Y2

Experimental Process
X1
X2

Posttest
Y3
Y4

*experimental group performed self regulated learning strategy training which was represented as
X1
* control group performed [original English instruction] which was represented as X2
*Y1 and Y2 represented as pretest scores
*Y3 and Y4 represented as posttest scores
Data Analysis
This research used one-way MANOVA analysis to exam the experimental effect in
instruction. It utilized ethnography to collect and analyze data, and adopted triangulation to
increase its reliability and validity. The result was shown by Italic font as students’ original
information.

Results of the Study
Results of Experimental Instruction
The experimental and control groups’ mean and standard deviation in Self-regulated Learning
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Inventory was listed in chart three. This study was one-way MANCOVA analysis. For each
regression line was parallel to one another (Wilks’ Lambda = .935, p >.05; Wilks’ Lambda = .924,
p >.05), a joint regression line can represent the relation between dependent and covariate
variables. The slope of joint regression line was not zero, which was process by covariate
variable.
Chart 3 Mean Scores of Experimental Group & Control Group in Self-regulated
Performance
Pre-test

Post-test
8.Oral

7.Composition

6.Reading

5.Listening

4.Situational Control

3.Other’s Control

2.Affecitive Control

1.cognitive control

8.Oral

7.Composition

6.Reading

5.Listening

4.Situational Control

3.Other’s Control

2.Affecitive Control

1.cognitive control

Experimental

Group

Control Group

M

23.18

21.35 20.74 19.96 16.92 13.86 19.03

185.65 22.50 19.69 20.54 19.36 13.00 14.08

18.03

208.67

SD

4.49

4.99

61.23

3.63

9.57

58.32

M

20.91

19.43 19.93 18.60 15.85 13.20 17.87

179.03 17.15 16.39 16.45 16.93 11.07 10.64

10.45

153.33

SD

5.70

5.64

81.16

9.87

76.42

4.66

6.27

5.71

5.88

3.24

3.90

4.29

8.88

4.71 10.42

4.15

6.18

4.06

5.25

4.47

5.25

4.29

5.67

4.39

4.83

4.77

Chart four showed the summary of MANCOVA analysis of two groups. Chart four
revealed significant differences between experimental and control groups. The differences of
inter-group was prominent—scores in experimental and control group showed great differences.
Therefore, the least-squared error solution was used to compare the adjusted means of two groups
after the experiment.
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Chart 4 Multivariate Analysis of Covariance of Experimental & Control Groups
Sources of
Variances
Covariance
(Self-regulated)

Inter-group

Intra-group

(SSCP)’
 22 . 537
 10 . 126

 12 . 335

 8 . 972

15 . 165
8 . 923
9 . 922

18 . 863
9 . 469

 9 . 367
 3 . 109

 4 . 940

 21 . 428

Inter-group

 71 . 435
 151 . 822

 327 . 156

 2338 . 487
1320 . 738
 438 . 400

 696 . 498

 3021 . 351

8 . 747
8 . 412

31 . 985

16 . 688

35 . 122

322 . 699
695 . 309
4970 . 012
1233 . 358
1186 . 079
2352 . 974

1













647 . 886 

1498 . 298
10709 . 708

4509 . 875
4952 . 189

Λ

3






20 . 147 

 658 . 538

 357 . 390

193 . 956


 522 . 498

283 . 561
414 . 561


237
.
745
129
.
025
188
.
632
85
.
831


 3177 . 691
 1427 . 701
2138 . 217

 1739 . 245
1258 . 204
2659 . 679

1399 . 057
1335 . 091
2840 . 663
 1265 . 043

Covariance
(Learning
Achievement)

Intra-group

Df






76552 . 100 





91351 . 967 

.808*

141

3

1

.495*

141

The result of confidence interval showed that the students in the two classes had reached
prominent standard in eight scales (see Chart 5). In other words, students in the experimental
group performed well than students in the control group.
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Chart 5 Confidence Interval of Experimental & Control Groups
Confidence Interval
1.cognitive control 2.773<ψˆ <5.971
2.affective control 1.061<ψˆ <3.684
3.Other’s Control 2.006<ψˆ <4.931
0.067<ψˆ <3.090
4.Situaitional
Control
.404<ψˆ <2.438
5.Listening
Comprehension
6.Reading
Performance
7.Composition
Performance
8.Oral
Performance

Experimental Group-Control Group
4.372*
2.373*
3.469*
1.578*
1.421*

2.037<ψˆ <4.003

3.020*

4.628<ψˆ <8.388

6.508*

38.060<ψˆ <54.982

46.521*

Students in Experiment Group & Their English Learning Conditions

The goal of this study was to help students become aware of distractions and apply learned
strategies to cope with interruption and maintain learning motivation. The data collection had
revealed that the elements of distraction primarily were TV, computers, internet games, comic
books, and sleepiness. Besides, poor memorization, poor testing results, too much homework all
hindered students’ learning motivation. The application of self-regulated learning strategies was
briefly described as follows.
1. Planning schedule
Research found that students generally understood the consequences for their lack of
studying and would further alert them to concentrate on study. Most of the students believed that
their priority was to take care of their study, but knowing what to do and actually spending time
doing it was totally different stories. From their prior experiences, they found the results of web
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surfing and comic books’ reading prior to study highly undesirable. Therefore, they were fully
aware the fact that doing things without proper planning would usually lead to negative results.
S229:
I will try to finish my homework before 8 p.m., so I can watch TV freely. I will also
make a TV watching Schedule chart to show myself how much time I have spent on TV
and how much time I have left for studying.
S138:
I will do homework first and then do something I treasure. Understanding my own
situation, I become less agitated and can work more efficiently.

2. Try different ways to pacify emotion, but the result was limited
The research revealed that mood affected students’ study. Ways that students frequently
applied to release stress and reinforce learning motivation were (1) listening to music, (2) taking a
nap, (3) finding a remote place then scream loudly to reduce stress, (4) writing down the inner
thoughts, and (5) meditating and thinking of positive or interesting things to make self happier.
Once the frame of mind became tranquilized, brain would be able to function better and work
efficiently. Some students responded “My mood would once again shift dramatically when
attending to my English lesson, which presented to be a great challenge for me. The difficulties
that I encountered during the lesson made me want to just simply give up.” Some said “I got
agitated when facing homework problems, I would try to do something different to make myself
feel better, but when coming back for the same homework problems, I became moody again.”
S238:
Studying is like a never-ending task that put me under constant stress. When I feel that
I have enough of it and can not continue anymore, I will try to walk it off or listen to
music for a while to release some stress. Once I feel better, I will try to start studying
again. If my efficiency level is low, I will take a nap and get some rest to recharge my
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energy before getting back to the books again.
S123:
When I am overwhelmed by too much homework, I will try to calm myself down, plan
out my entire homework schedule and complete them one by one. Otherwise, I will be
more troubled and restless.

3. When confronting problems in studying, try to ask for others’ assistance whenever possible
and utilize other learning tools to improve learning efficiency.
Prior research had shown that when students confronted with difficult problems, they usually
skipped them over or simply ignore them. They mentioned, “We were not used to the idea of
asking people for help because we were worried of being rejected or teased. Therefore, when
problems came up, we would simply try our best or just flat out give up.” Nowadays, class
activities were more group oriented, encouraging students to cooperate with each other and
discuss among themselves as to achieve more group interactions. Based on students’ response,
their order of preferences in asking for assistance were (1) classmates, (2) family and friends, and
(3) teachers. Yet, with today’s technology advancement and easy access to computers, many
students were now relying on electronic dictionaries or the Internet for the required information.
S110:
Before, I always took all the responsibilities upon myself, which was extremely difficult
and stressful, especially when I had to attain to both my drama play rehearsal and
intense class work concurrently. However, ever since I start to work with someone and
learn how to share workloads with classmates, the experience is pleasant and the
results are wonderful.
S226:
Whenever I pick up an English magazine and start reading, I will try to skip the
vocabularies that I do not know and try to guess the meaning of the vocabularies
through the context of the articles. Then I will look up in dictionary to see if I guess
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them right. If it turn out that I guess them right, I will be very happy.

4. More work was needed on the elements of others’ control.
As stated in the students’ discussion report, “As a matter of fact, the external environment
had great influence on learning.” Some students said, ”I knew that I could be easily distracted,
but I now realized that the outside environment could have great impact on my studies.”
According to the students, the influential elements at home were various noises produced by TV,
conversations, music, along with orientation and neatness of the room; whereas in school, the
noise produced by ceiling fans, classmates’ chatting, lecturing sound from next door, nearby
construction noises, and disoriented desktop. If these outside distractions could be reduced or
eliminated, they would try to resolve by lowering the stereo volume, changing a studying place,
and cleaning up the desk. However, if they were not able to resolve by themselves, they would
try to report to their parents or teachers for further assistance. However, the results were often
unsatisfactory. For example, during the class period of individual study, many students were
having hard time concentrating, therefore, they became easily distracted by other outside
environmental elements.
S222:
Classmates’ chatting too loud affects my study during individual study period. I ask
them to lower down their voices, but they just ignore me. So when I report to the
teachers, they accuse me of being a teacher’s pet. So the only way is to stay focused
and try not to be distracted by their noises.
S113:
When I try to study during individual study time, people around me start to chat with me
or play around me. When I tell them that I want to study, they seem to care less about
what I have to say, and that sometimes stresses me out and makes me lose motivation for
studying.
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The following were the examples of English learning conditions for three students under the
self regulated learning strategy training courses. They were rated as “poor,” “average,” and
“good” base on their grades. Among them, Hsiao Wen was rated “poor,” Hsiao Chun was rated
“average,” and A Chuan was rated “good.”
1. Try to concentrate on study and gradually like English.
Hsiao Wen’s English grade was below average in the class. In the beginning of the
experiment, she really did not like English and felt bothersome by the overloaded homework.
However, the poor result of midterm exam made her felt disappointed and confused about how to
improve her English. Through everyday practice and studying, she learned how to pay more
attention on certain details that could be easily overlooked. As time progresses, she gradually
established more self confident in English learning, however, her grades still remained
inconsistent. Hsiao Wen tried to figure out the reasons behind her inconsistency by telling
herself that “I was improving, and should maintain a positive learning attitude.” Because of her
persistency along with her continuation to accumulate more learning experiences, it really
increased her confidence in learning.
Hsiao Wen:
If I have questions, I will ask classmates or write them down to ask the teacher after the
class. In addition, I also try to do English reading for 30 minutes daily as practice,
and I remind myself to remain focused during class time and stop wasting time
daydreaming and losing concentration. Furthermore, I try to prioritize my daily
homework before anything else.

2. Aware that one could be easily distracted and try to adopt and utilize other learning strategies
and tools to help learning.
Hsiao Chun was an average student in her English class. She believed that English lessons
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were fun and wanted to learn it well, however, she was having a hard time to keep up her learning
motivation. Whenever she confronted difficulties, the thought of “procrastination” came to her
mind. As a result, her grade did not reflect any major improvement. Under the related activities
of self regulated strategies, she came to realize that she could be easily distracted by external
environment and mood, therefore, she tried to remind herself not to be easily influenced by the
surrounding environment.
Hsiao Chun:
From the activity of “Find the interest for learning,” I realize that I am too easily
distracted during the process of learning, so I remind myself to disregard those
distractions and stay focused and clear from external interference.

In this semester, she had continuously reviewed and identified her weak points and strong
points in order to make sure she had had good understanding of each lesson. To maintain her
concentration towards learning, she reviewed and checked her homework before going to bed
every night. After a semester, Hsiao Chun shown some improvement on her English, and she
continued to do so.
Hsiao Chun:
In this semester, I have learned and applied many strategies for learning improvement,
and I will try to practice more to make sure that I truly understand what’s learned. As
the lessons have gotten more difficult, pure concentration become absolutely necessary.
My English have not reached the level of my expectation, but it has been getting better
than before, and I think the most important thing is to “Keep the heart of continuous
learning.”

3. Understanding where one stood in regards to learning progress enabled one to better utilize
learned knowledge towards problem solving.
A Chuan performed above average in her English class. She realized that learning was like
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rowing a boat upstream. To maintain her status in the classroom, she worked very hard.
Through repetitive thinking and discussions, she understood herself more and knew how to better
cope with the distractions. Because she was conscientious and enthusiastic about learning, she
tried to advance herself even the lessons were getting more difficult. Since the beginning of
semester, she had actively set aside more time to study English every day.
A Chuan:
There exist a fine line between studying and playing, and they should never be mingled.
So, don’t ever let your mood affect your class work. Fortunately, I am capable to set
aside my anger and emotions without letting them interfere with my studying. However,
when confronted with frustration, it is very important to remain calm and think things
over. I believe any problems could be resolved if you are willing to spend the time and
energy.

From the previous statement, it was clear that when students were learning English, it would
be beneficial to have appropriate instructional intervention. Motivation would not guarantee
positive learning performance. It was only through mind control strategies that students would
be able to differentiate and cope with distraction to warrant their original learning intentions.
After students became focused, they could work harder to be more effective in learning.

Conclusions

The following conclusions were derived based on the results of this study.
1. The experiment group and the control group had shown differences in self-regulated learning
strategies and English performance.
2. Practical experimental instruction did stimulate students’ learning.
3. Learning was an integrated activity. Cognition alone could not be singled out. Only
through combining cognition, motivation, and action, students would be able to get the most
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of their learning.

Suggestions

The following suggestions were made based on the results of this study.
1. English instruction should emphasize on students’ active participation and strengthen the bond
between recognition and implementation.
2. Focusing on the implementation of self-regulated learning in students’ lesson plan could
increase the learning efficiency.
Most students had shown tremendous interests in English learning as early as in the age
of six to 12. However, after getting into junior high school, their interests started to plunge
and many of them even gave up due to the difficulties of English. It was necessary to
improve students’ learning habits in order to maintain their learning motivation. Nevertheless,
the effectiveness of self-regulated learning strategies really depended on students’ learning
characteristics; some students just naturally had better self-disciple than others, therefore, they
would benefit more from such strategies. Overall, it was hard to guarantee the result because
every study’s outcomes tended to vary individually. In addition, time was also an important
factor, for some strategies required more time to be adopted by the students. Therefore, the
study on such was often quite often relying on theoretical studies or other learning models,
whereas actual experimental studies were rarely conducted due to time and budget constraint.
Cornor’s (1994) and Chen and Lin’s (2000) studies showed that from the perspective of action
control, self-regulated learning strategies did have its effects. Under such training program,
students became more confident and could further apply various strategies to cope with their
learning problems and motivate them to learn English. Mastering English learning could not
be reached in one step; it took time, effort, learning motivation and studying strategies.
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However, such investment and effort was definitely worth it considering its effect on students’
learning progress.
3. Improve students’ ability in differentiation and control.
The result of this study showed that most students were having hard time to identify their
emotions. When they experienced setbacks or facing difficulties, they felt helpless. As an
educator, part of our mission was to help students on their studies and teach them how to cope
with burden and pressure. However, as today’s society tended to place more weight on
diplomacy and grades as a measure of success, it became inevitable for many students to feel
helpless and frustrated. The purpose of this study was to help students cope with their
negative emotion and recover or rebound from their minor set-backs.
4. Improve situational control training.
Researchers of this study found that students in the experimental group had an overall
consensus towards the importance of learning. However, the importance of passive control
still need to be further explored.
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This still-work-in-progress study aims to explore the pragmatic development in Chinese
children who are beginning to learn English in classroom, as they interact with their teachers and
classmates in free talk and while playing games. The study looks particularly at the development of
communicative acts and the relationship between pragmatic development and other influential
factors. Specifically, the study will answer the following questions:
(1)

What is the nature of the development of English communicative acts in Chinese
primary school children?

(2)

Does pragmatic development in English communicative acts of Chinese primary
school children correlate with their grammatical development?

(3)

How do the native language, native culture and teacher’s talk influence Chinese
primary school children’s learning of communicative acts in English?

This study is designed to be cross-sectional, and the data are being obtained by the researcher
by means of free-talking and playing games in English with four classes of children that were
randomly sampled from different grades (grades 1, 2, 3, 4) in a primary school. The interaction
between children and the researcher lasts for thirty minutes each time, and is audio-taped once a
week for ten weeks. The data collected will be transcribed onto computer files according to the
transcription conventions of Codes for the Human Analysis of Transcripts (CHAT) available
through the Child Language Data Exchange System (CHILDES MacWhinney 1991; MacWhinney
& Snow 1985, 1990), and Inventory of Communicative Acts—Abridged (INCA—A Ninio et
al.1994).In order to render the study both descriptive and predictive, both quantitative and
qualitative methods are adopted to examine the actual variation in the patterns of communicative
acts by means of CLAN (Child Language Analysis) software in CHILDES:
(1) The quantitative data analysis is based on the following measures through the program KWAL
(Key Word and Line) and MLU (Mean Length of Utterance) in CLAN: a) the proportion of

effective communicative attempts; b) the frequency of the number of different interchange types,
different speech act types and different combination types; c) mean length of utterance; d) mean
length of five longest utterances.
When the above measures are achieved, the quantitative data analysis is furthered by exploring
a possible relation between the development of children’s communicative acts and that of grammar
complexity. This step is taken by applying correlation analysis to investigate associations between
the variations in the pragmatic and syntactic measure plus scores from language proficiency tests.
(2) The qualitative method is used to: a) identify and describe the children’s communicative acts at
different stages; b) explore the relationship between emergence of children’s pragmatic capacity
and the development of the syntactic forms and grammar complexity; and c) uncover the factors
that influence pragmatic development.

Since little has been done to explore the foreign language pragmatic development of Chinese
EFL children, it’s difficult to predict the exact characteristics of development of English
communicative acts in these children. But both the quantitative and qualitative analysis proposed in
the study can confirm people’s belief that the communicative repertoire for the Chinese EFL
children as a whole expands, with an increased number of types of speech acts used at the three
levels of measurement. In addition, it is a fact that many efforts have been made to explore the
relationship between grammar and pragmatics, but yield only seesaw results. It’s highly expected in
this study that the pragmatic development in English communicative acts of Chinese primary
school children correlates with their grammatical development, because Chinese EFL children
mainly learn English through teacher’s teaching which is systematically informed by particular
syllabus about helping students build up vocabulary, sentence structure, etc. Finally, it is easy to
recognize that any children who are learning a second language will be inevitably influenced by
both of their social-culture and their mother tongue. As a result, Chinese EFL children’s expression
of certain speech act and the degree of politeness are supposed to be greatly influenced by the
native language and culture; since they learn English in the classroom where they are exposed to
classroom interaction in which the social-cultural and linguistic features of mother language are
embedded, and since they tend to take social-cultural and linguistic features of mother language as
reference for lack of pragmatic knowledge or communicative strategies.

All these attempts in the study will (1) make up for the lack of attention to the developmental
issue of L2 pragmatics, (2) explore the nature of the pragmatic development of Chinese EFL
children, and (3) describe how pragmatic development is influenced by other factors such as native
language and native language culture.
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Adapting M. J. Bennett’s Developmental Model of Intercultural Sensitivity into
Academic Advising: advising refugee/immigrant students in American Higher Education
Introduction
Have you seen students who are immigrant or refugee students struggling for
academic success on your campus? You may have thought “they just do not have
language skills to succeed,” “they need to learn American ways to interact with advisor,
instructors and staff,” “why don’t they just get help they need?” We all wish we have a
magic wand to fix students’ problems instantly. In reality… it takes a time.
Why do we in advising struggle to understand what immigrant/refugee students
go through in higher education? Why do we sometimes mis-communicate what we
meant to say to the students? In this article, I will explore our, advisors’, inner struggles
and awareness to the issues that could help working with the students. In order for us to
help and encourage students, we are the only people who we have control or are able to
change, not students. We can wait for students or others to change to make situation
better, but we might not see any result, since we don’t really have any control whether
they will change or not.
Factors to consider
When immigrant/refugee students come to college, they bring their personal
histories, just like other students on campus. We as advisors also bring our personal
histories and experiences to the every situation we work with. When people are involved
in teaching and learning, such series of personal histories and experiences are extremely
important to understand where other people are coming from as well as where we are
coming from. Often times, these factors have important roles for our decision making,
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interpretation of the situation, and how we interact with others based on that
interpretation.
Paige (1993) identifies several intensity factors for people who live in the
environment different from where they grew up, in this case our refugee/immigrant
students. I also believe these factors apply to us, advisors, because in the interaction with
our students, we are working with different sets of values, histories, and perceptions from
ours.
Figure 1: Intensity Factors and Risk Factors
Intensity Factors
o Cultural differences
o Ethnocentrism
o Language
o Cultural immersion
o Cultural isolation
o Prior intercultural experience
o Expectations
o Visibility invisibility
o Status
o Power and control
(Adapted from R.M. Paige, 1993)
According to Paige (1993), the greater the difference with those factors between
people’s previous and the new experiences, the greater difficulty they will experience in
functioning in their new living environment. Or, I would like to call it as functional
environment, such as college environment, local community, work environment, etc.
Paige emphasizes the psychological stresses that are experienced by people due to
intensity of these factors. Such stresses can be manifested as “culture fatigue, language
fatigue, and adaptation fatigue” (1993, p. 9).
To a certain extent, all students who come to university for the first time or return
after long absence will experience such fatigue in the process of their cultural adjustment
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to college environment, a new environment. Refugee/immigrant students, who have not
lived in the United States very long, however, will have a greater amount of stress
because they are still getting familiar with the U.S. environment as well as the college
environment. Also, if we, advisors, do not have much previous experience working with
students who bring very different background from ours, we can experience stress, such
as feeling of frustration, communication difficulties, being misinterpreted by students or
misinterpreting students, etc., as well as excitement for new learning opportunity.
What is Developmental Model of Intercultural Sensitivity
The Developmental Model of Intercultural Sensitivity was developed by M. J.
Bennett. It is “a framework to explain the observed and reported experiences of people in
intercultural situations” (M.J. Bennett, 1993; J.M. Bennett & M.J. Bennett, 2004, p.152).
The assumption of this model is that the more sophisticated one’s cultural difference
experience becomes, the more one’s competence in intercultural relations increases. (See
Appendix A for detail information of this model.)
Intercultural sensitivity, according to M.J, Bennett (1993), is defined as personal
growth. “Development of intercultural sensitivity is ultimately the development of
consciousness and, through consciousness, developing a new ‘natural’ approach to
cultural difference” (p. 26). Although I agree with Bennett that the model shows the
sophistication of people’s developmental stages of intercultural sensitivity, when we take
a look at individual intercultural experiences, the actual experience of intercultural
sensitivity development is not linear. People do not necessary experience linear
developmental stage when they go through intercultural situation.
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I see these developmental stages as shown in Figure 2. All stages can exist within
each stage. People can go in and out of a stage or jump between stages at any moment
depending upon the situation or even the person’s inner state at that moment.

Figure 2: The Mutual Possession of Six Intercultural Sensitivity Developmental Stages
Defense
Adaptation Defense
Minimization Integration
Denial Acceptance

Denial
Denial Adaptation
Minimization Defense
Acceptance Integration

Integration

Minimization
Acceptance Integration
Minimization Denial
Defense Adaptation

Acceptance

Minimization Integration
Defense Acceptance
Adaptation Denial

Adaptation Acceptance
Denial Minimization
Integration Defense

Adaptation
Defense Denial
Adaptation Acceptance
Minimization Integration

Although a person could have been in Adaptation stage in one situation, when the
same person is in a different intercultural situation, he or she can easily go back to the
Denial or Defense stage. For example, I as an advisor could have developed empathy
(Adaptation stage), “the ability to understand by imagining or comprehending the other’s
perspective” (M.J. Bennett, 1993, p. 53), in working with a Chinese immigrant student. I,
however, could have difficult time seeing students’ perspectives who are African
American students. I could demonstrate more at Denial stage; whatever students are
sharing with me does not exist or in the past, and reacting to dismiss their struggles, or
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Defense stage; I try to justify why students are experiencing such difficulty and tell them
that they need to adjust to this new environment if they want to succeed.
In any relationship, we cannot ignore how we contribute to the environment
which we are surrounded by. Depending upon how we approach students, the situations
can be educational or more like battle field. I personally would like to choose make
every situation educational for students and myself, although on some occasions, it seems
that’s impossible. In next section, I would like to introduce how we can utilize Adapted
Developmental Model of Intercultural Sensitivity in our advising. For each example, we
have a choice where we put ourselves in terms of our inner awareness toward
intercultural sensitivity.
How Adapted Developmental Model of Intercultural Sensitivity (DMIS) could be used
in Academic Advising
For this article, I will only touch on several selected factors from Paiges Intensity
Factors: Power and Control, Status, Cultural Differences, and Language. I believe that
Power and Control intensity factor and Status intensity factor can largely influence on
Cultural Differences and Language intensity factors.
Power and Control
Paige (1993) points out that “the less power and control one possesses in the
intercultural situation, the greater the psychological intensity of the experience” (p.12).
Here I would like to introduce the concept of Power Distance by Hofstede (1984).
“Higher power distance cultures see power as a basic fact in society, and stress coercive
or referent power, while low power distance cultures believe power should be used only

Yamasaki

7

when it is legitimate and prefer expert or legitimate power” (Gudykunst & Kim, 1992, p.
46; Gudykunst, 2003, p. 20).
Just imagine, some of your students come from culture that stresses the
importance of power. Yet, when they arrive at your institution, they feel enormous
feeling of lacking sense of boundaries, which they are used to determine where they place
in hierarchical system. On the other hand, some students might come from low power
distance cultures that do not view power is necessary unless they perceive you as the
expert or legitimate. And now, they are asked to behave appropriately as students in
relation to staff, advisors, and faculty member.
If we have students who do not look into our eyes or who do not question
anything, it could be a sign of high power distance culture background. In this case, we
as advisors could be interpreting this behavior as lack of leadership, self esteem, own
opinion, and or not telling the truth. Where, in fact, for students, looking into our eyes
represent lack of respect or sign of challenging, and simply sign of knowing their place in
hierarchy. Asking question could mean that students are challenging our credibility as a
professional, or simply disrespectful.
On the other hand, we could also experience working with students who seem not
to pay attention to our authority in any advice we give. They challenge our ability to give
them accurate information or credible information. Advisors could almost interpret their
behavior as rude and no respect toward us as an advisor. In this case, it is possible that
the student comes from low power distance culture.
Our interpretation of this situation could be totally accurate from our cultural
frame of reference. Yet, from students’ point of view, they are not doing anything wrong.
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Most typical reaction we might have in this case could be trying to teach them who are
the boss in this environment in defensive way, possibly coming from our frustration
and/or anger rather than empathy or educational point of view. As soon as we recognize
this power dynamic, we could ask questions to students what their previous experiences
were like in similar situation to start conversation. It’s up to us how we work with this
type of situations, and students and we learn from it.
In the second case, a student seems to challenge every moment of your advising
session, we can apply DMIS to interpret our reactions to the situation as follows:
DMIS Application for possible reactions: Power & Control
Defense
Denial
This student must be spoiled and think
that s/he can get whatever they want at
anytime they feel like it.

Here they come again. Students from XXX
always behave lake that. They better learn our
way. They came to our country to live. I have
to teach them a lesson.

Adaptation
I see that s/he is used to communicate with
people in similar position like mine in this way.
I am learning how I can communicate more
effectively in his/her way so that he/she can
understand what I mean to communicate.

Integration
I understand that this student comes from non-hierarchical
culture based on how s/he communicates to me. S/He
doesn’t see any necessity to treat my comment as a word of
authority. This might work in his/her daily/personal
environment. But, I also need to inform him/her possible
roadblocks due to his/her communication style and how it
could be interpreted in this cultural context.

Minimization
I understand that students from XXX have a
different communication style. But, they are also
human being. After all, there are people, who are
born here, like them too.

Acceptance
I know that students from XXX communicate
differently compared to students who are born in the
U.S. I must have different ways to interact with
people who hold the positions like mine.

Status
Next factor is Status. For most culture, including the American culture, status of
individuals gives people message how we tend to interact each other. For this formal or

Yamasaki

9

hierarchical order of people’s place in the context, some culture has stronger emphasis
than others.
There are a lot of immigrant/refugee students who were professionals in their
home countries. This status or social position could be heavily emphasized how they
were treated in previous environment. When they move to the U.S., however, often times,
their degrees and/or status are not recognized. Not only that these are not recognized,
they have to start all over again; i.e. their education, career, and their belongingness to
their community. We notice the possible issue when students bring this up as problem or
un-fair treatment. As an advisor, I am sure that you feel bad about the situation. But at
the same time, you also feel obligation to follow the policy and academic integrity.
For example, one student was a medical doctor in his home country. Despite his
educational background, experience and status, he had to start college as a first-year
student because an institution did not recognize his educational background as equivalent
to U.S. higher education. It meant that he was going to take general biology and other
required courses with other first year students when he was well knowledgeable on the
topics. Not to mention, he had have applied knowledge into practice for long period of
time. Another student was a school teacher, teaching English and French, for 40 years
before coming to the United State. Since her qualification and degree were not
recognized, she had to start as a first year undergraduate student.
When we face such case, we can apply DMIS to interpret our reactions to the
situation as follows:
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DMIS Application for possible responses: Status

Acceptance
I feel bad that none of his/her credits
transfer. I see why this student is
frustrated and disappointed. It must be
hard for him/her to start all over again
when s/he held a very professional
position previously.

Adaptation
It’s not fair for him/her to go through another
undergraduate degree. I am finding a creative
solution to this problem

Defense
What does s/he want from me? I cannot change the
institutional policy that they did not accept his/her
credits from other institution. If s/he wants to get our
education, they should just do whatever they are told. I
am sure that our education system is superior to where
s/he came from.

Minimization
This should not that big deal. S/He will learn
new materials anyway. If s/he was successful at
previous institution, this should be easy A for
him/her

Integration

Denial
(This applies when students do not challenge after they get
this bad news.) Since the student did not say anything and
seems happy to be on our campus, there is no problem.
(When in reality, this student can be very frustrated and
disappointed, but did not feel it was appropriate to challenge.)

I understand his/her frustration with this situation. I
also understand what this institution needs to be
complied with. I can continue this conversation until
s/he feels better and understand both sides.

Defense

Cultural differences
In any intercultural/multicultural education literature, you cannot miss the concept
of cultural differences. According to Kluckhohn & Strodtbeck (1960), “Culture consists
in patterned ways of thinking, feeling and reacting, acquired and transmitted manly by
symbols, constituting the distinctive achievement of human groups, including their
embodiments in artifacts; the essential core of culture consists of traditional ideas and
especially their attached values” (p.85). Cultural difference, hence, can make our
experience in interacting with others complicated and exciting at the same time. As an
advisor, our roles are to assist, to support and to challenge our students to be successful in
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higher education. Awareness of cultural differences between our students and us,
advisors, can strengthen approaches to daily encounter with students. The greater
cultural differences we have from our students, the greater amount of stress students and
advisor, instructors, and staff experience.
For example, you have a student who is having a hard time adjusting to this new
experience. During your meeting, she mentioned that she has a hard time getting
involved in class discussion. She said that where she was from, students must just listen.
She also shared that she was having difficulty developing close friendship with her
classmates. According to her, they leave right after class was over, and she did not have
enough time to catch anyone to have conversation. After a couple of semesters, she is
familiar with her apartment, coffee shop where she study alone, classroom building, and
library. She has not been to any other places with any other people.
When we face such case, we can apply DMIS to interpret our reactions to the
situation as follows:
DMIS Application for possible responses: Cultural differences
Adaptation
I am learning how identify some
resources that I can provide.
American students should be more
understanding and willing to learn
other cultures.

Integration
She needs to understand how to survive and thrive in
American higher education by adapting some behaviors and
traits might be beneficial for her. But I also see some needs
for faculty, staff and students to understand cultural
differences and how that affects learning.
Denial

Defense
They are now in the United State. They just
need to assimilate to our way. If they don’t
like it, then they can leave.
Minimization
We are all human being. Just like kids, we should look
at our similarities not the differences. May of American
students have similar problems.

Students have been in the United States for a while.
They should not have any problem understanding
American culture.
Acceptance
I am aware that some students have more
difficult time adjusting to college in the U.S.
Their concept of time, how they show their
respect, the notion of academic honesty and so on
will be different from ours.
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Language
Of course, especially in higher education environment, language skills are critical
for students’ academic well being. The more immersed and fluent in English language
students are, the easier their transition will be. In particular, writing and reading
comprehension of English language is critical. It is true to all students who start college,
however, if students grow up in different countries whose languages are other than
English will have harder time for adjustment.
Other factor you may want to keep in your mind is writing and reading skills and
level of education in their own language and formal education. Especially in refugee
student case, it is not unusual to find many students whose formal education was taken
away from them since fourth grade or earlier and placed in high school level when they
came to the United States. As you can imagine from how children in this country
develop their language skills, these students have a steep learning curve ahead of them to
be acquainted with English language as well as the environment of formal education.
Now, I would like to discuss how factor of language could affect our work as
advisors. In any situation, we don’t have any control over how fast people change or
develop to work with difficult situation. The only person we have, in a sense, control
over is ourselves. Hence, I would like to point out awareness of our inner reactions to
situation from different stages of intercultural sensitivity. Being aware of our inner
reactions to difficult situation, we can grow as professionals as well as be sensitive to
students’ issues.
For example, you received an e-mail from your student’s instructor saying that
she might have English language issue in class and suggesting to withdraw. This
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message was also carbon copied to your student. Your student called you very up-set that
she received a message from her instructor and noticed that was also sent to you. She
could not believe that her instructor never mentioned to her directly and sent rather
insulting message to her advisor.
Your student was aware that she needed to polish her English, especially in
writing area. She mentioned to you that writing is the most difficult part of her course
work. She uses a writing center for all her paper being proofread. She did not
understand why her instructor was asking her to withdraw. She had an impression that
she will pass.
DMIS Application for inner awareness of advisors
Integration
Defense
These students are now in the
United State. If they want to be
successful, they better learn
English. If they cannot, they
should leave.

I see some student struggling in courses due to their language
abilities. I need to ask them what kinds of help they need as
well as my suggestions. I need to be aware of what college
expectations are and what students feel acceptable resources for
them to succeed. I may need to ask for clarification from
students what are their difficulties and kinds of help they need.
Denial

Minimization
All students who start college experience
difficulty in writing and amount of reading.
There is no difference between American born
students and students who did not grow up in
this country.
Acceptance
Students who came to this country and had to learn a
new language must have a difficult time, especially
when they have to perform at college level. I will refer
as much resources as possible for them to be
successful.

Students have been in the United States for a while.
They should not have any problem understanding
American culture.
Adaptation
If I were in their position, it will be so hard for
me to write papers and reading pages of
homework in ________ language. As long as I
understand what they try to communicate with
me (either in writing or verbal), that’s good
enough.
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Conclusion
Through advising refugee/immigrant students, I hope that some day with this
guidance and support, students can achieve a status that Bennett (1993; 2004) terms
‘constructive marginality’. He understands that the word marginal usually is associated
with a negative connotation. Bennett explains that, in his use of the word, “marginal” is
“intended to indicate a cultural lifestyle at the edges where two or more cultures meet” (p.
113; p. 157). A student who is in a constructive marginal state “feels authentic and
recognizes that one is never not at home in the world. … It is not fellow members of
one’s own culture, but rather a group of fellow marginals with whom one has more in
common than with anyone else” (p. 118). I can say that the student in the last paragraph
is a great example of achieving that state of development. I hope all refugee/immigrant
students some day feel at home wherever they are at any time, even if they are not there
yet.
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Ethnocentric Stages
One’s own culture is experienced as central to reality
in some way.

Ethnorelative Stages
One’s own culture is experienced in the context of other
cultures.

Definition of terms (adapted from J.M. Bennett & M.J. Bennett, 2004)
Integration stage: (Cultural identity)
One’s experience of self is expanded to include movement in and out of different
cultural worldviews.
Encapsulated marginality: one’s sense of self is stuck between cultures in a
dysfunctional way.Appendix
Inability to
A select appropriate cultural contexts. In general, selfabsorbed and alienated from their broad experience.
Constructive marginality: identity defined on the margins of two or more cultures,
but the ability to move easily in and out of cultural context is restored.
Adaptation stage: (Walk the talk)
One attains the ability to shift perspective in and out of another cultural worldview.
Initially takes the form of cognitive frame shifting (cultural empathy).
Stresses the importance of emerging adapted behavior because it “feels right” not
“supposed to act.” -intentionality. Question of authenticity.
Exercise the power of people’s convictions based on appropriateness in the
cultural context.
Acceptance stage: (Talk the talk)
Other cultures are included in experience as equally complex but different
constructions of reality.
How to exercise power in terms of one’s own values without imposing on the
equally valid viewpoints of others.
One’s own ethical position becomes one of several possible positions, depending
on cultural context.
Minimization stage:
Elements of one’s own cultural worldview are experiences as universal.
Superficial cultural differences in etiquette and other customs are acknowledged,
but the assumption is made that “deep down, we are all the same.”
Power of the dominant group tends to be exercised through institutional privilege.
Defense stage:
One’s own culture (or an adopted culture) is experiences as the only good one, and
cultural difference is denigrated.
Polarized into us-them distinctions.
From dominant group perspective, defending their cultural privilege.
From non-dominant group perspective, more likely to be protecting their cultural
identities from the dominant group’s pressure to assimilate.
Denial stage:
One’s own culture is experienced as the only real one.
Consideration of other cultures is avoided by maintaining psychological or physical
isolation from differences.
The implicit use of generic or social Darwinism to justify the existence of naturally
superior people who are either born into or achieve membership in the dominant
group.
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Poem writing: inviting college freshmen’s lives into the classroom
I remember the first day of my “Children Literacy” class in the United States. A
poem, where I’m from, was introduced in class. In class, we as graduate students were
asked to read the poem and write our own poem. The poem is about describing our
own personal life and past living experiences. We were taught to recall our childhood,
neighborhood, and people who were related to us. When we finished writing the poem,
we were asked to share our poems in groups. From that activity, we not only knew each
other better but also heard some amazing stories and enjoyed some touching moments.
After I finished my graduate study in the United States, I become an EFL (English
as a foreign language) teacher in Taiwan. My students were college students at a
university of technology and science in the middle part of Taiwan. Inspired by the
activity I did and the article I read, “where I’m from: inviting students’ lives into the
classroom,” I asked my students to read and write their own poem on the first day of
the writing class, too. One of the colleagues from other university used this poem as
well in her writing class. Each class contained forty to fifty junior college students. We
collected students’ works from both classes, read their stories, and shared to each other.
How we employed this poem in class
In both our classes, we used Lyon’s poem: where I’m from. Her poem follows a
repeating pattern. Those patterns described details and drew memories. By holding the
belief that college students in Taiwan are not used to write a poem, we asked them to
follow and imitate the style from Lyon’s poem. Creativity was encouraged as well.
First, we asked the students to read the poem in groups. We reminded the students to
look for the patterns in this poem.
Second, we explained line by line and asked the students to notice the details in
memories.
Third, we listed out several items that they could describe in their own poems, such as
items found in their home or neighborhood and names of relatives or friends.
Fourth, after explanation, we gave them time to write their own poems. Students were
allowed to work in groups or by individual.
Fifth, after finishing writing, we asked the students to share their poems in groups and,
in the meantime, giving comments or questions to each other’s poem.
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Finally, we collected our students’ poems and dismissed the classes. We later on
shared some good poems to the whole class and reminded some grammatical errors in
the next class meeting.
While sharing students’ poems together with my colleague, we were impressed
with both their writing skill and the contents. They rimed their poems and described
their lives in a simple but vivid way. Reading their poems was a lot of fun. We enjoyed
the rhythms and the styles from their writing. In this activity, we tried to make our
students feel significant and tried to know them better.
The ways we organize classroom life should seek to make children feel significant
and cared about by the teacher and by each other. Unless students feel emotionally
and physically safe, they won’t share real thoughts and feelings. (Christensen, 2001,
p. 6).
We believed that by inviting students’ voices into the classroom, students feel
more significant. Students’ poems were read in the classroom instead of the prescribed
curriculum. They enjoyed reading others’ poems and were having more fun in class.
The comments from the students varied a lot. Some students envied the other’s life and
childhood; while others enjoyed their own lives. Some students liked the life in big
cities; but some enjoyed the life in countryside. By giving comments to each other,
students can appreciate other’s writing and learn more about other’s growing stories.
The poem writing was a good starter for our writing class. We invited our
students’ lives and voices into the classroom. We changed our belief about college
students cannot write good poems. We were amazed that they shared their lives in such
excellent works. From this activity, we as teachers again reminded ourselves that
students always have the potential for learning. Teachers need to open the door and
open their hearts in order for them to learn better.

Appendix: samples of poems

Where I’m From

by George Ella Lyon
3

I am from clothespins,
from Clorox and carbon tetrachloride.
I am from the dirt under the back porch.
(Black, glistening
it tasted like beets.)
I am from the forsythia bush,
the Dutch elm
whose long gone limbs I remember
as if they were my own.
I’m from fudge and eyeglasses,
from Imogene and Alafair.
I’m from the know-it-alls and the pass-it-ons,
from perk up and pipe down.
I’m from He restoreth my soul with a cottonball lamb
and ten verses I can say myself.
I’m from Artemus and Billie’s Branch,
fried corn and strong coffee.
From the finger my grandfather lost to the auger
the eye my father shut to keep his sight.
Under my bed was a dress box
spilling old pictures,
a sift of lost faces
to drift beneath my dreams.

I am from those moments–
snapped before I budded–
leaf-fall from the family tree

Where I’m From by F. Y. Y.
4

I am from Taichung countryside
That’s a destiny I can’t decide
My parents, sister, brother, and I
Our minds will be together all our time
I like cake, cookies, and pie
Movies, music, and chatting online
I’m 17 years old, and I’m still shy
But the most terrible thing is
I don’t know what I should write

Where I’m From by Claire
I was named Claire
Parents’ baby forever
Teaching children is always my mother
But I think my father is better
Tom’s birthday in September
But we don’t go to school together
My hometown is full of beautiful flowers
But no any towering conifer
However
My name is Claire
It is never change forever

I’m From Nigh Markets

by Singing

Night markets, the places where I spent all my childhood, were our second home.
Night markets, the places where I did all my homework and my lessons, were
great places to train myself how to concentrate one thing.
Night markets, the places where I played with my younger sisters, were also other
children’s heaven.
Night markets, the places where we laughed and cried because we had fun and
punished, collected many of our memories.
Night markets, the places where my parents worked at, were the sites where
people in city spent free time in shopping.
When it comes to night markets, I have a lot of sentiment.

Where I Am From
Ranks of cosmetics,
5

by Lindsey

And people are bargaining.
I see consumers come and go,
this is where I am from.
There is no yard in front of my home,
only roads.
Neighbors are kind and friendly,
this is where I am from.
“Do your homework,
or you get no bright future.”
This is what mama always says,
so I study hard.
Open the cabinet in the living room,
you will see where I am from.
Photos, magazines, and empty gift boxes,
this is where I am from.

Reference:
Christensen, L. (2001). Where I’m from: inviting students’ lives into the classroom.
Rethinking our classrooms, 2, 6-10.
Donald, M. M. (1996). Crafting a life in essay, story, poem. Portsmouth, NH :
Boynton/Cook Publishers.
Wendy, B. (2000). Thirteen ways of looking for a poem : a guide to writing poetry.
New York : Longman
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Possibilities and Problems of Using Cooperative Learning in Language Classrooms

Introduction
Cooperative learning, which is not a product of the twentieth century, can be traced
back to the beginning of time, when mankind could not survive without relying on
cooperation. As Johnson, Johnson and Holubec(1998) discovered, as early as the first
century, it has been argued that students could benefit from teaching one another. It was
widely believed that one needed a learning partner in order to learn. A communicative
curriculum is the heart of a communicative and student-centered classroom, and
Cooperative Learning (CL) provides the foundation for the design of communicative
curricula in EFL classrooms. CL, generally involving students in small, mixed-ability
learning groups oriented toward collaboration and interdependence, was expected to
cultivate social interaction in the classroom setting and academic achievement among
minorities. As each group’s success depends on everyone’s individual contribution, students
will have a lower anxiety level to practice using the target language to communicate and
express their opinions. (Chen, 1998) Many learners in CL classrooms reported that they
learned a lot from their partners and were satisfied with their partners’ performance.
Over the past two decades, a great deal of research has examined the effect of CL in
Foreign/Second language learning on student achievement. Reviews of research have
generally concluded that cooperative learning has a positive influence on student
achievement, productivity, transfer of learning, time on task, and attitudes (Johnson &
Johnson, 1989; Sharan, 1980; Slavin, 1990). Sample claims of the advantages of CL
include the fact that frequent practice of higher order cognitive processes among peers in

small groups helps to transform students’ learning strategies (Biggs & Moore, 1993).
Furthermore, students improve their skills by experiencing group work processes like
pooling resources, making decisions, gaining mutual support, sharing ideas and creating
together (Jacques 1991). What is more, articulating one’s ideas in a group setting enhances
students’ ability to reflect on their assumptions and thought process (Abercrombile 1969)
Though many EFL teachers have adopted CL to their classes extensively, some
controversial problems and limitations must be examined. According to Widaman and
Kagan (1987), the results of research reviews have misled many educators to erroneously
conclude that CL is exclusively superior to traditional instruction for all students. However,
even advocates of cooperative learning have indicated that some learners are more
predisposed than others to act cooperatively (Johnson and Johnson, 1989) and that this
predisposition may influence how students cooperate when they work with others (Slavin,
1983). A few other researchers have concluded that social orientation may also influence
how students perform in CL settings (Hall et al., 1988; Widaman & Kagan, 1987; Sutter
and Reid, 1969; Jones, 1995). Moreover, the educational rationale for CL techniques tends
to have been developed more from socialization needs than from achievement needs
(Turco and Elliott, 1990). As a result, when the techniques are evaluated from the
perspective of achievement, several possible disadvantages emerge. To begin with, in a
heterogeneous grouping, an inherent danger is that if low-achieving students have little to

contribute, they may be belittled by the high-achieving students (Slavin et al., 1985).
Second, some CL strategies seem to ignore the importance of individual education. For
instance, Student Teams Achievement Division and Jigsaw make no differentiation toward
learning objectives among students or teams. (Turco& Elliott 1990) Third, group
contingencies may bring about peer-pressures that can be either facilitative (Pigot,
Pantuzzo, and Clement 1986) or detrimental (Axelrod, 1973). Problems also emerge for
groups when the noise level makes interference in group discussion. Another limitation
worthy of attention is the differences of opinion regarding whether teachers should
encourage conflicting or achieving consensus among group members. All in all, it is easily
observed that the extent of peer influences seems to vary with the features of the task and
the social characteristics of the students.
Pros and Cons in Sample Study
A study of Cambodian American students acquiring English in Philadelphia schools
using CL methods also yields favorable results. (Slavin, 1995; Slavin& Yampolsky, 1991).
Calderson et al.(1997) conducted a two-year cooperative learning program, Bilingual
Cooperative Integrated Reading and Composition (BCIRC). The Spanish speakers were
involved in the program to learn English. They were second and third graders of limited
English proficiency. After the BCIRC program was carried out, an evaluation was made to
investigate its effects on Spanish and English writing, reading, and language achievement

levels. Students’ achievement was found to have improved with the employment of
well-established principles of cooperative learning. These principles enabled students to use
the target language to search for meanings, and to solve problems, and thus enhanced student
motivation and achievement. The subjects were required to take the Spanish TAAS (Texas
Assessment Academic Skills), which is a state mandated criterion-referenced assessment of
reading, writing, and mathematics. Second-graders in BCIRC outperformed the comparison
group of students of four other schools in writing and were marginally better (p<.06) in
reading. At the end of the third grade, all students were requested to take the NAPT
(Norm-referenced Assessment Program for Texas), which is used to measure reading, writing,
mathematics, and social studies. The third-graders in BCIRC on the English NAPT
comparatively scored better than comparison students in reading. In addition, qualitative
evidence revealed that students within cooperative groups enjoyed the program, actually
made meanings for not only themselves but also others, and won writing contests at a high
rate. Other researchers such as Chen (1998) and Santa & Misick (1996) favor CL techniques
because they were found to enhance students’ overall language learning ability and social
skills.
However, several limitations and problems are revealed in the following study. In a
two-year study of a cooperative learning model in three courses offered by these three researchers
within a university in Hong Kong. Csete, Yan and Kwan utilized a paired pre/post survey of

learners, paired observation (early and late) of learning groups involved in assigned tasks, and two
rounds of one-on-one interviews with a subset of learners. The effectiveness of the group work in
CL is examined in several aspects: student achievement of subject matter content; student changes
in interpersonal and decision making skills; and student attitudes toward the model. The
preponderance of significant changes from pre- to post-surveys on 164 matched questionnaires
were negative, suggesting that the existing literature on cooperative or group learning may
overstate the benefits such methods can provide. The findings are: 1) group learning is no better
than other instructional methods in overcoming problems in implementation; (2) the potential
benefits of group learning may not be immediately recognized by students; (3) teachers wishing to
employ group work methods must know what barriers their particular students face and take
measures to help them overcome their deficiencies; and (4) research must be carefully designed if
it is to arrive at an accurate understanding of what are they supposed to achieve when students are
given group learning tasks. The studies of Carroll (1994) and Klein et al. (1997) also yield similar
negative results of CL model.
Although Cooperative Learning is such a promising methodology that it may offer
solutions to present teaching problems, the negative influence and limitations are worth
educators close attention while implementing it. Most important of all, the teachers should
become as familiar as possible with the structures available for use, the purposes for which
they are intended, and determine their goals beforehand. It would be beneficial for teachers

to formulate a group sor that they can share and adjust their CL teaching model as they go
along.
Annotated Bibliography
Calderon, Margarita et al. (1997). Effects of Bilingual Cooperative Integrated Reading
and Composition on Students Transitioning from Spanish to English Reading.
ED 397455
This study examines language achievement of second and third graders of limited
English proficiency in Spanish bilingual programs in El Paso (Texas) and the effects of
a cooperative learning program, Bilingual Cooperative Integrated Reading and
Composition (BCIRC), on the Spanish and English reading, writing. BCIRC was
expected to enhance student English-learning motivation and achievement by applying
well-established principles of cooperative learning. A comparison of standardized test
scores in three BCIRC and four comparison schools generally supported these
expectations. On the Spanish Texas Assessment of Academic Skills, second graders in
BCIRC schools scored significantly better than comparison students in writing and
marginally better in reading. On the English Norm-referenced Assessment Program for
Texas third graders in BCIRC scored better than comparison students in reading. Third
graders in BCIRC for 2 years scored better than control students on both scales, and
BCIRC third graders met criteria for exit from bilingual education at a significantly
higher rate than did comparison students. Qualitative evidence reveals that students in
cooperative groups are making meaning for themselves, enjoying the program and
having success in writing contests.
Caroll, P. S. (1994). Metamorphosis: One teacher's change/one class' reaction. English
Journal, 83(6), 22-28.
The researcher observed an 11th-grade English class over the course of a year. From
interviews with the teacher and the students, it is reported that a significant number of
students hold negative responses to the cooperative peer workshops. Many of the
students, for fear that other students might think little of their opinions, were reluctant
to talk over personal ideas with their peers and even voiced their preferences for the
more traditional, teacher-directed class format.

Chen, H. C. (1998) The performance of Junior college students studying English
through cooperative learning. Papers from the Proceedings of the Seventh
International Symposium on English Teaching (pp.231-238). Taipei: The Crane
Publishing Company, Ltd.
This study explores how the college students react to the changes in their language and
social development when the classroom setting is switched to cooperative learning.
143 freshman in Kang Ning Junior College of Nursing were taught English by the
Student Teams Achievement Division (STAD) model as the framework for two
months from mid-November 1997 to mid-January 1998). Three Cooperative
structures—Within-Team Jigsaw, Roundrobin and Number Heads—were utilized in
sequence to ensure equal participation and increased social skills. 12 students with
different levels of proficiency according to their baseline scores and cooperative
scores were randomly selected as the participants in open-ended interviews with the
teacher-as-researcher for the data collection. The data showed that the participants
hold a extremely positive response to CL and achieved accomplishments in three
areas: language development, social relations and affective development. In addition,
some problems pinpointed by the participants and possible solutions to those are
discussed.
Csete, J. M., Yan, L. & Kwan-Liddle, M. (1998) Sound good, but that doesn't work
here: postsecondary learners' perceptions of small group learning in an Asian
context. Paper presented at he Annual Meeting of the American Educational
Research Association (San Diego, CA, April 13-17, 1998) ED421937.
This two-year study of a CL model is aimed to examine how small group works for
Asian students. All informants were Asian students within a university in Hong Kong
enrolling in three different researchers’ classes. The major source of evidence for this
paper is 164 paired (pre/post) questionnaires completed by learners in these three
courses. The questionnaire was constructed to capture changes in learner perceptions
on four variables, achievement of the subject matter, enhancement of interpersonal
skills and decision making skills and attitude toward the group work method. The
results of the quantitative analysis of the 16 measures related to those four variables are
depicted in tables. All differences from pre to post tests on the paired samples t-tests
(p< .05) are indicted by arrows, with the direction of the arrow indicating either a
significant increase (up arrow) or decrease (down arrow) from pre to post scores. The

results revealed the differences between classes as well as the overwhelming negative
change in learners’ perceptions of four variables from pre to post questionnaires. The
finding of four major learning points are drawn in this study from data collection
methods of a paired pre/post survey of learners, paired observations (early and late) of
learning groups involved in assigned tasks and two rounds of one-on-one interviews
with a subset of learners. They are concluded: 1) group learning is no better than other
instructional methods in overcoming problems in implementation; (2) the potential
benefits of group learning may not be immediately recognized by students; (3) teachers
wishing to employ group work methods must acknowledge what formidable barriers
their particular students face and take measures to help them overcome their
deficiencies; and (4) it highlights the need to give careful consideration to how to
effectively arrive at an accurate understanding of what transpires when students are
given group learning tasks.
Santa, R. E. & Misick, J. (1996). An adaptation of group dynamics techniques to
conversation workshops for ESL students. ED393526
This paper discusses the effect of small group discussion techniques used in
conversation workshops for students in ESL courses at New York’s Bronx Community
College. In the no more than six students group, the exercise presents students with a
problem and possible courses of action. The task of student discussion group should
arrive at a consensus regarding the solution, select a spokesman and formulate a
rational. In attempting to convince their partners in the groups, students are forced to
participate, construct persuasive explanations for their position, and make themselves
understood in English. The samples of group dialogue and responses in these exercises
are concluded to be effective in increasing students’ ability to express themselves and
employ free conversation, while the use of goal-directed discussion group can be
particularly helpful in oversized classes to allow all students the opportunity to
participate.
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6) Abstract
Maternal employment has become an increasing trend in the United States. In 2000, 73
percent of women with children were in the labor force and about 8.7 millions of 3- to 5-yearsold children participated in some kind of center-based program such as preschool or
prekindergarten. Researchers have sought to understand how working parents choose care for
their children, however, little was known about why parents enrolled their children in Montessori
or constructivist preschools. The purpose of this study aims to investigate how intrinsic and
extrinsic characteristics impact parents’ decision on the choice of Montessori vs. constructivist
preschools. Extrinsic characteristics refer to the characteristics of care that do not affect the child
directly including the convenience for parents such as hours, location, and cost. Intrinsic
characteristics refer to those that affect the child’s experience directly as educational or
developmental characteristics such as teacher/child ratios, group size, staff qualifications, etc.
We know very little about the role of extrinsic and intrinsic characteristics play in the child-care
choices that parents make.
Two hundred and two parents participated in this study, including 102 parents from
Montessori programs and 100 parents from constructivist programs. Parents filled out a
demographic questionnaire regarding their age, educational level, incomes, etc. Parents were
asked to give three major reasons that impact their decision on enrolling their children in the
current preschool. The researchers then categorized parents’ answers into either extrinsic or
intrinsic characteristics. The results indicated that 64.61% of parents from the Montessori
programs and 60.8% of parents from the constructivist programs indicated the intrinsic
characteristics impact their decisions. About forty percent of constructivist parents and 35.41%
Montessori parents indicated the extrinsic characteristics impact their decision. The top 6 factors
that impact both Montessori and constructivist parents’ choice on child care including quality or
value the program offers (23.56%), referral and reputation (17.82%), teachers (17.37%),
philosophy (13.44%), location (13.06%), and physical environment (6.62%). Discussion was
provided and recommendations were made based on the results.
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Roads Less Traveledi: Educators’ Careers in Teacher Organizations
While many aspects of school educators’ careers and career development have been
well documented, there has been little attention given to the subset of educators who
have committed themselves to working for educational change through teachers’
organizationsii. Our title refers to a much-quoted poem by Robert Frost: as we explore
the perspectives and activities of this group of educators who have chosen “roads less
traveled,” we are also ourselves choosing a scholarly direction that has not often been
followed.
In this paper, we trace several types of career paths, those taken by individuals who
have served as elected officers, those taken by individuals who have served as
appointed staff/executive officers, and paths that have combined elected and staff roles
in selected teachers’ organizations. We document the various commitments, interests,
and “coincidences” that prompted these educators to become and remain involved in the
work of their professional organizations. We consider the influence of (sometimes
gendered) patterns of participation, of fiercely held values, and of key events in the
development of these careers. We note the intersections of choice, chance, and
opportunity in changing contexts (Bascia & Young, 2001; Young, 1990) – the interaction
and co-construction (Campbell, 2003) of agency and structure – that characterize these
educators’ career development and commitments.
The data for this paper are drawn from a multi-site studyiii that focuses on accounts of
how teachers’ organizations have sought to influence educational policy and practice
through the work of individual educators. We have analyzed 35 life/career history
interviews of 27 individuals associated with four Canadian teachers’ organizations. The
interviews were conducted between 2001 and 2005.
After an extensive search, we see no evidence that there is a body of scholarly literature
dealing explicitly with the careers of teachers who have committed themselves to
working for educational change through teachers’ organizations. We examine and
elaborate concepts from the more general literature on teachers’ work and careers (eg.
Acker, 1994; Bascia, 1994; Bascia & Young, 2001; Helsby, (1999); Huberman, 1993;
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Young, 1990)) as they pertain to this group of activist educators and the roads they have
traveled.
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Title and metaphor adapted from a poem by Robert Frost (1916), The Road Not Taken.
The closing lines of this poem are:
Two roads diverged in a wood
And I took the one less traveled by
And that has made all the difference.
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We use the term “teachers’ organization” to refer to organizations that may describe
themselves as teacher unions, federations, or associations.
ii
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LOOK! LISTEN! and LEARN!: Linking Literacy and Literature
Abstract:
Traditional notions of literacy lie in reading and writing. However, it is important to
recognize that while reading and writing are the most visible of the literacies, they are
strongly supported by other forms of literacy as well. In this workshop, participants will
be guided through a discussion of how children’s literature supports the development of
multiple literacies, with a strong focus on listening, and visual literacy – two aspects of
literacy that are critical but often overlooked.
Listening
How often have you heard teachers say to their students, "Are you listening to
me?" We ask children to listen everyday in schools. And outside of the classroom they
listen for 45 percent of the time (Hunsaker 1990). Expecting children to listen as much
as they do in and out of school points to the need to set them up for success by providing
them with strategies for how to listen. In other words, expecting children to listen is far
different from teaching them how. This presentation is designed to introduce attendees to
some ideas of how to do just that.
What is listening? Ask children this question and you’re likely to get answers that
range from those that focus on behaviors (e.g., not interrupting the speaker) to those that
focus on comprehending what has been heard (e.g. learn from what you hear) (McDevitt,
1990; Donahue, 1997).
Listening is a complex process that is far different from hearing. Hearing is
merely being able to discriminate among the spoken sounds with little or no
comprehension. Listening, on the other hand, is an active process that includes the
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attention of meaning to the spoken message. That is, listening has not occurred unless
comprehension has occurred.

Visual literacy:
Visual literacy can be defined as “the ability to accurately both send and receive
messages that are transmitted by a variety of signals perceived through the sense of
sight”(Rezabek, 2005). In today’s highly visual society, visual literacy is becoming
increasingly more important; we must be able to read not only text, but we also need to
be able to “read” or decode images to gain access to information.
While the skill of “reading the pictures” helps emerging and struggling readers,
the illustrations and other visual images in trade books and even textbooks can provide
additional sources of information for readers of all ability levels. Critical thinking skills
can be boosted by deconstructing visual images and examining the components as well as
the whole of the image. It has also been argued that valuing written text above other
forms of communication excludes the complex social and cultural contexts of language,
limits learners’ opportunities to communicate using multiple communication forms, and
hinders their ability to critically engage with the images that dominate society today
(Millard and Marsh, 2001).
Children’s picture books, while often thought of as being for very young children,
often have highly sophisticated illustrations, containing messages, metaphors and visual
information that extends well beyond the printed text. As a result, these books offer a
perfect opportunity for teaching children and young adults visual literacy to facilitate
reading comprehension.
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Session Content:
The presenters will illustrate how listening and viewing are two areas of language
arts that help form the foundation for literacy development. Research and teaching
strategies will be offered to help attendees show students how listening comprehension
strategies and visual literacy are used to facilitate reading comprehension. Attendees will
also have an opportunity to explore samples of quality children’s literature highlighting
these strategies as avenues to multiple literacies.
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Abstract
Calls for reform in education and teacher education center on the need to prepare teachers to
effectively meet the needs of culturally diverse students. Yet this literature includes few studies,
which share how to make these calls for reform a classroom reality. This study advocates that
multicultural/feminist mentoring is one way to help new teachers put multicultural education into
practice. The study begins by laying out a mentoring framework that is grounded by
multicultural and feminist thinking. Analysis from 20 diverse student teachers mentored with this
framework indicates that having a multicultural mentor raises consciousness about issues of
diversity and helps teachers develop and implement multicultural education practices in school
contexts in ways that move beyond the superficial.
Multicultural/Feminist Mentoring: An Alternative Framework
For Helping New Teachers Teach for Diversity
In recent years, a wave of calls for standards-based reform has swept the country.
Politicians, interest groups, professional organizations, and educational leaders are calling for
standards-based reform (e.g., American Federation of Teachers, 2000; National Science
Foundation, 1996). Two major driving factors in the calls for reform are the need to prepare
teachers to meet the needs of diverse learners and to build stronger university-school
partnerships (National Research Council, 1996; Holmes Group, 1995). However, these new calls
for reform have accompanying silences that threaten their implementation. For instance, one

important aspect missing from the reform rhetoric is specific suggestions for meeting the
challenges associated with working with teachers to implement the sweeping changes being
proposed (Rodriguez & Kitchen, 2005, Rodriguez, 2004).
Now, in unison with the calls for reform, teacher educators are focused on developing
programs to prepare teachers for culturally diverse populations (Ladson-Billings, 1995; Zeichner,
1996). This has become a larger concern because today’s demographics show that most of the
teachers being prepared to teach our diverse children are white and female (Gomez, 1994;
Ladson-Billings, 1995). Although there has been an increase in the scholarship on what
multicultural teacher education should include over the last decade, there is still a large gap
regarding specific strategies for implementing multicultural education in university and school
contexts (Martin, 1995). For example, the literature that speaks to multicultural teacher education
practices most often concentrates upon a single course within a teacher education program
(Ahlquist, 1991; Sleeter, 1996). Although these studies offer rich insights into how pre-service
teachers respond to multicultural courses, they do not discuss how such understandings are
translated into practices for diversity within the field (Martin, 1995; Sleeter, 1996).
In addition, when one looks to the literature on multicultural education and student
teaching, the silences remain undisturbed. According to Grant and Zozakiewicz (1995), most of
the literature on the stakeholders in the student teaching experience--student teachers,
cooperating teachers and university supervisors—only superficially addresses how to include
multicultural education within this portion of teacher education programs. More studies are
needed to yield insights into how new teachers translate their multicultural education
understandings into practices with children in school contexts, and how teacher educators can
support this process so the calls for reform can become a reality. This is particularly true when

one reviews the research on the multicultural mentoring of student teachers. In fact, within the
Handbook of Research on Multicultural Education, Grant and Tate (1995) found only one study
that examined multicultural supervision. The lack of research in this area is particularly
disturbing when one considers that historically, the field experience has been held up as the most
important in helping student teachers develop their teaching practices (Grant & Tate, 1995).
I therefore argue in this paper that one pedagogical place to build the bridge between
multicultural education coursework and implementing such practices in the field is through the
mentoring of new teachers. I use the word mentor to refer to a more experienced educator who
acts as a guide and often an evaluator for the student teacher, providing support, feedback and
space for reflective dialogue, to facilitate their professional growth. In teacher education
programs, mentors are usually referred to as university supervisors. If we want multicultural
practices to become the norm in schools, then our student teachers should have the opportunity to
work with mentors who have expertise in the area of multicultural education, and are committed
to helping new teachers develop practices with this framework in mind. I have been
implementing multicultural mentoring practices with student teachers over the last five years. In
this paper, I examine my mentoring practices with 20 diverse student teachers with whom I have
worked over this time period, to make visible the complicated pedagogy of multicultural
mentoring, and to examine its impact on helping student teachers learn to apply multicultural
practices in school contexts. Each student teacher was involved in one of two professional
development and nationally funded research projects that I helped to administer, both with a
focus on multicultural education (See Author & Rodriguez, 2005).
As a mentor/teacher educator, then, I work from two theoretical arenas: multicultural and
social reconstructionist education and feminist poststructuralism. Zeichner (1992) argues that

social reconstructionists emphasize “teachers’ abilities to see the social and political implication
of their actions and to assess their actions and the social contexts in which they are carried out,
for their contributions to greater equality, justice, and humane conditions in schooling and
society” (Zeichner, as cited in Ladson-Billings, 1995, p. 749). As a multicultural teacher
educator, I work to prepare teachers who understand and work to disrupt the hegemonic
workings of power and systems of differentiation, which create and impact our lives and the
practices of schooling. I also work from the orientation of feminist poststructuralism, the central
themes of which include subjectivity, language, and meaning (Weedon, 1987). Feminist
poststructuralists believe that by understanding the constitutive force of language, we encounter
transformative possibilities for rewriting our existence (Kelly, 1997, Davies, 1993). Together,
these frameworks create the foundation for my work as a multicultural/feminist mentor.
Modes of Inquiry
As the researcher and mentor in this study, I am positioned as a White, English-speaking
woman. These cultural locations construct who I am in my work with student teachers. Given
this, my study focused on these research questions:
1. What impact does a multicultural mentoring framework have on the learning to teach
process for student teachers who are working to become multicultural educators?
2. What challenges arise when mentor and new teacher work together in school contexts
to implement multicultural education practices?
As such, I completed a thematic analysis of my multicultural/feminist mentoring
practices with 20 diverse student teachers across two teacher education programs committed to
preparing multicultural practitioners, one in New Mexico, and one in Southern California. These
student teachers were placed with cooperating teachers within projects who were also interested

in becoming multicultural educators. I worked with these student teachers as a university mentor
during the field experience at the end of their programs. In New Mexico, I worked with nine
student teachers during year one and five during year two. During year three in California, I
worked with six student teachers. The breakdown by ethnicity and gender was: 4 Latinos, 11
Latinas, 1 Chinese American woman, and 4 White women.
In terms of context, within both states, the majority of the children were Latinos/as, with
smaller percentages of Anglo, African-, Native- and Asian-American students. In New Mexico,
student teachers were placed at four schools, in 4th and 5th grade classrooms. In California, the
student teachers were placed at one elementary school, in 4th, 5th or 6th grade classrooms.
The data collected across sites included: transcripts of conferences, artifacts such as
lesson plans and classroom assignments, course work artifacts, and field notes on classroom
visits and on-going mentoring conversations. In addition, I completed an extended ethnographic
interview (Spradley, 1979) with each student teacher once grades were in and the program was
completed, to ask them to evaluate my mentoring practices in more detail.
Using an ethnographic approach to data analysis (Lincoln & Guba, 1985; Spradley,
1979), all transcripts and field notes were read several times by a research colleague and me.
After coding across data sets, prominent categories surfaced that created the framework of my
mentoring pedagogy. The strength and validity of the categories were determined by
triangulating emerging claims across data sets from both settings. Since multiple data sources
and student teaching sites were utilized across two programs in different states (Erickson, 1986),
I was able to draw relevant insights about the process and strategies used within my
multicultural/feminist mentoring that had the greatest impact on the student teachers in the study.
Some Key Findings

Four major categories emerged from the analysis that illustrated the framework of my
multicultural/feminist mentoring practices. Each category was named by a majority of the
students as being beneficial in their development as multicultural teachers. The percentage that
named these as helpful is placed behind each category:
1. Naming implemented multicultural practices (70%)
2. Providing suggestions for how to implement multicultural practices with children in
specific contexts (100%)
3. Holding reflective conversations about the strengths and needs of their multicultural
practices (90 %)
4. Keeping multicultural education as a central driving force in mentoring (65%)
These categories emphasized that the central role for me as the multicultural/feminist
mentor was to help student teachers build a bridge between the theories presented in their
coursework and the development and implementation of context specific multicultural practices
with their diverse students. In addition, findings across programs demonstrated that having a
multicultural/feminist mentor heightened student teachers’ awareness about multicultural issues
and how they played out in the field, as one student teacher shares:
I became extra aware of my practices and how I was treating boys versus girls, or
how I was bringing in issues of diversity when you came to visit me in the classroom. I
knew you would be watching for these things so it brought it to a new level of
consciousness for me when I was working with the children (Julie, I2, p. 11, 2002).
Due to space, I will discuss only one category in more detail here, Providing Suggestions.
During each post-conference after observing a lesson, I would offer ideas for how to make the
lesson more multicultural. For example, during one conference I suggested that Jose, who had
just taught a lesson about the different kinds of tools used during colonial times, have the

students create a chart that showed which gender they thought used those tools most at that time.
Next, they were to chart a partner tool that might be used today and again chart which gender
used each tool most often today. Once data was charted, I suggested he open a discussion about
gender roles with the students, to help them begin to analyze and make sense of the charting
based on the historical context and how gender roles have changed over time. I was pleased to
see on my next visit that Jose had successfully implemented this idea and that the students
became very engaged in the discussion. The class even suggested that they have a rally to
promote gender equality, with picket signs and all. And Jose opened the space for them to do just
that. His cooperating teacher even commented on how engaged both the boys and girls were in
this gender equity event. This is just one example of the category, “Providing Suggestions.”
A student teacher explains how she appreciated my sharing such suggestions:
I would say the suggestions you gave really helped me understand how to
implement multicultural practices with my students. Your ideas made me learn to think
outside the box and extend beyond my own understandings of teaching. I mean, I was
always committed to being a multicultural educator, but I didn’t really see how to do it
with children... But your ideas helped me see how it could be a daily part of how I
approach everything I do (Virginia, I2, 13, 2002).
In the paper, further evidence is discussed that demonstrates how the student teachers responded
to each category, as well as the challenges arose along the way.
Conclusion
Findings from this study on multicultural/feminist mentoring demonstrate that it is has
potential for helping new teachers develop practices that will meet the needs of diverse learners.
Though student teachers initially struggled with how to implement such practices, each made

progress in terms of developing more sophisticated understandings of multicultural education
and increasing their understandings for how to implement such practices in the field. I believe
that having a multicultural mentor was the key to them not falling back to more traditional and
familiar ways of teaching children as they began their new teacher journey. This alone speaks to
the importance of mentors who are knowledgeable about and committed to multicultural
education. Without such players in the student teaching field, multicultural issues will continue
to be overlooked.
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…any sentence that refers to “the” reliability coefficient is simplistic, and almost
certainly wrong.
L.J. Cronbach
Abstract
Fisher (1935) discusses and proposes valid research designs which led to the
development of sophisticated techniques. These are widely used in the physical sciences
and they are using statistical models, both for univariate and multivariate data. These
models encounter two serious difficulties when used in social science research: one,
potential difficulties with reliability and two, volunteer or convenience samples instead of
random samples. Campbell and Stanley (1963) in their classic monograph adapted some
of Fishers work for social science research. Their work considered internal and external
validities. They proposed statistical models for both true experimental and quasiexperimental designs. This report will deal with the potential and often encountered
problem with reliability. Cronbach etal (1972) supplied us with the concept of G generalizability and D - decision studies which enables a researcher not only to establish
some control over extraneous and random variance but also estimate the statistical power
of the experiment. This concept applies directly to research design, a necessary model for
non-precise, unreliable data.

Two of the difficulties which are present in social science research arise since we
have to deal with non-random data and often use data suspected of low reliabilities when
interpreting results. Fisher (1935), in his classic discussion of research design, uses a
non-random sample as the basis for two chapters suggesting different approaches to
randomization allowing for a study of a single person. This report attempts to solve the
second problem mentioned above; controlling and estimating variances: systematic,
extraneous, and error or unexplained variance. The work by Cronbach (1972) and his
associates enables one to examine the possible lack of control over the variances by using
his G and D study model when designing the experiment. This report deals with a
possible approach to better, more valid, experiments based on Cronbach’s G and D study
model.
Although Cronbach’s proposal for a preliminary generalizability –the G study and
a decision – the D study, uses terms different from statistics terminology, this report will
be using standard statistical terms. He uses, for example ‘facet’ instead of ‘factors’, or
independent variables. Cronbach also was hinting at using his G and D study model for
research design. Indeed their second chapter starts with the assertion that: “With multiple
facets, a great variety of experimental designs are possible”. Experimental design for
social science research is based on developments in the physical sciences such as
agriculture, biology and chemistry. One of the bases for the research in the physical
sciences is variance control. One can consider this on the basis of three different types of
variance: systematic or experimental, extraneous, and error or residual, unexplained
variance. It is this last one where social science and physical science differ most sharply.
Whereas Fisher examined and researched the first two types, systematic and extraneous,
the work of social scientists had to additionally consider unexplained variance based on
inaccurate, non-precise data. Error variance is unexplained by the mathematical model
used in research in physical sciences as well engineering for example. For social science
research this error variance is inflated by non-reliable data combined with random error
expected in physical science research.
The G study concentrates on the three variance sources. The major difference to
classical reliability analysis comes from a systematic examination of the factors involved
in the G and later D studies. These factors, the extraneous variables, are treated in one of
the following three methods: sample each factor systematically on at least two levels,
design to keep the factor constant, let the factor vary without experimental control.
Systematic variance is maximized in the usual statistical technique by selecting
the person levels as far apart as possible. In other words use the test for observation based
on widely different ability levels.

The major contribution comes from an examination of the estimation of the error
variance and the method available to design an experiment. Based on these variance
estimates we design a study which will enable one to achieve a desired level of
generalizability. These generalizability estimates will be based on the estimated variance
ratios and different intraclass correlation coefficients.
Social scientists are well aware of the difficulties which arise with research design
when the measurements available are fraught with reliability and validity problems. We
consider the problems due to reliability. The true-score model of Spearman and Brown
had been developed further by social scientists such as Kuder, Richardson, Carroll just to
mention a few and Cronbach (1951) in his most influential paper leading to the Cronbach
α coefficient.
Cronbach (1972) describes a G study as a procedure to collect data from which
estimates can be made of the components of variance. This is to precede a D study where
data is collected, according to a research design for making decisions or drawing
conclusions. We propose to use the G study to serve two purposes:
1. Examine the generalizabilty of a measuring technique.
2. Use the variance estimates to design an experimental research study with control
of the power of the experiment to find expected difference effects.
Whereas the first aim is to examine the accuracy of our measuring instrument and on
the basis of this information control or improve our measuring instrument using
psychometric analysis, the second allows us to us to design a study which based on
statistical principles satisfies a required power of the test. Realistic power considerations
cannot be made in the absence of estimates for the different sources of variance. We thus
are able to combine statistical and psychometric models for valid and powerful
experimental designs. Note that Cronbach’s D study is by necessity part of the
experimental design.
One of the most fundamental questions researchers try to answer concerns the
sample size needed for an experiment. Cohen (1967) discussed this particular problem as
it relates to the power of a test. His suggestion to detect the presence for small, medium,
or large effects is one possible technique. Although this could develop into a valid
development of understanding experiments it neglects the necessity of researchers to
examine real, factual effects as contrasted to ‘significant’ differences. What is needed is
an estimate for the previously mentioned variabilities in social science research:
systematic, extraneous, and random not explained variation. This calls for a two sample
approach to research design. Of course for replication studies such estimates might
already be available.
Accepting the argument that a first sample is necessary one need to examine the
type of experiment for such a first study. This is where Cronbach (1972) becomes
relevant for experimental design. He proposes a set of eight mathematical models which
can be statistically analyzed. He also discusses the underlying theory for multivariate
models

The completely crossed design for all independent factors seems the most
informative model for a G study. Of course for studies which include covariates a
different design for would be used. The G study depends of the proposed research and
thus is very dependent on collaboration between statistician and researcher. Based on the
information of the G study a valid and optimal D study can be designed Cronbach’s work
thus is able to enrich experimental design with a more valid approach for social science
research.
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Abstract
Fisher(1935) discussed valid research designs which led to the development of
sophisticated statistical techniques. These are widely used in the physical science. These
designs are using statistical models both for univariate and multivariate data. These
models encounter two serious difficulties when used in social science research: one,
potential difficulties with reliability and two, volunteer or convenience samples instead of
the model assumptions of randomly selected data. Campbell and Stanley (1963) in their
classic monograph adapted some of Fishers work for social science research. Their work
considered internal and external validity and they proposed statistical models for both
true experimental and quasi-experimental designs. This report will deal with the options
available for the statistical analysis of data. Five different models will be proposed for
consideration for the statistical analysis.
The report proposes a statistical inference model for quasi-experimental and N=1 design
problem by restricting the generalization to the data at hand. By using randomization
models analysis instead of classical statistical inference the results can be used as an
exploratory technique or conclusions based on the observed samples only.
Generalizations to populations are to be made only by subject specialists.

Published studies are often based on research design models from the Campbell
and Stanley’s 1963 monograph. Campbell and Stanley propose the use of random
samples and control groups to establish external and internal validity of the results. The
major difficulty arising in social science research is the, usual, absence of random
selection of the experimental and control samples for later use in statistical inference.
Thus the statistical model used for generalizations to a population becomes invalid or at
best approximate. External validity, the generalization to a population, should not be
based on statistics but can be only be based on the expert knowledge of the researcher.
The judgment, in other words of who is represented by the observations, how typical this
sample is, becomes the task, with the associated risk, of the subject expert. Every sample
is representative, typical, of some population. It has to be left to the subject specialist to
identify the population. This will often necessitate the collection of additional,
demographic information.
Fisher(1935) used the trivial experiment of tea testing to illustrate principles of
experimental design. Following his example we propose randomization tests for an N=1
study. This is the argument of many researchers and is widely discussed on the internet;
see for example Gibbons, B, & Herman, J. (1997). A second consideration for
experimentation with samples of size N=1 in social science research has to be considered,
the non-preciseness of data and the a-priori knowledge of the subject which is the study
in an N=1 study. Viertl ( 1996) has a chapter dealing with Bayesian inference for nonprecise data.
For the ‘true experimental designs’, as outlined by Campbell and Stanley (1963),
we would of course use the classical parametric inference if the assumptions: independent
observations, normality and homogeneity assumptions can be made. Distribution free test
when the assumptions seem suspect can be used; also randomization tests are valid for
this situation. Stochastic inference at this stage would only be useable for unequal
variance model for a 2 – sample test.
Randomization tests for N=1 and quasi-experimental design are based on Fisher
(1935) by following his development and examples. He clearly designs experiments for
non-random observations and single observations. His discussion includes a very
important look at different methods of randomizations to allow for a valid randomization
test. All the tests to be discussed next assume some random assignment of treatment or
observations.
Social scientists by necessity play a more active part in the process of statistical
inference than researchers in the physical science area. The statistical model for quasiexperimental design allow for a critical examination between samples. Generalizations to
populations have to be done on the basis of the subject knowledge of experts. A
Bayesian model can be used if a-priori knowledge is available.
Stochastic inference combines concepts of parametric and randomization models.
This leads to a valid model for quasi-experimental designs. Stochastic inference achieves

a parametric model by transferring inference through random combinations of
observations. Since this means a loss of Degrees of Freedom the model is best suited for
large data sets and for multivariate observations. Large samples allow for creating new,
smaller samples by randomly creating new random variables. Usually these new variables
will be means that can be then considered to come from normally distributed random
variables, based on the central limit theorem. For the 2-sample case we next define a
single random variable based on the difference between random differences of the
observations collected before. Now we can perform a single mean test for µ = 0. This
leads to, for example, a solution of the Behrens-Fisher problem.

Fisher (1935) in his groundbreaking book on experimental design gives as an
example what we no call a N=1 study. The second chapter of his book deals with tea
testing situation of one particular person. Based on his work we can make a number of
important observations:
1. a study can be done for one person only;
2. we do not need hypotheses testing along the lines of classical statistics;
3. randomization allows us to discuss the probability of a particular result by an
examination of all possible outcomes;
4. by establishing the required magnitude of risk we can decide on the design;
5. the result if not generalizable to a population is nevertheless of importance;
6. Fisher demonstrated the use of what we now call a randomization tests;
7. hypotheses testing can be performed for non-random samples as long as we have
control over randomization.

Fisher (1935) proposed a research model based on the idea of randomization.
This approach led ultimately to the randomization tests for a number of different
models. The interesting feature is the a-priori statement of classical hypotheses testing
and the a-posteriori inference based on the data collected. In other words, the
distribution which will determine the result of the inference is sample based. This
aspect has certain features of Bayesian statistics – determination of the probabilities
based on observed data.
1. Quasi-experimental designs often suffer from a lack of ‘equalization’ based on
random assignment; the literature has numerous discussions of the use of
randomization tests especially useful for small sample cases. Cook and
Campbell (1979) point out quite clearly that no analysis technique exists that
can be blindly applied to all sets of data with foolproof results. In this report a
number of options for the statistical analyses will be considered.
2. Stochastic inference proposes a different approach for large sample situations
where the fact of complete clusters used for sampling leads probable
violations of homogeneity of variance and covariance for the multivariate
case.

Thus realistically using statistical inference only for the samples available and
accepting generalizations as the task of subject experts we have five models to
select from: parametric, non-parametric, randomization, Bayesian, and stochastic
inference models.
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4th Annual Hawaii International Conference on Education
A Qualitative Study of Students’ Perceptions towards the Quality of Online Education
How to ensure the quality of online learning in institutions of higher education has been a
growing concern during the past several years. While several studies have focused on the
perceptions of faculty and administrators, there has been a paucity of research conducted
on students’ perceptions towards the quality of online education. This study utilized
qualitative methods to investigate the perceptions of students from two universities and
one community college regarding the quality of online education based on their own
online learning experiences. Interviews and observations were conducted with three
students. Various documents were collected, digital and printed. Positive and negative
experiences of students were examined. Factors that contribute to those experiences were
also identified. The findings of this research revealed that flexibility, cost-effectiveness,
electronic research availability, ease of connection to the Internet, and well-designed
class interface were students’ positive experiences. The students’ negative experiences
were caused by delayed feedback from instructors, unavailable technical support from
instructors, lack of self-regulation and self-motivation, the sense of isolation, monotonous
instructional methods, and poorly-designed course content. The findings can be used by
instructors to understand students’ perceptions regarding online learning, and ultimately
improve their online instructional practices.
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The Integrated Environmental Health Middle School Project (IEHMSP) is a collaboration between K-12 educators in
Washington State and researchers at the University of Washington NIEHS Center for Ecogenetics and Environmental
Health. With the support of their principals and school district administrations, participating teachers work with their
middle school students across disciplines, on relevant themes related to the environment’s effect on personal health.
Ninety-two teachers have incorporated a range of IEHMSP curricula to date and over 6,500 Washington students
have participated in the project. The IEHMSP seeks to: 1) develop integrated environmental health (EH) curriculum;
2) train teachers to incorporate and use the materials in the classroom; and 3) evaluate both curriculum
implementation in classrooms and student learning outcomes. The project measures students’: 1) ability to identify
EH issues; 2) knowledge of EH core concepts (such as dose, routes of exposure and individual susceptibility); and 3)
understanding of problem solving components including how communities are structured, where to find resources for
learning about an EH topic, how to collect relevant data and information about an EH issue, how to analyze the data
they have collected and where in the community to communicate their research findings. This paper specifically
describes a preliminary assessment of student learning outcomes.
Integrated Environmental Health Curriculum
IEHMSP curricular materials are aligned with specific state and district learning benchmarks, and provide teachers
with various ways to integrate environmental health into their own teaching plans. Incorporating environmental health
in the classroom is in line with the Federal Healthy People 2010 and Washington State’s Common School Provisions
2005. (U.S. Department of Health and Human Services, 2005, Washington State Legislature, 2005.) These
publications state that improved awareness about the environment and about the environment’s connection with
human health are crucial to ensuring healthy, educated communities in Washington State.
The IEHMSP staff designed a manual to assist students as they research environmental health issues. The manual
includes student project guidelines, topic suggestions, scoring rubrics for presentations and project evaluation criteria.
As a tool to introduce students to this type of problem-based learning, The Quicksilver Question was developed. The
Quicksilver Question is an interactive web-based module set in a fictional town and models how students can
research a local EH concern. At the request of participating teachers, additional support curricula were developed
called the EH Fact Files: LEAD and ASTHMA. These curricula directly capture subject area learning requirements in
four disciplines and are designed to be used as discrete lessons in math, language arts, science and social studies.
All project curriculum include the component "Student Introduction to EH" which is used to introduce students to EH
vocabulary and EH core concepts. IEHMSP has been successful in gaining and maintaining district support for using
EH topics as an integrating context for learning across disciplines. Teachers in several districts are involved with
IEHSMP for their fifth year. The project is also partnering with the Office of Superintendent of Public Instruction
(OSPI), Washington’s state department of education. IEHSMP staff participated in writing questions for the science
Washington State Assessment of Student Learning, Washington’s performance based test. In addition, IEHMSP
materials have been identified by OSPI as a valuable teaching tool for Classroom Based Assessments in Social
Studies.
Theoretical Framework
Combining subjects to meet objectives across the curriculum and reducing redundancy of content, makes integration
an effective teaching tool (Hargreaves, 2000, Hinde, 2005). Additionally, integrated curriculum has the potential to
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excite students by engaging them in real-life problems, issues and concerns. Advocates for integrated curriculum
believe that middle school is the ideal home for interdisciplinary teaching, resulting in genuine learning (Beane, 1991,
Vars, 2001). Adolescence is a dynamic time in human development and middle school students begin to recognize
the personal and community issues around them. Integrated curriculum allows these students to organically explore
issues, and bring their personal experiences into understanding and solving community issues.
The central hypothesis for the IEHMSP intervention is that students who are actively engaged in locally relevant
environmental health research will increase their problem solving and critical thinking skills and their understanding of
core EH concepts. This more direct engagement in learning activities will result in academic improvement and affect
student attitudes about and interest in school.
The theoretical literature identifies multiple approaches to integration (Fogarty, 1991, Hinde, 2005, Vars, 1991).
These approaches can be aligned on an integration continuum, offering educators various ways to explore the
connections within and across disciplines. The IEHMSP approach is similar, encouraging teachers to integrate at the
level in which they find successful with their students. The IEHMSP staff created a tiered model of EH curriculum
integration, called the IEHMSP “integration pyramid” (figure 1). This model differentiates between four levels at which
EH topics can be integrated into classroom instruction. The “Student Introduction to EH” is a curricular component
common to every level of the pyramid. These tiered levels provide teachers the ability to integrate around EH themes
as they address discipline specific content. Teachers appreciate this flexibility so they can prioritize state
requirements and district goals for student learning. This opportunity for flexibility in implementation is important to
teachers and is fundamental to the sustainability of IEHMSP materials.
At Level 4 of the pyramid, students work with
teachers from a variety of disciplines to identify and
research their own community-based EH projects.
Integrated inquiry-based learning

Integrated project-based learning
Integrated curriculum

Environmental health content

Student
LEVEL 4
directed
EH research
projects

The Level 3 integrative approach includes
researching an EH issue of concern while building

Teacher directed
LEVEL 3
EH research projects
EH topic(s) used
for integrated teaching
EH topics covered in
individual subject areas

Figure 1: IEHMSP Integration Pyramid

skills across subject areas. At this level teachers

LEVEL 2

LEVEL 1

choose the focus of research rather than the
students. In Level 2, teams of teachers use EH
topics as a context (theme) across multiple
disciplines. Finally, Level 1 meets the needs of a
teacher who is not in position to partner with peers.
The focus of EH integration is within a single subject
area.

Assessing Classroom Integration
Three classrooms were chosen for this preliminary analysis because they had completed their EH activities by
January 2005 and they provided contrasting examples from classrooms whose intervention fit into different
integration levels of the pyramid. This paper focuses on preliminary findings from the student assessment tools. In
School A, EH was addressed in one classroom by an individual teacher and was considered a Level 1 Integration.
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Seventh graders in a science class were introduced to EH concepts though two guest lecturers and two EH Fact File:
LEAD activities. Lessons included a group science activity on household hazards and independent reading in
language arts on Ludwig von Beethoven’s lead exposure (27 class hours were reported). In School B, EH was
addressed in an elective EH class and included a mix of 7th and 8th graders. Each teacher involved in the elective
class worked independently but addressed learning requirements from four subject areas, this was considered a
Level 2 Integration. Students used multiple lessons from all subject areas of the EH Fact Files: LEAD and ASTHMA.
Other activities include The Quicksilver Question, analysis of current EH news stories, making safety labels for
household hazards, and writing/performing a play on Ancient Rome (an average of 40 class hours was reported). In
School C, a pair of teachers team-taught EH in 7th grade Language Arts and Science classes and this was
considered a Level 3 Integration. School-relevant EH hazards were identified by students: mold, lead, indoor air
pollution, asbestos, bus exhaust and school lunch nutrition. Students chose and researched one of these topics, met
experts, located and graphed relevant data, and drew conclusions. Students wrote persuasive letters, practiced
interview skills with EH experts and used their communication skills at a culminating 'Community Conversations'
event (33 class hours were reported). An assessment of student learning for these three levels are described in this
paper.
Assessing Student Learning Outcomes
The IEHMSP student assessment involved pre testing all students prior to the introduction of any EH curriculum
materials within the first month of the school year and post testing all students upon completion of EH instruction. The
pre and post tests contained multiple choice and short-answer questions. A single extended response question asked
students to apply their EH knowledge and vocabulary to an issue/problem they selected from their community. The
general format of the test was modeled after the Washington State Assessment of Student Learning. The pre and
post tests measure students’ understanding of EH core concepts, their ability to identify EH issue/problems and their
ability to apply critical thinking skills to a self-identified EH issue/problem. Similar to the state test, the IEHMSP
student test is a criterion-referenced assessment measuring student knowledge. The scoring rubric was developed by
project staff and participating teachers. Inter-rater reliability scores were tested until an 80% or greater agreement
ratings were achieved.
The IEHMSP student assessment was comprised of three subscores and a total score. The subscores were
computed for the following areas:
1.

Ability to define and identify EH issues/problems (four short answer questions for a total of 20 points).

2.

Knowledge of EH core concepts (ten multiple choice and short answer questions for a total of 55 points).

3.

Ability to address the important parts of the problem solving process related to an identified EH issue/problem
including identification of community resources related to the problem and key stakeholders who would benefit
from their findings (three questions [two short answer and one extended answer] for a total of 36 points).

In this preliminary analysis, a total of 225 students were assessed from the three schools. One hundred and fifty three
students had matched pre and post tests. There were 55 students who received Level 1 Intervention, 41 students
who received Level 2 Intervention and 57 students who received Level 3 Intervention. One way ANOVA results were
computed for each of the three subscores across levels of integration. Pairwise contrasts were computed using
Tukey error protection (Type I) and a confidence interval of 95%. This identified which pairs of groups were different
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in their pre and post test scores.
Findings
1.

Ability to define and identify EH issue/problems

This subscore category was comprised of four questions for a total of 20 points. The students were asked to define
EH in one question and to provide examples of EH issues/problems in three other questions. Table 1 shows the pre
and post test scores. ANOVA results for pre test scores across integration levels showed no significant differences in
students’ ability to identify and define an EH issue/problem.
Table 1: EH Issues/Problems Subscore
School

Data

Pre Test

Post Test

School A – Level 1 Integration

Average

4.1

3.5

n = 55

Std. Dev.

2.2

2.6

Max

9

10

Min

0

0

School B – Level 2 Integration

Average

4.2

4.9

n = 41

Std. Dev.

2.2

2.0

8

9

Max

0

1

School C – Level 3 Integration

Average

Min

3.6

5.3

n = 57

Std. Dev.

2.2

2.3

Max

8

9

Min

0

0

ANOVA results on the post test EH Issues/ Problems subscores were significant across integration levels (p<0.0003).
Level 3 Integration post test scores were the best and were significantly different than Level 1 Integration. Post test
scores for Level 2 Integration students were significantly better than Level 1 Integration scores. There were no
significant differences in post test scores between Level 2 and Level 3 Integrations. Level 2 and Level 3 Integrations
had more hands-on hours of exposure to EH curriculum where students were using the concepts, and this may
account for the non-significance of their post test scores.
Results showed that students across all integration levels found it difficult to define environmental health. Level 3
Integration had the lowest percentage of students who could not either define EH or provide an example of an EH
issue at post test, while Level 1 Integration had the highest percentage of students (table 2). Level 3 Integration
students also had the highest percentage of students who could both provide a correct definition of EH and provide
an example of an EH issue (table 3). From the total student sample, almost 40% of students (39.2%) could provide
examples of EH issues at post test without being able to correctly define EH. Too frequently students defined EH as
the effects of humans on the environment, rather than the effect of the environment on personal health.
Table 2: Percent of students who could NOT define an EH
problem nor provide an example of an EH problem
(Matched n = 153)
Pre Test
Post Test

Table 3: Percent of students who could provide both a
definition and example of EH
(Matched n = 153)
Pre Test
Post Test

Level 1 Integration

30.91%

45.45%

Level 1 Integration

27.27%

18.18%

Level 2 Integration

26.83%

24.39%

Level 2 Integration

24.39%

21.95%

Level 3 Integration

24.56%

19.30%

Level 3 Integration

21.05%

36.84%
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2.

Knowledge of EH core concepts

This subscore category was comprised of ten questions for a total of 55 points possible. The IEHSMP EH core
concepts include: dose, routes of exposure, individual susceptibility, risk, environmental justice, community resources
and community action. Students were asked for the definition of dose, exposure and environmental justice, and were
asked to apply dose, exposure and individual susceptibility in short-answer format questions. ANOVA results for pre
test scores showed no significant differences across integration levels.
Table 4: EH Core Concept Subscore
School

Data

Pre Test

School A – Level 1 Integration

Average

24.7

Post Test
27.5

(n = 55)

Std. Dev.

9.5

9.5

Max

41

42

Min

8

3

School B – Level 2 Integration

Average

22.1

33.7

(n = 41)

Std. Dev.

7.9

7.6

Max

35

48

Min

4

17

School C – Level 3 Integration

Average

21.6

28.9

(n = 57)

Std. Dev.

7.9

7.8

Max

36

42

Min

0

7

The post test scores improved in all the levels of integration. Post test scores in Level 2 Integration were the highest
and were significantly different from Level 1 and Level 3 Integrations. Post test score between Level 1 and Level 3
Integrations showed no significant differences. Students with Level 2 Integration had the largest EH core concepts
change scores, which may be a result of more hours of EH curriculum that more directly addressed the core
concepts.
3.

Ability to address the important parts of the problem solving process related to an identified EH problem.

This subscore category was comprised of three questions with a possibility of 36 total points. Students were asked to
identify an EH issue/problem and name the important EH factors to consider in short-answer format questions. They
were also asked to identify community resources related to the problem and key stakeholders who would benefit from
their findings. While 36 points were available for this subscore, scores of 20 would be considered to be an excellent
demonstration of an EH problem-solving process.
ANOVA results for pre test scores showed significant differences in scores between levels of integration (table 5).
Level 2 Integration showed significantly different pre test scores from both Level 1 and Level 3 schools. ANOVA
results on the post test EH Problem Solving subscores showed significant differences between the levels of
integration (p<0.0001). Pairwise Contrasts showed significant differences between Level 1 and Level 2 Integrations
and between Level 1 and Level 3 Integrations, but not between Level 2 and Level 3 Integrations.
Given the significant difference in pre test scores for level 2 integration students, paired t-tests were computed for the
post test subscores for each integration level. Level 3 Integration students showed the greatest progress with EH
problem solving skills (p<0.0002). Level 2 Integration students, while demonstrating significantly different problem
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solving skills from the outset, did not improve their scores significantly (p<0.1944). Level 1 Integration students
showed a significant decrease in post tests scores (p<0.0096).
Table 5: EH Problem Solving Subscore
Pre Test

Post Test

School

Data

School A – Level 1 Integration

Average

3.5

1.6

n = 55

Std. Dev.

4.1

3.5

Max

12

15

Min

0

0

School B – Level 2 Integration

Average

6.3

4.7

n = 41

Std. Dev.

6.3

6.7

Max

19

19

Min

0

0

School C – Level 3 Integration

Average

3.0

6.4

n = 57

Std. Dev.

4.6

6.4

Max

14

21

Min

0

0

Summary of findings
Level 3 Integration students who were engaged in the problem solving process for a local EH issue/problem, showed
greatest improvement pre-post test in their ability to identify important parts of the EH issue to address. These
students also improved in their ability to identify the processes for gathering resources and communicating their
findings for any other EH issue/problem. Level 2 Integration students showed significant differences in their
understanding of EH problem identification and EH core concepts than other integration levels, but did not show
improvement in their own EH problem solving skills. While the preliminary analysis suggests that Level 1 Integration
students showed the least improvements, positive pre-post test differences in their understanding of EH core
concepts should be noted.
Discussion
Washington State identifies a student’s thinking process skills and ability to apply information to new situations as
components of the state’s learning requirements. In this analysis, Level 3 Integration students showed a significant
improvement in their ability to engage in a problem solving process. Students in School C (Level 3 Integration) were
taught across disciplines by a teaching team and researched school-relevant EH topics. Students wrote papers and
presented their research findings at a community culminating event. Students in School B’s EH elective class (Level 2
Integration) were exposed to multiple lessons from all subject areas of the EH Fact Files: LEAD and ASTHMA, and
wrote and presented their lessons to peers. Students in School A (Level 1 Integration) learned about EH through two
guest lecturers and did two EH Fact File: LEAD activities. These students had the least opportunity for hands-on and
problem solving activities.
These preliminary findings have been instructive to the project. It is clear that student understanding of what
constitutes an EH issue or problem remains a challenge. IEHMSP staff have responded by developing an animated
PowerPoint presentation to accompany the written version of “Student Introduction to EH”. Returning teachers have
embraced this new tool that offers students an interactive introduction to environmental health. The preliminary
findings have also shown that the IEHMSP curriculum benefits students, giving them opportunities to practice
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problem solving skills by investigating personally relevant real–world issues in multiple subject areas. Because the
IEHMSP assessment tool is similar in format to the state’s performance-based test, it has been identified by
participating teachers as having an inherent value as a practice tool for students.
Educational research findings that show improvement in student learning outcomes have implications at the state and
national levels. Documentation of positive student outcomes (such as we find in this analysis) are part of the catalyst
that drives systemic improvements. Teacher and administrative support of integrative and contextual learning
approaches have provided IEHMSP the opportunity to collect such findings. Their continued support will be
necessary to address infrastructure challenges that exist in many secondary schools.
Research on successful classrooms, schools, and districts in Washington State indicates that interdisciplinary
curricula and cooperative group learning are among best practices associated with positive student outcomes.
However it is clear that instructional strategies alone have not demonstrated increases in student learning. Curriculum
alignment to education standards and supportive school infrastructure must be added into the equation (Foust, 2003).
The IEHMSP intervention intends to continue to play a positive role in building a sustainable infrastructure by linking
students to their communities, teachers to resources and supporting districts in meet state goals. Next steps include
scoring and analyzing the remainder of student tests from the 2004-05 school year. Additional analyses will include
Hierarchical Linear Modeling using nested school, class and student variables.
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Abstract
"Web education materials for Micronesian Diaspora"
4th Annual Hawaii International Conference on Education
January 6 - 9, 2006
Renaissance Ilikai Waikiki Hotel, Honolulu Hawaii, USA
Fr Francis Hezel, Director, Micronesian Seminar
Mr Jason Aubuchon, Asst. Director, Micronesian Seminar
Ms Rieko Hayakawa, Project Coordinator, The Sasakawa Pacific Island
Nations Fund
Background:
The Micronesian region consists of two types of political entities. One
belongs to the US, such as Commonwealth of Northern Mariana
Islands and Guam. The others are independent countries, such as the
Federated Sates of Micronesia, the Republic of Palau and the Republic
of Marshall Islands. These three independent countries arranged a
special relationship with the US, called the Compact of Free
Association, which means that the US has rights of defense within
these Pacific Island territories while receiving special Grants and
access to US as laborers, students and immigrants. This paper will
focus on mainly these three independent countries.
More that 55,000 Micronesians now live in the US. This is more than
20% of the total population of their respective countries. Why are
they in the US? Study, work and/or a new life with their family – the
so called Diaspora.
Both the Diaspora and the other 80% of Micronesians who remain in
their home islands have difficulties in studying and learning about

their own history, social problems and so on. This is mostly a result of
a lack of strategic planning, budgetary problems, few personnel and
so in the government and education system. This impacts especially
on the Diaspora who while having left their homeland need to keep
their identity as well as their new identity in their new world.
Fortunately, Internet access is much better in the US than their home
countries, so it is easy for them to access information through the Web
Site. But access information from where? We would like to introduce
two active Web Site: www.micsem.org and www.yokwe.net and would
like to discuss the possibility of applying Distance Education to the
Diaspora as well as people who lives islands.

Web Text development:
The Micronesian Seminar located in Pohpei of FSM has an enormous
database on Micronesian History. This may be the sole organization
in the world that has integrated information on the Micronesian
region. Since 1999 they have started to develop digitalizing their data
onto their web site. So far they have posted online videos, extensive
articles, historical photos and an online discussion forum on their
web site.
Videos: They produced 47 Videos as of September 2005. Most of
them cover current social problems in the Micronesia.
Forum: They offered 10 topics as of September 2005, for Forum
discussions
Articles: They introduced 57 issues of the Micronesian Counselor
topics, mainly current social issues of Micronesia.
Photo Albums: Covers the last 100 years of Micronesian history.
They collected and digitalized more than 35,000 photos. They
developed 20 theme Albums with precise captions.

Usage of Web materials:
Users of this web material mostly have a “main job” and have limited
spare time for accessing this material on line. In this sense the media
of an image is more appreciated than the written word. Secondly this
web material is designed for all ages, however it is especially focused
on students (Junior, High School and Colleges) and community
people. Unfortunately reading is not popular among them. So again,
images are an ideal way to present information.
Features of each media:
Videos: each video has a length of about a half hour. People purchase
it at US$10 each as Video and DVD. The local TV network broadcasts
them as well. Within the web site you can see an outline of stories as
well as some images, and users with high-speed access can download
full-length, compressed versions of videos for viewing.
Forum: It is provide in text. These themes are relatively difficult for
the community and student level. However, the Forum keeps active
feedback from readers. The highest access in a day is 3,500 visitors
and the highest monthly access in 47,000. A few discussion themes,
such as how the government in the islands is working or not, attracted
young students.
Articles: This is introducing discussion papers mainly written by Fr
Hezel. They also print them and mail out.
Photo Albums: This is the most popular site within the MicSem Web
Site. Access is 35,000 page views a month. Each photo album has 20
to 34 photos with an introduction and caption. According to the
feedback from readers, they appreciate precise and clear captions
and interesting theme and rare photos.
Conclusion:
Not only Micronesia but also other Pacific Islands face the same
situation.

They have populations that have migrated to or

temporally visiting other countries such as the US, Australia, New
Zealand and etc. However, these travelers may keep the original
citizenship of their home country and someday may return. In any
case they need to keep contact with their families and the society in
their home country. These Diaspora need to learn and study their
home country’s social issues, they need to keep their cultural and
national identity.

Developing Internet material on their home

country has important significance to these peoples. It provides an
avenue to keep in touch and to teach their children about their past.
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Abstract (25 words):
This presentation reviews the literature on misconceptions in electricity, expands that list
using student interview quotes from a recent research project, considers their origins, and
offers teaching strategies for conceptual change.
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Abstract
The purpose of this paper is to synthesize literature in the areas of middle school
literacy and family involvement in order to provide recommendations for educators to
share with families, professionals, policy-makers and interested others that promote the
engagement of middle schoolers in becoming fully literate individuals. The preparation of
middle level practitioners rarely includes information and strategies for working with
parents and families, although this is a time when both educators and parents can work
together to create improved understandings and supports for early adolescents, expanding
opportunities for them to become engaged in an increasing number of meaningful and
interesting types of literacy activities. The middle school years are a transition point in
their literacy development. These critical years provide a developing reader with
continued supports required in literacy development, while scaffolding the growing
independence of critical reading, writing, and thinking which will be increasingly
required in the high school years. Young teens need to develop skills which assist them in
critical thinking in order to understand, analyze, evaluate and use the many types of
media they will interact with in their daily personal and professional lives. Given the
developmental needs and interests of early adolescents, the critical need for family
involvement, and a continued need for literacy development throughout the secondary
years, it is essential that both educators and families receive information and support on
how to collaboratively address the literacy engagement of middle schoolers.
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In Search of Loser Lad and Loco Lady:
Family Empowerment to Support the Literacy Engagement of Middle Schoolers
Introduction
Preteens, 'Tweeners,' Middle-Schoolers, or Walking Hormones in Sneakers these words and phrases may conjure up fond thoughts and memories of early
adolescence or shudders of horror and gratitude that few, if any, 10-14 year-olds exist
within a two mile radius. Approximately nine million early adolescents are students in
America's middle schools (Juvonen, Le, Kaganoff, Augustine, & Constant, 2004). As
education professionals, many of us have selected to work with this unique, fascinating,
ever changing, and more than occasionally frustrating age group. We may have
questioned our sanity and sensibility on occasion, but for the most part we remain
captivated, interested, and never bored by the middle schoolers in our lives.
Some middle level education professionals and educators have specialized
knowledge and receive on-going training in understanding the cognitive,
social/emotional, physical and academic development of early adolescents and applying
these understandings in their daily interactions with middle-schoolers. However, the
preparation of middle level practitioners rarely includes information and strategies for
working with parents and families (Eccles & Howard, 1993; Juvonen, et al., 2004).
Moreover, for many families, parents and caretakers the three years of middle school are
often like a roller coaster ride – full of sharp curves and dramatic ups and downs. This is
a time in a child's development where many parents may welcome support and
information on dealing with the changes and new demands they must negotiate with their
middle schoolers.
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There is growing concern about the literacy proficiency and skills of adolescents
(Alliance for Excellent Education, 2005b; Biancarosa & Snow, 2004: Hock & Deshler,
2003; Rand Corporation, 2005; Roe, 2004). The Alliance for Excellent Education
(2004a) reports that 1 in 4 youths today in middle and high schools experience significant
reading difficulties in reading and comprehending course textbooks and subject matter. In
high poverty areas more than one-half of the incoming ninth-graders will read 2-3 grade
levels behind (Alliance for Excellent Education, 2005a).
There is also an expanding landscape of literacy skills and demands necessary
today for successful participation in social, civic and economic arenas. No longer are
school-based reading and writing skills sufficient for economic and civic participation.
Twenty-first century secondary students must be critical thinkers and proficient readers
and writers using traditional print also capable in the use and interpretation of varied
technology and numerous other media. . The middle school years are a time when both
educators and parents can work together in order to create improved understandings and
supports for early adolescents. This collaboration can expand opportunities for middle
schoolers to become engaged in an increasing number of meaningful and interesting
types of literacy activities at school, home and in the community. Without appropriate
supportive relationships and suitable, extended opportunities for literacy engagement and
development, some students may later become disengaged and alienated from high
school or faced with less than satisfying post school outcomes.
This paper will integrate and synthesize literature in the areas of middle school
literacy and family involvement in order to provide recommendations for educators to
share with families that promote the engagement of middle schoolers in becoming fully
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literate individuals. Topics covered in this paper include, (a) early adolescent cognitive,
academic and social/emotional development; (b) family involvement and the adult/child
dynamic in the middle years, (c) literacy demands and challenges for early adolescents;
and (d) mechanisms and considerations for family and community involvement for
literacy development.
Early Adolescence Today: A Unique Time of Changes and Transitions
"Adolescence is one of the most fascinating and complex transitions in the life span: a
time of accelerated growth and change second only to infancy; a time of expanding
horizons, self-discovery, and emerging independence; a time of metamorphosis from
childhood to adulthood."
Carnegie Corporation (1995)
The Facts
Early adolescence is a unique period of development occurring during the period
of ten-to-fourteen years of age. During these years distinctive, exciting, frustrating,
exhilarating and often perplexing changes occur for youth physically, socially and
emotionally, and cognitively. With effective supports and safety nets, most early
adolescents will successfully negotiate these changes with only minor bruises or bumps
along the way. However, without the supports and responsive practices provided by
schools, families, and communities, a number of youth will remain at-risk. A factual
portrait of selected indicators and outcomes of early adolescence is provided in the table
below.
Insert Table 1 here.
The Importance
The middle school years are a formative time, a crossroads in life's trajectory
(Carnegie Corporation, 1995). It is during these years that early adolescents begin to
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shape and refine their individual and social identities, develop moral and logical
reasoning, engage in decisions with immediate and far-reaching consequences, and gain
skills, dispositions and knowledge that can propel them in a positive path for success in
high school and beyond. These are years of discovery, wonderment, and growth. The
behaviors students develop in the academic, motivational, self-esteem and physical
domains during these years can lead to more or less successful outcomes which impact
their lives far into the future. In order to plan and create successful school and community
programs and practices supportive of early adolescents, an awareness of and alignment
with developmental contexts is needed.
Developmental Contexts
Physical transformations. The middle school years are one of rapid physical
growth. The pubertal changes occurring during early adolescence are certainly the most
visible during this span of development. Young teens will have dramatic growth spurts
in height and weight, which can be either awkward or rewarding. These changes occur at
different rates for different children, however on an average pubertal changes begin
around age 12 and last for 4 to 5 years (Santrock, 2001). Most often, girls will experience
these changes before boys. Developmentally, middle schoolers may worry about these
changes. Young adolescents will experience awkwardness and even coordination
challenges as they adjust to their ever-changing bodies (Walker & Lirgg, 1995). Some
will exhibit shyness, self-consciousness, modesty and embarrassment. Boys may gain
social status if they are early maturers (Walker & Lirgg, 1995) and girls may experience
just the opposite (Steinberg, 1999). For many early teens sensitivity to body image
develops. Additionally, there may be doubt and confusion or risk-taking behaviors that
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occur with these changes, especially the sexual maturation occurring during these years
(Center for Adolescent Studies, 1997; Rice & Dolgin, 2002). For all it's a time of
continual adjustment to and preoccupation with the ongoing physical and biological
changes occurring throughout the middle school years.
Cognitive changes. Young adolescents are developing a more sophisticated
thinking process. The ability to engage in more abstract thought, entertaining multiple
perspectives on issues and concepts is just beginning (Wavering, 1995). Middle schoolers
are capable of engaging in more activities involving critical thinking which, "involves
thinking reflectively and productively and evaluating the evidence" (Santrock, 2001, p.
119).
Preteens will enter middle school with more concrete thinking, relying on the
present, the known, and the seen in order to understand concepts, issues, and content
(Queen, 1998; Mitchell, 1998). At varying rates, however, middle schoolers will expand
their thinking to include perspective taking, consideration of multiple viewpoints,
investigation of the ideal and possible, metacognitive thought, and deductive and
hypothetical reasoning (Schave & Schave, 1989; Van Hoose & Strahan, 1989). There is a
need and ability to engage in self-expression and creativity. Young adolescents are
curious, oftentimes idealistic, and seek new ideas, experiences and possibilities as they
find out about themselves and their worlds.
Social and emotional needs. The early adolescent is negotiating changes in their
needs and desires for affiliation and belonging. Most noticeable, is the increasing
autonomy and independence sought by middle schoolers as they seek out parents less and
increasingly gravitate to the peer group for information, advice, and belonging (Newman
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& Newman, 2001). Parents and families still play a very important place in helping
middle schoolers understand themselves, their choices and their world. In fact, without
the support of families, middle schoolers are at-risk of facing the many challenges of
adolescence without the support and safety nets needed to negotiate more positive
choices and outcomes.
Relationships with same sex peers, cross-sex friendships and romantic
relationships emerge during these years (Mitchell, 1998). Young adolescents will face
the influences of social conformity, peer pressure, and cliques as they also try to find out
who they are, where they belong, and what they hope to become (Newman & Newman,
2001; Taylor & Larson, 1999). These peer influences can have positive, limiting, or even
disastrous results for teens.
Self-esteem often takes a dip during the early adolescent years, reaching a low at
around age 12 or 13 (Rathus, 2003; Schultz, 2004). Often times, young teens are overly
self-critical, engage in comparisons to others, and utilize outside/external information in
refining their self-concepts (Rathus, 2003). Additionally, there is also a general decline in
motivation and performance as students reach middle school (Anderman & Midgely,
1998). Actual and perceived expectations, interactions, and behaviors with teachers,
parents, and peers all play into the early adolescent's development of self-concept.
Children who have positive peer relationships, more positive interactions with teachers,
and closer ties to their families typically report higher levels of self-esteem (Rathus,
2003). Moreover, students experience higher levels of motivation with teachers who
support, appropriately challenge, and encourage students to act autonomously (Murdock,
Anderman, & Hodge, 2000).
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Certainly, this is a time of contrasts and competing needs and interests for the
middle-schooler. There is both a need for belonging and individuality, for autonomy and
affiliation, and for the novel, yet familiar. It's clear given these myriad of changes and
developmental needs that no one entity is sufficient enough to support young adolescents
effectively (Carnegie Corporation, 1995).
Best Practice Recommendations for Early Adolescent Development
Parents and professionals need to support students collaboratively during the early
adolescent years. Educators and community members play an important role with
families in supporting the unique developmental needs of early adolescents. To do so,
programs and practices should:
1. Help students develop and build positive self-images. Educators, families and
community providers must create programs which assist students in developing positive
body images, and healthy self-concepts. This is a critical time in development filled with
both awkward growing pains and serendipitous discovery. Young adolescents will need
safety nets, spaces and places where they can try out new activities, ideas, and have the
interested ear of someone who cares (Repetto, Webb, Neubert, & Curran, in press;
Stevenson, 1998).
2. Provide students with accurate information. Educators and families should
provide young teens with information about predictable developmental changes, expected
challenges and the skills necessary to navigate the middle school years with successful
short and long-term outcomes. Informational exchanges, access to developmentally
appropriate resources, opportunities to problem solve and availability of supportive
relationships with significant adults are a few of the types of mechanisms needed to equip
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early adolescents for the middle school journey and beyond (Carnegie Corporation, 1995;
Reed, Brooks & McGarvey, 2002)
3. Nurture curiosity, critical thinking and creativity. Young teens are growing in
their ability to examine perspectives, analyze issues and ideas and initiate exploration of
personal interests, talents, and future possibilities. They are engaging in a process of
understanding the world around them and of examining themselves more critically.
Middle schoolers need opportunities to engage in discovery (National Middle School
Association, 1995; 2001). Activities such as mentorships and extended study with
interesting and creative adults; extended dialogue, debate and exploration of issues from
diverse perspectives; and creative opportunities for self-expression and identity
development across varied artistic, social, academic, literacy and physical domains are
just a few of the types of endeavors that must be openly available to youth (Knowles &
Brown, 2001).
4. Create openings for positive relationships. Given the acute social nature of
early adolescence, it is essential that both in and out of school activities furnish youth
varied avenues to engage in healthy peer relationships. By engaging in collaborative
activities in the classroom such as cooperative learning and through peer group
interaction in extracurricular activities, teens can learn critical life skills of interaction,
understanding, communication, negotiation, and problem-solving.
5. Scaffold opportunities for increased autonomy, responsibility and choices.
Whatever the context, middle school students will want and need to take a larger part in
decisions involving their daily lives both in and out of school. Selecting and creating
opportunities that allow them to make choices and assisting them in evaluating the

Loser Lad 10

outcomes of those choices is important. Mindfully and routinely allowing young teens to
take part in choices and decisions in their learning activities, class choices, civic
engagement and activity participation are just a few ways to ensure these opportunities
support this growing developmental need. (Carnegie Corporation, 1995; Scales, 1991).
Schools, families and communities must work together to create environments and
activities so youth have the supports and structures available to allow them the respect,
tools, and vision to build the most positive and productive future possible.
Middle Level Education
"The purpose of the middle school is to offer a balanced, comprehensive, successoriented curriculum designed to bridge the gap between the self contained environment
of the elementary school and the departmentalized structure of the high school."
Wiles & Bondi, 2001
The Facts
Today there are more than 14,000 middle grades schools in the United States
Over half of these schools are middle schools, with the others approximately one-third
junior high schools, and the remaining a kindergarten to eight or some other grade
configuration. (Southern, Regional Education Board, 2001). Currently our population has
about 20, 528, 072 youth ages 10-14 years of age (U.S. Census Bureau, 2000)
approximately 9 million of which are in the public middle schools (Juvonen, et al., 2004).
Middle schools are those schools created and organized around the developmental
needs of early adolescents in grades six through eight (Juvonen, et al., 2004; Wiles &
Bondi, 2001). Middle schools are organized around a set of core concepts and practices
which support effective interactions and teaching and learning principles specifically
designed to meet the needs of early adolescents and their teachers (NMSA, 1995; 2001).
Core principles and instructional practices such as: interdisciplinary teaming, integrated
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content delivery, advisory programs and support, exploratory curriculum, and
collaborative partnerships should be part of middle school curriculum and practices
(NMSA, 1995; 2001; Repetto, et al., in press). The National Middle School Association
(2005) has synthesized research in support of the middle level grade configuration and
reported that middle school practices such interdisciplinary teaming lead to higher
academic achievement of students and a greater likelihood of offering programs such as
exploratory or elective courses and advisory programs.
The Context for Middle Schools
There are many middle schools which do succeed in meeting the needs of early
adolescents (Bunting, 2005). However, a recent RAND report, The Wonder Years:
Challenges Facing the American Middle School, has found that the proposed promises of
the middle school are not being fulfilled on a large-scale basis (Juvonen, et al., 2004).
Youth continue to report continued social isolation. safety concerns and a lack of
academic challenge (Bunting, 2005). These factors underscore the need to systematically
address the challenges and needs of adolescents across many contexts, including teacher
and administrator preparation practices, improved parental and community involvement
and support, and additional research on middle level reform practices and outcomes
(Juvonen et al., 2004).
Family Involvement and Dynamics in Early Adolescence
"It is hard to imagine an aspect of school reform that is more important yet
neglected than strengthening the involvement of families and communities in the life of
their school."
Center for Collaborative Education, n.d.
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The Facts
It has been well-documented that when families are involved in their child's
education, their children have better achievement and outcomes in school such as, better
grades, more positive attitudes toward schools, and improved attendance (Bronstein,
Duncan, D'Ari , Pieniadz, Fitzgerald, Abrams, et al., 1996; Center for Collaborative
Education, n.d.; Kettler & Valentine, 2000)
However, a number of individual, family, school and teacher dynamics can
impact the likelihood of successful parental involvement. In a review of the literature on
parent involvement, Deslandes and Bertrand (2005) identified a number of potential
influences on parent involvement. These included: education level of parents, family size,
parent gender, work outside of the home, and child characteristics such as age, gender,
grade level and academic performance. For a variety of possible reasons, adolescents
from families which are "well educated" and traditional often receive more effective
support. Other factors such as parents’ self-efficacy for helping their child succeed at
school also play a role. The National Center for Family Literacy (2003) reports that as
family income and parent level of education increase, so do does the reported percentages
of parents attending school events. Mothers tend to be the parents who communicate
more with teachers, particularly those of adolescent boys (Deslandes & Bertrand, 2005).
During the middle school years, typical parent involvement too takes a dip
(Eccles & Howard, 1993; Newman, 1997). This may occur because families may be
reacting to the perceived need for the early adolescent's independence and autonomy.
Deslandes and Bertrand (2005) also believe that parents may not understand the
importance and role that parent involvement provides during the middle school years.
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Mulhall, Mertens and Flowers (2001) speculate that the drop in parent involvement at the
middle level may also be related to the reported dips in national and international
achievement scores at grades six through eight.
The Importance of Involvement
Given the facts presented above, it's apparent that increased family involvement
can support healthier outcomes for students. During the middle school years, parental
involvement is especially important. While many early adolescents will express quite
loudly the desire for their parents to "leave them alone," it is a critical time for family
encouragement and support as they try out new identities and personas, navigate new
relationships, and wonder and react to issues and problems with more and less successful
outcomes. For many, home is the place, "where they can find the greatest love and
refuge from the world; they can voice their frustrations, disappointments and victories;
they are encouraged, accepted and loved" (White-Hood, 1994 p. 9).
Students are not hatched at the age of 13; parents and families can provide
teachers and professionals with valuable information. Teachers report a higher morale
when parents and family members as well are involved (Allison, 2000). Exposure and
involvement with parents and community members at school also gives middle school
students exposure to many different role models that can help them in their identity
formation (Eccles & Howard, 1993)
Whatever the configuration of the family, the strength and hope that family
members have for the adolescent is the most important factor (White-Hood, 1994). Most
families view education as a bridge to a better future (Bronstein, et al., 1996). Engaging
family members positively and productively with their children can build a strong
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foundation for youth. and can alleviate some of the isolation and alienation experience by
a number of middle school students (Center for Collaborative Education, 2001)
The Context for Family Involvement
There is little specific research on parent involvement at the middle school level.
Most of the research has focused on extracurricular programs or parental involvement in
the elementary school years (Eccles & Howard, 1993).The available literature, however,
provides important general information regarding factors influencing involvement and
the potential types and mechanisms for family involvement.
Types of parent involvement. Parent involvement can take many forms
including: discussions about school, help with homework, and volunteering at school
(Deslandes & Bertrand, 2005). This involvement can take place not only in the school but
also in home and community environments. In the home, parents may be interacting with
their middle schoolers in discussions about school or extracurricular activities and
friends. Oftentimes parents are involved in supporting their children's homework either
by direct engagement or by providing the structure and environment for effective
homework activity. Some parents also are involved by ensuring or providing
transportation for their child to after school or extracurricular activities. Finally, families
are involved with their children by merely listening to their concerns, successes and
interests and by spending time with them at home and in the community. At school
parents may be involved in school governance, as a classroom or school volunteer, or by
communicating with teachers and other professionals.
Influences on parent involvement. Many factors can impact the degree and
quality of parent involvement with their child's schooling and lives. These include
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dynamics such as school policies and teacher practices, parent/family characteristics,
parent efficacy beliefs, perceptions of child, assumptions about parental roles, and
attitudes toward the school (Eccles & Howard, 1993).
There may be gaps in the understanding of teachers and schools especially when
their backgrounds are different from the students and families they serve. Middle level
teachers may not have extensive background in working with the parents of early
adolescents and implementing effective parent involvement techniques for this specific
age group (Eccles & Howard, 1993). Professionals may come to faulty conclusions about
the involvement of families based only upon their level of engagement at school-based
events. Additionally, teachers and schools may also communicate a belief that parent
involvement interferes with student responsibility and decision making.
Families also have responses that impact their involvement with their middle
school child. Logistical considerations including transportation, child-care, and working
schedules impact involvement. For most parents, middle school is a "new ball game."
Learning the ropes of the elementary school took place over five years. Parents must
now quickly learn the new culture and structure of the middle school in three short years.
A majority of parents aren't familiar with middle school practices (Mulhall, et al., 2001).
This lack of knowledge and familiarity often leads to less participation.
Families are also undergoing major "reconstruction" with their early adolescents.
Energy is often put into renegotiating relationships and roles with the early teen. The selfefficacy that parents have in their parenting and the beliefs they have about their
parenting role will also influence more or less participation in their child's life and
schooling. As students get older, they are also often less likely to ask parents for help
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with the specific skills in reading and math (Eccles & Harold, 1993). Parents are more
likely to participate and involve themselves when they view they have a genuine, sincere
invitation by their child or teacher for involvement and support.
Best Practice Recommendations for Family Involvement
In order to promote optimal parent and family involvement the following
considerations are important.
1. Establish effective communication. Schools and programs must establish
regular communication about individual child progress, needs, interests and strengths.
This should occur in a predictable manner with flexible formats (Martin & Hagan-Burke,
2002; Wiles & Bondi, 2001).
2. Offer informational exchanges. Professionals must offer information about
middle school structures, practices and curriculum throughout the child's middle school
years. Open houses, informational exchanges, newsletters, and other types of activities
must be conducted throughout the school year. (Eccles & Harold, 1993; Wiles & Bondi,
2001). This should include information about curriculum choices and techniques to
support the school curriculum in the home and after-school hours.
3. Support parent skills and self-efficacy. Schools and community partners
should create mechanisms to share supplementary information and training on adolescent
development and parenting in order to increase skills and feelings of competence and
confidence (Eccles & Howard, 1993; White-Hood, 1994). This can also include
information on the varied types of opportunities for parent involvement (Delandes &
Bertrand, 2005).
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4. Create varied opportunities for family involvement. Educators can develop
assignments which have a meaningful role for parents. This can include assignments
which seek parent input, viewpoints or experiences. Opportunities that allow them to
interview, shadow or invite family member perspectives are important (Eccles &
Howard, 1993). Educators and professionals can also sensitize young adolescents to the
importance of inviting family involvement and coach them on effective ways to involve
family members (Delandes & Bertrand, 2005).
5. Explore and investigate the surrounding community. In order for educators and
professionals to create sensitive and meaningful opportunities for involvement, teacher
must find out about the community and environment surrounding the school (Eccles &
Harold, 1993).
Literacy Demands and Challenges for Early Adolescents
"Adolescents today will be required to read and write more than any time prior in human
history. They will need advanced levels of literacy to perform their jobs, run their
households, act as citizens, and conduct their personal lives."
Moore, Bean, Birdyshaw, & Rycik, 1999
The Facts
Over the past decade there has been intense public and professional interest,
funding, and programs centered on early literacy interventions, particularly through the
third grade. It has only been within the past few years that renewed interest and public
scrutiny has emerged concerning adolescent literacy. "This renewal of interest is due in
large part to continued failures to close the achievement gap between privileged and notso-privileged high school students (Biancarosa & Snow, 2003, p. 2). Several professional
groups and organizations have forwarded positions statements drawing public interest to
the issues of early adolescent and adolescent literacy (Bergman, Biancarosa, & Green,
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2005; IRA & NMSA, 2001; Moore, et al., 1999; NCTE, 2004). Consider the following
data concerning literacy, achievement and outcomes.
Insert Table 2 here.
The Importance of Adolescent Literacy
Literacy is a key to accessing opportunities in middle and high school that are
likely to have long-term economic, social and civic impacts. "The disparities observed in
literacy outcomes have implications beyond reading and writing themselves, because
literacy is the prerequisite to academic achievement in middle and secondary school and
beyond" (Snow & Biancarosa, 2003, p. 5). "American youth need strong literacy skills to
succeed in school and in life" (Biancarosa & Snow, 2004, p. 3). For those without these
skills they are at a distinct disadvantage.
The Context for Early Adolescent Literacy Skills
Beginning around grade four and continuing throughout middle and high school,
students begin to utilize reading in order to learn content in social studies, science and
other content areas. In other words, the focus becomes less on "learning to read" and
more on using "reading to learn." This presents unique challenges and contextual
demands for background knowledge and content specific vocabulary and comprehension
skills.
The content presented at the middle and high school level is increasing in
complexity and will require improved skills in critical thinking. Students will also need
to have a motivation to read and learn and to use strategies to self-monitor their
comprehension during reading and writing activities if they are to be successful at the
middle school level and beyond (Snow & Biancarosa, 2003). When reading only 25
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minutes a day it is estimated that children will encounter between 14,000 to 30,000
unfamiliar words a year. Thus up to 1/2 of student vocabulary growth may result from
reading (Nage & Herman, 1987, cited in Nippold, et al., 2005). Specific comprehension
and metacogntive skills are also required for reading at the secondary level, including
effective use of, "... the strategies to monitor and correct their own comprehension during
the act of reading (from very specific strategies like outlining and summarizing to more
flexible ones like generating questions and building arguments with textual evidence),
and the flexibility to read for a wide variety of purposes (to follow directions, to learn
new content, to respond aesthetically or critically, etc) in a wide variety of media (from
books and magazines to the ever-evolving array of multimedia options), all while
developing their identities not only as readers but as members of particular social and
cultural groups" (Snow & Biancarosa, 2003, pp. 5-6).
There are barriers to the success of adolescent literacy including an increased
demand for independent reading and writing skills across the curriculum, an expectation
of the transfer of literacy skills across different types of genres and texts, a lack of
systematic and comprehensive instruction and practice in comprehension and fluency
skills, and inadequate exposure to and instruction in content specific vocabulary and
background knowledge (Berman, et al., 2005; Biancarosa & Snow, 2004; NCTE, 2004).
This is coupled with a lack of training and preparation for middle level educators to
incorporate literacy instruction and supports across the curriculum. Typically little
formal reading instruction takes place during the middle school years. Additionally,
adolescents report a decreased motivation to read during the secondary school years
(Berman, et al., 2005; Snow & Biancarosa, 2003).
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Individual interest in free time reading also diminishes during the middle school
years (Nippold, et al., 2005), but interest in utilizing other literacy forms such as email
increases, particularly those which may be used for socialization purposes. Middle
schoolers report that their favored types of reading materials include magazines, comics,
and email. Motivation for reading increases when material is of interest. However,
young teens often do not find these types of materials in school-type literacy interactions.
Today's students will need to have expanded literacy skills in interpreting media and
understanding the conventions and forms of the varied media they encounter, including
television, internet, print, and other electronic media (Alderman & Phelps, 2005; Rideout,
et al., 2005; Williams, 2003).
During the middle school years - students are refining their reading preferences
and laying foundations for sustained literacy habits they will carry into adulthood
(IRA/NMSA, 2001). Literacy activities can also assist in the developmental tasks of
early adolescence. Teachers and others can use reading and writing context and activities
to help middle schoolers explore new ideas and to refine their self-concepts or identities
and to understand themselves and their world.
Best Practice Recommendations for Early Adolescent Literacy
In Reading Next: A Vision for Action and Research in Middle and High School
Literacy, a report commissioned by the Carnegie Corporation of New York and the
Alliance for Excellent Education, the authors identified and discussed fifteen specific
elements associated with effective literacy programs based upon their review of the
literature (Biancarosa & Snow, 2004). Briefly stated, these include:
1. Direct and explicit comprehension instruction
2. Effective instructional principles embedded in content
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3. Motivation and self-directed learning
4. Text-based collaborative learning
5. Strategic tutoring
6. Diverse texts
7. Intensive writing
8. A technology component
9. Ongoing formative assessment of students
10. Extended time for literacy
11. Professional development
12. Ongoing summative assessment of students and programs
13. Teacher teams
14. Leadership
15. A comprehensive and coordinated literacy program.
It's evident that this endeavor will require collaboration amongst administrators,
teachers, students, and families, coordination with school, home and community
programs and considerations of individual student factors including interests,
performance, needs and choices in order to effectively integrate many of these elements.
A standard cookbook recipe for ensuring the literacy success of all adolescents isn't
realistic. However, careful consideration and evaluation of the student outcomes related
to the various elements listed above can begin to help teachers, school leaders and
families lay the foundations for the best possible literacy programs which will meet the
interests and needs of specific groups of adolescents in particular communities.
Recent headlines indicate a consideration of policy-makers to mandate summerschool classes for students not achieving passing levels on mandated accountability
assessments in literacy. Simply providing additional time in required school-based
literacy activities, utilizing existing practices is unlikely to impact the wide variety of
needs and difficulties struggling readers have. An increase in time is no guarantee for
improved quality in the literacy engagement and enrichment of adolescents. Moreover,
relying primarily on existing literacy accountability assessments when planning literacy
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practices and programs will not provide teachers and policy-makers with the multiple
sources of data needed to understand students' literacy development and needs
(McCoombs, Kirby, Barney, Darilek & Magee, 2005).
Specific to helping individual teachers a) promote effective literacy practices in
their middle school classrooms and schools, b) impact the motivation of middle level
learners to read and engage in literacy practices and c) support families and communities
in engaging their early adolescents in literacy activities we offer the following
recommendations from the literature.
1. Empower early adolescents with the critical fluency, comprehension and study
strategies which have immediate and long-term use and impact. By providing direct
instruction by trained teachers, tutors or family members in important reading, writing,
technology, and study strategies important literacy skills can be nurtured. This will
necessitate that educators across content disciplines, families and community members
have a clear understanding of needed reading skills and receive the professional
development or personal training to carry out their role of support. A sustained
commitment that involves all stakeholders is necessary. (Berman, et al,, 2005; Biancarosa
& Snow, 2003; Snow & Biancarosa, 2004).
2. Create enrichment opportunities which extend literacy and critical thinking
skills beyond the basics. In order for students to practice, refine, apply and enjoy their
literacy skills interesting, motivating and varied opportunities to utilize reading, writing,
technology and language are need. Sustained literacy growth will require creative and
interesting opportunities for students to engage in age-appropriate, adolescent sensitive
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literacy activities. It’s unlikely that the limited time in the school day can provide the
sustained engagement that students need.
3. Make literacy activities relevant to the lives of early adolescents. In order to
impact students’ motivation to read and actively engage in both required and free-time
literacy activities, the context, forms, genres, and purposes must be meaningful and of
interest to the students. Reading, writing and literacy activities should be ageappropriate, appropriate to their reading abilities, and attentive to their aspirations, goals
and interests (Alliance for Excellent Education, 2004a). Students must be engaged in
activities which may not by typical to the school context, but provide powerful
motivation for literacy enjoyment. This might include using media such as comic books,
graphic novels, instant messaging, or even electronic journals or blogs.
4. Build environments which support and model powerful and pertinent literacy
practices. Young adolescents will need peer and adult models of literacy as well as
resources and tools to engage in supportive literacy practice (Rycik, 1998) Positive role
models may occur in both in-school and out-of school contexts in activities such as book
discussions, young authors clubs, social issue debates, poetry slams. Educators and others
can introduce students to mentors in various career roles and contexts clubs, etc. Access
to a wide variety of literacy materials and resources is critical.
Mechanisms and Considerations for Family and Community Involvement in
Literacy
"There is no one size fits all approach to partnerships."
Funkhouser, Gonzales, & Moje, 2001

Loser Lad 24

The Facts
Young adolescents spend about half of their waking hours engaged in out-ofschool or leisure time activities. During the summer months, this increases exponentially.
Participation in these activities can lead to more positive developmental outcomes or to
engagement in harmful or risk-taking behaviors. There is an established link between
participation in well planned extracurricular activities and improved school achievement
(Miller, 2003). Evidence suggests that engagement in extracurricular activities is
associated with both long and short-term indicators of positive youth development
(Barber, Stone, Hunt & Eccles, 2005). "Some children can benefit from spending
additional time in developing skills in numeracy and literacy either during or after school.
However, research also indicates that increasing young people's involvement in
enrichment activities can be an even more effective long-term strategy for building
academic success." (Miller, 2003, pp. 1-2). By exploring interests, building competence,
assuming leadership roles, and developing positive social relationships, young teens
experience many skills which are needed for success in life.
After school programs which offer literacy and reading activities can offer
significant benefits to youth (Afterschool Alliance, 2001). They are effective tools for
involving family and community members. These programs can foster lifelong interest
in reading and literacy. "Interactions with peers, teachers, parents and adults form the
framework within which students in the middle grades practice and develop as literacy
learners." (Strauss & Irvin, 2000, p.2).
A home literacy environment rich in literacy materials, opportunities and models
can also strongly influence adolescent literacy (Partin & Hendricks Gillespie, 2002).
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Factors such as 1) a verbally stimulating home environment, 2) a communication of
strong beliefs of the value of literacy and reading by parents and important adults, and 3)
availability of role models in the home and community who use and support reading are
powerful impacts on adolescent literacy (Partin and Hendricks Gillespie, 2002; Rycik,
1998).
The Context for Community Programs
Middle school students will need many opportunities to practice and develop
literacy skills in relaxed, enjoyable and comfortable environments. Adults who help
children with reading and literacy skills also report increased confidence in their skills as
well (Afterschool Alliance, 2001). Peer influence as well impacts attitudes toward
reading, Partin and Hendricks Gillespie (2002) note that "having friends who like to read
and with whom they can discuss books correlated significantly with positive attitudes
toward reading" (p. 69). Positive, beneficial, and organized activities and experiences
delivered in the community during out of school hours can shape and support healthy
early adolescent development and outcomes (Mahoney, Larson, Eccles Lord, 2005).
Best Practice Recommendation for CommunitySupport
1. Connect to community programs which support positive youth engagement.
Teachers and educators must be aware of the array of community programs occurring at
and outside of the school during the before and after school hours. Families may be
searching for safe options and activities for their children to participate in instead of selfcare during the nonschool hours. This presents an opportunity to connect adolescents and
families to the types of activities and programs that will meet interests and needs. With
an awareness of community options, teachers can provide families with a menu of
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options, some of which can include community programs which foster or support literacy
learning and enrichment such as after school tutoring programs, literacy enrichment
programs, book clubs, etc. (Miller, 2005; Pittman, Irby, Yohalem & Wilson-Ahlstrom,
2004).
2. Encourage parents and families to engage in interesting community literacy
activities. Parents can assist adolescents in extending their literacy experience and
reinforcing their literacy skills. They may discuss reading selections with their child,
respond through discussion or writing to their child's reading and writing and they may
make a wide variety of interesting reading and writing materials available (Moore, et al.,
1999). Families may provide media resources but can also help their middle schoolers
evaluate the effectiveness, accuracy, and relevance of media information such as
websites, television programs or even news broadcasts. Teachers should provide
assignments that encourage collaborative literacy discussions or interactions with
families at home and in the community (Funkhouser, et al., 2001; Ryick, 1998).
3. Provide resources to support families and communities in meeting the
developmental and literacy needs and interests of early adolescents. Teachers can
provide parents with information about literacy development during the early adolescent
years. School and pubic libraries can have popular book lists and synopses available for
parents and early adolescents. Schools and community programs can offer programs that
engage teens and their family members in interactive activities - discussion, website or
technology endeavors, etc.
Synthesis and Conclusion
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In Search of Loser Lad and Loco Lady: A Call To Engage Middle Schoolers,
Teachers, and Their Families in Literacy Activities
"Adolescents deserve homes, communities and a nation that will support their
effort to achieve advanced levels of literacy and provide the support necessary for them
to succeed."
Moore, et al., 1999
Last summer, at a small lake, one of the authors watched and eavesdropped on the
conversation of a group of four young teens as they gathered up their swimming
paraphernalia. Two unselfconscious twelve year-olds knotted up their towels and created
flowing "capes" Within seconds, they sprinted and raced across the grass, towels
flapping, laughter streaming. Soon the group started to brainstorm possible "identities"
for the new superheroes. With the quirky nature of early adolescent humor, "Loser Lad"
and "Loco Lady" were born. Over the next half of an hour, playful conversation about the
potential special qualities, skills, and personality traits of the dynamic duo occurred. As
the interaction came to a close, the group jokingly agreed that they had a bestseller on
their hands. They expressed interest in creating a comic book or video clip featuring the
adventures of the latest superheroes.
It's clear many contexts and idiosyncratic interests emerge for early adolescents to
engage in literacy events. Literacy engagement and activities are not unique to teachers
and schools. Given the developmental needs and interests of early adolescents, the
critical need for family involvement, and a continued need for literacy development
throughout the secondary years, it is essential that both educators and families receive
information and support on how to collaboratively address the literacy engagement of
middle schoolers. Forging partnerships to support the interests, needs, and strengths of
early adolescents across home, school and community environments is essential in
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creating capable, knowledgeable, and literate adolescents ready to meet the demands of
middle school, high school, and life. With these elements in place, perhaps we can go
beyond the triage stage of literacy development and support and provide our middle
schoolers with expanded opportunities to practice and integrate their literacy skills across
its many forms and contexts. Perhaps soon we'll be reading the comic book or viewing
the digital video, "The Adventures of Loser Lad and Loco Lady."
In order to meet this charge, literature from the areas of adolescent development,
middle school practices, parent involvement and adolescent literacy suggest the
following:
1. Early adolescents have unique needs and varying rates of development and
require responsive adults and practices which recognize their achievements and support
them as they negotiate the physical, cognitive, social, academic and literacy landscapes of
the middle school years.
2. During the early adolescent years, activities must be provided which support
engagement in self-exploration, identity development and social network development.
3. Family involvement can support improved school and literacy outcomes for
early adolescents. Educators must become better prepared to effectively involve families
using sensitive involvement practices.
4. Literacy skills and demands for independent proficiency in reading increase in
the middle school years, while specific literacy instruction in reading, writing, and critical
thinking decreases. Programs and supports must be provided which provide more
systematic instruction across contents. Systematic activities which engage middle school
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youth in meaningful, interesting, and rewarding literacy activities at varied levels of skill
are needed.
5. Middle schoolers spend a significant portion of their day in nonschool
activities. Encouraging and providing opportunities for them to engage in productive,
extracurricular activities, which may also provide literacy engagement and enrichment
can improve long-term outcomes for students.
Systematic coordination of efforts, documentation of effectiveness of outcomes
and research in school, family and community involvement in the literacy lives of early
adolescents is needed. "The goal in improving adolescent literacy should not be simply
to graduate more students from slightly improved schools, but rather to envision what
improvements will be necessary to prepare tomorrow's youth for the challenges they will
face twenty and thirty years form now." (Biancarosa & Snow, 2004, p. 9).
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Table 1: Portrait of Adolescence: Selected Facts
Portrait of Adolescence: Selected Facts
• At least 1/4 of all youth are at-risk to engage in dangerous behaviors that threaten
their health and long-term prospects (Carnegie Corporation, 1995)
• Adolescents self-report spending 15% of their time with parents, 23% of their time at
school and 29% engaged in leisure pursuits (Richards & Larson, 1989, cited in Center for
Adolescent Studies, 1997)
• In 2004, 68% of children ages 0-17 lived with 2 married parents, a decrease of 9%
from 1980. (Federal Interagency Forum on Child and Family Statistics, 2005).
• There is a decrease in the rate of youth victims of serious violent crimes for youth
ages 12 to 17 from 15 per 1,000 youth in 2001 to 11 in 1,000 youth in 2002. (Federal
Interagency Forum on Child and Family Statistics, 2005)
• In 2003, 18% of all children ages 0-17 lived in poverty (Federal Interagency Forum
on Child and Family Statistics, 2005).
• 4% of 8th graders report daily cigarette smoking (Federal Interagency Forum on
Child & Family Statistics, 2005)
• Today's young people spend an average of nearly 6 1/2 hours daily with media
(Rideout, Roberts & Foehr, 2005).
• Over the last decade, teen pregnancy rates have fallen and are at their lowest reported
rate since 1976. (National Campaign to Prevent Teen Pregnancy, 2003)
• Dropout rates of youth have declined from 15% in 1972 to 10% in 2003 with 1.1
million teens between the ages of 16 and 19 who were not in school and did not have
high school diplomas (ChildTrends, 2003b)
• High school students from low-income families drop out of school at a rate six times
higher than their peers from high income families (United States Department of
Education, 2004).
• There also remains a disproportionate dropout rate for select groups, including
Hispanic youth who accounted for 40% of all high school dropouts in 2005
(ChildTrends, 2003b).
•

Nearly more than a quarter of all dropouts from 1997 to 2001 were unemployed for
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more than a year. (Annie E. Casey Foundation, 2005)
• The percentages of overweight adolescents have reportedly doubled over the last 3
decades. Nearly 15% of children ages 6-19 were overweight in 2000. (Child Trends,
2003a; National Institute for Health Care Management, 2004)
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Table 2: The Facts: Literacy, Achievement and Adolescent Outcomes

The Facts: Literacy, Achievement and Adolescent Outcomes
•

Remediation is needed by some 70% of older readers (Biancarosa & Snow, 2004)

• The literacy levels of children are strongly linked to the educational levels of their
parents (National Institute for Literacy, 2000).
• More than 20% of adults read at or below a fifth grade level (National Institute for
Literacy, 2000).
• One of the strongest correlates to reading achievement is a positive attitude toward
reading (Partin & Hendricks Gillespie, 2002)
• Interest in free-time pleasure reading declines during the ages of 11-15 (Nippold,
Duthie & Larsen, 2005)
• Students are less motivated to read at the middle and high school grades than at the
elementary levels (Biancarosa & Snow, 2004).
• Students entering middle school have difficulties reading content area texts
purposefully (Broaddus & Ivey, 2000)
• Results from the National Assessment of Educational Progress indicate that few
secondary students can go beyond basic factual reading comprehension skills (Moore, et
al., 1999) 25% of students at the 8th grade read below a basic level (Alliance for
Excellent Education, 2005a).
• The most recent data analyzed regarding the reading performance of eighth grade
students on the National Assessment of Education Progress (NAEP indicate that no states
have higher average scores from 2003-2005, and that in fact 7 states reported lower
scores.(Perie, Grigg, & Donhahue, 2005)
• About 10% of students enter middle and high school with reading problems related to
difficulties in phonemic awareness and decoding (Alliance for Excellent Education,
2004a)
• 29% of college freshmen were required to take remedial courses in reading and
writing in 1995 (NCES, 1998, cited in Grosso de Leon, 2002).
• Majority of secondary school teachers are not well qualified to teach reading to
students (Alliance for Excellent Education, 2005a).
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• Without continued instruction and support in middle and high school, excellent thirdgrade readers will falter or fail in the later grades (Biancarosa & Snow, 2004)
• Students from certain demographic groups, including those from lower
socioeconomic groups, are exposed to about 1/2 the vocabulary of students with higher
SES Vocabulary knowledge is directly correlated with reading comprehension. (Alliance
for Excellent Education, 2004a).
• Secondary teachers report that the greatest challenges to literacy learning for their
students include 1) student motivation and interest, 2) helping students learn and use
critical thinking skills and 3) a lack of study skills. (Campbell & Kmiecik, 2004)
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Introduction
The educational system and student achievement is a major force behind any country.
The Lao Peoples Republic (Lao PDR) has one of the lowest levels of human literacy in
Asia, though the past 20 years have seen progress (Than 1997: 156-161). An overview of
literacy in Laos points out the need for significant change in the educational system. The
Laos’s student will be able to flourish in today’s global society and enhance the
development of his or her nation, if the educational system is transformed. Similar
to other countries where communist government rule and poverty are prevalent,
redesigning the educational system to meet student’s basic requirements is not an easy task.
This study will investigate how an examination of student needs may alleviate present
problems in the Laos educational system. This examination brings focus to the
country’s economy, government, developmental issues, and the culture of its people.
Education in Laos encompasses many different types of learning institutions (Mansfield
1997). These include kindergarten, primary, and secondary schools, post-secondary
colleges and universities, technical, vocational and project-based job training.
The Laos are in the midst of putting new curricula into place for both secondary and
post-secondary education. However, it is debatable whether or not this design meets the
needs of all school age children and adults. In 1986 the government began to reform the
education system. Its goals were to link educational development more closely to the
socioeconomic situation in each locality, improve science training and emphasis, expand
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networks to remote mountainous regions, and recruit minority teachers. The plan
envisioned making education more relevant to daily realities and increasing cooperation in
educational activities among the various ministries, mass organizations, and the
community. The ability to implement this program through its scheduled completion in
2000 depended upon budgetary increases to the educational sector, in addition to receiving
significant foreign aid that is highly monitored to reflect the Laos frame of reference
(Library of Congress 2000).
Current Educational Conditions
Literacy in Laos is seen in many facets, some materialistic, others humanistic. The
Adult literacy rate is 56%. Primary enrollment is 75%, and the completion rate for students
is at about 50%. Secondary and higher education are limited to individuals who are able to
meet the small fee of approximately $15 per month for uniform and book costs. Although
more school texts and general magazines are being printed, poor distribution systems and
budgetary constraints limit their availability throughout the country (Congress 2003).
Virtually all these materials are inexpensive paperbound editions. Distribution of school
texts is improving, and magazines and novels can occasionally be found in district markets
distant from Vientiane.
The Laos educational system requires 12 years of compulsory education to prepare
students for a higher level of achievement: six years of primary, six years of high school,
and some tertiary education (Cummings 2002: 47). There are only two complete
universities and various technical colleges and training institutes found in Laos. Secondary
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education enrollment has expanded since 1975, but as of mid-1994 it was limited in
availability and scope (Congress 2000). Some students go directly from primary or lowersecondary school to vocational instruction, for example, in teacher training schools or
agriculture schools. Local secondary education is concentrated in the provincial capitals
and some district centers. Dropout rates for students at secondary and technical schools are
not as high as among primary students, but gender and ethnic group differentials are more
pronounced.
Curriculum Priorities
Various educational Organizations have identified basic skills and learning objectives
that Laos student should acquire (Weidman 1995). Curriculum in Laos is designed to
develop educational, intellectual, moral and aesthetic values, a spirit of patriotism and
assistance in helping students understand their role in a communist society. The
government's social, political, economic and cultural policies are reflected in the
curriculum to give Lao students an understanding of their responsibility to preserve
national traditions and take an active part in national construction and defense.
The national curriculum policy was created to promote national unity, culture and
diversity with an emphasis on solidarity between Lao ethnic groups (Garcia 2005). No
matter where you are in Laos each morning, a city-wide or country-wide speaker
announces the rights and responsibilities of the citizens each morning. One of those rights
is the responsibility to arise at 6:00 a.m. and start your day. This idealism applies to
students as well as parents. Elements of the curriculum include the origin of the Laos
nation, its multiple ethnicities and minorities [the people usually not living in the
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lowlands], the culture and history of Laos, and national policy on cultural development.
One of the more prominent changes in the curriculum system is that subjects are now
highly integrated (Hidago 2003).
Population Education included in the new curriculum combines civics, geography, and
biology. Other multidisciplinary fields include environmental education, international
education, national cultural identity and ideological identity. This is a high indication of
Laos’s intent to form mutual understanding among ethnic groups, outside agencies and
with other countries.
Despite the articulation of these priorities, developing curriculum to meet new national
needs in Laos has proved difficult due to the vast number of ethnic diversities found in the
land (Garcia 2005). Indigenous, ethnic minorities have woven a colorful pattern of people
perhaps nowhere richer than in Laos. While many of the dialects are similar in tone and
pitch, there is not enough similarity to make a national language. Efforts are under way to
grasp and use the lowland Lao language as a national format. Though it has proven
challenging, curriculum development and reform is necessary to meet new economic needs
in Laos.
Teachers are expected to work with supervisors to find creative ways to implement the
curriculum requirements (Garcia 2005). Competency requirements are established and the
curriculum is designed to be implemented by teachers. There is some room to modify the
design at their discretion and implement the new curriculum creatively.
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Teachers
Typical of other societies, the teaching profession, the wellspring of productivity in a
country, is not afforded higher-level financial advantages (Feidman 2003). Despite this
many teachers are dedicated to purchasing the basic paper and pencil commodities that
most students lack (Garcia 2003). Conditions in Laos are special, because even with the
small funds teachers receive their ultimate goal is to educate the children of that country to
the highest level of achievement. Teachers in Laos are trained, (to various degrees), and
prepared for the task of schooling students, unlike many other professions in Laos such as
tour guides and clerical positions that also offer limited knowledge. In reality, many
teachers have less than five years of formal education, and other less than three years. Poor
teacher quality and training supercedes poor material conditions as a significant cause of
low quality education (Than 1997: 177). Teachers are paid irregularly. This forces them
to spend significant amounts of time farming or in pursuing other livelihood activities, with
the result that in many locations classes are actually held for only a few hours a day.
Students
The average student completes the five-year primary course in eleven to twelve years in
the late 1980s, due to irregular classes, overcrowding, and lack of learning resources.
Repetition rates ranged from 40 percent for the first grade to 14 percent for the fifth grade.
Dropouts also were a significant problem, with 22 percent of all entering first graders
leaving school before the second grade. In the late 1980s, only 45 percent of entering first
graders completed all five years of primary school. Poor classrooms and equipment
characterize primary education in most of this poor developing country. Students for the
most part sit on wooden benches sometimes with wooden tables, and floors often are wood
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or nonexistent (dirt). Schools many times leak in the rainy seasons and chalk boards are
tassled or are of poor quality. Food programs that assist these children are practically
nonexistent and students travel long distances to get to schools, limiting their participation
and attendance in the classroom.
Isolated teachers confronted with primitive rural living and teaching conditions have a
difficult time maintaining their own commitment, as well as the interest of their pupils.
Ethnic minority students without a tradition of literacy and who do not speak Lao have a
particularly difficult time. Unless the teacher is of the same or similar ethnic group as the
students, communication and culturally appropriate education are limited. Because of these
factors, in the late 1980s the enrollment rate for the three divisions of Laos’s cultures
ranked as follows: Lao Sung was less than half that of the Lao Loum; and enrollment was
low for Lao Theung children; the three division of the Laos people groups (Library of
Congress 2003). The transfer of substantive knowledge is a proven commodity in the
intellectual circuit of an individual’s life. The lack of education and language barriers are
central to the problems that Laos education faces today.
Language
While education has allowed many ethnic groups to increase their opportunities, the fact
remains that education is many times not in the native language and has no inclusion
process (McDaniel 2003). In acquiring the native lowland Laos language, it is best learned
on the spot even by those unfamiliar with the dialect (Mansfield 1997: 89-91, 154). The
language is spoken nationwide by three million people and is regarded as one of the easier
languages to acquire. The written script is totally different from the western alphabet
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system and is based on an ancient Brahmanic script. English is probably the preferred
popular second language in most Southeast Asian countries. This was evident in a recent
trip to the area where the demand for English was highly noted. Other languages include
Thai, French, Lao, German, Swedish, Chinese in the Mandarin and Cantonese dialects, and
Russian. This researcher believes that different ethnicities maintain their identity and
history when they maintain linguistic control of the mother tongue. Identity retainment is a
significant portion of learning self-esteem and adds a sense of belonging in social group.
Institutions of Learning & Job Training
A Decree of the Prime Minister of the Lao PDR government established the National
University of Laos (NUOL) in June 1995, by merging ten existing higher education
institutions and a Center of Agriculture. The NUOL’s aims are to rationalize the Higher
Education of Lao PDR, increasing efficiency and effectiveness in its task of training human
resources for the country (University of Laos Studies 2003).
NUOL has two regular programs of study, the Bachelor degree and the High Diploma
program. Conscious of fulfilling its commitment despite the shortage of funding and
human resources, the University is making great efforts to promote research activities.
Young researchers have been involved in projects in cooperation with non governmental
agencies (NGO) and overseas universities. The urgent task for the University is to
encourage its staff to do more research work while seeking overseas expertise and
resources. The NUOL is implementing bilateral and multilateral projects with the
governments and organizations of Denmark, France, Germany, Finland, and Sweden. It
has academic exchanges with universities, foundations, non government organizations and
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research centers in the following countries: Australia, Belgium, Cambodia, Canada, the
People’ Republic of China, France, Germany, Japan, the Republic of Korea, Thailand,
Vietnam, and the United States. These paradigm changes have brought about different
kinds of projects seeking change, but Laos has seen little productivity.
Laos suffers from a lack of skilled laborers (Avina 1998: 5). As a result there has been
an increase in private sector salaries, particularly for managers, technicians and
professionals. Technical, vocational and adult programs that offer skilled training in
established businesses may assist the development level of the Laos adult. In this scenario,
individuals acquire proper training and maintain their homes at the same time. This type of
training is more than valid, it is mandatory in an area where the drop out rate occurs after
age 11 due to inability to pay educational programs. Survival is the most pertinent issue for
the Laotian who wants to work, but has limited opportunities to do so. Different examples
of the educational system are evident in a review of the different institutions.
One major example of the educational system in Laos is the Vientiane International
School [VIS] (Tai 2005). An independent, nonprofit day school, which offers a quality
international-standard curriculum from preschool through ninth grade, and admits
qualified students of all nationalities. The adoption of curriculum from other international
schools and the use of American textbooks allows VIS to set a standard of education
comparable to many other international schools of its size. VIS is a candidate for
accreditation with the Western Association of Schools and Colleges and is seeking joint
accreditation with the European Council of International Schools. Most subjects are taught
in self-contained classes with separate classrooms for art, science, German language, ESL,
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and computer studies. After-school activities include some sports, arts and crafts.
Swimming is offered through physical education classes. VIS has no support services for
students who are learning disabled nor is such services available in the community
network. VIS is one of the best schools relative to its desire to be successful and qualified
curriculum. However, the system lacks some significant characteristics that allow all
students to receive quality education.
While VIS has a practicable and sensible curricula, it is not the norm in this society of
people enveloped in poverty. Once again we return to the issue of language barriers,
poverty and educators, when we discuss the typical education experience. Equipment,
educators and food sources for students are the basic necessities for the students of Laos
and adults needing assistance because they must support their families while being
educated or trained. It is almost impossible for the adult married male to support his family
without the training and support of businesses while he is earning an income. Attending
school is not an option; survival, through working, is the only option for a people
enveloped in poverty. So the Lao student finds themselves in a Catch 22. Laos does not
have many factories or industries. Productivity is limited to a few industries, such as,
tourism, forestry, agriculture and market selling. A support mechanism must emerge from
different sources that address the issue of job training (both on the job and other means of
enhancement) to bring productivity to the country.
Improving the Education System
One potential source to improve the education system is the Asian Development Bank
(ADB), one of the major supporting agencies in the country of which Laos has become a
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member. Established during the Cold War in 1966, the Asian Development Bank (ADB)
started out as a small-scale loan agency of limited scope (Maligieri 2004). According to
the ADB, its main aim is to provide direct and indirect economic assistance to developing
countries in an effort to support human development, protect the environment and reduce
poverty claims it vociferously expresses. Unfortunately, in reality the ADB's actions are
often contrary to its claims. The ADB has changed significantly, expanding in size,
capacity and influence. Today it assumes a key role as a regional funding body to
governments of developing Asian and Pacific countries requiring economic assistance,
rivaling even the World Bank (WB) and International Monetary Fund (IMF). The ADB
directly and indirectly promotes, facilitates and finances large-scale development projects
including dams, power stations, roads and transport infrastructure. In addition to this, the
ADB promotes a reform agenda (in unison with the of International Monetary Fund and the
World Bank) throughout the region with an emphasis on market-based economic reforms,
deregulation, privatization, regional integration and the facilitation of foreign investment.
While much of the funds allocated in Laos are toward construction, the Asian Development
Bank (ADB) is allocating US$40 million-$45 million per year in loans to the Lao People's
Democratic Republic (Lao PDR) over the next three years for improvement in education
(Dwyer 2003). This is the greatest contribution today towards education in the Laos
region. The donations of the ADB may prove effective only if the use of the funds
designated for individuals and groups is monitored. Allocated monies should be used for
the purpose intended, but as in any nation, many times this is not the case. For Laos, it
remains to be seen what is deemed pertinent to education by those in power.
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Laos suffers from a chronic budget deficit, so it is difficult to improve infrastructure.
One program, the Japan Scholarship Fund for ASEAN Youth (JSFAY) provides financial
support for the development of human resources in Laos by providing youths with
opportunities or higher education and specialized training (Suzuki 1997). Through this
program 6,000 ASEAN Youth study or received training in his or her own countries. It is
important to teach the ethics of diligence, honesty, and saving to children in the schools,
and to families through family education and project objectives (Avina 1995: 74).
The ASEAN program supports the government of Laos in its efforts to modernize and
improve the Vocational Education System, to increase the efficiency of the administration
and school management, and to adjust the training programs to job market needs (2004
AGEG). The program is implemented at government level in the form of advice to the
Ministry of Education. At the same time, technical schools receive counseling for practical
experience (AGEG). This job consisted of assistance in planning and organizing a
National Vocational Education Research and Development Center, and in defining staff
and training needs. AGEG is a cooperative offering services worldwide in the field of
development co-operation. Members are professional consultants with broad experience in
project preparation, management and evaluation as well as in training of project personnel.
AGEG's statutory purpose is the economic promotion of its members.
The Laos Economic Acceleration Program for the Silk Sector, funded by USAID and
implemented by the Consortium of World Education and World Learning, provides
training assistance and technical support to silk growers in the remote provinces in Xieng
Khoung and Houphan. In addition, the program offers training and networking support to
agricultural extension workers, weavers, small business owners, and traders, with a
12

particular focus on women microentrepreneurs. The Consortium and its government partner
hope that the three-year long program will serve as a policy model for future private
enterprise development in Laos (Chou 2004).
Proposed Changes
The following is a list of proposed changes that were to occur between the years of
1990 – 2000 (Avina 1995):
1. Restructuring the education administration and the education act, improving the
capacity of information sent within the ministry of education and sports.
2. Development of curriculum and textbooks, improvement of informal education,
establishment of a project implementation unit with the ministry of education and
sports.
3. Improvements in the quality of primary education through education reform
expanded access to primary education for school-age children and improving
literacy rates among women.
4. Primary teacher training and primary school improvement, the introduction of
integrated education for children with disabilities.
5. Construction of village community schools by providing non-local and necessary
materials and technical support.
6. Improve access to education for ethnic minority students.
7. Sustain French in school. Lower bilingual studies in primary schools
8. Strengthen vocational schools.
9 Build awareness of child prostitution and trafficking of children
10. Upgrade national school of administration and management to be center for
upgrading and refreshing the knowledge of middle and upper level Lao civil servants
administrators, managers and planners.
11. Strengthen the capacity of the Lao women’s union to conduct training on
participatory rural special (Avina 1997: 82).
12. Improvement of adult education
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While there seems to be some communication occurring between the Ministry of
Education and highlands schools, there is not enough communication to declare unity in the
Laos School Districts. The development of curriculum and other resources is centrally
located in the larger townships only. Education expansion is still focused on primary
education and fails to include women, oftentimes, due to home responsibilities. There is
little to no curriculum in place for students that are handicapped. The construction of
community schools occur many times, but the buildings are not maintained. Ethnic
minorities are being ignored and overlooked and are growing up illiterate in many cases.
French is a language of the past; it is more profitable to learn English an international
language that would strengthen the economy.
While visiting the Ministry of Education in Laos, it was found that technology at the
district office included two computers for two secretaries. Head officials were not
privileged to a computer or internet services. Rural women lack education overall and no
training was available to supplement their lack of training. Education in some form for all
Laos people is needed, and should not be limited to the young or those fortunate enough to
attend vocational school or college.
Possible Implications
Based upon a review of literature and an in-depth inquiry into student needs in Laos, the
following is a list of possible recommendations that may offer change:
1. Instructors are needed from the various ethnic groups or who are fluent in at least
A major language such as Lowland Laos or English. Countries that utilize these
languages are the ones that support the Laos economy, and as such, communicative
action needs that happen to insure Laos productive growth and change.
Qualified teachers are an asset to this country’s educational development
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The transfer of knowledge demands that those in the transmitting stage be versed
in subject-matter competency and meet and exceed developmental
efforts. Teacher competency tests must be implemented to insure that teachers hold
the highest academic discipline levels.
If teachers are to be accountable, a substantial salary needs to direct their efforts.
the meager $150 received monthly for teachers is, like in many other nations, an
embarrassment to the profession (Mansfield 1997).
2. Outreach programs that assist in assurance that all children are attending school.
More acknowledgements of hillside tribe students and their needs by the
government and educational institutions in Laos. . In Northern Thailand there is a
Hill Tribe Research Center for the Akha (McDaniel 2003: 90, 94). The Hill Tribe of
Laos might benefit immensely from a monitoring and research agencies that
examines their specific needs.
3. Basic student commodities are needed for students unable to purchase basic items
such as pencils and paper.
4. The Vientiane International School enrolls qualified students. What does this mean?
Who decides those standards and who is admitted? Monks teach poor students.
After age 11 these students do not attend school. A public education forum
addressing and mandating free education is necessary. When this occurs education
for all students will be possible.
5. Successful Development of Adult Education to improve communal and community
conditions. Curriculum development that implements on the job training, such as,
construction and other technical training vocations is needed. Construction projects
are needed in the small cities and towns like Luang Prabang, to increase expertise in
this subject. In this sense, informal training offers productive change in this society.
6. Provisions and increased opportunities for ethnic minorities and women to
participate in basic education and to be active participants in their own
development (Avina 1997: 83).
7. Allow students to voice their needs to those in charge of education in open forum
and surveys.
8. Social development projects tackling basic education and the health sector, with
emphasis on targeting communicable disease control in border area
9. Policies that include use of native tongue in the learning process paradigm. Bilingual
programs that utilize the ethnic tongue in addition to the national tongue
allows ethnic groups to maintain identity and history.
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10. After school programs have proven effective in teaching skills and crafts to young
people and providing tutoring to meet their undeveloped needs.
11. Implementation of Special Education classes that trains those with physical or
mental handicaps.
Analogy for Change
An analysis of change for education in Laos can be deduced from the above
factors. Many of these goals have not been reached and are still sources of controversy. A
closely watched timeline implementing services desirable for students is the only
alternative to the current nonproductive system. Needed pre-requisites and additional
planning will reduce the deficiency of services available to students.
As stated earlier, a close monitoring of economic distribution is needed to assure that
students are afforded genuine opportunities in Laos. It is no longer acceptable for
education to be a topic of conversation without action. Compliance is mandatory if this
country is to become a vivid and productive resource in global society.
Conclusion
A review of implications notes the need for a new analytical system. In a culture where
education is developing and students need being exposed, it is safe to say that
acknowledgement of these issues must become a part of monetary gain. If this does not
occur, crime will grow and the nation’s suffrage will increase. An education quality
improvement program in Laos in not available at this time (Avina 1997: 77). The
acknowledgement of youth and adult training is the future of this developing nation. It has
been 14 years since a ratification noting the needs of the school system. Some programs
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have been implemented and do meet the government’s ideas or address the needs of the
Laotian student, while others have not been addressed properly.
Before economic development can grow in The Lao Peoples Republic, the needs of all
ethnicities in Laos must be considered and digested. Then inclusive policies must be
developed and implemented. Standards of teacher training must be changed to include
familiarity with the 68 different ethnic groups in the country. Accountability strategies that
adhere to governmental laws and student needs must be set in motion. Facilities that allow
concentrated student learning should be built and houses with the utilities necessary for
human health and sanitation put in place. Modern equipment, textbooks, and other supplies
need to be furnished through supported AID foundations such as the Asian Development
Bank and private donors. A timeline has to be designed to assure compliance of
educational productivity. Programs that assist young people and adults in acquiring life job
skills are necessary to improve the society. It is important that established organizations
offer on the job training for adults that are supporting families. The Laos national culture
should be a major consideration if a model design is implemented altering the destiny of
the Laos people. A culture study reflects who these people are and includes the
mechanisms of their identity. An enhanced, productive lifestyle may be introduced in Laos
society when the implications of this paper are addressed.
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Abstract –Doing the Right Thing or Doing Things Right

Higher education provides countless opportunities for administrators, faculty and
staff to make decisions that involve ethics, law, and policy. Many times, these
are not easy decisions to make because they deal with determining what is right
or wrong in relation to duties and obligations and/or rights and responsibilities.
Potter Stewart, former Supreme Court Justice, defined ethics as “…knowing the
difference between what you have a right to do and what is the right thing to do.”
This workshop presented general information that can be helpful to anyone who
is faced with making ethical decisions. Specific experiences will be described
that have involved differences in legal and administrative points of view,
outcomes of these experiences, and an assessment of the experience (what
would we do if we could do this over?). Opportunities were provided to examine
personal knowledge and attitudes about ethics, and to examine and discuss case
studies specific to ethical and legal decisions in higher education settings.
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Abstract of Paper:
The BIG A.P.P.L.E.
My professional literary question started underground in New York City. I was on a
subway headed to Manhattan, when three young men caused me to question the revision
process. After watching those three young men engage in the written process for personal
enjoyment, I wanted to know what drove them to revise, to elaborate, or to simply make
their writing better without sitting behind a desk under the microscope and scrutiny of a
teacher. Like me, other educators have pondered the revision process and its value to our
students. Hence, I decided to take teachers and students on a trip to The BIG A.P.P.L.E.
For most students, rewriting is a dirty word. I argue that students do not value the process
of revision because of what they write about and the process in which we have taught
them to write. To better understand the process from a student’s point of view, I
interviewed my students and gathered information on their individual writing processes. I
gave them a writing assignment of personal interest and guided them step by step through
the paper topic and the writing process which included peer-editing and individual inclass conferencing with me. When it was all said and done, my findings led me to The
BIG A.P.P.L.E.:
• “A”bode
Teachers must create an atmosphere of comfort.
• “P”urpose
• Students must be given a clear purpose
• “P”assion
• Students must have a passion for what they are writing about
• “L”anguage/ Expression
Students must be given tools to help them express themselves clearly and use language effectively
• “E”ncouragement
• Students must be encouraged about their writing
•

•

And that is where my heart has remained.

The Big A.P.P.L.E
My professional literary question started underground in New York City. As a
gift to myself for surviving my first year of teaching, I traveled back to N.Y. for nothing
short of sheer pleasure…and shopping. One of my greatest pleasures, which may seem a
bit odd, was riding the subways. I enjoyed watching the different people board and
depart; none of them ever seemed to notice my fascination. However, this one particular
ride changed my life, not because it gave me some answer to a mind-boggling question,
but because it caused me to question what others may feel they have answered: How do
you teach high school students to value the revision process?
Three young men whose names escape me now, except for Trey, the human beat
box, caused me to want to spend time rethinking how I teach the revision process in my
classroom. Uninvited, I sat next to these three young men who were dressed in clothes
three times their sizes with plaits dangling from their hoods on the subway headed to
Manhattan. I quickly flashed a warm smile to sucker punch their looks of suspicion; it
was obvious I was invading their space. Once the awkwardness passed I heard one of
them say, “Hey Trey, hit that beat again.” Trey began to make music with his mouth,
while the other started rapping. I noticed that the rapper was reading off a heavily
marked crumpled piece of paper in his hand. The third young man just sat off on the
side, listening and making comments like, “that was tight,” “man do that again,” and “yea
boy, I feel you.” Right in the middle of his rapping, the human beat box said, “Hold up”
and everything paused. Trey said, “Man, that last little bit was weak dawg. Your words
were throwing me off beat.” Without even an argument, the rapper pulled out a pencil
and started changing around the sentences and then rapping to himself aloud. The three of

us watched him closely; I perhaps closer than the others, for the few minutes it took for
his writing to please him. After this brief intermission, the rapper said, “Okay Trey, hit
that beat again. See if you like this.” And he started to rap his newly revised version. I
was totally amazed at his ability to make his writing “better” without sitting behind a
desk under the microscope and scrutiny of a teacher, but instead under the advisement of
the human beat box. I sat in awe not able to stop my mouth from curving upward.
I wondered what made the rapper care so much about his writing, which was
obviously not for a grade. Why did the rapper allow Trey to critique his heartfelt writing?
What made the third member of this group never once try to interfere or give his opinion,
but only listen and simply enjoy? I wondered how many times the rapper had been
working on that one rap or how many times Trey had been asked to “hit that beat again”?
What I would give to be a student of their minds to understand what drives them to
revise, to elaborate, or to simply make their writing better.
Like me, other educators have pondered the revision process and its value to our
students. Once upon a time, I thought I could get all of my students to shift from drafting
to revising in one fell swoop (Noskin, 2000). It almost seems that if students can write a
paper, re-writing or revising should come naturally. However, for them rewriting is
punishment, a process of correcting errors after a paper receives a grade (Lindeman,
2001). The problem is getting students to look beyond the grade and appreciate the
process of making their writing better. Also many students are not quite sure how to
revise their work. Students need to view rewriting as more than editing, polishing, or
proofreading, as more than correcting flaws in papers we’ve already graded (Lindemann,
2001).

How do you motivate your students to pass through this process [revision],
perhaps even pass through it again and again on the same piece of writing (Donald
Murray, 1972)? What makes students want to continue improving their writing once they
have received a grade or before they have turned in their final drafts? How do we curtail
comments from students like, “My first draft is the best that I could do,” “I can’t improve
it,” or “I don’t really care about what I’m writing, so I just want to get it over with?” I
argue that students do not value the process of revision because of what they write about
and the process in which we have taught them to write.
Method of Exploration: Florida State University Schools (10th grade; Regular)

The purpose of this study was to see how student writing would improve if I gave
them a writing assignment of personal interest, guided them step by step through the
paper topic, individual in-class conferencing with the teacher along with peer-editing, and
a chance to read their papers aloud. Honestly, not much about my research is different
from what I would normally do in my classroom, except I spent a careful amount of time
walking them through the writing process. As a high school teacher, you often assume
students have been taught this in previous years; you also learn quickly to assume
nothing.
Carol Ann Duffy’s, “Valentine”
Instead of having my students practice writing in the traditional paragraph form, I
wanted them to write poems. I decided to introduce narrative writing to my students by
introducing them to Carol Anne Duffy’s, “Valentine” (see Appendix A). Though the
season was Halloween, and in total contrast with the title, I found that my kids really

enjoyed the poem once they got over the seasonal difference. “Valentine” was my choice
because the speaker of the poem is being crucially honest with his/her love interest. The
poem opens: Not a red rose or a satin heart; I give you an onion. Immediately, I have
piqued the interest of my students because no one wants to be given an onion over a red
rose or a satin heart, especially as a “valentine.” Once I have their attention, we go
through the poem deciphering the meaning and making it meaningful to us. In the end
we learn that giving someone an onion, which metaphorically means giving yourself,
whole-heartedly and truthfully without all the fluff and mush, is in fact a priceless
“valentine.” Needless to say, after that exercise my kids never viewed onions the same.
The Connection Between “Valentine” and Narratives
After spending a day with onions, I guess it was only natural they would be crying
when told of their next writing assignment- The Narrative. After the moans and groans
and oh my Gods, I directed their attention back to “Valentine.” Of course, Charlie, the
class clown blurts out, “Instead of the paper Ms. King, can I give you an onion?” When I
turned to Charlie and smiled saying, “Why yes, Charlie, I want everyone to give me
onions!” Just as I had expected there was a sudden stillness in the classroom; my kids
knew me well enough to know that I meant something deeper. I explained to them that I
wanted them to write narratives that were honest and heartfelt, unlike anything they had
ever written for me before. I wanted them to become that onion of many layers,
revealing their stories to the reader slowly and precisely. They were hooked; they
couldn’t wait to be onions, especially since for so long they had been asked to be red
roses or satin hearts.

I handed out a two-sided guide to narrative writing (see Appendix B). The guide
explained: a narrative, the assignment, how to pre-write, drafting, peer- reviewing (see
Appendix C), revising and editing. As we covered each piece of the handout we did short
exercises to demonstrate my expectations; this particular writing assignment had to be
very descriptive. I felt we had a universal understanding, and that my expectation would
be met on many different “layers.”
Two-Day In-Class Workshopping with the Teacher
And Peer-Editing
For two days my students wrote in class and traded the “hot seat” to speak with
me. As I looked over their drafts, I felt pleased and displeased. The ones who always
gave it their all continued to do that and the ones who did just enough did just that. I
critiqued and advised to help get them all on the right track, hoping that in the end their
papers would be scholarly.
The final day of our process was peer- editing. I have come to love this process in
my classroom. My students are asked to partner with someone who is going to give them
constructive criticism and ample feedback. I often wonder why I waste my time with that
speech knowing that they are either going to trade papers with the persons sitting next to
them or with a friend so that they can simultaneously get each other’s weekend plans.
Nonetheless, I have been pleased for the most part with the peer-reviews thus far. Once
students have completed the peer-review process, papers are returned to the authors and
they began to revise. Students have the weekend to revise their work into a final draft for
presentations on Monday.

Students Reading Aloud
All of a sudden my vocal, opinionated 10th graders became shy four year
olds looking for a place to hide. I took a seat in the back and called for volunteers before
selecting victims. Finally, Brittany volunteers to read first. Brittany’s writing was
amazing; no one wanted to read after her. I could not believe her talent or the way in
which she vocalized. Her passion for her topic was evident and all of us were forced to
feel her pain and joys, exactly what good writing should do.
By day three (the final day of our reading), I had heard stories from abuse, to
suicide, to death, to falling in love, to falling out of love, to wedding stories to coming of
age stories. And because of their writings, we laughed, cried, rejoiced, and reflected
together. It was a moment of triumph for them and for me a promising start to getting my
students to value revision.
THE SELECTION
After I graded their papers, I randomly selected a total of nine students
from my two tenth grade classes to participate in my research. My subjects were: Erica,
Jillian, Sandra, Ashley, Brittany, Dakotah, Lisa, Ashley C., and BobbyJo. Once I had my
subjects, I held on to their papers and asked if I could interview them and have them
complete a survey. I should like to think that they all agreed because they loved me and
would love to participate in any project that would benefit the students and the teacher
alike, but I’m quite sure the candy placed on my “research” table and the idea of missing
30 minutes of class was the real persuader. Nonetheless, my participants were a choice
selection.
My survey consisted of 5 questions:
1. Explain your process of writing.

2. What stage for you is the hardest when writing?
3. In your own words describe the process of revising one’s writing.
4. Does publication make a difference in how much effort you put into your
writing?
5. What do you think teachers can do to help students value the revision
process? Peers?
I designed my questions to help me understand how my students write, how to locate
which process is most difficult, to see if they understood revision since we had gone over
it in class, to see if the way they wrote was influenced by the idea that they were going to
read them aloud, and then basically to get an answer from my students about my research
question.
After reading their responses to the research, I tried to find a connection in their
writing.
My Findings
In order for high school students to value the revision process, the process has to
start in the beginning. Though many may argue that revision is reserved until the end, I
argue that revision begins the moment the students are given a topic. Revision should
always be happening when writing; and it would if the writing were meaningful to them.
The question is how do we know when the writing is meaningful to them?
When the writing is meaning to them, they’ll seek out their comfort zones. You’ll
see students move from their seats and lie on the floor or seek out a corner for isolation.
When it’s meaningful, they’ll try to recreate a place that means something to them or
brings them comfort. And for most people it is home. Therefore, in order for the writing/
revision process to begin our students have to be at home. I think that writing is only
effective in the classroom when the classroom feels like home. This is how my students
explained the process of writing (parts of it).

Ashley: …I ALWAYS write on my bed under my comforter. I have only my bedside lamp on, to give a
peaceful setting. The house has to be completely quiet.
•
•
•
•
•
•
•
•

Jillian: …I have found that being by myself late at night with no distractions helps me to reach
deeper into my thoughts.
BobbyJo: …Soft music and dim lights
Brittany: …I have to have some kind of background noise, it doesn’t matter what it is, I just have
to have that distraction so I can focus more intently on what I’m writing.
Dakotah: …Put music on…a full stomach
Lisa: …take a break and eat something, because I’ll write it better if I haven’t been looking at it
forever.
Sandra: …I like to listen to music
Ashley Craven: …it has t o be quiet so that I can focus on one thing
Erica: [she did not specify a writing mode]

None of my students mentioned sitting at a desk, though they were careful to be sure that
I understood that for the writing process to begin, there had to be a certain kind of
atmosphere. We have to make our classrooms as “homey” as possible. Perhaps, play a
little soft music and bring in blankets and throw pillows and even little snacks. In my
classroom all of these things are provided, and my kids respond to it; they go off to their
own little areas and write or read. My students are not allowed to eat in my classroom, so
I must be the one to provide the snacks- and I’m not talking about a “party,” it can be as
simple as giving students a handful of M&M’s. Creating an environment of comfort for
our young writers helps them to get on the right road to revision.
Probably the most important factor to the process of writing, is giving the students
a topic of passion for them, which in turn resonates purpose. “We know that purpose
drives writing as it drives so much else in our lives (Claggett, 1996). Most of my students
agreed, and remarked the same illustrious words of BobbyJo, “First, I must have a
passion about what I’m writing, something that speaks to my heart.” Too often we give
students topics that are meaningless to them and to us. “Writers want us to feel and hear

and imagine the experience…(Purves & Rogers & Soter, 1995). BobbyJo chose to write
her narrative about her sister who was taken over by drugs. She writes:
Blood shot eyes, makeup smeared, running down full of tears, even after all these years
still so full of tears. Tossing turning, unable to close her eyes. Sickening pain rushes
over her body, wondering thoughts cross my mind. Why? How? Please “GOD”. To her
these words mean nothing, to me these words can’t seem to leave my mind. If only I was
dreaming, was it my fault? If only I knew, if only. (sic)
BobbyJo’s opening paragraph to her narrative is passionate and hooking. As a reader I
am able to hear, imagine and feel the rush of this opening scene. And the more I read it
the more poetic it sounded.
Another grave finding in the revision process is language or expression. Students
would revise if the “words” were available to them. Students are perhaps reluctant to
rewrite because true revision involves reseeing, rethinking, and reshaping the piece,
resolving a tension between what we intended to say and what the discourse actually says
(Lindermann, 2001). Most of my students commented along the lines of Brittany’s
response to the hardest stage of writing, “ I don’t find it hard to start or finish something
I’m writing, however, I find it hard to express myself clearly. I can’t find the words
sometimes and it frustrates me so bad that I just stop until I can think again.” I should
like to reason that some students’ frustration with language and expression may cause
them to stop indefinitely on a particular piece. It’s hard to believe that Brittany can’t find
the words to express herself when she writes lines like:
She was an Arabian. A four limbed creature of beauty and spirit. A mane and tail made
of the finest satin, long and dark like an onyx stone that shined with the ethereal beauty of
life. (sic)
To help my students through this troubling frustration that creates writer’s block, I have
“stolen” a list of verbs called, “Banana Verbs” from my high school mentor. It is a list of
the most descriptive verbs known to mankind…okay, perhaps my tenth- grade class.

Students may refer to this exhaustive list of verbs to help them find the right words. I
think we all can agree that there is nothing like someone giving you the word for which
you are in hot pursuit.
My final two findings of the revision process revolve around, how peers view
themselves, each other, and the teacher. When asked to describe the process of revision
of one’s writing and what peers and teachers can do to help, this is what they had to say:
•
•

•

•
•
•
•

•
•

Erica – I re-read it make sure everything is worded right. I think teachers could help in the
revision process by encouragement + telling the children they can do it.
Ashley – I look for ways to make my work clearer without taking away from the “gut” of the
story. Teachers, I need my teachers to be fully honest w/me, suggesting how to improve my work,
telling me to put more beef into my story, telling me my story sucks + I need a new one, whatever.
To me, I value the teacher’s opinion GREATLY. Peers, its hard for me to find a peer that I value
their opinion + take their advise because they just tell me it’s good + point out grammatical errors.
They rarely tell me HOW to improve my work. Its like they want to stay on your good side or
something.
Jillian- I always reread everything over and over. I check grammar last because I feel that the
wording of every sentence has to be perfect so the reader can feel the emotion and feel the story. If
a teacher notices a student has a talent they should become involved and tell the student they have
a talent. Encourage the student to look very deep within themselves and write with their hearts.
Bobbyjo- I read it over and over until to me, it sounds perfect. [Teachers can help] By
encouraging and pushing you to keep going. And showing you how to improve.
Lisa- Revising is making something better. Teachers can give us their opinions on what parts of
our drafts need improvement and what parts are good. Peers can give us their opinions too.
Dakotah- spell check and turn it in.
Brittany- I read my rough draft over and over, adding things on to the side, like better lines or
new ideas. I don’t think it [writing] can be helped. People who like to write or people who want to
put effort into what they write do. The people who don’t like writing and who don’t want to put
much effort into their writing won’t because it what they want, it’s their choice.
Sandra – I can’t really revise good. But I try to look for words that are spelled wrong. Some
teachers can’t help. I have never had a teacher like Mrs. King, she has taught me so much
[because] she can encourage and push them to do what their supposed to.
Ashley – making sure I explained things well enough. Maybe adding a couple of parts to explain
something. They [teachers] could give examples of how to revise work. Teach people how to
revise their work etc.

I would debate that in order to get students to value the revision process weighs heavily
on our ability to be honest with them and to encourage them. Students need to feel
validated by their teacher and peers. They want us to get the message and enjoy the
getting of it and admire their craft (Purves & Rogers & Soter, 1995). Too often students
are handed a “bleeding” paper with no signs of mercy. Students want to know that

during certain parts of their writing, you were outraged, or cried, or bent over in laughter
(Purves & Rogers & Soter, 1995). When we give our students constructive criticism and
encouragement, we give them a reason to revise.
Conclusion
For most students, rewriting is a dirty word. It is punishment, a penalty for
writing poorly (Lindemann, 2001). In order for our student to value the process of
revision or rewriting, teachers are going to have to take a trip to The Big A.P.P.L.E.

•

• “A”bode
• Teachers must create an atmosphere of comfort.
• “P”urpose
• Students must be given a clear purpose
• “P”assion
• Students must have a passion for what they are writing about
• “L”anguage/ Expression
Students must be given tools to help them express themselves clearly and use
language effectively
• “E”ncouragement
• Students must be encouraged about their writing

Teachers are always in need of a vacation, so here is your chance to go on vacation as
often as you like by assigning a narrative or any other topic that is of interest to your
students. Their story line will promise to be engaging, enabling the reader to vacation in
the writer’s real or imaginary world.
For a moment on the subway in New York, I was drawn into the “rap” world.
Though I had grown up around rappers, I never thought about their writing being
literature. It never occurred to me that their writing fit into the idea that literature is a
writer’s expression of her or his culture and its celebrations and trials (Purves & Rogers
& Soter, 1995). Why had it taken a trip underground before I realized, the reason my
students loathed revision? It hadn’t dawned on me that by giving my students

assignments does not give them purpose. It’s like your mother telling you to go read to
old Miss Hattie everyday after school. That is your assignment and you understand it,
but understanding it alone does not give you purpose. But, if your mother told you to go
and read to Miss Hattie because that was her dying wish, then you would then know the
purpose and it becomes meaningful to you. Not only that, but because you have a
purpose, you are more likely to give it 100%.
The rapper valued the revision process because his writing was meaningful to him
and he had the encouragement and the atmosphere he needed to continue to make his
writing better. His passion rang through as the words spilled from his lips, expressing
his culture, celebrations and trials. Our students will value the revision process once we
show them around The Big A.P.P.L.E.
I cannot say for sure that my research is the answer to the question, but I am
certain that there is not a teacher who would not want to hear his/her students say after
weeks of drafting, “hitting that beat again” and again. And because of that my heart will
always be in The Big A.P.P.L.E.
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APPENDIX A
Valentine
Carol Ann Duffy
Read: Not a red rose or a satin heart
I give you an onion (at this point bring out your onion and red rose)
Question: What do you think Carol Ann Duffy means? (the students still should be a little clueless.
Show them the red rose and ask them to tell you the characteristics of a red rose. Then show them the onion
and ask them to tell you the characteristics of an onion. Answers should sound something like this: a red
rose is pretty and delicate, liked by most; an onion is ugly and smelly and not many people care for the
taste.
Read: It is a moon wrapped in brown paper It promises light
Question: (holding up the onion) What do you think the she means by these lines? Students should be
paying close attention to the onion being shaped like a moon and the fact that it is brown on the outside
relates to the brown paper; once it is unwrapped it is white on the inside promising light. Make sure
students hold on to those thoughts because they will be readdressed later on in the poem.
Read: Like the careful undressing of love
Here.
Question: What is the writer comparing his/herself to? Students should answer the onion.
Read: It will blind you with tears
Like a lover
Question: What is she saying here? Students should answer along the lines of when you start to peel an
onion it makes your eyes tear up, just like when you start to get to know someone, you go through times of
crying. It may also be beneficial to bring in the idea that “love is blind” and see what your students think
about that one!
Read: It will make your reflection
A wobbling photo of grief
Question: What is she saying here? Students should bring in the idea that when your vision is blurry you
cannot see yourself clearly.
Read: I am trying to be truthful
Not a cute card or a kissogram
I give you an onion
Question: What is she saying here? Students should answer that cute card and kissograms give off
the illusion of happiness and sometimes depicts a wonderful, fun-filled relationship. But this person
wants to be truthful, giving you the onion (his/herself) that represents both good and bad times, to
false looks or cuteness that can be misleading.
Read: Its fierce kiss will stay on your lips
Possessive and faithful
As we are
For as long as we are
Take it.
Question: What does she mean by these lines? Students should answer, that just onion stays on your lips
and breath faithfully, so will this person stay with you. And that the recipient should have to deal with it’s
stench for as long as they are together, if in fact they want to stay together.
Read: Its platinum loops shrink to a wedding-ring
If you like.
Question: Okay one million dollars for the person who can tell me what this means? Students should say,
just like the deeper you cut into an onion the rings get smaller (wedding ring), it’s the same thing with a

relationship. The deeper you get into the relationship, getting to know that person’s secrets and intimate
ways, eventually if you like, it can turn into something more permanent.
Read: Lethal.
Question: Why did she use the word “lethal”? Students should answer, it’s not like when you first meet
someone and then decide to go your separate ways- you’ve been through a lot with this person, so to walk
away now would be very dangerous.
Read: Its scent will cling to your fingers.
Cling to your knife.
Question: In context to the entire poem what is she saying here? Students should answer that a knife is used
to cut an onion and its scent stays on the knife and your fingers; the knife represents the person cutting
through the many levels of a person and the affects of each level will stay with you whether you remain
together or not.
-After you have finished teaching the poem you can lead the class in a discussion about the onions vs. the
red roses and satin hearts. BUT, at the end of your discussion, tell the students that you will be working on
a personal narrative later on in the week, and it will require them to be onions; you want to walk away with
their experience clinging to your knife. It is also very important to emphasize that really good writing is
poetic.
-As a follow up exercise students can practice replacing the underlined words with words of their
choice.

APPENDIX B
Ms. King, World Literature
Narrative Essay
A narrative tells about a series of related events that take place over a period of time. Most narratives
include descriptive details to bring their scenes and characters to life.
Assignment: Write a 2-3 page narrative about a personal experience that in some way changed your life.
Again, it is a PERSONAL experience. You are not writing from the perspective of someone else’s
experience. Whatever happened- happened directly to you.
Audience: Your peers and your teacher. You narratives will be shared with the class.
WE WILL SPEND TWO DAYS WORKSHOPPING IN CLASS. PLEASE USE THIS TIME TO
ASK QUESTIONS AND GAIN CLARITY.
PREWRITING:
1. Search Your Past
Make a list of things in your life that you have had to endure or overcome or avoid. Undoubtedly one of
those items on your list will lead to a wonderful narrative idea. My list may look something like this:
college, car, marriage, child(ren), job, home, drugs, etc.
2. Sense the Details: Using Description
In order to make your audience see, hear, and feel your experience, you have to see, hear, and feel that
experience yourself. Picture where your experience took place, who was there, and what things looked like
around you. Try to remember sounds, scents, colors, etc.. It may help to make a chart of the five senses
and fill in the chart with details.
3. Where Do You Fit In?
It is so important that you understand that a personal narrative isn’t an impersonal report of
something witnessed; it’s a subjective expression of something meaningful to you. YOUR # 1 goal is
to make your readers understand its meaning for you.

Prewriting is very important. It sets the stage for you to create wonderful, creative, and sentimental
pieces of writing. Be sure to come to class prepared to write!
Drafting
1. Show it!
Try to avoid flat, abstract “telling” statements. You want to provide specific details to “show” your reader
the scene. This doesn’t mean overloading every sentence with detailed descriptive phrases; it means
selecting a few strong sensory details.
Note: dialogue can also make a scene vivid.
2. Use Your Own Voice
The experience happened to YOU, not someone else. Write about it in your own words, the way you think
about it or would discuss it with a friend (except you must apply the rules of grammar). Find your own
style, and make your narrative genuinely yours.

3. Organize!
Do you want to start your narrative at the moment of the choice, at some point before it, or even after it?
A. The most traditional way is to begin with the earliest event, go on to the second event,
and proceed in chronological order to the last event.
B. Another way to organize a narrative is to begin with an exciting moment right in the
middle of the action – in medias res (“into the midst of things”) is the Latin technical
term.
Peer Review
You main purpose in getting a peer response for this narrative is to find out how successfully you
communicated your experiences and feelings.
As you revise and edit, please pay close attention to spelling errors and awkward sentence structure that
may take away from the readers’ enjoyment. Make sure your opening paragraph stuns the reader☺!
-Activities to go along with this hand- out:
Have students pick their favorite room/ place and describe it!
Then have them pick a person to share that place with and describe him/ her.
Then have descriptive dialogue between the two of you

APPENDIX C
Peer-review sheet
Answer the following questions as accurately as possible. Please write in complete
sentences.
1. Does the opening part effectively set the scene?
2. What really worked for you as a reader?
3. Note any parts that confused you or were dry/ unimportant.
4. What are some ways his/her writing can be improved? Give some suggestions
or hints.
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ABSTRACT
The purpose of this study was aimed to develop university students’ writing
performance through the use of strategic transfer. The research procedure comprised
of three phases: a contextual study to synthesize an instructional model on strategic
transfer, an action research to develop a synthesized model’s efficiency, and a quasi
experimental research to study the students’ performance of writing through the
model as developed by this project. The population was two groups of instructors of
English and undergraduate students of Nakhon Ratchasima Rajabhat University
(NRRU) in Thailand. Three different groups of students were assigned in each phase
of this research. The research instruments employed at each phase were semistructured interview form, learning and instructional record sheet, and writing tests.
The data were then analyzed by percentage, means, standard deviation, and the t-test.
The findings revealed that effectiveness of the five stage model assessed from the
students’ writing performance were higher than the setting criteria. It was shown that
the posttest mean scores were significantly higher than the pretest ones. The writing
performance of the students learned through this model and the conventional one was
significantly different at the .01 level.
Introduction
English is an important inter-communication language for several reasons.
Firstly, people use it as a tool for business among countries like e- commerce and
e- payment. Secondly, it is a tool for life - long learning, such as searching
information, e-mail, and e- learning. It is also a tool for studying further both in
Thailand and abroad. To dependently perform English as a tool skill for studying,
students needs the use of strategic transfer to acquire and apply their knowledge in
various situations.
The 1999 National Education Act
In Section 23 of the Act emphasizes at the importance of mathematics and
language. Thai students have to be trained to gain most knowledge and skills , and
they can also apply the knowledge to another situations after training. The emphasis
leads to the learning process indicated in Section 24 that students have to learn
through thinking process, such as knowledge application, and skill practice. In
addition, it stated that students have to be experienced in learning, applying, and
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solving in any situations. Therefore, in this context, Thai students’ performance must
be trained in various kinds of knowledge and situations so that they can link and
apply their knowledge to create a new one on their own. Therefore, most lecturers
endeavor to create a new model of instruction to implement in a classroom in order to
encourage students to learn and transfer what they have learned into a new different
context of learning.
Rationale of the Study
To encourage students to transfer their knowledge involving metacognitive
knowledge of an individual. Anderson et. al (2001) indicated that this kind of
knowledge can be transferred if it is activated by appropriate teaching and learning
activities.
Metacognitive knowledge comprised of strategic knowledge, cognitive tasks,
and self-knowledge. The first one consisted of general strategies which are strategy
for learning, planing, and solving. Next, recalling tasks and recognition tasks are
sub set of cognitive tasks. They involves conditional and procedural knowledge. The
last one comprised of self-knowledge and self-awareness tied with motivation that
directly affects students’ learning during process the learning.
In learning language, Ngeow (2000) stated that motivation can be seen in
learning goal that related to the research finding of Schunk (2001) which informed
that (1) goals affect on motivation, learning, and self-evaluations of progress (2) goals
motivate people to exert effort necessary to meet task demands and persist over time
(3) goal also direct individual’s attention to relevant task features, behaviors to be
performed, and potential outcomes (4) goals can effect how people process
information (5) goals help people focus on task, select and apply appropriate
strategies, and monitor goal progress. Thus, strategic knowledge is very important for
designing model of instruction on the use of strategic transfer that tends to increase
students’ performance of writing.
However, numerous problems in teaching writing are usually found.
University students were taught for accuracy in most contents. That’s the reasons why
most of them can not apply their knowledge to another situations(Haskell, 2001). In
Thailand, around the year 1999-2002, there has been evidences shown that Thai
university students gain less knowledge about writing process and components of
writings, structures necessary to writing, and less practicing through metacognitive
knowledge.(Seedokmai,1999; Sriratampai, 1999; Chinnawong, 2000; Abdulsata,
2000; Sujan,2000; Desri and Patanasorn, 2002). These problems has usually been
affected students’ performance of writing. They can not create a new one on their own
against the standard criteria.
The problems presented should be solved by creating a model of instruction
on the use of strategic transfer. The model should provide student writers an
opportunity to access their own strategic knowledge. They should know strategies of
learning, planing, and solving, and they should practice regulating on goal setting,
monitoring, and controlling their own learning. Beside this, process approach and
structures should be trained together.
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Teaching and learning through strategic transfer based on strategic knowledge
in a memory of an individual, emphasizing on what, when , and how to use strategy.
Students are provided opportunities to take parts of their own learning by goal
setting. Most practices on metacognition in learning, planning, and solving are
needed for retrieval, retention, and transfer. Also, it focuses on students’
understanding that closed to retention and retrieving activities such as graphic
organizers and mneonics hints during process of learning (Griffin, 1989;Daley, 1998).
The two techniques help transfer knowledge in a new lesson, context, and also across
area of study.
Objective of the Study
The objective of the study was to develop an effective instructional model on
strategic transfer to increase university students’ writing performance.
Related Literature
Process of strategic transfer
Strategic transfer is a process of thinking that is a tool for efficient problemsolving (Phye, 1992). An individual acquires the process by experiencing and
controlling their own thinking about learning, planning, and solving in various
context. To evaluate learners transferring their knowledge is to look for an ability
that they use to create their tasks against the standard criteria (Anderson et. al., 2001).
Strategic transfer usually begins with an activation of a strategic knowledge
through intellectual activities like analyzing, synthesizing, evaluating and creating,
and a self- awareness like regulating and monitoring through problem-solving
activities based on one’s prior knowledge (Anderson et. al., 2001). Therefore,
acessing strategic knowledge and retrieving one in different contexts require two
processings ; on-line processing and memory- based processing The first one is a
learning process usually occurred whenever a person has an opportunity to solve new
problems following by a perfect feed back about procedures or strategies used in
various contexts until he or she meet the target of learning. The second one is a
practical learning between acquisition and transfer tasks that require the least time of
linking between learning and performing naturally (Phye and Sanders, 1992).
Similarly, Klausemier (1985), Eggen and Kauchak (1999), and Elliot (2000) stated
that learning task and transfer tasks should be included in a learning period, or they
should be acted at a closed time in various contexts. Consequently, both on-line and
memory based processing are crucial, and should be simultaneously develop in the
use of strategic transfer to develop students’ accademic performance. (Figure1)
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A process of strategic transfer
(Adapted from the ideas of Anderson et. al., 2001
and Phye, 1992 )

Intellectual development on transfer
Anderson’s taxonomy of intellectual development comprised of seven stages;
remember, understand, apply, analyze, synthesize, evaluate, and create. Transfer is
appeared at the second one, and can be gradually increased until the last one is met.
The first one is a meaningful learning that causes of retention and transfer. The
intellectual activities are explaining, exercising, mind mapping, problem-solving,
identifying, revising, using the criteria, and creating a new task through scoring
assessment(Anderson, et. al., 2001). All are related and crucial for teaching transfer
because students feel free to gradually compose their task- from learning task to
transfer task.
Standard criteria
According to the theory of the taxonomy leads to transfer, the study need
standard criteria to assess, and to inform that students completely create their writing
task using transfer process. The standard one used in this study based on the criteria
of TOEFL (2000) focusing on the components of writing, as well as scoring rubrics
used to identify and evaluate students’ performance.
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Process writing and strategy for writing
Process writing is a process of thinking of needed strategies for learning,
planing, and solving activities (Weigle, 2000; Gunning , 2002; Kellog,1994). It
affects writing’s performance because students use meatacognition on planing,
revising, and evaluating skills to compose their writing tasks(Wongsajja, 2002). The
steps necessary to process writing are prewriting, revising, and editing. As for the
components of writing, all student writers need to learn about topic and supporting
details, organization, mechanics, grammar, and vocabulary(Raimes,1983).
Student writers also need to know different writing patterns. There are several
ones used in college writing, for instance, classification, cause and effect, and
comparison and contrast. Students need to learn and identify the features of the
patterns, and also apply the use of them in various context. Additionally,
Marushige(2004), Reed (1996), Jarvis (1997), and Skillen (2002) suggested that
writing skills should be developed together with a computer skill because it helps
planning, revising, and auto checking for some miss spelling.
Writing and reading are integrated skills. They contribute to each other and
help students learn writing from reading, or reading from writing (Shanahan and
Lomax,1988; Conley,1992). Students use their prior knowledge of reading to analyse
and apply grammartical structures, organization, and components of writing from the
given passage to synthesize their writing task. Thus, reading plays an important role
on writing. According to the link between the two skills, good writing process should
run on reading and writing relationship, for examples, drafting, revising, and editing.
Collaborative learning
Fachikov(2002) suggested that learning together like collaborative learning
and peer tutoring help developing writing skill , and transfer what they learned from
friends to a new task on their own. Students also need help from peers and learning
environment to compose writing. Therefore, group working, peer tutoring, peer
feedback, and peer revising and evaluating should be included during learning
process because it increases students’ performance and helps them becomes a careful
reader and writer. (Goussava, 2001; Tailor, 2002)
In conclusion, a good model of writing on the use of strategic transfer should
be included two skills; global and specific skills. Global skills can be trained by using
strategy for learning, planning, and solving through self-regulation to control their
own learning, and to meet their learning goal. Another writing skill is specific skills.
Students can be cognitively trained to use strategic transfer through on line
processing and memory-based processing.

Research procedures
Research design
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To study students’ performance of writing, this study has been divided into
three phases ; a contextual study to synthesize a proposed instructional model, an
action research to develop an efficiency of a proposed model, and a quasi
experimental research to study students’ performance through the use of strategic
transfer. (Figure 2)
1. A Contextual Study

Fundamental information/
Conceptual framework

A drafted model on the use of strategic
transfer and its proposes are verified

A proposed
model on
the use of
strategic
transfer

2. An Action Research

Develop a proper model through action research
(3 cycles of implementation)
An efficient
model on the
use of
strategic
transfer

3. Quasi Experimental Research

Study writing
performance
of students
through the
efficient
instructional
model on the
use of
strategic
transfer

Getting an effective model of instruction
to increase writing performance
of university students

Figure 2 Research design
Procedures and research findings
1. A contextual study. The methods consisted of contextual study and
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document analysis. The participants comprised of both NRRU teachers and 60
students. The group of students were second year undergraduate English major
students. A Se-structured interview was used to elicit problems in teaching and
learning writing skills. Typology analysis and percentage were used to analyze the
obtained information.
After the interview and document analysis, a conceptual framework was
developed. Then, a model of instruction was synthesized. A draft model comprised of
five components namely; the principle, goal, contents, syntax, and evaluation. The
verification of the draft model was done by the experts. The experts’ average
verification scores shown that it was a proper instructional model.
2. An action research. The participants comprised of 17 NRRU students.
They were second year undergraduate English major students who were taking a
writing course in summer of academic year 2004. They participated in all three cycles
of implementation. The instruments were orientation plan, three lesson plans,
students’ developmental record, instructional record, instructors’ and students’ record,
baseline test and posttest, scoring rubrics, and practice. All of the instruments were
verified by five experts, and the average verification scores shown that they were
proper instruments. Finally, typology analysis, percentage, standard deviation, and ttest were used to analyze the obtained information.
A researcher took a role of teacher and an assistant researcher was a nonparticipate observer. The criteria of mastery lesson was set at 100% of students get
more than 60 % against the standard scores. Total time of implementation were 54
hours. In the first 24 hours
In cycle I, taken 24 hours. Students took a baseline test, and were taught
through a proper model. Data were then collected and analyzed. The findings revealed
that 76.47% of the students passed the standard criteria of writing (
= 14.53).
According to qualitative data, the rest of students didn’t realize their ability. They
were less active in learning participation, and composing. They did not try to be aware
of their errors and overcome them such as the use of parts of speech. Problem-solving
was less used during the composing period. They neither find solution on their own
thinking, nor pay attention to learning environment during the research period.
Furthermore, they neither use process writing, nor share their ideas through group
working. Their learning behaviors shown that they lack motivation in language
learning because motivation in language learning related to learning goal, and
feedbacks.(Negow, 2000). Also, self-regulation affects their motivation whenever
they realize their own learning goal and try to meet it on their own (Schunk, 2001).
According to these evidences, more motivation and self-regulation were most
emphasized. Therefore, a researcher modified learning activities by adding more
practice, and having students analyzed their writing development on their own based
on strong feedbacks. The fifth stage of teaching, a consolidating and ample writing,
was moved to be practiced in an extra time in order to provide an opportunity for
creating writing tasks dependently. Grammar advisory could be done for an individual
error.
In cycle II, the same group of students participated in a modified teaching and
learning activities with new contents. The results of this fifteen- hour phase shown
that 82.35% of the students passed the standard criteria ( = 14.61). According to

8
obtained qualitative data, less students paid less attention to process writing, and
made the same errors. They created their writing with no self-knowledge and selfawareness. Parts of speech as well as peer review, and peer assessment still be
advised.
In the last cycle which lasted in 15 hours, process of self-awareness and
knowledge were more emphasized in a modified lesson plan. After getting strong
feedback, students were required an opportunity to plot their graph of writing
development based on their writing scores, and they were also allowed to set their
writing own goal before composing their new writing tasks. A comparison between
the previous and recent writing scores were identified. After implementing through a
modified one, the results of the third cycle shown that 100% of students passed the
65% standard scores with 16.14 mean scores. All of them met the target of learning
writing. Therefore, the cycle of the action research stopped. The posttest revealed
that (1) 100% of the students passed the standard criteria with 17.08 mean scores; (2)
the result from t-test revealed that there was .01 level of significance between the
pretest and the posttest scores. The mean scores of the posttest were higher than the
pretest. This can be interpreted that the strategic transfer model increased the
students’ writing performance. The qualitative data shown that better writing can be
noticed such as less errors on writing components, and more self – awareness on
controlling writing process. Almost all of them met their own learning target set
earlier. They commented that they were very proud of creating such a nice writing.
According to the action research, the model as developed from this project
comprised of five components of instructional model: the principle, goal, contents,
syntax, and evaluation. During the action research period students were exposed to the
set of activities which promoted an understanding of transfer process. To achieve this,
students got access to gain more experiences both in general skills on learning,
planning, and solving, and in specific skills on drafting, revising and editing.
Therefore, the five steps needed to be implemented in the following sequence: 1) the
analysis of writing on individual baseline; 2) the link between reading and writing
through collaborative learning ; 3) the use of strategic knowledge with process writing
both in groups and on their own; 4) the application of strategic knowledge with
process writing mostly on their own and peers; 5) the creation of a new task with
process writing on their own and peers. The followings are five steps of teaching and
learning activities.

1.Goal
2.
3.

5.
Consolidation
d
l
4. Creating

Figure 3 Steps of teaching and learning activities on strategic transfer
3. A quasi experimental research. A different group of NRRU participants
were used. The two classes of a second year under graduate English major students
who took a writing course in a first semester of the academic year 2004 were selected.
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There were 24 students in each group. They then were randomly divided into control
and experimental groups. Both groups took a pretest. The experimental group learned
through a model on strategic transfer, and the control group learned through a
conventional one. After that, the posttest was administered. The finding revealed that
(1) the posttest scores of the experimental group were higher than the pretest ones. (2)
The mean scores of the experimental group were significantly higher than the ones of
the control group (at the .01 level).
In summary, the suggested strategic transfer instructional model is an efficient
model of instruction. It can be used to increase Thai university students’ writing
performance.
Results and Discussion
According to the research results, the use of strategic transfer plays an
important role to increase writing performance of the Thai university students. These
can be the possible reasons:
1. Problem-solving activities are emphasized in various writing contexts.
Students practice writing through problem-solving process whenever they plan, draft,
revise, and edit their tasks. They have to find what they know, and how to take out
what they know to complete their tasks, especially in the step of creating, and ample
writing. These activities lead students to take more endeavor to complete their tasks,
and also lead them to high motivation as Hubel (cited in Elliot, 2000) explained that
during the process of problem-solving, high motivation is increased. Therefore, this
activity is one cause of successful writing on strategic transfer.
2. Learning strategy is focused all through the writing process. Students are
trained to organize their ideas using diagram and encoding to outline their paragraph.
Also, they are encouraged to recall a group of transitional words necessary to each
paragraph pattern. These activities help them recall the pattern, and orderly organize
ideas even they crate a new one with a new pattern and contents. This result related to
the finding of Griffin (1989) and Daley(1998) who found that after students learned
strategy of learning and nemonic hints, students transfer the strategy across situations
and contents.
3. Learning goal is emphasized. In the transfer process, students always
receive their feedback of writing against the standard criteria. This leads them to goal
setting and how to reach the goal. Also, it leads them to try more and more in order to
meet the goal, and being successful student writers. This emphasis brings about
successful writing because learning by self-regulation through goal setting results in
high motivation. The students know how to try, and they can set a new goal when the
present one is attained (Schunk, 2001).
4. Collaborative learning is focused during process writing. Students need
helps from friends such as peer tutoring, peer revising, and peer evaluating. They
worked in groups to exchange their ideas of planning, and share knowledge of writing
among their classmates. This kind of learning helps them obtain the concept of the
writing rules and its components. They transfer what they got to create a new one.
Also, a research finding of Goussava (2001) has found that the group of freshmen
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who learned writing through peer tutoring had significant higher performance of
writing, and being a careful writers.
5. Students has sufficient time to practice based on their given feed back,
and strategic knowledge. Students are trained through on-line and memory-based
processing ( Phye, 1992). They had an opportunity to practice until they meet the
goal. They also produce a new task based on self-knowledge and self-awareness.
They know their errors and able to control them, and they also realize the standard
criteria as they are composing their task. The appropriate time in the former process
causes successful of writing as shown in the posttest mean scores that is significantly
higher than the pretest ones.
Conclusion
One of the expectation of the 1999 National Act is to increase Thai students’
performance and help them to apply their knowledge in various situations. An
instructional model on the use of strategic transfer designed by the researcher has
included all the elements as follows: (1) the principle (2) ) the goal of an instructional
models (3) the contents (4) the syntax of the instructional model (5) the components
of instructional activities (6) roles of both teacher and students (7) evaluation.
According to the evidence initially presented, the model on the use of strategic
transfer as developed by this study is an efficient instructional model that can be used
to increase university students’ writing performance.
The highlight of the instructional model is the learning and training by using
self – regulation through goal setting. It is also benefits students in terms of
transferable skills such as problem-solving skills, working collaboratively, and even
IT skills. Students take responsibilities, and accept on other ideas or comments. From
participation of the activities provided and from the portfolio, student writers have
goal progress, and their writing performance is increasing. They can independently
create a new task against the standard criteria.
In conclusion, the use of strategic transfer in the teaching of English affects
students writers because of both training on global skills (learning, planning, and
solving), and specific skills (process writing).
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Need for the study
What writers and illustrators choose to represent through literary texts entails specific
choices with distinct ideological and political implications. Canada is a land inhabited for
centuries by Aboriginal people, and in more recent years by immigrants coming first from
Europe and later from countries in Africa, Asia, South America and the Middle East.
Despite Canada’s diverse population, more than a hundred years of Canadian nationalist
discourses have proposed a distinct Canadian identity founded on notions of whiteness and
exclusion. Pre-service teachers in Western Canadian teacher education programs are,
however, still mainly of white European descent and many of them have had few
opportunities to question a white settler view of Canadian identity or to interrogate
stereotypes of Canada’s immigrant and aboriginal peoples in the texts they read.
Recently, Canada’s story and identity have been re-defined as a postmodern bricolage of
competing traditions, histories, re-tellings and re-imaginings that have emerged from a
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variety of sources, including writers and illustrators of European descent, immigrants of
colour and First Nations peoples. Their stories have helped to raise new questions and
tensions that have the potential to disrupt any homogeneous notion of Canadian identity.
In their complex interaction between words and images, picture books can act as cultural
texts that may promote a cohesive, harmonious and exclusionary view of national identity,
or serve as a counter-articulation to notions of a homogenous and cohesive sense of nation.
Picture books are often dismissed simply as texts for the nursery or the elementary
classroom, yet they offer readers of all ages the potential to engage in particular ideologies
of culture presented in semiotic terms. Through their ideological stances, picture book
stories invite readers to take up particular subject positions, inviting them to “see” and
understand their own subjectivity, and those of others in specific ways.
Objectives:
The aim of the study was to introduce pre-service teachers at a western Canadian university
to a range of contemporary Canadian picture books that offer multiple representations of
Canadian identity. We believed this would enable the pre-service teachers to develop
criteria for the thoughtful selection of texts and curriculum materials for culturally diverse
school populations. In turn, we wanted to gain insight into the perspectives, understandings
and responses of pre-service teachers to notions of Canadian identity as represented in the
selected picture books. This insight would be valuable in informing our own practice as
teacher educators as we prepare pre-service teachers to meet the needs of increasingly
culturally diverse school populations.
Methodology
In this study the researchers presented a workshop with 30 contemporary Canadian
multicultural picture books to five classes of pre-service teachers enrolled in a BEd
program. Following the workshop they administered a survey to the students inviting them
to articulate their understandings of the shifting notions of Canadian identity through their
responses to the Canadian picture books. Eighty-four of the 115 students returned
completed surveys. Follow-up audio-taped interviews were held with eight pre-service
teachers. The interviews explored issues of national identity, representation and stereotype,
as well as the potential of contemporary Canadian multicultural picture books for teaching
and curriculum development.
Data analysis consisted of descriptive statistics (frequency tables, bar graphs) and thematic
and content analysis of written questionnaire items and conversation transcripts.
Findings of the study
Overall, the students’ survey responses were brief, stereotypical, and superficial. Students
referred to the acceptance of difference (people, cultures and beliefs), and symbols such as
snow, ice, mountains and bears, but they demonstrated little real exploration of what it
means to be Canadian.
The prevailing belief was that immigrants to Canada are more appreciative and patriotic
than Canadians born in the country (the myth of the grateful immigrant). According to the
students, the latter are more likely to take their citizenship for granted.
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Students believed that Canadian picture books are important because they help to
demonstrate Canada’s diversity, celebrate “other cultures” (the myth of the happy
multicultural), and help children to understand Canadian history. They also saw the
importance of the books in terms of raising an awareness of citizenship and Canadian
‘issues’.
The students were basically unfamiliar with Canadian children’s literature (could name
very few authors, illustrators or book titles) yet most of the students said they planned to
use Canadian literature in their prospective classrooms.
There was an assumption among the students that once they were teaching in schools,
Canadian books would be readily available for their use. They did not see themselves as
having to make book selections for their classrooms or select materials for inclusion in the
school library.
The elementary route students’ major concern was to avoid controversial books in their
elementary classrooms. Their definition of controversial included material that presented a
non-white point of view. The secondary route students’ major concerns were a) the
appropriateness of picture books in secondary classrooms and b) their potential for working
with ESL students and for introducing ‘difficult subjects’.
Questions arising from the study
How can we help our pre-service teachers to interrogate dominant notions of whiteness?
How do we interrupt their notions of “the grateful immigrant” or “the happy
multicultural”?
How can we help teacher education students to problematize their own identities in order to
see the power differentials of which they are the beneficiaries?
How can Canadian multicultural picture books open up discussions of official
multiculturalism and questions of identity in today’s classrooms?
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Abstract
The ESL Classroom Discourse: A Cultural Mirror

This presentation will illustrate how teachers' discourse and the resulting interactional
patterns and teaching styles are affected by the cultural background of the teachers
and the learners. The research focuses on Teaching English as a Foreign Language in
Israel as a learning situation of dynamic cultural encounters.
The presentation is based on an ethnographic study of three different cultural settings
presented as case studies of three classes, with the researcher as participant observer.
The research adopted an inductive approach, whereby grounded theory was developed
through the process of collecting and analyzing data. Data were collected over a
period of two years and were then subjected to critical discourse analysis. The
methodology included triangulation by means of formal and informal interviews,
conversation, video film, as well as observation of the school cultural setting.
Reflective diary entries by the researcher added a further dimension upon the process
under review.
The research findings constituted theoretical formulations concerning the
interrelationship of culture, language and learning in the realities under investigation.
The analysis revealed three distinctive micro-cultures which were found to reflect
elements of each specific macro –culture. It exposed beliefs, expectations, paradoxes,
tensions and covert ambitions and provided an in depth insight into the three different
cultural contexts contributing to the thick description of events and environments.
Conclusions were drawn as to the effect of these elements on the language teaching
and learning process, and also on the distance between the cultural background of the
teacher and students and the culture of the target language, and its implications.
The study has been able to confirm the theoretical principle that cultural backgrounds
of those involved in teaching and studying a foreign language affect classroom
discourse, and to illuminate the socio-cultural factors that influence the quality of
teacher talk and patterns of classroom interaction. The study makes a contribution to
the understanding of the complexity of any classroom situation and particularly to the
foreign language teaching situation, highlighting its socio-cultural aspect. The
conceptualization arrived at can assist subsequent research to connect the micro and
the macro cultural spheres. It can also benefit both foreign language teachers and
teacher education programmes in making them aware of the role of the socio cultural
dimension and thereby enrich their reflection on teaching styles.
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Using Movement to Reinforce Classroom Learning
Elementary classroom teachers are invaluable. They teach our children so much;
regardless of the subject matter that they provide young children, they may also instill a love of
learning that can last a lifetime. The daily schedule of the average classroom teacher is so full on
any given day, how or why would they want to spend time trying to put together a movement
lesson for their students? The purpose of this paper is to provide the reader with ideas relative to
doing just that--demonstrating how to take ordinary movement activities and use them to
reinforce classroom learning. In addition, readers will be given a rationale for working to
enhance the level of activity of children.
Rationale for Using Movement Activity
In 1996, an historic document, the Surgeon General’s Report on Physical Activity and
Health, was published in the United States. For the first time, the Surgeon General
acknowledged a link between physical activity and health stating, “…Americans can
substantially improve their health and quality of life by including moderate amounts of physical
activity in their daily lives.”1 The report also discussed the benefits of regular physical activity.
Among other benefits, regular physical activity reduces the risk of illness and death in the United
States. The report also identified ways to help people include more physical activity in their
daily lives. One of the ways listed was the use of well-designed physical education programs
where classes increase the daily physical activity of students.
In a policy statement on the prevention of pediatric overweight and obesity, the American
Academy of Pediatrics (AAP) stated, “Regular physical activity should be consciously promoted,
prioritized, and protected within families, schools, and communities.”2 The AAP recommended
that a variety of activities considered to be fun and easy to incorporate into one’s lifestyle be
promoted to our youth. In a statement on Type 2 diabetes in children and adolescents, the
American Diabetes Association (ADA) claimed that a lack of physical activity is strongly
associated with developing obesity, Type 2 diabetes, and cardiovascular risks. The ADA added,
“School programs should promote healthy food choices and increased physical activity.”3
In the spring of 2001, California’s Department of Education performed a study matching
reading and math scores with fitness scores of 353,000 fifth graders, 322,000 seventh graders,
and 279,000 ninth graders.4 The results of the study indicated that students meeting minimum
fitness levels in three or more physical fitness areas showed the greatest academic achievement
gains at each of the three grade levels. Another recent study included 500 Illinois children in
grades three, four, and five. These children performed a variety of physical fitness tests and
completed the Illinois Standard Achievement Test. The results indicated that the children that
scored the highest on the physical fitness tests also scored the highest on the academic tests.
Researcher Dr. Charles Hillman stated, “We found a general relationship between physical
fitness and improvement on this test.” 5
The National Association for Sport and Physical Education (NASPE), in their revision of
the national standards for Physical Education claimed, “Physical activity is critical to the
development and maintenance of good health.”6 In addition, George Graham, Ph.D., of
Pennsylvania State University and former NASPE President, has stated, “Schools are crucially
important to increasing physical activity of children because school programs can affect the
behavior of ALL children on a daily basis.”7

Healthy People 2010 identified the most significant preventable threats to health,
established national goals to reduce these threats, and provided a framework for prevention for
the United States. 8 It included a list of Leading Health Indicators which reflect the major public
health concerns in the United States at the beginning of the 21st century.9 It is not a coincidence
that physical activity and overweight and obesity are at the top of the list. Of the top six leading
causes of death in America, five are directly related to an inactive lifestyle: heart disease, cancer,
stroke, diabetes mellitus, and unintentional injuries due to accidents.10 People's level of physical
activity and the status of their weight are critical to good health.
The Centers for Disease Control and Prevention (CDC) claimed that physical inactivity
and poor diet now account for 400,000 deaths per year in America. This is second to tobacco use
among the preventable causes of death.11 The CDC also claimed, “Positive experiences with
physical activity at a young age help lay the basis for being regularly active throughout life.”
The American Heart Association (AHA) wants to help children live healthier lives by promoting
physical activity. The AHA recognizes physical activity as one of the first lines of defense
against childhood obesity.12 The AHA also stated, “Physical inactivity is a major risk for
developing coronary artery disease.”13
The President’s Council on Physical Fitness and Sports recommended a “Lifestyle
Physical Activity Model” as a new strategy to increasing physical activity. They asserted,
“Children need activity for the development of all parts of health-related physical fitness…, as
well as activity to promote a high peak bone density.”14 They made a point to emphasize lifestyle
activity in their recommendation for children. In addition, the American Medical Association
studied seven dietary and physical activity variables on the impact of overweight adolescents.
They found that insufficient vigorous activity was the only risk factor for higher body mass
index for adolescent boys and girls.15
“Research increasingly supports the critical link between health and learning,” said Bill
Potts-Datema, of the Harvard School of Public Health.16 He continued, “Schools also can have a
positive impact on students’ level of physical activity and thereby also improve students’
classroom performance…Physical activity can help increase students’ ability to concentrate and
reduce disruptive behavior, which can have a positive impact on academic achievement.” It
cannot be more apparent that a need for daily physical activity exists for all. While Physical
Education provides an opportunity for children and adolescents to develop and maintain healthy
fitness levels, most elementary school children do not attend physical education classes on a
daily basis. There is a clear need for elementary classroom teachers to enhance the activity
levels of children.
Disclaimer
The purpose of this paper is not to diminish the need for qualified physical education
teachers or suggest that there is not a need for quality physical education classes in our schools.
However, it is clear that children are not getting enough physical activity to achieve optimum
health and performance. Kids need to move more! Hence, the true purpose of this paper is to
share ideas about how we can increase the daily activity levels of children. Classroom teachers
can be instrumental in achieving this goal. Teachers may find that movement activities can
support the learning that is taking place in their classrooms. [Although there is a great deal of
research indicating the merits of activity and its impact on productive brain growth and
achievement, that is not our purpose here.] The simplest reason to use activity is that it is “good”
for children; it can be good for them physically, intellectually, socially, and emotionally.

Increasing Movement for Classroom Learning
There is only so much time in the school day. If we add more time for activity, some
might argue that there is less time left for learning (note the figure below). Therefore, we must
find a way to use the added activity time to reinforce the learning that occurs in the classroom. If
we can do that, then we experience a “win/win” situation for kids; children get more activity
AND they enhance their classroom learning.

Activity
Time

School
Time

For physical educators…
Physical educators are encouraged to provide classroom teachers with a “workshop” to
assist them in including more movement activities with their students. It is recommended that
this workshop last no more that 20 minutes. As a matter of fact, “Twenty Minute Workshop” is
a nice title to use. It is important to get those teachers in and out quickly. They have so much to
do; if the physical educator takes too much time away from the classroom teachers’ time, interest
will wane. [They can always come back for more.]
The purpose of the workshop is to share activities with classroom teachers. It might also
be prudent to share the benefits of activity, providing a rationale for using activity. Most
importantly, show teachers how the activity can reinforce classroom learning. If the classroom
teacher can see a connection between the activity and student learning, they will be more likely
to include the activity in their day. It is suggested that just three activities be offered for their
potential use; select one activity that can be used to reinforce student learning, one that is a
fitness activity, and one that can be played “just for fun.” Now, if an activity can do all three,
great! [Possible examples of activities are described later in this text.]
Depending on the size of the school, it is possible to tailor the workshop to the needs of
the classroom teachers. If the school has numerous classrooms for each grade, the physical
educator might want to invite the K-2 teachers to the workshop, followed by a separate workshop
for the 3-5 teachers. If the school is rather small, offer a workshop for all teachers together, and
allow them to modify the activities after the activities are presented.
For classroom teachers…
Teachers may not find it too difficult to take traditional games and activities they already
know, give them a little “twist” to create a new activity for their classroom teaching. However,
if classroom teachers feel uncomfortable in making such adaptations or if they do not have much
experience in games, it is suggested that they work with the physical educator to find activities

that are easy to set-up and play. That last thing the classroom teacher needs is to spend time
fussing with equipment and set-up of an activity; “quick and easy” works best. It is possible that
there are activities that the students already play that can be modified to reinforce classroom
learning.
Classroom teachers are innovators; they constantly look for new ways to teach concepts
to kids. When teachers make learning fun for kids, more learning will occur. This should
motivate the elementary classroom teacher to consider the use of movement activity as a
“classroom teaching method.” It can change the typical mind-set of teachers, who are already
accustomed to not being sold on using “paper and pencil learning” as a sole means of teaching.
Sample Activities
Alphabet Relay
The Alphabet Relay is a simple relay that works best if there are just three students per
team. If the numbers do not work out evenly, the teacher can put four people on a team.
Keeping the number of students per team to a minimum keeps the “standing around” to a
minimum, decreases the discipline problems, and allows for more activity per child. The
students are lined up as pictured below:
X

X

X

In the picture, the X’s represent a line of students. The large A represents a stack of letter cards.
Opposite each team is a stack of cards (made by the teacher or students). On each card there is a
letter. The first student runs to the stack of letter cards, picks one up, and returns to the team.
Then, the second team member runs to the cards, picks up a letter, and returns to the team. As
the second runner returns, the third runner takes off to the stack of letter cards. Also, as soon as
there are two letter cards lying on the floor at the team “home site,” the team members not
running start putting the cards “in order.” This continues until the end of the activity.
The order the team members put the cards in depends upon the ability level of the
students and the direction of the teacher. If pre-school children are playing, they may put the
letter cards in alphabetical order. Kindergarten students might separate the cards into simple
words. Older students may use the letter cards to practice their spelling words or review
concepts from other subjects. For example, while studying nutrition students can form words
describing food (milk, bread, beans, etc.). Once the team forms their word, they determine
which food group the food belongs to and how many servings they should have each day. At the
conclusion of the race (when each team has a word) the teacher can lead a discussion, asking
students to report about their “food word.” Teachers can review spelling, terminology, and
more! A teacher might use “word cards,” and the students run the relay using the cards to create
sentences.
It might seem simple for an innovative teacher to put numbers on one side and letters on
the other. Then, the teacher could use the same activity to play the “Numbers Relay.” Young
children might put the numbers in numerical order or separate them by “evens and odds.” The
students can also work with multiples (with multiples of 3, a card with a “1” and a card with a
“2” could be put together, making “12;” a “2” and a “1” could be put together, making “21;”

etc.) Older kids may be required to create number sentences that equal a total given by the
teacher. (For example, the teacher can add cards with “+”, “x”, “÷”, “=,” etc. The students might
create a sentence that looks like this: 2 x 3 + 4 - 1 = 9.)
The students continue taking turns running to the stack of cards until they have completed
the task the teacher has given. This may mean that the students run until the cards are gone,
maybe not. The teacher can determine what each stack of cards contains--maybe each stack has
the alphabet with repeats of often used, or each stack of cards could include three of each number
(three 1’s, three 2’s, etc.) from one to nine. A teacher might use cards with fractions. Truly, the
only limit on how this activity is used is the imagination of the teacher. It can be used with
students at any grade level. Even middle school and high school teachers can use this relay to
make the learning activities fun!
The Alphabet Relay does require a little preparation. It may be that teachers already have
the materials needed. If not, the items can be made quickly and easily. As a matter of fact, the
students can make the needed “Cards” for the relay. [Teachers with very young children in PreK, K or 1st grade might ask for help from a 4th or 5th grade teacher. In about 10 minutes, one
class of older students can prepare enough cards for a younger class.] Take 3 x 5 index cards and
chop them in half with a paper cutter. Then put one letter on one side of each card.
Over Under Relay
This relay has been played by most children. They stand in lines, one behind the other.
For a class of 24, I suggest four lines of six. The child in the front of the line passes a ball (or
some other object) overhead to the child directly behind them. That student accepts the object
and passes it on through their legs. The pattern continues “over under over under over under”
until the ball reaches the child in the back of the line. When the child in the back of the line
receives the object, he or she runs to the front of the line and passes the ball overhead to the child
behind. The process continues until the line has returned to its original alignment OR until the
team has completed the task given by the teacher.
The teacher directs the students in their “task” with each pass of the object. For very
young children, the task might be “count to twelve.” The first child passes the object saying,
“One,” and the second person receives the object and then passes it, saying, “Two.” This
continues until the team reaches “12.” As simple as it sounds, the teacher can modify the
difficulty depending upon the ability level or the children. Other “tasks” might include:
• Count by 3’s to 45
• Count backward from 100 to 0, subtracting 4 at each pass
• Count to 12, adding 2/3 at each pass
• Say the alphabet
• Spell words given by the teacher
Because the children are moving their bodies, the thinking process becomes more difficult. In
this relay, any of the students in one line can help a student who is having difficulty with the
calculation or spelling.
It is easy to see that by changing the method of passing the ball, the relay changes.
Instead of going over under over under, the children can pass the object from the left side to the
right to the left to the right, creating what can be called “Twister Math Relay.” Take a moment
to try and come up with a couple other relays. Here are some titles that might provide a mental
picture of the new relays: around and through, elbow pass, foot to foot, twirl and pass, and more.
Use your imagination and have some fun!

Group Letters and Words
Children can be placed in small groups. As the teacher “yells out” a letter, the young
students form the letter using their bodies. Imagine small groups of fourth graders practicing
their spelling words with their bodies. Terminology from any subject can also be used. In
addition, students can form numbers with their bodies. In a first grade class, the teacher might
say, “Four plus three,” and the student would respond by coming up with an answer and forming
the answer with their bodies.
Kickball and other scoring games
This is so simple, yet very few people use it. Imagine playing a “normal” kids game, like
Kickball. Instead of counting each run as “1,” make each run count for 4. Better yet, for the
older kids each run might be 5/8. Or maybe each run can be counted as .23 (decimals!). Instead
of the runs being counted 1, 2, 3, 4; they are now counted 5/8, 1 ¼, 1 7/8, 2 ½, etc. (using lowest
terms); OR .23, .46, .69, .92, 1.15, etc. Maybe students earn points from reaching each base.
This can be done with any game that requires a score (softball, soccer, basketball, etc.).
The only limitation is that of the teacher. Is it possible to start with a certain number and subtract
a score until you get to zero? (64, 40, 56, 52, 48……8, 4, 0) Of course! Can the teacher change
the method of scoring in the middle of the game? Sure. Can movement games be used to
reinforce Math, Spelling, any other subject? YES!
Jog Across America (or any other place)
Students participate in a 12 minute run/walk. When they complete each “lap” (to be
determined by the teacher depending on the area being used) the students receive one point. If
they complete five laps during the assigned time, the student receives five points. Regardless of
the method of locomotion (walking or running) the students complete the task and return to the
classroom.
Upon retuning to the room, each student gets out a blank map (in this case a map of
America). The teacher tells the students that each point they earned is worth one quarter on an
inch. For example, if the student earned seven points during the run, they would have seven
quarters or 1 and 3/4 inches. They plot a line on their map starting at a sport determined by the
teacher. If the teacher uses capitol cities, the students would plot a line from one capitol to
another. The object would be to “travel across America” over an extended period of time. If the
class were to jog/walk three times per week, it might take them a couple of months to make it
across the map.
While the students are creating their “path” across the country, the can fill in large rivers
and mountains, color in the state, insert a picture of something that identifies the state, and more.
Using this activity, the student may end up using a variety of subjects--map skills to locate
certain items on the map, math skills to convert their points to inches, art skills in using their
creativity and neatness, investigatory skills by finding information about each state, and more.
Once again, the only limitation comes from the teacher’s imagination.
Story Relay
Students, in groups of three, line up. The first student in each group runs to a spot that
has a clipboard with a sheet of paper on it. They begin writing a short story; they write five
words (example--“Once upon a time there”). The student sets the pencil down and returns to the

line. The next student runs out, reads the five words, and then adds five more (example--“was a
big toad that”). This process repeats until the teacher halts the activity. Then, the students gather
round while they read their stories to each other.
There is nothing magical about “five words.” The teacher can instruct the students to
how many words to write (three, four, six…). The teacher can also give specifics that need to
appear in the story. The teacher may say, “In your story include a squirrel and a golf ball.”
Somehow, the students must create a story that includes a squirrel and a gold ball. This is a fun
way to provide students with a creative writing activity. [Imagine how the teacher might create
something called “Picture Relay.”]
Group Juggling
Students are placed in small groups. Each group has an inflated beach ball (better yet,
have the students blow up the ball). When the teacher calls out a word, the students tap the ball
to each other, keeping it from hitting the ground. With each tap, the students “shout” a letter,
eventually spelling the word given by the teacher (“S-T-U-D-Y”). If the ball hits the ground
before the word is spelled the group starts again. Of course, students can also add multiples of
numbers until they reach that number, too (“3, 6, 9….27”).
Conclusion
The purpose of this paper was to provide the reader with ideas that relate to learning. It
should be clear that using simple movement activities can be used to reinforce classroom
learning. In the meantime, students will be increasing their level of activity, which enhances
their overall health. Ideally, a physical educator and classroom teacher can work together,
forming a stronger professional relationship, while creating simple activities for their students.
Can movement games be used to reinforce classroom learning? YES! Classroom teachers that
try these activities might be encouraged to try other movement activities that incorporate
classroom learning, too. Be creative and have fun! Good luck.
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1. A brief overview of the project:We developed and a college algebra course for
science students, designed to improve their success in their mathematics and chemistry
courses. We are targeting students enrolled in our large lecture, Introductory Chemistry
Course, forming a learning community by requiring students enrolled in this section of
college algebra to be concurrently enrolled in a particular lab section of Introductory
Chemistry. These two courses complement each other. This section of college algebra
will emphasize study skills, problem solving techniques and reasoning skills relevant to
science courses. The curriculum for our college algebra course is organized such that
students will cover the math concepts needed for chemistry before they tackle relevant
chemistry concepts.
2. Project goals and objectives were written in terms of improving student learning in
chemistry and mathematics; we will evaluate the success of our project during the course
of the implementation in Fall 2004. Here are the objectives by which we will measure
our project’s success:
i. to improve students’ abilities to use and interpret mathematical representations
(e.g. graphs, charts, tables and equations);
ii. to improve the students’ abilities to efficiently approach and solve word
problems;
iii. to develop and refresh students’ elementary algebra skills; and
iv. to improve the students’ abilities to express ideas from mathematics and science
numerically, algebraically, graphically and verbally.
Our objectives associated to improving attitudes and study practices include
v. to decrease attrition and increase pass rate in introductory chemistry;
vi. to increase the students’ use of systematic study habits; and
vii. to introduce students to a network of colleagues with like academic goals.
Our curriculum for this course has begun to take form, emphasizing the
relationship of math to science. We are currently working on assignments for excel and
CPR. The text has been selected: Stewart, Redlin and Watson: College Algebra (5th
edition).
3. An explanation of what was accomplished We studied the content of the two
courses and determined the mathematical needs of beginning science students. We
developed the framework for the coursework in college algebra as follows.
a.
Homework consists of two types: skills-drills and in-depth studies. The
skills-drills will be delivered using Web-Work, an online
quiz/homework database.
b.
The in-depth studies included a Microsoft Excel spreadsheet
assignment in which students manipulate data, followed by a CPR
(Calibrated Peer Review) writing assignment in which students analyze
their findings.
In Fall 2004, we piloted the course, Florence Newberger taught college algebra and
Nancy Gardner taught introductory chemistry. Student performance in chemistry and in
college algebra improved dramatically.

Students improved their problem solving skills, ability to create and interpret graphs, and
learned how to express chemical concepts in algebraic terms and in CPR writing
assignments. The learning community was established, students made connections with
each other, formed study groups which ultimately helped them the following semester in
General Chemistry.
Introductory Chemistry student performance in General Chemistry the following
semester

COURSE
CHEM students not in Coll. Algebra
CHEM students including Coll Algebra
Target group Students
Control group: NON target group students
in same math course not in learning
community

Gen Chem
#
Sec 1:
#
Gen Chem Sec 2: #
STUDENTS 2.2 class GPA # W's STUDENTS 1.8 class GPA
W's
149
2.3
2
26
2.1
9
160
2.4
7
34
2.3
12
11
2.7
5
8
1.8
3
6

1.8

1

1

4. Results summary: This group of students was targeted for our project as they had a
low GPA in the introductory chemistry class and few made it to General Chemistry and
even fewer succeeded in General Chemistry.
Our results indicated this approach is a dramatic improvement over our control group.
5. Course Materials: We have developed a tentative syllabus for this course that
encompasses five areas of emphasis.
A. Study skills for Math and Science Courses: what works, and what does not.
B. Review of mathematical operations, through WeBWork assignments (drills).
Topics: real numbers, exponents and radicals, algebraic expressions, fractions in
equations, basic equations, polynomials; logs, antilogs and exponentials.
C. Interpretation and creation of graphs, using CPR and lecture. (We have 3 CPR
assignments.) Topics: the coordinate plane, equations vs. graphs, lines, finding a
point in 3-dimensional space; graphs of polynomials; functions, transformations
and combining functions.
D. Analysis and methods for solving word problems: relating words to equations,
solving word problems, creating equations, writing functions, interpreting data.
E. Relationships between math and science seen numerically, algebraically,
graphically and verbally, in particular between mathematical results and scientific
theories.
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Educational Leadership to Sustain Digital Equity for Economic Inclusion
Abstract
This study reports the outcomes from the Mayor’s First Annual Digital Leadership Caucus
that was held in conjunction with the 2005 ISTE/NECC conference in Philadelphia, PA,
USA on June 26, 2005 in Philadelphia’s City Hall. This report intends to expand dialogue
about building a cadre leadership cadre to actively engage tech-learning decision-makers
about the growing problems associated with communities of disenfranchised people and
economic inclusion in a knowledge-based society largely driven by digital communication
networks. During the caucus working groups and networking sessions, information was
collected from approximately 232 invited participants and that data was used to prepare this
final report on five (5) major Caucus themes. Research includes findings from video and
photo observations, topical group activities, online digital leadership survey, evaluation
questionnaires, and informal, unstructured interviews. The results unveiled the immediate
outcomes from the caucus and potential future directions for leadership to pursue resources
and strategies to fulfill the Caucus goals, objectives, and outcomes. The findings suggest that
to sustain digital equity (parity), the problem of the Digital Divide must be recognized as a
major factor in educators and young minority peoples’ access to emerging technologies and
participation in high quality education. Inclusive participation must include support for an
active global workforce, community connectivity, virtual learning, political support for
funding and more women and minorities in research and development to achieve social and
economic inclusion in a networked, knowledge society. Survey results indicated that over 80
percent of participants have a strong belief that technical support and financial resources for
this type of digital inclusion must come from the business community or local municipalities
in the future. The confidence level in large-scale government efforts to support the
elimination of existing digital and education inequities was low in comparison to other
sources of support.

Introduction
As the emerging global economy moves toward becoming a knowledge society, educators and leaders are
presented with the challenge to increase the ability of all individuals and groups from diverse cultures to
create and work with knowledge systems. The global Digital Divide issue now extends beyond access to
computers and the development of ICT skills to equality and inclusion in the new economy in a “flat
world”. According to Thomas Friedman in The World is Flat, this concept requires us to run faster to stay
in the same place as competition for jobs becomes global (Friedman, 2005; Scardamalia, 2003).
More importantly, some research findings suggests that the Internet is increasing rather than diminishing
inequalities of opportunity and privilege for many people, especially minorities and this situation should be a
common concern for all leaders. Warschauer (2001) defines the digital divide as another system of advancing
social stratification due to unequal ability of people to access, adapt, and create knowledge via use of
information and communication technologies (Warschauer, 2001, p. 1). However, other research provides
profound evidence that neither race, class, or gender are the greatest factors causing the digital divide to expand,
but it is poverty and poor education that contribute to social stratification and inequality in this digital age
society.
This report places the issue of the Digital Divide in historical perspective by highlighting important
findings from studies that seek to shed light on the various technological divides and how research has
changed the face of the digital divide during the last 10 years. We believe that research can help us
understand the significance of the evolutionary change that led to the transition from a narrowly defined
focus on the Digital Divide as access to computers and the Internet to the expanded Caucus theme, digital
equity for economic inclusion. Research shows that five factors: purpose, people, products, process, and
policies are important empowerment factors in defining resources and strategies to close the deep Digital
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Divide (Pittman, 2003). Examining these dimensional factors could help identify trends that seem to
emerge and result in deepening socioeconomic gaps that ultimately affect people in disenfranchised
communities.
Global Implications
This Digital Divide’s impact on economic inclusion extends globally and has worldwide implications for
all humanity and especially youth from disenfranchised communities or cultures. By sequencing research
that captures past events described in digital divide studies such as technological, social, educational,
economical, and political events that occurred between 1995-2005, a clearer understanding of the digital
divide emerged during a process called scanning. Moreover, the scanning analysis unveiled potential
relationships between and among events that contributed to the deepening digital divide. During the DLC
panel discussion Bernice Stafford of Plato Learning, Inc. reminded us that digital equity and socialeconomic relationships have not been studied from a scientific or empirical perspective because earlier
research was focused on characteristics of people who had access to computers and the Internet rather than
tool utilization and impact. Nevertheless, this data was extremely valuable because it served to recall
attention to the social inequalities and economic stratification that continue the cycle of haves and havenots into a 21st Century digital networked society.
We theorized in this that some cultures have not achieved digital equity, in part, because their leaders could
lack a copious understanding about causes and effects of the digital divide from economic and social
perspectives. Findings revealed that after 10 years a consistent gap exists between the have and have not
participants in the new digital society; a persistent gap unlike any other technological period in history that
continues to deepen rather than widen that is beginning to look more like the knowers and the know-hows.
The knowers are aware of the technology and have access to computers and the Internet but lack the
knowledge base for empowered use. The know-hows have the knowledge, skills, and network to take full
advantage of the digital world. Major contributors to the digital divide from 1995-2005 included: poverty,
education level, unemployment, computer illiteracy, and lack of awareness. The majority of Americans are
either knowers or know-hows.
The lack of a skilled workforce and empowered people expands global dialogue about building a leadership
cadre to actively engage tech-learning decision-makers about the growing problems associated with
communities of disenfranchised people and economic inclusion in a knowledge-based society largely
driven by digital communication networks.
In preparation for the caucus, the researchers scanned 10 major studies or s on the digital divide that span
20 years using “historic mapping” to track the Digital Divide’s course that largely affects people in
disentitled communities. See Table 3. The research provided insight into the impact of the digital
revolution on education, computers, communication technologies and the social and economic conditions
on the lives of the haves and have nots in American society. As historical research has taught us while
history is not a perfect guide to the future, it can help us predict how rapidly technological adoption
(diffusion) will occur in the future and the potential impact it will have on society.

DIGITAL EQUITY – THE NEW CIVIL FREEDOM
The proliferation of information on the Internet and its role in society is positioned as a universal network
for full participation in a world economy and society. A primary concern that leaders should have is the
debate about whether the Internet and computer technology could emerge as a new civil liberties issue in
American society because Internet technology is an increasingly organized and sophisticated system
capable of communicating information that may used to further expand social stratification and segregation
of cultures. This virtual orderliness could exacerbate social and economic problems of minorities and poor
people throughout the world.
In a technological society, it is easier to create and sustain inequities in public sectors, thereby creating an
even more divided society, educational system or cyber apartheid so to speak. With the advent of the ICT,
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disenfranchising infrastructures can now have many sources and can operate without limited accountability
through a growing body of pareto policies that result in making a large number of people better off and
leaving other people and organizations worse off1. Conditions such as this have seemingly further
disenfranchised minorities and sustained an invisible system that furthers inequities in schools, homes, and
communities.
Pearson Education Group representatives reminded us that we now have a cultural divide within the
“digital divide” known as the digital immigrants and digital natives (Prensky, 2001). For the immigrants
who are adapting to the new technology, digital equity may be less of a priority than for the digital natives
who were born into the new technology age. Digital natives (learners) find it difficult to communicate with
teachers (digital immigrants) who insist on teaching in their era vs. the learners’ era. The digital natives are
beginning to express the opinion that they have a right to learn with the tools of their time and they refuse
to go backwards. With this in mind we must ask, what do we owe this group of learners to ensure them of
digital equity and economic inclusion?
RESEARCH DIMENSIONS
Research approaches to the Digital Divide by policy makers, educators and economists usually come in
three formats and are identified in this report as Types I, II, and III.
Type I is information and communications technology focused and s mainly on actual access to computers,
Internet connectivity, and usage levels. This research centers primarily on a goal to quantify and understand
the factors that separate the haves and the have-nots. We have learned that while findings from studies that
use this approach point to potential corrective actions, most do not pretend to study outcomes and economic
or societal impacts leaving us with more information about the problem but fewer solutions, resources, or
strategies to eradicate the problem. Examples of this approach are the Falling through the Net NTIA series
(US 1995, 1998, 1999, 2000, 2002, 2004) and A Nation Online (US 2002).
Type II, there are the academicians who take an approach that attempts to venture beyond connectivity and
encompasses aspects such as ICT literacy, teachers’ use of technology in the classroom, instructional
strategies, content, infrastructure, standards, skills, and, with linkages to knowledge and social cohesion
(ISTE-NETS 1997-2005, Solomon, Resta, & Allen, 2003, Pittman, 2000-2005).
While the latter approach is broader in scope, its effectiveness can be enhanced if nested with a Type III
approach that incorporates both Types I, II and is based on rigorous analysis of quantitative and
qualitative information. The latter approach is the primary aim of the Digital Leadership Caucus (DLC),
which is to establish both quantitative and qualitative criteria and benchmarks to ascertain the economic
significance of the deep divide and the impact of efforts to eradicate this ominous problem called the
Digital Divide.
In this report, findings from all three types of studies are addressed with the intent to draw conclusions
about future research needs based on what we have learned and have not learned in relation to closing the
deepening digital divide.

DIGITAL DIVIDE ROOTED IN POVERTY
The deep Digital Divide problem is rooted in poverty that is exacerbated by existing inequalities that
disenfranchise people of color, mainly minorities experience in societies worldwide. Research showed that
poverty above all other factors has increased the divides in education and will continue to threaten the
inclusion of minorities and diverse cultures from full economic and social participation. This poverty is
rooted in poor earning power due to inadequate education and access to job opportunities.
New ICT has the power to enact the multiplier effect within seconds exponentially to reach millions around
the world. If poor people do not have access, literacy, and knowledge to use the ICT systems in these
sophisticated ways, they will not continue to be contributing members of the economic strata in an
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increasingly global society. This is not good news for any entity as minorities and immigrants are projected
to makeup the largest percentage of population growth for new workers around the globe in the 21st
Century. Are we asking the right questions?
The Public Policy Institute report, Clear Thinking on the Digital Divide by Andrew Leigh and Robert D.
Atkinson (2001) identified four benefit areas that leaders must understand to attract government
intervention or gain private sector support for resources and strategies. These four areas include: 1) labor
market outcomes, 2) networks and social capital, 3) benefits for children, and 4) the cost savings for
delivery of government services online.
PRIORITIZING STRATEGIES TO SUSTAIN DIGITAL EQUITY FOR ECONOMIC INCLUSION

In this research scan, a critical reading of studies and s was undertaken to follow the pattern of the divide
and how it deepened as it progressed in American society. The goal was to determine the impact of this
deepening digital divide on social, economic, and education in communities that serve large percentages of
people from minority groups. Based on the research, an assumption made in this report is that we now
know that poverty and education factors are the root causes of the DD. The primary question in this report
is
From 1995 – 2005, what did research teach us about the relationships between the digital divide, digital
equity, and economic inclusion? To begin answering this question, we consider the five digital
empowerment factors (Pittman, 2003).
Table 1: The Five Ps
Digital Divide Empowerment Factors
People

Who were the People using and getting computers and technology in schools, homes,
and communities and who are they today?

Policies

What were the Policies for using technology in schools, homes, and communities and
what are they today?

Products

What were the Products being used in schools, homes, and communities and what are
they today?

Purpose

What was the Purpose of technology and computers in schools, homes, and
communities and what is the purpose today?

Process

What was the Process for getting technology in homes, schools and communities and
what is the process today?

What must happen now to increase participation of people from disenfranchised communities in the
knowledge economy for economic inclusion?

DIGITAL DIVIDE RESEARCH SCAN
Digital Divide Time Zone 1995-20052
In preparation for this Caucus, the DLC leaders and graduate research assistants conducted a scan of largescale research studies that have influenced perceptions of the Digital Divide. The first from NTIA was in
1995, Falling through the Net I. Following the initial five more studies surfaced from this government
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office. In addition, many substantial studies contributed information to expand understanding about the
digital divide and how it is conceptualized today.
First, the Digital Divide is no longer perceived as one big divide, but a series of divides. Research has
shown us that the DD is a complex network of many deepening social, economic, political, educational,
and personal factors entwined that resembles a bottleneck or bad traffic jam. Many stakeholders are
frustrated with trying to identify solutions or detours and others simply get out of their cars, sit by road and
resolve to wait for the traffic to clear.
This section of the begins with a return to some original groundbreaking s and then working our way up to
current s on the status of Americans from minority groups in cyberspace. See Data Tables 2-1, 2-1, 2-3 in
Appendix.
Research and Implications for Minority Youth
Data from more than 20 studies published during 1995-2005 were scanned to determine the nature of
studies relative to Internet access, computer access, links to education and poverty. Excerpts from 11 of
those studies are cited below in Table 3. The information served as reference for what was taking place
beyond government reporting and the differences and similarities in the type of data. ed based on the three
types of studies (Type I, II, or III) described earlier.
The idea was to determine when researchers began to ask questions or share information about digital
technologies and the divide that went beyond who had access to a computer and the Internet and who did
not—to address deeper issues of effective and appropriate use that could later contribute to economic
inclusion.
In particular, the Caucus planners were interested in the social, educational, and economical indicators that
suggest the seriousness of the implications for minorities who were not being connected to the new
economy. This new economy now consists of electronic assembly lines, which are dependent on highly
trained thinkers or brainpower rather than physical labor.
Table 3: Selected Studies: Digital Divide Research Scan
Digital Divide Study

Major Findings

1. Falling through the net: A Survey of the "Have Nots"
in rural and urban America. U.S.Department of commerce
(July 1995). Ronald H. Brown, Secretary, David J. Barram,
Deputy Secretary, Larry Irving, Assistant Secretary and
Administrator, National Telecommunications and
Information Administration. Washington D.C. Available:
http://www.ntia.doc.gov/ntiahome/fallingthru.html

In essence, information "have nots"
are disproportionately found in this
country's rural areas and its central
cities. Generally, the less that one is
educated, the lower the level of
telephone, computer, and computerhousehold modem penetration.

Low- income, minority, young, and less educated computer
households in rural areas and central cities appear to be
likely to engage actively in searching classified ads for
employment, taking educational classes, and accessing
government s, on-line via modem

Empowering the Information
Disadvantaged.
NTIA's research reveals that many of
the groups that are most
disadvantaged in terms of absolute
computer and modem penetration are
the most enthusiastic users of on-line
services that facilitate economic
uplift and empowerment.

Type I, II, or
III
Deep Level
Yes/No

Type I
N – not deep
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Digital Divide Study

Major Findings

2. Falling through the net II: New data on the digital
divide (July 1998). Secretary Daley released "Falling
Through the Net II: New Data on the Digital Divide." At the
request of Vice President Gore, NTIA issued this study
analyzing telephone and computer penetration rates.
Available: ttp://www.ntia.doc.gov/ntiahome/net2/

The report updates NTIA's findings
from its earlier study, "Falling
Through the Net: A Survey of the
'Haves' and 'Have Nots' in Rural and
Urban America" (July 1995). The
new finds that, while computer
penetration has increased nationwide, there is still a significant
"digital divide" based on race,
income, and other demographic
characteristics.
Educational attainment continues to
be heavily influenced by family
income. High school graduation
rates for those in the lowest family
income quartile are 25 percent lower
than for those in the top quartile,
while those in the top in income
quartile may be as much as ten times
more likely to earn a college degree
than those in the bottom quartile.
(Barton, 1997)

3. Study 9 – The Forgotten Half Revisited: American
Youth and Young Families, 1988-2008. (1998)
Washington, DC - The nearly ten million 18-to-24 year-old
Americans who don't go on to college after high school
aren't doing as well as the end of the 1990's as they were a
decade ago. http://www.aypf.org/pressreleases/pr18.htm
In 1988, these young Americans were the focus of two
landmark reports, The Forgotten Half: Non-College Youth
in America and The Forgotten Half: Pathway to Success for
America's Youth and Young Families, both by the William T.
Grant Foundation Commission on Work, Family and
Citizenship, which called the nation's attention to their
shaky prospects for successful passages to productive adult
lives.

Type I, II, or
III
Deep Level
Yes/No
Type I
N – not deep

Y – Type II
Deepening
(w/o tech
reference)

Despite a strong economy and
generally rising educational
attainment, the full- and part-time
employment rates of 16-24 year-olds
in 1997 were one to three percentage
points lower than in 1989. Minority
youth had full-time employment rates
20 to 30 percentage points below
their white counterparts.
The number of incarcerated young
men under age 25 doubled between
1986 and 1995. Ten percent of all
20-29 year-old males were either in
jail, in prison, on probation or on
parole.

4. Falling through the net: Defining the digital divide
(July 1999). National Telecommunications and Information
Administration. Larry Irving, Assistant Secretary for
Communications and Information. U.S. Department of
Commerce. Washington, D.C. Available:
http://www.ntia.doc.gov/ntiahome/fttn99/contents.html
This , NTIA's third in the Falling Through the Net series,
relies on December 1998 U.S. Department of Commerce
Census Bureau data to provide an updated snapshot of the
digital divide. ….

Information tools, such as the
personal computer and the Internet,
are increasingly critical to economic
success and personal advancement.
Falling Through the Net: Defining
the Digital Divide finds that more
Americans than ever have access to
telephones, computers, and the
Internet.
At the same time, however, NTIA has
found that there is still a significant

Type I
N – not deep
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Type I, II, or
III
Deep Level
Yes/No

"digital divide" separating American
information "haves" and "have nots."
Indeed, in many instances, the digital
divide has widened in the last year.
At the end of 1998, over 40 percent
of American households owned
computers, and one-quarter of all
households had Internet access.
Study 6 – Internet and Black Colleges and
Universities (HBCUs) 2000
Focus on access to computer level and connectivity. (See
quote below) 75 percent of youth attending these institutions
rely on campus access in laboratories for computer use
because they do not have personal computers or adequate
connectivity.

Among the 80 HBCUs, roughly
two-thirds of all HBCUs, the TAS
found their overall status on the
information superhighway as more
positive than originally assumed.
However, there are serious areas
of digital divide in the area of
student access, high-speed
connectivity and insufficient
infrastructure, particularly at
smaller, rural institutions.
Admittedly, the research team
began the TAS with a commonly
shared belief that many HBCUs
were struggling to connect to the
Internet via 56 bps lease lines.
While TAS finds that HBCUs were
struggling to connect to the
Internet via 56k bps lease lines.
While TAS finds that HBCUs are
connecting to the Internet with
more sophisticated technology
than 56k lease lines, the study
does raise troubling questions
about prevailing limited forms of
access and connectivity and the
lack of strategic plans for
incorporating innovation and
updating changing technology.

6. Horrigan, John (November 20, 2001). Cities online:
Urban development and the Internet. This study examines
how institutions in five cities (Austin, Texas; Cleveland,
Ohio; Nashville, Tennessee; Portland, Oregon and
Washington, D.C.) are adapting to the Internet as an
economic development and community-building tool. The
PEW Foundation. Available:
http://www.pewinternet.org/_display.asp?r=50

The experiences in these communities
suggests that the Internet is best used
to encourage bottom-up initiatives,
encourage and nurture catalytic
individuals in communities,
encourage public funding for
technology programs, encourage
“bridging” among groups, and
encourage experimentation
As consumer products are
introduced, adoption rates tend to
vary across socioeconomic groups.
In the case of computers and Internet

1.

7. Andrew Leigh & Robert D. Atkinson (2001). Clear
thinking on the digital divide.. 5/2/2005. Available:
http://www.ppionline.org/ppi_ci.cfm?

Type I
Not Deep

Type II
Y- Deepening

Type I
Y-
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access, these gaps have been termed
by many the "digital divide." People
with higher incomes and more
education have substantially greater
rates of access to technology.
Likewise, whites and city-dwellers
are more likely to have computers
and Internet access than non-whites
and those who live outside
metropolitan areas. As with many
other products and services,
technology is not equally distributed.
8. A nation online: How Americans are expanding their use As such, the data in this study are
of the internet. (February 2002). NTIA and the Economics
among the most broad-based and
and Statistics Administration have published A Nation
reliable datasets that have been
Online: How Americans Are Expanding Their Use Of The
gathered on Internet, broadband, and
Internet. This report is based on the September 2001 U.S.
computer connectivity.
Census Bureau’s Current Population Survey - a survey of

Type I, II, or
III
Deep Level
Yes/No
Deepening

Type II
Y- Deepening

approximately 57,000 households and more than 137,000
individuals across the United States. Washington, D.C.
Available: http://www.ntia.doc.gov/ntiahome/dn/index.html

9. Florida Virtual School: The Future of Learning? A
Forum Brief — October 18, 2002. Virtual instruction is an
increasingly common phenomenon: twelve states have
established on-line high schools and five others are
developing them; 25 states have cyber charter schools, and
32 states have e-learning initiatives underway. This forum
examined the development of one virtual school in Florida,
data from recent research on online learning and the
opportunities and challenges associated with virtual
schooling. The Florida Virtual School (FLVS) is a statefunded school established in 1997 that serves students in
grades 8 through 12.
http://www.aypf.org/forumbriefs/2002/fb101802.htm

The school offers courses delivered
over the Internet to students from
Florida public schools, homeschoolers and students from other
states and countries. FLVS is not
intended to replace public schools;
public school students taking courses
through FLVS receive diplomas
through their local school district
and participate in FLVS on a courseby-course basis. Courses are free to
Florida students.

10. Online Teaching, Online Learning: A Cost Effective
Choice for States? A Forum Brief — July 21, 2003. No
Child Left Behind requires that all students be given access
to first class learning opportunities.
http://www.aypf.org/forumbriefs/2003/fb072103.htm

Yet, a slowing economy has led to
leaner school budgets. Consequently,
administrators and state
policymakers have been searching
for innovative ways to lower costs
while increasing student
achievement. Online learning is one
potentially cost-effective technique
for raising student achievement that
states are exploring. Currently, 20
states that have or are developing
statewide online education programs.
Moreover, as of 2002, 25 states
allow for cyber charter schools and
32 states have e-learning initiatives

Type II

YDeepening

Type II
Y - deepening
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11. Study 10 – National School Boards Association
(NSBA) 2004. Digital Leadership Academy. October 27,
2004
Linda Embrey, Press Office
703-838-6737; press@nsba.org
FUNDING, INTEGRATING TECHNOLOGY INTO
CLASSROOM TOP CHALLENGES, ACCORDING TO
NATIONAL SCHOOL BOARDS ASSOCIATION
SURVEY
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underway. At this forum, panel
members discussed their experiences
with implementing and managing
online learning, shared models of
online education, and presented
recommendations to help
policymakers at the national, state,
and local levels foster effective
implementation of quality online
teaching and learning initiatives.
Forty-six percent of survey
respondents say that integrating
technology into the classroom is the
biggest challenge while 47 percent
say it is technology funding. Six
percent say that closing the digital
divide is their biggest technology
challenge.

Type I, II, or
III
Deep Level
Yes/No

Type II
Y- Deepening

School Technology Leaders Confirm Value of E-Rate
Denver, CO – October 27 – Integrating technology into the
classroom and ensuring that there is sufficient money to
achieve that goal are the top two challenges facing school
districts in the area of technology, according to a survey
issued today by the National School Boards Association
(NSBA) at the organization’s annual T+L2 Conference here.

The first government intervention efforts began with the Falling Through the Net s, which include six
Type, I s.
1.

U.S. Department of Commerce. National Telecommunications and Information Administration. (2002,
February 5). A nation online: How Americans are expanding their use of the Internet.

2.

U.S. Department of Commerce. National Telecommunications and Information Administration. (2000,
October). Falling through the net: Toward digital inclusion.

3.

U.S. Department of Commerce. National Telecommunications and Information Administration. (1999,
July 16). Americans in the information age falling through the net.
U.S. Department of Commerce. National Telecommunications and Information Administration. (1999,
July). Falling through the net: Defining the digital divide. Also available via ERIC: ED440200.

4.

5.

U.S. Department of Commerce. National Telecommunications and Information Administration. (1998,
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The Deep Digital Divide Dawned
The deep digital divide is about deep seeded inequalities that have historically dictated the structure of
participation and non-participation in media communications and extend beyond access to the tool and
byproducts. The deep digital divide seems to have emerged in discussions toward the end of 2001 and
peaked in 2002. The deep divide happened during the growing debate about whether there was a digital
divide. We saw a change in vocabulary from digital divide to digital opportunity or digital inclusion in
2000 and to digital equity in 2002 as the light bulb suddenly signaled went on bringing to light the
underlying implications of social context and economic stratification. When searching the Internet, the term
digital equity emerged as the most popularized description of the deep digital divide.
Digital equity was expanded to include special education environments along with general education,
elderly, and individuals with disabilities. Almost every single study pointed toward problems that went
beyond simply access to computers and the Internet to more serious issues of educational equity and
participation as worker, citizen, and individuals in society that was increasingly networking everything in
sight (Bertot, & McClure, 2000).
Example: Digital Equity in Special Education
http://ali.apple.com/ali_sites/ali/exhibits/1000349/Providing_Digital_Equity.html

During this deepening era, although more people were gaining access to computers and the Internet, fewer
people really were being educated about the full potential of these tools and many people lack the skills and
understanding to make full use within their lifestyle context. Therefore, apathy developed and many
minorities and other disenfranchised groups took on the attitude or behavior that suggested emerging
technologies were not designed for them and for the most part meaningless. The Children’s Technology
Use Study revealed that many minorities did not find content relevant because they could see no immediate
impact on their lives and nor could they envision using this tool given their lifestyles.
Towards the end of 2001, the question became, ‘why do I need more technology tools. Life is fine as is,
why complicate it with new technologies?’ Teachers like people in general seem to have developed the
same attitude if we look at the rate of technology integration since 1990 or 15 years ago. Next, perhaps
unintentionally, government further supported this growing skepticism by publicly announcing that new
technologies in education was not supported by a solid scientific body of research to support claims that
technology makes a difference in education.
Some s implicated people for their state of disconnectedness by suggesting that it was their choice to
become digital divide have-nots. My question is how to you choose when you are not educated on the
available options? Now the hard questions from Type II and III studies began to emerge in the arena. Many
“so what” questions were not being asked in the Type I research studies but surfaced in 2001 federal
government requirements for evaluations of federally funded technology projects that supported technology
integration mainly in K-16 education and community technology centers (PT3.org). Educational
technology and industry leaders responded with 21st Century skills, more emphasis on educational
technology standards, small-scale scientific studies that lacked the rigorous framework that was being
called for under the No Child Left Behind Act.
Nick Couldry (2002) posited two questions that he believes researchers must ask that structured to explore
the dynamics of digital equity or the deep divide. The first is to study how and under what constraints, and
with what assistance (or otherwise) from new media resources, are people [especially minorities] now
constructing a sense of connection to wider public spaces, spaces of potential politics and citizenship or
not? Second, Do new media, any more than old, improve our chances of constructing a public space [using
the Internet or other communication technologies] in which we can address each other as effective equals?
In response to the latter question, we know that virtual technology offers the potential to level the playing
field. In Table 3, the Florida Virtual High School is just one example of virtual school benefits. Another

Educational Leadership to Sustain Digital Equity

12

study ed that 25 states are now putting curriculum online for high schools students. Students from rural
areas now have the opportunity to access the same curriculum as students in more affluent community
schools with advanced curricular offerings, college preparatory programs, and more.
Colleges and universities are putting their degree programs online in record numbers. The single mother
who could not afford to go back to school due to childcare cost, can now do so within the privacy of her
own home. If these are not connections to wider public spaces, politics, and citizenship, then the arguments
begs other examples to the contrary. Do we really need an empirical study to draw this conclusion?
Later, in the Digital Leadership Caucus Case, we will see how leaders interpret the need for resources and
strategies for economic inclusion in response to five dimensions identified as poignant in the conversation
about the deep divide and the need for new leadership.

Methodology
The questions and subsequent arguments in this caucus were centered on the issue of “What happened
from 1995 – 2005 that led to the conceptualization of the digital divide from access to computers and the
Internet to digital equity or the deep divide and the relationship to economic inclusion? The findings
suggest that to sustain digital equity, the problem of the Digital Divide must be recognized as a major factor
in educators and young minority peoples’ access to emerging technologies and participation in high quality
education. Five critical components of the deep digital divide are discussed in findings from digital
leadership caucus focus groups on the topics: Financial resources to support initiatives, Creating a Digital
leadership network, Educating for economic inclusion, and Research and development participation by
women and minorities.
Research included findings from video and photo observations, topical group activities, online digital
leadership survey, evaluation questionnaires, and informal, unstructured interviews. (Available on CDROM and DLC Website – under construction). In addition, survey results from participants suggest that
to sustain digital equity, the problem of the Digital Divide must be recognized as a major factor in
educators and young minorities’ access to emerging technologies, participation in high quality education
and fulfillment of citizenship duties in society. Inclusive participation requires support for an active global
workforce, community connectivity, virtual learning, political support for funding and more women and
minorities in research and development to achieve social and economic inclusion in a networked,
knowledge society.
Research shows that five factors from Table 1: purpose, people, products, process, and policies as
important empowerment factors driving the Digital Divide (Pittman, 2003). This Digital Divide’s depth and
impact extend globally and has worldwide implications for all third world societies. Major contributors to
the worldwide digital divide from 1995-2005 included: poverty, education level, unemployment, computer
illiteracy, and lack of awareness. In preparation for the caucus, the researchers scanned 10-12 major studies
or s on the digital divide that span 20 years using “historic mapping” to track the Digital Divide’s course
that largely affects people living in disentitled communities in the USA. The Digital Divide is rooted in
poverty and exacerbated by existing inequalities that disenfranchise people of color, mainly minorities have
experienced for over 50 years in America.
The goal was to determine the impact of this deepening digital divide on social, economic, and education in
communities that serve large percentages of people from minority groups. We have learned that the Digital
Divide is no longer perceived as one big divide, but a series of deep divides. National Telecommunications
and Information Administration published six Type I s focused on access to computers and the Internet
from 1995-2003: National Telecommunications and Information Administration. (1999, July 16). National
Telecommunications and Information Administration (1999, July). Falling through the net: Defining the
digital divide. National Telecommunications and Information Administration (1998, July 28). Falling
through the net II: New data on the digital divide. National Telecommunications and Information
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Administration (1995, July); these studies were all included and marked the beginning of government’s
awareness of the Deepening Digital Divide.
The deep divide happened between 2001-2002 during the growing debate among adults about whether
there was a digital divide while youth (children) moved ahead by acquiring and mastering the technical
aspects of digital resources (GenY, 2000). By then, teachers, educators, leaders, policymakers were
beginning to ask the tough questions about the relationship to learning and educational expectations in the
digital environment. When searching the Internet, the term digital equity emerged as the most popularized
description of the deep digital divide.

THE CAUCUS APPROACH AND PARTICIPANTS
Digital Equity for Economic Inclusion
The Caucus brought together leaders from many diverse communities to identify progressive resources and
strategies that provided access to digital knowledge and technologies in an effort to ensure economic and
educational inclusion of minorities. Research under Digital Leadership Caucus Project was guided by the
Pittman Empowerment model, which has touched many different research projects around the world. The
research team for the Digital leadership caucus was conducted in partnership with Dr. Joyce Pittman’s
Research on Education and Knowledge Technologies Team from the University of Cincinnati. The caucus
objectives included efforts to:
Identify criteria for resources and strategies to support digital leadership in homes, schools,
and communities
Develop a useful five-dimensional framework for understanding dimensions of support that
youth and educational systems require from leaders to achieve digital equity and economic
inclusion
Develop indicators to gauge digital leadership progress in communities of
color

OUTCOMES
Caucus evaluations indicated that participants left the Caucus with a better understanding of conceptual
frameworks, resources, and strategies for technology planning to improve digital equity. Foremost, leaders
agreed that to create a leadership network Financial Resources to Support Digital Initiatives are needed by
supporting institutions. We learned that foundations are the largest source of financial support for digital
cultural initiatives, followed by membership fees for professional organizations, and by grants from federal,
state, municipal, and other local public agencies. Leaders overwhelmingly cite the current economic
downturn as threatening their technology operations in schools and community projects. Most critical is
that leaders express great uncertainty about which business models work best for financial resources to
support digital leadership efforts.i
Caucus participants and leaders indicated that Creating A Digital Leadership Network (DLN) should be a
priority for minorities and the disenfranchised community. Communities of color around the globe face
tremendous challenges related to gaining digital equity-- access to digital knowledge and technologies to
improve opportunities for economic and educational self-determination. The Philadelphia WI-FI initiative
is a perfect example of digital leadership in action and the impact on society’s thinking about digital divide
issues in our cities. Leaders from technology-rich schools reported higher attendance and lower dropout
rates than in the past. Besides, research clearly shows that technology energizes students. Now we face this
question as we look further into the Digital Leadership Caucus activities and how these findings were
derived:

Educational Leadership to Sustain Digital Equity

14

What is the role of leadership in providing resources and strategies to expand digital technologies in
meaningful ways?
Data to support the findings, discussion, outcomes and recommendations for future questions shared in this
paper will be disseminated in the session. The data will includes images and video vignettes.
Notes
1

The Pareto principle (also known as the 80-20 Rule, the law of the vital few and the principle of factor
sparsity) states that for many phenomena 80% of consequences stem from 20% of the causes. Moreover,
among those "top 20" it is also the case that 80% of consequences result from 20% of causes, and so on.
The principle was suggested by management thinker Joseph M. Juran. It was named after the Italian
economist Quick Facts about: Vilfredo Pareto an Italian sociologist and economist whose theories
influenced the development of fascism in Italy (1848-1923) Vilfredo Pareto.
What It Means
The 80/20 Rule means that in anything a few (20 percent) are vital and many (80 percent) are trivial. In
Pareto's case, it meant 20 percent of the people owned 80 percent of the wealth. In Juran's initial work, he
identified 20 percent of the defects causing 80 percent of the problems. Project Managers know that 20
percent of the work (the first 10 percent and the last 10 percent) consumes 80 percent of your time and
resources. We can apply the 80/20 Rule to the Digital Divide.
You know 20 percent of budget takes up 80 percent of your allocation for equity issues and that 80 percent
of your income comes from 20 percent of your minority suppliers. In addition, 80 percent of your new
workforce will come from 20 percent of minority groups. 20 percent of your staff will cause 80 percent of
your digital divide problems that affect your income, but another 20 percent of your staff will provide 80
percent of your production. It works both ways.
How It Can Help You
The value of the Pareto Principle for solving the Digital Divide is that it reminds us to focus on the 20
percent that matters. Of the things you do to close the digital divide only 20 percent really matter. That 20
percent produces 80 percent of your results. Identify and focus your greatest 20 percent of things that you
do to close the Digital Divide. Which one’s really provides the greatest results? When the fire drills of the
day begin to sap your time, remind yourself of the 20 percent you need to focus on. If something in the
budget has to slip, if something is not going to be done, make sure it is not part of that 20 percent.
Manage the DD
Pareto's Principle, the 80/20 Rule, should serve as a daily reminder to focus 80 percent of your time and
energy on the 20 percent of you work that is really important in your plan to address the DD. Don't just
"work smart", work smart on the right things.
2

Annotated studies and URLs referenced in this will be included in this section of the .

Falling through the net: A Survey of the "Have Nots" in rural and urban America. U.S.Department of
commerce (July 1995). Ronald H. Brown, Secretary, David J. Barram, Deputy Secretary, Larry Irving,
Assistant Secretary and Administrator, National Telecommunications and Information Administration.
Washington D.C. Available: http://www.ntia.doc.gov/ntiahome/fallingthru.html
Falling through the net II: New data on the digital divide (July 1998). Secretary Daley released "Falling
Through the Net II: New Data on the Digital Divide." At the request of Vice President Gore, NTIA issued
this analyzing telephone and computer penetration rates. The updates NTIA's findings from its earlier
study, "Falling Through the Net: A Survey of the 'Haves' and 'Have Nots' in Rural and Urban America"
(July 1995). The new finds that, while computer penetration has increased nation-wide, there is still a
significant "digital divide" based on race, income, and other demographic characteristics. Available:
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ttp://www.ntia.doc.gov/ntiahome/net2/
Falling through the net: Defining the digital divide (July 1999). National Telecommunications and
Information Administration. Larry Irving, Assistant Secretary for Communications and Information. U.S.
Department of Commerce. Washington, D.C. Available:
http://www.ntia.doc.gov/ntiahome/fttn99/contents.html
A nation online: How Americans are expanding their use of the internet. (February 2002). NTIA and the
Economics and Statistics Administration have published A Nation Online: How Americans Are Expanding
Their Use Of The Internet. This is based on the September 2001 U.S. Census Bureau’s Current Population
Survey - a survey of approximately 57,000 households and more than 137,000 individuals across the United
States. As such, the data in this study are among the most broad-based and reliable datasets that have been
gathered on Internet, broadband, and computer connectivity. Washington, D.C. Available:
http://www.ntia.doc.gov/ntiahome/dn/index.html
Horrigan, John (November 20, 2001). Cities online: Urban development and the Internet. This examines
how institutions in five cities (Austin, Texas; Cleveland, Ohio; Nashville, Tennessee; Portland, Oregon and
Washington, D.C.) are adapting to the Internet as an economic development and community-building tool.
The experiences in these communities suggests that the Internet is best used to encourage bottom-up
initiatives, encourage and nurture catalytic individuals in communities, encourage public funding for
technology programs, encourage “bridging” among groups, and encourage experimentation. The PEW
Foundation. Available: http://www.pewinternet.org/_display.asp?r=50
Andrew Leigh & Robert D. Atkinson (2001). Clear thinking on the digital divide. As consumer products
are introduced, adoption rates tend to vary across socioeconomic groups. In the case of computers and
Internet access, these gaps have been termed by many the "digital divide." People with higher incomes
and more education have substantially greater rates of access to technology. Likewise, whites and citydwellers are more likely to have computers and Internet access than non-whites and those who live outside
metropolitan areas. As with many other products and services, technology is not equally distributed.
5/2/2005. Available: http://www.ppionline.org/ppi_ci.cfm?
Online Teaching, Online Learning: A Cost Effective Choice for States? A Forum Brief — July 21, 2003.
No Child Left Behind requires that all students be given access to first class learning opportunities. Yet, a
slowing economy has led to leaner school budgets. Consequently, administrators and state policymakers
have been searching for innovative ways to lower costs while increasing student achievement. Online
learning is one potentially cost-effective technique for raising student achievement that states are exploring.
Currently, 20 states that have or are developing statewide online education programs. In addition, as of
2002, 25 states allow for cyber charter schools and 32 states have e-learning initiatives underway. At this
forum, panel members discussed their experiences with implementing and managing online learning,
shared models of online education, and presented recommendations to help policymakers at the national,
state, and local levels foster effective implementation of quality online teaching and learning initiatives.
http://www.aypf.org/forumbriefs/2003/fb072103.htm
Florida Virtual School: The Future of Learning? A Forum Brief — October 18, 2002. Virtual
instruction is an increasingly common phenomenon: twelve states have established on-line high schools
and five others are developing them; 25 states have cyber charter schools, and 32 states have e-learning
initiatives underway. This forum examined the development of one virtual school in Florida, data from
recent research on online learning and the opportunities and challenges associated with virtual schooling.
The Florida Virtual School (FLVS) is a state-funded school established in 1997 that serves students in
grades 8 through 12. The school offers courses delivered over the Internet to students from Florida public
schools, home-schoolers and students from other states and countries. FLVS is not intended to replace
public schools; public school students taking courses through FLVS receive diplomas through their local
school district and participate in FLVS on a course-by-course basis. Courses are free to Florida students.
http://www.aypf.org/forumbriefs/2002/fb101802.htm
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Educational Technology as a Mechanism for School Reform (1995). This forum examined educational
technology from a broader school reform perspective, highlighting not only how technology can promote
increased student achievement but also what other aspects of a school need to the be adapted for technology
to work most effectively. Richard Schwab, Dean of the Drake University School of Education highlighted
key findings from a U.S. West Foundation study of the impact of technology on teaching and learning.
Schwab, along with two other researchers, visited elementary, secondary and teacher education schools,
across 14 states, which have worked to implement technology in various forms. Key issues examined
included the impact of technology on school curriculum, the roles of schools and staff in implementing
technology and the effect of technology on student achievement. The study's central conclusion was that
the successful use of technology requires tremendous changes in a school's philosophy, management and
curriculum. Many schools and classrooms believe that simply "having a computer" is the same as using
technology. According to Schwab, this is not the case. To work effectively, technology must become a
main component of the school and drive what is being taught in the classroom. One way to ensure this is to
use technology to connect with the both the local and broader community in developing project-based
activities. This truly does create what we mean by a ‘learning community'."
http://www.aypf.org/forumbriefs/1996/fb120696.htm
The Forgotten Half Revisited: American Youth and Young Families, 1988-2008. Washington, DC - The
nearly ten million 18-to-24 year-old Americans who don't go on to college after high school aren't doing as
well as the end of the 1990's as they were a decade ago. In 1988, these young Americans were the focus of
two landmark s, The Forgotten Half: Non-College Youth in America and The Forgotten Half: Pathway to
Success for America's Youth and Young Families , both by the William T. Grant Foundation Commission
on Work, Family and Citizenship, which called the nation's attention to their shaky prospects for successful
passages to productive adult lives. http://www.aypf.org/pressreleases/pr18.htm
i

. E.g. Federal resources: E-rate and NCLB, Challenge, IDEA, TQ, NSF) Source:
http://www.clir.org/pubs/execsum/sum118.html.
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Abstract
The researchers of the current study were interested in
determining the effects of age and gender on state-trait
anxiety differences. These measures seem to show a metacognitive impact on student achievements in K 12 grades, and
the teachers or student performance predictive outcome. An
intuitive question arose about whether birth order might
become another predictive factor driving student achievement.
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CHAPTER I
INTRODUCTION
Fear has been of interest since ancient times. Anxiety
was not recognized as a distinct and pervasive human condition
until shortly before the present century. Freud proposed a
critical role for anxiety in personality theory and in
etiology of psychoneurotic and psychosomatic disorders.
According to Freud (1936, p. 85) - - - "anxiety was the
fundamental phenomenon and the central problem of neurosis - - "anxiety was something felt, a specific and unpleasant
emotional state or condition of the human organism that
included experiential, physiological and behavioral components
- - -". Prior to 1950, there was little research on human
anxiety. After 1950, research on human anxiety was made, on
two related yet, quite different constructs. The first
construct is state-anxiety (S-Anxiety) and the second
construct is trait-anxiety (T-Anxiety)".
T-Anxiety or (trait) is a potential energy within each
person, and reflects individual or personality energy
differences. - - "Persons with high T-Anxiety exhibit SAnxiety elevations more frequently than low T-anxiety
individuals because they interpret a wider range of situations
as dangerous or threatening ... the importance of
understanding trait-anxiety is that it implies energy
differences between personalities and their disposition to
respond to stressful situations with varying amounts of SAnxiety - - - " (Speilberger, 1986).
Statement of the Problem
Much of state-trait anxiety research centers about human
interpretation and perceptual response to situational
environment. This anxiety is state-trait anxiety. By itself,
trait-anxiety (personality) is influenced by the effects of
age, sex, race and perhaps level of education. Trait-anxiety
is the driving force on anxiety response differences (stateanxiety) among individuals. But in this study, the focus of
research is about the effects of age and gender on measured
trait-anxiety differences. This approach is influenced by the
well-known moro-reflex response model in humans (Feldenkrais
1972). Feldenkrais' psycho-physiological concept of the mororeflex response relates to the hypothetical constructs of
Speilberger's state-trait-anxiety. Feldenkrais elaborated on
the concept of the moro-reflex, whose onset is a reflex
response, caused by the stimulation of the eighth-cranial
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nerve in the human autonomic nervous system. This conditioned
response is derived in part from the human being's inability
to predict the future or to resolve problems because each
individual construct system does not seem to apply to on-going
or past events (anxiety). Stated in the vernacular, "Your
world is not necessarily the real world." Yet, a significant
majority of all anxiety studies were limited to psychophysiological interactive processes, and have shown little
concern about the effects of age and gender on trait-anxiety
differences. In the same year as the evolution of Feldenkrais'
theory, Speilberger (1972) developed a trait-anxiety theory
and posited that trait-anxiety is a relatively stable
personality attribute over time, which differed among
individual tendencies to perceive specific situations as
threatening. This theory lent further credence to the
Feldenkrais model. Most empirical research concerned with
stability of trait-anxiety over time appear to support
Speilberger's theory, by securing raw score measurements and
comparing them with normative scores in his Manual of StateTrait-Anxiety Inventory (1983). At issue is whether or not age
and gender have a significant effect on trait-anxiety
differences among graduate students in Bowie State University.
The central focus in this experimental cross-sectional study
was to investigate the effects of age and gender on traitanxiety differences between graduate students.
Purpose of the Study
This study investigated the effects of age and gender on
measured trait-anxiety differences in a predominantly female,
black African-American student target population at Bowie
State University, Prince Georges County, Bowie, Maryland.
Measurements were made in a cross-sectional study of traitanxiety differences in this setting (no pre-testing and posttesting); stability of trait anxiety was not a concern as it
was in longitudinal studies. The Null Hypothesis is : Women
graduate students are no more likely to exhibit greater traitanxiety than male graduate students; while older graduate
students are no more likely to exhibit less trait-anxiety than
younger graduate students.
The research hypothesis ( directional) posited : Women
graduate students are more likely to exhibit greater traitanxiety than male graduate students; while older graduate
students are more likely to exhibit less trait-anxiety than
younger graduate students.
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Need for the Study
Conflicting findings were reported about the effects of
age and gender on trait-anxiety differences between
individuals. Bernstein's (1986) study reported that --- "while
investigations on the stability over a long period of time
have not been reported in the literature, two cross-sectional
studies of general populations have investigated age
differences in trait-anxiety. Bernstein's study focused on
four independent variables (age, sex, study year of the
graduate student, and marital status). Bernstein said Ray
(1984) did not find a significant correlation between age and
trait-anxiety. " She found gender to be the best predictor of
trait-anxiety of these four variables investigated. Outcome
support for these findings was based on various investigator's
research over a thirteen year period (Bernstein, 1986; Ray,
1984; Saunders, 1973; Speilberger, 1973, 1976; Knight et al,
1983 and Bander & Betz, 1981). The long-term stability of
trait-anxiety is questioned however, by Knight (1983), who
measured trait-anxiety . . . and found an inverse relationship
between age and trait-anxiety.
Accordingly, the proposed hypotheses may clarify or resolve
apparent prior research conflicts about age and gender effects
on measured trait-anxiety differences.
Design of the Study
This study is concerned with the effects of age and gender on
measured trait-anxiety differences. The directional research
hypothesis was: women graduate students are more likely to
exhibit greater trait-anxiety than male students; while older
graduate students are more likely to exhibit less traitanxiety than younger graduate students.
Procedures and Techniques
Speilberger's (1983) self-report trait anxiety scale (STAI
Form Y-2) was administered over a 2-3 semester period. This
clinical and experimental trait anxiety instrument had proven
useful in identifying persons with levels of neurotic anxiety;
the instrument was found useful in screening high school,
college students and military recruits fo anxiety problems.
The setting consisted of graduate school classes whose
students attended Bowie State University. Each student was
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randomly sampled and permitted about 20 minutes to repond to
the 20 item self-report questionnaire. Environmental
intervening variables were controlled, sinc each test
administration took place under the same conditions.
Population
The target population was 1,472 students (1991 census). By
gender the population was made up of 64 percent female and 36
percent male students; the median age of the part-time
students was 34 years. A 10 percent sample was randomly drawn
from the target population (N = 152).
Sample
Samples (N=152)were drawn and randomly assigned to four cells
(n=15)totaling (N=6)for correlation, matched pairs, and twoway analysis of variance significance tests (p = < .05 ).
Speilberger's (1988) self-evaluation questionnaire (Form Y)
was the self-report instrument used to analyze age and gender
effects on trait-anxiety scores.
Limitations of the Study
1. A principal limitation cited in statistical inference
studies is that selected samples may not be normally
distributed. Porter (1986) stated that mandatory criteria
concerning normality, homogeneity of variance and
randomization of the sampled data must be met to conduct a
valid factorial analysis of variance. These criteria were met.
2. A second limitation arises from samples which are drawn
from intact classroom subjects. The concern was that these
samples could not be randomly drawn. To overcome this
criticism, randomly sampled and matched pair subpopulation
samples were selected from the target population of 1,472
students. Four subpopulation groups of 15 subjects each were
then randomized for a two-way factorial analysis of variance.
Such statistical methods are often used to overcome this
limitation.
3. Sample sizes chosen in experimental research studies are
often cited as a limitation of generalizabilty of study
findings. According to (Gay,1983, pp. 114-115), a minimum
acceptable sample size depends on the type of research. Gay
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stated that in experimental research, as was the case in this
study, a minimum sample size had to be 15 subjects per group.
Gay also claimed some authorities believed that 30 subjects
per group should be the minimum sample size. Many studies have
been completed with less than 15 subjects per group and thus,
30 subjects per group appeared idealistic. Replication of
study results seemed more important than sample sizes, if this
investigator had selected an undersized sample. Undersized
subsamples were not a problem in the two-way analysis of
variance because n=60; and for the Pearson's "r" correlation
n=22 pairs, and for the matched non-independent "t" test
analyses n=15 pairs.
4. Another sampling limitation was attributed to randomized
samples of male and female trait-anxiety group scores. If
gender has a significant effect on measured trait-anxiety
differences, it may best be determined by controlling age with
matched gender pairs. The effect of controlling age sampling
variability, with controlled age-matched gender pairs, may
isolate any significant trait-anxiety mean differences due to
gender alone.
5. Generalizability of the study findings is limited to
similar race, and student education levels. Since traitanxiety is generalizable over time, there is no temporal
limitation of the study findings.
Definition of Terms
"Control - Efforts on the part of the researcher to remove the
influence of any variable other than the independent variable
that might affect performance on a dependent variable" (Gay,
1987).
Control Group - "The group in a research study that either
receives a different treatment than the experimental group or
is treated as usual" (Gay, 1987).
Double-Classification Analysis of Variance (Two-Way ANOVA) "Design experiments in which data for each independent
variable can be divided into two subgroups, a two-way or (2 x
2), and are simultaneously manipulated" (Spence, 1968).
Dually-Diagnosed - "Patients who have been diagnosed as
substance abusers and also diagnosed as having some other
pathogenetic disorder (psychosis or psychopathic)".
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Factorial Design - "An experimental design that involves two
or more independent variables ( at least one of which is
manipulated) In order to study the effects of the variables
individually and in interaction with each other" (Gay, 1987).
Matching - "A technique for equating groups on one or more
variables, resulting in each member of one group having a
direct counterpart in another group" (Gay, 1987).
Randomized Assignment - "Half of the subjects can be assigned
to one group, such as male subjects, and half to the other in
such a manner that each individual, and each possible set of
individuals, has an equal chance of being assigned to a
particular group.
Stratified Sampling - The process of selecting a sample in
such a way that identified subgroups in the population are
represented in the sample in the same proportion that they
exist in the population or in equal proportion (Gay, 1987).
Significance / Implications of The Study
Individual and significant bi-level joint effects of age and
gender on trait-anxiety were differentiated. The age-gender
joint effect findings of this study may best be used to
predict state-anxiety differences in a similar graduate school
population.
Further research is warranted to study the relationships
between trait and state-anxiety, since trait-anxiety is Intent
and pre-dispositional to manifest or situational stateanxiety. Future research efforts may be focused on the
implications derived from this study, based on the
following interrogatories:
1. Does race and level of student education tend to have a
significant effect on trait-anxiety scores?
2. Do younger female students tend to have the highest
significant trait-anxiety scores, regardless of race and
education level effects?
3. Do older male students tend to have higher scores than
older female students? If so, do these male students tend to
be predisposed to higher state-anxiety scores than older
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female students in a similar population?
4. What are the response mechanisms (coping with stress)
between measured trait and state-anxiety differences?
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CHAPTER II
SURVEY OF THE RELATED LITERATURE
Freud first produced a critical role for anxiety in
personality theory. Freud believed anxiety was . . . .
"something felt" . . . . a specific and unpleasant condition
or state of the human organism. This state included
experiential; physiological, and behavioral components. Freud
stated anxiety was the .... "fundamental phenomenon and the
central problem of neurosis" .... (Freud, 1936, p. 85).
Over the past 50 years, clinical studies of human anxiety
appeared in the psychiatric and psychoanalytical literature.
Speilberger cited more than 3,300 investigators or clinicians
who published clinical research reports. Since 1950, research
on human anxiety was generally dedicated to two related
constructs. This study is focused on the trait-anxiety
construct. Trait-anxiety is a pre-dispositional physiological
reaction attribute of personality which is etiologically
related to genetics and environment. Trait-anxiety is
relatively stable over time.
Whereas, the second anxiety construct, state-anxiety is
situational and is dependent on predisposed trait-anxiety
differences in individuals. Speilberger (1989) classified
state-trait anxiety research reports into twenty-five
categories.
This study is concerned with one of Speilberger's twentyfive trait-anxiety categories ( i. e., attitudes, motives,
moods, emotions, and personality). In this category, there are
fifteen general research efforts concerned with trait-anxiety
or self-esteem. Speilberger (1983) designed his questionnaire
to assess trait-anxiety which is an individual's self-esteem
(Appendix H).
State-Trait Anxiety General Research Literature
Various research studies were made in attempts to relate
the effects of different variables on trait-anxiety. Most
notable among these general research studies was that of
Saunders (1973), who conducted a study on high, medium, or low
pre-dispositional trait-anxiety. Saunders' subjects were found
to differ reliably in situational state-anxiety when tested
before and after an interview. These findings confirmed the
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state-trait anxiety theory because Saunders believed
predisposition experience in trait-anxiety remains relatively
constant and is a primary factor in determining arousal or
situational state-anxiety.
Kilman and Auerbach (1974) evaluated the effects of
psychotherapy on anxiety. This study was concerned with the
effectiveness of various types of group therapy. In their
study, the focus was on the effectiveness of different types
of group therapy in alleviating anxiety in a highly anxious
in-patient population. These findings further supported
Speilberger's notion that trait-anxiety reflects a
physiological pre-dispositional or trait-anxiety and a
tendency to respond with situational or state-anxiety in egothreatening situations.
Ray (1984) concluded that the Speilberger scale is
roughly as suitable for surrounding general population samples
as it is for all students. He compared the Eyseneck "N" scale
and the Taylor Manifest Attitude Scales (MAS) with
Speilberger's STAI scales. According to Bernstein (1986), she
reported that Ray found age had no significant effect on
trait-anxiety differences.
This researcher identified fifteen other general studies
whose efforts were focused on trait-anxiety as it relates to
personality, and they are as follows: Houston (1972)
investigated trait-anxiety and beliefs regarding danger and
threat to self-esteem; Achord (1973) studied the impact of
attrition on self-concept and anxiety levels of freshmen
nursing students at the University of Colorado; Didde (1973)
studied the effects of physical conditioning programs on selfesteem and state-trait anxiety in college women; Bennett and
Holmes (1975) investigated the influence of denial and
projection as manifest state-anxiety associated with threat to
self-esteem or latent trait-anxiety; Burish (1979) studied
casual projection, simulated projection, and coping with
threat to self-esteem (trait-anxiety); Bernstein (1987)
researched trait-anxiety and a sense of coherence; Dickstein
(1987) was concerned with the relationships of private selfconsciousness, public self-consciousness and trait-anxiety;
Alexander (1988) researched the relationship of trait-anxiety
(self-esteem), social support and stress among law enforcement
personnel; Gates and Lineberger (1988) researched birth order
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and its relationship to depression, anxiety and self-concept
test scores in children; Jacobs and Latham (1988) investigated
the test-retest reliability of the State-Trait Personality
Inventory and the Anger Expression Scale; Speilberger and
Krasner (1988) evaluated the assessment of state and traitanxiety; and Defares (1989) investigated the determinants of
trait-anxiety changes.
To differentiate between prior research findings about
the effects of age and gender on trait-anxiety differences,
this investigator categorized their studies as those findings:
research favoring age; research not favoring age; research
favoring gender; research favoring age and gender and general
trait anxiety research.
General Trait Anxiety
Correlational and comorbidity analyses of math anxiety's
relationship with trait and test anxiety among college
students were conducted. Significant correlations were
obtained among all three measures, with women reporting higher
levels of math and test anxiety. A majority of students
considered themselves math anxious, with most indicating
interest in services for it. Comorbidity analyses revealed
heightened trait and/or test anxiety for both math anxious men
(71.4%) and women (67.2%). Equal percentages of each reported
comorbid levels of both trait and test anxiety. Elevated
levels of only one other type of anxiety varied as a function
of gender. Women were more likely to exhibit comorbid test
anxiety and men trait anxiety. Implications for treatment of
math anxiety are discussed (Zettle, 2000). A robust and
statistically significant relationship between math anxiety
and both trait and test anxiety was still maintained even when
the analysis was limited to those participants who would most
likely present themselves for treatment of math anxiety.
Throughout all correlation analyses, the relationship between
math anxiety and test anxiety was stronger than that between
math anxiety and trait anxiety.
It is commonly assumed that worry and anxiety are synonymous.
However, there is growing evidence that anxiety and worry are
separate, yet related, constructs (i.e., Davey, Hampton,
Farrell, & Davidson, 1992; Davey, 1993; Gana, Martin, &
Canouet, 2001). Worry, is generally defined as a stream of
negative thoughts (Kelly & Miller, 1999). Anxiety, however,
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tends to include somatic tension, fear, and a subjective sense
of unease (Barlow, 2002). One of the most common methods of
operationally defining anxiety is the construct of trait
anxiety, as measured by the trait form of the State-Trait
Anxiety Inventory (STAI; Spielberger, Gorsuch, & Lushene,
1970).
Research has found a consistent, robust relationship
between the STAI and worry. For instance, across six articles
identified for the present study (Constans, 2001; Davey, 1993;
Davey, 1994; Davey et al., 1992; Russell & Davey, 1993; Wells,
1994), 11 correlations between trait anxiety and various
measures of worry were reported ranging from .48 to .74, with
an average of .61.
While trait anxiety is purported to represent anxious
responses to stressful situations (Gregory, 2000), the STAI
seems to reflect a higher-order factor of negative emotional
experience and sub-factors of depression and anxiety (Bieling,
Antony, & Swinson, 1998). An inspection of the STAI items
reveals that the items thought to measure anxiety often
reflect elements of worry (i.e., "I worry too much over
something that really doesn't matter"). It is possible,
therefore, that the STAI includes a worry component, in
addition to anxiety. If so, this is a potentially important
methodological problem which could contribute to inflated
findings of the relationship between anxiety and worry. The
purpose of this study was to explore: 1. whether there is a
worry component measured by the STAI, and 2. which components
of the STAI most influence the relationship between trait
anxiety and worry (Zettle et al., 2004).
Continued debate about the archival data may be futile
because of the frustrating variability in quality and
methodology of the original studies. Collection of new,
carefully-targeted data will be more compelling, because
Sulloway's hypotheses can be tested more directly. And recent
methodological improvements (e.g., design controls,
consensually-accepted measures of the Big Five traits) can be
more fully exploited.
In particular, new research must address the fact that
birth order effects appear more clearly with some experimental
designs than with others. It is not surprising that effects
should be more clear in within-family than between-family
designs: The former usually have more statistical power to
find real effects. When the recent between-family designs do
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reach significance, they tend to support Sulloway (Davis,
1994; Trapnell, 1995; Wehr and Paulhus, 2000). Other withinfamily studies have supported Sulloway's predictions (Salmon
and Daly, 1998; Sulloway, in press). Even the recent report by
Jefferson, Herbst, and McCrae (1998)--cited as a refutation of
Sulloway--actually shows mixed support. The latter authors
puzzled over the paradox of why peer ratings supported
Sulloway's findings whereas spouse ratings did not.
Even if the within-family effects are substantiated, a
reasonable rejoinder is that within-family differences may not
generalize to personality outside of the family setting (Ernst
and Angst, 1983; Jefferson, Herbst, and McCrae, 1998; Harris,
1998). We suspect that there is much more to be learned about
this provocative issue.
We conclude by noting the consensus emerging in behavioral
genetics that (1) between-family differences in personality
and intellect are dominated by genetic variance, and (2) the
environmental variance is mostly within-family (e.g.,
Bouchard, 1997; Dunn and Plomin, 1990). Therefore, social
scientists interested in ameliorative interventions must turn
their attention to the letter. Genetic variance must be
acknowledged before we can address environmental theories,
including family-dynamics. Otherwise, any single within-family
source such as birth order or idiosyncratic peer influence
(Harris, 1998) may seem insignificant. Yet, even modest effect
sizes can translate into dramatic social consequences
(Rosenthal and Rosnow, 1991; Sulloway, in press). And it is
precisely the within-family effects that will be most
responsive to the benevolent potential of social scinece.
Teachers can implement effective strategies to assist
test-anxious students (Supor, 2001). By being aware of the
types of student with these traits, they can develop, modify,
and implement various strategies into their teaching
repertoires. Furthermore, teachers who employ formative
factors, habitual prudence, purposeful learning experiences,
and test-wise guidelines can help students with their academic
performance levels while significantly diminishing their
levels of test anxiety
With the increase of testing in our schools, teachers need
to recognize the role test anxiety plays in student
performance and then implement effective strategies to assist
students who are overshadowed this trait. Teachers are
responsible to enhance and measure student learning within

14

their classrooms; they are also responsible to prepare
students for testing, whether it is high-stakes testing
(state-developed) or low-stakes testing (teacher-developed).
The federal legislation, No Child Left Behind, "requires
states to administer reading and mathematics assessments at
least once a year to students in grades 3 through 8 (and once
more in grades 10-12) by 2005-06. In addition, science
assessment must be administered at least once in each of three
grade spans by 2007-08" (Lissitz & Huynh, 2003, p. 1). While
states scurry to submit their plans and proficiency levels,
"researchers discover the impact of test anxiety on students'
performance is often influenced by the evaluation practices of
the classroom teacher" (Hancock, 2001, p. 1; Stipek, 1998;
Pintrich & Schunk, 1996). Testing of students is occurring at
a time when schools are being scrutinized by federal and state
policy makers based on student scores (Snyder, 2004).
Therefore, teachers must examine, develop and implement
strategies to help students obtain educational gains that may
increase their test scores. Strategies to assist students are:
(1) ascertainment of test anxiety, (2) formative factors, (3)
habitual prudence, (4) purposeful learning experiences, and
(5) test-wise guidelines.
Students of all levels of academic achievement and
intellectual abilities can be affected by test anxiety
(Sarason et al., 1960). Test anxiety occurs in varying degrees
and is characterized by emotional feelings of worry, fear, and
apprehension. It can be exhibited differently by individuals
(McDonald, 2001). As students progress through the educational
system with additional testing required by states, abundant
pressures can negatively impact their performance.
To facilitate higher levels of performance, Nitko (2001)
urged teachers to be cognizant of three types of test-anxious
students. The first type is one who lacks the proper study
skills and the ability to organize or comprehend the main
ideas for the content being taught. Perhaps the fear of
testing results from a lack of competence. The second type of
test-anxious student possesses proper study skills, but also
possesses "fears of failure" (p. 309) when experiencing
assessment. The third type believes he or she possesses
quality study skills but, in reality, does not. Hence, this
type continues to be anxiety ridden when assessments are
administered. Furthermore, at-risk students and ESL (English
as a Second Language) may have even higher levels of test

15

anxiety. Beidel et al. (1994) ascertained that test anxiety
existed in similar prevalence between African American
students and white school students.
Research Favoring Age
Knight (1983) with adults aged 16-89 years, in England, found
an inverse relationship between age and trait-anxiety whereby
trait-anxiety declined with age (N=173). Bernstein and Carmel
(1986) in their univariate data analysis showed men had lower
trait-anxiety than women. Trait-anxiety declined with age
among young adults as they successfully coped with developing
challenges. Also, these investigators concluded that traitanxiety differences were relatively stable over time, as
measured by age and year of graduate study among medical
students.
Research Not Favoring Age
According to Bernstein (1986) she reported that Ray (1984), in
Australia, investigated age differences in trait-anxiety and
concluded there was no significant inverse relationship
between age and trait-anxiety. Ray's study seems to go against
Bernstein's observation. This investigator was not able to
agree with Bernstein's interpretation on a review of Ray's
study.
Research Favoring Gender
Saunders (1973) investigated the effects of gender with before
and after measurements of high, medium and low trait or
predispositional anxiety as a function of state or situational
anxiety in..a clinical study. Saunders' reported significant
effects of gender on state-trait anxiety theory.
Bander and Betz (1981), in their study of the relationship of
gender to trait-anxiety differences concluded that the bulk of
previous gender research which suggested females were more
anxious than males could generally be supported. But, they
also found that the magnitude of observed anxiety levels
differed as a function of the content and specificity of the
anxiety type under study.
Research Favoring Age and Gender
Bernstein's (1986) research interpreted trait-anxiety as a
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relatively stable personality characteristic, which
differentiated among each individual tendency as to how they
perceived specific situations as threatening. Most prior and
past research support her hypothesis. Bernstein's traitanxiety study used Israeli medical student subjects (N=131).
She investigated the degree to which age, gender, year of
medical school study and student marital status predicted
trait-anxiety when measured by the Speilberger STAI.
Bernstein's findings about gender were that, when using a
univariate data analysis, male subjects had lower traitanxiety scores than females; married students had lower scores
than single students. When she employed a multivariate
analysis, Bernstein found gender to be the best predictor of
trait-anxiety differences among graduate medical school
students and that age was also a significant predictor even
when.year of study in medical school was controlled. Her
studies' population age range was 12 years (18 to 30 years).
The explained variabilities, in her study, were somewhat
limited by a cross-sectional research design. To measure
stability of trait-anxiety over time, Bernstein ultimately
concluded that a longitudinal study of this population must be
made over a period of years.
Critique
Bernstein (1986) observed that Ray (1984) found no significant
correlation between age and differences in trait-anxiety. This
investigator believes Bernstein's observation to be
inappropriate, because Ray studied an item analysis split-half
reliability correlation on only one attitudinal scale --"almost always" --- for all of the STAI questions.
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CHAPTER III
DESIGN OF THE STUDY
This study investigated the bi-level effects of age and gender
on measured trait-anxiety differences between individuals.
Null and directional research hypotheses were proposed, to
resolve or clarify prior conflicting research findings.
The null hypothesis is: women graduate students are no more
likely to exhibit greater trait-anxiety than male students;
while older graduate students are no more likely to exhibit
less trait-anxiety than younger graduate students.
The directional research hypothesis is: women graduate
students are more likely to exhibit greater trait-anxiety than
male students; while older graduate students are more likely
to exhibit less trait-anxiety than younger graduate students.
Population
The target population was 1,472 graduate students located at
Bowie State University, Prince Georges County, MD. By gender,
this population is made up of 64 percent female (rounded) and
36 percent (rounded) male graduate students. The median age of
the part-time female and male graduate students was 34 years.
By race, the graduate student body was made up of 45.7 percent
African-Americans, 38.0 percent Whites; 13.8 percent Asians;
0.8 percent Hispanics; 0.3 percent Indians; 0.6 percent
Foreign and 0.7 percent Unknown/Others (1991).
Sample
A 10 percent independent sample was randomly drawn from
graduate classes, during 1991 and 1992 (N=152). The sampling
procedure required each intact classroom student to complete a
self-report evaluation questionnaire. A two-way analysis of
variance construct was designed. Age was manipulated and
stratified into two age levels. Gender was a factor that was
stratified into two levels (Male, Female), to assess the
effects of each of these independent variables or their joint
effects on measured trait-anxiety individual score
differences. Also Age was a bi-level stratified factor. The
youngest age level ranged from 19-39 years old; the oldest age
level ranged from 42-62 years old. Thus, four cell subgroups
of trait-anxiety scores were randomly selected and were placed
in each of four cells (n=15); total subpopulation sample size
was N=60.
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To determine the effect of gender on trait-anxiety
differences, controlled age-matched trait-anxiety scores were
analyzed for significance. The result sought by age-matching
was to reduce the differences between the two gender groups,
since each individual has a "twin "In the other group. Another
way to see this is to realize that without matching, the two
means could differ from each other not just due to the
different effects of the two experimental conditions (e.g.,
male or female), but also because the two student samples
differed from each other in terms of age. In effect, agematching controls one source of sampling variability.
Procedures and Techniques
Speilberger's (1983) self-report trait-anxiety scale
(STAI Form Y-2) was administered over a two semester period
between 1991-92. Students were permitted about ten minutes to
complete the questionnaire form. The scale includes 20
statements to assess how persons generally feel based on an
attitudinal scale. This scale consists of point values on the
scoring key. These point values are added up to produce a
total trait-anxiety raw score.
The site test setting consisted of graduate students in
classes at Bowie State University, Bowie, MD. Each subject was
randomly sampled and asked to respond to the T-Anxiety scale
(N=152). The environmental intervening variable was
controlled, since each test administration took place under
the same conditions and in the same classroom setting. To
investigate the effect of gender on T-Anxiety scores, the age
intervening relevant variable was controlled with matched
pairs of male and female T-Anxiety scores (n=15 pairs). To
analyze joint effects of age and gender on T-Anxiety, a twoway analysis of variance (N=60 or n=1.5 subjects per cell )
individually measured the effects of age (older or younger),
or gender. Also the joint effects of these variables were
measured for trait-anxiety differences.
Instrumentation
The STAI test instrument test had been found useful
in screening high school and. college students and military
recruits for anxiety problems. The trait-anxiety scale was
also appropriate for evaluating the immediate and long-term
outcome of psychotherapy, counseling, behavior modification
and drug-treatment programs.The term anxiety is currently used
to refer to two related, but very different, hypothetical
constructs. Empirically, state or situational anxiety is most
often used to describe an unpleasant emotional state or
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condition. This type of anxiety is dependent on the level of
trait or pre-dispositional anxiety. Trait-anxiety differences
among individuals produce differentiated state-anxiety levels
(situational worry and emotionality).
Data Analysis
The significance of the effects of age and gender on
trait-anxiety differences was researched. Data were measured
and manually scored for T-Anxiety. These raw scores were then
compared to Speilberger's STAI Manual normative scores for
working adults, college and high school students and military
recruits (by age and gender). Also Speilberger's normative
tables were used to assess measured graduate student raw
scores against normative adults trait-anxiety scores
(Speilberger, 1983). All statistical computations were made
with statistical software computer programs (Grimm, 1995).
Data Analysis and Presentation
Raw trait-anxiety scores, means, standard deviations,
variances and standardized scores were computed and analyzed.
Computations were made for Pearson's "r" product moment
correlation coefficient; the Fisher's "t" test for nonindependent age-matched correlation and a two-way analysis of
variance. Each of these statistical procedures were analyzed
at a ( p < .05 ) level significance.
Pearson's product moment correlation was investigated by
comparing subject T-Anxiety raw scores with age to determine
if a measure of relationship for age and anxiety existed.
In the two-way (2 x 2) analysis of variance (ANOVA) procedure,
the independent (experimental) variable of age was manipulated
(stratified) so that two subject age levels of 19-39 years
("younger") and of 42-62 years ("older") were established. For
each age group, the other non-manipulated (controlled
variable), independent organismic gender variable remained
constant.
T-Anxiety dependent variable raw subjects were randomly
selected and their raw scores were grouped into cell numbers
1, 2, 3, and 4. The ANOVA was made to determine if age and
gender (independent variables) produced any significant
effects on trait-anxiety (dependent variable); or if there
were interaction effects of age and gender on T-anxiety.
Scheffe "F" ratios were computed and evaluated for
significance in the (2 x 2) analysis of variance.
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Speilberger's normative table values were compared with
the subject's T-Anxiety raw score means, and standard
deviations for the present study's two independent variables
of age and gender. Operationally, low and high trait-anxiety,
in this study, were defined by whether or not each group's age
or gender mean raw score fell within plus or minus one derived
"z" or "T" standard scores from the mean T-Anxiety scores in
appropriate normative tables.
Normative table groupings consisted of the means and
standard deviations for working adults and college students by
gender and by three age groups between 1.9-39; 40-49 and 50-69
(Speilberger, 1983, STAI). Inferential statistical principles
and procedural techniques were used to either accept or reject
the null and research hypotheses. In Chapter IV of this study,
data analyses were evaluated by an appropriate statistical
software computer program; analytic findings were assessed and
were discussed in terms of the proposed hypotheses (Grimm,
1995). Conclusions were focused on establishing statistical
significance of age and gender effects on measured traitanxiety differences.
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CHAPTER IV
ANALYSIS OF THE DATA
A two-way analysis of variance was made to assess the bilevel significance of age and gender effects on T-Anxiety raw
scores (Spence, 1986). Two subpopulation levels of age and
gender were established (four cells). Four random sample
populations of 15 subjects (n=15) per group cell were drawn
from the initial 10 percent sample of the target population
(N=152). The four cell samples totaled 60 subjects when cells
1, 2, 3, and 4 were added. For each group the means, standard
deviations, and variances were computed. Observed Scheffe "F"
ratios were computed to compare with criterion "F" ratios at a
( p < .05 ) level of significance. The observed Scheffe "F"
ratios determined the significance between any two levels of
age and gender or the joint interactions of age and gender.
The Scheffe "F' observed test ratio was most significant for
the joint (interaction) effects of age and gender (p < .05 ).
A pair-wise comparison of the absolute differences
between group/cell means and a Tukey post hoc critical
difference test was made to determine which pair of observed
groups produced the highest T-Anxiety mean difference (Porter,
et al, 1986). The null hypothesis was rejected and the
directional research hypothesis was accepted.
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CHAPTER V
SUMMARY, RATIONALE, CONCLUSIONS AND RECOMMENDATIONS
Summary
The literature review indicated various
investigators held conflicting views, about the effects of age
on graduate student trait-anxiety differences. This
investigator's research effort was focused on a clarification
or a resolution of these apparent conflicts. In Chapter I of
this study, the null and research hypotheses were proposed in
an attempt to either clarify or resolve prior research
findings relative to the hypothesis posited (Saunders, 1973;
Knight, 1983; Ray, 1984; Bander and Betz, 1.984 and Bernstein
and Carmel, 1986).
This investigator's findings generally supported
Saunders', Knight's, Bander's, and Bernstein's conclusions.
The presumed research hypothesis about the effects of age and
gender on measured trait-anxiety individual differences was
accepted.
Rationale
This investigator presumed that bi-level effects of age
and gender on trait-anxiety would consistently differ in a
quasi-clinical setting. The present study is not unique in
finding a general relationship between age and gender effects
on trait-anxiety. What is unique about this study is the
gender significance of younger females' greater contribution
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to trait-anxiety differences, which was found to endure both
in an age-controlled matched-pair correlation analysis, and in
a two-way ANOVA. In the two-way ANOVA, another unique finding
was that the older male age effect on trait anxiety
differences was greater than the older female age effect.
Conclusions
This investigator concluded the following from a review of
prior research and interpretation of the current study data:
1. There was a significant difference between mean traitanxiety female vs. male scores in a matched age-controlled
analysis. Age was inversely significant with trait-anxiety in
a correlation analysis. Age effects on trait-anxiety, in a
two-way ANOVA, was not significant. Gender effects in a twoway ANOVA was significant. Although in a two-way ANOVA, the
joint effects of age and gender on trait-anxiety differences
were more highly significant than either age or gender by
themselves.
2. In cell pair-wise comparisons of mean trait-anxiety scores,
the largest significant trait-anxiety absolute difference of
11.4 occurred between the younger female mean trait-anxiety
score and the younger male student mean scores. The next
largest significant trait-anxiety absolute difference of 10.5
ocurred between the mean scores of older and younger female
students.
3. Student raw score means and standard deviations did not
significantly differ when compared with a working adult
normative population. Student raw score means and standard
deviations were significantly lower than those of a norm
population of undergraduate college students.
4. Except for younger female students (19-39 yrs), there were
no significant differences when 50th percentile mean raw
scores for each of the present study four subpopulations were
compared with the 50th percentile normative raw scores.
5. The validity of the inferential statistics used in this
study should not be in question, because acceptable methods
were involved.

24

Conclusions Summarized
This investigator believes there is substantive
analytical data in the present study to confirm the findings
of (Knight, Waal-Manning & Spears, 1.973; Saunders, 1973;
Bander & Bettz, 1981, and Bernstein & Carmel, 1.986).
Specifically, there is an inverse relationship between age and
trait-anxiety. Trait-anxiety declines with age, regardless of
gender. The effects of age on trait-anxiety differences was
not significant; yet, the effects of gender on trait-anxiety
differences was significant. The most important finding is
that the joint effects of age and gender on trait-anxiety
differences were more significant than either age or gender by
themselves.
Recommendations
1. Older (42-62 yrs) female student mean raw scores were about
the same as for older male students. It appears that more
research is warranted to determine if as subject's age
increases their coping mechanisms improve, and perhaps their
raw trait-anxiety scores are less differentiated.
2. Because trait or pre-dispositional anxiety is a latent
factor when invoking levels of state-anxiety (situational), a
new research study may be warranted to assess the controlled
effects of age, gender, race and levels of education on statetrait anxiety differences (Defares, 1989; Alexander, 1988;
Gates and Lineberger, 1987; Speilberger and Krasner, 1988;
Jacobs and Latham, 1988; Bernstein, 1987; Dickstein, 1987;
Speilberger, 1.983; Burish, 1979; Bennett and Holmes, 1975;
Achord, 1973; Didde, 1973; Saunders, 1973 and Houston, 1972).
3. Insignificant differences were observed between traitanxiety mean raw scores and standard deviations, when Bowie
graduate students were compared with
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Table 1 Trait-Anxiety Descriptives Affected by Age and Gender Bi-Level
Interactions (ANOVA Results)

Factor A Age

Factor A Age

Level A1

Level A2

Sum of
B1+B2=70.7

Factor B
Gender
Female
Level B1

Cell 1

TA-Mean

Cell 2

TAMean

TA-Mean

Cell A1 B1

32.7

Cell A2 B1

43.2

37.9

Factor A

Variance

Factor A

Age Level A1

0.8

Age Level A2

(42-62 yrs)

(19-39 yrs)

Cell 3

TA-Mean

Cell 4

TA-Mean

Cell A1B2

34

Cell A2bB

32.7

SD=7.17

SD=7.17

SD= 9.69

Variance = 0.7

Variance=0.7

Variance=0.8

Age Level A1

TA-Mean

TAMean

A1

22.4

37.3

Male
Level B2

Sum
A1+A2=70.7

Note: This table represents the anxiety descriptive statistics distibution per
each of the four cells that contributed to the results of the two-way factor
analysis ANOVA (Table 2).
When the sums of the two mean anxiety score levels for Age Factor A and Gender
Factor B each had a sum of 70.7, the ANOVA indicated each age group's effect
on trait anxiety were gender dependent.
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Table 2 ANOVA: The Effects of Age and Gender on

Trait Anxiety Means, Standard Deviations
And Variances by Factors A and B Bi-Level

Source of Variance
Factor A Columns
(Age) Main Effect
Factor B Rows
(Gender)
Col x Rows Joint
Effects of Age &
Gender
Within Groups (Error
Term-Due to
Sampling & Chance
Totals

Sum of
Squares
236.02

df

Mean Squares

F

1

236.02

2.74

Level of
Significance
< .10 n.s.

410.82

1

410.82

4.76

< .05 sig.

633.75

1

633.75

7.35

< .01 sig.

4831.07

56

86.27

6111.85

59

Note: When the individual variables (age and gender) main effects
were analyzed for Scheffe "F" test significance, gender had a
significant main effect on trait anxiety and age did not have a
significant effect on trait anxiety. But, the combined effect of
age and gender on trait anxiety was highly significant (F = 7.35,
df =1, p < .01).
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Table 5 Age-Matched Male and Female Trait-Anxiety Scores
This table investigates the effect of gender on t-anxiety scores, the age
intervening variable was controlled with age matched male and age matched
female t-anxiety scores (n=15).The resulting observed "t" was significant
thus the effect is that gender would be significant on t-anxiety.
Note: The standard "T" score age-matched by gender scores,resulted in an
observed student "t" test that when compared with the criterion "t' of 2.97 the
observed "t" value was 3.86 > 2.97 and thus gender effect on t-anxiety was
sigificant.

(N=15;df=14)

No.

Age
Pair

Male*
"T" Scores

Female*
"T" Scores

1

20

67

46

2

21

38

50

3

25

69

63

4

27

50

44

5

30

40

44

6

31

55

53

7

33

60

55

8

35

51

70

9

36

41

32

10

38

46

50

11

39

58

49

12

40

41

47

13

45

46

64

14

51

45

40

15

56

40

40

Mean

31.8

39.6

SD

8.21

9.17
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Table 6
Trait-Anxiety Raw Score Means,
Standard Deviations and Variances by Population
STAI

STAI

STAI

STAI
College
Students
Female

Current
Study
Grad
Students
Male

Current
Study
Grad
Students
Female

Current
Study
Grad
Students
Male

Current
Study
Grad
Students
Female

Work
Adults
Male

Work
Adults
Female

College
Students
Male

(1385)

(451)

(1385)

(451)

(48)

(1040

(15)

(15)

Mean
34.89
SD
9.19

Mean
34.79
SD
9.22

Mean
38.3
SD
9.18

Mean
40.4
SD
10.15
Study
Variance

Mean
32.97
SD
8.21
.81

Mean
35.86
SD
9.17
.81

Mean
31.8
SD
8.21
.81

Mean
39.6
SD
9.17
.81

A comparison of raw t-anxiety raw mean and standard
deviations were derived from the sample and were copared the STAI
mnaual normative tables. Also student subpopulation trait anxiety
raw score means and standard deviations were compared with the
STAI normative tables (Speilberger, 1983).
The tabulated scores, in Table 5, indicate no significant
difference between the standard deviations, except for the lager
value female college students. Female means are always greater
that males for either undergraduate cpllege or graduate students.
Also, Bowie State University graduate student t-anxiety means
indicate no significant diffeerenc, when compared with working
adult norms and they were significantly less than undergraduate
college student norms.
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TABLE 7.0 Raw and Derived Scores for the Two-Way ANOVA
(Cell 1 and Cell 2)
(42-62
yrs)

(42-62
yrs)

(42-62
yrs)

(19-39
yrs)

(19-39
yrs)

(19-39
yrs)

Subject

Cell #
1
Female
Raw
Score

Cell #
1
Female
"z"
Score

Cell #
1
Female
"T"
Score

Cell #
2
Female
Raw
Score

Cell #
2
Female
"z"
Score

Cell #
2
Female
"T"
Score

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
Means
SD
Variance
SEM

35
44
22
33
21
49
23
26
39
53
32
27
37
23
27
32.73
10.07
0.8
2.6

0.23
1.12
-1.07
0.03
-1.17
1.62
-0.97
-0.67
0.62
2.01
-0.07
-0.57
0.42
-0.97
-0.57

52
61
39
50
38
66
40
43
56
70
49
44
54
40
44

43.2
9.92
0.8
2.6

Note: Refer to Table 2: Two-Way ANOVA results.
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TABLE 7.1 Raw and Derived Scores for the Two-Way ANOVA
(Cell 3 and Cell 4)

Subject

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
Means
SD
Variance

(42-62
yrs)

(42-62
yrs)

(42-62
yrs)

(19-39
yrs)

(19-39
yrs)

(19-39
yrs)

Cell #3

Cell # 3

Cell #3

Cell #4

Cell # 4

Cell # 4

Female
Raw Score

Female
"z"
Score

Female
"T"
Score

Female
Raw Score

Female
"z"
Score

Female
"T"
Score

Note: Refer to Table 2: Two-Way ANOVA results.
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Table 8
Bi-Level Effects of Age and Gender
On Trait-Anxiety Mean Score Differences
Two-Way ANOVA
(N-60)
Cell #1=32.7; Cell#2=43.2
Cell #3=34.0; Cell#4=31.5

Note: Refer to Table 7.0 and Table 7.1
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Table 9
STAI (Form Y)
SELF-EVALUATION QUESTIONNAIRE
DIRECTIONS: A number of statements which people have used to
describe themselves are given below. Read each statement and
then blacken in the appropriate circle to the right of the
statement to indicate how you feel right now, that is, at this
moment. There are no right or wrong answers. Do not spend too
much time on any one statement but give the answer which seems
to describe your present feelings best.
Consulting Psychologists Press, Inc.
3803 E. Bayshore Road, Palo Alto, CA 94303
Developed by Charles D. Spielberger
in collaboration with R. L. Gorsuch,
R. Lushene, P. R. Vagg, and G. A. Jacobs
STAI Form Y
Name Date S __ T __
Age Sex: M __ F __
1. 1 feel calm
2. 1 feel secure
3. I am tense
4. I feel strained
5. 1 feel at ease
6. 1 feel upset
7. 1 am presently worrying over
8. 1 feel satisfied
9. 1 feel frightened
10. I feel comfortable
11. I feel self-confident
12. I feel nervous
13. 1 am jittery
14. I feel indecisive
15. I am relaxed
16. 1 feel content
17. 1 am worried
18. I feel confused
19. I feel steady
20. 1 feel pleasant

Title of Submission: Ego Strengths Correlates, Spirituality, and
Clinical Research
Topic Area: Educational Psychology
Presentation Format: Workshop
Authors, Department & Affiliations:
Assistant Professors, Department of Counseling,
School of Education, Bowie State University
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Mailing Addresses: Department of Counseling, School of Education,
Bowie State University, 14000 Jericho Park Road, Bowie, MD 20715
Mailto: ncohen@bowiestate.edu or clinicdoc2002@yahoo.com
cbragg@bowiestate.edu or drbragg@verizon.net

Abstract
The researchers of the current study investigated the impact of
those variables that were driving ego-strength measures.
Multivariate meta-analyses were conducted to derive a predictive
model. Results of this study forecast how important certain
specific variable were in relation to behaviors and educational
psychology.

INTRODUCTION

The primary purpose of this research was to identify and
provide insight about some of the factors which were
significantly correlated with ego strength. The ego involves each
individual’s perception of himself/herself. And with ego
strength, hypothetical ego strengths are assessed with
psychometric instruments to measure psychic energies available to
the ego (Chaplin, 1985; Ludy et al, 1990; Hathaway & McKinley,
1991). A tentative but cursory review of ego theory, and
empirical ego strength literature revealed vast theoretical
differences about ego theory; on the empirical side of the
literature review, only limited work has been reported. From
these reviews, an overview of ego theory development will be
presented. Then, a brief summary of empirical research will be
developed.
Regarding modern day ego theory development, Sigmund Freud
(1940, 1949), who was the father of the ego concept, believed our
mental state separated or divided which resulted in the
appearance of the ego. The ego was a
buffer between reality and instinct. Freud thought the ego was
governed by the reality principle; it operated under the
influence of external reality. Since the turn of the century,
when Freud advanced his theory, different theoretical views about
ego were proposed by other theorists. Among the most notable
theories advanced were those by Fairbairn (1952); Gill (1959);
Rapaport (1960); Klein (1963); Hartmann (1958, 1964); White
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(1963) and Erikson (1968, 1974).
Hartmann (1958) became the lead theorist regarding a new
ego theory; he referred to it as ego autonomy. Hartmann concluded
that ego does not emerge out of the innate. Freud theorized the
ego was evolving from the id. Instead, Hartmann posited that the
id and the ego had their own system of development. And further,
he thought the ego processes operated by neutralizing both sexual
and aggressive energies; ego processes were independent of purely
instinctual goals. Theoretically, Hartmann's theories were a
complete departure from Freudian ego theory. Among those
theorists who advocated this adaptational ego approach were
Rapaport (1960), Gill (1959), and Klein (1970). White (1963)
elaborated on ego autonomy and claimed the ego had its own
intrinsic energy. Fairbairn (1952) favored a more radical view
about ego. He claimed the ego was present at birth; had its own
dynamic structure and was the source of its own energy (similar
to White's belief). Fairbairn proposed there is no id and only
the ego exists. He further stated that the ego's main funcions
were to seek, find and establish relationships with objects in
the external world. Nacht (1952) and other theoreticians
denounced this new "ego psychology" as sterile and regressive
(Nacht, 1952). However, Holt (1963) critically evaluated the
concept of ego autonomy as proposed by Hartmann and Rapaport.
Holt believed Hartmann's theory would not persevere in
psychoanalytical thinking. Yet, this ego autonomy theory

4
continues to play an important part in modern day empirical
psychology.
In spite of opposition to ego autonomy theory, Hartmann's
approach to the explanation of the ego processes has appealed to
many practicing psychologists because the theory concentrates on
the basic rudiments of applied psychology -- perception, memory,
learning and thinking. Ego autonomy theory also has an appeal to
behavioral and social psychologists because it emphasizes the
characteristic processes and behavior of normal persons by
contrast to irrational and unconscious elements embraced by
classical psychoanalysis. Erikson (1958, 1964) significantly
contributed to ego autonomy, when he advanced his psychosocial
theory of development. His psychosocial approach about ego
formation evolved from a socialized and historical environment.
Erikson added cultural and historical elements to genetic,
physiological and anatomical factors which further contribute to
an individual's ego formation. Erikson also advanced a concept of
ego identity to his adaptation and elaboration of ego autonomy.
"Erikson

has been reproached for watering down Freudian theory

by concentrating on the strengths of the ego, the rational, and
the conscious at the expense of the id, the irrational and the
unconscious . . ." (Lindzey & Hall, 1978,
p. 107).
Jung (1958) captured a sense of all ego theories when
applied to empirical work. He stated . . . "If I want to
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understand an individual human being, I must lay aside all
scientific knowledge of the average man and discard all theories
in order to adopt a completely new and unprejudiced attitude . .
.

Most people confuse self-knowledge with knowledge of their

conscious ego personalities. Anyone who has any ego-consciousness
at all takes it for granted that he/she knows of himself/herself.
But the ego only knows its own contents, not the unconscious and
its contents. People measure their self-knowledge by what the
average person in their social environment knows of
himself/herself, but not by the real psychic facts which are for
the most part hidden from them . . . . In this broad belt of
unconsciousness, which is immune to conscious criticism and
control, we stand defenseless, open to all kinds of influences
and psychic infections . . ." (pp.6-7).
A tentative computerized search of empirical studies,
related to the purpose of this study, was made within the
American Psychological Association's PsycLit database. This
review covered a seven and one-third year period within 1,300
journal publications in 50 countries. The descriptors of ego and
anxiety were used which produced 236 generally related studies.
After reviewing these 236 studies, it was possible to evaluate
the utility of their findings relative to the use of the MMPI and
the potential development of a multivariate ego strength model.
But an introspective review of 20 empirical studies, showed
only limited value regarding independent variables which interact
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on ego strength. One set of findings (Tonay, 1993; Lubin, 1991;
Archer, 1989; Raskin, 1989) indicated that the Minnesota
Multiphasic Personality Inventory (MMPI) may be a useful
instrument to assess independent variables which were correlated
with ego strength.
A significant conclusion was drawn from the review of the
literature that only four studies were related to the purpose of
this author's study. Results were reported by these four
researchers as follows :(a) Cernovsky (1986) concluded that
female adult addicts, who suffered nightmares frequently (mean
age 35.1 yrs), were more pathological and had weaker ego
strengths;
(b)

Archer

(1989)

concluded

that

alcoholism,

anxiety,

and

repression subscales of the MMPI were correlated significantly
with

ego

strength,

when

treating

adolescent

psychiatric

in-

patients,
(c)

Levin

female

(1989),

alcoholics

pathological

confirmed
who

direction

Cernovsky's

suffered
with

(1986)

nightmares

weaker

MMPI

findings

scored

ego

in

that

a

scores,(d)

more
Lubin

(1991) concluded that the MMPI anxiety subscale,
for male alcoholics, is significantly correlated with
ego strength.
Thus, in a final review of the literature, the researcher
of this study attempted to verify the validity of the anxiety
conclusion and other MMPI subscale variables which might be
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correlated with ego strength. The design of the study (Chapter
III) was based on the findings of the final literature review.
The following brief summary of additional prior research is
presented because these findings may contribute to a better
understanding about the breadth and scope of ego strength
research:
(a)

Campbell (1992) examined the quantitative MMPI score

difference between male and female subjects, and concluded

that

females scored lower on ego scales than males. Also he concluded
that the use of a multivariate regression analysis may yield more
reliable statistical results.(b)

Williams' (1991) research

was conducted in a mental health center. Client scores in
anxiety, guilt-proneness, suspiciousness and ego strength were
evaluated. Subjects showed higher scores than normals in the
standardization sample.
(c)

Rauchfleisch (1991) posited that the Thematic Apperception

Test (TAT) is a useful projective instrument for the diagnosis of
borderline disorders. He concluded that correlations between the
TAT figures and the subject's pathologies such as ego splitting
were possible. (d) Greenwald (1990) also concluded, in a study of
external construct validity of Rorschach personality variables
that some Rorschach form levels were useful in correlating with
weak ego strengths.
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(e)

Hosen (1990) researched strategies for psychological

well-being. Hosen concluded that human beings differ in
biological and personality characteristics that influence the
degree of success experienced achieving a sustainable surplus
of pleasure over distress. For his subjects, low anxiety, high
ego strength, indicated extroversive style personalities which
were significant predictors of hedonistic surplus. (f) McCarthy
(1990) like Kinzl (1992) found that abusive families contribute
to an emotional atmosphere which facilitates ego deficits.
Findings indicated that sexual abuse of female subjects had
contributed to their feelings of anxiety, helplessness and
powerlessness and coupled

with a lack of maternal support,

these experiences led to ego weakness.
(g)

Kreible (1990) studied the role of personality

characteristics in the regulation of gastric-acid secretion
under stress. Kreible used the ego strength scale in the MMPI
and he found that gastric-acid secretions were influenced by
stress and how human beings were able to cope with it.
(h)

Dellas (1990) examined affective personality

characteristics involved in ego identity development with
variables of occupation, religion, politics, and gender
differences. She found none of these variables to significantly
interact with gender differences. However, her research only
investigated ego identity and did not measure

ego

strength

scores.
(i)

Archer (1989) investigated the clinical correlates of
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four subscales of the MMPI -- the McAndrew alcoholism subscale,
the anxiety subscale, the repression subscale and the ego
strength subscale. Archer's subjects were 68 adolescent
psychiatric inpatients. Findings from this study were used to
understand the treatment of adolescents for alcoholism.
(j)

Levin (1989) examined the effects of nightmares on the

MMPI ego strength subscale for 78 women alcoholics. She
concluded her results supported the hypothesis that nightmare
sufferers score in a more pathological direction with weaker
ego strengths.
(k)

Shrimali (1988) explored the effect of surgical stress

on ego strength and perceived control. He used the anxiety and
ego strength subscales of the MMPI. Results showed
preoperative

major

surgery

caused

the subjects to suffer

losses in their ego strength.
(l)

Barnes (1984) administered the Rorschach test to 153

Merchant Marine officers. Barnes' findings showed that subjects
with higher ego strength were more capable of mobilizing their
output.
(m)

Ajwani (1985), used 400 high school student subjects and

examined the effect of anxiety, ego strength, and emotional
maturity on perceptual defense phenomenon. Ajwani concluded
that stable persons can inhibit adverse emotions and loss of
ego strength. He concluded that persons who can inhibit adverse
emotions exhibited greater ego strengths.
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Literature Review (excerpted)
It was Hartmann (1939) whom many thought of as the
architect who enlarged the scope of psychoanalysis beyond the
unconscious and neurotic. His new ego theory embraced such
topics as development of the reality principle in childhood;
integrating or synthesizing functions of the ego, the ego's
auxiliary process of perceiving, remembering, thinking and
acting, and the ego defenses. Most important he advanced the
notion of ego autonomy. This posits the ego is autonomous, and
departs from Freud's notion of the ego as a servant. Hartmann
contrasted with Sigmund Freud in this manner -- just as
conflict is the main notion in Freudian theory, adaptation is
central in Hartmann's theory. While Freud stressed the ego's
conflict ridden limitations, Hartmann's work stressed conflict
free achievements. His theoretical approach seemed to bridge
the gap between psychoanalytic theory, and the social
psychological theories of Adler, Fromm, Horney and Erikson
(Hall & Lindzey, 1978, pp. 77-78). Hartmann's work was similar
to Alfred Adler's views.
Among the social psychological theorists, Adler's (1935)
first contribution to human behavior was unlike Freud's who
attributed behavior mainly to inborn biological instincts.
Adler assumed that humans were motivated primarily by social
urges. Adler's second major contribution to personality theory
was his concept of the creative self. The creative self was a
highly personalized, subjective system that interprets and
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makes meaningful those experiences of the organism. The
creative self seeks new experiences to help in fulfilling the
person's unique life style. If these experience are not found
in the

world,

the

self

will

create

them.

Fromm (1941) who was trained as a psychoanalyst, but
later emerged as a social psychologist, advanced the notion
that each human needs to have a sense of ego identity, to be a
unique person. If individuals cannot reach a goal through
creative effort, they may obtain this goal by identifying with
another person or group. For example, because of similar needs,
a worker may identify with other workers in

the same company.

For example, a football team member may identify with other
members of the same team. This notion may be considered as a
sense of belonging (see ego identity definition).
Horney's (1945) primary concept was that of basic
anxiety. In general, she believed anything that disturbs the
security of the child in relation to its parents (lack of egoideal) produces basic anxiety. The insecure, anxious child
develops various strategies by which to cope with its feelings
of isolation and helplessness. It may become hostile and seek
revenge against those who have rejected or mistreated it. Or it
may become less aggressive to win back love. It may develop an
unrealistic, idealized picture of itself to compensate for
inferiority feelings. Accordingly, the ego strength is
affected.
Sullivan (1964), a psychiatrist, embraced Social
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Psychology theory. Although Stack, like Freud, conceived of
personality as an energy system whose main work consists of
activities that will reduce tension: (1) tensions that arise
from the needs of the organism, and (2) tensions that result
from anxiety (similar to Horney's view). Sullivan did not
reject biological factors as conditioners of personality
growth; instead he subordinated them to the social determiners
of psychological development. He argued for a social
psychological

view

of

personality growth (ego

development). His theoretical approach was similar to the views
of Adler.
Erikson's (1974) main contributions were: (1) a
psychosocial theory of development from which emerged an
expanded ego concept, and (2) psycho-historical studies that
illustrate his psychosocial theory. Like Adler, Erikson spoke
of a creative ego (although he did not use the word creative).
His ego concept is a very socialized and historical one -- the
ego is placed in a cultural and historical context -- a spacetime frame. The ego can and does find creative solutions to new
problems at each life stage. It does so with vigor and joy.
When thwarted, the ego reacts with renewed effort instead of
giving up. The ego appears to be resilient and robust. Erikson
affords the ego such qualities as trust and hope, autonomy and
will, industry and competence, identity and fidelity, intimacy
and love, generativity and care and integrity. Erikson expanded
on ego theory concept by characterizing it as autonomous,
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robust, resilient, and creative and he placed it in a cultural
and historical context.
Prior Empirical Ego Strength Research
An

electronic

literature

review

was

made

of

a

comprehensive research database. The information source was the
PsycLit

journal

database

of

the

American

Psychological

Association. PsycLit covers over 1,300 journals from over 50
countries. Initially the search covered a seven and one-third
year period and produced 1,175 journal articles of empirical
research

related

to

ego

strength.

But

after

careful

introspective reviews of these citations, only 155 appeared to
have some degree of relevance to the purpose of this research.
Addiction and Ego Strength Research
Twenty prior addiction - ego strength research studies
were reviewed. An in-depth review confirmed that only four (4)
of these studies concluded the MMPI anxiety subscale was
significantly correlated with ego strength (Cernovsky, 1986;
Levin, 1989; Archer, 1989; Lubin, 1991). Thus, in the current
research design, it seemed warranted to research what other
MMPI subscales or independent variables may significantly
correlate with, or predict ego strength.
The remaining sixteen (16) prior studies were not
directly focused on which independent variables were correlated
with or could predict ego strength. Instead, these studies were
concerned with addiction perspectives of environment,
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counseling strategies, diagnosis, disease disorders, recovery
and relapse, psychoanalytic and ego psychology theory. However,
these studies were included in the following listed reviews
because their findings contribute to a better understanding of
ego strength and addiction:
(a)

Blatt (1990) tested the hypothesis that three (3) types

of individuals become addicted to opiates rather than a single,
predominant personality style. He matched sex, race
(ethnicity), education, and socioeconomic status. Blatt
concluded his study identified three types of addicts: those
primarily with impaired interpersonal relationships, and
affective labiality (42%), those primarily characterized with
thought disorder, and impaired ego functioning (30%), and a
group with diminished ideational and verbal activity (28%).
Blatt's work focused on personality types rather than on
specific traits (e.g., anxiety or anger) which may impact on
ego strength levels.
(b)

Lemere (1990) conducted Pentothal interviews for some

patients being treated for cocaine addiction. About 19% of the
patients met Axis I, DSM-III-R diagnostic criteria for
depression. There were pre-addiction Axis I disorders in about
9% of his subjects. Psychopathology at the time of treatment
appeared to be more the result of addiction than the cause of
the addiction; 63% had become addicted pursuing euphoria. A
hypomanic subtype of cocaine addict was observed in 13% of
these subjects.
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(c)

Lopez-Corvo (1993) questioned the existence of any

unconscious personality profile that might define drug
addiction, different from those characteristics defining
borderline or narcissistic types of personality disorders.
Instead, Lopez-Corvo hypothesized that there are a certain
number of variables present often enough to define certain
traits in persons who use drugs, legal or unlegal, to reduce
paralyzing anxiety levels. He concluded poor coping skills and
anxiety played a role in contributing to addiction.
(d)

Dodes (1990) researched the issue of powerlessness, and

rage (anger) in addiction. He addressed the issue about the
importance of narcissistic rage in addiction, the disregard for
reasonable limits and loss of ego autonomy. These concerns are
characteristic of addiction. He concluded that inability to
cope with rage contributed to anxiety.
(e)

Hagan (1988) examined significant risk factors in the

etiology of drug abuse. She compared the backgrounds of 24
addicted women with those of 20 non-addicted women (opiate
addiction or cocaine abuse). Results indicated a set of risk
factors for addiction among women included chemical abuse in
the family of origin, sexual abuse before the age of 16 years,
lack of cohesion, and expression in the family, familial
conflict, and control issues, unhappy childhoods, and a lack of
ego center.
(f)

Kemker (1993) researched the environmental aspects of

addicts in psychiatry and Alcoholics Anonymous. She concluded
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that culture, language and treatment philosophy originate from
these two environments. Patients undergo their own induction,
accepting the attribution of addict and joining a subculture of
recovery that provides ego support.
(g)

Hartkamp (1993) compared ego function disturbances and

personality characteristics in 25 persons with Crohn's disease,
25 patients with alcohol dependence, and 25 patient's with
neurotic disorders. Hartkamp concluded that alcoholic ego
strengths were less than those of the disease or neurotic
disorder groups.
(h)

Millard (1991) researched interventions by employee

assistance programs in treating drug abusers. Millard's
techniques investigated were preparedness and motivation for
change. The counselor elicits those ego strengths and behaviors
derived from integration of thinking, feeling, and doing in a
relationship that conveys belief in abuser's ability to
transform their lives. This study developed strategies for
counseling interventions and abuser behavioral
change.
(i)

Miller (1991) examined the roles of neuropsychological,

personality, and cognitive style as influencing, and
determining processes in relapse and recovery of substance
abusers. Relapsers were characterized by impulsivity,
antisocial personality and affective disorders. This study
focused on ego autonomy.
(j)

Isaacson (1991) developed a model for counseling, using
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psychodynamics and family systems, when working with addicts
and their family members. Psychodynamics was a tool to
understand intrapsychic dynamics of the client's ego
functioning (ego strength), sense of self, and defensive
functioning. Family systems interventions include (1) changing
roles and coalitions supporting the addiction (structural
therapy) and (2) working with the addiction and supporting
interactions

to

change

the

maintenance of the addiction by

prescriptions that destabilize the system (strategic therapy).
This research was focused on improving counseling strategies.
(k)

Cipriano (1991) studied psychoanalytic perspectives on

substance abuse and implications for program planning,
treatment, and social policy. This research was aimed at
current clinical and sociopolitical interventions with
substance abusers. Some investigators believe the assumption
that the addict has a cognitive ability to distinguish harm to
self, and a capacity for self-discipline when aware of the
punitive consequences of certain behaviors. The principal
research goal was to compare psychoanalytic thought and
contemporary ego psychology, to shed light on the relationship
between hysteria and addictions.
(l)

Orman (1991) presented a case history of a patient in

with hypnotherapy. The investigator concluded he unified
various ego states with various strategies. Orman's client
remained drug free at 6-mo and 1-yr follow-ups. This work was
therapy focused.
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(m)

Milliken (1990) discussed addiction as a process that

results from ego deficits, and internal conflicts. She
described methods and interventions used in a dance/movement
therapy context. A profile of the abuser includes rage (anger)
and other traits. This research entails the development, and
use of therapeutic strategies.
(n)

Craig (1986) concluded that heroin addicts (HA's) (1)

have a

weak ego,

(2) show character-disordered traits (e.g.,

antisocial sociopathy), (3) are more field-dependent than
normals, and (4) are stimulus augmenters, with a low tolerance
for boredom and a need for sensation seeking. This study did
not use assessment tests of its own, instead the investigator
reviewed the personality structure of heroin addicts, and other
opiate abusers by reviewing studies using psychological tests
on these subjects.
(o)

Cernovsky (1986) in a nightmare study involved women

addicted to alcohol and other drugs. In a sample of 78 female
alcohol and drug addicts (mean age 35.1 yrs.), 24.4% marked
"true" responses to item #31 ("I have nightmares every few
nights') in the Minnesota Multiphasic Personality Inventory
(MMPI). This proportion was significantly higher than the
normative MMPI data of normal US Midwestern women; his study
concluded the clinical subjects differed from the normative
subjects by scoring higher on Schizophrenia, Psychasthenia,
Paranoia, Anxiety, Depression, Psychopathic Deviate, Social
Introversion Scales, and scoring low on ego strength.
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(p)

Bertoldi (1983) hypothesized adolescents became drug

addicts as part of a rights of passage to preserve their ego.
He analyzed juvenile drug addiction in terms of psychoanalytic
interpretation. He concluded adolescents became addicts to
preserve their ego.
Some of the more related prior addiction and ego strength
research literature findings are categorized, summarized and
compared with each other as follows:
(a) (Cernovsky, 1986; Archer, 1989; Levin, 1989; Lubin, 1991)
reported on results which reinforced each other's findings. All
of these researchers concluded that the MMPI anxiety subscale
was significantly correlated with ego strength.
(b) Lopez-Corvo (1993) agreed with their findings and further
suggested anxiety induced poor coping skills and lower ego
strengths.
(c) Dodes (1990) elaborated on coping skills by claiming it may
invoke anger and poor ego strength.
The remaining addiction ego strength research literature
investigated and reported on categories of personality, risk
factors, environmental aspects and treatment modalities:
(a) (Hartkamp, 1993; Craig, 1986; Miller, 1991; Cernovsky,
1986) reinforced each other's findings and reported that ego
disturbances were a result of impaired personality styles.
(b) Hagan (1988) identified specific addiction contributing
risk factors, among women, such as familial conflict and sexual
abuse prior to age 16 years.
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(c) Kemper (1993) found that treatment philosophy, culture and
language for addicts originate in Alcoholics Anonymous.
(d) Isaacson, 1991; Cipriano, 1991; Orman, 1991; Millard, 1991;
Milliken, 1990) each reported on overlapping addiction
treatment modalities.
This researcher tested for correlation between anxiety or
anger

and

ego

strength,

in

the design of this current

study, as reported by (Cernovsky, 1986; Archer, 1989; Levin,
1989; Lubin, 1991). But this researcher will not test the prior
research findings associated with personality, addiction risk
factors, environmental aspects and treatment modalities,
because they are beyond the scope of the current research.
Education and Ego Strength Research
An independent literature review was made for the
relationship between education and ego strength. One hundred
and four (104) studies were identified.
Only four (4) of these one hundred and four (104) studies
were selected for relevance to the design purpose of this study
(Clemens, 1990; Jones, 1989; Jones, 1988; Hood, 1986). Each
investigator independently concluded that addicted subjects who
had higher levels of educational attainment also had higher
degrees of ego strength. This phenomenon may be attributed to
subjects' improved coping skills which may result from their
attaining more education.
Although less related to the study purpose, three (3)
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additional study reviews are hereby summarized because they may
contribute to a better understanding of ego strength:
(a)

Hosen (1990) analyzed strategies and data (25 teachers

and

25

parolees or probationers) regarding how humans differ

in biological and personality characteristics that influence
the

degree of

success they experience achieving a sustaining

surplus of pleasure over distress. He concluded that both group
scores of low trait-anxiety, high ego strength and high
extraversion were significant predictors of hedonistic surplus.
(b)

Waldo (1987) investigated characteristics (e.g., low ego

strength, low self-esteem) of men arrested for spouse abuse. He
described treatment methods that suggested curtailment of
abuse. Findings indicated that over 80% of arrested abusive men
witnessed or experienced abuse as children, and suggested that
battering is a family pattern repeated by one generation to the
next.
(c)

Streitmatter (1988) researched ethnicity, sex, and grade

in an educational environment. She assessed (367) 7th and 8th
graders. Results were reported that females and older subjects
were more developmentally strong. Ethnic minorities (Hispanics,
Blacks, Native American and Asians) were significantly more
foreclosed

(see

definitions)

than

their

non-minority

counterparts.
In
1986)

summary,

(Clemmens,

independently

1990;

concluded

and

Jones,

1988,

reinforced

1989;
each

Hood,

other's

findings that higher educational levels contributed to better
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coping skills and ego strengths. This researcher will test for
correlation between education level and ego strength.
To

further

summarize

other

diverse

prior

research

findings, Hosen (1990) reported that persons with low traitanxieties had higher ego strengths, Waldo (1987) found that
battering

results

from

a

generational

family

pattern,

and

Streitmatter (1988) reported findings that females and older
subjects were more developmentally strong. This researcher will
not

test

the

validity

of

these

findings,

because

they

are

beyond the scope of this current study.
Marital Status and Ego Strength Research
An independent search was made to assess the relationship
between marital status and ego strength. Seven (7) studies were
identified but only four (4) of studies were related to the
purpose of the current research design. And only one (1) study
was directly related to the current research purpose which was
conducted by (Speigelman, 1991).
Although
purpose,

three

not
(3)

directly

related

additional

to

prior

the
study

current

study

findings

are

depicted:
(a)

Pearlman (1990) concluded that twins do not differ from

non-twins in ego strength, regardless of their marital status.
(b)

Austin (1992) found there were significant differences

between family stability, marital status and ego strength.
(c)

Pandey (1992) concluded that married male and female
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physicians attained greater ego identity than unmarried
physicians of both genders.
In summary, Speigelman (1991) concluded
anxiety

were

correlated

with

ego

that

anger and

strength and reinforced

research findings by (Cernovsky, 1986; Archer, 1989; Levin,
1989; Lubin, 1991). This researcher will test for the validity
of Speigelman's conclusion.
To further summarize other diverse prior research
findings, Pearlman (1990) found that twins do not differ in ego
strength regardless of their marital status, Austin (1992)
reported significant ego strength differences attributed to
family stability and marital status, and finally, Pandey (1992)
concluded that married persons attain greater ego identities.
This researcher tested for the significance of family
stability and marital status as reported by Austin (1992). But,
because the studies by Pandey (1992) and Pearlman (1990) were
beyond the scope of this present study, this researcher not
test for correlations between marital status and ego identity
or twin/non-twin difference in ego strengths.
Age and Ego Strength Research
Twenty-eight (28) age related ego strength studies were
reviewed. Only two (2) of these studies were directly related
to the purpose of the current research design (Sandahl, 1987
and Cohn, 1991). The findings of these studies are depicted
below:
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(a)

Sandahl (1987) concluded that adult ego strengths were

lower among alcoholic populations than among non-addicted
populations.
(b)

Cohn (1991) found that adolescent female age-related ego

strengths were greater than male ego strengths. Cohn also
concluded that gender related ego differences entirely
disappeared in adult populations.
Additional study conclusions are depicted below, because
they may enhance an understanding of the breadth and scope of
age and ego-related research:
(a)

Novy (1992) examined the association between patterns of

family functioning and ego development of the juvenile offender
(JO). Sixty-one chronic JO's (aged 12-17 years) completed an
assessment as did their parents. Novy concluded that the
functional perspectives of family cohesion and adaptability by
the (JO) and one or both parents were associated with higher
levels of ego development. Lower ego levels were associated
with shared dysfunctional perspectives of the family by the
(JO) and both parents, and a functional perspective of the
family dimensions by the (JO) which was not shared by either
parent.
(b)

Lees-Haley (1992) compared 119 personal pseudo-injury

claimant scores on the Minnesota Multiphasic Personality
Inventory (MMPI-2), and the Millon Clinical Multiaxial
Inventory (MCMI-II).

Data from pseudo-post traumatic syndrome

patients, both male and female (aged mid-thirties), confirmed
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the utility of using various subscales to identify false
claimants. In the MMPI-2, a cut-off subscale ego strength (ES)
30 was identified.
(c)

Sutker (1991) compared Minnesota Multiphasic Personality

Inventory (MMPI) profiles between combat veteran groups of 168
prisoner of war (POW) survivors and 67 non-POWs (mean age 64.4
years) during WWII and the Korean Conflict the hypochondriasis,
depression, and hysteria scales were characteristically
elevated among former POWs. Psychasthenia, paranoia, and ego
strength scales also contributed to differentiating between the
POWs and non-POWs. Conclusions were that negative ruminations,
heightened anxiety, interpersonal anger and suspiciousness and
low self-esteem may significantly contribute to differences
between the two groups.
(d) Cohn (1991) investigated sex differences in ego
development, by age, among junior and senior high school
students. Sex differences in ego development had declined
significantly among older college students. But, differences
were relatively stable during early and middle adolescence.
Cohn concluded that sex differences in ego development
disappeared entirely among older men and women.
(e) Bischoff (1990) assessed 91 clients (mean age 16 years) in
a residential treatment program for chemically dependent
adolescents. A factor analysis yielded 9 factors representing
characteristics of the subjects. The

factor

with the highest

loading was characterized by school-related, and interpersonal
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difficulties, lack of impulse control, and low self-esteem.
(f)

Soyka (1990) examined the psychopathological

characteristics distinguishing alcohol hallucinosis (ALH) from
paranoid schizophrenia (PS). Fifty-three age and sex matched
patients (aged 22-58 years) were assessed. Results showed that
disorders of ego were found in 87% of the PS subjects, but only
30% of ALH Ss. The PS subjects developed psychosis at an
earlier age than the ALH subjects and seemed to have a poorer
outcome.
(g)

Kim (1989) investigated age, marital satisfaction and ego

strength among 20 couples who were married at least (5) years
(subjects over 25 years). It was concluded that unstable
marriages were a result of intelligence, guilt-proneness,
dominance, parmia, pro-tension, ego strength and self concept
control.
(h)

Sandahl (1987) studied the relationship between drinking

habits and personality functioning in a consecutive series of
300 alcoholic inpatients (mean age 44 years) during treatment
and two years later. The alcoholic sample showed more signs of
neuroticism and lack of ego strength than the general
population. At follow-up, improved drinking habits were
associated with improved self esteem, particularly among female
patients (n = 81).
(i)

Block (1988) studied drug usage in early adolescence (age

14 years) related to concurrent and pre-school personality
characteristics for 54 girls and 51 boys. Block concluded that
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at age 14 years, for both sexes, the use of marijuana was
related to ego

undercontrol, while the use of harder drugs

reflected a lack of ego-resiliency and under control.
(j)

Colligan (1987) developed new normative tables for ego

strength (ES) scale of the MMPI based on a contemporary censusmatched sample of normal adults 335 women and 305 men (aged 18+
years).
In

summary,

Sandahl

(1991)

found

that

alcoholics

had

lower ego strengths than non-alcoholic populations. Cohn (1987)
reported that gender related ego strength differences entirely
disappeared in adult populations. This researcher will test
Sandahl and Cohn's conclusions in this current research study.
To
Novy

further

summarize

(1992)found

Lees-Haley

family

(1992)

diverse

stability

reported

that

prior

research

influenced
post

ego

traumatic

findings,
strength;
syndrome

experience adversely contributed to ego strength; Sutker (1991)
reported war contributed to anxiety, anger, depression, and low
self

esteem

(1990)

adversely

compared

hallucinosis

contributed

paranoid

(ALH)

and

to

ego

schizophrenics

found

that

the

strengths;

(PS)

to

ALH's

had

Soyka

alcoholic
less

ego

dysfunctionalism than the PS; Kim (1989) researched unstable
marriages and found that low self esteem, guilt, dominance and
insusceptibility to threat (parmia) contributed adversely to
marital stability.
This researcher will test Novy's findings because they
are within the scope of the present study. But, the remaining
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study findings will not be tested, because they
are outside of the present study scope.
Gender and Ego Strength Research

An independent search of gender and ego strength was
made. Twenty eight research studies were identified. Five
studies were somewhat related to the purpose of the current
study. Only one (1) of these studies was directly related to
the purpose of the current study design (Mabry, 1993). The
other studies may contribute to a better understanding of
gender and ego strength research and are listed as follows:
(a)

Seligson (1993) argued that treatment for molested

children that relied on characterizing them as victims rather
than as persons with will and drives which really takes away
the children's sense of mastery that derives from volition.
Seligson found that the psychological effects on the child
depend on the age at which abuse began, pattern of occurrence,
gender of the child, family constellation and ego development
of the child. (b)
differences

in

Mabry (1993) investigated gender
ego level for college students (aged 16-47

years). The subjects were 110 females and 63 males entering
college. She concluded there were significant gender
differences on ego levels, with women scoring higher on ego
strength.
(c)

Levit (1991) examined gender differences in ego defenses

in adolescents. Results of multiple regression analyses

29
supported

sex

roles

as

moderating

variables in

gender

differences in defenses.
(d)

Husaini (1991) also used regression analysis to show that

poor ego and chronic medical problems were predictors of
depression among both genders.
(e)

Zainuddin (1990) investigated the relationship among

socioeconomic status (SES), aggression, and locus of control in
20 male and 30 female undergraduates. It was concluded that
gender differences were found. Women perceived more obstacle
dominance and men more ego oriented.
In summary, only Mabry (1993) found significant gender
differences on ego levels. This conclusion will be tested in
the current research study.
To further summarize the remaining studies, Seligson
(1993) concluded that abused children had their ego mastery
diminished; Levit (1991) found gender differences contributed
to ego defenses; Husaini (1991) concluded that poor ego and
chronic medical conditions were predictors of depression among
both genders; Zainuddin (1990) found that gender-aggression
differences resulted from socioeconomic status levels. None of
Seligson's, Levit's, Husaini's or Zainuddin's findings will be
tested, because they are outside the scope of the current
study.
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Ethnicity and Ego Strength Research
An independent search was made and only five studies were
identified.

These studies were

not

cited

because they

investigated ego identity and not ego strength (see
definitions). However, one (1) of these studies is relevant.
(a)

Pfeffer (1989) conducted a two-year follow-up study about

suicidal tendencies in pre-adolescents. She concluded that
suicidal tendencies, at follow-up, were associated with
depression, death preoccupation, aggression, psychopathology,
and ego weakness of denial and projection. At follow-up,
Pfeffer also found that factors not associated with suicidal
tendencies were social status, age, sex, ethnicity, impulse
control, and parental depression.
This researcher tested the relationship between age,
gender, ethnicity and ego strength in the current study design,
but will not test suicidal tendencies and ego strength
relationships.
Self Esteem and Ego Strength Research
An independent search did not identify any study directly
related to the purpose of the current research design.
Nonetheless, two (2) studies indicated that intelligence or
hypnotherapy could positively influence ego strength
1986; Koe, 1987) and are depicted as follow:

(Verma,
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(a)

Verma (1986) investigated the effects of ego strength, on

achievement motivation (AM) in 160 boys (aged 15-17 years),
using a battery of tests. Adolescent achievement motivation was
positively

affected

by

variables

of internal control,

emotional maturity, and intelligence. Intelligence
significantly contributed to ego strength and thus, achievement
motivation.
(b)

Koe (1987) studied the interaction between measures of

hypnotic responsiveness and type of esteem suggestion on self
concept. A regression (ANCOVA) was used to compare differences
among groups of subjects. Findings indicated that hypnosis
improved the self concept using Hartland's ego strengthening
technique. Neither of these conclusions will be tested, because
they are outside the scope of this current research.
Anxiety and Ego Strength Research
Twenty-nine studies were identified from an independent
search.

Yet,

only

two

(2)

of

these

studies

were

directly

related to the current study design Parker (1993); Vasudeva
(1986).
(a)

Parker (1993) researched alexithymia in panic disorder

and simple phobia. Parker concluded that subjects with panic
disorder had significantly less ego strength, independence and
had significantly higher levels of anxiety and somatic
complaints than did subjects with simple phobia.
(b)

Vasudeva (1986) investigated the relationship of sex role
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attitudes of 498 female college students on measures of
anxiety, locus of control, ego strength and need for
achievement. Vasudeva concluded that self-oriented sex role
attitudes were significantly correlated with lower anxiety,
internal locus of control, higher ego strength and higher
achievement needs.
In summary, both Parker's (1993) and Vaseduva's (1986)
anxiety-ego strength study conclusions will be tested by this
researcher, because their findings are within the scope of the
current research. Also, their findings reinforced those of
(Cernovsky, 1986; Levin, 1989; Archer, 1989; Lubin, 1991).
Depression and Ego Strength Research
Thirteen (13) studies were identified from a depression
and ego strength search. But, only three (3) of these studies
were directly concerned with chemical dependency, depression
and ego strength (Hale, 1988; Zeppetelli, 1989; Taylor, 1990).
(a)

Hale (1988) used the MMPI on 67 male adults who expressed

concern about their violent behaviors in relationships.
Subjects scored low on ego strength and had a tendency toward
dependency, situational depression, feelings of inadequacy and
low self esteem and showed a tendency toward substance abuse.
(a)

Zeppetelli (1989) described the psychopathological

components present in alcohol dependent subjects. He concluded
that the alcoholic's weak ego solace for its depression was
something

like

an eating orgasm progressively which replaced
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sexual satisfaction.
(b)

Taylor (1990) examined the relationship between

alexithymia (a form of aphasia) and other psychopathology
variables.

Subjects were 44 male substance abusers (aged 19-61

years). Alexithymic patients had significantly less ego
strength.
One other study, for non-alcoholic populations, is
depicted, because it may contribute to a better understanding
about depression and ego strength:
Smith (1992) studied an earlier hypothesis that anorexia
nervosa is characterized by ego deficits involving
ineffectiveness, interpersonal distrust and lack of
interceptive awareness. Comparisons were made between three
groups: 20 adolescent (mean age 15 years) girls with anorexia
nervosa; 21 girls mean age 14.6 years, with major depression
and 21 girls (mean age 15.4 years), with both major depression
and anorexia nervosa. Smith concluded Analyses did not show a
significant difference in the score of the three groups. Smith
concluded that the results do not support the ego deficit
hypothesis of

anorexia

nervosa. In summary, this researcher

will test findings reported by (Hale, 1988; Zepetelli, 1989),
since they are within the scope of the current study. Smith's
(1992) conclusions will not be tested, since they are outside
the scope of this study.
Anger and Ego Strength Research
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Seven (7) studies were identified from an anger and ego
strength search. Only Schill's (1987) research was directly
concerned with the purpose of the current study relationship
between anger and ego strength.
Schill (1987) researched relationships between anger,
hostility, and the MMPI Barron ego strength scale. Schill
concluded that for 69 male undergraduates tested on ego
strength, anger, and hostility their scores supported the
hypothesis that low ego strength was associated with getting
angry easily, answering others in a hostile manner, and holding
hostile attitudes.
Another study concluded that anger attacks may be a
discrete clinical syndrome unrelated to anxiety or depression
(Fava, 1993) and is depicted as follows:
Fava (1993) investigated the hypothesis of whether or not
thymoleptic anger attacks are a discrete clinical syndrome.
Anger attacks were reported in the absence of concurrent
anxiety or depression. Patients underwent comprehensive
assessments that did not reveal the presence of any Axis II
disorders (DSM II-R) and were not part of a chronic,
persistent, behavior pattern. Patients did not present as
hypomanic or bipolar in symptoms, and responded well to
antidepressants. Fava concluded that anger attacks may
represent a discrete clinical syndrome.
This researcher will test the relationship between low
ego strength and ease of getting angry as reported by Schill
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(1987). But, Fava's (1993) conclusions about anger attacks
being a discrete clinical syndrome apart from anxiety or
depression will not be tested, because they are not within the
scope of the present research study.
Family Relations and Ego Strength Research
Nine (9) studies were identified from a search on family
relations and ego. All of these studies involved research on
ego identity (ego identity is a result of the mutual influence
of society's impact on the individual's potentialities and the
creative role the individual plays on transforming society).
Although none of these studies were directly related to
this current study, two of these study conclusions may enhance
the meaning and scope of ego strength research and are depicted
as follows:
(a)

Nelson (1993) examined whether the structural intactness

of the family and/or perceived family conflict was related to
young adult adjustment, as assessed by measures of ego identity
status and psychological distress. Nelson concluded that
subjects from families with low or medium conflict levels
reported fewer psychiatric symptoms, and demonstrated higher
levels of ego identity than did those from families perceived
as high in conflict. Findings support the psychological
wholeness model which posits family conflict as the critical
variable affecting adjustment.
(b)

Jackson (1990) investigated the effects of gender and of
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family cohesion and adaptability on ego identity status. She
examined whether perceived family cohesion and adaptability may
be related to an adolescent's ego identity status in 32 male
and 29 female undergraduates (aged 18-21 years). She concluded
that gender proved to be a major variable, with females
perceiving more cohesion in their families. In summary, this
researcher will not test the findings of these two studies,
because they are not within the scope of the current study.
Ego Inflation and Ego Strength Research
Only one study was identified from a search on ego
inflation and ego strength (Rowan, 1990). But, this study was
not directly related to the purpose of this current research.
Since, the study concluded that the danger of ego inflationwas
coupled with psychosis and was prevalent in group therapy
sessions, counselor training concerns were at issue. This study
is summarized:
Rowan (1990) examined the importance of intuition in
group therapy. The dangers of ego inflation and psychosis were
addressed in this study. Rowan concluded counselors need to
deal with this issue in their training.
In summary, this researcher will not test the
relationship between ego inflation and psychosis in group
therapy, because

it

is

not within the scope of the present

study. But, the relationship between ego inflation and ego
strength will be tested in the current study.
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An overall review of the literature permitted the
following summary of ego theory and empirical research
findings:
Ego Strength Theory Perspectives
1. According to Freud, the ego is instinctual, has no energy or
motivations of its own, is weak, and cannot be strengthened, it
acts as a servant and it grew out of the id.
2. Hartmann advanced the notion of ego autonomy -- adaptation
is central to ego functioning - - while Freud stressed the
ego's conflict ridden limitations, Hartmann stressed conflict
free achievements. Hartmann seemed to bridge the gap between
psychoanalytic theory and the psychosocial theories of Adler,
Fromm, Erikson and Sullivan.
3. Adler contributed to psychosocial theory in that he
proclaimed the concept of the creative self. He believed the
creative self is a highly personalized, subjective system that
interprets and makes meaningful those experiences for the
organism. The self looks only to the world for these
experiences and if they are not found there, the self will
create them. Erikson like Adler believed in the ego's creative
self. He placed the ego in a cultural and historical context.
Erikson emphasized the social impact on the ego's development
(ego identity). Contrary to Freud's belief, he thought the ego
to be robust and resilient.
4. Fromm is responsible for the concept that each person has a
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need to have a sense of belonging (ego identity), to be a
unique person. If the person cannot reach this goal by creative
ability, then he/she may secure it by identifying with another
person or group.
5. Karen Horney and Harry Stack Sullivan both were convinced
that personality and its ego component have an energy system
whose main work is to reduce tensions that result from anxiety.
Prior Ego Strength Research
A review of the prior research literature produced these
salient findings:
1.

Alcoholics (or chemically dependent subjects) tend to
have lower ego strengths than non-alcoholics.

2.

Addicted subjects with higher levels of educational
achievement demonstrated higher degrees of ego
strength, because they were better able to cope with
anxiety.

3.

Differences were significant between family stability,
marital status and ego strength.

4.

Differences between gender and ego strength were
significant in adolescents and these differences
disappeared entirely in adults (ages > 50 yrs).

5.

Differences between ethnicity and ego strength were not

significant.
6.

Higher levels of anxiety contributed to lower levels of
ego strength.
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7.

Feelings of low self esteem coupled with situational
depression led to lower ego strength and invoked a
tendency towards substance abuse.

8.

Anger induced hostility and contributed to lower ego
strength.
Each of these prior research findings will be included in
the design of the current study and will be tested for
significance by this researcher.

Methods
The design of this study used a descriptive and
predictive approach. Specific topics include the population,
sample, procedures and techniques, instrumentation, definitions
and data analysis. The subjects were volunteer patients in
treatment for chemical dependency.
The population census ranged from 10-50 psychiatric adult
in-patients who were chemically dependent but were not
diagnosed with severe characterological disorders. The
treatment facility was the Charter Behavioral Systems of
Maryland (formerly known as New Beginnings at the Meadows).
This facility is located on Maryland route 301 at Gambrills,
Anne Arundel County, MD. Geographically, Gambrills is situated
about seven miles southwest of Annapolis, MD and about four
miles northeast of Bowie, MD. The subjects were volunteers.
These volunteers had a variety of educational and occupational
skills. Also the subjects were multicultural in origin.
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Analysis of the Data
The main purpose of this study was to identify and
provide insight about some of the variables which significantly
correlate with ego strength for chemically dependent patients
(see page 10). Data were collected from 30 volunteer subjects
who completed the Minnesota Multiphasic Personality Inventory
test (MMPI-2). The volunteers were in-patients, at the Meadows,
in a chemical dependency treatment center. Initially, eleven
variables were thought to possibly impact on ego strength and
these were education, marital status, age, gender, ethnicity,
low self-esteem, anxiety, depression, anger, family problems
and ego inflation.
A statistical analysis was made of the effect of each of
these variables on ego strength. Multivariate regression
analyses were made on the effects of each variable on ego
strength of their Scheffe F and T-ratio test significance at an
.05 significance level. A linear model was assumed.
Consequently, a backward stepwise linear regression analysis
technique was used to

analyze the data.

Two

independent

variables, education (ED), and anxiety (ANX), were identified
as significant predictor variables of ego strength. Also,
correlation (r) tests were made for each pair of variables at a
significance level less than .05 probabilities.
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Table 1: Ego Strength Demographic and MMPI T-Score Data (n=30)
Ss

Es

ED

MS

AG

SE

ET

LS

AN

DE

AN

FA

E

X

H

E

X

P

G

M

MA

1

70

14

5

29

1

2

39

37

34

61

68

62

2

30

12

1

20

2

2

49

56

79

58

76

63

3

30

12

1

30

2

2

75

70

84

45

49

53

4

56

12

1

29

2

2

70

50

73

64

58

37

5

37

12

1

20

1

2

66

64

75

84

50

68

6

37

11

2

39

1

1

53

54

55

54

41

62

7

30

12

5

27

2

2

39

51

46

45

49

43

8

49

9

2

41

2

1

49

49

57

83

40

50

9

30

12

4

26

2

2

64

71

84

72

58

63

10

30

10

5

36

2

1

70

74

95

58

58

63

42
11

30

12

2

39

1

1

57

66

70

61

77

49

12

30

14

4

42

2

1

85

80

95

77

76

69

13

38

2

2

26

2

3

59

68

68

45

49

63

14

30

2

5

32

2

1

54

61

57

58

67

63

15

30

12

4

37

2

1

64

70

68

65

49

63

Legend:

Ss = subject sample # ES = ego strength
ANG = anger ED = number of years education
LSE = low self esteem
FAM = family relations
Age = years old
ANX = anxiety
MA = ego inflation
Gender: 1 = female, 2 = male
DEP = depression
Ethnicity: 1 = African American, 2 = Caucasian
Marital status: 1 = never married, 2 = married
3 = widowed, 4 = divorced; 5 = separated.
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Table 1: Ego Strength Demographic and MMPI T-Score Data (n=30)
(Continued)
Ss

ES

ED

MS

AG

SE

ET

LS

AN

DE

AN

FA

E

X

H

E

X

P

G

M

MA

16

45

16

2

37

1

2

62

67

70

61

50

49

17

54

23

5

42

2

1

54

51

51

64

49

50

18

54

19

5

50

2

2

64

56

73

52

67

50

19

32

13

5

40

2

1

44

65

68

52

49

63

20

51

14

5

31

2

2

49

71

84

58

49

63

21

40

12

2

54

2

2

49

58

73

52

49

43

22

30

12

1

22

2

2

64

84

73

71

76

63

23

55

16

2

48

1

2

43

44

50

39

50

62

24

56

14

1

41

2

2

49

50

57

45

49

43

44
25

36

16

1

44

2

1

54

68

62

64

40

63

26

30

11

1

31

2

2

75

84

10

64

67

82

0
27

56

14

1

23

2

2

39

47

51

39

40

43

28

30

18

4

48

2

2

70

87

89

58

49

76

29

47

9

1

18

2

1

39

42

51

52

76

63

30

30

10

1

20

1

1

80

75

85

84

50

68

Table 1 consists of the raw data obtained from 30 inpatients sampled for this study. Demographic variables consist of
education, marital status, age, sex (gender), and ethnicity.
Responses in the education (ED) column describe the number of
years of education achieved by the respondent. For examples, the
number 12 corresponds to high school completion and the number 14
represents 2 years of study beyond high school.
Values in the marital status (MS) column indicate the status
of the marriage. For examples, the number 1 corresponds to never
married, number 2 represents married, number 3 corresponds to
widowed, number 4 is divorced and number 5 indicates separated.
In the age column, the number corresponds to the biological age
of the subject. Values in the sex (gender) column represent a
male or a female subject. Number 1 corresponds to a female and
number 2 is a male. In the ethnicity (ETH) column, the values
correspond to race. For examples, number 1 is African-American,
number 2 is Caucasian and number 3 represents an Asiatic. The
remaining seven (7) variable columns contain the MMPI-2 T-score
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response data for ego strength, low self esteem, anxiety,
depression, anger, family relations and ego inflation. T-scores
greater than 65 are high scores and T-scores below 40 are low
scores.
Table 2 summarizes the key descriptive statistical data
derived from all the variables in Table 1. Presented are the
sample size, the mean values, the standard deviations, the
variances, the coefficients of variation and the correlation
coefficients. According to the Pearson "r" results at a level of
significance

of

.05

and

58

degrees

of

freedom,

the

null

hypotheses that education, ethnicity, low self esteem, anxiety,
depression and ego inflation (MA) have no linear effect on ego
strength can be rejected. But, the null hypotheses that marital
status, age, sex (gender), anger, and family relations have no
linear effect on ego strength must be accepted. These
hypothetical findings were summarized in Table 4.
Table 2: Summary of Descriptive Statistical Data

Xi

SIZE

MEAN

SD

ES

30

40.13

11.66

ED*

30

12.17

3.63

MS

30

2.70

AGE

30

SEX

SD^2

"r"

CV

135.98

----

0.29

13.18

0.29

0.29

1.70

2.90

0.02

0.63

34.07

9.92

98.48

0.13

0.29

30

1.77

0.43

0.18

0.16

0.24

ETH*

30

1.60

0.49

0.25

0.28

0.31

LSE*

30

57.60

12.85

165.07

0.48

0.22

ANX*

30

62.33

13.22

174.78

0.73

0.21

DEP*

30

69.23

16.20

262.46

0.59

0.23
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ANG

30

59.43

12.29

151.01

0.24

0.21

FAM

30

55.83

12.01

144.35

0.15

0.21

MA*

30

58.73

10.58

111.99

0.48

0.18

Legend:
* = Pearson's "r" was significant at p < (.05).
"r" was = or > 0.26 ; Xi = Independent
variables; Size = number of subjects per variable; SD =
standard deviation; SD^2 = Variance or the square of the
SD;

CV = Coefficient of variation is the SD/Mean (100).
Table 3 contains eleven regression trial models. Values

listed in the "R" column correspond to the regression trial
number. Each number listed under "Xn" corresponds to the number
of independent variables contained in each regression trial. The
backward stepwise regression technique reduces each trial by one
variable. For examples, number 1 started with all eleven
independent variables. Then the trials proceeded downward to
number 10, this trial regression contained only two variables. As
it happened, trial (# 10) consisted of the education and anxiety
variables and was the "best fit" regression model to predict ego
strength. This conclusion was reached because of the regression's
best "F", Standard Error of the Estimate (SEE) and "T-Ratio"
values.
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Table 3: Summary of Regression Trial Analyses

F(.025)

R^2

SEE

3.69

2.82

0.51

8.19

10,19

4.26

2.82

0.53

7.99

9

9,20

4.95

2.84

0.55

7.81

4

8

8,21

5.81

2.87

0.57

7.64

5

7

7,22

6.86

2.93

0.58

7.50

6

6

6,23

8.13

3.02

0.59

7.41

7

5

5,24

10.07

3.15

0.61

7.28

8

4

4,25

12.35

3.35

0.61

7.28

9

3

3,26

16.13

3.67

0.61

7.28

10

2

2,27

22.08

4.24

0.59

7.44

11

1

1,28

32.05

5.61

0.52

8.10

R #

Xn

(df)

F

1

11

11,18

2

10

3

calc.

Legend:
R# = regression analysis trial numbers; Xn = number of
independent variables in each regression analysis; (df) = degrees
of freedom; F(.025) = the Scheffe test number at a 2-tail level
of .05 significance( F = Scheffe's test for significance is a
conservative test for comparing any number of group means); R^2 =
coefficient of determination which measures the proportion of the
variance in "Y" that is explained by "X's" in each regression;
SEE = standard error of the estimate is a measure of the
variability about the regression line ("best-fit").
Ego strengths can be predicted with equation (eq. 1), if
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education and anxiety values are known:
(eq. 1)
where,

^
Y = 0.9466441X1 - 0.645413X22 + C
^ Y = predicted ego strength
0.946644 = calculated regression
coefficient for education
X1 = education independent variable T score
0.645413 = calculated regression
coefficient for anxiety
X2 = anxiety independent variable T-score
C = 68.84657 = a calculated constant

Table 3 contains eleven regression models. Each trial
regression model is best described by the column headings. Each
trial number is represented under "R". Column "Xn" corresponds to
the number of variables analyzed in each regression trial. The
pair of values under (df) represents the degrees of freedom to
test for Scheffe significance. Values contained under column "F"
are the calculated values of "F" for each regression tested for
significance at an .05 level. Values under the R^2 column contain
the amount of variability explained by each regression. For
example, 0.59 corresponds to 59% of the variability was explained
by that regression trial. Values under (SEE) column represent the
standard error of the estimate or "fit" around each regression
line.
The conclusion was drawn that regression trial # 10 was the
"best fit" regression. This model contained independent variables
of education and anxiety. Equation # 1 permits the prediction of
ego strength from known score values of education and anxiety.
The null hypotheses can be rejected which states that
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education and anxiety have no significant effect on ego strength.
Regression trial # 10 supports this conclusion (see Table 3). The
null hypotheses can be rejected which states that ethnicity, low
self esteem, depression and ego inflation have no linear effect
on ego strength. Pearson's "r" values were significant for
correlations between these variables and ego strength (see Tables
2 and 4).
The null hypotheses must be accepted which states that
marital status, age, sex (gender), anger and family relations
have no linear effect on ego strength.
Table 4 summarizes the hypothetical conclusions drawn from
the data analyses.

Table 4: Summary of Hypotheses - Demographic Variables

Attributes

ED

MS

AGE

GENDER

ETH

r values

(0.29)

(0.02)

(0.13)

(0.16)

(0.28)

level

<(.05)

<(.05)

<(.05)

<(.05)

<(.05)

(Ho) null

reject

accept

accept

accept

reject

>.26 to
reject Ho

h

th

50
hypotheses

Legend: See Table 1 for variable definitions.
Table 4: Summary of Hypotheses - MMPI-2 Variables (continued)

Attribute

LSE

ANX

DEP

ANG

FAM

MA

(0.48)

(0.73)

(0.59)

(0.24)

(0.15)

(0.48)

level

<(.05)

<(.05)

<(.05)

<(.05)

<(.05)

<(.05)

(Ho) null

reject

reject

reject

accept

accept

reject

s
r values
>.26 to
reject Ho

hypothese

Discussion
This study grew out of the author's interest to identify
variables which may influence ego strengths of substance abuse
patients in treatment at The Charter Behavioral Systems of
Maryland (The Meadows). Portions of this researcher's doctoral
practica were completed at The Meadows. This facility is located
in Gambrills, Anne Arundel County, Maryland.
The purposes of the study were to: (1) investigate
correlations for eleven, eclectic variables of education, marital
status, age, gender, ethnicity, self-esteem, anxiety, depression,
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anger, family alienation, and ego inflation with the degree of
ego strength, and (2) to develop a multivariate regression model
for predicting ego strength.
The MMPI-2 instrument was administered to thirty (30)
volunteer patients to investigate the purposes of this study (see
Appendix for the subjects' Informed Consents).

Hypotheses for

this study were proposed (pp. 9-10). The significance of these
hypotheses were tested (Chapter IV, Tables 3 and 4) and
conclusions for these hypotheses were drawn in Chapter V.
In the current study, hypothetical tests were made, to
facilitate a results comparison of differences or agreements with
prior research

as indicated:

(1) the null hypothesis that there is no significant
correlation between ego strength and education was rejected,
because the calculated Pearson r was > 0.26 (p < .05). The
current study result agreed with prior independently reported
results that higher educational attainment levels improved ego
strengths (Clemmens, 1990; Jones, 1988, 1989; Hood, 1986).
(2) the null hypothesis that there is no significant
correlation between ego strength and marital status was accepted,
because the calculated Pearson r was not > 0.26 ( p < .05). This
result did not agree with a prior study reported by Austin
(1992), possibly because he administered a different instrument
in his study.
(3) the null hypothesis that there is no significant
difference between ego strength and age was accepted, because the
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calculated Pearson r value was not > 0.26 (p <.05). The current
study did not disagree with prior study results (Novy, 1992;
Lees-Haley, 1992; Sutker, 1991; Cohn, 1991; Bischoff, 1990;
Soyka, 1990; Kim, 1989; Sandahl, 1987; Block, 1988; Colligan,
1987).
(4) the null

hypothesis

that

there

is

no

significant

difference between ego strength and gender was accepted, because
the calculated Pearson calculated r value was not > 0.26 ( at p <
.05). This result agreed with a prior study result reported by
Cohn (1991) who also concluded that age/gender differences
entirely disappeared among older men and women.

(5)

the null

hypothesis that there is no significant correlation between ego
strength and ethnicity was rejected, because the Pearson r value
was > 0.26 (p < .05). The current finding was new, because none
of the prior research studies investigated this relationship.
Pfeffer (1989) investigated ego identity and ethnicity.
(6) the null hypothesis that there is no correlation between
ego strength and self-esteem was rejected, because the calculated
r value was > 0.26 (p < .05). The current result was a new
finding, because none of the prior studies investigated this
relationship.
(7)

the null hypothesis that there is no significant

correlation between ego strength and anxiety was rejected,
because the Pearson r value was > 0.26 (p < .05). Two major
results were found from a review of prior research studies: (a)
Only four studies, with adult subjects, concluded that the MMPI
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anxiety subscale was significantly correlated with ego strength
(Cernovsky, 1986; Levin, 1989, Archer, 1989 and Lubin, 1991), (b)
yet, none of the prior studies attempted to develop a regression
model to predict ego strength.
In the current study, analytical results confirmed that the
MMPI-2 anxiety subscale was significant and highly correlated
with ego strength (Table 4). Also in the current study, anxiety
was a significant predictor variable for ego strength in a
regression model. The hypotheses that education, and anxiety did
not have a significant relationship with ego strength were
rejected (Table 3, R # 10). Results indicated these two variables
were predictor variables of ego strength. This finding agreed
with prior research findings (Clemens, 1990; Jones, 1988,1989 and
Hood, 1986; Cernovsky, 1986; Levin, 1989; Archer, 1989 and Lubin,
1991).
(8) the null hypothesis that there is no correlation between
ego strength and depression was rejected, because the Pearson r
value was > 0.26 (p < .05). The current result agreed with prior
research findings (Hale, 1988 and Zepetelli, 1989).
(9) the null hypothesis that there is no correlation between
ego strength and anger was accepted, because the calculated
Pearson r value was not > 0.26 (p < .05). The current calculated
Pearson r value was 0.24 or slightly less than the required value
of 0.26. Thus, the current result disagreed with a prior study
(Schill, 1987). But, at a slightly less probability level (e.g.,
p < .10) or with a larger subject sample size, anger may have
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been significantly correlated with ego strength.
(10) the null hypothesis that there is no correlation
between ego strength and family relations was accepted, because
the

calculated

Pearson r was not > 0.26 (p . <05). The current

result did not differ from those reported by prior studies,
because prior studies which investigated relationships between
family relations and ego identity and not ego strength (Nelson,
1993; Jackson, 1990).
(11) the null hypothesis that there is no correlation
between ego strength and ego inflation was rejected, because the
calculated Pearson r was > 0.26 (p < .05). The current result was
a new finding, because prior research studies did not investigate
this relationship.

Interpretation
The main purpose of this study was to investigate the
relationship between ego strength and education, marital status,
age, gender, self esteem, anxiety, depression, anger, family
alienation and ego inflation (spirituality). First variables were
taken from the biographical profile of the volunteer patients.
Second, measures were administered with the Minnesota Multiphasic
Personality Inventory (MMPI-2) which provided T-scores to
describe their personality profiles on six (6) subscales of self
esteem, anxiety, depression, anger, family alienation, and ego
inflation.
The study tested the statistical significance of eleven null
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hypotheses. The findings, of the eleven null hypotheses that were
tested, indicated that the null hypotheses of education,
ethnicity, anxiety, self esteem, depression and ego inflation
were rejected. The education and anxiety hypotheses were rejected
because at the level of statistical significance F = 22.08 (df =
2, 27), the calculated F score was greater than 4.26. Also, the
null hypotheses for self esteem, depression, ethnicity and ego
inflation were rejected because at the calculated level of
significance p < = .05 with 58 degrees of freedom. The Pearson r
values were greater than 0.26. But, the hypotheses for marital
status, age, gender, anger and family alienation were accepted,
because at the level of statistical significance p <

.05 with 58

degrees of freedom their calculated Pearson r values were not
greater than 0.26.
Based on the above findings, the following interpretations were
determined:
1.

The null hypothesis of education was rejected because
the

study

indicated

there

was

a

significant

predictive

relationship with ego strength. This finding agrees with
the review of the literature for the general population.
2.

The null hypothesis of marital status was accepted
because the study indicated there was no significant
correlation with ego strength. This finding concurs with
the review of the literature for the general population.

3.

The null hypothesis of age was accepted because
the study indicated there was no significant
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correlation with ego strength. This finding is
supported by a study whose results showed that ego
strength development disappears in adults of both
genders.
4.

The null hypothesis of gender (sex) was accepted because
the study indicated there was no significant correlation
with

ego

strength.

This

finding

is

contrary

to

most

of

the literature review.
5.

The null hypothesis of ethnicity was rejected because
the study indicated it had a significant correlation
with ego strength. This finding does not concur with the
findings by Pfeffer (1989), who reported that
ethnicity had no impact on subjects'ego strength or
suicidal tendencies.

6.

The null hypothesis of low self esteem was rejected
because it had a significant correlation with ego
strength. But, the variable of self esteem does not
significantly contribute as a predictor variable for ego
strength in the regression model.

7.

The

null

hypothesis

of

anxiety

was

rejected

because

the

study indicated there was a significant correlation with ego
strength. This finding is very much in agreement with a
consensus

of

the

literature

review

for

the

general

population.
8.

The null hypothesis of depression was rejected because the
study indicated there was a significant correlation with ego
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strength.

This

finding

is

in

general

agreement

with

the

literature review. But, the depression variable does not
significantly contribute as a predictor of ego strength in
the
9.

regression model.

The null hypothesis of anger was accepted because
the study indicated there was no significant correlation
with
and

ego

strength.

ego

strength

Most
was

of

the

prior

conducted

on

research

adolescent

on

anger

subjects.

Thus, the current research findings on adult subjects
disagreed with the consensus of the literature review.
10.

The null hypothesis of family alienation was accepted
because

the

study

indicated

there

was

no

significant

correlation with ego strength. This finding disagreed with
the consensus of the literature review.
11.

The null hypothesis of ego inflation was rejected because
the

study

indicated

there

was

a

significant

correlation

with ego strength. Prior research did not investigate this
null hypothesis. But, the ego inflation variable did not
significantly contribute as a predictor of ego strength in
the regression model.

Based

on

the

conclusions

of

this

study,

the

following

recommendations were determined:
Recommendations for Further Research
In general, more research needs to be replicated, with adult
chemically dependent populations, to determine if the findings in
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this study can be supported. Recommendations proposed are:
1.

Further research is needed, using multivariate
statistical techniques on the effects of age, gender,
marital status, ethnicity and anger on ego strength
differences.

2.

More research is needed to determine the effects of group
therapy on ego strength differences.

3.

Additional addiction research is needed in adult
populations,

because

most

of

the

prior

research

in

the

literature review was conducted on adolescents.
4.

More addiction research on anger is needed, because prior
research efforts claim anger is a trait of narcissism.

5.

Further

research

is

needed

on

drug/alcohol

recovery

and

relapse. Prior findings imply the ability to remain sober
relates to cognitive and personality styles.
Recommendations for the Community

The

community

at

large

must

take

note

of

the

following

needs:
1.

To ameliorate low self-esteem, the community must attempt
to

preserve the family structure, minimize conflict and

provide

a

caring,

encouraging

and

supportive

environment

to promote ego autonomy and strength.
2.

The community needs more drug/alcohol education, so as to
foster the necessary support for patients to maintain
their sobriety.
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3.

The community and government need to support drug/alcohol
health care treatment legislation, and funding measures.

4.

Colleges need to offer more educational training for
instructors and students by offering drug/alcohol
treatment, sobriety and relapse instruction.
Recommendations for "Helping" Professions: Counselors,
Psychologists and Social Workers

1.

A genuine and empathetic approach must be used when
working with drug/alcohol clients.

2.

An understanding is needed of the drug abuser's
behaviors, their culture and language.

3.

Rather than focusing only on the drug abuser's behaviors, a
systemic counseling approach should focus on family issues
of conflict, control, impulsivity in the drug

abuser's

environment. This could become a key factor in recovery
and relapse.
4.

An action-oriented therapeutic approach could bring about
more

positive

counseling.

change

than

using

traditional

methods

in
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INTRODUCTION
Depression
Depression often is lurking in the shadows. When you
are depressed, most often you think you are worthless. The
worse

the

depression,

the

more

you

feel

this

way.

Fortunately, you are not alone. A survey by Dr. Aaron Beck
revealed

that

over

80

percent

of

depressed

patients

expressed self-dislike; he said a depressed self-image can
be

characterized

Defective,

by

Deserted

the
and

four

D’s:

Deprived

You

(cited

Feel
in

Defeated;

Burns,

D.,

2001).
Also, most counselors found that depressed patients
see themselves as deficient in those qualities of life they
most highly value: intelligence, achievement, popularity,
attractiveness, health and strength.

For example, almost

all negative emotional reactions cause damage only as a
result of low self-esteem (self-worth).
Stewart, L. (2000) in his unpublished masters’ thesis
reported on the following prior research findings: the
National Institute of Mental Health (1999) reported that
over 19 million American adults suffer from major
depression. Sajatovic et al., (1999) said: “given the
potentially severe functional impairment, morbidity and
high cost associated with refractory depression, it is
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important to explore all treatment options that may benefit
patients with this disorder”.
Due to the large numbers of people impacted by
depression, it is essential that measures of depression and
ultimately treatments are continuously developed and
improved. One such measure of depression, the Beck
Depression Inventory or BDI (Beck, 1967), developed out of
the cognitive behavioral model of treatment, is one of the
most frequently administered instruments designed to
measure depression. Ahava et al. (1998) concluded “the BDI
is one of them most widely used measures of depression.”
The Beck Depression Inventory is used extensively in
research, screening and treatment of depression. Winter et
al., (1999) found the BDI to be a “useful instrument when
screening for clinical depression in adolescents receiving
routine medical examinations. Steer et al. (1999) found the
BDI to be “an effective case-finding instrument for
screening primary care patients with MDD” (major depression
disorders). Gutkovitch et al. (1999) found the BDI to be
“significantly correlated with the number of psychosomatic
complaints, hopelessness (self-concept), lack of optimism,
anhedonia” as well as other symptoms of depression in a
study of Russian-Jewish immigrants in primary care. Cook et
al. (1999) utilized the BDI as a pre and post measure of
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depression in their study of the use of fluoxetine (Prozac)
in the treatment of depression. Sajatovic et al. (1999)
utilized the BDI as a pre and post measure of depression in
their study of the use of nefazodone in the treatment of
depression. In a study by Barkham et al. (1999) the BDI was
given to subjects to stratify “for severity” of depression.
They again used the BDI in pre and post measures of
depression. Craig et al., (1994) used the BDI “as a measure
of depression” in their study attempting to isolate preindicators of depression in persons who had suffered a
spinal cord injury.
The instrument is quick and easy to use, and thus is
subject to poor controls in its administration. A review of
the related literature revealed that several confounding
scenarios have occurred historically in the administration
of the BDI. While the instrument is quick and easy to use,
it may be subject to poor controls in its administration. A
review of the related literature revealed that several
confounding scenarios have occurred historically in the
administration of the BDI.
Marachi et al. (1999) used the BDI in a longitudinal
study of mothers with low BDI scores. The researchers
assumed that the low-end scores may be attributable to
“faking good, or responses in a socially desirable
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fashion”, thus raising the question of the validity and
usefulness of the BDI in low scoring responses. Sliwinski
et al., (1998) used the BDI to ask the question “is it (the
BDI) a suitable measure of depression for individuals with
traumatic brain injury (TBI)?” Their findings include “the
BDI had low sensitivity in discriminating depressed from
non-depressed individuals” (with TBI), and suggested, “High
BDI scores may reflect hyper reactivity to post-TBI
symptoms to a greater extent than depression.” Using the
BDI among a non-clinical sample, Ahava et al. (1998) was
able to show that “the stability of the BDI over multiple
administrations” was not very stable at all. BDI scores
show a 40% decrease in self-reported symptoms of depression
due to repeated measure alone, not due to any
intervention”.

Self-Esteem (Self Concept)
The
inadequacy

way

a

is

therapist

crucial

to

handles
the

your

cure,

as

feelings
your

of

sense

of

worthlessness is a key to your depression. What is and how
do we build self-esteem?
what

you

do.

achievements.

Happiness
Self-worth

“pseudo-esteem,’

and

is

You cannot earn worth through
is

not

based
not

obtained
on

the

solely

by

accomplishments
real

thing.

your
is

a

Cognitive
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therapy refuses to buy into your sense of worthlessness
(Burns, 2001).
“Some Specific Methods for Boosting Self-Esteem
1. Talk Back To That Internal Critic!! A first method
involves

your

internal

self-critical

dialogue

that

creates worthlessness. For example, thoughts such as….
“I’m no damn good.” ”I’m inferior to other people.”….
To overcome this bad mental habit, three steps are
needed:
a. Train yourself to recognize and write down the
self-critical thoughts as they race through our
mind;
b. Learn why these thoughts are distorted, and
c. Practice talking back to them so as to develop a
more realistic self-evaluation system.
2. Develop

Mental

Biofeedback.

A

second

useful

method

involves monitoring your negative thoughts. You can
set aside 10-15 minutes each day and write down your
negative thoughts. Initially, each time you do this,
the number increases. This occurs because you improve
as

to

identifying

negative

thoughts.

After

about

a

week you reach a plateau, and then after three weeks
the

number

of

negative

thoughts

goes

down.

This
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indicates your harmful thoughts are diminishing, and
you are getting better.
3. Cope Don’t Mope. Often our mistakes are to view our
images in a global way, making moralistic and negative
judgments.

This

kind

of

thing

tends

to

block

our

ability to deal with the real problems. This approach
tends

to

despair.

cloud

the

issues,

creating

confusion

and

Once we get rid of our negative thoughts, we

can define and cope with any real problems that exist”
(Burns, 2002).
Factors That Might Influence Self-Esteem
McKinzie (2001), in her unpublished masters’ thesis
manuscript, reported on a host of prior research findings
about racial discrimination and self esteem: of the studies
conducted within the last decade, Broman, et al. (2000)
criticized research designs that measured experiences with
racial discrimination without detailing specific instances
of racial discrimination and concretely linking them to
specific outcomes.

Other researchers speculate whether the

self-reported data of racist events were actually
experienced or mere perceptions of the experience (Broman
et al., 2000; Fischer & Shaw, 1999).

Landrine and Klonoff

(1996) agreed with Broman et al. (2000) in describing the
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difficulty involved with creating a scale that adequately
assesses and quantifies racist discrimination.
Although there is a growing base of theories and
scales to measure the affects of racial discrimination, the
question remains:

Why do some African Americans view the

experience as stressful while others do not?
Simmons (1978) proposed that a global measure of selfesteem does not adequately tap Blacks’ response to racism;
but rather, researchers needed to develop a measure that
assessed how deprived individuals cope with oppression.
Simmons even criticized researchers who endlessly pursued
research, despite the evidence, in an attempt to confirm an
inherent bias that assumes oppressed people to have lower
self-esteem.

To date, researchers have chosen to focus on

three, suspected moderators of the perception of racial
discrimination: (1) self-esteem, (2) racial socialization,
and (3) racial identity attitudes.
Rosenberg (1979), the developer of the Rosenberg SelfEsteem Scale (RSE) and leader on self-esteem theory,
described a person with high self-esteem “as one who does
not consider himself better than most others but neither
does he/she consider himself worse”.

In contrast, the term

low self-esteem means, “The individual lacks respect for
himself, and considers himself unworthy, inadequate or

9
otherwise seriously deficient as a person” (Rosenberg,
1979, p. 54).
Kernis et al. (2000) defined self-esteem (SE) as
positive feelings toward oneself that are built upon a
solid foundation, which does not require continual
validation or promotion.

But, Kernis went beyond

distinguishing self-esteem as either high or low but rather
examined self-esteem under the constructs of “stable” and
“unstable”.

Stable “SE’s” were described as having well

anchored feelings of self-worth that generally were not
affected by specific evaluative events and therefore were
unlikely to change drastically with changing circumstances.
In contrast, unstable “SE’s” possessed fragile, vulnerable
feelings of self-worth that was continually on the line as
they went about their everyday lives.
Kernis examined the extent to which SE stability
relates to self-regulatory styles, self-concept, and
emotions produced with goal attainment.

One hundred

twenty-six, male and female, undergraduate students
completed the surveys over a four-week period.

To

determine SE stability, participants completed a selfesteem scale once, every 12 hours for 5 days.
Kernis further found a significant correlation between
SE Level and SE Stability. They concluded that the extent
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to which one’s current feelings fluctuate relate to a broad
spectrum of psychological processes (i.e., Unstable SE s
had poorer self-concept, self-regulation styles, and more
anxiety with goal completion).

The researchers further

concluded that a complete picture of having a strong sense
of self necessitated incorporating both: one’s SE Level and
SE stability.
Rector and Robert (1997) used heart rate to
demonstrate that mental well-being and physical health are
intertwined. Seventy-one, female, college students were
randomly assigned to neutral and high self-esteem groups by
providing a self-esteem manipulation report on their
personality. Participants were then asked to respond to a
paragraph that assessed their social skills.

The

participants’ heart rates were measured before, during, and
after the manipulation of self-esteem. These researchers
found significant individual differences in the degree of
arousal during the experimental social task.

Specifically,

participants in the high self-esteem grouping demonstrated
less heart-rate arousal and performed better.

Rector and

Robert (1997) further concluded that self-esteem might
directly influence the degree to which life events are
perceived as positive challenges for growth or negative
threats.
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Both, Kernis et al. (2000); Rector and Robert (1997)
provided strong evidence in support of the moderating
effect of self-esteem on mental health, as well as, some
possible explanations for why some African Americans view
the experience as stressful while others do not.

Rector

and Robert (1997) did not rely solely on the self-report
information provided but also examined physical reactions
associated with being labeled as having low or high selfesteem.

While, Kernis et al. (2000) proposed it was not

enough to measure one’s self-esteem level as simply higher
or lower; but also, one must examine the stability of one’s
self-worth at various times during the day, week, or month
(e.g., is the SE a true or contingent high).
The information from both studies might explain the
ongoing, conflicting research findings obtained on the
affect of racial discrimination on self-esteem scores.
With one’s self-esteem level fluctuating with the quality
of instruments ability to tap into the emotions created by
the event (e.g., racism); it is understandably difficult
for researchers to identify the actual affects of racial
discrimination on self-esteem.
Simmons (1978) attributed the recurring inconsistency
in research findings regarding racial discrimination and
self-esteem to a disjuncture between the concept of global
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self-esteem and coping mechanisms.

Could it be that

African Americans with higher self-esteem might have better
coping skills to protect their self-esteem?

Daley et al.,

(1995) also proposed that the moderator effecting African
American’s perception of racial discrimination is not selfesteem but rather one’s coping strategies. Daley et al.
(2000) concluded African American participants might come
with dissimilar life experiences; hence, an array of
different coping strategies are used to deal with the type
of racial discrimination experienced.
Utsey et al. (2000) found the avoidance coping style
to be a predictor of self-esteem and life satisfaction
among African Americans experiencing racism-related stress.
Of the 213 participants sampled, African Americans who
reported frequent experiences with racial discrimination
(i.e., less avoidance) had lower levels of self-esteem and
life satisfaction than did those African Americans who
reported fewer experiences with racial discrimination.

In

another study on avoidance and coping styles, Kaiser and
Miller (2001) found African Americans to avoid attributing
failures (i.e., test grades) to discrimination in an effort
to avoid being called a complainer. In short, the social
cost of making attributions to discrimination might prevent
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stigmatized people from confronting the discrimination they
face in their daily lives.
With the daily recurring experience with racial
discrimination, how can African American’s self-esteem not
be negatively impacted (Crocker & Major, 1989; Simmons,
1978)?

One explanation might be the manner in which

African Americans are racially socialized provides a shield
in the face of discriminatory behavior (Bradley, 1998;
Broman, 1997; Daley et al. 1995; Thomas, 2000).
Purpose of the Study
The current research investigated whether there were
changes in self-esteem and depression across different
populations. The research hypothesis posited that there
would be a statistically significant difference between the
TSC and BDI means and the normative mean score measures
from population to population.
Need for the Study
In the prior research findings, much controversy
exists concerning measures of self-esteem and depression,
and how these measures might vary between discrete
populations. Thus, this study was designed to analyze
measures of self-esteem and depression to confirm or
disconfirm whatever variations might exist between
different populations.
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Methods
The design of this study used a descriptive research
approach and analyzed data descriptive statistics. For each
sample, measures of dispersion were calculated for standard
deviation, variance, and standard error of the mean, Ftests, T-Scores and one sample t-tests.
Population
In this research, the participants predominantly
consisted of three African-American populations. The 1st
group of participants from HIDATA were located in the
District of Columbia and were primarily males ranging in
age from 18-45 years, who also were in a drug treatment
program; the 2nd group was also African-American subjects
located at Morgan State University in Baltimore, MD, whose
ages range from 18-30 years, and finally, the 3rd group was
African American graduate students located at Bowie State
University, Bowie, MD, whose ages ranged from 20-65 years
of age.
Sample
Representative samples (n= > 20) were drawn from each
of the three target populations at HIDATA, Morgan State
University and Bowie State University. When selecting the
samples, gender was not an issue in the design of this
study.
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Procedures and Techniques
Two standardized instruments were administered in this
research. The Beck Depression Inventory (BDI) was
administered to each subject. There is no time limit to
administer this test, and hand scoring takes about 10-15
minutes. This instrument is a reliable mood-measuring
standardized instrument that detects the presence of
depression (Beck, Steer & Brown, 1996). The BDI instrument
consists of 21 questions with a numerical rating scale of
0-3 points per question. After adding up a total score per
subject, the result was evaluated according to levels of
depression. For example, a total score between 17-20 points
is rated as borderline clinical depression (Figure 1).
The 2nd instrument was the Tennessee Self-Concept
Scale, known as the TSCS: 2 Adult Form (Western
Psychological Corporation, 1960, 1998). This instrument was
developed to fill the need for a scale that would be simple
for the respondent, broadly applicable and multidimensioned in measuring self-concept. The test consists of
82 questions. Each question has a Likert numerical value
that adds to a sum score for each of several scales and a
total raw score self-concept. All raw scores are
transformed to a standard T-score for normative table
assessments. There is no time limit to administer the test,
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and completion usually takes 15-20 minutes. Also, it can be
hand scored in about 20-30 minutes.
Data Analysis: Self-Concept
Samples were drawn from each of three populations. The
Total Self-Concept Standard T-score ranges, means, standard
deviations, and their standard error of the means were
computed (Table 1). Results of these values were compared
to the normative TSSC: 2 scale values to evaluate if there
were any statistical variations from the norm (Figure 2).
Also, One Sample t-tests and One-Way ANOVA’s were conducted
at .05 probability levels (Tables 2, 3 and 4).
Table 1
Descriptive Statistics for Total Self Concept T-Scores
HIDAT, Bowie State, Morgan State
Normative Total T-Score Range = 40-60; T-Score Mean = 50

Descriptives
SCORES
N
Mean
Std. Deviation
Std. Error
95% Confidence
Interval for Mean
Minimum
Maximum

Table 2

Lower Bound
Upper Bound

hidata
29
44.2759
12.1034
2.2475
39.6720
48.8798
20.00
71.00

morgan
30
44.3000
11.8936
2.1715
39.8588
48.7412
20.00
71.00

bsu
25
45.8000
7.8793
1.5759
42.5476
49.0524
32.00
63.00

Total
84
44.7381
10.8296
1.1816
42.3879
47.0883
20.00
71.00
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One-Way ANOVA Total Self Concept T-Scores
HIDATA, BSU and Morgan (n = 84, df = 83)
(not significant @ p < .05)
Normative Total T-Score Range = 40-60; T-Score Mean = 53
ANOVA
SCORES

Between Groups
Within Groups
Total

Sum of
Squares
40.145
9694.093
9734.238

df
2
81
83

Mean Square
20.072
119.680

F
.168

Sig.
.846

Table 3
One-Sample t-test: (HIDATA Group 1)
Ho Hypothesis: Normative Population Mean = 53: Total Self Concept T-Score
(significant @ p < .05)
One-Sample Statistics
N
TSC1

30

Mean
44.30

Std. Deviation
11.89

Std. Error
Mean
2.17

One-Sample Test
Test Value = 53

TSC1

t
-4.007

df
29

Sig. (2-tailed)
.000

Mean
Difference
-8.70

95% Confidence
Interval of the
Difference
Lower
Upper
-13.14
-4.26
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Table 4
One-Sample t-test: (Morgan State University Group 2)
Ho Hypothesis: Normative Population Mean = 53: Total Self Concept T-Score
(not significant @ p < .05)

One-Sample Statistics
N
TSC2

20

Mean
51.90

Std. Deviation
13.47

Std. Error
Mean
3.01

One-Sample Test
Test Value = 53

TSC2

t
-.365

df
19

Sig. (2-tailed)
.719

Mean
Difference
-1.10

95% Confidence
Interval of the
Difference
Lower
Upper
-7.40
5.20

Table 5
One Sample t-test: (Bowie State University Group 3)
Ho Population mean = 53 Total Self Concept T-Score
(significant @ p < .05)

One-Sample Statistics
N
TSC3

24

Mean
45.83

Std. Deviation
8.05

Std. Error
Mean
1.64

One-Sample Test
Test Value = 53

TSC3

t
-4.363

df
23

Sig. (2-tailed)
.000

Mean
Difference
-7.17

95% Confidence
Interval of the
Difference
Lower
Upper
-10.56
-3.77

Data Analysis: Depression
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For the depression scores, samples were drawn from
each of three populations. The total Beck depression score
ranges, means, standard deviations, and the standard error
of the means were computed (Table 6). A One-Way ANOVA was
conducted to assess whether there was a significant
difference between any of the paired group mean scores
(Table 7). Also, one sample t-tests were conducted to
assess whether each group set of scores’ means represented
the assumed population means (Tables 8, 9 and 10).
Table 6
Depression Descriptive Scores
Descriptive Statistics

BDI1
BDI2
BDI3
Valid N (listwise)

N
Statistic
18
18
18
18

Range
Statistic
25.00
12.00
24.00

Minimum
Statistic
.00
2.00
.00

Maximum
Statistic
25.00
14.00
24.00

Mean
Statistic
Std. Error
8.6667
1.5146
7.1667
.8865
8.9444
1.6118

Table 7
One-Way ANOVA
Depression Scores
(not significant @ p < .05)
ANOVA
BDISCORE

Between Groups
Within Groups
Total

Table 8

Sum of
Squares
32.926
1737.444
1770.370

df
2
51
53

Mean Square
16.463
34.068

F
.483

Sig.
.620

Std.
Statistic
6.4260
3.7613
6.8382
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One Sample t-test (Ho = 13)
Beck Depression Mean Score (HIDATA Group 1)
(significant @ p < .05)
One-Sample Statistics
N
BDI1

18

Mean
8.67

Std. Deviation
6.43

Std. Error
Mean
1.51

One-Sample Test
Test Value = 13

BDI1

t
-2.861

df
17

Sig. (2-tailed)
.011

Mean
Difference
-4.33

95% Confidence
Interval of the
Difference
Lower
Upper
-7.53
-1.14

Table 9
One Sample t-test (Ho = 13)
Beck Depression Mean Score (Morgan State University Group 2)
(significant @ p < .05)
One-Sample Statistics
N
BDI2

18

Mean
7,17

Std. Deviation
3,76

Std. Error
Mean
,89

One-Sample Test
Test Value = 13

BDI2

t
-6.580

df
17

Sig. (2-tailed)
.000

Mean
Difference
-5,83

95% Confidence
Interval of the
Difference
Lower
Upper
-7,70
-3,96

Table 10
One Sample t-test (Ho = 13)
Beck Depression Mean Score (Bowie State University Group 3)
(significant @ p < .05)
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One-Sample Statistics
N
BDI3

18

Mean
8.94

Std. Deviation
6.84

Std. Error
Mean
1.61

One-Sample Test
Test Value = 13

BDI3

t
-2.516

df
17

Sig. (2-tailed)
.022

Mean
Difference
-4.06

95% Confidence
Interval of the
Difference
Lower
Upper
-7.46
-.65

Results
The current research investigated whether there were
changes in self-esteem and depression mean scores between
different populations and the normative scores. The
research hypothesis posited that there would be a
statistically significant difference between the TSC and
BDI means and the normative mean score measures of the
three populations.
For the Total Self Concept scores each of the group
mean scores were well within the normative Tennessee (TSC:
2) scale value between T= 40-60 (Table 1 and Figure 1). The
ANOVA test of significance (Table 2) indicated there was no
significant difference between the TSC participant’s mean
scores of the HIDATA (group 1), Morgan State University
(group 2) and Bowie State University (group 3); thus, the
research hypothesis was rejected.
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By contrast, these same groups mean scores was
subjected to further statistical analysis with a one sample
t-test (Tables 4, 5, and 6). This test allows the setting
of a predicted population mean score (set at a TSC median
score of T=53) to compare each of the three participant’s
group mean scores. The results of these analyses indicated
a significant difference (lower scores) between the
normative median score and each group participant mean
scores; thus, the research hypothesis was accepted.
For the Beck Depression Inventory scores each of
the group mean scores were well within the normative BDI
scale value between 5-10 normal depression (Table 6 and
Figure 2). The ANOVA test of significance (Table 7)
indicated there was no significant difference between the
Beck Depression Inventory (BDI) participant’s mean scores
for the HIDATA (group 1), Morgan State University (group 2)
and Bowie State University (group 3); thus, the research
hypothesis was rejected.
These same groups mean scores were subjected to
further statistical analysis with a one sample t-test
(Tables 8, 9, and 10). This test allows the setting of a
predicted population mean score (set at a BDI normal mean
range score of BDI=13) to compare each of the three
participant’s group mean scores. The results of these
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analyses indicated a significant difference (lower scores)
between the normative median score and each group
participant mean scores; thus, the research hypothesis was
accepted.
Discussion
Some researchers oppose the findings of standardized
instruments used to assess African American subjects.
Simmons (1978) proposed that a global measure of selfesteem does not adequately tap Blacks’ response, but
rather, researchers needed to develop a measure that
assessed how deprived individuals cope with depression.
Regarding self concept, this research study was
conducted on predominantly African American participants;
this study’s findings support prior research findings about
self-concept, such as, Kernis et al. (2000) who defined
self-esteem (SE) as positive feelings toward oneself that
are built upon a solid foundation, which does not require
continual validation or promotion.

But, Kernis went beyond

distinguishing self-esteem as either high or low but rather
examined self-esteem under the constructs of “stable” and
“unstable”.

Stable “SE’s” were described as having well

anchored feelings of self-worth that generally were not
affected by specific evaluative events and therefore were
unlikely to change drastically with changing circumstances.
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In contrast, unstable “SE’s” possessed fragile, vulnerable
feelings of self-worth that was continually on the line as
they went about their everyday lives.
Regarding depression, this research study was
conducted on predominantly African American participants;
this study’s findings support prior research findings about
self-concept self-esteem, such as, Winter et al. (1999),
Steer et al. (1999) & Gutkovitch et al. (1999).
The Beck Depression Inventory is used extensively in
research, screening and treatment of depression. Winter et
al. (1999) found the BDI to be a “useful instrument for
screening for clinical depression in adolescents receiving
routine medical examinations. Steer et al. (1999) found the
BDI to be “an effective case-finding instrument for
screening primary care patients with MDD” (major depression
disorders). Gutkovitch et al. (1999) found the BDI to be
“significantly correlated with the number of psychosomatic
complaints, hopelessness (self-concept), lack of optimism,
anhedonia” as well as other symptoms of depression in a
study of Russian-Jewish immigrants in primary care. Cook et
al. (1999) utilized the BDI as a pre and post measure of
depression in their study of the use of fluoxetine in the
treatment of depression.
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Limitations
The limitations of this design include the small
sample size, thus not allowing generalizing the findings of
this research to the entire population. Another study
limitation is that the study was conducted in a crosssectional rather than a longitudinal time-line. Lastly, the
sample drawn was one of convenience rather than one that
was randomly selected and assigned.
Significance
The research hypothesis posited that there would be a
statistically significant difference between the TSC and
BDI means and the normative mean score measures from
population to population. The results of this study
produced statistically significant participant’s measures
lower than the normative values of both the total selfconcept and depression median scores; thus, the research
hypothesis was accepted.
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Abstract
Educational reform movements such as the No Child Left Behind Act of 2001 and the
report “Teaching at Risk: A Call to Action,” recently released by The Teaching
Commission (2004), call for on-going and focused professional development designed to
produce changes in classroom practices and elevated student achievement. While
educational leaders and teachers recognize the importance of professional development,
the way it is currently available is woefully inadequate (Borko, 2004). This is not a new
problem and not a problem limited to teacher professional development. As early as
1979, Rackem’s research on the transfer of training to the work environment indicated
that less than 40% of what is learned is actually transferred to the work environment.
This paper presents a methodology for identifying inadequacies in a school district’s
current professional development practices, using the Professional Development
Practices Inventory (Diffley, 2004) as well as a research based model for producing
“authentic change” in classroom practices (Diffley’s Readiness Curve, 2004).

Introduction
Educational reforms aimed at changing classroom practice are met with a number of
challenges, not the least of which is variation in implementation. Program
implementation varies among sites, within sites, and within schools (Hamilton et al.,
2003). At the center of classroom reform are the teachers who must implement new
practices to meet new standards. A root cause of this variation is found in teachers’
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professional development. Cohen and Hill (2000) found extensive variation in the nature
and amount of teacher professional development. Dennis Sparks, the president of the
National Staff Development Council, has been calling for serious changes for years,
bemoaning the fact that “only a small portion of what is known about quality staff
development is regularly used in schools” (2001, p. 2). Schmoker (2004) states that
among education’s most curious contradictions is the persistence of feckless staff
development practices that nearly everyone recognizes but few act to change. Diffley
(2004) found that less than 10 per cent of teachers who participated in professional
development felt that they were ready to implement new practices in the classroom.
Teachers cited a lack of hands-on practice, practical applications and follow-on coaching
or mentoring to help them put knowledge into classroom practice. There was only a loose
connection between knowing what to do and the ability to act on that knowledge. Such
professional development presumes that knowledge, once possessed, will be used
appropriately and efficiently. Clearly, talking about, reading about and discussing new
ways of doing does not prepare teachers to implement new classroom practices. In short,
there is a gap between the readiness level created by most professional development
programs and the readiness needed by teachers to implement new classroom practices.
The foregoing makes apparent the need for change. However, recognizing the problem is
a necessary but insufficient condition for change. What is needed is a process for
assessing and correcting a school district’s extant professional development practices as
well as a framework for judging its outcomes.
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Purpose of this paper

The purpose of this paper is twofold: first, to describe a diagnostic tool for assessing a
school district’s current professional development practices; and second to present a
model for ensuring that individuals who participate in professional development
programs are at the appropriate readiness level to affect changes in practice.

Professional Development Practices Inventory (PDPI)

The Professional Development Practices Inventory (Diffley, 2004) is a diagnostic and
prescriptive tool for assessing a school district’s current professional development
practices. It was developed using an exploratory mixed methods design (Creswell,
2005). Several focus groups were conducted with teaching professionals to determine
themes and to extract typical and best practices. The items in the inventory were
developed from the focus group findings and field-tested with practicing professionals.
Its internal consistency is strong, having a coefficient alpha of .86. It is administered to
teachers and other professionals who have a history of experience in a school districts
professional development activities. The PDPI consists of 25, five point Likert scale
items with the following response format: Rarely, Once in a while, Sometimes, Fairly
often, and Very frequently. The items in the inventory are a mixture of typical practices
that are ineffective and best practices.
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Sample PDPI items. The following illustrates the lead-in stimulus and sample items
In your experience, how often have professional development programs ……
-

Employed lecture-based formats

-

Been activity-based

-

Provided general rather than subject/age specific information

-

Provided time to apply what was learned

-

Provided follow-on coaching and support

Interpretation of PDPI results. Total score on the PDPI ranges from 25 to 125 with the
following interpretations:
-

25 to 50 Consistently ineffective

-

51 to 75

-

76 to 100 Needs targeted improvements*

-

101 to 125 Consistently effective

Needs general improvement in practice

* Low rated items are identify specific practices in need of improvement.

Systemic Educational Reform

Effective professional development is the engine that fuels educational reform. The
PDPI provides the basis for improving the way professional development is practiced.
What is also needed is a framework for examining implementation of educational reform
in a systemic fashion. To that end, educational reform requires a clear understanding of
the phases of implementation and the roles required (Squires, 2005). Each phase of
implementation occurs at different times and requires different roles and different levels
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of readiness to perform in each role. While teachers are at the center of educational
reform, many additional roles are required for implementation (e.g., District leader,
District leader of curriculum development, Principals, School board members, Parents,
etc.).
Readiness defined
Readiness can be defined as a developmental stage at which a person has the capacity and
motivation to receive instruction or to engage in a particular activity. Clearly, the
readiness level required by a teacher is different from the readiness levels required by
school board members or parents. Diffley’s Readiness Curve (Diffley, 2004)
distinguishes four levels of readiness: awareness-ready; knowledge-ready, performanceready; impact-ready. Each of these readiness levels and the associated model are
described in the following pages.

Awareness-Ready

If you are awareness-ready:

•

… you understand and appreciate the motivation for implementing new classroom
practices.

•

… you have a basic understanding of the fundamental terms, concepts, principles
and issues related to this program’s implementation

•

… you can converse in simple terms about the dynamics of this program’s
implementation;
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.

Knowledge-Ready

If you are knowledge-ready:

•

… you have an in-depth knowledge of the new instructional program, but have
little experience applying it in the classroom;

•

… you understand the “menu” of appropriate classroom alternatives and the
criteria for making instructional decisions;

•

… you require coaching or guidance by a performance-ready mentor or coach to
be successful;

•

… you can discuss the full range of applications of the new instructional program
with colleagues;

•

… you can use your expertise to make contributions to conceptual instructional
frameworks;

•

… you have knowledge gained from formal degree programs in this instructional
area.
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Performance-Ready

If you are performance-ready:

•

… your knowledge has been transformed into instructional skills through
progressive and guided applications;

•

… you can apply your knowledge and skills in a variety of situations without
coaching or guidance;

•

… you are a skilled practitioner, who can provide instructional coaching or
guidance to knowledge-ready individuals;

•

… you can utilize a full range of new technologies and instructional resources to
accomplish program objectives;

•

… you are able to model the new instructional program for knowledge-ready
professionals
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Impact-Ready
Note that while awareness-ready, knowledge-ready, and performance-ready levels can
be achieved through well designed professional development, the Impact-Ready level is
achieved through progressive and focused professional experiences over a long period of
time, e.g., a career.
Therefore, if you are impact-ready:

•

… you have consistently contribute your knowledge of applications and ideas to
enhance instructional methodologies that advance your profession;

•

… you have used creativity and innovation to introduce, directly or indirectly,
new curricular and pedagogical strategies that enhance and accelerate learning;

•

… your leadership in this area has had a significant influence on the professional
growth and development of other teaching professionals;

•

… you have been successful in applying your knowledge and skills to address
and solve large and complex instructional issues;

•

… you are considered a “thought leader” in your area of expertise through
presentations, publications and acting as a catalyst for innovation.

Figure 1, next page, contains Diffley’s Levels of Readiness Curve placing each level
of readiness in sequence on the learning curve.
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Diffley’s Readiness Curve
Impact
Ready

Implementation
Complete

Performance
Ready

Knowledge
Ready

Awareness
Ready

© 2003, Diffley Associates, Inc.

Time

Figure 1. Diffley’s Levels of Readiness Curve
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The vertical axis labeled “Readiness for Implementation ” is a function of the levels of
readiness achieved and the time to achieve each level of readiness. Note that
implementation is not complete until the readiness level required for each role is
achieved. For teachers, the “Performance-Ready” level is required, for parents an
awareness-ready level is required. The research cited earlier (Diffley, 2004) found that
the major reason for failed program implementation was that, at the point of
implementation, professionals in each role were not at the required readiness level. This
was especially true of teachers. Teachers were typically at the awareness-ready or
knowledge-ready level i.e., they were not at a level where they could put knowledge into
practice, they were not “performance-ready.”
INSERT TABLE 1 HERE
Table 1 demonstrates what is likely to occur when the point of program implementation
and the level of readiness required for each role are not the compatible. On the diagonal
of the matrix we see that effective program implementation results when the readiness
level for each role and the readiness level for implementation are the same (indicated by
“OK”). However, the typical results of professional development, especially for roles
requiring “performance-ready”, is that people are “under level” for their role, meaning
that they may be at the awareness-ready level or knowledge-ready level when they
should be at the performance-ready level. Consequently there is a knowing-doing gap. In
such a circumstance, implementation will be flawed and ultimately fail. Ill prepared
teachers and other professionals are frustrated in their attempt to implement the program,
morale suffers and an opportunity has been lost. Clearly, the root cause of such a
circumstance is in the design of the professional development experience.
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Designing Effective Systemic Professional Development

To be effective, curriculum reform must be approached systemically. A plan delineating
the phases of implementation and people involved must be addressed at the front end of
the process. To that end, the following questions need to be answered:
-

What are the phases in the implementation and the timing of steps in each
phase?

-

What are the tasks and expected outcomes at each phase?

-

Who will be accountable for each outcome?

-

What are the human, financial and technical resources required?

-

What are the roles needed at each phase of implementation?

-

What level of readiness is required for each role and when?

-

What is the current level of readiness of each person in each role?

-

What professional development is needed to bring about the appropriate level
of readiness for each role?

Typically the following groups are affected by systemic reform. For each group, a
readiness level must be determined during the planning stage:
-

District leadership team (I-R)

- Principals (P-R)

-

District leader of curriculum (I-R)

- School leadership team (K-R)

-

School board (A-R)

- Teachers (P-R)

-

Parents (A-R)

-

-

Curriculum planning team (P-R)
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Readiness levels for each group affected by the reform may vary depending on each
group’s level of involvement in the implementation. In any case, a professional
development program meeting each group’s the level of readiness must be designed.
Parents and school board members need to be awareness-ready. While their professional
development may have a different focus, the outcome should meet the criteria stated
earlier for awareness-ready, that is they must:
•

… understand and appreciate the motivation for implementing new classroom
practices.

•

… have a basic understanding of the fundamental terms, concepts, principles and
issues related to this program’s implementation

•

… can converse in simple terms about the dynamics of this program’s
implementation;

Likewise, roles that require performance-ready must first proceed through the awarenessready and knowledge-ready levels as appropriate before receiving professional
development that meets the performance-ready criteria, that is they must:
•

…have knowledge that has been transformed, via appropriate professional
development and guided applications, into instructional skills through;

•

… be able to apply their knowledge and skills in a variety of situations without
coaching or guidance;

•

… be a skilled practitioner, who can provide instructional coaching or guidance to
knowledge-ready individuals;
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•

… be able to utilize a full range of new technologies and instructional resources
to accomplish program objectives;

•

… be able to model the new instructional program for knowledge-ready
professionals

Each component of the professional development program needs to be designed to create
outcomes that meet the criteria for each readiness level, excluding impact-ready. In
essence, professional development must be targeted to the readiness required for each
role. This suggests that multiple forms of professional development are needed. The one
size fits all approach must be replaced by role specific professional development.

Summary

This paper presented a methodology for identifying inadequacies in a school district’s
current professional development practices, using the Professional Development
Practices Inventory as well as a research based model for defining the readiness levels
needed to create systemic change in classroom practice (Diffley’s Readiness Curve,
2004). The Readiness Levels associated with the curve were used to: emphasize the
distinction between being awareness or knowledge about curriculum reform and being
able to implement reform in practice. The levels of readiness were also used to
demonstrate the need to development professional development that is specific to the
readiness level required to by each person/groups role in the implementation of systemic
educational reform.
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Table 1. Implementation vs. Level of Readiness by Role

Of Implementation
Vs. Level
Readiness
LevelPoint
Of Implementation
Vs. Actual
Level
Achieved
Actual Level Achieved
Level of Readiness

A-R
A-R
Implementation
Implementation
Level
Point

A-R: AWARENESS READY
K-R:
A-R:KNOWLEDGE
AWARENESSREADY
READY
P-R:
READY
K-R:PERFORMANCE
KNOWLEDGE READY

P-R: PERFORMANCE READY

A-R
A-R
K-R
K-R
P-R
P-R

YES:

Impl :

Under Level:
Fail:
Under Level:

K-R
K-R

P-R
P-R

YES
OK

Under
Under
Level
Level
Under
Under
Level
Level

YES
OK

Under
Under
Level
Level

YES
OK

… THE IMPLEMENTATION LEVEL AND IMPLEMENTATION LEVEL ACHIEVED ARE
CONGRUENT
… THE POINT OF IMPLEMENTATION AND THE LEVEL OF READINESS FOR IMPL
EMENTATION
ARE COMPATIBLE
...OCCURS
POINT OF IMPLEMENTATION
PREMATURE
AND
IS LESS THAN THE
...OCCURS
WHENWHEN
IMPLEMENTATION
LEVEL
IS LESSIS
THAN
THE ACHIEVED
IMPLEMENTATION
LEVELACHIEVED IMPLEMENTATION LEVEL
…OCCURS WHEN TEACHERS ARE UNDER PREPARED FOR A GIVEN LEVEL OF RE

ADINESS
W. J. DIFFLEY
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(C) W.J. Diffley,2005
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Abstract
Educational psychologist David P. Ausubel said, “If I could reduce all of educational
psychology to one principle it would be, ascertain what the learner knows and teach
accordingly.” Few would argue with the merits of this principle. It is clear that what the
learner knows or doesn’t know is key to determining what should be taught and how it
should be taught i.e., the teacher’s instructional strategy. The critical operative phrase in
Ausubel’s principle is “ascertain what the learner knows.” How the teacher ascertains
what the learner knows, can be accomplished in a variety of ways.
The research presented in this paper demonstrates that the score-based inference, that is
the teacher’s mastery/non-mastery decision, will be quite different for different test item
forms. Elementary school children receiving the same instruction from the same teacher,
under the same conditions were administered tests using different item formats, but
measuring the same concepts. P-values for the different item forms were significantly
different, leading to opposing mastery/non-mastery decisions. Thus using different item
forms to “ascertain what the learner knows” lead to different follow-on instructional
strategies. Arguably, SR score-based inferences resulted in false positive instru
The implications of this research are profound since invalid score-based inferences leads
to equally invalid instructional strategies potentially detrimental to learning.
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Introduction
Educational psychologist David P. Ausubel (1978) said, “If I had to reduce all of
educational psychology to one principle it would be, ascertain what the learner knows
and teach accordingly.” Few would argue with the merits of this principle. It is clear that
what the learner knows or doesn’t know is key to determining what should be taught and
how it should be taught i.e., the teacher’s instructional strategy. The critical operative
phrase in Ausubel’s principle is “ascertain what the learner knows.” How the teacher
ascertains what the learner knows, can be accomplished using a variety of test item
formats. However the central question is whether the score based inferences using
different item formats are equally accurate assessments of learning. Research by Ryan
(2002) on the differences between item format, subject areas, and gender found that the
difference between the effects of constructed response versus selected response
mathematics assessments suggest the possibility of a format difference. However,
Ryan’s research, like others, focused on large-scale assessments developed by testing
professionals, not on teacher developed classroom assessments.
When choosing test item formats, teachers may chose multiple choice and/or constructed
response formats simply “for mostly practical reasons” (Rodriquez, 2002). With many
student tests to correct and a short time frame in which to do so teachers may employ
more multiple choice formats than constructed response formats. However, it is widely
accepted that constructed response items “measure some cognitive processes more
readily than one or more multiple choice items (Rodriquez). Mastery on a criterionreferenced test usually means a score of 80 to 90% correct (Woolfolk, 1998). A key tenet
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of good assessment is that it is both diagnostic and prescriptive. However, this is based
on the assumption that the score based inference from an assessment is accurate and
actionable. In other words the teacher will base follow-on instruction, specifically
whether to move forward or to remediate, on his/her interpretation of the student’s test
score. False positive inferences, resulting from inaccurate score-based interpretations,
assume student mastery when in fact the student needs remediation. Such assessmentbased decisions can have a cumulative and deleterious effect on student achievement and
confidence. Another tenet of good assessment is that it can and should accelerate
learning. Clearly, inaccurate score-based inferences leading to inappropriate instructional
strategy can have just the opposite effect on learning.
In addition to the traditional psychometric properties of reliability and validity which
Popham (2000) defines as the consistency and accuracy of score based
inferences/interpretations, he provides a third measure of an assessment’s effectiveness,
“instructional contribution.” In other words, what is the contribution of the assessment to
the teacher’s instructional decision-making process? Does the assessment effectively
guide instruction and facilitate learning? Given the critical importance of an assessment’s
“instructional contribution” it is essential that research is conducted on the outcomes that
are obtained from different assessment formats. Adding to the dearth of research on the
impact of different test item formats of “teacher made assessments” is the relative
absence of treatment of this subject in contemporary educational measurements texts (
e.g., Oosterhof, 2003; Linn & Gronlund, 2000; Walsh & Betz, 2001; Nitko, 2001;
Popham, 2000). Typically, such texts provide principles of good item construction for
various item formats, suggest different item formats for different levels of the cognitive
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domain and alert the reader to time related considerations for their development and
scoring. However, conspicuously absent are caveats related to the relative accuracy of
score-based interpretations using different item formats and the potential for misleading
the teacher’s decision-making process.

Purpose of the Research
The purpose of this research was to assess student performance on teacher made
assessments using two item formats, multiple choice and constructed response.
Specifically, the following research question was address: “What is the effect of test item
format on students’ performance as measured by percent correct on each test item. The
associated research hypothesis was that percent correct for each item would be
significantly greater for assessments developed using the multiple choice item format
than for assessments developed using a constructed response, short answer format.

Method

Participants
A convenience sample of eleven graduate students enrolled in a course entitled
“Educational Measurement for Classroom Teachers” participated. All graduate students
were practicing teachers in suburban and urban schools in Connecticut. Grades taught
ranged from grade one to six inclusive and one student taught college sophomores. Their
class sizes ranged from 16 to 28 for grades one through six. Teachers had 2-5 years
teaching experience. The college sophomore class had 11 students enrolled. Subject
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matter taught and assessed included: language arts, history, mathematics, animals, health
and equestrian related subject matter (college sophomores).
Procedures
As part of the graduate course curriculum, teachers were asked to develop two forms of a
five item, objectives- referenced assessment to be administered to their students. One
form was multiple choice and the other form was short answer. Both forms measured the
same instructional objective at the same cognitive level of Bloom’s taxonomy of the
cognitive domain. Before the assessments were administered, they were evaluated by the
professor and graduate students to attest to the use of good item writing principles and to
judge whether both forms measured the same behavioral objectives.
Teachers administered the multiple choice assessment to one-half of their class and the
constructed response (short answer) to the other half. This was accomplished by having
alternating forms of the assessment stacked before the teacher distributed them to their
students. Thus, assessment format was randomly assigned to each half of the class. This
design controlled for teacher effect and classroom setting since students using each
assessment format were taught by the same teacher in the same classroom setting. Since
there were 11 teachers, 11 five-item assessments of each item format were administered
to 214 students in grades one through six and to the college sophomore class.
Approximately 107 elementary students and college sophomores were administered the
multiple choice format assessment and 107 the constructed response format.
Measurement and Data Analysis
For each item on each assessment format, a p-value or percentage correct response was
calculated. A bivariate scatterplot of p-values for each item using each assessment

5

W. J. Diffley – Test item format

format was plotted to observe the overall relationship between p-values and assessment
format.
(INSERT FIGURE 1 HERE)
Review of the plot indicated a general linear pattern, albeit a rather weak relationship
between p-values of constructed response (CR) items on the ordinate and selected
response (SR) item p-values on the abscissa. A reference line slope of 1.0 and an
intercept of 0.0 (passing through the origin) was inserted onto the graph. Points falling
on this line (14 points) have the same CR and SR item p-values, indicating that the
assessment items from both formats were equally difficult or easy. Points appearing
above the reference line (29 points) show SR p-values were greater than their associated
CR p-values, indicating that these SR assessment items had a higher percentage correct
than their corresponding CR items. Finally, points falling below the reference line (12
points) show that SR p-values were lower than their associated CR p-values, indicating
that CR assessment items had a higher percentage correct. If there was no systematic
relationship between item p-values and assessment format, the amount of p-values above
and below the reference line would be randomly distributed and approximately equal,
20.5 above and 20.5 below. However, a one variable chi square goodness of fit test with
one degree of freedom resulted in a chi square value of 7.05, statistically significant at
the .01 level. Thus the null hypothesis of equal distribution of points above and below the
reference line can be rejected indicating a disproportionate number of SR item p-values,
i.e., 29 versus 12, are easier than their CR item counterparts.

(INSERT FIGURE 2 HERE)
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The second analysis performed was an independent samples t-test with the independent
variable being assessment item format and the dependent variable the p-value for each
item on each form. The SR mean for the 55 p-values was .82 while the CR mean for the
corresponding 55 p-values was .68. The calculated t-value of 3.85 with degrees of
freedom 108 was statistically significant at the .0005 level. Using Cohen’s (1988) d
statistic, the associated effect size was .73, indicating that the mean of the SR distribution
was almost three fourths of a standard deviation greater than the mean of the CR
distribution. Thus the chi square analysis, t-test and effect size all suggest that
assessment item format affects student performance. Students responding to an SR item
format tend to score higher than students responding to the CR item format.

Discussion of Results
The purpose of this research was to assess the effect of test item format on students’
performance as measured by percent correct on each test item. The analyses suggest that
item format does have an effect on student performance. Specifically, students
responding to test items developed using a selected response format, namely multiple
choice, were more likely to have higher p-values than students responding to test items
developed using a constructed response format (short answer). This overall effect was
observed across 11 teachers, seven different grade levels, and six different content areas.
The mean p-value for SR formatted items was .82 while the mean CR formatted items
had a mean p-value of .68. If as Woolfolk (1998) suggests, the mastery criterion for
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objective-referenced tests is typically set at 80 to 90% correct then students responding to
SR formatted items reached mastery while their CR counterparts would be non-masters.
Such a finding would lead classroom teachers to two very different score-based
inferences/interpretation. Using SR formatted tests the teacher would proceed with
follow-on lessons; using CR formatted tests the teacher would provide remediation to the
non-masters. The pivotal question is, which item format is the most valid measure of the
cognitive process the teacher is trying to assess. According to Popham (2000) test validity
is defined as the accuracy of the score based inference/interpretation. If the SR formatted
test is less valid at measuring the appropriate cognitive process then basing a
mastery/non-mastery decision on such a format could lead to false positive instructional
decisions. Such decisions lead to inappropriate follow-on instruction. Under such
conditions partial understanding of requisite concepts confounds subsequent learning.
Such a situation can also result in potential negative affective consequences for the
learner.
If, as Popham suggests, instructional contribution is the third and most important defining
characteristic of an effective classroom assessment, decisions based on the SR item
format may lessen instructional contribution.

Since the 55 pairs of test items developed for each item format were measures of the
same behavioral objectives it is reasonable to conclude that both items were measures of
the same constructs. Given this assumption, what artifact of the item format would make
the SR items less difficult. Clearly the SR format, multiple choice, allows the student to
guess the correct answer, while the CR format doesn’t. The SR also provides answers for
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the student to consider whereas the CR item requires the student to reflect on the question
and construct an answer, arguably a much different cognitive process. Finally, since
teachers are not psychometricians constructing multiple choice items with response
options that are attractive to the uninformed leads to choices that are not necessarily
plausible and therefore easily rejected as the correct answer. Such a circumstance reduces
the number of plausible correct answers to two or three out of a possible four or five
choices, thereby improving the students probability of guessing the correct answer and
reducing the accuracy of the score based inference/interpretation.
.
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Figure 1: Plot of Selected Response and Constructed Response P-Values
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Figure 2: Plot of Selected Response and Constructed Response with reference line.
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EFFECT OF COUNSELING ON NEEDS AND ACADEMIC
ACHIEVEMENT OF Jr. INTERMEDIATE STUDENTS
ABSTRACT
No one can deny the crucial role of +2 education in the life of a student which is a turning
point for their graduation. As they are in the period of adolescence, under go lot of stress and
strain. Unless their special needs and problems are identified and cared for they cannot cope up
with academic pressure and achieve their best. Hence there is an urgent need to guide and counsel
them for their proper adjustment in family, school and society at large.
A preliminary study has been conducted to find out the relationship between counseling
needs and academic achievement of Junior Intermediate students.
A random sample of 200 students are administered Minnesota Counseling Inventory (Ralph
F. Bardi and Wilour L. Layton (1957) to identify their needs for counseling. The scores of their
academic achievement are also collected to find out the relationship if any.

Findings
1. Counseling needs of Junior Intermediate students are 39.06%.
2. The profile of the different areas of counseling needs follow the order of merit is - Mood- I
(44.77%), Reality - II (44.45%), Leadership - III (41.58%), Emotional Status - IV
(41.15%), Social Relations - V(38.6%), Conformity - VI(35.7%), and Family Relations VII (29.5%).
3. There is a significant high negative correlation between counseling needs and academic
achievement.
4. Female students have significantly more counseling needs than their counterparts.
5. Socio-economic status significantly influenced counseling needs.
6. Students of low socio-economic status had significantly more counseling needs than that of
moderate and high SES.
7. Employment status of mother did not influence significantly the counseling needs of
students.

Case Studies
14 cases, whose scores of counseling needs are high are selected for study. The profiles of
areas of counseling needs are prepared for each case to provide proper counseling.

Method
Exercises of behavior, hypnotherapy and meditation are used. Along with these exercises,
parents, family members and teachers are counseled.
2

The specific exercises given for each case are - (1) Jacobson's progressive relaxation; (2)
Breathing exercise, tension, anger relaxations, thought stopping and worry chair. Hypnotic
suggestions and meditation (omkar exercise) are also given.
One hour weekly session are conducted for one and half months. At the end of last (6th)
session again counseling inventory is administered and also their scores of academic achievement
in their final examination are collected.

Findings
13 out of 14 cases (92.3%) lowered their counseling needs and showed 10 to 20%
improvement in their academic achievement.
The pretest mean of counseling needs is 42.23 and the post test mean is 29.82
(t =significant at 0.01).
After counseling their counseling needs are significantly reduced. The group showed
significant improvement in their academic achievement (Pre test Mean = 42.64 Post test Mean =
57.29, t = significant at 0.01 level)

1. FOCUS
College students are the cream of adolescent and young adult population and a high risk
group. (Gouridevi 2000) They are under tremendous pressure as they are expected not only to
succeed but also become toppers in their classes and courses. At intermediate (12thstandard)level
there is a crazy rush to enter professional courses, especially medicine and engineering. Courses
like B.A, B.S, B.Com attract a few students only. Students who fail to get into these courses
usually of their parents’ choice, get frustrated (Chandrasekhar 2000). Though they join some
courses their morale is very low. They start complaining about their parents, teachers and society
at large. Thus they are less motivated to learn and complete the course. Epidemiological studies
indicate 15% to 20% of students having recognizable mental disorders in the form of depression,
anxiety, somatoform, adjustment, personality disorders, alcohol and drug abuse. Many more
students may be suffering from sub clinical symptoms and emotional disturbances related to their
family and college life. Such students need to be identified and helped. Because of a low
availability of mental health services, school counseling in the country (India) and also stigma
attached to psychiatric consultations, these students do not seek help, remain unattended uncared
and suffer in silence. Consequently their school performances are affected and left with lower level
of education. No one has right to waste their human resources. Counseling becomes imperative to
promote maximum utilization of human potential for effective and happy existence.
The need for counseling services have become crucial in the present scenario not only to
cure the problems which have done the damage but also help in sensing before the problems arise
and maladjustments occur. Therefore providing counseling services in schools and colleges and
establishing link between parenting and schooling has become need of the hour. The author being
professional counselor curious to use tried out intervention strategy of behavior and hypnotherapy,
relaxation techniques and meditation (Saroja.D2002, 2004) in an institutional setting and provide
empirical evidence.
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QUESTIONS:
1.What are the counseling needs and nature of profiles of identified cases?
2.What is the impact of counseling intervention on needs and academic achievement of 11th
standard students?
3.What type of students A. High or low needs B. low, below average or above average achievers
influenced more?
4.What sort of experience students get out of intervention?

2. BACKDROP
Review of few relevant studies abroad and India would help in getting a comprehensive
idea about the findings of research conducted in the field of counseling in general and relaxation in
particular.

2.1 COUNSELING
Driver Stannes A.C, Robinson S. E, Morrow, Kigin T and Linderman M, (1991) found that school
counseling programs designed to teach students peer meditation skills are highly effective and use
these skills in other settings also.(e.g. at home)
Rickinson(1997) explored the effectiveness of short term intervention model in significantly
reducing psychological distress and increasing students ability to complete their degree program
successfully.
Koutras Vassilis (2000) evidenced that counseling intervention proved to be effective for students
in a school setting with psychological problems,improved their personal skills and social
relationships to a great extent.
Beverly Flitton, Julia Buckroyd(2002) explored the effects of a 14 week person-centered
counseling intervention with learning disabled children and found that three out of four child
participants indicated an improved self-concept.
Linda D, Webb, Robert D, myrick(2003) found a group counseling intervention for children with
attention deficit hyperactivity disorder improved students success in school.
The studies reviewed shows that school counseling interventions have a substantial impact on
students’ educational and personal development. Individual and small group counseling, classroom
guidance and consultation activities seem to contribute directly to students’ success in the
classroom and beyond.Suggested that counselors need to confine to those activities that improve
the program’s efficacy and accountability.
California department of education’s review of studies on counseling interventions reported the
effectiveness of school counseling and other student support services including their contribution
to the personal and academic success.
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2.2 RELAXATION RESEARCH
Robert C Peveler(1987) found when therapist is present during sessions where in muscle
relaxation, meditation and visualization of pleasant scenes are incorporated, relaxation really
worked effectively.
Khasky A.D, Smith J.C (1999) found that 25 minutes of progressive muscle relaxation, yoga
structyeruyre and imagery improved significantly physical relaxation and reported they are now
more calm and cope up better with anxiety. No difference in evactivity was observed.
2.2.1 INDIAN STUDIES
Sitharthan and Kaliappan (1982) found Jacobson’s deep muscle relaxation was effective in
reducing tension anxiety, feeling of insecurity and inferiority and in enhancing the levels of
concentration and memory among school children.
Thomas and Kaliappan(1982) confirmed the efficacy of Jacobson’s deep muscle relaxation
training reduced menstrual distress of women 19 to 23 years.
Kaliappan et al (1991) studied Jacobson’s relaxation training significantly contributed to the
recovery of patients from drug abuse centers.
Saroja D(2001) found that psychological problems, phobias and anxiety of 40 cases observed over
a period of six months reduced their levels due to Jacobson’s progressive relaxation training.
SarojaD and SucharithaBM(2003) found that counseling needs of Junior intermediate students are
39.06 and needs are higher in mood,reality and leadership than the rest of the dimensions.A
significant high negative correlation is found between counseling needs and academic
achievement.
Saroja D(2004) found behavior, hypno and spiritual therapies proved to be effective in reducing
anxiety levels of 95%(15 – 58 years) significantly from severe to moderate levels and 90% of them
reported that their self confidence and work efficiency increased after the intervention strategy.
The review highlights the efficacy of individual counseling using relaxation techniques reduced
psychological distress, tension, anxiety and increased concentration, memory and academic
achievement.

3. METHOD
The major objective of the study is to find out the effect of counseling intervention using
relaxation techniques on needs and academic achievement of 11th standard students.
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3.1 RESEARCH DESIGN
Experimental Sample
Design

Hypothesis

Tools

Statistical
Analysis

A single group
pre-post design

There would be
no significant
difference in
counseling
needs and
academic
achievement of
students after
the
intervention.

1. An adapted
form of
Minnesota
conseling
inventory by
Ralph. F Bardia
& Wilour L
Layton(1957).
2. Examination
scores before
and after
intervention.

Percentage
Mean
Standard
Deviation
‘t’ Values

14 cases with
high counseling
needs identified
from three
residential
colleges (N =
200) of Guntur
City A.P India.

3.2 INTERVENTION
Out of preliminary study conducted by Saroja D and Sucharitha B.M (2003) the cases are
selected whose scores are higher than group mean or higher atleast in three dimensions. The
identified cases are from science and maths courses facing stressful highly competitive state and
national level examinations for the entrance of medical and engineering colleges.
3.2.1 IMPLEMENTATION
One hour afternoon weekly sessions for six weeks are scheduled for each case, 5 cases of
each belonging to two colleges Sadhana, Bhasyam and 4 from Vignan. Teachers who are in close
contact with the identified cases are also requested to present during the counseling sessions of
their students.
Pretest of counseling needs is administered in the last week of October 2004 and prepared profiles
of needs and scores of academic achievement in the terminal examinations are collected.
Keeping in mind the profiles of each case personal counseling is given.
A tried out intervention strategy (Saroja D 2002, 2004) is used where in an eclectic approach is
followed making use of relaxation techniques of behavior hypnotherapies, guided imagery with
spiritual quotes. Study skills and memory tips are also given during the sessions.
After sixth session post-tests on counseling needs is administered to all cases and scores of
academic achievement in their final examination are collected.
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Practice – JPR, Pranayama
(Breathing exercise) and small and
gradual increments of adaptive
responses in social situations.

3.2.2 INTERVENTION STRATEGY
Sessions
Follow-ups
VI

V
IV

III
II

Relaxation Exercises
Monthly once for 3 months.
Any relaxation exercise, verbal reports of
experience, reinforcing desirable
behaviors.
Tension/ Anger/ Worry Chair – relaxation
exercises
• Thought Stopping – Recurring
Negative thoughts fears
• Parents meet
Study Skills and Memory Tips.
• Savasana (dead like posture).
• Hypnotic suggestions - spiritual
quotes.
•
•

I

•
•
•

Interaction
Jacobson’s Progressive Muscle
Relaxation (JPR)
Hypnotic suggestions - spiritual
quotes
Problems – Recovery
Guided Imagery

Duration
1hour
1hour

1hour
1hour

1hour
1hour

90minutes

4. DATA PROCESSING
Table 1 Mean SD and ‘t’ values of pre and post test percentages of counseling needs.
S.No
1
2

Comparison
Pretest
Posttest

N
14
14

M
42.23
29.82

S.D
3.217
8.164

‘t’ Value
5.29**

** Significant at 0.01
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Table 2 Mean SD and ‘t’ values of pre and post test percentages of different dimensions of
counseling needs.
S.No
1

Dimension N=14
Mood

2

Reality

3

Leadership

4

Emotional Status

5

Social Relations

6

Conformity

7

Family Relations

Comparison
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test
Pre-Test
Post-Test

** Significant at 0.01
* Significant at 0.05

Mean
48.19
32.69
37.67
26.43
27.96
22.93
56.85
36.39
38.45
26.24
40.42
28.79
46.25
32.22

S.D
12.18
11.59
14.09
11.58
8.16
6.17
4.91
11.56
14.97
8.97
13.02
13.17
12.79
9.73

‘t’ Value
3.44**
2.3*
1.84 NS
6.09*
2.62*
2.35*
3.27*

NS not significant

Table 3 Mean, SD and ‘t’ values of pre and post-test percentages of academic achievement.
Pre-Test
Post-Test

N
14
14

Mean
42.64
57.29

S.D
10.79
9.24

‘t’ Value
3.86 **

** Significant at 0.01

5. FINDINGS
5.1 COUNSELING NEEDS
1. 13 out of 14 cases 92.3% decreased their counseling needs due to the effect of counseling
intervention.
2. Counseling needs of junior intermediate students are 42.23%
3. A significant decrease (12.41%) in counseling needs is evident after the counseling
intervention (t = 5.29 > 0.01)
4. Counseling needs in the dimension of emotional status(56.85%) are found to be highest
compared to other dimensions. The next highest are needs related to mood and family
relations (above 46%) followed by conformity (40.42%), social relations (38.45%), reality
(37.67%) and leadership (27.96%).
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5. All dimensions of counseling needs except leadership shows a significant decrease of needs
after the intervention program.
6. Students of above average needs showed highest decrease than students of below average
needs.

5.2 ACADEMIC ACHIEVEMENT
7. 14 out of 14 cases 100% increased their academic achievement after intervention.
8. The intervention also resulted in a significant gain (10.65%) in the academic achievement
of students (t = 3.86>0.01).
9. Low and below average achievers gained more in their academic achievement than that of
above average achievers (M = 18.66; M = 17%; M = 12.25%) after intervention.
10. Case 9, Lekha. P did not show decrease in counseling needs but gained maximum
percentage (23%) in academic achievement. Interviews and verbal reports revealed that she
doesn’t want to reveal her problems and responded all items positively.
11. Verbal reports revealed that relaxation techniques and study skills are found to be effective.
12. Conducting counseling intervention in the institution itself with the help of concerned
teacher found to be better than in counseling center. (Authors experience).
13. Verbal reports of students revealed that Jacobson’s progressive relaxation, Savasana (Dead
like posture), meditation, breathing exercise and thought stopping were very useful for
them.
14. Parents and teachers also noticed a positive change in the behavior of their
children/students during and after intervention.
15. Initial need assessment helped to conduct counseling more relevantly, comprehensively and
systematically. (Experience).
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Pre and Post intervention profiles of counseling needs
Pre Intervention

Post Intervention

Mean
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Dimensions of counseling needs

Percentage of academic gain of low, below average and above average students
20.00%

18.66%

17%

15.00%

12.25%

10.00%
% of academ ic scores

5.00%
0.00%
Low

Below Avg

Above
Average

6. DISCUSSION
1. 42.23% of counseling needs of college students which are high and can be accounted for
unhealthy competition, unreasonable demands of parents and mismatch of their abilities
and interests resulting in round peg in a square hole. Perhaps the pressure they experience
might have contributed to mood, emotional, family relations, social relations, conformity,
reality and leadership problems emphasizing the crucial need for counseling through
behavior and hypnotherapeutic relaxation.

10

2. Highest needs in emotional, mood and family relations indicate the need for parental
understanding, support and guidance.
3. Students with higher needs are highly benefited by decreasing their needs indicate the
necessity for need assessment and personal counseling.
4. 100% of the cases increased their academic achievement due to intervention, once again
confirms the previous findings that counseling will increase school success suggests
parents and school authorities to utilize counseling services to increase their children’s
students’ school performance.
5. Low achievers gained more than that of high achievers in their academic achievement
throws light on the need for counseling to low achievers at least. This perhaps go long way
in developing human resources of the country.
6. The study figured out JPR/Savasana, breathing exercise, meditation, thought stopping,
study skills and memory tips worked for students better indicates the need for teachercounselors by providing pre-service and in-service training programmes of teacher
education.
Findings of the present study are in consonance with the review once again confirming the
efficacy of individual counseling intervention programmes. Hence the findings of the
present
study support the findings of previous studies.
The beneficial effects of counseling intervention programme can be mainly accounted for
carrying out in school setting where teachers are involved suggests the need for school
counseling

7. IMPLICATIONS
1. Need assessment in schools and colleges is essential for early identification of
psychological problems.
2. Indian government need to put in efforts towards conducting school counseling.
3. Professional counselors need to extend their services in helping schools being a vital link
between home and school.
4. Orientation programs and workshops need to be conducted to teachers to acquaint with
relaxation techniques.
5. Schools interested in their school achievement need to involve professional counselors in
conducting counseling on students with high profile of counseling needs.
6. Parents are to be sensitized about the psychological needs and problems of children which
affect the school success ultimately.

8. OUTCOME
The following are available out of the present study:
1. Profiles of counseling needs of junior college students.
2. Relaxation techniques which are useful in practice.
3. Package of counseling intervention.
4. Planning and conduction of counseling intervention programme.
5. Practical insights how psychological problems cloud academic progress.
6. Case studies of 11th grade students.
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9. SUGGESTIONS FOR FURTHER RESEARCH
1.
2.
3.
4.
5.
6.

Need assessment and intervention can be conducted on
Students of primary, secondary, junior, graduate, post- graduate and professional courses.
Very high and very low achievers and children with learning disorders.
Children with behavioral problems.
Delinquents.
A simplified version of intervention strategy can be tried out to orient teachers.
Case studies of students with high counseling needs can be conducted.

10. CONCLUSION
14 cases are identified with high counseling needs out of preliminary survey of 200 11th
grade students who are going to take stressful highly competitive examinations of state and
national levels to secure seats especially in medicine or engineering courses. Individual counseling
intervention programme conducted in colleges contributed for lowering the counseling needs
(92.3%) and increasing academic achievement of students (100%). Pretest profiles indicated that
needs related to emotional status, mood and family relations are higher than social relations, reality
and conformity. A significant decrease in counseling needs and a significant gain in academic
achievement is found after intervention. Relaxation techniques proved to be effective. Intervention
conducted in the institution is quite beneficial than conducted in counseling centers. The study
argues for the effective utilization of counseling services in schools involving teachers.
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Abstract
In the course “Vienna: Culture in the Classroom,” the short-term study tour
format was combined with the online course format. This was a practical,
effective and cost-effective means to enable the educators (elementary
through higher education) participating in the course to (a) have an
international cultural immersion experience, (b) integrate information,
resources and experiences abroad into their classroom curriculum and
instruction, and (c) extend their professional network with other educators. In
this panel presentation session, the instructors and class members describe the
innovative design, format and logistics of the course, report on multimedia
projects applying the study tour to classrooms, and make recommendations for
future hybridized international travel courses.

I. Background
As a multi-campus, international university, Webster University (St. Louis, Missouri,
USA) supports experimental approaches to realize its mission to promote international
perspectives in the curriculum and among students and faculty. One such innovative
instructional format was a short-term study tour course that was coupled with online
instruction. The course “Vienna: Culture in the Classroom” was a seven-week Summer
2005 course for graduate students and alumni in the School of Education. The first two
weeks were conducted online (via Internet). This was followed by a week in Vienna, and
another four weeks online. This panel report summarizes (a) the historical development
of the hybridized international travel format courses; (b) the instructors’ and students’
perceptions and reflections of the pedagogical and logistical issues involved in this
unique instructional format; and (3) the lessons learned and recommendations for future
online-plus-international travel courses.
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Webster University has an extended campus network of over 100 campuses in North
America, Europe, and Asia with total enrollment exceeding 19,000. The University
employs 170 full-time faculty in its five schools and colleges, with over 2,200 part-time /
adjunct faculty in all programs worldwide.
II. Development of Hybridized International Travel Courses
For many years, Webster University has supported the development of cross-cultural
perspectives in its curriculum by promoting a study abroad program for students.
Students spend an 8-week term or a full-semester at one of four Webster University
European campuses — London, Vienna, Geneva, or Leiden—or its Cha-Am, Thailand
campus. While this format has been popular among full-time, traditional age
undergraduates, it has been less so for part-time students or graduate students. Challenges
such as full-time employment schedules or family obligations prevent leaving home for
such a long period.
To find learning experiences that might permit more students to experience international
travel, instructors developed short term study tour courses. These were usually scheduled
for one or two weeks between scheduled semesters or terms, such as during Spring break,
or the summer.
In December 2003, Webster University’s Leiden (The Netherlands) Campus organized
three courses (3 graduate credit hours, 6-weeks duration) that combined several new nontraditional instructional formats. These courses were dubbed the “4-1-1 courses,” because
of their scheduling format: Four weeks online, followed by a one week intensive face-toface classroom, with an additional one-week online follow-up. These “4-1-1” course
were innovative in several ways: (1) They were “ultra-compressed.” While Webster
University’s 8-week and 9-week format for a 3-credit graduate course is already timecompressed from the conventional 15- or 16-week semester course, the 4-1-1 courses are
compressed even further. (2) They were hybridized. In addition to the conventional faceto-face classroom format, Webster University has institutionalized courses for 100%
online (Internet-based) delivery. The 4-1-1 courses combine the classroom and on-line
formats; (3) They used an intensive format. The 5-consecutive day / 36-contact hour
format parallels formats used in some foreign language immersion courses and intensive
workshop or training courses. However, this format is novel for most academic courses;
and (4) They involved cultural immersion. The instructors and students were involved in
an international experience, including a cultural and language context significantly
different than their own.
Courses taught in the 4-1-1 format included: (1) Issues in Management: Emotional
Intelligence; (2) Marketing; and (3) Professional Seminars: Negotiating Skills. In July
2004 a fourth course, “Finance” was taught in the 4-1-1 format in Amsterdam (The
Netherlands).
For students who are at the intermediate level in German language studies, the
Department of International Languages and Cultures organized a one-credit study tour
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over Spring Break of 2004. The students were enrolled in an intermediate course to
which the tour was connected as an intense language lab immersion credit in mid semester. Because students received only one credit and were practicing language in a
classroom setting, this format did not include an online component. The immersion
setting was an effective way to improve the students’ language abilities as well as inspire
them to continue language and culture studies.
Webster University continued experimentation with the hybrid international travel
courses with a 7-1-1 format course on “Advanced Corporate Finance” in Bangkok,
Thailand in Summer 2005; and a 2-1-4 format course for educators on “Vienna: Culture
in the Classroom.”
III. “Vienna: Culture in the Classroom”
The “Vienna: Culture in the Classroom” course was the first international travel course
developed in the School of Education, and the first hybrid study tour course to focus on
the location as the content of the course. The course was designed to enable teachers to
use library and web resources, multimedia materials (photos, videos), and personal
experiences in Vienna, Austria, for building curriculum and instructional materials. It was
open to students or alumni in any field, but was especially relevant to educators
(elementary, middle school, secondary, and higher education) who teach subjects such as
world cultures, history, literature, media/technology, science, art, German, psychology,
music, and interdisciplinary topics.
The first two weeks of the course were conducted online. It involved trip preparation,
course readings and viewing movies set in Vienna or about Vienna, such as The Third
Man (1949), Immortal Beloved (1994), Amadeus (1993), and Before Sunrise (1995).
Participants also selected and researched historical figures or particular monuments
which were on the tour itinerary.
In week 3, the study tour was conducted. Highlights included an orientation to the transit
system and geography of the city; tours of historic palaces, museums and former
residences of Freud and Wittgenstein; and cemeteries and crypts that illustrated what may
be a Viennese obsession with death and dying. The tour week also included a day trip by
train to the Mauthausen Concentration Camp in Linz. Class members presented their
reports on the historical figures and monuments at the location, thereby expanding on the
instructors’ or tour guides’ overview.
Weeks 4 through 7 involved follow up on the tour, completion of course projects and
sharing of travel journals.

3

Examples of student contributors to the panel include the following:
1. The value of visiting the Webster University—Vienna campus: There the class
members observed an undergraduate class on the culture of Vienna, in which the
students of varying nationalities discussed their perceptions of living in Vienna.
2. The poignancy of visiting the Mauthausen Concentration Camp. This may have
been the most intensive experience on the study tour. Several students reported on
the lingering noxious smells, perhaps imagined or perhaps real, of the gas
chambers and crematorium.
3. When class members reported on historical figures they had researched, the
depictions were often so vivid, they seem to be realistic personifications.
4. Class members were inspired to create multimedia presentations, including videos
and Powerpoint presentations about their experiences in Vienna to use in their
elementary or secondary school classrooms. For example, Rebecca Gallant and
Charlotte Nations produced an iMovie video that featured pictures taken of key
sites while in Vienna. Janis Hovis used personal snapshots and photos from the
web to compare Georg Donner’s Providentia Fountain in Vienna with Carl
Milles’ Meeting of the Waters fountain in St. Louis, Missouri.
5. Gallant and Nations developed a Trackstar unit (Gallant and Nations, 2005) for
their Special School District faculty. The unit was structured using the
“Understanding by Design” format (Wiggins and McTighe, 2005). The
elementary level unit of Viennese culture includes food, language, geography,
music, fauna, and architecture. This unit also integrated character values. Criteria
lists are included for ongoing assessment. The culminating project for students is
to cooperatively create a book about the culture of Vienna modeled after Haskin’s
“Count Your Way Through” series (See Haskins, 1996).
IV. Issues and Lessons Learned
1. The course design and pedagogy were perceived to be extremely successful. The
design of multiple weeks online before and after the travel week resulted in class
members experiencing greater depth when visiting the tour locations. Compared to other
study-tour courses without the online component, much of the pressure to complete all
the assignments for the course during the travel week was relieved.
The format provided the opportunity to combine the best of both the online and the faceto-face modes. The course was also able include multimedia materials (movies, video
clips, instructor or student productions) that could be streamed or archived on the online
course for viewing at the students’ convenience.
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2. Travel courses require complex logistics and organizational support. When the study
tour course involves Webster University campus locations, the local campus personnel
may be enlisted to help with these logistics. In the case of the “Vienna: Culture in the
Classroom” course, one of the instructors was already teaching at the Webster
University--Vienna campus and could pre-arrange hotels and tours. Several resident
faculty members at the Webster University—Vienna campus served as guest speakers in
parts of the tour.
3. Student recruitment. The one-week travel component of the course seems to be ideal
for graduate students whose time availability for travel is limited by work or family
obligations. Because the course only meets at the tour location and not in classrooms at a
home campus, it is possible to recruit students located anywhere. In spite of these
advantages, student recruitment remains difficult. The concept of international travel is
often beyond the expectations of graduate education students. Students still need to be
persuaded that international travel is valuable and applicable to their programs of study.
4. Budgeting for travel courses involves a careful balancing of value for the course
participants with covering the course expenses. Fluctuating or unfavorable exchange rates
contribute to the complexity. Instructors and administrators need to seek new and creative
ways to cover the travel expenses.
V. Recommendations
The following recommendations apply to administrators and faculty who are interested in
developing hybrid international travel courses:
Continue to explore and develop the combination of online learning with shortterm international travel formats
Seek new ways to partner with International campuses to develop and implement
the courses
Strengthen the rationale linking the international locations to course topics.
Develop cross-listed courses across programs to increase student enrollment pool.
Encourage students to enroll in pertinent courses that involve international travel.
When the online format is combined with the short-term study tour for educators, it
resulted in a successful and valuable international travel experience in a short time frame.
The novelty of the format may have contributed to difficulties in recruiting optimal class
participants, complexities in the logistics and course organization and in managing
budgets. However, this was more than compensated by the value of the travel experience
and the creative and distinctive multimedia and curriculum projects that resulted. We
expect to implement more courses in this format at new travel destinations.
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Abstract. Osel-Open Source E-learning research site (http://www.osel.it), henceforward
OSEL.it, is a research project which was born thanks to the commitment of the
Research Group of Computer Science and Information Systems located in University of
Bari, Faculty of Economics, to promote the development and the diffusion of the elearning “Open Source” technologies, and particularly the Learning Management
System (LMS).
The aim of the research project was to create a community network to keep in touch
the Italian university with the foreign ones, a sort of meeting place to encourage the
associate professors to test a new way of teaching.
The tools used to achieve this goal have been a “Web site” and an “e-learning
Observatory” that allow to build and let grow a web Community sharing OSEL.it tools
to study, plan and test any e-learning projects.
In this paper the research group projected and implemented a methodological
analysis, prepared in the “OSEL.it” community environment and related to a number of
Open Source LMS. Moreover a revision of the evaluation methods for the analysis was
done and the calculated indexes were examined.
Keywords: LMS, e-learning; evaluation, OSEL, learning objects

1. the Project: OSEL.it
A process of change started many years ago has been involving the learning world in general
and, expecially, the international academic one.
This evolution is the result of the recent scientific and technological developments, and
is expected to satisfy the great need of asynchrone learning that the entrepreneurial world is
demanding from the learning institutes, university at first.
The technological development becomes then an opportunity for the growth of new
learning models, although sometimes the lack of professionality and a strict narrowmindedness toward this new scenario represent a menace for those institutes which are not
ready to face the challenge.
In an e-learning project there are many variables to be considered, as, for instance, the
rapid rate of obsolescence, so Universities should adopt a policy of management pointing both

on the specialization of its staff’s know-how, and the use of the Open Source in both learning
and business processes.
The research on OSEL.it got started from the consciousness of the Italian technological
underdevelopment, as shown in a recent UE study on “ virtual models of European
Universities”. This study divided the European Universitites into four macro – categories in
relation to thier relationship with the e-learning: advanced (18%), co-operating (33%),
selfsufficient (36%), sceptic (15%)[1]. According to this study, the Spanish and the English
Universities belong mainly to the first group, whereas the Italian ones belong mainly to
the last group.
Thus, the “virtual world” of the OSEL.it is a place where people meet to discuss how
and why the Open Source should be used in the acedemic learning systems. OSEL.it is meant
to give answers to questions as the following: why choosing the OS instead of a commercial
platform? or which is the best performing OS platform for a course marked by the
collaborative learning, and which one is better suitable for a classic model course? Is the use of
the Open Source suitable for an e-learning project in terms of rendering of investment on
medium and long terms?
In this context the community guides the registered user approaching the world of the
Open Source oriented toward learning.
Nowadays OSEL.it counts 233 registered users, each one involved in learning projects
and supporting the spirit of the Community; they all were given the possibility to test four
different kinds of platforms LMS (Moodle, Dokeos, Docebo, Atutor), chosen according to the
results they obtained in the test of usability and accessibility conducted in the Faculty of
Economics ( 2003 – 2004 Marengo, Scalera, Convertini). Obviously OSEL.it offers
instruments as a repository containing documents recorded by categories, many web links,
many forums about development, many newsletters and self-learning courses on the platforms.
The constant analysis of OSEL.it and the hole e-learning system makes OSEL.it a sort
of observatory of the e-learning applications in the University.
1.1 Why an LMS Based on Open Source Philosophy
The key concept (A. Bonaccorsi, C. Rossi, 2003) is that there should be unrestricted access to
computer programming codes: anyone should be able to use and modify them, and such
modifications should circulate for free. When programmers are allowed to work freely in the
source code of a program, this last inevitably will be improved because collaboration helps to
correct mistakes and enables adaptation to different needs and hardware platforms: a new kind
of bottom up structure, which is non-coercive and largely decentralized.
Commercial e-learning systems (i.e. BlackBoard or WebCT) are centralized and
inflexible by nature because of their inherent architectural philosophies and due to the profit
model established by their respective product owners. These traditional LMS’s have several
features in common:
They are highly centralized;
They offer little by way of exportability;
They are built as enterprise-level solutions that are intended to synchronize with HR
and Student Information System (SIS) portal products (share their related data), and
must provide a one-size-fits-all answer for its diverse users.
Open Source software is the current manifestation (P. Carmichael, L. Honour, 2002) of
a culture of collaboration which has been existing since the early days of computer science and

has its roots in what Levy (1984) calls the “Hacker ethic” [3].
Rapid developments in computer hardware, together with the demands for current
software means that educational establishments need to work with technology which in other
contexts would be considered obsolete, or have to redirect funds from other areas; as a result of
the reallocation of funds, through community fundraising or from outside sources, institutions
can then be ‘locked’ into the long-term use of specific proprietary products and find that they
have added financial commitments: hardware and software upgrades, technical support,
maintenance contracts and platform or software-specific training.
That’s the main reason why Open Source LMS should be considered as suitable and
reasonable alternative to the currently prevailing addiction on large commercial organizations
and proprietary products in the field of education. The dynamic and approachable nature of OS
software and the existence of freely available documentation and online communities gives
educators and network administrators a chance to participate in the development of resources
appropriate to local needs while developing their own skills.
Economic reasons for the adoption of Open Source in business have been widely
discussed, and it’s important to think to e-learning supported by Open Source in Italian
Universities.
2. Assessment
The main feature of the cognitive activity is the continuous assessment activity that is
constantly used to gauge any real experience. Every activity we say to be an “assessment” can
be seen as a point in a line, whose extremes are on the one side some form of measurement on
the other side some forms of interpretation. Some forms of “assessment” (as forms of partially
quantitative esteems) are in the middle [5].
If we mean for “assessment” a “measurement” we need a formal criterion to be applied
to the “real situation”: this is usually what we do by running some tests that use a statistical
parameter and a standard technique of evaluation. The greatest part of the assessments doesn't
use standardised tools such as those already stated, but it’s limited to the creation of specific
“arrangements” on the basis of some criteria that are owned by the person who prepared them:
in the every day activities there are lots of experiences that take place or can be according to
some approximate orders. Moreover, there are some cases where the assessment begins
without having any pre-arranged criteria; these cases take usually place in the qualitative
research process, where some interpretation criteria can emerge in the process, thanks to an
“exploration” of the observer [5].
When we talk about assessment we mean something related to the results got by the
students. Along with this activity, some new assessment dimensions had a new boost in the last
20 years. Our classification of these new dimensions is the following:
Assessment of results of the learning activity on students’ skills;
Assessment of the process (eg. monitoring or decision making process);
Assessment of the project;
Assessment of the system.
The above stated categories can be divided in the following sub-categories. [5][6]
With evaluation of the results of the learning process we mean all the activities
performed by a teacher in relation to the student activities. With “assessment of the process”
we mean all those activities where the collection of pieces of information can be used to
change the decision making process on the basis of some processes that can create “adaptation”

or “self-regulation”. With the third category we mean the assessment of some projects or of
other educational material (learning environment, courseware, software) that in a preliminary
phase is usually just a hypothesis. With assessment of the system we mean those operations
that allow us to assess the functioning of the education system (course, innovation, etc…).
2.1 Assessment of the Results
The evaluation of the results can be divided in “ex ante”, “ongoing” and “ex post”: the “ex
ante” evaluation (“diagnostic evaluation”) is that one aimed at evaluating the pre-existing
knowledge, the attitudes and the aptitude to learn; the “ongoing” evaluation (“educational
evaluation”) is done during the learning process, it has some dynamic and indicative features, it
is that kind of feedback that any teacher should give to any student to help to reach the final
goal; the “ex post” evaluation is a kind of evaluation made at the end of a lecture, of a group of
lectures or of the educational path (e.g. final grades).
2.2 Assessment Made to Monitor the Process
It is important to know both the final result and the educational path along with the behaviour,
the emotions and the some “minor learning” activity. This process can, to some extent, be
checked or be made clear so that it can be assessed. The monitoring activity should let the
participants (or any coordinator) take the best decision while the process is taking place. Some
types of monitoring can be distinguished:
Silent: simple data collection; the emerging trend is highlighted;
Reactive: when an action is not deemed to be sufficient to reach the goal, it’s necessary
to intervene by suggesting a corrective change;
Dynamic: it is decided, while the process is going on, to change path by introducing
quality innovations related to the final objectives.[5]
2.3 Evaluation of the Didactic Project
With evaluation of the didactic project we mean all the evaluation activities made before the
educational path reach to evaluation step.
A didactic project can concern different aspects, as for instance :
The whole learning environment
An component of an already existing environment, for instance a “curricular path” or a
course, a particular educational instrument (a book, a software…) and so on;
A research path.
Whatever the situation is, a project necessarily starts with an explorative phase, which
will serve to test the factibility of the project itself, and that usually includes the negotiations
with the customers.[6]
The analysis submitted by OSEL.it is a didactic project that concerns the learning
environment as a whole. Generally it is possible to identify an open source LMS that fits the
entire University environment, regardless the contingent needs of every single kind of course:
there are some basic needs that are common to all, as they all belong to the same basic idea of
university education.

2.4 Evaluation of the System
It is focused on appraising both the process and the final results, in terms of manageability,
evaluation of amount of time and resources that have been used, clarity of the objectives,
coherence of the result relative to the ex ante objectives.[7] Such an evaluation should be the
result of different activities: documentation of the process and the product, external data,
comparisons with other experiences. In these activities the educators must be supported by
“watchers” and experts that can guarantee the right decentralization [8]. The systemic
evaluation must not be seen only as a final judgment on the general effectiveness of the
experience; more and more it is changing towards an activity that goes along with innovation
in every single step, such as a sort of continuous monitoring of the various components
involved in the process. An evaluation of the system means reaching a general evaluation of
experience, answering to questions about the effectiveness of the experience and the
correctives to implement to fix a repeatable experience and the transferability of it.
3. Test
The first survey on Osel.it was made from January to March 2005 by 164 participants that had
been invited by an institutional newsletter counting 233 submitted users.
The
reader
can
find
the
test,
in
Italian
language,
on
http://www.moodle.osel.it/mod/quiz/attempt.php?id=13681, where there is a questionnaire
composed by 81 questions divided into macro and sub-areas, as in the following scheme [9]:
1. Questions on the functional requirements
Management of the didactic flow;
Trials and tests;
Configuration and authoring;
Monitoring of the course;
Communication;
The system in general;
Manipulation of the authorizations;
other characteristics;
2. The maintenance
Quality of the technical documentation;
Adaptability;
3. The usability
Documentation for the user;
Skills;
Support quality;
Types of users;
Types of project.
It would have been reductive, for an high targeted project like OSEL.it, to limit the goal
of the survey to the comparison of 4 platforms LMS [10].
Anyway, the survey gave a detailed comparison about LMS, consultable on the web
1
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site http://www.osel.it, but the success of the project was that it figured out which issues could
be correct for a typical LMS.
The analysis carried on by the survey highlighted the requests and the needs of this kind
of “targeted” users, which is deeply different from the standard users expert in multimedia
technology and Web systems; a “targeted user” more interested in the resources that a LMS
Open Source can give, than in the technological development.
The percentage of users involved in the test and the measuring of the reply time they
needed denote an active Web community that has found in OSEL.it an important landmark in
the open source world, which is sometimes too much disorganized.
3.1 Learning Management
It is very important to allow the log-in to the courses only to students that have attended a
preliminary course or those who have passed a test.
Among the evaluated platforms, only Dokeos gives the possibility to create learning
path using resources available in the management environment, whereas this is not possible
using Docebo, Moodle and Atutor.
3.2 Implementation of Contents
All the LMS allow a very simple management of the contents: certainly this is an interesting
issue for the teacher-users and has given them the right motivation to embark innovative
learning methodologies.
The LMS don’t require a particular experience to all the actors involved in the
operations: everything can be made in a simple way and without particular Information
Technologies skills; obviously this practical aspect reduces the learning process time allowing
the less expert users to get a good approach using LMS tools [11]
In this context the survey has determined the importance of assessment tests for the
learning process of students: unfortunately it has been noticed that not all the different
categories of assessment tests are implemented on the evaluated LMS. Often LMS systems
allow certain kinds of categories of assessment tests excluding others, and this can generate the
user’s disappointment [12].
The survey pointed out that two typologies of score provision are essential:
automatically produced tests and teacher’s mercy tests.
3.3 Multimedia format and author tools
It is very important to focus on the usability of the authoring tools implemented on LMS: the
possibility to create new contents and, moreover, to import existing contents in any format
(pdf, doc, txt, html, etc) are essential factors that the users surely expect from an LMS.
3.4 Monitoring of the Courses
The courses on LMS must provide any solution, from the possibility of self registration, made

by the teacher or the administrator to the possibility to let access free to anyone.
The monitoring of the course cannot underestimate the analysis on the user’s log, the
access time and the resources used, supplying a data set output for every single activity.[13]
In this case, the LMS evaluated so far offer optimal support solutions.
3.5 Communications
There are two important instrument that every LMS should supply to a collaborative learning
course: the flexible development and the management of synchronous and asynchronous
communication. That is to say, instruments like chat, audio-video conferences, mail forum and
a good tool for the sharing of files and notes.
The general satisfaction of all LMS tested so far highlighted by the results of the
survey, gives evidence of the maturity and of the capacity of such web based learning
instruments.
3.6 Management of the Permissions
Various professional figures approach the LMS; different kinds of the permissions can
differentiate the access to functions with reference to the role of everyone. The administrator,
the teacher, the tutor, the student and the host are by now the standard figures on which all the
formative process centres.
3.7 Quality of the Documentation
The survey demonstrated that there is great demand for high standing technical documentation.
Users are often disappointed by the lack of good material. An example of good quality of
documentation is in Atutor, whose help on-line was appreciated very much.
Probably it’s because this kind of web technology is extremely simple to use that
creators often believe that the drafting of a handbook to help the final user is unnecessary. The
survey demonstrates that, instead, it could be a factor of success for an LMS project.
3.8 General Aspect of the System
The diffused use of the Cascading Style Sheet, in the definition of the aspect of the courses,
renders the choice of the template and its change very flexible [14].
In spite of what the group of research believed, this aspect is less important than others
because usually people pay more attention to the contents of the LMS than to its appearance.
Many osel.it users, in fact, use the several platforms with minimal modifications on
what seems to be template standard.
3.9 Scalability
The scalability of the system LMS is a very important problem.

Often it is not clear if the system can grow either horizontally or vertically and in which way.
Concerning this, the documentations are exiguous and so prefigure an optimal use of LMS for
medium-small scenery as schools and universities.
Conclusions
The results obtained by the survey are very interesting and show how the LMS open source are
today surely and reliable for experiences no more delegated to singles educators but they are
fundamental and technological part of complete course and self- made courses.
The attention of the Osel users is turned to simplicity of use of the LMS system that do
not demand particular computer science competences (template) for the creation and
management of the courses, so they can concentrate mostly on the contents and not on the
shape that they must assume.
Flexibility in the set up, management of learning path based on results assessment of
profit, assessment of type, monitoring of the activities made by the students on the platform,
the flexibility in the creation, authoring and management of learning objects, the flexibility in
the creation of synchronous and asynchronous instruments of communication, and the
possibility of individualization, are very important.
It will take a lot of work to improve the documentation on line and offline to support
normal activities. As the results of the survey demonstrate, the lack of documentation of the
actual LMS is surely the aspect that mostly disappointed the web community of Osel.it.
These results offer remarkable cues for a debate constantly fed by series of forums,
actually already very active on the site www.osel.it.
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Empowering New School Leaders through Systems Development): A Model for Building
Leadership Capacity for Change
This session will focus on the design, development, and evaluation of an innovative professional
development system for future school leaders across the state of Hawaii. Presenters will present the
highlights of the developing system and engage participants in a professional dialogue focusing on
the implications of components of this model for other contexts.
The Administrator Certification for Excellence (ACE) program is a three-year, systemic
professional development model that provides unique and integrative learning experiences for
beginning school level administrators. The continuum of development includes a careful screen
process for aspiring school leaders, a cornerstone Leadership Institute, formal seminars and
workshops, and on-the-job training and support.

Participants engage in experiential learning activities based on six dimensions of leadership: (1)
building relationships; (2) communications; (3) breakthrough thinking; (4) systems development;
(5) management roles and dispositions; and (2) raising student achievement.
Key features of the system include: (a) the establishment of professional learning communities of
practice operating as cohort groups; (b) learning from collegial teams of Abest practice@ veteran
principals and research-based consultants; (c) training of principals as mentors; (d) becoming
reflective practitioners by building personal and professional theories of action; (e) problem-based
and case-study learning experiences; (f) onsite and on-the-job mentoring and technical support;
and (g) close alignment between professional development activities and formal and required
university-based course work.
Initial evaluation findings, based on both quantitative and qualitative methodologies, indicate
significant growth of program participants based on the indicators of growth described in the
ISLLC national standards and Hawaii=s Profile of an Effective School Administrators.
This long-range professional development model has been implemented in developing leadership
capacity for Hawaii’s administrators and is presently being replicated (adapted) for all principals,
assistant principals and teacher leaders in the Guam Public School System. Plans are developing to
adapt this to other parts of the Pacific region.
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presenters will demonstrate that mentoring goes well beyond changing the destinies of individuals.
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How to explain the school achievement? - Historical Analyses of Educational
Policy and Learning Results in Finland
1. Introduction
This paper aims at analysing the factors contributing to success in the international
comparisons on school achievements (IEA, PISA-2000, PISA-2003) so far as one of
the participating countries – Finland – is concerned.
PISA-2003 that was published quite recently confirms the results observed in the
previous studies: Finland is one of the top participating countries in terms of both
literacy (Pisa 2000 and IEA 1995) and mathematics skills (PISA-2003).
In addition to the good success, Pisa 2003 also revealed special characteristics of
Finland such as these:
- The deviation of the learning results was exceptionally small among the Finns
- The difference between good performers and poor performers is small
compared to the other participating countries
- Regional differences between the various parts of the country are small
- Differences between school are small
- Differences between pupils based on their socio-economic background are
small
In general, the learning results are far less dependent in Finland than in other
countries on which school the pupil goes to, where the school is situated, if it is an
urban or rural school, what the socio-economic status of the parents is or where the
pupil’s parents are living.
This result has inspired a lively discussion on success factors in education both
nationally and internationally (i.e. Buchberger & Buchberger 2003, Buchberger &
Buchberger 2004, Kaiser 2005, Kansanen & Krokfors 2005, Välijärvi & Linnakylä
2005) . The discussion has paid a great deal of attention to special characteristics of
the Finnish teacher education system and the Finnish comprehensive school system
Recent analyses have also focused on the role of the curriculum reforms, (Halinen
2005), the schools’ everyday-life practices and the local autonomy of the schools
(Naumanen 2005), among other things. Välijärvi and Linnakylä, the main
coordinators of the Finnish PISA group, have rightly pointed out that there is no
single factor underlying the success, as it is about teamwork between many
contributing factors. According to Välijärvi, important general factors include the
”philosophy of the Finnish comprehensive school”, the high educational standard of
the teachers, the pupils’ right to receive special education, the flexible curriculum of
Finnish schools, and cultural homogeneity (Linnakylä & Välijärvi 2005).

The discussion below approaches the issue from a different angle. My intention is to
show how education can be seen as an important project in the Finnish welfare state,
the foundation pillars of which were built in the changes to social structure after the
Second World War, especially in the 1960’s and 70s. This means that learning
results – or success in the PISA comparisons – cannot be understood in separation
from the socio-political context or by considering the special characteristics of the
educational system only. It is about a whole formed by a number of socio-political
decisions, factors related to the history of ideas and education, macro-level changes
affecting the educational system, learning theoretical ideas and practical measures, in
which the various contributing factors are linked firmly to each other.
The purpose of this paper is to analyse the most essential factors in the Finnish
educational project by concentrating on the following sub-themes:
a) The fundamental theses of the Finnish welfare state and the structural change
in society since the 1960’s;
b) Change in the ideological climate of education and the interpretation of
equality;
c) Administrative approaches to and pedagogical arrangements in basic
education;
d) Special characteristics of pedagogical-psychological thinking.
2. Change of social structure and the welfare state

The principles of educational policy in Finland after the Second World War can be
seen as part of the project of building the Finnish ”welfare state” which also involved
a strong structural change in society in the 1960’s and 70’s. Finland was still a
mainly agrarian society in the early 1960’s, with more than 35 % of the working
population earning their livelihood from agriculture or closely related occupations.
The educational system was divided into two parallel channels of education: 1) the 7year primary school kansakoulu, which was taken by the majority of the age group
and 2) the secondary school oppikoulu (with a 5-year lower secondary school and a
3-year upper secondary school) which offered some of the pupils access to university
studies. The choice was made in the fourth grade of kansakoulu.
In the post-war reconstruction phase this so-called “parallel school system” seemed to
serve the needs of society and prevailing industrial life quite well. Labour was needed
quickly for agricultural occupations, and a long educational career was not needed for
basic agricultural tasks. The choice of the parallel channel of education – secondary
school and higher education – could mean a farewell to the parents’ occupational
tradition. This is why the educational attitudes of the rural population and the

working population of the towns were not very positive, although secondary schools
were becoming more popular. Paul Willis (1971) has described a similar
phenomenon in the English industrial milieu.
A nearly dramatic change took place in ten years. Overproduction in agriculture led
to political decisions which enforced large-scale closing of small farms causing a
migration from the countryside to towns and to search for work outside Finland. By
the end of the 1960’s, 300,000 Finns had moved abroad, mostly to neighbouring
Sweden. This was a great loss for a country with a population of about 4.5 million. It
became a political necessity to safeguard the material and mental welfare of the
population, and the government would carry the mainly responsibility for
accomplishing the task.
The concept of a ”welfare state” acquired an exceptionally comprehensive content in
Finland and the other Nordic countries, which is why people often refer specifically
to the ”Nordic welfare state model” (Kettunen 2001b). The basic ideas underlying the
Finnish model were outlined in the early 1960’s by Pekka Kuusi in his book 60-luvun
sosiaalipolittiikka [Social Policy in the 60’s] which linked the necessity of economic
growth, social rights based on citizenship and welfare services provided by the
government (Kuusi 1961). The Finnish conception of the welfare state thus joined
ideologically the requirement for economic growth, paid work, material well-being,
social equality and democracy. Equality and solidarity were seen as a means to
enhance economic efficiency, but at the same time they were goals for whose
attainment economic growth was an important means (Kettunen 2001a).
The project for the implementation of the welfare state in Finland meant that the
construction of public services acquired an important role in social reforms ever since
the 1960’s. The pension and health insurance systems, child allowances, home care
for the elderly, children’s day care, unemployment benefits, rent allowances and
financial aid to students, etc, became part of public-sector politics. The main issue in
the social political agenda of the welfare state was not any longer how much the
reforms would cost, but how much money the government would have to spend on
them (Kallio 1982, 43, SKH III). The focus was placed on social transfers of income,
with the goal of enhancing the living standard of the lowest-income part of the
population and adding to consumption. The basic services of society – health care,
work, material subsistence – were seen as universal social rights that should be
available to all citizens irrespective of birth and social status.
The project of the welfare state did not lack in ideological charge. In neighbouring
Sweden, the social-democrat ideologists of the welfare state defined their social
model as the “third way” between American capitalism and Soviet communism
(Kettunen). In Finland, the structures of the welfare state were built more cautiously
compared to the front lines of the Cold War, referring to the ”necessities” of

economic growth, but stress was also laid on the position of Finland between two
growth-oriented societies – Sweden and the Soviet Union:
"If we wish to continue living our own life between Sweden and the Soviet
Union, two nations which are conscious and capable of growth, we are doomed to
grow.” (Kuusi 1961, 34.).
In this social context the significance of education as a social institution and in the
choice of a young person’s professional career started to show differently from
before. Education was seen as part of social security in the welfare state. People
started to think of education as a necessary prerequisite of economic and mental
welfare on the one hand, but also as a right of citizenship to which the children of all
social classes are equally entitled. Political unrest in the 1960’s in Finland as
everywhere in Europe brought the demands for democracy and social equality to the
focus of political debate. The parallel school system was criticised for producing
inequality and selecting pupils for different channels of education on social and
economic grounds. It was also noted that the system leaves “reserves of talent”
outside education, thus losing the educational potential in them.
The structural change in society – which was more intense in Finland than in the
other OECD countries (Korkiasaari 1991) – and the idea of the “welfare state” as a
guarantee of the material and mental welfare of the citizens thus provided the basis
for changing the structure and contents of the entire educational system.

3. Changes in the structure of the educational system and in the patterns of
pedagogical thinking
The radical change described above provided the prerequisites for a very
comprehensive change in the educational system that was planned and mostly
implemented in Finland on all levels of education from basic to the highest education
starting in the 1960’s and finished by the late 1970’s. The most important of them
were 1) the comprehensive school reform, 2) reform of vocational secondary
education, 3) reform of the university degrees and 4) the adult education reform.
From the viewpoint of Finnish adolescents’ school achievements and the results of
the Pisa studies, the most essential of these are the changes to the comprehensive
school system and the university degree reform so far as teacher education is
concerned.
A general starting-point for the changes to the educational system was the principle
that educational policy is an important part of social policy and its goals were to be
defined on the basis of the goals set for social development. (Komiteanmietintö
1973). In Finland, the social political goals of the welfare state were adapted to the
OECD’s educational doctrine which placed emphasis on the significance of education
as a means to promote economic growth and production. The following principles in
particular emerged to guide the reform of the structure and contents of education,
influencing decisions related to education far into the future (see e.g.
Komiteanmietintö 1969, Komiteanmietintö 1973, Lehtisalo & Raivola 1999, 110112):
1) Principle of equality: an important goal of education is to promote social and
educational equality;
2) Enhancement of the general educational level of the entire population: the
entire age group shall be arranged a sufficiently long (9 years) uniform allround education that provides the basis for a specialised education;
3) Removal of obstacles to an educational career and continuity: the educational
system must be developed structurally as a whole in such a way that it is
possible to advance to further studies on a higher level in all sectors according
to the principle of ”continuous education” with no “dead ends”;
4) Overcoming learning difficulties: special attention shall be given on all levels
of education to pupils with learning difficulties.
In the political context of the 1960’s and 70’s, these principles were not very unique
from an international point of view. In Scandinavia, Sweden and Norway were
among countries which focused on much the same principles, and similar goals had
been set for education in many OECD countries, even though there were differences
in the educational systems. However, the way in which the principles were
implemented were partly unique in Finland. First of all, the principles of the reform

were extended to all levels of education, and the implementation of the principles was
guided centrally. It was essential that the basic goals of educational policy were
debated widely and an effort was made to concretise them in the various sectors of
education and in the practical activities of the educational institutions. Secondly, the
principle of educational equality was given a concrete and detailed interpretation, and
it resulted in measures and approaches to be followed in everyday school work.
Thirdly, a radical change took place in the pedagogical-psyhological approach to
teaching from a differential psychological view to the social factors of the pupil’s
ability to learn. I will next discuss in more detail factors and approaches connected
with basic education in particular such that have had a crucial significance for the
enhancement of the educational standard of young Finns ever since the 1970’s.
3.1.

Interpretation of educational equality

Traditionally, educational equality has been interpreted in three different ways
(Husen):
1) Equality of educational opportunities, i.e. participation in education is not
limited by birth, place of residence, social status, sex, race, wealth and other
similar factors. Everyone is offered an equal opportunity to take part in
education.
2) Equality of educational arrangements and ways to implement education, i.e. an
effort is made to organise the ways in which education is implemented in a
way that promotes equality
3) Equality of educational results, i.e. the learning results are also equal.
Finnish educational policy of the 1970’s aimed at equality on all levels. Equality of
educational opportunities required structural changes on the macro level, the most
significant of which was the termination of the parallel school system and the move
to a uniform comprehensive school. The Act on the Foundations of the School
System passed in 1968 prescribed that basic education was to be given in a uniform
9-year comprehensive school (peruskoulu). The change was implemented gradually
in the 1970’s, starting with the sparsely populated northern parts of the country. At
the same time, a thorough curricular reform was implemented, banishing the
boundary between primary (kansakoulu) and secondary (oppikoulu) school that had
characterised the parallel school system. At the early stages of the change the
secondary teachers and supporters of the parallel school system in particular feared
that the level of knowledge would decline. It was not believed that it would be
possible to teach an entire age group following the same curriculum and in the same
teaching groups. Therefore a special arrangement was devised, i.e. the so-called
streams that would take into account the differences in the pupils’ learning abilities
and talents (Lampinen 1998, 56). This meant that streams differentiated by level of

difficulty were formed in mathematics and foreign languages in the lower secondary
school.
From the viewpoint of the principle of equality, the division of pupils into streams
was problematic, because those who had chosen the lowest stream were practically
hindered from continuing to the upper secondary school or higher studies. And this
was in contradiction to the principle of the continuity of education. Therefore other
approaches to differentiation were soon devised to replace the streams, and streaming
was abandoned after just a few years of experimentation. The introduction of a
uniform comprehensive school thus meant that an entire age class carries out a
uniform 9-year comprehensive school that has the same scope and requirements for
everyone. All the basic facilities required by the studies – teaching, learning
materials, school meals, journeys to school (for those with a distance of 5 km or
more) – were to be available free of charge to all the pupils.
The radical interpretation of equality in Finnish educational policy required, however,
also the equality of learning results. This means that all students were to reach the
same basic goals in basic education. This requirement gave rise to a wide and
polemic debate among the teachers, school authorities and researchers alike. The goal
was considered unrealistic and such that it would depreciate the differences in the
pupils’ individual talent. Despite the criticism, later developments have shown that
the interpretation of the goal for equality and its practical implementations involve
issues that have had a crucial significance for school achievements (PISA 2000 and
2003):
1) Basic education was determined clear-cut learning objectives, so-called basic
objectives that were the same for all pupils. They were also determined for each
school subject and were concretised in teachers’ guides. This meant that the
principle of the equality of learning results resulted in curriculum development
that defined quite accurately the standard that a pupil was expected to reach in
each grade, and the schools and teachers were instructed accordingly.
2) A significant change to pedagogical approaches and to the pedagogical culture of
the schools was required to reach the goal. The culture of differentiation,
segregation and selection typical of the parallel school system had to be replaced
with a culture of uniformity, equality and social responsibility.
3) The equality of learning results required intense allocation of resources on pupils
with a poor learning history, a domestic stimulus environment that is opposed or
unfavourable to learning, or who had learning difficulties for some other reason.
It is quite surprising that the principles of educational policy and pedagogy were
formulated under the leadership of the centrist liberals (e.g. Koulutuskomitea 1973)
and even the political right wing supported the contents of the reform, even though it
be that the political force behind the change was originally the new left.

3.2.

Educational optimism and “Mastery learning”

The macro-level changes in the educational system and the general goals of education
policy are not enough, of course, to explain the performance and school achievements
of individual pupils. Many studies and practical experience have shown that the
transfer of theoretical ideas into pedagogical practices and everyday school work
requires concrete instructions and decisions made on various levels: changes in
approaches to learning and teaching, curriculum development, administrative
instructions, in-service training of teachers, etc. The context of educational policy in
Finland in the 1970’s was quite unique in that the macro-level policy decisions were
followed by concrete pedagogical applications and practical decisions on teaching
arrangements.
It is obvious that the change in the politics of ideas described above and the principle
of equality could not be introduced into everyday work at schools without a reevaluation of the learning psychological basis of teaching. In connection with the
comprehensive school reform there was a lively policy debate among both
researchers and politicians on the conditions of the educability of a human being.
Research in educational sociology diverted the debate away from models of
explanation based on individual psychology and genetic heredity to social factors and
structural factors in the learning environment: one did not want to consider
educability primarily as an individual or genetic phenomenon, but as a social and
structural problem that could be solved through decision-making in educational
policy and pedagogical practices (ibid. 1973, Antikainen 1998, 94). In practice, this
meant that teaching instructions disclaimed the traditional way of differential and
aptitude psychology to explain differences between individuals based on the genetic
aptitude structure – intelligence, various talent profiles, personality traits, etc. (e.g.
Hautamäki & Häyrynen 1973). The curriculum for the Finnish comprehensive school
published in 1970 puts it as follows:
There is no reason to overestimate the effects of differences in cognitive abilities
on learning results. If the stuff to be learnt is programmed in such a way that it
becomes more and more difficult in steps appropriate for each pupil, and if
individual differences are allowed in the time spent learning, the learning results
are not that different in groups with different abilities. It would therefore be
reasonable to differentiate teaching in comprehensive school in such a way that
different lengths of time spent studying... belong to the system as an acceptable
part of it. (POPS I, 136)

This approach involves a strong educational optimism: in principle, anyone is
capable of being educated. It is to be noted that the pedagogical implementation of
the reform in Finland involved an intense discourse on teaching and learning theory,
which adopted a concrete content in the new pedagogical-psychological research
literature. In the reform carried out in the 1970’s, the most significant debate on
learning theory was related to the idea of Mastery Learning, which was being debated
in a lively fashion in American educational research (e.g. Bloom 1968, 1971, Block
1971). Bloom’s research group had developed a theory of teaching and learning
based on the assumption that careful definition of the goals of learning, periodisation
of teaching and variation of the time spent learning could significantly improve the
learning results. The main principles of Mastery Leaning – which were known very
well in Finland – can be crystallised as follows (Block 1971; Lahdes 1980):
1. Divide the stuff to be learnt into learning tasks with exact aims;
2. Monitor the achievement of goals through formative and summative
evaluation;
3. Use formative evaluation to identify the issues which are difficult to learn
and the pupils with learning difficulties;
4. Reduce learning difficulties through immediate remedial teaching;
5. Reinforce the pupil’s self-esteem, self-concept and positive attitudes to
learning through experiences of success;
6. To achieve the learning goals, vary the time, learning materials and
teaching arrangements used for learning and teaching depending on the
pupil’s performance and progress.
No detailed research has been done into the extent and ways in which the principles
of mastery learning were applied in Finnish schools. Research and experimentation
projects involving mastery learning were certainly implemented in several schools in
southern Finland, and the principles of mastery learning were evident in the debate on
the school reform (see Lahdes & al. 1979, Lahdes 1980, Komiteanmietintö 1973).
“Mastery Learning” was seen as a learning theoretical counterpart of the principle of
equality, and extreme interpretations gave rise to the slogan ”everyone can learn
everything” – provided that the time spent learning is varied and compensation for
deficiencies in the learning environment is provided with sufficiently intense support
arrangements. Interpretations of the Mastery Learning principle partly led to

exaggeration, but it was still supported by empirical research evidence: Bloom’s
research had shown that in teaching arranged along the principles of mastery learning
even 90 % of the pupils reached a target level that was only reached by 25 % of the
pupils in traditional teaching (Block 1971, 3).
The debate on mastery learning led to the discussion on the educability of man, in
general. An essential thing was the rejective position on genetic determinism. There
are differences between pupils, but we cannot assume in advance that they are due to
genetic factors. Pedagogical argumentation emphezised that educability is not a
characteristic of individual psychology, nor can we know beforehand what kind of a
learner a pupil who is a newcomer to the school is, or what his or her potential for
learning is. The teacher’s actions and the structure and special characteristics of
pedagogical interaction essentially determine a pupil’s ability to learn. Educability is
a principle of pedagogical interaction rather than an individual ability (Benner 1996,
57).
The radical change in learning conception described above thus meant a radical
change in the attitudinal climate, but at the same time an obligation for schools and
teachers: poor learning results cannot be attributed to the pupils only. The
curriculum for basic education issued in 1970 puts it very emphatically as follows:
”In so-called eliminative schools in particular, the poor learning results of pupils
are often interpreted as results of their poor learning abilities. By dropping the
pupils who do not make the grade it is possible, of course, to tell apart the
successful pupils among the aspirants. At the same time the teacher has,
however, picked in the pupils who learn best with the very procedures that s/he
has been using. --- The situation is different in the comprehensive school where
no elimination is carried out. The poor result obtained by a pupil can be due to
the fact that the teacher’s actions or attitude are not appropriate.” (POPS 1970,
159.)
The change in the pedagogical approach was standardised through the curriculum,
transferring some of the responsibility for learning results to the teachers. The
research results of Bloom and other mastery learning gurus had shown that the way in
which the teaching process is organised has a crucial impact on the learning results:
Ninety percent of students can learn what is normally taught in schools at an A level
if they are given enough time and appropriate instruction (Bloom & al.).

3.3.

Overcoming learning difficulties and pupil evaluation

One of the pedagogical principles most fully elaborated and concretised in the
Finnish school system has been the principle of overcoming learning difficulties (see
the principles of mastery learning above). This means broadly speaking that the
learning difficulties of a pupil shall not become an obstacle to his or her progress in
his or her educational career, and the pupil shall be supported with a variety of
measures to overcome them (Komiteanmietintö 1973, 19-20). Putting this principle
into practice – in mathematics and foreign language teaching in particular – requires
special arrangements. The traditional approach both in primary and secondary
schools had been that pupils who do not achieve the learning goals set for an age
class within ordinary teaching are not promoted to the next grade. As a pedagogical
procedure, non-promotion was problematic and questionable, as the pupil was left
behind his or her age group which was felt to be a punishment and decreased
motivation. Meanwhile the principle of overcoming learning difficulties is based on
sufficiently early intervention in learning problems, making sure through various
measures of support that there is no need to repeat an entire grade (ibid. 19).
In administrative terms the principle of overcoming learning difficulties was
implemented – and still is implemented – in such a way that schools are allocated a
special resource that can be directed to remedial teaching for pupils in learning
difficulties. Remedial teaching refers to additional teaching outside normal
classroom lessons to support the learning of a pupil who is lagging behind others due
to temporary learning difficulties. So a specially resourced system of remedial
teaching was constructed as part of the comprehensive school reform for pupils with
temporary or permanent learning difficulties. It is good to note that although the
principle of overcoming learning difficulties had its basis in the viewpoint of equality
and it was supposed to support the learning of pupils with a poor social background
and coming from a poor stimulus environment, the support system was basically
meant for all, including the so-called good and successful pupils who were prevented
from taking part in normal instruction due to illness or some temporary reason and
therefore needed special support.
Pedagogically, it is very important that an effort was made from the very beginning
of the remedial teaching system to implement it in such a way that it does not label
the pupils needing special support. In this way the system of remedial teaching
gradually became a natural part of the pedagogical practice of Finnish schools, and it
is also an important pedagogical action model in the new core curriculum for the
comprehensive school (Peruskoulun opetussuunnitelman perusteet 2004). The
principle of overcoming learning difficulties and the remedial teaching system
developed for its implementation has meant in practice an improvement in the level
of performance of pupils with the poorest learning results.
It is obvious that the principle of equality and the overcoming of learning difficulties
posed new requirements for the way in which the performance of pupils was to be

assessed: traditional assessment based on mutual comparison and selection of the
pupils was not in accordance with the radical interpretation of equality or the
principle of overcoming learning difficulties. So far the assessment of learning results
is concerned, assessing pupils in relation their own personal learning goals emerged
as the essential thing. This idea was already suggested in the comprehensive school
curriculum of 1970, but much more emphatically in the core curriculum released in
1985:
”From the pupil’s point of view, assessment shall provide feedback on his or her
progress in reaching the set goals and courage him or her to study and develop
him/herself continuously. … in the assessment of all subjects, relative
assessment based on mutual comparison of the pupils shall be abandoned. So,
the grade given to a pupil will not be dependent on other pupils’ grades. …This
kind of assessment could be called goal-based assessment. When grades are
given, a pupil’s achievements are not compared to other pupils’ achievements as
in relative assessment”. (OPS 1985, 29)
This was an important idea on principle, because assessment was made a tool of the
learning process. It was thought that assessment should above all promote and
encourage the pupil’s learning process. Secondly, it was considered important to
determine the need for special education and special support. Understood in this way,
the focus of assessment moved from an assessment of the end result of the pupil’s
performance to assessment in the course of a process, the function of which is to
support the learning process and also to help the school to direct support measures at
a sufficiently early stage to pupils with learning difficulties. Although the Finnish
comprehensive school curriculum has been revised many times (in 1985, 1994 and
2004), no changes in principle have been made in this regard: all the curricula lay
stress on the function of assessment – not as a tool of picking out or selecting pupils –
but as a tool of promoting the learning process and to encourage for continuous
learning. The 1994 core curriculum (Opetussuunnitelman perusteet 1994) also places
emphasis on the meaning of assessment to reinforce the pupil’s self-esteem and selfconcept (OPS 1994, 24).

3.4 . “New Winds”: Constructivism and Self-regulation of Learning
“Mastery Learning” was quite a short-term phenomenon in public Finnish debate on
educational policy. Its learning and teaching theoretical idea had been created in the
ideological climate of neobehaviouristic psychology which was prevalent in Finland
in the 1970’s. It was challenged in pedagogical debate from the 1980’s by cognitive
psychology and in the 1990’s by the constructivist conception of learning (e.g.
Glasersfeld 1991, Wright & Rauste von Wright 1994). Instead of the external

teaching arrangements, the attention turned to self-regulation of learning and the
learner’s own ability to organise his or her learning process. Of course, Finnish
debate followed international debate on learning psychology and pedagogy: the
criticism against behaviourism was strong, and a new approach was sought in the
scheme theory of cognitive psychology, learning theoretical constructivism (Piaget,
Glasersfeld) and different forms of collaborative learning. Among researchers of
learning, the learning theoretical and pedagogical ideas of the 1970’s have been
abandoned or ignored in terms of the antitheses “behaviourism/constructivism”,
“teacher-centred/pupil-centred”, “externally regulated/self-regulated”, “conservative/
modern”, etc.
It is important to evaluate what the significance of these changes in learning
theoretical approaches has been for the pedagogical practices in curriculum
development for basic education.
The curriculum reform of 1994 caused a “theoretical crisis” in curriculum thinking
and the new “conception of learning and knowledge” became the basic starting point
for teaching (OPS 1994, 9-10), placing emphasis on the pupil’s active role in the
construction of his or her own knowledge structure. The curriculum reform of 2004
also focuses on the constructivist idea of learning as the basis for the planning of
teaching and other school work. The earlier idea of mastery learning was considered
too inflexible or undynamic. There is a good reason to say that a basic constructivist
approach – the so-called “new conception of knowledge and learning” – permeated
the entire educational system in the 1990’s on its various levels, at least in the
rhetoric on school reform and curriculum development.
The essential thing is, however, that the general principles described above have not
changed remarkably despite the radical changes in learning theory. First of all, the
principle of educational equality is still an important general principle that directs
Finnish educational policy and pedagogical practices in comprehensive school. This
has not been questioned so far, although the neoliberalist point of view has also
introduced new demands to the debate on educational policy in recent years. The new
national comprehensive school curriculum puts a similar emphasis on the principle of
educational equality as the previous ones did (OPS 2004). The interpretation of the
principle of equality has been loosened, however, focusing on the equality of
educational opportunities and more than before the consideration of pupils’
individual abilities, rather than the equality of learning results and goals as in the
1970’s. Secondly, overcoming learning difficulties is still an important pedagogical
principle directing school work, and various forms of remedial teaching are an
essential part of everyday school work. Thirdly, the idea of pupil-centredness
contained in the constructivist idea of learning is not something novel, either. The
basic pedagogical philosophy of comprehensive school has, in fact, been basically
pupil-centred from its very beginning, although the teachers have been given plenty

of responsibility for reaching the learning goals. As it is, all reforms since the 1960’s
have laid stress on the importance of removing the pupils’ obstacles of learning,
safeguarding the continuity of the pupil’s educational career, the importance of a
learning environment that motivates the learner, and consideration of the pupil’s
learning history and previous level of knowledge. In this sense the constructivist turn
in learning theory has basically not brought anything new with it. Fourthly, although
the idea of mastery learning in the 1970’s has been criticised, all the reforms have
emphasised the importance of setting and reaching goals and pupil assessment in
relation to the set goals.
What has changed, then? From the viewpoint of the learning results, the most
essential change appears to have taken place in the way in which the individuality of
teaching and learning is interpreted. As was stated above, the principle of equality
that provided the basis for the comprehensive school reform guided teachers’ work
and the school’s special pedagogical arrangements for the needs of the pupils with the
lowest level of performance. An attempt was made to take the individual learning
abilities in the bottom quartile of the group of pupils carefully into account, while the
successful top quartile received little attention. It was not appropriate in the
ideological climate of the 1970’s to speak about the special needs of talented pupils.
It was thought to be elitist and opposed to the goal of equality. Resources were
targeted for use by the poorest. This helps to explain the small deviation in the
Finnish Pisa results.
In this respect a major change has taken place in the last decade: we have woken up
to understand that talented and successful pupils also need special support. The most
recent studies show, however, that the comprehensive school system has not
neglected the most talented pupils, either (Kuusinen 2005). But the modern pupils
have access to individual paths of learning to a greater extent than before, and both
attitudinal and administrative obstacles have been cleared from the path of the most
advanced pupils (e.g. division into grades).
Another significant change is related to the meaning of the so-called metacognitive
skills. Along with the new cognitive-constructivist approach, special attention has
been given to the pupil’s skills of information acquisition and learning to learn. This
change has, of course, followed the international change in approaches to learning.
The Finnish context would not appear to differ from the situation in the other PISA
countries on the general level. Yet there is one factor that is well worth pointing out,
i.e. the use of modern information and communication technology in teaching.
In the last couple of decades the structural change in society has been described in
terms of a transition from the industrial (or post-industrial) society to an information
society, in which a central position is occupied by work and services that apply
modern information technology. At the beginning of the 1990’s, the Finnish

government drafted a national strategy for an information society, which was
published as Finland into an Information Society – a National Policy (1995). The
strategy led quickly into measures in the administrative sector of the Ministry of
Education as well, and it has been specified further and concretised on a continuous
basis. Special strategies of their own and recommendations for the promotion of the
instructional use of modern information and communication technology have been
drafted for schools and teaching. The constructivist conception of learning, “open
learning environments” and modern information and communication technology
(computer-based teaching, e-learning, virtual learning environments) have been
considered as belonging together in learning theoretical discussions. In this way the
radical change in learning theory, the government’s strategy for the information
society, and the strategies for the use of information and communication technologies
in teaching were linked seamlessly together. According to international comparisons,
various indicators show that Finland has been a leading country in the development
of the information society (Blom & al. 2001, 16-17), and the learning environments
of schools, for instance, are modern and well equipped compared to the other EU
countries. The pupils’ and teachers’ skills of using modern information networks in
their studies are also better than in other countries (Kankaanranta 2004). No
systematic research has been done on the impacts of the change on learning results,
but the teachers’ everyday observations show that learning arrangements utilising
modern technology do have had a positive impact on at least two things: motivation
to study and the development of the skills of information acquisition. On the other
hand, the views of school principals on the positive effects of modern technology are
doubting and critical (ibid.).

4.

School achievements and the improvement of learning results

Numerous national and international studies have shown that the change in the
approaches and pedagogical practices described above has been followed in Finnish
schools by an immense improvement of learning results and school achievements
since the 1960’s (e.g. IEA 1970, IEA 1983-1984, Linnankylä & al 1994, PISA 2000,
PISA 2003). It is easy to observe two basic trends:
1) Nationally, a continuous increase in the level of knowledge: the knowledge
level of young Finns has risen and the learning results have improved in all
subjects ever since the late 1960’s;
2) Internationally, the position of Finland compared to the other participating
countries (OECD and others) has risen from the late 1960’s to the early 21st
century from the bottom or medium level to the international top level.

The first-mentioned developmental trend shows that the abandonment of the parallel
school system did not lead to a decrease in the knowledge level as feared by the
sceptics of the comprehensive school system, but the other way round: the decisions
involving the structure of the educational system, together with the pedagogical
reforms, have led to a continuous improvement of the learning results. The other
developmental trend shows that the chosen educational policy and pedagogical
changes have produced a result that is internationally exceptional. In an international
comparison, the change of school achievements in Finland in the various subjects can
be crystallised as follows:
- Literacy: Finnish youth already did well in the first IEA reading literacy study
(IEA 1969-1970), but in the early 1990’s Finland made it to the top
internationally in the basic samples of both the 9-year-olds and 14-year-olds,
and Finland retained its top position in the PISA 2000 study;
- Mathematics: In the first IEA study (involving seven countries) on
mathematics (1964) the Finns placed well below the average in all groups (last
but one among the 13-year-olds and third last in the population of the 18-yearolds). In the second international mathematics study (IEA 1981), the success of
Finns was a little above average. In the third international study (TIMSS 1999)
the success of Finns was clearly above average (the results of six countries
among 38 were statistically significantly better than those of Finland). In the
latest studies (PISA 2000 and PISA 2003) Finland is at the top of the
participating countries;
- Sciences: In the first science study by IEA (IEA 1970), the Finns’ results were
slightly better than average. In the second IEA study (IEA 1983-1984), the
results of the Finns among 4th-graders of comprehensive school were at a top
level internationally, and among 8th-graders better than average. The results of
Finnish children improved more than those in other countries. In the third
study (TIMMS 1999) the Finns did a lot better than the participating countries
(38 countries) on average, and in some subjects they were among the best. In
the most recent PISA comparisons Finland has placed at the top of the OECD
countries.
The results described above show that Finland’s relative position in comparison with
other countries has improved in all sectors. Thus the change is not random but
systematic and has materialised on all levels.
The main thesis of the current article is that underlying and explaining the change
there is a determined change and development of the whole system as described
above on the various levels of education. In other words, it is about an educational
project of the Finnish welfare state that started in the 1960’s and to which the entire
political system, the organisation planning educational policy, teachers and schools
alike were finally committed. Although what was described above is not enough to

explain all individual learning results and changes that have taken place in them, it
does make the overall success of Finnish schoolchildren understandable.
The overall performance involves special characteristics noted in both PISA studies,
which can also interpreted as consistent consequences of decisions made in
educational policy, the structural change in the educational system, and the
pedagogical approaches followed. The small deviation of the learning results and the
difference between “good performers” and “poor performers” which is smaller than
in other countries is explained by the fact the Finnish system targets – as described
above – intense special support for pupils with learning difficulties. It is pivotal that
official regulations, administrative instructions and allocation of special resources
were used to establish a functional and pedagogically meaningful remedial teaching
system, thereby ensuring all pupils the achievement of a certain basic level and an
opportunity to pursue further studies.
The small differences between schools and the small regional differences between
different parts of the country can be partly explained by the fact that the reform of the
educational system and the radical change in pedagogy ever since the late 1960’s
were so total: not a single school or any locality could stay outside the reform.
Therefore any explanations that refer to the schools’ autonomy, municipal or local
educational administration are misleading (cf. Halinen 2005). Although there are
differences between schools, the most important pedagogical principles – that were
described above – have been generally accepted, largely nationally guided (such as
the definition of basic goals, arrangements for remedial teaching, lesson framework,
assessment practices). In this way they have become an established part of schools’
pedagogical practices quite independently of their location. One of the reasons why
no dramatic difference has evolved between the “centre” and “periphery” – or urban
and rural schools – has also been that the periphery has been an object of special
political interest due to the demands for social and regional equality. So, the basic
education reform, for instance, was started with the sparsely populated north – and
the reform was experienced last by the capital Helsinki in the late 1970’s!
5.

In conclusion

In recent years there has been a change in the ideological climate of educational
policy. The education policy that was based on the ideology of equality has been
successful, but in recent years the neoliberalist ideas have questioned it more and
more forcibly. The neoliberalist criticism since the 1990’s has been mainly targeted at
the bloated expenses of the public sector and the high price of governmentmaintained social security. So far this has not resulted in significant demands for
changes to basic education. There are requirements for cost-efficiency, however, and
rhetoric on education focuses more and more visibly on demands for school

specialisation and profiling, mutual competition and ranking lists. There is the danger
that an even, high quality is lost at the cost of free competition.
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Towards Complete Continuous Assessment:
An exploration of embedded assessment using a variety of technologies
John B. Watson, Ph.D.
Associate Professor, National University
Technologist, EyeCues Education Systems, Inc.
Abstract
Continuous assessment is used to evaluate student progress, strengths and weaknesses as
well as to inform the instruction process by identifying appropriate instructional objectives and
approaches. Assessments are aligned to specific skills. Aligning testing instruments and
instructional content allows educators to analyze and evaluate student progress towards specific
objectives. This proposal for future research provides an outline that explores the current state of
continuous assessment technology and proposes areas of potential research to enhance this
valuable educational tool.

The following outline is designed to serve as a framework for exploring continuous
assessment and the use of technologies to deploy these assessments. It introduces the idea of
embedded assessment technologies as a concept that may increase the breadth of continuous
assessment capabilities.
Background
1. Continuous assessment background
Continuous assessment is used to evaluate student progress, strengths and weaknesses as
well as to inform the instruction process by identifying appropriate instructional objectives and
approaches. Continuous assessment is designed to be implemented throughout the learning
process, often at regular intervals. This type of assessment allows educators to plan student
learning and foster student reflection. It also gives insight into what students are thinking. The
assessments take different forms to ensure a variety of skills are learned, including: writing, oral
presentations and portfolio work (and other forms of authentic assessment), computer-based
assessment and assessment embedded in computer applications. Assessments are linked, or
aligned, to specific skills. The alignment of assessment instruments, content and materials
allows educators to aggregate result data and report or view this data over a time-line to
determine whether or not student progress is made in specific skill areas. These results may also
point to which the specific instruction modes individual students respond best to for advancing
their progress and enhancing learning outcomes.
2. How technology makes continuous assessment more powerful
a. Data warehousing

b. Embedded assessment
i. Positives
Assessments can be placed into most any application, even beyond
assessment applications.
ii. Negatives
Continuous assessment really calls for assessment on various
levels, in a number of forms, some of which are not computer-based.
c. Analysis and dissemination
Because data is in a warehouse, software that includes business
intelligence can draw on the information during analysis and automatically
generate reports.
Currently Available Technologies
3. Systems available today that enable continuous assessment
a. Tools that require customization
Example: Hyperion Solutions Corporation
b. Suites of applications that enable continuous assessment
Example: TetraData
Emerging Advances and Potential Research
4. What systems and features are emerging?
a. Richer data collection via assessment
We need to have assessment systems that assess on different
levels/modalities and allow for results to be easily (transparently) placed in a
computerized form for warehousing.
b. Deeper business intelligence and autonomous analysis
Current systems only scratch the surface when it comes to the types of
analysis that can potentially be performed on continuous assessment data. There
is much to be learned from data beyond knowing how to make timely adjustments

to: curriculum, the speed of lessons, and individual or group deficiencies.
Systems ought to make predictions about future performance, about the best
course of action to suit a specific student’s needs, and these systems ought to be
able to detect demographic, geographic, or other (cognitive trait-related, for
instance)
c. Analysis of data over time, including year to year
Many popular assessment systems today only track student data per test,
or per grade. As students move from grade to grade, assessment data should be
kept in a continuous manner, thus enabling long-term analysis.
d. Data visualization
Utilizing regular technology in the classroom is actually quite difficult,
especially at the K-8 and even K-12 level. Teachers concentrate on achieving
close interaction with students. Technology available is often to complicated or
time consuming to make use of in the day-to-day classroom. There are, though,
methods for distilling data warehouse analysis results to forms that are quickly a
readily usable by not only the technology-experienced district assessment
coordinators, but by superintendents, curriculum specialists, and classroom
teachers. One of these methods is data visualization, where complicated results
are present in an easy to use form.
5. What innovations are still needed and why?
Several key problems with the implementation of current and emerging
continuous assessment technologies are that:
a. Available software assessment applications do not fit every education
environment,
b. Manual continuous assessment techniques do not typically include a uniform
process for placing result data into a central data repository for aggregation
with other computer-based assessment results, and
c. There are no standard tools or methods for managing continuous assessment.
One concept in continuous assessment is to deploy testing technologies throughout the
student’s learning experience. This may only be accomplished by:
a. Developing a software assessment tool that can uniformly piggyback other
technologies in order to obtain consistent continuous assessment data, and
b. Developing a tool that gives educators an easy method of gathering manual
continuous assessment data in electronic form.

6. What continuous assessment questions can researchers address?
a. What would an optimal continuous assessment system look like?
b. What are the technology infrastructure needs required to support comprehensive
continuous assessment?
c. What are the professional development needs required to properly implement such a
system?
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Companies
TetraData. Annotation: Cobbles together different tools and applications to offer a complete
education package. On-line: http://www.tetradata.com/sub_default.asp?pg=solutions
Hyperion Solutions Corporation. Annotation: Has systems that may be customized, via
programming, to suit the specific data warehouse and business intelligence needs of an
organization. On-line: http://www.hyperion.com/
EyeCues Education Systems, and Assessa products. Annotation: has core technology that
features a data warehouse, assessment systems, business intelligence and analysis tools; is
developing ai-based analytics and data visualization features. On-line: www.assessa.com
Case Studies
Poway Unified School District. Annotation: This district has a nicely structured plan for
developing continuous assessment. While not technology-driven, the goals of the plan makes
good sense. On-line: powayusd.sdcoe.k12.ca.us/ teaching/assess/K5Committee/TriFold.doc

Leveraging Technology to Implement Standards-Based Report Cards;
How Technology Can Assist Parents in Helping Their Students Learn Math.
Discussion, Innovation and Case Study
John B. Watson, Ph.D.
Associate Professor, National University
jwatson@nu.com

One of the main goals of the No Child Left Behind Legislation is to enhance education
and progress for all students equally. To achieve this, educators have explored a number of
techniques that promise to lead to success. For some time, we have known that increasing
parental involvement can increase student achievement. Since all students are tested on the
standardized skills, the author and educators at Bassett Unified School District in the Los
Angeles, California area sought to empower parents with math and science information they
could use to provide a richer standards-based learning experience to students. A multi-day
workshop was held with educational consultants and math representatives from each of the
district’s schools. Bassett Unified had already begun implementing standards-based report cards
in an effort to enhance their compliance with No Child Left Behind, but this workshop was set
up to create a vision for the future, and included developing a process that could go beyond
simple grading systems. The workshop spanned nearly a week and covered a number of
professional development and associated committee work tasks. The goals were to identify the
standards to be represented on the standards-based report card; come up with easy methods for
teachers to maintain data on the standards; obtain the buy-in of administration, parents and
teachers to use this new process; identify and implement an appropriate technology for
presenting these standards to parents; and determine the form the report cards were to take.
Working with State Standards
One key concept in attempting to implement standards-based report cards is to prioritize
and refine the standards. In many states the standards for specific subjects, say Math, in a
specific grade level, for instance 5th grade, are quiet complex. There might be fifty, sixty or
seventy individual skills grouped by strand that are required for students to learn. Often times if
you look at the standards-based tests that are given at the end of the school year, you will find
that certain standards are emphasized more than others. These might be considered priority

standards or critical standards, because these are building blocks required for other standards to
be learned in later grades. This does not diminish the importance of all of the skills in a specific
set of standards for a subject or a grade, but it is important to understand that these priority
standards exist for purposes such as attempting to communicate a reduced set of standards to
teachers, parents and students. In the case of standards-based report cards, a committee made up
of teachers looks at the state standards and reduces the set to priority standards for reporting
purposes. If possible, a committee may include parents, administrators and students. In the
past student grading might be on an A,B,C,D, E or F schedule with a single letter grade being
given for a specific subject. Now with technology we have the ability to break down the letter
grade, even breaking the letter grade down by specific skill. In our exercise at Bassett Unified we
attempted to identify the priority math skills and the standards for each grade level, so that we
could reduce the standards to approximately eight to fifteen important building blocks for core
subjects like Math, Science and Language Arts. For our exercise we concentrated on Math as the
subject area of interest. An example of the reduced standards set can be found in Appendix A.
Processes and Technologies – not in Kansas anymore
The committee decided to identify software systems and technology that would allow
standards-based report card marks to be entered in an efficient form. Traditionally, teachers
entered only a single mark for each student for each subject. Now they would have the laborious
task of having to manage and enter report cards broken down by specific skill area. Because this
was the case, there was even more reason to break down the standards into priority standards so
that the load would be lessened for the teachers. The number of standards would be fewer which
would benefit the teachers as well. Next the committee evaluated a number of programs that
were currently in use or available. Some were PC based and others were on the web. Many of
these programs allowed grading information to be entered by state standards or assessment data
to flow automatically by state standard into a grade book. There were some cases where grading
information would have to be entered in a more broken down and laborious fashion. But
teachers, staff and administrators understood that the overall benefit of identifying specific
standards and concentrating on them throughout the school year would outweigh the hassle
caused by the additional labor required to maintain these records. The committee settled on
standards-based report cards implemented by some Assessa technology developed by EyeCues
Education. This technology allowed for the aggregation of data, and in the 2004/2005 school
year the technology needs were partially absorbed by software from Edusoft, Inc. Regardless of
the data collection technologies in use, systems were put in place that would allow for the
aggregation of the data via the student information system currently run by the school district to

aggregate the data for the purpose of printing standards-based report cards. This same data
aggregation process is being employed to represent report card related data on a secure website.
Involving Other Stakeholders – a key advancement
Because many parents do not really understand all of the specific concepts and skills their
students are learning, participants in the workshop felt that it was important to put representative
questions or problems next to each standard. This would allow the parents to more easily digest
what the students were learning in each area of the priority standards. It also allowed a parent to,
upon seeing the report card, take advantage of the information that was presented in order to
assist their student in working on deficient concepts and skills. One goal of a teacher’s
committee meeting was to think through how report cards were produced and distributed. The
goal of the committee was not only to decide on the process and the content for the standardsbased report cards, but also to have working groups that would then go back to each of the
schools and represent the committee in disseminating the information about the standards-based
reports cards and how they would be used. This was extremely helpful because everyone from
the committee was able to represent their school, their schools concerns and their own concerns
for the subject area they worked in. In addition to obtaining buy-in from teachers and
administrators, there needed to be a community outreach to assist parents in understanding how
standards-based report cards can help them and exactly what purpose they serve. Therefore it
was decided early on that the standards-based report cards would be rolled out not all at one time
for all grades, but rather starting with early grades and then implement it for additional grades as
years passed. This process would allow parents whose children were just starting school to be
introduced to the standards-based report cards concept early, while parents who have students
about to graduate would not have to digest a whole new grading twist when they had already
settled into a process that had been in place for a number of years.
Standards-based report card design
In workshop discussions, there was a lot of talk about delivering report cards both on the
web and on paper. One nice aspect of having the standards-based report cards available on the
web through a secure website is that parents could review the standards, and that for each of the
areas of the standards-based report card, individual skills could be linked to additional exercises,
additional teacher ideas and/or websites and additional materials. As far as the paper-based form
was concerned, considerations needed to be made for the standards-based report cards to fit on
standard 8 ½ by 11 sheets of paper to be printed out from a high speed laser printer. This process
needed to be simple enough that those in the office that printed the report cards would not have

to worry about addressing letters, printing report cards and be concerned with large changes to
processes that were already in place. When it came to actually designing the standards-based
report cards, the group wanted to make the best use of technology for this purpose. There was
already testing software available that collected the student’s results in a database. The company
that provided the software gave the district the ability to also enter letter grades or standardsbased report card marks for each student for each subject for each grade. The actual design to
the standards-based report card as shown in Figure A (a little sign of a standards-based report
card) included some very important features. Not only did the workshop place the reduced
standards on the report cards, but also produced the report cards in English and in Spanish as the
district has a large student and parent representation for both languages.
Progress for Bassett Unified School District and the report card workshop has been
measured and will take a number of years to fully implement within the district. Early feedback
from teachers and from parents has been very positive based on the printed version of the
standards-based report cards for the early elementary grades. Moving forward, the hope of
achieving standards-based instruction, assessment and reporting is anticipated to benefit
communication with the parents and ultimately the students’ progress in general.

Draft Example of Standards-based report card

Draft Example of Standards-based report card
MATH
Number sense
1.1
Count, read and write whole numbers to 1,000 and identify the place value for each digit.
2.0
Adds and subtracts 3 digit numbers with regrouping.
3.0
Solves simple multiplication problems.
4.2
Recognize and name fractions of a whole and parts of a group.
5.1
Solves problems using coins and bills.
6.1
Makes reasonable estimations.
Algebra and Functions
1.0
Solves problems using number sentences, charts and graphs.
Measurement and Geometry
1.1
Uses standard and non-standard unit forms of measurement.
1.4
Tells time to the minute.
2.0
Identifies and describes common plan geometric shape.
Statistics, Data Analysis and Probability
1.0
Collects, organizes and represents simple data; interprets graph/charts.
2.0
Describes and extends numeric patterns.
Mathematical Reasoning
1.0
Makes decisions about how to set up a problem and solve a problem.
2.0
Solves problems and justify their reasoning.

Teacher comments (Summer Staff Development):
“The presenters (Dr. Watson) and facilitators (Doug Grove) did an outstanding job in informing
the committee as to the API and AYP characteristics and in keeping us focused and moving
along in a timely manner. Wonder of wonders, we actually produced an agreeable result. We
couldn’t have done that, except for their informal patient, and high-hearted manners, that treated
us with respect and we appreciate that so much. “
“Teachers are overloaded and simplifying standards would be helpful.”
“Standards-based report cards are a good idea. The present report cards are very vague and
subjective. Having a standards-based report card would allow parents to see exactly where their
child is excelling or struggling. I would much rather sit down at the computer and make changes
or corrections if necessary without having to manually fill something out or make a mess of the
carbon copy we have.”
“Dr. John Watson has made the seminar very interesting and user-friendly. He did a great job at
guiding us through the process. I feel we have accomplished a lot.”
“Well presented, good information, comfortable setting. The team worked well together.”

Dr. John B. Watson
Dr. Watson has been a professional technologist and researcher for over 22 years. He is
currently an associate professor of computer science at National University and chief
technologist for an assessment software company. From 1982 through 1994, he was President
and C.E.O. of The Quantum Leap, a software development firm. In 1995, he formed Columbus
Research, Inc., a software development company that produced critically acclaimed artificial
intelligence, distance learning, and Internet & Intranet-based data driven applications. As V.P.
Technology Development for AwardTrack, Inc. in 1998-1999, Dr. Watson managed several
technical teams, developed core Internet technology, and aided in company strategy ultimately
leading to the sale of the company for $75,000,000. In 1999-2000, he served as interim Chief
Technical Officer, developing key technologies for several Internet start-ups. He holds several
patents for technology-related methods, and is a senior member of the I.E.E.E. Dr. Watson has a
B.A. in Economics from University of California at San Diego and a M.A. in Liberal Arts,
studying artificial intelligence techniques. He holds a joint doctoral degree in Education with
emphasis on education technology and multicultural education from Claremont Graduate
University and San Diego State University.
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ABSTRACT
For the past five years, Christ the Redeemer Catholic School’s Mentorship Program has attempted to:
•
•
•
•
•
•
•

support development of the knowledge, skills and attributes needed by teachers new to the
Division or to the profession to be successful in their teaching positions;
transmit the culture of the school, school system and teaching profession to teachers new to the
Division or to the profession;
provide an opportunity for teachers new to the Division or to the profession to analyze and reflect
on their teaching with coaching from experienced teachers;
initiate and build a foundation with teachers new to the Division or to the profession for the
continued study of teaching;
promote the personal and professional well-being of teachers of Christ the Redeemer the Catholic
Schools;
develop the knowledge and skills and attributes of effective mentoring for participating teachersmentors; and,
improve teaching performance of participating teachers new to the Division or to the profession
and experienced teachers or administrators.

These program goals, part of the broader mentorship program Frame of Reference (see Appendix), have yet
to be measured in a valid and reliable manner. While anecdotal evidence, including survey results of
mentors and their protégés has been extremely positive, a detailed research-based examination of the
efficacy of the program has yet to be undertaken.
During the 2005-2006 school year, the school Division will undertake a thorough review of the mentorship
program and assess the extent to which the program goals have been met. The results of this research
project will be used to make informed decisions on ways in which the program and the Frame of Reference
need to be modified in order to meet the intended goals.

Hans Woehleke
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APPENDIX
Mentorship Frame of Reference

1.

Name
The name of this committee shall be the Professional Development (PD) Council of the Teachers of
Christ the Redeemer Catholic Schools and Chinook Local No. 29 of the ATA.

2.

Objects
The PD Council shall assume general responsibility for mentorship/protégé activities undertaken in the
jurisdiction.

3.

Program Goals
3.1
3.2
3.3
3.4
3.5
3.6
3.7

4.

To support development of the knowledge, skills and attributes needed by teachers new to the
Division or to the profession to be successful in their teaching positions.
To transmit the culture of the school, school system and teaching profession to teachers new to
the Division or to the profession.
To provide an opportunity for teachers new to the Division or to the profession to analyze and
reflect on their teaching with coaching from experienced teachers.
To initiate and build a foundation with teachers new to the Division or to the profession for the
continued study of teaching.
To promote the personal and professional well-being of teachers of Christ the Redeemer the
Catholic Schools.
To develop the knowledge and skills and attributes of effective mentoring for participating
teachers-mentors.
To improve teaching performance of participating teachers new to the Division or to the
profession and experienced teachers or administrators.

Membership and Responsibilities
4.1

The PD Council shall consist of the following members.
a.
b.
c.
d.
e.
f.

4.2

An elected representative from each school
3 representatives from school-based administrators
2 representatives from central office
1 ATA local executive
1 trustee
1 ATA local professional development committee member

The members of the PD Council are expected to:
a.
b.
c.
d.
e.
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promote and organize the Mentorship Program;
disseminate information about the mentorship/protégé activities to all stakeholders;
assist the principal in recruiting mentors;
hold an orientation meeting for mentors and protégés;
attend all PD Council meetings;
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f.
g.
h.
i.
j.
k.
5.

set an annual budget in consultation with the ATA local and school jurisdiction and
ensure that procedures for distribution of funds are followed;
plan and attend call back meetings;
review policies, documents, and the frame of reference on a regular basis;
evaluate the program by seeking feedback from all stakeholders twice annually;
work cooperatively with all members of the PD Council; and,
plan and attend a school-based follow up meeting to evaluate the program in January.

Committees
The PD Council shall establish subcommittees from time to time as required.

6.

Meetings of the Mentorship Committee
6.1
6.2
6.3

7.

The PD Council shall meet a minimum of two times annually.
a. Subcommittees shall meet as necessary
Notice of Intent to hold a meeting shall be given to members as soon as possible.
It is the duty of each member of the PD Council to attend meetings for the purpose of reporting
and communicating.

Finances
12.1
12.2
12.3
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The Mentorship Program will be funded annually by the local and the board.
The PD Council shall make recommendations on an annual budget to the local and the board.
Expenses will be paid according to guidelines developed by the PD Council and approved by
local council and the school jurisdiction.
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Expense Guidelines
Mentor / Protégé
1.
2.
3.

Funding will be provided for first year pairings.
Mileage to initial and callback meetings will be paid as per Division rates.
Reimbursement for mentor and protégé costs shall be:
3.1.
substitute costs to a maximum of 1.5 days, or
3.2.
other expenses equal to the cost of 3.1 above, including:
3.2.1.
mileage
3.2.2.
meals
3.2.3.
conference expenses not covered by other sources
3.2.4.
professional literature

4. The ATA local will contribute $100 per mentor teacher to their individual professional development
fund.
PD Council
1.

Funding will be provided for the costs of committee meetings, including:
1.1.
mileage for committee members, not including board and central office
1.2.
meals
1.3.
speaker expenses or professional development expenses for committee members
1.4.
miscellaneous expenses approved by the steering committee

Hans Woehleke
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Technology in Schools:
A Study of Gender and Region Effects
Dr. Qing Li
University of Calgary
Calgary, AB, Canada
Introduction
Because of the belief that there should be equity for females and males in education,
gender issue is an active line of research in the United States and other countries (King &
McLeod, 1999) and has been studied intensively for about three decades (Fennema, 2002;
Fennema, Carpenter, Jacobs, Frank, & Levi, 1998; Francis, 2000). The research results have
stimulated numerous efforts to improve educational practices for all students in schools.
Although schools are making progress toward equitable treatment of male and female students,
concerns remain (American Association of University Women, 1999). In its 1999 report, the
American Association of University Women (AAUW) states that in mathematics and science,
male students still outscore female students and the gender gap increases with grade level on
nationally and internationally representative tests such as SAT and TIMSS. Although technology
is expected to ”bridge the educational gap between wealthy and poor students, little attention has
been given to how computer technology is affecting the educational gap between girls and boys”
(p. 10). The report further indicates that, despite the dramatic entry of the Internet into our
schools in the past several years, technology is beginning to create a new gender gap (American
Association of University Women, 1999).
The persistent gender gap identified in mathematics, science, and the emerging gender
disparities in technology are complicated by other factors such as inequalities of region and race.
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For instance, rural students are at a higher risk of leaking out of the science and mathematics
pipeline because of low resource availability and poor visibility (Schoenfeld, 2002). While
many, if not most, rural schools have basic Internet access, they remain, as a rule,
technologically impoverished (Li & Willing, 2002).
This inequity calls for action on the part of educators, researchers, policy makers and the
like. Before we can tackle the problem, however, a thorough understanding of the issues is
necessary. It is essential to examine the effects of gender, region, and other factors on student
learning to deepen our understanding of the complicated issue of the inequality identified in
mathematics, science, and technology. This study, therefore, explores the effects of gender,
region, and race on student beliefs and attitudes related to mathematics, science, and technology
from a multivariate analytical perspective.
Research Questions
The following questions guide this research.
1) To what extent do gender and race affect students’ confidence in using technology?
2) Effectiveness of technology on learning:
a) Do male and female students differ in their belief about the effectiveness of technology in
learning?
b) Do urban and rural students differ in their beliefs about the effectiveness of technology in
learning?
METHODS
Data, Instrument, and Procedures
The subjects were 443 (216 male, 227 female) grade 7 - 12 students randomly chosen
from two urban and two rural schools in Alberta, Canada. There were 351 students from urban
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schools and 92 students from rural schools. A total of 72.7% of students were Caucasians and
27.3% students of Asian, Aboriginal and other ethnicity.
The instrument was a survey questionnaire adapted from the Women in Science Scale
(WiSS). The WiSS was chosen for adaptation because it has proven to be a “valuable instrument
for basic research or curriculum evaluation where adolescent attitude toward women in science
careers is a variable of interest…and [it] could appropriately be used over a wider age range”
(Smith & Erb, 1986). Students were asked to complete this questionnaire asking questions about
their beliefs, attitudes, confidence, and general comments related to math, science, and
technology. There were a total of 48 questions (including 5 questions about demographic
information) asked in the survey. The focus of this study is on both mathematics and science, so
mathematics was added to explore student attitudes toward this subject. To explore student
consideration of a future career, one question asked whether students would consider a
math/science-related career (yes/no). See Appendix 1 for the details of the survey.
Analysis
Quantitative analysis of the anonymous survey using the Statistical Package for the
Social Sciences (SPSS 12.0) was employed to answer the research questions. For the variable
”characteristics,” 8 questions were scored on a 5-point Likert scale ranging from 1 (strongly
disagree) to 5 (strongly agree). These 8 questions were averaged to form the “characteristics”
score (Cronbach’s alpha =.89). Similarly, 9 questions regarding the “compatibility” of women to
mathematics and science were scored on a 5-point Likert scale ranging from 1 (strongly
disagree) to 5 (strongly agree). These 9 questions were averaged to form the ”compatibility”
score (Cronbach’s alpha =.85). With respect to the opportunities for women in mathematics and
science, 10 questions were asked on a 5-point Likert scale ranging from 1 (strongly disagree) to
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5 (strongly agree). These 10 questions were averaged to form the “opportunity” score
(Cronbach’s alpha =.86). For students’ attitudes to mathematics and science learning, 8 questions
were asked on a 5-point Likert scale ranging from 1 (strongly disagree) to 5 (strongly agree).
These 8 questions were averaged to form the ”attitude” score (Cronbach’s alpha =.81). Finally,
10 questions regarding confidence with technology were scored on a 5-point Likert scale ranging
from 1 (extremely confident) to 5 (total lack of confidence). These 10 questions were averaged
to form the ”confidence” score (Cronbach’s alpha =.89). These scores were used in the
successive statistical analysis.
To explore possible gender, region, and or race effects on student beliefs related to
mathematics and science, as well as their confidence in the use of technology, two-way
MANOVA tests were used. Further, t-tests were conducted to examine gender and region
differences in relation to mathematics, science, and technology.
RESULTS
Quantitative statistical analyses of student surveys were used to answer the research
questions. The presentation of the results was detailed below, following the order of the research
questions asked.
Gender & Region Effect on Confidence
Table one presents the mean and standard deviations of students’ confidence in using
various technologies. To answer question 1, a two-way MANOVA was conducted examine
gender and race effects on student confidence of using technology. A 2 (gender: male vs. female)
by 2 (race: white vs. non-white) analysis of variance with the confidence as the dependent
variable showed no significant interaction effect [F (1, 400) =2.173, p=.141], main effect for
gender [F (1, 400) =.013 p=.910], or for race [F (1, 400) =.627, p=.383].
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Effectiveness of Technology on Learning
Gender effect: to answer question 2a, a t-test was conducted to examine gender
difference on student beliefs about the effectiveness of technology. The significant result showed
that female students (mean = 1.04, SD = .20), more than male students (mean=1.12, SD = .322),
believed that technology was effective for their learning (t (405) =-2.90, p=.004).
Region effect: to answer question 2b), again a t test was administrated to test region
difference on student beliefs about the effectiveness of technology. No significant result was
identified (t (408) =-1.18, p=.24).
Conclusion
In this study, I explore possible gender and region effects on student beliefs about the
effectiveness of technology on teaching and learning. The quantitative analysis of 443 secondary
student questionnaires shows some interesting results. The first result that needs to be
highlighted is that female students compared to male students, regardless whether they are from
rural or urban areas, believed that technology was effective for their learning. This significant
gender difference is interesting because it contradicts to the previous research that male students
tend to hold more positive views about mathematics and science.
Deservedly or not, mathematics and science achievement can be the basis for earning
prestige (Hilliard, 1995). Mathematics and science learning offers the thought and language of
precision, patterns, rhythms, harmonies and beauty. All students deserve to have access to this
knowledge. Let's do the best we can for our students.
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Table 1
Mean and SD by Gender & Region
Confidence
Group
Male
Urban
Rural
Total
Female
Urban
Rural
Total
Total Urban
Rural

M

SD

2.259
2.193
2.242

1.075
.860
1.022

2.253
2.367
2.272
2.255
2.266

.768
.848
.781
.914
.855
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Culture, Gender, and More: A Study of Cyberbullying
Dr. Qing Li
University of Calgary
Calgary, AB, Canada

Introduction
School bullying has been widely recognized as a serious problem and it is particularly
persistent and acute during junior high/middle school period (National-Center-for-EducationalStatistics, 1995). In US, “up to 15% of students … are frequently or severely harassed by their
peers. … Only a slim majority of 4th through 12th graders … (55.2%) reported neither having
been picked on nor picking on others” (Hoover & Olsen, 2001). Universally, bullying is
reported as a significant problem in many countries of the world including European countries,
North America, and Japan (Smith et al., 1999), suggesting that bullying may play a important
role in adolescents’ life in many societies.
Further, bully-victim cycles are found where individuals are both bullies and victims
(Ma, 2001; Pellegrini & Bartini, 2000; Schwartz, Dodge, & Coie, 1993; Schwartz, Pettit,
Dodge, & Bates, 1997). More importantly, it is reported that in many school-shooting cases,
the bully played a major role (Dedman, 2001).
The Problem of Cyberbullying
The use of the new technology such as the Internet and cell phones has increased
dramatically in recent years. In education, the increasing access to new technology can increase
students’ social interaction and enhance collaborative learning experiences. Substantial
research studies have shown that computers in classrooms can have positive effects on learning
of all subjects. The introduction of electronic communication into classrooms, however, also
1

brings problems that deserve our attention. One such issue concerns the increasing serious
cyberbullying problem in schools, i.e. the use of electronic communication devices to bully
others.
In North America and Europe, many teachers and administrators now recognize the
problem of school bullying. Few, however, are aware that students are being harassed through
electronic communication. Parallel to this lack of awareness by school professionals,
researchers have yet to examine the nature of cyberbullying (Beran & Li, in press).
Internationally, although cyberbullying incidences have been reported in different countries in
the world, few studies, if any, have explored the issue from an international standpoint. The
growing number and the level of severity of cyber-bulling reported internationally call for our
educators, researchers, administrators and authorities to take actions.
To tackle this problem, researchers first need to have a comprehensive understanding about
this issue in order to provide useful information for educators and administrators. Because
cyberbullying is a new territory, we know little about it. This study, therefore, will examine
cultural and gender effects on adolescents’ experience in cyberbullying. This preliminary
exploration on the nature and incidences of behavior associated with cyberbullying from a
western and also non-western country may provide empirical groundwork for programs aiming
to combat cyberbullying in different cultural and school contexts. In this paper, “bullying”
refers to bullying in the traditional sense, and “cyberbullying” refers to bullying via electronic
communication tools.
Research questions
To date, cyberbullying related issues have not been evaluated using traditional bullying
issues. Evaluating traditional bullying behavior as a predictor may add to the understanding of
how the cyberbullying is influenced by traditional ways of harassment. Furthermore, it is
2

possible that gender, culture, the knowledge of safety strategies, and frequency of computer
use, may provide valuable information to assess possible cyberbullying involvement. The
present study, therefore, explores these factors and others that could potentially predict which
students are likely to be involved in cyberbullying. Specifically, this study tests the hypothesis
that gender, culture, student engagement in traditional bullying, knowledge of safety strategies
in cyberspace, and the frequency of computer use independently predict whether they will be
cyberbullied.
Methods
Two sets of data were collected: Canadian and Chinese data. For Canadian data, the
subjects were randomly selected from two middle schools in a large western Canadian city.
The two schools were chosen because of the schools’ enthusiasm about technology. Both
schools are involved in a large educational technology integration project of the Province. One
school is located in an area where residences are mainly at middle class range, and the other is
in a low/middle SES area. A total of 177 grade seven students (80 males and 97 females)
completed the questionnaire. Among them, only 7.6 percent are ESL students. Further, 69.7
percent students are white, 9% Asian, and about 20 percent are Black, Hispanic Aboriginal, or
other. See table 1 for details. Over half of the students have reported that their school grades
are usually above average, while 46.3% of them are average. Only a couple of the students
reported their grades to be below average.
The Chinese data was collected from 202 grade seven students who were randomly
selected from two secondary schools in a large city in Southern China. The original
questionnaire used in Canada was translated into Chinese by an English professor from China.
This questionnaire was administrated to the 202 students, but only 197 students had completed
the questionnaire (107 males, 90 females) which comprises the total Chinese sample. 44
3

percent of the students reported that their school grades are usually above average, while
50.3% are average. About 5 percent of the students reported their grades to be below average.
The anonymous survey includes two major areas: students’ demographic data and their
experience related to cyberbullying. A total of twenty-six questions including the frequency of
using computers are analyzed to answer the research questions of this study. In this paper,
quantitative analysis of student survey is used to examine adolescents’ experience of
cyberbullying. Descriptive and inferential statistics are employed to explore the extent of
cyberbullying as well as the characteristics of cyber-bullies and their victims, in both Canadian
schools and Chinese schools. Detailed demographic information is presented in table 1.
Results
A forward stepwise logistic regression technique was used to determine which factors
predicted cyberbullying and cyber victimization. SPSS for windows was used for the analysis.
According to Tabachnick and Fidell (2001), it is “recommend a criterion for inclusion of a
variable that is less stringent than .05; they suggest that something in the range of .15 or .20 is
more appropriate to ensure entry of variables with coefficients different from zero.” (p. 535). In
this study, therefore, an alpha of .15 rather than .05 is used.
The selected variables were: country, gender, knowledge of safety strategy, frequency of
computer using, school grade, and traditional bullying. These variables were chosen because
then have been previously reported as being predictors in the literature or have been found to
be useful in our experience. Frequency of computer using has collapsed into two categories:
rare (i.e. less than 4 times per month) and often (4 or more times per month). Similarly school
grade has been collapsed into “above average” and “average and below” groups. This
procedure was conducted to reduce the number of low size cells. The traditional bullying
variable as a categorical predictor was first recoded into a set of dummy variables before they
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entered the logistic regression model. Specifically, the traditional bullying variable was
grouped into the following 4 subcategories: bully only (bully), victim only (victim), bully and
victim (bully victim), and not involved.
Table 1. Determinants of cyber victimization
Predictor
1. traditional
bullying
-Bully only
-victim only
-bully victim
2. Knowledge of
safety strategy
3. Country
Constant

β

S. E.

Wald’s χ2

df

P

11.79

3

.008

Exp (β)
(OR)

.67
.90
.65
.44

.53
.27
.27
.24

1.58
11.02
5.85
3.43

1
1
1
1

.209
.001
.016
.064

1.92
2.46
1.91
1.54

-.36
-1.50

.22
.28

2.71
29.06

1
1

.100
<.001

.70
.22

The potential predictors are: gender, country, traditional bullying (4 categories), frequency
of computer use, knowledge of safety, and self-reported school grades. Out of the potential
predictors list, the most significant predictors of cyber victimization, in descending importance
are: traditional bullying (χ2(3) = 11.79, p = .008), knowledge of safety strategies (χ2(1) = 3.43,
p = .064), and country (χ2(1) = 2.71, p = .100). The percentage of correct classification is
71.4% and the goodness of fit is – Hosmer and Lemeshow Test -- (χ2(8) = 6.90, p = .55), which
indicates it is a good fit model.
When we look at the individual logistic regression coefficients, it indicates that victim (β =
.90, s.e. (β) = .27, p = .001), bully victim (β = .65, s.e. (β) = .27, p = .016), knowledge of safety
(β = .44, s.e. (β) = .24, p = .064) and country (β = -.36, s.e. (β) = .22, p = .100) are significantly
predict the probability of cyber victimization. According to the model, the log of the odds of a
student being cyber bullied was positively related to traditional bullying, knowledge of safety
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strategy and country. That is, victims as well as those bully victims in traditional sense are
more likely to be cyberbullied. In fact, the odds of a student engaged in traditional bullying
being a cyber victim were about 2 times greater than the odds for students who do not involve
in bullying. Given the same score in traditional bullying, Chinese students are more likely to be
cyberbullied than their Canadian counterparts. In addition, cyber victims tend to report that
they know safety strategies in cyberspace.
Conclusion
Cyberbullying has become a significant problem and we still know little about this growing
problem. This study explores this issue, at the first time, by attempting to identify significant
factors that predict cyber victimization. The results indict a very close tie between regular bully
victimization and cyber victimization. This has an important implication in the development of
prevention programs. It suggests that for any intervention program of cyberbullying to be
effective, the bullying and cyberbullying need to be consideration as holistic whole rather than
separate entities.
Another significant result is that culture also predicts cyber victimization. This suggests
that cyberbullying intervention should always take student culture and ethnic background into
consideration. This preliminary comparative exploration on the nature and incidences of
behavior associated with cyber victimization from a western and also non-western country may
provide empirical groundwork for programs aiming to combat cyberbullying in different
cultural and school contexts.
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TABLES
Table 1. Demographic of the Students
Country
Canada (n=177)
China (n=197)

Gender (%)
M
F
45.2
54.3

54.8
45.7

Academic achievement (%)
Above
Average
Below average
average
50.3
46.3
1.1
37.6
53.8
8.6

*Total percentages may not add up to 100 due to missing values.

Table 2. Overall percentage of students reporting occurrence of various behaviors of
bullying & cyberbullying for each country
Behavior
Canadian Students Chinese Students
χ2
p
N=177
N=197
Bullying victim
54.9
65
5.0
.08
Bully
31.4
34
2.1
.54
Cyberbullying victim 25.1
33
6.8
.08
Cyberbully
14.5
6.6
28.4
<.001*
Heard cyberbullying
53.7
46.7
14.9
.002*
*Total percentages may not add up to 100 due to missing values.
**alpha =.05

Table 3 Overall percentage of students reporting occurrence of behaviors combating
cyberbullying for each country
Behavior
Canadian Students Chinese Students
χ2
p
N=177
N=197
Adults intervene
67.1
73.1
11.1
.025*
Victim tell adults
8.6
66
194.8
<.001*
Bystanders tell adults 19.2
60.4
108.9
<.001*
*Total percentages may not add up to 100 due to missing values.
**alpha =.05

Table 4. Frequency of cyberbullying incidents-Canadian students
Cyberbully victim (n=44)
Cyberbully (n=23)
59.1%
43.5%
1- 3 times
18.2%
30.4%
4-10 times
26.1%
Over 10 times 22.7%
Table 5. Frequency of cyberbullying incidents- Chinese students
Cyberbully victim (n=65)
Cyberbully (n=13)
76.5%
85.9%
1- 3 times
14.3%
3.2%
4-10 times
10.9%
Over 10 times 9.2%
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